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From the Editor in Chief

Dear producers and consumers of knowledge,

| would like to share the happiness of being with you again with third issue of Pegem Journal of
Education and Instruction (PEGEGOG) in 2020. Initially, | want to thank you for the increasing interest for
our journal.

In this issue, | am pleased to inform you that our journal has started to be indexed in ERIC database
as well. With this good news, there has been a significant increase in the number of submissions to our
journal. Although this interest in our journal has pleased us, | would like to inform that we will be more
selective in order to improve our publication quality. Therefore, | recommend you, dear science
producers, to carefully examine the author's guide before submitting your article.

Ninety five manuscripts were submitted to PEGEGOG in the last three months. Of these, about
15.00% were accepted for publication. This is good news for our journal. On the other hand, | have to
indicate that there were critical problems in terms of format within these articles as stated in the
previous issue. First of all, unfortunately we had to reject some articles as in many of them there were
texts very similar to ones in different articles. At first step, we scan all articles in i-Thenticate program to
determine the exact quotations from other resources. After this scan, we reject the articles detected to
have exact quotations at a high rate without initiating peer-review process. Apart from that, we also
send back the articles not written in an academic format not to disturb our reviewers unnecessarily.

One of the problems with the articles submitted to our journal and we had to reject was about data
analysis. The data is the raw information collected from related resources through research aims. These
should be analyzed in parallel with these aims. It is necessary to analyze them using statistics for
quantitative data and methods such as content analysis or descriptive analysis for qualitative data.
Analysis provides the data being transformed into findings and make sense. Especially, in some of
document analysis and some qualitative studies, it is seen that data are presented as findings. In some
others, data are presented being only described. It is essential that the studies are formed in an article
format obeying the rules by the journal and presented for publication afterwards.

As always, we present the ten articles got through peer-review process and given DOl number to you
dear producers and consumers of knowledge. | wish these studies conducted in various fields of
educational sciences will be useful and contribute to theoretical knowledge within the field. Hope to
meet within the next issue.

Sincerely yours,

Prof. Dr. Ahmet DOGANAY
Editor in Chief
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Editérden

Degerli bilgi Uretici ve tiketicileri,

Pegem Egitim ve Ogretim Dergisi’nin (PEGEGOG) 2020 yilinin {iclincii sayisi ile sizlerle bir kez daha
beraber olmaktan duydugum mutlulugu paylasmak istiyorum. Oncelikli olarak dergimize olan ilginin
strekli artmasi nedeniyle sizlere tesekkiir etmek isterim.

Bir dnceki sayimizda sizlere dergimizin ERIC veri tabaninda da taranmaya basladigini bildirmistim. Bu
guzel haberle birlikte dergimize basvuru sayisinda ciddi bir artis oldu. Dergimize gosterilen bu ilgi bizi
sevindirmis olsa da yayin kalitemizi daha Ust seviyelere tasimak amaciyla daha segici davranacagimizi
bildirmek isterim. Bu nedenle siz degerli bilim Ureticilerinin makale basvurularini yapmadan 6nce yazar
rehberini dikkatli incelemesini dGnermekteyim.

PEGEGOG dergisine, son Ug¢ ay i¢inde 95 makale basvurusu yapilmistir. Bunlarin yaklasik% 15.00’i
yayina kabul edilmistir. Bu, dergimiz igin sevindirici bir haberdir. Ancak Gziilerek belirtmem gerekiyor ki,
onceki sayida belirttigimiz gibi bu makalelerin bazilarinda format agisindan énemli sorunlar vardi.
Oncelikle bircok yazarimizin makalesindeki metinlerin baska makale ya da metinlerle birebir benzerligi
nedeniyle Gziilerek ret etmek zorunda kaldik. Bize gelen tim makaleleri ilk 6nce I-thenticate programiyla
diger kaynaklardan birebir alintilari belirlemek i¢in tariyoruz. Bu tarama sonucunda yiliksek oranda
birebir alinti oldugu belirlenen makaleleri hakem siirecine gondermeden ret ediyoruz. Bunun disinda, bir
akademik makale formatina uymayan calismalari da hakemlerimizi bos yere yormamak adina geri
geviriyoruz.

Dergimize yapilan basvurularda ret etmek zorunda kaldigimiz ¢alismalarin bir kisminda gorilen
sorunlardan birisi de veri analiziyle ilgiliydi. Veri, arastirma amaclari dogrultusunda ilgili kaynaklardan
toplanan ham bilgilerdir. Bunlarin amaglar dogrultusunda analiz edilmesi gerekir. Veriler sayisal ise
istatistik teknikleri kullanarak nitel ise icerik analiz ya da betimsel analiz yontemleri gibi yontemlerle
analiz etmek gerekir. Analiz verilerin bulguya donlsmesini ve onlardan anlam cikarilmasini saglar.
Ozellikle belge analizi ve diger nitel ¢alismalarin bazilarinda verilerin bulgu olarak sunuldugu
gorilmektedir. Bazilarinda ise veriler sadece betimlenerek sunulmaktadir. Bagvuru yapilmadan once
calismalarin derginin benimsedigi kurallara uyarak makale formatina getirilmesi ve ondan sonra yayim
icin sunulmasi gerekmektedir.

Bu sayimizda da her zaman oldugu gibi hakem degerlendirme siireci tamamlanan ve daha 6nce DOI
numarasl verdigimiz on makaleyi siz degerli bilgi Greticisi ve tiiketicilerinin hizmetine sunuyoruz. Egitim
bilimlerinin gesitli alanlarinda yapilan bu ¢alismalarin yararli olmasini ve egitim uygulamalarina ve egitim
bilimleri alanindaki kuramsal bilgi birikimine katki yapmasini diliyor, gelecek sayida bulusmak dilegiyle en
icten saygilarimi sunuyorum.

Prof. Dr. Ahmet DOGANAY
Bas Editér
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This study investigated the relationship between teachers' educational beliefs and
their perceptions about school climate. The study was designed as a correlational
survey model. The sample included 357 teachers working in the central districts of Van
province in 2019-2020 academic year. "Educational Beliefs Scale" and "School Climate
Scale" were used as data collection tools. Correlational and regression analyses were
carried out to explore the relationships among the study variables. According to the
results, teachers' beliefs about contemporary philosophical approaches were strong. In
terms of teachers' perceptions of school climate, all scores were close to each other,
but higher scores were found in directive and supportive school climates. Results
concerning the relationship between education beliefs and school climate showed that
teachers having progressivist and existentialist education beliefs saw their schools as
more supportive and directive while teachers having a reconstructionist educational
philosophy perceived their schools as more directive and restrictive. Teachers
adopting a perennialist educational belief interestingly described their schools as more
supportive, directive and intimate. As expected, teachers who follow essentialist
beliefs in education regarded their schools as more restrictive in terms of climate. The
results of the study indicated that teachers' philosophical beliefs about education
were, although at a low level, a significant predictor of their perception of school
climate.

Ogretmenlerin egitime dair felsefi inanglari ve okul iklimi algilar arasindaki
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Bu arastirmada, 6gretmenlerin benimsedikleri egitim felsefeleri ile okul iklimine iliskin
algilan arasindaki iliskiyi saptamak amaglanmistir. Bu arastirma iligkisel tarama
modelinde tasarlandi. Aragtirmanin 6rneklemini 2019-2020 egitim-6gretim yilinda Van
ili merkez ilgelerinde gorev yapan 357 6gretmen olusturdu. Arastirmada veri toplama
araci olarak “Egitim inanglari Olgegi” ile “Okul iklimi Olgegi” kullanildi. Arastirmada
korelasyon ve regresyon analizleri yapildi. Arastirma sonuglarina gore, 6gretmenlerin
cagdas felsefi yaklagimlara iliskin inanglar ylksek duzeydedir. Okul iklimi algilari
baglaminda puanlar birbirine yakin olmakla birlikte 6gretmenlerin yonlendirici ve
destekleyici okul iklimi algilar daha yiksektir. Egitim inanglari ve okul iklimi algilar
arasindaki iligki, ilerlemeci ve varolusgu egitim inanglarina sahip 6gretmenlerin
okullarini iklim agisindan daha destekleyici ve yonlendirici olarak gérdugint gosterdi.
Yeniden yapilandirmaci egitimine inanan 6gretmenler, okullarini iklim agisindan daha
yonlendirici ve kisitlayici olarak degerlendirdi. Daimici bir egitime iliskin inang dizeyi
yuksek olan 6gretmenler, ilging bir sekilde okullarini daha destekleyici, yonlendirici ve
samimi olarak gordi. Beklendigi gibi, esasici egitime inanan 6gretmenler, okullarini
iklim agisindan daha kisitlayici buldu. Arastirmanin sonuglari, egitime iliskin felsefi
inanglarin, dusiik dizeyde olmakla birlikte 6gretmenlerin okul iklimi algisinin anlamli
bir yordayicisi oldugunu gostermistir.
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Introduction

In the dialogues of Socrates, philosophy is seen as an activity of criticism, questioning and mutual
discussion (Plato, 2016). In all of these activities, there is a search for meaning and an effort to reach the
truth. Therefore, when it is considered in this aspect, it can be said that the philosophy is an activity of
thinking, questioning, discussing, understanding and making sense. Philosophy is the name of the
discipline formed as a result of systematic, in-depth and fictional thinking on the relationship of human
with the universe (Gutek, 2017).

The philosophy of education can be mentioned when concepts or phenomena at the center of
education are inquired. Who should be trained? How should educational programs be organized?
Should everyone get the same education? What should be the role of government in education? It is
possible to find philosophical answers that can correspond to each of these questions. Gutek (2017)
states that a teacher who started to think about reality, human nature and society makes educational
philosophy. Noddings (2017) stated that problems regarding education and answers sought with the
philosophical method are included in the field of educational philosophy.

It is possible to talk about epistemology when the knowledge of being is questioned. In
epistemology, concepts such as thought, proposition, belief, truth, justification and knowledge are
emphasized (Audi, 1988; BonJour & Sosa, 2003; Musgrave, 2013). It is claimed that people know to the
extent that they have correct and justified beliefs (BonJour & Sosa, 2003). Therefore, it can be argued
that belief in epistemology is a concept that is emphasized.

Belief is an attitude, understanding or proposition that we have and think that it is true (Richardson,
1996). Belief refers to the state of balance in a person. It is unlikely that belief will be altered unless the
person has a feeling of dissatisfaction (Pajares, 1992) because there is an aspect of belief that gives
people peace and guides their behavior. According to Peirce (1877), there is doubt where belief is
lacking, and doubt does not have such an effect on our wishes and actions.

Beliefs have an impact on people's emotions, decision-making processes and actions (Baron, 1992;
Richardson, 1996). Beliefs also affect people's thinking structures and sometimes, these beliefs can even
lead people to biased behavior (Nickerson, 1998). In terms of educational organizations, it is seen that
teachers' philosophical beliefs are related to different cognitive and psychological elements such as their
critical thinking dispositions (Alkin Sahin, Tunca & Ulubey, 2014) and their self-efficacy perceptions
(llgaz, Bulbul & Cuhadar, 2013). Philosophical beliefs about education also affect teachers' teaching
approaches. Bas’s (2015) study revealed that the beliefs of contemporary educational philosophy are
related to constructivist teaching-learning and traditional beliefs of educational philosophy are related
to traditional teaching-learning. Teachers' beliefs also affect their classroom behavior (Harvey, Prather,
White & Hoffmeister; Okut, 2009; Pajares, 1992). In other words, it can be argued that teachers' beliefs
about education affect classroom climate. For example, a teacher having a perennialist educational
belief may be in search of a continuous reality, while another teacher adopting a progressivist
philosophy in education may believe in the uncertainty of reality. These differentiated belief systems
may be reflected in the language used by teacher in classroom, in behaviors and classroom atmosphere.
Because in perennialism the focus is on the stable nature of reality, while in progressivism the focus is
on uncertain reality (Mosier, 1951). An existentialist teacher tries to create a learning climate where
both teachers and students are free to think, ask questions and establish philosophical dialogue about
life issues and moral choices because they respect individual freedom and preferences of students (Tan,
2006). Ozkal, Tekkaya, Cakiroglu and Sungur's (2009) study revealed that students with fixed epistemic
beliefs regard their learning environment as less constructivist. Similarly, it can be argued that school
climate is an important factor in shaping teacher beliefs. Beets et al. (2008) reached a conclusion in this
direction in their research.

The concept of climate, which is emphasized as the personality of an organization (Halpin, 1966), is
at the focus of studies such as leadership, bullying, student achievement and organizational
commitment (Sezgin & S6nmez, 2018). School climate perception is an essential predictor of teacher job
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satisfaction and organizational citizenship behavior (DiPaola & Tschannen-Moran, 2001; Taylor &
Tashakkori, 1995). A positive perception of school climate is seen as necessary in terms of student
achievement and school effectiveness (Hoy, Hannum & Tschannen-Moran, 1998; Hoy, Tarter &
Kottkamp, 1991; Senel & Bulug, 2016). When school climate is perceived as supportive, negative
personality behaviors such as emotional imbalance are seen less (Sahin, Sénmez & Yavuz Tabak, 2019).
Teacher leadership behaviors are less visible when school climate is perceived as restrictive, (Kiling,
2014). In short, teachers' beliefs about education can also be seen as necessary because positive
organizational components are often associated with a positive school climate perception. In the
research, it is primarily predicted that teachers’ perception of a positive school climate will increase
when they have contemporary philosophical beliefs about education. It can be argued that other
positive organization components may be seen more frequently in an environment where positive
school climate perception increases.

Philosophical Beliefs in Education

The concept of belief has been one of the topics that have been included in the scope of philosophy
since ancient times. Plato (2016) discussed belief as one of the primary conditions of knowledge in the
dialogue Theaetetus. A high level of belief may indicate the correctness of a proposition an individual
expresses while a low level of belief may be an indication of its inaccuracy (Armstrong, 1973).

Unlike knowledge, belief is hard to define because it is based on personal evaluations and judgments
rather than objective reality. Belief associated with mind structures can differ from one person to
another (Abelson, 1979). The problem of defining belief, the poor conceptualization of belief, and
differing perceptions of belief and belief sets make it challenging to clarify beliefs in education (Pajares,
1992). Armstrong (1973) considers belief as a conscious formation that is specific to the believer,
reflects the mental state of the believer and appears in the believer's mind. Philosophical beliefs related
to education can be considered as difficult to be defined in this context. Teachers have different beliefs
about themselves, their professions, school, students, colleagues, family, environment and society.
However, beliefs about education generally express attitudes and value judgments about education
(school, teaching, learning, student) (Pajares, 1992).

There are different studies in the literature to determine educational beliefs (Doganay, 2011;
Kerlinger & Kaya, 1959; Minor, Onwuegbuzie, Witcher & James, 2002; Silvernail, 1992; Sirotnik, 1979;
Tsai, 2002; Yilmaz, Altinkurt & Cokluk, 2011). For example, Kerlinger and Kaya (1959) used a two-factor
(traditional and progressive), and, similarly, Minor et al. (2002) employed a two-factor (transmissive and
progressive) educational beliefs scale to collect data while the educational beliefs scale in Silvernail
(1992)’s study had three factors. The first factor refers to the perennialism that combines essentialism
and traditionalism, the second factor refers to the romanticism that combines reconstructivism and
existentialism, and the third factor refers to the progressivism. In Doganay's (2011) study, it is seen that
philosophical beliefs related to education are examined in the dimensions of perennialism, idealism,
realism, experimentalism and existentialism. Tsai (2002) examined teachers' beliefs about education as
traditional, process and constructivist beliefs. Yilmaz et al. (2011) developed a five-dimensional structure
to determine beliefs about education.

There is a similarity between essentialism (also known as fundamentalism) and idealism and realism,
which are traditional philosophies. As in these philosophies, the reality is conveyed to the student in a
particular structure and order. Ideologically, essentialism is similar to the conservative view arguing that
the main function of education is to convey cultural values and basic knowledge. Essentialists' views
conflict with naturalism, pragmatism, and existentialism (Gutek, 2017). Perennialism (also known as
universalism) emphasizes the transfer of cultural heritage, abundant practice, strengthening teacher
authority and the passive role of the student (Silvernail, 1992). According to a perennialist, the first
problem of an educator is to explain human nature and to design an education program based on
universal qualities related to this nature. According to perennialism, the school curriculum should
include universal and repetitive issues in human life; be logical and provide an environment for students
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to think; include moral principles; should encourage students to make moral and rational criticism
(Gutek, 2017). Perennialism also corresponds to idealism, one of the philosophical movements, and in
this philosophical belief, intellectual and spiritual potential of an individual is tried to be developed
(Cevizci, 2014). Progressivism has emerged as a reaction to the formalism and oppression of traditional
education (Gutek, 2017). In progressivism, it is aimed to educate students who have high social
awareness, problem-solving skills and active learning in the course (Silvernail, 1992). In progressivism,
which takes its source from pragmatism and naturalism, innovative educational practices that will free
individuals are given importance (Gutek, 2017). Cultural heritage is critically addressed in
reconstructivism, theoretical social reforms are planned, a planned action that leads to a cultural
innovation is developed, and cultural innovation is tested with the theoretical social reform plan (Gutek,
2017). The basic idea in existentialism is that the individual is unique in society. With this understanding,
all people have the responsibility to exist and define themselves (Gutek, 2017). Noddings (2017) stated
that existentialism, which includes the ideas of many thinkers and rejects systematic philosophy and
thought structures, is not an entirely philosophical movement. In the existentialist view, the idea of
“existence precedes essence' is frequently emphasized (Noddings, 2017). In other words, existentialists
deny that the individual has a predetermined nature.

School Climate

It is unlikely to mention a generally accepted definition of school climate or school climate
dimensions (Thapa, Cohen, Guffey & Higgins-D’Alessandro, 2013). However, it can be argued that a
holistic approach to the studies dealing with school climate from different perspectives will make it
easier to understand this concept. It is possible to define a school climate as a climate, which
distinguishes a school from other schools and affects the behavior of each individual in the school
(Miskel & Hoy, 2013).

Different studies have been conducted to measure the school climate and determine its dimensions
(Halpin & Croft, 1963; Hoy & Clover, 1986; Hoy, Hoffman, Sabo & Bliss, 1996; Hoy et al., 1991; Kavgaci,
2010). In the Organizational Climate Description Questionnaire (OCDQ) developed by Halpin and Croft
(1963), school climate is considered in six dimensions considering the behaviors of teachers and school
administrators: (1) open, (2) autonomous, (3) controlled, (4) familiar, (5) paternal and (6) closed. Hoy et
al. (1991) produced a new form of this questionnaire to determine school climate in primary schools
(OCDQ-RE). In OCDQ-RE, school administrators’ behaviors associated with school climate were
examined in the subscales of supportive, directive and restrictive. Teachers' behaviors associated with
school climate were examined in the subscales of collegial, intimate and disengaged. In the School
Climate Scale in which Kavgaci (2010) adapted OCDQ-RE into Turkish, school climate emerged in four
dimensions: supportive, directive, restrictive and intimate.

In a supportive school climate, school administrators support teachers' professional and personal
development. In schools where this climate is dominant, the visibility of the school principal is high, and
teachers do not have difficulty in interacting with the principal (Thomas, 1976). Moreover, in a
supportive school climate, the school principal does not disturb teachers with simple bureaucratic tasks
and does not force or obstruct them because the principal knows the workload of teachers (Hoy et al.,
1996). It is possible to consider a restrictive school climate as the opposite of a supportive school
climate. In a restrictive school climate, the principal tries to make things hard for teachers rather than
facilitating their work. In schools where this climate is dominant, teachers have a high workload, and
they have routine tasks to do. Teachers have difficulty in focusing on education and training activities in
this overwork (Thomas, 1976). In an intimate school climate, teachers are continuously monitored
closely by the principal. In other words, control-oriented administration is dominant in this climate. In a
school climate with intimacy, the relationships between teachers are sincere (Halpin & Croft, 1991). In
this friendly atmosphere, strong ties and close friendships are established among school members (Hoy
& Clover, 1986; Kottkamp et al., 1987).
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In this study, it was aimed to determine how school climate perceptions change depending on
teachers' philosophical beliefs about education. For this purpose, the following questions were
addressed:

1. What is the level of philosophical beliefs of teachers about education?
2. What is the level of teachers' perceptions of school climate?

3. Is there a meaningful relationship between teachers' philosophical beliefs about education and their
perceptions about school climate?

4. To what extent do teachers' philosophical beliefs predict their school climate perceptions?

Method
Research Design

This research was designed in a correlational survey model. The correlational survey model aims to
determine the existence and the degree of co-change between two and more variables (Karasar, 2012).
In this study, this model was used because it was aimed to determine the relationship between
teachers' philosophical beliefs in education and their perceptions about school climate. Philosophical
beliefs about education were examined as the predicting variable and school climate was examined as
the predicted variable.

Population and Sample

The population of the research was composed of all teachers working in public schools in the central
districts of Van province in the 2019-2020 academic year, and the sample of the research was 378
teachers. Appropriate sampling method was used in the study. Twenty-one questionnaires were not
evaluated because they were filled with sloppy. The evaluation was made on 357 questionnaires.
Approximately 57.00% (n = 204) of the teachers participated in the study were male and 43.00% (n =
153) were female. The sample is in the 22-60 age range, and the average age of the sample is 33.78. The
average service period of the sample in total is approximately 9.76 (in the range of 1.00-40.00). The
average service period of the sample in the school they work for is 3.62 (In the range of 1.00-22.00).

Data Collection Tools

In this study, "Educational Beliefs Scale" (EBS) developed by Yilmaz et al. (2011), and a revised
version of the Organizational Climate Description Questionnaire for Primary Schools (OCDQ-RE) created
by Hoy et al. (1991) and adapted into Turkish by Kavgaci (2010) were used in order to determine school
climate according to teachers' opinions. Data collection tools were created online.

Educational Beliefs Scale: This scale, which consists of 40 items and five sub-dimensions, has a 5-
point Likert type (strongly disagree, disagree, moderately agree, agree, strongly agree). There are 13
items in the progressivist education dimension (Sample item: The content of the training should be
continuously reviewed). There are seven items in the existentialist education dimension (Sample item:
Education should allow each person to recognize their own characteristics), seven items in the
reconstructionist education dimension (Sample item: The primary purpose of education is to rebuild
society to overcome the cultural crisis) and eight items in the perennialism dimension (Sample item:
Moral principles and values are universal, do not change). In terms of essentialism, there are five items
(Sample item: Education is a subject-centered process). Cronbach's Alpha internal consistency
coefficients for each dimension of the scale ranged from .70 to .92. The scale explains approximately
50.00 % of the total variance. In this study, the Cronbach’s Alpha reliability coefficients for the sub-
dimensions were found to be between .71 (for progressivism and perennialism) and .80 (for
reconstructionism and essentialism).

Organizational Climate Description Questionnaire for Primary Schools: The scale consists of 25
items and four sub-dimensions, and it has a four-point Likert type (never, sometimes, often, always).
There are eight items in the supportiveness dimension of the school climate (Sample item: Principal
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listens to and accepts teachers' suggestions). There are four items in the restrictiveness dimension
(Sample item: Work intensity puts a heavy burden on teachers), five items in the directiveness
dimension (Sample item: Principal supervises everything teachers do at school) and eight items in the
intimacy dimension (Sample item: Teachers support and help each other). The Cronbach's alpha
reliability coefficients calculated for the sub-dimensions in the adaptation study of the scale were
calculated between .76 and .90. The scale's four dimensions together account for 55.65% of the total
variance. In this study, the Cronbach’s Alpha reliability coefficients for the sub-dimensions were found
to be in the range of .84 (for restrictiveness and directiveness dimensions) and .94 (for supportiveness
dimension).

Data Analysis

In this study, correlation analysis was used to examine the relationships between variables and
regression analysis was used to determine the level of explanation of the variables. Correlation analysis
involves collecting two or more scores on the same group of subjects and calculating the correlation
coefficients, and multiple regression analysis allows estimation of the relationship between two or more
predictor-independent variables and predictor-dependent variables (Cohen, Manion & Morrison, 2018).
Basic conditions were provided for the relevant analyzes by ensuring that the sample was large enough,
paying attention to multi-collinearity (r value is not .90 or more), extracting outliers and paying
attention to the normal distribution of the data (Cohen et al., 2018). Before the basic analysis, the
correct entry of the data, whether missing data were entered and the normal distribution of the data
were examined. In the examination, it was found that the quantitative data were within the possible
limits, and there was no wrong coding in the categorical variables. In the loss value analysis, it was found
that only one cell had no data for a continuous variable, and the mean value was assigned for this loss
value. In normality analysis, skewness and kurtosis values were examined. Since the data related to
continuous variables are within the range of £ 1.00, excluding one dimension, it is accepted that the
data show normal distribution (Gokluk, Sekercioglu & Buyukoztiirk, 2012). The fact that the skew value
in the existentialist education belief dimension is within £ 2.00 range is also acceptable for normality.
George and Mallery (2012) stated that in most cases, a skewness value of + 2.00 is acceptable for
normality. In the multi-collinearity review, it was found that the VIF (in the range of 1.31 to 3.03) and
the tolerance values (in the range of .33 to .77) were in the appropriate range. According to Field (2005),
in order to perform multiple regression analysis, the maximum VIF value should be less than 10.00 and
the minimum tolerance value should be greater than .20.

The interval width for each dimension of the scales used in the study was calculated as (5-1) / 5 = .80
for the OCDQ-RE, and (4-1) / 5 = .60 for the EBS by using the Sequence Width / Number of Groups to be
Made formula. In the interpretation of item averages related to the sub-dimensions of the OCDQ-RE,
1.00 to 1.59=Very Low, 1.60 to 2.19=Low, 2.20 to 2.79=Medium, 2.80 to 3.39=High, and 3.40 to
4.00=Very High; and for the EBS, 1.00 to 1.79=Very Low, 1.80 to 2.59=Low, 2.60 to 3.39=Medium, 3.40
to 4.19=High, 4.20 to 5.00=Very High values were taken as criteria (Tekin, 1996).

Results

First of all, it was aimed to determine teachers' philosophical beliefs in education and their
perceptions about school climate. Then, the relationships between these variables and the extent to
which teachers' philosophical beliefs predict their school climate perceptions were examined. Mean and
standard deviation values of teachers' educational beliefs and school climate perceptions and the
relationships between these variables are given in Table 1.

When the data in Table 1 are examined, it is seen that teachers' beliefs about education appear at
the highest level (X= 4.80) in the existentialism dimension. Progressivist (X= 4.53) and reconstructionist
(&= 4.32) educational beliefs follow it. On the other hand, teachers' beliefs about education emerged at
the lowest level (X=2.49) in the essentialism dimension. When these findings are evaluated in general, it
can be argued that the teachers' beliefs about progressivist, existentialist and reconstructionist

640



Fatih SAHIN — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 635-654

educations within the context of contemporary education beliefs are firmer than perennialist and
essentialist beliefs considered within the context of traditional education beliefs. When the perceptions
of teachers about school climate are examined, it is seen that the perceptions of the directive (x= 2.87)
and supportive school climate (X= 2.81) are higher, followed by the restrictive (X= 2.78) and intimate
school climate (k= 2.76) scores, respectively. When these findings are evaluated in general, it can be
argued that the teachers' beliefs about progressivist, existentialist and reconstructionist educations,
which are considered within the context of contemporary educational beliefs, were at a higher level
than those of perennialist and essentialist educations, which are considered within the traditional
educational beliefs.

Table 1.
Arithmetic Mean, Standard Deviation and Correlation Values about Educational Beliefs and School
Climate Variables.

Variables X sd 1. 2. 3. 4, 5. 6. 7. 8.
1. Progressivism 4.53 .36 -

2. Existentialism 480 31 .64 -

3. Reconstructionism  4.32 .61 .47 .44

4. Perennialism 416 61 26 21 52

5. Essentialism 249 94 31 -30 = .03 .29

6. Supportiveness 281 81 .16 .11 .07 .16 .06

7. Restrictiveness 278 81 .01 .02 .11 .09 .17 -08

8. Directiveness 287 .70 .16 .15 .17 14 10 49 .10

9. Intimacy 276 56 31 .06 .11 .14  -01 .39 -06 .30

**p<.01;*p<.05
1=Progressivism; 2=Existentialism; 3= Reconstructionism; 4=Perennialism; 5= Essentialism; 6=Supportiveness; 7= Restrictiveness;
8= Directiveness; 9= Intimacy

When the relationships between educational beliefs and school climate are examined, a moderate
positive relationship was found between progressivist education belief and intimate school climate
(r=.31; p<.01), and a low-level positive relationship between progressivist education belief and
supportive (r=.16; p<.01) and directive school climate (r=.16; p<.01). Existentialist education belief was
found to be significantly and positively correlated with supportive (r=.11; p<.05) and directive school
climate (r=.15; p<.01). The belief in reconstructionist education was found to be significantly and
positively correlated with the intimate (r=.11; p<.05), directive (r=.17; p<.01) and restrictive school
climate (r=.11; p<.05). Perennialist education belief was found to be significantly and positively
correlated with supportive (r=.16; p<.01), directive (r=.14; p<.01) and intimate school climate (r=.14;
p<.01). The belief in essentialist education was found to be significantly and positively correlated with
the restrictive school climate (r=.17; p<.01).

Table 2.
Results of Multiple Regression Analysis on the Predictions of Teachers' Educational Beliefs on School
Climate.

Predicted Variable

Supportiveness® Restrictiveness” Directiveness® Intimacyd
Predictive Variable 6 t P 6 t P 6 t P 8 t P
Constant .26 .80 2.07 .04 .38 71 2.30 .02
1. Progressivism .17 233 .02 .00 .04 97 .12 162 A1 46 6.69 .00
2. Existentialism .05 .64 53 .03 41 68 .09 1.22 22 -21 -3.10 .00
3. Reconstructionism -10 -149 .14 .10 151 .13 .07 1.08 .28 -06 -91 .36
4. Perennialism .14 208 .04 -03 -44 .66 .01 14 .89 .08 122 .22
5. Essentialism .09 144 15 .19 3.02 .00 .16 2.64 .01 .05 .82 .41

®R=.23,R*=.05;F=3.82,p=.02
®R=.25R’=.06; F=4.57, p=.00

R=.20,R"=.04; F=2.96,p=.01
R=.37,R*=.13; F = 10.86, p=.00

641



Fatih SAHIN — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 635-654

The findings about to what extent teachers' educational beliefs predict school climate are given in
Table 2. When it is examined, it is seen that teachers' educational beliefs (predictive variables) generally
predict low levels of school climate sub-dimensions (predicted variables). Progressivist (B=.17, p<.05)
and perennialist educational beliefs (B=.14, p<.05) predicted a supportive school climate in a statistically
significant and positive way. The restrictive and directive school climate was only positively predicted by
the belief in essentialist education (B=.19, p<.05 and B=.16, p<.05, respectively). intimate school climate
was positively predicted by progressivist education belief (3=.46, p<.05) and negatively by existentialist
education belief (=-.21, p<.05).

Discussion, Conclusion & Implementation

Firstly, the level of philosophical beliefs of the teachers was determined. The results of the research
showed that teachers had a very high level of belief in existentialist, progressivist and reconstructionist
educations. Unlike the results of this research, Doganay's (2011) study found that existentialism was one
of the least preferred philosophical approaches by prospective teachers. However, many results in the
literature are consistent with these findings (Alkin Sahin et al., 2014; Bas, 2015; llgaz et al., 2013;
Sénmez Ektem, 2019; Altinkurt, Yilmaz & Oguz, 2012). Perennialist educational beliefs of the teachers
were also relatively low but still appeared at a high level. The lowest dimension of belief in education is
found to be essentialism. While the essentialism, which is one of the traditional philosophical
approaches, emerges at the lowest point following the expectations, the high level of scores on the
perennialism which is also one of the traditional philosophical approaches can be considered as a
striking result. In Doganay's (2011) study, it was observed that perennialism as well as existentialism was
the least preferred philosophical understanding in pretest and posttest scores of prospective teachers.
In this philosophical doctrine, giving importance to developing mental and rational abilities may be an
essential factor in the high scores of perennialism (Gutek, 2017). In perennialism, although the
understanding of being is different, trying to explain it through reason can be interpreted as appropriate
for the nature of education. In addition, the fact that perennialism is a traditional education belief and
that the traditional education belief is dominant in teaching practices (Tsai, 2002) may explain this
situation. According to the results of the research, it is seen that the belief level of contemporary
philosophical approaches (existentialism, progressivism, reconstructionism) is higher than the belief
level of traditional philosophical approaches (perennialism and essentialism). When these results are
related to the literature, Altinkurt, Yilmaz and Oguz (2012), similarly, found that the educational beliefs
in which teachers participated most were existentialism, progressivism, perennialism, reconstructionism
and essentialism, respectively. In Doganay's (2011) research, the fact that empiricism is the
philosophical approach with the highest scores can be considered as a supportive finding. Because it is
stated that experimental method is used predominantly in pragmatism (James, 2017) and that
progressivist education belief derives from the pragmatist view (Gutek, 2017). Similarly, in some other
studies conducted in educational organizations (Alkin Sahin et al.,, 2014; Bas, 2015; S6nmez Ektem,
2019), the belief level of contemporary educational philosophies were found to be higher than the belief
level of traditional educational philosophy.

Secondly, the school climate perceptions of the teachers were determined. The results of the
research revealed that the perception of school climate was the highest in the directiveness and
supportiveness of school. High perceptions of the directive school climate can be considered as a
striking result. A restrictive and intimate school climate followed these results. It is interesting to note
that the score for the intimate climate was the lowest. Sahin et al. (2019) found that teachers'
perception of supportive climate was highest, and teachers' perception of the restrictive school climate
was the lowest. In the study of Colak and Altinkurt (2017), it is seen that teachers' perception of
supportive and restrictive school climate is higher than the others. In the study of Kiling (2014), it is seen
that the perception of a supportive and sincere school climate is higher than the others. Different
studies in the literature reveal different results that are not consistent with each other. For this
situation, it can be argued that the perception of school climate among teachers varies with the
different sample and conditions and temporal differences based on the idea that each school has its

642



Fatih SAHIN — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 635-654

unique climate. In the study of SGnmez and Sezgin (2017), it is claimed that there may be differences in
the school climate depending on the analysis unit (school / individual).

Thirdly, the relationship between teachers' philosophical beliefs about education and school climate
was examined. Similar to the results of some studies in the literature (Beets et al., 2008), significant
relationships were found between these two variables. According to the results, progressivist and
perennialist educational beliefs were positively related to intimate, supportive and directive school
climate. On the other hand, existentialist belief in education was positively associated with a school
climate that was both directive and supportive. It is striking that progressivist and existentialist
education beliefs were positively related to directive school climate and perennialist education belief to
intimate and supportive school climates. The belief in reconstructionist education has been associated
with a directive and restrictive school climate. An exciting conclusion is that reconstructionism is
positively related to these two dimensions. Because, contrary to these findings, reconstructionism is
expected to be opposed to conservative, essentialist and perennialist approaches (Gutek, 2017). As can
be expected, an essentialist belief in education was found to be significantly related to the restrictive
dimension of school climate.

Finally, the research examined how much of the change in school climate can be explained by
teachers' beliefs about education. According to the results, it is seen that philosophical beliefs about
education predict school climate at a low level. In the study, it was found that the perception of a
supportive school climate was better predicted by the teachers' progressivist and perennialist education
beliefs and the perception of restrictive and directive school climate was positively predicted by
essentialist education belief. In essentialism, transferring the reality to students in a certain structure
and order (Gutek, 2017) can be considered as an element that increases directiveness. A teacher
adopting an essentialist belief can demonstrate a control-oriented classroom management (Tan, 2006).
Perceptions of democratic attitudes may fall in the face of the increasing belief in essentialist education
(S6nmez Ektem, 2019). In a school climate where the perception of democratic attitude is low, it can be
argued that a restrictive or directive climate is dominant. It is interesting to note that a supportive
school climate is positively predicted by a perennialist educational approach. An intimate school climate
was found to be better predicted by a progressivist belief in education and negatively better by an
existentialist belief in education. It is an exciting finding that an existentialist belief in education
negatively explains an intimate school climate. This result can be explained by the thought that an
existentialist understanding that contemporary society and education create social pressure on
individuals by teaching them social roles and that this situation distances individuals from their identity
(Gutek, 2017). Existentialists reject the views that make people dependent on a system (Noddings,
2017). However, the idea that a person is a social being and that they need to be connected to someone
or something does not coincide with this philosophical understanding. It can be argued that human
beings can establish healthy relationships only in intimacy with their cultures.

When the results are examined in general, it is seen that there are significant relationships between
the teachers' philosophical beliefs about education and school climate perceptions. This reveals that
education beliefs are essential in having a positive climate perception about school. Although some
differences contradict the related literature, it can be argued that having a high level of contemporary
philosophical beliefs about education, in general, brings with it the perception of a positive school
climate. Ozkal et al. (2009) found that students who do not have fixed epistemic beliefs perceive their
learning climate as more constructivist. Therefore, it is important to develop beliefs that will increase
teachers' perception of a positive school climate. Pre-service and in-service training programs applied to
teachers revealed that although it is difficult, it is possible to bring about a change of belief in teachers
(Richardson, 1996). However, human being is an entity that knows, builds, produces value, takes an
attitude, becomes historical, ideates, believes, speaks ... in short, has unique phenomena (Mengisoglu,
2016) makes it difficult to explain the phenomena influenced by human beings. Therefore, seeing
philosophical beliefs about education as the main determinant of positive school climate perception
observed in teachers may be an incomplete reflection of reality
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Turkish Version

Girig
Sokrates'in diyaloglarinda felsefenin bir elestiri, sorgulama, karsilikli tartisma faaliyeti oldugu goralur
(Platon, 2016). Tum bu faaliyetlerde bir anlam arayisi, hakikate ulasma gabasi vardir. Dolayisiyla bu
yoniyle ele alindiginda felsefe diisiinme, sorgulama, tartisma, anlama ve anlamlandirma faaliyetidir

denebilir. Felsefe; insanin evrenle iliskisi lizerine sistematik, derinlemesine ve kurgusal disiinme
sonucunda olusan bilgi alaninin adidir (Gutek, 2017).

Egitimin merkezinde yer alan kavramlara veya olgulara iliskin sorgulamalarin yapildigi bir yerde
egitim felsefesinden s6z edilebilir. Egitim kime verilmelidir? Egitim programlari nasil diizenlenmelidir?
Herkese ayni egitim mi verilmelidir? Devletin egitimdeki roli ne olmalidir? Bu gibi sorularin her birine
karsilik gelebilecek felsefi cevaplar bulmak mimkindir. Gutek (2017) gerceklik, insan dogasi ve toplum
Uzerine disinmeye baslayan 6gretmenin egitim felsefesi yaptigini ifade etmektedir. Noddings (2017)
egitime iliskin sorulan ve felsefi yontem ile cevap aranan sorularin egitim felsefesinin inceleme alanina
girdigini ifade etmistir.

Varligin bilgisine yonelik sorgulamalarin yapildig bir yerde epistemolojiden s6z etmek mimkundiir.
Epistemolojide diislince, 6nerme, inang, dogruluk, gerekcelendirme ve bilgi gibi kavramlar (zerinde
durulur (Audi, 1988; Bonlour & Sosa, 2003; Musgrave, 2013). Dogru ve gerekgelendirilmis inanglara
sahip oldugu olgtde insanin bildigi iddia edilmektedir (BonJour & Sosa, 2003). Dolayisiyla epistemolojide
inancin, Gzerinde 6nemle durulan bir kavram oldugu ileri sirilebilir.

inang, varliga iliskin sahip oldugumuz ve gergek oldugunu disiindiglimiiz tutum, anlayis veya
dnermelerdir (Richardson, 1996). inang, kisideki denge halini ifade etmektedir. Bireyde tatminsizlik hissi
uyandirmadigi slirece inancin degistirilmesi pek olasi gérilmemektedir (Pajares, 1992). Clinki inancin
bireye huzur veren ve davranislarina rehberlik eden bir yoni bulunmaktadir. Peirce’e (1877) gore
inancin karsisinda kusku yer alir ve kuskunun isteklerimiz ve eylemlerimiz Uzerinde bdyle bir etkisi
yoktur.

inanglarin bireylerin duygu halleri ve karar verme siirecleri ve eylemleri {izerinde etkisi
bulunmaktadir (Baron, 1992; Richardson, 1996). inanclarin bireylerin diisiince yapilari tizerinde de etkisi
olmakta ve kimi zaman bu inanglar bireyi yanh davranislara dahi yoneltebilmektedir (Nickerson, 1998).
Egitim oOrgutleri acisindan ele alindiginda Ogretmenlerin egitime iliskin felsefi inanglarinin onlarin
elestirel dusinme egilimleri (Alkin Sahin, Tunca & Ulubey, 2014), 6z yeterlik algilar (llgaz, Biilbll &
Cuhadar, 2013) gibi farkl bilissel ve psikolojik unsurlarla iliskili oldugu gériilmektedir. Egitime dair felsefi
inancglar 6gretmenlerin 6gretim yaklasimlarini da etkilemektedir. Bas’'in (2015) calismasi ¢agdas egitim
felsefesi inancglarinin yapilandirmaci 6gretme-6grenme anlayisiyla, geleneksel egitim felsefesi
inanglarinin ise geleneksel 06gretme-6grenme anlayisi ile iliskili oldugunu ortaya koymustur.
Ogretmenlerin sahip olduklari inanglar, onlarin sinif igi davranislari izerinde de etkili olmaktadir (Harvey,
Prather, White & Hoffmeister; Okut, 2009; Pajares, 1992). Bir baska ifadeyle 6gretmenlerin egitime dair
inanglarinin sinif iklimi Gzerinde etkili oldugu ileri siiriilebilir. Ornegin, daimici bir egitim inancina sahip
olan bir 6gretmen siirekli olan bir gercekligin arayisi icerisinde olurken, ilerlemeci bir egitim inancina
sahip olan baska bir 6gretmen gergekligin belirsizligine inanabilir. Farklilasan bu inang sistemlerinin
6gretmenin sinifta kullandigi dile, ortaya koydugu davranislara ve sinif atmosferine farkli yénde
yansimasi olasidir. Clnkl daimicilikte gercgekligin sabit dogasi lizerine odaklanilirken ilerlemecilikte
belirsiz gerceklige odaklanilir (Mosier, 1951). Varoluscu bir 6gretmen, 6grencilerin bireysel 6zgilirligline
ve tercihlerine saygi gosterdigi icin hem 6gretmenlerin hem de 6grencilerin yasamdaki konular ve ahlaki
secimler hakkinda diisiinmek, soru sormak ve felsefi diyalog kurmakta 6zgir olduklari bir 6grenme iklimi
olusturmaya calisir (Tan, 2006). Ozkal, Tekkaya, Cakiroglu ve Sungur’'un (2009) arastirmasi sabit
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epistemik inancglara sahip 6grencilerin kendi 6grenme ortamlarini daha az yapilandirmaci gérduklerini
ortaya koymustur. Benzer sekilde okul ikliminin de 6gretmen inanglarini sekillendirmede 6nemli bir
faktor oldugu ileri suriilebilir. Beets vd. (2008) arastirmalarinda bu yonde bir sonug elde etmislerdir.

Bir orgutlin kisiligi olarak vurgulanan iklim kavrami (Halpin, 1966), liderlik, 6§renci zorbaligi, 6grenci
basarisi ve orgitsel baglilk gibi calismalarin odaginda yer almaktadir (Sezgin & S6nmez, 2018). Okul
iklimi algisi 6gretmen is doyumu ve 6rgitsel vatandaslik davranisinin dnemli bir yordayicisidir (DiPaola &
Tschannen-Moran, 2001; Taylor & Tashakkori, 1995). Pozitif bir okul iklimi algisi 6grenci basarisi ve okul
etkililigi baglaminda 6nemli gorilmektedir (Hoy, Hannum & Tschannen-Moran, 1998; Hoy, Tarter &
Kottkamp, 1991; Senel & Bulug, 2016). Okul ikliminin destekleyici olarak algilandigi durumlarda duygusal
dengesizlik gibi olumsuz kisilik davraniglari daha az goértlmektedir (Sahin, Sénmez & Yavuz Tabak, 2019).
Okul ikliminin sinirlayici olarak algilandigi durumlarda ise 6gretmen liderligi davranislari daha az
gorilebilmektedir (Kiling, 2014). Kisacasi, pozitif 6rgit bilesenleri genellikle olumlu bir okul iklimi algisiyla
iliskili oldugu icin 6gretmenlerin egitime dair inancglari da bu baglamda onemli gorilebilir. Arastirmada
temel olarak 6gretmenlerin egitime dair cagdas felsefi inanglara sahip olmalarinin onlarin pozitif okul
iklimi algilarini da artiracagi 6ngorilmektedir. Pozitif okul iklimi algisinin artig1 bir ortamda da diger
pozitif orgit bilesenlerinin daha sik gorilebilecegi iddia edilebilir.

Egitime iliskin Felsefi inanglar

inang kavrami, ilk Cag disiiniirlerinden giiniimiize kadar felsefenin kapsamina giren konulardan biri
olagelmistir. Platon (2016) Theaetetus adli diyalogunda bilginin temel kosulundan biri olarak inanci ele
almaktadir. inancin diizeyinin yiiksek olmasi bireyin 6ne siirdigii dnermenin dogrulugunun, disiik
olmasi ise inancin yanhshiginin bir gostergesi olabilir (Armstrong, 1973).

inang bilgiden farkli olarak nesnel gergeklikten ziyade kisisel degerlendirmelere ve yargilara dayandigi
icin tanimlanmasi gli¢ bir kavramdir. Zihin yapilariyla iligkili olan inancin bireyden bireye farklilasan bir
yéni bulunmaktadir (Abelson, 1979). inanci tanimlama sorunu, inanca iliskin zayif kavramsallastirma,
inang ve inang setlerine iliskin farkhlasan anlayislar egitime dair inanglara agiklik getirmeyi de
gliclestirmektedir (Pajares, 1992). Armstrong (1973) inanci, inanana 06zgl olan, inananin zihinsel
durumunu yansitan ve zihninde beliren bilingli olusumlar olarak ele almistir. Egitime iliskin felsefi
inancglar da bu kapsamda ele alindiginda tanimlanmasi gic¢ kavramlar olarak degerlendirilebilir.
Ogretmenlerin kendilerine, mesleklerine, okula, 6grenciye, meslektaslarina, aileye, cevreye ve topluma
iliskin farkli inanglari vardir. Ancak egitime iliskin inancta genel olarak egitimle ilgili (okul, 6gretme,
6grenme, 6grenci, vs.) tutum ve deger yargilari ifade edilmektedir (Pajares, 1992).

Literatlirde egitim inanglarini saptamaya yonelik farkli galismalar mevcuttur (Doganay, 2011;
Kerlinger & Kaya, 1959; Minor, Onwuegbuzie, Witcher & James, 2002; Silvernail, 1992; Sirotnik, 1979;
Tsai, 2002; Yilmaz, Altinkurt & Cokluk, 2011). Ornegin, Kerlinger ve Kaya’nin (1959) arastirmasinda iki
faktorli (geleneksel ve ilerlemeci), Minor vd. (2002) arastirmasinda yine iki faktérli (ilerlemeci ve
aktarmaci) bir egitim inanclari 6lgegi ortaya konulurken; Silvernail’in (1992) ¢alismasinda egitim inanclari
olgeginde Ug¢ faktorli bir yapi elde edilmistir. Birinci faktor esasiciligi ve gelenekselligi birlestiren
daimiciligi, ikinci faktor yeniden kurmaciligl ve varolusculugu birlestiren romantizmi, glincl faktor ise
ilerlemeciligi ifade etmektedir. Doganay’in (2011) calismasinda egitime ilisin felsefi inanglarin daimicilik,
idealizm, realizm, deneyselcilik ve varolusculuk boyutlarinda incelendigi goriilmektedir. Tsai (2002)
ogretmenlerin egitime iliskin inanclarini geleneksel, siire¢ ve yapilandirmaci inanglar olarak ele almistir.
Yilmaz vd. (2011) egitime iliskin inancglari belirlemeye yonelik gelistirdikleri 6lgekte bes boyutlu bir yapi
ortaya koymuslardir.

Esasicilik (6zculuk veya temelcilik olarak da bilinir) ile geleneksel felsefelerden idealizm ve realizm
arasinda benzerlik vardir. Bu felsefelerde oldugu gibi esasicilikte de gergeklik belirli bir yapi ve diizen
icerisinde Ogrenciye aktarilir. Esasicilik ideolojik olarak ise egitimin temel islevinin daha ¢ok kultirel
degerleri ve temel bilgileri aktarmak oldugunu savunan konservatif gorisle benzerlik gosterir.
Esasicilerin gorusleri natlralizm, pragmatizm ve varolusgulukla catisir (Gutek, 2017). Daimicilikte
(evrenselcilik olarak da bilinir) kiltiirel mirasin aktarimi, bol uygulama yapilmasi, 6gretmen otoritesinin
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giclendirilmesi ve 6grencinin pasif roline vurgu yapilmaktadir (Silvernail, 1992). Bir daimiciye goére bir
egitimcinin ilk problemi insan dogasini agiklamak ve bu dogaya iliskin evrensel niteliklere dayanan bir
egitim programi tasarlamaktir. Daimicilige gore okul mifredati insan yasamindaki evrensel ve tekrar
eden konulari igermeli; mantiksal olmali ve 6grencilerin diigiinmelerine zemin hazirlamali; ahlak ilkelerini
icermeli; 6grencilerin ahlaki ve rasyonel elestiriler yapmalarini tesvik etmelidir (Gutek, 2017). Daimicilik
felsefi akimlardan idealizme de karsilik gelmektedir ve bu felsefi inangta kisinin entelektiel ve tinsel
potansiyeli gelistiriimeye calisilir (Cevizci, 2014). ilerlemecilik, geleneksel egitimin bicimselligine ve
baskiciligina bir tepki olarak ortaya cikmistir (Gutek, 2017). ilerlemecilikte sosyal farkindahgr yiiksek,
problem ¢cdzme becerisi gelismis ve derste aktif 6grenme gergeklestiren 6grenciler yetistirilmeye calisilir
(Silvernail, 1992). Agirlikli olarak pragmatizminden ve natliralizmden kaynagini alan ilerlemecilikte
egitimde bireyi 6zgurlestirecek yenilik¢i uygulamalara 6nem verilir (Gutek, 2017). Yeniden kurmacilikta
kilttrel miras elestirel olarak ele alinir, kuramsal sosyal reformlar planlanir, kiiltiirel bir yenilige yol
acacak planli bir eylem gelistirilir, kuramsal sosyal reform plani ile kiltlrel yenilik test edilir (Gutek,
2017). Varolusgulukta temel dislince toplumda bireyin biricik ve 6zgiin oldugudur. Bu anlayisla tim
insanlar var olma ve kendilerini tanimlama sorumlulugu tasimaktadir (Gutek, 2017). Noddings (2017) ¢ok
sayida disunirin fikirlerini iceren, sistematik felsefeyi ve disiince ekollerini reddeden varolusgulugun
tam anlamiyla bir felsefi ekol olmadigini ifade etmistir. Varoluscu dislincede "Varlik 6zden 6nce gelir"
gorlstniin sikhkla vurgulandigi goriilmektedir (Noddings, 2017). Bir baska ifadeyle varolusgular insanin
onceden belirlenmis bir dogasinin oldugunu reddederler.

Okul iklimi

Okul iklimini veya okul iklimi boyutlarini tanimlamaya yoénelik genel kabul géren bir tanimlamadan
soz etmekte pek olasi gérilmemektedir (Thapa, Cohen, Guffey & Higgins-D’Alessandro, 2013). Ancak
okul iklimini farkli yonlerden ele alan galismalara iligskin biittinsel bir yaklagimin ilgili kavrami anlamada
onemli kolaylik saglayacagi iddia edilebilir. Bir okulu diger okullardan ayiran ve okuldaki her bir bireyin
davranisini etkileyen, okulun i¢ gevresiyle ilgili nitelikleri okul iklimi olarak tanimlamak mimkindur
(Miskel & Hoy, 2013).

Okul iklimini 6lcmeye ve boyutlarini belirlemeye yonelik farkli calismalar yapilmistir (Halpin & Croft,
1963; Hoy & Clover, 1986; Hoy, Hoffman, Sabo & Bliss, 1996; Hoy et al., 1991; Kavgaci, 2010). Halpin ve
Croft (1963) tarafindan gelistirilen Orgiit iklimini Tanimlama Anketinde (OCDQ) okul iklimi 6gretmen ve
okul yoneticisi davranislari dikkate alinarak alti boyutta ele alinmustir: (1) acik, (2) bagimsiz, (3) kontrolli,
(4) samimi, (5) babacan, (6) kapali. Hoy vd. (1991) ilkokullarda okul iklimini belirlemek igin bu anketin
yeni bir formunu Urettiler (OCDQ-RE). OCDQ-RE’de okul iklimiyle iliskilendirilen yoneticisi davranislarini
destekleyicilik, yonlendiricilik ve sinirlayiciik alt boyutlarinda; 6gretmen davranislarini ise paylasilan
sorumluluk, samimiyet ve geri cekilme alt boyutlarinda ele alinmistir. Kavgaci’nin (2010) OCDQ-RE'yi
Tiirkgeye uyarladigi Okul iklim Olgeginde okul iklimi doért boyutta ortaya cikmustir: (1) destekleyici, (2)
yonlendirici, (3) sinirlayici ve (4) samimi okul iklimleri.

Destekleyici bir okul ikliminde okul yoneticileri 6gretmenlerin hem mesleki hem de kisisel
gelisimlerini destekler. Bu iklimin baskin oldugu okullarda okul yoneticisinin gorinirliga yiksek olur,
O6gretmenler onunla etkilesim kurmakta gligliilk gekmezler (Thomas, 1976). Ayrica destekleyici bir okul
iklimde yonetici basit blrokratik gorevlerle 6gretmenleri rahatsiz etmez, 6gretmen is yogunlugunu
bildigi icin onlar bu konuda zorlamaz veya engellemez (Hoy et al., 1996). Sinirlayici bir okul iklimini
destekleyici bir okul iklimin tam karsiti olarak ele almak muimkindir. Sinirlayict bir okul ikliminde
yoOnetici 0gretmenlerin isini kolaylastirmak yerine zorlastirmaya calisir. Bu iklimin baskin oldugu
okullarda &gretmenlerin is yiikleri fazladir, yerine getirmeleri gereken rutin isler vardir. Ogretmenler bu
yogunluk icerisinde egitim ve 6gretim faaliyetlerine odaklanmakta glglik cekerler (Thomas, 1976).
Yonlendirici bir okul ikliminde 6gretmenler yoneticiler tarafindan strekli olarak yakindan takip edilir. Bir
baska ifadeyle bu iklimde kontrol odakli yonetim egemendir. Samimiyetin oldugu bir okul ikliminde
ogretmenler arasi iliskiler samimidir (Halpin & Croft, 1991). Bu samimi ortamda okul liyeleri arasinda
gicll baglar ve yakin arkadasliklar kurulur (Hoy & Clover, 1986; Kottkamp et al., 1987).
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Bu arastirmada 6gretmenlerin egitime iliskin felsefi inanglarina bagh olarak okul iklimi algilarinin nasil
degistigini belirlemek amaglanmistir. Bu amag dogrultusunda asagidaki sorulara cevap aranmistir:

1. Ogretmenlerin egitime iliskin felsefi inanclari ne diizeydedir?
2. Ogretmenlerin okul iklimi algilar ne diizeydedir?

3. Ogretmenlerin egitime iliskin felsefi inanglari ile okul iklimine iliskin algilari arasinda anlamli bir iliski
var midir?

4. Ogretmenlerin egitime iliskin felsefi inanclari onlarin okul iklimi algilarini ne diizeyde yordamaktadir?

Yontem
Arastirma Modeli

Bu arastirma, iliskisel tarama modelindedir. iliskisel tarama modeli, iki veya daha cok sayidaki
degisken arasinda birlikte degisimin varhgini ve derecesini belirlemeyi amaglar (Karasar, 2012).
Arastirmada 6gretmenlerin egitime iliskin felsefi inanglari ile okul iklimine iliskin algilari arasindaki iligkiyi
belirlemek igin bu model kullanilmistir. Egitime iligskin felsefi inanglar yordayan degisken, okul iklimi ise
yordanan degisken olarak incelenmistir.

Evren ve Orneklem

Arastirmanin evrenini 2019-2020 egitim-6gretim yilinda Van ili merkez ilgelerindeki devlet
okullarinda gorev yapan 6gretmenler, arastirmanin orneklemini ise 378 6gretmen olusturmaktadir.
Arastirmada uygun o6rnekleme yontemi kullaniimistir. Yirmi bir anket 6zensiz dolduruldugu igin
degerlendirmeye alinmamistir. Degerlendirme 357 anket (izerinden yapilmistir. Arastirmaya katilan
dgretmenlerin yaklasik %57.00’si (n=204) erkek, %43.00’(i (n=153) kadindir. Orneklem 22-60 yas
araliginda olup ortalamasi, drneklemin yas ortalamasi 33.78’dir. Orneklemin ortalama hizmet siiresi ise
yaklasik olarak 9.76’dir (1-40 yil araliginda). Ogretmenlerin gérev yaptiklari okuldaki gérev siiresi
ortalamasi ise 3.62’dir (1-22 yil araliginda).

Veri Toplama Araglari

Bu arastirmada, Yilmaz vd. (2011) tarafindan gelistirilen “Egitim inancglar Olgegi (Ei0)” ile
o6gretmenlerin goéruslerine gére okul iklimini belirlemek icin Hoy vd. (1991) tarafindan ilkokullar igin
gbzden gecirilmis versiyonu olusturulan ve Kavgaci (2010) tarafindan Tirkgeye uyarlamasi yapilan "Okul
iklimi Olgegi [0I0]" kullanilmistir. Veri toplama araglari online olarak olusturtulmustur.

Egitim inanglar1 Olgedi: 40 maddeden ve 5 alt boyuttan olusan bu dlgek 5’li Likert yapisina sahiptir
(kesinlikle katilmiyorum, katilmiyorum, orta derecede katiliyorum, katiliyorum, kesinlikle katiliyorum).
ilerlemecilik boyutunda 13 (6rnek madde: Egitimin icerigi siirekli gdzden gecirilmelidir) madde
bulunmaktadir. Varoluscu egitim boyutunda 7 (6rnek madde: Egitim, her insanin kendi ozelliklerini
tanimasina firsat vermelidir), yeniden kurmacilik boyutunda 7 (6rnek madde: Egitimin 6ncelikli amaci
kiltarel krizi asmak igin toplumu yeniden insa etmektir), daimicilik boyutunda 8 (6rnek madde: Ahlaki
ilkeler ve degerler evrenseldir, degismez) madde vardir. Esasicilik boyutunda ise 5 (6rnek madde: Egitim
konu merkezli bir siirectir) madde bulunmaktadir. Olgegin her bir boyutuna iliskin Cronbach’s Alpha ig
tutarlihk katsayilari .70 ile .92 arasinda degismektedir. Olcek, toplam varyansin yaklasik %50.00’sini
aciklamaktadir. Bu arastirmada alt boyutlara iliskin hesaplanan Cronbach’s Alpha givenirlik katsayilari
.71(ilerlemecilik ve daimicilik boyutlari icin) ile .80 (Yeniden kurmacilik ve esasicilik icin) araliginda
bulunmustur.

Okul iklimi Olgedi: 25 madde ve 4 alt boyuttan olusan bu dlcek, dortlii Likert yapisina (higbir zaman,
bazen, sik sik, her zaman) sahiptir. Okul ikliminin destekleyicilik boyutunda 8 (6rnek madde: Midir
ogretmenlerin onerilerini dinler ve kabul eder) madde bulunmaktadir. Sinirlayicilik boyutunda 4 (6rnek
madde: Is yogunlugu 6gretmenlere agir bir yik getirmektedir), yénlendiricilik boyutunda 5 (8rnek
madde: Miidir, 6gretmenlerin okulda yaptigi her seyi gézetler) ve samimilik boyutunda 8 (6rnek madde:
Ogretmenler birbirlerine destek ve yardimci olurlar) madde bulunmaktadir. Olgegin uyarlama
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calismasinda alt boyutlar icin hesaplanan Cronbach Alfa giivenirlik katsayilari .76 ile .90 araliginda
hesaplanmistir. Olgek dért boyutu birlikte toplam varyansin %55.65’ini agiklamaktadir. Bu arastirmada
alt boyutlara iliskin hesaplanan Cronbach’s Alpha gilivenirlik katsayilari .84 (sinirlayicilik ve yonlendiricilik
boyutlariigin) ile .94 (destekleyicilik boyutu igin) araliginda bulunmustur.

Verilerin Analizi

Arastirmada temel olarak degiskenler arasi iliskileri incelemek icin korelasyon analizi, degiskenlerin
birbirini ne diizeyde agikladigini belirlemek icin de ¢oklu regresyon analizi yapilmistir. Korelasyon analizi,
ayni 6rneklem grubunda iki veya daha fazla puan toplanmasini ve iliski katsayilarini hesaplamayi igerir.
Coklu Regresyon analizi ise iki veya daha fazla yordayan-bagimsiz degisken ve yordanan-bagiml degisken
arasindaki iliskiyi tahmin etmeye olanak saglar (Cohen, Manion & Morrison, 2018). Orneklemin yeterli
buyuklikte olmasi saglanarak, ¢oklu baglantiya dikkat edilerek (r degerinin .90 ve daha fazla olmamasi),
aykiri degerler ayiklanarak ve verilerin normal dagihm gostermesine dikkat edilerek ilgili analizler igin
temel kosullar saglanmistir (Cohen et al., 2018). Temel analizlere gecilmeden verilerin dogru girilmesi
durumu, eksik veri girilip girilmedigi ve verilerin normal dagihm gésterme durumu incelenmistir. Yapilan
incelemede nicel verilerin olasi sinirlar icerisinde oldugu ve kategorik degiskenlerde herhangi bir yanlis
kodlama olmadigi tespit edilmistir. Kayip deger incelemesinde sadece bir hiicrede sirekli bir degiskene
iliskin verinin girilmedigi tespit edilmis ve bu kayip deger icin ortalama deger atamasi yapilmistir.
Normallik incelemesinde garpiklik ve basiklik katsayilarina bakilmistir. Strekli degiskenlere iliskin veriler
bir boyut harig + 1.00 araliginda oldugu igin verilerin normal dagilim gésterdigi kabul edilmistir (Cokluk,
Sekercioglu & Bliyukoztirk, 2012). Varoluscu egitim inanci boyutunda gorilen garpiklik degerinin + 2.00
araliginda olmasi da normallik icin kabul edilebilir bir sonuctur. George ve Mallery (2012) birgok
durumda + 2.00 arasindaki bir ¢arpiklik degerin de normallik i¢in kabul edilebilir bir deger oldugunu
belirtmislerdir. Coklu baglanti incelemesinde, VIF (1.31 ile 3.03 deger araliginda) ve tolerans degerlerinin
(.33 ile .77 deger araliginda) uygun araliklarda oldugu gortlmustir. Field’e (2005) gore ¢oklu regresyon
analizinin yapilabilmesi igin en buyik VIF degerinin 10’dan kiicuk; tolerans degerinin ise .20’den buyuk
olmasi gerekmektedir. Arastirmada kullanilan 6lgeklerin her bir boyutuna iliskin aralik genisligi Dizi
Genisligi/Yapilacak Grup Sayisi formiiliinden yararlanilarak, EiO icin (4-1)/5=.60 ve Oi0 igin (5-1)/5=.80
olarak hesaplanmistir. EiQ’niin alt boyutlarina iliskin madde ortalamalarinin yorumlanmasinda 1,00-
1.59=Cok Dustik; 1.60-2.19=Duisiik; 2.20-2.99=0rta; 2.80-3.39=Y{iksek; 3.40-4.00=Cok Yiiksek degerleri;
0i0’de ise 1.00-1.79=Cok Diisiik; 1.80-2.59=Diisiik; 2.60-3.39=Orta; 3.40-4.19=Yiiksek; 4.20-5.00=Cok
Yuksek degerleri 6lglit alinmistir (Tekin, 1996).

Bulgular

Arastirmada ilk olarak 6gretmenlerin egitime iliskin felsefi inang duzeylerini ve okul iklimine iliskin
algilarini belirlemek amaglandi. Daha sonra bu degiskenler arasindaki iliskiler ve 6gretmenlerin egitime
iliskin felsefi inanclarinin onlarin okul iklimi algilarini ne diizeyde yordadigi belirlenmeye calsildi.
Ogretmenlerin egitim inanglarina ve okul iklimi algilarina iliskin ortalama ve standart sapma degerleri ile
bu degiskenler arasindaki iliskiler Tablo 1'de verilmistir.

Tablo 1’deki veriler incelendiginde 6gretmenlerin egitime dair inanglarinin en yiksek dizeyde (x=
4.80) varolusguluk boyutunda ortaya giktigi goriilmektedir. Bunu sirasiyla ilerlemeci (x= 4.53) ve yeniden
kurmaci (x= 4.32) egitim inanglari takip etmektedir. Diger taraftan, 6gretmenlerin egitime iliskin
inanclari esasicilik boyutunda ise en disik diizeyde (x= 2.49) ortaya ¢ikmistir. Bu bulgular genel olarak
degerlendirildiginde 6gretmenlerin ¢agdas egitim inanglari kapsaminda ele alinan ilerlemeci, varoluscu
ve yeniden kurmaci egitime dair inanglarinin geleneksel egitim inancglari kapsaminda ele alinan daimici
ve esasici egitime dair inanglardan daha yiiksek diizeyde oldugu iddia edilebilir. Ogretmenlerin okul
iklimine yonelik algilari incelendiginde ise yonlendirici (x= 2.87) ve destekleyici (X= 2.81) okul iklimi
algilarinin daha yiiksek oldugu bunu sirasiyla sinirlayici (x=2.78) ve samimi (x=.76) okul iklimi puanlarinin
takip ettigi gorilmektedir.

Tablo 1.
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Egitim inanglari ve Okul iklimi Degiskenlerine iliskin Aritmetik Ortalama, Standart Sapma ve Korelasyon
Degerleri.

Degiskenler x ss 1. 2. 3. 4, 5. 6. 7. 8.
1. ilerlemecilik 4.53 .36 -

2. Varoluscu Egitim 480 31 .64 -

3. Yeniden Kurmacik 432 .61 .47 .44

4. Daimicilik 416 61 26 217 527

5. Esasicilik 249 94 31 -30 .03 .29

6. Destekleyicilik 281 .8 .16 .11 .07 .16 .06

7. Sinirlayicilik 278 8 .01 .02 .11 .09 .17 -08

8. Yonlendiricilik 287 .70 .16 .15 17 14 10 49 .10

9. Samimilik 276 56 31 .06 .11 .14  -01 .39 -06 .30
*

*p<.01; *p<.05
1=ilerlemecilik; 2=Varoluscu Egitim; 3=Yeniden Kurmacilik; 4=Daimicilik; 5=Esasicilik; 6=Destekleyicilik;
7=Sinirlayicilik; 8=Ydnlendiricilik; 9=Samimilik

Egitim inanclari ile okul iklimi arasindaki iliskiler incelendiginde ilerlemeci egitim inanci ile samimi
okul iklimi (r=.31; p<.01) arasinda orta dizeyde, ilerlemeci egitim inanci ile destekleyici (r=.16; p<.01) ve
yonlendirici okul iklimi (r=.16; p<.01) arasinda ise disiuk dizeyde pozitif yonli anlamli iliskiler elde
edilmistir. Varoluscu egitim inanci destekleyici (r=.11; p<.05) ve yoénlendirici okul iklimi (r=.15; p<.01) ile
diisik dizeyde ve pozitif yonde anlamli iligskili bulunmustur. Yeniden kurmaci egitim inanci samimi
(r=.11; p<.05), yonlendirici (r=.17; p<.01) ve sinirlayici okul iklimi (r=.11; p<.05) ile disik dizeyde ve
pozitif yonde anlamli iliskili bulunmustur. Daimici egitim inanci destekleyici (r=.16; p<.01), yonlendirici
(r=.14; p<.01) ve samimi okul iklimi (r=.14; p<.01) ile dusik dizeyde ve pozitif yonde anlamli iliskili
bulunmustur. Esasici egitim inanci sinirlayici okul iklimi (r=.17; p<.01) ile diistik diizeyde ve pozitif ydonde
anlamliiliskili bulunmustur.

Tablo 2.
Ogretmenlerin Egitim inanglarinin Okul iklimini Ne Diizeyde Yordadigina iliskin Coklu Regresyon Analizi
Sonuglari.

Yordanan Degisken

Destekleyicilik’  Sinirlayicilhik® Yonlendiricilik® Samimilik®

Yordayan Degisken 6 t p 6 t p 6 t p 8 t P
Sabit .26 .80 2.07 .04 .38 71 2.30 .02
1. ilerlemecililik 17 233 .02 .00 .04 .97 12 1.62 11 .46 6.69 .00
2. Varolusgu Egitim .05 .64 53 .03 .41 .68 .09 1.22 .22 -21 -3.10 .00
3. Yeniden Kurmacilik -10 -1.49 .14 .10 1.51 .13 .07 1.08 .28 -06 -91 .36
4. Daimicilik 14 2.08 .04 -03 -44 .66 .01 14 89 .08 1.22 .22
5. Esasicilik .09 144 .15 .19 3.02 .00 .16 2.64 .01 .05 .82 41
°R=.23,R°=.05;F=3.82,p=.02 PR=.20,R*=.04; F=2.96, p = .01
°R=.25R*=.06;F=4.57, p=.00 9R=.37,R*=.13; F = 10.86, p = .00

Ogretmenlerin egitim inanglarinin okul iklimini yordama diizeyine iliskin bulgular Tablo 2’de yer
verilmistir. Tablodaki veriler incelendiginde, 6gretmenlerin egitim inanglarinin (yordayan degiskenler)
genel olarak okul alt boyutlarini (yordanan degiskenler) disiik dizeyde acikladigr gorilmektedir.
Arastirma bulgularindan destekleyici okul iklimini ilerlemeci (B=.17, p<.05) ve daimici egitim inanglarinin
(B=.14, p<.05) pozitif yonde istatistiksel olarak anlamh dizeyde agikladig1 goriilmektedir. Sinirlayici ve
yonlendirici okul iklimini sadece esasici egitim inanci pozitif yonde anlaml olarak agiklamaktadir
(sirasiyla B=.19, p<.05 ve B=.16, p<.05). Samimi okul iklimini ise ilerlemeci egitim inanci (f=.46, p<.05)
pozitif yénde, varoluscu egitim inanci (B=-.21, p<.05) ise negatif diizeyde anlamli olarak agiklamaktadir.
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Tartisma, Sonug ve Oneriler

Arastirmada ilk olarak 6gretmenlerin egitime dair felsefi inanglarinin ne dizeyde ortaya ¢iktig
belirlendi. Arastirma sonuglari 6gretmenlerin varolusgu, ilerlemeci ve yeniden kurmaci egitime dair ¢ok
yuksek duzeyde bir inanca sahip olduklarini gosterdi. Arastirmanin sonuglarindan farkh olarak
Doganay’in (2011) arastirmasinda varolusguluk 6gretmen adaylari tarafindan en az tercih edilen felsefi
inanglardan biri olarak saptanmistir. Arastirmada 6gretmenlerin daimici egitim inanglar da nispeten
diistk olmakla birlikte yine yiksek diizeyde ortaya ¢ikmistir. Egitime dair inancin en disiik ¢iktigi boyut
ise esasiciliktir. Geleneksel felsefi yaklasimlardan esasicilik beklentilere uygun olarak en disiik puanda
ortaya cikarken yine geleneksel felsefi yaklasimlardan olan daimicilige iliskin puanlarin yiksek diizeyde
ortaya ¢ikmasi garpici bir sonug olarak degerlendirilebilir. Doganay’in (2011) arastirmasinda 6gretmen
adaylarinda hem 6n test hem de son test puanlarinda daimiciligin varolusgulukla birlikte en az tercih
edilen felsefi anlayis oldugu gorilmistir. Daimicilige iliskin puanlarin yiiksek ¢ikmasinda bu felsefi
ogretide akla ve akli yetileri gelistirmeye 6nem verilmesi (Gutek, 2017) 6nemli bir etken olabilir.
Daimicilikte varhlk anlayisi farkli olmakla birlikte onu akil yoluyla agiklamaya ¢alismak egitimin dogasina
uygun bir goris olarak yorumlanabilir. Ayrica daimiciligin geleneksel bir egitim inanci olmasi ve
geleneksel egitim inancinin 6gretim uygulamalarinda baskin olmasi da (Tsai, 2002) bu durumu
aciklayabilir. Arastirma sonuglarindan genel olarak o6gretmenlerde c¢agdas felsefi yaklagimlara
(varolusguluk, ilerlemecilik, yeniden kurmacilik) iliskin inang diizeyinin geleneksel felsefi yaklasimlara
(daimicilik ve esasicilik) iliskin inang diizeyinden daha ylksek oldugu goérilmektedir. Bu sonuglar ilgili
literatdrle iliskilendirildiginde Altinkurt, Yilmaz ve Oguz (2012) arastirmasinda da benzer sekilde
ogretmenlerin en yiksek katilim gosterdigi boyutlar sirasi ile varolusculuk, ilerlemecilik, daimicilik,
yeniden kurmacilik ve esasicilik alt boyutlari olarak saptanmistir. Doganay’in (2011) arastirmasinda
deneyselciligin en yiksek puanlarin elde edildigi felsefi anlayis olmasi da destekleyici bir bulgu olarak
degerlendirilebilir. Clinkli pragmatizmde agirlikh olarak deneysel yontemin kullanildigi (James, 2017) ve
ilerlemeci egitim inancinin da pragmatist goriisten kaynagini aldigi belirtiimektedir (Gutek, 2017). Egitim
orgiitlerinde yapilan diger bazi arastirmalarda da (Alkin Sahin vd, 2014; Bas, 2015; ligaz et al., 2013;
Sénmez Ektem, 2019) benzer sekilde cagdas egitim felsefelerine dair inang¢ dizeyi, geleneksel egitim
felsefesine dair inang diizeyinden daha yiiksek olarak saptanmistir.

Arastirmada ikinci olarak 6gretmenlerin gorev yaptiklari okula iliskin okul iklimi algilari belirlendi.
Arastirma sonuglari yonlendirici ve destekleyici okul iklimi algisinin en yiksek diizeyde oldugunu ortaya
koydu. Yonlendirici okul iklimi algisinin yiiksek ¢ikmasi ¢arpici bir sonug olarak degerlendirilebilir. Bunlari
sirastyla okul ikliminin sinirlayiciik ve samimilik boyutlari takip etmistir. Samimilik boyutundaki puanlarin
yuksek olmakla birlikte nispeten en dusik oranda ortaya c¢ikmasi ilging bir sonug¢ olarak
degerlendirilebilir. Sahin vd. (2019) arastirmalarinda 6gretmenlerde destekleyici iklim algisinin en
ylksek, sinirlayici okul iklimi algisinin ise en dislk oldugunu saptamislardir. Colak ve Altinkurt’un (2017)
arastirmasinda 6gretmenlerde destekleyici ve sinirlayici okul iklimi algisinin daha ylksek oldugu
gorulmektedir. Kiling’in (2014) arastirmasinda ise destekleyici ve samimi okul iklimi algilarinin daha
yiiksek oldugu gorilmektedir. Literatirdeki farkli arastirmalar birbiriyle tutarli olmayan farkl sonuglar
ortaya koymaktadir. Bu durum karsisinda, her okulun kendine 6zgii bir iklimi oldugu dislncesinden
hareketle degisen 6rneklem, kosullar ve zamansal farkhhklarin 6gretmenlerde okul iklimi algisini
farklilagtirdigi ileri surilebilir. Sonmez ve Sezgin’in (2017) arastirmasinda analiz birimine (okul/birey)
bagli olarak okul ikliminde farklilik meydana gelebilecegi iddia edilmektedir.

Arastirmada Uglincii olarak 6gretmenlerin egitime dair felsefi inanclari ile okul iklimi arasindaki iliski
incelendi. Literatiirdeki bazi arastirmalarin (Beets et al., 2008) sonuglarina benzer sekilde bu iki degisken
arasinda anlamli iliskiler bulunmustur. Arastirma sonuglarina gore ilerlemeci ve daimici egitim inanglari
samimi, destekleyici ve yonlendirici bir okul iklimiyle; varolusgu bir egitim inanci yonlendirici ve
destekleyici bir okul iklimiyle anlamli ve pozitif yéni iliskili bulunmustur. ilerlemeci ve varolusgu bir
egitim inancinin yonlendirici bir okul iklimiyle ve daimici bir egitim inancinin ise samimi ve destekleyici
bir okul iklimiyle pozitif yonde anlamh iliskili bulunmasi carpici bir sonuctur. Yeniden kurmaci egitim
inanci yonlendirici ve sinirlayici bir okul iklimiyle iliskili bulunmustur. Yeniden kurmacihigin bu iki boyutla
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pozitif yonli anlamli iliskili bulunmasi da ilging bir sonug olarak ele alinabilir. Clinkii bu bulgularin aksine
yeniden kurmacilikta tutucu, esasici ve daimici anlayislara karsi ¢ikilmasi beklenmektedir (Gutek, 2017).
Esasici bir egitim inanci ise okul ikliminin sinirlayicilik boyutuyla anlamli iligkili bulunmustur.

Arastirmada son olarak okul iklimindeki degisimin ne kadarinin 6gretmenlerin egitime dair
inanclariyla agiklanabilecegi incelendi. Arastirma sonuglarindan genel olarak egitime dair inanglarin okul
iklimini dlstk duzeyde acikladigi gorilmektedir. Arastirmada destekleyici okul iklimi algisinin
o6gretmenlerin ilerlemeci ve daimici egitim inanglariyla, sinirlayici ve yonlendirici okul iklimi algisinin ise
esasici bir egitim inanciyla pozitif yonli olarak daha iyi agiklandigi saptandi. Esasicilikte gergekligin belirli
bir yapi ve diizen igerisinde 6grenciye aktariimasi (Gutek, 2017) sinirlayiciligl arttiran bir unsur olarak
degerlendirilebilir. Esasici egitime dair artan inang kargisinda demokratik tutum algisi disebilmektedir
(S6nmez Ektem, 2019). Esasici inanca sahip olan bir 6gretmen kontrol odakh bir sinif yénetimi
sergileyebilir (Tan, 2006). Demokratik tutum algisinin diisiik oldugu bir okul ikliminde de sinirlayici veya
yonlendirici bir iklimin baskin oldugu iddia edilebilir. Destekleyici okul ikliminin daimici bir egitim anlayisi
tarafindan pozitif yonli ve anlaml agiklanmasi ¢arpici bir sonugtur. Samimi bir okul ikliminin ise
ilerlemeci bir egitim inanci tarafindan pozitif, varoluscu bir egitim inanci tarafindan ise negatif olarak
daha iyi agiklandigi gorildi. Varolusgu bir egitim inancinin samimi bir okul iklimini negatif yonlu
actklamasi ilging bir sonugtur. Varoluscu bir anlayisin ¢agdas toplum ve egitimi bireye toplumsal rolleri
Ogreterek onun Uzerinde bir baski olusturdugu ve bu durumun bireyi kendi kimliginden uzaklastirdig
dislncesiyle (Gutek, 2017) bu sonug agiklanabilir. Varolusgular, insani bir sisteme bagh kilan gorusleri
reddederler (Noddings, 2017). Ancak insanin toplumsal bir varlik oldugu ve baglanma ihtiyaci oldugu
diisiincesi bu felsefi anlayisla 6rtiismemektedir. insanin icinde bulundugu kiiltiirlerle ancak samimilik
boyutunda saghkliiliskiler kurabilecegi ileri stirtlebilir.

Arastirma sonuglari genel olarak incelendiginde 6gretmenlerin egitime iliskin felsefi inanglari ile okul
iklimi algilari arasinda disik duzeyde anlamli iligkilerin oldugu gorilmektedir. Bu durum, okula iliskin
pozitif iklim algisina sahip olmada egitime dair inanglarin gérece 6nemli oldugunu ortaya koymaktadir.
ilgili literatiirle gelisen bazi farkliliklar olmakla birlikte genel olarak egitime iliskin cagdas felsefi inanglara
ylksek diizeyde sahip olmanin beraberinde pozitif okul iklimi algisini da getirdigi ileri strulebilir. Ozkal
vd. (2009) arastirmasinda sabit epistemik inanclara sahip olmayan 6grencilerin kendi 6grenme iklimlerini
daha yapilandirmaci gérdiklerini ortaya koymustur. Bu ylzden 6gretmenlerde pozitif okul iklimi algisini
arttiracak inanglar gelistirmek énemlidir. Ogretmenlere uygulanan hizmet dncesi ve hizmet ici egitim
programlari, gi¢ olmakla birlikte 6gretmenlerde inang¢ degisiklig§i meydana getirmenin olasi olasi
oldugunu ortaya koymustur (Richardson, 1996). Bununla birlikte insanin bilen, yapip-eden, deger Ureten,
tavir takinan, tarihsel olan, idelestiren, inanan, konusan... kisacasi kendine 6zgii fenomenleri olan bir
varlik olmasi (Menglisoglu, 2016) insanin etki ettigi fenomenleri de aciklamayi glclestirmektedir.
Dolayisiyla 6gretmenlerde gérilen olumlu okul iklimi algisinin temel belirleyicisi olarak egitime dair
felsefi inanglari gérmek gercekligin eksik bir yansimasi olabilir.
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Introduction

In recent years, the term ‘giftedness’ itself and meeting the academic needs of gifted students have
drawn attention all around the world (Smedsrud, 2018). Giftedness can be defined as an extraordinary
competence systematically developed in at least one field (Nolte, 2018). Some models have been
developed to explain the term; and several researchers have tried to identify the phenomenon from
various perspectives. Though there is not a consensus on the definition of the term, all of the models
developed to explain giftedness share the same key concept as ‘creativity’ (Gagné, 2003; Renzulli, 2012).
In this context, one of the main goals of special education for gifted students is to enable these students
to contribute the society as creative and productive individuals (Davis & Rimm, 2004; Singer, Sheffield, &
Leikin, 2017a).

Along with giftedness in a general sense, mathematical giftedness as a special term in the field, is the
other one of issues the researchers have excessively focused on during the last two decades. As the
dependence on developing technologies increases in the world, it becomes important to educate
students who are creative and gifted in maths, science and technology (Sheffield, 2018). However, there
is not a common and clear definition of mathematical giftedness in the relevant literature. According to
Krutetskii (1976), whose studies on mathematical talent have been appreciated, mathematical
giftedness is the combination of mathematical abilities which appears as an extraordinary creativity or a
successful performance in a specific mathematical task. Goldberg (2008) defines mathematically gifted
students as those who are aware of the aesthetical value and use of maths. These students expect the
school provide them more challenging problems and tasks rather than restricted experiences. Besides,
mathematically gifted students exhibit higher level of inductive thinking, logical reasoning and intrinsic
motivation (Leikin, Leikin, Paz-Baruch, Waisman, & Lev, 2017b; Miller, 1990; Smedsrud, 2018).

The common focus of studies on mathematical giftedness has evolved to the exploration of gifted
individual’s mental structure from basically defining the term itself (Yazgan-Sag, 2019). In this context,
some characteristics of mathematically gifted individuals were be determined to be prominent in the
literature (Freiman, 2018; Gutierrez, Benedicto, Jaime, & Arbona, 2018; Johnson, 2000; Krutetskii, 1976,
Leikin, et al., 2017b; Miller, 1990; Poulos & Mamona-Downs, 2018; Sheffield, 2018; Sriraman, 2005,
Wagner & Zimmerman, 1986; Young & Worrell, 2018). These are as follow:

e Outstanding curiosity for mathematical knowledge and dealing with maths,

e Being able to abstract, generalize or realize mathematical structures, relationships or patterns,
e Being practical in comprehending and solving mathematical ideas or structure of problems,

¢ Solving a problem with a specific strategy which is different from prototypes,

e Mathematical creativity,

e Flexibility in in mathematical reasoning and problem solving,

e Processing and organizing data,

¢ Being able to evaluate the correctness and wrongness of a structure,

e Logical reasoning and deduction,

e Being able to transfer an existing mathematical knowledge into a newly topic and being able to pose a
problem.

The ability of problem posing that researchers (e.g., Freiman, 2018; Gutierrez et al., 2018; Johnson,
2000; Krutetskii, 1976; Miller, 1990; Poulos & Mamona-Downs, 2018; Sheffield, 2018; Sriraman, 2005,
Wagner & Zimmerman, 1986) focus on is one of the characteristics of mathematically gifted students
and constitutes the context of this study. Thus, the current study will deal with relevant literature on
problem posing.
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Mathematical Problem Posing and Its Importance for Students

In the past two decades, problem posing is considered as a crucially important intellectual activity in
the research on mathematics education (Cai et al., 2019). Problem posing can be defined as generating a
new problem about a situation, mathematical statement or diagram (Cai et al., 2019; Stoyanova &
Ellerton, 1996). Problem posing is accepted as an efficient strategy which allows students to have new
opportunities for a more enhanced learning and a better development on mathematics. Moreover,
problem posing is seen as an assessment tool providing more data on students’ comprehension of
mathematical concepts and structures (Cai & Hwang, 2019; Cai et al., 2019; English, 2019; Xu, Cai, Liu, &
Hwang, 2019).

While the importance of problem solving has been taken into consideration in mathematics
curriculum for a long time, problem posing has just recently become popular in educational systems
(Altun, 2015; Cai & Hwang, 2019; Xu et al., 2019). National Council of Teachers of Mathematics [NCTM]
(2000), while highlighting thinking, reasoning and problem solving processes, requires from students to
pose problems which are based on various conditions inside and outside of maths. In the context of
Turkey, it is remarkable that problem posing has gained importance in mathematics curriculum since
2005 when the education system is renewed with constructivist approach. Though the updated
mathematics curriculum does not include problem posing in detail, problem posing exists as a sub-
component in some learning outcomes (Ministry of National Education [MoNE], 2018).

When the literature on mathematics education is examined, it can be seen that there are several
benefits of problem posing for students. In this context, most of the studies focused on the effects of
problem posing on cognitive skills. These studies showed that problem posing develops students’
mathematical understanding (e.g., Cai et al., 2013; 2019; Canturk-Gunhan, Gecici, & Gunkaya, 2019;
English, 2019; Kilic, 2019; Leikin, 2015; Leikin et al., 2017a; Silver & Cai, 1996). Problem posing process
reveals errors and mistakes about mathematical concepts and situations the students may possibly
have; thus teachers can take necessary precautions (Cai & Hwang, 2019; English, 2019; Korkmaz & Gur,
2006). On the other hand, some studies stressed possitive effects of problem posing on some affective
variables such as attitude and motivation (Guzel & Biber, 2019; Turhan & Guven, 2014).

In the relevant literature, some studies stated that problem posing tasks have positive effects on
thinking skills. These studies assert that problem posing tasks develop students’ abilities on critical,
flexible and creative thinking (Chen & Cai, 2019; Singer, Ellerton, & Cai, 2015; Singer, Sheffield, Freiman,
& Brandl, 2016; Singer, Voica, & Pelczer, 2017b). All these studies show that problem posing has a
crucial position in mathematics education.

Mathematical Problem Posing and Giftedness

In a number of studies, problem posing is mentioned as one of the characteristics of mathematically
gifted students (Espinoza, Lupiaiiez, & Segovia, 2016; Freiman, 2018; Gutierrez et al., 2018; Johnson,
2000; Sheffield, 2018; Singer et al., 2016; Sriraman, 2005). Freiman (2018) points out that gifted
students can generate original, valuable and comprehensive ideas. It is emphasized that these skills are
also interrelated with problem posing skill. Mathematically gifted students should be taught not only
how to solve a problem but also how to restate and pose a problem. These problems should be
authentic, challenging and should necessitate a certain level of effort to be solved (Singer et al., 2016).

Problem posing is correlated with creativity, an important concept of literature on giftedness, and it
is treated as an important indicator of creativity (Johnson, 2000; Sheffield, 2018). Creativity is closely
related to problem posing because lots of ideas are generated in creativity process (Silver, 1997; Yuan &
Sriraman, 2011). Besides, in the literature, it is asserted that problem posing is one of the creative skills
(Davis & Rimm, 2004). Liljedahl and Sriraman (2006) identify mathematical creativity as forming new
questions with an innovative view at a common problem.
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Another essential concept to be mentioned in giftedness literature is mathematical promise. NCTM
stated in 1980’s that the most ignored students are those who are mathematically gifted ones
(Sheffield, 2018). It is significant that NCTM suggested the term mathematical promise in 1990’s. The
mathematical promise concept points out that mathematical ability can be developed based on
experience (NCTM, 2016; Sheffield, 2018). Leikin (2009) stated that mathematical promise was a
concept developed to meet the term mathematical giftedness based on NCTM’s principle of equality. In
this sense, studies show that problem posing presents opportunities to mathematically promising
students to develop their abilities (Sheffield, 2003; Singer, Ellerton, & Cai, 2013).

When the current giftedness models are investigated, it is apparent that problem posing is an
element of these models. For example, a model, which aims at featuring mathematical giftedness and
creativity, was presented by Leikin, Koichu, and Berman (2009). In this model, mathematical giftedness
is correlated with problem posing. Besides, Assmus and Fritzlar (2018) state that problem posing and
solving exist in the circular process of their model where they interrelated mathematical giftedness and
creativity.

Studies on problem posing in giftedness and mathematics education literature can be divided into
three groups. In the first group, there are studies which investigate students’ problem posing skills and
mathematical thinking styles (Arikan & Unal, 2015; Erdogan & Erben, 2018; Espinoza et al., 2013, 2016;
Kesan, Kaya, & Guvercin, 2010; Levenberg & Shaham, 2014). Espinoza et al. (2013) analysed
mathematically gifted students’ responses in problem posing tasks for arithmetic. The study determined
that students pose problems which include various computing procedures and various semantic
structures. Erdogan and Erben (2018), who gained similar results with Espinoza et al. (2013), determined
that gifted students can pose problems on four operations with various semantic structures. Kesan et al.
(2010) stated that gifted students’ abilities as analysis and synthesis developed as a result of studying
with problem posing approach. Levenberg and Shaham (2014) determined that gifted students’ abilities
of problem posing on geometry terms are at low level. Some studies compared problem posing skills of
students who are gifted and non-gifted (Arikan & Unal, 2015; Espinoza et al., 2016). These studies
revealed that problem posing success of gifted students is higher, more solvable and semantically richer
than that of non-gifted students.

The studies in the second group are linked to creativity and problem posing. The results of the
studies show that problem posing activities develop creativity of mathematically gifted students (Singer
& Voica, 2015; Singer et al., 2016; Voica & Singer, 2013). Voica and Singer (2013) determined that
problem posing is more efficient than problem solving in encouraging creativity.

The last group of the related studies points out that problem posing can be used as an instrument to
identify gifted students (Kesan et al., 2010; Singer & Voica, 2015; Voica & Singer, 2014). Voica and Singer
(2014) mention three characteristics as the indicators of mathematical giftedness in terms of problem
posing: comprehending the concepts in detail, the skill of generalizing reasoning, a capacity to frame
and reframe content in order to devise new problems. In context with abovementioned literature, it is
possible to state that problem posing is an essential skill for gifted students.

Purpose and Significance of the Study

When international literature is analysed, it is seen that there are many studies analyzing gifted
students’ problem posing skills at various dimensions (e.g., Espinoza et al., 2013; 2016; Kesan et al.,
2010; Levenberg & Shaham, 2014; Singer & Voica 2015; Singer et al., 2016; Voica & Singer, 2013; 2014).
However, there are an inadequate number of studies focusing on gifted students’ problem posing
process in Turkey (Arikan & Unal, 2015; Erdogan & Erben, 2018). Considering this gap in the literature
and the emphasis on the problem posing among characteristics of mathematically gifted students, the
current study focused on mathematical problem posing skills of gifted students. Thus, the study is
anticipated to fill the gap in the literature on giftedness and mathematics education.
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Previous studies on gifted students’ problem posing skills (Arikan & Unal, 2015; Erdogan & Erben,
2018; Espinoza et al., 2013; 2016; Kesan et al., 2010; Levenberg & Shaham, 2014) focused on only one
grade level. Neither national nor international literature provides any study that investigated the across-
grades differences in gifted students’ problem posing skills. In this study, the differences in the problem
posing skills of gifted students according to grade levels are revealed. The study differs from previous
ones with this feature.

Leikin (2011) points out that the literatures on giftedness and mathematics education are
represented in one another in a limited level. Besides, the researcher states that studies on
mathematical giftedness do not deal with students’ level of mathematics learning and their
mathematical thinking processes sufficiently. Studies on gifted students’ problem posing processes are
very limited and there is an insufficient amount of knowledge. The current study is devoted to
investigate the qualities of problems posed by gifted students from various perspectives as well as
determining their deficiencies. In this sense, the findings of the study are expected to shed light on
further research on gifted students. Besides, the current research is essential in contributing existing
literature on problem posing.

Teachers’ analysis on the responses of open ended tasks enables them to have a feedback on what
their students know. Thus, they can design better problem solving and posing tasks (Cai, 2003; Cai &
Hwang, 2019; English, 2019; Xu et al., 2019; Sheffield, 2018). Accordingly, the results of the current
research are expected to provide teachers with necessary knowledge about gifted students and direct
teachers in planning problem posing tasks.

Differentiated mathematics programs, which are well aware of the needs and interests of gifted
students, are developed for gifted students in countries such as United States of America, Germany,
Netherlands, England, New Zealand, and Russia (NCTM, 2016; Smedsrud, 2018; Van Tassel-Baska &
Stambaugh, 2006). It is suggested that differentiated mathematics programs should include problem
posing activities (NCTM, 2016). However, it can be said that studies on the quality of education for gifted
students and the efforts to develop a program suitable to gifted students’ needs are insufficient in
Turkey (Ozgelik, 2017). The findings of this study may provide program development experts with an
understanding into the process of designing tasks for problem posing. Motivated by the aforementioned
concerns, this study aimed to investigate the mathematical problem posing skills of gifted students. To
this end, the study seeks to answer the following questions:

1. How are gifted students’ easy, moderately difficult and difficult mathematical problem-posing skills
according to their grade levels?

2. How does the difficulty level progression vary in problems posed by gifted students?

Method
Research Design

Case study, which is one of the qualitative research designs, was used in this study in order to
investigate gifted students’ mathematical problem posing skills. Case study requires an in-depth
description and investigation of a restricted system (Merriam, 1998). Situations, persons, curriculums,
groups (communities), behaviors and events are investigated in a case study (Yin, 2017). This study has
investigated gifted students as analysis unit. Besides, the mathematical problem posing skills of gifted
students constituted the situation of the study.

Participants

Participants of the study were 55 middle school students (20 sixth grade, 17 seventh grade, 18 eighth
grade) who were defined as gifted students and were studying at Science and Art Center in a city in the
Eastern Anatolia region. Participants were identified by the appropriate sampling method. In the
appropriate sampling method, participants are selected because they are suitable in terms of cost and
accessibility (Muijs, 2004). As the study was easier to carry out, the participants were identified by
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appropriate sampling. The reason of selecting participants from various grade levels was to investigate
across-grades differences in gifted students’ problem posing skills. 23 of the participants were female
(41.82%), and 32 of them were male (58.18%). The participants’ ages were between 10 and 14 years.
Twenty six participants (47.27%) were studying in public schools, 29 of them were studying in private
schools (52.73%). All of the participants were studying at Science and Art Center of their province within
the scope of a program which aims at creating awareness for individual abilities. Besides, in the study,
volunteering of participants was essential. In the findings section, the researchers preferred to use
‘students’ to refer gifted students for a shorter and clearer expression.

Data Collection Tools

The data collection instrument of the study was a problem posing form which includes a semi-
structured problem posing task (Appendix 1). Students were given an open-ended situation in semi-
structured problem posing task. Based on this, they were expected to pose a problem by applying their
existing knowledge and experience on mathematics (Stoyanova & Ellerton, 1996). The task included in
the form was previously used in Cai’s (2003) study. On the use of the task in this study, necessary
permission was obtained from Dr. Cai. In the problem posing task, the students were asked to make up
three problems about three figures given. These problems were expected to be at three difficulty levels:
easy, moderately difficult, and difficult. Expert opinions from three faculty members (They specialized in
the field of mathematics education) and four maths teachers (two teachers work at middle school and
two teachers work at Science and Art Center) were gathered for problem posing task used in the study.
Experts found the task appropriate in terms of language and student level. Consequently, experts did
not suggest any changes regarding the task. It was decided that the problem posing task was
appropriate for students’ level after the mathematics curriculum (MoNE, 2018) was examined and
expert opinions were obtained. Lastly, a pilot study was conducted with the participation of students
from sixth, seventh, and eighth grades (four students from each grade level) who were not included in
the main study. Pilot study aimed at investigating feasibility of problem posing task. As a result of the
pilot study, no deficiencies were detected in the task. Pilot study revealed that the task was
comprehended properly.

Data Collection and Analysis

The problem posing form was applied to all grade levels by their math teachers. There was not any
time limit during problem posing session. It was observed that the students completed in averagely 30
minutes. The students’ responses to the problem posing task were analyzed with descriptive analysis
method within the framework suggested by Cai (2003) in his study. This framework is given in Table 1.
The problems were classified according to their content and difficulty levels.

Firstly, the problems posed by the students were divided into two categories according to their
contents as those being mathematical and non-mathematical problems. Those which are labelled as
non-mathematical problems refer to the problems which cannot be solved by mathematical operations
(Leung, 2013). The problems of the first group, those which were labelled as mathematical, were
classified as extension problem or non-extension problem.

An extension problem refers to a problem which was related to further steps beyond the three given
figures. A non-extension problem refers to a problem which was related to the given three figures. Both
extension and non-extension problems are coded as “including dots in one figure, including dots in more
than one figure, comparing the number of dots in the figures”. While coding extension problems, three
other codes were added to the existing code list. These codes are “requiring drawing a figure, rule-based
general (vague and cannot be answered in a specific way) and rule-based specific (which has details to
help solving the problem)”. Table 1 shows the categories, codes, and samples from student responses
for problem posing task.
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Categories, Codes, and Sample Responses for the Analysis of Problem Posing Task.

Category Code Sample response

Extension Including dots in one figure How many black circles are there in the fourth
mathematical figure? #S6-8

problem Including dots in more than What is the sum of all the white dots of the above

Non-extension
mathematical

one figure

Comparing the number of
dots in the figures
Requiring drawing a figure

Rule-based general
Rule-based specific

Including dots in one figure

pattern from step one to tenth? #56-12

How many times do the circles increase at a time in
the above pattern? #S8-4

How does the twelfth step of the pattern given
above? Draw it. #57-12

What is the rule of the above pattern? #57-4

What is the rule that shows the increase of black
dots in the pattern shown above? #58-16

What exponent of which number is painted in the
third figure?#S6-14

problem Including dots in more than What is the multiplication of the black dots in the
one figure first figure and the second figure and the addition
of white dots in the third figure? #56-5
Comparing the number of How many times at a time have the white rounds
dots in the figures in the first figure increased in the second and third
figures? #57-13
Non- In which figure black dots in the pattern will be
mathematical greater than the white dots? #S7-9
problem

For the analysis of progression of difficulty level, the problems posed by the students in the study
were coded as easy (P1), moderately difficult (P2) and difficult (P3) based on their difficulty levels. The
students who posed at least two mathematical problems were included in the analysis of difficulty level
progression. As a result, one student from seventh grade and two students from eighth grade were not
included in this analysis (n=52). Following criteria were used for the comparisons of difficulty levels (Cai,
2003):

e An extension problem is more difficult than a non-extension problem.
e Among extension problems, a rule-based specific problem is more difficult than the others.

e A problem which consists of comparing the number of dots in the figures is more difficult than the one
which includes dots in one figure.

¢ A problem which consists of combining the number of dots in figures is more difficult than the one
which includes dots in one figure.

e A problem which requires drawing a figure is more difficult than the one which asks to find the
number of dots in a figure.

e A problem which involves later figures in the pattern is more difficult than the one which involves an
earlier figure.

The analysis of difficulty level progression concerning problem posing task and samples of student
responses are shown in Table 2. Inter-rater agreement was used to determine the reliability of the
study. To this end, problems posed by the students were independently coded by two raters based on
the theoretical framework (165 problems in all). Inter-rater agreement was found as 87.88% (145/165).
Accordingly, problems posed by the students were coded by two independent raters in terms of the
difficulty level (52 forms in all). Inter-rater agreement was found as 90.38% (47/52).
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Table 2.
Analysis of Difficulty Level Progression of Problems Posed by Students and Sample Responses.
Category of difficulty level Sample response
P1<P2<P3 The easy problem: According to the rule of the above pattern, how
many black circles and how many white circles are there in the fifth
figure?

The moderately difficult problem: According to the above pattern, what
is the difference between the total of black and white circles and the
difference between black and white circles in the 21* figure?
The difficult problem: According to the rule of the above pattern, what
is the sum of total black and white circles, and difference between
black and white circles in the 34" figure? #S6-4
P1<P3 and P2 <P3 or The easy problem: How many white dots are there in the sixth figure of
P1< P2 and P1 <P3 this pattern?
The moderately problem: What is the ratio of black circles to white
circles up to the tenth figure of this pattern?
The difficult problem: How many black dots are there in the 100"
figure? #S7-17

Having at least one of the The easy problem: How many white and how many black dots are there
following: in step 97 of this pattern?

P1>P2, The moderately problem: If the color of the colored circles in the
P2 >P3, pattern was changed to the opposite, what would be the number of
P1>P3 black circles in step 14 of the new figure?

The difficult problem: If each black circle in the pattern makes any white
circle next to it black, how many white circles will there be in step 11?
#58-8

According to Miles, Huberman and Saldana (2014), inter-rater agreement should be at least 80.00% for
an acceptable reliability. Though inter-rater agreement level of the current study is seemed to be
sufficient, the researchers discussed on codes until they reached a consensus.

For example, “How are the 4th and 5th figures depending on the relationship of the black and white
beads? Draw. #57-13” problem is one of the problems discussed. There is consensus that this problem is
in the "extension mathematical problem" category. However, it was discussed whether the problem is
of "including dots in more than one figure" type or "requiring drawing a figure" type. In the problem, it
was decided that there was no questioning about the relation of the points in more than one figure.
Besides, drawing figures is emphasized in the problem. As a result, this problem was coded as "requiring
drawing a figure". In addition, in the findings section, examples of the problems that students posed are
presented. However, the students are coded as S7-15 (seventh grade, fifteenth student) for
confidentiality.

Findings

Findings in terms of Posing Easy, Moderately Difficult and Difficult Problems according to Students’
Grade Levels

In this part, findings regarding the analysis of the problems which were posed by students are
presented. First of all, the distribution of frequency percentages of mathematical and non-mathematical
problems is displayed in Table 3.
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Table 3.
Distribution of Frequency Percentages of Mathematical and Non-Mathematical Problems.

Percentage of problems

Sixth grade Seventh grade Eighth grade Total
Problem (60 problems) (51 problems) (54 problems) (165 problem)
Mathematical problem 98.33 82.35 85.19 89.09
Non-mathematical problem 1.67 17.65 14.81 10.91

According to Table 3, it is seen that all the students from each three grade levels provided an answer
for the easy, moderately difficult and difficult problem posing tasks. Accordingly, 165 answers were
collected in total. It was identified that most of the posed problems were mathematical problems with a
rate of 89.09%. The rate of the non-mathematical problems was quite low with a rate at 10.91%. Sixth
grade is the one at which we encountered the mathematical problems most (98.33%). Based on this
finding, it can be said that almost all the sixth graders posed problems. Nearly 82.35% of the seventh
graders and 85.19% of the eighth graders posed problems. It is seen that the rate for both grades are
really close to each other. Non-mathematical problems were detected most at the seventh grade level
(17.65%). After a general analysis of the problems, detailed analysis of the easy, moderately difficult and
difficult problems will be presented. In this sense, the distribution of frequency percentages of easy
problems is given in Table 4.

Table 4.
Distribution of Frequency Percentages of Easy Problems.

Frequency percentages (%)

6" grade 7" grade g™ grade  Total

Posing easy problems (n=20) (n=17) (n=18) (n=55)
Extension Including dots in one figure 45.00 23.53 55.56 41.82
problem Including dots in more than one figure 5.00 .00 .00 1.81

Comparing the number of dots in the 5.00 .00 5.56 3.64
E figures
g Requiring drawing a figure 15.00 23.53 5.56 14.55
o Rule-based general 10.00 11.76 5.56 9.09
g Rule-based specific .00 .00 11.11 3.64
g Total 80.00  58.82 83.33 7455
2 Non- Including dots in one figure 5.00 5.88 .00 3.64
§ extension Including dots in more than one figure 10.00 5.88 16.67 10.91
problem  Comparing the number of dots in the 5.00 11.76 .00 5.45
figures
Total 20.00 23.53 16.67 20.00
Non-mathematical problem .00 17.65 .00 5.45

According to Table 4, it is seen that almost all the students, that is 94.55 % of them, posed
mathematical problems during easy task. Only 5.45% of the students created non-mathematical
problems. All students from sixth and eighth grades posed mathematical problems. Upon analysing
mathematical problems, it was determined that extension problems (74.55%) are three times more than
non-extension problems (20.00%). Although extension problems are close to each other in terms of
their rates, they are mostly seen at eighth (83.33%) and sixth (80.00%) grade levels.

It was determined after the analysis of the extension problems that 41.82% of the students mostly
posed problems “including dots in one figure”. Nearly half of the sixth grade students with a rate at
45.0% and more than half of the eighth grade students with a rate at 55.56% posed problems type
“including dots in one figure”, whereas this rate was 23.53% for seventh grade students. Examples of
problems “including dots in one figure” are given below:
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How many rounds are not painted in the fourth figure? #S6-17
According to the figures given, how many black circles will the sixth figure have? #S7-15

What is the division of painted circles in figure five into circles without paint in a pattern that
progresses as in the figure? #58-1

In extension problems, the second common problem type posed by students was problems
“requiring drawing a figure” with a rate of 14.55%. Sample problems within the scope of "requiring
drawing a figure" are as follows:

How is the fourth figure? Draw. #S6-7
What happens in step six according to the pattern? Draw. #57-6

A student wants to draw the first figure on paper and bring it on. According to this, what happens in
the fourth figure? #58-13

Among extension problems, “rule-based general” problems were rarely seen at all three levels
(10.00% of sixth graders, 11.76% of seventh graders, and 5.56% of eighth graders). From this point, it
can be stated that 9.09% of the students posed problems which are suitable to the general rule of the
pattern, but which cannot be solved. Examples of “rule-based general” problems are presented below:

What is the rule of the above pattern? #S6-10
What could be the rule of the above pattern? #57-7
How does the pattern function here? #S8-9

It was determined that “rule-based specific” problems which are intended for the general rule of the
pattern and which can be solvable were posed by only 11.11% of the eighth graders. An example of the
"rule-based specific" problem type is "How to show the increase of the black circles given in the figures?
#S8-17". The least common problem type which was posed by 1.81% of the students was problems
“including dots in more than one figure”. This type of problem was not posed by seventh and eighth
graders, and they were posed by only 5.00% of the sixth grade students. An example of this problem
type is "What is the sum of the circles in step 6 and step 4 of the above pattern? #S6-16".

When non-extension problems were examined, it was determined that 10.91% of the students
posed problems “including dots in more than one figure” which is also the highest rate. Examples of the
problem type "including dots in more than one figure" are given below:

What is the sum of the black circles in the first and second figures on the pattern? # S6-5

In all three figures, what is the sum of the painted parts of the figures created with a single row on
the edge? #57-8

What is the difference between painted and unpainted figures in the first and second figures? #S8-11

Problems “including dots in one figure” (3.64%) and “comparing the number of dots in the figures”
(5.45%), whose rates are close to each other, were posed by sixth and seventh graders. The problem of
“How many of the second figures are painted? #56-14" is of the type “including dots in one figure”. The
problem of “How many more circles are there in all three figures than the previous one? #56-3” is an
example of the problem type of “comparing the number of dots in the figures”.

Non-mathematical problems were only seen at the 17.65% of the seventh graders. An example of
the non-mathematical problem type is as follows: “Aynur went to the market and bought a candy. She
decided to buy candy every day. She increased three more in the beginning and three more in the
following days. How many candies did Aynur take on the fifth day? #S7-16".

The distribution of the frequency percentages of moderately difficult problems posed by students
are given in Table 5. When Table 5 is considered, it is determined that students mostly posed
mathematical problems with a rate of 90.91% at moderately problem posing task. With a very little rate,
it is seen that 9.09% of the students posed non-mathematical problems. 76.36% of the mathematical
problems were extension problems, whereas only 14.55% of them were non-extension problems.
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Extension problems were mostly encountered at sixth grade level (90.00%). The rate of the extension
problems posed at seventh (70.59%) and eighth grade levels (66.67%) were really close to each other.

Table 5.
Distribution of Frequency Percentages of Moderately Difficult Problems.

Frequency percentages (%)
6" grade 7" grade g™ grade Total

Posing moderately difficult problems (n=20) (n=17) (n=18) (n=55)
Extension Including dots in one figure 60.00 23.53 38.89 41.82
problem Including dots in more than one figure 15.00 23.53 11.11 16.36

e Comparing the number of dots in the .00 .00 5.56 1.82
a figures
'§ Requiring drawing a figure 15.00 11.76 5.56 1091
oy Rule-based general .00 11.76 5.56 5.45
g Rule-based specific .00 .00 .00 .00
g Total 90.00 70.59 66.67 76.36
2 Non- Including dots in one figure 5.00 5.88 .00 3.64
g extension Including dots in more than one figure 5.00 11.76 16.67 10.91
problem Comparing the number of dots in the .00 .00 .00 .00
figures
Total 10.00 17.64 16.67 14.55
Non-mathematical problem .00 11.76 16.67 9.09

Upon analysing extension problems, it was seen that nearly half of the students posed problems
“including dots in one figure” with a rate of 41.82% (60.00% of sixth graders, 23.53% of seventh graders,
and 38.89% of eighth graders). Examples of problems of "including dots in one figure" are given below:

According to this pattern, what is the difference between the painted and unpainted circles in the
sixth figure? #56-6

Multiply the number of black and white balls in the fourth step. What is the result? #S7-3
How many solid hoops do you have in the 159th figure? #S8-10

In the second place, 16.36% of the students posed problems “including dots in more than one
figure”. Examples of problems involving "including dots in more than one figure" are as follows:

If we subtract the number of filled round numbers in figure 4 from the number of filled rounds in
figure 12, what is the result? #S6-15

What is the ratio of black balls to white balls in circles up to the tenth figure of this pattern? #57-17
What is the sum of the black point numbers in figure 8 and 17? #S8-2

The third place belonged to “requiring drawing a figure” problems posed by the 10.91% of the
students. The problem of "What is the 6th step of the pattern? Draw. #56-1" can be given as an example
for the problems of “requiring drawing a figure”. “Rule-based general” problems were slightly posed by
only seventh (11.76%) and eighth grade students (5.56%). The problem of “What is the rule of the given
pattern? Write. #57-1" is an example for “rule-based general” problems.

The least seen problem type was “comparing the number of dots in the figures” with a rate of 1.82%.
This problem type was not encountered at sixth and seventh grade levels while it was determined in
5.56% of the eighth grade students. Besides, “rule-based specific” problems were not posed by any of
the grade levels. The problem "How would the number of black circles in step 14 of the new figure be
changed if the colors of the colored circles on the pattern were changed the other way around? #58-8" is
an example of the problem type of "comparing the number of dots in the figure".
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When we look at non-extension problems, it is seen that 10.91% of the students posed very little
problems about “including dots in more than one figure”. An example of a problem that covers"
including dots in more than one figure" is as follows: What is the difference between the painted dots of
the first and second figures and the unpainted dots of the third figure? #58-11. Problems “comparing the
number of dots in the figures” were not posed by any of the grade levels. Non-mathematical problems
were not seen at sixth grade level, whereas they were identified among seventh and eighth grade levels
with rates of 11.76% and 16.67% respectively. Examples of non-mathematical problems are as follows:

Every time Mehmet wins a table tennis game, he gets some ping-pong balls. He had a ball in his first
match. He holds four balls in the second and nine in the third. How many balls will there be at the end of
the seventh match? #57-11

According to the figures above, how many black dots will be twice the number of white dots? #58-18

The distribution of the frequency percentages of difficult problems posed by students are given in
Table 6.

Table 6.
Distribution of Frequency Percentages of Difficult Problems.

Frequency percentages (%)

6" grade 7" grade g™ grade Total
Posing difficult problems (n=20) (n=17) (n=18) (n=55)
Extension Including dots in one figure 15.00 41.18 33.33 29.09
problem Including dots in more than one figure 55.00 23.53 22.22 34.55
e Comparing the number of dots in the .00 .00 .00 .00
ko] figures
'§ Requiring drawing a figure 10.00 5.88 5.56 7.27
%‘ Rule-based general .00 .00 5.56 1.82
8 Rule-based specific .00 .00 .00 .00
g Total 80.00 70.59 66.67 72.73
2 Non- Including dots in one figure 10.00 .00 .00 3.64
g extension Including dots in more than one figure 5.00 5.88 5.56 5.45
problem Comparing the number of dots in the .00 .00 .00 .00
figures
Total 15.00 5.88 5.56 9.09
Non-mathematical problem 5.00 23.53 27.78 18.18

When Table 6 is analysed, it is seen that 81.82% of the students posed mathematical problems and
18.18% of them posed non-mathematical problems at difficult problem posing. Among easy, moderately
difficult, and difficult problems, non-mathematical problems were most seen at difficult problem cases.
72.73% of the mathematical problems were extension problems, whereas it was determined that non-
extension problems were also posed though with a little rate of 9.09%. The occurrence of extension
problems decreases from sixth grade through eighth grade levels (80.00% of sixth graders, 70.59% of
seventh graders, and 66.67% of eighth graders).

After the analysis of extension problems, it is seen that students posed four different types of
problems. The most popular problem type was type “including dots in more than one figure” which was
posed by 34.55% of the students. This problem type was mostly posed by nearly more than half of the
sixth grade students with a rate of 55.00%. Examples of problems about “including dots in more than
one figure" are given below:

What is the half of the sum of the circles in the seventh and ninth figure? #S6-17

According to the pattern given above, what is the sum of the black dots in steps 6 and 8 divided by
the number of black dots in step 5? #S7-12
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What is the sum of the square root of the difference of black and white points in step 8 and the
square root of the difference of black and white points in step 4? #S8-3

The second most common problem type was “including dots in one figure” with a rate of 29.09%.
This problem type was posed by 41.18% of the seventh grade students, which means nearly half of
them. Examples of problems of “including dots in one figure” are as follows:

If a spotted T-shirt would be printed in the number of dots in figure 5, how many spots would it have
on the back and front of the shirt? #56-9

How many unpainted circles are there in the 100th step of the above pattern? #57-14
In the 11th figure, filled circles are how many more than hollow circles? # S8-5

The rate for the problem type of “requiring drawing a figure” is very low (7.27%). The problem “How
are the fourth and fifth figures according to the relationship of the black and white beads? Draw. #S7-
13” can be given as an example of type “requiring drawing a figure”. “Rule-based general” problems
were only written by 5.56% of the eighth grade students and they were the least encountered problems.
The problem “What is the rule of the above pattern #58-12” is an example for the “rule-based
general”’problem type. “Comparing the number of dots in the figures” and “rule-based specific”
problems types were not seen at any grade levels.

When it comes to non-extension problems, it is seen that students posed two types of problems:
“including dots in more than one figure” (5.45%) and “including dots in one figure” (3.64%), and the
number of posed problems was very few. Problems “including dots in one figure” were not seen at
seventh and eighth grade levels, whereas they were detected at 10.00% of the sixth grade students. The
problem of “If we add the painted figures of the three figures and multiply them with the unpainted
figures, what is the result? #S8-11" is an example for "including dots in more than one figure”. The
number of non-mathematical problems increases from sixth grade to eighth grade levels (5.00% of sixth
graders, 23.53% of seventh graders, and 27.78% of eighth graders). An example of non-mathematical
problems is as follows: When the pattern continues, how many units will the area of figure 6 become?
#S7-7.

Findings Regarding Difficulty Level Progression of the Problems Posed by Students

After the detailed analysis of the easy, moderately difficult and difficult problems, the analyses of the
problems on their difficulty levels are presented. In this regard, the frequency percentages of the
categories of analyses on difficulty level progression of the problems are given in Table 7.

As only students who were able to pose at least two mathematical problems were included to the
analyses of the progression of the difficulty levels, 52 forms were sorted out. In addition to this,
problems were shown as easy (P1), moderately difficult (P2), and difficult (P3). According to this, when
we look at Table 7, it is seen that half of the sixth grade students posed problems whose difficulty level
with full progressive problems as P1<P2<P3. When these problems were analysed, it was determined
that they were mostly suitable to “a problem which involves later figures in the pattern is more difficult
than the one which involves an earlier figure” criteria. The problems suitable for this criterion are as
follows:

(P1) How many black dots are there in the fourth step of the figure above?

(P2) What is the sum of all the white dots from 1 to 10 of the above pattern?

(P3) What is the multiplication of all the white and black dots from 1 to 20 of the above pattern? #S6-
12

As seen in the sample problems, although students posed problems with a similar structure, they
managed to progress difficulty levels as they advanced the number of steps in the pattern. Besides, the
problems whose difficulty level advances as being P1< P2<P3 were rarely seen among seventh graders
(6.25%).
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Table 7.
Analyses on the Difficulty Level Progression of the Problems Posed by Students.

Frequency percentages (%)

6" grade 7" grade 8" grade Total
Category of difficulty level (n=20) (n=17) (n=18) (n=55)
P1<P2<P3 50.00 6.25 25.00 28.85
P1<P3 and P2<P3 or 15.00 18.75 6.25 13.46
P1<P2 and P1<P3
Having at least one of the following: 20.00 50.00 43.75 36.54
P1>P2, P2>P3, P1>P3
Unable to compare difficulty level 15.00 25.00 25.00 21.15

Seventh grade students posed the most problems whose difficulty levels partially advance (P1<P3
and P2<P3 or P1<P2 and P1<P3) while they were followed by sixth grade students with 15.00% and
eighth grade students with 6.25%. Examples of problems whose difficulty levels partially progress are
given below:

(P1) According to the figures given, how many black circles will the sixth figure have?
(P2) What is the total number of black and white circles up to figure 8 according to the figures given?

(P3) According to the figures given, what is the difference between the number of white circles in

figure 8 and the black circles in figure 4? #57-15

The difficulty level of the sample problems progresses partially as “P1 <P2 and P1 <P3” in accordance
with the criterion of “a problem which consists of combining the number of dots in figures is more
difficult than the one which including dots in one figure”.

Half of the seventh grade students (50.00%) and nearly half of the eighth grade students (43.75%)
posed problems whose difficulty levels advanced only in two problems (Having at least one of the
following: P1>P2, P2>P3, P1>P3). This rate is lower at sixth grade level, 20.00%. Examples of difficulty
levels that advance only in two problems are presented below:

(P1) How many black dots would there be in the 110th figure?
(P2) How many solid hoops will there be in the 159th figure?
(P3) How many black dots are there in the square with 30 empty circles per edge? #S8-10

All three of the aforementioned problems are of "extension-including dots in one figure". Therefore,
the difficulty level progression of the problems was evaluated in accordance with the criterion of “a
problem which involves of later figures in the pattern is more difficult than the one which involves an
earlier figure”. In addition, the difficulty level of the problems advanced only in two problems (P1> P3
and P2> P3).

Although the rate of the problems whose difficulty levels could not be compared was the same in
seventh and eighth grade students (25.00%), this rate declined to 15.00% at sixth grade level. Examples
of problems whose difficulty levels could not be compared are as follows:

(P1) What could be the rule of the above pattern?

(P2) When the pattern is continued two more figures, what is the sum of all the black dots in the
pattern?

(P3) When the pattern continues, how many units will the area of figure 6 become? #S7-7

The above given P1 is a problem type of “extension-rule-based general”, P2 “extension-including
dots in more than one figure” and P3 “non-mathematical”. Problems do not meet the difficulty level
comparison criteria. Therefore, the difficulty level of the problems could not be compared.
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Discussion and Conclusion

This study aimed to investigate the mathematical problem posing skills of gifted students. As an
answer to the first sub-problem of the study, almost all of the problems posed by the gifted students
were found to be mathematical problems. Mathematical problems were mostly observed at the sixth
grade level. Mathematical problem posing rates of seventh and eighth grade gifted students were
similar but lower than sixth grade students. Accordingly, at the seventh and eighth grade levels, the
number of students posing non-mathematical problems was found to be higher than the sixth grade.
The reason for this finding is thought to be that the seventh and eighth grade students tried to establish
more complex problems in order to increase the difficulty level. In fact, it was found that the ratio of
non-mathematical problems increased in the task of posing moderately difficult and difficult problems.
Leikin et al’s (2017b) statements support this conclusion. Hence, an essential element that
differentiates mathematically gifted students from non-gifted students is that they spend much mental
effort on complex tasks. In addition, gifted students answered all of the tasks. These findings suggest
that the gifted students have a high level of ability to pose problems. This result is similar to the results
of those studies claiming that one of the characteristic features of the gifted students is the ability to
pose problems (Espinoza et al., 2016; Freiman, 2018; Gutierrez et al., 2018; Johnson, 2000; Sheffield,
2018; Singer et al., 2016; Sriraman, 2005; Wagner & Zimmerman, 1986). Wagner and Zimmerman
(1986) emphasized that posing problems is one of the basic skills of gifted individuals. In addition,
Espinoza et al. (2016) and Freiman (2018) stated that mathematically gifted students have high levels of
problem posing skills.

In the literature, it is emphasized that studies dealing with mathematics and giftedness education
together are insufficient (Leikin, 2011; Sheffield, 2018; Singer et al., 2016). There are also few studies
examining gifted students' problem posing skills (e.g., Arikan & Unal, 2015; Erdogan & Erben, 2018;
Espinoza et al., 2013; 2016; Kesan et al., 2010; Levenberg & Shaham, 2014). Besides, no study examining
the problem posing skills of gifted students at different grade levels was found. Therefore, it can be said
that there is an insufficient amount of knowledge to provide a more detailed discussion of the results of
this study. However, the results of this study can be compared with those of other studies focused on
non-gifted students. For example, Bozkurt and Karsligil-Ergin (2018) used, in some part of their study,
the problem posing task employed in the current study. However, the success of posing mathematical
problems in Bozkurt and Karsligil-Ergin’s (2018) study is significantly lower than the achievement of
gifted students in the present study. This conclusion is consistent with the results indicating that the
mathematical problem posing skills of gifted students are higher than their peers (Arikan & Unal, 2015;
Espinoza et al., 2016; Johnson, 2000; Singer et al., 2016). Studies comparing the problem posing skills of
gifted and non-gifted students reveal that gifted students have higher levels of mathematical problem
posing achievement (Arikan & Unal, 2015; Espinoza et al., 2016). In this respect, Johnson (2000) stated
that gifted students are able to pose more solvable mathematical problems than their peers. Singer et
al. (2016) also stated that, compared to their peers, gifted students have higher ability to solve non-
routine problems and higher problem posing skills

The findings of this study show that gifted students mostly posed extensive problems in easy,
moderately difficult and difficult tasks. Extensive problems are problems that are related to further
steps beyond the presented three figures. In this context, it can be said that gifted students thought
about wider sets beyond special cases. This result is consistent with those stating that gifted students
think beyond the usual and present high-level thinking skills in problem solving and posing situations
(Gutierrez et al., 2018; Johnson, 2000; Sheffield, 2018; Yuan & Sriraman, 2011). Gutierrez et al. (2018)
stated that gifted students make cognitive efforts on the complexity and width of mathematical
structures in problem solving and posing situations. Yuan and Sriraman (2011), on the other hand,
revealed that mathematical problem posing skills are related to mathematics knowledge and success. In
this context, gifted students are more successful in mathematics than their peers, besides they can
establish problems reflecting a wider mathematical perfective (Johnson, 2000; Yuan & Sriraman, 2011).
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The detailed analysis of extension problems revealed some noteworthy results. In this respect,
almost half of the gifted students posed problems “including dots in one figure” in easy and moderately
difficult tasks. On the other hand, problems “including dots in more than one figure” were the most
common type in the difficult task. Based on this finding, it can be argued that gifted students consider
that problems will become more difficult when considering multiple forms.

Regarding the extension problems, problems “including dots in more than one figure” were found to
be the least common type in the easy task. In the moderately difficult and difficult tasks, problems
“comparing the number of dots in the figures” were found to be rare. This finding can be considered as
that gifted students do not take multiple forms into consideration adequately when they pose extensive
problems beyond three forms. In terms of non-extensive problems, mostly problems “including dots in
more than one figure” were posed in easy, moderately difficult and difficult tasks. This indicates that
gifted students take multiple forms into account in constructing non-extension problems.

One of the notable results of this study is related to generalization skills. One of the characteristics of
gifted students is that they have a high level of generalization skills (Freiman, 2018; Gutierrez et al.,
2018; Krutetskii, 1976). However, the findings of this study show that a small number of gifted students
established “rule-based general” (It's vague and cannot be answered in a specific way) problems in all of
the easy, moderately difficult and difficult tasks. A small number of eighth grade students posed “rule-
based specific” problems (related to the general rule of the pattern and solvable) only in the easy task.
This finding points out that gifted students posed very few problems regarding the general rule of the
pattern. The past experiences of the gifted students are thought to be the reason for this situation, that
is, the gifted students may have not had enough experience of problem posing and generalization. The
existing literature supports this view. In this context, gifted students were found to have difficulty in
determining the general rule of patterns (Amit & Neria, 2008; Benedicto, Jaime, & Gutiérrez, 2015;
Fritzlar & Karpinski-Siebold, 2012). In addition, the results of studies indicate that there is insufficient
number of activities for problem posing activities for both gifted and non-gifted students in classroom
environment (Levenberg & Shaham, 2014; Sheffield, 2018; Xu et al., 2019).

Regarding the second sub-problem of the study, an analysis of difficulty level progression of
problems posed by gifted students was performed. According to the findings, problem solving rates of
the students with the level of difficulty that progresses hierarchically as desired were found to be quite
low in the progression analysis of problems’ difficulty level. Hierarchical progressive problems of the
desired level of difficulty were detected mostly at the sixth level. However, most of these problems
were related to the progression of the term order. In other words, although they posed similar
problems, the gifted students achieved the progress in the level of difficulty as they increase the number
of steps in the pattern. In addition, the rate of problems whose difficulty levels could not be compared
was low. Based on these results, it can be said that gifted students make targeted efforts to improve the
difficulty levels of problems. Results of the studies by Sowell, Zeigler, Bergwall, and Cartwright (1990)
and by Dai, Moon, and Feldhusen (1998) support this view. According to Sowell et al. (1990) gifted
students think more about complex problem structures. In addition, the performance of gifted students
in solving and posing compelling mathematical problems is better than their peers. Dai et al. (1998), on
the other hand, stated that gifted students are more goal-oriented compared to their peers, and that
they strive for challenging situations.

Limitations and Recommendations

Gifted students have different learning needs compared to their peers. However, research on this
issue showed that gifted students get bored while waiting for other students in mathematics classes or
forced to help other students in mathematics (Sheffield, 2018; Smedsrud, 2018). Such situations may
lead to a decline in their mathematical passions and mathematical skills (Hu, 2019). Therefore, different
approaches are required to sustain the interest of these students in mathematics (Gutierrez et al., 2018;
Leikin, Koichu, Berman, & Dinur, 2017a). For that reason, problem posing based approaches are
recommended to be applied in classroom environment. As discussed in the present study, requesting
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problem posing tasks in different levels of difficulty may contribute to the creation of challenging
environments and development of mathematical creativity skills that gifted students need.

Developing differentiated mathematics curriculum taking the mathematical needs of gifted students
into account is one of the remarkable issues in recent years (Hu, 2019; Sheffield, 2018; Smedsrud, 2018).
However, efforts to develop a curriculum suitable to gifted students’ needs and expectations in Turkey
are insufficient (Ozcelik, 2017). The findings of this study show that program development experts
should include problem posing activities in gifted students’ programs.

Designing high-quality mathematics courses for gifted students is related to both teacher and
content (Gutierrez et al., 2018; Leikin et al., 2017a). Since problem posing is both an assessment tool
and a useful pedagogical strategy for students, teachers need to know how to integrate problem posing
activities into their lessons (Cai & Hwang, 2019; Xu et al., 2019). In addition, in the present study, past
experiences of the gifted students are thought to be the main reasons for their failure in posing
problems that require generalization or have difficulty level progression at an expected rate. Based on
these findings and conclusions, the problem posing skills of mathematics teachers who teach gifted
students may be investigated. Measures should be taken to eliminate shortcomings by determining the
problem posing competencies of teachers.

Researchers emphasize that there is a need for teachers having profound knowledge and skills to
work with gifted students, and thus teachers need to regularly improve themselves (Gutierrz et al.,
2018; Subotnik, Robinson, Callahan, & Gubbins, 2012). Based on this view, in-service trainings on topics
such as problem posing approaches, the role of problem posing in identifying gifted students, and the
relationship of problem posing with creativity should be offered for mathematics teacher working with
gifted students. In-service trainings should not be only theoretical but also practical since teachers will
be able to provide their students with an environment suitable to develop such skills if they gain
different kinds of problem posing experience (Cai & Hwang, 2019).

Gifted students were asked to pose only one type of problems (semi-structured problem posing task)
in this study. This can be considered as the limitation of the study. Therefore, different kinds of problem
posing tasks may be designed in future studies. The achievement of gifted students in different kinds of
problem posing tasks may also be compared. In order to gain a deeper information, the methods and
ways of thinking of gifted students in the problem posing process may be examined by using methods
such as clinical interview.

An overall analysis of the results of this study shows that gifted students posed problems in limited
structures. Therefore, the effects of problem posing activities on cognitive enhancement of gifted
students can be investigated in future studies. Singer and Voica’s (2015) study may serve as the basis for
this suggestion. Singer and Voica stated in their studies that problem posing improves the cognitive
frameworks of mathematically gifted students.

Students' attitudes towards problem posing can also be effective on their problem posing
performance (Kilic, 2019). Studies showing that affective factors such as motivation, attitude are
effective in the mathematics performance of gifted students exist in the literature (Erdogan & Yemenli,
2019; Hu, 2019; Smedsrud, 2018). Thus, affective factors may also play a role in gifted students’ problem
posing performance. For this reason, studies related to motivation, attitudes and self-concepts of gifted
students may be carried out. Besides, considering that being mathematically gifted, problem posing and
mathematical creativity are interrelated concepts (Sheffield, 2018), problems posed by students can be
examined on the basis of mathematical creativity.

Research in the field of mathematical giftedness is increasingly growing (Sheffield, 2018). However,
studies addressing both mathematics education and gifted education are quite limited in Turkey (e.g.,
Arikan & Unal, 2015; Erdogan & Erben, 2018). While the concept of “mathematically promising student”
has been developed for being gifted and technology has been as a tool for developing problem posing
skills of gifted students in the world (Sheffield, 2018), Turkey should not fail to keep up with this
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development. The potential of gifted students should be determined and applications should be
developed in order to improve their potential. Therefore, carrying out studies on mathematics
education and being giftedness, including problem posing, are strongly recommended.
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Turkish Version

Girig

Dinyada son yillarda, 6zel yeteneklilik kavrami ve 6zel yetenekli 6grencilerin akademik ihtiyaglarinin
karsilanmasi dikkat gekici konulardan biridir (Smedsrud, 2018). Ozel yeteneklilik, en az bir alanda
sistematik olarak gelismis sira disi yetkinlik olarak ifade edilmektedir (Nolte, 2018). Ozel yetenekliligi
actklamak amaciyla bazi modeller gelistirilmis ve 6zel yeteneklilik farkli arastirmacilarin perspektifinden
aciklanmaya calisilmistir. Ortaya konulan modellerde kabul edilmis ortak bir tanim olmamakla birlikte,
modellerin 6zel yetenekliligi agiklamada birlestigi nokta yaraticilik kavramidir (Gagné, 2003; Renzulli,
2012). Bu baglamda, 6zel yeteneklilik egitiminin temel amaglarindan biri, bu 6grencilerin topluma
yaratici ve Uretken bireyler olarak katkida bulunmalarini saglamaktir (Davis & Rimm, 2004; Singer,
Sheffield, & Leikin, 2017a).

Genel 6zel yetenekliligin yani sira alana 6zgl bir kavram olan matematiksel 6zel yeteneklilik, son
yirmi yilda arastirmacilarin Gzerinde énemle durdugu konulardan bir digeridir. Clinkd, dinya ¢apinda
gelisen teknolojiye baglihgin giderek artmasi, matematik, fen ve teknoloji alaninda yaratici ve yetenekli
ogrencilerin yetistirilmesini 6nemli kilmaktadir (Sheffield, 2018). Ancak, matematiksel 6zel yeteneklilikle
ilgili alan yazinda ortak ve net bir tanim bulunmamaktadir. Matematiksel yetenekle ilgili calismalari kabul
gérmls arastirmacilardan biri olan Krutetskii'ye (1976) goére matematiksel 6zel vyeteneklilik;
matematiksel bir gérevde basarili bir performans ya da bir konudaki Ustiin yaraticilik olarak kendini
gosteren, matematiksel kabiliyetlerin birlesimidir. Goldberg (2008) matematiksel 6zel yetenekli
ogrencileri matematigin estetik degerinin ve kullanishliginin farkinda olan, 6grenciler olarak ifade
etmektedir. Bu 6grenciler okuldaki sinirl matematik deneyimlerden ziyade matematik derslerinin daha
zorlayici problemler ve gorevler icermesini beklerler. Ayrica, matematiksel 6zel yetenekli 6grenciler st
diizeyde tlimevarimsal diisinme, mantiksal muhakeme ve igsel motivasyon sergilerler (Leikin, Leikin,
Paz-Baruch, Waisman, & Lev, 2017b; Miller, 1990; Smedsrud, 2018).

Matematiksel o6zel yeteneklilik alaninda yapilan c¢alismalarin odak noktasi, matematiksel 6zel
yetenekliligi tanimlamadan baslayarak, 6zel yetenekli bireyin diisiince yapisinin kesfine dogru degismistir
(Yazgan-Sag, 2019). Bu baglamda ilgili alan yazin incelendiginde, matematiksel 6zel yetenekli bireylerde
bazi karakteristik 6zelliklerin 6n plana ciktigi belirlenmistir (Freiman, 2018; Gutierrez, Benedicto, Jaime,
& Arbona, 2018; Johnson, 2000; Krutetskii, 1976; Leikin et al., 2017b; Miller, 1990; Poulos & Mamona-
Downs, 2018; Sheffield, 2018; Sriraman, 2005, Wagner & Zimmerman, 1986; Young & Worrell, 2018). Bu
ozellikler soyle siralanabilir:

e Matematiksel bilgiye normlarin disinda merak ve matematikle ugragsma istegi

e Matematiksel yapilari, iligkileri ve orlintileri; genelleme, soyutlama ve fark etme
e Matematiksel fikirleri veya problemin yapisini kavrama ve ¢6zmede pratik olma
e Problemi alisilagelmis prototiplerden farkl stratejilerle ¢g6zme

e Matematiksel yaraticilik

e Matematiksel disiinmede ve problem ¢6zmede esnek olma

e Verileri isleme ve organize etme

e Bir yapinin dogrulugunu veya yanhshgini test edebilme

e Mantiksal diislinme ve ¢ikarim yapma

e Matematiksel bilgiyi yeni bir duruma transfer edebilme ve problem kurma.
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Arastirmacilarin (Freiman, 2018; Gutierrez et al., 2018; Johnson, 2000; Krutetskii, 1976; Miller, 1990;
Poulos & Mamona-Downs, 2018; Sheffield, 2018; Sriraman, 2005, Wagner & Zimmerman, 1986)
Uzerinde durdugu problem kurma becerisi matematiksel 06zel yetenekli 6grencileri betimleyen
karakteristik Ozelliklerden biridir ve bu c¢alismanin baglamini olusturmaktadir. Dolayisiyla mevcut
calismada problem kurma alan yazinina yer verilecektir.

Matematiksel Problem Kurma Ve Ogrenciler Agisindan Onemi

Gectigimiz yirmi yilda problem kurma, matematik egitimi arastirmalarinda son derece onemli bir
distnsel aktivite olarak ele alinmaktadir (Cai et al., 2019). Problem kurma verilen bir durum,
matematiksel ifade veya diyagramlarla ilgili yeni problem olusturma olarak tanimlanabilir (Cai et al.,
2019; Stoyanova & Ellerton, 1996). Problem kurma 6grencilerin matematiksel gelisimi ve 6grencilere
daha ¢ok 6grenme firsatlari yaratmak igin etkili bir strateji olarak goérilmektedir. Bununla birlikte,
problem kurma, 6grencilerin matematiksel yapi ve kavramlari anlamalari hakkinda bilgi saglayan bir
degerlendirme araci olarak ele alinmaktadir (Cai & Hwang, 2019; Cai et al., 2019; English, 2019; Xu, Cai,
Liu, & Hwang, 2019).

Problem ¢6zmenin 6nemi uzun yillardir matematik programlarinda goz 6niine alinirken, problem
kurma egitim sistemlerinde son yillarda yer edinmeye baslamistir (Altun, 2015; Cai & Hwang, 2019; Xu et
al., 2019). Bu konuda, Amerikan Matematik Ogretmenleri Ulusal Konseyi (National Council of Teachers
of Mathematics [NCTM], 2000) 6grencilerin diisinme, muhakeme ve problem ¢dzme siireglerine vurgu
yaparken, 6grencilerden matematigin iginde ve disinda, gesitli durumlara dayanan ilgi ¢ekici problemler
kurmalarini istemektedir. Turkiye baglaminda ise, egitim sisteminin 2005 yilindan itibaren yapilandirmaci
anlayisla revize edilmesiyle birlikte matematik programlarinda problem kurma becerisine yer verildigi
dikkat ¢ekmektedir. En son glincellenen ortaokul 6gretim programinda ise problem kurmaya agiklayici
bicimde yer verilmese de, problem kurma bazi kazanimlarda alt bilesen olarak yer almaktadir (Milli
Egitim Bakanligi [MEB], 2018).

Matematik egitimi alan yazini incelendiginde, problem kurmanin 6grenciler agisindan birgok yarari
oldugu gorilmektedir. Bu baglamda, yapilan arastirmalarin biyik kismi problem kurmanin bilissel
beceriler lizerindeki etkilerine odaklanmistir. Buna gore, problem kurma 6grencilerin matematiksel
anlamalarini gelistirir (Cai et al., 2013; 2019; Cantirk-Giinhan, Gegici, & Gilnkaya, 2019; English, 2019;
Kilig, 2019; Leikin, 2015; Leikin et al., 2017a; Silver & Cai, 1996). Problem kurma sirecinde 6grencilerin
matematiksel kavramlar ve durumlarla ilgili varsa hata ve yanilgilari ortaya cikar, béylece 6gretmenler
gerekli onlemleri alabilir (Cai & Hwang, 2019; English, 2019; Korkmaz & Gur, 2006). Bir takim
calismalarda ise, problem kurmanin tutum, motivasyon gibi duyussal ciktilar tzerindeki olumlu etkileri
oldugu belirtilmektedir (Glzel & Biber, 2019; Turhan & Given, 2014).

Diger bir grup calismada ise, problem kurma goérevlerinin distinme becerileri (izerindeki pozitif
etkileri aciklanmistir. Buna gore, problem kurma gorevlerinin 6grencilerin elestirel, esnek ve yaratici
diisinme yeteneklerini gelistirdigi saptanmistir (Chen & Cai, 2019; Singer, Ellerton, & Cai, 2015; Singer,
Sheffield, Freiman, & Brandl, 2016; Singer, Voica, & Pelczer, 2017b). Tim bu calismalar matematik
egitiminde problem kurmanin 6nemli bir yeri oldugunu géstermektedir.

Matematiksel Problem Kurma Ve Ozel Yeteneklilik

Problem kurma becerisine, bircok c¢alismada matematiksel 6zel yetenekli 6grencilerin
karakteristikleri arasinda yer verilmistir (Espinoza, Lupiaiiez, & Segovia, 2016; Freiman, 2018; Gutierrez
et al., 2018; Johnson, 2000; Sheffield, 2018; Singer et al., 2016; Sriraman, 2005). Bu konuda, Freiman
(2018) matematiksel Ozel yetenekli 6grencilerin orijinal, degerli ve kapsamli fikirler Grettiklerini
belirtmistir. Bu tiir becerilerin ayni zamanda problem kurma becerisiyle iliskili oldugu vurgulanmistir.
Matematiksel 6zel yetenekli 6grenciler sadece problem ¢6zmeyi degil ayni zamanda bir durumu farkli
sekilde ifade etmeyi ve problem kurmayi 6grenmelidir. Bu problemler, otantik, ugrastirici ve ¢6zimi
bulmak icin caba gerektiren tirde olmahdir (Singer et al., 2016).
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Problem kurma, matematiksel 6zel yeteneklilik alan yazininda énemli bir kavram olan yaraticilikla
iliskilendirilmekte ve yaraticiigin bir gostergesi olarak ele alinmaktadir (Johnson, 2000; Sheffield,
2018).Yaraticilik problem kurmayla yakindan iliskilidir ¢linki yaraticilik stirecinde g¢oklu fikirler Uretilir
(Silver, 1997; Yuan & Sriraman, 2011). Ayrica, alan yazinda problem kurmanin yaratici yeteneklerden biri
oldugu belirtilmektedir (Davis & Rimm, 2004). Liljedahl ve Sriraman (2006) ise matematiksel yaraticiligi,
daha o6nce bilinen bir probleme farkh bakis agisiyla yaklasarak yeni sorulari olusturma olarak
tanimlamaktadir.

Matematiksel 6zel yeteneklilik alan yazininda deginilmesi gereken bir diger énemli kavram ise
matematiksel gelecek vaat etme’dir. 1980’lerde NCTM en ¢ok ihmal edilen 6grencilerin matematiksel
Ozel yetenekli 6grenciler oldugunu belirtmistir (Sheffield, 2018). 1990’I yillarda ise NCTM tarafindan
matematiksel gelecek vaat etme kavraminin ortaya atilmasi dikkat gekicidir. Leikin (2009), matematiksel
gelecek vaat etme kavraminin NCTM’nin esitlik prensibini dikkate alarak matematiksel 6zel yetenekli
kavramina karsihk olarak gelistirildigini ifade etmistir. Matematiksel gelecek vaat etme kavrami
matematiksel yetenegin deneyimlere bagh olarak gelistirilebilecegine isaret etmektedir (NCTM, 2016;
Sheffield, 2018). Bu baglamda, yapilan ¢alismalar problem kurmanin, matematiksel gelecek vaat eden
ogrencilerin yeteneklerini gelistirmeleri igin firsatlar sundugunu gostermektedir (Sheffield, 2003; Singer,
Ellerton, & Cai, 2013).

Glincel matematiksel 6zel yeteneklilik modelleri incelendiginde, problem kurmanin modellerin bir
dgesi olarak ele alindigi gériilmektedir. Ornegin, Leikin, Koichu ve Berman (2009) tarafindan
matematiksel 6zel yeteneklilik ve yaraticiligin karakterize edilmesini amaglayan bir proje kapsaminda bir
model sunulmustur. Modelde, matematiksel 6zel yetenek kavrami, problem kurma davranisiyla
iliskilendirilmistir. Ayrica, Assmus ve Fritzlar (2018) matematiksel 6zel yeteneklilik ve yaraticiligl
iliskilendirdigi modelinin dongiisel siireglerinde problem ¢ézme ve kurmanin yer aldigini belirtmektedir.

Ozel yeteneklilik ve matematik egitimi alan yazini incelendiginde problem kurma baglaminda yapilan
calismalar (i¢ grupta ele alinabilir. ilk grupta yer alan calismalarda, 6grencilerin problem kurma becerileri
ve matematiksel diisiinme bigimleri incelenmistir (Arikan & Unal, 2015; Erdogan & Erben, 2018;
Espinoza et al., 2013; 2016; Kesan, Kaya, & Givercin, 2010; Levenberg & Shaham, 2014). Espinoza vd.
(2013) galismalarinda matematiksel 6zel yetenekli 6grencilerin aritmetik problemi kurma gorevlerindeki
cevaplarini analiz etmislerdir. Calismada, 6grencilerin farkli anlamsal yapida ve farkl hesaplama siregleri
iceren problemler kurdugu belirlenmistir. Espinoza vd.’nin (2013) calismalarina benzer sonuglar elde
eden Erdogan ve Erben (2018) 6zel yetenekli 6grencilerin dort isleme yonelik, farkli anlamsal yapilara
sahip problemler kurduklarini tespit etmislerdir. Kesan vd. (2010) c¢alismalarinda 6zel yetenekli
ogrencilerin problem kurma yaklagimiyla 6grenim gérmeleri sonucunda analiz, sentez gibi matematiksel
yeteneklerinin gelistigini ifade etmislerdir. Levenberg ve Shaham (2014) 6zel yetenekli 6grencilerin
geometri terimlerine yonelik problem kurma becerilerinin disik seviyede oldugunu ortaya
koymuslardir. Bazi calismalarda ise 6zel yetenekli ve 6zel yetenekli olarak tanilanmamis 6grencilerin
problem kurma becerileri karsilastirilmistir (Arikan & Unal, 2015; Espinoza et al., 2016). Bu calismalarda
ozel yetenekli 6grencilerin problem kurma basarilarinin daha yiiksek oldugu, daha ¢ozilebilir ve
anlamsal agidan zengin problemler kurduklari gérGlmustar.

ikinci grupta yer alan calismalarda, problem kurma vyaraticilikla iliskilendirilmektedir. Calisma
sonuglari problem kurma aktivitelerinin, matematiksel 6zel yetenekli 6grencilerin yaraticilik becerilerini
gelistirdigini ortaya koymaktadir (Singer & Voica, 2015; Singer et al., 2016; Voica & Singer, 2013). Voica
ve Singer (2013) problem kurmanin, yaraticiigl tesvik etmede problem ¢ézmeye gore daha etkili
oldugunu saptamistir.

Son gruptaki ¢alismalarda ise problem kurma 6zel yetenekli 6grencilerin tanilanmasi siirecinde arag
olarak kullanilmistir (Kesan et al., 2010; Singer & Voica, 2015; Voica & Singer, 2014). Voica ve Singer
(2014) cahsmalari sonucunda problem kurma baglaminda matematiksel 6zel yetenekliligin gostergesi
olarak (g karakteristik Ozellikten bahsetmektedir: kavramlari derinlemesine anlama, muhakemeyi
genellestirme becerisi, yeni problemler tasarlamak igin icerigi sekillendirme ve farkl bir agidan bakma
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kapasitesi. Tim bu calismalara dayali olarak, problem kurmanin matematiksel 6zel yetenekli 6grenciler
acisindan 6nemli bir beceri oldugu séylenebilir.

Calismanin Gnemi ve Amaci

Uluslarasi alan yazin incelendiginde 6zel yetenekli 6grencilerin problem kurma becerilerini farkl
boyutlarda analiz eden bir ¢ok galisma yapildigi gérilmektedir (Espinoza et al., 2013; 2016; Kesan et al.,
2010; Levenberg & Shaham, 2014; Singer & Voica 2015; Singer et al., 2016; Voica & Singer, 2013, 2014).
Ancak, Turkiye’de 6zel yetenekli 6grencilerin problem kurma siireglerine odaklanan ¢alisma sayisinin
oldukea az oldugu gériilmistir (Arikan & Unal, 2015; Erdogan & Erben, 2018). Alan yazindaki eksiklikler
ve matematiksel 6zel yeteneklilik unsurlari igcinde problem kurma becerisine yapilan vurgu géz 6niine
alinarak, bu calismada 6zel yetenekli 6grencilerin problem kurma becerisine odaklaniimistir. Dolayisiyla,
bu calismanin 6zel yeteneklilik ve matematik egitimi alanindaki 6nemli bir boglugu dolduracagi agiktir.

Ozel yetenekli 6grencilerin problem kurma becerilerini inceleyen daha énceki calismalarda (Arikan &
Unal, 2015; Erdogan & Erben, 2018; Espinoza et al., 2013; 2016; Kesan et al., 2010; Levenberg &
Shaham, 2014) sadece bir sinif seviyesine odaklaniimistir. Hem ulusal hem uluslararasi alan yazinda farkl
sinif seviyesindeki 6zel yetenekli Ogrencilerin problem kurma becerilerini inceleyen bir calismaya
rastlanamamistir. Bu ¢alismada ise, sinif seviyelerine gére 6zel yetenekli 6grencilerin problem kurma
becerilerindeki farkhliklar ortaya konulmaktadir. Mevcut g¢alisma, daha 6nce yapilan galismalardan bu
yonuyle farklilagmaktadir.

Leikin (2011) 6zel yetenekli ve matematik egitimi alan yazininin birbirleri iginde ¢ok az temsil
edildigini ifade etmektedir. Arastirmaci ayrica, matematiksel 6zel yeteneklilik alaninda yapilan
calismalarda 6grencilerin matematigi 6grenme ve matematiksel dislinme sireglerinin yeterince ele
alinmadigini belirtmektedir. Ozel yetenekli 6grencilerin problem kurma siirecleri hakkinda yapilan
¢alisma sayisi sinirhdir ve yeterli bilgi mevcut degildir. Bu g¢alismada, Ozel yetenekli 6grencilerin
kurduklari problemlerin niteligi ¢esitli acilardan incelenmekte ve eksiklikler belirlenmektedir. Dolayisiyla,
¢alisma bulgularinin 6zel yetenekli 6grencilerle galisma yapacak arastirmacilara yol gosterici bilgiler
sunmasi beklenmektedir. Ayrica, mevcut ¢alisma 6zel yetenekli 6grencilerin problem kurma becerileriyle
ilgili bilgi birikimine katki saglamasi yoninden énemlidir.

Ogretmenlerin birden ¢ok ¢&ziimi olan acik uglu gérevlerin yanitlarini analiz etmesi, onlara
ogrencilerinin ne bildigi hakkinda donit saglar. Boylece, 6gretmenler daha iyi problem ¢ézme ve kurma
gorevleri tasarlayabilir (Cai, 2003; English, 2019; Xu et al., 2019; Sheffield, 2018). Dolayisiyla, bu
calismadan elde edilen verilerin 6gretmenlere 6zel yetenekli 6grenciler hakkinda bilgi saglayacagi ve
problem kurma gorevleri planlama konusunda yol gosterici olacagi disliniilmektedir.

Ozel yetenekli 6grencilere yeteneklerini gelistirebilecekleri firsatlar verilmezse bu 6grencilerin
yeteneklerinde gerileme goézlenmektedir (Hu, 2019). Bu nedenle, Amerika Birlesik Devleri, Almanya,
Hollanda, ingiltere, Yeni Zelanda, Rusya gibi llkelerde 6zel yetenekli dgrencilerin egitimi icin bu
ogrencilerin ilgi ve ihtiyaglarini géz oniine alan farkhlastiriimis egitim programlari gelistirilmektedir
(NCTM, 2016; Smedsrud, 2018; Van Tassel-Baska & Stambaugh, 2006). Farkhlastirilmis matematik
Ogretim programlarinda problem kurma aktivitelerinin yer almasi 6nerilmektedir. Bu sekilde gelistirilen
programlar 6zel yetenekli 6grencilerin derinlemesine diislinme ve yaraticiliklarini destekleyebilir (NCTM,
2016). Ancak, Tirkiye’de 6zel yetenekli 6grencilere verilecek egitimin niteligine ve egitim programlarina
iliskin yapilan galismalarin oldukga yetersiz oldugu séylenebilir (Ozcelik, 2017). Mevcut ¢alisma bulgular,
program gelistirme uzmanlarina problem kurma gorevlerini tasarlama slirecinde 6ngori sunabilir.
Belirtilen tiim gerekgeler dogrultusunda, bu ¢alismada 6zel yetenekli 6grencilerin matematiksel problem
kurma becerilerinin incelenmesi amacglanmistir. Bu amag¢ dogrultusunda asagidaki sorulara yanit
aranmistir:

1. Ozel yetenekli 6grencilerin sinif seviyesine gére kolay, orta ve zor problem kurma becerileri nasildir?

2. Ozel yetenekli 6grencilerin kurduklari problemlerde zorluk diizeyi ilerlemesi nasildir?
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Yontem
Arastirma Modeli

Bu c¢alismada 06zel yetenekli 6grencilerin matematiksel problem kurma becerilerini incelemek
amaciyla nitel arastirma desenlerinden durum calismasi kullanilmigtir. Durum g¢alismasi, sinirl bir
sistemin derinlemesine betimlenmesini ve incelenmesini gerektirir (Merriam, 1998). Durum
calismasinda yer alan durumlar, kisiler, 6gretim programlari, gruplar (topluluklar), davranislar, olaylar
incelenir (Yin, 2017). Bu galismanin katilimcilarini olusturan 6zel yetenekli 6grenciler analiz birimi olarak
ele alinmistir. Ayrica, 6zel yetenekli 6grencilerin matematiksel problem kurma becerileri incelenen
durumu olusturmaktadir.

Katilimcilar

GCalismanin katilimcilarini Tiirkiye’nin Dogu Anadolu Bolgesi'ndeki bir ilde bulunan Bilim ve Sanat
Merkezi’'nde 6grenim gérmekte olan ve 6zel yetenekli olarak tanilanan 55 ortaokul (20 altinci sinif, 17
yedinci sinif, 18 sekizinci sinif) 6grencisi olusturmaktadir. Katilimcilar, uygun 6rnekleme yontemiyle
belirlenmistir. Uygun oOrnekleme yonteminde, katilimcilar maliyet ve ulasilabilirlik agisindan uygun
olduklarindan dolayi segilir (Muijs, 2004). Calismanin yuaritilmesi daha kolay oldugundan dolaysi,
katiimcilar uygun 6rnekleme yoluyla belirlenmistir. Farkli sinif seviyelerinden 6grenci segilmesinin
sebebi matematiksel problem kurma becerisinin sinif seviyelerine gére degisimini incelemektir.

GCalismada yer alan 6&grencilerin 23'U kiz (%41.82), 32’si erkektir (%58.18). Calismaya katilan
dgrencilerin yas aralig 10-14’tiir. Ogrencilerin 26’s1 (%47.27) devlet okuluna, 29'u (%52.73) ise dzel okula
devam etmektedir. Ogrencilerin tamami bulunduklari ilin Bilim ve Sanat Merkezi'nde bireysel
yetenekleri fark ettirme programi kapsaminda egitim almaktadir. Ogrencilerin calismaya goéniilli
katilimlari esas alinmistir. Calismanin bulgular kisminda daha kisa ve akici olmasi sebebiyle 6zel yetenekli
ogrenciler yerine “dgrenciler” ifadesi kullaniimistir.

Veri Toplama Araglar

GCalismanin veri toplama araci, yari-yapilandiriimig bir problem kurma gorevinden olusan problem
kurma formudur (Ek 1). Yari-yapilandiriimis problem kurma goérevinde 6grencilere agik-uglu bir durum
sunulur. Ogrenciler bu durumdan yola cikarak, 6nceki matematiksel bilgi ve deneyimlerini uygulayarak
yeni bir problem kurar (Stoyanova & Ellerton, 1996). Problem kurma formunda yer alan gérev daha 6nce
Cai'nin (2003) g¢alismasinda kullanilmistir. Goérevin bu ¢alismada kullaniimasina dair Dr. Cai’den gerekli
izin alinmistir. Problem kurma goérevinde 6grencilerden, verilen g farkli sekil ile ilgili basit, orta ve zor
diizeyde (g farkli problem kurmalari istenmistir. Problem kurma goérevi matematik egitimi alaninda
uzman {g 6gretim Uyesinin ve dort matematik 6gretmeninin (2 6gretmen ortaokulda, 2 6gretmen Bilim
ve Sanat Merkezi'nde gorev yapmaktadir) gorlsiine sunulmustur. Uzmanlar, gorevi dil ve 6grenci
seviyesi agisindan uygun bulmuslardir. Dolayisiyla, uzmanlardan goreve yonelik herhangi bir diizenleme
onerisi gelmemistir. Ortaokul matematik dersi 6gretim programinin (MEB, 2018) incelenmesi,
uzmanlarin ve 0Ogretmenlerin goériuslerinin alinmasi sonucunda veri toplama aracinin 6grencilerin
seviyesine uygun oldugu belirlenmistir. Son olarak, c¢alisma katilimcisi olmayan altinci, yedinci ve
sekizinci (her sinif seviyesinden 4 6grenci) sinif seviyesindeki 6zel yetenekli 6grencilerle pilot ¢alisma
yapilmistir. Problem kurma gérevinin uygulanabilirligi incelenmistir. Pilot ¢alisma sonucunda gorevde
herhangi bir eksiklik tespit edilmemistir. Pilot calisma sonunda gorevin dogru anlasildigl gorilmastdr.

Verilerin Toplanmasi Ve Analizi

Problem kurma gorevini iceren form her sinif seviyesindeki 6grencilere matematik 6gretmenleri
tarafindan uygulanmistir. Problem kurma gorevi siirecinde 6grencilere siire siniri konulmamistir. Ancak
dgrencilerin ortalama 30 dakikada problem kurma gérevlerini tamamladiklari gérilmistir. Ozel
yetenekli 6grencilerin problem kurma goérevine verdikleri yanitlar betimsel analiz yontemiyle
incelenmistir. Buna gore, problemler Cai'nin (2003) galismasinda ortaya konulan gerceve esas alinarak
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analiz edilmistir. Cai’den (2003) uyarlanan gerceve Tablo 1’de verilmistir. Problemler icerik ve giiglik
dizeylerine gore siniflandiriimistir.

Oncelikle, kurulan problemler iceriklerine gére matematiksel problemler ve matematiksel olmayan
problemler olarak iki kategoride ele alinmistir. Matematiksel islemlerle ¢éziime ulasilamayan cevaplar
matematiksel olmayan problemlerdir (Leung, 2013). Her matematiksel problem ise dar kapsamli ve genis
kapsamli olarak iki sekilde siniflandiriimistir.

Genis kapsamli problem verilen (¢ seklin 6tesinde daha ileri basamaklarla ilgili kurulan problemi
ifade etmektedir. Dar kapsamli problem ise verilen (g sekle yonelik kurulan probleme isaret etmektedir.
Hem genis hem dar kapsamli problemler “bir sekildeki noktalari kapsayan, birden ¢ok sekildeki noktalari
kapsayan, sekillerdeki nokta sayilarini kiyaslayan” seklinde kodlanmistir.

Genis kapsamli problemlerin analizinde bu kodlara ek olarak “sekil gizmeyi gerektiren”, “kural tabanli
genel problem (belirsiz ve 6zel bir yolla cevaplanamayan)” ve “kural tabanli 6zel problem (soruyu
¢6zmeye yarayan ayrintilari iceren)” olarak U¢ kod daha eklenmistir. Problem kurma gorevine yonelik
kategoriler, kodlar ve 6grenci cevaplarindan 6rnekler Tablo 1’de verilmistir.

Tablo 1.
Problem Kurma Gérevinin Analizine Yénelik Kategoriler, Kodlar ve Ornek Cevaplar.
Kategori Kod Ornek
Genis Bir sekildeki noktalari kapsayan 4. sekilde kag tane siyah daire vardir?#06-8
kapsamh Birden cok sekildeki noktalari Yukaridaki 6rintinin 1’den 10. adima kadarki
kapsayan biitiin beyaz noktalarinin toplami kagtir? #06-
12
Sekillerdeki nokta sayilarini Yukaridaki éruintlide daireler kagar kagar
kiyaslayan artmaktadir? #08-4
Sekil gizmeyi gerektiren Yukarida verilen oriintlye gére 12. adim nasil
olur? Ciziniz. #07-12
Kural tabanli genel Yukaridaki ériintiiniin kurali nedir? #07-4
Kural tabanli 6zel Yukarida gosterilen orlinttide igi dolu
yuvarlaklarin artisini gésteren kural nedir? #08-
16
Dar Bir sekildeki noktalari kapsayan Uglincii sekilde kagin kaginci kuvveti
kapsamh boyanmistir? #06-14

Birden ¢ok sekildeki noktalari
kapsayan

Sekillerdeki nokta sayilarini
kiyaslayan

Matematiksel
olmayan

Birinci sekil ile ikinci sekildeki siyah yerlerin
carpimi ile Gglincli sekildeki beyaz yerlerin
toplami kagtir? #06-5

Birinci sekildeki beyaz yuvarlaklar ikinci sekilde
ve Uginci sekilde kagar kagar artip gitmistir?
#07-13

Oriintiideki siyah noktalar kaginci sekilde beyaz
noktalardan daha fazla olur? #07-9

Zorluk dizeyi analizi igin, 6grencilerin kurdugu problemler zorluk diizeylerine gére kolay (P1), orta
(P2) ve zor (P3) problem olarak kodlanmistir. Problemlerin zorluk diizeyindeki ilerleme analizine en az iki
"exponent of the number" matematiksel problem kuran 6grenciler dahil edilmistir. Buna gore, yedinci
siniflardan bir, sekizinci siniflardan iki 6grencinin formu degerlendiriimemistir (n=52). Problemlerin
zorluk diizeylerinin analizleri asagidaki dlcutlere gore belirlenmistir (Cai, 2003):

e Genis kapsamli bir problem dar kapsamli bir problemden daha zordur.

e Genis kapsamli problemler iginde, kural tabanli 6zel bir problem diger problemlerden daha zordur.

o Sekillerdeki nokta sayisini kiyaslamayi iceren bir problem, sekillerin birindeki nokta sayilarini iceren bir
problemden daha zordur.
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o Sekillerdeki nokta sayilarini birlestirmeyi igeren bir problem, sekillerin birindeki nokta sayilarini soran
bir problemden daha zordur.
e Sekil ¢izmeyi gerektiren bir problem, sekildeki nokta sayisini bulmayi iceren bir problemden daha
zordur.
e Oriintiideki sonraki sekilleri iceren bir problem énceki sekilleri iceren bir problemden daha zordur.
Problem kurma gorevine yonelik zorluk diizeyi analizleri ve 6grenci cevaplarindan 6rnekler Tablo
2’de gosterilmistir.

Tablo 2.
Problem Kurma Gérevinin Zorluk Diizeyi Analizleri ve Ornek Cevaplar.

Zorluk diizeyi
kategorisi Ornek
P1<P2< P3

Kolay problem: Yo\ ,e\de\ (r\mh‘\”(\ M\‘M ck.“% 6 qUoWe G tung S'\\a&\n

h\& W\ *(AM b%(n_ bC«\\\Q W@F

Ortaproblem Wrdad seontuotli A SUOWRe g & oyt ac«Nbrm
‘For\u e *OP\W'\mm futo MQ’M? ‘ ‘

l
Zorproblem: Dhsmndyi  srunfuavun el of AW 2 dec
STy ve loangr  dminesin -\-o\ﬂc«mx v Facluain *OP\L\M\ el
#06-4
P1 <P3 ve P2 <P3 knlajly/;i:ohlem: . 2 ol =. selVy ade e Trore
veya bey=ra= oloe?
P1< P2 ve P1 <P3 Orta problem:
Rer Dasarsosn Lo sellinvne Y=o R S
N ~=\ein s < k:)o\\/\\r\ S ‘25?&0\ & Con oy ka.::\»\ o
Zor problem:
Yor-3 se\\¥e Voo \eae Sigeh olep
#07-17
A§ag|daki|erden | Kolay problem:
en az biri Qruntinan 9T, aduruwnda Qoe Geyos, Rae ciipah daire o2
bulunan: Orta problem: uu& oot f
P1 >P2 Qrdrocadaliz ren el rL;M—e,Qu:.n F‘J\RM Lo Toxsi e
W 5'; S’w 2 X Y 15 OA.LIY\AI\JC);QAP“ =
P2 >P3, B el el gaet AL W s coyoh
AaJxrt -
P1>P3 s rosd deg i 7
i oA Cin G ,JJE}»J Aot . .é,,\r\.,—\_c\oﬂé.z \ZQJ*RMZ}Z ( o]
e Sdtmn S G st e P Coc E’s«ué/ao,
S Bo— 77 e 0 0
#08-8

Calismanin glvenirligini belirlemek amaciyla kodlayicilar arasi uyumdan yararlaniimistir. Buna gore,
ogrencilerin kurdugu problemler (toplam 165 cevap) iki arastirmaci tarafindan kuramsal cerceve
dogrultusunda bagimsiz olarak kodlanmistir. Kodlayicillar arasi uyum %87.88 (145/165) olarak
hesaplanmistir. Benzer sekilde, 6grencilerin kurdugu problemler zorluk diizeylerine gore (52 form) iki
arastirmaci tarafindan bagimsiz olarak kodlanmistir. Kodlayicilar arasi uyum %90.38’dir (47/52). Miles,
Huberman ve Saldana’ya (2014) gore glivenirlik icin kodlayicilar arasi uyumun en az %80.00 diizeyinde
olmasi beklenmektedir. Mevcut ¢alismada kodlayicilar arasi uyum yizdesi glvenirlik acgisindan yeterli
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gorilse de arastirmacilar uyusmayan kodlar lzerinde ortak bir gorlise ulasana dek tartismislardir.
Ornegin, “Siyah ve beyaz boncuklarin iliskisine gére 4. ve 5. sekil nasildir? Ciziniz. #07-13” problemi
tartisilan problemlerden biridir. Bu problemin “genis kapsamli” problem kategorisinde yer aldigiyla ilgili
gorus birligi vardir. Ancak, problemin “birden ¢ok sekildeki noktalari kapsayan” tiirlinde mi yoksa “sekil
cizmeyi gerektiren” tlirinde mi olduguyla ilgili tartisiimistir. Problemde, birden ¢ok sekildeki noktalarin
iliskisine yonelik bir sorgulama olmadigina karar verilmistir. Ayrica, problemde sekil ¢izme
vurgulanmistir. Sonug olarak, bu problem “sekil ¢izmeyi gerektiren” seklinde kodlanmistir. Bulgular
kisminda, O6grencilerin kurduklari problemlerden o6rnekler sunulmustur. Ancak, 6grencilerin gercek
isimleri yerine 07-15 (yedinci sinif seviyesinde 15. égrenci) gibi kodlar kullanilmistir.

Bulgular

Ogrencilerin Sinif Seviyesine Gére Kolay, Orta Ve Zor Problem Kurma Analizine iliskin Bulgular

Bu kisimda, dgrencilerin kurduklari problemlerin analizine iliskin bulgular sunulmaktadir. Oncelikle,
ogrencilerin kurduklari matematiksel ve matematiksel olmayan problemlerin frekans ylzde dagilimlari
Tablo 3'te gosterilmistir.

Tablo 3.
Matematiksel ve Matematiksel Olmayan Problemlerin Frekans Yiizde Dagilimlari.

Problemlerin frekans ylizdeleri

6. sinif 7. sinif 8. sinif Toplam
Problem (60 problem) (51 problem) (54 problem) (165 problem)
Matematiksel problem 98.33 82.35 85.19 89.09
Matematiksel olmayan 1.67 17.65 14.81 10.91

problem

Tablo 3’e gore, her g sinif seviyesindeki tim Ogrencilerin kolay, orta ve zor problem kurma
gorevlerinin tamamini cevapladigl gérilmektedir. Buna goére, toplam 165 cevap elde edilmistir. Kurulan
problemlerin %89.09 ile biyik oranda matematiksel problem oldugu saptanmistir. Matematiksel
olmayan problemlerin orani ise %10.91 ile oldukga disiktir. Matematiksel problemlerin en ¢ok
gorildugu sinif seviyesi %98.33 ile altinci siniftir. Bu bulguya dayanarak, altinci sinif 6grencilerinin
neredeyse tamaminin matematiksel problemler kurduklari sdylenebilir. Yedinci sinif 6grencilerinin
%82.35'i ve sekizinci sinif 6grencilerinin %85.19’'u matematiksel problemler kurmustur. Her iki sinif
seviyesindeki oranin oldukga yakin oldugu goriilmektedir. Matematiksel olmayan problemler ise %17.65
ile en gok yedinci sinif seviyesinde saptanmistir. Problemlerin genel analizinin ardindan kolay, orta ve zor
problemlerin ayrintili analizleri sunulmaktadir. Bu baglamda, kolay problemlere yoénelik analizlerin
frekans ytzde dagilimlari Tablo 4’te verilmistir.

Tablo 4’e gore, kolay gorevde Ogrencilerin %94.55’inin, yani tamamina yakininin matematiksel
problemler kurdugu gérilmektedir. Ogrencilerin sadece %5.45’i ise matematiksel olmayan problemler
kurmustur. Altinci ve sekizinci sinif 6grencilerinin tamami matematiksel problemler kurmustur.
Matematiksel problemler incelendiginde, genis kapsamli problemlerin (%74.55), dar kapsamh
problemlerin (%20.00) Ug¢ katindan fazla oranda oldugu tespit edilmistir. Genis kapsaml problemler,
birbirine yakin oranlar olmakla birlikte, en ¢ok sekizinci (%83.33) ve altinci sinif (%80.00) seviyelerinde
gorilmektedir.

Genis kapsamli problemler analiz edildiginde, en yiksek oranla 6grencilerin %41.82’sinin “bir
sekildeki noktalari kapsayan” tiirde problemler kurduklari belirlenmistir. %45.00 ile altinci sinif
ogrencilerinin yaklasik yarisi ve %55.56 ile sekizinci sinif 6grencilerinin yarisindan fazlasi “bir sekildeki
noktalari kapsayan” tirtinde problemler kurarken, bu oran yedinci sinif 6grencilerinde %23.53’tir. “Bir
sekildeki noktalari kapsayan” problemlere yonelik 6rnekler asagida verilmistir:
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Tablo 4.
Kolay Problemlere Yénelik Analizlerin Frekans Yiizde Dagilimlari.

Frekans yuzdeleri (%)
6.sinif  7.siif 8. sinif Toplam

Kolay problem kurma (n=20) (n=17) (n=18) (n=55)
Genis Bir sekildeki noktalari kapsayan 45.00 23.53 55.56 41.82
kapsamli  Birden ¢ok sekildeki noktalari kapsayan 5.00 .00 .00 1.81

E Sekillerdeki nokta sayilarini kiyaslayan 5.00 .00 5.56 3.64

'§ Sekil gizmeyi gerektiren 15.00 23.53 5.56 14.55

e Kural tabanl genel 10.00 11.76 5.56 9.09

9 Kural tabanli zel .00 00 1111 3.64

i Toplam 80.00 58.82  83.33 74.55

SE_,J Dar Bir sekildeki noktalari kapsayan 5.00 5.88 .00 3.64
g kapsamli  Birden ¢ok sekildeki noktalari kapsayan 10.00 5.88 16.67 10.91
Sekillerdeki nokta sayilarini kiyaslayan 5.00 11.76 .00 5.45
Toplam 20.00 23.53 16.67 20.00
Matematiksel olmayan problem .00 17.65 .00 5.45

4. sekilde kag tane yuvarlak boyanmamustir? #06-17
Verilen sekillere gére, 6. sekil kag siyah daireli olur? #07-15

Sekildeki gibi ilerleyen bir ériintiide, 5. sekilde boyali olan dairelerin, boyasiz olan dairelere bélimii

kactir? #08-1

Genis kapsamli problemlerde, 6grencilerin ikinci sirada en ¢ok kurdugu problem tirli %14.55 ile
“sekil ¢izmeyi gerektiren” problemlerdir. “Sekil gizmeyi gerektiren” problemler kapsaminda yer alan
ornek problemler su sekildedir:

4. sekil nasil olur? Ciziniz. #06-7
Sekildeki ériintiiye gére 6. adim ne olur? Ciz. #07-6
Bir 6§renci kadida ilk sekli cizip devamini getirmek istiyor. Buna gére 4. sekil ne olur, ¢iziniz. #08-13

Genis kapsamli problemler icinde, “kural tabanli genel” problemler her (¢ sinif seviyesinde oldukca
az oranda gorilmektedir (altinci sinif %10.00, yedinci sinif %11.76, sekizinci sinif %5.56). Buradan,
ogrencilerin %9.09’unun oOriintinin genel kuralina yonelik ancak ¢oziilemeyecek tiirde problemler
kurduklari sdylenebilir. “Kural tabanh genel” problemlere 6rnekler asagida sunulmustur:

Yukaridaki ériintiiniin kural nedir? #06-10
Yukaridaki ériintiiniin kural ne olabilir? #07-7
Burada 6riintii nasil yiirtitiiliiyor? #08-9

“Kural tabanl 6zel” yani 6runtlinin genel kuralina yonelik ¢dzilebilir nitelikte olan problemlerin
sadece sekizinci sinif 6grencilerinin %11.11’i tarafindan kuruldugu tespit edilmistir. “Kural tabanl 6zel”
problem tiiriine “Sekillerde verilen siyah dairelerin artisi nasil gésterilir? #08-17)” problemi érnek
verilebilir. Ogrencilerin %1.81’i tarafindan kurulan “birden ¢ok sekildeki noktalar kapsayan” tiiriindeki
problemler en az goriilen problem tlriidir. Bu problem tiirli yedinci ve sekizinci siniflarda gortilmezken,
altinct sinif 6grencilerinin sadece %5.00'i tarafindan kurulmustur. Bu problem tiiriine “Yukaridaki
driintiiniin 6. adimiyla 4. adimindaki dairelerin toplami kagtir? #06-16)” problemi 6rnek gosterilebilir.

Dar kapsamli problemler ele alindiginda, en yiiksek oranla 6grencilerin %10.91’inin “birden ¢ok
sekildeki noktalari kapsayan” tiirde problemler kurduklari saptanmistir. “Birden g¢ok sekildeki noktalari
kapsayan” problem tiiriine érnekler asagida verilmistir:

Oriintiideki birinci ve ikinci sekildeki siyah dairelerin toplami kactir? #06-5
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Ug sekilde kenarda tek bir sira bulunacak sekilde olusturulan sekillerin boyanmis kisimlarinin toplami
kactir? #07-8

Birinci ve ikinci sekildeki boyanmis ve boyanmamis sekillerin farki kactir? #08-11

Oranlari birbirine oldukga yakin olan “Bir sekildeki noktalari kapsayan”(%3.64) ve “sekillerdeki nokta
saylilarini kiyaslayan” (%5.45) tiirlindeki problemleri sadece altinci ve yedinci sinif 6grencileri kurmustur.
“lkinci seklin kagta kagi boyanmistir? #06-14” problemi “bir sekildeki noktalar kapsayan” tiiriindedir.
“Her ii¢ sekilde bir éncekinden ka¢ tane fazla yuvarlak vardir? #06-3” problemi ise “sekillerdeki nokta
sayllarini kiyaslayan” problem tiriine 6rnek verilebilir. Matematiksel olmayan problemler ise sadece
yedinci sinif 6grencilerinin %17.65’inde goriilmektedir. Matematiksel olmayan problem tiriine 6rnek ise
su sekildedir:

Aynur markete gidip bir tane seker almistir. Aynur her giin seker almaya karar vermistir. ilk basta iic

fazla, sonraki giinlerde ise li¢ fazlay: ikiser ikiser arttirmistir. Aynur besinci giin kag¢ seker almistir?

#07-16

Ogrencilerin kurdugu orta zorlukta problemlere yénelik analizlerin frekans yiizde dagilimlari Tablo
5’te sunulmustur.

Tablo 5.
Orta Zorlukta Problemlere Yénelik Analizlerin Frekans Yiizde Dagilimlari.

Frekans yiizdeleri (%)
6.sinif  7Z.simif  8.sinif Toplam

Orta zorlukta problem kurma (n=20) (n=17) (n=18) (n=55)
Genis Bir sekildeki noktalari kapsayan 60.00 23.53 38.89 41.82

e kapsamli  Birden ¢ok sekildeki noktalari kapsayan 15.00 23.53 11.11 16.36

a Sekillerdeki nokta sayilarini kiyaslayan .00 .00 5.56 1.82
'§ Sekil cizmeyi gerektiren 15.00 11.76 5.56 1091
o Kural tabanli genel .00 11.76 5.56 5.45
2 Kural tabanli 6zel .00 .00 .00 .00
® Toplam 90.00 7059  66.67  76.36
% Dar Bir sekildeki noktalari kapsayan 5.00 5.88 .00 3.64

g kapsamli  Birden g¢ok sekildeki noktalari kapsayan 5.00 11.76 16.67 10.91
Sekillerdeki nokta sayilarini kiyaslayan .00 .00 .00 .00

Toplam 10.00 17.64 16.67 14.55

Matematiksel olmayan problem .00 11.76 16.67 9.09

Tablo 5 g6z 6niine alindiginda, orta zorlukta problem kurma gérevinde 6grencilerin %90.91 ile blyik
oranda matematiksel problemler kurdugu tespit edilmistir. Olduk¢a az bir oranla, 6grencilerin
%9.09’unun matematiksel olmayan problemler kurdugu gorulmustir. Matematiksel problemlerin
%76.36’sI genis kapsamli problemler iken, sadece %14.55’i dar kapsamlidir. Genis kapsamli problemlerin
en ¢ok gorildigu sinif seviyesi %90.00 ile altinci siniftir. Yedinci (%70.59) ve sekizinci (%66.67) siniflarda
kurulan genis kapsamli problemlerin orani birbirine oldukga yakindir.

Genis kapsamli problemler incelendiginde, %41.82’lik bir oranla 6grencilerin yaklasik yarisinin “bir
sekildeki noktalari kapsayan” tiirde problem kurduklari gorilmustir (altinci sinif %60.00, yedinci sinif
%23.53, sekizinci sinif %38.89). “Bir sekildeki noktalari kapsayan” tiirde problemlere 6rnekler asagida
verilmistir:

Bu ériintiiye gére, altinci sekildeki boyali ve boyasiz dairelerin aralarindaki fark kagtir? #06-6

4. adimdaki siyah ve beyaz toplarin sayisini carpiniz. #07-3

159. sekilde kag tane ici dolu cember olur? #08-10

ikinci sirada, dgrencilerin %16.36’s1 “birden cok sekildeki noktalari kapsayan” tiirde problemler
kurmustur. “Birden ¢ok sekildeki noktalari kapsayan” problemlere 6rnekler ise su sekildedir:
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12. sekildeki dolu yuvarlak sayisindan, 4. sekildeki dolu yuvarlak sayisini ¢cikarirsak kag eder? #06-15

Bu 6riintiiniin onuncu sekline kadar olan dairelerdeki siyah toplarin beyaz toplara orani kagtir? #07-
17

8. ve 17. sekildeki siyah nokta sayilarinin toplami kactir? #08-2

Ogrencilerin tglincii sirada en ¢ok kurdugu problem tiirii %10.91 ile “sekil cizmeyi gerektiren”
problemlerdir. “Oriintiiniin 6. adimi nedir? Ciz. #06-1" problemi “sekil cizmeyi gerektiren” problemlere
ornek verilebilir.

“Kural tabanli genel” problemler ise az bir oranla sadece yedinci (%11.76) ve sekizinci (%5.56)
siniflarda saptanmustir. “Kural tabanli genel” problemlere “Verilen ériintiiniin kurali nedir? Yaziniz. #07-
17 ve “Yukaridaki 6riintiiniin kurali nedir? #08-4” problemleri 6rnek verilebilir.

En az gorilen problem tiri ise %1.82 ile “sekillerdeki nokta sayilarini kiyaslayan” problemlerdir. Bu
problem tiirG altinci ve yedinci siniflarda gorilmezken, sekizinci sinif 6grencilerinin sadece %5.56’sinda
belirlenmistir. Ayrica, higbir sinif seviyesinde “kural tabanli 6zel” tiirde problem kurulmamistir.
“Oriintiideki renkli dairelerin renkleri tam tersi dedistirilmis olsaydi, olusan yeni seklin 14. adimindaki
siyah daire sayisi nasil degisirdi? #08-8” problemi “sekillerdeki nokta sayilarini kiyaslayan” problem
tiirline érnektir.

Dar kapsaml problemlere bakildiginda, 6grencilerin %10.91’inin “birden cok sekildeki noktalar
kapsayan” tlirde ve oldukga az sayida problem kurdugu gorilmustir. “Birden ¢ok sekildeki noktalari
kapsayan” problemlere érnekler asagida verilmistir:

Oriintiideki ii¢ sekildeki boyali daire sayisi toplam kactir? #07-10
Birinci ve 2. seklin boyanmus sekilleriyle ticiincii seklin boyanmamis sekillerinin farki kactir? #08-11

“Sekillerdeki nokta sayilarini kiyaslayan” tirindeki problemlere higcbir sinif seviyesinde
rastlanamamistir. Matematiksel olmayan problemler ise altinci sinif 6grencilerinde gorilmeyip, %11.76
ile yedinci ve %16.67 ile sekizinci sinif seviyelerinde saptanmistir. Matematiksel olmayan problemlere
ornekler su sekildedir:

Mehmet her masa tenisi magini kazandi§inda bir miktar pinpon topu aliyor. itk maginda bir topu
olmustur. ikincide dért, iigciinciide ise dokuz top sahibidir. Yedinci magin sonunda kag topu olur? #07-
11

Yukaridaki sekillere gére kacinci sekilde siyah nokta sayisi, beyaz nokta sayisinin iki kati olacaktir?

#08-18

Ogrencilerin kurdugu zor problemlere yonelik analizlerin frekans yiizde dagilimlari Tablo 6’da
gosterilmistir. Tablo 6 incelendiginde, zor problem kurma gorevinde 0Ogrencilerin %81.82’sinin
matematiksel problemler, %18.18’inin ise matematiksel olmayan problemler kurdugu goérilmustir.
Kolay, orta zorlukta ve zor problemler icinde matematiksel olmayan problem oraninin en yiiksek oldugu
durum zor problemlerdir. Matematiksel problemlerin %72.73’G genis kapsamli problemler iken, %9.09
gibi oldukc¢a az bir oranda dar kapsamh problem kuruldugu saptanmistir. Genis kapsamli problemlerin
goriilme orani altinci siniflardan sekizinci siniflara dogru azalmaktadir (altinci sinif %80.00, yedinci sinif
%70.59, sekizinci sinif %66.67).

Genis kapsamli problemler analiz edildiginde 6grencilerin sadece dort farkl tiirde problem kurduklari
gorulmektedir. En ¢ok gorilen problem tirl, 6grencilerin %34.55’inin kurdugu “birden ¢ok sekildeki
noktalari kapsayan” problemlerdir. Bu problem tirinid %55.00 oranla altinci sinif 6grencilerinin
yarisindan fazlasi kurmustur. “Birden ¢ok sekildeki noktalari kapsayan” problemlere érnekler asagida
verilmistir:

7. ve 9. sekildeki dairelerin toplaminin yarisinin 7 kati kagtir? #06-17

Yukarida verilen ériintiiye gére, 6. ve 8. adimlardaki siyah noktalarinin toplaminin, 5. adimdaki siyah
nokta sayisina béliimii kagtir? #07-12
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8. adimdaki siyah nokta ve beyaz noktalarin farkinin karekékii ile 4. Adimdaki siyah ve beyaz
noktalarin farkinin karekékiiniin toplami kagtir? #08-3

Tablo 6.
Zor Problemlere Yénelik Analizlerin Frekans Yiizde Dagilimlari.

Frekans yuzdeleri (%)
6.sinif 7.sinif  8.sinif Toplam

Zor problem kurma (n=20) (n=17) (n=18) (n=55)
Genis Bir sekildeki noktalari kapsayan 15.00 41.18 33.33 29.09

e kapsamli  Birden ¢ok sekildeki noktalari kapsayan 55.00 23.53 22.22 34.55

a Sekillerdeki nokta sayilarini kiyaslayan .00 .00 .00 .00
'§ Sekil gizmeyi gerektiren 10.00 5.88 5.56 7.27
o Kural tabanli genel .00 .00 5.56 1.82
2 Kural tabanli 6zel .00 .00 .00 .00
k= Toplam 80.00 7059  66.67  72.73
é Dar Bir sekildeki noktalari kapsayan 10.00 .00 .00 3.64

‘; kapsamli  Birden ¢ok sekildeki noktalari kapsayan 5.00 5.88 5.56 5.45

Sekillerdeki nokta sayilarini kiyaslayan .00 .00 .00 .00

Toplam 15.00 5.88 5.56 9.09

Matematiksel olmayan problem 5.00 23.53 27.78 18.18

ikinci sirada en cok goériillen problem tiiri %29.09 oranla “bir sekildeki noktalari kapsayan”
problemlerdir. Bu problem tiri ise yedinci sinif 6grencilerinin %41.18’i, yani yaklasik yarisi tarafindan
kurulmustur. “Bir sekildeki noktalari kapsayan” problemlere 6rnekler ise su sekildedir:

5. sekildeki nokta sayisinca benekli bir tisért bastirilacak olsa, tisértiin arkasi ve éniinde toplam kag
benek olur? #06-9

Yukaridaki 6riintiiniin 100. basamadinda boyali olmayan kag tane cember vardir? #07-14
11. sekilde ici dolu yuvarlaklar, ici bos yuvarlaklardan kac fazladir? #08-5

“Sekil ¢izmeyi gerektiren” problem tiriine ait oran %7.27 ile oldukca dusiktir. “Siyah ve beyaz
boncuklarin iliskisine gére 4. ve 5. sekil nasildir? Ciziniz. #07-13” problemi “sekil ¢izmeyi gerektiren”
tirindedir. Sadece sekizinci sinif Ogrencilerinin %5.56’s1 tarafindan yazilan “kural tabanlh genel”
problemler ise en az rastlanan problem tiriidir. “Yukaridaki ériintiiniin kural nedir? #08-12” problemi,
“kural tabanli genel” problem tiriine 6rnek verilebilir. “Sekillerdeki nokta sayilarini kiyaslayan” ve “kural
tabanli 6zel” tirinde problemlere ise higbir sinif seviyesinde rastlanamamistir.

Dar kapsamli problemlere gelince, 6grencilerin “birden ¢ok sekildeki noktalari kapsayan” (%5.45) ve
“bir sekildeki noktalari kapsayan” (%3.64) olmak Uzere sadece iki tire yonelik, olduk¢a az oranda
problem kurduklar tespit edilmistir. “Bir sekildeki noktalari kapsayan” problemler yedinci ve sekizinci
sinif seviyelerinde goriilmezken, altinci sinif 6grencilerinin %10.00’unda saptanmistir. “Birden ¢ok
sekildeki noktalari kapsayan li¢ seklin boyali sekillerini toplayip, boyanmamis sekillerle ¢carparsak sonug
kag olur? #08-11" problemi “bir sekildeki noktalari kapsayan” problemlere érnektir.

Matematiksel olmayan problemlerin orani ise altinci siniftan sekizinci sinifa dogru artmaktadir (altinci
sinif %5.00, yedinci sinif %23.53, sekizinci sinif %27.78). Matematiksel olmayan problemlere érnekler
asagida sunulmustur:

Oriintii devam ettidinde 6. Seklin alani kag birim olur? #07-7

Bir ciftci sekildeki gibi arsasini her gecen ay arttirmaktadir. Tarali ¢emberler ise ektigi biberleri
gostermektedir. Ug ay sonra biber ekmedigi alan toplami ka¢c cemberdir? #08-14
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Ogrencilerin Kurduklari Problemlerde Zorluk Diizeyi ilerlemesi Analizine lliskin Bulgular

Kolay, orta ve zor problemlerin ayrintili analizlerinin ardindan, problemlerin zorluk diizeylerine
yonelik analizler sunulmaktadir. Bu dogrultuda, problemlerin zorluk dizeyindeki ilerleme analizi
kategorilerinin frekans ylizdeleri Tablo 7’de verilmistir.

Tablo 7.
Problemlerin Zorluk Diizeyindeki ilerleme Analizi Kategorilerinin Frekans Yiizdeleri.

Frekans yuzdeleri (%)

6. sinif 7. sinif 8.sinif Toplam
Zorluk diizeyi kategorisi (n=20) (n=16) (n=16) (n=52)
P1<P2<P3 50.00 6.25 25.00 28.85
P1<P3 ve P2<P3 veya 15.00 18.75 6.25 13.46
P1<P2 ve P1<P3
Asagidakilerden en az biri bulunan: 20.00 50.00 43.75 36.54
P1>P2, P2>P3, P1>P3
Zorluk diizeyi kiyaslanamayan 15.00 25.00 25.00 21.15

Zorluk duzeyi ilerleme analizine en az iki matematiksel problem kuran 6grenciler dahil edildiginden
dolayi 52 form ¢éziimlenmistir. Ayrica, problemler kolay (P1), orta (P2) ve zor (P3) olarak gosterilmistir.
Buna gore, Tablo 7’ye bakildiginda, altinci sinif 6grencilerinin yarisinin (%50.00) zorluk diizeyi istenilen
tirde ilerleyen (P1<P2<P3) problemler kurdugu gorilmektedir. Altinci sinif 6grencilerinin kurdugu
problemler incelendiginde, problemlerin biyik kisminin “6rintide, sonraki sekilleri iceren bir problem
onceki sekilleri iceren bir problemden daha zordur” 6lgitiine uygun oldugu belirlenmistir. Bu olglite
uygun problemler su sekildedir:

(P1) Yukaridaki seklin dérdiinci adiminda kag tane siyah nokta vardir?

(P2) Yukaridaki ériintiiniin 1’den 10. adima kadarki biitiin beyaz noktalarin toplami kactir?

(P3) Yukaridaki 6riintiiniin 1’den 20. adima kadarki biitiin beyaz ve siyah noktalarin ¢carpimi kagtir?

#06-12

Ornek problemlerde gériildiigii gibi, 6grenciler benzer yapida problemler kurmalarina ragmen
orintudeki adim sayilarini ilerlettiklerinden dolayi zorluk dizeyindeki ilerlemeyi saglamiglardir. Ayrica,

zorluk dizeyi P1<P2<P3 olacak sekilde ilerleyen problemlerin en az goruldigiu sinif %6.25 orani ile
yedinci siniftir.

Zorluk duizeyi kismi ilerleyen (P1<P3 ve P2<P3 veya P1<P2 ve P1<P3) problemleri en ¢ok yedinci sinif
Ogrencileri kurarken (%18.75), yedinci siniflari %15.00 ile altinci, %6.25 ile sekizinci siniflar izlemektedir.
Zorluk dlzeyi kismi ilerleyen problemlere 6rnekler asagida verilmistir:

(P1) Verilen sekillere gére, 6. sekil kag siyah daireli olur?
(P2) Verilen sekillere gére, 8. sekle kadar olan siyah ve beyaz dairelerin toplam sayisi kactir?

(P3) Verilen sekillere gére, 8. sekildeki beyaz dairelerin sayisi ile 4. sekildeki siyah dairelerin farki

kactir? #07-15

Ornek problemlerin zorluk diizeyi “Sekillerdeki nokta sayilarini birlestirmeyi iceren bir problem,
sekillerin birindeki nokta sayilarini soran bir problemden daha zordur” 6lgitiine uygun olarak “P1<P3 ve
P2<P3” seklinde kismi ilerlemektedir.

Zorluk diizeyi sadece iki problemde ilerleyen (P1>P2, P2>P3, P1>P3 durumlarindan en az biri
bulunan) problemleri yedinci sinif 6grencilerinin yarisi (%50.00) ve sekizinci sinif 6grencilerinin yaklasik
yarisi (%43.75) kurmustur. Bu oran altinci siniflarda %20.00 seklinde daha disuktir. Zorluk dizeyi
sadece iki problemde ilerleyen drnekler asagida sunulmustur:

(P1) 110. sekilde kag tane siyah nokta olur?
(P2) 159. sekilde kag tane ici dolu cember olur?
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(P3) Disinda kenar basina 30 bos daire olan karede kag siyah nokta vardir? #08-10

Yukarida verilen problemlerin Gl de “genis kapsamli-bir sekildeki noktalari kapsayan” tirindedir.
Bu nedenle, problemlerin zorluk diizeyi ilerlemesi “Orlintiide, sonraki sekilleri iceren bir problem 6nceki
sekilleri iceren bir problemden daha zordur” o&lgitiine uygun olarak degerlendirilmistir. Ayrica,
problemlerin zorluk diizeyi sadece iki problemde ilerlemistir (P1>P3 ve P2>P3).

Zorluk diizeyi kiyaslanamayan problemlerin orani yedinci ve sekizinci siniflarda %25.00 ile ayni iken,
altinai siniflarda bu oran %15.00’e diigmektedir. Zorluk diizeyi kiyaslanamayan problem &rnekleri ise su
sekildedir:

(P1) Yukaridaki ériintiiniin kurali ne olabilir?
(P2) Oriintii iki sekil daha devam ettirildiginde 6riintiideki tiim siyah noktalarin toplami kag olur?
(P3) Oriintii devam ettiginde 6. Seklin alani kag birim olur? #07-7

Yukarida verilen P1 “genis kapsamli-kural tabanh genel”, P2 “genis kapsamli-birden c¢ok sekildeki
noktalari kapsayan”, P3 “matematiksel olmayan” problem tiriindedir. Problemler zorluk diizeyini
kiyaslama ol¢itlerine uygun degildir. Bu nedenle, problemlerin zorluk diizeyi kiyaslanamamistir.

Tartisma ve Sonug

Yapilan bu c¢alismada 0zel yetenekli 6grencilerin matematiksel problem kurma becerilerinin
incelenmesi amaglanmistir. Birinci alt problem kapsaminda, 0zel yetenekli 6grencilerin kurdugu
problemlerin tamamina yakininin matematiksel problemler oldugu tespit edilmistir. Matematiksel
problemleri en ¢ok altinci sinif seviyesindeki 6grenciler kurmustur. Yedinci ve sekizinci sinif
ogrencilerinin matematiksel problem kurma oranlari birbirine yakin olmakla birlikte altinci sinifa gére
disuktur. Dolayisiyla, yedinci ve sekizinci sinif seviyelerinde matematiksel olmayan problem kuran
6grenci sayisi altinci sinifa gére daha fazladir. Bu durumun, yedinci ve sekizinci sinif 6grencilerinin zorluk
dizeyini arttirmak i¢in daha karmasik problemler kurmaya ¢alismalarindan kaynaklandig
dusinilmektedir. Nitekim, orta ve zor problem kurma gorevinde matematiksel olmayan problemlerin
oraninin arttigl belirlenmistir. Leikin vd.’nin (2017b) ifadeleri bu yorumu destelemektedir. Buna gore,
matematiksel Ozel yetenekli 6grencileri normal 6grencilerden farklilastiran 6nemli bir unsur bu
ogrencilerin karmasik gorevler (zerine ¢ok zihinsel ¢aba harcamalaridir. Ayrica, 6zel yetenekli
ogrencilerin cevapsiz biraktigi bir gérev yoktur. Bu durumlardan yola ¢ikarak, 6zel yetenekli 6grencilerin
problem kurma becerisinin ylksek oldugu sonucuna varilmistir. Calismanin bu sonucu, 6zel yetenekli
ogrencilerin karakteristik 6zelliklerinden birinin problem kurma becerisi oldugunu belirten calisma
sonuglariyla paralel niteliktedir (Espinoza et al., 2016; Freiman, 2018; Gutierrez et al., 2018; Johnson,
2000; Sheffield, 2018; Singer et al., 2016; Sriraman, 2005; Wagner & Zimmerman, 1986). Wagner ve
Zimmerman (1986) Ozel yeteneklilikte problem kurmanin temel kabiliyetlerden biri oldugunu
vurgulamistir. Espinoza vd. (2016) ve Freiman (2018) ise matematiksel 6zel yetenekli 6grencilerin
problem kurma becerilerinin yiiksek oldugunu ifade etmislerdir.

Alan yazinda matematik ve 6zel yeteneklilik egitimini birlikte ele alan calismalarin yetersiz oldugu
vurgulanmaktadir (Leikin, 2011; Sheffield, 2018; Singer et al., 2016). Bununla birlikte, 6zel yetenekli
dgrencilerin problem kurma becerilerini inceleyen calisma sayisi oldukca azdir (Arikan & Unal, 2015;
Erdogan & Erben, 2018; Espinoza et al., 2013; 2016; Kesan et al., 2010; Levenberg & Shaham, 2014).
Farkh sinif seviyelerindeki 6zel yetenekli 6grencilerin problem kurma becerilerini inceleyen bir ¢alismaya
ise rastlanamamistir. Dolayisiyla, bu galisma sonuglarini daha ayrintili tartismayi saglayacak yeterli bilgi
birikiminin olmadigl gortlmektedir. Ancak, 6zel yetenekli tanisi koyulmamis 6grencilerle yirutilen
calismalarla tartisma yapilabilir. Bunlardan biri olan Bozkurt ve Karsligil-Ergin’in (2018) ¢alismalarinin bir
bolimiinde mevcut ¢alismada yer alan problem kurma goérevi kullanilmistir. Ancak, Bozkurt ve Karsligil-
Ergin’in (2018) calismasinda ortaya konan matematiksel problem kurma basarisi, mevcut ¢alismaya
katilan 6zel yetenekli 6grencilerin basarisindan oldukga distktir. Bu ¢ikarim, 6zel yetenekli 6grencilerin
matematiksel problem kurma becerilerinin akranlarina gore yiliksek oldugunu belirten c¢alisma
sonuglariyla értiismektedir (Arikan & Unal, 2015; Espinoza et al., 2016; Johnson, 2000; Singer et al.,
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2016). Ozel yetenekli ve 6zel yetenekli olarak tanilanmamis &grencilerin problem kurma becerileri
karsilastiran g¢alismalarda, 6zel yetenekli 6grencilerin matematiksel problem kurma basarilarinin daha
yiiksek oldugu saptanmistir (Arikan & Unal, 2015; Espinoza et al., 2016). Bu konuda, Johnson (2000) 6zel
yetenekli 6grencilerin akranlarina kiyasla daha ¢ozilebilir matematiksel problem kurabildiklerini
belirtmistir. Singer vd. (2016) ise Ozel yetenekli 6grencilerin rutin olmayan problemleri ¢ézme ve
problem kurma becerilerinin akranlarindan oldukga tstiin oldugunu ifade etmistir.

Calisma bulgularina gore, 6zel yetenekli 6grencilerin kolay, orta ve zor problem kurma gorevlerde
agirhkli olarak genis kapsamli problemler kurdugu gorilmdistir. Genis kapsamli problemler verilen (g
seklin 6tesinde daha ileri basamaklarla ilgili problemlerdir. Bu baglamda, 6zel yetenekli 6grencilerin 6zel
durumlarin 6tesinde daha genis kiimeler hakkinda diistindiikleri sdylenebilir. Calismanin bu sonucu, 6zel
yetenekli 6grencilerin problem ¢6zme ve kurma durumlarinda alisiimigin 6tesinde dusiindiklerini ve Ust
diizey diisinme becerileri gosterdiklerini belirten ¢alisma sonuglariyla paralel niteliktedir (Gutierrez et
al., 2018; Sheffield, 2018; Johnson, 2000; Yuan & Sriraman, 2011). Gutierrez vd. (2018) 6zel yetenekli
ogrencilerin problem ¢dzme ve kurma durumlarinda, matematiksel yapilarin karmasikhigi ve genisligi
Uzerine bilissel caba harcadiklarini ifade etmistir. Yuan ve Sriraman (2011) ise problem kurma becerisinin
matematik bilgisi ve basarisiyla iligkili oldugunu ortaya koymustur. Bu baglamda, ©zel yetenekli
Ogrenciler matematik alaninda akranlarina kiyasla daha basarii olmakla birlikte, daha genis
matematiksel perspektifi yansitan problemler kurabilirler (Johnson, 2000; Yuan ve Sriraman, 2011).

Genis kapsamli problemlerin ayrintili analizinde ise dikkat gekici bazi sonuglara ulasiimistir. Buna
gore, kolay ve orta zorluktaki gorevlerde, Ozel yetenekli 6grencilerin yaklasik yarisi “bir sekildeki
noktalari kapsayan” tiriinde problemler kurmustur. Zor goérevde ise en ¢ok “birden ¢ok sekildeki
noktalari kapsayan” tirinde problemler tespit edilmistir. Bu sonuctan hareketle, 6zel yetenekli
ogrencilerin birden ¢ok sekli ele alinca problemlerin daha zorlasacagini distiindiikleri séylenebilir.

Genis kapsamli problemlerde en az goriilen problem tiirleri ise kolay gorevde “birden ¢ok sekildeki
noktalari kapsayan”dir. Orta ve zor gorevde ise “sekillerdeki nokta sayilarini kiyaslayan” tiriindeki
problemlere oldukga az yer verilmistir. Bu sonug, 6zel yetenekli 6grencilerin {i¢ seklin 6tesinde genis
kapsamli problem kurarken birden ¢ok sekli yeterince géz 6niine almadiklari seklinde yorumlanabilir. Dar
kapsamli problemlere bakildiginda, kolay, orta ve zor gorevlerde en ¢ok “birden ¢ok sekildeki noktalari
kapsayan” turinde problemler kurulmustur. Bu sonuca gore, 6zel yetenekli 6grencilerin dar kapsamli
problem kurmada birden ¢ok sekli ele aldiklari sdylenebilir.

Calismanin dikkate deger sonuglarindan birisi ise genelleme becerisine iliskindir. Ozel yetenekli
Ogrencilerin karakteristik 6zelliklerinden biri de genelleme becerilerinin yiiksek olmasidir (Freiman, 2018;
Gutierrez et al., 2018; Krutetskii, 1976). Ancak, ¢calisma bulgularina gore kolay, orta ve zor gérevlerin her
Ucunde de oldukca az sayida 6zel yetenekli 68renci “kural tabanh genel” (6rintiiniin genel kuralina
yonelik ancak ¢oziilemeyecek) tiriinde problemler kurmustur. “Kural tabanli 6zel” (6rintinin genel
kuralina yonelik ¢ozulebilir nitelikte) problemleri ise sadece kolay gérevde az sayida sekizinci sinif
o6grencisi kurmustur. Bu sonuctan hareketle, 6zel yetenekli 6grencilerin orintinin genel kuralina
yonelik oldukga az sayida problem kurdugu sdylenebilir. Bu durumun 6grencilerin gegmis yasantilarindan
kaynaklandigi disiinilmektedir. Ozel yetenekli &grencilerin problem kurma ve genellemeyle ilgili
yeterince deneyim yasamamis olmalari bu sonucun nedeni olabilir. Yapilan g¢alismalar bu goriisi
desteklemektedir. Bu baglamda, calismalarda o6zel yetenekli 6grencilerin orlntilerin genel kuralini
belirlemede giclik yasadiklari ortaya konulmustur (Amit & Neria, 2008; Benedicto, Jaime, & Gutiérrez,
2015; Fritzlar & Karpinski-Siebold, 2012). Ayrica, ¢alisma sonuglari, sinif ortaminda hem 6zel yetenekli
tanisi koyulmamis hem de 6zel yetenekli 6grencilere yonelik problem kurma etkinliklerinin yetersiz
oldugunu belirtmektedir (Levenberg & Shaham, 2014; Sheffield, 2018; Xu et al., 2019).

Calismanin ikinci alt problemiyle iliskili olarak, 6zel yetenekli 6grencilerin kurduklari problemlerin
zorluk dizeyi ilerleme analizi yapilmistir. Bulgulara gére, 6zel yetenekli 6grencilerin istenen sekilde
hiyerarsik ilerleyen zorluk diizeyine sahip problem kurma oranlarinin olduk¢a disiik oldugu sonucuna
variimistir. Zorluk dizeyi istenen tiirde hiyerarsik ilerleyen problemler en ¢ok altinci seviyesinde
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gorulmistir. Ancak, bu problemlerin blylk kismi terim sirasinin ilerlemesine yoneliktir. Yani, 6grenciler
benzer yapida problemler kurmalarina ragmen 6riinttideki adim sayilarini ilerlettiklerinden dolayi zorluk
diizeyindeki ilerlemeyi saglamiglardir. Ayrica, zorluk diizeyi ilerleme analizi yapilamayan problem orani
disik seviyededir. Bu sonuglardan hareketle, 6zel yetenekli 6grencilerin problemlerin zorluk duzeylerini
ilerletmek icin hedefe yonelik ¢caba harcadiklari soylenebilir. Sowell, Zeigler, Bergwall ve Cartwright
(1990) ve Dai, Moon ve Feldhusen’in (1998) calisma sonuglari bu gorisi desteklemektedir. Sowell vd.’ye
(1990) gore matematiksel 6zel yetenekli 6grenciler karmasik problem yapilan (zerine daha fazla
disundrler. Ayrica, matematiksel 6zel yetenekli 6grencilerin zorlayici matematik problemlerini ¢gzme ve
kurmadaki performanslari akranlarina kiyasla daha iyidir. Dai vd. (1998) ise 6zel yetenekli 6grencilerin
akranlarina kiyasla daha hedef odakli olduklarini, zorlayici durumlara yonelik g¢aba harcadiklarini
belirtmistir.

Sinirhliklar Ve Oneriler

Ozel yetenekli 6grencilerin akranlarina gore farkli égrenme ihtiyaclari vardir. Ancak, arastirma
sonuglari 6zel yetenekli 6grencilerin matematik derslerinde diger 6grencileri beklerken sikildiklarini veya
diger Ogrencilere matematik konusunda yardimci olmaya mecbur birakildiklarini gostermektedir
(Sheffield, 2018; Smedsrud, 2018). Bu tir durumlar 06zel yetenekli 6grencilerin matematiksel
becerilerinde ve matematige karsi ilgilerinde gerilemeye sebep olabilir (Hu, 2019). Dolayisiyla, bu
Ogrencilerin matematige ilgilerini stirdiirmek icin 6zel yaklasimlar gereklidir (Gutierrez et al., 2018; Leikin
et al.,, 2017a). Bu surette, problem kurma temelli yaklasimlarin sinif ortaminda uygulanmasi
onerilmektedir. Mevcut calismada ele alindigi gibi farkli zorluklarda problem kurma gorevlerinin
istenmesi Ozel yetenekli 6grencilerin ihtiyaci olan zorlayici ortamlarin olusmasina ve vyaraticilik
becerilerinin gelisimine katki saglayabilir.

Son yillarda, 6zel yetenekli 6grencilerin matematiksel ihtiyaglarini gbz 6niine alarak farklilagtiriimig
matematik programlarinin gelistiriimesi dikkat ¢eken konulardan biridir (Hu, 2019; Sheffield, 2018;
Smedsrud, 2018). Ancak, Turkiye’de 6zel yetenekli 6grencilerin beklentilerine yonelik program gelistirme
calismalarinin yetersiz oldugu goriilmektedir (Ozgelik, 2017). Mevcut calisma bulgularindan yararlanarak,
program gelistirme uzmanlarinin 6zel yetenekli 6grencilere yonelik programlarda problem kurma
etkinliklerine yer vermesi 6nerilmektedir.

Ozel yetenekli 6grenciler igin yiiksek kalitede matematik derslerinin tasarlanmasi hem &gretmen hem
de icerikle iliskilidir (Gutierrez et al., 2018; Leikin et al., 2017a). Problem kurma hem bir degerlendirme
araci hem de Ogrenciler igin yararli bir egitsel strateji oldugundan dolayi, 6gretmenlerin problem kurma
etkinliklerini derslerine nasil entegre edeceklerini bilmeleri gerekir (Cai & Hwang, 2019; Xu et al., 2019).
Ayrica, mevcut calismada 6zel yetenekli 6grencilerin beklenen diizeyde genelleme gerektiren veya zorluk
diizeyi ilerlemesine sahip problem kurmama nedeninin gecmis yasantilar oldugu distnilmektedir. Bu
bilgiler ve ¢ikarimlar dogrultusunda, 6zel yetenekli 6grencilere egitim veren matematik 6gretmenlerinin
problem kurma becerileri incelenebilir. Ogretmenlerin problem kurma yeterlikleri belirlenerek, eksik
noktalari gidermeye yonelik 6nlemler alinmahdir.

Arastirmacilar, 6zel yetenekli 6grencilerle ¢alisacak, derin bilgi ve yetenege sahip 6gretmenlere
ihtiyac oldugunu, bu nedenle 6gretmenlerin kendilerini stirekli gelistirmeleri gerektigini vurgulamaktadir
(Gutierrz et al., 2018; Subotnik, Robinson, Callahan, & Gubbins, 2012). Bu goérise dayali olarak, 6zel
yetenekli 6grencilerle ¢alisan matematik 6gretmenlerine problem kurma yaklasimlari, problem kurmanin
ozel yetenekliligi tanilamadaki rolli, problem kurmanin matematiksel yaraticilikla iliskisi gibi konularda
hizmet ici egitimler diizenlenmelidir. Hizmet ici egitimlerin sadece teorik degil ayni zamanda uygulamal
olmasi 6nemlidir. Clinki, 6gretmenler farkl tiirde problem kurma deneyimleri yasarsa, 6grencilerine de
bu tiir becerilerini gelistirecekleri ortamlar saglayacaklardir (Cai & Hwang, 2019).

Calismada ozel yetenekli 6grencilerden sadece bir tlirde (yari-yapilandirilmis) problem kurma gorevi
istenmistir. Bu durum galismanin sinirliligi olarak gérilebilir. Bu bilgiden hareketle, ilerleyen galismalarda
farkli tiirde problem kurma gérevlerinin tasarlanmasi dnerilebilir. Ozel yetenekli 6grencilerin farkl tiirde
problem kurma gorevlerindeki basarilari karsilastirilabilir. Yapilacak ¢alismalarda, daha derinlemesine
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bilgi edinmek amaciyla, klinik gériisme gibi yontemler kullanilarak, 6zel yetenekli 6grencilerin problem
kurma siirecinde izledikleri yol ve diisinme bigimleri arastirilabilir.

Calisma sonuglarina genel olarak degerlendirildig§inde, 6zel yetenekli 6grencilerin sinirl yapilarda
problem kurdugu soylenebilir. Dolaysiyla, ileriye doniik planlanan calismalarda problem kurma
etkinliklerinin 6zel yetenekli 6grencilerin bilissel gelisimlerine etkileri deneysel olarak incelenebilir.
Singer ve Voica’nin (2015) ¢alisma sonuglari bu 6neriye dayanak olusturmaktadir. Singer ve Voica (2015)
calismalarinda problem kurmanin matematiksel 6zel yetenekli 6grencilerin bilissel cergevelerini
gelistirdigini belirtmistir.

Ogrencilerin problem kurma performanslari tizerinde problem kurmaya yénelik tutumlari da etkili
olabilir (Kilig, 2019). Ayrica, 6zel yetenekli 6grencilerin matematik performanslarinda motivasyon, tutum
gibi duyusgsal faktorlerin etkili oldugunu ortaya koyan galisma sonuglari mevcuttur (Erdogan & Yemenli,
2019; Hu, 2019; Smedsrud, 2018). Dolayisiyla, 6zel yetenekli 6grencilerin gosterdikleri performansta
duyussal faktorler de etken olabilir. Bu sebeple, 6zel yetenekli 6grencilerin problem kurmaya yonelik
motivasyonlari, tutumlari ve 6z-kavramlarini analiz eden galismalar yapilabilir. Ayrica, matematiksel 6zel
yeteneklilik, problem kurma ve matematiksel yaraticiligin birbiriyle iliskili kavramlar oldugu g6z 6nine
alinarak (Sheffield, 2018) 6grencilerin kurdugu problemler matematiksel yaraticilk baglaminda
incelenebilir.

Matematiksel 6zel yeteneklilik alaninda arastirmalar yigilmal olarak biyimektedir (Sheffield, 2018).
Ancak, Tirkiye’de matematik ve 6zel yeteneklilik egitimini birlikte ele alan ¢alismalar oldukga sinirlidir
(Arikan & Unal, 2015; Erdogan & Erben, 2018). Diinya’da 6zel yeteneklilik kavramina karsilik olarak
matematiksel gelecek vaat eden Ogrenci kavrami gelistirilip, teknoloji 6zel yetenekli 6grencilerin
problem kurma becerilerini gelistirmek icin bir arag¢ olarak kullanilirken (Sheffield, 2018) Tirkiye’nin bu
gelismelere geg kalmamasi gerekir. Ozel yetenekli dgrencilerin potansiyelleri belirlenip, bu potansiyelleri
gelistirme konusunda uygulamalar yapilmalidir. Dolayisiyla, problem kurma da dahil olmak Uzere
matematik egitimi ve 6zel yeteneklilik alaninda ¢alismalar yapilmasi dnemle énerilmektedir.

Bilgilendirme

Bu calismanin bir kismi, 1-3 Kasim 2019 tarihleri arasinda Malatya’da diizenlenen Uluslararasi Ozel
Yetenekliler Egitimi Kongresi’'nde s6zIU bildiri olarak sunulmustur.
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Appendix 1.

Problem Posing Task

Ayse Teacher draws the figures shown below.

000
000
000

Figure 1

Appendix
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0000
0000
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00000

Figure 3

For his student’s homework, he wanted to make up three problems based on the above situation: an
easy problem, a moderate problem, and a difficult problem. These problems can be solved using the

information in the situation.

Help Ayse Teacher make up three problems and write these problems in the space below.

Easy problem:

Moderate problem:

Difficult problem:
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Introduction

There are three different views on the concept of child and childhood. Traditional approaches have
seen children as incomplete humans (Lee, 2005) and described them over “what they are going to be”,
but not “what they presently are”. According to this view, in order to be competent, to gain their
abilities and rights and to have a say in social issues, children have to wait until they are adults. The
second view emphasizes that childhood is valuable within itself, that children are social actors in their
present state and that there is a need to focus on their well-being (Qvortrup, 2004). The third view
suggests that the status of a child both as a “being” at present and a “becoming” in the future should be
considered together (Uprichard, 2008). The adoption of the authority of the state to make laws to
protect children in the 19th century (Postman, 1995) and the emergence of a perspective emphasizing
children's life conditions and the quality of childhood in the 20th century (UNICEF, 2005) were important
steps in the formation of this view. Along with these differences in views about child and childhood,
childhood has become the center of interest for many researchers over the past 20-25 years.

Initial studies on children mainly focused on children’s basic needs and threats to their survival such
as infant and child mortality, school dropout, childhood diseases and immunity, healthy nutrition (Ben-
Arieh, 2008). The view that the absence of problems or failures in children's development does not
indicate the existence of favorable growth conditions became widespread in the late 1990s (Moore,
Lippman & Brown, 2004). As a result, the quality of children’s life and its impact on children began to be
studied based on their unique characteristics and structure such as children's needs, expectations and
dreams (Hubner, 2004).

Studies on the quality of life help determine children’s well-being at present, their needs and factors
that can pose a risk for their quality of life (Lee, Chang & Sieberer, 2008). In the related literature, it is
seen that the concepts of quality of life and well-being are used interchangeably in many studies (e.g.
Rees, Bradshaw, Goswami & Keung, 2009; Wallander & Koot, 2016). Subjective well-being is a
multidimensional and positive concept which takes an individual’s subjective opinions into account in
the evaluation of their value, life and conditions involving how good their life is going (Diener & Suh,
1997; King, Rend & Novo, 2014; Sieberer et al., 2014). The concept of quality of life which includes
individual’s evaluations of what they feel about their own life as a whole (Annak, 2005), considers
individual as a whole with their all characteristics (Uneri & Memik, 2007). Quality of life is generally
examined in two dimensions; subjective and objective (Brinkerhoff, Fredel & Frideres, 1997; Higginson,
Carr & Robinson, 2003; Testa & Simonson, 1996). Objective evaluation examines child’s opinions about
external life conditions (age, gender, economic situation, marriage status of parents, amount of
allowance and living environment etc.) whereas subjective evaluation considers child’s physical,
emotional and social areas of their own perceptions and evaluations (Matza, Swensed, Flood, Secnik &
Leidy, 2004). When studies on children’s quality of life conducted in Turkey are reviewed, it is seen that
they concentrate on the field of health such as asthma in children (Moustafa, 2012), hearing loss (Nemli,
2015), ADHD (Miray Topgu, 2017), pervasive developmental disorder (Oztiirk, 2010; Ozyurt et al., 2017),
epilepsy (Tlrk, 2002), cancer (Baytekin, 2017) and organ transplantation (Diiken, 2018) and that the
number of studies in social sciences is quite limited despite the increase in recent years (Demiriz &
Ulutas, 2016; Evci Kiraz et al., 2013; Hoscan, 2010); and there is a need for further studies.

It is known that children need their families most for the improvement of their quality of life and
meeting their physical, social and educational requirements. Twenge, Campbell and Foster (2003) claim
that the most determinative factor in children’s well-being is the quality of parent-child relationship.
Therefore, examination of the family relationships together with children’s quality of life levels is
extremely significant both theoretically and practically. In the McMaster family functions model (Miller,
Ryan, Keitner, Bishop & Epstein, 2000), family functions are discussed as problem solving,
communication, roles, emotional response, showing necessary attention, behavioral control and general
functions. It provides information about the level of fulfillment of family functions, family life and the
quality of relationships between family members. In this context, supportive family relationships include
parents' caring for their children, valuing their emotions and thoughts, open communication between
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family members, the whole family being involved in the decision-making process, and the family
members showing emotional closeness to each other; families with disabling family relationships have
poor communication between family members, inadequate problem-solving skills, punishment, and low
commitment and warmth among family members. In the related literature the quality of family
relationships is a critical factor affecting various indicators of children’s well-being, particularly their life
satisfaction, self-esteem and cognitive skills development (ext.Coyl-Shepherd & Newland, 2013; Gilman
& Huebner, 2006; Goswami, 2012; Newland et al., 2014). In the studies carried out by Lawler, Newland,
Giger, Roh and Brockevelt (2017) and by Navarro et. al (2017), it was found that the family is one of the
most powerful predictors of child’s quality of life. Similarly, The Good Childhood Report, which examines
well-being of children in England at certain intervals, states that how children feel about family relations
is strongly associated with their overall well-being and family relations explain 37.00% of the variance of
children’s overall well-being (The Children’s Society, 2012). In another study, it was found that family
functionality subscale was significantly correlated with children’s problematic behavior, social
competency and quality of life (Leeman et al., 2016). In the study carried out by Rigg and Pryor (2007),
all the children aged 9-13 responded positively to the question “Is family important?, and 78.00% of
them explained the importance of family focusing on emotional functions. Although family is
determined as one of the most powerful predictors of child’s quality of life in the literature, which
functions of the family are related to child’s life quality and to what extent and how they affect child’s
life quality have just begun to be studied. Studies concentrating on children’s quality of life in the
literature deal with global quality of family functions (total score), discuss family functions as a whole
but do not look into the dimensions of family functions (Drotar & Bonner, 2009; Lewandowski, Palermo,
Stinson, Handley & Chambers, 2010). No study has been found in Turkey in this context. In studies
conducted in western societies, it has been seen that being treated unfairly by adults decreases
children's well-being levels (Goswami, 2012), and children who receive more emotional support,
physical care and educational support and who are supervised and followed by their parents tend to
have higher levels of well-being (The Children’s Society, 2014). In a meta-analysis study on family
functioning and the well-being of children with chronic conditions, significant correlations were
identified between children's psychological health and seven of nine dimensions of family functioning.
Significant correlations were also found between dimensions of family functioning and children's
problem behaviors, social competence, quality of life, and physical health (Leeman et. al. 2016).

Since the concept of quality of life is also related to external life conditions, it may be useful to
determine the relationship between demographic characteristics of children and quality of life. Because
there is limited research on Turkish children’s quality of life, the findings in this direction are also
limited. Several studies have indicated that children's happiness (Demiriz & Ulutas, 2016) and life
satisfaction levels of adolescents (Civitci, 2009) show significant differences according to gender. There
are studies revealing that the happiness levels of children increase with age (Demiriz & Ulutas, 2016). In
terms of the number of siblings, the family satisfaction of adolescents with one child or one sibling was
found to be higher than adolescents with four or more siblings (Civitci, 2009). For this reasons, the
present study aimed to determine the relation of children’s life quality with the variables of supportive
family relationships, discouraging relationships, gender, age and number of siblings. No study has been
found on the relation between the level of children’s life quality and family relationships and
demographic characteristics of children in the 9-11 age group (middle childhood) in Turkey. In addition,
data on children in early and middle childhood are limited and the existing data are generally depended
on parents' perspective. In some studies, adolescents’ self-assessment about their relations with their
parents was used (Cook, 2000, 2001; Laursen, Wilder, Noack & Williams, 2002; Stemmler & Petersen,
2000). However, there are only a few studies on the views of children aged 10 years and younger (Ross,
Stein, Trabasso, Woody & Ross, 2005). In this study, the perception of life quality and family functions of
children aged 9-11 was obtained based on their self-reports. To this end, our study sought an answer to
the question to what extent are life quality levels of 9-11 year-old children predicted by supportive,
preventive family relationships, gender, age and number of siblings. Findings of this research are
expected to contribute to the understanding of familial and demographic factors that affect Turkish
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children’s quality of life. It is thought that in-depth analysis of the effects of family functionality as
discouraging and supportive relationships will enrich the findings.

Method
Research Design

In this study, the relationship between the quality of life levels of children aged 9-11 and their
perception of family functions and some demographic characteristics was investigated. The research
was designed using a correlational survey model. Independent variables of the study were family
functionality perceptions and some demographic variables (gender, age and number of siblings),
whereas the dependent variable was the quality of life levels of the children.

Participants

The sample of the study was determined based on the data from The Ministry of Education Journal
of Communiqués (2018) and it was selected within the scope of sampling accessible from the primary
and secondary schools located in the 1 area of services. In the election at the grade level, random
assignment was used and two classes from each level (third, fourth, fifth grade) were determined. Each
class level of the schools determined in the data collection process tried to be reached equally, and a
total of 1,046 students were included. In order to avoid any interference with the child’s family life and
relations; the selection criteria of the study required that children came from families which were not
fragmented, both parents were alive and the child had no disability or a kind of disease needing
continuous treatment. For this reason, parents of 82 children coming from disintegrated families, 8
children suffering from parental loss, 21 children having a disability or a disease that requires
continuous treatment, 2 children having parents in prison, 2 children coming from a child protection
institution, 6 inclusive students having difficulties in understanding and filling out the scales correctly
and, finally, 24 children having incorrectly filled out the scales were excluded and 901 data were found
suitable for the analysis. Out of the data of 901 children who were found to be suitable for the analysis,
102 missing data were removed from the data set, and extreme value analyzes were carried out on the
remaining 799 data. After univariate extreme value analysis, the number of data decreased to 783. In
this respect, the study was conducted on a total of 783 children attending 3”’, 4" and 5™ grades of 12
schools (six primary and six secondary) located within the 1% area of services in central districts of lzmir
province. The research data were collected in March and April of the 2017-2018 academic year.

Since this study was carried out in children’s age group, it is considered that children’s abilities and
skills to understand what they read, be aware of their feelings and code the scale items correctly are
important for a reliable data collection. This concern is also supported by other related studies.
According to McCall (1975), there is a relation between children’s cognitive performances and their
socio-economic levels. Poor children get lower scores on cognitive tests and their school readiness is
lower than that of their wealthier peers (Halle et al., 2009). Studies revealed that experiencing poverty
in at least half of the childhood period could have an effect on these individuals’ health, cognitive
development, relations and self-perceptions (Ratcliffe & McKernan, 2010). Therefore, in parallel with
the aim of the present study, schools of a lower socio-economic level were excluded from the sample.
Demographic information pertaining to the children composing the sample and their families is
presented in Table 1.

Data Collection Tools

General Quality of Life Scale for Children (Kid-KINDL): KINDL is a general-purpose quality of life scale
which was developed by Sieberer and Bullinger (1998) for children and adolescents aged 3-17,
translated into 14 languages worldwide and adapted into Turkish by Eser et al. (2008). The general-
purpose Kid-KINDL (8-12 years) used in this study is a 5-point Likert type scale consisting of 24 positive
and negative items. The scale consisting of a total of six subscales (physical well-being (e.g. | was tired
and exhausted during the last week), emotional well-being (e.g. | felt lonely during the past week), self-
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esteem (e.g. | was pleased with myself for the past week), family (e.g. | was good with my mom and dad
for the past week), friends (e.g. | got along well with my friends during the last week) and school (e.g. |
liked the lessons last week when we were at school) gives a total quality of life score. Scores are
calculated by counting points given to the items for each dimension, transforming and summarizing to
scale between .00-100.00. The higher the score on the scale, the higher perceived life quality of
children. The correlation values between the total quality of life and domains of the scale (excluding the
disease-specific module) ranges between .58-.68. In the item-domain comparison, a high level
correlation was found in all domains (p<.01). Cronbah’s Alpha values of the scale were found as .80, .69,
.59, .58, .61, .56, .55 and .49 for the domains of life quality, physical well-being, emotional well-being,
self-esteem, family, friends, school and disease module respectively. In the explanatory principal
component (factor) analysis performed to determine the construct and content validity of the scale, the
original factor structure was largely preserved and total quality of life was found to be highly
explanatory by domain scores. In this research group, the cronbach alpha value for the total quality of
life was found .82.

Table 1.
Demographic Information about the Sample.
f %
Gender Girl 396 50.60
Boy 387 49.40
Age 9 Years 220 28.10
10 Years 259 33.10
11 Years 304 38.80
Number of siblings Only child 175 22.30
1 sibling 483 61.70
2 siblings 93 11.90
3 siblings 20 2.60
4 siblings 7 .90
5 siblings 4 .50
More than 5 siblings 1 .10
Mother’s educational background Elementary sch. 52 6.60
Secondary sch. 106 13.50
High sch. 268 34.20
College/University 328 41.90
Post-graduate 29 3.70
Father’ educational background Elementary sch. 46 5.90
Secondary sch. 101 12.90
High sch. 233 29.80
College/University 368 47.00
Post-graduate 35 4.50
Mother’s employment Employed 379 48.50
Unemployed 404 51.50
Father’s employment Employed 763 97.50
Unemployed 20 2.50
Total 783 100.00

Family Relationship Scale for Children (FRSC): The scale was developed by Demirtas Zorbaz and
Korkut Owen (2013) to measure children’s perceptions of family functions. The 3-point Likert type scale
consists of 20 items in two sub-factors identified as supportive family relationships and discouraging
family relationships and no total score can be obtained from the scale. Each item of the scale is scored in
the range of 1 to 3 points. The supportive family relationships dimension (ext. everyone in my family
expresses their opinions easily) includes the characteristics of a healthy family and a high score on this
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subscale indicates that the child perceives their family relationships as supportive. The discouraging
family relationships subscale (ext. when | do something my parents don't want, they don't talk to me)
concerns the characteristics of an unhealthy family and a high score shows that the child perceives the
relations in their family as discouraging. Item factor loadings range between .45 and .65 for the first
factor and between .45 and .69 for the second. The Cronbach’s Alpha coefficient obtained from the
reliability study of the scale was calculated as .76 and .78 for the first subscale and .83 and .84 for the
second for two separate groups in the original study (Demirtas Zorbaz & Korkut Owen, 2013). In this
research group, cronbach alpha values were .72 for supportive family relationships and .77 for
discouraging family relationships.

Data Collection

Necessary approvals were obtained from the Ethics Committee and Provincial Directorate of
National Education for the research. In each school, two randomly selected branches from 3rd, 4th and
5th grade levels were identified. Before the study, general information was given to the children and it
was stated that volunteering was essential to participate in the study. A preliminary study was
conducted with children about how they would fill out the scales. Data collection instruments were
applied by the class guidance teacher and one of the researchers within approximately one hour. Some
information about children (parental divorce, parental loss, any disability or illness requiring constant
treatment, etc.) was obtained from the classroom teachers. Data collection instruments were applied to
a total of 1046 students. Data obtained from children with such special conditions (145) were excluded
from the study.

Data Analysis

The data set composing of the data obtained from the Kid-KINDL General Quality of Life Scale for
Children was sent to Turkish KINDL Center to be transformed so that each dimension could be scaled
between .00 and 100.00. All statistical analyses were performed on the SPSS, Statistical Package for the
Social Sciences 23.00. Stepwise multiple regression analysis method was employed in the study in order
to determine the power of the variables of supportive family relationships, discouraging family
relationships, gender, age and number of siblings to predict 9-11 year-old children’s levels of life quality.

After 145 of the scales were excluded from the study as they failed to meet the validity criteria, 102
out of the remaining scales were removed from the data set due to missing markings. Assumptions for
extremes, normality and multiple covariances were tested before proceeding with the multiple
regression analysis. Z values were examined for single-variable normality values and Mahalanobis
Distance test was performed for multivariate normality and extreme values. As a result of these
evaluations, 16 of the data were found to have single-variable extreme values and excluded from the
data set, which reduced the number of data to 783. In the analysis of multivariate extreme values, no
multivariate extreme value or observation was found to disturb multivariate normality. Skewness and
kurtosis values were examined for the normal distribution of the data. Seeing that skewness and
kurtosis values fell into the range of +1.00 and -1.00 (Table 3), the data were considered to be normally
distributed (George & Mallery, 2003). Independent variables were examined for multiple covariance
with their VIF and tolerance values and VIF values of the independent variables were found to be
smaller than 10.00 and tolerance values bigger than .10. As a result, it was seen that there was no
multicollinearity among the independent variables of the study. It was concluded that the data set
confirmed the required assumptions for the multiple regression analysis to be carried out and that the
data were suitable for regression analysis.

Findings

Before proceeding with regression analysis, Pearson correlation values were examined between
dependent and independent variables. Pearson correlation values of the variables are presented in
Table 2.
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Table 2.
Correlation Coefficients between Dependent and Independent Variables.
Variables 1 2 3 4 5
1. Quality of Life -
2. Supportive Family Relationships .54 -
3. Discouraging Family Relationships -.52 -.55 -
4. Gender .05 .05 -.09 -
5. Age .07 12 -11 .05 -
6. Number of Siblings -.09 -.09 .10 -.00 .09

As seen in Table 2, there is a moderate positive relationship between the children’s quality of life and
their perceived supportive family relationships (r= .54) and a moderate negative relationship between
their quality of life and their perceived discouraging family relationships (r= -.52). The variables of
gender, age and number of siblings which showed no significant relationship with the quality of life as a
result of the correlation analyses were not included into the regression analysis.

Mean scores, standard deviations and range values of children’s quality of life and their supportive
and discouraging family relationships were examined in the first place. The results of descriptive
statistics pertaining to the dependent and independent variables are given in Table 3.

Table 3.
Descriptive Statistics for Dependent and Independent Variables.
n X Sd Range Skewness Kurtosis
Dependent  Quality of Life 783 78.37 11.59 55.21 -.53 -12
Independent Supportive Family 783 2.74 .25 1 -.95 .07
Relationships
Discouraging Family 783 1.32 .25 1,10 .79 .04

Relationships

As seen in Table 3, the mean score of the children’s quality of life is 78.37 (Sd=11.59). the highest
score obtained on this scale is 100 while the lowest is 44.79 with a range of 55.21’dir. The mean score of
supportive family relationships is 2.74 (Sd=.25). The highest score obtained from the supportive family
relationships subscale is 3; the lowest score 2 and the range is 1. The mean score of discouraging family
relationships is 1.32 (Sd=.25). The highest score obtained from the discouraging family relationships
subscale is 2.10, the lowest score 1, and the range is 1.10.

At this point, the results of the multiple regression analysis concerning the prediction of children’s
quality of life by supportive family relationships and discouraging family relationships, the two subscales
of Family Relationships Scale for Children dealt with as the predictive variables, are given in Table 4 and
Table 5.

Table 4.

Findings related to Predicting Life Quality Levels of 9-11 Year-Old Children.

Variables (n=783) R R? R2?Change F Change df p*
Supportive Family Relationships .54 .29 .29 314.77 781 .00
Discouraging Family Relationships .60 .36 .07 85.72 780 .00

In the results of the regression analysis, it can be seen that supportive family relationships and
discouraging family relationships are significant predictors of quality of life levels of children aged 9-11
years. The stepwise multiple regression analysis was completed in two steps. In the first step, the
“supportive family relationships” variable which showed the highest relationship with 9-11 year-old
children’s quality of life levels was put into analysis and the correlation between children’s quality of life
and supportive family relationships was found to be positive and significant (R=.54, R2=. 29,
F(1.78)=314.77, p<.05). It was seen that supportive family relationships explained 28.70% of the total
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variance. In the second step, the “discouraging family relationships” variable was included in the
analysis in addition to the supportive family relationships variable. The additive contribution brought by
the discouraging family relationships was 7.10% and together the two variables were seen to explain
35.80% of the total variance in the quality of life scores.

Table 5.
B, Beta Correlation and Level of Significance concerning Predicting Life Quality Levels of 9-11 Year-Old
Children.

Variable B Std Error Beta t p
(1% step)

(Constant) 11.993 3.76 3.19 .00
Supportive Family Relationships 24,193 1.36 .536 17.74 .00
(2™ step)

(Constant) 52.42 5.64 9.30 .00
Supportive Family Relationships 16.30 1.55 .36 10.52 .00
Discouraging Family Relationships -14.19 1.53 -.32 -9.26 .00

Discussion

The aim of the present study was to examine the predictive power of family functionality (supportive
family relationships and discouraging family relationships) and some demographic variables (gender, age
and number of siblings) on the life quality of children aged 9-11 years. The study sample was composed
of children from middle-income families who attended state schools, had no disease requiring
continuous treatment and who are mostly only children or have one sibling. The parents of the children
participating in the study are alive and married (to each other). According to the data of TSI (2016)
75.00% of the mothers living in Turkey are housewives, 48.00% of the mothers of the children in this
study work. The fact that the parents are mostly high-school or university graduates may be the reason
behind the high employment rate among these mothers compared to the whole of Turkey. The
employment rate of fathers in the study is 97.50%. The children’s general level of quality of life was also
found to be high (.78). Similarly, the finding that the children’s general level of life quality is high is an
indicator that they have positive and healthy experiences. Children’s positive perception of their quality
of life is considered as a significant and promising finding.

The study revealed that the variable of supportive family relationships and discouraging family
relationships explain 35.80% of children’s levels of quality of life. This finding indicates that family
relationships have a critical power over the explanation of children’s quality of life. In many related
studies conducted abroad, one of the most powerful predictors of children’s quality of life/well-being
was stated to be the relationships they build with their families (Bradshaw,Keung, Rees & Goswami,
2011; Casas, Bello, Gonzalez & Aligue, 2013; Dinisman, Andresen, Montserrat, Strézik, & Strézik , 2017;
Goswami, 2012; Knopp et al., 2017; Kosher & Ben-Arieh, 2017; Kutsar et al., 2019; Lawler et al., 2017;
Leeman et al., 2016; Migliorini et al., 2015; Migliorini et al., 2016; Navarro et al., 2017; Newland et al.,
2014; Oriol et al., 2017; Strézik et al., 2016; The Children’s Society, 2012; The Children’s Society 2014;
Uusitalo-Malmivaara & Lehto, 2013). No studies have been found investigating the variables which
affect the children’s life quality of in their mid-childhood living in Turkey. Therefore, this finding is
believed to contribute to understanding the determinants of the life quality of children living in Turkey.

Another finding of the study is that the supportive family relationships variable predicts children’s
life quality more powerfully (28.70%) than the discouraging family relationships. Supportive family
relationships involve a family atmosphere in which parents care their children, value their emotions and
ideas, an open communication exists among family members, the whole family participates in the
decision making process and the family members show affection to each other. In many studies, the
presence of behaviors such as love, open communication, caring about each other’s needs, showing
affection, increases the life quality of children and adolescents (Joronen & Kurki, 2005; Park, 2004; Rask
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et al., 2003; The Children's Society, 2012), as well as contributing to healthy behaviors of children (Chen
& Kennedy, 2004). In a review article which examined the published studies on parent attitudes and
behaviors conducted in Turkey, Stimer, Aktlrk and Helvaci (2010) assessed 34 publications which took
parent attitudes as an independent variable and looked into its effects on a dependent variable. It was
seen that the perceived care, love, affection and warmth from parents are generally associated with
positive qualities whereas children coming from authoritarian and oppressive families had the risk of
developing negative psychological traits and behaviors. Particularly children who perceived their families
to be democratic were reported to define themselves more autonomous in comparison to those who
perceive their families as oppressive and authoritarian and to score higher on self-esteem related
variables as well as having better environmental orientation. The effects of supportive family relations
on children’s life quality are thought to be related to cultural characteristics. Kagitgibasi (2007) describes
the modern Turkish family structure as psychologically (on emotional terms) dependent on each other
and highlights that independency and mutual dependency are integrated in the family structure which
she conceptualizes as the relational family model. During the process of child-rearing and parenting,
children’s needs to be related are met and their autonomy development is supported as well; however,
such needs as being accepted and approved by others and the sense of belonging become more
prominent. These cultural characteristics are considered to explain the determining effect of the
supportive relationships children build with their families on the life quality of children living in Turkey.

Discouraging family relationships were seen to be a significant but weak predictor of children’s
quality of life (-7.10%). Discouraging family relationships include ineffective communication and
problem solving skills within the family, arguments among family members, parents’ failure to care
about their children’s life, punishment and low commitment and warmth among family members. The
related literature reports that as the aforementioned discouraging family functions increase, children
and adolescents’ behavioral problems rise (Crawford, Schrock & Woodruff-Borden, 2011; Cummings &
Davies, 2002; Haskett & Willoughby, 2007; Leve, Kim & Pears, 2005; Peleg-Popko & Dar, 2001; Prinzie et
al., 2004; Prinzie et al., 2005; Savi & Akboy, 2008), levels of well-being decrease (Kochanska, Clark &
Goldman, 1997; Prinzie, Stams, Dekovic, Reijintes & Belsky, 2009) and their life satisfaction falls
(Chappel, Suldo & Ogg, 2014) as well. The remarkable aspect of the research finding is that the
predictive power of supportive family relationships (28.70%) on 9-11 year-old children’s quality of life is
considerably higher than discouraging family relationships (-7.10%). These results indicate that children
are more open to positive family relationships and parent behaviors and are affected by positive
experiences rather than negative ones. It is considered that there may be several reasons behind the
fact that positive relationships within the family are more effective on the child’s quality of life than
negative relationships. One of them is thought to be cultural differences in the perception of family life
and functions because children’s quality of life/well-being varies by geographical, cultural and
contextual factors (Casas et al., 2013; Dinisman, Montserrat, & Casas, 2012; Dinisman, Zeira, Sulimani-
Aidan & Benbenishyt, 2013). For instance, according to Kagitcibasl (2005) while creating guiltiness is not
perceived to be negative in the cultural context of Turkey, it is accepted as negative in western cultures.
In one of the important studies conducted in this scope (Kagitgibasi, 2007), it is claimed that parent
discipline and warmth are perceived as dimensions complementing each other rather than conflicting in
Turkey and similar other cultures. While parenting based on overprotection is perceived as negative and
its effects are negative on children in western societies, it is generally perceived as positive protection in
Turkey, which does not lead to negative effects on children. In the study conducted by Siimer et al.
(2009) on 4" and 5™ graders, it was found that children perceived a lower level of psychological control
than stated by their parents. In brief, parenting approaches like guiltiness and psychological control
accepted as negative parenting behavior in the international literature do not cause the same negative
effect on Turkish children. It is thought that such parenting behaviors are not seen by children as
experiences restraining their autonomy, and that children think their parents can get angry with them or
restrict them as they love them, they suppose their parents do it to protect them and they perceive it as
a natural part of their relationship. In another study on 4" graders conducted by Kandemirci (2018), it
was seen that students do not take restraints from the teacher for any reason as their autonomy being
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restrained but as being loved by the teacher. In this respect, this finding is believed to be significantly
contributory in terms of child and family relationships in Turkey and more research is needed on how
children interpret parents’ behavior.

From another perspective, this finding can be explained with children’s quality of life found to be
high in general (.78). According to Lyubomirsky, King and Diener (2005), happy people tend to see the
positive aspects of the negative events they encounter. Likewise, Hefferon and Boniwell (2014) state
that positive emotions broaden individuals’ perspectives and reduce the effects of negative emotions.
Children’s being content with life in general may have caused them to care less about negative
behaviors of parents and to become more open and selective towards positive emotions and
experiences.

In the present study, it was seen that there was no statistically significant relationship between
demographic characteristics (gender, age and number of siblings) of the 9-11 year-old children living in
Turkey and their quality of life. Although the literature includes some studies reporting correlations
between demographic variables and quality of life/well-being (Bradshaw et al., 2011; Casas et al., 2013;
Klocke et al., 2014), in general, demographic variables were shown to have no significant relationships
both in adults (Diener, Eunkook, Lucas & Smith, 1999; Myers & Diener 1995) and among children and
adolescent groups (Casas 2011; Berman et al., 2016; Gilman & Huebner 2006). In studies which found
correlations between demographic variables and quality of life/well-being, the correlation was seen to
explain only a little portion of the quality of life/well-being variance (Bradshaw et al., 2011; Dinisman &
Ben-Arieh, 2016; Rees et al., 2009). As a result, in the review of studies conducted with very large and
heterogeneous groups, it was seen that demographic variables had a weak relationship with children’s
quality of life/well-being. Similarly, in this study, which attempted to understand and explain the life
quality of children living in Turkey, it was found that the demographic characteristics examined did not
make a significant contribution.

The findings of the study showed no significant relationship between the gender variable and
children’s quality of life. While there are studies supporting this finding in the literature (Berman at al.,
2016; Huebner, Seligson, Valois & Suldo, 2006; Karatzias at al., 2006; Migliorini et al., 2018; Uusitalo-
Malmivaara, 2012, Uusitalo- Malmivaara & Lehto, 2013); some studies report that the quality of life
varies significantly by gender (Bradshaw et al., 2011; Casas et al., 2013; Demiriz & Ulutas, 2016; Rees et
al., 2009). These studies do not commonly conclude on the gender in favor of which the quality of life
level occurs. Generally, girls were found to have higher levels of quality of life in school and inter-
personal relationships (Bradshaw et al., 2011; Casas et al., 2013; Civitci, 2009), and boys in self-image,
self-confidence and appearance (Rees et al., 2010; The Children’s Society 2014). In the present study, in
parallel with the findings of the studies conducted abroad, it was seen that gender is not a determining
factor in terms of the life quality of children aged 9-11 years.

Another finding obtained from the study is that there is no significant relationship between the age
variable and children’s quality of life. In many studies examining the relationship between age and
children's quality of life, it was found that there was no difference in the quality of life levels of children
in the same developmental period, but the quality of life decreased with age and the life quality of
children was higher than that of adolescents (Berman et al., 2016; Casas, 2011; Cavallo et al., 2006;
Klocke et al., 2014; Rees et al., 2010). It is considered that similar findings were obtained from the
present study as it examined the quality of life of children from the same developmental stage. Further
studies may provide significant findings by comparing the life quality of children from different
developmental stages.

As a result of the study, it was seen that children’s quality of life is not significantly related with the
number of siblings. No study has been found on the relationship between the number of siblings and
the quality of life/well-being of children in their mid-childhood period in the literature. On the other
hand, different results were obtained in the studies conducted on adolescence and pre-school period. In
the study carried out by Civitci (2009) examining global and specific (friends, school, family, environment
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of residence and self) life satisfactions of 345 adolescences aged 11-15 years, family satisfaction of
adolescents who were only children or had 1 sibling was found to be higher than that of adolescents
having four or more siblings. Demiriz and Ulutas (2016) concluded that children who have two siblings
are happier according to the evaluations of pre-school children while children with no siblings are
happier according to the evaluations of their mothers and teachers. Sibling relationship involves intense
feelings of warmth, communication and friendship as well as conflicts and competition (Deater-Deckard,
Dunn & Lussier, 2002); it is also a form of relation which has direct effects on each other’s development
as social partners and role models (McHale, Kim & Whiteman, 2006 as cited in McHale, Updegraff &
Whiteman, 2012). In this respect, siblings may be thought to have effects on each other’s quality of life.
However, considering the characteristics of the sample group, it is seen that over half of the children
have one sibling (61.70%), the other majority are only children (22.30%), and 84.00% of the sample
group consist of children who have one sibling and are only children. This little differentiation in the
sample in terms of number of siblings is considered to have caused the absence of any significant
difference between quality of life and number of siblings. This result could also be associated with the
fact that demographic variables contribute very little to the explanation of quality of life.

Limitations

The research has some limitations. One of them is that the sample of the research consists of
children who have no requiring continuous treatment, who have parents together, and who are
studying at schools of middle socio-economic level. Moreover, in order to collect data reliably from
children, schools at lower socio-economic level are not included in the sample. Since the research is a
correlational study, evaluating the findings obtained from the analysis within the framework of
relationality rather than causality can be accepted as another limitation of the research.

Conclusion and Recommendations

In conclusion, in the present study which was conducted on the basis of 9-11 year-old children’s
statements, it was determined that children’s quality of life is not related with their gender, age and
number of siblings, but family relationships (supportive and discouraging family relationships) explained
an important variance (35.80%) of children’s quality of life. This study is among the first studies to assess
mid-childhood period children’s quality of life together with family functions in Turkey. In the related
literature, there are only a limited number of studies examining the effects of family functionality on
children and reporting that co-existence of care, autonomy and control would have a positive effect on
the child (Kagitgibasi, 2005, 2007). In this regard, there is a need for particularly qualitative studies
examining family functions, child-rearing styles and children’s quality of life in Turkey and more data
pertaining to mid-childhood period in further studies. The finding that supportive family relationships
have a higher predictive power (28.00%) than discouraging family relationships (-7.00%) is explained
with cultural differences in family functions, family-child relations, the importance of positive
relationships and characteristics of the sample group. New research will contribute to the interpretation
of the findings. In future research, quality of life levels and family relationships of children from different
socio-economic levels can be examined. Also it is recommended that further studies look into the
quality of life of children who have different numbers of siblings; and besides the number of siblings,
that they examine the effective power of the form of relationship children establish with their siblings
on their quality of life. Also grandmothers and grandfathers have an important place in the relationships
within the family in Turkey. Despite this fact, only one study has been conducted in this context
(Salman-Engin, Simer, Sagel & McHale, 2018). While investigating the effect of family on children’s
quality of life, it might be useful with the cultural characteristics of Turkey to look at it from the
extended family perspective.
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Turkish Version

Girig

Cocuk kavrami ve gocukluk dénemi konusunda Ug farkli géris bulunmaktadir. Geleneksel yaklagimlar
cocuklari, tamamlanmamis insanlar olarak gorerek (Lee, 2005), ‘su anda ne olduklar’ degil, ‘ne
olacaklari’ Gzerinden tanimlamislardir. Bu goriise gore ¢ocuklar yetkin olmak, yeteneklerini ve haklarini
kazanmak, toplumsal konularda sdz sahibi olmak icin yetiskin olmayi beklemek zorundadirlar. ikinci
goris, cocuklugun kendi icinde degerli oldugunu, ¢ocuklarin mevcut halleriyle toplumsal aktorler
olduklarini ve simdi ki iyi olus durumlarina odaklaniimasi gerektigini vurgulamaktadir (Qvortrup, 2004).
Ugiincii goriis ise, cocugun hem simdiki zamanda ‘varlik’ hem de gelecekteki ‘olma’ halinin birlikte
distntlmesi gerektigini ileri sirmektedir (Uprichard, 2008). Bu gorusin sekillenmesinde, 19. ylzyilda
devletin gocuklari korumasi amaciyla yasa yapma yetkisinin benimsenmesi (Postman, 1995), 20. yizyilda
cocugun yasamindaki kosullari ve ¢ocukluk déneminin niteligini vurgulayan bakis agisinin ortaya ¢ikmasi
(UNICEF, 2005) onemli adimlar olmustur. Cocuga ve cocukluk dénemine bakistaki bu farkliliklarla
beraber cocukluk dénemi, son 20-25 yildir birgok arastirmacinin ilgi odagi haline gelmistir.

Cocuklara yonelik ilk ¢alismalar, bebek ve ¢ocuk olimleri, okuldan ayrilma, ¢ocukluk hastaliklari,
saglikh beslenme gibi ¢ogunlukla ¢ocuklarin hayatta kalmalarina yonelik tehditlere ve temel ihtiyaglara
odaklanmistir (Ben-Arieh, 2008). Cocuklarin gelisiminde sorun ya da basarisizlik olmamasinin, uygun
blylime sartlarinin varligini gdstermedigi goriusi 1990’larin sonlarina dogru yayginlasmistir (Moore,
Lippman & Brown, 2004). Bunun sonucunda c¢ocuklarin ihtiyaclari, beklentileri, hayalleri gibi kendine
o6zgli Ozellikleri ve yapisi temelinde, ¢ocuk yasam kalitesi ve bunun c¢ocuklar Gzerindeki etkisi
arastirilmaya baslanmistir (Hubner, 2004).

Yagsam Kkalitesi arastiriimalari g¢ocuklarin buglinkli iyi olus diizeylerinin, ihtiyaglarinin ve yasam
kaliteleri igin risk olusturabilecek faktérlerin tespit edilmesini saglamaktadir (Lee, Chang ve Sieberer,
2008). Bu konudaki alanyazini incelendiginde, pek ¢ok arastirmada yasam kalitesi ile iyi olus kavraminin
birbirlerinin yerine kullanildigi gériilmektedir (Orn.Rees, Bradshaw, Goswami & Keung, 2009; Wallander
& Koot, 2016). Oznel iyi olus, bir insanin hayatinin ne kadar iyi gittigini kapsayan, bireyin degerini,
yasamini ve kosullarini degerlendirmede 6znel gorislerini dikkate alan ¢ok yonlu pozitif bir kavramdir
(Diener & Suh, 1997; King, Rend & Novo, 2014; Ravens-Sieberer et al., 2014). Bireyin kendi yasaminin
buttintyle ilgili ne hissettigine dair degerlendirmelerini iceren yasam kalitesi kavrami da (Annak, 2005),
bireyi tiim 6zellikleriyle bir biitiin olarak ele almaktadir (Uneri & Memik, 2007). Yasam kalitesi genel
olarak 6znel ve nesnel boyutlar olarak iki boyutta incelenmektedir (Brinkerhoff, Fredel & Frideres, 1997;
Higginson, Carr & Robinson, 2003; Testa & Simonson, 1996). Nesnel degerlendirme ile ¢cocugun dissal
yasam kosullarina iliskin (yas, cinsiyet, ekonomik durum, anne-babasinin evlilik durumu, harchk miktari,
yasadig| cevre vb.) gériisleri incelenmektedir. Oznel degerlendirmeyle ise, cocugun fiziksel, duygusal ve
sosyal alanlardaki kendi algi ve degerlendirmeleri dikkate alinmaktadir (Matza, Swensed, Flood, Secnik &
Leidy, 2004). Turkiye'de yapilan gocuk yasam kalitesi ¢alismalari incelendiginde, galismalarin gogunlukla
astim (Moustafa, 2012; Ozananar Seving, 2012), isitme kaybi (Nemli, 2015), DEHB (Miray Topgu, 2017;
Yurteri Cetin, 2013), yaygin gelisimsel bozukluklar (Oztiirk, 2010; Ozyurt et al., 2017), epilepsi (Tiirk,
2002), kanser (Baytekin, 2017) ve organ nakli (Diken, 2018) gibi saglk alaninda yogunlastigi, sosyal
bilimler alaninda ise son yillarda artis gostermesine ragmen (6rn. Demiriz & Ulutas, 2016; Evci Kiraz et
al., 2013; Hoscan, 2010) oldukga sinirl oldugu, daha ¢ok arastirmaya ihtiyag oldugu goriilmektedir.

Cocuklarin yasam kalitelerinin iyilestirilmesi, fiziksel, duygusal, sosyal ve egitim ihtiyaglarinin
karsilanabilmesi icin en ¢ok ailelerine ihtiyag duydugu bilinmektedir. Twenge, Campbell ve Foster (2003),
cocuklarin iyi oluslarindaki en belirleyici degiskenin ebeveyn-cocuk arasindaki iliskinin kalitesi oldugunu
belirtmektedir. Bu nedenle aile iliskilerinin gocuklarin yasam kalitesi diizeyleri ile birlikte incelenmesi
hem kuramsal hem de pratik agidan son derece onemli goriinmektedir. McMaster aile islevleri
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modelinde (Miller, Ryan, Keitner, Bishop & Epstein, 2000) aile islevleri problem ¢6zme, iletisim, roller,
duygusal tepki verebilme, gereken ilgiyi gbsterme, davranig kontrolii ve genel fonksiyonlar olarak ele
alinmaktadir. Aile islevlerinin yerine getirilme diizeyi, aile yasami ve aile Uyeleri arasindaki iligkilerin
niteligi hakkinda bilgi vermektedir. Bu baglamda destekleyici aile iliskileri, ebeveynlerin ¢ocuklarina ilgi
gostermelerini, duygu ve dlslncelerine deger vermelerini, aile Gyeleri arasinda agik bir iletisimi, karar
verme slrecine tim ailenin birlikte katilmasini ve aile lyelerinin birbirlerine duygusal anlamda yakinlik
gostermesini icerirken; engelleyici aile iliskilerinin oldugu ailelerde aile liyeleri arasinda zayif bir iletisim,
problem ¢ézme becerilerinde yetersizlik, cezalandirma ve aile bireyleri arasinda disik baghlik ve sicaklik
gozlenmektedir. ilgili alanyazinda, aile iliskilerinin kalitesinin, cocuklarin yasam doyumu, benlik saygisi ve
biligsel becerilerinin gelisimi basta olmak (izere, iyi oluglarinin gesitli gostergelerini etkileyen énemli bir
faktor oldugu ortaya konulmustur (6rn. Coyl-Shepherd & Newland, 2013; Gilman & Huebner, 2006;
Goswami, 2012; Newland et al., 2014). Lawler, Newland, Giger, Roh ve Brockevelt'in (2017) ve Navarro
vd. (2017) tarafindan yapilan arastirmalarda, ailenin gocuk yasam kalitesinin en gii¢lii yordayicilarindan
biri oldugu bulunmustur. Benzer sekilde ingilitere’deki cocuklarin iyi oluslarinin belirli araliklarla
incelendigi The Good Childhood raporunda cocuklarin aile iliskileri hakkinda nasil hissettiklerinin, genel
iyi olug diizeyleriyle glgli bir sekilde iligkili oldugu ve aile iligkilerinin gocuklarin genel iyi olus varyansinin
%37.00’sini agikladigi bulunmustur (The Children’s Society, 2012). Cocuklarin iyi oluslari ve aile
islevselligi iliskisini inceleyen arastirmalarin incelendigi bir baska calismada ise, aile islevselligi boyutlari
ile ¢ocuklarin sorun davraniglari, sosyal yeterlilik ve yasam kalitesi arasinda anlaml korelasyonlar
bulunmustur (Leeman et al., 2016). Rigg ve Pryor’in (2007) ¢alismasinda ise, 9- 13 yas arasi ¢ocuklarin
tamami ‘Aile 6nemli midir?’ sorusuna karsilik aileyi 6nemli géormis ve %78.00 gibi blyiik bir cogunlugu
da ailenin 6nemini duygusal islevlere odaklanarak aciklamistir. Alan yazinda konu ile ilgili yapilan
¢alismalarda, ¢ocuklarin yasam kalitesinin en gliclii yordayicilarindan birinin aile oldugu belirlense de,
ailenin hangi islevlerinin cocuk yasam kalitesi ile ne derecede iliskili oldugu ve gocuk yasam kalitesini ne
sekilde etkiledigi konusu yeni yeni incelenmeye baslanmistir. Alanyazindaki g¢ocuk yasam kalitesi
calismalarinda aile islevlerinin genel kalitesinin (toplam puan) ele alindigi, aile islevlerinin biitiinsel
olarak tartisildigi, aile islevlerinin boyutlarinin ele alinmadigi gorilmastir (Drotar & Bonner, 2009;
Lewandowski, Palermo, Stinson, Handley & Chambers, 2010). Tiirkiye'de bu kapsamda bir yapilmis bir
arastirmaya rastlanmamistir. Bati toplumlarinda yapilan c¢alismalarda; yetiskinler tarafindan haksiz
muameleye maruz kalmanin, ¢ocuklarin iyi olus dizeylerini distirdiglu (Goswami, 2012) ve ebeveynleri
tarafindan daha sik duygusal destek, fiziksel bakim ve egitim destegi alan, denetim ve takibi yapilan
¢ocuklarin daha yiiksek iyi olus egiliminde olduklari (The Children’s Society, 2014) goérulmustir. Kronik
sorunlar yasayan ¢ocuklarin aile islevselligi ve iyi olus diizeyleri arasindaki illiskiyi inceleyen meta analiz
calismasinda, ¢ocuklarin psikolojik sagliklari ile aile islevselliginin dokuz boyutundan yedisinde anlamli
iliskiler bulunmustur. Ayrica aile islevselliginin boyutlari ve cocuklarin problem davranislari, sosyal
yeterlikleri, yasam kaliteleri ve fiziksel sagliklari anlamli iliskiler gériilmistir (Leeman et al., 2016).

Yasam kalitesi kavrami dissal yasam kosullariyla da iliskili oldugu icin, cocuklarin demografik
ozelliklerinin yasam kalitesi ile iliskisini belirlemek yararli olabilir. Ancak Tirkiye'de yasayan ¢ocuklarin
yasam kalitesine iliskin arastirmalar sinirli oldugu igin, bu yéndeki bulgular da sinirhdir. Varolan birkag
galismada g¢ocuklarin mutluluk (Demiriz & Ulutas, 2016) ve ergenlerin yasam doyumu dizeylerinin
(Civitci, 2009) cinsiyete gore anlamh farkhhklar gosterdigi goriilmustiir. Cocuklarin yaslari yukseldikge
mutluluk dizeylerinin artigini gésteren calisma bulunmaktadir (Demiriz & Ulutas, 2016). Kardes sayisi
bakimindan ise, tek ¢cocuk veya bir kardese sahip olan ergenlerin aile doyumunun, dort veya daha fazla
kardese sahip olan ergenlerden daha yiksek oldugu bulunmustur (Civitci, 2009). Bu nedenlerle bu
arastirmada cocuklarin yasam kalitelerinin, destekleyici aile iliskileri, engelleyici iliskileri, cinsiyet, yas ve
kardes sayisi degiskenleri ile iliskisini belirlemek amaglanmistir. Tiirkiye'de bu 9-11 grubundaki (orta
cocukluk dénemi), herhangi bir fiziksel ve psikolojik saglik problemi olmayan ¢ocuklarin yasam kalitesi
dizeyleriyle aile iliskilerinin ve demografik o6zelliklerin iliskisinin incelendigi bir c¢alismaya
rastlanmamistir. Ayrica erken ve orta ¢ocukluk dénemindeki ¢cocuklara iliskin verilerin sinirli oldugu,
varolan verilerin genellikle anne-babalarinin bakis acisina dayandigi gériilmektedir. ilgili alan yazinda bazi
calismalarda (6rn., Cook, 2000, 2001; Laursen, Wilder, Noack & Williams, 2002; Stemmler & Petersen,
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2000) ergenlerin ebeveynleriyle olan iliskileri hakkindaki 6z-degerlendirmelerine basvurulmustur. Ancak
10 yas ve altindaki ¢ocuklarin gorislerine basvurulan az sayida arastirma bulunmaktadir (Ross, Stein,
Trabasso, Woody & Ross, 2005). Bu ¢alismada, 9-11 yas arasi ¢ocuklarin yasam kalitesi ve aile islevleri
algisi, onlarin 6z-bildirimlerine dayanilarak elde edilmistir. 9-11 yas arasi ¢ocuklarin yagsam kalitesi
dizeyleri destekleyici, engelleyici aile iliskileri, cinsiyet, yas, kardes sayisi degiskenleri tarafindan ne
diizeyde yordanmaktadir sorusuna cevap aranmistir. Arastirma sonuglarinin Tirkiye'de yasayan
cocuklarin yasam kalitelerini etkileyen ailesel ve demografik faktorlerin anlasilmasina katki saglayacagi
distnulmektedir. Aile islevlerinin etkilerinin, engelleyici ve destekleyici iliskiler olarak daha
derinlemesine incelenmesinin bulgulari zenginlestirecegi diistiniilmektedir.

Yoéntem
Arastirma Modeli

Bu arastirmada, 9-11 yas arasi ¢ocuklarin yasam kalitesi dizeylerinin ¢ocuklarin aile islevleri algisi ve
bazi demografik 6zellikleriyle iliskisi incelenmistir. Arastirma iliskisel tarama modelinde tasarlanmistir.
Arastirmanin bagimh degiskeni cocuklarin yasam kalitesi diizeyleri iken, bagimsiz degiskenleri cocuklarin
aile islevselligi algisi (destekleyici aile iliskileri ve engelleyici aile iliskileri) ve bazi demografik 6zellikleridir
( cinsiyet, yas ve kardes sayisi).

Katilimcilar

Arastirma 6rneklemi belirlenirken, MEB Tebligler Dergisi (2018) verileri temel alinmis ve 6rneklem 1.
Hizmet alaninda bulunan alti ilkokul ve alti ortaokullardan ulasilabilir 6rnekleme kapsaminda segilmistir.
Sinif diizeyindeki secimde ise segkisiz atama kullanilmis ve her diizeyden (liglincii, dérdinci, besinci
sinif) iki sinif belirlenmistir. Veri toplama siirecinde belirlenen okullarin her sinif diizeyinden 6grenciye
esit oranda ulasilmaya calismis, toplamda 1.046 6grenciye uygulama yapilmistir. Arastirmada g¢ocuklarin
aile yasantisini ve iligkilerini etkileyebilecegi diistinlildigu igin, pargalanmamis ailelerden gelmemesi, her
iki ebeveyninin de yasiyor olmasi ve ¢ocugun herhangi bir engeli ya da slrekli tedavi gerektiren bir
hastaliginin olmamasi kriter olarak belirlenmistir. Bu sebeple pargalanmis ailelerden gelen (82), ebeveyn
kaybi yasayan (8), engeli ya da surekli tedavi gerektiren bir hastaligi bulunan (21), ebeveynleri ceza
evinde olan (2), cocuk esirgeme kurumundan gelen (2), dlcekleri dogru anlama ve doldurmada sikinti
yasayan kaynastirma o6grencileri (6) ve son olarak da formlari hatali dolduran (24) cocuklarin verileri
cikarilarak 901 veri analize uygun gorilmustir. Analize uygun goriinen 901 cocugun verilerinden, eksik
isaretlenmis 102 veri, veri setinden cikarildiktan sonra kalan 799 veri lzerinde ug¢ deger analizleri
yapilmistir. Tek degiskenli u¢ deger analizinden sonra veri sayisi 783’e dusmustir. Sonug olarak
arastirma, izmir ili Konak, Bornova ve Karsiyaka merkez ilgelerinin 1. Hizmet alaninda bulunan alti ilkokul
ve alti ortaokul olmak Uzere toplamda 12 okulun 3.4. ve 5. sinifina devam eden 783 cocuk Uzerinde
gerceklestirilmistir. Arastirma verileri 2017-2018 egitim-68retim yilinin mart ve nisan aylarinda
toplanmistir.

Bu arastirma cocuklarla yaratuldGgu icin, verilerin glivenilir bir sekilde toplamasinda c¢ocuklarin
okuduklarini anlayabilme, yasadiklari duygularin farkinda olabilme ve Olcek maddelerini dogru
kodlayabilme becerilerinin énemli oldugu distnilmektedir. Konu ile ilgili yapilan arastirmalarda bu
gorust desteklemektedir. McCall’a (1975) gore gocuklarin bilissel performanslari ile sosyo-ekonomik
seviyeleri arasinda anlamh bir iliski bulunmaktadir. Yoksul ¢cocuklar bilissel testlerde daha disik puan
almakta ve varlikh akranlarina gére okula baslama hazir oluslari daha diisik olmaktadir (Halle et al.,
2009). Yapilan arastirmalar ¢ocukluk dénemlerinin en az yarisini yoksul olarak gegirenlerin saghginin,
bilissel gelisimlerinin, iliskilerinin ve kendilerine yonelik algilarinin bu yasantilardan etkilendigini
gostermistir (Ratcliffe & McKernan, 2010). Bu sebeplerle ve arastirmanin amacina uygun olacak sekilde,
alt sosyoekonomik diizeydeki okullar arastirma 6rneklemine dahil edilmemistir. Orneklemi olusturan
cocuklara ve ¢cocuklarin ebeveynlerine ait demografik bilgiler Tablo 1’de verilmistir.
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Tablo 1.
Orneklemin Demografik Ozellikleri.
f %
Cinsiyet Kiz 396 50.60
Erkek 387 49.40
Yas 9 Yas 220 28.10
10 Yas 259 33.10
11 Yas 304 38.80
Kardeg Sayisi Tek gocuk 175 22.30
1 Kardes 483 61.70
2 Kardes 93 11.90
3 Kardes 20 2.60
4 Kardes 7 .90
5 Kardes 4 .50
5’den fazla kardes 1 .10
Anne Egitim Diizeyi ilkokul 52 6.60
Ortaokul 106 13.50
Lise 268 34.20
Yiiksekokul/Universite 328 41.90
Lisansustu 29 3.70
Baba Egitim Diizeyi ilkokul 46 5.90
Ortaokul 101 12.90
Lise 233 29.80
Yiiksekokul/Universite 368 47.00
Lisansustu 35 4.50
Anne is Durumu Calisiyor 379 48.50
Calismiyor 404 51.50
Baba Is Durumu Galisiyor 763 97.50
Calismiyor 20 2.50
Toplam 783 100.00

Veri Toplama Araglari

Cocuklar igin Genel Yasam Kalitesi Olgedi (Kid-Kindl): KINDL 3-17 yas arasi cocuk ve ergenler icin
Ravens-Sieberer ve Bullinger (1998) tarafindan gelistirilen, diinya genelinde 14 dile gevrilen, Eser vd.
(2008) tarafindan Turkce’ye uyarlanan genel amacli yasam kalitesi Olcegidir. Arastirmada ¢ocuklarin
yasam kalitesini 6lgmek igin kullanilan Kid-KINDL (8-12 yas arasi) genel amagh yasam kalitesi 6lgegi 5’li
likert tipinde, olumlu ve olumsuz (24 maddeden olusmaktadir. Bedensel iyilik (6r. Gegen hafta boyunca
yorgun ve bitkindim), duygusal iyilik (6r.gecen hafta boyunca kendimi yalniz hissettim), 6z saygi
(6r.gecen hafta boyunca kendimiden hosnutluk duydum) , aile (6r.gegen hafta boyunca annem babamla
aram iyiydi), arkadas (6r.gecen hafta boyunca arkadaslarimla iyi gecindim) ve okul (6r.okulda oldugumuz
gectigimiz hafta derslerden hoslandim)olmak Gzere alti alt boyutu olan 6lgekten boyutlara ait puanlar
bagimsiz olarak hesaplanabilmekte ve alti boyutun bilesiminden olusan toplam yasam kalitesi puani elde
edilmektedir. Her bir boyut icin maddelere verilen puanlarin sayilmasi, .00-100.00 arasinda
dlceklendirilecek sekilde dénistiiriiimesi ve 6zetlenmesi ile puan hesabi yapilmaktadir. Olcekten alinan
puan yiikseldikce ¢ocuklarin algilanan yasam kalitesi diizeyleri de artmaktadir. Olgegin toplam yasam
kalitesi ile alanlar arasinda (hastalik modilii disinda) bulunan korelasyon degerleri .58-.68 arasinda
degismektedir. Madde-alan karsilastirilmasinda tiim alanlarda yliksek diizeyde korelasyon oldugu
belirlenmistir. Olgegin cronbach alpha degerleri toplam yasam kalitesi, bedensel iyilik, ruhsal iyilik,
6zsaygl, aile, arkadas, okul alanlari ve hastalik moduli igin sirasiyla .80, .69, .59, .58, .61, .56, .55 ve .49
olarak bulunmustur. Olcegin yapi ve icerik gecerliligi icin yapilan agiklayici ana bilesenler (faktér)
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analizinde, orijinal faktér yapisi bilylk 6lglide korunmus, toplam yasam kalitesinin alan puanlari
tarafindan aciklayicihg yiksek bulunmustur (Eser et al., 2004). Bu arastirma grubunda toplam yasam
kalitesi igin cronbach alpha degeri .82 bulunmustur.

Cocuklar igin Aile iliskileri Olgedi (Caié): Cocuklarin aile islevlerini nasil algiladiklarini 6lgmek igin
Demirtas Zorbaz ve Korkut Owen (2013) tarafindan gelistirilmistir. 3’l0 likert tipinde olan olgek,
destekleyici aile iliskileri ve engelleyici aile iliskileri olmak (izere iki alt boyuttan ve toplamda 20
maddeden olusmakta, élcekten toplam puan elde edilememektedir. Olcegin her bir maddesi 1 ile 3 puan
araliginda puanlanmaktadir. Destekleyici Aile iliskileri alt boyutu (6rn. ailemde herkes fikirlerini rahatlikla
ifade eder), saglikli aile ozelliklerini icermekte ve alinan yiiksek puan cocugun ailesindeki iliskileri
destekleyici olarak algiladigini gostermektedir. Engelleyici Aile iliskileri alt boyutu (6r. ailemin istemedigi
bir davranis yaptigimda, benimle bir siire konusmazlar) sagliksiz aile 6zelliklerini igermekte ve alinan
yiksek puan cocugun ailesindeki iliskileri engelleyici olarak algiladigini gostermektedir. Olgek
maddelerinin madde yiik degerleri birinci alt 6lgekte .45 ile .65, ikinci alt dlcekte ise .45 ile .69 arasinda
degismektedir. Olcegin giivenirlik calismasinda elde edilen Cronbach alfa katsayisi, orjinal galismada iki
ayri grupta, birinci alt boyut icin .76 ve .78 ve ikinci alt boyut i¢in .83 ve .84 olarak hesaplanmistir
(Demirtas Zorbaz & Korkut Owen, 2013). Bu arastirma grubunda cronbach alpha degerleri destekleyici
aile iligkileri icin .72 ; engelleyici aile iliskileri igin .77 bulunmustur.

Verilerin Toplanmasi

Arastirma icin Bilimsel Arastirma ve Yayin Etigi Kurulu’ndan (BAYEK) ve il Milli Egitim Mudirligiinden
gerekli onaylar alinmistir. Belirlenen okullarda, 3. 4. ve 5. sinif diizeylerinden tesadifi olarak ikiser sube
belirlenmistir. Calisma 6ncesinde cocuklara arastirma hakkinda genel bilgiler verilip, arastirmaya
katilmada gonulligin esas oldugu belirtilmistir. Cocuklarla dlgekleri nasil dolduracaklari konusunda bir
on ¢alisma yapilmistir. Veri toplama araglari, yaklasik bir ders saati icerisinde, sinif rehber 6gretmeni ve
arastirmacilardan biri tarafindan uygulanmistir. Sinif 6gretmenlerinden gocuklarla ilgili bazi bilgiler
(ebeveyn bosanmasi, ebeveyn kaybi, herhangi bir engeli ya da stirekli tedavi gerektiren bir hastalik
yasama vb.) alinmistir.

Verilerin Analizi

Arastirmada Kid- KINDL Cocuklar icin Genel Yasam Kalitesi Olgceginden elde edilen verilerden olusan
veri seti, her bir boyut .00-100.00 arasinda Olgeklendiriimek Uzere KINDL Tirkiye Merkezine
génderilmistir. Tum istatiksel analizler Sosyal Bilimler istatistik Paket Programi (SPSS, Statistical Package
for the Social Sciences) 23.0 kullanilarak yapilmistir. Arastirmada destekleyici aile iliskileri, engelleyici aile
iliskileri, cinsiyet, yas ve kardes sayisi degiskenlerinin, 9-11 yas arasi cocuklarin yasam kalitesi diizeylerini
yordama glicini belirlemek amaciyla ‘asamali goklu regresyon’ (stepwise multiple regression) analiz
yontemi kullanilmistir.

Arastirma kriterlerine gore gecersiz sayilan 145 6lgek arastirma disinda birakildiktan sonra kalan 901
veriden de eksik isaretlenmis 102 6lgek veri setinden ¢ikarilmistir. Coklu regresyon analizine gegilmeden
once 799 veri seti izerinde ug degerler, normallik ve ¢oklu birlikte degisim varsayimlari test edilmistir.
Tek degiskenli normallik degerleri igin Z degerleri incelenmis, cok degiskenli normallik ve ug degerler Ma-
halanobis Distance testi yapilmistir. Bu incelemeye gore 16 veri tek degiskenli u¢ deger olarak
saptanarak veri setinden gikarilmis ve veri sayisi 783’e diismustir. Cok degiskenli ug deger analizinde ise,
cok degiskenli u¢ degere ve ¢ok degiskenli normalligi bozan herhangi bir gézleme rastlanmamistir.
Verilerin dagiiminin normalligi ile ilgili yapilan degerlendirmelerde ise carpiklik (skewness) ve basiklik
(kurtosis) degerlerine bakilmistir. Skewness ve kurtosis degerlerinin +1.00 ve -1.00 arasinda yer aldig
(Tablo 3) gorilerek verilerin normal dagildigi sonucuna ulasiimistir (George & Mallery, 2003). Bagimsiz
degiskenler arasinda c¢oklu birlikte degisim olup olmadigl bagimsiz degiskenlerin VIF ve tolerance
degerleriyle incelenmis ve bagimsiz degiskenlerin VIF degerlerinin 10’dan kiigik, tolerans degerlerinin de
.10’dan biiyik oldugu gézlenmistir. Buna gore, bagimsiz degiskenler arasinda ¢oklu baglanti probleminin
olmadigi tespit edilmistir. Sonug olarak ¢oklu regresyon analizinin yapilabilmesi icin veri setinin gerekli
varsayimlari dogruladigi ve verilerin regresyon analizine uygun oldugu gorilmustir.
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Bulgular

Regresyon analizine gegilmeden 6nce bagimli degisken ve bagimsiz degiskenlerin birbirleriyle olan
korelasyon degerleri incelenmistir. Degiskenlerin Pearson korelasyon katsayilari Tablo 2’de verilmistir.

Tablo 2.

Bagimli ve Bagimsiz Dediskenler Arasindaki Korelasyon Katsayilari.

Degiskenler YK DAI EAi C Y
Yasam Kalitesi (YK) -

Destekleyici Aile iliskileri (DAI) .54 -

Engelleyici Aile iliskileri (EAI) -.52 -.55 -

Cinsiyet (C) .05 .05 -.09 -

Yas (Y) .07 12 -.14 .05 -
Kardes Sayisi (KS) -.09 -.09 .10 -.00 .09

Tablo 2’de goriildugi Gzere, gocuklarin yasam kalitesi diizeyi ile algiladiklari destekleyici aile iligkileri
arasinda (r= .54) olumlu yonde orta diizeyde bir iligki, gocuklarin yasam kalitesi diizeyi ile algiladiklari
engelleyici aile iligkileri arasinda (r= -.52) olumsuz yénde orta diizeyde bir iliski bulunmustur. Korelasyon
analizi sonucunda yasam kalitesi degiskeni ile anlaml iliski gbstermeyen cinsiyet, yas ve kardes sayisi
degiskenleri ise regresyon analizine dahil edilmemistir.

Arastirmada oncelikle ¢ocuk yasam kalitesi bagimli degiskeni ile destekleyici aile iliskileri ve
engelleyici aile iliskilerinin puan ortalamalari, standart sapmalari ve ranj degerleri incelenmistir. Bagimh
ve bagimsiz degiskenlere iliskin betimsel istatistik sonuglari Tablo 3’de verilmistir.

Tablo 3.
Bagimli ve Badimsiz Dediskenlere Ait Betimsel istatistikler.
n X Ss Ranj Carpikhk Basiklik
Bagimli Yasam Kalitesi 783 7837 11.59 55.21 -.53 -12
Bagimsiz Destekleyici Aile iligkileri 783 2.74 .25 1 -.95 .07
Engelleyici Aile iligkileri 783 1.32 .25 1,10 .79 .04

Tablo 3’de gorildiga gibi, cocuklarin yasam kalitesi diizeylerinin ortalamasi 78.37’dir (Ss=11.59). Bu
olcekten alinan en yiiksek puan 100; en disik puan ise 44.79, ranji 55.21’dir. Destekleyici aile iliskileri alt
Olgeginin ortalamasi 2.74’dir (Ss=.25). Destekleyici aile iliskileri alt 6l¢eginden alinan en yiiksek puan 3;
en dustk puan ise 2’dir, ranji 1'dir. Engelleyici aile iliskileri alt 6lgeginin ortalamasi 1.32’dir (Ss=.25).
Engelleyici aile iliskileri alt 6lgeginden alinan en yiksek puan 2.10; en dusiik puan ise 1.00°dir, ranji
1.10'dur.

Arastirmada yordayici degiskenler olarak ele alinan destekleyici ve engelleyici aile iliskilerinin
cocuklarin yasam kalitesini yordamasina iliskin ¢oklu regresyon analizi sonuglari Tablo 4’de ve Tablo 5’de
verilmistir.

Tablo 4.

9-11 Yas Cocuklarinin Yasam Kalitesi Diizeylerinin Yordanmasina iliskin Bulgular.

Degiskenler (n=783) Coklu R R? R? Degisim F Degisim Sd p
Destekleyici Aile iliskileri .54 .29 .29 314.77 781 .00
Engelleyici Aile iliskileri .60 .36 .07 85.72 780 .00

Regresyon analizi sonuglari incelendiginde, destekleyici aile iliskileri ve engelleyici aile iliskilerinin, 9-
11 yas cocuklarinin yasam kalitesi dizeyleri igin anlamli yordayicilar oldugu gorilmektedir. Yapilan
asamali ¢oklu regresyon analizi iki asamada tamamlanmistir. Birinci asamada, 9-11 yas ¢ocuklarinin
yasam kalitesi dizeyleriyle en yliksek iliskiyi gosteren ‘destekleyici aile iliskileri” degiskeni analize girmis
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ve ¢ocuklarin yasam kalitesi duzeyleri ile destekleyici aile iliskileri arasindaki korelasyon pozitif yonde ve
anlamli olarak bulunmustur (R=.54, R?=. 29, F(1.78)=314.77, p<.05). Destekleyici aile iliskilerinin toplam
varyansin %28.70'sini acikladigi goériilmistir. ikinci asamada destekleyici aile iligkileri degiskenine ek
olarak ‘engelleyici aile iliskileri’ degiskeni analize dahil edilmistir. Engelleyici aile iligkileri degiskeninin
getirdigi ek katki %7.10 olup iki degisken birlikte yasam kalitesi puanlarindaki toplam varyansi %35.80’ini
acikladigr goralmistir.

Tablo 5.
9-11 Yas Cocuklarinin Yasam Kalitesi Diizeylerinin Yordanmasina iliskin B, Beta Korelasyonu ve Anlamlilik
Diizeyi.

Degisken B Std Hata Beta t p*
(1.Asama)
(Sabit) 11.99 3.76 3.19 .00
Destekleyici Aile iliskileri 24.19 1.36 .54 17.74 .00
(2.Asama)
(Sabit) 52.42 5.64 9.30 .00
Destekleyici Aile iliskileri 16.30 1.55 .36 10.52 .00
Engelleyici Aile iliskileri -14.19 1.53 -32 -9.26 .00
Tartisma

Bu arastirmanin amaci 9-11 yas arasi ¢ocuklarin yasam kalitesinin, aile islevleri (destekleyici aile
iliskileri ve engelleyici aile iliskileri) ve bazi demografik degiskenler (cinsiyet, yas ve kardes sayisi)
tarafindan yordanma glicinln arastiriimasidir. Arastirma 6rneklemi orta gelir seviyesine sahip, devlet
okullarinda egitim goren, slrekli tedavi gerektiren bir hastaligi olmayan, ¢cogunlukla bir kardese sahip ya
da tek ¢ocuk olan g¢ocuklardan olusmustur. Arastirmaya katilan ¢ocuklarin anne ve babasi hayatta ve
evlidir. TUIK (2016) verilerine gore Tiirkiye’de yasayan annelerin %75.00'i ev hanimiyken, arastirmaya
katilan g¢ocuklarin annelerinin %48.50'nin calistigi gorilmektedir. Anne ve babalarin egitim dizeyinin
¢ogunlukla lise ve Universite mezunu olmasi, annelerin ¢alisma oraninin Tirkiye geneline gore ylksek
olmasinin sebebi olabilir. Babalarin galisma orani ise %97.50’dir. Arastirma o6rneklemini olusturan
cocuklarin genel olarak yasam kalitesi dlzeylerinin ylksek (.78) oldugu goérilmuistir. Arastirma
orneklemindeki c¢ocuklarin genel yasam kalitesi diizeyinin yiliksek bulunmasi, érneklemde yer alan
cocuklarin olumlu ve saglikh yasantilara sahip oldugunun bir gostergesidir. Arastirma érnekleminde yer
alan gocuklarin yasam kalitelerine iliskin algilarinin olumlu olmasinin énemli ve umut verici bir bulgu
oldugu disiiniilmektedir.

Arastirmada destekleyici aile iligkileri ve engelleyici aile iligkileri degiskenlerinin gocuklarin yasam
kalitesi dlzeylerinin %35.80’ini agikladigl bulunmustur. Bu bulgu aile iliskilerinin gocuklarin yasam
kalitesinin agiklanmasinda 6nemli bir giice sahip oldugunu gostermektedir. Bu konuda yurtdisinda
yapilan bircok arastirmada, ¢ocuklarin yasam kalitelerinin/iyi oluslarinin en gigli yordayicilardan birinin,
cocuklarin aileleriyle kurduklari iliskiler oldugu gértlmustir (Bradshaw,Keung, Rees & Goswami, 2011;
Casas, Bello, Gonzalez & Aligue, 2013; Dinisman, Andresen, Montserrat, Strozik & Strozik, 2017,
Goswami, 2012; Knopp et al., 2017; Kosher & Ben-Arieh, 2017; Kutsar et al., 2019; Lawler et al., 2017;
Leeman et al., 2016; Migliorini et al., 2015; Migliorini et al., 2016; Navarro et al., 2017; Newland et al.,
2014; Oriol et al., 2017; Strézik et al., 2016; The Children’s Society, 2012; The Children’s Society 2014;
Uusitalo-Malmivaara & Lehto, 2013). Turkiye’de yasayan, herhangi bir siiregen saglk problemi olmayan
orta ¢ocukluk dénemindeki cocuklarin yasam kaliteleri (izerinde etkili olan degiskenleri inceleyen
arastirmalara rastlanmamistir. Bu nedenle bu bulgunun Tirkiye’de yasayan c¢ocuklarin yasam
kalitelerinin belirleyicilerinin anlasiimasina 6nemli bir katki sagladig distinilmektedir.

Arastirmanin bir diger bulgusu, destekleyici aile iliskileri degiskeninin ¢ocuklarin yasam kalitesi
diizeyini engelleyici aile iliskilerine gore daha gigli olarak yordamasidir (%28.70). Destekleyici aile
iliskileri, ebeveynlerin gocuklarina ilgi gosterdigi, duygu ve diisiincelerine deger verdigi, aile Uyeleri
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arasinda acik bir iletisimin oldugu, karar verme sirecine tiim ailenin birlikte katildigi ve aile lyelerinin
birbirlerine duygusal anlamda yakinlik gésterdigi bir aile atmosferini tanimlamaktadir. Birgok ¢alismada
aile icerisinde sevgi, acik iletisim, birbirlerinin ihtiyaglarina karsi ilgili olma, birbirlerine duygusal yakinlik
gosterme gibi davranislarin varliginin gocuklarin ve ergenlerin yasam kalitesi diizeyini arttirdigi (Joronen
& Kurki, 2005; Park, 2004; Rask et al., 2003; The Children’s Society, 2012), cocuklarin saglikh
davranislarina katkida bulundugu (Chen & Kennedy, 2004) gérilmustir. Tirkiye’de yapilmis ebeveyn
tutum ve davranislarina iliskin yayinlanmis calismalarin incelendigi bir derleme ¢alismasinda (Stimer,
Aktlirk ve Helvaci, 2010) ebeveyn tutumlarinin bagimsiz degisken olarak ele alindigi ve bir sonug
degisken lzerinde etkisinin incelendigi 34 yayin incelenmistir. Anne-babadan algilanan ilgi, sevgi, sefkat
ve sicakligin genelde olumlu 6zelliklerle iligkili oldugu; yetkeci ve baskici ailelerden gelen gocuklarin ise,
olumsuz psikolojik &zellikler ve davraniglar gelistirme riski tagidigi gorilmistiir. Ozellikle ailelerini
demokratik algilayan ¢ocuklarin, ailelerini baskici ve otoriter algilayanlara gére hem kendilerini daha
ozerk olarak tanimladigi ve benlik degeri ilgili degiskenlerde daha yiiksek puan aldiklari hem de gevreyle
genel uyumlarinin daha yiksek oldugu belirtilmistir. Destekleyici aile iliskilerinin ¢ocuklarin yasam
kaliteleri Gzerindeki etkilerinin kllttrel 6zelliklerle de iliskili oldugu diisintilmektedir. Kagitcibasi (2007),
modern Tirk aile modelini psikolojik (duygusal agidan) birbirine bagimh olarak tanimlamakta, iliskisel
aile modeli olarak kavramsalllastirdigi aile yapisinda, bagimsizligin ve karsihkli bagimhhgin bir butiinluk
icinde oldugunu vurgulamaktadir. Cocuk yetistirme, ebeveynlik siirecinde hem cocuklarin iligkili olma
ihtiyaclar karsilanmakta hem de 6zerklik gelisimleri desteklenmekte, ancak digerleri tarafindan kabul
edilme, onaylanma, ait hissetme gibi ihtiyaclar daha ¢ok 6n plana ¢ikmaktadir. Bu kultirel 6zelliklerin,
Tirkiye'de yasayan cocuklarin yasam kalitelerinde aileleriyle kurduklari destekleyici iliskilerin belirleyici
etkisini acikladigl distinilmektedir.

Engelleyici aile iliskileri degiskeninin gocuklarin yasam kalitesi dizeyinin anlaml ama zayif bir
yordayicisi (%-7.10) oldugu gorilmistir. Engelleyici aile iliskileri; ailede etkisiz iletisimi ve problem
¢6zme becerilerini, aile bireyleri arasinda tartismayi, anne babanin g¢ocuklarin yasantisi ile
ilgilenmemesini, cezalandirmayi ve aile bireyleri arasinda dusik baghhgi ve sicakhgi icermektedir. Alan
yazin incelendiginde bahsedilen engelleyici aile islevleri arttikca c¢ocuk ve ergenlerin davranis
problemlerinde artis (Crawford, Schrock & Woodruff-Borden, 2011; Cummings & Davies, 2002; Haskett
& Willoughby, 2007; Leve, Kim & Pears, 2005; Peleg-Popko & Dar, 2001; Prinzie et al., 2004; Prinzie et
al., 2005; Savi & Akboy, 2008), iyi olus diizeylerinde diisme (Kochanska, Clark & Goldman, 1997; Prinzie,
Stams, Dekovic, Reijintes & Belsky, 2009) yasam doyumlarinda azalma (Chappel, Suldo & Ogg, 2014)
gorilmektedir. Arastirma bulgularinin dikkat ceken bir yonii, 9-11 yas arasi ¢ocuklarin yasam kalitesinin
aciklanmasinda destekleyici aile iliskilerinin yordama gliclinlin (%28.70) engelleyici aile iliskilerine gore
(%-7.10) dikkate deger bir farkla yiksek bulunmasidir. Bu sonuglar, ¢ocuklarin pozitif aile iligkileri ve
ebeveyn davranislarina karsi daha agik oldugu ve olumsuz yasantilardansa olumlu yasantilardan daha
cok etkilendiklerini gostermektedir. Aile ici pozitif iliskilerin negatif iliskilere gore cocuk yasam kalitesi
Uzerinde daha fazla etkisinin olmasinin birka¢ nedeni olabilecegi distiniilmektedir. Bunlardan birisinin
aile yasami ve islevlerinin algilanmasindaki kilttrel farkliliklar oldugu diistiniilmektedir. Clinki bilindigi
gibi, c¢ocuklarin yasam Kkaliteleri/iyi oluslar cografi, kultirel ve baglamsal faktorlere gore
farklilasmaktadir (Casas et al., 2013; Dinisman, Montserrat & Casas, 2012; Dinisman, Zeira, Sulimani-
Aidan & Benbenishyt, 2013). Ornegin, Kagitcibasi’na (2005) gére sugluluk olusturma Tiirkiye'nin kiiltiirel
baglaminda olumsuz algilanmazken; bati kiiltlirlerinde olumsuz algilanmaktadir. Bu kapsamda yapilan
o6nemli calismalardan birisinde (Kagitgibasi, 2007), Turk kiltirinde ve benzeri diger toplulukgu
kiltlrlerde ebeveyn disiplini ve sicakliginin birbirinin karsisinda degil, birbirini tamamlayan boyutlar
olarak algilandigini ileri slrilmastir. Bati toplumlarinda asiri korumaya dayali anababa tutumlari
olumsuz algilanirken ve gocuklar Gzerindeki etkileri olumsuz olurken, Tiirkiye’de genel olarak korumaya
dayali bir ebeveyn tutumu algilanmakta ve bu nedenle ¢ocuklar {izerinde de olumsuz sonuglara yol
acmamaktadir. Simer vd. (2009) 4. ve 5. sinif 6grencileri Gzerinde yaptigl arastirmada da, ¢ocuklarin
ebeveynlerinin bildirdiklerinden daha distk dizeyde psikolojik kontrol algiladiklari gértlmustir. Kisacasi
uluslararasi alan yazinda olumsuz ebeveyn davranisi olarak gorilen sugluluk olusturma, psikolojik
kontrol gibi ebeveyn tutumlari, Tuark kiltirinde c¢ocuklar {izerinde ayni olumsuz etkiyi
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olusturmamaktadir. Bu gibi ebeveyn davranislarinin ¢ocuklar tarafindan ozerkliklerini engelleyen
yasantilar olarak goriilmedigi, ebeveynlerinin kendilerini sevdikleri gibi kizabileceklerini,
engelleyebileceklerini ve bunlari kendilerini korumak icin yaptiklarini digtindtkleri, bu iletisim
oruntdlerini iligkilerinin dogal bir pargasi olarak algiladiklar diisinilmektedir. Kandemirci (2018)
tarafindan 4. sinif 6grencileriyle yapilan ¢alismada da, 6grencilerin 6gretmenlerinin kendilerini herhangi
bir nedenle engellemelerini, 6zerkliklerinin engellendigi biciminde degil, 6gretmenlerinin kendilerini
sevdikleri biciminde yorumladiklari gériilmustir. Bu kapsamda elde edilen bu bulgunun Tiirkiye'de ¢ocuk
ve aile iliskileri agisindan onemli bir katki sagladigi ve cocuklarin ebeveyn davranislarini nasil
yorumladiklari konusunda daha g¢ok arastirmaya ihtiya¢ oldugu distiniilmektedir.

Bir baska agidan ise bu bulgu, cocuklarin genel olarak yasam kalitesi diizeylerinin ylksek bulunmasi
(.78) ile agiklanabilir. Lyubomirsky, King ve Diener’e gore (2005), mutlu insanlar karsilastiklari olumsuz
olaylarin pozitif yanlarini gormeye meyillidirler. Benzer sekilde Hefferon ve Boniwell’de (2014) olumlu
duygularin bireylerin bakis agisini genislettigini ve olumsuz duygularin etkilerini azalttigini belirtmislerdir.
Cocuklarin genel olarak yasamindan memnun olmalari, onlarin olumsuz ebeveyn davranislarini daha az
6nemsemeleri ile birlikte pozitif duygu ve yasantilara karsi da daha agik ve segici hale getirmis olabilir.
Arastirmada, Turkiye'de yasayan 9-11 yas arasi ¢ocuklarin sosyo-demografik 6zellikleriyle (cinsiyet, yas
ve kardes sayisi) ile yasam kaliteleri arasinda istatistiksel agidan anlamli bir iliski olmadigi goralmustar.
Alanyazin da, demografik degiskenlerle yasam kalitesi/iyi olus arasinda iliski oldugunu tespit eden
¢alismalar olsa da (6rn. Bradshaw et al., 2011; Casas et al., 2013; Klocke et al., 2014), genel olarak
demografik degiskenlerin hem yetiskinlerde (6rn. Diener, Eunkook, Lucas & Smith, 1999; Myers & Diener
1995), hem de ¢ocuk ve ergen gruplari arasinda (6rn.Casas 2011; Berman et al., 2016; Gilman & Huebner
2006) anlamh bir iliski gostermedigi bulunmustur. Demografik degiskenler ile yasam kalitesi/iyi olus
arasinda iliski bulunan arastirmalarda, bulunan iliskinin yasam kalitesi/iyi olus varyansinin ¢ok az bir
kismini agikladigi gortlmistir (Bradshaw et al., 2011; Dinisman ve Ben-Arieh, 2016; Rees et al., 2009).
Sonug olarak, demografik degiskenlerin, ¢ok biylk ve heterojen gruplar lzerinde incelendiginde de,
gocuklarin yagsam kalitesi/iyi olus diizeyleriyle zayif bir iligskisinin oldugu ve Tirkiye'de yasayan gocuklarin
yasam kalitesini anlamaya ve aciklamaya calisan bu arastirmada da incelenen demografik 6zelliklerin
anlaml bir katki saglamadig gérilmustar.

Arastirma sonucunda cinsiyet degiskeni ile cocuklarin yasam kalitesi arasinda anlamli iliski
bulunmamistir. Alanyazinda bu bulguyu destekler nitelikte ¢calismalar olmakla birlikte (Orn.Berman et al.,
2016; Huebner, Seligson, Valois & Suldo, 2006; Karatzias et al., 2006; Migliorini et al., 2018; Uusitalo-
Malmivaara, 2012, Uusitalo- Malmivaara & Lehto, 2013); yasam kalitesi diizeyinin cinsiyete gore anlamh
farkliliklar gosterdigi ¢alismalar da bulunmaktadir (Orn.Bradshaw et al., 2011; Casas et al., 2013; Demiriz
& Ulutas, 2016; Rees et al., 2009). Bu arastirmalarda, yasam kalitesi diizeyinin hangi cinsiyetin lehine
oldugu konusunda ortak bir sonuca ulasilamamistir. Genel olarak kizlarin okul ve kisilerarasi iliskiler
konusunda (Bradshaw et al., 2011; Casas et al., 2013; Civitci, 2009), erkeklerin de benlik imaji, 6zgliven
ve goriiniim agisindan yasam kalitesi dlizeylerinin daha ylksek oldugu bulunmustur (Rees et al., 2010;
The Children’s Society 2014). Bu arastirmada Turkiye de yasayan 9-11 yas arasi ¢ocuklarin yasam kalitesi
dizeylerinde cinsiyetin, diger Ulkelerde yapilan arastirma sonuglariyla paralel olarak, belirleyici bir faktor
olmadig gérilmistir. Arastirma sonucunda yas degiskeni ile cocuklarin yasam kalitesi arasinda anlamli
iliski olmadigi gorilmustir. Yas degiskeni ile ¢ocuklarinin yasam kalitesi arasindaki iliskiyi inceleyen
bircok calismada, ayni gelisim donemi igerisinde bulunan cocuklarin yasam kalitesi diizeylerinde
farklilasma olmadigi, fakat yas ilerledikce yasam kalitesinin dustlgl, cocuklarin yasam kalitesinin
ergenlerden yiiksek oldugu bulunmustur (Berman et al., 2016; Casas, 2011; Cavallo et al., 2006; Klocke
et al., 2014; Rees et al., 2010). Bu arastirmada da ayni gelisim dénemindeki ¢ocuklarin yasam kaliteleri
incelendigi icin benzer sonuglara ulasildigi diisinilmektedir. Daha sonra yapilacak ¢alismalarda farkh
gelisim donemlerindeki cocuklarin yasam kalitelerinin karsilastiriimasiyla anlamli bulgular elde edilebilir.

Arastirma sonucunda kardes sayisi ile ¢ocuklarin yasam kalitesi arasinda anlamli iliski olmadigi
gorilmustir. Alanyazinda kardes sayisi ile orta ¢ocukluk dénemindeki cocuklarin yasam kalitesi/iyi
oluslari arasindaki iliskiyi inceleyen arastirmalara rastlanmamistir. Ergenlik ve okul éncesi donemlerine
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ait yapilan calismalarda da farkli sonuglar elde edilmistir. Civitci’nin (2009) 11-15 yas arasindaki 345
ergenin genel ve farkli alanlardaki (arkadas, okul, aile, yasanilan ¢evre ve benlik) yasam doyumlarini
inceledigi arastirmasinda, kardes sayisi bakimindan; tek cocuk veya bir kardese sahip olan ergenlerin aile
doyumu dort veya daha fazla kardese sahip olan ergenlerden daha yiksek bulunmustur. Demiriz ve
Ulutas (2016) okul 6ncesi donemdeki ¢cocuklarin degerlendirmelerine gore, iki kardesi olan ¢ocuklar daha
mutlu, anne ve 6gretmenlerinin degerlendirmelerine gore kardesi olmayan ¢ocuklar daha mutlu oldugu
sonucuna ulasmislardir. Kardeslik catisma ve rekabet duygularinin yani sira sicaklik, iletisim ve
arkadasligin da yogun olarak yasandigi (Deater-Deckard, Dunn & Lussier, 2002), ayni zamanda sosyal
ortaklar, rol modelleri olarak da birbirlerinin gelisimleri lizerinde dogrudan etkileri olan bir iliski bigimidir
(McHale, Kim & Whiteman, 2006; cite in McHale, Updegraff & Whiteman, 2012). Bu agidan kardeslerin
birbirlerinin yasam kalitesi Uzerinde etkisinin olacagl distnulebilir. Ancak 6rneklem gurubunun
ozellikleri incelendiginde, cocuklarin yarisindan fazlasinin bir kardese sahip oldugu (%61.70), diger buyuk
cogunlugunun da tek cocuk oldugu (%22.30) ve 6rneklem grubunun %84.00’lik bdliminin bir kardese
sahip oldugu ve tek ¢ocuk oldugu gorilmektedir. Arastirma érnekleminin kardes sayisi bakimindan ¢ok
az farklilasmasi, yasam kalitesi ile kardes sayisi arasinda anlamli bir farkliigin bulunmamasina sebep
olmus olabilir. Ayrica bu sonu¢ demografik degiskenlerin yasam kalitesini agiklamada g¢ok sinirli bir katki
saglamasiyla ilgili olabilir.

Sinirhihiklar

Arastirmanin bazi sinirliliklari bulunmaktadir. Bunlardan birisi, arastirmanin érnekleminin arastirma
amaci dogrultusunda, slrekli tedavi gerektiren bir hastaligi olmayan, anne-babasi birarada olan, orta
sosyo-ekonomik diizeydeki okullarda okuyan cocuklardan olusmasidir. Ayrica verilerin ¢ocuklardan
givenilir bir bicimde toplanabilmesi icin de alt sosyo-ekonomik diizeydeki okullar érnekleme dahil
edilmemistir. Arastirma korelasyonel bir ¢alisma oldugundan, analizler sonucu ulasilan bulgularin
nedensellik degil iliskisellik cercevesinde degerlendirilmesi arastirmanin bir diger sinirliigi kabul
edilebilir.

Sonug ve Oneriler

Sonug olarak, ¢ocuk bildirimlerine dayanarak yuriitllen bu arastirmada, 6rneklem grubunda yer alan
9-11 yas arasi ¢ocuklarin yasam kalitelerinin cinsiyet, yas ve kardes sayisi degiskenleri ile iligkili olmadigi,
ancak aile iliskilerinin (destekleyici ve engelleyici aile iliskileri) cocuklarin yasam kalitesinin énemli bir
varyansini acikladigr (%35.80) bulunmustur. Bu arastirma Tirkiye’de orta cocukluk dénemindeki
cocuklarin yasam Kkalitesinin aile islevleri ile bir arada degerlendirildigi ilk calismalardan biridir.
Alanyazinda aile islevselliginin ¢ocuklar Gzerindeki etkilerini degerlendiren; ilgi, 6zerklik ve kontroliin
birlikte oldugu durumlarda ¢ocuk Uzerindeki etkinin olumlu olacagina (Kagit¢ibasi, 2005, 2007) iliskin
sinirli sayida arastirma bulunmaktadir. Bu sebeple gelecek arastirmalarda Tiirkiye'de aile islevlerinin,
¢ocuk yetistirme tarzlarinin ve gocuk yasam kalitesinin incelendigi 6zellikle nitel arastirmalara ve orta
¢ocukluk dénemine dair daha ¢ok veriye ihtiya¢g bulunmaktadir. Destekleyici aile iliskilerinin (%28)
engelleyici aile iliskilerine gére (%-7.00) daha yiksek bir oranda yordama giiciine sahip olmasi ise, aile
islevlerindeki kualtarel farkhliklar, anne baba cocuk iliskileri, pozitif iliskilerin 6nemi ve 6rneklem
grubunun oOzellikleri ile agiklanmistir. Yapilacak yeni arastirmalar bulgularin yorumlanmasina katki
saglayacaktir. ileride yapilacak arastirmalarda farkli sosyo-ekonomik diizeyden gelen ¢ocuklarin yasam
kalitesi dizeyleri ve aile iliskileri incelenebilir. Ayrica farkli sayida kardeslere sahip ¢ocuklarin yasam
kalitelerinin incelenmesi ve kardes sayisinin yaninda ¢ocuklarin kardesleri ile kurduklari iliski bicimlerinin
yasam kaliteleri Gizerinde etki gliciinln arastirilmasi 6nerilmektedir. Tlrkiye'de aile igi iliskiler s6z konusu
oldugunda annane/babaanne ve dedeler de 6nemli bir yer tutmaktadir. Buna ragmen bu kapsamda
yapilmis bir tane arastirmaya (Salman-Engin, Siimer, Sagel & McHale, 2018) rastlanmistir. ileride
vapilacak arastirmalarda c¢ocuklarin yasam kalitesi dizeyinde aile etkisi arastirilirken, genis aile
perspektifinden bakmak Tiirkiye'nin kiltirel 6zellikleri agisindan yararh olabilir.
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Bilgilendirme

Bu arastirma, ‘9-11 yag arasi cocuklarin yasam kalitesinin aile islevselligi ve sosyo-demografik
degiskenler agisindan incelenmesi’ basligini tasiyan yiksek lisans tez calismasinin (2018) Ozeti
niteligindedir.
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The aim of the study is to determine experiences of children attending a preschool
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strategies followed by the teacher concerning these behaviors. The study is a case
study, which is one of the qualitative research methods. The participants were 14
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were analyzed by content analysis, categorized by coding, and themes and sub-themes
were obtained. As a result of the research, it was found that the opinions of the
children and their teachers about class rules and undesirable behaviors were in
parallel with each other. The study revealed that the experiences of children and the
teacher overlap in terms of behaviors and strategies followed by the teacher in
response to desirable behaviors. However, it was found that the experiences of
children and their teacher differ with regards to the way class rules are determined,
and behaviors and strategies followed by the teacher concerning undesirable
behaviors.
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Arastirmanin amaci, bir okul oncesi egitim sinifina devam eden g¢ocuklarin ve
o6gretmenlerinin sinif kurallari, istendik ve istenmeyen davranislar ve bu davranislar
karsisinda izledikleri stratejiler hakkindaki deneyimlerinin belirlenmesidir. Arastirma
nitel arastirma yontemlerinden durum c¢alismasidir. Calisma grubu, bagimsiz bir
anaokulunun 5 yas sinifina devam eden 14 gocuk ve sinifin 6gretmeninden olusmus,
yari yapilandiriimig gértisme teknigi kullaniimistir. Ayrica gériisme sirasinda ¢ocuklara
sorulan sorularin ikisinde g¢ocuklarin deneyimlerini daha detayli betimlemelerine
yardimci olmak igin resim gizmeleri istenmistir. Calismada elde edilen veriler igerik
analizi yapilarak ¢6ziimlenmis, kodlanarak kategorilestirilmis, temalar ve alt temalar
elde edilmistir. Arastirma sonucunda gocuklarin ve 6gretmenlerinin sinif kurallarina ve
istenmeyen davranislara iliskin gérislerinin birbiri ile paralellik gésterdigi bulunmustur.
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etmeleri arastirmanin dikkat gekici bir sonucudur. Ogretmenin istendik davranislar
karsisinda sergiledigi davranislar ve izledigi stratejiler konusunda ¢ocuk ve 6gretmen
deneyimlerinin ortlistugu; sinif kurallarinin belirlenme bigimi, istenmeyen davranislar
karsisindaki 6gretmen davranislari ve stratejileri konularinda ise ¢ocuk ve 6gretmen
deneyimlerinin farklilik gésterdigi tespit edilmistir.
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Introduction

Classrooms are environments in which children and other individuals such as teachers and peers co-
exist and continue their educational activities. In order to create an effective learning environment,
teachers need to adopt some classroom management strategies such as managing disturbing or
inappropriate behaviors of children, setting and following class rules, and encouraging desirable
behaviors.

Classroom management is to create an organized and safe classroom environment that supports
learning, to develop strategies to increase learning and participation in the process, to guide learners to
regulate their behaviors, and to create and maintain a classroom environment that will improve
students’ motivation to learn (Galik, 2015). It is known that effective classroom management is
beneficial for children's academic achievement and positive attitude towards school (Marzano &
Marzano, 2003; Norris, 2003). Such classroom management can be realized by implementing preventive
strategies, determining desirable behaviors, and helping children to exhibit these behaviors (Sadik,
2004). When the literature is examined, it is seen that desirable social behaviors in the preschool period
are sharing, children’s waiting for their turn, helping each other, and showing positive behaviors to
peers, while desirable learning environment behaviors are participating in the learning process,
following class rules, and following the flow of education (Ercan, 2015; Sen & Ari, 2011; Thornberg,
2009). The definition of class rules is expressed in parallel with desirable behaviors, as behaviors
expected to be displayed by children in the classroom and instructions they should follow (Evertson &
Weinstein 2006). It is also possible to observe undesirable behaviors as well as desirable behaviors in
any classroom environment. Undesirable behaviors are expressed as behaviors that disrupt the
education process in all activities inside and outside the class, negatively affect the learning process of
children and their peers and communication with the teacher, and physical harm to themselves, their
friends or the environment (Levin & Nolan, 2007; Sun & Shek, 2012). Children who show undesirable
behaviors, not only affect the daily education flow negatively, but may also experience various academic
and social difficulties in later stages of education (Campbell, Spieker, Burchinal & Poe, 2006; Kauchak &
Eggen, 2003). For this reason, it is important to foster desirable behaviors and control undesirable ones
in preschool classes, which is the first environment where the child is included in the school system.

According to Biehler and Snowman (1990), in an effective classroom setting where desirable
behaviors are increased and undesirable behaviors are reduced, learners know what is expected of them
and experience a sense of accomplishment when they do what is expected. Learners are engaged in
learning activities; time is not wasted; and there is little confusion in the classroom (as cited in Yuksel,
2015). The formation of such a classroom environment depends on the development and
implementation of effective class rules. According to Alter and Haydon (2017), the two most important
characteristics of effective class rules are teaching children rules and linking those rules to positive or
negative consequences. Class rules can be determined by teacher, or children can be included in the
rule-setting process (iflazoglu Saban, 2016). The more children are involved in the process of
establishing rules that will affect their behavior, the more they follow rules. In other words, children
who participate in the process of setting rules find those rules that are established by taking their
consent more meaningful and they endure consequences (Celik, 2002). Therefore, children and teachers
should agree on class rules, why those rules are important, what problems they may face if rules are not
followed, and they should internalize rules. Taking as an example is also an important factor in learning
according to the Social Learning Theory (Bandura & Walters, 1977). Thus, it is extremely important for
the teacher to clearly set class rules and behaviors expected from children in classroom together with
children, and to be a role model for children with their own behaviors and reactions to desirable and
undesirable behaviors of children.

In the literature there are many studies conducted with teachers on class rules and behavior
management. A study conducted by Dal and Akan (2018) revealed that not obeying rules, complaining,
and showing violence are the most important problems according to preschool teachers in the study.
They also stated that they used rewards and reinforcement to prevent undesirable behaviors. In the
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research conducted by Sahin-Sak, Sak and Sahin-Cicek (2016), it was stated that preschool teachers
think that rewards are required to increase positive behaviors of children and some punishments are
required to decrease their undesirable behaviors. The teachers stated that they used concrete rewards
such as pencils, chocolates, candies, stickers. In another study conducted by Uysal, Altun and Akgiin
(2010), it was found that preschool teachers generally focused on the outcome of undesirable
behaviors, and that they did not focus on desirable behaviors and did not develop preventive strategies
that would help to produce desirable behaviors. Similarly, Ataman (2003) found that teachers punished
undesirable behaviors rather than rewarding desirable ones and that their expectations about children's
behaviors were not appropriate for children's developmental levels. Similar to research in the national
literature, it was found, in the international literature, that teachers sent negative communication
messages to children in response to undesirable behaviors by sending inappropriate feedback (Barnett
& Boocock, 1998; Hester, Hendrickson & Gable, 2009). However, the findings of a research conducted in
Hong Kong differ from findings in the literature. In this detailed study, with teachers from four different
classes, including children between the ages of 5-6 years, strategies for determining and applying
classroom rules by teachers and intervention strategies for undesired behavior were examined. As a
result of this qualitative case study, it was found that teachers are worried about classroom discipline
and there is little difference between the discipline methods they apply. In addition, it is stated that
teachers often ignore undesirable behavior and reward desired behaviors using various methods (praise,
go to them, applause) during the behavior management and class compliance process (Ho, Grieshaber &
Walsh, 2017). On the other hand, studies involving children are limited compared to those conducted
with teachers. The study conducted by Karabay and Asi (2015) with 300 children and 30 preschool
teachers revealed that rules in preschool classes can be grouped under three basic categories; rules for
hygiene and order, rules for classroom behaviors, and rules to prevent harm. In their study, teachers
stated that they exhibited positive attitudes when rules were not followed while children reported that
teachers often exhibited negative attitudes such as anger and punishment. Thornberg (2008b)
conducted a study with 141 children aged between 6-11 years and 13 teachers and found that, although
they were not involved in the process of setting rules, children were satisfied with many of the rules and
they made some criticisms by stating that some rules were set arbitrarily and unjustly and explanations
made by the teachers for such rules were inadequate. In another study conducted with preschool
children, the reward and punishment perceptions of children were examined. The study revealed that
children mostly expressed second type of punishments such as being excluded from the game and being
sent off and emphasized the financial aspect of the reward (Ozen-Altinkaynak, Uysal-Bayrak, Taskin &
Akman, 2018).

In summary, strategies the teacher uses in classroom and behavior management are effective and
important factors in child development. For this reason, the behaviors teachers perceive as desirable or
undesirable are important in shaping class rules, classroom management and the behaviors of children.
Similarly, the opinions of children who are at the center of classroom management and their
experiences about desirable and undesirable behaviors are also important in shaping children's
behaviors, classroom management and the classroom atmosphere. Because children are not only
passive receptors, but also active subjects in the socialization and learning process (Corsaro, 2005;
Magnusson & Stattin, 2006). Children can evaluate school rules and teacher interventions and assign
value and meaning to them (Alerby, 2003; Carter, 2016; Devine, 2002). If children do not understand the
importance of a rule, they tend to see it as trivial and unnecessary (Thornberg, 2008a). Our literature
review has shown that studies on class rules were mostly conducted with teachers (Ataman, 2003; Dal &
Akan, 2018; Denizel Given & Cevher, 2005; Hester et al. 2009; Ho et al. 2017; Kaya, 2012; Sugai &
Horner, 2006; Sahin-Sak et al. 2016; Uysal et al. 2010) and studies conducted with children are limited
(Carter, 2016; Ozen-Altinkaynak et al., 2018; Thornberg, 2008a; Thornberg, 2008b). In addition, when
studies conducted in our country are examined, it is seen that it is usually done with different sample
groups and it is only one study that gives the perspective of teachers and children belonging to the same
class (Karabay & Asi, 2015). Therefore, it is thought that obtaining information simultaneously from
teachers and children in the same class will contribute to the literature. Considering the developmental
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characteristics of children in preschool period, only answers that can be obtained by using interview
technique may be limited, and in this study, children were asked to answer the interview questions by
using the painting technique, and in this respect, the research is thought to provide diversity to the
findings in the literature. The present study is important in terms of comparing class rules and strategies
for desirable and undesirable behaviors from the perspectives of both preschool children and preschool
teachers.

The aim of the present study is to determine the experiences of children attending a preschool and
their teacher about class rules, desirable and undesirable behaviors, and strategies followed in response
to these behaviors. Our research question is “What are the experiences of the children in a preschool
and their teacher about class rules and behavior management?”

Method
Research Design

This study was planned as a case study which is one of the qualitative research methods. Empirical
research methods used in cases where a current phenomenon is studied within the context of its own
reality, where boundaries are not clearly defined, and where there is more than one evidence or data
source are considered as case studies (Yin, 1984). In this study, the experiences of children and their
teacher in a preschool classroom about class rules and behavior management were investigated using a
holistic single case design, which is one of the case study designs. In the holistic single case design, the
theory can be confirmed or refuted; specific situations that do not comply with the standards can be
studied, or situations that have not been studied before are studied. In this way, a previously unknown
subject is explored, and the aim is to contribute to the literature (Yildirrm & Simsek, 2013). In the holistic
case studies, social phenomena are dealt with in more detail, allowing direct interpretation with the
findings. For this reason, a case study was conducted to examine the research questions in more depth.

Semi-structured interview technique was used in order to find answers to the questions appropriate
to the aim of the study. In addition to systematically asking interview questions to the participant,
interviews that allow the interviewer to go beyond written questions are semi-structured interviews
(Lune & Berg, 2017). Since the study was conducted with preschool children, it was thought that based
on the answers of the children, more detailed information will be obtained with semi-structured
questions.

Participants

The study was conducted with children attending a class for 5 year-olds at an independent
kindergarten in the Etimesgut district of Ankara, Turkey and the teacher of this class. The cluster
sampling method was used to determine the participants. In this method, firstly, accessible independent
kindergartens in the Etimesgut district of Ankara were identified. Then, the school where the study will
be conducted was determined using the draw method. While determining the class in which the study
will be conducted, language development of preschool children was taken into consideration and it was
predicted that more clear and straight answers could be obtained from 5-year-old children. In this
context, the study group was determined by the simple random sampling method among the four 5 age
classes in the school. The class teacher and 15 children participated in the study. The teacher is 56 years
old, has a bachelor's degree in child development and education and has 32 years of professional
experience. One of the 15 children in the class was an inclusive student. The child had language and
speech impairment and developmental retardation in terms of cognition. No response was received
from the inclusive student during the interview session, and when the child was asked to draw a picture
on the subject, the child did not draw any picture about the rules. The child was not included in the
study because no valid data could be obtained from him. Of the 14 five-year-old children included in the
study, 7 are girls and 7 are boys.

728



Yildiz et al. — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 725-766

Data Collection Tools

Two different data collection tools, namely teacher and child interview forms, were used in the
study. In addition to demographic information questions, the forms included four open-ended questions
regarding class rules and behavior management. Besides, in two of the questions (“What does your
teacher do when you or a friend obeys the classroom rules/exhibits one of the wrong behaviors that
should not be done in the classroom? Can you explain this by drawing a picture?”), children were asked
to draw pictures to help them describe their experiences in more detail. They talked about the pictures
they drew and the researchers took notes.

Data Collection

After the literature review, research questions were prepared. The questions were sent to three pre-
school field experts and corrections were made in line with the opinions of the experts, and the data
collection tools were finalized. After obtaining the necessary permissions for the application, the data
were collected through face-to-face interviews. Before the interview with the teacher, permission was
requested for voice recording and the interview was recorded with a voice recorder. Individual
interviews were conducted with the children and their responses were recorded in writing. Each
interview lasted about 20 minutes.

Data Analysis

The voice recording of the teacher interview was transcribed and the notes from the interviews with
the children were compiled. In order to conceal the identity of the children, the children were assigned
the codes of C1, C2,...., C13, C14. The data obtained from the interviews were subjected to content
analysis. Content analysis aims to reach concepts and relationships that can explain the data (Yildirm &
Simsek, 2013). In this context, the data were categorized by coding; themes were obtained; definitions
were made according to the codes and themes, and the findings were interpreted. In order to ensure
the internal consistency of the study, the data were coded by three researchers, and themes and sub-
themes were determined. Reliability coefficients between the coders were calculated to reduce the
individual effect of the researchers during the coding process. The reliability coefficient between the
first coder and the second coder was .92; the reliability coefficient between the first and the third coder
was .92; and the reliability coefficient between the second and the third coder was .89. The mean
reliability coefficient between the coders was .91. According to Miles and Huberman (1994), the
consensus among the coders should be at least .80 according to the coding check which gives internal
consistency.

Ethics committee permissions were obtained for the study, and to increase validity, the data
collection tools were developed based on the literature, expert opinions were obtained, and interviews
were conducted on one-on-one basis. In order to ensure the transferability of the study, the research
process, the research model, the participants, the data collection tools, and the data analysis method
were defined in detail. In order to increase the credibility of the study, all the findings were presented
directly without any interpretation. Furthermore, some of the views and drawings of children were
given directly as an example below the findings.

Findings

In this part of the study, the findings obtained from the interviews with the children and the teacher
and the drawings of the children are given.

Table 1.

Views of the Children about the Existence of Class Rules.

Views of the Children n
We have class rules. 14
We do not have class rules. 0
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Table 1 presents the opinions of the children involved in the study as to whether they have class rules.
When the table is examined, it is seen that all the children in the class (n = 14) stated that they have

class rules.

Table 2.
Views of the Children about the Class Rules.
Theme Sub-theme Code n
Rules Rules concerning Peers Not hitting friends 4 (C3, C10, C12, C14)
Not pushing friends 3 (C10, C12, C14)
Not pinching off friends 2 (C2,C12)
Not throwing toys at friends 2 (C2,C3)
Sharing with friends 2 (C1, C10)
Not kicking friends 2 (C7, C10)
Not taking a pencil away from a friend 1 (C12)
Being nice to friends 1(C1)
Not pulling a friend’s hair 1(C14)
Not throwing stones at friends 1(C10)
Not slapping friends 1(C3)
Not punching friends 1(C7)
Not fighting 1(C4)
Rules concerning Having a good breakfast, eating well 3 (C1, Ce, C8)
Educational Environment Putting the toys away 3(C1, C6, C13)
Not running in the classroom 2 (C4, C10)
Behaving yourself 1(C5)
Not drinking too much water 1(C13)
Keeping the school clean 1(C5)
Not breaking the toys 1(C11)
Not making a tower with toys 1(C11)
Not stepping up on the desks 1(C13)
Forming a line 1(C9)
Rules concerning Teacher Listening to the teacher 1(C5)
Other Rules Not peeing or pooping standing up 1(C11)
Not talking during breakfast 1(C4)
Not going to the toilet too often 1(C13)

Table 2 shows the opinions of children regarding the class rules. When the sub-themes are
examined, it is seen that sub-themes concerning peers, the educational environment, the teacher and
other rules emerged. Children mostly mentioned rules about peers (n = 22) and the educational
environment (n = 15). Under the sub-theme of the rules concerning peers, the children mentioned not
hitting friends (n = 4), not pushing friends (n = 3), not pinching off friends (n = 2), not throwing toys at
friends (n = 2), sharing with friends (n = 2), and not kicking friends (n = 2). The children also expressed
the rules of not taking a pencil away from a friend, being nice to friends, not pulling a friend’s hair, not
throwing stones at friends, not slapping friends, not punching friends, and not fighting. Under the sub-
theme of the rules concerning the educational environment, the children mentioned the rules of having
a good breakfast and eating well (n = 3), putting the toys away (n = 3), not running in the classroom (n =
2), behaving yourself, not drinking too much water, keeping the school clean, not breaking the toys, not
making a tower with toys, not stepping up on the table, and forming a line. When the sub-theme of the
rules concerning the teacher is examined, it is seen that only one child mentioned the rule of listening to
the teacher. Under the sub-theme of the other rules, one child mentioned not peeing or pooping
standing up, while one child mentioned the rule of not talking during breakfast and one mentioned not
going to the toilet too often.
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When asked about class rules, the children expressed their opinions on the subject as follows:

“Who puts away the toys best, who has the breakfast best, who behaves towards friends best, who
shares with his friends...” (C1)

“No hitting, no pinching off friends. Not throwing toys, not throwing anything” (C2)

“...Not running, not pushing our friends, not hitting, not kicking, not throwing stones, sharing toys
with our friends” (C10)

During the interview, the teacher expressed the class rules of forming a line, not throwing the
garbage on the floor, not hitting friends, not pushing friends, going to the toilet one by one, getting
permission before leaving the classroom, putting the toys away, sharing, washing hands before leaving
the toilet, and throwing the garbage into the appropriate recycling bin. When the teacher was asked
about the class rules, the teacher stated her thoughts as follows:

“We set rules such as forming a line, not throwing the garbage on the floor, not hitting each other,
not pushing each other... going to the toilet one by one, getting permission before leaving the
classroom. Then, we set some rules together with the children.... putting the toys away, sharing,
washing hands before leaving the toilet and before and after having breakfast. Especially not pushing
each other in the park. And since we are an ECO school, we sort out the garbage.”

Table 3.
Views of the Children about the Person or People Setting the Rules.

Person or People Setting the Rules n

Teacher 10(C2, C3, Cp, C7, C8, C9, C10, C12, C13, C14)
Together (teacher and children) 2 (C4, C5)

The child himself/herself 1(C11)

First the teacher, and then the children 1(C1)

Table 3 shows the opinions of the children about the person or people who determine the class
rules. When the table is examined, it is seen that the majority of the children stated that the rules were
set by the teacher (n = 10). Two of the children stated that they set the rules together, while one child
stated that they put the rules themselves, and one child stated that the rules were first set by the
teacher and then by the children. The children expressed their opinions about the person or people who
set the class rules as follows:

“..The teacher set the rules.” (C6)
“...We set the rules together...” (C5)

“..I set the rules. We first elected a class president, and then | became the president. Then, |
explained the class rules and then it was over.” (C11)

“First the teacher set the rules. Then, the school president was elected, and they set the rules ...” (C1)

When the teacher was asked how the class rules were determined, she stated that the rules were set
together with the children and that she talked about the class rules at the beginning of the year. She
stated that she first explained the rules, talked about right and wrong behaviors, and worked on the
rules and behaviors in the first two weeks and asked the parents to take notes about the child's
behavior at home. The teacher explained the stages of setting the class rules as follows:

“..We set the rules with the children, we talked at the beginning of the year...At the beginning of the
year, | established the rules and talk about them ... We set the rules together. | talked about wrong
behaviors. We talked about wrong and right behaviors at the beginning of the year. During the first
month, what | focused on most was the rules, not concepts or other things. In other words, after
setting the rules within 1-2 weeks, you do not need to adapt the rules or warn the kids. In the first 1-2
weeks, | constantly talk about the rules. We talk about how we should behave. | also talk to families;
they send small notes about their kid’s behavior at home. ... So at the beginning of the year, | talk

731



Yildiz et al. — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 725-766

about behaviors, what we should do, how to behave in class and towards our friends. We both help
children adapt and set the rules.”

Table 4.

Views of the Children about the Importance of Class Rules.

Views of Children n

Class rules are important. 13 (C2, C3, C4,C5, C6, C7, C8, C9, C10, C11, C12,C13, C14)
No response 1(C1)

Table 4 shows what the children think about the importance of class rules. The majority of the
children (n = 13) stated that class rules are important while only one child did not respond to the
question.

Table 5.
The Views of the Children about Why Class Rules are Important.
Theme Sub-theme Code n
Reasons why class  Peer-related To make sure our friend is not hurt 2 (C10, C12)
rules are reasons For the good of our friends 1(C10)
important To warn those who do not know the rules 1(C13)
Teacher-related So that the teacher says “Well done”. 1(C13)
reasons To prevent the teacher from getting angry 1(C5)
Not to make the teacher unhappy 1(C4)
Moral reasons Because it is nice 1(C9)
Because it is a good thing 1(C2)
Educational So that our school is not in a mess 1(C6)
setting-related So that our classroom is beautiful 1(C11)
reasons
Other | do not know. 3(C3,Cs,
C14)
No response 2 (C1,C7)

Table 5 shows children's views on why class rules are important. The sub-themes are peer-related,
teacher-related, moral, educational setting-related reasons and other. Under the sub-theme of peer-
related reasons, the children reported that class rules are important for not hurting a friend (n = 2), for
the good of a friend (n= 1), and to warn those who do not know the rules (n = 1). As for the teacher-
related reasons, the children stated that class rules are important so that the teacher says well done (n =
1), not to make the teacher angry (n = 1) and unhappy (n = 1). As far as moral reasons are concerned,
one of the children stated that it is important to follow the rules of the class because they are nice and
another child said that they are good. Under the sub-theme of educational setting-related reasons, a
child stated that classroom rules are important so that the school is not messy and another child said
that they are important to make the classroom beautiful. Five children could not provide any valid
answer as to why class rules are important. The children expressed their thoughts about why class rules
are important as follows:

“Rules are important so that our friend is not hurt, for the good of our friends.” (C10)
“..Important because our teacher can be unhappy.” (C4)
“..Important but | do not know why.” (C8)

Table 6 presents the findings regarding the explanations made by the children about their drawings of
the behaviors exhibited by the teacher when the rules are followed. When the table is examined, it is
seen that the teacher mostly gives symbolic (n = 9), then activity-related (n = 5) and verbal
reinforcement (n = 4) when the children behave in accordance with the class rules.
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Table 6.
Views of the Children about the Behaviors Exhibited by the Teacher When the Rules are Followed.
Theme Sub-theme Code n
Teacher Behavior  Symbolic Giving the children a star (sticker) 6 (C1, C2, C3, Co,
reinforcement C12, C14)
Dressing up the children 1(C7)
Buying a cake for the children 1(C11)
Painting the faces of children 1(Ce)

Activity-related  Taking the children out (garden, park) 4 (C5, C11, €13, C14)
reinforcement Allowing the children to take home the 1 (C13)
pictures they drew

Verbal Saying “well done” to the children 3(C1, C9, C13)

reinforcement Thanking the children 1(c4)

Other No response 2 (C8, C10)
Being happy 1(C4)

Two children did not comment on the issue and one child stated that the teacher is happy when they
follow the rules. When the symbolic reinforcement sub-theme is examined, it is seen that when the
children follow the rules, the teacher mostly gives the children stars (stickers) (n = 6). They also stated
that the teacher dressed them up (n = 1), bought them a cake (n = 1), and painted their faces (n = 1).
When the activity-related reinforcement sub-theme is examined, it is seen that the teacher takes the
children out when the desirable behaviors are exhibited (n = 4) and allows the children to take their
pictures home (n = 1). When the verbal reinforcement sub-theme is examined, it is seen that the
teacher says well done (n = 3) and thanks (n = 1) the children when they follow the class rules.When the
children were given the instruction “What does your teacher do when you or a friend follows the class
rules? Can you tell me by drawing a picture?”, they drew the pictures and made the explanations below:

“When | share my toys and put them away, my teacher gives me a star, that is a sticker.” (C2)

“As nobody misbehaves, the teacher takes us out.” (C5)

“When we follow the rules, our teacher draws a mustache on our faces with face paint and she gives
us a star.” (C6)
“Our teacher gives us stars and says ‘well done’. She allows us to take home the pictures we drew.

We go out to the park. In this drawing, we are forming a line while our teacher is giving us stars.”
(C13)

Figure 1. The drawing of the child coded as C2 about what the teacher does when she or her friends
follow the rules.
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Figure 2. The drawing of the child coded as C5 about what the teacher does when he or his friends
follow the rules.

Figure 3. The drawing of the child coded as C6 about what the teacher does when he or his friends
follow the rules.

In the interview, the teacher stated that when the children obey the class rules, she gives them stars,
make them give applause and take them to the park. The teacher cited her experience as follows:

“I give them stars and we give applause. Our rewards are applause and stickers. They love stickers a
lot. We give applause, but the children could not make a drawing of it. We also go to the park as a
reward because they like it. As we are a nutrition-conscious school, we do not give chocolate or
candies. | used to give those in the past, but now | believe they are unhealthy and as the school we
are aware of the importance of healthy nutrition, so we do not give those to children any more.
Instead, we give stickers.”
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Figure 4. The drawing of the child coded as C13 about what the teacher does when she or her friends
follow the rules.

Table 7.

Views of the Children about the Existence of Behaviors that Should Not Be Exhibited in the Class.
Views n

There are behaviors that should not be exhibited in the classroom. 14

There are no behaviors that should not be exhibited in the classroom. 0

Table 7 presents the opinions of the children about the behaviors that should not be exhibited in the
classroom. When the table is examined, it is seen that all the children (n = 14) stated that there are
behaviors that should not be exhibited in the classroom.

Table 8 shows the opinions of the children about the behaviors that should not be exhibited in the
classroom. When the table is examined, it is seen that peer-related (n = 31), educational setting-related
(n = 10), teacher-related (n = 3) and other (n = 1) sub-themes emerged. As far as the sub-theme of peer-
related behaviors are concerned, the children listed the following behaviors that should not be exhibited
in the classroom: hitting (n = 9), pinching (n = 4), pulling hair (n = 4), pushing (n = 3), kicking (n = 3),
behaving badly towards friends (n = 2), fighting (n = 2), excluding friends (n = 1), calling a friend “jerk” (n
= 1), making your friends unhappy (n = 1), and throwing stones (n = 1). Under the sub-theme of the
educational setting-related behaviors, there are making a lot of noise (n = 2), running (n = 2), crying,
whining (n = 1), making a tunnel with Lego (n = 1), messing up toys (n = 1), playing on the chairs (n = 1),
and misbehaving (n = 1). The sub-theme of teacher-related behaviors include not being nice to the
teacher (n = 1), disrespecting the teacher (n = 1), and hitting the teacher (n = 1). Pulling leaves and
flowers off (n = 1) was expressed by one child as a behavior that should not be displayed. Some
examples of children's expressions of behaviors that should not be exhibited in the classroom are as
follows:

“..Not kicking, never excluding friends...” (C7)

“Being naughty. ... Pushing, hitting and pinching, and running in the classroom...” (C5)

“... Not hitting your friend, showing respect to the teacher. Not pinching, not pulling hair, not pulling
leaves and flowers off.” (C12)

During the interview, the teacher stated that the behavior that she mostly asks children not to do is
hitting friends. She stated that not pushing each other, not sharing, and shouting in the classroom are
among the undesirable behaviors in the classroom. The teacher expressed her opinion as follows:
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“Mostly hitting. When they push each other or not share, | immediately take action by making them

speak. ... They are already making noise, but | warn them not to shout because when they shout or
make a lot of noise, they do not hear each other.”
Table 8.
Views of the Children about the Behaviors that should not be Exhibited in the Classroom.
Theme Sub-theme Code n
Behaviors that Peer-related Hitting 9 (C5, Cs, C8, C9, C10, C11,
should not be behaviors C12,C13, C14)
exhibited Pinching 4 (C1, C5, C6, C12)
Pulling hair 4(C8,C12, C13, C14)
Pushing 3(C5, C6, C10)
Kicking 3(C7, C10, C11)
Behaving badly towards friends 2 (C4, Co6)
Fighting 2(C1,cC8)
Excluding friends 1(C7)
Calling a friend “jerk” 1(C13)
Making your friends unhappy 1(C11)
Throwing stones 1(C10)
Educational Making a lot of noise 2(C1,C2)
setting related Running around 2 (C2,C5)
behaviors Crying, whining 1(C3)
Playing with objects without 1(C13)
permission
Making a tunnel with Lego 1(C9)
Messing up toys 1(C2)
Playing on the chairs 1(C13)
Misbehaving 1(C5)
Teacher-related Not being nice to the teacher 1(C13)
behaviors
Disrespecting the teacher 1(C12)
Hitting the teacher 1(C13)
Other Pulling leaves, flowers off 1(C12)
Table 9.
Views of the Children about Why the Undesirable Behaviors should not be Exhibited.
Theme Sub-theme Code n
Reasons for Peer-related Not to hurt friends 7 (C4, C5, C6, C10,
avoiding reasons C11, C12, C14)
undesirable Not to make your friends unhappy 2 (C1, C11)
behaviors Not to be unfair to your friends 1(C7)
For the good of your friends 1(C10)
Teacher-related  Not to make the teacher angry 3 (C8, C12, C13)
reasons The teacher does not approve. 1(C13)
Not to make the teacher uncomfortable 1 (C1)
Moral reasons Those behaviors are not good. 1(C2)
Those behaviors are bad. 1(C8)

Other

| do not know.

3(C3, C9, C13)
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Table 9 presents the views of the children about why the undesirable behaviors should not be
exhibited. The children mostly stated peer-related reasons (n = 11), followed by teacher-related (n = 5)
and moral (n = 2) reasons. Three children did not express any opinion. Under the sub-theme of peer-
related reasons are not to hurt friends (n = 7), not to make friends unhappy (n = 2), not to be unfair to
friends (n = 1) and for the good of friends (n = 1). As far as teacher-related reasons are concerned, the
children mentioned that the teacher may get angry (n = 3), the teacher does not approve such behaviors
(n = 1), and the teacher feels uncomfortable about undesirable behaviors (n = 1). Under the sub-theme
of moral reasons, one child stated that undesirable behaviors are not good, while another child stated
that such behaviors are bad. The children expressed their opinions about the reasons behind avoiding
undesirable behaviors as follows:

“We may hurt our friends. ... If we do such behaviors, our teacher may be angry with us.” (C12)
“... Because they not good.” (C2)
“These behaviors should not be done, but | do not know why.” (C13)

Table 10 presents children’s explanations for the drawings they made about the behaviors exhibited
by the teacher when class rules are not followed. When the table is examined, it is seen that the teacher
mostly prefers first-type punishment (n = 11), followed by the second-type punishment (n = 7). As the
first-type punishment, the teacher scolds the children (n = 7), warns them (n = 3), and says she is
offended by their behavior (n = 1) when the rules are not followed. Under the second-type punishment,
the children stated that the teacher sends them to the thinking corner (chair) (n = 3), says that she will
have a class (n = 1), she takes back the stars she gave earlier (n = 1), and she does not take the children
to the park (n = 1). The other behaviors of the teacher are asking the reason behind the behavior and
reminding the rule. One child did not express any opinion. Below are some of the pictures the children
drew and the explanations they made when they were given the instruction of “What does your teacher
do when you or your friends do not obey the class rules? Can you explain by drawing a picture?”:

Table 10.
Views of the Children about the Behaviors Exhibited by the Teacher When the Class Rules are not
Followed.

Theme Sub-theme Code n
Teacher behavior First-type Scolding 7 (C3, C4, C6, C8,
punishment C9, C10, C13)
Warning 3 (C4, C10, C12)
Being offended by the behavior 1(C6)
Second-type Sending the child to the thinking corner 4 (C1, C2, C11, C14)
punishment (chair)
Having a class 1(C5)
Taking back the stars given 1(C13)
Not taking out to the park 1(C14)
Other Asking the reason behind the behavior 1(C1)
Reminding the rule 1(C3)
No response 1(C7)

“If we do not share the toys, our teacher tells us not to bring toys. We should not fight with our
friends. Our teacher warns us not to do it again. We should not talk when we are eating. If we do so,
our teacher will be angry with us. In this picture, K. and A. mess the girls’ houses up. The teacher is
warning them.” (C4)
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Figure 5. The drawing of the child coded as C4 about what the teacher does when she or her friends do

not follow the rules.

“Our teacher asks us to go to the corner and sit on the chair.” (C11)
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Figure 6. The drawing of the child coded as C11 about what the teacher does when he or his friends do

not follow the rules.

“In this picture, | drew myself, my friends, and my teacher. Our teacher is angry with us and we say

we are sorry. She takes the stars back.” (C13)

Figure 7. The drawing of the child coded as C13 about what the teacher does when she or her friends

do not follow the rules.
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“The teacher is angry because he threw sand and stone. The teacher said, “Go and sit on that red
chair. We will go to the park and you will stay here and wait. Then the child started to sit and wait
while his friends were in the park.” (C14)

e

=

Figure 8. The drawing of the child coded as C14 about what the teacher does when he or his friends do
not follow the rules.

During the interview, the teacher stated that when the children misbehave in the classroom, she
makes them talk about that behavior, chat with them, try to help them empathize with their friends,
and send them to the thinking corner. Besides, the teacher explained that when the children do not
follow the rules, she imposes some concrete sanctions. Below are the teacher's thoughts and
experiences about the misbehaviors:

“..For example, putting the garbage into the waste bin. ...They were throwing the garbage on the
floor. When they did not pick up garbage, | put off the activity | planned to do; | waited until they
picked up the garbage. ...As far as hitting is concerned, we have a thinking corner. They go there and
think for 5 minutes. They sit across me. We talk about the behavior; they think about it, share their
ideas and apologize to their friends. ... Also, when a child does not put their toys away, next day | tell
them not to take part in the play during the play time. Then, they agree to put their toys away ... Also,
I talk to them. | usually ask how they would feel if they faced the same behavior. They say they would
feel unhappy, so | ask them to empathize, to think about how others feel when they exhibit the same
behavior ... Then, they understand their mistakes. Thinking corner helps them think for a few minutes.
| talk to them at that corner. If they have a fight, | invite all the children involved. Then they talk and
resolve the problem. | do not tell them that they have to apologize. | ask “What do you need to do
now?” and they say they need to apologize and do so...”

Discussion and Conclusion

In the study, all the children stated that there are class rules and behaviors that should not be
exhibited in the classroom. When the opinions of children were examined, it was found that the sub-
themes of peer-related, educational setting-related, teacher-related and other emerged. In the
research, the fact that the children’s statements about class rules and behaviors that should not be
exhibited in the classroom were mostly about avoiding physical harm to peers is similar to the results of
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other studies conducted in the literature (Karabay & Asi, 2015; Perry-Hazan & Lambrozo, 2018;
Thorngberg, 2008a). In the study conducted by Thornberg (2008a), the children expressed the rules such
as not fighting, not bullying, and being nice to friends, which are considered to be under the theme of
relational rules. In the research conducted by Perry-Hazan and Lambrozo (2018) with students between
the ages of 7-10 years, the children stated that there are rules about avoiding violence, working quietly
in the classroom and doing homework. In a similar study conducted by Karabay and Asi (2015), it was
found that children first mentioned the rules on behavior, followed by the rules on not harming and the
rules on hygiene and order. In their study, the children frequently stated not causing physical harm to
friends while they less frequently talked about not damaging objects. The rules about avoiding physical
harm to friends which were frequently mentioned by the children in their study are similar to the
findings of our study. In a study with primary school students, the children most frequently mentioned
“not running in the classroom or in the corridors”, “talking by taking a turn”, “keeping the environment,
school and classroom clean”, “doing homework on time”, “not speaking among ourselves in the
classroom/not making noise”, and “coming to school/class on time” as the educational setting-related
rules (Boyaci, 2009). As stated in the literature, class rules are shaped according to the teacher and child
relationship by being influenced by the values, beliefs and norms specific to the social and cultural
environment in which the class and the school are located (Neff & Helwig, 2002; Lewis, Romi, Katz &
Qui, 2008). In line with these findings and information, it is thought that children's views about class
rules may vary according to the nature of each class, the age of children and educational level of
children.

During the interview, in parallel with the opinions of the children, the teacher stated that there are
class rules and behaviors that should not be exhibited in the classroom. As the rules applied in the
classroom, the teacher rules such as queuing, not throwing trash on the floor, not hitting his friend,
pushing his friend, queuing on the toilet, getting permission when going out, collecting toys etc.;
regarding the behaviors that should not be done in the classroom, she expressed the behaviors of
hitting, pushing each other and shouting very loudly. Similar to these findings, in some other studies in
the literature, preschool teachers mentioned the rules of forming a line, sharing, keeping the classroom
clean, being careful about personal hygiene, not harming others, and not damaging objects (Durmusoglu
Saltali & Arslan, 2013; Karabay & Asi, 2015). Our study further revealed that the opinions of the children
and the teachers about the class rules and behaviors that should not be exhibited in the classroom were
similar. This finding suggests that the children and the teacher agree on class rules and that children are
well aware of the class rules. A striking finding of the study is that the children always expressed the
class rules using negative sentences. Considering that the teacher also expressed some class rules with
negative expressions, it may be said that the children take the teacher as a model. Class rules should be
expressed in positive sentences that indicate what to do instead of negative sentences that indicate
what not to do (Alberto & Troutman, 2013; Alter & Haydon, 2017). For example, the rule of “not
throwing garbage on the floor” changes to “throwing garbage into the waste bin” when a positive
expression is used. Expressing the rules using positive statements enables children to focus more on
positive behaviors and to exhibit the desirable behaviors (Burden, 2003; Gable, Hester, Rock & Hughes,
2009; Kerr & Nolson, 2010).

When the findings about who determined the rules of the class were examined, the majority of the
children stated that the rules were set by the teacher. The teacher, on the other hand, stated that the
rules were set together with the children. The teacher also said that she talks about the class rules and
right and wrong behaviors at the beginning of the year and they work on behaviors. However, as the
teacher did not talk about the role of the children in the rule-setting process and as the findings from
the children reveal, the rules were set by the teacher in this specific classroom. When the literature is
examined, it is seen that sometimes the teacher and sometimes teachers and children together
determine the class rules. In a study conducted by Kaya (2012), 79.2% of preschool teachers stated that
class rules were determined together with children. In the study conducted by Pigman (2001), 45% of
the teachers stated that they determined the rules themselves and 39% stated that they determined the
rules together with the children (as cited in: Kaya, 2012). Parpucu, Yildirrm-Polat and Akman (2018)
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conducted a study with pre-school teachers and some teachers stated that the rules should be created
with children while some teachers stated that the teacher should set some certain class rules. When
disciplinary models are examined, it is seen that different models have different suggestions about rules.
In Canter and Canter’s Assertive Discipline Approach, it is expected that the rules will be determined by
the teacher and the children will follow the rules. Gordon's Effective Communication Approach argues
that the rules should be discussed with children and then adopted in order for the classes to be safe,
efficient and harmonious places. According to this approach, if everybody agrees on the rules, both the
teacher and the children win because everybody's needs will be met (as cited in: iflazoglu Saban, 2016).
Jones and Jones (2016), on the other hand, adopted a multi-stage process of setting class rules. In this
process, student feedback is obtained, recorded, discussed, and class rules are set for the following year.
It is thought that the involvement of all the members of the class, i.e. teachers and children, in the
process of determining the rules can strengthen the child's feeling of belonging to the class, can help
children adopt and internalize the rules, and thus can increase the validity of the class rules. By setting
class rules together, children feel valued, they become willing to follow rules, their desire to follow rules
increases, the development of democracy perception is supported, and rules are more easily
internalized (Burden, 2003; Dogan, Ugurlu & Karakas, 2014; Durmusoglu Saltali & Arslan, 2013; Karabay
& Asi, 2015; Kerr & Nelson 2010). Positive approaches that allow children to participate in classroom
management and activities by expressing their opinions enable children to be an active participant in
the center of the educational process (Koran & Avci, 2017). Particularly in the preschool period, the
participation of children in the process of determining the rules of the class can feed their feelings of
belonging, makes them feel as a valuable member of the class, and facilitates adaptation to school.

In the study, almost all the children stated that class rules are important. Similarly, in other studies,
the majority of the children stated that rules are necessary and important and that the school is a better
place when there are rules (Karabay & Asi, 2015; Johansson & Johansson, 2003; Thornberg, 2008b). As
for the reasons why class rules are important, the children listed peer-related reasons such as not to
hurt friends and for the good of their friends, teacher-related reasons such as the teacher’s saying well
done and the teacher’s not getting angry, moral reasons such as the positive effect of compliance with
the rules, and educational setting-related reasons such as having a beautiful class. In parallel to these
views, children focused on peer-related reasons, teacher-related reasons and finally moral reasons while
they were talking about why the undesirable behaviors should be avoided. Similar to the findings of our
study, Karabay and Asi (2015) found that preschool children avoid undesirable behaviors “not to give
harm”, “to keep the classroom clean and to preserve order”, “not to misbehave” and “to perform the
activities in the best way possible”.

In our study, approximately one third of the children could not provide a valid answer about why
class rules are important. The fact that some children gave teacher-related reasons and one third of
them failed to provide valid reasons why rules are important suggests that these children could not
internalize the rules. Given that the study was conducted towards the end of the second semester of the
academic year and the children could not internalize the rules, it can be said that there may be
deficiencies in the teacher's classroom management approach. According to Thornberg (2008a),
children tend to consider the rules unimportant when they do not understand the necessity of the rules.
The most important factors in the adoption of the rules are that the students recognize and perceive the
reasons behind the rules. In the research, one of the reasons why some of the children cannot explain
why rules are important is thought to be that the rules are determined by the teacher. The reason for
this may be attributed to the determination of the rules by the teacher because when teachers and
children establish the class rules in consensus, children can internalize and interpret them (iflazoglu
Saban, 2016). Giving children the opportunity to share their perspectives on classroom management
and rules supports the learning environment. By expressing their wishes and needs, children can
contribute to effective classroom management (Egeberg, 2018).
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As a result of children's drawings and interviews with children, it was found that when the children
obeyed the class rules, the teacher mostly gave symbolic reinforcements such as stickers, followed by
activity-related reinforcements such as taking the children out and verbal reinforcements such as saying
well done. Similarly, during the interview, the teacher stated that when the children obeyed the class
rules, she gave stars, made other children give applause and took the children to the park. The views
and drawings of the children and the teacher’s views coincide, which indicates that the teacher rewards
children who comply with the class rules. Other studies in the literature also revealed that preschool
teachers use the reward method to reinforce positive behaviors, to help children adopt class rules, and
to direct children to positive behaviors (Durmusoglu Saltali & Arslan, 2013; Karabay & Asi, 2015; Turla,
Sahin & Avci, 2001). When the literature is examined, it is seen that preschool teachers use verbal
reinforcements such as thanking children and saying “well done” and other reinforcements like making
children give applause to each other, giving stars, reading the whole class a new book or teaching a song
as rewarding methods (Durmusoglu Saltali & Arslan, 2013; Ritz, Noltemeyer, Davis & Green, 2014).
Rewards can encourage children to follow the rules, and teachers can reward children who follow class
rules (Arthur & Cremin, 2006; Savage & Savage, 2010). Rewards may include verbal or nonverbal
expressions and social reinforcements such as touch, activity-related reinforcements such as doing
activities at any center the child wants, and symbolic reinforcements such as stars and tickets (iflazoglu
Saban, 2016). One of the points that should be considered while using the reward method is separating
the behavior to be rewarded from other behaviors clearly. The child should distinguish the behavior that
is valued from other behaviors and realize that the valued behavior is the positive behavior. In this way,
the child tends to exhibit the valued behavior and when it is reinforced, the behavior becomes
permanent (Dal & Akan, 2018). Another point that should be taken into consideration when using the
reward method is internal and external motivation. According to Senemoglu (2001), teachers should
adopt approaches that support the self-regulation adequacy of children and realize that the pleasure
and satisfaction children derive from their own achievements are an internal reward for them. Teachers
should support the children to build this awareness (as cited in: Karabay & Asi, 2015). Toys, stickers and
various school supplies are among the material reinforcements. The disadvantage of these
reinforcements is that they are expensive and when used very often, they lose their effect. Verbal or
non-verbal social reinforcements such as saying well done to children, smiling, and caressing their back
have a strong reinforcing effect as they create positive interaction and communication between
children, their peers and teachers (Kiglikahmet [2003] as cited in: Karaoglu, 2008). As stated in the
literature, teachers should first use verbal and social reinforcements and then symbolic reinforcements.
Both the drawings and verbal expressions of the children and the teacher's statements in the study
indicate that the teacher mostly uses symbolic reinforcement, followed by verbal reinforcement. This
remarkable result of the research shows that the reward method applied by the teacher does not match
the suggestions in the literature.

In the research, as a result of the findings obtained from the drawings and explanations of the
children about the behaviors of the teacher when the children do not comply with the class rules, it was
found that the teacher use the first type punishment methods (showing anger, giving a warning and
showing that she is offended by the behavior) and second type punishment methods (sending them to
the thinking corner/chair, teaching lessons, taking back the stars she gave earlier, and not taking them
to the park). The teacher, on the other hand, reported that when the children displayed undesirable
behaviors in the classroom, she chats with them, makes them talk about the behavior, helps them
empathize, sends them to the thinking corner and does not initiate the activity. In parallel to the
findings of the present research, Uysal et al. (2010) reported that pre-school teachers mostly use the
first type of punishment such as reprimanding and intimidation after warning children. Also, in studies
that examine student views at different levels of education, students reported that teachers frequently
used negative strategies (Roache & Lewis, 2011; Romi, Lewis, Roache, & Riley, 2011). Similar to the
results in this study, in the research examining different cultures, elementary school students in Turkey
stated that teachers punish them if they do not obey the rules; Norwegian students stated that teachers
preferred the way to talk to them instead of punishment (Boyaci, 2009). Bas¢l and Dilekmen (2009)
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argue that most of the elementary school teachers try to establish discipline in the classroom through
physical punishment. Many studies in the literature also show that teachers are verbally warned
children by using the first type of punishment against undesirable behavior (Akglin, Yarar & Dinger,
2011; Dobbs-Oates, Arnold, & Doctoroff, 2004; Gilinay, 2005; Sadik, 2004). Another striking finding of
the present study is the difference between the opinions of the teacher and the children regarding the
behaviors of the teacher when the class rules are not followed. While the children often talked about
punishments and reflected this in their drawings, the teacher said that she first talked and chatted with
the children, and helped them show empathy for others. Similar to this finding of the study, Karabay and
Asi (2015) revealed in their study that children’s and teachers’ opinions about the methods used by the
teacher when the class rules are not followed differ. This suggests that teachers' anxiety of social
likability is reflected in their explanations. When the results of the research and the studies in the
literature are evaluated, it was found that teachers mostly use negative strategies concerning
undesirable behavior. In the study conducted by Ocak-Karabay, Giizeldere-Aydin and Arici (2019) with
pre-school teachers, it was stated that pre-school teachers need to improve their skills in applications
for preventive approach. In the preschool period, which is the first step of education, classroom
management strategies used by the teacher can have important effects on the future lives of children
(Marzano & Marzano, 2003; Norris, 2003). It is very important to support the knowledge and skills of
preschool teachers regarding positive classroom management strategies.

Recommendations

When the present study and the studies in the literature are evaluated, it is seen that the teacher
has great responsibility for the internalization of class rules for effective classroom management.
Particularly in the preschool period, in order to teach and help children adopt the rules, children should
be involved in the rule-setting process; they should brainstorm about the reasons behind the rules; the
rules should be expressed in positive sentences; and techniques such as role playing, puppets, and
games should be used to make the rules visible in the classroom. In addition, when determining the
rules, teachers should pay attention to the creation of the rules with positive expressions. The teacher
should manage this process by collaborating with parents, school administrators and other teachers,
putting effort to align class rules with school rules, and using effective classroom management
strategies. In addition to class rules, school rules and home rules should also consist of positive
sentences. Thus, it should be ensured that the rules remind children of positive behaviors.

The findings of the present study and the similar studies in the literature show that teachers often
use the reward and punishment system to help children adopt class rules. Reward is a system that can
be used to promote desirable behaviors. However, there are important points in the use of rewards
such as the type of the reward, the environment in which it emerges and its frequency. Methods such as
anger, shouting and punishment resulting from undesirable behaviors may lead to negative interaction
in the classroom. Punishment cannot provide permanent solutions to undesirable behaviors and it can
negatively affect children’s attitudes towards school and learning by leading to negative experiences.
Teachers should prefer positive disciplinary methods that aim to understand the reason behind
behavior, aim at effective communication and focus on solutions rather than punishment, in order to
avoid negative consequences of punishment. Needs analysis should be made to determine the learning
needs of teachers about classroom management and in-service training should be provided to support
them to use positive preventions. Preservice teachers should be provided with case studies about
classroom management strategies within the scope of undergraduate courses, and discussion
environments should be supported by providing consideration over case studies. Teaching practice
courses are an important opportunity for pre-service teachers to improve their knowledge and skills
related to classroom management and to put their theoretical knowledge into practice. During the
teaching practice, the practice teacher and prospective teacher should discuss information and ideas
about classroom management. Teachers should observe prospective teachers’ practices, give them
developmental feedback on classroom management skills, and include prospective teachers in
processes such as setting or reminding class rules.
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Limitations and Future Resarch

Due to the nature of qualitative research, this study is limited to 14 children attending a preschool
class and the teachers of the class and therefore, caution should be exercised when generalizing the
research results to other classes and settings. It should also be considered that, class rules and
classroom management strategies can shape according to the teacher and child relationship by being
influenced by values, beliefs, norms that are specific to the social and cultural environment in which the
class and the school are located, and that class dynamics may differ according to the nature of the class,
the age and development levels of children and the level of education.

In the research, semi-structured interview technique was used to learn children's thoughts and
experiences in line with their general opinions. Similarly, semi-structured interview technique was used
to obtain information about the teacher's practices. Both interviews have possible limitations of semi-
structured interviews as part of qualitative research. However, in this study, children's drawings were
used to reduce the effects of this limitation and increase reliability.

The research is limited to qualitative data from children and their teacher. It is recommended to
researchers include different data collection methods, use multiple data sources such as children,
teachers, administrators and parents, and conduct studies about classroom management in the pre-
school period in the context of various variables.

When the results of the present study and the researches in the literature are examined, it is seen
that the teachers frequently prefer the method of reward and punishment to provide classroom
management. The frequency and manner of use of both reward and punishment can have negative
consequences. For this reason, studies should be conducted with the data triangulation that will reveal
the reasons why teachers prefer reward and punishment method frequently. In addition, experimental
researches that will provide pre-school teachers' knowledge, skills and assessment training on effective
classroom management strategies should be conducted.
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Turkish Version

Girig
Siniflar, ¢ocuklarin 6gretmen ve akranlar gibi baska bireylerle bir arada bulunduklari ve egitim
ogretim faaliyetlerini strdlrdigd ortamlardir. Sinifta etkili bir 6grenme ortami olusturmak igin
cocuklarin rahatsiz edici ya da uygun olmayan davranislarini yonetmek, sinif kurallarini yiriatmek,

istendik davranislar tesvik etmek gibi sinif yénetimi unsurlari, 6gretmenlerin lizerinde dikkatle durmasi
gereken konulardandir.

Sinif yonetimi, 6grenmeyi destekleyen diizenli ve giivenli bir sinif ortami olusturmak, 6grenmeye ve
surece katilimi arttirmak igin stratejiler gelistirmek, ©6grenenlerin davraniglarini dizenlemelerine
rehberlik etmek ve 6grenme motivasyonlarini gelistirecek bir sinif ortami yaratmak ve sirdidrmektir
(Calik, 2015). Etkili sinif yonetiminin, ¢ocuklarin akademik basarilari ve okula karsi olumlu tutum
gelistirmeleri Gzerinde faydal oldugu bilinmektedir (Marzano & Marzano, 2003; Norris, 2003). Boyle bir
sinif yonetimi ise Onleyici stratejilerin uygulanmasi, istendik davranislarin belirlenmesi ve bu
davranislarin  ¢ocuklara kazandiriimasi ile gergeklestirilebilmektedir (Sadik, 2004). Alan yazin
incelendiginde okul 6ncesi donemde istendik davranislar arasinda paylasma, sirasini takip etme,
yardimlasma, akranlarina karsi olumlu davraniglar gésterme gibi olumlu sosyal davranislar ve 6grenme
surecine katilma, sinif kurallarina uyma ve egitim akisini takip etme gibi 6grenme ortamina iliskin olumlu
davranislarin oldugu gorilmektedir (Ercan, 2015; Sen & Ari, 2011; Thornberg, 2009). Sinif kurallarinin
tanimi ise istendik davranislar ile son derece paralel olarak, ¢cocuklarin sinifta sergilemeleri beklenen
davranislar ve takip etmeleri gereken yonergeler olarak ifade edilmektedir (Evertson & Weinstein 2006).
Herhangi bir sinif ortaminda istendik davranislar gibi istenmeyen davranislari da goézlemlemek
miimkindiir. istenmeyen davranislar, sinif igi ve disi tiim faaliyetlerde egitim siirecini bozan, ¢ocugun
kendisinin ve akranlarinin 6grenme siirecini ve 6gretmen ile iletisimini olumsuz etkileyen, kendisine,
arkadaslarina veya cevresine fiziksel zarar veren davranislar olarak ifade edilmektedir (Levin & Nolan,
2007; Sun & Shek, 2012). istenmeyen davranis gdsteren ¢ocuklarin davranislari yalnizca giinliik egitim
akisini olumsuz etkilemekle kalmayip, bu istenmeyen davranislar, egitimin sonraki asamalarinda da
cocuklarin cgesitli akademik ve sosyal zorluklar yasamalarina neden olabilmektedir (Campbell, Spieker,
Burchinal & Poe, 2006; Kauchak & Eggen, 2003). Bu nedenle ¢ocugun okul sistemine dahil oldugu ilk
ortam olan okul 6ncesi siniflarinda sinif kurallarina uyumun saglanmasi ve istenmeyen davranislarin
azaltilmasi 6nem tasimaktadir.

Biehler ve Snowman’a gore (1990) istendik davranislarin arttigi ve istenmeyen davraniglarin azaldigi
etkili bir sinif ortaminda, 6grenenler kendilerinden ne beklendigini bilirler ve beklenileni yaptiklarinda
basari duygusu yasarlar. Ogrenenler dgretim etkinlikleriyle mesguldiir ve sinifta bosa gecen zaman ya da
karmasa ¢ok az yasanir (akt. Yuksel, 2015). Boyle bir sinif ortaminin olusmasi ise etkili sinif kurallarinin
gelistiriimesine ve islemesine baglidir. Alter ve Haydon’a goére (2017), etkili sinif kurallarinin en 6nemli iki
ozelligi, kurallari ¢ocuklara 6gretmek ve kurallari olumlu veya olumsuz sonuglari ile iligkilendirmektir.
Sinif kurallari 6gretmen tarafindan belirlenebilecegi gibi kurallarin belirlenme siirecine gocuklar da dahil
edilebilir (iflazoglu Saban, 2016). Cocuklar kendi davranislarini etkileyecek olan kurallari belirleme
siirecine ne kadar ¢ok katilirsa, kurallara o kadar ¢ok uyarlar. Baska bir ifade ile kurallari belirleme
slirecine katilan ¢ocuklar, kendi onaylari alinarak belirlenen sinif kurallarini daha anlamh gorir ve
sonucuna katlanmakta zorlanmaz (Celik, 2002). Bu nedenle ¢ocuklarin ve 6gretmenin sinif kurallarinin
neler oldugu, bu kurallarinin neden o6nemli oldugu, kurallara uyulmadiginda karsilasabilecekleri
problemlerin neler oldugu konusunda hem fikir olmalari ve sinif kurallarini igsellestirmeleri
gerekmektedir. Model alma da Sosyal Ogrenme Teorisine gére 6grenmede dnemli bir etkendir (Bandura
& Walters, 1977). Dolayisiyla 6gretmenin sinif kurallarini ve sinifta cocuklardan beklenen davranislari
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cocuklarla birlikte net bir sekilde belirlemesi, hem de kendi davranislari ve ¢ocuklarin istendik ve
istenmeyen davranislarina karsi gosterdigi tepkiler ile cocuklara rol model olmasi 6nemlidir.

Alan yazinda sinif kurallari ve davranis yonetimi Uzerine 0gretmenlerle yapilan pek ¢ok galisma
mevcuttur. Dal ve Akan (2018) tarafindan yapilan ¢alismada okul dncesi 6gretmenleri siniflarinda en
onemli sorunun kurallara uymama, sikdyet etme ve siddet gosterme oldugunu ifade etmislerdir. Ayrica
istenmeyen davranislari 6nlemek icin 6dil ve pekistire¢ kullandiklarini belirtmislerdir. Sahin-Sak, Sak ve
Sahin-Cicek (2016) tarafindan yapilan arastirmada okul 6ncesi 6gretmenlerinin olumlu davranislarin
sikhgini arttirmak igin odullerin ve istenmeyen davranislarin goriilme sikligini azaltmak igin cezalarin
gerekli oldugunu disindiikleri ifade edilmistir. Ogretmenler, 6diil olarak kursun kalem, cikolata,
sekerleme, ¢ikartma ve gibi somut oédiller kullandiklarini belirtmislerdir. Uysal, Altun ve Akgiin (2010)
tarafindan yapilan bir diger ¢alismada, okul éncesi 6gretmenlerinin genellikle istenmeyen davraniglarin
sonucuna odaklandiklari, istendik davranislarin Gzerinde durmadiklari ve istendik davranislarin ortaya
cikmasini  saglayacak stratejiler gelistirmedikleri bulunmustur. Benzer olarak Ataman (2003)
o6gretmenlerin istendik davranislari 6dillendirmekten ¢ok istenmedik davranislari cezalandirdiklarini ve
cocuklarin davranislarina iliskin beklentilerinin ¢ocuklarin gelisim seviyelerine uygun olmadigl
belirtmistir. Ulusal alan yazinda yapilan arastirmalara benzer olarak uluslararasi alan yazinda yapilan
arastirmalarda da, Ogretmenlerin istenmeyen davranislar karsisinda c¢ocuklara uygun olmayan geri
donitlerde bulunarak onlara olumsuz iletisim mesajlari gonderdikleri bulunmustur (Barnett & Boocock,
1998; Hester, Hendrickson & Gable, 2009). Ancak Hong Kong'da yapilan bir arastirma sonuglari, alan
yazindaki bulgulardan farkhlik géstermektedir. Bes-alti yas arasi ¢cocuklarin yer aldigi dért farkh sinifin
ogretmeni ile yapilmis ayrintili bu calismada, 6gretmenlerin sinif kurallarini belirleme, uygulama
yontemleri ile istenmeyen davranislara iliskin muidahale stratejileri incelenmistir. Bu nitel vaka
¢alismasinin sonucunda, 6gretmenlerin sinif disiplini konusunda endiseli olduklari ve uyguladiklari
disiplin yontemleri arasinda ¢ok az farkhlik oldugu tespit edilmistir. Ayrica 6gretmenlerin davranis
yonetimi ve sinif kurallarina uyum sirecinde, siklikla istenmeyen davranislari gérmezden geldikleri ve
istendik davranislari cesitli yontemler kullanarak (6vgi, yanina gitme, alkis gibi) pekistirdikleri
belirtiimektedir (Ho, Grieshaber & Walsh, 2017). Konuyla ilgili cocuklarin da dahil edildigi calismalar ise
ogretmenler ile yapilan galismalara kiyasla daha sinirhdir. Karabay ve Asi (2015) tarafindan 300 ¢ocuk ve
30 okul 6ncesi 6gretmeniyle yapilan ¢alismada, okul 6ncesi siniflarinda kullanilan kurallarin temizlik ve
diizene yonelik, sinif ici davranislara yonelik ve zarar vermemeye yonelik olarak t¢ temel kategoride yer
aldigr  tespit edilmistir. Arastirmada Ogretmenler kurallara uyulmadiginda olumlu tutumlar
sergilediklerini belirtirken, ¢ocuklar ise 6gretmenlerin siklikla kizma-ceza verme gibi olumsuz tutumlar
sergiledigini bildirmislerdir. Thornberg (2008b) tarafindan 6-11 yas arasi 141 ¢ocuk ve 13 6gretmen ile
yapilan arastirmada, cocuklar kurallara belirleme slrecine dahil olmamalarina ragmen birgok kuraldan
memnun olduklarini dile getirirken; bazi kurallarin keyfi ve haksiz yere konuldugunu ve 6gretmenlerin
kurallara getirdikleri aciklamalarin yetersiz oldugunu ifade ederek elestiride bulunmuslardir. Okul 6ncesi
donem cocuklarinin dahil edildigi diger bir arastirmada cocuklarin 6dil ve ceza algilari incelenmistir.
Arastirmada cocuklarin en ¢ok oyundan gikarilma-oyuna alinmama seklindeki ikinci tip cezalari dile
getirdikleri ve 6diiliin maddi yéniini vurguladiklari bulunmustur (Ozen-Altinkaynak, Uysal-Bayrak, Taskin
& Akman, 2018).

Ozetle cocugun gelisimi {zerinde 6gretmenin sinif ydnetimi ve davranis ydnetiminde kullandigi
stratejiler etkili ve 6nemli bir faktordiir. Bu nedenle 6gretmenlerin hangi davranislari istendik ya da
istenmedik davranis olarak gordikleri, sinif kurallarinin, sinif yonetiminin ve ¢ocugun davranislarinin
sekillenmesinde 6nemlidir. Ayni sekilde, sinif ydnetiminin merkezinde olan ¢ocuklarin da sinif kurallarina
iliskin dusinceleri, istendik ve istenmeyen davranislar karsisinda deneyimledikleri yasantilar da,
cocuklarin davraniglarinin, sinif yonetiminin ve sinif atmosferinin sekillenmesi konusunda 6nem
tasimaktadir. Cocuklar yalnizca pasif alicilar degil, sosyallesme siirecindeki aktif 6znelerdendir (Corsaro
2005; Magnusson & Stattin 2006). Cocuklar okul kurallari ve 6gretmen miidahalelerini degerlendirebilir,
onlara deger ve anlam ylkleyebilirler (Alerby 2003; Carter, 2016; Devine 2002). Cocuklar bir kuralin
6nemini anlayamazlarsa, onu 6nemsiz ve gereksiz olarak gérme egilimindedirler (Thornberg, 2008a).
Alan yazinda sinif kurallari ile ilgili yapilan c¢alismalarda ¢ogunlukla 6gretmenlerden bilgi edinildigi
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(Ataman, 2003; Dal & Akan, 2018; Denizel Given & Cevher, 2005; Hester et al. 2009; Ho et al. 2017;
Kaya, 2012; Sugai & Horner, 2006; Sahin-Sak et al. 2016; Uysal et al. 2010) ve gocuklardan bilgi edinilen
galismalarin ise sinirh oldugu (Carter, 2016; Ozen-Altinkaynak et al. 2018; Thornberg, 2008a; Thornberg,
2008b) gorilmektedir. Ayrica Glkemizde yapilan ¢alismalar incelendiginde, arastirmalarin genellikle farkli
orneklem gruplariyla yapildigi, ayni sinifa ait 6gretmen ve ¢ocuk bakis agisini veren sadece bir galisma
oldugu gorilmektedir (Karabay & Asi, 2015). Bu nedenle ayni siniftaki 6gretmen ve c¢ocuklardan es
zamanh bilgi elde edilmesinin alan yazina katki saglayacagi distnilmektedir. Okul 6ncesi dénemde
cocuklarin gelisimsel 6zellikleri nedeni ile sadece gortisme teknigi kullanilarak elde edilebilecek yanitlarin
sinirli olabilecegi kaygisi ile bu g¢alismada ¢ocuklardan goriisme sorularini resim teknigi kullanilarak
yanitlamalari istenmis olup bu yoni ile arastirmanin alan yazindaki bulgulara cesitlilik saglayacagi
distnilmektedir. Bu arastirma, sinif kurallari, istendik ve istenmeyen davranislara iliskin uygulanan
stratejilerin, hem okul 6ncesi dénem c¢ocuklari hem de okul 6ncesi 6gretmeninin bakis acilarindan
karsilastirilmasi bakimindan 6nemlidir.

Bu noktadan hareketle arastirmanin amaci, okul 6ncesi egitime devam eden cocuklarin ve
o6gretmenlerinin sinif kurallari, istendik ve istenmeyen davranislar ve bu davranislar karsisinda izlenen
stratejiler hakkindaki deneyimlerinin belirlenmesidir. Arastirmanin problem climlesini “Okul 6ncesinde
sinif kurallari ve davranis yonetimine iliskin cocuklarin ve 6gretmenlerinin deneyimleri nelerdir?” sorusu
olusturmaktadir.

Yontem
Arastirma Modeli

Bu arastirma nitel arastirma yontemlerinden durum c¢alismasi olarak planlanmistir. Gincel bir
olgunun kendi gercekligi kapsaminda calisildigl, sinirlarin kesin cizgilerle belirgin olmadigi ve birden ¢ok
kanit ya da veri kaynaginin mevcut oldugu durumlarda kullanilan, gorgiil arastirma yontemleri durum
¢alismasi olarak nitelendirilmektedir (Yin, 1984). Arastirmada durum c¢alismasi desenlerinden butuncul
tek durum desen kullanilarak bir okul 6ncesi sinifinda bulunan gocuklarin ve 6gretmenlerinin sinif
kurallari ve davranig yonetimine iliskin deneyimleri incelenmistir. Butlincul tek durum deseninde kuram
teyit edilebilir ya da c¢uratilebilir, standartlara uymayan kendine 6zgli durumlar ¢alisilabilir ya da daha
once calisiilmayan durumlar c¢ahsilarak bilinmeyen bir konunun ortaya ¢ikmasi saglanarak alan yazina
katki saglamak amaclanir (Yildinm & Simsek, 2013). Bitilncil tek durum galismalarinda sosyal olgular
daha ayrintili ele ahnarak, bulgularla dogrudan yorumlama yapmaya imkan tanidigi icin, arastirma
sorularini daha derinlemesine inceleme amagl biitincil tek durum ¢alismasi gercgeklestirilmistir.

Arastirmanin amacina uygun sorulara yanit bulabilmek igin yari yapilandiriimis gériisme tekniginden
faydalanilmistir. Gorlisme sorularinin  katilimciya sistematik bir sekilde sorulmasinin yani sira,
gorismecinin yazih sorularin disina c¢ikmasina imkan taniyan goérismeler ise yari yapilandiriimis
gorismelerdir (Lune & Berg, 2017). Arastirmada okul 6ncesi donem cocuklari ile gériismeler yapildig
icin, cocuklarin cevaplarindan yola gikarak, yari yapilandirilmis sorular ile daha detayh bilgiler alinacagi
distnilmistar.

Katilimcilar

Arastirmanin g¢alisma grubu, Ankara ili Etimesgut ilgesinde yer alan bagimsiz bir anaokulunun 5 yas
sinifina devam eden ¢ocuklardan ve sinifin 6gretmeninden olusmaktadir. Calisma grubu belirlenirken
kiime o6rnekleme yontemi kullaniimistir. Bu yontemde oncelikle ulasilabilir olan Ankara ili Etimesgut
ilcesindeki bagimsiz anaokullari belirlenmistir. Ardindan kura yontemi kullanilarak ¢alismanin yapilacagi
okul belirlenmistir. Calismanin yapilacagi sinif belirlenirken, okul éncesi dénem ¢ocuklarinin dil gelisimi
gdz onilinde bulundurulmus, 5 yas grubu cocuklarindan daha acik ve net cevaplar alinabilecegi
ongorulmistir. Bu kapsamda ¢alisma grubu, okulda bulunan doért 5 yas sinifi icerisinden basit seckisiz
ornekleme yontemi ile belirlenmistir. Calismaya sinifin 6gretmeni ve siniftaki 15 ¢ocuk katilmistir.
Ogretmen 56 yasinda, cocuk gelisimi ve egitimi dgretmenligi lisans programindan mezun ve 32 yillik
mesleki tecriibeye sahiptir. Siniftaki 15 ¢ocuktan biri kaynastirma 6grencisidir. Cocugun dil ve konusma

747



Yildiz et al. — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 725-766

bozuklugu vardir ve bilissel alanda gelisimsel geriligi mevcuttur. Kaynastirma 6grencisi ile gergeklestirilen
goriismede gocuktan herhangi bir cevap alinamamis, ¢ocuktan konuyla ilgili resim yapmasi istendiginde
ise gocuk kurallarla ilgili herhangi bir resim yapmamistir. Kaynastirma 6grencisinden gegerli bir veri elde
edilemedigi icin gocuk arastirmaya dahil edilmemistir. Arastirmaya dahil edilen 5 yasindaki 14 ¢ocugun
7’si kiz, 7’si ise erkektir.

Veri Toplama Araglari

Arastirmada Ogretmen ve c¢ocuk gorisme formu olmak Gzere iki farkli veri toplama araci
kullaniimistir. Bu formlarda demografik bilgi sorularinin yani sira sinif kurallari ve davranis yénetimine
iliskin a¢ik uglu 4 soru bulunmaktadir. Ayrica ¢ocuklara sorulan sorularin ikisinde (“Sen ya da bir
arkadasin sinif kurallarina uydugunda/sinifta yapilmamasi gereken yanlis davraniglardan birini yaptiginda
O6gretmeniniz neler yapiyor? Bir resim gizerek anlatir misin?”) cocuklarin deneyimlerini daha detayli
betimlemelerine yardimci olmasi igin resim gizmeleri istenmis, resimler hakkinda konusularak notlar
alinmistir.

Verilerin Toplanmasi

Alan yazin incelemesi yapildiktan sonra arastirma sorulari hazirlanmistir. Sorular g okul 6ncesi alan
uzmanina gonderilmis ve uzmanlarin gorisleri dogrultusunda diizenlemeler yapilarak veri toplama
araclan sekillendirilmistir. Uygulamanin yapilabilmesi icin gerekli olan izinler alindiktan sonra, veriler yiiz
yiize goriismeler yapilarak elde edilmistir. Ogretmen ile yapilan gériisme dncesinde ses kaydi igin izin
istenmis ve gorisme ses kayit cihazi ile kaydedilmistir. Cocuklarla bireysel gérismeler yapilmis,
gocuklarin cevaplari yazili olarak kaydedilmistir. Ogretmen ve gocuklarla yapilan gériismeler ortalama 20
dakika strmastar.

Verilerin Analizi

Ogretmen goériismesine ait ses kaydinin birebir transkripti yapilmis ve c¢ocuklarla yapilan
gorismelerden alinan notlar derlenmistir. Cocuklarin kimliginin gizlenmesi icin ¢alisma grubunda yer
alan ¢ocuklara C1, G2, ....,, €13, C14 kodlari atanmistir. Gériismelerden elde edilen veriler igerik analizi
yapilarak ¢dziimlenmistir. icerik analizinde verileri agiklayabilecek kavramlara ve iliskilere ulasmak
hedeflenmektedir (Yildirim ve Simsek, 2013). Bu kapsamda veriler kodlanarak kategorilestirilmis, temalar
elde edilmis, kod ve temalara goére tanimlamalar yapilarak bulgular yorumlanmistir. Calismanin ig
tutarhhgini saglayabilmek icin elde edilen veriler (i¢ arastirmaci tarafindan kodlanarak alt tema ve
temalar belirlenmistir. Verilerin kodlanmasi siirecinde arastirmacilarin bireysel etkisini azaltmak igin
kodlayicilar arasi guvenirlik katsayilari hesaplanmistir. Birinci kodlayici ve 2. kodlayici arasindaki
givenirlik katsayisi .92; 1. kodlayici ve 3. kodlayici arasindaki glivenirlik katsayisi . 92; 2. kodlayici ve 3.
kodlayici arasindaki guvenirlik katsayisi ise .89 olarak hesaplanmistir. Kodlayicilar arasi ortalama
glvenirlik kat sayisi .91 olarak elde edilmistir. Miles ve Huberman (1994) i¢csel tutarliligi veren kodlama
denetimine gore kodlayicilar arasi goris birliginin en az .80 olmasi gerektigini belirtmistir.

Calisma icin etik kurul izinleri alinmis ve gecerligi arttirmak icin veri toplama araclari gelistirilirken
alan vyazindan vyararlanilmis, uzman gorisleri alinmis ve gorlismeler katilimcilarla ylz ylze
gerceklestirilmistir. Calismanin aktarilabilirliginin saglanabilmesi icin arastirma siireci, arastirma modeli,
calisma grubu, veri toplama araglari, verilerin analiz yontemi ayrinti bir bicimde tanimlanmaya
cahsilmistir. Arastirmanin inandiricihgini artirmak igin bulgularin tamami yorum yapilmadan dogrudan
sunulmustur. Ayrica ¢ocuklarin gorisleri ve gizimlerinden bazilarina dogrudan 6rnek olarak bulgularin
altinda yer verilmistir.

Bulgular

Arastirmanin bu boéliimiinde, ¢ocuklar ve 6gretmenle yapilan gériismeler ve ¢ocuklarin konuyla ilgili
yaptiklari gizimler 1s18inda elde edilen bulgular yer almaktadir.
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Tablo 1.

Cocuklarin Sinif Kurallarinin Varhigina iliskin Gériisleri.

Cocuklarin goriigleri n
Sinif kurallarimiz vardir. 14
Sinif kurallarimiz yoktur. 0

Tablo 1’de arastirmaya dahil olan gocuklarin siniflarinda sinif kurallari olup olmadigina dair gorisleri
yer almaktadir. Tablo incelendiginde, siniftaki cocuklarin tamaminin (n = 14) sinif kurallarinin oldugunu
ifade ettikleri gérilmektedir.

Tablo 2.

Cocuklarin Sinif Kurallarina lliskin Gériisleri.

Tema Alt tema Kod

Kurallar Akrana Yonelik Arkadasina vurmama C3, C10, ¢12, ¢C14)

Kurallar Arkadasini itmeme C¢10, ¢C12, ¢C14)

Egitim Ortamina
Yonelik Kurallar

Arkadasinin bir yerini sikkmama
Arkadasina oyuncak atmama
Arkadasiyla paylasma

Arkadagina tekme atmama
Arkadasinin elinden kalemi gekmeme
Arkadasina iyi davranma

Arkadasinin sagini cekmeme
Arkadasina tas atmama

Arkadagina tokat atmama
Arkadagina yumruk atmama

Kavga etmeme

Kahvaltiyi glizel yapma, yemegi glizel yeme
Oyuncaklari toplama

Sinifta kosmama

€2, €12)
G2, C3)
1, ¢10)
¢7,¢10)
¢12)

¢1)

¢14)

¢10)

G3)

¢7)

c4)

1, C6, C8)
1,6, C13)
G4, C10)

Akilli durma

Cok su icmeme

Okulu temiz tutma
Oyuncaklari kirmama
Oyuncaklarla kule yapmama
Masanin Ustiine ¢gtkmama
Sira olma

Ogretmeni dinleme

00
[
L=

G5)
¢11)
¢11)
¢13)
c9)
¢5)

P R RPRRPRRRPRRRPNWWOWRRRRRERRRERNNNNWASRA|S
.~~~ e~~~ e~~~ o~~~ o~~~ o~~~ —~ —~ — —

Ogretmene Yonelik
Kurallar

Diger Kurallar Ayakta tuvalet yapmama 1(G11)
Kahvaltida konugmama 1(G4)
Tuvalete ¢ok gitmeme 1(G13)

Tablo 2’de gocuklarin siniflarinda uygulanan kurallara iliskin gorisleri yer almaktadir. Alt temalar
incelendiginde akrana yonelik, egitim ortamina yonelik, 6gretmene yonelik kurallar ve diger kurallar alt
temalarinin ortaya c¢iktig1 gorilmektedir. Cocuklarin en ¢ok akrana yonelik (n = 22) ve egitim ortamina
yonelik kurallardan (n = 15) s6z ettikleri gérilmektedir. Akrana yonelik alt temasinin altinda ¢ocuklar
siniflarinda, arkadasina vurmama (n = 4), arkadasini itmeme (n = 3), arkadasinin bir yerini sikkmama (n =
2), arkadasina oyuncak atmama (n = 2), arkadaslyla paylasma (n = 2) ve arkadasina tekme atmama (n =
2) gibi kurallar oldugunu ifade etmislerdir. Ayrica cocuklar, arkadasinin elinden kalemi ¢ekmeme,
arkadasina iyi davranma, arkadasinin sagini ¢ekmeme, arkadasina tas atmama, arkadasina tokat
atmama, arkadasina yumruk atmama ve kavga etmeme kurallarini da dile getirmislerdir. Egitim ortamina
yonelik kurallar alt temasi altinda c¢ocuklar, kahvaltiyi giizel yapma, yemegi glizel yeme (n = 3),
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oyuncaklari toplama (n = 3), sinifta kosmama (n = 2) kurallarinin yani sira, akilli durma, ¢ok su icmeme,
okulu temiz tutma, oyuncaklari kirmama, oyuncaklarla kule yapmama, masanin istiine ¢gikmama ve sira
olma kurallarinin oldugunu da belirtmislerdir. Ogretmene yénelik kurallar alt temasi incelendiginde
yalnizca bir gocugun 6gretmeni dinleme kuralindan soz ettigi gorilmektedir. Diger kurallar alt temasinda
ise bir cocuk ayakta tuvalet yapmama, bir cocuk kahvaltida konusmama ve bir ¢ocuk da tuvalete gok
gitmeme kurallari oldugunu ifade etmistir.

Sinif kurallari soruldugunda ¢ocuklar konuyla ilgili fikirlerini su sekilde ifade etmistir:

“Oyuncaklari en giizel toplayan kim, kahvaltisini en giizel yapan kim, arkadasina en iyi davranan kim,
arkadasiyla paylasarak en iyi davranan kim... “ (C1)

“Vurmak olmaz, arkadasini sikkmak olmaz. Oyuncak atmamak, hicbir sey atmamak.” (C2)

“..Kosmamak, arkadasimizi itmemek, vurmamak, tekme atmamak, tas atmamak, arkadaslarimizla
oyuncaklari paylasmak.” (C10)

Ogretmenle yapilan goriismede 6gretmen sinifta uygulanan kurallar olarak sira olma, ¢dpleri yere
atmama, arkadasina vurmama, arkadasini itmeme, tuvalete giderken sira olma, c¢ikarken izin alma,
oyuncaklari toplama, paylasma, tuvaletten gikarken el yikama, arkadasi itmeme ve ¢opleri ayristirarak
atma kurallarini dile getirmistir. Ogretmene sinifinda uygulanan kurallar soruldugunda 6gretmen
distncelerini su sekilde belirtmistir:

“Sira olmak, ¢épleri yere atmamak, birbirimize vurmamak, itmemek o tiir seyleri koymustuk biz. ...
Tuvalete giderken sira olmak, cikarken izin almak ondan sonra ¢ocuklarin koydugu kurallarla. ...
Oyuncaklari toplamak, birbirimizle paylasmak, kurallarimiz bu, bir de el yikamak temizlik kurallarimiz
var. Tuvalete girince, ¢ikinca ellerimizi yikamak, kahvaltiya giderken el yikamak, gelirken el yikamak.
Ozellikle parkta birbirimizi iteklememek. Bir de biz EKO okul oldu§umuz icin ¢épleri aynistirarak
atmak.”

Tablo 3.
Cocuklarin Sinif Kurallarini Belirleyen Kisi ya da Kisilere iliskin Gériisleri.

Kurah koyan kisi ya da kisiler n

Ogretmen 10 (G2, ¢3, C6, C7, C8, C9, C10, C12, C13, C14)
Birlikte (6gretmen ve gocuklar) 2 (C4, ¢5)

Cocugun kendisi 1(¢11)

Once égretmen sonra gocuklar 1(¢1)

Tablo 3’te ¢ocuklarin sinif kurallarini kimin ya da kimlerin belirledigine dair gorusleri yer almaktadir.
Tablo incelendiginde ¢ocuklarin biiyliik cogunlugunun kurallarin 6gretmen tarafindan koyuldugunu ifade
ettikleri gériilmektedir (n = 10). Cocuklardan ikisi kurallari beraber koyduklarini ifade ederken, bir ¢cocuk
kendisinin koydugunu, bir ¢ocuk da 6nce 6gretmenin sonra da gocuklarin koydugunu belirtmistir.
Cocuklar sinif kurallarinin belirleyen kisi ya da kisilere iliskin fikirlerini su sekilde ifade etmislerdir:

“...0gretmenim koydu.” (C6)
“...Beraber koyduk kurallari...” (C5)

“..Ben belirledim. ilk bir baskan se¢imi yapmistik sonra ben baskan olmustum. Sonra da kurallari
agikladim ve sonra da bitmisti.” (C11)

“lik 6nce 6dretmen belirledi. Sonra okul baskanligi belirlendi, onlar belirledi...” (C1)

Ogretmen ile yapilan goriismede, 6gretmene sinif kurallarinin nasil belirlendigi soruldugunda
6gretmen kurallari cocuklarla beraber belirlediklerini, sene basinda konusarak sinif kurallarini anlattigini
ifade etmistir. Once kurallari anlattigini, dogru ve yanlis davranis iizerinde konustugunu ve ilk iki hafta
hep kurallar ve davranislar (izerinde ¢alistigini, ailelerden ¢ocugun evdeki davraniglarina iliskin notlar
istedigini belirtmistir. Ogretmen sinif kurallarinin belirlenme asamasini su sekilde anlatmistir:
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“..Cocuklarla belirledik biz, sene basinda konusarak sey yaptik. ... Sene basinda, ya ben ilk bir ay
icinde oturtuyorum zaten sinif kurallarimizi, anlatarak... Kurallani birlikte koyduk yani o sekilde sey
yaptim. Yani bunlarin yanls davranislar oldugunu. Yanhs ve dodgru davranislari sene basinda
konustuk. O bir ay icinde de benim en ¢ok durdugum sey kavramdi oydu buydu degil en ¢ok
kurallardir. Yani 1-2 hafta icinde kurallari oturttuktan sonra zaten sizin hi¢ kurallari uyarlamaniza,
uyarmaniza gerek yok. O 1-2 haftada siirekli kurallari anlatiyoruz. Davranislarimiz nasil olmal onu
konusuyoruz, ailelerle konusuyorum evdeki davranislari ile ilgili kii¢iik notlar génderiyorlar. ... Yani
sene basinda o ilk hafta tamamen davranislari konusuyorum ben yani neler yapmaliyiz, sinifta nasil
davranmaliyiz, arkadaslarimiza nasil olmaliyiz, yani o ilk iki hafta benim odur. Cocuklari hem
alistiriyoruz hem de kurallari koyuyoruz.”

Tablo 4.

Cocuklarin Sinif Kurallarinin Onemine lliskin Gériisleri.
Cocuklarin goriisleri n
Sinif kurallari dnemlidir. 13 (G2, G3, ¢4, C5, €6, C7, C8, C9, C10, G11, G12, C13, G14)
Cevap yok. 1(¢1)

Tablo 4’te gocuklarin sinif kurallarinin dnemine iliskin gorusleri yer almaktadir. Cocuklarin biyiik
¢ogunlugu (n = 13) sinif kurallarinin 6nemli oldugunu ifade ederken bir gocuktan cevap alinamamistir.

Tablo 5.
Sinif Kurallarinin Neden Onemli Olduguna Dair Cocuk Gériisleri.
Tema Alt tema Kod n
Sinif Kurallarinin Akran odakh Arkadagimizin caninin acimamasi igin 2 (C10, C12)
Oneminin Nedeni  nedenler Arkadagimizin iyiligi icin 1(G10)
Kurallari bilmeyenleri uyarmak igin 1(G13)
Ogretmen odakli Ogretmen aferin desin diye 1(C13)
nedenler Ogretmenin kizmamasi igin 1(C5)
Ogretmenin mutsuz olmamasi igin 1(C4)
Ahlaki nedenler Glzel oldugu icgin 1(C9)
iyi bir sey oldugu icin 1(C2)
Egitim ortami Okulumuzun daginik olmamasi igin 1(c6)
odakli nedenler Sinifimiz glizel olmasi igin 1(G11)
Diger Bilmiyorum 3(C3, C8, C14)
Cevap yok 2(C1,C7)

Tablo 5’te ¢ocuklarin sinif kurallarinin neden énemli olduguna dair gorisleri yer almaktadir. Tablo
incelendiginde akran odakh, 6gretmen odakl, ahlaki, egitim ortami odakli nedenler ve diger alt
temalarinin oldugu goérilmektedir. Akran odakli nedenler alt temasinda gocuklar arkadasinin caninin
yanmamas! (n = 2), arkadasinin iyiligi (n = 1) ve kurallari bilmeyenleri uyarmak (n = 1) i¢in sinif
kurallarinin énemli oldugunu bildirmislerdir. Ogretmen odakli nedenler alt temasinda cocuklar
O6gretmenin aferin demesi (n = 1), kizmamasi (n = 1) ve mutsuz olmamasi (n = 1) igin sinif kurallarinin
onemli oldugunu dile getirmislerdir. Ahlaki nedenler alt temasinda ¢ocuklardan biri giizel oldugu igin, bir
digeri iyi bir sey oldugu icin sinif kurallarina uymanin énemli oldugunu ifade etmistir. Egitim ortami
odakli nedenler alt temasinda, bir ¢ocuk okulun daginik olmamasi igin, bir ¢cocuk ise sinifin glizel olmasi
icin sinif kurallarinin 6nemli oldugunu belirtmistir. Cocuklardan 5’i sinif kurallarinin neden 6nemli
olduguna dair herhangi bir gecerli cevap verememistir. Cocuklarin sinif kurallarinin neden 6nemli
olduguna dair duslincelerini su cimlelerle ifade etmislerdir:

“Kurallar 6nemli. Ciinkii arkadaslarimizin bir yeri acimamasi igin, arkadaslarimizin iyiligi igin.” (G10)
“...Onemli ¢iinkii mutsuz olur 6§retmen.” (C4)

“...Onemli ama neden 6nemli bilmiyorum.” (C8)
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Tablo 6.
Sinif Kurallarina Uyuldugunda Ogretmenin Sergiledigi Davranislara iliskin Cocuk Gériisleri.
Tema Alt tema Kod n
Ogretmen  Sembolik pekistirec  Cocuklara yildiz (gcikartma) verme 6 (C1, C2, C3, C6, C12, C14)
Davranisi Cocuklari stisleme 1(C7)
Cocuklara pasta alma 1(G11)
Yuz boyasi ile gocuklarin yizlerini 1 (C6)
boyama
Faaliyetsel Cocuklari disariya (bahgeye, 4 (G5, C11, ¢13, ¢C14)
pekistireg parka) ¢cikarma

Cocuklarin yaptiklari resimleri eve 1 (G13)
goturmeye izin verme

Sozel pekistireg Cocuklara aferin deme 3(C1, ¢9, C13)
Cocuklara tesekkiir etme 1(c4)

Diger Cevap yok 2 (C8, ¢10)
Mutlu olma 1(¢4)

Tablo 6’da gocuklarin sinif kurallarina uyduklari zaman 6gretmenin sergiledigi davraniglar hakkindaki
gizdikleri resimlere iliskin agiklamalarindan elde edilen bulgular yer almaktadir. Tablo incelendiginde,
¢ocuklar sinif kurallarina uyan davranislarda bulundugunda 6gretmenin en ¢ok sembolik (n = 9),
ardindan faaliyetsel (n = 5) ve s6zel pekistirecler verdigi (n = 4) gériilmektedir. iki cocuk ise konuyla ilgili
goris bildirmezken, bir cocuk da kurallara uyduklarinda 6gretmenin mutlu oldugunu ifade etmistir.
Sembolik pekistireg alt temasi incelendiginde ¢ocuklar kurallara uydugunda 6gretmenin ¢ocuklara en ¢ok
yildiz (gtkartma) verdigi (n = 6) goérulmektedir. Ayrica ¢ocuklar kurallara uyduklarinda 6gretmenin onlari
susledigini (n = 1), onlara pasta aldigini (n = 1) ve yuz boyasi ile yizlerini boyadigini (n = 1) ifade
etmiglerdir. Faaliyetsel pekistire¢ alt temasi incelendiginde 6gretmenin istenen davranislar karsisinda
¢ocuklari disariya gikardigi (n = 4) ve ¢ocuklarin yaptiklari resimleri evlerine gotiirmelerine izin verdigi
gorulmektedir (n = 1). Sozel pekistire¢ alt temasi incelendiginde ise sinif kurallarina uyduklarinda
6gretmenin ¢ocuklara aferin dedigi (n = 3) ve tesekkdr ettigi (n = 1) gériilmektedir. Cocuklara “Sen ya da
bir arkadasin sinif kurallarina uydugunda 6gretmeniniz neler yapiyor? Bir resim ¢izerek anlatir misin?”
yonergesi verildiginde ¢ocuklarin yaptiklari resimler ve aciklamalardan bazi 6rnekler su sekildedir:

“Oyuncaklari paylastigim ve topladigim icin égretmenim bana yildiz veriyor, ¢ikartma yani.” (G2)

Sekil 1. C2 kodlu ¢ocugun kendisi ya da arkadasi kurallara uydugunda 6gretmenin neler yaptigina iliskin
¢izimi.
“Hi¢ kimse yaramazlik yapmadigi igin égretmen disariya ¢ikartiyor.” (C5)
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Sekil 2. C5 kodlu gocugun kendisi ya da arkadasi kurallara uydugunda 6gretmenin neler yaptigina iliskin
¢izimi.

“Kurallara uydugumuzda 6gretmen yliziimiize biyik ¢gizer, yiiz boyasi ile. Bize yildiz verir.” (C6)

Sekil 3. C6 kodlu gocugun kendisi ya da arkadasi kurallara uydugunda 6gretmenin neler yaptigina iliskin
gizimi.
“Ogretmen bize yildiz veriyor, bize aferin der. Kurallara uydudumuzda é§retmen yaptigimiz resimleri

eve gétiirmemize izin veriyor. Kurallara uydugumuz zaman parka ¢ikiyoruz. Burada 6gretmen yildiz
verirken siraya gecgiyoruz.” (C13)

Ogretmen ile yapilan gériismede ise 6gretmen, ¢ocuklar sinif kurallarina uydugunda yildiz verdigini,
alkislattigini ve parka c¢ikardigini ifade ederek konu ile ilgili deneyimlerini su sekilde belirtmistir:

“Yildiz veriyorum, o giin alkishyoruz. Odiillerimiz alkis ve ¢ikartma. En ¢ok sevdikleri sey cikartma.
Alkis yapiyorum. Onun icin resmedemediler zaten cocuklar. Odiil olarak parka ¢ikiyoruz. Onlar ¢ok
sevdigi igin. Yani beslenme dostu okul oldugumuz igin ¢ok fazla ¢ikolata, seker dagitamiyoruz. Hani o
tip seyler yapiyordum daha énceden. Hem zararli oldugunu diisiindiigiim icin hem de beslenme dostu
bir okula yakismaz dedik onu kaldirdik. Onun yerine ¢ikartma veriyorum iste.”
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Sekil 4. C13 kodlu cocugun kendisi ya da arkadasi kurallara uydugunda 6gretmenin neler yaptigina iliskin

¢izimi.
Tablo 7.
Cocuklarin Sinifta Yapilmamasi Gereken Davranislarin Varligina lliskin Gériisleri.
Cocuklarin gorisleri n
Sinifta yapilmamasi gereken davranislar vardir. 14
Sinifta yapilmamasi gereken davranislar yoktur. 0

Tablo 7'de gocuklarin sinifta yapilmamasi gereken davranislarin olup olmadigina dair gorisleri yer
almaktadir. Tablo incelendiginde ¢ocuklarin tamaminin (n = 14) sinifta yapilmamasi gereken davranislar
oldugunu ifade ettikleri gorilmektedir.

Tablo 8'de sinifta yapilmamasi gereken davranislara iliskin ¢ocuklarin gorisleri yer almaktadir. Tablo
incelendiginde, akrana yonelik (n = 31), egitim ortamina yonelik (n = 10), 6gretmene yonelik (n = 3) ve
diger (n = 1) alt temalarinin ortaya ciktigi gorilmektedir. Akrana yo6nelik alt temasi incelendiginde
¢ocuklarin sinifta yapilmamasi gereken davranislar olarak vurma (n = 9), ¢imdikleme (n = 4), sa¢ gekme (n
= 4), itme (n = 3), tekme atma (n = 3), arkadasina kotu davranma (n = 2), kavga etme (n = 2), arkadasini
dislama (n = 1), arkadasina pislik deme (n = 1), arkadasini izme (n = 1) ve tas atma (n = 1) davranislarini
dile getirdikleri goriilmektedir. Egitim ortamina yonelik alt temasinda ¢ocuklar ¢ok ses g¢ikarma (n = 2),
kosturma (n = 2), aglama, mizmizlanma (n = 1), Lego’dan tiinel yapma (n = 1), oyuncaklari dagitma (n =
1), sinifta yerden yiiksek oynama (n = 1) ve yaramazlhk yapma (n = 1) davranislarini ifade etmislerdir. Bir
diger alt tema olan 6gretmene yonelik davranislar alt temasinda ise cocuklarin sinifta yapilmamasi
gereken davranislar arasinda 6gretmene iyi davranmama (n = 1), 6gretmene saygl duymama (n = 1) ve
O6gretmene vurma (n = 1) davranislarindan soz ettikleri gérilmektedir. Yapraklari ve gigekleri koparma (n
= 1) ise bir cocuk tarafindan ifade edilmistir. Cocuklarin, sinifta yapilmamasi gereken davranislara iliskin
ifadelerinden bazi 6rnekler su sekildedir:

“..Tekme atmamak, birbirimizi asla dislamamak...” (C7)

“Yaramazlik yapmak. ... itmek, vurmak bir de cimdiklemek, bir de sinifta kosmak...” (C5)

“ ... Arkadasa vurmamak, égretmene saygi duymamak. Cimdiklememek, sa¢ cekmemek, yapraklar
koparmamak, cicekleri koparmamak.” (C12)

Ogretmen ile yapilan goriismede &gretmen, sinifta en ¢ok vurma davranisinin yapilmamasini
istedigini ifade etmistir. Cocuklarin birbirlerini itmelerinin, paylasmamalarinin ve ¢ok yiiksek sesle
bagirmalarinin da sinifta yapilmamasi gereken davranislar arasinda oldugunu belirterek distincelerini su
sozlerle ifade etmistir:
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“En ¢ok vurmak. Birbirlerini iteklemeleri, paylasamamalarina hemen miidahale ediyorum,
konusturarak. ... Onun disinda ¢ok yiiksek sesle bagirilmasi, normalde zaten sesliyiz de. Cok yiiksek
sesle bagirdiklarinda higbiri birbirini duymuyor.”

Tablo 8.
Cocuklarin Sinifta Yapilmamasi Gereken Davranislara iliskin Gériisleri.
Tema Alt tema Kod n
Yapiimamasi Akrana Yonelik Vurma 9 (G5, C6, C8, 9, C10,
Gereken G11, G12, ¢13, G14)
Davraniglar Cimdikleme 4(C1, G5, C6, C12)
Sag cekme 4(C8, C12, C13, C14)
itme 3 (C5, ¢6, C10)
Tekme atma 3(C7, C10, C11)
Arkadasina kotl davranma 2 (C4, C6)
Kavga etme 2 (C1, ¢8)
Arkadagini dislama 1(¢7)
Arkadasgina pislik deme 1(G13)
Arkadasini izme 1(C11)
Tas atma 1(C10)
Egitim Ortamina Cok ses ¢ikarma 2(C1,C2)
Yonelik Kosturma 2 (C2,C5)
Aglama, mizmizlanma 1(¢3)
izin almadan esyalarla oynama 1(G13)
Lego’dan tiinel yapma 1(¢9)
Oyuncaklari dagitma 1(G2)
Sinifta yerden yiiksek oynama 1(C13)
Yaramazhk yapma 1(C5)
Ogretmene Yonelik  Ogretmene iyi davranmama 1(C13)
Ogretmene saygi duymama 1(C12)
Ogretmene vurma 1(C13)
Diger Yapraklari, gigekleri koparma 1(G12)
Tablo 9.
Sinifta Yapilmamasi Gereken Davranislarin Neden Yapilmamasi Gerektigine iliskin Cocuk Gériisleri.
Tema Alt tema Kod n
Yapiimamasi Akran odakl Arkadasin caninin acimasi 7 (C4, C5, C6, C10,
Gereken G11, G12, C14)
Davraniglardan Arkadasin tGzilmesi 2 (C1, C11)
Kaginma Nedenleri Arkadasina haksizlik olmasi 1(C7)
Arkadasin iyiligi icin 1(C10)
Ogretmen Ogretmenin kizmasi 3(C8, C12, C13)
odakli Ogretmenin hosuna gitmemesi 1(C13)
Ogretmenin rahatsiz olmasi 1(C1)
Ahlaki nedenler  lyi bir sey olmamasi 1(C2)
Ko6tU bir sey olmasi 1(C8)
Diger Bilmiyorum 3(C3,C9, C13)

Tablo 9’da sinifta yapilmamasi gereken davranislarin neden yapilmamasi gerektigine dair
cocuklardan alinan gérusler yer almaktadir. Cocuklar en ¢ok akran odakh (n = 11), ardindan 6gretmen
odakli (n = 5) ve son olarak da ahlaki nedenler (n = 2) dile getirmislerdir. U¢ cocuktan konu ile ilgili
herhangi bir cevap alinamamistir. Akran odakh alt temasi altinda ¢ocuklar arkadasin caninin acimasi (n =
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7), arkadasin Gzilmesi (n = 2), arkadasina haksizlik olmasi (n = 1) ve arkadasin iyiligi icin (n = 1) s6z
konusu davranislarin yapilmamasi gerektigini belirtmislerdir. Ogretmen odakli alt temasinda, 6gretmenin
kizmasi (n = 3), 6gretmenin hosuna gitmemesi (n = 1) ve 6gretmenin rahatsiz olmasi (n = 1) nedenlerini
dile getirmislerdir. Ahlaki nedenler alt temasinda ise 1 gocuk iyi bir sey olmadig icin s6z konusu
davranislarin yapilmamasi gerektigini ifade ederken, bir cocuk da kéti bir sey oldugu icin yapilmamasi
gerektigini belirtmistir. Cocuklar, sinifta yapilmamasi gereken davranislarin neden yapilmamasi
gerektigine iliskin diisiincelerimi su sekilde dile getirmislerdir:

“Arkadasimizin cani aciyabilir. ... Bu davranislari yaparsak 6gretmen bize kizabilir.” (C12)
“... Clinkdi iyi bir sey degil.” (C2)

“Ciinkii bu davranis yapiimamali. Bu davranis neden yapiimamali bilmiyorum.” (G13)

Tablo 10.
Sinif Kurallarina Uyulmadiginda Ggretmenin Sergiledigi Davranislara iliskin Cocuk Gértiisleri.
Tema Alt tema Kod n
Ogretmen Birinci tip ceza  Kizma 7 (C3,C4,C6, C8, C9,
Davranisi G10, G13)
Uyarma 3 (G4, ¢10, G12)
Kisme 1(C6)
ikinci tip ceza Daslinme kosesine (sandalyesine) gonderme 4(C1, C2,C11, ¢c14)
Ders yaptirma 1(C5)
Verdigi yildizlari geri alma 1(C13)
Parka ¢ikarmama 1(G14)
Diger Davranisin nedenini sorma 1(G1)
Kurali hatirlatma 1(G3)
Cevap yok 1(C7)

Tablo 10’da c¢ocuklarin sinif kurallarina uymadiklari zaman 6gretmenin ne tir davranislarda
bulunduguna dair cizdikleri resimlere iliskin agiklamalarindan elde edilen bulgular yer almaktadir. Tablo
incelendiginde cocuklardan gelen bulgulara gére 6gretmenin en ¢ok birinci tip (n = 11), ardindan ise
ikinci tip ceza verdigi (n = 7) gbze carpmaktadir. Birinci tip ceza alt temasi incelendiginde cocuklar
kurallara uymadiginda 6gretmenin kizma (n = 7), uyarma (n = 3) ve kiisme (n = 1) davranislari sergiledigi
goriilmektedir. ikinci tip ceza alt temasinda ise ¢ocuklar sinif kurallarini bozan davranislar karsisinda
6gretmenin kendilerini diisinme kdsesine (sandalyesine) génderdigini (n = 3), ders yaptirdigini (n = 1),
verdigi yildizlari geri aldigini (n = 1) ve parka ¢ikarmadigini (n = 1) ifade etmislerdir. Diger alt temasinda
bir cocuk 6gretmenin davranisin nedenini sordugunu, bir cocuk 6gretmenin kural hatirlattigini ifade
ederken, bir cocuk ise herhangi bir cevap vermemistir. Cocuklara “Sen ya da bir arkadasin sinif kurallara
uymadiginda 6gretmeniniz neler yapiyor? Bir resim gizerek anlatir misin?” yonergesi verildiginde
¢ocuklarin yaptiklari resimler ve agiklamalardan bazi 6rnekler su sekildedir:

“Burada oyuncaklari paylasmazsak oyuncak getirmememizi séyliiyor dgretmenimiz. Burada
arkadaslarimizia déviismemeyi anlattim. Ogretmen bir daha yapmayin diyor. Yemek yerken
konusmamaliyiz. Odretmen yle yaparsak bize kizar. Burada K. ve A.’nin kizlarin evlerini bozdugunu
¢izdim. Odretmen onlari uyariyor.” (C4)
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Sekil 5. C4 kodlu cocugun kendisi ya da arkadasi kurallara uymadiginda 6gretmenin neler yaptigina iliskin
¢izimi.

“Ogretmen biz yaramazlik yapinca bizi sandalyeye aliyor.” (G11)

{
\
\

/,7 R o vl =8y
%\. £ S e
Sekil 6. C11 kodlu gocugun kendisi ya da arkadasi kurallara uymadiginda 6gretmenin neler yaptigina

iliskin gizimi.
“Resimde ben, arkadaslarim ve éGretmen var. Odretmen bize kiziyor, bizde éziir dileriz diyoruz, bize
verdigi yildizlari geri aliyor.” (C13)

“Kumla tas attigi icin 6gretmeni ona kizmis. Ve su kirmizi sandalyeye otur demis. Sonra demis ki biz
parka ¢ikacadiz sen de burada oturup bekleyeceksin demis. Sonra ¢ocuk oturmus éyle beklemeye
baslamis, o sirada onlar parka ¢ikmis.” (C14)

Ogretmen ile gergeklestirilen goériismede ogretmen, cocuklar sinifta yapilmamasi gereken
davraniglari yaptiklarinda ¢ocuklari konusturdugunu, sohbet ettigini, empati kurdurmaya cgalistigini ve
disiinme kosesine gonderdigini bildirmistir. Ayrica 6gretmen cocuklar kurallara uymadiginda onlari
somut yaptirmlarla karsilastirdigini da érneklerle aciklamistir. Ogretmenin konuya iliskin diisiince ve
deneyimlerini su sekilde aktarmistir:
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“..Mesela ¢6pii ¢épe atmak. ...Hepsini yere atiyorlardi. Onu toplamazlarsa yaptiracagim etkinligi
bekletiyordum, vermiyordum toplayana kadar. ..Vurma olayinda da 5 dakika oturma diisinme
késemiz var. Hem benim karsimda duruyor hem sohbet ediyoruz diisiindiikten sonra diisiincelerini
acikliyor sonra gidiyor arkadasindan 6ziir diliyor... Bir de oyuncak toplamayan ¢ocuda ertesi giin
oyuncak saatinde tamam diyorum bugiin sen oynamayacaksin, o zaman toplamayi kabulleniyorlar ve
topluyorlar... Onun disinda konusurum sohbet ederim. Davranisinin nelere, kendisine yapildiginda
nasil, ne hissedecedini soruyorum genellikle. Kendilerine yapildiklarinda kétii hissedeceklerini
soyledikleri icin peki sen yaptin karsidaki nasil hisseder... O zaman yanlislarini anlyorlar. Empati
kurmalarini saghyorum kisacasi. Diisiinme késesi, o arada ben sohbet ediyorum acikgasi, sonra birkag
dakika diisiiniyorlar, kavga ettiyse kavga ettigi arkadasi ile birlikte ¢agiriyorum o arada
konusurlarken kendileri ¢6ziiyorlar agik¢asi. Ben éziir dilemek zorundasin falan demiyorum bir sey, ne
yapman gerekiyor o da séyliiyor iste, éziir dilerim, éziir diliyorlar, diisiiniiyorlar...”

Sekil 7. C13 kodlu ¢cocugun kendisi ya da arkadasi kurallara uymadiginda 6gretmenin neler yaptigina
iliskin gizimi.

g

Sekil 8. C14 kodlu gocugun kendisi ya da arkadasi kurallara uymadiginda 6gretmenin neler yaptigina
iliskin cizimi.
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Tartisma ve Sonug

Arastirmada tim c¢ocuklar, sinif kurallarinin ve sinifta yapilmamasi gereken davranislar oldugunu
belirtmistir. Cocuklarin sinif kurallarina ve sinifta yapilmamasi gereken davranislara iliskin gorisleri
incelendiginde akrana yonelik, egitim ortamina yonelik, 6gretmene yonelik ve diger alt temalarinin
ortaya ciktigi bulunmustur. Arastirmada cocuklarin hem sinif kurallari hem de sinifta yapilmamasi
gereken davranislara yonelik olarak en c¢ok akrana fiziksel zarar vermemeye yonelik ifadelerde
bulunmalari, alan yazinda yapilan diger ¢alismalarin sonuglari ile benzerlik gostermektedir (Karabay &
Asi, 2015; Perry-Hazan & Lambrozo, 2018; Thorngberg, 2008a). Thornberg (2008a) tarafindan yapilan
calismada da gocuklar en ¢ok iliskisel kurallar temasi altinda ele alinan kavga etmeme, zorbalk
yapmama, arkadasina iyi davranma gibi kurallar dile getirmislerdir. Perry-Hazan ve Lambrozo (2018)
tarafindan 7-10 yag arasi 6grencilerle yapilan arastirmada ¢ocuklar siddetten uzak durma, sinifta sessiz
calisma ve 6dev hazirlama ile ilgili kurallarin oldugunu ifade etmislerdir. Karabay ve Asi (2015) tarafindan
yapilan benzer bir arastirmada ise ¢cocuklarin davranigla ilgili kurallari ilk sirada, zarar vermemeye yénelik
kurallari ikinci sirada ve temizlik ve dizenle ilgili kurallari Gglincl sirada glindeme getirdikleri
gorilmektedir. ilkégretim 6grencileriyle yapilan bir calismada ise cocuklarin en sk “sinifta ya da
koridorlarda kosmamak”, “s6z alarak konusmak”, “cevreyi, okulu ve sinifi temiz tutmak”, “6devleri
zamaninda yapma”, “sinifta kendi aramizda konugsmamak/gurilti yapmamak”, “derse zamaninda
girmek/okula zamaninda gelmek” gibi daha ¢ok egitim ortamina yonelik kurallari ifade ettikleri
goriilmektedir (Boyaci, 2009). Alan yazinda da ifade edildigi tGzere sinif kurallar, sinif ve okulun iginde
bulundugu sosyal ve kiltlrel cevreye 6zgli degerler, inanglar ve normlardan etkilenerek 6gretmen ve
cocuk iliskisine gore sekillenmektedir (Neff & Helwig, 2002; Lewis, Romi, Katz & Qui, 2008). Bu bulgular
ve bilgiler 1siginda sinif kurallarina iliskin cocuk goéruslerinin, her sinifin dogasina, ¢ocuklarin yasina ve
egitim kademesine gore farklilasabilecegi dustinilmektedir.

Ogretmenle yapilan gériismede 6gretmen, cocuklarin gériislerine paralel olarak sinifta kurallarin ve
yapilmamasi gereken davranislarin oldugunu belirtmistir. Ogretmen sinifta uygulanan kurallar olarak sira
olma, copleri yere atmama, arkadasina vurmama, arkadasini itmeme, tuvalete giderken sira olma,
¢ikarken izin alma, oyuncaklari toplama gibi kurallari; sinifta yapilmamasi gereken davraniglara iliskin
olarak ise vurma, birbirini itme ve ¢ok yiksek sesle bagirma davranislarini dile getirmistir. Arastirma
bulgusuna benzer olarak alan yazinda yapilan arastirmalarda da siraya girmek, paylasmak, sinifin
temizligi, kisisel temizlik, baskalarina zarar vermemek ve esyalara zarar vermemek okul 6ncesi
o6gretmenleri tarafindan sinif ortaminda uygulanan kurallar arasinda ifade edilmistir (Durmusoglu Saltali
& Arslan, 2013; Karabay & Asi, 2015). Arastirma sonucunda cocuklarin ve 6gretmenlerinin sinif
kurallarinin ve sinifta yapilmamasi gereken davraniglarin neler olduguna iliskin goériglerinin birbiri ile
benzerlik gosterdigi tespit edilmistir. Bu bulgu, ¢ocuklarin ve 6gretmenlerinin sinif kurallari konusunda
fikir birligi icerisinde olduklarini ve cocuklarin sinifta uygulanan kurallar hakkinda farkindaliklarinin
ylksek oldugunu distiindirmektedir. Arastirmada cocuklarin sinif kurallarindan bahsederken kurallari
hep olumsuz ciimlelerle ifade etmeleri ise arastirmanin carpici bir bulgusudur. Ogretmenin de bazi sinif
kurallarini olumsuz ifadelerle dile getirdigi goz 6niinde bulundurularak, ¢ocuklarin da 6gretmeni model
aldiklarr duguntlmektedir. Sinif kurallarinin ne yapilmayacagini belirten olumsuz cimleler yerine, ne
yapilacagini belirten olumlu cimlelerle ifade edilmesi gerekmektedir (Alberto & Troutman, 2013; Alter &
Haydon, 2017). Ornegin bir sinif kurall olan “cdpleri yere atmama” kurali, olumlu ifade ile
diizenlendiginde “copleri ¢op kutusuna atma” olarak degismektedir. Kurallarin olumlu ifade edilmesi,
cocuklarin olumlu davranislara daha basarili bicimde odaklanmalarina ve istendik davranislarin
sergilenmesini saglamaktadir (Burden, 2003; Gable, Hester, Rock & Hughes, 2009; Kerr & Nolson, 2010).

Sinif kurallarinin kim ya da kimler tarafindan belirlendigine dair bulgular incelendiginde, arastirmada
gocuklarin biyiik cogunlugu, kurallarin &gretmen tarafindan koyuldugunu belirtmistir. Ogretmen ile
yapilan goérismede ise O0gretmen kurallari gocuklarla beraber belirlediklerini ifade etmistir. Ancak
sonrasinda sene basinda konusarak sinif kurallarini anlattigini, dogru ve yanhs davranis Uzerinde
konustugunu ve davranislar lzerinde calistigini belirtmesi, kurallarin belirlenmesi siirecini anlatirken
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cocuklarin siregteki roliinden bahsetmemesi ve c¢ocuklardan elde edilen bulgular, sinif kurallarinin
O0gretmen tarafindan belirlendigini dusundirmektedir. Alan yazin incelendiginde sinif kurallarinin
olusturulmasinda zaman zaman 6gretmenin, zaman zaman ise 6gretmen ve ¢ocuklarin belirleyici oldugu
gorilmektedir. Kaya (2012) tarafindan yapilan arastirmada okul dncesi 6gretmenlerinin % 79.2’si sinif
kurallarinin 6gretmen ve cocuklar tarafindan birlikte belirlendigini ifade etmistir. Pigman (2001)
tarafindan yapilan ¢alismada ise 6gretmenlerin % 45’i kurallarinin kendisinin belirledigini ifade ederken,
% 39'u ise kurallari ¢ocuklarla beraber belirlediklerini ifade etmislerdir (akt. Kaya, 2012). Parpucu,
Yildirnm-Polat ve Akman (2018) tarafindan okul 6ncesi 6gretmenleriyle yapilan arastirmada, bazi
o0gretmenlerin kurallarin gocuklarla beraber olusturulmasi gerektigini ifade ettigi, bazi 6gretmenlerin ise
O0gretmen tarafindan belirlenecek kesin kurallar olmasi gerektigini dile getirdigi tespit edilmistir. Disiplin
modelleri incelendiginde farkli modellerin kurallar hakkinda farkli énerileri oldugu gériulmektedir. Canter
ve Canter’in Glvengen Disiplin Yaklasiminda kurallar 6gretmen tarafindan belirlenip ¢ocuklarin kurallara
uyulmasi beklenmektedir. Gordon’un Etkili iletisim Yaklasimi ise siniflarin giivenli, verimli ve uyumlu
yerler olabilmesi icin kurallarin cocuklarla tartisilarak benimsenmesi gerektigini, herkesin kurallar
Gzerinde ayni fikirde olmasi gerektigini, boylelikle herkesin ihtiyaglari karsilanacagi icin hem 6gretmenin
hem de gocuklarin kazanacagini ifade eder (akt. iflazoglu Saban, 2016). Jones ve Jones (2016) ise, 6grenci
geri bildirimlerinin toplandigi, kaydedildigi, tartisildigi ve daha sonraki yil igin sinif kurallarinin belirlendigi
¢ok agsamali bir sinif kurallari olusturma sirecini benimsemistir. Sinif kurallarinin belirlenme siirecinde
0gretmen ve gocuklar olmak tizere sinifin tiim Uyelerinin siirece dahil olmasinin, gocugun sinifa aidiyetini
giclendirebilecegi, kendisinin ve arkadaslarinin koydugu kurallari sahiplenerek igsellestirmesini
saglayabilecegi ve dolayisiyla sinif kurallarinin gegerliligini arttirabilecegi dusinilmektedir. Sinif
kurallarinin beraber belirlenmesi, c¢ocuklarin kendilerini degerli hissetmelerini, kurallara uymaya
gonalltlik gostermelerini saglayabilmekte, ¢ocuklarin kurallara uyma isteklerini arttirabilmekte,
demokrasi algilarinin  gelisimini  destekleyebilmekte ve kurallari igsellestirmelerine yardimci
olabilmektedir. (Burden, 2003; Dogan, Ugurlu & Karakas, 2014; Durmusoglu Saltali & Arslan, 2013;
Karabay & Asi, 2015; Kerr & Nelson 2010). Sinif yonetimi ve etkinliklerine ¢ocuklarin da fikirlerini
belirterek katilmalarina izin veren olumlu yaklasimlar sayesinde cocuklar egitim sirecinin merkezinde
aktif bir katihmci olarak yer alirlar (Koran & Avci, 2017). Ozellikle okul dncesi dénemde sinif kurallari
belirlenirken cocuklarin da strece dahil olmalari, aidiyet duygularini besleyerek kendilerini sinifin degerli
bir Gyesi olarak hissetmelerini saglayabilir ve okula uyumu kolaylastirabilir.

Arastirmada ¢ocuklarin tamamina yakini sinif kurallarinin 6nemli oldugunu ifade etmislerdir. Benzer
sekilde yapilan diger arastirmalarda c¢ocuklarin biyiik ¢ogunlugu kurallarin gerekli oldugunu ifade
etmekte, kurallarin olmasinin 6nemli oldugunu belirtmekte ve kurallar oldugunda okulun daha iyi bir yer
oldugunu belirtmektedirler (Karabay & Asi, 2015; Johansson & Johansson, 2003; Thornberg, 2008b).
Arastirmada cocuklar sinif kurallarinin neden 6nemli oldugunu ise arkadasinin caninin yanmamasi,
arkadasinin iyiligi gibi akran odakli; 6gretmenin aferin demesi ve 6gretmenin kizmamasi gibi 6gretmen
odakli; kurallara uymanin iyi bir sey olmasi gibi ahlaki nedenler; sinifin giizel olmasi gibi egitim ortami
odakli nedenler ile agiklamislardir. Sinif kurallarinin neden 6nemli olduguna iliskin goruslerine paralel
olarak gocuklar sinifta yapilmamasi gereken davraniglarin neden yapilmamasi gerektigini akran odakl,
O0gretmen odakli ve ahlaki nedenler ile agiklamislardir. Arastirma bulgularina benzer olarak Karabay ve
Asi’'nin (2015) arastirmasinda okul 6ncesi donem gocuklar “zarar vermemek igin”, “sinifin temizligi ve
diizenin korumak igin”, “yaramazlik yapmamak icin” ve “etkinlikleri nitelikli yapmak icin” kurallarin
gerekli oldugunu ifade etmislerdir. Arastirmada cocuklarin yaklasik Ggte biri ise sinif kurallarinin neden
onemli olduguna iliskin gecerli bir cevap verememistir. Bazi ¢ocuklarin 6gretmen odakh nedenler
sunmasi ve Ugcte birinin kurallarin neden 6nemli olduguna dair gecerli nedenler sunamamasi, bu
cocuklarin kurallari igsellestiremediklerini distindiirmektedir. Arastirmanin, egitim 6gretim yilinin ikinci
donemin sonlarina dogru vyapildigi da g6z o6ninde bulunduruldugunda c¢ocuklarin kurallari
icsellestirememis olmasi 6gretmenin sinif yonetimi yaklasiminda eksiklikler olabilecegini gostermektedir.
Thornberg’e gore (2008a), cocuklar kurallarin gerekliligini anlamadiklari zaman kurallari 6nemsiz gérme
egiliminde olurlar. Kurallarin kabuliindeki en 6nemli unsurlar 6grencilerin kuralin ardindaki nedeni
tanimasi ve algilamasidir. Arastirmada, c¢ocuklarin bazilarinin kurallarin neden 6nemli oldugunu
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actklayamamasinin  nedenlerinden birinin de kurallarin 6gretmen tarafindan belirlenmesi oldugu
dustnilmektedir. Clnki 6gretmen ve gocuklar sinif kurallarini fikir birligi ile olusturdugunda gocuklar
kurallari igsellestirebilir ve yorumlayabilir (iflazoglu Saban, 2016). Cocuklara sinif yénetimi ve kurallarla
ilgili bakis agilarini paylasma firsati verilmesi 6grenme ortamini destekler. Cocuklar istekleri ve
ihtiyaclarini da dile getirerek, etkili bir sinif ydnetimine katki saglayabilirler (Egeberg, 2018).

Arastirmada ¢ocuklarin yaptiklari ¢izimler ve ¢ocuklarla yapilan goériismeler sonucunda, ¢ocuklar sinif
kurallarina uydugunda 6gretmenin en ¢ok ¢ikartma verme gibi sembolik, ardindan disariya ¢ikarma gibi
faaliyetsel ve aferin deme gibi s6zel pekistirecler verdigi bulunmustur. Arastirma kapsaminda 6gretmen
ile yapilan gérismede benzer sekilde 6gretmen, ¢ocuklar sinif kurallarina uydugunda yildiz verdigini,
alkislattigini ve parka ¢ikardigini belirtmektedir. Cocuklarin goriis ve cizimleri ile 6gretmen gorusleri
ortak sonuglari isaret etmekte olup 6gretmenin sinif kurallarina uyan gocuklari édillendirdigini ortaya
koymaktadir. Arastirma sonuglarina benzer olarak, gerceklestirilen diger arastirmalarda da okul 6ncesi
o6gretmenleri, olumlu davranisi pekistirmek, cocuklara sinif kurallarini benimsetmek ve ¢ocuklari olumlu
davranisa yonlendirmek icin 6dil yéntemini kullandiklarini belirtmislerdir (Durmusoglu Saltali & Arslan,
2013; Karabay & Asi, 2015; Turla, Sahin & Avci, 2001). Alan yazin incelendiginde okul 6ncesi
o6gretmenleri 6dillendirme yontemi olarak tesekkir etme, aferin deme gibi s6zel 6dillendirmeler, sinif
arkadaslarina alkiglatma, yildiz takma, tim sinifi yeni bir kitap okuma ya da bir sarki 6gretme gibi
yontemleri kullandiklarini belirtmislerdir (Durmusoglu Saltali & Arslan, 2013; Ritz, Noltemeyer, Davis &
Green, 2014). Odil kullanmak, cocuklarin kurallara uymaya tesvik edebilir ve &gretmenler sinif
kurallarina uyan gocuklari édiillendirebilir (Arthur & Cremin, 2006; Savage & Savage, 2010). Odiiller s6zli
ya da s0zli olmayan ifadeler ve dokunma gibi sosyal pekistirecleri, istedigi merkezde istedigi etkinligi
yapma gibi etkinlik ya da ayricaliklari ve yildiz, bilet gibi simgesel (sembolik) pekistirecleri icerebilir
(iflazoglu Saban, 2016). Odiil kullanilirken dikkat edilmesi gereken noktalardan biri ddillendirilecek
davranisin diger davraniglardan kesin gizgilerle ayriimasidir. Cocuk deger goren davranisi diger
davranislardan ayirmalidir ve olumlu davranisin bu oldugunu fark etmelidir. Boylelikle gocuk deger géren
davranisi yapmaya ydnelir ve pekistirilince de davranis kalici hale gelir (Dal & Akan, 2018). Odiil
kullanilirken g6z 6ninde bulundurulmasi gereken bir diger nokta icsel ve dissal motivasyon konusudur.
Senemoglu’na gore (2001) 68retmenler, cocuklarin 6z diizenleme yeterliligini destekleyen yaklasimlar
sergileyerek, cocuklarin kendi basarilarinin sonucundaki kazanimlarina yénelik haz ve doyumun onlar igin
bir icsel 6dil oldugunun bilincinde olmalari ve ¢ocuklarin bu farkindaligi yasamalarini desteklemeleri
gerekmektedir (akt. Karabay & Asi, 2015). Oyuncaklar, gikartmalar ve gesitli okul malzemeleri, maddi
pekistiregler arasinda yer alir. Bu pekistireglerin olumsuz 6zelligi maliyetlerinin pahali olmasi ve ¢ok sik
kullanildiginda etkisinin ¢cabuk gegmesidir. Cocuklara aferin deme, giilimseme, sirtini oksama gibi sozel
ya da sozel olmayan sosyal pekistirecler ise ¢cocuklarin akranlari ve 6gretmeni ile olumlu etkilesim ve
iletisim meydana getirdiginden glcli bir pekistirme etkisi gbstermektedir (Kligikahmet’'ten [2003] akt.
Karaoglu, 2008). Alan yazin goz onlinde bulunduruldugunda 6gretmenlerin 6ncelikle sozel ve sosyal
pekistirecleri, ardindan sembolik pekistirecleri kullanmalari gerektigi diisiiniilmektedir. Arastirmaya dahil
edilen sinifta hem gocuklarin gizimleri ve so6zIU ifadeleri hem de 6gretmenin beyani, en sik sembolik
pekistireg, en az ise sozel pekistire¢ kullanildigi yonindedir. Arastirmanin bu dikkat gekici sonucu,
o6gretmenin uyguladigl 6dil yonteminin alan yazindaki 6neriler ile uyusmadigini géstermektedir.

Arastirmada ¢ocuklar sinif kurallarina uymadiginda 6gretmenin ne tir davranislarda bulunduguna
dair ¢ocuklarin gizimleri ve agiklamalarindan elde edilen bulgular sonucunda, 6gretmenin kizma, uyarma
ve kiisme gibi birinci tip; dlisinme kosesine (sandalyesine) gonderme, ders yaptirma, verdigi yildizlari
geri alma ve parka cilkarmama gibi ikinci tip ceza yéntemleri uyguladigi bulunmustur. Ogretmen ile
gerceklestirilen gdrismede ise 6gretmen, cocuklar sinifta yapilmamasi gereken davranislari yaptiklarinda
cocuklarla sohbet ettigini, cocuklari konusturdugunu, empati kurdurmaya galistigini, diisinme kosesine
gonderdigini ve etkinligi baslatmadigini bildirmistir. Arastirma bulgusuna paralel olarak Uysal vd. (2010)
tarafindan okul o6ncesi 6gretmenleriyle yapilan arastirmada, 6gretmenlerin istenmeyen davranislar
karsisinda en ¢ok sozel uyari sonrasinda ise azarlama ve gozdagi verme gibi birinci tip cezayi kullandiklar
bulunmustur. Farkh egitim kademelerindeki 0Ogrenci goruslerinin incelendigi arastirmalarda da,
ogrenciler 6gretmenlerin olumsuz stratejileri sik kullandiklarini bildirmislerdir (Roache & Lewis, 2011;
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Romi, Lewis, Roache, & Riley, 2011). Arastirma sonuglarina benzer olarak farkli kiltirleri inceleyen bir
¢alismada, Tirkiye'deki ilk6gretim 6grencileri, kurallara uymadiklarinda 6gretmenlerinin ceza verdigini,
Norvegli 6grenciler ise 6gretmenlerinin ceza yerine onlarla konusma yolunu tercih ettiklerini ifade
etmislerdir (Boyaci, 2009). Bas¢i ve Dilekmen (2009) ilkégretim 6gretmenlerinin bircogunun fiziksel ceza
yontemi ile sinifta disiplin kurmaya calistiklarini ifade etmektedir. Alan yazinda yer alan ¢ok sayida
arastirmada da, 6gretmenlerin istenmeyen davranislar karsisinda birinci tip ceza kullanarak gocuklari
sozel olarak sert bir sekilde uyardiklarina iliskin sonuglar yer almaktadir (Akgiin, Yarar & Dinger, 2011;
Dobbs-Oates, Arnold, & Doctoroff, 2004; Giinay, 2005; Sadik, 2004). Ayrica bu arastirmanin dikkati
¢eken 6nemli bir bulgusu ise sinif kurallarina uyulmadiginda 6gretmenin davranislarina iliskin 6gretmen
ve cocuk gorislerindeki farklilasmalardir. Cocuklar siklikla cezalardan s6z edip bunu resimlerine
yansitirken, 6gretmen ilk olarak cocuklarla konustugunu onlarla sohbet ettigini ve onlara empati
yaptirmaya calistigini ifade etmektedir. Arastirmanin bu sonucuna benzer olarak Karabay ve Asi (2015)
tarafindan yapilan arastirmada da sinif kurallarina uyulmadiginda 6gretmenin kullandig yontemlere
iliskin cocuk ve Ogretmen gorislerinde farkliliklar ortaya ¢ikmistir. Bu durum 6gretmenlerin sosyal
begenirlik kaygisinin agiklamalarina yansidigini diisindiirmektedir. Arastirma sonuglari ve alan yazindaki
arastirmalar degerlendirildiginde, 6gretmenlerin istenmeyen davranislar karsisinda gogunlukla olumsuz
stratejileri kullandiklar tespit edilmistir. Ocak-Karabay, Glizeldere-Aydin ve Arici (2019) tarafindan okul
oncesi 6gretmenleri ile yapilan galismada da okul 6ncesi 6gretmenlerinin Onleyici yaklagima yonelik
uygulamalarda becerilerinin gelistiriimesine gereksinim oldugu ifade edilmistir. Egitimin ilk basamagi
olan okul oOncesi donemde, Ogretmenin kullandig sinif yonetimi stratejileri, cocuklarin ileriki
hayatlarinda 6nemli izler birakabilmektedir (Marzano & Marzano, 2003; Norris, 2003). Okul 6ncesi
o6gretmenlerinin olumlu sinif yonetimi stratejilerine iliskin bilgi ve becerilerinin desteklenmesi bulyiik
6nem tasimaktadir.

Uygulamaya Yonelik Oneriler

Arastirma ve alan yazinda yer alan ¢alismalar degerlendirildiginde, etkili bir sinif yonetimi igin sinif
kurallarinin igsellestiriimesinde &gretmene biyiik sorumluluk distigi goérilmektedir. Ozellikle okul
oncesi donemde kurallarin 6gretilmesi ve benimsetilmesinde kural belirleme siirecine ¢ocuklarin dahil
edilmesi, kurallarin nedenleri hakkinda ¢ocuklarla beyin firtinasi yapilmasi, kurallarin olumlu ciimlelerle
ifade edilmesi, rol oynama, kuklalar, gesitli oyunlar, kurallari sinifta tiim cocuklarin gorebilecegi bicimde
gorsel olarak yerlestirme gibi tekniklerin kullanimi, ¢ocuklarin kurallari benimsemesini kolaylastiracaktir.
Ayrica kurallar belirlenirken, 6gretmenler kurallarin olumlu ifadeler ile olusturulmasina dikkat etmelidir.
Ogretmen, ailelerle isbirligi yaparak, okul idarecileri ve diger 6gretmenlerle isbirligi halinde sinif kurallari
ile okul kurallarinin paralel gitmesi icin ¢aba gostererek ve etkili sinif ydnetimi stratejileri kullanarak bu
streci yuratmelidir. Sinif kurallarinin yani sira, okul kurallari ve ev kurallari da olumlu climlelerden
olusmahdir. Boylelikle kurallarin gocuklara olumlu davranislari hatirlatmasi da saglanmalidir.

Yapilan arastirma sonucunda ve alan yazindan elde edilen benzer c¢alismalar gostermektedir ki,
ogretmenler sinif kurallarinin benimsetilmesi igin siklikla 6dil ve ceza sisteminden yararlanmaktadir.
Odiil, istendik davranislarin tesvik edilmesi igin kullanilabilir bir sistemdir. Ancak &diil kullaniminda
o6dulln gesidi, ortaya ciktigi ortam ve sikligi gibi dikkat edilmesi gereken 6nemli noktalar bulunmaktadir.
istenmeyen davranislar sonucu ortaya cikan kizma, bagirma ve cezalandirma gibi ydntemler ise sinifta
olumsuz etkilesime yol agacaktir. Ceza, istenmeyen davranislara kalici ¢éziimler sunamamakla birlikte
cocuklara olumsuz yasantilar sunarak okula ve 6grenmeye karsi olan tutumlarini olumsuz yonde
etkileyebilmektedir. Ogretmenler, cezanin olumsuz sonugclarina yol agmamak icin davranisin arkasindaki
nedeni anlamayl amaclayan, etkili iletisimi hedefleyen ve ceza yerine ¢6zlimlere odaklanan pozitif
disiplin yéntemlerini tercih etmelidir. Ogretmenlerin sinif ydnetimi konusundaki 6grenme ihtiyaglarini
belirlemek adina ihtiyag analizleri yapilmal ve iyilestirici nlemler almalarini desteklemek icin hizmet igi
egitimler sunulmalidir. Ogretmen adaylarina lisans dersleri kapsaminda sinif ydnetimi stratejileri
hakkinda 6rnek olaylar sunulmali, 6rnek olaylarin Gizerinden tartisma ortamlari saglanarak ¢éziim yollari
tizerinde fikir alisverisinde bulunmalari desteklenmelidir. Ogretmenlik uygulamasi dersleri, 6gretmen
adaylarinin goreve baslamadan dnce sinif yonetimine iliskin bilgi ve becerilerini gelistirmeleri, teorik
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bilgilerini uygulamaya déniistiirmeleri adina énemli bir firsattir. Ogretmenlik uygulamasi esnasinda
uygulama 6gretmeni ve 6gretmen adayi sinif yonetimine iliskin bilgi ve fikir alisverisi gerceklestirmelidir.
Ogretmenler, dgretmen adaylarinin uygulamalarini gézlemleyerek sinif yénetimi becerileri hakkinda
onlara gelistirici donutler vermeli, sinif kurallarini belirleme ya da hatirlatma gibi siireglerde 6gretmen
adaylarini da siirece dahil etmelidirler.

Sinirliliklar ve Arastirmaya Yonelik Oneriler

Bu calisma, nitel arastirmanin dogasi geregi bir okul dncesi sinifini olusturan 14 gocuk ve sinifin
ogretmeni ile sinirlidir ve bu nedenle arastirma sonuglari diger siniflara ve ortamlara genellenirken
dikkatli olunmalidir. Ayrica sinif kurallarinin ve sinif yonetimi stratejilerini sinifin ve okulun iginde
bulundugu sosyal ve kiiltirel gevreye 6zgi degerler, inanglar, normlar tarafindan etkilenerek 6gretmen
ve ¢ocuk iligskisine gore sekillenebilecegi ve sinif dinamiginin sinifin dogasina, ¢ocuklarin yas ve gelisim
diizeylerine ve egitim kademesine gore farklilik gésterebilecegi de géz 6niinde bulundurulmalidir.

Arastirmada c¢ocuklarin dislince ve deneyimlerini genel gorisleri dogrultusunda 6grenebilmek igin
yari yapilandirilmis goériisme tekniginden yararlaniimistir. Benzer sekilde 6gretmenin uygulamalari
hakkinda bilgi edinebilmek icin de yari yapilandiriimis goriisme teknigi kullanilmistir. Her iki gérlismede
de, nitel arastirma kapsaminda, yari yapilandirilmis gériismelerin olasi sinirliliklari mevcuttur. Ancak bu
arastirmada bu sinirhligin etkilerini azaltip guvenirligi artirabilmek igin cocuklarin ¢izimlerinden
faydalanilmistir.

Arastirma, cocuklar ve 6gretmenden elde edilen nitel verilerle sinirhdir. Arastirmacilara farkl veri
toplama tekniklerinin de dahil edildigi; cocuklar, 6gretmenler, idareciler ve ebeveynler gibi ¢oklu veri
kaynaklarindan yararlanan ve okul dncesi donemde sinif yonetimini cesitli degiskenler baglaminda ele
alan calismalar yapmalari 6nerilmektedir.

Arastirma sonucunda ve alan yazinda yapilan arastirmalar incelendiginde 6gretmenlerin 6dil ceza
yontemini sinif yonetimini saglamak adina siklikla tercih ettikleri gériilmektedir. Hem 6dilin hem de
cezanin kullanim sikhigi ve sekli olumsuz sonuglara yol agabilir. Bu nedenle 6gretmenlerin 6dil ve ceza
yontemini siklikla tercih etme nedenlerini ortaya koyabilmek igin birden ¢ok veri toplama araciyla veri
cesitlemesi yonteminin uygulandigi calismalar yapilmalidir. Ayrica okul 6ncesi 6gretmenlerinin etkili sinif
yonetimi stratejilerine yonelik bilgi, beceri ve degerlendirme egitimlerinin verilecegi deneysel
arastirmalar da gergeklestirilmelidir.
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Introduction

In an age of constantly accelerating change through technology, nature, context and type of
communication change as well as the tools of communication and cooperation. For May (2011)
communication may encourage a person to understand a question or develop an idea. But this is shaped
when the person finds their own way by internalizing it instead of adopting the idea as it is. This is
reflected in today’s innovative understanding of education as mutual interaction between the teacher,
the student and the content as opposed to the power relationship between the teacher and the student
in the traditional classroom setting. Students obtain the content from various resources, not from the
teacher. Knowledge is formed through different perspectives, methods and creative dialogue
(Thompson, 2014). This way, in classroom activities, the teacher becomes the student and the student
becomes the teacher. This understanding ideally allows the learner to develop necessary decision
making skills to become a subject who is active in communal living and has critical awareness.

In the recent years, education research studies (Partnership for 21st century learning (P21), 2007;
Pearlman, 2009; Scardamalia & Bereiter, 2014; Yalgin, 2018) frequently emphasize provision of 21st
century skills to learners. These skills, referred to as P21 in field literature, are discussed under three
categories: learning and refreshment skills, information, media and technology skills and life and
professional skills. For the achievement of these skills, it is important for teachers to improve and
reinforce themselves through various education and training approaches involving knowledge and
experiences, education technologies and new media tools enriching student learning and to reflect them
in their teaching practice. Because today’s technology-dependent world focusing on innovation and
creativity requires students to be aware of how this technology uses visual images it disseminates and
how their lives are affected by these images. As Freire (2014, p.39) points out, today we need to “adopt
an understanding of education focusing on reading the context, reading the world instead of reading the
word, reading the text”. Today, being literate means understanding photography, television, movie
scenes, blogs, digital media and different national characteristics (Kibbey, 2011). This reflects the
importance of visual literacy skills in art education and visual culture.

Today’s art education is intertwined with fine arts, computer games, mangas, feature films, toy
design, advertising, television programs, fashion design and other similar visual culture forms. Diversity
of these forms carry the field of art education beyond stylistic concerns, technical transference,
workshop/studio practices, art history studies, art criticism and aesthetic evaluation, towards a socio-
cultural perspective of formation and interpretation of meaning in the social context (Freedman, 2000;
Sanders, 2006). Today, it is possible to see reflections of such understanding in visual culture-based art
works.

The term “visual culture” was first used in 1983 by Svetlana Alpers to define 17th century Dutch
paintings. However, Elkins (cited in Stankiewicz, 2004, p.6) claims that this term was used by Micheal
Baxandall in 15th century Italy in texts on paintings, art and history. According to Walker and Chaplin
(1997), birth of visual culture as a field of study is a result of changing requirements of art and design
education in 1960s and 1970s. It is possible to see many definitions of visual culture in field literature.
However, it is possible to say that it was Malcolm Barnard who made the most comprehensive definition
of visual culture in his book “Art, Design and Visual Culture” (2010). Barnard (2010, p.34) interprets
visual culture from two different perspectives; “visual” and “cultural”. From the visual perspective, his
definition is; “everything that is visual, functional, and communicational and/or having aesthetic
purpose produced, interpreted or formed by people". From the cultural perspective, his definition is;
“the system of giving meaning to daily objectives, practices, values, beliefs and modes of living that
different cultural and social groups make use of”. From this point of view, it is possible to say that the
term visual culture means two different things. First, the term visual refers mostly to visual works and
their meanings. Second, the term cultural refers to social contexts in which images exist including their
production, dissemination and use. To this end, visual images are studied within their contextual
richness as part of the social discourse including their influence on social life (Saribas, 2019).
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Because visual culture examines studies in many different fields (such as anthropology, sociology, art
history, media, health, art education), it is defined as a multi-cultural, intercultural and interdisciplinary
area (Freedman, 2003; Mitchell, 2002; Saybasili, 2007; Walker & Chaplin, 1997). Visual culture helps us
understand messages given by mass media, what visual works or performances say in their original
context. It also provides opportunity for individuals to make associations between events in their daily
lives and visual texts. This way, individuals interpret what visual texts say and mean in social and cultural
contexts (Anderson, 2003; Wilson, 2003). Thus, the role of visual arts course in art education transforms
towards raising individuals who live and learn in a visual world and decode visual images.

Art education is given through visual arts courses in primary and secondary education levels. This
course functions to enhance creativity of students, providing aesthetic awareness to raise individuals
caring for art and thus, to include conscious art consumers in the society (Turkkan, 2008, p.8). The
objectives of the course, which were put into practice in 2018-2019 academic year, emphasize in the
Visual Arts Course Curriculum such terms as; use of information technologies, multilateral thinking,
visual literacy, art ethics, critical thinking, aesthetic sensitivity, self-awareness, cultural heritage, media
literacy, use of different materials, creative thinking (MEB, 2018). These identified objectives reflect
embracing contemporary art education approaches such as visual culture in Visual Arts Course
Curriculum.

Visual culture theory provides students with opportunities to recognize and interpret various visual
practices in visual arts courses. It helps students to understand and interpret association of different
areas (movies, advertisements, television, news media etc.) with art as well as providing them with skills
to analyse its elements and principles. Additionally, social, cultural and environmental effects of
globalization and its consequences are brought to the classroom setting through this course. It ensures
students to develop proposed solutions to such issues, to achieve creative expression and to be involved
in active learning process based on daily life experiences and to develop critical perspective of the
society. Visual arts courses are given by classroom teachers in primary schools and by visual arts
teachers in secondary schools and high schools. Therefore, classroom teachers and visual arts teachers
will be able to help their students and thus, their parents explore how their thoughts and desires are
shaped with local and global visual culture when they comprehend the importance and necessity of
visual culture in art education and reflect them in their classroom practices. Teachers will also be able to
prepare extraordinary art and education activities through lesson plans they develop based on visual
culture drawing students’ attention to this global issue.

A review of field literature shows that many studies have been done both on national and
international level on visual culture theory. The researches investigate a variety of visual culture subjects
such as advertisements (Freedman, 1997), music videos (Taylor, 2000), shopping centres (Stokrocki,
2001), TV series and the Internet (Congdon & Blandy, 2001), children’s toys (Barrett, 2003),
amusement/theme parks (Jeffers, 2004), science and natural history images (Marshall, 2004), Disney
movies (Tavin, 2003) and gardening/landscaping (Lai & Ball, 2002). In the context of our country, it is
possible to see applications of visual culture at different educational stages of art education (Coskun,
2017; Cildir, 2015; Dilli, 2013; Dilli & Mamur, 2015; Dilli, Mamur & Alakus, 2016; Findikgi, 2015; Kuru,
2009; Mamur, 2012, 2014, 2015; Saribas, 2019; Soganci, 2011; Turkkan, 2008; Uysal, 2009). In the
conclusions of these studies, emphasis is made to the facts that studies are needed on how to include
visual culture theory in the course contents of different education levels in Visual Arts Course
Curriculum and through in-service training, teachers can experience this approach and reflect it on their
own classroom practice. In this context, a TUBITAK supported project was carried out especially for
teachers who give art lessons in primary and secondary schools in order to gain knowledge and
experience they need to develop a critical perspective for young minds taking lessons in their
classrooms. The project included activities to help classroom teachers and visual arts teachers raise
awareness among their students about harmful effects of global visual culture (climate change, fossil
fuels caused by production and consumption wastes, loss of biodiversity and plastic pollution of world
marine ecosystems) through both theoretical information and artistic practices providing them with
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high level critical thinking skills. In this article written based on the results of the research carried out
during the project, the objective is to evaluate the process and school applicability of teacher training
program designed and applied for visual culture theory in visual arts courses in line with opinions of
project participant teachers.

Method
Research Design

The study is a qualitative research, evaluating the process and later applicability at schools of a
teacher training program aiming to integrate visual culture studies into primary school and secondary
school visual arts courses. In this study, “holistic multi-state” sampling was used since visual culture
studies in art courses were examined for two different states. “In this pattern, there is more than one
case on its own. Each case is considered holistically in itself and compared afterwards” (Yildirim &
Simsek, 2013, p.327). Accordingly, the state examined in this study involves teachers’ perceptions of
visual culture-based art education process after teacher training workshops held in seven Turkish cities
between September 2018 and April 2019. Evaluations of classroom teachers and visual arts teachers
were studied as two different states (multi-state) in this case.

Study Group

Teacher training workshops organized under TUBITAK 4005 Science and Society Innovative Education
Practices were carried out in Canakkale, Erzincan, Kayseri, Diyarbakir, Giresun, Mersin and Denizli
provinces selected from seven regions in Turkey in cooperation between Faculties of Education of
universities and Provincial Directorates of National Education. In the scope of the project, a total of 508
teachers in seven provinces participated in the whole process of workshops. Data were collected from
these participant teachers through reflective diaries. Since we wanted to make in depth analysis on the
research case, we also carried out focus group interviews after the workshops with participation of 10 -
11 teachers in each province. We have interviewed with a total of 35 visual arts teachers and 31
classroom teachers. To select this study group under the research, we used criterion sampling which is a
purposeful sampling method. We used two criteria to identify the participants. The first was
voluntariness and the second was the condition to participate in the whole workshop process. Thus,
focus group interviews were carried out at each province with two groups consisting of classroom
teachers and visual arts teachers. Distribution of participating teachers on province basis is given in
Table 1 below.

Table 1.

Distribution of Teachers Interviewed on Province Basis.

Provinces Visual Arts Classroom Total
Canakkale 6 6 12
Erzincan 6 5 11
Kayseri 6 5 11
Diyarbakir 6 5 11
Mersin 6 5 11
Denizli 5 5 10
Giresun 2 - 2
Total 6 FGI 6 FGI 12 FGI

No focus group interview was carried out with participants of Giresun province since there were only
2 teachers participating in the workshop. However, opinions of these teachers regarding the process
were obtained through participant diaries.
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Data Collection Tools

Data collection tools of the research were participant diary and focus group interview records.
Expert opinions were taken for both data collection tools, however after the Canakkale application,
which was the first city where the workshop was held, the participant diary was made to reduce the
number of questions since it was seen that some questions were answered adequately due to the high
number of questions.

Participant diary: It was applied at the end of each day. It consisted of five questions on the
expression of thoughts, feelings and learnings about activities conducted during that day, the expression
of thoughts on suggestions we are happy with and concerned about, thoughts on contribution to
professional teaching knowledge and daily life experiences and contribution to students. The
participant’ diary questions were as follows:

1. Explain today’s learning activity in one word or sentence.
2. What are the aspects that please and worry you in learning activities?
3. How do you think learning activities contribute to you?

4. What kind of contributions will the learning activities of today make to your teaching profession and
your daily life?

5. In what aspects do you think today's learning activities will contribute to primary and secondary
school students?

Focus group interview: This was done on the last day of the workshop for in dept analysis of the
process, with participation of volunteering teachers with the condition of full participation to the whole
process. Classroom teachers and visual arts teachers were interviewed separately by project research
team. The duration of interviews was between 60 and 90 minutes.

Data Collection

The project included activities to help classroom teachers and visual arts teachers raise awareness
among their students about harmful effects of global visual culture through both theoretical information
and artistic practices providing them with high level critical thinking skills. To this end, the teacher
training process was planned for 3 days. Each workshop consisted of 18 to 20 hours training program. 2
hours difference in workshop durations is a result of the number of participants in groups. The training
program was based on 3 categories:

1) Basic philosophical process,
2) Individual and cooperative group activities, and

3) Information for participants on school level practices to help them develop their own teaching
approach.

In the first stage of the training; changing values and parameters in visual arts training were analysed
in the framework of contemporary art practices and education and we asked questions -“Why are we
interested in visual culture? How should we interpret visual culture symbols?”- to focus on
fundamentals of visual culture such as “Attractiveness, Representation, Perspective, ldeology, Power,
Intertextuality, Multimodality”. Following this process where question-answer and brainstorming
methods were used, we continued with individual and cooperative group activities. A total of 5 activities
-2 individual and 3 group activities- were carried out at this stage. At the last stage of the workshop; to
help participants improve their teaching approaches, school level practices were discussed to show
participants ways of opening visual culture discussions in their classrooms.

Throughout the process, participant diaries (PDs) were collected from the participants to question
use of visual culture in art education. However, focus group interviews were also carried out for a
deeper definition and analysis. This allowed us to define the case studied using multiple data sources.
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Focus group interviews were carried out after completion of workshops by the project coordinator and
two different researchers using sound recorders upon necessary explanations on research ethics. This
process resulted in 24 hours of recorded interviews.

Data Analysis

In this research, carried out in seven cities in a period of seven months, data analysis started as early
as the data collection process. This provided us with the opportunity to use the data obtained in data
analysis to take necessary precautions to improve effectiveness of the teacher training program and to
obtain valid and reliable results. Basic data collection tool in this research was the focus group
interviews carried out upon completion of workshops. Each of these interviews was transcribed. Yet, it is
a fact that diversity of data in qualitative studies is important to ensure validity and reliability of the
research done. Thus, participant diaries were also included in data analysis. Content analysis was used
to analyse data. Content analysis, also referred to as inductive analysis in some resources (Merriam,
2013; Yildirm & Simsek, 2013), includes extrapolating text data, dividing texts based on the
extrapolation, naming obtained parts using codes, investigating the codes against unnecessary
redundancy and converting these codes into comprehensive themes (Creswell 2012).

Thus, second and third authors of the research coded the data separately, compared them and
developed common codes and themes. In this research, five main themes of visual culture theory were
developed; “Learning Experiences”, “Questioning”, “Concerns”, “Needs” and “New ldeas for Learning
and Teaching”. Before definition and interpretation of findings, these themes and code contents were
checked by the first author of the research who was also the project coordinator. In this research,
participants’ views were reported as quotes supporting findings. This way, we aim to draw a mental

picture for readers.

Findings

In this research studying two different states (multistate) regarding the use of visual culture theory in
arts lessons by classroom teachers and visual arts teachers, five themes were defined in consequence of
data analysis. These themes are learning experiences, questioning, concerns, needs and new ideas for
learning and teaching of visual culture theory. Figure 1 shows the interrelation of these themes. Codes
derived from themes and subthemes developed in the study were presented in comparison in a table,
followed by quotations from both states. Additionally, comparative analyses were made for both states
for the same theme.

Learning
experiences

Concerns

Figure 1. Interrelation of themes.
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1- Learning experiences theme had two subthemes. The first one is defining the experience. This
subtheme includes defining learning outcomes from visual culture-based activities. The second
subtheme was titled as interaction after coding the data obtained. The interaction subtheme is based on
dialogues established on visual image and experiences in cooperative group work. Codes derived from
opinions stated by classroom teachers and by visual arts teachers are compared in Table 2.

Table 2.

Learning Experience Theme: Subthemes and Comparison of Codes.

Subthemes Visual Arts Teachers (VAT) Codes Classroom Teachers (CT) Codes

Defining the Questioning (critical) perspective Questioning (critical) perspective

experience Learning to see Learning to see
Recognize formation of stereotypes Unique and deep thinking
Unique and deep thinking Artistic experience
Contextual thinking Recognize importance of art
Catch the times/era education

Interaction Brainstorming Enrichment with new ideas
Enrichment with new ideas Creative result/product
Creative result/product Group dynamism

As Table 2 suggests, visual arts teachers frequently use such concepts as questioning perspective,
learning to see, recognize formation of stereotypes, unique and deep thinking, and contextual thinking,
catch the times/era to define experiences they achieved. Below are examples of statements that may be
a reference for these codes:

Awareness and interaction; | can say it’s an experience related to the effect of visual elements we are
unconsciously interacting with in our daily lives (VAT, PD, Kayseri).

Importance of visual culture in the formation of stereotypes and how we can overcome these
stereotypes by making think on them (VAT, PD, Kayseri).

The difference between looking and seeing, awareness of the fact that an image can have visible and
hidden meanings (VAT, FGI, Mersin).

Analytical. Implicit. Extrapolating the hidden meaning beneath things etc (VAT, FGI, Mersin).

We observed that visual arts teachers’ approach towards defining experiences they achieved
through visual culture works mostly develop around the concept of “thinking”. In the framework of this
process, teachers evaluated visual culture activities as a new and updated perspective for art education.
Two statements supporting this opinion are:

I can say it is to interpret visual image, internet, modernity, age of technology that is to catch up with
the times (VAT, FGI, Kayseri).

... this was a workshop addressing innovation. About communication, Russell says: communication in
the modern world is to do things in cooperation. What you have done in a collective exchange, so |
believe this is needed in education (VAT, FGI, Mersin, C3).

Similarly, concepts classroom teachers frequently use to define the experiences they achieved are
similar to those of visual arts teachers; namely, questioning perspective, learning to see, unique and
deep thinking. However, in the case of classroom teachers, we have noted that culture-based workshop
served mainly to enrich artistic experience and opinions regarding the importance of art education.
Below is a selection of statements supporting their opinions:

Through visual culture theory, we have seen that many images in our lives are not as innocent as they
seem to be. We have seen how they influence our lives, our identities (CT, PD, Diyarbakir).

We have explored how to interpret what we see, explored the part of the iceberg invisible to the eye.
We have seen how important the difference between looking and seeing can be (CT, PD, Diyarbakir).
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To me, the biggest experience is the fact that art is a very effective teaching approach, if there is art,
there is learning (CT, PD, Erzincan).

In the visual culture-based workshop program, individual and cooperative group activities were
offered to teachers. These activities were structured in a way to allow dialogue on exploration,
understanding and reflection of visual culture images. In relation to this process, the second subtheme
for teachers’ learning experience was named interaction. The subtheme interaction is based on dialogue
with visual image and experience gained through cooperative group work. Below are examples of
statements of visual arts teachers regarding this experience:

... during the activities, we were always brainstorming, either on an image or with each other. ...(VAT,
FGI, Mersin).

In activities, use of methods guiding towards brainstorming and opportunities for exchange of
opinions resulted in outputs that were both enjoyable and creative (VAT, PD, Mersin).

Creative group works were really useful. Dialogue and discussions within the group gave me new
ideas that | can put into practice in my classrooms (VAT, WEF, Denizli).

Under the interaction subtheme, visual arts teachers frequently used such concepts as
brainstorming, enrichment with new ideas and creative result/output. Similar code contents were
identified in opinions stated by classroom teachers. Classroom teachers stated opinions on dynamism of
group works rather than dialogue created with the visual culture image. For example;

Group work resulted in really creative works. Presentations of outputs by different groups were
effective in widening my perspective (CT, PD, Mersin).

Having independent individuals work together in group activities helped us have a multi dimensional
perspective. The richness of the end product of interaction between each individual was a satisfying
process (CT, PD, Denizli).

Classroom teachers stated benefits they enjoyed through contribution of getting together with
individuals of various age ranges, different branches (VAT) who do not know each other, to
multidimensional thinking at the moment of dialogue on visual images. Effects of the moment of
dialogue on creative output were frequently underlined by classroom teachers in participant diaries.

2- Questioning theme had four subthemes. Questioning one’s own perspective subtheme is based
on participants’ questioning of their own awareness of visual images. The subtheme of questioning the
effect of visual culture includes questioning of the effect of visual images on children and individuals.
Questioning the visual arts course subtheme includes findings related to participants’ current
educational approaches for the lesson content. Questioning applicability at schools subtheme is based
on evaluations made about applicability of the theory considering the class level, size and the region of
the school. Subthemes and codes for the Questioning theme are given in Table 3 below.

Visual arts teachers questioned their own perspectives by thinking that their awareness of visual
images is not sharp enough. These questions took place on failure to think deeply on visual images,
focus on style rather than meaning and failure to focus adequately on visual images of daily life. A
selection of opinions stated is given below:

I noticed how superficial | approach and how I never think on the environment, the images in my daily
life (VAT, WEF, Denizli).

We used to look at artwork from the point of view of style but now it turns out, we should focus more
on meaning ... (VAT, FGI, Mersin, C5).

...It made me realize that no work is done without a message, that they all embody a meaning and
made me notice that. It helped me turn to something and think about its message... Yes, we used to
look before, but we used to look at the stylistic structure ... (VAT, FGI, Erzincan, C1).
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Table 3.
Questioning Theme: Subthemes and Comparison of Codes.
Subthemes VAT Codes CT Codes
Questioning one’s Failure to think deeply on visual images Questioning indifference to art,
own perspective Focus on style rather than meaning Questioning self-confidence in issues
Failure to focus adequately on visual related to art
images of daily life Questioning the effect of art on daily
life
Questioning the Formation of stereotypes A generation quick to adopt
effect of visual Technology effect everything without questioning
culture
Questioning visual Expanding lesson content Questioning the expanding lesson
arts course Increasing visual technologies content
Visual literacy Visual literacy
Questioning lesson perspective
Questioning one’s competence
Questioning Class size Lack of basic materials and
applicability at The region of the school technological requirements
schools Duration of lesson Students’ perceptive capacity

Teacher competence

Teachers’ questioning their own perspectives reflects a requirement to keep cognitive processes
active. In relation to this theme, visual art teachers also questioned the effect of visual images on
children and individuals. For example;

... Today, children don’t communicate, they are always on the Internet, you greet them but they are
too busy with Internet to greet you back (VAT, FGI, Erzincan, C2).

...Children are our problem of priority. They look but they don’t see (VAT, FGI, Kayseri, C5).

... | can’t say today'’s children are patient. It’s about this generation. When | want to make kids create
a picture from scratch, they grow away from the lesson. They are used to watching rather than
creating (VAT, PD, Denizli).

As the reference examples suggest, teacher C1 refers to the effect of visual culture on the formation
of stereotypes while teacher C3 stresses the effect and power of technology on the dissemination of
visual culture. The teachers assess the domination of visual culture on children and individuals.

Codes identified among the classroom teachers related to self-questioning subtheme differs greatly
from those of the visual arts teachers. The classroom teachers questioned themselves on; their
indifference to art, their self-confidence in issues related to art and the effect of art on daily life. Below
are some opinions stated that could serve as reference to these codes:

...at a personal level, | started to see things that | used not to look at and see, although | can’t plan
activities in my classroom for the moment, there is a major leap in my internal perspectives... (CT,
FGl, Denizli, C2).

....| realize that we don’t sufficiently let visual arts in our lives. And, technology and visuality have a
great place in our lives... (CT, FGI, Erzincan, C3).

I've seen how indifferent | was to art, to art works, how | went by without questioning them and how
deficient | was. | understand how big an insufficiency this indifference creates as the times get more
visual (CT, PD, Kayseri).

In relation to this sub-theme, classroom teachers too were observed to question the effect of visual
culture from the point of view of children. Teachers’ assessment is the rise of a generation quick to
adopt everything without questioning. Below are a number of statements found in participant diaries
and focus group interviews:
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Our students are under the hegemony of visual culture, they adopt, accept everything quickly, they
don’t question (CT, PD, Mersin).

The new generation doesn’t question, a generation failing to question is rising. This questioning
through images that we do here is superb. That is, we have to teach children to question using art
(CT, FGI, Mersin, C1).

...for one thing, students don’t have the ability to comment. That ability is gone. The student and the
family don’t have the culture to read books. So they can’t comment too much ... they copy from the
Internet, present the readily available information... (CT, FGI, Diyarbakir, C4).

Based on these questionings, we saw that teachers question the content of visual arts course as well
as the teaching approach they currently employ in their classrooms. An analysis of participant diaries
and focus group interviews showed that visual arts teachers made assessments mainly on expanding
lesson content, increasing visual technologies and their contribution to the lesson and visual literacy. For
example;

In the scope of a critical approach, scrutinizing and being more sensible and sensitive, | can say that
what we have been doing in classrooms are very superficial (VAT, FGI, Erzincan, C2).

... | have always considered myself as a technology person but | now notice it is not so. | use all of
these things but | haven’t been conveying them to children. Using these software programs is not
enough, at a certain point, children bring it to a certain level and we stay back. I've seen that we
shouldn’t. We need to renew ourselves too. | have students who develop games and do this in an
advanced level although it is not taught at school. | realize | have fallen behind in these areas. We
have to catch up with our students here, if not get one step ahead of them ... (VAT, FGI, Denizli, C4).

... We can at least think of it this way: other than artistic ability of children, how can we raise them
perceptively ... (VAT, FGI, Diyarbakir, C5).

As the above statements suggest, the visual arts teachers questioned the lesson content and the
teaching approaches they used. We saw that such questioning served to reinforce belief in subject
education. Teacher C2’s statement ...made us reconnect with visual arts. We have lost hope recently ...
This workshop opened a different window (VAT, FGI, Erzincan, C2) is a reference for this belief. Teachers
C6 and C5 also stated their belief that visual culture studies would contribute considerably to visual arts
courses, saying:

I think we need to wake up to ourselves once in a while. Sometimes we can’t convey things we are
aware of to others. As such, visual culture concept has been something we have come across
frequently but have problems in conveying to students in the recent years. There are now so many
things about it in my mind (VAT, FGI, Erzincan, C3).

At schools, students usually say, “what difference would be learning art make”. We tell them that
their aesthetic values would improve. When we’ll give them these examples, they will become more
aware of why they need to learn. They will start questioning at what stages we are being fooled with
advertisements, what tools are used to guide us, they will not just question the art technically, they
will also question everything we have in our lives and daily activities (VAT, FGI, Diyarbakir, C5).

As part of the subtheme of questioning the visual arts course, we saw that the classroom teachers,
apart from the visual arts teachers, question their perspective of the lesson and their self-competence
as well as the lesson content and teaching approaches they use. A selection of statements that would
serve as reference to these codes is:

Until today, the art lessons were based mostly on drawing skills. But, from what you have told us, |
can say that you are placing it on a theoretical dimension and change our understanding of art
education. A change of perception is needed ... (CT, FGI, Kayseri, C1).

It has been a remarkable experience about types of reading, | am disturbed by the cannonry of
images. A distinctive idea of image reading developed in my mind. As classroom teachers, after
graduation from faculty, when we use what we have stocked without refilling our resources,
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unfortunately we fail to offer an insight. | have always felt | was falling back on visual arts, but we
don’t know the methods ... (CT, FGI, Mersin, C3).

Teachers also questioned school applicability of visual culture studies in the scope of innovations
made to art education methods and content. Majority of the visual arts teachers noted that visual
culture subjects could be applied at schools. But they evaluated the elements that would make
application possible. For the visual arts teachers, these questionings were made on class size, region of
the school and level of student’s issues. Examples of teachers’ opinions include:

Different images can be shown to be questioned at classroom level. But it may not be possible to
reach each student in a populated classroom within the limited duration of the lesson (VAT, PD,
Denizli).

As teachers who recently relocated from a school in the rural area to a school in the city centre, | can
see the difference between children in visual culture context. Children in city centres need such
applications more than the others (VAT, PD, Denizli).

| think the activities you made here can be applied to children. Subjects such as animal rights, child
abuse can be studied. They are appropriate for secondary and high schools (VAT, FGI, Canakkale, C3).

The visual arts teachers indicated that visual culture studies would increase the lesson content and
classroom sizes and lesson durations would be problematic considering the questioning methods
involved in this approach. While they noted difficulties of application at schools, they also stressed that
it would be possible to apply it through efficient planning connecting them with the current contents.
However, some teachers such as teacher C6, indicated that the applicability of this theory would be
possible as part of a separate lesson.

In classroom teachers’ assessment of applicability in schools, two distinct opinions arose: difficult to
apply and possible to apply. Teachers who assessed the applicability as difficult, emphasized lack of
basic materials and technological requirements at school, students’ perceptive capacity and teacher
competence. Below are some opinions that can be reference for these codes:

The school | work in at the moment is a primitive building, No overhead projector, no smart board, no
transportation. That is, it is not possible to practice these in a school like that (CT, FGI, Diyarbakir,
C1).

The teacher must be interested in art for this to be applicable. The teacher needs to be qualified to a
certain degree. Needs to be enthusiastic about this. Science, Turkish, Mathematics should not be the
teacher priority, technologic qualifications are important too. There are teachers who don’t know
how to turn the computer on and off. The teacher should place his/her researcher identity at work to
convey what s/he has learned to students. The teacher should come to the classroom with a plan and
a program. Considering that the teachers prepare for other lessons before class, they would be
successful if they show the same sensitivity to visual arts courses (CT, FGI, Diyarbakir, C1).

As can be seen in the statements above, the applicability of visual culture theory in primary schools
was mostly associated with teacher competencies. Teachers emphasized the need for teachers to love
art, to stay up to date with the times, enthusiasm and researcher identity to be able to bring the theory
into the classrooms. Teachers who stated opinions supporting the applicability of the theory indicated
that effective results could be obtained through design of teaching corresponding to student capacities.
While some of these teachers noted that it would be more effective at 3™ and 4" grades considering the
perceptive capacities of students, others noted that it would be possible to apply it in almost every
lesson. Some of the statements that establish a reference for these codes are:

... I think it is very applicable. Plus, we need to reformat ourselves. | was dispirited when | first came
here but that changed later. Because | now know what to do when | go to school. For instance, we
have Syrian refugee children in our classrooms and we are having a hard time finding a common
language. Here, | can understand that the common language is art. Now | will examine problems,
starting with my own classroom. | will also work on families. | will carry out art work taking into
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consideration problems of children. But the work will not end there; I’ll make sure they adopt their
school garden. | will make them prepare and present reports on their studies. | believe that problems
that stem from children’s own will be over with these activities... (CT, FGI, Mersin, C4).

| think it can be effective at all grades but not all of them of course, a selection of them. We can also
modify some of them, changing parts of it to apply in classrooms. Awareness, methods of self-
expression in children would develop, | already try to do some of them but I've learnt that | can do
better... (CT, FGI, Denizli, C1).

| agree that it would be more convenient at 3" and 4" grades. We sometimes have 3" graders who
are yet to develop cognitive skills, they have a hard time because they could not move from concrete
conceptions towards abstract concepts, but it is applicable at 3" and 4" grades (CT, FGI, Denizli, C4).

3- Concerns theme included four interrelated subthemes: visual arts education, duration of lesson,
school administration and family (parents). Concerns related to visual arts education were based on
changes in teaching methods in the field. Duration of visual arts course includes concerns related to use,
application and assessment of inquiry-based teaching techniques. Concerns related to school
administration and colleague attitudes are based on intervening attitudes and attitudes towards
teaching materials. Family dimension includes teachers’ concerns related to inclusion of families in
visual culture practices.

Table 4.

Concerns Theme: Subthemes and Comparison of Codes.

Subthemes VAT Codes CT Codes

Concerns related to Changes in art Failure to have comprehensive art
visual arts education  Technologic developments knowledge,

Teaching methods

Failure to have comprehensive
knowledge of art teaching methods,

Concerns related to Teaching Sufficient
duration of visual Application Insufficient
arts course Assessment

Concerns related to Attitudes of school administration -

school and colleagues
administration’sand  Attitudes towards material
colleagues’ requirements

perspectives
Concerns related to
attitudes of families

Importance of families’ attitudes Underestimating the importance of art
lesson,

Establishing a role model for their
children in uncontrolled use of mass
media that is an effective way of
dissemination of visual culture,

Failure to know their children well

Concerns related to visual arts education were based on failure to catch up with changes in art and
technology and failure to integrate changes in both areas with effective teaching approaches. Visual arts
teachers indicated concerns about modernity of teaching methods they applied considering changes in
art and changes in technology. Some of the statements that establish a reference for these codes are:

It made me a little anxious. | am worried that technology providing convenience makes art look like
something that can be done effortlessly. But | also thought that | was behind the technology in a
sense that it is something that would allow me to teach children faster ... (VAT, FGI, Denizli, C3).

... | think, to be able to use Visual arts courses more effectively, we need to start with improving
perceptions of teachers. Through this workshop, our perspective changed. | used not to have such a

778



Vedat OZSOY, Nuray MAMUR, Sevcan SARIBAS — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 767-808

critical eye before. We were not given such activities in our college education, maybe it would be

effective to develop such perspective in teacher training. In our classrooms, we present many images

to children, we make them comment on art works but we have to be aware of the artistic perspective
of the times (VAT, FGI, Kayseri, C3).

In this approach, all lessons intertwine. That makes it necessary for children to use their sensory

organs very actively. How easy would it be for teachers to develop that; that is a difficult task (VAT,

FGl, Mersin, C3).

As the above statements suggest, diversification in information, production and exhibition
approaches in art, advantages and disadvantages of technology made teachers worry about visual arts
education. Their concerns grew bigger because of the expanding nature of visual arts course with visual
culture due to limited duration of lessons. Teachers indicated the insufficiency of duration of lessons for
such features as the use of inquiry-based teaching techniques, application and assessment dimensions
at various occasions in participant diaries they kept throughout the workshop. For example; teacher C4
in Erzincan says, “we said its content expanded but number of lessons decreased, unfortunately we were
anxious about being able to do it” (VAT, FGI, Erzincan, C4) is just an expression of the concerns they had
in their minds and they discussed with each other.

Another concern that visual arts teachers had was about school administration and colleague
attitudes. The teachers stated their concerns regarding school administrations’ and other school
colleagues’ intervening attitudes towards visual arts course and their attitude towards teaching material
requirements. One opinion that may serve as reference for the code is:

... we ask the student to do something but the student wouldn’t. If the student is a candidate with
prospects to go to a Science High School, other teachers would tell us to give a perfect “100” points
grade. And | would but that makes me upset. This way, the kid adopts the feeling of achievement
without having to work for it and we are giving the idea that it is possible to fix an achievement. We
actually code a lot of things in that child but we are just not aware of it (VAT, FGI, Erzincan, C4).

The teachers emphasize the need for a change of perception among school administrations and
other subject teachers. They specifically noted the need for school administrators to participate in
training programs like this. The teachers indicated their concerns regarding the possibility of application
of innovative approaches such as visual culture in their classrooms unless there is a change in school
administration’s perspective:

This workshop must be done with school administrators. If this workshop was done with
administrators, it would have been beneficial to ensure other subject teachers to support this.
Because this way it is only left to us. When we tell administrators all these, they would be delighted
to listen to the activities we talk about but the moment they leave the room, the others would
continue saying “OK friends, what are our source books, how are we doing at pilot tests” (VAT, FGl,
Erzincan, C1).

Teacher C1 in Erzincan stressed the need for raising awareness among school administrators and
indicated their belief and experience based presumption that administrator’s perspective would
influence the school culture as a whole. Visual arts teachers indicated their concern that a complete
success of visual culture education would not be possible without raising awareness among families.
Below are examples of opinions stated:

| think before all these, we have to make families a part of this. Social gender thing for example, is
obviously a fact in families that we see a reflection of it in children ... (VAT, FGI, Kayseri, C6).

We all are, teachers, children, and parents, surrounded by this visual world. | also found myself
drifting along and being here made me become more aware in many ways. We can organize
activities to transfer this awareness to children but of course this awareness won’t be possible
without parents ... (VAT, FGI, Mersin, C2).
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Classroom teachers’ concerns related to visual arts education were based on failure to have
comprehensive knowledge of art and teaching methods in art education. In many occasions throughout
the workshop, the classroom teachers underlined their deficiency in art knowledge. This deficiency was
more clearly expressed by teachers of different subjects appointed as classroom teachers as reflected in
the statement of teacher C2 in Kayseri:

... | believe | am competent in other lessons but | am upset because | don’t have the same competency
in art and music. How can | give them something | myself don’t have? | have it on my conscience; | am
not enough for a kid who is good in arts because | really don’t know how to approach ... (CT, FGI,
Kayseri, C2).

Falling insufficient in visual arts education as a classroom teacher ... (CT, WEF, Denizli).

Duration of visual arts course was not as concerning for the classroom teachers as for the visual arts
teachers. However, there were teachers who indicated that duration of lessons would not be enough.
One such opinion is as follows:

One lesson hour for visual arts course is usually not enough for me. | usually give 2 hours. But
considering these studies, it is apparent that | can never give less than 2 hours now (CT, PD,
Canakkale).

Teacher C2 in Kayseri says “..in addition to the education we give to students at school until mid-day,
opportunities must be created to spare time for art activities ...” (CT, FGI, Kayseri, C2) emphasizing the
need to expand the content of arts through extracurricular activities. On the other hand, concerns
voiced by the visual arts teachers regarding attitudes of school administrators were not mentioned by
the classroom teachers. Although the classroom teachers mention some parent intervention in
particular issues, this was not considered to be relevant with the research subject. However, teachers
stated their concerns about parents in the sense of underestimating the art lessons, establishing a role
model for their children in uncontrolled use of mass media that is an effective way of dissemination of
visual culture and failure to know their children well. Below are some opinions in relation to parents’
perspective of arts lesson:

Parents give priority to science lessons. They don’t focus much on the field of arts (CT, FGI, Kayseri,
C1).

Our society and student’s parents are distant to art. They think listening to music is art. Wonder how
many people go to an arts gallery or a museum? And we are trying to teach their children all these...
(CT, FGI, Canakkale, C4).

Teachers’ opinions on allowing uncontrolled use of mass media and establishing a role model for
children are:

We are stuck when it comes to parents, the fact | can’t change, | say. OK, | contribute to the student
but the parents keep discrediting what | do. ...For example, parents buy anything children see,
children want; they don’t say no (CT, FGI, Mersin, C1).

We also have problems stemming from families, such as aggressive and uncontrolled use of
communication tools ... (VAT, FGI, Mersin, C4).

As indicated above, teachers consider parents as a fact they can’t change. In this respect, another
important issue stressed by the teachers is about not knowing their children well.

...they are so indifferent; they don’t even care to come out of curiosity once. There are those who
wouldn’t even bring their 1° grader to the classroom. There were kids who showed up on their own;
when something happens, “my kid won’t do that” is their answer... (CT, FGI, Denizli, C4).

Parents actually are too carried away with their work that they don’t know their children, they are
tired when they get home, they watch their TV series, have no communication with their children ...
(CT, FGI, Denizli, C6).

780



Vedat OZSOY, Nuray MAMUR, Sevcan SARIBAS — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 767-808

4- Under the Needs theme, the subthemes of need for tools-equipment and visual material and in-
service training need for art and culture education appeared. These subthemes include assessments
related to the type of qualifications the teachers need to prepare visual culture-based art activities.
Codes under this theme are given in Table 5.

Table 5.
Needs Theme: Subthemes and Comparison of Codes.
Subthemes VAT Codes CT Codes
Need for tools-equipment Improvement of technology Improvement of technology
and visual material infrastructure Need for visual infrastructure

materials Need for visual materials
In-service training need Following innovations in art education  Establishing art background

The visual arts teachers indicated that need for tools-equipment and visual material for visual culture
education is not different from that of arts lesson. They noted that a good number of images in the
framework of a theme they identify could be easily found in the Internet. However, they also underlined
the need to improve Internet infrastructure at schools to be able to bring certain technologies into
classrooms. They have indicated that EBA could be used to get support.

We need to have reliable Internet in the country. In the past, we had our own modems and Internet
connection would not be a problem. But now, it is covered by the State and Internet is not working
well. (VAT, FGI, Canakkale, C5).

Similar opinions were stated also by the classroom teachers. They noted that tools and equipment to
be used for visual culture studies were similar to materials used for arts lesson. Thus, other than relative
indifference on the side of parents, need for materials was thought not to be an extra burden for
teachers and students. However, just like visual arts teachers, the classroom teachers mentioned
insufficient technology infrastructure at schools and problems especially at schools in rural areas:

... First, it needs to be supported technologically. Let me say that | don’t even have an overhead
projector in my classroom. The area of my school is like a hardship area ... (CT, FGIl, Mersin, C2).

In some poor neighbourhoods, there are students who don’t even have pencils. ... Especially for arts
lessons, we have deficiencies with stationary (CT, FGI, Diyarbakir, C2).

I work at a village school. Opportunities are limited. | bought an overhead projector myself, | bring my
own computer to the classroom. My mobile Internet is not working at school. | have to connect to the
Internet at home and download... (CT, FGI, Diyarbakir, C4).

The teachers indicated that they need to constantly self-develop to be able to effectively give visual
culture studies in classrooms. They frequently noted that the most important requirement here is in-
service training. Examples of opinions stated by the visual arts teachers include:

Such training programs including both theory and practice should be urgently disseminated in all
cities by the MoNE. We have difficulty in catching up with the times. For the new generation, we need
to refresh ourselves (VAT, PD, Mersin).

In order to keep pace with the requirements of our time, we need to participate more in training
programs like this one. Especially when the training subject is as important as this one, school
administrators should also participate. Otherwise we encounter problems in school applications after
these trainings (VAT, PD, Giresun).

As the statements by teachers suggest, the visual art teachers request in-service training mainly to
catch up with the times, to follow innovations. Contrary to the visual art teachers, in-service training
requirements of classroom teachers, however, are identified with the support needed for their art
background. The classroom teachers consider themselves insufficient in the field of art. Examples of
opinions include:
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... sometimes we rush to finish lesson subjects followed with activities and we can’t go too much into
arts. We work with small children so even a simple sticking activity may take those 2 to 3 hours.
Therefore, | think teachers should be informed more on this subject and see the facts (CT, FGI,
Canakkale, C5).

As classroom teachers, we try to work in all subjects but we have deficiencies in visual arts. We don’t
all have the same talent. We are having difficulties there. That’s why, starting from the 1 grade we
start with colouring pages. We mostly give exercises that support muscle development and
perception of colours. (CT, FGI, Erzincan, C1).

5- Under the theme new ideas for learning and teaching, two subthemes came up: establishing
interdisciplinary connections and design of original activities. Visual culture requires interdisciplinary
relations. Therefore, the subtheme establishing interdisciplinary connections was based on assessments
regarding what type of relations teachers could establish with which disciplines. Finally, under the
subtheme of design of original activities are ideas the teachers developed regarding the types of visual
culture-based art activities for their classrooms throughout the workshop process and opinions on what
they can open for discussion in their classrooms through visual culture. Codes related to these
subthemes are given in Table 6.

Table 6.

New Ideas for Learning and Teaching Theme: Subthemes and Comparison of Codes.

Subthemes VAT Codes CT Codes

Establishing Artistic perspective of social and Values education (respect, empathy etc.)

interdisciplinary  environmental issues Environmental awareness

connections Integration of art into other lessons Development of self-awareness

Design of Association with New ideas for ~ Association with past New ideas for

original past experiences future experiences future

activities Inter-semiotic Inquiries about  Interdisciplinary Inquiries about
TV  series scene visual culture Orientation towards visual culture
analysis and forms social themes forms
reinterpretation Orientation Orientation
Orientation towards  towards social towards social
social themes themes themes

In the establishing interdisciplinary connections subtheme, the visual arts teachers mostly showed
tendency to work in cooperation with other subject teachers. They indicated that social and
environmental issues could be investigated through art and noted that they could use examples of
contemporary art, which is interdisciplinary, in line with fields of interests of students:

There is the material and light exhibition. Physics is involved there. It is possible cooperate with other
teachers. An artist makes sound-waves visible. It is a subject of physics but the artist approaches it in
such a way that we can see the sound-wave there. Or, there was a contemporary artist creating
temporary clouds. His machine was listed among best inventions. These are all related to science,
literature, chemistry, and physics. Things you explained, the practices here are all convenient (VAT,
FGI, Mersin, C2).

Sustainability, environment for example, good ideas can come up about them and they concern all
the subjects. Each teacher could present what they can do in relation to their subject. We can get
together to do something about environment sensitivity. Or energy saving (VAT, FGI, Canakkale, C3).

As statements of teacher C3 in Denizli and teacher C6 in Canakkale indicate, another point that the
visual arts teachers emphasize is that it is necessary to improve other subject teachers’ knowledge of art
to be able to carry out cooperative interdisciplinary work and to integrate contents of all other lessons
with art. The classroom teachers, on the other hand, explained that they would not have difficulty in
establishing interdisciplinary connections. They emphasized that they usually make connections
between different subjects but that they need to open more space for visual culture. They mentioned
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that visual culture contents could be linked especially to certain topics in Life Sciences, Turkish and
Science lessons. For example;

I think we can use visual culture in subjects such as life sciences to raise awareness among our
students, to help them develop such skills as good self expression, respect, sensitivity, ability to look
from different angles (CT, PD, Canakkale).

Science lessons can also be appropriate because in 3" grade Science lesson we are now working on a
journey to the world of living beings. That is, the subject is about the environment; we discuss the
environment, living creatures, raising a plant, planting seeds; that is, how a living creature comes to
being. We can establish a link stating that with so many lives in this world, they should not be
exterminated (CT, FGI, Denizli, C3)

Life Science, Turkish. They absolutely involve self-expression for one thing. Images can be specifically
worked on. | haven’t thought of that before. As we worked with images here, | thought this was very
convenient ... (CT, FGI, Mersin, C3).

As can be seen in opinions stated by the teachers, the classroom teachers indicate the possibility of
establishing interdisciplinary connections between value education (respect, empathy etc.),
development of environmental awareness and self-awareness and visual culture images. It is noted that
associations can be made with visual culture in topics such as getting to know my body, journey to the
world of living beings, in class representative elections and in Turkish lessons.

In design of original activities subtheme, the teachers expressed their ideas throughout the
workshop on art activities based on visual culture in their classrooms, on possible topics of classroom
discussions through visual culture. In this section, they shared how certain activities they carried out in
the past were visual culture-based as well as new ideas for future practices. Examples of classroom
practices the visual arts teachers associated with visual culture education are:

As part of an activity with 7™ grades, | asked the students about TV series they watched and what the
most disturbing scene was. | put the question on a piece of paper and asked them to think about it. |
asked them; if you were the director, how would you shoot the scene and gave them a week. (VAT,
FGI, Mersin, C3).

There was a movie called Isle of Dogs. | saw it; a very nice movie. The movie was made up of
photographs. We watched the movie with my kids. Dogs were left to die in an island. | also learned
that in the time of the Ottomans 80.000 dogs were left to die in an island called Hapless Island. We
associated the movie with the event and based our lesson on it (VAT, FGI, Mersin, C2).

Such practices as reproducing art works of the past in today’s context, analysing a scene in a TV
series and reinterpreting it, discussing animal rights over a movie in their classrooms are good examples
of visual culture studies. These examples indicate that some visual arts teachers have already included
visual culture in their classrooms. Hence, throughout the workshop process, the teachers stated that
new ideas for their lessons were forming in their minds. When we analysed their statements, we came
up with inquiries about visual culture forms (TV series and animations, advertisements, posters,
photographs etc.) and orientation towards social themes (Friendships, Migration, Urbanization, Cultural
degeneration, Terror, Savings culture, consumer culture, environment sensitivity etc.). Examples that
could establish references for these codes are:

Children can produce their own materials. Or we can tell them why ecosystem and getting aware is
necessary instead of letting them throw away used paper. Most of the times, children won’t even pick
up what falls on the floor. The family would buy a new one anyway. Sustainability, why saving forests
is important, why is it so valuable for us, what can we do about it ...(VAT, FGI, Mersin, C4).

We can get them to design a new product and ask them what messages they attribute to the product
or what story they want to tell. They can present it to their friends in the classroom and before the
presentations, we can ask the classroom what messages they perceive in the products they see (VAT,
FGI, Erzincan, C2).
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We have Syrian children in our classroom. Other students don’t call them by their names, they
nicknamed them “Syrian”. There is alienation here. The kid alienates the other because s/he is not
his/her kind. This makes me upset and | want to do something about it (VAT, FGI, Kayseri, C3).

Under the subtheme of design of original activities, the classroom teachers shared, similar to the
visual arts teachers, associations with previous learning (past) experiences and new ideas for future
practices. Examples of classroom practices that they associated with visual culture education are:

... In Life Sciences lesson, there was an illustration in the book showing mom and dad doing
housework together and the whole class laughed at it a lot. | didn’t make any comments. We
discussed that image for two days. When | told them that my husband helps me at home, they made
fun of it for quite a while (CT, FGI, Diyarbakir, C4).

Our students waste a great deal during feeding times. Their parents put lots of food in their lunch
boxes for them to eat but kids don’t eat them all. Noticing that, on the smart board, | opened images
of African children with inflated stomachs due to malnutrition. | just opened the images and waited
without making comments. Soon the kids started criticizing and questioning. Images have a great
impact on children (CT, FGI, Kayseri, C3).

Discussing social gender roles, associations with other disciplines, discussing the culture of waste
over an image are subjects that can be studied in the visual culture perspective. As the above
statements suggest, these example dialogues started in the classroom environment over an image can
lead the students to think conceptually and deeply and to think about daily life. New ideas for future
among the classroom teachers, similar with the visual arts teachers, gathered around two codes;
inquiries about visual culture forms (TV series and animations, advertisements, photography etc.) and
orientation towards social themes. Examples of opinions that may serve as reference to these codes are:

...Here is what | thought in this training; some boys are inspired by TV series and make pictures with

guns, wars, showing violence, | wanted to raise their awareness about this violence. | am thinking of

showing them an image and starting a discussion to raise awareness among them (CT, FGI, Denizli,
c2).

I have an environment project on my mind. They are more sensitive at that age they have a sense of

respect for adults. | thought | can give children exercises in order not to lose these qualities (CT, FGI,

Kayseri, C3).

In their course books, there are many stories and images on roles of women and men reflecting

discrimination. | am actually disturbed by that and | thought | could cover that (CT, FGI, Diyarbakir,

C1).

An analysis of opinions stated by the classroom teachers show that they developed ideas mainly on
social topics such as alienation, social gender roles, violence, waste, relation between consumption and
aesthetics, peer bullying, saving culture, consumption and environment sensitivity. In addition to these
ideas, they also emphasized that interaction with parents could be improved with good training
projects.

Discussion, Conclusion and Suggestions

Ballengee-Morris and Stuhr (2001) says that teachers should think about and question how to reflect
and show the influence of visual culture education on classroom practices. In this research, we studied
the opinions of classroom teachers and visual arts teachers on the use of visual culture theory in visual
arts course. Consequent to the analysis of data obtained, a variety of conclusions were reached related

to five main themes, namely “learning experiences”, “inquiries”, “concerns”, “needs” and “new ideas on
learning and teaching”.

The visual culture-based workshop process offered both participant groups such learning
experiences as learning to see, critical thinking, deep and independent thinking. Additionally, we saw
that cooperative group works carried out as part of this process helped multidimensional thinking and
production of creative work. In the framework of this finding, similar results were noted in many
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research works (Dilli & Mamur, 2015; Mamur, 2015; Saribas, 2019; Sohn, 2004; Tavin, 2003) on pre-
service teacher training -though not in-service training- for visual culture education. These researchers
found that exchange of ideas through activities and state of interaction among participants helped them
obtain different perspectives, improve creative thinking capacity through interaction with group,
multilateral thinking and critical approach to images and develop high level thinking skills.

This research shows that the classroom teachers inquire their perception of self-competence in
relation to visual arts education. They indicated that their knowledge of art was especially deficient and
they felt incompetent for art lessons and therefore they feel concerned about not having good
command of art and teaching methods for art education. Teachers’ proposed solution to this problem
was to meet their in-service training needs and to support their art knowledge and skills. This conclusion
of our research shows similarity with many other previous researches on classroom teachers and visual
arts course in our country. These researches (Adiglizel & Tomsur, 2010; Cakmak & Tirkcan, 2019;
Kahraman, 2007; Kizilirmak, 2018; Tari, 2011; Yikselglin & Tirkcan, 2012) indicate that classroom
teachers have difficulties in identifying the relevant discipline [art history, art criticism, aesthetic] of
activities, carrying out practices that would improve students’ creative imagination and aesthetic
perception and identifying new approaches to art education.

Both groups of teachers evaluated school applicability of visual culture studies. Visual culture and art
education covers a wide range of practices. It encourages students to take part in the exploration of a
variety of global issues pointed out by contemporary artists and interpretation of popular culture
related images (Herrmann, 2005). The visual arts teachers considered that visual culture studies
required enrichment of lesson content and use of inquiry-based teaching methods and techniques.
However, they mentioned possible problems in practice due to insufficient lesson duration and
classroom size. Nonetheless, application was still considered possible through good planning and
cooperation with other lesson subjects. To be able to apply innovative approaches such as visual culture
in classrooms, the teachers also emphasized the need for visual culture-based training for school
administrators and other subject teachers to get them step back from interfering attitudes. This
research finding is supported by Saribas’s (2019) visual culture education research with pre-service
teachers concluding that support from school administrations and the Ministry of National Education is
required to extend application of visual culture-based practices in visual arts courses.

The classroom teachers noted the difficulty of application of visual culture theory due to the lack of
fundamental materials and technology at schools. This research finding is parallel to statements by
teachers noting the difficulty in finding tools and equipment, inability to utilise diverse tools and
equipment due to financial constraints and insufficient physical conditions of schools in a number of
research studies (Adigiizel & Tomsur, 2010; Cakmak & Tirkcan, 2019; Yikselgiin & Tirkcan, 2012)
investigating classroom teachers’ opinions on visual arts courses. Additionally, some classroom teachers
in this research associated applicability with teacher competencies. They emphasized that, the teacher
needed to love art, follow the latest innovations, be enthusiastic and have a researcher’s characteristics
to be able to bring the theory into classroom practices. While some teachers noted that it would be
more effective at 3" and 4™ grades considering perceptive capabilities of students, others said it could
be applied in almost all lessons.

The workshop ensured both teacher groups to develop new ideas for their own lessons. The
teachers indicated that, in their classroom practices, they will get the students to make inquiries over
visual culture forms, establish interdisciplinary connections and cover social issues. According to Walker
and Chaplin (1997, p.1), visual culture studies constitute a complex and interdisciplinary initiative
resulting from various intersecting disciplines and methods. In our research, the visual arts teachers
indicated that they could carry out cooperative work with other subject teachers, inquire social and
environmental issues through art and benefit from contemporary art examples in line with fields of
interests of their students. The classroom teachers, on the other hand, emphasized that they usually
make associations with other lessons in their classrooms but that they needed to reserve more space for
visual culture in their practices. The teachers indicated that, especially for values education,
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development of environmental awareness and self-awareness they could associate visual culture
content with certain topics in life sciences, Turkish and social sciences.

In conclusion, review of field literature shows that, many studies on visual culture theory in our
country (Coskun, 2017; Cildir, 2015; Dilli & Mamur, 2015; Dilli et al., 2016; Mamur, 2012; Mamur, 2015;
Saribas, 2019) focus on pre-service teacher training. As part of the conclusions of these studies,
recommendations are made with respect to in-service training for teachers on visual culture education
and provision of experiences relevant with their educational practices. In this context, as part of this
research, we ensured that visual culture theory was handled with a holistic approach by classroom
teachers and visual arts teachers giving visual arts courses, in the form of an in-service training, which
we consider to be a neglected dimension of education in our country.

It is possible to offer implications in line with the conclusions of this research. In sum, these
implications are; to provide theoretical and practical courses on contemporary art education approaches
to pre-service teachers as part of their pre-service training, to increase the number of studies on how to
transfer visual culture approach taught at pre-service visual arts teacher training programs to in-service
training, to carry out visual culture-based projects involving interactions between students, teachers and
parents in the scope of lifelong learning. Moreover, due to the fact that visual images are easily
disseminated through technologic interfaces, it is of great importance to ensure interaction between art
education and technology, and thus, to include digital visual culture-based practices.
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Turkish Version

Girig

Degisimin teknoloji yoluyla stirekli hizlandigi cagimizda degisen yalnizca iletisim ve isbirligi araglari
degildir; iletisimin dogasi, baglami, sekli de degismektedir. May’e (2011) gore iletisim, kisiyi bir soruyu
anlamaya veya fikri gelistirmeye tesvik edebilir. Ancak bu, kisinin bir fikri dogrudan almasi yerine onu
icsellestirerek kendi yolunu bulmasi Uzerine sekillenir. Bunun ginimiziin yenilikgi egitim anlayisina
yansimasi, genellikle geleneksel sinif ortaminda gerceklesen 6gretmen ve 6grenci arasindaki giic iliskisi
yerine 6gretmen, 6grenci ve icerik arasinda yasanan karsilikli etkilesime dayanir. Ogrenciler, icerigi
o6gretmen yerine gesitli kaynaklardan elde ederler. Bilgi, farkh bakis agilari, yéntemler ve yaratici diyalog
yoluyla olusturulur (Thompson, 2014). Boylece sinif icinde uygulanan etkinliklerde 6gretmen 6grenci,
o6grenci de 6gretmen olur. Bu anlayis, ideal olarak 6grenenin toplumsal yasam icinde aktif ve elestirel
bilince sahip bir 6zne olmasi icin gerekli karar verme becerilerinin edinmesini olanakli kilar.

Son yillarda egitim arastirmalarinda (Partnership for 21st century learning (P21), 2007; Pearlman,
2009; Scardamalia & Bereiter, 2014; Yalgin, 2018) siklikla 6grenenlere 21. ylizyil becerileri kazandirma
vurgusu yapilmaktadir. Alan yazinda P21 seklinde ifade edilen bu beceriler; 6grenme ve yenilenme
becerileri, bilgi, medya ve teknoloji becerileri ile yasam ve meslek becerileri olarak li¢ kategoride ele
alinmaktadir. Bu becerilerin gergeklesmesinde 6gretmenlerin, 6grencilerin 6§renmelerini zenginlestirici
bilgi ve deneyimleri, egitim teknolojileri ve yeni medya araclarini iceren farkl egitim 6gretim yaklasimlari
yoluyla gelismeleri, glclenmeleri ve tiim bunlari kendi egitim uygulamalarina yansitmalari 6nemlidir.
Clnkl bugin duanyanin teknolojiye daha baglh hale gelmesi, yenilik ve yaraticihga odaklanmasi
ogrencilerin bu teknolojinin yaydigi gorsel imgeleri nasil kullandigi ve bu imgelerin yasamlarini nasil
etkilediginin farkina varmalarini gerekli kilmistir. Freire’nin (2014, p.39) dedigi gibi artik glinimiizde
“kelimeyi okumayla, metni okumayla sinirlanmis bir egitim yerine baglami okumayi, diinyayr okumayi
iceren bir egitim anlayisi benimsenmelidir”. Bugiin okuryazar olmak fotograf, televizyon, film
goruntdilerini, bloglari, dijital medyayi ve farkli uluslara 6zgii olanlari anlamayi da igerir (Kibbey, 2011).
Bu durum sanat egitimi ve gorsel kiiltiirde gorsel okuryazarlik becerilerinin gelisiminin dnemini yansitir.

Gunumuzde sanat egitimi; glizel sanatlar, bilgisayar oyunlari, manga, uzun metrajli filmler, oyuncak
tasarimi, reklamcilik, televizyon programciligl, moda tasarimi ve benzeri gorsel kiltir formlariyla ig
icedir. Bu formlarin gesitliligi sanat egitiminin alanini bigcimsel kaygilar, teknik aktarim, atélye/stiidyo
uygulamalari, sanat tarihi ¢alismalari, sanat elestirisi ve estetik degerlendirmenin 6tesinde toplumsal
baglamda anlamin insasina, yorumlanmasina dogru sosyo-kiiltiirel bir bakis agisina gétirir (Freedman,
2000; Sanders, 2006). Bugtin bdyle bir anlayisin yansimalarini gorsel kiiltiir temelli sanat ¢alismalarinda
gormek mimkindur.

“Gorsel kiltir” terimi ilk kez 1983 yilinda Svetlana Alpers tarafindan 17. yizyil Hollanda resimlerini
tanimlamak icin kullanilmistir. Ancak Elkins’in (2003) (cite in: Stankiewicz, 2004, p.6) iddiasina gore bu
terim Micheal Baxandall tarafindan 15. yiizyil italya’sinda resimsel, sanatsal ve tarihsel metinlerinde
kullaniimistir. Walker ve Chaplin’e (1997) gore, gorsel kiiltliriin bir calisma alani olarak dogusu, 1960 ve
1970’li yillarda sanat ve tasarim egitiminin degisen ihtiyacglarindan kaynaklanir. Alan yazinda gorsel
kaltur teriminin pek ¢cok tanimina rastlamak miimkiindiir. Ancak gorsel kiltir Gizerine en kapsayici tanimi
'Sanat, Tasarim ve Gorsel Kiltir' adli kitabinda Malcolm Barnard'in (2010) yaptig1 sdylenebilir. Barnard
(2010, p.34) gorsel kaltira, 'gorsel' ve 'kilturel' olmak tzere iki agidan yorumlamistir. Gorsel olani
“islevsel, iletisimsel ve estetik amaci olan ve insanlar tarafindan Uretilmis, yorumlanmis ya da meydana
getirilmis her sey" seklinde tanimlamistir. Kiltiirel olani ise “farkli kiltiirel ve sosyal gruplarin glinlik
amaglarini, uygulamalarini, degerlerini, inanglarini ve yasam sekillerini anlamlandirma sistemleri” olarak
tanimlar. Bu agidan bakildiginda gorsel kaltir teriminin iki farkh seyi ifade ettigi soylenebilir. Birincisi,
gorsel terimi buyik dlgiide gérsel eserler ve onlarin anlamlariyla ilgilidir. ikincisi, kiltiir terimi gorsellerin

787



Vedat OZSOY, Nuray MAMUR, Sevcan SARIBAS — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 767-808

Gretimi, dagitimi ve kullanimi da olmak (zere var olduklari sosyal baglamlarla ilgilidir. Bu baglamda
gorsel imgeler, sosyal yasam (izerindeki etkilerini iceren toplumsal sdylemin bir parcasi olarak kendi
baglamsal zenginlikleri igerisinde incelenir (Saribas, 2019).

Gorsel kiltir, birgok farkli alandaki (antropoloji, sosyoloji, sanat tarihi, medya, saglk, sanat egitimi
vb.) calisma incelediginden c¢ok kiltirlt, kaltirlerarasi ve disiplinlerarasi bir alan olarak tanimlanir
(Freedman, 2003; Saybasili, 2007; Mitchell, 2002; Walker & Chaplin, 1997). Gorsel kiiltar, kitle iletisim
araglarinin yaydigi mesajlari, gorsel eserlerin veya performanslarin kendi 6zglin baglamlarinda ne
soylediklerini ne anlam ifade ettiklerini anlamaya yardimci olur. Ayrica bireylerin glindelik yasamlarina
ait olaylar ve gorsel metinler arasinda iliski kurmalarina firsat tanir. Béylece bireyler, gérsel metinlerin
toplumsal ve kiilturel baglamlarda ne soyledigine ve ne ifade ettigine yonelik gesitli anlamlar yaratirlar
(Anderson, 2003; Wilson, 2003). Bu baglamda gorsel sanatlar dersinin sanat egitimdeki roll, gorsel
diinyada yasayan ve 0grenen, gorsel imgelerin kodunu ¢6zebilen bireyler yetistirmeye dogru donisiime
ugrar.

Sanat egitiminin ilk ve ortaégretim kademelerindeki uygulama alani gérsel sanatlar dersidir. Bu ders,
ogrencilerin yaraticihginin  gelistirilmesi, estetik bir biling kazandirilarak sanata duyarli bireyler
yetistirilmesi ve boylece, bilingli sanat tiketicilerinin topluma kazandirilmasi gibi islevler Ustenir
(Tarkkan, 2008, p.8). Dersin, 2018-2019 o6gretim yilinda uygulamaya konan Gorsel Sanatlar Dersi
Ogretim Programi’nda yer alan amaglari; bilisim teknolojilerini kullanma, ¢ok yénlii diisiinme, gérsel
okuryazarlik, sanatsal etik, elestirel disinme, estetik duyarlilk, 6z-farkindalik, kiltirel miras, medya
okuryazarligi, farkhh malzemeler kullanma, yaratici diisinme gibi ifadelerle vurgulanmaktadir (MEB,
2018). Belirlenen bu hedefler, Gérsel Sanatlar Dersi Ogretim Programinin gorsel kiiltiir gibi cagdas sanat
egitimi yaklasimlari Gizerinden ele alinmasini yansitir niteliktedir.

Gorsel kiltir kurami gorsel sanatlar derslerinde 6grencilere gesitli gorsel uygulamalari fark etmeleri
ve yorumlamalari icin firsatlar sunar. Ogrencilerin ége ve ilkelerini ¢éziimleme becerisi kadar, farkli
alanlarin  (filmler, reklamlar, televizyon, haber medyasi vs.) sanatla iliskisini anlamalari ve
anlamlandirmalarina yardimci olur. Ayrica kiresellesmenin sosyal, kiltlrel ve cevresel etkileri ve
yarattigl sonuclar bu ders yoluyla sinif ortamina tasinir. Ogrencilerin bu sorunlara iliskin ¢6ziim énerileri
gelistirmelerinin yani sira yaratici ifade glici kazanmalari, gindelik yasam deneyimlerine dayali ve
topluma yonelik elestirel bakis acilari gelistirerek etkin 6grenme siirecine dahil olmalari saglanir. Gorsel
sanatlar dersi ilkokulda Sinif 6gretmenleri, ortaokul ve lisede ise gorsel sanatlar 6gretmenleri tarafindan
verilmektedir. Dolayisiyla sinif ve goérsel sanatlar 6gretmenlerinin goérsel kiltlrlin sanat egitimi
icerisindeki 6nemi ve gerekliligini kavramalari ve bunlari derslerine yansitmalariyla kendi 6grencilerinin
ve onlar yoluyla velilerin dislince ve arzularinin yerel ve kiiresel gorsel kilturle nasil sekillendigini
kesfetmelerine yardimci olacaktir. Ogretmenler ayrica goérsel kiiltiir temelli gelistirecekleri ders planlari
yoluyla alisiimisin disinda sanat ve egitim etkinlikleri gerceklestirerek 6grencilerin dikkatlerini bu kiresel
soruna ¢ekebileceklerdir.

Alan yazin incelendiginde, gorsel kiltir kurami Gzerine hem ulusal hem de uluslararasi alanda pek
¢ok calismanin yapildigi gorilmektedir. Gergeklestirilen arastirmalarda, reklamlar (Freedman, 1997),
muzik klipleri (Taylor, 2000), alisveris merkezleri (Stokrocki, 2001), diziler ve internet (Congdon & Blandy,
2001), ¢ocuk oyuncaklari (Barrett, 2003), eglence/tema parklari (Jeffers, 2004), bilim ve doga tarihi
gorselleri (Marshall, 2004), Disney filmleri (Tavin, 2003) ve bahg¢e/peyzaj sanati (Lai & Ball, 2002) gibi
cesitli gorsel kiiltiir konu alanlarinin incelendigi gorilmektedir. Ulkemiz baglaminda bakildiginda ise
gorsel klltirin sanat egitiminin farkh 6gretim kademelerinde uygulamalarina rastlamak mimkindir
(Coskun, 2017; Cildir, 2015; Dilli, 2013; Dilli & Mamur, 2015; Dilli, Mamur & Alakus, 2016; Findikgi, 2015;
Kuru, 2009; Mamur, 2012, 2014, 2015; Saribas, 2019; Soganci, 2011; Tirkkan, 2008; Uysal, 2009). Bu
calismalarin sonuglarinda gorsel kiiltiir kuraminin Gorsel Sanatlar Dersi Ogretim Programi’nda farkli
ogretim dizeylerindeki ders iceriklerine nasil dahil edilebilecegine iliskin ¢alismalara ihtiya¢ duyuldugu
ve hizmet-i¢i egitim yoluyla 6gretmenlerin bu yaklasimi deneyimleyip kendi sinif i¢i uygulamalarina
yansitmalarinin 6nemi vurgulanmistir. Bu kapsamda, siniflarinda ders alan geng beyinlerin elestirel bakis
acisi gelistirebilmeleri igin ihtiyac duyacaklari bilgi ve deneyimi kazandirmak amaciyla 6zellikle ilkokul ve
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ortaokulda sanat dersi veren &gretmenlere yénelik, TUBITAK destekli bir proje gerceklestirilmistir.
Projede, sinif ve gorsel sanatlar 6gretmenlerinin kiresel gorsel kiiltiriin zararh etkileri (iklim degisikligi,
Uretim ve tuketim atiklarinin sebep oldugu fosil yakitlar, biyogesitlili§in kaybi ve diinya deniz
ekosistemlerinin plastik kirliligi) hakkinda 6grencilerini gerek kuramsal bilgiler gerekse sanatsal
uygulamalar yoluyla bilinglendirerek Ust dizey elestirel dislinme becerileri kazandirmalarina yonelik
etkinlikler yer almistir. Uygulanan proje sirasinda yapilan arastirma sonuglarina dayal olarak hazirlanan
bu makalede, gorsel sanatlar derslerinde gorsel kiltir kuramina yonelik tasarlanan ve uygulanan
o6gretmen egitimi programinin siire¢ ve okullarda uygulanabilirligini projeye katilan 6gretmen goérisleri
dogrultusunda degerlendirmek amaglanmistir.

Yoéntem
Arastirma Deseni

Arastirma, ilkokul ve ortaokul gorsel sanatlar derslerine gorsel kiltlr ¢alismalarini entegre etmeye
donik bir 6gretmen egitim programi sirecini ve sonrasinda okullarda uygulanabilirligini degerlendiren
nitel bir arastirmadir. Calismada sanat derslerinde gorsel kiltir calismalari iki farkli durum baglaminda
irdelendigi icin “bitlncil ¢coklu durum” deseninden yararlaniimistir. “Bu desende birden fazla kendi
basina butincil olarak algilanabilecek durum s6z konusudur. Her durum kendi iginde biitiincil olarak
ele alinir ve daha sonra birbiriyle karsilastirilir” (Yildirim & Simsek, 2013, p.327). Bu kapsamda ¢alismada
arastinlan durum, Eylil 2018 - Nisan 2019 arasinda Tirkiye’'nin yedi ilinde gergeklestirilen 6gretmen
egitimi sonrasi gorsel kiltir temelli sanat 6gretimi siirecine dair 6gretmenlerin algilaridir. Bu durum
icinde sinif 6gretmenleri ve gorsel sanatlar dersi 6gretmenlerinin degerlendirmeleri iki farkli durum
(coklu durum) olarak ele alinmustir.

Calisma Grubu

TUBITAK 4005 Bilim ve Toplum Yenilik¢i Egitim Uygulamalar kapsaminda diizenlenen 6gretmen
egitimi galistaylari Tirkiye’nin yedi cografi bolgesinden segilen Canakkale, Erzincan, Kayseri, Diyarbakir,
Giresun, Mersin ve Denizli illerinde {niversitelerin Egitim Fakiiltesi Dekanlklari ve il Milli Egitim
Miuddarliklerinin AR-GE birimleri ile yapilan isbirligi ile gergeklesmistir. Proje kapsaminda yedi ilde toplam
508 6gretmen calistay siirecinin tamamina katilmistir. Bu katilimci 6gretmenlerden katilimci ginlikler
yoluyla veriler toplanmistir. Ancak arastirmada galisilan durum Uzerine daha derin incelemeler yapilmak
istediginden her ilde ¢alistay sonrasi 10 - 11 68retmenin katihmi ile odak grup goérismeleri gerceklesmis;
toplam 35 gorsel sanatlar 6gretmeni ve 31 sinif 6gretmeni ile gérismeler yapilmistir. Arastirmanin bu
¢alisma grubunun belirlenmesinde amagh 6rnekleme yontemlerinden 6lgit érneklemi kullaniimistir. Bu
kapsamda iki 6lcut katilimcilarin belirlenmesinde etkili olmustur. Birincisi gonilliilik, digeri de 6g§retmen
egitim sirecinin tamamina katilmis olmaktir. Bu kapsamda her ilde sinif ve gorsel sanatlar
o6gretmenlerinden olusan iki grupla odak grup gorisme gerceklestirilmistir. Arastirmaya katilan
ogretmenlerin illere gore dagilmi Tablo 1’de verilmistir.

Tablo 1.

Gériisme Yapilan Ogdretmenlerin illere Gére Dagihmi.

Projenin gergeklestigi iller Gorsel Sanatlar Sinif Toplam
Canakkale 6 6 12
Erzincan 6 5 11
Kayseri 6 5 11
Diyarbakir 6 5 11
Mersin 6 5 11
Denizli 5 5 10
Giresun 2 - 2
Toplam 6 OGG 6 0GG 12 0GG
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Calistayin yapildig1 Giresun ilinde sadece 2 6gretmenin katilimi gerceklestigi icin odak grup goériisme
yapilmamigtir. Ancak bu iki 6gretmenin siirece dair gorusleri katiimci ginlukler yoluyla alinmistir.

Veri Toplama Araglan

Arastirmanin veri toplama araglari katihmci guinligi ve odak grup gériisme kayitlandir. Her iki veri
toplama araci igin uzman gorisi alinmis, ancak katilimei glinlGginin ¢alistayin gerceklestigi ilk sehir olan
Canakkale uygulamasindan sonra soru sayisinin fazla olmasina istinaden bazi sorularin yeterince
cevaplandigi goruldiigi icin soru sayisinda azaltma dogrultusunda bir diizenlemeye gidilmistir.

Katilimci giinliigii: Her giiniin sonunda uygulanmistir. Gin iginde gerceklestirilen etkinliklerle ilgili
duslince, duygu ve 6grenilenlerin betimlenmesi, memnun olunan ve endise duyulan Onerilere dair
dislncelerin ifadesi, 6gretmenlik meslek bilgisi ve gilinlik yasam deneyimlerine katkisina iligkin
dislnceler ile 6grencilere saglayacagl katkilari degerlendirdikleri bes sorudan olugmustur. Katilmci
glnltgu sorular soyledir.

1. Buglinki 6grenme etkinligini tek bir kelimeyle ya da ciimleyle aciklayiniz.

2. Ogrenme etkinliklerinde sizi memnun eden ve endiselendiren yénler nelerdir?
3. Ogrenme etkinliklerinin size nasil katkilar sagladigini diisiiniiyorsunuz?
4

Buglinkii 6grenme etkinliklerinin 6gretmenlik mesleginize ve gilinlik yasantiniza ne tir katkilari
olacaktir?

5. Buglinkli 6grenme etkinliklerinin ilkogretim ve orta 6gretim 6grencilerine hangi yonlerden katki
saglayacagini disiiniyorsunuz?

Odak grup goriisme: Sirecin derinlemesine ¢oziimlenmesini yapmak icin ¢alistayin son gilini siirecin
tamamina katilmak kosuluyla gonilli katilimcilarla gegeklestirilmistir. Sinif 6gretmenleri ve gorsel
sanatlar 6gretmenleri projenin arastirmaci ekibi tarafindan ayri ayri gériismeye alinmistir. Gorlismeler
60 ila 90 dakika arasinda slirmustur.

Verilerin Toplanmasi

Projede, sinif 6gretmenlerinin ve gorsel sanatlar 6gretmenlerinin kiresel gorsel kiltarin zararh
etkileri hakkinda 6grencilerini gerek kuramsal bilgiler gerekse sanatsal uygulamalar vyoluyla
bilinglendirerek st diizey elestirel diisinme becerileri kazandirmalarina yonelik etkinlikler yer almistir.
Bu kapsamda 6gretmen egitimi siireci 3 glin olarak planlanmistir. Her bir ¢alistay 18-20 saatlik egitim
programindan olusmustur. Calistaylar arasindaki 2 saatlik zaman dilimindeki farklilasmanin nedeni grup
mevcududur. Egitim programi 3 kategoride olusturulmustur. Bunlar;

1) Temel felsefi sireg,
2) Bireysel ve isbirlikli grup etkinlikleri ve

3) Katilimcilarin kendi 6gretim yaklasimlarini gelistirebilmelerine yonelik okul diizeyinde uygulamalar
hakkinda bilgilendirilmeleridir.

Egitimin ilk asamasinda; gorsel sanatlar egitiminde degisen degerler ve paradigmalar ¢agdas sanat
uygulamalari ve egitim baglaminda ¢6zlimlenmis ve “Gorsel kiltlr ile nigin ilgileniyoruz? Gorsel kiltar
imgelerini nasil okumaliyiz?” sorulari tizerinden “ Cekicilik, Temsil, Bakis, ideoloji, Giic, Metinlerarasilik,
Cokmodellik ” gibi gorsel kiltirin temel kavramlarina odaklaniimistir. Soru-cevap ve beyin firtinasi
yontemleriyle gerceklestirilen bu slire¢ sonrasi bireysel ve isbirlikli grup etkinliklerine gegcilmistir. Bu
ikinci asamada 2 bireysel 3 grup olmak lizere toplam 5 etkinlik yer almistir. Calistayin son asamasinda ise
katimcilarin  kendi 6gretim yaklasimlarini gelistirebilmeleri igin gorsel kiltliri derslerinde nasil
tartismaya acabileceklerine yonelik okul diizeyinde uygulamalara yer verilmistir.

Tim bu slirecte sanat egitiminde goérsel kiltirin kullanimini sorgulamaya donik katilimcilardan;
katimci gunliga (KG) toplanmistir. Ancak derinlemesine tanimlama ve analiz yapabilmek adina odak
grup gorismelerine basvurulmustur. Boylelikle c¢alisilan  durum c¢oklu veri kaynaklari ile
betimlenebilmistir. Odak grup gorismeleri ¢alistaylar sonrasi proje yuriticusi ve iki farkli arastirmaci
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tarafindan arastirma etigine iliskin aciklamalar yapildiktan sonra ses kaydi alinmak suretiyle
gerceklesmistir. Bu stiregte toplam 24 saatlik gérisme kaydi ortaya ¢ikmistir.

Verilerin Analizi

Yedi ayri kente yedi aylk bir siregte gerceklesen bu arastirmada veri analizine veri toplama
sirecinde baslanmistir. Boylelikle veri analizi sirecinden elde edilen verilerle, 6gretmen egitim
programinin daha etkili hale getirilmesine doniik dnlemleri alma ve daha gegerli ve glvenilir sonuglar
elde etme olanagina firsat yaratilmistir. Bu arastirmanin temel veri toplama araci katiimcilarla galistaylar
sonrasl yapilan odak grup goriismeleridir. Bu goriismelerin her biri yaziya dokilmustir. Ancak nitel
arastirmalarda verilerin gesitliligi arastirmanin gecerligi ve glivenirligi agisindan 6nemlidir. Bu kapsamda
¢alistay siirecinden elde edilen katihmci giinlukleri, de veri analizi kapsamina alinmistir. Veriler igerik
analizi ile ¢ozliimlenmistir. Cesitli kaynaklarda tiimevarimsal analiz olarak da adlandirilan igerik analizi
(Yildirnm & Simsek, 2013; Merriam, 2013) veri metinlerinden anlam ¢ikarmak, c¢ikarilan anlam
dogrultusunda metinleri parcgalara bélmek, parcalari kodlar yoluyla adlandirmak, gereksiz fazlahga karsi
kodlari incelemek ve bu kodlari kapsamli temalara dontstirmektir (Creswell, 2012).

Bu kapsamda veriler arastirmanin ikinci ve Uglncl yazan tarafindan ayr ayri kodlanmis,
karsilastirilmis, ortak kod ve temalar olusturulmustur. Arastirmada gorsel kiltir kuraminin olusturdugu;
“Ogrenme Deneyimleri”, “Sorgulamalar”, “Endiseler”, “ihtiyaglar” ile “Ogrenme ve dgretmeye déniik
yeni fikirler” seklinde bes ana tema olusturulmustur. Bu temalar ve kod igerikleri bulgularin
tanimlanmasi ve yorumlanmasina gegmeden 6nce ayni zamanda proje ylritiiclisi de olan arastirmanin
birinci yazari tarafindan kontrol edilmistir. Arastirmada katilimci gorisleri bulgulari destekleyecek sekilde
alintilanarak aktariimistir. Boylelikle okuyucunun zihninde bir resim olusturmak amacglanmustir.

Bulgular

Gorsel kaltir kuraminin sanat derslerinde kullaniimasina iliskin sinif 6gretmenleri ve gorsel sanatlar
O6gretmenleri baglaminda iki farklh durumun (¢oklu durum) ele alindigi bu g¢alismada verilerin analizi
sonucunda bes tema belirlenmistir. Bu temalar gorsel kiltlir kuraminin olusturdugu; 6grenme
deneyimleri, sorgulamalar, endiseler, ihtiyaglar ve 6grenme -6gretmeye donik yeni fikirlerdir. Bu
temalarin birbirleriyle iliskisi Sekil 1’de gdsterilmistir. Calismada olusan temalar ve alt temalar
dogrultusunda ulasilan kodlar karsilastirmali olarak tablo halinde sunulduktan sonra her iki duruma
iliskin alintilara yer verilmistir. Ayrica ayni tema altinda her iki duruma dair karsilastirmali analiz

yapilmistir.
Ogrenme
deneyimleri
<+

[ ihtiyaclar | | Endiseler]

Sekil 1. Temalarin birbirleri ile iliskileri.

Sorgulamalar
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1- Ogrenme deneyimleri temasinin altinda iki alt tema yer almistir. Bunlardan ilki deneyimi
tanimlamadir. Bu alt tema gorsel kiiltiir temelli etkinliklerden elde edilen kazanimlarin tanimlanmasini
icermektedir. Ikinci alt tema ise elde edilen verilerin kodlanmasi sonucunda etkilesim olarak
adlandiriimistir. Etkilesim alt temasi, gorsel imge ile kurulan diyalog ve isbirlikli grup ¢alismalarindan elde
edilen deneyimlere dayanmaktadir. Bu kapsamda sinif ve gorsel sanatlar 6gretmenlerinin gorislerinden
elde edilen kodlar karsilastirmali olarak Tablo 2’de sunulmustur.

Tablo 2.
Ogrenme Deneyimleri Temasi: Alt temalar ve Karsilastirmali Kodlar.
Alt Temalar Gorsel Sanatlar Ogretmeni (GSO) Kodlar Sinif Ogretmeni (SO) Kodlar
Deneyimi Sorgulayici bakis Sorgulayici (elestirel)bakis agisi
tanimlama Gormeyi 6grenme Gormeyi 6grenme
Kalip yargilarin nasil olustugunu fark etme Ozgiin ve derin diisiinme
Ozgiin ve derin diisinme Sanatsal deneyim
Baglamsal dusiinme Sanat egitiminin Gnemini kavrama
Gunceli/cagi yakalama
Etkilesim Beyin firtinasi Yeni fikirlerle zenginlesme
Yeni fikirlerle zenginlesme Yaratici Grliin/sonug
Yaratici sonug/urin Grup dinamizmi

Tablo 2’de de gorildiigu gibi gorsel sanatlar 6gretmenlerinin elde ettikleri deneyimleri tanimlamada
kullandigi kavramlar; sorgulayici bakis acisi, gérmeyi 6grenme, kalip yargilarin nasil olustugunu fark
etme, 6zgin ve derin distinme, baglamsal disinme, ginceli / ¢agl yakalama’ dir. Bu kodlara referans
olabilecek ifadelerden bazilari soyledir:

Farkindalik ve etkilesim; giinliik yasamda farkinda olmadan etkilesim halinde oldugumuz gérsel
unsurlarin bizler iizerinde yaratti§i etkiye dair bir deneyim diyebilirim (GSO, KG, Kayseri).

Gorsel kiiltiiriin kalip diisiinceler ve yargilar olusturma konusundaki 6nemini ve bunlari onlar (izerine
diisiindiirme yoluyla nasil yikabilecegimizi (GSO, KG, Kayseri).

Bakmak ve gérmek arasindaki fark, Bir gérselin hem gériinen hem gériinmeyen anlamlara sahip
olabilecegdine farkindalik (GSO, OGG, Mersin).

Analitik. Ortiik. Bir takim seylerin altinda yatan anlamlari ¢citkarma vs...(GSO, OGG, Mersin).

Gorsel sanatlar 6gretmenlerinin gorsel kiiltir calismalari yoluyla elde ettikleri deneyimleri tanimlama
yaklagimlarinin agirhkh olarak “disinme” kavrami etrafinda gergeklestigi gorilmektedir. Bu siregle
baglantili olarak 6gretmenler gorsel kultir etkinliklerini sanat egitimi icin yeni ve giincel bir bakis agisi
olarak degerlendirmislerdir. Bu goriisi destekleyen ifadelerden ikisi soyledir:

Gorsel imgeyi yorumlama, internet, caddaslik, teknoloji cadi yani giinceli yakalamak diyebilirim (GSO,
OGG, Kayseri).

... yenilige hitap eden bir ¢alistaydi. Russell diyor ki iletisimle ilgili; modern diinyada iletisim, isbirligi
ile bir seyler yapmaktir. Sizin yaptiginiz da kolektif bir bicimde alisveris ya, dolayisiyla bunun egitimde
olmasi gerektigine inaniyorum (GSO, OGG, Mersin, C3).

Sinif 6gretmenlerinin elde ettikleri deneyimi tanimlamada siklikla kullandigi kavramlar gorsel sanatlar
ogretmenleri ile benzer sekilde; sorgulayici bakis agisi, gormeyi 6grenme, 6zgiin ve derin diisinme
olarak tanimlanmistir. Ancak goérsel kiltiir temelli galistay sirecinin agirlikli olarak sinif 6gretmenlerinin
sanatsal deneyimini ve sanat egitiminin dnemine dair fikirlerini genislettigi tespit edilmistir. Goruslerini
destekleyici ifadelerden bazilari soyledir:

Gorsel kiiltiir kurami yoluyla aslinda hayatimizda ¢ogu gérsel imgenin gériindiikleri gibi masum
olmadigini gérdiik. Onlarin hayatimiza, kimligimize nasil etki ettigini gordiik (SO, KG, Diyarbakir).
Goérdiiklerimizi anlamlandirmayi, buzdadinin gériinmeyen yiiziinii kesfettik. Bakmakla gérmek
arasindaki farkin ne kadar énemli olabilecedini gérdiik (SO, KG, Diyarbakir).
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Benim icin en biiyiik deneyim, sanatin ¢ok etkili bir 6gretme yaklasimi oldugudur, sanat varsa
dgrenme de vardir (SO, KG, Erzincan).

Gorsel kultir temelli galistay programinda 6gretmenlere bireysel ve isbirlikli grup etkinlikleri
sunulmustur. Bu etkinlikler gorsel kiltiir imgelerini kesfetme, anlama ve yansitma Uzerine karsilikli
diyaloglar olusturacak sekilde yapilandiriimistir. Bu slrece istinaden 6gretmenlerin 6grenme
deneyimlerinin ikinci alt temasi etkilesim olarak adlandirilmigtir. Etkilesim alt temasi, gorsel imge ile
kurulan diyalog ve isbirlikli grup ¢alismalarindan elde edilen deneyimlere dayanmaktadir. Gorsel sanatlar
O0gretmenlerinin bu deneyime ait ifadelerinden bazilari s6yledir:

... etkinliklerde siirekli bir beyin firtinasi yaptik, gerek gérsel iizerinden gerekse birbirimizle. ...(GSO,
OGG, Mersin).

Uygulamalarda beyin firtinasina neden olarak yéntemlerin ve fikir alisverisi imkanlarinin kullanimi
hem eglendirici hem de yaratici sonuglarin ¢tkmasina neden oldu (GSO, KG, Mersin).

Yaratici grup ¢alismalari gercekten ¢ok faydaliydi. Grup iginde olusan diyaloglar ve tartismalar
sinifimda uygulayabilecedim yeni fikirler verdi (GSO, CDF, Denizli).

Etkilesim alt temasi altinda gorsel sanatlar 6gretmenlerinin beyin firtinasi, yeni fikirlerle zenginlesme
ve vyaratict sonug/iriin kavramlarini sikhkla kullandiklari gérilmistir. Benzer kod igerikleri sinif
O0gretmenlerinin gorlslerinde de belirlenmistir. Sinif 6gretmenleri goérsel kiltlir imgesi ile olusan
diyalogdan ziyade grup ¢alismalarindaki dinamizmi ifade eden gérisler bildirmislerdir. Ornegin;

Grup ¢alismasi gercekten yaratici ¢alismalar ortaya ¢ikmasina neden oldu. Farkh gruplarin
irettiklerini sunmalari bakis agimi genislemek adina etkiliydi (SO, KG, Mersin).

Grup etkinliklerinde birbirinden bagimsiz kisilerin bir araya gelmesi, bakis agimizin ¢ok yénlii olmasini
sagladi. Her bir bireyin etkilesiminden cikan (riindeki zenginlik insani memnun eden bir siirecti (SO,
KG, Denizli).

Sinif 6gretmenleri farkli yas diizeyinde, farkli bransta (GSO) ve birbirini tanimayan bireylerin bir araya
gelip gorsel imgeler Uzerinden olusan diyalog aninin gok yonli disiinmeye katki saglama agisindan
kendileri igin faydalarini ifade etmislerdir. Diyalog aninin yaratici Urline olan etkileri katilmci
ginliklerinde sinif 6gretmenleri tarafindan siklikla vurgulanmistir.

2- Sorgulamalar temas altinda dort alt tema yer almistir. Kendi bakis agisini sorgulama alt temasi
katimcilarin goérsel imgelere dair farkindaliklarini sorgulamalarina dayanmaktadir. Bu temayla iliskili
gorsel kiltiran etkisini sorgulama alt temasi ise gorsel imgelerin ¢cocuk ve birey lizerinde yarattigi etkiye
iliskin sorgulamalari icermektedir. Gorsel sanatlar dersini sorgulama alt temasinda katilimcilarin ders
icerigi ile hali hazirda kullandigi 6gretim yaklagimlarini sorgulamasina iliskin bulgular yer almaktadir.
Okullarda uygulanabilirligini sorgulama alt temasi ise sinif diizeyi, mevcudu ve okulun bulundugu bolge
baglaminda kuramin uygulanabilirligine iliskin degerlendirmelere dayandirilmistir. Sorgulamalar
temasina ait alt tema ve kodlar Tablo 3’de sunulmustur.

Gorsel sanatlar 6gretmenleri gorsel imgelere dair farkindaliklarinin ¢ok keskin olmadigi yoniinde
kendi bakis agilarini sorgulamislardir. Bu sorgulamalar goérsel imgeler Ulzerine derin dislinmeme,
anlamdan ziyade bigcimsel yonlere odaklanma ve gilindelik yasamda ki gorsel imgelere yeterince
odaklanmama boyutunda gergeklesmistir. Gértslerden bazilari asagida sunulmustur:

Giindelik yasamda cevreye, gérsellere ne kadar yiizeysel yaklastigimi onlar (izerine hig diisinmedigimi
fark ettim (GSO, CDF, Denizli).

Biz daha ¢ok bicimsel bakiyorduk eserlere ama simdi daha ¢ok anlamlarina odaklanmamiz gerektigi
¢cikiyor...(GSO, OGG, Mersin, C5).

...yapilan hicbir isin mesajsiz yapiilmadigini bunlarin birer anlam barindirdigini ve bunlari fark etmemi
sadladi. Bir seye déniip ne anlatmak istedigini diisiinmemi sagladi... Onceden evet bakiyorduk ama
daha ¢ok bicimsel kurguya...(GSO, OGG, Erzincan, C1).
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Tablo 3.

Sorgulamalar Temasi: Alt temalar ve Karsilastirmali Kodlar.

Alt Temalar GSO Kodlar SO Kodlar

Kendi bakis acilarini  Gorsel imgeler lzerine derin Sanata kayitsizhgini sorgulama,
sorgulama diisinmeme Sanatla iliskili konularda 6zgiivenini

Gorsel kiltirin
etkisini sorgulama
Gorsel sanatlar
dersini sorgulama

Okullarda
uygulanabilirligini
sorgulama

Anlamdan ziyade bigimsel yonlere
odaklanma

Giindelik yagamdaki gorsel imgelere
yeterince odaklanmama

Kalip yargilarin olusumu
Teknolojinin etkisi

Genisleyen ders igerigi

Gorsel teknolojilerin artisi

Gorsel okuryazarlik

Sinif mevcudu
Okulun bulundugu bolge
Dersin sliresi

sorgulama
Sanatin guindelik yasamdaki etkisini
sorgulama

Her seyi cabuk benimseyen
sorgulamayan nesil

Genisleyen ders igerigini sorgulama
Gorsel okuryazarlik

Derse karsi bakis agilarini sorgulama
Kendi yeterliklerini sorgulama
Temel materyal ve teknolojik
ihtiyaclarin eksikligi

Ogrencinin algilama kapasitesi
Ogretmen yeterligi

Ogretmenlerin kendi bakis acilarini sorgulamalarinda bilissel siireglerin daha aktif tutulmasina dair bir
gereklilik yansimistir. Bu temayla iliskili olarak gorsel sanatlar 6gretmenleri gorsel imgelerin ¢ocuk ve
birey lizerinde yarattigi etkiye iliskin sorgulamalar da gergeklestirmislerdir. Ornegin;

... Gliniimiizde iletisim kurmuyor ¢ocuklar internetle ugrasiyor siirekli, selam veriyorsun selami bile

almiyorlar internetle ugrasmaktan. (GSG, OGG, Erzincan, C2).

...Oncelikli problemimiz ¢cocuklar. Bakiyor ama gérmiiyorlar (GSO, OGG, Kayseri, C5).

... bu dénemdeki ¢ocuklarda sabir var diyemem. Bu nesille alakali. Ben bir ¢ocuga resmi bastan
yaptirmak istedigim zaman ¢ocuk bu derse kiisiiyor. Seyretmeye alismislar, yapmaya degil (GSO, KG,

Denizli).

Ornek referanslarda da gorildigii gibi C1 kodlu &gretmen goérsel kiltiiriin kalip vyargilar
olusumundaki etkisini ifade ederken, C3 kodlu 6gretmen teknolojinin gorsel kiltirin yayilimindaki
etkisine ve giiciine vurgu yapmistir. Ogretmenlerin degerlendirmeleri gérsel kiltiiriin ¢ocuk ve birey
lizerinde yarattigi tahakkiimine yoneliktir.

Sinif 6gretmenlerinin  kendilerini sorgulama alt temasinda belirlenen kodlar gorsel sanatlar
o0gretmenlerinden oldukga farklidir. Sinif 6gretmenlerinin kendilerini sorgulamalari; sanata kayitsizigini
sorgulama, sanatla iliskili konularda 6zglivenini sorgulama ve sanatin glindelik yasamdaki etkisini
sorgulama seklinde gerceklesmistir. Bu kodlara referans olabilecek goriislerden bazilari séyledir:

...ben kendimden yola ¢ikarak bakmadigim gérmedigim seyleri gérmeye basladim, sinifimdaki
etkinlikleri su an cok planlayamasam da kendi icsel bakis acilarimda cok biiyiik sigramalar oldu... (SO,

OGG, Denizli, C2).

....gorsel sanatlari hayatimiza ¢ok sokmuyormusuz onu fark ettim. Teknoloji ve gérsellik hayatimizin
icinde ¢ok yer aliyor... (SO, OGG, Erzincan, C3).

Sanata, sanat eserlerine ne kadar kayitsiz kaldigimi, onlari sorgulamadigimi ve eksikligimi gérdim.

Cag gorsellesirken bu ilgisizligin ne kadar biiyiik bir eksiklik yarattigini anladim (SO, KG, Kayseri).

Bu alt temayla iliskili olarak sinif 6gretmenlerinin de gorsel kiltlirlin etkisine yonelik daha ¢ok ¢cocuk

lizerinden sorgulamalara gittigi goriilmustiir. Ogretmenlerin bu yéndeki degerlendirmeleri, her seyi
cabuk benimseyen sorgulamayan neslin olusumudur. Katilimci ginliklerine ve odak grup goriismeye
yansiyan ifadelerden bazilari soyledir:
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Ogrencilerimiz gérsel kiiltiiriin hegemonyasi altinda, her seyi hemen benimsiyorlar, kabulleniyorlar,
sorgulamiyorlar (SO, KG, Mersin).

Yeni nesil sorgulamiyor, sorgulamayan bir nesil yetisiyor. Bizim buradaki yapmis oldugumuz
gorsellerden yola ¢ikarak sorgulama mantigi ¢ok siiper. Yani sanattan yola ¢ikarak ¢ocuga
sorgulamayi é§retmeliyiz (SO, 0GG, Mersin, C1).

...oncelikle cocuklarda yorum yapma yetenedi yok. Kérelmis. Ogrencide ve ailede kitap okuma kiiltiirii
yok. Bundan dolayi ¢ok fazla yorum yapamiyorlar... internetten aliyorlar, hazir bilgiyi sunuyorlar...(SO,
OGG, Diyarbakir, C4).

Bu sorgulamalara istinaden 6gretmenlerin gorsel sanatlar dersinin icerigini ve siniflarinda hali hazirda
kullandigi 6gretim yaklasimlarini sorguladiklari gérialmustir. Katilimci gunlikleri ve odak grup goérisme
icerikleri analiz edildiginde gorsel sanatlar 6gretmenlerinin agirlikli olarak; genisleyen ders icerigi, gorsel
teknolojilerin artisi ve derse katkisi ile gorsel okuryazarlik baglaminda degerlendirmelerine rastlanmistir.
Ornegin;

Sorgulayici bakma, irdeleme, daha duyarli ve hassas olabilme noktasinda bizim sinifta yaptiklarimiz
cok yiizeysel kaliyormus diyebilirim (GSG, OGG, Erzincan, C2).

... ben kendimi teknolojiye hep yakin gérmiisiimdiir ama gergekten o kadar yakin olmadigimi fark
ettim. Hepsini kullaniyorum ama ¢ocuklara aktarmiyormusum. Programlari kullanmak yetmiyor, bir
zamandan sonra ¢ocuklar belli bir seviyeye tasiyor bunu, biz bir yerde kaliyoruz. Bizim de kendimi
yenilememiz gerekiyor. Okulda editimi verilmemesine ragmen oyun tasarlayan ve bunu ileri
boyutlarda yapan égrencilerim var. Ben bu konularin gerisinde kaldigimi hissediyorum. Bu konuda
dgrencilere yetismeli, onlarin bir tik ileride olmaliyiz... (GSO, OGG, Denizli, C4).

... En azindan su sekilde diisiinebiliriz; cocugun resimsel olarak yetenedinin disinda onu algisal olarak
nasil yetistirebiliriz...(GSO, OGG, Diyarbakir, C5).

Yukaridaki ifadelerde de goruldiigl gibi gorsel sanatlar 6gretmenleri dersin igerigi ve kullandiklari
0gretim yaklagimlari baglaminda sorgulamalar yapmislardir. Bu sorgulayici bakisin alan egitimine iligkin
inanci artirdigl gorilmistir. C2 kodlu 6gretmen “..gdrsel sanatlara tekrar baglanmamizi sagladh.
Gergekten (imitsizdik son dénemde... Bu calistay bize farkl bir pencere acti” (GSO, OGG, Erzincan, C2)
sozleri bu inanca referans olabilecek niteliktedir. Yine C6 ve C5 kodlu 6gretmenler de gorsel kaltir
calismalarinin gorsel sanatlar dersine kayda deger bir katki saglayacagi yoninde inanglarini sdyle ifade
etmislerdir.

Arada bence bizim silkelenmeye ihtiyacimiz varmis. Bazen farkinda oldugumuz seyleri karsi tarafa
aktarma konusunda yetersiz kalabiliyoruz. Bununla beraber gérsel kiiltiir kavramini bizim son yillarda
siklikla karsilastigimiz ve égrencilere aktarmakta sorun yasadigimiz bir kavramdi. Benim kafamda
bununla ilgili cok sey uyandi. (GSO, OGG, Erzincan, C3).

Okullarda genelde dgrenciler “6gretmenim biz resim 6grensek ne olacak” diyorlar. Bizde estetik
degerlerinin artacadini séyliiyoruz. Bu &rnekleri verdigimiz zaman ¢ocuk neden d&grenmesi
gerektiginin daha ¢ok farkinda olacak. Bizleri hangi asamalarda reklamlarla kandiriyorlar, nelerle
yonlendirmeye ¢alisiyorlar, sadece resmin teknik agisindan degil, hayatimizin ve giinliik yasantimizin
icinde olan her seyi sorgulayacaklar (GSO, OGG, Diyarbakir, C5).

Gorsel sanatlar dersini  sorgulama alt temasinda sinif 6gretmenlerinin  gorsel sanatlar
ogretmenlerinden farkli olarak dersin icerigi ya da hali hazirda kullandiklar 6gretim yaklasimlarina ek
olarak derse karsi bakis acilarini ve kendi yeterliklerini sorguladiklari gérilmdstiir. Bu kodlara referans
olabilecek ifadelerden bazilari soyledir:

Bugiine kadar resim dersinde daha ¢ok ¢izim becerisi vardi. Ama sizin anlattiklarinizdan yola ¢ikarak
séyliiyorum, olayr kuramsal boyuta oturtuyorsunuz ve tamamen resim editimi anlayisimizin
degismesini sagliyorsunuz. Algi dedisikliginin yapilmasi lazim... (SO, OGG, Kayseri, C1).

Okuma tiirleri lizerine ¢ok dikkat cekici bir seydi, gérsel bombardimandan ¢ok rahatsizim. Gérsel
okuma konusunda ¢ok ayri bir sey olustu kafamda. Sinif 6gretmenleri olarak fakiilteden mezun
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olduktan sonra ceptekileri tiiketip eger yerine yeni seyler koyamiyorsak orada maalesef iyi bir acilim
saglayamiyoruz. Yani gérsel sanatlarda eksik kaldigimi hep hissetmisimdir. Caba sarf ediyorum, ama
bir yéntem bilmiyoruz... (SO, OGG, Mersin, C3).

Ogretmenler gorsel kiiltiir calismalarinin sanat egitimi yontem ve iceriklerine getirecegi yenilikler
baglaminda okullarda uygulanabilirligini de sorgulamiglardir. Gérsel sanatlar 6gretmenlerinin gogu gorsel
kiltar icerikli ders konularinin okullarda uygulanabilecegini belirtmislerdir. Ancak uygulanabilirligi
mumkin kilan unsurlan degerlendirmislerdir. Bu sorgulamalar gorsel sanatlar 6gretmenlerinde sinif
mevcudu, okulun bulundugu bélge ve &grenci diizeyi baglaminda gerceklesmistir. Ogretmen
gorislerinden bazilar soyledir:

Sinif diizeyine gére farkli gérseller derslerde sorgulatilabilir. Ancak kisith ders siiresinde kalabalik
siniflarda her 6grenciye ulasmak miimkiin olamayabilir (GSO, KG, Denizli).

Kirsal kesimde yer alan bir okuldan yakin zamanda sehir merkezine gelen bir 6gretmen olarak
cocuklarin aralarindaki farki, gérsel kiiltiir etkisi baglaminda gérebiliyorum. Sehir merkezindeki
cocuklarin daha ¢ok ihtiyaci var bu tiir uygulamalara (GSO, KG, Denizli).

Bence sizlerin yaptirdidi etkinlikler ¢cocuklara da uygulanabilir... Hayvan haklari, ¢cocuk istismari gibi
giincel konular ele alinabilir. Ortaokul ve lise seviyesi icin uygun bunlar (GSO, OGG, Canakkale, C3).

Gorsel sanatlar 6gretmenleri gorsel kultir ¢alismalar yoluyla ders igeriginin artacagi ve bu
yaklagiminin sorgulayici yontemleri igin sinif mevcudu ve ders saatinin sikinti yaratacagini belirtmislerdir.
Bu nedenle okullarda uygulanabilirliginin zorluguna deginirken, glncel iceriklerle birlestirip iyi bir
planlama ile uygulanabilecegini de vurgulamislardir. Ancak C6 kodlu 6gretmen gibi bazi 6gretmenler bu
kuramin uygulanabilirliginin bir baska ders ile daha mimkin kilinabilecegini belirtmislerdir.

Sinif  6gretmenlerinin  okullarda uygulanabilirligi Gzerine yapmis olduklari degerlendirmede;
uygulanabilirligi zor, uygulanabilirlig§i mimkin olmak Uzere iki farkh durum ortaya ¢ikmistir.
Uygulanabilirligini zor olarak degerlendiren 6gretmenler 6zellikle okullardaki temel materyal ve
teknolojik ihtiyaglarin eksikligi, Ogrencinin algilama kapasitesi ile ©6gretmen vyeterligine wvurgu
yapmislardir. Bu kodlara referans olabilecek gériislerden bazilari séyledir:

... benim su an ki gérev yaptigim okul ilkel bir okul Projeksiyon yok, akilli tahta yok, ulasim yok. Yani
béyle bir okulda bunlarin uygulanmasi miimkiin dedil (SO, OGG, Diyarbakir, C1).

Uygulanabilmesi icin 8gretmenin sanata karsi bir ilgisinin olmasi sart. Ogretmenin belli bir
donaniminin olmasi gerekiyor. Istekli olmasi gerekiyor bu konuda. Odretmenin énceliginin Fen,
Tiirkge, Matematik nceliginin olmamasi gerekiyor, teknoloji donanimi da ¢ok énemli. Bilgisayari agik
kapatmasini bilmeyen égretmenler var. Arastirmaci yéniini de én plana koymasi gerekiyor ki
ogrendiklerini bu unsurlarla édgrencilere aktarabilmesi gerekiyor. Odgretmenin sinifa planli ve
programli girmesi gerekiyor. Ogretmen diger dersler icin énceden bir hazirlik yapiyor ve bu
hassasiyeti Gérsel Sanatlar dersi icin de yaparsa basarili olur (SO, OGG, Diyarbakir, C1).

Yukaridaki ifadelerde de goraldugi gibi gorsel kiltur kuraminin ilkokullarda uygulanabilirligi agirlikli
olarak dgretmen yeterliligi ile iliskilendirilmistir. Ogretmenler, kuramin sinif uygulamalarina tasinabilmesi
icin 6gretmenin sanati sevmesi, ¢cagin getirdigi yenilikleri takip etmesi, istekliligi ve arastirmaci yoninin
gerekliligine vurgu yapmiglardir. Uygulanabilirliginin mimkiin olduguna dair goris bildiren 6gretmenler
ise, 0grencinin kapasitesine uygun iyi bir 6gretim tasarimi ile etkili sonuglara ulasabileceklerini ifade
etmislerdir. Bu 6gretmenlerden bazilari 6grencinin algilama kapasitesi agisindan ozellikle 3. ve 4. Sinif
diizeyinde daha etkili olacagini belirtirken, bazilari da hemen hemen her derste uygulanabilecegini ifade
etmislerdir. Bu kodlara referans gosterilebilecek ifadelerden bazilari séyledir:

. son derece kullanilabilir oldugunu diisiiniiyorum. Arti bizim kendimize bir format atmamiz
gerektigini disiiniiyorum. Ben buraya gelirken moralim bozuktu ama sonradan diizeldi. Ciinkii ben
okula giderken ne yapacagimi biliyorum artik. Mesela bizde Suriye’den gelen ¢ocuklar var ve ortak dil
konusunda biz zorlaniyoruz. Ben burada ortak dilin sanat oldugunu anladim. Simdi ben kendi
sinifimdan da baslayarak sorunlari masaya yatiracagim. Aileleri de tarayacagim. Sonra ¢ocuklarin da
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sorunlarini ele alarak sanat ¢alismalari yaptiracagim. Ama bu c¢alismalar bunlari yaptirmakla
kalmayacak, ézellikle okul bahgelerini sahiplenmesini saglayacagim. Daha sonra bu ¢alismalari rapor
haline getirip sunmalarini saglayacagim. inaniyorum ki cocuklarin kendilerinden kaynakli sorunlar bu
calismayla sona erecek... (SO, OGG, Mersin, C4).

Her sinifta etkili olabilir diye diisiiniiyorum ben ama hepsi degil tabii ki bazilari. Bazilarinda
uyarlayarak, biraz bazi yénlerini dedistirerek uygulayabiliriz. Cocuklarin farkindaligi, kendilerini ifade
etme yontemleri gelisir... (SO, OGG, Denizli, C1).

Bence de 3. ve 4. siniflar icin daha uygun olur diye diisiiniiyorum. Bazen 3. Sinifta bile soyut kavrama
gecememis cocuklar oluyor, zorlaniyor somut kavramdan soyut kavrama gecemedigi icin, ama 3 ve
4’te uygulanabilir (SO, OGG, Denizli, C4).

3- Endiseler temasi, gorsel sanatlar 6gretimi, dersin siresi, okul idaresi ve aile (veli) boyutu tizerinden
birbiriyle iligkili dort alt temayi icermistir. Gorsel sanatlar 6gretimine iliskin endigeler alanin 6gretim
yontemlerindeki degisime dair bulgulara dayandiriimistir. Gorsel sanatlar dersinin siiresi, sorgulayici
ogretim teknikleri kullanma, uygulama ve degerlendirme boyutu gibi unsurlardaki endiseleri
kapsamaktadir. Okul idaresi ve meslektas tavirlarina iliskin endiseler; midahaleci tavirlar ve 6gretim
materyali ihtiyacina iliskin tutumlarina dayanmaktadir. Aile boyutu 6gretmenlerin aileyi gorsel kultlr
uygulamalarina dahil edebilmelerine donik endiseleri icermektedir.

Tablo 4.

Endiseler Temasi: Alt temalar ve Karsilastirmali Kodlar.

Alt Temalar GSO Kodlar SO Kodlar

Gorsel sanatlar Sanattaki degisimler Sanat alanina hakim olamama,
ogretimine iliskin Teknolojik gelismeler Sanat egitiminin 6gretim yontemlerine
endiseler Ogretim ydntemleri hakim olamama,

Gorsel sanatlar Ogretim Yeterli

dersinin sliresine Uygulama Yetersiz

iliskin endiseler Degerlendirme

Okul idaresi ve Okul idaresi ve meslektaslarin -

meslektaslarin bakis  tawvirlar

acisina dair endiseler  Materyal ihtiyacina dair tutumlar

Aile tutumlarina dair  Aile tutumlarinin 6nemi Sanat dersini 6hemsememe,

endiseler Gorsel kilttrian yayilimda etkili olan kitle
iletisim araglarini kontrolstizce kullanma
konusunda ¢ocuklarina model olma,
Cocuklarini tanimama

Gorsel sanatlar 6gretimine iliskin endiseler; sanatsal ve teknolojik degisimleri yakalayamamak ve her
ikisindeki degisimi etkin 6gretim yaklasimlari ile birlestirememek Uzerinden gergeklesmistir. Gorsel
sanatlar 6gretmenleri hem sanatsal degisimler hem de teknolojideki gelismeler baglaminda uyguladiklari
o6gretim yontemlerinin ¢aga uygun olup olmadigi konusunda endiselerini ifade etmislerdir. Bu kodlara
referans olabilecek goriislerden bazilari soyledir:

Beni biraz endiselendirdi. Teknolojinin sagladigi kolaylik sanatin emek verilmeden yapilabilecek olan
bir seymis gibi gésteriliyor olmasi beni endiselendirdi. Ama onun disinda ¢ocuklara bir seyi daha
cabuk verebilme adina teknolojiden de geri kaldigimi diisiindiim... (GSO, OGG, Denizli, C3).

. Bence Goérsel Sanatlar dersini daha etkili kullanabilmek icin éncelikle égretmenlerde bir algi
olusturulmasi lazim. Bu ¢alistayda bizim bakis agimiz degisti. Ben daha dncesinde béyle elestirel gézle
bakmiyordum. Bize iiniversitede egitim verilirken bu tarz etkinlikler gésterilmedi, belki 6gretmenlerin
egitiminde bu tarz bir bakis agisinin gelistirilmesi etkili olabilir. Biz siniflarimizda birgok gdérsel
glsteriyoruz, resim yorumlatiyoruz ama ¢aga uygun sanatsal bakis agisinin farkinda olmak lazim
(GSO, OGG, Kayseri, C3).
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Bu yaklasimda her bir ders birbirine girebiliyor. Cocuklarin duyu organlarini ¢ok aktif olarak
kullanabilmesi gerekiyor. Tabii bunu gelistirebilmek 6gretmenler icin ne kadar kolay, oldukg¢a zor bir
olay (GSO, OGG, Mersin, C3).

Yukaridaki ifadelerde de gorildigi gibi sanat alaninda bilgi, Gretim ve sergileme yaklasimlarindaki
cesitlenmeler, teknolojinin sundugu avantaj ve dezavantajlar gorsel sanatlar 6gretimine yonelik olarak
O0gretmenleri endigelendirmistir. Gorsel sanatlar dersinin gorsel kiiltiir ile genisleyen yapisi dersin
stiresinin azlig nedeniyle endiseleri daha da ¢ok artirmistir. Ogretmenler sorgulayici 6gretim teknikleri
kullanma, uygulama ve degerlendirme boyutu gibi unsurlarda ders suresinin yetersizligini bircok kez
calistay siirecinde kaleme aldiklar katilimc giinliiklerinde ifade etmislerdir. Ornegin; Erzincan C4 kodlu
ogretmen “dedik ki ¢ok kapsamlasti ama dersin saati diisti, biz bunu nasil yapacagiz diye bir kaygiya
diistiik ne yazik ki” (GSO, OGG, Erzincan, C4) ifadesi kendi iclerinde yasadiklari ve tartistiklari endiselerin
disavurumundan sadece bir tanesidir.

Gorsel sanatlar 6gretmenlerinin yasadigl bir diger endise ise okul idarecilerinin ve meslektaslarin
tutumlan (zerinden gerceklesmistir. Ogretmenler okul idaresinin ve okuldaki meslektaslarin goérsel
sanatlar dersine dair miidahaleci tavirlari ve 6gretim materyali ihtiyacina iliskin tutumlarina dair
endiselerini dile getirmislerdir. Bu kodlara referans olabilecek gorislerden biri sdyledir.

... biz 6grenciye ¢alisma yaptiriyoruz ama égrenci yapmiyor. Mesela ¢ocuk Fen Lisesini kazanmaya
aday bir 6grenciyse ve diger hocalar “ver 100°i” diyor. Ben o notu veriyorum ama ¢ok (iziiliiyorum.
Bu ¢ocuk bir seyleri yapmadan elde etme duygusunu benimsemis oluyor ve torpille bir seyleri
basarabilme duygusunu veriyorsun. Bir¢ok seyi ashinda o ¢ocuda kodluyoruz ama farkinda degiliz
(GSO, OGG, Erzincan, C4).

Ogretmenler okul idaresi ve diger brans ogretmenleri baglaminda alg degisikligine ihtiyac
vurgulamaktadir. Bu gibi egitimlere okul idarecilerinin de katiliminin gerekliligini 6zellikle
belirtmektedirler. Ogretmenler okul idaresinin bakis acisi degismedikce gorsel kiltiir gibi yenilikgi
yaklasimlari siniflarinda tam anlamiyla uygulamaya dair endiselerini ifade etmislerdir:

Bu calistayin mutlaka okul yéneticilerine verilmesi gerekiyor. idarecilere de bu ¢alistay verilseydi diger
branslarin da buna katilmasi bazinda ¢ok iyi olacakti. Ciinkii bu sadece bizim (izerimizde kaliyor.
idarecilere bunlari anlattiGimizda biiyiik bir keyifle dinler hosuna gider anlatti§imiz etkinlikler ama o
odadan ¢iktigi anda “evet arkadaslar kaynak kitaplar nelerdi, deneme siralamamiz nasil”’ direkt buna
gecerler (GSO, OGG, Erzincan, C1).

Erzincan C1 kodlu 6gretmen okul idarecilerinin bilinglenmesinin gerekliligine vurgu yaparak idareci
bakis agisinin tim okul kultirinid de etkileyecegi yoniinde inancini ve deneyimleri baglaminda bir
Ongorusinl dile getirmistir. Gorsel sanatlar 6gretmenleri aileler bilinglendirilmeden gorsel kiltar
o6gretiminin tam bir basariya ulasamayacagl yoniinde endiselerini de ifade etmislerdir. Gorlslerden
bazilari soyledir:

Bence tiim bunlardan énce velileri de isin igine sokmamiz gerekiyor. Mesela o toplumsal cinsiyet olayi
ailelerde var ki bu cocuda yansiyor... (GSO, OGG, Kayseri, C6).

Bu gérsel diinya, ¢ocuklarin, bizim ve velilerin yani hepimizin gevresini sarmis durumda. Ben de kapilip
gitmisim ve buraya geldigimde bircok agidan farkindalik kazandim. Biz bu farkindaligi ¢ocuklara
gecirmek igin etkinlikler diizenleriz ama tabii ki veli boyutu olmadan bu farkindalik olmaz... (GSO,
OGG, Mersin, C2).

Sinif 6gretmenlerinin gorsel sanatlar 6gretimine iliskin endiseleri, sanat ve sanat egitiminin 6gretim
yontemlerine hakim olamama (zerinden gergeklesmistir. Sinif 6gretmenleri galistay sireci igerisinde
sanata dair bilgilerinin eksik oldugunu defalarca vurgulamislardir. Bu eksiklik Kayseri C2 kodlu
6gretmenin ifadelerine vyansiyan sinif 6gretmenligine farkh alanlardan atamalarin  yapildigi
6gretmenlerce daha belirgin bir bicimde ifade edilmistir:
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Diger derslerde yeterli olduguma inaniyorum ama resim ve miizikte ayni yeterlilige sahip olmadigim
i¢in Uziliiyorum. Ben kendimde olmayan bir seyi ¢ocuga nasil verebilirim ki. Bu benim vicdanimi
sizlatiyor, resimde ¢ok iyi olan bir cocuga ben yeterli olamiyorum, nasil yaklasacagimi bilemiyorum...
(SO, OGG, Kayseri, C2).

Sinif 6§retmeni olarak gérsel sanatlar editimi ile ilgili yeterli olamamak... (SO, CDF, Denizli).

Sinif 6gretmenleri gorsel sanatlar dersinin siiresine gérsel sanatlar 6gretmenleri kadar bir endiseyle
yaklasmamislardir. Ancak ders siresinin bu yeni yaklasimlarla yeterli olmayacagini belirten 6gretmenler
olmustur. Géruslerden biri séyledir:

Bana gdrsel sanatlar dersinde bir saatlik siire yetmiyor. Genellikle 2 saat yapiyorum. Ama simdi bu
calismalan degerlendirdigimde asla 2 saatin altinda yapamayacagim ortaya cikiyor (SO, KG,
Canakkale).

Kayseri’den C2 kodlu 6gretmen ise “..okullarda ¢ocuklara égleye kadar verdigimiz egitimin disinda
sanatsal anlamda zaman ayiracak imkén yaratmak lazim...” (SO, OGG, Kayseri, C2) sbzleriyle sanatin
kapsaminin ders digi faaliyetler yoluyla artiriimasi gerekliligini vurgulamistir. Diger yandan gorsel sanatlar
O0gretmenlerinin okul idarecilerinin tutumlarina dair belirttigi endiseler sinif 6gretmenleri tarafindan dile
getirilmemistir. Sinif 6gretmenleri zaman zaman velilerden kimi konularda birtakim midahaleler
gordiklerini belirtseler de bu durum arastirmanin konu igerigi ile ilgili bulunmamistir. Ancak 6gretmenler
veliler ile ilgili sanat dersini Gnhemsememe, gorsel kiltirin yayilimda etkili olan kitle iletisim araglarini
kontrolsiizce kullanma konusunda c¢ocuklarina model olma ve c¢ocuklarini tanimama noktasinda
endiselerini ifade etmiglerdir. Velilerin sanat dersine bakisi baglaminda gorislerden bazilari s6yledir:

Velilerimiz genelde sayisal agirlikli egitime 6nem veriyorlar. Sanat alaninda pek bir agirliklari olmuyor
(SO, OGG, Kayseri, C1).

Bizim halkimiz da velilerimiz de biraz uzak sanata. Yani sanati sarki dinlemek falan saniyorlar. Yani
galeriye veya miizeye giden kag kisi vardir acaba? Ve biz bu kisilerin ¢cocuklarina bunlari 6gretmeye
calsiyoruz...(SO, OGG, Canakkale, C4).

Ogretmenlerin kitle iletisim araglarinin kontrolsiizce kullanimina izin verme ve g¢ocuklarina model
olma konusunda goérusleri ise soyledir:

Biz veli boyutunda kaliyoruz, degistiremeyecedim gercek diyorum. Ben tamam dgrenciye bir seyler
katiyorum ama aile tarafindan bu G&drettiklerim karalanmaya devam ediyor. ...Ornedin veliler
cocuklarin her istedigini her gérdiigiinii aliyor, hayir demek yok (SO, OGG, Mersin, C1).

Ailelerden kaynakli sorunlarimiz da var bizim, iletisim araglarinin agresifce ve kontrolsiizce
kullaniimasi gibi... (GSO, OGG, Mersin, C4).

ifadelerde de goriildiigti gibi Ogretmenler veli boyutuna degistiremeyecekleri gercek olarak
degerlendirmektedir. Bu baglamda 6gretmenlerin vurguladigi énemli unsurlardan biri de g¢ocuklarini
tanimama Gzerinedir.

...0 kadar ilgisizler ki, daha bir kere merak edip gelmiyorlar bile. 1. Sinifta bile ¢ocuklarini sinifa
getirmeyenler var. Cocuklar kendileri geldi sinifa, mesela bir sey oluyor “benim ¢ocugum yapmaz”
diyorlar... (SO, OGG, Denizli, C4).

Aslinda veliler o kadar is temposuna kaptirmislar ki kendilerini ¢cocuklarini tanimiyorlar, yorgun eve
geliyorlar, dizi izliyorlar, iletisim yok ¢ocukla... (SO, OGG, Denizli, C6).

4- ihtiyaglar temasi altinda arag-gereg ve gérsel materyal ile sanat ve kiiltiir editimine dair hizmetici
egitim ihtiyaci alt temalari yer almistir. Bu alt temalar, gorsel kiltir temelli sanatsal etkinlikler
hazirlanabilmesi icin 6gretmenlerin ne tir donanimlara ihtiyaci olduguna dair degerlendirmeleri
icermektedir. Bu temaya ait kodlar Tablo 5’ de verilmistir.

Gorsel sanatlar 6gretmenleri gorsel kiltlir 6gretiminin arag-gereg ve gorsel materyal ihtiyacini sanat
dersinin ihtiyaclarindan farkli olmadigini belirtmislerdir. internetten belirledikleri tema cercevesinde pek
cok gorselin rahatlikla bulunabildigi ifade etmislerdir. Ancak okullarin internet alt yapisinin bazi

799



Vedat OZSOY, Nuray MAMUR, Sevcan SARIBAS — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 767-808

teknolojileri sinifa tasima noktasinda iyilestiriimesi gerektigi de vurgulanmistir. Bunun i¢in EBA’dan
destek alinabilecegi ifade edilmistir.

Saglam bir internete sahip olmamiz gerekiyor. Eskiden kendi modemlerimiz oluyordu ve internet
konusunda sikintilar yasamiyorduk. Ama simdi internet dogru diizgiin ¢ahsmiyor. (GSO, OGG,
Canakkale, C5).

Tablo 5.

ihtiyaclar Temasi: Alt temalar ve Karsilastirmali Kodlar.

Alt Temalar GSO Kodlar SO Kodlar

Arac-gere¢ ve gorsel Teknolojik alt yapinin iyilestirilmesi Teknolojik alt yapinin iyilestirilmesi
materyal ihtiyaci Gorsel materyal ihtiyaci Gorsel materyal ihtiyaci

Hizmetigi egitim Sanat egitimindeki yenilikleri takip etme  Sanat alt yapisi olusturma

ihtiyaci

Benzer gorisler sinif 6gretmenleri tarafindan da belirtilmistir. Ogretmenler gérsel kiiltiir calismalari
kullanilacak arag ve gereglerin sanat dersi materyalleri ile benzer oldugunu ifade etmislerdir. Bu nedenle
ailenin ilgisizligi disinda materyal ihtiyacinin 6gretmen ve Ogrenci icin arti bir yik getirmeyecegini
belirtmislerdir. Ancak gorsel sanatlar 6gretmenleri gibi sinif 6gretmenleri de okullarin teknoloji alt
yapisinin yeterince saglanamadigindan 6zellikle kéy okullarinda sorunlar yasandigindan bahsetmislerdir:

... Oncelikle teknolojiyle desteklenmesi lazim. Benim sinifimda projeksiyon bile yok mesela. Benim
bélgem mahrumiyet bélgesi gibi bir yer... (SO, 0GG, Mersin, C2).
Bazi yoksul semtlerde kalemi bile olmayan 6grenciler var. Ozellikle de resim konusunda kirtasiye
malzemelerinde ¢ok eksiklik yasiyoruz (SO, OGG, Diyarbakir, C2).

Ben kéy okulundayim. Imkdénlarimiz sinirll.  Kendim projeksiyon aldim, bilgisayari kendim
gétiiriiyorum. Telefonumun interneti de ¢ekmiyor okulda. Evde internete badglanip indirmek
durumunda kaliyorum. (SO, OGG, Diyarbakir, C4).

Ogretmenler gorsel kiltiir calismalarinin siniflarda verimli yiiriitiilebilmesi icin 6gretmenlerin sanat
ve kiltir egitimine dair kendilerini strekli glincellemesi gerektigini belirtmislerdir. Bu konuda da en
blyluk ihtiyacin hizmetici egitimler oldugu siklikla belirtilmistir. Gorsel sanatlar 6gretmenlerinin
gorislerinden bazilari séyledir:

Bu tiir hem teorik hem de uygulamali egitimlerin MEB kapsaminda her ilde hizla yayginlastiriimasi
gerekiyor. Bizler cadi yakalamakta zorlaniyoruz. Yeni nesil icin, bizlerin yenilenmesi gerekiyor (GSO,
KG, Mersin).

Cadin gerektirdigi yeniliklere ayak uydurabilmemiz icin bu gibi editimlere katilimin daha fazla olmasi
gerekiyor. Ozellikle bu gibi 6nemli konu iceriklerinde okul miidiirlerinin mutlaka bulunmasi gerekiyor.
Yoksa editimlerden sonra okul uygulamalarinda sikintilar yasayabiliyoruz (GSO, KG, Giresun).

Ogretmenlerin séylemlerinde de gorildigi gibi gorsel sanatlar dgretmenlerinin hizmetici egitim
ihtiyaclari agirlikli olarak, ¢adr yakalamak, yenilikleri takip etmek amaciyla talep edilmektedir. Sinif
O0gretmenlerinin gorsel sanatlar 6gretmenlerinden farkh olarak hizmetici egitim ihtiyaglarinin belirleyicisi
sanat alt yapisinin desteklenmesine yoneliktir. Sinif 6gretmenleri kendilerini sanat dersleri konusunda
yeterli gdrmemektedir. Gorlislerden bazilari sdyledir:

... bazen konularin yetismesi, ondan sonra etkinliklerin tamamlanmasi derken ¢ok fazla sanat
boyutuna dahil olmuyoruz. Bizim ¢ocuklarimiz kii¢clik oldugu icin yapistirma etkinliklerinde bile 2 saat-
3 saat ugrasabiliyorlar. O yiizden égretmenlerin bu konuyla ilgili daha ¢ok bilgilendirilmesi, gercegi
gérmeleri iyi olur (SO, OGG, Canakkale, C5).

Biz sinif 6gretmenleri olarak her alanda ¢alismaya calisiyoruz ama gérsel sanatlar agisindan eksigimiz
var. Hepimizin ayni yetenedi yok. Bu konuda zorlaniyoruz. O yiizden biz 1. Siniftan baslamak (lizere hazir
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ici boyamali seylerle basliyoruz. Daha ¢ok ¢ocuklarda kaslarinin gelismesi agisindan bosluklari doldurma
gibi renklerin algilanmasina yénelik ¢calismalar yaptiriyoruz... (SO, OGG, Erzincan, C1).

5- Ogrenme ve dgretmeye doéniik yeni fikirler temasi altinda disiplinlerarasi baglantilari kurma ve
ozglin etkinliklerin tasarimi olmak Uzere iki alt tema yer almistir. Gorsel kiltir disiplinlerarasi iligkileri
gerektirmektedir. Dolayisiyla disiplinlerarasi baglantilari kurma alt temasi 06gretmenlerin hangi
disiplinlerle ne tur iliskiler kurabileceklerine yonelik degerlendirmelerine dayandiriimistir. Son olarak
ozglin etkinliklerin tasarimi alt temasinda ¢alistay sirecinde kendi siniflarinda gorsel kiltir temelli ne tir
sanatsal etkinlik fikirleri olustugu, gorsel kiltir yoluyla siniflarinda neleri tartismaya acabileceklerine
iliskin gorusleri yer almistir. Bu alt temalara iliskin kodlar Tablo 6’da sunulmustur.

Tablo 6.
Ogrenme ve 6gretmeye déniik yeni fikirler temasi: Alt temalar ve Karsilastirmali Kodlar.
Alt Temalar GSO Kodlar SO Kodlar
Disiplinlerarasi Sosyal ve ¢evresel sorunlara sanatsal bakis  Degerler egitimi (saygi, empati vs.)
baglantilari Diger derslere sanatin entegrasyonu Cevre bilinci
kurma Kendine dair farkindaligini gelistirme
Ozgiin Geg¢mis deneyimlerle  Gelecek igin yeni Gegmis Gelecek igin yeni
etkinliklerin iliskilendirme fikirler deneyimlerle fikirler
tasarimi iliskilendirme
Gostergelerarasilik Gorsel kaltar Disiplinlerarasilik Gorsel kalttr
Dizi sahnesi analizi formlari tGizerinden Sosyal icerikli formlar
ve yeniden yorumu sorgulamalar temalara yénelme lizerinden
Sosyal igerikli Sosyal igerikli sorgulamalar
temalara yonelme temalara yénelme Sosyal igerikli
konulara
yonelme

Disiplinlerarasi baglantilari kurma alt temasinda goérsel sanatlar 6gretmenlerinin agirlikh olarak; diger
brans 6gretmenleri ile isbirlikli calismalara egilimi kendini gostermistir. Gorsel sanatlar 6gretmenleri
sosyal ve cevresel sorunlarin sanat yoluyla sorgulanabilecegini, 6grencilerin ilgi alani dogrultusunda
disiplinlerarasi nitelikte olan ¢agdas sanat érneklerinden yararlanabileceklerini ifade etmiglerdir:

Madde isik sergisi var. Iginde fizik var mesela. Ogretmenlerle isbirligi yapilabilir bu konuyla ilgili. Ses
dalgasini sanatg¢i gériiniir kiliyor. Fizige ait bir konu ama sanatgi 6yle bir ele almis ki biz oradaki ses
dalgasini gérebiliyoruz. Ya da bu gecgici bulutlar yapan bir ¢agdas sanatgi vardi. Onun yapti§i bu
makine en iyi icat listesine girdi. Bilimle, edebiyatla, kimyayla ve fizikle alakasi var bunlarin. Bu
konuda anlattiklariniz cok uygun (GSO, OGG, Mersin, C2).

Mesela siirdiiriilebilirlik, ¢cevre bunlarla ilgili ¢ok giizel fikirler ¢ikabilir ve bu tiim alanlari da
ilgilendiriyor. Her égretmen kendi bransiyla ilgili yapabileceklerini sunar. Toplanip bu konuda cevre
duyarhiligiyla ilgili bir seyler yapilabilir. Ya da enerji tasarrufu (GSO, OGG, Canakkale, C3).

Denizli C3 ve Canakkale C6 kodlu 6gretmenlerin ifadelerinde de goruldiglu gibi gorsel sanatlar
o6gretmenlerinin bu noktada bir diger vurgusu ise isbirlikli disiplinlerarasi ¢alismalar yapilabilmesi diger
brans Ogretmenlerinin sanat konusunda bilgilerinin artirilmasi ve tim ders iceriklerinin sanatla
blitiinlestirilmesi  gerektigidir. Sinif ~ 6gretmenleri ise disiplinlerarasi  baglantilari  kurmada
zorlanmayacaklarini belirtmislerdir. Genellikle dersler arasinda baglantilar olusturduklarini, ancak
uygulamalarinda gérsel kiiltire daha fazla yer vermeleri gerektigini vurgulamislardir. Ogretmenler
ozellikle gorsel kaltlr iceriklerinin Hayat bilgisi, Tlirkge ve Fen bilgisi gibi derslerin bazi konu alanlari ile
iliskilendirilebilecegini ifade etmislerdir. Ornegin;
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Gorsel kiiltiiriin hayat bilgisi gibi derslerde 6grencilerimizi bilinglendirme, kendilerini daha iyi ifade
etme, saygi, duyarllik, farkli noktalardan bakabilme gibi becerileri gelistirmekte kullanilabilecegini
diisiiniiyorum (SO, KG, Canakkale).

Fen Bilgisi de olabilir ¢iinkii su anda 3. Siniflarda Fen Bilgisinde canlilar diinyasina yolculuk var. Yani
cevreyle ilgili; ¢evre, canlilar, bir bitkinin, tohumun ekilmesi yetismesi yani bir canlinin diinyaya
gelmesi isleniyor. Bu kadar canli diinyaya gelince o canlinin birden yok edilmemesi gerekiyor gibi bir
baglanti kurup yapilabilir (S8, OGG, Denizli, C3)

Hayat Bilgisi, Tiirkge. Kesinlikle en basta ikisinde de kendini ifade etme var. Gérseller konusunda
ozellikle ¢calisma yapilabilir. Bu benim hi¢ aklima gelmemisti. Burada gérsellerle ¢alisma yapildikca
bunun ¢ok uygun bir sey oldugunu diisiindiim... (SO, OGG, Mersin, C3).

Ogretmenlerin goriislerinde gorildiigiu gibi sinif 6gretmenleri dederler egitimi (saygi, empati vs.),
cevre bilinci ve kendine dair farkindaligini gelistirmede goérsel kultir imgeleri ile disiplinlerarasi
baglantilar kurulabilecegini ifade etmislerdir. Bedenimi taniyorum, canlilar diinyasina yolculuk, sinif
baskani se¢imi gibi konu alanlarinda ve Tirkge gibi derslerde gorsel imgeler Gizerinden kendini ifade
edebilme becerilerini gelistirmede gorsel kiltirler iliskilendirmeler yapilabilecegi ifade edilmistir.

Ozgiin etkinliklerin tasarimi alt temasinda calistay siirecinde kendi siniflarinda gérsel kiltiir temelli
ne tlr sanatsal etkinlik fikirleri olustugu, gorsel kiltir yoluyla siniflarinda neleri tartismaya
acabileceklerine iliskin gorisleri yer almistir. Ogretmenlerin bu béliimle iliskili paylasimlari, gecmiste
yapmis olduklari bazi etkinliklerin gorsel kiltir temelli olduguna iliskin paylasimlarindan ve gelecekteki
uygulamalar igin yeni fikirlerinden olusmustur. Gorsel sanatlar 6gretmenlerinin gorsel kiltiir 6gretimi ile
iliskilendirdikleri siniftaki uygulamalarindan bazilari sdyledir:

7. Siniflara yapmis oldugum bir uygulamada, ¢ocuklara bir giin hangi diziyi izlediklerini ve o dizilerde
onlari en ¢ok hangi sahnenin rahatsiz ettigini sordum. Bunu bir kdgida yazdim ve diisiinmelerini
istedim. Siz bir yénetmen olsaydiniz bu sahneyi nasil ¢ekerdiniz dedim ve diisiinmeleri icin siire
verdim. (GSO, OGG, Mersin, C3).

Képek adasi diye bir film vardi. Bunu izledim ve ¢ok giizeldi. Film fotograf karelerinden olusuyor.
Cocuklara onu izlettim. Bir adada képekler 6liime terk ediliyor. Ve séyle bir sey de égrendim,
Osmanli’da Bahtsiz Ada denen bir yerde 80.000 képek 6liime terk edilmis. Bu iki olay arasinda
baglanti kurup dersi islemeye basladik (GSO, OGG, Mersin, C2).

Gegmisin sanat yapitlarini glinimiziin baglaminda yeniden tretme, bir dizi sahnesini analiz edip onu
yeniden yorumlama, bir film UGzerinden hayvan haklarini tartisma gibi siniflarinda gerceklestirmis
olduklari uygulamalar gorsel kiltlr ¢alismalarina iyi 6érnek olabilecek tirdendir. Bu 6rnekler gorsel
sanatlar 6gretmenlerinin bazilarinin gérsel kiltira siniflarinin igine zaten aldiginin géstergesidir. Nitekim
calistay siirecinde de 6gretmenler zihinlerinde dersleri icin yeni fikirler olustugunu ifade etmislerdir. Bu
ifadeler analiz edildiginde gorsel kiltiir formlari Gzerinden sorgulamalar (Dizi ve gizgi filmler, reklamlar,
afis, fotograf vs.) ve sosyal igerikli konulara yonelme (Arkadas iliskileri, Gog, Kentlesme, Kilturel
yozlasma, Ter6r, Tasarruf kiiltiirt, Tiketim kaltird, Cevre duyarlilig vs.) kodlarina ulasiimistir. Bu kodlara
referans olabilecek goriislerden bazilari soyledir:

Kendi malzemesini iretebilir ¢ocuklar. Ya da kullandigi kagidi burusturup atmasi yerine ona
ekosistemin ve bilinclenmenin neden gerekli oldugunu anlatabiliriz. Cocuklar ¢ogunlukla yere
diisenleri almiyorlar bile. Nasil olsa aile gidip yenisini aliyor. Siirdiirilebilirlik bu anlamda ormanlarin
yok olmamasi neden énemli, neden bizim igin ¢ok degerli, biz bu konuda neler yapabiliriz...(GSO, OGG,
Mersin, C4).

Kiiltiirel yozlasma tartismaya agilabilir. Degerlerimizin yitip gitmesi mesela. Tiiketim baslgi altinda
istek ve arzularin neye gére sekillendigi tartismaya acilabilir (GSO, OGG, Erzincan, C2).

Sinifimizda Suriyeli ¢ocuklar var. Diger 6grenciler bu Suriyeli 6grencilere isimleriyle hitap etmek yerine
onlara “Suriyeli’’ lakabini takmislar. Burada bir 6tekilestirme var. Cocuk onu kendinden gérmedidi icin
otekilestiriyor. Ben bu duruma (iziildiim ve bununla ilgili bir seyler yapmak istiyorum(GSO, OGG,
Kayseri, C3).
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Sinif 6gretmenlerinin 6zglin etkinliklerin tasarimi alt temasindaki paylasimlari gorsel sanatlar
o6gretmenlerinde oldugu gibi 6nceki 6grenme (gecmisteki) deneyimleri ile iliskilendirmeler ve gelecekteki
uygulamalar igin yeni fikirlerden olugmustur. Sinif 6gretmenlerinin gorsel kiltlr 6gretimi ile
iliskilendirdikleri siniftaki uygulamalarindan bazilari séyledir:

... Hayat Bilgisi dersinde kitaptaki bir gérselde anne ve baba birlikte ev isi yapiyorlardi ve biitiin sinif
buna ¢ok giilmisti. Ben buna hi¢bir yorum yapmadim. O gérsel lizerine iki glin tartisma yaptik. Ben
kendi esimin de bana yardim ettigini séyledigimde epey bir dalga konusu oldu (SO, OGG, Diyarbakir,
C4).

Ogrencilerimiz beslenme saatinde ¢ok israf yapiyorlar. Ebeveynleri ¢antasina bir siirii yiyecek icecek
koyuyor ama c¢ocuklar yemiyorlar. Durum béyle olunca akilli tahtadan Afrika’daki yetersiz
beslenmeden dolayi karni sismis ¢ocuklarin gérsellerini agtim. Bu gérselleri actim ve hicbir agiklama
yapmadan bekledim. Daha sonra ¢ocuklar kendileri elestirmeye sorgulamaya basladilar... Gérseller
cok biiyiik etki yaratiyor ¢ocuklarda (SO, OGG, Kayseri, C3).

Gorseller tizerinden toplumsal cinsiyet rollerini tartisma, diger disiplinlerle baglantilar kurma, bir
gorsel Uzerinden israf kaltirinG tartisma gibi konular gorsel kaltir kurami perspektifinde ele
alinabilecek konulardandir. Yukaridaki ifadelerle de goruldtgi gibi, bir gorsel Gizerinden sinif ortaminda
olusturan bu diyalog ornekleri gocuklari baglamsal ve derin disiinmeye ile glinlik yasam {izerine
disinmeye yonlendirebilecek niteliktedir. Sinif 6gretmenlerinin gelecekte uygulamak igin gelistirdigi
fikirler ise gorsel sanatlar 6gretmenlerinde oldugu gibi gorsel kiltiir formlari Gzerinden sorgulamalar
(Dizi ve ¢izgi filmler, reklamlar, fotograf vs.) ve sosyal icerikli konulara egilim biciminde iki kodla kendini
gostermistir. Bu kodlara referans olabilecek gériislerden bazilari séyledir:

..Yani sunu diisiindiim bu editimde; simdi bazi erkek 6grenciler dizilerden etkilenip gergekten silah,
savas béyle vurdulu kirdili siddet igerikli resimler ¢ok yapiyorlar, bu siddetle ilgili onlarda farkindalik
yaratmak istedim. Bu konuda bir gérsel gésterip bu konuda tartisma ag¢ip onlara bu yénde bir
farkindalik yaratmay diisiiniiyorum (SO, OGG, Denizli, C2).

Cevreyle ilgili bir proje olustu kafamda. O yasta daha duyarlilar, biiyiiklerine karsi belli bir saygi var.
iste bunlari kaybetmemek adina ¢ocuklara uygulamalar yaptirabilirim diye diisiindiim (SO, OGG,
Kayseri, C3).

Su anki ders kitaplarinda bile kadin-erkek rolleri iizerine ayrimcilik icerikli bircok hikdye ve gérsel
mevcut. Ben acgikcast bunlardan cok rahatsizim, bu konuyu ele alabilecedimi diisiindiim (SO, OGG,
Diyarbakir, C1).

Sinif  6gretmenlerinin gorisleri analiz edildiginde 6gretmenlerin agirhkli olarak 6tekilestirme,
toplumsal cinsiyet rolleri, siddet, israf, tiiketim ve estetik iliskisi, akran zorbaligi, tasarruf kiltard,
tiketim ve gevre duyarhhg gibi sosyal icerikli konular Gzerinden fikirler gelistirdikleri gérilmistir. Bu
fikirlere ek olarak sinif Ogretmenleri iyi 6gretim tasarilari ile velilerle etkilesimin daha fazla da
artirilabilecegini vurgulamiglardir.

Tartisma, Sonug ve Oneriler

Ballengee-Morris ve Stuhr’a (2001) gbre 6gretmenlerin, gorsel kiltir egitiminin sinif uygulamalari
Uzerine etkisinin nasil yansitilabilecegi ve gosterilebilecegi Gizerine diistinmeleri ve sorgulamalari gerekir.
Bu arastirmada da gorsel kiltlir kuraminin gérsel sanatlar derslerinde kullanilmasina iliskin sinif ve gorsel
sanatlar 6gretmenlerinin gorisleri incelenmistir. Elde edilen verilerin analizi sonucunda “6grenme

deneyimleri”, “sorgulamalar”, “endiseler”, “ihtiyaglar” ve “6grenme ve 6gretmeye donik yeni fikirler”
olmak lizere bes ana temayla iliskili gesitli sonuglara ulasiimistir.

Gorsel kultur temelli galistay siireci her iki katilimci gruba gormeyi 6grenme, elestirel diisinme, derin
ve Ozgir diisiinme gibi 6grenme deneyimleri saglamistir. Ayrica bu siirecte gerceklestirilen isbirlikli grup
etkinliklerinin ¢ok yonli diisinmeye ve yaratici eserler ortaya koymaya yardimci oldugu gorilmdstiir. Bu
bulguya iliskin gorsel kiiltir 6gretimine yonelik hizmetici olmasa da hizmet dncesi 6gretmen egitimine
yonelik yapilan pek cok arastirmada (Dilli & Mamur, 2015; Mamur, 2015; Saribas, 2019; Sohn, 2004;
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Tavin, 2003) benzer sonuglara rastlanmistir. Gergeklestirilen arastirmalarda katihmcilarin etkinlikler
yoluyla fikir aligverisi yapmanin ve etkilesim halinde olmanin farkli bakis agilari kazanmada, grupla
etkilesimin yaratici diisinme gliclini artirmada, ¢ok yonli diisinme ve gorsele elestirel yaklagsmada, Ust
diizey diislinme becerilerinin gelisiminde etkili oldugu tespit edilmistir.

Bu arastirma sonucunda sinif 6gretmenlerinin gorsel sanatlar 6gretimine iliskin 6z-yeterlik algilarina
yonelik sorgulamalar yaptiklari gériilmistir. Ogretmenler 6zellikle sanat bilgilerinin eksik oldugunu,
sanat derslerinde kendilerini yeterli gérmediklerini bu nedenle sanat ve sanat egitiminin 6gretim
yontemlerine hakim olamayip endise duyduklarini ifade etmislerdir. Bu sorunlara yonelik 6gretmenlerin
sundugu ¢6zim Onerisi de hizmetigi egitim ihtiyaglarinin giderilmesi ve sanatsal bilgi ve becerilerinin
desteklenmesi yoniindedir. Arastirmanin bu sonucu, llkemizde sinif 6gretmenleri ve gorsel sanatlar
dersi Uzerine yapilan birgok arastirmanin sonucuyla benzerlik gostermektedir. Gergeklestirilen bu
arastirmalar (Adigiizel & Tomsur, 2010; Cakmak & Tiirkcan, 2019; Kahraman, 2007; Kizilirmak, 2018;
Tari, 2011; Yikselglin & Tarkcan, 2012), sinif 6gretmenlerinin yapilan etkinliklerin hangi disipline [sanat
tarihi, sanat elestirisi, estetik] yonelik oldugunu bilmede, 6grencilerin yaratici dis gliclinii ve estetik
algilarini gelistirici diizeyde uygulamalar yapmada, sanat egitiminde uygulanan yeni yaklasimlari
tanimada zorluklarla karsilastiklarini belirtmektedir.

Her iki Ogretmen grubu da gorsel kiltir ¢alismalarinin okullarda uygulanabilirli§ine ydnelik
degerlendirmeler yapmislardir. Gorsel kiltir ve sanat egitimi ¢ok genis bir uygulama yelpazesini igerir.
Ogrencileri ¢agdas sanatgilar tarafindan isaret edilen pek ¢ok kiiresel konularin incelenmesinde ve
popiler kiltarle iliskili gorsellerin yorumlanmasinda rol almalari konusunda tesvik eder (Herrmann,
2005). Gorsel sanatlar 6gretmenleri gorsel kiltlr ¢alismalarinin ders igerigini zenginlestirip, sorgulayici
o6gretim yontem ve tekniklerinin kullanimini gerektirdigini disinmuslerdir. Ancak bu durumun mevcut
ders siresinin yetersizliginden ve sinif mevcudundan dolayr uygulamada sikinti yaratacagini
belirtmislerdir. Buna karsin iyi bir planlama ve bagka derslerle isbirligi yapilmasiyla bunun mimkin
olabilecegi tespit edilmistir. Ayrica 6gretmenler gorsel kiltir gibi yenilikci yaklasimlarin siniflarda
uygulanmasi icin okul idaresinin ve diger brans Ogretmenlerinin kendilerine yonelik miidahaleci
tavirlarini azaltilmasina yonelik gorsel kaltir temelli bir egitimi almalari gerektigini vurgulamislardir.
Saribas’in (2019) gorsel kiltlir 6gretimi Gizerine 6gretmen adaylariyla yaptigi arastirmada, Gorsel sanatlar
dersinde gorsel kiltir temelli 68renme etkinliklerinin yayginlastiriimasi icin okul yénetiminin ve Milli
Egitim Bakanliginin bu konuda destekleyici olmasi sonucuna varilmasi arastirmanin bu bulgusunu
destekler niteliktedir.

Sinif 6gretmenleri gorsel kiltir kuraminin okullardaki temel materyal ve teknolojik ihtiyaglarin
eksikliginden dolayl uygulanmasinin zor oldugunu belirtmislerdir. Sinif 6gretmenlerinin gorsel sanatlar
dersine iliskin gorislerinin incelendigi bazi arastirmalarda (Adiglizel & Tomsur, 2010; Cakmak & Tirkcan,
2019; Yikselgiin & Tirkcan, 2012) Ogretmenlerin arag-gere¢ temininin zor oldugunu, maddi
olanaklardan dolayi farkli arag-gereclerden yararlanamadiklarini ve okulun fiziki kosullarinin yeterli
olmadigini dile getirmeleri arastirmanin bu bulgusuyla 6rtiismektedir. Ayrica bu arastirmada bazi sinif
dgretmenleri uygulanabilirligi 6gretmen vyeterligiyle iliskilendirmistir. Ogretmenler kuramin sinif
uygulamalarina tasinabilmesi igin 6gretmenin sanati sevmesini, ¢agin gerektirdigi yenilikleri takip
etmesini, istekli ve arastirmaci yoninin olmasina vurgu yapmiglardir. Bazi 6gretmenler de 6grencinin
algilama kapasitesi agisindan 6zellikle 3. ve 4. Sinif diizeyinde daha etkili olacagini belirtirken, bazilari da
hemen hemen her derste uygulanabilecegini ifade etmislerdir.

Calistay her iki 6gretmen grubunun kendi derslerine yonelik yeni fikirler gelistirmelerini saglamistir.
Ogretmenler sinif uygulamalarinda gorsel kiltiir formlar lzerinden sorgulamalar yaptiracaklarini,
disiplinlerarasi iliskiler kuracaklarini ve sosyal igerikli konulari ele alacaklarini belirtmislerdir. Walker ve
Chaplin’e (1997, p.1) gore, gorsel kiltir ¢ahsmalari, gesitli disiplin ve yontemlerin kesismesinin bir
sonucu olarak ortaya ¢ikan karmasik ve disiplinlerarasi bir girisimdir. Arastirmada gorsel sanatlar
ogretmenleri diger brans 6gretmenleri ile isbirlikli ¢calismalar yapabileceklerini, sosyal ve cevresel
sorunlari sanat yoluyla sorgulayabileceklerini, 6grencilerin ilgi alanlar dogrultusunda c¢agdas sanat
orneklerinden yararlanacaklarini dile getirmislerdir. Sinif 6gretmenleri ise genellikle derslerinde diger
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derslerle baglantilar olusturduklarini, ancak uygulamalarinda gorsel kiltire daha fazla yer vermeleri
gerektigini vurgulamiglardir. Ogretmenler 6zellikle degerler egitimi, cevre bilinci ve kendine dair
farkindahg gelistirmede gorsel kiiltur iceriklerini hayat bilgisi, Tiirkge ve sosyal bilgiler gibi derslerin bazi
konu alanlariyla iliskilendirebileceklerini ifade etmislerdir.

Sonug olarak, alan yazin incelendiginde tlkemizde goérsel kiiltir kurami (izerine gergeklestirilen pek
cok arastirmanin (Coskun, 2017; Cildir, 2015; Dilli & Mamur, 2015; Dilli et al., 2016; Mamur, 2012;
Mamur, 2015; Saribas, 2019) hizmet 6ncesi 6gretmen egitimi lzerine sekillendigi gorilmistir. Bu
arastirmalarin  sonuglarinda 6gretmenlerin  gorsel kuiltir 6gretimine iliskin hizmetici egitimlerle
bilgilendirilmeleri ve kendi egitim uygulamalarina iliskin deneyimler kazanmalarina yonelik Oneriler
getirilmistir. Bu baglamda yapilan bu arastirmada gorsel kiltiir kuraminin Glkemizde ihmal edilmis bir
boyut olarak diisiinilen hizmetigi egitim kapsaminda gorsel sanatlar derslerinden sorumlu olan sinif ve
gorsel sanatlar 6gretmenleri tizerinden bitlncdl bir yaklasimla ele alinmasi saglanmistir.

Bu arastirmanin sonuglarina yonelik bazi 6neriler yapilabilir. Bu 6neriler; hizmet 6ncesinde sinif
o6gretmen adaylarina yonelik cagdas sanat egitimi yaklasimlarinin dikkate alindigi kuramsal ve uygulamal
derslere yer verilmesi, hizmet Oncesi gorsel sanatlar 6gretmen egitiminde uygulanan gorsel kiltir
yaklagiminin hizmetigi egitimde nasil ele alinabilecegine yonelik ¢calismalarin yayginlastiriimasi, yasam
boyu 6grenme kapsaminda 6grenci, 6gretmen ve veli etkilesiminin yer aldigi gorsel kiltir temelli
uygulamalarin yapilmasi olarak 6zetlenebilir. Ayrica gorsel imgeler teknolojik arabirimler yoluyla kolayca
yayildigindan sanat egitiminin teknolojiyle etkilesim halinde olmasi, bu baglamda dijital gorsel kultir
temelli uygulamalara da yer verilmesi dnem tasimaktadir.
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Introduction

The professionalization process of a teacher generally starts with the university education and
continues with the acquisition of professional competencies during the university education and with
the experience of working as a teacher. Therefore, the professionalization process of the teacher is
accepted as a process that continues lifelong and that is constantly furnished with new information and
skills (Jalongoe, Isenberg & Gerbracht, 1995; Kosko & Wilkins, 2009). The professional competencies of
teachers should be improved and planned accordingly in order to increase the quality in education, to
apply new methods and techniques in an effective manner and to set up the pedagogical climate of
schools according to needs of students (Evans, 2002; Little, 1993). In this regard, it is inevitable that the
teacher training and development creates a historical culture. While this historical culture varies by
country, it also becomes different according to the requirements of societies.

It can be said that the teacher training process in Turkey started with the establishment of the
Republic of Turkey in 1923. The modernization of the society was adopted as one of the most important
priorities of the founding teams of the Republic and education was accepted as a significant locomotive
for this. For this reason, the secularization, which was accepted as an important step to the
modernization of the society, required structural arrangements both in the field of education and in
other social and economic areas (Gakiroglu & Cakiroglu, 2003). This structural arrangement was
centralized by making education a complete division of the Ministry of National Education (MoNE) with
the Law on Unification of Education enacted in 1924, and it was resolved that structural reforms and
laws related to education, programs applied in schools, and the teacher training and appointments be
carried out by the MoNE (Toran, 2012). While the teacher training programs in Turkey were conducted
by the MoNE until 1982, they started to be carried out by faculties of education after 1982. The duration
of the teacher training programs until 1989 was two years and after 1989, the competencies of teachers
were determined again and the duration was increased to four years but problems continued both with
meeting the need for teachers and increasing the quality (Baskan, Aydin & Madden, 2006; Sisman,
2009). As was the case with all fields of teaching, the preschool teaching field was also affected by these
changes. However, due to the fact that the literacy campaign was carried out effectively particularly
during the first years of the Republic, a less interest than that in the primary school level was shown but
the interest started increasing gradually especially as of the 1990s (Deretarla Gil, 2008). Goals were set
particularly related to the competencies of teachers in order to conduct studies for popularization of the
preschool education, to increase the quality and to implement effective models but such goals could not
be achieved due to many structural problems such as the problem of access to preschool education,
problems in teacher training, and the frequent change of the education policies (Toran, 2012).

Regarding the preschool education, structural problems as well as policies that were frequently
changed related to the pre-service processes and the increase of the professional competency of
preschool teachers were a significant obstacle and negatively affected the professionalization process
(Kavak, Aydin & Akbaba-Altun, 2007; Saylan 2013; the Council of Higher Education [YOK], 2018). On the
other hand, the fact that the central policies aimed at the provision of competencies suitable for the
requirements of teachers also in in-service processes were frequently changed pose problems in
increasing the competencies of teachers (MoNE, 2017). In-service training programs are prepared and
provided by the MoNE to teachers in order to provide preschool teachers with competencies in
compliance with the international standards, requirements and application.

In Turkey, the first example of in-service training programs started in 1937 with the traveling head
teachers who analyzed onsite the needs of the teachers working in villages and who provided them with
pedagogical assistance (Ginel & Tanriverdi, 2014). This application, which was realized to increase the
quality of teachers and to find a solution to problems that the teachers encountered in practice, started
to be implemented after being systematized with a central structure by the Department of In-service
Training within the MoNE as of 1960 (Ozer, 2004). With this central structure, it was tried to support the
professional development of teachers with face-to-face training and printed publications (books,
leaflets, etc.). Due to the fact that in-service training programs carried out by a central structure were
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particularly far from the requirements of teachers and did not respond to regional and socio-cultural
problems in terms of pedagogy, the duty to prepare and provide in-service training programs were
assigned in 1993 to the local provincial directorates of national education of MoNE, on condition of the
approval of the Ministry (Bayrakci, 2009; Giinel & Tanriverdi, 2014). Despite this transformation, it was
observed that the desired level of benefit could not be obtained from the in-service training for various
reasons such as little interest in in-service training programs, failure to meet teachers’ needs, trying to
implement a standard program and insufficient teaching environment and physical opportunities. As a
result, in 2006, a more dynamic in-service training model started to be implemented with the
cooperation of non-governmental organizations, universities and private educational institutions as well
as the industry, provided that the audit and approval process was carried out by the MoNE, and this
model is still implemented today (Bumen, Ates, Cakar, Ural & Acar, 2012). Despite these structural
improvements, aimed at quality and quantity, made in the in-service training in Turkey, the fact that the
content of the in-service training was intended not for the needs in practice but for the objectives set in
the education policies led to the continuation of the teachers' lack of interest in the in-service training
(Karasolak, Tanriseven & Konokman, 2012). In many researches made, it was revealed that the in-service
programs provided to teachers were not deemed sufficient in terms of both physical and pedagogical
aspects, and that the participation in the in-service programs was not at a sufficient level due to many
reasons such as teachers' personal benefits, working conditions, professional burnout, confidence in the
in-service training, etc. (Demirel & Budak, 2003; Onen, Mertoglu, Saka & Giirdal, 2009). Moreover, it
was also determined that the in-service training program provided to preschool teachers was not a
determinant for the professional satisfaction and that the in-service training programs were not
effective in increasing the professional competencies (Oztiirk, Oztiirk & Kaya, 2016; Sen, 2011).

According to researches carried out (Akay & Gurgir, 2018, Seger, 2010; Usun & Cémert, 2003), the
in-service training provided by the public sector cannot satisfy the expectations of preschool teachers in
terms of increasing the professional competencies and are not planned according to the professional
needs of preschool teachers. Moreover, it has also been revealed that preschool teachers need such a
training which enriches particularly their pedagogical practices and which they can directly put into
practice (Toran, 2019).

In order to increase the quality in education and in order for it to be sustainable, teachers as the
implementers are expected to professionally accommodate themselves to social changes,
transformations and requirements, in general, and to have competencies to meet students' needs, in
specific (Guskey, 2002). To achieve such accommodation and competencies, both the pre-service and
the in-service processes of teachers are required to be carried out in parallel with each other and to
support each other (James, 1979). In this sense, the contribution by the professional competency of
teachers to social changes is possible if the pre-service and the in-service programs are integrated and
provided to teachers accordingly (Borko, 2004; Bygdeson-Larsson, 2006).

In this respect, updating the content of the in-service training programs, planning it according to the
requirements of preschool teachers and making it accessible to preschool teachers have great
importance in terms of the realization of quality applications in the preschool education. Furthermore,
the quality in-service training program provided is important not only to influence the professional
competency of teachers but also for preschool teachers to realize the effective applications suitable for
the changing needs of children. On the other hand, the fact that the alternative in-service training
programs provided particularly for the professional development of preschool teachers have not been
implemented in Turkey and that there is a limited number of researches related to the in-service
training makes this research important. Based on this importance, this study aims to determine the
opinions of the preschool teachers, who attend the courses in the preschool undergraduate program
regarding the process in order to support their professional development.
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Method
Research Design

The case study, one of the qualitative research designs, was adopted in the study. A case is defined
as a limited system and it is stated that it contains an event, an activity or a process (Johnson &
Christensen, 2014). In this study, the case was determined as the process of participation in the courses
in pre-school undergraduate programs for professional development. A case study research can be
defined as the description of a case where the researcher collects in-depth information through multiple
information resources about the real life, a current limited system (Creswell, 2013). Yin (1984) stated
that there were four types of case study (as cited in Akturan 2013, Yildirim & Simsek 2016), while Stake
(1995) explained that there were three types of it: intrinsic case studies, instrumental case studies and
collective case studies (as cited in Creswell 2013; Johnson & Christensen, 2014). The purpose of the
intrinsic case study is to understand a particular case. This design is a classical single-case design and the
aim of the researcher is to describe that particular case. Intrinsic case studies are very common in the
field of education and are frequently used particularly to describe a program and to see how effective it
is (Johnson & Christensen, 2014). The intrinsic case study was also employed in this study aiming at
describing preschool teachers' views about courses they attended in the undergraduate programs, and
ensuring an evaluation of the courses in the undergraduate programs by the teachers who participated
in the training.

Participants

Two different sampling strategies, the snowball and criterion sampling methods, were used for the
determination of the participants. In the first data collection step of the study, with the snowball
sampling method, the directors of the public independent preschools in Istanbul were informed about
the research and were requested to make an announcement to volunteer teachers who wanted to
participate in the study. As a result of the announcement made by the directors, 26 teachers from 6
different preschools voluntarily participated in the research. On the other hand, the participants of the
second data collection step comprised of 10 teachers who were selected among those 26 teachers with
the criterion sampling method. The key determinant criterion for the selection of the 10 teachers was
the maximum absence of 2 weeks during the 12-week in-service training process.

Since the main objective of the study is to support professional development as an alternative, the
evaluation of this process is based on the prediction that only the teachers who continued participating
in the in-service training will be the providers of more objective information. Table 1 shows detailed
demographic information of the participants.

In view of the demographic information on 26 teachers who participated in the study, it draws the
attention that the teachers have different ages ranging from 20 to 45 and that they represent a quite
young group of teachers. 18 of 26 teachers have a bachelor's degree while 8 of them have an associate's
degree and it has been determined that 8 of 26 teachers with a bachelor's degree were graduated from
the non-formal education. Moreover, it has been determined that 11 teachers work as permanent
teachers and that the other teachers work as substitute/paid teachers.

Research Process

Following the determination of the volunteer participants of the study, the participants were
provided with information on the courses included in the spring term of the Undergraduate Program of
Preschool Education Teaching of the Faculty of Education of the university where the researchers work,
as well as on the course hours and instructors lecturing such courses. The teachers were asked to select
maximum 4 courses, among the specified courses, in line with their own requirements. The feedback
provided by the teachers was evaluated, and it was determined that they wanted to participate in the
following courses: "Play and Toy Design", "Creativity and Its Education", "Inclusion in Preschool
Education" and "Special Education". The courses were carried out face to face and practically, and there
was no special application for the preschool teachers who attended the courses. After the
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determination of the courses, the instructors of these courses were informed and the process of
following the courses of the undergraduate program started for the teachers. During this process, the
teachers attended the courses on the days and time of the courses and in the classes of these courses
together with the undergraduate program students. Among the 4 courses determined, the courses of
Play and Toy Design and Creativity and Its Education are lectured by the same instructor while the
courses of Inclusion in Preschool Education and Special Education are lectured by another instructor.
Both instructors have worked in terms of theory and practice for a long time in their fields of
specialization and they both have a PhD degree.

Table 1

Demographic Information about Participants.

Teacher Education Professional

Code Age Sex Education Level Type Seniority Staff Status

01 24 Woman Bachelor’s degree Formal 1 Permanent teachers
02* 25 Woman Bachelor’s degree  Formal 2 Paid teachers

03* 38 Woman Bachelor’s degree  Non-Formal 18 Paid teachers

04 24 Woman Associate Degree  Formal 4 Paid teachers

05 27 Woman Bachelor’s degree  Non-Formal 7 Paid teachers

06 45 Woman Bachelor’s degree  Non-Formal 6 Permanent teachers
07* 33 Woman Bachelor’s degree  Non-Formal 13 Paid teachers

08* 40 Woman Bachelor’s degree  Non-Formal 8 Permanent teachers
09 28 Woman Bachelor’s degree  Formal 6 Permanent teachers
010* 23 Woman Associate Degree  Formal 1 Paid teachers

011 25 Woman Associate Degree  Formal 6 Paid teachers

012 32 Woman Associate Degree  Formal 8 Paid teachers

013 25 Woman Bachelor’s degree  Non-Formal 7 Paid teachers

014* 25 Woman Associate Degree  Formal 6 Paid teachers

015 20 Woman Associate Degree  Formal 1 Paid teachers

016 26 Woman Bachelor’s degree  Formal 5 Permanent teachers
017* 28 Woman Bachelor’s degree  Formal 6 Permanent teachers
018 30 Woman Bachelor’s degree Formal 5 Permanent teachers
019 35 Woman Bachelor’s degree  Formal 12 Permanent teachers
020* 24 Woman Associate Degree  Non-Formal 2 Paid teachers

021 27 Woman Associate Degree  Non-Formal 9 Paid teachers

022* 24 Woman Bachelor’s degree Formal 2 Permanent teachers
023 26 Woman Bachelor’s degree Formal 5 Permanent teachers
024 25 Woman Bachelor’s degree  Formal 1 Paid teachers

025* 30 Woman Bachelor’s degree  Formal 6 Permanent teachers
026 26 Woman Bachelor’s degree Formal 2 Paid teachers

*-teachers who attended the courses regularly and participate in the second part of the research.
Data Collection and Analysis

The data of the study were collected through semi-structured interviews which were carried out in
two steps, before and after participating in the preschool undergraduate courses. Before the start of the
training for the participants, the researches met the teachers one by one, determined the days and time
suitable for them, and got an appointment with them for the pre-interview. Before the pre-interview,
the researchers sent pre-interview questions to two academicians who are experts in teacher education,
prepared interview questions in line with their opinions and they tested these questions by conducting
pilot interviews with 3 teachers. During the pilot interviews, the teachers confirmed that the questions
were clear, understandable and objective, and thus the questions were structured to be used during the
main interview. Following the pilot interviews, the pre-interview was made with 26 teachers. During the
pre-interview process, the questions aimed at determining the teachers' reasons for participating in the
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in-service training and their expectations from the training were asked. These questions are related why
preschool teachers need this kind of training, how they decided to attend these courses and what they
expect from this training process. Following the pre-interviews, the teachers were explained that a
second interview would be made following the end of the undergraduate courses attended, and the
process of attending the courses started. The teachers attended the courses for 12 weeks together with
the undergraduate program students and after the course process ended, the final interview was made
with 10 teachers who were volunteers and who had a maximum absence of 2 weeks. During the final
interview, questions were asked in order to determine the opinions and suggestions of the teachers
regarding the process and the level of satisfaction of their expectations. The second interview questions
determine the level of meeting the expectations, positive and negative experiences about the process,
similar or different aspects and suggestions from the in-service training programs the teachers
participated before.

In the study, since a case created by the researches would be described in detail, the descriptive
analysis technique was employed in analysing the data. During the analysis of the data, the face-to-face
interviews made with the teachers were written out and read one by one. The researchers realized their
reading studies and determined certain codes for each interview, by considering the aim of the research
and the interview questions. Coding can be defined as marking data in various directions. Coding should
be general and subjective, allowing similar codes to be made. In this context, the researchers made in-
vivo coding without changing the expressions of the participants in order to generalize the coding they
made subjectively in this study. In the coding process, the data were divided and the meaning integrity
was preserved. After the codings were created, all codes were reviewed, new codes were added or
combined with existing codes while each analysis was performed. While the coding process continued,
some codes expired and were deleted. When the coding process reached saturation, the coding phase
finished (Miles & Huberman, 2016; Roberts & Priest, 2006) and the determined codes were then
grouped under certain themes and were presented with direct quotes from the opinions of the
participants.

Validity-Reliability of the Research and Ethical Issues

In order to ensure the validity and reliability, multiple strategies were employed in the study. The
first one of these strategies is the pilot interview made with 3 teachers and the finalization of the
interview form in accordance with the feedback provided by the teachers, before starting the data
collection process.

The second one is the multiple interviews made with the teachers who participated in the research.
During the research, each teacher was interviewed twice and then the strategies such as dealing with
the collected data for a long time, making in-depth descriptions, receiving feedback from the
participants, using the statements of the participants without making any change to them, and checking
the notes and voice records were used. Moreover, in terms of the research ethics, the ethical principles
such as being impartial in the determination of the participants, clearly informing all teachers about the
aim and content of the research, taking volunteering as a basis during the data collection process,
preparing codes such as Teacher 1 and Teacher 2 in order for the real names and identification
information of the teachers not to be used in the research, etc. were taken into account.

Results

The findings obtained in the study conducted to determine the opinions of the teachers, who
attended undergraduate courses in a preschool department, about the process with intent to support
their professional development were grouped under three main themes. These themes are
requirements, experiences and suggestions.
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Requirements of the Preschool Teachers

When the "Requirements" theme, obtained following the analysis of the opinions of the preschool
teachers who attended undergraduate courses was examined, it was observed in particular that there
were many reasons driving the teachers to participate to these courses. Graduation from open
education undergraduate program, insufficiency of the undergraduate/associate's degree education,
need for professional development, and finding solutions to problems encountered in practice were
among these reasons. Among the teachers who participated to undergraduate courses in preschool
department, particularly the teachers who graduated from the open education emphasized that the
training would eliminate the professional insufficiency caused by the fact that they could not have a
face-to-face formal education. They also highlighted that the open education process did not provide
them with the academic competencies during their academic professionalism process.

"As | am an open education graduate and | could not have one-to-one courses, | have many
deficiencies. And | actually fill such deficiencies through Instagram, social media, etc. but sometimes
| have questions to ask to a specialist... Because | always feel incompetent as my education, as | am
an open education graduate, as | want to make something only to develop myself." Teacher 3

When the statements of the Teacher 3 are examined, it is observed that s/he emphasizes that as
s/he could not have one-to-one courses during the open education, this makes him/her feel
incompetent in terms of profession, that s/he sometimes needs to seek advice of a specialist, and that
s/he tries to eliminate his/her professional incompetency by using particularly the internet-based social
networks. Moreover, the Teacher 8, who is likewise an open education graduate, highlights that
particularly the teaching internship applications of preschool teachers are insufficient and that they
cannot realize an effective internship practice. In addition, the Teacher 6 underlines that the formal
education in a campus environment is more effective than the open education.

"As we graduated from the open one [open education], there was not adequate opportunity to do a
teaching internship, etc. and after all, we could not have an education like formal education, we
have the lack of it, too... That is, we are very deficient in this regard... Of course, it's a good feeling, |
mean, even sitting at that desk, it's something like... When you are in the university environment, it's
better." Teacher 8

"As | graduated from the open education, | love to participate in such studies where | can develop
myself and | can be active... Besides, it has always been my unfulfilled desire, as | have said, being an
open education graduate, you know, that university environment, etc., that's why it excited me."
Teacher 6

As it can be seen in the statements of the Teacher 8 and the Teacher 6, it reveals that the preschool
teachers wanted to participate to undergraduate courses in preschool program both due to the fact that
their open education graduation did not support their professionalization process at a sufficient level
and in order to benefit from a process where they could feel active with university culture in a university
environment.

Regarding the professionalization of the preschool teachers, the fact that courses they took during
their undergraduate education were provided in theory and were not aimed at practice and caused
them to have difficulties in putting such theoretical competencies into practice is revealed in the
statements of the Teacher 20 and the Teacher 25. In addition, they indicated that courses given during
the undergraduate courses in preschool department and courses needed in the field were not provided
to them during their undergraduate education and accordingly caused them to feel professionally
incompetent in this regard.

"...let me explain, that theoretical information you learnt in university doesn't work much here, that
is, yes, it is correct at some point but is very different at other points. In fact, you learn as you gain
experience, you learn as you live, you learn what it is and yes, you learn it in theory but you cannot
be involved in it, in that subject but here, as you are in person involved in the problem, you learn
better and you gain experience." Teacher 20

815



Mehmet TORAN, Sevcan YAGAN GUDER — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 809-868

"...the courses in theory are different from the situations in the profession... As | have said, the
courses in theory are forgotten. You know, we should put them into practice after a long time. We
see that we don't have enough mind then... For example, as | have just mentioned, it remains in
theory in special education, you know, | expect courses that are aimed a little at practice, that is,
while saying courses aimed at practice, | mean the quality courses where we can address the
problems we have now in the school or where we can conduct studies for such problems. For the
special education, instead of, for example, saying only that the characteristics of the children with
Down's Syndrome are these, etc., there should be something that we can also apply, as | have said..."
Teacher 25

It was observed that the professional need for putting theory into practice, as revealed in the
statements of the Teacher 20 and the Teacher 25, was determinant for the preschool teachers for their
participation in the undergraduate courses in preschool department. It was seen that the preschool
teachers preferred to participate to these courses with the need for enhancing their professional
competencies not only to become practical in finding solutions to problems they encounter in schools
but also to provide a suitable learning process to children having individual differences, such as children
with special needs.

It was highlighted that the desire of the preschool teachers to particularly enrich activities they make
during the learning process in their classes, to be aware of the developmental requirements of children,
and to realize creative, non-monotone and effective applications by paying regard to the high benefit for
children was determinant for their participation in the undergraduate courses in preschool program.

"Let me explain, sometimes you, a teacher, something happens to you in a play or drama course that
you say what | can give much to the children, not monotone, but how | can improve this play, this
drama course, this activity; | mean, | started out aiming this, for this reason. What other things can |
do for the children so that it becomes attractive for them? In fact, that's what's on my mind; | mean,
a monotone activity, or a more exciting and catchier activity? Of course, | prefer the second one,
that's the reason..." Teacher 21

It is disclosed in the expression of the Teacher 21 that the wish of the preschool teachers to diversify
activities they apply in the education environment, to make such activities enjoyable for children, and to
professionally improve themselves affected their participation in the undergraduate courses. It was
determined furthermore that the preschool teachers participated in the undergraduate courses in order
to improve themselves in terms of profession, to learn up-to-date information and practices in the
preschool education, and to develop a different point of view, other than the standard applications of
the preschool education.

"Because development does not have a limit, the world is constantly changing, there are new
developments; in order to follow them, in order to improve myself a bit more, that's the reason..."
Teacher 2

"I hope to improve myself, it can give a new point of view. | think that what we learn here is always
gain because you know, one's talents can lie fallow after some time, | didn't want to experience this,
in short... It has been 6 years, | thought that it might be a recall, | might know different teachers;
after all, the teaching styles of teachers are different. While teaching a lesson, we can teach it from
very different aspects. | believe that this will give different perspectives.” Teacher 16

It is underlined in the statements of the Teacher 2 and the Teacher 16 that the preschool teachers
participated in the undergraduate courses in preschool program being aware of their requirements
related to the competency of updating their own professional competencies over time, closely following
changing paradigms in the preschool education, and reflecting them in their practices. In addition, it was
indicated that their desire to improve themselves in parallel with changes and transformations in
education and to include them in their own educational practices were also determinant for their
participation in such an in-service training.
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While it was observed that the requirements of the preschool teachers, who participated to the
preschool undergraduate courses, vary by their own professional competencies, it was also determined
that they need a university-based in-service training process.

Views on Experiences in Undergraduate Courses Attended

The opinions of the preschool teachers, who continued to the preschool undergraduate courses for
12 weeks, about their experiences and their suggestions to increase the quality of the training in which
they participated were received and evaluated. In this regard, the "experiences" theme was created.
The preschool teachers stated that their experiences during the training process were focused on theory
to practice and on interaction in the training process.

The preschool teachers, who participated to the undergraduate courses, declared that they found
their experiences in the training process important, that they put competencies they gained in the
training process into practice, that they planned the activities, in which students participate actively,
together with students, and that they realized activities included in the daily flow in a more effective
and quality manner.

"...I applied the things | learned and | saw that they were practicable and | saw that they were liked
much by the children, | mean, this amazes me. The simple things attract their attention very much.
For example, | took attendance, | applied to my class the technique for taking attendance that the
instructor taught in the class, it is awesome. The children still do that with pleasure... Following the
course we took in the in-service training, we made candy jars with Eva foam. | made candies and |
attached the pictures of the children on them. | prepared a schedule from Monday to Friday. The
children took the candies by seeing their names and attached them under their names. They do this
by themselves. The children are actively involved; they include themselves in the work. That is, it was
the theme that "your presence in the class is very important for me" and we did this with candy jars
and the children became very happy. Joining the lines in a different way, in the meaning of
respecting the diversity, this was emphasized much. The instructor showed us in 2-3 studies the
respect for diversity, thinking in a different way, creative thinking, etc., they are very simple things
and | applied all of them. | mean, with the sticks and pictures, very simple pictures the instructor
showed us, the diversity was taught, | applied all of them..." Teacher 3

As stated by the Teacher 3, the teachers explained that the pedagogical competencies gained during
the training process were transferred directly into the class environment and in this sense, even routine
activities were transformed into non-monotone and more amusing activities where the participation of
children was higher. Moreover, it was declared by the teachers that they felt more competent in terms
of planning the creative teaching process and this process facilitated the adaptation of children to
learning. They also stated that they did not feel competent in terms of planning aimed at children with
special needs and in terms of the process of inclusive education but they improved themselves during
the training process and they reflected this to their practices.

"I have a special education student. In the past, | used to respond to the student like this: For
example, | used to try to have the student make something that the student didn't want to make.
But our instructor gave an example while teaching that this should not be done. For example, our
instructor, wiping the mouth of the child with a wet wipe may not please the child, but there is not a
situation like this anymore, anything that is not liked by the child is removed. | learned that there
must not be any such forced things, for instance." Teacher 7

It was revealed in the statement of the Teacher 7 that the preschool teachers who participated in
the training aimed at the inclusive education students successfully overcame difficulties they had in
practice; following the training, they eliminated wrong practices, which they used to apply before the
training, and they updated their wrong or missing knowledge.
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When the experiences of the preschool teachers, who participated to the undergraduate courses,
are evaluated, it was revealed that there was a positive interaction between the teachers and the
undergraduate program students, this interaction made differences in the perspectives of the preschool
teachers, and the mutual interaction was at a high level, unlike the in-service training provided by the
MoNE.

"In the beginning, when we went to the class, being with students, for example, was a different thing
for us, it was nice for us. Because normally, the in-service training provided to us was always with
teachers. We used to look at situations always from a teacher perspective, now we have seen the
situations also from their perspective and with things they encounter when they are just students.
We have looked from the perspective of the teachers who will graduate soon and who have not
started working yet and this has enriched us and broadened our viewpoint in fact..." Teacher 2

It is understood from the explanations of the Teacher 2 that the interaction the preschool teachers
had with the undergraduate program students gave a different point of view to them, being with the
undergraduate students during the training eliminated their monotony and the preschool teachers
shared their experiences with the undergraduate students by placing themselves in the centre of a
dynamic learning.

"It's very different, | have felt myself some valuable during this seminar. They would benefit from my
experiences, as a teacher, and they said this, they asked a few questions, and | told my own
experiences during the seminar as | am an active implementer. The other seminars are totally
different and they are provided single-sided, in a monolog style, here it's totally different... Far
better, absolutely far better, | didn't think that it would be like this, | didn't think that | could take
part more actively but during each class, thanks to our instructor who allowed us to speak, asked our
opinions, and we had the opportunity to understand what we practiced, it has been beyond my
expectations." Teacher 3

As mentioned in the opinions of the Teacher 3, the preschool teachers participated in such an in-
service training for the first time, the interaction was high in the preschool undergraduate courses, and
an effective process that was dominated not by a monolog but a mutual dialog was carried out
compared to the previous in-service training they received in the past. Furthermore, the preschool
teachers indicated that they shared their experiences and practices in the class environment and they
found solutions to problems they had in practice with a plural participation. On the other hand, it was
determined that the preschool teachers had a high level of interaction not only with the undergraduate
program students but also with the instructors providing the training and this motivated the preschool
teachers more particularly in practice.

Suggestions for In-Service Programs

In view of the opinions of the preschool teachers who participated to the undergraduate courses, it
was observed that the teachers developed suggestions for the model provided to them and such
opinions were evaluated under the "suggestions" theme. When the suggestions of the preschool
teachers were evaluated, it was seen that they emphasized the "duration of the training" and the
"quality of the instructors".

The preschool teachers stated that courses spread over the term as they preferred was an advantage
for them, short time in-service training in which they participated in the past did not provide any benefit
for them, and this degree program was more functional as it was spread over time. Furthermore, it was
highlighted, in the opinions of the Teacher 8 and the Teacher 6, that the preschool teachers would
prefer to participate in the suggested functional in-service training programs spread over time, and in-
service training programs to be provided by other institutions must be designed in a similar manner.

"I don't believe that the training we have in meeting rooms or anywhere for a few hours is very long-
lasting or catchy. This kind of continuous training in which we can participate for a long time... | wish
that all seminars were like this, so we will participate in them." Teacher 8
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"Of course, that was good that it was spread over the term. In terms of the process, | had at least the
opportunity to compensate and make something, | don't know how to say, more different, | mean, |
had the opportunity to catch up with the other when | missed a subject. In this respect, that was nice
that it was spread over the process." Teacher 6

On the other hand, it was that the preschool teachers, who participated to the undergraduate
courses, emphasized not only the duration and functionality of the in-service training but also the
quality of the instructor providing the in-service training.

"l often participate in in-service training programs. | also participated in those provided by the
Ministry of National Education and | found some deficiencies there. For example, fully
comprehensive answers were not given to our questions, the trainer might have lack of knowledge
and | thought that it was somewhat formality, but this seminar, as | have said, has been very
different from the seminars provided to us by the Ministry of National Education. For example, we
liked it very much that we were much involved in this training interactively as participants, but the
other training programs were always provided with the projection of slides..." Teacher 3

"First of all, | believe that the trainer to provide this in-service training is important. S/he must be a
really well equipped person in terms of knowledge, the content is important; what will it give to us,
how current are topics, how much does it follow the development? These are important but, in my
opinion, the most important of all is the trainer and the knowledge of the trainer." Teacher 2

It was observed that the preschool teachers consider that in-service training programs of the MoNE
they received in the past were provided in a monotone manner, the contribution of such training
programs to their professional competencies was weak, and they consider themselves passive receivers.
However, the preschool teachers indicated that the undergraduate courses training in which they
participated was different from the in-service training provided by the MoNE because they felt more
active in this training, and they improved their professional competencies with up-to-date subjects and
practices. It was disclosed, with the opinions of the Teacher 2 and the Teacher 3, that the preschool
teachers, who participated in the in-service training program, emphasized the importance of in-service
training to be provided by other institutions in the same manner, in-service training provided by the
MoNE should be revised in this respect and competencies such as qualified, interactive, participative,
being able to follow current information and practices should especially be taken into consideration in
the selection of the trainer.

Conclusion and Discussion

Some important findings were obtained in this study aiming to determine the opinions of the
preschool teachers about the undergraduate courses they attended in a preschool program with the
purpose of supporting their professional competencies. The first finding is that the preschool teachers
needed an in-service training. It was observed that there were many reasons driving the preschool
teachers to participate in these undergraduate courses. Graduation from open education undergraduate
program, insufficiency of the undergraduate/associate's degree education, need for professional
development, and finding solutions to problems encountered in practice were among these reasons.
They indicated that they needed the suggested alternative in-service training due to the fact that the
open education system neither adequately supports the professionalism process of preschool teachers
nor provides an active participation for preschool teachers during the learning process. On the other
hand, in the research of Gultekin (2006), it was stated that preschool teacher candidates from the open
education faculty have a positive perception for their learning process and they gain their teaching
competencies. Likewise, Gultekin (2010) indicated that the visual, audio and written sources provided to
preschool teacher candidates in the open education process are considered sufficient by the preschool
teacher candidates studying in the open education system, and furnish their academic competencies.
However, in this study, the preschool teachers declared that the reason for the professional problems
they have particularly in practice is the learning processes based on the open education. It was
determined that preschool teachers who graduated from the open education faculty have problems in
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terms of classroom management and adopt an authoritative attitude (Gol-Guven, 2009) and preschool
teachers who are open education graduates practice negative strategies against children with
problematical behaviors (Uysal, Altun & Akgiin 2010). Moreover, preschool teachers, who are open
education graduates, were found as having fewer competencies compared to those who graduated
from the formal education in terms of applying in-class activities and particularly making preparations
for school (Bay & Alisinanoglu, 2012; Gable & Halliburton, 2003). In the study conducted by Aktan Kerem
and Comert (2005), preschool teachers stated that one of the problems they have in terms of their
profession is the type of education from which they graduated, the open education graduates do not
feel competent in the practice, and they want to participate in in-service training programs to develop
themselves in this regard.

It was observed in this study that the factors such as the desire of the preschool teachers to
enrichactivities they make during the learning process in their classes, to be aware of the developmental
requirements of children, to realize creative, non-monotone and effective applications by paying regard
to the high benefit for children, and to find solutions to problems they encounter in their schools were
determinant for their participation in the undergraduate courses. Researches conducted (Egert, Fukkink
& Eckhardt, 2018; Scarinci, Rose, Pee & Webb, 2015; Vu, Han & Buell, 2015) unveil that quality
preschool education practices are associated with the pedagogical competencies of teachers. It has
been emphasized that teachers preferred to participate in the in-service training program in order to
increase their professional competencies, to enrich effective activities in the class, and for their belief
that the in-service training would improve their competencies.

It was determined that the preschool teachers taking part in this study participated in the suggested
in-service training program with the purpose of providing a suitable learning process and applying an
effective inclusive education for children having individual differences such as children with special
needs. In the study of Seger (2008), it was determined that the preschool teachers who participated in
the in-service training enriched their inclusive education practices and their perspective for children
with special needs was changed in a positive way following the in-service training provided. In the
research conducted by Sharma, Forlin and Loreman (2008), the attitudes of preschool teachers, from
different countries, both towards children with special needs and inclusive education were found to be
changed positively following in-service training for inclusion provided with the aim of carrying out
appropriate inclusion practices for children with special needs.

The preschool teachers, who attended the undergraduate courses, declared that they found their
experiences in the in-service training process important, they put competencies they gained with these
experiences into practice, and they planned creative teaching activities, in which children participate
actively, together with children. The preschool teachers stated that practices they realized facilitated the
adaptation of the children to the process, they performed an effective classroom management,
activities in class were transformed into non-monotone activities and evolved into a more amusing
process, and the participation of the children was also at a high level. Previous research (Burchinal,
Cryer, Clifford & Howes, 2002; Dunst, 2015; Honig & Hirallal, 1998; Toran, 2019; Vu et al., 2015;
Williams, 2010) determined that in professional development programs, preschool teachers
transformed themselves in a positive manner, this transformation also rapidly reflected to the quality in-
class practices, and the professional satisfaction of teachers increased. In this study, on the other hand,
it was highlighted that the preschool teachers noticed certain wrong practices they realized before the
in-service training and by leaving such wrong practices, they realized more effective practices paying
regard to the high benefit for children. In the study conducted by Hadley, Waniganayake and Shepherd
(2015), it was determined that an alternative in-service training program provided to preschool teachers
was effective and preschool teachers started using different strategies in their professional practices.
Likewise, in another study carried out by McMillan, Walsh, Gray, Hanna, Carville and McCracken (2012),
it was found that the professional development model developed for the professionalization of
preschool teachers was effective and increased their professional competencies. In an action research
conducted by Cain and Milovic (2010), it was stated that preschool teachers who participated in the in-
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service training program allowed a positive change to take place in the preschool education and
preschool teachers gained a lifelong learning competency.

The preschool teachers, who attended the undergraduate courses in the preschool department,
stated that they did not feel competent in terms of planning aimed at the children with special needs
and in terms of the process of inclusive education but they improved themselves during the in-service
training process they received and they reflected this to their practices. Past research (Akay & Gurgir
2018; Bruder, Mogro-Wilson, Stayton & Dietrich, 2009; Mitchell & Hegde 2007; Ozaydin & Colak, 2011;
Secger, 2010), revealed that preschool teachers having a child with special needs in their class required
an in-service training related to inclusive education, and, when their such requirement was met with the
mentorship system and face-to-face in-service training programs, they showed a positive attitude
towards children with special needs and applied an inclusive education suitable for children with special
needs.

The teachers stated that as the preschool undergraduate courses were spread over a long period,
this was an advantage for them compared to other in-service training programs in which they
participated in the past. They emphasized that this process activated the preschool teachers and
increased their professional competencies with up-to-date subjects and practices. The preschool
teachers criticized, in particular, the fact that the in-service training programs they received in the past
were for a short time and they were passive participants in those trainings. The preschool teachers, who
participated in the in-service training program, emphasized the importance of in-service training to be
organized by other institutions in the same manner, in-service training provided by the MoNE should be
revised in this respect. In the study conducted by Diamond and Powell (2011), it was observed that the
interactive and participatory professional development program, which was designed for preschool
teachers, was effective and preschool teachers employed competencies obtained from such training
effectively in their professional practices. Moreover, previous research (Gianina-Ana, 2013; Fuligni,
Howes, Lara-Cinisomo & Karoly, 2009; Kretlow, Cooke & Wood, 2012; Rudd, Lambert, Satterwhite &
Smith, 2009) revealed that preschool teachers participate, with a high participation rate, not in classical
in-service training programs but in in-service training programs that are more dynamic, in which
preschool teachers are involved in the process, that are designed based on a mentorship/coaching
system, and that are effective and suitable for their intended purpose, in order to improve their
professional development in an effective manner and to see the results thereof in the practice.

The teachers indicated that, for in-service training, it is important that the trainer provides the
training in a quality, interactive and participatory manner, and it is required that the trainer has the
competencies to follow up-to-date information and practices. The preschool teachers stated that the
trainers, who were in charge of the preschool undergraduate courses they attended, satisfied these
competencies and the other institutions, and particularly the MoNE, should make the selection of
trainers more carefully. Past research revealed that trainers who directly interact with teachers in in-
service training programs, who provide teachers with mentorship and coaching, and who are specialists
of their fields have an importance in conducting an effective in-service program and in-service training
programs having trainers with these qualifications are preferred more by teachers (Bygdeson-Larsson,
2006; Egert et al., 2018; McMiillan et al., 2012; Williams, 2010).

In conclusion, it was determined that, for their professional development, the preschool teachers are
interested in in-service training models that are different from those provided as standard, that are
dynamic and have a high level of interaction, and that are designed in line with the requirements of
preschool teachers. As a result of the interviews made with the preschool teachers who attended the
preschool undergraduate courses, it was observed that the teachers have expectations for the content
and quality of in-service training programs. The preschool teachers emphasized that the in-service
training programs in which they directly participate and turn the new information they learn into
practice, and which have a high level of interaction with the trainer are more effective, unlike the
classical in-service training programs in which they feel passive, which are monotone and in which they
are not active participants. It was established that the preschool undergraduate courses provided to the
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preschool teachers met both the professional competencies in the program process and those
competencies which they must have gained before and that the professional competencies they needed
in practice were satisfied with the theoretical information. In addition, during the process, it was
highlighted that the planning should be made according to the requirements of preschool teachers in
practice in order to increase the quality of in-service training programs, and it was also observed that
the quality of the trainer to provide the in-service training is also a determinant for the implementation
of the in-service training.

Suggestions and Limitations of Study

In line with the findings of this study, suggestions can be made under three headings regarding in-
service training of teachers. The first of these is to prepare in-service training programs to be offered to
teachers in line with the needs of teachers. However, it is recommended that in-service training
programs to be prepared in line with the requirements are prepared by making multi-dimensional need
analyses. Secondly, it is recommended to evaluate teachers' in-service training program processes, take
into account their experience and update in-service programs in line with these experiences. Thirdly,
given the structural suggestions developed by teachers for in-service training, it is recommended to
review in-service training programs completely in line with the needs of teachers and renew this
dynamic structure in a continuous cycle. In general, it is recommended to develop in-service training
programs that will support the solution of problems encountered by preschool teachers in practice.

The most important limitation of this research is that it is limited to preschool teachers attending
undergraduate courses. However, since the opinions of the teachers are related to the courses in the
undergraduate program they attend, the findings obtained are limited to these views.
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Turkish Version

Girig

Ogretmenin mesleki gelisim siireci genel olarak (iniversite egitimi ile baslamaktadir. Universite
egitimi stirecinde mesleki yeterlilikler edinilmesi ve 6gretmen olarak ¢alisma deneyimi ile de bu siireg
devam etmektedir. Dolayisiyla 6gretmenin mesleki gelisim slreci yasam boyu devam eden siirekli yeni
bilgi ve beceriler ile donatilan bir siireg olarak kabul edilmektedir (Jalongoe, Isenberg & Gerbracht, 1995;
Kosko & Wilkins, 2009). Ogretimde niteligin arttirilabilmesi, yeni yéntem ve tekniklerin etkili bir sekilde
uygulanabilmesi, okullarin pedagojik ikliminin &grencilerin ihtiyaglari Uzerine kurgulanabilmesi igin
O0gretmenlerin mesleki yeterliliklerinin gelistiriimesi ve buna uygun olarak planlanmasi gerekmektedir
(Evans, 2002; Little, 1993). Bu baglamda o6gretmen vyetistirme ve gelistirmenin tarihsel bir kdltir
yaratmasi da kaginilmazdir. Bu tarihsel kiltiir Glkeden Glkeye degisiklik gostermekle birlikte toplumlarin
ihtiyacina gore de farkhlasmaktadir.

Tirkiye’de 6gretmen yetistirme silirecinin 1923’te Turkiye Cumbhuriyeti’nin kurulusu ile basladig
soylenebilir. Toplumun modernizasyonu cumhuriyetin  kurucu kadrolarinin en 6nemli 6ncelik
alanlarindan biri olarak benimsenmis ve bunun igin egitim 6nemli bir lokomotif olarak kabul edilmistir.
Bu sebeple toplumun modernlesmesinin 6nemli bir adimi olarak kabul edilen sekiilerlesme hem egitim
alaninda hem de diger sosyal ve ekonomik alanlarda yapisal diizenlemeleri gerektirmistir (Cakiroglu &
Cakiroglu, 2003). Egitimde bu yapisal dizenleme 1924 yilinda cikarilan Tevhid-i Tedrisat Kanunu ile
egitim tamamen Milli Egitim Bakanligi'na (MEB) baglanarak merkezilestirilmis ve egitimle ilgili yapisal
reformlarin, vyasalarin, okullarda uygulanan programlarin, Ogretmen vyetistirme ve Ogretmen
atamalarinin MEB tarafindan yuritilmesine karar verilmistir (Toran, 2012). Tirkiye’de Ogretmen
yetistirme programlari 1982 yilina kadar MEB tarafindan, 1982’den giliniimiize kadar ise Universitelere
bagh egitim fakilteleri tarafindan yuritiimektedir. 1989 yilina kadar 6gretmen yetistiren programlarin
suresi iki yil iken, 1989 yilindan sonra 6gretmen yeterlilik alanlari yeniden belirlenerek dért yila gikariimig
ancak hem 6gretmen ihtiyacini karsilama hem de niteligi arttirma konusunda sorunlar devam etmistir
(Baskan, Aydin & Madden, 2006; Sisman, 2009). Ogretmenligin tiim alanlarinda oldugu gibi okul dncesi
o6gretmenligi alani da bu degisimlerden etkilenmistir. Ancak 6zellikle cumhuriyetin ilk yillarinda okuma
yazma seferberligi etkin bir sekilde yurutildigiinden dolayi ilkokul kademesine verilen ilgiden daha az
ilgi gosterilmis olup 6zellikle 1990’lardan itibaren ilgi giderek artmaya baslamistir (Deretarla Gul 2008).
Okul ©ncesi egitimde vyayginlastirma ¢alismalari, niteliginin arttirlmasi ve etkili modellerin
uygulanabilmesi icin 6zellikle 6gretmen yeterliliklerine yonelik hedefler olusturulmus ancak okul 6ncesi
egitime erisim sorunu, 6gretmen yetistirmede sorunlar, egitim politikalarinin siklikla degistirilmesi gibi
yapisal bircok sorunlardan dolayi bu hedeflere ulasilamamistir (Toran, 2012).

Okul 6ncesi egitimde yapisal sorunlarla birlikte hizmet 6ncesi sireglerde okul 6ncesi 6gretmeninin
mesleki yeterliliginin arttirilmasinda siklikla degistirilen politikalar dnemli bir engel olarak mesleki gelisim
stirecini olumsuz etkilemistir (Kavak, Aydin & Akbaba-Altun, 2007; Saylan 2013; Yiuksekogretim Kurumu
[YOK], 2018). Bununla birlikte hizmet ici siireclerde de dgretmenlerin ihtiyaglarina uygun yeterliliklerin
kazandirilmasina yonelik merkezi politikalarin sikhkla degistirilmis olmasi 6gretmen vyeterliliklerini
arttirmada sorun yaratmaktadir (MEB, 2017). Okul Oncesi 6gretmenlerine uluslararasi standartlara,
ihtiyaclara ve uygulamaya uygun yeterliklerin kazandirilmasi icin hizmet ic¢i egitim programlari
hazirlanmakta ve MEB tarafindan 6gretmenlere sunulmaktadir.

Turkiye’de hizmet ici egitim programlarinin ilk 6rnegi 1937 yilinda gezici baségretmenler tarafindan
koyde gérev yapan 6gretmenlerin, ihtiyaglari yerinde analiz edilerek pedagojik destek saglama seklinde
baslamistir (Glinel & Tanriverdi, 2014). Ogretmen niteliginin arttirilmasi ve &gretmenin uygulamada
yasadigl sorunlara ¢6ziim tretmek icin gergeklestirilen bu uygulama, 1960 yilindan itibaren MEB’e bagli
Hizmetigi Egitim Daire Baskanhgi tarafindan merkezi bir yapi ile sistematik hale getirilerek uygulanmaya
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baslamistir (Ozer, 2004). Bu merkezi yapi ile 6gretmenlerin mesleki gelisimleri yiiz ylze egitimler ve
basili (kitap, kitapgik vb) yayinlar ile desteklenmeye calisiimistir. Merkezi bir yapi tarafindan yaritilen
hizmet ici egitim programlarinin 6zellikle 6gretmenlerin ihtiyaglarindan uzak olmasi, bdlgesel ve
sosyokultirel sorunlara pedagojik olarak yanit verememesi sebebiyle hizmet igi egitim programlarinin
hazirlanmasi ve sunulmasi 1993 yilinda bakanlk onayi olmak sarti ile MEB’e bagh yerel il milli egitim
middrliklerine birakilmistir (Bayrakci, 2009; Glinel & Tanriverdi, 2014). Bu dénlisiime ragmen hizmet igi
egitim programlarina ilginin az olmasi, 6gretmenlerin ihtiyacini karsilayamamasi, standart bir programin
uygulanmaya calisilmasi, 6gretim ortami ve fiziksel yetersizliklerin olmasi gibi nedenlerden 6tiirii hizmet
ici egitimlerden istenilen diizeyde fayda saglanamadigi gérulmustur. Dolayisi ile denetim ve onay siireci
MEB’de olmak sarti ile Sivil Toplum Kuruluslar, Universiteler ve Ozel Ogretim Kurumlari ve sanayi ile
2006 yilindan itibaren isbirligi yapilarak daha dinamik bir hizmet igi egitim modeli uygulanmaya ¢alisiimis
ve glinimiizde de bu sekilde uygulanmaktadir (Bimen, Ates, Cakar, Ural & Acar, 2012).

Tirkiye’de hizmet ici egitimde gerceklestirilen nitelik ve nicelige yonelik bu yapisal iyilestirmelere
ragmen hizmet ici egitimlerde icerigin uygulamadaki ihtiyaclar yerine egitim politikalarinda belirlenen
hedeflere yonelik olusturulmasi 6gretmenlerin hizmet ici egitimlere karsi ilgisizliginin devam etmesine
neden olmustur (Karasolak, Tanriseven & Konokman, 2012). Yapilan pek ¢ok arastirmada, 6gretmenlere
sunulan hizmet i¢i programlarinin gerek fiziksel gerekse pedagojik olarak yeterli gorilmedigi,
O0gretmenlerin 6zIuk haklari, galisma kosullari, mesleki tiikenmislik ve hizmet ici egitime inang gibi birgok
nedenden dolayi hizmet i¢i programlarina katilimin yeterli dizeyde olmadigi ortaya konmustur (Demirel
& Budak, 2003; Onen, Mertoglu, Saka & Giirdal, 2009). Bununla birlikte okul &ncesi &gretmenlerine
sunulan hizmet i¢i egitim programinin mesleki doyum lzerinde belirleyici olmadigi, mesleki yeterlilikleri
arttirmada hizmet igi egitim programlarinin etkili olmadigi da ayrica saptanmistir (Oztiirk, Oztiirk & Kaya,
2016; Sen, 2011). Yapilan arastirmalar (Akay & Gurgur, 2018, Seger, 2010; Usun & Comert, 2003) mesleki
yeterliligi arttirmada kamu tarafindan sunulan hizmet ici egitimlerin okul 6ncesi 6gretmenlerinin
beklentilerini karsilayamadigl ayni zamanda da okul 6ncesi 6gretmeninin mesleki ihtiyacina gore de
planlanmadigi yonindedir. Bununla birlikte okul ©6ncesi 06gretmenlerinin 6zellikle pedagojik
uygulamalarini zenginlestiren; dogrudan uygulamaya donustirebilecekleri egitimlere ihtiya¢ duyduklari
da ortaya konulmustur (Toran, 2019).

Egitimde niteligin arttirlmasi ve bunun surdurilebilir olmasi igin uygulayici olarak 6gretmenlerin
genelde toplumsal degisime, dénisime ve ihtiyaclara mesleki olarak uyum saglamasi; 6zelde ise
6grencinin ihtiyaglarini karsilayacak yeterliliklere sahip olmasi beklenmektedir (Guskey, 2002). Bu uyum
ve yeterliliklerin edinilebilmesi icin 6gretmenin hem hizmet dncesi hem de hizmet igi siireglerinin birbiri
ile paralel vyuritilmesi ve birbirini desteklemesi gerekmektedir (James, 1979). Bu anlamda,
ogretmenlerin mesleki yeterliliginin toplumsal donlstime katki sunmasi hizmet O6ncesi ve hizmet ici
programlarin bitlnlestirilmis bir sekilde 6gretmene sunulmasi ile mimkiin olabilmektedir (Borko, 2004;
Bygdeson-Larsson, 2006).

Bu baglamda, hizmet ici egitim programlarinin iceriginin glincellenmesi, okul 6ncesi 6gretmenlerinin
ihtiyaglarina gore planlanmasi ve okul 6ncesi 6gretmenleri tarafindan erisilebilir olmasi okul dncesi
egitimde nitelikli uygulamalarin gercgeklestiriimesinde biyilk bir énem tasimaktadir. Ayni zamanda
sunulan nitelikli hizmet igi egitim programi 6gretmenin mesleki yeterliligini etkilemede 6nemli olmakla
birlikte okul oncesi 6gretmenlerinin c¢ocuklarin degisen ihtiyaglarina uygun etkili uygulamalari
gerceklestirebilmelerinde de 6énem arz etmektedir. Bununla birlikte Tirkiye’de 6zellikle okul oncesi
o6gretmenlerinin  mesleki gelisimleri icin sunulan alternatif hizmet ici egitim programlarinin
uygulanmamis olmasi ve hizmet ici egitime yonelik sinirh arastirmalarin (Akay & Gurgir, 2018, Secer,
2010; Usun & Comert, 2003) olmasi da bu arastirmayi énemli kilmaktadir. Bu énem (zerinden mevcut
arastirmada mesleki gelisiminin desteklenmesi igin okul 6ncesi lisans programindaki tercih ettikleri
derslere katilan okul 6ncesi 6gretmenlerinin siirece iliskin gorislerini tespit edilmesi amaglanmaktadir.
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Yontem
Arastirma Deseni

Arastirmada nitel arastirma desenlerinden durum galismasi (case study) benimsenmistir. Durum,
sinirlandiriimis bir sistem olarak tanimlanmakta ve bir olayi, bir etkinligi veya bir sireci icerdigi
belirtiimektedir (Johnson & Christensen, 2014). Mevcut arastirmada durum, mesleki gelisim igin okul
oncesi lisans programlarinda yer alan derslere katilim sireci olarak belirlenmistir. Durum calismasi
arastirmasi, arastirmacinin gergcek yasam, glincel sinirli bir sistem hakkinda coklu bilgi kaynaklari
aracihgiyla derinlemesine bilgi topladigi bir durumun betimlenmesi olarak tanimlanabilir (Creswell,
2013). Yin (1984) durum galismalarinin dort tirt oldugunu belirtirken (akt. Akturan, 2013; Yildirm &
Simsek, 2016) Stake (1995), ise Ug¢ turli oldugunu ifade etmistir (akt. Creswell, 2013; Johnson &
Christensen, 2014) ve bu tirleri i¢gsel durum galismalari, aragsal durum calismalari ve ortak durum
calismalari olarak ayirmistir. igsel durum calismasinin amaci, 6zel bir durumu anlamaktir. Bu desen klasik
tek durumlu bir desendir ve arastirmacinin amaci bu 6zel durumu derinlemesine betimlemektir. igsel
durum c¢alismalari egitim alaninda son derece yaygin olup, 6zellikle bir programi betimlemek, ne kadar
etkili oldugunu goérmek icin siklikla kullanilmaktadir (Johnson & Christensen, 2014). Bu ¢alismada da,
durum c¢alismasi tiirlerinden igsel durum g¢alismasi kullanilmis olup, 6gretmenlerin katildiklari lisans
programlarindaki derslere iliskin gorislerini betimlemek ve egitime katilan 6gretmenler tarafindan lisans
derslerinin degerlendirilmesinin yapilmasinin saglanmasi amaglanmistir.

Katilimcilar

Arastirmanin katihmcilarinin belirlenmesinde kartopu ve 6l¢iit 6rnekleme yontemi olmak Gzere iki
farkh o6rnekleme stratejisi kullanilmistir. Arastirmanin birinci veri toplama asamasinda kartopu
drnekleme yéntemi ile istanbul’da kamuya bagli bagimsiz anaokulu yéneticilerine arastirma hakkinda
bilgi verilmis ve calismaya katiimak isteyen gonilli 6gretmenlere duyuru yapilmasi rica edilmistir.
Yoneticilerin duyurusu sonucunda 6 farkli anaokulundan 26 6gretmen arastirmaya gonilli olarak
katilmigtir. Arastirmanin ikinci veri toplama asamasinin katilimcilari ise, yine bu 26 6gretmen igerisinden
oOlgiit 6rnekleme yontemi ile segilmis 10 6gretmen olusturmustur. Bu 10 6gretmenin segimindeki temel
olgit, 12 haftalik hizmet ici egitim slrecinde en fazla 2 hafta devamsizlik temel belirleyici 6l¢iit olarak
uygulanmistir. Arastirmada temel amac¢ mesleki gelisimi alternatif olarak desteklemek oldugundan, bu
sireci degerlendirmek ancak hizmet ici egitime devamliligi olan 6gretmenlerin daha nesnel bilgi
saglayicisi olacaklari 6n gorisiinden kaynaklanmaktadir. Tablo 1’de arastirmaya katilan katilimcilara
iliskin demografik bilgiler yer almaktadir.

Arastirmaya katilan 26 6gretmene iliskin demografik bilgiler incelendiginde; 6gretmenlerin 20 ile 45
yas araliginda degisen yaslara sahip olduklari ve olduk¢a geng bir 6gretmen grubunu temsil ettikleri goze
carpmaktadir. 26 6gretmenden 18'i lisans mezunu ve 8 tanesi ise 6n lisans mezunudur ve lisans mezunu
26 Ogretmenden 8 tanesinin yaygin 6gretim mezunu oldugu belirlenmistir. Bununla birlikte
o6gretmenlerin 11’nin kadrolu ve diger 6gretmenlerin ise Ucretli 6gretmen statlisiinde calistiklar tespit
edilmistir.

Arastirma Siireci

Arastirmanin gonilli katilimcilan belirlendikten sonra, katiimcilara arastirmacilarin gérev yaptiklar
Universitenin Egitim Fakiltesi Okul Oncesi Egitimi Ogretmenligi Lisans Programi bahar déneminde yer
alan dersler, ders saatleri, dersi veren 6gretim elemani bilgileri iletilmistir. Ogretmenlerden belirtilen
derslerden en fazla 4 tanesinden kendi gereksinimleri dogrultusunda tercih yapmalari istenmistir.
Ogretmenlerden gelen déniitler degerlendirilmis ve “Oyun ve Oyuncak Tasarimi”, “Yaraticilik ve Egitimi”,
“Okul Oncesi Egitimde Kaynastirma” ve “Ozel Egitim” derslerine devam etmek istedikleri belirlenmistir.
Dersler yiiz ylize ve uygulamali olarak sunulmus, derslere katilan 6gretmenlere yonelik 6zel bir uygulama
yapilmamistir. Dersler belirlendikten sonra dersin ilgili 6gretim elemanina bilgi verilmis ve 6gretmenlerin
lisans derslerini takip etme siiregleri baslamistir. Bu sliregte 6gretmenler dersin giin ve saatinde lisans
ogrencilerinin oldugu sinifta, onlarla birlikte derslere katilim gostermislerdir. Belirlenen 4 dersten Oyun
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ve Oyuncak Tasarimi ile Yaraticilik ve Egitimi derslerini ayni 6gretim elemani yiritmekteyken benzer
sekilde Okul Oncesi Egitimde Kaynastirma ve Ozel Egitim derslerinin ikisi de baska bir 6gretim elemani
tarafindan yuritulmektedir. Her iki 6gretim elemani da kendi uzmanlik alanlarinda uzun zaman teorik ve
uygulamali olarak ¢alismis ve her ikisi de doktora derecesine sahiptir.

Tablo 1.

Katilimcilara fliskin Demografik Bilgiler.
Ogretmenin Egitim Egitim
kodu Yasi Cinsiyeti Diizeyi Tarii Mesleki Kidem Kadro Durumu
01 24 Kadin Lisans Orgiin 1 Kadrolu
02* 25 Kadin Lisans Orgiin 2 Ucretli
03* 38 Kadin Lisans Yaygin 18  Ucretli
04 24 Kadin On lisans Orgiin 4 Ucretli
05 27 Kadin Lisans Yaygin 7 Ucretli
06 45 Kadin Lisans Yaygin 6 Kadrolu
07* 33 Kadin Lisans Yaygin 13 Ucretli
Og* 40 Kadin Lisans Yaygin 8 Kadrolu
09 28 Kadin Lisans Orgiin 6 Kadrolu
010* 23 Kadin On lisans Orgiin 1 Ucretli
011 25 Kadin On lisans Orgiin 6 Ucretli
012 32 Kadin On lisans Orgiin 8 Ucretli
013 25 Kadin Lisans Yaygin 7 Ucretli
014* 25 Kadin On lisans Orgiin 6 Ucretli
015 20 Kadin On lisans Orgiin 1 Ucretli
016 26 Kadin Lisans Orgiin 5 Kadrolu
017* 28 Kadin Lisans Orgiin 6 Kadrolu
018 30 Kadin Lisans Orgiin 5 Kadrolu
019 35 Kadin Lisans Orgiin 12 Kadrolu
020* 24 Kadin On lisans Yaygin 2 Ucretli
021 27 Kadin On lisans Yaygin 9  Ucretli
022* 24 Kadin Lisans Orgiin 2 Kadrolu
023 26 Kadin Lisans Orgiin 5 Kadrolu
024 25 Kadin Lisans Orgiin 1 Ucretli
025* 30 Kadin Lisans Orgiin 6 Kadrolu
026 26 Kadin Lisans Orgiin 2 Ucretli

*-derslere diizenli devam eden ve arastirmanin ikinci kismina da katilan 6gretmenler
Veri Toplama Siireci ve Analiz

Arastirmanin verileri, Universitede sunulan okul dncesi lisans derslerine katilmadan 6nce ve sonra
olmak Uzere iki asamada yirutilen yar yapilandiriimis goérismeler yoluyla toplanmistir. Katilimcilar
egitime baslamadan 6nce arastirmacilar 6gretmenler ile tek tek goriiserek uygun olduklari glin ve saati
belirleyip 6n goériismeyi yapmak iizere randevulasmislardir. On gériisme zamani gelmeden 6nce
arastirmacilar  6n gortisme sorularini  6gretmen egitimi konusunda uzman iki akademisyene
yonlendirerek, onlarin fikirleri dogrultusunda hazirlamis ve bu sorulari 3 6gretmen ile pilot gorliisme
gerceklestirerek test etmislerdir. Yapilan pilot goriismede sorularin agik, anlasilir, tarafsiz oldugu
ogretmenler tarafindan teyit edilmis olup, esas goriismede kullanilmak lzere yapilandiriimistir. Pilot
goriismelerin ardindan 26 6gretmen ile &n goriisme yapilmistir. On gdriisme siirecinde, dgretmenlerin
hizmet ici egitime katilma nedenleri ve beklentilerini tespit etmeye yonelik sorular sorulmustur. Bu
sorular, boyle bir egitim siirecine neden gereksinim duyduklari, stirece katilmaya nasil karar verdikleri ve
egitim sirecinden neler bekledikleri ile ilgili sorulardir. On goriismelerden sonra ogretmenlere
katildiklari lisans derslerinin bitiminin ardindan ikinci bir gérlisme yapilacagi belirtilmis ve derslere
katilim siireci baslatiimistir. Ogretmenler, 12 hafta boyunca lisans 6grencileri ile derslere katilmis ve ders
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sireci bittikten sonra, derslere en fazla 2 hafta devamsizlik yapan ve gonulli olan 10 6gretmen ile son
gorismeler yapilmistir. Son goérismelerde 6gretmenlerin slrece iligkin gorugleri, Onerileri ve
beklentilerinin karsilanma diizeyini tespit etmeye yénelik sorular sorulmustur. ikinci gériisme sorulari ise
daha cok beklentilerin karsilanma dizeyi, siirece iliskin olumlu ve olumsuz deneyimleri, daha 6nce
katildiklari hizmet ici egitim programlarindan bezer ya da farkh yanlari ve 6nerilerini belirlemeye yonelik
sorulardir.

Arastirmada, arastirmacilar tarafindan olusturulan bir durum ayrintilari ile betimleyeceginden
verilerin analizinde betimsel analiz teknigi kullanilmistir. Verilerin analizi asamasinda, 6gretmenlerle
yapilan ylz ylze goérigsmeler yaziya dokilmus ve tek tek okunmustur. Arastirmacilar, arastirmanin amaci
ve gorisme sorularini g6z 6niinde bulundurarak okumalarini yapmis ve her bir gériisme igin belirli kodlar
ortaya ¢ikmistir. Kodlama; verinin gesitli yonleri ile isaretlenmesi olarak tanimlanabilir. Kodlama 6znel
olabildigi kadar ayni zamanda da benzer kodlarin yapilabilmesine olanak saglayici sekilde genel olmalidir.
Bu baglamda bu arastirmada, arastirmacilar 6znel olarak yaptiklari kodlamalarin genelleyebilmesini de
saglamak icin katihmcilarin ifadelerini hi¢ degistirmeden yani in-vivo kodlama yapmislardir. Yine kodlama
surecinde hem veri pargalara ayrilmis hem de anlam bitinligl korunmustur. Kodlamalar
olusturulduktan sonra tiim kodlar gézden gegirilmis, her bir analiz yapilirken ya yeni kodlar eklenmis ya
da var olan kodlarla birlestirilmistir. Kodlama sureci devam ederken bazi kodlar gegerligi yitirmis ve
silinmistir. Kodlama siireci doygunluga ulastiginda kodlama asamasi bitmis (Miles & Huberman, 2016;
Roberts & Priest, 2006) ve ardindan, belirlenen kodlar belirli temalar altinda toplanmistir. Bulgular,
katilimcilarin gorislerinden dogrudan alintilar yapilarak sunulmustur.

Arastirmanin Gegerliligi- Gluvenirliligi ve Etik Hususlar

Arastirmada, gegcerliligin ve guvenirligin saglanmasi amaciyla birden fazla strateji kullanilmistir.
Bunlardan ilki, veri toplama siirecine baslamadan 6nce 3 6gretmen ile pilot goriisme yapilmasi ve
dgretmenlerden alinan donitler dogrultusunda gériisme formuna son halinin verilmesidir. ikinci olarak,
arastirmaya katilan 6gretmenler ile birden fazla géristlmesidir. Arastirmada her bir 6gretmen ile iki defa
gorilmis sonrasinda ise toplanan veriler ile uzun siire mesgul olunmasi, derinlemesine betimlemenin
yapilmasi, katilimcilardan geri bildirim alinmasi, katihmcilarin ifadelerinin degistiriimeden kullaniimasi,
notlarin ve ses kayitlarinin kontroli gibi stratejiler kullanilmistir. Bununla birlikte, arastirma etigi
acisindan, arastirmanin  katiimcilarinin - belirlenmesinde yansiz davranilmasi, tim 06gretmenlere
arastirmanin amacindan ve iceriginden acik¢a bahsedilmesi, veri toplama siirecinde gonulligin esas
alinmasi, 6gretmenlerin gercek isim ve kimlik bilgilerinin arastirmada kullanilmamasi icin Ogretmen 1,
Ogretmen 2 gibi kodlamalarin yapilmasi gibi etik ilkeler géz éniinde tutulmustur.

Bulgular

Ogretmenlerin mesleki gelisimlerinin desteklenmesi amaciyla okul éncesi lisans derslerine katilan
o6gretmenlerin sirece iliskin goruslerinin neler oldugunun tespit edilmesi amaciyla yapilan ¢alismada
elde edilen bulgular baslica (i¢ tema altinda toplanmistir. Bu temalar; gereksinimler, deneyimler ve
oneriler olarak saptanmistir.

Okul Oncesi Ogretmenlerinin Gereksinimleri

Okul 6ncesi lisans programindaki tercih edilen derslere katilan okul dncesi 6gretmenlerin gorislerinin
analizi sonucunda elde edilen “Gereksinimler” temasi incelendiginde; 6zellikle 6gretmenleri okul 6ncesi
lisans programindaki derslere katilmaya iten bircok nedenin oldugu goriilmistir. Bu nedenlerin agik
6gretim lisans programindan mezun olmak, lisans/6n lisans egitiminin yetersizligi, mesleki olarak kendini
gelistirmeye duyulan ihtiyag ve uygulamada Kkarsilagilan sorunlara ¢ozimler (retmek oldugu
saptanmistir. Okul Oncesi lisans programindaki derslere katilan 6gretmenlerden ozellikle agik
o6gretimden mezun olan 6gretmenlerin ylz ylze, 6rglin egitim alamamanin yarattigi mesleki yetersizligi
giderecegine vurgu yaparken, ayni zamanda agik 6gretim siirecinin akademik olarak kendilerinin mesleki
gelisim stirecinde akademik yeterlilik saglamadigini vurgulamislardir.
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“Ben agik 6gretim mezunu oldugum igin birebir dersleri alamadigim igin ¢ok eksigim var. Bu eksigimi
de aslinda instagram sosyal medya hani onun Uzerinden yapiyorum ama bir uzmana soracagim
sorular oluyor... Clinkii kendimi ben hep yetersiz hissediyorum agik 6gretim oldugum igin benim
egitimim sadece kendi kendimi gelistirme adina hep bir seyler yapmak istedigim icin” Ogretmen 3

Ogretmen 3’{in ifadeleri incelendiginde, acik 6gretimde birebir ders alamamanin kendisini mesleki
olarak yetersiz hissettirdigini bununla birlikte zaman zaman uzmana danisma ihtiyaci hissettigini ve
ozellikle internet tabanli sosyal aglari kullanarak mesleki yetersizligini gidermeye galistigini vurguladig
gorilmektedir. Bununla birlikte yine acik &gretimden mezun olan Ogretmen 8 ise, okul &ncesi
ogretmenlerinin  6zellikle staj uygulamalarinin yetersiz oldugunu, etkili bir staj uygulamasi
gerceklestiremediklerine vurgu yapmaktadir. Ayrica Ogretmen 6, kampiis ortaminda 6rgiin egitimin agik
ogretimden daha etkili oldugunu vurgulamaktadir.

“Aciktan [Acik Ogretim] mezun oldugumuz icin yeteri kadar bdyle staj yapma imkani falan yoktu
zaten yani normal 6rgin gibi okuyamadik onun da ¢ok eksikligi var... Bayagi bir eksigiz yani bu
konuda... Tabi ki, glizel bir duygu oluyor yani o sirada oturmak bile sey oluyor... Okul ortaminda
olunca daha iyi oluyor bdyle” Ogretmen 8

“Acik Ogretimden mezun olmamdan otiri kendimi gelistirebilecegim boyle aktif olabilecegim
calismalara katilmayi seviyorum... Zaten hep icimde bir ukdedir dedigim gibi agik 6gretimden mezun
hani o Uiniversite ortami falan bu yiizden heyecanlandirdi beni” Ogretmen 6

Okul 6ncesi 6gretmenlerinin agik 6gretimden mezun olmalarinin, hem mesleki gelisim sireglerini
yeterli dizeyde desteklememesinden hem de Universite ortaminda Universite kultirl ile birlikte
kendilerini aktif hissedebilecekleri bir siiregten yararlanabilmek igcin okul dncesi lisans programindaki
derslere katilmak istedikleri Ogretmen 8 ve Ogretmen 6’nin ifadelerinde agiga ciktigi gériilebilmektedir.

“Acikcasi soyle soylim okulda 6grendiginiz o teorik bilgiler burda cokta islemiyo yani evet bazi
noktalarda dogru ama bazi noktalarda cok ayri. Tecriibe sahibi oldukca aslinda 6greniyorsunuz,
yasadikca 6greniyorsunuz onun nasil bir sey oldugunu, evet teorikte 6greniyorsunuz ama tam onun
icine giremiyorsunuz o konunun ama burda bizzat birebir sorunun iginde oldugunuz icin daha iyi
dgreniyorsunuz tecriibe sahibi oluyorsunuz”. Ogretmen 20

“..teoride ki derslerle meslekteki durumlar farkhlik gosteriyor... Bir dedigim gibi teoride ki dersler
unutuluyor. Hani ¢cok zaman sonra uygulamaya dékmemiz gerekiyor. Bir bakiyoruz o zaman yeteri
kadar aklimiz da kalmamis... Mesela az 6nce de bahsettigim gibi 6zel egitimde teorikte kaliyor dedim
ya, ben biraz uygulamaya yonelik, uygulamaya yonelik derken gercekte bizim su an okulda
karsilastigimiz sorunlari ele alabilecegimiz ya da bunlara yonelik ¢alismalar uygulayabilecegimiz
nitelikte dersler bekliyorum. Sadece hani 6zel egitimde mesela Down Sendromlu cocuklarin
ozellikleri sunlardir sunlardir deyip gec¢cmek yerine biraz daha boéyle dedigim gibi bizim de
uygulayabilecegimiz seylerin olmasi...” Ogretmen 25

Okul o6ncesi 6gretmenlerinin mesleki gelisimleri icin kendi lisans 6grenimleri slrecinde aldiklar
derslerin teorik olarak sunulmasi ve uygulamaya dénik olmamasinin teorik yeterliliklerini uygulamaya
déniistiirmede zorluk yasamalarina neden oldugu Ogretmen 20 ve Ogretmen 25’in ifadelerinde agiga
cikmistir. Ayrica okul 6ncesi lisans programinda sunulan dersler ve sahada ihtiya¢ duyulan derslerin
kendilerine lisans 6grenimleri siiresince sunulmadigl bu baglamda mesleki olarak kendilerini yetersiz
gormelerine neden oldugunu belirtmislerdir.

Ogretmen 20 ve Ogretmen 25'in sdylemlerinde de acgiga c¢ikan; teorinin uygulamaya
donistirilmesine duyulan mesleki ihtiyacin okul 6ncesi lisans programindaki derslere katilmalarinda
belirleyici oldugu gorilmustir. Okul 6ncesi 6gretmenlerinin okullarda karsilastiklari sorunlara ¢éziimler
gelistirme noktasinda pratiklik kazanma ile birlikte 6zel gereksinimli ¢ocuklar gibi bireysel farkhliklara
sahip cocuklara uygun 6grenme siireci sunma noktasinda da mesleki yeterliliklerini zenginlestirmek
gereksinimi ile okul dncesi lisans programindaki derslere katilmayi tercih ettikleri gorilmustar.
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Okul oncesi 6gretmenlerinin okul oncesi lisans programindaki derslere katilmalarinda ozellikle
siniflarindaki 6grenme sirecinde gergeklestirdikleri etkinlikleri zenginlestirme, cocuklarin gelisimsel
ihtiyaclarinin farkinda olma ve cocuklarin yiiksek yararini gdzeterek yaratici, monotonluktan ¢ikmis etkili
uygulamalari gerceklestirme isteklerinin belirleyici oldugu vurgulanmistir.

“Ya ben soyle soylim size hani bazen bi 6gretmen bi oyun dersinde olsun drama dersinde olsun oyle
bisey oluyo ki hani monoton degil de daha ¢ok ¢ocuklara ne verebilirim hani bu oyunu bu drama
dersini ben etkinligi daha nasil gelistirebilirim hani buna yénelik bundan dolayi ben yola ¢iktim. Daha
baska ¢ocuklara neler neler yapabilirim ki onlara cazip gelsin diye aslinda benim aklimda olan bu hani
monoton bi etkinlik mi yoksa daha heyecanli daha ¢ok akilda kalici bir etkinlik mi tabi ki de ikincisini
tercih ederim ben bundan dolayi...”Ogretmen 21

Okul 6ncesi 6gretmenlerinin egitim ortaminda uyguladiklari etkinliklerin cesitlendirilmesi, ¢ocuklar
icin eglenceli hale getirilmesi ve 6gretmenlerin kendilerini mesleki olarak gelistirme istegi okul dncesi
lisans programindaki derslere katilimlarini etkiledigi Ogretmen 21’in ifadelerinde agiga ¢ikmaktadir.
Bununla birlikte okul dncesi 6gretmenlerinin kendilerini mesleki olarak gelistirme, okul dncesi egitimde
gincel bilgi ve uygulamalari 6grenme, okul 6ncesi egitiminin standart uygulamalarinin disinda farkh
bakis acilari kazanmak igin okul 6ncesi lisans programindaki derslere katildiklari belirlenmistir.

“Canka gelisimin bir sinirt yok devamli diinya degisiyor yeni gelismeler oluyor onlari takip etmek igin,
biraz daha kendimi gelistirmek icin bu sebeple...” Ogretmen 2

“Kendimi gelistirecegimi umut ediyorum yeni bi bakis agisi dogurabilir ne alirsak kar diye
distiniyorum ben ¢linkii hani insan bir siire sonra insan korebiliyo onu yasamak istemedim agikgasi...
Aradan 6 sene gecti hani tekrar bi hatirlatma olur farkli 6gretmenler tanirrm sonugta
ogretmenlerinde isleyisleri bile farkli biz bir konu islerken ¢ok farkli agilardan isleyebiliyoruz farkli
goriis agilari katacagina inaniyorum.” Ogretmen 16

Okul 6ncesi 6gretmenlerinin zamana karsi kendi mesleki yeterliliklerini giincelleme ve okul dncesi
egitimde degisen paradigmalari yakindan izleme ve bunu uygulamalarina yansitma gibi yeterliliklere
iliskin gereksinimlerinin farkinda olarak okul éncesi lisans programindaki derslere katildiklari Ogretmen 2
ve Ogretmen 16'inin ifadelerinde vurgulanmistir. Bununla birlikte egitimde meydana gelen degisim ve
donlisime paralel olarak kendilerini gelistirme istegi ve bunu kendi egitim uygulamalarina dahil etme
isteginin de boyle bir hizmet igi egitime katilmalarinda belirleyici oldugu dile getirilmistir.

Okul oncesi lisans programindaki derslere katilan okul dncesi 6gretmenlerinin gereksinimlerinin
kendi mesleki yeterliliklerine gore degisim gosterdigi goriilmekle birlikte ayrica Universite temelli bir
hizmet ici egitim surecine de gereksinim duyduklari belirlenmistir.

Katilinan Lisans Derslerindeki Deneyimlere Yonelik Goérisler

Okul 6ncesi lisans programindaki derslere 12 hafta boyunca devam eden okul dncesi 6gretmenlerinin
deneyimlerine ve katildiklari egitimin niteliginin arttirlmasina yonelik onerilerine yoénelik goérisleri
incelenmistir. Bu baglamda “deneyimler” temasi olusturulmustur. Okul ©6ncesi 6gretmenlerinin
katildiklari lisans derslerindeki egitim slrecinde teoriden uygulamaya ve egitim silrecinde etkilesime
odaklandiklarini belirtmislerdir.

Okul 6ncesi lisans programindaki derslere katilan okul 6ncesi 6gretmenlerinin egitim sirecindeki
deneyimlerini 6nemli bulduklari, egitim sirecinde edindikleri yeterlilikleri uygulamaya doénisturddikleri,
cocuklarin aktif katihm sagladiklari etkinlikleri birlikte planladiklari, bununla birlikte giinlik akista yer
alan etkinliklerin daha etkili ve nitelikli bir sekilde gergeklestirdiklerini belirtmislerdir.

“...0grendiklerimi uyguladim ve uygulanabilir oldugunu da goérdim ve cocuklar tarafindan ¢ok
sevildigini de gérdiim yani bu beni sasirtiyor basit seyler ilgilerini cok ¢ekiyor mesela yoklama yaptim
mesela onlara hocanin sinifta 6grettigi yoklamayi sinifima uyguladim miuthis hala keyifle yapiyor
cocuklar... Hizmet icinde aldigimiz dersten sonra seker kavanozu yaptik evadan. Sekerler yaptim
Gzerine resimlerini yapistirdim ¢ocuklarin ve bir cizelge hazirladim pazartesiden cumaya. Cocuklar
isimlerini gorerek alip sekerlerini isimlerin altina yapistirdilar. Kendisi yapistiriyor. Cocuk bilfiil icine
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katiliyor isin igine kendisini katiyor. iste senin sinifta olman benim igin ¢ok énemli temasiydi ve biz
bunu seker kavanozlariyla yaptik cok mutlu oldu g¢ocuklar. Farkliliklara saygi anlaminda gizgileri farkli
sekilde birlestirme daha ¢ok bunun {izerinde durdu. Hoca 2-3 galismada hep farkliliklara saygi, farkl
diistinebilme, yaratici dislinebilmeyi gosterdi bize ¢ok basit seyler ve hepsini uyguladim yani bize
gosterdigi cubuklarla resimlerle ¢ok basit resimlerle seyi yaptik farkliliklari isledik yaptim hepsini
uyguladim ben ...” Ogretmen 3

Ogretmen 3’lin belirttigi gibi egitim siirecinde edinilen pedagojik yeterliligin dogrudan sinif ortamina
aktarildigi, bu anlamda rutin etkinliklerin bile monotonluktan ¢ikarilarak daha eglenceli ve gocuk
katiliminin da Gst diizeyde oldugu etkinliklere gegis yaptiklarini ifade etmislerdir. Bununla birlikte yaratici
ogretim silirecini planlamada kendilerini daha yeterli gérdiklerini ve bu siirecin ¢ocuklarin 6grenmeye
uyumunu kolaylastirdigi 6gretmenler tarafindan ifade edilmistir. Ayrica 6zel gereksinimli ¢ocuklara
yonelik planlamalarda ve kaynastirma egitimi sirecinde 6gretmenlerin kendilerini yeterli gérmedigi;
egitim surecinde kendilerini gelistirdiklerini ve bunu uygulamalarina yansittiklarini belirtmislerdir.

“Ozel egitim dgrencim var. Ogrenciyi daha éncelerde sdyle miidahale ediyordum. Mesela istemedigi
bir seyi ¢ocuga yaptirmaya calistyordum. Ama hocamiz yapilmamasi gerektigini anlatirken 6rnek
vermisti. Ornegin 6gretmenimiz 1slak mendille agzini silme ¢ocugun hosuna gitmeyebilir ama artik
dyle bir durum yok cocugun hosuna gitmeyen bir sey kaldirildi. Oyle zoraki bir sey olmamasi
gerektigini 6grendim mesela”. Ogretmen 7

Kaynastirma Ogrencilerine yonelik egitime katilan okul 6ncesi 6gretmenlerinin uygulamada karsi
karsiya kaldiklari glicliklerin Ustesinden basari ile geldikleri, egitim Oncesi gerceklestirdikleri yanlis
uygulamalari egitim aldiktan sonra giderdikleri, yanlis ya da eksik bilgilerini giincelledikleri Ogretmen
7’nin ifadesi ile agiga ¢ikmustir.

Okul o6ncesi lisans programindaki derslere katilan okul oncesi 6gretmenlerinin deneyimleri
degerlendirildiginde 6gretmen-lisans 6grencileri arasinda olumlu bir etkilesimin ortaya ¢iktigi bu
etkilesimin okul 6ncesi 6gretmenlerinin bakig agilarinda farklilik yarattig ayni zamanda Milli Egitim
Bakanligi (MEB) tarafindan sunulan hizmet ici egitimlerden farkh olarak karsilikli etkilesimin (st dizeyde
oldugu belirtilmistir.

“En basta biz sinifa gittigimizde 6grencilerle birlikte olmak mesela bize degisik geldi ve glizel geldi.
Clinkli normalde aldigimiz hizmeticleri genelde hep 6gretmenlerle oluyordu. Hep 6gretmen bakis
acisiyla olaylara bakiyorduk simdi daha 6grenciyken de onlarin da ilk basta karsilastiklari seylerle de
olaylara bakmis olduk. Daha yeni mezun olacak ise baslamayan 6gretmenlerin géziinden bakmis
olduk o bizi zenginlestirdi acikgasi bakis agimizi genisletti...” Ogretmen 2

Ogretmen 2’nin ifadelerinden anlasilan okul ©ncesi &gretmenlerinin lisans &grencileri ile
deneyimledikleri etkilesimin kendilerine farkh bir bakis acisi kazandirdigini ifade etmektedir. Bununla
birlikte egitim siresince lisans 6grencileri ile birlikte olmanin kendilerini monotonluktan kurtardigini ve
kendilerini dinamik bir 6grenmenin merkezine yerlestirerek mesleki deneyimlerini lisans 6grencileri ile
paylastiklarina zemin hazirladigini ifade etmislerdir.

“Cok farkh bu seminerde kendimi biraz degerli hissettim 6gretmen olarak tecribelerimden
faydalanacaklardi ve soylediler, sordular birka¢ sey sordular ben kendi tecribelerimi de bilfiil
uygulayici oldugum icin seminerde aktardim. Diger seminerlerde tamamen tek tarafli biraz monolog
tarzinda geciyor, burada tamamen farkl... Fazlasiyla, kesinlikle fazlasiyla boyle olacagini
disinmemistim daha aktif olarak katilabilecegimi disinmemistim ama ben her derste sag olsun
hocam bizi kaldirdi fikirlerimizi sordu uyguladigimiz seyleri anlatma firsatimiz oldu beklentimin
Ustiindeydi.” Ogretmen 3

Ogretmen 3’iin gorislerinde de dile getirdigi gibi okul dncesi dgretmenlerinin ilk defa bdyle bir
hizmet ici egitime katildiklari, okul 6ncesi lisans programindaki derslerde etkilesimin Ust diizeyde oldugu,
daha o6nce katildiklari hizmet ici egitimlerle karsilastirtildiginda monologun degil karsilikli diyalogun
hakim oldugu etkin bir stirecin yurattldigidir. Bununla birlikte okul 6ncesi 6gretmenleri deneyimlerini,
uygulamalarini sinif ortaminda paylastiklarini ve uygulamada karsilastiklari sorunlara ¢ogulcu bir
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katilimla ¢oziim Grettiklerini belirtmislerdir. Bununla birlikte okul dncesi 6gretmenlerinin sadece lisans
ogrencileri ile degil, ayni zamanda da egitimi veren 68retim uyesi ile de Ust dizeyde bir etkilesime
girdiklerini bunun &zellikle okul ©6ncesi 6gretmenlerini uygulamada daha fazla motive ettigi
belirlenmistir.

Hizmet i¢i Programlara Yonelik Oneriler

Okul oncesi lisans programindaki derslere katilan okul Oncesi 0Ogretmenlerinin goérusleri
incelendiginde 6gretmenlerin kendilerine sunulan alternatif mesleki gelisim siirecine yonelik 6neriler
gelistirdikleri gorilmis ve bu gorisler “Oneriler” temasi altinda degerlendirilmistir. Okul 6ncesi

O0gretmenlerinin Onerileri degerlendirildiginde “egitimin sliresi” ve “egitimcinin niteligine” wvurgu
yaptiklari goérilmustar.

Okul dncesi 6gretmenleri kendilerinin tercih ettikleri derslerin déneme yayilmis olmasinin kendileri
icin bir avantaj oldugunu, 6zellikle daha 6nce katildiklari hizmet ici egitimlerin kisa streli olmasinin
kendilerine bir yarar saglamadigini, bu lisans programinin zamana yayilmis olmasi ile daha islevsel
oldugunu belirtmislerdir. Bununla birlikte okul 6ncesi 6gretmenleri zamana yayilmis hizmet ici egitimlere
katilmayi tercih edeceklerini, baska kurumlar tarafindan yapilacak hizmet ici egitim programlarinin da
benzer sekilde tasarlanmasi gerektigi Ogretmen 8 ve Ogretmen 6’nin gorisleri ile vurgulanmistir.

“Yani gidip de toplanti salonlari ya da herhangi bir yerde bir iki saat gordiigimiz egitimin ¢ok kalici
olduguna inanmiyorum. Boyle devamliligi olan uzun sire gidebilecegimiz... Keske hep boyle olsa
biitiin seminerler biz de katiliriz, devam ederiz.” Ogretmen 8

“Déneme yayllmasi daha iyi oldu tabi. Siire¢ agisindan en azindan telafi etme ve bir seyleri nasil
desem daha farkl hani birini kagirdigimda birini yakalama imkanim oldu en azindan. O agidan siirece
yayllmasi giizeldi.” Ogretmen 6

Bununla birlikte okul 6ncesi lisans programindaki derslere katilan okul 6ncesi 6gretmenlerinin sadece
hizmet igi egitimin siresi ve islevselligine degil ayni zamanda da hizmet igi egitimi veren egitimcinin de
niteligine vurgu yaptiklari gérilmektedir.

“Hizmet i¢i egitimlere ben ¢ok katiyorum. Milli Egitiminkilere de katildim orda bazi eksiklikler
gordim. Mesela sorularimiza tam olarak kapsamli cevap verememisti egitimci kisi biraz bilgi eksikligi
olabilir ve biraz formalite gibi geldi bize ama bu seminer diyorum ya bizim milli egitimden aldigimiz
seminerlerden ¢ok farkliydi. Mesela bu egitimde ¢ok hosuma gitti biz interaktif olarak biz katilimci
olarak cok fazla o egitimin icindeydik ama diger egitimler hep boyle slaytla gosterim anlatma...”
Ogretmen 3

“Bir kere bu hizmet i¢i egitimi verecek egitmenin 6nemli oldugunu dusinidyorum. Gergekten
donanimli bir kisi olmali, icerik 6nemli bize ne kadar sey katacak, ne kadar giincel konular, gelisimi ne
kadar takip ediyor. Bunlar 6nemli ama 6nemlisi bence verecek kisi egitmen, egitmenin donanimi.”
Ogretmen 2

Okul 6ncesi 6gretmenlerinin daha 6nce katildiklari MEB hizmet ici egitimlerinin monoton bir sekilde
sirdagind, egitimin kendilerinin mesleki yeterliliklerine katkisinin zayif oldugunu, ayni zamanda
kendilerini pasif bir alici olarak degerlendirdikleri goriilmistiir. Buna karsin okul dncesi 6gretmenlerinin
katildiklari okul 6ncesi lisans programindaki derslerin MEB tarafindan sunulan hizmet igi egitimden farkh
oldugunu, kendilerini daha aktif hissettiklerini, glincel konular ve uygulamalar ile mesleki yeterliliklerini
arttirdiklarini belirtmislerdir. Hizmet igi egitim programina katilan okul 6ncesi 6gretmenlerinin baska
kurumlar tarafindan verilecek hizmet ici egitimlerin benzer sekilde verilmesinin 6nemine vurgu yaparak
ozellikle MEB tarafindan sunulan hizmet igi egitimlerin bu dogrultuda gézden gecirilmesi ve egitimcinin
seciminde ozellikle egitim silrecinin nitelikli, interaktif, katilimci, glincel bilgi ve pratikleri takip edebilen
yeterliliklerinin g6z 6niinde bulundurulmasi Ogretmen 2 ve Ogretmen 3’lin gérisleri ile aciga ¢ikmistir.
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Sonug ve Tartisma

Mesleki gelisimin desteklenmesi igin okul 6ncesi lisans programindaki tercih ettikleri derslere katilan
okul 6ncesi 6gretmenlerinin sirece iliskin goruslerinin belirlendigi bu ¢calismada birkag dnemli bulgu elde
edilmistir. Bunlardan ilki, 6gretmenlerin hizmet igi egitime gereksinim duyduklarini belirtmeleridir. Okul
oncesi 6gretmenlerinin okul 6ncesi lisans programindaki derslere katilmaya iten birgcok nedenin oldugu
gorilmustir. Bu nedenlerin; acik 6gretim lisans programindan mezun olmak, lisans/on lisans egitiminin
yetersizligi, mesleki olarak kendini gelistirmeye duyulan ihtiya¢ ve uygulamada karsilasilan sorunlara
¢O6zimler Gretmek oldugu saptanmistir. Agik 6gretim sisteminin, okul dncesi 6gretmenlerin hem mesleki
gelisim surecini yeterli dizeyde desteklemedigini hem de 6grenim slirecinde okul dncesi 6gretmenlerine
aktif katihm sunmadiklari icin 6nerilen alternatif hizmet ici egitime gereksinim duyduklari belirtilmistir.
Buna karsin Gultekin (2006) tarafindan yapilan arastirmada agik 6gretim fakiiltesi okul 6ncesi 6gretmeni
adaylarinin 6grenim siirecine yonelik pozitif algilarinin oldugu ve 6gretmenlik yeterliliklerini kazandiklari
belirtilmistir. Benzer sekilde Gultekin (2010) acik 6gretim sirecinde okul oncesi 6gretmen adaylarina
sunulan gorsel, isitsel, yazili kaynaklarin agik 6gretimde okuyan okul 6ncesi 6gretmen adaylari tarafindan
yeterli bulundugunu ve onlarin akademik yeterliliklerini donattiklari belirtilmistir. Ancak bu arastirmada
okul 6ncesi 6gretmenleri 6zellikle uygulama ile karsi karsiya kaldiklari mesleki sorunlarin kaynaginin agik
o6gretime dayal 6grenim siregleri oldugunu belirtmislerdir. Agik 6gretim fakiiltesinden mezun olan okul
oncesi 6gretmenlerinin sinif yénetimi konusunda sorunlar yasadigi ve otoriter tutum sergiledikleri (Gol-
Guven, 2009), agik 6gretim mezunu okul 6ncesi 6gretmenlerinin gocuklarin sorun davraniglari karsisinda
olumsuz stratejiler uyguladiklari saptanmistir (Uysal, Altun & Akglin 2010). Bununla birlikte agik 6gretim
mezunu okul oOncesi 6gretmenlerinin sinif ici etkinlikleri uygulamada 6zellikle okula hazirlik
calismalarinda yeterliliklerinin 6rgiin 6gretim mezunu okul dncesi 6gretmenlerinden daha dislk oldugu
saptanmistir (Bay & Alisinanoglu 2012; Gable & Halliburton, 2003). Aktan Kerem ve Coémert (2005)
tarafindan yapilan arastirmada, arastirmaya katilan okul Oncesi 6gretmenlerinin mesleki olarak
yasadiklari sorunlardan birinin mezun olduklari 6grenim turd oldugunu, agik 6gretim mezunlarinin
uygulamada kendilerini yeterli hissetmedigini ve bu konuda kendilerini gelistirmek igin hizmet igi egitim
programlarina katilmak istediklerini belirtmislerdir.

Bu arastirmada okul oncesi 6gretmenlerinin okul oncesi lisans programindaki derslere katilmayi
tercih etmelerinde siniflarindaki 6grenme silrecinde gerceklestirdikleri etkinlikleri zenginlestirme,
cocuklarin gelisimsel ihtiyaglarinin farkinda olma ve cocuklarin yiksek yararini gozeterek yaratici,
monotonluktan c¢ikmis etkili uygulamalari gerceklestirme ve okullarinda karsilastiklari sorunlara
¢ozimler gelistirme gibi etkenlerin belirleyici oldugu goérilmustir. Yapilan arastirmalar (Egert, Fukkink &
Eckhardt, 2018; Scarinci, Rose, Pee & Webb, 2015; Vu, Han & Buell, 2015) nitelikli okul 6ncesi egitimi
uygulamalarinin 6gretmenlerin pedagojik vyeterlilikleri ile iliskili oldugunu ortaya koymaktadir.
Ogretmenlerin mesleki yeterliliklerini arttirmak, sinif ici etkili uygulamalari zenginlestirmek ve hizmet igi
egitimin yeterliliklerini arttiracaklarina olan inancglarindan dolayr hizmet i¢i egitime katilmayi tercih
ettikleri vurgulanmaktadir.

Arastirmaya katilan okul dncesi 6gretmenlerinin 6zel gereksinimli ¢ocuklar gibi bireysel farklliklara
sahip cocuklara uygun 6grenme siireci sunmak ve etkili kaynastirma egitimi uygulamak igin 6nerilen
hizmet ici programa katildiklar belirlenmistir. Seger (2008) tarafindan yapilan arastirmada hizmet igi
egitime katilan okul 6ncesi 6gretmenlerinin kaynastirma uygulamalarini zenginlestirdikleri ve alinan
hizmet i¢i egitim sonrasinda 6zel gereksinimli ¢ocuklara yonelik algilarinin olumlu yénde degistigini
belirlemistir. Sharma, Forlin ve Loreman, (2008) yaptiklari arastirmada farkl Ulkelerdeki okul 6ncesi
o6gretmenlerinin 6zel gereksinimli ¢ocuklara yonelik uygun kaynastirma uygulamalari gercgeklestirmek
icin sunulan kaynastirmaya yonelik hizmet ici egitim sonrasinda hem 6zel gereksinimli ¢cocuklara yonelik
tutumlarinda olumlu yonde degisimin oldugu gozlenmis hem de kaynastirma egitime yonelik
tutumlarinda degisim oldugu saptanmustir.

Okul 6ncesi lisans programindaki derslere katilan okul Oncesi 6gretmenlerinin hizmet igi egitim
slirecindeki deneyimlerini édnemli bulduklari, bu deneyimler ile edindikleri yeterlilikleri uygulamaya
donustlrdukleri, cocuklarin aktif katilim sagladiklari yaratici 6gretim etkinliklerini birlikte planladiklarini
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belirtmislerdir. Okul ©6ncesi 0Ogretmenlerinin gergeklestirdikleri uygulamalarin ¢ocuklarin sirece
uyumunu kolaylastirdiklan, etkili sinif yonetimi gergeklestirdikleri, sinif ici etkinliklerin monotonluktan
¢ikarilarak daha eglenceli bir siirece evirildigini ve ¢ocuk katiliminin da Ust dizeyde gergeklestigini
belirtmislerdir. Yapilan arastirmalar (Burchinal, Cryer, Clifford & Howes, 2002; Dunst, 2015; Honig &
Hirallal, 1998; Toran, 2019; Vu vd., 2015; Williams, 2010) okul 6ncesi 6gretmenlerinin mesleki gelisim
programlarinda kendilerini pozitif yonde dontstirdiklerini, bu donlsiimiin ayni zamanda sinif igi nitelikli
uygulamalara hizlica yansidigi ve 6gretmenlerin mesleki doyumunun yiikseldigi saptanmistir. Ote yandan
bu arastirmada, okul 6ncesi 6gretmenlerinin hizmet ici egitim 6ncesi gerceklestirdikleri bazi yanlis
uygulamalarin farkina vardiklari ve bu yanhs uygulamalari terk ederek daha etkin, ¢ocugun yiksek
yararini gozeten uygulamalar gergeklestirdikleri vurgulanmistir. Hadley, Waniganayake & Shepherd
(2015) tarafindan yapilan arastirmada okul 6ncesi 6gretmenlerine sunulan alternatif hizmet igi egitim
programinin etkili oldugu, okul Oncesi Ogretmenlerinin mesleki uygulamalarda farklh stratejileri
kullanmaya basladiklari tespit edilmistir. McMillan, Walsh, Gray, Hanna, Carville & McCracken (2012)
tarafindan yapilan bir baska arastirmada da okul oOncesi 6gretmenlerinin mesleki gelisimleri igin
gelistirilen profesyonel gelisim modelinin etkili oldugu ve okul Oncesi 6gretmenlerinin mesleki
yeterliliklerini arttirdigi bulunmustur. Cain ve Milovic (2010) tarafindan yapilan eylem arastirmasinda
sunulan hizmet igi egitim programina katilan okul éncesi 6gretmenlerinin okul éncesi egitimde olumlu
yonde bir degisimin gerceklesmesine olanak sagladigi ve okul 6ncesi 6gretmenlerinin yasam boyu
o0grenme yeterliligini kazandigini belirtmislerdir.

Okul o6ncesi lisans programindaki derslere katilan okul 6ncesi 6gretmenleri 6zel gereksinimli
cocuklara yonelik planlamalarda ve kaynastirma egitimi siirecinde kendilerini yeterli gérmedigi;
katildiklari hizmet ici egitim sirecinde kendilerini gelistirdiklerini ve bunu uygulamalarina yansittiklarini
belirtmislerdir. Yapilan arastirmalar (Akay & Gurgir 2018; Bruder, Mogro-Wilson, Stayton & Dietrich,
2009; Mitchell & Hegde 2007; Ozaydin & Colak, 2011; Seger, 2010) sinifinda dzel gereksinimli gocuk olan
okul dncesi 6gretmenlerinin kaynastirma egitimi ile ilgili hizmet i¢i egitime ihtiyac duyduklarini, bu
ihtiyaclari mentorlik sistemi ve yiiz yluze hizmet igi egitim programlari ile karsilandiginda 6zel
gereksinimli ¢ocuklara karsi olumlu tutum sergiledikleri ve 6zel gereksinimli ¢cocuklarin ihtiyaglarina
uygun kaynastirma egitimi uyguladiklarini ortaya koymustur.

Okul 6ncesi lisans programindaki derslerinin uzun bir slirece yayilmis olmasinin daha dnce katildiklar
diger hizmet ici egitim programlari ile karsilastirdiklarinda kendileri icin bir avantaj oldugunu
belirtmislerdir. Bu siirecin okul 6ncesi 6gretmenlerini aktif hale getirdigini, glincel konular ve
uygulamalar ile mesleki yeterliliklerini arttirdigini vurgulamislardir. Okul 6ncesi 6gretmenleri 6zellikle
daha once katildiklari hizmet ici egitimlerin kisa silireli olmasini ve sirecte pasif katimci olmalarini
elestirmislerdir. Hizmet i¢i egitim programina katilan okul Oncesi 6gretmenlerinin baska kurumlar
tarafindan verilecek hizmet i¢i egitimlerin benzer sekilde tasarlanmasinin 6nemine vurgu yaparak
ozellikle MEB tarafindan sunulan hizmet ici egitimlerin bu dogrultuda gozden gegirilmesi gerektigini
belirtmislerdir. Diamond ve Powell (2011) tarafindan yapilan arastirmada okul 6ncesi 6gretmenlerine
yonelik gelistirilen interaktif ve katilimci profesyonel gelisim programinin etkili oldugu, okul 6ncesi
O0gretmenlerin mesleki uygulamalarinda bu egitimden edindikleri vyeterlilikleri etkili bir sekilde
kullandiklarini gézlemlemislerdir. Ayrica yapilan arastirmalar (Gianina-Ana, 2013; Fuligni, Howes, Lara-
Cinisomo & Karoly, 2009; Kretlow, Cooke & Wood, 2012; Rudd, Lambert, Satterwhite & Smith, 2009)
okul 6ncesi 6gretmenlerinin mesleki gelisimlerini etkili bir sekilde ilerletmek ve bunun sonuglarini
uygulamada goérmek igin klasik hizmet ici egitim yerine daha dinamik, okul 6ncesi 6gretmeninin silirecte
yer aldigi ve mentorlik/kogluk sistemi ile kurgulanmis etkili ve amacina uygun hazirlanmis hizmet igi
egitim programlarina katilimi Gst diizeyde gergeklestirdiklerini ortaya koymustur.

Hizmet i¢i egitimde egitimi ylrGten egitimcinin siireci nitelikli, interaktif ve katilimci olarak
ylratmesinin 6nemli oldugunu ayrica gilincel bilgi ve pratikleri takip edebilen yeterliliklerinin olmasi
gerektigini belirtmislerdir. Okul 6ncesi 6gretmenleri katildiklari okul dncesi lisans programindaki dersleri
veren egitimcilerin bu yeterlilikleri karsiladigini basta MEB olmak Uzere baska kurumlarin egitimci
secimini daha dikkatli yapmasi gerektigi belirtmislerdir. Ogretmenlerle hizmet ici egitim programlarinda
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dogrudan etkilesime giren, 6gretmenlere mentorlik ve kogluk yapan, bununla birlikte alaninda uzman
olan egitimcilerin etkili hizmet i¢i programinin yirutiilmesinde 6nem tasidigl ve ayni zamanda da
O0gretmenler igin bu 6zellikleri tasiyan egitimcinin oldugu hizmet ici egitim programlarinin tercih sebebi
oldugu yapilan arastirmalarla ortaya konmustur (Bygdeson-Larsson, 2006; Egert vd., 2018; McMillan vd.,
2012; Williams, 2010).

Sonug olarak, okul dncesi 6gretmenlerinin mesleki gelisimleri icin standart olarak sunulan hizmet igi
egitim programlarindan farkli olarak dinamik ve etkilesimin tst diizeyde oldugu ifade edilmis, okul 6ncesi
ogretmenlerinin ihtiyaglarina uygun tasarlanmis hizmet ici egitim modellerine ilgi gosterdikleri
belirlenmistir. Okul 6ncesi lisans programindaki derslere katilan okul dncesi 6gretmenleri ile yapilan
gorismeler sonucunda hizmet igi egitimin igerigi ve niteligi konusunda beklentilerinin de oldugu
gorulmuistir. Okul 6ncesi 6gretmenleri klasik baglamda kendilerini pasif hissettikleri, monoton ve aktif
katilimci olmadiklari hizmet igi egitim programlari yerine dogrudan katilm sagladiklari ve ayni zamanda
da 6grendikleri yeni bilgileri uygulamaya donastirdikleri, egitimci ile etkilesimin st diizeyde oldugu
hizmet ic¢i egitim programlarinin daha etkili oldugunu vurgulamislardir. Okul 6ncesi 6gretmenlerine
sunulan okul 6ncesi lisans programindaki derslerin sadece 6gretim siirecinde degil, ayni zamanda daha
once edinmeleri gereken mesleki yeterlilikleri de karsiladigl, uygulamada ihtiyaglari olan mesleki
yeterliliklerin teorik bilgi ile birlikte karsilandigi belirlenmistir. Bununla birlikte siiregte okul éncesi
O0gretmenlerinin hizmet igi egitim programlarinin niteliginin arttiriimasi igin 6gretmenin uygulamadaki
ihtiyaglarina goére planlamalarin yapilmasi vurgulanmis ve hizmet igi egitimi verecek egitimcinin
niteliginin de hizmet ici egitimin uygulanmasinda belirleyici oldugu gorilmastdr.

Arastirmanin Onerileri ve Sinirliliklan

Arastirmanin bulgulari dogrultusunda 6gretmenlerin hizmet ici egitimine yonelik ¢ baslikta oneriler
gelistirilebilir. Bunlardan ilki 6gretmenlere sunulacak hizmet ici egitim programlarinin 6gretmenlerin
gereksinimleri dogrultusunda hazirlanmasi 6nerilmektedir. Bununla birlikte gereksinimler dogrultusunda
hazirlanacak hizmet igi egitim programlarinin ¢ok yonlG ihtiyac analizleri yapilarak hazirlanmasi
dnerilmektedir. ikincisi ise 6gretmenlerin hizmet ici egitim programi siireglerinin degerlendirilmesi,
deneyimlerinin dikkate alinmasi, bu deneyimler dogrultusunda hizmet ici programin giincellenmesi
dnerilmektedir. Uglinciisti ise 6gretmenlerin hizmet ici egitime yonelik gelistirdikleri yapisal &nerilerinin
dikkate alinarak tamamen 6gretmenlerin ihtiyaglari dogrultusunda hizmet ici egitim programlarinin
gozden gegirilmesi ve bu dinamik yapinin stirekli bir dongi icerisinde yenilenmesi dnerilmektedir. Genel
olarak okul 6ncesi 6gretmenlerinin uygulamada karsilastiklari sorunlarin ¢éziimiine destek olacak hizmet
ici egitim programlarinin gelistiriimesi dnerilmektedir.

Bu arastirmanin en onemli sinirhligi lisans derslerine katilan okul 6ncesi 6gretmenlerle sinirh
olmasidir. Bununla birlikte 6gretmenlerin gorisleri katildiklari lisans programindaki derslere iliskin
oldugu icin elde edilen bulgular bu gorislerle sinirlidir.
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Introduction

Starting from the end of childhood and ending with the general completion of growth and
maturation, adolescence is a biopsychosocial process in which individuals prepare for adulthood
(Neinstein, Gordon, Katzman, Rosen, & Woods, 2009). Adolescence is a period in which individuals tend
to experience many problems related to family, friends, school, environment and individual (Ege, 2018).
The most important developmental task of adolescence is the acquisition of identity (Erikson, 1968).
During the adolescence, development process is very important for adolescents to develop an
autonomous identity by becoming independent from their parents. The adolescent, who began to
separate from the family during adolescence, completes the individuation process after healthily getting
over this period. During the separation and individuation process, differences may be observed
according to the individual’s life, but adolescence has significant effects during this process (Meeus,
Oosterwegel & Vollebe, 2002). While trying to cope with different problems of the period in which they
are in, adolescents are also trying to gain a successful identity status. One of the important
determinants of identity development is separation -individualization characteristic, which represents
the independence of the adolescent from the family.

Separation-Individuation

While separation is defined as differentiation from others, distancing and determination of
boundaries, individuation is defined as the testing of intellectual separation and reality. The first of the
two critical periods in the individual's separation-individuation process is the first three years (Mahler,
Pine & Bergman, 2003) and the other is the adolescence period (Blos, 1989). Individuals, around the age
of three, start to act independently realizing that they are different from their family. By expanding its
boundaries, this independence manifests itself as an effort to stand on their own feet in adolescence. In
this respect, separation-individuation process is noticeable in adolescence. In adolescents, separation-
individuation process is associated with stress (Skowron, Wester & Azen, 2004), adaptability (Mattanah,
Hancock & Band, 2004), attachment level (Downing & Nauta, 2010), mental health (Gharehbaghy,
2011), parental attitudes (Rakipi, 2015) and cultural characteristics (Chen, 2016). As seen in studies in
literature, this developmental process that affects adolescents in many ways is too important to be
ignored.

Emerging in adolescence, separation is the ability to standing on one’s own feet and to maintain self-
control, such as being distant with parents, setting boundaries and being emotionally and economically
independent (Karadayi, 1998). On the one hand, there is a tendency to act independently of parents on
adolescence while, on the other hand, there is anxiety and confusion over separation from them
because separation-individuation is one of the critical periods in human life. The fact that it is a critical
period indicates that this period is a decisive process in an individual's life. It is understood from this that
the separation-individuation is also the ability of adolescents to make their own decisions in an
autonomous manner without moving away from those around them, especially their parents. With
physical and cognitive maturation, adolescents feel grown up and do not see their parents as competent
like they did when they were younger. This shows that adolescents begin to have a sense of self that
shows that they are separated and individualized (Kins, Soenens & Beyers, 2011). During this period,
adolescents experience conflicts with their parents from time to time in order to mature and separate,
they embark on a search outside the family, and their peers gain importance (Blos, 1989). As a result of
this situation, individuals’ dependence on their parents weakens during adolescence and they try to gain
their own independence (Yiinci et al. 2009). Adolescents breaking with their parents, who they see as a
part of themselves, is a natural process in adolescent separation-individuation (Kroger, 1985). During
adolescence, adolescents begin to become autonomous by reviewing the relationship with their
parents. Thus, by becoming individualized, adolescents try to separate emotionally, too (Sabaka, 2009).
It is stated that the autonomous attitude emerging due to separation arises with intrinsic motive and
personal will (Kagit¢ibasi, 2005).
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During adolescence, adolescents are constantly interested in how accurate their decisions are.
Adolescent, who started to act autonomously by separating their parents, create a separate sense of self
from their first-degree relatives. This autonomous attitude enables adolescents to develop a healthy
emotional attachment (Bartle & Anderson, 1991). However, Lapsley and Edgerton (2002) state that
problems experienced in this period set the ground for problems that will arise in the future life of
individuals. Because negativities experienced in adulthood are associated with the separation-
individuation anxiety seen in previous periods (Manicavasagar, Silove & Curtis, 1997). It is also stated
that separation-individuation has a profound effect on the whole life of individuals, especially in
adolescence (Lapsley & Stey, 2010). As it is understood from these explanations, as a natural result of
social life, individuals’ differentiation from others and gaining their own identity turns into a protective
factor for their mental health. In addition, the separation-individuation process, which is an element of
social development, has a critical importance during adolescence (Crespi & Sabatelli, 1993). Therefore,
separation-individuation is one of the important issues in adolescence. In this study, separation-
individuation of adolescents was evaluated in three sub-dimensions.

1. Separation anxiety: It is the separation from the important ones (mother, father, sibling, etc.) for
individuals (Aslan & Guven, 2009). Separation anxiety describes the fear of losing emotional or physical
contact with someone who cares. It is associated with feelings of rejection and abandonment. There is
anxiety or depressive feelings caused by this thought of separation (Levine, Green, & Millon, 1986;
Levine & Saintonge, 1993).

2. Restriction anxiety: It is the restriction of the child's life by the control of parents. (Aslan & Given,
2009). It is the sense that the autonomy of individual is tried to be prevented. Adolescents often feel
controlled or surrounded by other people (mother, father, sibling, etc.) whom they think affect their
autonomy (Levine et al., 1986; Levine and Saintonge, 1993).

3. Expectation of rejection: 1t is the sense that they are not wanted by their first-degree relatives
such as mother, father and sibling (Aslan & Glven, 2009). Fear of being hurt by them, not being
understood, believing that no one will be there when they need it, thinking that people who are
important to their problems are insensitive, thinking that they are not desired in family environment,
being excluded, having difficulty in trusting people, avoiding close relationships, feeling worthless and
behavior exhibited in this direction have been related to expectation of rejection (Levine & Saintonge,
1993).

The separation-individuation process, which is handled with the sub-dimensions of separation
anxiety, expectation of rejection and restriction anxiety, is effective for adolescents in gaining identity
and it is not independent of individuals” attitudes. One of these attitudes shows itself as assertiveness.
Because the ability of adolescents to behave assertive is one of the factors that determine whether they
will be successful in the separation-individuation process (Aslan, 2013). In this respect, it can be stated
that assertiveness is effective on separation-individuation (Mazor & Tal, 1996). This information shows
that the assertiveness level of adolescents has a critical importance in the separation-individuation
process.

Assertiveness

Assertiveness refers to the ability to defend one's rights and express one’s feelings and thoughts
easily as well as to an attitude that is equal and free from anxiety in human relations. In addition,
individuals with an assertive attitude find the rights of others as valuable as theirs (Alberti & Emmons,
2002). Assertiveness affects individual’s self-confidence, adaptation to society, and mental well-being
(Gormez, 2014). Wolpe (1970) explained assertiveness with the reciprocal inhibition theory, and defined
assertive behavior as an individual being sociable in interpersonal relationships. Theoretically,
assertiveness does not only develop and shape according to hereditary or cultural characteristics. In
addition to heredity and cultural characteristics, the quality of the bond established with parents also
affects the skill of assertiveness (Ozer, 2011). In this respect, healthy separation-individuation becomes
an important variable in attaining assertiveness. During this process, individuals who are not assertive
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develop passive characteristics. Assertive behavior affects the quality of the individual's relationship
with oneself and others, and requires that the individual treat oneself and others fairly (Pamuk, 2013).
In addition, assertive individuals are compatible and effective when making decisions. Again, assertive
individuals strive to achieve their life-related goals and can direct their own lives (Dingyirek, 2010). They
are aware of need for self-disclosure while doing what they want (Townend, 2007), and they develop a
pattern of behavior that takes into account the situation of the other person as well as their own
situation. Therefore, the adolescent individual does not tend to act passive, which is defined as
behavioral patterns that generate negative emotions (Celik, 2016). While adolescents who are assertive
do not have problems in expressing themselves, adolescents who are passive may experience different
problems while expressing themselves (Tagay, Onen & Polat, 2018). It is also known that passive
individuals feel alone (Mofrad & Mefradi, 2015) and experience intense social anxiety problems
(Delamater & Mcnamara, 1986). Because passive individuals are anxious, slow-moving and hesitant to
express their feelings (Kiraz, 2016). Since passive individuals’ self-confidence is not high, they push
themselves into the background. Their decisions are taken by others, and they are worried about not
looking good. They don't have the ability to say no. Not sociable, these individuals are afraid to take
responsibility and to change (Ozkan & Ozen, 2008). Although adolescents want to have an assertive
nature, they can not always reflect this on their behaviors and they may exhibit passive behaviors. For
this reason, it is important that adolescents have assertive skills and behave assertively. In the literature,
there are studies on the relationship between assertiveness and substance use (Trudeau, Lillehoj, Spoth
& Redmond, 2003), depression (Fuspita, Susanti & Putri, 2018), empathy (Simarmata & Rahayu, 2018),
social anxiety (Ahmadi, Daramadi, Asadi-Samani & Sani, 2017), self-confidence, stress, psychological
well-being, academic achievement (Maqgbool Parray & Kumar, 2017) and family communication
(AbolfazlVagharseyyedin & Mood, 2017). As it will contribute to adolescence researches, it is thought
that the relationship between adolescents' seperation-individuation level and assertiveness level should
be examined carefully.

Relationship between Separation-Individuation and Assertiveness

Considering the above explanations, it is believed that assertive individuals do not have much
problems in the separation-individuation process; but passive individuals will have difficulty. For this
reason, it is very important for individuals to refrain from passiveness and attain assertive qualities.
According to Kilig (2010), there is a positive relationship between adolescents' level of assertiveness and
their attachment to their parents. Adolescents behaving assertive in the process of moving towards
being an independent individual is one of the factors determining whether or not they are successful in
the separation-individuation process from their parents (Aslan, 2013). Definitions of assertiveness show
that assertive individuals are extroverted and social individuals. Extroversion, on the other hand,
expresses assertive behavior characteristics (McCabe & Fleeson, 2012). In this respect, it is estimated
that assertiveness and passiveness can be predictive of separation-individuation. Mazor and Tal (1996)
state that individuals with inadequacies in individualization have difficulties in expressing trust and
behaving in an assertive manner, and exhibit passive attitudes. Aslan (2013) states that assertiveness
has a significant relationship with separation anxiety. However, there are very few studies investigating
the relationship between these variables. Therefore, in this study, it was aimed to determine whether
assertiveness predict restriction anxiety, separation anxiety and expectation of rejection, which are the
sub-dimensions of Separation-Individuation Test of Adolescence. In the Turkish literature, there is no
study examining the relationship between assertiveness and separation-individuation except Aslan’s
(2013). Therefore, there is a need for studies that will put forth the relationship between assertiveness
and separation-individuation and recommendations that will be made in line with the findings of this
study. With this study, it is believed that important data that will contribute to the solution of problems
experienced by individuals in terms of separation-individuation during adolescence will be obtained. For
this purpose, the accuracy of the following hypotheses was tested.
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1. Sex significantly differentiates the scores of restriction anxiety, separation anxiety and expectation of
rejection, which are the sub-dimensions of the separation-individuation scale.

2. Assertiveness significantly predicts the restriction anxiety, separation anxiety and expectation of
rejection, which are the sub-dimensions of the separation-individuation scale.

Method
Research Design

This study employed the correlational survey model to examine the relationships between
restriction anxiety, separation anxiety and expectation of rejection, which are the sub-dimensions of
Separation-Individuation Test of Adolescence and the assertiveness levels.

Participants

This study was conducted with 10th, 11th and 12th grade students studying in four different high
schools in a Central Anatolian city during the second semester of 2018-2019 academic year. Attention
was paid that the students had different socio-economic characteristics and different academic success
levels in the selection of the school where the scales were applied. A total of 488 students, 324 girls
(66.40%) and 164 boys (33.60%) participated in the study. Simple random sampling method was used in
the study and the volunteering was taken as the basis. The data were collected by using the Separation-
Individuation Test of Adolescence, Assertiveness Inventory and the personal information form
developed by the researchers in order to obtain participants’ socio-demographic information. The
participants’ ages ranged between 16-18 (M + SD=16.28 +.92).

Data Collection Tools

Personal Information Form: The personal information form prepared by the researchers consists of
information such as the age and sex of the participants.

Assertiveness Inventory: This inventory was developed by Voltan-Acar and Ogretmen (2007) to
measure individuals’ assertiveness. In the inventory, there are 17 items for passiveness, and 11 for
assertiveness. The scale is a six-point likert-type measuring instrument consisting of 28 items. When
some items in the scale are scored upside down, the scale gives the total assertiveness score. The score
obtained from this measurement tool ranges between 28 and 168. The high score obtained from the
inventory refers to high assertiveness level. The internal consistency coefficient of the inventory’s
passiveness dimension is .83. The internal consistency coefficient of the inventory’s assertiveness
dimension is .78. The internal consistency coefficient for the total inventory is .87. Conducting the study
with a sample of 35 people for the test-retest technique while developing this measurement tool was
reported as one of the inventory’s limitations. For this reason, Voltan-Acar and Ogretmen (2007)
recommended that the scale should be examined again by applying a larger sample than this, and
reliability was re-examined using a test-retest method with a new sample group of 113 people.
According to the results of this analysis, the test-retest reliability was calculated as .78 for the total
score. This measurement tool showed that aggressiveness and assertiveness were two different
concepts. Developed to determine assertiveness levels of individuals, this inventory was found to be a
valid and reliable measurement tool. In the data obtained by the researchers within the scope of this
research, the internal consistency coefficient of the scale was found to be .85.

The Separation-Individuation Test of Adolescence: Developed by Levine, Green and Millon (1986),
The Separation-Individuation Test of Adolescence was adapted into Turkish by Aslan and Given (2009).
The scale is a measurement tool aiming to determine the separation-individuation levels of individuals
with sub-dimensions of separation anxiety, expectation of rejection, and restriction anxiety. The test-
retest reliability coefficient of the scale was .85 for the expectation of rejection, .86 for the separation
anxiety, and .85 for restriction anxiety. The internal consistency coefficient of the scale was .82 for
expectation of rejection, .75 for separation anxiety, and .79 for restriction anxiety. These data show that
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the scale is a reliable measurement tool. In this study, the internal consistency coefficient of the scale
was found to be .80 for expectation of rejection, .72 for separation anxiety and .77 for restriction
anxiety.

Data Collection

In order to collect the study data, the necessary official permissions were obtained from the relevant
provincial directorate of national education. In this context, the Separation-Individuation Test of
Adolescence, Assertiveness Inventory and the Personal Information Form were administered to students
by the researcher during the second semester of the 2018-2019 academic year. During the data
collection, school administrators and students were informed about the purpose of the study, and
attention was paid to ensure that there was a suitable environment and time to answer the scales. After
the necessary explanations about the data collection tools were given, the scales were answered by the
students under the supervision of the researcher and this process took an average of 20 minutes.

Data Analysis

In this study, the relationship between the variables was examined and firstly the homogeneity of
the data was tested. The sample has a normal distribution. The skew value is between -.12 and .41 for
all variables, and kurtosis value is between -.48 and .15 for all variables. The fact that the scores'
skewness and kurtosis coefficients are close to + 1.00 borders can be interpreted as the scores not
showing excessive deviation from normal (Blylikoztirk, Cokluk & Kokli, 2010). T-test, Pearson
correlation coefficient, simple linear regression analysis and hierarchical regression analysis were used
for data analysis. The outliers with Mahalanobis distance values were calculated, and 10 data with
outlier were removed from the data set. Durbin-Watson values used to test autocorrelation are in the
range of 1.76 and 1.89.

Findings
Preliminary Analysis

When Table 1 is examined, the adolescents’ separation anxiety score differed significantly between
means according to the sex (tjz4ss = 3.11, p<.05) variable. However, restriction anxiety (t(;.4g6= -1.40,
p>.05) and expectation of rejection (t;.4s5= .81, p>.05) scores did not differ significantly according to the
sex variable.

Table 1.
Effects of Sex on Separation Anxiety, Restriction Anxiety, Expectation of Rejection and Assertiveness.
Sex
Female (n=324) Male (n=164)

Mean * SD Mean * SD tass) p
Separation Anxiety 35.24 +7.89 32.84 £8.37 3.11 .00
Restriction Anxiety 20.02 £ 6.47 20.85 +£5.55 -1.40 .16
Expectation of Rejection 33.66+9.63 32.94 +£8.30 .81 42
Assertiveness 109.14 + 20,83 106.35 + 18.86 1.41 .15

Correlations among Variable

According to the correlation analysis results in Table 2, it is observed that there is a moderate
negative relationship between assertiveness and Separation-Individuation Test of Adolescence sub-
dimensions. (The high score in the Separation-Individuation Test of Adolescence sub-dimensions shows a
negative situation in separation-individuation while the low score in sub-dimensions shows a positive
situation.)
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Table 2.

Means, Standard Deviations and Correlations.

Variables Mean + SD Assertiveness SA RA ER
Assertiveness 108.21 +20.21 1.00

SA 34.43+8.12 -.37%* 1.00

RA 20.30+6.18 -21%* .26%* 1.00

ER 33.42+9.20 -.29% .39% 49* 1.00

*p<.01 SA: Separation Anxiety, RA: Restriction Anxiety, ER: Expectation of Rejection

The Results of Regression Analysis

Since sex significantly differed the separation anxiety scores and since it had a normal distribution, it
was as a dummy variable and included in the regression analysis. Hierarchical regression analysis was
conducted to determine the extent to which students' assertiveness and the results are presented in
Table 3.

Table 3.

Summary of the Regression Analysis.

Dependent Variable Independent Variable R’ F B t

Separation Anxiety Sex .02 9.70** -.14 -3.11**
Sex .17 48.43* -17 -3.97*
Assertiveness -.38 -9.25%*

Restriction Anxiety Assertiveness .05 22.98* =21 -4.79*

Expectation of Rejection Assertiveness .09 45.84* -.29 -6.77*

*p =.00, **p<.01

According to the Table 3, assertiveness and sex negatively predicted separation anxiety (17.00%).
Linear regression analysis was conducted to determine the extent to which the students' assertiveness
means scores predicted expectation of rejection and restriction anxiety scores, which are the sub-
dimensions of the Separation-Individuation Test of Adolescence, and the results are presented in Table
3. Sex was not included in the analysis since it did not significantly differ the sub-dimensions of
restriction anxiety and expectation of rejection. Assertiveness was a significant negative predictor of
restriction anxiety (5.00%) and expectation of rejection (9.00%).

Discussion

In this study, the predictive effect of assertiveness on restriction anxiety, separation anxiety and
expectation of rejection in adolescence was examined. In the preliminary analysis, it was determined
that there was a negative relationship between assertiveness and separation-individuation sub-
dimensions. This result is important to correctly interpret the separation-individuation process in
adolescence.

The role of sex in the anxiety experienced due to separation from parents, which is an important
factor in individuation and separation, cannot be ignored. Also, according to the findings of this
research, sex significantly differentiates separation anxiety scores. But, it does not significantly
differentiate the scores of restriction anxiety and expectations of rejection. In the study of Dogru-
Cabuker and Balci-Celik (2019), the restriction anxiety does not show a significant difference according
to sex. Separation anxiety and expectation of rejection differ significantly by sex. These data are in
parallel with the results of the present study in terms of restriction anxiety and separation anxiety
dimension whereas they do not show parallelism in terms of expectation of rejection dimension.
Expecting more commitment and continuation to relationship roles from women than men (Polat, 2013)
may lead to a more troubled separation anxiety and difficulty in gaining identity during the separation-
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individuation process. Chen (2016) states that affective independence is culturally related to separation-
individuation structures. In this respect, it can be said that this dimension of separation-individuation is
affected by cultural factors in women. In addition, compared to boys, it is seen that girls experience
more problems both in separation-individuation process and psychological adjustment (Yaman, 2005).
Because passive behavior in Turkish society is seen as a good behavior in women while it is seen as a
deficiency in men. While men are expected to behave more assertive, the expectation for women to be
assertive is low (Sayar, Solmaz, Oztiirk, Ozer & Arikan, 2000). From this point, women have more
difficulties in separating from parents and forming their independent identity.

Another hypothesis of the study was that assertiveness would a negative predictor of restriction
anxiety, separation anxiety and expectation of rejection. In this study, it was found that the
assertiveness of adolescents predicted the scores of separation anxiety, restriction anxiety and
expectation of rejection negatively. Adolescents who fail to separate themselves from their parents and
does not realize individuation experience anxiety of being controlled and abandonment anxiety (La Sala,
2002) by adapting less to their environment (Sauber, L’Abate & Weeks, 1985). The quality of the bond
with parents is very important in attaining assertiveness, which is a desired quality (Ozer, 2011). In this
respect, it can be said that individuals with assertive qualities will be separated from their parents in a
healthier manner and will be more resilient adults. According to the results of this study, the fact that
there is a negative relationship between assertiveness, which is a positive characteristic, and Separation-
Individuation Test of Adolescence sub-dimensions (restriction anxiety, separation anxiety and
expectation of rejection), and Separation-Individuation Test of Adolescence sub-dimensions shows that
assertiveness has an important role in separation-individuation. Assertiveness is also a significant
predictor of separation anxiety and expectation of rejection (Aslan, 2013). Maqgbool Parray and Kumar
(2017) state that assertive attitude decreases stress levels of adolescents by increasing their sense of
self and has a positive effect on their emotional well-being. Furthermore, assertiveness makes
individuals self-confident, self-fulfilled and well adapted to the society in which they live (Gormez,
2014). As assertiveness increases, separation-individuation sub-dimension scores decrease. Decreased
scores are an expected situation in separation-individuation. It can be seen that assertive individuals
have most of the desired personality traits that should be possessed to experience anxiety felt in case of
separation at the minimum level, to have decreased expectation of rejection felt against other people
and not to experience restriction anxiety. Assertive individuals also have high self-esteem (Tagay et al.,
2018). Because assertive individuals communicate effectively, have social skills, are compatible with
their environment, and are successful in their social life. These people have the ability to say no and set
a boundary with others. In addition, assertive individuals can express their feelings clearly and do not
hesitate to exercise their rights. While doing all these, they also respect the rights of others. In this
context, being assertive supports the individual's personal needs as well as being able to adapt to the
society in a healthy way (Voltan, 1980). This contributes positively to the acquisition of a healthy
identity. In the literature, there is no study that has the opposite findings with this research data. This
result increases the validity of our findings.

On the other hand, passive individuals who have the opposite characteristics of being assertive have
difficulty in claiming their rights, cannot express their feelings as they wish and do not have effective
communication skills. Therefore, passive individuals consider themselves socially inadequate (Mc
Whirter & Voltan-Acar, 2005). Passive people act shy, helpless and act as if they are victims. They seem
like they have no power or ability to take action and speak, and try to keep their true selves hidden.
They allow their rights to be violated by others. They do not express their needs, wishes and feelings,
and are often anxious, angry and excited, but they hold these emotions inside themselves (Doty, 2018).
It is seen that gaining identity with healthy separation from their parents is a challenging situation for
these individuals. In addition, adolescents with high rejection anxiety and separation anxiety are more
depressed and experience more negative emotions (Taskin, Yiiksel & Ozmen, 2009). For this reason, it is
important for these individuals to gain assertive attitudes. Considering the research findings mentioned
above, it can be said that passive individuals will have negative experiences in the separation-
individuation process and will have difficulty in gaining identity. From this point of view, these results
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support the findings of this research, which expresses the relationship between assertiveness and
separation-individuation. Studies in the literature have shown that surviving the separation-
individuation process without experiencing too many problems has a positive relationship with social
adjustment and a negative relationship with loneliness (Hoffman & Weiss, 1987; Rice, Cole, & Lapsley,
1990). Assertiveness is also considered as a social skill (Altun, 2006) and therefore assertive individuals
are well-adjusted individuals with social skills. The findings of this study also show that there is a
negative relationship between assertiveness and separation-individuation sub-dimensions and
assertiveness is a negative predictor of separation-individuation sub-dimension. These results show that
in adolescence, which is a critical period in personality development, the fact that individuals do not
behave passively and behave assertively contributes to the development of an autonomous personality.
From this point of view, it can be said that assertive individuals are more successful in separation-
individuation whereas passive (lonely) individuals are not as successful as assertive individuals.

Conclusion and Implications

As it can also be understood from the results of this study, since the separation-individuation process
is a predictor of possible problems in the future, the issue of separation-individuation, which is an
important developmental skill for adolescents, emerges as a situation that needs to be emphasized. In
similar studies in the future, socio-cultural effects affecting the separation-individuation process during
adolescence and the effects of parental attitudes on this process can be investigated.

Social projects and activities can be organized to ensure that individuals exhibit assertive attitudes
during adolescence and take young people away from passiveness. Informative studies (brochures,
posts on the school website) and in-service trainings can be conducted for teachers and school
administrators who are influential on students' behaviors, about the importance of separation-
individuation and what are the assertive skills. In accordance with the understanding of developmental
guidance, seminars that will increase awareness of students and families can be organized within the
scope of preventive psychological counseling services. Peer support programs, which may be role
models, can be prepared. In addition, since the supportive communication of parents is very important
in the separation-individuation process, family trainings can be organized in order to develop these skills
of adolescents.

The results of this study should be carefully evaluated within the framework of its limitations. It
should be emphasized that the results of this study are limited with the measurement tools and sample
group used in this study. The study results are based on the personal opinions of the individuals
participating in the study group and can only be interpreted in terms of young individuals with similar
socio-cultural structure and developmental stage. This research can be repeated with sample groups
with different socio-demographic characteristics and the results can be examined comparatively.
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Turkish Version

Girig

Ergenlik, c¢ocuklugun sonlarindan baslayarak biyime ve olgunlasmanin genel olarak
tamamlanmaslyla sona erip yetiskinlige hazirlanilan biyopsikososyal bir siirectir (Neinstein, Gordon,
Katzman, Rosen, & Woods, 2009). Ergenlik, bireylerin aile, arkadas, okul, cevre ve bireysel kaynakli pek
¢ok sorun yasama egiliminde oldugu bir donemdir (Ege, 2018). Ergenlik déneminin en 6nemli gelisimsel
gorevi ise kimlik kazanimidir (Erikson, 1968). Ergenlik doénemi, gelisim slrecinde ergenlerin
ebeveynlerinden bagimsizlasarak o6zerk bir kimlik gelistirmesi agisindan ¢ok ©6nemlidir. Ergenlik
doéneminde aileden ayrismaya baslayan ergen bu sirecin saglikli atlatiimasiyla bireylesme siirecini
tamamlamaktadir. Ayrisma-bireylesme siirecinde, bireyin yasantisina gore farkliliklar gdzlenebilir, fakat
ergenlik doneminin bu slrecte 6nemli etkileri mevcuttur (Meeus, Oosterwegel & Vollebe, 2002). Ergen,
icinde bulundugu doénemin farkli sorunlariyla bas etmeye calisirken ayni zamanda basarili bir kimlik
statlisli kazanmak icin de cabalamaktadir. Kimlik gelisiminin énemli belirleyicilerinden biri ise ergenin
aileden bagimsizlagsmasini temsil eden ayrisma-bireylesme 6zelligidir.

Ayrisma-Bireylesme

Ayrisma diger bireylerden farklilasma, uzaklasma, sinirlarin belirlenmesi olarak tanimlanirken
bireylesme dislinsel ayriligin ve gergekligin test edilmesi olarak tanimlanmaktadir. Bireyin ayrisma-
bireylesmesi strecinde iki kritik donemden birincisi ilk i¢ yas (Mahler, Pine & Bergman, 2003), digeri ise
ergenlik donemidir (Blos, 1989). Kisi ortalama 3 yasinda ailesinden farkli bir birey oldugunu farkederek
bagimsiz hareket etmeye baslar. Ergenlikte ise bu bagimsizlik biraz daha sinirlarini genisleterek kendi
ayaklarinin Gzerinde durabilme cabasi olarak kendini gosterir. Bu agidan ayrisma-bireylesme siireci
ergenlik doneminde fark edilir derece kendini gostermektedir. Ergenlerde ayrisma-bireylesme sirecinin
stresle (Skowron, Wester & Azen, 2004), uyum becerisiyle (Mattanah, Hancock & Band, 2004), baglanma
dlzeyiyle (Downing & Nauta, 2010), ruh saghgiyla (Gharehbaghy, 2011), anne-baba tutumlariyla (Rakipi,
2015) ve kdltirel 6zelliklerle iliskili oldugu (Chen, 2016) gortlmektedir. Yapilan calismalarda goruldagi
Uzere ergenleri pek ¢cok yonden etkileyen bu gelisimsel siire¢ géz ardi edilmeyecek kadar dnemlidir.

Ergenlikte ortaya c¢ikan ayrisma; ebeveyn ile mesafeli olma, sinirlarini belirleme, duygusal ve
ekonomik anlamda bagimsiz olma gibi kisisel kontrolli saglama ve kendi ayaklarinin Gizerinde durabilme
becerisidir (Karadayi, 1998). Ergenlikte bir tarafta anne babadan bagimsiz hareket etme egilimi varken
diger bir taraftan da onlardan ayrilamamanin ortaya ¢ikardigi kaygi ve karmasa da mevcuttur. Clnki
ayrisma-bireylesme, insan yasamindaki kritik donemlerden biridir. Kritik bir dénem olmasi da bu
donemin bireyin yasaminda belirleyici bir siire¢ oldugunu gostermektedir. Buradan anlasiliyor ki
ayrisma-bireylesme ayni zamanda ergenin etrafindakilerden 6zellikle anne babadan uzaklasmadan 6zerk
bir tutumla kendi kararlarini alabilme becerisidir. Fiziksel ve bilissel olgunlagsmayla birlikte, ergenler,
blyuduklerini hissetmekte ve ebeveynlerini cocukken oldugu gibi her konuda yetkin gérmemektedir. Bu
durum da ergenlerin ayristiklari ve bireysellestiklerini gosteren bir benlik algisinin ortaya ¢iktigini
gostermektedir (Kins, Soenens & Beyers, 2011). Bu donemde ergen olgunlasmak ve farkhlasmak igin
anne-babayla zaman zaman gatismalar yasar, aile disinda arayisa girer ve bu siliregte akranlari 6nem
kazanir (Blos, 1989). Bu durumun sonucu olarak da ergenlik doneminde bireyin anne-babasina olan
bagimliligi zayiflar ve kendi bagimsizligini kazanmaya calisir (Yiincl et al., 2009). Ergenlerin kendileriyle
sanki bir bltlin olarak gordigli anne babalariyla baglarini koparmalari ergen ayrisma-bireylesmesinde
dogal bir slrectir (Kroger, 1985). Ergenlik doneminde ebeveyniyle arasindaki iliskiyi gézden gecirerek
ozerklesmeye baslayan ergen kendine has olmaya baslar. Boylece ergen bireyselleserek duygusal
anlamda da ayrismaya galisir (Sabaka, 2009). Ayrismaya bagl olarak ortaya ¢ikan 6zerk tutumun ise igsel
gidi ve kisisel iradeyle ortaya c¢iktigl ifade edilmektedir (Kagitgibasi, 2005).
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Ergenlik doéneminde ergen sirekli verdigi kararlarin ne kadar dogru olduguyla ilgilenir.
Ebeveynlerinden ayrilarak 6zerk davranmaya baslayan ergen birinci derece yakinlarindan ayri bir benlik
algisi olusturmaktadir. Bu Ozerk tutum ise ergenin saglkli bir duygusal baglilik gelistirmesini
saglamaktadir (Bartle & Anderson, 1991). Bununla birlikte Lapsley ve Edgerton (2002) bu donemde
yasanan problemlerin bireyin gelecek yasantisinda ortaya ¢ikacak problemlere zemin hazirladigini ifade
etmektedir. Clinku yetiskinlikte yasanan olumsuzluklar énceki dénemlerde gorilen ayrisma-bireylesme
kaygisiyla iliskilendirilir (Manicavasagar, Silove & Curtis, 1997). Ayrica ayrisma-bireylesmenin ergenlik
donemi basta olmak Uzere bireyin tlim yasami Uzerinde derin bir etkisinin olduguda ifade
edilmektedirler (Lapsley & Stey, 2010). Bu agiklamalardan anlasildigi Gizere bireyin sosyal yasamin dogal
sonucu olarak diger fertlerden farklilagarak kendi kimligini kazanmasi bireyin ruh saghgini da koruyucu
bir unsura donismektedir. Ayrica sosyal gelisiminin de bir unsuru olan ayrisma-bireylesme siireci,
ergenlik déneminde kritik bir Gneme sahiptir (Crespi & Sabatelli, 1993). Bu nedenle ayrisma-bireylesme
ergenlik donemindeki dnemli konulardan biridir. Bu arastirmada ergen bireylerin ayrisma-bireylesmeleri
lc alt boyutta degerlendirilmistir.

1. Ayrilik kaygisi: Birey icin 6nemli olanlardan (anne, baba, kardes vb.) ayrismadir (Aslan & Guven,
2009). Ayrilik kaygisi deger verilen biriyle duygusal veya fiziksel temasi kaybetme korkusunu tanimlar.
Reddedilme ve terkedilme duygulariyla iliskilidir. Bu ayrilik diisiincesinin ortaya c¢ikardigl endise veya
depresif duygular s6z konusudur (Levine, Green, & Millon, 1986; Levine & Saintonge, 1993).

2. Kisitlanma kaygisi: Anne babanin ¢ocugun yasamini kontrol ederek sinirlandirmasidir (Aslan &
Guven, 2009). Bireyin ozerklesmesinin engellenmeye c¢alisildigi duygusudur. Ergenler c¢ogunlukla
ozerkliklerini etkiledigini dustndukleri diger insanlar (anne, baba, kardes vb.) tarafindan kendilerini
kontrol altina alinmis veya kusatilmis hissederler (Levine et al., 1986; Levine & Saintonge, 1993).

3. Reddedilme beklentisi: Anne, baba, kardes vb. tarafindan istenilmedigi duygusunun yagsanmasidir
(Aslan & Guven, 2009). Onlar tarafindan incitiimekten, onlarin kendisini anlamamalarindan endise
duyma, ihtiya¢ duydugunda kimsenin yaninda olmayacagina inanma, yasadigl sorunlar karsisinda kendisi
icin 6nemli olan kisilerin duyarsiz kaldigini disiinme, aile ortaminda istenilmedigini dislandigini ve
kendisinden rahatsiz olundugunu diisiinme, insanlara giivenmede zorluk yasama, yakin iliski kurmaktan
kacinma, kendisini degersiz hissetme gibi duygularin yasandigi durum ve bu dogrultuda sergilenen
davranislardan olusmaktadir (Levine & Saintonge, 1993).

Ayrilik kaygisi, reddedilme beklentisi ve kisitlanma kaygisi alt boyutlariyla ele alinan ayrisma-
bireylesme siireci ergenin kimlik kazanmasinda etkilidir ve bireylerin sahip olduklari tutumlardan
bagimsiz degildir. Bu tutumlardan biri de giivengenlik olarak kendini géstermektedir. Clinki bir ergenin
givengen davranabilmesi ayrisma-bireylesme sirecinde basarili olup olmayacagini belirleyen
faktérlerden biridir (Aslan, 2013). Bu acgidan glivengenligin ayrisma-bireylesme lzerinde etkili oldugu
ifade edilebilir (Mazor & Tal, 1996). Bu bilgiler ergen bireyin ayrisma-bireylesme siirecinde glivengen
olabilme dizeyinin kritik bir 6neme sahip oldugunu géstermektedir.

Gilivengenlik

Guvengenlik, insan iligskilerinde esit ve kaygidan uzak bir tutumu ifade ederken kisinin kendi haklarini
savunabilmesi, duygu ve dislincelerini rahatca ifade etmesidir. Ayrica glivengen tutuma sahip bireyler
baskalarinin haklarini da kendilerininki kadar degerli bulurlar (Alberti & Emmons, 2002). Guvengenlik,
bireyin 6zgivenli olmasini, topluma uyumlu olmasini ve ruhsal olarak iyi olmasini etkilemektedir
(Gormez, 2014). Wolpe (1970), glivengenligi karsit ket vurma kuramiyla agiklamis ve bireyin kisilerarasi
iliskilerde girisken olmasini glivengen davranis olarak tanimlamistir. Kuramsal agidan glivengenlik sadece
kaltimsal ozelliklerle ya da kiiltirel 6zelliklere gore gelisip sekillenmemektedir. Kalitimsal ve kdltirel
ozelliklerin yani sira glivengenlikte ebeveynlerle kurulan bagin kalitesi de glivengen beceriyi
etkilemektedir (Ozer, 2011). Bu agidan saglikli ayrisma-bireylesme, giivengenlik kazaniminda dnemli bir
degiskene donismektedir. Bu siiregte glivengen olamayan bireyler ¢ekingen 6zellikler kazanmaktadir.
Guvengen davranis, bireyin kendisiyle ve digerleriyle iletisiminin kalitesini etkilemekte ve bireyin
kendisine ve digerlerine adil davranmasini gerektirmektedir (Pamuk, 2013). Ayrica givengen bireyler
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karar verirken uyumlu ve etkindirler. Yine glivengen bireyler hayatlariyla ilgili amaglarini gergeklestirmek
icin ¢abalarlar ve kendi hayatlarini yénlendirebilirler (Dingytirek, 2010). Guvengen birey kendi istegini
yaparken karsidakinin de kendini agiklama ihtiyacinin farkindadir (Townend, 2007) ve kendisini
distindugu kadar karsisindakinin de durumunu dikkate alan bir davranig orlintiist gelistirir. Dolayisiyla
ergen birey negatif duygular ortaya ¢ikaran davranis oriintileri (Celik, 2016) olarak tanimlanan g¢ekingen
davranma egiliminde olmaz. Glvengen ergenler kendilerini ifade etmede sorun yasamazken c¢ekingen
olan ergenler ise kendilerini ifade ederken farkl sikintilar yasayabilmektedir (Tagay, Onen & Polat,
2018). Ayrica gekingen bireylerin kendini yalniz hissettigi (Mofrad & Mefradi, 2015) ve yogun sosyal
kaygi problemleri yasadigi bilinmektedir (Delamater & Mcnamara, 1986). Clnku gekingen bireyler
kaygili, yavas hareket eden ve duygularini ifade etmekten gekinen kisilerdir (Kiraz, 2016). Cekingen
bireylerin kendilerine olan giiveni yetersiz oldugundan kendini ikinci plana atarlar. Kararlar baskalarinca
alinir ve iyi gérinmeme kaygisi yasarlar. Hayir deme becerisine sahip degillerdir. Girisken olmayan bu
bireyler sorumluluk almaktan ve degisiklikten cekinirler (Ozkan & Ozen, 2008). Ergenler ise giivengen bir
tabiata sahip olmak isteseler de bunu davranislarina her zaman yansitamazlar ve pasif davranislar
sergileyebilirler. Bu nedenle ergenlerin glivengen becerilere sahip olmasi ve glivengen davranabilmesi
6nem arz etmektedir. Literatiire bakildiginda giivengenligin; madde kullanimi (Trudeau, Lillehoj, Spoth &
Redmond, 2003), depresyon (Fuspita, Susanti & Putri, 2018), empati (Simarmata & Rahayu, 2018), soysal
kaygl (Ahmadi, Daramadi, Asadi-Samani & Sani, 2017), 6zglven, stres, psikolojik iyilik hali ve akademik
basari (Magbool-Parray & Kumar, 2017) ve aile iletisimi (AbolfazlVagharseyyedin & Mood, 2017) ile
iliskisini arastiran galismalar mevcuttur. Ergenlik donemi arastirmalarina katki saglayacagindan dolayi
ergenlerin ayrisma-bireylesme dizeyi ile glivengenlikleri arasindaki iliskinin de dikkatle incelenmesi
gerektigi distintlmektedir.

Ayrisma-Bireylesme ve Giivengenlik Arasindaki iligkiler

Yukaridaki agiklamalara bakildiginda gilivengen bireylerin ayrisma-bireylesme siirecini saglikli bir
sekilde atlatacagi, fakat ¢ekingen bireylerin zorluk yasayacagi disinilmektedir. Bu nedenle bireylerin
cekingenlikten uzaklasarak guvengen nitelikler kazanmasi ¢ok o6nemlidir. Kilig (2010) ergenlerin
givengenlik dizeyiyle ebeveynlerine baglanma arasinda pozitif bir iliski oldugunu saptamistir. Bir
ergenin bagimsiz bir birey olmaya dogru hareket etmesi sirecinde glvengen davranabilmesi
ebeveynlerinden ayrisma-bireylesme sirecinde basarili olup olmayacagini belirleyen faktérlerden biridir
(Aslan, 2013). Guvengenlik tanimlar glivengen bireylerin disadoniik ve sosyal bireyler oldugunu
gostermektedir. Disadoniiklik ise glivengen davranis ozelliklerini ifade etmektedir (McCabe & Fleeson,
2012). Bu agidan giivengenligin ayrisma-bireylesme Gzerinde yordayici olabilecegi tahmin edilmektedir.
Mazor ve Tal (1996) bireysellesme konusunda yetersizlikleri olanlarin given ifade etme ve giivengen
davranislarda bulunma konusunda zorluklar yasadigini ve c¢ekingen tutumlar gosterdigini ifade
etmektedir. Aslan (2013) giivengenligin ayrilik anksiyetesi ile anlamli iliskisinin oldugu belirtiyor. Ayrica
bu degiskenlerin birbiriyle iliskisini arastiran arastirma sayisi da ¢ok azdir. Bu nedenle bu arastirmada
givengenligin ayrisma-bireylesme olcegi alt boyutlari olan kisitlanma kaygisi, ayrihk kaygisi ve
reddedilme beklentisini yordayip yordamadigini saptamak amaglanmistir. Turkiye’deki alanyazin
incelendiginde Aslan (2013) disinda ayrisma-bireylesmeyle glivengenlik iliskisini arastiran bir arastirmaya
rastlaniimamistir. Bu nedenle ayrisma-bireylesmeyle giivengenlik iliskini ortaya koyacak calismalara ve
bu calismalarin bulgulari dogrultusunda yapilacak onerilere ihtiyag vardir. Bu arastirmayla ergenlik
déneminde bireylerin ayrisma-bireylesmede yasadiklari problemlerin ¢éziimiine katkida bulunacak
veriler elde edilecegi diisiinlilmektedir. Bu amagla asagidaki hipotezlerin dogrulugu sinanmustir.

1. Cinsiyet ayrisma-bireylesme 6lcegi alt boyutlari olan kisitlanma kaygisi, ayrilik kaygisi ve reddedilme
beklentisi puanlarini anlamli farklilagtirmaktadir.

2. Gilvengenlik ayrisma-bireylesme oOlgeginin alt boyutlarindan kisitlanma kaygisi, ayrilik kaygisi ve
reddedilme beklentisini anlamli yordamaktadir.
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Yontem
Arastirma Modeli

Bu arastirma, ergenlerde ayrisma-bireylesme olceginin alt boyutlari olan kisitlanma kaygisi, ayrilik
kaygisi ve reddedilme beklentisiyle giivengenlik duzeyleri arasindaki iliskileri incelemeye yo6nelik iliskisel
tarama modeli ile yapilmis bir ¢calismadir.

Katilimcilar

Bu arastirma, 2018-2019 egitim 6gretim yili 1l. doneminde Orta Anadolu’da bir ildeki 4 farkh lisede
dgrenim goéren 10. 11. ve 12. sinif &grencileri ile yiiriitiilmustir. Olceklerin uygulanacagi okul seciminde
ogrencilerin farkli sosyo-ekonomik 6zelliklere sahip olmasi ve farkl basari diizeylerinde olmasina dikkat
edilmistir. Arastirmaya 324 kiz (%66.40) ve 164 erkek (%33.60) olmak iizere toplam 488 0grenci
katilmistir. Calismada basit tesadifi 6rnekleme yontemi kullaniimistir ve katilimcilarin gonGlluliagu esas
alinmistir. Arastirmanin verileri Ayrisma-Bireylesme Olgegi, Kendini Belirleme (Giivengenlik) Olgegi ve
katilimcilarin sosyo-demografik bilgilerine ulasabilmek icin arastirmacilar tarafindan olusturulan kisisel
bilgi formu kullanilarak toplanmistir. Katilimcilarin yaslari 16-18 arasinda degismektedir (Ort + SS= 16.28
+.92).

Veri Toplama Araglar

Kisisel Bilgi Formu: Arastirmacilar tarafindan olusturulan kisisel bilgi formu katihmcilarin yasi ve
cinsiyeti gibi bilgilerden olusmaktadir.

Giivengenlik Olgedi: Bu 6lgek Voltan-Acar ve Ogretmen (2007) tarafindan bireylerin giivengenliklerini
dlgmek icin gelistirilmistir. Bu dlgekte cekingenlik icin 17, glivengenlik icin 11 madde vardir. Olgek 28
maddeden olusan altili likert tipi bir 8lgme aracidir. Olgekteki bazi maddeler ters puanlandiginda 6lgek
toplam gilvengenlik puanini vermektedir. Bu 6lgme aracindan alinacak puan 28 ile 168 arasindadir.
Olgekten alinan puanin yiiksekligi glivengenlik diizeyinin yiiksek oldugunu ifade eder. Olgegin cekingenlik
boyutunun i¢ tutarlilik katsayisi .83’tlir. Glivengenlik boyutunun ig tutarlihk katsayisi .78’dir. Batlini igin
de .87’dir. Bu dlgme araci gelistirilirken test tekrar test teknigi igin 35 kisilik bir 6rneklemle galisilmasi
dlgek icin bir simirlihk olarak belirtilmistir. Bu sebeple Voltan-Acar ve Ogretmen (2007) 6lgegin bundan
daha biyik bir 6rnekleme uygulanarak test tekrar test giivenirligine tekrardan bakilmasi tavsiye etmistir
ve 113 kisiden olusan yeni bir 6rneklem grubuyla test tekrar test yontemi kullanilarak glivenirlige
yeniden bakilmistir. Bu analiz sonuglarina gére test tekrar test glvenirligi toplam puan icin .78 olarak
hesaplanmistir. Bu 6lgme araci, glivengenlik kavramini saldirganliktan farkli bir kavram olarak ele alan ve
bireylerin giivengenlik duzeylerini belirlemek amaciyla kullanilabilecek gegerlik ve glvenirligi olan bir
olgme araci olarak kabul edilmektedir. Arastirmacilar tarafindan bu arastirma kapsaminda elde edilen
verilerde Olgegin i¢ tutarlik katsayisi ise .85 olarak bulunmustur.

Ayrisma-Bireylesme Olgedi: Levine vd. (1986) gelistirilen ayrisma-bireylesme dlcegi (The Separation-
Individuation Test of Adolescence) Aslan ve Giiven (2009) tarafindan Tiirkgeye uyarlanmistir. Olgek
bireylerin ayrisma-bireylesme dizeylerini ayrilik kaygisi, reddedilme beklentisi ve kisitlanma kaygisi alt
dlgekleriyle saptamayi amaclayan bir 6lgme aracidir. Olcegin alt boyutlari icin hesaplanan test-tekrar test
guvenirlik katsayisi Reddedilme Beklentisi igin .85, Ayrilik Kaygisi igin .86, Kisitlanma Kaygis igin .85tir.
Olgegin alt boyutlari igin hesaplanan i tutarlik katsayisi Reddedilme Beklentisi igin .82, Ayrilik Kaygisi icin
.75 ve Kisitlanma Kaygisi icin .79'dur. Bu veriler, olgcegin glvenilir bir 6lgme araci oldugunu
gostermektedir. Bu ¢alismada 6lgegin i¢ tutarlik katsayisi reddedilme beklentisi igin .80, ayrilik kaygisi
icin .72 ve kisitlanma kaygisi icin .77 olarak bulunmustur.

Verilerin Toplanmasi

Arastirma verilerini toplamak icin ilgili il milli egitim mudurliginden gerekli resmi izinler alinmistir.
Bu cercevede; 2018-2019 egitim dgretim yili ll. déneminde Kendini Belirleme (Giivengenlik) Olgegi,
Ayrisma-Bireylesme Olcegi ve kisisel bilgiler formu arastirmaci tarafindan égrencilere uygulanmustir.
Verilerin toplanmasi esnasinda okul idarecileri ve 6grencilere arastirmanin amaci anlatilarak olgekleri
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cevaplandirabilecekleri uygun bir ortam ve zaman olmasina dikkat edilmistir. Veri toplama araglarina
iliskin gerekli agiklamalar yapildiktan sonra Olgekler arastirmacinin gézetiminde 6grenciler tarafindan
cevaplandiriimistir ve bu islem ortalama 20 dakika surmistir.

Verilerin Analizi

Bu arastirma kapsaminda degiskenler arasindaki iliskiye bakilmis ve dncelikle verilerin homojenligi
test edilmistir. Orneklem normal dagilima sahiptir. Carpiklik degeri tiim degiskenler icin -.12 ile .41
araligindadir; basikhk degeri ise tim degiskenler igin -.48 ile .15 araligindadir. Puanlarin garpikhk ve
basiklik katsayilarinin £1.00 sinirlarina yakin olmasi, puanlarin normalden asiri sapma gostermedigi
seklinde yorumlanabilir (Buyukoztiirk, Cokluk & Kokli, 2010). Veri analizinde t-testi, Pearson korelasyon
katsayisi, basit dogrusal regresyon analizi ve hiyerarsik regresyon analizi kullanilmistir. Mahalanobis
uzaklik degerine sahip olan aykiri degerlerin hesaplamasi yapilmis ve ug¢ degere sahip 10 veri, veri
setinden cikarilmistir. Otokorelasyonu test etmede kullanilan Durbin-Watson degerleri 1.76 ve 1.89
araligindadir.

Bulgular
On Analiz

Tablo 1 incelendiginde ergenlerin ayrilik kaygisi puaninin cinsiyet (t(;.4g6 = 3.11, p<.05) degiskenine
gore ortalamalar arasi farkin anlamli oldugu; buna karsin kisitlanma kaygisi (t(;.4g6= -1.40, p>.05) ve
reddedilme beklentisi (t;;.4g6= .81, p>.05) puanlarinin cinsiyet degiskenine goére anlamli farklilk
gostermedigi bulunmustur.

Tablo 1.
Cinsiyetin Ayrilik Kaygisi, Kisitlanma Kaygisi, Reddedilme Beklentisi ve Giivengenlik Uzerindeki Etkisi.
Cinsiyet
Kiz (n=324) Erkek (n=164)

Ortalama = SS Ortalama + SS t(ass) P
Ayrilik Kaygisi 35.24+7.89 32.84 +8.37 3.11 .00
Kisitlanma Kaygisi 20.02 £ 6.47 20.85 £5.55 -1.40 .16
Reddedilme Beklentisi 33.66 £ 9.63 32.94+8.30 .81 42
Glivengenlik 109.14 +20.83 106.35 + 18.86 1.41 .15

Degiskenler Arasindaki Korelasyonlar

Tablo 2’de korelasyon analizi sonuglari incelendiginde; glvengenlikle ayrisma-bireylesme alt
boyutlari arasinda negatif yonli orta dizeyde bir iliskinin oldugunu gorialmektedir. (Ayrisma-bireylesme
alt boyutlarindaki yiiksek puan ayrisma-bireylesmede olumsuzlugun disiik puanlar ise ayrisma-
bireylesmede olumlu bir durumun géstergesidir.

Tablo 2.

Ortalama, Standart Sapma ve Korelasyonlar.

Degiskenler Ortalama t SS Givengenlik AK KK RB
Glvengenlik 108.21 +20.21 1.00

AK 34.43 +8.12 -.37* 1.00

KK 20.30+6.18 -21* .26* 1.00

RB 33.42+£9.20 -.29* .39* A49* 1.00

*p<.01 AK: Ayrilik Kaygisi, KK: Kisitlanma Kaygisi, RB: Reddedilme Beklentisi
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Regresyon Analizi Sonuglari

Cinsiyet, ayrilik kaygisi puanlarini anlamli farklilagtirdigi ve normal dagilima sahip oldugu igin dummy
degisken olarak tanimlanmis ve regresyon analizine dahil edilmistir. Ogrencilerin giivengenlik
puanlarinin ayrilik kaygisi puanlarini ne 6lgiide yordadigini belirlemek igin hiyerarsik regresyon analizi
yapilmis ve sonuglar Tablo 3’te verilmistir.

Tablo 3.

Regresyon Analizi Sonuglari.

Bagimli Degiskenler Bagimsiz Degiskenler R’ F B t

Ayrilik Kaygisi Cinsiyet .02 9.70%** -.14 -3.11%**
Cinsiyet 17 48.43* -17 -3.97*
Guvengenlik -.38 -9.25*

Kisitlanma Kaygisi Glivengenlik .05 22.98* -21 -4.79*

Reddedilme Beklentisi Glivengenlik .09 45.84* -.29 -6.77%

*p =.00, **p<.01

Tablo 3’te yer alan regresyon analizi sonuglarina gore glivengenlik ve cinsiyetin ayrilik kaygisini
negatif yénde (%17.00) yordadig saptanmistir. Ogrencilerin giivengenlik puan ortalamalarinin ayrisma-
bireylesme 06lgegi alt boyutlari olan reddedilme beklentisi ve kisitlanma kaygisi puanlarini ne élgide
yordadigini belirlemek icin dogrusal regresyon analizi yapilmis ve sonuglar Tablo 3’e eklenmistir.
Cinsiyet; kisitlanma kaygisi ve reddedilme beklentisi alt boyutlarini anlamh farklilastirmadigi icin analize
dahil edilmemistir. Regresyon analizinde glvengenligin kisitlanma kaygisinin (%5.00), reddedilme
beklentisinin (%9.00) negatif yordayicisi oldugu saptanmistir.

Tartisma

Bu calismada, ergenlikte kisitlanma kaygisi, ayrilik kaygisi ve reddedilme beklentisi Uzerinde
guvengenlik degiskeninin yordayici etkisi incelenmistir. Yapilan 6n analizde glivengenlik ile ayrisma-
bireylesme alt boyutlari arasinda negatif bir iliski oldugu saptanmistir. Bu sonug ergenlikteki ayrisma-
bireylesme siirecini dogru yorumlamak icin 6nem arz etmektedir.

Ayrisma-bireylesmede 6nemli bir faktor olan anne babadan ayrilma durumunda yasanan kaygida
cinsiyetin rolii gormezden gelinemeyecek derecede 6nemlidir. Ayrica bu arastirma bulgularina goére
cinsiyet ayrilik kaygisi puanlarini anlamli farklilastirmaktadir. Fakat reddedilme beklentisi ve kistlanma
kaygisi puanlarini anlaml farkhlastirmamaktadir. Dogru-GCabuker ve Balci-Celik’in (2019) arastirmasinda
kisitlanma kaygisi cinsiyete goére anlamh bir fark géstermemektedir. Ayrilik kaygisi ve reddedilme
beklentileri cinsiyete gore anlaml bir fark gostermektedir. Bu veriler kisitlanma kaygisi ve ayrilik kaygisi
boyutuyla bu arastirmanin sonuglari ile paralellik gosterirken; reddedilme beklentisi boyutuyla paralellik
gostermemektedir. Kadinlardan baghhk ve iliskiyi devam ettirme rollerinin erkeklere gére daha fazla
beklenmesi (Polat, 2013), ayrisma-bireylesme slrecinde 6zellikle ayrihk kaygisinin daha sikintili
gecmesine ve kimlik kazanmanin zorlasmasina neden olabilmektedir. Chen (2016), duygusal
bagimsizhgin, kiltirel olarak ayrisma-bireylesme yapilariyla ilgili oldugunu belirtmektedir. Bu agidan
ayrisma-bireylesmenin bu boyutunun kadinlarda kilturel etkenler tarafindan etkilendigi séylenebilir.
Ayrica kizlarin hem ayrisma-bireylesme sirecinde hem de psikolojik uyum bakimindan erkeklere gore
daha fazla sorun yasadiklari gorilmustir (Yaman, 2005). Clinkt Turk toplumunda c¢ekingen davranis
kadinlarda iyi bir davranis olarak gortliirken, erkeklerde ise bir eksiklik olarak goérilmektedir. Erkeklerin
daha glivengen davranmasi beklenirken kadinlarin glivengen davranmasina yonelik beklenti azdir (Sayar,
Solmaz, Oztiirk, Ozer & Arikan, 2000). Bu acidan kadinlarin aileden ayrismasinda ve bagimsiz kimligini
olusturmasinda daha fazla zorlandiklari séylenebilir.
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Bu arastirmanin bir diger hipotezi glivengenligin kisitlanma kaygisi, ayrilik kaygisi ve reddedilme
beklentisini negatif yordayacagi idi. Bu arastirmada da ergenlerin giivengenliklerinin ayrilik kaygisi,
kisitlanma kaygisi ve reddedilme beklentisi puanlarini negatif yonde yordadig saptanmistir.
Ebeveynlerinden ayrisamayarak bireylesmeyi saglayamayan ergenler, c¢evrelerine daha az uyum
saglayarak (Sauber, L’Abate & Weeks, 1985) kontrol edilme ve terkedilme kaygisi yasarlar (La Sala,
2002). istendik bir nitelik olan giivengenlik kazaniminda ise ebeveynlerle kurulan bagin kalitesi ¢ok
dénemlidir (Ozer, 2011). Bu agidan giivengen niteliklere sahip bireylerin, ailelerinden daha saglkli
ayrisacagl ve psikolojik saglamligi yiksek yetiskinler olabilecegi séylenebilir. Bu arastirma sonuglarina
gore olumlu bir 6zellik olan giivengenlik ile ayrisma-bireylesme alt boyutlari (ayrilik kaygisi, kisitlanma
kaygisi ve reddedilme beklentisi) arasindaki negatif iliski glivengenligin ayrisma-bireylesmede dnemli bir
roll oldugunu gostermektedir. Glivengenlik ayni zamanda ayrilik anksiyetesi ve reddedilme beklentisinin
anlamh yordayicisidir (Aslan, 2013). Maqgbool-Parray ve Kumar (2017) glivengen tutumun ergenlerin
benlik algisini ylikselterek stres dizeylerini dusirdGgini ve duygusal iyilik haline olumlu etkisinin
oldugunu ifade etmektedir. Ayrica glvengenlik bireyin kendine glivenmesini, kisisel isteklerinin
giderilmesini ve iginde yasadigl topluma uyumlu olmasini saglamaktadir (Gérmez, 2014). Glvengenlik
yukseldikge ayrisma-bireylesme alt boyutlari puanlarinda disme gorilmektedir. Puanlarin dismesi
ayrisma-bireylesmede beklenen bir durumdur. Goriliyor ki glivengen bireyler ayrilik durumunda
yasanan kayginin en asgari diizeyde yasanmasinda, diger insanlara karsi hissedilen reddedilme
beklentisinin diismesinde ve kisitlanma kaygisinin yasanmamasinda sahip olunmasi gereken istendik
kisilik 6zelliklerinin pek coguna sahip bireylerdir. Glvengen bireylerin ayni zamanda 6z-saygilari yiksektir
(Tagay et al.,, 2018). Cunkl givengen birey, etkili iletisim kurar, sosyal becerilere sahiptir, cevreye
uyumludur, toplumsal yasaminda basarilidir. Bu kisiler, hayir diyebilme ve baskalariyla aralarina sinir
koyabilme becerisine sahiptirler. Ayrica givengen kisilerin duygularini agik bir bicimde rahat¢a ifade
edebildiklerini, kendi haklarini kullanma konusunda g¢ekingenlik gostermediklerini ve tim bunlari
yaparken baskalarinin haklarina saygi duyduklarini séylemek mimkiindiir. Bu baglamda glivengen olmak
hem bireyin kisisel anlamda ihtiyaclarinin karsilanmasini hem de topluma saglikli bir bigimde uyum
saglayabilmesini desteklemektedir (Voltan, 1980). Bu durum da bireylerin saghkli kimlik kazanimina
olumlu katkida bulunmaktadir. Alan yazinda bu arastirma verileriyle zit bulgulara sahip herhangi bir
arastirmaya rastlanilmamistir. Bu sonug da arastirma bulgularinin gecerliligini artirmaktadir.

Glvengen olmanin tam tersi 6zelliklere sahip ¢ekingen bireyler ise kendi haklarini aramakta zorlanir,
duygularini istedikleri gibi ifade edemezler ve etkili iletisim becerilerine sahip degillerdir. Dolayisiyla
cekingen bireyler sosyal olarak da kendilerini yetersiz gorurler (Mc Whirter & Voltan-Acar, 2005).
Cekingen insanlar utangag, caresiz ve magdur davranirlar. Harekete ge¢me veya konusma glic ya da
becerisi yok gibi gortinirler ve gercek benliklerini gizli tutmaya calisirlar. Haklarinin baskalari tarafindan
ihlal edilmesine izin verirler. ihtiyaglarini, isteklerini, duygularini belirtmezler ve ¢cogunlukla kaygili, kizgin
ve heyecanhdirlar, fakat bu duygularini iclerinde tutarlar (Doty, 2018). Bu 6zelliklere sahip bireylerin
anne babadan saglikli ayrisarak kimlik kazanmasinin da bu bireyler icin zorlayici bir durum olacagi
gorilmektedir. Ayrica reddedilme kaygisi ve ayrilik kaygisi yiksek olan ergenlerin daha depresif olduklar
ve olumsuz duygulari daha ¢ok yasadiklarindan (Taskin, Yiiksel & Ozmen, 2009) bu bireylerin giivengen
tutumlar kazanmasi 6nem arz etmektedir. Yukarida belirtilen arastirma bulgularina bakildiginda
¢ekingen bireylerin ayrisma-bireylesme sirecinde olumsuz deneyimler yasayacagl ve kimlik kazanma
slirecinde zorlanacaklari soylenebilir. Bu agidan bakildiginda bu sonuglar giivengenlik ve ayrisma
bireylesme arasindaki iliskiyi ifade eden bu arastirma bulgularini destelemektedir. Alanyazindaki
calismalar ayrisma-bireylesme siirecini ¢ok fazla sorun yasamadan atlatmanin sosyal uyumla olumlu,
yalnizlikla negatif bir iliskisinin oldugunu gostermistir (Hoffman & Weiss, 1987; Rice, Cole & Lapsley,
1990). Guvengenlik de bir sosyal beceri olarak degerlendirilir (Altun, 2006). Bu nedenle de giivengen
olanlar sosyal becerileri olan uyumlu bireylerdir. Bu arastirmanin bulgular da giivengenlik ile ayrisma-
bireylesme alt boyutlari arasinda negatif yonli bir iliski ve glivengenligin ayrisma-bireylesme alt
boyutlarinin negatif yonde yordayicisi oldugunu gostermektedir. Bu sonuglar kisilik gelisiminde kritik bir
donem olan ergenlikte bireylerin c¢ekingenlikten siyrilarak glivengenlesmesinin o6zerk bir kisilik
gelistirebilmesi acgisindan ¢ok dnemli katkisi oldugunu goéstermektedir. Bu a¢idan bakildiginda giivengen
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bireylerin ayrisma-bireylesmede daha basarili olduklari; ¢ekingen (yalnizlasmis) bireylerin glivengen
bireyler kadar basarili olamadiklari sdylenebilir.

Sonug ve Oneriler

Bu arastirmanin sonuglarindan da anlasilacagl gibi ayrisma-bireylesme sireci gelecekteki olasi
problemlerin yordayicisi niteliginde oldugu icin bundan sonra yapilacak yeni arastirmalarda ergen
bireyler icin 6nemli bir gelisim becerisi olan ayrisma-bireylesme konusu, tzerinde durulmasi gereken bir
durum olarak karsimiza ¢ikmaktadir. Gelecekte yapilacak benzer arastirmalarda ergenlik dénemindeki
ayrisma-bireylesme sirecini etkileyen sosyo-kiltirel etkiler ve ebeveyn tutumlarinin etkileri
arastinlabilir.

Ergenlik doneminde bireylerin glivengen tutumlar sergilemesini saglayacak ve gengleri gekingen
olmaktan uzaklastiracak sosyal proje ve faaliyetler diizenlenebilir. Ogrencilerin davranislari izerinde
etkili olan 6gretmen ve okul yoneticilerine yonelik olarak ayrisma-bireylesmenin 6nemi ve giivengen
becerilerin neler oldugu ile ilgili bilgilendirici calismalar (brosir, okul web sitesi tGizerinden paylasimlar) ve
hizmet ici egitimler yapilabilir. Gelisimsel rehberlik anlayisina uygun olarak 6nleyici psikolojik danisma
hizmetleri kapsaminda Ogrencilerin ve ailelerin farkindahgi artiracak seminerler dizenlenebilir. Bu
konuda rol model olabilecek akran destek programlari hazirlanabilir. Ayrica ayrisma-bireylesme
sirecinde ebeveynlerin destekleyici iletisimleri ¢ok 6nemli oldugundan ergenlerin bu becerilerini
gelistirmek icin aile egitimleri diizenlenebilir.

Bu arastirmanin sonuglari sinirliliklari gergevesinde dikkatle degerlendirilmelidir. Bu g¢alismanin
sonuglarinin bu arastirmada kullanilan 6lgme araglari ve 6rneklem grubuyla sinirli oldugunu vurgulamak
gerekir. Arastirma sonuglari, calisma grubuna katilan bireylerin kisisel gorislerine dayanmaktadir ve bu
calisma benzeri sosyo-kiltlrel yapidaki ve gelisim asamasindaki bireyler acgisindan yorumlanabilir. Bu
arastirma farkli sosyo-demografik 0Ozelliklere sahip o6rneklem gruplariyla tekrarlanarak sonuglar
karsilastirilmali bir bicimde incelenebilir.
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Introduction

Changes in the society’s demographic structure (Pianta, Barnett, Burchinal, & Thornburg, 2009), new
scientific studies about child development and learning, and the positive effects of early learnings to
individuals’ future learning as well as social and economic success have increased the expectations from
early childhood education (ECE) and early childhood teachers (ECTs) (Barnett, 2003, The Organization
for Economic Cooperation and Development [OECD], 2011; Shonkoff & Phillips, 2000). The quality of
ECTs which depends on education and training (OECD, 2006), affects the pedagogical quality of ECE,
which in turn affects child acquisitions (OECD, 2005). Teachers who receive a minimum of 4-year initial
education in the field of ECE yield better educational outcomes (Barnett 2003; Bowman, Donovan, &
Burns, 2001; Elliot, 2006; Howes, 1997; Whitebook, 2003). ECTs who have had good initial education are
more positive in their relations with children (Dwyer, Chait, & Mckee, 2000; Howes, James, & Ritchie,
2003; Sommer, Samuelsson, & Hundeide, 2010) and can design supportive environments for child
development (Goe, 2007).

However, there are discrepancies between existing early childhood teacher qualities and
expectations from them (Pianta et al., 2009). Two main reasons for this are the mismatch between the
teacher education curriculum content and today’s needs (Bowman et al.,, 2001, Lobman, Ryan, &
McLaughlin, 2005) and the diversity in teacher education curricula (Ackerman, 2004). Globally, there are
vast differences between initial ECT education programs. In certain countries, these teachers comprise
the group that receives the least amount of education (Early et al., 2007).

In Turkey, education faculties are the main institution which raises ECT; however, alternative ways
such as “second education” and “distance education” were taken whenever a need arose for teachers
prior to 2012 (Eurydice, 2019). Training teachers via alternative ways which is like “pouring water into a
bucket with a gaping hole at the bottom” (Darling-Hammond, 2006, p. 12) has been a concern for
criticism in Turkey as well (Doganay et al., 2015; Erdem, 2015; Saylan, 2013).

The most important characteristic of quality teacher education systems is a high quality initial
teacher education curriculum (Cochran-Smith & Zeichner, 2005; Darling-Hammond, 2000; Darling-
Hammond & Bransford, 2005; Ozcan, 2012). Therefore, criticisms directed towards teacher education
systems mostly focus on curricula, and these criticisms form the bases of teacher education reforms
(Yaldirim, 2011).

Milestones in ECE Teacher Education in Turkey

The Kindergarten Teacher Class launched in 1913-1914 school year, under the Dariilmuallimat
(Female Teachers' Training School) is considered as the beginning of ECT education as a separate field
even though it may have been far from the understanding of education in our day (Giiler & Oztiirk,
2003). The National Education Law numbered 1739 defined teaching as a specialist profession requiring
education in the fields of general knowledge (GK), pedagogical content knowledge (PCK) and
pedagogical knowledge (PK), which was an important milestone in the professionalism of early
childhood teaching. Reforms for restructuring teacher education institutions have been undertaken ever
since the 80s (Atay-Turhan, Koc, Isiksal & Isiksal, 2009). With the transfer of teacher education to
universities in 1982, ECTs started to be educated in 2-year colleges (ISCED 5 level) until 1992 (Gursimsek,
Kaptan, & Erkan, 1997), and in education faculties through undergraduate programs (ISCED 6 level) ever
since, which has been a strength for Turkey in ECE (Kavak, Aydin, & Akbaba-Altun, 2007; OECD, 2017).

In the 15 years following the transfer of teacher education to universities, teacher education
curricula have been criticized for the lack of logical ties between courses, the lack of emphasis on
practicum, the small number of field education courses and elective courses, inconsistencies in
implementations in different institutions and the differences these have caused in teacher quality
(Higher Education Council [HEC], 1998). In order to address these problems and meet the need for basic
education teachers, reforms were undertaken in teacher education in 1997. This involved the
restructuring of education faculties as well as the updating of teacher education curricula (Grossman,
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Onkol, & Sands, 2007). The early childhood teacher education curriculum (ECTEC) was one of the 16
teacher education curricula officially accepted during the 1997 reforms. With the new regulations, all
education faculties started to follow a standard curriculum which later came to be known among
teacher educators as the “fixed curriculum”, the number of PK courses and their duration were
increased, as well as teaching practice courses. As a result of the traditional belief that the country’s
education level could be improved via basic education, the 1997 reform prioritized elementary school
teacher education (Simsek & Yildirim, 2001), making no special emphasis on ECT education.

Problems such as the lack of flexibility in education faculties caused by the standard teacher
education curriculum, the inefficiency of teaching practice, the disregard for the GK dimension, the lack
of coordination between faculties and universities, and the lack of quality lecturers (Kavcar, 2002)
demanded that the 1997 curricula be updated once again in 2006. The ECTEC was primarily updated as a
result of Turkey’s intended accession to the European Union (EU). While the internal factors that played
a role in the updating of the ECTEC included the small number of PK and GK courses as well as limited
university-society collaboration and scientific research experiences, the external factors included the
updated ECE curriculum in 2006 and the identification of general competencies for the teaching
profession (Atay-Turhan et al., 2009).

The 2006 reform targeted “educating problem-solving teachers who teach how to learn, rather than
the technician teacher who follows what s/he is told to do” (HEC, 2006, p.4). The process also aimed to
obtain parallelism with the teacher education curricula in EU countries. Faculties were given 25.00 %
flexibility to choose their courses, thus softening the effects of the fixed program. The number of
courses which was 51 in the 1997 ECTEC rose to 57, and the total number of credits rose from 146 to
152, in order to have a balanced distribution of courses in different fields. The addition of the courses
entitled Scientific Research Methods, Research Project, Preparation for Elementary Education and
Elementary Curricula, and Service Learning are among the noteworthy innovations brought by the 2006
ECTEC (HEC, 2006). However, according to Kiiglikahmet (2007), who has concerns regarding course
distribution by different fields and some other curricular issues, the 2006 ECTEC seems “like a plate of
rotten food on the table to anyone who is knowledgeable in the field” (p.217).

The Rationale for the 2018 Reform

The factors that led to the 2018 reform included the updating of the General Competencies of the
Teaching Profession in line with the European Higher Education Competencies Framework in 2017
(Ministry of National Education [MoNE], 2017), the formation of core curricula for initial teacher
education programs at undergraduate level across Europe by the European Commission and their
recommendations that curricula comprise at least 25.00 % elective courses (HEC, 2018). Other than
these, 2006 research results on the ECTEC were another driving force. The common criticism of
international comparative studies (Aras & Soézen, 2012; Aykag, 2018), comprehensive studies with
Turkish samples (Haktanir, Daglioglu, & Giiler, 2010), and studies with small samples of ECTEC students
(Dereobali & Unver, 2009; Ozder, Konedrali, & Sabancigil, 2013; Sahin, Kartal & imamoglu, 2013; Uysal,
Ozen-Altinkaynak, Taskin, Akman, Dinger, 2016) and ECE teachers (Aggiil-Yalgin & Yalgin, 2018; Ozkut &
Kaya, 2012; Oztiirk, Zayimoglu-Oztiirk, & Kaya, 2016) was that the 2006 ECTEC was poor on practicum.

According to teacher candidates who referred to the ECTEC with the metaphors of “dusty chest,
bottle with a hole at the bottom, empty box” (Uysal et al., 2016), the courses and course content in the
curriculum were insufficient, and the educational methods were unsuitable (Sahin et al., 2013).
According to lecturers, the courses in the 2006 curriculum were generally appropriate, albeit some not
superior to their alternatives in the 1997 curriculum, and the capacity of the new curriculum to improve
teacher candidates’ affective characteristics was low (Dereobali & Unver, 2009). The 2006 curriculum
also had deficiencies in imparting effective teaching (Akdag & Haser, 2010) and curriculum
implementation (Tan-Sisman, 2017) skills in underprivileged (Aggil-Yalgin & Yalgin, 2018) schools with
broad cultural differences.
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Turkey's quantitative and qualitative ECE indicators were also thought to take role in the 2018
reforms. Although schooling rate in ECE is expected to be above 60.00 % for 2010 based on per capita
income (World Bank [WB], 2013), 66.88% was only reached in the 2017-2018 school year for 5-year-olds
(MoNE, 2019). Turkey’s ECE schooling rate is the lowest among OECD countries (OECD, 2017). PISA
(MoNE, 2016a) and TIMSS (MoNE, 2016b) national reports show that students who undergo ECE have
different achievement levels than the international trend, thus implying that the quality of ECE in Turkey
is not at the expected level (TEDMEM, 2017).

Changes in educational curricula are inevitable to meet changing needs and expectations (Wiles &
Bondi, 1998). Curricula need to be evaluated as a complementary step of the curriculum development
process (Oliva & Gordon Il, 2005) and to see whether they have unexpected aspects (Demirel, 2017;
Yiksel & Saglam, 2012) and to make acceptance, change or termination decisions (Ornstein & Hunkins,
1998). Evaluation is a process that can be undertaken before, during and after curriculum
implementation and the key in the process is to ask right questions to right people (Oliva & Gordon I,
2005). As teacher education curricula are developed by a centralized body, when decisions regarding
curriculum implementation are made (Oliva & Gordon Il, 2005), program-related views and
recommendations of lecturers as the implementers may offer scientific data to decision makers
(Fitzpatrick, Sanders, & Worthen, 2004).

Turkey’s previous experiences have shown that the participation of teacher educators in the process
is essential for the sustenance of teacher education reforms (Grossman et al., 2007). Policy initiatives
that disregard stakeholder views have little chance of obtaining favorable outcomes (McLaughlin, 1991).
Whether curriculum-oriented or structural, or stemming from intrinsic or extrinsic motivation, policies
cannot be guaranteed to be implemented as they were planned (Hopkins & Levin, 2000). The
acceptance level of any change in education does not only depend on what the change itself is or how it
is presented, but also how it is perceived by the main stakeholders. Therefore, as innovations are
designed, besides the structural factors, the perceptions of end users should also be considered (Aksit,
2007). Also, regardless of the existing condition of teacher education curricula, they always have the
potential to be improved (Hyson, Tomlinson, & Morris, 2009).

This study therefore aims to examine the characteristics of the 2018 ECTEC and evaluate it with
regard to the views of its end users, lecturers.

Answers will be sought to the following questions:
1. What are the characteristics (compulsory and elective courses, number of class hours and credits,
courses which were removed, changed and added) of the 2018 ECTEC?

2. What are the views of lecturers regarding the 2018 ECTEC (strengths and weaknesses, courses in the
curriculum) and their recommendations for improvements?

The results are expected to guide future ECTEC evaluation and development studies, and contribute
to the development of evidence-based teacher education policies.

Method
Research Design

The present research is a qualitative study aiming to evaluate the 2018 ECTEC. Qualitative studies
reveal detailed information about the thoughts and reactions of people about the topic studied
(Creswell, 2003). In order to reveal perceptions and phenomena both realistically and holistically if it is
required, written documents about the research topic may be analyzed (Yildirm & Simsek, 2016). In the
present study, the 2018 ECTEC and the 2006 curriculum were first studied, then as end users of the
curriculum, views and recommendations of the lecturers about the 2018 ECTEC were collected.
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Study Group

The study group consisted of 21 volunteering lecturers, six of whom were males, from 14 public and
one private education faculties located in different regions of Turkey. The majority of them (62.00%)
were lecturers with PhD degrees, along with a professor and an associate professor. Lecturers had a
minimum of 1.5 and a maximum of 36.00 years professional experience, and the mean was 12.26 years.
Sixteen lecturers were specialists in ECE, four in curriculum and instruction and one in classroom
teaching. One of the lecturers in the study group had taken part in the updating of the 2018 ECTEC; one
had participated in a preparation workshop; 3 had submitted their views via their institutions; one had
done so individually; and 15 stated that their views had not been taken.

Data Collection

In the first stage of the study, data were collected by examining the 2006 and 2018 ECTEC and
informative documents. These analyses were supported in the second stage by gathering lecturer views
via the e-Written View Collection Form (e-WVCF) developed by the researchers. The draft form asked
the lecturers their views about the ECTEC (added-removed, compulsory-elective, theoretical-practical
courses, the distribution of courses by different fields, strengths and weaknesses of the curriculum) and
their recommendations. The draft form was finalized and turned into e-form after obtaining the views of
two experts from the fields of ECE, curriculum development and measurement and evaluation, and
completing a trial run with a lecturer. Following this, the views of lecturers teaching the ECTEC were
collected by sending the link for the e-WVCF to their institutional e-mail addresses.

Data Analysis

In the first stage of the study, the data obtained were subjected to descriptive analysis. In this kind of
analysis, data are summarized based on pre-specified themes and interpreted (Yildirnm & Simsek, 2016).
The themes considered here were compulsory and elective courses, the number of class hours and
credits, and removed, changed and added courses. The second stage involved content analysis on the
data obtained from the lecturers. In content analysis, similar data are gathered under certain concepts
and themes, and mass data are made more understandable (Kvale, 1996). The content analysis process
included a careful reading of a 5 371-word document on the views of lecturers, coding of concepts, and
building of themes based on code similarities and relationships.

There are several reliability criteria in qualitative research (Lincoln & Guba (1985) as cited in Teddlie
& Tashakkori, 2009). In the study, to improve credibility expert views were taken. Numerical data were
used to increase objectivity in data interpretation and make comparisons between themes and
categories. In addition, direct quotations were taken from participant responses to support the
comments made in the study and directly reflect participant perspectives. In addition, data were
diversified by using document analysis and collecting the views of lecturers. For transferability purposes,
details about the topic of the study and its context were presented.

Findings

This section presents findings obtained by descriptive analyses, followed by those obtained via
content analysis.

Findings about the Characteristics of the 2018 ECTEC

Descriptive analysis findings regarding the comparison of the general characteristics of the 2018 and
the 2006 ECTEC in relation to certain themes are presented in Figure 1 and Tables 1 to 4.

Figure 1, which summarizes the number of class hours and credits in the 2018 and 2006 ECTEC,
shows that the total number of courses increased to 59 in the 2018 curriculum. While the number of
compulsory courses dropped to 43, the number of elective courses rose to 16. Whereas the 2006 ECTEC
consisted of 48.00% PCK, 27.00% PK and 25.00% GK courses, these rates were 46.00%, 35.00% and
19.00%, respectively, in the 2018 curriculum. In the 2006 ECTEC, 72.57% of the total number of 175 class
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hours were theoretical, while in the 2018 ECTEC 90.54% of the total number of 148 class hours were
theoretical. Whereas in the 2018 ECTEC, PCK class hours dropped to 64 with no practicum hours and GK
class hours dropped to 28 (2 practicum hours), PK hours were raised to 56 (12 practicum hours). The
total number of local credits required for graduation was lowered to 141.

H Theoretical M Practice Total B Credits W ECTS Percentage

134 14 141 240
27 42

Elﬁ
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ECEUC
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Figure 1. Number of class hours and credits in the 2006 and 2018 ECTEC.

Table 1.
Courses from the 2006 ECTEC which were Removed in the 2018 ECTEC.

Area Course

PCK Human Anatomy and Physiology
Psychology
Material Development
Special Instructional Methods Il
Research Project |
Research Project Il
Early Childhood Development Il
Mother-Child Nutrition
Music Education Il

PK Special Instructional Methods |
School Experience

GK Computers I
Statistics
GK Elective

Table 1 shows that a total of 14 courses from the 2006 ECTEC, 9 of which are PCK courses, were not
included in the 2018 ECTEC. Those that were present in the 2006 ECTEC and were adapted to with
certain changes to the 2018 ECTEC are listed below in Table 2.

Table 2 shows that 31 courses from the 2006 curriculum were included in the 2018 ECTEC with
changes to their name, practice, theory or total class hours and semester. While 13 courses from the
2006 ECTEC featured in the 2018 ECTEC with the same name, 19 courses underwent a name change, 17
courses underwent a semester change, 9 courses underwent a reduction of total class hours, and 6
underwent an increase in their theoretical class of hours. The 2006 ECTEC courses Creativity and Its
Development, Parent Education and Effective Communication were turned into elective courses in the
2018 ECTEC with different names, and nine courses with practicum hours, such as Drama, only featured
in this new curriculum with no practicum hours.
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Table 2.
Courses from the 2006 ECTEC which were Adapted with Changes into the 2018 ECTEC.
2006 ECTEC 2018 ECTEC
Course Term T*/P** Course Term T/P
Introduction to ECE 1 3 Introduction to Early Childhood 1 3
(EC) Education
Turkish Language I: Written 1 2 Turkish Language | 1 3
Expression
Foreign Language | 1 3 Foreign Language | 1 2
Computers | 1 2/2  Computing Technologies 1 3
Introduction to Educational Science 1 3 Introduction to Education 1 2
Educational Philosophy 2 2 Educational Philosophy 1 2
Mother-Child Health and First Aid 2 3 Child Health and First Aid 1 2
Turkish Language Il: Oral Expression 2 2 Turkish Language Il 2 3
Foreign Language Il 2 3 Foreign Language I 2 2
Educational Psychology 2 3 Educational Psychology 2 2
Educational Sociology 3 2 Educational Sociology 2 2
EC Development | 3 3 EC Development 2 3
Turkish Educational History 4 2 Turkish Educational History 3 2
Scientific Research Methods 6 2 Research Methods in Education 3 2
Science Education 5 2/2 Early Science Education 3 3
Mathematics Education 4 3 Early Mathematics Education 3 3
Creativity and its Development 3 2/2  Early Childhood Creativity and
Creative Child Activities
Educational Principles and Methods 3 3 Educational Principles & Methods 4 2
Educational Technologies and 4 2/2 Educational Technologies 4 2
Materials Development
Community service practices 6 1/2 Community Service Practices 4 1/2
Effective Communication 6 3 Human Relations and
Communication
Music Education | 5 1/2 Early Music Education 4 3
Play Development in Children 3 2 EC Play Development and 4 3
Education
Physical Education and Play 5 2/2 EC Play Development and 4 3
Education
Drama 4 2/2 Drama in ECE 4 2
Children's Literature 4 2 EC Literature 6 2
Child Mental Health 4 3 Child Mental Health 7 3
Visual Arts Education 5 2/2 EC art Education 5 3
Classroom Management 5 2 Classroom Management 6 2
Measurement and Evaluation 6 3 Measurement and Evaluation in 5 2
Education
Counselling 7 3 Counselling in Schools 7 2
Special Education 6 2 Special Education and Inclusion 8 2

* Theoretical, ** Practical

In addition to the courses that were removed and changed, certain ones were added for the first
time to the 2018 ECTEC. These can be found in Table 3, and elective courses in Table 4. Table 3 shows
that 25 new courses, 16 of which were elective, were added to the 2018 ECTEC. New elective or
compulsory courses in PCK outnumbered those in the other areas. Table 2 and 3 also reveal that, in the
2018 ECTEC, an emphasis was made on “Early childhood” in PCK course titles, and “Education” in PK
course titles.
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Table 3.
New Courses in the 2018 ECTEC which were not Present in the 2006 ECTEC.
Area Course Semester
Infant Development and 2
Education
ECE Curricula 3
Knowing and Evaluating 5
Children
Learning Approaches in Early 5
Childhood
EC Environmental Education 6
PCK Character and Values Education 7
Adaptation to School and Early 7
Literacy Education
ECE Policies 8
Elective I, II, 11, IV, V, VI 3,4,5,6,7,8
PK Morality and Ethics in Education 6
Elective I, II, III, IV, V,VI 3,4,5,6,7,8
GK Elective I, I, IIl, IV, 2,4,5,6

According to Table 4, there is a total of 53 courses, 20 are in the PK area, 18 in the GK and 15 in the
PCK areas, in the elective course pool of the 2018 ECTEC. Of these two-hour elective courses, GK courses
have 3 credits while others have 4 credits. Although some courses such as Drama may have had similar
alternatives in the 2006 ECTEC, most elective courses are new ones.

Lecturer Views about the 2018 ECTEC

Findings concerning lecturer views about the 2018 ECTEC are presented in Tables 5 and 6, while the
findings regarding their recommendations are given in Table 7.

Table 5 shows that most (f=118) of the data regarding lecturer views (f=141) on the 2018 ECTEC
were gathered under weakness themes. While the lecturers thought that the strengths of the
curriculum were increased number of elective courses and their types (f=11), addition of contemporary
courses (f=9), having balance in the number of courses in different areas (f=8) and bringing standards to
ECT education (f=2), the weaknesses gathered under the themes of the general structure of the
curriculum (f=64), course contents (f=16), curriculum preparation style (f=8), uniformity in teacher
education (f=15) and lack of lecturers (f=15). The positive aspects of the curriculum are summarized
below in the views of lecturers (L) L4 and L7:

L4. The best aspect of the curriculum is the increase in the number and type of elective courses.

L7: Bringing certain standards will spark an increase in quality, particularly in universities with not
enough lecturers.

Lecturers believed that the 2018 ECTEC was not superior to the 2006 one regarding its general
structure (f=10) and that it was not capable of educating quality ECTs (f=15), and that these stemmed
from the low rate of practices (f=17) and the mismatch between course content and real needs (f=11).
Also, due to practices such as standardized elective courses (f=6) or the need to ask for the HEC's
permission to open new courses (f=5), they thought that the 2018 ECTEC had the potential to cause
uniformity in ECT education (f=15).

According to the lecturers, another disadvantage of the curriculum was that it was developed with a
bureaucratic understanding (f=4), without obtaining the views of field experts (f=4).
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Table 4.

Elective Courses in the 2018 ECTEC by PK, GK and PCK.

PK

GK

PCK

Open and Distance Learning

Child Psychology
Attention Deficit and
Hyperactivity Disorder
Educational Legislation

Educational Anthropology
History of Education
Drama in Education

Extracurricular Activities in
Education

Curriculum Development in
Education

Project Preparation in Education

Critical and Analytical Thinking
Inclusive Education

Comparative Education
Micro Instruction
Museum Education

Out of School Learning
Environments

Learning Difficulties
Personalized Instruction and
Adaptation

Sustainable Development and
Education

Adult Education and Lifelong
Learning

Addiction and Combating It

Nutrition and Health
History and Philosophy of
Science

Science and Research Ethics

Economics and
Entrepreneurship
Traditional Turkish Handcrafts

Human Rights and Democracy
Education

Human Relations and
Communication

Career Planning and
Development

Culture and Language

Media Literacy
Professional English

Art and Esthetics

Turkish Folk Dances
Turkish Sign Language
Turkish Cultural Geography

Turkish Music
Turkish Art History

Family Education and
Participation

Child and Media

Behavior Management in
Children

Mobility Development and
Education in Children

Social Skill Education in Children

Traditional Children's Games in
ECE

Language and Concept
Development in EC

Sensory Education in Early
Childhood (EC)

Rhythm, Dance and Orff
Education in EC

Creativity and Creative Child
Activity in EC

ECE in Different Countries
Education for Hospitalized
Children

Children at Risk and Education
Evaluation of In-Class Learning
Family and Children in Turkish
Culture

Lecturers 9, 8, 12 and 20 summarized the negative aspects of the curriculum as follows:

L9: Utopic courses. | wonder if they really asked the views of teachers working in the field.

L8: Bureaucratic model- we did it -you’ll buy it.

L12: The increase in the number of elective courses is good for presenting students with options but
there is a lack of lecturers who can offer these courses.

L20: Of course, change is good but it is essential in this process to accurately read needs. The new
curriculum is too local. Instead of courses such as Coding and Robotics or STEM education, we got
courses irrelevant to ECE such as Handcrafts or Turkish Music.

As shown in Table 6, the views of lecturers about the courses in the 2018 ECTEC were gathered

under five main themes.
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Table 5.
Lecturer Views about the Strengths and the Weaknesses of the 2018 ECTEC.
Views f
Strengths 23
The increase in the number and types of elective courses 11
Addition of contemporary courses 9
Balancing number of course in different areas 8
Bringing standards to the ECTEC 2
Balancing the number of courses in different semesters 2
Requiring that PCK courses are taught by field experts 1
Weaknesses 118
General structure of the curriculum 64
Not being better than the old curriculum 10
Not being suitable for educating quality ECTs 15
Involving little practicum 17
Offering certain courses in the wrong semester 8
Low ratio of PCK courses 8
Reduced number of class hours 6
Course contents 16
Course content not meeting needs 11
Courses being highly theoretical 3
Being a local, as opposed to global, curriculum 2
Uniform teacher education 15
Elective courses being standardized 6
Having to ask for HEC's permission to open new courses 5
Limiting the freedom to open new courses 3
Promoting uniform teacher education 1

Lecturer need 15

Lack of lecturers to teach certain new courses 4
Lack of lecturers to teach certain elective courses 7
Lack of lecturers to teach PCK courses 4
Curriculum preparation style 8
Not taking field experts’ opinions 4
Preparation of the curriculum with a bureaucratic understanding 4

Table 6 reveals that lecturer views about the courses in the 2018 ECTEC gathered under the themes:
elective courses, practicum courses, courses that were present in the 2006 ECTEC and were also
included in the 2018 ECTEC, those that were removed in the 2018 ECTEC, and those that were included
for the first time in the 2018 ECTEC. In the elective courses theme, lecturers thought that the increase in
the number of elective courses (f=12) and their types (f=3) was positive for the contents of the 2018
ECTEC, while some lecturers (f=7) noted that course content did not reflect needs. Regarding the
practicum theme, while lecturers thought that it was a positive development to allow students to take
elective courses any semester they wished (f=3), they also emphasized the lack of lecturers equipped to
teach some of the elective courses (f=6). Under the originality theme, the need to take permission from
the HEC to open new elective courses (f=4), not giving initiative to lecturers (f=4) and standardizing
elective courses (f=5) were mentioned as the limitations. On the other hand, L21 thought positively
about having to ask permission from the HEC for elective courses as it would ensure “sharing of
information between universities”.

The theme of practicum courses had no positive views and housed the highest number of negative
ones (f=39). The negativities that lecturers mentioned in this theme included the lack of practicum hours
(f=14), the removal of the School Experience course (f=15), the excessive demands of the MoNE (f=4)
and the resulting deficiency in PCK experts (f=4).
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Table 6.
Lecturer Views on the 2018 ECTEC Courses.

Views f (Positive)  F (Negative)

Elective courses

Contents

The increase in the number of elective courses 12

The increase in the variance of elective courses 3

Not basing the courses on needs 7
Implementation

Flexibility in taking the courses any semester 3

Lack of lecturers 6
Originality

The need to ask for the HEC’s permission to open new elective courses 1 4
Not giving initiative to lecturers
Standardization of elective courses 5
Practicum courses

Removal of the School Experience course 15
Lack of practicum hours for courses that require practical work 14
The excessive demands of the MoNE

Lack of PCK specialist lecturers

Delaying teaching practicum until the senior year

Courses that were present in the 2006 ECTEC and were also included in

the 2018 ECTEC

Contents

Necessary courses 8
Duration

The decrease in the number of class hours 3
The decrease in the number of practicum hours 2
Courses that became compulsory

Knowing and Evaluating Children 1

Educational Philosophy 1

Courses that became elective

Parent Education 4
Effective Communication 2
Courses that were present in the 2006 ECTEC but were removed from the

2018 ECTEC

Research Project I, Il 3
Human Anatomy and Physiology 2
School Experience

Special Instruction Methods |, Il

EC Development Il

Materials Development

New Courses in the 2018 curriculum
Morality and Ethics in Education
Character and Values Education

EC Environmental Education

ECE Curricula

Education of Hospitalized Children
Infant Development

ECE Policies

Total 45 99
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While they had positive views about the contents of courses which were present in both the 2006
and 2018 ECTEC (f=8), they did not think positively about Parent Education (f=4) course becoming an
elective one. Likewise, while they thought positively about the removal of the courses Research Project |
and Il (f=3) in the 2018 ECTEC, they criticized the removal of certain courses, most notably School
Experience (f=9).

Some lecturers had positive thoughts about the up-to-date nature of the courses included for the
first time in the 2018 ECTEC (f=5) such as Morality and Ethics in Education (f=5), Character and Values
Education (f=2) and EC Environmental Education (f=3). However, there were others who believed that
courses such as Morality and Ethics in Education (f=3) were overrated.

While L12’s views reflect the positive aspects of the curriculum, those of L5, L4 and L11 reflect the
negative aspects:

L12: More elective courses and the opportunity to take them any semester will give flexibility to
students and allow us to direct them towards their interests...

L5: ... skill and practice-based courses have been ripped off. ... Internship opportunities have
particularly been shrunk.

L4: Lack of practicum hours in courses such as drama, music or play is a huge loss for students.

L11: I see the requirement to apply to the HEC to open new PCK-related elective courses as a blow to
the academic freedom of universities and lecturers.

Lecturers’ recommendations for improving the 2018 ECTEC are given in Table 7.

Table 7.

Lecturer Recommendations about the 2018 ECTEC.

Recommendations f
Practical Work 39
School practices should be increased 14
Practicum hours are needed 11
School Experience should be a freshman year course 8
Teaching practice should start in the junior year 3
School practices should increase towards the senior year 3
There should be professional practice areas in universities 1
Courses 13
Courses and their contents should be up-to-date 4
Lecturers should be given more independence 7
Universities should be able to design their own elective courses 2
Curriculum development process 15
The country needs a teacher education philosophy 2
All stakeholders should participate in curriculum development 7
Curriculum development should be based on scientific criteria 3
The curriculum should be redesigned 3
Lecturers 3
PCK specialist lecturers should be trained 1
Lecturer quality should be considered 1
Lecturers should know curriculum content well 1

Table 7 shows that lecturer recommendations were gathered under the themes practical work
(f=39), courses (f=13), curriculum development process (f=15) and lecturers (f=3). In the practical work
theme, lecturers mostly recommended increasing school practice (f=14) and adding practicum hours for
courses that need them (f=11); while in the courses theme they recommended more freedom for
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lecturers when suggesting course and developing course content (f=7); and in the curriculum
development process theme they recommended ensuring the participation of all stakeholders (f=7) and
taking scientific criteria as their basis (f=3). Lecturer L11, L13 and L19’s recommendations are
noteworthy:

L11: The curriculum should be renewed...by a comprehensive group including professionals in
curriculum development by considering scientific education criteria.

L13:...medicine education and teacher education are similar in that both are practical sciences. If this
model is right for doctor education, why isn’t it used when educating teachers?

L19: Observation courses should start in early years, teaching practice courses should start as of year
3, and the 4th year should be mainly internship.

Discussion, Conclusion and Implications
Discussion

With the updated ECTEC, the number of courses increased. The number of compulsory courses was
decreased, and that of elective courses was increased threefold to make its ratio in the curriculum rise
to 27.00%. While credits in the 2018 ECTEC decreased in PCK and GK, they rose by in PK. It seems that
the 2018 ECTEC at least partially supports Kiigikahmet’s (2007) view that the ECTEC should be PK and
GK intensive. While the number of courses decreased in the PCK and GK, it rose in PK. In the 2018
curriculum, the changes regarding course hours mostly aimed to support the PK, while the changes in
course contents mostly aimed to support PCK (HEC, 2018).

Even though lecturers have some positive views about the 2018 ECTEC, criticisms far outweigh these.
While lecturers saw the increased number and type of elective courses, the addition of up-to-date
courses and the balancing of courses across GK, PCK and PK areas as the strengths of the curriculum,
they also thought that the curriculum was generally not better than the old one, and therefore not fit
for quality ECT education. Lecturers viewed the improper semester of certain courses and the low ratio
of PCK courses, reduced course and practicum hours as the weaknesses of the curriculum. Some
lecturers stated that the balanced number of courses across different areas was the strength of the new
curriculum. This balance clearly enabled a common knowledge base, which is the basis of teacher
education (Long & Riegele, 2002). According to Yildirrm (2011), teacher education curricula that
integrate PCK and PK have more chances of educating higher quality teachers.

The PCK and PK emphasis in the updated curriculum is thought to be valuable for preventing ECTs
from being seen as child-minders (Boyd, 2013; Zembat, 2012) and for increasing professionalism in
teaching (TEDMEM, 2016). However, the 2018 curriculum seems to have regressed to the most harshly
criticized element of the 1997 curriculum, namely fixed (HEC, 2006) or uniform curriculum (Ustiiner,
2004), by eliminating the flexibility of selecting 25.00% of the courses given to education faculties by the
2006 ECTEC. Even though the HEC (2018) contends that the common elective course pool was created
to eliminate disorder, the fixed curriculum understanding is furthered by the allowance of a maximum
of six courses in PCK and PK areas with the approval of the HEC. Lecturers also voiced similar opinions.
Some lecturers think that the ECTEC was developed with a bureaucratic understanding without inviting
expert opinions; lecturer freedom to open courses was banished by standardizing elective courses; and
this would lead to uniformity in teacher education. It seems that the 2018 ECTEC renewal will fuel
criticisms toward the bureaucratic approach (Feiman-Nemser, 2001; Doganay et al., 2015) and the
centralized one-size-fits-all model (Kavak, et al., 2007) with which initial teacher education curricula are
developed, and it will serve to continue the yearning for education faculties that are capable of create
their own teacher education model (TEDMEM, 2017; Yildirim, 2013). On the other hand, it should be
noted that there are also lecturers who believe that curricula created by the HEC have the advantage of
bringing standards to universities.
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The local credits needed to become an ECT were lowered, but the ECTS credits were not changed.
The reason for the HEC (2018) to decrease the total number of credits is to align with the Bologna
process, and to also enable teacher candidates to participate in extracurricular social and cultural
activities and more easily attend school practice. However, this does not look possible with the reduced
course hours because senior year teacher candidates in Turkey do not put enough emphasis on school
practice as they need to prepare for the comprehensive Public Personnel Selection Exam (PPSE) held
annually for becoming a teacher (Eraslan, 2009).

Findings from the document analysis show that the number and type by area of elective courses
increased. According to the lecturers, this was one of the strongest positive aspects of the 2018 ECTEC.
The five previous elective courses, one in GK and four in PCK, were raised in number and distributed
more evenly across different areas in the new curriculum (6 PCK, 6 PK and 4 GK). While the 2006 ECTEC
had left the identification of elective courses to individual education faculties, the 2018 ECTEC witnessed
the formation of an elective course pool in order to fix the chaos caused by hundreds of different
elective courses in different faculties (HEC, 2018). It was stated that the aim was to make the best use of
lecturers and physical amenities in faculties and also to prevent elective courses from turning into
“compulsory elective” courses. However, lecturer criticisms about the elective courses being identified
by the HEC, the limitation on the number of courses in PCK and PK that they can suggest with the
approval of the HEC and the lack of lecturers for certain elective courses show that there is a risk of not
being able to offer needs based elective courses.

Teacher education curricula are affected by ideologies (Spodek, 1974) and paradigms (Yildirim,
2011). Courses such as Educational Legislation, Human Rights and Democracy Education, Sustainable
Development and Education, Media Literacy and those such as Turkish Folk Dances and Families and
Children in Turkish Culture offer clues about the determining ideology or paradigm in forming the
elective course pool. In relation to these, the HEC (2018) stated that when developing the 2018
curriculum, they never lost sight of the need for teachers who have internalized national, spiritual and
universal values. The emphasis in the 2023 Education Vision (MoNE, 2018) on equipping future
generations with the national culture via education may be said to be related with these preferences.

The 2018 ECTEC also includes courses that resemble those in the 2006 ECTEC. For example, the
compulsory 2006 course Parent Education becoming an elective course in 2018 with the title Family
Education and Involvement was not seen as a positive development by lecturers. Recent work by
Lindberg (2018) has shown that teacher candidates graduate with knowledge deficiencies about family
involvement and that all candidates need to take this course. As it is now an elective course, not all ECT
candidates will receive family education, and it seems that their deficiencies in “School, Family and
Society Relationships”, one of the Turkish ECT competencies, (MoNE, 2008) will continue.

According to document analysis results, while the total course hours were decreased as compared to
the 2006 ECTEC, theoretical course hours increased and practical course hours decreased by 71.00%. Of
the total course hours on the curriculum, 91.00% are allocated to theoretical courses. While 88.00% of
the 14 practicum hours in the 2018 curriculum belong to the PK area, all 22 practicum hours in 2006 in
the PCK area have been cancelled. As can be seen, the total class hours and practicum hours were
significantly reduced in the 2018 ECTEC, while the number of theoretical course hours increased. In
addition, while the course hours in PCK and GK areas decreased, those in the PK area increased. Lecturer
criticisms about the decrease in the total course hours and practical courses and the highly theoretical
course content parallel these findings. While some lecturers thought that course distribution by area
was appropriate, an equal number of lecturers believed that PCK courses were not enough.

Darling-Hammond (2006) equates educating teachers with curricula that do not have theoretical
bases to “training doctors in the techniques of surgery without giving them a thorough knowledge of
anatomy and physiology” (p.4). As the practice-based 1997 curricula did not offer solid theoretical bases
(Ustliner, 2004), the 2006 curricula aimed to establish theory-practice balance (Oztiirk, 2008). The
reasons for the failure to have theory-practice balance include the inability of lecturers to update
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themselves (Lobman et al., 2005) and the inadequate PCK and PK background of some lecturers in the
teacher education programs. Altan (2017) likens this situation to the assignment of an orthopedist
lecturer in the urology department of a faculty of medicine. Studies on the 2006 curriculum revealed
that practical work was limited and it could be increased by a strong cooperation between schools and
faculties (Akdag & Haser, 2010; Aras & Sozen, 2012; Bilylikgdze-Kavas & Bugay, 2009; Ozder et al., 2013;
Sahin et al., 2013); however, with the 2018 ECTEC, the balance between theory and practice was once
again disturbed in favor of theory, as was the case in the 90s (Yildirim, 2011). In this case, “educating
and developing teachers with practical work” (HEC, 2018, p.8) does not seem possible at a favorable
level.

In the European higher education area, as a requirement of alignment with the Bologna process,
initial teacher education curricula were renewed and common core curricula were drawn (HEC, 2018).
Therefore, the opening of PK and GK courses to all departments as common courses is a positive
development for the efficient use of human resources and physical infrastructure in education faculties.
However, Dereobali and Unver (2009) note that there is a risk of course content not being adapted to
the field of ECE as the courses are taught by lecturers from other fields.

It is noteworthy that the courses removed from the previous curriculum were mostly in the PCK
area. For instance, the decision to remove the course Mother-Child Nutrition, which used to focus on
equipping young children with healthy food consumption habits and on preparing balanced menus for
children, does not reflect research findings that one in every six children is either overweight or obese
(OECD, 2017) and that the problems of being slightly heavy or thin have become more common among
children aged 0-5 years (Turkish Ministry of Health, 2014).

The removal of Music Education Il also contradicts with the research results that suggest enlarging
the scope of the music education course and adapting it to ECE (Ozkut & Kaya, 2012). On the other
hand, the removal of Human Anatomy and Physiology overlaps with lecturer views and findings of a
previous curriculum evaluation study (Sahin et al., 2013).

The removal of the School Experience course is perhaps the most noticeable and most commonly
criticized change in the 2018 ECTEC. The reduction of the School Experience course from the 1997
ECTEC, where it was taught in semesters 2, 6 and 7 (HEC, 1998), to a one-off course in the 2006
curriculum in semester 5 (HEC, 2006), and then its complete removal in the 2018 curriculum suggests
that the school practice debate will re-emerge. The decision to remove this course which enabled
teacher candidates to observe work environments and know the profession (Akdemir, 2013) contradicts
with research results that the School Experience classes increased teacher candidates’ awareness of the
teaching profession (Ekinci & Tican-Basaran, 2015) and that the 2006 ECTEC should have changed the
semesters and continued with these three classes without decreasing their number (Akdag & Haser,
2010). HEC (2018) states that the contents of School Experience were incorporated into the Teaching
Practice course, and that offering Teaching Practice 1 and 2 in two semesters means increased practical
courses. However, while this decision which was a result of the effort to establish a core curriculum
brought an advantage to education departments which offered School Experience and an additional
Teaching Practice course, it became a disadvantage for ECE which offered School Experience as well as
Teaching Practice I and II.

Some lecturers believed that the removal of the courses Research Project | and Il from the 2018
ECTEC was a positive development. According to studies evaluating the 2006 ECTEC, the course was not
found effective due to its implementation, the lack of a pre-requisite course (Ozder et al., 2013) and the
failure of senior year teacher candidates to show enough interest in the course due to the PPSE (Eraslan,
2008). This will probably refuel the criticism that the 1997 ECTEC “overlooks” the issue of the
researching teacher education required by the 21st century (Mustan, 2002). It was also overlooked that
nearly 20.00% of the teacher education curricula in Finland known with its PISA success included
research methods courses (Vaillant & Manso, 2013) and that the European Commission (2000)
recommended quality teacher education curricula to also include research education. As the addition of
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research courses was seen as one of the main strengths of the 2006 ECTEC (Oztiirk, 2008) and the 2018
ECTEC aimed to educate researching teachers (HEC, 2018) and researching children through ECE (MoNE,
2013), removing Research Project | and Il seems to be a backward step. There is a need for teachers who
prepare students for the 21st century (Schleicher, 2012). In order to do this, curricula must educate
innovative and researching teachers as opposed to civil servants simply carrying out a given curriculum
(Achiron, 2012).

Some lecturers thought that a weakness of the 2018 ECTEC was the lack of lecturers well-equipped
to teach certain courses in the curriculum. Similar criticisms were voiced in other studies as well (Altan,
2017; Dereobali & Unver, 2009). In the ECT education programs, the number of students per lecturer
was too high and differences existed between curricula (Abazaoglu, Yildirnm & Yildizhan, 2016). In
addition, the latest school practice regulations by the MoNE require that each lecturer has a maximum
of 8 practice students and that each student gets observed at least four times, which exacerbated the
need for lecturers. Therefore, there is the risk that the already shrunk school practices in the 2018
ECTEC will be affected even more negatively.

While 31 courses from the 2006 ECTEC were transferred to the 2018 ECTEC with certain changes in
their title, practice, theory or total course hours and semesters, a total of 25 new courses were added,
of which 16 were elective. Lecturers thought that the courses transferred from the 2006 ECTEC were
necessary; however, they did not appreciate the fact that their course and practice hours were lower
and that some PCK courses had become elective. The cancellation of practicum hours in courses such as
Drama in ECE does not reflect the results of previous research that practical courses are the most
beneficial ones (Sahin et al., 2013) and that the curriculum renewal process needs to consider practicum
hours (Biiylikgdze-Kavas & Bugay, 2009; Darling-Hammond, 2006; Ozder et al., 2013; Ozkut & Kaya,
2012; Uysal et al., 2016). The HEC (2018) states that not having practicum hours does not mean that
there will be no practice; however, considering that the new curriculum also decreased theoretical
course hours, it seems unlikely that there will be time for practicum. This may bring back the lack of
practice problems experienced before the 1997 reforms.

The preference for “Early Childhood” in PCK course titles and “Education” in PK courses is a positive
change as these titles help the perception of these courses as belonging to ECE in the core curricula that
are common for all fields of education (Dereobali & Unver, 2009).

A small number of lecturers viewed the addition of up-to-date courses in the curriculum as
innovative regarding content, more lecturers argued that course content did not reflect needs and
contents of courses such as Infant Development and Early Childhood Development were similar. The
same is true for the Evaluation of In-Class Learning and Evaluation and Measurement in Education
courses, which did not have pre-requisites. The existence of courses with similar content means that the
criticism of overlapping content in the 2006 ECTEC (Dereobali & Unver, 2009) will continue for the new
one as well.

While courses on Professional Ethics were suggested for the 2006 ECTEC, the course entitled
Morality and Ethics in Education was added to the 2018 ECTEC as a compulsory PK course. It may be
stated that the addition of this course in the new curriculum facilitated the education of ethical, role
model teachers with internalized professional values and ideals despite the social, cultural and ethical
problems of recent years (HEC, 2018) and thus enabled the professionalism mentioned in the Green
Paper on Teacher Education in Europe (European Commission, 2000).

The expanded scope of the Informatics Technologies course is a positive development for equipping
teacher candidates with 21st century skills (P21, 2019) and Turkish General Teacher Competencies
(MoNE, 2017). However, course content being limited to equipping teacher candidates, but not children,
with Information Communication Technologies (ICT) skills despite the heightened interest in imparting
ICT skills in ECE curricula (OECD, 2017), is an important deficiency for the new curriculum.
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Child development and learning depends on their culture and environment (National Association for
the Education of Yougn Children [NAEYC], 2009). Student differences also affect teachers’ self-
sufficiency perceptions and work satisfaction (OECD, 2016). Therefore, the inclusion of courses on
special education and cultural differences in the 2018 ECTEC is an innovative aspect. However, limiting
the education of children with cultural differences only to the elective course of Inclusive Education will
likely cause the continuation of criticisms regarding the knowledge deficiencies of teachers in cultural
differences (Akdag & Haser, 2010; Lobman et al., 2005) especially regarding the Syrian children living in
Turkey.

Lecturers made several recommendations for the improvement of the 2018 ECTEC. Increasing school
practice and assigning practicum hours to necessary courses were among the most audibly voiced
suggestions. They stated that, similar to the 1997 ECTEC, teacher candidates should take a school
experience course in their freshman year in order to get to know the profession, and that teaching
practice should increase starting from semesters 6 and 7 towards the final year. Some lecturers even
suggested that this final year should be fully devoted to practicum. They also believed that universities
and lecturers should be given the freedom to suggest courses and identify course content, and that the
curriculum renewal process should include all stakeholders. Indeed, some lecturers suggested that the
curriculum be redesigned. Doganay et al. (2015) also showed similar weaknesses in the 2006 ECTEC.

Lecturers were of the opinion that Turkey needs a teacher education philosophy. Altan (2017) also
argues that an educational model needs to be determined for the country and teacher education should
fit within this model. Although there is no one-size-fits-all model agreed upon in teacher education
(Cochran-Smith, 2000; Yildirnm, 2011), it may be possible to decide on teacher education standards in
line with an educational philosophy so that the teacher education system may rely on scientific criteria
(Lobman & Ryan, 2007).

Conclusion

The study concluded that, ECTEC was developed with a bureaucratic understanding without
following the curriculum development principles. A comprehensive needs assessment study with the
participation of all stakeholders couldn’t be undertaken to identify specific needs. Increased number
and type of elective courses, the addition of up-to-date courses and the balancing of courses across GK,
PCK and PK areas are the strengths of the new curriculum. On the other hand, uniformity and limited
number of practical courses and practicum hours are the weaknesses. Next ECTEC should be developed
in line with the principles of curriculum development.

Implications

Future ECTEC development processes are recommended to follow the principles of curriculum
development. To this end, effective participation of all parties in the ECTEC development process should
be ensured, and a comprehensive needs assessment study should be undertaken to identify courses and
their content. The approach to be adopted in the development of initial teacher education curricula
should be “working with, not for, education faculties”.

Secondly, the links between theory and practice should be strengthened. In order to do this,
practical courses and practicum hours should be added to the ECTEC. School practice can be increased
by re-introducing the School Practice course, which was part of the 2006 ECTEC, in semesters 2 and 5 in
order to help ECT candidates get to know the profession, and in semesters 6, 7 and 8 so as to reinforce
theoretical information with practice and also to increase the candidates’ professional readiness.

In order to educate innovative researcher teachers, the curriculum needs the Research Project
course where students can experience the scientific process. Naturally, lecturers should be provided a
sustainable support throughout the implementation.
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The standard curriculum approach needs to be more flexible to allow the exploration of effective
teacher education models. For this to be realized, education faculties need to be able to identify the
contents of teacher education curricula.

Furthermore, teacher education curriculum renewal should adopt a balanced change policy with
small but steady steps instead of big changes over large chunks of time. Considering that initial teacher
education curricula in Turkey become renewed every 10 years on average, the year 2028 should not be
the goal for the next set of renewals. The country’s teacher education philosophy should first be
defined, and any initial teacher education curriculum built in line with this philosophy should be open to
renewal independently from other initial teacher education curricula.

Study group consisted of 21 lecturers even though the initial target was to reach all 358 lecturers
working with ECTEC across Turkey, lecturer views based upon their first impressions and use of the e-
WVCF as the only data collection instrument from lecturers were the limitations of the study. Therefore,
the study may be replicated in the 2021-2022 school year, when the first graduates of the new
curriculum will emerge, with a bigger number of lecturers, studying teacher candidates and graduates
who experience the process, and with more detailed data collection methods, such as interviews.
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Turkish Version

Girig

Toplumun demografik yapisindaki degisimler (Pianta, Barnett, Burchinal & Thornburg, 2009),
cocugun gelisimi ve 6grenmesi ile ilgili yeni bilimsel ¢calismalar ve erken donemdeki 6grenmelerin bireyin
dgrenme, sosyal ve ekonomik basarisina olumlu etkileri okul &ncesi egitim (OOE) ve okul &ncesi
dgretmenlerinden beklentileri arttirmistir (Barnett, 2003, Ekonomik Kalkinma ve isbirligi Orgiitii [OECD],
2011; Shonkoff & Phillips, 2000). Okul 6ncesi 6gretmenlerinin niteligi egitimi ve yetistirilmesi ile iliskili
olup (OECD, 2006), OOE’nin pedagojik kalitesini, o da ¢ocugun kazanimlarini etkilemektedir (OECD,
2005). OOE alaninda en az dért yil baslangic egitimi alan dgretmenler ile daha iyi egitim sonuglari elde
edilmektedir (Barnett 2003; Bowman, Donovan, & Burns, 2001; Elliot, 2006; Howes, 1997; Whitebook,
2003). lyi bir baslangi¢ egitimi almis OOE 6gretmenleri cocuklarla iliskilerinde daha olumlu (Dwyer, Chait
& Mckee, 2000; Howes, James & Ritchie, 2003; Sommer, Samuelsson, & Hundeide, 2010) ve gelisimlerini
destekleyici ortamlar sunabilen 6gretmenlerdir (Goe, 2007).

Ancak, mevcut okul Oncesi ©gretmenlerinin nitelikleri ile onlardan beklenenler arasinda
uyumsuzluklar bulunmaktadir (Pianta et al., 2009). Bunun temel nedenlerinden ikisi; 6gretmen
yetistirme programlarinin giiniin ihtiyaglarina uygun olmamasi (Bowman et al., 2001; Lobman, Ryan, &
McLaughlin, 2005) ve okul &ncesi 6gretmeni (000) yetistirme programlarinin gesitliligidir (Ackerman,
2004). Diunya genelinde baslangic egitimi bakimindan okul 6ncesi 6gretmenleri arasinda biylk
farkhhklar s6z konusudur, hatta, kimi Glkelerde temel egitim 6gretmenleri arasinda en az egitim alan
gruptur (Early et al., 2007).

Tiirkiye’de 000 yetistiren ana kurum egitim fakiilteleridir ancak égretmen ihtiyacina bagli olarak
2012 dncesinde “ikinci 6gretim” ve “uzaktan egitim” gibi alternatif yollarla 000 yetistirilmistir (Eurydice,
2019). Darling-Hammond’a (2006) gore, “dibi delik kovaya su dokmek” (p. 12) gibi olan alternatif yollarla
O6gretmen yetistirme Turkiye’de de elestiri konusu olmustur (Doganay et al., 2015; Erdem, 2015; Saylan,
2013).

Nitelikli 6gretmen yetistirme sistemlerinin en 6nemli 6zelligi nitelikli baslangi¢ egitimi programlaridir
(Cochran-Smith & Zeichner, 2005; Darling-Hammond, 2000; Darling-Hammond & Bransford, 2005;
Ozcan, 2012). Bu nedenle, 8gretmen yetistirme sistemlerine yapilan elestiriler daha ¢ok programlara
yoneliktir ve bu elestiriler 6gretmen yetistirme reformlarinin temelini olusturmaktadir (Yildirim, 2011).

Tiirkiye’de 000 Yetistirmede Kilometre Taslari

Dariilmuallimat (Kiz Ogretmen Okulu) binyesinde 1913-1914 &gretim yilinda agilan Ana Muallime
Sinifi gliniimiiz anlayisindan uzak olsa da 6zel bir alan olarak OO0 yetistiriimesinde baslangi¢ kabul
edilmektedir (Giiler & Oztiirk, 2003). 1739 Sayili Milli Egitim Temel Kanunu ile égretmenlik mesleginin
genel kiltdr, alan egitimi (AE) ve pedagojik formasyon egitimi gerektiren 6zel uzmanlik meslegi olarak
tanimlanmasi okul dncesi 6gretmenliginin mesleklesmesi anlaminda 6nemli bir kilometre tasidir. 80'li
yillardan bu yana da 6gretmen yetistiren kurumlarin yeniden yapilandirilmasina yonelik reformlar
gerceklestirmektedir (Atay-Turhan, Koc, Isiksal & Isiksal, 2009). 1982’de 6gretmen yetistirme gorevinin
tiniversitelere devredilmesiyle 1992’ye kadar 6n lisans (ISCED 5) (Gursimsek, Kaptan & Erkan, 1997),
1992’den bu yana egitim fakiiltelerinde lisans (ISCED 6) diizeyinde OO0 vyetistiriimektedir ki bu durum
Tiirkiye’nin OOE’deki giiclii yanlarindan birisidir (Kavak, Aydin, & Akbaba-Altun, 2007; OECD, 2017).

Universitelere devrinden sonraki 15 yillk dénemde &gretmen yetistirme programlari, dersler
arasinda mantiksal iliski olmadigi, uygulamalarin ihmal edildigi, alan egitimi derslerinin ve se¢meli
derslerin kit oldugu, okul uygulamalarinda tutarsizliklar oldugu ve bunlarin 6gretmen niteliginde
farkliliklara yol actigi yéniinde elestirilmislerdir (Yiksek Ogretim Kurulu [YOK], 1998). Bu sorunlarin
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giderilmesi ve temel egitim sisteminin 6gretmen ihtiyacini karsilamak amaciyla 1997’de 6gretmen
egitiminde kokli reformlar gergeklestirilmistir. Bu slregte bir yandan egitim fakilteleri yeniden
yapilandirilirken, diger yandan 6gretmen yetistirme programlari glincellenmistir (Grossman, Onkol &
Sands, 2007). 1997 reformunda okul éncesi 6gretmenligi lisans programi (OOOLP) resmi olarak kabul
edilen 16 6gretmen yetistirme programindan birisidir. Yeni diizenleme ile tiim egitim fakdlteleri “gakili
program” olarak bilinen standart bir program takip etmeye baslamis, Meslek Bilgisi (MB) derslerinin
sayisi ve uygulama siiresi ile okul uygulamalar arttirilmistir. Ulkenin egitim seviyesini arttirma aracinin
temel egitim olduguna dair geleneksel alginin bir sonucu olarak 1997 reformunda ilkokul 6gretmeni
yetistirmeye o6ncelik verilmis (Simsek & Yildinm, 2001), 000 vyetistiriimesine &6zel bir vurgu
yapilmamistir.

Standart 6gretmen yetistirme programi anlayisinin egitim fakiltelerine esneklik tanimamasi, okul
uygulamalarinin  verimsizligi, genel kiltir (GK) boyutunun ihmal edilmesi, fakiilte-liniversite
esgldumsiizligu, nitelikli 6gretim elemani yetersizligi gibi aksakliklar (Kavcar, 2002) 1997 programlarinin
2006’da giincellenmesini gerektirmistir. OOOLP Tirkiye’nin Avrupa Birligi (AB)'ne iiyelik amaci
dogrultusunda oncelikle glincellenen programlardan birisidir. MB ve GK derslerinin az olmasi, tniversite-
toplum isbirligi ve bilimsel arastirma deneyimlerinin sinirli olmasi OOOLP’nin giincellenmesinde rol alan
icsel etkenlerken, 2006’da OOE programinin giincellenmesi ve 6gretmenlik meslegi genel yeterliklerinin
belirlenmesi digsal etkenlerdir (Atay-Turhan et al., 2009).

2006 reformuyla “kendisine soyleneni yapan teknisyen Ogretmen yerine problem ¢ozen ve
dgrenmeyi dgreten 6gretmenleri yetistirmek hedeflenmistir” (YOK, 2006, p.4). Siurecte AB iilkeleri
ogretmen yetistirme programlari ile paralelligin saglanmasi da goz o6ninde bulundurulmustur.
Fakiltelere %25.00 oraninda derslerini belirleme yetkisi verilerek ¢akili program esnetilmistir. 1997
00O0LP’de 51 olan ders sayisi 57’ye, toplam kredi 146’dan 152’ye cikarilirken, derslerin alanlara gére
dagilimi dengelenmeye c¢ahsilmistir. Bilimsel Arastirma Yontemleri, Arastirma Projesi dersleri,
ilkdgretime Hazirlik ve ilkégretim Programlari ve Topluma Hizmet Uygulamalari derslerinin eklenmesi
2006 OOOLP’nin 6nemli yenilikleridir (YOK, 2006). Fakat derslerin alanlara gére dagilimini ve diger baz
ozelliklerini uygun bulmayan Kigcikahmet’'e (2007) gore 2006 6gretmen yetistirme lisans programlari
“bu isten anlayanlar icin sofraya konmus bir tabak bozuk yemek” (p.217) gibidir.

2018 Reformunun Gerekgeleri

2017’de Ogretmenlik Meslegi Genel Yeterliklerinin Avrupa Yiiksekégretim Alani Yeterlikler Cercevesi
dogrultusunda gilincellenmesi (Milli Egitim Bakanligi [MEB], 2017) ve Avrupa Komisyonunun ayni alanda
egitim veren lisans programlari igin ¢ekirdek programlarin olusturulmasi ve programlarda en az %25.00
oraninda se¢meli derslere yer verilmesine yonelik dnerileri 2018 reformunu baslatan etkenlerdir (YOK,
2018). Bunlarin disinda, 2006 OOOLP iizerine yapilan arastirma sonuglari da itici gii¢ olusturmustur.
Uluslararasi karsilastirmali calismalar (Aras & Sézen, 2012; Aykag, 2018) Tiirkiye 6rnekleminde yapilan
kapsamli ¢alismalar (Haktanir, Daglioglu & Giiler, 2010) ve OOOLP &grencilerini (Dereobali & Unver,
2009; Ozder, Konedrali & Sabancigil, 2013; Sahin, Kartal & imamoglu, 2013; Uysal, Ozen-Altinkaynak,
Taskin, Akman & Dinger, 2016) ve okul 6ncesi 8gretmenlerini (Aggiil-Yalgin & Yalgin, 2018; Ozkut & Kaya,
2012; Oztiirk, Zayimoglu-Oztiirk & Kaya, 2016) kapsayan kiigiik 6rneklemli arastirmalarin ortak elestirisi;
2006 OOOLP’nin uygulama fakiri olmasidir.

000LP’yi “tozlu sandik, dibi delik sise, ici bos kutu” metaforlari ile tanimlayan 000 adayi grencilere
gore (Uysal et al., 2016), programda yer alan dersler ve icerikleri yetersiz, uygun 6gretim yontemleri
kullanilmamaktadir (Sahin et al., 2013). Ogretim elemanlarina gére 2006 programindaki dersler genel
olarak uygun fakat yine de bazi dersler 1997 programindaki alternatifinden daha iyi degil ve programin
dgretmen adaylarinin duyussal dzelliklerini gelistirme kapasitesi diisiiktiir (Dereobali & Unver, 2009).
imkanlari sinirh (Aggiil-Yalgin & Yalgin, 2018), kiiltiirel farkhiliklarin fazla oldugu okullarda dgretmenlik
(Akdag & Haser, 2010) ve egitim programini etkin bir sekilde uygulayabilme (Tan-Sisman, 2017)
becerilerinin kazandirilmasinda da 2006 programinin eksiklikleri bulunmaktadir.
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Tirkiye’nin nicel ve nitel OOE gostergelerinin de 2018 reformunda rol aldigi diisiiniilmektedir. Kisi
basina gelir oranina gére OOE’de okullulasma oraninin 2010’da %60.00"in {izerinde olmasi beklenirken
(Dlinya Bankasi [WB], 2013) 2017-2018 egitim 6gretim yilinda bes yas grubunda %66.88’e ulasilabilmistir
(MEB, 2019). Tiirkiye erken gocukluk egitimi (ECE) okullulasma orani en disik OECD ulkesidir (OECD,
2017). Ayrica, PISA (MEB, 2016a) ve TIMSS (MEB, 2016b) ulusal raporlari OOE alan &grencilerin basari
diizeyinin uluslararasi egilimden farkli oldugunu, OOFE’nin niteliginin istenilen diizeyde olmadigini
gostermektedir (TEDMEM, 2017).

Degisen ihtiya¢ ve beklentiler dogrultusunda egitim programlarinin da degisimi kaginilmazdir (Wiles
& Bondi, 1998). Program gelistirme siirecinin tamamlayici bir pargasi olarak (Oliva & Gordon Il, 2005)
beklenmedik yanlarinin olup olmadigini belirlemek (Demirel, 2017; Yiksel & Saglam, 2012) ve kabul,
degisiklik ya da sonlandirma karari verebilmek (Ornstein & Hunkins, 1998) igin egitim programlarinin
degerlendirilmesi gerekmektedir. Degerlendirme, programin uygulanma 6ncesi, esnasi ve sonrasinda
gerceklestirilebilen bir islemdir ve bu islemde isin sirri dogru kisilere dogru sorulari sormaktir (Oliva &
Gordon 1, 2005). Ogretmen yetistirme programlarinin merkezi bir yap! tarafindan gelistirildigi goz
o6niinde bulunduruldugunda, programin nasil uygulanacagina dair kararlarda (Oliva & Gordon II, 2005),
uygulayicilar olarak 6gretim elemanlarinin goriis ve Onerileri karar vericilere bilimsel veriler sunacaktir
(Fitzpatrick, Sanders & Worthen, 2004).

Tarkiye’nin onceki deneyimleri 6gretmen egitimi reformlarinin sirdurilebilirligi i¢in 6gretmen
egitimcilerinin stirece katilimlarinin 6nemli oldugunu géstermistir (Grossman et al., 2007). Paydaslarin
goruslerini almayan politika girisimlerinin istenilen sonuglara ulasma sansi disiiktiir (McLaughlin, 1991).
Politikalar ister programlara yonelik ister yapisal olsun, ister i¢ ister dis motivasyon kaynakh olsun
planlandiklari sekilde uygulamaya gececeklerinin garantisi yoktur (Hopkins & Levin, 2000). Egitim
alanindaki bir degisikligin kabul gérme dizeyi sadece degisikliklerin ne olduguna ve nasil sunulduguna
degil, ana paydaslar tarafindan nasil algilandigina da baglidir. Bu nedenle yenilikler kurgulanirken nihai
kullanicilarin algilari da g6z 6ninde bulundurulmahdir (Aksit, 2007). Ayrica, O6gretmen yetistirme
programlarinin mevcut durumu nasil olursa olsun her zaman iyilestirilme potansiyelleri bulunmaktadir
(Hyson, Tomlinson, & Morris, 2009).

Bu nedenlerle bu arastirma 2018 OOOLP’'nin &zelliklerini incelemeyi ve nihai uygulayicilar olarak
dgretim elemanlarinin gériisleri dogrultusunda OOOLP’yi degerlendirmeyi amaclamaktadir.

Bu amag dogrultusunda su sorulara cevap aranmistir.

1. 2018 OOOLP’'nin &zellikleri (zorunlu ve seg¢meli dersler, ders saati ve kredi sayilari, kaldirilan,
degistirilen ve eklenen dersler) nelerdir?

2. Ogretim elemanlarinin 2018 OOOLP (giiclii ve zayif yanlari, programda yer alan dersler) hakkindaki
gorusleri ve iyilestiriimesine yonelik onerileri nelerdir?
Calismanin sonuglarinin bundan sonra yapilacak olan OOOLP’yi degerlendirme ve gelistirme
calismalarina 1sik tutmasi ve kanita dayali 68retmen yetistirme politikalari gelistirmeye katki saglamasi
beklenmektedir.

Yontem

2018 OOOLPyi degerlendirmeyi amaclayan bu calisma nitel bir arastirmadir. Nitel arastirmalar,
cahisilan konu hakkinda insanlarin dislinceleri ve tepkileri ile ilgili detayl bilgilerin ortaya cikarldig
arastirmalardir (Creswell, 2003). Algilarin ve olaylarin gergek¢i ve bitincil bir bigimde ortaya
konulabilmesi icin gerekirse, dokiimanlar da incelenebilir (Yildirnm & Simsek, 2016). Bu dogrultuda;
arastirmada dnce 2018 ve 2006 OOOLP programi dokiimanlari incelenmis, ardindan uygulayicilar olarak
dgretim elemanlarinin 2018 OOOLP’ye iliskin gériis ve énerileri alinmistir.
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Calisma Grubu

GCalisma grubunu 14°G devlet Universitesine, biri 6zel lniversiteye bagh egitim fakiltesinden, altisi
erkek 21 gondlli 6gretim elamani olusturmustur. Cogunlugu (%62.00) Dr. Ogr. Uyesi olan calisma
grubunda birer profesor ve dogent bulunmaktadir. En az 1.50, en ¢ok 36.00, ortalama 12,26 yillik mesleki
deneyimi olan &gretim elemanlarinin 16’si OOE, dérdii egitim programlari ve dgretim, birisi de sinif
egitimi alaninda uzmandir. Calisma grubundaki 6gretim elemanlarinin birisi 2018 OOOLP’nin
giincellenme siirecine, birisi bir hazirlik galistayina katilmis, 3'G kurumu araciligi ile birisi bireysel olarak
goruslerini bildirirken, 15’i géruslerinin alinmadigini belirtmistir.

Veri Toplama Araglari ve Verilerin toplanmasi

Aragtirmanin ilk asamasinda 2006 ve 2018 OOOLP’ler ve agiklama dokiimanlari incelenerek veriler
toplanmustir. ikinci asamada, arastirmacilar tarafindan gelistirilen e-Yazili Gériig Alma Formu (e-YGAF) ile
dgretim elemanlarinin gériisleri alinmistir. Taslak formda &gretim elamanlarina OOOLP ile ilgili
distnceleri (dersler, derslerin alanlara gére dagilimi, programin giiclii ve zayif yanlari) ve 6nerileri ile
ilgili acik uclu sorulara yer verilmistir. OOE, program gelistirme ve dlgme degerlendirme alanlarindan
ikiser uzmanin goérusleri ve bir 6gretim elemani ile yapilan 6n uygulama sonuglarina gore taslak forma
son bicimi verilerek e-forma donistirilmistir. e-YGAF nin bulundugu link 2018-2019 akademik yilinda
Tirkiye’de egitim fakiiltelerinde bulunan 74 OOOLP’lerde gorevli 358 6gretim elemanin kurumsal e-
posta adresine génderilmistir.

Verilerin Analizi

Arastirmanin ilk asamasinda elde edilen veriler betimsel analize tabi tutulmustur. Betimsel analizde
veriler 6nceden belirlenen temalara gore 6zetlenir ve yorumlanir (Yildirnm & Simsek, 2016). Betimsel
analizde, zorunlu ve se¢meli dersler, ders saati ve kredi sayilari, kaldirilan, degistirilen ve eklenen dersler
temalari temel alinmistir. ikinci asamada 6gretim elemanlarindan elde edilen veriler icerik analizine tabi
tutularak daha anlasilir hale getirilmistir (Kvale, 1996). Bu kapsamda, 6gretim elemanlarinin gorislerini
kapsayan toplam 5371 sozciikten olusan dokiiman incelenerek kavramlar kodlanmis, sonra kodlarin
benzerlik ve iliskilerine dayanarak temalar olusturulmustur.

Nitel arastirmalarda gesitli glivenilirlik kistaslari bulunmaktadir (Lincoln & Guba (1985); akt. Teddlie &
Tashakkori, 2009). Calismada inanilirhg giglendirmek icin uzman gérisine basvurulmustur. Sayisal
degerler sunularak verilerin yorumlanmasinda nesnelligi arttirma ve tema ve kategoriler arasinda
karsilastirmalar yapma imkani saglanmistir. Yorumlari desteklemek ve katilimcilarin bakis acilarini
dogrudan yansitabilmek amaciyla katihmcilarin cevaplarindan dogrudan alintilara yer verilmistir. Ek
olarak, dokiiman incelemesi ve 6gretim elemanlarindan gorls alinarak veri gesitlemesi saglanmigstir.
Aktarilabilirlik igin arastirmanin konusu ve gergeklestirildigi baglam ile ilgili ayrintilar sunulmaya
calisiimistir.

Bulgular
Bu bolimde 6nce betimsel analiz, sonra icerik analizi ile elde edilen bulgular sunulmustur.
2018 OOOLP’nin Ozelliklerine Dair Bulgular

2018 OOOLP nin genel 6zelliklerinin belirli temalar ekseninde 2006 OOOLP ile karsilastirmali olarak
incelendigi betimsel analiz bulgulari Grafik 1 ve Tablo 1-4’te verilmistir. 2018 ve 2006 OOOLP’lerdeki
ders saatleri ve kredi sayilarini 6zetleyen Grafik 1’e gore 2018 programinda toplam ders sayisi 59’a
cikmistir. Zorunlu ders sayisi 43’e diiserken, segmeli ders sayisi 16’ya yiikselmistir. 2006 OOOLP %48.00
AE, %27.00 MB ve %25.00 GK derslerinden olusurken, 2018 programinda bu oranlar sirasiyla %46.00,
%35.00 ve %19.00°dir. 2006 OOOLP’de toplam 175 ders saatinin %72.57’si, 2018 OOOLP’de toplam 148
ders saatinin %90.54’(i kuramsaldir. 2018 OOOLP’de AE ders saati hi¢ uygulama saati olmayacak sekilde
64’e, GK ders saati 28’e (2’si uygulama) diiserken, MB ders saati 56’ya (12’si uygulama) c¢ikmistir.
Mezuniyet i¢in tamamlanmasi gereken toplam yerel kredi 141’e dismistir.
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Grafik 1. 2006 ve 2018 OOOLP’lerde alanlara gore ders saatleri ve kredi sayilari.

Tablo 1.
2006 OOOLP’de Olup 2018 OOOLP’de Kaldirilan Dersler.

Alan Ders Adi

AE insan Anatomisi ve Fizyolojisi
Psikoloji
Materyal Gelistirme
Ozel Ogretim Yéntemleri |l
Arastirma Projesi |
Arastirma Projesi Il
Erken Cocukluk Déneminde(ECD’de) Gelisim Il
Anne Cocuk Beslenmesi
Muzik Egitimi Il

MB Ozel Ogretim Yontemleri |
Okul Deneyimi

GK Bilgisayar Il
istatistik
GK Se¢meli

Tablo 1’e gére 2006 OOOLP’de bulunan dokuzu AE dersi toplam 14 ders 2018 OOOLP’de yer
almamistir. 2006 OOOLP’de olup bazi degisikliklerle 2018 OOOLP’de de yer alan dersler Tablo 2’de
listelenmistir. Tablo 2’de 2006 programinda yer alan 31 dersin isim, uygulama, teori veya toplam ders
saati ve dénemi bakimindan degisikliklerle 2018 OOOLP’de yer aldigi goériilmektedir. 2006 OOOLP’de yer
alan 13 ders ayni isimle 2018 OOOLP’de yer alirken, 19 dersin ismi, 17 dersin dénemi degismis, 9 dersin
toplam ders saati azalirken, alti dersin teorik ders saati artmistir. 2006 OOOLP’de Yaraticilik ve
Gelistirilmesi, Anne Baba Egitimi ve Etkili iletisim dersleri 2018 OOOLP’de farkli isimlerle segmeli derse
donistiralirken, Drama gibi uygulama saatleri olan dokuz ders uygulama saatleri olmaksizin yer
almustir.

Kaldirilan ve degisiklik yapilan derslerin yani sira 2018 OOOLP’de ilk kez programa alinan dersler
Tablo 3’te secmeli dersler ise Tablo 4’te verilmistir. Tablo 3 2018 OOOLP’de 16’si segmeli toplam 25 yeni
ders eklendigini gostermektedir. AE alanina eklenen segmeli veya zorunlu ders sayisi diger alanlara gore
daha fazladir.

Tablo 2 ve 3’te 2018 OOOLP’de AE ders isimlerinde “Erken Cocukluk”, MB ders isimlerinde “Egitim”
vurgusu yapildigi gorilmektedir.
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Tablo 2.
2006 Programinda Olup 2018 Programinda Degisikliklerle Yer Alan Dersler.
2006 000LP 2018 000LP
Dersin Adi Dénem T /U™ Dersin Adi Déne T/U
m
OOF’ye Giris 1 3 ECE’ye Giris 1 3
Tarkge I: Yazili Anlatim 1 2 Tark Dili | 1 3
Yabanci Dil | 1 3 Yabanci Dil | 1 2
Bilgisayar | 1 2/2  Bilisim Teknolojileri 1 3
Egitim Bilimine Giris 1 3 Egitime Girig 1 2
Egitim Felsefesi 2 2 Egitim Felsefesi 1 2
Anne Cocuk Saghgi ve ilkyardim 2 3 Cocuk Saghgi ve ilkyardim 1 2
Tirkge Il: S6zIG Anlatim 2 2 Tirk Dili Il 2 3
Yabanci Dil Il 2 3 Yabanci Dil Il 2 2
Egitim Psikolojisi 2 3 Egitim Psikolojisi 2 2
Egitim Sosyolojisi 3 2 Egitim Sosyolojisi 2 2
ECD’de Geligim | 3 3 ECD’de Geligim 2 3
Tirk Egitim Tarihi 4 2 Tirk Egitim Tarihi 3 2
Bilimsel Arastirma Yontemleri 6 2 Egitimde Arastirma Yontemleri 3 2
Fen Egitimi 5 2/2  EC’de Fen Egitimi 3 3
Matematik Egitimi 4 3 EC’de Matematik Egitimi 3 3
Yaraticilik ve Gelistirilmesi 3 2/2  EC’de Yaraticilik ve Yaratici 2-8 2
Cocuk Etkinlikleri
Ogretim ilke ve Yontemleri 3 3 Ogretim ilke ve Yéntemleri 4 2
Ogretim Teknolojileri ve Materyal 4 2/2  Ogretim Teknolojileri 4 2
Tasarimi
Topluma Hizmet Uygulamalari 6 1/2  Topluma Hizmet Uygulamalari 4 1/2
Etkili iletisim 6 3 insan iliskileri ve iletisim 4 2,46
Miizik Egitimi | 5 1/2  EQ’de Miizik Egitimi 4 3
Cocukta Oyun Geligimi 3 2 EC’de Oyun Gelisimi ve Egitimi 4 3
Beden Egitimi ve Oyun Ogretimi 5 2/2
Drama 4 2/2 ECE’de Drama 4 2
Cocuk Edebiyati 4 2 ECD Edebiyati 6 2
Cocuk Ruh Sagligi 4 3 Cocuk Ruh Sagligi 7 3
Gorsel Sanatlar Egitimi 5 2/2  EC’de Sanat Egitimi 5 3
Sinif Yonetimi 5 2 Sinif Yonetimi 6 2
Olgme ve Degerlendirme 6 3 Egitimde Olgme ve 5 2
Degerlendirme
Rehberlik 7 3 Okullarda Rehberlik 7 2
Ozel Egitim 6 2 Ozel Egitim ve Kaynastirma 8 2

*Teorik, **Uygulamali

Tablo 4’e gére 2018 OOOLP’de se¢meli ders havuzunda 20 MB, 18 GK ve 15 AE alanlarinda toplam 53
secmeli ders yer almaktadir. Tamami ikiser saat olan segmeli derslerden GK dersleri Ug, digerleri dérder
kredidir. Egitimde Drama gibi 2006 OOOLP’de benzerleri olanlar olsa da secmeli derslerin cogunlugu yeni
derslerdir.

Ogretim Elemanlarinin 2018 OOOLP Hakkindaki Goriisleri

Ogretim elemanlarinin 2018 OOOLP’ye ydnelik goriislerinden elde edilen bulgular Tablo 5 ve 6'da,
onerilerinden elde edilen bulgular Tablo 7'de sunulmustur.
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Tablo 3.

2006 0O0LP’de Olmayip 2018 OOOLP’deki Yeni Dersler.

Turd Ders adi

o
O:
=}
o
3

Bebeklik Doneminde Gelisim ve Egitim

OOE Programlari

Cocugu Tanima ve Degerlendirme
Erken Cocuklukta Ogrenme Yaklasimlari

ECD Cevre Egitimi

AE Karakter ve Deger Egitimi
Okula Uyum ve Erken Okuryazarlk Egitimi

ECE Politikalan

Segmeli I, I, 111, 1V, V, VI

00O NNOUL U1 WN

3,4,56,7,8

MB Egitimde Ahlak ve Etik 6

Segmeli I, II, III, IV, V,VI 3,4,5,6,7,8
GK Segcmeli I, II, II, 1V, 2,4,5,6
Tablo 4.

MB, GK ve AE Alanlarina Gére 2018 OOOLP’deki Se¢meli Dersler.

MB

GK

AE

Acik ve Uzaktan Ogrenme

Cocuk Psikolojisi

Dikkat Eksikligi ve Hiperaktivite
Bozuklugu

Egitim Hukuku

Egitim Antropolojisi
Egitim Tarihi
Egitimde Drama

Egitimde Program Disi Etkinlikler
Egitimde Program Gelistirme

Egitimde Proje Hazirlama

Elestirel ve Analitik Dusiinme
Kapsayici Egitim

Karsilastirmali Egitim
Mikro Ogretim

Muze Egitimi

Okul Disi Ogrenme Ortamlari
Ogrenme Giicligi

Ogretimi Bireysellestirme ve
Uyarlama

Sirdirilebilir Kalkinma ve Egitim
Yetiskin Egitimi ve Hayat Boyu
Ogrenme

Bagimhlik ve Bagimlilikla
Miicadele

Beslenme ve Saglik
Bilim Tarihi ve Felsefesi

Bilim ve Arastirma Etigi

Ekonomi ve Girisimcilik
Geleneksel Tirk El Sanatlar
insan Haklari ve Demokrasi
Egitimi

insan iliskileri ve iletisim
Kariyer Planlama ve
Gelistirme

Kaltir ve Dil

Medya Okuryazarhgi
Mesleki ingilizce

Sanat ve Estetik
Tirk Halk Oyunlari

Tirk Isaret Dili

Tirk Kaltir Cografyasi
Tiirk Musikisi

Turk Sanati Tarihi

Aile Egitimi ve Katihmi

Cocuk ve Medya
Cocukta Davranis Yonetimi

Cocukta Hareket Gelisimi ve
Egitimi

Cocukta Sosyal Beceri Egitimi
ECE’de Geleneksel Cocuk Oyunlari
EC’'de Dil ve Kavram Geligimi

EC’de Duyu Egitimi
EC’de Ritim, Dans ve Orff Egitimi

EC’de Yaraticilik ve Yaratici Cocuk
Etkinlikleri

Farkl Ulkelerde EGE

Hastanede Yatan Cocuklarin
Egitimi

Risk Altindaki Cocuklar ve Egitimi
Sinif ici Ogrenmelerin
Degerlendirilmesi

Tark Kaltarinde Aile ve Cocuk
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Tablo 5.
Ogretim Elemanlarinin 2018 OOOLP’nin Giiglii ve Zayif Yénlerine iliskin Gériisleri
Gorugsler f
Gugla yanlari 23
Se¢meli ders sayisinin ve g¢esidinin arttirilmasi 11
Guincel derslerin eklenmesi 9
Alanlara gore ders sayisinin dengelenmesi 8
000 yetistirme programina standart getirilmesi 2
Dénemlere gore ders sayisinin dengelenmesi 2
AE derslerini alan uzmanlarinin verme zorunlulugu getirilmesi 1
Zayif yanlar 118
Programin genel yapisi 64
Eski programdan daha iyi olmamasi 10
Nitelikli 000 yetistirmeye uygun olmamasi 15
Uygulamalara az yer verilmesi 17
Bazi derslerin donemlerinin uygun olmamasi 8
AE derslerinin oraninin distik olmasi 8
Ders saatlerinin azaltilmasi 6
Ders icerikleri 16
Ders igeriklerinin ihtiyaglara yonelik olmamasi 11
Derslerin kuramsal agirlikli olmasi 3
Kiresel degil, yerel bir program olmasi 2
Tek tip 6gretmen yetistirme 15
Se¢meli derslerin standart hale getirilmesi 6
Yeni ders agmak icin YOK’ten izin alinmasi 5
Ders agma 6zglrlGglinin sinirlandiriimasi 3
Tek tip 6gretmen yetistirmeye donik olmasi 1

Ogretim elemani ihtiyaci 15
Yeni bazi dersler igin yeterli 6gretim elemaninin olmamasi
Seg¢meli bazi dersler igin yeterli 6gretim elemaninin olmamasi
AE dersleri icin yeterli 6gretim elemaninin olmamasi
Programin hazirlanis bigimi

Alan uzmanlarinin gorislerinin alinmamasi

Blirokratik anlayisla hazirlanmasi

BP0 DI D

Tablo 5 &gretim elemanlarinin 2018 OOOLP’ye yénelik gérislerinden elde edilen verilerin (f=141)
gogunun (f=118) programin zayif yanlarina ydnelik temalar altinda toplandigini géstermektedir. Ogretim
elemanlarina gore se¢meli ders sayisinin ve gesidinin arttirilmasi (f=11), glincel derslerin eklenmesi (f=9),
alanlara gére ders sayisinin dengelenmesi (f=8) ve 000 yetistirmeye standart getirilmesi (f=2) programin
gicll yanlari iken, programin genel yapisi (f=64), ders icerikleri (f=16), programin hazirlanis bigimi (f=8),
tek tip 6gretmen yetistirme (f=15) ve Ogretim elemani yetersizligi (f=15) temalar altinda toplanan
zayifliklari bulunmaktadir. Ogretim elemani (OE) OE4 ve OE7’nin gérisleri programin olumlu yanlarini
O0zetlemektedir:

OE4. Se¢meli derslerin sayisinin ve gesidinin artmasi en olumlu yani programin.

OE7: Egitime belli bir standart getirmesi 6zellikle 6¢§retim elemant az olan (iniversitelerde belli bir
kalite artisi getirecektir.

Ogretim elemanlari 2018 programinin genel yapisi bakimindan 2006 programindan daha iyi
olmadigini (f=10) ve nitelikli 000 yetistirmeye uygun olmadigini (f=15), bunun uygulamalara az yer
verilmesi (f=17) ve ders igeriklerinin ihtiyaclara yonelik olmamasi (f=11) ile iliskili oldugunu
diisinmektedirler. Ayrica, secmeli derslerin standart hale getirilmesi (f=6), yeni dersler icin YOK’ten izin
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alinmasi (f=5) gibi uygulamalar nedeniyle 2018 OOOLP’nin 000 yetistirmede tek tiplesmeye neden olma
(f=15) potansiyeli bulundugunu diistinmektedirler.

Ogretim elemanlarina gére biirokratik bir anlayisla (f=4), alan uzmanlarinin gérisleri alinmadan (f=4)
gelistirilmis olmasi programin diger dezavantajidir.

Ogretim elemanlari OE 9, 8, 12 ve 20’nin gorisleri programin olumsuz yanlarini ézetlemektedir:

OEQ: Utopik dersler. Alanda ¢alisan 6G§retmenlerin gercekten ihtiyaglari sorulmus mu merak
ediyorum.

OES: Biirokratik model- biz yaptik -siz alin

OE12: Secmeli ders sayisinin artmasi 6grencilere secenek saglama agisindan basaril ancak bu dersleri
verebilecek 6gretim lyesi eksigi var.

OE20: Degdisime ihtiya¢ duymak elbette giizel ama dedisim siirecinde ihtiyaglari dogru okumak cok
6nemli. Yeni program fazla yerel. Kodlama ve Robotik, STEM editimi gibi dersler beklenirken El
Sanatlari, Tiirk Musikisi gibi OOE ile dogrudan ilgisi olmayan dersler bulunmaktadir.

Ogretim elemanlarinin 2018 OOOLP’deki derslere ydnelik goériisleri Tablo 6’da gériildigi lizere bes
ana tema altinda toplanmustir. Tablo 6’ya gére 6gretim elemanlarinin 2018 OOOLP’de yer alan dersler ile
ilgili gdrislerinin; secmeli, uygulama gerektiren, 2006 OOOLP’de olup 2018 OOOLP’de de yer alan,
almayan ve ilk kez 2018 OOOLP’de yer alan dersler temalari altinda toplandigi gériilmektedir. Ogretim
elemanlari segmeli dersler temasinda 2018 OOOLP’de igerik bakimindan segmeli ders sayisinin (f=12) ve
¢esidinin (f=3) artmasini olumlu karsilarken, bazi 6gretim elemanlar (f=7) ders igeriklerinin ihtiyaglara
dayandirilmadigini diisiinmektedir. Ogretim elemanlari uygulama temasi ile ilgili olarak secmeli derslerin
istenilen donem alinabilmesini (f=3) olumlu karsilarken, yeni bazi se¢cmeli dersler icin 6gretim elemani
yetersizligi (f=6) olduguna dikkat cekmektedirler. Yeni segcmeli dersler icin YOK’ten onay alinmasi (f=4)
O6gretim elemanlarina inisiyatif verilmemesi (f=4) ve se¢meli derslerin standart hale getirilmesi (f=5)
dzglnlik alt temasi altinda belirtilen sinirhliklardir. OE21 se¢meli dersler icin YOK’ten izin alinmasini
‘Universiteler arasi bilgi paylagimini saglamasi” agisindan olumlu bulmaktadir.

Uygulama dersleri temasi olumlu gorisiin olmadigi, olumsuz gorislerin en fazla oldugu temadir
(f=39). Uygulama saatlerinin olmamasi (f=14), Okul Deneyimi dersinin kaldiriimasi (f=15), MEB’in fazla
talepleri (f=4) nedeniyle 6gretmenlik uygulamalari icin AE uzmani yetersizligi (f=4) 6gretim elemanlarinin
uygulamalarla ilgili belirttikleri olumsuzluklardir.

2006 programinda olup 2018 programinda da yer verilen dersleri icerik bakimindan (f=8) olumlu
bulurlarken, Anne-Baba Egitimi (f=4) dersinin seg¢meli olmasini olumlu bulmamiglardir. 2018
programinda yer verilmeyen Arastirma Projesi | ve Il (f=3) derslerinin olmamasini olumlu karsilarken,
Okul Deneyimi (f=9) en fazla olmak lzere bazi derslerin olmamasini elestirmektedirler.

Ogretim elemanlarinin bazilari ilk kez 2018 programinda yer alan yeni bazi derslerin iceriklerinin
gincel olmasini (f=5) bu anlamda Egitimde Ahlak ve Etik (f=5), Karakter ve Deger Egitimi (f=2) ve ECD
Cevre Egitimi (f=3) gibi bazi derslerinin konulmasini olumlu karsilamistir. Ancak Egitimde Ahlak ve Etik
(f=3) gibi derslerin gereginden fazla abartildigini diisiinenler de bulunmaktadir. OE12’nin gérisleri
programin olumlu yanlarini, OE12, OE5, OE4, OE11’in goriisleri ise olumsuz yanlarini 6zetlemektedir:

OE12: Secmeli derslerin artmasi ve istenilen dénem alinabiliyor olmasi 6§rencilere esneklik saglar ve
ilgilerine yénlendirilmelerine yardim eder...

OE5: ... beceri ve uygulamaya yénelik dersler adeta tirpanlanmis. ... Bilhassa staj olanaklari iyice
daraltiimis.

OE4: Drama, miizik, oyun gibi derslerin uygulama saatlerinin olmamasi, 6grenciler agisindan biiyiik
bir kayip.

OE11: AE ile ilgili secmeli ders agmak icin YOK'e basvurmanin iiniversitelerin ve 6gretim elemanlarinin
akademik 6zgiirliigiine vurulmus bir darbe oldugunu diisiiniiyorum.
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Tablo 6.

Ogretim Elemanlarinin 2018 OOOLP’deki Derslere Yénelik Gériisleri.
Gorugsler f(Olumiu)  f(Olumsuz)
Se¢cmeli dersler
icerik
Segmeli ders sayisinin artmasi 12
Secgmeli ders gesitliliginin artmasi 3
ihtiyaclara dayandirilmamis olmasi 7
Uygulama
istenilen dénem alinabilmesi 3
Yeterli 6gretim elemaninin olmamasi 6
Ozgiinliik
Yeni se¢cmeli dersler igin YOK’ten onay alinmasi 1 4
Ogretim elemanlarina inisiyatif verilmemesi 4
Segmeli derslerin standartlastiriimasi 5
Uygulama dersleri
Okul Deneyimi dersinin kaldiriimasi 15
Uygulama gerektiren derslerin uygulama saatlerinin olmamasi 14
MEB’in fazla talepleri 4
AE uzmani 6gretim elemani yetersizligi 4
Ogretmenlik uygulamalarinin son sinifa birakiimasi 2
2006 programinda olup 2018 programinda da yer alan dersler
icerik
Olmasi gereken dersler 8
Sure
Ders saatlerinin azaltilmasi 3
Uygulama saatlerinin azaltiimasi 2
Zorunlu derse donustiirilen dersler
Cocugu tanima ve degerlendirme dersinin zorunlu olmasi 1
Egitim felsefesi dersinin zorunlu olmasi 1
Secmeli derse donugtiriilen dersler
Anne -Baba Egitimi 4
Etkili iletisim 2
2006 programinda olup 2018 programinda olmayan dersler
Arastirma Projesi |, Il 3
insan Anatomisi ve Fizyolojisi 2 1
Okul Deneyimi 9
Ozel Ogretim Yéntemleri | ve lI 3
ECD’de Gelisim Il 2
Materyal Gelistirme 1
ilk kez 2018 programinda yer alan dersler
Egitimde Ahlak ve Etik 5 3
Karakter ve Deger Egitimi 2 1
ECD Cevre Egitimi 3
OOE Programlari 1
Hastanede Yatan Cocuklar 1
Bebeklik Doneminde Gelisim 1
ECE Politikalar 1
Toplam 45 99
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Ogretim elemanlarinin 2018 OOOLP’nin iyilestiriimesine yonelik dnerileri Tablo 7'de ézetlenmistir.

Tablo 7.

Ogretim Elemanlarinin 2018 OOOLP’ye Yénelik Onerileri.

Oneriler f
Uygulamalar 39
Okul uygulamalari arttiriimali 14
Uygulama saatleri konulmali 11
Okul Deneyimi dersi birinci sinifta olmali 8
Ogretmenlik uygulamalari tiglincii sinifta baglatiimali 3
Okul uygulamalarinin yogunlugu son sinifa dogru artmal 3
Universitelerde mesleki uygulama alanlari olmali 1
Dersler 13
Dersler ve icerikleri gincel olmali 4
Ogretim elemanlarina daha fazla 6zgiirliik taninmali 7
Universiteler secmeli derslerini kendileri olusturabilmeli 2
Programin gelistirilme sireci 15
Ulkenin 6gretmen yetistirme felsefesi olmali 2
Program tim paydaslarin katilimi saglanmall 7
Program gelistirilirken bilimsel 6l¢ttler temel alinmali 3
Program yeniden gelistirilmeli 3
Ogretim elemanlari 3
AE uzmani 6gretim elemani yetistirilmeli 1
Ogretim elemani niteligi gdz éniinde bulundurulmali 1
Ogretim elemanlari programin igerigini iyi bilmeli 1

Tablo 7 6gretim elemanlarinin 6nerilerinin uygulamalar (f=39), dersler (f=13), programin gelistiriime
siireci (f=15) ve dgretim elemanlar (f=3) temalarinda toplandigi gériilmektedir. Ogretim elemanlar
uygulamalar temasinda yogunlukla okul uygulamalarinin arttiriilmasini (f=14) ve uygulama gerektiren
derslere uygulama saatlerinin konulmasini (f=11); dersler temasinda ders 6nerme ve icerigini
olusturmada 6gretim elemanlarina daha fazla 6zgirlik taninmasini (f=7); programin gelistirilme sireci
temasinda ilgili tim paydaslarin katihminin saglanmasini (f=7) ve bilimsel o6lgltlerin temel alinmasini
(f=3) 8nermislerdir. Ogretim elemani OE11, OE13 ve OE19’un 6nerileri dikkat gekicidir:

OE11: Egitim programi ve gelistirilmesi icin bu isin mutfaginda yar almasi gereken profesyonellerin
oldudu; ... tesekkiillii bir ¢alisma grubu yeniden bilimsel egitim élgiitleri gézetilerek programi
yenilemeli.

OE13: ...tip egitimi ile 6§retmenlik egitimi uygulamali bilim olmalari yéniiyle birbirine benzer. Doktor
yetistirirken bu model dogru ise 6gretmen yetistirirken neden kullanmiyorsunuz...

OE19: Gézlem derslerinin ilk yillara konmasi, 6§retmenlik uygulamasi derslerinin 3. siniftan baslamasi
ve dérdiincii sinifin staj yogunluklu gegmesi gerekmektedir.

Tartisma, Sonug ve Oneriler
Tartisma

Giincellenen OOOLP’de toplam ders sayisi artmistir. Zorunlu ders sayisi azaltilmis, segmeli derslerin
sayisi (¢ kat arttirilarak programdaki orani %27.00’a cikariimistir. 2018 OOOLP’de kredi orani AE ve GK
alaninda azalirken, MB alaninda artmistir. 2018 programinda Kiigiikahmet’in (2007) OOOLP’nin MB ve
GK agirhkli olmasi gerektigine yonelik gorisleri kismen desteklenmis gériinmektedir. Ders saatleri AE ve
GK alanlarinda azalirken, MB alaninda artmistir. 2018 programinda ders saatlerine yonelik yapilan
degisikliklerle daha ¢ok MB alani, ders igeriklerinde yapilan degisikliklerle daha ¢ok AE alani
giiclendirilmeye calisilmistir YOK (2018).
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Ogretim elemanlarinin 2018 OOOLP’ye yénelik olumlu gérisleri olsa da elestirileri cok daha fazladir.
Ogretim elemanlar se¢cmeli ders sayisi ve cesidinin arttirilmasini, giincel derslerin eklenmesini ve
alanlara gore ders sayisinin dengelenmesini programin gliglii yanlari olarak gérirken programin genel
yapisi itibariyla eski programdan daha iyi olmadigini, bu nedenle nitelikli 000 yetistirmeye uygun
olmadigini diisiinmektedirler. Ogretim elemanlari bu kapsamda bazi derslerin déneminin uygun
olmamasi ve AE derslerinin oraninin diisiik olmasini, ders saatlerinin azaltilmasini ve uygulamalara az yer
verilmesini programin zayif yanlari olarak gérmektedirler. Bazi 6gretim elemanlarina gore alanlara gore
ders sayilarinin dengelenmis olmasi yeni programin gigli yanidir. Bu denge ile 6gretmen egitimine
temel olusturan bilgi tabanlari ortakliginin (Long & Riegele, 2002) saglandigi gorilmektedir. Yildirnm’a
(2011) gore AE'nin MB ile butlnlestigi 6gretmen egitimi programlarinin daha nitelikli 6gretmenleri
yetistirme olasiliklari daha fazladir.

Guncellenen programin AE ve MB agirlikli olmasi okul dncesi 6gretmenlerinin ¢ocuk bakicisi olarak
gorilmelerine dair alginin (Boyd, 2013; Zembat, 2012) kirilmasi ve meslegin profesyonellesmesi
(TEDMEM, 2016) adina 6nemli gorilmektedir. Ancak 2018 programinda 2006 programindaki %25.00
oraninda ders belirleyebilme esnekligi kaldirilarak 1997 programin en cok elestirilen ¢akili program (YOK,
2006) veya tek tip program (Ustiiner, 2004) anlayisina geri doéniilmiis gériinmektedir. YOK (2018)
daginikliklari gidermek amaciyla ortak se¢meli ders havuzu olusturuldugunu belirtse de, AE ve MB
alanlarinda YOK onay ile en fazla alti ders acilabilmesi cakili program anlayisinin devami niteligindedir.
Ogretim elemanlari da benzeri gérisleri iletmislerdir. Bazi égretim elemanlari OO0 lisans programinin
alan uzmanlarinin goérusleri alinmadan, bilrokratik bir anlayisla hazirlandigini, segmeli dersler standart
hale getirilerek 6gretim elemanlarinin ders agma 6zglrliginin sinirlandirildigini ve bu durumun
o6gretmen egitiminde tek tiplesmeye neden olacagini distiinmektedirler. 2018 giincellemesi ile 6gretmen
yetistirme lisans programlarinin biirokratik anlayisla (Doganay et al., 2015; Feiman-Nemser, 2001) ve
merkezi sistem tarafindan gelistirilen tek model (Kavak, et al., 2007) olmasina yénelik elestiriler ve
kendine 6zgili 6gretmen yetistirme modelini olusturup, gelistirebilen egitim fakiltelerine duyulan 6zlem
(TEDMEM, 2017; Yildirim, 2013) devam edecek gibi gériinmektedir. Ote yandan programlarin YOK
tarafindan belirlenmesinin programlara standart getirdigini dlstinen 0Ogretim elemanlari da
bulunmaktadir.

000 olabilmek icin tamamlanmasi gereken vyerel kredi disurilmis ancak AKTS kredileri
degismemistir. YOK’tin (2018) toplam krediyi diisiirme amaclari Bolonya siirecine uyum saglanmasinin
yani sira, 6gretmen adaylarinin program disi sosyal ve kiltlrel etkinliklere katilimlarinin ve okul
uygulamalarina daha kolay gidebilmelerinin saglanmasidir. Ancak ders saatlerinin azaltilmasiyla bu
amaglarin gergeklesmesi pek mimkin géorinmemektedir ¢liinkl Tirkiye’de son sinif 6gretmen adaylari
o6gretmenlige giris icin yilda bir kez yapilan, kapsami oldukga genis Kamu Personeli Se¢me Sinavi (KPSS)
nedeniyle okul uygulamalarina gereken 6nemi verememektedirler (Eraslan, 2009).

Dokiiman analizinden elde edilen bulgular segmeli derslerin sayisinin ve alanlara gore cesitliligin
arttigini géstermektedir. Ogretim elemanlarina gére bu degisiklik 2018 programinin en gii¢lii yanlarindan
birisidir. Eski programda biri GK, dérdii AE alaninda olan bes segmeli dersin yeni programda sayica daha
fazla ve alanlara gore daha dengeli (6 AE, 6 MB ve 4 GK) dagitildig1 sdylenebilir. 2006 programinda
secmeli derslerin belirlenmesi egitim fakdiltelerine birakilirken 2018 programinda fakiltelerde yiizlerce
farkh seg¢meli ders agilmasindan kaynakh daginikhgr gidermek amaciyla seg¢meli ders havuzlari
olusturulmustur (YOK, 2018). Béylece bir yandan fakiiltelerin 6gretim elemani ve fiziki imkanlarindan en
iyi sekilde yararlanilmasi hedeflenirken diger yandan se¢meli derslerin “zorunlu se¢meli” derslere
déniismemesinin hedeflendigi belirtiimistir. Ancak &gretim elemanlarinin secmeli derslerin  YOK
tarafindan belirlenmis olmasi, GK alani hari¢ diger alanlar icin YOK izni ile simirh sayida ders
onerebilmeleri ve bazi se¢meli dersler icin yeterli 6gretim elemani olmadigina yoénelik elestirileri
ihtiyaglara uygun cesitlilikte segmeli derslerin sunulamama riski oldugunu gostermektedir.

Ogretmen yetistirme programlari belirli ideolojilerden (Spodek, 1974) ve paradigmalardan (Yildirim,
2011) etkilenmektedir. Egitim Hukuku, insan Haklari ve Demokrasi Egitimi, Strdirilebilir Kalkinma ve
Egitimi, Medya Okuryazarligi gibi dersler ile Tiirk Halk Oyunlari, Tiirk Kiltlirinde Aile ve Cocuk gibi
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dersler se¢meli ders havuzunun olusturulmasinda belirleyici olan ideoloji veya paradigma hakkinda
ipuclari vermektedir. Bu durum ile ilgili olarak, YOK (2018), 2018 programlari gelistirilirken milli, manevi
ve evrensel degerleri igsellestirmis 6gretmenlere ihtiyac duyuldugu gergeginin daima goéz Onlinde
bulunduruldugunu ifade etmistir. 2023 Egitim Vizyonundaki (MEB, 2018) egitim yoluyla milli kiiltirin
yeni nesillere kazandirilmasi vurgusunun da bu tercihlerle iliskili oldugu séylenebilir.

2018 00OOLP’de 2006 OOOLP’de de benzerleri olan dersler bulunmaktadir. 2006 programinda
zorunlu bir ders olan Anne-Baba Egitimi dersinin Aile Egitimi ve Katilimi adiyla 2018 OOOLP’de segmeli
derse dontsturilmesi ogretim elemanlari tarafindan olumlu karsilanmamistir. Lindberg (2018)
tarafindan yapilan ¢alisma 6gretmen adaylarinin aile katihmi konusunda bilgi eksiklikleri ile mezun
olduklarini ve tim 6gretmen adaylarinin bu dersi almasi gerektigini ortaya koymustur. Se¢meli bu ders
ile 000 adaylarinin tamaminin aile egitimi almalari miimkiin olmayacak ve okul dncesi 6gretmenligi 6zel
alan yeterlikleri arasinda bulunan “Okul, Aile ve Toplum iliskileri” yeterlik alanina (MEB, 2008) y6nelik
eksiklikleri devam edecek gibi goriinmektedir.

Dokliiman analizi sonuglarina gore, 2006 programina gore toplam ders saati azalirken, teorik ders
saati artmis, uygulama ders saati %71.00 azalmistir. Programda yer alan toplam ders saatinin %91.00’1
teorik derslere ayrilmistir. 2018 programinda yer alan 14 uygulama saatinin %88.00'1 MB alaninda yer
alirken 2006 programindaki AE’ye yonelik 22 uygulama ders saatinin tamami kaldirilmistir. 2018
programinda toplam ders saati ve uygulama ders saati sayisi bariz bir sekilde azalirken teorik ders saati
sayisi artmis, AE ve GK alanlarinda ders saatleri azalirken MB alaninda artmistir. Ogretim elemanlarinin
toplam ders saati, uygulama derslerinin azaltilmasi, ders iceriklerinin kuramsal agirlikli olmasina yonelik
elestirileri bu bulgular ile paralellik géstermektedir. Bazi 6gretim elemanlari derslerin alanlara gore
dagilimini uygun bulurken ayni oranda 6gretim elemani AE derslerinin az oldugunu disiinmektedir.

Darling-Hammond’a (2006) gore kuramsal temelleri olmayan programlarla 6gretmenlerin
yetistirilmesi “doktorlara saglam bir anatomi ve fizyoloji bilgisi verilmeden ameliyat tekniklerinin
Ogretilmesi” gibidir (p.4). Uygulama agirlikli 1997 programlari giicli teorik temeller sunamadigindan
(Ustiiner, 2004) 2006 programlarinda teori uygulama dengesi kurulmaya cahsilmistir (Oztiirk, 2008).
Kuram uygulama dengesinin kurulamama nedenleri 6gretim elemanlarinin kendilerini glincelleyememesi
(Lobman et al., 2005) ve 68retmen yetistirme lisans programlarindaki bazi 6gretim elemanlarinin AE ve
MB altyapilarinin yeterli olmamasidir. Altan (2017) bu durumu tip fakiltesinde droloji bélimiine
uzmanhgi ortopedi olan bir 6gretim elemaninin gérevlendirilmesine benzetmektedir. 2006 programi ile
ilgili yapilan ¢alismalar uygulamalarin sinirli oldugunu, arttirilmasi icin okul ve fakiilte arasinda giiglu bir
ishirliginin olmasi gerektigini ifade edegelmistir (Akdag & Haser, 2010; Aras & Sozen, 2012; Biylikgoze-
Kavas & Bugay, 2009; Ozder et al., 2013; Sahin et al., 2013) fakat, 2018 programi ile kuram uygulama
dengesi 90’h yillarda oldugu gibi (Yildirim, 2011) kuram lehine tekrar bozulmus gibi gérinmektedir. Bu
durumda, “Ogretmenin uygulama icinde yetistirilmesi ve gelistiriimesi” (YOK, 2018, p.8) istenilen
diizeyde mimkiin gérinmemektedir.

Avrupa yliksekégretim alaninda Bologna siirecine uyum calismalarinin geregi olarak 6gretmen
yetistirme lisans programlari giincellenmis ve ortak cekirdek programlar olusturulmustur (YOK, 2018). Bu
kapsamda MB, GK derslerinin program ayrimi yapilmadan ortak dersler olarak bitiin bolimlere agiimasi
egitim fakultelerinde insan kaynaklari ve fiziki alt yapinin verimli kullanilmasi agisindan olum bir
gelismedir. Fakat Dereobali ve Unver’e (2009) gére derslerin OOE alanindan olmayan &gretim elemanlari
tarafindan verilmesinin icerik ve uygulamalarin OOF’ye uyarlanamama riski tasimaktadir.

Onceki programdan 2018 programinda yer verilmeyen derslerin ¢cogunlugunun AE derslerinden
olmasi dikkat cekicidir. Bu kapsamda; erken yaslarda saglikli ve dengeli beslenme aliskanliklarinin
kazandirilmasi ve gocuklar icin menl hazirlama igerikli Anne Cocuk Beslenmesi dersinin kaldiriimasi,
diinya genelinde her alti ¢ocuktan birinin asiri kilolu veya obez oldugu (OECD, 2017), Turkiye genelinde
ise 0-5 yas cocuklarda hafif sismanlik ve zayifligin arttigini gésteren arastirma bulgular (Saglik Bakanhgi,
2014) ile 6rtismemektedir.
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Muizik Egitimi Il dersinin kaldirilmasi miizik egitimi dersinin kapsaminin genisletilmesini ve OOF’ye
yonelik uyarlanmasini &neren arastirma sonugclar (Ozkut & Kaya, 2012) ile értiismemektedir. Fakat,
insan Anatomisi ve Fizyolojisi dersinin kaldirilmis olmasi 6gretim elemanlarinin gérisleri ve dnceki
programi degerlendiren ¢alismanin (Sahin et al., 2013) bulgulari ile 6rtiismektedir.

Okul Deneyimi dersinin kaldirilmasi 2018 programinin en dikkat ceken farklihg ve o6gretim
elemanlarinin en fazla elestiri getirdikleri konudur. 1997 programlarinda 2., 6. ve 7. donemlerde yer alan
okul deneyimi dersinin (YOK, 1998), 2006 programinda 5. donemde tek derse indirilmesi (YOK, 2006),
2018 programindan ise tamamen kaldirilmasi okul uygulamalari ile ilgili tartismalari tekrar giindeme
getirecek gibi gdrinmektedir. Ogretmen adaylarina calisma ortamini gézlemleyerek meslegi tanima
firsatlari sunan (Akdemir, 2013) bu dersin kaldiriimasi, 6gretmen adaylarinin 6gretmenlik meslegine
yonelik farkindaliklarini attirdigini (Ekinci & Tican-Basaran, 2015) ve 2006 programinda sayisinin
azaltilmasi yerine donemleri degistirilerek devam etmesi gerektigini (Akdag & Haser, 2010) dile getiren
arastirmalarin sonuglari ile értiismemektedir. YOK (2018) Okul Deneyimi dersinin iceriginin Ogretmenlik
Uygulamasi dersi ile birlestirilerek bitiin programlarda Ogretmenlik Uygulamasi | ve Il olmak izere iki
doneme c¢ikarilarak uygulama derslerinin arttirildigi belirtilmektedir. Ancak c¢ekirdek programlar
olusturma gabasinin bir sonucu olan bu uygulama Okul Deneyimi ve bir Ogretmenlik Uygulamasi dersi
olan égretmenlik alanlari icin belirtilen avantaji saglarken Okul Deneyimi dersinin yani sira Ogretmenlik
Uygulamasi | ve Il dersi olan okul 6ncesi 6gretmenligi icin dezavantaj olusturmustur.

Arastirma Projesi | ve Il derslerinin 2018 programinda yer almamasi bazi 6gretim elemanlar
tarafindan olumlu karsilanmistir. 2006 programinin degerlendirildigi calismalara gére dersin verimli
bulunmama nedenleri; dersin uygulanisi ve 6n kosul dersler alinmadan dersin alinmasi (Ozder et al.,
2013) ve son sinifta 6gretmen adaylarinin KPSS’ye hazirlanabilmek icin derse gereken ilgiyi
gdsterememeleridir (Eraslan, 2008). Bu durum, 1997 OOOLP ile 21. yiizyilin gerektirdigi arastirmaci
Ogretmeni yetistirme konusunun “savsaklandigi” (Mustan, 2002) elestirilerini yeniden glindeme
getirecek gibi goriinmektedir. PISA basarisi bilinen Finlandiya’da 6gretmen yetistirme programlarinin
%20.00'Inin arastirma yontemleri derslerinden olustugu (Vaillant & Manso, 2013) ve Avrupa
Komisyonunun (2000) nitelikli 6gretmen egitimi programlarinin arastirma egitimini de kapsamasina
yonelik onerileri gdzden kagirilmistir. Arastirma derslerinin eklenmesi 2006 programinin en glgli
yanlarindan birisi olarak gérilirken (Oztiirk, 2008) ve 2018 OOOLP ile arastirmaci 6gretmenlerin
yetistirilmesi (YOK, 2018) ve OOF’de arastirmaci ¢ocuklar yetistiriimesi (MEB, 2013) hedeflenirken
Arastirma projesi | ve Il derslerinin kaldirilmasi geri bir adim olarak degerlendirilmektedir. Ogrencileri
21.yuzyila hazirlayan 6gretmenlere ihtiya¢ duyulmaktadir (Schleicher, 2012 ). Bunun igin ise 6gretim
programini hayata gecirmekle sorumlu memurlar yerine yenilik¢i ve arastirmaci 6gretmenler yetistiren
programlara ihtiya¢ duyulmaktadir (Achiron, 2012).

Bazi 6gretim elemanlarina gére 2018 OOOLP’nin zayif yanlarindan bir digeri; programda yer alan bazi
dersler icin yeterli sayida ve nitelikte O6gretim elemaninin olmamasidir. Benzeri elestiriler baska
calismalarda da dile getirilmistir (Altan, 2017; Dereobali & Unver, 2009). OOOLP’de &gretim elemani
basina disen 6grenci sayisi fazla ve programlar arasinda farkhhklar bulunmaktadir (Abazaoglu, Yildirrm &
Yildizhan, 2016). Ek olarak, okul uygulamalarinda MEB tarafindan en son yapilan diizenlemeler ile her
O0gretim elemaninin en fazla 8 uygulama 6grencisinin olmasi ve her bir uygulama 6grencisinin en az dort
kez izlenme zorunlulugu 6gretim elemani ihtiyacini daha da arttirmistir. Bu nedenle 2018 programinda
azalan okul uygulamalarinin niteliginin daha da olumsuz etkilenme potansiyeli bulunmaktadir.

2006 programinda yer alan 31 ders isim, uygulama, teori veya toplam ders saati ve donemi
bakimindan degisikliklerle 2018 programinda tekrar yer alirken, 16’si se¢meli olmak Uzere toplam 25
yeni ders eklenmistir. Ogretim elemanlari 2006 programindan aktarilan derslerin olmasi gereken dersler
oldugunu ancak ders ve uygulama saatlerinin azaltilmasini ve bazi AE derslerinin se¢meli derse
donistirilmesini olumlu karsilamamaktadirlar. Erken Cocukluk Egiminde Drama gibi uygulama
gerektiren derslerin uygulama saatlerinin kaldirilmis olmasi, uygulamali derslerin en yararli dersler
oldugu (Sahin et al., 2013) ve program giincellemelerinde derslerin uygulamalara yer verecek sekilde
diizenlenmesi gerektigini vurgulayan arastirmalarin (Buylkgoze-Kavas & Bugay, 2009; Darling-
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Hammond, 2006, Ozder et al.,, 2013; Ozkut & Kaya, 2012; Uysal et al., 2016) sonuglan ile
drtismemektedir. YOK (2018) uygulama saatlerinin olmamasinin uygulama yapilmayacagl anlamina
gelmeyecegini belirtmektedir ancak yeni programda derslerin kuramsal agirlikli ve ders saatlerinin de
azaltildig g6z 6ninde bulundurulursa uygulamalara yer verilmesi glic goériinmektedir. Bu durum 1997
reformlari 6ncesinde yasanan uygulama eksikligi sorunlarini geri getirebilir.

AE ders isimlerinde “Erken Cocukluk” MB derslerinde “Egitim” ifadelerinin tercih edilmesi tim
dgretmenlik programlar icin ortak olan cekirdek programlarda derslerin OOE alanina yonelik
algilanmasini ve uyarlanmasini kolaylastirmasi (Dereobali & Unver, 2009) bakimindan olumlu bir
degisikliktir.

Ogretim elemanlarinin birkagi, icerik bakimindan giincel derslerin programa eklenmesini programin
yenilikgi bir yani olarak goriirken ¢cogu 6gretim elamani, ders igeriklerinin ihtiyaglara yonelik olmadigini
ve Bebeklik Doneminde Gelisim, ECD’de Gelisim gibi bazi derslerin igeriklerinin benzer oldugunu
diisinmektedirler. Benzer bir durum Egitimde Olcme ve Degerlendirme ve Sinif ici Ogrenmelerin
Degerlendirilmesi dersleri icin de gecerli olup bu dersler igin 6n kosul da konulmamistir. icerikleri
drtiisen bu dersler, 2006 programina yapilan icerik binisikligi elestirilerinin (Dereobali & Unver, 2009)
yeni program i¢in de devam edecegini géstermektedir.

2006 programinda Mesleki Etik ile ilgili derslerin agilmasi 6nerilirken 2018 programinda Egitimde
Ahlak ve Etik dersi zorunlu MB dersi olarak programa konulmustur. Dersin programa konulmasi ile yeni
programin son yillarda yasanan sosyal, kiltiirel ve etik sorunlar nedeniyle, iyi ahlakli, mesleki deger ve
idealleri ictenlikle 6ziimsemis rol model 6gretmenlerin yetistirilmesi (YOK, 2018) ve bdylece Avrupa’da
Ogretmen Egitimi (izerine Yesil Belge [Green Paper on Teacher Education in Europe] dokiimaninda
(Avrupa Komisyonu, 2000) belirtilen profesyonellesmeyi saglayabilme kapasitesinin arttirildigi
soylenebilir.

Bilisim Teknolojileri dersi ile dersin kapsaminin genisletiimesi 6gretmen adaylarina 21. yuzyil
becerilerinin (P21, 2019) ve Ogretmenlik Meslegi Genel Yeterliklerinin (MEB, 2017) kazandiriimasi
acisindan olumlu bir gelismedir. Ancak, ECE programlarinda Bilgi iletisim Teknolojileri (BiT) becerilerinin
kazandirilmasina artan ilginin (OECD, 2017) aksine dersin kapsaminin yalnizca 6gretmen adaylarina
temel BIT becerilerinin kazandirilmasi ile sinirli tutulmasi ¢ocuklara BIiT becerilerinin kazandiriimasini
kapsamamasi yeni programin énemli bir eksikligidir.

Cocugun gelisim ve 6grenmesi geldigi klltire ve icinde bulundugu cevreye gore degismektedir
(National Association for the Education of Yougn Children [NAEYC], 2009). Ogrenci farkliliklar
O6gretmenin 0z yeterlik algisini ve is doyumunu da etkilemektedir (OECD, 2016). Bu anlamda, 2018
OOO0LP’'de &zel egitime ve kiiltirel farkhliklara ydnelik derslerin yer almasi 2018 OOOLP’nin yenilikgi
yanlarindan birisidir. Ancak kalttrel farkliliklari olan gocuklarin egitiminin Kapsayici Egitim dersi ile sinirli
tutulmasi, Tirkiye'deki Suriye’li gggmen ¢ocuklar géz 6niinde bulunduruldugunda 6gretmenlerin kiltirel
farkhhklar konusunda eksik yetistikleri elestirilerini (Akdag & Haser 2010; Lobman et al., 2005) devam
ettirme potansiyeli tasimaktadir.

Ogretim elemanlarinin 2018 OOOLP’nin iyilestirilmesine y&nelik 6nerileri bulunmaktadir. Okul
uygulamalarinin arttirilmasi ve uygulama gerektiren derslere uygulama saatlerinin eklenmesi 6gretim
elemanlarinin en giiglii énerileridir. Bu kapsamda 1997 OOOLP’de oldugu iizere dgretmen adaylarinin
meslegi tanimalari amaciyla birinci sinifta okul deneyimi dersinin olmasi gerektigini ve 6gretmenlik
uygulamalarinin 6-7. dénemlerden baslanarak son sinifa dogru uygulamalarin arttiriimasi gerektigini
disiinmektedirler. Hatta bazi 6gretim elemanlari son sinifin tamamen uygulamalara ayrilmasini
onermektedirler. Ders 6nerme ve ders iceriklerini belirlemede Universitelere ve 6gretim elemanlarina
ozglirlik taninmasi ve programlarin glincellenme siirecine tim paydaslarin katiiminin saglanmasi
gerektigini dusinmektedirler. Hatta bazi Ogretim elemanlari programin yeniden gelistirilmesini
onermektedirler. Doganay vd. (2015) de 2006 6gretmen yetistirme lisans programlarinin benzer zayif
yanlari oldugunu ortaya koymuslardir.

921



Semra TiCAN BASARAN, Necdet AYKAG — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 889-928

Ogretim  elemanlari  Tirkiye’'nin  dgretmen vyetistirme felsefesinin  olmasi  gerektigini
dustinmektedirler. Altan’a (2017) gore de dlke igin bir egitim modeli belirlenerek bu modele uygun
dgretmen yetistirilmesi gerekmektedir. Ogretmen yetistirmede uzlasi saglanabilmis “herkese uyan” bir
model bulmak mimkin olmamakla birlikte (Cochran-Smith, 2000; Yildirim, 2011), egitim felsefesi
dogrultusunda 6gretmen yetistirme standartlarinin belirlenerek 6gretmen yetistirme sisteminin bilimsel
oOlgltlere gore izlenmesi (Lobman & Ryan, 2007) miamkin olabilir.

Sonug

Sonug olarak; bu calismada OOOLP program gelistirme ilkeleri izlenmeden biirokratik bir anlayisla
gelistirildigi, ilgili tim taraflarin katihmiyla kapsamli bir ihtiya¢ belirleme g¢alismasinin yapilmadigi ortaya
konulmustur. Segmeli derslerin sayisi ve tird, glincel derslerin eklenmesi ve GK, AB ve MB alanlarindaki
derslerin dengelenmesi programin gligli yanlari iken, tek tip olmasi, uygulama dersi ve saatlerinin azhg
programin dne ¢ikan zayif yanlaridir.

Oneriler

Bundan sonraki OOOLP gelistirme siireglerinin program gelistirme ilkelerine uygun bir sekilde
gerceklestiriimesi dnerilmektedir. Bunun igin OOOLP gelistirme siirecine ilgili tiim taraflarin etkin katilimi
saglanmali, derslerin ve iceriklerinin belirlenmesinde kapsamli bir ihtiya¢ analizi yapilmalidir. Ogretmen
yetistirme lisans programlarinin gelistiriimesinde “egitim fakulteleri icin degil, egitim fakilteleri ile
birlikte calisma” yaklasimi benimsenmelidir.

Teori ve uygulama arasindaki baglari giclendirecek sekilde uygulamalar arttirilmahdir. Bunun igin
OOOLP’ye uygulama dersleri ve uygulama gerektiren derslere uygulama saatleri eklenmelidir. 000
adaylarinin meslegi tanimasi amaciyla 2006 OOOLP’de yer alan Okul Deneyimi dersi 2. ve 5. déneme,
teorik bilgilerin uygulama ile pekistirilmesi ve 6gretmen adaylarinin meslege hazir olusluklarini arttirmak
amaciyla 6, 7 ve 8. dénemlere Ogretmenlik Uygulamasi dersi konularak okul uygulamalari arttiriimalidir.

Yenilikci ve arastirmaci 6gretmenler vyetistirmek isteniyorsa, bilimsel sirecin deneyimlendigi
Arastirma Projesi dersi programda yer almali, dersin bu hedefe yonelik gerceklestirilebilmesi icin 6gretim
elemanlarina siirdirilebilir bir destek saglanmalidir.

Standart program yaklasimeeinin esnetilerek, etkili 0gretmen vyetistrme modellerinin
kesfedilebilmesi saglanmalidir. Bunun icin egitim fakdiltelerinin 6gretmen yetistirme programlarinin
icerigini belirleyebilme firsatlari sunulmalidir.

Ogretmen yetistirme programlarinin giincellenmesinde genis zaman araliklarinda biiyiik degisimler
yerine kiiglk fakat stirekli degisim adimlari ile dengeli bir degisim politikasi benimsenmelidir. Tirkiye'de
Ogretmen yetistirme lisans programlarinin ortalama on yilda bir gincellendigi gbéz Onilinde
bulundurulursa siradaki giincellemeler icin 2028 beklenmemelidir. Ulkenin &gretmen yetistirme felsefesi
tanimlanarak bu dogrulta gelistirilecek 6gretmen yetistirme lisans programlari kendi alanlarina 6zgi
ihtiyaclar ~ dogrultusunda diger Ogretmen vyetistirme programlarindan bagimsiz  olarak
glncellenebilmelidir.

Calisma grubunun 21 &gretim elemanindan olusmasi, OOOLP heniiz uygulanmadigi icin &gretim
elemanlarinin goérislerinin ilk izlenimlerine dayali olmasi ve gorislerinin sadece e-YGAF ile toplanmis
olmasi ¢alismanin sinirliliklaridir. Bu nedenle, programin ilk mezunlarini verecegi 2021-2022 akademik
yilinda slreci deneyimleyen daha fazla 6gretim elemani, 6grenci 6gretmen adaylari ve mezunlar gibi ilgili
taraflari kapsayan calisma gruplari ile ve gériisme gibi daha detayl veri toplama yontemleri ile galisma
tekrarlanabilir.

Bilgilendirme

Bu c¢alisma 11-13 Ekim 2018 tarihlerinde Kars Tirkiye’de gergeklestirilen 6. Uluslararasi Egitim
Programlari ve Ogretim Kongresinde sozIi bildiri olarak sunulmustur.

922



Semra TiCAN BASARAN, Necdet AYKAG — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 889-928

References

Abazaogluy, I., Yildirm, 0., & Yildizhan, Y. (2016). Ge¢misten giiniimiize Tiirk egitim sisteminde 6gretmen
yetistirme. Uluslararasi Tiirk Egitim Bilimleri Dergisi, 6, 143-160

Achiron, M. (2012). Another perspective on teachers’ pay. Retrieved on 06 January, 2019 from:
http://oecdeducationtoday.blogspot.fr/2012/05/another-perspective-on-teachers-pay.html.

Ackerman, D. J. (2004). States' efforts in improving the qualifications of early care and education
teachers. Educational Policy, 18(2), 311-337.

Aggiil-Yalgin, F. & Yalgin, M. (2018). Okul 6ncesi 6gretmenlerin okul dncesi egitimin sorunlariyla ilgili
gorisleri: Agri ili 6rnegi. ilkégretim Online. 17(1), 367-383.

Akdag, Z. & Haser, C. (2010). Beginning early childhood education teachers’ problems in Turkey.
Procedia Social and Behavioral Sciences, 9, 884-889.

Akdemir, A. S. (2013). Tirkiye’de O6gretmen yetistirme programlarinin tarihgesi ve sorunlari. Turkish
Studies, 8(12), 15-28.

Aksit, N. (2007). Educational reform in Turkey. International Journal of Educational Development, 27(2),
129-137.

Altan, M. Z. (2017). Ogretmenlik meslegi: Bugiinii ve gelecegi. E§itime Bakis, 41, 18-26.

Aras, S. & Sozen, S. (2012). Tirkiye, Finlandiya ve Gliney Kore’de 6gretmen yetistirme programlarinin
incelenmesi. Proceedings of Ulusal Fen Bilimleri ve Matematik Egitimi Kongresi [X" " National Science
and Mathematics Education Congress], 2012. Nigde, Tiirkiye: Nigde Universitesi. Retrieved on 22
January, 2019 from: http://kongre.nigde.edu.tr/xufbmek/dosyalar/tam metin/pdf/2527-
31 05 2012-11 40 01.pdf.

Atay-Turhan, T., Koc, Y. & Isiksal, M. (2009). The new Turkish early childhood teacher education
curriculum: A brief outlook. Asia Pasific Education Review, 10, 345-356.

Aykag, N. (2018). Tiirkiye (Mugla Sitki Kogman Universitesi) ve Amerika’daki (Kent State Universitesi)
okuloncesi 6gretmen yetistirme programlarinin karsilastirmali olarak incelenmesi. Mehmet Akif Ersoy
Universitesi Egitim Fakiiltesi Dergisi, 48, 624-649.

Barnett, W. S. (2003). Better teachers, better preschools: Student achievement linked to teacher
qualifications. National Institute for Early Education Research Preschool Policy Matters. Issue 2, 2-13.

Bowman, B. T., Donovan, M. S., & Burns, M. S. (Eds.) (2001). Eager to learn: Educating our preschoolers.
Washington, DC: National Academy Press.

Boyd, M. (2013). “l love my work but...” The professionalization of early childhood education. The
Qualitative Report, 18(71), 1-20.

Blylikgdze-Kavas, A. & Bugay, A. (2009). Ogretmen adaylarinin hizmet dncesi egitimlerinde gordiikleri
eksiklikler ve ¢oziim Onerileri [Perceptions of prospective teachers about deficiencies of pre-service
teacher education and suggestions]. Pamukkale Universitesi E§itim Fakiiltesi Dergisi, 1(25), 13-21.

Cochran-Smith, M. & Zeichner, K.M. (Eds.) (2005). Studying teacher education: The report of the AERA
panel on research and teacher education. Lawrence Erlbaum Associates, Mahwah, NJ.

Cochran-Smith, M. (2000). The future of teacher education: Framing the questions that matter. Teaching
Education, 11(1), 13-24.

Creswell, J. W. (2003). Research design: Qualitative, quantitative, and mixed methods approaches.
London: Sage Publications, Inc.

Darling-Hammond, L. & Bransford, J. (2005). Preparing teachers for a changing world: What teachers
should learn and be able to do. San Francisco: National Academy of Education. Retrieved on 16
March, 2019 from: http://www.highered.nysed.gov/pdf/lindadarlinghammond.pdf.

923


http://oecdeducationtoday.blogspot.fr/2012/05/another-perspective-on-teachers-pay.html
http://kongre.nigde.edu.tr/xufbmek/dosyalar/tam_metin/pdf/2527-31_05_2012-11_40_01.pdf
http://kongre.nigde.edu.tr/xufbmek/dosyalar/tam_metin/pdf/2527-31_05_2012-11_40_01.pdf
http://www.highered.nysed.gov/pdf/lindadarlinghammond.pdf

Semra TiCAN BASARAN, Necdet AYKAG — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 889-928

Darling-Hammond, L. (2000). How teacher education matters. Journal of Teacher Education, 51(3), 166-
173.

Darling-Hammond, L. (2006). Constructing 21*-century teacher education. Journal of Teacher Education,
57(3), 300-314.

Demirel, 0. (2017). Egitimde program gelistirme. Kuramdan uygulamaya (25th Ed.). Ankara: PEGEM
Akademi Yayincilk.

Dereobali, N. & Unver, G. (2009). Okuléncesi 6gretmenligi lisans programi derslerinin égretim elemanlari
tarafindan genel bir bakis acisiyla degerlendirilmesi. inénii Universitesi E§itim Fakiiltesi Dergisi, 10(3),
161-181.

Doganay, A., Akbulut Tas, M., Yesilpinar, M., Yolcu, E., Turhan Tirkkan, B., Sari, M., Karakus, M., Aybek,
B., Sadik, F., & Akbulut, T. (2015). Hizmet O6ncesi 6gretmen egitiminde model arayisi [Search for a
new model in pre-service teacher education]. International Journal of Curriculum and Instruction
Studies, 5(9), 1-21.

Dwyer, M. C., Chait, R., & McKee, P. (2000). Building strong foundations for early learning: Guide to high-
quality early childhood education programs. Washington, DC: U.S. Department of Education,
Planning and Evaluation Service.

Early, D. M., Maxwell, K. L., Burchinal, M., Alva, S., Bender, R. H., Bryant, D., % Zill, N. (2007). Teachers'

education, classroom quality, and young children's academic skills: results from seven studies of
preschool programs. Child Development, 78(2), 558-580. doi: 10.1111/j.1467-8624.2007.01014.x

Ekinci, N. & Tican-Basaran, S. (2015). Okul deneyimi dersinin 6grencilerin 6gretmenlik algilarina etkisi.
Mudla Sitki Kocman Universitesi Egitim Fakiiltesi Dergisi, 2(1), 13-24.

Elliott, A. (2006). Early Childhood Education: Pathways to quality and equity for all children. Australian
Education Review, No. 50, Australian Council for Educational Research. Retrieved on 06 February,
2019 from: https://research.acer.edu.au/cgi/viewcontent.cgi?article=1003&context=aer.

Eraslan, A. (2009). Finlandiya’nin PISA’daki basarisinin nedenleri: Tirkiye icin alinacak dersler. Necatibey
Egitim Fakiiltesi Elektronik Fen ve Matematik Egitimi Dergisi, 3(2), 238-248.

Erdem, A.R. (2015). Turkiye’deki 6gretmen yetistirmenin [A]l, [B]Z, [C]3 si [The [A]4, [U]S, and [C]6 of
teacher training in Turkey]. Journal of Teacher Education and Educators, 4(1), 16-38

European Commission. (2000). Green paper on teacher education in Europe: High quality teacher
education for high quality education and training F. Buchberger, B. P. Campos, D. Kallos & J.
Stephenson (Eds.), Retrieved on 08 July, 2019 from
http://www.cep.edu.rs/sites/default/files/greenpaper.pdf

Eurydice. (2019). Initial education for teachers working in early childhood and school education.
Retrieved on 06 February 2019, from: https://eacea.ec.europa.eu/national-
policies/eurydice/content/initial-education-teachers-working-early-childhood-and-school-education-
99 en.

Feiman-Nemser, S. (2001). From preparation to practice: designing a continuum to strengthen and
sustain teaching. Teachers College Record, 103(6), 1013-1055.

Fitzpatrick, J. L., Sanders, J. R., & Worthen, B. R. (2004). Program evaluation: Alternative approaches and
practical guidelines. (3rd Ed). Boston: Pearson Education.

Goe, L. (2007). The link between teacher quality and student outcomes: A research synthesis.
Washington, DC: National Comprehensive Center for Teeacher Quality. Retrieved on 28 January,
2019 from:
http://www.niusileadscape.org/docs/FINAL PRODUCTS/LearningCarousel/LinkBetweenTQandStude
ntOutcomes.pdf.

924


https://research.acer.edu.au/cgi/viewcontent.cgi?article=1003&context=aer
https://eacea.ec.europa.eu/national-policies/eurydice/content/initial-education-teachers-working-early-childhood-and-school-education-99_en
https://eacea.ec.europa.eu/national-policies/eurydice/content/initial-education-teachers-working-early-childhood-and-school-education-99_en
https://eacea.ec.europa.eu/national-policies/eurydice/content/initial-education-teachers-working-early-childhood-and-school-education-99_en
http://www.niusileadscape.org/docs/FINAL_PRODUCTS/LearningCarousel/LinkBetweenTQandStudentOutcomes.pdf
http://www.niusileadscape.org/docs/FINAL_PRODUCTS/LearningCarousel/LinkBetweenTQandStudentOutcomes.pdf

Semra TiCAN BASARAN, Necdet AYKAG — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 889-928

Grossman, G. M., Onkol, P. E., & Sands, M. (2007). Curriculum reform in Turkish teacher education:
Attitudes of teacher educators towards change in an EU candidate nation. International Journal of
Educational Development, 27(2), 138-150.

Gursimsek, I., Kaptan, F., & Erkan, S. (1997). General view of teacher education policies of Turkey. Paper
presented at the the 49th annual meeting of the American Association of Colleges for Teacher
Education, Phoenix, Arizona, USA.

Giler, D.S. & Oztiirk, F. 2003. Tirkiye’de okul &ncesi 6gretmeni yetistirmeye doniik ilk program ve
uygulamalar [First currciculum and applications for preschool teacher training in Turkey]. Egitim
Bilimleri ve Uygulama, 2(4), 262-275.

Haktanir, G., Daglioglu, H. E., & Gller, T. (2010). Tiirkiye’de okuléncesi egitimin durumu. Ankara: UNESCO
Turkish National Comission. Retrieved on 28 June, 2019 from:
https://www.academia.edu/30956376/UNESCO Rapor Haktan%C4%B1r G. Da%C4%9FI%C4%B1o%
C4%9Flu E. ve G%C3%BCler T. 2010.pdf.

HEC [Higher Education Council]. (1998). Egitim fakiiltesi 6gretmen yetistirme lisans programlari. Ankara:
Higher Education Council. Retrieved on 1June, 2019 from:
https://www.yok.gov.tr/Documents/Yayinlar/Yayinlarimiz/egitim-fakultesi-ogretmen-yetistirme-
lisans-programlari-mart-1998.pdf.

HEC [Higher Education Council]. (2006). Egitim fakiiltelerinde uygulanacak yeni programlar hakkinda
aciklama. Ankara: Higher Education Council. Retrieved on 17 May, 2018, from:
http://www.yok.gov.tr/web/guest/icerik/journal content/56 INSTANCE rEHF8BIsfYRx/10279/4987
5.

HEC [Higher Education Council]. (2018). Odretmen yetistirme lisans programlari. Ankara: Higher
Education Council. Retrieved on 17 May, 2018 from:
https://www.yok.gov.tr/Documents/Kurumsal/egitim ogretim_dairesi/Yeni-Ogretmen-Yetistirme-
Lisans-Programlari/AA Sunus %200nsoz_Uygulama Yonergesi.pdf.

Hopkins, D. & Levin, B., 2000. Educational reform and school improvement. NIRA Review, 21-26.
Retrieved on 16 February, 2019 from: http://nira.or.jp/past/publ/review/2000summer/hopkins.pdf.

Howes, C. (1997). Children's experiences in center based care as a function of teacher background and
adult:child ratio. Merrill-Palmer Quarterly, 43(3), 404-425.

Howes, C., James, J., & Ritchie, S. (2003). Pathways to effective teaching. Early Childhood Research
Quarterly, 18(1), 104-120.

Hyson, M., Tomlinson, H. B., & Morris, C. A. S. (2009). Quality improvement in early childhood teacher
education: Faculty perspectives and recommendations for the future”, Early Childhood Research and
Practice, 11(1). Retrieved on 06 February, 2019 from: https://files.eric.ed.gov/fulltext/EJ848839.pdf.

Kavak, Y., Aydin, A., & Akbaba-Altun, S. (2007). Ggretmen yetistirme ve editim fakiilteleri (1982-2007).
Ankara: Yiksekogretim Kurulu Yayini 2007-5.

Kavcar, C. (2002). Cumhuriyet déneminde dal 6gretmeni yetistirme. Ankara Universitesi Editim Bilimleri
Fakiiltesi Dergisi, 35(1-2), 1-14.

Kictukahmet, L. (2007). 2006-2007 6gretim yilinda uygulanmaya baslanan 6gretmen yetistirme lisans
programlarinin degerlendirilmesi. Tiirk Egitim Bilimleri Dergisi, 5(2), 203-218.

Kvale, S. (1996). Interviews: An introduction to qualitative research interviewing. London: Sage
Publication Ltd.

Lindberg, E. N. (2018). Ogretmen egitiminde aile katiim: Ne, neden ve nasil). Kastamonu Education
Journal, 26(3), 953-964.

Lobman, C. & Ryan, S. (2007). Differing discourses on early childhood teacher development. Journal of
Early Childhood Teacher Education, 28(4), 367-380.

925


https://www.academia.edu/30956376/UNESCO_Rapor_Haktan%25C4%25B1r_G._Da%25C4%259Fl%25C4%25B1o%25C4%259Flu_E._ve_G%25C3%25BCler_T._2010.pdf
https://www.academia.edu/30956376/UNESCO_Rapor_Haktan%25C4%25B1r_G._Da%25C4%259Fl%25C4%25B1o%25C4%259Flu_E._ve_G%25C3%25BCler_T._2010.pdf
https://www.yok.gov.tr/Documents/Yayinlar/Yayinlarimiz/egitim-fakultesi-ogretmen-yetistirme-lisans-programlari-mart-1998.pdf
https://www.yok.gov.tr/Documents/Yayinlar/Yayinlarimiz/egitim-fakultesi-ogretmen-yetistirme-lisans-programlari-mart-1998.pdf
http://www.yok.gov.tr/web/guest/icerik/journal_content/56_INSTANCE_rEHF8BIsfYRx/10279/49875
http://www.yok.gov.tr/web/guest/icerik/journal_content/56_INSTANCE_rEHF8BIsfYRx/10279/49875
https://www.yok.gov.tr/Documents/Kurumsal/egitim_ogretim_dairesi/Yeni-Ogretmen-Yetistirme-Lisans-Programlari/AA_Sunus_%2520Onsoz_Uygulama_Yonergesi.pdf
https://www.yok.gov.tr/Documents/Kurumsal/egitim_ogretim_dairesi/Yeni-Ogretmen-Yetistirme-Lisans-Programlari/AA_Sunus_%2520Onsoz_Uygulama_Yonergesi.pdf
http://nira.or.jp/past/publ/review/2000summer/hopkins.pdf
https://files.eric.ed.gov/fulltext/EJ848839.pdf

Semra TiCAN BASARAN, Necdet AYKAG — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 889-928

Lobman, C., Ryan, S., & Mclaughlin, J. (2005). Reconstructing teacher education to prepare qualified
preschool teachers: Lessons from New Jersey. Early Childhood Research and Practice, 7(2).

Long, D. & Riegle, R. (2002). Teacher education: The key to effective school reform. Westport,
Connecticut: Bergin &Garvey.

McLaughlin, M. W. (1991). Learning from experience: Lessons from policy implementation. Educational
Policy Analysis, 9(2), 171-178.

Ministry of Health (2014). Tiirkiye beslenme ve saghk arastirmasi 2010. Ankara: Tirkiye Cumhuriyeti

Saglik Bakanligl. Retrieved on 21 May, 2019 from: https://hsgm.saglik.gov.tr/depo/birimler/saglikli-
beslenme-hareketli-hayat-db/Yayinlar/kitaplar/diger-kitaplar/TBSA-Beslenme-Yayini.pdf.

MoNE [Ministry of National Education]. (2008). Ogretmen yeterlikleri: Odretmenlik meslegi genel ve 6zel
alan yeterlikleri. Ankara: Devlet Kitaplari Mudurlugu.

MoNE [Ministry of National Education]. (2013). Okul éncesi editim programi. Ankara. Milli Egitim
Bakanlig. Retrieved on 15 February, 2018 from:
http://tegm.meb.gov.tr/dosya/okuloncesi/ooproram.pdf.

MoNE [Ministry of National Education]. (2016a). PISA 2015 ulusal raporu. Ankara: Milli Egitim Bakanlig.
Retrieved on 06 January, 2019 from:
http://odsgm.meb.gov.tr/test/analizler/docs/PISA/PISA2015 Ulusal Rapor.pdf.

MoNE [Ministry of National Education]. (2016b). TIMSS 2015 ulusal matematik ve fen én raporu: 4. ve 8.
Siniflar.  Ankara: Milli  Egitim  Bakanhg. Retrieved on 06 January, 2019 from:
http://timss.meb.gov.tr/wp-content/uploads/TIMSS 2015 Ulusal Rapor.pdf.

MoNE [Ministry of National Education]. (2017). General competencies for teaching profession. Ankara:
Ministry of National Education. Retrieved on 10 February, 2019 from:
http://oygm.meb.gov.tr/meb_iys_dosyalar/2018_06/29111119_TeachersGeneralCompetencies.pdf.

MoNE [Ministry of National Education]. (2018). Turkey’s education vision 2023. Retrieved on 30 April,
2019 from: https://2023vizyonu.meb.gov.tr/doc/2023 VIZYON ENG.pdf.

MoNE [Ministry of National Education]. (2019). National education statistics: Formal education 2017/18.
Ankara: Ministry of National Education. Retrieved on 12 February, 2019 from:
https://sgb.meb.gov.tr/meb_iys dosyalar/2018 09/06123056_meb _istatistikleri_orgun_egitim_ 201
7 2018.pdf.

Mustan, T. (2002). Diinyada ve Turkiye’de 6gretmen yetistirmede yeni yaklasimlar. Kuram ve
Uygulamada Egitim Yénetimi, 29, 115-127.

NAEYC [National Association for the Education of Young Children] (2009). Developmentally appropriate
practice in early childhood programs serving children from birth through age 8. Position Statement.
Retrieved on 10 January, 2019 from: https://www.naeyc.org/sites/default/files/globally-
shared/downloads/PDFs/resources/position-statements/PSDAP.pdf.

OECD [The Organization for Economic Cooperation and Development] (2005). Teachers matter:
Attracting, developing and retaining effective teachers. Retrieved on 25 January, 2019 from:
https://www.oecd.org/education/school/34990905.pdf .

OECD [The Organization for Economic Cooperation and Development] (2006). Starting strong Il: Early
childhood education and care. Paris: OECD Publishing.

OECD [The Organization for Economic Cooperation and Development] (2011). Teachers matter:
Attracting, developing and retaining effective teachers. Pointers for policy development. Retrieved on
25 January, 2019 from: http://www.oecd.org/education/school/48627229.pdf.

OECD [The Organization for Economic Cooperation and Development] (2012). Starting Strong Ill: A
quality toolbox for early childhood education and care. Retrieved on 25 January, 2019 from:
http://www.oecd.org/education/school/49325825.pdf.

926


https://hsgm.saglik.gov.tr/depo/birimler/saglikli-beslenme-hareketli-hayat-db/Yayinlar/kitaplar/diger-kitaplar/TBSA-Beslenme-Yayini.pdf
https://hsgm.saglik.gov.tr/depo/birimler/saglikli-beslenme-hareketli-hayat-db/Yayinlar/kitaplar/diger-kitaplar/TBSA-Beslenme-Yayini.pdf
http://tegm.meb.gov.tr/dosya/okuloncesi/ooproram.pdf
http://odsgm.meb.gov.tr/test/analizler/docs/PISA/PISA2015_Ulusal_Rapor.pdf
http://timss.meb.gov.tr/wp-content/uploads/TIMSS_2015_Ulusal_Rapor.pdf
http://oygm.meb.gov.tr/meb_iys_dosyalar/2018_06/29111119_TeachersGeneralCompetencies.pdf
https://2023vizyonu.meb.gov.tr/doc/2023_VIZYON_ENG.pdf
https://sgb.meb.gov.tr/meb_iys_dosyalar/2018_09/06123056_meb_istatistikleri_orgun_egitim_2017_2018.pdf
https://sgb.meb.gov.tr/meb_iys_dosyalar/2018_09/06123056_meb_istatistikleri_orgun_egitim_2017_2018.pdf
https://www.naeyc.org/sites/default/files/globally-shared/downloads/PDFs/resources/position-statements/PSDAP.pdf
https://www.naeyc.org/sites/default/files/globally-shared/downloads/PDFs/resources/position-statements/PSDAP.pdf
https://www.oecd.org/education/school/34990905.pdf
http://www.oecd.org/education/school/48627229.pdf
http://www.oecd.org/education/school/49325825.pdf

Semra TiCAN BASARAN, Necdet AYKAG — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 889-928

OECD [The Organization for Economic Cooperation and Development] (2016). TALIS 2018 survey.
Retrieved on 25 January, 2019 from:
http://www.oecd.org/education/school/TALIS 2018 brochure ENG.pdf.

OECD [The Organization for Economic Cooperation and Development] (2017). Starting strong 2017: Key
OECD indicators on early childhood education and care. Paris: OECD Publishing. Retrieved on 12
February, 2019 from: http://www.charlotte-buehler-institut.at/wp-
content/uploads/2017/10/Starting-Strong-2017.pdf.

Oliva, P. F. & Gordon Il, W. R. (2005). Developing the curriculum (8th ed.). US: Pearson Education.

Ornstein, A. C. & Hunkins, F. P. (1998). Curriculum: Foundations, principles, and issues (3rd ed.).
Needham Heights, MA: Allyn & Bacon.

Ozcan, M. (2012). Okulda iiniversite modelinde kavramsal gerceve: Eylemdeki vizyon [Conceptual
framework: Vision in action in the model of university within school]. Journal of Teacher Education
and Educators, 1(1), 107-132.

Ozder, H. Konedrali, G., & Sabancigil, P. 2013. KKTC'de okuléncesi 6gretmeni yetistirme programinin
degerlendirilmesi. International Journal of New Trends in Arts, Sports & Science Education, 2(2),1-10.

Ozkut, B., & Kaya, S. 0. (2012). ilkdgretim okullarinda gérev yapan okul éncesi 6gretmenlerinin lisans
déneminde aldiklar muzik egitiminin mesleki yasantilarina olan etkilerinin incelenmesi. International
Journal of New Trends in Arts, Sports & Science Education, 1(1), 167-179.

Oztiirk, D. S. G. (2008). Innovations in pre-school teacher education in Turkey. In B. Ozer, H. Yaratan, &
H. Caner (Eds), Proceedings of International Conference on Educational Sciences ICES’08. Famagusta,
North Cyprus: Eastern Mediterranean University.

Oztiirk, T., Zayimoglu-Oztiirk, F., & Kaya, N. (2016). Okul ®ncesi &gretmenlerinin hizmet &ncesi
egitimlerine iliskin gérusleri ve hizmet icin egitim durumlari. Erzincan Universitesi EGitim Fakiiltesi
Dergisi, 18(1), 92-114.

P21. (2019). Framework for 21" century learning. Retrieved on 10 January, 2019 from:
file:///C:/Users/Casper 3743/Downloads/P21 Framework Brief.pdf.

Pianta, R. C., Barnett, W. S., Burchinal, M., & Thornburg, K. R. (2009). The effects of preschool education:
What we know, how public policy is or is not aligned with the evidence base, and what we need to
know. Psychological Science in the Public Interest, 10(2), 49—88. Retrieved on 22 January, 2019 from:
https://journals.sagepub.com/doi/pdf/10.1177/1529100610381908.

Saylan, N. (2013). Sirekli degisen 6gretmen yetistirme sistemi. International Journal of Curriculum and
Instruction Studies, 1(1), 9-17.

Schleicher, A. (Ed). (2012). Preparing Teachers and Developing School Leaders for the 21st Century:
Lessons from around the World. Paris: OECD Publishing.

Shonkoff, J. P. & Phillips, D.A. (Eds). (2000). From neurons to neighborhoods: The science of early
childhood development. Washington, DC: National Academy Press. Retrieved on 31 January, 2019
from: http://aapdc.org/wp-content/uploads/2014/01/From-Neurons-to-Neighborhoods-The-
Science-of-Early-Childhood-Development.pdf.

Simsek, H., & Yildirim, A. (2001). The reform of pre-service teacher education in Turkey. In R. G. Sultana
and P. Lang (Eds), Challenge and change in the Euro-Mediterranean region: Case studies in education
innovation (pp 411-430). New York: Peter Lang Publishing.

Sommer, D., I. Samuelsson, P., & Hundeide, K. (2010). Child perspectives and children’s perspectives in
theory and practice. New York: Springer.

Spodek, B. (1974). Teacher education: Of the teacher, by the teacher, for the child. Journal of Teacher
Education, 31(6), 45-55.

927


http://www.oecd.org/education/school/TALIS_2018_brochure_ENG.pdf
http://www.charlotte-buehler-institut.at/wp-content/uploads/2017/10/Starting-Strong-2017.pdf
http://www.charlotte-buehler-institut.at/wp-content/uploads/2017/10/Starting-Strong-2017.pdf
https://journals.sagepub.com/doi/pdf/10.1177/1529100610381908
http://aapdc.org/wp-content/uploads/2014/01/From-Neurons-to-Neighborhoods-The-Science-of-Early-Childhood-Development.pdf
http://aapdc.org/wp-content/uploads/2014/01/From-Neurons-to-Neighborhoods-The-Science-of-Early-Childhood-Development.pdf

Semra TiCAN BASARAN, Necdet AYKAG — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 889-928

Sahin, C., Kartal, O. Y., & imamoglu, A. (2013). Okul éncesi 6gretmen yetistirme programi hakkinda okul
oncesi 0gretmen adaylarinin goérusleri [The opinions of pre-school teacher candidates about pre-
school teacher education program]. Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi Dergisi (KEFAD),
14(1), 101-118.

Tan-Sisman, G. (2017). Ogretmen vyetistirme lisans programlari ders iceriklerinde “egitim programi”
kavrami. Elementary Education Online, 16(3), 1301-1315. Retrieved on 16 March, 2019 from:
http://ilkogretim-online.org.tr/index.php/io/article/view/2461/2098.

Teddlie, C. & Tashakkori, A. (2009). Foundations of mixed methods research: Integrating quantitative
and qualitative approaches in the social and behavioral sciences. USA: SAGE Publications, Inc.

TEDMEM. (2017). Giglii bir baslangic 2017: Erken c¢ocukluk editimi ve bakimi. Retrieved on 24
November, 2018 from: https://tedmem.org/mem-notlari/degerlendirme/guclu-bir-baslangic-2017-
erken-cocukluk-egitimi-ve-bakimi.

UNESCO [United Nations Educational, Scientific and Cultural Organization]. (2018). Early childhood care
and education. Retrieved on 11 May, 2019 from: https://en.unesco.org/themes/early-childhood-
care-and-education.

Uysal, H., Ozen-Altinkaynak, S., Taskin, N., Akman, B., & Dincer, F.C. (2016). Okul &ncesi dgretmeni
adaylarinin okul éncesi 6gretmenligi programina iliskin metaforik algilari. Cumhuriyet International
Journal of Education (CIJE), 5(3),1-15.

Ustiiner, M. (2004). Gegmisten glinimiize Tirk egitim sisteminde dgretmen yetistirme ve giiniimiiz
sorunlari. inénii Universitesi Egitim Fakiiltesi Dergisi, 5(7).

Vaillant, D. & Manso, J. (2013). Teacher education programmes: Learning from worldwide inspiring
experiences. Journal of Supranational Policies of Education, 1, 94-115.

WB [World Bank] (2013). Tiirkiye’de erken ¢ocukluk egitiminin yayginlastiriimasi ve gelistirilmesi. Rapor
no: 77723-TR.

Whitebook, M. (2003). Early education quality: Higher teacher qualifications for better learning
environments: A review of literature. Berkeley: Institute of Industrial Relations, University of
California. Retrieved on 28 January, 2019 from:
https://www.researchgate.net/publication/234660371_Early_Education_Quality_Higher_Teacher_Q
ualifications_for_Better_Living_Environments_A_Review_of_the_Literature

Wiles, J. & Bondi, J. (1998). Curriculum development: A guide to practice (5th ed.). New Jersey: Prentice
Hall, Inc.

Yildirnm, A. & Simsek, H. (2016). Sosyal bilimlerde nitel arastirma yéntemleri (10. Ed.). Ankara: Seckin
Yayincilik.

Yildirim, A. (2011). Ogretmen egitiminde catisma alanlari ve yeniden yapilanma [Competing Agendas and
Reform in Teacher Education]. International Journal of Curriculum and Instruction Studies, 1(1), 1-17.

Yildinnm, A. (2013). Tirkiye’de 6gretmen egitimi arastirmalari: Yonelimler, sorunlar ve 6ncelikli alanlar.
Education and Science, 38(169), 175-191.

Yiiksel, I. & Saglam, M. (2012). Editimde program dederlendirme: Yaklasimlar, modeller, standartlar.
Ankara: PEGEM Akademi.

Zembat, R. (2012). Okul oncesi 6gretmenlerinin okul yoneticisi, meslektaslari ve aileler baglaminda
algiladiklari catisma durumlarinin incelenmesi. Education and Science, 37(163), 203-215.

928


http://ilkogretim-online.org.tr/index.php/io/article/view/2461/2098
https://tedmem.org/mem-notlari/degerlendirme/guclu-bir-baslangic-2017-erken-cocukluk-egitimi-ve-bakimi
https://tedmem.org/mem-notlari/degerlendirme/guclu-bir-baslangic-2017-erken-cocukluk-egitimi-ve-bakimi
https://en.unesco.org/themes/early-childhood-care-and-education
https://en.unesco.org/themes/early-childhood-care-and-education
https://www.researchgate.net/publication/234660371_Early_Education_Quality_Higher_Teacher_Qualifications_for_Better_Living_Environments_A_Review_of_the_Literature
https://www.researchgate.net/publication/234660371_Early_Education_Quality_Higher_Teacher_Qualifications_for_Better_Living_Environments_A_Review_of_the_Literature

&)

8 & Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 929-960
53]

8 PEGEM www.pegegog.net
& AKADEMI

Investigating the use of case-oriented station technique in teaching socio-
scientific issues: A mixed method study

Zeliha Giil TURE "#, Paga YALCIN "2, Sema ALTUN YALCIN 3,
® Erzincan University, Faculty of Education, Erzincan/Turkey @ CrossMark

Article Info Abstract
DOI: 10.14527/pegegog.2020.029 This research .aims to i.nvestigate the effect of t.eaching the sc?cio-scientific .issues,

"Global Warming, Sustainable development and Bio-technology" in 8th class, with the
Article History: case-oriented station technique on the academic achievement of the students and
Received 01 March 2020 their motivation toward science learning. The study was carried out with 71 students
Revised 10 June 2020 in 8th class in 2 secondary schools of a district with approximately 20.000 population
Accepted 30 June 2020 in the Eastern Anatolia Region. The mixed-method, consisting of the data collected as
Online 06 August 2020 qualitatively and quantitatively, was employed. In the quantitative part of the study,

the Socio-scientific issues Achievement Test and the Science Learning Motivation Scale
Keywords: developed by Dede and Yaman (2008) to measure students' motivation to learn were
Station technique, used. Unstructured interview, which is one of the qualitative research methods, was
Case study method, preferred in order to support the study with student opinions and comments. The
Socio-scientific issues. Socio-scientific Issues Achievement Test and the Science Learning Motivation Scale

were applied to the experimental and control groups as pre-test at the beginning and
Article Type: as post-test at the end of the study. Results indicated that teaching the socio-scientific
Research paper issues with case-oriented station technique positively affected the students' academic

achievements and their motivation toward science learning. Besides, the interviews
showed that the students found it useful, fun, remarkable and permanent to learn
socio-scientific issues using the case-oriented station technique.

Sosyobilimsel konularin 6gretiminde 6rnek olay destekli istasyon teknigi
kullaniminin incelenmesi: Karma yéntem calismasi

Makale Bilgisi Oz
DOI: 10.14527/pegegog.2020.029 Bu gahsmamn amaci 8. s|n}‘f “Karesel Ismma,‘S.urdUri]IebiIir .IE:;.\Ikmma ve BiYo—teknolioin”
sosyobilimsel konularinin 6rnek olay destekli istasyon teknigi kullanilarak islenmesinin
Makale Gegmisi: ogrencilerin akademik basarisina ve fen dersini 6grenmeye yonelik motivasyonlarina
Gelis 01 Mart 2020 etkisini aragtirmaktir. Arastirma, Dogu Anadolu’nun yaklasik 20.000 nufuslu bir
Dizeltme 10 Haziran 2020 ilgesinin 2 ortaokulunda okuyan 71 &grenciden olusan 8. Sinif 6grencileriyle
Kabul 30 Haziran 2020 gergeklestirildi. Arastirmada nitel ve nicel olarak toplanan verileri igeren karma yéntem
Cevrimigi 06 Agustos 2020 secildi. Nicel aragtirmada veri toplama araci olarak Sosyobilimsel Konular Basari Testi
ve 6grencilerin 6grenmeye yodnelik motivasyonlarini 6lgmek amaciyla Dede ve Yaman
Anahtar Kelimeler: (2008) tarafindan gelistirilen Fen Ogrenmeye Yénelik Motivasyon Olgegi kullanildi.
istasyon teknigi, Yapilan calismayr Ogrenci gorusleri ve yorumlariyla desteklemek amaciyla nitel
Ornek olay yéntemi, arastirma yontemi olan yapilandiriimamis gériisme tercih edildi. Arastirma sirecinin
Sosyobilimsel konular. basinda deney ve kontrol gruplarina Sosyobilimsel Konular Basari Testi ve Fen
Ogrenmeye Yonelik Motivasyon Olcegi 6n test, arastirma siirecinin sonunda ise son
Makale Tiirti: test olarak uygulandi. Sosyobilimsel konularinin érnek olay destekli istasyon teknigi
Ozgiin makale kullanilarak islenmesinin 6grencilerin akademik basarilarini ve fen dersini 6grenmeye

yonelik motivasyonlarini olumlu etkiledigi belirlendi. Ayrica yapilan goérismeler,
ogrencilerin sosyobilimsel konularin 6rnek olay destekli istasyon teknigi kullanilarak
islenmesini faydali, eglenceli, dikkat gekici ve kalici bulduklarini géstermektedir.

Author: zeliha.gl90@hotmail.com Orcid ID: https://orcid.org/0000-0002-0114-5530
Author: pyalcin@erzincan.edu.tr Orcid ID: https://orcid.org/0000-0002-8085-7914
" Author: sayalcin@erzincan.edu.tr_ Orcid ID: https://orcid.org/0000-0001-6349-2231


https://orcid.org/0000-0002-0114-5530
https://orcid.org/0000-0002-8085-7914
mailto:sayalcin@erzincan.edu.tr
https://orcid.org/0000-0001-6349-2231
http://dx.doi.org/10.14527/pegegog.2020.029

Zeliha Gl TURE, Pasa YALGIN, Sema ALTUN YALGCIN — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 929-960

Introduction

Today, with the rapid development of science and technology, the need for manpower to keep up
with this development is increasing day by day. For individuals to have the equipment required by the
age, a science education arising curiosity in individuals, enabling them to conduct research, study and
make an experiment and allowing to know the natural environment has gained significance (Yuksel,
2017). Science education to be provided to students should meet the need to increase the scientific
literacy of our community and future citizens (Cepni, 2014). In this context, the science curricula are
prepared being updated according to needs, developments and innovations in our country. In 2013, the
added objectives to the Science teaching curricula related to the subject studied are as follows (MoNE,
2013):

e To realize the reciprocal interaction between individual, environment and society, and raise awareness
of sustainable development of society, economy and natural resources.

e To take responsibility for daily life problems and to use knowledge, scientific process skills and other
life skills related to science to solve these problems.

¢ To develop scientific thinking habits by using Socio-Scientific issues (SSIs).

The added objectives to the Science teaching curricula related to the subject studied in 2017 are as
follows (MoNE, 2017):

e This course aims to give basic information about astronomy, biology, physics, chemistry, earth and
environmental sciences and science and engineering applications.

e To develop reasoning, scientific thinking habits and decision-making skills by using socio-scientific
issues.

e To ensure the adoption of universal moral values, national and cultural values and scientific ethical
principles.

Among the objectives added to the science curriculum in 2013, SSlIs were directly included in the
program for the first time, and in addition to the scientific process skills of the individual, developing
responsibility towards social problems and solving these problems were added as the functions. In the
updated program in 2017, it is seen that it was aimed to relate the subjects to daily life, adopt universal
and national values, develop discussion and decision-making skills.

The SSIs, which are mentioned in the curriculum and the theme of study, is scientific and social
issues based on science, including controversial social dilemmas (Ratcliffe & Grace, 2003; Sadler &
Zeidler, 2005; Topgu, Sadler, & Yilmaz-Titin, 2010). Besides, socio-scientific issues are moral and ethical
issues that are controversial by nature but have no single consequences (Sadler & Zeidler, 2005).
Individuals must reach an effective decision on a socio-scientific issue, evaluate the possible ethical,
moral and legal consequences of the issue together, and consider the critical thinking skills to develop
socio-scientific issues in the program (Cakirlar Altuntas, Yilmaz & Duran, 2017). In consideration of this
information, it can be emphasized that addressing socio-scientific issues in science classes is an
important tool both for the student's personal development and for the development of society (Balkan
Kiyici, 2008). In particular, decisions on controversial socio-scientific issues in the field of science have
created a necessity to form a scientific literate society that can make informed decisions using science's
ways of thinking and critically evaluate arguments on the future of societies, and perhaps the survival of
our world, allegations put forth in scientific discussions, justifications, reasoning and arguments (Sahin &
Hacioglu, 2010).

In this context, the case-study method and station technique, which is considered as appropriate to
the teaching of SSls, were applied together in the research. The case study method is the method that
has the features that contribute to teaching the socio-scientific issues such as to relate topics to daily
life, problem-solving, decision-making, discussion and development of high-level thinking skills. This
method necessitates the active participation of individuals both mentally and emotionally. The
discussion of moral and social dilemmas in the classroom, where various arguments are contested,
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different rights and perspectives can be defined, is an excellent opportunity for students to gain
perspectives, but also to question their understanding of morality (Aydin, 2007). The station technique,
which will be applied with the case study method, is a student-centred technique that teaches how to
advance what the previous group has done through the whole class contributing to each stage (at each
station) (Gozlitok 2006, p.256). In this technique, it is also aimed to uncover the qualifications such as
reinforcing topics with activities in different intelligence areas, creativity and cooperation. It can be
claimed that the more a content and teaching approach supports the development of skills, the better
and more useful it is (Evren Yapicioglu, 2016).

The methods and techniques selected correctly in accordance with the subjects and achievements
are necessary and important in terms of revealing the potentials of students at a high level and
increasing their academic achievement. In this scope, as the topic forms of the SSIs are taken into
consideration, the case-oriented station technique, considered to be suitable for teaching the topics, is
believed to be significant in terms of motivating students to the lesson or issue with various activities in
addition to increasing their academic achievements, so to increase motivation towards science lesson
and to help students develop higher-level thinking skills. Besides, the present study differs from other
studies on the SSIs in that it is a study, in which two different methods and techniques are used in
teaching SSI and will contribute to the literature.

This research aims to investigate the effect of teaching the socio-scientific issues, "Global Warming
(GW), Sustainable Development (SD) and Biotechnology (BT)" in 8th class with the case-oriented station
technique on the academic achievement of the students and their motivations related to learning
science lesson. In this research, the following 3 research questions were asked in line with the aims of
the study:

1. Does teaching the 8th-grade socio-scientific issues (GW-SD-BT) using case-oriented station technique
contribute to the students’ academic achievements?

2. Does teaching the 8th-grade socio-scientific issues (GW-SD-BT) using case-oriented station technique
contribute to the students’ motivations?

3. What are the students' opinions after the application of teaching the socio-scientific issues, (GW-SD-
BT) in 8th class with the case-oriented station technique?

Method
Research Design

The mixed- method, consisting of the data collected as qualitatively and quantitatively, was
employed in the study. In terms of using the mixed-method approach, each event and fact has a
qualitative and quantitative dimension that should be investigated. By investigating these dimensions
together, it is seen whether the collected data support each other or not. There is not only a single
approach to using mixed methods. While quantitative methods come to the forefront in research
designs, sometimes qualitative methods can be dominant. In some cases, both methods can be used
equally (Yildinm & Simsek, 2013). In the present study, the quantitative data were collected, then
supported with the qualitative data. In this context, the descriptive pattern was selected from mixed-
method research designs. In descriptive research, data are first collected by quantitative methods, and
then qualitative data are  gathered considering the analysis of these data (Creswell & Plano-Clark,
2015). The contribution of the data collected by this method to the research is equal (Yildirm & Simsek,
2013). The quasi-experimental model, one of the quantitative research methods, was applied. The fact
that a study is quasi-experimental shows that the research can reveal the cause and effect relationship
and that this result can be generalized with similar results (Can, 2013).

For the research, ethical compliance was obtained from the Human Research Ethics Committee of
Erzincan Binali Yildirnm University on 01.02.2018 and with protocol number 01/18. Taking into
consideration the ethical committee decision, necessary research permit was obtained from the
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provincial directorate of national education, where the schools where the research was conducted,
through correspondence between institutions.

Study Group

The research was carried out with 71 students in 8th class in 2 secondary schools of a district with
approximately 20.000 population in the Eastern Anatolia Region. The sampling method, in which equal
probability of selection is given to each sampling unit, is called the simple random sampling method
(Buyikoztiirk, 2013). The study group was selected with the simple random sampling method consisting
of 2 secondary schools out of 3 located in the district, and 2 classrooms out of 4 in these schools. The
experimental group consisted of totally 35 students including 16 girls and 19 boys while the control
group consisted of 36 students including 17 girls and 19 boys.

Data Collection Tools

The Socio-scientific Issues Achievement Test (SIAT) developed to measure the effectiveness of
training and the Science Learning Motivation Scale (SLMS) to measure students' motivations related to
learning (Dede & Yaman, 2008) were administered to the control end experimental groups as pre-test
and post-test and analyzed.

SIAT Test: According to the determined gains in science education, a qualified and well-prepared
measurement scale is needed to determine student achievements. Although there are several
measurement tools applied to find out students' learning, multiple-choice tests are of particular
importance in terms of time, preparation, objectivity, usability and ease of application in classroom
environment (Ayvaci & Durmus, 2016). In this scope, the multiple-choice questions including the "
Global Warming, Sustainable Development, Biotechnology" in the unit of "Living Organisms and Energy
Relations" of 8th class within the context of SSIs were developed as SIAT. Validity is one of the most
significant features that should be in a measurement tool. The validity, in the most general and classic
definition, what the measuring tool wants to measure is the degree to which it can measure without
mixing other variables. The method to determine the validity of a test consists of analyzing the scope of
the test, comparing the scores obtained from the test with the appropriate criteria, investigating the
structure to be measured in the test (Atilgan, Kan & Dogan, 2009). To provide the content validity of the
achievement test in the research, the table of specifications was prepared and expert opinions were
received.

To prepare the SIAT question pool, various resources related to the unit were reviewed. Questions
with different difficulty levels from the trial exams by the MoNE, from the science course books
approved by the MoNE, from the tests of different publishers were selected considering the number of
gains in the unit and hours of the course. 43 questions selected were presented to the opinions of 2
academicians and 2 science teachers. Considering the opinions and evaluations of the experts, some
questions were omitted and a pilot achievement test consisting of 38 questions was prepared. The pilot
achievement test was applied to 85 9th grade students in two different high schools located in the
mentioned district in which the research was carried out. As a result of the pilot application, each item
in the test was analysed in terms of providing construct validity. The construct validity is related to the
concept that the scores obtained from the test assume that the test is measured, that is, to what extent
the structure measures (Buyukoztiirk, 2013). Item discrimination index (-1.00 to +1.00) varies, but the
items with low discrimination rates below .20 should be removed from the test because the
discrimination rates are low (Gdler, 2011). For this reason, 11 units with a distinctive index below .20 in
the test (5, 11, 16, 20, 23, 28, 30, 31, 35, 37, 38) were excluded from the test. 2 items (10, 18) with item
discrimination index between .20 -.30 were used in the test by correcting the distractors as a result of
the evaluations of a science education expert and a researcher. In an ideal achievement test, the
average difficulty index of the questions should be around .50 (Giiler, 2011). The average difficulty of
the test is .50 and 8 easy items (1, 2, 3, 6, 8, 14, 15, 22) were also excluded from the test. During the
item analysis process, after determining the difficulty and discrimination values of some items, some
guestions were removed from the test and a final achievement test consisting of 19 items was created.
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In the present study, the single-application method (KR-20), also called internal consistency, was
used. Kuder and Richardson (1937) developed the KR-20 formula based on the assumption that each
substance has the same medium and variance (Atilgan et al. 2009). In the present research, the internal
consistency analysis was performed to determine the reliability of the achievement test, and the KR-20
value of the pilot test was found to be reliable as .70. According to this result, it can be claimed that the
test is good discriminating and moderately difficult and reliable (Kan, 2008; Ki¢likahmet, 2002; Tekin,
2004).

SLMS Test: To determine the motivation levels of students related to science learning, the SLMS test
developed by Dede and Yaman (2008) was used. The researchers applied the preliminary applications of
the motivation scale on 421 students. To determine the validity of the scale consisting of 23 items, the
exploratory factor analysis was used, and it was found to be divided into five factors, explaining 47% the
total variance of the scale, as, “Research for motivation”, “Performance for motivation”,
“Communication for motivation”, “Motivation for cooperative learning”, “Motivation for participation”.
The variance values explained related to the factors of the scale were found to be 21.37 % for the first
factor, 7.88 % for the second, 7.27 % for the third, 5.88 for the fourth, and 4.76 for the fifth. Also,
Cronbach's alpha value of this scale, which was in Likert type, was found to be .80 (Dede & Yaman,

2008).

Qualitative interviews: To support the study with student opinions and interpretations, the
unstructured interview, which is one of the qualitative research methods, was preferred. Unstructured
interviews provide the researcher with a great deal of freedom to ask related items. The questions and
their order are not fixed, they can be changed during the interview. In this method, it is aimed to collect
rich and sufficient information (Bliytkoztirk, 2013). The unstructured interview consists of open-ended
and flexible questions, and it is commonly in a chat-style (Merriam, 2013). Also, these chat-style
interviews help the researcher to adapt to the situation and individual differences being interviewed
(Yildinm & Simsek, 2013). The unstructured interview was preferred because it was thought to
contribute to the research within the framework of the mentioned characteristics. Totally 11 students,
with low science achievement (n=3), with moderate science achievement (n=5) and with high science
achievement (n=3), were selected based on volunteering for interview purposes. Necessary approvals
were obtained from the parents of the students determined following the decision of the ethics
committee of human studies. Firstly, the purpose of the study was explained to the students and it was
stated to the students that grading was not applied for evaluation and their names would be kept
secret. Also, before the interview, the students were reminded of basic concepts related to the research
and asked to write their thoughts. In this way, it was tried to prevent the students from being forced,
excited and getting out of the subject while expressing their thoughts during the interview. The
interviews were applied to the experimental group. In one lesson (40 minutes), students' answers were
recorded directly by the researcher with a paper and a pen. Each student was individually interviewed
and being affected by each other was prevented. Interviews were repeated several times and
statements that were regarded as significant during the interview were identified. Also, behaviors that
can be directed to students were avoided and their opinions were recorded without changing. The
students were coded and numbered without giving their names.

Data Collection

The SIAT and SLMS tests were administered to the experimental and control groups as pre-test at
the beginning of the research process. Then, for 3 weeks, the experimental groups were taught with
case-oriented station technique and the control groups were taught within the framework of the
program prepared by the MoNE. The SIAT and MS SLMS SL tests were applied to the students as post-
test at the end of the lessons. For the case-oriented station technique, 4 stations were created for 2-
hour courses, taking into account the gains, physical characteristics and availability of the classes.
Students were distributed heterogeneously to the stations and elected a group president for each
station. The students were informed about the case study and station technique. For the case study,
internet news related to the gain was found, the questions related to the news were created, and
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different station activities (posters, experiments, pictures, etc.) were prepared with 12 sample cases to
present at each station, which also facilitated understanding of the sample event. At the same time, as
the cases contained the necessary information for the subjects to be reinforced at the stations, the
relevant information did not have to be included in the stations. Case studies and worksheets were
completed with instructions and names were given to each station. The necessary material list was
prepared and provided for the activities to be held at the stations. Under the guidance of the
researcher, the groups worked at each station for 15 minutes and then moved to the other stations
after the duration. After reading the cases (newspaper news) to the stations, the groups answered
questions about the cases and carried out activities on the same topic. At the end of the events, the
resulting products were exhibited and interpreted.

Data Analysis

The results of the SIAT and SLMS tests, administered to the experimental and control groups as te
pre-test and post-test at the beginning of the research process, were analyzed with the statistical
programs. Before the analysis process, the normality of distribution of pre-test and post-test scores of
SIAT and SLMS was determined. The Kolmogorov-Smirnov normality test is recommended for the
samples larger than 50 (Buytikoztiirk, 2013). As the sample of the research was larger than 50, the
Kolmogorov-Smirnov test was applied. The analysis results are presented in Table 1.

Tablel.

Normality Test Results Related to Pre-Test and Post-Test Data.

Sub-dimensions Test Statistics df p

The Socio-scientific issues achievement test Pre .09 71 .09
Post .08 71 .18

Science learning motivation scale Pre .08 71 .20
Post .08 71 .20

As the analysis results in Table 1 are taken into consideration, it is seen that the pre-test and post-
test scores distribute normally (p>.05). For this reason, the t-test, which is among the parametric tests,
was applied in the analysis of the data.

In the analysis of qualitative data, content analysis technique was used, and the data were analyzed
by creating codes and categories. 4 categories with 15 codes were created for student views on socio-
scientific issues, 4 categories with 22 codes for opinions on station technique, and 2 categories with 11
codes for opinions on case study method. Besides, the data were coded under the themes determined
by another expert and according to the results, the items with “Consensus” and “Dissidence” were
determined. The codes gathered were analyzed with the Reliability= (Consensus/ Consensus+
Dissidence) formula suggested by Miles and Huberman (1994). The percentage of consensus was found
to be reliable, with a percentage of 81%, as it is above 70% (Miles & Huberman, 1994). Also, the validity
was tried to be provided by a detailed description of the method and process, giving the findings with
direct quotations and expert examination in the research.

Findings

The findings related to the SIAT and SLMS tests, prepared for this research, and interviews held are
presented in this section.

Findings Obtained from the SIAT Test

The SIAT was applied to the experimental and control groups before the issues stated in the
research, the findings of the independent samples t-test are presented in Table 2.
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Table 2.

Comparison of Pre-Test T-Test Scores of Experimental and Control Groups.

Test Group N x Sd df t P
Pre-test scores Control group 35 8.69 3.16 69 -1.24 .22

Experimental group 36 9.50 2.26

As a result of the independent samples t test, there was no significant difference (p> .05) between
the control group pretest mean score (X = 8.69) and the experimental group pretest mean score
(¥=9.50). The dependent samples t-test was applied to compare the SIAT averages of the pre-test and
post-test of the students in the experimental and control groups. The results are presented in Table 3.

Table 3.

Experimental and Control Group Pre-Test Post-Test Dependent Samples T Test Results.

Group Test N x Sd df t P

Control group Pre-test 35 8.51 3.02 34 -8.28 .00
Post-test 35 10.11 3.39

Experimental group Pre-test 36 9.50 2.26 35 -20.69 .00
Post-test 36 14.72 2.51

A significant difference (t=-8.28 p<.05) was found between the SIAT average (Xre.test=8.51) before
beginning the issues and the post-test SIAT average after finishing the issues (Xposttet==10.11) in the
control group. Similarly, in the experimental group, significant difference (t=-20.69 p<0.05) was found
between the pre-test SIAT average (¥pretest=9.50) and post-test SIAT average (Xposttest=14.72). The
independent samples t-test was performed between the post-test averages of the groups to determine
which methods are more effective in the control and experimental groups. The results are presented in
Table 4.

Table 4.

Independent Samples T-Test Results of the SIAT Score Averages of the Experimental and Control Groups.
Test Group N x Sd df t p
Post-test scores Control group 36 10.11 3.34 70 -6.61 .00

Experimental group 36 14.72 2.51

In the independent samples t-test, a significant difference (t=-6.61 p<.05) was found between the
control group post-test average (X=10.11) and experimental group post-test average (X=14.72), in favor
of the experimental group.

Findings Obtained from the SLMS

In the research, before starting the issues stated in the research, the SLMS was applied to the
experimental and control groups. The independent-samples t-test findings gathered with the SLMS are
presented in Table 5.

Table 5.

Independent Samples T-Test Result of SLMS Pre-Test Applied to the Experimental and Control Groups.
Test Group N X Sd df t o]
Pre-test scores Control group 35 95.36 13.72 69 .687 .49

Experimental group 36 93.38 10.40
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No statistically meaningful difference was observed although the pre-test SLMS average of the
independent samples t-test of the control group (¥=95.36) was higher than the pre-test SLMS average of
the independent samples t-test of the experimental group (¥=93.38). The dependent samples t-test was
applied to compare the pre-test and post-test of SLMS averages of students in the experimental and
control groups. The results are presented in Table 6.

Table 6.
Dependent Samples T-Test Results From SLMS Pre-Test and Post-Test Score Averages of the Experimental
and Control Groups.

Group Test N x Sd df t P

Control group Pre-test 35 95.31 10.64 34 .081 .94
Post-test 35 95.14 13.85

Experimental group Pre-test 36 93.38 8.21 35 2.34 .03
Post-test 36 98.08 10.40

In the dependent samples t-test results, no statistical difference was found between the pre-test
average (x¥=95.31) and post-test average (¥=95.14) of the students in the control group. In the
dependent samples t-test results, a significant difference (t=2.34 p<.05) was seen in favor of the post-
test average between the pre-test average (¥=93.38) and the post-test average (¥=98.08) of the
students in the experimental group.

To compare the effect of the methods used in the control and experimental groups on the
motivation for learning science, independent samples t-test was performed between the post-test
averages of the groups. The results are presented in Table 7.

Table 7.
Independent Samples T-Test Results Related To slms Post-Test Averages of the Experimental and Control
Groups.

Test Group N x Sd df t p
Post-test scores Control group 36 95.61 10.64 70 -1.10 .27
Experimental group 36 98.08 8.21

In the independent samples t-test, no significant difference (t=-1.10 p>.05) was encountered
although the post-test average of the experimental group (¥=98.08) was higher than that of the control
group (x¥=95.61).

Findings Gathered from the Qualitative Data
4 categories and 15 coded were created related to student opinions about the socio-scientific issues.

In issue category, there are topics that the students mentioned during the interview. In this category,
there are 3 codes including global warming, sustainable development and biotechnology. 7 students
(63.00%) expressed their opinions related to global warming, 3 (27.00%) to sustainable development
and 9 (81.00%) to biotechnology. The student coded as S, stated: "...glaciers melt as a result of global
warming and endanger the lives of the animals living there. To prevent this is in our hands". The student
coded as Sq claimed: "...we learned about the benefits, harms, and uses of biotechnology. For example,
the prolonged shelf life of foods is useful, can be given as the treatment of diseases."

In the cognitive category, 5 codes were created as information, researching, different opinions,
beneficial and important. 3 students (27.00%) expressed their opinions about information, 1 (9.00%)
researching, 2 (18.00%) different opinions, 4 (36.00%) beneficial, 2 (18.00%) important. The student
coded as S, stated: "...we talked about socio-scientific issues, exchanged ideas, | think it was very useful".
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In affective category, there are 2 codes as engaging and fun. 2 students (18.00%) expressed their
opinions about engaging and 2 students (18.00%) about fun. The student coded as Si; claimed,”... The
topics were interesting to me. I'm not bored because it's different".

In the suggestion category, there are 5 codes as social work, environmental protection, awareness
raising, recycling and energy saving. 1 (9.00%) student expressed an opinion about social work, 4
(36.00%) environmental protection, 1 student (9.00%) awareness rising, 3 (27.00%) recycling and 3

students (27.00%) energy saving.

Table 8.
Codes and Categories related to the Opinions about Socio-Scientific Issues.
Categories Codes f % Cod names
Issue Global Warming 7 63.00 S,S5S45657S9 S10, 511
Sustainable Development 3 27.00 S4,S4 S0
Biotechnology 9 81.00 S4,5,54S565S7Ss Sq S10, S11
Cognitive Information 3 27.00 S5 5,4 S5
Researching 1 9.00 Sy
Different Opinions 2 18.00 S4 S,
Beneficial 4 36.00 S;,S5S,S1;
Important 2 18.00 Sg Sy
Affective Engaging 2 18.00 S, S
Fun 2 18.00 S, S;3
Suggestion Social work 1 9.00 S,
Environmental protection 4 36.00 S,,S4 S5 S0
Awareness rising 1 9.00 S,
Recycling 3 27.00 S3 S4Sé
Energy saving 3 27.00 S4Sg S
Table 9.
Codes and Categories related to the Opinions about Station Technique.
Categories  Codes f % Cod names
Station Experiment 6 5400 S, S5 S6 S8 S9, S0
Design 3 27.00 S, S35,
Poster 1 9.00 S,
Painting 1 9.00 Sy
Positive Permanent learning 2 18.00 S, S5
Information 3 27.00 S4S3S;s
Useful 3 27.00 S4,SgsSu
Effective 1 9.00 S,
Group work 5 45.00 S,,54S55 57 S,
Responsibility 1 9.00 S,
Group contribution 1 9.00 S,
Fun 3 27.00 S3 S5 Sy
Sharing 3 27.00 S4S7So
Different events 1 9.00 Sq
Enjoyed 2 18.00 S;3, So
Negative Interruption 2 18.00 S; S
Joint decision 1 9.00 S;
Relocation 2 18.00 S3 Sy
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The student coded as S¢ stated: "...tree cutting can be reduced by recycling paper. If people throw
one or a few used pieces of useless paper into recycling bins every day, half of the trees in our world will
be saved.". Sy claimed: "...I think socio-scientific issues should be explained in social areas outside the
school. For example, the harms of global warming should be explained in conferences. Thus, people can
work to save the lives of living things by applying what they have learned"

3 categories and 22 codes were created related to the opinions about the station technique.

Station category consists of the stations which the students admired most. In this category, there are
4 codes; experiment, design, poster and painting. 6 students (54.00%) claimed that they admired the
experiment station, 3 students (27.00%) design, 1 student (9.00%) poster and 1 student (9.00%)
painting. The student coded as Sy stated: "...my favorite was an experiment. Because | like to learn by
observing and researching things".

Positive category consists of positive expressions related to the station technique. In this category,
there are 11 codes including permanent learning, information, useful, effective, group work,
responsibility, group contribution, fun, sharing, different events, enjoyed. 2 students expressed opinion
(18%) that it provided permanent learning, 3 students (27.00%) that it was informative technique, 3
students (27.00%) that the stations were useful in learning the issue, 1 (9.00%) that it provided effective
learning, 5 students (45.00%) liked the group work in this technique most, 1 student (9.00%) that the
station techniques provided responsibility, 1 student (9%) that everyone contributed to the group, 3
students (27.00%) that the station technique was fun, 3 students (27.00%) that it increased sharing in
group, 1 student (9.00%) that different event performed in stations, 2 students (18.00%) enjoyed the
station technique. The student coded as S, said: "...I like group work because it requires responsibility for
me. If my friends contribute to the group, | would like to contribute. Also maybe | would not understand
if the teacher taught me, but now, | do not forget the issues that came to mind for our work". S, also
stated: "..Thanks to the stations, the subjects were better in my mind, the lesson was quicker,
meaningful and fun."

In negative category, there are negative expressions of the student that they do not like about the
station technique. In this category, there are 3 codes; interruption, joint decision and relocation. 2
students (18%) expressed that they were disturbed by the transition from one station to another before
the end, 1 student (9%) the s/he does not enjoy joint decisions because s/he wants to make individual
decisions, 2 students (18%) that they found the continuous relocation struggling. The student coded as
S; claimed: "...When | started a station, | would love to end up. But we've always moved." The student
coded as S; stated: "...we made a group decision, but | love working one time, so my decisions don't need
to be approved by others." Two categories of 11 codes were created for the opinions about the case
study method.

Table 10.
Codes and Categories related to the Opinions about Case Study.

Categories Codes f % Cod names

Method Different opinions 3 27.00 S4,S4 S5
Group work 5 45.00 S, 5S4 55S7 Sq
Information 3 27.00 S;3,S4,Sqp
Useful 2 18.00 S, S
Decision making 2 18.00 S;, Si1

Case-study News 3 27.00 S,,S53 S,
New information 2 18.00 S, S;3
Daily events 4 36.00 S,,S7Sq, S0
Guiding 2 18.00 S3, Sy
Interesting 4 36.00 S, S4S7 S
Awareness 2 18.00 S;, S
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Method category consists of student opinions related to the case study method. There are 5 codes;
different opinions, group work, information, useful, decision making. 3 students (27.00%) claimed that
different opinions were expressed thanks to this method, 5 students (45%) that it was fun to examine
case studies with group work, 3 students (27.00%) that the method provided information, 2 students
(18.00%) that useful works were conducted, 2 students (18.00%) that it was significant to make decision
with this method. The student coded as S, stated: "...our friends in the group said different ideas. I like to
hear everyone's thoughts."

Case-study category consists of student opinions about the cases selected for the method. 3
students (27.00%) found the cases from newspaper news to be effective, 2 students (18.00%) stressed
that they gained the information they had never heard before thanks to the case study. 4 students
(36%) found it effective that the case studies consisted of daily events. 2 students (18.00%) expressed
that the case study was guiding to answer to given questions, 4 students (36.00%) that the cases were
interesting, 2 students (18.00%) that case studies provided awareness about the society. The student
coded as S; stated: "..I've had information with the news I've never seen in newspaper news". O,
claimed: "...There was interesting news seen in our daily lives. | wasn't distracted by the news as | found
them interesting."

Discussion, Conclusion and Implications
Conclusion Related to the Findings Gathered from the SIAT Test

Any significant difference was not observed in the SIAT pre-test results administered to the
experimental and control groups for the sub-problem "Does teaching the socio-scientific issues, (GW-
SD-BT) in 8th class with the case-oriented station technique have any effect on the academic
achievement of the students?" This shows that the readiness and knowledge levels of the students are
close to each other. Similarly, in the studies by Albayrak (2016) and Aydemir (2010), it was noticed that
there was no significant difference between the pre-test achievement score averages of the groups.

Meaningful difference encountered in favor of the post-test in the experimental and control groups
according to the dependent samples t-test results between the pre-test and post-test SIAT averages
shows that both the program approved by the MoNE and case-oriented station technique were effective
in teaching the socio-scientific issues (GW-SD and BT) in 8th class. In studies in which the case study
method (ibrahimoglu, 2010; Sancar, 2010) and the station technique (Albayrak, 2016; Cakmak, 2018;
Koca, 2018; Yiiksel, 2017) were used, it is seen that similar results with the present study were reached.

Independent samples t-test results between the post-test averages of the groups to determine
which methods are more effective in the control and experimental groups demonstrated that the case-
oriented station technique used in the study increased the academic achievement in the 8th class socio-
scientific issues (GW-SD and BT) compared with the current program of the MoNE, and was more
effective in teaching. The present study and other studies supported that the case study method has a
positive effect on the academic achievement of the students (Adal, 2005; Cakir, 2002; Herreid, 1994;
ibrahimoglu, 2010; Pehlivanlar, 2005; Stepien & Gallager, 1993; Ugur, 2007; Yalcinkaya, 2010). The
results gathered from the relevant researches demonstrate similarity with this study. In the study by
ibrahimoglu (2010), it was found that using the case study method in social studies lesson increased
academic achievement. Yalginkaya (2010) found that the case-oriented learning model is an effective
method to eliminate students' misconceptions compared to the traditional method. As the literature
was reviewed, it was seen that the activities with the station technique has a positive effect on
academic achievement and teaching (Albayrak, 2016; Arslan, 2017; Aydemir, 2010; Avci, 2015; Benek,
2012; Cakmak, 2018; Demir, 2008; Demirors, 2007; Erdagi, 2014; Farkas, 2002; Frailing, 1982; Giines,
2009; Kara Ekemen, 2017; Koca, 2018; Mergen, 2011; Robert, 1999; Yiksel, 2017).
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Conclusion Related to the Findings Obtained from the SLMS Scale

Any significant difference was not seen (p>.05) between the groups according to the SLMS pre-test
results applied to the experimental and control groups in the t-test, in which the pre-test averages of
the groups were compared, in terms of the sub-problem "Does teaching the socio-scientific issues, (GW-
SD-BT) in 8th class with the case-oriented station technique have any effect on the motivations of the
students?" According to the dependent samples t-test results in which the SLMS pre-test and post-test
scores of the students in the control and experimental groups a meaningful difference was found in the
experimental group (p<.05) while no significant difference was observed among the scores of the
students in the control group (p>.05). This shows that the activities and collaboration with the methods
and techniques used in the course increase the motivation of the experimental group students to learn
science lesson. As the literature was reviewed, similar results were encountered (Akilli et al., 2017;
Aytekin, 2018; Eilks, 2002; inel, 2012; Oksal, 2014; Ozaydin Ozkara, 2016; Yakar, 2017; Yildiran Sénmez,
2015). Eilks (2002) concluded that the station technique applied in chemistry class increased the
motivation of the students. He stated that this situation affected learning through cooperation. Yakar
(2017) found that the experimental group students had higher motivation in his thesis in which he used
the Socratic questioning technique for socio-scientific issues. Yildiran Sonmez (2015) stated in the thesis
where a case-oriented learning method was applied, that the method had a positive effect on
motivation in favor of the experimental group for learning chemistry lesson.

The post-test averages of the independent samples t-test between groups applied in order to
compare the effect of the methods in the control and experimental groups on the motivation toward
science learning demonstrated that no statistically meaningful difference occurred (p>.05) even if the
post-test average of the experimental group (X=98.08) was more than that of the control group
(X=95.61). Although the method applied positively affected the motivation of students to learn science,
it can be claimed that this difference was not meaningful. This is thought to be due to the short duration
of the study. Besides, some researchers attributed the lack of a significant difference between
motivation scores for learning to the high or low student and school achievement, crowded classes, and
poor socioeconomic status (Aydogdu, 2017; Karci, 2018; Konu 2017; Yalginkaya, 2010).

Conclusion Related to the Findings Gathered from the Qualitative Data

Student opinions on the interviews held to find the answer to the sub-problem "What are the
students' opinions after the application of teaching the socio-scientific issues, (GW-SD-BT) in 8th class
with the case-oriented station technique?" were analyzed by grouping into codes and categories as
socio-scientific issues, case study method and station technique. As the findings gathered from the
student opinions related to the SSls, it is seen that the students expressed opinions related to the issues
of global warming, sustainable development, and biotechnology, made suggestions, interpreted about
their uses and harms by giving examples. So, the SSIs take the attention of the students and develop
critical thinking and decision-making skills. In parallel to this result, similar results were encountered in
the relevant literature. Zeidler and Nichols (2009) pointed out in their study that the SSls teaching
motivates students for scientific issues, but also contributed to inter-disciplinary connections such as
critical thinking, reading skills, and being democratic, tolerant and caring about human values. Similarly,
Dolan et. al. (2009) stressed in their research that the SSls offer a multidimensional approach, such as
understanding and discussing the importance of science for society, social conscience, and not only
scientific content on a subject, but also in daily life. Talens (2016) stated in his study that the SSls
teaching is important for students to connect with the real-life, examine the positive and negative
aspects of the chosen subject and gain experience for the students. Related to this topic, taking
attention to social concerns and their effects, access to information through scientific ideas and
practices, criticism, sharing information, use of information and communication technology, students'
use of experiences and social interaction were important factors in the SSI model developed by
Friedrichsen, Sadler, Graham and Brown (2016). Babacan (2017) stated in his study that activities carried
out with socio-scientific issues improved students' critical thinking skills and students produced answers
that are more qualified after activities.
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During the interviews, the students made suggestions about energy saving, recycling and
environmental protection based on the subjects they saw in the activities and stated that social studies
should be done on these issues. Tagpinar (2011), in his socio-scientific discussion supported by health,
observed that students were more participant in events they encountered in their daily lives. Yakar
(2017) states in his thesis on socio-scientific issues that SSls are considered significant by students in
terms of being a tool for learning situations and events related to people, society, world, environment.
Also, it was concluded that the students enjoyed, loved and wondered while discussing and researching
these subjects. Therefore, the researcher stated that SSls are important issues to be learned from within
life. Similarly, Pelch and McConnel (2017) emphasized that the continuous use of SSls in the course has a
positive effect on students' interest and attitude towards science.

In the interviews, the students found that the news given as a case was open to discussion, which
helped to create different ideas, and that they were important, useful, interesting and fun. Sadler (2011)
stressed that it is important to use the media in SSI teaching to enable students to relate what they have
learned to everyday life and to use technology to enrich learning experiences in the classroom. As it is
supported in the literature, in the present study, it is seen that the case study method chosen for
teaching socio-scientific issues is appropriate, effective and useful for teaching these issues.

When the findings obtained from the students' opinions about the case study method with socio-
scientific issue content are examined, the students mentioned the case studies in their activities as an
interesting and useful method in-group news, which are frequently encountered in daily life, interesting,
help to produce different ideas and make decisions. It is seen that studies in the literature are in parallel
with the present study. ibrahimoglu (2010) revealed in his thesis that students stated that the course
was enjoyable with the case study method, as the effective participation was ensured and examples
from daily life were carried to the classroom. Ozkan (2010), in the interview with teachers about the
purpose of using the case study in the classroom, found the results of reconciling the course with the
students' lives, providing persistent learning by understanding and participating in the course, providing
the students to try to solve and confront the problems and concretize the event. In other studies, similar
results are encountered (Ada, Baysal & Kadioglu, 2009; Aydemir, 2010; Herreid, 1994; Pehlivanlar, 2005;
Ugur, 2007; Utkir, 2016).

During the interviews about station technique consisting of socio-scientific issues, the students
found the activities to be permanent, useful and fun. Also, most of the students stated that they
enjoyed group work, sharing, taking responsibility and contributing. Frutani (2007) found in the research
that students love learning stations and develop responsibility and cooperation. Porter (2004) pointed
out that students admired the station technique in mathematics lesson, they enjoyed during learning in
the lesson.

During the research process, in the interviews related to the socio-scientific case-oriented station
technique, some students emphasized the unfinished station activities and the continuous relocation as
a negative situation. Besides, in the long-term applications, students were observed to move away from
their goals. In parallel to this result, Eilks (2002) stated that the station technique may be difficult for
students in the first application and that students may move away from their original goals in the long-
term practice. Avcl (2015) stated in his research that some students found activities about station
technique too boring and could not train time.

As the relevant literature was reviewed, the results obtained from the interviews about the station
technique are generally positive and they are in parallel with the present research results (Alacapinar,
2009; Albayrak, 2016; Arslan, 2017; Avci, 2015; Batdi & Semerci, 2012; Benek, 2012; Cakmak, 2018;
Demir, 2008; Demirors, 2007; Eilks, 2002; Erdagi, 2014; Frutani, 2007; Geng, 2013; Maden & Durukan,
2010; Mergen, 2011; Ocak, 2010; Porter, 2004; Yiksel, 2017).
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According to the results reached considering the research findings, case-oriented station technique

seems to be appropriate, effective and useful for teaching socio-scientific issues. Also, the present study
differs from many studies on socio-scientific issues in terms of the existence of two different methods
and techniques and the use of qualitative and quantitative studies together.

Recommendations

In this section, according to the results of the study, recommendations for the effective use of case-

oriented station technique are given to researchers and practitioners.

As the literature is reviewed, it is seen that there are few studies on teaching socio-scientific issues in
the classroom. The case-oriented station technique is an effective and useful study in the teaching of
socio-scientific issues and is one of the few studies conducted. So, further research on the teaching
of socio-scientific issues in the classroom is recommended.

Case-oriented station technique can be applied to other issues rather than those in this research;
Global Warming, Sustainable Development and Biotechnology.

In the research, it was observed that the students discussed and produced different ideas about
socio-scientific issues and made suggestions for social problems. In this context, more attention
should be paid to socio-scientific issues in terms of raising individuals who think, criticize and
produce ideas in the future.

In the study, it was seen that the socio-scientific issues mentioned in the newspaper news attracted
the attention of the students. Therefore, students should be encouraged to read newspapers,
articles and journals containing socio-scientific issues.

This research was limited to 8th class students. The case-oriented station technique can be repeated
with students at different class levels.

The research was carried out in the science course. It is thought to be beneficial to apply it in
different courses.

This study is limited to a specific sample and is recommended to be applied in larger samples.

The number of stations that will appeal to each student in the classroom can be increased by
investigating the interests and abilities of the students in different studies related to the station
technique.

To implement these and similar activities in crowded classrooms, teachers should make a detailed
plan in advance and take precautions against negative situations in cooperation with the students.
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Turkish Version

Girig

Gunumuzde, bilim ve teknolojinin hizla gelismesiyle birlikte bu gelisime ayak uyduracak insan glicline
olan ihtiyacta her gegen glin artmaktadir. Bireylerin ¢agin gerektirdigi donanima sahip olabilmesi igin
bireyde merak uyandiran, arastirma, inceleme ve deney yapmalarina olanak saglayan, dogal cevreyi
tanima firsati veren bir fen egitimi énem kazanmistir (Yiiksel, 2017). Ogrencilere verilecek olan fen
egitimi, toplumumuzun ve gelecekteki vatandaglarimizin bilimsel okuryazarhgini artirma ihtiyacini
karsilamaldir (Cepni, 2014). Bu cercevede Ulkemizde fen 6gretim programlari ihtiyag, degisim ve
yeniliklere gore glincellenerek hazirlanmaktadir. 2013 yilinda Fen bilimleri 6gretim programina, ¢alisilan
konu ile ilgili eklenen amaglar sunlardir (MEB, 2013):

e Birey, cevre ve toplum arasindaki karsilikli etkilesimi fark etmek ve toplum, ekonomi, dogal kaynaklara
iliskin strdardlebilir kalkinma bilincini gelistirmektir.

e Glinlik yasam sorunlarina iliskin sorumluluk alinmasini ve bu sorunlari ¢ozmede fen bilimlerine iliskin
bilgi, bilimsel slire¢ becerileri ve diger yasam becerilerinin kullanilmasini saglamaktir.

e Sosyobilimsel konulari (SBK) kullanarak bilimsel diisinme aliskanliklari gelistirmektir.

2017 yilinda Fen bilimleri 6gretim programina, ¢alisilan konu ile ilgili eklenen amaglar sunlardir (MEB,
2017):

e Astronomi, biyoloji, fizik, kimya, yer ve gevre bilimleri ile fen ve mihendislik uygulamalari hakkinda
temel bilgiler kazandirmaktir.

¢ Sosyobilimsel konulari kullanarak muhakeme yetenegi, bilimsel disiinme aliskanliklari ve karar verme
becerileri gelistirmektir.

e Evrensel ahlak degerleri, milli ve kultirel degerler ile bilimsel etik ilkelerinin benimsenmesini
saglamaktir.

Fen bilimleri 6gretim programina, 2013 yilinda eklenen amaclar arasinda SBK ilk defa programda
dogrudan yer almakta olup bireyin bilimsel slire¢ becerilerinin yaninda toplumsal sorunlara ve bu
sorunlari ¢ézmeye karsi sorumluluk gelistirme amag¢ olarak eklenmistir. 2017 yilinda glincellenen
programda, konularin giinlik yasamla iliskilendirmesinin, evrensel ve milli degerlerin benimsenmesinin,
tartisma ve karar verme becerilerinin gelistirilmesinin amaglandigi gériilmektedir.

Programda adi gegen ve yapilacak ¢alismanin konusu olan SBK; fen bilimlerini temel alan, tartismali,
sosyal ikilemler iceren bilimsel ve sosyal konulardir (Ratcliffe & Grace, 2003; Sadler & Zeidler, 2005;
Topgu, Sadler & Yilmaz-Titlin, 2010). Ayrica sosyobilimsel konular dogasi geregi tartismali olmakla
birlikte tek bir sonucu olmayan ahlaki ve etik konulardir (Sadler & Zeidler, 2005). Bireylerin sosyobilimsel
bir konuda etkili karara ulasabilmesi, konunun olasi etik, ahlaki ve yasal sonuglarini birlikte
degerlendirmesi, elestirel diisinme becerilerinin gelisebilmesi icin sosyobilimsel konularin programda
ele alinmasinin gerekliligi ortaya ¢ikmaktadir (Cakirlar Altuntas, Yilmaz, & Duran, 2017). Bu bilgiler
1siginda fen derslerinde sosyobilimsel konularin ele alinmasinin hem 6grencinin kendi kisisel gelisimi icin
hem de toplumun gelisip ilerleyebilmesi icin olduk¢a 6nemli bir arag oldugu vurgulanabilir (Balkan Kiyici,
2008). Ozellikle fen bilimleri alanindaki tartismali sosyobilimsel konularda alinacak kararlar, toplumlarin
gelecegini ve belki de diinyamizin varligini stirdirmesini etkiledigi gercegi, bilimsel tartismalarda 6ne
slrilen iddialari, gerekgeleri, muhakeme ve arglimanlari elestirel olarak degerlendirebilecek ve bilimin
distinme yollarini kullanarak bilingli kararlar verebilecek bilim okuryazari bir toplum olusturmak icin
gereklilik olusturmustur (Sahin & Hacioglu, 2010).

943



Zeliha Gl TURE, Pasa YALGIN, Sema ALTUN YALGCIN — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 929-960

Arastirmada, SBK’larin 6gretimi icin uygun olarak gorilen 6rnek olay yontemi ve istasyon teknigi
birlikte kullaniimistir. Ornek olay yéntemi; konulari giinlik hayatla iliskilendirmeyi saglama, problem
¢6zme, karar verme, tartisma ve Ust diizey dusiinme becerileri gelistirme gibi sosyobilimsel konularin
O0gretimine yardimci olacak 6zelliklere sahip bir yontemdir. Bu yontem, bireylerin hem zihinsel hem de
duygusal yonden aktif katilimini gerektirir. Sinifta icinde cesitli iddialarin gekistigi, farkli haklarin ve goris
actlarinin tanimlanabildigi ahlaki ve sosyal igerikli ikilemlerin tartisilmasi, 6grencilerin bakis agisi
kazanmalarina bununla birlikte kendilerinin ahlaki anlayislarini sorgulamalarini gelistirdigi miilkemmel bir
firsattir (Aydin, 2007). Ornek olay yontemiyle kullanilacak olan istasyon teknigi; bitiin sinifin her
asamaya (her istasyonda) katki saglamasi yoluyla bir 6nceki grubun yaptiklarini ileri gétirmeyi 6greten
o6grenci merkezli bir tekniktir (Gozutok 2006, p. 256). Ayrica bu teknikte, konularin farkh zeka alanlarinda
yapilan etkinliklerle pekistirilmesi, yaraticilik ve ig birligi gibi 6zelliklerin ortaya ¢itkmasi amaglanmistir. Bir
icerik ve 6gretim yaklasimi ne kadar ¢ok becerinin gelisimine destek sagliyorsa o denli iyi ve kullaniimasi
elzem oldugu soylenebilir (Evren Yapicioglu, 2016).

Konu ve kazanimlara uygun olarak dogru secilen yontem ve teknik 6grencilerin potansiyellerini Gst
diizeyde ortaya koymak ve akademik basarilarini artirmak agisindan gerekli ve 6nemlidir. Bu ¢ergevede
yapilan arastirmanin, SBK’ larin konu yapisi dikkate alindiginda konularin 6gretimi igin uygun gorilen
ornek olay destekli istasyon tekniginin, 6grencilerin akademik basarisini artirmakla birlikte yapilan farkh
etkinliklerle 6grencileri derse ve konuya karsi giidilemek dolayisiyla fen dersine karsi motivasyonunu
artirmak ve 6grencilerin st dizey dusiinme becerilerinin gelismesine yardimci olmasi agisindan énemli
oldugu distinilmektedir. Ayrica SBK'lar ile ilgili yapilan g¢alismalar incelendiginde mevcut c¢alisma, SBK
ogretiminde iki farkh yontem ve teknigin birlikte kullanildigi bir ¢calisma olmasiyla diger ¢alismalardan
ayrilmakta ve literatire katki saglayacagi diisiinilmektedir.

Arastirmanin amaci, 8. sinif “Kuresel Isinma (K1), Strdurilebilir Kalkinma (SK), Biyoteknoloji (BT)”
sosyobilimsel konularin 6rnek olay destekli istasyon teknigi kullanilarak islenmesinin 6grencilerin
akademik basarisina ve fen dersini 6grenmeye yonelik motivasyonlarina katkisini arastirmaktir.

Bu arastirmada, arastirma amaglari dogrultusunda asagidaki 3 problem durumuna ¢6zim bulunmaya
calisilacaktir:

1. 8. sinif sosyobilimsel konularin (KI-SK-BT) 6rnek olay destekli istasyon teknigi kullanilarak
islenmesinin 6grencilerin akademik basarisina katkisi var midir?

2. 8. sinif sosyobilimsel konularin (KI-SK-BT) 6rnek olay destekli istasyon teknigi kullanilarak
islenmesinin 6grencilerin motivasyonuna katkisi var midir?

3. 8. sinif sosyobilimsel konularin (KI-SK-BT) 6&rnek olay destekli istasyon teknigi kullanilarak
islenmesinden sonra 6grencilerin uygulama ile ilgili gérusleri nelerdir?

Yontem
Arastirma Modeli

Arastirmada nitel ve nicel c¢alismalari iceren karma bir yontem kullanilmistir. Karma ydntem
yaklasimina gore her olay ve olgunun incelenmesi gereken nicel ve nitel boyutu vardir. Bu boyutlar
birlikte incelenerek toplanan verilerin birbirini destekleyip desteklemedigi gorilir. Karma yontemlerin
kullanilmasi konusunda tek bir yaklasim yoktur. Bazen arastirma desenlerinde nicel yontemler 6n plana
cikarken bazen nitel yontemler agirlikli olabilmektedir. Bazilarinda ise her iki yontem esit olarak
kullanilabilmektedir (Yildinm & Simsek, 2013). Yapilan arastirmada nicel veriler toplanip sonra nitel
verilerle desteklenmistir. Bu cercevede, karma yontem arastirma desenlerinden agiklayici desen
secilmistir. Aciklayici desen arastirmalarinda once nicel yontemlerle veriler toplanir daha sonra bu
verilerin analizinden yola ¢ikarak nitel veriler toplanir (Creswell & Plano-Clark, 2015). Bu yontemle
toplanan verilerin arastirmaya olan katkisi esit dizeydedir (Yildirnrm & Simsek, 2013). Nicel arastirma
yontemlerinden yari deneysel model kullaniimistir. Yapilan bir c¢alismanin yari deneysel olmasi,
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arastirmanin neden sonug iliskisini ortaya koyabilmesini ve ortaya koydugu bu sonucun benzer
sonuglarla genellenebilir olmasini gésterir (Can, 2013).

Arastirma icin Erzincan Binali Yildinm Universitesi, insan Arastirmalari Etik Kurulu’nun 01.02.2018
tarih ve 01/18 protokol numarali “arastirmanin yapilmasi etik agidan uygunluk” karari alinmistir. Etik
kurul karari da dikkate alinarak, kurumlar arasi yazismalar ile arastirmanin yapildigi okullarin bagh
bulundugu Milli Egitim Mdurluginden gerekli arastirma izni alinmistir.

Calisma Grubu

Arastirma, Dogu Anadolu’nun yaklasik 20.000 nifuslu bir ilgesinin 2 ortaokulunda okuyan 71
o0grenciden olusan 8. sinif 6grencileriyle gergeklestirilmistir. Her bir érnekleme birimine esit segilme
olasihgl vererek ornekleme alindigi yonteme basit segkisiz 6érnekleme yontemi denir (Blyukoztirk,
2013). Calisma grubu; ilgede bulunan 3 ortackuldan 2 ortaokul, okullarda bulunan 4 subeden de 2 sube
basit seckisiz 6rnekleme yontemi ile belirlenmistir. 71 6grenciden, 16 kiz 19 erkek olmak Uzere 35
6grenci deney grubunu, 17 kiz 19 erkek olmak tizere 36 6grenci ise kontrol grubunu olusturulmustur.

Veri Toplama Araglari

Verilen egitimin etkililigini 6lgmek amaciyla, gelistirilen Sosyobilimsel Konular Basari Testi (SBT) ve
dgrencilerin 6grenmeye yonelik motivasyonlarini 8lgmek amaciyla Fen Ogrenmeye Yénelik Motivasyon
Olgegi (FMO) (Dede & Yaman, 2008), kontrol ve deney gruplarina &n test -son test olarak uygulanmis ve
analiz edilmistir.

SBT Testi: Fen egitiminde, belirlenen kazanimlar dogrultusunda 6grencilerin basarilarini tespit etmek
icin nitelikli ve iyi hazirlanmis bir 8lcme aracina ihtiyag vardir. Ogrenci 6grenmelerini ortaya ¢ikarmakta
kullanilan birgok 6lgme araci olmakla birlikte zaman, hazirlama, objektiflik, kullanishlik ve sinif ortaminda
kolayca uygulamak agisindan ¢oktan se¢meli testler ayri bir 6neme sahiptir (Ayvaci & Durmus, 2016). Bu
gercevede arastirmada, 8. sinif “Canlilar ve Enerji iliskileri initesinde SBK kapsaminda yer alan “Kiiresel
Isinma, Surdirilebilir Kalkinma, Biyoteknoloji” konulari iceren c¢oktan se¢me sorular SBT olarak
gelistirilmistir. Gegerlilik bir 6lgme aracinda bulunmasi gereken en 6nemli 6zelliklerden biridir. En genel
ve klasik tanimiyla gegerlilik; 6lgme aracinin 6lgmek istedigi 6zelligi baska degiskenler karistirmadan
olcebilme derecesidir. Bir testin gecerliligini belirleme yontemi, testin kapsamini analiz etmeyi, testten
elde edilen puanlarla uygun bir oOlgltten elde edilen puanlari karsilastirmayi, teste 6lgllmek istenen
yapinin arastiriimasini icerir (Atilgan, Kan & Dogan, 2009). Arastirmada basari testini kapsam gegerliligini
saglamak agisindan belirtke tablosu hazirlanmis ayrica uzman goérusleri alinmistir.

SBT soru havuzu olusturmak igin, tniteyle alakali gesitli kaynaklar taranmistir. MEB tarafindan yapilan
deneme sinavlarindan, MEB tarafindan onaylanmig fen bilimleri ders kitaplarindan, farkl yayinevlerinin
testlerinden Unitenin kazanim sayilari ve ders saatleri dikkate alinarak zorluk duzeyleri farkli sorular
secilmistir. Secilen 43 soru; 2 Ogretim Uyesi, 2 fen bilimleri 6gretmeni goristine sunulmustur.
Uzmanlardan alinan goérus ve degerlendirmeler sonucunda bazi sorular gikarilarak 38 soruluk pilot basari
testi olusturulmustur. Pilot basari testi, arastirmanin yapilacag ilgili yerlesim yerinin iki farkli lisesinde
okuyan 85 adet 9. sinif 6grencisine uygulanmistir. Pilot uygulama sonucunda yapi gecerliligi saglama
acisindan testte bulunan her madde analiz edilmistir. Yapi gegerliligi, testten elde edilen puanlarin testin
olgtiginid varsaydigi kavrami yani yapiyl gercekte ne derece olgtugi ile ilgilidir (BlyuUkozturk, 2013).
Madde ayirt edicilik indeksi (-1.00 ile +1.00) arasinda degismekle birlikte ayirt ediciligi .20 altinda olan
maddeler ayirt etme oranlari diisiik oldugu igin testten gikarilmalidir (Giler, 2011). Bu nedenle, testte
yer alan ayirt edicilik indeksi .20 altinda olan 11 tane (5, 11, 16, 20, 23, 28, 30, 31, 35, 37, 38) madde
ayirt edici olmadigindan testten cikarilmistir. Madde ayirt ediciligi .20 -.30 arasinda bulunan 2 tane (10,
18) madde, bir fen egitimi uzmani ve bir arastirmacinin degerlendirmeleri sonucu celdiricileri
diizeltilerek testte kullanilmistir. ideal bir basari testinde sorularin ortalama giigliik indeksi .50 civarinda
olmalidir (Giiler,2011). Testtin ortalama gi¢ligi .50 olup ¢ok kolay olan 8 tane (1, 2, 3, 6, 8, 14, 15, 22)
madde testten c¢ikarilmistir. Madde analizi sirecinde, madde glgclik ve ayirt edicilik degerleri
belirlendikten sonra bazi sorular testten ¢ikarilarak 19 maddeden olusan nihai basari testi
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olusturulmustur. Mevcut arastirmada, tek uygulamaya dayali yontem (KR-20) kullanildi. Kuder &
Richardson (1937), her maddenin birbiriyle paralel, ayni ortam ve varyansa sahip oldugu varsayimindan
hareketle KR-20 formilini gelistirmistir (Atilgan et al. 2009). Mevcut arastirmada, basari testinin
gluvenirliligini tespit etmek icin i¢ tutarlilk analizi yapilarak pilot testin KR-20 degeri .70 bulundu.
Guvenirlik katsayisi .70 ve Uzeri olan testler genel olarak yeterli giivenirlige sahip olarak kabul edilir
(Fraenkel & Wallen, 2009 akt. Oztiirk & Alper, 2019). Bu sonuca gore, testin iyi ayirt edici ve orta
giclikte olmakla birlikte glivenilir oldugu soylenebilir (Kan, 2008; Kiicikahmet, 2002; Tekin, 2004).

FMO Testi: Ogrencilerinin fen 6grenmeye ydnelik motivasyon diizeylerini tespit etmek igin Dede ve
Yaman (2008) tarafindan gelistirilen FMO kullanilmistir. Arastirmacilar motivasyon &lgeginin én
uygulamalarini 421 6grenci Uzerinde gergeklestirmiglerdir. 23 maddeden olusan 6lgegin gegerliligini
belirlemek amaciyla agimlayici faktor analizi yapilarak 6lgegin toplam varyansin %47’sini agiklayan;
“Arastirma yapmaya yonelik motivasyon”, “Performansa yonelik motivasyon”, “iletisime yonelik
motivasyon”, “isbirlikli 5grenmeye yonelik motivasyon”, “Katilima ydnelik motivasyon” olmak {izere bes
faktodr altinda toplandigi gorilmistir. Olgegin faktorlerine iliskin agiklanan varyans degerlerini birinci
faktor icin %21.37, ikinci faktor icin %7.88, Uglincl faktor icin %7.27, dérdinciu faktor icin % 5.88 ve
besinci faktor icin % 4.76 olarak bulunmustur. Ayrica likert tipli bu 6lgegin Cronbach Alfa degeri .80
olarak bulunmustur (Dede & Yaman, 2008).

Nitel gériismeler: Yapilan ¢alismayi O6grenci gorisleri ve yorumlariyla desteklemek amaciyla nitel
arastirma yontemi olan yapilandiriimamis goriisme tercih edilmistir. Yapilandirilmamis goérismeler,
arastirmaciya konuyla ilgili maddelerin sorulmasinda biyik serbestlik saglar. Sorular ve siralamasi sabit
degildir, gbrisme sirasinda degistirilebilir 6zelliktedir. Bu yéntemde, zengin ve yeterli bilgi toplamak
hedeflenmektedir (Blyukoztlrk, 2013). Yapilandirilmamis goriisme, daha ¢ok sohbet tarzinda gegcmekle
birlikte agik uglu ve esnek sorulardan olusur (Merriam, 2013). Ayrica sohbet tarzi bu goriismeler, duruma
ve gorisllen bireysel farkliliklara uyum saglama agisindan arastirmaciya yardimci olur (Yildirm &
Simsek, 2013). Yapilandinimamis gorisme, belirtilen o6zellikler ¢ergevesinde arastirmaya katki
saglayacagi duslnildigi icin tercih edilmistir. Goriisme amaciyla; fen basarisi disik (n=3), fen basarisi
orta (n=5), fen basarisi yiiksek (n=3) olmak tizere toplam 11 6grenci gonilltlik esas alinarak segilmistir.
insan arastirmalari etik kurulu karari geregi belirlenen dgrencilerin velilerinden gerekli onaylar alinmustir.
Ogrencilere 6ncelikle calismanin amacindan bahsedilmis, degerlendirme, not verme amaciyla
yapilmadigi isimlerin sakh kalacagi belirtilmistir. Goriisme yapilmadan 6nce 6grencilere, arastirmayla
ilgili temel kavramlar hatirlatilip dislincelerinin yazilmasi istenmistir. Bu sayede, 6grencilerin gériisme
sirasinda dugsiincelerine ifade ederken zorlanmalari, heyecanlanmalari, konu disina ¢ikmalari
engellenmeye calisiimistir. Gériismeler deney grubu 6grencileriyle gergeklestirilmistir. Bir ders saatinde
(40 dk) dogrudan arastirmaci tarafindan 6grencilerin cevaplari kagit kalem kullanilarak kaydedilmistir.
Her bir 6grenciyle ayri ayri gorisilmus birbirlerinden etkilenmeleri engellenmistir. Gériismeler birkag
kez tekrarlanarak goriisme sirasinda gelisen 6nemli olarak goérilen ifadeler tespit edilmistir. Ayrica
ogrencileri yonlendirilebilecek davranislardan kaginilmis goérusleri degistiriimeden kaydedilmistir.
Ogrencilerin isimleri verilmeden numaralandirarak kodlanmistir.

Verilerin Toplanmasi

Arastirma siirecinin basinda deney ve kontrol gruplarina SBT ve FMO testleri, &n test olarak
uygulanmistir. Daha sonra 3 hafta boyunca deney gruplar ile 6rnek olay destekli istasyon teknigi,
Kontrol gruplariyla ise MEB tarafindan hazirlanan program cergevesinde ders islenmistir. SBT ve FMO
testleri derslerin bitiminde deney ve kontrol gruplarina son test olarak uygulanmistir. Ornek olay destekli
istasyon teknigi uygulamasi icin; kazanimlar, siniflarin fiziki 6zellikleri ve mevcutlari dikkate alinarak 2
saatlik calismalar icin 4 istasyon olusturulmustur. istasyonlara 6grenciler heterojen olarak dagitiimis ve
her bir istasyon icin baskan secilmistir. Ogrenciler 6rnek olay ve istasyon teknigi hakkinda
bilgilendirilerek 6rnek uygulama yapilmistir. Ornek olay icin kazanimla alakali bir internet haberi
bulunarak, haberle ilgili sorular olusturulmus ve her bir istasyonda bulunmasi agisindan 12 6érnek olayla
birlikte yine 6rnek olayi anlamayi kolaylastiran, pekistiren farkli istasyon etkinlikleri (afis, deney, resim...)
hazirlanmistir. Ayni zamanda 6rnek olaylar istasyonlarda pekistirilmesi istenen konular icin gerekli

946



Zeliha Gl TURE, Pasa YALGIN, Sema ALTUN YALGCIN — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 929-960

bilgileri icerdiginden konularla alakali bilgilerin istasyonlarda yer verilmesine gerek kalmamistir. Ornek
olay ve calisma kagitlari yénergelerle birlikte tamamlanip her bir istasyona isim verilmistir. istasyonlarda
yapilacak etkinlikler i¢in gerekli malzeme listesi gikarilmis ve temin edilmistir. Arastirmaci 6gretmenin
rehberliginde, gruplar her istasyonda 15 dakika calismis siire bitiminde diger istasyonlara gegmislerdir.
Gruplar, istasyonlara ornek olaylar (gazete haberleri) okuyarak baslamis 6rnek olaylarla ilgili sorular
cevaplandirdiktan sonra ayni konuyla ilgili etkinlikler yapmislardir. Calismalar sonunda kalan sirede
ortaya ¢ikan Urtinler sergilenmis ve yorumlanmistir.

Verilerin Analizi

Arastirma siirecinin basinda deney ve kontrol gruplarina 6n test ve son test olarak uygulanan SBT ve
FMO test sonuglari istatistiksel programlarla analiz edilmistir. Analiz siirecinden nce SBT ve FMO 6n test
ve son test puanlarinin dagiliminin normalligi tespit edilmistir. 50’den biiylik 6érneklemlerde Kolmogorov-
Smirnov normallik testinin kullaniimasi 6nerilmektedir (Buylkoztiirk, 2013). Arastirmanin 6rneklemi
50’den biyik oldugu icin Kolmogorov- Smirnov testi kullanilmistir. Analiz sonuglari Tablo 1’de
gosterilmistir.

Tablo 1.

On Test ve Son Test Verilerinin Normallik Testi Sonugclari.

Alt boyutlar Test istatistik ss p

Sosyobilimsel Konular Basari Testi On .09 71 .09
Son .08 71 .18

Fen Ogrenmeye Yonelik Motivasyon Olcegi On .08 71 .20
Son .08 71 .20

Tablo 1'de analiz sonuglarina bakildiginda 6n test ve son test puanlarinin normal dagildig
gorulmektedir (p>.05). Bu nedenle, verilerin analizinde parametrik testlerden olan t testinden
yararlaniimistir.

Nitel verilerin analizinde ise igerik analiz teknigi kullaniimis, veriler kod ve kategori olusturularak
incelenmistir. Sosyobilimsel konular hakkinda 6grenci gorislerine ait 4 kategori 15 kod, istasyon teknigi
ile ilgili gorugslere ait 4 kategori 22 kod, 6rnek olay yontemi ile ilgili gorislere ait 2 kategori 11 kod
olusturulmustur. Ayrica veriler baska bir uzmana belirlenen temalar altinda kodlatiimis alinan sonuglara
gore “Gorls Birligi” ve “Gorus Ayrihgl” olan maddeler tespit edilmistir. Elde edilen kodlar Miles ve
Huberman’in (1994) 6nerdigi Guvenirlik= (Go6rus Birligi) / (Gorus Birligi + Gorus Ayrihgl) formalu ile
hesaplanmistir. Uyusum ylzdesi %81.00 bulunarak yiizdenin %70.00'in Uzerinde (Miles & Huberman,
1994) olmasi nedeniyle glvenilir bulunmustur. Ayrica arastirmada yonteminin ve sirecin ayrintili
betimlenmesi, bulgularin dogrudan alintilarla verilmesi ve uzman incelemesiyle gecerlilik saglanmaya
calisiimistir.

Bulgular

Bu arastirma icin hazirlanan SBT, FMO uygulamalarindan elde edilen verilere ait bulgular ve yapilan
goriismelerle ilgili bulgular yer almaktadir.

SBT Testinden Elde Edilen Bulgular

Arastirmada, deney ve kontrol gruplarina ¢alismada yer alan konulara baslamadan 6nce SBT
uygulandi. SBT ortalamalariyla elde edilen bagimsiz 6rneklem t testi Tablo 2’ de gosterilmistir.

Tablo 2.

Deney ve Kontrol Gruplarin On Test T Testi Puanlarinin Karsilastirmasi.

Test Grup N x ss sd t p

On test puanlari Kontrol grubu 35 8.69 3.16 69 -1.24 .22
Deney grubu 36 9.50 2.26
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Bagimsiz érneklem t testi, kontrol grubu 6n test puan ortalamasi (Xx=8.69) ile deney grubu on test
puan ortalamasi (x=9.50) arasinda anlaml bir fark gérilmemistir (p>.05). Deney ve kontrol gruplarindaki
Ogrencilerin 6n test ve son test SBT ortalamalarini karsilagtirmak amaciyla bagimli érneklem t testi
yapilmistir. Sonuglar Tablo 3’ de gosterilmistir.

Tablo 3.

Deney ve Kontrol Grubu On Test- Son Test Bagimli Ornekler T Testi Sonuglari.

Grup Test N X ss sd t o]

Kontrol grubu On test 35 8.51 3.02 34 -8.28 .00
Son test 35 10.11 3.39

Deney grubu On test 36 9.50 2.26 35 -20.69 .00
Son test 36 14.72 2.51

Kontrol grubunda konulara baslamadan 6nce yapilan 6n test SBT ortalamasi (Xs,=8.51) ile konular
islendikten sonraki son test SBT ortalamasi (X,,,=10.11) arasinda anlamh fark oldugu gorilmustir (t=-
8.28 p<.05). Ayni sekilde deney grubunda 6n test SBT ortalamasi (X3, =9.50) ile son test SBT ortalamasi
(Xson=14.72) arasinda anlamli fark oldugu gorulmistir (t=-20.69 p<.05). Kontrol ve deney gruplarinda
uygulanan yontemlerin hangisinin daha etkili oldugunu belirlemek igin gruplarin son test ortalamalari
arasinda bagimsiz érneklem t testi yapilmistir. Sonuglar Tablo 4’ de gosterilmistir.

Tablo 4.

Deney ve Kontrol Gruplari SBT Son Test Puan Ortalamalari Bagimsiz Ornekler T Testi Sonuglari.

Test Grup N x ss sd t p

Son test puanlari Kontrol grubu 36 10.11 3.34 70 -6.61 .00
Deney grubu 36 14.72 2.51

Yapilan bagimsiz 6rneklem t testinde kontrol grubu son test ortalamasi (x=10.11) ile deney grubu son
test ortalamasi (X=14.72) arasinda deney grubu lehine anlamli fark bulunmustur (t=-6.61 p<.05).

FMO Elde Edilen Bulgular

Arastirmada, deney ve kontrol gruplarina calismada yer alan konulara baslamadan énce FMO
uygulanmistir. FMO ortalamalariyla elde edilen bagimsiz 6rneklem t testi Tablo 5’ de g&sterilmistir.

Tablo 5.

Deney ve Kontrol Grubu FMO On Test Bagimsiz Ornekler T Testi Sonucu.

Test Grup N x ss sd t p

On test puanlari Kontrol grubu 35 95.36 13.72 69 .69 .49
Deney grubu 36 93.38 10.40

Bagimsiz drneklem t testi kontrol grubu 6n test FMO ortalamasi (x=95.36) deney grubu 6n test FMO
ortalamasindan (X=93.38) daha fazla olsa da istatistiksel olarak anlaml bir fark gorilmemistir (t=.687
p>.05). Deney ve kontrol gruplarindaki 6grencilerin &n test ve son test FMO ortalamalarini karsilastirmak
amaciyla bagimh érneklem t testi yapilmistir. Sonuglar Tablo 6" de gosterilmistir.

Tablo 6.

Deney Ve Kontrol Grubu FMO On Test Son Test Puan Ortalamalari Bagimli Ornekler T Testi Sonucu.

Grup Test N x ss sd t p

Kontrol grubu On test 35 95.31 10.64 34 .08 .93
Son test 35 95.14 13.85

Deney grubu On test 36 93.38 8.21 35 2.34 .03
Son test 36 98.08 10.40
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Bagimli 6rneklem t testi sonuglarinda kontrol gruplarindaki 6grencilerin 6n test ortalamasi (x=95.31)
ile son test ortalamasi (X=95.14) arasinda istatistiksel olarak fark gérilmemistir (t=.08 p>.05). Bagiml
orneklem t testi sonuglarinda deney gruplarindaki 6grencilerin 6n test ortalamasi (x=93.38) ile son test
ortalamasi (X=98.08) arasinda son test ortalamasi lehine anlamli fark gérulmistir (t=2.34 p<.05). Kontrol
ve deney gruplarinda uygulanan yontemlerin fen 6grenmeye yonelik motivasyona etkisini karsilastirmak
icin gruplarin son test ortalamalari arasinda bagimsiz 6rneklem t testi yapilmistir. Sonuglar Tablo 7’ da
gosterilmistir.

Tablo 7.

Deney ve Kontrol Gruplari FMO Son Test Puan Ortalamalari Bagimsiz Ornekler T Testi Sonucu.

Test Grup N x ss sd t p

Son test puanlari Kontrol grubu 36 95.61 10.64 70 -1.10 .27
Deney grubu 36 98.08 8.21

Yapilan bagimsiz érneklem t testinde deney grubu son test ortalamasi (X=98.08) kontrol grubu son
test ortalamasindan (X=95.61) daha fazla olsa da istatistiksel olarak anlamli fark olusmamustir (t=-1.10
p>.05).

Nitel Verilerden Elde Edilen Bulgular
Sosyobilimsel konular hakkinda 6grenci goriislerine ait 4 kategori 15 kod olusturulmustur.

Konu kategorisinde; Ogrencilerin goériisme sirasinda degindikleri konular yer almaktadir. Bu
kategoride; kiresel 1sinma, strdirilebilir kalkinma ve biyoteknoloji olmak lizere 3 kod bulunmaktadir.7
Ogrenci (%63.00) kuresel 1sinma, 3 6grenci (%27.00) surdurilebilir kalkinma ve 9 68renci (%81.00)
biyoteknoloji ile ilgili gérislerini ifade etmislerdir. O,'nolu 6grenci “..kiiresel isinma sonucu buzullar
eriyor ve oradaki hayvanlar yasamlari tehlikeye giriyor. Bunu engellemek bizim yani insanlarin elinde”
seklinde goris bildirmistir. Os'nolu égrenci “..biyoteknolojinin yararlarini, zararlarini, kullanildigi yerleri
6grendik. Mesela yararli olarak yiyeceklerin raf 6mriiniin uzamasi, hastaliklarin tedavisi érnek verilebilir”
seklinde goris bildirmistir.

Biligsel kategorisinde; bilgi, arastirma, farkh fikirler, yararli ve o6nemli olmak Uzere 5 kod
olusturulmustur. 3 6grenci (%27.00) bilgi,1 68renci (%9) arastirma, 2 68renci (%18.00) farkli fikirler, 4
dgrenci (%36.00) yararh, 2 6grenci (%18.00) énemli ifadeler iceren gériisler belirtmislerdir. 0;'nolu
o6grenci “...sosyobilimsel konular iizerine konustuk, fikir alisverisi yaptik bence ¢ok yararl oldu” seklinde
goris bildirmistir.

Duyussal kategoride; ilgi gekici ve eglenceli olmak iizere 2 kod bulunmaktadir. 2 dgrenci (%18.00) ilgi
gekici, 2 6grenci (%18.00) ise eglenceli ifadeler iceren goriisler ifade etmislerdir. O;;’nolu dgrenci
“...konular bana ilgi ¢ekici geldi. Farkli oldugu igin sikiimadim” seklinde gorus bildirmistir.

Oneri kategorisinde; Toplumsal calisma, Cevre koruma, Bilinglendirme, Geri dénisiim, Enerji
tasarrufu olmak Uzere 5 kod bulunmaktadir. 1 6grenci (%9.00) toplumsal ¢alisma, 4 6grenci (%36.00)
cevre koruma, 1 6grenci (%9.00) bilinglendirme, 3 6grenci (%27.00) geri doniisiim, 3 6grenci (%27.00)
enerji tasarrufu ifadeler iceren gorusler belirtmislerdir.

O¢'nolu &grenci “...kaditlarin geri déniistiiriilmesiyle ada¢ kesimi aza indirilebilir. insanlar geri
déniisiim kutularina her giin bir ya da birka¢ tane kullanilmis ise yaramayan kaditlari atsalar
diinyamizdaki adaclarin yarisi bizim sayemizde kurtulmus olur” seklinde gériis bildirmistir. Os’nolu
ogrenci “..sosyobilimsel konular okul disinda toplumsal alanlarda anlatiimali bence. Mesela kiiresel
issnmanin zararlari konferanslarla anlatiilmali. Béylece insanlar égrendiklerini uygulayarak canlilarin

yasamlarini kurtarmak icin ¢calismalar yapabilir” seklinde goris bildirmistir.

istasyon teknigi ile ilgili goriislere ait 3 kategori 22 kod olusturulmustur.
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istasyon kategorisi; 6grencilerin en begendigi istasyonlari icermektedir. Bu kategoride Deney,
Tasarim, Afis ve Resim olmak Uzere 4 kod bulunmaktadir. 6 6grenci (%54.00) deney, 3 6grenci (%27.00)
tasarim, 1 6grenci (%9.00) afis, 1 6grenci (%9.00) resim istasyonunu en ¢ok begendigini séylemistir.

Og'nolu dgrenci “..en ¢ok sevdigim deney yapmak oldu. Ciinkii bir seyleri gézlemleyerek ve arastirarak
6grenmeyi ¢cok severim” seklinde goris bildirmistir.

Tablo 8.
Sosyobilimsel Konular ile ilgili Gériislere Ait Kod ve Kategoriler.
Kategori Kod f % Kod isim
Konu Kiiresel 1sinma 7 63.00 0,, 0,4, O 0, 04, 010, 011
Surdurilebilir kalkinma 3 27.00 0,, 04 04
Biyoteknoloji 9 81.00 0, 0,, 0,4, O, 05, Og, O, 044, 011
Bilissel Bilgi 3 27.00 0, 6, 0,
Arastirma 1 9.00 Oy
Farkli fikirler 2 18.00 04, 0,
Yararli 4 36.00 0y, O, O, 044
Onemli 2 18.00 O, Oy
Duyussal ilgi cekici 2 18.00 0, Oy,
Eglenceli 2 18.00 0O, O,
Oneri Toplumsal ¢alisma 1 9.00 O,
Cevre koruma 4 36.00 0,, 0,4 Os, 01
Bilinglendirme 1 9.00 O,
Geri déniisiim 3 27.00 0, 0, 04
Enerji tasarrufu 3 27.00 0, O, 044
Tablo 9.
istasyon Teknidi ile ilgili Gériislere Ait Kod ve Kategoriler.
Kategori Kod f % Kod isim
istasyon Deney 6 54.00 O, O, O Os, 04, 016
Tasarim 3 27.00 0, 0,0,
Afis 1 9.00 0,
Resim 1 9.00 0Oy
Olumlu Kalici 6grenme 2 18.00 0, O-
Bilgi 3 27.00 0, 0;, O
Yararh 3 27.00 0,, O, 041
Etkili 1 9.00 0,
Grup calismasi 5 45.00 0,, O,, Os, 0, O4
Sorumluluk 1 9.00 0,
Gruba katki 1 9.00 0,
Eglenceli 3 27.00 0, 0, 04
Paylasim 3 27.00 0, 0, O
Farkh etkinlikler 1 9.00 Oq
Hosuma gitti 2 18.00 0s, Oq
Olumsuz Yarim kalma 2 18.00 0, Oy
Ortak karar 1 9.00 O,
Yer degistirme 2 18.00 03, Oy

Olumlu kategorisi; istasyon teknigi ile ilgili olumlu ifadeleri icermektedir. Bu kategoride; Kalici
6grenme, Bilgi, Yararh, Etkili, Grup c¢alismasi, Sorumluluk, Gruba katki, Eglenceli, Paylasim, Farkli
etkinlikler, Hosuma gitti olmak Ulzere 11 kod bulunmaktadir. 2 06grenci (%18.00) kalici 6grenme
sagladigini, 3 6grenci (%27.00) bilgi verici teknik oldugunu, 3 6grenci (%27.00) istasyonlarin konuyu
o6grenmelerinde yararli oldugunu, 1 6grenci (%9.00) etkili 5grenme gergeklestirdigini, 5 6grenci (%45.00)
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bu teknikte grup calismalarini ¢ok sevdiklerini, 1 6grenci (%9.00) istasyon tekniginin sorumluluk
sagladigini, 1 6grenci (%9.00) herkesin gruba katki sagladigini, 3 6grenci (%27.00) istasyonlari eglenceli
buldugunu, 3 6grenci (%27.00) grup icinde paylasimi artirdigini, 1 6grenci (%9.00) istasyonlarda farkli
etkinlikler yapildigini, 2 6grenci (%18) ise istasyon tekniginin hosuna gittigini belirtmistir. 0,’nolu égrenci
“..grup ¢ahsmalarini seviyorum ¢iinkii bana gére sorumluluk gerektiriyor. Arkadaslarim gruba katki
sagliyorsa benim de katkim olsun diyorum ayrica sadece hoca anlatsaydi belki de anlamazdim ama simdi
yapti§imiz calisma aklima geldidi icin konulari unutmuyorum?” seklinde géris bildirmistir. O,’nolu dgrenci
“..istasyonlar sayesinde konular aklimda daha iyi kaldi, ders daha ¢abuk, anlamli ve eglenceli gegti”
seklinde gorus bildirmistir.

Olumsuz kategorisinde; 6grencilerin istasyon teknigi ile ilgili begenmedikleri, hoslarina gitmeyen
olumsuz ifadeler bulunmaktadir. Bu kategoride yarim kalma, ortak karar ve yer degistirme olmak lzere 3
kod bulunmaktadir. 2 6grenci (%18.00) bir istasyon tam bitmeden digerine gecilmesinden rahatsiz olup
yarim kaldigini, 1 6grenci (%9.00) bireysel karar vermek istedigi icin ortak kararlardan hoslanmadigini, 2
dgrenci (%18.00) siirekli yer degistirmeyi ugrastirici bulduklarini séylemislerdir. O;'nolu &grenci “..bir
istasyona basladim mi sonuna kadar bitirmek isterdim. Ama biz siirekli yer degistirdik.” seklinde goris
bildirmistir. O;'nolu 6grenci “...grupca karar aldik ama ben tek calismayi seviyorum o zaman kararlarimin
baskalari tarafindan onaylanmasina gerek kalmaz” seklinde gorus bildirmistir.

Tablo 10.

Ornek Olay Yéntemi lle llgili Gériislere Ait Kod ve Kategoriler.

Kategori Kod f % Kod isim

Yéntem Farkli fikirler 3 27.00 00,0,
Grup galismasi 5 45.00 0, 0, 0s, 0, Oy
Bilgi 3 27.00 0 0, 0y
Yararh 2 18.00 O, O,
Karar verme 2 18.00 0O, 04

Ornek olaylar Haberler 3 27.00 O, 0s 0,
Yeni bilgiler 2 18.00 0, 0;
Ginlik hayat 4 36.00 O, 0, 0, 010
Yénlendirici 2 18.00 0; 0y
ilgi cekici 4 36.00 0, 04 0, 04
Bilinglenme 2 18.00 O, Og

Ornek olay yéntemi ile ilgili gériislere ait 2 kategori 11 kod olusturuldu.

Yontem kategorisi; 6rnek olay yontemi ile ilgili 6grenci gorislerini icermektedir. Farkh fikirler, grup
¢alismasi, bilgi, yararli, karar verme olmak lizere 5 kod bulunmaktadir. 3 6grenci (%27.00) bu yontem
sayesinde farkli fikirlerin dile getirildigini, 5 6grenci (%45.00) grup c¢alismasiyla 6rnek olaylarin
incelenmesinin eglenceli oldugunu, 3 6grenci (%27.00) yontemin bilgi edinmeyi sagladigini, 2 6grenci
(%18) yararli galismalar yapildigini, 2 6grenci (%18.00) bu yéntemde karar vermenin énemli oldugunu
belirtmistir. O4/nolu &grenci “..gruptaki arkadaslarimiz farkh farkli fikirlerini séyledi. Herkesin
diisiincelerini duymak hosuma gidiyor” seklinde gorus bildirmistir.

Ornek olay kategorisi; yéntem icin secilen drnek olaylar hakkinda égrenci gérislerini icermektedir. 3
O0grenci (%27.00) 6rnek olaylarin gazete haberlerinden olusmasini etkili bulurken, 2 6grenci (%18.00)
ornek olaylar sayesinde daha 6nce duymadigi bilgiler edindigini vurgulamistir. 4 6grenci (%36.00) 6rnek
olaylarin giunlik hayatta yasanan olaylardan olusmasini dikkat gekici bulmustur. 2 6grenci (%18.00)
ornek olaylarin verilen sorulari cevaplandirmak igin yonlendirici oldugunu, 4 6grenci (%36.00) 6rnek
olaylarin ilgi gekici oldugunu, 2 6grenci (%18.00) 6rnek olaylarin toplum konusunda bilinglenmeyi

«

sagladigini belirtmistir. Os'nolu dgrenci “..gazete haberlerinde hi¢ duymadigim gérmedigim haberlerle

bilgi sahibi oldum” seklinde goriis bildirmistir. O;'nolu &grenci “..giinlik hayatimizda gériilen ilging
haberler vardi. Bu haberler ilgimi ¢ektigi icin dikkatim dagilmadi” seklinde goris bildirmistir.
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Tartisma, Sonug ve Oneriler
SBT Testinden Elde Edilen Bulgulara iliskin Sonuglar

“8. sinif Sosyobilimsel konularin (KI-SK-BT) 6rnek olay destekli istasyon teknigi kullanilarak
islenmesinin 6grencilerin akademik basarisina etkisi var midir” problemi igin yapilan SBT deney ve
kontrol grubu 6n test sonuglarinda anlamli fark goriilmemistir. Bu durum 6grencilerin hazir bulunusluk
ve bilgi dizeylerinin birbirine yakin oldugunu goéstermektedir. Benzer sekilde, Albayrak (2016) ve
Aydemir (2010) yaptiklari calismalarda, gruplarin 6n-test basari puan ortalamalarinin arasinda anlaml
bir fark olmadigi géralmustdr.

Deney ve kontrol grubunda, 6n test ve son test SBT ortalamalari arasinda yapilan bagimli 6rneklem t
testi sonucunda son test lehine anlamli fark oldugu bulunmasi; 8. sinif sosyobilimsel konularin (KI, SK ve
BT) 6gretiminde hem MEB’in 6n gordigl program hem de ornek olay destekli istasyon teknigi etkili
oldugunu géstermektedir. Ornek olay yéntemi (ibrahimoglu, 2010; Sancar, 2010) ve istasyon tekniginin
(Albayrak, 2016; Cakmak, 2018; Koca, 2018; Yiksel, 2017) kullanildigi arastirmalarda, mevcut ¢alismayla
benzer sonuglara ulasildigl gériilmektedir.

Kontrol ve deney gruplarinda uygulanan yéntemlerin hangisinin daha etkili oldugunu belirlemek igin
gruplarin son test ortalamalari arasinda yapilan bagimsiz 6rneklem t testi sonuglari, arastirmada
kullanilan 6rnek olay destekli istasyon tekniginin 8. sinif sosyobilimsel konularda (KI, SK, BT), MEB’in
mevcut programindan akademik basariyi daha fazla artirdigini ve 6gretimde daha etkili oldugunu
gostermistir. Ornek olay yénteminin, dgrencilerin akademik basarisini olumlu etkiledigi mevcut ¢alisma
yapilan diger calismalarla desteklenmistir (Adali, 2005; Cakir, 2002; Herreid, 1994; ibrahimoglu, 2010;
Pehlivanlar, 2005; Stepien & Gallager, 1993; Ugur, 2007; Yalginkaya, 2010). Konuyla ilgili yapilan
calismalardan elde edilen sonuglar bu ¢alismanin sonuglarina paralel oldugu gériilmektedir. ibrahimoglu
(2010) yaptigi galismada sosyal bilgiler dersinde 6rnek olay yontemi kullaniminin akademik basariyi
artirdig sonucuna ulasmistir. Yalginkaya (2010), 6rnek olaya dayali 6grenme modelinin geleneksel
yonteme kiyasla 6grencilerin kavram yanilgilarini gidermede etkili bir yontem oldugu sonucuna
varmistir. Literatlir incelendiginde istasyon teknigi ile yapilan calismalarin da akademik basariyi ve
o6gretimi olumlu etkiledigi gorilmektedir (Albayrak, 2016; Arslan, 2017; Aydemir, 2010; Avci, 2015;
Benek, 2012; Cakmak, 2018; Demir, 2008; Demirors, 2007; Erdagi, 2014; Farkas, 2002; Frailing, 1982;
Glnes, 2009; Kara Ekemen, 2017; Koca, 2018; Mergen, 2011; Robert, 1999; Yiksel, 2017).

FMO Olceginden Elde Edilen Bulgulara iliskin Sonuglar

“8. sinif Sosyobilimsel Konularin (KI-SK-BT) o6rnek olay destekli istasyon teknigi kullanilarak
islenmesinin dgrencilerin motivasyonuna etkisi var midir?” alt probleminde FMO deney ve kontrol
grubunda yer alan 6grencilerin 6n test ortalamalarinin karsilastirildigi t testi sonuglarina gore gruplar
arasinda anlamli bir farkhlik bulunmamistir (p>.05). Kontrol grubu ve deney gruplarindaki 6grencilerin
FMO 6n test — son test puanlarinin karsilastirildigi bagimli érnekler t testi sonuclarina gére deney
grubunda (p<.05) anlamli fark bulunurken kontrol grubunda (p>.05) yer alan &grencilerin puanlari
arasinda anlamli bir farklilik gorilmemistir. Bu durum, derste kullanilan yontem ve teknikle birlikte
yapilan etkinliklerin ve is birligi ile galismanin, deney grubu 6grencilerinin fen dersine 6§renmeye yonelik
motivasyonunu artirdigini  gdstermektedir. Literatir incelendiginde benzer sonuglar oldugu
goriilmektedir (Akilli et al., 2017; Aytekin, 2018; Eilks, 2002; inel, 2012; Oksal, 2014; Ozaydin Ozkara,
2016; Yakar, 2017; Yildiran Sénmez, 2015).

Eilks (2002), kimya dersinde uyguladigi istasyon tekniginin 6grencilerin motivasyonunu artirdigi
sonucuna ulasmistir. Bu duruma is birligi ile 6grenmenin etkisi oldugunu belirtmistir. Yakar (2017),
sosyobilimsel konulara yonelik olarak sokratik sorgulama teknigi kullandigi tezinde, deney grubu
ogrencilerinin daha yiksek motivasyona sahip oldugunu tespit etmistir. Yildiran S6nmez (2015), 6rnek
olay tabanli 6grenme yontemi uyguladigl tezinde, yontemin kimya dersini 6grenmeye yonelik deney
grubu lehine motivasyona olumlu etkisi oldugunu belirtmistir.

952



Zeliha Gl TURE, Pasa YALGIN, Sema ALTUN YALGCIN — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 929-960

Kontrol ve deney gruplarinda uygulanan yontemlerin fen 6grenmeye yonelik motivasyona etkisini
karsilastirmak igin gruplarin son test ortalamalari arasinda yapilan bagimsiz 6rneklem t testi sonucu,
deney grubu son test ortalamasinin (Xx=98.08) kontrol grubu son test ortalamasindan (x=95.61) daha
fazla olsa da istatistiksel olarak anlamli fark (p>.05) olusmadigini géstermistir. Uygulanan yontemin
ogrencilerin fen 6grenmeye yonelik motivasyonuna olumlu etki etmesine ragmen; bu farkin anlamli
diizeyde olmadigi sdylenebilir. Bu durum ¢alismanin yapildigi sirenin kisa olmasina baglanmistir. Ayrica,
bazi arastirmacilar 6grenmeye yonelik motivasyon puanlari arasinda anlaml fark olusmamasini, 6grenci
ve okul basari diizeyinin yiiksek veya dislik olmasina, siniflarin kalabalik olmasina, sosyoekonomik
durumun zayif olmasina baglamislardir (Aydogdu, 2017; Karci, 2018; Konu 2017; Yalginkaya, 2010).

Nitel verilerden elde edilen bulgulara iligkin sonuglar

“8. sinif Sosyobilimsel Konularin (KI-SK-BT) 6rnek olay destekli istasyon teknigi kullanilarak
islenmesinden sonra 6grencilerin uygulama ile ilgili gérisleri nelerdir?” alt problemine cevap aramak igin
yapilan goriismelerde 6grenci gorisleri; sosyobilimsel konular, érnek olay yontemi ve istasyon teknigi
olarak kod ve kategorilere ayrilip incelenmistir.

SBK’lar ile ilgili 6grenci gorislerinden elde edilen bulgulara bakildiginda, 6grencilerin kiresel 1sinma,
surdirilebilir kalkinma, biyoteknoloji konulariyla ilgili goris bildirdikleri, 6nerilerde bulunduklari,
ornekler vererek yararlari ve zararlari hakkinda yorum yaptiklari gérilmektedir. Dolayisiyla SBK’ lar
ogrencilerin dikkatini ¢cekmekle birlikte elestirel diisinme ve karar verme becerilerini gelistirdigi
soylenebilir. Bu sonuca paralel olarak literatiirde benzer sonuglar oldugu goérilmektedir. Zeidler ve
Nichols (2009) yaptiklari ¢alismada, SBK 6gretiminin 6grencilerin bilimsel konulara motive olmalarini
saglamakla birlikte disiplinlerarasi baglantilarla elestirel disinme, okuma becerisi, demokratik,
hosgorull, insani degerleri 6nemseyen vatandas olma gibi 6zellikleri kazandirmada da etkili oldugunu
belirtmislerdir. Benzer sekilde, Dolan et. al. (2009) arastirmalarinda, SBK’ larin bir konuyla ilgili sadece
bilimsel igerik degil ayni zamanda glinlik hayat iginde, toplum agisindan bilimin édnemini kavrama,
tartisma, sosyal vicdan gibi ¢ok boyutlu bir yaklasim sundugunu vurgulamislardir. Talens (2016)
¢alismasinda SBK 6gretiminin; 6grencilerin gercek yasamla baglanti kurmasi, segilen konunun olumlu ve
olumsuz yonlerinin irdelenmesi ve 06grencilerin deneyim kazanmasi agisindan 6nemli oldugunu
belirtmistir. Bu konuyla alakali olarak, Friedrichsen, Sadler, Graham ve Brown (2016) gelistirdikleri SBK
o6gretim modelinde, sosyal kaygilari ve etkilerine dikkat c¢ekme, 6grenenlerin bilimsel fikirler ve
uygulamalarla bilgiye erisme, elestirme, bilgi paylasilmasi, bilgi ve iletisim teknoloji kullanimi,
ogrencilerin deneyimlerini kullanmalari ve sosyal etkilesim iginde bulunmalari 6nemli faktorler olarak yer
almistir. Babacan (2017) yaptigi calismada sosyobilimsel konularla yapilan etkinliklerin 6grencilerin
elestirel diisinme becerilerinde gelisme sagladigi, etkinlik sonrasinda 6grencilerin daha nitelikli cevap
Urettiklerini belirtmistir.

Yapilan gorismelerde, 6grenciler etkinliklerde gordikleri konulardan yola c¢ikarak enerji tasarrufu,
geri donlisim, cevreyi korumayla ilgili onerilerde bulunmus, bu konularda toplumsal c¢alismalar
yapilmasi gerektigini belirtmislerdir. Taspinar (2011) saghk konusunda yaptigli sosyobilimsel tartisma
destekli galismasinda, 6grencilerin glnliik yasantilarinda karsilastiklari durumlar oldugu etkinliklerde
daha katilimci olduklarini gézlemlemistir. Yakar (2017) sosyobilimsel konulara yonelik tezinde SBK’ larin
insanla, toplumla, dinyayla, gevreyle iliskili durum ve olaylari 6grenme araci olmasi bakimindan
ogrenciler tarafindan 6nemli gértldigu belirtilmistir. Ayrica 6grenciler bu konulari tartisirken, arastirma
yaparken keyif aldiklari, sevdikleri ve merak ettikleri sonucuna varilmistir. Dolayisiyla arastirmaci, SBK’
lari yasamin icinden 6grenilmesi gereken énemli konular oldugunu belirtmistir. Benzer sekilde, Pelch ve
McConnel (2017) yaptiklari arastirmada SBK’ larin devamli olarak derste kullanilmasinin 6grencilerin fen
dersine ilgi ve tutumunda olumlu etkisi oldugu vurgulanmislardir.

Ogrenciler gériismelerde, drnek olay olarak verilen gazete haberlerini; farkl fikirlerin olusmasina
yardimci, tartismaya acik konular oldugunu belirterek bu konulari 6nemli, yararl, ilgi ¢cekici ve eglenceli
bulmuglardir. Sadler (2011) SBK 6gretiminde, 6grencilerin 6grendiklerini glinlik hayatla iliskilendirmeyi
saglamak icin medyay! kullanmanin ve sinifta 6grenme deneyimlerini zenginlestirmek icin teknolojiyi
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kullanmanin 6nemli oldugunu vurgulamistir. Literatiirdeki ¢alismalarda da desteklendigi lizere, yapilan
arastirmada sosyobilimsel konularin 6gretimi igin segilen 6rnek olay yénteminin bu konularin 6gretimi
icin uygun, etkili ve yararli oldugu goriilmektedir.

Sosyobilimsel konu igerikli 6rnek olay yontemiyle ilgili 6grenci gériislerinden elde edilen bulgular
incelendiginde, 6grencilerin yaptiklari etkinliklerdeki 6rnek olaylari; haberlerde yer alan, glinlik hayatta
sikhikla karsilasilan, ilgi cekici, farkli fikirler Gretmeye ve karar vermeye yardimci, grup ¢alismasi olmasi
acisindan eglenceli ve yararh bir yontem olarak belirtmislerdir. Literatlrdeki galismalarin mevcut
calismaya paralel oldugu goriilmektedir. ibrahimoglu (2010) tezinde, 6grencilerin érnek olay yéntemiyle
dersin zevkli gegtigini, etkin katihmin saglandigini, gunlik hayattan o6rneklerin sinifa tasindigini
gorislerini ifade etmistir. Ozkan (2010), 6rnek olay yénteminin sinifta kullaniima amaglari konusunda
O0gretmenlerle yaptigi goriusmede, ogrencilerin yasantisiyla dersi bagdastirma, anlayarak ve derse
katilarak kalici 6grenme saglama, Ogrencileri sorunlarla karsi karsiya getirip ¢6zmeye ¢alismalarini
saglama, olayr somutlastirma sonuglarini bulmustur. Yapilan bazi ¢alismalarda da benzer sonuglara
ulasildig1 goriilmektedir (Ada, Baysal & Kadioglu, 2009; Aydemir, 2010; Herreid, 1994; Pehlivanlar, 2005;
Ugur, 2007; Utkir, 2016).

Sosyobilimsel konulari iceren istasyon teknigi ile ilgili yapilan gorismelerde 6grenciler yapilan
etkinlikleri kalici, yararli ve eglenceli bulmustur. Ayrica 6grencilerin birgogu grup ¢alismalarini, paylagimi,
sorumluluk almayi, katki saglamayi sevdiklerini belirtmistir. Frutani (2007), g¢alismasinda Ogrenme
istasyonlarini 6grencilerin sevdigini ayrica sorumluluk ve is birligini gelistirdigini sonucunu bulmustur.
Porter (2004), matematik dersinde uyguladigi istasyon tekniginin 6grencilerin hosuna gittigini, derste
eglenerek 6grendiklerini belirtmistir.

Arastirma sirasinda, sosyobilimsel konu icerikli istasyon teknigi ile ilgili yapilan goériismelerde, bazi
Ogrenciler istasyon etkinliklerinin yarim kalmasini, strekli yer degistirmeyi olumsuz bir durum olarak
vurgulamistir. Ayrica uzun siireli uygulamalarda 6grencilerin amaglarindan uzaklastigr gérilmistir. Bu
sonuca paralel olarak Eilks (2002), istasyon tekniginim ilk uygulamada 6grencilere zor gelebilecegini,
uzun slre uygulamada ise 6grencilerin asil hedeflerinden uzaklasabilecegini belirtmistir. Avcr (2015),
arastirmasinda istasyon teknigi ile ilgili bazi 6grencilerin etkinlikleri fazla ve sikici buldugunu, zamani
yetistiremediklerini belirtmistir.

Literatdr incelendiginde istasyon teknigi ile ilgili yapilan gorismelerden elde edilen sonuglarin
genellikle olumlu olmakla birlikte mevcut arastirma sonuglariyla paralel oldugu goérilmektedir
(Alacapinar, 2009; Albayrak, 2016; Arslan, 2017; Avci, 2015; Batdi & Semerci, 2012; Benek, 2012;
Cakmak, 2018; Demir, 2008; Demirors, 2007; Eilks, 2002; Erdagi, 2014; Frutani, 2007; Geng, 2013;
Maden & Durukan, 2010; Mergen, 2011; Ocak, 2010; Porter, 2004; Yiiksel, 2017).

Arastirma bulgularindan ¢ikarilan sonuglara gore, o6rnek olay destekli istasyon tekniginin,
sosyobilimsel konularin 6gretimi icin uygun, etkili ve yararli oldugu goérilmektedir. Ayrica mevcut
arastirma, iki farkli yontem ve teknigin olmasi, nitel ve nicel ¢alismalarin birlikte kullaniimasi agisindan
sosyobilimsel konularla ilgili yapilan pek ¢ok arastirmadan farkhlik géstermektedir.

Oneriler

Bu kisimda, yapilmis olan arastirmanin sonuglarina gore arastirmacilar ve uygulayicilara érnek olay
destekli istasyon tekniginin etkili kullanimina yonelik éneriler yer almaktadir.

e Literatiir incelendiginde, sosyobilimsel konularin sinif ortaminda 6gretimiyle ilgili calismalarin az sayida
oldugu goriilmektedir. Ornek olay destekli istasyon teknigi, sosyobilimsel konularin dgretiminde etkili
ve yararl bir calisma olup yapilan az sayida ¢alismalardan biridir. Dolayisiyla, sosyobilimsel konularin
sinif ortaminda 6gretimiyle ilgili daha fazla arastirma yapilmasi 6nerilmektedir.

e Ornek olay destekli istasyon teknigi, arastirmada konu olarak gecen Kiiresel isinma, Siirdiirilebilir
Kalkinma ve Biyoteknoloji konulari disinda baska sosyobilimsel konularda da uygulanabilir.
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¢ Yapilan arastirmada 6grencilerin sosyobilimsel konularla ilgili tartigip farkli fikirler Grettikleri, toplumsal
sorunlarda onerilerde bulunduklari gozlemlenmistir. Bu ¢cercevede; gelecekte diisiinen, elestiren, fikir
Ureten bireyler yetistirme agisindan sosyobilimsel konulara daha fazla 6nem verilmelidir.

e Yapilan arastirmada gazete haberlerinde gecen sosyobilimsel konularin 6grencilerin ilgisini gektigi
gorialmustir. Dolayisiyla 6grencilerin sosyobilimsel konular iceren gazete, makale, dergi okumalari
tesvik edilmeli, belirlenen zamanlarda sinif ortaminda bu konular tartisilmahdir.

e Bu arastirma, 8. sinif 8grencileri ile sinirli tutulmustur. Ornek olay destekli istasyon teknigi, farkli sinif
dizeyinde 6grencilerle tekrarlanabilir.

e Yapilan arastirma fen bilimleri dersinde kullanilmistir. Farkli derslerde de uygulanmasinin faydali
olacagi distintilmektedir.

e Bu galisma, belirli bir 6rneklemle sinirli olup daha biyiik 6rneklemlerde uygulanmasi 6nerilmektedir.

e istasyon teknigi ile ilgili yapilacak farkli calismalarda égrencilerin ilgi ve yetenekleri arastirilarak siniftaki
her 6grenciye hitap edecek istasyon sayisi arttirilabilir.

e Kalabalik siniflarda bu ve benzeri ¢alismalarin uygulanmasi icin 6gretmenlerin 6nceden ayrintili bir plan
yapmasi olumsuz durumlara karsi 6grencilerle is birligi halinde 6nlemler almasi gerekir.
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Introduction

Today, students are expected to have the necessary skills to solve problems that they may encounter
in the 21st century. Thus, educational politicians and researchers update educational and training
activities of their countries in line with these expectations. Accordingly, in addition to traditional
teaching methods in classroom settings, importance is attached to the application of innovative
educational approaches that will ensure students' success in the 21st century. One of the innovative
approaches is design thinking. Design thinking is a 21st century learning approach which promotes a
prototype-driven innovation process, is human-centred, and is based on problem solving (Aflatoony,
2015; Carroll, 2015). In other words, design thinking can be interpreted as a student-centred and
problem-solving approach encouraging an object- or service- (prototype) oriented innovation process
that users can interact with.

In the literature, it is emphasized that design thinking develops the 21st century skills (problem
solving, communication, cooperation, etc.) and enables students to be successful in the 21st century
(Aflatoony & Wakkary, 2015; Anderson, 2012; Canestraro, 2017; Carroll, 2014; Cook & Bush, 2018; Lor,
2017; Retna, 2016; Rotherham & Willingham, 2009). Students' science content knowledge (Cook &
Bush, 2018; Fortus, Dershimer, Krajcik, Marx & Mamlok Naaman, 2004; Kolodner et al., 2003; Kwek,
2011; Vest, 2006) and their conceptual understanding in mathematics subjects (Painter, 2018; Cook &
Bush, 2018; Vest, 2006), support for improvement, promoting creative thinking and generating ideas
(Lugmayr, 2011) are also included in the outcomes of design thinking. In this context, it can be said that
design thinking approach has many positive effects on students. Therefore, it can be stated that
importance should be attached to the application of design thinking approach in learning environments
and to that students gain experience through this approach.

Aflatoony and Wakkary (2015) emphasize that design thinking practices should be applied before
university level. Therefore, it should be emphasized that design thinking should be applied starting from
a young age (Cook & Bush, 2018; Mentzer, Becker & Suttona, 2015). However, since the implementation
of design thinking in education has only been given importance in recent years (Lor, 2017), there are
very few studies on the implementation of design thinking in education (Razzouk & Shute, 2012). It is
observed that studies on the subject generally focus on the effect of design thinking on the 21st century
skills such as creativity and innovation, communication and cooperation (Aflatoony, Wakkary &
Neustaedter, 2018; Anderson, 2012; Carroll, Goldman, Britos, Koh, Royalty ve Hornstein, 2010), and
teachers' perceptions, views and experiences towards the application of design thinking (Aflatoony &
Wakkary, 2015; Painter, 2018; Retna, 2016). However, in the literature on the subject, no research
examining the views and experiences of middle school students towards the design thinking approach
has been found. Therefore, it can be stated that examining the opinions and experiences of middle
school students towards design thinking is significant in that it contributes to designing learning
environments in a more qualified manner. In line with the reasons stated above, in the current research,
a module for design thinking about energy transformations, which appears in the science curriculum,
was developed and applied to 7th grade students. During the application process, two research
questions were examined:

1) What are the opinions of middle school students towards design thinking?
2) What are the experiences of middle school students towards design thinking?

Design Thinking

Today, less time is devoted to practices that improve students' creativity, and instead, more
emphasis is placed on teaching content through implementing traditional teaching methods
(Canestraro, 2017). In order to support the training of students who can produce new ideas, student-
centred innovative educational approaches should be replaced with traditional teaching methods. One
of these innovative educational approaches is design thinking. The concept of design thinking was first
introduced by Peter G. Rowe in 1987 in the book called "Design Thinking" (Aflatoony, 2015; Dorst,
2011). Design thinking is a human-centred approach that enables to establish empathy about how
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problems affect people, to produce new solutions to these problems, to visualize ideas, and to test
potential solutions through developing prototypes (Aflatoony, 2015; Carroll, 2015; Chesson, 2017).
According to Aflatoony and Wakkary (2015), design thinking is a problem-solving approach that
promotes innovation by enhancing individuals' creativity and places emphasis on human-centred
activities based on collaboration and empathy. The difference of design thinking from other problem-
solving approaches is that it emphasizes solving the problem rather than revealing the cause of the
problem (Chesson, 2017). Creativity, empathy, interdisciplinarity, real world and problem/project-
oriented emphases are at the center of design thinking (Canestraro, 2017; Henriksen, 2017). Design
thinking allows people to engage in analytical thinking and intuitive thinking (Henriksen, 2017). In
addition, design thinking supports students' critical thinking, social development, development of team
working skills and academic achievements (Girgin, 2019). In line with these contributions stated in the
literature, it can be said that design thinking approach should be applied in education.

Design thinking approach is benefited in many areas such as health, politics, business world and
marketing. Today, the application of design thinking is also given emphasis in education. Because design
thinking also plays a key role in learning and teaching processes (Norton & Hathaway, 2015) and it
serves as a guiding framework for teachers regarding interdisciplinary teaching practices (Henriksen,
2017). However, the number of studies on the implementation of design thinking in education is very
low. One of these studies was conducted by Carroll et al. (2010). They applied design thinking activities
to middle school students in their geography course. In their research, they revealed that design
thinking enables students to develop their metacognitive skills, to express their own ideas more easily
and to learn cooperatively. Besides, they found that thanks to prototype development, it provides such
contributions as focusing on the lesson more quickly and being motivated. In another study, Lugmayr
(2011) applied design thinking to encourage university students to come up with new ideas on media
industries and media education. In his study, Lugmayr (2011) explains the practices he implemented
regarding the course he had designed for design thinking. Aflatoony and Wakkary (2015), on the other
hand, applied the design thinking curriculum they had developed to high school students. The findings
obtained from their interviews with 5 teachers and 39 students indicated that it is beneficial to apply
design thinking to students, and that they enable students to make more thoughtful decisions in solving
the problems they encounter in daily life. Moreover, their findings showed that performing an
interactive and visual-based instruction instead of explaining phenomena verbally would help students
fulfil the tasks they are assigned more quickly and effectively. In addition, they revealed that design
thinking enables students to transfer the knowledge they gained to different contexts (Aflatoony &
Wakkary, 2015).

In the research carried out by Painter (2018), teachers' perceptions about the application of design
thinking in mathematics lessons in middle school were examined. The teachers stated that design
thinking enables students to learn mathematics topics and applications more effectively. In line with the
results obtained in these studies in the literature (Aflatoony & Wakkary, 2015; Carroll et al., 2010;
Lugmayr, 2011; Painter, 2018), it can be said that the application of design thinking in learning
environments has many contributions. However, there are some difficulties in implementing design
thinking. For example, learning and teaching tools and curricula need to be developed in order to
implement design thinking (Canestraro, 2017; Philloton & Miller, 2011). In addition, teacher training
should be given importance in order to implement the design thinking approach and to overcome the
difficulties in applying this approach (Carroll, 2014; Kwek, 2011). In this context, a module for the
implementation of design thinking was developed in the current research. Afterwards, a science
teacher, who volunteered to receive training on design thinking and to teach participants, was provided
training. The science teacher applied this module, which had been developed regarding energy
transformations, to 7th grade students.
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In the current research, Stanford d.school design thinking model was used as a pedagogical
framework in the process of applying the design thinking approach. Because this model provides
students with a continuous iteration process between different stages to improve their end products.
The stages in this model are shown in Figure 1 and explained in detail below.

... PROTOTYPE

Figure 1. Stanford d.school design thinking model (Taken from https://dschool.stanford.edu/).

Stages of design thinking (Carroll, 2015):

1- Empathize: At the empathy stage, what people need is determined through interviews and
observation.

2- Define: In the defining stage, emphasis is placed on framing the problem and expressing an
applicable problem statement.

3- Ideate: At this stage, the focus is on generating ideas for the solution of the problem. Emphasis is
placed on generating various ideas.

4- Prototype: Prototype development is the 4th stage of design thinking. The prototype can be an
object or service that users can interact with.

5- Test: It is the last stage of design thinking. At this stage, users test their prototypes. In addition, this
stage allows the product to be improved in line with the opinions of users.

In the present research, the empathize, define, ideate, prototype and test steps of the Stanford
d.school design thinking model, which are described above, were followed.

Method
Research Design

In the present study, qualitative research method was used in order to get more in-depth insight into
the opinions and experiences of middle school students towards design thinking (Strauss & Corbin,
1998). Being one of the qualitative research methods, the phenomenology method was adopted. The
purpose of the phenomenology method is to examine participants' experiences, perceptions regarding a
phenomenon and the meanings they attribute to this phenomenon in detail (Savin-Baden & Major,
2013; Yildirnm & Simsek, 2016). Experience is a basic concept in phenomenological research and no
phenomena can be isolated from experience (Bas & Akturan, 2013). In this context, in the current study,
middle school students were enabled to experience the design thinking approach and their views and
experiences regarding the process of living this phenomenon were examined according to
phenomenological research. Similarly, in the literature, there are studies that use the phenomenology
research method, where participants are provided with the experience related to a phenomenon and
then their experiences about that phenomenon are examined. For example; Yuksel-Arslan, Yildirim and
Robin (2016) also carried out a workshop on “digital storytelling” with teachers in their phenomenology
study. After this workshop, they examined the experiences of the teachers. Similarly, Kabilan (2013) and
Preciado-Babb, Metz and Marcotte (2013) also carried out professional development programs primarily
in their research designed as phenomenology.
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Participants

The participants of the study were thirty-six 7th grade students who were studying in the east part of
Turkey during the fall semester of the 2018-2019 academic year. These students did not previously
receive any education on design thinking. In addition, the students did not learn about energy
transformations in the lower grade levels. 13 of the students were girls and 23 were boys. The age range
of the students was between 11 and 14 years old. In the study, the real names of the students were not
given and codes such as S1, S2, S3, ... were employed instead.

A science teacher carried out the design thinking activities. The teacher had not previously received
any training on design thinking, and volunteered to receive and provide training on the subject. In this
context, the teacher was provided training on the definition and characteristics of design thinking, and
on Stanford d.school design thinking model for two days a week for 4 weeks, 3 hours a day, and sample
activities for design thinking were carried out with the teacher. The teacher was male and 33 years old
at the time. He has been a science teacher for 7 years.

Research Context

Within the scope of the current research, a module based on design thinking about energy
transformations, which is a subunit of the 'Force and Energy' unit, was developed. The module was
developed in line with the outcomes appearing in the Science Course Curriculum, which had been
updated by the Ministry of National Education (MoNE) in 2018. The outcomes regarding the subject of
energy transformations are as follows:

1- Students classify energy as kinetic and potential energy by associating it with the concept of work.

2- Based on the transformation of kinetic and potential energy types into one another, they conclude
that energy is conserved.

3- They explain the effect of friction force on kinetic energy with examples.
4- They realize the effect of air or water resistance in life.
5- They design a tool to reduce the impact of air or water resistance (MoNE 2018).

Stanford d.school design thinking model (Figure 1) was chosen while developing the module.
Accordingly, the following 5 stages were followed: Empathize, define, ideate, prototype and test. In this
context, 3 basic activities (my roller coaster, | am designing a car and adventure lovers) and
exercises/warm-up activities based on these activities were developed. The activities were carried out as
group work. 6 groups, each consisting of 6 students, were formed. The application process of the
research lasted 4 weeks. Detailed information about the implementation process is given in the table
below.

A design notebook for each activity was prepared so that the students could more easily follow the
stages of the design thinking process (empathize, define, ideate, prototype, and test). The students filled
in the design notebooks in groups. Accordingly, the students tried to understand their needs by
empathizing with the characters in the scenarios. Then they clearly identified the problem according to
the scenarios in their design books. Next, the students developed ideas to solve the problem and
developed a prototype according to the idea they chose as a group (Figure 2). In the last stage, they
tested their prototypes. In line with deficiencies identified during the testing stage, the students
returned to the beginning and tried to improve their prototypes. As shown in Figure 2, the students
designed a roller coaster, a car that could go fast on the road with and without friction to quickly rescue
casualties, and a helicopter to rescue injured climbers stranded in the mountain. At the end of each
activity, students were also provided with information about engineering branches and occupations
involved in the development of the product within the scope of the activity. In order to explain how the
activities were carried out in more detail, the activity 'l am designing a car', which was carried out within
the scope of the research, is provided in Appendix-1. In addition, the template used while developing
the design thinking activities is given in Table 2.
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Table 1.
Lessons and Activities.

Lessons

Activities

Lessons 1 & 2 (80 min)
Lessons 3 & 4 (80 min)

Lessons 5 & 6 (80 min)

Lessons 7 & 8 (80 min)

Lessons 9 & 10 (80 min)

Lessons 11 & 12 (80 min)

Lessons 13 & 14 (80 min)

Lesson 15 (40 min)

- Presenting and explaning Design Thinking and its stages

- Defining the concepts of energy, potential energy, kinetic energy and
energy transformation with examples from daily life

- Implementation of warm-up activities for the activity 'My Roller Coaster"

- Journal writing

- Making and testing designs within the scope of the activity 'My Roller
Coaster'

- Journal writing

- The explanation of friction force and its effect on kinetic energy with
examples from daily life

- Implementation of warm-up activities for the activity 'l am Designing a Car'
- Journal writing

- Making and testing designs within the scope of the activity 'l am Designing
a Car'

- Journal writing

- Defining the concepts of air resistance and water resistance with examples
from daily life

- Implementation of warm-up activities for the activity 'Adventure Lovers'

- Journal writing

- Making and testing designs within the scope of the activity 'Adventure
Lovers'

- Journal writing

- Students respond to the assessment tool consisting of open-ended
guestions to evaluate their views on design thinking

Table 2.

Design Thinking Activity Template.

Name of the activity
Class Level

Name of the Unit
Topic

Time

Scientific Concepts

Safety Precautions (if applicable)
Purpose and Brief Summary

Learning Outcomes

Material and Technical Hardware
Warm-up/Adaptation Activities

Scenario — Story

Design Thinking Process

- Empathize
- Define

- ldeate

- Prototype
- Test

Occupations Regarding the Activity

Key Questions
References
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Figure 2. Pictures of students’ experiences.
Data Collection Tools

The data collection sources of the research were open-ended questionnaire and student diaries. The
open-ended questionnaire was used to examine students' views on design thinking. The student diaries
were preferred to evaluate students' experiences regarding design thinking. Detailed information about
the data collection tools is provided below.

Open-ended questionnaire: |n this form, there were 8 structured questions about design thinking. In
the process of preparing these questions, the literature on design thinking was reviewed. After the
questions were prepared, expert opinions were received from a faculty member who is an expert in
design thinking and another faculty member who is an expert in Turkish Language and Literature. The
questions were finalized in line with the opinions, criticisms and suggestions received from these
experts. The questions in the form are given below:

1- Do you like the design thinking approach? Why?

2- In what ways has design thinking provided contributions/benefits? Please explain.
3- Have there been any negative aspects of design thinking? If so, what are they?

4- In which stage of design thinking have you had the biggest challenge? Why?

5- What did you do when you had difficulty? Please explain.

6- Which stage of design thinking do you like the most? Why?

7- Would you like to spare time for design thinking in the future?

8- Would you like to participate in design thinking outside of school?

Student diaries: Student diaries are different from design notebooks and have been used for data
collection. Design notebooks were used only to facilitate the implementation of the activities and to
make it easier for the students to follow the activity stages. As stated in Table 1, the students were
asked to write their experiences related to the activity carried out that day in their diaries in the last 10
minutes of the lesson in accordance with the below mentioned criteria:

967



Ayse CIFTCi, Mustafa Sami TOPCU — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 961-1000

» What did you do and what did you notice while conducting these activities?
» How did you feel about the activities you did?

» What did you learn?

» What are your suggestions and criticisms?

Data Collection

The open-ended questionnaire was distributed to the students after the module developed for
energy transformations and intended for design thinking was carried out, that is, at the end of the 4-
week application process. Before the forms were distributed to the students, they were told that it was
important to volunteer to fill in the form and they were free to fill in the form or not. 2 students did not
fill in the open-ended questionnaire because they did not volunteer. The students filled in the open-
ended questionnaire in one lesson, in other words, in 40 minutes. In addition, the students wrote their
experiences in their diaries after the activity ended every week. To this end, students were given 10
minutes each week.

Data Analysis

Within the scope of the research, content analysis method was utilized to analyse the data obtained
from both the open-ended questionnaire and the student diaries. To this end, codes were created,
these codes were grouped under certain categories and themes were revealed (Savin-Baden & Major,
2013; Yildinm & Simsek, 2016). 40.00% of the data obtained from the research was coded
independently by the two researchers. In many studies in the literature, a certain part of the data is
examined by another researcher and it is seen that this rate is below from 40.00%. For example, in
Felton's study (2004), only 30.00% of the data was coded by two researchers for inter-coder reliability.
In Forbes, Zangori and Schwarz’s (2015) study, 10.00% of the data was examined, and in Zangori and
Cole's (2019) study, the drawings of 6 students (16.00%) were examined by two researchers. In present
research, inter-coder reliability was calculated with the formula ([Consensus / Consensus +
Disagreement] * 100.00) developed by Miles and Huberman (1994). Accordingly, reliability among the
coders was calculated as 91.00% for the data obtained from the open-ended questionnaire and 94.00%
for the data obtained from the diaries. These values are sufficient values for inter-coder reliability.
Because Miles, Huberman and Saldafia (2014) also suggest that an agreement between 85.00% and
90.00% should be reached between coders. In the areas where there was disagreement, the researchers
discussed and compromised. Since compliance was achieved, the remaining data were analysed by the
first author.

Findings

In the present study, students' opinions and experiences regarding design thinking were examined.
Accordingly, the obtained data were evaluated through content analysis. The findings are discussed
under two headings: Middle school students' opinions on design thinking and middle school students'
experiences on design thinking.

Middle School Students’ Opinions on Design Thinking

The students expressed their views on design thinking through the open-ended questionnaire they
filled out. In line with the opinions of the students, 7 themes came into the picture: Contributions of
design thinking, difficulties encountered during the implementation of design thinking, difficulty level of
the design thinking stages, getting support during the implementation of design thinking, degree of
appreciation of the design thinking stages, sparing time for design thinking activities in the future and
participating in design thinking activities outside of school. 31 students stated that they liked the design
thinking activities and 2 students said that they did not like these activities. One student did not express
any opinion on this matter. The findings regarding the opinions of the students on the contributions of
design thinking are given in Table 3 below.
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Table 3.
Opinions on Contributions of Design Thinking.
Categories Codes Students f
Ensuring and Learning the subject of energy S3, 513, 519, S22, 523 5
Facilitating transformations
Learning Learning maths S7,532 2
Learning science S2, 528, S32 3
Increasing curiosity for learning S18 1
Learning by practising and experiencing S17 1
Learning with fun S6, S7, S8, S13, 515, S20, 8
§23,S31
Learning to think and generate ideas S3, S5, S6, 511, 512, S16, S28 7
Facilitating learning S2,58,517,532 4
Developing 21st Problem solving S4 1
Century Skills Team work S1,S2,S3, 54, S8, S20, S22, 8
S30
Communication S24 1
Analytical thinking S26 1
Empathize S4, 513,516, S24, S26, S31 6
Collaboration S91 1
Improving self-confidence S14 1
Ability to design S4, 510, S11, S13, S14, S16, 10
S21, S25, S29, S30
Being patient S22 1
Preparing for the Preparing for the future S9 1
Future and the Preparing to become a scientist S19 1
Profession Preparing for the engineering profession S9, S17 2

As seen in Table 3, following categories of the contributions of design thinking emerged in line with
the opinions of middle school students: Ensuring and facilitating learning, developing the 21st century
skills, preparing for the future and the profession. Some of the students' opinions about the
contributions of design thinking are given below.

I have learned to work as a group. | have learned to empathize. | have learned how to behave in the
face of problems, how | can solve them, and my design skills have improved (54).

I have learned about teamwork and an easy way to learn. We learn with fun thanks to these activities
(S8).

1 did not use to believe the idea of "I can do anything if | want to." However, | have learned here that
this can be true, thanks to these activities. | think that a new perspective has come to my life thanks
to this idea. In addition, my design skills have improved with these activities (S14).

Yes, these activities have contributed. Because | have become more curious. These activities make
you curious to learn (518).

I have learned the subject of energy transformations in science class. The saying 'Invention is the
future of the people' may also contribute to learning lessons (519).

These activities have taught us to think and generate ideas. In addition, our design skills have
improved (511).

16 students stated that they did not have any difficulties in the activities aimed at design thinking,

and 2 students stated that they were neutral in this regard. The remaining 6 students stated that they
only had difficulty, but did not mention what kind of difficulty they faced. The difficulties faced by the
students during the implementation process of design thinking are detailed in Table 4.
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Table 4.
Opinions on Difficulties Encountered in the Application of Design Thinking.
Categories Codes Students f
Physical Conditions  Lack of variety of material S15 1
Confined space for activities S14 1
In-Group Experiencing problems in distribution of roles S9 1
Responsibility Failure of group members to fulfil their S25 1
responsibilities
In-Group Having problems in communicating with group S1, S5, S22 3
Communication members
Everyone in the group talking at the same time S9 1
Failure to build consensus within the group S4,S12,S30 3

As can be seen in Table 4, 3 categories emerged regarding the difficulties encountered in the
implementation of the design thinking approach: Physical conditions, in-group responsibility and in-
group communication. Some students' opinions about the difficulties encountered during the design
thinking applications are cited below.

We have often discussed a lot about our ideas. We have argued about the distribution of our roles.
We could not often understand each other because everybody was speaking at the same time (S9).

We could have carried out a better activity in a bigger and larger area. However, this does not mean
that the activities are boring (514).

Actually, there are not many negative aspects. Sometimes | just could not find the materials |
imagined (515).
Since we all had different thoughts, we could not understand each other (S30).

In Table 5, the findings regarding the stages in which the students had most difficulty in the design
thinking approach are given.

Table 5.

Opinions on Difficulty Level of Design Thinking Stages.
Categories Students f
Empathize S3, 511, S19, S25, 528 5
Define S16, S24, S26, S33 4
Ideate S4,S9, S17, 518, 520, S22, S23 7
Prototype S2,S5, S6, S7, 515, 521, S30, S31, S32 9
Test S1, S8, 510, 512, 514, S29 6

In Table 5, it is seen that the students had most difficulty in developing prototypes (n=9) and then in
following stages respectively: ideate (n=7), testing (n=6), empathy (n=5) and defining (n=4). Three
students did not express any opinion on this matter. Some students' views on the subject are given
below.

| have had most difficulty in empathy. Because it is very difficult to put ourselves in someone else's
shoes (511).

| have had a hard time testing. Some shortcomings have appeared. We have constantly tried to fix
and make them up (514).

I have had a hard time generating ideas. Because it is very upsetting that some of the people in the
group were designing without consulting any of us. Therefore, it was very bad. The problem of
generating ideas has been one of the most important issues. That is why it happened (520).

I have had a hard time developing prototypes. It has forced us to think about how to make and create
a product. Because some ideas are needed. It is not possible when there is none (T21).
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I have had a hard time defining the problem (T24).

In Table 6, the findings regarding the support that middle school students received when they had
difficulties during the application process of the design thinking approach are given.

Table 6.

Opinions on Getting Support in the Application Process of Design Thinking.
Categories Students f
Getting Support from Group S1,S2,S3, 54, S5, S7, S8, S10, S11, S12, S14, S15, S16, S17, 25
Friends §18, S19, S22, 523, S26, S27, S28, S29, S30, S31, S33
Getting Support From Teacher S9, S14, 519, S21, S33 5
Getting No Support S6, S13, S20, S24, S25, S32 6

In Table 6, it is seen that the students got support from their group friends (n = 25) and teachers (n =
5) or did not receive any support (n = 6) when they had difficulties during the activities based on design
thinking. The opinions of the students regarding the support they received when they had problems are
cited below.

I got support from my friends when | had difficulty. | asked my teacher and produced ideas (519).

I have not done anything. Because my friends just asked me to bring stuff. They have not let me do
anything (520).

| produced ideas and got support from my friends when | had difficulties (S26).

In Table 7, the findings regarding which stages the students liked most in the design thinking
approach are given.

Table 7.

Opinions on Degree of Appreciation of Design Thinking Stages.
Categories Students f
Empathize S6, 512,518 3
Define S1, S8, S20 3
Ideate S2,S5, 57,510, S11, S32 6
Prototype S14,S17, 519, S22, 523, S26, S28, S29 8
Test S3, 54, 59, 515, S16, S21, S25, S27, S30, S31, S33 11

In Table 7, it is seen that the students liked the testing (n=11) stage most and it is followed by the
prototype development (n=8) and ideate (n=6) stages respectively. Besides, it was revealed that they
liked the empathy (n=3) and defining (n=3) stages equally. However, three students did not comment on
the degree of appreciation of the stages of the design thinking approach. Below are examples of the
students' views on which stages they liked most in the design thinking approach.

I have really liked producing ideas. Because we find common ideas and produce ideas in group and it
is very fun (52).

| like testing. Because we have learned and observed how the design we made was and how it
worked (54).

I like empathy. Because, by putting ourselves in each other's shoes, we bring out the best design (56).

I have really liked developing prototypes. Because we test ourselves on product creation. We get to
know how we design and ourselves (S17).

| like identifying the problem. Because if we comprehend the problem well, the invention becomes the
best (520).

The findings obtained from the opinions of the students to spare time to activities for design thinking
in the future are presented in Table 8.
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Table 8.
Opinions on Sparing Time to Design Thinking Activities in the Future.
Categories Students f
Yes S1, S3, 54, S5, S6, S7, S8, S9, S10, S11, S12, S14, S15, S16, S17, S18, S19, 28
S20, S21, S22, S23, 524, S25, S26, S27, 528, S31, S33
No S2, 530, S32 3
Neutral S13, S29 2

In Table 8, it is seen that 28 students would like to spare time to design thinking activities in the
future, 3 would not like to spare time and 2 are neutral. On the other hand, one student did not
comment on spending time on design thinking activities in the future. Some of the students' views on
sparing time to design thinking activities in the future are cited below.

Yes. Because | want to be an engineer when | grow up (518).

No, | do not want to spare time (S2).

Yes, | would like to spare time. Because science and invention are the best things. They are the future

of the people (520).

Yes, because doing activities has never been this fun (533).

In Table 9, the findings regarding participating in design thinking activities outside of school are
provided.

Table 9.
Opinions on Participation in Design Thinking Activities outside of School.
Categories Students f
Yes S1,S2,S3, 54, S5, S6, S7, S8, S9, S10, S11, S12, S14, S15, S16, S19, S20, 28
S21, 822,523, S24, 525, S26, S27, S28, S31, S32, S33
No §13,518 2
Neutral S$17,S29, S30 3

When Table 9 is examined, it is seen that 28 students would like to participate in design thinking
activities outside of school, 3 are neutral and 2 would not like to participate. On the other hand, one
student did not comment on spending time on design thinking activities in the future. The students'
views about participating in design thinking activities outside of school are cited below.

Yes, | would like to participate outside of school. Because these activities are very funny and make me
think (515).

| would definitely like to participate. Because | know the activities are funny (S33).

I am neutral (529).

No, | would not like to participate outside of school (513).

Middle School Students’ Experiences on Design Thinking

The students expressed their experiences on design thinking through diaries. As a result of the
analysis of the data obtained from the diaries, 3 themes related to the students' experiences of design
thinking were found out: Learning, satisfaction and criticism (Figure 3).

As seen in Figure 3, 3 themes emerged as a result of evaluating the student diaries through the
content analysis method: Learning, satisfaction and criticism. The findings related to these themes and
the categories under these themes are discussed in detail below. The findings regarding the learning
theme are given in Table 10.
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Figure 3. Themes for student experiences.

Table 10.

Findings on Learning Theme.
Categories Students f
Learning Subject of Energy S2,S17,518, S24, S26, S29, S31, S32 8
Transformations
Learning Group Work S2,S5, 5§14, S17, S25, S26, S32 7

Learning Causes of Success and Failure S1, S2, 5S4, S8, S10, S11, S14, S16, S18, S19, S20, S21, 17
$23, 524,525, S31, S33
Learning to Struggle S4, S13, 516, 521, S23, S25 6

There are 4 categories for the learning theme: Learning the subject of energy transformations (n=8),
learning group work (n=7), learning the causes of success and failure (n=17) and learning to struggle
(n=6). Students coded as S3, S6, S7, S9, S12, S15, S22, S27, S28, S30 and S34 did not express any opinion
on the theme of learning. The students stated in their diaries that they learned the subject of energy
transformations, they had not been accustomed to group work before, and that they learned group
work thanks to design thinking activities. In addition, the students stated in their diaries that they did
not give up when their design failed and they tried to improve their designs, so they learned to struggle.
Students also made inferences about why their designs were successful or why they failed. Below are
sample statements on this topic.

Dear diary, today we have designed a roller coaster with my teammates. We have failed a lot, but we
have not given up hope. We were running out of time. We made trials in our last minutes. Just as we
were about to run out of time, we made the last trial as a group and it worked out (S23). - Learning to
Struggle

Today, we have tried to make a car called Canavar Kaos (Monster Chaos). It was not nice at first. We
tried to design in the last moments. After completing it as a group, it was time to present "Monster
Chaos". We eliminated 4 teams, but the group called Army Engineers was more successful and they
came in first. Although we came in second, we learned about teamwork (517). Learning Group Work

Dear diary, thanks to this project (My Roller Coaster), | learned to increase and decrease kinetic and
potential energy. | learned the difference between kinetic and potential energy in a roller coaster
example. | grasped the subject of energy transformations well. Our roller coaster also turned out well.
We also made a loop after a peak (T29) -Learning Subject of Energy Transformations

One of the themes obtained in line with the statements from the students' diaries is the theme of
satisfaction. The findings regarding the theme of satisfaction are given in Table 11. When Table 11 is
analysed, it is seen that 4 categories regarding the theme of satisfaction are revealed. These categories
are as follows: Satisfaction with group (n = 9), satisfaction with activities (n = 6), satisfaction with
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teacher (n = 7) and having fun (n = 20). Students coded as S4, S20, S22, S24, S26, S28, S30 and S32 did
not express any opinions about the theme of satisfaction. In Table 11, it is seen that the majority of the
students had fun during the implementation process of design thinking activities. In addition, it was
concluded that the students were satisfied with their group, the teacher and the activities. Some
students' views on the subject are cited below.

Table 11.
Findings Regarding Students' Satisfaction.
Categories Students
Satisfaction with Group S2,S3, S8, 512, S13, S14, S19, S25, S27

Satisfaction with Activities S9, S11, S14, S16, S18, S33

Satisfaction with Teacher S9, S14, S16, 517, S21, S33, 529

Having Fun S1, S3, S5, S6, S7, S8, S9, S10, S11, S12, S14, S15, S16, S17, S19, 20
$23, 525, S29, S31, S33

N O O | -n

I have enjoyed and had fun a lot today. We did a good job as a team. | would like to do it again. |
have learned how to make a roller coaster, | have learned a lot. | have had so much fun with my
friends. | thank my teammates very much. The lesson has been very good (525). Satisfaction with
Group, Having Fun

Today, we have learned how to make a helicopter. | have really liked this activity. | am very satisfied
with my teacher. However, some of my group mates have not helped much and tried to make a horse
carriage (S29). Satisfaction with Teacher

Another theme obtained regarding the students' experiences of design thinking is the theme of
criticism. In Table 12, the findings regarding the theme of criticism are given in detail.

Table 12.

Findings Related to Students' Criticism.
Categories Students f
Criticisms against Group S1, S5, 89, S10, S17, S18, S20, S28, S29, S30, S31, S33 12
Criticisms against S1, S3, 89, S14 4
Materials
Criticisms against Time S2,S17,S30 3

Allocated for Activities

When Table 12 is analysed, it is seen that the categories for the theme of criticism are as follows:
Criticisms against group (n=12), criticisms against materials (n=4) and criticisms against time allocated
for activities (n=3). Students coded as S4, S6, S7, S8, S11, S12, S13, S15, S16, S19, S21, S22, S23, S24, S25,
$26, S27, S32, S34 did not express any opinions within the scope of the criticism theme. Below are
example sentences for the experiences under the theme of criticism.

| was disturbed by my group friends not listening to me. As they did not listen to me, their designs
were not very good. As | said, | think 2 loops and 1 peak were enough. Security was not even provided
(T20). - Criticism against Group

I have not learned anything today. Because none of my teammates listens to each other. Everyone
designs something having a mind of their own. | think it would be better if we worked as a team. In
addition, | think very little time is allocated for activities (S17). Criticisms against Time Allocated for
Activities, Criticisms against Group

Today | have learned that if the propeller is a little shorter, it can float in the air longer. It would be
better if there were an engine in the helicopter. However, there is no engine (S14). Criticisms against
Materials
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Discussion, Conclusion and Implications

In the current research, the module developed for design thinking about energy transformations was
applied to 7th grade students by a science teacher. Within the scope of the research, the views and
experiences of the students towards design thinking were examined.

As a result of the analysis of the opinions presented in the open-ended questionnaire, it was
revealed that the majority of the students liked the activities for design thinking, they wanted to
participate in design thinking activities outside of school and they wanted to spare time for such
activities in the future. In line with the opinions of the students, it has been determined that design
thinking has such contributions as ensuring and facilitating learning, developing the 21st century skills,
preparing for the future and the profession. Similarly, it is stated in the literature that design thinking
contributes to ensuring and facilitating learning (Aflatoony & Wakkary, 2015; Cook & Bush, 2018;
Painter, 2018; Vest, 2006), developing the 21st century skills (Anderson, 2012; Canestraro, 2017; Carroll,
2014; Cook & Bush, 2018; Retna, 2016; Rotherham & Willingham, 2009), preparing for the future and
the profession (Rotherham & Willingham, 2009). Although these studies in the literature (Aflatoony &
Wakkary, 2015; Aflatoony et al., 2018; Anderson, 2012; Canestraro, 2017; Carroll, 2014; Cook & Bush,
2018; Painter, 2018; Retna, 2016; Rotherham & Willingham, 2009; Vest, 2006) support the findings
obtained within the scope of the current research in terms of the contributions of design thinking, the
current research expands this literature by examining middle school students' views and experiences
towards design thinking. For example, the study conducted by Aflatoony et al. (2018) on design thinking
was carried out to examine the development of design thinking skills (problem solving, collaboration,
and being human-centred) in high school students. Painter (2018) conducted her study to examine
teachers' perceptions about the application of design thinking approach in mathematics lessons at
middle school level. Retna (2016), on the other hand, examined teachers' experiences with design
thinking in her study. Although there are differences between previous studies and the current research
on the subject, the findings obtained within the scope of this research and the studies in the literature
(Aflatoony & Wakkary, 2015; Aflatoony, Wakkary & Neustaedter, 2018; Anderson, 2012; Canestraro,
2017; Carroll, 2014; Cook & Bush, 2018; Painter, 2018; Retna, 2016; Rotherham & Willingham, 2009;
Vest, 2006) support the idea that design thinking should be included in learning environments.

Within the scope of the theme of the difficulties that the students faced during the implementation
of design thinking, the following categories were revealed: physical conditions (n = 2), in-group
responsibility (n = 2) and in-group communication (n = 7). Similarly, it is observed in the literature that
students experiencing problems among themselves while doing group work is one of the most common
problems in the application of the design thinking approach (Aflatoony et al., 2018; Retna, 2016).
Aflatoony et al. (2018) also stated that high school students have problems in group work and sharing
roles in design thinking applications. The fact that students have problems in group work can be
explained by that the middle school students in the classroom environment in our country mostly focus
on preparing themselves for the high school entrance exams, and therefore, the group work is not given
enough importance. For this reason, learning environments that can benefit from the outcomes of
group teaching can be created by eliminating exam anxiety. It is observed that students criticize physical
conditions mostly in terms of variety of materials and confined space for activities. The lack of variety of
materials in the current research is related to the fact that this situation may bring some limitations in
the design process. In other words, students are expected to make a design using materials given to
them. The problem of confined space where the application is carried out can be solved by creating
large learning environments so that activities can be performed effectively in schools. In addition, it was
concluded that students receive support from their group friends and teachers when they have
difficulties. It was found out that students mainly solve their problems by receiving support from their
group friends. Similarly, Aflatoony et al. (2018) concluded that peer support and peer feedback are
important in solving problems encountered during the implementation of design thinking. Therefore,
more attention should be paid to group work in learning environments.
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In addition, in the current research, it was revealed that the stages of prototype, ideate and testing
are both the most challenging and the most favoured stages for the students. The reason why students
have difficulties in the stages of prototype, ideate and testing is that these stages require higher level of
thinking skills compared to empathy and defining stages. For example, in empathy, the needs of the
individual are tried to be determined through observation and interview. In defining, the limits of the
problem are determined. However, in the stages of ideate, prototype, and testing, the focus is on
solving the problem rather than determining it. Because solving problems is a difficult process (Byun, Ha
& Lee, 2008). The fact that students like the stages of ideate, prototype and testing most can be
explained by that ideas turn into products and these products are tested in line with the needs of users
within these stages. For example, the student coded S4 stated the following regarding the testing stage:
‘I like testing. Because we have learned and observed how the design we made was and how it worked’.
The student coded S17 has the following opinion about the prototype development stage: ‘I have really
liked developing prototypes. Because we test ourselves on product creation. We get to know how we
design and ourselves’.

As a result of the analysis of the data obtained from the diaries, the students' experiences were
evaluated under 3 themes: learning, satisfaction and criticism. Within the scope of the students'
experiences about the theme of learning, the following categories were determined: Learning the
subject of energy transformations, learning group work, learning the causes of success and failure, and
learning to struggle. These findings obtained within the scope of the experiences support the findings
obtained from the opinions of the students on the contributions of design thinking (learning the subject
of energy transformations, learning group work). Similarly, it is emphasized in the literature that design
thinking enables students to learn group work (Aflatoony et al., 2018) and to develop their conceptual
understanding on science subjects (Cook & Bush, 2018; Fortus et al., 2004; Kolodner et al., 2003; Vest,
2006). In addition, it was concluded that design thinking contributes students to learn the causes of
success and failure and to struggle. The fact that the Stanford d.school model, which is used in the
design thinking approach, includes an iterative and experience-based process might have contributed
the students to learn the causes of success and failure and to struggle. In the theme of satisfaction, it
was found that the students were satisfied with the design thinking activities, the science teacher who
applied these activities and their group friends and had fun in this process. In line with these results, it
can be said that including design thinking approach in learning environments will have many
contributions.

Another theme obtained in line with the students' experiences is the theme of criticism. The
categories obtained within the scope of the theme of criticism are as follows: Criticisms against group,
criticisms against materials and criticisms against time allocated for activities. Similarly, it is stated in the
literature that students have problems in group work during the application of design thinking approach
(Aflatoony et al., 2018; Retna, 2016) and it is difficult to provide materials and physical conditions in the
classroom (Retna, 2016). Accordingly, it can be said that there is a need for more collaborative learning
environments to improve students' group work skills. Students brought criticism about the materials.
For example, the student coded S14 stated this situation as follows: ‘Today | have learned that if the
propeller is a little shorter, the helicopter can float in the air longer. It would be better if there were an
engine in the helicopter. However, there is no engine’. In order to overcome this problem, materials that
students want for design thinking activities can be provided. To ensure this, students may be asked to
provide information about what materials they want to use for a while before the activity is
implemented. Depending on the availability of materials, the school management, teachers or students
can provide the materials. The problem of lack of time allocated to such activities can be overcome by
reducing the number of subjects and outcomes in the science curriculum or by adjusting the appropriate
time for the subjects containing plenty of activities in the program.

In the current research, a module for design thinking on energy transformations was developed and
applied to 7th grade middle school students. In this context, the opinions and experiences of middle
school students towards design thinking were examined. In future research, modules and units
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regarding design thinking can be developed and applied for different subjects in science course. In
addition, in other studies, the opinions and experiences of both students and teachers who practice
design thinking activities can be examined.
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Turkish Version

Girig

Gunumuzde Ogrencilerden 21. ylzyilda karsilasabilecekleri problemleri ¢6zme becerilerine sahip
olmalari beklenmektedir. Egitim politikacillari ve arastirmacilari da dlkelerin egitim ve 06gretim
faaliyetlerini bu beklentiler dogrultusunda giincellemektedirler. Bu dogrultuda sinif ortamlarinda
geleneksel 6gretim yontemlerinin yani sira 6grencilerin 21. ylzyilda basarili olmasini saglayacak yenilikgi
egitim yaklagimlarinin uygulanmasina 6nem verilmektedir. Yenilikgi yaklasimlardan biri de tasarim odakli
distinmedir. Tasarim odakl diistinme; prototip odakli bir inovasyon siirecini tesvik eden, insan merkezli
olan ve problem ¢d6zmeye dayal bir 21. yiizyil 6grenme yaklasimidir (Aflatoony, 2015; Carroll, 2015).
Baska bir ifade ile tasarim odakh dustinme; kullanicilarin etkilesimde bulunabilecegi bir nesne veya
hizmet (prototip) odakli bir yenilesme sirecini tesvik eden, 6grenci merkezli ve problem ¢é6zmeye dayali
bir yaklasim seklinde yorumlanabilir.

Literatlirde tasarim odakh diisiinmenin, 21. ylzyil becerilerini (problem ¢ézme, iletisim, isbirligi vb.)
gelistirdigi ve 6grencilerin 21. yizyilda basarih olmalarini sagladigi vurgulanmaktadir (Aflatoony &
Wakkary, 2015; Anderson, 2012; Canestraro, 2017; Carroll, 2014; Cook & Bush, 2018; Lor, 2017; Retna,
2016; Rotherham & Willingham, 2009). Tasarim odakli disiinmenin sundugu ciktilar kapsaminda
ogrencilerin fen igerik bilgilerinin (Cook & Bush, 2018; Fortus, Dershimer, Krajcik, Marx & Mamlok
Naaman, 2004; Kolodner et al., 2003; Kwek, 2011; Vest, 2006) ve matematik konularindaki kavramsal
anlayislarinin (Painter, 2018; Cook & Bush, 2018; Vest, 2006) gelisimini desteklemesi, yaratici disiinme
ve fikir Gretmeyi tesvik etmesi (Lugmayr, 2011) de yer almaktadir. Bu baglamda tasarim odakli diisiinme
yaklasiminin 6grencilere bircok olumlu etkisinin oldugu séylenebilir. Bu nedenle 6grenme ortamlarinda,
tasarim odakli dusinme yaklagiminin uygulanmasina ve 6grencilerin bu yaklasimla ilgili deneyim
edinmelerine 6nem verilmesi gerektigi sdylenebilir.

Aflatoony ve Wakkary (2015), tasarim odakli diisinme uygulamalarinin Gniversite diizeyinden 6nce
uygulanmasi gerektigine vurgu yapmaktadir. Bu nedenle tasarim odakli disinmenin kigik yaslardan
itibaren uygulanmasina 6nem verilmelidir (Cook & Bush, 2018; Mentzer, Becker & Suttona, 2015). Ancak
tasarim odakli dislinmenin egitimde uygulanmasina son yillarda énem verilmeye baslanmasi nedeniyle
(Lor, 2017), egitimde tasarim odakh dislinmenin uygulanmasina yonelik ¢alismalarin sayisi oldukga azdir
(Razzouk & Shute, 2012). Konu ile ilgili yapilan galismalarin genellikle tasarim odakh distinmenin
yaraticilik ve yenilikgilik, iletisim ve isbirligi gibi 21. yuzyil becerilerine etkisinin incelenmesine (Aflatoony,
Wakkary & Neustaedter, 2018; Anderson, 2012; Carroll, Goldman, Britos, Koh, Royalty & Hornstein,
2010), 6gretmenlerin tasarim odakl diisinmenin uygulanmasina yonelik algi, géris ve deneyimlerine
(Aflatoony & Wakkary, 2015; Painter, 2018; Retna, 2016) yogunlastigi gorilmektedir. Ancak konu ile ilgili
literatlirde ortaokul 6grencilerinin tasarim odakh disinme yaklasimina yonelik géris ve deneyimlerini
inceleyen herhangi bir arastirmaya ulasilamamistir. Dolayisiyla ortaokul 6grencilerinin tasarim odakh
diisinmeye yonelik gorlis ve deneyimlerinin incelenmesinin, 6grenme ortamlarinin daha nitelikli bir
sekilde tasarlanmasina katki saglamasi agisindan 6nem arz ettigi belirtilebilir. Yukarida belirtilen
gerekgeler dogrultusunda mevcut arastirmada, fen bilimleri dersi 6gretim programinda yer alan enerji
donlsimleri konusunda tasarim odakli disiinmeye yonelik bir modil gelistirilmis ve 7. sinif
6grencilerine uygulanmistir. Uygulama siirecinde iki arastirma sorusu incelenmistir:

1) Ortaokul 6grencilerinin tasarim odakli dislinmeye yonelik gorisleri nelerdir?
2) Ortaokul 6grencilerinin tasarim odakli disiinmeye yonelik deneyimleri nelerdir?
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Tasarim Odaklh Diigiinme

GlnUumuzde 6grencilerin Uretkenliklerini gelistiren uygulamalara az zaman ayrilmakta ve bunun
yerine geleneksel 6gretim yontemleri uygulanarak icerigin 6gretilmesine daha fazla 6nem verilmektedir
(Canestraro, 2017). Yeni fikirler Uretebilen 6grencilerin yetistiriimesini desteklemek igin derslerde
geleneksel 6gretim yontemlerinin yerine 6grenci merkezli yenilikgi egitim yaklasimlarina yer verilmelidir.
Bu yenilik¢i egitim yaklasimlarindan biri de tasarim odakl diisinmedir. Tasarim odakl diisinme kavrami,
ilk kez Peter G. Rowe tarafindan ‘Design Thinking’ adli eserde 1987 yilinda tanimlanmistir (Aflatoony,
2015; Dorst, 2011). Tasarim odakh dusiinme, problemlerin insanlari nasil etkiledigine yonelik empati
kurmayi, bu problemlere yoénelik yeni ¢o6zlimlerin Uretilmesini, fikirlerin gorsellestirilmesini ve
prototiplerin gelistiriimesi yoluyla potansiyel ¢oziimlerin test edilmesini saglayan insan merkezli bir
yaklasimdir (Aflatoony, 2015; Carroll, 2015; Chesson, 2017). Aflatoony ve Wakkary’ye (2015) gore
tasarim odakh disiinme, bireylerin tretkenliklerini gelistirerek inovasyonu tesvik eden ve isbirligine ve
empatiye dayali insan merkezli faaliyetlere Gnem veren bir problem ¢ézme yaklasimidir. Tasarim odakli
diisinmenin diger problem ¢ézme yaklasimlarindan farki, problemin sebebini ortaya koymaktan ziyade,
problemi ¢6zmeye vurgu yapmasidir (Chesson, 2017). Yaraticilik, empati, disiplinlerarasilik, gercek diinya
ve problem/proje odakli vurgular, tasarim odakli diisinmenin merkezinde yer almaktadir (Canestraro,
2017; Henriksen, 2017). Tasarim odakli disiinme analitik diistinme ve sezgisel disinme ile de mesgul
olmayi saglamaktadir (Henriksen, 2017). Bununla birlikte tasarim odakli diisinme, 6grencilerin elestirel
diistinmelerini, sosyal gelisimlerini, grupla ¢alisma becerilerinin ve akademik basarilarinin gelisimini de
desteklemektedir (Girgin, 2019). Literatirde belirtilen bu katkilar dogrultusunda egitimde tasarim odakh
diistinme yaklasiminin uygulanmasi gerektigi séylenebilir.

Tasarim odakli dastinme yaklasimi saghk, politika, is dinyasi, pazarlama gibi bircok alanda
uygulanmaktadir. Glinimuzde egitimde de tasarim odakli disiinmenin uygulanmasina 6nem
verilmektedir. Clinki tasarim odakli diisinme, 6grenme ve 6gretme siirecinde de anahtar bir role sahip
olup (Norton & Hathaway, 2015) 6gretmenlere disiplinler arasi 6gretim uygulamalari igin rehber bir
cergeve gorevi gormektedir (Henriksen, 2017). Ancak tasarim odakli diisinmenin egitimde uygulanmasi
ile ilgili calismalarin sayisi olduk¢a azdir. Bu ¢alismalardan biri Carroll vd. (2010) tarafindan yapilmistir.
Carroll vd. (2010), ortaokul 6grencilerine cografya dersinde tasarim odakh diisinmeye yonelik etkinlikler
uygulamislardir. Arastirmalarinda tasarim odakh distiinmenin 6grencilerin Ust bilissel becerilerini
gelistirmelerini, kendi fikirlerini daha kolay ifade etmelerini ve isbirlikli 6grenmelerini sagladigini
belirlemislerdir. Bununla birlikte prototip gelistirme sayesinde derse daha ¢abuk odaklanmayi ve motive
olmayi destekleme gibi katkilarinin oldugunu da tespit etmislerdir. Bir baska calismada Lugmayr (2011),
Universite 6grencilerinin medya endustrileri ve medya egitimi konusunda yeni fikirler Gretmelerini tesvik
etmek icin tasarim odakli disinmeyi uygulamistir. Lugmayr (2011) calismasinda tasarim odakli
diisinmeye yonelik tasarladigi ders ile ilgili yaptigi uygulamalar agiklamaktadir. Aflatoony ve Wakkary
(2015) ise, gelistirdikleri tasarim odakh dusiinme programini lise 6grencilerine uygulamislardir. 5
o6gretmen ve 39 6grenciyle yaptiklari gérismelerden elde ettikleri bulgular, 6grencilere tasarim odakli
disiinmenin uygulanmasinin yararl oldugunu, 6grencilerin giinlik hayatta karsilastiklari problemleri
¢6zmede daha dikkatli kararlar almalarini sagladigini géstermistir. Ayrica elde ettikleri bulgular, olaylar
sozel olarak agiklamak yerine etkilesimli ve gorsel tabanli bir 6gretim gergeklestirmenin 6grencilerin
kendilerine verilen gorevleri daha hizli ve etkili bir sekilde yerine getirecegine yardimci olacagini
gostermistir. Bununla birlikte tasarim odakli disiinmenin 6grencilerin edindikleri bilgileri farkli
baglamlara transfer etmelerini sagladigini belirlemislerdir (Aflatoony & Wakkary, 2015).

Painter (2018) tarafindan gerceklestirilen arastirmada ise O6gretmenlerin ortaokulda matematik
derslerinde tasarim odakli diisiinmenin uygulanmasina yénelik algilari incelenmistir. Ogretmenler,
tasarim odakh disinmenin 06grencilerin  matematik konularini ve uygulamalarini daha etkili
o6grenmelerini sagladigini belirtmislerdir. Literatlirdeki bu arastirmalarda (Aflatoony & Wakkary, 2015;
Carroll et al., 2010; Lugmayr, 2011; Painter, 2018) elde edilen sonuglar dogrultusunda tasarim odakl
disiinmenin 6grenme ortamlarinda uygulanmasinin birgok katkisinin oldugu séylenebilir. Ancak tasarim
odakli diisiinmenin uygulanmasinda bazi zorluklar yasanmaktadir. Ornegin, tasarim odakli diisiinmenin
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uygulanabilmesi icin 6grenme ve Ogretme araglarinin ve programlarin gelistirilmesi gerekmektedir
(Canestraro, 2017; Philloton & Miller, 2011). Bununla birlikte tasarim odakh disiinme yaklasiminin
uygulanabilmesi ve bu yaklasimin uygulanmasindaki zorluklarin giderilebilmesi igin 6gretmenlerin
egitilmesine de 6nem verilmelidir (Carroll, 2014; Kwek, 2011). Bu kapsamda mevcut arastirmada tasarim
odakli disinmenin uygulanmasina yoénelik bir modul gelistirilmistir. Sonrasinda tasarim odakli
diisinmeye yonelik egitim alma ve katilimcilara egitim verme konusunda génulli olan bir fen bilimleri
o6gretmenine egitim verilmistir. Fen bilimleri 6gretmeni de enerji dontsimleri konusunda gelistirilen bu
moddlu 7. sinif 6grencilerine uygulamistir.

Mevcut arastirmada, tasarim odakh disinme yaklagiminin uygulanmasi siirecinde Stanford d.school
tasarim odakli diisiinme modeli pedagojik cerceve olarak kullanilmistir. Clinkii bu model 6grencilere son
Urunlerini iyilestirmeleri igin farkli asamalar arasinda siirekli bir yineleme islemi saglar. Bu modelde yer
alan asamalar Sekil 1'de gosterilmis ve asagida ayrintili bir sekilde agiklanmistir.

. - @

Sekil 1. Stanford d.school tasarim odakl diistinme modeli (https://dschool.stanford.edu/adresinden
alinmustir).

Tasarim odakli disiinmenin asamalari (Carroll, 2015):

1- Empati: Empati asamasinda, gorisme ve gozlem yoluyla insanlarin ihtiyaglarinin neler oldugu
belirlenir.

2- Tanimlama: Tanimlama asamasinda, problemin cercevelenmesine ve uygulanabilir bir problem
cimlesinin ifade edilmesine 6nem verilir.

3- Fikir Uretme: Bu asamada problemin ¢dziimiine ydnelik fikir Gretmeye odaklanilir. Cesitli fikirlerin
Uretilmesine 6nem verilir.

4- Prototip Gelistirme: Prototip gelistirme, tasarim odakh disinmenin 4. asamasidir. Prototip,
kullanicilarin etkilesimde bulunabilecegi bir nesne veya hizmet olabilir.

5- Test Etme: Tasarim odakli diisinmenin en son asamasi olup, bu asamada kullanicilarin prototipi
degerlendirmesi s6z konusudur. Ayrica bu asama Urindn kullanicilarin gorisleri dogrultusunda
iyilestirilmesine imkan verir.

Mevcut arastirmada da Stanford d.school tasarim odakli disiinme modelinde yer alan ve yukarida
actklanan empati, tanimlama, fikir Gretme, prototip gelistirme ve test etme asamalari takip edilmistir.

Yontem
Arastirma Modeli

Mevcut arastirmada, ortaokul 6grencilerinin tasarim odakli diistinmeye yonelik goriis ve deneyimleri
hakkinda daha derinlemesine bilgi edinebilmek amaciyla nitel arastirma yonteminden yararlanilmistir
(Strauss & Corbin, 1998). Nitel arastirma yontemlerinden fenomenoloji yontemi kullaniimistir.
Fenomenoloji yonteminin amaci katilimcilarin bir olgu ile ilgili deneyimlerini, algilarini ve bu olguya
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yikledikleri anlamlari ayrintili bir sekilde incelemektir (Savin-Baden & Major, 2013; Yildirrm & Simsek,
2016). Deneyim, fenomenolojik arastirmalarda temel bir kavram olup higbir olgu deneyimden
soyutlanarak distnilememektedir (Bas & Akturan, 2013). Bu baglamda mevcut arastirmada da ortaokul
Ogrencilerinin tasarim odaklh disiinme yaklasimini deneyimlemeleri saglanmis olup fenomenoloji
arastirmasina gore olguyu yasama sirecindeki gorlis ve deneyimleri incelenmistir. Benzer sekilde
literatiirde de 6ncelikle katimcilara incelenen olguyla ilgili yasanti saglanip daha sonra o olguya iliskin
deneyimlerinin incelendigi, fenomenoloji arastirma yontemini kullanan arastirmalar bulunmaktadir.
Ornegin; Yuksel-Arslan, Yildirim ve Robin (2016) de yaptiklari fenomenoloji calismasinda oncelikle
O0gretmenlerle ‘dijital hikaye anlatim’’ konusunda atdlye gergeklestirmislerdir. Bu atdlyeden sonra
O6gretmenlerin deneyimlerini incelemislerdir. Benzer sekilde Kabilan (2013) ve Preciado-Babb, Metz ve
Marcotte (2013) de fenomenoloji olarak tasarladiklari arastirmalarinda o6ncelikle mesleki gelisim
programlarini gergeklestirmislerdir.

Katilimcilar

Arastirmanin c¢alisma grubunu, 2018-2019 egitim-6gretim yilinin giiz doneminde Dogu Anadolu
Bolgesinde yer alan bir ilde 6grenim goren 36 ortaokul 7. sinif 6grencisi olusturmaktadir. Bu 6grenciler,
daha Once tasarim odakh disiinmeye yonelik egitim almamistir. Ayrica Ogrenciler, alt sinif
kademelerinde enerji déniisiimleri konusunu 6grenmemislerdir. Ogrencilerin 13’G kiz, 23’U erkektir.
Ogrencilerin yas aralig), 11-14 arasindadir. Arastirmada 6grencilerin gercek isimleri kullanilmamis olup
bunun yerine 01, 02, 03, ... gibi kodlar kullaniimistir.

Tasarim odakh diisinmeye yonelik etkinlikleri, bir fen bilimleri 6gretmeni gergeklestirmistir. Fen
bilimleri 6gretmeni daha 6nce tasarim odakl distinmeye yonelik egitim almamis olup bu konuda egitim
alma ve katiimcilara egitim vermeye gonilli olmustur. Bu kapsamda 6gretmene 4 hafta boyunca
haftada iki giin, giinde 3 saat tasarim odakli diisinmenin tanimina, Ozelliklerine, Stanford d.school
tasarim odakh disiinme modeline yoénelik egitim verilmis ve Ogretmenle birlikte tasarim odakli
diisiinmeye yonelik 6rnek etkinlikler gerceklestirilmistir. Ogretmenin cinsiyeti erkek olup, yasi ise 33’tiir.
Ogretmen, 7 yildir fen bilimleri 6gretmenligi yapmaktadir.

Aragtirmanin Baglami

Mevcut arastirma kapsaminda, ‘Kuvvet ve Enerji’ Gnitesinin bir alt bolimi olan enerji dontsimleri
konusunda tasarim odakli disiinmeye yonelik bir modil gelistirilmistir. Modul, Milli Egitim Bakanhgi
tarafindan 2018 yilinda giincellenen Fen Bilimleri Dersi Ogretim Programi’nda yer alan kazanimlar
dogrultusunda gelistirilmistir. Enerji dontsimleri konusu ile ilgili kazanimlar sunlardir:

1- Enerijiyi is kavrami ile iliskilendirerek, kinetik ve potansiyel enerji olarak siniflandirir.

2- Kinetik ve potansiyel enerji tirlerinin birbirine donlisiminden hareketle enerjinin korundugu
sonucunu gikarir.

3- Sdrtinme kuvvetinin kinetik enerji Gzerindeki etkisini 6rneklerle agiklar.
4- Hava veya su direncinin yasamdaki etkisini fark eder.

5- Hava veya su direncinin etkisini azaltmaya yonelik bir ara¢ tasarlar (Milli Egitim Bakanligi [MEB],
2018).

Moduliin gelistiriimesinde Stanford d.school tasarim odakh diisinme modelinden (Sekil 1)
yararlaniimistir. Bu dogrultuda su 5 asama takip edilmistir: Empati, tanimlama, fikir Gretme, prototip
gelistirme ve test etme. Bu kapsamda 3 temel etkinlik (lunapark hiz trenim, araba tasarliyorum ve
macera severler) ve bu etkinliklere yénelik alistirma/isindirma etkinlikleri gelistirilmistir. Etkinlikler grup
calismasi vyapilarak gergeklestirilmistir. Her biri 6 0grenciden olusan 6 grup olusturulmustur.
Arastirmanin uygulama siireci, 4 hafta sirmustir. Uygulama sireci ile ilgili ayrintih bilgi asagidaki
tabloda verilmistir.
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Tablo 1.

Dersler ve Etkinlikler.

Dersler Etkinlikler

1.ve 2. Ders (80dk.) -Tasarim Odakli Dislinmenin ve asamalarinin agiklanmasi, tanitiimasi
3.ve 4. Ders (80 dk.)  -Enerji, potansiyel enerji, kinetik enerji ve enerji donlisimi kavramlarinin

gunliik hayattan 6rneklerle agiklanmasi

-‘Lunapark Hiz Trenim’ etkinligine yonelik isindirma/alistirma etkinliklerinin
gerceklestirilmesi

-Ogrencilerin giinliik yazmasi

5.ve 6. Ders (80 dk.)  -‘Lunapark Hiz Trenim’ etkinligi kapsaminda tasarimlarin yapilmasi ve test
edilmesi
-Ogrencilerin giinliik yazmasi

7.ve 8. Ders (80 dk.)  -Surtiinme kuvveti ve siirtinme kuvvetinin kinetik enerji Gizerindeki etkisinin

ginlik hayattan 6rneklerle agiklanmasi
-‘Araba Tasarliyorum’ etkinligine yonelik 1sindirma/alistirma etkinliklerinin
gerceklestirilmesi
-Ogrencilerin giinliik yazmasi

9.ve 10. Ders (80 dk.) -‘Araba Tasarliyorum’ etkinligi kapsaminda tasarimlarin yapilmasi ve test
edilmesi
-Ogrencilerin giinliik yazmasi

11. ve 12. Ders (80 dk.) -Hava direnci ve su direnci kavramlarinin glinliik hayattan érneklerle
aciklanmasi
-‘Macera Severler’ etkinligine yonelik isindirma/alistirma etkinliklerinin
gerceklestirilmesi
-Ogrencilerin giinliik yazmasi

13. ve 14. Ders (80 dk.) ‘Macera Severler’ etkinligi kapsaminda tasarimlarin yapilmasi ve test
edilmesi
-Ogrencilerin giinliik yazmasi

15. Ders (40 dk.) -Ogrencilerin tasarim odakli diisiinme ile ilgili gériislerini degerlendirmeye
yonelik agik uglu soru formunu doldurmalari

Ogrencilerin tasarim odakl diisiinme siirecinin asamalarini (empati, tanimlama, fikir tiretme, prototip
gelistirme ve test etme) daha kolay takip edebilmeleri igin her bir etkinlige yonelik tasarim defteri
hazirlanmistir. Ogrenciler, tasarim defterlerini grup olarak doldurmuslardir. Bu dogrultuda égrenciler
tasarim defterlerinde yer alan senaryolardaki karakterlerle empati kurarak onlarin ihtiyaglarini anlamaya
calismislardir. Daha sonra problemin ne oldugunu agik ve net bir sekilde tanimlamislardir. Sonrasinda
ogrenciler, problemi ¢6zmeye yonelik fikirler Gretip, grupca sectikleri fikre gére prototip gelistirmislerdir
(Sekil 2). En son asamada prototipleri test etmislerdir. Test etme asamasinda belirlenen eksiklikler
dogrultusunda 6grenciler tekrar basa dénmis ve prototiplerini iyilestirmeye ¢alismiglardir. Sekil 2’de
goruldigu gibi, 6grenciler lunapark hiz treni, kazazedeleri hizli bir sekilde kurtarmak icin strtiinmeli ve
surtinmesiz yolda hizli gidebilecek bir araba ve dagda mahsur kalan yarali dagcilar kurtarmak igin
helikopter tasarlamislardir. Her bir etkinligin sonunda 6grencilere etkinlik kapsamindaki Griandn
gelistirilmesi ile ilgilenen mihendislik dallari ve meslekler ile ilgili bilgi de verilmistir. Etkinliklerin nasil
gerceklestirildigini daha detayl bir sekilde agiklayabilmek icin arastirma kapsaminda gerceklestirilen
‘Araba Tasarliyorum’ etkinligi Ek-1'de verilmistir. Bunun yani sira tasarim odakli diistinme etkinliklerinin
gelistiriimesinde kullanilan sablon Tablo 2’de verilmistir.

Veri Toplama Araglari

Arastirmanin veri toplama kaynaklari, agik uglu soru formu ve 6grenci ginlikleridir. Agik uglu soru
formu, 6grencilerin tasarim odakli diisiinmeye y&nelik gorislerini incelemek icin kullaniimistir. Ogrenci
glnlikleri ise 6grencilerin tasarim odakh disiinmeye yonelik deneyimlerini degerlendirmek amaciyla
tercih edilmistir. Asagida veri toplama araglariile ilgili ayrintili bilgi verilmistir.
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Tablo 2.
Tasarim Odakl Diisiinme Etkinlik Sablonu.

Etkinlik Adi

Sinif Seviyesi

Unite Adi

Konu

Sire

Bilimsel Kavramlar

Guvenlik Onlemleri (Eger uygunsa)
Amac ve Kisa Ozet
Kazanimlar-Ogrenme Hedefleri
Materyal ve Teknik Donanim
Isindirma/Alistirma Etkinlikleri
Senaryo-Hikaye

Tasarim Odakli Dislinme Siireci
- Empati

- Tanimlama

- Fikir Uretme

- Prototip Gelistirme

- Test Etme

Etkinlikle ilgili Meslekler
Anahtar Sorular

Kaynaklar
A‘l.‘ L
\ ‘ /¢
b sdeacsee b \ - ~
1% ) S )
f ; 4
=
wey . v
Socn, — '-,9 \
(&) ) \2)
e l
s 6
N | A
YR 5522 '
) \

Sekil 2. Ogrenci deneyimlerine iliskin resimler.

Acik uglu soru formu: Bu formda tasarim odakli distinmeye yonelik 8 yapilandirilmis soru
bulunmaktadir. Bu sorularin hazirlanmasi sirecinde tasarim odakli dislinmeye yoénelik literatir
taranmistir. Sorular hazirlandiktan sonra tasarim odakli diisinme konusunda uzman olan bir 6gretim
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Uyesinden ve Turk Dili ve Edebiyati alaninda uzman olan bir 6gretim lyesinden goéris alinmistir.
Uzmanlarin sunduklari gorus, elestiri ve 6neriler dogrultusunda sorulara son hali verilmistir. Formda yer
alan sorular asagida verilmistir:

1- Tasarim odakh diisinme yaklagimini begendiniz mi? Neden?

2- Tasarim odakh dustinmenin size nasil katkilari/yararlari oldu? Agiklayiniz.
3- Tasarim odakl diisinmenin olumsuz yonleri var miydi? Varsa nelerdir?

4- Tasarim odakli distinmenin en ¢ok hangi asamasinda zorlandiniz? Neden?
5- Zorlandiginiz kisimlarda neler yaptiniz? Agiklayiniz.

6- Tasarim odakh diisiinmenin en ¢ok hangi asamasini begendiniz? Neden?
7- ileride tasarim odakh diisiinmeye zaman ayirmak ister misiniz?

8- Okul disinda da tasarim odakh diisinmeye katilmak ister misiniz?

Ogrenci giinliikleri: Ogrenci ginliikleri tasarim defterlerinden farkli olup veri toplama amaciyla
kullanilmistir. Tasarim defterleri sadece etkinliklerin uygulanmasini kolaylastirmak ve 6grencilerin
etkinlik asamalarini daha kolay takip edebilmeleri amaciyla kullanilmistir. Ogrencilerden Tablo 1’de de
belirtildigi gibi etkinliklerin gerceklestirildigi her glin dersin son 10 dakikasinda asagida belirtilen kriterler
dogrultusunda gunliklerine deneyimlerini yazmalari istenilmistir. Bu kriterler:

» Etkinliklerin uygulanmasi siirecinde neler yaptiniz, neler fark ettiniz?
» Yaptiginiz etkinliklerle ilgili neler hissettiniz?
» Neler 6grendiniz?

> Onerileriniz ve elestirileriniz nelerdir?
Verilerin Toplanmasi

Acik uglu soru formu, enerji dontstiimleri konusunda gelistirilen ve tasarim odakli diisinmeye yonelik
olan modil uygulandiktan sonra, yani 4 haftalik uygulama siirecinin sonunda 6grencilere dagitiimistir.
Formlar, 6grencilere dagitiimadan 6nce formu doldurma konusunda gonilli olmaya 6nem verildigi,
formu doldurup doldurmama konusunda 6zgiir olduklari belirtilmistir. 2 6grenci génulli olmadigi igin
actk uglu soru formunu doldurmamistir. Ogrenciler, acik uglu soru formunu bir ders saatinde yani 40
dakikada doldurmustur. Ayrica 6grenciler her hafta etkinlik bittikten sonra glinliiklerine deneyimlerini
yazmistir. Bunun igin 6grencilere her hafta 10 dakikalik stire verilmistir.

Verilerin Analizi

Arastirma kapsaminda hem agik uglu soru formundan hem de &grenci giinliklerinden elde edilen
verilerin analizinde icerik analizi yontemi kullaniimistir. Bu kapsamda kodlar olusturulmus, bu kodlar belli
kategoriler altinda toplanmis ve temalar ortaya c¢ikartilmistir (Savin-Baden & Major, 2013; Yildirm &
Simsek, 2016). Arastirmadan elde edilen verilerin %40.00’1 iki arastirmaci tarafindan birbirinden bagimsiz
bir sekilde kodlanmistir. Literaturdeki birgok arastirmada da verilerin belli bir kismi bir bagka arastirmaci
tarafindan incelenmekte ve bu oranin %40.00'n altinda oldugu gériilmektedir. Ornegin, Felton’in (2004)
¢alismasinda da kodlayicilar arasi givenirlik igin verilerin sadece %30.00'luk bir kismi iki arastirmaci
tarafindan kodlanmistir. Forbes, Zangori ve Schwarz’in (2015) ¢calismalarinda ise verilerin %10’luk kismi,
Zangori ve Cole’un (2019) ¢alismasinda ise 6 O6grencinin (%16.00) gizimleri iki arastirmaci tarafindan
incelenmistir. Kodlayicilar arasi glvenirlik, Miles ve Huberman’a (1994) ait olan formdil ([Gorls
Birligi/Gorus Birligi+ Goris Ayrihgi1]*100.00) ile hesaplanmistir. Bu dogrultuda kodlayicilar arasi glivenirlik
actk uglu soru formundan elde edilen veriler igin %91.00, giinliiklerden elde edilen veriler igin %94.00
olarak hesaplanmistir. Bu degerler, kodlayicilar arasi giivenirlik icin yeterli degerlerdir. Clinkli Miles,
Huberman ve Saldafia (2014) da kodlayicilar arasinda %85.00-%90.00 arasinda bir anlagsmaya varilmasi
gerektigini 6nermektedir. Gorus ayriiginin oldugu kisimlarda arastirmacilar tartismis ve uzlasmislardir.
Uzlasma saglandigli icin geriye kalan veriler, birinci yazar tarafindan analiz edilmistir.
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Bulgular

Mevcut arastirmada, o6grencilerin tasarim odakh disinmeye vyonelik goriis ve deneyimleri
incelenmistir. Bu dogrultuda elde edilen veriler, icerik analiziyle degerlendirilmistir. Elde edilen bulgular
iki baslik altinda ele alinmistir: Ortaokul 6grencilerinin tasarim odakli diisinmeye yonelik gorisleri ve
ortaokul 6grencilerinin tasarim odakli diisinmeye yonelik deneyimleri.

Ortaokul Ogrencilerinin Tasarim Odakli Diisiinmeye Yonelik Goriisleri

Ogrenciler, doldurduklari agik uglu soru formu araciligiyla tasarim odakli disiinmeye yonelik
gorislerini belirtmislerdir. Ogrencilerin goriisleri dogrultusunda 7 tema ortaya cikartilmistir: Tasarim
odakli disinmenin katkilari, tasarim odakli diisinmenin uygulanmasi sirecinde karsilagilan zorluklar,
tasarim odakli disinme asamalarinin zorluk derecesi, tasarim odakli dislinmenin uygulanmasi
surecinde destek alma, tasarim odakl diislinme asamalarinin begenilme derecesi, ileride tasarim odakli
diisinme etkinliklerine zaman ayirma ve okul disinda tasarim odakh diisinme etkinliklerine katilma. 31
o6grenci tasarim odakh disinmeye yonelik etkinlikleri begendigini, 2 6grenci ise bu etkinlikleri
begenmedigini ifade etmistir. 1 6grenci ise bu konuda herhangi bir gériis bildirmemistir. Ogrencilerin

tasarim odakl diisinmenin katkilari ile ilgili gérislerine yonelik bulgular asagida, Tablo 3’te verilmistir.

Tablo 3.
Tasarim Odakli Diisiinmenin Katkilarina iliskin Gériisler.
Kategoriler Kodlar Ogrenciler f
Ogrenmeyi Enerji déniisiimleri konusunu 03, 013, 019, 022, 623 5
Saglama ve 6grenme
Kolaylastirma Matematigi grenme 07, 032 2
Feni 6grenme 02, 628, 032 3
Ogrenme merakini arttirma 018 1
Yaparak ve yasayarak 6grenme 017 1
Eglenerek 6grenme 06, 07, 08, 013, 015, 020, 023, 8
031
Distinmeyi ve fikir Giretmeyi 03, 05, 06, 011, 012, 016, 028 7
6grenme
Ogrenmeyi kolaylastirma 02, 08, 017, 632 4
21. Yazyll Problem ¢ézme 04 1
Becerilerini Takim ¢alismasi 01, 62, 03, 64, 08, 620, 622, 630 8
Gelistirme iletisim kurma 024 1
Analitik diisiinme 026 1
Empati kurma 04, 013, 016, 024, 026, 031 6
Yardimlasma 09 1
Ozgiiveni gelistirme 014 1
Tasarim becerisi 04, 010, 011, 013, 014, 016, 021, 10
025, 029, 030
Sabirli olma 022 1
Gelecege ve Gelecege hazirlama 09 1
Meslege Hazirlama  Bilim insani olmaya hazirlama 019 1
Miihendislik meslegine hazirlama 09, 017 2

Tablo 3’te gorildigi gibi ortaokul 6grencilerinin gorisleri dogrultusunda tasarim odakli distinmenin
katkilarina yonelik su kategoriler ortaya cikmistir: Ogrenmeyi saglama ve kolaylastirma, 21. yy
becerilerini gelistirme, gelecege ve meslege hazirlama. Bazi 6grencilerin tasarim odakli diisiinmenin
katkilarina yonelik gérisleri asagida belirtilmistir.

Grup halinde ¢alismayr dgrendim. Empati kurmayi &grendim.  Sorunlar karsisinda nasil
davranacadimi, onlari nasil cézebilecedimi éGrendim ve tasarim becerim gelisti (04).
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Takim ¢alismasini égrendim ve Ggrenmenin kolay yolunu. Bu etkinlikler sayesinde eglenerek

dgreniyoruz (08).

‘Ben istersem her seyi yapabilirim.’ fikrine ¢ok inanmazdim. Ama burada bu etkinliklerle bunun gercek

olabilecegini 6grendim. Artik bu fikirle hayatima yeni bir bakis agisi geldigini diisiiniiyorum. Ayrica bu

etkinliklerle tasarim becerim de gelisti (014).

Evet, bu etkinliklerin katkilari oldu. Ciinkii daha merakli oldum. Bu etkinlikler 6grenmeye

meraklandiriyor (018).

Fen bilimleri dersindeki enerji déniisiimleri konusunu 6grendim. “icat insanlarin gelecedidir’ s6ziiniin

belki de derslerin 6grenilmesi icin de katkisi olabilir (019).

Bu etkinlikler bize diisiinmeyi ve fikir iiretmeyi 6gretti. Ayrica tasarim becerimiz de gelisti (011).

16 Ogrenci tasarim odakli disinmeye yonelik uygulamalarda herhangi bir zorluk yasamadigini, 2
6grenci ise bu konuda kararsiz oldugunu belirtmistir. Geriye kalan 6 6grenci ise sadece zorluk yasadigini
belirtmis ancak ne tir bir zorluk olduguna deginmemistir. Tasarim odakh disiinmenin uygulanmasi
surecinde 6grencilerin karsilastiklari zorluklar Tablo 4’te ayrintili bir sekilde belirtilmistir.

Tablo 4.
Tasarim Odakli Diisiinmenin Uygulanmasi Siirecinde Karsilasilan Zorluklara iliskin Gériisler.
Kategoriler Kodlar Ogrenciler f
Fiziksel Kosullar Malzeme gesidinin az olmasi 015 1
Etkinlik alaninin dar olmasi 014 1
Grup Ici Sorumluluk  Rollerin paylasiminda sorun yasama 09 1
Grup uyelerinin sorumluluklarini yerine getirmemesi 025 1
Grup igi iletisim Grup lyeleriyle iletisim kurmada problem yasama 01, 05, 622 3
Grup icinde herkesin ayni anda konusmasi 09 1
Grup Uyeleriyle ortak bir fikirde bulusamama 04, 012, 630 3

Tablo 4’te gorildGga gibi tasarim odakh diisinme yaklasiminin uygulanmasi siirecinde karsilasilan
zorluklara yonelik 3 kategori ortaya ¢ikmistir: Fiziksel kosullar, grup ici sorumluluk ve grup igi iletigsim.
Bazi 6grencilerin tasarim odakh diisinme uygulamalari stirecinde karsilasilan zorluklara yonelik gorusleri
asagida ornek olarak belirtilmistir.

Codgu zaman fikirlerimiz zerine ¢ok tartistik. Rollerimizi paylastirmakta tartistik. Herkes ayni anda
konustugu icin codu zaman birbirimizi anlayamadik (09).

Daha bliyiik ve genis bir alanda daha giizel bir etkinlik yapabilirdik. Ancak bu demek olmuyor ki
etkinlikler sikicicir (G14).

Cok fazla olumsuz yénii yok aslinda. Sadece bazen hayal etti§im malzemeleri bulamiyordum (015).
Hepimiz farkli farkli diisiincelere sahip oldudumuz icin birbirimizi anlayamadik (030).

Tablo 5’te ise 06grencilerin tasarim odakli diisinme yaklasiminda en ¢ok hangi asamalarda
zorlandiklarina yonelik bulgular verilmistir.

Tablo 5.

Tasarim Odakli Diisiinmenin Asamalarinin Zorluk Derecesine lliskin Gériisler.
Kategoriler Ogrenciler f
Empati 03, 011, 019, 625, 628 5
Tanimlama 016, 024, 026, 033 4
Fikir Uretme 04, 09, 017, 018, 020, 622, 623 7
Prototip Gelistirme 02, 05, 06, 07, 015, 021, 030, 031, 032 9
Test Etme 01, 08, 010, 012, 014, 629 6
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Tablo 5’'te 6grencilerin en g¢ok prototip gelistirirken (n=9) zorlandiklari, daha sonra sirasiyla fikir
Uretme (n=7), test etme (n=6), empati (n=5) ve tanimlama (n=4) asamalarinda zorlandiklari
gorilmektedir. 3 68renci ise bu konuda herhangi bir goris bildirmemistir. Bazi 6grencilerin konu ile ilgili
gorusleri asagida belirtilmistir.

En ¢cok empatide zorlandim. Ciinkii kendimizi baskasinin yerine koymak ¢ok zor (011).

Test etmede cok zorlandim. Bazi eksiklikler ortaya cikti. Habire onlari diizeltip yapmaya cahistik (014).

Fikir iiretmede zorlandim. Ciinkii gruptaki bazi kisilerin higbirimizin fikrini almadan tasarimi yapmasi,

cok ziicli bir sey. Bu yiizden ¢ok kétii oldu. Fikir lretme sorunu en énemli konulardan biriydi. Bu
yiizden béyle oldu (020).

Prototip gelistirmede zorlandim. Uriinii nasil yapacagimizi ve olusturacagimizi diisiinmek bizi zorladi.
Ciinkii biraz fikir gerekiyor. Olmayinca yapilmiyor (021).

Problemi tanimlamada ¢ok zorlandim (024).

Tablo 6’da ortaokul 6grencilerinin tasarim odakli disiinme yaklagiminin uygulanmasi siirecinde
zorlandiklari kisimlarda aldiklari desteklere yonelik bulgular verilmistir.

Tablo 6.

Tasarim Odakli Diisiinmenin Uygulanmasi Siirecinde Destek Almaya lliskin Gériisler.
Kategoriler Ogrenciler f
Grup Arkadaslarindan 01, 02,03, 04, 05, 07, 08, 010, 011, 012, 614, 015, 016, 25
Destek Alma 017, 018, 019, 022, 023, 026, 027, 028, 029, 030, 031, 033
Ogretmenden Destek Alma 09, 014, 619, 621, 0633 5
Herhangi Bir Destek Almama 06, 013, 020, 024, 025, 032 6

Tablo 6’da 6grencilerin tasarim odakl diisinmeye dayali etkinliklerde zorlandiklari kisimlarda grup
arkadaslarindan (n=25) ve 6gretmenlerinden (n=5) destek aldiklari veya herhangi bir destek almadiklari
(n=6) gorilmektedir. Ogrencilerin problem yasadiklari kisimlarda aldiklari desteklere yonelik goriisleri
asagida érnek olarak verilmistir.

Zorlandigim kisimlarda arkadaslarimdan destek aldim. Odretmenime sordum ve fikir iirettim (019).

Higbir sey yapmadim. Ciinkii arkadaslarim sadece malzeme getirmemi istediler. Benim bir sey
yapmama izin vermediler (020).

Zorlandigim kisimlarda fikir irettim ve arkadaslarimdan destek aldim (026).

Tablo 7'de ise 0Ogrencilerin tasarim odakh dusinme vyaklasiminda en g¢ok hangi asamalari
begendiklerine yonelik bulgular verilmistir.

Tablo 7.

Tasarim Odakli Diisiinmenin Asamalarinin Bedenilme Derecesine lliskin Gériisler.
Kategoriler Ogrenciler f
Empati 06, 012, 018 3
Tanimlama 01, 68, 620 3
Fikir Uretme 02, 05, 07, 010, 011, 032 6
Prototip Gelistirme 014, 017, 019, 022, 623, 626, 628, 629 8
Test Etme 03, 04, 09, 015, 016, 021, 025, 027, 030, 031, 033 11

Tablo 7’de 6grencilerin en ¢ok test etme (n=11) asamasini begendikleri, daha sonra sirasiyla prototip
gelistirme (n=8), fikir Gretme (n=6) asamalarini begendikleri gorilmektedir. Bununla birlikte empati
(n=3) ve tanimlama (n=3) asamalarini esit diizeyde begendikleri belirlenmistir. Bununla birlikte 3 6grenci
tasarim odakli disiinme yaklasiminin asamalarinin begenilme derecesine iliskin goris bildirmemistir.
Asagida o6grencilerin tasarim odakli diisinme yaklasiminda en ¢ok hangi asamalari begendiklerine
yonelik goruslerinden érnekler verilmistir.
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Fikir tretmeyi ¢ok bedgendim. Ciinkii grupga ortak fikirleri bularak fikir tretiyoruz ve ¢ok eglenceli
oluyor (02).

Test etmeyi begendim. Ciinkii yaptigimiz tasarimin nasil oldugunu, nasil ¢calistigini égrendik ve gérdiik
(64).

Empatiyi bedendim. Ciinkii kendimizi birbirimizin yerine koyarak en iyi tasarimi ortaya ¢ikaririz (06).

Prototip gelistirmeyi ¢ok bedendim. Ciinkii lriin olusturma konusunda kendimizi test ediyoruz. Nasil
tasarladigimizi ve kendimizi taniyoruz (017).

Problemi tanimlamayi begendim. Ciinkii problemi iyi anlarsak icat en giizel olur (020).

Ogrencilerin ileride tasarim odakli disiinme ile ilgili etkinliklere zaman ayirmaya ydnelik
goriuslerinden elde edilen bulgular Tablo 8de sunulmustur.

Tablo 8.
ileride Tasarim Odakl Diisiinme Etkinliklerine Zaman Ayirmaya lliskin Gériisler.

Kategoriler Ogrenciler f

Evet 01, 03, 04, 05, 06, 07, 08, 09, 010, 011, 012, 014, 015, 016, 017, 018, 28
019, 0620, 021, 022, 023, 024, 625, 026, 027, 628, 031, 033

Hayir 02, 030, 032 3

Kararsizim 013, 029 2

Tablo 8'de 28 6grencinin ileride de tasarim odakh distinme etkinliklerine zaman ayirmak istedigi,
3’Unlin zaman ayirmak istemedigi ve 2’sinin kararsiz oldugu goriilmektedir. 1 6grenci ise ileride tasarim
odakli duginme etkinliklerine zaman ayirma konusunda herhangi bir goériis bildirmemistir. Bazi
ogrencilerin ileride tasarim odakl disiinme etkinliklerine zaman ayirmaya iliskin gorisleri asagida 6rnek
olarak verilmistir.

Evet. Ciinkii biiyiiyiince miihendis olmak istiyorum (618).

Hayir, zaman ayirmak istemem (02).

Evet, zaman ayirmak isterim. Ciinkii bilim ve icat en giizel seydir. insanlarin gelecegidir (020).

Evet, ¢iinkii etkinlik yapmak béyle edlenceli olmamsti hi¢ (033).

Tablo 9’da ise okul disinda tasarim odakh digstinme etkinliklerine katilmaya yonelik bulgular
verilmistir.

Tablo 9.
Okul Disinda Tasarim Odakli Diisiinme Etkinliklerine Katilmaya lliskin Gériisler.
Kategoriler Ogrenciler f
Evet 01, 02, 03, 04, 05, 06, 07, 08, 09, 010, 011, 012, 014, 015, 016, 019, 28
020, 021, 022, 023, 024, 025, 026, 027, 028, 031, 032, 033
Hayir 013, 018 2
Kararsizim 017, 029, 030 3

Tablo 9 incelendiginde 28 6grencinin okul disinda da tasarim odakli diisinme etkinliklerine katiimak
istedigi, 3’lUnin kararsiz oldugu ve 2’sinin ise katilmak istemedigi gérilmektedir. 1 6grenci ise bu konuda
herhangi bir goris bildirmemistir. Ogrencilerin okul disinda tasarim odakli diisiinme etkinliklerine
katilmaya iliskin gorisleri asagida 6rnek olarak verilmistir.

Evet, okul disinda da katilmak isterim. Ciinkii bu etkinlikler ¢ok eglenceli ve diisiinmemi saghyor
(015).

Kesinlikle katiimak isterim. Ciinkii etkinliklerin egdlenceli oldugunu biliyorum (033).
Kararsizim (629).
Hayir, okul disinda katilmak istemem (013).
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Ortaokul Ogrencilerinin Tasarim Odakli Diisiinmeye Yénelik Deneyimleri

Ogrenciler tasarim odakli diisinmeye yénelik deneyimlerini giinliikler aracihigiyla ifade etmislerdir.
Glinluklerden elde edilen verilerin analizi sonucunda 6grencilerin tasarim odakl diisinmeye ydnelik
deneyimleri ile ilgili 3 temaya ulasiimistir: Ogrenme, memnuniyet ve elestiri (Sekil 3).

Ogrenme

OGRENCI

DENEYIMLERI Memnuniyet

Elestiri

Sekil 3. Ogrenci deneyimlerine iliskin temalar.

Sekil 3'te de goraldigiu gibi 6grenci glinliklerinin icerik analizi yontemi ile degerlendirilmesi
sonucunda 3 tema ortaya ¢ikmistir: Ogrenme, memnuniyet ve elestiri. Bu temalara ve bu temalar
kapsamindaki kategorilere iliskin bulgular asagida ayrintili olarak ele alinmistir. Tablo 10°da 6grenme
temasina yonelik bulgular belirtilmistir.

Tablo 10.

Ogrenme Temasina Yénelik Bulgular.
Kategoriler Ogrenciler f
Enerji Déniisiimleri Konusunu 02, 017, 018, 024, 026, 029, 031, 032 8
Ogrenme
Grup Calismasini Ogrenme 02, 65, 014, 017, 625, 626, 032 7
Basarinin ve Basarisizligin 01, 02, 04, 08, 610, 011, 014, 016, 018, 019, 020, 0621, 17
Nedenlerini Ogrenme 023, 024, 025, 031, 033
Miicadeleyi Ogrenme 04, 013, 016, 021, 023, 025 6

Ogrenme temasina yonelik 4 kategori ortaya cikmistir: Enerji dénisiimleri konusunu 6grenme (n=8),
grup calismasini 6grenme (n=7), basarinin ve basarisizligin nedenlerini 6grenme (n=17) ve miicadeleyi
dgrenme (n=6). 03, 06, 07, 09, 012, 015, 022, 027, 628, 030 ve 034 kodlu 6grenciler ise 6grenme
temasina iliskin herhangi bir goériis belirtmemistir. Ogrenciler giinliiklerinde enerji dénisimleri
konusunu 6grendiklerini, daha 6nce grup calismasina aliskin olmadiklarini ve tasarim odakl disiinme
etkinlikleri sayesinde grup c¢alismasini 6grendiklerini ifade etmislerdir. Bununla birlikte 6grenciler
ginliklerinde vyaptiklari tasarim basarisiz olunca pes etmediklerini ve tasarimlarini iyilestirmeye
cahistiklarini dolayisiyla miicadele etmeyi 6grendiklerini ifade etmislerdir. Ayrica 6grenciler, yaptiklari
tasarimlarin neden basarili ya da neden basarisiz olduguna yoénelik c¢ikarimlarda da bulunmuslardir.
Asagida bu konuya iliskin 6rnek ifadeler verilmistir.

Sevgili glinliik, bugiin takim arkadaslarimla bir hiz treni tasarladik. Cok basarisiz olduk ama (imidimizi
kesmedik. Siiremiz bitmek lizereydi. Son dakikalarimizda denemeler yaptik. Tam siiremiz bitecekti ki,
grupga son denemeyi yaptik ve basarili oldu (023).-Miicadeleyi O§renme

Bugiin, Canavar Kaos adinda bir araba yapmaya calistik. ilk basta giizel olmadi. Son anlarda
tasarlamaya ¢alistik. Grupga yaptiktan sonra ‘Canavar Kaos’u sunmaya geldi sira. 4 takimi eledik
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ama Army Miihendisler grubu daha basarili oldu ve onlar birinci oldu. Biz ikinci olsak da biz yine de
takim calismasini 6grendik (617). Grup Calismasini Ggrenme

Sevgili giinliik, bu proje sayesinde (Lunapark Hiz Trenim) kinetik ve potansiyel enerjiyi arttirip
azaltmayi égrendim. Bir hiz treni déngiisii iginde kinetik ve potansiyel enerji farkini 6grendim. Enerji
déndsiimlerini iyice kavradim. Hiz trenimiz de giizel oldu. Bir tepeden sonra bir de déngii yaptik
(029)-Enerji Déniisiimleri Konusunu Ogrenme

Ogrencilerin giinliikklerinde yer alan ifadeler dogrultusunda elde edilen temalardan biri de
memnuniyet temasidir. Tablo 11’de memnuniyet temasina yonelik bulgular verilmistir.

Tablo 11.

Ogrencilerin Memnuniyetleri ile ilgili Bulgular.
Kategoriler Ogrenciler f
Gruptan Memnun Olma 02, 03, 08, 012, 013, 014, 019, 025, 027 9
Etkinliklerden Memnun Olma 09, 011, 014, 016, 018, 033 6
Ogretmenden Memnun Olma 09, 014, 016, 017, 621, 633, 029 7
Eglenme 01, 03, 05, 06, 07, 08, 09, 010, 011, 012, 014, 015, 016, 20

017, 619, 023, 025, 629, 031, 033

Tablo 11 incelendiginde, memnuniyet temasina iliskin 4 kategorinin elde edildigi gériilmektedir. Bu
kategoriler sunlardir: Eglenme (n=20), gruptan memnun olma (n=9), 6gretmenden memnun olma (n=7),
etkinliklerden memnun olma (n=6). 04, 020, 022, 024, 026, 028, 030 ve 032 kodlu 6grenciler ise
memnuniyet temasi ile ilgili herhangi bir goris belirtmemistir. Tablo 11’de 6grencilerin ¢ogunlugunun
tasarim odakli dasiinme etkinliklerinin uygulanmasi siirecinde eglendikleri gorilmektedir. Bununla
birlikte 6grencilerin gruptan, 6gretmenden ve etkinliklerden de memnun olduklari sonucuna ulasilimistir.
Bazi 6grencilerin konuyla ilgili gbrusleri asagida 6rnek olarak verilmistir.

Bugiin ¢ok zevk aldim ve edlendim. Takimca iyi bir is ¢cikardik. Bir daha yapmak isterdim. Hiz treni
yapmay: dgrendim, ¢ok sey dgrendim. Arkadaslarimla ¢ok eglendim. Takim arkadaslarima ¢ok
tesekkiir ederim. Ders cok giizel gecti (025). Gruptan Memnun Olma, E§lenme

Bugiin, helikopter yapmayi 6drendik. Bu etkinligi cok bedendim. Ogretmenimden cok memnunum.
Ama grup arkadaslarimdan bazilar pek yardimci olmadilar ve at arabasi yapmaya ¢alistilar (029).
Ogretmenden Memnun Olma

Ogrencilerin tasarim odakl diisinmeye yonelik deneyimlerine iliskin elde edilen bir baska tema ise
elestiri temasidir. Tablo 12’de elestiri temasina yonelik bulgular ayrintili olarak verilmistir.

Tablo 12.

Odrencilerin Elestirileri ile ilgili Bulgular.
Kategoriler Ogrenciler f
Gruba Yonelik Elestiriler 01, 05, 09, 010, 017, 018, 020, 028, 029, 030, 031,033 12
Malzemelere Yénelik Elestiriler 01, 63, 09, 014 4
Etkinliklere Ayrilan Siireye Yénelik 02, 017, 030 3
Elestiriler

Tablo 12 incelendiginde elestiri temasina yonelik kategorilerin sunlar oldugu gorilmektedir: Gruba
yonelik elestiriler (n=12), malzemelere yonelik elestiriler (n=4) ve etkinliklere ayrilan slreye yoénelik
elestiriler (n=3). 04, 06, 07, 08, 011, 012, 013, 015, 016, 019, 021, 022, 023, 024, 025, 026, 027,
032, 034 kodlu dgrenciler ise elestiri temasi kapsaminda herhangi bir gériis bildirmemistir. Asagida
elestiri temasi kapsamindaki deneyimler igin 6rnek climleler verilmistir.

Grup arkadaslarimin beni dinlememesinden rahatsiz oldum. Beni dinlemedikleri i¢in tasarimlari da
¢ok glizel olmamis. Benim dedigim gibi 2 déngii ve 1 tepe yeterliydi bence. Giivenlik bile saglanmamis
(020).-Gruba Yénelik Elestiriler
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Bugiin higbir sey 6grenmedim. Clinkii takim arkadaslarimdan hi¢ kimse birbirini dinlemiyor. Herkes
kendi kafasina gére bir seyler tasarliyor. Bence takim ile beraber ¢calissak daha iyi olur. Ayrica bence
etkinlikte cok kisa siireler veriliyor (017). Etkinliklere Ayrilan Siireye Yénelik Elestiriler, Gruba Yénelik
Elestiriler.

Bugiin pervane biraz daha kisa olursa daha fazla havada kalabilecegini 6grendim. Helikopterde
motor olsaydi daha iyi olurdu. Ama motor yok (014). Malzemeye Yénelik Elestiriler

Tartisma, Sonug ve Oneriler

Mevcut arastirmada enerji donlslimleri konusunda tasarim odakli disinmeye yonelik gelistirilen
modyil, bir fen bilimleri 6gretmeni tarafindan ortaokul 7. sinif 6grencilerine uygulanmistir. Arastirma
stiresince ortaokul 7. sinif 6grencilerinin tasarim odakh disinmeye yonelik gorusleri ve deneyimleri
incelenmistir.

Acik uglu soru formunda sunulan goérislerin analizi sonucunda, 6grencilerin ¢ogunlugunun tasarim
odakli distinmeye yonelik etkinlikleri begendigi, okul disinda da tasarim odakli diisinme etkinliklerine
katilmak istedigi ve ileride b&yle etkinliklere zaman ayirmak istedigi belirlenmistir. Ogrencilerin gérisleri
dogrultusunda tasarim odakli diisinmenin 6grenmeyi saglama ve kolaylastirma, 21. ylzyil becerilerini
gelistirme, gelecege ve meslege hazirlama gibi katkilarinin oldugu belirlenmistir. Benzer sekilde
literatirde de tasarim odakh distinmenin 6grenmeyi saglama ve kolaylastirma (Aflatoony & Wakkary,
2015; Cook & Bush, 2018; Painter, 2018; Vest, 2006), 21. ylzyil becerilerini gelistirme (Anderson, 2012;
Canestraro, 2017; Carroll, 2014; Cook & Bush, 2018; Retna, 2016; Rotherham & Willingham, 2009),
gelecege ve meslege hazirlama (Rotherham & Willingham, 2009) gibi katkilarinin oldugu belirtiimektedir.
Literatlirdeki bu arastirmalar (Aflatoony & Wakkary, 2015; Aflatoony et al., 2018; Anderson, 2012;
Canestraro, 2017; Carroll, 2014; Cook & Bush, 2018; Painter, 2018; Retna, 2016; Rotherham &
Willingham, 2009; Vest, 2006), mevcut arastirma kapsaminda elde edilen bulgular tasarim odakli
disinmenin sagladigi katkilar acisindan desteklese de mevcut arastirma bu literatiri ortaokul
ogrencilerinin  tasarim odakh dislinmeye yonelik goéruslerini ve deneyimlerini inceleyerek
genisletmektedir. Ornegin tasarim odakl diisiinme ile ilgili daha dnce Aflatoony vd. (2018) tarafindan
yapilan galisma lise diizeyindeki 6grencilerle tasarim odakli dislinme becerilerinin (problem ¢ézme,
ishirligi ve insan merkezli olma) gelisimini incelemek amaciyla gergeklestirilmistir. Painter (2018)
¢alismasini, 6gretmenlerin ortaokul dizeyindeki matematik derslerinde tasarim odakh disiinme
yaklagiminin uygulanmasina yoénelik algilarini incelemek amaciyla yapmistir. Retna (2016) ise
calismasinda 6gretmenlerin tasarim odakli disiinmeye yénelik deneyimlerini incelemistir. Konu ile ilgili
daha 6nce yapilan galismalar ve mevcut arastirma arasinda farkliliklar olmasina ragmen, bu arastirma ve
literatlrdeki calismalar (Aflatoony & Wakkary, 2015; Aflatoony et al., 2018; Anderson, 2012; Canestraro,
2017; Carroll, 2014; Cook & Bush, 2018; Painter, 2018; Retna, 2016; Rotherham & Willingham, 2009;
Vest, 2006) kapsaminda elde edilen bulgular, tasarim odakl disiinmenin 6grenme ortamlarina dahil
edilmesi gerektigi fikrini desteklemektedir.

Ogrencilerin tasarim odakl disiinmenin uygulanmasi siirecinde karsilastiklari zorluklar temasi
kapsaminda su kategorilere ulasilmistir: Grup ici iletisim (n=7), fiziksel kosullar (n=2), grup ici sorumluluk
(n=2). Benzer sekilde literatiirde de 6grencilerin grup calismasi yaparken kendi aralarinda problem
yasamalari, tasarim odakli diislinme yaklasiminin uygulanmasinda en ¢ok karsilasilan problemlerden biri
olarak gorilmektedir (Aflatoony et al., 2018; Retna, 2016). Aflatoony vd. (2018) de lise 6grencilerinin
tasarim odakli disinmeye yonelik uygulamalarda grup calismasinda ve gruptaki rollerin paylasiminda
sorun yasadiklarini belirtmislerdir. Ogrencilerin grup calismalarinda problem yasamalari, lkemizde sinif
ortaminda ortaokul 6grencilerinin daha ¢ok liselere giris sinavina hazirlanmaya odaklanmalari ve
dolayisiyla grup calismalarina yeterince 6nem verilmemesi ile agiklanabilir. Bunun igin sinav kaygisindan
arindirilarak grupla 6gretimin ciktilarindan da yararlanilabilecek 6grenme ortamlari olusturulabilir.
Ogrencilerin fiziksel kosullari daha ¢ok malzeme cesidi ve etkinlik alaninin dar olmasi agisindan
elestirdikleri gorilmektedir. Mevcut arastirmada malzeme c¢esidinin az olmasi; bu durumun tasarim
stirecinde bazi sinirhliklari da beraberinde getirebildigi ile ilgilidir. . Yani 6grencilerden kendilerine verilen
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materyalleri kullanarak bir tasarim gercgeklestirmesi beklenmektedir. Uygulamanin yapildigi alanin dar
olmasi sorunu ise okullarda etkinliklerin etkili bir sekilde gergeklestirilebilmesi icin genis 6grenme
ortamlarinin  olusturulmasi ile ¢0Ozilebilir. Ayrica 6grencilerin  zorlandiklari  kisimlarda grup
arkadaslarindan ve &gretmenden destek aldiklari sonucuna ulagiimistir. Ogrencilerin daha cok grup
arkadaslarindan destek alarak problemlerini ¢ozdikleri tespit edilmistir. Benzer sekilde Aflatoony vd.
(2018) de tasarim odakh dusiinmenin uygulanmasi sirecinde karsilasilan problemlerin ¢oziilmesi igin
akran desteginin ve akran geribildiriminin énemli oldugu sonucuna ulasmistir. Dolayisiyla 6grenme
ortamlarinda grup g¢alismalarina daha fazla 6nem verilmelidir.

Bununla birlikte mevcut arastirmada prototip gelistirme, fikir Gretme ve test etme asamalarinin
ogrencilerin hem en ¢ok zorlandiklari hem de en ¢ok begendikleri asamalar oldugu belirlenmistir.
Ogrencilerin prototip gelistirme, fikir (iretme ve test etme asamalarinda zorlanmasinin sebebi, bu
asamalarin empati ve tanimlama asamalarina gore daha Ust diizey disiinme becerileri gerektirmesidir.
Ornegin empatide gdzlem ve gdriisme yapilarak bireyin ihtiyaglari belirlenmeye galisilir. Tanimlamada ise
problemin sinirlari belirlenir. Ancak fikir Gretme, prototip gelistirme ve test etme asamalarinda artik
problemin belirlenmesinden ziyade o problemin ¢éziilmesine odaklanilir. Clinkl problemleri ¢c6zmek, zor
bir siirectir (Byun, Ha & Lee, 2008). Ogrencilerin en ¢ok fikir iretme, prototip gelistirme ve test etme
asamalarini begenmesi bu asamalarda fikirlerin tGriine déntusmesi ve bu Uriinlin kullanicilarin ihtiyaglari
dogrultusunda test edilmesi ile agiklanabilir. Ornegin 04 kodlu 6grenci test etme asamasi ile ilgili sunu
belirtmistir: ‘Test etmeyi begendim. Ciinkli yaptigimiz tasarimin nasil oldugunu, nasil galistigini 6grendik
ve gordiik.”. 017 kodlu 6grenci ise prototip gelistirme asamast ile ilgili diisiincesi su sekildedir: ‘Prototip
gelistirmeyi ¢ok begendim. Clnkd Urln olusturma konusunda kendimizi test ediyoruz. Nasil
tasarladigimizi ve kendimizi taniyoruz.’.

Gunliklerden elde edilen verilerin analizi sonucunda, Ogrencilerin deneyimleri 3 temada
degerlendirilmistir: 6grenme, memnuniyet ve elestiri. Ogrencilerin 8grenme temasina yénelik edindikleri
deneyimler kapsaminda ise su kategorilere ulasilmistir: Enerji dénisiimleri konusunu 6grenme, grup
¢alismasini 6grenme, basarinin ve basarisizligin nedenlerini 6grenme ve miicadeleyi 6grenme.
Deneyimler kapsaminda elde edilen bu bulgular, 6grencilerin tasarim odakh distinmenin katkilarina
yonelik gorislerinden elde edilen bulgulari (enerji donlstimleri konusunu 6grenme, grup calismasini
o6grenme) destekler niteliktedir. Benzer sekilde literatlirde de tasarim odakli diisinmenin 6grencilerin
grup calismasini 6grenmelerini (Aflatoony et al., 2018) ve fen konularindaki kavramsal anlamalarinin
gelisimini (Cook & Bush, 2018; Fortus et al., 2004; Kolodner et al., 2003; Vest, 2006) sagladigi
vurgulanmaktadir. Bununla birlikte tasarim odakli disiinmenin 6grencilerin basarinin ve basarisizhigin
nedenlerini ve muicadeleyi 6grenmelerine katki sagladigi belirlenmistir. Tasarim odaklh dusinme
yaklasiminda kullanilan Stanford d.school modelinin yinelemeli ve deneyime dayal bir siire¢ olmasi,
ogrencilerin basarinin ve basarisizhigin nedenlerini ve micadeleyi 6grenmelerine katki saglamis olabilir.
Memnuniyet temasinda ise 6grencilerin tasarim odakl distinmeye yonelik etkinliklerden, bu etkinlikleri
uygulayan fen bilimleri 6gretmeninden ve grup arkadaslarindan memnun olduklari ve bu sirecte
eglendikleri tespit edilmistir. Elde edilen bu sonuglar dogrultusunda 6grenme ortamlarinda tasarim
odakli dislinme yaklasimina yer verilmesinin birgok katkisinin olacagi séylenebilir.

Ogrencilerin deneyimleri dogrultusunda elde edilen bir baska tema ise elestiri temasidir. Elestiri
temasi kapsaminda elde edilen kategoriler ise sunlardir: Gruba yonelik elestiriler, malzemelere yonelik
elestiriler ve etkinliklere ayrilan sireye yonelik elestiriler. Benzer sekilde literatiirde de 6grencilerin
tasarim odakl distinme yaklasiminin uygulanmasi siirecinde grup c¢alismasinda problem yasadiklari
(Aflatoony et al., 2018; Retna, 2016) ve siniftaki materyallerin ve fiziksel kosullari saglamanin zor oldugu
(Retna, 2016) belirtiimektedir. Bu dogrultuda 6grencilerin grupla g¢alisma becerilerinin gelismesi igin
isbirlikli 6grenme ortamlarina daha fazla yer verilmesi gerektigi sdylenebilir. Ogrenciler malzemelere
yonelik elestiriler sunmustur. Ornegin 014 kodlu 6grenci bu durumu sdyle ifade etmistir: ‘Bugiin
pervane biraz daha kisa olursa helikopterin daha fazla havada kalabilecegini 6grendim. Helikopterde
motor olsaydi daha iyi olurdu. Ama motor yok.” Bu sorunu gidermek amaciyla tasarim odakli diisinme
etkinlikleri icin 6grencilerin istedikleri malzemeler temin edilebilir. Bunu saglamak igin de etkinligin
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uygulanmasindan bir siire 6nce 6grencilerden kullanmak istedikleri malzemelerin neler olduguna dair
bilgi vermeleri istenebilir. Malzemelerin temin edilebilme durumuna gore okul yonetimi, 6gretmen ya da
Ogrenciler materyalleri saglayabilir. Etkinliklere ayrilan siirenin az olmasi sorunu ise fen bilimleri dersi
o6gretim programindaki konu ve kazanim sayisinin azaltilmasi ya da programda bol etkinlik iceren konular
icin uygun slire ayarlamasinin yapilmasi ile asilabilir.

Mevcut arastirmada enerji dondsiimleri konusunda tasarim odakh distinmeye yonelik bir modiil
gelistiriimis ve ortaokul 7. sinif 6grencilerine uygulanmistir. Bu cercevede, ortaokul &grencilerinin
tasarim odakl diisinmeye yoénelik gorisleri ve deneyimleri incelenmistir. ileride yapilacak olan
arastirmalarda fen bilimleri dersinde yer alan farkli konulara yoénelik modiller ve niteler gelistirilip
tasarim odakli disiinme yaklagimi uygulanabilir. Ayrica baska arastirmalarda hem 6grencilerin hem de
tasarim odakli diisinme etkinliklerini uygulayan 6gretmenlerin gorisleri ve deneyimleri incelenebilir.

Bilgilendirme

Bu ¢alisma, birinci yazarin Prof. Dr. Mustafa Sami Topgu'nun danismanhiginda hazirlamis oldugu
doktora tezinden dretilmistir. Calisma, SDK-2018-3373 numarali proje kapsaminda Yildiz Teknik
Universitesi Bilimsel Arastirma Projeleri Ofisi destegi ile tamamlanmustir.

993



Ayse CIFTCi, Mustafa Sami TOPCU — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 961-1000

References

Aflatoony, L. (2015). Development, implementation, and evaluation of an interaction design thinking
course in the context of secondary education. Unpublished doctoral dissertation, Simon Fraser
University, Canada.

Aflatoony, L. & Wakkary, R. (2015). Thoughtful thinkers: secondary schoolers’ learning about design
thinking., In R. VandeZande, E. Bohemia & I. Digranes [Eds] LearnxDesign: Proceedings of the 3rd
International Conference for Design Education Researchers, Chicago. Aaalto: Aalto University School
of Arts, Design and Architecture, Vol. I, pp. 563-74.

Aflatoony, L., Wakkary, R., & Neustaedter, C. (2018). Becoming a design thinker: assessing the learning
process of students in a secondary level design thinking course. International Journal of Art & Design
Education, 37(3), 438-453.

Anderson, N. (2012). Design thinking: Employing an effective multidisciplinary pedagogical framework to
foster creativity and innovation in rural and remote education. Australian and International Journal
of Rural Education, 22(2), 43-52.

Bas, T., & Akturan, U. (2013). Nitel arastirma yéntemleri: NVivo ile nitel veri analizi, érnekleme, analiz,
yorum. Seckin Yayincilk.

Byun, T., Ha, S., & Lee, G. (2008, October). Identifying student difficulty in problem solving process via
the framework of the House Model (HM). In AIP Conference Proceedings (Vol. 1064, No. 1, pp. 87-
90). American Institute of Physics.

Canestraro, N. (2017). The impact of design thinking on education: The case of active learning lab.
Unpublished master's thesis, Universita Ca' Foscari Venezia, Italy.

Carroll, M., Goldman, S., Britos, L., Koh, J., Royalty, A., & Hornstein, M. (2010). Destination, imagination
and the fires within: Design thinking in a middle school classroom. International Journal of Art &
Design Education, 29(1), 37-53.

Carroll, M. (2014). Shoot for the moon! The mentors and the middle schoolers explore the intersection
of design thinking and STEM. Journal of Pre-College Engineering Education Research (J-PEER), 4(1),
14-30.

Carroll, M. (2015). Stretch, dream, and do: A 21st century design thinking & STEM journey. Journal of
Research in STEM Education, 1(1), 59-70.

Chesson, D. (2017). Design thinker profile: Creating and validating a scale for measuring design thinking
capabilities. Unpublished doctoral, Antioch University, USA.

Cook, K. L., & Bush, S. B. (2018). Design thinking in integrated STEAM learning: Surveying the landscape
and exploring exemplars in elementary grades. School Science and Mathematics, 118(3-4), 93-103.

Dorst, K. (2011). The core of ‘design thinking’and its application. Design Studies, 32(6), 521-532.

Felton, M. K. (2004). The development of discourse strategies in adolescent argumentation. Cognitive
development, 19(1), 35-52.

Forbes, C. T. Zangori, L, & Schwarz, C. V. (2015). Empirical validation of integrated learning
performances for hydrologic phenomena: 3rd-grade students' model-driven explanation-
construction. Journal of Research in Science Teaching, 52(7), 895-921.

Fortus, D., Dershimer, R. C., Krajcik, J., Marx, R. W., & Mamlok-Naaman, R. (2004). Design-based science
and student learning. Journal of Research in Science Teaching, 41(10), 1081-1110.

Girgin, D. (2019). Ogretmenlerin tasarim odakli disiinmeye iliskin bilissel yapilari ve kavramsal
degisimleri. Ahi Evran Universitesi Sosyal Bilimler Enstitiisii Dergisi, 5(2), 459-482.

994



Ayse CIFTCi, Mustafa Sami TOPCU — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 961-1000

Henriksen, D. (2017). Creating STEAM with design thinking: Beyond STEM and arts integration. The
STEAM Journal, 3(1), 1-11.

Kabilan, M. K. (2013). A phenomenological study of an international teaching practicum: Pre-service
teachers' experiences of professional development. Teaching and Teacher Education, 36, 198-209.

Kolodner, J. L., Camp, P. J., Crismond, D., Fasse, B., Gray, J., Holbrook, J., & Ryan, M. (2003). Promoting
deep science learning through case-based reasoning: Rituals and practices in learning by design
classrooms. In N. M. Steel (Ed.), Instructional design: International perspectives (pp. 89 — 114).
Mahwah, NJ: Lawrence Erlbaum.

Kwek, S. H. (2011). Innovation in the classroom: Design thinking for 21st century learning (Master’s
thesis). Retrieved March 1, 2020, from
https://redlab.sites.stanford.edu/sites/g/files/sbiybj7141/f/kwek-innovation in_the classroom.pdf

Lor, R. R. (2017). Design thinking in education: A critical review of literature. ACEP Asian Conference on
Education and Psychology, May 24-26, Bangkok, Thailand.

Lugmayr, A. (2011, September). Applying" design thinking" as a method for teaching in media education.
In Proceedings of the 15th International Academic MindTrek Conference: Envisioning Future Media
Environments (pp. 332-334).

Mentzer, N., Becker, K., & Suttona, M. (2015). Engineering design thinking: High school students’
performance and knowledge. Journal of Engineering Education, 104(4), 417-432.

Miles, M.B., & Huberman, A.M. (1994). Qualitative data analysis. Thousand Oaks, Ca: Sage Publications.

Miles, M. B., Huberman, A. M., & Saldafia, J. (2014). Qualitative data analysis: A methods sourcebook
(3rd ed.). London, UK: SAGE.

Ministry of National Education [MoNE]. (2018). flkégretim kurumlari icin fen bilimleri dersi 6gretim
programi [Primary education institutions science instruction program]. Ankara: Talim Terbiye Kurulu
Bagkanhgi.

Norton, P., & Hathaway, D. (2015). In search of a teacher education curriculum: Appropriating a design
lens to solve problems of practice. Educational Technology, 55(6), 3-14.

Painter, D. (2018). Using design thinking in mathematics for middle school students: a multiple case
study of teacher perspectives. Doctoral dissertation, Concordia University, Portland.

Philloton, E., & Miller, M. (2011). Design, build, transform. Retrieved February 20, 2019, from
http://www.studio-h. org/about

Preciado-Babb, A. P., Metz, M., & Marcotte, C. (2013). A phenomenological study of teachers’
professional learning and their understanding of mathematics-for-teaching. In A. P. Preciado-Babb,
A. Solares Rojas, I. T. Sandoval Caceres, & C. Butto Zarzar (Eds.), Proceedings of the First Meeting
between the National Pedagogic University and the Faculty of Education of the University of Calgary
(pp. 79-84). Calgary: Faculty of Education of the University of Calgary.

Razzouk, R., & Shute, V. (2012). What is design thinking and why is it important?. Review of Educational
Research, 82(3), 330-348.

Retna, K. S. (2016). Thinking about “design thinking”: A study of teacher experiences. Asia Pacific Journal
of Education, 36(sup1), 5-19.

Rotherham, A. J., & Willingham, D. (2009). To work, the 21st century skills movement will require keen
attention to curriculum, teacher quality, and assessment. Educational Leadership, 9 (1), 15-20.

Savin-Baden, M., & Major, C. H. (2013). Qualitative research: The essential guide to theory and practice.
Milton Park, Abingdon, Oxon: Routledge.

995


https://redlab.sites.stanford.edu/sites/g/files/sbiybj7141/f/kwek-innovation_in_the_classroom.pdf

Ayse CIFTCi, Mustafa Sami TOPCU — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 961-1000

Strauss, A. L., & Corbin, J. (1998). Basics of qualitative research. Newbury Park, CA: Sage.

Vest, C. M. (2006). Educating engineers for 2020 and beyond. In The bridge linking engineering and
society (pp. 38—44). Washington, DC: National Academy of Engineering.

Yildirim, A., & Simsek, H. (2016). Sosyal bilimlerde nitel arastirma yéntemleri. Ankara: Segkin Publishing.

Yuksel-Arslan, P., Yildirim, S., & Robin, B. R. (2016). A phenomenological study: teachers’ experiences of
using digital storytelling in early childhood education. Educational Studies, 42(5), 427-445.

Zangori, L., & Cole, L. (2019). Assessing the contributions of green building practices to ecological
literacy in the elementary classroom: an exploratory study. Environmental Education Research, 1-23.

996



Ayse CIFTCi, Mustafa Sami TOPCU — Pegem Egitim ve Ogretim Dergisi, 10(3), 2020, 961-1000

EK 1-Araba Tasarliyorum Etkinligi

ETKINLIK 2

Araba Tasarliyorum

SINIF SEVIYESi: 7

UNITE ADI: F.7.3. Kuvvet ve Enerji / Fiziksel Olaylar

KONU: F.7.3.3. Enerji Déniisiimleri

ONERILEN SURE: 3 Ders Saati (40dk+40dk+40dk)

KAVRAMLAR: Siirtiinme kuvveti, kinetik enerji

AMAC VE KISA OZET:

Etkinligin amaci, 6grencilerin fen bilimleri temel kavramlarindan kinetik enerji ve siirtiinme kuvveti ile ilgili bilgilerini
kullanarak, verilen materyallerle hizli olan ve uzun mesafe yol alan bir araba tasarlamalaridir.

Ogrencilere verilen malzemelerden (Pet sise, pipet, teneke kola sisesi, kdgit haviu kartonu, pet sise kapaklari, CD, kiirdan,
¢Op sis, makas, silikon tabancasi, rampa yapimi igin gerekli malzemeler (tahta takoz, siyah mukavva, tas, beton), renkli el isi
kagitlari, karton, dondurma ¢ubugu) mdsteri taleplerini diisiinerek hizli olan ve uzun mesafe yol alan bir araba tasarlamalari ve
insa etmeleri istenir. Rampa, 6gretmen tarafindan hazirlanir.

KAZANIMLAR-OGRENME HEDEFLERI

Fen Bilimleri:
. Surtiinme kuvvetinin kinetik enerji Gzerindeki etkisini 6rneklerle agiklar.

a.  Surtinme kuvvetinin kinetik enerji Gizerindeki etkisinin 6rneklendirilmesinde strtiinmeli ylzeyler, hava direnci ve su
direnci dikkate alinir.

b.  Surtlinen ylzeylerin 1sindig, basit bir deneyle gosterilerek kinetik enerji kaybinin isi enerjisine doniistigu vurgulanir.
Matematik:

. Uzunluk (cetvel) 6lgimlerini yapar.

. Tam sayilarla carpma ve bdlme islemlerini yapar.

21. Yy Becerileri/Sosyal Beceriler: Grupta bulunan her birey iletisim kurma yoluyla kendi diisiincelerini, fikirlerini, sorularini ve
bu sorulara ¢6zim onerilerini grubun diger Uyeleriyle paylasir. Bu sayede grup calismasinda aktif bir rol tstlenmis olur.
Problemlere farkli bir perspektifle yaklasir ve disiplinler arasi bir baglanti kurar. inovasyon yoluyla yeni iriinler ortaya koyar.
Grup olarak gelistirdikleri Grint, sinif ortaminda diger arkadaslarina sunar.

MATERYAL VE TEKNiIK DONANIM

Araba ve rampa tasarimi icin gerekli malzemeler;

Pet sise, pipet, teneke kola sisesi, kdgit havlu kartonu, pet sise kapaklari, CD, kiirdan, ¢6p sis, makas, silikon tabancasi, rampa
yapimi igin gerekli malzemeler (tahta takoz, siyah mukavva, tas, beton), renkli el isi kagitlari, karton, dondurma gubugu,
cetvel, kronometre.

Alistirma etkinlikleri icin gerekli malzemeler;

Ayni boyuttaki 3 oyuncak araba, buz pargalari, cetvel

ALISTIRMA ETKINLIKLERI

1- Ayni 6zelliklerdeki ic oyuncak arabayi, belirlediginiz bir baslangi¢ noktasindan ayni kuvvetle iterek, farkl yiizeylerde (tahta,
cam, mermer) aldiklari yolu cetvelle 6lgup karsilastiriniz. Hangisi daha uzun yol alir? Neden?

2- Bir 6grencinin buz pargasini sadece elinde tutmasi, baska bir 6grencinin buz pargasini elleriyle siirekli ovusturmasi saglanir.
Bir buz pargasi da masaya birakilir. Bu durumda hangi buz pargasi daha hizli erir? Neden?

3- Goktasinin, Diinya atmosferine girdiginde yanmasinin nedeni nedir? Agiklayiniz.
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SENARYO-HIKAYE

Zeynep ve arkadaslari glinesli bir pazar giuninde kendi arabalariyla gezintiye ¢ikmislardi. Zeynep, siiriici koltugunda
oturmanin ona yiklemis oldugu sorumlulugun farkinda olarak trafik kurallarina miimkiin mertebe uyarak trafikte ilerlerken hig
beklemedikleri bir anda bir traktor yola gikti ve bitin yolu kapatti. Zeynep, bitin ¢abalarina ragmen aracini kurtaramayarak
traktére carpti. Carpmanin etkisiyle traktor rémorkuyla beraber yola devrildi ve yol tamamen trafige kapandi. Zeynep,
arkadagslari ve traktor strliclisii kazada agir yaralandi. Kazayi géren vatandaslar hemen ambulans ¢agirdi. Kaza yerine gikan tim
yollarin betonlu ve tash olmasi yaralilar igin gelen ambulansin kaza yerine ulagmasini geciktirdi. Bunun sonucunda yaralilara acil
yapilmasi gereken miidahale yapilamadigi igin kazazedelerin tedavisi gecikti.

Siz olsaydiniz bu tirden olaylarda kazazedelere aninda miidahale edilmesi igin betonlu ve tash yollarda daha uzaga ve daha
hizli gidebilen nasil bir arag tasarlardiniz?

o 5’er ya da 6’sar kisilik gruplar olusturulur.

o Grup Uyelerinin rolleri belirlenir. Roller su sekildedir: Grup s6zciist, tasarimin giziminden sorumlu Uye, ihtiyag
duyulan malzemeleri temin eden lye.

o Ogretmen, siirtiinme kuvvetinin kinetik enerji tizerindeki etkisini giinliik hayattan érneklerle agiklar.

o Ogrencilere, kazalarda trafigin yola kapanmasi durumunu anlatmak igin “Car accident causes traffic jam on Shaikh
Zayed Road” ve “Accident causes 18 hours traffic jam from Konza to Mtito Andei” videolar izletilir
(https://youtu.be/jEJz Qtdwz0, https://youtu.be/G1BV3qf Aao). Boylece ogrencilerin kazazedelerle empati
kurmalari ve kazazedelerin ihtiyaglarini anlamalari saglanir.

o Kazazedelere aninda midahale edilmesi igin gruplar arabalarini betonlu ve tagh yollarda daha uzaga ve daha hizli
gidebilecek sekilde tasarlar ve inga ederler.

o Gruplar; siirtinme kuvveti ve kinetik enerji kavramlarini, strtiinme kuvvetinin kinetik enerjiye etkisini yaptiklari
araba tasarimlari ve kullanilan tash, betonlu yollar tizerinden tartigir.

o  Tasarlanan arabalarin hizi ve aldiklari mesafeler olgulr.
o Gruplar, tasarimlarinda hizi ve alinan mesafeyi arttirmaya yonelik iyilestirmeler yaparlar.

o Gruplar, kendi arabalarini pazarlamak igin icatlarini tanitan bir yazi, brosiir, ya da video hazirlayabilirler. Bu siirecte
gruplar sunlara dikkat etmelidirler:

v" Midsterilerine ve musterilerin ihtiyaglarina,
v" Kendi arabalarini diger arabalardan farkli kilan 6zelliklere,
v' Arabalarinin fiyatina vs.

o Bununla birlikte gruplar arabalarini tanitirken tasarladiklari arabalarin hizina ve aldigi mesafeye, tasarima verilen
isme, grubun ve grup lyelerinin isimlerine de yer vermelidirler.

TASARIM ODAKLI DUSUNME SURECI

1-  Empati Kurma: Ogrencilere “Car accident causes traffic jam on Shaikh Zayed Road” ve “Accident causes 18 hours traffic
jam from Konza to Mtito Andei” videolari izletilir (https://youtu.be/jEJz Qtdwz0, https://youtu.be/G1BV3af Aao).
Boylece 6grencilerin kazazedelerle empati kurmalari ve kazazedelerin ihtiyaglarini anlamalari saglanir. (5 dakika)

2-  Problemi Tanimlama: Ogrenciler, problemi net bir sekilde ifade ederler. (5 dakika)
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Zeynep, arkadaslari ve  traktér  sirlclsinin  su  problemini  ¢ézmek igin onlara yardm  etmemiz

Not: Bu kisimda, kazazedeleri kurtarmak igin tasarlanacak aracin ozellikleri vurgulanabilir.

3-  Fikir Uretme: Ogrenciler, problemi ¢ozmek icin beyin firtinasi yaparak birden fazla fikir tretir. (10 dakika)

4-  Prototip Olusturma: Ogrenciler gelistirdikleri fikri; pet sise, pipet, teneke kola sisesi, kagit havlu kartonu, pet sise
kapaklari gibi malzemeleri kullanarak prototip haline getirirler. (20 dakika)

5-  Test Etme: Ogrenciler, olusturduklar prototip hakkinda geribildirim alirlar. (10 dakika)

Degerlendirme Kriterleri:
1. Araba en hizli gidecek sekilde tasarim yapmak,
2. Araba uzun mesafe yol alacak sekilde tasarim yapmak.

Not: Ogrenciler, icatlarini tanitan bir yazi ya da brosiir hazirlayarak olusturduklari iriinii sinifta agiklarlar. (20 dakika)

BU ETKINLiGi BEGENDIYSENIZ iLGiLi MESLEKLERi ARASTIRABILIRSINiZ:

Otomotiv Mihendisligi:

Otomotiv Mihendisligi; Makine Muhendisligi, Elektrik Muhendisligi, Elektronik Mihendisligi, Yazihm Mihendisligi ve
Glvenlik Muhendisligi dallarinin tasarimda ve tiretimde ortak olarak galismasiyla yapilr.

Otomotiv miihendisi; kamyon, otobis, motosiklet, otomobil gibi motorlu kara tasitlarini planlayan ve uretimini denetleyen
kisidir.

ANAHTAR SORULAR

Araba tasariminda hizi ve alinan mesafeyi arttirmak igin nelere dikkat edersiniz?

KAYNAKLAR

https.//www.google.com/amp/s/muhendislikler.net/otomotiv-muhendisi-nedir-ne-is-yapar-nerelerde-calisir/amp/

Gorseller igin yararlanilan kaynaklar;

http://www.sabidem.org/detay.aspx?dt=haber-detay&id=299
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