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From the Editor in Chief

Dear producers and consumers of knowledge,

I would like to share the happiness of being with you again with 6th Volume 4™ |ssue of Pegem
Journal of Education and Instruction (PEGEGOG). | hope you could find time to have a rest after your
busy schedule. Initially, | want to thank you for the increasing interest for our journal.

As mentioned before, we had applied to many indexes. Our belief in being accepted to these indexes
that we are through evaluation process is increasing day by day. | would like to remind that our journal
will have English and Turkish full papers from now on to fulfill the conditions of these indexes.

We shared with you in previous issues and announcements that our journal got high scores by many
indexes. I'm pleased to inform you in this issue that the journal’s h-index rose to 9. However, our aim is
always to have much higher scores. Therefore, we invite you to share studies comprehensive, built on
strong theoretical basis, innovative and bringing a vision on various fields of educational sciences
increasing the number of readers.

There has been 13 articles sent for publication to our journal. This is good news for our journal and
country. 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 six 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) 6. Cilt 4. Sayr'si ile sizlerle bir kez daha beraber
olmaktan duydugum mutlulugu paylasmak istiyorum. Yogun bir ¢alisma déneminin ardindan umarim
dinlenme firsati bulabiliyorsunuzdur. Oncelikli olarak dergimize olan ilginin siirekli artmasi nedeniyle
sizlere tesekkiir etmek isterim.

Daha 6nceden belirttigimiz gibi bircok indekse basvurmustuk. Degerlendirme siirecinde oldugumuz
bu indekslere kabul edilecegimize olan inancimiz her gecen giin artmaktadir. Bu indekslerin temel
sartlarindan biri olan tam metin Ingilizce sartini saglamak icin artik dergimiz ingilizce ve Tiirkge tam
metin bigciminde ¢iktigini tekrar hatirlatmak isterim.

Dergimizin birgok indeks tarafindan yiksek puanlar aldigini dnceki sayilarimizda ve duyurularimizda
sizlerle paylasmistir. Bu sayimizda da dergimizin h-indeksinin 9’a yikseldigini sizlere bildirmekten
mutluluk duyarim. Ancak bu degerden daha yiliksek degerler hedefimizdir. Bu nedenle sizlerden
dergimizin okuyucu kitlesini artiran egitim bilimlerinin farkh alanlarinda kapsamli, kuramsal temelleri
saglam, yeni degisim ve vizyon agici arastirmalari bizimle paylasmaya davet ediyoruz.

Dergimize bir 6ncesi sayinin yayimlanmasindan itibaren 13 makale basvurusu olmustur. Bu, dergimiz
ve llkemiz icin sevindirici bir haberdir. Ancak tzilerek belirtmem gerekiyor ki, 6nceki sayida belirttigimiz
gibi bu makalelerin bazilarinda format agisindan dnemli sorunlar vardi. Oncelikle bircok yazarimizin
makalesindeki metinlerin bagska makale ya da metinlerle birebir benzerligi nedeniyle Gziilerek ret etmek
zorunda kaldik. Bize gelen tiim makaleleri ilk dnce I-thenticate programiyla diger kaynaklardan birebir
alintilari belirlemek igin tariyoruz. Bu tarama sonucunda yiiksek oranda birebir alinti oldugu belirlenen
makaleleri hakem siirecine gondermeden ret ediyoruz. Bunun disinda, bir akademik makale formatina
uymayan ¢alismalari 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 igerik 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 calismalarin bazilarinda verilerin bulgu olarak sunuldugu
goriilmektedir. Bazilarinda ise veriler sadece betimlenerek sunulmaktadir. Basvuru yapilmadan 6nce
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 énce DOI
numarasi verdigimiz alti makaleyi siz degerli bilgi Ureticisi ve tiiketicilerinin hizmetine sunuyoruz. Egitim
bilimlerinin cesitli alanlarinda yapilan bu g¢alismalarin yararl 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 Editor
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The Analysis of Pre-Service Social Studies Teachers’ Academic Self-
Efficacy

Osman SABANCI?, Salih USLU®

®Gazi University, Gazi Education Faculty, Ankara/Turkey
®Omer Halisdemir University, Education Faculty, Nigde/Turkey CrossMack

Article Info Abstract
DOI: 10.14527/pegegog.2016.021 The pur.pose of Fhis study is to determine the.pre—service social studies teachgrs'
academic self-efficacy. Research data were obtained from a total of 433 pre-service
Article history: teachers who studied at the department of social studies at a state university in
Received 23 March 2015 Ankara in 2013-2014 academic years. In this research involving the use of mixed
Revised 26 February 2016 method, “Academic Self-Efficacy Scale” developed by Jerusalem and Schwarzer (1981)
Accepted 10 September 2016 and adapted to Turkish by Yilmaz, Gurgay and Ekici (2007) and “Personal Information
Online 11 October 2016 Form” and “Academic Self-Efficacy Oriented Opinion Form” developed by researchers
were used. It has been concluded on the quantitative dimension of the research that
Keywords: academic self-efficacy of the pre-service teachers shows statistically significant
Social studies, differences in terms of gender variable, and it does not show statistically significant
Academic self-efficacy, differences in terms of class, daily study time and regular use of the library, reason for
Pre-service teacher. choosing social studies teacher education program and the number of books that they

read other than textbooks after starting the college. On the qualitative dimension of
the research the obtained data supported the pre-service teachers in terms of “feeling

competent in the academic sense”, “study and exam preparation habits” and “college
expectations”.

Sosyal Bilgiler Ogretmen Adaylarinin Akademik Oz-Yeterliklerinin

Incelenmesi

Makale Bilgisi Oz
DOI: 10.14527/pegegog.2016.021 Bu (;allsr.’narlln amac.|, so.sy.al bilgihler ééret.n'.nen adaylarinin far‘kll gegigkenler ag|5|vr?cfan

akademik 06z-yeterliklerinin belirlenmesidir. Arastirma verileri 2013-2014 egitim-
Makale Gegmisi: Ogretim yilinda Ankara’da bir devlet Universitesinin sosyal bilgiler egitimi ana bilim
Gelis 23 Mart 2015 dalinda 6grenim goren toplam 433 o6gretmen adayindan elde edilmistir. Karma
Dizeltme 26 Subat 2015 yonteminin kullanildigl arastirmada veri toplama araci olarak Jerusalem ve Schwarzer
Kabul 10 Eylul 2016 (1981) tarafindan gelistirilen, Yilmaz, Girgay ve Ekici (2007) tarafindan Tirkge'ye
Cevrimigi 11 Ekim 2016 uyarlanan “Akademik Oz-Yeterlik Olgegi” ve arastirmacilar tarafindan olusturulan

“Kisisel Bilgi Formu” ve “Akademik Oz-Yeterlige Yonelik Goriis Formu” kullanilmistir.
Anahtar Kelimeler: Arastirmanin nicel boyutunda sosyal bilgiler 6gretmen adaylarinin akademik 6z-
Sosyal bilgiler, yeterliklerinin cinsiyet degiskenine gére istatistiksel agidan anlamli farklihk gdsterdigi,
Akademik &z-yeterlik, sinif, ginlik ders galisma slresi ve kitluphaneyi dizenli kullanma durumu, sosyal
Ogretmen aday!. bilgiler 6gretmenligini secme nedeni, Universiteye basladiktan sonra ders kitabi disinda

okudugu kitap sayisi degiskenleri agisindan ise istatistiksel agidan anlamli farkhliklar
gostermedigi sonucuna ulasiimistir. Arastirmanin nitel boyutunda elde edilen sonuglar
ise nicel 6lgme aracindan elde edilen verileri 6gretmen adaylarinin “akademik anlamda
yeterli hissetme”, “calisma ve sinava hazirlanma aliskanliklar’” ve “Universiteden
beklentileri ” agisindan desteklemistir.

*Author/Yazar: osmansabanci@gazi.edu.tr
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Introduction

There have been a lot of alterations in education system throughout the historical process of cultural
and technological changes all around the world. When these alterations are analyzed, it is seen that in
the agriculture society, education systems have been designed in accordance with low-level skills
whereas within the scope of industrialization, they have been designed according to necessities of
industry and commercial manufacture. New realities have emerged with increasing complexities in
technology, social systems and international economy and with transition into information age
afterwards. These new realities have come with some effects on personal efficiency role in self-
development in the field of education (Bandura, 2006, p. 9). In other words, education systems have
been shaped by human competences required by the age.

In this context, social learning theory analyzes the developmental changes in human life for the
function and enhancement of human agency. From this aspect, experiences in the lives of human beings
are shaped by the mutual interaction between personal factors and different effects within continuously
changing society. In this process, the environment, people live in, is not a factor that shapes their lives
(Bandura, 2006, p. 1). There are six basic principles of Bandura’s social learning theory. These principles
are reciprocal determinism, symbolizing capacity, forethought capability, vicarious capability, self-
regulatory capability and self-reflective capability (Korkmaz, 2007; Senemoglu, 2011). The term “self” is
a global structure that includes both self-efficacy and other aspects of oneself (Schunk, 2011, p. 212).
One of the most significant principals of social learning theory is the self-judgment capacity. In this
principal, individuals evaluate consequences of their ideas and thoughts after being applied and are able
to judge themselves. At this point, individual’s having self-awareness and making assessment between
capacity and work to be done is an important issue for an individual’s learning process (Korkmaz, 2007,
p. 229). This leads us to the concept of self-efficacy which has been introduced by Bandura into the
literature (Schwarzer & Jerusalem, 1999). In other words, self-efficacy obtained its theoretical
framework largely from social cognitive theory (Schunk & Meece, 2006, p. 72). Self-efficacy refers to a
person’s beliefs about his or her capabilities to learn, organize, implement, and perform actions or
behaviors in particular situations and at designated levels (Stewart, Allen & Bai, 2011, p. 299). Efficacy
expectations determine how much effort people make and how long they will endure against difficulties
and deterrent lives. The stronger the perceived self-efficacy is, the more effective the efforts are
(Bandura, 1977, p. 194). In other words, these beliefs related with our personal efficacy affect behaviors
in various ways. It affects teachers’ personal choices and their actions throughout their lessons (Pajares,
1996, p. 544). Self-efficacy is also an important element in constructing motivation for achievement
(Huang, 2013, p. 2).

Like self-concept, self-efficacy involves foreseeing and explaining person’s feelings, thoughts and
behaviors. On the other hand, efficacy is less related with the type of skills and talents of the person.
The beliefs that the person have about what they can do with these skills and talents are more
important for self-efficacy (Bong & Skaalvik, 2003, p. 5). The belief of efficacy is shaped differently for
different people. Self-efficacy theory helps to decide on a suitable model of a scale in accordance with
the designated lines (Bandura, 1997, p. 42). Perceived efficacy plays a key role in human functioning
because it is affected human behaviour not only directly but also by its impact on other determinants
such as goals and aspirations, outcome expectations, affective proclivities and perception of
impediments and opportunities in the social environment (Bandura, 2006). People’s beliefs about their
personal efficacies form an important component of their self-recognition. The beliefs of self-efficacy
are composed of four primary sources: enactive mastery experiences as the indicator of talents;
vicarious experiences that change efficacy beliefs through others’ success and conveyance of efficacies;
verbal persuasion or other social influences that make people believe they possess certain capabilities;
physiological and affective states from which people partly judge their capability, strength, and
vulnerability to dysfunction (Bandura, 1997, p. 79; Firat Durdukoca, 2010; Yilmaz, Girgay & Ekici, 2007).
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The thinking process of efficacy involves two separate functions. The first is related with the type of
information that people use as an indicator of their personal efficacy. The second function is related
with compound rules or perceptions that people use for estimating their own efficacies and collecting
efficacy information from different sources (Bandura, 1997, p. 79). Thus, when studied as a mediating
variable in training studies, students’ self-efficacy beliefs are responsive to improvements in students’
learning and predictive of their academic competence (Zimmerman, 2000, p. 89). Studies in the
literature show that there are important connections among the perception of ability, motivation and
the results of achievement (Schunk, 1991/2014, p. 491).

The task of creating education environment that enable thinking competences to be improved
depends on teachers’ capabilities and self-efficacies. Teachers having high self-efficacy on teaching
capability motivate their students and enhance their thinking competences (Bandura, 1994, p. 11). The
perceived value affects behaviors because students show little interest in activities if these activities are
of no worth for them (Schunk & Zimmerman, 1998, p. 141). In short, a strong self-efficacy supports
higher levels of motivation and more endeavor and continuity and endurance for teaching process
(Woolfolk Hoy & Davis, 2006, p. 120). Teachers’ self-efficacy evolves out of Bandura’s (1977, 1986, 1993,
1997) social cognitive theory (Stewart et al., 2011, p. 299). Self-efficacy, which is suggested as a belief
system by Bandura, is causally related with behaviors and results (Driscoll, 2005, p. 316). Teachers with
high levels of self-efficacy have more capability for providing necessary conditions and improving
interpersonal relations that supports and maintains job satisfaction (Caprara, Barbaranelli, Steca &
Malone, 2006, p. 485). On the other hand, the opposite of this issue is also true. Lower levels of self-
efficacy result in less learning output, less endeavor and also more seposition (Tschannen-Moran et al.,
1998, p. 234). Creating effective learning environments depends heavily on teachers’ skills and
competences. Moreover teachers’ beliefs in their own instructive competence partially determine how
they perform academic activities in classroom. This also affects students’ academic development and
their views on intellectual skills. Teachers with high level of self-efficacy provide outstanding experience
for their students (Bandura, 2006, p. 11). According to Ekici (2012, p. 175), academic self-efficacy
constitutes one of the most important affective dimensions in academic achievement. In other words,
teachers’ aggregated job satisfaction neither exerts any significant influence on schools' academic
outcomes, nor is it linked to students' achievement moderated by teachers' self-efficacy beliefs.
However, students' academic achievement mostly rests on teachers' sense of competence (Caprara et
al., 2006, p. 485). Accordingly, in learning-teaching processes, teacher’s self-efficacy is equivalent to
teachers’ self-confidence regarding their ability to remove obstacles before students’ learning (Tabancali
& Celik, 2013, p. 1170). From another perspective, high level of self-efficacy belief of pre-service
teachers can considerably affect their focus on objectives, their ability to deal with obstacles they might
encounter, their expectations about the results they will get and their ability to develop effective
teaching behaviors (Oguz, 2012, p. 16). For this reason, considering that they are teachers of future,
social studies pre-service teachers’ academic self-efficacy has been studied in terms of certain variables.

Purpose of the Study

Academic self-efficacy is a student’s belief with regard to completing an academic study successfully.
Determining levels of academic self-efficacy of pre-service teachers can be instructive in explaining their
behaviors on academic learning. Within this context, the aim of the research is to determine pre-service
social studies teachers’ academic self-efficacy in terms of certain variables (gender, grade level, daily
study duration, regular use of library, reason for selecting social studies education and the number of
books they read other than the course books after they started the university) and to examine their
views on this topic.
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Method

In this part of the study; research design, participants, instrument, procedure and data analysis
section has been presented.

Research Design

This study was carried out by using mixed method research design. The basic assumption in this
research design is that using both quantitative and qualitative methods in combination provides a better
understanding of the research problem and research questions comparing to the use of one method
only (Creswell, 2012, p. 535). In other words, quantitative data are supported with qualitative data in
the study. Qualitative and quantitative data were collected simultaneously in the research (Buytkoztirk,
Kilig Cakmak, Akglin, Karadeniz & Demirel, 2012, p. 246). Content analysis is used to analyze the
responses given for feedback form. Content analysis is defined as the total of several methodological
tools and techniques applied to a wide range of discourses (Bilgin, 2006, p. 1). The main purpose in
content analysis is to reach concepts and relationships that can explain the collected data (Yildirm &
Simsek, 2013, p. 259)

Participants

Quantitative study group of the research is composed of 433 voluntary pre-service teachers who
study at the department of social studies education of a state university in Ankara. Qualitative study
group of the research is composed of 69 social studies pre-service teachers in total who are chosen
according to their total scores. These total scores are obtained through the quantitative data collection
tool, which are equal to the lowest, median and highest scores. Table 1 shows descriptive data about
participants.

Table 1.
Descriptive Data Related to Study Group.

Quantitative .. . Qualitative
Grade study Group Minimum Maximum Study Group
1" Grade 74 12.00 28.00 11
2" Grade 80 13.00 28.00 13
3" Grade 145 12.00 28.00 26
4" Grade 132 15.00 28.00 19
Others 2 22.00 23.00 -
Total 433(231F 202M) 12.00 28.00 69(40 F 29 M)

*F: Female M: Male

Instrument

Standard method in measuring academic self-efficacy is to offer similar problems with those of
present life for students to solve. Students predict their self-confidence resulting from solving every
problem accurately (Bandura & Schunk, cited by Bong & Skaalvik, 2003, p. 8). In this study, “Academic
Self-Efficacy Scale” which is developed as a data collection tool by Jerusalem and Schwarzer (1981) and
adjusted into Turkish by Yilmaz, Glrgay and Ekici (2007) and “Personal Information Form” and
“Feedback Form on Academic Self-Efficacy” which were prepared by the researchers were used.
Personal information form contains certain variables as gender, grade level, daily study duration, state
of regular library use, reason for selecting social studies education and the number of books they read
other than the course books after they started the university. For decision of these certain variables, the
studies of Bong (1999); Busch (1995); Chevalier, Gibbons, Thorpe, Snell and Hoskins (2009); Demirtas,
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Cémert and Ozer (2011); Firat and Durdukoca (2010); Huang (2013); Oguz (2012); Schunk and Pajares
(2001); Tabancal and Celik (2013); Ulper and Bagci (2012); Yesilyurt (2013) have been taken into
consideration.

Academic Self-Efficacy Scale is one-dimensional and contains 7 items. Items in the scale have been
prepared in “4-point Likert type”. These items are “strongly disagree”, “partly agree” “agree” “strongly
agree”. Cronbach Alpha internal consistency coefficient of the scale is determined as .79. In this study,
Cronbach reliability coefficient value of the scale is found as .75. Yesilyurt (2013) has calculated
Cronbach reliability coefficient value for the same scale as .76 in his study. It has been determined that
Cronbach reliability coefficient results regarding the scale are close to each other. Necessary
permissions have been obtained to use the scale in the study. In personal information form, social
studies pre-service teachers’ gender, grade level, reason for selecting the area, study duration, the
number of books they read other than the course books after they started the university and their
regular library use habits were asked. In feedback form on academic self-efficacy, questions are about
whether they feel academically competent in social studies education, their study/ project and
examination preparation habits and their expectations from the university to feel academically
successful. While preparing the feedback form, we got opinions of 2 experts working in the area of self-
efficacy, of 2 field experts and 1 linguist. Necessary amendments were made in line with feedback they
provided.

Procedure

Data of the study have been collected from totally 433 pre-service teachers who study at the
department of social studies education of a state university in Ankara. Data were collected by
researchers. Data collection tools were delivered to students in classrooms and necessary explanations
were made. Data collection lasted nearly 25-30 minutes in each classroom. In the process of conducting
feedback form strategies such as expert review, purposive sampling, detailed description and
confirmability have been used in order to enhance validity and trustworthiness (Lincoln & Guba, 1985;
Daymon & Holloway, 2011). In addition, gathered data were quoted without adding any comment
(LeCompte & Goetz, 1982).

Data Analysis

Statistical analysis of data obtained from quantitative part of the study were carried out by using
IBM SPSS 21.0 program and level of significance is accepted as [p<.05] in the study. Independent
Samples t-Test was used to determine differences between the scores participants got from “Academic
Self-efficacy Scale” based on their gender and regular library use. One-way Analysis of Variance (One-
Way ANOVA) for independent samples were used to determine differences between the scores
participants got from “Academic Self-efficacy Scale” based on grade level, daily study duration, reason
for selecting social studies education and the number of books they read other than the course books
after they started the university. Reliability coefficient of 4 questions which form the qualitative part of
the study were calculated according to formula developed by Miles and Huberman (1994). Accordingly,
it has been found that reliability coefficient is .92 for the 1% question, .89 for the 2" question, .86 for the
3" guestion and .88 for the 4" question. The mean of these four questions’ intercoder reliability
coefficients is .88. As this mean value is above 70%, it is understood that data of the study reach to the
desired reliability level (Yildirnm & Simsek, 2013). These coefficients show that results of the study are
reliable.
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Results
Quantitative Findings for the Study
Descriptive data on pre-service teachers’ answers for academic self-efficacy scale.

The descriptive data on pre-service teachers’ answers for academic self-efficacy scale are given in
Table 2.

Table 2.
Descriptive Data on Pre-service Teachers’ Answers for Academic Self-Efficacy Scale.

Items M SD
1. | am always capable of completing necessary tasks successfully during my 3.05 .63
university education.
2. | always pass with merit when | study for the exams hard enough. 3.49 .60
3. I definitely know what I should do to get high marks from exams. 3.27 .68
4.1 know that | will pass the exam even if it is too difficult. 2.90 .79
5.1 don’t think there is any exam that | can’t pass. 2.40 .84
6. During examinations, | am relaxed and calm because | believe in my intelligence. 2.99 .74
7. While studying for the exams, | generally don’t know how | can cope up with the 3.16 .89

subjects | should learn.

The arithmetic mean and standard deviation points of the answers given by social studies pre-service
teachers for each item are given in Table 2. When Table 2 is examined, it is seen that average of the
highest self-efficacy score is at 2" item (X=3.49). The lowest self-efficacy score is seen at 5™ item
(X=2.40). On the other hand, it has been found that total self-efficacy score of the pre-service teachers
in the study is X=21.29. It demonstrates that pre-service teachers have high level of self-efficacy in
general.

Findings regarding gender variable.
Table 3 shows the findings regarding gender variable.

Table 3.
The Results of T-Test for the Effect of Gender Variable on Preservice Teachers’ Total Scores in Academic
Self-Efficacy Scale.

Gender N M SD df t p
Female 231 20.93 3.07 415.89 2.50 .01*
Male 202 21.70 3.25

*p< .05

When Table 3 is analyzed, it is seen that there is a statistically significant difference between total
scores of academic self-efficacy of female social studies pre-service teachers and male social studies pre-
service teachers [ty31=2.50; p<.05]. When arithmetic average scores are examined, it is seen that
difference is in favor of male social studies pre-service teachers. It is possible to interpret this finding as
that academic self-efficacy of male social studies pre-service teachers are more positive when compared
to female social studies pre-service teachers.
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Findings regarding grade level variable.

Findings regarding grade level variable is given in Table 4.

Table 4.
The Results of One-Way Anova for the Effect of Grade Level on Preservice Teachers’ Total Scores in
Academic Self-Efficacy Scale.

Variable N M SD
Grade 1"Grade 74 20.78 3.22
level 2"Grade 80 21.00 3.39
3"Grade 145 21.48 3.17
4"Grade 132 21.53 3.05
Others 2 22.50 .70
Total 433 21.29 3.18
Source SD df Mms F p
Between groups 42.01 4 10.51 1.04 .39%
Within groups 4336.16 428 10.14
Total 4378.17 432
*p> .05

When Table 4 is examined, no significant difference is seen between total scores of academic self-
efficacy of social studies pre-service teachers and grade level they study [F(;.4;5=1.04, p>.05]. It is
possible to interpret this finding as that grade level does not have any effect on academic self-efficacy of
social studies pre-service teachers.

Findings regarding reasons for selecting social studies education.

Table 5 shows the findings regarding reasons for selecting social studies education.

Table 5.
The Results of One-Way Anova for the Effect of Pre-Service Teachers’ Reasons for Selecting Social Studies
Education on Their Total Scores in Academic Self-Efficacy Scale.

Variable N M SD
Reason for Scores they got from university entrance 175 20.81 3.16
Selecting exams (OSS-LYS)
It is the job they want to do 151 21.57 3.16
There is a guarantee of being employed 2 22.50 3.53
Their teachers suggested it 29 20.89 3.01
They had worries about unemployment 13 21.38 3.47
Their parents influenced them to choose it 27 21.62 3.27
Other 36 22.44 3.04
Total 433 21.29 3.18
Source SD df MS F p
Between Groups 111.06 6 18.51 1.85 .09*
Within Groups 4267.11 426 10.02
Total 4378.17 432
*p>.05

When Table 5 is analyzed, no significant difference is seen between total scores of academic self-
efficacy of social studies pre-service teachers and their reasons for selecting social studies education [F.
426=1.85, p>.05]. It is possible to interpret this finding as that reason for selecting social studies
education does not have any effect on academic self-efficacy levels of social studies pre-service
teachers.
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Findings regarding daily study duration.
Table 6 shows findings regarding daily study duration.

Table 6.
The Results of One-Way Anova for the Effect of Daily Study Duration on Preservice Teachers’ Total Scores
in Academic Self-Efficacy Scale.

Variable N M SD
Duration of I never study 30 21.53 3.14
daily study | study at the times of exams only 161 21.09 3.34
| study less than 1 hour everyday 46 21.02 2.99
| study 1-2 hours everyday 64 21.20 2.91
| study 2-4 hours everyday 46 21.54 3.48
| study 4-6 hours everyday 43 21.69 2.85
| study 6-8 hours everyday 20 22.70 2.40
| study 8-10 hours everyday 8 23.12 3.35
Other 15 19.46 3.15
Total 433 21.29 3.18
Source SD df MS F p
Between Groups 138.47 8 17.31 1.74 .09*
Within Groups 4239.70 424 10.00
Total 4378.17 432
*p> .05

When Table 6 is analyzed, it is seen that there is no significant difference between total scores of
academic self-efficacy of social studies pre-service teachers and their daily study duration [F(.424=1.74,
p>.05]. It is possible to interpret this finding as that daily study duration does not have any effect on
academic self-efficacy levels of social studies pre-service teachers.

Findings regarding the number of books read other than course books.

The results of ANOVA computed for the effect of number of books read other than course books on
test scores are shown in Table 7.

Table 7.
The Results of One-Way Anova for the Effect of Number of Books Read Other Than Course Books on Pre-
Service Teachers’ Total Scores in Academic Self-Efficacy Scale.

Variable N M SD
Number of | don’t read any books 24 21.08 2.55
books read | read 1-5 books in a month 126 21.14 3.05
other than | read 6-10 books in a month 79 21.31 3.26
course books | read 11 books or more in a month 204 21.40 3.30
Total 433 21.29 3.18
Source SD df ms F p
Between groups 6.59 3 2.20 .22 .89*
Within groups 4371.59 429 10.19
Total 4378.17 432
*p>.05
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When Table 7 is examined, no significant difference is seen between total scores of academic self-
efficacy of social studies pre-service teachers and the number of books they read other than course
books [F(3.429=.22, p>.05]. It is possible to interpret this finding as that the number of books read other
than course books does not have any effect on academic self-efficacy levels of social studies pre-service
teachers.

Findings regarding regular library use.

Table 8 shows t-test results for the effect of regular library use on preservice teachers’ academic self-
efficacy scores.

Table 8.
The Results of T-Test for the Effect of Regular Library Use on Pre-Service Teachers’ Total Scores in
Academic Self-Efficacy Scale.

Regular library use N M SD df t p
Yes 179 21.48 3.37 431 1.02 .32%
No 254 21.16 3.03

*p>.05

According to Table 8, there is no statistically significant difference between total scores of academic
self-efficacy of social studies pre-service teachers who regularly use the library and social studies pre-
service teachers who do not regularly use [t431=1.02; p>.05]. It is possible to interpret this finding as
that regular library use does not have any effect on academic self-efficacy levels of social studies pre-
service teachers.

Findings regarding the most common reason for using library.
The results of the study regarding the most common reason for using library are given in Table 9.

Table 9.
The Results of One-Way Anova for the Effect of the Most Common Reason for Using Library on Pre-
Service Teachers’ Total Scores in Academic Self-Efficacy Scale.

Variable N M SD
The most I never use library 248 21.23 3.08
common | use library to study for lessons 47 21.93 3.14
reason for | use library to do homework 15 21.26 3.73
using library | use library to study for an exam 21 2128 3.8
| use library to do research 34 22.32 2.98
| use library to read books or journals 49 20.36 3.50
| use library to follow publications 2 17.00 1.41
Other 17 21.52 3.14
Total 433 21.29 3.18
Source SD df MS F o]
Between goups 136.11 7 19.45 1.95 .07*
Within groups 4242.06 425 9.99
Total 4378.17 432
*p>.05

It is understood from Table 9 that there is no significant difference between total scores of academic
self-efficacy of social studies pre-service teachers and their most common reason to use library [F.
425=1.95, p>.05]. It is possible to interpret this finding as that most common reason to use library does
not have any effect on academic self-efficacy levels of social studies pre-service teachers.
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Qualitative Findings for the Study

Here, data given by pre-service teachers are analyzed with respect to reasons for their feeling
themselves academically competent or not, their habits of studying or preparing project or doing
homework, the ways of their getting prepared for exams and their expectations from the university to
be academically successful.

Findings on academic self-efficacy of pre-service teachers in their field.

Pre-service teachers’ reasons for their feeling themselves as academically competent or not in their
field are shown in Table 10.

Table 10.
Distribution of the Reasons of Pre-service Teachers Who Gave Positive Answers to the Question “Do You
Feel Academically Adequate in the Area of Social Studies Education?”

Academic self-efficacy in the area f %
Yes Sufficient education (Y5) 7 25.94
Having motivation for study(Y4) 4 14.81
Having self-confidence (Y7) 4 14.81
It is an interdisciplinary area (Y6) 3 11.11
Being successful in courses (Y2) 2 7.41
Being personally developed (Y8) 2 7.41
Interest for the field (Y9) 2 7.41
Taking education from the field experts (Y1) 1 3.70
Interest for search (Y10) 1 3.70
Having high level of readiness (Y3) 1 3.70
Total 27 100.00

When explanations of pre-service teachers in the study group who gave the answer “yes” for the
question of “Do you feel academically competent in the field of social studies education?” are examined
(see Table 10), it is seen that the reason with the highest score is “having sufficient education”. Reasons
with the lowest score are “taking education from field experts”, “interest for searching” and “high level
of readiness”. Some of the answers of pre-service teachers who think that the reason for their having
self-efficacy is sufficient education are: “Yes, | feel myself academically competent, because | receive
sufficient education”, “Yes, | think | receive necessary education”, “I feel myself competent, because | feel

that I've taken necessary courses and got necessary information; | make searches.”

Table 11.
Distribution of the Reasons of Pre-service Teachers Who Answered “No” to the Question of “Do You Feel
Academically Adequate in the Area of Social Studies Education?”

Academic self-efficacy in the area f %
No Insufficient education (N5) 13 30.22
Being aware of inadequacies (N1) 7 16.28
Not studying hard enough (N6) 6 13.95
Lack of experience (N7) 4 9.30
Lack of knowledge (N8) 4 9.30
Not being able to develop himself/herself (N9) 3 6.98
Dislike of the department/field (N2) 2 4.65
Lack of self-confidence (N3) 1 2.33
Studying only at times of exams (N4) 1 2.33
Low level of readiness (N10) 1 2.33
Lack of guidance (N11) 1 2.33
Total 43 100.00
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When explanations of pre-service teachers in study group who gave answer “no” for the question of
“Do you feel academically competent in the field of social studies education?” are examined (see Table
11), it is seen that the reason with the highest score is “Insufficient education”. Reasons with the lowest
score are “Lack of self-confidence”, “Studying only at times of exams”, “Low level of readiness” and
“Lack of guidance”. Some of the answers of pre-service teachers who relate their lack of self-efficacy
with insufficient education are: “I don’t feel myself competent, because | think there is no sufficient
education”, “No, because we haven’t taken sufficient education and we haven’t studied hard enough,
either”, “I don’t think the education is sufficient enough, because the department doesn’t provide
enough equipment for us to gain expertise in this field and | think this is because of the education
system”. Although there is no significant difference between academic self-efficacy of social studies pre-
service teachers and their grade levels, most of the first graders indicate that they feel themselves at the
bottom of the ladder academically.

Table 12.
Distribution of Answers to the Question of “What Can You Say about Your Studying/ Project/ Homework
Preparation Habits?”

Studying/project/ homework preparation habits f %
Getting prepared at the last week(1) 24 29.27
Planned and programmed study (7) 13 15.84
Efficient use of time (3) 12 14.63
Being disciplined (2) 5 6.10
Feeling herself/himself incompetent (6) 4 4.88
Making researches using different sources (16) 4 4.88
Passing the course (4) 3 3.66
Studying only at times of exams (10) 3 3.66
Taking responsibility (11) 3 3.66
Not being able to put the plans into practice (5) 2 2.44
Dislike of doing homework (8) 2 2.44
Interest for studying or doing homework (14) 2 2.44
Having self-confidence (15) 2 2.44
Reviewing regularly (9) 1 1.22
Not studying regularly (12) 1 1.22
Studying by summarizing (13) 1 1.22
Total 82 100.00

When answers of pre-service teachers in study group for the question of “What can you say about
your Studying/ Project/ Homework preparation habits?” are examined (see Table 12), it is seen that
statement of “Getting prepared at the last week” gets the highest score. Statements getting the lowest
score are “Regular review”, “Not studying regularly” and “Studying by summarizing”. Some of the
statements of pre-service teachers who gave the answer of “getting prepared at the last week” for this
question are: “I don’t do my homework or projects on time; generally, | do them a week before the due
date”, “I usually leave projects or homework preparation to the last week, but | always give necessary
importance to them”, “I make preparations for the subject | will present a week ago and | prepare
necessary materials”.
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Table 13.
Distribution of Answers to the Question of “How Do You Get Prepared for Exams of any Course in the
Area of Social Studies Education?”

Getting Prepared for the exam f %
Studying by the notes/summaries (3) 24 24.74
It depends upon the exam type / course (2) 11 11.34
Using different kinds of sources (course book...etc.) (4) 10 10.31
Memorizing (5) 9 9.28
Studying just by reading (7) 9 9.28
Getting prepared just a week before the exam(8) 8 8.25
Studying just a day before the exam (11) 7 7.22
Writing down for revising (12) 6 6.19
Studying daily/ regularly (10) 3 3.09
Studying with questions (15) 3 3.09
Listening to the teacher carefully during the lesson (6) 2 2.06
Studying over a period of time (14) 2 2.06
Linking it with daily life (13) 1 1.03
Attending to the course (9) 1 1.03
Internalization of subject (1) 1 1.03
Total 97 100.00

When answers of pre-service teachers in the study group for “How do you get prepared for exams of
any course in the area of social studies education?” are examined (see Table 13), it is seen that
statement of “Studying the notes/summaries” gets the highest score. Statements getting the lowest
score are “Internalization of subjects”, “Attending to the course” and “Linking it with daily life”. The
statements of the pre-service teachers who answered this question mostly as “studying the
notes/summaries” are: “/ attend lessons regularly. During lessons | take notes and | get prepared for the
exam by studying these notes”, “I generally summarize the topics while | am preparing for the exam”,
“generally | take notes and then | interpret these notes in my mind”.

When answers of pre-service teachers in the study group for “What are your expectations from the
university in terms of feeling academically successful?” are examined (see Table 14), it is seen that
statement of “Increasing the quality of education” got the highest score. Statements getting the lowest
score are “Improving culturally”, “Enhancing library services”, “Creating employment opportunities”,
“Improving social means (Medico, scholarship, etc.)” and “Developing multi-directional point of view”.
Some of the statements of the pre-service teachers answering to this question mostly as “increasing the
quality of education” are: “Instructors come to lesson with materials and they call my attention to
lesson”, “I think it is necessary for the university to give more academic and high levels of education”, “I
want to attend lessons where instructors lecture by themselves rather than using power point slides. |
also want to get scientific information. Moreover, during my university education | want to learn the
languages related with our department. If we are guided to do researches, | think our research skills will
be developed academically”.
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Table 14.
Distribution of Answers to the Question “What Are Your Expectations from the University in Terms of
Feeling Academically Successful?”

Expectation from the university f %
Increasing the quality of education (1) 20 25.97
Improving culturally (2) 1 1.30
Enhancing counseling services (3) 3 3.89
Inducing to make research(4) 3 3.89
Facilities for personal development (conferences, symposiums ...etc.) (5) 6 7.79
Giving importance on application activities (6) 8 10.39
Enhancing library services (7) 1 1.30
Prioritizing educationists in the field (8) 3 3.89
Having no expectation (9) 19 24.68
Increasing the support for projects and researches (10) 2 2.60
Relating it with daily life (11) 2 2.60
Creating employment opportunities (12) 1 1.30
A fair learning environment (13) 2 2.60
Benefit from student exchanges (14) 2 2.60
Enhancing the opportunities for post graduate education (15) 2 2.60
Improving social means (Medico, scholarship, etc.) (16) 1 1.30
Developing multidirectional point of view (17) 1 1.30
Total 77 100.00

The presentation of the findings that are revealed at the end of the study has been completed. In the
next section discussions of findings and implications for further research will be presented.

Discussion, Conclusion & Implementation

In this study it is aimed to determine pre-service social studies teachers’ academic self-efficacy in
terms of certain variables (gender, grade level, daily study duration, regular use of library, reason for
selecting social studies education and the number of books they read other than the course books after
they started the university) and to examine their views on the subject and these results are obtained:

Pre-service teachers are found out to have high level of self-efficacy score in general. In one of the
study which involves pre-service teachers studying more than one education program (Mathematics,
Physics, Chemistry, Biology, Turkish Language and Literature, Philosophy Group and Foreign Language
Education), it has been found that levels of academic self-efficacy sense of the relevant sample are
slightly over the mean. It has been interpreted as that level of pre-service teachers’ sense of academic
self-efficacy is not extremely high (Yesilyurt, 2013, p. 99). Another study which supports the findings of
this research has been conducted by Tabancali and Celik (2013). In that study it has been determined
that academic self-efficacy and teaching self-efficacy of pre-service teachers are high. In Demirtas,
Coémert and Ozer’s study (2011) it is found out that pre-service teachers in the departments of Turkish,
Social Sciences, Music and Art Teaching consider themselves as more adequate when analyzed in terms
of the total points in self-efficacy scale (p. 105).

In the light of findings regarding gender, it has been concluded that there is a statistically significant
difference between total scores of academic self-efficacy of female social studies pre-service teachers
and male social studies pre-service teachers and that difference is in favor of male social studies pre-
service teachers. That academic self-efficacy of male social studies pre-service teachers is more positive
than female social studies pre-service teachers may result from the fact that they find education
sufficient and they are self-confident. Moreover, researchers report that tendencies of self-confidence
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of women (language arts) and men (mathematics, science and technology) changes according to their
academic areas (Schunk & Pajares, 2001, p. 10). This finding is parallel with those research findings
which end up in favor of men (Firat Durdukoca, 2010). There are also researchers who have found that
men have higher level of academic self-efficacy than women in general (Bong, 1999; Busch, 1995;
Schunk & Pajares, 2001). In the study of Huang (2013), researches on gender differences in academic
self-efficacy have been summarized. When considering generally, it has shown that men have slightly
higher academic self-efficacy than women. Besides, it has been suggested that area is an important
moderator in explaining variation of gender regarding academic self-efficacy (p. 12). These mentioned
researches support the findings of this study in terms of gender. From another perspective, Sahin-Taskin
and Haciémeroglu (2010), Ulper and Bagci (2012) and Yesilyurt (2013) could not find any significant
difference between gender and levels of both self-efficacy and also academic self-efficacy sense of pre-
service teachers in their researches. This finding is interpreted as both male and female pre-service
teachers have academic self-efficacy sense similar to each other (Yesilyurt, 2013, p. 97). It has been
found in another study that teaching self-efficacy and academic self-efficacy of pre-service teachers did
not show significant differences according to gender variable. (Tabancali & Celik, 2013, p. 1176).

In the light of findings regarding grade level, it has been concluded that there is no statistically
significant difference between total scores of pre-service teachers’ academic self-efficacy and their
grade levels. In other words, it is found out that the variable of grade level has no significant effect on
self-efficacy levels of pre-service social studies teachers. However, contrary to this finding, there are
studies in the literature that have found out significant difference between self-efficacy beliefs and
grade level variable (Baltaoglu, Sucuoglu & Yurdabakan, 2015; Firat Durdukoca, 2010; Oguz, 2012). This
may be because pre-service teachers who have different socio-cultural characteristics get education
together in the same class. Although no significant relation has been found between pre-service
teachers’ academic self-efficacy and their grade levels according to the quantitative research, data
gathered from qualitative research have some hints that show differences with respect to grade levels.
Consistent with these qualitative data, in the study of Chevalier et al. (2009) it is seen that students
cannot figure out their own performances and cannot indicate them in certain terms, either. It is also
stated in the study that first graders overestimate their performances. In another research, it is found
out that pre-service teachers’ academic self-efficacy levels vary by their age level. Academic self-efficacy
of pre-service teachers at the age of 20 and under is higher than pre-service teachers at the age of 21
years and over (Tabancahl & Celik, 2013, p. 1176-1177). Akkus’ study (2013) also supports this finding in
terms of grade level variable.

In the light of findings regarding the variable of reasons for selecting social studies education, it has
been concluded that there is no significant difference between total scores of academic self-efficacy of
social studies pre-service teachers and their reasons for selecting social studies education. In other
words, it is found out that the variable of reasons for selecting social studies has no significant effect on
academic self-efficacy levels of pre-service teachers. Similarly Oguz (2012) has not found out any
significant difference between pre-service teachers academic self-efficacy scores and their selecting this
department voluntarily or involuntarily. This finding of Oguz’s study (2012) is consistent with our
research results.

In the light of findings regarding the variable of daily study duration, it has been concluded that
there is no significant difference between total scores of academic self-efficacy of pre-service social
studies teachers and their daily study duration. In other words, it is found out that daily study duration
has no significant effect on academic self-efficacy levels of social studies pre-service teachers.

In the light of findings regarding the variable of number of books read other than course books, it
has been concluded that there is no significant difference between total scores of academic self-efficacy
of social studies pre-service teachers and the number of books they read other than course books. In
other words, the number of books read other than course books does not have any effect on academic
self-efficacy levels of social studies pre-service teachers.
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In the light of findings regarding the variable regular library use, it has been concluded that there is
no statistically significant difference between total scores of academic self-efficacy of social studies pre-
service teachers who regularly use the library and pre-service social studies teachers who do not
regularly use. In other words, regular library use does not have any effect on academic self-efficacy
levels of pre-service social studies teachers. This result may be because the habit of using library
regularly is not developed among pre-service teachers.

In the light of findings regarding the variable of the most common reason to use library, it has been
concluded that there is no statistically significant difference between total scores of academic self-
efficacy of social studies pre-service teachers and their most common reason to use library. In other
words, the most common reason to use library does not have any effect on academic self-efficacy levels
of social studies pre-service teachers.

According to the qualitative data of the research, these results are obtained:

® Pre-service teachers in the study group, who academically feel themselves as competent and

answered “yes” to the question, frequently indicate the reason of “sufficient education”. The other

frequent reasons are “having motivation for study” and “having self-confidence”. On the other hand,
the least indicated reasons are “taking education from the field experts”, "interest for search” and

“having high level of readiness”.

The pre-service teachers in the study group, who feel themselves academically incompetent and

answered “no” to the question, indicate mostly these reasons: “insufficient education”, “being

aware of inadequacies” and “not studying hard enough”. On the other hand, the least frequent
reasons they indicate are “lack of self-confidence”, “studying only from exam to exam”, “low level of
readiness” and “lack of guidance”, respectively.

e When we investigate “studying /project or homework preparation habits” of the pre-service
teachers in the study group, it is seen that the most frequent reason they state is “getting prepared
at the last week”. This is followed by “planned and programmed study” and “efficient use of time”.
Within this frame, the least repeated statements are “reviewing regularly”, “not studying regularly”
and “studying by summarizing”, respectively.

e When we analyze pre-service teachers’ habits for getting prepared for exams of any course in the

area of social studies education, we find out that the most frequent answer is “studying the notes/

summaries”. The other mostly repeated answers are “It depends upon the exam type / course” and

“using different kinds of sources (course book...etc.)”. The least repeated answer of pre-service

teachers are “linking it with daily life”, “attending to the course” and “internalization of subject”,

respectively.

When the pre-service teachers’ expectations from the university in terms of feeling academically

successful are analyzed, it is found out that the answers gather mostly around the statement

“increasing the quality of education”. On this topic, the least repeated statements are “improving

culturally”, “enhancing library services”, “creating employment opportunities”, “improving social

means (Medico, scholarship, etc.)” and “developing multi-directional point of view”.

All in all, although academic self-efficacy levels of pre-service social studies teachers are found out to

be high, when we examine background of this result, it can be concluded that the study group have

no habits of studying regularly. They also do not have the habit of regular library use. Moreover,
about one-third of pre-service social studies teachers have selected teaching profession voluntarily.

The others indicate that they select this department because of external causes and also because

their university exam scores enable them to enroll for this department. Within this context, it can be

said that quantitative and qualitative data gathered in this study sometimes support each other in
terms of self-efficacy. Furthermore, the result of the study also put forward the importance of the
university from which the study group gets education on their academic development.
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Some recommendations in line with findings obtained from the research are as following:

e Researches may be conducted in order to reveal underlying reasons of significant difference
regarding gender variable.

e Further studies can be made in order to find out why self-efficacy levels of pre-service teachers
remain steady while their grade levels progress.

e The reasons behind pre-service teachers’ feeling themselves incompetent according to qualitative
data although their self-efficacy levels are found out to be high according to quantitative data can be
investigated.

Since there are not sufficient studies with the aim of determining academic self-efficacy of pre-
service social studies teachers in the literature, it is believed that carrying out similar researches on
different samples with the same methods will contribute to the literature. In the study conducted by
Jonson-Reid et al. (2005), cross-sectional relations of academic self-efficacy and various factors (power
and control structure, obstacles arising from personal problems and fear of victimization at school) have
been examined. Such relations can be put forth in terms of teachers and pre-service teachers.

e Personal development seminars and panels to improve academic self-efficacy can be organized for
social studies pre-service teachers.

e Studies that examine the relationship between academic self-concept and self-efficacy beliefs in
social studies education can be conducted with different samples.
e The changes in academic self-efficacy levels of social studies pre-service teachers can be observed

after they start their teaching profession.
e |t is also recommended that social studies education undergraduate program should be revised in
terms of academic self-efficacy belief.

Acknowledge

This study was presented as an oral presentations held on 28-30 April 2014 in The International
Social Studies Education Symposium Il (ISSES Ill) at Gazi University.

428



Osman SABANCI, Salih USLU — Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 413-446

Tirkge Siiriim

Girig

Egitim sistemleri, kiltlrel ve teknolojik degisimlerin tarihsel siiregleri boyunca diinyanin her yerinde
onemli degisikliklere ugramistir. Bu degisimleri kisaca irdeledigimizde, egitim sistemleri tarim
toplumlarinda dislk seviyedeki becerilere, sanayilesmede endistri ve ticari imalatin ihtiyaglarina gére
tasarlanmisti. Teknolojide, sosyal sistemlerde ve uluslararasi ekonomide artan karisikliklar ve sonrasinda
bilgi cagina gecisle birlikte yeni gerceklikler ortaya ¢ikmistir. Bu yeni gerceklikler egitim alaninda kendini
gelistirmedeki kisisel yeterlik roliinde bir getiri meydana getirmistir (Bandura, 2006, p.9). Bir baska
deyisle egitim sistemleri donemin gerektirdigi insan yeterliklerine gore sekillenmistir.

Bu cercevede, sosyal 6grenme kurami, insan unsurunun gelisme ve c¢alismasi agisindan insan
omrindeki gelisimsel degismeleri ¢ozimlemektedir. Bu agidan bakildiginda, yasamlarda alinan yol
stirekli degisen toplumlardaki farkl etkiler ve kisisel faktorler arasinda karsilikh etkilesimlerle sekillenir.
Bu silirecte insanlarin yasadigi cevre, onlarin hayatlarini diizenleyen bir unsur degildir (Bandura, 2006,
p.1). Bandura’nin sosyal 6grenme kuraminda alti temel ilke mevcuttur. Bu ilkeler, karsilikli belirleyicilik
(reciprocal determinism), sembollestirme kapasitesi (symbolizing capability), 6ngéri kapasitesi
(forethought capability), dolayli 68renme kapasitesi (vicarious capability), 6z-diizenleme kapasitesi (self-
regulatory capability) ve 06z-yargilama kapasitesi (self-reflective capability)’dir (Korkmaz, 2007;
Senemoglu, 2011). Oz-kavrami, dz-yeterlik ve kendinin diger yénlerini iceren kiiresel bir yapidir (Schunk,
1991, p. 212). Sosyal 6grenme kuraminin en énemli ilkelerinden biri olan 6z-yargilama kapasitesidir. Bu
ilkede bireyler kendi fikirlerini ve disiincelerini uyguladiktan sonra sonuglari degerlendirir ve kendisini
yargilayabilir. Bu noktada insanin kendinin farkinda olmasi ve kapasitesi ile yapacagl is arasinda
degerlendirme yapmasi, bireyin 6grenme sirecinde 6nemli bir durum olarak karsimiza g¢ikmaktadir
(Korkmaz, 2007, p. 229). Bu durum Bandura’nin literatiire kazandirdigi 6z-yeterlik (self-efficacy)
kavramini karsimiza ¢ikarmaktadir (Schwarzer & Jerusalem, 1999). Baska bir deyisle, 6z-yeterlik kuramsal
gergevesini biiyiik dlclide sosyal bilissel teori icinden almistir (Schunk & Meece, 2006, p. 72). Oz-yeterlik
kavrami, insanlarin belli durumlarda ve seviyelerdeki eylemleri, davranislari 6grenme, diizenleme,
uygulama ve yiritme kabiliyetlerine olan inanglarina karsilik gelmektedir (Stewart, Allen & Bai, 2011, p.
299). Yeterlik beklentileri, insanlarin ne kadar ¢aba harcayacaklarini, zorluklar ve caydirici yasantilar
karsisinda ne kadar dayanacaklarini belirler. Algilanan 6z-yeterlik ne kadar gli¢li olursa, ¢abalar da o
kadar etkili olmaktadir (Bandura, 1977, p. 194). Bir baska deyisle, kisisel yeterliligimize iliskin bu inanislar
cesitli sekilde davraniglar etkiler. Onlar bireysel segimlerini yaparken ve derslerinde takip edecekleri
eylemleri etkiler (Pajares, 1996, p. 544). Ayrica, 6z-yeterlik basari giidistiniin olusturulmasinda 6nemli
bir yapidir (Huang, 2013, p. 2).

Benlik kavrami gibi 6z-yeterlik, kisinin duygu, diisiince ve hareketlerini éngérmeyi ve aciklamayi
icermektedir. Bununla birlikte yeterlik yargisi bireylerin ne tir beceri ve yeteneklere sahip olmasiyla
daha az ilgilenmektedir. Onlar sahip oldugumuz beceri ve yeteneklerden yapabileceklerine iliskin
bireylerin sahip oldugu inanci daha 6nemli gormektedirler (Bong & Skaalvik, 2003, p. 5). Yeterlik inanci
farkll bireylerde farkli bicimde sekillenmektedir. Oz-yeterlik teorisi belirtilen cizgiler dogrultusunda
olgegin uygun bir modelini 6ngorir (Bandura, 1997, p. 42). Algillanan 0z-yeterlik, davranisi sadece
dogrudan etkilemekle kalmaz ayni zamanda hedefler ve istekler, sonug beklentileri, duyussal egilimler,
firsatlar ve engeller gibi sosyal ¢evrede diger belirleyici faktorler lizerinde de etkili olmasindan dolayi
insan etkinliklerinde 6nemli bir rol oynamaktadir (Bandura, 2006). insanlarin kisisel yeterlikleri
hakkindaki inanclari, kendilerini tanimalarinin énemli bir kismini olusturmaktadir. Oz-yeterlik inanglari,
baslica doért bilgi kaynagindan olusur. Bunlar kabiliyetin gostergesi olan etkili performans basarilari
(enactivemastery experiences), yeterliklerin aktarimi ve digerlerinin basarisi yoluyla yeterlik inanglarini
degistiren dolayh yasantilar (vicarious experiences), sozli ikna ve bir insanin belirli yeteneklere sahip
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oldugu sosyal etkilerin benzer cesitleri ve insanlarin kismen kendi yeterliliklerini, gtglaliklerini ve
yetmezlige karsi hassasiyetlerini yargiladigi fizyolojik duygusal durumlardir (Bandura, 1997, p. 79; Firat
Durdukoca, 2010; Yilmaz, Girgay & Ekici, 2007).

Yeterlik bilgisinin diistinsel siuireci iki ayri islevi icermektedir. Bunlardan ilki, insanlarin kisisel yeterlik
gostergesi olarak kullandigi bilgi cesidine aittir. ikinci islev ise, insanlarin kendi kisisel yeterlikleri
hakkinda dustinceler olusturup farkh kaynaklardan yeterlik bilgisi topladigi ve onlari 6l¢tigi birlesmis
kurallar ya da sezgilerle iliskilidir (Bandura, 1997, p. 79). Acikgasi, 6grencilerin 6z-yeterlik inanglari,
onlarin Ogretimsel deneyim degiskenine duyarli, 6grencilerin gelisiminde nedensel rol oynar ve
akademik yeterliliklerini kullanir (Zimmerman, 2000, p. 89).

Dislinsel becerilerin gelismesine olanak saglayan 6grenme gevrelerini olusturma gorevi ciddi 6lglide
dgretmenlerin yeteneklerine ve 6z-yeterliklerine baghdir. Ogretme kabiliyetleri hakkinda yiiksek yeterlik
duygulari olan 6gretmenler, 6grencilerini gldller ve dislinsel gelisimlerini arttirmaktadir (Bandura,
1994, p. 11). Algillanan deger, davranislarn etkilemektedir. Clnkl Ogrenenler faaliyetlere az ilgi
gostermekte ve onlar icin degeri bulunmamaktadir (Schunk & Zimmerman, 1998, p. 141). Kisacasi, glicli
bir yeterlik duygusu, daha yiksek motivasyonu, daha biyik ¢abayi, siirekliligi ve 6gretme siirecine karsi
direnci destekleyebilmektedir (Woolfolk Hoy & Davis, 2006, p. 120). Ogretmenlerin yeterlik duygulari
Bandura’nmin (1977, 1986, 1993, 1997) Oo6z-yeterligin sosyal duslinsel teori yapilanmasindan
kaynaklanmaktadir (Stewart et al. 2011, p. 299). Bandura tarafindan bir inang sistemi olarak énerilen 6z-
yeterlik, davranis ve sonuglarla nedensel olarak ilgilidir (Driscoll, 2005, p. 316). Yiksek 6z-yeterlik
inancglari olan 6gretmenler, sartlari olusturma ve galisma memnuniyetini destekleyen ve sirdiren
kisilerarasi aglari yikseltmede daha yetenekli olabilirler (Caprara, Barbaranelli, Steca & Malone, 2006, p.
485). Ayrica bunun zitti da dogrudur. Daha disik yeterlik, diisik 6grenme ciktilari ve sonra dislk
yeterlikler ortaya ¢ikaran daha az ¢aba ve ¢abuk pes etmeye sebep olur (Tschannen-Moran, Hoy & Hoy,
1998, p. 234). Verimli 6grenme cevreleri olusturmak ciddi Ol¢lide Ggretmenlerin yetenek ve
yeterliklerine baghdir. Ayrica, 6gretmenlerin 6gretici yeterliklerine inanmalari kismen akademik
aktiviteleri sinifta nasil yaptiklarini belirler. Bu, ayni zamanda 6grencilerin akademik gelisimlerini ve
diisiinsel kabiliyetlerine olan gorislerini etkiler. Oz-yeterligi yiiksek olan 6gretmenler, dgrencileri icin
Ustin deneyimler olusturmaktadir (Bandura, 2006, p. 11). Ekici'ye gore (2012, p. 175) akademik 6z-
yeterlik, akademik basarida en dnemli duyussal boyutlardan birini olusturmaktadir. Bir baska deyisle,
o6gretmenlerin kimelenmis is memnuniyeti, ne okullarin akademik ciktilarina 6nemli bir etki eder, ne de
Ogretmenlerin  6z-yeterlik inanglari tarafindan olusturulan &grenci basansiyla iliskilidir. Ancak
ogrencilerin akademik basarisi ¢ogunlukla 6gretmenlerin yeterlik duygusuna bagldir (Caprara et al.
2006, p. 485). Buna gore Ogretmen 0Oz-yeterligi, 6grenme-6gretme silreglerinde 6grencilerin
6grenmesinin onlindeki engelleri ortadan kaldirabileceklerine iliskin 6gretmenlerin kendilerine olan
givenlerine karsilik gelmektedir (Tabancali & Celik, 2013, p. 1170). Bir baska acidan, 6gretmen
adaylarinin 6z-yeterlik inang dizeylerinin yiiksek olmasi hem amaglarina odaklanmalarini hem ortaya
cikan engeller karsisinda miicadele edebilmelerini hem de elde edecekleri sonuglara iliskin beklentilerini
ve etkili 6gretmenlik davranislari gelistirmelerini dnemli dlglide etkileyebilmektedir (Oguz, 2012, p. 16).
Bu sebeple, sosyal bilgiler 6gretmen adaylarinin gelecegin 6gretmenleri olma potansiyeli dikkate alinarak
akademik 6z-yeterlikleri gesitli degiskenler agisindan incelenmistir.

Arastirmanin Amaci

Akademik 6z-yeterlik, 6grencinin akademik bir isi basariyla tamamlayabilmesine iliskin inancidir.
Ogretmen adaylarinin akademik &z-yeterlik diizeylerinin belirlenmesi, akademik &grenmeye iliskin
davraniglarinin agiklanmasinda yol gosterici olabilir. Bu baglamda arastirmanin amaci, sosyal bilgiler
o6gretmen adaylarinin farkl degiskenler agisindan (cinsiyet, sinif, glinliik ders calisma siiresi, kiitiiphaneyi
diizenli kullanma durumu, sosyal bilgiler 6gretmenligini se¢me nedeni ve lniversiteye basladiktan sonra
ders kitabi disinda okudugu kitap sayisi) akademik Oz-yeterliklerini belirlemek ve konu hakkindaki
gorislerini incelemektir.
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Yontem

GCalismanin bu boélimiinde arastirma modeli, katilimcilar, veri toplama araci ve verilerin analizi
kisimlarina yer verilmistir.

Arastirma Modeli

Bu arastirma karma arastirma deseni kullanilarak yiritilmustir. Karma arastirma deseninde temel
varsayim, hem nitel hem de nicel yontemlerin birlikte kullanilmasinin arastirma problemi veya
sorusunun, her bir yontemin tek basina sagladigindan daha iyi bir sekilde anlasiimasini saglamasidir
(Creswell, 2012, p. 535). Bir baska deyisle ¢alismada nicel veriler nitel verilerle desteklenmistir. Bu
arastirmada nicel ve nitel veriler es zamanli olarak toplanmistir (Blyukoztirk, Kilic Cakmak, Akgin,
Karadeniz ve Demirel, 2012, p. 246). Gorus formuna verilen cevaplarin analizinde ise igerik analizi
kullanilmistir. icerik analizi, ¢ok gesitli séylemlere uygulanan birtakim metodolojik ara¢ ve tekniklerin
biitiinii olarak ifade edilmektedir (Bilgin, 2006, p. 1). icerik analizinde temel amag, toplanan verileri
aciklayabilecek kavramlara ve iliskilere ulasmaktir (Yildirim & Simsek, 2013, p. 259).

Katilimcilar

Arastirmanin nicel ¢alisma grubunu gonillilik esasina gore, Ankara’da bir devlet Universitesinin
sosyal bilgiler egitimi ana bilim dalinda 6grenim goren toplam 433 6gretmen adayi olusturmaktadir.
Arastirmanin nitel ¢alisma grubunu ise nicel veri toplama aracindan elde ettikleri toplam puanlari en
diisik, en ylksek ve ortanca degerlere karsilik gelen toplam 69 sosyal bilgiler 6gretmen adayi
olusturmaktadir. Calisma grubu hakkindaki betimsel veriler Tablo 1’de gosterilmistir.

Tablo 1.
Calisma Grubuna lliskin Betimsel Veriler.

Nicel .. . Nitel
Simuf Calisma Grubu Minimum Maximum Calisma Grubu
1. Sinif 74 12.00 28.00 11
2. Sinif 80 13.00 28.00 13
3. Sinif 145 12.00 28.00 26
4. Sinif 132 15.00 28.00 19
Diger 2 22.00 23.00 -
Toplam 433 (231K 202E) 12.00 28.00 69 (40 K 29 E)

K: Kadin E: Erkek

Veri Toplama Araglari

Akademik o0z-yeterlik’in Ol¢llmesinde standart yontem, oOgrencilerin ¢dzmesi gereken giincel
yasamdakine benzer sorunlarin sunulmasidir. Ogrenciler, her problemi dogru olarak c¢ozebilmeleri
sonucu olusan kendine giivenlerini tahmin eder (Bandura & Schunk (1981)’tan aktaran, Bong & Skaalvik,
2003, p. 8). Bu arastirmada veri toplama araci olarak Jerusalem ve Schwarzer (1981) tarafindan
gelistirilen, Yilmaz, Giircay ve Ekici (2007) tarafindan Tiirkce’ye uyarlanan “Akademik Oz-Yeterlik Olcegi”
ve arastirmacilar tarafindan olusturulan “Kisisel Bilgi Formu” ve “Akademik Oz-Yeterlige Yénelik Goériis
Formu” kullanilmistir. Kisisel bilgi formu, cinsiyet, sinif, giinliik ders ¢alisma siresi, kiitiphaneyi dizenli
kullanma durumu, sosyal bilgiler 6gretmenligini segme nedeni ve Universiteye basladiktan sonra ders
kitabi disinda okudugu kitap sayisi degiskenlerinden olusmaktadir. Belirtilen degiskenlerin secilmesinde
Bong (1999); Busch (1995); Chevalier, Gibbons, Thorpe, Snell ve Hoskins (2009); Demirtas, COmert ve
Ozer (2011); Firat ve Durdukoca (2010); Huang (2013); Oguz (2012); Schunk ve Pajares (2001); Tabancali
ve Celik (2013); Ulper ve Bagci (2012); Yesilyurt (2013) calismalari dikkate alinmustir.
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Akademik Oz-Yeterlik Olgegi, tek boyutlu olup 7 maddeden olusmaktadir. Olgekteki bulunan
maddeler “4’lu Likert tipinde” yapilanmistir. Bu maddeler “bana hig¢ uymuyor”, “bana ¢ok az uyuyor”,
“pbana uyuyor”, “bana tamamen uyuyor” seklinde siralanmistir. Olcegin i¢ tutarlik katsayi (Cronbach Alfa)
degeri. 79 olarak tespit edilmistir. Bu arastirma kapsaminda 6lgegin giivenirlik katsayisi (Cronbach) .75
olarak bulunmustur. Yesilyurt (2013) gergeklestirdigi calismasinda ayni olgege iliskin glivenirlik katsayisi
sonucunu (Cronbach) .76 olarak hesaplamistir (p. 96). S6z konusu Olgege ait glvenirlik katsayisi
sonuglarinin birbirine yakinhk gosterdigi belirlenmistir. Belirtilen Olgegin arastirmada kullanilmasi igin
gerekli izinler alinmustir. Kisisel bilgi formunda sosyal bilgiler 6gretmen adaylarinin cinsiyeti, sinifi, alani
segme nedeni, ders galisma siresi, liniversiteye basladiktan sonra ders kitabi disinda okuduklari kitap
sayisi ve kuttiphaneyi dizenli kullanma aligkanhklari sorgulanmistir. Akademik 6z-yeterlige yonelik gorus
formunda, sosyal bilgiler egitimi alaninda kendilerini akademik anlamda yeterli hissetmelerine, ders
calisma/proje/6dev ve sinava hazirlama aliskanliklarina, akademik olarak basarili hissetme agisindan
Universiteden beklentilerine iliskin sorulara yer verilmistir. Gériis formunun olusturulmasinda 6z-yeterlik
alaninda galisan 2 uzman, 2 alan uzmani ve 1 dil uzmaninin fikirleri ainmistir. Uzmanlardan gelen
donitler dogrultusunda 6lgekte gerekli diizenlemeler gergeklestirilmistir.

Uygulama Siireci

Arastirma verileri, Ankara’da bir devlet (iniversitesinin sosyal bilgiler egitimi anabilim dalinda
o6grenim goren toplam 433 6gretmen adayindan elde edilmistir. Veri toplama islemi arastirmacilar
tarafindan yapilmistir. Olgme araglari, siniflarda &grencilere dagitildiktan sonra gerekli aciklamalar
yapilmis ve veri toplama islemi her sinifta 25-30 dakika sirmustir. Nitel verilerin Bu ¢alismada kullanilan
gorisme formunun uygulanmasi siirecinde gecerlik ve glivenirligi (trustworthiness) arttirmak icin uzman
incelemesi, amagli érnekleme, ayrintili betimleme ve teyit edilebilirlik stratejilerine basvurulmustur
(Lincoln & Guba, 1985; Daymon & Holloway, 2011). Buna ek olarak elde edilen verilere herhangi bir
yorum katilmadan alintilanmistir (LeCompte & Goetz, 1982).

Verilerin Analizi

Arastirmanin nicel boéliminden elde edilen verilerin istatistiksel ¢éziimlemeleri IBM SPSS 21.0
programi kullanilarak yapilmis ve arastirmada anlamlilik dizeyi [p<.05] olarak kabul edilmistir.
Katilimcilarin “Akademik Oz-Yeterlik Olcegi”nden aldiklari puanlarin cinsiyete ve kiitiiphaneyi diizenli
kullanma durumuna goére farklilasma durumu iliskisiz 6rneklemler igin t-testi (Independent Samples t-
Test) ile, “Akademik Oz-Yeterlik Olcegi”nden aldiklari puanlarin sinif, giinliik ders ¢alisma siiresi, sosyal
bilgiler 6gretmenligini se¢me nedeni ve Universiteye bagladiktan sonra ders kitabi disinda okudugunuz
kitap sayisi degiskenlerine gére farklilasma durumu ise iliskisiz 6rneklemler icin tek faktoérli varyans
analizi (One-Way ANOVA) ile belirlenmeye ¢alisilmistir. Calismanin nitel bélimiini olusturan 4 sorunun
guvenirlik katsayisi Miles ve Huberman’in (1994) ortaya koydugu formile gére hesaplanmistir. Buna
gore glvenirlik katsayisi 1. soru igin .92, 2. soru igin .89, 3. soru icin .86 ve 4. soru icin .88 olarak tespit
edilmistir. Bu dort sorunun kodlayicilar arasi glivenirlik katsayisinin ortalamasi. 88 olarak hesaplanmistir.
Bu oraninin % 70.00’in Gzerinde ¢ikmasi verilerin istenilen glivenirlik ylzdesine ulastigini gostermektedir
(Yildinrm & Simsek, 2013). Belirtilen katsayilar c¢alismanin sonuglarinin  glvenilir oldugunu
gostermektedir.

Bulgular
Arastirmaya iliskin Nicel Bulgular
Ogretmen adaylarinin akademik 6z-yeterlik 6lcedine verdikleri yanitlara iliskin betimsel veriler.

Ogretmen adaylarinin akademik 6z-yeterlik dlcegine verdikleri yanitlara iliskin betimsel veriler Tablo
2'de verilmistir.
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Tablo 2.
Ogretmen Adaylarinin Akademik Oz-Yeterlik Olcegine Verdikleri Yanitlara iliskin Betimsel Veriler.

Maddeler X Ss

1. Universite 6grenimimde her zaman vyapilmasi gereken isleri basarabilecek

3.05 .63
durumdayim.
2. Yeterince hazirlandigim zaman sinavlarda daima ylksek basari elde ederim. 3.49 .60
3. lyi not almak igin ne yapmam gerektigini ¢ok iyi biliyorum. 3.27 .68
4. Bir yazili sinav ¢ok zor olsa bile, onu basaracagimi biliyorum. 2.90 .79
5. Basarisiz olacagim herhangi bir sinav diistinemiyorum. 2.40 .84
6. Sinav ortamlarinda rahat bir tavir sergilerim, ¢linkii zekdma gliveniyorum. 299 .74
7. Sinavlara hazirlanirken 6grenmem gereken konularla nasil basa ¢ikmam gerektigini 316 89

genellikle bilemem.

Sosyal bilgiler 6gretmen adaylarinin her bir maddeye verdikleri cevaplarin aritmetik ortalama ve
standart sapma puanlarina Tablo 2’de yer verilmistir. Tablo 2 incelendiginde, en yliksek 6z-yeterlik puan
ortalamasinin 2. maddede (X=3.49) yer aldig1 gérilmektedir. En diisiik 6z-yeterlik puani ise 5. maddede
(X=2.40) goriulmektedir. Diger taraftan arastirma kapsaminda dgretmen adaylarinin toplam 6z-yeterlik
puani X=21.29 olarak bulunmustur. Bu deger genel olarak 6gretmen adaylarinin yiksek diizeyde
akademik 6z-yeterlik puanina sahip olduklarini géstermektedir.

Cinsiyet degiskenine iliskin bulgular.
Arastirmanin cinsiyet degiskenine iliskin bulgular Tablo 3’te verilmistir.

Tablo 3.
Ogretmen Adaylarinin Akademik Oz-Yeterliklerine lliskin Toplam Puanlarinin Cinsiyet Dediskenine Gére t-
Testi Sonuglari.

Cinsiyet N X Ss sd t p
Kadin 231 20.93 3.07 415.89 2.50 .013*
Erkek 202 21.70 3.25

*p< .05

Tablo 3 incelendiginde, kadin sosyal bilgiler 6gretmen adaylari ile erkek sosyal bilgiler 6gretmen
adaylarinin akademik 6z-yeterliklerine iliskin toplam puanlari arasinda istatistiksel olarak anlaml bir fark
oldugu gorilmuistir [ts1)=2.50; p<.05]. Aritmetik ortalama puanlarina bakildiginda farkliligin, erkek
sosyal bilgiler 6gretmen adaylari lehine oldugu goriilmektedir. Bu bulgu, erkek sosyal bilgiler 6gretmen
adaylarinin akademik 6z-yeterlik diizeylerinin kadin sosyal bilgiler 6gretmen adaylarina gére daha olumlu
oldugu seklinde yorumlanabilir.

Sinif degiskenine iliskin bulgular.

Arastirmanin sinif degiskenine iliskin bulgular Tablo 4’te verilmistir. Tablo 4 incelendiginde, sosyal
bilgiler 6gretmen adaylarinin akademik 6z-yeterlik toplam puanlari ile 6grenim gérmekte olduklari sinif
diizeyi arasinda anlamli bir farklihk gorilmemistir [F(s.425=1.04, p>.05]. Bu bulgu, sinif diizeyinin sosyal
bilgiler 6gretmen adaylarinin akademik 6z-yeterlik diizeylerinde herhangi bir etkiye sahip olmadigl
seklinde yorumlanabilir.
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Tablo 4.
Ogretmen Adaylarinin  Akademik Oz-Yeterliklerine lliskin Toplam Puanlarinin Odrenim Gérmekte
Olduklari Sinif Diizeylerine Gére Farklilidi icin Tek Yénlii Varyans Analizi (ANOVA) Sonuclari.

Degisken N X Ss
Sinif 1. Sinif 74 20.78 3.22
2. Sinif 80 21.00 3.39
3. Sinif 145 21.48 3.17
4. Sinif 132 21.53 3.05
Diger 2 22.50 .70
Toplam 433 21.29  3.18
Varyansin KT sd KO F p
Kaynagi
Gruplar Arasi 42.01 4 10.51 1.04 .39%
Gruplar igi 4336.16 428 10.14
Toplam 4378.17 432
*p> .05

Sosyal bilgiler dgretmenligini segme nedenlerine iliskin bulgular.
Arastirmanin sosyal bilgiler 6gretmenligini segme nedeni degiskenine iligkin bulgular Tablo 5’te
verilmistir.

Tablo 5.
Ogretmen Adaylarinin  Akademik Oz-Yeterliklerine iliskin Toplam Puanlarinin Sosyal Bilgiler
Ogretmenligini Secme Nedenlerine Gére Farklihdi icin Tek Y6nlii Varyans Analizi (ANOVA) Sonuglari.

Degisken N X Ss
Se¢me OSS-LYS Puani 175 20.81 3.16
Nedeni istedigim Meslek Olmasi 151 21.57 3.16
is Garantisi 2 22.50 3.53
Ogretmenlerin Onerisi 29 20.89 3.01
issiz Kalma Endisesi/Disiincesi 13 21.38 3.47
Anne-Baba Telkini 27 21.62 3.27
Diger 36 22.44 3.04
Toplam 433 21.29 3.18
Varyar:sm KT sd KO F p
Kaynagi
Gruplar Arasi 111.06 6 18.51 1.85 .09*
Gruplar igi 4267.11 426 10.02
Toplam 4378.17 432
*p>.05

Tablo 5 incelendiginde, sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik toplam puanlari ile
sosyal bilgiler 6gretmenligini segme nedenleri arasinda anlamli bir farklilik goriilmemistir [F(g.426=1.85,
p>.05]. Bu bulgu, sosyal bilgiler 6gretmenligini se¢me nedeninin sosyal bilgiler 6gretmen adaylarinin
akademik 6z-yeterlik diizeylerinde herhangi bir etkiye sahip olmadigi seklinde yorumlanabilir.

Giinliik ders ¢alisma siiresine iliskin bulgular.

Arastirmanin giinlik ders calisma siiresi degiskenine iliskin bulgular Tablo 6’da verilmistir.
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Tablo 6.
Ogretmen Adaylarinin Akademik Oz-Yeterliklerine iliskin Toplam Puanlarinin Giinlik Ders GCalisma
Siirelerine Gére Farkliligi igin Tek Yénlii Varyans Analizi (ANOVA) Sonuglari.

Degisken N X Ss
Glinluk Ders Calismam 30 21.53 3.14
Calisma Sinavdan Sinava Galisirim 161 21.09 3.34
Siresi 1 saatten az 46 21.02 2.99
1-2 saat 64 21.20 291
2-4 saat 46 21.54 3.48
4-6 saat 43 21.69 2.85
6-8 saat 20 22.70 2.40
8-10 saat 8 23.12 3.35
Diger 15 19.46 3.15
Toplam 433 21.29 3.18
Varyarlsm KT sd KO F p
Kaynagi
Gruplar Arasi 138.47 8 17.31 1.74 .09*
Gruplar igi 4239.70 424 10
Toplam 4378.17 432
*p>.05

Tablo 6 incelendiginde, sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik toplam puanlari ile
glnlik ders calisma siireleri arasinda anlamli bir farkhhk gérilmemistir [Fg.4,4=1.74, p>.05]. Bu bulgu,
ginlik ders calisma siresinin sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik duzeyleri
Uzerinde herhangi bir etkiye sahip olmadigi seklinde yorumlanabilir.

Ders kitabi disinda okunan kitap sayisina iliskin bulgular.
Arastirmanin ders kitabi disinda okunan kitap sayisi degiskenine iliskin bulgular Tablo 7’de verilmistir.

Tablo 7.
Ogretmen Adaylarinin Akademik Oz-Yeterliklerine iliskin Toplam Puanlarinin Ders Kitabi Disinda Okunan
Kitap Sayisina Gére Farkliligi icin Tek Yonlii Varyans Analizi (ANOVA) Sonuclari.

Degisken N X Ss
Ders Kitabi Okumuyor 24 21.08 2.55
Disinda Ayda 1-5 kitap 126 21.14 3.05
Okunan Ayda 6-10 kitap 79 21.31 3.26
Kitap Sayisi  Ayda 11 kitap ve lizeri 204 21.40 3.30
Toplam 433 21.29 3.18
Varyansin KT sd KO F p
Kaynagi
Gruplar Arasi 6.59 3 2.20 22 .89*
Gruplar igi 4371.59 429 10.19
Toplam 4378.17 432
*p>.05

Tablo 7 incelendiginde, sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik toplam puanlari ile
ders kitabi disinda okuduklari kitap sayisi arasinda anlamli bir farklilik gérilmemistir [F(3.429=.22, p>.05].
Bu bulgu, ders kitabi disinda okunan kitap sayisinin sosyal bilgiler 6gretmen adaylarinin akademik 6z-
yeterlik diizeylerinde herhangi bir etkiye sahip olmadigi seklinde yorumlanabilir.

435



Osman SABANCI, Salih USLU — Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 413-446

Kiitiiphaneyi diizenli kullanma degiskenine iliskin bulgular.
Arastirmanin kutliphaneyi diizenli kullanma degiskenine iliskin bulgulari Tablo 8'de verilmistir.

Tablo 8.
Ogretmen Adaylarinin Akademik Oz-Yeterliklerine iliskin Toplam Puanlannin Kiitiiphaneyi Diizenli
Kullanma Degiskenine Gére t-Testi Sonuglari.

Kiitiiphaneyi =
Diizenli Kullanma X Ss sd t P
Evet 179 21.48 3.37 431 1.02 .32%
Hayir 254 21.16 3.03

*p>.05

Tablo 8 incelendiginde, kitliphaneyi diizenli olarak kullanmakta olan sosyal bilgiler 6gretmen
adaylari ile kutiphaneyi diizenli olarak kullanmayan sosyal bilgiler 6gretmen adaylarinin akademik 6z-
yeterliklerine iliskin toplam puanlar arasinda istatistiksel olarak anlamh bir fark olmadigi gorilmustir
[tus31=1.02; p>.05]. Bu bulgu, kiitiphaneyi diizenli olarak kullanma degiskeninin sosyal bilgiler 6gretmen
adaylarinin akademik 6z-yeterlik dizeyleri lzerinde herhangi bir etkiye sahip olmadig seklinde
yorumlanabilir.

Kiitiiphaneyi en fazla kullanma nedenine iliskin bulgular.
Arastirmanin kutliphaneyi en fazla kullanma nedeni degiskenine iliskin bulgular Tablo 9’da verilmistir.

Tablo 9.
Ogretmen Adaylarinin Akademik Oz-Yeterliklerine lliskin Toplam Puanlarinin Kiitiiphaneyi En Fazla
Kullanma Nedenlerine Gére Farkliligi igin Tek Yénlii Varyans Analizi (ANOVA) Sonuglari.

Degisken N X Ss
KatGphaneyi Kullanmiyor 248 21.23 3.08
En Fazla Ders galisma 47 21.93 3.14
Kullanma Odev hazirlama 15 21.26 3.73
Nedeni Sinavlara hazirlanma 21 21.28 3.18
Arastirma yapma 34 22.32 2.98
Kitap-Dergi okuma 49 20.36 3.50
Akademik yayinlari takip etme 2 17.00 1.41
Diger 17 21.52 3.14
Toplam 433 21.29 3.18
Varyansin KT sd KO F p
Kaynagi
Gruplar 136.11 7 19.45 1.95 07*
Arasi
Gruplar igi 4242.06 425 9.99
Toplam 4378.17 432
*p>.05

Tablo 9 analiz edildiginde, sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik toplam puanlari
ile kitliphaneyi en fazla kullanma nedenleri arasinda anlamli bir farkhlik gérilmemistir [F;.425=1.95,
p>.05]. Bu bulgu, kutiiphaneyi en fazla kullanma nedeninin sosyal bilgiler 6gretmen adaylarinin
akademik 6z-yeterlik diizeylerinde herhangi bir etkiye sahip olmadigi seklinde yorumlanabilir.
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Arastirmaya iliskin Nitel Bulgular

Burada genel olarak 6gretmen adaylarinin sundugu veriler, kendilerini akademik olarak 6z-yeterli
kabul etme/etmeme nedenleri, ders calisma/proje/6dev hazirlama aliskanliklar, sinava hazirlanma
bigimleri ve akademik basarili olmak igin tiniversitelerden beklentileri gergevesinde incelenmistir.

Ogretmen adaylarinin alandaki akademik éz-yeterliklerine iliskin bulgular.

Arastirma kapsamindaki 6gretmen adaylarinin alanda kendilerini akademik olarak 6z-yeterli kabul
etme/etmemelerinin nedenleri Tablo 10’da gosterilmistir.

Tablo 10.
“Sosyal Bilgiler Egitimi Alaninda Kendinizi Akademik Anlamda Yeterli Hissediyor Musunuz?” Sorusuna
“Evet” Cevabini Verenlerin Nedenlerinin Dagilimi.

Alandaki akademik 6z-yeterlik f %
Evet Alinan egitimin yeterli olmasi (E5) 7 25.94
Calismaya istekli olma (E4) 4 14.81
Ozgiiven sahibi olma (E7) 4 14.81
Disiplinlerarasi bir alan olmasi (E6) 3 11.11
Derslerde basarili olmasi (E2) 2 7.41
Kendini gelistirmis olma (E8) 2 7.41
Alanini sevme (E9) 2 7.41
Alan uzmanlarindan ders alma (E1) 1 3.70
Arastirmayi sevme (E10) 1 3.70
Hazirbulunusluk diizeyinin yiksek olmasi (E3) 1 3.70
Toplam 27 100.00

Calisma grubunda bulunan 06gretmen adaylarindan “Sosyal bilgiler egitimi alaninda kendinizi
akademik anlamda yeterli hissediyor musunuz?” sorusuna “evet” cevabini verenlerin agiklamalari
incelendiginde (bkz. Tablo 10) en ylksek orana sahip neden “Alinan egitimin yeterli olmasi” yonindedir.
En dlstk orana sahip nedenler ise “Alan uzmanlarindan ders alma”, “Arastirmayi sevme” ve
“Hazirbulunusluk diizeyinin yiiksek olmasi” dir. Kendini akademik anlamda yeterli hissetmesini nedenini
alinan egitimin yeterli olmasiyla iliskilendiren bazi 6gretmen adaylarinin cevaplar su sekildedir: “Evet,
hissediyorum. Ciinkii okulda yeterli egitimi aldigimi disiiniiyorum.”, “Evet, gerekli egitimi aldigimi
diisiintiyorum.”, “Kendimi yeterli hissediyorum. Ciinkii gerekli dersleri ve bilgileri aldigimi, arastirma
yaptigimi hissediyorum.”

Tablo 11.
“Sosyal Bilgiler Egitimi Alaninda Kendinizi Akademik Anlamda Yeterli Hissediyor Musunuz?” Sorusuna
“Hayir” Cevabini Verenlerin Nedenlerinin Dagilimi.

Alandaki akademik 6z-yeterlik f %
Hayir Alinan egitimin yetersiz olmasi (H5) 13 30.22
Eksikliklerinin farkinda olma (H1) 7 16.28
Yeterince ¢alismama (H6) 6 13.95
Tecribe/Deneyim eksikligi (H7) 4 9.30
Bilgi eksikligi (H8) 4 9.30
Kendini gelistirmeme (H9) 3 6.98
istegi bélimde bulunmama (H2) 2 4.65
Kendine glivenmeme (H3) 1 2.33
Sinavdan sinava g¢alisma (H4) 1 2.33
Hazirbulunusluk dizeyinin disik olmasi (H10) 1 2.33
Yonlendirme eksikligi (H11) 1 2.33
Toplam 43 100.00
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Calisma grubunda bulunan O6gretmen adaylarindan “Sosyal bilgiler egitimi alaninda kendinizi
akademik anlamda yeterli hissediyor musunuz?” sorusuna “hayir” cevabini verenlerin agiklamalari (bkz.
Tablo 11) incelendiginde en ylksek orana sahip neden “Alinan egitimin yetersiz olmasi” yéniindedir. En
disik orana sahip nedenler ise “Kendine giivenmeme”, “Sinavdan sinava g¢alisma”, “Hazirbulunusluk
diizeyinin disik olmasi” ve “Yonlendirme eksikligi” dir. Kendini akademik anlamda yeterli hissetmesini
nedenini alinan egitimin yeterli olmasiyla iliskilendiren bazi 6gretmen adaylarinin cevaplari su sekildedir:
“Yeterli hissetmiyorum. Yeterli egitimin verilmedigini diisiiniiyorum.”, “Hayir. Ciinkii tam olarak gerekli
egitimi almadik ve ¢alismadik.”, “Tam olarak yeterli gérmiyorum. Ciinkii bu alanda yeterli donanim
verilmiyor. Egitim sisteminden kaynakli sanirim.” Sosyal bilgiler 6gretmen adaylarinin ait oldugu sinif
dizeyleri ile akademik 6z-yeterlikleri arasinda anlamh farkhlik bulunmamasina ragmen kendilerinden
toplanan nitel verilerde liniversiteye yeni baslayanlarin (1. Sinif) akademik olarak kendilerini daha yolun
basinda hissettiklerini belirtmislerdir.

Tablo 12.
“Ders Calisma/Proje/Odev Hazirlama Aliskanhklariniz Hakkinda Neler Séyleyebilirsiniz?” Sorularina
Verilen Cevaplarin Dagilimi.

Ders/Proje/ Odev hazirlama aliskanlklari f %
Son hafta hazirlanma (1) 24 29.27
Planh, programli galisma (7) 13 15.84
Zamani verimli kullanma (3) 12 14.63
Disiplinli olma (2) 5 6.10
Kendini yeterli hissetmeme (6) 4 4.88
Degisik kaynaklardan arastirma yapma (16) 4 4.88
Ders gegcme (4) 3 3.66
Sinavdan sinava ¢alisma (10) 3 3.66
Sorumluluk alma (11) 3 3.66
Planlarini uygulamaya gegirememe (5) 2 2.44
Odev hazirlamayi sevmeme (8) 2 2.44
Ders/Odev calismayi sevme (14) 2 2.44
Kendine gliven duyma (15) 2 2.44
Dizenli tekrar yapma (9) 1 1.22
Dizenli ders calismama (12) 1 1.22
Ozet ¢ikararak ¢alisma (13) 1 1.22
Toplam 82 100.00

Calisma grubunda bulunan &gretmen adaylarindan “Ders ¢alisma/Proje/Odev hazirlama
aliskanliklariniz hakkinda neler soyleyebilirsiniz” sorusuna verdigi cevaplar (bkz. Tablo 12) incelediginde
en ylksek orani “Son hafta hazirlanma” ifadesi almistir. En diisiik orana sahip olan ifadeler ise “Dizenli
tekrar yapma”, “Diizenli ders c¢alismama” ve “Ozet cikararak calisma” dir. Sosyal bilgiler 6gretmen
adaylarindan “Ders calisma/Proje/Odev hazirlama aliskanliklariniz hakkinda neler séyleyebilirsiniz?”
sorusuna en fazla “son hafta hazirlanma” cevabini verenlerin ifadeleri su sekildedir: “Genelde zamaninda
yapmam daha ¢ok bir hafta kala ¢alisir veya hazirlanirim.”, Proje ve &dev hazirlamayr genelde son
haftaya birakinnm. Ancak, yeterli 6nemi veririm.”, “Anlatacagim konuya bir hafta énceden hazirlik
yaparim. Gerekli materyalleri hazirlarim.”
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Tablo 13.
“Sosyal Bilgiler Egitimi Alaninda Herhangi Bir Dersin Sinavina Nasil Hazirlanirsiniz?” Sorularina Verilen
Cevaplarin Dagihmi.

Sinava hazirlanma f %
Gikardigi notlardan/6zetlerden galisma (3) 24 24.74
Sinav tirine/Derse gore degisme (2) 11 11.34
Degisik kaynaklardan yararlanma (4) (Ders kitabi vb.) 10 10.31
Ezber yaparak (5) 9 9.28
Okuyarak ¢alisma (7) 9 9.28
Son hafta hazirlanma (8) 8 8.25
Son giin galisma (11) 7 7.22
Yazarak tekrar etme (12) 6 6.19
Gunluk/ Dizenli galisma (10) 3 3.09
Soru yazarak g¢alisma (15) 3 3.09
Dersi derste dinleme (6) 2 2.06
Zamanl yayarak calisma (14) 2 2.06
Gunlik yasamla iliskilendirme (13) 1 1.03
Derse devam etme (9) 1 1.03
Konulari igsellestirme (1) 1 1.03
Toplam 97 100.00

Calisma grubunda bulunan 6gretmen adaylarindan “Sosyal bilgiler egitimi alaninda herhangi bir
dersin sinavina nasil hazirlanirsiniz” sorusuna verdigi cevaplar (bkz. Tablo 13) incelediginde en yiksek
orani “Cikardigi notlardan/ézetlerden calisma” ifadesi almistir. En disik orana sahip olan ifadeler ise
“Konulari igsellestirme”, “Derse devam etme” ve “Glinlik yasamla iliskilendirme” dir. “Sosyal bilgiler
egitimi alaninda herhangi bir dersin sinavina nasil hazirlanirsiniz?” sorusuna en fazla “Cikardig
notlardan/6zetlerden calisma” cevabini verenlerin ifadeleri su sekildedir: “Derslere diizenli olarak
gelirim. Derste notlarimi tutarim ve sinavilara notlarima ¢alisarak hazirlanirm.”, “Genelde bu alanda
kiiciik notlar ¢ikararak hazirlanirim.”, “Genel olarak not ¢ikarip o notlari kafamda yorumladim.”

Tablo 14.
“Kendinizi Akademik Olarak Basarili Hissetme Agisindan Universiteden Beklentileriniz Nelerdir?”
Sorularina Verilen Cevaplarin Dagilimi.

Universiteden beklenti f %
Egitim kalitesinin yUkseltilmesi (1) 20 25.97
Kiltiirel alanda gelistirme (2) 1 1.30
Rehberlik hizmetlerinin arttiriimasi (3) 3 3.89
Arastirmaciliga yonlendirme (4) 3 3.89
Kisisel gelisime yonelik faaliyetler (5) (Konferans, sempozyum vb.) 6 7.79
Uygulama egitim faaliyetlerine 6nem verilmesi (6) 8 10.39
Kutuphane hizmetlerinin iyilestirilmesi (7) 1 1.30
Alan egitimcilerine 6ncelik verilmesi (8) 3 3.89
Beklentim yok (9) 19 24.68
Proje ve arastirmalara verilen destegin arttirilmasi (10) 2 2.60
Gundelik yasamla iliskilendirme (11) 2 2.60
istihdam olanaklarinin olusturulmasi (12) 1 1.30
Adil 6grenme ortami (13) 2 2.60
Ogrenci degisimlerinden yararlanma (14) 2 2.60
LisansUsti egitim olanaklarinin arttirilmasi (15) 2 2.60
Sosyal olanaklari iyilestirme (Mediko, burs vb.) (16) 1 1.30
Cok yonlu bakis agisi kazandirma (17) 1 1.30
Toplam 77 100.00

439



Osman SABANCI, Salih USLU — Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 413-446

Calisma grubunda bulunan 6gretmen adaylarindan “Kendinizi akademik olarak basarili hissetme
acisindan Universiteden beklentileriniz nelerdir?” sorusuna verdigi cevaplar (bkz. Tablo 14) incelediginde
en ylksek orani “Egitim kalitesinin yukseltilmesi” ifadesi almistir. En diisik orana sahip olan ifadeler ise
“Kiiltirel alanda gelistirme”, “Kiitiiphane hizmetlerinin iyilestirilmesi”, “Istihdam olanaklarinin
olusturulmasi”, “Sosyal olanaklari iyilestirme (Mediko, burs vb.)” ve “Cok yénlii bakis agisi kazandirma”
dir.“Kendinizi akademik olarak basarili hissetme agisindan (niversiteden beklentileriniz nelerdir?”
sorusuna en fazla “Egitim kalitesinin ylkseltiimesi” cevabini verenlerin ifadeleri su sekildedir:
“Hocalarimin derse arag-geregle gelmesi ve dikkatimi hep yiiksek diizeyde tutmasi”, “Universitenin
6grencilerine daha akademik ve yiiksek seviyeli bir egitim vermesi gerektigini distiniiyorum.”, “Dersleri
slayttan ziyade daha ¢ok anlatarak ve bilimsel bilgilerle islemek isterim. Bizim béliimiimiizle alakali olan
dilleri derslerde 6grenmek isterim. Daha ¢ok arastirmaya yapmayi yéneltilirse akademik olarak arastirma
yetenegimin gelistirecegini diistiniiyorum.”

Arastirma sonucunda ortaya c¢ikan bulgularin sunumu tamamlanmistir. Bundan sonraki bolimde
arastirma bulgularindan hareketle alan yazinina yoénelik sonug ve dnerilere yer verilecektir.

Tartisma, Sonug ve Oneriler

Sosyal bilgiler 6gretmen adaylarinin farkh degiskenler agisindan (cinsiyet, sinif, giinliik ders ¢alisma
suresi ve kitiphaneyi dizenli kullanma durumu, sosyal bilgiler 6gretmenligini se¢me nedeni,
Universiteye basladiktan sonra ders kitabi disinda okunan kitap sayisi) akademik 6z-yeterliklerini
belirlemeyi ve konu hakkindaki gorislerini incelemeyi amaclayan bu arastirmada su sonuglar elde
edilmistir:

Arastirma kapsaminda genel olarak 6gretmen adaylarinin yiksek diizeyde akademik 6z-yeterlik
puanina sahip olduklari sonucuna ulasiimistir. Birden ¢ok 6gretim programinda (Matematik, Fizik, Kimya,
Biyoloji, Tuirk Dili ve Edebiyati, Felsefe Grubu Ogretmenligi ve Yabanci Diller) 6grenim géren égretmen
adaylarini iceren bir galismada ilgili 6rnekleme ait akademik 6z-yeterlik algi diizeylerinin ortalamanin
biraz Ustiinde oldugu tespit edilmistir. Bu durum 06gretmen adaylarinin akademik 6z-yeterlik algi
dizeylerinin ¢ok yuksek dizeyde olmamasi seklinde yorumlanmistir (Yesilyurt, 2013, p. 99). Bu
calismanin bulgularini destekleyecek diger bir calismada Tabancali ve Celik (2013) tarafindan
gerceklestirilmistir. S6z konusu arastirmada da 6gretmen adaylarinin akademik 6z-yeterlik ve 6gretmen
dz-yeterliklerinin yiiksek oldugu belirlenmistir. Demirtas, Cdmert ve Ozer (2011) calismasinda 6z-yeterlik
dlceginden alinan toplam puanlar agisindan bakildiginda, Tiirkce, Sosyal Bilgiler, Mizik ve Resim-is
ogretmenligi programlarinda 6grenim gérmekte olan 6gretmen adaylarinin kendilerini daha yeterli
algiladiklarini tespit etmislerdir (p. 105).

Cinsiyet degiskenine iliskin bulgular 1siginda, erkek sosyal bilgiler 6gretmen adaylarinin akademik 6z-
yeterlik diizeylerinin kadin sosyal bilgiler 6gretmen adaylarindan daha yiksek oldugu tespit edilmistir.
Erkek sosyal bilgiler 6gretmen adaylarinin akademik 0Oz-yeterlik diizeylerinin kadin sosyal bilgiler
6gretmen adaylarina gore daha olumlu olmasi aldiklari egitimi yeterli bulmalarindan, 6zgiiven sahibi
olmalarindan kaynaklaniyor olabilecegi diisiniilmektedir. Ayrica, arastirmacilar kadinlarin (dil sanatlari)
ve erkeklerin (matematik, fen ve teknoloji) bulunduklari akademik alana gore kendinden emin olma
egilimlerinin farklilastigini raporlamiglardir (Schunk & Pajares, 2001, p. 10). Bu bulgu, 6z-yeterlik inanglari
erkek 6gretmenler lehine sonuglanan arastirma bulgulari ile paralellik géstermektedir (Firat Durdukoca,
2010). Genel olarak erkeklerin kadinlardan daha yiksek dizeyde 6z-yeterlik inancina sahip oldugunu
bulan arastirmalarda mevcuttur (Bong, 1999; Busch, 1995; Demirtas, Comert & Ozer, 2011; Schunk &
Pajares, 2001). Huang (2013) tarafindan yapilan calismada akademik 6z-yeterlikteki cinsiyet farkliligini
konu eden arastirmalari 6zetlemistir. Genel olarak dusiinildiglinde arastirma sonuglari, erkeklerin
kadinlara gore biraz daha yiiksek akademik 6z-yeterlilige sahip olduklarini gdstermistir. Buna ek olarak,
cinsiyet degiskeninin akademik 6z-yeterlige iliskin varyasyonu agiklamada alanin énemli bir moderator
oldugunu belirtmistir (p. 12). Belirtilen arastirmalar cinsiyet degiskeni agisindan ¢alisma bulgularini
desteklemektedir. Ote yandan, Sahin-Taskin ve Hacidémeroglu (2010), Ulper ve Bagci (2012) ve Yesilyurt
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(2013)’un arastirmalarinda ise cinsiyet degiskeniyle 6gretmen adaylarinin 6z-yeterlik ve akademik 6z-
yeterlik algi diizeyleri arasinda anlamh bir farklilik tespit edilmemistir. Bu bulguyu da erkek ve kadin
O0gretmen adaylarinin birbirlerine benzer akademik 6z-yeterlik alg diizeylerine sahip olmasi seklinde
yorumlamistir (Yesilyurt, 2013, p. 97). Bir diger arastirmada 6gretmen adaylarinin cinsiyet degiskenine
gore ogretmenlik 6z-yeterlik ve akademik 6z-yeterlik diizeylerinin anlamli bir sekilde farklilasmadigi
tespit edilmistir (Tabancali & Celik, 2013, p. 1176).

Sinif degiskenine iliskin bulgular 1siginda, sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik
toplam puanlari ile sinif dizeyi arasinda istatistiksel olarak anlamli bir farkhhk saptanmamistir. Sinif
degiskeninin sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik dizeyleri lizerinde herhangi bir
etkiye sahip olmadigi tespit edilmistir. Literatiirde bu bulgunun aksine sinif degiskenine gére akademik
Oz-yeterlik inanglari arasinda anlamh bir farkhlk tespit eden ¢alismalarda bulunmaktadir (Baltaoglu,
Sucuoglu & Yurdabakan, 2015; Firat Durdukoca, 2010; Oguz, 2012). Bu durum farkh sosyo-kiltirel
ozelliklere sahip 6gretmen adaylarin ayni sinifta bir araya gelmesinden kaynaklaniyor olabilir. Sosyal
bilgiler 6gretmen adaylarinin sinif degiskeni acisindan akademik 6z-yeterlikleri arasinda nicel olarak
anlamh bir farkhlik saptanmasa da nitel verilerden elde edilen veri kesitlerinde s6z konusu degiskene
iliskin farklilik go&steren ipuglari belirlenmistir. Bu dogrultuda Chevalier vd. (2009) tarafindan
gerceklestirilen arastirmada da Ogrencilerin goreceli ve kesin terimlerde kendi performanslarini
kestiremedikleri belirtilmistir. Ayrica birinci sinif Universite 6grencilerinin kendi performanslarina
oldugundan daha fazla deger verdiklerini ifade etmislerdir. Bir diger arastirmada 6gretmen adaylarinin
akademik 6z-yeterlik dizeylerinin yasa goére farklilastigi saptanmistir. Bu farkliik 20 ve alti yasa sahip
o6gretmen adaylarinin akademik 6z-yeterliliklerinin 21 ve st yasa sahip 6gretmen adaylarindan daha
ylksek olmasi seklindedir (Tabancali & Celik, 2013, p. 1176-1177). Bu arastirmayi sinif degiskeni
acisindan destekleyen bir sonuca da Akkus (2013)’un galismasinda ulasiimistir.

Sosyal bilgiler 6gretmenligini segme nedeni degiskenine iliskin bulgular 1s18inda, sosyal bilgiler
O0gretmen adaylarinin akademik 6z-yeterlik toplam puanlarinin sosyal bilgiler 6gretmenligini segme
nedenlerine gore farklilasmadigi tespit edilmistir. Diger bir ifadeyle sosyal bilgiler 6gretmenligini segme
nedeninin sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik dizeylerinde herhangi bir etkiye
sahip olmadigi belirlenmistir. Oguz (2012) da sinif 6gretmeni adaylarinin akademik 6z-yeterlikleri
puanlarina gore programi isteyerek secip segmeme durumlari arasinda anlamli bir fark tespit etmemistir.
Oguz (2012) tarafindan gerceklestirilen calismanin bu bulgusu arastirma sonuglariyla paralellik
gostermektedir.

Gulnluk ders galisma siresi degiskenine iliskin bulgular 1si8inda, sosyal bilgiler 6gretmen adaylarinin
akademik 6z-yeterlik toplam puanlarinin glnliik ders galisma siirelerine gére degismegi belirlenmistir.
Bir baska deyisle, glinliik ders calisma siresinin sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik
diizeyleri lGizerinde herhangi bir etkiye sahip olmadigi tespit edilmistir.

Ders kitabi disinda okunan kitap sayisi degiskenine iliskin bulgular 1si8inda, sosyal bilgiler 6gretmen
adaylarinin akademik 6z-yeterlik toplam puanlarinin ders kitabi disinda okuduklari kitap sayisina gére
farkhlasmadigi sonucuna ulasilmistir. Ders kitabi disinda okunan kitap sayisinin sosyal bilgiler 6gretmen
adaylarinin akademik 6z-yeterlik diizeylerinde herhangi bir etkiye sahip olmadigi belirlenmistir.

Katuphaneyi dizenli kullanma degiskenine iliskin bulgular 1siginda, kutliphaneyi dizenli olarak
kullanip kullanmama durumunun sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterliklerine iligkin
toplam puanlarinda herhangi bir farkliliga neden olmadigi belirlenmistir. Diger bir ifadeyle kiitliphaneyi
dizenli olarak kullanma degiskeninin sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik dizeyleri
Uzerinde herhangi bir etkiye sahip olmadigi tespit edilmistir. Bu durumun olusmasinda 6gretmen
adaylarinda kitliphaneyi duzenli kullanma aliskanliginin  gelismemis olmasinin  etkili oldugu
distntlmektedir.

Kituphaneyi en fazla kullanma nedeni degiskenine iliskin bulgular 1s18inda, sosyal bilgiler 6gretmen
adaylarinin akademik 6z-yeterlik toplam puanlarinin kitiiphaneyi en fazla kullanma nedenlerine gére
istatistiksel olarak anlamh bir sekilde farkhlasmamistir. Baska bir deyisle, kiitliphaneyi en fazla kullanma
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nedeninin sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik dizeylerinde herhangi bir etkiye
sahip olmadigi belirlenmistir.

Arastirmaya iliskin nitel bulgular isiginda su sonuglara ulagiimistir:

Calisma grubunda bulunan 6gretmen adaylarindan kendisini akademik olarak yeterli hissederek
“evet” cevabini verenlerin en sik tekrarladigi neden “Alinan egitimin yeterli olmasi” seklindedir. Bunu
“Calismaya istekli olma” ve “Ozgiiven sahibi olma” izlemistir. Bu dogrultuda en az tekrarlanan
gorusler ise “Alan uzmanlarindan ders alma”, “Arastirmayi sevme” ve “Hazirbulunusluk dizeyinin
yuksek olmasi” dir.

Calisma grubunda bulunan 0Ogretmen adaylarindan kendisini akademik anlamda vyeterli
hissetmeyerek “hayir” cevabini verenlerin bunu gerekgelendirirken en sik basvurduklari gorisler
“Alinan egitimin yetersiz olmasi”, “Eksikliklerinin farkinda olma” ve “Yeterince galismama” olarak
siralanabilir. Bu konuda 6gretmen adaylarinin en disik oranda belirttigi nedenler ise “Kendine
giivenmeme”, “Sinavdan sinava ¢alisma”, “Hazirbulunusluk diizeyinin diisiik olmasi” ve “Yonlendirme
eksikligi” dir.

Calisma grubunda bulunan 6gretmen adaylarinin  “Ders c¢alisma/Proje/Odev  hazirlama
aliskanliklarini” sorguladigimizda en sik tekrarladiklari géris “son hafta hazirlanma” ifadesidir. Bunu
“planli, programl galisma” ve “zamani verimli kullanma” izlemistir. Bu ¢ergevede en az tekrarlanan
ifadeler ise “duzenli tekrar yapma”, “diizenli ders galismama” ve “6Gzet cikararak galisma” olarak
siralanabilir.

GCalisma grubunda bulunan 6gretmen adaylarinin 6grenim goérdikleri bolime ait ders/derslerin
sinavlarina hazirlanma aligkanhklarini inceledigimizde verilen cevaplarin en sik “Cikardig
notlardan/6zetlerden calisma” ifadesinde yogunlastigi belirlenmistir. Bu cevabi “sinav tiriine/derse
gore degisme” ve “degisik kaynaklardan yararlanma” kategorileri izlemistir. Bu dogrultuda 6gretmen
adaylarinin en az basvurduklar gorisler “Konulari i¢sellestirme”, “Derse devam etme” ve “Gunlik
yasamla iliskilendirme” seklinde siralanmistir.

Calisma grubunda bulunan 6gretmen adaylarinin kendilerini akademik olarak basarili hissetmeleri
noktasinda Universiteden beklentilerini inceledigimizde verilen cevaplarin en yiiksek oranda “Egitim
kalitesinin ylkseltilmesi” ifadesinde toplandigl belirlenmistir. Bu konuda 6gretmen adaylarinin en az
tekrarladiklari ifadeler ise “Kiltirel alanda gelistirme”, “Kitlphane hizmetlerinin iyilestirilmesi”,
“Istihdam olanaklarinin olusturulmasi”, “Sosyal olanaklari iyilestirme (Mediko, burs vb.)” ve “Cok
yonla bakis agist kazandirma” dir.

Genel olarak degerlendirildiginde sosyal bilgiler 6gretmen adaylarinin akademik 0Oz-yeterlik

diizeylerinin ylksek bulunmasina karsin bunu arka planini sorguladigimizda ise ¢alisma grubundakilerin
dizenli ¢alisma aliskanliklarinin olmadigi sonucuna ulasilabilir. Bunu kitiphaneyi diizenli kullanmama
davranisi izlemektedir. Ayrica sosyal bilgiler 6gretmen adaylarinin yaklasik Ggte biri 6gretmenlik
meslegini isteyerek se¢mistir. Bunun disindakiler sinav puani ve diger dis kaynakli nedenlerden dolayi
sosyal bilgiler egitimine yerlestigini belirtmistir. Bu dogrultuda arastirma kapsaminda toplanan nicel ve
nitel verilerin kimi zaman birbirini &z-yeterlik noktasinda destekledigi sdylenebilir. Ote yandan calisma
grubundakilerin akademik gelisiminde 6grenim gorduikleri okulun roliinl glindeme getirmektedir.

Arastirmadan elde edilen bulgular dogrultusunda su 6nerilerde bulunulabilir:

e Cinsiyet degiskenine gore anlamli farkhhk bulunmasinin temelinde yatan gerekgelerin ortaya
cikarilmasi i¢in gcalismalar yapilabilir.

e Sosyal bilgiler 6gretmen adaylarinin 6grenim gordikleri sinif diizeyinin artmasina karsin akademik
oz-yeterlik diizeylerinin artmamasinin nedenleri incelenebilir.
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e Nicel olarak 6gretmen adaylarinin genelde 06z-yeterligi yiliksek ¢ikmasina kargin gorismede
kendilerini yetersiz bulmalarinin nedenleri arastirilabilir.

e Alan yazinda sosyal bilgiler 6gretmen adaylarinin akademik 6z-yeterlik inanglarini belirlemeyi
amaglayan yeterli ¢calismaya rastlanmadigindan farklh 6rneklemler lizerinde ve yontemlerle benzer
calismalarin, yapilmasinin alan yazina katki saglayacagi disinilmektedir. Jonson-Reid vd. (2005)
tarafindan yapilan c¢alismada akademik 6z-yeterlik ve cesitli faktorlerin (Glg ve kontrol yapisi,
kisisel problemler katilimi engeller veya okulda magduriyet korkusu) kesitsel iliskileri arastirilmistir.
Bu tir iliskilerin 6gretmenler ve 6gretmen adaylari igin ortaya konulabilir.

e Sosyal bilgiler 6gretmen adaylarina akademik 6z-yeterlik duzeylerini arttiracak kisisel gelisim
seminerleri, panelleri diizenlenebilir.

e Sosyal bilgiler egitiminde akademik benlik kavrami ve 6z-yeterlik inanglari arasindaki iliskileri farkh
orneklemler agisindan inceleyen calismalar gercgeklestirilebilir.

e Sosyal bilgiler 6gretmen adaylarinin géreve basladiktan sonra akademik 6z-yeterliklerindeki
degisimlerin gbzlenmesi gerceklestirilebilir.

e Sosyal bilgiler egitimi lisans programinin akademik 6z-yeterlik inanci agisindan gézden gegcirilmesi
onerilmektedir.

Bilgilendirme

Bu calisma, Gazi Universitesi’nde 28-30 Nisan 2014 tarihinde diizenlenen “Uluslararasi Sosyal Bilgiler
Egitimi Sempozyumu Il (USBES 1l1)”"da sozIi bildiri olarak sunulmustur.

443



Osman SABANCI, Salih USLU — Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 413-446

References

Akkus, Z. (2013). Sosyal bilgiler 6gretmen adaylarinin 6z-yeterlik inang diizeylerinin belirlenmesi Gzerine
bir calisma. Dicle Universitesi Ziya Gokalp Egitim Fakiiltesi Dergisi, 20, 102-116.

Baltaoglu, M. G., Sucuoglu, H. & Yurdabakan, i. (2015). Ogretmen adaylarinin éz-yeterlik algilar ve
basari/basarisizlik yiiklemeleri: Boylamsal bir arastirma. ilkégretim Online, 14(3), 803-814.

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological Review,
84(2), 191-215.

Bandura, A. (1994). Self-efficacy. In V. S. Ramachaudran (Ed.). Encyclopedia of human behavior (Vol. 4,
pp. 71-81). New York: Academic Press. (Reprinted in H. Friedman [Ed.], Encyclopedia of mental
health. San Diego: Academic Press, 1998).

Bandura, A. (1997). Self-efficacy: The exercise of control (Eighth edition). New York, NY: W. H. Freeman
and Company.

Bandura, A. (2006). Adolescent development from an agentic perspective. In F. Pajares & T. Urdan
(Eds.). Self-Efficacy Beliefs of Adolescents (pp. 1-43), USA: IAP-Information Age Publishing, Inc.

Bandura, A. (2006). Guide for constructing self-efficay scales. In F. Pajares & T. Urdan (Eds.). Self-Efficacy
Beliefs of Adolescents (pp. 307-337), USA: IAP-Information Age Publishing, Inc.

Bilgin, N. (2006). Sosyal bilimlerde icerik analizi teknikler ve érnek ¢calismalar (2nd edition). Ankara: Siyasal
Kitabevi.

Bong, M. (1999). Personal factors affecting the generality of academic self-efficacy judgments: Gender,
ethnicity, and relative expertise. The Journal of Experimental Education, 67(4), 315-331.

Bong, M. & Skaalvik, E. M. (2003). Academic self-conceptand self-efficacy: How different are they really?
Educational Psychology Review, 15(1), 1-40.

Busch, T. (1995). Gender differences in self-efficacy and academic performance among students of
business administration. Scandinavian Journal of Educational Research, 39(4), 311-318.

Blyikoztirk, S., Kilic Cakmak, E., Akgiin, O. E., Karadeniz, S. & Demirel, F. (2012). Bilimsel arastirma
yéntemleri (11th edition ). Ankara: Pegem Akademi.

Caprara, G. V., Barbaranelli, C., Steca, P. & Malone, P. S. (2006). Teachers' self-efficacy beliefs as
determinants of job satisfaction and students' academic achievement: A study at the school level.
Journal of School Psychology, 44(6), 473-490.

Chevalier, A., Gibbons, S., Thorpe, A., Snell, M. & Hoskins, S. (2009). Students’ academic self-perception.
Economics of Education Review, 28(6), 716-727.

Creswell, J. W. (2012). Educational research: Planning, conducting, and evaluating quantitative and
qualitative research (4th edition). Boston, MA: Pearson Education.

Daymon, C. & Holloway, I. (2011). Qualitative research methods in public relations and marketing
communication (an edition). New York, NY: Routledge.

Demirtas, H., Cdmert, M. & Ozer, N. (2011). Ogretmen adaylarinin 6zyeterlik inanclari ve 6gretmenlik
meslegine iliskin tutumlari. Egitim ve Bilim, 36(159), 96-111.

Driscoll, M. P. (2005). Psychology of learning for instruction. (3rd edition). Boston, MA: Pearson
Education.

Ekici, G. (2012). Akademik Oz-Yeterlik Olgegi: Tirkce’ye uyarlama, gegerlik ve giivenirlik calismasi.
Hacettepe Universitesi EGitim Fakiiltesi Dergisi, 43, 174-185.

444



Osman SABANCI, Salih USLU — Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 413-446

Firat Durdukoca, S. (2010). Sinif 6gretmeni adaylarinin akademik 6z-yeterlik algilarinin gesitli degiskenler
agisindan incelenmesi. Abant izzet Baysal Universitesi Dergisi, 10(1), 69-77.

Huang, C. (2013). Gender differences in academic self-efficacy: A meta-analysis. European Journal of
Psychology of Education, 28, 1-35.

Jerusalem, M. & Schwarzer, R. (1981). Fragebogenzur Erfassung von "Selbstwirksamkeit. Skalenzur
Befindlichkeitund Persoenlichkeitin R. Schwarzer (Hrsg.). (Forschungsbericht No. 5). Berlin:
FreieUniversitaet, InstitutfuerPsychologie.

Jonson-Reid, M., Davis, L., Saunders, J., Williams, T. & Williams, J. H. (2005). Academic self efficacy
among African American youths: Implications for school social work practice. Children and Schools,
27(1), 5-14.

Korkmaz, i. (2007). Sosyal 6grenme kurami. B. Yesilyaprak (Ed.). Egitim psikolojisi: Gelisim-6§renme-
6gretim iginde (pp. 217-242, 3™ edition). Ankara: Pegem A.

LeCompte, M. D. & Goetz, J. P. (1982). Problems of reliability and validity in ethnographic research.
Review of Educational Research, 52(1), 31-60.

Lincoln, Y. S. & Guba, E. G. (1985). Naturalistic inquiry. California: SAGE.

Miles, M. B. & Huberman, A. M. (1994). Qualitative data analysis: An expanded source book (2"0I edition).
Thousand Oaks, California: SAGE.

Oguz, A. (2012, July). Sinif 6gretmeni adaylarinin akademik 6z-yeterlik inanglari. Anadolu Journal of
Educational Sciences International, 2(2), 15-28.

Pajares, F. (1996). Self-efficacy beliefs in academic settings. Review of Educational Research, 66(4), 543-
578.

Schunk, D. H. (1991). Self-efficacy and academic motivation. Educational Psychologist, 26(3-4), 207-231.

Schunk, D. H. (2014). Egitimsel bir bakisla 6Grenme teorileri (Trans. Ed. Sahin, M.). Ankara: Nobel. (Ozgiin
¢alisma, 1991).

Schunk, D. H. & Meece, J. L. (2006). Self-efficacy development in adolescence. Self-Efficacy Beliefs of
Adolescents, 5, 71-96.

Schunk, D. H. & Pajares, F. (2001).The development of academic self-efficacy. In A. Wigfield & J. S. Eccles
(Ed.). Development of achievement motivation. San Diego: Academic Press.

Schunk, D. H. & Zimmerman, B. J. (1998). Self-requlated learning: From teaching to self-reflective
practice. New York, NY: The Guilford Press.

Schwarzer, R. & Jerusalem, M. (1999). Skalenzur Erfassung von Lehrer-und Schilermerkmalen.
Dokumentation der psychometrischen Verfahren im Rahmen der Wissenschaftlichen Begleitungdes
Modellversuchs Selbstwirksame Schulen. Berlin.

Senemoglu, N. (2011). Gelisim 6grenme ve égretim: Kuramdan uygulamaya. (20th edition). Ankara:
Pegem Akademi.

Stewart, T., Allen, K. W. & Bai, H. (2011, Fall). The effects of service-learning participation on pre-
Internship educators’ teachers’ sense of efficacy. Alberta Journal of Educational Research, 57(3), 298-
316.

Sahin-Taskin, C. & Haciomeroglu, G. (2010). Sinif 6gretmeni adaylarinin dzyeterlik inanglari: Nicel ve nitel
verilere dayali bir inceleme. inénii Universitesi Egitim Fakiiltesi Dergisi, 11(1), 21-40.

Tabancal, E. & Celik, K. (2013). Ogretmen adaylarinin akademik &z-yeterlikleri ile &gretmen 6z-
yeterlilikleri arasindaki iliski. International Journal of Human Sciences, 10(1), 1167-1184.

445



Osman SABANCI, Salih USLU — Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 413-446

Tschannen-Moran, M., Hoy, A. W. & Hoy, W. K. (1998). Teacher efficacy: Its meaning and measure.
Review of Educational Research, 68(2), 202-248.

Ulper, H. & Bagci, H. (2012). Tirkge dgretmeni adaylarinin égretmenlik meslegine déniik 6z yeterlik
algilari. Electronic Turkish Studies, 7(2), 1115-1131.

Woolfolk Hoy, A. & Davis, H. A. (2006).Teacher self-efficacy and its influence on the achievement of
adolescents. In F. Pajares & T. Urdan (Ed.). Self-efficacy beliefs of adolescents. (pp. 117-137), USA:
IAP-Information Age Publishing.

Yesilyurt, E. (2013). Academic self-efficacy perceptions of teacher candidates. Mevlana International
Journal of Education (MIJE), 3(1), 93-103.

Yildirnim, A. & Simsek, H. (2013). Sosyal bilimlerde nitel arastirma yéntemleri (9th edition). Ankara: Seckin.

Yilmaz, M., Gilrgay, D. & Ekici, G. (2007) Akademik 0z-yeterlik Olgeginin Turkge'ye uyarlanmasi.
Hacettepe Universitesi EGitim Fakiiltesi Dergisi, 33, 253-259.

Zimmerman, B. J. (2000). Self-efficacy: An essential motive to learn. Contemporary Educational
Psychology, 25(1), 82-91.

446



&)

8 & Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 447-468
53]

8 PEGEM www.pegegog.net
& AKADEMI

The Relationship Between Metacognitive Awareness And Online
Information Searching Strategies

Fatma Gizem KARAOGLAN YILMAZ

®Bartin University, Faculty of Education, Bartin/Turkey @ CrossMark

Article Info Abstract
DOI: 10.14527/pegegog.2016.022 The aim of .this study is to look into the rel:’:}tions‘hip k.)etween.undergradl.Jate studen.ts’

metacognitive awareness (MA) and their online information searching strategies
Article history: (OISS). Mixed method was used in the study. The participants involved 419
Received 19 December 2015 undergraduate students. The data in the study were collected using OISS Inventory,
Revised 22 March 2016 MA Inventory and student interview forms. The results indicate that students’ level of
Accepted 25 May 2016 MA and their OISS are developed. The results of correlation analysis reveal that there
Online 13 November 2016 is a positive and significant level of relationship between OISS and MA variables at a

medium level. When the qualitative findings are examined, it is seen that in planning
Keywords: process students mostly determine key words, and in monitoring and evaluation
University students, processes they compare the accessed information with searching goals. In the
Metacognitive awareness, discussion section of the study, how MA could be used to improve students’ OISS is
Online searching strategies. discussed.

Ustbilissel Farkindalik ile Cevrimigi Bilgi Arama Stratejileri
Arasindaki iligki

Makale Bilgisi 0z
DOI: 10.14527/pegegog.2016.022 Bu gallsmade?'(jn.iversite 6grenciler.i'n.in .Ustbili§sel farkindaliklariyla (UF) gevrimigi bilgi
arama stratejileri (CBAS) arasindaki iliskinin ortaya konulmasi amaglanmistir. Arastirma
Makale Gegmisi: karma yonteme gore ylritilmus olup, arastirmanin katiimcilarini 419 Universite
Gelis 19 Aralik 2015 Ogrencisi  olusturmaktadir. Arastirmanin verileri CBAS ve Bilisotesi Farkindalik
Dizeltme 22 Mart 2016 Envanterleri ile 6grenci gorislerini belirleme formundan elde edilmistir. Sonuglar,
Kabul 25 Mayis 2016 dgrencilerin UF diizeylerinin ve cevrimigi bilgi arama stratejilerinin gelismis diizeyde
Cevrimici 13 Kasim 2016 sayilabilecegini gdstermektedir. Korelasyon analizi sonuglarina gére CBAS ile UF
degiskenleri arasinda pozitif yonde orta dizeyde anlamh bir iligkinin oldugu
Anahtar Kelimeler: belirlenmistir. Nitel bulgular incelendiginde ise, planlama sirecinde 0Ogrencilerin
Universite 6grencileri, cogunlukla anahtar kelimelere karar verdikleri; izleme ve degerlendirme siirecinde ise
Ustbiligsel farkindalik, ulagilan bilgiyi arama amaglariyla karsilagtirdiklar gériilmektedir. Calismanin tartisma
Gevrimici arama stratejileri. béliimiinde, ®grencilerin cevrimici bilgi arama stratejilerini gelistirmek amaciyla

Ustbilissel farkindaligin nasil ise kosulacagi tizerinde durulmustur.

"Author/Yazar: gkaraoglanyilmaz@gmail.com


http://crossmark.crossref.org/dialog/?doi=10.14527/pegegog.2016.022&domain=pdf

Fatma Gizem KARAOGLAN YILMAZ — Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 447-468

Introduction

The rapid development in Information and Communication Technologies (ICT) made changes not
only in all areas of life but also in education; and ICT has started to be used in all phases of the process
of education. Students are not able to easily and rapidly access online information sources which are
increasing and diversifying every day. As for Askar and Mazman (2013) with the rapid increase in
information and possibility to access and organize information, these sources have become primary
sources of information. Individuals use the information on web for various reasons such as education,
business life, shopping, banking transactions, booking, taking directions and learning about the weather
condition.

Today it is possible to access many resources on any subject through internet. However, it is the user
who decides whether this information accessed over internet is true and fits their objective (Kilig
Cakmak, Karaoglan Yilmaz, & Yilmaz, 2015). In most cases, users face the problem of disorientation and
do not know where they are, where they will go and what they will do (Askar & Mazman, 2013). Studies
carried out reveal that people have problems in specifying the search terms, reasoning out from the
results, analyzing the source of information with a critical point of view and in organizing the process of
search (Askar & Mazman, 2013; Griffths & Brophy, 2005; Tsai, 2009; Walraven, Brand-Gruwel, &
Boshhuizen, 2008; Yalginalp & Askar, 2003). Therefore, in order to make use of information sources on
the internet properly, initially the students need to use the right strategies in online information
searching process.

Online Information Searching Strategies

In the literature, it is seen that many definitions of “information searching” have been offered by
researchers. For instance, Case (2002) defines it as conscious effort of gaining information in order to
eliminate lack of knowledge or meet knowledge need. As for Wilson, it is searching with the aim of
reach the goals as a result of a need. As seen in the definitions, it can be realized that information
searching is an active and purposeful process. However, it is stated that people’s information searching
process can differ because of some social and personal differences (Hill, 1999; Hsu, 2014). For example,
in his research Hill (1999) examined people’s information searching behaviors and stated that users who
need control in the process of information searching use only scanning and screening, whereas the users
needing less control use in advanced searching acts like differentiating keywords and, metacognitive
strategies, such as transferring and combining. In the study conducted by Schacter, Chung and Dorr
(1988), it is revealed that during the process of searching information students prefer glance at random
online sources instead of practising in a systematic and planned way and they have difficulty in finding
information sources about the internet, but not in during well-structured information searching process.
Moreover, when compared to inexperienced ones, experienced students are more questioner about
truth and reliability of information on the internet. These findings refer that individual differences could
lead to differences in OISS.

Tsai and Tsai (2003) suggested a framework presenting an OISS. According to this framework, online
information searching behaviors involve three domains as behavioral, procedural and metacognitive,
and these three domains comprise control, disorientation, trial and error, problem solving, purposeful
thinking, selecting main ideas, and evaluation strategies. The framework showing these three domains
and involve strategies in the analysis of OISS are given in Table 1.

According to the framework in Table 1, behavioral domain is about the control and disorientation
strategies containing students’ main organization and surfing on the internet. In addition, while
procedural domain is about the trial and error and problem solving strategies involving students’ general
approach in content searching on the internet, metacognitive domain is related to the purposeful
thinking, selecting main ideas and evaluation strategies required for self-organization on the internet
and advanced cognitive activities about content (Tsai & Tsai, 2003).
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Table 1.

A Framework for the Analysis of OISS (Tsai & Tsai, 2003).

Domain OISS

Behavioral Control
Disorientation

Procedural Trial and error
Problem solving

Metacognitive Purposeful thinking
Selecting main ideas
Evaluation

Rieh (2004), in his research examining the importance of searching strategies states that the
students search information especially at their home rather than at school, and in this process because
mostly they aren’t given any help from an expert, they act individually by not been given necessary
guidance and leading. The studies conducted in the field have supported this result, as well; and have
revealed that they have difficulty in managing the process and they cannot use appropriate strategies in
this process since the students do not take necessary guidance and leading (Barrett, 2012; Fidel et al.,
1999). About these situations, which might be related to people’s awareness in searching process, MA is
thought to play a determining role.

The Role of Metacognitive Awareness in Online Information Searching Process

In the framework proposed by Tsai and Tsai (2003), MA is a dimension of self-organization learning
process and a strategy used in this process (Pintrich, 2000; Zimmerman, 1990). Self-organizing learner is
defined as an individual who organize his own study, motivational level and behaviours by controlling in
order to reach to the determined objectives (Pintrich, 1995). Self-organizing learners determine the
most appropriate learning setting, use the time well, set challenging but achievable targets, follow their
strategies to reach the targets, and make self-evaluation (Kaya, 2012).

According to the model developed by Pintrich (2000), self-organizing learning consists of four main
stages as pre-thinking, monitoring, control, and reaction-reflection. During these processes, the
students ask some questions such as “Which strategies should | use?” while planning their own learning
process; “Am | going on the right way?” while monitoring; and “Was the strategy | used useful?” while
evaluating their selves, they control the learning process (Yilmaz, 2014). As for MA about individuals’
themselves and duties, it provides opportunities for them to plan, monitor and evaluate their own
learning process with more critical way throughout these processes (Schraw & Moshman, 1995).

Schraw and Denisson (1994) discussed individuals’ MA in eight sub dimensions under main
dimensions of knowledge of cognition and organization of cognition.

According to the framework in Figure 1, knowledge of cognition comprises of knowledge of how
learning stages are applied (procedural knowledge), and knowledge of in which situation what and how
can be applied (conditional knowledge). As for organization of cognition, it involves planning about how
the learning process will be, from where it should start, which strategies should be applied (planning);
managing information sources in the light of skills and strategies, and applying if it fits for purpose
(information managing); while keeping learning process, controlling of effectiveness of knowledge level
and applied strategies (monitoring); eliminating detected errors after monitoring (debugging), and the
point reached at the end of the process, examining effectiveness of used strategies (evaluation) (Schraw
& Denisson, 1994; cited by Yilmaz, 2014).
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Figure 1. MA and sub dimensions (Schraw & Denisson, 1994).

Having MA helps individuals to play more crucial role in planning, monitoring, and evaluating their
own learning process, and in managing this process (Akyol & Garrison, 2011; Pintrich, 2012; Shraw,
2001; Zimmerman, 1990). The literature witnesses many researches on the relationship between MA
and learning processes and results (Bendixen & Hartley, 2003; Hartley, 2003; Hartman, 2001; Mokhtari
& Reichard, 2002).

Like in the learning process, in online information searching process individuals’ MA are thought to
play an important role in OISS at the point of organizing searching process, monitoring and evaluating.
Researchers indicate resources on the relationship between MA and searching process and its use are
needed (Bowler, 2010; Chiu, Liang, & Tsai, 2013; Tsai, 2001; Wu & Tsai, 2007).

The purpose of this study, which deals with the roles of MA mentioned above the relations of online-
searching process with MA, is to examine the relationship between students' MA and OISS. The study
conducted with this aim tries to find answers to the questions below:

a) What is the level of the scores students had from OISS and MA inventories?
b) Is there a significant relationship between students’ scores from MA inventory and OISS inventory?

c) What are students’ opinions on the use of MA in online information searching process?

Method

In this part, the information about research design, participants, instruments and data analysis will
be presented.
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Research Design

In this study, mixed method research design, in which both qualitative and quantitative research
methods used, was utilized in identifying the OISS and MA of undergraduate students. The reason to
choose qualitative methods together with quantitative methods is to collect more in-depth data on the
subject and to contribute to the understanding of the subject more comprehensively (Yildirm & Simsek,
2008).

Participants

The study was conducted with the students who took Computer | and Computer Il courses that are
given at university level. The participants of the study of were 419 undergraduate students studying at
different departments of a state university in Turkey at the end of the spring semester in 2014-2015
academic years.

Instruments

The instruments used in the study were: “OISS Inventory” developed by Tsai (2009) and adapted into
Turkish by Askar and Mazman (2013); “MA Inventory” developed by Schraw and Dennison (1994) and
adapted into Turkish by Akin, Abaci and Cetin (2007) and the student opinion form developed by the
researcher. In addition, in order to identify the students' views on how they use MA in online
information searching process, The Form of Determining Students' Opinions developed by the
researcher was utilized.

OISS Inventory involves 25 items and seven factors which are disorientation, evaluation, purposeful
thinking, selecting main ideas, trial and error, control and problem solving. It is a 6-point Likert type
scale and the answers range given as: 1=Not like me at all, 6 = Very much like me. Cronbach’s alpha
coefficient for the whole scale is found as .91. And the Cronbach’s alpha coefficient for the factors in the
scale range between .61 and .77. The lowest score one can get from the inventory is 25 while the
highest score is 150. High score from the inventory corresponds to developed OISS (Askar & Mazman,
2013).

MA inventory enrolled 52 items and consists of 8 items: regulation of cognition, procedural
knowledge, conditional knowledge, planning, monitoring, evaluation, debugging, and information
management. It's a 5-point Likert type scale and the items are arranged and scored in the following way:
Never=1, 2=rarely, 3=sometimes, 4=often, 5= always. As a result of exploratory factor analysis, eight
sub-factors were obtained under knowledge about cognition and regulation of cognition main factors.
These sub-factors are declarative knowledge, procedural knowledge, conditional knowledge, planning,
monitoring, evaluation, debugging and information management. Concurrent validity revealed that
there was .95 correlation between the two scales. Item analysis revealed item-test correlation of the
sub-scales ranged between .35 and .65. Internal consistency and test-re-test reliability of the inventory
was found as .95 (Akin et al., 2007).

The Form of Determining Students' Opinions developed in the scope of the research was used to
identify how students use MA in online information searching process. The form developed by the
researcher was given to four experts in the field of Instructional Technology to get their opinions, and it
was put into final form in accordance with the feedback given by the experts. Opinion Form was applied
to 32 students who were selected randomly from the participants.

Collection of Data

At the beginning of fall semester in 2014-2015 in the scope of the course how to read all my
information sources and what all my information searching strategies were explained to the students.
Then, during two academic semesters, students put into implementation various OISS by being given
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various activities. By this way, the students experience a certain set of knowledge and experience about
online information searching. At the end of two academic semesters, by applying instruments to the
students, students' OISS use, MA and opinions on this process were determined.

Data Analysis

Kolmogorow-Smirnov test was carried out to see whether the score of the students’ OISS and MA
levels show a normal distribution or not. It was found that the data did not show a normal distribution
(p<.05). Therefore, Spearman Brown Rank Difference Correlation Method was used to identify the
relationship in not normal distributing data analysis. In significance tests, (*).05 and (**).01 reliability
level was taken into consideration in the study.

How students make use of MA in planning, searching process, monitoring and evaluation stages in
online information searching process was analysed by considering the answers given to Determining the
Students' Opinion Form. Descriptive and content analysis techniques were used to analyse the data
collected with open-ended questions. In this study, as planning, monitoring and evaluation stages of
metacognitive model produced by Brown (1987), descriptive analysis technique was applied. In addition,
since codes were created by analysing the data collected from the students, content analysis was carried
out. During the process of content analysis, the data were examined in detail by the researcher and
classified, and then draft codes were created. The strategies followed by students before starting to
online information searching process, during searching process and at the end of the process were
classified into sub-themes. By the nature of information searching process in which the students'
answers were examined, it was revealed that students' steps were not independent from each other
and rank one within the other during monitoring and evaluation stages. Therefore, monitoring and
evaluation themes were combined and addressed as a single theme.

The data obtained were coded by the researcher, and later the data collected were coded again by a
second coder for the reliability of the study. Coding reliability was obtained by dividing the number of
codes given by both coders to total code number. Coding reliability coefficient frequency was found as
88%. For the rest, difference with 12.00%, researchers reached a consensus. When examining the
students' written statements, it was specified that the difference was due to the fact that some of the
answers given by students fell under more than one sub-theme. For this reason, the frequencies given in
the tables show the number of the codes, not the number of the students.

Results

The findings and discussion are presented respectively below.

Undergraduate Students' OISS and Findings in Relation to Scores Obtained from MA Inventory

In accordance with the first sub-question of the research, descriptive statistics, which is related to
undergraduate students’ MA and OISS levels, is presented at Table 2.

According to Table 2, the average score obtained from Undergraduate Students OISS Inventory is
113.59 (4.54 out of 6.00); and the average of scores MA Inventory is 198.61 (3.82 out of 5.00). In this
regard, it can be stated that undergraduate students' OISS are advanced. Likewise, their MA is
developed. When examining the sub dimensions in OISS Inventory, it is revealed all sub dimensions are
advanced level. In addition, looking at sub dimensions of MA Inventory, it is clearly observed that again
all sub dimensions are high level.
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Table 2.
The Distribution of Scores of Undergraduate Students OISS and MA Level.
Number of Lowest Highest
Scales items score score X ss  X/k
OISS Inventory 25 45.00 150.00 113.59 20.35 4.54
Disorientation 4 6.00 24.00 18.37 430 4.59
Evaluation 4 4.00 24.00 17.98 4.27 4.50
Purposeful thinking 4 4.00 24.00 18.05 424 451
Trial and error 3 3.00 18.00 13.99 3.43 4.66
Selecting main ideas 3 3.00 18.00 13.89 336 4.63
Control 4 4.00 24.00 17.84 432 4.46
Problem solving 3 5.00 18.00 13.47 298 4.49
MA Inventory 52 52.00 260.00 198.61 33.69 3.82
Regulation of cognition 8 8.00 40.00 31.16 5.31 3.90
Procedural knowledge 4 4.00 20.00 15.10 2.87 3.78
Conditional knowledge 5 5.00 25.00 19.51 3.51 3.90
Planning 7 7.00 35.00 26.66 495 3.81
Monitoring 8 8.00 40.00 30.15 5.87 3.77
Evaluation 6 6.00 30.00 22.59 430 3.77
Debugging 5 5.00 25.00 18.98 3.69 3.80
Information management 9 9.00 45.00 34.46 6.10 3.83

The Findings Related to Correlation between Undergraduate Students OISS and MA Scores

In accordance with the second sub question of the study, the results of the correlation analysis
conducted to determine whether there is a significant relationship between the scores of OISS and of
MA scores are given in Table 3.

Table 3.

The Results of Correlation between Undergraduate Students OISS and MA Scores.

Purposeful Trialand  Selecting Problem 0ISS
Disorientation Evaluation thinking error mainideas Control solving Inventory
Regulation of r 18" 58" 59”7 547 607 56 527 66
cognition
Procedural r .09 547 57 48" 547 517 417 577
knowledge
Conditional  r 16" 60" 627 53" 58" 527 517 64"
knowledge
Planning r 137 637 66 56 617 517 52" 67"
Monitoring  r a1 597 637 547 597 47" 48" 62"
Evaluation  r .09 597 627 517 597 497 457 617
Debugging a1 507 517 427 517 407 397 517
Information r a1 597 60" 517 60" 48" 46" 617
management
MA Inventory r 137 637 66 56 637 53" 52" 67"

**p< 01 *p<.05
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When Table 3 is examined, it is seen that there is a positive and significant relationship between MA
and OISS (r = .67, p < .01) at a medium level. Likewise, it has been revealed that there's a positive and
significant relationship between sub dimensions as evaluation, purposeful thinking, trial and error,
selecting main ideas, control and problem-solving of OISS Inventory and the sub dimensions of MA
Inventory.

However, a low-level significant relationship has been detected between disorientation sub
dimensions of OISS Inventory, with regulation of cognition, conditional knowledge, planning,
monitoring, debugging, information management sub dimensions of MA Inventory, and the whole MA
Inventory. On the other hand, any significant relationship between the disorientation sub dimension of
OISS Inventory, and procedural knowledge and evaluation sub dimensions have not been found.

The Findings Related to How Students Use MA in Online Information Searching Process

In this section, the findings related to how students use MA in online information searching process
are presented. The data of the research have been analysed according to themes and subthemes
created by Brown (1987) and the researcher, and frequencies and percent values of subthemes are
given and presented at the tables. In addition, by supplying direct quotes from participants, a detailed
picture of the study was presented. Table 4 shows themes and subthemes of answers of the students to
the questions of subthemes “Before searching online information, how do you plan information that
you will search?”

Table 4.
Before Searching Information on Internet, Students’ Opinions Related to PLANNING.
Theme Sub themes F %
Planning Process Identifying key words related to the subject 24 42.86
Specifying the scope of searching 11 19.64

Determining the searching strategies 7 12.50
Determining the websites which will be searched 6 10.71
Searching in the frame of template 4 7.14
Writing as a question while searching the subject 2 3.57
Writing as a sentence while searching the subject 2 3.57

When the Table 4 is examined, it is seen that 42.86 % of the students identify the key words related
to searching subject in the form of brief summaries, before starting online information searching
process. It could be said that while doing this, they partially summarize the subject and identify some
key words. While planning, that the students use writing the subject in the question form and in the
sentence form less was observed, as well.

Some of the students’ opinions are presented below:

S3: “Initially, before searching information on the internet, | create a template of that subject in my
mind. | do my searching according to that template”.

S7: “Firstly, | determine key concepts about the subject, and based on these concepts | do my
searching. | examine some other subjects which have a direct relation to my subject. Initially, | search
the subject as a whole. Later, | search key words and then related subjects, and finally | combine
these three”.

It can be stated that before searching the subjects most of them make a plan and select the main
ideas.

In Table 5, the themes and subthemes of the answers given by the students to the questions of
“What do you do to determine whether you move in accordance with searching plan, and to evaluate
the appropriateness of found information to searching plan?” are presented.
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Table 5.
Students’ Opinions Related to MONITORING and EVALUATING Processes While Searching Information on
Internet.

Theme Sub themes F %
Monitoring and Comparing found information to searching goals 17 34.69
Evaluation Process  Comparing found information to information on other websites 8 16.33
Comparing found information to information in books 6 12.24
Examining found information in detail 5 10.20
Comparing with background information 5 10.20
Getting help from experts 5 10.20
Getting help from peers 3 6.12

Table 5 shows that 34.69 % of the students evaluate the information by examining according to
searching their goals. As for monitoring and evaluation process, it is understood that students use
getting help from their peers the least. It is revealed that while searching in order to know whether they
are on the right way or not, students make comparison mostly with searching goals and then examining
information at other websites, and consulting to books, experts and their peers. It is thought that among
the reasons of comparing found information during monitoring and evaluation process with information
at other websites, there is effect of accessing to internet whenever and wherever the students want.

Some of the students' opinions are given below:
S2: "l examine information that | found. After comparing with source books | use that information".

S11: "I check whether given information meet my needs. | receive help from my friends and teachers,
when required”.

In general, when students' opinions about monitoring and evaluation during searching process, it is
observed that from searching strategies, purposeful thinking is mostly used by students. It is specified
that students examine the results of searching in terms of their goals and decide whether they go on
searching or not accordingly.

Discussion, Conclusion & Implementation

According to findings obtained from the study, it is seen that there's a positive medium-level relation
between MA and OISS. In addition, qualitative findings show that before starting searching process,
students mostly create key words, and during the searching process they evaluate according to their
searching goals to test whether they are on the right way or not. Blummer and Kenton (2014), by
mentioning the importance of metacognitive knowledge in the process of searching, they indicate that
people who have high metacognition follow more advanced searching strategies in searching process.
Hofer (2004) claims that because undergraduate students recognize information as bare and certain,
they could regard it unnecessary to search on additional web sites, or question the reliability and
correctness of online sources. However, when qualitative findings are examined, it is specified that
students evaluate to see whether they are on the right way or not by consulting to other information
sources on other websites, books, experts, and peers.

Nowadays, students generally make use of computers and mobile devices in their learning process.
Especially teachers by asking questions about the subject to the students during the lessons, want the
students to reach information on the internet and they try to discuss about them. However, the
students confront some problems such as disorientation, not thinking purposeful, not evaluating the
correctness of information sources. It is claimed that these problems arise particularly in settings such as
home where students are studying individually, and when guidance and leading decrease (Barrett, 2012;
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Fidel et al., 1999). To increase MA, providing students with guidance and leading about planning the
searching process, monitoring and evaluation could be a solution. In their study, Tsai and Chuang (2005)
by claiming that metacognitive activities play an important role in internet-based learning, they mention
the necessity of improving students' epistemological beliefs by varying the metacognitive activity use.
While in the classroom, this leading can be done by teachers, use of smart systems, adaptable setting
and educational interface agents could be useful at home (Bromme, Pieschl, & Stahl, 2010; Cesur, 2013;
Yilmaz & Kilig Cakmak, 2012). Furthermore, the regular use of these guidance strategies may provide
opportunity to the students to get used to them in time and to manage their own searching process
more efficiently. It is thought that metacognitive guidance will have good effect on searching and
learning performance, especially for the students who need guidance and leading in learning process; in
other words, the students who have low level of self-organization skills. Researchers state that including
planning, monitoring and evaluating implementations that will help students to organize their own
metacognitive process in learning settings increase students' MA and accordingly MA enables to control
and self-organization on students' thinking, learning process and output (De Bruin & Van Gog, 2012;
Hartman, 1998; Yurdakul, 2004).

All'in all, it is believed that developed MA will contribute to the development of their OISS. Certain
educational measures can be taken both in traditional learning environments and in online
environments to improve MA. The biggest responsibility here belongs to the teachers. Teachers could
make activities intended to improve MA. Basically, teachers can use their supporting and guiding roles
as a teacher and ask various questions to students to provide them with the opportunity to plan,
monitor and evaluate the process of their own learning. During this process, students can ask the
following questions in each phase: In the planning process, they can ask: “Which sources of information
could be helpful in solving this problem?” “What should | do initially in the process of searching?”,
“Where should | start?”, and “Which strategy should | follow?” etc.; in the monitoring process: “Am |
progressing in the right direction?” “Does the strategy | use work?”, “What can | do differently?” etc.;
and in the evaluation process, students can ask: “Did | access the right sources of information?”, “Are
there any sources that | could not reach?”, “Do these sources work for me to solve this problem?” etc.
(NCREL, 1995; cited by Yilmaz, 2014). In addition, it's important to conduct researches intended to
support students' learning outcomes and life quality and that school curriculum helps student to search
information and evaluate (Brand-Gruwel, Wopereis, & Vermetten, 2005).

It would be beneficial to carry out the study again on people from different age groups and
educational levels such as primary, middle and high school to examine the generalizability of the results
of this study which was on undergraduate university students. By this way, the change of MA and OISS
in relation to age and educational levels could be compared. Furthermore, in order to examine the
students' observable behaviours during information searching process, some techniques like analysing
screencast and log data records would be applied.
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Tirkge Siiriim

Giris

Bilgi ve iletisim teknolojilerinin (BIT) hizli gelisimi yasamin her alaninda oldugu kadar egitim alaninda
da 6nemli degisikliklerin yasanmasina yol agcmis, BIT’ ten egitim siirecinin her asamasinda yararlanilir
olmustur. Ozellikle internet teknolojilerinin gelismesine bagh olarak sayilari her gegen giin artan ve
cesitlenen cevrimici bilgi kaynaklarina 6grenciler kolay ve hizli bir sekilde erisebilmektedir. Askar ve
Mazman’a (2013) gore gliniimizde web ortamindaki bilgilerin ¢cok hizl bir sekilde artmasi ve bu bilgilerin
herkes tarafindan erisilebilir ve diizenlenebilir olmasiyla, bu ortamlar her alanda birincil bilgi kaynagi
haline gelmektedir. Bireyler; egitim, is hayati, alisveris, bankacilik ve rezervasyon islemleri, yol tarifi
alma, hava durumunu o6grenme gibi bircok farkli sebepten dolayr web ortamindaki bilgilere
basvurmaktadir.

Gunumuzde herhangi bir bilgiyle ilgili cok sayida bilgi kaynagina internetten erisilebilmektedir. Ancak
erisilen bu bilgi kaynaklarinin dogru ve amaca uygun bilgi saglayip saglamadigi konusundaki karari ise
kullanicinin kendisi vermektedir (Kiligc Cakmak, Karaoglan Yilmaz, & Yilmaz, 2015). Kullanicilar bilgi arama
siirecinde ¢ogu zaman yolunu kaybetme problemi ile karsi karsiya kalmakta ve nereye gideceklerini,
nerede olduklarini, ne yapacaklarini bilememekte olup (Askar & Mazman, 2013); yapilan arastirmalar,
bireylerin arama terimlerini amaca uygun bir sekilde 6zellestirmede, sonuglar tzerinde akil ylritmede,
bilgi kaynagina elestirel gozle bakmada ve arama sirecini diizenlemede zorluklar yasadiklarini ortaya
koymustur (Askar & Mazman, 2013; Griffths & Brophy, 2005; Tsai, 2009; Walraven, Brand-Gruwel, &
Boshhuizen, 2008; Yalc¢inalp & Askar, 2003). Bu nedenle, 6grencilerin internetteki bilgi kaynaklarindan
dogru sekilde yararlanabilmeleri igin 6ncelikle ¢evrimici bilgi arama siirecinde dogru stratejileri
kullanmalari gerekmektedir.

Cevrimici Bilgi Arama Stratejileri

Alanyazinda, arastirmacilarin "bilgi arama" ile ilgili cesitli tanimlamalar yaptigi gorilmektedir.
Ornegin, Case (2002) bilgi aramayi; bilgi eksikligi ya da ihtiyacini ortadan kaldirmak icin bilingli bir bilgi
edinme ¢abasi olarak tanimlamaktadir. Wilson (2000) ise bilgi aramayi, bir ihtiyag¢ sonucu bazi hedefleri
karsilamak amach bir arayis olarak tanimlamaktadir. Tanimlarda da gorilecegi lizere bilgi aramanin
“etkin ve amach” bir siire¢ oldugu anlasilmaktadir. Ancak bazi sosyal ve bireysel farkhliklardan dolayi
bireylerin bilgi arama sireclerinin de farkhlik gosterebildigi ifade edilmektedir (Hill, 1999; Hsu, 2014).
Bireylerin bilgi arama davranislarini inceledigi calismasinda Hill (1999) bilgi arama sirecinde denetime
ihtiya¢c duyan kullanicilarin sadece tarama ve gorintileme gibi davranislari gosterdiklerini; denetime
daha az ihtiyag duyan kullanicilarin ise anahtar sozclkleri farkhlastirma gibi gelismis arama
davraniglarini; transfer, birlestirme gibi Ustbilissel stratejileri kullanabildiklerini ifade etmektedir.
Schacter, Chung ve Dorr (1998) tarafindan gerceklestirilen galismada ise Ogrencilerin bilgi arama
siirecinde sistematik ya da planl hareket etmek yerine gelisiglizel ¢cevrimici kaynaklara gbz atmayi tercih
ettikleri, internette ilgili bilgi kaynaklarini bulmakta zorlandiklari ancak iyi yapilandiriimis bilgi arama
slireglerinde ise bu zorluklari yasamadiklari gérilmuistir. Ayrica, deneyimli kullanicilarin deneyimsizlere
gore internette bulunan bilgilerin dogrulugu ve givenilirligi konusunda daha sorgucu oldugu
belirtilmistir. Bu sonuglar bireysel farkhliklarin CBAS (zerinde farklilasmaya yol acabildigine isaret
etmektedir.

Tsai ve Tsai (2003) cevrimici bilgi arama stratejilerini agiklayan bir cerceve ortaya koymustur. Bu
cerceveye goére CBAS davranissal, yaklasimsal (prosediirel) ve Ustbilissel olmak Gzere li¢ alani kapsadigi
belirtiimektedir. Bu ¢ alan ise; kontrol, kaybolma, deneme ve yanilma, problem ¢6zme, amach
disiinme, temel fikirleri ayirt etme ve degerlendirme stratejilerini icermektedir. Cevrimici bilgi arama
stratejilerini agiklayan bu U¢ alan ve kapsadigi stratejileri ortaya koyan gerceve Tablo 1’de verilmistir.
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Tablo 1.

Cevrimigi Bilgi Arama Stratejilerinin Analizi Igin Bir Cerceve (Tsai & Tsai, 2003).

Alan CBAS
Davranigsal Kontrol
Kaybolma
Yaklagimsal Deneme ve yanilma
Problem ¢6zme
Ustbilissel Amacl diisiinme

Temel fikirleri ayirt etme
Degerlendirme

Tablo 1’'deki cerceveye gore davranissal alan; 0Ogrencilerin internette temel diizenleme ve
gezinmelerini iceren kontrol ve kaybolma stratejileri ile ilgilidir. Yaklasimsal alan; 6grencilerin internette
icerikle ilgili genel arama yaklasimlarini iceren deneme ve yanilma ile problem ¢ézme stratejileri ile
ilgilidir. Ustbilissel alan; internette dz-diizenleme ve igerikle ilgili Ust diizey bilissel etkinlikleri iceren
amagh distinme, temel fikirleri ayirt etme ve degerlendirme stratejileri ile ilgilidir (Tsai & Tsai, 2003).

Rieh (2004) arama stratejilerinin 6nemine degindigi calismasinda; 6grencilerin okula kiyasla 6zellikle
ev ortaminda internetten bilgi aradigini ve bu siiregte ¢ogunlukla yanlarinda bir uzman olmadig igin
gerekli rehberlik ve yoénlendirmeleri alamayip bireysel hareket ettigini ifade etmektedir. Yapilan
calismalar da bu sonucu destekler nitelikte olup, 6grencilerin bilgi arama sirecinde gerekli rehberlik ve
yonlendirmeyi alamadiklarindan siireci yonetmekte zorlandiklari ve bu siregte uygun stratejiler
kullanamadiklarini ortaya koymustur (Barrett, 2012; Fidel et al., 1999). Bireyin arama sirecindeki
farkindahgiyla ilgili olabilecek bu durumlar lzerinde Ustbilissel farkindahgin belirleyici bir rol oynadig
distintilmektedir.

Cevrimigi Bilgi Arama Siirecinde Ustbilissel Farkindaligin Rolii

Tsai ve Tsai (2003) tarafindan ortaya konulan cercevede yer alan Ustbilissel alan 6z-dizenleyici
6grenme silirecinin bir boyutu ve bu siirecte kullanilan bir stratejidir (Pintrich, 2000; Zimmerman, 1990).
Pintrich (1995) 6z-duzenleyici 6zellige sahip 6greneni, belirledigi hedefe ulasabilmek igin kendi bilisini,
giidiilenme diizeyini ve davranislarini kontrol ederek diizenleyen birey olarak tanimlanmaktadir. Oz-
diizenleyici 6grenenler, davranissal agidan en iyi 6grenebilecekleri 6grenme ortamlarini seger, zamani
etkili bir sekilde kullanir, Gstbilis agisindan kazanimlari sirasinda planlar yapar, zorlayici ancak ulasilabilir
hedefler belirler, hedeflere ulasmak icin kullandiklari stratejileri izler ve 6z degerlendirme yaparlar (Kaya,
2012).

Pintrich (2000) tarafindan gelistirilen modele gore 6z-diizenleyici 6grenme; 6n disinme, izleme,
kontrol ve tepki-yansitma olmak lzere dort temel asamadan olusmaktadir. Bu siireglerde 6grenci kendi
o6grenme sirecini planlarken “Acaba hangi stratejiyi kullanmaliyim?”, izlerken “Dogru yolda ilerliyor
muyum?” ve degerlendirirken “Kullanmis oldugum strateji ise yaradi mi?” gibi sorulari kendine sorarak
o6grenme sirecini kontrol etmektedir (Yilmaz, 2014). Bu siregler boyunca bireyin kendisi ve gorevi ile
ilgili Ustbilissel farkindaligi ise 6grencinin kendi 6grenme siirecini planlarken, izlerken ve degerlendirirken
siirece daha elestirel bir bakis agisiyla bakabilmeye olanak saglamaktadir (Schraw & Moshman, 1995).

Schraw ve Dennison (1994) bireylerin Ustbilissel farkindaliklarini bilisin bilgisi ve bilisin diizenlenmesi
temel boyutlari altinda sekiz alt boyut olarak ele almistir. Bu boyutlar Sekil 1’de gosterilmektedir. Sekil
1’deki cergeveye gore bilisin bilgisi; bir kisinin yetenekleri ve becerilerine iliskin bilgisi (agiklayici bilgi);
6grenme asamalarinin nasil uygulanacaginin bilgisi (yaklasimsal/prosedirel bilgi) ve hangi durumda
neyin nasil uygulanacaginin bilgisi (durumsal bilgi) boyutlarindan olusmaktadir. Bilisin diizenlenmesi ise;
6grenme sirecinin nasil olacaginin, nereden baslanilacaginin, hangi stratejilerin kullanilacaginin
planlanmasi (planlama); beceri ve stratejiler 1s18inda bilgi kaynaklarinin yonetilmesi ve amaca uygun ise

458



Fatma Gizem KARAOGLAN YILMAZ — Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 447-468

kosulmasi (bilgi yonetme); 6grenme sirecine devam ederken 6&grenilen bilgi dizeyi, kullanilan
stratejilerin etkililigi ile ilgili kontrollerin yapilmasi (izleme); izleme sonucu farkina varilan hatalarin
giderilmesi (hata ayiklama) ve siire¢ sonunda gelinen noktanin, kullanilan stratejilerin etkililiginin
sinanmasi (degerlendirme) boyutlarindan olusmaktadir (Schraw & Dennison, 1994; akt. Yilmaz, 2014).

Aciklayici bilgi

= Bilisin Bilgisi Prosediral Bilgi

Durumsal bilgi

Planlama

Ustbilissel farkindalik
|
|

= Bilgi yonetme

{Bilign dUzenIenmesi%— Izleme

—  Hata ayiklama

— Degerlendirme

Sekil 1. UF ve alt boyutlari (Schraw & Dennison, 1994).

Ustbilissel farkindaliga sahip olmanin bireyin kendi &grenme sirecini planlama, izleme ve
degerlendirme asamalarinda daha etkin rol almasina, bu siireci ydonetmesine yardimci oldugu ifade
edilmektedir (Akyol & Garrison, 2011; Pintrich, 2002; Schraw, 2001; Zimmerman, 1990). Alanyazin
incelendiginde (Ustbilissel farkindaligin 6grenme siire¢ ve sonuglari ile iliskisini inceleyen cesitli
arastirmalar oldugu goériilmektedir (Bendixen & Hartley, 2003; Hartley, 2003; Hartman, 2001; Mokhtari
& Reichard, 2002). Ogrenme siirecinde oldugu gibi ¢evrimigi bilgi arama siirecinde de bireyin sahip
oldugu Ustbilissel farkindaligin arama sirecinin planlanmasi, izlenmesi ve degerlendirilmesi noktalarinda
CBAS uzerinde 6nemli bir rol oynayabilecegi disiunilmektedir. Arastirmacilar, Ustbilissel farkindaligin
cevrimigi bilgi arama siregleriyle olan iligkisi ve kullanimina yoénelik arastirmalara ihtiya¢ duyuldugunu
belirtmektedir (Bowler, 2010; Chiu, Liang, & Tsai, 2013; Tsai, 2001; Wu & Tsai, 2007).

Ustbilissel farkindaligin yukarida belirtilen rolleri, cevrimici arama siirecinin Ustbilissel farkindalikla
olan iliskisini ele alacak arastirmalara duyulan ihtiya¢ dikkate alinarak gerceklestirilen bu calismanin
genel amaci; 6grencilerin sahip oldugu Ustbilissel farkindaliklar ile CBAS arasindaki iliskiyi incelemektir.
Bu amagla yapilan arastirmada asagidaki sorulara yanit aranmistir:

a) Universite 6grencilerinin CBAS envanteri ile Bilisdtesi Farkindalik envanterinden elde ettikleri
puanlarin diizeyi nedir?

b) Universite 6grencilerinin Bilisétesi Farkindalik envanterinden aldiklari puanlarla CBAS envanterinden
aldiklari puanlar arasinda anlamh bir iliski var midir?

c) Ogrencilerin cevrimici bilgi arama siirecinde (stbilissel farkindaligi nasil kullandiklarina iliskin
gorisleri nelerdir?
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Yontem

Bu bolimde arastirmanin modeli, katihmcilari, veri toplama araci ve verilerin analizine iligkin bilgilere
yer verilmistir.

Arastirma Modeli

Bu galismada Universite 6grencilerinin ¢evrimigi bilgi arama stratejilerini ve stbilissel farkindaliklarini
tanimlayabilmek igin nicel ve nitel arastirma yontemlerinin birlikte kullanildigi karma yéntem (mixed
method research) kullanilmistir. Nicel yéntemlerle birlikte nitel yontemlerin tercih edilmesinin sebebi ise
konuya iliskin daha derinlemesine verilerin elde edilmesine ve konunun daha kapsamli olarak
anlasiimasina katki saglamaktir (Yildirnm & Simsek, 2008).

Katilimcilar

Bu arastirma, Universite diizeyinde verilmekte olan Bilgisayar | ve Il dersini almis Universite
ogrencileriyle ylratilmustar. Arastirmanin katihmcilarini; 2014-2015 akademik yih bahar doénemi
sonunda Turkiye’de bir devlet liniversitesinin gesitli bélimlerinde 6grenim gérmekte olan 419 (niversite
ogrencisi olusturmaktadir.

Veri Toplama Araglari

Arastirmada veri toplama araci olarak; Tsai (2009) tarafindan gelistirilen ve Askar ve Mazman (2013)
tarafindan Tirkce uyarlamasi yapilan “CBAS Envanteri” ile Schraw ve Dennison (1994) tarafindan
gelistirilen ve Akin, Abaci ve Cetin (2007) tarafindan Tirkge uyarlamasi yapilan “Bilisétesi Farkindalik
Envanteri” kullanilmigtir. Ayrica, 6grencilerin ¢evrimigi bilgi arama siirecinde Ustbiligsel farkindaligi nasil
kullandiklarina iliskin goruslerini belirlemek amaciyla, arastirmaci tarafindan gelistirilen 6grenci
gorislerini belirleme formundan yararlaniimistir.

Cevrimici Bilgi Arama Stratejileri Envanteri, 25 maddeden olusmakta olup; kaybolma, degerlendirme,
amagli disinme, temel fikirleri ayirt etme, deneme yanilma, kontrol ve problem ¢6zme olmak lizere
yedi faktorden olusmaktadir. Envanter maddeleri, altili likert seklinde olup yanitlar “1= Bana hig
uymuyor” ve “6= Bana tamamen uyuyor” seklinde siralanmistir. Tim envanter ic¢in i¢ tutarllik
katsayisinin (Cronbach’s alpha katsayisi) .91 oldugu ve envanteri olusturan faktorlerin i¢ tutarhhk
katsayisinin ise .61 ve .77 arasinda degerler aldigi belirtilmistir. Envanterden alinabilecek en diisiik puan
25, en yiksek puan ise 150’dir. Envanterden alinan puanin yiksek olmasi, gelismis ¢evrimici bilgi arama
stratejilerini temsil ettigini ifade etmektedir (Askar & Mazman, 2013).

Bilisotesi Farkindalik Envanteri, 52 maddeden olusmakta olup; aciklayici bilgi, prosedirel bilgi,
durumsal bilgi, planlama, izleme, degerlendirme, hata ayiklama ve bilgi yonetme olmak ({izere sekiz
faktorden olusmaktadir. Envanter maddeleri, besli likert seklinde olup yanitlar “1=Hicbir zaman” ve
“5=Her zaman” seklinde siralanmistir. Uyum gegerligi ¢alismasi, iki 6lcek arasinda .95 degerini verirken,
madde analizi sonucunda alt dlgeklerin madde-test korelasyonlarinin .35 ile .65 arasinda degistigini
gostermektedir. Envanterin i¢ tutarhlik ve test-tekrar test givenirlik katsayilarinin .95 olarak bulundugu
ifade edilmektedir (Akin et al., 2007). Bu ¢alismada, Ustbilissel farkindalik dizeyini belirlemek amaciyla
kullanilan Bilisétesi Farkindalik Envanterinin ismi “Bilisotesi” olarak kullanilmis ancak metin icerisinde
tutarlihgr saglamak adina puanlarin yorumlanmasinda bu kavram Ustbilissel farkindalik olarak ele
alinmistir.

Arastirma kapsaminda gelistirilen 6grenci goruslerini belirleme formu 6grencilerin ¢evrimici bilgi
arama silrecinde Ustbilissel farkindahgi nasil kullandiklarini  belirlemek amaciyla uygulanmistir.
Arastirmaci tarafindan hazirlanan form, egitim teknolojisi alaninda dért uzmanin géruslerine sunulmus
ve uzmanlardan gelen doniit ve diizeltmeler dogrultusunda forma son hali verilmistir. Katilimcilar
arasindan rastgele secilen 32 6grenciye gérisme formu uygulanmistir.
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Verilerin Toplanmasi

2014-2015 akademik yili giiz donemi baginda uygulanan ders kapsaminda 6grencilere gevrimigi bilgi
kaynaklarina nasil ulasilabildigi, ¢evrimigi bilgi arama stratejilerinin neler oldugu agiklanmistir. Ardindan
iki akademik dénem boyunca 6grencilere gesitli etkinlikler verilerek ¢evrimici bilgi arama stratejilerini
uygulamaya koymalari saglanmistir. Boylece 6grencilerin ¢evrimigi bilgi arama konusunda belirli bir bilgi
ve tecrilbe edinmeleri saglanmistir. iki akademik dénem sonunda 6grencilere veri toplama araglar
uygulanarak ¢evrimigi bilgi arama stratejilerini kullanma durumlari, Gstbilissel farkindaliklari ve bu siirece
iliskin goruasleri belirlenmeye galisiimistir.

Verilerin Analizi

Arastirmanin katilimcilarini olusturan (niversite &grencilerinin CBAS ve UF diizeylerine iliskin
puanlarinin normal dagilim gosterip gostermedigi Kolmogorov-Smirnov testi ile sinanmistir. Test sonucu
elde edilen bulgular neticesinde verilerin normal dagilim gostermedigi saptanmistir (p<.05). Bu nedenle
normal dagiim gostermeyen verilerin analizinde iliskinin goriilmesi igin Spearman Brown Sira Farklari
Korelasyon yéntemi uygulanmistir. Arastirmada anlamhlik testlerinde (*) .05 ve (**) .01 givenirlik dlzeyi
dikkate alinmistir.

Ogrencilerin cevrimici bilgi arama siirecinde arama siirecini planlama, izleme ve degerlendirme
adimlarinda Ustbiligsel farkindaliktan nasil yararlandiklari ise 6grenci gorUslerini belirleme formuna
vermis olduklari yanitlar gz éniinde bulundurularak analiz edilmistir. Agik uclu sorular aracihgiyla elde
edilen verilerin analizinde betimsel ve igerik analizi teknikleri birlikte kullaniimistir. Mevcut ¢alismada,
Brown (1987) tarafindan ortaya konulan stbilissel modelin planlama, izleme ve degerlendirme
asamalari tema olarak ele alindigindan betimsel analiz teknigi kullaniimistir. Ogrencilerden toplanan
verilerin arastirmaci tarafindan analizine dayali olarak kodlar ortaya konuldugu icin de icerik analizi
vapilmistir. Analiz slrecinde, toplanan veriler detaylica incelenip gruplandirilarak taslak kodlar
olusturulmustur. Cevrimigi bilgi arama siirecine baslamadan 6nce, arama siirecine devam ederken ve bu
siirecin sonuna yonelik 6grencilerin izlemis oldugu stratejiler alt temalar seklinde ortaya konulmustur.
Ogrencilerin verdikleri cevaplar incelendigi bilgi arama siirecinin dogasi geregi izleme ve degerlendirme
asamasinda izledikleri adimlarin birbirinden bagimsiz olmadigi ve bir biri igerisinde yer aldig
gorulmistir. Bu nedenle siireci izleme ve degerlendirme temalari birlestirilerek tek tema olarak ele
alinmistir.

Calismada elde edilen veriler arastirmaci tarafindan kodlanmis ve daha sonra c¢alismanin glivenirligi
icin elde edilen veriler ikinci bir kodlayici tarafindan yeniden kodlanmistir. Kodlamanin givenirligi, her iki
kodlayicinin vermis oldugu ortak kod sayisinin, toplam kod sayisina bélinmesiyle elde edilmistir.
Kodlama glivenirlik ylizdesi %88 ¢ikmistir. Geriye kalan %12.00’lik farklilik icin arastirmacilar bir araya
gelerek uzlasmaya varilmistir. Ogrencilerin yazili agiklamalari incelendiginde, olusan bu farkliligin,
o6grencilerin verdigi bazi cevaplarin birden fazla alt tema altinda toplanmasindan kaynaklandigi
belirlenmistir. Bu sebeple tablolarda verilen frekanslar 6grenci sayisini degil kodlarin sayisini
gostermektedir.

Bulgular

Arastirmanin amaci ve alt amaglan ile ilgili elde edilen bulgular ve yorumlari asagida sirasiyla
sunulmustur.

Universite Ogrencilerinin CBAS ile Bilisétesi Farkindalik Envanterlerinden Elde Ettikleri Puanlara iliskin
Bulgular

Arastirmanin birinci alt problemi dogrultusunda, iniversite 6grencilerinin UF ve CBAS diizeylerine
iliskin durumlarini gésteren betimsel istatistikler Tablo 2’de gosterilmistir. Tablo 2’ye goére, lniversite
ogrencilerinin CBAS envanterinden elde ettikleri toplam puan ortalamasi 113.59 (6.00 Gzerinden 4.54)
olup Bilisétesi Farkindalik envanterinden elde ettikleri toplam puan ortalamasi 198.61'dir (5.00
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lizerinden 3.82). Bu baglamda, Universite 6grencilerinin ¢evrimigi bilgi arama stratejilerinin yiksek, bir
diger ifade ile gelismis oldugu ve ayni sekilde Ustbilissel farkindaliklarinin yiksek, bir diger ifade ile
gelismis oldugu sdylenebilir. CBAS envanterine alt boyutlar bazinda bakildiginda tiim alt boyutlarin
yuksek duzeyde oldugu soylenebilir. Buna ek olarak, Bilisotesi Farkindalik envanterine alt boyutlar
bazinda bakildiginda tiim alt boyutlarin yiksek diizeyde oldugu séylenebilir.

Tablo 2.
Universite Ogrencilerinin CBAS ve UF Diizeylerine iliskin Puanlarinin Dagilimlari.
Madde En diisiik En yiiksek
Olcekler sayisl puan puan X ss  X/k
CBAS Envanteri 25 45.00 150.00 11359 20.35 4.54
Kaybolma 4 6.00 24.00 18.37 430 4.59
Degerlendirme 4 4.00 24.00 17.98 4.27 4.50
Amagli disiinme 4 4.00 24.00 18.05 424 451
Deneme yanilma 3 3.00 18.00 13.99 3.43 4.66
Temel fikirleri ayirt etme 3 3.00 18.00 13.89 3.36 4.63
Kontrol 4 4.00 24.00 17.84 432 4.46
Problem ¢6zme 3 5.00 18.00 13.47 2.98 4.49
Bilisotesi Farkindalik Envanteri 52 52.00 260.00 198.61 33.69 3.82
Aciklayici bilgi 8 8.00 40.00 31.16 531 3.90
Prosediirel bilgi 4 4.00 20.00 15.10 2.87 3.78
Durumsal bilgi 5 5.00 25.00 19.51 3.51 3.90
Planlama 7 7.00 35.00 26.66 495 3.81
izleme 8 8.00 40.00 30.15 5.87 3.77
Degerlendirme 6 6.00 30.00 22.59 430 3.77
Hata ayiklama 5 5.00 25.00 18.98 3.69 3.80
Bilgi yonetme 9 9.00 45.00 34.46 6.10 3.83

Universite Ogrencilerinin CBAS ile UF Puanlari Arasindaki Korelasyona iligkin Bulgular

Arastirmanin ikinci alt problemi dogrultusunda, CBAS ile Bilisétesi Farkindalik envanterinden elde
edilen puanlar arasinda anlamli bir iliski olup olmadigini belirlemek amaciyla yapilan korelasyon analizi

sonuglari Tablo 3’de verilmistir.

Tablo 3.
CBAS Puanlari ile UF Puanlari Arasindaki Koreldsyon Sonuclari.
Amaghi Deneme Temel fikirleri Problem CBAS

Kaybolma Degerlendirme disiinme yanilma ayirt etme Kontrol ¢6zme Envanteri
Aciklayici bilgi  r 18" 58" 597 547 607 56 52" 66
Prosediirel bilgi r .09 54" 577 48" 547 517 417 577
Durumsal bilgi r 167 60 627 537 58" 527 517 64"
Planlama r 13" 63" 66 56 617 517 527 67"
izleme r a1 59" 63 547 597 477 48" 62"
Degerlendirme r .09 59" 62" 517 597 497 45" 617
Hata ayiklama r a1 50 517 427 517 407 397 517
Bilgi ybnetme  r a1 59" 60" 517 60 487 46" 617
Bilisdtesi r 13" 637 66 56 637 537 52" 67"
Farkindalik
Envanteri
**p< 01  *p<.05
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Tablo 3’deki iliskiler incelendiginde, UF ile CBAS arasinda (r=.67, p<.01) orta diizeyde pozitif ve
anlamli bir iliski oldugu gorilmektedir. Benzer sekilde CBAS envanterinin degerlendirme, amagli
disinme, deneme yanilma, temel fikirleri ayirt etme, kontrol ve problem ¢dézme alt boyutlari ile
Bilisotesi Farkindalik envanterinin alt boyutlari arasinda orta dizeyde pozitif anlamli bir iliski oldugu
belirlenmistir. Ancak, CBAS envanterinin kaybolma alt boyutu ile Gst bilissel farkindalk envanterinin
aciklayici bilgi, durumsal bilgi, planlama, izleme, hata ayiklama, bilgi yonetme alt boyutlari ve Bilisotesi
Farkindalik envanterinin geneli arasinda disik dizeyde anlamli iliski gorilmustir. Diger taraftan CBAS
envanterinin kaybolma alt boyutu ile prosediirel bilgi ve degerlendirme alt boyutlari arasinda anlaml bir
iliski bulunamamistir.

Ogrencilerin Cevrimici Bilgi Arama Siirecinde Ustbilissel Farkindaligi Nasil Kullandiklarina iliskin
Goriislere Yonelik Bulgular

Bu bélimde, 6grencilerin gevrimici bilgi arama surecinde Ustbiligsel farkindahgi nasil kullandiklarina
iliskin bulgular yer almaktadir. Calisma verileri, Brown (1987) ve arastirmaci tarafindan olusturulan tema
ve alt temalara gore analiz edilerek alt temalarin frekans ve ylzde degerleri verilmis ve tablolar halinde
sunulmustur. Ayrica, katihmcilardan dogrudan alintilar verilerek c¢alismanin ayrintih  bir resmi
sunulmustur. Tablo 4’te “Cevrimigi bilgi aramadan 6nce arayacaginiz bilgi icin nasil bir arama planlamasi
yaparsiniz?” sorusuna iliskin 6grencilerin verdikleri cevaplara ait tema ve alt temalari géstermektedir.

Tablo 4.

internette Bilgi Aramadan Once PLANLAMA Siirecine iliskin Ogrenci Gériisleri.

Tema Alt temalar F %

Planlama Siireci Konu ile ilgili anahtar kelimeler belirleme 24 42.86
Aramamin kapsamini belirleme 11 19.64

Arama stratejilerine karar verme 7 12.50
Arama yapacagi sitelere karar verme 6 10.71
Sablon gergevesinde arama yapma 4 7.14
Konuyu ararken soru olarak yazma 2 3.57
Konuyu ararken climle olarak yazma 2 3.57

Tablo 4 incelendiginde, cevrimici bilgi arama sirecine baslamadan 6nce, 6grenci yanitlarinin
%42.86'sinin arama yapacaklari konuya iliskin kisa ozetler seklinde kendilerine konunun anahtar
kelimelerini ¢ikardigi goriilmektedir. Bunu yaparken kismen de olsa konuyu 6zetledikleri ve buna yonelik
anahtar kelimeler ¢ikardiklari séylenebilir. Ogrencilerin planlama yaparken konuyu soru olarak yazma ve
cimle olarak yazmayi daha az kullandiklari gériilmustir.

Asagida 6grenci goriislerinden bazilarina yer verilmistir:

03: “Oncelikle internette bilgi aramadan énce o bilgiyle ilgili kafamda bir sablon hazirlarim. O sablon
ddhilinde planlarimi yaparim.”

07: “Oncelikle konuyla iliskisi olan anahtar kavramlar olusturur, bu kavramlar iizerinden arastirmami

yaparim. Diger konular iizerinden de arastirdigim konuyla direkt baglantisi olan konulara bakarim.

Konuyu énce bir biitiin olarak arastirirrm, sonra anahtar kelimeleri daha sonra da baglantili konulari

arastirip bu dglini birlestiririm.”

Ogrenci cevaplari incelediginde cogunlugunun konuyla ilgili arama yapmadan énce bir planlama
yaptigl ve arama yapmadan once konunun ana fikirlerini gikardiklari sdylenebilir.

Tablo 5’te “Cevrimici bilgi ararken arama planina uygun ilerleyip ilerlemediginizi izlemek ve
buldugunuz bilginin arama planina uygunlugunu degerlendirmek adina ne yaparsiniz?” sorusuna iliskin
ogrencilerin verdikleri cevaplara ait tema ve alt temalari gostermektedir.
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Tablo 5.
internette Bilgi Ararken iZLEME ve DEGERLENDIRME Siirecine iliskin Ogrenci Gériisleri.
Tema Alt temalar F %
izleme ve Bulunan bilgiyi arama amaclariyla karsilastirma 17 34.69
Degerlendirme Siireci  Bulunan bilgiyi baska web sitelerindeki bilgilerle karsilastirma 8 16.33
Bulunan bilgiyi kitaplardaki bilgilerle karsilagtirma 6 12.24
Bulunan bilgiyi detaylica inceleme 5 10.20
Onbilgilerle karsilastirma 5 10.20
Uzmanlardan yardim alma 5 10.20
Akranlardan yardim alma 3 6.12

Tablo 5 incelendiginde, 6grencilerin %34.69’unun aradiklari bilgiyi inceleyip kendi amaclan
dogrultusunda degerlendirdikleri gériilmektedir. Ogrencilerin siirecin izleme ve degerlendirmesini
yaparken ise en az akranlardan yardim aldiklari anlasilmaktadir. Ogrencilerin arama yaparken dogru
yolda olup olmadiklarini gormek icin karsilastirma yaptiklari, bunu da en ¢ok arama amaglariyla;
sonrasinda baska web sitelerindeki bilgileri inceleyerek, kitap, uzman ve akranlara basvurarak
degerlendirdikleri belirlenmistir. izleme ve degerlendirme siirecinde bulduklari sonuglari diger web
sitelerindeki bilgiler ile karsilastirmalarinin nedenleri arasinda 6grencilerin istedigi zaman ve yerden
internete ulasabilmelerinin etkisinin oldugu distnilmektedir.

Asagida 6grenci goriislerinden bazilarina yer verilmistir:
02: “Buldugum bilgilere bakarim, kaynak kitaplarla karsilastirdiktan sonra o bilgiyi kullanirim.”

011: “Verilen bilgilerin ihtiyacima cevap verip vermedigini kontrol ederim. Gerektiginde
arkadaslarimdan, 6gretmenlerimden yardim alirm.”

Arama sirecine devam ederken siireci izleme ve degerlendirmeye yonelik 6grenci gérisleri genel
olarak degerlendirildiginde; arama stratejilerinden amach disiinmenin 6grencilerce ¢okca kullanildig
goriilmektedir. Ogrencilerin arama sonucunda ¢ikan sonuglari, kendi amaclarina gére irdeleyip
inceledikleri ve ona gore aramaya devam edip etmeyeceklerine karar verdikleri belirlenmistir.

Tartisma, Sonug ve Oneriler

Arastirmadan elde edilen bulgulara gére UF ile CBAS arasinda pozitif yénlii orta diizeyde bir iliski
oldugu gorilmustir. Ayrica, nitel bulgular da 6grencilerin arama sirecine baslamadan 6nce ¢ogunlukla
anahtar kelime olusturduklarini; arama sireci igerisinde de arama amaglarina gore degerlendirme
yaparak dogru yolda gidip gitmediklerini sinadiklari gorilmistir. Blummer ve Kenton (2014) da bu
sonuglari dogrular nitelikte bireylerin bilgi arama slrecinde Ustbilissel bilginin 6nemine deginerek,
Ustbilisi gelismis olan bireylerin arama sirecinde daha gelismis arama stratejileri ortaya koyduklarini
belirtmektedir. Hofer (2004) ise lniversite 6grencilerinin bilgiyi yalin ve kesin olarak algiladiklarindan
bilgi ekleme icin ek web sitelerinde aramayi veya cevrimici kaynaklarin givenilirligini ve dogrulugunu
sorgulamayi gereksiz bulabileceklerini ileri sirmustir. Ancak nitel bulgular incelendiginde; 6grencilerin
arama yaparken dogru yolda olup olmadiklarini gérmek icin baska web sitelerindeki bilgilerle, kitap,
uzman ve akranlara basvurarak degerlendirme yaptiklari belirlenmistir.

GiUnumuzde 6grencilerin 6grenme sireglerinde siklikla bilgisayar ve mobil araglardan yararlandiklari
gorilmektedir. Ozellikle 6gretmenler ders siirecinde 6grencilerine konuyla ilgili sorular sorarak
o6grencilerin internet ortamindaki bilgilere ulasmalarini istemekte ve bunlar lzerinden tartismalar
vapilmaya calisiilmaktadir. Ancak, 6grenciler bu siirecte kaybolma, amach disiinememe, bilgi kaynaginin
dogrulugunu degerlendirememe gibi problemlerle karsi karsiya kalabilmektedir. Ozellikle bu
problemlerin 6grencilerin bireysel calistiklari ev gibi ortamlarda internetten arastirma yaparken,
rehberlik ve yonlendirmenin azaldigi zamanlarda daha fazla ortaya ¢iktigl ifade edilmektedir (Barrett,
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2012; Fidel et al., 1999). Buna ¢6zim olarak da 6grencilere arama sirecini planlama, izleme ve
degerlendirme noktalarinda saglanacak ustbiligsel farkindalig artirmaya yonelik rehberlik ve
yonlendirme bir ¢6ziim olabilir. Tsai ve Chuang (2005) yaptiklari ¢alismada, Ustbilissel etkinliklerin
internet temelli 6grenmede 6nemli bir rol oynadigini ifade ederek, 6gretmenlerin internet temelli
ortamlarda Ustbilissel etkinliklerin kullanimini ¢esitlendirerek 6grencilerin epistemolojik inanglarinin
gelistiriimesi gerektigini belirtmektedir. Sinif ortaminda bu yoénlendirme 6gretmenler tarafindan
saglanabilirken, ev ortaminda ise zeki sistemlerin/uyarlanabilir ortamlarin, egitsel araytiz ajanlarinin
kullanimi bu noktada ise yarayabilir (Bromme, Pieschl, & Stahl, 2010; Cesur, 2013; Yilmaz & Kilic Cakmak,
2012). Ayrica, Ogretmenlerce saglanacak bu yonlendirme stratejilerinin diizenli kullanimi zamanla
ogrencilerde aligkanlik haline gelip kendi arama siireglerini daha etkin yonetmelerine imkan saglanabilir.
Ozellikle 6grenme siirecinde rehberlik ve ydnlendirmeye ihtiya¢ duyan, bir diger ifade ile 6z-diizenleme
becerileri disiik olan 6grenenler icin saglanacak Ustbilissel destegin arama ve 6grenme performansi
Gzerinde anlamh bir etkisinin olacagi diisintlmektedir. Arastirmacilar, 6grenme ortaminda 6grencinin
kendi bilissel sireglerini diizenleyebilmesine yardimci olacak planlama, izleme ve degerlendirme
uygulamalarina yer vermesinin, 6grencinin Ustbilissel farkindahgini artiracagini buna bagli olarak da
tstbilissel farkindaligin 6grencinin disiinme, 6grenme sire¢ ve Uriinleri Gzerinde kontrole ve 06z-
dizenlemeye izin verecegini ifade etmektedirler (De Bruin & Van Gog, 2012; Hartman, 1998; Yurdakul,
2004).

Genel olarak degerlendirildiginde ise 6grencilerin gevrimici bilgi arama stratejilerinin gelismesinde
tstbilissel farkindaliklarinin artirilmasinin yararli olacagi disiiniilmektedir. Ustbilissel farkindaligin
artirlmasinda gerek geleneksel 6grenme ortamlarinda gerekse de ¢evrimici ortamlarda bir takim egitsel
dnlemler alinabilir. Burada en &nemli sorumluluk dgretmenlere diismektedir. Ogretmenler derslerde
Ustbilissel farkindaligi gelistirmeye yénelik etkinlikler gerceklestirebilirler. Ogrenci bu siire¢ boyunca
kendi 6grenme sirecini planlama, izleme ve degerlendirme ile ilgili olarak kendine; Planlama siirecinde:
“S6z konusu problemin ¢6ziimiinde bana hangi bilgi kaynaklari yardimci olabilir?”, “Arama siirecinde ilk
olarak ne yapmaliyim?, “Nereden baslamaliyim?”, “Hangi stratejiyi takip etmeliyim?” vb.; izleme
sirecinde: “Dogru ilerliyor muyum?”, “Kullandigim strateji ise yariyor mu?”, “Farkh olarak neler
yapabilirim?” vb.; Degerlendirme siirecinde: “Dogru bilgi kaynaklarina ulastim mi?”, “Ulasamadigim bilgi
kaynaklari var mi?”, “Bu kaynaklar problemi ¢6zmemde benim isime yarar mi?” gibi cesitli sorular
sorabilir (NCREL, 1995; akt. Yilmaz, 2014). Ayrica okul mifredatlarinin bilgi arama ve degerlendirme
konularinda 6grencilerin kabiliyetlerini gelistirmeye yardimci olmasi ve 6grencilerin 6grenme sonuglarini
ve yasam Kkalitesini desteklemesine yonelik g¢alismalar yapilmasi 6nem tasimaktadir (Brand-Gruwel,
Wopereis, & Vermetten, 2005).

Universite dgrencileri Gizerinde yiiriitiilen bu arastirmanin sonuclarinin genellenebilirligini incelemek
icin calismanin ilkokul, ortaokul, lise 6grencileri ve 6gretmenler gibi farkli yas ve egitim dizeyindeki
bireyler lizerinde tekrarlanmasi faydal olacaktir. Béylece yas ve egitim diizeyine gére UF ve cevrimici
bilgi arama stratejilerinde nasil bir degisim oldugu karsilastirilabilir. Ayrica 6grencilerin bilgi arama
siirecindeki gozlenen davraniglarin incelenebilmesi icin ekran kaydi ve log data kayitlarinin incelenmesi
gibi yontemlere basvurulabilir.

Bilgilendirme

Bu calismanin ilk hali 3. Uluslararasi Ogretim Teknolojileri ve Ogretmen Egitimi Sempozyumunda
sozIi bildiri olarak sunulmustur.
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perceive classroom management as the most important quality rather than
instruction, why they do not care for professional development and face to face
interaction with pupils, and why classroom teachers attached more importance to
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Bu ¢alismada, etkili 6gretmenlerin sahip olmasi gereken niteliklerin 6nem siralarina
dayali olarak saptanmasi ile cinsiyet, brans ve okul tirl degiskenlerine gore algilarda
farkhhk olup olmadiginin belirlenmesi amaglanmistir. Sonuglara gore 6gretmenlerin
algiladigi en 6nemli etkili 6gretmen niteligi sinif yonetimi alaninda sahip olunan
nitelikler iken diger nitelikler ise sirasiyla 6gretimi planlama, kisilik 6zellikleri, 6gretme
ve 6grenci ilerlemesini izleme olarak belirlenmistir. Ogretmenlerin niteliklerini artirma
yoniinde yeterince gayret gostermedikleri, sinifin gerisinde kalan 6grencilerle yeterince
ilgilenmedikleri ve sinif 6gretmenlerinin brans 6gretmenlerine goére sinif yonetimini
daha fazla 6nemsedikleri saptanmistir. Ogretmenlerin, 6grenci 6grenmesine déniik
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egitimlere dncelik verilmesi de 6neriler arasinda yer almistir.
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Introduction

An effective teacher is the teacher who pushes hard for student success (Liston, Borko & Whitcomb,
2008). Classroom teaching qualities are among the most important factors that affect student success
(Creemers, Kyriakides & Antoniou, 2013). A research study indicates that each increase of a standard
deviation in teacher quality results in an increase of .36 standard deviation in test scores (Azam &
Kingdon, 2015). Thus it can be asserted that teachers’ ability in effective teaching and education is
closely related to teacher qualities. Success of the whole education system depends on quality of
teachers (Buchanan, 2012). Teachers are seen as the most important factor affecting student success
(Rushton, Morgan & Richard, 2007; Seidel & Shavelson, 2007). Countries that are aware of this fact
developed various policies to train effective teachers and hence they could be successful in international
tests (Bozkus & Giindiiz, 2013). Therefore, specification of and adhering to qualities that play role in
being effective teachers have become the main focus point of educational policies worldwide (OECD,
2005).

The concept of effective teacher is different from the concept of good teacher. Because “a good
teacher can seldom be effective while an effective teacher is always good” (Bayrak, 2003, p. 196). Many
research on the qualities of effective teachers are conducted. According to the results of these research
effective teachers should; take close care of their students (Langer, 2000), treat them fairly (Peart &
Campbell, 1999), establish positive interaction with students (Brookhart & Loadman, 1992), be
enthusiastic in educational activities (Rowan et al., 1997), be skilled in classroom management (Molnar
et al,, 1999), pay more attention to teaching (Cawelti, 2004), have high expectations of him/herself and
students (Cotton, 2000), and use different teaching methods and strategies (Darling-Hammond, 2001).
Stronge (2007) put together these results under 5 categories (Table 1). Theoretical framework of this
research is based on these qualities.

Table 1.
Qualities of Effective Teachers (Stronge, 2007).

Category Quality

Personality Traits Caring for students
Treating students fairly and respectfully
Positive interaction with students
Enthusiasm in teaching
Motivation to work
Devotion to professional development
Awareness of strong and weak sides

Classroom Establishing classroom management

management Organizing tasks, instruments and space in class
Establishing student discipline

Planning of Considering instruction important

instruction Time management

Having high expectations of himself and students
Organizing contents for an effective instruction

Instruction Using different instruction methods and strategies
Guiding students with clear examples
Supporting learning by understanding rather than by memorizing
Using questioning effectively
Directing student attention to lesson

Monitoring of Giving homework appropriate to lesson content and student capacity
student progress Providing face to face interaction to students left behind of class
Considering student needs and proficiency
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Results of international tests that measure student success imply that our teachers are not as
effective as their foreign counterparts (OECD, 2014). Turan, Yildirim and Aydogdu (2012) indicate that
school principals as well do not consider teachers as effective. Our education system needs effective
teachers since successful students will mean economic development (Galiskan, Karabacak & Megik,
2013). Specification of the qualities that effective teachers should have becomes important at this point.
Hence, goals for teacher education and professional development can be identified. This study,
therefore, aimed to determine both the importance order of qualities that effective teachers should
have and differences between perceptions based on teachers’ gender, branch and school types.

Method
Research Design

Research was conducted employing survey model. This model is based on gathering data from a
large sample, so the results of the study can be generalized (Fraenkel, Wallen, & Hyun, 2012).

Participants

The population consisted of 981 teachers working at public schools in the Tavsanli county of Kiitahya
province during 2014-2015 academic year. Data were gathered from 400 teachers selected using simple
random sampling method from 123 public schools in the county. At least 350 teachers had to be
included in the sample according to 5.00% acceptable error rate and 2.00% confidence interval. Forms
from 373 teachers were analyzed. Participants consisted of 198 (53.00%) males, 160 (43.00%) females,
and 15 (4.00%) people did not specified any gender. The sample included 139 (37.00%) classroom
teachers and 234 (63.00%) branch teachers. 140 (37.50%) teachers were working in primary schools, 99
(26.50%) teachers were working at secondary schools, 78 (21.00%) teachers were working at Anatolian
high schools and 56 (15.00%) teachers were working at technical high schools (Table 2).

Table 2.

Explanatory Statistics of Participants.

Factor Variable Frequency (f) Percentage (%)

Gender Male 198 53.00
Female 160 43.00
Unspecified 15 4.00

Branch Classroom Teacher 139 37.00
Branch Teacher 234 63.00

School Type Primary 140 37.50
Secondary 99 26.50
Anatolian High 78 21.00
Technical High 56 15.00

Instrument

A questionnaire was developed from the framework proposed by Stronge (2007). The questionnaire
consisted of dimensions named ‘personality traits’, ‘classroom management’, planning of instruction’,
‘instruction’, ‘monitoring of student progress’, and ‘effective teacher qualities’. The first five main
qualities took place in the last quality named ‘qualities of effective teacher’ as sub qualities. Ranking of
sub qualities in each main quality by teachers according to the perceived importance was achieved.
Participants scored their most important quality with number ‘1’ and others with an increasing order.
Therefore, a low average indicated that the quality was perceived important.

Instead of Likert type rating scale, rank order scale was adopted for more valid and reliable findings
(Guskey, 2007) as a Likert type scale may result in close averages and low variances among the qualities
(Williams, 2010). Finally, gender and branch variables were collected via the questionnaire form.
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Procedure

All teachers participated to the research voluntarily. Interviews to inform school principals of the
purpose and details of the research, and to determine the most suitable time for the collection of data
were held. Data were collected in teachers’ room and branch rooms. In-person guidance to teachers
was provided during the process.

Data Analysis

Questionnaire forms that were filled inappropriately were eliminated and remaining 373 forms were
analyzed using rank averages, independent samples t test, and ANOVA.

Results

In the main quality of personality traits, the sub quality named ‘positive interaction with students’
ranked first (X=3.34) as the most important sub quality (Table 3). Other sub qualities were ranked as
respectively ‘treating students fairly and respectfully’ (X=3.47), ‘motivation to work’ (X=3.49), ‘caring for
students’ (X=3.84), ‘enthusiasm in teaching’ (X=4.02), ‘devotion to professional development’ (X=4.72)
and ‘awareness of strong and weak sides’ (X=5.12).

Table 3.
Statistics of Personality Traits.
Personality Traits f X sd Rank
Positive interaction with 1=58 5=47 3.34 1.67 1
students 2=75 6=32
3=77 7=14
4=70
Treating students fairly and 1=79 5=67 3.47 1.90 2
respectfully 2=63 6=42
3=52 7=22
4=48
Motivation to work 1=88 5=61 3.49 2.00 3
2=59 6 =48
3=50 7=28
4=39
Caring for students 1=53 5=55 3.84 1.90 4
2=48 6 =46
3=73 7=41
4 =57
Enthusiasm in teaching 1=40 5=61 4.02 1.81 5
2=46 6=40
3=53 7=44
4=89
Devotion to professional 1=31 5=37 4.72 2.04 6
development 2=49 6=93
3=38 7=92
4=33
Awareness of strong and weak 1=24 5=46 5.12 1.96 7
sides 2=33 6=72
3=29 7=132
4=37
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In the main quality of classroom management, the sub quality named ‘establishing classroom
management’ ranked first (X=1.31) as the most important sub quality (Table 4). Other sub qualities
were ranked as respectively ‘establishing student discipline’ (X=2.02) and ‘organizing tasks, instruments
and space in class’ (X=2.67).

Table 4.
Statistics of Classroom Management.
Classroom management f X Sd Rank
Establishing classroom 1=273 131 .55 1
management 2=83
3=17
Establishing student discipline 1=68 2.02 .62 2
2=230
3=75
Organizing tasks, instruments and 1=32 2.67 .63 3
space in class 2=60
3=281

In the main quality of planning of instruction, the sub quality named ‘organizing contents for an
effective instruction’ ranked first (X=1.88) as the most important sub quality (Table 5). Other sub
qualities were ranked as respectively ‘considering instruction important’ (X=2.15), “time management’
(X=2.58) and ‘having high expectations of himself and students’ (X=3.39).

Table 5.
Statistics of Planning of Instruction.
Planning of instruction f X Sd Rank
Organizing contents for an 1=162 1.88 91 1
effective instruction 2=116
3=74
4=21
Considering instruction important 1=126 2.15 1.02 2
2=108
3=95
4=44
Time management 1=45 2.58 .87 3
2=119
3=157
4=52
Having high expectations of 1=40 3.39 1.02 4
himself and students 2=30
3=47
4 =256

In the main quality of instruction, the sub quality named ‘directing student attention to lesson’
ranked first (X=2.10) as the most important sub quality (Table 6). Other sub qualities were ranked as
respectively ‘using different instruction methods and strategies’ (X=2.83), ‘supporting learning by
understanding rather than by memorizing’ (X=3.16), ‘guiding students with clear examples’ (X=3.33)
and ‘using questioning effectively’ (X=3.59).
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Table 6.
Statistics of Instruction.
Instruction f X Sd Rank
Directing student attention to 1=196 2.10 1.40 1
lesson 2=58

3=44

4 =37

5=38
Using different instruction 1=81 2.83 1.41 2
methods and strategies 2=99

3=61

4=68

5=64
Supporting learning by 1=63 3.16 1.48 3
understanding rather than by 2=83
memorizing 3=68

4=50

5=109
Guiding students with clear 1=20 3.33 1.09 4
examples 2=65

3=118

4=113

5=57
Using questioning effectively 1=13 3.59 1.18 5

2=68

3=82

4 =105

5 =105

In the main quality of monitoring of student progress, the sub quality named ‘considering student
needs and proficiency’ ranked first (X=1.39) as the most important sub quality (Table 7). Other sub
qualities were ranked as respectively ‘giving homework appropriate to lesson content and student
capacity’ (X=2.14) and ‘providing face to face interaction to students left behind of class’ (X=2.47).

Table 7.
Statistics of Monitoring of Student Progress.

Monitoring of student progress f X Sd Rank
Considering student needs and proficiency 1=268 1.39 .68 1
2=64
3=41
Giving homework appropriate to lesson 1=76 2.14 .73 2

content and student capacity 2=169

3=128
Providing face to face interaction to students 1=29 2.47 .64 3
left behind of class 2=140

3=204

In the main quality of qualities of effective teachers, the sub quality named ‘Classroom management’
ranked first (X=2.52) as the most important sub quality (Table 8). Other sub qualities were ranked as
respectively ‘planning of instruction’ (X=2.66), ‘personality traits’ (X=2.82), ‘instruction’ (¥=3.10) and
‘monitoring of student progress’ (X=3.90).
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Table 8.

Statistics of Qualities of Effective Teachers.

Qualities of Effective Teachers

f

>

Sd

Rank

Classroom management

1=86
2=114
3=91
4 =58
5=24

2.52

1.19

Planning of instruction

1=89
2=93
3=84
4=69
5=38

2.66

1.30

Personality Traits

1=136
2=47
3=41
4 =47
5=102

2.82

1.67

Instruction

1=46
2=77
3=100
4=95
5=55

3.10

1.24

Monitoring of student progress

1=16
2=43
3=57
4=104
5=153

3.90

1.18

Independent samples t test analysis was conducted in order to determine any gender based
differences in perceptions of teachers. Table 9 indicates that personality traits (t (356) = .81, p>.05),
classroom management (t (356) = .51, p>.05), planning of instruction (t (356) = .03, p>.05), instruction (t
(356) = .52, p>.05) and monitoring of student progress (t (356) = 1.01, p>.05) did not differ significantly.

Table 9.

Independent T Test Results of Gender Based Differences.

Quality Gender n X Sd Df t p
Personality traits Male 198 2.74 1.58 356 .81 42
Female 160 2.88 1.73
Classroom management Male 198 2.51 1.24 356 .51 .61
Female 160 2.58 1.14
Planning of instruction Male 198 2.65 1.28 356 .03 .97
Female 160 2.66 1.29
Instruction Male 198 3.13 1.25 356 .52 .60
Female 160 3.06 1.25
Monitoring of student Male 198 3.95 1.17 356 1.01 31

progress Female 160 3.83 1.23
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Independent samples t test analysis was done in order to determine any branch based differences in
perceptions of teachers. Table 10 indicates that personality traits (t (371) = 1.89, p>.05), planning of
instruction (t (371) = .74, p>.05), instruction (t (371) = .05, p>.05) and monitoring of student progress (t
(371) = .28, p>.05) qualities did not differ according to branch. Classroom management (t (371) = 2.07,
p<.05) quality differed significantly. Since classroom teachers had a lower average of this quality, it can
be claimed that they see classroom management more important comparing to branch teachers.

Table 10.
Independent T Test Results of Branch Based Differences.

Quality Branch n X sd Df t p
Personality traits Classroom 139 3.03 1.64 371 1.89 .06
Branch 234 2.69 1.67
Classroom management Classroom 139 2.35 1.13 371 2.07 .04*
Branch 234 2.62 1.21
Planning of instruction Classroom 139 2.60 1.33 371 74 .45
Branch 234 2.70 1.27
Instruction Classroom 139 3.10 1.20 371 .05 .96
Branch 234 3.09 1.26
Monitoring of student Classroom 139 3.92 1.18 371 .28 77
progress Branch 234 3.88 1.18

*p<.05

One-way analysis of variance (ANOVA) was done in order to determine any school type based
differences in perceptions of teachers. Table 11 indicates that homogeneity of variances were
established.

Table 11.

Statistics of the Homogeneity of Variances.

Quality Levene Df, Df, P
Personality traits .38 3 369 .76
Classroom management 1.45 3 369 .23
Planning of instruction 1.55 3 369 .20
Instruction .68 3 369 .56
Monitoring of student progress 1.81 3 369 .14

Table 12 indicates that personality traits (F(3,369) = 1.29, p>.05), classroom management (F(3,369) =
1.41, p>.05), planning of instruction (F(3,369) = 1.64, p>.05), instruction (F(3,369)=1.10, p>.05) and
monitoring of student progress F(3,369)=.51, p>.05) did not differ significantly.
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Table 12.
ANOVA Results of School Type Based Differences.
Quality School n X Sd F p
Personality traits Primary 140 3.01 1.64 1.29 .27
Secondary 99 2.80 1.69
Anatolian H. 78 2.58 1.65
Technical H. 56 2.70 1.69
Classroom management Primary 140 2.36 1.13 1.41 .24
Secondary 99 2.61 1.15
Anatolian H. 78 2.65 1.29
Technical H. 56 2.57 1.23
Planning of instruction Primary 140 2.59 1.33 1.64 .18
Secondary 99 2.51 1.28
Anatolian H. 78 2.90 1.20
Technical H. 56 2.79 1.36
Instruction Primary 140 3.11 1.20 1.10 .35
Secondary 99 3.23 1.27
Anatolian H. 78 3.08 1.28
Technical H. 56 2.86 1.19
Monitoring of student Primary 140 3.93 1.18 .51 .67
progress Secondary 99 3.86 1.18
Anatolian H. 78 3.79 1.30
Technical H. 56 4.04 1.01

Discussion, Conclusion & Implementation

The most important quality perceived by teachers was classroom management. Other qualities were
the planning of instruction, personality traits, instruction, and monitoring of student progress,
respectively. The findings that teachers place importance on classroom management and planning of
instruction are in accordance with Sahin’s (2011) findings. This may have resulted from the fact that
teachers lack classroom management skills (Yalginkaya & Tombul, 2002). Teacher candidates of another
research which employed the same data collection tool used in this research ranked instruction as the
most important quality and then classroom management as the second most important quality (Bozkus
& Marulcu, 2016). Therefore, it can be asserted that candidates attach importance to instruction which
is the most effective factor in student learning (Creemers, Kyriakides & Antoniou, 2013) during pre-
service education, but given the changing circumstances in-service practice, classroom management
becomes the most important quality for teachers.

It is thought-provoking that instruction and monitoring of student progress qualities which are
closely related with student success had low rank orders. Karakelle (2005) too found that teachers did
not mind instructional skills as good as other skills. Since teachers need progress in instructional
methods (Yesil, 2006; Akgadag, 2010), this finding can be considered in caution. Teachers’ disregard for
monitoring of student progress may be due to their negligence in measurement and evaluation.

The finding that devotion to professional development sub quality under personality traits main
quality had a low rank order may signal that teachers do not pay effort in improving their qualities.
Turan, Yildirrm and Aydogdu (2012) also asserted that teachers neglect professional development.
Similarly, the other research done with teacher candidates (Bozkus & Marulcu, 2016) found that this
quality were the least important for candidates. Therefore, it can be claimed that the negligence in
professional development during pre-service prevails during in-service too.
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Given the fact that the sub quality of awareness of strong and weak sides under personality traits
main quality had the lowest rank order in both this research and the other one (Bozkus & Marulcu,
2016), it can be claimed that self-evaluation is not emphasized during pre-service teacher education,
and thus in-service teachers neglect self-evaluation as well.

Since monitoring of student progress quality was ranked as the least important during both research
with teachers and teacher candidates (Bozkus & Marulcu, 2016), teacher candidates should be
neglecting measurement and evaluation, and they continue to neglect it once they enter into teaching
profession. Teachers may have ranked the providing face to face interaction to students left behind of
class sub quality under this main quality as the least important quality because of highly populated
classrooms. In fact, research indicate that teachers cannot establish face to face interactions with
students because of crowded classrooms (Bliylikduman, 2005; Gurol & Yalgin, 2009).

Since teachers and teacher candidates ranked sub qualities under classroom management and
instruction main qualities in the same order (Bozkus & Marulcu, 2016), there should be a coherence
between pre-service teacher education and in-service practice.

Teacher opinions about qualities of effective teaching did not differ according to gender and school
type variables, but they did differ based on branch only in classroom management quality. This may be
because classroom teachers considered classroom management more important than their
counterparts. Since teacher opinions did not differ regarding to gender variable in the other research
too (Bozkus & Marulcu, 2016), it could be inferred that this variable has no impact on their opinions.

Some recommendations could be made according to the results of this research: Researching the
reasons for teachers to perceive classroom management as the most important quality rather than
instruction, for lack of care for professional development and face to face interaction with pupils, and
for attaching more importance to classroom management by class teachers than that of branch teachers
are recommended. Also, the preparation and professional development activities of teachers should
prioritize trainings of classroom management, instruction and monitoring of student progress.
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Tirkge Siiriim

Girig

Etkili 6gretmen, 6grencilerin basarisi icin gayret sarf eden 6gretmendir (Liston, Borko & Whitcomb,
2008). Ogrenci basarisini  etkileyen faktérler arasinda &gretmenin sinif diizeyindeki egitimini
sekillendiren égretmen nitelikleri 5nde gelmektedir (Creemers, Kyriakides & Antoniou, 2013). Oyle ki bir
arastirmada 6gretmen niteligindeki her bir standart sapma tutarindaki artisin, 6grenci puanlarinda .36
standart sapma tutarinda artisa neden oldugu saptanmistir (Azam & Kingdon, 2015). Dolayisiyla
ogretmenlerin etkili egitim ve o6gretim verebilmeleri onlarin sahip olduklari niteliklerle yakindan
alakaldir denebilir. Egitim sisteminin basarisi ise ancak nitelikli 6gretmenlerle saglanabilmektedir
(Buchanan, 2012). Ogrenci basarisini etkileyen yegane etken olarak da &gretmen gdsterilmektedir
(Rushton, Morgan & Richard, 2007; Seidel & Shavelson, 2007). Bunun farkinda olan ulkeler ise etkili
ogretmenler yetistirebilmek igin cesitli politikalar gelistirmisler ve bu sayede uluslararasi testlerde
basarili olabilmislerdir (Bozkus & Gundiiz, 2013). Dolayisiyla 6gretmenlerin etkili olabilmesinde rol
oynayan niteliklerin belirlenmesi ve 6gretmenlere kazandiriimasi, diinya ¢apinda egitim politikalarinin
odak noktasi olmustur (OECD, 2005).

Etkili 6gretmen kavrami ise ‘iyi 6gretmen’ kavramindan farklidir. Clinkd “iyi 6gretmen bazen etkili
olabilirken, etkili 6gretmen her zaman iyi olabilmektedir” (Bayrak, 2003, p. 196). Etkili 6gretmenlerin
sahip olmalari gereken nitelikler hakkinda birgok arastirma yapilmistir. Arastirma sonuglarindan érnekler
vermek gerekirse; etkili 6gretmenler, 6grencileriyle yakindan ilgilenmeli (Langer, 2000), onlara adil
davranmali (Peart & Campbell, 1999), onlarla olumlu etkilesimde bulunmali (Brookhart & Loadman,
1992), 6gretim faaliyetlerinde hevesli olmali (Rowan et al., 1997), sinif yénetimini saglamali (Molnar et
al., 1999), fakat 6gretime daha ¢ok 6nem vermeli (Cawelti, 2004), kendisi ve 6grencileri hakkinda ylksek
beklentilere sahip olmali (Cotton, 2000), farkl 6gretim yontem ve stratejilerini kullanmaldirlar (Darling-
Hammond, 2001). Tim bu sonuglari derleyen Stronge (2007), etkili 6gretmen nitelikleri hakkinda 5 ana
bashk altinda 22 nitelik belirlemistir (Tablo 1). Bu arastirmanin kuramsal temeli arastirmalara dayal
olarak ortaya gikan bu niteliklere gore belirlenmistir.

Ogrenci basarisini dlgen uluslararasi sinavlarin sonuglari, dgretmenlerimizin 6grencilere etkili egitim
veremediklerini ortaya koymaktadir (OECD, 2014). Turan, Yidirm ve Aydogdu (2012) yaptiklari
arastirmada okul miidiirlerinin de dgretmenleri nitelikli bulmadiklarini belirlemislerdir. Ulkemiz egitim
sisteminin etkili 6gretmenlere ihtiyaci vardir. Clinkii 6grencilerin basarili olmasi ekonomik kalkinmayi
beraberinde getirmektedir (Caliskan, Karabacak & Megik, 2013). Dolayisiyla etkili 6gretmenlerin sahip
olduklari niteliklerin belirlenmesi 6nem arz etmektedir. Bu sayede 6gretmenlerin yetistirilmesi ve
mesleki gelisimlerinin saglanmasi faaliyetleri icin hedefler belirlenebilir. Bu galismanin amaci etkili
o6gretmenlerin sahip olmasi gereken nitelikleri 6nem sirasina gore 6gretmen algilarina dayali olarak
saptamaktir. Ogretmenlerin cinsiyet, brans ve okul tiirii degiskenlerine gére algilarinda farklilik olup
olmadigini saptamak da amaglanmistir.
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Tablo 1.

Etkili Ogretmen Nitelikleri (Stronge, 2007).
Baslhk Nitelik

Kisilik 6zellikleri Ogrencilerle ilgilenme

Ogrencilere adil ve saygili davranma
Ogrencilerle olumlu etkilesimde bulunma
Ogretim faaliyetlerinde hevesli olma
isine gidiilenmis olma

Mesleki gelisime kendini adama

Guglu ve zayif yanlarinin farkinda olma

Sinif yonetimi Sinif yonetimini saglama
Siniftaki gérevleri, malzemeleri ve alani diizenleme
Ogrenci disiplinini saglama

Ogretimi planlama  Ogretime 6nem verme
Zamani yonetme
Kendisi ve 6grencileri hakkinda yliksek beklentilere sahip olma
Etkili 6gretim icin icerigi dizenleme

Ogretme Farkh 6gretim yontem ve stratejilerini kullanma
Acik drnekler vererek 6grencileri yénlendirme
Ezberciliktense anlayarak 6grenmeyi saglama
Soru sormayi etkili bir sekil kullanma
Ogrencilerin ilgisini derse yéneltme

Ogrenci Ders icerigine ve 6grenci kapasitesine uygun 6devler verme
ilerlemesini izleme  Ogrenmede sinifin gerisinde kalan dgrencilerle birebir ilgilenme
Ogrenci ihtiyac ve yeterliklerini dikkate alma

Yontem
Arastirma Modeli

Arastirma genel tarama modeliyle yiritilmistir. Bu model genis bir kitleden veri toplanmasi
esasina dayanir (Fraenkel, Wallen, & Hyun, 2012). Bu model ile arastirma sonuglarinin genellenebilmesi
amaclanmistir.

Katilimcilar

Arastirmanin evrenini Kltahya ilinin Tavsanh ilgesindeki resmi okullarda, 2014-2015 egitim-0gretim
yilinda gérev yapmakta olan 981 6gretmen olusturmaktadir. ilcede bulunan 123 resmi okuldan basit
seckisiz 6rnekleme yontemine gore belirlenen 25 okulda galisan 400 6gretmenden veriler hazirlanan
anket ile toplanmistir. %5.00 kabul edilebilir hata ve %2.00 gliven araligina gbére 350 O6gretmene
ulasilmasi gerekmektedir. Bu arastirmada ise 373 katilimciya ulasiimistir. Katilimcilardan 198 kisi
(%53.00) erkek, 160 kisi (%43.00) kadin iken 15 katilimci (%4.00) cinsiyet belirtmemistir. Katilimcilardan
139 kisi (%37.00) sinif 6gretmeni iken 234 kisi (%63.00) brans 6gretmenidir. ilkokulda gérev yapan 140
(%37.50), ortaokulda gérev yapan 99 (%26.50), Anadolu lisesinde gorev yapan 78 (%21.00) ve teknik
lisede gbrev yapan 56 (%15.00) katilimci bulunmaktadir (Tablo 2).
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Tablo 2.
Katiimcilara Ait Tanimlayici istatistikler.
Faktor Degisken Frekans (f) Yiizde (%)
Cinsiyet Erkek 198 53.00
Kadin 160 43.00
Belirtmeyen 15 4.00
Brans Sinif Ogretmeni 139 37.00
Brans Ogretmeni 234 63.00
Okul Tura ilkokul 140 37.50
Ortaokul 99 26.50
Anadolu L. 78 21.00
Teknik L. 56 15.00

Veri Toplama Araglari

Etkili 6gretmen nitelikleri hakkinda Stronge (2007) tarafindan olusturulan kuramsal cerceveye gore
bir anket hazirlanmistir. Ankette yer alan ana nitelikler ve sahip olduklari alt nitelik sayilari; kisilik
ozellikleri (7), sinif yonetimi (3), 6gretimi planlama (4), 6gretme (5), 68renci ilerlemesini izleme (3) ve
etkili 6gretmen nitelikleri (5) seklinde olmustur. ilk bes ana nitelik, son sirada yer alan etkili 6gretmen
nitelikleri adl ana nitelikte alt nitelik olarak yer almislardir. Her ana nitelikte bulunan alt niteliklerin
yanitlayicilar tarafindan 6nem derecesine gore siralanmasi saglanmistir. En énemli gorilen niteligin (1)
ve diger niteliklerin sirasiyla artan sayilarla puanlanmasi istenmistir. Ornegin kisilik &zellikleri ana
niteliginde 7 alt nitelik bulundugundan 6nem sirasinin en 6nemliden en 6nemsize dogru puanlanmasi
birden yediye dogru olmustur. Dolayisiyla diisik ortalamaya sahip olan niteliklerin daha 6nemli
goruldigu soylenebilmistir.

Siralama o6lgeginin kullaniimasi dereceleme o6lgegine goére daha gegerli ve giivenilir bulgular elde
edilmesini saglayabilir (Guskey, 2007). Clnki Likert tipi dereceleme 6lgeginin kullaniimasi halinde, tim
niteliklerin neredeyse esit derecede 6nemli algilanmasi ve dolayisiyla niteliklerin birbirine yakin
ortalamalara ve disik varyansa sahip olabilme ihtimali bulunmaktadir (Williams, 2010). Son olarak
katilimcilarin cinsiyetlerini ve branslarini belirtmeleri istenmistir.

Uygulama Siireci

Katiimda gonlliiliik esasi gézetilmistir. Orneklemdeki okullarin miidirleriyle arastirmanin amacini
bildirmek, ylrutilecek islemlerin ayrintilarini agiklamak ve arastirmanin yapilabilecegi en uygun zamanin
belirlenmesi amaciyla 6n goriismeler gergeklestirilmistir. Katilimcilarin 6gretmenler odasi veya ziimre
odalarinda anketleri doldurmalari saglanmistir. Katilimcilar anketleri doldururlarken baslarinda
bulunularak onlara rehberlik edilmistir.

Verilerin Analizi

Hatal doldurulan formlar elendiginde geriye kalan 373 form analiz edilmistir. Verilerin analizinde sira
ortalamalari, bagimsiz gruplar t testi ve ANOVA istatistik yontemleri kullaniimistir.

Bulgular

Kisilik ozelliklerine ait istatistikler incelendiginde ‘Ggrencilerle olumlu etkilesimde bulunma’ adli
niteligin algilanan énem bakimindan ilk sirada (X=3.34) yer aldig gériilmektedir (Tablo 3). Bu niteligin
ardindan 6nem bakimindan siralanan nitelikler sirayla ‘6grencilere adil ve saygili davranma’ (X=3.47),
‘isine giidiilenmis olma’ (X=3.49), ‘6grencilerle ilgilenme’ (X=3.84), ‘6gretim faaliyetlerinde hevesli olma’
(X=4.02), ‘mesleki gelisime kendini adama’ (X=4.72) ve ‘giiclii ve zayif yanlarinin farkinda olma’ (X=5.12)
olmustur.
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Tablo 3.
Kisilik Ozelliklerine Ait istatistikler.
Kisilik Ozellikleri f X Ss Siralama
Ogrencilerle olumlu 1=58 5=47 3.34 1.67 1
etkilesimde bulunma 2=75 6=32
3=77 7=14
4=70
Ogrencilere adil ve saygili 1=79 5=67 3.47 1.90 2
davranma 2=63 6=42
3=52 7=22
4 =48
isine giidiilenmis olma 1=88 5=61 3.49 2.00 3
2=59 6=48
3=50 7=28
4=39
Ogrencilerle ilgilenme 1=53 5=55 3.84 1.90 4
2=48 6=46
3=73 7=41
4 =57
Ogretim faaliyetlerinde 1=40 5=61 4.02 1.81 5
hevesli olma 2=46 6=40
3=53 7=44
4=289
Mesleki gelisime kendini 1=31 5=37 4.72 2.04 6
adama 2=49 6=93
3=38 7=92
4=33
Glgli ve zayif yanlarinin 1=24 5=46 5.12 1.96 7
farkinda olma 2=33 6=72
3=29 7=
4 =37 132

Sinif yénetimi bakimindan 6gretmenler ‘sinif yonetimini saglama’ (X=1.31) niteligini en énemli nitelik
olarak algilamislardir (Tablo 4). ikinci sirada ‘Ggrenci disiplinini saglama’ (X=2.02) niteligi yer alirken
‘siniftaki gdrevleri, malzemeleri ve alani diizenleme’ (X=2.67) niteligi son sirada yer almistir.

Tablo 4.
Sinif Yénetimine Ait istatistikler.
Sinif Yonetimi f X Ss Siralama
Sinif yonetimini saglama 1=273 1.31 .55 1
2=83
3=17
Ogrenci disiplinini saglama 1=68 2.02 .62 2
2=230
3=75
Siniftaki gorevleri, malzemelerive 1=32 2.67 .63 3
alani diizenleme 2=60
3=281
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Ogretimi planlama basligi altinda en 6énemli olarak algilanan nitelik ‘etkili 6gretim icin icerigi
diizenleme’ (X=1.88) olmustur (Tablo 5). Bu niteligi sirasiyla ‘6gretime énem verme’ (X=2.15), ‘zamani
yonetme’ (X=2.58) ve ‘kendisi ve dgrencileri hakkinda yiiksek beklentilere sahip olma’ (X=3.39) takip
etmigtir.

Tablo 5.
Ogretimi Planlamaya Ait Istatistikler.
Ogretimi Planlama f X Ss Siralama
Etkili 6gretim igin icerigi 1=162 1.88 91 1
diizenleme 2=116
3=74
4=21
Ogretime 6dnem verme 1=126 2.15 1.02 2
2=108
3=95
4=44
Zamani yénetme 1=45 2.58 .87 3
2=119
3=157
4=52
Kendisi ve 6grencileri hakkinda 1=40 3.39 1.02 4
ylksek beklentilere sahip olma 2=30
3=47
4 =256

Ogretmenler dgretme bashgl altinda ‘Ogrencilerin ilgisini derse yéneltme’ (X=2.10) niteligini en
onemli nitelik olarak algilamislardir (Tablo 6). Bu niteligi sirasiyla ‘farkli 6gretim yontem ve stratejilerini
kullanma’ (X=2.83), ‘ezberciliktense anlayarak 6grenmeyi saglama’ (X=3.16), ‘acik ornekler vererek
dgrencileri ydnlendirme’ (X=3.33) ve ‘soru sormayi etkili bir sekilde kullanma’ (X=3.59) takip etmistir.

Ogrenci ilerlemesini izleme bakimindan &gretmenler ‘6grenci ihtiyac ve yeterliklerini dikkate alma’
(X=1.39) niteligini en 6nemli nitelik olarak algilamislardir (Tablo 7). ikinci sirada ‘ders icerigine ve égrenci
kapasitesine uygun oddevler verme’ (X=2.14) niteligi yer alirken ‘6grenmede sinifin gerisinde kalan
dgrencilerle birebir ilgilenme’ (X=2.47) niteligi son sirada yer almistir.
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Tablo 6.
Ogretmeye Ait istatistikler.
Ogretme f X Ss Siralama
Ogrencilerin ilgisini derse 1=196 2.10 1.40 1
yoneltme 2=58
3=44
4=37
5=38
Farkh 6gretim yéntem ve 1=81 2.83 1.41 2
stratejilerini kullanma 2=99
3=61
4=68
5=64
Ezberciliktense anlayarak 1=63 3.16 1.48 3
O6grenmeyi saglama 2=283
3=68
4=50
5=109
Acik 6rnekler vererek 6grencileri 1=20 3.33 1.09 4
yonlendirme 2=65
3=118
4=113
5=57
Soru sormayi etkili bir sekilde 1=13 3.59 1.18 5
kullanma 2=68
3=82
4 =105
5=105
Tablo 7.
Ogrenci ilerlemesini [zlemeye Ait istatistikler.
Ogrenci ilerlemesini izleme f X Ss Siralama
Ogrenci ihtiyac ve yeterliklerini 1=268 1.39 .68 1
dikkate alma 2=64
3=41
Ders icerigine ve 6grenci 1=76 2.14 73 2
kapasitesine uygun édevler 2=169
verme 3=128
Ogrenmede sinifin gerisinde 1=29 2.47 .64 3
kalan 6grencilerle birebir 2 =140
ilgilenme 3=204

Tim basliklar 6gretmenler tarafindan degerlendirildiginde en 6nemli etkili 6gretmen niteligi ‘sinif
yonetimi’ (X=2.52) olarak 6gretmenler tarafindan algilanmistir (Tablo 8). Digerleri sirasiyla ‘Ogretimi
planlama’ (X=2.66), ‘kisilik ozellikleri’ (X=2.82), ‘6gretme’ (X=3.10) ve ‘Ggrenci ilerlemesini izleme’
(X=3.90) olmustur.
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Tablo 8.
Etkili Ogretmen Niteliklerine Ait istatistikler.

>

Etkili 6gretmen nitelikleri f Ss Siralama
Sinif Yonetimi 1=86 2.52 1.19 1
2=114
3=01
4 =58
5=24
Ogretimi Planlama 1=89 2.66 1.30 2
2=93
3=84
4=69
5=38
Kisilik Ozellikleri 1=136 2.82 1.67 3
2=47
3=41
4=47
5=102
Ogretme 1=46 3.10 1.24 4
2=77
3=100
4 =95
5=55
Ogrenci ilerlemesini izleme 1=16 3.90 1.18 5
2=43
3=57
4 =104
5=153

Etkili 6gretmen niteliklerine iliskin algilarin cinsiyete dayali olarak farkliliklarini belirlemek amaciyla
bagimsiz gruplar t testi yapilmistir. Tablo 9 incelendiginde kisilik 6zellikleri (t (356) = .81, p>.05), sinif
ybnetimi (t (356) = .51, p>.05), 6gretimi planlama (t (356) = .03, p>.05), 6gretme (t (356) = .52, p>.05) ve
ogrenci ilerlemesini izleme (t (356) = 1.01, p>.05) alt boyutlari cinsiyete dayali olarak
farkhlasmamaktadir.

Tablo 9.

Cinsiyete Dayali Farkhliklari Belirlemek Amaciyla Yapilan T Testi Sonuglari.

Boyut Cinsiyet n X Ss Sd t p

Kisilik Ozellikleri Erkek 198 2.74 1.58 356 .81 42
Kadin 160 2.88 1.73

Sinif Yonetimi Erkek 198 2.51 1.24 356 .51 .61
Kadin 160 2.58 1.14

Ogretimi Planlama Erkek 198 2.65 1.28 356 .03 .97
Kadin 160 2.66 1.29

Ogretme Erkek 198 3.13 1.25 356 .52 .60
Kadin 160 3.06 1.25

Ogrenci ilerlemesini Erkek 198 3.95 1.17 356 1.01 .31

izleme Kadin 160 3.83 1.23
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Etkili 6gretmen niteliklerine iliskin algilarin bransa dayali olan farkliliklarini belirlemek amaciyla
bagimsiz gruplar t testi yapilmistir. Tablo 10 incelendiginde kisilik 6zellikleri (t (371) = 1.89, p>.05),
Ogretimi planlama (t (371) = .74, p>.05), 68retme (t (371) = .05, p>.05) ve 6grenci ilerlemesini izleme (t
(371) = .28, p>.05) alt boyutlari bransa dayali olarak farklilasmamaktadir. Sinif yonetimi (t (371) = 2.07,
p<.05) boyutu ise bransa gore farklilasmaktadir. Bu farkhhgin kaynagi arastirildiginda sinif yonetimi
boyutunda brans 6gretmenlerinin ortalamalarinin daha yiksek oldugu goérildiginden goézlemlenen
farkhhgin kaynagi, brans 6gretmenlerinin ortalamalarinin bu boyutta sinif 6gretmenlerinden daha fazla
olmasi olarak ifade edilebilir. Dolayisiyla sinif 6gretmenlerinin, brans 6gretmenlerine goére sinif
yonetimini daha fazla 6nemsedikleri iddia edilebilir.

Tablo 10.
Bransa Dayali Farkhliklari Belirlemek Amaciyla Yapilan T Testi Sonuglari.
Boyut Brang n X Ss Sd t p
Kisilik Ozellikleri Sinif 139 3.03 1.64 371 1.89 .06
Bransg 234 2.69 1.67
Sinif Yonetimi Sinif 139 2.35 1.13 371 2.07 .04*
Bransg 234 2.62 1.21
Ogretimi Planlama Sinif 139 2.60 1.33 371 .74 .45
Brang 234 2.70 1.27
Ogretme Sinif 139 3.10 1.20 371 .05 .96
Brang 234 3.09 1.26
Ogrenci ilerlemesini Sinif 139 3.92 1.18 371 .28 77
izleme Brang 234 3.88 1.18
*p<.05

Arastirmaya katilan 6gretmenlerin etkili 6gretmen niteliklerine iliskin algilarinin galisilan okul tiriine
dayali farkhhklarini belirlemek amaciyla tek yonli varyans analizi (ANOVA) uygulanmistir. ANOVA
islemine gecilmeden 6nce Levene’nin varyanslarin homojenligi varsayimi test edilmistir. Tablo 11
incelendiginde varyanslarin homojenligi varsayiminin kabul edilebilecegi ifade edilebilir.

Tablo 11.

Varyanslarin Homojenligi Varsayimi Testi Sonuglari.
Boyut Levene Sd, Sd, p
Kisilik Ozellikleri .38 3 369 .76
Sinif Yonetimi 1.45 3 369 .23
Ogretimi Planlama 1.55 3 369 .20
Ogretme .68 3 369 .56
Ogrenci ilerlemesini izleme 1.81 3 369 14

Tablo 12 incelendiginde kisilik ozellikleri (F(3,369) = 1.29, p>.05), sinif yonetimi (F(3,369) = 1.41,
p>.05), 6gretimi planlama (F(3,369) = 1.64, p>.05), 68retme (F(3,369)=1.10, p>.05) ve Ogrenci
ilerlemesini izleme F(3,369)=.51, p>.05) boyutlarinin okul tirine gore farklilk gostermedigi
belirlenmistir.
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Tablo 12.
Okul Tiiriine Dayali Farkhliklari Belirlemek Amaciyla Yapilan Varyans Analizi Sonuglari.

Boyut Okul n X Ss F p

Kisilik Ozellikleri ilkokul 140 3.01 1.64 1.29 .27
Ortaokul 99 2.80 1.69
AL 78 2.58 1.65
TL 56 2.70 1.69

Sinif Yonetimi ilkokul 140 2.36 1.13 1.41 .24
Ortaokul 99 2.61 1.15
AL 78 2.65 1.29
TL 56 2.57 1.23

Ogretimi Planlama ilkokul 140 2.59 1.33 1.64 .18
Ortaokul 99 2.51 1.28
AL 78 2.90 1.20
TL 56 2.79 1.36

Ogretme ilkokul 140 3.11 1.20 1.10 .35
Ortaokul 99 3.23 1.27
AL 78 3.08 1.28
TL 56 2.86 1.19

Ogrenci ilerlemesini izleme ilkokul 140 3.93 1.18 .51 .67
Ortaokul 99 3.86 1.18
AL 78 3.79 1.30
TL 56 4.04 1.01

Tartisma, Sonug ve Oneriler

Ogretmenlere gére en o6nemli etkili 6gretmen niteligi sinif ydnetimi alaninda sahip olunan
niteliklerdir. Bu alanda en 6nemli gorilen nitelik, “sinif yonetimini saglama” olurken digerleri sirasiyla
“6grenci disiplinini saglama” ve “siniftaki gorevleri, malzemeleri ve alani diizenleme” olmustur. Diger
etkili 6gretmen nitelikleri ise sirasiyla “6gretimi planlama”, “kisilik 6zellikleri”, “6gretme” ve “6grenci
ilerlemesini izleme” olmustur. Ogretmenlerin sinif ydnetimini ve 6gretimi planlamayi ¢ok 6nemli
bulmalari Sahin’in (2011) arastirma sonuglariyla da tutarllik sergilemektedir. Ogretmenlerin ileri
diizeyde sinif yonetimi becerilerine sahip olmayislar (Yalginkaya & Tombul, 2002) bu sonucun sebebi
olabilir. Bu arastirmada kullanilan 6lgme aracinin 6gretmen adaylarina uygulandigi bir baska arastirmada
(Bozkus & Marulcu, 2016) ise adaylar, “6gretme” niteligini birinci sirada, “sinif yonetimi” niteligini de
ikinci sirada belirtmislerdir. Bu bulgulardan yola ¢ikilarak hizmet dncesindeki egitimin etkisiyle 6grenci
6grenmesine en ¢ok etki eden “6gretme” niteliginin (Creemers, Kyriakides & Antoniou, 2013) adaylarca
onemsendigi fakat hizmet icinde degisen sartlar nedeniyle “sinif yonetimi” niteliginin 6nem kazandigi
ileri stirulebilir.

Ogrencilerin basarisina dogrudan etki eden “6gretme” ve “6grenci ilerlemesini izleme” niteliklerinin
son siralarda yer almasi distindirictdir. Karakelle (2005) de calismasinda 6gretim becerileri niteliginin
dgretmenlere gore diger nitelikler kadar 6nemli olmadigini bulmustur. Ogretmenlerin dgretim
yontemleri hakkinda gelisime ihtiya¢ duyduklarinin belirlendigi (Yesil, 2006; Ak¢adag, 2010) duslinilirse
bu durum kayg! vericidir. Ogrenci ilerlemesinin izlenmesinin dnemsenmemesi, 6gretmenlerin 6lgme ve
degerlendirmeye 6nem vermemesinden kaynaklaniyor olabilir.

Kisilik 6zellikleri altinda yer alan “mesleki gelisime kendini adama” niteliginin son siralarda yer almasi
ogretmenlerin niteliklerini artirma yoniinde gayret gostermediklerini isaret edebilir. Nitekim Turan,
Yildirim ve Aydogdu (2012) da 6gretmenlerin mesleki gelisime 6nem vermedigini ileri sirmustiir. Ayrica
o6gretmen adaylariyla yapilan benzer ¢alismada (Bozkus & Marulcu, 2016) da bu nitelik son sirada yer
almistir. Dolayisiyla mesleki gelisimin hizmet 6ncesinde 6nemsenmemesinin hizmet icinde de devam
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ettigi soylenebilir. Kisilik ozellikleri altinda yer alan diger bir nitelik olan “gli¢li ve zayif yanlarinin
farkinda olma” niteliginin 6gretmen adaylariyla yapilan benzer ¢alismada (Bozkus & Marulcu, 2016) da
son sirada yer aldig g6z 6ninde bulundurulursa, 6z degerlendirmenin dneminin hizmet 6ncesinde
vurgulanamadigl ve dolayisiyla 6gretmenlerin hizmet icinde de 6z degerlendirmeye 6nem vermedigi
soylenebilir.

Hem bu calismada hem de 6gretmen adaylariyla yapilan diger ¢alismada (Bozkus & Marulcu, 2016)
“6grenci ilerlemesinin izlenmesi” niteliginin son sirada yer almasi, 6gretmen adaylarinin dlgme ve
degerlendirmeye 6nem vermemesi ve bu tutumun hizmet icine tasinmasindan kaynaklaniyor olabilir. Bu
ana nitelikte yer alan “6grenmede sinifin gerisinde kalan 6grencilerle birebir ilgilenme” niteliginin son
sirada yer almasinin nedeni sinif mevcutlarinin goklugundan kaynaklaniyor olabilir. Nitekim kalabalik
siniflar nedeniyle 6gretmenlerin 6grencilerle birebir ilgilenemedikleri arastirmalarda belirlenmistir
(Buyikduman, 2005; Gurol & Yalgin, 2009).

“Sinif yonetimi” ve “6gretme” ana niteliklerinde yer alan alt niteliklerin 6nem bakimindan
siralamalarinin 6gretmen adaylariyla yapilan arastirmada (Bozkus & Marulcu, 2016) degismemis olmasi
nedeniyle, hizmet 6ncesi egitim ile hizmet ici uygulama arasinda bir kopukluk olmadigi iddia edilebilir.

Etkili Ogretmen niteliklerine iliskin gorilsler, cinsiyete ve ¢alisilan okul tiirine goére
farkhlasmamaktayken, bransa dayali olarak sadece “sinif yonetimi” niteliginde farkhlasmaktadir. Bu
bulguya gore sinif 6gretmenleri, sinif yonetimini brans 6gretmenlerine goére daha 6nemli bulmaktadirlar.
Goruslerin 6gretmen adaylariyla yapilan diger ¢alismada (Bozkus & Marulcu, 2016) da cinsiyete gore
farkhlasmamasi nedeniyle, bu degiskenin goérisler lzerinde herhangi bir etkisinin olmadigi iddia
edilebilir.

Arastirmanin sonuclarina gére bazi dneriler verilebilir: Ogretmenlerin, 8grenci 6grenmesine doéniik
olan 6gretme boyutundan ziyade neden sinif yonetimini en 6nemli nitelik olarak algiladiklarinin nitel
yontemlerle arastiriimasi onerilebilir. Ayrica 6gretmenlerin mesleki gelisimlerine neden fazla 6nem
vermediklerinin, 6grencilerle birebir ilgilenmeyi neden 6nemli gérmediklerinin, sinif 6gretmenlerinin,
sinif yénetimini bransg 6gretmenlerine gére neden daha 6nemli gordiklerinin arastirilmasi 6nerilebilir.
Ogretmenlerin yetistirilmesi ve mesleki gelisimlerinin saglanmasi faaliyetlerinde sinif yénetimi, 6gretme
ve 6grenci ilerlemesini izlemeye doniik egitimlere dncelik verilmelidir.
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Introduction

As English is the international language in the world, learning English language is considered to be an
important aspect at every stage of the educational process and life. In Elementary education in Turkey,
important changes related to curricula were made in 1926, 1930, 1932, 1936, 1948, 1962, 1968, 1989,
1993, 1998 and 2004 (Giiltekin, 2010). These changes were applied to the curricula of foreign language
education as well. The latest curriculum was built on constructivist learning theory in 2006 (MoNE,
2006).

Since 2006, the curriculum has been prone to improvements to keep up with changes occurring
throughout the world in all aspects. With the recent changes, the Turkish education system has gone
through a transition from the 8+4 model to the new 4+4+4 model. With the decision of the
Chairmanship of the Board of Education, numbered 69 and dated 25.06.2012, changes were made in the
weekly course schedule of elementary schools. The new program has been in practice since 2013-2014
academic years.

With respect to English language education, in particular, this new system mandated that English
curriculum should be implemented from the Z”dgrade onward, rather than the 4thgrade; therefore, a
new curriculum which could accommodate the 2™and 3rdgrades was developed (Ministry of National
Education [MoNE], 2015). With this change, the second graders started to receive two hours of English
in a week under the guidance of classroom teachers or English teachers.

This new program has been developed taking the needs of younger learners into account as children
who will receive instruction in English are at around 6-6.5 years old (MoNE, 2015). Indeed, some
research studies have been conducted on this issue and they have mainly found that the earlier the
students are prone to the foreign language, the more successful they can be at learning a foreign
language (e.g., Akiizel, 2006; Bozavli, 2011; Ekus & Babayigit, 2013; ilter & Er, 2007; Merter, Sekerci &
Bozkurt, 2014). The study conducted by Cakici (2016) revealed that teachers and parents participating in
the research were in favor of early foreign language education, especially at between the ages 4-7.
Some studies even support the view that the students should start learning a foreign language from pre-
school onward. To illustrate, Aytar and Ogretir’s (2008) study, which was conducted with 350 parents
whose children received pre-school education, shows that more than 80% of those parents suggest that
English should be taught in pre-school. Similar findings were found by ilter and Er (2007) as well.

When the starting age for learning a foreign language in some European countries is examined, a
foreign language is taught as a compulsory subject from the first year of elementary education onwards
in several countries, or even earlier in some Autonomous Communities in Spain (Sevik, 2008). To
illustrate, it is 10 in Holland; 9 in Hungary; 8 in Spain, Romania, and Germany; 7 in France and Finland; 6
in Italy, Norway and Austria (Eurydice, 2008). Indeed, the legal starting age for elementary education
ranges through 4 to 7 in these countries, but the families have the right to postpone sending their
children at the legal age taking their readiness level into account; while in some countries the reports
and some examinations determine students’ starting age (Eurydice, 2011). To illustrate, the starting age
for elementary education is 6 in Holland and Romania (Ergun & Ersoy, 2014); it is 6 in Germany and
Hungary and it is 7 in Finland (Eurydice, 2011). Therefore, it is possible to assume that this decision
varies among these countries and the starting age is seen to be between 6 and 10 years of age.

In designing the new English language program, the curriculum makers have followed the principles
and descriptors of the Common European Framework of Reference for Languages: Learning, Teaching,
and Assessment (CEFR) which “provides a common basis for the elaboration of language syllabuses,
curriculum guidelines, examinations, textbooks, etc. across Europe. It describes in a comprehensive way
what language learners have to learn to do in order to use a language for communication and what
knowledge and skills they have to develop so as to be able to act effectively” (CEFR, 2001, p. 1). The
framework “adopts an action-oriented approach” (CEFR, 2001, p. 9) and it particularly stresses the need
for students to put what they have learnt into real-life practice in order to support fluency, proficiency
and language retention (MoNE, 2015). As the CEFR considers language learning to be a lifelong
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undertaking, developing a positive attitude towards English from the earliest stages is essential;
therefore, the new curriculum aims to foster an enjoyable and motivating learning environment where
young learners of English feel comfortable and supported throughout the learning process (MoNE,
2015). Authentic materials, drama and role play, and hands-on activities are suggested to be
implemented to stress the communicative nature of English. At the 2™and 3rdgrade levels, only speaking
and listening skills are emphasized, while reading and writing are proposed to be developed at 7"and
8thgrades (MoNE, 2015). To put it more concretely, it mainly aims to improve communicative language
competence (CEFR, 2001).

The main approach of this curriculum is the communicative approach which entails use of the target
language not only as an object of study, but as a means of interacting with others; the focus is not
necessarily on grammatical structures and linguistic functions, but on authentic use of the language in
an interactive context in order to generate real meaning (MoNE, 2015). To make it more concrete, this
approach suggests that “language is acquired through communication” (Howatt, 1984, p. 279). As stated
by Larsen-Freeman (1986), the most obvious characteristic of this approach is that “almost everything is
done with a communicative intent” (p. 132).

In parallel with this approach, learners are involved in activities which require actual communication
between peers or between students and their teacher, such as creating a game as a group and then
playing it with classmates, rather than rehearsing prepared material (MoNE, 2015). According to
Richards (2006), carrying out activities in pair and group work will benefit the learners in many ways. To
illustrate, the learners can “learn from hearing the language used by other members of the group and
also they can produce a greater amount of language than they would use in teacher-fronted activities”
(Richards, 2006, p. 20). All these benefits point this approach’s “learner-centered and experience-based
view of second language teaching" (Richards & Rodgers, 1986, p. 69).

In framing the new curricular model for English, no single teaching strategy has been designated.
Instead, an action-oriented approach grounded in current educational research and international
teaching standards has been adopted, taking into account the three descriptors of the CEFR comprising
learner autonomy, self-assessment, and appreciation for cultural diversity (MoNE, 2015).

Regarding assessment, in addition to self-assessment, formal evaluation is offered to be carried out
through the application of written and oral exams, quizzes, homework assignments and projects in
order to provide an objective record of students’ success (MoNE, 2015).

As is the case for all new curricula, this curriculum needs to be subjected to an ongoing evaluation
process to develop it further and make it better from the very beginning, because curriculum
development is a never ending process (Hunkins & Ornstein, 2004; Oliva, 1997). This curriculum has
been operating since 2013-2014 academic year, so the research conducted on it is rare depending on
literature available to the researcher as presented in the following paragraphs.

Ekus and Babayigit (2013), in a survey study, aimed to find out the opinions of primary school
teachers and English teachers about starting English language education at the second grade level in
primary schools. 10 classroom teachers and 10 English teachers participated in the study and data were
collected through interviews. According to the results, starting learning English at this grade was found
to be positive, 2 hours of education in a week was found to be sufficient and even more hours could be
added, English teachers stated that the education should be given by themselves whereas classroom
teachers thought it could be given by classroom teachers under guidance of English teachers.

Alkan and Arslan (2014) conducted a study to evaluate the English language curriculum for second
grade collecting data from teachers regarding their opinions. 163 volunteer teachers took part in the
study. Data were gathered by means of a questionnaire developed by the researchers. Data were
analyzed with percentages and frequencies. It was found that there was the necessity for the revision of
the goals and aims; the teachers were not well familiar with the new curriculum; and schools’ facilities
needed to be improved.
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Merter, Sekerci and Bozkurt (2014) aimed to evaluate the opinions of the English teachers lecturing
in the English classes in the second grades of the elementary schools. According to the results, English
teachers had a positive opinion regarding beginning of the English teaching in the second grades of the
elementary schools. However, they were not able to give the classes in a quality they wished due to lack
of technological infrastructure in schools where they worked. Besides, they also encountered a variety
of negative situations with regard to the textbooks. To illustrate, the textbooks had inappropriate cards
and posters and some activities were beyond students’ cognitive level.

Kiguktepe, Kigiktepe and Baykin (2014) aimed to determine English language teachers’ views of the
second grade English course and the new English language curriculum that was put into practice in
2013-2014 academic year for the first time. 30 English language teachers who taught the second grade
students in different regions of Turkey participated in the study voluntarily. Interview was used as data
collection instrument and data were analyzed through content analysis. Results of the study revealed
that English language teachers had positive views towards the new English curriculum in general. The
teachers who thought that objectives and content of the new curriculum were appropriate or partially
appropriate pointed out that they applied the methods, techniques and activities which were similar to
the methods, techniques and activities suggested in the curriculum. However, the teachers encountered
certain problems such as classroom management, lack of tools and materials, and being unable to know
how to teach effectively to the target group.

iyitoglu and Alci (2015) investigated Z"dgrade EFL teachers’ opinions about this curriculum. Data
were collected through interviews conducted with 14 teachers working at ten different state primary
schools in five different cities of Turkey. The results of the study indicated that teachers appreciated the
2" grade English language curriculum in terms of the need analysis, evaluation and assessment, age and
level relevance, teaching techniques and vocabulary teaching while they criticized it mostly in terms of
lack of extra materials, unsuitability to be applied in crowded classrooms, uncertainty of cultural focus,
lack of necessary learning techniques, students’ and parents’” motivation.

Purpose of the Study

Many curriculum experts and workers suggest that for a curriculum to be successful at reaching its
intended goals, there are many variables that must be taken into account, and it is quite likely for any
new curricula to face some difficulties when put into practice, because each curriculum is constructed
on a theory which mandates certain standards to be satisfied and it is vital for practitioners to follow the
standards defined in the curriculum in order for the curriculum not to result in failure. In other words, it
should be verified that curriculum is in fact operating as people believe them to be operating (Provus,
1969). To this connection, the purpose of this research was to find out whether the new program was
being implemented as planned in terms of teacher roles, materials and activities. Based on this purpose,
answers were sought for the following research question and the related sub-questions:

1. Is the program being implemented as planned by the teachers teaching in second grade classes of
elementary schools?
1. 1. How often are the expected teacher roles performed by the teachers?
1. 2. How often are the materials used as defined in 2nd grade English curriculum?

1. 3. How often are the proposed activities performed by the teachers?

Significance of the Study

As this new curriculum has been put into practice recently, it is likely to encounter many problems as
found out by previous studies. This study is unique in that it includes applications of both English
teachers and other teachers who teach this curriculum in these classes in order to find out whether the
standards of the curriculum are satisfied as a whole. In addition, this study was conducted in a low SES
area, so its findings can be generalized to similar contexts and it is expected to lead research in different
contexts.

494



Suat KAYA, Ahmet OK — Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 491-512

Method
Research Design

Descriptive survey has been used as the research design aiming at describing how the population is
distributed in terms of some variables and to collect data related to a group of people’s perceptions of
the new second grade English curriculum (Fraenkel, Wallen, & Hyun, 2012). “Surveys can be
differentiated in terms of their scope. A study of contemporary developments in post-secondary
education, for example, might encompass the whole of western Europe; a study of subject choice, on
the other hand, might be confined to one secondary school” (Cohen, Manion, & Morrison, 2007, p. 205).
In other words, it depends on the population to which the findings can be generalized. In this study, the
findings can be generalized to low SES areas.

Evaluation Model

Richards (2001) indicates that different aspects of a program can be the center of attention in
curriculum evaluation and these aspects may include curriculum design, the syllabus and program
content, classroom processes, materials, teachers, teacher training, students, institution, staff
development and/or decision making. For this study, the Process part of the CIPP evaluation model
developed by Stufflebeam has been utilized as it can be used to “determine the congruency between
the planned and the actual activities” (Ornstein & Hunkins, 2004, p. 343).

Stufflebeam (1971) views evaluation as “the process of delineating, obtaining and providing useful
information for judging decision alternatives” (Cited in Gredler, 1996, p. 46). “These processes are
executed for four types of administrative divisions each of which represents a type of evaluation” [and]
“these evaluations may be conducted independently or in an integrated sequence” (Gredler, 1996, p.
46). In other words, an evaluator can either utilize just one component or two components or four of
them based on his/her purpose (Fitzpatrick, Sanders, & Worthen, 2004; Gredler, 1996; Ornstein &
Hunkins, 2004).

The questions to be answered utilizing this part of the model, as stated by Stufflebeam and Shinkfeld
(1985), are as follows: “Are the activities being implemented as planned? Are available resources being
used efficiently? And do program participants accept and carry out their roles?” (Cited in: Tung, 2010, p.
26).

Participants

In this study, the target population includes all the teachers teaching second grade students who
learn English as a foreign language in Turkish public schools located in low SES regions in Ankara.
Accessible population consists of all teachers teaching English in second grade elementary schools in
Altindag.

Cluster random sampling method has been utilized in this study. There were 64 primary schools in
Altindag. 28 schools were selected randomly and then all teachers implementing this curriculum from
each school were administered a questionnaire. All English teachers (n= 25) and 37 classroom teachers
(generalists) volunteered to participate, so the sample for this study was 62 teachers teaching English at
Z”dgrade elementary classrooms.

Instruments

The program developed by MoNE (2015) was the main data source to find out curriculum standards,
which constituted document analysis of this study. These standards were used to develop the
questionnaire to collect data from teachers in terms of their perceptions of curriculum operation. The
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questionnaire had three parts. The first part covers the expected teacher roles and included 5 items, the
second part is about “the use of materials” and covers 10 items; the third part is about “the use of
activities” and it covers 9 items. In the process of development, expert opinion was taken and the
guestionnaire was administered to another sample of teachers (n=6) who worked in the same region in
order to check validity, clarity and understandability of the items in the questionnaire. Almost all
feedback received was positive. After a negligible revision, the questionnaire was administered to the
selected sample by the researchers. To test the reliability of the questionnaire, The Cronbach’s alpha
was calculated. The Cronbach’s alpha values for the three parts of the questionnaire, namely the
expected teacher roles, the use of activities and the use of materials were found to be .88, .85 and .92
respectively.

Data Collection Process

The data were collected towards the end of 2014/2015 school year and the collection process lasted
for more than one month. One of the researchers made phone calls to the principals of the selected
schools in order to take permission from the principals for the conduct of this research. Upon
acceptance, the researcher visited these schools and distributed the questionnaires himself, and waited
for the participants to answer the questionnaires. In some schools, the teachers were not available upon
the visit, so the questionnaires were given to the administrators to be handed to the absent teachers.
Therefore, one of the researchers had to visit those schools twice.

Data Analysis

The data collected through the questionnaire were compiled and the Statistical Package for the
Social Sciences (SPSS) 22.0 program was employed to analyze the data. Descriptive statistics including
frequencies, means, and standard deviations were used to analyze the data gathered through the
questionnaire.

Results

This part covers the findings of the study. The purpose of this study was to find out whether the new
program was implemented as planned in terms of teachers’ roles, materials, and activities. Data analysis
results were displayed in tables reflecting percentages, frequencies, means and standard deviations.

Table 1.
Descriptive Statistics Results for Demographic Characteristics of the Participants.
Variables Levels n %
Gender Male 14 23.00
Female 48 87.00
Work experience 0-5 years 10 16.00
6-10 years 34 55.00
11 years+ 18 29.00
Area of specialization English teacher 25 40.00
Classroom teacher 37 60.00
Experience with this age group before No 12 19.00
Yes 40 81.00

Regarding the demographics of participants as seen in Table 1, there were more female teachers
(87.00%) than male teachers (23.00%); more than half of the teachers (55.00%) had 6-10 years of
teaching experience , more than one-fourth of teachers (29.00%) had more than 11 years of experience
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of teaching, and about one-fifth of teachers (16.00%) had 0-5 years of teaching experience; the number
of English teachers were less (40.00%) than classroom teachers (60.00%); more than three-fourth of
teachers (81.00%) had experience with elementary school Z"dgrade students before, while about one-
fourth of teachers (19.00%) did not have any experience with this age group before.

Teachers’ Roles

The first sub-question was asked to learn how often the teachers played their roles as defined in 2"
grade English curriculum. The findings are summarized in Table 2.

Table 2.
Teachers’ Perceptions of Their Roles.

Never Seldom Sometimes Often Always
Expected Teacher Roles f % f % f % f % f %
1. | communicate in English 25 40.00 5 8.00 15 2400 14 23.00 3 5.00
2. | address students’ errors 4 7.00 19 30.00 10 16.00 15 24.00 14 23.00

during communication
3. | teach from the familiar to 2 3.00 3 5.00 5 8.00 15 24.00 37 60.00
the unfamiliar

4. | get students write 6 9.00 13 21.00 24 3900 5 8.00 14 23.00
grammatical rules

5. l use gestures while 4 7.00 3 5.00 7 11.00 19 31.00 29 47.00
speaking

As seen in Table 2, for item 1, 40.00% reported that they “never” communicated in English, one-
fourth (24.00%) reported that they “sometimes” communicated in English, almost one-fourth of the
teachers (23.00%) reported that they “often” communicated in English, while 8.00% reported that they
“seldom” communicated in English and 5% reported that they “always” communicated in English. For
item 2, more than one-fourth (30.00%) reported that they “seldom” addressed students’ errors during
communication, about one-fourth of the teachers (24.00%) reported that they “often” addressed
students’ errors during communication, more than one-fifth of the teachers (23.00%) reported that they
“always” addressed students’ errors during communication, about one-fourth (16.00%) reported that
they “sometimes” addressed students’ errors during communication, while only 7.00% reported that
they “never” addressed students’ errors during communication. For item 3, majority of the teachers
(60.00%) reported that they “always” taught from the familiar to the unfamiliar and about one-fourth
(24.00%) reported that they “often” taught from the familiar to the unfamiliar, while 16.00% reported
that they “never, seldom, or sometimes” taught from the familiar to the unfamiliar. For item 4, about
two-fifth of the teachers (39.00%) reported that they “sometimes” got students write grammatical rules,
more than one-fifth (23.00%) reported that they “always” got students write grammatical rules, more
than one-fifth (21.00%) reported that they “seldom” got students write grammatical rules, while 9.00%
reported that they “never” got students write grammatical rules, 8.00% reported that they “often” got
students write grammatical rules. For item 5, about half of the teachers (47.00%) reported that they
“always” used gestures while speaking and more than one-fourth (31.00%) “often” used gestures while
speaking, only 12.00% reported that they never or seldom use gestures.

Materials

The second sub-question was asked to find out the frequency of the use of proposed materials in 2
grade English curriculum. The findings regarding the use of materials are displayed in Table 3. Judging by
the means and standard deviations as shown in Table 3, the mean scores of use of materials was found
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to be in the following order from the most frequently used material to the least: “Visual materials” (M=
3.90, SD= 1.04), “Audio materials” (M= 3.44, SD=1.18), “Posters” (M= 3.34, SD= 1.27), “Songs” (M= 3.27,
SD= 1.15), “lllustrations” (M= 3.23, SD= 1.41), “Cartoons” (M= 2.69, SD= 1.26), “Fairy tales” (M= 2.44,
SD=1.17), “Stories” (M= 2.42, SD= 1.24), “Advertisements” (M= 2.32, SD= 1.21) and “Poems” (M= 2.16,
SD=1.18).

To put it more concretely, for cartoons, 42.00% of the teachers reported that they “never or seldom”
used them, while 27.00% reported that they “often or always” used them. For songs, 43.00% of the
teachers reported that they “often or always” used them, while 26.00% reported that they “never or
seldom” used them. For fairy tales, 60.00% of the teachers reported that they “never or seldom” used
them, while 20.00% reported that they “often or always” used them. For poems, 68.00% of the teachers
reported that they “never or seldom” used them, while 20.00% reported that they “often or always”
used them. For stories, 57.00% of the teachers reported that they “never or seldom” used them, while
26.00% reported that they “often or always” used them. For posters, 44.00% of the teachers reported
that they “often or always” used them, while 27.00% reported that they “never or seldom” used them.
For advertisements, 56.00% of the teachers reported that they “never or seldom” used them, while
21.00% reported that they “often or always” used them. For illustrations, 51.00% of the teachers
reported that they “often or always” used them, while 28.00% reported that they “never or seldom”
used them. For audio materials, 54.00% of the teachers reported that they “often or always” used them,
while 14.00% reported that they “never or seldom” used them. For visual materials, 75.00% of the
teachers reported that they “often or always” used them, while 11.00% reported that they “never or
seldom” used them.

Table 3.
Teachers’ Perceptions of Their Use of Materials.
Never Seldom Sometimes Often Always

Materials f % f % f % f % f % M SD
1. Cartoons 15 2400 11 18.00 19 31.00 12 19.00 5 8.00 269 1.26
2. Songs 4 7.00 12 19.00 19 3100 17 27.00 10 16.00 3.27 1.15
3. Fairy tales 14 2300 23 3700 13 2100 8 13.00 4 7.00 244 117
4. Poems 23 37.00 19 31.00 9 15,00 9 1500 2 3.00 216 1.18
5. Stories 19 3100 16 26.00 11 1800 14 23.00 2 3.00 242 124
6. Posters 5 800 12 19.00 17 27.00 13 21.00 15 23.00 3.34 1.27

7.Advertisements 21 34.00 15 24.00 13 21.00 11 18.00 2 3.00 232 121
8. Illustrations 13 2100 4 7.00 13 21.00 20 32.00 12 19.00 3.23 1.41
9.Audio materials 7 11.00 3 5.00 19 31.00 22 36.00 11 18.00 3.44 1.8
10.Visual materials 2 3.00 5 8.00 9 15.00 27 44.00 19 31.00 3.90 1.04

Activities

The third sub-question was asked to find out how frequently the activities proposed in 2™ grade
English curriculum were being performed by the teachers. The findings for this question are shown in
Table 4.

Judging by the means and standard deviations as seen in Table 4, the mean scores of use of activities
was found to be in the following order from the most frequently used activity to the least: “Coloring”
(M= 4.11, SD= .89), “Matching” (M= 4.05, SD=.88), “Question-answer” (M= 4.00, SD= .96), “Labeling”
(M= 3.97, SD=.98), “Drawing” (M= 3.97, SD=.99), “Role-play” (M= 3.26, SD= 1.13), “Storytelling” (M=
2.98, SD=1.21), “Listening” (M= 2.82, SD= 1.14), “Speaking” (M= 2.66, SD=.75).

To put it more concretely, for role-play activity, 45.00% of the teachers reported that they “often or
always” used it, while 34.00% reported that they “never or seldom” used it. For story-telling activity,
33.00% of the teachers reported that they “never or seldom” used it, likewise 33.00% reported that they
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“often or always” used it, while 34.00% of the teachers reported that they “sometimes” used it. For
matching activity, 80.00% of the teachers reported that they “often or always” used it, while 8.00%
reported that they “seldom” used it. For labeling activity, 72.00% of the teachers reported that they
“often or always” used it, while only 10% reported that they “seldom” used it. For coloring activity,
79.00% of the teachers reported that they “often or always” used it, while only 7.00% reported that
they “seldom” used it. For drawing activity, 73.00 % of the teachers reported that they “often or always”
used it, while only 6.00% reported that they “never or seldom” used it. For question-answer activity,
69.00% of the teachers reported that they “often or always” used it, while only 5.00% reported that
they “never or seldom” used it. For listening activity, 48.00% of the teachers reported that they “never
or seldom” used it, while 28.00% reported that they “often or always” used it. For speaking activity,
50.00% of the teachers reported that they “never or seldom” used it, while 16.00% reported that they
“often” used it.

Table 4.
Teachers’ Perceptions of Their Use of Activities.
Never Seldom Sometimes Often Always

Activities f % f % f % f % f % M SD
1. Role-play 1 200 20 32.00 13 21.00 18 29.00 10 16.00 3.26 1.13
2. Story-telling 9 15.00 11 18.00 21 34.00 14 22.00 7 11.00 298 1.21
3. Matching 0 0.00 5 8.00 7 11.00 30 48.00 20 32.00 4.05 .88
4. Labeling 0 0.00 6 10.00 12 19.00 22 36.00 22 36.00 3.97 .98
5. Coloring 0 000 4 7.00 9 15.00 25 40.00 24 39.00 4.11 .89
6. Drawing 2 3.00 2 3.00 13 21.00 24 39.00 21 34.00 3.97 .99
7.Question- 1 2.00 2 3.00 16 26.00 20 32.00 23 37.00 4.00 .96
answer
8. Listening 6 10.00 22 36.00 17 26.00 11 18.00 6 10.00 2.82 1.14
9. Speaking 0 0.00 31 50.00 21 3400 10 16.00 O 0.00 266 .75

Discussion, Conclusion & Implementation

The purpose of this research was to find out whether the new 2™ grade English curriculum was being
implemented as planned in terms of teachers’ roles, materials, and activities.

Overall, demographic findings revealed that majority of the teachers implementing the second grade
English curriculum were not English teachers, but classroom teachers. There were more females than
males. Teachers’ experience ranged through 3 to 21 years, and a majority of the participants had
experience with similar age groups before.

In terms of the expected teacher roles, the roles which were not in line with curriculum standards
included students’ writing grammatical rules on their notebook, and correction of students’ errors
during communication.

In terms of activities, except for listening and speaking activities which were utilized less frequently,
the findings revealed that the teachers applied activities as suggested in the curriculum. This finding is
consistent with the study of Kiigliktepe et al. (2014).

Regarding materials, all materials suggested in the curriculum were not used adequately. Especially
audio-visual materials were not used frequently, which might be because of lack of these materials at
some schools. This finding is consistent with the studies of Merter et al. (2014) and KiigUktepe et al.
(2014).

In contrast to the research conducted by Ekus and Babayigit (2013) who found that classroom
teachers can teach this curriculum, the findings of this study indicated that classroom teachers have
difficulties and need further training to implement the 2" grade English Language curriculum.
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Overall, these findings are expected to draw decision makers’ attention to some important points
regarding foreign language education in 2" grade. First of all, the findings show that all second grade
students are not taught with an English teacher as the number of classroom teachers is more than
English teachers, which might have been a result from two reasons. First, it might be due to the
shortage of English teachers as this curriculum reform was put into practice without careful planning
about infrastructure. Second, English teachers do not prefer to work in this region. Judging by the fact
that classroom teachers may not have the knowledge and experience of English teachers, the curriculum
implemented by classroom teachers and thus the students taught by them may not be successful, which
might cause the students taught by classroom teachers to be among the disadvantaged group in the
next grade levels as the students taught by English teachers might be more successful or might have
more positive attitudes towards foreign language.

As a second note, there are many actions and activities not congruent with curriculum standards
that might result from teachers’ unawareness of the curriculum, their lack of knowledge about foreign
language education, or their resistance to this change. To illustrate, although the main objective of this
curriculum is to develop students’ listening and speaking skills, listening and speaking activities are
among the least frequently used activities. This might be because, either the students are not ready to
attain these objectives or the teachers are not well-qualified to help attain these objectives. Likewise,
the teachers are teaching grammatical rules although even keeping a notebook is not suggested in the
curriculum.

Lastly, as indicated by many research studies in literature, lack of materials is one of the most
important problems hindering a healthy implementation as is the case in this research. This problem
might be due to these schools’ location in the low SES region as this study was implemented in such a
region.

Based on these findings, the following suggestions can be put forward:
¢ A newly developed program should not be put into practice unless sufficient practitioners with
necessary qualifications are supplied.

* More emphasis should be put on listening and speaking activities and more audio-visual materials
should be utilized.

¢ Necessary materials should be provided with each teacher who will be implementing this curriculum
at the beginning of academic year.

e More communicative activities that encourage oral practice should be utilized as suggested in the
curriculum.

¢ If classroom teachers are to be implementing this curriculum at least for a short time, they should be
provided with in-service training and they should request help from English teacher colleagues in
their schools.

Limitations of the Study and Implications for Further Research

In addition to quantitative data collected from only teachers, qualitative data could be collected
through observations or student opinions in further studies as there can be “disparities between what
teachers believe happens in class and what actually happens” (Nunan, 1993, p. 139). Also, a larger
sample can be studied for a better external validity. In addition, the teachers could be interviewed in
order to find out why certain standards were not satisfied.
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Tirkge Siiriim

Girig
ingilizce, diinyada uluslararasi bir dil oldugu icin ingilizce 6grenmek egitimsel siirecin ve hayatin her
safhasinda 6nemli bir husus olmustur. Tirkiye’deki ilkokul egitiminde 1926, 1930, 1932, 1936, 1948,
1962, 1968, 1989, 1993, 1998 ve 2004 yillarinda programlarda dnemli degisiklikler yapilmistir (Glltekin,

2010). Bu degisimler yabanci dil egitimine de uygulanmistir. En son program yapisalci 6grenme teorisi
Gzerini kurulmustur (Milli Egitim Bakanhgi [MEB], 2006).

2006 yilindan beri, diinyada her yénden meydana gelen degisimlere ayak uydurmak icin ingilizce dili
programi bazi degisikliklere maruz kalmistir. Son degisimlerle, Tirk egitim sistemi 8+4 egitim
sisteminden 4+4+4 egitim sistemine gegmistir. 25.06.2012 tarihli ve 69 sayili kararla ilkokullarin haftalik
ders programlarinda degisiklikler yapilmistir. Bu program 2013-2014 egitim yilindan beri uygulamadadir.

Ozellikle ingilizce dil egitimi bakimindan bakilacak olursa, bu sistem ingilizce programinin 4. siniftan
itibaren degil de 2. siniftan itibaren uygulanmasini gerektirmistir, bundan dolayi 2. ve 3. siniflari da
kapsayan bir program gelistirilmistir (MEB, 2015). Bu degisiklikle beraber 2. sinif 6grencileri sinif
dgretmenleri ya da ingilizce dgretmenlerinin rehberliginde haftada 2 saat ingilizce egitimi almaya
basladilar.

Bu program kuglik yastaki 6grencilerin ihtiyaglari géz 6nune alinarak hazirlanmistir, ¢linkii bu
Ogrenciler 6-6.5 yaslarindadir (MEB, 2015). Bu konu (lizerinde bazi galismalar yapilmis ve 6grenciler
yabanci dil 6grenmeye ne kadar erken yasta baslarsa, yabanci dil 6grenmedeki basarilarinin artacagi
sonucunu bulmuslardir (Orn., Akiizel, 2006; Bozavh, 2011; Ekus & Babayigit, 2013; ilter & Er, 2007;
Merter, Sekerci, & Bozkurt, 2014). Cakici (2016) tarafindan yapilan arastirmaya katilan veli ve
ogretmenler yabanci dil egitiminin erken yasta, Ozellikle 4-7 vyaslari arasinda olmasi gerektigini
savunmustur. Hatta bazi arastirmalar 6grencilerin yabanci dil 6grenmeye anaokulundan baslanmasi
fikrini savunmustur. Ornek vermek gerekirse, Aytar ve Ogretir (2008) tarafindan yapilan bir arastirmada,
gocuklari ana okulda &grenim gdéren 350 velinin katilmis ve bu velilerin %80.00’i ingilizce’nin
anaokulunda &gretilmesi gerektigini savunmusglardir. Benzer bulgular ilter ve Er (2007) tarafindan da
bulunmustur.

Bazi Avrupa (lkelerindeki yabanci dil 6grenme yasi incelendiginde, bircok Ulkede yabanci dilin
ilkokulun ilk yihindan itibaren zorunlu bir ders olarak 6gretildigi hatta ispanya’nin bazi 6zerk
topluluklarinda daha erken &gretildigi gorilmektedir (Sevik, 2008). Ornegin, baslama yasi Hollanda’da
10, Macaristan’da 9, ispanya, Romanya ve Almanya’da 8, Fransa ve Finlandiya’da 7, italya, Norveg ve
Avusturya’da 6’dir (Eurydice, 2008). Aslina bakilirsa, bu Glkelerdeki ilkokula yasal baslama yasi 4 ve 7
yaslari arasinda degisiklik gostermektedir, fakat veliler ¢ocuklarinin hazir bulunuslugunu dikkate alarak
cocuklarini okula gondermeyi erteleme hakkina sahiptir, bazi lkelerde ise raporlar ve bazi sinavlar
cocuklarin baslama vyasini belirler (Eurydice, 2011). Ornegin, ilkokula baslama yasi Almanya ve
Macaristan’da 6 ve Finlandiya’da 7’dir (Eurydice, 2011). Bundan dolayi, bu kararin Glkelere gore
degisiklik gosterdigini ve baslama yasinin 6 ve 10 yaslari arasinda oldugu séylemek mimkiindr.

Yeni program tasarlanirken Avrupa Ortak Dil Kriterleri Cergceve Programina (AODKCP) uyulmustur.
AODKCP, “Avrupa capinda dil mifredatlari, sinavlar, ders kitaplari vs. igin ortak bir temel olusturur. Dil
ogrenenlerin dili iletisim amaciyla kullanmak igin ne 6grenmeleri gerektigini, etkili bir sekilde hareket
edebilmek icin hangi bilgi ve becerileri gelistirmeleri gerektigini kapsamli bir sekilde agiklar” (AODKCP,
2001, p. 1). AODKCP “eylem odakli yaklasimi benimser (AODKCP, 2001, p. 9) ve akicilik, yeterlik ve dilin
kahcihgini saglamak amaciyla 6zellikle 6grencilerin 6grendiklerini gercek hayatta uygulamalarini vurgular
(MEB, 2015). AODKCP dil 6grenmeyi hayat boyu devam eden bir atilim olarak gordugu icin ilk safhadan
itibaren ingilizce’ye karsi olumlu tutum gelistirmek gereklidir, bundan dolayi yeni program ¢ocuk yastaki
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ingilizce 6grencilerinin kendilerini biitiin 6grenme siireci boyunca rahat hissedecekleri eglenceli ve
motive edici bir 6grenme ortami gelistirmeyi amaclamaktadir (MEB, 2015). ingilizce’nin iletisimsel
dogasini vurgulamak igin gergekgi arag-geregler, tiyatro ve uygulamali etkinlikler dnerilmektedir. 3. ve 4.
sinifta sadece konugma ve dinleme becerileri vurgulanirken, okuma ve yazma becerilerinin 7. ve 8.
siniflarda gelistirilmesi 6nerilmektedir (AODKCP, 2001). Daha somut bir sekilde ifade etmek gerekirse,
agirhkli olarak iletisimsel dil yeterligini gelistirmeyi amaglamaktadir. Bu programin ana yaklasimi hedef
dili sadece ogretilecek bir ders degil de baskalariyla iletisim kurmak icin bir ara¢ olarak goren; gramer
yapilari ve dilsel islevleri degil de gercek anlami meydana getirmek icin dilin etkilesimli bir ortamda
gercekei kullanimini vurgulayan iletisimsel yaklasimdir (MEB, 2015). Daha somut bir sekilde ifade etmek
gerekirse, bu yaklasim “dilin iletisim ile edinilebilecegini” savunmaktadir (Howatt, 1984, p. 279). Larsen-
Freeman (1986) tarafindan belirtildigi gibi, bu yaklasimin en belirgin 6zelligi “hemen hemen her seyin
iletisimsel bir niyetle yapilmasidir” (p. 132).

Bu yaklasima paralel olarak, 6grenciler 6nceden hazirlanmis etkinlik ve arag-geregleri prova etmek
yerine, grup olarak akranlariyla ve 6gretmenleriyle gercgekgi iletisimi gerektiren bir oyun gelistirip onu
daha sonra sinif arkadaslariyla oynamalarini saglayan etkinliklere katilirlar (MEB, 2015). Richards’a
(2006) gore, esli ve grup calismalari yapmanin dgrencilere birgok faydasi vardir. Ornegin, 6grenciler
gruptaki diger tyeler tarafindan kullanilan dili duyarak 6gretmen-yonli etkinliklerden daha fazla tretim
yaparlar (Richards, 2006, p. 20). Butun bu faydalar bu yaklasimin “6grenci merkezli ve deneyime dayali
ikinci dil 6gretme gorisini” vurgulamaktadir (Richards & Rodgers, 1986, p. 69).

ingilizce icin yeni bir program modeli tasarlarken, dzel bir gretim stratejisi belirlenmemistir. Bunun
yerine, AODKCP’nin 3 ilkesi olan 6grenen ozerkligi, 6z degerlendirme ve kiltirel cesitliligi sevme dikkate
alinarak ginimiz egitim arastirmalarinda ve uluslararasi 6gretme standartlarina dayanan eylem odakl
yaklasim benimsenmistir (MEB, 2015).

Degerlendirme konusuna gelince, 6z degerlendirmeye ek olarak yazili ve sézlii sinavlar, quizler, ev
odevleri ve 6grencinin basarisini objektif olarak o6lcecek projeler gibi geleneksel degerlendirmeler
onerilmektedir (MEB, 2015). Yeni gelistirilen bitiin programlarda oldugu gibi, bu program da daha ilk
zamanlarda onu gelistirebilmek icin kesintisiz degerlendirme sirecine tabii tutulmalidir, ¢inkl program
gelistirme asla bitmeyen bir siirectir (Hunkins & Ornstein, 2004; Oliva, 1997). Bu program 2013-2014
egitim ve Ogretim yilindan beri uygulanmaktadir, bundan dolayi asagidaki paragraflarda sunuldugu gibi
bu program lzerine yapilan arastirmalar az sayidadir.

Ekus ve Babayigit (2013) tarama modelindeki arastirmalarinda sinif 6gretmenleri ve ingilizce
dgretmenlerinin ingilizce 6gretimine ilkokul 2. sinifta baslanmasi konusundaki gériislerini ortaya
cikarmayi hedeflemislerdir. 10 ingilizce ve 10 sinif 8gretmeni calismaya katilmis ve veriler gériisme
yoluyla elde edilmistir. Bulgulara gore, bu yasta ingilizce 6grenme ile ilgili gériisleri olumlu, haftalik 2
saatlik egitim yeterli ve hatta daha fazla saat de eklenebilir, ingilizce dgretmenleri egitimin kendileri
tarafindan verilmesini savunurken, sinif 6gretmenleri ingilizce 6gretmenlerinin kilavuzlugunda
kendilerinin de bu dersi 6gretebilecegini savunmuslardir.

Alkan ve Arslan (2014) 2. sinif ingilizce programini degerlendirmek amaciyla verilerini
ogretmenlerden topladiklari bir arastirma yaptilar. 163 génilli 6gretmen arastirmaya katilmistir. Veriler,
arastirmacilar tarafindan gelistirilen bir anket ile toplanmistir ve ylzde ve frekanslarla analiz edilmistir.
Hedef ve amaglarin revize edilmesi gerektigi, 6gretmenlerin yeni programa asina olmadiklari ve okul
imkanlarinin gelistirilmesi sonuglarina varilmistir.

Merter, Sekerci ve Bozkurt (2014) ilkokul 2. sinif ingilizce siniflarinda ders veren ingilizce
dgretmenlerinin  gorislerini degerlendirmeyi amacladiklari c¢alismalarinda, 6gretmenlerin ingilizce
ogretimine bu sinifta baslanmasi ile ilgili olumlu goérus belirttiklerini belirtmektedirler. Fakat galistiklari
okullardaki yetersiz teknolojik alt yapidan dolayi istedikleri kalitede egitim veremediklerini ve
ogretmenlerin kitaplarla ilgili uygun olmayan kart ve posterler icermeleri ve bazi etkinliklerin
ogrencilerin bilissel seviyelerinin istiinde olmasi gibi olumsuz durumlarla karsilastiklarini belirtmislerdir.
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Kiicliktepe, Kiigiiktepe ve Baykin (2014) calismalarinda ingilizce &gretmenlerinin ingilizce dersi ve
2013-2014 egitim ve ogretim yiinda uygulamaya konulan yeni ingilizce programi hakkindaki
diisiincelerini incelemistir. Calismaya, Turkiye’nin farkli bélgelerinde bu programi uygulayan 30 ingilizce
O0gretmeni gonullu olarak katilmistir. Veriler, gériisme yoluyla elde edilmis ve igerik analizi ile analiz
edilmistir. Arastirma, 6gretmenlerin programla ilgili genel olarak olumlu fikirlere sahip olduklarini
actklamistir. Programin kazanimlari ve igeriginin uygun ya da kismen uygun oldugunu belirten
ogretmenlerin kullandiklari metot, teknik ve etkinliklerin programda onerilenlerle benzer nitelikte
oldugunu belirtmislerdir. Fakat sinif yonetimi, arag-gereg yetersizligi ve hedef kitleye etkili bir sekilde
O0gretim yapamama gibi sorunlarla karsilastiklarini da belirtmislerdir.

iyitoglu ve Alci (2015) ingilizce dgretmelerinin bu programla ilgili disiincelerini incelemislerdir.
Veriler, Tirkiye'nin 5 farkh sehrinde bulunan 14 devlet okulunda cgalisan 14 6gretmenden goriisme
yoluyla elde edilmistir. Arastirma bulgulari, 6gretmenlerin bu programi ihtiya¢ analizi, degerlendirme,
yas ve seviye uygunlugu, 6gretim teknikleri ve kelime 6gretimi konularinda begendiklerini, fakat arag-
gereg yetersizligi, kalabalik siniflarda uygulamaya uygun olmamasi, kiltiirel odagin belirsizligi, gerekli
o6grenme tekniklerinin eksikligi ve 6grencilerle velilerdeki motivasyon yetersizligi konularinda programi
elestirdigini gbstermistir.

Aragtirmanin Amaci

Birgok program uzmani, bir programin hedeflere ulagsmada basarili olabilmesi igin dikkat edilmesi
gereken bircok degisken oldugunu ve bir programin uygulamaya konuldugunda bazi zorluklarla
karsilasmanin ¢ok olasi bir durum oldugunu belirtmektedir. Clinki her program uyulmasi gereken belirli
standartlara sahip bir teori Uzerine insa edilir ve programin basarisizlikla sonuglanmamasi igin
uygulayicilarin programda belirtilen standartlara uymasi hayati 6neme sahiptir. Diger bir deyisle,
programin insanlarin bekledigi gibi uygulanip uygulanmadiginin dogrulanmasi gerekmektedir (Provus,
1969). Bu bakimdan, bu arastirmanin amaci yeni programdaki 6gretmen rolleri, arag-geregler ve
etkinliklerin planlandigi gibi uygulanip uygulanmadigini bulmaktir. Bu amaca dayali olarak, asagidaki
arastirma sorusu ve ilgili alt sorulara cevaplar aranmistir:

1. Program ilkokul 2. siniflarda ders veren 6gretmenler tarafindan planlandigi gibi uygulanmakta midir?
1. 1. Beklenen 6gretmen davranislari ne siklikla sergilenmektedir?
1. 2. 2. sinif ingilizce programinda &nerilen arac-geregler ne siklikta kullanilmaktadir?

1. 3. Onerilen etkinlikler 6gretmenler tarafindan ne siklikta uygulanmaktadir?

Arastirmanin Onemi

Bu program kisa zaman 6nce uygulamaya konuldugu icin, dnceki ¢alismalarda goriildigi gibi bircok
sorunla karsilasmasi olasidir. Bu galisma, program standartlarini bir bitin olarak yerine getirildigini
bulmak amaciyla hem ingilizce 6gretmenleri hem de bu programi uygulayan diger 6gretmenlerin
uygulamalarini igerdigi icin 6zglindir. Ayrica, bu ¢alisma diislik sosyoekonomik statiiye sahip bir bolgede
yapildigi icin, bulgulari benzer bélgelere genellenebilir ve farkh bélgelerde yapilacak galismalara da yol
gosterici olmasi beklenmektedir.

Yontem

Calismanin bu boéliminde arastirma modeli, degerlendirme modeli, katilimcilar, veri toplama
araclari, veri toplama siireci ve verilerin analizi kisimlarina yer verilmistir.
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Arastirma Modeli

Evrenin bazi degiskenlere gére nasil bir dagilim gosterdigini ve bir grubun yeni 2. sinif ingilizce
programi ile ilgili algilari hakkinda veriler toplamak amaciyla betimleyici tarama yontemi arastirma
modeli olarak kullanilmistir (Fraenkel, Wallen, & Hyun, 2012). “Tarama ydntemleri kapsamlari
bakimindan farklik gosterebilir. Ornegin, lise sonrasi egitimdeki cagdas gelismelerle ilgili bir calisma
bitin bati Avrupa’y! icerebilir ya da yalnizca bir liseyle sinirlandirilabilir” (Cohen, Manion, & Morrison,
2007, p. 205). Diger bir deyisle, bulgularin genellenebilecegi evrene bagldir. Bu ¢alismanin bulgulari ise
diistik sosyo-ekonomik statliye sahip bélgelere genellenebilir.

Degerlendirme Modeli

Richards (2001) program degerlendirmede bir programin farkhh bolimlerinin odak noktasi
olabilecegini belirtmektedir ve bu bolimler program tasarimi, ders programi, programin igerigi, siniftaki
suregler, arag-gerecler, 6gretmenler, 6gretmen egitimi, 6grenciler, kurum, personel egitimi ve/veya
karar verme olabilir. Bu arastirmada, Stufflebeam tarafindan gelistirilen Baglam, Girdi, Sureg, Uriin
(BGSU) degerlendirme modelinin siire¢ bélimi kullaniimistir, ¢linkii bu kismi “planlanan ve gergeklesen
etkinlikler arasindaki uyumu bulmak” (Ornstein & Hunkins, 2004, p. 343) igin kullanilabilir.

Stufflebeam (1971) degerlendirmeyi “karar alternatiflerini degerlendirmek igin faydah bilgileri elde
etme ve betimleme siireci” (Cite in: Gredler, 1996, p. 46) olarak tanimlar. “Bu siiregler 4 idari bolim tiiri
icin uygulanir ve bu bdlimlerin her biri farkli bir degerlendirme c¢esidini temsil eder” [ve] “bu
degerlendirmeler birbirinden bagimsiz veya bitlinlesik bir sirayla yapilabilir” (Gredler, 1996, p. 46). Diger
bir deyisle, bir degerlendirmeci amacina dayanarak bu modelin sadece bir bolimini veya 2 bolumina
veya 4 bolumind de kullanabilir (Fitzpatrick, Sanders, & Worthen, 2004; Gredler, 1996; Ornstein &
Hunkins, 2004).

Stufflebeam ve Shinkfeld (1985) tarafindan belirtildigi gibi, modelin bu bolimi kullanilarak asagidaki
sorulara cevap aranabilir: “Etkinlikler planlandigi gibi uygulaniyor mu? Halihazirdaki kaynaklar etkili bir
sekilde kullaniliyor mu? Program katilimcilari rollerini kabul edip gergeklestiriyorlar mi?” (Cite in: Tung,
2010, p. 26).

Katilimcilar

Bu calismanin hedef evrenini Ankara’nin disik sosyo-ekonomik statili bolgelerindeki devlet
okullarinda ingilizce’yi yabanci dil olarak égrenen ilkokul 2. sinif 6grencilerinin ingilizce derslerine giren
biitlin ingilizce dgretmenlerini kapsamaktadir. Ulasilabilir evren Altindag bélgesindeki biitiin ilkokullarda
ingilizce derslerine giren 6gretmenlerdir.

Bu calismada kiime 6rnekleme yontemi kullanilmistir. Altindag’da 64 adet ilkokul bulunmaktadir. Bu
okullar arasindan 28 okul rastgele secilmis ve bu okullardaki biitlin 6gretmenlere bir anket verilmistir.
Biitiin ingilizce 6gretmenleri (n=25) ve 37 sinif 6gretmeni calisma icin géniilli olmustur, bundan dolay:
bu calismanin toplamdaki 6rneklemini ilkokul 2. siniflarin ingilizce dersine giren 62 6gretmen
olusturmaktadir.

Veri Toplama Araglari

MEB (2015) tarafindan gelistirilen program, programin standartlarini bulmak igin ana veri kaynagi
olarak kullanilmis ve bu da calismanin dokiiman analizi kismini olusturmustur. Bu standartlardan
yararlanilarak 6gretmenlerin programin uygulanisi ile ilgili goruslerini toplamaya yarayacak bir anket
gelistirilmistir. Anket 3 bolimden olusmaktadir. ilk bélim beklenen &gretmen davranislari ile ilgili 5
maddeden olusmakta, ikinci bolim arag-gereglerle ilgili 10 maddeden olusmakta ve Uglinclii bolim
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etkinliklerle ilgili 9 maddeden olusmaktadir. Arag gelistirme sirecinde, uzman goértsi alinmis ve
anketteki maddelerin gegerligi, acikligi ve anlasilirigini kontrol etmek igin ayni bolgede calisan 6rneklem
digi 6 6gretmene uygulanmistir. Alinan donitiin hemen hemen hepsi olumluydu ve goz ardi edilebilir
kiicik bir dizeltmeden sonra anket segilen 6rnekleme uygulandi. Anketin glvenirligini 6l¢mek igin,
Cronbach’in Alfasi hesaplandi. Bu degerler ankette bulunan 3 bolim olan beklenen 6gretmen
davranislari, arag-gerecler ve etkinlikler igin, sirasiyla, .88, .85 ve .92 olarak bulunmustur.

Veri Toplama Siireci

Veriler 2014/2015 egitim ve 6gretim yilinin sonlarina dogru toplandi ve veri toplama siireci bir aydan
uzun bir siire slirdi. Arastirmanin uygulamasi igin izin almak amaciyla secilen okullarin mudurlerini
telefonla arandi. Kabul edilince, arastirmaci bu okullari sahsen ziyaret edip anketleri dagitti ve
katilimcilarin anketi doldurmasini bekledi. Bazi okullarda ziyaret glinlerinde 6gretmenler okulda degildi,
o ylizden anketler 6gretmenlere verilmesi i¢in idarecilere teslim edildi, bundan dolayi bu okullar iki defa
ziyaret edildi.

Verilerin Analizi

Anket yoluyla toplanan veriler biriktirildi ve SPSS 22.00 programi kullanilarak analiz edildi. Toplanan
veriler, frekans, ylzde, ortalama ve standart sapma gibi betimleyici istatistik yontemleri kullanilarak
analiz edildi.

Bulgular

Bu bolim galismanin bulgularini icermektedir. Arastirmanin amaci 6gretmen rolleri, arag-gerecler ve
etkinlikler bakimindan yeni programin planlandigi gibi uygulanip uygulanmadigini bulmaktir. Veri analizi
bulgulari ylizde, frekans, ortalama ve standart sapmalari gdsteren tablolarda sunulmustur.

Tablo 1.
Katihmcilarin Demografik Ozellikleri.
Degiskenler Seviyeler f %
Cinsiyet Erkek 14 23.00
Kadin 48 87.00
is Deneyimi 0-5yil 10 16.00
6-10 yil 34 55.00
11 yil+ 18 29.00
Bransi ingilizce Ogretmeni 25 40.00
Sinif Ogretmeni 37 60.00
Bu yas grubu ile daha 6nceki deneyim Hayir 12 19.00
Evet 40 81.00

Tablo 1'de gosterilen katilimcilara ait demografik 6zelliklere gore, kadin 6gretmenler (%87.00) erkek
O0gretmenlerden (%23.00) fazladir; 6gretmenlerin yarisindan fazlasi (%55.00) 6-10 yil arasi is deneyimine
sahip, dortte birinden fazlasi (%29.00) 11 yildan daha fazla is deneyimine sahip, yaklasik beste biri
(%16.00) ise 0-5 yil arasi is deneyimine sahiptir; ingilizce 6gretmeni sayisi (%40.00), sinif 6gretmeni
sayisindan (%60.00) fazladir; 6gretmenlerin dortte lGglinden fazlasi (%81.00) ilkokul 2. sinif 6grencileri ile
daha 6nce ¢alismis iken yaklasik dortte biri (%19.00) bu yas grubu ile daha dnce galismamistir.
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Ogretmen Rolleri

Aragtirmanin birinci alt sorusu 2. sinif ingilizce programinda belirtilen &gretmen rollerinin ne sikilikta
gercgeklestigini bulmak icin sorulmustur. Bulgular, Tablo 2’de 6zetlenmistir.

Tablo 2.
Ogretmenleri Rolleri Hakkindaki Algilari.

Hig Nadiren Bazen Sik sik Her zaman
Beklenen Ogretmen Rolleri f % f % f % f % f %
1. ingilizce iletisim kurarim 25 40.00 5 800 15 24.00 14 23.00 3 5.00

2. iletisim sirasinda égrencilerin 4 7.00 19 30.00 10 16.00 15 24.00 14 23.00
hatalarina dikkat ederim

3. Bilinenden bilinmeyene 2 3.00 3 500 5 800 15 24.00 37 60.00
dogru 6gretim yaparim

4. Ogrencilere gramer 6 9.00 13 21.00 24 39.00 5 8.00 14 23.00
kurallarini yazdirirnm

5. Konusurken jest ve mimik 4 7.00 3 5.00 7 11.00 19 31.00 29 47.00
kullanirim

Tablo 2’de gérildiigi gibi, ilk madde igin katilimcilarin %40.00"1 “hi¢” ingilizce iletisim kurmadigini
belirtirken, dortte biri (%24.00) “bazen”, yaklasik doértte biri (%23.00) “sik sik”, %8.00’i “nadiren” ve
%5.00’i “her zaman” ingilizce iletisim kurdugunu belirtmistir. ikinci madde icin, katihmcilarin dértte
birinden fazlasi (%30.00) “nadiren”, yaklasik dértte biri (%24.00) “sik sik”, beste birinden fazlasi (%23.00)
“her zaman”, yaklasik dortte biri (%16.00) “bazen” iletisim sirasinda 6grencilerin hatalarina dikkat
ettigini ve %7.00’si “hi¢” dikkat etmedigini belirtmistir. Uglincii madde igin, katihmcilarin biiyiik
¢ogunlugu (%60.00) “her zaman”, yaklasik dértte biri (%24.00) “sik sik”, %16.00’s1 ise “hig, nadiren veya
bazen” bilinenden bilinmeyene dogru 6gretim yaptigini belirtmistir. Dordiinci madde igin, katilimcilarin
yaklasik beste ikisi (%39.00) “bazen”, besten birinden fazlasi (%23.00) “her zaman”, beste birinden
fazlasi (%21.00) “bazen”, ve %8.00'i “sik sik” ogrencilere gramer kurallarini yazdirdiklarini
belirtirken%9.00’u ise “hi¢” yazdirmadiklarini belirtmislerdir. Besinci madde igin, katilimcilarin yaklasik
yarisi (%47.00) “her zaman”, dortte birinden fazlasi (%31.00) “sik sik”, sadece %12.00’si “hi¢ veya
nadiren” jest ve mimik kullandigini ya da kullanmadigini belirtmistir.

Arag-Geregler

ikinci alt-soru programda 6nerilen arag-gereclerin ne siklikta kullanildigini bulmak icin sorulmustur.
Arac-gerec kullanimi ile ilgili bulgular Tablo 3’te gosterilmistir.

Tablo 3’te gosterilen ortalama ve standart sapmalara gore, en ¢oktan en az kullanilan arag-gereg
siralamasi soyledir: “Gérsel arag-geregler” (X = 3.90, Ss= 1.04), “isitsel arag-geregler” (X= 3.44, Ss=1.18),
“Posterler” (X= 3.34, Ss= 1.27), “Sarkilar” (X= 3.27, Ss= 1.15), “Resimler” (X= 3.23, Ss= 1.41),
“Karikatiirler” (X= 2.69, Ss= 1.26), “Peri masallar’” (X= 2.44, Ss=1.17), “Hikayeler” (X= 2.42, Ss= 1.24),
“Reklamlar” (Y= 2.32, Ss= 1.21) ve “Siirler” (Y= 2.16, Ss= 1.18). Daha somut bir sekilde ifade etmek
gerekirse, Ogretmenlerin  %42.00’si karikatlrleri “hi¢ veya nadiren” kullanmadigini/kullandigini
belirtirken, %27.00’si “siki sik veya her zaman” kullandigini ifade etmistir. Ogretmenlerin %43.00'i
sarkilari  “sik stk veya her zaman” kullandigini belirtirken, %26.00’si “hi¢ veya nadiren”
kullanmadigini/kullandigini belirtmistir. Ogretmenlerin %60.00"1 peri masallarini “hi¢ veya nadiren”
kullanmadigini/kullandigini belirtirken, %20.00’si “sik sik veya her zaman” kullandigini belirtmistir.
Ogretmenlerin %68.00'i siirleri “hi¢ veya nadiren” kullanmadigini/kullandigini belirtirken, %20.00’si “sik
stk veya her zaman” kullandigini belirtmistir. Ogretmenlerin %57.00’si hikayeleri “hi¢c veya nadiren”
kullanmadigini/kullandigini belirtirken, %26.00’s1 “sik sik veya her zaman” kullandigini belirtmistir.
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Tablo 3.
Ogretmenlerin Arag-gere¢ Kullanimi ile ilgili Algilari.

Hig Nadiren Bazen Sik sik Her zaman
Arag-Geregler f % f % f % f % f % X S
1. Karikattirler 15 24.00 11 18.00 19 31.00 12 19.00 5 8.00 2.69 1.26
2. Sarkilar 4 7.00 12 19.00 19 31.00 17 27.00 10 16.00 3.27 1.15
3. Peri masallari 14 23.00 23 37.00 13  21.00 8 13.00 4 7.00 244 1.17
4. Siirler 23 37.00 19 31.00 9 15.00 9 15.00 2 3.00 2.16 1.18
5. Hikayeler 19 31.00 16 26.00 11 18.00 14 23.00 2 3.00 242 1.24
6. Posterler 5 8.00 12 19.00 17 27.00 13 21.00 15 23.00 3.34 1.27
7.Reklamlar 21 34.00 15 24.00 13 21.00 11 18.00 2 3.00 232 1.21
8. Resimler 13  21.00 4 7.00 13 21.00 20 32.00 12 19.00 3.23 141
9.isitsel arag- 7 11.00 3 5.00 19 31.00 22 3600 11 18.00 344 1.18
geregler
10.Gorsel arag- 2 3.00 5 8.00 9 15.00 27 4400 19 31.00 3.90 1.04
gerecler

Ogretmenlerin  %27.00’si posterleri “hic veya nadiren” kullanmadigini/kullandigini belirtirken,
%44.00'0 “sik sik veya her zaman” kullandigini belirtmistir. Ogretmenlerin %56.00’si reklamlari “hig veya
nadiren” kullanmadigini/kullandigini belirtirken, %21.00’i “sik sik veya her zaman” kullandigini
belirtmistir. Ogretmenlerin %26.00’si resimleri “hic veya nadiren” kullanmadigini/kullandigini belirtirken,
%51.00’i “sik sik veya her zaman” kullandigini belirtmistir. Ogretmenlerin %14.00’i isitsel arac-geregleri
“hi¢ veya nadiren” kullanmadigini/kullandigini belirtirken, %54.00’U “sik sik veya her zaman” kullandigini
belirtmistir. Ogretmenlerin %11.00’i gérsel arag-geregleri “hi¢ veya nadiren” kullanmadigini/kullandigini
belirtirken, %75.00’i “sik sik veya her zaman” kullandigini belirtmistir.

Etkinlikler

Ugiincii alt-soru 2. sinif ingilizce programinda belirtilen etkinliklerin 6gretmenler tarafindan ne
sikhikta uygulandigini bulmak i¢in sorulmustur. Bu sorunun bulgulari Tablo 4’te gosterilmistir.

Tablo 4’te gosterilen ortalama ve standart sapmalara gore, en ¢oktan en az kullanilan etkinliklerin
siralamasi soyledir: “Boyama” (X= 4.11, S= .89), “Eslestirme” (X= 4.05, $s=.88), “Soru-cevap” (X= 4.00,
Ss= .96), “Etiketleme” (X=, $s=.98), “Cizim yapma” (X= 3.97, Ss=.99), “Rol yapma” (X= 3.26, Ss= 1.13),
“Hikaye anlatimi” (X=2.98, Ss=1.21), “Dinleme” (X= 2.82, Ss= 1.14) ve “Konusma” (X= 2.66, Ss=.75).

Tablo 4.
Ogretmenlerin Etkinliklerle ilgili Algilari.

Hig Nadiren Bazen Sik sik Her zaman
Etkinlikler f % f % f % f % f % X Ss
1. Rol yapma 1 200 20 32.00 13 21.00 18 29.00 10 16.00 3.26 1.13
2. Hikaye anlatma 9 15.00 11 18.00 21 34.00 14 22.00 7 11.00 298 1.21
3. Eslestirme 0 0.00 5 8.00 7 11.00 30 48.00 20 32.00 4.05 .88
4. Etiketleme 0 0.00 6 10.00 12 19.00 22 36.00 22 36.00 397 .98
5. Boyama 0 0.00 4 7.00 9 15.00 25 40.00 24 39.00 4.11 .89
6. Cizim yapma 2 3.00 2 3.00 13 21.00 24 39.00 21 34.00 397 .99
7.Soru-cevap 1 2.00 2 3.00 16 26.00 20 32.00 23 37.00 4.00 .96
8. Dinleme 6 10.00 22 36.00 17 26.00 11 18.00 6 10.00 2.82 1.14
9. Konusma 0 0.00 31 50.00 21 34.00 10 16.00 0 0.00 266 .75
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Daha somut bir sekilde ifade etmek gerekirse, 6gretmenlerin %45.00'i rol yapma etkinliklerini “sik sik
veya her zaman” kullandigini belirtirken, %34.00'G “hi¢ veya nadiren” kullanmadigini/kullandigini
belirtmistir. Ogretmenlerin %33.00’t hikdye anlatimi etkinliklerini “sik sik veya her zaman” ve %34.00’{
“bazen” kullandigini belirtirken, %33.00’G “hig veya nadiren” kullanmadigini/kullandigini belirtmistir.
Ogretmenlerin %80.00’i eslestirme etkinliklerini “sik sik veya her zaman” kullandigini belirtirken, %8.00’i
“nadiren” kullandigini belirtmistir. Ogretmenlerin %72.00’si etiketleme etkinliklerini “sik sik veya her
zaman” kullandigini belirtirken, %10.00’'u “nadiren” kullandigini belirtmistir. Ogretmenlerin %79.00’u
boyama etkinliklerini “sik sik veya her zaman” kullandigini belirtirken, yalnizca %7.00’si “nadiren”
kullandigini belirtmistir. Ogretmenlerin %73.00’i cizim yapma etkinliklerini “sik sik veya her zaman”
kullandigini belirtirken, sadece %6.00’si “hi¢ veya nadiren” kullanmadigini/kullandigini belirtmistir.
Ogretmenlerin %69.00’u soru-cevap etkinliklerini “sik sik veya her zaman” kullandigini belirtirken,
yalnizca %5.00’i “hi¢c veya nadiren” kullanmadigini/kullandigini belirtmistir. Ogretmenlerin %28.00’i
dinleme etkinliklerini “sik sik veya her zaman” kullandigini belirtirken, %48.00’i “hi¢ veya nadiren”
kullanmadigini/kullandigini  belirtmistir. Ogretmenlerin %50.00’si konusma etkinliklerini “hic veya
nadiren” kullanmadigini/kullandigini belirtirken, %16.00’s1 “sik sik” kullandigini belirtmistir.

Tartisma, Sonug ve Oneriler

Bu arastirmanin amaci yeni programdaki 6gretmen rolleri, arag-geregler ve etkinliklerin planlandig
gibi uygulanip uygulanmadigini bulmakti.

Demografik bulgulara gére, programi uygulayan 6gretmenlerin biiyiik cogunlugu ingilizce 6gretmeni
degil, sinif 6gretmenleridir, kadin 6gretmen sayisi erkek 6gretmen sayisindan fazladir, 6gretmenlerin is
deneyimi 3-21 yillari arasinda degismektedir ve Ogretmenlerin ¢cogu bu yas grubu ile daha 6nce
¢alismistir.

Beklendik o6gretmen rolleri ile ilgili bulgulara bakildiginda, 6gretmenlerin 6grencilere gramer
kurallarini yazdirmasi ve iletisim sirasinda Ogrencilerin hatalarini diizeltmesi programin standartlari
arasinda olmayan davraniglardir.

Etkinliklerle ilgili bulgulara gére, nispeten daha az kullanilan dinleme ve konusma etkinliklerinin
disindaki etkinlikler programda belirtildigi gibi uygulanmaktadir. Bu bulgu Kicliktepe vd. (2014)
tarafindan yapilan galisma ile uyumluluk géstermektedir.

Arac-gerecler ile ilgili bulgular, programda belirtilen arag-gereclerin yeteri kadar kullaniimadigini
gostermektedir. Ozellikle, muhtemelen bu okullarda olmayan gérsel ve isitsel arac-geregler yeteri kadar
kullaniimamaktadir. Bu bulgu, Merter vd. (2014) ve Kugliktepe vd. (2014) tarafindan yapilan
arastirmalarla ayni dogrultudadir.

Sinif 6gretmenlerinin bu programi uygulayabilecegini belirten Ekus ve Babayigit’in (2013) aksine, bu
calismanin bulgulari sinif 6gretmenlerinin zorluklar yasadigini ve bu programi uygulayabilmek igin ¢ok
daha fazla egitime ihtiyaclari oldugunu géstermektedir.

Genel olarak, bu bulgularin 2. siniftaki yabanci dil egitimi ile ilgili bazi énemli noktalara karar
vericilerinin dikkatini cekmesi beklenmektedir. ilk olarak, calismaya katilan sinif gretmeni sayisinin
ingilizce ®gretmeni sayisindan fazla olmasi bitiin dgrencilerin ingilizce &gretmenleri tarafindan
egitilmedigini gostermektedir. Bu durum iki nedenden kaynaklanmis olabilir. Birincisi, bu program alt
yap! ile ilgili dikkatli planlama yapilmadan uygulamaya konuldugu igin Ogretmen vyetersizligi
bulunmaktadir. ikincisi, ingilizce 6gretmenleri bu bolgede calismayl tercih etmemektedir. Sinif
dgretmenlerinin ingilizce 6gretmenlerinin bilgi ve tecriibesine sahip olmadiklari diistinilirse, sinif
o6gretmenleri tarafindan uygulanan bu program ve sinif 6gretmenleri tarafindan egitilen 6grencilerin
basarili olmasi beklenemez. Bu durum, bu 6grencilerin ileriki siniflarda dezavantajli gruplar arasina
girmesine sebep olabilir, ¢linkii ingilizce 6gretmenleri tarafindan egitilen 6grencilerin daha basarili
olmasi veya yabanci dile karsi daha olumlu tutumlara sahip olmasi muhtemeldir.
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ikinci bir not olarak, 6gretmelerin yabanci dil egitimi ve program hakkindaki bilgisizliginden ya da bu
degisime karsi olmalarindan kaynaklanan sebeplerden dolay program standartlari ile uyumlu olmayan
bircok eylem gériilmektedir. Ornegin, bu programin ana hedefi 6grencilerin dinleme ve konusma
becerilerini gelistirmek olmasina ragmen, dinleme ve konusma etkinlikleri en az uygulanan etkinlikler
arasindadir. Bu durumun sebebi ise ya 6grenciler bu hedeflere ulasacak seviyede degiller ya da
ogretmenler 6grencelere yardimci olacak kaliteye sahip degiller. Ayni sekilde, programda defter tutmak
bile 6nerilmezken, 6gretmenler gramer kurallari 6gretmektedirler.

Son olarak, literatlirdeki bircok calismada belirtildigi gibi, saglikh bir uygulamayi engelleyen arag-
gereg yetersizligi bu calismada da goriilmektedir. Bu galisma dusiik sosyo-ekonomik statliye sahip bir
bolgede yuruttldigi igin, bu sonug bu okullarin konumundan da kaynaklaniyor olabilir.

Bu bulgulara dayanarak, asagidaki 6nerilerde bulunulabilir:

» Gerekli Ozelliklere sahip yeteri kadar 6gretmen tedarik edilmeden, yeni bir program uygulamaya
konulmamadir.

¢ Dinleme ve konusma etkinliklerine daha fazla yer verilmeli ve daha fazla isitsel ve gérsel arag-gereg
kullanilmalidir.

e Egitim ve Ogretim yilinin basinda, bu programi uygulayacak 6gretmenlere gerekli arag-gerecler
saglanmalidir.

* Programda belirtildigi gibi s6zlii pratigi arttiracak iletisimsel etkinliklere daha fazla yer verilmelidir.

¢ Kisa bir sureligine de olsa, sinif 6gretmenleri bu programi uygulayacaksa, onlara hizmet i¢i egitim
saglanmali ve onlar da okullarindaki ingilizce 6gretmenlerinden yardim istemelidirler.

Calismanin Sinirhiliklari ve ilerideki Arastirmalar igin Oneriler

“Ogretmenlerin sinifta yasandigina inandigi ile gercekte yasananlar arasinda uyumsuzluk” (Nunan,
1993, p. 139) olabileceginden nicel verilere ek olarak gozlemlerden ve 6grencilerden elde edilecek nitel
veriler de toplanabilir. Ayrica, daha genis bir genelleme igin daha biylk bir 6érneklem kullanilabilir.
Ayrica, belli standartlara niye uyulmadigini bulmak igin 6gretmenlerle gériismelere yapilabilir.

Bilgilendirme

Bu calismanin bir bolimi 22-24 Ekim 2015 tarihinde Adana’da yapilan 3. Uluslararasi Egitim
Programlari ve Ogretim Kongresi’'nde sunulmustur.
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Introduction

Incidences throughout the day and associated changes cause individuals to be in need of new
learning issues. In this respect, to meet these needs for learning, as learning in school is limited in time,
the individual needs lifelong learning to acquire the required information and skill in every moment of
life. The need for lifelong learning makes it a requirement for the individual to acquire the skills to learn
lifelong learning. The individual, who learns how to learn, knows how to reach information is aware of
the learning activities and can keep the learning process under control by directing learning events. It is,
therefore, very important to develop individuals who learn how to learn.

The most significant aspect of those who have learned how to learn is that they are aware of their
strengths and weaknesses; however, this awareness is not solely enough for realization of learning. One
of the most important yet the most neglected aspects of learning is that students do not know how to
use it although they have necessary information and skills to fulfill a task and thus, their skills halt at a
point (Akin & Abaci, 2011). It is suggested that one of the reasons for the individual not knowing how to
use information and skills he/she has is a result of underdeveloped metacognitive skills. The individual is
aware of his/her own learning skills and learning is facilitated and becomes continuous if he/she
manages to direct them. This raises the importance of metacognition which includes the learning
process of learners and stages of this process such as self-monitoring, control and assessment and
contributes to the individual's learning how to learn.

Flavell (1987) emphasizes that a good school is "the home of metacognitive development” because
of the opportunities it offers for self-conscious learning (Translated: Akin & Abaci, 2011). This
demonstrates importance of qualifications of teachers in realization of learning in school environment.
The profession of teaching is an important factor which determines quality of educational services and it
is a long accepted reality that the quality of education can only be as good as the quality of the teacher
(Mahiroglu, 2012). In this respect, it can be suggested that teachers play an important role in learners'
aspects which are open to development.

Gunstone and Northfield (1994) state that metacognitive teaching should be at the center of
teacher’s education. From this perspective, based on teachers who constitute one of the most
important variables of learning-teaching environment, this study aims to examine metacognitive
awareness of prospective teachers at the last grade at Ziya Goékalp Faculty of Education and prospective
teachers in the teaching certificate program in the 2014-2015 academic years, who will be the teachers
of the future, in terms of some variables. This study seeks for answers to the questions below regarding
this purpose.

1- Do metacognitive awareness levels of prospective teachers significantly differ between the total
dimension and sub-dimensions of the scale by gender?

2- Do metacognitive awareness levels of prospective teachers significantly differ between the total
dimension and sub-dimensions of the scale by field of activity?

3- Do metacognitive awareness levels of prospective teachers significantly differ between the total
dimension and sub-dimensions of the scale by the number of books they read in a year, other than
textbooks?

Method
Study Model

The study was conducted with the screening model, a descriptive research model. Screening model-
based studies aim to collect data to determine certain properties of a group (Buyukoztiirk, Cakmak,
Akgin, Karadeniz & Demirel, 2010). General screening model has been used in the study. General
screening models are screening organizations made on the entire study population or any group, part or
sample of it with an aim to provide a general view of the population which is comprised of multiple
components (Karasar, 2009).
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Population and Sample

The population of the study is comprised of prospective teachers who were last grade students at
Dicle University Ziya Gokalp Faculty of Education in the spring semester of the 2014-2015 academic year
and 2883 prospective teachers who were attending the teaching certificate program. The sample of the
study is comprised of prospective teachers who were last grade students at Dicle University Ziya Gokalp
Faculty of Education in the spring semester of the 2014-2015 academic year and 1475 prospective
teachers who were attending the teaching certificate program, selected randomly. The findings about
the study sample are provided in Table 1 below. In Table 1, 59.10 % of prospective teachers in the study

are female and 40.90% are male.

Table 1.

Distribution of Prospective Teachers According to Gender.
Gender n %
Female 871 59.10
Male 604 40.90
Total 1475 100.00

Table 2.

Distribution of Average Number of Books Other Than Texbooks Read in One Year by Prospective

Teachers.
The number of books n %
3 orless 408 27.70
4-7 496 33.60
8-11 256 17.40
12 or more 315 21.40
Total 1475 100.00

In Table 2, 27.70 % of the prospective teachers in the study read 3 or less books, 33.60 % read 4-7
books, 17.40 % read 8-11 books and 21.40 % read 12 or more books.

Table 3.
Distribution of Prospective Teachers According to Fields.
Fields n %
Primary School Teaching (PST) 78 5.30
Secondary Mathematics (SM) 124 8.40
Fine Arts (FA) 63 4.30
Foreign Language Education (FLE) 83 5.60
Pre-school Teaching (PT) 52 3.50
Physics 48 3.30
Elementary Religion and Moral Education (ERME) 130 8.80
Elementary Mathematics (EM) 49 3.30
Chemistry 52 3.50
Science Education (SE) 51 3.50
Biology 89 6.00
Philosophy 153 10.40
Social Studies (SS) 72 4,90
History 120 8.10
Turkish Language and Literature(TLL) 207 14.00
Geography 47 3.20
Turkish 57 3.90
Total 1475 100.00
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In Table 3, prospective teachers from 17 different fields of study were included in the study. While
Turkish Language and Literature has the most attendance with 207 prospective teachers, Geography has
the least attendance with 47 individuals.

Data Collection Tools

“Personal Information Form” and “Metacognitive Awareness Inventory” were used as the data
collection tools in the study. Personal Information Form is comprised of questions to determine the
student’s gender, field of study and the mean number of books he/she read in a year, other than
textbooks. 52-item “Metacognitive Awareness Inventory”, originally developed by Schraw and Dennison
(1994), adapted to Turkish by Akin et al. (2007) was used to determine metacognitive awareness levels
of prospective teachers. Akin et al. (2007) calculated concurrent validity for the entire inventory
comprised of eight sub-dimensions to be .95 and reported item-test correlations of sub-dimensions
varied between .35 and .65 as a result of item analysis and the inventory internal consistency and test-
retest reliability coefficients were .95.Reliability coefficients for the entire inventory and its sub-
dimensions in our study are provided in Table 4.

Table 4.
Scales of Reliability Coefficients of Metacognitive Awareness Inventory by using Internal Consistency
Method (Cronbach's Alpha).

Sub-dimension Reliability Coefficients
Declarative knowledge .68
Procedural knowledge .55
Conditional knowledge .60
Planning .66
Monitoring .70
Evaluation .62
Debugging .59
Information management .68
Total scale .93

In Table 4, reliability coefficient for the entire inventory is .93 and it varies between .55 and .70 for
sub-dimensions. Generally, inventories with a reliability coefficient of .70 and higher are considered to
be reliable (Domino & Domino, 2006; Fraenkel, Wallend & Hyun, 2012; Leech, Barlett & Morgan, 2005).
However, for inventories with less items, reliability coefficients over .50 can be taken as basis (Nunnaly
& Bernstein, 1994; Raines-Eudy, 2000). Under the light of this information, it can be asserted that less
number of items in these sub-dimensions can be the main reason for the fact that reliability coefficient
is .55 in four-item procedural information sub-dimensions and .59 in five-item debugging sub-dimension
although it is .93 in the total 52-item inventory. Therefore, considering criteria for reliability coefficient,
it can be concluded that all of the values obtained from reliability studies in both the total dimension
and sub-dimensions of the metacognitive awareness inventory are acceptably reliable.

Data Collection

Data required for the study was collected from 1475 prospective teachers in total comprised of last
grade students and teacher certification program in the spring semester of the 2014-2015 academic
years upon permission of Dicle University Ziya Gokalp Faculty of Education. The data was collected by
the researcher in person in all groups. The researcher ensured voluntary participation by discussing the
importance of the study, the number of items in data collection tools and the approximate duration of
the practice in the groups he/she visited to collect data.
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Data Analysis

The data collected for the study was analyzed by “SPSS 20.0” package software. In order to analyze
the data collected in a study by using parametric tests, certain criteria should be meet such as the scores
of the data set should exhibit normal distribution and variances should be homogenous etc.
(Buyikoztiirk, 2011). However, Korum (1985:135) reports “Irrespective of the distribution of the random
variable we are interested in the population; sample average will be a normally distributed random
variable for samples over a certain volume (generally 30 or more) to be taken from a population". Again
in support of this statement, Pallant (2005:210) states incompatibility of the scores of a data set with
the normal approach does not cause major problems for a sample group (more than 30 or 40) that is
large enough. Moreover, Ghasemi and Zahediasl (2012:486) reported that scores of the data set,
although not normally distributed, allow us to make parametric tests, if the sample group is large
enough. Considering the foregoing, parametric tests were used assuming the distribution was normal as
the 1475 person sample group and every volume of this group was larger than 30.t-Test and one way
variance analysis (ANOVA) were used for independent samples among parametric statistics methods in
data analysis. Scheffé test was used to determine the source of the significant difference according to
the results. .05 significance level was taken as basis to test significant difference. Bonferroni test was
used to determine the difference between subgroups, eta squared was used to calculate impact size ( r]2
) (small for n’=.01-.06, medium for n°=.06 to .14, and large for n’=.14 and higher) (Akbulut, 2010: 114
adapted from Cohen, 1988 ). “Metacognitive awareness inventory” used to collect data is a 5 point
Likert type scale and is comprised of the points of “Totally Agree, Agree, Partially Agree, Disagree and
Totally Disagree”. The scale range was 5-1=4, 4/5=0.80. The values corresponding to scale ranges are as
follows;

Very low: 1.00-1.80 Low: 1.81-2.60 Medium:2.61-3.40 High: 3.41-4.20  Very high: 4.21-5.00

Results

This section lists the findings obtained from statistical analysis of data collected to examine
metacognitive awareness of prospective teachers.

In Table 5, metacognitive awareness of prospective teachers significantly differed in debugging and
information management sub-dimensions by gender but did not significantly differ in the remaining sub-
dimensions and the entire scale. Low level of impact was determined considering the impact values in
debugging and information management sub-dimensions with significant difference. Mean scores are
higher in female prospective teachers in both dimensions.

In Table 6, metacognitive awareness mean scores of prospective teachers in descriptive information
sub-dimension vary between 3.74 and 4.02. Considering these values, it can be concluded that
metacognitive awareness of prospective teachers is higher in descriptive information sub-dimension.
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Table 5.
Results of the Independent Sample “t-Test” for Prospective Teachers’ Level of Metacognitive Awareness
According to Gender.

Sub-dimension Gender n X Sd T p n2

Declarative Male 604 3.84 .54 .85 40 -

knowledge Female 871 3.86 .51

Procedural Male 604 3.50 .66 1.01 31 -

knowledge Female 871 3.54 .65

Conditional Male 604 3.84 .57 .14 .89 -

knowledge Female 871 3.83 .60

Planning Male 604 3.64 .61 .37 71 -
Female 871 3.63 .58

Monitoring Male 604 3.58 .58 .02 .99 -
Female 871 3.58 .59

Evaluation Male 604 3.65 .61 .34 74 -
Female 871 3.67 .59

Debugging Male 604 3.59 .68 4.82 .00 .02
Female 871 3.76 .63

Information Male 604 3.71 .54 2.28 .02 .00

management Female 871 3.77 .53

Total Male 604 3.68 48 1.34 .18 -
Female 871 3.71 .45

Table 6.

The Values of Average and Standard Deviation for Prospective Teachers’ Level of Metacognitive
Awareness Based on Their Declarative Knowledge According to Fields.

Sub-dimension  Fields n X Sd
Declarative Primary School Teaching 78 3.82 .58
knowledge Secondary Mathematics 124 3.78 .53
Fine Arts 63 3.89 .53
Foreign Language Education 83 4.02 .54
Pre-school Teaching 52 3.87 46
Physics 48 3.96 48
Elementary Religion and Moral Education 130 3.82 .49
Elementary Mathematics 49 3.84 .51
Chemistry 52 3.74 .51
Science Education 51 3.77 .56
Biology 89 3.91 .51
Philosophy 153 3.79 .54
Social Studies 72 3.84 .53
History 120 3.84 .53
Turkish Language and Literature 207 3.91 .50
Geography 47 3.83 .52
Turkish 57 3.89 .53
Total 1475 3.85 .52
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Table 7.
The Results of ANOVA (one-way) Test for Prospective Teachers’ Level of Metacognitive Awareness Based
on Their Declarative Knowledge According to Fields.

Sub-dimension Sum of Squares df  Mean Square F Sig.
Declarative Between Groups 6.49 16 41 1.49 .09
knowledge Within Groups 396.54 1458 .27

Total 403.03 1474

In Table 7, metacognitive awareness of prospective teachers does not significantly differ in
descriptive information sub-dimension.

Table 8.
The Values of Average and Standard Deviation for Prospective Teachers’ Level of Metacognitive
Awareness Based on Their Procedural Knowledge According to Fields.

Sub-dimension Fields n X Sd
Procedural Primary School Teaching 78 3.54 .63
knowledge Secondary Mathematics 124 3.41 .63
Fine Arts 63 3.55 .67
Foreign Language Education 83 3.67 71
Pre-school Teaching 52 3.60 .63
Physics 48 3.66 .66
Elementary Religion and Moral Education 130 3.42 .58
Elementary Mathematics 49 3.63 .64
Chemistry 52 3.40 .66
Science Education 51 3.64 .65
Biology 89 3.58 .70
Philosophy 153 3.46 .66
Social Studies 72 3.59 71
History 120 3.46 .65
Turkish Language and Literature 207 3.52 .64
Geography 47 3.53 .58
Turkish 57 3.63 .69
Total 1475 3.52 .65

In Table 8, metacognitive awareness levels of prospective teachers have the highest average in the
field of foreign languages and the lowest average in the field of chemistry in procedural information sub-
dimension. Considering all fields of study, prospective teachers have medium level of metacognitive
awareness in the field of chemistry and high level of metacognitive awareness in other fields in
procedural information sub-dimension.

Table 9.
The Results of ANOVA (one-way) Test for Prospective teachers’ Level of Metacognitive Awareness Based
on Their Procedural Knowledge According to Fields.

Sub-dimension Sum of Squares df Mean Square F Sig.
Procedural Between Groups 10.27 16 .64 1.52 .09
knowledge Within Groups 617.08 1458 42

Total 627.35 1474

In Table 9, metacognitive awareness of prospective teachers does not significantly differ in
procedural information sub-dimension.
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Table 10.
The Values of Average and Standard Deviation for Prospective Teachers’ Level of Metacognitive
Awareness Based on Their Conditional Knowledge According to Fields.

Sub-dimension Fields n X Sd
Conditional Primary School Teaching 124 3.73 .55
knowledge Secondary Mathematics 63 3.89 .60
Fine Arts 83 3.93 .66
Foreign Language Education 52 3.90 .61
Pre-school Teaching 48 3.82 .66
Physics 130 3.72 .56
Elementary Religion and Moral Education 49 3.92 .52
Elementary Mathematics 52 3.69 .51
Chemistry 51 3.68 .70
Science Education 89 3.93 .55
Biology 153 3.79 .56
Philosophy 72 3.79 .63
Social Studies 120 3.78 .57
History 207 3.97 .57
Turkish Language and Literature 47 3.83 49
Geography 57 3.91 .56
Turkish 1475 3.83 .58
Total 124 3.73 .55

In Table 10, metacognitive awareness average scores of prospective teachers in situational
information sub-dimension vary between 3.68 and 3.96. This value demonstrates prospective teachers
have high level of metacognitive awareness in all fields in the considered sub-dimension.

Table 11.
The Results of ANOVA (one-way) Test for Prospective Teachers’ Level of Metacognitive Awareness Based
on Their Conditional Knowledge According to Fields.

Sum of Mean Sig.
Sub-dimension Squares df Square F Sig. Dif. r]Z
Conditional Between Groups 12.49 16 .78 232 .00 * .03
knowledge Within Groups 489.91 1458 .34
Total 502.40 1474

* EM -Chemistry, EM -SE, Chemistry -Biology, Chemistry -TLL, Chemistry -Turkish, SE -Biology, SE -TLL, SE -Turkish, Philosophy -TLL,
SS-TLL, History -TLL, SM-FLE, SM-Biology, SM -TLL, FLE-ERME, FLE -Chemistry, FLE -SE, ERME -EM, ERME -Biology, ERME -TLL, ERME
-Turkish

In Table 11, metacognitive awareness of prospective teachers significantly differs in situational
information sub-dimension according to their fields of study. Considering the impact value, the field
variable has low level of impact on situational information sub-dimension of metacognitive awareness
level. FB-TDE, DiKAB-Biology and YDE-Chemistry can be provided as examples to field duos which
constitute the source of difference.

In Table 12, metacognitive awareness levels of prospective teachers have the highest average in the
field of biology and the lowest average in the field of secondary education mathematics in planning sub-
dimension. Metacognitive awareness mean scores of prospective teachers in planning sub-dimension
vary between 3.50 and 3.78. These values demonstrate prospective teachers have high level of
metacognitive awareness in all fields in planning sub-dimension.
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Table 12.
The Values of Average and Standard Deviation for Prospective Teachers’ Level of Metacognitive
Awareness Based on Their Planning According to Fields.

Sub-dimension Fields n X Sd
Planning Primary School Teaching 78 3.56 .69
Secondary Mathematics 124 3.50 .56
Fine Arts 63 3.65 .70
Foreign Language Education 83 3.69 .69
Pre-school Teaching 52 3.63 .60
Physics 48 3.77 .64
Elementary Religion and Moral Education 130 3.57 .57
Elementary Mathematics 49 3.64 .52
Chemistry 52 3.58 .54
Science Education 51 3.55 .63
Biology 89 3.78 .53
Philosophy 153 3.57 .56
Social Studies 72 3.67 .60
History 120 3.65 .57
Turkish Language and Literature 207 3.72 .57
Geography 47 3.60 .49
Turkish 57 3.71 .68
Total 1475 3.64 .60
Table 13.

The Results of ANOVA (one-way) Test for Prospective Teachers’ Level of Metacognitive Awareness Based
on Their Planning According to Fields.

Sum of Mean Sig.
Sub-dimension Squares df Square F Sig. Dif. r]Z
Planning Between Groups 9.52 16 .60 1.69 .04 * .02
Within Groups 51245 1458 .35
Total 521.97 1474

* PST -Biology, PST-TLL, SM-FLE, SM-Physics, SM-Biology, SM-History, SM-TLL, SM-Turkish, Physics -ERME, Physics -Philosophy,
ERME -Biology, ERME -TLL, Chemistry -Biology, SE-Biology, Philosophy -Biology, Philosophy —TLL

In Table 13, metacognitive awareness of prospective teachers significantly differs in planning sub-
dimension according to their fields of study. Considering the impact value of .018, the field variable has
low level of impact on planning sub-dimension of metacognitive awareness level. SO-Biology, Physics-
Philosophy and DIKAB-TDE can be provided as examples to field duos which constitute the source of
difference.

In Table 14, metacognitive awareness levels of prospective teachers in monitoring sub-dimension
vary between 3.42 and 3.70. These values demonstrate prospective teachers have high level of
metacognitive awareness in all fields in monitoring sub-dimension.

In Table 15, metacognitive awareness of prospective teachers does not significantly differ in
monitoring sub-dimension.
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Table 14.
The Values of Average and Standard Deviation for Prospective Teachers’ Level of Metacognitive
Awareness Based on Their Monitoring According to Fields.

Sub-dimension Fields n X Sd
Monitoring Primary School Teaching 78 3.58 .62
Secondary Mathematics 124 3.47 .53
Fine Arts 63 3.65 .60
Foreign Language Education 83 3.67 .64
Pre-school Teaching 52 3.55 .59
Physics 48 3.62 .65
Elementary Religion and Moral Education 130 3.45 .58
Elementary Mathematics 49 3.60 .56
Chemistry 52 3.42 .53
Science Education 51 3.55 .66
Biology 89 3.71 .58
Philosophy 153 3.61 .57
Social Studies 72 3.63 .54
History 120 3.52 .61
Turkish Language and Literature 207 3.63 .57
Geography 47 3.56 .56
Turkish 57 3.66 .58
Total 1475 3.58 .59
Table 15.

The Results of ANOVA (one-way) Test for Prospective Teachers’ Level of Metacognitive Awareness Based
on Their Monitoring According to Fields.

Sub-dimension Sum of Squares df Mean Square F Sig.
Monitoring Between Groups 9.03 16 .56 1.65 .05
Within Groups 497.61 1458 .34

Total 506.64 1474

In Table 16, metacognitive awareness levels of prospective teachers have the highest average in the
field of biology and the lowest average in the field of education of religion and ethics in assessment sub-
dimension. Considering the average scores varying between 3.42 and 3.70 in the concerned sub-
dimension, these values demonstrate prospective teachers have high level of metacognitive awareness
in all fields in the related sub-dimension.

In Table 17, metacognitive awareness of prospective teachers does not significantly differ in
assessment sub-dimension.

In Table 18, metacognitive awareness levels of prospective teachers in debugging sub-dimension
vary between 3.56 and 3.83.These values demonstrate prospective teachers have high level of
metacognitive awareness in all fields in debugging sub-dimension.

In Table 19, metacognitive awareness of prospective teachers does not significantly differ in
debugging sub-dimension.
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Table 16.
The Values of Average and Standard Deviation for Prospective Teachers’ Level of Metacognitive
Awareness Based on Their Evaluation According to Fields.

Sub-dimension Fields n X Sd
Evaluation Primary School Teaching 78 3.69 .58
Secondary Mathematics 124 3.56 .58
Fine Arts 63 3.71 .62
Foreign Language Education 83 3.65 .68
Pre-school Teaching 52 3.61 .59
Physics 48 3.67 .64
Elementary Religion and Moral Education 130 3.53 .56
Elementary Mathematics 49 3.66 .61
Chemistry 52 3.57 .53
Science Education 51 3.68 .57
Biology 89 3.81 .63
Philosophy 153 3.63 .60
Social Studies 72 3.71 .65
History 120 3.66 .60
Turkish Language and Literature 207 3.72 .60
Geography 47 3.58 .46
Turkish 57 3.79 .57
Total 1475 3.66 .60
Table 17.

The Results of ANOVA (one-way) Test for Prospective Teachers’ Level of Metacognitive Awareness Based
on Their Evaluation According to Fields.

Sub-dimension Sum of Squares df Mean Square F Sig.
Evaluation Between Groups 8.56 16 .54 1.50 .09
Within Groups 519.59 1458 .36
Total 528.15 1474
Table 18.

The Values of Average and Standard Deviation for Prospective Teachers’ Level of Metacognitive
Awareness Based on Their Debugging According to Fields.

Sub-dimension Fields n X Sd
Debugging Primary School Teaching 78 3.56 71
Secondary Mathematics 124 3.66 .69
Fine Arts 63 3.76 .66
Foreign Language Education 83 3.79 .66
Pre-school Teaching 52 3.69 .66
Physics 48 3.68 .63
Elementary Religion and Moral Education 130 3.61 .69
Elementary Mathematics 49 3.84 .65
Chemistry 52 3.65 .67
Science Education 51 3.72 .67
Biology 89 3.77 .62
Philosophy 153 3.68 .63
Social Studies 72 3.66 .61
History 120 3.72 .64
Turkish Language and Literature 207 3.71 .68
Geography 47 3.58 .54
Turkish 57 3.74 .69
Total 1475 3.69 .66
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Table 19.

The Results of ANOVA (one-way) Test for Prospective Teachers’ Level of Metacognitive Awareness Based

on Their Debugging According to Fields.

Sub-dimension Sum of Squares df  Mean Square F Sig.
Debugging Between Groups 6.15 16 .38 .89 .59
Within Groups 632.66 1458 43
Total 638.81 1474
Table 20.

The Values of Average and Standard Deviation for Prospective Teachers’ Level of Metacognitive
Awareness Based on Their Information Management According to Fields.

Sub-dimension Fields n X Sd
Information Primary School Teaching 78 3.70 .59
management Secondary Mathematics 124 3.72 .55
Fine Arts 63 3.88 .53
Foreign Language Education 83 3.86 .56
Pre-school Teaching 52 3.74 .59
Physics 48 3.78 .57
Elementary Religion and Moral Education 130 3.66 .53
Elementary Mathematics 49 3.78 A4
Chemistry 52 3.78 A4
Science Education 51 3.68 .60
Biology 89 3.87 .51
Philosophy 153 3.76 48
Social Studies 72 3.70 .56
History 120 3.63 .59
Turkish Language and Literature 207 3.76 .51
Geography 47 3.73 .55
Turkish 57 3.76 .56
Total 1475 3.75 .54

In Table 20, metacognitive awareness levels of prospective teachers have the highest average in the
field of fine arts and the lowest average in the field of history in information management sub-
dimension. Averages vary between 3.63 and 3.87 by the field in this sub-dimension. These values
demonstrate prospective teachers have high level of metacognitive awareness in all fields in information

management sub-dimension.

Table 21.

The Results of ANOVA (one-way) Test for Prospective Teachers’ Level of Metacognitive Awareness Based

on Their Information Management According to Fields.

Sub-dimension Sum of Squares df Mean Square F Sig.
Information Between Groups 6.79 16 42 1.47 .10
management Within Groups 420.50 1458 .29

Total 427.28 1474

In Table 21, metacognitive awareness of prospective teachers does not significantly differ in

debugging sub-dimension.
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Table 22.
The Values of Average and Standard Deviation for Prospective Teachers’ Level of Metacognitive
Awareness Based on Their Total According to Fields.

Sub-dimension Fields n X Sd
Meta cognition total Primary School Teaching 78 3.67 .52
Secondary Mathematics 124 3.61 A4
Fine Arts 63 3.76 47
Foreign Language Education 83 3.79 .52
Pre-school Teaching 52 3.70 A7
Physics 48 3.75 .49
Elementary Religion and Moral Education 130 3.61 A4
Elementary Mathematics 49 3.74 42
Chemistry 52 3.62 .38
Science Education 51 3.66 .50
Biology 89 3.81 A7
Philosophy 153 3.67 A4
Social Studies 72 3.71 48
History 120 3.66 46
Turkish Language and Literature 207 3.75 .45
Geography 47 3.67 A1
Turkish 57 3.76 .50
Total 1475 3.70 .46

In Table 22, metacognitive awareness mean scores of prospective teachers vary between 3.61 and
3.81 by their fields of study. While biology has the highest mean scores, education of religion and ethics
has the lowest mean scores.

Table 23.
The Results of ANOVA (one-way) Test for Prospective Teachers’ Level of Metacognitive Awareness Based
on Their Total According to Fields.

Sum of Mean Sig.
Sub-dimension Squares df Square F Sig. Dif. r]2
Metacognition Between Groups 5.77 16 36 169 .04 * .02
total Within Groups 310.79 1458 21
Total 316.56 1474

* SM-FA, SM-FLE, SM-Biology, SM-TLL, SM-Turkish, FA-ERME, FLE -ERME, FLE -Chemistry,FLE -History,ERME -Biology,ERME -
TLL,ERME -Turkish,Chemistry -Biology,Biology -Philosophy, Biology -History

In Table 23, metacognitive awareness of prospective teachers significantly differs by their fields of
study. Considering the impact value, the field variable has low level of impact on metacognitive
awareness level.

As can be seen in Table 24, metacognitive awareness total mean scores of prospective teachers
varies between 3.62 and 3.78 by the number of the books they read. The number of the books read by
prospective teachers generally increases the metacognitive awareness average scores. Moreover,
considering sub-dimensions, average score is the highest with 3.85 in descriptive information dimension
and the lowest with 3.52 in procedural information. Increased number of books can be concluded to
generally increase metacognitive awareness in sub-dimensions.
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The Values of Average and Standard Deviation for Prospective Teachers’ Level of Metacognitive

Awareness Based on Their Total and Sub-Demensions According to The Number of Books They Read.

Sub-dimension The number of books n X Sd
Declarative 3 orless 408 3.81 .53
knowledge 4-7 496 3.81 .52
8-11 256 3.91 49
12 or more 315 3.93 .53
Total 1475 3.85 .52
Procedural 3 orless 408 3.47 .66
knowledge 4-7 496 3.47 .65
8-11 256 3.58 .67
12 or more 315 3.63 .61
Total 1475 3.52 .65
Conditional 3 orless 408 3.76 .59
knowledge 4-7 496 3.80 .60
8-11 256 3.92 .58
12 or more 315 3.93 .54
Total 1475 3.83 .58
Planning 3 orless 408 3.57 .59
4-7 496 3.57 .61
8-11 256 3.73 .57
12 or more 315 3.75 .56
Total 1475 3.64 .60
Monitoring 3 orless 408 3.45 .57
4-7 496 3.56 .60
8-11 256 3.71 .54
12 or more 315 3.67 .58
Total 1475 3.58 .59
Evaluation 3 orless 408 3.59 .62
4-7 496 3.62 .61
8-11 256 3.77 .58
12 or more 315 3.73 .55
Total 1475 3.66 .60
Debugging 3 orless 408 3.66 .66
4-7 496 3.67 .68
8-11 256 3.74 .64
12 or more 315 3.73 .64
Total 1475 3.69 .66
Information 3 orless 408 3.67 .55
management 4-7 496 3.71 .57
8-11 256 3.86 .49
12 or more 315 3.82 .50
Total 1475 3.75 .54
Total 3 orless 408 3.63 46
4-7 496 3.66 A8
8-11 256 3.79 44
12 or more 315 3.78 A4
Total 1475 3.70 46
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Table 25.
The Results of ANOVA (one-way) Test for Prospective Teachers’ Level of Metacognitive Awareness Based
on Their Total and Sub-Dimensions According to The Number of Books They Read.

Sum of Mean Sig.
Sub-dimension Squares df Square F Sig.  Dif. n’
Declarative Between Groups 4.56 3 152 561 .00 * .01
knowledge Within Groups 398.48 1471 .27
Total 403.03 1474
Procedural Between Groups 7.43 3 2.48 5.88 .00 * .01
knowledge Within Groups 619.91 1471 42
Total 627.35 1474
Conditional Between Groups 7.87 3 263 7.81 .00 * .02
knowledge Within Groups 494.52 1471 .34
Total 502.40 1474
Planning Between Groups 10.61 3 3.54 10.17 .00 * .02
Within Groups 511.36 1471 .35
Total 521.97 1474
Monitoring Between Groups 13.62 3 454 1354 .00 ** .03
Within Groups 493.02 1471 .34
Total 506.64 1474
Evaluation Between Groups 7.50 3 2.50 7.06 .00 * .01
Within Groups 520.65 1471 .35
Total 528.15 1474
Debugging Between Groups 1.64 3 .55 1.27 .29
Within Groups 637.16 1471 43
Total 638.81 1474
Information Between Groups 8.06 3 2.69 9.43 .00 * .02
management Within Groups 419.22 1471 .29
Total 427.28 1474
Total Between Groups 7.21 3 241 11.43 .00 * .02
Within Groups 309.35 1471 21
Total 316.56 1474

*3 or less and 8-11, 3 or less and 12 or more, 4-7 and 8-11,4-7 and 12 or more **3 or less and 4-7, 3 or less and 8-11, 3 or less and
12 or more,4-7 and 8-11, 4-7 and 12 or more

In Table 25, metacognitive awareness of prospective teachers significantly varies in all sub-
dimensions other than debugging sub-dimension and in the total dimension by the number of the books
read. Based on impact values, it can be concluded that the lowest level of impact is in sub-dimensions
with significant difference and in total dimension.3 and less, 8-11 and 4-7 as well as 12 and more duos
can be given as examples to the number of books read which constitutes the source of the difference in
all sub-dimensions with significant difference and in total dimension.

Discussion, Conclusion and Recommendations

Considering the findings about metacognitive differences of prospective teachers by gender,
significant difference was reported in debugging and information management sub-dimensions and no
significant difference in descriptive information, procedural information, situational information,
planning, monitoring and assessment sub-dimensions and in the total dimension of the scale. Female
prospective teachers had higher average scores of metacognitive awareness in debugging and
information management sub-dimensions with significant difference. Considering impact values, the
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impact value of gender on metacognitive awareness was low in debugging and information
management sub-dimensions with significant difference. Considering the total dimension and sub-
dimensions of the scale, it can be concluded that gender does not cause a significant difference in
metacognitive awareness level and the impact value is low in sub-dimensions with significant difference.
Yildirnm (2010) reported metacognitive awareness of students of the department of mathematics did
not significantly differ by gender. Kiskir (2011) reported metacognitive awareness of prospective
teachers did not significantly differ by gender in both total scores and sub-dimension scores. Zulkiply,
Kabit and Abd Ghani, (2008) reported metacognitive awareness did not significantly differ by gender.
Zakaria, Yazid and Ahmad (2009) in their study into achievements in mathematics and metacognitive
awareness levels of students who were studying for the university entrance exam, reported
metacognitive awareness level did not significantly differ by gender. Kummin and Rahman (2010)
reported metacognitive strategies did not cause significant difference in terms of the gender variable.

Considering the findings about metacognitive awareness levels of prospective teachers by their field
of study, significant difference was not reported in descriptive information, procedural information,
monitoring, assessment, debugging and information management sub-dimensions but was reported in
situational information and planning sub-dimensions and the total dimension of the scale by the field
variable. Low level of impact was determined considering the impact values of the field variable in sub-
dimensions with significant difference and in total dimension of the scale. Oral and Bars (2015) reported
total average scores of metacognitive awareness of prospective teachers varied by the field of study.
Similarly, Bakioglu et al. (2015) reported metacognitive awareness levels of prospective teachers
significantly varied by their respective education program. Findings from studies are parallel to the
results of this study. It can be suggested that the methods applied and classes taught in teacher’s
education programs in faculties of education in universities ensure high levels of metacognitive
awareness of prospective teachers in general. However, it also can be suggested the fact that the field
variable causes significant difference in the total dimension and situational information and planning
sub-dimensions causes difference in metacognitive awareness scores for the classes which are specific
to their respective fields.

It was determined that the number of books read by prospective teachers, other than textbooks,
caused significant difference in metacognitive awareness levels in all sub-dimensions other than
debugging and the total dimension of the scale.3 and less, 8-11 and 4-7 as well as 12 and more can be
given as examples to the duos which constitute the source of the difference in all sub-dimensions with
significant difference and in total dimension. Considering the duo of 3 and less and 8-11, those who read
between 8-11 books had higher metacognitive awareness levels than those who read 3 and less books in
all sub-dimensions with significant difference and in the total dimension. The same applies for 4-7 and
12 and more duos. Those who read 12 and more books had higher metacognitive awareness levels than
those who read 4-7 books in all sub-dimensions with significant difference and in total dimension. Based
on these facts, it can be concluded that the number of books read by prospective teachers increases
metacognitive awareness levels. It is suggested that reading books develops cognitive structure and
thinking abilities and improves metacognitive awareness in addition. Therefore, it is suggested that
metacognitive awareness levels of prospective teachers can be improved with increased number of
books read, other than textbooks. Although no such direct study is available in literature, it is believed
that it is important to determine the number of books read improves metacognitive awareness and it
should be examined in further studies.

Basing on the fact that the number of books read by prospective teachers, other than textbooks,
increases metacognitive awareness, it can be concluded that reading develops capacity to understand
what is read and thinking abilities as well as facilitating overcoming obstacles. Studies in the related
literature demonstrated reading books enhances the connection between the parts of the brain (Berns,
Blaine, Prietula, & Pye, 2013; Howard, 2013). Improved connection between the parts of the brain can
allow learners to make efficient deductions (Howard, 2013).In support of this condition, Bloom (2012)
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reported the capacity to understand what is read allows for learning despite the changes in quality of
teaching.

Based on these results, it is believed that it is necessary to further develop metacognitive awareness
of prospective teachers by including activities to improve metacognitive awareness in teacher's
education programs. In line with this purpose, practices can also be rendered to teach metacognitive
strategies within the scope of the classes integrated to develop thinking abilities in these programs.
These practices are believed to develop thinking abilities and metacognitive abilities of prospective
teachers. Moreover, instructors need to include methods and techniques to develop metacognitive
awareness of prospective teachers in their classes. Therefore, it is assumed that prospective teachers
with developed metacognitive awareness should convey their own experiences to students when they
start teaching and contribute to training generations with higher metacognitive awareness. One of the
results of this study is that the number of books read increased metacognitive awareness perception
level. Therefore, prospective teachers can improve metacognitive awareness perception levels by
increasing the number of books they read other than textbooks. In line with this purpose, it is possible
to create reading halls in libraries of each department in faculties of education. It is believed to
encourage prospective teachers to read more.
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Tirkge Siiriim

Girig

Ginluk hayatta meydana gelen gelismeler ve beraberinde yasanan degismeler bireylerin yeni
0grenmelere ihtiyag duymasina yol agmaktadir. S6z konusu 6grenme ihtiyaglarini giderme noktasinda
okuldaki 6grenmeler belli bir zaman ile sinirh oldugundan bireyin yasamin her aninda ihtiya¢ duydugu
bilgi ve beceriyi kazanabilmesi icin yasam boyu 6grenmeye ihtiyaci vardir. Yasam boyu 6grenme ihtiyaci;
bireyin oOzellikle 6grenmeyi 6grenme becerilerini kazanmasini da bir gereklilik haline getirmektedir.
Ogrenmeyi 6grenen birey, bilgiye nasil ulasacagini bilir, 6grenme faaliyetlerinin farkindadir ve 6grenme
etkinliklerini yonlendirerek 6grenme sirecini kontrol altinda tutabilir. Bu bakimdan 6grenmeyi 6grenen
bireyler yetistirebilmek son derece 6nem arz etmektedir.

Ogrenmeyi dgrenen bireylerin en 6nemli dzelligi, gliclii ve zayif ydnlerinin farkinda olmalaridir; ancak
bu farkindalik 6grenmenin gerceklesebilmesi icin tek basina yeterli degildir. Ogrenmenin en dnemli
ancak en ¢ok ihmal edilen yonlerinden birisi; 6grencilerin bir gorevi yerine getirebilmek icin gerekli bilgi
ve becerilere sahip olduklari hdlde onu nasil kullanacaklarini bilmemeleri ve bunun sonucu olarak
becerilerinin duraganlasmasidir (Akin & Abaci, 2011). Bireyin sahip oldugu bilgi ve becerileri nasil
kullanacagini  bilmemesinin nedenlerinden birinin Ustbilissel becerilerinin gelismemis olmasindan
kaynaklandigi duslinilmektedir. Birey kendi 0grenme becerilerinin farkinda olur ve bunlan
yonlendirebilirse 6grenme kolaylasir ve siireklilik kazanir. Bu durum 6grenenlerin, 6grenme siirecini ve
bu slire¢ boyunca kendilerini izleme, kontrol etme ve degerlendirme gibi asamalari kapsayan ve bireyin
6grenmeyi 6grenmesine katki sunan Gstbilisin 6nemini artirmaktadir.

Flavell (1987) 6z-bilingli 6grenme icin sundugu imkanlardan dolayi iyi okulun “stbilis gelisim yuvasi”
oldugunu vurgulamaktadir (Aktaran: Akin & Abaci, 2011). Bu durum okul ortaminda 6grenmenin
gerceklestiriimesinde 6gretmenlerin niteliklerinin ne denli 6nemli oldugunu ortaya koymaktadir.
Ogretmenlik meslegi, egitim hizmetlerinin niteligini belirleyen &nemli bir unsur olup, egitim hizmetinin
kalitesinin ancak 6gretmenin niteligi kadar olacagl uzun zamandir kabul goéren bir gergektir (Mahiroglu,
2012). Bu yonlyle 6grenenlerin gelismeye acik Ozelliklerinde 6gretmenlerin 6nemli bir roli oldugu
soylenebilir.

Gunstone ve Northfield (1994), Ustbilis 6gretiminin 6gretmen egitiminin merkezine konulmasi
gerektigini belirtmektedirler. Bu bakimdan bu arastirmada 6grenme-6gretme ortaminin en 6nemli
degiskenlerinden biri olan 6gretmenlerden yola c¢ikilarak gelecegin 6gretmenleri olacak, 2014-2015
ogretim yilinda Ziya Gokalp Egitim Fakiltesinde son sinifta 6grenim goren Ogretmen adaylari ile
ogretmenlik sertifikasi programina devam eden 6gretmen adaylarinin Ustbilissel farkindaliklarinin bazi
degiskenler agisindan incelenmesi amaglanmistir. Bu amag¢ dogrultusunda asagidaki sorulara yanit
aranmistir.

1- Ogretmen adaylarinin cinsiyetlerine gére, (Ustbilissel farkindalik dizeyleri, 6lcegin toplam
boyutunda ve alt boyutlarinda anlamli farklilik gostermekte midir?

2- Ogretmen adaylarinin branslarina gére, stbilissel farkindalik diizeyleri dlgegin toplam boyutunda
ve alt boyutlarinda anlamli farklilik géstermekte midir?

3- Ogretmen adaylarinin bir yil icerisinde ders kitabi haricindeki kitap okuma sayilarina gore;
tstbilissel farkindalik duzeyleri, 6lgegin toplam boyutunda ve alt boyutlarinda anlamli farklilik
gostermekte midir?
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Yontem
Arastirma Modeli

Arastirma betimsel arastirma modellerinden tarama modeli ile gergeklestirilmistir. Tarama
¢alismalari bir grubun belirli 6zelliklerini belirlemek igin verilerin toplanmasini amaglayan galismalardir
(Buyukoztiirk, Cakmak, Akgiin, Karadeniz ve Demirel, 2010). Arastirmada tarama modellerinden genel
tarama modeli kullaniimistir. Genel tarama modelleri, ¢cok sayida elemandan olusan bir evrende, evren
hakkinda genel bir yargiya varmak amaci ile evrenin timi ya da ondan alinacak bir grup, érnek ya da
orneklem lzerinde yapilan tarama diizenlemeleridir (Karasar, 2009).

Evren ve Orneklem

Aragtirmanin evrenini, Dicle Universitesi Ziya Gokalp Egitim Fakiiltesinde 2014-2015 6gretim yili
bahar déneminde son sinifta 6grenim goren 6gretmen adaylari ile 6gretmenlik sertifikasi programina
devam eden 2883 6gretmen adayi olusturmaktadir. Arastirmanin 6rneklemini ise2014-2015 6gretim yili
bahar doneminde Ziya Gokalp Egitim Fakiltesinde son sinifta 6grenim gbéren 6gretmen adaylari ile
ogretmenlik sertifikasi programina devam eden 6gretmen adaylarindan rastgele secilmis 1475 6gretmen
adayi olusturmaktadir. Arastirmanin 6rneklemine iliskin bilgiler asagidaki tablolarda yer almaktadir:

Tablo 1.

Arastirmaya Katilan Ogretmen Adaylarinin Cinsiyete Gére Dagihmi.
Cinsiyet n %
Kadin 871 59.10
Erkek 604 40.90
Toplam 1475 100.00

Tablo 1 incelendiginde, arastirmaya katilan 6gretmen adaylarinin %59.1'inin kadinlardan, %40.90'ni
ise erkeklerden olustugu goriilmektedir.

Tablo 2.
Arastirmaya Katilan Ogretmen Adaylarinin Bir Senede Ders Kitaplari Haricinde Okuduklari Ortalama
Kitap Sayisina Gére Dagilimi.

Kitap sayisi n %
3vealti 408 27.70
4-7 496 33.60
8-11 256 17.40
12 ve uzeri 315 21.40
Toplam 1475 100.00

Tablo 2 incelendiginde, arastirmaya katillan 6gretmen adaylarinin %27.70’sinin 3 ve altinda,
%33.60’sinin 4-7 araliginda, %17.40'inin 8-11 araliginda, %21.40’1 ise 12 ve Uzerinde kitap okuduklari
gorilmektedir.

Tablo 3 incelendiginde, arastirmaya 17 farkh branstan 6gretmen adayinin katildigi gérilmektedir. Bu
branslardan Tirk dili ve edebiyati 207 kisi ile katihmin en fazla oldugu brans iken, Cografya 47 kisi ile
katilimin en distk oldugu branstir.
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Tablo 3.
Arastirmaya Katilan Ogretmen Adaylarinin Branslarina Gére Dagilimi.
Brang n %
SO (Sinif Ogretmenligi) 78 5.30
OM (Ortadgretim Matematik) 124 8.40
GS (Glizel Sanatlar) 63 4.30
YDE (Yabanci Diller Egitimi) 83 5.60
00 (Okul Oncesi Ogretmenligi) 52 3.50
Fizik 48 3.30
DIKAB (Din Kiiltiirii ve Ahlak Bilgisi) 130 8.80
iM (ilkdgretim Matematik) 49 3.30
Kimya 52 3.50
FB (Fen Bilgisi) 51 3.50
Biyoloji 89 6.00
Felsefe 153 10.40
SB (Sosyal Bilgiler) 72 4.90
Tarih 120 8.10
TDE (Turk Dili ve Edebiyati) 207 14.00
Cografya 47 3.20
Tirkge 57 3.90
Toplam 1475 100.00

Veri Toplama Araglari

Arastirmada veri toplama araci olarak “kisisel bilgi formu” ve “Ustbilissel Farkindalk Olcegi”
kullanilmigtir. Kisisel bilgi formu; 6grencinin cinsiyetini, bransini ve bir senede ders kitaplari haricinde
okudugu ortalama kitap sayisini belirlemeye yonelik sorulardan olusmaktadir.

Arastirmada 6gretmen adaylarinin Ustbilissel farkindahk dizeylerini belirlemek amaciyla orijinali
Schraw ve Dennison (1994) tarafindan gelistirilen; Akin ve digerleri (2007) tarafindan Tirkgeye
uyarlamasi yapilan 52 maddelik “Ustbilissel farkindalik 6lgegi” kullaniimistir. Akin ve digerleri (2007),
sekiz alt boyuttan olusan 6lgegin tamamina ait uyum gecerligini .95 olarak hesaplamis ve madde analizi
sonucunda alt boyutlarin madde-test korelasyonlarinin ise .35 ile .65 arasinda degistigini ayrica dlgegin i¢
tutarlilik ve test-tekrar test glvenirlik katsayilarinin .95 olarak hesaplandigini belirtmislerdir. Bu
arastirmamizda elde edilen 6lgegin tamamina ve alt boyutlara iliskin givenirlik katsayilari ise tablo 4’te
verilmistir.

Tablo 4.
Ustbilissel Farkindalik Olcedinin ¢ Tutarliik (Cronbach Alpha) Yéntemiyle Hesaplanan Giivenirlik
Katsayilari.

Alt Boyutlar ic Tutarliik
Aciklayici bilgi .68
Prosediirel bilgi .55
Durumsal bilgi .60
Planlama .66
izleme .70
Degerlendirme .62
Hata ayiklama .59
Bilgi yonetme .68
Olgegin timi icin .93

532



Mehmet BARS, Behcet ORAL — Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 513-548

Tablo 4 incelendiginde, 6lgegin tamamina ait glvenirlik katsayisinin .93 oldugu, alt boyutlara ait
guvenirlik katsayisinin ise .55 ile .70 arasinda degistigi gorulmektedir. Genel olarak giivenirlik katsayisi
.70 ve Uzerinde olan olgekler glivenilir olarak kabul edilmektedir (Domino & Domino, 2006; Fraenkel,
Wallend & Hyun, 2012; Leech, Barlett & Morgan, 2005). Ancak madde sayisi az olan 6lgekler igin .50'nin
Gizerinde olan glivenirlik katsayilarinin 6l¢it olarak alinabilecegi belirtilmektedir (Nunnaly & Bernstein,
1994; Raines-Eudy, 2000). Bu bilgiler 1siginda 6lgegin 52 maddeden olusan toplam boyutunda glvenirlik
katsayisinin .93 olarak hesaplanmasina karsin dért maddeden olusan prosediirel bilgi alt boyutunda
glvenirlik katsayisinin .55, bes maddeden olusan hata ayiklama alt boyutunda ise glvenirlik katsayisinin
.59 olmasinin temel nedeninin bu alt boyutlarda madde sayisinin az olmasindan kaynaklandig
soylenebilir. Dolayisiyla glivenirlik katsayisina dair olgltler dikkate alindiginda, Ustbilissel farkindalik
Olgeginin gerek toplam boyutunda gerekse alt boyutlarinda givenirlik ¢alismalarindan elde edilen
degerlerin tamaminin kabul edilebilir derecede gilivenilir oldugu soylenebilir.

Verilerin Toplanmasi

Arastirma icin gerekli olan veriler Dicle Universitesi Ziya Gokalp Egitim Fakiiltesinden gerekli izin
alindiktansonra2014-2015 6gretim yilinin bahar déneminde 6grenime devam eden son sinif ve
ogretmenlik sertifika programi 6grencilerinden olusan toplam 1475 6gretmen adayindan toplanmistir.
Veriler tim gruplarda bizzat arastirmaci tarafindan toplanmistir. Arastirmaci veri toplamak igin gittigi
gruplarda yapilacak c¢alismanin 6neminden, veri toplama araglarindaki madde sayisindan ve bu
uygulamanin yaklasik ne kadar siireceginden bahsederek katilimi gondllilik esasina dayandirmistir.

Verilerin Analizi

Arastirma icin toplanan veriler “SPSS 20.0” paket programi kullanilarak ¢6ziimlenmistir. Bir ¢alismada
toplanan verilerin parametrik testler kullanilarak ¢dziimlenebilmesi igin veri setine iliskin puanlarin
normal dagilim gostermesi ve varyanslarin homojen olmasi gibi kriterler aranmaktadir (Blylikoztiirk,
2011). Ancak Korum (1985: 135), "Kitlede ilgilendigimiz tesadift degiskenin dagihimi ne sekilde olursa
olsun, bir kitleden alinacak belli bir hacmin Ustiinde (genellikle 30 veya daha fazla) érnekler igin 6rnek
ortalamasi normal dagilmis bir tesadifi degisken olacaktir." diye belirtmektedir. Yine bu ifadeyi destekler
bicimde Pallant (2005: 210) yeterince biyik 6rneklem (30 veya 40'dan fazla) grubu icin veri setine iliskin
puanlarin normal yaklasima uymamasinin temel problemlere yol agmadigini belirtmektedir. Ayrica
Ghasemi ve Zahediasl (2012: 486), 6rneklem grubunun yeterince biyik olmasi durumunda veri setine
iliskin puanlarin, normal dagihm olmasa da parametrik testleri yapmamiza imkan sagladigini
belirtmislerdir. Tum bu durumlar géz 6niinde bulundurularak 1475 kisilik rneklem grubu ve bu gruptan
alinan her bir hacmin 30'dan biylk olmasindan dolayi dagilimin normal oldugu varsayilarak parametrik
testler kullaniimistir. Verilerin ¢dziimlemesinde parametrik istatistik yontemleri arasinda yer alan
bagimsiz 6rneklemler icin t-testi ve tek yonli varyans analizi (ANOVA) testlerinden yararlaniimistir. Elde
edilen sonuglara gore anlamli farkliigin kaynagini belirlerken Scheffé testi kullanilmistir. Anlamli
farkhhgin test edilmesinde .05 anlamlilik diizeyi esas alinmistir. Alt gruplar arasindaki farki gérmek igin
Bonferroni testi, etki buyukligini hesaplamak igin ise eta kare katsayisi ( r]2 ) (n2=.01-.06 ise kiicuk,
n2=.06’dan .14’e kadar ise orta, r]2=.14 ve Ustl ise genis) kullanilmistir (Cohen, 1988’den aktaran:
Akbulut, 2010: 114). Veri toplama araci olarak kullanilan “Ustbilissel farkindalik 6lgegi” 5 segenekli Likert
tipi o6lgcek olup “Kesinlikle katilyorum, katiliyorum, kismen katiliyorum, katimiyorum ve kesinlikle
katilmiyorum.” seklinde siralanan derecelerden olusmaktadir. Olcek arahg;; 5-1=4, 4/5=0.80
bulunmustur. Olcek araliklarinin karsilik geldigi degerler sunlardir;

Cok disiik :1.00-1.80 Diisiik: 1.81-2.60 Orta:2.61-3.40 Yiiksek:3.41-4.20  Cok Yiiksek: 4.21-5.00
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Bulgular

Bu béliimde 6gretmen adaylarinin Ustbiligssel farkindaliklarini incelemek amaciyla toplanan veriler
istatistiksel olarak ¢6ziimlenerek ortaya gikan bulgular sunulmustur.

Tablo 5 incelendiginde, 6gretmen adaylarinin cinsiyetlerine gore, Ustbilissel farkindalklarinin, hata
aylklama ve bilgi yonetme alt boyutlarinda anlamh sekilde farklilastigi ancak geri kalan alt boyutlar ve
olgegin toplaminda anlamli sekilde farklilasmadigi gorilmektedir. Anlamli farkin oldugu hata ayiklama ve
bilgi ydonetme alt boyutlarinda etki degerleri dikkate alindiginda dusik dizeyde etkinin mevcut oldugu
belirlenmistir. Her iki boyutta da ortalama puanlarin kadin 6gretmen adaylarinda daha yiiksek oldugu
gorulmektedir.

Tablo 5.
Ogretmen Adaylarinin Cinsiyetlerine Gére Ustbilissel Farkindalik Diizeylerine iliskin Bagimsiz Orneklem “t-
testi” Sonuglari.

E7 2

Alt Boyutlar Cinsiyet n X Ss T p n

Aciklayici bilgi Erkek 604 3.84 .54 .85 .40 -
Kadin 871 3.86 .51

Prosedirel bilgi Erkek 604 3.50 .66 1.01 31 -
Kadin 871 3.54 .65

Durumsal bilgi Erkek 604 3.84 .57 .14 .89 -
Kadin 871 3.83 .60

Planlama Erkek 604 3.64 .61 37 71 -
Kadin 871 3.63 .58

izleme Erkek 604 3.58 .58 .02 .99 -
Kadin 871 3.58 .59

Degerlendirme Erkek 604 3.65 .61 .34 74 -
Kadin 871 3.67 .59

Hata ayiklama Erkek 604 3.59 .68 4.82 .00 .02
Kadin 871 3.76 .63

Bilgi ydonetme Erkek 604 3.71 .54 2.28 .02 .00
Kadin 871 3.77 .53

Olgegin timi igin Erkek 604 3.68 A48 1.34 .18 -
Kadin 871 3.71 .45

Tablo 6 incelendiginde, 6gretmen adaylarinin aciklayici bilgi alt boyutunda Ustbilissel farkindalik
ortalama puanlarinin 3.74 ile 4.02 araliginda degistigi goriilmektedir. Bu degerler dikkate alindiginda,
o6gretmen adaylarinin Ustbilissel farkindalklarinin, agiklayici bilgi alt boyutunda yiiksek diizeyde oldugu
soylenebilir.

Tablo 7 incelendiginde, 6gretmen adaylarinin Ustbilissel farkindaliklarinin, agiklayici bilgi alt
boyutunda anlamli bir sekilde farkhlasmadigi goriilmektedir.
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Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Aciklayici Bilgi Alt Boyutuna iliskin
Ortalama ve Standart Sapma Degerleri.

Alt Boyut Brang n X Ss

Agiklayici Bilgi Sinif Ogretmenligi 78 3.82 .58
Ortadgretim Matematik 124 3.78 .53
Glizel Sanatlar 63 3.89 .53
Yabanci Diller Egitimi 83 4.02 .54
Okul Oncesi Ogretmenligi 52 3.87 46
Fizik 48 3.96 .48
Din Kultlra ve Ahlak Bilgisi 130 3.82 .49
ilkdgretim Matematik 49 3.84 .51
Kimya 52 3.74 .51
Fen Bilgisi 51 3.77 .56
Biyoloji 89 3.91 51
Felsefe 153 3.79 .54
Sosyal Bilgiler 72 3.84 .53
Tarih 120 3.84 .53
Tirk Dili ve Edebiyati 207 3.91 .50
Cografya 47 3.83 .52
Tirkge 57 3.89 .53
Toplam 1475 3.85 .52

Tablo 7.

Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Aciklayici Bilgi Alt Boyutuna lliskin
ANOVA (one-way) Testi Sonuglari.

Kareler
Alt Boyut sd Ortalamasi F p
Aciklayici Bilgi Gruplar arasi 16 41 1.49 .09
Grup igi 1458 .27
Toplam 1474
Tablo 8.

Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Prosediirel Bilgi Alt Boyutuna
iliskin Ortalama ve Standart Sapma Degerleri.

Alt Boyut Brans n X Ss
Prosediirel Bilgi ~ Sinif Ogretmenligi 78 3.54 .63
Ortadgretim Matematik 124 3.41 .63
Glizel Sanatlar 63 3.55 .67
Yabanci Diller Egitimi 83 3.67 71
Okul Oncesi Ogretmenligi 52 3.60 .63
Fizik 48 3.66 .66
Din Kultlra ve Ahlak Bilgisi 130 3.42 .58
ilkdgretim Matematik 49 3.63 .64
Kimya 52 3.40 .66
Fen Bilgisi 51 3.64 .65
Biyoloji 89 3.58 .70
Felsefe 153 3.46 .66
Sosyal Bilgiler 72 3.59 71
Tarih 120 3.46 .65
Tirk Dili ve Edebiyati 207 3.52 .64
Cografya 47 3.53 .58
Tlrkee 57 3.63 .69
Toplam 1475 3.52 .65
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Tablo 8'de 6gretmen adaylarinin Ustbilissel farkindalik dizeylerinin, prosedirel bilgi alt boyutunda
yabanci diller bransinda en vyiiksek, kimya bransinda ise en disiik ortalamaya sahip oldugu
gorilmektedir. Tim branslar dikkate alindiginda, 6gretmen adaylarinin, prosediirel bilgi alt boyutunda
kimya bransinda orta diizeyde, diger branslarda ise yuksek diizeyde ustbiligsel farkindaliga sahip
olduklari gérilmektedir.

Tablo 9.
Ogretmen Adaylarinin Branslarina Goére, Ustbilissel Farkindalik Diizeyi Prosediirel Bilgi Alt Boyutuna
iliskin ANOVA (one-way) Testi Sonuglari.

Kareler Kareler
Alt Boyut Toplami sd Ortalamasi F p
Prosediirel Bilgi Gruplar arasi 10.27 16 .64 1.52 .09
Grup igi 617.08 1458 42
Toplam 627.35 1474

Tablo 9’da goéruldigi Uzere 6gretmen adaylarinin Ustbilissel farkindaliklari, prosedirel bilgi alt
boyutunda anlamli bir sekilde farkhlasmamustir.

Tablo 10.
Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Durumsal Bilgi Alt Boyutuna iliskin
Ortalama ve Standart Sapma Degerleri.

Alt Boyut Brang n X Ss
Durumsal Bilgi Sinif Ogretmenligi 124 3.73 .55
Ortadgretim Matematik 63 3.89 .60
Glizel Sanatlar 83 3.93 .66
Yabanci Diller Egitimi 52 3.90 .61
Okul Oncesi Ogretmenligi 48 3.82 .66
Fizik 130 3.72 .56
Din Kltlri ve Ahlak Bilgisi 49 3.92 .52
ilkégretim Matematik 52 3.69 .51
Kimya 51 3.68 .70
Fen Bilgisi 89 3.93 .55
Biyoloji 153 3.79 .56
Felsefe 72 3.79 .63
Sosyal Bilgiler 120 3.78 .57
Tarih 207 3.97 .57
Tirk Dili ve Edebiyati 47 3.83 49
Cografya 57 3.91 .56
Tirkce 1475 3.83 .58
Toplam 124 3.73 .55

Tablo 10 incelendiginde 6gretmen adaylarinin Gstbilissel farkindalik diizeylerinin durumsal bilgi alt
boyutunda ortalama puanlarinin 3.68 ile 3.96 arasinda degistigi gortlmektedir. Bu deger, s6z konusu alt
boyutta 6gretmen adaylarinin, tiim branslarda yiiksek diizeyde Ustbilissel farkindaliga sahip olduklarini
gostermektedir.
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Tablo 11.
Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Durumsal Bilgi Alt Boyutuna iliskin
ANOVA (One-Way) Testi Sonuglari.

Kareler Kareler Farkin
Alt Boyut Toplami sd Ortalamasi F p Kaynagi n’
Durumsal Bilgi ~ Gruplar arasi 12.49 16 .78 2.32 .00 * .03
Grup igi 489.91 1458 .34
Toplam 502.40 1474

* {M-Kimya, IM-FB, Kimya-Biyoloji, Kimya-TDE, Kimya-Tiirkce, FB-Biyoloji, FB-TDE, FB-Tiirkce, Felsefe-
TDE, SB-TDE, Tarih-TDE, OM-YDE, OM-Biyoloji, OM-TDE, YDE.-DIKAB, YDE-Kimya, YDE-FB, DIKAB-IM,
DiKAB-Biyoloji, DiIKAB-TDE, DIKAB-Tiirkce

Tablo 11 incelendiginde, 6gretmen adaylarinin branglarina gore, Ustbiligsel farkindalik dizeylerinin,
durumsal bilgi alt boyutunda anlamli bir sekilde farklilastigi gorilmektedir. Etki degeri gbz 6niinde
bulunduruldugunda, brans degiskeninin, Ustbilissel farkindalik diizeyinin durumsal bilgi alt boyutu
tizerindeki etkisinin diisiik diizeyde oldugu gériilmektedir. FB-TDE, DiKAB-Biyoloji ve YDE-Kimya branslari
farkin kaynagini olusturan brans ikililerine 6rnek olarak gosterilebilir.

Tablo 12.
Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Planlama Alt Boyutuna iliskin
Ortalama ve Standart Sapma Degerleri.

Alt Boyut Brang n X Ss
Planlama Sinif Ogretmenligi 78 3.56 .69
Ortadgretim Matematik 124 3.50 .56
Guzel Sanatlar 63 3.65 .70
Yabanci Diller Egitimi 83 3.69 .69
Okul Oncesi Ogretmenligi 52 3.63 .60
Fizik 48 3.77 .64
Din Kltlri ve Ahlak Bilgisi 130 3.57 .57
ilkégretim Matematik 49 3.64 .52
Kimya 52 3.58 .54
Fen Bilgisi 51 3.55 .63
Biyoloji 89 3.78 .53
Felsefe 153 3.57 .56
Sosyal Bilgiler 72 3.67 .60
Tarih 120 3.65 .57
Tirk Dili ve Edebiyati 207 3.72 .57
Cografya 47 3.60 .49
Tirkce 57 3.71 .68
Toplam 1475 3.64 .60

Tablo 12 incelendiginde, 6gretmen adaylarinin Ustbilissel farkindalik diizeylerinin, planlama alt
boyutunda biyoloji bransinda en yilksek ortalamaya, ortadgretim matematik bransinda ise en disuk
ortalamaya sahip oldugu gériilmektedir. Ogretmen adaylarinin, planlama alt boyutunda ustbilissel
farkindalik ortalama puanlarinin 3.50 ile 3.78 arasinda degistigi gorilmektedir. S6z konusu degerler
planlama alt boyutunda 6gretmen adaylarinin, tiim branslarda yiiksek diizeyde Ustbilissel farkindaliga
sahip olduklarini gostermektedir.
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Tablo 13.
Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Planlama Alt Boyutuna lliskin
ANOVA (one-way) Testi Sonuglari.

Kareler Kareler Farkin
Alt Boyut Toplami sd Ortalamasi F p Kaynag n’
Planlama Gruplar arasi 9.52 16 .60 1.69 .04 * .02
Grup igi 512.45 1458 .35
Toplam 521.97 1474

* SO-Biyoloji, SO-TDE, OM-YDE, OM-Fizik, OM-Biyoloji, OM-Tarih, OM-TDE, OM-Tiirkce, Fizik-DIKAB,
Fizik-Felsefe, DIKAB-Biyoloji, DIKAB-TDE, Kimya-Biyoloji, FB-Biyoloji, Felsefe-Biyoloji, Felsefe-TDE

Tablo 13’te 6gretmen adaylarinin branslarina gore, Ustbilissel farkindalik diizeylerinin, planlama alt
boyutunda anlamli bir sekilde farklilastigi goriilmektedir. Etki degerinin .018 oldugu gbz Onilinde
bulunduruldugunda, brans degiskeninin, Ustbilissel farkindalik diizeyinin planlama alt boyutu Gzerindeki
etkisinin disiik diizeyde oldugu sdylenebilir. SO-Biyoloji, Fizik-Felsefe ve DIKAB-TDE branslari farkin
kaynagini olusturan brans ikililerine 6rnek olarak gosterilebilir.

Tablo 14.
Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi izleme Alt Boyutuna iliskin
Ortalama ve Standart Sapma Degerleri.

Alt Boyut Brang n X Ss
izleme Sinif Ogretmenligi 78 3.58 .62
Ortadgretim Matematik 124 3.47 .53
Glizel Sanatlar 63 3.65 .60
Yabanci Diller Egitimi 83 3.67 .64
Okul Oncesi Ogretmenligi 52 3.55 .59
Fizik 48 3.62 .65
Din Kltlri ve Ahlak Bilgisi 130 3.45 .58
ilkégretim Matematik 49 3.60 .56
Kimya 52 3.42 .53
Fen Bilgisi 51 3.55 .66
Biyoloji 89 3.71 58
Felsefe 153 3.61 .57
Sosyal Bilgiler 72 3.63 .54
Tarih 120 3.52 .61
Tirk Dili ve Edebiyati 207 3.63 .57
Cografya 47 3.56 .56
Tirkge 57 3.66 .58
Toplam 1475 3.58 .59

Tablo 14’te 6gretmen adaylarinin Ustbilissel farkindalik diizeylerinin, izleme alt boyutunda 3.42 ile
3.70 arasinda degistigi goriilmektedir. S6z konusu degerler izleme alt boyutunda 6gretmen adaylarinin,
tim branslarda yiksek diizeyde Ustbilissel farkindaliga sahip olduklarini géstermektedir.

Tablo 15'te gorildgu lizere 6gretmen adaylarinin Ustbilissel farkindaliklari, izleme alt boyutunda
anlaml bir sekilde farklilasmamistir.
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Tablo 15.

Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi izleme Alt Boyutuna iliskin ANOVA

(one-way) Testi Sonuglari.

Kareler Kareler
Alt Boyut Toplami sd Ortalamasi F p
izleme Gruplar arasi 9.03 16 .56 1.65 .05
Grup ici 497.61 1458 .34
Toplam 506.64 1474
Tablo 16.

Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Dederlendirme Alt Boyutuna iliskin

Ortalama ve Standart Sapma Degerleri.

Alt Boyut Brang n X Ss
Degerlendirme Sinif Ogretmenligi 78 3.69 .58
Ortadgretim Matematik 124 3.56 .58
Glizel Sanatlar 63 3.71 .62
Yabanci Diller Egitimi 83 3.65 .68
Okul Oncesi Ogretmenligi 52 3.61 .59
Fizik 48 3.67 .64
Din Kiltird ve Ahlak Bilgisi 130 3.53 .56
ilkégretim Matematik 49 3.66 .61
Kimya 52 3.57 .53
Fen Bilgisi 51 3.68 .57
Biyoloji 89 3.81 .63
Felsefe 153 3.63 .60
Sosyal Bilgiler 72 3.71 .65
Tarih 120 3.66 .60
Tirk Dili ve Edebiyati 207 3.72 .60
Cografya 47 3.58 46
Tirkge 57 3.79 .57
Toplam 1475 3.66 .60

Tablo 16 incelendiginde, 6gretmen adaylarinin Ustbilissel farkindalik diizeylerinin, degerlendirme alt
boyutunda biyoloji bransinda en yiiksek ortalamaya, din kiltlirlii ve ahlak bilgisi bransinda ise en disiik
ortalamaya sahip oldugu gorilmektedir. S6z konusu alt boyutta 3.42 ile 3.70 arasinda degisen
ortalamalar dikkate alindiginda, ilgili alt boyutta 6gretmen adaylarinin, tiim branslarda yliksek diizeyde

tstbilissel farkindalhiga sahip olduklari gériilmektedir.

Tablo 17.

Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Dederlendirme Alt Boyutuna iliskin

ANOVA (one-way) Testi Sonuglari.

Kareler Kareler
Alt Boyut Toplami sd Ortalamasi F p
Degerlendirme Gruplar arasi 8.56 16 .54 1.50 .09
Grup igi 519.59 1458 .36
Toplam 528.15 1474
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Tablo 17’de goruldiigt Uzere 6gretmen adaylarinin Ustbilissel farkindaliklari, degerlendirme alt
boyutunda anlamli bir sekilde farklilagmamistir.

Tablo 18.
Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Hata Ayiklama Alt Boyutuna lliskin
Ortalama ve Standart Sapma Degerleri.

Alt Boyut Brans n X Ss
Hata Ayiklama Sinif Ogretmenligi 78 3.56 71
Ortadgretim Matematik 124 3.66 .69
Glzel Sanatlar 63 3.76 .66
Yabanci Diller Egitimi 83 3.79 .66
Okul Oncesi Ogretmenligi 52 3.69 .66
Fizik 48 3.68 .63
Din Kiltird ve Ahlak Bilgisi 130 3.61 .69
ilkdgretim Matematik 49 3.84 .65
Kimya 52 3.65 .67
Fen Bilgisi 51 3.72 .67
Biyoloji 89 3.77 62
Felsefe 153 3.68 .63
Sosyal Bilgiler 72 3.66 .61
Tarih 120 3.72 .64
Tirk Dili ve Edebiyati 207 3.71 .68
Cografya 47 3.58 .54
Tirkce 57 3.74 .69
Toplam 1475 3.69 .66

Tablo 18 incelendiginde, 6gretmen adaylarinin Ustbilissel farkindalik dizeylerinin, hata ayiklama alt
boyutunda 3.56 ile 3.83 arasinda degisen ortalamalara sahip oldugu gorilmektedir. Bu ortalamalar
dikkate alindiginda, hata ayiklama alt boyutunda tim branslardaki 6gretmen adaylarinin yiiksek diizeyde
tstbilissel farkindalhiga sahip olduklari goriilmektedir.

Tablo 19.
Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Hata Ayiklama Alt Boyutuna lliskin
ANOVA (one-way) Testi Sonuglari.

Kareler Kareler
Alt Boyut Toplami sd Ortalamasi F p
Hata Ayiklama Gruplar arasi 6.15 16 .38 .89 .59
Grup igi 632.66 1458 .43
Toplam 638.81 1474

Tablo 19 incelendiginde, 6gretmen adaylarinin Ustbilissel farkindaliklarinin, hata ayiklama alt
boyutunda anlamli bir sekilde farkhlasmadigi goriilmektedir.

Tablo 20 incelendiginde, 6gretmen adaylarinin Ustbilissel farkindalik diizeylerinin, bilgi yonetme alt
boyutunda glizel sanatlar bransinda en yliksek ortalamaya, tarih bransinda ise en dislik ortalamaya
sahip oldugu goérilmektedir. Bu alt boyutta bransa gore ortalamalar 3.63 ile 3.87 arasinda
degismektedir. S6z konusu ortalamalar dikkate alindiginda, bilgi yonetme alt boyutunda 6gretmen
adaylarinin, tim branslarda yiiksek diizeyde Ustbilissel farkindaliga sahip olduklari goriilmektedir.
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Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Bilgi Yénetme Alt Boyutuna iliskin
Ortalama ve Standart Sapma Degerleri.

Alt Boyut Brang n X Ss
Bilgi Yonetme Sinif Ogretmenligi 78 3.70 .59
Ortadgretim Matematik 124 3.72 .55
Glizel Sanatlar 63 3.88 .53
Yabanci Diller Egitimi 83 3.86 .56
Okul Oncesi Ogretmenligi 52 3.74 .59
Fizik 48 3.78 .57
Din Kiltird ve Ahlak Bilgisi 130 3.66 .53
ilkégretim Matematik 49 3.78 44
Kimya 52 3.78 44
Fen Bilgisi 51 3.68 .60
Biyoloji 89 3.87 .51
Felsefe 153 3.76 .48
Sosyal Bilgiler 72 3.70 .56
Tarih 120 3.63 .59
Tirk Dili ve Edebiyati 207 3.76 .51
Cografya 47 3.73 .55
Tirkge 57 3.76 .56
Toplam 1475 3.75 .54

Tablo 21.

Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Bilgi Yénetme Alt Boyutuna iliskin
ANOVA (one-way) Testi Sonuglari.

Kareler
Alt Boyut sd Ortalamasi F p
Bilgi Yonetme Gruplar arasi 16 42 147 .10
Grup igi 1458 .29
Toplam 1474

Tablo 21’de 6gretmen adaylarinin Ustbilissel farkindaliklarinin, hata ayiklama alt boyutunda anlamli
bir sekilde farklilasmadigi gortlmektedir.

Tablo 22 incelendiginde, 6gretmen adaylarinin branslarina gére Ustbilissel farkindalik dizeyi puan
ortalamalarinin 3.61 ile 3.81 araliginda degistigi goriilmektedir. Biyoloji, ortalama puanlari en yiksek
brans iken din kultlri ve ahlak bilgisi ortalama puanlari en diisiik brans olarak ortaya ¢ikmistir.

Tablo 23 incelendiginde, 6gretmen adaylarinin branslarina gore, Ustbilissel farkindalk diizeylerinin
anlaml bir sekilde farklilastigi gérilmektedir. Etki degeri g6z 6niinde bulundurulursa, brans degiskeninin
tstbilissel farkindalk tGzerindeki etkisinin diisiik diizeyde oldugu soylenir.
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Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Toplam Puan Ortalamalarina
iliskin Ortalama ve Standart Sapma Dederleri.

Alt Boyut Brang n X Ss
Ustbilis Toplam Sinif Ogretmenligi 78 3.67 .52
Ortadgretim Matematik 124 3.61 44
Glizel Sanatlar 63 3.76 A7
Yabanci Diller Egitimi 83 3.79 .52
Okul Oncesi Ogretmenligi 52 3.70 47
Fizik 48 3.75 .49
Din Kiltird ve Ahlak Bilgisi 130 3.61 44
ilkégretim Matematik 49 3.74 42
Kimya 52 3.62 .38
Fen Bilgisi 51 3.66 .50
Biyoloji 89 3.81 A7
Felsefe 153 3.67 44
Sosyal Bilgiler 72 3.71 A48
Tarih 120 3.66 46
Tirk Dili ve Edebiyati 207 3.75 A5
Cografya 47 3.67 A1
Tirkge 57 3.76 .50
Toplam 1475 3.70 46

Tablo 23.

Ogretmen Adaylarinin Branslarina Gére, Ustbilissel Farkindalik Diizeyi Toplam Puan Ortalamalarina
iliskin ANOVA (one-way) Testi Sonuclari.

Kareler Kareler Farkin
Alt Boyut Toplami sd Ortalamasi p Kaynagi nz
Ustbilis Toplam  Gruplar arasi 5.77 16 36 169 .04 * .02
Grup igi 310.79 1458 .21
Toplam 316.56 1474

* OM-GS, OM-YDE, OM-Biyoloji, OM-TDE, OM-Tiirkce, GS-DiKAB, YDE-DIKAB, YDE-Kimya, YDE-Tarih,DIKAB-Biyoloji,DiKAB-
TDE, DiKAB-Tiirkge,Kimya-Biyoloji,Biyoloji-Felsefe, Biyoloji-Tarih

Tablo 24’te gorildiGgl Gzere 6gretmen adaylarinin kitap okuma sayilarina gore, Ustbilissel farkindalik
toplam puan ortalamalari 3.62 ile 3.78 arasinda degismektedir. Ogretmen adaylarinin okuduklari kitap
sayisinin, Ustbilissel farkindalik ortalama puanlarini genelde artirdigi gértilmektedir. Ayrica alt boyutlar
dikkate alindiginda ortalama puanlarin, agiklayici bilgi boyutunda 3.85 ile en yiiksek, prosediirel bilgi
boyutunda ise 3.52 ile en dislik ortalamaya sahip oldugu goriilmektedir. Alt boyutlarda da kitap okuma
sayisinin artmasinin Ustbilissel farkindaligi genellikle artirdigi soylenebilir.
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Ogretmen Adaylarinin Kitap Okuma Sayilarina Gére, Ustbilissel Farkindalik Toplam Puan ve Alt Boyut

Puanlarina iliskin Ortalama ve Standart Sapma Degerleri.

Alt Boyut Kitap Sayisi X Ss
Aciklayici Bilgi 3vealt 408 3.81 .53
4-7 496 3.81 .52
8-11 256 3.91 .49
12 ve uzeri 315 3.93 .53
Toplam 1475 3.85 .52
Prosediirel Bilgi 3ve alti 408 3.47 .66
4-7 496 3.47 .65
8-11 256 3.58 .67
12 ve uzeri 315 3.63 .61
Toplam 1475 3.52 .65
Durumsal Bilgi 3ve alti 408 3.76 .59
4-7 496 3.80 .60
8-11 256 3.92 .58
12 ve Uzeri 315 3.93 .54
Toplam 1475 3.83 .58
Planlama 3vealti 408 3.57 .59
4-7 496 3.57 .61
8-11 256 3.73 .57
12 ve Uzeri 315 3.75 .56
Toplam 1475 3.64 .60
izleme 3vealt 408 3.45 .57
4-7 496 3.56 .60
8-11 256 3.71 .54
12 ve uzeri 315 3.67 .58
Toplam 1475 3.58 .59
Degerlendirme 3ve alti 408 3.59 .62
4-7 496 3.62 .61
8-11 256 3.77 .58
12 ve uzeri 315 3.73 .55
Toplam 1475 3.66 .60
Hata Ayiklama 3vealt 408 3.66 .66
4-7 496 3.67 .68
8-11 256 3.74 .64
12 ve Uzeri 315 3.73 .64
Toplam 1475 3.69 .66
Bilgi Yonetme 3ve alti 408 3.67 .55
4-7 496 3.71 .57
8-11 256 3.86 .49
12 ve Uzeri 315 3.82 .50
Toplam 1475 3.75 .54
Toplam 3vealt 408 3.63 46
4-7 496 3.66 .48
8-11 256 3.79 44
12 ve uzeri 315 3.78 A4
Toplam 1475 3.70 46
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Tablo 25.
Ogretmen Adaylarinin Kitap Okuma Sayilarina Gére, Ustbilissel Farkindalik Toplam Puan ve Alt Boyut
Puanlarina iliskin ANOVA (one-way) Testi Sonuclari.

Kareler Kareler Farkin
Alt Boyut Toplami sd Ortalamasi F p Kaynagi n’
Gruplar arasi 4.56 3 1.52 561 .00 * .01
Aciklayici Bilgi Grup ici 398.48 1471 .27
Toplam 403.03 1474
Prosediirel Gruplf':\r. arasi 7.43 3 2.48 5.88 .00 * .01
Bilgi Grup igi 619.91 1471 42
Toplam 627.35 1474
Gruplar arasi 7.87 3 263 7.81 .00 * .02
Durumsal Bilgi ~ Grup igi 49452 1471 .34
Toplam 502.40 1474
Gruplar arasi 10.61 3 3.54 10.17 .00 * .02
Planlama .
Grup igi 511.36 1471 .35
Toplam 521.97 1474
Gruplar arasi 13.62 3 454 1354 .00 *x .03
izleme Grup igi 493.02 1471 .34
Toplam 506.64 1474
Degerlendirme  Gruplar arasi 7.50 3 250 7.06 .00 * .01
Grup igi 520.65 1471 .35
Toplam 528.15 1474
Hata Ayiklama  Gruplar arasi 1.64 3 .55 1.27 .29
Grup igi 637.16 1471 .43
Toplam 638.81 1474
Bilgi Yonetme Gruplar arasi 8.06 3 269 943 .00 * .02
Grup igi 419.22 1471 .29
Toplam 427.28 1474
Toplam Gruplar arasi 7.21 3 241 11.43 .00 * .02
Grup igi 309.35 1471 .21
Toplam 316.56 1474

*3 ve altiile 8-11, 3 ve alti 12 ve Uzeri, 4-7 ile 8-11, 4-7 ile 12 ve Uzeri **3 ve altiile 4-7, 3 ve altiile 8-11,3 ve alti 12 ve lzeri, 4-7 ile
8-11, 4-7 ile 12 ve lzeri

Tablo 25 incelendiginde, 6gretmen adaylarinin okuduklari kitap sayisina goére, Ustbilissel
farkindaliklarinin, hata ayiklama alt boyutu disindaki tim alt boyutlarda ve toplam boyutta anlamh bir
sekilde farklilastigi goriilmektedir. Etki degerleri dikkate alindiginda, anlamli farkin oldugu alt boyutlar ve
toplam boyutta disiik dizeyde etkinin oldugu soylenebilir. Anlamli farkin oldugu tim alt boyut ve
toplam boyutlarda s6z konusu farkin kaynagini olusturan kitap okuma sayilarina 3 ve altiile 8-11 ve de 4-
7 ile 12 ve Uzeri ikilileri 6rnek olarak gosterilebilir.

Tartisma, Sonug ve Oneriler

Ogretmen adaylarinin cinsiyetlerine goére iistbilissel farkindaliklarina iliskin bulgular incelendiginde,
hata aylklama ve bilgi yonetme alt boyutlarinda anlamli bir sekilde farklilasma oldugu ancak agiklayici
bilgi, prosedirel bilgi, durumsal bilgi, planlama, izleme, degerlendirme alt boyutlarinda ve o&lgegin
toplam boyutunda anlamli bir sekilde farklilasma olmadigi belirlenmistir. Anlamh farkin gézlendigi hata
aylklama ve bilgi yonetme alt boyutlarinda kadin adaylarin Ustbilissel farkindalik ortalama puanlarinin
daha yiksek oldugu tespit edilmistir. Etki degerleri dikkate alindiginda, anlaml farkin s6z konusu oldugu
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hata ayiklama ve bilgi yonetme alt boyutlarinda cinsiyetin Ustbilissel farkindalk Gzerindeki etki degerinin
disik dizeyde oldugu saptanmistir. Olgegin toplam boyutu ve alt boyutlani géz 6&niinde
bulunduruldugunda, cinsiyetin Ustbiligsel farkindalik diizeyi lzerinde bilylk 6lglide anlamli bir farka
neden olmadigi; anlamli farkin tespit edildigi alt boyutlarda etki degerinin diisiik oldugu soylenebilir.
Yildirim (2010), matematik bolimi 6grencilerinin Gstbilissel farkindaliklarinin cinsiyete gére anlamli bir
sekilde farklilasmadigini tespit etmistir. Kiskir (2011), 6gretmen adaylarinin Ustbilissel farkindaliklarinin
gerek toplam gerekse alt boyut puanlarinin cinsiyete gore anlamh bir sekilde farklilasmadigini
belirlemistir. Zulkiply, Kabit ve Abd Ghani,(2008), tstbilissel farkindaligin cinsiyete bagl olarak anlamh bir
sekilde farklilasmadigini belirlemislerdir. Zakaria, Yazid ve Ahmad(2009), universite sinavina
hazirlanandgrencilerin matemati kalanindaki basarilarini ve Ustbiligsel farkindalik diizeylerini inceledikleri
¢alismada Ustbiligsel farkindalik diizeyinin cinsiyete gore anlamh farklhlik gostermedigini belirlemislerdir.
Kummin ve Rahman (2010), Ustbilissel stratejilerin cinsiyet degiskeni agisindan anlamh farkhliga neden
olmadigini tespit etmislerdir.

Ogretmen adaylarinin branslarina gore, uUstbilissel farkindalk diizeylerine iliskin bulgular dikkate
alindiginda, aciklayici bilgi, prosediirel bilgi, izleme, degerlendirme, hata ayiklama ve bilgi yonetme alt
boyutlarinda anlamli farkin olmadigi ancak durumsal bilgi ve planlama alt boyutlari ile dlgegin toplam
boyutunda brans degiskenine gére anlamli fark oldugu belirlenmistir. Anlamli farkin oldugu alt boyutlar
ve Olgegin toplam boyutunda brans degiskeninin etki degeri dikkate alindiginda, dusik dizeyde etkiye
sahip oldugu tespit edilmistir. Oral ve Bars (2015), 6gretmen adaylarinin Ustbilissel farkindalik toplam
puan ortalamalarinin brans tiriine gore farkhlastigini tespit etmislerdir. Benzer sekilde Bakioglu ve
digerleri (2015), 6gretmen adaylarinin Ustbilissel farkindalik diizeylerinin 6grenim gordikleri programa
gore anlamli sekilde farkhlastigini belirlemislerdir. Yapilan arastirmalardan elde edilen sonuglar, bu
arastirmadaki sonuglar ile paralellik gostermektedir. Bu durum Universitelerin egitim fakiltelerinde
Ogretmen yetistirme programlarinda uygulanan yodntemlerin ve yiritllen derslerin genel olarak
O0gretmen adaylarinin Ustbilissel farkindaliklarinin  yiksek diizeyde olmasini sagladigl seklinde
yorumlanabilir. Ancak anlamli farkin oldugu 6lgegin toplam boyutu ile durumsal bilgi ve planlama alt
boyutlarinda, brans degiskeninin anlaml farka neden olmasi farkli branslarda gorilen ve ilgili bransa
6zgli olan alan derslerinin Gstbilissel farkindalik puanlarini farklilastirdigi seklinde yorumlanabilir.

Ogretmen adaylarinin ders kitabi haricindeki kitap okuma sayilarinin, Ustbilissel farkindalik
diizeylerinin hata ayiklama alt boyutu disindaki tim alt boyutlarda ve 6lgegin toplam boyutunda anlaml
farklilasmaya neden oldugu saptanmistir. Anlamh farkin oldugu tiim alt boyutlar ve 6lgegin toplam
boyutunda farkin kaynagini olusturan ikililere 3 ve alti ile 8-11 ve 4-7 ile 12 ve Uzeri ikilileri ortak 6rnek
olarak verilebilir. Anlamli farkin kaynagini olusturan bu ikililerden 3 ve alti ile 8-11 ikilisi dikkate
alindiginda; anlamh farkin oldugu tiim alt boyutlar ve toplam boyutta 8-11 kitap okuyanlarin Ustbilissel
farkindalk diizeylerinin, 3 ve altinda kitap okuyanlarin Ustbilissel farkindalk diizeylerinden daha yiiksek
oldugu tespit edilmistir. Ayni durum 4-7 ile 12 ve Uzeri ikilileri icin de gegerlidir. Anlamli farkin oldugu
tim alt boyutlar ve toplam boyutta 12 ve (zeri sayida kitap okuyanlarin (stbilissel farkindalk
diizeylerinin, 4-7 kitap okuyanlarin (Ustbilissel farkindahk dizeylerinden daha vyiksek oldugu
gorilmektedir. Bu durumlar géz oniinde bulunduruldugunda, 6gretmen adaylarinin okuduklari kitap
sayisinin Ustbilissel farkindalik diizeylerini artirdigi soylenebilir. Kitap okumanin gerek bilissel yapiyi
gerekse disiinme becerilerini gelistirdigi, s6z konusu gelisimlerin de beraberinde Ustbilissel farkindalig
artirdigl dislintilmektedir. Dolayisiyla 6gretmen adaylarinin ders kitabi haricindeki kitap okuma sayilari
artirilarak Ustbilissel farkindalk diizeylerinin de artirilabilecegi dislinlilmektedir. Alanda dogrudan bu
yonuyle yapilmis bir arastirmaya rastlanmamakla beraber bu ¢alismada kitap okuma sayisinin Ustbilissel
farkindahgi artirdiginin tespit edilmesinin énemli oldugu ve bundan sonraki ¢alismalarda da tzerinde
durulmasi gereken bir durum oldugu disinilmektedir.

Ogretmen adaylarinin ders kitabi haricindeki kitap okuma sayilarinin Ustbilissel farkindaliklarini
artirdigl sonucundan hareketle; okumanin, okudugunu anlama giiciinii gelistirdigi bunun da beraberinde
disiinme becerilerini gelistirerek karsilasilan giiclikleri asmayi kolaylastirdigi séylenebilir. Arastirmalar
kitap okumanin beyindeki bélgeler arasindaki baglantiyi artirdigini géstermistir (Berns, Blaine, Prietula, &
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Pye, 2013; Howard, 2013). Bolgeler arasindaki baglantinin artmasiyla 6grenenlerin etkili ¢ikarimlarda
bulunmasi saglanabilir (Howard, 2013). Bu durumu destekler bigimde, Bloom (2012), okudugunu
anlayabilme glcuniin, 6gretimin niteligindeki degismelere ragmen 06grenmeye olanak tanidigini
belirtmistir.

Bu sonuglardan hareketle 6gretmen vyetistirme programlarinda Ustbilissel farkindahgi gelistirici
etkinliklere yer verilerek 6gretmen adaylarinin Gstbilissel farkindahiginin daha da gelistirilmesi gerektigi
distntlmektedir. Bu amag¢ dogrultusunda 6gretmen yetistirme programlarina disinme becerilerini
gelistirici dersler yerlestirilerek bu dersler kapsaminda Ustbilissel stratejilerin 6gretimi uygulamalarina
yer verilebilir. S6z konusu uygulamalarin 6gretmen adaylarinin dusiinme becerilerini ve Ustbiligsel
becerilerini gelistirecegi distinlilmektedir. Ayrica 6gretim elemanlari ylrittikleri derslerde 6gretmen
adaylarinin Ustbiligsel farkindaliklarini gelistirecek yontem ve tekniklere yer vermelidir. Boylelikle
Ustbilissel farkindaliklari gelisecek 6gretmen adaylarinin 6gretmenlik yapmaya basladiklari zaman
deneyimlerini kendi 6grencilerine de aktararak ustbilissel farkindahgi yliksek nesillerin yetismesine katki
sunacaklari distnilmektedir. Bu arastirmada ortaya ¢ikan sonuglardan biri de kitap okuma sayisinin,
Ustbilissel farkindalk algl diizeyini artirdigi seklindedir. Dolayisiyla 6gretmen adaylari ders kitaplari
haricinde okuduklari kitap sayisini artirarak Ustbiligssel farkindalik algi diizeylerini artirabilirler. Bu amag
dogrultusunda egitim fakiltelerinin her bdliimiine, ilgili alanda kitaplarin bulundugu kitap okuma
salonlari olusturulabilir. Bu durumun &gretmen adaylarinin kitap okumalarini tesvik edecegi
diistintilmektedir.

Bilgilendirme

Bu calisma Prof. Dr. Behget Oral danismanliginda yiiriitiilen ve Dr. Mehmet BARS tarafindan yazilan "Ogretmen adaylarinin
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Introduction

Problem solving takes place in many fields of education and it has an important place especially in
mathematics education. Problem solving is one of the most important components of mathematics and
it is also one of the most important parts of mathematics curricula (Van de Walle, 1994). Problem
solving enables individuals to understand mathematics better and acquire the necessary skills for
mathematics education (Yaman & Dede, 2005). In the process of problem solving, individuals are able to
understand and use the information about mathematics, associate this information, develop new
mathematical conceptions and find opportunities to explain different thinking styles (NCTM, 2000). In
addition to this, problem solving skills cannot be developed in several weeks or months. The
development of problem solving skills requires slow but frequent exposure and continuity (Van de
Walle, 1994). Therefore, problem solving skills education should start at the pre-school period.

The presentation type of problems to the pre-school children has an important role in their solving
the problems about addition and subtraction. The role of the language is really important in children’s
understanding the problems. The studies conducted show that the pre-school children are more
successful when the problems are presented in the shape of verbal problems (Tarim & Deretarla Gill,
2003).

Children are able to solve the verbal problems about addition and subtraction in the informal
mathematics education by developing their own strategies (Carpenter, Moser & Bebout, 1988). It is
known that children start school with some skills about solving verbal problems. Children use the
strategies of modelling or counting while solving these problems. On the other hand, children do not
learn these strategies formally, they either learn them informally or discover by themselves
(Carpenter,1985).

The verbal problems about addition and subtraction are classified in various ways. Some researchers
(Carpenter & Moser, 1983; Van De Walle, 2001) classify these problems as joining, separation, part-
whole and comparison. The problem solving skills of the children vary according to these types
problems. In addition, the problem solving skills of the children also vary according to the type of
unknown in the problems (Haylock & Cockburn, 2004; Nures & Brgant, 2008; Sarama & Clements,
2009).The teachers generally include joining and separation problems, namely addition and subtraction
problems which can be solved in a single-step, in the pre-school period. Yet, it seems necessary to
include sufficient number of problems from all types in the mathematics activities in order for the
development of the children’s verbal problem-solving skills (Peterson, Fennema & Carpenter, 1989). The
conducted studies; however, show that the mathematics course books which were designed for
elementary school children do not include some types of problems at all and the children are less
successful at solving the problem types which are not presented in their course books (Olkun & Toluk,
2002). This might also be valid for the activity books designed for pre-school children.

When the studies carried out about verbal problems were reviewed, it was seen that plenty of
studies about pre-school period were conducted abroad (Bryant, Christie & Rendu, 1999; Carpenter,
Ansell, Franke, Fennema & Weisbeck, 1993; Hunting, 2003; Tunteler & Resing; 2002; Vilette, 2002;
Wilkins, Baroody & Tiilikainen , 2001), there was only a limited number of studies on this issue in Turkey
(Artut, 2009; Tarim, 2009; Tarim & Deretarla Gul, 2003). It was also noticed that the studies which were
carried out about this topic in Turkey (Akbaba Altun & Olkun, 2004; Aladag, 2009; Balci, 2007;
iskenderoglu, Kilig, Olkun & Olkun, 2011; Kir, 2011; Memnun, 2014; Ozarslan, 2010; Soylu, 2007) focused
mostly on elementary school children. In a study by Ulutas and Ubuz (2008), it was concluded that the
highest number of studies on mathematics education were conducted on secondary school students,
pre-service teachers and elementary school children. It was also confirmed that there were fewer
studies conducted on high school students, university students, pre-school students and teachers.

When the studies based on verbal problems with addition and subtraction were considered, it was
determined that the researchers focused mostly on the children’s strategies of verbal problem solving
and the children’s learning behaviours on addition and subtraction (Bryant et al., 1999; Carpenter et al.,
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1993; Tarim & Deretarla Giil, 2003; Vilette, 2002; Wilkins et al., 2001). In a few studies, the effect of the
method (cooperative learning) used in verbal problem solving was investigated (Artut; 2009; Tarim,
2009). No studies; however, which were based on classroom implementations of the teachers -the most
important actors in mathematics education- were found in the review of literature process.

Considering this fact, this research has two main purposes. The first one is to investigate the verbal
problem solving skills of pre-school children about addition and subtraction. The second one is to
determine the types of problems about addition and subtraction which are presented by pre-school
teachers to children and the perspectives of pre-school teachers about the implementation of these
types of problems. For this purpose, the following research questions were formulated;

1. What are the response rates of pre-school children about the addition and subtraction problems
from joining, separation, comparison and part-whole type?

2. What are the response rates of pre-school children about the problems with initial unknown,
change unknown and result unknown within the problem types of separation and joining?

3. What are the verbal problem types about addition and subtraction which pre-school teachers
present to children?

4. What are the perspectives of pre-school teachers about the implementation of the addition and
subtraction problems from separation, joining, comparison and part-whole types and from initial
unknown, change unknown and result unknown problem types?

The results of this research are believed to support the findings in the related literature, the teachers
as implementers and the experts who design the curricula.

Method
Research Design

The mixed method was used in this research. In the mixed method, the researcher combines
qualitative and quantitative methods, approaches and concepts. Creswell (2014) states that the mixed
method studies contain the collection and analyze of qualitative and quantitative data in a single study
or multiple studies. The reason of preference of qualitative methods in addition to quantitative methods
is to provide contribution to obtain profound data about the topic and to make the topic be understood
more comprehensively (Yildinm & Simsek, 2008). Descriptive research design was used in the
quantitative dimension of this research and interview technique was used in the qualitative dimension
of this research.

Participants

The population of this research is comprised of 5-6 aged children who attend pre-schools in Adana
and the pre-school teachers who work in these schools. In order ro represent the population, three
independent pre-schools affiliated with Adana Provincial Directorate of National Education were
selected according to the suitable sampling method. 50 children attending these schools were selected
according to the random sampling method and the sample of this research was constituted. In addition,
the teachers of the children who were taken into the sample of this research were also taken into the
sample of this research. For this purpose, 6 teachers were included into this research.

Four of the teachers who were included into the research had almost 10 years of teaching
experience (between 3 and 8 years) and two of them had almost 20 years of teaching experience (14
and 19 years). Six of the teachers had bachelor’s degrees. Also, four of the teachers graduated from the
Department of Pre-school Education and two of them graduated from the Department of Primary
School Education.
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Instrument

The data collection tools in this research were a “verbal problem test”, developed by the researchers
so as to evaluate the children’s problem solving skills and to define the teachers’ implementations about
verbal problems and a semi-structured “interview form” for determining the perspectives of the
teachers about the implementation of verbal problems.

Verbal Problem Test consists of 11 questions three of which were joining type (initial, change and
result unknown), three of which were separation type (initial, change and result unknown), three of
which were comparison type (difference unknown, larger unknown and smaller unknown) and two of
which were part-whole type (whole unknown and part unknown). The verbal problem test was
developed by the researchers based on the related literature. The test was broached to the experts
primarily in order to provide its validity. Necessary revisions were made upon the suggestions of five
experts who were teaching in the Departments of Pre-School Education and Primary School Education.
Next, the test was presented to 10 children who were attending a pre-school and it was tested if the
questions were understandable or not. Through this pilot implementation, it was aimed to eliminate the
possible misunderstandings in the test and its implementation. As a result, necessary changes were
made and the test was finalized. The internal consistency (KR20) was calculated so as to define the
validity after it was implemented on the children in the sample. The results of the analysis showed that
the internal consistency score of the test was .83, revealing that the test was reliable.

In order to collect data, the test was implemented on the children in the sample of the research and
was presented to their teachers. The test was implemented to the children through concrete materials
(such as legos, beads).

Semi-structured interview form consists of eight questions and it was formed by the researchers. In
the form, there are open-ended questions about the verbal problem types of addition and subtraction
which the teachers presented to children and about the reason why they preferred those types of
problems.

Procedure

At the stage of data collection, the researchers went to the schools which were determined in
advance and interviewed with the school directors and the teachers to explain the purpose of the
research. Next, a letter explaining the purpose of the research and informed consent forms were sent to
the parents so as to be able to do interviews with the children. The children whose parents filled in the
informed consent forms and certified the participation of their children in the study were included into
the research. The data were obtained through individual interviews with the children in a quiet room in
the school. Before the test was given, the researchers had a short talk with the children in order to make
them feel relaxed and they were asked if they wanted to answer some questions which were going to be
asked or not.

The test was given to each child in the same order individually who accepted to answer the
questions. The test took about 15 minutes for each child. The children were allowed to use concrete
materials (legos) during the presentation of the verbal problems. After the interviews with the children
were completed, they were thanked and taken back to their classroom. After the implementation of the
test with the children in one class ended, the teacher of that classroom was interviewed individually.
These interviews were made in a suitable place of the school rather than the classroom. The same
verbal problem test which was given to the children was presented to the teachers and they were asked
to tick the problem types which they used most in mathematics activities. Then, the questions in the
semi-structured interview form were asked to the teachers in the same order. The interviews with the
teachers took about 10 minutes.
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Data Analysis

In the quantitative dimension of the research, the answers which were given by the students were
evaluated as “successful” if they were correct and as “unsuccessful” if they were incorrect. For each
correct answer, “one point” was given and the points taken from correct answers were calculated. They
were presented as frequencies.

IH

In the qualitative dimension of the research, the data obtained from the teachers were analyzed
through content analysis. The process of content analysis started with the evaluation of the data
transcribed. The aspects which became prominent or which were evaluated as important were defined
and the codes were obtained following these themes.

In the research, the children were asked 11 types of questions in total from the types of joining,
separation, comparison and part-whole about addition and subtraction. The answers of the children to
these questions are presented in Table 1.

Results

The findings obtained in this research from the children and the teachers were presented in this
chapter under two parts.

Verbal Problem Solving Skills of Pre-school Children

Table 1.
The Frequencies and Percentage Distributions of the Children’s Answers to the Verbal Problem Types
about Addition and Subtraction.

Joining Separation Comparison Part-whole

n % n % n % n %
No correct nswers 4 8.00 1 2.00 43 86.00 2 4.00
1 correct answer 35 70.00 17 34.00 1 2.00 14 28.00
2 correct answers 2 4.00 20 40.00 3 6.00 34 68.00
3 correct answers 9 18.00 12 24.00 3 6.00 - -
Total 50 100.00 50 100.00 50 100.00 50 100.00

When Table 1 was considered, it was seen that the verbal problem type which the students found
the most difficult was the “comparison” type problems. While 43 children could not answer any of the
comparison problems, only 7 children could answer these questions correctly. When the number of the
correct answers of the children who could answer these questions was investigated, it was found that
one child gave correct answer to one question, two children gave correct answers to two questions and
three children gave correct answers to three questions.

The problem types which were answered correctly the most were separation, joining and part-whole
problems. While only one child could not answer any of the separation problems, four children could
not answer the joining problems. The children were quite successful at part-whole problems; only two
children could not answer this type of problems. The children did not generally have difficulty in
answering part-whole problems. When the answers of 14 children who gave correct answer to only one
of the part-whole problems were analyzed, it was revealed that 12 of them could answer whole
unknown problems correctly and 2 of them could answer part unknown problems correctly.
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Table 2.
The Frequency and Percentage Distribution about the Answers by the Children on Initial Unknown,
Change Unknown and Ending Unknown Problems among Separation and Joining Type Problems.

Initial Unknown Change unknown Ending unknown

n % n % n %
The children who only answered 7 14.00 21 42.00 3 6.00
separation type problems
The children who only answered 3 6.00 - - 1 2.00
joining type problems
The children who answered both 6 12.00 11 22.00 45 9.00
types of problems
The children who could not answer 34 68.00 18 36.00 1 2.00
any problems
Total 50 100.00 50 100.00 50 100.00

When the answers of the children to the initial unknown, change unknown and ending unknown
problems from among separation and joining type problems were analyzed (Table 2), it was found that
34 of 50 children who participated in the study could not solve any of the initial unknown problems.
Only six children answered initial unknown problems from both joining and separation type problems. 3
of 10 children who could answer only one question gave correct answer to joining type of problems and
7 of them gave correct answer to separation type problems.

In the research, two questions with change unknown were asked to the children and it was observed
that 18 of 50 children could not solve any of the problems with change unknown problems in the
separation and joining type problems. 11 children could answer change unknown problems in both
separation and joining types. The rest 21 children gave correct answer to one question in only
separation type problems.

When Table 2 was taken into account, it was found that only one of 50 children who participated in
the study could not solve any of ending unknown problems while the other children could solve all of
the ending unknown questions. 45 of the children could answer two ending unknown problems
correctly. One of the rest four children gave correct answers to the problems in joining type and three of
them gave correct answers to the problems in separation type.

Verbal Problem Types that the Teachers Present to the Children

In the study, the teachers were asked about the verbal problem types that they presented to the
children about addition and subtraction and their opinions about the implementation of these types of
problems. The findings obtained in the research are presented in Table 3.

Table 3.
The Teacher Distributions Regarding the Verbal Problem Types about Addition and Subtraction.

The teachers’ answers

The number of the teachers who used only result unknown problems

The number of the teachers who used result and change unknown problems

The number of the teachers who used all types of problems mainly result unknown problems

N = WS

In the research, the teachers were asked through “the verbal problem test” to mark the verbal
problem types that they presented to the children in mathematics activities the most. When the findings
were analyzed, it was determined that the teachers present result unknown problem type to the
children the most. Three of six teachers who participated in the research stated that they used only
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result unknown (joining and separation) problem type among three problem types. The number of
teachers who expressed that they presented both result and change unknown problem types to the
children was one and the number of teachers who expressed that they presented all problem types but
result unknown problem type more frequently to the children was two. In other words, all teachers who
participated in this research used result unknown problems in mathematics activities the most. The
teachers explained their opinions concerning this issue as follows:

For example, one of the teachers explained his/her opinion about this issue as “/ do not ask
questions with initial and change unknown. | ask ending unknown questions” (T6).

Another teacher expressed his/her opinion as “I generally ask ending unknown questions, | do not
ask initial and change unknown problems” (T3).

One of the teachers stated his/her opinion as ”/ use result unknown problems the total of which do
not exceed 10. | have never asked and tried change and initial unknown problems” (T5).

Another teacher remarked his/her opinion as “I use ending and change unknown problem types
more than the other types... | ask ending unknown problems more frequently” (T4).

When the opinions of the teachers who presented only result unknown problems to the children
were analyzed, it was seen that the reason of their preferences about using only ending unknown
problem types was prejudgements assuming that the children can not solve other problem types. The
findings obtained from the interviews with the teachers showed that the teachers avoid using
comparison type problems. Some teachers expressed that they consider comparison type problems
unsuitable for the children without trying them. For example, one of the teachers explained his/her
opinion about this issue as “Comparison type problems can be asked and the children can answer these
problems. | have not asked larger unknown comparison questions but | do not think the children can give
answers to these questions. It is a difficult problem type” (T6).

Part-whole problem type was not considered as a separate problem type by the teachers. It was
considered as a similar problem type with joining and separation problem types. For example, one of
the teachers verbalised his/her opinion about this topic as “ I ask part-whole problem types in addition
and subtraction (ending unknown)” (T6).

Besides, it was determined that the teachers who use all problem types use “initial unknown” and
“comparison” type problems less than the other problem types. The teachers explained their reasons
for not using some problem types as ‘lack of resources containing various problem types (T3 and T6)’
and ‘not having faced this type of problem in their educational years (T3)’.

Discussion

There were two main purposes of this study. The first was to investigate the verbal problem solving
skills of pre-school children. The second was to determine the types of problems about addition and
subtraction which are presented by pre-school teachers to children and the perspectives of pre-school
teachers about the implementation of these types of problems. The study contributes significantly into
the related literature and provides guidance for the prospective researchers.

In the research, firstly, it was aimed to answer at what kind of verbal problem types the children are
good. The results revealed that the children are more successful at joining, separation and part-whole
problems than at comparison problems. It was also found that comparison problem types are the most
difficult ones to answer for children. When the results were examined in a detailed way, it was
determined that the children can solve separation problems more easily than joining problems.
Furthermore, they can solve the problems with whole unknown more easily than the problems with part
unknown. Similar findings are often reported in the related literature (Carpenter, Carey & Kouba, 1990;
Cross, Woods & Schweingruber, 2009; Haylock & Cockburn, 2004; Nures & Brgant, 2008; Sarama &
Clements, 2009).
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There might be several reasons for the children’s being less successful at separation, joining and
part-whole problems than comparison type problems. As stated in the literature, it can be first because
the teachers’ frequent presentation of separation and joining problem types to the children (Nures &
Brgant, 2008; Olkun & Toluk, 2002; Sperry Smith, 2001; Van De Walle, 2001). Secondly, it may result
from not including some problem types in the written materials presented to children, as revealed in a
study by Olkun and Toluk (2002) which was on the investigation of verbal problem types in elementary
school mathematics coursebooks. Namely, the children never come across with these problem types.
This can be the reason of the children’s low achievement in some problem types that are not included in
coursebooks. The third and the most important reason of the children’s failure at solving comparison
type problems can be developmental characteristics of the children. The children in this age group solve
problems by modelling mostly through objects. Joining and separation problems are easier to model
since they are generally in the way of combining or separating two independent clusters from each
other. Therefore, it is believed that the children solve these types of problems more easily (Cross et al.,
2009; Haylock & Cockburn, 2004; Nures & Brgant, 2008).

In this study, the children’s problem solving skills about initial, change and ending unknown
problems from among joining and separation type problems were also investigated. The results of the
research showed that the unknown problem type in which the children have the most difficulty were
the problems with initial unknown and change unknown, respectively. It was also found that the
problem type which the children can solve the most easily were the problems with ending unknown
problems. These findings are in line with the studies conducted on both elementary school students and
pre-school students and the related literature (Carpenter et al., 1990; Cross et al., 2009; Haylock &
Cockburn, 2004; Nures & Brgant, 2008; Sarama & Clements, 2009). In the study by Pilten (2010), which
aimed at the evaluation of operational techniques that were used in solving problems with different
semantic structures, it was found that the children were more successful at solving result unknown
problem types than at change and initial unknown problem types. Olkun and Toluk (2002) obtained
similar results in their study which was conducted with 2™ 3™ and 4" grade children in elementary
school.

There might be several reasons why the children are unsuccessful at solving the problems with initial
and change unknown which are presented to them. The first of them is the teachers’ presentation of
mostly problems with ending unknown during the mathematics activities as can be understood by the
data obtained from the interviews with the teachers. Another reason, as stated by the teachers, might
be the frequent presentation of the questions including problems with result unknown in the written
materials produced for the children. Another important reason, as expressed by Piaget, might be the
children’s at this age group are cognitively unable to acquire everting skills. Since addition is the reverse
of subtraction and subtraction is the reverse of addition, the children who haven’t acquired this skill yet
have limited ability in solving this type of problems (Aktas Arnas, 2013). In the second main question of
the research, the teachers’ perspectives about the verbal problem types about addition and subtraction
that they present to the children and the implementation of these types of problems were investigated.
The results show that all of the teachers give place to the problems with result unknown the most in
mathematics activities. The most important reason of the teacher’s not using the other types of
problems is their pre-judgements which assume that the children will not be able to solve these types of
problems.

Similar results were observed when the related literature was reviewed. Limited number of studies
which were conducted (Nures & Brgant, 2008; Sperry Smith, 2001; Van De Walle, 2001) show that pre-
school teachers do not present all types of problems adequately. The studies that were carried out with
teachers reveal that the attitudes and beliefs the teachers have towards mathematics education affect
the variety and quality of in-class implementations directly (Klibanoff & Levine 2006, Thompson, 1984;
Ernest, 1989). In fact, the conducted studies show that there is a positive relationship between the
mathematical knowledge of teachers and children’s academic success (Hill, Rowan & Ball, 2005).
Moreover, the results of this study revealed that most of the teachers are not informed about all types
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of verbal problems and they do not present some types of problems to the children as they are not
included in the written materials which are used for pre-schools. It was confirmed by the studies in
various countries in the related literature that mathematics course books do not include some types of
problems or they are not equally presented. For example, in the studies of Parmjit and Teoh (2010) and
Parmjit (2006) in Malaysia, Despina and Herikleia (2014) in Greece, Olkun and Toluk (2002) in Turkey,
they found that mathematics coursebooks in the elementary education do not include some types of
problems or they are not equally presented. These studies, however, were generally carried out in
elementary education level and no data about pre-school education was observed.

Conclusion & Implementation

This study is believed to make significant contributions to the literature. The most important result
of the study is the variation of the situation of the children’s solving verbal problems according to the
type of the problem and the unknown in the problem. It was concluded in this research that the children
are more successful at separation, joining and part-whole types of problems from among verbal
problem types than comparison type of problems. It was also revealed that the children solve the
problems with ending unknown more easily than the problems with change and initial unknown in
terms of the type of unknown in the problem.

The interviews with the teachers indicated that they do not prefer presenting comparison type
problems and problems with initial unknown problems to children in mathematics activities. It was
discovered that the majority of the teachers were not informed about all types of problems and they do
not present some types of problems as those problems are not included in the written materials used
for pre-school education. These results showed that there is a linear relationship between the types of
problems that some teachers use in their programs and the children’s success at solving those types of
problems.

On the basis of these findings, it can be suggested that the teachers in the field should be informed
about the existence of various types of problem and their instruction while organizing in-service training
programs. Moreover, the writers of written materials for pre-school education should lay emphasis on
this issue sensitively. Furthermore, it is believed that the awareness of the teachers about these types of
problems might increase by adding these types of problems to the acquisitions while revising the pre-
school education curriculum.

Although this study makes significant contributions to the literature, it has also some limitations.
Primarily, the results are not enough to make generalizations as the sample of this study is small in size.
However, it presents important clues about both fields of mathematics education and pre-school
education. In order to be able to make the results generalize, it can be suggested to the researchers that
the prospective studies should be conducted with larger samples. In addition, this study has a
descriptive design. Longitudinal and experimental studies are needed to reveal the lack of success of the
children more clearly. For this purpose, it can be suggested that prospective studies should be designed
in experimental research design and they should be longitudinal.
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Tirkge Siiriim

Giris

Problem ¢6zme, egitimin birgok alaninda yer almaktadir ve 6zellikle de matematik egitiminde énemli
bir yere sahiptir. Problem ¢6zme, matematigin énemli 6gelerinden birisidir ve matematik programlarinin
da en 6nemli pargasidir (Van de Walle, 1994). Bireylerin matematigi daha iyi anlamalari ve matematik
egitimi icin gerekli becerileri kazanmalari problem ¢ézme ile mimkin olmaktadir (Yaman & Dede, 2005).
Bireyler problem ¢6zme sirecinde matematige iliskin bilgileri anlayip kullanabilir, bu bilgileri
iliskilendirebilir, yeni matematiksel anlayislar gelistirebilir ve farkli diisinme bicimlerini agiklama firsati
bulabilirler (NCTM, 2000). Bununla birlikte, problem ¢6zme becerisi birka¢ haftada ya da ayda gelismez.
Problem ¢6zme yetenegindeki gelisme yavas ve slreklilik gerektirmektedir (Van de Walle, 1994). Bu
nedenle, problem ¢6zmeye okul 6ncesi donemden baslayarak yer verilmelidir.

Okul oncesinde cocuklarin toplama ve cikarmaya iliskin problemleri ¢ézmelerinde c¢ocuklara
problemin sunulus bigiminin énemli bir roli bulunmaktadir. Cocuklarin problemi anlamalarinda dilin
6nemi buydktar. Yapilan arastirmalar, okul 6ncesi cocuklara problemler sbézel problem seklinde
sunuldugunda daha basarili olduklarini gostermektedir (Tarim & Deretarla Giil, 2003). Cocuklar informal
matematik egitiminde toplama ve gikarmaya iliskin sdzel problemleri kendi stratejilerini gelistirerek
¢ozebilmektedirler (Carpenter, Moser & Bebout, 1988). Cocuklarin sézel problemleri ¢ézebilme ile ilgili
cesitli yeteneklerle okula basladiklari bilinmektedir. Cocuklar bu problemleri ¢ézerken ise modelleme ya
da sayma stratejisini kullanmaktadirlar. Ote yandan bu stratejileri formal bir sekilde 6grenmemekte, ya
informal bir sekilde 6grenmekte ya da kendi kendilerine kesfetmektedirler (Carpenter,1985).

Toplama ve c¢ikarmaya iliskin sozel problemler farkli sekillerde siniflandiriimaktadir. Bazi
arastirmacilar (Carpenter & Moser, 1983; Van De Walle, 2001); bu problem durumlarini birlesme,
ayirma, parga butin ve karsilastirma bigiminde siniflandirmaktadirlar. Cocuklarin problem ¢6zme
yetenekleri de bu problem tiplerine gore degisiklik gbstermektedir. Ayrica, ¢ocuklarin problem ¢ézme
becerileri problemlerdeki bilinmeyen tiriine goére de degisiklik gostermektedir (Haylock & Cockburn,
2004; Nures & Brgant, 2008; Sarama & Clements, 2009). Okul 6ncesinde 6gretmenler matematik
etkinliklerinde genellikle birlesme ve ayirma tirindeki yani tek adimli toplama ya da ¢ikarma ile
¢oziilebilecek problemlere yer verilmektedir. Oysaki matematik etkinliklerinde problem tiirlerinin
hepsine yeterli sayida yer verilmesi ¢ocuklarin soézel problem ¢ézme becerilerinin gelisimi icin gerekli
gorinmektedir (Peterson, Fennema & Carpenter, 1989). Ancak yapilan g¢alismalar ilkokul ¢ocuklari igin
hazirlanan matematik ders kitaplarinin bazi problem tiirlerini hi¢ icermedigini ve 6grencilerin kitaplarda
yer almayan problem tirlerini ¢dzmede daha az basarili olduklarini géstermektedir (Olkun & Toluk,
2002). Bu durum okul 6ncesi ¢ocuklar icin hazirlanan etkinlik kitaplari icinde gegerli olabilir.

So6zel problemlerle ilgili yapilan arastirmalar incelendiginde, okul Oncesi dénemde yurt disinda
gerceklestirilen ¢cok sayida arastirmaya rastlanirken (Bryant, Christie & Rendu, 1999; Carpenter , Ansell,
Franke, Fennema & Weisbeck, 1993; Hunting, 2003; Tunteler & Resing; 2002; Vilette, 2002; Wilkins,
Baroody & Tiilikainen , 2001), Tirkiye'de konuyla ilgili sinirla sayida arastirma (Artut, 2009; Tarim, 2009;
Tarim & Deretarla Giil, 2003) oldugu gorilmektedir. Tiirkiye'de bu konuda yapilan ¢alismalarin (Akbaba
Altun & Olkun, 2004; Aladag, 2009; Balci, 2007; iskenderoglu, Kilig, Olkun & Olkun, 2011; Kir, 2011;
Memnun, 2014; Ozarslan, 2010; Soylu, 2007) ise genellikle ilkdgretim cagindaki ¢ocuklar {izerinde
yapildigi saptanmistir. Ulutas ve Ubuz (2008) tarafindan yapilan bir calismada matematik egitimi tGzerine
vapilan arastirmalarin en fazla ilkbgretim Il. kademe Ogrencileri, 6gretmen adaylari ve ilkogretim I.
kademe oOgrencileri (zerinde vyapildigi sonucuna ulasmistir. Ortadgretim 06grencileri, Universite
o6grencileri, okul dncesi donem cocuklari ve 6gretmenler ile yapilan ¢alismalarin ise daha az oldugu
saptanmistir. Toplama ve g¢ikarmaya iliskin sézel problemlerle ilgili yapilan galismalar incelendiginde,
arastirmacilarin gogunlukla ¢ocuklarin sdzel problem ¢ozle stratejileri ve gocuklarin toplama ve ¢ikarmayi

558



Sule SARIBAS, Yasare AKTAS ARNAS — Pegem Egitim ve Ogretim Dergisi, 6(4), 2016, 549-568

o6grenme davranislari Gzerine odaklandiklari saptanmistir (Bryant vd., 1999; Carpenter vd, 1993; Tarim &
Deretarla Gil, 2003; Vilette, 2002; Wilkins vd, 2001). Bir kag ¢alismada ise sozel problem ¢dzmede
kullanilan yontemin (isbirlikgi 6grenme) etkisi incelenmistir (Artut; 2009; Tarim, 2009). Ancak matematik
egitiminde en 6nemli aktorlerden biri olan 6gretmenlerin sinif ici uygulamalarini esas alan her hangi bir
calismaya rastlanmamistir.

Bu dlstnceden hareketle bu arastirmanin iki temel amaci vardir. Birincisi okul éncesi ¢cocuklarinin
toplama ve gikarmaya iliskin sézel problem ¢&zme becerilerinin incelenmesidir. ikincisi okul &ncesi
ogretmenlerin ¢ocuklara sunduklari toplama ve ¢ikarmaya iliskin sozel problem tirleri ile bu problem
tirlerinin uygulamasina iliskin goruslerinin belirlemesidir. Bu amagla asagidaki arastirma sorularina yanit
aranmistir;

1. Okul 6ncesi gocuklarin toplama ve ¢ikarmaya iliskin birlestirme, ayirma, karsilastirma ve parga-
bitun tarindeki problemleri cevaplama oranlari nedir?

2. Okul 6ncesi gocuklarin ayirma ve birlesim tlrl problemler igerisinde baslangig, degisim ve sonug
bilinmeyenli problemleri cevaplanma oranlari nedir?

3. Okul Oncesi 6gretmenlerinin ¢ocuklara sunduklari toplama ve c¢ikarmaya iliskin sézel problem
tirleri nelerdir?

4. Okul Oncesi 6gretmenlerinin toplama ve ¢ikarmaya iliskin birlestirme, ayirma, karsilastirma ve
parga-batin tirindeki problemleri ile baslangig, degisim ve sonug bilinmeyenli problem tiplerinin
uygulanmasina iliskin gérusleri nelerdir?

Bu arastirmanin sonuglarinin ilgili alan vyazina, uygulayicilar olarak 6gretmenlere ve egitim
programlarini yapan uzmanlara énemli destek saglayacagi diisiinilmektedir.

Yéntem
Arastirma Modeli

Bu arastirmada karma yontem kullaniimistir. Karma yontemde arastirmaci nitel ve nicel ydontem,
yaklasim ve kavramlari birlestirir. Creswell karma ydntem c¢alismalarinin tek bir ¢alisma veya coklu
calismalar (multiple-studies) icerisinde, nicel ve nitel verilerin toplanmasi ve analiz edilmesini kapsadigini
belirtmektedir (Creswell, 2014). Nicel yontemlerle birlikte nitel yontemlerin tercih edilmesinin nedeni,
konuya iliskin daha derinlemesine verilerin elde edilmesine ve konunun daha kapsamli olarak
anlasilmasina katki saglamaktir (Yildirnm & Simsek, 2008). Arastirmanin nicel boyutunda betimleyici
tarama modeli, nitel boyutunda ise gorisme teknigi kullanilmistir.

Katilimcilar

Bu arastirmanin evrenini Adana ilinde okul 6ncesi kurumlarina devam eden 5-6 yas grubu ¢ocuklar ve
bu okullarda gorev yapan okul 6ncesi 6gretmenleri olusturmaktadir. Evreni temsil etmek lzere uygun
ornekleme yontemi ile Adana ilinde bulunan Milli Egitim il midurligine bagh l¢ bagimsiz anaokulu
secilmistir. Bu okullarda bulunan ¢ocuklar arasindan tesadufi 6rnekleme yontemiyle 50 ¢ocuk secilmis ve
arastirmanin  orneklemi olusturulmustur. Ayrica 6rnekleme alinan g¢ocuklarin 6gretmenleri de
arastirmanin 6rneklem grubuna dahil edilmistir. Bu amagla arastirmaya alti 6gretmen alinmstir.
Arastirmaya dahil edilen 6gretmenlerin dort tanesi 10 yila yakin (3-8 yil arasi) siredir 6gretmenlik
yaparken, iki tanesi 20 yila yakin (14 ve 19 yil) siiredir 6gretmenlik yapmaktadirlar. Ogretmenlerin altisi
dort yillik Gniversite mezunudur. Bununla birlikte 6gretmenlerin dort tanesi okul dncesi 6gretmenligi iki
tanesi ise sinif 6gretmenligi mezunudurlar.
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Veri Toplama Araglari

Arastirmada veri toplama araci olarak g¢ocuklarin sézel problem becerilerini degerlendirmek ve
ogretmenlerin ¢ocuklara sunduklari s6zel problemlere iliskin uygulamalarini belirlemek amaciyla
arastirmacilar tarafindan olusturulan "sozel problem testi" ile 6gretmenlerin sdzel problemlerin
uygulanmasina iliskin ilgili goruslerini belirlemek amaciyla yari yapilandirilmis “gérisme formu”
kullantimstir.

Sézel problem testi, birlestirme tirl Ug soru (baslangig, degisim ve sonug bilinmeyenli), ayirma tiri
lic soru (baslangig, degisim ve sonug bilinmeyenli), karsilastirma tirl Gg soru (fark bilinmeyenli, bliytk
bilinmeyenli ve kiigik bilinmeyenli) ve par¢a butlin turl iki soru (biitin bilinmeyenli ve parga
bilinmeyenli) olmak Uzere 11 sorudan olusmaktadir. Sézel problem testi ilgili literatir esas alinarak
arastirmacilar tarafindan olusturulmustur. Test gegerliligini saglamak igin test dncelikle uzman gorisiine
sunulmustur. Okul 6ncesi 6gretmenligi ve sinif 6gretmenligi anabilim dalinda gérev yapan bes uzmandan
gelen oOneriler sonrasinda gerekli diizenlemeler yapilmistir. Daha sonra test okul éncesine davam eden
10 ¢ocuga sunulmus ve sorularin anlasilip anlasilmadigi test edilmistir. Bu pilot uygulama ile testten ve
uygulamadan dogabilecek aksakliklar giderilmeye calisilmistir. Bunun sonucunda gerekli diizeltmeler
yapilarak teste son hali verilmistir. Test 6rnekleme alinan g¢ocuklara uygulandiktan sonra glvenirligini
belirlemek amaciyla i¢ tutarliik puani (KR20) hesaplanmistir. Analizler sonucunda testin i¢ tutarhhk
puaninin .83 oldugu saptanmistir. Sonuglar testin givenilir oldugunu géstermektedir.

Test veri toplamak amaci ile hem 6rnekleme alinan ¢ocuklara uygulanmis hem de 6gretmenlerine
sunulmustur. Test somut materyaller (Legolar, boncuklar gibi) araciligiyla ¢cocuklara uygulanmaktadir.

Yari yapilandiriimis gériisme formu: Toplam sekiz sorudan olusan ve arastirmacilar tarafindan
olusturulan bir formdur. Formda, 6gretmenlere ¢ocuklara sunduklari toplama ve ¢ikarmaya iliskin sézel
problem tirleri ile neden bu problem tirlerini tercih ettiklerine dair agik uglu sorular yer almaktadir.

Uygulama Siireci

Arastirma verilerinin toplanmasi asamasinda, arastirmacilar dncelikle belirlenen okullara giderek okul
middrleri ve 6gretmenlerle gérismiusler ve arastirmanin amacini anlatmislardir. Daha sonra c¢ocuklarla
gorisme yapabilmek icin ebeveynlere arastirmanin amacini agiklayan bir mektup ile birlikte izin formlari
génderilmistir. izin formlarini dolduran ve onay veren ebeveynlerin cocuklari arastirmaya dabhil
edilmistir. Veriler okulun sessiz bir odasinda ¢ocuklarla yapilan bireysel goériismeler yoluyla elde
edilmistir. Test uygulanmadan 6nce ¢ocuklarla kisa bir sohbet edilerek rahatlamalari saglanmis daha
sonra kendilerine bazi sorular soracaklari séylenilmis ve cevap vermek isteyip istemedikleri sorulmustur.
Cevap vermeyi kabul eden her bir gocuga test bireysel olarak ayni sira ile uygulanmistir. Test her bir
cocuk icin ortalama olarak 15 dakika sturmdistir. Sozel problemler sunulurken cocuklarin somut
materyaller (legolar) kullanmasina izin verilmistir. Cocuklar ile gériismeler tamamlandiktan sonra
tesekkiir edilerek ¢ocuk sinifina gétirilmistir. Bir siniftaki cocuklarla testin uygulamasi bittikten sonra o
sinifin 6gretmeni ile bireysel olarak gorisilmistir. Gortsmeler, sinif disinda, okulun uygun bir
mekaninda gerceklestirilmistir. Ogretmenlere de cocuklara sunulan sdzel problem testi sunulmus ve
kendisinden matematik etkinliklerinde en ¢ok yer verdikleri problem tirlerini segerek isaretlemeleri
istenmistir. Daha sonra 6gretmenlere yari yapilandirilmis gériisme formunda yer alan sorular ayni sira ile
sorulmustur. Ogretmenlerle gerceklestirilen gériismeler ortalama 10 dakika siirmistdir.

Verilerin Analizi

Arastirmanin nicel boyutunda, ¢ocuklarin her bir soruya verdikleri cevaplar dogru ise "basarih", yanlis
ise "basarisiz" olarak degerlendirilmistir. Cocuklarin verdikleri her bir dogru cevap igin "bir puan" verilmis
ve dogru cevaplardan alinan puanlar hesaplanmistir. Frekans olarak sunulmustur.
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Arastirmanin nitel boyutunda, 6gretmenlerden elde edilen veriler icerik analizi ile ¢ozimlenmistir.
icerik analizine yazili dokiimii yapilan verilerin incelenmesiyle baslanmistir. incelenen verilerde 6ne ¢ikan
ve 6nem tasidig1 degerlendirilen yonler belirlenerek 6nce kodlar sonra da temalar elde edilmistir.

Bulgular

Arastirmada c¢ocuklardan ve 6gretmenlerden elde edilen veriler bu bélimde iki bashk altinda
sunulmustur.

Okul Oncesi Gocuklarinin Sézel Problem GCézme Becerileri

Arastirmada ¢ocuklara toplama ve g¢ikarmaya iliskin birlestirme, ayirma, karsilastirma ve parga-biitiin
tirinden toplam 11 tip soru yoneltilmistir. Cocuklarin bu sorulara verdikleri yanitlar Tablo 1'de
sunulmustur .

Tablo 1.
Cocuklarin Toplama ve Cikarmaya iliskin Sézel Problem Tiirlerine Verdikleri Cevaplarin Frekans ve Yiizde
Dagilimi.

Birlestirme Ayirma Karsilagtirma Parga-butiin
n % n % n % n %
Yapamadi 4 8.00 1 2.00 43 86.00 2 4.00
1 tane dogru 35 70.00 17 34.00 1 2.00 14 28.00
2 tane dogru 2 4.00 20 40.00 3 6.00 34 68.00
3 tane dogru 9 18.00 12 24.00 3 6.00 - -
Toplam 50 100.00 50 100.00 50 100.00 50 100.00

Tablo 1 incelendiginde, cocuklarin en fazla zorlandiklari sézel problem tiriiniin "karsilastirma"
problemleri oldugu gorilmektedir. 43 cocuk karsilastirma problemlerin hig¢ birini cevaplayamazken
sadece yedi ¢ocuk bu sorulara dogru cevap verebilmistir. Bu problem tiirine dogru cevap veren
cocuklarin dogru sayilari incelendiginde ise bir gocugun bir soruya, lger cocugun iki ve U¢ soruya dogru
cevap verdikleri saptanmistir.

Cocuklar tarafindan en fazla dogru cevaplanan problem tiirli ise ayirma, birlestirme ve parc¢a-bitin
problemlerdir. Ayirma problemlerinin hi¢ birini yalniz bir gocuk dogru cevaplayamazken, birlestirme
problemlerini cevaplayamayan ¢ocuk sayisi dorttir. Parca biitlin problemlerinde de g¢ocuklar oldukga
basarili olmuslardir, bu problem tirinl sadece iki ¢ocuk ¢6zememistir. Cocuklar genel olarak parga
biitin problemlerini ¢dzmekte zorlanmamislardir. Parga bitiin problemlerinden sadece 1 tanesine dogru
cevap veren 14 g¢ocugun cevaplari incelendiginde, 12'sinin bitlin bilinmeyenli problemleri, 2 tanesinin
ise parca bilinmeyenli problemleri dogru cevapladigi ortaya ¢ikmistir.

Tablo 2.
Cocuklarin Ayirma ve Birlesim Tiirii Problemler icerisinde Baslangic, Dedisim ve Sonug¢ Bilinmeyenli
Problemleri Cevaplanmalarina iliskin Frekans ve Yiizde Dadihimi.

Baslangig¢ bilinmeyenli Degisim bilinmeyenli Sonug bilinmeyenli

n % n % n %
Yalnizca ayirma tipini cevaplayan 7 14.00 21 42.00 3 6.00
Yalnizca birlesim tipini cevaplayan 3 6.00 - - 1 2.00
Her ikisini de dogru yapan 6 12.00 11 22.00 45 9.00
Hi¢ dogru yapamayan 34 68.00 18 36.00 1 2.00
Toplam 50 100.00 50 100.00 50 100.00
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Cocuklarin ayirma ve bilesim tiiri problemlerden baslangic, degisim ve sonug¢ bilinmeyenli
problemleri cevaplama durumlari incelendiginde (Tablo 2), Calismaya katilan 50 gocuktan 34’Uniin
baslangic bilinmeyenli problemlerden hi¢ birisini ¢6zemedigi belirlenmistir. Sadece alti cocuk hem
birlesim hem ayirma tiiri problemlerden baslangi¢ bilinmeyenli sorulari dogru cevaplamislardir. Geriye
kalan ve sadece bir soruya dogru cevap veren 10 ¢ocuktan Ucl birlesim tirl problemlerde, yedisi ise
ayirma turt problemlerdeki sorulara dogru cevap vermislerdir.

Arastirmada c¢ocuklara degisim bilinmeyenli iki soru sorulmus ve 50 cocuktan 18’inin ayirma ve
birlesim tiirtindeki degisim bilinmeyenli problemlerden hig birisini czemedikleri belirlenmistir. 11 ¢cocuk
ise hem ayirma hem de birlesim tiuriindeki degisim bilinmeyenli sorulari dogru cevaplamistir. Geriye
kalan 21 gocuk ise yalnizca ayirma tiri problemlerden bir soruya dogru yanit vermistir.

Tablo 2 incelendiginde c¢alismaya katilan 50 c¢ocuktan sadece birinin sonug bilinmeyenli
problemlerden hig birisini ¢6zemedigi, diger ¢cocuklarin tamaminin sonug bilinmeyenli sorulara cevap
verebildikleri belirlenmistir. Cocuklardan 45’i sonug bilinmeyenli iki soruyu da dogru cevaplamistir.
Geriye kalan dort cocuktan biri birlesim tlrinde, gl ise ayirma tlriinde olan sorulara dogru cevap
vermislerdir.

Ogretmenlerin Cocuklara Sunduklari Sozel Problem Tiirleri

Calismada 6gretmenlere, cocuklara sunduklari toplama ve gikarmaya iliskin s6zel problem tirleri ile
bu problem tirlerini uygulamalarina iliskin gorisleri sorulmustur. Arastirmadan elde edilen bulgular
asagida sunulmustur.

Tablo 3.
Ogretmenlerin Cocuklara Sunduklari Toplama Cikarmaya iliskin Sézel Problem Tiirlerine iliskin O§retmen
Dagihmlari.

Ogretmenlerin cevaplari

Sadece sonug bilinmeyenli kullanan

Sonug ve degisim bilinmeyenli kullanan

Sonug bilinmeyenli agirlikli olarak tiim problem tiplerini kullanan

N = W3

Arastirmada ‘sozel problem testi’ kullanilarak 6gretmenlerden matematik etkinliklerinde ¢ocuklara
en fazla sunduklari sdzel problem tiirlerini isaretlemeleri istenmistir. Ogretmenlerin ¢ocuklara en fazla
sonug bilinmeyenli problem tiriini sunduklari belirlenmistir. Arastirmaya katilan alti 6gretmenden gl
problem tirleri iginde sadece sonug bilinmeyenli (birlestirme ve ayirma) problem tiiriine yer verdigini
belirtmistir. Hem sonu¢ hem de degisim bilinmeyenli problem tirini ¢ocuklara sunduklarini belirten
o6gretmen sayisi bir, tim problem tirlerini ¢ocuklara sunduklarini belirten fakat sonug bilinmeyenli
problemleri daha sik sundugunu belirten 6gretmen sayisi ikidir. Yani 6gretmenlerin tamami matematik
etkinliklerinde en fazla sonug bilinmeyenli problemlere yer vermektedirler. Ogretmenler bu konudaki
dusilincelerini asagidaki sekillerde agiklamislardir:

Ornegin 6gretmenlerden birisi bu konudaki diisiincesini "Baslangi¢ ve dedisim bilinmeyenli bu tarz
sorular sormuyorum. Sonug bilinmeyenli sorular soruyorum" seklinde aciklamistir (06).

Bir diger 6gretmen ise "Genelde sonug bilinmeyenli soruyorum. Baslangi¢ ve dedisim bilinmeyenli
sormuyorum" seklinde aciklamistir (O3).

Ogretmenlerden biri ise "Toplam:i 10'u gecmeyecek sonug bilinmeyenli olanlari kullaniyorum. Degisim
ve baslangi¢ bilinmeyenlileri hi¢c sormadim denemedim " seklinde ifade etmistir (O5).

Bir baska 6gretmen ise "Sonu¢ ve degisim bilinmeyenliyi daha sik kullaniyorum digerlerine nazaran.
....Sonuc bilinmeyenliyi daha sik soruyorum" demistir (04).
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Cocuklara sadece sonug bilinmeyenli problemler sunan 6gretmenlerin gorisleri incelendiginde
bunun nedeninin g¢ocuklarin diger problem tirlerini yapamayacaklarina iliskin 6nyargilar oldugu
gorilmistir. Ogretmenlerle yapilan goriismelerden elde edilen bulgular ayrica 6gretmenlerin
kargilastirma tlrd  problemleri kullanmaktan ¢ekindiklerini gostermektedir. Bazi 6gretmenler
denemeden Kkarsilastirma tiirii problemlerin cocuklara uygun olmadigini belirtmislerdir. Ornegin
ogretmenlerden birisi bu konudaki distincesini "Karsilastirma sorulabilir. Cevapta verilebilir belki. Biiytik
bilinmeyenli karsilastirma sorulari sormadim ama buna cevapta alacagimi sanmiyorum. Zor bir soru
tirii" seklinde agiklamistir (06).

Parga-bitiin problem tiri ise 6gretmenler tarafindan ayri bir problem tiru olarak degil birlestirme
ve ayirma problem tiiriine benzer problem tiirii olarak degerlendirilmistir. Ornegin &gretmenlerden biri
bu durumu su sekilde ifade etmistir: " Parga biitiin bunlari da toplama ¢ikarmada (sonug bilinmeyenli)
soruyorum" (06).

Ayrica tim problem tirlerini kullanan 6gretmenlerin problem tirleri icinde ‘baslangi¢ bilinmeyen’ ve
‘karsilastirma’ tipi problemleri daha az kullandiklari belirlenmistir. Ogretmenler bazi problem tiirlerine
neden yer vermediklerini ‘degisik problem tiirlerini iceren kaynaklarin olmamasi (03 ve 06)’ ve ‘kendi
egitim dénemlerinde bu tiir problemlerle karsilasmamis olmalar’’ (03) seklinde aciklamiglardir.

Tartisma

Bu ¢alismanin iki temel amaci bulunmaktadir. Birincisi okul dncesi donem ¢ocuklarinin sézel problem
¢6zme becerilerini incelemektir. ikincisi ise okul 6ncesi 8gretmenlerinin ¢ocuklara sunduklari toplama ve
cikarmaya iliskin sozel problem tirleri ile bu problem tirlerinin uygulamasina iliskin gorisleri
belirlemektir. Calisma, hem literatiire sagladigi katki hem de gelecek arastirmacilara sagladigi destek
acisindan onemli sonuglar icermektedir.

Arastirmada ilk olarak ¢ocuklarin hangi sdzel problem tiriinde daha basarili olduklari sorusuna yanit
aranmistir. Sonuglar ¢cocuklarin birlestirme, ayirma ve parga bitiin problemlerinde karsilastirma problem
tirline oranla daha basarili olduklari belirlenmistir. Karsilastirma problem tiriniin ise ¢ocuklar agisindan
cevaplanmasi en zor problem tird oldugu saptanmistir. Ayrintili olarak incelendiginde gocuklarin ayirma
problemlerini birlesim problemlerine oranla daha kolay ¢ozdiikleri belirlenirken, bitin bilinmeyenli
problemleri ise parga bilinmeyenli problemlere oranla daha kolay ¢ozdkleri belirlenmistir. Bu bulgular
ilgili literatiirde de sikhkla yer almaktadir (Carpenter, Carey & Kouba,1990; Cross, Woods &
Schweingruber, 2009; Haylock & Cockburn, 2004; Nures & Brgant, 2008; Sarama & Clements, 2009).

Cocuklarin ayirma, birlestirme ve parga-bitiin problemlerde karsilastirma tirii problemlerden daha
basarisiz olmalari birka¢ nedenden kaynaklaniyor olabilir. Birincisi literatiirde de belirtildigi gibi, bu
durum o6gretmenlerin cocuklara genellikle ayirma ve birlestirme tipinde problemler sunmalarindan
kaynaklaniyor olabilir (Nures & Brgant, 2008; Olkun & Toluk ,2002; Sperry Smith, 2001; Van De Walle,
2001). ikinci olarak, Olkun ve Toluk, (2002)' un ilkokul matematik kitaplarindaki sézel problem tiirlerinin
incelenmesi Uzerine yaptiklari calismada ortaya koyduklari gibi, cocuklara sunulan yazili materyallerde
de bazi problem tiirlerine hi¢ yer verilmemektedir. Yani cocuklar bu problem tirleri ile hig
karsilasmamaktadirlar. Bu durum gocuklarin kitaplarda yer almayan problem tirlerinde basarilarinin
diistik olmasinin bir nedeni olabilir. Cocuklarin karsilastirma problemlerini gzmede basarisiz olmalarinin
en 6nemli ve lglncl nedeni ise, cocuklarin gelisimsel 6zellikleri olabilir. Bu yas grubundaki ¢ocuklar
problemleri cogunlukla nesneleri kullanarak modelleme yoluyla ¢6zmektedirler. Birlestirme ve ayirma
problemleri genellikle birbirinden bagimsiz iki kiimenin birlestirilmesi yada ayrilmasi seklinde
oldugundan modellemesi daha kolaydir. Bu sebeple ¢ocuklarin bu tip problemleri daha kolay ¢6zdugi
distintlmektedir (Cross vd., 2009; Haylock & Cockburn, 2004; Nures & Brgant, 2008).

Calismada c¢ocuklarin birlestirme ve ayirma tipi problemlerde baslangig, degisim ve sonug
bilinmeyenli problemlere iliskin becerileri de incelenmistir. Arastirma sonucunda g¢ocuklarin en cok
zorlandiklari bilinmeyen tiirliniin baslangi¢ bilinmeyenli problemler oldugu, bunu degisim bilinmeyenli
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problemlerin takip ettigi belirlenmistir. Cocuklarin en rahat ¢6zebildikleri problem tiriiniin ise sonug
bilinmeyenli problemler oldugu saptanmistir. Bu bulgular hem okul 6ncesi donem g¢ocuklari hem de
ilkokul ¢ocuklari ile yapilan galismalarla ve ilgili literatirle paralellik géstermektedir (Carpenter vd., 1990;
Cross vd., 2009; Haylock & Cockburn, 2004; Nures & Brgant, 2008; Sarama & Clements, 2009). Pilten
(2010)'in  farkh anlamsal vyapilardaki problemlerin ¢6ziiminde kullanilan islem tekniklerinin
degerlendirilmesi amaciyla yaptig1 calismada ¢ocuklarin sonug bilinmeyenli problem tirlerini ¢dzmede
degisim ve baslangig¢ bilinmeyenli problem tirlerine oranla daha basarili olduklarini saptamistir. Olkun ve
Toluk (2002)' da ilk okul 2.,3. ve 4. siniflardaki ¢ocuklarla yaptiklari calismada da benzer sonuglar elde
etmislerdir.

Cocuklarin kendilerine sunulan baslangi¢ ve degisim problem tiplerini ¢dzmede basarisiz olmalarinin
bir ka¢ nedeni olabilir. Birincisi, 6gretmenlerle yapilan goriismelerden elde edilen bulgulardan da
anlasildig1 gibi matematik etkinlikleri sirasinda 6gretmenlerin ¢ocuklara genellikle sonug bilinmeyenli
problemler sunmalaridir. Bir digeri 6gretmenlerin de belirttigi gibi cocuklar icin Uretilen yazih
materyallerde ¢ocuklara genellikle sonug bilinmeyenli problemler iceren sorularin sunulmasi olabilir. Bir
diger en onemli sebep ise, Piaget'in de belirttigi gibi bu yas cocuklarin tersine donistiirebilme becerisini
henlz kazanmamig olmalari olabilir. Clinkli toplama g¢ikarma isleminin, ¢ikarma da toplama igleminin
tersidir ve bu 6zelligi kazanmamis cocuklar bu tip problemleri ¢é6zmede sinirli becerilere sahiptirler
(Aktas Arnas, 2013) .

Arastirmada ikinci temel sorusunda 6gretmenlerin ¢ocuklara sunduklari toplama ve gikarmaya iligkin
sozel problem tirleri ile bu problem tirlerinin uygulamasina iliskin gorisleri belirlenmistir. Sonuglar,
o6gretmenlerin tamaminin matematik etkinliklerinde en fazla sonug¢ bilinmeyenli problemlere yer
verdikleri gdstermektedir. Ogretmenlerin diger problem tiirlerine yer vermemelerinin en énemli sebebi
¢ocuklarin bu problem tiirlerini yapamayacaklarina iliskin ényargilardir.

ilgili literatiir incelendiginde de benzer bir sonuglara ulasiimistir. Yapilan sinirli sayidaki arastirma da
okul 6ncesinde 6gretmenlerin (Nures & Brgant, 2008; Sperry Smith, 2001; Van De Walle, 2001) ¢ocuklara
tim problem tiirlerini yeterince sunmadigini gdstermektedir. Ogretmenlerle yapilan ¢alismalar,
o6gretmenlerin matematik 6gretimi ile ilgili olarak sahip olduklari tutum ve inancglarin sinif igi
uygulamalarin gesidini ve niteligini dogrudan etkiledigini géstermektedir (Klibanoff & Levine 2006,
Thompson, 1984; Ernest, 1989). Oyle ki yapilan ¢alismalar égretmenlerin matematik bilgisi ile cocuklarin
akademik basarilari arasinda pozitif bir iliski oldugunu géstermektedir (Hill, Rowan & Ball, 2005).

Ayrica bu ¢alismanin sonuglari 6gretmenlerin cogunun sbzel problem tirlerinin hepsinden haberdar
olmadiklarini ve okul dncesi icin kullanilan yazili materyallerde biitiin problem tirlerine yer verilmedigi
icin bazi problemlerini cocuklara sunmadiklarini géstermistir. ilgili literatiirde de farkli Gilkelerde yapilan
calismalarda, matematik ders kitaplarinin bazi problem tirlerini hi¢ icermedigi ya da esit olarak yer
verilmedigi saptanmistir. Ornegin, Parmjit ve Teoh (2010) ve Parmijit (2006) Malezya'da, Despina ve
Herikleia (2014) Yunanistan'da, Olkun ve Toluk (2002) Tirkiye'de yaptiklari calismalarda ilkégretim
kitaplarinda s6zel problem tirlerinin hepsine yer verilmedigi ya da esit olarak yer verilmedigini
bulmuslardir. Ancak belirtilen bu arastirmalar genel olarak ilkogretim diizeyinde gergeklestirilmis olup
okul 6ncesine iligkin verilere rastlanmamustir.

Sonug ve Oneriler

Bu calismanin alan yazina onemli katkilar saglayacagi dislinilmektedir. Calismanin en 6nemli
sonucu, c¢ocuklarin sézel problemleri cevaplama durumlarinin problemlerin tiriine ve problemdeki
bilinmeyene gore farklilasmasidir. Arastirmada ¢ocuklarin sézel problem tirlerinden ayirma, birlesim ve
parca biitlin problem tirlerinde, karsilastirma problem tiriine oranla daha basarili olduklari sonucuna
ulasilmistir. Problemdeki bilinmeyen tiriine gore ise ¢ocuklarin sonug bilinmeyenli problemleri degisim
ve baslangi¢ bilinmeyenli problemlere gére daha kolay ¢ozdikleri sonucuna variimistir.
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Ogretmenler ile yapilan gériismeler 6gretmenlerin matematik etkinliklerinde gocuklara karsilastirma
ve baslangic bilinmeyenli problemleri sunmayi tercih etmediklerini géstermektedir. Ogretmenlerin
¢ogunlugu problem tirlerinin hepsinden haberdar olmadiklari ve okul 6ncesi igin kullanilan yazih
materyallerde bitlin problem tirlerine yer verilmedigi icin bazi problemleri ¢ocuklara sunmadiklari
belirlenmistir. Bu sonuglar bize 6gretmenlerin programlarinda yer verdikleri problem tdrleri ile
cocuklarin bu problemleri ¢g6zme basarilari arasinda dogrusal bir iliski oldugunu géstermektedir.

Bu bulgulardan yola gikilarak hizmet igi egitim programlari hazirlanirken alandaki 6gretmenlerin farkh
problem tirlerinin varligi ve 6gretimi konusunda bilgilendirilmeleri 6nerilebilir. Ayrica okul 6ncesine
yonelik basili materyaller hazirlayan yazarlarin de bu konunun Uzerine hassasiyet ile durmalari
gerekmektedir. Ayrica okul dncesi egitim programi revize edilirken kazanimlara bu problem tirlerinin
eklenmesi ile 6gretmenlerin problem turlerine karsi farkindaliginin saglanabilecegi de dusinulmektedir.

Bu calisma literatiire dnemli katkilar saglamakla birlikte bazi sinirliliklara da sahiptir. Oncelikle bu
calisma kigik bir 6rneklem grubunda yuratildaginden sonuglar genelleme yapmak icin yeterli degildir.
Ancak hem matematik egitimi hem de okul oncesi egitim alanina iliskin 6nemli ipuglar sunmaktadir.
Sonuglarin genellenebilmesi amaciyla bundan sonra yapilacak calismalarda arastirmacilara daha genis
orneklem gruplari ile galismalari dnerilebilir.

Ayrica bu ¢alisma bir durum saptamasi amaciyla planlanmis bir g¢alismadir. Cocuklarin
basarisizliklarinin daha net ortaya konulabilmesi icin uzunlamasina ve deneysel ¢alismalara da ihtiyag
vardir. Bu amagla gelecek arastirmacilara deneysel desende ve uzunlamasina c¢alismalar yapmalari
Onerilebilir.
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