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From the Editor in Chief

Dear producers and consumers of knowledge,

| would like to share the happiness of being with you again with 7™ Volume 4™ Issue 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.

PEGEGOG has been indexed in SCOPUS since July 17, 2017. I’'m pleased to inform you in this issue
that the journal’s h-index rose to 11. 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 48 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 DOI 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

vii
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Degerli bilgi Uretici ve tlketicileri,

Pegem Egitim ve Odretim Dergisi’nin (PEGEGOG) 7. Cilt 4. Sayr’si ile sizlerle bir kez daha beraber
olmaktan duydugum mutlulugu paylagsmak istiyorum. Yogun bir ¢alisma déneminin ardindan umarim
dinlenme firsati bulabiliyorsunuzdur. Oncelikli olarak dergimize olan ilginin siirekli artmasi nedeniyle
sizlere tesekkir etmek isterim.

Dergimizin Scopus veri tabaninda da taranmaya basladigini bildirmekten mutluluk duyarim. Bu
sayimizda da dergimizin h-indeksinin 11’e yikseldigini sizlere bildirmekten mutluluk duyarim. Ancak bu
degerden daha yiiksek degerler hedefimizdir. Bu nedenle sizlerden dergimizin okuyucu kitlesini artiran
egitim bilimlerinin farkli alanlarinda kapsamli, kuramsal temelleri saglam, yeni degisim ve vizyon agici
arastirmalari bizimle paylasmaya davet ediyoruz.

Dergimize bir 6ncesi sayinin yayimlanmasindan itibaren 48 makale basvurusu olmustur. Bu, dergimiz
ve llkemiz icin sevindirici bir haberdir. Ancak tzilerek belirtmem gerekiyor ki, 6nceki sayida belirttigimiz
gibi bu makalelerin bazilarinda format acgisindan 6nemli sorunlar vardi. Oncelikle birgok yazarimizin
makalesindeki metinlerin baska makale ya da metinlerle birebir benzerligi nedeniyle tziilerek ret etmek
zorunda kaldik. Bize gelen tiim makaleleri ilk dnce I-thenticate programiyla diger kaynaklardan birebir
alintilari belirlemek igin tariyoruz. Bu tarama sonucunda yiksek 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 calismalarin bir kisminda gérilen
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 doéniismesini ve onlardan anlam g¢ikariimasini 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 6nce DOI
numarasi verdigimiz alti makaleyi siz degerli bilgi Gireticisi ve tiketicilerinin hizmetine sunuyoruz. Egitim
bilimlerinin gesitli alanlarinda yapilan bu ¢alismalarin yararli olmasini ve egitim uygulamalarina ve egitim
bilimleri alanindaki kuramsal bilgi birikimine katki yapmasini diliyor, gelecek sayida bulusmak dilegiyle en
icten saygilarimi sunuyorum.

Prof. Dr. Ahmet DOGANAY
Bas Editor
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Tense, Aspect and Narrative Structure in Oral Narratives of Students and
Native Speakers of French: A Comparative Study

Mustafa MAVASOGLU

®Cukurova University, Faculty of Education, Adana/Turkey @ CrossMark

Article Info Abstract
DOI: 10.14527/pegegog.2017.019 This studY aims to cor‘nparative|y~examine features of tense, aspgct and narrative

structure in oral narratives of Turkish L1 learners of French as a foreign language and
Article History: native speakers of French. The sample of the study included 93 students enrolling in
Received 27 May 2015 first, second, third and fourth years of French Language Teaching Department at
Revised 23 June 2017 Cukurova University as well as 16 native speakers of French. Participants were first
Accepted 15 July 2017 asked to watch French dubbed versions of Lion King and A Christmas Carol, both Walt
Online 22 August 2017 Disney productions, then to orally retell these movies. Data were analyzed in terms of

the aspect and discourse hypotheses. Results indicated that both students and native
Keywords: speakers of French highly structured their oral narratives by présent. Oral narratives
French language learners, with high use of présent indicate that students began to dispose of the effects of both
Grammatical aspect, narrative structure and inherent semantic properties of verbs. However, students did
Lexical aspect, not have same levels of getting rid of the effects of narrative structure and lexical
Narrative structure. aspect. Namely, junior and senior students found to be more influenced by narrative
Article Type: structure and lexical aspect compared with freshman and sophomore ones.

Research paper

Anadili Fransizca Olanlarla Yabanci Dili Fransizca Olanlarin Sozel
Anlatilarindaki Dilbilgisel Zaman, Kilinis, Goriiniis ve Soylem Yapilarinin
Karsilastirmali incelenmesi

Makale Bilgisi Oz
DOI: 10.14527/pegegog.2017.019 Bu ¢alismanin elmau Fransizca t'?ére.ne.n.TUrk égrencilfar-i.n"ve Fransizca ?nadil
konusurlarinin soézel anlatilarindaki dilbilgisel zaman, gorinis, kilinis ve sdylem
Makale Gegmisi: ozelliklerini  kargilastirmali incelemektir. Kesitsel desenli g¢alismanin &6rneklemini
Gelis 27 Mayis 2015 Cukurova Universitesi Egitim Fakdltesi Fransiz Dili Egitimi Anabilim Dalinin birinci,
Dizeltme 23 Haziran 2017 ikinci, Ggtinct ve dordiincu siniflarindan 93 6grenci ile anadili Fransizca olan 16 Fransiz
Kabul 15 Temmuz 2017 katihmcer olusturmaktadir. Katilimcilara Walt Disney yapimi Lion King ve A Christmas
Cevrimici 22 Agustos 2017 Carol adl ¢izgi sinemalarin Fransizca seslendirmeli bigimleri izletilmis ve bu filmleri
sozli olarak yeniden anlatmalari istenmistir. Veriler kilinis hipotezi ve sdylem hipotezi
Anahtar Kelimeler: cercevesinde degerlendirilmistir. Bulgular, hem Fransizca 6grencilerinin hem de Fransiz
Fransizca 6grencileri, katilimcilarin - sézel anlatilarini  yliksek oranda présent dilbilgisel zamani ile
Gorinds, yapilandirdiklarini géstermistir. Sozel anlatilarin présent agirlikli olmasi, kilinis ve
Kilinis, séylem hipotezlerinin passé composé/imparfait dilbilgisel zamanlari ile kilinig
Sozlu séylem yapis!. siniflamasindaki eylem tirleri ve anlati yapilari arasindaki etkilesim konusunda &ne
Makale Tiirti: surdukleri savlari bir dlglide devre disi birakmis ve Fransizca 6grencilerinin eylem
Ozgiin makale secimlerinde ne sodylem yapilarinin ne de eylemlerin igkin anlamsal 6zelliklerinin

bltiniyle etkili oldugunu ortaya koymustur. Bulgular ayrica sdylem yapilari ve
eylemlerin ickin anlamsal ozelliklerinin etki derecelerinin katiimcilar arasinda
farkhhklar sergiledigini géstermistir. Buna gore tglnci ve dordiinct sinif 6grencilerinin
dilbilgisel zaman segimlerinde s6z konusu faktorler birinci ve ikinci sinif 6grencilerine
oranla daha etkili olmusgtur.

*Author/Yazar: mumavas@gmail.com
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Introduction

As foreign language teachers working at university, it is not uncommon to hear students in
preparatory class or first year who say, when encouraged to get to know other students from upper
classes in order to receive help with some language subjects: “But upper classes don’t know French (or
German, or English) better than us!” Or they convey that these students tell them: “your French is
better than ours, we have forgotten French!” Taken from one of the oral narratives for this study,
following example (1) illustrates well this situation. These utterances from a senior student seem to
verify what is told by students from lower classes:

1. ...une famille avoir une ...une petite enfant qui est .. une.. prob ..probleme son jambe. Il est avare
mais apreés une réve, il est aidé ..une famille. Il toujours ..compte. Vieil ..I'oncle vieil ...n’est pas
bon bonheur mais ..il devient ...un bon personne. Les bons sont toujours gagnent ; les méchants
sont toujours ..perdre (Y4P14)+

These utterances reflect morphological errors, simple in appearance but serious yet when we think
that these are errors by future teachers of French who are not very far from working in the field. We,
with our colleagues, are of the opinion that similar errors need to be dwelled on. In addition, there
should be no direct relationship between students' grades and the severity of their errors since students
with good grades in courses also fall into these errors. Even though these errors were corrected
incessantly when these students were in preparatory class and they cannot be able to graduate to first
grade without any optimal correction of all these errors, how is it that their linguistic level cannot
progress in upper classes? Or, if we say more clearly, do they really have a weaker linguistic level as they
approach the end of their studies? Discussions we make on the subject with colleagues from the field
not only of French language teaching but also of teaching of other foreign languages seem to require
positive answers to these questions. Obviously, other means are clearly needed to be able to perfectly
define this problem otherwise what have been told so far would remain hypothetical. All these
observations, increasing interest in research on foreign language learners’ interlanguages in terms of
verbal morphology and lack of cross-sectional studies that focus on verbal morphology of Turkish L1
learners of French as a foreign language led the researcher to carry out this study. Aiming also at
contributing to scientifically clarify relationship between progression and linguistic level at
undergraduate study as noted before, the present study is theoretically based to two hypotheses: the
aspect hypothesis in the context of tense, lexical and grammatical aspect and the discourse hypothesis in
the context of tense, aspect and narrative structure.

Providing within itself all the means to refer to time, the concept of temporality has always been an
important focus in second language acquisition research. Three concepts are worthy of attention when
it comes to acquisition of temporality expressing systems: tense, lexical aspect and grammatical aspect.
These concepts have taken part in many descriptive and pedagogical explanations about language.
Development of research in acquisition of temporality generally reflects development process of
research in second language acquisition as well (Bardovi-Harlig 2000).

Tense, Lexical Aspect and Grammatical Aspect

Tense is a deictic category that allows fixing a process on the time line. In French, Alexandre voit
Cécile and Alexandre a vu Cécile are utterances which indicate tense distinctions. Tenses not only convey
information about time but also express in what way we envisage the course of the process and its
mode of manifestation in time (Maingueneau 1991). This information is called grammatical aspect.

' Y4P14 (Year 4 Participant 14)
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Grammatical aspect is a system of rigorous oppositions instituted by verbal morphology like
oppositions of endings (Maingueneau 1991). It provides different ways of looking at situation types
(Comrie 1976; Dahl 1985; Smith 1983). In French, there are two forms of past: perfective and
imperfective. The passé composé (PC) expresses perfective aspect and situates the utterance in relation
to the utterer. The process is completed at the time of the enunciation. The imparfait (IMP), on the
other hand, expresses the imperfective aspect and situates the utterance in an indeterminate moment
before the moment of enunciation. This indeterminacy is likely to be interpreted as duration, repetition,
continuity or state (Maingueneau 1991). Utterances such as Alexandre a dormi (passé compose; simple
past) and Alexandre dormait (imparfait; past progressive) show an aspectual contrast although both are
in the past tense.

Although grammatical aspect and lexical aspect are two different linguistic categories, it is
nevertheless impossible to ignore one when discussing the other. The distribution and interpretation of
grammatical aspect are influenced by lexical aspect.

Lexical aspect differs from grammatical aspect. While the latter is essentially a grammatical category
like PC and IMP, the former is only lexical which refers to intrinsic temporal features of verbs and
predicates. A predicate may assume a process that has an inherent duration such as parler “speak” and
dormir “sleep”; a punctuality such as éclater “explode” and remarquer “notice”; both an inherent
specific duration and a specific endpoint such as contruire une maison “build a house” and peindre un
tableau “paint a picture” or a state such as vouloir “want” and aimer “like/love”. In literature, there are
two types of aspectual category that have been used in studies dealing with lexical aspect: binary and
quaternary categories.

Binary categories of lexical aspect contrast predicates in terms of simple features such as stativity vs
dynamicity, durativity vs punctuality or telicity vs atelicity. Static/dynamic opposition distinguishes
states (such as sembler’seem” and savoir “know”) from other predicates (e.g., jouer “play”, lire un livre
“read a book”, éclater “explode”). Durative/punctual opposition distinguishes predicates that can be
considered as instantaneous or insegmentables and which have no duration (éclater) from those with
duration (chanter “sing”, chanter une chanson “sing a song”). Telic/atelic opposition distinguishes
predicates with a specific endpoint (chanter une chanson) from those who do not (chanter)
(Maingueneau 1991).

Most of the early studies on aspect used binary distinctions (Housen 1993, 1994; Kaplan 1987;
Robison 1990). Binary distinctions have had some undesirable results like grouping of different predicate
types (Bardovi-Harlig 2000). For example, durative/punctual opposition distinguishes predicates that can
be considered as instantaneous from those with duration, but it also groups stative predicates with
dynamic ones in the non-punctual category.

Vendler (1967) proposed a quaternary classification, directly classifying verb processes into four
aspectual categories such as states, activities, accomplishments and achievements. Each category has
distinctive features.

States persist over time. They are not interruptible. They have no beginning, no end and no middle;
they assume neither agent nor change. They are not compatible either with punctual indications or with
en un + nom temporel asin (2) and (3):

2. *Léa est belle a midi
(Lea is beautiful at noon)
3. *Léa est belle en une heure (Maingueneau 1991, 52).

(Léa is beautiful in one hour)
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Sembler, savoir, vouloir, and étre (Alexandre est travailleur- Alexander is hardworking) are examples
of states. Vendler (1967) classifies habits among states, too.

Activities are processes with an inherent duration and without temporal closure because they
involve a space of time, such as dormir and nager. They do not have a specific ending, as in j’ai nagé
toute la matinée (I swam all morning). Activities do not combine with en un + nom temporel (4) but with
punctual indications as in (5):

4. *Il a nagé en une heure

(He swam in one hour)
5. Il a nagé a midi (Maingueneau 1991, 52).
(He swam at noon)

Pleuvoir “rain”, jouer, se promener “walk, go for a walk”, and parler “speak” are examples of
activities.

Achievements, as opposed to accomplishments and activities, are not segmentable, have no
duration (apercevoir “see, perceive”), and seize the beginning or end of an action (Mourelatos 1981).
They can be considered as reduced to a point (Andersen 1991). They combine with punctual indications
as in, Il a apercu Jean a 8 heures (He saw Jean at 8 o'clock) but little with pendant + syntagme nominal
as in * Il a apercu Jean pendant une minute (He saw John for a minute)(Maingueneau 1991, 52). Arriver
“arrive”, quitter “leave”, remarquer “notice”, reconnaitre “recognize” and s’endormir “fall asleep” are
examples for achievements.

Accomplishments are processes that have a specific endpoint (like achievements) and an inherent
duration (like activities). They are true only when the process has come to an end. Accomplishments are
hardly compatible with punctual temporal indications as in *il écrit une page a 8 heures, but associate
well with en un + nom temporel as in il écrit une page en un mois (Maingueneau 1991, 52). Construire
une maison and peindre un tableau can be given as examples of accomplishments.

Accomplishments and achievements can be grouped as telic predicates, known as "events"
(Mourelatos 1981). States and activities can be grouped as atelic predicates. Vendler’s categories can be
divided into three features: [+ punctual], [t telic] and [+ dynamic]. The [+ punctual] feature distinguishes
achievements from all other categories. The [+ telic] feature distinguishes predicates with a specific
endpoint (nager 400 métres “swim 400 meters”) from those who do not (jouer), and thus distinguishes
achievements and accomplishments from activities and states. The [+ dynamic] feature distinguishes
dynamic predicates (e.g., courir, lire un livre, se réveiller “wake up”) from static predicates (like sembler
and connaitre).

Andersen (1989) who used the quaternary classification postulated four stages in the acquisition of
perfective past (PC): from achievements to accomplishments, to activities, and finally to states.
Imperfective past (IMP) appears later than perfective past and spreads to four stages: from states to
activities, to accomplishments, and finally to achievements. Although imperfective past emerges after
perfective past, their stages overlap. Many studies have applied the principles established by Andersen
regarding the spread of verbal morphology to a variety of other languages (Bardovi-Harlig 2000).

Aspect Hypothesis

The aspect hypothesis is based on a theory of lexical or inherent aspect that differs from
grammatical aspect. While the latter is an essentially morphological category such as IMP and PC, the
former is only lexical which relates to the temporal structure of verbs and predicates.
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The aspect hypothesis asserts that at early stages in the acquisition of temporal reference, learners
associate lexical aspect with grammatical aspect. They tend to use verbal morphology to mark lexico-
aspectual distinctions (stative vs. dynamic events, durative vs. punctual events, telic v. atelic events)
rather than temporal distinctions. Andersen (1991) showed that achievement verbs are first marked in
perfective past (PC) before they gradually spread to accomplishment, to activity and finally to state
verbs. In contrast, verbs that are stative by nature are first marked with imperfective past (IMP) which
indicates durativity before they spread to activities, to accomplishments and finally to achievements.

Bardovi-Harlig (1998) used oral and written narratives in a study with learners of English to test the
aspect hypothesis. The oral data support this hypothesis better than the written data. The oral data
indicated a net increase in the simple past from achievements and accomplishments to activities even
though achievements and accomplishments were used with similar rates. Cloze tests already used by
Bardovi-Harlig, and Reynolds (1995) also showed no difference between these two verbal categories.

Robison’ study (1993) with Spanish-speaking learners of English also validated the aspect hypothesis.
Results obtained from oral interviews showed that the use of simple past was the highest with
achievements. The use of simple past with all aspect categories has increased as the language level
develops. In another study, Robison (1995) observed that the association of progressive marker with
activities is strengthened according to the linguistic level. The use of present tense with states has also
been observed in contexts requiring the imperfective past.

Salaberry (1999) argued that the effect of lexical aspect at early stages of L2 Spanish should not be as
widespread as at advanced stages. Nevertheless, a reanalysis of Salaberry's (1999) data by Bardovi-
Harlig (2000) showed that the data truly follow predictions of the aspect hypothesis. On the basis of
data obtained from intermediate and advanced Spanish learners by a cloze test, Salaberry (2002) found
that the effect of lexical aspect does not seem to be stronger among advanced learners than among
intermediate learners.

Discourse Hypothesis

According to Godfrey (as cited in Bardovi-Harlig 2000), the use of temporal morphology could not be
completely understood regardless of discourse. Cross-linguistic studies have pointed out that the
distinction between foreground (FG) and background (BG) is a universal feature of discourse (Bardovi-
Harlig 2000). An early study by Kumpf (as cited in Bardovi-Harlig 2000) found that there is a relationship
between the use of verbal morphology in interlanguage and narrative structure. The discourse
hypothesis predicts that learners use verbal morphology to distinguish FG from BG in their narratives
(Bardovi-Harlig 1994).

According to Hopper (as cited in Bardovi-Harlig 2000), FG implies events belonging to the dynamic
structure of discourse. For Dry (as cited in Bardovi-Harlig 2000), FG consists of clauses which succeed
one another and move narrative time forward. The most basic narratives of low-level learners consist
only of clauses in FG. The information provided in FG clauses must be new rather than given.

BG has different functions that support FG. Events reported in FG proposals are sequential while BG
events are often out of sequence with respect to FG. Hopper (as cited in Bardovi-Harlig 2000) claims that
BG does not contain main events but serves as a support that details or evaluates events in FG. BG also
reports events that precede the events in FG.

Dahl and Hopper Hopper (as cited in Bardovi-Harlig 2000) argue that the narrative context influences
temporal reference more than the tense itself. Dry (as cited in Bardovi-Harlig 2000) reports that FG
clauses are usually formed with perfective past (PC) or historical present while BG clauses include
imperfective past (IMP).
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Research into learners' narratives has shown that the narrative context influences the distribution of
temporo-aspectual morphology. Early studies on the effect of the narrative context were mainly case
studies (Flashner 1989; Housen 1994; Treviso 1987; Véronique 1987), while subsequent studies were
conducted with more learners.

European Science Foundation (ESF) carried out a project on the acquisition of temporality by
immigrant workers in European countries (Bhardwaj, Dietrich & Noyau 1988). The target languages were
English, German, Dutch, French and Swedish. The project focused not only on tense and aspect but also
on narrative structure. Although the objective of this project was not to test directly lexical aspect,
especially one of the results drew back attention to a situation emphasized in studies on the acquisition
of French. Although French has an aspectual distinction for past reference, there is no evidence in the
data which shows that even advanced learners acquire it. Results also showed that events in learner
narratives reported in FG presented an inherent boundary and BG events tended to be rather durative
and to appear at the same time as certain events reported in FG. This supports the discourse hypothesis
which predicts that learners distinguish FG from BG regardless of verbal morphology. Likewise,
Véronique (1987) claimed that the use of verbal morphology in the interlanguage of African workers was
not determined by FG and BG.

Harley (1992) who conducted a cross-sectional study to examine developmental patterns in the
acquisition of L2 French by Canadian English-speaking immersion students in terms of tense and aspect
within the framework of properties of French verbal system, found a relationship between tense chosen
and lexical aspect. PC was employed particularly with dynamic verbs while IMP was lexically limited to a
small number of durative verbs such as aimer, avoir, étre, pouvoir, savoir and vouloir. To express
temporality, students in this study, like participants in the ESF project, tended to rely on the discursive
context or time adverbials rather than on verbal morphology. This suggests an early stage of acquisition
that is universal where lexical and discursive means play a more important role than verbal morphology
(Fan 2005).

Bardovi-Harlig and Bergstrom (1996) tested the aspect hypothesis. Learners of English and French
were asked to retell an 8-minute excerpt from the silent movie Modern Times. Results revealed the
effects of lexical aspect on the acquisition patterns in both English and French. For French, IMP
appeared later than PC. IMP marking began with states spreading next to other verb classes while PC
had an early strong association with achievements, followed respectively by accomplishments, activities
and sates. As in Harley (1992), IMP was also found to be lexically restricted to some durative verbs (Fan
2005).

Kaplan (1987) conducted an error analysis in a study on patterns of development of PC and IMP
acquisition by freshman and sophomore learners of French at university. The results showed that the
use of PC has a higher accuracy rate than IMP. Indeed, learners produced PC verbs four times as much
as IMP verbs. IMP was often presented by présent (PR) while relatively few PR verbs were used for PC.
Kaplan also asserted that, in grammatical time marking, the precedence given to grammatical and not
lexical aspectual organization may be considered as a universal feature of language acquisition. If the
distinction is not temporal, it must be aspectual.

Salaberry (1998) conducted a study to examine the development of aspectual markers in English
speaking learners of French and native speakers of French in control group. Results obtained from a
written narration of a short film and a cloze test showed that the selection of past tense marking by
learners of French was in accord with that by native speakers in terms of the prototypical relations
between grammatical aspect and inherent semantic values of verbs. Data from the cloze test indicated
that learners had a different use of non-prototypical grammatical aspect in L2 French from that in native
speakers. As for the narrative task, the results showed that the use of PC and IMP between telic and
atelic verbs was significantly different for both groups. According to Salaberry, extensive use of PC by
learners in both tasks can be considered as evidence to see PC as a default past tense marker. The
written task revealed over-dependence in non-native speakers on the use of this potential default
marker of the past tense.
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Kihlstedt (2002) examined the acquisition of tense and aspect in advanced learners of French. The
results showed that lexical aspect did not influence the choice of PC and IMP by learners more than that
by native speakers. Kihlstedt indicated that form precedes function. When past inflexions begin to
spread to non-prototypical combinations (telic verbs in IMP or states in PC), they do not necessarily
express the same functions as those in the target language.

Howard (2004) tested the aspect and discourse hypotheses in a study with advanced English
speaking learners of French. The results of this study showed that neither narrative context nor lexical
aspect determine alone verbal morphology of the learners. The results also demonstrated that there are
interrelations between many other factors such as phonetic quality of verb (regular or irregular verbs),
syntactic context, and influence of other markers of temporality, such as adverbs of time.

Fan (2005) investigated the processes in the acquisition of tense-aspect morphology by Anglophone
learners of French and Chinese. Grammaticality judgement and cloze tests were used as data collection
instruments. The results of the data obtained from learners of French as well as those of Chinese
supported the prototype hypothesis. The distribution and accuracy of the use of temporo-aspectual
morphology in both languages was influenced by intrinsic semantic features of predicates.

Aiming to comparatively examine features of tense, aspect and narrative structure in oral narratives
of Turkish L1 learners of French as a foreign language and native speakers of French within the context
of aspect and discourses hypotheses, the present study attempts to provide answers to following
research questions:

e Do oral narratives of Turkish learners and native speakers of French share similarities in terms of
lexical/grammatical aspects and the use of verbal morphology?

e To what extent do oral narratives of Turkish learners and native speakers of French resemble each
other with respect to narrative structure (foregrounding /backgrounding) and the use of verbal
morphology?

® To what extent do lexical aspect and narrative structure influence the use of verbal morphology in
oral narratives by Turkish learners and native speakers of French?

Hypotheses

1. Learners use telic verbs with PC and atelic verbs with IMP at early stages of second language
acquisition. This is called lexical dependence. It loses its influence as learners’ level of proficiency
increases. If learners use PR verbs independently of telic / atelic properties, this shows that this effect
begins to decrease. In other words, the more the learners use verbs in PR the less the effect of lexical
dependence is strong. In this case, junior and senior students expected at more advanced language level
would use more PR verbs than freshman and sophomore ones.

2. Learners first use PC with mainly achievements at early stages of second language acquisition
before spreading PC use respectively to accomplishments, activities and finally to states as they improve
their linguistic level. They first use IMP with states before spreading it respectively to activities,
accomplishments and finally to achievements. In that case, compared to freshman and sophomore
students, junior and senior ones expected at more advanced language level would use, other than
achievements, more PC verbs with accomplishments, activities and states and other than states, more
IMP verbs with activities, accomplishments and achievements.

3. Within the context of narrative structure, learners at early stages of second language acquisition
use PC with telic verbs in FG and IMP with atelic verbs in BG. Learners get rid of the necessity of using PC
in FG and IMP in BG as their proficiency level increases. Using verbs in PR means disrupting the lexical
dependence above mentioned. In this case, junior and senior students expected at more advanced
language level would use, independently of telicity/atelicity, more PR verbs in FG and BG than freshman
and sophomore ones.
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Method
Research Design

The present study is cross-sectional. Cross-sectional design along with longitudinal one has been one
of the most commonly used research design since the earliest investigations on verbal morphology in
language learners (Bardovi-Harlig 2000). Thus the ESF project in which the acquisition of temporality by
immigrant workers was investigated in target languages such as English, German, Dutch, French and
Swedish had some cross-sectional studies beside longitudinal ones (Bhardwaj, Dietrich & Noyau 1988).
There are several cross-sectional studies in literature that focused on tense, grammatical and lexical
aspect and narrative structure (see, for example, Harley 1992; Hasbin 1995; Kaplan 1987; Salaberry
1999; Schlyter 1990).

Participants

Ninety three students in first, second, third and fourth years of French Language Teaching
Department at Cukurova University participated in the study. These students formed the experimental
group. With an age range of 19-24, they had German or French as selective foreign language course at
high school. Out of 93 participative students, 73 had German, 13 had French and 7 had no foreign
language course. The control group was formed by 16 native speakers of French, of whom 2 were in
their twenties, 12 in thirties and 2 others in forties. French participants were all university graduates.

Data Collection Tools

For investigations on grammatical and lexical aspect, there were mainly two types of data collection
instruments: written/oral narratives and cloze tests (Bardovi-Harlig & Reynolds 1995; Bergstrom, 1995;
Collins 1997, 1999). As data collection tool, the present study used a film retell task as part of oral
narrative. As the content is known by the researcher, this instrument allows the researcher to effectively
follow narrative elements related by participants and to compare students from the point of view of
their success in the transmission of these elements. When looking at movies chosen for film retell tasks
in literature, it is seen that these were mostly silent movies (e.g. Bhardwaj, Dietrich & Noyau 1988;
Chafe 1980; Dietrich, Klein, & Noyau 1995). The most important reasons for choosing silent movies as
data collection instruments were the pellucidity of action scenes and scene changes. The clarity of
action scenes provides advantages in correctly encoding verbs produced by participants within the
context of aspect hypothesis while the comprehensibility of scene changes provides advantages in
properly investigating FG/BG distinction made by participants within the context of discourse
hypothesis.

Two French dubbed versions of animated films produced by Walt Disney were used as data
collection tools in the present study. These are A Christmas Carol adapted in 1983 from the famous
novel by Charles Dickens and the 1994 Lion King movie. Participants had a certain familiarity with these
films. Both films have preponderantly more action scenes than conversations. From this aspect, it can be
said that they have a structure which resembles that of silent movies. It has been thought that the
abundance of action scenes would allow participants to produce as many verbs as needed in order to
investigate the aspect hypothesis. In the films, events as well as set and scene changes are clearly
distinctive. It was thought that this would provide convenience for participants to distinguish FG from
BG within the context of the discourse hypothesis and to facilitate data production.

Data Collection

The data of this study were collected out of course hours. The researcher carried out negotiations
with students to determine dates and to prepare a program both for film watching and retelling. In
these negotiations, students were kept informed of the study and its process steps. Students of French
first watched A Christmas Carol. Before starting to watch the movie, students were informed once more
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by the researcher about what to do after watching the movie. The movies were separately shown for
each class due to time lag. This prevented the researcher from performing film retell tasks immediately
after watching the movie. Students carried out film retell tasks approximately one week after watching
the film. Even if there was no time limit for film retell tasks, students averagely accomplished the task in
one to five minutes. Before viewing the film, students were given a few minutes so that they could ask
for words and structures they did not know or they wanted to remember. The same procedure was
followed for Lion King.

French participants only watched A Christmas Carol. This has two reasons. Firstly, native speakers of
French produced a greater number of utterances in their oral narratives than students. Indeed, the
number of utterances produced by students who presented data for both films is considerably lower
than that of native speakers. Secondly, the researcher had difficulties in finding native speakers of
French and convincing them to participate in the study during data gathering process. At the time of this
study, almost all French people said they had time problems and could only present data for only one
film.

Data Analysis

Compared to tests that present strict controls such as cloze tests, oral narratives (film retelling task)
is a data collection tool that ensures production of free utterances and allows participants to produce
their own texts. Oral narratives of participants were recorded with a voice recorder. Recorded data were
then saved on personal computer of the researcher to be later transcribed verbatim and coded for
analyses.

After being transcribed, verbs in participants' oral narratives were classified and coded according to
verbal morphology and lexico-aspectual categories. Tests previously used by Bergstrom (1995) and
Salaberry (1998) to determine lexico-aspectual categories were applied. These are étre en train de test
(Guenthner, Hoepelmann, & Rohrer 1978) and en X minutes test (Dowty 1979; Guenthner, Hoepelmann,
& Rohrer 1978; Nef 1980). The étre en train de test is used to distinguish states and achievements (that
cannot pass the test) from activities and accomplishments (that pass the test) while the en X minutes
test is used to distinguish accomplishments from all other verb types. All verb types (states, activities,
accomplishments and achievements) produced by participants were coded in terms of three
grammatical tense: PC, IMP and PR. Some researchers who conducted studies in tense-aspect literature
(Bardovi-Harlig & Bergstréom 1996; Bardovi-Harlig & Bofman 1989; Harley & Swain 1978; Kaplan 1987;
Trévise 1987) exhibited positive attitude towards incorrect verb types produced by participants and did
not leave them out of assessment. This was the case for the present study. Oral narratives were then
coded in terms of narrative structure in the light of discussions in literature (Dry 1981, 1983; Dowty
1986). Thus, clauses making it possible to convey events which succeed one another and move narrative
time forward were coded as FG clauses while others which do not have this narrative function were
coded as BG clauses.

Findings

Participants used four grammatical tenses: PR, PC, IMP and plus-que-parfait (PQP). PQP was
excluded from analyses because it was used very little, if any, and no participant, except one junior and
one senior, had recourse to this grammatical tense. Table 1 shows all verbs and predicates obtained
from participants through oral narratives. Total number of predicates produced by participants is 4913.
Students of French employed 4258 predicates while native speakers of French used 655.
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Table 1.
Distribution of Verbs in PR, PC and IMP by Participants.
Yearl Year2 Year3 Year4 French Participants Total
PR % 87.46 89.78 58.60 55.30 92.53 82.48
Occurrences (1688) (1159) (453) (146) (606) (4052)
PC % 8.50 7.51 21.74 31.44 3.66 10.91
Occurrences (164) (97) (168) (83) (24) (536)
IMP % 4.04 2.71 19.66 13.26 3.81 6.61
Occurrences (78) (35) (152) (35) (25) (325)
Total % 100.00 100.00 100.00 100.00 100.00 100.00
Occurrences (1930) (1291) (773) (264) (655) (4913)

The first notable thing about tense use of participants is the dominance of PR compared to other
tense types. Indeed, both students and native speakers of French used 4052 predicates in PR in their
oral narratives, which accounts for 82.48% of all predicates in the corpus.

Table 1 indicates that freshman students produced 87.46 % of overall predicates in PR, sophomores
89.78 %, juniors 58.60 % and seniors 55.30 %. This rate was 92.53 % for native speakers of French in
control group. Chi-square analysis showed a significant difference among students in PR use ()((26’4251)=
525.15, p = .00). These results revealed that freshman and sophomore students resemble to native
speakers in terms of PR choice more than junior and senior ones. This shows that, in contrast to the case
asserted in the first hypothesis, junior and senior students were influenced by lexico-aspectual
properties of verbs more than freshman and sophomore ones, and therefore, had a lower level of
language.

When verbs in PR were examined in the context of lexico-aspectual properties, it is seen that
achievements and states came to the fore. Table 2 gives the distribution of PR verbs in terms of lexico-
aspectual categories.

Table 2.

Distribution of PR according to Lexico-Aspectual Classes and Participants.

PR Yearl Year2 Year3 Yeard French Participants

States % 27.80 36.23 48.50 59.50 46.30
Occurrences (469) (420) (220) (87) (281)

Activities % 24.30 19.50 13.40 20.50 25.20
Occurrences (409) (226) (61) (30) (153)

Accomplishments % 11.40 7.50 5.50 10.90 3.40
Occurrences (193) (87) (25) (16) (212)

Achievements % 36.50 36.77 32.60 9.10 25.10
Occurrences (617) (426) (147) (23) (151)

Total % 100.00 100.00 100.00 100.00 100.00
Occurrences  (1688) (1159) (453) (146) (606)

As can be seen in Table 2, although sophomore students’ use of activities (36.23 %) was close to that
of achievements (36.77 %), achievements were used more than other verb types in freshmen and
sophomores (respectively 36.50 % and 36.77 %). The rate of use for state verbs in PR by junior and
freshman students was quite superior to other types of verbs (respectively 48.50 % and 59.50 %). As for
native speakers, it is seen that they also preferred states more than other lexico-aspectual classes (46.30
%).
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PC was the second most used tense by students and native speakers of French in the oral film retell
task. Total number of PC verbs produced by all participants is 536, which constitutes 10.91 % of all verbs
in corpus (see Table 1). When the use of PC verbs is examined among participants, we see that it is
senior students that used this tense the most (31.44 %), and sophomore students that used it the least
(7.51 %). This rate was 8.50 % in freshman students while it was 21.74 % in junior ones. French
participants had quite a little use of PC (3.66 %).

Andersen (1991) asserts that learners at early stages of second language acquisition use PC mainly
with achievement verbs before they gradually spread it to accomplishment, to activity and finally to
state verbs as their proficiency level increases. Likewise, Robison (1993) states that the use of PC in all
aspectual classes, that is to say, states, activities, accomplishments and achievements, is only possible as
long as one has an advanced linguistic level. On the basis of these theoretical considerations, as stated
in the second hypothesis, junior and senior students expected at more advanced language level would
use, other than achievements, more PC verbs with accomplishments, activities and states compared to
freshman and sophomore ones. Table 3 gives the distribution of PC verbs in terms of lexico-aspectual
categories.

Table 3.

Distribution of PC according to Lexico-Aspectual Classes and Participants.

PC Yearl Year2 Year3 Year4 French Participants

States % 4.20 10.20 10.10 4.80 29.10
Occurrences (7) (10) (27) (4) (7)

Activities % 19.50 9.30 17.20 20.40 37.50
Occurrences (32) (9) (29,) (17) (9)

Accomplishments % 14.00 9.30 7.10 3.60 0
Occurrences (23) (9) (12) (3) (0)

Achievements % 62.30 71.20 65.60 71.20 33.40
Occurrences (102) (69) (110) (59) (8)

Total % 100.00 100.00 100.00 100.00 100.00
Occurrences (164) (97) (168) (83) (24)

When examining PC verbs in the context of lexico-aspectual properties, it is seen that achievements
were dominant in oral narratives of French language students. It can be said that they used PC verbs
with achievements with close rates (71.20 % in sophomores and seniors, 62.30 % in freshmen and 65.60
% in juniors). Compared to native speakers, students used approximately twice as many PC verbs with
achievements. Although they used achievements with similar rates, Chi-square analysis revealed a
significant difference among students with respect to other verb types (xgg_sn) = 19.12, p = .02).
However, it is hard to say that, compared to freshman and sophomore students, junior and senior ones
distinctly used more PC verbs with other aspectual classes other than achievements. Thus, sophomore
and junior students used PC verbs with states (respectively 10.20 % and 10.10 %), freshman and senior
students used PC verbs with activities (respectively 19.50 % and 20.04 %) with close rates and even
freshman and sophomore students used more PC verbs with accomplishments than junior and senior
ones. In this case, it can be said that what is asserted in the second hypothesis was not fully supported.
French participants used three times more PC verbs with states and nearly twice as many with activities
than students. Although results indicated that students began to spread PC use to accomplishments,
activities and states, this spread was not as equal as in native speakers of French. French participants
used no PC verbs with accomplishments.

As regards IMP, students and native speakers of French made use of this tense in oral narratives for
325 verbs which constitutes 6.61 % of all verbs in the corpus (see Table 1). A between-participants
examination demonstrates that it is junior students that resorted to this tense the most (19.66 %), and
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sophomore students that used it the least (2.71 %). When looking at other students, it is seen that
seniors used this tense three times more than freshmen (respectively 13.26 % and 4.04 %). This rate was
3.81 % for native speakers in control group.

When looking at IMP verbs in the context of lexico-aspectual properties, it is seen that states were
more dominant than verbs of other aspectual classes. Table 4 gives the distribution of IMP verbs in
terms of lexico-aspectual categories. States constituted about three fifth of all IMP verbs (respectively
60.00 % and 57.14 %) in sophomore and senior students while this was more than half in freshmen and
juniors (respectively 51.20 % and 53.90 %).

Table 4.

Distribution of IMP according to Lexico-Aspectual Classes and Participants.

IMP Yearl Year2 Year3 Year4 French Participants

States % 51.20 60.00 53.90 57.10 72.00
Occurrences (40) (21) (82) (20) (18)

Activities % 29.40 28.50 23.60 17.10 24.00
Occurrences (23) (10) (36) (6) (6)

Accomplishments % 7.70 5.70 4.60 11.40 4.00
Occurrences (6) (2) (7) (4) (1)

Achievements % 11.70 5.80 17.90 14.40 0
Occurrences (9) (2) (27) (5) (0)

Total % 100.00 100.00 100.00 100.00 100.00
Occurrences (78) (35) (152) (35) (25)

Activities were the second most used tense with IMP after states in oral narratives of participants.
Thus, atelic verbs (states and activities) formed four fifth of IMP verbs in students while this was more
than four fifth in native speakers. As noted previously, learners at early stages of second language
acquisition use IMP mainly with states before they spread it to activities, to accomplishments and finally
to achievements. With reference to this theoretical assumption, as stated in the second hypothesis,
junior and senior students expected at more advanced language level would use, other than states,
more IMP verbs with activities, accomplishments, and achievements compared to freshman and
sophomore ones. However, Chi-square analysis revealed no significant differences among participants in
terms of IMP use with activities, accomplishments, and achievements ( ng’zgo) =8.06, p =.53).

Following the examination of tense-aspect properties of students and native speakers of French in
their oral narratives, discourse features were analyzed in what follows.

Table 5 gives the distribution of verbs in participants’ oral narratives in terms of discourse structure
(foregrounding/backgrounding). As is seen in the table, all participants used more BG verbs than FG
verbs. Three fifth of verbs produced by students of French in oral narratives were in BG. This was more
than four fifth in French participants (84.70 %).

Table 5.

Distribution of Foreground and Background Verbs according to Participants.
Yearl Year2 Year3 Year4d French Participants
Foreground % 43.80 44.80 40.40 39.40 15.30
Occurrences (846) (578) (314) (104) (100)
Background % 56.20 55.20 59.60 60.60 84.70
Occurrences  (1085) (713) (462) (160) (555)
Total % 100.00 100.00 100.00 100.00 100.00
Occurrences  (1931) (1291) (776) (264) (655)
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When considering narrative structure in terms of tense, it is seen that PR use was also dominant in
grounding. Participants used PR verbs in order to distinguish FG events from BG ones. An example about
this (6) is given below.

6.
FG BG

[1] lls sont dans un lieu dangereux comme un
caverne.
[2] Ici, il y @ un piege pour eux.
[3] Soudain, trois hyénes sortent,
[4] Simba et Nala courent
[5] mais des hyénes saisissent Zazou.
[6] Puis Zazou fuit,
[7] puis pere de Simba vient
[8] et les sauve (Y2P18)

Table 6 gives the distribution of PR verbs in FG and BG according to participants.

Table 6.
Distribution of PR Verbs and Grounding according to Participants.
PR Yearl Year2 Year3 Year4 French Participants
Foreground % 42.70 44.60 37.50 22.80 17.20
Occurrences (720) (519) (169) (33) (104)
Background % 57.30 55.40 62.50 77.20 82.80
Occurrences (968) (644) (282) (112) (501)
Total % 100.00 100.00 100.00 100.00 100.00
Occurrences (1688) (1163) (451) (145) (605)

As is shown in the table, all participants used more PR verbs in BG. More than half of PR verbs
produced by freshman and sophomore students were in BG (respectively 57.30 % and 55.40 %) while
this rate was about two third in junior and senior ones (respectively 62.50 % and 77.20 %). French
participants employed three fourth of PR verbs in BG (82.80 %). These data demonstrate that all
students, especially junior and senior ones, seem like native speakers regarding high incidence of PR
verbs in BG. However, Chi-square analysis revealed significant differences among participants with
respect to PR use in FG and BG ( xf3_3443) =29.41, p =.00). In the third hypothesis, it was asserted that,
independently of telicity/atelicity, junior and senior students would use more PR verbs in FG and BG
than freshman and sophomore ones. Although this hypothesis was supported with regard to PR use in
BG, it was not upheld in terms of PR use in FG because freshman and sophomore students produced
more PR verbs in FG (respectively 42.70 % and 44.60 %) than junior and senior ones (respectively 37.50
% and 22.80 %).

When analyzing FG and BG in the context of PC verbs, it is seen that, in contradiction to PR verbs,
participants used more PC verbs in FG than in BG. Table 7 gives the distribution of PC verbs in FG and BG
according to participants.

Freshman and sophomore students, as can be seen in the table, used two third of PC verbs
(respectively 67.10 % and 57.90 %) in FG while junior and senior students employed more than two third
(respectively 70.90 % and 75.00 %). Unlike students, native speakers of French predominantly used PC
not in FG but in BG (91.70 %). Although PC use in FG and BG differs among participants, Chi-square
analysis indicated that these differences were not statistically significant ( xf3,510) =7.02,p =.07).
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Table 7.
Distribution of PC Verbs and Grounding according to Participants.
PC Yearl Year2 Year3 Year4d French Participants
Foreground % 67.10 57.90 7090 75.00 8.30
Occurrences (112) (55) (119) (63) (2)
Background % 32.90 42.10 29.10 25.00 91.70
Occurrences (55) (40) (49) (22) (22)
Total % 100.00 100.00 100.00 100.00 100.00
Occurrences (167) (95) (168) (84) (24)

When dealing with oral narratives in the context of narrative structure and IMP, it is observed that
all participants dominantly employed IMP in BG. Indeed, as can be seen in Table 8, students used about
four fifth of IMP verbs in BG while French participants used more than four fifth. Although Chi-square
analysis showed no significant differences among participants in terms of IMP use in FG and BG ( X?3_295)
= .92, p = .82), it can be said that students resemble to native speakers of French regarding
predominance of IMP in BG.

Table 8.
Distribution of IMP Verbs and Grounding according to Participants.
IMP Yearl Year2 Year3 Year4 French Participants
Foreground % 19.20 15.10 17.00 22.80 7.70
Occurrences (15) (5) (26) (8) (2)
Background %  80.80 84.90 83.00 77.80 92.30
Occurrences (63) (28) (127) (27) (24)
Total % 100.00 100.00 100.00 100.00 100.00
Occurrences (78) (33) (153) (35) (26)

We present, in what follows, results aiming at understanding whether verbal morphology of
participants was affected by lexical aspect and narrative structure. Before going on to present detailed
answers to this question with results, let us recall the assertions of two hypotheses, namely the aspect
hypothesis and the discourse hypothesis, examined in the study in term of tense choice.

The aspect hypothesis asserts that learners at early stages of L2 are exposed to effects of lexical
properties of verbs and it is these properties which determine their use of verbal morphology. According
to this hypothesis, these learners use PC mainly with telic verbs and IMP with atelic verbs. For the
discourse hypothesis, it is rather narrative structure which is determinative in verbal morphology.
Accordingly, learners at early stages of L2 use PC with telic verbs in FG and IMP with atelic verbs in BG.
Both hypotheses also assume that the effects of lexical aspect and narrative structure in determining
the use of verbal morphology begin to lessen as learners’ proficiency level increases.

When looking at results within the context of the aspect and discourse hypotheses, the first notable
thing is again that participants structured their oral narratives considerably with PR. Table 9 gives the
distribution of PR verbs and PC/IMP verbs in both FG and BG. As is seen in the table, 82.44 % of verbs
were used in PR while 17.56 % of verbs in in PC and IMP.

The fact that participants structured their oral narratives largely with PR may be seen as an
indication that neither lexical aspect nor narrative structure is effective anymore in the use of verbal
morphology of participants.
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Table 9.
Distribution of PR and PC/IMP Verbs in Foreground and Background.
PR PC/IMP
Foreground % 31.44 Foreground 8.28
Occurrences (1545) (407)
Background % 51.00 Background 9.28
Occurrences (2507) (456)
Total % 82.44 Total 17.56
Occurrences (4052) (863)

Discussion, Conclusion and Implementation

This study aims to comparatively study features of grammatical and lexical aspect and narrative
structure in oral narratives of Turkish L1 learners of French as a foreign language and native speakers of
French and to investigate whether intrinsic semantic features of verbs and narrative structure influence
verbal morphology of participants.

Research Question 1

Do oral narratives of Turkish learners and native speakers of French share similarities in terms of
lexical/grammatical aspects and the use of verbal morphology?

When comparing participants with regards to temporo-aspectual properties, it is seen that both
students and native speakers of French formed their oral narratives substantially with PR. Having as
equivalents both the present tense (genis zaman) and the present continuous tense (simdiki zaman) in
Turkish, PR is one of the basic elements of French tense system. PR, as in Turkish again, may express
past and future events. PR conveys a past event in the following example (7):

7. Hier, je vais chez lui, sa mére veut que j’entre (Maingueneau, 1991, 65)
(Yesterday | go to his house, his mother wants me to enter)

Temporal information is generally conveyed by adverbs of time in such utterances. But PR is also
used to express past events without using any adverbs of time when the context is known to both
speakers and listeners. In the present study, participants also used PR to retell events in movies that
they watched and that should be told with past tenses (PC/IMP). They employed PR for these events
without any adverbs of time or having only recourse to some adverbs such as un jour (one day) or un
matin (one morning) in order just to show the course of time in narratives. Examples (8) and (9) are
about this:

8. Et un jour, il quitte euh ..cet endroit.... euh..Aprés cela, euh...deux animaux le trouvent (Y3P5)
“And one day, he leaves uh .. this place .... uh..After that, uh ... two animals find him”

9. Mais ..Simbat euh..se sent euh..coupable et ..s’enfuit ..il s’enfuit (Y4P5)

“But ..Simbat uh.. feels uh .. guilty and ... runs away.. he runs away”

When reviewing studies in tense-aspect literature, it is noticed that some researchers included PR
verbs in their works while others excluded them in order to focus only on past tenses. In a study with
controlled tasks, Hasbun (1995) told student participants to commence their narratives with habia una
vez (once upon a time) which allows beginning narration with past tenses. Likewise, Bergstrém (1995)
afforded a written prompt to students of French participating in her study in an effort to incite them to
structure their narratives with past tenses. The works of Robison (1995) and Bada and Geng (2007) may
be cited as examples of studies where tasks were not strictly controlled. During data collection, these
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researchers gave no instructions to the participants in order not to guide them with respect to tenses
they should use in their oral narratives. Few PR verbs, if any, are chosen in the case of studies with
strictly controlled tasks where participants are instructed to use of PC and IMP in their narratives at the
time of data collection. The use of PR verbs increases when these are not studies with controlled or
strictly controlled tasks. Consequently, the presence of numerous PR verbs in the present study can be
explained by the non-use of design with controlled or strictly controlled tasks during data collection.

Freshman and sophomore students resembled more to native speakers of French in terms of PR
choice density while higher lexical dependence was observed in junior and senior ones. Even if the fact
that junior and senior students approach native speakers with regard to the rate of use for states in PR
seems, at first glance, to contradict what has just been said, a closer examination would reveal that the
abundance of states in PR in native speakers arises from the fact that they have frequently used, in oral
narratives, presentational cleft constructions beginning with c’est (the c’est-cleft) which are very
common. Indeed, the great majority of states produced by native speakers are constituted by the verb
étre in presentational cleft constructions. The abundance of states in PR in junior and senior students is
not due to these constructions. The use of the verb étre in this context is considered non-lexical and
excluded from analyzes by some researchers (e.g. Bardovi-Harlig 1998). In the present study, all
occurrences of the verb étre, including that in presentational cleft constructions, were included in
analyses in order to obtain natural environment of utterances produced and to completely compare
students and native speakers of French. An example (10) of the verb étre in presentational cleft
constructions is given below:

10. C’est pas affreux c’est plutét euh ....c’est plus affreux que sympathique je trouve, c’est assez ...
. . . ’ . . k3
assez triste comme endroit -la maison d’Ebenezer Scrooge, Picsou en frangais (FP 1)

“It's not ugly it's rather uh ... it's more awful than friendly, | think, it's pretty ... pretty sad as place -
Ebenezer's house”

PR has been considered as default tense by some researchers in tense-aspect literature. Kaplan
(1987) noted that, before IMP, French learners used PC instead of IMP. It was also found that learners of
English (Bardovi-Harlig & Reynolds 1995; Robison 1995) and Danish (Housen 1993, 1994) used PR with
states. Some researchers indicated that PR was used to distinguish states from non-states (dynamic
verbs). In this sense, Kaplan (1987) stated that learners of French as a foreign language used PC to
report events (activities, accomplishments and achievements) and PR to report non-events (states).
Results of the present study revealed that students of French did not use PR to distinguish non-events
from events.

PC was most associated with achievements and employed with similar rates by students of French.
French participants interestingly had no recourse to accomplishments in PC. Rarity in accomplishments
was also a conspicuous point in Fan’s (2005) study but the researcher did not deal with probable causes
of this fewness. We think that the scarcity of accomplishments in the present study can be explained by
the fact that, in movies constituting a basis for oral narratives, there were few situations which required
this type of verb.

IMP was most associated with states and employed with close rates by students of French. French
participants used states in IMP with very high rates. The reason is that native speakers used
presentational cleft constructions with c’était (IMP) a lot in oral narratives.

*FP1 (French Participant 1)
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Research Question 2

To what extent do oral narratives of Turkish learners and native speakers of French resemble each
other with respect to narrative structure (foregrounding/backgrounding) and the use of verbal
morphology?

When comparing participants regarding verbal morphology and narrative structure, it is seen that
both students and native speakers of French composed their oral narratives with high incidence of PR in
FG and BG and all participants produced more predicates in BG. PC was most chosen in FG within the
context of narrative structure and used with similar rates by students of French.

Research Question 3

To what extent do lexical aspect and narrative structure influence the use of verbal morphology in
oral narratives by Turkish learners and native speakers of French?

When analyzing participants in terms of temporo-aspectual properties, it is found that both students
and native speakers of French formed their oral narratives with high frequency of PR.

Fan (2005) indicated that perfective/imperfective distinction in French disappears when verbs are
used in PR. In other words, although PR can express past events, it is not possible with PR to track the
distinction between perfective past (PC) and imperfective past (IMP) in French. That is, there is an
inversely proportional relationship between the density of choosing PR by student participants in their
oral narratives and being under the influence of intrinsic semantic properties of verbs in tense choosing.
We think that the disappearance of this distinction means that lexical aspect has no more influence on
the use of verbal morphology. For Maingueneau (1991), PR seems to be aspectually not very restrictive.
This aspectually unrestrictive character of PR also helps understanding that the influence of lexical
aspect was lost.

PC was most associated with achievements and produced with similar rates by students of French.
Although this gives the impression that lexical aspect continues to influence verbal morphology, the fact
that PC spread to other types of verbs, especially to activities and states, shows that this effect remains
only with a low level. This spread is more balanced in French participants, which means that they are not
exposed to the effect of lexical aspect.

IMP was most associated with states and used with close rates by students of French. French
participants used more states in IMP. Even though students of French who used the most states in IMP
made think that the effect of lexical aspect continues, the fact that IMP spread to other verbs types,
especially to achievements, reveals again that this effect goes on only with a low level.

We think that the fact that students of French used PR in FG and BG indicates that they are anymore
under the influence of lexical aspect and they also begin to get rid of the dependence of narrative
structure to determine verbal morphology. This interpretation is also in line with the results obtained
from immigrant workers in the project of ESF because it was discovered, in this project, that the
participants could distinguish FG from BG regardless of verbal morphology (Bhardwaj, Dietrich & Noyau
1988). Likewise, Véronique (1987) found that the use of verbal morphology in the interlanguage of
African workers was determined independently of discursive grounding.

Students of French used the most PC in FG and they produced PC in FG with similar rates. This gives
the impression that narrative structure influences verbal morphology within the assertions of the
discourse hypothesis. However, we believe that the abundance of PC in FG is not caused by narrative
structure but rather by the attitude of students of French who would like to minimize errors of language
use and to be careful by avoiding descriptive expositions and by putting utterances one after the other
that provide the progression in their oral narratives as if they make collages. French participants used PC
in BG with high rates. It was observed that French participants did not hasten to finalize their narratives,
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care about descriptive expositions instead of simply employing utterances that move narrative time
forward and, in this context, had frequently recourse to above mentioned presentational cleft
constructions with c’était.

Results of this study showed that students of French become more exposed to the effects of intrinsic
semantic properties of verbs and narrative structure towards the end of their university studies. This
indicates that as students move on to upper classes, their linguistic level decreases in inverse
proportion. The fact that, from the first year onwards, the number of courses which directly deal with
French decreases, and there are very few courses targeting French as such, if any, especially in the
fourth year, could be given as one of the reasons for which the language level of upper class students
weakens. It should also be noted that, outside of the courses, students are deprived of environments
and opportunities to practice French. Although they have one year of preparatory class, it must be taken
into consideration that students who choose to pursue their studies in French language teaching begin
with almost zero knowledge of French. Restructuring the undergraduate program so that there are
courses in each year that are directly relevant to French would contribute to the resolution of such
problems.

Another reason for the decrease of language level in upper class students, in particular junior and
senior ones, is that they feel more intensely a concern for the professional future and consequently lose
their enthusiasm and desire about foreign language learning and teaching. Indeed, almost no French
teachers have been nominated in recent years. This creates ambiguities in students’ professional future.
In order to support linguistic diversity, increasing the number of French language courses, especially in
secondary schools, the number of French teachers in teacher assignments would enhance the
enthusiasm and willingness of future French teachers in upper class.

This study was carried out with students enrolling in first, second, third and fourth years of French
Language Teaching Department, excluding preparatory class students from the corpus with the thought
that they were not at sufficient level of language during data collection. In order to properly investigate
and evaluate the fact that the linguistic level of students decreases as they progress to upper years,
future studies which would aim to test the aspect and discourse hypotheses with Turkish-speaking
students of French should also involve students towards the end of their preparatory year.

Data of the present study were obtained by film retell tasks. Future works that would use both oral
and written film retelling as data collection tools would provide a more complementary view of the
lexical and discursive properties of verbs in oral narratives of students.

At the time of data collection, tasks with strict controls were not used. This allowed participants to
form their oral narratives more freely with regards to verbal morphology. In order to ideally evaluate
the assertions of aspect and discourse hypotheses with respect to language level and lexical / discursive
effects, it would be appropriate to design a study of mixed type, in the future, which would also involve
tasks with strict controls.
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Tiirkge Siiriim

Giris
Yabanci diller egitimi bolim{ hocalari olarak hazirlik sinifi ya da birinci sinif 6grencilerinin zaman
zaman soyle dediklerini duyariz: “iist siniflar Fransizcayr (Almancayi, ingilizceyi) bizden daha iyi
bilmiyorlar ki!”. Ya da Ust siniflarin kendilerine: “ sizin Fransizcaniz bizden daha iyi, biz Fransizcayi
unuttuk!” dediklerini aktarirlar. Asagida Fransizca 6grencilerinden alinan sézel anlati verilerinden biri yer
almaktadir (1). Fransizca dordiinci sinif 6grencilerinden birisine ait olan bu sozceler alt siniflarin
aktardiklarini dogrular niteliktedir:

1. ...une famille avoir une ...une petite enfant qui est .. une.. prob ..probléme son jambe. Il est avare
mais aprés une réve, il est aidé ..une famille. Il toujours ..compte. Vieil ..I'oncle vieil ...n’est pas bon
bonheur mais ..il devient ...un bon personne. Les bons sont toujours gagnent ; les méchants sont
toujours ..perdre (S4K14)§

Goriunuste yalnizca yalin bicimbilimsel hatalar dikkat ¢ekiyor gibi goriinse de aslinda alanda galismasi
pek de uzak olmayan, gelecegin Fransizca 6gretmenleri s6z konusu oldugu igin meslektaslarimizca da
benzerleri sikga aktarilan bu tiir hatalar tizerinde diistiniilmesi gerektigi kanisindayiz. Ayrica, 6grencilerin
basari notlari ile bu hatalar arasinda da her zaman dogrudan bir iliski kurulamayacagi da agiktir zira iyi
not alan 6grenciler de benzer tiirde hatalar yapabilmektedirler. Bu tir hatalarin 6grenciler daha hazirlik
sinifinda iken sirekli dizeltildigi, aksi durumda bu 6grencilerin birinci sinifa gecemedikleri bilindigi halde
nasil oluyor da st siniflarda s6z konusu 6grencilerin dil diizeyleri ilerlemiyor? Ya da, daha acik bir
anlatimla soylersek, acaba 6grenciler lisans 6grenimlerinin sonuna yaklastikca dil diizeylerinde gergekten
bir gerileme mi oluyor? Yalnizca Fransiz dili egitimi degil yabanci diller egitimi alaninda ¢alisan
meslektaslarimizla yaptigimiz konu ile ilgili tartismalar da bu sorulara evet yaniti gerektiriyor gibidir.
Kuskusuz bu sorunun net bicimde ortaya konmasi gerekir aksi durumda séylenenler varsayimsal kalmaya
devam edecektir. Tim bu goézlemler, yabanci dil 6grenenlerin aradillerini (interlangue) eylem bigimbilimi
acisindan inceleyen arastirmalara giderek artan ilgi ve alanyazinda Fransizca 6grenen Tirklerin eylem
bicimbilimine odaklanan ozellikle kesitsel calismalarin azhigr bizi bu c¢alismayi gerceklestirmeye
yoneltmistir. Ayrica, yukarida degindigimiz lisans 6grenimi diizeyinde ilerleme-dil diizeyi arasindaki iliski
konusunun bilimsel agidan netlestirilmesine katki sunmasi da beklenen mevcut c¢alisma kuramsal
cergeve olarak iki hipoteze dayanmaktadir: dilbilgisel zaman-goriinus-kilinis iliskileri baglaminda kilinis
hipotezi (hypothése de la primauté de I'aspect) ve dilbilgisel zaman-gorinis-anlati yapilari baglaminda
séylem hipotezi (hypothése discursive-fonctionnelle).

Zamana génderme yapmanin tiim araglarini biinyesinde barindiran zamansallik kavrami ikinci dil
edinimi arastirmalarinda hep 6énemli bir odak noktasi olmustur. Dilbilgisel zaman, goriintis ve kilinis
kavramlari dil ile ilgili betimsel ve egitsel bircok agiklamada yer almistir. Zamansallik edinimi
konusundaki arastirmalarin gelisimi genel olarak ikinci dil edinimi arastirmalarinin gelisme siireglerini de
yansitmaktadir (Bardovi-Harlig 2000). Zamansallik anlatim dizgelerinin edinimi s6z konusu oldugunda (i¢
onemli kavram 6ne cikar: dilbilgisel zaman, gorinis ve kilinis.

Dilbilgisel Zaman, Goriiniis ve Kilinig

Dilbilgisel zaman, bir olusu (procés) zaman gizgisine yerlestirmeye yarayan gosterici bir ulamdir.
Fransizcada, Alexandre voit Cécile ve Alexandre a vu Cécile sozceleri dilbilgisel zaman ayrimi gosterir.
Dilbilgisel zaman vyalnizca zamana deggin bilgiler tasimaz, “olusun hangi bicimde tasarlandigl”
(Maingueneau 1991, 50) ve zamanda ortaya cikis bicimi ile ilgili bilgiler de iletir. Bu bilgiler goriunus
(aspect grammatical) olarak adlandirilir.

$54K14 (Sinif 4 Katiimer 14): Bitiincedeki 4. siniflardan 14. no'lu katilimci
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Gorunus, cekim ekleri karsitliklar gibi, eylem bigimbilimi tarafindan olusturulan siki karsithklar
dizgesidir (Maingueneau 1991). Hal tiirlerine bakisin degisik bigimlerini verir (Comrie 1976; Dahl 1985; C.
Smith 1983). Fransizcada bitmislik gériinisli ve bitmemiglik gériintsli olmak Gzere iki tiir gegmis zaman
vardir. Passé composé (PC) bitmislik bakis agisi (aspect perfectif) sunar ve sézceyi, sézceleme 6znesine
gore konumlandirir. Olus, sOzceleme zamaninda tamamlanmistir. Buna karsihk imparfait (IMP)
bitmemislik bakis agisi (aspect imperfectif) sunar ve sézceyi, sozceleme dncesi belirsiz bir zaman dilimine
yerlestirir. Bu belirsizlik siire olarak da yorumlanabilir, yinelenme, sireklilik ya da durum olarak da kabul
gorebilir (Maingueneau 1991). Alexandre a dormi ve Alexandre dormait sdzcelerinin her ikisi gecmis
zamanda olsa da aralarinda goriinissel bir farklilik s6z konusudur.

Gorunus ve kilinig dilbilimsel agidan iki farkl ulam olsa da birinden s6z ederken digerine deginmemek
olasi degildir. Kilinig ulami, gériintis ulaminin dagihm ve yorumlanmasini etkilemektedir.

Kilinis goranasten farklidir. Gorlints, IMP ve PC'de oldugu gibi, temel olarak dilbilgisel bir ulam iken
kilinis, eylemlerin ve ylklemlerin ickin zamansal nitelikleriyle ilgili yalnizca s6zciiksel olan bir ulamdir. Bir
ylklem, parler ve dormir eylemlerinde oldugu gibi, dogasi geregi belirli bir sire; éclater ve remarquer
eylemlerinde oldugu gibi anlik olus; contruire une maison ve peindre un tableau s6zcelerinde oldugu gibi
hem ickin bir siire hem de bir ugnokta; vouloir ve aimer de oldugu gibi bir durum icerebilir. Alanyazinda,
kilinisi inceleme konusu yapan galismalarin ikili siniflama ve doértli siniflama olmak tzere iki tir kilinig
siniflama dizgesi kullandig1 gériilmektedir.

ikili kihnis siniflamasinda eylemler, duragan eylemler/devingen eylemler; siirerlik eylemleri/anlik olus
eylemleri; hedefte-bitisli eylemler/hedefte-bitissiz eylemler gibi yalin 6zellikleri baglaminda birbirleriyle
karsitlanirlar. Duragan/devingen (statif/dynamique) karsithigi, durum eylemlerini (sembler ve savoir gibi)
oteki eylem tirlerinden ayirir (6rnegin, jouer, lire un livre, éclater). Surerlik /anlk olus (duratif/ponctuel)
karsithgi, dogasi geregi anlik ve bélinemez olan, siire icermeyen eylemleri (6rnegin, éclater) siire igeren
eylemlerden ayirir (chanter, chanter une chanson). Hedefte-bitisli /hedefte-bitissiz (téliques/atélique)
karsithgi, ugnoktal eylemleri (chanter une chanson) ugnoktali olmayan eylemlerden ayirir (chanter)
(Maingueneau 1991).

ikili kilinis siniflamasi, gériiniis alanindaki ilk calismalarin cogunda kullanilmistir (Housen 1993, 1994;
Kaplan 1987; Robison 1990). ikili kilinis siniflamasinin birbirinden farkli eylem tirlerinin birlikte
degerlendirilmesi gibi bir takim istenmeyen sonuglari olmustur (Bardovi-Harlig 2000). Ornegin, ickin
ozellikleri bakimindan anlik ve boliinemez olan, siire icermeyen eylemleri siire iceren eylemlerden ayiran
strerlik /anlik olus karsithginda, durum eylemleri surerlik ortak paydasinda karsiti olan devingen
eylemlerle birlikte 6beklenmek durumunda kalmistir.

Vendler (1967), eylemlerdeki olusu dogrudan dort 6bege ayirarak dortlu kilinis siniflamasi 6nermistir:
durum, edim, tamamlama ve erisim eylemleri. Her bir kilinis 6beginin kendine 6zgl nitelikleri s6z
konusudur.

Zamana kapali olan durum eylemleri, ne devingendirler ne de bdlimlenebilirler. Baslangiglari,
ortalari, sonlari yoktur, degisiklik de gostermezler. (2) ve (3)'te oldugu gibi, ne noktasal zaman
ifadeleriyle ne de en un + nom temporel zaman formili ile uyusumludurlar:

2. *Léa est belle a midi
3. *Léa est belle en une heure (Maingueneau 1991, 52).

Sembler, savoir, vouloir, ve étre (Alexandre est travailleur) durum eylemi érnekleridir. Vendler (1967)
aliskanliklari da durum eylemleri arasinda gosterir.

Edim eylemleri, ickin olarak siire barindiran oluslardir, zamansal kapaliliklari s6z konusu degildir zira
dormir ve nager eylemlerinde oldugu gibi zamana yayilirlar. J’ai nagé toute la matinée s6zcesinde oldugu
gibi ucnoktali da degildirler. Edim eylemleri en un + nom temporel zaman formdili ile uyusumsuz (4)
ancak noktasal zaman ifadeleriyle uyusumludur (5).
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4. *Il a nagé en une heure
5.1l a nagé a midi (Maingueneau 1991, 52).

Pleuvoir, jouer, se promener, ve parler edim eylemi 6rnekleridir.

Erisim eylemleri, edim ve tamamlama eylemlerinin aksine, bolimlenebilir degildirler, zamana
yayllmazlar (apercevoir gibi) ve bir olusun basi ya da sonunu yakalarlar (Mourelatos 1981). Bir noktaya
indirgenmeleri de olasidir (Andersen 1991). Il a apergu Jean a 8 heures so6zcesindeki oldugu gibi noktasal
zaman ifadeleriyle uyusumlu ancak *II a apercu Jean pendant une minute sbzcesinde oldugu gibi
pendant + syntagme nominal formll ile uyusumlu degildir (Maingueneau 1991, 52). Arriver, quitter,
remarquer, reconnaitre ve s’endormir erisme eylemi drnekleridir.

Tamamlama eylemleri ugnoktali olan oluslardir (erisim eylemleri gibi) ve ickin olarak siire
barindirirlar (edim eylemleri gibi). Olus ancak sonuna vardiginda gergeklesmis olurlar. Tamamlama
eylemleri *il écrit une page a 8 heures sozcesinde oldugu gibi noktasal zaman ifadeleriyle uyusumlu
degildirler ama il écrit une page en un mois sdzcesindeki gibi en un + nom temporel formila ile
uyusumludurlar (Maingueneau 1991, 52). Construire une maison ve peindre un tableau tamamlama
eylemlerine 6rnek gosterilebilir.

Tamamlama ve erisim eylemleri olay olarak adlandirilan hedefte-bitisli eylemler olarak 6beklenebilir
(Mourelatos 1981). Durum ve edim eylemleri de hedefte-bitissiz eylemler olarak gruplanabilir.
Vendler’in siniflandirmasi lg 6zellige boltnebilir: [+ anhk olusumlu], [thedefte-bitisli] ve [ £ devingen]. [+
anhk olugumlu] 6zelligi, erisim eylemlerini diger tim kilinigsal eylem tirlerinden ayirir. [thedefte-bitisli]
ozelligi, ugnoktali eylemleri (nager 400 metres gibi) ugnoktasiz eylemlerden (jouer), baska deyisle, erisim
ve tamamlama eylemlerini, durum ve edim eylemlerinden ayirir. [ + devingen] 6zelligi ise devingen
eylemleri (6rnegin, courir, lire un livre, se réveiller) duragan eylemlerden (sembler, connaitre) ayirir.

Dortla kihinig  siniflamasi kullanan Andersen (1989), bitmislik gortnisli ge¢mis zaman (PC)
ediniminde, erisim eylemlerinden baslayip sirasiyla tamamlama, edim ve durum eylemlerine varan dort
evre saptamistir. Bitmislik goriintsli gegmis zamandan daha geg ortaya ¢ikan bitmemislik goriinisli
gegcmis zaman (IMP), 6nce durum eylemleriyle kullaniimakta daha sonra da sirasiyla edim, tamamlama
ve erisim eylemlerine yayilmaktadir. Andersen (1989) tarafindan denencelestirilmis, birbirinden ters
yonde ilerleyen bu sekiz evre, eylem bigcimbilimine goriiniis ve kilinis penceresinden bakan bir¢ok
calismada kullaniimis ve test edilmistir.

Kilinis Hipotezi

Kilinis hipotezi, sozliksel goriiniise dayanir. Dilbilgisel gorinis, IMP ve PC'de oldugu gibi, temel
olarak dilbilgisel bir ulam iken kilinis, eylemlerin ve yiklemlerin ickin zamansal nitelikleriyle ilgili yalnizca
sozciksel olan bir ulamdir.

Kilinis hipotezi, zaman gonderiminin erken evrelerinde, 06grenenlerin kilinisi gorinls ile
iliskilendirdiklerini 6ne sirmektedir. S6z konusu Ogrenenler eylem bicimbilimini dilbilgisel zaman
ayrimlarindan daha ¢ok goriints-kilinissal ayrimlari (duraganlik/devingenlik; stirerlik/anlik olus; hedefte-
bitislilik/hedefte-bitissizlik) gerceklestirmek Gzere kullanmaktadirlar. Andersen (1991) erisim
eylemlerinin once bitmislik gortintsli gegmis zamanda (PC) ¢cekimlendigini, daha sonra kademeli olarak
sirastyla tamamlama, edim ve durum eylemlerine yayildigini gostermistir. Durum eylemleri de, tersine
olarak, 6nce bitmemislik goriiniislii gegmis zamanda (IMP) ¢ekimlenmekte, daha sonra kademeli olarak
siraslyla edim, tamamlama ve erisim eylemlerine yayilmaktadir.

Bardovi-Harlig (1998) kilinis hipotezini test etmek icin ingilizce dgrenenlerden sézIii ve yazili anlatilar
elde etmistir. Sozli veriler kilinis hipotezini yazili verilerden daha ¢ok dogrulamistir. S6zli verilerde
simple past net bicimde en ¢ok erisim eylemleriyle, sonra da sirasiyla tamamlama ve edim eylemleriyle
kullanilmistir. Yazili verilerde ise erisim ve tamamlama eylemleri simple past ile birbirine yakin oranlarda
cekimlenmistir. Bardovi-Harlig ve Reynolds (1995) tarafindan daha 6nce kullanilan tiimce tamamlama
testlerinde de erisim ve tamamlama eylemlerinin kullanim oranlari arasinda fark bulgulanmamistir.
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Anadili ispanyolca olan ingilizce 6grenenlerden sézlii veri toplayan Robison (1993)'un ¢alismasi da
kilinis hipotezini dogrulamaktadir. Veriler erisim eylemlerinin en ¢ok simple past ile ¢ekimlendigini
gostermektedir. Ogrenenlerin dil diizeyi arttikga simple past kilinig siniflamasindaki tim eylem tirleriyle
kullanilmigtir. Robison (1995) ayrica bitmemislik gérinusli gegmis zaman kullanimi  gerektiren
baglamlarda durum eylemlerinin present tense ile kullanildigini saptamistir.

Salaberry (1999) ikinci dil olarak ispanyolcanin erken evrelerinde kilinis etkisinin ileri evrelerdeki
kadar yaygin olmadigini 6ne sirmustir. Ancak, Salaberry’nin verilerini yeniden ¢6ziimleyen Bardovi-
Harlig (2000) s6z konusu verilerin kilinis hipotezinin dngorilerini butlinliyle karsiladigini gostermistir.
Salaberry (2002) daha sonra, orta ve ileri diizeydeki ispanyolca 6grenenlerden tiimce tamamlama
testleriyle elde ettigi verilerden yola g¢ikarak kilinis etkisinin ileri diizeydeki 6grenenlerde orta
dizeydekilerden daha gligli olmadigini gdzlemlemistir.

Soylem Hipotezi

Godfrey’e gore (Bardovi-Harlig 2000’de belirtildigi tGzere), sdyleme basvurmadan eylem bigimbilimi
kullanimini anlamak olasi degildir. Diller arasi yiiriitiilen calismalar &n plan-arka plan (OP-AP) ayriminin
sdylemin evrensel niteligi oldugunu gostermistir (Bardovi-Harlig 2000). Kumpf (Bardovi-Harlig 2000’de
belirtildigi Gizere), aradilde eylem bigimbilimi kullanimi ile séylem planlari arasinda bir iliski oldugunu
bulgulamistir. Séylem hipotezi 6grenenlerin eylem bicimbilimini anlatilarinda OP’yi AP’den ayirmak icin
kullandiklarini 6ne siirmektedir. (Bardovi-Harlig 1994).

Hopper’ e gore (Bardovi-Harlig 2000’de belirtildigi iizere), OP, sdylemin dinamik yapisina ait olan
olaylari igerir. Dry’a gére ise (Bardovi-Harlig 2000’de belirtildigi (izere), OP séylemde anlatiyi ileri gbtiiren
dnermelerden olusur. Diisiik dil diizeyinde bulunan 6grenenlerin en temel anlatilari yalnizca OP’de
dnermeler igerir. OP’de aktarilan bilgiler anlatida daha 6nceden bilinen bilgiler degil, yeni bilgilerdir.

AP, degisik islevlerle OP’yi destekler. OP’deki dnermelerde aktarilan olaylar ardisik iken AP’de verilen
olaylar ardisik degildir. Hopper (Bardovi-Harlig 2000°de belirtildigi zere), AP’nin anlatinin temel
olaylarini icermedigini, OP’deki olaylari ayrintilamaya ya da degerlendirmeye destek oldugunu soyler.
AP, OP’deki olaylardan &nce gerceklesen olaylari da aktarir.

Dahl ve Hopper’a gore (Bardovi-Harlig 2000’de belirtildigi izere), anlati baglami, zamansal gonderimi
dilbilgisel zamandan daha g¢ok etkilemektedir. Dry (Bardovi-Harlig 2000’de belirtildigi iizere) OP’deki
onermelerin genellikle bitmislik goriinisli gegmis zaman (PC) ya da genis zamanda ¢ekimlenirken AP’nin
bitmemislik gérlintsli gegmis zamanda (IMP) 6nermeler igerdigini belirtir.

Ogrenenlerin anlatilarina dayali olarak yiritiilen calismalar anlati baglaminin zaman-gériinissel
bicimbilimi dagilimini etkiledigini ortaya koymustur. Anlati baglaminin etkisi ile ilgili ilk cahsmalar
agirhkta katihmci sayisinin az oldugu boylamsal calismalar iken (Flashner 1989; Housen 1994; Trévise
1987; Véronique 1987) sonraki calismalar sayica daha kalabalik katilimci icermistir.

Avrupa Bilim Vakfi (ESF), Avrupa’daki gécmen isgilerin ingilizce, Fransizca, Almanca, Isvecce,
Felemenkge hedef dillerindeki zamansallik edinimlerini inceleyen bir proje gergeklestirmistir (Bhardwaj,
Dietrich & Noyau 1988). Bu projede yalnizca dilbilgisel zaman ve gorlinls degil soylem yapilari da
inceleme konusu olmustur. S6z konusu projenin amaci dogrudan kilinis hipotezini test etmek olmasa da
bulgulardan 0Ozellikle bir tanesi Fransizcanin edinimi ile ilgili kimi calismalarda alti gizilen bir durumu
veniden dikkatlere sunmustur. Elde edilen verilerden hig¢ biri Fransizca gecmis zamandaki goriiniissel
ayrimin 6grenenlerce, ileri diizeydekiler de dahil olmak tizere, edinildigini kanitlayamamaktadir. Bulgular
ayrica, 6grenen anlatilarinin OP’sinde aktarilan olaylarin ickin bir sinirlama getirdigini, AP’de aktarilan
olaylarin ise siirerlik gdériinisi sunma ve OP’de aktarilan kimi olaylarla eszamanl ortaya ¢ikma
egiliminde oldugunu ortaya koymustur. Bu durum, eylem bicimbilimi ne olursa olsun égrenenlerin OP’yi
AP’den ayrimlayabildiklerini 6ne slren sdylem hipotezinin savina uygundur. Ayni bicimde, Véronique
(1987) de Fransizcayi ikinci dil olarak edinen Afrikali iscilerin aradillerindeki eylem bicimbiliminin OP ve
AP tarafindan belirlenmedigini 6ne stirmustdir.
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Kesitsel bir ¢alismada ingilizce anadili konusuru Kanadali yatilh 6grencilerin Fransizca edinimindeki
gelisimlerini incelemeye alan Harley (1992) segilen dilbilgisel zaman ile kilinis arasinda bir baginti
oldugunu bulgulamistir. PC neredeyse yalnizca devingen eylemlerle kullanilirken IMP, dogasi geregi
duragan olan aimer, avoir, étre, pouvoir, savoir ve vouloir gibi eylemlerle sinirlanmistir. Zamansallik
aktarimi icin ilk gruptaki Ogrenciler, Avrupa Bilim Vakfi projesindeki katilimcilar gibi, eylem
bicimbiliminden daha ¢ok séylem yapisina ya da zaman belirteglerine yaslanmislardir. Bu da sozliiksel ve
sdylemsel araglarin eylem bigimbiliminden daha 6nemli bir rol oynadigi evrensel bir edinim evresini
imlemektedir.

Bardovi-Harlig ve Bergstrdm (1996) kilinis hipotezini test etmislerdir. ingilizce ve Fransizca 6grenenler
Charlie Chaplin’in Modern Times adli sessiz filmini izleyip anlatmiglardir. Bulgular ingilizce ve Fransizca
edinim evrelerinde kilinigin etkili oldugunu géstermistir. IMP, PC'den daha geg ortaya ¢ikmistir. IMP dnce
durum eylemleri ile baslamis, sonra oteki eylem tirlerine yayilmistir. PC, erisim eylemleri ile ¢ok giicla
bicimde iliskilendirilmis, sonra sirasiyla tamamlama, edim ve durum eylemlerine genisletilmistir. Ancak,
Harley (1992)’in de daha 6nce bulguladigi gibi, IMP agirlikta stirerlik eylemleri ile sinirh kalmistir.

Kaplan (1987) Fransizca Ogrenen universite birinci ve ikinci siniflarin ge¢cmis zaman edinimi
gelisimlerini incelemistir. Bulgular PC’'de isabetli kullanim oraninin IMP’den daha fazla oldugunu
gostermistir. Ogrenenlerin tretimlerinde IMP az sayida eylem ile temsil edilmis, PC'de IMP’den dort kat
fazla eylem turt kullanilmistir. IMP siklikla présent (PR) ile temsil edilirken PC yerine az sayida PR
kullanilmigtir. Kaplan, dilbilgisel zaman g¢ekiminde énceligin kilinisa degil de gorinusin dizenlenmesine
verilmesinin dil ediniminin evrensel niteligi olarak kabul edilebilecegini de savlamistir. Ogrenenlerin PRyi
PC yerine degil de IMP yerine kullanmasi bu savi desteklemekte ve 6grenenlerin PC-IMP ayrimini
gercekten edindigini ortaya koymaktadir. Ayrim, dilbilgisel zaman ile belirmiyorsa gortintissel olarak
belirleniyor olmalidir (Fan 2005).

Salaberry (1998) ingilizce anadili konusuru Fransizca 6grenenler ile kontrol grubunda yer alan
Fransizca anadili konusurlarindan olusan bir galisma grubuyla PC-IMP gelisimini incelemistir. Timce
tamamlama testi ve yazili kisa film anlatimi yoluyla elde ettigi veriler Fransizca 6grenenler ile Fransizca
anadili konusurlarinin eylemlerin ickin anlamsal degerleri ile goriiniis arasindaki prototipik iliskiler (kilnis
ile gorinls arasindaki uyum) baglaminda PC-IMP secimlerinin benzestigini gostermistir. Timce
tamamlama testi, prototipik olmayan iliskiler (kilinis ile gorinids arasindaki uyumsuzluk) bakimindan
Fransizca 6grenenlerin Fransizca anadili konusurlarindan farklilastigini ortaya koymustur. Kisa film
anlatimi yazilarinda ise PC ile IMP’nin hedefte-bitisli eylemler (erisme eylemleri) ile hedefte-bitigsiz
eylemlerde (durum ve edim eylemleri) kullanimlari bakimindan iki grup arasinda anlamli farkhhklar
bulgulanmistir. Salaberry’ye gore Fransizca 6grenenlerin iki veri toplama aracinda da PC’yi yaygin olarak
kullanmalari bu dilbilgisel zamanin varsayilan ge¢cmis zaman oldugunu kanitlamaktadir. Kisa film anlatimi
yazilari Fransizca 6grenenlerdeki bu varsayilan ge¢mis zamana asiri bagimliligi gozler éniine sermistir.

Kihlstedt (2002) ileri dizeydeki Fransizca 6grenenlerde zaman ve gorinis edinimini incelemistir. Elde
edilen bulgular, Fransizca 6grenenlerin PC-IMP secimlerinde kilinis etkisinin genel olarak Fransizca
anadili konusurlarininkinden daha fazla olmadigini gostermistir. Kihlstedt’e gore bigim, islevin dniline
gecmistir. Gegmis zaman kullanimlari prototipik olmayan baglamlara (hedefte-bitisli eylemlerin IMP’de
ya da durum eylemlerinin PC'de kullanimi gibi) yayilmaya basladiginda hedef dildeki islevlerini siirdirme
zorunluluklari ortadan kalkabilir.

Howard (2004) ingilizce anadili konusuru olan ileri diizeydeki Fransizca 6grenenlerde kilinis ve séylem
hipotezlerini test etmistir. Calismanin bulgulari, ne kilinisin ne de anlatisal baglamin tek basina eylem
bicimbilimini belirlemedigini gostermistir. Ayrica, eylemlerin ses 6zelliklerinin (duzenli/diizensiz
eylemler), sozdizimsel baglam, zaman belirtegleri gibi baska zamansallik 6gelerinin etkileri tlriinden
bircok etkenin birbirleriyle iliskileri de eylem bigimbiliminin belirlenmesinde dnemli rol oynamaktadir.
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Fan (2005) ingilizce anadili konusuru olan Fransizca ve Cince 6grenenlerde zaman ve goriinis
bigimbiliminin edinim sureglerini incelemistir. Dilbilgisel dogruluk ve tlimce tamamlama testlerinin veri
toplama araglari olarak kullanildigi ¢alismanin bulgulari hem Fransizca hem de Cince 6grenenlerin
dilbilgisel zaman segimlerinin eylemlerin ickin anlam 6zelliklerinden etkilendigini ortaya koymustur.

Fransizca 6grenen Tiirk 6grencilerin ve Fransizca anadil konusurlarinin sézel anlatilarindaki dilbilgisel
zaman, gorlnils, kilinis ve sdylem ozelliklerini, kilinis ve sdylem hipotezleri etkilesimi baglaminda
karsilastirmal olarak incelemek ve katilimcilardaki eylem bigimbiliminin eylemlerin ickin anlam
ozelliklerinden ve séylem yapisindan etkilenip etkilenmediklerini arastirmaya déniik olan bu ¢alisma
asagidaki sorulara yanit arayacaktir:

e Sézel anlatilarindaki dilbilgisel zaman, gériiniis ve kilinis 6zellikleri bakimindan Fransizca 6grencileri
ile Fransizca anadili konusurlari ne élgiide birbirlerine benzemektedirler?

e fransizca égrencileri ile Fransizca anadili konusurlarinin sézel anlatilarindaki séylem yapilari (6n
plan/arka plan) dilbilgisel zaman baglaminda birbirlerine ne 6lgiide benzemektedirler?

e Eylemlerin kilinis Gzellikleri ve sézel anlati yapilari Fransizca 6grencileri ile Fransizca anadili
konusurlarinin sézel anlatilarindaki dilbilgisel zaman segimlerini ne éi¢tide etkilemektedir?

Denenceler

1. Dil 6greniminin erken evrelerindeki 6grenenler hedefte-bitisli eylemleri PC’'de, hedefte-bitissiz
eylemleri ise IMP’de kullanirlar. Kilinis bagimhhgi (dépendance lexico-aspectuelle) denilen bu durum
Ogrenenler dil dizeylerinde ilerledikge etkisini vyitirir. Eylemlerin hedefte-bitislilik/bitissizlik
ozelliklerinden bagimsiz olarak PR’de gekilmesi bu etkinin kirlldiginin gostergesidir. Yani, PR kullanimi ne
kadar ¢ok ise tersine olarak eylemlerin kilinis 6zellikleri etkisinin glicii o kadar az olacaktir. Bu durumda,
daha ileri dil diizeylerinde olmalari beklenen Gglincii ve dordinci siniflar PR’yi birinci ve ikinci siniflara
oranla daha ¢ok kullanacaklardir.

2. Dil 6greniminin erken evrelerindeki 6grenenler PC'yi agirlikli olarak dncelikle erisim eylemleriyle
kullanirlar, dil diizeylerinde ilerledikge sirasiyla tamamlama, edim ve durum eylemlerine yayginlastirirlar.
IMP’yi ise o©ncelikle durum eylemleri ile kullanirlar sonra sirasiyla edim, tamamlama ve erisim
eylemlerine yayginlastirirlar. Bu durumda, daha ileri dil diizeylerinde olmalari beklenen Uglinci ve
dordinci siniflar PC'yi, erisme eylemleri disinda, tamamlama, edim ve durum eylemleriyle; IMP’yi de,
durum eylemleri disinda, edim, tamamlama ve erisme eylemleriyle birinci ve ikinci siniflara oranla daha
fazla kullanacaklardir.

3. Séylem planlari baglaminda dil greniminin erken evrelerindeki &grenenler séylem OP’sinde
hedefte-bitisli eylemleri PC'de; séylem AP’sinde ise hedefte-bitissiz eylemleri IMP’de kullanirlar.
Ogrenenler dil diizeylerinde ilerledikce OP’de PC; AP’de IMP kullanma zorunlugundan kurtulurlar.
Eylemlerin PR’de c¢ekilmesi bu kilinis ve soylem bagimliiginin etkilerinin kirilldiginin gostergesidir. Bu
durumda, daha ileri dil dizeylerinde olmalari beklenen glinci ve dordinci siniflar hedefte-
bitislilik/bitissizlik 6zelliklerinden bagimsiz olarak séylem 6n ve arka planlarinda PR eylemleri birinci ve
ikinci siniflara oranla daha ¢ok kullanacaklardir.

Yontem
Arastirma Modeli

Mevcut calisma kesitsel (étude transversale) bir calismadir. Kesitsel calismalar yabanc dil
o6grenenlerde eylem bicimbilimi incelemelerinin basladigl en erken donemlerden bu yana boylamsal
calismalarla (études longitudinales) birlikte en ¢ok kullanilan arastirma modelidir (Bardovi-Harlig 2000).
Nitekim Avrupa Bilim Vakfi (ESF)'nin, Avrupa’daki gogmen iscilerin ingilizce, Fransizca, Almanca, isvecge,
Felemenkge hedef dillerindeki zamansallik edinimlerini inceledikleri proje, boylamsal ¢alismalar yaninda
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bir dizi kesitsel ¢alismalar da icermektedir (Bhardwaj, Dietrich & Noyau 1988). Alanyazinda, odak
noktasini dilbilgisel zaman, gériinus, kilinis ve sdylem 6zelliklerinin olusturdugu birgok kesitsel ¢alisma
bulunmaktadir (6rnegin, bkz. Harley 1992; Hasbun 1995; Kaplan 1987; Salaberry 1999; Schlyter 1990).

Katilimcilar

Calismaya Cukurova Universitesi Egitim Fakiiltesi Fransiz Dili Egitimi Anabilim Dalinda birinci, ikinci,
liciinct ve dordinci sinifta 6grenim goren 93 6grenci katilmistir. S6z konusu 6grenciler deney grubunda
yer almiglardir. 19-24 yas araliginda olan 6grenciler, lisede segmeli ikinci yabanci dil olarak Almanca ya
da Fransizca dersleri almiglardir. 93 katilimci 6grenciden lisede Fransizca dersi alanlarin sayisi 13, hig
yabanci dil dersi almayan 6grenci sayisi 7, Almanca dersi alanlarin sayisi ise 73’tlir. Kontrol gurubu ise
anadili Fransizca olan 16 Fransiz katihmcidan olusmustur. Hepsi Universite mezunu olan Fransiz
katilimcilardan iki tanesi yirmili, 12 tanesi otuzlu, iki tanesi de kirkli yaslardadir.

Veri Toplama Araglari

Yabanci dil 6gretimi alaninda goriiniis ve kilinis ¢alismalari icin agirlikta iki tir veri toplama araci
tercih edilmektedir. Bunlar, yazili ve s6zlU anlatilar ile tiimce tamamlama testleridir (Bardovi-Harlig &
Reynolds 1995; Bergstrom, 1995; Collins 1997, 1999). Bu galisma veri toplama araci olarak s6zIi anlati
tiriine giren film anlatma teknigini kullanmistir. icerik, arastirmaci tarafindan da bilindigi icin, séz
konusu teknik, arastirmaciya katilimcilarin aktarmaya ¢alistiklari anlati 6gelerini etkili izleme ve bu
ogeleri aktarmadaki basarinin 6grenciler arasinda karsilastirmasini yapabilme olanagi sunmaktadir.
Alanyazinda film anlatma teknigi icin secilen filmlere bakildiginda, tercih edilen film tlrinin agirlikta
sessiz filmler oldugu gorilmektedir (6r. Bhardwaj, Dietrich & Noyau 1988; Chafe 1980;Dietrich, Klein, &
Noyau 1995). Sessiz filmlerin veri toplama araci olarak tercih edilmesinin en 6nemli nedenleri, aksiyon
sahnelerinin ve sahne degisimlerinin oldukg¢a anlasilir olmasidir. Aksiyon sahnelerinin kolay anlasilirlig
kilinis  hipotezi baglaminda katilimcilarca Uretilen eylemlerin isabetli kodlanmasinda; sahne
degisimlerinin kolay anlasiirigi da sdylem hipotezi cercevesinde katilimcilarca belirlenen OP/AP
ayrimlarinin saglikli incelenmesinde avantaj saglar.

Walt Disney yapimi iki ¢izgi sinema mevcut ¢alismada veri toplama araci olarak belirlenmistir. Bunlar,
Charles Dickens’in Gnli romani Christmas Carol’dan 1983 yilinda uyarlanan Bir Noel Sarkisi ve 1994
yapimli Aslan Kral’dir. Her ikisi de yaklasik bir saat sliren bu filmler katilimcilarca bilinen ve bircoklarinca
da daha 6nce izlenen filmlerdir. Her iki filmde de aksiyon sahneleri konusma sahnelerinden baskin bir
bicimde daha fazladir. Bu yoniyle s6z konusu filmlerin sessiz filmlerin yapisina benzer bir yapi sundugu
soylenebilir. Aksiyon sahnelerinin bollugu katiimcilarda kilinis hipotezinin incelenmesi igin gereken
eylem (retme islemini verimli duruma getirecegi distnilmustir. Filmlerde olaylar birbirinden net
bicimde ayrilabilmekte, sahne ve dekor degisimleri de kolaylikla secilebilmektedir. Bu durumun film
anlatma isleminde séylem hipotezi cercevesinde OP ve AP belirlemede katilimcilarin veri Gretimlerini
esenlikli duruma getirecegi diistiniilmustdr.

Verilerin Toplanmasi

Calismanin verileri ders saatleri disinda toplanmistir. Arastirmaci her siniftaki 6grencilerle hem film
izleme hem de film anlatma tarihlerini belirlemek ve program yapmak icin gériismelerde bulunmustur.
Bu gortismelerde katilimcilar ¢alisma ve ¢alismada izlenecek islem basamaklari konusunda
bilgilendirilmislerdir. Fransizca 6grencileri ilk dnce Bir Noel Sarkisi adli filmi, izlemislerdir. Filmi izlenmeye
baslamadan 0Once, arastirmaci film izlendikten sonra yapilacaklarla ilgili bilgilendirmeyi bir kez daha
yapmistir. Zaman darlig1 dolayisiyla filmler her sinifa ayri ayri izletilmistir. Bu durum arastirmacinin film
anlatma islemini film izlendikten hemen sonra gerceklestirmesine engel olmustur. Ogrenciler
anlatimlarini filmi izledikten ortalama bir hafta sonra yapmislardir. Film anlatimlari icin zaman siniri
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konulmamistir. Ancak oOgrencilerin film anlatim sireleri ortalama bir ila bes dakika arasinda
gerceklesmistir. Film anlatimina baslamadan Once 06grencilere bilmedikleri ya da anlamlarini
animsayamadiklari s6zciik ve yapilari sormalari igin birkag¢ dakikalik stire taninmistir. Aslan Kral filmi igin
de ayniislemler s6z konusu olmustur.

Fransiz katihmcilar yalnizca Bir Noel Sarkisi filmini izlemislerdir. Bu durumun iki nedeni vardir.
Birincisi, Fransizca anadili konusurlarinin film anlatimlarinda Fransizca 6grencilerinden ¢ok daha fazla
sayida sOzce Uretmeleridir. Gergekten de iki film icin veri sunan 6grencilerin sozel anlatilarindaki sdzce
sayilar tek film anlatisi sunan Fransiz katilimcilarin sézce sayilarindan énemli 6lglide azdir. ikincisi,
arastirmacinin veri toplama surecinde Fransiz katiimci bulmakta ve bulunanlari galismaya katilmaya ikna
etmekte yasadigl zorluklardir. Arastirmanin yirituldigi dénemde kendilerine ulasilan Fransizlarin
hemen hepsi zaman ile ilgili sorunlar yasamakta olduklarini, dolayisiyla yalnizca bir film igin veri
sunabileceklerini bildirmislerdir.

Verilerin Analizi

Timce tamamlama testleri gibi siki kontrol sunan testlerle karsilastirildiginda, sézel anlati (film
anlatimi), serbest sézce Uretimi saglayan ve katilimcilara kendi metinlerini olusturma olanagi sunan bir
veri toplama aracidir. Katilimcilarin sozel anlatilari ses kayit cihazi araciligiyla kaydedilmis, kaydedilen
veriler gevriyazilarinin yapilmasi igin arastirmacinin kisisel bilgisayarina aktariimistir.

Cevriyazilari tamamlandiktan sonra katiimcilarin sézel anlatilarindaki eylemler, eylem bigimbilimi ve
gorunis-kilinis ulamlari ¢ergevesinde siniflandirilarak kodlanmistir. Gorlinls-kihinis ulamlarini belirlemek
icin Bergstrom (1995) ve Salaberry (1998)'nin kullandiklari testlerden yararlaniimistir. Bunlar étre en
train de testi (Guenthner, Hoepelmann, & Rohrer 1978) ve en X minutes testidir (Dowty 1979;
Guenthner, Hoepelmann, & Rohrer 1978; Nef 1980). Etre en train de testi durum ve erisme eylemlerini
edim ve tamamlama eylemlerinden ayirt etmekte kullanihr. En X minutes testi de tamamlama
eylemlerini tim diger eylem tirlerinden ayirmak igin kullanilir. Katihmcilarca kullanilan tim eylem tirleri
de (durum, edim, tamamlama ve erisme eylemleri) dilbilgisel Gi¢ zaman gergevesinde kodlanmistir: PC,
IMP ve PR. Alanyazinda gorinis ve kilinis calismalari yiriten kimi arastirmacilar (Bardovi-Harlig &
Bergstrom 1996; Bardovi-Harlig & Bofman 1989; Harley & Swain 1978; Kaplan 1987; Trévise 1987)
katilimcilarin drettikleri yanlis eylem bicimlerine karsi olumlu tutum sergilemis ve bunlari degerlendirme
disinda tutmamislardir. Bu tutum mevcut ¢alisma icin de gecerli olmustur. Sozel anlatilar daha sonra
soylem planlari bakimindan alanyazindaki tartismalar 1s1i8inda kodlanmistir (Dry 1981, 1983; Dowty
1986). Boylelikle, anlatida birbiri ardi sira gelen olaylarin aktarilmasini saglayarak anlati olay ¢izgisini
ilerleten 8nermeler OP &nermeleri, bu islevi olmayan tiimceler ise AP 6nermeleri olarak kodlanmustir.

Bulgular

Katilimcilar sozel anlatilarinda dort dilbilgisel zamana basvurmuslardir: PR, PC, IMP ve plus-que-
parfait (PQP). PQP yok denecek kadar az kullanildigi, birinci ve lglnci siniftan birer 6grenci disinda
hicbir katihmci sézel anlatisinda bu zamana basvurmadigl icin inceleme disi tutulmustur. Tablo 1
katiimcilardan film anlatisi yoluyla elde edilen tim eylemleri/eylemli yiiklemleri géstermektedir. Tim
katilimcilarca dretilen toplam eylem sayisi 4913’dir. Sozel anlatilarda, Fransizca 6grencisi katilimcilar
4258, Fransizca anadili konusuru katilimcilar ise 655 eylem kullanmuglardir.

Katilimcilarin dilbilgisel zaman kullanimlari incelendiginde ilk dikkat ¢eken nokta, diger zamanlarla
karsilastinildiginda PR kullaniminin baskinhgidir. Gergekten de Fransizca 6grencileri ve Fransizca anadili
konusurlari film anlatilarinda toplamda 4052 eylemi PR’de kullanmislardir, bu da butincedeki tim
eylemlerin % 82.48'ini olusturmaktadir.
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Tablo 1.
PR, PC, IMP’de Kullanilan Eylemlerin Katilimcilara Gére Dagilimi.

1. Sinif 2. Sinif 3. Sinif 4. Sinif  Fransiz Katilimcilar Toplam

PR % 87.46 89.78 58.60 55.30 92.53 82.48
Siklik (1688) (1159) (453) (146) (606) (4052)
PC % 8.50 7.51 21.74 31.44 3.66 10.91
Siklik (164) (97) (168) (83) (24) (536)
IMP % 4.04 2.71 19.66 13.26 3.81 6.61
Siklik (78) (35) (152) (35) (25) (325)
Toplam % 100.00 100.00 100.00 100.00 100.00 100.00
Siklik (1930) (1291) (773) (264) (655) (4913)

Tablo 1’e yakindan bakildiginda, Gretilen toplam eylemlerin birinci siniflarda % 87.46s1, ikinci
siniflarda, % 89.78'i, Uglincl siniflarda % 58.60’1 ve dordiincl siniflarda % 55.30’u PR’de kullaniimistir.
Kontrol grubundaki Fransiz katilimcilarda ise bu oran % 92.53’tlirr. Ki Kare analizi siniflar arasi GZ
kullanimlarinda anlamli bir fark oldugunu gostermistir (X?6,4251) = 525.15, p = .00). Bu bulgular sozel
anlatilarda PR sec¢imi baglaminda, birinci ve ikinci siniflarin Fransizca anadili konusurlarina tglincl ve
dordinci siniflara oranla daha g¢ok benzedigini ortaya koymaktadir. Bu da, ilk denencede savlanan
durumun aksine, tglnci ve dordiincu siniflarin eylemlerin kilinig 6zelliklerinden birinci ve ikinci siniflara
gore daha ¢ok etkilendiklerini, dolayisiyla, dil diizeylerinin de s6z konusu 6grencilere gére daha disiik
oldugunu gostermektedir.

PR’de kullanilan eylemler kilinis 6zellikleri baglaminda incelendiginde, erisme ve durum eylemlerinin
o6ne ciktigi gorilmektedir. Tablo 2, PR’de kullanilan eylemlerin kilinis tirlerine goére dagihmini
vermektedir.

Tablo 2.
PR’de Kullanilan Eylemlerin Kilinis Siniflarina ve Katilimcilara Gére Dagihmi.
PR 1. Sinif 2. Sinif 3. Sinif 4. Sinif  Fransiz Katimcilar
Durum % 27.80 36.23 48.50 59.50 46.30
Siklik (469) (420) (220) (87) (281)
Edim % 24.30 19.50 13.40 20.50 25.20
Sikhk (409) (226) (61) (30) (153)
Tamamlama % 11.40 7.50 5.50 10.90 3.40
Sikhk (193) (87) (25) (16) (22)
Erisme % 36.50 36.77 32.60 9.10 25.10
Stklik (617) (426) (147) (13) (151)
Toplam % 100.00 100.00 100.00 100.00 100.00
Siklik  (1688) (1159) (453) (146) (606)

Goruldugu gibi, ikinci siniflarda durum eylemlerinin kullanim orani (% 36.23) erisme eylemlerine
yakin olsa da, birinci ve ikinci siniflarda erisme eylemleri diger eylem tiirlerine oranla PR’de daha yiiksek
oranda gerceklesmistir (sirasiyla % 36.50 ve % 36.77). Ucilincii ve dérdiincii siniflarda ise durum
eylemlerinin PR’de gergeklesme oranlari diger eylem tirlerinin oldukg¢a Ustiindedir (sirasiyla % 48.50 ve
% 59.50). Fransiz katilimcilara gelince, onlarin da PR’de durum eylemlerini diger kilinis tiirlerine oranla
daha ¢ok tercih ettikleri gériilmektedir (% 46.30).

PC, Fransizca 6grencileri ve Fransizca anadili konusurlarinin film anlatimlarinda en ¢ok basvurduklari
ikinci dilbilgisel zamandir. S6zel anlatilarda PC’'de tim katilimcilarca Uretilen toplam eylem sayisi 536’dir.
Bu sayi bitiuncedeki eylemlerin % 10.91’ine denk gelmektedir (bkz. Tablo 1). PC kullanimlari katilimcilar
arasi incelendiginde, bu zamani en ¢ok dordinci siniflarin (% 31.44), en az da ikinci siniflarin (% 7.51)
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kullandigi gorilmektedir. Birinci siniflarda bu oran % 8.50, lglnci siniflarda ise % 21.74’tlr. Fransiz
katilimcilar PC kullanimina oldukga az basvurmuslardir (% 3.66).

Andersen (1991) dil 6greniminin erken evrelerindeki 6grenenlerin PC'yi agirlikh olarak oncelikle
erisim eylemleriyle kullandiklarini, dil dizeylerinde ilerledikge sirasiyla tamamlama, edim ve durum
eylemlerine yayginlastirdiklarini soyler. Robison (1993) da PC’nin durum, edim, tamamlama ve erisim
eylemlerinin hepsinde birden kullaniminin ancak dil diizeylerinde ilerledikge olanakh oldugunu belirtir.
Bu kuramsal bilgilerden hareketle, iki numarali denencede dile getirildigi gibi, daha ileri dil diizeylerinde
bulunmalari beklenen giincii ve dérdinci sinif 6grencilerinin birinci ve ikinci sinif 6grencilerine oranla
PC'de erisme eylemleri disinda daha fazla sayida tamamlama, edim ve durum eylemleri Gretmeleri
beklenir. Tablo 3, PC’'de kullanilan eylemlerin kilinis tiirlerine gére dagilimini vermektedir.

Tablo 3.

PC’de Kullanilan Eylemlerin Kilinis Siniflarina ve Katilimcilara Gére Dagihmi.

PC 1. Sinif 2. Sinif 3. Sinif 4. Sinif  Fransiz Katihmcilar

Durum % 4.20 10.20 10.10 4.80 29.10
Sikhik (7) (10) (17) (4) (7)

Edim % 19.50 9.30 17.20 20.40 37.50
Sikhk (32) (9) (29,) (17) (9)

Tamamlama % 14.00 9.30 7.10 3.60 0
Sikhik (23) (9) (12) (3) (0)

Erisme %  62.30 71.20 65.60 71.20 33.40
Sikhk (102) (69) (110) (59) (8)

Toplam % 100.00 100.00 100.00 100.00 100.00
Siklik (164) (97) (168) (83) (24)

PC’de kullanilan eylemler kilinis 6zellikleri bakimindan incelendiginde Fransizca 6grencilerinin sozel
anlatilarinda erisme eylemlerinin baskin oldugu gériilmektedir. Ogrencilerin erisme eylemlerini PC’'de
birbirine yakin oranlarda kullandiklari séylenebilir (ikinci ve dordinci siniflarda % 71.20, birinci siniflarda
% 62.30, lcilincii siniflarda ise % 65.60). Ogrenciler erisme eylemlerini PC'de Fransiz katiimcilardan
yaklasik iki kat fazla kullanmiglardir. Erisme eylemlerini birbirine yakin oranlarda kullansalar da Ki Kare
analizi kullandiklari diger eylemler bakimindan 6grenciler arasinda anlaml bir fark oldugunu ortaya
koymustur (X%9,511) =19.12, p = .02). Ancak, lglnci ve dordiinci siniflarin erisme eylemleri disindaki
eylemleri PC'de birinci ve ikinci siniflardan belirgin olarak daha fazla kullandigini séylemek zordur.
Nitekim durum eylemlerinde ikinci ve Uglinci siniflar (sirasiyla % 10.20 ve % 10.10); edim eylemlerinde
birinci ve dordiinci siniflar (sirasiyla % 19.50 ve % 20.40) birbirine yakin oranda PC kullanmiglar, hatta
birinci ve ikinci siniflar tamamlama eylemlerini Uglinci ve dordincia siniflardan daha fazla
kullanmiglardir. Bu durumda iki no’lu denencede savlanan durumun tiimiyle dogrulanmadig
soylenebilir. Fransiz katilimcilar PC'de durum eylemlerini 6grencilerden yaklasik U¢ kat, edim eylemlerini
de ortalama iki kat fazla kullanmuslardir. Bulgular, 6grencilerde PC kullaniminin tamamlama, edim ve
durum eylemlerine yayildigini gésterse de bu yayginlik Fransiz katilimcilardaki kadar dengeli bir gériiniim
sunmamaktadir. Fransiz katilimcilar PC'de tamamlama eylemlerine hi¢ basvurmamislardir.

IMP dilbilgisel zamanina gelince, Fransizca 6grencileri ve Fransizca anadili konusurlari sozel
anlatilarinda bitincedeki eylemlerin % 6,61'ini olusturan toplamda 325 eylemi bu zamanda
cekimlemislerdir (bkz. Tablo 1). Katilimcilar arasi inceleme, bu zamana en ¢ok Uglinci siniflarin (% 19.66),
en az da ikinci siniflarin (% 2.71) basvurdugunu gostermektedir. Diger Fransizca Ogrencilerine
bakildiginda, doérdinci siniflarin bu zamani birinci siniflardan yaklasik G¢ kat fazla kullandig
gorilmektedir (sirasiyla, % 13.26 ve % 4.04). Kontrol grubundaki Fransiz katihmcilarda ise bu oran %
3.81'dir.
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IMP’de kullanilan eylemler kilinis 6zellikleri bakimindan incelendiginde, durum eylemlerinin kilinis
siniflamasindaki diger eylemlerden daha baskin oldugu gorulmektedir. Tablo 4, IMP’de kullanilan
eylemlerin kilinis tirlerine gére dagihmini vermektedir. ikinci ve dérdiincii siniflarda durum eylemleri
IMP’de kullanilan tiim eylemlerin yaklasik beste liglini (sirasiyla % 60.00 ve % 57.14), birinci ve Uglinci
siniflarda ise yarisindan fazlasini olusturmaktadir (sirasiyla % 51.20 ve % 53.90).

Tablo 4.
IMP’de Kullanilan Eylemlerin Kilinis Siniflarina ve Katilimcilara Gére Dagilimi.
IMP 1. Sinif 2. Sinif 3. Sinif 4. Sinif  Fransiz Katihmcilar
Durum % 5120 60.00 53.90 57.10 72.00
Siklik (40) (21) (82) (20) (18)
Edim % 29.40 28.50 23.60 17.10 24.00
Sikhik (23) (10) (36) (6) (6)
Tamamlama % 7.70 5.70 4.60 11.40 4.00
Siklik (6) (2) (7) (4) (1)
Erisme % 11.70 5.80 17.90 14.40 0
Siklik 9) (2) (27) (5) (0)
Toplam % 100.00 100.00 100.00  100.00 100.00
Siklik (78) (35) (152) (35) (25)

Edim eylemleri, durum eylemlerinden sonra, katilimcilarin sézel anlatilarinda IMP’de en fazla
basvurduklar ikinci dilbilgisel zaman olmustur. Boylece, hedefte-bitissiz eylemler (durum ve edim
eylemleri) Fransizca 6grencisi katilimcilarin IMP’de gekimledikleri eylemlerin beste dordini, Fransiz
katilimcilarda ise beste dortten fazlasini olusturmaktadir. Daha 6nce de sdylendigi gibi, dil 6greniminin
erken evrelerindeki 6grenenler IMP’yi oncelikle durum eylemleri ile kullanirlar sonra sirasiyla edim,
tamamlama ve erisim eylemlerine yayginlastirirlar. Bu kuramsal bilgiden hareketle, iki numarali
denencede dile getirildigi tGzere, daha ileri dil diizeylerinde bulunmalari beklenen Gglincli ve dordiinci
sinif 6grencilerinin birinci ve ikinci sinif 6grencilerine oranla IMP’de durum eylemleri disinda daha fazla
sayida edim, tamamlama ve erisme eylemleri Giretmeleri beklenir. Ancak Ki Kare analizi sonuglari edim,
tamamlama ve erisme eylemleri kullanimlari bakimindan katiimcilar arasinda anlamh bir fark
bulunmadigini géstermektedir ( X%Q‘ZQO) =8.06, p =.53).

Fransizca Ogrencileri ile Fransizca anadili konusurlarinin sozel anlatilarindaki dilbilgisel zaman,
goriints ve kihnis ozelliklerinden sonra takip eden boélimde sdylem o6zellikleri incelemek amaciyla
¢Oozlimlenmistir.

Tablo 5, katiimcilarin sézel anlatilarindaki eylemlerin séylem planlarina (OP/AP) gére dagilimlarini
vermektedir. Goriildigi gibi, tim katilimcilar, AP’”de OP’den daha fazla sayida eylem kullanmislardir.
Fransizca Ogrencisi katiimcilar sézel anlatilarinda Grettikleri eylemlerin ortalama beste lgilini AP’de
kullanmislardir. Bu oran Fransiz katilimcilarda ise beste dortten fazladir (% 84.70).

Tablo 5.
Séylem Planlarinin Katimcilara Gére Dagilimi.

1. Sinif 2. Sinif 3. Sinif 4. Sinif  Fransiz Katiimcilar

On plan % 43.80 44.80 40.40  39.40 15.30
Siklik  (846) (578) (314)  (104) (100)
Arka plan %  56.20 55.20 59.60  60.60 84.70
Siklik  (1085) (713) (462)  (160) (555)
Toplam % 100.00  100.00  100.00  100.00 100.00
Siklik  (1931) (1291) (776)  (264) (655)
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Soylem planlarina dilbilgisel zaman iliskileri baglaminda bakildiginda ise yine baskin olarak PR
kullanimi ile karsilagilmaktadir. Katihmcilar PR eylemleri OP ve AP’deki olaylari birbirlerinden ayirt etmek
amaciyla kullanmiglardir. Asagida bununla ilgili bir 6rnek yer almaktadir (6).

6.
op AP

[1] lls sont dans un lieu dangereux comme
un caverne.
[2] Ici, il y @ un piege pour eux.

[3] Soudain, trois hyénes sortent,

[4] Simba et Nala courent

[5] mais des hyénes saisissent Zazou.

[6] Puis Zazou fuit,

[7] puis pere de Simba vient

[8] et les sauve (S2K18)

Tablo 6, OP ve AP’de PR’de kullanilan eylemlerin katimcilara gére dagilimini vermektedir.

Tablo 6.
PR’de Kullanilan Eylemlerin S6ylem Planlarina ve Katiimcilara Gére Dagilimi.
PR 1. Sinif 2. Sinif 3.Smif  4.Sinif  Fransiz Katilimcilar
On plan % 42.70 44.60 37.50 22.80 17.20
Siklik (720) (519) (169) (33) (104)
Arka plan % 57.30 55.40 62.50 77.20 82.80
Siklik (968) (644) (282) (112) (501)
Toplam % 100.00 100.00 100.00 100.00 100.00
Siklik (1688) (1163) (451) (145) (605)

Goruldugu Gzere, tim katilimcilar AP’de daha fazla PR eylemleri kullanmislardir. Birinci ve ikinci
siniflarda bu oran Uretilen eylemlerin yarisindan fazla iken (sirasiyla % 57.30 ve % 55.40) lglncl ve
dordunci siniflarda tgte ikisi kadardir (sirasiyla % 62.50 ve % 77.20). Fransiz katihmcilar da PR eylemlerin
dortte Gglint AP’de kullanmislardir (% 82.80). Bu veriler tiim siniflarin, 6zellikle de dérdiincii ve Gglincu
siniflarin AP’de ylksek oranda PR eylem kullanmalari bakimindan Fransizca anadili konusurlarina
benzediklerini géstermektedir. Ki Kare analizi PR kullanimi baglaminda OP ve AP’de katilimcilar arasinda
anlamli bir fark oldugunu ( xf3‘3443) = 29.41, p = .00) ortaya koymustur. U¢ no’lu denence, Uglincii ve
dérdiinct siniflarin hedefte-bitislilik/bitissizlik 6zelliklerinden bagimsiz olarak sdylem OP ve AP’sinde PR
eylemleri birinci ve ikinci siniflara oranla daha ¢ok kullanacaklarini 6ngérmiistii. S6z konusu denence
AP’de PR kullanimi agisindan dogrulansa da OP’de PR kullanimi bakimindan dogrulanmamaktadir. Zira
birinci ve ikinci siniflar (sirasiyla % 42.70 ve % 44.60) OP’de iigiincii ve dérdiincii siniflardan (sirasiyla %
37.50 ve % 22.80) daha fazla sayida PR’li 6nerme tretmislerdir.

Séylem 6n ve arka planlari PC eylemler bakimindan incelendiginde, bu kez OP’nin AP’ye gére daha
fazla PC’de kullanilan eylem barindirdigi gériilmektedir. Tablo 7, OP ve AP’de PC kullanilan eylemlerin
katilimcilara gore dagilimini vermektedir.

Gorildugi gibi, birinci ve ikinci siniflar OP’de kullandiklari eylemlerin yaklasik Gigte ikisini (sirasiyla %
67.10 ve % 57.90), Uglincl ve dérdiinci siniflar ise Ggte ikisinden fazlasini PC'de kullanmislardir (sirasiyla
% 70.90 ve % 75.00). Fransiz katilimcilar ise, Fransizca 6grencilerinin aksine, OP’de degil AP’de ¢ok baskin
bicimde PC kullanmislardir (% 91.70). Katilimcilar arasi OP ve AP’de PC kullanimi farklilik gdsterse de Ki
Kare analizi bu farkhhklarin anlamh olmadigini isaret etmektedir. ( X?3,51o) =7.02, p =.07).
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Tablo 7.
PC’de Kullanilan Eylemlerin Séylem Planlarina ve Katilimcilara Gére Dagilimi.
PC 1. Sinif 2. Sinif 3. Sinif 4. Sinif  Fransiz Katilimcilar
On plan % 67.10 57.90 7090 75.00 8.30
Siklik (112) (55) (119) (63) (2)
Arka plan % 32.90 42.10 29.10 25.00 91.70
Sikhk (55) (40) (49) (21) (22)
Toplam % 100.00 100.00 100.00 100.00 100.00
Siklik (167) (95) (168) (84) (24)

Sozel anlatilar, séylem planlari ve IMP baglaminda ele alindiginda, tiim katilimcilarin AP’de IMP
eylemleri baskin olarak kullandiklari gézlenmektedir. Gergekten de Tablo 8'de de gorilebilecegi gibi,
Fransizca O0grencileri AP’de yer alan eylemlerin ortalama beste dordind, Fransiz katilimcilar ise beste
dérdiinden fazlasini IMP’de kullanmislardir. Ki Kare analizi OP ve AP’de IMP kullanimi bakimindan
katihmcilar arasinda anlamli bir fark géstermese de ( Xf&zgs) = .92, p = .82) IMP eylemlerin AP’deki
baskinligi cercevesinde, Fransizca 6grencilerinin Fransizca anadili konusurlarina benzedikleri sdylenebilir.

Tablo 8.
IMP’de Kullanilan Eylemlerin S6ylem Planlarina ve Katilimcilara Gére Dagihmi.
IMP 1.Sinif 2. Sinif 3. Sinif 4. Sinif Fransiz Katihmcilar
On plan % 19.20 15.10 17.00 22.80 7.70
Sikhik (15) (5) (26) (8) (2)
Arka plan %  80.80 84.90 83.00 77.80 92.30
Siklik (63) (28) (127) (27) (24)
Toplam % 100.00 100.00 100.00 100.00 100.00
Sikhk (78) (33) (153) (35) (26)

Sonraki bélimde, katilimcilarin kullandiklari eylemlerin kilinis 6zellikleri ve (irettikleri s6zel anlatilarin
soylem yapilarinin dilbilgisel zaman sec¢imlerine etkileri konusunda bulgular sunulmustur. Bulgularla bu
sorunun yanitinin ayrintili sunumuna gegmeden 6nce, ¢alismaya konu olan iki hipotezin, kilinig ve sdylem
hipotezlerinin, dilbilgisel zaman segimi konusundaki savlarini animsayalim.

Kilinis hipotezi yabanci dil 6grenenlerin, dil 6greniminin erken evrelerinde, eylemlerin kilinig
ozelliklerinin etkilerine agik olduklarini, dilbilgisel zaman segimlerinde de bu 6zelliklerin belirleyici
oldugunu savunmaktadir. Buna gore, sdz konusu 6grenenler anlatilarinda hedefte-bitisli eylemleri PC'de,
hedefte-bitissiz eylemleri de IMP’de kullanacaklardir. Séylem hipotezi ise dil 6greniminin erken
evrelerinde bulunan yabanci dil 6grenenlerin dilbilgisel zaman secimlerinde séylem yapilarinin belirleyici
oldugunu 6ne siirmektedir. Bdylece, séz konusu dgrenenler séylem OP’sinde hedefte-bitisli eylemleri
PC'de; soylem AP’sinde de hedefte-bitissiz eylemleri IMP’de kullanacaklardir. Ayrica, her iki hipotez de
ogrenenler dil dizeylerinde ilerledikge sdylem yapilarinin ve eylemlerin kilinis 6zelliklerinin dilbilgisel
zamani belirlemedeki etkilerinin azalacagini séylemektedir.

Calismada elde edilen bulgulara kilinis ve séylem hipotezleri ¢cercevesinde bakildiginda, yine ilk dikkat
ceken sey katilimcilarin sézel anlatilarini blylik oranda PR ile yapilandirdiklaridir. Tablo 9 katilimcilarin
sdzel anlatilarindaki eylemlerin OP ve AP’de genis zaman ve gecmis zaman olarak dagilimlarini
vermektedir. Gorildigi lizere, eylemlerin % 82.44'i genis zamanda, % 17.56’de gec¢mis zamanda
kullaniimigtir. Sézel anlatilarin ¢ok biliylik oranda PR ile yapilandiriimis olmasi katilimcilarin dilbilgisel
zaman secimlerinde sdylem vyapilarinin ve eylemlerin kilinis 6zelliklerinin  etkili olmadigini
gostermektedir.
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Tablo 9.
Genis Zaman ve ge¢mis Zamanda Séylem Planlarinin Dagilimi.
Genig Zaman Gegmis Zaman
On plan % 31.44 On plan 8.28
Siklik  (1545) (407)
Arka plan % 51.00 Arka plan 9.28
Sikhk  (2507) (456)
Toplam % 82.44 Toplam 17.56
Sikhik  (4052) (863)

Tartisma, Sonug ve Oneriler

Bu calismanin amaci Fransizca 6grenen Tirk 6grencilerin ve Fransizca anadil konusurlarinin soézel
anlatilarindaki dilbilgisel zaman, gorlnus, kilinis ve sdylem 6zelliklerini karsilastirmali olarak incelemek
ve katilimcilardaki eylem bicimbiliminin eylemlerin ickin anlam o6zelliklerinden ve séylem yapisindan
etkilenip etkilenmediklerini arastirmaktir.

Arastirma Sorusu 1

Sézel anlatilarindaki zaman, gériiniis ve kilinis 6zellikleri bakimindan Fransizca &grencileri ile
Fransizca anadili konusurlari ne élgiide birbirlerine benzemektedirler?

Katihmcilar s6zel anlatilarindaki zaman-goriiniissel 6zellikleri bakimindan (kilinis hipotezi)
karsilastirildiginda, hem Fransiz katilimcilarin hem de Fransizca 6grencilerinin s6zel anlatilarini ¢ok
yiiksek oranda PR kullanarak yapilandirdiklari goriilmistir. Tirkce esdegeri hem simdiki zaman hem de
genis zaman olarak karsilanan PR, Fransiz dilbilgisel zaman dizgesinin temelini olusturmaktadir. PR, yine
Tirkcede oldugu gibi, gecmis zaman ve gelecek zaman bildirme 6zelligine de sahiptir. PR, asagidaki
ornekte (7) ge¢cmis zaman bildirmektedir:

7. Hier, je vais chez lui, sa meére veut que j’entre (Maingueneau, 1991, 65)

Bu tur sozcelerde zaman bilgisini agirlikta zaman belirtegleri tasimaktadir. Ancak, baglam hem
konusucu hem de dinleyici tarafindan bilindiginde PR, zaman belirtecleri olmaksizin da ge¢mis zaman
anlatimi igin kullanilabilmektedir. Bu g¢alismada da katilimcilar izledikleri filmlerdeki ge¢gmis zamanla
anlatilmasi beklenen olaylari s6zel anlatilarinda gegmis zaman belirteci kullanmadan -ya da yalnizca
zamanin ilerleyisini gosterebilmek bakimindan un jour (glnlerden bir giin); un matin (bir sabah) gibi
belirteglere basvurarak- PR ile aktarmislardir. Asagida bu durumla ilgili 6rnekler, (8), (9), yer almaktadir:

8. Et un jour, il quitte euh ..cet endroit.... euh..Aprés cela, euh...deux animaux le trouvent (S3K5)
9. Mais ..Simbat euh..se sent euh..coupable et ..s’enfuit ..il s’enfuit (S4K5)

Alanyazindaki ¢alismalar incelendiginde, bazi arastirmacilarin PR’de kullanilan eylemleri ¢alismalarina
dahil ettigi, diger baska arastirmacilarin ise yalnizca gecmis zamanlara odaklandiklari gorilmektedir.
Hasbun (1995) siki kontrol uyguladigi calismasinda katilimci grubu 6grencilerinden anlatilarina habia una
vez (bir varmis bir yokmus- ispanyolcada anlatilamaya ge¢cmis zamanda baslamak icin kullanilan formiil.
Fransizca esdegeri: il était une fois) ile baslamalarini istemistir. Benzer bicimde, Bergstrom (1995) de
Fransizca 6grencisi olan katilimcilarina anlatilarini gegmis zamanda yapilandirmalarini saglayacak yazil
bir kontrol timcesi vermistir. Siki kontrol uygulanmayan desenlere Robison (1995) ile Bada ve Geng
(2007)’in galismalari 6rnek gosterilebilir. Bu arastirmacilar veri toplama sireglerinde katilimcilarina
anlatilarini hangi dilbilgisel zaman ile aktarmalari gerektigi konusunda bir yonerge sunmamislardir. Veri
toplama asamasinda katilimcilara, anlatilarinda yalnizca PC ve IMP kullanma yoénergelerinin verildigi siki
kontrolli ¢alismalar s6z konusu ise PR’li eylemler ya hig¢ kullanilmamakta ya da sayilari diismektedir.
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Boylesi kontroller olmadiginda ya da siki bir kontrol uygulanmadiginda ise PR’de ¢ekilen eylemlerin sayisi
artmaktadir. Mevcut ¢alismada PR ile gekimlenen eylemlerin sayica bollugu veri toplamada siki kontrolli
yonerge uygulanmamis olmasi ile agiklanabilir.

Sozel anlatilarda PR tercihi yogunlugu bakimindan birinci ve ikinci siniflar Fransizca anadil
konusurlarina daha ¢ok benzemis, lGglincii ve dérdinci siniflarda kilinis bagimhhgi daha yiksek ¢ikmistir.
Ugilincii ve dérdiinci siniflarin durum eylemlerini PR’de kullanim oranlariyla Fransiz katilimcilara
yaklasmalari ilk bakista bu durumla celisiyor gibi gériinse de veriler daha yakindan incelendiginde Fransiz
katilimcilarda PR’li durum eylemlerinin fazlaliginin onlarin sézel anlatilarinda takdim ifadesi (présentatif)
olan c’est kalibina sik¢a basvurmalarindan, kaynaklandigi anlagiimaktadir. Gergekten de s6z konusu
katimcilarca uretilen durum eylemlerinin biiyik g¢ogunlugu bu takdim ifadesinde yer alan étre
eyleminden olusmaktadir. Uglincii ve dérdiincii siniflarda durum eylemlerinin ¢oklugu takdim ifadesi
olan c’est kalibi kullanimi ile ilgili degildir. Etre eyleminin bu baglamda kullanimi bazi arastirmacilar
tarafindan sozciksel gorinis olarak kabul edilmemis (non-lexical) ve ¢oziimleme disi birakilmistir
(6rnegin Bardovi-Harlig 1998). Mevcut calismada ise Uretilen sozcelerin dogal gériintimlerini elde etmek
ve Fransizca Ogrencileri ile Fransizca anadili konusurlarini birbirleriyle battnlikla karsilastirabilmek
amaciyla étre eyleminin takdim ifadesi de dahil olmak lzere tim kullanimlari ¢dziimlenmistir. Asagida
étre eyleminin takdim ifadesi olarak kullaniminin bir 6rnegi (10) yer almaktadir:

10. C’est pas affreux c’est plutét euh ....c’est plus affreux que sympathique je trouve, c’est assez ...

assez triste comme endroit -la maison d’Ebenezer Scrooge, Picsou en frangais (FK 1)**

PR alanyazindaki bazi arastirmacilarca yalin dilbilgisel zaman olarak kabul gérmustir. Kaplan (1987)
Fransizca &grencilerinin IMP’yi edinmeden &nce IMP yerine PR’yi kullandiklarini saptamustir. ingilizce
ogrencilerinin (Bardovi-Harlig & Reynolds 1995; Robison 1995) ve Danca 6grencilerinin (Housen 1993,
1994) PR’yi durum eylemleri ile kullandiklari bulgulanmistir. Alanyazindaki kimi arastirmalar PR’nin
durum eylemlerini olay eylemlerinden ayirt etmek igin kullanildigini aktarmaktadir. Bu baglamda, Kaplan
(1987) Fransizcayi yabanci dil olarak 6grenen 6grencilerin olaylari (événements; edim, tamamlama,
erisme eylemleri) aktarmak icin PC; olay-olmayanlari (non-événements; durum eylemleri) aktarmak igin
de PR kullandiklarini belirtmistir. Mevcut ¢alismanin bulgulari katilimci Fransizca 6grencilerinin PR’yi
durum eylemlerini olay eylemlerinden ayirt etmek i¢in kullanmadiklarini ortaya koymustur.

PC, Fransizca 6grencileri tarafindan en c¢ok erisme eylemleriyle iliskilendirilmis ve tim siniflarca
benzer oranda kullaniimistir. Fransiz katilimcilar PC'de tamamlama eylemlerine hi¢ basvurmamislardir.
Tamamlama eylemlerinin azhgi Fan (2005)’in ¢alismasinda da dikkat ¢eken bir konudur ancak arastirmaci
bu durumun nedenine deginmemistir. Mevcut ¢alismadaki tamamlama eylemleri azliginin ise sozel
anlatilara dayanak olusturan filmlerde bu eylem tiriini gerektiren durumlarin azligi ile agiklanabilecegini
disiinmekteyiz.

IMP, Fransizca Ogrencilerince en ¢ok durum eylemleriyle iliskilendirilmis ve tim siniflarca yakin
oranda kullanilmistir. Fransiz katilimcilar IMP’yi durum eylemleriyle ¢ok daha yiliksek oranda
kullanmisglardir. Bu durumun nedeni c’est takdim ifadesinin ve IMP ¢ekimli bicimi c’était’nin Fransizca
anadil konusurlarinca anlatilarda ¢ok kullaniimasidir.

Arastirma Sorusu 2

Fransizca égrencileri ile Fransizca anadili konusurlarinin sézel anlatilarindaki séylem yapilari (OP/AP)
dilbilgisel zaman baglaminda birbirlerine ne 6i¢iide benzemektedirler?

" EK1 (Fransiz Katilimei 1): Blttincedeki Fransizca anadili konusuru olan 1. no'lu katilimci
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Katihmcilar sézel anlatilarindaki eylem bicimbilimi ve séylem yapisi iliskileri bakimindan (sdylem
hipotezi) karsilastirildiginda, hem Fransiz katiimcilarin hem de Fransizca égrencilerinin séylem OP ve
AP’lerini cok yiiksek oranda PR kullanarak yapilandirdiklari ve tim katiimcilarin séylem AP’sinde daha
¢ok eylem urettikleri gériilmustir. S6ylem yapilari baglaminda PC, Fransizca 6grencileri tarafindan en
cok séylem OP’sinde yeglenmis ve tiim siniflarca benzer oranlarda kullanilmistir.

Arastirma Sorusu 3

Eylemlerin kilinis ézellikleri ve sézel anlati yapilari Fransizca 6dgrencileri ile Fransizca anadili
konusurlarinin sézel anlatilarindaki dilbilgisel zaman segimlerini ne éi¢tide etkilemektedir?

Katihmcilar s6zel anlatilarindaki zaman-goriinissel 6zellikler diizleminde (kilinis hipotezi)
karsilastirildiginda, Fransiz katilimcilarin da Fransizca 6grencilerinin de sézel anlatilarinin g¢ok yiiksek
oranda PR kullanilarak yapilandirildiklari bulgulanmistir.

Fan (2005), Fransizcadaki bitmislik/bitmemislik goriinisi ayriminin (aspect perfectif/imperfectif)
eylemler PR ile ¢ekimlendiklerinde ortadan kalktigini belirtmektedir. Diger bir deyisle, her ne kadar
gecmis zaman bildirme 6zelligine sahip olsa da, eylemler PR ile cekimlendiginde, Fransizcadaki bitmislik
gorlintsli gegmis zaman (PC) ve bitmemislik goriinisli gegmis zaman (IMP) ayriminin izini siirmek
olanakli degildir. Yani, katilimci 6grencilerin sézel anlatilarinda dilbilgisel zaman olarak PR tercih etme
yogunluklari ile dilbilgisel zaman segimlerinde eylemlerin igkin anlam &zelliklerinin etkisi altinda
bulunmalari arasinda ters oranti vardir. Bu ayrimin ortadan kalkmasinin, eylemlerin dilbilgisel zamanini
belirlemede kilinis 6zelliklerinin etkisinin kalmadig anlamina geldigini dislinmekteyiz. Maingueneau
(1991)’'ya gore PR kilinigssal anlamda sinirlayici bir dilbilgisel zaman degildir. PR’deki bu sinirlanmama
durumu bize gore vyine eylemlerin kilinis 06zelliklerinden kaynaklanan etkilerini vyitirdiklerini
gostermektedir.

PC, Fransizca 6grencileri tarafindan en ¢ok erisme eylemleriyle iliskilendirilmis ve tim siniflarca yakin
oranlarda dretilmistir. Bu durum kilinigsal etkinin strdigi goérinimi verse de PC’'nin oOteki eylem
tirlerine, 6zellikle edim ve durum eylemlerine yayilmis olmasi bu etkinin ancak diisiik diizeyde devam
ettigini gostermistir. Fransiz katilimcilarda bu dagilm daha dengelidir, bu da onlarin kilinis etkilerine
kapaliliklarinin gostergesidir.

IMP, Fransizca 6grencilerince en ¢ok durum eylemleriyle baglantilanmis ve tim siniflarca birbirlerine
yakin oranlarda kullanilmistir. Fransiz katiimcilarda IMP durum eylemleriyle ¢ok daha yilksek oranda
kullanilmigtir. Fransizca 6grencilerinin IMP’yi en ¢ok durum eylemleriyle kullanmalari kilinis etkisinin
devam ettigini disindirse de IMP’nin diger eylem tiirlerine, 6zellikle erisim eylemlerine yayilmis olmasi
bu etkinin ancak diisiik diizeyde sirdiglini ortaya koymustur.

Séylem planlarindaki eylemlerin agirlikta PR ile ¢ekimlenmis olmalarinin Fransizca 6grencilerinin
eylemlerin dilbilgisel zamanini belirlemede soylem 0&zelliklerinin etkisi altinda kalmadigi ve eylem
secimlerinde soyleme bagimhliktan kurtulmaya basladiklari  biciminde yorumlanabilecegini
diistinmekteyiz. Bu yorum, Avrupa Bilim Vakfi (ESF)'nin projesinde gé¢cmen iscilerde ulasilan bulgulara da
uygundur. Zira bu projede eylem bicimbilimi ne olursa olsun katiimcilarin OP’yi AP’den
ayrimlayabildikleri bulgulanmistir (Bhardwaj, Dietrich & Noyau 1988). Benzer bigcimde, Véronique (1987)
de Fransizcayi ikinci dil olarak edinen Afrikali iscilerin aradillerindeki eylem bigimbiliminin OP ve AP’den
bagimsiz olarak belirlendigi sonucuna ulagsmistir.

Fransizca dgrencileri sdylem OP’sinde en ¢ok PC dilbilgisel zamanini kullanmayi se¢cmis ve OP’de PC'li
onermeleri birbirlerine yakin oranlarda (iretmislerdir. Bu durum, soylem hipotezinin savlari
dogrultusunda, eylem sec¢imlerinde sdylem planlari etkisinin var oldugu izlenimi vermektedir. Ancak,
OP’de PC kullaniminin fazlaliginin séylem planlarinin etkisinden daha ¢ok, dil kullanim yanlislarini en aza
indirmek ve kontrolli olmak isteyen 6grencilerin anlatilarinda betimsel serimlemelerden kaginmalari ve
anlatida ilerlemeyi saglayan sozceleri, kolaj yapar gibi arka arkaya siralamalarindan kaynaklandigini
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disinmekteyiz. Fransiz katilimcilar PC'yi ¢ok ylksek oranda soylem arka planinda kullanmayi
yeglemislerdir. Fransiz katilimcilarin anlatilarini sonuca vardirmada aceleci davranmadiklari, anlati
zamaninda ilerleme saglayan sozceler kullanmak yerine betimsel serimlemeleri 6nemsedikleri, bu
baglamda da, yukarida sozu edilen, c’était takdim ifadesini oldukga fazla kullandiklari gézlemlenmistir.

Mevcut calismanin verileri Fransizca 6grencilerinin (niversite 6grenimlerinin sonuna yaklastik¢a
eylemlerin ickin anlam 6zellikleri ve séylem yapilarinin etkilerine daha agik duruma geldiklerini ortaya
koymustur. Bu durum, oOgrencilerin Gst siniflara yikseldikge, ters orantili olarak, dil dizeylerinin
distligune isaret eder. Dogrudan Fransizcanin 6gretimini hedef alan ders sayisinin birinci siniftan
itibaren giderek azalmasi, 6zellikle dordiinct sinifta bu tir derslerin yok denecek kadar az olmasi, Ust
siniflardaki 6grencilerin dil diizeylerindeki bu gerilemenin olasi nedenlerinden birisi olarak gosterilebilir.
Ogrencilerin dersler disinda Fransizcay! kullanma ortam ve olanaklarindan yoksun bulunmalari da not
edilmesi gereken onemli bir durumdur. Bir yil hazirhk egitiminden gegseler de ylksekégrenimini
Fransizca 6gretmenliginde yapmayi secen Ogrencilerin neredeyse sifir Fransizca bilgisi ile bolime
basladiklari géz onlinde bulundurularak Fransizca 6gretmenligi lisans programini her sinifta dogrudan
Fransizca ile ilintili dersler bulunacak sekilde yeniden yapilandirmak sorunun ¢6ziimine katkida
bulunacaktir.

Ust siniflardaki 6grencilerin dil diizeylerindeki gerilemenin olasi nedenlerinden bir baskasi da 6zellikle
Uglincu ve dordunci siniftaki 6grencilerin mesleki gelecek kaygilarini daha yogun hissederek dil 6grenimi
ve 6gretimi konusundaki cosku ve heveslerini giderek yitirmeleridir. Gergekten de son yillarda Fransizca
o6gretmeni atamasi neredeyse hi¢ yapilmamakta, bu da 6grencilerin mesleki geleceklerinde belirsizlikler
yaratmaktadir. Bu bakimdan, o6zellikle ortadgretimde ikinci yabanci dil cesitliligini desteklemek adina
Fransizca derslerinin sayisi ve buna bagl olarak atamalarda Fransizca 6gretmeni sayisinin artirilmasi st
siniflardaki mustakbel Fransizca 6§retmenlerinin cosku ve istekliliklerini ylikseltecektir.

Bu calisma Fransizca 6gretmenligi lisans programinin birinci, ikinci, Gglnci ve dordiinci siniflarinda
okuyan oOgrencilerle gergeklestirilmis, verilerin toplanmasi sirasinda yeterli dil diizeyinde olmadiklari
dislncesiyle hazirlik sinif 6grencileri bitiinceye dahil edilmemistir. Mevcut ¢alismanin sonuglariyla
ulasilan, st siniflara ilerledikge Ogrencilerdeki dil dizeyinin gerilemesi olgusunun daha saghkli
sorgulanmasi adina, kilinis ve séylem hipotezlerinin Tlrkge konusuru Fransizca 6grencileri biinyesinde
test edilmesine yonelik gelecekte yapilacak bir calismanin hazirhk egitimlerinin sonuna yaklasan
ogrencileri de kapsamasi s6z konusu olgunun batinlikli degerlendirilmesi bakimindan yerinde olacaktir.

Mevcut calismanin verileri katilimcilardan s6zlii film anlatimi yoluyla elde edilmistir. ileride yapilacak
baska calismalarin hem sézIi hem yazili film anlatimini veri toplama araci olarak birlikte kullanmasi
Ogrenci anlatilarindaki eylemlerin kilinigsal ve sdylemsel 6zelliklerine daha bitlinsel bir bakis olanagi
sunacaktir.

Calismanin verileri toplanirken siki kontrol sunan testler kullanilmamis, bu da eylem bigcimbilimi
bakimindan katilimcilara sézel anlatilarini daha 6zir yapilandirmalari olanagini vermistir. Kilinis ve
soylem hipotezlerinin dil dizeyleri ile kilinissal-séylemsel etki savlarini daha net gérebilmek bakimindan,
gelecekte, siki kontrol sunan testlerin de dahil edilecegi karma nitelikli bir calisma tasarlanmasi isabetli
olacaktir.

Bilgilendirme

Bu makale Cukurova Universitesi Fransiz Dili Egitimi Anabilim Dal’nda tamamladigim “Etude des
caractéristiques temporo-aspectuelles et discursive fonctionnelles dans les récits oraux des locuteurs
natifs et non natifs du francais” (Anadili Fransizca olanlarla yabanci dili Fransizca olanlarin sozel
anlatilarindaki dilbilgisel zaman, kilinis, goriinis ve séylem yapilarinin incelenmesi ) baslikli doktora
tezimin hafifce gbzden gecirilmis bigimidir.
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Introduction

Socio-scientific issues refer to social dilemmas and debates which emerge in parallel with the
advancements in science and technology and convey ethical and moral meanings at the core (Sadler &
Zeidler, 2005a). Having a scientific base, delineating controversial issues, and containing political and
social dimensions are considered as some of the characteristics of socio-scientific issues (Sadler &
Zeidler, 2005b). Controversial issues such as nuclear power plants, global warming, alternative energy,
cloning, and genetically modified organisms are considered within the context of socio-scientific issues
(Sadler, 2004). As decision-making regarding socio-scientific issues which reflect real-life problems has
gained increasing importance (Ratcliffe & Grace, 2003), much attention has been paid to understanding
this decision-making process in science classrooms, too. One of the significant outcomes of science
education in schools is to stimulate the required understanding and ability in students regarding
decision-making about socio-scientific issues (Dawson & Venville, 2010). Accordingly, science education
environments also emphasize that the ability to make decisions about socio-scientific issues is an
integral part of scientific literacy (American Association for the Advancement of Science [AAAS], 1990;
Sadler, 2004). The decision-making process about socio-scientific issues involves the formulation of
arguments and critical thinking (Kolst@, 2004). An argument is regarded as a product created as a result
of justifying claims and views, and the process of developing arguments is defined as argumentation
(Kuhn & Udell, 2003). Argumentation is identified as the process of making claims about an issue, and
backing, criticizing them (Osborne, Collins, Ratcliffe, Miller, & Duschl, 2003). The need for conducting
educational studies regarding the promotion of argumentation skills has increased in the last two
decades (Rapanta, Garcia-Mila, & Gilabert, 2013). The idea to emphasize argumentation in science
education has gained an impetus over the recent years (Kolstg et al., 2006), and for this reason, a
myriad of research has focused on the importance of argumentation for science education. Some
researchers believe that argumentation must play a central role in science education (Driver, Newton, &
Osborne, 2000; Duschl & Osborne, 2002; Newton, Driver, & Osborne, 1999). The benefits of
argumentation for science classrooms are counted as supporting the development of critical thinking
ability and scientific literacy, understanding the epistemology of scientific knowledge, improving
scientific reading and writing, comprehending the difference between observation and theory,
understanding the effect of individual and social values in the decision-making process and evaluating
evidence from different aspects (Driver et al., 2000; Jimenez-Aleixandre & Erduran, 2007). Therefore,
argumentation can be viewed as being critical in decision-making refined from value judgments.

Social and cultural values, epistemological beliefs, and religious and moral values affect the decision-
making process pertaining to socio-scientific issues as well (Liu, Lin, & Tsai, 2010; Sadler, Chambers, &
Zeidler, 2004; Simonneaux, 2007; Zeidler, Walker, Ackett, & Simmons, 2002). Students face challenges in
constituting their arguments in this process, which is also affected by the debates in the media and
society (Simonneaux, 2007). It can be possible for students to make right decisions by actively
participating in the decision-making and discussion process about socio-scientific issues by means of
developing their argumentation skills about socio-scientific issues (Lin & Mintzes, 2010). Therefore,
socio-scientific skills are considered as an important pathway to make scientifically-based decisions by
evaluating the accuracy of the evidence about socio-scientific issues (Dawson & Venville, 2010; Newton
et al., 1999). This makes it important to conduct research on argumentation skills regarding socio-
scientific issues. Related literature underscores the significance of argumentation skills about socio-
scientific issues, that is, socio-scientific argumentation skills. Yet, various studies have been carried out
to contribute to the development of socio-scientific argumentation skills. For example, Sadler and
Donelly (2006) examined the effect of content knowledge and moral thinking on the quality of socio-
scientific arguments in their study. Christenson, Rundgren and Hoglund (2012) investigated middle
school students’ informal argumentations about socio-scientific issues in terms of justifications and the
use of scientific knowledge. Furthermore, Sadler and Fowler (2006) searched how content knowledge is
used in the socio-scientific argumentation process. In their research on stem cells, Molinatti, Girault and
Hammond (2010) analyzed secondary school students’ argumentation and decision-making skills
pertaining to socio-scientific issues. Lin and Mintezs (2010) investigated the development of
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argumentation skills about socio-scientific issues in terms of achievement levels in their study conducted
on 6th-grade students by offering individualized instruction. Dawson and Venville (2010) conducted
research on instructional strategies in order to develop students’ argumentation skills with regard to
socio-scientific issues in genetics courses at secondary schools. In a similar vein, Osborne, Erduran and
Simon (2004) focused on designing and evaluating the learning environment which supports the
development of argumentation skills. In the study conducted by Deveci (2009), the effect of the
argumentation-based instructional method on socio-scientific argumentation, knowledge levels, and
cognitive thinking skills was examined. Soysal (2012) investigated the effect of the content knowledge
level on the quality of socio-scientific argumentation. Demircioglu and Ugar (2014) explored prospective
teachers’ written arguments about socio-scientific issues in terms of reasoning style, Toulmin’s model of
argumentation and argument levels. In her action research study, Oztiirk (2013) focused on the
development of argumentation skills via socio-scientific issues. When these studies are considered, it
can be seen that revealing the factors which are effective on socio-scientific argumentation skills
(Christenson et al., 2012; Sadler et al., 2004; Sadler & Donelly, 2006; Sadler & Fowler, 2006; Soysal,
2012), promoting socio-scientific argumentation skills through various instructional activities (Dawson &
Venville, 2010; Deveci, 2009; Lin & Mintezs, 2010, Molinatti et al., 2010; Oztiirk, 2013), and developing
scales to evaluate argumentation skills regarding socio-scientific issues (Sadler & Donelly, 2006; Topcu,
Sadler, & Yilmaz-Tuzun, 2010) are some of the themes that have been mostly examined.

Confronting various problems in the development process of argumentation skills and not being able
to enhance these skills at an adequate level (Candan, 2006; Gliven, 2002; Kivang, 2003; Newton et al.,
1999; Sandoval & Millwood, 2005; Yigittir, 2003) have led researchers to work on revealing the factors
which affect socio-scientific argumentation skills. Thus, these skills have been the research topic of some
fields related to content knowledge, achievement, knowledge, values and personal experiences and
culture/society, environment, economy, science, ethics/morality, and politics. On the other hand, the
essential prerequisite for developing an argument is an individual’s awareness about what s/he knows
or does not know. This process reflects an individual’s rational thinking about what s/he knows, why,
how and when s/he knows. All of these require metacognition (Mason & Santi, 1994). Metacognition is
defined as the ability to know what we know and what we do not, become aware of the mental
operations and strategies we use while solving problems, evaluate mental products and think about
them (Costa, 1984). Metacognitive skills encompass controlling learning consciously, selecting strategies
and planning, supervising the progress in learning, reviewing errors and correcting them, and changing
learning strategies by analyzing them (Ridley, Schutz, Glanz, & Weinstein, 1992). These skills provide
individuals with the opportunity to monitor themselves, plan which pathway to pursue and evaluate
their own performance during the problem-solving process (Metcalfe & Shimamura, 1994). Duschl and
Osborne (2002) propose that students articulate their thoughts in their own words in the argumentation
process, and therefore, metacognition has gained prominence. Duschl and Osborne argue that students
are aware of what they know and how they know through metacognition and they can, therefore,
understand better why they believe in these thoughts. Moreover, metacognition does not only require
people to become aware of what they know but also of how to access and use information. In the
argument environments, the information students have and why they believe in this information are
delineated with their reasons, metacognition and argumentation can be suggested to be closely related.
Metacognition is underlined as a significant skill for argumentation in the related literature (Kuhn &
Udell, 2003; Kuhn, Goh, Lordanou, & Shaenfield, 2008; Mason & Santi, 1994; Shaenfield, 2009).
However, in order to provide in-depth information about whether metacognition is a factor in practicing
high argumentation skills, and bringing out this relationship which emerges between metacognition and
argumentation in a meaningful and comprehensible way, further research in a cause and effect
relationship is needed.

It is highly important to analyze the PSTs’ socio-scientific argumentation processes in terms of
metacognition by a causal comparison both for teacher education and science education at middle
school level. This is because the PSTs’ use of socio-scientific argumentation skills effectively is a
requirement for being individuals with scientific literacy and citizens actively participating in societal
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debates. In their teaching career, they can actively promote the decision-making mechanism about
socio-scientific issues and argumentation skills in students, and thus raise scientifically literate
individuals. On the other hand, to the researcher’s knowledge, there are no studies investigating PSTs’
socio-scientific argumentation processes in terms of metacognition, based on a literature review on the
sources accessed. A causal-comparative study conducted to examine PSTs’ socio-scientific
argumentation processes in terms of metacognition can provide rich information about whether
metacognition is an effective variable in this process. In other words, this may enable us to have an idea
about whether there is a cause and effect relationship between socio-scientific argumentation skills and
metacognition. In this regard, the information obtained can be an important resource for research to be
conducted in the future to enhance socio-scientific argumentation skills, determine the function of
metacognition in the development of these skills, raise scientifically literate individuals, and contribute
to both the national and international literature in this way. With these in mind, it was aimed at
analyzing whether metacognition is effective in PSTs’ using socio-scientific argumentation skills at
different levels. Answers were sought for the following questions in accordance with the main purpose
of the research.

e Do the PSTs with high and low socio-scientific argumentation skills use metacognitive skills in socio-
scientific argumentation processes?

e Do metacognitive strategies used differ in two groups’ socio-scientific argumentation processes?
Why?

e Does the level of the metacognitive skills of these two groups of PSTs differ significantly?

Method
Research Design

This study was designed as causal-comparative research which targeted at investigating whether
metacognition was effective in the PSTs’ using high or low socio-scientific argumentation skills. In causal-
comparative research, there are two groups which are affected by the same situation or two groups
which are either affected or not affected by the presumed situation. These groups are examined in
order to determine the possible reasons and effects of the current situation in terms of some variables.
In this way, this research design allows researchers to have an idea about the cause and effect
relationship without any manipulation on the participants unlike experimental research (Cohen &
Manion, 1994). In this research, two groups with high and low socio-scientific argumentation skills were
the sample of the study. Socio-scientific argumentation skills of the PSTs involved in these two groups
were analyzed through quantitative and qualitative methods in terms of the metacognition variable.
Therefore, it was attempted to determine whether the groups with different socio-scientific
argumentation skills differed according to metacognitive skills and whether metacognition was an
effective factor in this process.

Participants

The study group of the research was chosen from among PSTs studying at a state university through
a purposive sampling method, i.e., the criterion-based sampling. The study group involved sophomore
and senior students who had taken genetics and environmental science courses so as to control the
content knowledge variable in this process. In the selection of the study group, the Guide for
Determining Socio-scientific Argumentation Skill Levels (GDSAS) which was developed based on the
related literature was used. Data on the PSTs’ written socio-scientific argumentation skills about socio-
scientific issues were gathered via the GDSAS. The GDSAS was administered to 156 PSTs at the third-
and fourth-grade levels. The collected data were analyzed at four levels, taking into consideration the
argumentation skill levels developed by Topcu et al. (2010). Level 1 of argumentation included only a
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claim; Level 2 of argumentation consisted of a claim and justification; Level 3 of argumentation required
a justified claim and a counter-position; and Level 4 of argumentation covered justified claims, a
counter-position, and rebuttals to that counter-position. The PSTs whose socio-scientific argumentation
skills were at the fourth level were placed in the group with high socio-scientific argumentation skills
(HSAS), while the PSTs whose socio-scientific argumentation skills were at the first level of
argumentation were included in the group with low socio-scientific argumentation skills (LSAS). The two
groups with high and low socio-scientific argumentation skills were determined based on the following
criteria:

e For the PSTs with HSAS, studying at the third or fourth grade, using argumentation skills for two
socio-scientific argumentation scenarios at the fourth level of argumentation, namely proposing
justified claims, a counter-position, and rebuttals to that counter-position.

e For the PSTs with LSAS, studying at the third or fourth grade, using argumentation skills for two
socio-scientific argumentation scenarios at the first level of argumentation, namely only making
claims about a dilemma given in the scenarios and not being able to provide justified claims, a
counter-position, and rebuttals to that counter-position.

Based on these criteria, there was a total of 24 PSTs, of whom 11 were females and 13 were males
whose argumentation skills were at the fourth level in two socio-scientific argumentation scenarios in
the group of PSTs with HSAS. 14 of these PSTs were third-year students, while 10 of them were fourth-
year students. Furthermore, in the group of PSTs with LSAS, there was a total of 21 PSTs, of whom 9
were females and 12 were males whose argumentation skills were at the first level in two socio-
scientific argumentation scenarios. Of these PSTs, 15 were third-year students, while 6 of them were
fourth-year students.

Data Collection Tools

Metacognitive Awareness Inventory (MAI): In this research, “Metacognitive Awareness Inventory”
which was developed for adults by Scraw and Dennison (1994) was used to determine the PSTs’
metacognitive awareness levels. Metacognitive Awareness Inventory (MAI) developed by Scraw and
Dennison is a scale prepared to measure adults’ metacognitive awareness, and the reliability and validity
study of the Turkish version of the MAI was conducted by Akin, Abaci and Cetin (2007). In this process,
the findings on the linguistic equivalence revealed that the correlation between the original scale and its
adapted version was found to be .93. Exploratory factor analysis (EFA) was carried out in order to
examine the construct validity of the scale. As a result of the EFA, an 8-factor construct encompassed in
the knowledge of cognition and regulation of cognition dimensions which explained 47 % of the total
variance. The factor loadings regarding the items in the scale ranged between .32 and .83. In the
concurrent validity study, the Metacognitive Awareness Inventory developed by Yurdakul (2004) was
used. The correlation between these two scales was found to be .95 for concurrent validity. As a result
of item analysis, item-test correlations for subscales ranged between .35 and .65. For the whole of MAI,
internal consistency and test-re-test reliability coefficients were found to be .95. Based on these
findings, it was detected that the MAI is a valid and reliable measurement tool that can be used in the
field of education.

The MAI was used in the study after conducting the reliability study. The MAI was administered to
176 PSTs for the reliability study. Cronbach’s alpha coefficient was calculated to be .91 for the whole
scale. Cronbach’s alpha coefficient regarding the MAI’s “Knowledge of Cognition” subscale was found to
be .79, while it was .90 for “Regulation of Cognition” subscale.
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The Guide for Determining Socio-Scientific Argumentation Skill Levels (GDSAS): The GDSAS was
used to determine the PSTs with high and low socio-scientific argumentation skills. While developing the
GDSAS, first, related literature was reviewed to form scenarios including socio-scientific dilemmas and
produce questions related to the scenarios. Based on the literature review, two scenarios including
socio-scientific dilemmas about gene therapy and cloning developed by Sadler and Zeidler (2005b),
Huntington's Disease Gene Therapy and Deceased Child Cloning, were chosen. After the scenarios were
translated, views of three experts whose mother tongue was Turkish and who were specialized in
English language teaching were taken in order to check the congruence between the English and Turkish
texts. In the second phase, open-ended questions were generated from the related literature (Lin &
Mintzes, 2010; Topcu et al., 2010) so as to evaluate the PSTs’ ability to generate claims, justifications,
counter-positions and rebuttals to the counter positions regarding the dilemmas provided in the
scenarios. Both the scenarios and questions were checked by two field experts, and the required
corrections were made in the light of their feedback. The revised form was finalized after the pilot
implementation on four third-year PSTs and four fourth-year PSTs.

The interview form for examining metacognitive awareness in the socio-scientific argumentation
process (IF): The IF was used to examine socio-scientific argumentation process in terms of
metacognition. The IF was made of two parts which covered the scenarios with socio-scientific dilemmas
about the problem situations and questions used to reveal metacognitive awareness skills in the
argument development process. In the development phase of the IF, the scenarios including socio-
scientific dilemmas were analyzed in the related literature. Sadler and Zeidler’s (2005b) Gene Therapy
for Intelligence and Bell and Lederman’s (2003) Global Warming scenarios were chosen to be used in the
research. Thus, it was aimed at examining socio-scientific argumentation skills in different contexts.
After the scenarios were translated, views of three experts whose mother tongue was Turkish and who
were specialized in English language teaching were taken in order to check the congruence between the
English and Turkish texts. However, questions which required the PSTs to produce a counter-position
and rebuttals to that counter-position were not added to this form, as opposed to the GDSAS. Only
situations which could be used to produce arguments were given to them. In this way, it was tried to
analyze how the PSTs operated this process, what skills regarding metacognitive awareness they used,
how and why they benefitted from these skills when faced with a problem situation pertaining to socio-
scientific issues without any guidance. To this end, the PSTs were initially asked to explain how they
operated the written argumentation process step by step. Then the questions were posed to the
participants after they completed the written argumentation processes: “Have you conducted any
studies to better understand the problem? How? -How have you decided on which ideas to support?
How have you made your choice? -Have you done planning in the argumentation development process?
What studies have you carried out with this aim? -Have you conducted any follow-up studies or
regulations during the argumentation development process? How? -Have you carried out any evaluation
studies during the argumentation development process? How? -Have you inquired the reliability of the
information?” The IF was given to two experts, and the required arrangements were made in
accordance with their suggestions. The IF was formed after a pilot implementation on four third-year
PSTs and four fourth-year PSTs.

Data Collection

Data collection regarding the GDSAS: The GDSAS was administered to 156 PSTs in order to
withdraw the study group of the study. The participants were informed about the purpose of the study,
and it was ensured that the collected data would remain confidential in the data collection process.
Later on, the participants were asked to read the items in the GDSAS and state whether there was
anything they wanted to be clarified. The PSTs answered the questions in the GDSAS between 25-30
minutes.
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Data collection regarding the IF: One-on-one interviews were conducted with 45 PSTs in total, of
whom 21 had low socio-scientific argumentation skills, and 24 had high socio-scientific argumentation
skills. During the interviews, the purpose of the research was communicated to the PSTs, it was
warranted that their personal information would be confidential, and their permission was sought for
recording the interviews. The participants were provided with the scenarios including socio-scientific
dilemmas regarding the problem situation, and they were given time for generating their written
arguments. No questions were posed to the participants in this process. However, their behaviors which
can be considered within the framework of metacognitive awareness such as re-reading the texts and
making verbal summaries were recorded. In the second phase, interviews were conducted with the
PSTs, and the data on how they operated this process were collected. Then, the participants were asked
to explain how they operated this process starting from the phase of reading the dilemma scenarios,
and the questions were posed to them after that. Thus, this process was examined in detail in terms of
using metacognitive awareness strategies.

Data collection regarding the MAI: The MAI was administered to a total of 45 PSTs, 21 of whom had
low socio-scientific argumentation skills and 24 had high socio-scientific argumentation skills. The MAI
was given to the PSTs in the study group with an interval of 15 minutes, following the completion of the
interviews (via the IF) with them. The data regarding the MAI were collected during the interviews which
lasted between 20-25 minutes.

Data Analysis

Data analysis regarding the GDSAS: In the data analysis phase regarding the GDSAS, content
analysis was firstly done within the framework of the components of argumentation skills. In this way,
what components made up the arguments formulated by the PSTs were detected. In the second phase,
the data were classified based on the evaluation criteria pertaining to argumentation skill levels
developed by Topcu et al. (2010). Examples of the analyses are presented in Table 1.

Views of a second coder specialized in qualitative research and argumentation skills were sought in
order to ensure the reliability of the qualitative analysis done to determine the level of socio-scientific
argumentation skills. Inter coder reliability was found to be .89 (Miles & Huberman, 1994). Furthermore,
a consensus was tried to be reached with the second coder regarding the codes leading to dissidence.

Data analysis regarding the IF: The data obtained through interviews were content-analyzed. The
initial step of the content analysis, which is the open and selective coding process (Strauss & Corbin,
1990), was followed. Therefore, the transcribed interview data and written argumentation texts were
combined. In line with the purpose of the study, the codes were constructed after the data set was read
line by line several times and investigated in terms of metacognitive awareness, and then meaningful
patterns were unearthed either directly or indirectly. The codes were grouped according to similarities
and dissimilarities, and the categories were constructed for metacognitive awareness strategies. As a
result of this analysis, seven metacognitive awareness strategies which were used in the socio-scientific
argumentation process were identified. Direct quotations were presented in the research in order to
animate the described situation in the mind of the readers, show how conclusions were drawn and how
inferences were made, and support the research findings. A system of letters and numbers was used to
specify to which participants the quotations belonged. In this sense, L was used to specify the PSTs with
LSAS, and H denoted the PSTs with HSAS. For example, the expression (L, 2) shows the quotation taken
from the views of a PST with LSAS numbered as two.
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Examples of the Analysis of Socio-scientific Argumentation Skills.

*ALS Sample Arguments

Level 1: If medicine enables such a thing, then cloning of the deceased child should be

Only aclaim  allowed. Why should it not be allowed? ... (S, 53)

Level 2: Cloning of the deceased child should not be allowed. Because this will lead to a great
A claim with  danger for the human generation. During the transfer of the genes, genetic variety

justification

happens, but if the same child is born again and again, then the genetic variety will
disappear, or maybe weak or unhealthy genes may be transferred to the gene pool...
(S,79)

Level 3: My decision would be no. Cloning of the deceased child should not be allowed. This is
A justified because | do not think s/he will live healthily. Because the first cloned sheep Dolly
claimand a could only live seven years. This is a situation whose negative effects are proved on
counter- animals. It should not be tested on people. The opponents of this view will say that
position cloning of deceased child should be allowed due to the mother’s sadness... (S, 114)
Level 4: I think cloning of the deceased child should not be allowed because this operation will
Justified bring about important problems both for children to be born and all of the humanity.
claims, This operation may be implemented on other individuals. People may implement this
counter- method by taking cells from people they love before they die. This will result in the
positions, existence of one generation repeatedly. The world population will increase greatly,

rebuttals to
the counter-
positions

and the balance will deteriorate. Furthermore, according to the sheep cloning
research, the cloned sheep took its genetic age from the sheep from which the cells
were transferred, and therefore it did not live long. On the other hand, the identity
problem the child will face in the society will be an important problem. Lastly, it is not
ethical to conduct such research on human beings. Those thinking differently may
state that it should be allowed. Because they may argue that the mother suffers from
sadness, she will want to see her child again, she should not stay alone, and itis a
psychological need. However, the child will not know whether s/he is a real child or a
copied one, the concepts of mother and father will complicate, the child will engage
in the pursuit of an identity, and his/her psychology will deteriorate. It will be a sheer
chaos. This situation will worsen the psychology of both the mother and child in an
irreversible way. Namely, it will not be a solution... it will not be a right decision... (S,
92).

*ALS: Argumentation levels and structures

Data analysis regarding the MAI: The MAI scores of the PSTs with low and high socio-scientific
argumentation skills were statistically analyzed by using independent samples t-test. Before the analysis,
assumptions for using t-test were checked, and the data were evaluated through a statistical program at
p<.05 significance level.

Reliability and Validity Studies Regarding the Analysis of the Interview Data
The following studies were carried out for the validity of the research results:

The findings obtained in the research were verified via different data collection methods (written
documents and interviewing). In order to prevent the loss of the significant data, the interview data
were tape-recorded after receiving permission from the participants. The characteristics regarding the
participants and processes were presented in detail so as to facilitate making comparisons with other
samples. How the research results were drawn and evidence regarding the inferences made were
presented in a way that enables other researchers to reach them. An expert’s views on the codes were
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taken to ensure the reliability of the research results. The reliability formula proposed by Miles and
Huberman (1994) was used in the calculation of the reliability of the results, and inter coder reliability
was found to be .87. Furthermore, the codes which were not similar were discussed with the expert to
reach a consensus.

Results

The findings are presented in two sub-headings in line with the research problems: “findings
regarding analysis of the PSTs’ socio-scientific argumentation processes in terms of metacognition” and
“findings regarding determination of the metacognitive awareness skill levels of the PSTs with LSAS and
HSAS”

Findings Regarding Analysis of the PSTs’ Socio-scientific Argumentation Processes in Terms of
Metacognition

The findings regarding the metacognitive awareness strategies used by the PSTs with low and high
socio-scientific argumentation processes are presented in Table 2.

Table 2.

The Metacognitive Awareness Strategies Used by the PSTs in the Socio-scientific Argumentation
Processes.

*MAS Metacognitive Awareness Behaviors  PSTs with HSAS PSTs with LSAS

Strategies Regarding

Understanding

Re-reading the texts,

Summarizing them in their own words,
Focusing on significant points:

e Underlining

e Expressing verbally

e Taking notes on significant points

It was observed that the PSTs re-
read the texts so as to better
understand the problem
situation, summarized the texts
in their own words, and focused

on significant points.
Furthermore, they displayed
either all or some of the

behaviors such as taking written
notes, underlining, and
expressing verbally in order to
focus on significant points.

Some of the participants
engaged in behaviors such as
re-reading the texts and
summarizing them in their own
words in order to Dbetter
understand  the  problem
situation on  which their

arguments were based. They
mainly displayed re-reading
behavior.

Awareness Strategies Regarding

What and How One Knows

Trying to recall all of the knowledge on
the argument,

Thinking about what one knows on
different dimensions of the problem
situation,

Making inquiries about the reliability
of the knowledge,

They displayed some behaviors
such as trying to recall what they

knew about the problem
situation, thinking about what
they knew on different
dimensions of the problem

situation separately and making
inquiries on the reliability of the
source of knowledge.

They tried to remember the
knowledge on the problem
situation but focused on only
one dimension of the problem.
In addition, they did not make
inquiries about the reliability of
the source of knowledge.

Decision-making

Strategies

Thinking about the problem multi-
dimensionally,

Making knowledge-based comparisons
on the different dimensions of the
problem situation,

Making decisions based on scientific
knowledge

They made knowledge-based
comparisons on the different
aspects of the problem situation
separately in the decision-
making process and based their
decisions on scientific
knowledge.

It was found out that they
made decisions by focusing on
only one aspect of the problem
situation.
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Table 2. Continue.

*MAS | Metacognitive Awareness Behaviors

PSTs with HSAS

| PSTs with LSAS

Thinking about how knowledge needs

They made plans in the

Generally, most of them did

structures.

b to be organized, argumentation development not make any plans when
ED e Thinking on when to present process. They focused on what beginning the argumentation
© knowledge, knowledge was required to base development process. The
fo e Thinking about how to use the their claims on and how this ones making plans were
g required knowledge to support the knowledge needed to be used in observed to focus on how this
< claim, order to advocate their claims in knowledge needed to be
o Thinking about what knowledge is the planning process. presented.

required to support the claim
& Checking whether they progress They were observed to carry out They did not systematically
s properly by re-reading the texts, various studies with the purpose carry out monitoring and
&‘éo Adding or deleting new justifications of monitoring and organizing in organizing studies in the
& ¢ and rebuttals when needed after order to develop their arguments argumentation  development
T gb making evaluations, in the argumentation process in general. However,
3) © Checking whether justifications and development process. only a few of them re-read the
£ & evidence are adequate for verifying texts with the purpose of
= the claim, correcting spelling errors, but
5 Re-reading the texts in order to check not regularly.
2 spelling errors

Checking whether the goal is achieved It was observed that they made They made evaluations about
¢ at the end of the process, evaluations  both at  the spelling errors and sentence
'go Checking justifications and evidence, beginning and end of the structures; however, these
© Checking spelling errors and sentence process. Therefore, they did were not related to the quality
& structures, some studies in order to check of the arguments developed.
5 Making  evaluations during the whether the goal was achieved
§ transitions from one phase to another or not and going over
f_>v in the process justifications and  evidence,
w spelling errors and sentence

Declarative, Conditional and Procedural

Knowledge Strategies

Being able to use knowledge to
evaluate the problems from different
aspects,

Pondering how to organize knowledge,
Being able to put forward scientifically-
based claims,

Using knowledge to verify the accuracy
of the claims,

e  Putting forward more than one
justification

e  Putting forward evidence

Being able to use knowledge to
develop counter-positions,

Being able to use knowledge to refute
counter-positions

It was revealed that they had the
required methodological
knowledge to develop arguments
and use this  knowledge
systematically.

It was observed that they were
able to produce claims about
the problem situation, but only
a small group of them could
put forward justifications to
these claims.

*MAS: Metacognitive Awareness Strategies

The findings regarding the metacognitive awareness strategies are presented in detail below.

Strategies regarding understanding: The understanding strategy of metacognitive awareness was

employed in order to understand the dilemma scenarios and problem situation thoroughly and make

certain that they were understood prior to entering in the process of socio-scientific argumentation,

namely making a claim. When Table 2 is examined, it can be seen that three different behaviors were
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displayed to make sense of the dilemma scenarios regarding socio-scientific issues and the problem
situations provided in the scenarios. In this sense, it was observed that the PSTs displayed behaviors
such as re-reading the texts, summarizing the problem situation in their own words, underlining
significant points by focusing on them, taking notes and expressing their views verbally. The findings
regarding the PSTs with HSAS indicated that all of these behaviors or some of them were definitely used
in the socio-scientific argumentation process. The findings about the PSTs with LSAS showed that one
group of these PSTs used the strategies regarding understanding. Eight of them stated that they
exhibited re-reading behavior, and five of them summarized the problem situation in their own words.
Sample dialogs regarding the use of behaviors such as summarizing the problem situation in their own
words and expressing significant points verbally in the socio-scientific argumentation process were as
follows:

“I think 1 must make a decision here about whether this method should be implemented or not by
comparing the benefits and damages to be obtained as a result of enhancing the intelligence levels”
(H, 5), “The main problem here is that should there be more intelligent people? Why?” (L, 11), “A
world surrounded by gifted people?Or a world with people who have different levels of intelligence?
Which one is a better choice?” (H, 2), “How would the humanity be affected by this situation?
Mentally retarded people? Intelligent people? How would countries, social life, science, and
technology be affected by this? What would change? Negative or positive...” (H, 13)

When the dialogs are examined, it can be suggested that this strategy was used to better understand
the problem situation. The findings, in general, implied that the PSTs with HSAS were better in using this
strategy.

Decision-making strategies: The findings of the research demonstrated that the PSTs with HSAS
displayed some behaviors such as multi-dimensional thinking about the problem situation, making
knowledge-based comparisons on the different aspects of the problem situation and making decisions
by using scientific knowledge within the context of the decision-making strategies. It was observed that
the PSTs with HSAS made their decisions by pondering different dimensions of the problem situation,
making knowledge-based comparisons, and structuring them based on scientific knowledge. One of
these participants explained how he used the decision-making strategy in the socio-scientific
argumentation process as follows:

“How did you decide on which idea to support? How did you make your choice? —Global warming is
an environmental problem comprising a number of aspects such as human life, ecological balance,
living creatures’ lives, health, and national economy. On the one hand, the sanctions resulting from
the measures taken will impose economic obligations on the countries. These will have some
impacts like unemployment and housing problems. These will also change life standards. On the
other hand, people’s lives and health, ecological balance and living creatures are negatively affected
by these problems. | had to think both the pros and cons regarding them...| also thought that some
measures need to be taken in order to prevent the future of humanity from being endangered” (H,
7).

When the socio-scientific argumentation processes of the PSTs with LSAS are examined, it can be
observed that these participants made decisions focusing on only one aspect of the problem situation.
One of the PSTs in this group opined that:

“How did you decide on which idea to support? How did you make your choice? -... Intelligence is a
significant thing. Everyone wants to be intelligent. Namely for a better life, for success... | supported
the enhancement of intelligence for this reason. | assume that everybody may think in this way...
Why should it be the opposite?...” (L, 4).

The findings about the decision-making strategies may suggest that the PSTs with HSAS used these
strategies more effectively.
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Planning strategies: Planning is a metacognitive awareness strategy which encompasses the careful
selection of the strategies and making the required arrangements in order to attain specific goals
(Marzano et al., 1988). The analysis of the PSTs’ socio-scientific argumentation processes revealed that
although the PSTs with HSAS used planning strategies regularly, the PSTs with LSAS did not either make
plans or made weak plans in general. The findings demonstrated that the PSTs with HSAS constructed
mental drafts by pondering how to develop arguments before entering into the argumentation
development process and that they focused on the required information for developing an argument
and the organization of this information. Hence it was unearthed that they displayed some behaviors
such as thinking on what information was needed to develop an argument, and when and how to
present it. A PST in this group explained her way of planning the argumentation process:

“Did you do planning in the argumentation development process? -Of course, | made an
arrangement in my mind before starting to write... Alright, which studies did you carry out with this
purpose? -There is a problem situation that you need to decide on. After you have made a decision
about the situation, you need to explain why you have made such a choice. There are two points
here. You should present some evidence and examples that can strengthen your opinion and explain
why you do not agree with the other opinion... you also need to organize everything... | paid
attention to three things to do this; | asked three questions to myself. What, where and how, in
other words, | focused on what | needed or, more clearly, which information | needed, where |
should use it in my writing and how | should use it properly; | imagined it and then started.
Otherwise, | could not do it...” (H, 9)

The written arguments of the PSTs with HSAS revealed that the socio-scientific arguments
constituted had a rich structure in terms of the presentation of knowledge, that is, its organization and
the quality and variety of the knowledge used. In addition to claims, supporters (justifications and
evidence), rebuttals and counter-positions were also formulated.

Most of the PSTs with LSAS (17 participants) were seen to have focused on how they would present
information in the planning process, but they did not make plans in the argumentation process. One PST
commented on her planning: “Did you make plans in the argumentation development process? How? -
Initially, | did not have a plan, when | decided and started to write, it just flowed... | wrote what | recalled
from what | knew at that moment...” (L, 5).

The analysis of the written arguments of the PSTs in this group indicated that the arguments were
weak in terms of the quality of the information; that is, in only very few arguments supporting
information was used and counter-positions and rebuttals were not considered. Furthermore, many of
the arguments developed were also weak in terms of the organization of the presentation style.

In the light of these findings, it may be argued that the socio-scientific argumentation processes of
these two groups of prospective teachers differed in terms of the planning strategy of metacognitive
awareness.

Monitoring and organizing strategies: The monitoring and organizing strategies of metacognitive
awareness include being aware of the operations performed mentally and strategies, evaluating the
products obtained constantly, reviewing errors and correcting them in order to detect the source of
errors by starting from scratch or going one step backward. The findings indicated that the PSTs with
LSAS did not generally carry out studies regarding monitoring and organizing during the socio-scientific
argumentation process, and only a few of them engaged in the studies consisting re-reading the texts
and correcting writing errors (Table 2). It was observed that the PSTs with HSAS conducted various
studies with this purpose. In this direction, they displayed some behaviors such as checking whether
they progressed properly by re-reading the texts, adding or deleting information when needed after
making evaluations, and checking whether the evidence was adequate for substantiating the claim
during the socio-scientific argumentation process. The PSTs were observed to have made comparisons
with what they previously wrote or with what they wrote at that moment and the problem situation in
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the scenarios by sometimes re-reading the texts and made evaluations in the writing process. In this
sense, they deleted what they wrote and expressed again, developed and added new justifications and
evidence or proposed rebuttals in the light of the knowledge they recalled during the process.

After the process was completed, questions were posed to the PSTs, and information was collected
on how they operated this strategy. In this sense, comprehensive data were collected on the use of this
strategy by asking whether they did anything with regard to monitoring and organizing and why they
carried out any operations such as deletion, addition or subtraction. A HSAS PST expressed his thoughts
on the use of this strategy:

“Did you do anything with regard to monitoring or organizing in the argument development process?
If you did, how? -... | said it before. At the beginning, there is a mental design, but this design
changes when you start to write. You come up with different things; you add to it or delete it,
thinking it is not alright... | sometimes stopped, re-read and deleted some parts, when needed, and
rewrote it. | also saw that | could write different things on this issue while reading it. | added to it
then...” (H, 1).

During the studies, it was observed that the PSTs with LSAS engaged in deletion and correction
operations, too. However, they did these studies not to make the arguments more developed, but to
check spelling errors in vocabulary and sentences. The explanations of one LSAS PST were as follows:

“Did you do anything with regard to monitoring or organizing in the argument development process?
If you did, how? —I read what | wrote from time to time and corrected them if there were errors... |
read, deleted and corrected them while reading... this shows that | do a kind of checking activity,
doesn’t it?...”(L, 2).

In the light of these findings, it may be argued that the socio-scientific argumentation processes of
the PSTs with high and low socio-scientific argumentation skills differed in terms of monitoring and
organizing strategies.

Evaluation strategies: Evaluation is a metacognitive awareness strategy which comprises decision-
making about and mental perceptions of the current status and occurrence in a process. Evaluation
happens in the whole process and checks whether sub-goals and general goals are attained or not
during the evaluation process (Marzano et al., 1988). The findings revealed that evaluation
studies/activities were carried out both during the process and after the process was completed in the
socio-scientific argumentation process. The evaluation studies in the process were found to function as
a part of monitoring and organizing studies, and it covered making evaluations during the transitions
from one phase to another. In addition, the findings showed that evaluation studies continued after the
completion of the socio-scientific argumentation process. In line with this purpose, the PSTs engaged in
behaviors such as checking whether the goal was achieved and whether justifications and evidence
confirmed the claim, going over spelling errors, and checking the organization of knowledge at the end
of the process. The PSTs with HSAS displayed all or some of these behaviors within the framework of the
evaluation strategies.

It was detected that the PSTs with LSAS did not carry out evaluation studies about their arguments
during the socio-scientific argumentation process, but they focused on correcting spelling errors. Most
of the PSTs in this group completed the process without any evaluation studies after the writing process.
The findings overall implied that the PSTs with HSAS used this strategy more effectively.

Declarative, conditional and procedural knowledge strategies: The knowledge of cognition includes
three distinct types of metacognitive awareness knowledge. These types are classified as declarative
knowledge, procedural knowledge and conditional knowledge (Brown, 1987; Jacobs & Paris, 1987;
Schraw & Moshman, 1995, cf. Schraw, 2001). These types of knowledge refer to what strategies one
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has, and how, under what circumstances, when and why these strategies are used (Schraw, 2001). It
was found out in the research that the PSTs with HSAS had varying strategies of knowledge such as
understanding the problem situation, making meaningful decisions, planning, monitoring-organizing and
making evaluations in order to generate well-structured arguments. In addition, the written arguments
of the PSTs in this group were seen to have a sophisticated structure in terms of the knowledge of basic
argumentation components and the use of this knowledge. The analysis of the socio-scientific
argumentation processes of the PSTs with LSAS demonstrated that these were not strong in terms of
declarative, conditional and procedural knowledge strategies. The PSTs in this group were detected to
be incompetent in terms of the knowledge about metacognitive awareness strategies and the effective
use of this knowledge in the socio-scientific argumentation process. Nevertheless, the findings about the
written documents showed that the PSTs in this group generated claims in general, and only a few of
them provided supporting information about their claims. There were no counter-positions and
rebuttals in the socio-scientific arguments developed, and these arguments were weak in terms of the
organization of the knowledge.

The findings overall indicated that the PSTs with HSAS were more developed in terms of
metacognitive awareness strategies and used these strategies more effectively.

Findings Regarding the Determination of the Metacognitive Awareness Skill Levels of the PSTs with
HSAS and LSAS

Independent samples t-test was performed in order to determine whether there was a significant
difference between the metacognitive awareness skill scores of the PSTs with HSAS and LSAS. The
results of the independent samples t-test are provided in Table 3.

Table 3.
Independent Samples t-test Results Regarding the Comparison of *MAI Total Scores of the PSTs with
HSAS and LSAS.

Groups N X Sd df T p
HSAS 24 208.70 9.88 27 2091 .00
LSAS 21 145.30 5.10

*Metacognitive Awareness Inventory

When Table 3 is examined, it can be seen that there was a statistically significant difference between
the metacognitive awareness skill scores of the PSTs with high and low socio-scientific argumentation
skills in favor of the PSTs with HSAS [ t(27) = 20.91, p< .05]. This finding indicated that the metacognitive
awareness skill levels of the PSTs with HSAS were higher than those of the PSTs with LSAS.

Independent samples t-test was used to reveal whether there was a significant difference between
the skill scores of the PSTs with HSAS and LSAS with regard to the sub-dimensions of the MAI. Table 4
shows the results of the test.

When Table 3 is examined, it can be seen that there was a statistically significant difference between
the metacognitive awareness skill scores of the PSTs with high and low socio-scientific argumentation
skills in favor of the PSTs with HSAS [ t(27) = 20.91, p< .05]. This finding indicated that the metacognitive
awareness skill levels of the PSTs with HSAS were higher than those of the PSTs with LSAS.

Independent samples t-test was used to reveal whether there was a significant difference between
the skill scores of the PSTs with HSAS and LSAS with regard to the sub-dimensions of the MAI. Table 4
shows the results of the test.
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Table 4.
Independent Samples T-test Results Regarding the Comparison of the Skill Scores of the PSTs with HSAS
and LSAS in the Sub-Dimensions of the MAI.

Sub-dimensions of the MAI  Groups N X Sd df T p

Being Aware of Cognitive HSAS 24 68.43 1.92 27 16.59 .00

Characteristics LSAS 21 47.23 4.25

Regulation of Cognitive Skills HSAS 24 140.18 7.16 27 18.38 .00
LSAS 21 97.92 4.49

As Table 4 demonstrates, there was a statistically significant difference between the skill scores of
the PSTs with high and low socio-scientific argumentation skills in the sub-dimensions of the MAI in
favor of the PSTs with HSAS (Being Aware of Cognitive Characteristics [t(27)= 16.59, p< .05]; Regulation
of Cognitive Skills [t(27)= 18.38, p< .05]). These findings revealed that the PSTs with HSAS were better in
terms of being aware of cognitive characteristics and regulation of cognitive skills sub-dimensions of the
MAL.

Discussion, Conclusion & Implementation

It was concluded that socio-scientific argumentation processes of the PSTs with HSAS and LSAS
differed in terms of the use of metacognitive awareness strategies. Furthermore, when compared to the
PSTs with LSAS, the PSTs with HSAS were observed to have used planning, decision-making, evaluation,
monitoring and organizing, being aware of what and how one knows, declarative, conditional and
procedural knowledge strategies in the socio-scientific argumentation development processes more
effectively and that they engaged in metacognitive awareness behaviors more. In a similar vein, the
metacognitive awareness skill scores of the PSTs with HSAS were significantly higher than the scores of
the PSTs with LSAS. Taken together, these results may suggest that two different groups of the PSTs with
different socio-scientific argumentation skills differed from one another in terms of the way of operating
metacognitive awareness in the socio-scientific argumentation processes and the metacognitive
awareness levels. Thus, it may be suggested that metacognitive awareness may be an effective variable
in utilizing high socio-scientific argumentation skills. Previous research in the literature which examined
the relationship between metacognitive awareness and argumentation skills and theoretical
explanations support the results of the present study. Mason and Santi (1994) investigated the
argument levels in terms of metacognitive awareness in their research on 5th graders. The findings
demonstrated that the high levels of metacognitive awareness were accompanied by the argument
development levels.

In the research, being aware of what one knows and how one knows, awareness about knowledge
management methods, and awareness about changes in the conceptual structure were identified as
metacognitive awareness levels in the argument development process. Accordingly, it was found out
that comparisons were made by evaluating different types of knowledge and beliefs, the evidence
setting the ground for knowledge was recognized, and some evaluations were made with regard to the
precision and plausibility of the knowledge and methodological process. It was also revealed that
metacognitive awareness, that is, being aware of what one knows, how and why one knows is required
to generate claims, justifications, and rebuttals. Metacognitive awareness was specified as a
requirement for the critical evaluation of claims and justifications and the development of
argumentative thinking. These findings had similarities with metacognitive awareness behaviors
exhibited in the form of being aware of what and how one knows, declarative, conditional and
procedural knowledge strategies. This is also consistent with the fact that the PSTs with HSAS who
developed arguments about socio-scientific issues used metacognitive awareness strategies more
effectively in the argumentation development process and engaged in metacognitive awareness
behaviors more. On the other hand, the effectiveness of the argumentation process is dependent on the
comprehension level of the problem situation, and it is required to develop knowledge and
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understanding related to the problem prior to procedural knowledge (De Vries, Lund, & Baker, 2002).
Therefore, it becomes more important to, firstly, appeal to the strategies towards understanding the
problem in order to develop quality arguments. It was revealed in this research that the PSTs with HSAS
who generated sophisticated arguments as opposed to the PSTs with LSAS used the strategies regarding
understanding the problem more effectively.

Another result of the research was that the PSTs with HSAS conducted various studies with the
purpose of monitoring and organizing so as to make their arguments more quality, while the PSTs with
LSAS did not systematically use monitoring-organizing studies in the argumentation process with the
exception of only a few of them who re-read the texts for correcting the mistakes in writing. In Duschl
and Osborne’s (2002) literature review study, it was revealed that metacognitive awareness is required
for the development of argumentation skills in science classrooms. Additionally, they argued that these
skills are a sine qua non for the generation and evaluation of evidence in the argumentation process and
that this process requires students to become aware of thinking processes, producing examples,
completing additional information needs, and filling the gaps after spotting them in this information.
Thus, they underlined the significance of being aware of the thinking process in the argumentation
development process and carrying out monitoring-organizing studies. Consistently, Herrenkohl and
Guerra (1998) stressed the importance of studies of monitoring thoughts in the argumentation process
and noted that this process has a multi-cyclical structure rather than a linear one.

In the research, the other metacognitive awareness strategies which the PSTs with HSAS engaged in
more actively were found to be planning, evaluation, and decision-making strategies. Kortland (2001)
drew attention to the effective use of decision-making strategies by thinking deeply in the
argumentation development process. Shaenfield (2009) examined metacognitive awareness, planning,
evaluation and anticipation strategies in particular in the development of argumentation skills in one
part of the experimental research. The results regarding metacognitive awareness demonstrated that
metacognitive awareness is a significant mechanism in the development of argumentation process.
Kuhn, Goh, Lordanou and Shaenfield (2008) detected that metacognitive awareness is a critical outcome
for understanding the goals and strategic knowledge in the argumentation process. Furthermore, based
on research findings, they noted that metacognitive awareness about argumentation is a required
condition to formulate the discussion process, understand the purpose of the discussion and carry out
high-level practices. Kuhn and Udell (2003) analyzed the development of argumentation skills through
collaborative learning method in their research. They implemented intense exercises in their study
onl4-15-year-old students for the development of argumentation. Metacognitive awareness was not
examined directly in Kuhn and Udell’s study, and they proposed that high-level argumentation skills
such as counter-positions and rebuttals cannot be developed only through practices, and that
metacognitive awareness regarding tasks is needed. Some other researchers emphasized the
importance of metacognitive awareness for the development of argumentation skills (Felton, 2004;
Rapanda et al., 2013).

In the light of the research results supported by research in the related literature, it may be
suggested that metacognitive awareness can be an effective variable in the development of
sophisticated arguments about socio-scientific issues, that is, the use of high socio-scientific
argumentation skills, which implies that there may be a cause and effect relationship between
metacognitive awareness and socio-scientific argumentation skills. However, the results obtained in the
research must be evaluated within some limitations. It should be noted that the results are valid for the
PSTs participating in the research and cannot be generalized. In addition, the data about socio-scientific
argumentation skills were gathered over the written argumentation skills. Some suggestions are drawn
based on the results of the study:

e The results demonstrated that metacognitive awareness can be effective in the use of high socio-
scientific argumentation skills. In this sense, metacognitive awareness-based learning activities can
be organized for the development of socio-scientific argumentation skills.
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e The significance of socio-scientific argumentation skills in science education has constantly
increased over the recent years. The research results concluded that metacognitive awareness may
be an important factor in displaying HSAS. In this regard, educative training programs can be
organized to cultivate skills and knowledge about how to use metacognitive awareness in PSTs so
as to develop their socio-scientific argumentation skills in science courses.

e Conducting more research on larger and different samples at primary, secondary and tertiary
education levels may provide generalizable and comprehensive information regarding the existing
situation.

e Experimental studies may be conducted to reveal the effect of metacognitive awareness in the
cultivation of high socio-scientific argumentation skills.

e Examining metacognitive awareness skills together with verbal and written argumentation skills
may contribute to gathering more comprehensive information regarding the situation.
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Tiirkge Siiriim

Giris

Bilim ve teknolojideki gelismelere bagl olarak ortaya c¢ikan, merkezinde etik ve ahlaki anlamlar
barindiran sosyal ikilem ve tartismalar sosyobilimsel konular olarak adlandiriimaktadir (Sadler & Zeidler,
2005a). Bilimsel temelli olma, tartismali durumlari ifade etme, politik ve sosyal boyutlar tasima
sosyobilimsel konularin 6zellikleri arasinda siralanmaktadir (Sadler & Zeidler, 2005b). Niikleer eneriji
santralleri, kiiresel 1sinma, alternatif enerji kaynaklari, klonlama, genetigi degistirilmis organizmalar gibi
tartismali durumlar sosyobilimsel konular kapsaminda degerlendiriimektedir (Sadler, 2004). Gergek
hayat problemlerini yansitan sosyobilimsel konularla ilgili karar verme hizla 6nem kazanirken (Ratcliffe &
Grace, 2003), fen siniflarinda da bu karar silirecini anlamanin 6nemi artmaktadir. Okullardaki fen
egitiminin 6nemli ciktilari arasinda da Ogrencilere sosyobilimsel konularla ilgili karar verebilmek igin
gerekli anlayis ve beceriyi kazandirmak yer almaktadir (Dawson & Venville, 2010). Nitekim fen egitim
cevreleri de sosyobilimsel konularla ilgili karar verme yeteneginin fen okuryazarhginin 6nemli bir pargasi
oldugunu ifade etmektedir (American Association for the Advancement of Science [AAAS], 1990; Sadler,
2004). Sosyobilimsel konularla ilgili karar verme sireci ise arglimanlar iretmeyi ve elestirel dislinmeyi
icermektedir (Kolst@, 2004). Argliman, iddia ve gorislerin savunulmasi sonucunda elde edilen urtin olup,
argimanlarin yapilandiriima slreci ise arglimantasyon olarak tanimlanmaktadir (Kuhn & Udell, 2003).
Argiimantasyon, bir konu hakkinda iddialar ileri siirme, destekleme ve elestirme siireci olarak
belirtiimektedir (Osborne, Collins, Ratcliffe, Miller, & Duschl, 2003). Arglimantasyon becerisi gelisimi icin
egitsel ¢alismalarin yapilmasi ihtiyaci son 20 yildir daha da artmistir (Rapanta, Garcia-Mila, & Gilabert,
2013). Arglimantasyonun fen egitiminde vurgulanmasi fikri ise son yillarda hiz kazanmakta olup (Kolstg
et al.,, 2006) bu baglamda ¢ok sayida arastirmada argiimantasyonun fen egitimi icin 6nemi lzerinde
durulmaktadir. Arastirmacilarin bir b6limi ise argimantasyonun fen egitiminde merkez rol oynamasi
gerektigine inanmaktadir (Driver, Newton, & Osborne, 2000; Duschl & Osborne, 2002; Newton, Driver, &
Osborne, 1999). Elestirel diisiinme becerisi ve fen okuryazarligi gelisimini destekleme, bilimsel bilginin
epistemolojisini anlama, bilimsel okuma ve yazmay: gelistirme, gbzlem ve teori arasindaki farki anlama,
karar slrecinde kisisel ve sosyal degerlerin etkisini anlama, kanitlar farkl acilardan degerlendirebilme
arglimantasyonun fen siniflarina sagladigi yararlar arasinda siralanmaktadir (Driver et al., 2000; Jimenez-
Aleixandre & Erduran, 2007). Bu baglamda arglimantasyonun deger yargilarindan arinmis kararlar
verilmesi icin 6nemli oldugu soylenebilir.

Sosyobilimsel konularla ilgili karar verme sirecine de sosyal ve kiltiirel degerler, epistemolojik
inanclar, dini ve ahlaki degerler etki etmektedir (Liu, Lin, & Tsai, 2010; Sadler, Chambers, & Zeidler,
2004; Simonneaux, 2007; Zeidler, Walker, Ackett, & Simmons, 2002). Medya ve toplumdaki
tartismalardan da etkilenen bu silrecte 6grenciler kendi arglimanlarini olusturmada zorluklar
yasamaktadir (Simonneaux, 2007). Ogrencilerin sosyobilimsel konularla ilgili karar ve tartisma siirecine
etkin bir sekilde katilarak dogru kararlar verebilmeleri ise sosyobilimsel konularla ilgili arglimantasyon
becerilerini gelistirmeleri ile mimkiin olabilmektedir (Lin & Mintzes, 2010). Nitekim, argiimantasyon
becerisi sosyobilimsel konularla ilgili kanitlarin dogrulugunu degerlendirerek bilgi temelli kararlar
verebilmek icin 6nemli bir yol olarak gorilmektedir (Dawson & Venville, 2010; Newton et al., 1999). Bu
durum sosyobilimsel konularla ilgili arglimantasyon becerisi lzerinde c¢alismalarin yapilmasini énemli
kilmaktadir. ilgili alan yazinda da sosyobilimsel konularla argiimantasyon becerisi yani sosyobilimsel
argiimantasyon becerisi Uzerinde 6nemle duruldugu goérilmektedir. Bu dogrultuda sosyobilimsel
arglimantasyon becerisinin gelisimine katki saglamak amaciyla gesitli arastirmalarin gergeklestirildigi
gorulmektedir. Bunlardan Sadler ve Donelly (2006), arastirmalarinda igerik bilgisinin ve ahlaki
diisinmenin sosyobilimsel argiimanlarin niteligine etkisini incelemislerdir. Christenson, Rundgren ve
Hoglund (2012), arastirmalarinda ortaokul 6grencilerin sosyobilimsel konularla ilgili informal
argiimantasyonlarini destekleyici gerekce ve bilimsel bilgi kullanimi agisindan incelemislerdir. Sadler ve
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Fowler (2006) ise arastirmalarinda sosyobilimsel argiimantasyon siirecinde igerik bilgisinin nasil
kullanildigini incelemislerdir. Molinatti, Girault ve Hammond (2010) da kék hiicre konusunda
yuruttukleri arastirmalarinda lise 6grencilerinin sosyobilimsel konularla ilgili arglimantasyon becerisini ve
karar verme becerilerini analiz etmislerdir. Lin ve Mintezs (2010) ise altinci sinif 6grencileri Uzerinde
bireysellestirilmis  O6gretim  kullanarak yurGttikleri arastirmalarinda  sosyobilimsel  konularla
arglimantasyon becerisi gelisimini basari dizeyleri agisindan incelemislerdir. Dawson ve Venville (2010)
lise genetik derslerinde 6grencilerin sosyobilimsel konularla ilgili arglimantasyon becerilerinin
gelistiriimesi icin Ogretim stratejileri Uzerinde arastirma yapmislardir. Osborne, Erduran ve Simon,
(2004), calismalarinda argilimantasyon becerisi gelisimini destekleyen 6grenme cevresi desenlenmesini
ve degerlendirilmesi Uzerine odaklanmislardir. Deveci (2009) c¢alismasinda arglimantasyona dayal
o6gretim yonteminin sosyobilimsel arglimantasyon, bilgi seviyesi ve bilissel diisiinme becerileri tGzerinde
etkisini incelemistir. Soysal (2012) alan bilgi dlzeyinin sosyobilimsel argiimantasyon kalitesi tzerine
etkisini arastirmistir. Demircioglu ve Ucgar (2014) calismalarinda 6gretmen adaylarinin sosyobilimsel
konularla ilgili yazih argimanlari akil ylirGitme tarzi, Toulmin argiman modeli ve argiiman seviyeleri
agisindan incelemislerdir. Oztirk (2013), eylem arastirmasi olarak gerceklestirdigi calismasinda
sosyobilimsel konularla arglimantasyon becerisi gelisimi lizerine odaklanmigtir. Bu ¢alismalar genel
olarak degerlendirildiginde arastirmalarda sosyobilimsel argimantasyon becerisi lzerinde etkili olan
faktorlerin incelenmesine (Christenson et al., 2012; Sadler et al., 2004; Sadler & Donelly, 2006; Sadler &
Fowler, 2006; Soysal, 2012), gesitli 6gretim etkinlikleriyle sosyobilimsel arglimantasyon becerilerinin
gelistiriimesine (Dawson & Venville, 2010; Deveci, 2009; Lin & Mintezs, 2010, Molinatti et al., 2010;
Oztiirk, 2013), sosyobilimsel konularla argiimantasyon becerisinin degerlendirilmesi icin 6lgek
gelistiriimesine (Sadler & Donelly, 2006; Topgu, Sadler, & Yilmaz-Tuzun, 2010) yonelik temalarin konu
alindig goriilmektedir.

Argiimantasyon becerisi gelisimi slrecinde gesitli problemler yasanmasi ve bu becerinin yeterli
dizeyde kazanilamamasi (Candan, 2006; Guven, 2002; Kivang, 2003; Newton et al., 1999; Sandoval &
Millwood, 2005; Yigittir, 2003) arastirmacilari sosyobilimsel argiimantasyon becerisini etkileyen
faktorleri inceleme tzerinde yogunlastirmistir. Bu dogrultuda, icerik bilgisinin, basarinin, bilgi, deger ve
kisisel deneyimlerle baglantili; kultir/toplum, cevre, ekonomi, bilim, etik/ahlak, politika gibi alanlarin
inceleme konusu olarak alindigi gérilmektedir. Diger taraftan, bir argimanin gelistiriimesi icin temel
kosul kisinin neyi bilip neyi bilmediginin farkinda olmasidir. Bu siireg kisinin neyi, nigin, nasil, ne zaman
bildigi tzerine mantikh dislinmesini yansitmaktadir. Bunlar ise bilissel farkindali§i gerektirmektedir
(Mason & Santi, 1994). Bilissel farkindalik ne bildigimizi ve neyi bilmedigimizi bilme; problem ¢6zerken
zihinsel olarak yaptigimiz islem ve stratejilerin farkinda olma; zihinsel Urinleri degerlendirme ve
lzerinde disinme vyetenegi olarak tanimlanmaktadir (Costa, 1984). Bilissel farkindalik becerileri
o6grenmeyi bilingli olarak kontrol etmeyi, strateji secmeyi ve planlamayi, 6grenmedeki ilerlemeyi
denetlemeyi, hata taramalari yapmayi ve diizeltmeyi, 6grenme stratejilerini analiz ederek degistirmeyi
icermektedir (Ridley, Schutz, Glanz, & Weinstein, 1992). Bu beceriler bireye problem ¢6zme sireci
boyunca kendini izleme, nasil bir yol takip edecegini planlama ve kendi performansini degerlendirme
olanagi saglamaktadir (Metcalfe & Shimamura, 1994). Duschl ve Osborne (2002) de argiimantasyon
siirecinde Ogrencilerin dusincelerini kendi cumleleriyle dile getirdiklerini, bu nedenle bilissel
farkindahgin 6nem kazandigini belirtmektedir. Dusch ve Osborne bilissel farkindalikla 6grencilerin neyi,
nasil bildiklerinin farkinda olduklarini bdylece o dislinceye nigin inandiklarini da daha iyi
anlayabileceklerini ifade etmektedirler. Ayrica, bilissel farkindalik insanlarin yalnizca ne bildiklerinin
farkinda olmasi degil ayni zamanda bilgiye nasil ulastiklarinin ve nasil kullanacaklarinin da farkinda
olmasini gerektirmektedir.

Argiiman ortamlarinda da 6grencilerin sahip olduklari bilgiler ile neden ona inandiklarini sebepleriyle
birlikte ortaya attiklari igin bilissel farkindalik ile argimantasyonun yakindan iliskili oldugu sdylenebilir.
ilgili alan yazinda (Kuhn & Udell, 2003; Kuhn, Goh, Lordanou, & Shaenfield, 2008; Mason & Santi, 1994;
Shaenfield, 2009) da bilissel farkindahigin arglimantasyon icin onemli bir beceri olduguna vurguda
bulunulmaktadir. Ancak, bilissel farkindahgin ylksek argiimantasyon becerisi sergilenmesinde bir etken
olup olmadigi ile ilgili detayh bilgiler saglanmasi, bilissel farkindalik ve arglimantasyon arasinda vurguda
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bulunulan bu iliskinin anlamli ve anlasilir hale getirilmesi i¢in neden-sonug iliskisi baglaminda duruma
iliskin ayrintili bilgiler saglayacak ¢alismalara ihtiya¢ duyulmaktadir.

FBO adaylarinin sosyobilimsel argiimantasyon siireglerinin biligsel farkindalik agisindan nedensel
karsilastirma yapilarak incelenmesi ise hem 6gretmen egitimi hem de ortaokul seviyesinde fen egitimi
icin biylik ®nem tasimaktadir. Ciinkii FBO adaylarinin sosyobilimsel arglimantasyon becerilerini etkili bir
sekilde kullanabilmeleri; kendilerinin bilimsel okuryazar bireyler ve toplumsal tartismalara aktif katilan
vatandas olmalari, 6gretmenlik hayatlarinda ise 6grencilerine sosyobilimsel konularla ilgili karar verme
mekanizmasini ve arglimantasyon becerisini etkin bir sekilde kazandirabilmeleri, bilimsel okuryazar
bireyler yetistirebilmeleri igin gereklilik arz etmektedir. Bununla birlikte, ilgili alan yazin taramasiyla
ulasilabilen kaynaklarla sinirli olmak kaydiyla FBO adaylarinin sosyobilimsel arglimantasyon siireglerinin
bilissel farkindalik agisindan incelendigi bir calismaya rastlanmamistir. FBO adaylarinin sosyobilimsel
arglimantasyon sureclerinin bilissel farkindalik agisindan incelenmesi amaciyla gercgeklestirilecek bir
nedensel karsilastirma arastirmasi bilissel farkindaligin bu siirecte etkili bir degisken olup olmadigi ile
ilgili ayrintil bilgi saglayacaktir. Diger bir anlatimla, sosyobilimsel argiimantasyon becerisi ile bilissel
farkindalik arasinda neden-sonug iliskisi olup olmadigi ile ilgili fikir yurutiilmesine olanak taniyacaktir. Bu
baglamda, elde edilecek bilgilerin ise sosyobilimsel argiimantasyon becerisinin gelistirilmesi,
sosyobilimsel arglimantasyon becerisi gelisiminde biligsel farkindaligin islevinin belirlenmesi ve bilimsel
okuryazar bireylerin yetistirilmesi icin yapilacak galismalara 6nemli bir kaynak olacagi, bu dogrultuda
ulusal ve uluslararasi alan yazina katkilar saglayacag distnilmektedir. Belirtilen gerekgeler,
dogrultusunda bu arastirmada FBO adaylarinin farkli diizeyde sosyobilimsel argiimantasyon becerileri
sergilemelerinde bilissel farkindahgin etkili olup olmadiginin incelemesi amaglanmistir. Bu ana amag
dogrultusunda bu calismada su sorulara yanit aranmistir.

o Yiiksek ve diisiik sosyobilimsel argiimantasyon becerili FBO adaylarinin sosyobilimsel argiimantasyon
siireclerinde bilissel farkindalik becerisi ise kosulmakta midir?

e Eger ise kosuluyor ise bu iki grubun sosyobilimsel argiimantasyon siireglerinde kullanilan bilissel
farkindalk stratejileri farkhhk gdstermekte midir? Nasil?

e Bu iki grup FBO adayinin bilissel farkindalik beceri diizeyleri anlamli olarak farkhlasmakta midir?

Yontem
Arastirma Modeli

FBO adaylarinin yiiksek ve diisiik sosyobilimsel argiimantasyon becerisi sergilemelerinde bilissel
farkindahgin etkili olup olmadigini incelemek amaciyla gergeklestirilen bu ¢alisma bir nedensel
karsilastirma arastirmasi olarak desenlenmistir. Nedensel karsilastirma arastirmalarinda ayni durumdan
farkh sekillerde etkilenmis iki grup ya da farz edilen durumdan etkilenmis ve etkilenmemis iki grup
vardir. Mevcut durumun olasi nedenlerini ve etkileyenlerini belirleyebilmek i¢in bu gruplar bazi
degiskenler acisindan incelenmektedir. Boylece, deneysel arastirmalardan farkli olarak katilimcilar
Uzerinde herhangi bir midahale olmaksizin neden-sonug iliskisi hakkinda fikir olusturulmasina imkan
saglamaktadir (Cohen & Manion, 1994). Bu arastirmada da ylksek ve dlstuk sosyobilimsel
arglimantasyon becerisine sahip gruplar bulunmaktadir. Arastirma kapsaminda bu gruplarda bulanan
FBO adaylarinin sosyobilimsel argiimantasyon becerisi nitel ve nicel yéntemlerle bilissel farkindalik
degiskenine gore derinlemesine incelenmistir. Boylece, sosyobilimsel arglimantasyon becerisi olarak
farkhhk gosteren gruplarin bilissel farkindalik becerisine gore farkhlik gosterip géstermedigi dolayisiyla
bilissel farkindaligin bu siirecte etkili bir faktor olup olmadigi belirlenmeye calisiimistir.
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Katilimcilar

Arastirmanin calisma grubu bir devlet (iniversitesinde 6grenim gérmekte olan FBO adaylari arasindan
amaglh 6rnekleme yoéntemlerinden 6lgiit 6rnekleme ydntemiyle belirlenmistir. Bu slregte igerik bilgisi
degiskenini kontrol altina alabilmek icin ¢alisma grubu genetik ve gevre bilimi derslerini almis olan
lglnct ve dordiinci sinif Ogrencileri arasindan olusturulmustur. Calisma grubunun olusturulmasi
asamasinda ise ilgili alan yazindan yararlanilarak gelistirilen Sosyobilimsel Arglimantasyon Becerisi Diizey
Belirleme Rehberi (SABR) kullanilmistir. SABR ile FBO adaylarinin sosyobilimsel konularla ilgili yazili
arglimantasyon becerilerine iliskin veriler toplanmistir. SABR (glnci ve doérdinci sinif dizeyinde
dgrenim gdérmekte olan 156 FBO adayina uygulanmistir. Toplanan veriler Topcu vd. (2010) tarafindan
gelistirilen arglimantasyon beceri diizeyleri temele alinarak dort seviyede analiz edilmistir. Seviye 1,
yalnizca bir iddia; seviye 2 bir iddia ve dogrulayici; seviye 3 dogrulanmis bir iddia ve karsi iddia; seviye 4
dogrulanmis iddialar, karsi bir iddia ve karsi iddiaya iliskin guiriitiiciiler icermektedir. FBO adaylarindan
sosyobilimsel argiimantasyon becerisi dordiincli seviyede olanlar yiiksek sosyobilimsel arglimantasyon
becerili (YSAB) gruba, sosyobilimsel arglimantasyon becerisi birinci seviyede olanlar ise dusik
sosyobilimsel argiimantasyon becerili (DSAB) gruba dahil edilmistir. Bu dogrultuda yuksek ve disik
sosyobilimsel arglimantasyon becerili iki grup su 6lglitlere bagli olarak belirlenmistir:

e YSAB FBO adaylari igin Giglincii veya dérdiincii sinif diizeyinde 6grenim gérme, her iki sosyobilimsel
arglimantasyon senaryosu igin dordiinci seviyede argiimantasyon becerisi sergileme yani
dogrulanmis iddialar, karsi iddia ve kargi iddiaya iligkin glriticller 6ne stirmiis olma,

* DSAB FBO adaylari igin {iclincii veya dérdiincii sinif diizeyinde 6grenim gdrme, her iki sosyobilimsel
arglimantasyon senaryosu icin birinci seviyede arglimantasyon becerisi sergileme yani senaryoda
verilen ikilem durumuyla ilgili yalnizca iddialar 6ne siirmus; dogrulayici, karsi iddia ya da ¢lrGtici
gelistirememis olma,

Bu 6lgiitlere bagh olarak YSAB FBO adaylarini olusturan galisma grubunda her iki sosyobilimsel
arglimantasyon senaryosunda argiimantasyon beceri seviyesi dort olan 11’i kiz ve 13’l erkek toplam 24
FBO adayi bulunmaktadir. Bu FBO adaylarinin 14’( tiglincii sinif 10’u dérdiincii sinif diizeyinde 6grenim
gdrmektedir. DSAB FBO adaylarini olusturan ¢alisma grubunda ise her iki sosyobilimsel arglimantasyon
senaryosunda beceri seviyesi bir olan 9’u kiz ve 12’si erkek toplam 21 FBO adayi bulunmaktadir. Bu FBO
adaylarinin ise 15’i Gglinct sinif diizeyinde, 6’s1 dérdiinci sinif diizeyinde 6grenim gérmektedir.

Veri Toplama Araglari

Bilisétesi Farkindalk Envanteri (BFE): Arastirma kapsaminda FBO adaylarinin bilissel farkindalik
beceri diizeylerini belirleyebilmek icin Scraw ve Dennison (1994) yetiskinler icin hazirladigl “Bilisotesi
Farkindalik Envanteri” kullanilmistir. Scraw ve Denisson’nun hazirladigi Bilisotesi Farkindalik Envanteri
(BFE) yetiskinlerin bilissel farkindaliklarini 6lgmeye yonelik hazirlanmis bir 6lgme araci olup BFE’nin
Tirkgce formunun gegerlilik ve givenirlik calismasi Akin, Abaci ve Cetin (2007) tarafindan
gerceklestirilmistir. Bu sirecte, dilsel es degerlik bulgulari dlgegin orijinal ve uyarlanan form puanlari
arasindaki iliskinin .93 oldugunu géstermistir. Olgegin yapi gegerligini incelemek amaciyla agimlayici
faktor analizi (AFA) yapilmistir. AFA sonucunda toplam varyansin % 47’sini aciklayan bilis bilgisi ve bilisin
diizenlenmesi temel boyutlari altinda yer alan 8 faktérli bir yapi elde edilmis. Olgek maddelerine iliskin
faktor yuklerinin .32 ile .83 arasinda degistigi belirlenmistir. Uyum gecerligi calismasinda Yurdakul (2004)
tarafindan gelistirilen Bilisotesi Farkindalik Envanteri kullanmistir. Uyum gecerliligi icin bu iki olgek
arasinda kolerasyon .95 olarak hesaplanmistir. Madde analizi sonucunda alt oOlgeklerin madde-test
korelasyonlarinin .35 ile .65 arasinda degistigi gorilmustir. BFE'nin toplami igin i¢ tutarlilik ve test-tekrar
test givenirlik kat sayilari .95 olarak bulunmustur. Bu bulgulara dayanarak BFE’nin egitim alaninda
kullanilabilecek, gegerli ve giivenilir bir 6lgme araci oldugu tespit edilmistir.
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Bu arastirmada ise BFE glvenirlik ¢calismasi yapilarak kullaniimistir. Glvenirlik ¢alismasi igin BFE 176
FBO adayina uygulanmistir. Testin toplamina iliskin Cronbach alfa katsayisi .91 olarak hesaplanmistir.
BFE’nin “Bilisin bilgisi” alt boyutunun Cronbach alfa katsayisi .79, “Bilisin diizenlenmesi” alt boyutunun
Cronbach alfa katsayisi ise .90 olarak hesaplanmistir.

Sosyobilimsel Argiimantasyon Becerisi Diizey Belirleme Rehberi (SABR): SABR yiksek ve dlsik
sosyobilimsel argiimantasyon becerisine sahip FBO adaylarinin belirlenmesi amaciyla kullanilmistir.
SABR’nin hazirlanmasi slrecinde sosyobilimsel ikilem senaryolari ve senaryolarla ilgili sorularin
olusturulmasi igin Oncelikle ilgili alanyazin incelenmistir. Alanyazin incelemesi sonucunda Sadler ve
Zeidler (2005b) tarafindan gelistirilen biri gen terapisi digeri klonlamayla ilgili Huntington Hastalig icin
Gen Terapisi ve Olmiis Cocugun Klonlanmasi olmak iizere iki sosyobilimsel ikilem senaryosu segilmistir.
Arastirmada, ilgili senaryolarin gevirisi yapildiktan sonra ingilizce ve Tiirkge metinler arasindaki uyum
kontrolii igin ana dili Tiirkge olan ve ingilizce egitimi alaninda uzman g 6gretim Uyesinden goriis
alinmustir. ikinci asamada FBO adaylarinin senaryolarinda verilen ikilemlerle ilgili iddia, destekleyici, kars:
iddia ve karsi iddiaya iliskin curaticiler gelistirebilme yeteneklerini degerlendirebilmek amaciyla ilgili
alan yazindan (Lin & Mintzes, 2010; Topgu et al., 2010) yararlanilarak olusturulmus agik uglu sorular
hazirlanmistir. Hazirlanan senaryo ve sorular alanda uzman iki 6gretim Uyesinin gorisiine sunulup,
alinan donitler dogrultusunda gerekli diizeltmeler yapilmistir. Yeniden dizenlenen form; 3. sinif
diizeyinde dért, 4.sinif diizeyinde dért FBO adayi Gizerinde pilot uygulamasi yapildiktan sonra son seklini
almistir.

Sosyobilimsel Argiimantasyon Siirecinde Bilissel Farkindaligi Inceleme Gériisme Formu (GF): GF
sosyobilimsel argiimantasyon sirecini bilissel farkindalik agisindan incelenmesi amaciyla kullaniimistir.
GF problem durumlarinin sunuldugu sosyobilimsel ikilem senaryolari ile argiman gelistirme siurecinde
kullanilan biligsel farkindalik becerilerini agiga ¢ikarmaya yonelik sorular olmak (zere iki bdlimden
olusturulmustur. GF’nin hazirlanmasi asamasinda ilk olarak alanyazinda sosyobilimsel ikilem senaryolari
incelenmistir. Bu inceleme sonucunda Sadler ve Zeidler’in (2005b) Zekilik icin Gen Terapisi ile Bell ve
Lederman’in (2003) Kiresel isinma senaryolari goriisme formunda kullaniimak tzere secilmistir. Boylece,
sosyobilimsel argiimantasyon becerilerinin icerik olarak farkh baglamlarda incelenmesi amaglanmistir.
Arastirmada, ilgili senaryolarin gevirisi yapildiktan sonra ingilizce ve Tiirkge metinler arasindaki uyum
kontrolii icin ana dili Tirkge olan ve ingilizce egitimi alaninda uzaman (i¢ 6gretim lyesinden gériis
alinmistir. Bu gorisme formunda SABR’den farkli olarak karsi iddia ve karsi iddiaya iliskin guritici
Uretmelerine yénelik onlari yonlendirme amach sorular eklenmemistir. Yalnizca argliman gelistirecekleri
problem durumu sunulmustur. Bodylece, sosyobilimsel konularla ilgili bir problem durumuyla
karsilasildiginda yonlendirme olmaksizin bu sireci nasil islettikleri, bilissel farkindalkla ilgili hangi
becerilerden nasil ve nigin faydalandiklari incelenmeye calisilmistir. Bu dogrultuda oOncelikle yazih
argiimantasyon sirecini nasil islettiklerini asama asama aciklamalari istenmistir. Daha sonra ise
“Problemi daha iyi anlamaya yonelik herhangi bir ¢alisma yaptiniz mi? Nasil? -Hangi dislnceyi
savunacaginiza nasil karar verdiniz? Segiminizi nasil yaptiniz? -Argiiman gelistirme siirecinde planlama
calismasi yaptiniz mi? Bu amagla hangi calismalari yaptiniz? - Argliman gelistirme slreci boyunca
herhangi bir izleme veya diizenleme ¢alismasi yaptiniz mi? Nasil? -Argiiman gelistirme sireci boyunca
degerlendirmeye yonelik herhangi bir calisma yaptiniz mi? Nasil? - Bilgilerin glivenirligi icin sorgulama
yaptiniz mi?” sorulari adaylara yazili arglimantasyon siirecleri tamamlandiktan sonra yoneltilmistir. GF
hazirlandiktan sonra alanda uzman iki 6gretim tyesinin goriisiine sunulup alinan dénitler dogrultusunda
gerekli diizenlemeler yapilmistir. Daha, sonra tglinci sinif diizeyinde dort, dérdinci sinif diizeyinde dort
FBO adayi iizerinde pilot uygulamasi yapilarak forma son sekli verilmistir.
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Verilerin Toplanmasi

SABR’ye iliskin verilerin toplanmasi: Arastirmanin ¢alisma grubunu olusturabilmek amaciyla SABR
156 FBO adayi lizerinde uygulanmistir. Verilerin toplanmasi siirecinde &ncelikle arastirmanin amaci ile
ilgili bilgi verilmis, toplanan bilgilerin gizli kalacagi belirtilmistir. Daha sonra 6grencilerden SABR’yi
okumalar ve agiklanmasini istedikleri herhangi bir sey varsa sormalari istenmistir. FBO adaylarinin
SABR'’yi cevaplama siireleri 25-30 dakika arasinda stirmastar.

GF verilerinin toplanmasi: Arastirmada, 21'i disik ve 24’0 yiiksek sosyobilimsel argiimantasyon
becerili toplam 45 FBO aday! ile birebir gérisme yapilmistir. Gériisme sirecinde oncelikle FBO
adaylarina arastirmanin amaci ile ilgili bilgi verilmis, bilgilerin gizli tutulacagl sdylenmis ve goriismeyi
kayit altina almak igin izin istenmistir. Gériisme siirecinin ilk asamasinda FBO adaylarina sosyobilimsel
ikilem senaryolari verilerek sunulan problem durumu ile ilgili yazili argimanlarini gelistirmeleri igin
zaman taninmistir. Bu sidrecgte katihmcilara higbir soru yoéneltilmemistir. Ancak, bu siirecte tekrar
okumalari yapma, sesli 6zetlemeler yapma gibi bilissel farkindalik ¢ercevesinde degerlendirilebilecek
davranislar kayit altina alinmistir. ikinci asamada ise FBO adaylari ile gériismeler yapilarak siireci nasil
islettiklerine iliskin bilgiler toplanmistir. Bu dogrultuda, katiimcilara ikilem senaryonu okuma
asamasindan baslanarak sureci nasil iglettikleri agiklatilmis ve hazirlanan sorular yéneltilmistir. Boylece,
bu sireg bilissel farkindalik stratejilerinin kullanimi agisindan detayli olarak incelenmeye calisiimistir.

BFE’ye iliskin verilerin toplanmasi: Arastirmanin g¢alisma grubunu olusturan 21’i disik ve 24’0
yiiksek sosyobilimsel arglimantasyon becerisine sahip toplam 45 FBO adayina uygulanmistir. BFE ¢alisma
grubunu olusturan FBO adaylarina GF'ye iliskin gériisme siireci tamamlandiktan sonra 15 dakika bir ara
verilip uygulanmistir. BFE’ye iliskin verilerin toplanmasi asamasinda gériismeler 20-25 dakika arasinda
sirmustar.

Verilerin Analizi

SABR’ye iliskin verilerin analizi: SABR’ye iligkin verilerin ¢dzimlenmesi siirecinde 6ncelikle
arglimantasyon becerisi bilesenleri cercevesinde igerik analizi yapilmistir. Bdylece, FBO adaylarinin
trettikleri arglimanlarin hangi bilesenlerden meydana geldigi tespit edilmistir. ikinci asamada ise Topcu
vd. (2010) tarafindan gelistirilip kullanilan argimantasyon beceri dlizeyleri degerlendirme 6l¢ltii temele
alinarak siniflandiriimistir.Bu ¢éziimlemelere 6rnekler Tablo 1’de sunulmustur.

Sosyobilimsel arglimantasyon beceri seviyelerinin belirlenmesi icin yapilan nitel analizlerin
givenirligini saglamak icin nitel arastirma ve arglimantasyon becerisinde uzman ikinci bir kodlayicinin
gorusiine basvurulmustur. Kodlayici giivenirligi .89 olarak hesaplanmistir (Miles & Huberman, 1994).
Bununla birlikte goris ayriligi olan kodlar Gizerinde uzmanla birlikte tartisilarak uzlasmaya varilmistir.

GF verilerinin analizi: Goériisme verileri icerik analizi yapilarak ¢6ziimlenmistir. icerik analizi
yonteminin ilk asamalari olan acik ve secici kodlama (Strauss & Corbin, 1990) siireci takip edilmistir. Bu
dogrultuda yazili hale getirilen gorlisme ve yazili arglimantasyon metinleri birlestirilmistir. Arastirma
amaci dogrultusunda veri seti birka¢ kez satir satir okunarak bilissel farkindalik agisindan incelenerek
bazen dogrudan bazen de ortaya cikarilan anlamlardan yola ¢ikilarak kodlar olusturulmustur. Kodlar
benzerlik ve farkliliklarina gore gruplandirilarak bilissel farkindalik stratejileri kategorileri
olusturulmustur. Bu analiz sonucunda sosyobilimsel argiimantasyon sirecinde ise kosulan yedi bilissel
farkindalik stratejisi kategorisi tespit edilmistir. Arastirmada, betimlenen durumu okuyucunun zihninde
canlandirabilmek, sonuglara nasil ulasildigini, nasil ¢cikarimlarda bulunuldugunu géstermek ve arastirma
bulgularini desteklemek icin dogrudan alintilara yer verilmistir. Alintilarin goésterilmesi slirecinde
alintilarin hangi adaya ait oldugunu belirtmek icin harf ve sayidan olusan bir sistem kullaniimistir. Bu
baglamda DSAB FBO adaylarini kodlamak icin D, YSAB FBO adaylarini kodlamak icin ise Y harfi
kullanilmistir. Bu durumda (D,2) ifadesi iki numarali DSAB FBO adayina ait alintiy1 géstermektedir.
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BFFE’ye iliskin verilerin analizi: Yiiksek ve diisiik sosyobilimsel argiimantasyon becerisine sahip FBO
adaylarinin BFE puanlari bagimsiz gruplar t testi yapilarak istatistiksel olarak analiz edilmistir. Analiz
yapilmadan Once t testinin sayiltilari kontrol edilmis ve veriler istatistik programi kullanilarak p < .05
anlamlilik diizeyinde degerlendirilmistir.

Tablo 1.
Sosyobilimsel Argiimantasyon Becerilerinin Analizine iliskin Ornek Céziimlemeler.

*ASY Ornek Argiimanlar

Seviye 1: Tip eger boyle bir seye olanak sagliyorsa 6len ¢ocugun klonlanmasina izin

Yalnizca bir iddia verilmelidir. Neden izin verilmesin ki? ... (O, 53).

Seviye 2: Olen ¢ocugun klonlanmasina izin verilmemelidir. Ciinkii bu durum insan nesli igin

Bir iddia ve blyik bir tehlike olusturacaktir. Genlerimizin aktarilmasi sirasinda genetik cesitlilik

dogrulayici saglanmakta ve eger ayni ¢ocuk tekrar tekrar diinyaya getirilirse genetik gesitliligin
onlne gececektir ve belki de zayif ve hastalikh genlerin hep gen havuzuna
aktarilmasina yol agacaktir... (0,79).

Seviye 3: Kararim hayir olurdu. Olen ¢ocugun klonlanmasina izin verilmemelidir. Ciinkii saglkli

Dogrulanmis bir
iddia ve kars! iddia

bir sekilde yasayacagini disinmiyorum. Cinkd ilk klonlanan koyun Dolly yedi yil
yasayabilmisti. Olumsuz etkileri hayvanlar (izerinde kanitlanmis bir durum. insanlar
lizerinde denenmemelidir. Bunun tersini diisiinenler ise annenin Gzlintlsinl sebep
gostererek dlen g¢ocugun klonlanmasina izin verilmesinin gerektigini sdyleyecektir...
(6, 114).

Seviye 4:
Dogrulanmis
iddialar, karsi
iddialar,
clratdculer

Bence oOlen ¢ocugun klonlanmasina izin verilmemelidir. Clnkld bu uygulama hem
dogacak gocuk hem de tiim insanlik icin nemli problemlere yol agacaktir. Oncelikle
bu islemi baska bireylerde de hakl olarak yaptirmak isteyebilir. Bireyler sevdikleri
insanlar 6lmeden hiicrelerini alarak bu yontemi uygularlar. Bir neslin tekrar tekrar
ortaya ¢ikmasina yol agar. Diinya niifusu da kat kat artar dogal denge bozulur. Ayrica,
koyun klonlanlama arastirmasina goére de klonlanan koyun genetik yasini vicut
hiicresi alinan koyundan alindigi i¢in uzun yasamadigini géstermisti. Diger taraftan
¢ocugun toplum iginde yasayacagl kimlik sorunu da ¢ocuk icin énemli bir problem
olacaktir. Son olarak da insanlar tGzerinde boyle calismalarin yapilmasi etik degildir.
Farkli diisinenler ise izin verilmesi gerektigini soylerler. Clinkii annenin aci ¢ektigini,
cocugunu tekrar gérmek isteyecegini, yalniz kalmamasi gerektigini, psikolojik olarak
ihtiyaci oldugunu soylerler. Ancak, ¢ocuk dogdugunda kendinin gergek bir insan mi
yoksa kopya mi oldugunu bilemeyecek, anne, baba kavramlari karisacak, kimlik
arayisina girecek ve psikolojisi bozulacak. Tam bir kaos yasanacak. Bu durum hem
annenin hem de ¢ocugun psikolojisini geri dénisi olmayacak sekilde bozacak. Yani
bu ¢6ziim olmayacak... dogru bir karar olmayacaktir... (O, 92)

*ASY: Argliman seviyeleri ve yapilari

Goriisme Verilerinin Analizine iliskin Giivenirlik ve Gegerlik Calismalari

Arastirma sonuglarinin gecerliligi icin asagidaki calismalar yapiimistir:

Arastirmada elde edilen bulgular farkl veri toplama yontemleriyle (yazilh dokiimanlar ve gorisme)
elde edilerek teyit edilmistir. Veri kaybinin énlenmesi amaciyla goriisme verileri katilimcilardan izin
alinarak kayit altina alinmistir. Arastirmanin katihmcilari ve sireclerin 6zellikleri baska 6rneklemlerle
karsilastirma yapilabilecek diizeyde ayrintili olarak tanimlanmistir. Arastirma sonuglarina nasil ulasildig
ve yapilan c¢ikarimlara iliskin kanitlar diger kisilerinde ulasabilecegi sekilde sunulmustur. Arastirma
sonuglarinin glvenirligini saglayabilmek amaciyla kodlamalar icin uzman gorisiine basvurulmustur.
Arastirmanin sonuglarinin giivenirliginin hesaplamasi asamasinda Miles ve Huberman’in (1994) énerdigi
givenirlik formald uygulanmis gorisme verilerine iliskin kodlayici glivenirligi .87 olarak hesaplanmistir.
Bununla birlikte goris ayriligi olan kodlar Gzerinde uzmanla birlikte tartisilarak uzlasmaya varilmistir.
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Bulgular

Bulgular, arastirma problemlerine uygun olarak “FBO adaylarinin sosyobilimsel argiimantasyon
stireclerinin biligsel farkindalik agisindan incelenmesine iliskin bulgular” ve “YSAB ve DSAB FBO
adaylarinin biligsel farkindalik beceri duzeylerinin belirlenmesine iliskin bulgular” alt bagliklar altinda
sunulmustur.

FBO Adaylarinin Sosyobilimsel Argiimantasyon Siireglerinin Bilissel Farkindalik Agisindan
incelenmesine iligkin Bulgular

Yiiksek ve disiik sosyobilimsel argiimantasyon becerisine sahip FBO adaylarinin sosyobilimsel
arglimantasyon siireglerinde kullandiklari bilissel farkindalik stratejilerine iliskin bulgular Tablo 2’de
sunulmustur.

Bilissel farkindalik stratejilerine iliskin bulgular asama asama sunulmustur.

Anlamaya yénelik stratejiler: Bilissel farkindaligin anlamaya yonelik stratejisi sosyobilimsel
arglimantasyon sirecine girmeden 6nce yani bir iddia gelistirmeden o6nce ikilem senaryolarini ve
problem durumunu detayh olarak anlamak ve anladigindan emin olmak igin gergeklestirilmistir. Tablo 2
incelendiginde sosyobilimsel konularla ilgili ikilem senaryolarini ve bu senaryolarda verilen problem
durumlarini anlamlandirabilmek icin G¢ farkli davranisin kullandigi gériilmektedir. Bu dogrultuda, FBO
adaylarinin tekrar okumalari yapma, problem durumunu kendi cimleleriyle 6zetleme, 6nemli noktalara
odaklanarak altini ¢izme, not alma ve s6zIU olarak ifade etme davranislarini sergiledikleri gozlenmistir.
YSAB FBO adaylarina iliskin bulgular bu davranislarin tamaminin ya da bir kacinin sosyobilimsel
arglimantasyon siirecinde mutlaka kullanildigini géstermistir.DSAB FBO adaylarina iliskin bulgular ise bu
gruptaki FBO adaylarindan bir béliminiin  anlamaya vyonelik stratejileri  kullandiklarini
gostermistir.Bunlardan sekizinin problemi anlamaya yonelik tekrar okuma, besinin ise kendi cimleleriyle
ozetleme davranisini gergeklestirildigini ortaya koymustur. Sosyobilimsel argiimantasyon sirecinde
kendi ciimleleriyle 6zetleme ve 6nemli noktalari sozlii ifade etme davranislarinin kullanimina yénelik
ornek diyaloglar soyledir:

“Sanirim burada zeka seviyelerinin arttirilmasi neticesinde saglanacak fayda ile zarari karsilastirarak
bu yontem uygulanmali midir yoksa uygulanmamali midir buna karar vermem gerekli” (Y,5),
“Buradaki temel problem daha zeki insanlar olmali mi? Neden?” (D,11), “Ustiin yetenekli insanlarla
donatilmig bir diinya mi? Yoksa farkli dizeyde zekdya sahip insanlarin bulundugu bir diinya
mi?Hangisi daha iyi bir secimdir?” (Y,2) “insanlik bu durumdan nasil etkilenecek? Zeka geriligi
yasayan insanlar?Zeki insanlar?Ulkeler, sosyal yasam, bilim ve teknoloji nasil etkilenirdi?Neler
degisirdi? Olumlu ya da olumsuz...” (Y,13)

Diyaloglar incelendiginde bu stratejinin problem durumunu daha iyi anlamak amaciyla kullanildig
sdylenebilir.Bu bulgular genel olarak degerlendirildiginde ise, YSAB FBO adaylarinin bu stratejinin
kullanimi agisindan daha iyi oldugu soylenebilir.

Karar verme stratejileri: Arastirma bulgulari FBO adaylarinin karar verme stratejileri gcergevesinde
problem durumunu ¢ok boyutlu disinme, problem durumunun farkli boyutlari Gzerinde bilgi temelli
karsilastirmalar yapma ve karari bilimsel bilgiyi kullanarak verme davranislarini sergilediklerini
géstermistir. Bu dogrultuda, YSAB FBO adaylarinin kararlarini problem durumlarinin farkli boyutlari
Uzerinde distnerek, bilgi temelli karsilastirmalar yaparak, bilimsel bilgiye dayali olarak yapilandirmaya
calistiklari gozlenmistir. Bu adaylarindan biri sosyobilimsel argiimantasyon silirecinde karar verme
stratejisini nasil kullandigini séyle agiklamislardir:
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Tablo 2.
FBO Adaylarinin Sosyobilimsel Argiimantasyon Siireclerinde Kullandiklar Bilissel Farkindalik Stratejileri.
*BFS Biligsel Farkindalik Davraniglari  YSAB FBO Adaylar DSAB FBO Adaylar

Tekrar okumalari yapma Argliiman gelistirilecek Argiman gelistirilecek problem

Anlamaya Yonelik Stratejiler

Kendi cimleleriyle 6zetleme
Onemli noktalara odaklanma

e Altinigizme

e Sozll ifade etme

e Onemli bulunan noktalari
not alma

problem durumunu daha

iyi  anlayabilmek igin
tekrar okumalari
yaptiklari, kendi
climleleriyle 6zetleme ve
onemli noktalara
odaklanma davraniglarini
gerceklestirdikleri

gozlenmistir. Ayrica,
onemli noktalara

odaklanmak igin yazili not
alma, altini gizme, sozli
ifade etme davraniglarinin
tamamini ya da birkagini
kullandiklari
belirlenmistir.

durumunu daha iyi
anlayabilmek icin katilimcilarin
tamaminda olmamakla birlikte
tekrar okuma yapma ve kendi
climleleriyle Ozetleme
davraniglarinin sergilendigi;
bunlardan da agirlhkli olarak
tekrar okuma davranisinin
gerceklestirildigi gozlenmistir.

Argiiman durumuyla ilgili tim

Problem durumuyla ilgili

Problem durumuyla ilgili

E _ bilgileri hatirlamaya calisma neler bildigini hatirlamaya bilgileri hatirlamaya calistiklari
@g Problem durumunun igerdigi calisma, problem ancak problemin tek boyutu
= & farkli boyutlar igin neler bildigini durumunun farkli Gzerine odaklandiklari
r_aug ayri ayri disinme boyutlariyla ilgili bilgileri gézlenmistir. Ayrica, bilginin
Z « Bilginin  glvenirligini  tespit ayrt ayri disinme ve gilvenirligi igin sorgulamalar
g g etmek icin sorgulamalar yapma bilginin kaynaginin yapmadiklari gérilmastar.
E s glvenirligi icin
3%” E sorgulamalar yapma
= E davranislarini
2 gerceklestirdikleri

gozlenmistir.
= Problem (zerinde ¢ok boyutlu Karar siirecinde problem Problem durumunun tek
§ disiinme durumlarinin farkli boyutu Uzerine odaklanarak
% Problem  durumunun  farkli boyutlari Gzerinde ayr karalar verdikleri gbzlenmistir.
g boyutlari (zerinde bilgi temelli ayri duslinerek bilgi
g karsilastirmalar yapma temelli karsilastirmalar
S Karari bilimsel bilgiyi kullanarak yaptiklari ve kararlarini
< verme bilimsel bilgi Uzerinde
g temellendirdikleri
> gozlenmistir.

Bilginin nasil organize edilecegi Argiiman gelistirme Genel olarak  ¢ogunlugun
= Uzerinde distinme slirecinde planlamalar argliman gelistirme sirecine
2 e Bilgileri hangi sirada yaptiklari gozlenmistir. planlama yapmadan
g sunacagini disinme Planlama sirecinde ise bagladiklari, planlama
% e iddiayi desteklemek icin iddialarini savunmak icin yapanlarin ise bilginin nasil
@ gerekli bilgileri nasil gerekli olan bilgiler ve bu sunulacagi Gzerine
r_% kullanacagini diisinme bilgilerin nasil kullanmasi odaklandiklari gézlenmistir.

5 iddiay1 desteklemek icin hangi gerektigi Uzerinde
bilgilerin  gerekli  oldugunu odaklandiklar

diisinme gorilmistar.
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Tablo 2. (Devami)

Yazim hatalarini  dlizeltme

*BFS Bilissel Farkindalik Davraniglari  YSAB FBO Adaylar DSAB FBO Adaylari

= Tekrar  okumalari  yaparak Argiliman gelistirme sureci Genel olarak argiman
:% dogru bir sekilde ilerleyip boyunca izleme ve gelistirme sirecinde sistemli
g ilerlemedigini kontrol etme diizenleme amacgh cesitli bir  sekilde izleme ve
g Degerlendirmeler yaparak c¢alismalari yaparak dizenleme calismalari
g gerektiginde yeni argimanlarini daha yapmadiklari gbzlenmistir.
K] dogrulayicilar, clrltlculer gelismis bir hale Ancak, dizenli olmamakla
§ ekleme ya da ¢ikarma getirmeye galistiklari  birlikte ¢cok az bir bélimuniin
a Gerekge ve kanitlarin iddiayr goézlenmistir. yazim hatalarini  dizeltme
g dogrulamak igin yeterli olup amagh  tekrar  okumalari
g olmadigini kontrol etme yaptiklari gérilmastar.

()

N

amacli tekrar okumalari yapma

Degerlendirme Stratejileri

Sire¢ sonunda amaca ulasip Siire¢ icinde ve sire¢ Gelistirilen argiimanlarin
ulagsmadigini kontrol etme sonunda degerlendirmeler niteligine yonelik olmamakla
Gerekge ve kanitlan kontrol vyaptiklari gozlenmistir. Bu birlikte yazim hatalarn ve
etme dogrultuda amaca ulasilip climle yapilari icin
Yazim hatalarini ve cumle ulagilamadigini, gerekge degerlendirmeler  yaptiklari
yapilarini kontrol etme ve kanitlari, yazim gozlenmistir.

Sure¢ icinde bir asamadan hatalarini ve climle

digerine geciste yapilarini kontrol etmeye

degerlendirmeler yapma yonelik ¢alismalar

gerceklestirdikleri
belirlenmistir.

Bildirimsel, Kosullu ve islemsel Bilgi Stratejileri

Bilgiyi problemi farkli agilardan Argliman gelistirebilmek Problem durumlariyla ilgili

degerlendirme icin icin gerekli yontemsel iddialar gelistirebildikleri
kullanabilme bilgilere sahip olduklari ve bununla birlikte ¢ok az bir
Bilgiyi nasil organize edecegi bu bilgileri sistematik bir boéliuminin iddialar  igin
lzerinde distiinme sekilde kullandiklari dogrulayici 6ne strebildikleri
Bilgi temelli iddialar ©6ne belirlenmistir. gozlenmistir.

surebilme

Bilgiyi iddialarini dogrulamak
i¢in kullanma

e Birden fazla sayida gerekge
One surme

e Kanitlar 6ne siireme

Bilgiyi karsi iddialar gelistirmek
icin kullanma

Bilgiyi karsi iddialari ¢lritmek
icin kullanabilme

*BFS: Bilissel farkindalik stratejileri

“Hangi dlslnceyi savunacaginiza nasil karar verdiniz? Segiminizi nasil yaptiniz? -Kiresel 1sinma
insanlarin hayati, ekolojik denge, canlilarin yasami, saglik, Glke ekonomisi gibi bir ¢cok boyutu iceren
cevresel bir problem. Bir tarafta alinacak énlemlerin getirecegi yaptirimlar tlkelere 6nemli ekonomik
yikamluliikler getirecek. Bunlarin da issizlik, barinma saglik gibi boyutlari olacak. Yasam
standartlarini da degistirecektir. Diger taraftan bu problemler nedeniyle insanlarin yasamlari, saghgi,
ekolojik hayat ve canlilari olumsuz etkilemekte. Bunlari tiim arti ve eksileriyle birlikte diisinmem
gerekliydi...Ben de tim insanligin geleceginin tehlikeye girmesinin engellenmesi icin 6nlemler
alinmalidir diye distindim” (Y,7).
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DSAB FBO adaylarinin sosyobilimsel argiimantasyon siiregleri incelendiginde ise bu grupta bulunan
FBO adaylarinin problem durumunun tek boyutu lizerine odaklanarak kararlar verdikleri gézlenmistir. Bu
duruma iliskin FBO adaylarindan biri sunlari ifade etmistir:

“Hangi duslinceyi savunacaginiza nasil karar verdiniz? Segiminizi nasil yaptiniz? -..Zeka 6nemli bir
sey. Herkes zeki olmak ister Yani iyi bir hayat icin, basari icin... Bunun igin zekanin arttiriimasini
savundum. Herkes de boyle dusiinir gibi geliyor... Niye tersi olsun...” (D,4).

Karar verme stratejilerine iliskin bulgular degerlendirildiginde YSAB FBO adaylarinin bu stratejileri
daha etkili bir sekilde kullandiklari séylenebilir.

Ne bildiginin ve nasil bildiginin farkinda olma stratejileri: Bu strateji kapsaminda problem konusuyla
ilgili sahip olunan tiim bilgileri hatirlamaya ¢alisma, problem durumunun igerdigi farkli boyutlar igin neler
bildigini ayri ayri distinme, bilginin glivenirligini tespit etmek icin sorgulamalar yapma seklinde (g farkl
davranisin gerceklestirildigi tespit edilmistir. Arastirma bulgulari YSAB FBO adaylarina tamaminin bilgileri
hatirlamaya calisma ve problem durumunun icerdigi farkl boyutlar icin neler bildigini ayri ayri disinme
davranislarini sergilediklerini géstermistir. Bilginin glvenirligini tespit etmek icin sorgulamalar yapma
davranisinin ise ¢ogunlukca (19 kisi) kullanildigi gézlenmistir. DSAB FBO adaylarinin ise senaryolarda
verilen problem durumlariyla ilgili tim bildiklerini hatirlamaya g¢alisma davranigini gésterdikleri ancak
problemin tek boyutu Uzerine odaklandiklari ve bilginin guvenirligi i¢in de sorgulamalar yapamadiklari
gorilmistir. YSAB ve DSAB FBO adaylarinin bu stratejilerin kullanimina yénelik yaptiklari agiklamalardan
ornek diyaloglar soyledir:

“_ikilem senaryosunu okuduktan sonra neler yaptiniz? - Problemi anlamaya calistim... konuyla ilgili
neler bildigimi aklima getirmeye calistim-Peki bilgilerinizin glvenirligi icin sorgulama yaptiniz mi?-
Herkes, televizyonlar hep kiresel isinmanin bir felaket olacagini soyliiyor... ben de bunlardan... daha
baska duyduklarimdan... bildiklerimden bahsettim. Ayrica giivenilir mi? degil mi? diye dislinmedim...
herkes biliyor zaten ...” (D, 8).

“_Ikilem senaryosunu okuduktan sonra neler yaptiniz? -Kiiresel 1sinma ile ilgili gerek derslerde
dgrendiklerimi, gerek okuduklarimi gerekse haberlerden duyduklarimi hatirma getirdim. Ornegin,
Bilim teknik dergisinde iklim degisikligi ve kiresel 1sinma ile bir yazi okumustum. Baska bir yazida da
bana ilging gelmisti cevrecilerin bu konuda tek boyut lizerine odaklandiklari séylenip elestiriliyordu...
onemli bir ekonomik boyutu oldugunu ve alinacak onlemlerin Glkelerin gelismislik dizeyi ile
farkhlastigini, bunlarin da beraberinde zorluklar getireceginden bahsedilmisti... bunlar da bilimsel
verilerle destekliydi... Bu bilgilerin hepsini ayri ayri ve sonra birlikte distindiim” (Y,8).

Bu stratejiye iliskin bulgular genel olarak degerlendirildiginde YSAB FBO adaylarinin bu stratejiyi
DSAB FBO adaylarina gore daha etkili bir sekilde kullandiklari séylenebilir.

Planlama stratejileri: Planlama, 6zel amaglarin gerceklesmesi icin stratejilerin 6zenle segilmesini ve
diizenlemeler yapilmasini iceren bilissel farkindalik stratejisidir (Marzano et al., 1988). FBO adaylarinin
sosyobilimsel argiimantasyon sirecleri (izerinde yapilan incelemeler, YSAB FBO adaylarinin diizenli
olarak planlama stratejileri kullanmalarina karsin DSAB FBO adaylarinin ise genel olarak ya planlama
yapmadiklarini ya da zayif planlamalar yaptiklarini gdstermistir. Arastirma bulgulari, YSAB FBO
adaylarinin genel olarak argliman gelistirme silirecine girmeden 6nce arglimanlari nasil gelistirecekleri
Uizerinde distnerek zihinsel taslaklar olusturduklari, bir argiiman olusturabilmek icin gerekli bilgiler ve
bu bilgilerin organizasyonu Uzerine odaklandiklari goérilmustliir. Bu dogrultuda, bir argiimani
gelistirebilmek icin hangi bilgilerin gerekli olacagini, hangi sirada, nasil sunulacagini disiinme
davranislarini sergiledikleri belirlenmistir. Bu gruptaki bir FBO adayi argiimantasyon siirecini planlamaya
yonelik yaptigi calismayi sdyle agiklamistir:
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“Argiiman gelistirme sirecinde planlama calismasi yaptiniz mi? -Tabi yazmaya baslamadan 6nce
zihnimde bir diizenleme yaptim... Peki bu amagla hangi ¢calismalari yaptiniz? -Karar vermeniz gereken
bir problem durumu var ortada. Problem durumuyla ilgili karar verdikten sonra neden boyle bir
secim yaptiginizi agiklamaniz gerekiyor. Burada iki durum var. Dlslincenizi saglamlastiracak deliller,
ornekler sunmaniz gerekli bir de diger diisiinceye neden katilmadiginizi da agiklamaniz gerekli... her
seyi bir dizene oturtmaniz da lazim... Bunu yapmak igin l¢ seye dikkat ettim, ¢ soru sordum
kendime. Ne, nerede ve nasil yani nelere ihtiyacim var baska bir ifadeyle hangi bilgilere, bu bilgileri
hazirlayacagim yazinin nerelerinde ve nasil kullanacagim bunlar (zerine odaklanip zihnimde
canlandirdim dyle basladim yoksa isin icinden ¢ikamazdim...” (Y, 9).

YSAB FBO adaylarinin yazili argiimanlari incelendiginde de hazirlanan sosyobilimsel argiimanlarin
hem bilginin sunulusu yani organizasyonu hem de kullanilan bilgilerin niteligi ve gesitliligi agisindan
zengin bir yapiya sahip olduklari goézlenmistir. Bu baglamda iddialarin yaninda destekleyicilere
(gerekceler ve kanitlara), ¢lriticulere, karsi iddialara yer verildigi gorilmastar.

DSAB FBO adaylarinin ise ¢ogunlugunun (17 kisi) argiiman gelistirme siirecinde planlama
yapmadiklari yapanlarin ise planlama sirecinde bilgiyi nasil sunacaklari Gzerine yogunlastiklari
gorilmistir. Bir FBO adayi yaptigi planlamayi séyle ifade etmektedir: “Argiiman gelistirme siirecinde
planlama ¢alismasi yaptiniz mi? Nasil?- Basta bir planim yoktu karar verip yazmaya baslayinca arkasi
geldi...bildiklerimden o an hatirladiklarimi yazdim...(D, 5).

Bu gruptaki FBO adaylarinin yazili argiimanlari iizerinde yapilan incelemeler ise argiimanlarin sunulan
bilgilerin niteligi acisindan zayif oldugunu yani gelistirilen argimanlarin ¢ok azinda destekleyici bilginin
kullanildigini ayni zamanda karsi iddia ve c¢lritict kullanilmadigini gostermistir. Ayrica, gelistirilen
argimanlarin blylk bir boliminin sunum bicimindeki organizasyon yoninden de zayif oldugunu
gostermistir. Bu bulgular 1siginda bu iki 6gretmen adaylr grubunun sosyobilimsel argiimantasyon
sureglerinin biligsel farkindaligin planlama stratejisi agisindan farkhlastigi sdylenebilir.

Bildirimsel, kosullu ve islemsel bilgi stratejileri: Bilisin bilgisi ¢ farkl biligsel farkindalik bilgisini
icermektedir. Bunlar bildirimsel bilgi (Declarative knowledge), islemsel bilgi (Procedural knowledge) ve
kosullu bilgi (Conditional knowledge) seklinde siniflandiriimaktadir (Brown, 1987; Jacobs & Paris, 1987;
Schraw & Moshman, 1995, cf. Schraw, 2001). Bu bilgiler kisinin sahip oldugu stratejileri, bu stratejilerin
nasil uygulanacagini ve bu stratejilerin hangi durumlarda, ne zaman ve nigin kullanacagini ifade
etmektedir (Schraw, 2001). Arastirma kapsaminda YSAB FBO adaylarinin gelismis yapida argiimanlar
tretebilmek icin problem durumunu anlama, anlamli kararlar verebilme, planlama, izleme-diizenleme ve
degerlendirme yapabilme gibi cesitli strateji bilgisine sahip olduklari ve bu bilgileri etkili bir sekilde
kullandiklari belirlenmistir. Ayrica, bu gruptaki FBO adaylarinin yazili argiimanlarinin temel argiiman
bilesenleri bilgisi ve bu bilginin kullanimi agisindan gelismis bir yapiya sahip olduklari gézlenmistir. DSAB
FBO adaylarinin sosyobilimsel argiimantasyon siirecine iliskin analizler ise bildirimsel, kosullu ve islemsel
bilgi stratejileri agisindan daha zayif olduklarini géstermistir. Bu gruptaki FBO adaylarinin sosyobilimsel
arglimantasyon sirecinde kullanilan bilissel farkindalik stratejilerine iliskin bilgi ve bu bilgilerin etkili
kullanimi agisindan yetersiz olduklari gézlenmistir. Bununla birlikte yazili dokiimanlar lizerinde yapilan
incelemeler de bu gruptaki FBO adaylarinin genel olarak iddialar gelistirebildiklerini cok az bir
boliminin de iddialarini destekleyici bilgiler sunabildiklerini géstermistir. Gelistirilen sosyobilimsel
argimanlarda karsi iddia ve ciriticilerin bulunmadigl ve bu arglimanlarin bilginin organizasyonu
acisindan da zayif olduklari gortlmustar.

Bulgular genel olarak degerlendirildiginde YSAB FBO adaylarinin bu bilissel farkindalik stratejisi
acisindan daha gelismis olduklari ve bu stratejileri daha etkili bir sekilde kullandiklari séylenebilir.
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izleme ve diizenlemeye yénelik stratejiler: Bilissel farkindaligin izleme ve diizenleme stratejileri
zihinsel olarak yapilan islem ve stratejilerin farkinda olmayi, elde edilen Uriinleri stirekli olarak
degerlendirmeyi, gerekli gorildiginde basa ya da bir basamak geriye donerek hata kaynagini tespite
yonelik hata taramasi yapmayi ve diizeltme calismalarini icermektedir. Arastirma bulgulari DSAB FBO
adaylarinin sosyobilimsel arglimantasyon sireci boyunca genel olarak izleme ve diizenleme galismalari
yapmadiklarini ancak ¢ok az bir boliminin tekrar okumalari ile yazim hatalarinin diizeltilmesine yonelik
calismalar yaptiklarini géstermistir (Tablo2). YSAB FBO adaylarinin ise bu amagla gesitli calismalar
yaptiklari gézlenmistir. Bu dogrultuda sosyobilimsel arglimantasyon siireci boyunca tekrar okumalari
yaparak dogru bir sekilde ilerleyip ilerlemediklerini kontrol etme, degerlendirmeler yaparak gerektiginde
eklemeler ve gikarmalar yapma, gerekce ve kanitlarin iddiayr dogrulamak igin yeterli olup olmadigini
kontrol etme davranislarini gergeklestirdikleri gériilmistiir. Bu gruptaki FBO adaylarinin ara ara tekrar
okumalari yaparak bazen daha onceki yazdiklari ile bazen de yazdiklar ile senaryodaki problem
durumuyla kontrol amach karsilastirmalar yaptiklari, yazma siireci boyunca da degerlendirmeler
yaptiklari gozlenmistir. Bu baglamda argimanlarini yazili olarak ifade etme calismalari boyunca
yazdiklarini silip yeniden ifade ettikleri, sire¢c devam ederken hatirladiklari bilgiler 1si8inda yeni gerekce
ve kanitlar Uretip ekledikleri ya da ¢liriiticller 6ne siirdiikleri gozlenmistir.

FBO adaylarina siire¢c tamamlandiktan sonra sorular yéneltilerek bu stratejiyi nasil islettikleriyle ilgili
bilgiler toplanmistir. Bu dogrultuda izleme ve diizenlemeye yo6nelik herhangi bir calisma yapip
yapmadiklari, neden silme, ekleme ya da ¢ikarma islemi yaptiklari sorularak bu stratejilerin kullanim
siregleriyle ilgili daha detayl bilgiler toplanmaya calisiimistir. Bu stratejinin kullanimiyla ilgili bir YSBA
FBO adayi séyle bir agiklama yapmistir:

“Argiiman gelistirme sireci boyunca herhangi bir izleme veya diizenleme c¢alismasi yaptiniz mi?
Yaptiysaniz bunu nasil gergeklestirdiniz? - ...Daha 6nce de sdylemistim. Baslangigta bir zihinsel
tasarim var ama yazmaya baslayinca bu tasarim da degisiyor. Farkli seyler akhniza geliyor
ekliyorsunuz ya da hi¢ olmamis deyip ¢ikariyorsunuz... Ben de yazarken ara ara durup yazdiklarimi
tekrar okuyarak gerekli gordiigiimde de silerek yeniden yazdim. Bir de okurken bu konuda daha farkli
seylerde yazabilecegimi gordiim. O zaman da ekledim...” (Y,1).

Calismalar boyunca DSBA FBO adaylarinda da silip diizeltme calismalari gézlenmistir. Ancak, bu
calismalari argimanlari daha gelismis hale getirmek icin degil de daha ¢ok kelime ve ciimlelerdeki yazim
hatalarini kontrol etmek icin yaptiklari gériilmiistiir. Bu durumla ilgili DSAB FBO adaylarindan biri sdyle
aciklama yapmistir:

“Argliman gelistirme siireci boyunca her hangi bir izleme veya dizenleme ¢alismasi yaptiniz mi?
Yaptiysaniz bunu nasil gergeklestirdiniz? -Ara ara okudum yazdiklarimi hatalar varsa da dizelttim...
yazarken de okudum silip diizelttim... Bu da bir tlr kontrol galismasi yaptigimi gosteriyor degil
mi?”(D, 2)

Bu bulgular 1siginda yiiksek ve disiik sosyobilimsel argiimantasyon becerili FBO adaylarinin
sosyobilimsel argliimantasyon sireglerinin izleme ve diizenlemeye yonelik stratejiler agisindan
farkhlastiklari séylenebilir.

Degerlendirme stratejileri: Degerlendirme bir siireg icindeki gelismenin mevcut durumu hakkinda
karar vermeyi zihinsel algilamayi iceren bilissel farkindalk stratejisidir. Degerlendirme tiim siireg
boyunca olusmaktadir ve degerlendirme siireci boyunca alt ve genel amaclara ulasilip ulasiimadigini
kontrol edilmektedir (Marzano et al., 1988). Arastirma bulgulari sosyobilimsel argiimantasyon siirecinde
degerlendirme calismalarinin hem siire¢ icinde hem de siire¢ tamamlandiktan sonra gergeklestirildigini
gostermistir. Siureg icinde gerceklestirilen degerlendirme galismalarinin ayni zamanda izleme ve
diizenleme calismalarinin da bir pargasi olarak islev gosterdigi ve bir asamadan digerine gegiste
degerlendirme yapmayi kapsadigi gorilmustir. Bununla birlikte bulgular sosyobilimsel arglimantasyon
siireci tamamlandiktan sonra da degerlendirme galismalarinin gerceklestirildigini gostermistir. Bu amag

576



Ayse OZTURK — Pegem Egitim ve Ogretim Dergisi, 7(4), 2017, 547-582

dogrultusunda FBO adaylarinin siire¢ sonunda amaca ulasip ulasmadigini kontrol etme, gerekge ve
kanitlarin iddiayr dogrulayip dogrulamadigini kontrol etme, yazim hatalarini kontrol etme, bilginin
organizasyonu kontrol etme davranislarini gerceklestirdikleri belirlenmistir. YSAB FBO adaylarinin
degerlendirmeye yonelik stratejiler cercevesinde bu davraniglarin tamamini ya da bir kagini kullandiklar
gozlenmistir.

DSAB FBO adaylarinin ise sosyobilimsel argiimantasyon siireci boyunca argiimanlarini
degerlendirmeye yonelik herhangi bir ¢alisma yapmadiklari ancak yazim hatalarinin dizeltiimesi igin
kontrol galismalar yaptiklari gdzlenmistir. Bu gruptaki FBO adaylarinin gogunun ise yazma siirecinin
tamamlanmasindan sonra degerlendirme c¢alismasi yapmadan sureci tamamladiklari gorilmustir.
Bulgular genel olarak degerlendirildiginde YSAB FBO adaylarinin bu stratejiyi daha etkili bir sekilde
kullandiklari séylenebilir.

YSAB ve DSAB FBO Adaylarinin Biligsel Farkindalik Beceri Diizeylerinin Belirlenmesine iliskin Bulgular

YSAB ve DSAB FBO adaylarinin bilissel farkindalik beceri puanlari arasinda anlamh bir fark olup
olmadigini belirleyebilmek amaciyla bagimsiz gruplar t- testi yapilmistir. Bagimsiz gruplar t-testi analiz
sonuglari Tablo 3’te verilmistir.

Tablo 3.
YSAB ve DSAB FBO Adaylarinin *BFE Toplam Puanlarinin Karsilastirlmasina lliskin Bagimsiz Gruplar t-
Testi Sonuclari.

Gruplar N X Ss Sd t p
YSAB 24 208.70 9.88 27 20.91 .00
DSAB 21 145.30 5.10

*Bilisotesi Farkindalik Envanteri

Tablo 3 incelendiginde yiiksek ve diisiik sosyobilimsel argiimantasyon becerili FBO adaylarinin bilissel
farkindalik beceri puanlari arasinda YSAB FBO adaylarinin lehine istatistiksel olarak anlamli bir fark
oldugu gorilmektedir [ t(27) = 20.91, p<.05]. Bu bulgu YSAB FBO adaylarinin bilissel farkindalk beceri
diizeylerinin DSAB FBO adaylarinin bilissel farkindalik beceri diizeylerinden daha yiiksek oldugunu
gostermektedir. YSAB ve DSAB FBO adaylarinin BFE’nin alt boyutlarina ait beceri puanlari arasinda
anlamli fark olup olmadigini belirleyebilmek amaciyla bagimsiz gruplar t - testi yapilmis ve sonuglar Tablo
4’da verilmistir.

Tablo 4.
YSAB ve DSAB FBO Adaylarinin BFE’nin Alt Boyutlarina Ait Beceri Puanlarinin Karsilastiriimasina iliskin
Bagimsiz Gruplar T-Testi Sonuglari.

BFE’nin Alt Boyutlar Gruplar N X Ss Sd T p
Bilissel Ozelliklerin Farkinda ~ YSAB 24 68.43 1.92 27 16.59 .00
olunmasi DSAB 21 47.23 4.25
Biligsel Becerilerin YSAB 24 140.18 7.16 27 18.38 .00
Dizenlenmesi DSAB 21 97.92 4.49

Tablo 4 incelendiginde yiiksek ve disiik sosyobilimsel argiimantasyon becerili FBO adaylarinin
BFE’nin alt boyutlarina ait beceri puanlari arasinda YSAB FBO adaylarinin lehine istatistiksel olarak
anlamli bir fark oldugu gorulmektedir (Bilissel 6zelliklerin farkinda olunmasi [t(27)= 16.59, p<.05]; Bilissel
becerilerin diizenlenmesi [t(27)= 18.38, p<. 05]). Bu bulgular YSAB FBO adaylarinin BFE’nin alt boyutlarini
olusturan bilissel 6zelliklerin farkinda olunmasi ve bilissel becerilerin diizenlenmesi yoniinden daha iyi
olduklarini gbstermektedir.
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Tartisma, Sonug ve Oneriler

Arastirma sonuglari, YSAB ve DSAB FBO adaylarinin sosyobilimsel argiimantasyon siireclerinin bilissel
farkindalik stratejilerinin kullanimi agisindan farklilastigini géstermistir. Bu dogrultuda, YSAB FBO
adaylarinin DSAB FBO adaylarina gére sosyobilimsel argiimantasyon olusturma siireclerinde planlama,
karar verme, degerlendirme, izleme ve diizenleme, anlama, ne bildiginin ve nasil bildiginin farkinda
olma, bildirimsel, kosullu ve islemsel bilgi stratejilerini daha etkin bir sekilde kullandiklari ve daha fazla
bilissel farkindalik davranislari gergeklestirdikleri gdzlenmistir. Ayrica, YSAB FBO adaylarinin bilissel
farkindalik beceri puanlarinin DSAB FBO adaylarininkinden anlamli olarak daha yiiksek oldugunu ortaya
koymustur. Bu sonuglar genel olarak degerlendirildiginde sosyobilimsel arglimantasyon becerisi olarak
farklilasan bu iki grup FBO adayinin; sosyobilimsel arglimantasyon siireglerinde bilissel farkindaligin ise
kosulma sekli ve bilissel farkindalik diizeyleri agisindan da farklilastigi sdylenebilir. Bu dogrultuda, ylksek
sosyobilimsel arglimantasyon becerisi sergilenmesinde bilissel farkindahgin etkili bir degisken
olabilecegini soylemek mimkindr.

Arastirma sonuglarinin ilgili alan yazindaki bilissel farkindalik ve arglimantasyon becerisi arasindaki
iliskinin incelendigi ¢alismalardan elde edilen sonuglar ve kuramsal agiklamalarla da desteklendigi
goriilmektedir. Mason ve Santi (1994) besinci sinif 6grencileri ile yurattikleri arastirmalarinda argiiman
basamaklarini bilissel farkindalik agisindan incelemislerdir. Arastirma bulgulari argiiman gelistirme
basamaklarina bilissel farkindaligin Ust diizey basamaklarinin eslik ettigini gostermistir. Arastirmada ne
bildiginin farkinda olma, nasil bildiginin farkinda olma, bilgi yapilandirma yontemlerine iliskin farkindalik,
kavramsal yapidaki degisimlere iliskin farkindalik argiiman gelistirme sirecinde tespit edilen bilissel
farkindalk seviyeleri olarak belirlenmistir. Bu baglamda, farkli bilgi ve inanglari degerlendirerek
karsilastirmalar yapildigi, bilgiye temel olusturan kanitlarin farkinda olundugu, bilginin kesinlik derecesi,
akla yatkinligi ve yontemsel sireg icin degerlendirmeler yapildigini tespit edilmistir. Ayrica, iddia,
destekleyici ve glrutiictler tretmek igin kisinin ne bildiginin, nasil ve nigin bildiginin farkinda olmasinin
gerektiginin yani bilissel farkindaligin gerekli oldugu saptanmustir. iddia ve destekleyicileri elestirel olarak
degerlendirilmesi ve argimantatif diistince gelisiminin saglanmasi icin bilissel farkindalgin bir gereklilik
oldugu saptanmistir. Bu bulgular, bu arastirma kapsaminda tespit edilen ne bildiginin ve nasil bildiginin
farkinda olma, bildirimsel, kosullu ve islemsel bilgi stratejileri altinda gergeklestirilen biligsel farkindalk
davranislariyla benzer 6zellik gostermektedir.

Ayni zamanda, sosyobilimsel konularla ilgili gelismis argiimanlar treten YSAB FBO adaylarinin
argliman gelistirme slreglerinde bilissel farkindalik stratejilerini daha etkin kullanmalari ve daha fazla
bilissel farkindalik davranis gostermeleri ile de 6rtiismektedir. Diger taraftan, argimantasyon sirecinin
etkililigi problem durumunun anlasilma derecisine bagh olup, bu siregte islemsel bilgiden 6nce
problemle ilgili bilgi ve anlayisin gelistiriimesi gerekmektedir (De Vries, Lund, & Baker, 2002). Bu
durumda, nitelikli argimanlar gelistirebilmek igin 6ncelikle problemi anlamaya yonelik stratejilerin ise
kosulmasi 6nem kazanmaktadir. Bu arastirmada da gelismis argiimanlar {reten YSAB FBO adaylarinin
DSAB FBO adaylarina gore problemi anlamaya yonelik stratejileri daha etkin bir sekilde kullandiklari
tespit edilmistir. Arastirmadan elde edilen diger bir sonug, YSAB FBO adaylarinin argiimanlarini daha
nitelikli hale getirmek icin izleme ve diizenleme amacli gesitli calismalar gerceklestirdiklerini, DSAB FBO
adaylarinin ise genel olarak argiman gelistirme sireclerinde sistemli olarak izleme-diizenleme
calismalari yapmadiklarini, ancak bunlardan ¢ok az bir béliimiiniin yazim hatalarini diizeltme amaglh
tekrar okumalari yaptiklarini gdéstermistir. Duschl ve Osborne’de (2002) alan yazin incelemesiyle
ylrattukleri ¢alismalarinda fen siniflarinda arglimantasyon becerisi gelisimi icin bilissel farkindaligin
gerekli oldugunu saptamislardir. Ayrica, arglimantasyon siirecinde kanitlarin Uretilmesinin ve
degerlendirilmesinin temel kosul oldugunu bununla birlikte bu silrecin 6grencilerin diisiinme
slireglerinin farkinda olmalarini, 6rnekler Gretmelerini, ek bilgi ihtiyaglarinin tanimlamalarini, bilgilerdeki
bosluklari izleyerek bu bosluklari onarmasini gerektirdigini belirtmislerdir. Béylece, argliman gelistirme
siirecinde distinme sirecinin farkinda olmanin ve izleme- diizenleme ¢alismalari yapiimasinin énemini
dile getirmislerdir. Benzer sekilde Herrenkohl ve Guerra’ da (1998) argiimantasyon siirecinde
distnceleri izleme c¢alismalarinin 6nemine vurguda bulunup bu c¢alismalara bagli olarak da siirecin
dogrusal bir yapi gostermekten ¢ok dongisel bir yapi gésterdigini ifade etmektedir.
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Arastirmada, YSAB FBO adaylari tarafindan daha etkin bir sekilde ise kosulan diger bilissel farkindalk
stratejileri ise planlama, degerlendirme ve karar verme stratejileri olarak tespit edilmistir. Bu dogrultuda,
Kortland (2001) arglimantasyon gelistirme siirecinde derinlemesine duslintlerek karar verme
stratejilerinin etkin bir sekilde kullaniimasina dikkat gekmektedir. Shaenfield (2009) ise deneysel olarak
ylrattigld calismasinin bir boélimiinde arglimantasyon becerisinin gelisiminde bilissel farkindaligi
ozellikle de planlama, degerlendirme ve tahmin stratejilerini incelemistir. Arastirmanin bilissel
farkindalkla ilgili sonuglari argiimantasyon becerisinin gelisiminde bilissel farkindahgin énemli bir
mekanizma oldugunu gostermistir. Kuhn, Goh, Lordanou ve Shaenfield (2008) ise arastirmalarinda
biligsel farkindaligin arglimantasyon siirecinde hem amaclarin anlagiimasinda hem de bu sirecte
stratejik bilgi icin 6nemli bir kazanim oldugunu tespit etmislerdir. Ayrica, arastirma bulgularina
dayanarak arglimantasyona iliskin bilissel farkindaligin tartisma siirecini formile etmek, tartismanin
amacini anlayabilmek ve st dizey uygulamalar gerceklestirmek icin gerekli bir kosul oldugunu
belirtmislerdir. Kuhn ve Udell (2003) ise gerceklestirdikleri arastirmalarinda argiimantasyon becerisinin
gelisimini isbirlikli 6grenme yontemi ile incelemistir. 14-15 yas grubu Ogrenciler lzerinde yapilan
arastirmada argiimantasyon gelisimi icin yogun bir sekilde egzersiz uygulamasi gerceklestirmislerdir.
Dogrudan bilissel farkindaligin incelenmedigi bu ¢alisma sonrasinda Kuhn ve Udell iist diizey argliman
becerileri olan kars! iddia gurutici gibi becerilerin yalnizca pratikle gelismedigini ayni zamanda goreve
iliskin biligsel farkindahgin gerekli oldugunu belirtmislerdir. Alanyazinda yiriten farkli arastirmacilar da
bilissel farkindaligin argiimantasyon becerisinin gelisimi i¢cin gerekli oldugunu belirtmektedir (Felton,
2004; Rapanda et al., 2013).

ilgili alan yazin bulgulariyla desteklenen arastirma sonuglari i1siginda sosyobilimsel konularla ilgili
gelismis yapida arglimanlar Uretilmesinde yani ylksek sosyobilimsel arglimantasyon becerisi
sergilenmesinde biligsel farkindahgin etkili bir degisken olabilecegi yani biligsel farkindalikla sosyobilimsel
arglimantasyon becerisi arasinda neden sonug iligskisi olabilecegi soylenebilir. Bununla birlikte,
arastirmadan elde edilen bu bulgularin belli sinirliliklar iginde degerlendiriimesi gerekmektedir.
Arastirmadan elde edilen bu sonuglarin yalnizca arastirmaya katilan FBO adaylari igin gecerli oldugunun
ve genellenebilir 6zellik tasimadiginin, arastirmada sosyobilimsel argiimantasyon becerisine iliskin
verilerin yalnizca yazili argimantasyon becerisi Uzerinden elde edildiginin dikkate alinmasi
gerekmektedir. Arastirma sonugclari dogrultusunda asagidaki 6neriler sunulmustur:

e Arastirma sonuglari yiiksek sosyobilimsel arglimantasyon becerisi sergilenmesinde bilissel
farkindahgin etkili olabilecegini ortaya koymustur. Bu dogrultuda, sosyobilimsel argiimantasyon
becerisinin gelistirilmesi icin bilissel farkindalik temelli 6grenme aktiviteleri diizenlenebilir.

e Sosyobilimsel arglimantasyon becerisinin fen egitimindeki énemi her gecen giin artmaktadir.
Arastirma sonuclari ise YSAB sergilenmesinde bilissel farkindaligin 6nemli bir etken olabilecegini
gostermistir. Bu dogrultuda, FBO adaylarina fen derslerinde &grencilerinin sosyobilimsel
argiimantasyon becerilerini gelistirmek icin bilissel farkindalgi nasil kullanacaklarina iliskin bilgi ve
beceri kazandirmaya yonelik 6gretici programlar uygulanabilir.

o ilkdgretim, ortadgretim, yiiksekdgretim diizeyinde daha genis ve farkli &rneklemler {izerinde
calismalarin yapilmasi duruma iliskin genellenebilir ve kapsamli bilgiler saglayabilir.

e Yiiksek sosyobilimsel arglimantasyon becerisi sergilenmesinde bilissel farkindalgin etkisini daha
net ortaya konulmasi icin deneysel ¢alismalar yapilabilir.

o Bilissel farkindalik becerilerinin hem sbézel hem de yazili arglimantasyon becerisinin birlikte
kullanilarak incelenmesi duruma iliskin daha kapsamli bilgi edinilmesini saglayabilir.
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Introduction

How to train qualified teachers? The answer to this question has long been debated because the
teaching profession is important, and high quality has always been pursued in this profession.
Throughout history, teachers have been given a variety of missions, and the teaching profession has
sometimes been interpreted in terms of art skills, sometimes science, and sometimes art. Regardless of
how this profession has been defined, that the teacher is a major variable of education has constantly
been acknowledged.

While its status and prestige change across cultures and countries, it has ever since been regarded as
a holy job as it is directly related with human beings. Similarly, in the history of Turkish education,
teachers have always had a respected place in society, and the word teacher has always conjured up a
role-model image in society. Therefore, in every society, there is a need for qualified teachers (Eker,
2015).

The teacher has a prominent role in raising a creative, efficient, constructive, productive,
employable, and responsible generation (Eker, 2015). Even if the individual traits aimed at in an
educational system, teaching-learning approaches adopted to this end, and the curricula developed
based on these may change, teacher is the main element of any education system. Indeed, even if these
factors change, the competence of teachers is the determinant factor in the accomplishment of learning
objectives. An important educational issue in our country has recently been the teacher training process
and competencies of teachers who are trained. The teacher, who helps develop and shape the coming
generations, should go through an effective education process him/herself. As every profession,
teaching has unique cognitive, affective, and kinetic behaviour characteristics (Tanriverdi, 2015).
Determination of learning objectives and expected outcomes, arrangement of a suitable learning
environment, and having the responsibility to do evaluations as regards these dimensions heavily
depend on the skills teachers gain during pre-service training (Coban 2015). The teaching qualities of the
candidate teachers depend on two factors: the extent to which they possess the competencies of the
teaching profession and their attitude towards the teaching profession (Capri & Celikkaleli, 2008).

Attitudes are worthy to explore scientifically as they are one of the influences on both our social
perception and behaviours (Ustiiner, 2006). Attitude can be defined as a tendency shaping an
individual’s thoughts, feelings, and behaviours (Kagit¢ibasi, 1999). Similarly, Bohner and Wanke (2002)
describe the term as a fundamental element of the human individuality. People’s attitudes towards their
professions play an important role in meeting requirements of the profession (Durmusoglu, Yanik, &
Akkoyunlu, 2009). Particularly, when it is the profession of teaching, the issue gains greater importance.
Teachers’ attitudes are closely linked with their behaviours and practices in the class (Rimm-Kaufman &
Sawyer, 2004). Thus, many studies have verified that positive attitude is a factor positively correlated
with teachers’ effectiveness (Demir, 2004; Askar & Erdem, 1987; Cakir, 2005; Terzi & Tezci, 2007).
Knowing an individual’s attitude will also allow for prediction of his or her reaction to the relevant
stimulus, which has important implications for the teaching profession. Indeed, having a positive
attitude towards teaching is important for those who will be involved in teaching, i.e. it helps meet an
important requirement of this profession (Ustiiner, 2006).

Numerous factors affect the development of attitude. Among them, cognitive factor is an important
one (Tavsancil, 2002). Obviously, attitude based on sufficient knowledge and that based on extensive
and deep knowledge will form in different intensity and degree (Tezci & Terzi, 2007). In other words,
teacher candidates need to possess certain skills to develop a positive attitude toward the profession
and to organize high-quality teaching learning processes.

Competence refers to the qualities a person has to possess to be able to complete a task
(Bursalioglu, 1981). Basic Law of National Education numbered 1739 declares that “the qualities
required of teacher candidates about general world knowledge, field knowledge, and pedagogical
training are determined by Ministry of National Education” (MEB, 2006). Within this framework, Teacher
Competencies Commission, consisting of MEB and university representatives, assembled in March 1999
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and identified the main categories of competencies: “training-teaching competencies”, “general world
knowledge and skills”, and “specific field knowledge and skills”. Based on the feedback received, the
committees working within the body of General Directorate of Teacher Training and Education proposed
a law of “General Competencies of Teaching Profession”. These competencies are at the same time
criteria for the determination of teacher training programs, planning of pre-service and in-service
training of teachers, selection of teachers, observation and evaluation of teachers’ performance (MEB,
2006). This list of competencies, which was put into practice in November 2006, is comprised of six main
competencies, namely “Personal and Occupational Values-Professional Development”, “Knowing the
Students”, “Teaching Learning Process”, “Observation and Evaluation of Teaching and Learning”,
“School-parents and Society Relation” and “Knowledge of Program and Content”, as well as 31 sub-
competencies and 233 performance indicators (MEB, 2006). Ministry of Education General Directorate
of teacher training and education sent these competencies to teacher training institutions and
requested that teachers be trained accordingly (Mahiroglu, 2004).

There is a strong relation between teachers’ classroom performance and their theoretical knowledge
(Holligan, 1997). What is more, teachers’ belief in competencies is a major factor in creating an efficient
school (Hoy & Woolfolk, 1993; Pajares & Miller, 1994). Within the framework of the research questions,
this study engages with the following dimensions of the competency groups: teaching-learning process
competencies, lesson-plans made for students to reach the learning objectives, material design, setting
of teaching-learning environments, preparation of extra-curricular activities, diversification of teaching
according to individual differences as well as time and behaviour management.

Teacher candidates’ self-perception of professional competencies and their attitude towards their
profession play an important role for any training program; if they are missing, the programs cannot
achieve the objectives as regards the traits the teachers need to gain. There is no doubt that teachers
who have a positive attitude towards their profession and have the necessary competencies will have a
direct influence on the system and its outcomes. At this point, the pre-service and in-service training
teachers go through has a great impact on the development of positive attitude towards the teaching
profession and gaining of the required qualities. Professional development aims to prepare individuals
for different areas. It intends to help the people who have chosen this profession and who undergo
relevant training gain the knowledge, skills, and attitudes that they will need to perform effectively in
the profession (Ustiiner, 2006). Thus, the most important aim of teacher training programs is to help
develop positive attitudes to the teaching profession and equip the teacher candidates with
occupational competencies. It is unknown to what extent these principles work in the teacher training
process and the teacher candidates possess these competencies at time of graduation. Yet, an insight
into how teacher competence develops and what it is composed of bears great importance for
understanding what kinds of programs to design for high levels of teacher competence (Pajares, 1997).

An analysis of the literature shows that numerous studies have been carried out on teacher
candidates’ attitudes toward the profession (Akpinar, 2004; Alim & Bekdemir, 2006; Aysu, 2007; Bedel,
2008; Capa & Cil, 2000; Cetinkaya, 2009; Demir, 2004; Dogan, 2002; Kaya & Biiylikkasap, 2005; Oral,
2004; Pehlivan, 2004; Saglam, 2008; Semerci & Semerci, 2004; Temel, 1990; Terzi & Tezci, 2007; Ustiin,
2007; Ustiin, Erkan, & Akman, 2004) and on teacher competencies (Davran, 2006; Erisen & Celikdz,
2003; Karacaoglu, 2008; Numanoglu & Bayir, 2009; Petek, 2014; Seferoglu, 2004; Tabancali & Celik,
2013; Ulper & Bagci, 2012). Studies that focused on the two together also exist in the related literature
(Cakir, Erkus, & Kilig, 2000; Cakir, 2005; Cakir, Kan, & Siinbil, 2006; Capri & Celikkaleli, 2008; Cetinkaya,
2007; Demirtas, Comert & Ozer, 2011). Furthermore, there are many studies in the literature which
reveal that teacher candidates’ gender affects their attitudes towards teaching profession (Cramer,
2004; Capri & Celikkaleli, 2008; Cetinkaya, 2009; Pehlivan, 2004; Saglam, 2008; Terzi & Tezci, 2007). In
addition, there are studies which reveal that teacher candidates’ teaching competencies differ according
to gender (Cakir, Erkus, & Kilig, 2000; Kalaian & Freeman, 1994; Seker, Deniz, & Gorgen, 2005) and
subject field (Demirtas, Cdmert, & Oner, 2011; Cakir, Kan, & Siinbiil, 2006; Giirbiiztirk & Sad, 2009).
These results were effective in determining the variables of the research.
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Evaluating the effectiveness of pre-service training of teacher candidates according to the
determined criteria is of utmost importance for the development of these competencies (Cam Aktas,
2016). It is hoped that the present study will have theoretical significance. First, it derives data from
different types of sample. Second, it relates its findings to those of previous studies, tracing changes that
might have occurred through the course of time in the attitude tendencies as regards teacher
candidates’ approach to their career and teaching competencies. It is hoped that the study will have a
practical significance in that it focuses on the teachers’ teaching-learning competencies.

Within this framework, the present study mainly intends to determine the relationship between
teacher candidates’ levels of attitude towards the teaching profession and the levels of teaching-
learning process competencies.

This study seeks answers to the following research questions:
e What are the teacher candidates’ levels of attitude toward the teaching profession? How do they
correlate with;
a. gender?
b. subject field?
c. graduation status?
e What are the teacher candidates’ levels of teaching-learning competencies? How do they correlate
with;
a. gender?
b. subject field?
c. graduation status?

e What is the relationship between teacher candidates’ levels of attitude toward the teaching
profession and teaching-learning competencies?

Method
Design of the Study

This study has a survey design in terms of identification of teacher candidates’ attitudes toward the
profession and teaching-learning process competencies, and a relational survey design in terms of
analysis of the link between attitudes toward the profession and teaching-learning competencies.

Population and Sampling

The population of the study is comprised of 850 teacher candidates who attended the pedagogical
formation training course organized during the 2015-2016 academic year in Balikesir University
Necatibey Faculty of Education. As the study aims to make comparison between social sciences and
science-math fields, the data was collected from 387 teacher candidates whose subject fields’ fall into
one of the two areas. In the research, social sciences (Literature, History, and Geography) and science-
math fields (Mathematics, Physics, and Chemistry) were determined via statistical layering, and the
research sample was selected randomly.

Of the study group, 249 (64.34%) are female, and 138 (35.66%) are male participants. The number of
those who have received education in science fields is 147 (37.98%) and in social fields is 240 (62.02%).
A total of 103 (26.61%) are at the graduate status, and 284 (73.39%) are in their final year of education.
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Data Collection Instruments

The data was collected through “Attitude to Teaching Profession Scale” and “Teaching Learning
Process Competencies Scale”.

Attitude to Teaching Profession Scale: This scale was developed by Akkuzu (2012). The tool includes
25 items, whose validity and reliability tests were conducted, and is designed to rate candidate teachers’
perception of their profession and their attitude towards it. It is a 5-point Likert type scale comprising
positive statements from “Completely Agree” (5) to “Completely Disagree” (1). It also comprises
negative statements which have the reversed values, namely “Completely Agree” (1) to “Completely
Disagree” (5). Attitude to Teaching Profession Scale is composed of the sub-dimensions of “love-fear-
importance”. Teacher candidates’ statements regarding teaching profession are grouped under these
dimensions respectively: statements about their love towards teaching profession under the “love”
dimension, statements about their fear towards teaching profession under the “fear” dimension, and
statements about the importance of the teaching profession under the “importance” dimension. The
reliability coefficients of the scale’s sub dimensions (love, .95), (fear, .75), (importance, .76) are the
indicators of the scale’s reliability. Because of the sample size, KMO (Kaiser-Meyer-Olkin) was used for
factor analysis to test the suitability of the data structure (.92). Alpha reliability coefficient was found as
.93. In addition, CFA (Confirmatory Factor Analysis) results and confirmatory fit index values proved to
confirm the three-factor structure. In the present study, KMO value was again found as .92, while alpha
reliability coefficient was found as .91. In this research, the reliability coefficients of the scale’s sub
dimensions are calculated as love (.93), fear (.80), and importance (.73).

Teaching Learning Process Competencies Scale: “Teaching Learning Process Competencies Scale”,
which was designed to identify the level of teacher candidates’ competencies related to the teaching
learning process, was employed. The statements, laid down under the main competency section of
“Teaching Learning Process Competencies” (MEB, 2006) within the scope of “Overall Competencies of
Teaching Profession” put into effect in November 2006, were formulated as the items of the scale. The
scale is comprised of the following five parts, and a total of 41 competency items, under this main
competency area: “Planning Teaching” (8 items), “Learning Environment and Materials” (12 items),
“Extra-curricular Activities” (7 items), “Diversification of Teaching” (8 items) and “Classroom
Management” (6 items). The response options in each item were designed in the form of Likert type
with the range “Very Incompetent”, “Incompetent”, “Partially Competent”, “Competent”, and “Very
Competent”.

The initially designed version of the “Teaching Learning Process Competencies Scale” with 60 items
was administered to 74 teacher candidates, and the data obtained was subject to analysis. Based on the
results of the analysis, some items were eliminated from the scale, and the scale was administered to 47
items, this time to 58 teacher candidates. Further analysis conducted on the data obtained from these
participants led to the elimination of six more items from the scale, resulting in the remaining 41 items.
The final version of the scale was applied to 159 teacher candidates, and the reliability, validity, and
explanatory factor analysis tests were performed using the collected data.

Factor analysis is a multivariate method of explaining the correlations between a variety of variables
and finding latent and conceptually meaningful new variables (Blyukoztiirk, 2002). The items whose
factor loadings were found as .30 and above in the analysis after the conversion step were taken into
consideration. Table 1 presents the AFA results of the Teaching Learning Process Competencies Scale.
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Table 1.

Analysis Results- Teaching Learning Process Competencies Scale.

Item Cronbach Guttman  Total Variance
no Factors Alpha Split-Half Explained (%)
12 Learning Environments and Materials .94 .94 31.26

8 Planning Teaching 91 .89 10.59

8 Diversification of Teaching .90 .88 8.56

7 Extra-curricular activities 91 .84 6.90

6 Classroom Management .85 .81 4.98

41 Teaching-learning process competencies .94 .73 62.28

KMO=.895; x* (820) =4251.54; p<.05

According to the EFA results in Table 1, the KMO value for the Teaching-Learning Process
Competencies Scale is .895; and Bartlett’s Test result is (x* (820) =4251.54, p<.05), which is significant.
The scale is made up of five factors, which account for 62.28% of total variance. The 12 items in the first
factor named “Learning Environment and Materials” account for 31.26% of total variance; eight items in
the second factor named “Planning Teaching” account for 10.59% of total variance; the eight items in
the third factor called “Diversifying Teaching” account for 8.56% of total variance; the seven items in the
fourth factor called “Extracurricular Activities” explain 6.90% of total variance; and finally, the six items
in the fifth factor named “Classroom Management” explain 4.98% of the total variance.

Cronbach Alpha reliability coefficient for the Teaching-Learning Process Competencies Scale is .94 for
the whole scale, while it was calculated as .94 for the learning environment and materials factor; .95 for
the planning teaching factor; .90 for the diversifying teaching factor; .91 for the extracurricular activities
factor; and .85 for the classroom management factor. The scale was divided into two, and the two
halves were simultaneously applied to the participants. The split-half method, which tests the
correlation and reliability between the two halves (Ercan & Kan, 2004), was then applied. The results
show that the figure for the whole scale is .73, while it is .94 for the learning environment and materials
factor; .89 for the planning teaching factor; .88 for the diversifying teaching factor; .85 for the
extracurricular activities factor and .81 for the classroom management factor.Factor loading values for
the items in the Teaching-Learning Process Competencies Scale are given in Table 2.

The Teaching-Learning Process Competencies Scale was subject to confirmatory factor analysis (CFA)
in the structure above. CFA is often used in the development of assessment models, and it aims to
confirm a pre-specified structure (Ayta¢ & Ongen, 2012). The structure of the scale determined through
the exploratory factor analysis was examined through CFA, and the level of conformity in this study
group was obtained.

Chi-square (x2) value and statistical significance levels were calculated for the conformity indicators
relating to the confirmatory factor analysis presented in Figure 1. The Chi-square value [x2=1032.35,
df=77, p<.05] calculated with regard to the model-data fit is significant. Chi-square degree of freedom
rate, which was calculated by including the effect of sample size, is fairly low (1032.35/774=1.3). In fit
indexes, on the other hand, root mean square error of approximation (RMSEA) was found to be .05.
RMSEA value between 0 and .05 shows that a good fit was achieved.
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Table 2.
Factor Loading Values for the items in the Teaching-Learning Process Competencies Scale.

Factor
Learning Environment and materials Loading
10-Making use of computers and other technological devices in material preparation .81
14-Making use of environmental opportunities in material preparation .80
18-Organizing the physical conditions in the learning environment (temperature, light, noise level 77
etc.) in a way to support learning ’
19-Considering the principles of usage of tools and equipment while designing the learning 77
environment ’
12-Making the materials user-friendly and economical 77
11-Considering the views of students while preparing materials in the teaching-learning process 77
17-Designing learning environments according to activity type (individual, collaborative etc.) .75
13-Making sure that the prepared materials are suitable for the course content .75
15-Reaching resources on teaching-learning in technological environments (databases, online 74
resources etc.) )
20-Using technological resources effectively in teaching-learning process 72
9-Considering individual differences when preparing and choosing the materials 71
16-Considering different backgrounds of students when designing learning environments .70
Planning teaching
1-Preparing a student-oriented lesson plan .81
5-Collaborating with the other teachers while planning the lesson 77
8-Specifying the resources and materials to be used in the lesson in the lesson plan .76
6-Specifying the activities suitable for the aim of the lesson in the lesson plan 74
3-Specifying the aims and learning outcomes in the lesson plan 74
7-Specifying the methods and techniques suitable for the aims of the lesson in the lesson plan 74
2-Considering individual differences in the lesson plan .70
4-Relating the lesson to the other lessons and disciplines while planning the lesson .67
Diversifying teaching
34-Highlighting the aspects students are successful at .78
28-Seeking guidance from experts while diversifying teaching 74
31-Making individual learning plans 72
32-Diversifying assessment and evaluation approaches considering individual differences 72
30-Being informed about legal foundations regarding students with special problems 71
29-Considering individual differences while determining teaching methods 71
33-Giving constructive and explanatory feedback to students .70
35-Providing self-motivation opportunities to students .68
Extracurricular activities
23-Designing extracurricular activities considering features of students .81
21-Planning for extracurricular activities .81
22-Making extracurricular activities suitable for the aims of the lesson 77
26-Taking necessary measures to perform extracurricular activities safely 74
24-Making the necessary correspondence and meetings for extracurricular activities 74
27-Designing learning activities considering different needs 72
25-Obtaining the necessary tools for extracurricular activities 72
Classroom management
37-Using time efficiently during teaching-learning process 74
36-Planning lesson in a way to use time efficiently .73
38-Guiding students to use their time efficiently in and out of class 71
40-Guiding students so that they can manage their emotions and thoughts .70
41-Guiding students so that they can improve their self-control skills .69
39-Determining the rules in the classroom with students .67
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Figure 1.Teaching-learning process competencies scale CFA loading values.

Data Analysis and Interpretation

As the “Attitude Toward Teaching Profession Scale” and “Teaching-Learning Process Competencies
Scale” used in the study are five-point Likert-type scales ranging from 1 to 5, the attitudes and
competence levels of teacher candidates were interpreted with respect to the score intervals
corresponding to each option [(1.00-1.80), (1.81-2.60), (2.61-3.40), (3.41-4.20) and (4.21-5.00)].

T-test was used to determine whether the difference was significant in terms of the variables derived
from the scales (gender, field and graduation status), and .05 level of significance was taken as basis in
interpretation. In cases when the difference was significant, the effect size (ES) was calculated by
dividing the difference among the group averages into combined standard deviation (Can,
2014).Pearson Correlation coefficient was used to calculate whether a meaningful relationship exists
between levels of attitude toward teaching profession and levels of teacher competencies.

Results

Averages and standard deviation values for teacher candidates’ attitudes toward teaching profession
are given in Table 3.
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Table 3.
Teacher Candidates’ Levels of Attitude toward Teaching Profession.

Love Fear Importance Total
X 4.27 3.59 4.27 4.05
Sd .69 .76 .60 .57

N=387

When the averages relating to attitude toward teaching profession are examined, it can be stated
that teacher candidates’ love (X =4.27) and importance (X =4.27) attitudes are higher than fear (X =3.59)
attitude, and that their total attitude toward teaching profession is high (X =4.05).

Averages for teacher candidates’ attitudes toward teaching profession and the distribution of these
averages across genders are given in Table 3.

Table 4.

Levels of Attitude toward Teaching Profession according to Gender.

Factors Gender N X Sd. t p ES

Love Female 249 4.35 .61 2.27 .00* .30
Male 138 4.13 .79

Fear Female 249 3.59 .75 .08 .94
Male 138 3.58 .78

Importance Female 249 4.33 .55 2.33 .02* .25
Male 138 4.17 .67

Teaching Female 249 4.10 .54 2.16 .03* .23

Profession General Male 138 3.97 .61

*p<.05

Table 4 demonstrates that, in love (t=2.27, p<.05, ES=.30) and importance (t=2.33, p<.05, ES=.25)
factors and attitude toward teaching profession in general (t=2.16, p<.05, ES=.23), female teacher
candidates have a higher level of positive attitude compared to the male teacher candidates. In “fear”
factor, on the other hand, no meaningful difference was found in terms of gender. Averages pertaining
to teacher candidates’ attitudes toward teaching profession and the distribution of these averages
across fields of education are given in Table 5.

Table 5.
Levels of Attitude toward Teaching Profession according to Field of Education.
Factors Field N X Sd. t p  Effect
Love Science 147 4.22 72 -1.20 .23
Social Sciences 240 4.30 .67
Fear Science 147 3.68 73 1.98 .04* .21
Social Sciences 240 3.53 77
Importance Science 147 4.27 .64 .00 .99
Social Sciences 240 4.27 .58
Teaching Profession General Science 147 4.06 .60 21 .84
Social Sciences 240 4.05 .55
*p<.05

As can be seen in Table 5, it is seen that in the factor “fear”, teacher candidates in the field of science
have a higher level of positive attitude compared to the teacher candidates in the field of social sciences
(t=1.98, p<.05, ES=.21). It was also found that in the factors “love” and “importance”, and “general
attitude toward teaching profession”, no meaningful difference was observed in terms of field of
education.
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Averages for teacher candidates’ attitudes toward teaching profession and the distribution of these
averages according to graduation status are given in Table 6.

Table 6.

Levels of Attitude toward Teaching Profession according to Graduation Status.

Factors Graduation Status N X Sd. t p

Love Graduate 103 4.29 .67 40 .69
Senior Student 284 4.26 .70

Fear Graduate 103 3.70 74 1.83 .07
Senior Student 284 3.54 .76

Importance Graduate 103 4.33 .61 1.03 31
Senior Student 284 4.25 .60

Teaching Profession  Graduate 103 411 .56 1.25 21

General Senior Student 284 4.03 .57

When the values in Table 6 are examined, no statistically significant difference is observed in the
factors and in general attitude toward teaching profession in terms of graduation status.

Averages and standard deviation values pertaining to teacher candidates’ teaching-learning process
competencies are given in Table 7.

Table 7.
Teaching-Learning Process Competencies of Teacher Candidates.
Planning Learning Environment Extracurricular  Diversifying Classroom General
Teaching and Materials Activities Teaching Management
X 3.82 3.80 3.75 3.73 3.91 3.80
Sd .49 .51 .63 .54 .58 .58
N=387

When the averages for attitudes toward teaching-learning process competencies are examined, it is
seen that teacher candidates consider themselves most competent in classroom management (X =3.91),
which is followed by planning teaching (X =3.82), learning environment and materials (X =3.80),
extracurricular activities (X =3.75) and diversifying teaching (X =3.73). It can be stated that teacher
candidates consider themselves competent in teaching-learning process in general (X =3.80). Averages
for teacher candidates’ teaching-learning process competencies and the distribution of these averages
across genders are given in Table 8.

Table 8.

Teaching-Learning Process Competence Levels according to Gender.

Factors Gender N X sd. t p

Planning teaching Female 249 3.79 .03 -1.38 17
Male 138 3.87 .04

Learning environment and Female 249 3.78 .03 -1.27 21

materials Male 138 3.85 .04

Extracurricular activities Female 249 3.72 .04 -1.57 12
Male 138 3.82 .05

Diversifying teaching Female 249 3.73 .03 -.20 .84
Male 138 3.74 .05

Classroom management Female 249 3.90 .04 -.06 .96
Male 138 3.91 .05

Teaching-learning process Female 249 3.78 .03 -1.15 .25

competencies total Male 138 3.83 .04
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As seen in Table 8, teaching-learning process competencies of teacher candidates did not differ
statistically significantly in the factors and in total teaching-learning process competencies according to
gender. Averages for teacher candidates’ teaching-learning process competencies and the distribution
of these averages across fields of education are given in Table 9.

Table 9.
Levels of Teaching-Learning Process Competence according to Field of Education.
Factors Field N X sd. t p Effect
Planning teaching Science 147 3.88 42 1.86 .06
Social Sciences 240 3.79 .52
Learning environment and Science 147 3.85 .49 1.52 .13
materials Social Sciences 240 3.77 .52
Extracurricular activities Science 147 3.80 .60 1.22 .22
Social Sciences 240 3.72 .64
Diversifying teaching Science 147 3.79 .51 1.66 .10
Social Sciences 240 3.70 .56
Classroom management Science 147 3.99 .55 2.23 .03* .24
Social Sciences 240 3.85 .59
Teaching-learning  process Science 147 3.86 42 1.99 .04* 21
competencies total Social Sciences 240 3.76 46
*p<.05

When the values in Table 9 are examined, it is seen that the competence levels of teacher candidates
in science field are higher in classroom management (t=2.23, p<.05, ES=.24) and teaching-learning
process competencies in general (t=1.99, p<.05, ES=.21) compared to those in social sciences field. No
statistically significant difference was observed in other factors in terms of field of education variable.

Averages for teacher candidates’ teaching-learning process competencies and the distribution of
these averages according to graduation status are given in Table 10.

Table 10.
Teaching-Learning Process Competence Levels according to Graduation Status.
Factors Graduation N X Sd. t p Effect
Planning teaching Graduate 103 3.87 .46 1.21 .23
Senior student 284 3.80 49
Learning environment Graduate 103 3.89 .51 2.02 .04* .23
and materials Senior student 284 3.77 .50
Extracurricular Graduate 103 3.79 .62 .70 48
activities Senior student 284 3.74 .63
Diversifying teaching Graduate 103 3.77 .52 .88 .38
Senior student 284 3.72 .55
Classroom Graduate 103 3.97 .57 1.38 17
management Senior student 284 3.88 .58
Teaching-learning Graduate 103 3.86 .45 1.57 12
process competencies Senior student 284 3.78 A5
total
*p<.05

Table 10 shows that in the learning environment and materials factor, graduates consider
themselves more competent compared to senior teacher candidates (t=2.02, p<.05, ES=.23). No
statistically significant difference was observed in other factors and in total teaching-learning process
competencies in terms of graduation status.
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The findings on the relationship between teacher candidates’ levels of attitude toward teaching
profession and the level of teaching-learning process competence are given in Table 11.

Table 11.
The Relationship between Levels of Attitude toward Teaching Profession and the Level of Teaching-
Learning Process Competence.
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Planning teaching 1.00

Learning 647  1.00

environment and

materials

Extracurricular 44" 61" 1.00

activities

Diversifying 587 65 577 1.00

teaching

Classroom 58" 627 547 737 1.00

management

Teaching-learning .78 .88 777 8 827  1.00

Process

Competencies

Love 307 297 287 327 327 36 1.00

Fear 297 317 21" 287 357 357 437 1.00

Importance 26 300 26 327 317 357 747 36 1.00

Teaching 357 36 30 377 .40 437 90 757 .80 1.00

profession

*p<.05 (N=387)

Table 11 shows that, as far as teacher candidates’ levels of attitude toward teaching profession and
the level of teaching-learning process competence are concerned, both scales and all the sub-
dimensions are positively and statistically significantly correlated with one another.

Discussion, Conclusion and Implementation

This study, which aimed to identify teacher candidates’ levels of attitude toward teaching profession
and levels of teaching-learning process competencies and the relationship between them, revealed that
female teacher candidates have a more positive attitude toward teaching profession compared to male
teacher candidates. This finding coincides with the findings of Cramer (2004), Capri and Celikkaleli
(2008), Cetinkaya (2009), Pehlivan (2004), Saglam (2008) and Terzi and Tezci (2007). The reason behind
this finding may be the fact that teaching profession is considered as a female profession in society and
females are more inclined to raise individuals due to their maternal instinct. Another finding was that
teacher candidates’ attitudes toward teaching profession did not differ according to their fields of
education, as also maintained by Capri and Celikkaleli (2008) and Demirtas et al. (2008). The study also
revealed that the attitudes of senior teacher candidates and graduates toward teaching profession did
not differ.
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It was also found that teacher candidates’ teaching-learning process competencies did not differ
according to gender. Konokman and Yelken (2013), and Seferoglu (2004) also revealed that gender does
not affect teaching-learning process competencies. Moreover, the studies of Cakir, Erkus and Kilig
(2000), and Seker, Deniz and Gérgen (2005) indicated that teacher candidates’ professional competence
or self-efficacy believes (Kalaian & Freeman, 1994) is significantly higher in female teacher candidates.
Our study also examined whether teacher candidates’ teaching-learning process competencies are
influenced by their field of education. The analyses demonstrated that teacher candidates in science
field had higher competencies compared to those in social sciences field. On the other hand, some
studies in the literature showed that teacher candidates in social sciences had higher competencies
(Demirtas, Coémert, & Oner, 2011; Cakir, Kan, & Siinbiil, 2006; Giirbiiztiirk & Sad, 2009). These different
findings may be attributed to the differences in sample size.

The results of the examination of the relationship between teacher candidates’ attitudes toward
teaching profession and teaching-learning process competencies revealed a positive relationship
between affection, fear and care sub-dimensions of the Attitudes toward Teaching Profession Scale and
planning teaching, learning environment and materials, extracurricular activities, diversifying teaching
and classroom management sub-dimensions of the Teaching-Learning Process Competencies Scale. In
other words, as teacher candidates’ attitudes toward their profession improve, they consider
themselves more competent in the teaching-learning process. Our literature review revealed that there
are many studies which point to a positive significant relationship between teacher candidates’
competence and their attitudes toward teaching profession (Cakir, 2005; Cakir, Erkus & Kilig, 2000; Capri
& Celikkaleli, 2008; Demirtas, Cémert, & Oner, 2011; Oguz & Topkaya, 2008). Similar results were also
obtained by Caprara, Barbaranelli, Steca and Malone (2006), who maintained that teachers’ perceptions
of competence are influenced by their attitude toward teaching profession.

This study which was conducted to discover teacher candidates’ levels of attitude toward teaching
profession and the level of teaching-learning process competencies, and the relationship between these
two aspects found that teacher candidates had a positive attitude toward their profession and a high
level of teaching-learning process competencies. It also revealed a positively significant relationship
between teacher candidates’ levels of attitude toward their profession and levels of teaching-learning
process competencies.

Some suggestions derived from the results of the current study are listed below for future
researchers:

e |t is of great significance to strengthen teacher candidates’ attitude toward teaching profession and
maintain its contribution to teaching-learning process competence levels during the preservice
training period.

¢ Also, the necessary working conditions should be ensured so that teacher candidates do not
experience any negative change in their attitude toward their profession and their levels of teaching-
learning process competencies upon starting teaching.

¢ As the Teaching-Learning Process Competencies Scale designed for this study is valid and reliable, it
can be used to determine the variables that affect competencies of in-service teachers and teacher
candidates.

¢ Further studies could be conducted on teacher candidates’ attitudes toward teaching profession and
their teaching-learning process competencies, and different teacher candidate groups could be
compared.

e A similar study which involves a larger sample from technical education faculties of various
universities may be conducted.
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Tiirkge Siiriim

Giris

Nitelikli 6gretmen nasil yetistirilir? Sorusu egitimciler tarafindan ge¢miste oldugu gibi giiniimizde de
tartisiimaya devam etmektedir. Bu tartisma 6gretmenlik mesleginin 6neminin ve bu meslekteki nitelik
arayisinin bir sonucudur. Ogretmenlik meslegine tarih boyunca gesitli misyonlar yiiklenmis, 6gretmenlik
meslegi bazen beceri olarak, bazen bilim olarak, bazen de sanat olarak yorumlanmistir. Ancak yorumlar
degisse de Ogretmenin egitim sisteminin en ©6nemli degiskenlerinden biri oldugu algisi hig
farklilagmamistir. Statlist ve sayginhgi, lke ve kilturlere gore degismekle birlikte 6gretmenlik, dogrudan
insanla ilgili olmasi yoniyle 6teden beri kutsal bir meslek olarak gorilmustir. Turk egitim tarihinde de
ogretmenlerin hep saygin bir yeri olmus, 6gretmen denince yaygin bir bicimde toplumda davranis
modeli bir insan anlasiimistir. Bu nedenle nitelikli 6gretmenlere duyulan ihtiyag¢ bitin toplumlar igin
devam etmektedir (Eker, 2015).

Bir llkede vyeni nesillerin vyaratici, verimli, yapici, Uretken, meslek sahibi, Ulkesine karsi
sorumluluklarinin bilincine varmis vatandaslar olarak yetistiriimesinde etkisi olan ilk kisilerden biri
ogretmenlerdir (Eker, 2015). Bir egitim sisteminde hedeflenen birey 6zellikleri, bu amagla benimsenmis
o6gretme-0grenme yaklasimlari ve bunlari temel alarak tasarlanmis O6gretim programlari degisse de
ogretmen egitim sisteminin temel unsurudur. Clinki siralanan faktorler farkhlassa da belirlenen
hedeflerin gerceklesmesinde temel degisken 6gretmenin niteligidir. Ulkemizde de son yillarda egitim
sistemiyle ilgili en ©nemli sorunlardan birinin, 6gretmen yetistirme silrecinin ve vyetistirilen
ogretmenlerin niteliginin olusturdugu gozlenmektedir. Yeni nesillerin gelismesini ve sekillenmesini
saglayan 6gretmenin, iyi bir egitimden geg¢mesi sarttir. Her meslek gibi 6gretmenlik mesleginin de
kendine &6zgii bilissel, duyussal ve devinimsel davranis nitelikleri vardir (Tanriverdi, 2015). Ogretim
ortaminda, hedefleri ve uygun davranislari saptama, bunlarin gerceklesecegi ortami diizenleme ve bu
boyutlara iliskin degerlendirme sorumlulugu tasiyacak 6gretmenin niteligi, énemli Olgide hizmet
oncesinde kazanacagi 6gretim becerilerine baghidir (Coban 2015). Yetistirilen 6gretmenlerin niteliginde
o6gretmen adaylarinin 6gretmenlik meslegine iliskin yeterliklere ne kadar sahip olduklari ve 6gretmenlik
meslegine yonelik tutumlari dnemli bir yer tutmaktadir (Capri & Celikkaleli, 2008).

Hem sosyal algimizi hem de davranislarimizi belirleyicilerinden birisi olarak tutumlar bircok bilimsel
calismada incelenmeye deger goriilmektedir (Ustiiner, 2006).Tutum, bireyin diisiince, duygu ve
davranislarini olusturan egilim olarak tanimlanabilir (Kagitcibasi, 1999). Bohner ve Wanke (2002) de
tutumu “insan bireyselliginin temel pargasi” olarak tanimlamaktadirlar. Bireylerin mesleklerine yonelik
tutumlari meslegin gereklerini yerine getirmede bilyik 6nem tasimaktadir (Durmusoglu, Yanik &
Akkoyunlu, 2009). S6z konusu meslek 6gretmenlik oldugunda ise, konunun énemi daha da artmaktadir.
Ogretmenlerin sahip olduklari tutumlar ile onlarin siniflarindaki davranislari ve uygulamalari arasinda
yakindan iliski s6z konusudur (Rimm-Kaufman & Sawyer, 2004). Dolayisiyla, olumlu tutumun
o6gretmenlerin basarisina dogru orantili olarak etki edebilecek bir unsur oldugu bazi arastirma
sonugclarinda dogrulanmaktadir (Demir, 2004; Askar & Erdem, 1987; Cakir, 2005; Terzi & Tezci, 2007).
Diger yandan bireyin tutumunun ne oldugunun bilinmesi, o bireyin ilgili uyarana karsi davranisinin da
tahmin edebilmesini saglayacaktir. Bu durum 6gretmenlik meslegi agisindan ¢ok daha onemlidir. Bu
nedenle 6gretmenlik meslegini yapacak bireylerin bu meslegin gerekliliklerini daha etkili bicimde yerine
getirebilmelerinin kosullarindan biri de meslege y&nelik tutumlarinin olumlu olmasidir (Ustiiner, 2006).

Tutumun gelisimini etkileyen bir¢cok faktér bulunmaktadir. Bilissel 6g8e tutumu olusturan faktoérler
arasinda énemli bir yere sahiptir (Tavsancil, 2002). Yetersiz bilgiye dayal gelisecek tutum ile daha genis
ve derin bilgiye dayali olusan tutumun siddeti veya derecesinin de farkh olacagi aciktir (Tezci & Terzi,
2007). Baska bir anlatimla 6gretmen adaylarinin hem meslege yonelik olumlu tutumlara sahip olmasi
hem de nitelikli 6gretme-6grenme siiregleri diizenleyebilmeleri icin bazi yeterliklere sahip olmalari
gerekmektedir.
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Yeterlik bir kisinin belli bir gorevi yerine getirebilmesi icin sahip olmasi gereken niteliklerdir
(Bursalioglu, 1981). 1739 sayili Milli Egitim Temel Kanunu'nun 6gretmenlerin nitelikleri ve segimine
iliskin 45. maddesinde, “Ogretmen adaylarinda genel kiiltiir, 6zel alan egitimi ve pedagojik formasyon
bakimindan aranacak nitelikler Milli Egitim Bakanlginca tespit olunur.” ifadesi (MEB, 2006) kapsaminda
Mart 1999'da MEB ve Universite temsilcilerinden olusan 6gretmen yeterlikleri komisyonunca, “egitme-
ogretme yeterlikleri”, “genel kiiltir bilgi ve becerileri” ve “6zel alan bilgi ve becerileri” ana baslklarindan
olusan yeterlikler belirlenmistir. Ogretmen Yetistirme ve Egitimi Genel Miidiirligi biinyesinde calisan
komisyonlarca hazirlanan taslaga gelen elestiriler dogrultusunda “Ogretmenlik Meslegi Genel
Yeterlikleri” gelistirilmistir. Bu yeterlikler ayni zamanda 0gretmen vyetistirme politikalarinin
belirlenmesinde, 6gretmenlerin hizmet dncesi ve hizmet igi egitimlerinin planlanmasinda, 6gretmenlerin
seciminde, Ogretmenlerin denetlenmesinde ve performanslarinin degerlendirilmesinde bir o6lguttir
(MEB, 2006). Kasim 2006’da ydrirlige giren bu yeterlik listesi; “Kisisel ve Mesleki Degerler-Mesleki
Gelisim”, “Ogrenciyi Tanima”, “Ogretme ve Ogrenme Sireci”, “Ogrenmeyi, Gelisimi izleme ve
Degerlendirme”, “Okul-Aile ve Toplum iliskileri” ve “Program ve igerik Bilgisi” olmak iizere 6 ana yeterlik,
bu yeterliklere iliskin 31 alt yeterlik ve 233 performans gostergesinden olusmaktadir (MEB, 2006). Bu
yeterlikler Milli Egitim Bakanligi Ogretmen VYetistirme ve Egitim Genel Mudiirliigiince 6gretmen
yetistiren kurumlara gonderilerek, 6gretmenlerin belirtilen yeterliklere sahip olacak sekilde yetistirilmesi
istenmistir (Mahiroglu, 2004).

Ogretmenin sinif performansiyla teorik bilgisi arasinda yiiksek iliskiler vardir (Holligan, 1997). Diger
yandan 6gretmenlerin yeterlilik inanglari, verimli bir okulun yaratilmasinda da 6nemli bir degisken olarak
degerlendirilmektir (Hoy & Woolfolk, 1993; Pajares & Miller, 1994. Bu ¢alisma arastirmanin amaci geregi
yeterlik gruplarindan 06gretme-6grenme sireci yeterlikleri, 6gretmenlerin 6grencilerin belirlenen
hedeflere ulasmalari igin gerekli olan dersi planlama, materyal hazirlama, 6grenme ortamlarini
dizenleme, ders digi etkinlikleri diizenleme, bireysel farkliliklari dikkate alarak 6gretimi gesitlendirme,
zaman ydnetimi ve davranis ydnetimi boyutlarini igerir.

Egitim sistemlerinin hedefledigi 6zellikleri bireylere kazandirabilmeleri igin 6gretmen adaylarinin
kendilerine yonelik mesleki yeterlik algilari ve 6gretmenlik meslegine yonelik tutum diizeyleri 6nemli bir
role sahiptir. Meslegine yonelik olumlu tutuma ve gereken yeterlige sahip olan 6gretmenlerin sistemin
ve Uriinlerinin niteligine dogrudan olumlu bir etki yapacagi siiphesizdir. Ogretmenlerin meslege y&nelik
olumlu tutumlarinin olusmasinda ve gereken niteliklere sahip olmasinda onlarin hizmet 6ncesi ve hizmet
icinde aldiklari egitim belirleyici bir etkiye sahiptir. Bireyleri gesitli alanlara hazirlama amaciyla verilen
mesleki egitimde, meslegi secen ve o meslek dogrultusunda egitim alan kisilere gelecekte o meslege
0zgl davraniglari gosterebilmesi icin gerekli olan bilgiler, duygular ve beceriler kazandirilmaya galigilir
(Ustiiner, 2006). Ogretmen yetistirme programlarinin en dnemli amaci, 6gretmenlik meslegine yonelik
olumlu tutumlar olusturmak ve meslegin gerektirdigi yeterliklerini 6gretmen adaylarina kazandirmaktir.
Ancak Ogretmen yetistirme siirecinde bu ilkelerin ne diizeyle ¢alistigi ve 6gretmen adaylarinin bu
niteliklere ne diizeyde sahip olarak mezun oldugu bilinmemektedir. Buna ek olarak 6gretmen
yeterliginin nasil gelistigi, hangi bilesenlerden olustugu, yliksek diizey bir 6gretmen yeterligi gelistirmeye
yonelik hangi programlarinin nasil gelistirileceginin belirlenmesi icin olduk¢a 6nemlidir (Pajares, 1997).

Alanyazin incelendiginde, 6gretmen adaylarinin meslege yonelik tutumlarini belirlemeye yonelik ¢ok
sayida arastirmanin (Akpinar, 2004; Aiim & Bekdemir, 2006; Aysu, 2007; Bedel, 2008; Capa & Cil, 2000;
Cetinkaya, 2009; Demir, 2004; Dogan, 2002; Kaya & Biiylikkasap, 2005; Oral, 2004; Pehlivan, 2004;
Saglam, 2008; Semerci & Semerci, 2004; Temel, 1990; Terzi & Tezci, 2007; Ustiin, 2007; Ustiin, Erkan &
Akman, 2004) ve sadece yeterlikleri (Davran, 2006; Erisen & Celikbz, 2003; Karacaoglu, 2008;
Numanoglu & Bayir, 2009; Petek, 2014; Seferoglu, 2004; Tabancali & Celik, 2013; Ulper & Bagci, 2012)
yer aldigi gorilmektedir. Bunun yaninda alanyazinda 6gretmen adaylarinin 6gretmenlik meslegine iliskin
tutumlari ile mesleki yeterliklerinin birlikte galisildigi arastirmalar da (Cakir, Erkus & Kilig, 2000;Cakir,
2005; Cakir, Kan & Siinbiil, 2006; Capri & Celikkaleli, 2008; Cetinkaya, 2007; Demirtas, Cémert & Ozer,
2011) mevcuttur. Ayrica literatiirde 6gretmen adaylarinin cinsiyetlerinin 6gretmenlik meslegine yonelik
tutumlarini etkiledigini ortaya koyan bircok arastirma bulunmaktadir (Cramer, 2004; Capri & Celikkaleli,
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2008; Cetinkaya, 2009; Pehlivan, 2004; Saglam, 2008; Terzi & Tezci, 2007). ). Ayrica, 6gretmen
adaylarinin 6gretim yeterliklerinin cinsiyete gore farklilik gosterdigi (Cakir, Erkus & Kilig, 2000; Kalaian &
Freeman, 1994; Seker, Deniz & Gérgen, 2005) ve konu alani (Demirtas, Cdmert & Oner, 2011; Cakir, Kan,
& Sunbil, 2006; Gurbuztirk & Sad, 2009). Bu sonuglar arastirma degiskenlerini belirlemede etkili
olmustur.

Ogretmen adaylarinin hizmet &ncesi egitimlerinin niteliginin sd6z konusu nitelikler agisindan
belirlenmesi bu becerilerin gelistiriimesine yonelik dneriler gelistirme agisindan oldukga 6nemlidir (Cam
Aktas, 2016). Bu arastirmanin hem degisik 6rneklem gruplarindan elde edilecek bulgularla, hem de daha
onceki calismalarda elde edilen sonuglarin farklilagip farklilagsmadiginin belirlenmesi agisindan adaylarin
o0gretmenlik meslegine iliskin tutumlari ve mesleki yeterliklerinin zamansal agidan degisip degismedigini
ortaya koyarak literatlire dnemli katkilarinin olacag disiinilmektedir. Ayrica arastirmanin ilgili alana
o6gretmenlerin 6grenme-06gretme yeterlikleri boyutuna odaklanmasi yoniyle 6zgin katkilar yapmasi
beklenmektedir. Bu ¢ercevede arastirmanin temel amaci 6gretmen adaylarinin 6gretmenlik meslegine
yonelik tutum dizeyleri ile 6gretme-6grenme sireci yeterlik dizeylerini ve aralarindaki iliskiyi
belirlemektir.

Bu calismada asagidaki sorulara cevap aranacaktir.

e Ogretmen adaylarinin 8gretmenlik meslegine yonelik tutumlari ne diizeydedir? Tutum diizeyleri;
a. Cinsiyet
b. Alan ve
c. Mezun olma durumuna gore anlamli olarak farklilasmakta midir?
o Ogretmen adaylarinin égretme-6grenme siireci yeterlikleri ne diizeydedir? Ogretmenlik yeterlikleri
dizeyleri;
a. Cinsiyet
b. Alan ve
¢. Mezun olma durumuna gére anlaml olarak farklilagsmakta midir?
o Ogretmen adaylarinin meslege yénelik tutum diizeyleri ile 6gretme-6grenme siireci yeterlik diizeyleri
arasinda anlamli bir iligki var midir?

Yontem
Arastirma Modeli

Bu calisma oOgretmen adaylarinin meslege yonelik tutumlar ile 6gretme-6grenme sireci
yeterliklerinin belirlenmesi yoniyle genel tarama, meslege yonelik tutumlar ile 6gretme-6grenme sireci
yeterliklerin birlikte degisip degismediginin belirlenmesi yoniyle ise iliskisel tarama modelindedir.

Calisma Evreni ve Orneklem

Arastirmanin evrenini Balikesir Universitesi Necatibey Egitim Fakiiltesinde 2015-2016 egitim-6gretim
yilinda dizenlenen pedagojik formasyon egitimi kursuna katilan toplam 850 0Ogretmen adayi
olusturmustur. Arastirma sosyal bilimler ile fen-matematik alanlari arasinda karsilastirmayi
amacladigindan veriler branslari bu alanlarda gruplanabilen toplam387 o6gretmen adayindan elde
edilmistir. Arastirmanin ¢alisma grubunu 249’u (% 64.34) Kadin ve 138’i (% 35.66) erkek 6gretmen
adayindan olusmaktadir. Calisma grubunda yer alan adaylarin 147’si (% 37.98) fen alaninda ve 240'1 (%
62.01) sosyal alanda 6grenim gérmuslerdir. Adaylarin 103’G (% 26.61) mezun durumda iken 284G (%
73.39) 6grenimlerinin son siniflarinda bulunmaktadirlar.
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Veri Toplama Araglari

Aragtirmanin verileri “Ogretmenlik Meslegi Tutum Olgegi” ve “Ogretme-Ogrenme Siireci Yeterlikleri
Olgegi ile elde edilmistir.

Ogretmenlik Meslegi Tutum Olgedi: Akkuzu (2012) tarafindan gelistirilen dlgek 6gretmen adaylarinin
mesleklerine bakis agilarini, meslege iliskin tutumlarini lgmek amaciyla kullanilan gegerligi ve giivenirligi
test edilmis 25 maddelik bir &lgektir. Olgek, 5"li likert tipinde olup olumlu ciimleler “Tamamen
Katiliyorum” segeneginden “Hi¢ Katilmiyorum” segenegine dogru 5, 4, 3, 2, 1 seklinde puanlanirken
olumsuz ciimleler de bunun tam tersi bir yol izlenerek “Tamamen Katiliyorum” segceneginden “Hig
Katilmiyorum” secenegine dogru 1, 2, 3, 4, 5 seklinde puanlanmistir. Ogretmenlik Meslegine Tutum
Olgegi "sevgi-korku-6nem" alt boyutlarindan olusmaktadir. Ogretmen adaylarinin 6gretmenlik meslegine
iliskin ifadeleri sirasiyla bu boyutlara goére gruplandiriimigtir: "sevgi" boyutu altinda meslegi 6gretmeye
sevdikleri ifadeler, "korku" boyutu altinda meslegi 6gretme korkulari ve 6gretimin 6nemi ile ilgili ifadeler
Meslegi "6nem" boyutuna girmektedir. Olcegin alt boyutlarinin giivenilirlik katsayilari (sevgi, .95), (korku,
.75), (6nem .76) 6lcegin giivenilirliginin gdstergeleridir. Orneklem boyutu nedeniyle, veri yapisinin
uygunlugunu test etmek icin faktor analizi icin KMO (Kaiser-Meyer-Olkin) kullanilmistir (.92). Alfa
givenilirlik katsayisi .93 olarak bulundu. Ek olarak, CFA (Dogrulayici Faktor Analizi) sonuglari ve
dogrulayici uyum indeksi degerleri, Gg faktorli yapiyr dogrulamak icin ispatlanmistir. Bu ¢alismada, KMO
degeri yine .92, alfa glivenilirlik katsayisi .91 olarak bulunmustur. Bu arastirmada 6lcegin alt boyutlarinin
guvenilirlik katsayilari ask (.93), korku (.80) ve 6nem (.73) olarak hesaplanmistir.

Ogretme-Ogrenme Siireci Yeterlikleri Olgedi: 6gretmen adaylarinin 6gretme-6grenme siireci
yeterlikleri diizeyini belirlemek amaciyla arastirmacilar tarafindan gelistirilen “Ogretme-Ogrenme Siireci
Yeterlikleri Olgegi” kullaniimistir. Olgekteki maddelerin olusturulmasi amaciyla Kasim 2006’da yiiriirliige
giren “Ogretmenlik Meslegi Genel Yeterlikleri” kapsaminda bulunan “Ogretme-Ogrenme Siireci” ana
yeterligi basliginda listelenmis olan ifadeler (MEB, 2006) 6lgek maddeleri olarak bigimlendirilmistir. Olgek
bu ana yeterlik basligi altinda siralanmis olan “Ogretimi Planlama” (8 madde), “Ogrenme Ortami ve
Materyal” (12 madde), “Ders Disi Etkinlikler” (7 madde), “Ogretimi Cesitlendirme” (8 madde) ve “Sinif
Yonetimi” (6madde) ve olmak lzere 5 alt bolim ve 41 yeterlilik maddesinden olusmaktadir. Likert
tipinde gelistirilen 6lgekte yer alan maddelere iliskin yeterlik diizeyleri “Cok Yetersizim”, “Yetersizim”,
“Kismen Yeterliyim”, “Yeterliyim” ve “Cok Yeterliyim” olarak derecelendirilmistir.

v

60 madde olarak bigimlendirilen “Ogretme-Ogrenme Siireci Yeterlikleri Olgegi”nin ilk hali 6nce 74
o6gretmen adayina uygulanmis ve elde edilen veriler analize tabi tutulmustur. Analizler neticesinde
olcekten cikarilmasi gereken maddelere karar verilmis ve 6lcek 47 madde olarak tekrar 58 6gretmen
adayina uygulanmistir. Bu adaylardan elde edilen verilerin analiz edilmesi sonucu 6lcekten 6 madde
daha cikartilarak 41 maddeye indirilmistir. 41 maddeden olusan &l¢egin son haline 159 6gretmen
adayindan toplanan verilerle gegerlilik ve glvenilirlik testleri ile agimlayici faktor analizi yapilmistir.

Faktor analizi birbiri ile iliskili cok sayida degiskeni birbiri ile iliskisiz ve kavramsal olarak anlamli yeni
degiskenler bulmayi hedefleyen ¢ok degiskenli bir istatistiktir (Bliylikoztirk, 2002). Yapilan dondirme
islemleri sonucunda yapilan analiz sonucunda faktor yik degeri .30 ve Ustiinde olan maddeler
degerlendirmeye alinmistir. Ogretme-Ogrenme Siireci Yeterlikleri Olceginin AFA sonuclari Tablo 1’de yer
almaktadir.

Tablo 1’de yer alan AFA sonuglarina gére, Ogretme-Ogrenme Siireci Yeterlikleri Olgegi’ne ait KMO
degeri .90; Bartlett’s Testi sonucu (x? (820) =4251.536, p<.05),manidar oldugu goriilmektedir. Olcegin
calisma grubunda bes faktér olarak algilanmakta ve bu bes faktor toplam varyansin %62.28'ini
aciklamaktadir. Birinci faktdrde yer alan ve “Ogrenme ortami ve materyal” olarak adlandirilan faktérdeki
12 madde toplam varyansin% 31.26’sini, ikinci faktérde yer alan ve “Ogretimi planlama” olarak
adlandirilan faktérdeki 8 madde toplam varyansin % 10.59’unu, iiciincii faktérde yer alan ve “Ogretimi
cesitlendirme” olarak adlandirilan faktérdeki 8 madde toplam varyansin % 8.56’sini, dérdiinci faktérde
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yer alan ve “Ders disi etkinlikler” olarak adlandirilan faktérdeki 7 madde toplam varyansin % 6,90’ini ve
besinci faktorde yer alan ve “Sinif yonetimi” olarak adlandirilan faktérdeki 6 madde toplam varyansin %
4.98’ini agikladigi belirlenmistir.

Tablo 1.
Ogretme Siireci Yeterlikleri Olcedi Analizi Degerleri.
Madde Cronbach Guttman  Acgikladigi Toplam
Sayisi  Faktorler Alpha Split-Half Varyans (%)
12 Ogrenme ortami ve materyal .94 .94 31.26
Ogretimi planlama 91 .89 10.59
Ogretimi cesitlendirme .90 .88 8.56
Ders disi etkinlikler 91 .84 6.90
Sinif yonetimi .85 .81 498
41 Ogretme-dgrenme siireci yeterlikleri .94 73 62.28

KMO=.90; x* (820) =4251.54;p<.05

Ogretme-6grenme siireci yeterlilikleri 6lceginin Cronbach Alpha giivenirlik katsayisi dlgegin tamami
icin .94; 6grenme ortami ve materyal faktord icin .94; Ogretimi planlama faktord icin .95; Ogretimi
cesitlendirme faktori igin .90; ders disi etkinlikler faktord icin .91 ve sinif yonetimi faktori icin .85 olarak
hesaplanmistir. Olgek formunun iki es parcaya béliinerek, iki yarinin deneklere ayni anda uygulanmasi
sonrasl, her iki yarinin arasindaki korelasyon ile giivenilirlik testi yapan split-half metodu (Ercan & Kan,
2004) uygulanmis ve 6lgegin tamami igin bu deger .73; 6grenme ortami ve materyal faktor icin .94;
o6gretimi planlama faktori icin .89; 6gretimi cesitlendirme faktori icin .88; ders disi etkinlikler faktori
icin .85 ve sinif yénetimi faktodrii icin .81 olarak bulunmustur. Ogretme-Ogrenme Siireci Yeterlikleri
Olgeginde yer alan maddelerin faktor yiik degerleri Tablo 2’de yer almaktadir.

Ogretme-6grenme siireci yeterlikleri 8lcegi, yukaridaki yapi sekliyle Dogrulayici faktér analizine (DFA)
(Confirmatory Factor Analysis: CFA) tabi tutulmustur. DFA 6lgme modellerinin gelistiriimesinde sik
kullanilan ve &6nceden belirlenmis bir yapinin dogrulanmasini amaglar (Aytag¢ & Ongen, 2012).
Arastirmada agimlayici faktor analizi ile belirlenmis olan 6lgegin yapisi DFA ile bu ¢alisma grubundaki
uyum dizeyi incelenmistir.

Sekil 1’de sunulan dogrulayici faktor analizine iliskin uyum gostergeleri dlgek icin Ki-kare(x2) degeri
ve istatistiksel manidarlik dizeyleri saptanmistir. Model veri uyumuna iliskin hesaplanan Ki-Kare degeri
[x2=1032.35, df=774, p<.05] manidardir. Orneklem biiyiikliigiiniin etkisinin de hesaplamaya dahil edildigi
“Ki-Kare Serbestlik Derecesi” orani ise olduk¢a distik bulunmustur (1032.35/774=1.33). Uyum
indekslerinde ise ortalama hata karekoki(RMSEA) .04 olarak bulunmustur. RMSEA degeri .00 ile .05
arasinda oldugundan iyi bir uyumun var oldugunu gosterdigi séylenebilir.
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Tablo 2.
Ogretme-Ogrenme Siireci Yeterlikleri Olcedi Maddeleri Faktor Yiik Dederleri.

Faktor
Ogrenme ortami ve materyal Yiikii
10-Materyal hazirlamada bilgisayar ve diger teknolojik araglardan yararlanma .81
14-Materyal hazirlarken gevre olanaklarindan yararlanma .80
18-Ogrenme ortaminin fiziksel kosullarini (isi, isik, ses durumu vb.) 6grenmeyi destekleyecek 77
bicimde diizenleme ’
19-Ogrenme ortamini diizenlerken arag ve gereglerin kullanim ilkelerini dikkate alma 77
12-Materyal hazirlarken kullanigl ve ekonomik olmasina dikkat etme 77
11-Ogretme-dgrenme siirecinde materyaller hazirlarken dgrenci gorislerini de dikkate alma 77
17-Ogrenme ortamlarini etkinlik tiiriine gére (bireysel, isbirlikli vb.) diizenleme .75
13-Hazirlanan materyalin 6grenilecek igerige uygun olmasina dikkat etme .75
15-Teknolojik ortamlardaki (veri tabanlari, cevrimici kaynaklar vb.) 6gretme — 6grenme ile 74
ilgili kaynaklara ulasma ’
20-Ogrenme-6gretme siirecinde teknolojik kaynaklari etkili kullanabilme .72
9-Materyalleri hazirlarken ve segerken bireysel farkliliklari dikkate alma 71
16-Ogrenme ortamlarini diizenlerken &grencilerin farkli 6n yasantilarini dikkate alma .70
Ogretimi planlama
1-Ders planini 6grenciyi merkeze alarak hazirlama .81
5-Dersi planlarken diger 6gretmenlerle isbirligi yapma 77
8-Ders planinda kullanacagi kaynak ve materyalleri belirtme .76
6-Ders planinda amaca uygun etkinlikleri belirtme .74
3-Ders planinda amag ve kazanimlarin neler olacagini belirtme .74
7-Ders planinda amaca uygun yontem ve teknikleri belirtme .74
2-Ders planinda bireysel farkliliklari dikkate alma .70
4-Dersi planlarken diger dersler ve ara disiplinlerle iliskilendirme .67
Ogretimi gesitlendirme
34-Ogrencilerin basarili yénlerini 6ne ¢ikarma .78
28-Ogretimi gesitlendirirken gerektiginde uzman yardimina basvurma .74
31-Bireysel 6grenme planlari yapma .72
32-Bireysel farkhliklari dikkate alarak 6lgme ve degerlendirme yaklasimlarini ¢esitlendirme .72
30-Ozel sorunlari olanlarla ilgili yasal dayanaklari bilme 71
29-Ogretim ydntemlerini belirlerken bireysel farkhliklari dikkate alma 71
33-Ogrencilerine yapici, agiklayici ve gelistirici geri bildirimler verme .70
35-Ogrencilerin kendilerini giidiilemeyi 6grenmeleri icin olanak saglama .68
Ders disi etkinlikler
23-Ders disi etkinlikleri 6grenci 6zelliklerini dikkate alarak dizenleme .81
21-Ders disi etkinlikler icin plan hazirlama .81
22-Ders disi etkinliklerin dersin amaglarina uygun olmasina dikkat etme .77
26-Ders disi etkinliklerin glivenle gerceklesmesi icin gerekli dnlemleri alma .74
24-Ders disi etkinlikler icin gerekli yazisma ve goriismeleri yapma .74
27-Farkl ihtiyaglari dikkate alarak 6grenme etkinlikleri diizenleme .72
25-Ders disi etkinlikler icin gereken araglari temin etme .72
Sinif yonetimi
37-Ogretme - 6grenme siirecinde zamani etkin kullanma .74
36-Zamani etkin kullanacak sekilde dersi planlama .73
38-Ogrencilerin ders ici ve ders disi zamanlarini etkili kullanmalari igin ydnlendirmeler yapma 71
40-Ogrencilerin duygu ve diisiincelerini ydnetebilmelerinde rehberlik etme .70
41-Ogrencilerin 6z denetim becerilerini gelistirmesine rehberlik etme .69
39-Sinif kurallarini 6grencilerle birlikte belirleme .67
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Chi-Square=1032.35, df=774, P-value=0.00000, RMSEA=0.046
Sekil 1. Ogretme-Ogdrenme Siireci Yeterlikleri Olcedi DFA yiik dederleri.

Verilerin Analizi Ve Yorumlanmasi

Arastirmada kullanilan  “Ogretmenlik Meslegi Tutum Olgegi” ve “Ogretme-Ogrenme Siireci
Yeterlikleri Olgegi” 1’den 5’e kadar olan derecelendirme &lgegi oldugundan dgretmen adaylarinin tutum
ve yeterlik dizeyleri her secenege karsilik gelen puan aralklar [(1.00-1.80), (1.81-2.60), (2.61-3.40),
(3.41-4.20) ve (4.21-5.00)] cercevesinde yorumlanmistir. Olceklerden elde edilen veriler degiskenler
(cinsiyet, alan ve mezun olma durumu) acisindan farkin anlamh olup olmadig t-testi ile karsilastiriimis,
yorumlanmasinda ise .05 anlamlilik diizeyi temel alinmistir. Farkin anlaml ¢ikmasi durumlarinda etki
biyuklikleri (EB) gruplarin ortalamalari arasi farkin birlestirilmis standart sapmaya bolinmesiyle (Can,
2014) hesaplanmistir.Ogretmen adaylarinin meslege yonelik tutum diizeyleri ile 8gretmenlik yeterlikleri
diizeyleri arasinda anlamli bir iliskinin olup olmadigi ise pearson korelasyon katsayisi ile hesaplanmistir.

Bulgular

Ogretmen adaylarinin dgretmenlik meslegine yénelik tutumlarina ait ortalamalar ve standart sapma
degerleri Tablo-3’de verilmistir. Ogretmenlik meslegine ydnelik tutumlarina ait ortalamalara bakildiginda
dgretmen adaylarinin sevgi (X=4.27) ve 6nem (X=4.27)tutumlarinin, korku (X=3.59)tutumlarindan daha
yiiksek oldugu, 6gretmen adaylarinin meslege yonelik genel tutumlarinin (X=4.05) ise “yiiksek” diizeyde
oldugu soylenebilir.
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Tablo 3.
Ogretmen Adaylarinin Ogretmenlik Meslegine Yénelik Tutum Diizeyleri.

Sevgi Korku Onem Genel
X 4.27 3.59 4.27 4.05
SS .69 .76 .60 .57

N=387

Ogretmen adaylarinin 6gretmenlik meslegine yénelik tutumlarina ait ortalamalar ve bu ortalamalarin
cinsiyete gore farklilasma durumuna ait veriler Tablo-4’de verilmistir.

Tablo 4.
Cinsiyete Gére Ogretmenlik Meslegine Yénelik Tutum Diizeyleri.

Faktorler Cinsiyet N X Ss t p EB
Sevgi Kadin 249 4.35 .61 2.76 .00* .30
Erkek 138 4.13 .79

Korku Kadin 249 3.59 .75 .08 94
Erkek 138 3.58 .78

Onem Kadin 249 4.33 .55 2.33 .02* .25
Erkek 138 4.17 .67

Ogretmenlik meslegi Genel  Kadin 249 4.10 .54 2.16 .03* .23
Erkek 138 3.97 .61

*p<.05

Tablo 4’te yer alan degerler incelendiginde sevgi (t=2.27, p<.05, EB=.30) ve 6nem (t=2.33, p<.05,
EB=.25) faktérlerinde ve 6gretmenlik meslegine yonelik tutumun genelinde (t=2.16, p<.05, EB=.23) kadin
ogretmen adaylarinin erkek 6gretmen adaylarina gore daha yiksek dizeyde olumlu tutuma sahip
olduklari gorilmektedir. Korku faktoriinde ise cinsiyet agisindan istatistiksel olarak anlamli bir farklilik
bulunmamaktadir. Ogretmen adaylarinin 6gretmenlik meslegine yénelik tutumlarina ait ortalamalar ve
bu ortalamalarin 6grenim gordikleri alanlara gore farklilasma durumuna ait veriler Tablo-5"te verilmistir.

Tablo 5.
Ogrenim Alanlarina Gére Ogretmenlik Mesledine Yénelik Tutum Diizeyleri.
Faktorler Alan N X Ss t p Etki
Sevgi Fen 147 4.22 72 -1.20 .23
Sosyal 240 4.30 .67
Korku Fen 147 3.68 73 1.98 .04* 21
Sosyal 240 3.53 77
Onem Fen 147 4.27 .64 .00 .99
Sosyal 240 4.27 .58
Ogretmenlik meslegi  Fen 147 4.06 .60 21 .84
Genel Sosyal 240 4.05 .55
*p<.05

Tablo 5’ten 6gretmen adaylarinin 6grenim gordikleri alan degiskenine gére 6gretmenlik meslegine
yonelik tutumlari incelendiginde korku faktorlerinde fen alaninda 6grenim géren 6gretmen adaylarinin
sosyal alanlardaki 6gretmen adaylarina gbére daha yilksek dizeyde olumlu tutuma sahip olduklari
gorulmektedir (t=1.98, p<.05, EB=.21). Sevgi, 6nem faktorlerinde ve 6gretmenlik meslegine yonelik genel
tutumlarinin alan degiskenine gore anlamli dlciide farklilasmadigi ortaya cikmistir. Ogretmen adaylarinin
ogretmenlik meslegine yonelik tutumlarina ait ortalamalar ve bu ortalamalarin mezun olma durumuna
gore farklilasma durumuna ait veriler Tablo-6’da verilmistir.
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Tablo 6.

Mezuniyet Durumuna Gére Ogretmenlik Meslegine Yénelik Tutum Diizeyleri.

Faktorler Mezuniyet N X ss t p

Sevgi Mezun 103 4.29 .67 40 .69
Son Sinif 284 4.26 .70

Korku Mezun 103 3.70 74 1.83 .07
Son Sinif 284 3.54 .76

Onem Mezun 103 4.33 61 1.03 31
Son Sinif 284 4.25 .60

Ogretmenlik meslegi Mezun 103 4.11 .56 1.25 21

Genel Son Sinif 284 4.03 .57

Tablo 6’da yer alan degerler incelendiginde tim faktorlerde ve 6gretmenlik meslegine yonelik
tutumun genelinde mezun olma durumuna gore istatistiksel olarak anlamli bir farkliigin bulunmadigi
gorilmektedir. Ogretmen adaylarinin gretme-6grenme siireci yeterliklerine ait ortalamalar ve standart
sapma degerleri Tablo-7’de verilmistir.

Tablo 7.
Ogretmen Adaylarinin Ogretme-Ogrenme Siireci Yeterlik Diizeyleri.
Ogretimi  Ogrenme Ortami Ders Digi Ogretimi Sinif
Planlama ve Materyal  Etkinlikler Cesitlendirme Yonetimi Genel
X 3.82 3.80 3.75 3.73 3.91 3.80
Ss .49 .51 .63 .54 .58 .58

N=387

Ogretme-6grenme siireci yeterliklerine yonelik tutumlarina ait ortalamalara bakildiginda 6gretmen
adaylarinin kendirlerini en cok sinif yénetiminde (X=3.91) yeterli gérdiikleri ve bu yeterligi sirasiyla
dgretimi planlama (X=3.82), 6grenme ortami ve materyal (X=3.80), ders disi etkinlikler (X=3.75) ve
dgretimi cesitlendirme (X=3.73) yeterliklerinin izledigi goriilmektedir. Ogretmen adaylari kendilerini
dgretme-6grenme siirecinde (X=3.80) genel olarak yeterli gordiikleri sdylenebilir. Ogretmen adaylarinin
o6gretme-6grenme sireci yeterliklerine ait ortalamalar ve bu ortalamalarin cinsiyete gore farklilasma
durumuna ait veriler Tablo-8'de verilmistir.

Tablo 8.
Cinsiyete Gére Ogretme-Ogdrenme Siireci Yeterlik Diizeyleri.
Faktorler Cinsiyet N X Ss t p
Ogretimi planlama Kadin 249 3.79 .03 -1.38 17
Erkek 138 3.87 .04
Ogrenme ortami ve materyal Kadin 249 3.78 .03 -1.27 21
Erkek 138 3.85 .04
Ders disi etkinlikler Kadin 249 3.72 .04 -1.57 12
Erkek 138 3.82 .05
Ogretimi cesitlendirme Kadin 249 3.73 .03 -.20 .84
Erkek 138 3.74 .05
Sinif yonetimi Kadin 249 3.90 .04 -.06 .96
Erkek 138 3.91 .05
Ogretme-6grenme siireci yeterlikleri Kadin 249 3.78 .03 -1.15 .25
genel Erkek 138 3.83 .04
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Tablo 8 incelendiginde 6gretmen adaylarinin cinsiyet degiskenine gore Ogretme-6grenme siireci
yeterliklerinin tim alt faktorlerde ve 6gretme-6grenme sireci yeterliliklerinin genelinde istatistiksel
olarak anlamh farkhlasmadigi gériilmektedir. Ogretmen adaylarinin  8gretme-6grenme  siireci
yeterliklerine ait ortalamalar ve bu ortalamalarin alanlara gore farklilasma durumuna ait veriler Tablo-
9’da verilmistir.

Tablo 9.
Ogrenim Alanlarina Gére Ogretme-Ogrenme Siireci Yeterlik Diizeyleri.
Faktorler Alan N X Ss t p Etki
Ogretimi planlama Fen 147 3.88 42 1.86 .06
Sosyal 240 3.79 .52
Ogrenme ortami ve materyal Fen 147 3.85 .49 1.52 13
Sosyal 240 3.77 .52
Ders disi etkinlikler Fen 147 3.80 .60 1.22 .22
Sosyal 240 3.72 .64
Ogretimi gesitlendirme Fen 147 3.79 .51 1.66 .10
Sosyal 240 3.70 .56
Sinif yonetimi Fen 147 3.99 .55 2.23 .03* .24
Sosyal 240 3.85 .59
Ogretme-6grenme siireci Fen 147 3.86 42 1.99 .04* 21
yeterlilikleri genel Sosyal 240 3.76 46
*p<.05

Tablo 9’da yer alan degerler incelendiginde sinif yonetimi faktériinde (t=2.23, p<.05, EB=.24) ve
o6gretme-6grenme sireci yeterliklerinin genelinde (t=1.99, p<.05, EB=.21) fen alaninda 6grenim géren
o6gretmen adaylarinin sosyal alanda 6grenim alan 6gretmen adaylarina gére daha yiksek diizeyde
kendilerini yeterli bulduklari gorilmektedir. Diger alt faktorlerde ise 6grenim alani degiskenine gore
istatistiksel olarak anlaml bir farklilik bulunmamaktadir. Ogretmen adaylarinin égretme-égrenme siireci
yeterliliklerine ait ortalamalar ve bu ortalamalarin mezun olma durumuna goére farklilasma durumuna ait
veriler Tablo-10’da verilmistir.

Tablo 10.
Mezuniyet Durumuna Gére Ogretme-Odgrenme Siireci Yeterlik Diizeyleri.
Faktorler Mezuniyet N X Ss t p  Etki
Ogretimi planlama Mezun 103 3.87 46 1.21 .23
Son sinif 284 3.80 .49
Ogrenme ortami ve Mezun 103 3.89 .51 2.02 .04* .23
materyal Son sinif 284 3.77 .50
Ders disi etkinlikler Mezun 103 3.79 .62 .70 .48
Son sinif 284 3.74 .63
Ogretimi cesitlendirme Mezun 103 3.77 .52 .88 .38
Son sinif 284 3.72 .55
Sinif yonetimi Mezun 103 3.97 .57 1.38 .17
Son sinif 284 3.88 .58
Ogretme-6grenme siireci  Mezun 103 3.86 .45 1.57 12
yeterlilikleri genel Son sinif 284 3.78 .45
*p<.05

Tablo 10’da yer alan degerler incelendiginde 6grenme ortami ve materyal faktorlerinde mezun
olanlarin son sinifta bulunan 6gretmen adaylarina goére daha yilksek diizeyde kendilerini yeterli

605



Hasan Hiiseyin SAHAN, Hasan ZOG — Pegem Egitim ve Ogretim Dergisi, 7(4), 2017, 583-610

bulduklari goriilmektedir (t=2.02, p<.05, EB=.23). Diger alt faktorlerde ve Ogretme-6grenme slreci
yeterliliklerinin genelinde mezuniyet durumu degiskenine gore istatistiksel olarak anlamli bir farkhhk
bulunmamaktadir. Ogretmen adaylarinin meslege yénelik tutum diizeyleri ile 6gretme-6grenme siireci
yeterlik diizeyleri arasindaki iliski durumunu gésteren bulgular Tablo 11’de yer almaktadir.

Tablo 11.
Meslege Yonelik Tutum Diizeyleri ile O§retme-Ogrenme Siireci Yeterlik Diizeyleri lliskisi.
Q q:)
g £3
8 ] 'E Q=
T E £ ©% =
N o _5 == o o ¥ s
EE E£8 Z2xES2 § €& €
= © c® T = 5 9 > €5 - =] € & 0
o E oS 2= o« g 9 @ = § 9w
Faktorler 3% Be 2388 5 &3 g & S
Ogretimi planlama 1.00
Ogrenme ortami ve 64" 1.00
materyal
Ders disi etkinlikler 44 .61 1.00
Ogretimi cesitlendirme .58 65 577 1.00
Sinif yénetimi 58" 627 547 737 1.00
Ogrenme dgretme 78" 88" 777 85" 82" 1.00
sireci yeterlikleri
Sevgi 30 29 287 327 32 36 1.00
Korku 297 317 217 287 357 357 437 1.00
Onem 26 307 267 327 317 357 747 36 1.00
Ogretmenlik meslegi 35" 36 307 377 40" 437 907 757 80" 1.00

*p<.05 (N=387)

Tablo 11'de yer alan degerlere gore 6gretmen adaylarinin meslege yonelik tutum duzeyleri ile
o6gretme-0grenme siireci yeterlik diizeyleri arasindaki iliski durumu incelendiginde her iki 6lgegin butlini
ile tim alt boyutlarinin bir birileri ile istatistiksel olarak anlamli diizeyde pozitif yonli iliskili oldugu
sonucuna varilabilir.

Sonug, Tartisma ve Oneriler

Ogretmen adaylarinin dgretmenlik meslegine yonelik tutum diizeyleri ile dgretme-dgrenme siireci
yeterlikleri diizeylerini ve aralarindaki iliskiyi belirlemek amaciyla yapilan bu arastirma sonucunda Kadin
o6gretmen adaylarinin erkeklere oranla 6gretmenlik meslegine yonelik olarak daha olumlu bir tutuma
sahip olduklari sonucuna ulasilmistir. Bu sonug Cramer (2004), Capri ve Celikkaleli (2008), Cetinkaya
(2009), Pehlivan (2004), Saglam (2008) ve Terzi ve Tezci (2007)'nin yaptiklari arastirmalarinda ulastiklari
sonuglarla benzerlik géstermektedir. Bu sonucun ortaya ¢ikmasinda toplumda 6gretmenlik mesleginin
Kadin meslegi olarak algilanmasinin ve kadinlarin annelik i¢glidisi ile birey yetistirmeye olan
yatkinliklarinin etkili olabilecegi dusliniilmektedir. Diger yandan Capri ve Celikkaleli (2008) ile Demirtas
ve digerlerinin (2008) yaptiklari arastirmalarindaki bulgularinda da oldugu gibi 6gretmen adaylarinin
ogretmenlik meslegine iliskin tutumlarinin 6grenim goérdigld alan degiskenine gore farklilasmadigl
sonucuna erisilmistir. Bununla birlikte arastirma ile son sinif ve mezun durumunda olan 6gretmen
adaylarinin 6gretmenlik meslegine iliskin tutumlarinin farklilasmadigi ortaya konmustur.
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Arastirmada 6gretmen adaylarinin 6gretme-6grenme sireci yeterlikleri cinsiyet degiskenine gore
farklilagmadig sonucuna ulagiimistir. Cinsiyetin 6gretme-6grenme siireci yeterliklerini etkileyen bir
degisken olmadigl sonucu Konokman ve Yelken (2013) ve Seferoglu (2004)'nun arastirmalarindaki
sonuglarla tutarlidir. Diger yandan, Cakir, Erkus ve Kilig (2000) ve Seker, Deniz ve Gorgen (2005)’in
arastirmalarinda cinsiyet degiskeni acgisindan 6gretmen adaylarinin mesleki yeterlik veya 6z-yeterlik
inanglarinin (Kalaian & Freeman, 1994) kiz 6gretmen adaylari lehine anlamli diizeyde farkhlastig
sonucuna ulasiimistir. Arastirma ile O6gretmen adaylarinin 6grenme-6gretme sireci yeterliklerinin
o6grenim gordigu alan degiskenine gore yapilan analizler neticesinde fen alaninda 6grenim goéren
adaylarin sosyal alanda 6grenim goren adaylara gore daha yuksek yeterlikleri oldugu saptanmistir. Diger
yandan alanyazinda farkin sosyal alanda 6grenim goéren adaylar lehine oldugunu gésteren arastirmalar
da (Demirtas, Cémert & Oner, 2011; Cakir, Kan & Siinbiil, 2006; Giirbiiztiirk & Sad, 2009) bulunmaktadir.
Arastirmalarin  6rneklem farkhliklart arastirma sonuglarinin  farkhliklarinin - bir nedeni olarak
yorumlanabilir.

Ogretmen adaylarinin égretmenlik meslegine yonelik tutumlan ile &gretme-dgrenme siireci
yeterlikleri arasindaki iliskinin incelenmesi neticesinde 6gretmenlik meslegi tutum 6lceginin sevgi, korku
ve onem alt boyutlari ile 6grenme 6gretme siireci yeterlikleri 6lgeginin 6gretimi planlama, 6grenme
ortami ve materyal, ders disi etkinlikler, 6gretimi cesitlendirme ve sinif yonetimi alt boyutlari arasinda
pozitif yonli bir iliskinin var oldugu bulgusuna erisilmistir. Bir baska deyisle 6gretmen adaylarinin
meslege yonelik tutumlari arttikca 6gretme-6grenme sirecinde kendilerini daha yeterli gormektedirler.
Alanyazin incelendiginde 6gretmen adaylarinin 6gretmen yeterligi ile 6gretmenlik meslegine yonelik
tutumlar arasinda pozitif yonde anlamli iliskinin oldugunu ortaya koyan pek ¢ok ¢alismaya rastlanmistir
(Cakir, 2005; Cakar, Erkus & Kilig, 2000; Capri & Celikkaleli, 2008; Demirtas, Cémert & Oner, 2011; Oguz &
Topkaya, 2008) Benzer sonuglara Caprara, Barbaranelli, Steca ve Malone (2006) da ulasmis,
O0gretmenlerin yeterlik algilarinin meslege iliskin tutumlarindan etkilendigini ortaya koymuslardir.

Ogretmen adaylarinin dgretmenlik meslegine yonelik tutum diizeyleri ile 8gretme-dgrenme siireci
yeterlikleri diizeylerini ve aralarindaki iliskiyi belirlemek amaciyla yapilan bu arastirma sonucunda
o6gretmen adaylarinin meslege yonelik olumlu tutuma ve yiksek dizeyde 6gretme-6grenme sireci
yeterliklerine sahip olduklari belirlenmistir. Ayrica 6gretmen adaylarinin meslege yonelik tutum
dizeyleri ile 6gretme-6grenme sureci yeterlik dizeylerinin anlamli diizeyde pozitif yonli iliskiye sahip
oldugu sonucuna ulasiimistir.

Asagida hem arastirmadan elde edilen sonuglara dayali olarak hem de arastirmacilara yonelik olarak
bazi 6neriler siralanmistir:

e Ogretmen adaylarinin hizmet &ncesi egitim siireclerinde meslege yonelik tutum ve 6gretme-
o6grenme sireci yeterlik dizeylerine katkisinin giiclendirilerek siirdirilmesi gerekmektedir.

e Buna ek olarak, adaylarin meslege basladiktan sonra meslege yonelik tutum ve 6gretme-6grenme
sireci yeterlik duzeylerinde bir azalma yasanmamasina yonelik gerekli galisma kosullarinin
olusturulmasina 6zen gosterilmelidir.

e Arastirmada gelistirilen 6gretme-6grenme siireci yeterlilikleri 6lgceginin gecerli ve givenilir bir
vapida oldugu, bu O0Olcegin Ogretmenlerin ve 6gretmen adaylarinin yeterliklerinin hangi
degiskenlerden etkilendigini belirlemeye yonelik calismalarda kullanilabilir.

o Ogretmenlik meslegine yénelik tutumlarin ve dgretme-6grenme siireci yeterliklerinin 6gretmen
adaylari ve 6gretmen gruplari tGzerinde karsilastirilmali olarak arastirilabilir.

e Benzer bir calisma farkh Universitelerde teknik egitim fakiltelerini de kapsayan daha biyuk
orneklem gruplarinda da yenilenebilir.

Bilgilendirme

Bu calismanin bir kismi 4. Ogretim ve Ogretim Uzerine Uluslararasi Konferans'ta sézlii sunum olarak
sunulmustur, 27-30 Ekim 2016, Antalya, Turkiye.
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Introduction

Digital competencies and skills are seen as a precondition for achieving economic growth and
fulfilling qualified workforce needs by achieving digital transformation all over the world. The most
important step in this direction is to redesign the processes of education within the light of recent
demands. In Turkey, as in many countries, many projects have been passed between 1984 and 2013 to
provide more efficient use of technology in the Turkish education system (Topuz & Goktas, 2015). While
some of the projects included in the information society activities of the Ministry of National Education
(MoNE) constitute works for citizens and public institutions, a majority of them constitute projects for
teachers and students. It is stated by Topuz and Goktas (2015) that these projects are primarily aimed at
establishing the IT infrastructure (basic IT courses for adults and public employees, etc.) and
consecutively at using technology (IT-supported formal and non-formal education, etc.). The results of
the “ICT Usage Survey in Households” shared by the Turkish Statistical Institute (TurkStat) (2016) also
reflect the results of all these efforts: Some of the important data of the TurkStat’s research published in
August 2016 are as followed: There are approximately eight Internet accesses in Turkey in ten
households.

When Internet usage rates are taken into consideration, 82.40% of Internet users have found that
they are sharing their content on social media such as creating a profile, sending a message or sharing
photos etc. The proportion of people who order or buy goods or services over the Internet is 20.10% for
all individuals, and 34.10% for individuals who use the Internet. However, according to 2007 statistical
data, it is remarkable that this ratio is 9.00% in Turkey, indicating the increase in the number of users in
the last 10 years. However, the use of technology, which is one of the important means of being an
information society, in turn leads to confrontation with other problem situations such as privacy,
protection of personal information, Internet and safe use. It is because every time you are online,
almost every move of Internet users is tracked (Clearinghouse, 2017).

Privacy is an important dimension of ethical problems that arise in the information society (Mason,
1986). Mason (1986) refers to two factors that threaten privacy: the first of these is information
technology, which offers the ability to calculate or monitor large amounts of data, such as data mining,
as well as increased access and communication opportunities in parallel with increased storage capacity.
The second reason is the increasing value of information in decision-making processes every day.
Acquisti (2010) notes that new technologies and personalization have become a big market value in the
study of the economic analysis of the disclosure and protection of personal data. For example, the
purchase of WhatsApp, which is the most popular mobile messaging application in the world, by
Facebook for $ 19 billion in 2014 despite its limited revenue sources is an indication of how important
personal information is in the decision-making processes. After this purchase, the concern that
Facebook could now easily access and track millions of WhatsApp users, their personal information such
as names, phone numbers, and device information has increased (Titcomb, 2016). However, it should
not be forgotten that in today’s digital life, all technology companies need and use their users’
information in order to provide better services. For example, with a large user base, Google collects
three main types of information (Google, 2016). These are about what users do (visited web pages,
watched videos, or location, etc.), what they create (uploaded photos and videos, e-mails sent/received
in G-mail, etc.), and basic information (name, surname, gender, phone number, etc.). In this context, the
works of the Electronic Frontier Foundation (EFF), a non-profit organization that works to protect basic
rights in the digital world are quite essential. In its report published in 2015, the Foundation evaluated
company practices and policies of the leading 24 technology companies and service providers (Cardozo,
Opsahl, & Reitman, 2015). The evaluation criteria are: (1) industry-accepted best practices, (2) tell users
about government data requests, (3) publicly disclose the company’s data retention policies, (4) disclose
the number of times governments seek the removal of user content or accounts and how often the
company complies and (5) pro-user public policies: opposing backdoors. In the final report, nine
technology companies among which Apple, Yahoo, Adobe, WordPress, and so on are included provide
all the criteria. Social media companies such as Facebook, Linkedin, Pinterest, and Twitter seem to
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provide four criteria. It is observed that Microsoft, Google, and Snapchat companies can keep achieve
criteria. It is stated that WhatsApp, a popular social media tool, is lagging behind the standards by
meeting only one criterion.

In European Union countries, citizens’ privacy and personal data are secured by “Directive No.
95/46/EC of the European Parliament and of the Council of 24 October 1995 on the protection of
individuals with regard to the processing of personal data and on the free movement of such data.” In
Turkey, “the Protection of Personal Data Act No. 6698,” which was adopted in 2016, provides this
protection. The law enacts the principles and procedures for the processing of personal data expressing
all kinds of information belonging to the real person, with the broadest definition. It is also stated in the
law that personal data will not be processed without the consent of the user. The protection of personal
data in Turkey has entered into a developmental phase by being regulated as a constitutional right with
this law, which was put into effect at a time. However, there has been a debate about what kind of
problems may arise in practice, whether it can respond to the needs of the society and its age.

When a literature review is done, the EU Kids Online study, which examines the risks that 16 year
olds face in relation to Internet usage patterns in Turkey, is notable. It is noted in the study that the
average of children in European countries having competence in Internet skills is 4.50 (e.g. they can
customize privacy settings, or they know how to block unwanted messages) while the average of
children in Turkey having competence in Internet skills is 2.60 (Karakus, Cagiltay, Kasik¢, Kursun, &
Ogan, 2014). When considering the results of this study, the research provides important clues about
the behaviour of individuals in older age groups. The researchers state that children in Turkey are
confident about their use of Internet, but their Internet skills are neither sufficient nor efficient to
overcome the risks they have encountered on the Internet. In similar researches conducted on different
age groups nationwide in Turkey, similar results have been collected and it is stated that students have a
low awareness of safe Internet use and they are confronted with various risks on the Internet (Google,
MEB, & IGK, 2015; Gokgearslan & Seferoglu, 2015; Yilmaz, Karaoglan-Yiimaz, Oztiirk, & Karademir,
2017). In a study in another field, which was undertaken to determine the extent to which institutions
and organizations have given their periods to the privacy of individuals, Karlidag (2014) has examined
the web pages of 16 Metropolitan Municipalities and their affiliated municipalities. Because of the
survey, the vast majority of municipalities indicate that there is no privacy policy. Furthermore, it is
stated that a few of these institutions collecting detailed personal information (marital status,
educational status, etc.) of citizens provide a notification about the privacy of the users, and the vast
majority of them do not act sensitively about it. Today, however, there is a growing concern about
sharing personal information with third parties and using it out of purpose.

This study aims to give more importance to data security in both individual and institutional sense in
Turkey by drawing attention to the issues of confidentiality and personal privacy in the Internet
environment. When a literature review in Turkish is done, there are notable scale development studies,
conducted by various researchers to determine information security at the level of secondary school
students (Guldiiren, Cetinkaya, & Keser, 2016), teachers’ awareness of their digital data security (Yilmaz,
Sahin, & Akbulut, 2015), and how adults provide cyber security at the level of behavior (Erol, Sahin,
Yilmaz, & Haseski, 2015). There are a number of tools to measure online privacy concerns of individuals
with attitude dimensions other than those mentioned above in the foreign literature review (Buchanan,
Paine, Joinson, & Reips, 2007; Earp, Antdn, Aiman-Smith, & Stufflebeam, 2005; Malhotra, Kim, &
Agarwal, 2004; Sheehan & Hoy, 2000; Smith, Milberg, & Burke, 1996). However, there is no valid and
reliable tool for this dimension in Turkish review. In their study of public employees’ privacy concerns,
Acilar, Olgun and Gorir (2015) stated that they used the translated version of “Online Privacy Concern
Scale”, developed by Buchanan et al. (2007). There is no information about the psychometric properties
of the scale included the study. It is another purpose of this study to address such deficiency by adapting
“Online Privacy Concern Scale” to Turkish culture.
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Method

In this research, “Online Privacy Concern Scale”, developed by Buchanan et al. (2007) is adapted to
Turkish culture and the technical characteristics (its validity and reliability evidence) are examined.

Study Group

The scale of this research consists of the items that measure the privacy concerns of individuals in
the Internet environment. For this reason, it is important to identify the participants as Internet users,
and to understand what should be understood by going online, to determine which behaviours the
individuals should exhibit in order to be categorized as those who go online, and to evaluate both the
validity and reliability indicators of the scale as well as the suitability of the group. In this context, the
definition of “Internet User”, used by Pew, a US-based research company since 2013, has been used
(Perrin & Duggan, 2015). Within the context of this study, going online has been described by the
researcher as “To carry out at least one of the following activities: visiting web pages, sending or
receiving emails, using social media and shopping on the Internet”. Individuals exhibiting behaviours
that fit this definition are also referred to as Internet users within the scope of this study. During the
study, three study groups are formed to regulate bilingual equivalence, validity, and reliability.
Individuals in the study groups consist of students, enrolled in undergraduate, graduate and certificate
programs, studying at a state university in the Middle Western region of Turkey and they are considered
as Internet users. The average age of participants aged between 18 and 45 is 21.40 (SD=3.90). The
information on the participants in the study groups is as follows:

The study group formed to determine the bilingual equivalence between the English version of the
original scale and the Turkish translated version is composed of 40 students in the Department of
English Language and Literature. Twenty-two students (55.00%) are female and 18 of them (45.00%) are
male. The vast majority of the participants have a laptop, netbook, tablet, etc., a mobile computer
(82.50%), and a smart phone (95.00%). On the other hand, only eight students have a desktop
computer. Furthermore, it is found that 34 participants (85.0 %) go online via mobile phone; 31 of them
(77.50%) via home network; 29 of them (72.50%) via cable modem/wireless networks at their campus,
23 of them (57.50%) via wireless networks at cafés, shopping malls, and airports.

Table 1.
Internet Activities of Participants in Bilingual Equivalence Study.
Almost Once a Once a Oncein 2/3 No idea /
everyday week month months interest
Activities N % N % N % N % N %
Visiting web pages 28 70.00 8 20.00 1 2.50 3 7.50 0 .00
(Newspapers,
forums, etc.)
Sending or receiving 10 25.00 15 37.50 6 15.00 8 20.00 1 2.50
email
Using social media 35 87.50 4 10.00 0 .00 0 .00 1 2.50
Online shopping 1 2.50 6 15.00 8 20.00 18 45,00 7 17.50
Email usage times Less than Between Between Between 5
one year 1-2 years 3-4 years years and more Never
N % N % N % N % N %
2 5.00 2 5.00 11  27.50 25 6250 O .00

As it is seen in Table 1, participants often perform various activities on the Internet. Accordingly, it
can be said that the working group is a suitable group for this research.
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Data were collected from a second group of 315 people in order to test the validity of the scale in
Turkish culture. A vast majority of participants indicated that they have a portable computer (laptop,
netbook, tablet, etc.) (69.20%), while only 18.40% of them had a desktop computer. Information on
Internet usage behaviours of those who accept the data collection tool as a response is presented in
Table 2.

Table 2.
Internet Activities of Participants (Construct Validity Study -Stage |).
Almost Once a Once a Once in 2/3 No idea /
everyday week month months interest
Activities N % N % N % N % N %
Visiting web pages 192 61.00 88 27.90 22 7.00 8 2.50 5 1.60
(Newspapers,
forums, etc.)
Sending or receiving 50 15.90 95 30.20 80 25.40 68 21.60 22 7.00
email
Using social media 284 90.20 14 4.40 5 1.60 4 1.30 8 2.50
Online shopping 7 2.20 19 6.00 75 23.80 131 41.60 83 26.30
Email usage times Less than Between Between Between 5 Never
one year 1-2 years 3-4 years years and more
N % N % N % N % N %
13 4.10 43 13.70 85 27.00 170 54.00 4 1.30

As it is seen in Table 2, participants in the construct validity study often perform various activities on
the Internet. Data were collected once again from a third group of 252 participants to confirm which
items belonged together in a subscale that emerged as a result of the exploratory factor analysis (EFA) in
Turkish culture. Table 3 provides information on those who agree to respond to the tool and the
Internet usage behaviour.

Table 3.
Internet Activities of Participants (Construct Validity Study - Stage I1).
Almost Once a Once a Oncein 2/3 No idea /
everyday week month months interest
Activities N % N % N % N % N %
Visiting web pages 167 66.30 59 23.40 20 7.90 6 2.40 0 .00
(Newspapers,
forums, etc.)
Sending or receiving 41 16.30 83 32.90 75 29.80 41 16.30 12 4.80
email
Using social media 228 90.50 9 3.60 0 .00 5 200 10 4.00
Online shopping 8 3.20 13 5.20 75 29.80 97 3850 59 23.40
Less than one Between Between Between 5 years Never
Email usage times year 1-2 years 3-4 years and more
N % N % N % N % N %
6 2.40 24 9.50 51 20.20 168  66.70 3 1.20

As it is shown in Table 3, participants in the second stage of the construct validity study, as well as
participants in the first stage, often perform various activities on the Internet.
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Instrument

Online Privacy Concern Scale (OPCS): This scale, developed by Buchanan et al. (2007), constitutes the
third measure of attitudes to behaviour that are related to each other but which are independent of
each other, to measure privacy-related attitudes and behaviours of adult students (The Open University
students). The original form on the Internet contains 16 items reflecting general concerns about privacy.
The items are grouped under one dimension. On the 5-point Likert scale (1-Not at all... 5-Very much),
there are no reverse items. The high score on the scale indicates that the online privacy concern is high.
The Cronbach alpha reliability coefficient of the scale is .93.

Procedure

As the first step in the adaptation process, the official permission of the original scale developers is
demanded and granted. After their approval, a series of action steps have been carried out during the
stage of the translation of the scale articles from its original language. The first of these action steps was
the translation of the original scales into Turkish by the researcher. The researcher is a graduate of a
university that provides education in English and he has been studying on this research for a long time.
Following this process, the materials translated into Turkish by the original form were sent to four
specialists who have completed their undergraduate studies in English-speaking universities in Turkey or
in English-speaking countries. Experts were asked to evaluate the items independently of each other.
The experts have expertise over both cultures and have knowledge of IT technologies (the concepts and
expressions related to IT used in the field of IT, as well as the concepts and expressions used in Turkish
and the original scale). Within the light of the experts’ feedback, the researcher has made necessary
corrections and changes on the articles of the scale. After this process, two foreign language professors
serving as lecturers in the Department of Basic Foreign Languages of the School of Foreign Languages
have been invited once again to review the materials translated into Turkish. The researcher and English
language experts have come together to form a consensus on Turkish material. Thus, drafts were
prepared for the Turkish form of the scale.

Two Turkish language experts were interviewed to evaluate the appropriateness of the drafts to
Turkish culture, and Turkish linguistics and the comprehensibility of the expressions. Within the light of
the experts’ feedback, the draft articles were once again edited. Lastly, two students were consulted in
order to determine the comprehensibility of the Turkish material by the group to which the scale is
going to be applied, and in order to evaluate whether it corresponds to the meanings in the original
scale. The researcher and the students came together and the evaluations of the students were taken.
After the evaluations, the final form was given to the draft form. In the last stage of the bilingual
equivalence study of the scale, the consistency of the original English form with the Turkish form was
tried to be determined. For this purpose, the original scale and the Turkish form were applied to a group
of 40 people dominated by both languages with two weeks intervals.

Following the bilingual equivalence study, the data were collected in two stages to determine
whether the structure was confirmed in Turkish culture. In the first stage, confirmatory factor analysis
(CFA) was performed to confirm the original factorial construct of the scale. Since the construct was not
verified, the structure of the scale in Turkish culture was re-examined by the exploratory factor analysis
(EFA). In the second stage, a new participant group was tested again with CFA over the collected data to
confirm whether the new construct was verified or not. The statistics obtained for the bilingual
equivalence of the scale, construct validity and evidence of reliability are given in the Results section.

Data Analysis

In the bilingual equivalence study of the scale, the relationship between the two forms was
examined by the Pearson Correlation Coefficient. EFA and CFA statistical techniques were used to
identify and validate the structure of the original form. SPSS 20 for EFA analysis and Amos 18 statistical
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software for CFA analysis were used. In the reliability analyses of factor structure determined by EFA, for
item-total correlations, independent samples t-test and Cronbach’s alpha coefficients were calculated.
The fit indices were evaluated as a result of CFA to test whether the latent construct was confirmed with
the relevant data set and the suitability of the model. Details of the analyses used in the research are
included in the Results section.

Results
Results Regarding Bilingual Equivalence

The original scale and its Turkish translated version were applied to a group of 40 participants who
have competencies in both languages every two weeks. The normality distributions were examined by
calculating the total scores of the data obtained from the application. The Shapiro-Wilks test was
performed because the group size was less than 50. As a result of the analysis, the total scores of the
scale showed normal distribution (p>.05). The Pearson Correlation Coefficient of the scale, which
exhibits the normality distribution, is calculated as .69. It was determined that Turkish and English forms
had a positive, moderate, and meaningful relationship between the total scores. These findings show
that there is a bilingual equivalence between the two forms.

Results Regarding Validity (Construct Validity- Stage 1)

Confirmatory factor analysis (CFA) was used to determine whether the original structure of the scale
was confirmed in Turkish culture. The model fit values obtained as a result of CFA are presented below
(Table 4).

Table 4.
Measures of Model Fit and Reported Values for Structural Model (Stage ).

Fit Index Perfect Values* Acceptable Values* Model Values Degree of Model Fit
x2 /df <2 <5 7.22 Not fit
RMSEA .00<RMSEA<.05 .05<RMSEA<.10 14 Not fit

RMR .00<RMR<.05 .05sRMR<.10 12 Not fit
GFI .95<GFI<1.00 .90<GFI<.95 71 Not fit
AGFI .90<AGFI<1.00 .85<AGFI<.90 .63 Not fit
CFI .97<CFI<1.00 .95<CFI<.97 72 Not fit
NFI .95<NFI<1.00 .90<NFI<.95 .69 Not fit

*References: (Cokluk, Sekercioglu, & Blyukoztiirk, 2014; Schermelleh-Engel, Moosbrugger, & Muler, 2003)

The fit values obtained from the CFA result show that the original structure of the instrument is not
confirmed in the Turkish culture. It was observed that the analysis had high correlation values between
the items when the modification indices was taken into consideration. These findings led to the need to
re-examine the original form of the 16-item single-form structure in Turkish culture. For this purpose,
the instrument scale structure was re-examined through the explanatory factor analysis and the data
obtained from 315 adult Internet users.

The descriptive statistics (skewness coefficient, arithmetic average, median and mod values) and Q-Q
graphs were used to examine whether the dataset meets the assumption of normality or not. Because
of these examinations, it was determined that the data are among the accepted values. In addition, the
KMO value is .90, and the Barlett Test result is significant [)(2:2390.57; p<.01]. The significance of these
values suggests that factor analysis can be done by showing that the group size is adequate and the
normality assumption is fulfilled.

The principal component analysis is used as a method of factoring while varimax is used as the
rotation method. The contribution of the components to the total variance, the eigenvalues, the scree
plot graphical values, and the conflicting states of factor load are examined. It has been observed that
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the two items are in conflict. These items were removed from the test and the analyses were repeated.
Following the repeated examinations, the items collected under one dimension on the original scale
were collected under three dimensions at the end of six rotations. As a result of the analyses, the
variance explained for the first factor was 41.27%, the second factor was 13.02% and the third factor
was 8.16%. All three factors account for 62.46% of the total variance. The factor load values of the items
are presented below in Table 5.

Table 5.

Factor Analysis Results.
ltems N Factor-1 Factor — 2 Factor -3 Common Factor

Load Values Load Values Load Values Variance

pcl3 315 .82 .09 .29 .76
pcl2 315 .78 .04 .38 .76
pcl5 315 .77 .26 .01 .66
pcll 315 .74 .05 .39 .70
pclé 315 71 .33 .05 .62
pcl4d 315 .70 .29 .00 .57
pcd 315 .13 77 .25 .67
pc2 315 .15 .70 .06 .52
pc3 315 -.01 .69 .32 .58
pc5 315 .16 .69 .10 .51
pcl 315 .32 .60 -.02 .46
pc6 315 .30 .48 .25 .38
pcl0 315 .24 .23 .83 .79
pc9 315 .20 27 .80 .76

When Table 5 is examined, it shows that six items constitute one factor and their factor load values
are between .70 and .82. It was determined that the second factor was also formed from six items and
that the factor load values were between .48 and .77. The third factor is composed of two items, and
the factor load values are between .80 and .83. Although the original form of the scale is one-
dimensional, it was attempted to name the dimensions by examining why the factor structure in the
form adapted to Turkish culture is three-dimensional. In Factor 1, it was determined that the items
containing privacy concerns related to the use of e-mail came together. The sub-dimension created by
these items is called “Email usage”. In Factor 2, it was determined that items containing privacy
concerns about third parties to obtain personal information on the Internet or via IT tools were
collected. This dimension is called “Online Trust”. Factor 3 was observed to be composed of items
containing privacy concerns when paying via card over the Internet. This dimension of such items is
called “Online payment”.

Reliability

Cronbach alpha internal consistency coefficients are used to determine the reliability of the scale.
The Cronbach alpha coefficient for Factor 1 was .89; for Factor 2 it was .79, and for Factor 3 it was .82.
The Cronbach alpha internal consistency coefficient of the items collected under one dimension on the
original scale is .93. Within the scope of this study, the internal consistency coefficient for the whole
scale was calculated as .89. In addition, corrected item-total correlations and t-tests between means
scores of upper 27.00%-lover 27.00% points were examined. The analysis results of the items are given
in Table 6.
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Results Regarding the Item Analysis of the Scale.

Factor 1 (Email usage)

Factor 2 (Online trust)

Factor 3 (Online payment)

Corrected t Corrected t Corrected t

Item Item-Total (Lower%27/ Item Item-Total (Lower%27/ Iltem-Total  (Lower%27/
No Correlations’ Upper%27)2 No Correlations® Upper%27)2 Item No Correlations’ Upper%27)2
pcl3 .79 -20.58 pc4d .66 -13.13* pc9 .69 -12.69
pcl2 .76 -17.89 pc2 .56 -10.74* pcl0 .69 -13.48
pcll 71 -15.73 pc5 .55 -10.40*

pcl5 .68 -14.26 pc3 .54 -8.99*

pcl6 .66 -15.77 pcl .51 -11.85%*

pcl4d .62 -13.77 pc6 48 -11.71%*

'n=315  ’n;=n,=85 *p=.00

When Table 6 is examined, it is observed that the corrected item-total correlations of the factors
under Factor 1 change between .62 and .79, and under Factor 2, it changes between .48 and .66. The
corrected item-total correlations of both items under Factor 3 are .69. These values can be interpreted
as the high discrimination of the items.

Confirmatory Factor Analysis (Stage Il)

As a result of explanatory factor analysis, confirmatory factor analysis was performed to test the
validity of the factor structure of the 14-item OPCS in three dimensions. The diagram related to the
model is shown in Figure 1. Model fit tests were carried out and final model fit values are presented
below (Table 7).
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pcd

pc10

pci6

POOOOO

Figure 1. Diagram of the Confirmatory Factor Analysis.
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Table 7.
Measures of Model Fit and Reported Values for Structural Model (Stage II).

Fit Index Perfect Values* Acceptable Values* Model Values  Degree of Model Fit
x2 /df <2 <5 1.97 Perfect fit
RMSEA .00<RMSEA<.05 .055sRMSEA<.10 .06 Good fit

RMR .00<RMR<.05 .055RMR<.10 .08 Good fit
GFI .95<GFI<1.00 .90<GFI<.95 .92 Good fit
AGFI .90<AGFI<1.00 .85<AGFI<.90 .89 Good fit
CFI .97<CFI<1.00 .95<CFI<.97 .96 Good fit
NFI .95<NFI<1.00 .90<NFI<.95 .92 Good fit

*References: (Cokluk, Sekercioglu, & Blyulkoztiirk, 2014; Schermelleh-Engel, Moosbrugger, & Muler, 2003)

When the model fit values are examined, it is seen that the model has good fit indices and their
conformity is acceptable.

Discussion, Conclusion & Implementation

In this study, “Online Privacy Concern Scale, OPCS”, developed by Buchanan et al., was adapted to
Turkish culture and validity and reliability tests of the scale were performed. The original scale consists
of 16 items that measure the privacy concerns of the Internet in the dimension of the attitude of the
individuals from the behaviour. The items are placed under one dimension. As a result of the statistical
analyses, it has been found that the scale adapted to the Turkish culture has a three-dimensional
structure consisting of 14 items.

The scale items contain such statements that the answers can change depending on whether or not
individuals exhibit certain behaviours on the Internet environment. Therefore, different strategies have
been followed by the researcher in the process of collecting data in order to minimize both possible
misunderstandings and meaning confusion as well as to evaluate better the evidence of validity and
reliability of the scale. In the first part of the strategies, before the selection of different strategies in the
process, the definition of “Internet user” was reformulated as well as the type of behaviours that
correspond to this definition. Within the scope of this research, “the Internet User” has been redefined
by the researcher by building upon Pew’s definition. It was noted that the groups providing the data had
exhibited the behaviours indicated in this definition at a high level by evaluating their demographic
characteristics. The second strategy applied was to include in the study groups the students who
successfully passed the courses of Computer | and Computer Il. For this purpose, information has been
obtained by communicating with student affairs. Finally, data were collected from adult Internet users
who were attending undergraduate, graduate, and certificate programs in different areas of a state
university. Thus, opinions of similar and different groups of people are included in the data set. The
findings of this study were derived from data gathered from adult Internet users who read or read in
non-technical areas. In the reliability studies of the original scale, it would be useful to conduct studies
on the psychometric properties of the scale on data to be obtained from other technical students (such
as CEIT, Engineering faculties, etc.), such as those of Buchanan and his colleagues. In addition, studies on
different age groups and professions (e.g. high school students, regular workers, etc.) are suggested
both for obtaining evidence of validity and reliability of the scale and for determining the level of privacy
concern that different age groups and professions have experienced in the Internet environment. In
Turkey, the “ICT Usage Survey in Households” conducted by TurkStat (2016) between 2004 and 2016
also reveals the necessity of such studies. Considering the rate of computer and Internet usage
according to the education level, the highest number of users belongs to university students, followed
by high school students. A similar situation is observed in computer and Internet usage rates according
to the age groups of individuals. In this study, it is stated that this ratio is 78.80% for the individuals
between the ages of 25-34 and 65.40% for the individuals between the ages of 35-44 and the highest
ratio 84.30% belongs to the age group 16-24.

620



Turgay ALAKURT — Pegem Egitim ve Ogretim Dergisi, 7(4), 2017, 611-636

In this study, it is to draw more attention to the researches on the security of personal information in
its individual and institutional sense in Turkey. It is expected that the scale adapted to Turkish culture
will contribute the studies, regulations, and preventive measures to be carried out in this context by
other researchers.

There are various legal regulations in Turkey to protect the privacy of individuals. For example, in the
“Turkish Criminal Code” numbered 5237, security and punitive measures against crimes against private
life and confidential areas of life are regulated. In the “Law on the Protection of Personal Data”
numbered 6698, procedures and principles regarding personal data and confidentiality of private life are
issued. In addition, there is a regulation on the protection and privacy of personal health data provided
by the Ministry of Health. Online privacy is used synonymously with “Internet privacy” especially in
foreign countries and is associated with many different types of data. The items collected under one
dimension on the original scale were collected under three sub-factors in Turkish culture after the
removal of two items. These factors, called “Email Usage”, “Online Trust”, and “Online Payment”, reflect
various dimensions of privacy. Considering the development of new technologies that can collect
information about the private lives and behaviours of people such as future wearable technologies,
besides smartphones and smart clocks that almost each individual possesses nowadays, it can be
suggested that other dimensions that may affect their privacy should be included in the scale. Finally, it
would be useful to conduct studies to determine the way in which online privacy concern is related to
psychosocial variables as well as ways of protecting individuals’ behavioural dimension.
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Tiirkge Siiriim

Giris

Dijital yeterlilikler ve beceriler, tim dilinyada dijital donlisimin saglanarak ekonomik biiyiimenin
gerceklestirilmesinin ve nitelikli is glci ihtiyacinin karsilanmasinin 6n kosulu olarak gorilmektedir. Bu
yonde atilan adimlarin en 6nemli basamagini, egitim sireclerinin yeni ihtiyaglar dogrultusunda gézden
gecirilerek yeniden tasarlanmasi olusturmaktadir. Birgok tilkede oldugu gibi Tlrkiye’de de ulusal diizeyde
Tirk egitim sisteminde teknolojinin daha etkin kullanimini saglamak icin 1984-2013 yillari arasinda pek
¢ok proje hayata gegirilmistir (Topuz & Goktas, 2015). Milli Egitim Bakanligi (MEB)'nin bilgi toplumu
faaliyetleri icinde yer alan projelerin bir bolimiini vatandaslar ve kamu kurumlarinda galisanlara yonelik
cahismalar olustururken buyik bolimini 6gretmen ve 6grencilere yonelik projeler olusturmaktadir.
Topuz ve Goktas (2015) tarafindan bu projelerin 6ncelikli olarak bilisim teknolojisi (BT) altyapisi
olusturmaya (Yetiskinlere ve kamu calisanlarina yonelik temel BT kurslar vb.) ardindan teknoloji
kullanmaya (BT ile desteklenen 6rgiin ve yaygin egitim vb.) yoénelik oldugu belirtilmektedir. Tirkiye
istatistik Kurumu’nun (TUIK, 2016) paylastigi “Hane halki Bilisim Teknolojileri Kullanim Arastirmasi”
sonuglari da tiim bu cabalarin sonuglarini yansitmaktadir. TUIK’in 2016 Agustos ayinda yayinladigi
arastirmanin bazi énemli verileri sunlardir: Tirkiye’de yaklasik on haneden sekizi internet erisimine
sahiptir. internet kullanim oranlar dikkate alindiginda ise internet kullanan bireylerin %82.40’nin sosyal
medya Uzerinde profil olusturma, mesaj gonderme veya fotograf vb. icerik paylasiminda bulundugu
goérilmistiir. internet Gzerinden mal veya hizmet siparisi veren ya da satin alanlarin orani tiim bireyler
icin %20.90 iken internet kullanan bireyler igin bu oran %34.10’dur. Oysa 2007 yili istatistiki verilerine
gore bu oranin Turkiye genelinde %9.00 olmasi son 10 yilda kullanici sayisindaki artisi ortaya koymasi
acisindan dikkat gekicidir. Ancak bilgi toplumu olabilmenin énemli araglarindan biri olan teknoloji
kullanimi; beraberinde mahremiyet/gizlilik, kisisel bilgilerin korunmasi, interneti giivenle ve guvenli
kullanmak gibi baska problem durumlari ile karsi karsiya kalmamiza yol agmaktadir. Clinkl gevrimigi
olunan her an, internet kullanicilarinin neredeyse her hareketi izlenmektedir (Clearinghouse, 2017).

Mahremiyett bilisim toplumunda ortaya ¢ikan etik sorunlarin énemli bir boyutunu olusturmaktadir
(Mason, 1986). Mason (1986), mahremiyeti tehdit eden unsurlari iki nedene baglamaktadir: Bu
nedenlerin ilkini, depolama kapasitesindeki artisa paralel erisim ve iletisim olanaklarinin artmasi yaninda
veri madenciligi gibi blylk verilerle hesaplama ya da izleme olanagl sunan bilisim teknolojileri
olusturmaktadir. ikinci neden ise her gecen giin karar verme siire¢lerinde, bilginin degerinin artmasidir.
Acquisti (2010) de kisisel verinin ifsa edilmesinin ve korunmasinin ekonomik analizini yaptig
calismasinda yeni teknolojiler ile kisisel verinin blyilk bir piyasa degerinin olustugunu belirtmektedir.
Ornegin; Diinya’nin en popiiler mobil mesajlasma uygulamasi olmasina ragmen gelir kaynaklari oldukgca
kisith olan WhatsApp’in, 2014 yilinda Facebook tarafindan 19 milyar dolara satin alinmasi kisisel bilginin
karar verme sireclerinde ne denli 6nemli oldugunun bir gostergesidir. Bu satin alma ile Facebook’un
milyonlarca WhatsApp kullanicisinin; adlari, telefon numaralari ve cihaz bilgileri gibi bircok kisisel
bilgilerine rahatlkla ulasip verileri izleyebilecegi endisesi giderek daha fazla giindeme gelmeye
baslamistir (Titcomb, 2016). Ancak dijital hayatlar siirdigimiz giinimizde tim teknoloji sirketlerinin,
daha iyi hizmet sunabilmek icin kullanici bilgilerine ihtiya¢ duyduklari ve bu bilgileri topladiklari
unutulmamalidir. Ornegin; genis bir kullanici kitlesine sahip olan Google, (ic ana bilgi tirind
toplamaktadir (Google, 2016). Bunlar; kullanicilarin yaptiklari (ziyaret ettikleri web sayfalari, izledigi
videolar, konum vb.), olusturduklari (yiklenen fotograflar ve videolar, G-mail’de génderilen/alinan e-
postalar vb.) ve temel bilgileridir (ad, soyad, cinsiyet, telefon numarasi vb.). Bu baglamda, dijital diinyada
temel haklari korumak igin galisan, kar amaci giitmeyen bir organizasyon olan Elektronik Sinir Vakfi’'nin

l Turk Dil Kurumu’nun (TDK) sézliginde mahremiyet ve gizlilik kelimeleri esanlamli olarak kullaniimaktadir. Bu ¢alisma
kapsaminda mahremiyet isimlendirmesi gizlilik ile es anlamli olarak kullanilacaktir.
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(Electronic Frontier Foundation — EFF) yaptigi c¢alismalar olduk¢a o6nemlidir. Vakfin, 2015 yilinda
vayinladigl raporda oOnde gelen 24 teknoloji sirketinin ve servis saglayicisinin kullanicilarinin
mahremiyetlerini ve kisisel verilerini ne kadar korudugu bes ana olglt Gzerinden degerlendirilmistir
(Cardozo, Opsahl, & Reitman, 2015). Sirketlerin degerlendirilme 6lgitleri sunlardir: (1) Sektor tarafindan
kabul edilen en iyi uygulama kurallarina uygun davranilmasi (2) Hikiimetten gelen veri istegi taleplerinin
kullanici ile paylasilmasi, (3) Veri koruma ilkeleri agik olarak yayinlanmasi, (4) Hikimetten gelen igerik
kaldirma taleplerinin agiklanmasi ve (5) Arka kapi kurulmasina karsi ¢ikilmasi. Sonug¢ raporunda,
icerisinde; Apple, Yahoo, Adobe, WordPress gibi sirketlerin oldugu dokuz teknoloji sirketinin tim
Olgutleri sagladigi belirtilmektedir. Facebook, Linkedin, Pinterest, Twitter gibi sosyal medya sirketlerinin
ise dort oOlgutlu sagladigl gorilmektedir. Microsoft, Google ve Snapchat sirketlerinin ise Ug¢ 6lgiti
saglayabildikleri godzlenmektedir. Popiiler sosyal medya araglarindan WhatsApp’in ise bir o6lgiti
karsilayarak sektoriin standartlarinin, cok gerisinde kaldiklari belirtilmektedir.

Avrupa Birligine dahil gelismis Glkelerde, vatandaslarin mahremiyetleri ve kisisel verileri “Kisisel
Verilerin islenmesi Sirasinda Gergek Kisilerin Korunmasi ve Serbest Veri Trafigi Direktifi (95/46/EC)” ile
glvence altina alinmistir. Turkiye’de ise 2016 yilinda kabul edilen 6698 sayili “Kisisel Verilerin Korunmasi
Kanunu” bu korumayi saglamaktadir. Kanun en genis tanimi ile gergek kisiye ait her turli bilgiyi ifade
eden kisisel verilerin islenmesine iliskin usul ve esaslari diizenlemektedir. Kanunda, kisinin agik rizasi
olmadan kisisel verilerinin islenemeyecegi belirtiimektedir. Tirkiye’de kisisel verilerin korunmasi yakinda
zamanda yirirlige giren bu kanun ile anayasal bir hak olarak dizenlenerek gelisim evresine girmistir.
Ancak uygulamada ne tir sorunlarin ortaya cikabilecegi, toplumun ve ¢agin gereksinimlerine yanit verip
veremeyecegi konularinda tartismalar bulunmaktadir.

Alanyazin incelendiginde, yetiskinlikten dnceki donemi kapsayan 9-16 yas arasi ¢ocuklarin Tlrkiye’'de
internet kullanim aliskanliklari ile karsilastigi riskleri inceleyen EU Kids Online galismasi daha biyuk yas
gruplarindaki bireylerin davraniglarina iliskin énemli ipuglari sunmasi agisindan dikkat c¢ekicidir.
GCalismada, Avrupa Ulkelerindeki g¢ocuklarin internet kullanma beceri (6rn. sosyal paylagsim sitelerinde
gizlilik ayarlarini degistirebilirim, istenmeyen mesajlarin nasil engellenebilecegini bilirim) ortalamalari
4.50 iken Tirkiye’deki ¢cocuklarin beceri ortalamalarinin, 2.60 oldugu belirtilmektedir (Karakus, Cagiltay,
Kasikcl, Kursun, & Ogan, 2014). Arastirmacilar Tirkiye’de cocuklarin internet kullanimi konusunda
kendilerine glivendiklerini ancak internet becerileri konusunda yeterli olmadiklarini ve karsilastiklari
risklerin Gstesinden gelmekte yetersiz kalabileceklerini ifade etmektedirler. Tiirkiye’de ulusal olarak
farkh yas gruplari Gizerinde yapilan arastirmalarda da benzer bulgular elde edilerek 6grencilerin glivenli
internet kullanma farkindaliklarinin diisiik seyrettigi ve internet ortaminda gesitli risklerle karsi karsiya
olduklari belirtilmektedir (Google, MEB, & IGK, 2015; Gokgearslan & Seferoglu, 2015; Yilmaz, Karaoglan-
Yilmaz, Oztiirk, & Karademir, 2017). Bir baska alanda, kurum ve kuruluslarin bireylerin gizliliklerine ne
derece donem verdiklerini belirlemek icin yapilan ¢alismada ise Karlidag (2014), 16 Bliyiiksehir Belediyesi
ile onlara bagl belediyelerin web sayfalarini incelemistir. Arastirma sonucunda belediyelerin blyik
cogunlugunun bir gizlilik politikasi olmadigini belirtmektedir. Ayrica vatandaslarin, ayrintili kisisel
bilgilerini (medeni durum, egitim durumu vb.) toplayan bu kurumlarin ¢ok azinin kullanicilarina
mahremiyet ile ilgili bir bildirimde bulunduklarini, biylik ¢ogunlugunun bu konuda, duyarh hareket
etmedigi ifade edilmektedir. Oysa ginimuizde kisisel bilgilerin Gglinct kisilerle paylasilmasina ve amag
disi kullanilmasina yonelik kaygilar giderek artmaktadir.

Bu calisma ile internet ortaminda gizlilik ve kisisel mahremiyet konularina dikkat ¢ekilerek Turkiye'de
veri glivenligine, bireysel ve kurumsal anlamda daha fazla 6nem verilmesi amaglanmistir. Tirkge
alanyazin incelendiginde, cesitli arastirmacilar tarafindan ortaokul diizeyinde 6grencilerin bilgi glivenligi
(Guldiiren, Cetinkaya, & Keser, 2016), 6gretmenlerin dijital veri givenligi (Yilmaz, Sahin, & Akbulut,
2015) farkindahgini ve yetiskinlerin kisisel siber glivenligi davranis boyutunda nasil sagladiklarini (Erol,
Sahin, Yilmaz, & Haseski, 2015) belirlemeye yonelik olgek gelistirme c¢alismalari géze g¢arpmaktadir.
Yabanci alanyazinda yukarida belirtilen baslklar disinda tutum boyutunda bireylerin gevrimigi
mahremiyet kaygilarini 6lgmeye y6nelik ¢ok sayida ara¢ (Buchanan, Paine, Joinson, & Reips, 2007; Earp,
Antén, Aiman-Smith, & Stufflebeam, 2005; Malhotra, Kim, & Agarwal, 2004; Sheehan & Hoy, 2000;
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Smith, Milberg, & Burke, 1996) bulunmaktadir. Ancak Tirkge alanyazinda bu boyuta iliskin, gegerli ve
guvenilir bir araca rastlanmamistir. Kamu ¢alisanlarinin internette mahremiyet kaygilarini inceledikleri
arastirmalarinda; Acilar, Olgun ve Gorir (2015), Buchanan vd. (2007) tarafindan gelistirilen “Cevrimigi
Mahremiyet Kaygisi Olgegi”’ni terciime ederek kullandiklarini belirtmektedirler. Calismada aracin
psikometrik ozelliklerine iliskin herhangi bir bilgi bulunmamaktadir. “Cevrimici Mahremiyet Kaygisi
Olgegi”ni Turk kiiltiiriine uyarlayarak alanyazindaki bu eksikligin giderilmesi, calismanin bir diger amacini

olusturmaktadir.

Yontem

Bu arastirmada, Buchanan vd. (2007) tarafindan gelistirilmis olan “Cevrimici Mahremiyet Kaygisi
Olgegi (CMKO) (Online Privacy Concern Scale)” Tiirk kiltiiriine uyarlanarak dlgegin teknik &zellikleri
(gecerlik ve gtvenirlik kanitlari) incelenmistir.

Calisma Grubu

Bu arastirmanin konusunu olusturan dlgek, bireylerin internet ortamindaki mahremiyet kaygilarini
dlcen maddelerden olusmaktadir. Bu nedenle, katilimcilari internet kullanicilari olarak tanimlayabilmek
ve Internete girmek ile ne anlasilmasi gerektigi, bireylerin hangi davranislari sergilemeleri durumunda bu
tanima uyduklarinin belirlenmesi, 6lcegin hem gecerlik ve glvenirlik gostergeleri hem de grubun
uygunlugunu degerlendirmek agisindan énemlidir. Bu baglamda, ABD merkezli bir arastirma sirketi olan
Pew’un, 2013 yilindan itibaren kullanmakta oldugu “internet Kullanicisi” tanimindan yararlanilmistir
(Perrin & Duggan, 2015). Bu calisma kapsaminda, internete girmek arastirmaci tarafindan soyle
tanimlanmistir: “Web sayfalarini ziyaret etmek, e-posta géondermek ya da almak, sosyal medyayi
kullanmak ve internetten alisveris yapmak etkinliklerinden en az birini ara sira da olsa gergeklestirmek”.
Bu tanima uyan davranislari sergileyen bireyler yine bu ¢alisma kapsaminda internet kullanicisi olarak
adlandinimistir. Arastirmada; dilsel esdegerlik, gegerlik ve giivenirlik islemleri igin Gg¢ ayri ¢calisma grubu
olusturulmustur. Calisma gruplarindaki bireyler, Tirkiye’nin orta bati bdlgesinde bir devlet
Universitesinde 6grenim goren ve internet kullanicisi olarak kabul edilebilecek lisans, lisansistii ve
sertifika programlarina devam eden 6grencilerden olusmaktadir. Yaslari 18 ile 45 arasinda degisen
katilimcilarin yas ortalamasi, 21.40"tir (S5=3.90). Calisma gruplarindaki katilimcilara iliskin bilgiler asagida
sunulmustur:

Orijinal formu Ingilizce olan &lcek ile Tiirkge’ye cevrilen form arasindaki dilsel esdegerligi belirlemek
amaciyla olusturulan galisma grubunu 40 ingiliz Dili ve Edebiyati Bliimi &grencisi olusturmaktadir.
Ogrencilerin 22’si (%55.00) kadin, 18’i (%45.00) erkektir. Katihmcilarin ¢ok biyik ¢ogunlugu diziistd,
netbook, tablet vb. taginabilir bir bilgisayara (%82.50) ve akilli cep telefonuna (%95.00) sahip oldugunu
belirtmistir. Buna karsin, masaustii bilgisayara sahip olan 6grenci sayisi ise sadece sekizdir. Ayrica,
katilmcilarin 34’ (%85.00) internete cep telefonu operatori lizerinden, 31'i (%77.50) evden, 29'u
(%72.50) 6grenim gordigl tUniversitede Ucretsiz sunulan kablolu/kablosuz hat tizerinden, 23’1 (%57.50)
kafe, AVM, havaalani gibi kablosuz baglantinin yapilabildigi yerlerden erisim sagladigini belirtmistir.
Calisma grubundaki bireylerin internet kullanim davranislarina iliskin bilgiler Tablo 1’de sunulmaktadir.

Tablo 1'de gorildiGgi Gzere, katilimcilarin internette gesitli etkinlikleri sik sik gerceklestirdikleri
gorulmektedir. Buna gore galisma grubunun, arastirma igin uygun bir grup oldugu séylenebilir.

Aracin yapi gecerligini Turk kaltirinde test etmek amaciyla 315 kisiden olusan ikinci bir katihmci
grubundan veri toplanmustir. Katihmcilarin blylk ¢ogunlugu, tasinabilir bir bilgisayara (dizlsti, netbook,
tablet vb.) (%69.20) sahip oldugunu belirtirken masalisti bilgisayara sahip olanlarin orani sadece
%18.40'tir. Veri toplama aracini yanitlamayi kabul edenlerin internet kullanim davranislarina iliskin
bilgiler Tablo 2’de sunulmaktadir.
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Tablo 1.
Dilsel Esdederlik Calismasina Katilanlarin internetteki Etkinlikleri.
Hemen her Haftadaenaz Aydaenazbir . .. . Bilgim /
giin bir defa defa Iki tig ayda bir ilgim yok
Etkinlikler N % N % N % N % N %
Web sayfalarini 28 70.00 8 20.00 1 2.50 3 7.50 0 .00
ziyaret etmek
(Gazete, forum vb.)
E-posta gondermek 10 25.00 15 37.50 6 15.00 8 2000 1 2.50
ya da almak
Sosyal medyayi 35 87.50 4 10.00 0 .00 0 .00 1 2.50
kullanmak
Online ahsveris 1 2.50 6 15.00 8 20.00 18 45.00 7 17.05
yapmak
E-posta kullanma 1 yildan az 1-2 yil arasi 3-4 yil arasi 5 yil ve daha Hig
sureleri fazla
% % N % N % N %
2 5.00 2 5.00 11 27.50 25 6250 O .00
Tablo 2.
Yapi Gecerligi Calismasina Katilanlarin (1. Asama) internetteki Etkinlikleri.
Hemen her Haftadaenaz Aydaenazbir . . . . Bilgim /
giin bir defa defa Iki lig ayda bir ilgim yok
Etkinlikler N % N % N % N % N %
Web sayfalarini 192 61.00 88 27.90 22 7.00 8 2.50 5 1.60
ziyaret etmek
(Gazete, forum vb.)
E-posta gondermek 50 15.90 95 30.20 80 25.40 68 21.60 22 7.00
ya da almak
Sosyal medyayi 284  90.20 14 4.40 5 1.60 4 130 8 2.50
kullanmak
Online ahsveris 7 2.20 19 6.00 75 23.80 131 41.60 83 26.30
yapmak
E-posta kullanma 1yildan az 1-2 yil arasi 3-4 yil arasi 5 yil ve daha Hig
sureleri fazla
N % N % N % N % N %
13 4.10 43 13.70 85 27.00 170 5400 4 1.30

Tablo 2’de goruldugiu lizere dilsel esdegerlik ¢alismasinda oldugu gibi yapi gegerliligi calismasina
katilanlarin internette gesitli etkinlikleri sik sik gergeklestirdikleri gorilmektedir.

Acimlayici faktor analizi (AFA) sonucunda ortaya cikan faktorler altinda yer alan maddelerin alt
olcekte birlikte oldugunu Tirk kiltliriinde dogrulanmasi amaciyla 252 kisiden olusan Gglinci bir katilimci
grubundan bir kez daha veri toplanmistir. Araci yanitlamayi kabul edenlerin, internet kullanim
davranislarina iliskin bilgiler Tablo 3’te sunulmaktadir.

Tablo 3’te gorildigiu Uzere, yapi gegerliligi ¢alismasinin birinci asamasinda oldugu gibi ikinci
asamasina katilanlarin da internette cgesitli etkinlikleri sik sik gergeklestirdikleri ve arastirma igin uygun
bir grup olduklari gérilmektedir.
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Tablo 3.
Yapi Gegerligi Calismasina Katilanlarin (Il. Asama) internetteki Etkinlikleri.
Hemen her Haftadaenaz Aydaenazbir . .. . Bilgim /
giin bir defa defa Iki tig ayda bir ilgim yok
Etkinlikler N % N % N % N % N %
Web sayfalarini 167 66.30 59 23.40 20 7.90 6 2.40 0 .00
ziyaret etmek
(Gazete, forum vb.)
E-posta gondermek 41 16.30 83 32.90 75 29.80 41 16.30 12 4.80
ya da almak
Sosyal medyayi 228 90.50 9 3.60 0 .00 5 2.00 10 4.00
kullanmak
Online ahsveris 8 3.20 13 5.20 75 29.80 97 38.50 59 23.40
yapmak
E-posta kullanma 1 yildan az 1-2 yil arasi 3-4 yil arasi 5 yil ve daha Hig
sureleri fazla
N % N % N % N % N %

6 2.40 24 9.50 51 20.20 168 66.70 3 1.20

Veri Toplama Araglari

Cevrimici Mahremiyet Kaygisi Olcegi (CMKO): Olgek, Buchanan vd. (2007) tarafindan yetiskin
dgrencilerin (Agik Universite - The Open University - 6grencilerinin) mahremiyetle iliskili tutumlarini ve
davranislarini 6lgmek igin gelistirdikleri, birbirleri ile iliskili ancak birbirlerinden bagimsiz li¢ 6lgegin
davranistan ziyade tutum ile ilgili Uglincli dlcegini olusturmaktadir. Ozgiin formda, internette,
mahremiyetle ilgili genel kaygilari yansitan 16 madde yer almaktadir. Maddeler, tek boyut altinda
gruplanmustir. 5’li likert tipinde olan olgekte, (1-Hic...5-Cok fazla) tersine puanlanan maddeler
bulunmamaktadir. Olcekten alinan yiiksek puan, cevrimici mahremiyet kaygisinin yiiksek oldugunu
gdstermektedir. Olcegin, Cronbach alfa giivenirlik katsayisi .93'tir.

islem/Uygulama Siireci

Uyarlama sirecinin ilk adimi olarak orijinal dlgegin gelistiricilerinden izin alinmistir. Onayin ardindan
olcek maddelerinin 6zgiin dilden cevrilmesi asamasinda arastirmaci tarafindan bir dizi eylem adimi
uygulanmistir. Bu eylem adimlarinin ilkini, 6zgiin 6lcek maddelerin arastirmaci tarafindan Tirkge’ye
gevrilmesi olusturmaktadir. Arastirmaci, ingilizce egitim veren bir Universiteden mezundur ve uzun
zamandan beri bu arastirmanin konusu olan alanda ¢alismalar yapmaktadir. Bu islemin ardindan orijinal
formdaki ve arastirmaci tarafindan Tirkge’ye gevrilen maddeler yine Tiirkiye’de ingilizce egitim veren
tiniversitelerde ya da ingilizce konusulan Ulkelerde lisansiistii 8renimini tamamlamis veya devam eden
dort uzmana gonderilmistir. Uzmanlardan, maddeleri birbirlerinden bagimsiz olarak degerlendirmeleri
istenmistir. Uzmanlar her iki kiltiirde deneyime sahip, bilisim teknolojileri (BT) alaninda c¢alisan, 6zgilin
olgekte yer alan ve Tirkge'de kullanilan BT ile ilgili kavram ve ifadelere hakim kisilerdir. Uzmanlardan
gelen oOneriler dogrultusunda, arastirmaci tarafindan maddeler (izerinde gerekli diizeltmeler ve
degisiklikler yapilmistir. Bu siirecin ardindan, Yabanci Diller Yiksekokulunda Temel Yabanci Diller
Bolimi’nde gorev yapan iki ingilizce dil uzmanindan 6zgiin 6lgek maddeleri ile Tirkge’ye cevrilen
maddelere iliskin bir kez daha goriis alinmistir. Arastirmaci ve ingilizce dil uzmanlari bir araya gelerek
Tirkce maddeler Uzerinde goris birligine varilmistir. Boylece orijinal 6lgegin Tirkce formuna iliskin
taslak hazirlanmistir.

Taslak maddelerin, Turk kiltirine, Turkce dil bilgisine uygunlugunu ve ifadelerin anlasilirhgini
degerlendirmek igin iki Turkge dil uzmanindan goéris alinmistir. Uzmanlarin gérisleri dogrultusunda,
maddeler Gzerinde bir kez daha diizeltmeler ve degisiklikler yapiimistir. Son olarak Tiirkge maddelerin,
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olgegin uygulanacagi kitle tarafindan anlasilirhgini belirlemek ve 6zglin 6lgekteki anlamlari tam olarak
karsilayip karsilamadigini degerlendirmek amaciyla iki 6grencinin gorilistine bagvurulmustur. Arastirmaci
ile Ogrenciler bir araya gelerek Ogrencilerin maddelere iliskin degerlendirmeleri alinmistir.
Degerlendirmelerin ardindan taslak forma son hali verilmistir. Olcegin dilsel esdegerlik calismasinin son
asamasinda Tiirkge form ile &zgiin ingilizce formun tutarlihigi belirlenmeye calisilmistir. Bu amagla orijinal
olgek ve Tirkge form her iki dile hakim 40 kisilik bir gruba iki hafta ara ile uygulanmistir.

Dilsel esdegerlik calismasinin ardindan, Tark kaltirinde yapinin dogrulanip dogrulanmadigini
belirlemek igin veriler iki asamada toplanmistir. Birinci asamada, Olgegin 6zglin faktér yapisini
dogrulamak igin 6ncelikle dogrulayici faktor analizi (DFA) yapilmistir. Yapi dogrulanmadigindan agimlayici
faktodr analizi (AFA) ile dlgegin, Tiirk kiiltiiriindeki yapisi yeniden incelenmistir. ikinci asamada ise farkl
bir katilimci grubundan toplanan veriler Uzerinden tekrar DFA vyapilarak yeni yapinin dogrulanip
dogrulanmadigi test edilmistir. Olcegin dilsel esdegerligine, yapi gecerligine ve giivenirlik kanitlarina
iliskin elde edilen istatistiki veriler “Bulgular” boliminde sunulmustur.

Verilerin Analizi

Olgegin dilsel esdegerlik calismasinda, iki form arasindaki iliski Pearson Momentler Carpimi
Korelasyon Katsayisi ile incelenmistir. Ozgiin formun yapisini belirlemek ve dogrulamak amaciyla AFA ve
DFA istatistiksel tekniklerinden yararlanilmistir. AFA analizi igin SPSS 20, DFA analizi icin Amos 18
istatistik yazilimlari kullaniimistir. AFA ile belirlenen faktor yapisinin gilivenirlik analizlerinde madde-
toplam korelasyonlari, iliskisiz 6rneklemler igin t-testi ve Cronbach alfa katsayilari hesaplanmistir. Ortiik
yapinin ilgili veri seti ile dogrulanip dogrulanmadigini ve modelin uygunlugunu test etmek icin DFA
sonucunda uyum indeksleri degerlendirilmistir. Arastirmada kullanilan analizlerin ayrintilarina “Bulgular”
boéliminde yer verilmistir.

Bulgular
Dilsel Esdegerlige iliskin Bulgular

Orijinal 6lcek ve Tirkge’ye cevrilen form, her iki dile hakim 40 kisilik bir katihmci grubuna iki hafta ara
ile uygulanmistir. Uygulama sonucunda elde edilen verilerin toplam puanlari hesaplanarak normallik
dagilimlari incelenmistir. Grup buyukliglu 50’den kiglk oldugu icin Shapiro-Wilks testi uygulanmistir.
Cozumleme sonucunda, Olgegin toplam puanlarinin normal dagilm goésterdigi (p>.05) belirlenmistir.
Normal dagihm sergileyen olgegin, Pearson Momentler Carpimi Korelasyon Katsayisi, .69 olarak
hesaplanmistir. Tiirkce ve ingilizce formlarin toplam puanlari arasinda pozitif yénlii, orta diizeyde ve
anlamh bir iliski oldugu belirlenmistir. Bu bulgular her iki form arasinda dilsel esdegerligin oldugunu
gostermektedir.

Gegerlige iliskin Bulgular (Yapi Gegerliligi — 1. Asama)

Olgegin 6zglin yapisinin, Tirk kiiltirinde dogrulanip dogrulanmadigini belirlemek amaciyla
dogrulayici faktér analizi (DFA) yapilmistir. DFA sonucunda elde edilen uyum degerleri asagida
sunulmustur (Tablo 4).

DFA sonucu elde edilen uyum degerleri, olgegin 6zglin yapisinin Tark kiltiriinde dogrulanmadigini
ortaya koymaktadir. Analizin, modifikasyon onerileri dikkate alindiginda maddeler arasinda yiksek iligki
degerlerinin oldugu gozlenmistir. Bu bulgular 16 maddelik tek boyuttan olusan 6zglin formun yapisinin
Turk kiltiriinde yeniden gézden gecirilmesi ihtiyacini dogurmustur. Bu amagla aracin yapi gegerligi
acimlayici faktor analizi ile 315 kisiden olusan yetiskin internet kullanicisindan elde edilen veriler
lizerinden yeniden incelenmistir.
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Tablo 4.
DFA Model Uyum Dederleri (I. Asama).
Miikemmel Uyum  Kabul Edilebilir Uyum  Olgekten Elde Edilen Uyum
Olgiit Degeri* Degerleri* Uyum Degerleri Derecesi
X2 /sd L2 <5 7.22 Kabul
edilemez
RMSEA .00<RMSEA<.05 .055sRMSEA<.10 14 Kabul
edilemez
RMR .00<RMR<.05 .055RMR<.10 12 Kabul
edilemez
GFI .95<GFI<1.00 .90<GFI<.95 71 Kabul
edilemez
AGFI .90<AGFI<1.00 .85<AGFI<.90 .63 Kabul
edilemez
CFI .97<CFI<1.00 .95<CFI<.97 72 Kabul
edilemez
NFI .95<NFI<1.00 .90<NFI<.95 .69 Kabul
edilemez

*Kaynaklar: (Cokluk, Sekercioglu, & Bulyukoztiirk, 2014; Schermelleh-Engel, Moosbrugger, & Miiler, 2003)

Veri setinin, normallik varsayimini karsilayip karsilamadigi betimsel istatistikler (carpiklik katsayisi,
aritmetik ortalama, ortanca ve mod degerleri) ve Q-Q grafik yolu ile incelenmistir. incelemeler
sonucunda, verilerin kabul edilen degerler arasinda oldugu belirlenmistir. Ayrica KMO degeri .90, Barlett
Testi sonucu ise [12=2390.57; p<.01] bulunmustur. Bu degerlerin anlamli ¢ikmasi, grup blyukliguniin
yeterli ve “normallik” varsayiminin karsilandigini gostererek faktor analizinin yapilabilecegini isaret
etmektedir.

Faktorlestirme yontemi olarak temel bilesenler analizi ve dondiirme ydntemi olarak varimax
kullanilmigtir. Bilesenlerin toplam varyansa yaptiklari katki, 6z degerleri, scree plot grafik degerleri ve
maddelerin faktor yikleri ile binisiklik durumlari incelenmistir. Cozimleme sonucunda, iki maddenin
binisiklik durumu oldugu gozlenmistir. Bu maddeler testten g¢ikarilarak analizler tekrarlanmistir.
Tekrarlanan ¢oziimlemeler sonucunda 0zglin olgcekte tek boyut altinda toplanan maddelerin alti
dondiirme sonunda Ug¢ boyut altinda toplandigi belirlenmistir. Coziimlemeler sonucunda birinci faktore
iliskin agiklanan varyans %41.27, ikinci faktdre %13.02, Gglincl faktore ise %8.16 olarak bulunmustur.
Her (g faktor toplam varyansin %62.46’sin1 agiklamaktadir. Maddelerin faktor yiik degerleri Tablo 5'te
sunulmustur.

Tablo 5 incelediginde, alti maddenin bir faktér olusturdugu ve faktoér yik degerlerinin .70 ile .82
arasinda oldugu bulunmustur. ikinci faktériinde, altt maddeden olustugu ve faktér yiik degerlerinin .48
ile .77 arasinda oldugu belirlenmistir. Uglincii faktériin ise iki maddeden olustugu ve faktér yiik
degerlerinin .80 ile .83 arasinda oldugu goériilmektedir. Olgegin 6zgiin formu tek boyutlu olmasina
ragmen Tlrk kdltlrine uyarlanan formunda faktér yapisinin neden (i¢ boyutlu oldugu incelenerek
boyutlar isimlendirilmeye calisilmistir. Faktor 1’de e-posta kullanimi ile ilgili mahremiyet kaygisini iceren
maddelerin bir araya geldigi belirlenmistir. Bu maddelerin olusturdugu alt boyut “E-posta kullanimi”
olarak adlandiriimistir. Faktdr 2’de internet ortaminda ya da BIT araclari araciligiyla Gigiincii sahislarin
kisisel bilgiler elde edebilecegine yonelik mahremiyet kaygilarini kapsayan maddelerin toplandigi
belirlenmistir. Bu boyut “Cevrimigci gliven” olarak adlandiriimistir. Faktor 3’lin ise internet tGzerinden kart
ile 6deme yaparken duyulan mahremiyet kaygilarini iceren maddelerden olustugu gozlenmistir. Bu
maddelerin olusturdugu boyut “Cevrimici 6deme” olarak adlandirilmistir.
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Faktdr Analizi Sonuglari.

Faktor — 1 Yiik

Faktor — 2 Yiik

Faktor — 3 Yiik

Ortak Faktor

Maddeler n Degerleri Degerleri Degerleri Varyansi
pcl3 315 .82 .09 .29 .76
pcl2 315 .78 .04 .38 .76
pcl5 315 77 .26 .01 .66
pcll 315 .74 .05 .39 .70
pcl6 315 71 .33 .05 .62
pcla 315 .70 .29 .00 .57
pca 315 13 .77 .25 .67
pc2 315 .15 .70 .06 .52
pc3 315 -.01 .69 .32 .58
pc5 315 .16 .69 .10 .51
pcl 315 32 .60 -.02 .46
pcé 315 .30 .48 .25 .38
pclo 315 .24 .23 .83 .79
pc9 315 .20 .27 .80 .76
Giivenirlik

Olgegin giivenirligini belirlemek icin Cronbach alfa i¢ tutarlihk katsayilarina bakilmistir. Faktér 1in;
Cronbach alfa katsayisi .89, Faktor 2'nin .79, Faktor 3’ln ise .82 olarak hesaplanmistir. Orijinal dlgekte
tek boyut altinda toplanan maddelerin, Cronbach alfa i¢ tutarhilik katsayisi .93’tlir. Bu g¢alisma
kapsaminda, 6lgegin tamamina iligkin i¢ tutarlik katsayisi .89 olarak hesaplanmistir. Olgekte yer alan her
bir maddenin ayirt etmede ne derece yeterli olduklari madde-toplam korelasyonlari ve 6l¢ek puanlarina
gore alt %27’lik grup ile Ust %27’lik grubun madde puanlari arasindaki farkin anlamlilig igin t-testi
kullanilarak incelenmistir. Maddelerin ¢6ziimleme sonuglari Tablo 6’da verilmistir.

Tablo 6.

Olcedin Madde Coziimlemesi Sonuglari.

Faktor 1 (Eposta kullanimi)

Faktor 2 (Cevrimigi gliven)

Faktor 3 (Cevrimigi 6deme)

Diizeltilmis Diizeltilmis Diizeltilmis
Madde t Madde t Madde t

Madde Toplam (Ust%27 — Madde Toplam (Ust%27 — Madde Toplam (Ust%27 —
No Korelasyonu1 alt%27) No Korelasyonu1 alt%27) No Korelasyonu1 alt%27)

pcl3 .79 -20.58 pc4 .66 -13.13* pco .69 -12.69

pcl2 .76 -17.89 pc2 .56 -10.74* pcl0 .69 -13.48

pcll 71 -15.73 pc5 .55 -10.40*

pcl5 .68 -14.26 pc3 .54 -8.99*

pcl6 .66 -15.77 pcl .51 -11.85*

pcld .62 -13.77 pc6 .48 -11.71*

'n=315  ’n;=n,=85 *p=00

Tablo 6 incelendiginde, Faktor 1 altinda yer alan maddelerin madde-toplam korelasyonlarinin .62 ile
.79 arasinda, Faktor 2'nin ise .48 ile .66 arasinda degistigi gozlenmistir. Faktor 3 altinda yer alan her iki
maddenin madde-toplam korelasyonlari .69’dur. Bu degerler, maddelerin ayirt ediciliklerinin yliksek
oldugu seklinde yorumlanabilir. Degerler incelendiginde, modelin iyi uyum indekslerine sahip oldugu ve

uygunlugunun kabul edilir diizeyde oldugu gortlmektedir.
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Dogrulayici Faktor Analizi (1l. Asama)

Acimlayici faktér analizi sonucunda, ii¢ boyutlu olarak bulunan 14 maddelik CMKO’niin faktér
yapisinin dogrulugunu test etmek amaciyla dogrulayici faktér analizi yapilmistir. Modele iligkin diyagram
Sekil 1’de sunulmustur. DFA sonucunda elde edilen uyum degerleri asagida sunulmustur (Tablo 7).

pcil pc16

000000
6000

Sekil 1. Dogrulayici faktér analizine iliskin diyagram.

Tablo 7.
DFA Model Uyum Dederleri (Il. Asama).
Milkemmel Uyum Kabul Edilebilir Olgekten Elde Edilen

Olgiit Degerleri* Uyum Degerleri* Uyum Degerleri Uyum Derecesi
X2 /sd <2 <5 1.97 Miikemmel
RMSEA .00<RMSEA<.05 .055RMSEAZ<.10 .06 fyi uyum
RMR .00<RMR<.05 .05<RMR<.10 .08 iyi uyum
GFlI .95<GFI<1.00 .90<GFI<.95 .92 fyi uyum
AGFI .90<AGFI<1.00 .85<AGFI<.90 .89 fyi uyum
CFl .97<CFI<1.00 .95<CFl<.97 .96 fyi uyum
NFI .95<NFI<1.00 .90<NFI<.95 .92 fyi uyum

*Kaynaklar: (Cokluk, Sekercioglu, & Blyukoztiirk, 2014; Schermelleh-Engel, Moosbrugger, & Miler, 2003).

Tartisma, Sonug ve Oneriler

Bu calismada, Buchanan vd. tarafindan gelistirilmis olan “Cevrimici Mahremiyet Kaygisi Olcegi
(CMKO)” (Online Privacy Concern Scale, OPCS) Turk kiltiiriine uyarlanarak élgegin gecerlilik ve giivenirlik
cahismalari yapilmigtir. Orijinal Olgek, bireylerin davranistan ziyade tutum boyutunda internet
ortamindaki mahremiyet kaygilarini 6lgen ve tek boyut altinda yer alan 16 maddeden olusmaktadir.
Yapilan istatistiksel analizler sonucunda, Turk kiltiirine uyarlanan o6lgegin 14 maddeden olusan Ug
boyutlu bir yapiya sahip oldugu bulunmustur.
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Olgek maddeleri, internet ortaminda bireylerin belirli davranislari sergileyip sergilemedigine bagli
olarak yanitlarin degisebilecegine dair ifadeler igermektedir. Bundan dolayi, hem olasi yanlig anlamalari
ve anlam karmasalarini en aza indirmek hem de 6lgegin gecerlik ve guvenirlik kanitlarini daha saghkl
degerlendirebilmek igin arastirmaci tarafindan, veri toplama surecinde farkl stratejiler izlenmistir.
Stratejilerin ilkini, dogru kitlenin secilmesinden once, bu kitlenin kim olmasi gerektiginin belirlenmesi
amaciyla “internet Kullanicisi” taniminin yapilmasi ve ne tiir davranislarin bu tanima girdiginin
belirlenmesi olusturmaktadir. Arastirma kapsaminda, Pew’un tanimindan yararlanilarak arastirmaci
tarafindan internet kullanicisi yeniden tanimlanmstir. Veri toplanan gruplarin, demografik 6zellikleri
degerlendirilerek katihmcilarin yiiksek oranda, bu tanimda belirtilen davranislari sergilemis olmalarina
dikkat edilmistir. Uygulanan ikinci strateji ise Bilgisayar | ve Bilgisayar Il derslerini basari ile tamamlayan
ogrencilerin ¢alisma gruplarina dahil edilmesidir. Bu amagla 6grenci isleri ile iletisime gegilerek gerekli
bilgiler edinilmistir. Son olarak, bir devlet liniversitesinde farkli alanlarda 6grenim goren lisans, lisansusti
ve sertifika programlarina devam eden yetiskin internet kullanicilarindan veriler toplanarak veri gesitliligi
saglanmaya calisiimistir. Boylece, benzer ve farkli insan gruplarinin gérusleri veri setinde yer almistir. Bu
calismanin bulgulari, teknik olmayan boélimlerde okumus ya da okumakta olan yetiskin internet
kullanicilarindan toplanan verilerden elde edilmistir. Orijinal 6lgegin glivenirlik calismalarinda, Buchanan
ve arkadaslarinin yaptiklar gibi teknik olan diger bélim dgrencilerinden (BOTE, Miihendislik Fakdilteleri
vb.) elde edilecek veriler lizerinde 6lgcegin psikometrik 6zelliklerine iliskin galismalarin yapilmasi yararli
olacaktir. Ayrica, farkli yas ve meslek gruplari (lise 6grencileri, diizenli bir iste ¢alisanlar vb.) Gzerinde
yapilacak calismalar hem o6lcegin gecerlik ve glvenirligine iliskin kanitlar elde edilmesi hem de farkli yas
ve meslek gruplarinin internet ortaminda yasadiklari mahremiyet kaygi diizeylerinin belirlenmesi
amaciyla o6nerilmektedir. Tirkiye’de, TUIK (2016)in, 2004-2016 yillari arasinda diizenli olarak
gerceklestirdigi “Hanehalki Bilisim Teknolojileri Kullanim Arastirmasi” bulgulari da bu tiir ¢alismalarin
gerekliligini ortaya koymaktadir. Egitim durumuna gore bilgisayar ve internet kullanim oranlari dikkate
alindiginda en yiiksek orana Universite 6grencilerinin ardindan lise 6grencileri sahiptir. Benzer durum
bireylerin yas gruplarina gore bilgisayar ve internet kullanim oranlarinda da goriilmektedir. Bu oranin
sirastyla en yilksek 16-24 (%84.30), 25-34 (%78.80) ve 35-44 (%65.40) yaslari arasindaki bireylerde
oldugu belirtiimektedir.

Bu calisma ile Tirkiye’de kisisel bilgilerin glvenligine yonelik arastirmalara, bireysel ve kurumsal
anlamda daha fazla dikkat cekilmesi amaglanmistir. Tirk kiltirine uyarlanan olcegin; bu baglamda
yapilacak calismalar, diizenlemeler ve koruyucu oOnlemler konularinda diger arastirmacilara katkida
bulunmasi beklenmektedir.

Turkiye’de, kisilerin mahremiyetlerini korumaya yoénelik gesitli hukuki diizenlemeler bulunmaktadir.
Ornegin; 5237 sayili “Tiirk Ceza Kanunu”nda 6zel hayata ve hayatin gizli alanlarina yénelik suclara karsi
glvenlik ve ceza tedbirleri, 6698 sayili “Kisisel Verilerin Korunmasi Kanunu”nda ise kisisel verilere ve 6zel
hayatin gizliligine iliskin usul ve esaslar diizenlenmektedir. Ayrica, Saghk Bakanlig tarafindan cikarilan
kisisel saglik verilerinin korunmasi ve mahremiyetin saglanmasina iliskin yonetmelikte bulunmaktadir.
Cevrimi¢i mahremiyet, 6zellikle yabanci alanyazinda “internet mahremiyeti” ile es anlamli olarak
kullaniimakta ve pek c¢ok farkh veri tirt ile iliskilendirilmektedir. Orijinal Olcekte tek boyut altinda
toplanan maddeler, iki maddenin gikarilmasinin ardindan Tirk kdltirinde Ug¢ alt faktor altinda
toplanmistir. “E-posta kullanimi”, “Cevrimici glven” ve “Cevrimici 6deme” olarak adlandirilan bu
faktorler, mahremiyetin farkli boyutlarini yansitmaktadir. Artik her bireyin sahip oldugu akill telefonlar
ve akilli saatler yaninda, gelecekte sahip olunacak giyilebilir teknolojiler gibi kisilerin 6zel hayatlari ve
davranislari hakkinda bilgi toplayabilecek yeni teknolojilerin gelisimi dikkate alindiginda bireylerin
mahremiyet kaygilarini etkileyebilecek diger boyutlarinda irdelenerek 6lgek yapisina dahil edilmesi
onerilebilir. Son olarak ¢evrimici mahremiyet kaygisinin, psikososyal degiskenler ile iliskisi yaninda
bireylerin davranis boyutunda korunma yollarini belirlemeye yoénelik ¢alismalarin yapilmasi yararh
olacaktir.
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Appendix .

Original and Turkish Items of the Online Privacy Concern Scale Adapted for the Turkish Culture.

Tiirk Kltiirine Uyarlanmig Cevrimici Mahremiyet Kaygisi Olgegi’nin Orijinal ve Tiirkce Maddeleri.

old /
New Item
No
Eski /
Yeni ifade Original Item Turkish Item Adapted from Original Form
Numarasi
- Orijinal Madde Turk Kiltiiriine Uyarlanmis Madde
pcl1/M1 e Are you concerned that an email you send e Génderdiginiz e-postanin, alan kisi disinda
may be read by someone else besides the  bir bagkasi tarafindan da okunabilecegi
person you sent it to? endisesini duyuyor musunuz?
pcl2/M2 e Are you concerned that an email you send e Birine gdnderdiginiz e-postanin, uygun
someone may be inappropriately  olmayan bir sekilde bagkalarina
forwarded to others? yonlendirilebilecegi endisesini duyuyor =
musunuz? &
pc13/M3 e Are you concerned that an email you send e Birine goénderdiginiz e-postanin, § oy
someone may be printed out in a place baskalarinin  gorebilecegi  bir  yerde g O,?
where others could see it? ¢iktisinin alinabilecegi endigesinin duyuyor ' & %_:m
musunuz? 2Es
pclda/M4 e Are you concerned that a computer virus e Bir bilgisayar virlisiinlin, sizin adiniza e- & fu s
could send out emails in your name? posta gonderebilecegi endisesini duyuyor E §
musunuz? g ©
pcl5/M5 e Are you concerned about emails you e Aldiginiz e-postalarin, olduklarini iddia 8.
receive not being from whom they say  ettikleri kisilerden gelmedigine iliskin w
they are? endise duyuyor musunuz?
pcl6/M6 e Are you concerned that an email e Gériiniiste gercek (yasal, mesru vb.) bir
containing a seemingly legitimate internet  internet adresi igeren e-postanin, sahte
address may be fraudulent? olabilecegine iliskin endise duyuyor
musunuz?
pcl/M7 e In general, how concerned are you about e interneti kullanirken; genel olarak kisisel
your privacy while you are using the mahremiyetiniz  konusunda ne kadar
internet? endise duyuyorsunuz?
pc2/M8 e Are you concerned about online e Cevrimigi kuruluslarin, kendilerini dogru
organizations not being who they claim tanitip tanitmadiklarina iliskin  endise .
they are? duyuyor musunuz? §
pc3/M9 e Are you concerned that you are asked for e Bir web sitesine Uye olurken ya da ﬁ oy
too much personal information when you internette alisveris yaparken ¢ok fazla % T
register or make online purchases? kisisel bilgi istenmesinden endise duyuyor ' O %
musunuz? 25 <
pcd4/M10 e Are you concerned about online identity e Cevrimici kimlik hirsizigina maruz kalma £ 3 8
theft? konusunda endise duyuyor musunuz? :g §
pc5/M11 e Are you concerned about people online e Cevrimici ortamda, insanlarin kendilerini g ©
not being who they say they are? dogru tanitmadiklarina iliskin  endise g
duyuyor musunuz?
pc6/M12 e Are you concerned that information about e Daha 6nce kullandiginiz  bagka bir
you could be found on an old computer? bilgisayarda, sizinle ilgili  bilgilerin

bulunabilecegine iliskin endise duyuyor
musunuz?
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Appendix I: (Continue)

pc9/M13 ¢ Are you concerned that if you use your e internette bir sey satin almak igin kredi

credit card to buy something on the kartinizi kullandiginizda,  kredi  karti z
internet your credit card number will numaranizin  bir baskasi tarafindan ele E
obtained/intercepted by someone else? gegcirilebilecegi endisesini duyuyor E ~
musunuz? @ R
m E 8
582
X O O
. < E 3
pcl0/M14 e Are you concerned that if you use your e internette bir sey satin almak icin kredi _% S
credit card to buy something on the kartinizi kullandiginizda, kartiniza yanhs bir % S
internet your card will be mischarged? 6demenin yansiyacagl endisesini duyuyor g
musunuz? s
Q
(3
Cronbach Alfa Coefficient for the Entire Scale 89

Tiim Olgek igin Cronbach Alfa Katsayisi
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Introduction

The main aim of measurement and evaluation studies is to determine whether the learning
objectives have been met and if met, to what extent the objectives have been achieved. Therefore, in
measurement and evaluation studies, the learning outcomes to be evaluated should be in line with the
curriculum objectives. The maintenance of this unity depends on the clarity of the learning objective
definitions and statement of them in the form of observable performances. Taxonomies are used in
order to define the learning objectives clearly and to transform them into observable learning
outcomes. Taxonomies can be defined as the classification of things from simple to complex and in
stages as prerequisites of one another. In the area of curriculum development, a taxonomy is the
classification of expected behaviours from easy to complex, concrete to abstract in a hierarchical
manner (S6nmez, 2004). In the literature, there are various taxonomies, such as Bloom's, SOLO,
Haladyana, Marzano, Fink and Dettmer's. Of them, SOLO and Bloom's taxonomy stand out as the two
most widely used taxonomies (Ari, 2013).

SOLO Taxonomy

The SOLO taxonomy, which is defined as the structure of observed learning outcomes, was
developed by Biggs and Collis in 1982. This taxonomy is widely used for evaluating the students'
performances (Biggs, 1979) and analysing the learning activities and assessment questions (Fensham &
Bellocchi, 2013; Gezer & ilhan, 2014; Gezer & ilhan, 2015) in different disciplines such as geography,
mathematics, foreign languages and science (Braband & Dahl, 2009; Jones, Collis, & Watson, 1993; Lucas
& Mladenovic, 2009; Pegg & Tall, 2004). The SOLO taxonomy has a five-level structure. The levels that
form the taxonomy and their basic features are shown in Table 1.

Table 1.
The SOLO Taxonomy's Levels and Their Basic Features .

Levels Features

Pre-structural Previous learning about the topic is inaccurate or nothing has
been learned.

Uni-structural Focuses on one aspect of the studied topic.

Multi-structural Two or more aspects of the studied topic are understood;
however, links cannot be formed between them.

Relational Different aspects of the topic studied are related and thus, a
consistent whole is obtained.

level thinking increase and more
meaningful learning is achieved

Consistency, association and multi-

Extended Abstract Reasoning beyond the existing knowledge and reaching
generalizations. Knowledge is transferred to different areas.

"(Cetin & ilhan, 2016)

<

As Table 1 shows, the SOLO taxonomy comprises five levels: pre-structural, uni-structural, multi-
structural, relational and extended abstract (Biggs, 1996; Biggs & Collis, 1982; Biggs & Tang, 2007). All
the levels are taken into consideration in the evaluation of student performance, but the pre-structural
level is not considered in the classification of the curriculum components. For, in contrast to the pre-
structural level where no learning exists, all of the curriculum components correspond to a learning
type, including even the lower levels. Therefore, the pre-structural level is not taken into consideration
in the analysis of the cognitive levels of the learning outcomes and assessment questions. Analyses are
performed on the basis of uni-structural, multi-structural, relational or extended abstract levels.
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Bloom's Taxonomy

Bloom's taxonomy was devised by Bloom in 1956 in order to classify learning objectives in the
cognitive field and was revised by Anderson and Krathwohl (Anderson & Krathwohl, 2001; Krathwohl,
2002). The terms, Bloom's taxonomy and revised Bloom's taxonomy (RBT), are used in studies to
distinguish between the original and the updated forms. This study uses the revised form of Bloom's
taxonomy developed by Anderson and Krathwohl (2001) and will use its acronym, RBT. The RBT has two
dimensions: knowledge and cognitive process (Nasstrom, 2008; Turgut & Baykul, 2012). The
differentiation depends on the research question. In the knowledge dimension, the critical question is:
“what do the students know?”, while in the cognitive process dimension, it is “how students think?”
(Demirel, 2012; Anderson & Krathwohl, 2001). The knowledge dimension of the RBT comprises four
categories: factual, conceptual, procedural and metacognitive. The cognitive process dimension can be
ordered from simple to complex as: remember, understand, apply, analyse, evaluate and create
(Anderson & Krathwohl, 2001; Krathwohl, 2002). This study compares the RBT and SOLO taxonomies,
and since the SOLO taxonomy has only cognitive dimensions, only the cognitive process aspects of the
RBT will be considered. The knowledge dimension will not be taken into consideration. The levels
comprising the cognitive process dimensions of the RBT and their basic features are shown in Table 2.

Table 2.
The Levels of the RBT and their Features .

Levels Features
Remember Retrieving knowledge from long term memory ]
Understand Understanding oral, written and graphic communication and giving g
related examples § %
- 2@
Q
Apply Using and applying the appropriate operation in a given situation % £
= 0
v ©
Analyse Dissecting the material into its components, determining the & 9
relationship between the parts and the general structure. = %
>
v £
Evaluate Making decisions and judgments based on criteria and standards P
<
’_
Create Forming an original product and bringing pieces together in order to
form a consistent whole v

"(Krathwohl, 2002)

As Table 2 shows, the levels of the cognitive process dimension of the RBT are: remember,
understand, apply, analyse, evaluate and create. Of these, remember, understand and apply form the
lower cognitive processes, while analyse, evaluate and create levels form the upper cognitive processes
(Krathwohl, 2002).

A Comparison of SOLO and Bloom's Taxonomies

An analysis of the related literature reveals that a lot of studies have used the SOLO and Bloom's
taxonomies (Alsaadi, 2011; Bagdat & Anapa-Saban, 2014; Basol, Balgalmis, Karli, & Oz, 2016; Caliskan,
2011; Dindar & Demir, 2006; Gécer & Kurt, 2016; Gokler, Aypay, & Ari, 2012; Ozdemir & Goktepe-Yildiz,
2015; Peter & Alberto, 2013; Tarman & Kuran, 2015; Zorluoglu, Kizilaslan, & Sézbilir, 2016); however,
few have compared the two. Studies comparing SOLO and Bloom's taxonomies have vyielded
inconsistent results. For example, Hattie and Purdie (1994) found the SOLO taxonomy to be more
reliable than Bloom's taxonomy, whereas Chan, Tsui, Mandy and Hong (2002) found Bloom's taxonomy
to be more reliable than the SOLO taxonomy. The lack of consistent data on the reliability of the SOLO
and Bloom's taxonomies necessitates further research on this issue.
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The Aim and Significance of the Research

This study aims to compare the reliability of SOLO- and Bloom's taxonomy-based classifications in
the determination of the cognitive levels of the assessment questions. The reliability of SOLO- and RBT-
based classifications will be compared using generalizability theory to detect which of the taxonomies
yields more reliable results. The comparison and contrast of different models with the same purpose is
one of the key functions of science (Dogan, 2002). Since there is more than one theory or models
serving the same or similar purposes, in order to advance scientific knowledge, the existing models
should be compared and contrasted, and their strengths and weaknesses should be examined (Atilgan,
2004). This study aims to contribute to science by comparing two widely used education taxonomies. In
addition, through the comparison of the two taxonomies, which of the taxonomies is more useful for
achieving a common understanding between the experts in the analysis of the cognitive levels of
assessment questions will be understood. In this respect, this study is expected to have practical
implications.

This study differs from the previous literature in various aspects. Hatti and Purdie's (1994) study was
the first study to compare the SOLO and Bloom's taxonomies. In their study, 30 teachers were given 19
multiple-choice questions and were asked to examine the cognitive levels of these questions in
accordance with the SOLO and Bloom's taxonomies (Hattie & Purdie, 1994). In their study, 15 of the
teachers examined the questions on the basis of the SOLO taxonomy, while the remaining 15 teachers
used Bloom's taxonomy. It was found that when compared with the Bloom's taxonomy, the SOLO
taxonomy yielded more consistent results among the teachers and it was argued that SOLO was more
reliable than Bloom's taxonomy. This study differs from Hattie and Purdie (1994) in the following ways.
First, in Hattie and Purdie (1994) there were 19 multiple-choice questions from the same discipline.
However, classifications based on SOLO and Bloom's taxonomies may yield different results depending
on the discipline and question types (open-ended, matching, completion, true-false). Therefore, the use
of questions from different disciplines is important for the comparison of the two taxonomies. This
study aims to contribute to the existing literature by contrasting SOLO and RBT in two disciplines: social
studies and science and technology. In addition, in Hattie and Purdie (1994), different teachers were
involved in the analysis of the assessment questions in terms of the SOLO and Bloom's taxonomies.
Therefore, the finding that the SOLO taxonomy was found to be of higher reliability than Bloom's
taxonomy could also be related to the employment of different teachers for the classifications. In this
study, the classifications related to SOLO and Bloom's taxonomies will be carried out by the same
experts, making it possible to attribute any differences between the two taxonomies to the taxonomies,
not the experts.

Chan et al. (2002) also compared the reliability of the SOLO and Bloom's taxonomies. Their study
examined inter-rater reliability with rubrics based on the SOLO and Bloom's taxonomies. The analysis
showed that the inter-rater reliability of Bloom's taxonomy was higher than that of SOLO. This study
differs from Chan et al. (2002) in the following ways. First, in Chan et al. (2002), the SOLO and Bloom's
taxonomies were not used in the classification of curriculum components. The reliability of the rubrics
based on these taxonomies was examined. Therefore, it is unknown whether the findings related to the
reliability of the two taxonomies in Chan et al. (2002) will be relevant to studies which determine the
cognitive levels of the assessment questions. The fact that the reliability of SOLO and RBT will be based
on the analysis of the cognitive levels of the assessment questions distinguishes this study from that of
Chan et al. (2002).

Finally, both Hattie and Purdie (1994) and Chan et al. (2002) regarded the experts and the raters as
the only source of errors. In Hattie and Purdie (1994), the reliability between the raters was analysed on
the basis of a simple percent agreement coefficient. In Chan et al. (2002), Pearson's correlation
coefficient was used for the estimation of the inter-rater reliability. Unlike these studies, this study will
investigate the reliability of the taxonomies using generalizability (G) theory. Therefore, random errors
as well as expert related errors will be determined. In this way, in addition to explaining the inter-rater
reliability of the two taxonomies, information related to susceptibility to random errors will also be
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provided. Since G theory is used, how an increase or decrease in the number of experts will influence
the reliability values of the two taxonomies will also be determined. In this way, it will answer the
questions of how many experts are needed to reach optimal reliability values in the determination of
cognitive levels of the assessment questions or if an increase in the number of experts will increase
reliability. For these reasons, this study is expected to make significant contributions to the literature.

Method
Research Design

The study adopted the descriptive research design. Descriptive research seeks answers to the
questions: What? and How? These studies are based on the description of a situation as it is without
intervention (Kumar, 2008). Depending on the aim of the descriptive research, questionnaires,
observation, interviews or document analysis can be used (Anderson & Arsenaut, 2005; Erkus, 2011).
This study used document analysis. The first stage of this technique, also known as document review, is
to collect materials related to the research topic (Karasar, 2009). The second stage is the analysis of the
collected documents using specific criteria (Yildirm & Simsek, 1999). In document analysis, very
different document types can be analysed. These include written materials such as books, journals,
newspapers, diaries, official documents, and statistics as well as audio-visual records such as films,
videos, or photos (Cansiz-Aktas, 2014).

Data Collection

The data were obtained by three experts' examination of the assessment questions in the Seventh
Grade Social Studies Textbook published by the Ministry of National Education and the Eight Grade
Science and Technology Textbook published by Yildirrm Publishing in 2015. In the social studies
textbook, 98 assessment questions (18 true-false questions [18.37%], 11 matching questions [11.22%],
43 multiple-choice questions [43.88%] and 26 short-answer or essay questions [26.53%]) were analysed.
As for the science and technology textbook, 198 assessment questions were analysed. Of the
assessment questions, 41 were true-false questions (20.71%), 45 were matching questions (22.73%), 76
were multiple-choice questions (38.38%), and 36 (18.18%) were short-answer or essay type questions.

Data Coding

Three experts (two educational curriculum and instruction experts, one measurement and
evaluation expert) carried out the analysis of the cognitive levels of the assessment questions. The
experts classified the assessment questions in the social studies and science and technology textbooks
on the basis of the SOLO and RBT taxonomies. The basic features of the SOLO and RBT taxonomy levels
and the indicator verbs were used for these classifications. The indicator verbs are shown in Table 3.

Table 3 does not show the pre-structural level of the SOLO taxonomy. This is because there is no
learning on the pre-structural level, and there are thus no corresponding indicator verbs (Cetin & ilhan,
2016). Therefore, in the analysis of assessment questions, the prestructural level was not taken into
consideration. The classifications were based on the uni-structural, multi structural, relational and
extended abstract levels.
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Table 3.
SOLO Taxonomy and RBT Indicator Verbs.
SOoLo Taxonomy1

Uni-structural Memorize, recite, define, name, label, match, recall, quote, draw, portray,
imitate, recognize

Multi-structural Classify, list, discuss, show, select, do basic calculations, tell, report, separate,
summarize

Relational Apply, compare, predict, differentiate, organize, analyse, calculate the

relationships between X and Y, interpret, review and rewrite, structure,
transform, infer

Extended Abstract Hypothesize, generalize, construct, reflect, form a theory, invent, develop an
original product, transfer to a different area, prove, solve from first principles

2

RBT

Remember Name, list, label, recall, recite, cite, count, number, select, draw, portray, define

Understand Add, explain, clarify, demonstrate, match, guess, explain the similarities and
differences

Apply Calculate, solve, organize, follow the steps, transfer by organizing, draw an
outline

Analyse Separate, summarize, define in broad terms, analyse, prioritize, simplify,
categorize, test, optimize, infer

Evaluate Evaluate, critique, prove, judge, defend, propose

Create Organize, arrange, compose, design, reorganize, adapt, unify, discover, build,

construct

! (Biggs & Tang, 2011), 2 (Thompson, 2012)

Data Analysis

After the assessment questions in the textbooks were classified by three experts using SOLO and
RBT, the data were analysed using G theory. G theory (Cronbach, Gleser, Nanda, & Rajaratnam, 1972) is
an extension of the classical test theory (Brennan, 2003; Huang, 2009). G theory statistics make use of
ANOVA for separating students' test scores from the components contributing to the variance (Renkl,
1993). To clarify, in G theory analyses, the variance of the students' test scores is expected to be
separated into different types of variances: variance resulting from the differences in the ability levels of
students, variance related to different variability sources like raters and items, variance in the
interaction between students and different variability sources, variance between the interaction of
different variability sources, variance due to unexplained sources and random error. ANOVA is used for
this purpose (Taylor & Pastor, 2013). However, in G theory, unlike traditional ANOVA practices, the size
of the variance components is taken into consideration rather than the significance of the mean squares
(Bell, 1985).

G theory can be understood on the basis of certain concepts. This specific terminology includes: the
measurement object, facet, condition, crossed and nested design, generalizability (G) and decision (D)
studies, generalizability and dependability coefficients. The measurement object is the source of
variance targeted by the measurement study. In all measurement studies, differentiation of the
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components forming the measurement object is expected. In other words, variance of the measurement
object is expected to be high. In many measurement studies, the examinees are the object of
measurement (Giler, Kaya-Uyanik, & Tasdelen-Teker, 2012). However, in this study, the case is a little
different. Since this study aims to determine the cognitive levels of the assessment questions and to
differentiate between questions of different cognitive levels, the assessment questions are the
measurement object. In G theory, other sources of variance are facets, and the levels within each facet
are called conditions. For example, if raters are a source of variance that may lead to error in
measurement results, the rater is a facet and each of the raters (i.e., 1st, 2nd, 3rd, etc.) is a condition
(Mushquash & O’Connor, 2006). In this study, the experts who analysed the cognitive levels of the
assessment questions are the facet of the measurement, and since there were three experts, the
number of conditions is three.

Generalizability theory statistics come in two categories: crossed designs and nested designs
(Cardinet, Johnson, & Pini, 2010). In crossed design, all conditions of a facet influence all conditions of
another facet. Designs where some of the conditions of any facet are observed by some conditions of
another facet are called nested designs (Kumazawa, 2009). Crossed designs are notified by "x" while
nested designs are shown with ":" (Brennan, 2003). For example, in a measurement operation aiming to
evaluate individuals' mathematical performance, suppose that the participants are "p" and the items in
the mathematics test are "i". Here, if all students answer the same items, the design is crossed and is
shown as "p x i". For the same measurement operation, if each of the students is responsible for
different items, the design is nested and is defined as "p : i" (Hathcoat & Penn, 2012). In this study, the
assessment questions in the textbooks were classified in terms of their cognitive levels, and all of the
questions (q) were analysed by three experts (e). Therefore, the G theory analyses were based on
crossed "q x e" design.

G theory analyses have two separate, but related stages (Sun, Valiga, & Gao, 1997). The first are G
studies, and the second, D studies (Shavelson & Webb, 1991). The aim of G studies is to predict the
variance components related to the measurement population (Brennan, 2001). In other words, G
studies are carried out in order to obtain information about the source of variance influencing the
generalizability of the observations (Alkharusi, 2012). The second stage of G theory analyses is D studies.
D studies use the predictions of the G studies (Webb, Shavelson, & Haertel, 2006). At this point, new
observations are not made or data is not collected again (Murray, 1984). The aim of the D studies is to
define error variance and predict the reliability coefficient (Stora, Hagtvet, & Heyerdahl, 2013) and
determine how reliability will change if the number of item, rater or observation changes (Mabe, 2013).
Namely, D studies aim to answer the question: How will the error and reliability of the measurement
change if the number of conditions in a facet is increased or decreased? (Briggs & Wilson, 2007). D
studies can assess the effectiveness of alternative designs so that error can be minimized, and reliability
can be maximized (Webb et al. 2006). In this G study, the variances related to the measurement results
were: i) variance related to different cognitive levels of the assessment questions, ii) variance related to
experts analysing the cognitive levels and iii) residual variance from the interaction of the assessment
questions and experts and random error. In the D study, how the number of experts influenced the
dependability and reliability values was tested in alternative designs where the number of experts was
one, two, four, five and six.

Another important concept related to the G theory is the difference between generalizability (G) and
dependability (Phi) coefficients. In G theory, there are two types of decision making: relative and
absolute, and G coefficient is used for relative evaluations, while the Phi coefficient is used for absolute
evaluations (Atilgan, 2005). Therefore, in this study both G and Phi coefficients were reported for the
reliability of the SOLO and RBT-based classifications. EduG software was used for G theory analyses.
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Results

This section presented the findings. First, the data collected from the SOLO- and RBT-based
classification of the assessment questions in the Seventh Grade Social Studies Textbook by three experts
were analysed. The variance components predicted as a result of the crossed design (q x e) G study and
their contributions to the total variance are shown in Table 4.

Table 4.
Variance Components Predicted by the SOLO and RBT-Based Classification of the Assessment Questions
in the Social Studies Textbook.

Sum of Mean of Variance Variance

Taxonomy Source of Variance Squares df Squares Component Percentage
SOLo Assessment question (q) 187.21 97 1.93 .63 95.30
Expert (e) .01 2 .00 .00 .00

g xe, error 5.99 194 .03 .03 4.70

Total 193.21 293 100

RBT Assessment question (q) 409.73 97 4.22 1.26 71.60
Expert (e) 11.07 2 5.53 .05 3.00

g xe, error 86.93 194 .45 45 25.50

Total 507.73 293 100

* Negative (—.00028) variance components were assigned a value of zero.

According to Table 4, the rate of the variance component predicted for the assessment question
main effect in the total variance was 95.30% in the SOLO-based classification and 71.60% in the RBT-
based classification. These values show that in both the SOLO- and RBT-based classifications, the
variance component that had the highest contribution to the total variance belonged to the assessment
question main effect.

Following the assessment question main effect, the variance components predicted for the expert
main effect were analysed. In the SOLO-based classification, the variance value of the expert main effect
was found to be —.00028. In G theory, all variance components are expected to be positive (Cardinet et
al. 2010). In spite of this, negative variance values can be obtained in practice, due to small sample size,
using an inappropriate model, or the population value can be zero or close to zero (Chiu, 2001). When a
negative but close to zero value is observed, it is recommended that the related variance component
should be taken as zero. When a variance component that is negative and much lower than zero is
obtained, the data set should be monitored for mistakes (Webb, Rowley, & Shavelson, 1988). In this
study, since the negative variance calculated for the expert main effect was close to zero in the SOLO-
based classification, a value of zero was assigned to the related variance, and the percentage of the
variance components within the total variance was considered. As Table 4 shows, in the SOLO-based
classification, the percentage of the expert-related variance in the total variance was calculated as .00%.
In the RBT-based classification, 3.00% of the total variance could be explained by the expert main effect.

In G theory, the variance value of the interaction of the measurement object and all facets form the
residual variance together with unexplained sources of variance (Shavelson & Webb, 1991). In this
study, the assessment questions were the measurement object, and the experts were the only facet
that was analysed. Therefore, the "q x e, error" variance referred to the residual variance. The variance
rates in Table 4 indicate that the residual variance values were 4.70% in the SOLO-based classifications
and 25.50% in RBT-based classifications.

After the prediction of the variance components, G and Phi coefficients were calculated for the data
obtained by the SOLO- and RBT-based classification of the assessment questions in the social studies
textbook by three experts. The G and Phi coefficients predicted for the original data are shown in Table
5 together with the alternative scenarios related to expert number.
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Table 5.
G and Phi Coefficients Predicted by the SOLO and RBT-Based Classification of the Assessment Questions
in the Social Studies Textbook in Alternative Decision Studies.

Expert number

Taxonomy G and Phi Coefficients 1 2 3 4 5 6
SOLO G .95 .98 .98 .99 .99 .99
Phi .95 .98 .98 .99 .99 .99
RBT G 74 .85 .89 .92 .93 .94
Phi 72 .83 .88 .91 .93 .94

Table 5 shows that the G and Phi coefficients calculated in SOLO-based classifications of the
cognitive levels of the assessment questions in the social studies textbook were found to be higher than
those of the RBT-based classification. The findings of the alternative decision studies indicate that the
effect of the changes in the expert number on G and Phi coefficients was smaller in the SOLO-based
classifications than in the RBT-based classifications.

After data related to the detecting of the cognitive levels of the assessment questions in the social
studies textbook were analysed by means of G theory, similar analyses were performed for the science
and technology textbook. In this way, the limitations due to the use of assessment questions from a
single course could be eliminated. The classification of the cognitive levels of the assessment questions
in the science and technology course was analysed in a crossed design (q x e). The analyses had two
steps: G and D stages. In the G study, the variance components and the percentage of each variance
component in the total variance was calculated. These values are shown in Table 6.

Table 6.
Variance Components Predicted by the SOLO and RBT-Based Classification of the Assessment Questions
in the Science and Technology Textbook.

Sum of Mean of Variance Variance

Taxonomy Source of Variance Squares df Squares Component Percentage
SOLO Assessment question (q) 251.83 197 1.28 42 92.80
Expert (e) .04 2 .02 .00 .00

gxe,error 12.62 394 .03 .03 7.20

Total 264.50 593 100

RBT Assessment question (q) 285.60 197 1.45 .43 73.50
Expert (e) 3.84 2 1.92 .01 1.50

qXxe, error 58.16 394 .15 .15 25.00

Total 347.60 593 100

* Negative (-.00005) variance components were assigned a value of zero.

Table 6 shows that the predicted variance component for the assessment question main effect was
92.80% in the SOLO-based classification, with the highest contribution to the total variance. Similarly, in
the RBT-based classification, the main effect of the assessment question had the highest contribution to
the total variance, explaining 73.50% of the total variance. Table 6 shows the variance components
predicted for the expert main effect. The rate of these variance components in the total variance was
.00% in the SOLO-based classification and 1.50% in the RBT-based classification. Residual variance
components explained 7.20% of the total variance in the SOLO-based classification and 25.00% of the
total variance in the RBT-based classification.

D study results of the SOLO- and RBT-based classifications of the cognitive levels of the assessment
guestions in the science and technology textbook are in Table 7, which shows the G and Phi coefficients
calculated for the original expert number (three) and alternative scenarios where the expert number is
one, two, four, five and six.
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Table 7.
Predicted G and Phi Coefficients for Data Obtained by the SOLO and RBT-based Classification of Science
and Technology Course Assessment Questions.

Taxonomy G and Phi Expert number
Coefficients 1 2 3 4 5 6
SOLO G .93 .96 .97 .98 .98 .99
Phi .93 .96 .97 .98 .98 .99
RBT G .75 .85 .90 .92 .94 .95
Phi 73 .85 .89 .92 .93 .94

As Table 7 shows, in the SOLO based classifications, the G and Phi coefficients were found to be
equivalent (.97). In the RBT-based classification, G and Phi coefficients were found to be .90 and .89,
respectively. The findings of the alternative D studies show that in SOLO-based classifications, the G and
Phi coefficient for a single expert was .93 and as the number of experts increased, the G and Phi
coefficients also increased, up to .99 for six experts. In the RBT-based classifications, the G and Phi
coefficients of a single expert were found to be .75 and .73, respectively. As the number of experts
increased, G and Phi coefficients also increased, and the highest increase was in the measurement
conditions where the number of experts increases from one to two.

Discussion & Conclusion

In this study, the SOLO and RBT-based classifications of the cognitive levels of the assessment
questions were analysed using G theory. The G study found that in both taxonomies, the variance
components predicted for the main effect of the assessment question had the highest contribution to
the total variance. The finding that the measurement object, that is, the assessment questions, had the
highest contribution to the total variance was expected (Giler et al. 2012). Therefore, in the
determination of cognitive levels of the assessment questions, no matter which taxonomy is used, a
difference between the cognitive levels of the questions could be uncovered. However, it should be
noted that the variance percentage of the assessment question in the total variance was higher in the
SOLO-based classification than in the RBT. This difference points to the fact that the SOLO taxonomy is a
more effective model in terms of the analysis of the cognitive levels of the assessment questions.

In both SOLO- and RBT-based classifications, the expert main effect had small contributions to the
total variance. On this basis, it can be argued that, in the analysis of the cognitive level of the
assessment questions, there are not significant differences between the experts' classification of the
cognitive levels. A comparison of the variance components due to experts showed a slight difference
between the two taxonomies. The agreement among the experts was higher in the SOLO based
taxonomy. This finding is in line with Hattie and Purdie (1994). In Hattie and Purdie (1994), the SOLO
taxonomy also yielded higher inter-rater reliability in the analysis of the cognitive levels of the multiple
choice questions. The results of ilhan and Cetin (2016) and Cetin, Boran and Yazici (2014) on rater’ views
based on SOLO taxonomy support this study’s findings. ilhan and Cetin (2016) analysed the teacher
ratings of student responses to open ended questions on the basis of the SOLO based rubrics and the
teachers' views of the rubrics. The teachers reported that the SOLO taxonomy had clear and intelligible
levels. Similarly, in another study by Cetin et al. (2014), student responses to open-ended physics
questions were rated by three raters on the basis of SOLO-based rubrics. All of the three raters reported
that the objectivity of the SOLO taxonomy was high.

The results of Chan et al. (2002) differ from this study. Chan et al. (2002) analysed inter-rater
reliability for SOLO and Bloom's taxonomy-based rubrics. They found that Bloom's taxonomy based
rubrics had a higher correlation coefficient than SOLO-based rubrics. The difference between this study
and Chan et al. (2002) could be attributed to unfamiliarity with the SOLO taxonomy and the difficulty in
using it (Leung, 2000), although it has clear and intelligible levels. Since Bloom's is a more renowned
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taxonomy among researchers and teachers (Ari, 2013), the same difficulty is not expected for Bloom's
taxonomy. In this study, the indicator verbs corresponding to both taxonomies' levels were explained to
the experts and possible effects related to unfamiliarity with the taxonomies were eliminated.

Analysis of residual variance percentages in G analysis found that in SOLO-based classifications,
random error was low, and in RBT-based classifications, the residual variance explained a significant
portion (1/4) of the total variance. Residual variance gives information about the random error
influencing the measurement and is expected to be as close to zero as possible (Gller & Tasdelen-Teker,
2015). Therefore, unlike SOLO-based taxonomy, RBT is more open to random error. In other words, in
RBT-based classifications, experts may assign the assessment questions to different levels in a non-
systematic way and factors other than experts could influence the measurement results to a greater
extent because RBT yields more random error than SOLO based classifications.

Finally, SOLO-based classifications were found to have higher G and Phi coefficients than those of
RBT. In alternative D studies, it was calculated that the reliability coefficients obtained by a single expert
in SOLO taxonomy could be produced by five or six experts in RBT. These results indicate that, in the
analysis of cognitive levels of the assessment questions, the SOLO taxonomy yields more reliable and
generalizable measures than RBT.

Limitations & Recommendations

This study makes the following contributions to the literature: it focuses on specific points not
addressed by previous studies that compared SOLO and RBT, and instead of classical test theory, G
theory was used. It should be noted that there a number of limitations to the study. The limitations of
the study and further research recommendations can be listed as follows: first, this research is limited to
the comparison of SOLO and RBT taxonomies. Studying different taxonomies (Haladyana, Marzano, Fink,
Dettmer, MATH) for detecting the cognitive levels of curriculum components can be suggested; second,
the assessment questions of the social studies and science and technology courses were used to
compare SOLO and RBT, and using the assessment questions of two different courses contributes to the
generalizability of its findings. The fact that social studies and science and technology courses have a
broad-field design (the social studies includes the history and geography courses while biology,
chemistry, and physics courses are integrated into general science) makes the findings obtained largely
independent of any discipline. However, further related research should involve different disciplines
such as mathematics and foreign languages.
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Tiirkge Siiriim

Girig

Egitim siUrecinde yapilan 6lgme degerlendirme c¢alismalarinin temel amaci, 6grenme hedeflerine
ulasihp ulasilmadigini belirlemek ve ulasildiysa s6z konusu hedeflerin ne diizeyde gergeklestigini ortaya
koymaktir. Dolayisiyla 6lgme ve degerlendirme c¢alismalarinda dikkat edilmesi gereken temel husus,
oOlgllecek oOgrenme ciktilarinin programda yer alan hedefler ile uyumlu olmasidir. Bu uyumun
saglanabilmesi, 6§renme hedeflerinin herkes tarafindan ayni sekilde anlasilmasini saglayacak agiklikta
tanimlanmasina ve gdzlenebilir performanslar seklinde ifade edilmesine bagldir. Ogretim hedeflerinin
acik bir bicimde tanimlanmasi ve gozlenebilir 6§renme ¢iktilarina dénisturilmesinde taksonomilerden
faydalaniimaktadir. Taksonomiler, varliklarin basitten karmasiga ve birbirinin 6n kosulu olacak bicimde
asamali olarak siniflandirilmasidir. Program gelistirme alaninda ise taksonomi; istendik davranislarin
kolaydan zora, somuttan soyuta ve hiyerarsik bir yapida siralanmasi anlamini tasimaktadir (S6nmez,
2004). Alanyazinda farkli ders ve konu alanlarina yonelik olarak gelistiriimis Bloom, SOLO, Haladyana,
Marzano, Fink ve Dettmer gibi cok sayida taksonomi bulunmakla birlikte, bunlardan 6zellikle SOLO ve
Bloom arastirmacilarin en sik kullandigi iki taksonomi olarak karsimiza ¢gikmaktadir (Ari, 2013).

SOLO Taksonomisi

Gozlenebilir 6grenme ciktilarinin yapisi (structure of observed learning outcomes) olarak tanimlanan
SOLO taksonomisi, 1982 yilinda Biggs ve Collis tarafindan ortaya konmustur. Bu taksonomi; cografya,
matematik, fen bilimleri, yabanci diller gibi farkh disiplinlerde (Braband & Dahl, 2009; Jones, Collis, &
Watson, 1993; Lucas & Mladenovic, 2009; Pegg & Tall, 2004), hem 6grencilerin performanslarinin
degerlendirilmesinde (Biggs, 1979) hem de kazanimlar, 6grenme etkinlikleri ve degerlendirme
sorularinin bilissel diizeylerinin incelenmesinde (Fensham & Bellocchi, 2013; Gezer & ilhan, 2014; Gezer
& ilhan, 2015) siklikla kullanilan bir modeldir. SOLO taksonomisi bes diizeyli bir yapiya sahiptir.
Taksonomiyi olusturan dizeyler ile bu dizeylerin temel 6zellikleri Tablo 1’de sunulmustur.

Tablo 1.
SOLO Taksonomisinin Diizeyleri ile Bu Diizeylerin Temel Ozellikleri .
Diizeyler Ozellikleri m
Yapi Uzerinde caligilan konu ile ilgili 6grenilenler yanlistir ya da o E e
Oncesi herhangi bir sey 6grenilmemistir. v g T

e - - E & E 3
Tek YonlU Yapi  Uzerinde galisilan konunun tek bir yéniine odaklanilir. £ 659
Cok Yonli Uzerinde calisilan konunun iki ya da daha fazla yonii anlasilir & £ ;go ]
Yapi fakat parcalar arasinda iliski kurulamaz. ﬁ» % € %
iliskisel Uzerinde calisilan konunun farkli yénleri birbiri ile iliskilendirilir, ;é = %
Yapi bu sayede tutarli bir bitin elde edilir. ?% < _,C':} §D
Soyutlanmis Mevcut bilgilerin o6tesinde akil yiritilebilir ve genellemelere E ol
Yapi ulasilabilir. Farkh bir alana transfer edebilme s6z konusudur. & A

"(Cetin & ilhan, 2016)

Tablo 1’de goruldigu Gizere SOLO taksonomisi; yapi oncesi, tek yonli yapi, ¢ok yonla yapi, iliskisel
yap! ve soyutlanmis yapi olmak tzere bes dizeyden olusmaktadir (Biggs, 1996; Biggs & Collis, 1982;
Biggs & Tang, 2007). Ogrencilerin performanslarinin degerlendirilmesinde bu bes diizeyin tamami esas
alinirken,  program  6gelerinin  siniflandirilmasinda  yapi  6ncesi basamagl gbéz oOninde
bulundurulmamaktadir. Clinkli herhangi bir 6grenmenin mevcut olmadigl yapi 6ncesi diizeyinin aksine
program o6gelerinin timi alt diizeyde de olsa bir 6grenmeye karsilik gelmektedir. Buna bagh olarak
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kazanimlarin ve degerlendirme sorularinin bilissel seviyeleri incelenirken yapi éncesi basamagi dikkate
alinmamakta; analizler tek yonll, ¢ok yonli, iliskisel ve soyutlanmis yapir diizeyine gore
gerceklestirilmektedir.

Bloom Taksonomisi

Bloom taksonomisi, Bloom tarafindan 1956 yilinda bilissel alana yonelik 6grenme hedeflerinin
siniflandiriimasi amaciyla gelistirilmis, Anderson ve Krathwohl tarafindan 2001 yilinda revize edilmistir
(Anderson & Krathwohl, 2001; Krathwohl, 2002). Bu degisikligin ardindan, Bloom taksonomisinin orijinal
formu ile giincellenmis halinin birbirinden daha net bir bicimde ayirt edilebilmesi icin yapilan
calismalarda orijinal Bloom taksonomisi ve Revize Edilmis Bloom Taksonomisi (REBT) seklinde bir
adlandirmaya gidilmistir. Bu ¢alismada Bloom taksonomisinin Anderson ve Krathwohl tarafindan (2001)
yenilenen formu esas alinmis ve galisma boyunca gilincellenen Bloom taksonomisini ifade etmek igin
REBT seklinde bir adlandirma kullanilmistir. REBT, bilgi ve bilissel siire¢ boyutu olmak Uzere iki ayr
boyutta ele alinmaktadir (Ndsstrém, 2008; Turgut & Baykul, 2012). Bu ayrima esas teskil eden nokta ise
yanit aranan sorudur. Bilgi boyutunda 6grenciler ne biliyor sorusuna yanit aranirken; bilissel siireg
boyutunda 6grenciler nasil diisiiniiyor sorusu cevaplanmaya calisiimaktadir (Demirel, 2012; Anderson &
Krathwohl, 2001). REBT’nin bilgi boyutu, dért bilgi tiriinden olusmaktadir. Bunlar olgusal, kavramsal,
islemsel ve Ust bilissel bilgidir. Bilissel slire¢ boyutu ise basitten karmasiga dogru hatirlama, anlama,
uygulama, analiz, degerlendirme ve yaratma (olusturma) seklinde siralanmaktadir (Anderson &
Krathwohl, 2001; Krathwohl, 2002). Bu calismada REBT ile SOLO taksonomilerinin karsilastiriimasi
amaglandigindan ve SOLO taksonomisi sadece bilissel siire¢ boyutundan meydana geldiginden, arastirma
kapsaminda REBT'nin vyalnizca bilissel slire¢ boyutu (zerinde durulmus; bilgi boyutuna ise yer
verilmemistir. REBT'de bilissel slire¢ boyutunu olusturan diizeyler ve bu dizeylerin temel 6zellikleri
Tablo 2’de sunulmustur.

Tablo 2.

REBT’nin Diizeyleri ile Bu Diizeylerin Temel Ozellikleri”.

Diizeyler Ozellikleri u

Hatirlama Uzun sireli bellekten bilgiyi geri cagirma. ©
Sozll, yazih ve grafik iletisimi iceren 6gretici mesajlardan =

Anlama S N © =
anlam ¢ikarma ve konuya iliskin farkl 6rnekler verme. £ 3

Uygulama Verilen bir durumda uygun islemi kullanma ve uygulama. e %
Materyali bilesenlerine ayirma, pargalarin birbiriyle ve S g

Analiz materyalin genel yapisiyla nasil bir iliski icerisinde oldugunu § -
belirleme. 35

Degerlendirme Kriter ve standartlara dayali olarak karar verme/yargida E;’gb
bulunma. L 3
Orijinal bir Girin olusturma veya tutarh bir bitin olusturmak a

Yaratma

<

icin pargalari bir araya getirme.

"(Krathwohl, 2002)

Tablo 2’de gorildigi Uzere REBT'yi olusturan dizeyler; hatirlama, anlama, uygulama, analiz,
degerlendirme ve yaratma seklinde adlandiriilmaktadir. Bu diizeylerden hatirlama, anlama ve uygulama
alt bilissel siiregleri; analiz degerlendirme ve yaratma basamaklari ise Gst biligssel stiregleri meydana
getirmektedir (Krathwohl, 2002).

SOLO ve Bloom Taksonomilerinin Karsilastiriimasi

ilgili alanyazin tarandiginda SOLO ve Bloom taksonomilerinin kullanildigi ¢cok sayida arastirma (Orn.;
Alsaadi, 2011; Bagdat & Anapa-Saban, 2014; Basol, Balgalmis, Karl, & Oz, 2016; Caliskan, 2011; Dindar &
Demir, 2006; Goger & Kurt, 2016; Gokler, Aypay, & Ari, 2012; Ozdemir & Goéktepe-Yildiz, 2015; Peter &
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Alberto, 2013; Tarman & Kuran, 2015; Zorluoglu, Kizilaslan, & So6zbilir, 2016) bulundugu fakat bu
taksonomilerin karsilastirildigi ¢alismalarin son derece sinirli oldugu gorilmektedir. SOLO ve Bloom
taksonomilerinin karsilastirlmasina donik ¢alismalar incelendiginde ulagilan sonuglar arasinda bir
tutarhlik bulunmadigi anlasilmaktadir. Ornegin, Hattie ve Purdie’nin (1994) arastirmasinda SOLO
taksonomisinin Bloom taksonomisine gére daha giivenilir oldugu seklinde bir sonuca ulasiimisken; Chan,
Tsui, Mandy ve Hong (2002) tarafindan yapilan ¢alismada Bloom taksonomisinin SOLO taksonomisine
kiyasla daha guvenilir sonuglar Grettigi belirlenmistir. Alanyazinda SOLO ve Bloom taksonomilerinden
hangisinin daha glvenilir sonuglar verdigine iliskin net bir gorisiin bulunmayisi bu konuda yeni
arastirmalara ihtiyac oldugunu disiindiirmektedir.

Arastirmanin Amaci ve Onemi

Bu arastirmada, degerlendirme sorularinin bilissel diizeylerinin tespitinde SOLO taksonomisi ve
REBTye dayali siniflamalarin glvenirliklerinin karsilastiriimasi amaclanmaktadir. Bu amag c¢ergevesinde;
degerlendirme sorularinin bilissel diizeyleri icin SOLO taksonomisi ile REBT’ye goére yapilan siniflamalarin
glvenirliklerinin genellenebilirlik kuramina gore incelenmesi ve elde edilen sonuglarin karsilastirilip
hangi taksonominin daha giivenilir sonuglar verdiginin belirlenmesi hedeflenmektedir. Bilindigi lzere,
benzer amaglarla ileri surtilmus degisik modellerin karsilastirilmasi ve karsilastirilan modeller arasindaki
ortak noktalarin veya farkliliklarin saptanmasi bilimin temel islevlerinden biridir (Dogan, 2002). Benzer
veya ayni amaca hizmet etmesi igin gelistirilmis birden fazla kuram ya da model olabildiginden bilimin
ilerleyebilmesi icin ileri strilen farkli modellerin karsilastiriimasi ve bu modellerin birbirlerine gore
Ustunluk/zayifliklarinin incelenmesi gerekmektedir (Atilgan, 2004). Bu baglamda, egitim alaninda siklikla
kullanilan iki taksonominin karsilastiriilmasinin hedeflendigi bu ¢alismanin bilimsel bir islevinin olacagi
ongorilmektedir. Buna ek olarak, iki kuraminin karsilastirilmasiyla degerlendirme sorularinin biligsel
diizeylerinin tespitinde uzmanlar arasinda ortak bir anlayis olusturma konusunda hangi taksonominin
daha islevsel oldugu belirlenebilecektir. Bu yoniyle arastirmanin uygulamaya donik katkilar sunmasi da
beklenmektedir.

Bu arastirma cesitli agilardan konu ile ilgili alanyazinda bulunan onceki calismalardan farkhlik
gostermektedir. Hatti ve Purdie (1994) tarafindan yapilan arastirma, SOLO ve Bloom taksonomilerinin
karsilastirilmasina yonelik alanyazinda rastlanan ilk c¢alismadir. Hattie ve Purdie’nin (1994)
arastirmasinda 30 6gretmene coktan se¢meli 19 soru yoneltilerek bu sorularin bilissel dizeylerini SOLO
ve Bloom taksonomisinin basamaklari dogrultusunda incelemeleri istenmistir. Calismada ayni sorulari
O0gretmenlerden 15’i SOLO taksonomisine gore incelerken diger 15 6gretmen Bloom taksonomisini
temele alarak degerlendirmistir. Arastirma sonucunda Bloom taksonomisi ile karsilastirildiginda SOLO
taksonomisinde 6gretmenler arasindaki uyumun daha yiksek oldugu tespit edilmis ve bu bulgu SOLO
taksonomisinin Bloom taksonomisine gore daha glvenilir oldugu seklinde yorumlanmistir. Bu
arastirmayi Hattie ve Purdie’nin (1994) calismasindan farkli kilan &zellikler su sekilde agiklanabilir. ilk
olarak Hattie ve Purdie’nin (1994) yaptigI arastirmada, tek bir disipline yonelik coktan segmeli 19 soruya
yer verilmistir. Ancak SOLO ve Bloom taksonomilerine gore gerceklestirilen siniflandirmalarin gesitli
disiplinler ve degisik tirdeki sorular (acik uclu, eslestirme, bosluk doldurma, dogru-yanlis) Gizerinde farkli
sonuglar dogurabilecegi distiniilmektedir. Bundan dolayi iki taksonominin karsilastiriimasinda farkli
disiplinlere yonelik degisik tlrdeki sorularin kullanilmasi 6énemli gorilmektedir. Bu ¢alismada SOLO
taksonomisi ve REBT, Sosyal Bilgiler ve Fen Bilimleri dersi olmak (izere iki ayri disiplin ile farkh tlrdeki
degerlendirme sorulari (zerinden karsilastirildigindan arastirmanin alanyazina katki saglamasi
beklenmektedir. Ayrica, Hattie ve Purdie (1994) tarafindan yapilan ¢alismada degerlendirme sorularinin
SOLO ve Bloom taksonomilerinin dlzeylerine gére incelenmesinde farkli 6gretmenler gorev almistir.
Dolayisiyla Hattie ve Purdie’nin (1994) calismasinda, SOLO taksonomisine iliskin glvenirligin Bloom
taksonomisi icin hesaplanan glvenirlikten daha yiksek ¢ikmasi, taksonomilerin kendisinden
kaynaklanmis olabilecegi gibi iki taksonomiye gore yapilan siniflamalarda ayni 6gretmenlerin gorev
almamasindan da kaynaklanmis olabilir. Bu arastirmada ise SOLO ve Bloom taksonomisine iliskin
siniflandirmalar ayni uzmanlar tarafindan yapilacagindan, iki taksonomi arasinda bir fark belirlenmesi
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durumunda bunun degerlendirme sorularinin bilissel diizeylerini inceleyen uzmanlardan degil
taksonomilerin kendisinden kaynaklandigi daha net bir bicimde ortaya konulabilecektir.

SOLO ve Bloom taksonomilerinin gilivenirliklerinin karsilastirilmasina yoénelik ikinci bir ¢alisma Chan
vd. (2002) tarafindan yapilmistir. Chan vd. (2002) tarafindan yapilan arastirmada SOLO ve Bloom
taksonomisinin dizeyleri referans alinarak olusturulmus rubriklerde puanlayicilar arasi glivenirlik
incelemistir. Yapilan incelemede, Bloom taksonomisine dayali rubriklerde puanlayicilar arasi glvenirlik
SOLO temelli rubriklere kiyasla daha yiiksek bulunmustur. Bu arastirma ile Chan vd.'nin (2002)
galismasinin farklilastigi noktalar sdyle siralanabilir. Oncelikle Chan vd. (2002) tarafindan yapilan
¢alismada, SOLO ve Bloom taksonomisi program 6gelerinin siniflandiriimasinda kullanilmamis, bu
taksonomilere dayal rubriklerin glvenirliklerinin incelenmesine odaklaniimistir. Bundan dolayi, Chan
vd.’nin (2002) calismasinda SOLO ve Bloom taksonomilerinin givenirliklerine iliskin elde edilen
bulgularin bu taksonomilerin degerlendirme sorularinin bilissel diizeylerinin belirlenmesinde kullanildigi
cahismalar icin gegerli olup olmayacagi bilinmemektedir. SOLO taksonomisi ve REBT’nin gilivenirliklerinin
degerlendirme sorularinin bilissel dizeylerinin tespiti agisindan incelenecek olmasi bu arastirmayi Chan
vd.’nin (2002) ¢alismasindan farkli kilmaktadir.

Son olarak, hem Hattie ve Purdie (1994) hem de Chan vd.’nin (2002) yaptigi ¢alismada hata kaynagi
olarak sadece uzmanlar/puanlayicilar alinmistir. Hattie ve Purdie (1994) tarafindan yapilan ¢alismada
degerlendirme sorularinin bilissel diizeylerini analiz eden uzmanlar arasindaki uzlasma basit uyum
yuzdesi ile incelenmistir. Chan vd. (2002) tarafindan yapilan arastirmada ise SOLO ve Bloom
taksonomisine dayali rubrikleri kullanarak degerlendirme yapan puanlayicilar arasindaki glvenirligin
belirlenmesinde Pearson korelasyon katsayisindan yararlanilmistir. S6z konusu c¢alismalardan farkh
olarak bu arastirmada iki taksonominin givenirlikleri genellenebilirlik (G) kuramina gore incelenmistir.
Dolayisiyla ¢alismada uzman kaynakli hatalarin yani sira tesadifi hatalar da belirlenmistir. Boylelikle
arastirma bulgulari, SOLO taksonomisi ve REBT’nin hangisinde uzmanlar arasindaki uyumun daha fazla
oldugunu gostermesinin yani sira hangi taksonominin tesadifi hatalardan etkilenmeye daha agik oldugu
hakkinda da bilgi sunmaktadir. Ayrica ¢alismada G kurami kullanildigindan, arastirmada gorev alan
uzman sayisinin arttirilmasi ya da azaltilmasi durumunda SOLO taksonomisine ve REBT'ye dayali
glvenirlik degerlerinin nasil degistigi belirlenmistir. Bu sayede arastirma sonuglari, degerlendirme
sorularinin bilissel diizeylerinin SOLO taksonomisine ve REBT’ye gore incelendigi calismalarda en uygun
glvenirlik degerlerine en az ka¢ uzman ile ulasilabilecegi ya da uzman sayisinin arttiriimasinin is gictinde
yaratacagi kaybin givenirlikte saglayacagi kazanca deger olup olmadigi gibi sorulara cevap olabilmistir.
Siralanan tim bu hususlar sebebiyle, arastirmanin alanyazina onemli katkilarinin olacagi tahmin
edilmektedir.

Yéntem
Arastirma Deseni

Bu calisma betimsel bir arastirma niteligindedir. Betimsel arastirmalarda ne ve nasil sorularina cevap
aranir. Bu arastirmalar herhangi bir midahaleye yer vermeksizin olanin oldugu gibi ortaya konulmasi
esasina dayanir (Kumar, 2008). Betimsel ¢alismalarda arastirmanin amaci dogrultusunda anket, gézlem,
gorisme ya da dokiiman analizi gibi farkli yollarla toplanmis verilerden yararlanilabilmektedir (Anderson
& Arsenaut, 2005; Erkus, 2011). Bu ¢alisma kapsaminda, verilerin elde edilmesinde dokiiman analizi
tekniginden faydalaniimistir. Belge tarama seklinde de isimlendirilen bu teknigin ilk asamasi, arastirma
konusu ile ilgili bilgi iceren materyallerin toplanmasidir (Karasar, 2009). Toplanan belgelerin belli
oOlgitlere sahip olus dizeyi bakimindan incelenmesi ise dokiiman analizindeki ikinci asamadir (Yildirm &
Simsek, 1999). Dokiman analizinde oldukca gesitli belgeler incelenebilmektedir. Bu belgeler; kitap,
dergi, gazete, glinliik, resmi yayin ve istatistikler gibi yazili materyaller olabildigi gibi konuyla ilgili film,
video veya fotograflar gibi sesli/goriintuli kayitlar da olabilmektedir (Cansiz Aktas, 2014).
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Veri Kaynagi

Aragtirmanin veri kaynagini; 2015 yilinda Milli Egitim Bakanligi tarafindan basilan Yedinci Sinif Sosyal
Bilgiler Ders Kitabi ile ayni yil Yildirim Yayincilik tarafindan basilan Sekizinci Sinif Fen ve Teknoloji Ders
Kitabindaki degerlendirme sorulari olusturmaktadir. Calisma kapsaminda Sosyal Bilgiler Ders Kitabindan
18'i (%18.37) dogru-yanhs, 11'i (%11.22) eslestirme, 43’G (%43.88) coktan se¢meli ve 26’si (%26.53)
yaniti sinirlandirilmis veya uzun yanith agik uglu madde tiriinde olmak Uzere toplam 98 degerlendirme
sorusu incelenmistir. Fen ve Teknoloji Ders Kitabindan ise 198 degerlendirme sorusu analiz edilmistir.
Analizi yapilan degerlendirme sorularinin 41’i (%20.71) dogru-yanhs, 45’i (%22.73) eslestirme, 76’si
(%38.38) coktan se¢meli ve 36’sl (%18.18) yaniti sinirlandiriimis ya da uzun yanith agik uglu madde
tirindedir.

Verilerin Kodlanmasi

Calismada degerlendirme sorularinin bilissel diizeylerinin belirlenmesinde ikisi egitim programlari ve
ogretim, biri 6lcme degerlendirme alanindan toplamda (¢ uzman gorev almistir. Uzmanlar, Sosyal
Bilgiler ile Fen ve Teknoloji ders kitabindaki degerlendirme sorularini hem SOLO taksonomisinin hem de
REBT’nin diizeylerine gore siniflandirmistir. Yapilan siniflandirmalarda SOLO taksonomisinin ve REBT’nin
dizeylerine iliskin temel ozellikler ile bu taksonomilerin diizeyleri i¢in tanimlanan gosterge fillerden
yararlaniimigtir. S6zi edilen gosterge fiillere Tablo 3’te yer verilmistir.

Tablo 3.
SOLO Taksonomisi ve REBT’nin Gésterge Fiilleri.

SOLO Taksonomisi®

Tek yonliu Ezberlemek, tanimlamak, adlandirmak, eslestirmek, hatirlamak, aktarmak, ¢izmek,

yapl resmetmek, taklit etmek, tanimak.

Cok yonliu Siniflandirmak, listelemek, tartismak, gostermek, segmek, basit hesaplamalari

yapl yapmak, anlatmak, rapor etmek, ayirmak, 6zetlemek.

iliskisel Uygulamak, karsilastirmak, tahmin etmek, ayirt etmek, organize etmek, analiz

yapl etmek, X ve Y gibi bilinmeyenler arasindaki iliskileri hesaplamak, yorumlamak,
gbzden gecirip yeniden yazmak, yapilandirmak, cevirmek/doénustirmek, ¢cikarimda
bulunmak.

Soyutlanmis Hipotez kurmak, genellemelere varmak, olusturmak, yansitmak, bir teori ortaya

yapl koymak, icat etmek, orijinal bir Grtin/¢6ziim yolu gelistirmek, farkl bir alana
transfer etmek, ispatlamak.

REBT’

Hatirlama Adlandirmak, listelemek, hatirlamak, aktarmak, saymak, numaralandirmak, se¢mek,
cizmek, resmetmek.

Anlama Eklemek, agiklamak, acikliga kavusturmak, gdstermek, eslestirmek, tahminde
bulunmak, benzerlik ya da farkhliklari agiklamak.

Uygulama Hesaplamak, ¢6zmek, ihtiyaca gore diizenlemek, islem basamaklarini takip etmek,
dizenleyerek aktarmak, kabataslak ¢izmek.

Analiz Ayirmak, 6zetlemek, ana hatlariyla belirtmek, parcalayip incelemek, éncelik sirasina

Degerlendirme

Yaratma

koymak, sadelestirmek, kategorilere ayirmak, test etmek, en uygun hale getirmek,
¢ikarim yapmak.

Degerlendirmek, kanitlamak, yargida bulunmak, savunmak, éneride bulunmak.
Organize etmek, bitin olusturmak, tasarlamak, yeniden diizenlemek, uyarlamak,
harmanlamak, kesfetmek, insa etmek, kurmak.

! (Biggs & Tang, 2011), *(Thompson, 2012)
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Tablo 3’te SOLO taksonomisinin yapi oncesi diizeyi yer almamaktadir. Bu durum, yapi éncesi diizeyde
herhangi bir 6grenmenin olmamasi ve dolayisiyla bu dizeye karsilik gelebilecek bir goésterge fiilin
bulunmamasindan kaynaklanmaktadir (Cetin & ilhan, 2016). Bu nedenle, calismada degerlendirme
sorularinin biligsel seviyeleri incelenirken yapi dncesi dizeyi dikkate alinmamis; siniflandirmalar SOLO
taksonomisinin tek yonli, ¢ok yonld, iliskisel ve soyutlanmis yapi diizeylerine gore yapilmistir.

Verilerin Analizi

Arastirmada; Sosyal Bilgiler ile Fen ve Teknoloji Ders Kitaplarindaki degerlendirme sorulari ti¢ uzman
tarafindan SOLO taksonomisi ve REBT’nin diizeylerine gore siniflandirildiktan sonra, elde edilen veriler G
kuramina gore analiz edilmistir. G kurami (Cronbach, Gleser, Nanda, & Rajaratnam, 1972), klasik test
kuraminin bir uzantisidir (Brennan, 2003; Huang, 2009). G kurami istatistiklerinde, 6grencilerin test
puanlarina iliskin varyansin degiskenlige katki sagladigi diisiinilen bilesenlere ayrilmasi icin ANOVA’dan
yararlaniimaktadir (Renkl, 1993). Daha acik bir ifadeyle G kurami analizlerinde 6grencinin test puanlarina
iliskin varyansin; gercekten 6grencilerin yetenek dizeylerinin farkli olmasindan kaynaklanan, puanlayici
ve madde gibi farkh degiskenlik kaynaklarinin etkisiyle olusan, 6grenciler ile gesitli degiskenlik kaynaklari
arasindaki etkilesim sonucunda ortaya ¢ikan, farkh degiskenlik kaynaklari arasindaki etkilesimden dolayi
olusan, tanimlanamayan degiskenlik kaynaklarinin etkisiyle agiga ¢ikan varyansa ve tesadifl hatalara
ayrilmasi amaglanmaktadir. Bu amaci gergeklestirmek icin ise kosulan model ANOVA’dir (Taylor &
Pastor, 2013). Ancak G kuraminda geleneksel ANOVA uygulamalarindan farkli olarak, kareler
ortalamasinin anlamhhgina degil; varyans bilesenlerinin blyklGgline odaklaniimaktadir (Bell, 1985).

G kuraminin anlasilabilmesi, kuramin temelinde yer alan bir takim kavramlarin bilinmesine baglidir.
Olgme objesi, yiizey, kosul, capraz ve yuvalanmis desen, genellenebilirlik (G) ve karar (K) calismalari,
genellenebilirlik ve guvenirlik katsayilari G kuraminin kendine 6zgl terminolojisini olusturan temel
kavramlar arasinda yer almaktadir. Olcme objesi, 6lgme calismasinin hedefi durumundaki degiskenlik
kaynagidir. Tum 6lgme g¢alismalarinda 6lgme objesini olusturan bilesenlerin birbirinden etkili bir bicimde
ayirt edilmesi; bir baska deyisle, 6l¢me objesine iliskin varyansin yliksek olmasi istenmektedir. Pek ¢ok
6lgme durumunda sinava giren adaylar (bireyler) 6lgmenin objesi konumundadir (Giiler, Kaya-Uyanik, &
Tasdelen-Teker, 2012). Ancak, bu arastirmada durum biraz farklidir. Calismada degerlendirme
sorularinin bilissel dizeylerinin belirlenmesi ve bilissel dizeyleri farkli olan sorularin birbirinden ayirt
edilmesi amaclandigindan degerlendirme sorulari 6lgmenin objesini olusturmaktadir. G kuraminda
o6lgme objesi disinda 6lgme sonuglarinda farklilasmaya sebep olan degiskenlik kaynaklari yiizey ve
yiizeylere ait diizeylerin her biri kosul olarak tanimlanmaktadir. Ornegin, puanlayicilar 8lgme
sonuglarinda hataya neden olabilen bir degiskenlik kaynagi ise puanlayici bir ylizey ve bu yiizeyde yer
alan, birinci, ikinci... ve n. puanlayicinin her biri birer kosuldur (Mushquash & O’Connor, 2006). Bu
calismada, degerlendirme sorularinin bilissel dizeylerini inceleyen uzmanlar 6lgme isleminin ylzeyi
durumundadir ve arastirmada (i¢ uzman gorev aldigindan bu ylizeydeki kosul sayisi tgtdr.

Genellenebilirlik kurami istatistikleri, analizde kullanilan desen agisindan ¢apraz desenler (crossed
designs) ve yuvalanmis desenler (nested designs) olmak Uzere iki kategoride incelenmektedir (Cardinet,
Johnson, & Pini, 2010). Analizde yer alan herhangi bir yiizeyin bitlin kosullarinin bir baska ylizeyin bitin
kosullarini etkiledigi desenler ¢apraz desen olarak tanimlanmaktadir. Herhangi bir yiizeyin kosularindan
bazilarinin, bir baska ylizeyin bazi kosullarinca gozlemlendigi desenler ise yuvalanmis desen olarak
adlandirimaktadir (Kumazawa, 2009). Caprazlanmis desenler “x” ile gosterilirken; yuvalanmis desenler
“” ile temsil edilmektedir (Brennan, 2003). Ornegin, bireylerin matematik performansinin
degerlendirilmesinin amacglandigi bir 6lcme isleminde, bireyler “b” ve 6lgme isleminde kullanilan
matematik testindeki maddeler “m” ile ifade edilmis olsun. Burada, tim 6grencilerin ayni maddeleri
cevaplandirmalari durumunda, c¢apraz bir desen s6z konusu olmakta ve bu desen “b x m” olarak
gosterilmektedir. Ayni dlgme islemi igin 6grencilerin her birinin farkli maddelerden sorumlu olmasi ise
yuvalanmis desene karsilik gelmekte ve boyle bir desen “ b : m” seklinde tanimlanmaktadir (Hathcoat &
Penn, 2012). Bu arastirmada, Sosyal Bilgiler ile Fen ve Teknoloji Ders Kitabindaki degerlendirme sorulari
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bilissel dizeylerine gore siniflandirilirken, sorularin (s) tamami arastirmada goérev alan her li¢ uzman (u)
tarafindan da incelenmistir. Dolayisiyla ¢alismada G kurami analizleri, “s x u” g¢apraz desenine gére
gerceklestirilmistir.

G kurami analizleri birbirinden ayri fakat iliskili iki adimdan meydana gelmektedir (Sun, Valiga, & Gao,
1997). G kurami analizlerinin ilk adimini G, ikinci adimini ise K ¢alismalari olusturmaktadir (Shavelson &
Webb, 1991). G galismalarinin amaci, élgme evreni ile ilgili olan varyans bilesenleri hakkinda tahminler
elde etmektir (Brennan, 2001). Bir baska deyisle G ¢alismalari, gozlemlerin genellenebilirligini etkileyen
degiskenlik kaynaklarina iliskin bilgi edinmek amaciyla gergeklestirilir (Alkharusi, 2012). G kurami
analizlerinin ikinci adimini K galismalari olusturmaktadir. K galismalarinda, G ¢alismasindan elde edilen
tahminler kullaniimaktadir (Webb, Shavelson, & Haertel, 2006). Bu adimda yeni gozlemler yapilmasi
veya tekrar veri toplanmasi s6z konusu degildir (Murray, 1984). K ¢alismalarinin amaci, hata varyansini
tanimlayip glvenirlik katsayisini tahmin ederek (Stora, Hagtvet, & Heyerdahl, 2013), madde, puanlayici
ya da o6lgme aracinin uygulanma sayisinin degistirilmesi durumunda givenirligin nasil degisecegini
belirlemektir (Mabe, 2013). Buna gore, K calismalari “Belirli bir ylizeydeki kosul sayisi arttirilirsa ya da
azaltiirsa, olgme islemine farkh kaynaklardan karisan hatalar ve o6lgme isleminin glvenirligi nasil
degisir?” sorusunu yanitlamak amaciyla gerceklestirilen bir galismadir (Briggs & Wilson, 2007). K
¢alismalari sayesinde, 6lgme islemine karisacak hatayr minimum dizeye indirip glivenirligi maksimum
dlzeye ¢ikaracak alternatif tasarimlarin etkililigi degerlendirilir (Webb et al. 2006). Bu arastirmada G
galismasiyla 6lgme sonuglarina iliskin varyans; i) degerlendirme sorularinin biligsel diizeylerinin farkli
olmasindan kaynaklanan varyansa, ii) degerlendirme sorularinin bilissel dizeylerini inceleyen
uzmanlardan kaynaklanan varyansa ve iii) degerlendirme sorulari ile uzman etkilesiminin tesadufi
hatayla birlikte olusturdugu artik varyansa ayrilmistir. K calismasi kapsaminda ise degerlendirme
sorularinin bilissel diizeylerini inceleyen uzman sayisinin bir, iki, dort, bes ve alti oldugu alternatif
senaryolarda glivenirlik degerlerinin nasil degistigi test edilmistir.

G kuramina iliskin bir diger 6nemli kavram genellenebilirlik (G) ve glivenirlik katsayisi (Phi) ayirimidir.
G kuraminda, glivenirligi belirlemede bagil ve mutlak olmak Uzere iki tir karar vermenin s6z konusu
oldugu dikkate alinmakta ve bagil degerlendirmeler icin G, mutlak degerlendirmeler icin Phi katsayisi
hesaplanmaktadir (Atilgan, 2005). Dolayisiyla ¢alismada degerlendirme sorularinin bilissel diizeyleri igin
SOLO taksonomisine ve REBT’ye gore yapilan siniflamalarin givenirligi incelenirken hem G hem de Phi
katsay! rapor edilmistir. Arastirmada G kuramina iliskin analizlerin tamaminda EduG paket programi
kullantimstir.

Bulgular

Bu bélimde arastirmada ulasilan bulgulara yer verilmistir. ilk olarak, Yedinci Sinif Sosyal Bilgiler Ders
Kitabindaki degerlendirme sorularinin ¢ uzman tarafindan SOLO taksonomisine ve REBT'ye gore
siniflandiriimasiyla elde edilen veriler analiz edilmistir. Caprazlanmis desen (s x u) ile gergeklestirilen G
calismasi sonucunda kestirilen varyans bilesenleri ve bu bilesenlerin toplam varyansi agiklama yiizdeleri
Tablo 4’te sunulmustur.

Tablo 4’teki bulgulara gore, degerlendirme sorusu ana etkisi i¢in kestirilen varyans bileseninin toplam
varyans igerisindeki orani SOLO taksonomisine gére yapilan siniflamada %95.30, REBT’ye gére yapilan
siniflamada ise %71.60 olarak bulunmustur. Bu degerler hem SOLO taksonomisine hem de REBT’ye gére
vapilan siniflamada toplam varyansa katkisi en yliksek olan varyans bileseninin degerlendirme sorusu
ana etkisine ait oldugunu gostermektedir. Degerlendirme sorusu ana etkisinin ardindan uzman ana etkisi
icin kestirilen varyans bilesenleri incelenmistir. SOLO taksonomisine gore yapilan siniflamada uzman ana
etkisine iliskin varyans degeri —.00028 olarak bulunmustur.

G kuraminda teorik olarak tim varyans bilesenlerinin pozitif olmasi beklenmektedir (Cardinet et al.
2010). Buna karsin uygulamada; orneklem vyetersizligi, hatali bir modelin kullanilmasi veya evren
degerinin gercekten sifir ya da sifira yakin olmasi gibi sebeplerle negatif varyans bilesenleriyle
karsilasilabilmektedir (Chiu, 2001).
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Tablo 4.
Sosyal Bilgiler Ders Kitabindaki Degerlendirme Sorularinin SOLO Taksonomisine ve REBTye Goére
Siniflandiriimasiyla Elde Edilen Veriler i¢in Kestirilen Varyans Bilesenleri.

Kareler Kareler Varyans Varyans

Taksonomi Varyansin Kaynagi Toplami sd Ortalamasi Bilegeni Yiizdesi
SOLO Degerlendirme sorusu (s) 187.21 97 1.93 .63 95.30
Uzman (u) .01 2 .00 .00° .00

sxu,e 5.99 194 .03 .03 4.70

Toplam 193.21 293 100

REBT Degerlendirme sorusu (s) 409.73 97 4.22 1.26 71.60
Uzman (u) 11.07 2 5.53 .05 3.00

sxu,e 86.93 194 .45 .45 25.50

Toplam 507.73 293 100

" Negatif (—.00028) varyans bilesenlerine sifir degeri atanmistir.

Varyans bilesenleri arasinda, negatif ama sifira yakin bir deger gozlendiginde ilgili varyans bileseninin
sifir olarak alinmasi o6nerilmektedir. Negatif ve sifirdan uzak bir varyans bileseninin gozlenmesi
durumunda ise veri setinde hata olup olmadiginin kontrol edilmesi tavsiye edilmektedir (Webb, Rowley,
& Shavelson, 1988). Arastirmada, SOLO taksonomisine dayali siniflamada uzman ana etkisi igin
hesaplanan negatif varyans sifira oldukg¢a yakin oldugundan s6z konusu varyans icgin sifir degeri atanmis
ve sonrasinda hesaplanan varyans bilesenlerinin toplam varyans icerisindeki yizdelerine bakilmistir.
Tablo 4’te gorildugi Gzere, SOLO taksonomisine gore yapilan siniflamada uzmanlara iliskin varyansin
toplam varyans igerisindeki etkisi %.00 olarak saptanmistir. REBT’ye gore yapilan siniflamada ise toplam
varyansin %3.00’Unlin uzman ana etkisinden kaynakladigi tespit edilmistir.

G kuraminda 6lgme objesi ile analizde islem goren yiizeylerin tamaminin etkilesimine ait varyans
degeri, tanimlanamayan degiskenlik kaynaklariyla birlikte artik varyansi meydana getirmektedir
(Shavelson & Webb, 1991). Bu galismada, degerlendirme sorulari 6lgmenin objesi ve uzmanlar analizde
islem goren tek ylzey oldugundan “s x u, e” varyansi, artik varyansa karsilik gelmektedir. Tablo 4’teki
artik varyans oranlarina bakildiginda SOLO taksonomisine dayali siniflandirmalarda %4.70 iken; REBT'ye
gore yapilan siniflamada %25.50 oldugu goriilmektedir.

Varyans bilesenlerinin kestirilmesinden sonra, Sosyal Bilgiler Ders Kitabindaki degerlendirme
sorularinin ¢ uzman tarafindan SOLO taksonomisinin ve REBT’nin diizeylerine gore analiz edilmesiyle
elde edilen veriler i¢cin G ve Phi katsayilari hesaplanmistir. Orijinal veriler igin kestirilen G ve Phi
katsayilari, degerlendirme sorularinin bilissel diizeylerinin belirlenmesinde gérev alan uzman sayisinin
arttirlhp azaltilmasina iliskin alternatif senaryolar karsisinda hesaplanan G ve Phi katsayilari ile birlikte
Tablo 5’te sunulmustur.

Tablo 5.
Sosyal Bilgiler Ders Kitabindaki Dedgerlendirme Sorularinin SOLO Taksonomisine ve REBT’'ye Goére
Siniflandiriimasiyla Elde Edilen Veriler i¢in Alternatif Karar Calismasinda Kestirilen G ve Phi Katsayilari.

G ve Phi Uzman Sayisi
Taksonomi Katsayilari 1 2 3 4 5 6
SOLO G .95 .98 .98 .99 .99 .99
Phi .95 .98 .98 .99 .99 .99
REBT G 74 .85 .89 .92 .93 .94
Phi 72 .83 .88 .91 .93 .94

Tablo 5’e gore; Sosyal Bilgiler Ders Kitabindaki degerlendirme sorularinin bilissel diizeyleri icin SOLO
temelli siniflamalarda hesaplanan G ve Phi katsayilari, REBT'ye dayali olarak yapilan siniflamalara ait G ve
Phi katsayilarindan daha ylksek bulunmustur. Alternatif karar calismalarina iliskin bulgular, uzman
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sayisinda yapilan degisikliklerin G ve Phi katsayilari tizerinde olusturdugu etkinin SOLO taksonomisine
dayali siniflandirmalarda REBT esas alinarak yapilan siniflandirmalara gore ¢ok daha kiglk oldugunu
ortaya koymaktadir.

Sosyal Bilgiler Ders Kitabi'ndaki degerlendirme sorularinin bilissel diizeylerinin tespitine iligskin veriler
G kuramina gore analiz edildikten sonra, benzer islemler Sekizinci Sinif Fen ve Teknoloji Ders Kitabindaki
degerlendirme sorularinin bilissel diizeylerinin siniflandirilmasiyla elde edilen veriler Gzerinden
gerceklestirilmistir. Bu sayede SOLO taksonomisi ile REBT’den hangisinin daha givenilir olduguna iliskin
ulasilacak sonuglarda bilissel diizeyleri incelenen degerlendirme sorularinin tek bir derse ait olmasindan
dolayi olusabilecek sinirliliklarin 6niline gegilmesi hedeflenmistir. Fen ve Teknoloji Ders Kitabindaki
degerlendirme sorularinin bilissel dizeylerine yonelik olarak (g farkli uzman tarafindan yapilan
siniflandirmalar ¢aprazlanmis desene (s x u) gore analiz edilmistir. Analizler G ve K ¢alismasi seklinde iki
adimda yaratilmastir. Analizin ilk adimi olan G galismasinda, varyans bilesenleri ve her bir varyans
bileseninin toplam varyans icerisindeki ylzdesi hesaplanmistir. Hesaplanan degerler Tablo 6’da
sunulmustur.

Tablo 6.
Fen ve Teknoloji Ders Kitabindaki Degerlendirme Sorularinin SOLO Taksonomisine ve REBT’ye Gére
Siniflandiriimasiyla Elde Edilen Veriler i¢in Kestirilen Varyans Bilesenleri.
Kareler Kareler Varyans Varyans
Taksonomi Varyansin Kaynagi Toplami sd Ortalamasi  Bileseni Yiizdesi
SOLO Degerlendirme sorusu (s) 251.83 197 1.28 42 92.80
Uzman (u) .04 2 .02 .00’ .00
sXxu,e 12.62 394 .03 .03 7.20
Toplam 264.50 593 100
REBT Degerlendirme sorusu (s) 285.60 197 1.45 .43 73.50
Uzman (u) 3.84 2 1.92 .01 1.50
sXxu,e 58.16 394 .15 .15 25.00
Toplam 347.60 593 100

" Negatif (—.00005) varyans bilesenlerine sifir degeri atanmistir.

Tablo 6’daki bulgulara gore, degerlendirme sorusu ana etkisi igin kestirilen varyans bileseni SOLO
taksonomisine dayali siniflamada %92.80’lik bir oranla toplam varyans igerisinde en yiiksek paya sahiptir.
Benzer sekilde, REBT kullanilarak yapilan siniflamada degerlendirme sorusu ana etkisi %73.50’lik bir oran
ile toplam varyans icerisindeki en buyik bileseni temsil etmektedir. Tablo 6’da, degerlendirme sorusu
ana etkisinin altinda uzman ana etkisi icin kestirilen varyans bilesenleri yer almaktadir. Bu varyans
bilesenlerinin toplam varyans icerisindeki oranlari, SOLO taksonomisine gére yapilan siniflamada %.00;
REBT’ye gore yapilan siniflamada ise %1.50 olarak hesaplanmistir. Artik (s x u, e) varyans bilesenleri,
SOLO taksonomisine dayali siniflamada toplam varyansin %7.20’lik bir bélimUn{ olustururken; REBTye
dayali siniflamada toplam varyansin %25.00’lik bir kismini meydana getirmektedir.

Fen ve Teknoloji Ders Kitabindaki degerlendirme sorularinin bilissel diizeylerinin SOLO
taksonomisinin ve REBT'nin dlizeylerine gore incelenmesiyle elde edilen veriler (zerinden
gerceklestirilen K ¢alismasi sonuglari Tablo 7’de sunulmustur. Tablo 7’de, calismadaki orijinal uzman
sayisi (lg¢) icin hesaplanan G ve Phi katsayilar;; uzman sayisinin bir, iki, dort, bes ve alti oldugu
senaryolarda kestirilen G ve Phi katsayilariyla bir arada verilmistir.

Tablo 7’de gorildugi gibi, G¢ uzmanin Fen ve Teknoloji Dersi degerlendirme sorularinin bilissel
diizeyleri icin SOLO taksonomisi kullanilarak yaptiklari siniflamalarda G ve Phi katsayilari .97 degeri ile
birbirine esit bulunmustur. REBT’ye dayal siniflamada ise G ve Phi katsayilari sirasiyla .90 ve .89
seklindedir. Alternatif K calismalarina iliskin bulgulara bakildiginda SOLO taksonomisine dayall
siniflamalarda tek bir uzman icin G ve Phi katsayilarinin .93 olarak hesaplandigi, uzman sayisi arttirildikca
G ve Phi katsayilarinin da arttig1 ve alti puanlayici icin .99 olarak elde edildigi gorilmektedir. REBT'ye
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dayali siniflandirmalarda ise tek bir uzman igin hesaplanan G ve Phi katsayilari sirasiyla .75 ve 73 olarak
kestirilmistir. Uzman sayisi arttikga G ile Phi katsayilarinin arttigi belirlenmis, en biyik artigin ise uzman
sayisinin birden ikiye ¢iktigi 6l¢me kosullarinda gozlendigi tespit edilmistir.

Tablo 7.
Fen ve Teknoloji Ders Kitabindaki Degerlendirme Sorularinin SOLO Taksonomisine ve REBT’ye Gére
Siniflandiriimasiyla Elde Edilen Veriler icin Alternatif Karar Calismasinda Kestirilen G ve Phi Katsayilari.

G ve Phi Uzman Sayisi
Taksonomi Katsayilari 1 2 3 4 5 6
SOLo G .93 .96 .97 .98 .98 .99
Phi .93 .96 .97 .98 .98 .99
REBT G .75 .85 .90 .92 .94 .95
Phi 73 .85 .89 .92 .93 .94

Tartisma ve Sonug

Bu arastirmada, degerlendirme sorularinin bilissel dlizeylerinin tespiti icin SOLO taksonomisi ve REBT
kullanilarak yapilan siniflamalara iliskin veriler G kuramina gore analiz edilmistir. G ¢alismasi sonucunda,
her iki taksonomide de degerlendirme sorusu ana etkisi igin kestirilen varyans bilesenlerinin toplam
varyans icerisinde en blylk paya sahip oldugu belirlenmistir. Arastirmada, degerlendirme sorulari
6lgmenin objesi konumunda olup 6lgme objesi igin kestirilen varyansin toplam varyans igerisinde en
biylk paya sahip olmasi istenilen bir durumdur (Giler et al. 2012). Dolayisiyla degerlendirme sorularinin
bilissel dlzeylerinin belirlenmesinde SOLO taksonomisi ve REBT'den hangisi kullanilirsa kullanilsin
sorularin bilissel dizeyleri arasindaki farkhliklarin ortaya konulabildigi séylenebilir. Ancak arastirmada
degerlendirme sorusu ana etkisine ait varyans yizdesinin SOLO temelli siniflamada REBT kullanilarak
yapilan siniflamaya kiyasla daha yiksek oldugu goézden kagirilmamalidir. Degerlendirme sorusu ana
etkisine ait varyans yizdeleri arasinda SOLO taksonomisinin lehine bir fark olmasi, SOLO taksonomisinin
degerlendirme sorularinin bilissel dizeylerinin tespitinde daha etkili bir model olduguna isaret
etmektedir.

Arastirmada degerlendirme sorularinin bilissel diizeyleri icin hem SOLO temelli hem de REBT’ye gore
yapilan siniflamalarda uzman ana etkisinin toplam varyans icerisinde kiglk bir ylizdeye karsilik geldigi
saptanmistir. Bu bulguya dayanarak degerlendirme sorularinin biligssel diizeylerinin tespitinde ister SOLO
taksonomisi isterse REBT kullanilsin uzmanlarin sorulari atadiklari biligsel diizeyler arasinda 6nemli
farkliliklarin ~ bulunmadigr  ifade edilebilir.  Uzmanlardan kaynaklanan varyans bilesenleri
karsilastirildiginda iki taksonomi arasinda kiigiik de olsa bir fark bulundugu ve uzmanlar arasindaki
uyumun SOLO taksonomisinde REBT’ye gore daha yiiksek oldugu sonucuna varilmistir. Bu bulgu Hattie
ve Purdie (1994) tarafindan yapilan calismanin sonuglari ile értlismektedir. Hattie ve Purdie’nin (1994)
vaptigi calismada, c¢oktan se¢meli sorularin bilissel dizeyleri SOLO taksonomisine dayali olarak
belirlendiginde uzmanlar arasindaki uyumun Bloom taksonomisinin kullanildigi siniflamalara gére daha
yiiksek oldugu saptanmistir. ilhan ve Cetin (2016) ile Cetin, Boran ve Yazic'nin (2014) SOLO
taksonomisine dayali rubrikler hakkindaki puanlayici gérislerini inceledikleri galismalarin sonuglari da bu
arastirmadan elde edilen bulgulari destekler niteliktedir. ilhan ve Cetin (2016) acik uglu sorulara verilen
6grenci cevaplarini SOLO taksonomisine dayali rubrikler ile puanlayan o6gretmenlerin bu rubrikler
hakkindaki goruslerini analiz etmistir. Calismaya katillan Ogretmenler SOLO’nun acgik ve anlasilir
diizeylerden olusan bir taksonomi oldugu yoninde goris bildirmistir. Benzer sekilde, Cetin vd. (2014)
tarafindan yapilan ¢alismada 6grencilerin acik uclu fizik sorularina verdikleri cevaplar (i¢ 6gretim elemani
tarafindan SOLO temelli rubrikler yardimiyla puanlanmistir. Calismada her Ui¢ 6gretim elemani da SOLO
taksonomisinin objektifligi yiksek bir model oldugunu ifade etmistir.

Chan vd. (2002) tarafindan yapilan ¢alismanin sonuglari ise bu arastirmada ulasilan bulgulardan
farkhlik gostermektedir. Chan vd. (2002), SOLO ve Bloom taksonomilerine dayali rubriklerde
puanlayicilar arasi glivenirligi incelemistir. Calismada Bloom taksonomisine gore olusturulan rubriklerde
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puanlayicilar arasi korelasyon katsayisinin SOLO temelli rubriklere goére daha yilksek oldugu sonucuna
ulagilmistir. Bu arastirmadan elde edilen bulgular ile Chan vd.’nin (2002) galismasinda ulasilan sonuglar
arasindaki fark, SOLO taksonomisi acik ve anlagilir diizeylerden olusmasina ragmen bu taksonomiye
asina olmayan kisilerin taksonomiye uygun puanlama yapmakta zorlanmasiyla (Leung, 2000) ilgili
olabilir. Bloom ise arastirmacilar ve egitimciler tarafindan taninirigi daha ylksek bir taksonomi
oldugundan (Ari, 2013) bahsi gecen durumun Bloom taksonomisi i¢in ortaya ¢ikmasi daha zayif bir
ihtimal olarak gorilmektedir. Bu arastirmada; uygulama 6ncesinde degerlendirme sorularinin bilissel
diizeylerini inceleyen uzmanlara, her iki taksonominin dizeyleri ve dizeylere karsilik gelen gosterge
fiiller ana hatlariyla agiklanarak taksonomilerin uzmanlar tarafindan taninirliklarinin farkli olmasindan
dolayi olusabilecek etkiler kontrol altina alinmaya ¢alisilmigtir.

G calismasinda hesaplanan artik varyans yizdeleri incelendiginde SOLO taksonomisine dayal
siniflandirmalarda tesaddifi hatanin disik oldugu, REBT esas alinarak yapilan siniflamalarda ise toplam
varyansin dortte birlik gibi 6nemli bir kisminin artik varyanstan olustugu tespit edilmistir. Artik varyans,
olgme islemine karisan tesadifi hata miktari hakkinda bilgi vermekte ve sifira olabildigince yakin olmasi
istenmektedir (Giller & Tasdelen-Teker, 2015). Buna gore, SOLO taksonomisi ile karsilastirildiginda
REBT'nin tesadiifi hatalara daha agik bir model oldugu ifade edilebilir. Bir baska deyisle REBT kullanilarak
gerceklestirilen siniflamalarda, uzmanlarin sistematik olmayan bir sekilde degerlendirme sorularini farkh
dizeylere atamasi ve/veya uzmanlar disinda baska faktorlerin de 6lgme sonuglarini etkilemesi daha olasi
bir durumdur. Yani degerlendirme sorularinin biligsel diizeylerinin tespitinde REBT kullanildiginda
kaynagi bilinmeyen faktorlerden dolayr o6lgme islemine karisan hata miktari SOLO temelli
siniflandirmalara gore daha yiksek ¢ikmaktadir.

Son olarak, SOLO taksonomisine dayali siniflandirmalar i¢in hesaplanan G ve Phi katsayilari, REBT
esas alinarak yapilan siniflandirmalara ait G ve Phi katsayilarindan daha yiiksek bulunmustur. Alternatif K
¢alismalarinda, SOLO taksonomisinde tek bir uzman ile elde edilen givenirlik degerlerini REBT nin
yaklasik bes ya da alti uzman ile Uretebildigi saptanmistir. Tim bu sonuglar, degerlendirme sorularinin
biligsel diizeylerinin belirlenmesinde SOLO taksonomisinin REBT’ye gore genellenebilirligi ve glivenirligi
daha yiksek olgimler Urettigini gostermektedir.

Sinirliliklar ve Oneriler

SOLO taksonomisi ve REBT’nin karsilastirilmasina yonelik alanyazindaki ¢alismalarda ele alinmayan
bazi noktalar Gizerinde durmasi ve konuyla ilgili dnceki ¢alismalarda kullanilan klasik test kuramina dayali
yontemlerden farkh olarak G kuramina goére ydratilmis olmasi, bu arastirmayi alanyazina katki
saglayacak 6zglin bir calisma haline getirmektedir. Bununla birlikte, arastirmanin bir takim sinirliliklarinin
bulundugu gbz ardi edilmemelidir. Calismanin sinirhliklari ve bu sinirliliklarin asilmasina yonelik ileri
arastirma onerileri su sekilde siralanabilir: Oncelikle bu arastirma, SOLO taksonomisi ve REBT’nin
karsilastirilmasi ile sinirlandiriimistir. Bu kapsamda, program 6gelerinin bilissel diizeylerinin belirlenmesi
amaciyla gelistirilmis olan farkli taksonomiler (Haladyana, Marzano, Fink, Dettmer, MATH) igin benzer
calismalarin yapilmasi 6nerilebilir. ikinci olarak, bu arastirmada SOLO taksonomisi ve REBT nin
glvenirliklerinin karsilastiriimasinda Sosyal Bilgiler ile Fen ve Teknoloji dersine yonelik degerlendirme
sorulari kullanilmistir. Arastirmada tek bir derse yonelik degerlendirme sorulari yerine iki farkli derse ait
degerlendirme sorularinin kullaniimis olmasi, ¢alismadan elde edilen bulgularin genellenebilirligine katki
saglamaktadir. Sosyal Bilgiler dersinin Tarih ve Cografya, Fen ve Teknoloji dersinin Fizik, Kimya ve Biyoloji
disiplinlerini iceren genis alanli bir tasarima sahip olmasi da SOLO taksonomisi ile REBT’nin giivenirligine
iliskin ulasilan bulgular biyik 6lclide disiplinden bagimsiz hale getirmektedir. Ancak yine de Matematik
ve Yabanci Diller gibi calismaya dahil edilmeyen farkli disiplinler tizerinde bu tur bir ¢calismanin yapilmasi
onerilebilir.
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Introduction

The problems related to training of school administrators are largely due to the program and course
contents (Coffin, 1997; Donaldson, 2008; Drago-Severson, Asghar, Blum-DeStefano, & Welch, 2011;
Hoff, Yoder, & Hoff, 2006; Petzko, Clark, Valentine, & Hackmann, 2002; Young, Crow, Murphy, & Ogawa,
2009, p. 4) or the methods and techniques used in the training process (Agaoglu, Gultekin, & Cubukgu,
2002; Celep, Ay, & Gogus, 2010; Copland, 2000; Celik, 2002; Hallinger, 2005, pp.211-212; Korkmaz,
2005; Oyman & Turan, 2014; Ozmen, 2002; Recepoglu & Kiling, 2014; Sisman & Turan, 2002; Yavas,
Akiizim, Tan, & Ugar, 2014; Young et al., 2009, p. 14). In particular, the fact that the programs organized
for the professional development of school administrators are mainly based on theoretical knowledge,
develops only the theoretical knowledge of the administrators and undermines their implementation
aspects (Agaoglu et al., 2002; Chapman, 2005; Darling-Hammond, LaPointe, Meyerson, Orr, & Cohen,
2007; Hallinger & Lu, 2011; Simsek, 2002; Versland, 2013; Yan & Catherine Ehrich, 2009). Thus,
theoretically gained knowledge may fail to resolve (be able to resolve) many administrative problems
occurring in the administration process (Bridges & Hallinger, 1995, 2017; Hallinger, 1992, 1999).
Therefore, the use of effective methods and techniques- for individuals who are different from each
other in every aspect- and the application of different teaching-learning approaches is very important in
the programs to be organized for the training of school administrators (Bridges & Hallinger, 1995, 1996;
Darling-Hammond et al., 2007). At this point, problem based learning (PBL), which is recommended for
use in adult education, is one of the strongest approaches that can be used in the training of school
administrators.

One of the reasons for why the Problem Based Learning (PBL) gained an increasing popularity among
learning and teaching methods is that PBL is a learner-centered and powerful learning approach. In this
context, PBL is based on four basic principles: being constructive, self-oriented, cooperative and
contextual (Dolmans, De Grave, Wolfhagen, & Van der Vleuten 2005; Jong, Verstegen, Tan, & O’Connor,
2013). Bridges and Hallinger (1992), Copland (1999), Donaldson (2008), Smith (2005) and Tanner, Keedy
and Galis (1995) state that PBL is an ideal approach and should be used in the training of school
administrators as it strengths the connection between theory and practice. PBL is an approach that will
allow school administrators to meet earlier the actual administrative problems to be encountered in the
future, to create a solid cognitive basis for the solution of these problems and to improve their skills by
applying the knowledge they have acquired. PBL which is commonly used as an adult education
approach can make up for the missing points of the administrator training programs by its strengths
such as improving individuals' skills of problem solving, applying the solution, leadership skills that
facilitate collaboration, emotional capacity, attitudes towards the profession and self-directed learning
skills (Savin-Baden, 2003, p. 208). However, it can be said that it would be more useful to support PBL by
innovative methods - including training environments, processes and tools- in order to increase its
effectiveness in administrator training programs. Savin-Baden (2007, p. 10) states that a PBL which is
used as a hybrid model would be more effective and flexible compared to a simple PBL model. Uden and
Beaumont (2006; p. 209) assert that the integration of PBL's student-centered, task-oriented, research-
based, collaborative learning features with technology would create more favorable training
environments.

Although it has been used in various forms for a long time, the use of web-based problem based
learning (WB-PBL) is a new approach (Savin-Baden, 2007, p. 7). The combination use of WBL and PBL can
further facilitate interdisciplinary learning and improve the sense of team. The interactive nature of the
courses where PBL is used with WBL ensures the integration of the discussion of learners with the
personal reactions of learners (Savin-Baden, 2003, p. 97). Additionally, "learner control" which is
important for the success of web-based learning is expected to be strengthened with PBL. In particular,
WB- PBL is an ideal learning approach for the training of employees who have lack of time or cannot
attend to face-to-face trainings (Jong et al., 2013).
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The use of WBL in administrator training programs provides many benefits (Oztiirk, 2013). For
instance, WBL provides suitable learning opportunities as its cost effectiveness and flexible/
independent of time and space-learning opportunities. The fact that it provides wide range of
educational resources, databases, electronic journals, software libraries and various links, supports the
active and dynamic learning environment and requires interactions that will enable learners to have
personally meaningful experiences are the other benefits of WBL (Al & Madran, 2004; Carswell &
Venkatesh, 2002; MacDonald, Stodel, Farres, Breithaupt, & Gabriel, 2001).

WBL has also been used for the professional development of the employees as well as different
purposes in many fields. The increasing workload of school administrators and the absence of
attendance obligation to the courses in postgraduate programs may limit the professional development
efforts of the school administrators (Jong et al., 2013; Kesim, 2009). The most important and best
characteristic of WBL, which is a different perspective of learning, is that it can provide solutions to
these problems and provide individuals with special needs or family responsibilities who cannot grow
away from the place of duty with educational and professional development (MacDonald et al., 2001;
MacDonald & Poniatowska, 2011) because the effectiveness of each training activity is associated with
compliance with individuals’ physiological, psychological and social features (Yazar, 2012).

In addition to benefits of WBL, there are also various problems and concerns. For instance, failure in
making the necessary preparations for the planning of the programs to be organized for training
administrators, insensitivities for the change in instructors' roles, poor quality in training, uncertainties
in the use of resources and materials, lack of the required technical expertise and the uncertainty of
access to technical support are main concerns. The lack of the use of technology, time pressure and
different responsibilities are the most important problems faced in the web-based training processes
(MacDonald et al, 2001).

The effectiveness of the PBL, which was used in the field of health for the first time, was tested in
web based environments, and it has been demonstrated by several studies that it provides important
contributions both in pedagogical and adult androgogical trainings. It has been found that the use of
WB-PBL has positive effects on learners' academic achievement and performance (Akin, 2010; Atan,
Sulaiman, & idrus, 2005; Cosar, 2014; Cakir, 2007; Cimen, 2010; Girsul, 2008; Giirsul & Keser, 2009;
Taradi, Taradi, Radi¢, & Pokrajac, 2005; Tsai, Lee & Shen, 2013), the persistence of learning (Cosar, 2014;
Cakir, 2007; Cimen, 2010; Oliver & Omari, 1999), critical thinking skills (Bigelow, 2014; Crawford, 2011;
Cosar, 2014; Cakir, 2007; Ozdemir, 2005; Taradi et al., 2005), problem-solving skills (Cosar, 2014;
Crawford, 2011; Gursul & Keser, 2009), communication skills and cooperation (Bigelow, 2014; Crawford,
2011; Gursul & Keser, 2009; Oliver & Omari, 1999) and attitude development (Cosar, 2014; Cakir, 2007;
Cimen, 2010).

PBL has a significant and positive effect on individuals' performance, learning and problem-solving
skills. When PBL is used together with WBL, it can play a facilitating role in structuring learners'
knowledge and in the process of cooperation. Because individuals are provided with effective,
stimulating, enjoyable and functional environments to learn and learners are ensured to increase their
cognitive awareness with the combination of both approaches (Oliver & Omari, 1999). Furthermore,
WB-PBL which is suggested especially for practice based studies such as clinical studies provides flexible
environment ensuring opportunities for discussing and participating, promoting autonomy and
becoming problems more meaningful (Crawford, 2011) and motivates the learners compared to a PBL
which is performed face to face (Edwards, Hugo, Cragg, & Peterson, 1999). According to Ozdemir (2005),
when web-based technologies are harmonized with PBL, they increase the motivation for students to
gain the targeted skills, provide their access to unlimited resources and ensure the development of the
necessary tools for the design of collaborative work environments. Thus, individuals who are far from
each other would have ability to develop solutions together in a problem-based environment.
Moreover, problems can be easily updated in the web environment.
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Problem Statement

In developed countries, despite the fact that important steps have been taken to train school
administrators, also there are various problems. Therefore the training of school administrators as
leaders has been investigated by many researchers since 1980s. In some studies school leader
preparation programs were presented as university-based and these programs were described as weak
and dysfunctional (Chu & Cravens, 2012; Bridges, 2012; Hallinger & Bridges, 2016) or many professional
development programs have been criticized as fragmented, out of date, incoherent, not sustained,
lacking in rigor, theoretical and not aligned with administrative practice (Hallinger, Shaobing & Jiafang,
2017; Staub & Bravender, 2014), lack of clinical experience, irregular or inadequate use of effective
learning technologies (Darling-Hammond et al., 2007; Simsek, 2002; Yan & Catherine Ehrich, 2009). For
this reason, after the middle of the 1980s there has been a shift from faculty-centered approaches to
student-centered approaches in school administrator training programs (McCarthy, 1999). Especially it is
advisable to use inductive and problem-based strategies fed from adult learning theory and school
realities in these approaches (Copland, 2000; Hallinger & Bridges, 2016; McCarthy, 1999).

PBL is described as a "promising approach to education management" by Hallinger and Bridges
(2007, p.25) since the PBL strategy, which is referred to as teaching, learning and curriculum innovation,
provides the ability for executive candidates to understand and solve the different kinds of problems
they will face in the future. For this reason, there are many studies in the literature on PBL in general,
and WB-PBL in particular. In these studies, PBL and WB-PBL were found to be effective on attitudes.
However, almost all of these surveys were conducted on individuals at the level of formal education.
Much of the research done on adults has been done in medicine. The originality of this research is
largely due to the use of PBL or WB-PBL approaches in assessing efficacy in the training of school
administrators. When the theoretical and practical aspects of education management are taken into
consideration, one of the most important problem areas in the literature is the training of school
administrators. In particular almost all of the research on methods and approaches that can be used in
administrator training are model proposal studies (Turhan & Karabatak, 2015a). However, there are few
experimental studies evaluating the effectiveness of these models.

Purpose of the Research

In the training sessions for the school administrators, it is essential to ensure that the experiences of
the participants are an important source for the educational process, to determine the contents and
method according to the needs and interests of the participants and to ensure that the education is
problem based not topic based and the whole responsibility is taken not only by the educators but also
by the learners (Altin & Vatanartiran, 2014; Huang, 2002; Huber, 2004; Kesim, 2009; Knowles, Holton, &
Swanson, 2005). Therefore, the scope of adult education should be take into account in training
programs which is commonly used in the fields of organizational development and administration. The
effectiveness of PBL which is suggested to be effective as an adult education approach (Lyotard, 1984:
cited by Jarvis, 2004, p.117; Knowles et al., 2005) and enable school administrators reach from practice
to theoretical knowledge (Crawford, 2011), but there are limited number of studies (Bigelow, 2004;
Brownell & Jameson, 2004; Hallinger & Lu, 2011; Sherwood, 2004; Smith, 2005) in the fields of
administration in general and education (Scott, 2014). Hallinger and Lu (2011) carried out the first
empirical study investigating the effectiveness of PBL, the instructional effectiveness of which is mostly
tested in the field of health, in management. In the quasi-experimental study, it was stated that there is
a need for more empirical studies that examine the effectiveness of PBL in the field of educational
administration. Therefore, the investigation of the usability of effective teaching approaches in
administrator training programs and the identification of a model the effectiveness of which has been
tested are considered as a problem to be solved and a gap for the literature. The most important
contribution of this study to the literature is the fact that the PBL approach, which is recommended for
the training of training administrators by many domain experts, is addressed as an experimental study.
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The aim of this study is to determine the effectiveness of a web based problem-based school
administrator training program in practice and the effect of training on participants' attitudes towards
web-based learning. For this purpose, answers to the following questions were sought in the research:

¢ Do the attitudes of those who participated in WB-PBSAT program towards WBL change before and
after the program?

e What is the effectiveness level of the WB-PBSAT program applied in terms of
qualifications/applications (content, methods and techniques)?

e What are the opinions of the participants regarding the advantages of the WB-PBL in school
administrator training program?

e What are the opinions of the participants regarding the problems encountered and disadvantages
(of the WB-PBL) that limit the effectiveness of the program?

Method

In the research, it was aimed to determine the effectiveness of a WB-PBSAT program in practice and
its effect on participants' attitudes towards web-based learning. In accordance with this aim, the mixed
method was used for data collection in the research. The mixed method is defined as a research design
alternative to quantitative and qualitative research designs (Creswell, 2009).

Experimental Design

The one-group pretest-posttest experimental design was used within the scope of the quantitative
dimension. The main aim in experimental designs is to reveal the cause-effect relationship between
variables. One group pretest-posttest design is the research design which is obtained by the measures of
the dependent variables of the subjects using the same subjects and the same measurement tools
before and after the application (Gravetter & Forzano 2012, p. 293; Johnson & Christensen, 2008, p.
334; LoBiondo-Wood, Haber, Cameron, & Singh, 2014, p. 225). The appearance of the experimental
design is presented in Table 1.

Table 1.
One-Group Pretest-Posttest Experimental Design.
Study Group Pretest Process Posttest
Experimental Attitudes Toward  Web based problem-based Attitudes Toward Web-Based
group Web-Based school administrator Learning Scale
Learning Scale training process Program Assessment Scale

As it is seen in Table 1, WB-PBSAT program was applied to the experimental group. ATWBL Scale was
used before and at the end of the training process to determine the participants' attitudes towards
WBL, and the Program Assessment Scale was at the end of the training process to evaluate the training
process. The focus group interviews which were carried out to determine the effectiveness of the
program and support the quantitative findings were conducted with the participants in the qualitative
dimension.

Study Group

The participants who constituted the study group of the research were determined by purposeful
sampling method. In purposeful sampling, the researcher decides on whom he will include in the
research (Cohen, Manion, & Morrison, 2005; Silverman, 2006; Yildirrm & Simsek, 2005). Therefore, the
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research was carried out with the participants who could effectively use the information and
communication technologies and had an easy access to the internet on a voluntary basis. Furthermore,
attention was paid to the fact that some of the participants in the experimental group had
administratorship experiences for the interaction in the group to be effective in accordance with the
nature of the PBL.

Formation of the groups: Before going into the experimental research process, participants in the
experimental group were divided into five sub-groups. The characteristics of the members and sub-
groups are presented in Table 2.

Table 2.
Formed Groups and Participant Characteristics.
Previously
participated in any
Number Number Participants had training related to
Experimental of Number of of Number administrative educational
Groups teachers administrators female of male experiences administration
Group 1 4 2 2 4 2 3
Group 2 6 1 3 4 3 3
Group 3 5 2 2 5 3 4
Group 4 4 2 2 4 3 3
Group 5 5 2 3 4 3 3
Total 24 9 12 21 15 16

As it is seen in Table 2, the experimental group consisted of a total of 33 participants. Of the people
in this group, 24 (73.00%) are teachers and 9 (27.00%) of them are administrators; 12 (36.00%) are
female and 21 (64.00%) of them are male. Participants are between 24-45 years of age and 16 (48.00%)
of people between the ages of 24-30 and 17 (52.00%) people between the ages of 31-45. In the
experimental group, while 15 participants had administrative experiences, 16 participants had
previously participated in any training related to educational administration.

While forming the groups, attention was paid to the fact that the groups had a homogeneous
structure among themselves and a heterogeneous structure within the group. Because the fact that the
groups have a heterogeneous structure in PBL is an important factor to make use of different sources,
knowledge and skills (Scott, 2014). Therefore, as it is seen in the table, the participants in the
experimental group were divided into 5 groups consisting of 6 or 7 people; and while forming the groups
criteria such as being a teacher, having administrative experience and having participated in in-service
training related to school administration were taken into account.

Planning of the WB-PBSAT Model and the Training Process

The program model which was developed by Turhan and Karabatak (2015b) was used in this study.
While developing the model, researchers benefited from the model which was proposed to be used to
raise educational leaders, and they created application-oriented model. The model proposed by Brazer
and Bauer (2013) is presented in Figure 1.
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Figure 1. Brazer and Bauer model for training of school administrators (Brazer & Bauer, 2013).

The model developed by Turhan and Karabatak (2015b) consists of three main stages: Determination
of the problems, problem-based learning process stage and reaching theoretical knowledge. WB-PBSAT
program model is presented in Figure 2.
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Figure 2. WB-PBSAT program model (Turhan & Karabatak, 2015b).

In Figure 2, the stage of determination of the problems is the stage of the model which constitutes
the beginning of the teaching and in which the training needs of school administrators are determined
and the problem scenarios are formed in accordance with these needs. Because urgent and current
issues should constitute the content of a problem-based training program. Therefore, both school
administrators and domain experts are asked for their opinions and problem scenarios are created in
line with the opinions taken in this stage.

In the problem-based learning process stage, participants try to solve the problems given to them
using and developing high level mental skills (such as deductive, inductive, simulation, analysis, and
synthesis). This stage is the stage of an intensive investigation, reaching the study and necessary
information. In this process, interactions are continuously carried out with the group friends and the
exchange of opinions and information is performed. New information is acquired and learning occurs in
the stage of reaching theoretical knowledge (Turhan & Karabatak, 2015b).
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Preparation of the scenarios: The real-life organizational problems experienced by the participants
with administrative experiences in the schools were examined within the frame of the ISLLC standards
(vision and mission in the educational organizations; school culture and climate; individuals and
resources in schools; external environment and cooperation with the public, ethics in education and
training; power and politics), and various case studies were examined by performing field scanning in
accordance with the opinions obtained (Karabatak & Turhan, 2015). Six current and actual
administrative problem scenarios were created by making use of the case studies created by Hoy and
Miskel (2005) and Okutan (2012).

Preparation of the training portal: Firstly, the learning management system through which the
training process would be carried out (LMS) was determined for the training to be presented to the
experimental group. Alternative LMSs were analyzed, and Moodle was preferred because of its smooth
and fast operation. Then, a web space named ole.firat.edu.tr was created. Finally, WB-PBSAT model was
customized to LMS and the web interface of the training portal was designed as in Figure 3.

( Y
Performing the pre-test Module 5 Module 6
Introductionjof theltraining Cooperation General Context
process
\ J
dé Y dé Y
Module 1 Module 4 Performing the posttest
Vision . Receiving opinions
Ethics .
Development regarding the program
\ J \ J
( Y ( Y
Module 2 Module 3
School Culture Human Resources
Management
\ J \ J

Figure 3. WB-PBSAT modules.

As it is seen in Figure 3, the training program was designed as a modular structure because a
modular structuring is needed in order to implement the PBL method (Onargan et al.,, 2004). Each
prepared scenarios were placed in each module included in the six-week training program. The
researchers conducted a preliminary study to determine the topics considered for each module
(Karabatak & Turhan, 2015). These modules were named as vision development, school culture, human
resources management, ethics, cooperation, and general context. Organizational problem scenarios
were prepared for each module by using the main themes of problems. The learning resources for each
module (videos, articles, lecture notes, presentations and database links) were placed below the
respective modules. Participants were also asked to fill out the pre-tests and post-tests before and after
the training process.

Training process: The training program was planned before starting the educational process. The
training which will take six weeks according to program has been planned to be carried out
asynchronously in the web based environment. In the problem-based training process, the subjects
were presented to the experimental group in modules with problem scenarios (scenarios prepared
according to the training needs of the participants). The research and investigation strategy was used in
the training process. Each subgroup in the experimental group was ensured to use problem solving and
discussion methods and to perform brainstorming.
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As described in the PBL process stage, each group tried to solve the problems given to them. In this
process, interactions are continuously carried out with the group friends and the exchange of opinions
and information is performed. Firstly, the facilitator presented scenarios (a scenario for each week) and
the scenario questions like “What is the most important problem (s) involved in the presented
scenario?", "Which method (s) can be used to solve this problem ", and "What is the best solution for
this problem scenario?" to each group. The facilitator wanted the participants to identify the problems
given in the scenario and solve the problem by taking advantage of their experience or knowledge. Each
group member made field research for the solution of the problem and tried to solve the problem (s) by
using high level mental skills such as induction, deduction, simulation, analysis, and synthesis. Group
members came together whenever they wanted to discuss the problems in the web-based environment.
Thus, everyone provided peer support by sharing information, materials, ideas and opinions with each
other. During this process, a facilator also followed each group separately. If it was necessary to
intervene in the discussion, the facilitator directed various questions to the group and intervened the
direction of the debate. In addition, during the discussion process, the group members benefited from a
variety of tips by sharing learning resources. After completing the discussion, the best way to answer the
questions and solve the problem was compiled by the group president, loaded into the training portal as
a final report, and shared by group members and the facilitator.

Data Collection Process and Tools

Attitudes Toward Web-Based Learning (ATWBL) Scale developed by Erdogan, Bayram and Deniz
(2007) was used in order to measure the participants' levels of attitudes towards WBL as the
quantitative dimension of the research was carried out with experimental design. The scale consisted of
26 items and two dimensions including the effectiveness of web based teaching (17 items) and
resistance against web based learning (9 items). The internal consistency of the scale was calculated as
.92. The goodness of fit indexes of the scale was determined to be acceptable as a result of the
confirmatory factor analysis. The internal consistency of the scale, which was used by Tekedere (2009),
was found to be .92. The internal consistency of the scale value was calculated as .94 in this study.

Program Assessment Scale was the other scale used in the research. This scale was used in the study
which was jointly carried out by Finance Project, WestEd and Stanford Educational Leadership Institute.
The scale which is in the Program Experiences section of the School Principal questionnaire consists of
three dimensions. Of the 19-items scale, 5 items aim to measure the leader focus of the program, 6
items aim to measure the reflection of the rich content and 8 items aim to measure the active and
student-centered teaching feature. Within the scope of the project, the reliability coefficients of the
scale were calculated as .80 for the leader focus dimension, as .92 for the rich reflection dimension and
as .89 for the active and student-centered teaching dimension (Darling-Hammond et al., 2007).

The validity and reliability processes were performed on a different study group before using in the
research because the original language of the Program Assessment Scale was English. Therefore,
language equivalency was firstly ensured. For language equivalency, the scale was translated into
Turkish by three academic members, two of them were from the field of training administration and one
of them was from outside the field. These translations were controlled by a domain expert and different
opinions were corrected by a common expression. The created Turkish form was translated into English
again by two different people who knew English to compare the items with the original versions. After
reaching a consensus that there was no difference between the Turkish and English forms, exploratory
factor analysis was performed to determine the factor structure of the scale and to reveal the construct
validity.

For the reliability and construct validity processes, the scale was applied to a total of 174 school
principals working in Elazig province. KMO and Bartlett tests were performed in order to test the
suitability of data for factor analysis. The obtained values were KMO = .93; Bartlett-test x2= 2683.65;
sd=171 (p=.00). The internal consistency value of the scale was calculated as .95.
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The scale has also been tested with CFA. For this, the compliance statistics are calculated for the
three latent variable (factorial) models specified on the original scale. When the fit indices were
examined, it was determined that the model for CFA showed acceptable adaptability (Simer, 2000;
Hayduk, 1987; Hair, Tatham, Anderson, & Black, 1998). (x2 / df = 2.64 NNFI = .95 IFl = .95 CFl = .95 SRMR
=.08, GFl =.74, AGFl = .67, RMSEA = .10).

Within the scope of the qualitative dimension of the research, focus group interview technique was
used at the end of the training process in order to confirm the data of the questionnaire and to reveal
the effectiveness of the training and the participants' perceptions, reactions and experiences (Yildirm &
Simsek, 2005, p.301) since PBL is a student-centered learning approach that requires the group
activities, and the group members need to evaluate the leader and each other in PBL (Davis & Harden,
1999). Therefore, focus group interviews were carried out in order to take participants' opinions on the
educational process, techniques and methods used and the changes occurring in them. Focus group
interview is a technique that focuses on discussion and communication between certain groups of
people in order to generate data about a predetermined topic. The focus group is formed to obtain a
rich content compiled from different perspectives, ideas, assessments and experiences regarding the
topic investigated (Bas & Akturan, 2008, p.103; Balci, 2011, p.175-178). In the focus group interviews,
questions in the Focus Group Interview Form were posed to the participants in the educational process
to evaluate the program they participated, the changes that occurred in themselves and the group
friends. 33 participants were divided into three focus groups, and the interviews were carried out on
different days suitable for the participants. Three different registering apparatus were used in the
interviews that took 45 to 60 minutes.

Data Analysis

Analysis of the quantitative data: SPSS 22 program was used while performing the analysis of the
data on the quantitative dimension of the research. The percentage and frequency techniques were
used in the analysis of demographic data. Both scales used in the research are 5 points Likert scale type.
The reliability and validity analyses were performed by applying on a different sample before using the
Program Assessment Scale in the research. Each item in the scale was scored from 1 (Never Met) to 5
(Greatly Met), and in the comparisons to be made in terms of averages, those between 1.00-1.80 were
interpreted as Never Met, those between 1.81-2.60 were interpreted as Partially Met, those between
2.61-3.40 were interpreted as Undecided and those between 3.41-4.20 were interpreted as Met and
those between 4.21-5.00 were interpreted as Greatly Met. In the ATWBL Scale, each item was scored
from 1 (Completely Disagree) to 5 (Completely Agree).

Kolmogorov-Smirnov test was performed to examine the normality of the data in the research.
Within the frame of the dimensions of the ATWBL, the findings regarding the normality distribution of
the data obtained from the experimental group are presented in Table 3.

Table 3.
Normality Distribution of Data Obtained from ATWBL Scale.

Kolmogorov-Smirnov

Dimensions Value N p

Effectiveness of the WBL Pretest 12 33 .20
Effectiveness of the WBL Posttest .14 33 .06
Resisting against WBL Pretest .15 33 .10
Resisting against WBL Posttest 11 33 .20

As it is seen in the Table 3, the data of the groups showed normal distribution in both dimensions of
the ATWBL scale. Therefore, dependent-groups t-test from normal parametric tests was used in order to
statistically reveal the differences between the participants' attitudes towards web-based learning.
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The significance level was taken as .05 in all statistical analyses. The effect sizes were also calculated
for the significant differences among the averages. Because the fact that the differences between the
averages of the samples were found significant does not guarantee that there is a strong relationship
between independent and dependent groups (Blyikoztirk et al., 2012, p.169). In other words, t-test
reveals whether there is a significant difference between two averages compared but does not provide
information about the size of this difference. Therefore, effect size should also be calculated as well as
the statistical significance (Pallant, 2011, p.201; Thalheimer & Cook, 2002). The effect size in the t-test
for dependent groups is the ratio of the t value calculated to the square root of the number of samples
(Can, 2013, p.136):

t
fd = —_
V(1)

Effect size is evaluated independently of the mark. The fact that the effect size d is .00 (zero) means
that the average is equal to the constant value with which it is compared. The effect is considered to be

very large if the value of d is above 1, to be large (big) if it is .80, to be medium if it is .50 and to be less
(small) if it is .20 (Cohen, 1992; Thalheimer & Cook, 2002).

Analysis of the qualitative data: The content analysis method was used for the analysis of data of
the qualitative dimension. The aim in the content analysis is to reach the concepts and relationships that
can explain the data collected. In the analysis process, the data in the writing and voice recording
formats were firstly converted into electronic forms. Then, the steps proposed by Balci (2011) for the
analysis of focus group discussions were followed. Therefore, group interviews were considered as a
whole and the analysis method recommended by Balci (2011, p.181) was followed:

e Each of the responses is encoded with the related theme by following the interview questions.
e Each code is given a name as the themes develop.

o New codes are created if the definition is not sufficient as the analysis continues.

e The codes which are used merely are placed under the appropriate category and expanded.

e This analysis method is circular, not linear.

e Coding is performed by a continuous comparison.

e This analysis is continued until there is not a new code or category.

The opinions and the assessments of those who participated in focus group interviews were divided
into codes, and then these encodings were confirmed as two main themes including "advantages" and
"problems encountered and their disadvantages" within the framework of research problems. How
many and from which group the participants expressed opinions, the expression style and
determination of the participant were examined while calculating the frequencies of the opinions of
each category since in the analysis of focus group interviews, not only the words used but also the
factors such as the wording of the participant, body language, determination, frequency of the
comments and by how many people the same or similar comments are made should be taken into
account (Bas & Akturan, 2008, p.108). Therefore, the frequency value specified by a group on an opinion
was calculated as the maximum number of participants in that group. During the analyses, focus groups
were encoded as FG1, FG2 and FG3, and the participants were encoded by the first letters of their name
and surname. Finally, the data were graphed by the MS-Excel program in order to reflect the
relationship between the groups, themes and categories in an understandable way.

One more researcher (academic member in the field of training administration) was included in the
processes of the analyzing data and coming to a conclusion to ensure the reliability of qualitative data of
the research. Invalid data (prejudices, misunderstandings, real or irrelevant data) were extracted before
performing the analysis of data. Afterwards, the researchers determined the agreement and
disagreement points and calculated the reliability rate by the analyses they performed. The following
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agreement percentage formula including P: Agreement percentage; Na: Amount of agreement; Nd:
Amount of disagreement was used to calculate the reliability rate (Bakeman & Gottman, 1997, p.60):

P x100

a
" Na+Nd (2)

As a result of the calculations made by means of the above agreement percentage formula, the
reliability rate of the Focus Group Interview Form was calculated as 91.00%. According to Miles and
Huberman (1994, p.64), the research is considered reliable when the calculated value is greater than
90.00%. Therefore, it was decided that the qualitative part of the research was sufficient in terms of
reliability.

Findings
Findings Regarding WBL

Whether there was a significant change in the pretest and posttest mean scores of the participants
in the experimental group on web-based learning was investigated for the purpose of obtaining the
findings regarding the research's question of “Do the attitudes of those who participated in WBL-PBL
program towards web based learning change before and after the program?”. Both dimensions of the
scale (effectiveness of the WBL and resisting against WBL) were addressed separately for this and the
necessary statistical analyses were performed. The comparison of the averages was made by
dependent-groups t-test because the data of the dimensions showed normal distribution. The obtained
results are given in Table 4.

Table 1.
Comparison of Pretest and Posttest Average Scores of ATWBL.

Test N X sd t df p

Effectiveness of the WBL Pretest 33 3.26 .82 -6.36* 32 .00
Effectiveness of the WBL Posttest 33 434 .50

Resisting against WBL Pretest 33 2.81 .84 4.85* 32 .00
Resisting against WBL Posttest 33 2.04 .65

*p<.05

As it is seen in the Table 4, a significant difference is seen between the pretest and posttest average
scores of the effectiveness of WBL dimension (ts; =-6.36; p<.05) and the resisting against WBL
dimension (t(3; =4.85; p<.05). The experimental group participants' opinions about the effectiveness of
WBL was increased from X=3.26 before the program to X=4.34 after the program, and their resistance
against WBL was decreased from X=2.81 to X=2.04. This situation indicates that the attitudes of the
participants in the experimental group towards web-based learning were changed in the positive
direction.

As a result of the analyses, it was observed that the effect size (d=1.11) of the significant difference
that emerged between the pretest and posttest averages of the experimental group regarding the
effectiveness of WBL was quite more, and the effect size (d=.84) of the significant difference that
emerged between the pretest and posttest averages regarding the resistance against WBL was more.

Findings Regarding the Effectiveness Level of the WB-PBSAT Program

The average scores and the standard deviation values regarding the dimensions of the Program
Assessment Scale which was used to answer the research question of "What is the effectiveness level of
the WB-PBSAT program applied in terms of qualifications /applications (content, methods and
techniques)?" are presented in Table 5.
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Table 5.

Average Scores of Program Evaluation Scale Dimensions.

Dimensions N X sd
Leadership-focused program content dimension 33 4.72 .38
Active, student-centered instruction dimension 33 4.39 .45
Reflection-rich program content dimension 33 4.57 .49

When the table was analyzed, participants expressed their opinions for the program's features of
being leadership-focused (X=4.72), active and student-centered instruction (X=4.15) and reflection rich
program content (X=4.57) at the level of "greatly met". When the obtained values are analyzed, it can
be said that the WB-PBSAT program was quite an effective program in the training process of the school
administrators.

Participants' Opinions on the Advantages of the WB-PBSAT Program

The question of "What do you think about the advantages of the WB-PBSAT program?" was posed to
the participants in order to determine the advantages of the training program organized, and their
opinions were taken. When the opinions on the answer to this question were analyzed, the data were
classified in 4 themes including the benefits and advantages it provides as an innovative approach, the
benefits and advantages it provides as an adult education approach, the benefits and advantages
provided by WBL and the benefits and advantages provided by the PBL. The benefits and advantages it
provides as an innovative approach theme and the categories related to this theme are shown in Figure
4,

BFGl mFG2 mFG3

Makes interest in the course keep alive 3 T 6

i

Provides permanence in leaming
Remarkable approach
Enjoyable approach

g requires critical thinking 9) T 6
8 Constructivist approach hd 1T S N
g Cooperative approach iy 7 B
Develops problem-solving skills IR e
Student-centered approach IR
More qualified approach than formal education ) 201
Enriches the learning environment
Alternative to classical method iy 1T 70
OPINION FREQUENCIES (F) ¢ 3 10 15 20 25 30 35

Figure 4.Participants' opinions on the benefits and advantages it provides as an innovative approach.

As it is seen in Figure 4, the fact that it provides permanence in learning, is remarkable and
enjoyable, it develops problem-solving skills and is a student-centered approach were the opinions that
all participants (f=33) agreed under the theme of its advantages as an innovative approach. Outside of
these opinions, participants stated that the approach used in the program was constructivist (f=30),
alternative to classical methods (f=19), requires critical thinking (f=22), makes interest in the course keep
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alive (f=18), cooperative (f=18), enriches the learning environment (f=12) and a more qualified approach
than formal education (f=8). The opinions that came to the forefront under the theme of its advantages
as an innovative approach are as follows:

The opinions that came to the forefront under the theme of its advantages as an innovative
approach are as follows:

“Ability to harmonize theory and practice, lead people to think critically, increase the permanence of
learning by making an effort” (FG1-YCE).

“It improves cooperation and supports peer-assisted learning. It leads to investigate (FG2-YB).

“We have achieved more effective learning than constructivist and formal education without stress,
without tension, by sitting at home, doing self-research and sharing with the group friends” (FG2-
AT).

“...I can say that it has encouraged to do research, learn and produce individual solutions ...” (FG2-
Ci).

“...it has made a significant contribution for the fact that there is a need for individuals who do not
memorize the information but who can reach information, can utilize the information and can achieve
new results by synthesizing them in the communication age in which we live” (FG3-ART).

The benefits and advantages it provides as an adult education approach theme and the categories
related to this theme are shown in Figure 5.

mFGl mFG2 mFG3

Providing social learning ST 7 ]
‘What has been learned can be transformed into behaviours ISy T [ 11 |

Addressing different issues in the same scenario R R

Learning what is needed [Ny 8 |
Benefiting from the experiences 8 [ [ |

CATEGORIES

OPINION FREQUENCIES (F) 0 5 10 15 20 25 30

Figure 5. Participants' opinions on the benefits and advantages it provides as an adult education
approach.

As it is seen in Figure 5, the opinions of the fact that what has been learned can be transformed into
behaviours (f=26), learning what is needed (f=20) benefiting from the experiences (f=20) and providing
social learning (f=19) were included under the theme of its advantages as an adult education. The
opinions that came to the forefront under the theme of its advantages as an adult education are as
follows:

“The experience of the leader is very important ... In addition, it leads to experience the others'
experiences, and also you will have a pre-experience by what they have experienced when they talk
about the events they have experienced. You can evaluate the rights and wrongs. You have already
performed an application when you encounter such problems later” (FG2-Ci).

“...A person learns what he/she has experienced at the most and has a self-confidence in the future
.." (FG3-EQ).

“An approach that teaches to catch a fish rather than giving a fish was preferred in the training
process ... | was able to react differently for some problems | have encountered in the school
environment, and | applied them” (FG1-0i).
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“I think the fact that the subjects were chosen from the organizational life and associated with the
current problems was the best aspect. | have further learned what | need ..."” (FG3-SKD).

The benefits and advantages provided by WBL theme and the categories related to this theme are
shown in Figure 6.
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Figure 6. Participants' opinions the benefits and advantages provided by WBL.

As it is seen in Figure 6, all participants (f=33) emphasized the opinions of the fact that the time is
flexible, economical and independent of the space and that the opinions are expressed in a more
comfortable way under the theme of the advantages and benefits provided by WBL. Easy access to
information (f=17), the fact that online (synchronous) courses can be watched again (f=14) and the fact
that it provides tendency information and communication technologies (f=5) are the other opinions
under this theme. The opinions regarding the fact that it increases the social interaction (f=18), the fact
that it ensures that the leader and the participant (student) are always more active (f=16), it encourages
participants to do research (f=15) and the fact that it provides the settlement of collective consciousness
in participants (f=14) were included in the opinions that turn disadvantages of web-based learning into
an advantage. The opinions that came to the forefront under the theme of the advantages and benefits
provided by the WBL are as follows:

“The imbalances between institutions and regions are removed by WBT or the equality of
opportunity is provided in education by minimizing them. Students (as opposed to classical education)
are offered with much larger and wider resources. It may be less costly than the conventional education
system... Students have opportunity to skip the subjects that they know in advance within the course
content and to repeat the subjects they do not understand as many times as they want. Course
materials can be updated or changed by the teachers whenever they want. It ensures that the
candidates who cannot ask question in the traditional classroom environment or cannot achieve ability
to participate in the group gain self-confidence in the electronic environment. It decreases the space
limitations. It allows us to use the time in a proper manner... Everyone can learn at their own learning
rate” (FG3-ART; FG2-Ci).

“...My predisposition to technology has increased; | have used the computer faster. | can say that my
prejudice against distance education has ended” (FG1-GC).

“..however, this program activates the passive student of distance education. It assigns
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responsibility to the trainer and the student. Students are responsible not only for their own learning
but also for their friends' learning. This also helps students develop the consciousness of the
collectivity” (FG1-EA).

“...nowever, | have downloaded and finely read all the shared resources in the portal... | have learned
that | can also find information in different sources” (FG1-NTA).

The benefits and advantages provided by the PBL theme and the categories related to this theme are
shown in Figure 7.

BFGl] BFG2 BFG3
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Figure 7. Participants' opinions the benefits and advantages provided by the PBL.

As it is seen in Figure 7, the most emphasized expressions under the theme of the advantages and
benefits provided by PBL are the facts that it addresses the real organizational problems, it provides peer
support and it harmonizes the theory and practice (f=33).

“..You never know what is going without landing at the site regardless of how much you read. A
person learns what he/she has experienced at the most and has a self-confidence in the future. The gap
between theory and practice is filled by this study” (FG2-SKT).

“I think the fact that the subjects were chosen from the organizational life and associated with the
current problems was the best aspect ... We have realized that the use of academic language could be
more effective rather than using a general language by establishing connection between theory and
practice. This development further came to the fore in the recent scenarios ...” (FG3-SKD).

Participants' Opinions on the Disadvantages of the WB-PBSAT Program and the Problems Encountered

The question of "What do you think about the disadvantages of the WB-PBSAT program?" was asked
to the participants in order to determine the disadvantages of the training program organized, and the
question of "What are the problems you have encountered in the program process?" was asked to
identify the problems encountered. When the opinions for these questions were analyzed, opinions
were classified into 3 themes including technical problems, disadvantages associated with WBL and the
disadvantages associated with PBL. These themes and the categories related to the themes are as
shown in Figure 8.
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Figure 8. Opinions on the disadvantages of the WB-PBSAT program and the problems encountered.

The connection problems (f=24) and the lack of infrastructure (f=22) issues are under the theme of
technical problems. The opinions that came to the forefront under the theme of technical problems are
as follows:

“Technical problems are the biggest problems. | mean, the network interruptions we had on the
internet have led to the loss of morale-motivation ...” (FG3-CA).

“Technical problems may occur, but we have never had” (FG2-TG).
“Technical infrastructure should have been strengthened” (FG2-STK).

The opinions on the fact that the problems in the scenarios indicated by the participants require more
time such as the solution of real-life problems (f=30), the fact that the problems in the scenarios may be
found easy by some of the participants and very difficult by the others (f=7), the fact that it makes the
leader passivated (f=6), the fact that the announcements cannot be followed simultaneously (f=5), the
fact that the problems needed by everyone at the same time cannot be addressed (f=4), and the fact that
it increases the responsibility of the leader and the workload (f=2) are included under the theme of the
disadvantages associated with PBL. The opinions that came to the forefront under the theme of
disadvantages associated with PBL are as follows:
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“We had too much lack of time because we were the adult group ... because it is necessary to
perform research to solve the problems ...” (FG3-LS, FG1-NTA).

“I think it is a study on which the faculty member should spend much more time. Because following
students as well as the preparation of the scenarios are really different than the other conventional
education and training approach. A course is 40 minutes in formal education, but the course does
not have a time limit in this method” (FG3-MY).

“I have found scenarios difficult. | think it is because | am inexperienced ... (FG3-LS).

Scenarios could be a little more complicated. | have found these scenarios normal as | encounter
more different and difficult problems ... The instructor should have been more active during discussions”
(FG2-LS).

The opinions on the fact that the discussions cannot be performed simultaneously (f=33), the
feedbacks/evaluations cannot be performed on time (f=33), the lack of access to the internet at any time
(f=16), absence of a real classroom environment(f=12), the fact that the approach used is new (f=10),
lack of motivation (f=6), absence of gestures and facial expressions in the comments (f=6), less
interaction in some groups (f=5), indifference and prejudices (f=5), the difficulty of participatory
assessment (f=4) and technological predisposition (f=3) are included under the theme of the
disadvantages associated with the WBL. The opinions that came to the forefront under the theme of
disadvantages associated with WBL are as follows:

“The biggest problems are the absence of internet at home and inability to connect at any time”
(FG2-AT, FG3-SKD, FG1-0i).

“Inability to meet with group friends at the same time both in the virtual environment and in the
face to face environments” (FG1-GC).

“...They may not understand the sincerity of the trainer as they are not face to face” (FG2- TG).

“Inadequacy of the number of people in the group ... the lack of feedback and evaluation in a short
time can be regarded as disadvantages. The lack of providing feedbacks in the same week, and the
lack of active and adequate participation in group studies” (FG3-ZP).

“The absence of face to face atmosphere, | mean the lack of gestures and facial expressions” (FG2-
YB).

Discussion and Conclusion

In this study, it was aimed to determine the effect of a WB-PBSAT program model on participants'
attitudes towards web-based learning. A WBL environment which was independent of time and space
and in which PBL approach was used and school administrators could express themselves more
comfortably was used in the program which was organized for this purpose. The pretests and posttests
were applied to the participants in the experimental group before and after the training process which
was carried out within the scope of the model, and their opinions on their attitudes towards WBL were
taken. The results of the findings obtained from the analysis of the collected data and the comparison of
these results with other studies in the literature are as follows.

Effects of WB-PBSAT Program on Participants' Attitudes towards WBL

According to the results obtained, it was determined that the training process positively affected the
attitudes of the participants in the experimental group towards WBL. At the end of the training program,
a significant difference occurred in participants' attitudes on the effectiveness of WBL and the resistance
against WBL in favor of the posttest.
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According to the findings obtained from the interviews conducted with the participants in the
experimental group, the training process applied led to the removal of the prejudices against
information and communication technologies and the increase in predispositions on web-based
learning. In addition, the fact that the approach used was independent of the time and space,
economical, the fact that opinions can be expressed more comfortably, easy access to information and
the fact that the simultaneous courses can be watched again were stated as the advantages provided by
WBL by the participants. These advantages can be mentioned as the factors affecting the development
of participants' positive attitudes towards WBL. In the studies carried out in the literature, it was also
revealed that feelings are expressed more comfortably in a web-based problem-based environment
(Crawford, 2011), unlimited resources can be achieved and learning environments independent of time
and space are offered (Ozdemir, 2005). The results of these studies show parallelism with the results of
the study carried out.

Guy and Lownes-Jackson (2010) stated that distance learning strategies help students improve their
self-efficacy in terms of technology as well as making them gain some technical competencies such as
internet browsing, computer literacy, self-directed study and research skills; Turney, Robinson, Lee and
Soutar (2009) stated that it eliminates the disadvantages such as time and distance. In the studies
carried out by Tekedere (2009) and Yeniad (2011), it was determined that WB-PBL positively affects the
attitudes towards WBL. The attitudes towards WBL that emerged in the mentioned study and the
results of the study carried out by us support each other.

Effectiveness of the WB-PBSAT Program

It was determined that WB-PBL process greatly met the training needs of participants in terms of its
features of being leader oriented, active and student-centered teaching and reflecting rich content.
According to the opinions of the participants in the experimental group, the organized training program
is an innovative application which provides permanence in learning, is remarkable and enjoyable,
develops problem-solving skills, is student-centered, constructivist and alternative to classical methods,
requires critical thinking skills, always keeps the interest alive and enriches the learning environment.
These results regarding the effectiveness of the program also support the results of other studies.
According to the results of studies in the literature, PBL has been found to be effective in issues such as
structuring the learners' knowledge (Oliver & Omari, 1999); offering cooperative (Crawford, 2011; Jong
et al., 2013; Oliver & Omari, 1999; Ozdemir, 2005; Scott, 2014; Sherwood, 2004); updatable (Ozdemir,
2005); flexible (Crawford, 2011; Kaptan & Korkmaz, 2001; Loyens, Magda, & Rikers, 2008; Ozdemir,
2005), realistic, enjoyable, active, interesting, acceptable and functional learning environments (Cooke
& Moyle, 2002; Jong et al., 2013; Oliver & Omari, 1999; Taradi et al., 2005; Walker & Leary, 2009);
increasing the satisfaction and motivation of the learners (Crawford, 2011; Jong et al., 2013; Sherwood,
2004; Taradi et al., 2005; Ozdemir, 2005); the fact that learners look from different perspectives
(Brownel & Jameson, 2004); developing problem solving skills (Bigelow, 2004; Dalby, 2005; Sherwood,
2004; Smith, 2005) and critical thinking (Cooke & Moyle, 2002; Crawford, 2011; Ozdemir, 2005;
Venkatraman & Krishnamurthy, 2008) when it is harmonized with web-based learning. According to the
results of certain studies, PBL is an adult education approach which is student-centered, innovative
(Delaney, Pattinson, McCarthy, & Beecham, 2015) and alternative to classical methods (Jong et al.,
2013).

WB-PBSAT process was considered by the participants as an adult education approach that allows
for the transformation of what has been learned into behaviours, learning the needs, experiencing the
experiences and the occurrence of social learning. These results are compatible with the results of the
other studies carried out regarding the fact that PBL makes contribution to the needs (Cooke & Moyle,
2002; Jong et al., 2013), and leads to behavioral changes and provides permanence in learning (Brownel
& Jameson, 2004).
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At the end of the study, it was seen that the disadvantages of WBL also turned into advantages by
the use of problem based learning in the training program. This harmonized approach had important
effects such as increasing the social interaction in participants, making leading and participation more
active, encouraging participants to continuous research and the settlement of the collective
consciousness in participants. Some studies in the literature (Ellaway & Masters, 2008, Jong et al., 2013)
confirm that online learning is not solitarily enough during the conversion of the information, student
flexibility can be effective only when it is harmonized with student-centered approaches. For instance,
although those who participated in WBL expressed that WBL is difficult and boring and decreases
interaction in the study of Yeniad (2011); in a study conducted by Jung, Choi, Lim and Leem (2002) with
the graduate students, it was determined that student groups developed positive attitudes towards
web-based learning due to their social or cooperative interactive web-based experiences. It was also
emphasized in the study that the learning and active participation of adult learners were increased due
to the social interactions with lecturers and collaborative interactions with peers in online discussions. In
the experimental study carried out by Edwards et al. (1999), PBL was determined to be an approach that
reduces the disadvantages of distance education. Similarly, it was also concluded in the studies of Jong
et al. (2013) and Mclinden, McCall, Hinton and Weston (2006) that online PBL encouraged participants
to think more.

Disadvantages of the WB-PBSAT Program and the Results Regarding the Problems Encountered

According to the participants' views some problems and disadvantages encountered during the
training program affected the effectiveness of the program. These problems encountered during the
implementation of the WB-PBSAT program were expressed as connection problems and technical
problems. During the planning and implementation of the training process, LMS (moodle) was installed
on a personal computer because Firat University did not have LMS support. Therefore, participants had
occasionally connection problems while connecting to the training portal. This connection problem
revealed that the training portal should be supported by a strong infrastructure. Dogan (2011) stated
that a systemic failure would lead to a loss of performance, therefore, server infrastructure should be
created by the expert teams and checked periodically. The technical problems are expressed as the
disadvantages of this approach in the studies carried out on the disadvantages of web-based learning in
the literature (e.g., Cook, 2007; Dennis, 2003; Mclinden et al. 2006). In the study carried out by Giirsul
(2008), students in the online PBL environment expressed the problems they experienced among
themselves as access to the internet, obstacles in the decision-making process and technological
difficulties and problems, respectively. In the studies of Mclinden et al. (2006), most of the students
encountered technical problems related to connecting in the first scenario. At the end of the study,
participants stated that they had the difficulty of lack of time, they could not use the technology
although they were connected and they could not participate in online activities although their
predisposition to information and communication technologies was increased due to the combination
use of PBL with technology in later times.

The fact that the problems in the case studies require more time such as the solution of real-life
problems and all participants are required to have ability to use information and communication
technologies quickly were determined as the technical disadvantages of the approach used. It has been
seen that these disadvantages originating from the nature of the approaches used have also been
experienced in other studies in the literature. Nelson (1997), Walker et al. (2011) and Hmelo-Silver
(2012) stated that achieving the learning objectives in the PBL environment takes more time because
PBL is a teaching approach based on research. In the study of Kaptan and Korkmaz (2001), it was also
stated that the solution of the problem statuses presented in PBL by students took a long time. Students
had technical and time problems in the study carried out by Crawford (2011). In the study carried out by
Valaitis et al. (2005), students in the web-based problem-based environment had a period of adapting to
online environment and faced with technical problems and shortage of time. In the study, students
perceived this process as heavy workload and had the difficulty of making online group decision. In the
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study carried out by Macrae (2000), it was observed that learners had some problems such as
insufficient time, active participation in the group and timely delivery of the projects.

Another finding obtained from the study is the fact that the administrative problems in the scenarios
were difficult for some participants but easy for the other participants and that the problems that
everyone needs were not addressed (at the same time). Smith (1991) and Jonassen (2000) stated that
PBL problem solving skills also depends on the factors such as the type of the problem (being not fully
structured, abstract and complicated), its presentation (shape, content, clues) and individual
characteristics/differences (acquaintanceship, hesitation, experience, structural knowledge, procedural
knowledge, conceptual knowledge, special reasoning, cognitive styles, general problem solving
strategies, self-confidence, motivation and perseverance). Scott (2014) supported the findings of this
study and stated that individual characteristics have significant effects in the PBL process and the
selection of correct the problem properties is a critical design step because PBL is formed around the
problems. In the study carried out by Oliver and Omari (1999), it was revealed that the motivation of
some students was decreased due to the cognitive difficulty of PBL and this was due to the individual
characteristics of the students. The results of researches mentioned both explain and support the fact
that scenarios were difficult for some participants but easy for the other participants.

According to the findings obtained from the research, participants stated that the leader (faculty
member) was not very active in discussions during the learning process, did not perform the feedback or
problems assessments on time and the approach used increased the responsibility and workload of the
leader. These problems mentioned resulted from the nature of the approaches which were used during
trainings (WBL and PBL) (Delaney et al., 2015; Hmelo-Silver, 2012), and these problems have been
addressed in other studies in the literature. For instance, in their study Jung et al. (2002) stated that
following students in a web-based environment requires a lot of time; Kaptan and Korkmaz (2001)
stated that PBL further increased the workload of the faculty members. In the study carried out by Jong
et al. (2013), it was seen that the level of satisfaction regarding the fact that trainer feedbacks are made
on time was low in online PBL students. Researcher stated that this situation resulted from the nature of
the asynchronous interaction and this was an expected result. This can be seen as a factor which limits
the effects of problem-based learning.

Brownell and Jameson (2004) determined that a postgraduate administration training program in
which PBL is used consumes much time of the faculty members, it requires more resources and
coordination and making assessment is more difficult than conventional methods. Delaney et al. (2015)
explained the cause of this problem they faced in their study as: “The task of the faculty member in PBL
approach is more difficult than that of in traditional approaches, and maintaining the process, making
students study and controlling them are among the problematic situations for the faculty member. In
addition, the job of the faculty members will be facilitated when students get used to the process
although the process was annoying for the leader at the beginning.”

In the study, it was determined that the fact that participants were stranger to the approach used
was a major disadvantage that limited the effectiveness of the training program. Nelson (1997), Delaney
et al. (2015), Hmelo-Silver and Derry (2007), Hmelo-Silver (2012) and Hallinger and Lu (2012) stated that
the fact that both students and faculty members are adapted to the norms of a new learning approach
takes time and this situation is the difficulty arising from the structure of PBL.

According to another result of the study, the fact that the discussions were not made
simultaneously, that participants could not access to internet whenever they want and the lack of a real
class environment, that announcements could not be followed on time, low motivation or indifference
of some participants and thus less interaction in some groups and that the approach used requires
technological predisposition and the lack of gestures and facial expressions in the comments were
determined as the disadvantages arising from the web-based execution of the process. It was seen that
the problems experienced at the end of the WB-PBSAT process were also experienced in the studies
carried out by Nelson (1997) and Jung et al. (2002). In the study carried out by Jung et al. (2002), it was
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seen that some members of the group lived off the backs of others and provided little contribution to
the group while some members of the group did not share their knowledge (during the self-study)
purposely. According to the results of the R & D project in the study carried out by Nelson (1997), the
level of performance of the learners was found not to be at the desired level due to reasons such as lack
of group skills, excessive reading sources and the complexity of the project despite the increased
performance in the group. According to student assessments in the study carried out by Beadle and
Santy (2008), it was revealed that online PBL is a suitable approach to make a connection between
theory and practice but the creation of the group dynamics was difficult due to the low influence of
some members in discussions. They stated that it is necessary to create discussion groups and use the
online sessions in order to improve this situation. Because, according to the researchers, online group
discussions will urge students to learn, encourage them to join the discussion and allow them to express
themselves in online environment in a more comfortable way.

Suggestions

According to the results obtained from this study, WB-PBL has the potential to significantly
contribute to the training of the school administrators. Therefore, studies on the use of WB-PBL in the
training of school administrators should be carried out. In this context, coordination should be
established between universities and MNE (the ministry of national education) for the training of school
administrators. Besides, it is necessary to make these kinds of problem-based applications become
widespread in universities as an adult education approach.

Problem-based program design took too much time and was proved to be a very complex process
because it was conducted on the web. Therefore, the planning of the training programs and the creation
of problem-based scenarios should be performed by a powerful team. At least one program coordinator
for the design and planning of the program, at least one scenario coordinator for the creation of
scenarios, at least one module coordinator for the effective management of the web-based
environment and at least one faculty member for conducting problem-based learning should be
included in this team.

Various problems were also experienced during the implementation of the web-based problem-
based program. The problems related to system lead to decreases in students' motivation and
performance. Therefore, the server infrastructure should be created by expert teams and periodically
checked and updated.

In the study, it was mentioned that some students had low motivation leading to low interactions in
some groups, thus, the use of different motivation tools in the training process was recommended.
Faculty members should harmonize PBL, web-based environment and classroom environment and bring
the strengths of these approaches into the forefront in order to increase their own motivation and the
students’.

One of the important issues mentioned in the WB-PBL process is the fact that the faculty members'
feedback and assessment performances were slow or insufficient. This problem arising from the nature
of the web-based environments can be solved by the use of voice communication methods such as
teleconferencing instead of written communication, meeting in a face to face class environment in a
week or the creation of simultaneous online discussion environments. The written communication
should be used in asynchronous discussion environments to ensure the group dynamics. It may also be
useful to use more than one facilitator during the WB-PBL training process.

School administrators or candidates experienced compliance problem at the beginning of the
training process because they were not familiar with the approach used. Therefore, orientation trainings
should be conducted and introductory booklets related to the functioning of the training process should
be prepared in order to moderate learners' transition to Web-based PBL environment and to ensure the
development of online literacy skills.
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Limitations and Future Research

In the research, it was aimed to determine the advantages and disavantages of WBL and the
effectiveness of a WB-PBSAT program in practice and its effect of on participants' attitudes towards
web-based learning. Findings from the research provided important contributions to the literature
about the training of school administrators. In this study, it was determined that WB-PBL positively
influenced school administrators' attitudes toward WBL. However, this study is limited to school
administrators' attitudes toward WBL. Future research can be conducted on how web based problem-
based learning affects school administrators' decision making and problem solving skills. In addition, a
similar research can be repeated with more facilitators and web experts by taking into account the
limitations of the research. Similar research can be done on administrators and candidates in different
sectors.
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Tiirkge Siiriim

Giris
Okul yoneticilerinin yetistirilmesi ile ilgili yasanan sorunlar buyik o6l¢lide ya program ve ders
iceriklerinden (Coffin, 1997; Petzko, Clark, Valentine, & Hackmann, 2002; Hoff, Yoder & Hoff, 2006;
Danoldson, 2008; Young, Crow, Murphy & Ogawa, 2009, p. 4; Drago-Severson, Asghar, Blum-DeStefano,
& Welch, 2011) ya da yetistirme siirecinde kullanilan yontem ve tekniklerden (Copland, 2000; Agaoglu,
Giltekin, & Cubukgu, 2002; Celik, 2002; Ozmen 2002; Sisman ve Turan, 2002; Korkmaz, 2005; Hallinger
2005, pp.211-212; Young, Crow, Murphy, & Ogawa, 2009, p. 14; Celep et al., 2010; Recepoglu ve Kiling,
2014; Yavas, Akiizim, Tan, & Ugar, 2014; Oyman & Turan, 2014) kaynaklanmaktadir. Ozellikle okul
yoneticilerinin mesleki gelisimleri icin diizenlenen programlarin kuramsal bilgi agirhkli olmasi,
yoneticilerin sadece teorik bilgilerini gelistirmekte, uygulama yoénlerini zayif birakmaktadir (Agaoglu ve
dig., 2002; Simsek, 2002; Chapman, 2005; Darling-Hammond, LaPointe, Meyerson, Orr & Cohen, 2007;
Yan ve Catherine Ehrich, 2009; Hallinger & Lu, 2011; Versland, 2013). Boylece teorik olarak kazanilan
bilgiler -yénetim siirecinde ortaya ¢ikan- pek ¢ok yonetsel problemi ¢cézmekte yetersiz kalabilmektedir
(Bridges & Hallinger, 1995; Hallinger, 1992, 1999). Bu nedenle, okul yoneticilerinin yetistirilmeleri igin
dizenlenecek programlarda -her agidan birbirinden farkli bireyler igin- etkili yontem ve tekniklerin
kullaniimasi, farkli 6grenme-6gretme yaklasimlarinin uygulanmasi olduk¢a o6nemlidir (Bridges &

Hallinger, 1995, 1996; Darling-Hammond ve dig., 2007).

PTO’niin, 6grenme ve 6gretme ydntemleri arasinda popiilaritesinin artma nedenlerinden biri 8grenci
merkezli bir 6grenme yaklasimi olmasindan ve 6grenmeyi gelistirmesinden kaynaklanmaktadir. Bu
baglamda PTO, dért temel ilkeye dayanmaktadir: yapici olma, 6z-yénelimli olma, isbirlik¢i ve baglamsal
olma (Dolmans, De Grave, Wolfhagen, & Van der Vleuten 2005; Jong, Verstegen, Tan, & O’Connor,
2013). Bridges ve Hallinger (1992), Copland (1999), Donaldson (2008), Smith (2005), Tanner, Keedy ve
Galis (1995) problem temelli 6grenmeyi (PTO), teori ve uygulama arasindaki bagi giiclendirdigi icin okul
yoneticilerinin yetistirilmesinde kullanilmasi gereken ideal bir yaklasim olarak belirtmektedirler. Clinki
bu arastirmacilara gére; PTO okul yéneticilerinin gelecekte karsilasilabilecekleri gercek ydnetsel
problemlerle daha 6nceden tanismalarini; bu sorunlarin ¢éziimiine yonelik saglam bir bilissel temel
olusturmalarini ve edindikleri bilgiyi uygulayarak becerilerini arttirmalarini saglayacak bir yaklasimdir. Bu
baglamda yetiskin egitimi yaklasimi olarak sik¢a kullanilan PTO, bireylerin problem ¢ézme becerilerini,
¢6zimil uygulama becerilerini, isbirligini kolaylastiran liderlik becerilerini, duygusal kapasitelerini,
meslege iliskin tutumlarini ve 6z-yonelimli 6§renme becerilerini gelistirme (Savin-Baden, 2003, p. 208)
gibi giicli yonleri ile ydnetici yetistirme programlarinin eksik taraflarini kapatabilecektir. Ancak, PTO’niin
yonetici yetistirme programlarinda etkililiginin arttirilmasi icin yenilik¢i yontemlerle -egitim ortamlarini,
slireglerini ve araglarini iceren- desteklenmesinin daha faydali olacagi séylenebilir. Clink(i Savin-Baden
(2007, p. 10) hibrit model olarak kullanilan bir PTO’niin yalin bir PTO modeline gére daha etkili ve esnek
olacagini belirtmektedir. Uden ve Beaumont (2006; p. 209) da PTO’niin dgrenci merkezli, gérev odakli,
arastirma temelli, isbirlikli 6grenme 6zelliklerinin teknoloji ile biitlinlestirilmesinin daha uygun egitim
ortamlari olusturacagini dile getirmektedir.

PTO, uzun zamandan beri cesitli sekillerde kullanilmasina ragmen web tabanli kullanimi yenidir
(Savin-Baden, 2007, p. 7). WTO ile PTO yaklasimlarinin birlikte kullaniimasi, disiplinler arasi 6grenmeyi
daha ¢ok kolaylastirabilmekte ve takim duygusunu gelistirebilmektedir. PTO’niin WTO ile kullanildigi
kurslarin interaktif dogasindan dolayi, 6grenenlerin tartismalarinin yine 6grenenlerin kisisel tepkileri ile
bitunlestiriimesini saglamaktadir (Savin-Baden, 2003, p. 97). Bunlara ek olarak web tabanl 6grenmenin
(WTO) basarisi icin dnemli olan “dgrenen kontroli” niin de PTO ile giiglendirilebilecegi umulmaktadir.
Ozellikle web tabanli PTO zaman sikintisi olan veya yiiz yiize egitimlere katilamayan calisanlarin egitim
icin ideal 6grenme yaklasimidir (Jong et al., 2013).
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Yénetici yetistirme programlarinda WTO’yii  kullanmanin pek c¢ok faydasinin oldugu ifade
edilmektedir (Oztiirk, 2013). Ornegin WTO, maliyeti disiik egitim imkani ile uygun, zamandan ve
mekandan bagimsizligi ile de esnek 6grenme firsatlari sunar. Egitim kaynaklarina genis yelpazede (veri
tabanlari, elektronik dergiler, yazim kitlphaneleri ve gesitli linkler) erisim saglamasi, aktif ve dinamik
o6grenme ortamini desteklemesi ve 6grenenlerin kisisel anlamh deneyimler yasayabilmelerini saglayacak
etkilesimler gerektirmesi WTO’niin dile getirilen diger faydalaridir (Al & Madran, 2004; Carswell &
Venkatesh, 2002; MacDonald, Stodel, Farres, Breithaupt, & Gabriel, 2001).

WTO, son yillarda pek ¢ok alanda farkh amaclarla kullanildigi gibi, calisanlarin mesleki gelisimleri icin
de sikga kullanilmaktadir. Glin gectikce artan okul sayisi, okul yoneticilerinin artan is yiikleri ve lisanststi
programlardaki derslere devam etme zorunlulugunun bulunmamasi okul yéneticilerinin mesleki geligsim
gabalarini sinirlayabilmektedir (Jong et al., 2013; Kesim, 2009). Ogrenmenin farkli bir perspektifi olan
WTO’niin belki de en énemli ve en iyi dzelligi, bu sorunlara ¢dziimler sunabilmesi ve gérev yerinden
uzaklasamayan, 6zel ihtiyaclari veya aile sorumluluklari olan bireylere ihtiyaglari olan egitimi ve mesleki
gelisimi sunmasidir (MacDonald et al., 2001; MacDonald & Poniatowska, 2011). Clinki diizenlenecek her
egitim etkinliginin etkililigi, bireylerin fizyolojik, psikolojik ve toplumsal 6zelliklerine uygunlugu ile ilgilidir
(Yazar, 2012).

WTO’niin faydalarinin yaninda cesitli problemler veya kaygilar da s6z konusudur. Ornegin, yénetici
yetistirmek igin diizenlenecek programin planlamasi igin gerekli hazirliklarin yapilmamasi; egitmenlerin
rollerindeki degisime yonelik duyarsizliklari; 6gretimde diisik kalite; kaynaklarin ve materyallerin
kullanimindaki belirsizlikler; gerekli teknik uzmanhk eksikligi ve teknik destege erisimin belirsizligi bu
kaygilarin basinda gelmektedir. Yetiskinlerin, web tabanli egitim siirecinde karsilasacaklari en énemli
problemlerin basinda ise teknoloji kullanim yetersizligi ve farkli sorumluluklara sahip olmalarindan dolayi
yasadiklari zaman sikintisi gelmektedir (MacDonald et al., 2001).

ilk kez saghk alaninda kullanilan PTO’niin etkililigi daha sonra web tabanli ortamlarda sinanmis ve
hem pedagojik hem de yetiskin —androgojik- egitimlerde dnemli katkilar sagladigi cesitli arastirmalarla
ortaya konmustur. Bu arastirmalarda web tabanli problem temelli yaklasimin kullanilmasinin 6zellikle
dgrencilerin akademik basari ve performanslari (Akin, 2010; Atan, Sulaiman, & idrus, 2005; Cosar, 2014,
Cakir, 2007; Cimen, 2010; Girsul, 2008; Glrsul & Keser, 2009; Taradi, Taradi, Radi¢, & Pokrajac, 2005;
Tsai, Lee & Shen, 2013), 6grenilenlerin kalicihg (Cakir, 2007; Cosar, 2014; Cimen, 2010; Oliver & Omari,
1999;), elestirel distinme egilimleri (Bigelow, 2014; Bostock, 1996; Cosar, 2014; Crawford, 2011; Cakir,
2007; Ozdemir, 2005; Taradi et al., 2005), problem ¢dézme becerileri (Bostock, 1996; Cosar, 2014;
Crawford, 2011, Giirsul & Keser, 2009), iletisim becerileri ve isbirligi (Bigelow, 2014; Crawford, 2011,
Gursul ve Keser, 2009; Oliver & Omari, 1999) ve tutum gelistirme (Cosar, 2014; Cakir, 2007; Cimen,
2010) Gzerinde olumlu etkilerinin oldugu gorilmustar.

PTO, bireylerin performanslari, 8grenmeleri ve problem ¢dzme becerileri tizerinde 6nemli ve olumlu
bir etkiye sahiptir. PTO, WTO ile birlikte kullanildiginda dgrencilerin bilgilerini yapilandirmada ve isbirligi
icerisinde ¢alisma sireglerinde kolaylastirici bir rol oynar. Clinki iki yaklasimin birlestirilmesi ile bireylere
ogrenmeleri icin etkin, uyarici, eglenceli ve islevsel ortamlar sunulur ve 06grenenlerin bilissel
farkindaliklarinin arttirilmasi saglanir (Oliver & Omari, 1999). Ayrica, Ozellikle uygulama temelli
calismalar (klinik ¢alismalar gibi) icin tavsiye edilen web tabanli PTO, &grenenlere tartisma ve ortak
katima firsatlar sunan, ozerkligi tesvik eden ve gergek diinya problemlerine ayna tutarak sorunlarin
anlam kazanmasini saglayan esnek bir ortam sunar (Crawford, 2011) ve 6grenenleri yiiz yize yapilan bir
PTO’ye gore daha cok motive eder (Edwards, Hugo, Cragg, & Peterson, 1999). Ozdemir’e (2005) gére
web temelli teknolojiler, PTO ile harmanlandiginda, hedeflenen becerilerin 6grencilere kazandiriimasi
icin motivasyonu arttirmakta, sinirsiz kaynaga ulasmalarini saglamakta ve isbirlikci calisma ortamlarinin
tasarlanmasi igin gerekli araglarin gelistirilmesini saglamaktadir. Boylece birbirlerinden uzak olan
bireyler, problem temelli bir ortamda beraber ¢6ziim gelistirme imkanina sahip olmaktadir. Ayrica web
ortami sayesinde olusturulan problem temelli sorunlar rahatlikla glincellenebilmektedir.
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Problem Ciimlesi

Gelismis ulkelerde, okul yoneticilerinin yetistirilmesi ile ilgili Snemli adimlar atilmasina ragmen gesitli
sorunlar da yasanmaktadir. Bu sorunlara yonelik olarak 1980'lerden itibaren egitim yonetimi alaninda
¢ok ciddi arastirmalar ve tartismalar yapilmaktadir. Bazi ¢alismalarda lniversite temelli gergeklestirilen
okul lideri hazirlama programlarinin zayif ve islevsiz (Kopriler, 2012; Chu & Cravens, 2012; Hallinger &
Bridges, 2016) olduklari ya da birgok mesleki gelisim programinin parcalanmis, giincellikten ve titizlikten
yoksun, tutarsiz, sirdirilemeyen olduklari; teorik ve idari uygulamalarla uyumlu olmadiklari (Hallinger,
Shaobing & Jiafang, 2017; Staub & Bravender, 2014); klinik deneyimden uzak oldugu ve etkili 6grenme
teknolojilerinin diizensiz veya yetersiz kullanildigi (Darling-Hammond et al., 2007; Simsek, 2002; Yan &
Catherine Ehrich, 2009) belirtiimektedir. Geleneksel okul yoneticisi yetistirme programlarinin, bilinen
kuramlari ve bu kuramlarin katilimcilar tarafindan -kendileri igin- nasil kullanilacaginin 6gretildigi teori
odakl kurslar olduklari (Cardno & Piggot-irvine, 1996) ile ilgili yapilan elestiriler dogrultusunda,
1980’lerin ortalarindan itibaren fakiilte merkezli yaklasimlardan 6grenci merkezli yaklasimlara dogru bir
kayma s6z konusu olmustur (McCarthy, 1999). Bu yaklasimlarda, 6zellikle yetiskin 6grenme teorisi ve
okul gerceklerinden beslenen tiimevarim ve problem temelli stratejilerin kullaniimasi tavsiye
edilmektedir (Copland, 2000; Hallinger & Bridges, 2016; McCarthy, 1999).

Ogretme, 6grenme ve miifredat yeniligi olarak bahsedilen PTO stratejisi ile de y&netici adaylarinin,
gelecekte karsilasacaklari farkl tiirden problemleri anlama ve ¢6zme becerilerinin gelistiriimesi
saglanacagindan dolayr PTO, Hallinger ve Bridges (2007, p.25) tarafindan “egitim yonetimi igin gelecek
vaat eden bir yaklasim” olarak betimlenmektedir. Bu nedenle genelde PTO, 6zelde ise web tabanh PTO
(WT-PTO) konusunda literatiirde sayisiz ¢alisma vardir. Bu calismalarda, PBL ve WBPBL’nin tutumlar
Gzerinde etkili oldugu ortaya konulmustur. Ancak, bu arastirmalarin neredeyse tamami 6rgin egitim
diizeyindeki bireyler tzerinde yuritilmustir. Yetiskinler Gzerinde yapilan arastirmalarin ¢ogunlugu ise
tip alaninda yapilmistir. Bizim arastirmamizin orijinalligi, etkliligini degerlendirdigimiz PBL veya WBPBL
yaklasimlarindan ziyade, bu yaklasimlarin okul yoneticilerinin yetistiriimesinde kullanimiyla ilgili
olmasindan kaynaklanmaktadir. Egitim yonetiminin teorik ve uygulama yoénu dikkate alindigindan,
literatiiriinde en dnemli problem alanlarindan biri okul yéneticilerinin yetistiriimesidir. Ozellikle yénetici
yetistirmede kullanilabilecek yontem ve yaklasimlara iliskin arastirmalarin neredeyse tamami bu konuda
model Onerileri sunan c¢alismalardir (Karabatak & Turhan, 2015). Ancak, bu modellerin etkililigini
degerlendiren deneysel ¢alismalar yok denecek kadar azdir.

Calismanin Amaci

Duzenlenecek okul yoneticisi egitimlerinde, (hem hedef grubun yetenekleri hem de karsilastiklari
problemlerin ¢6zimi igin ihtiyag duyduklari 6grenme ihtiyaclari dikkate alindiginda) katilimci
deneyimlerinin egitimsel siire¢ icin 6nemli bir kaynak olmasi; icerik ve yontemin katilimcilarin gereksinim
ve ilgilerine gore belirlenmesi ve egitimin -konu tabanli degil- problem merkezli olmasi ve tim
sorumlulugun sadece egitimci tarafindan degil 6grenenin de Ustlenmesinin saglanmasi 6nemli
hususlardir (Huang, 2002; Huber, 2004; Knowles, Holton ve Swanson, 2005; Kesim, 2009; Altin ve
Vatanartiran, 2014). Bu nedenle, diizenlenen programlarin -6rgiitsel gelisme ve yonetim alanlarinda
sik¢ca kullanilan- yetiskin egitimi yaklasimi kapsaminda ele alinmasi gerekmektedir. Ancak, yetiskin egitim
yaklasimi olarak etkili oldugu 6ne sirilen (Lyotard, 1984: akt. Jarvis, 2004, p.117; Knowles et al., 2005)
ve okul ydneticilerinin uygulamadan teorik bilgiye ulasmalarini saglayacak (Crawford, 2011) PTO’niin,
genelde yonetim, 6zelde egitim yonetimi alaninda sinirli sayida calismada (Bigelow, 2004; Brownell ve
Jameson, 2004; Sherwood, 2004; Smith, 2005; Hallinger & Lu, 2011) etkililigi ortaya konmustur (Scott,
2014). Daha cok saglik alaninda &gretimsel etkililigi sinanan PTO’niin ydnetim alaninda etkililigini
inceleyen ilk ampirik calisma Hallinger ve Lu (2011) tarafindan yapilmistir. Yari-deneysel ¢alismada
egitim yoénetimi alaninda PTO’niin etkililigini sinayan daha fazla ampirik galismaya ihtiya¢ oldugu
belirtiimistir. Dolayisiyla, yonetici yetistirme programlarinda etkili 6gretim yaklasimlarinin
kullanilabilirliginin arastiriilmasi ve etkililigi sinanmis bir modelin tanimlanmasi alanyazin igin ¢6zlilmesi
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gereken bir sorun ve bosluk olarak degerlendiriimektedir. Bu ¢alismanin alana en énemli katkisi, birgok
alan uzmani tarafindan egitim yoneticilerinin yetistirilmesi icin dnerilen PTO yaklasiminin deneysel bir
¢alisma olarak ele alinmasidir.

Bu arastirmanin amaci, web tabanh problem temelli bir okul yoneticiligi egitimi programinin
uygulamadaki etkililigini degerlendirmek ve egitimin katilimcilarin WTQ’ye yénelik tutumlarina etkisini
belirlemektir. Bu amagla, arastirmada asagidaki sorulara cevap aranmistir:

e WT-PTOYE programina katilanlarin WTQ’ye iliskin tutumlari program 6éncesinde ve program
sonrasinda farklilasmakta midir?

e Uygulanan WT-PTOYE programinin nitelikleri/uygulamalari (igerik, yontem ve teknikler) bakimindan
etkililik dizeyi nedir?

o WT-PTOYE programinin avantajlarina iliskin katimci gorigsleri nelerdir?

e Program siirecinde karsilasilan sorunlar ile programin etkililigini sinirlayan dezavantajlara (WT-
PTO’niin) iliskin katilimci gériisleri nelerdir?

Yontem

Arastirmada, web tabanli problem temelli bir okul yoneticiligi egitimi programinin (WT-PTOYE)
uygulamadaki etkililigi ile katilimcilarin WTO’ye yénelik tutumlarina etkisinin belirlenmesi amaclanmistir.
Bu amag dogrultusunda arastirmada verilerin toplanmasi igin karma yontem kullanilmigtir. Karma
yontem, nicel ve nitel arastirma desenlerine alternatif bir arastirma deseni (Creswell, 2009) olarak
tanimlanmaktadir.

Deneysel Model

Nicel boyut kapsaminda tek gruplu Ontest-sontest deneysel model kullanilimistir. Deneysel
desenlerde temel amag degiskenler arasindaki neden sonug iliskisinin ortaya konmasidir. Tek grup
Ontest-sontest desen ise deneklerin bagimli degiskene iliskin olglimleri uygulama 6ncesinde ve
sonrasinda ayni denekler ve ayni 6lgme araglari kullanilarak elde edilen arastirma desenidir (Johnson &
Christensen, 2008, p. 334; Gravetter & Forzano 2012, p. 293; LoBiondo-Wood, Haber, Cameron, & Singh,
2014, p. 225). Deneysel desenin gorinim Tablo 1’deki gibidir.

Tablo 2.
Tek Grup Ontest-Sontest Desen.
Calisma Grubu Ontest islem Sontest
Deney grubu Web Tabanli Web tabanli problem Web Tabanli Ogrenmeye
Ogrenmeye Yénelik temelli ydnetici egitim Yénelik Tutum Olgegi
Tutum Olgegi siireci Program Degerlendirme Olgegi

Tablo 1'de goriildiigl Gzere deney grubuna web tabanli problem temelli yonetici egitimi programi
uygulanmistir. Katilimcilarin WTQ’ye yonelik tutumlarini belirlemek icin egitim siireci éncesinde ve
sonunda Web Tabanli Ogrenmeye Yonelik Tutum (WTOYT) Olgegi, egitim siirecinin degerlendirilmesi icin
ise egitim sireci sonunda Program Degerlendirme Olgegi kullaniimistir. WT-PTOYE programinin
etkililigini belirlemek ve nicel bulgulari desteklemek amaciyla yiritilen nitel boyutta ise katihmcilarla
odak grup gorismeleri yapiimistir.

Calisma Grubu

Arastirmanin ¢alisma grubunu olusturan katiimcilar amagli érnekleme yontemi ile belirlenmistir.
Amacli 6rneklemede, arastirmaci, kimleri arastirmaya dahil edecegine kendi karar verir (Cohen, Manion,
& Morrison, 2005; Silverman, 2006; Yildinrm & Simsek, 2005). Bu nedenle, arastirma, basta gonalliluk

689



Songiil KARABATAK, Muhammed TURHAN- Pegem Egitim ve Ogretim Dergisi, 7(4), 2017, 663-712

olmak Uzere bilgi ve iletisim teknolojilerini etkin kullanabilen ve internete rahat ulasabilecek
katihmcilarla yiritilmistir. Ayrica PTO’niin dogasina uygun olarak gruptaki etkilesimin etkili olmasi icin,
deney grubundaki katimcilarin bir kisminin yoneticilik deneyimine sahip olmasina dikkat edilmistir.

Gruplarin olusturulmasi: Deneysel arastirma siirecine gegmeden dnce deney grubundaki katilimcilar
5 alt gruba ayrilmistir. Alt gruplar ile Gyelerin 6zellikleri Tablo 2’de gorildigi gibidir.

Tablo 3.
Olusturulan Gruplar ve Katihmci Ozellikleri.
Yoneticilik Daha 6nce egitim
Deney Ogretmen  Yénetici Kadinlarin Erkek deneyimine yonetimi ile ilgili
Grubu Sayisi Sayisi sayisi sayisi sahip olanlar egitime katilanlar
Grup 1 4 2 2 4 2 3
Grup 2 6 1 3 4 3 3
Grup 3 5 2 2 5 3 4
Grup 4 4 2 2 4 3 3
Grup 5 5 2 3 4 3 3
Toplam 24 9 12 21 15 16

Tablo 2’de gorildigl gibi, deney grubu toplam 33 katiimcidan meydana gelmektedir. Bu
katiimcilarin 24’G (%73.00) 6gretmen ve 9'u (%27.00) yoneticidir. 12'si (%36) kadin ve 21’i (%64.00)
erkektir. 24-45 yas araliginda olan katilimcilarin 16’s1 (%48.00) 24-30, 17’si (%52.00) 31-45 vyas
araligindadir. Deney grubunda 15 katihimci yoneticilik deneyimine sahip iken 16 katilimci da daha 6nce
egitim yonetimi ile ilgili herhangi bir egitime katilmistir.

Gruplar olusturulurken, kendi aralarinda homojen, grup icinde ise heterojen bir yapiya sahip
olmalarina dikkat edilmistir. Clinksi, PTO’de gruplarin farkh kaynak, bilgi ve becerilerden faydalanmalari
icin heterojen yapiya sahip olmasi 6nemli bir unsurdur (Neufeld & Barrows, 1974; Scott, 2014). Bu
nedenle, tabloda da goriildigi Gzere, deney grubundaki katilimcilar 6 veya 7 kisilik 5 gruba ayrilmis ve
gruplar olusturulurken, 6gretmen olma, yoneticilik deneyimine sahip olma ve okul yoéneticiligi ile ilgili
hizmet ici egitime katilmis olma gibi kriterler dikkate alinmistir.

WT-PTOYE Modelinin ve Egitim Siirecinin Planlanmasi

Bu galismada, Turhan ve Karabatak (2015b) tarafindan gelistirilen program modeli kullaniimistir.
Arastirmacilar modeli gelistirirken 6gretimsel lider yetistirmek igin kullanilmasi 6nerilen modelden
faydalanmislar ve uygulamaya donik modelini olusturmuslardir. Brazer ve Bauer (2013) tarafindan
onerilen model Sekil 1’de goraldugi gibidir.

Turhan ve Karabatak (2015) tarafindan gelistirilen model (¢ ana asamadan meydana gelmektedir:
Problemlerin tespiti, problemin tabanli 6grenme siireci asamasi ile teorik bilgiye ulasma. WT-PTOYE
program modeli Sekil 2’de gorilmektedir.

Sekil 2’deki modelin problemlerin tespiti asamasi, 6gretimin baslangicini olusturan ve okul
yoneticilerinin egitim ihtiyaclarinin tespit edildigi ve bu ihtiyaglar dogrultusunda problem senaryolarinin
olusturuldugu asamadir. Clinkii problem temelli bir egitim programinin icerigini acil ve glincel sorunlar
olusturmalidir. Bu nedenle, bu asamada hem okul yoneticilerinin hem de alan uzmanlarinin goérislerine
basvurulur ve alinan géruslerin dogrultusunda problem senaryolari olusturulur.

690



Songiil KARABATAK, Muhammed TURHAN- Pegem Egitim ve Ogretim Dergisi, 7(4), 2017, 663-712

~———= BAGLAM
| Egitimsel |

| Uzmanlik
——— s Pedagojik
igerik Bilgisi

Okul Geligimi
igin Liderlik

2=yl
. Liderlik ve
( Orgiitsel

f Teori
~ - / Yoneum Araglan
)

T
"~

Sfretimsel Liderlik
T
\

N

PROBLEM TEMELLI OGRENME

Sekil 1. Okul Yéneticilerini Yetistirmede Brazer Ve Bauer Modeli (Brazer & Bauer, 2013).

RO e e P ELLEEEET .
o
-
.
»

A
Ogrenme ve
Uygulama
Grup
])e_gtegj artismasi
C

H

‘.. Web Tabanh Ortam

------.o'

'-

Problemi Tespit Etme Asamast Problem Tabanh Ogrenme Streci Teorik E_ggf;l 25}:135{1‘13
Asgamasi
\ PROBLEM TEMELLI OGRENME /

Sekil 2. WT-PTOYE program modeli (Karabatak ve Turhan, 2015b).

Problemin tabanli 6grenme siireci asamasi, katilimcilarin Ust diizey zihinsel beceriler (timdengelim,
timevarim, benzetim, analiz, sentez gibi) gelistirerek ve kullanarak kendilerine verilen problemleri
¢6zmeye calistiklari asamadir. Bu asama, yogun bir arastirma, calisma ve gerekli bilgilere ulasma
asamasidir. Bu sirecte siirekli olarak grup arkadaslari ile etkilesimde bulunup goéris ve bilgi alisverisi
vaparlar. Teorik bilgiye ulasma asamasi ise yeni bilgilerin edinildigi ve 6grenmenin meydana geldigi
asamadir (Turhan & Karabatak, 2015b).

Senaryolarin hazirlanmasi: Yoneticilik deneyimine sahip olan katilimcilarin okullarinda yasadiklar
gercek orglitsel yasam sorunlari ISLLC standartlari (egitim érgiitlerinde vizyon ve misyon; okul kiiltiirii ve
iklimi; okulda bireyler ve kaynaklar; dis ¢evre ve toplumla isbirligi, egitim ve égretimde etik; giic ve
politika) gercevesinde sorgulanmis ve elde edilen gorisler dogrultusunda alan taramasi yapilarak cesitli
ornek olaylar incelenmistir (Karabatak & Turhan, 2015). incelenenler arasinda Hoy ve Miskel (2010) ve
Okutan (2012) tarafindan olusturulan ornek olaylardan da yararlanilarak 6 tane giincel ve gercek
yonetsel sorun senaryosu olusturulmustur.
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Egitim portalinin hazirlanmasi: Deney grubuna sunulacak egitim icin ilk olarak egitim sirecinin
gerceklestirilecegi dgretim yoénetim sisteminin (OYS) belirlenmistir. Alternatif OYS’ler incelenmis,
sorunsuz ve hizli calismasi nedeniyle Moodle tercih edilmistir. Daha sonra ole.firat.edu.tr adi ile bir web
alani olusturulmustur. Son olarak da WT-PTOYE modeli, OYS’ye uyarlanmis ve egitim portalinin web
arayuzi Sekil 3’'teki gibi planlanmustir.

( N\
Ontestlerin yapilmasi 5. Modiil 6. Moddl
Egitim siirecinin tanitilmasi isbirligi Genel Baglam
(& J
( ) ( N\
1. Modiil 4. Modiil Sontestlerin yapilmasi
Vizyon Gelistirme Etik Program ile ilgili goriislerin
alinmasi
|\ J |\ J
( N\ ( N\
2. Modiil 3 Moddl
Okul Kaltura Insan"Kay'nal.dan
Yonetimi
(& J (& J

Sekil 3. WT-PTOYE modiilleri.

Sekil 3’te gorildiigu gibi egitim programi modiiler yapi olarak hazirlanmistir. Ciinkii PTO y&ntemini
uygulayabilmek icin modiler bir yapilanmaya ihtiya¢ vardir (Onargan et al.,, 2004). 6 haftalik egitim
programinda her modile hazirlanan bir senaryo yerlestirildi. Arastirmacilar modillerde ele alinacak
konulari belirlemek amaciyla bir 6n ¢alisma yapmistir (Karabatak ve Turhan, 2015). Hazirlanan moddiller
vizyon gelistirme, okul kultird, insan kaynaklari yodnetimi, etik, isbirligi, genel baglam seklinde
adlandirimistir. Modiiller igin hazirlanan orglitsel problem senaryolari, problemlerin ana temalarindan
faydalanilarak hazirlanmistir. Her bir modile iliskin 6grenme kaynaklari (videolar, makaleler, ders
notlari, sunular ve veri tabani linkleri) ilgili modulln altina yerlestirilmistir. Egitim silrecinin 6éncesinde ve
sonrasinda katilimcilardan dntestleri ve sontestleri doldurulmalari istenmistir.

Egitim Siireci: Egitim slrecine baslanmadan 6nce egitim programi planlanmistir. Programa goére 6
hafta sirecek egitimin web tabanli ortamda asenkron (eszamansiz) olarak gergeklestirilmesi
planlanmistir. Problem temelli egitim siirecinde deney grubuna konular modiiller halinde problem
senaryolari (katilimcilarin egitim ihtiyaglarina gére hazirlanmis senaryolar) ile sunulmustur. Egitim
slirecinde arastirma-inceleme stratejisi kullanilmistir. Deney grubundaki her bir alt grubun problem
¢6zme ve tartisma yontemlerini kullanmalari ve beyin firtinasi yapmalari saglanmistir.

PTO siireci asamasinda belirtildigi gibi, her grup kendisine verilen problem(ler)i ¢cdzmeye calismistir.
Bu sirecte, grup arkadaslari siirekli olarak birbirleri ile etkilesim halindedirler ve goéris alisverisi
yapmislardir. ilk olarak, kolaylastirici senaryolari (her hafta igin bir senaryo) sunmus ve her gruba
"Senaryodaki en énemli sorun(lar) ne(ler)dir?", "Bu sorunu ¢ézmek igin hangi yéntem(ler) kullanilabilir?"
ve “Bu problem(ler)in igin en iyi ¢6zim yolu hangisidir" seklinde sorular yoneltmistir. Her grup igin
yonlendirici, her grubun katilimcilarindan senaryoda verilen sorunlarin tanimini yapmalari ve
deneyimlerinden veya sahip olduklari bilgilerden faydalanarak verilen problemi ¢ézmelerini istemistir.
Grup Uyeleri gerekli alan arastirmalari yaparak timdengelim, timevarim, benzetim, analiz, sentez gibi
st duzey zihinsel beceriler kullanarak kendisine verilen problem(ler)i ¢ozmeye c¢alismislardir. Grup
yeleri web tabanli ortamda istedikleri zaman bir araya gelerek sorunlar lizerinde tartisirlar. Boylece

692



Songiil KARABATAK, Muhammed TURHAN- Pegem Egitim ve Ogretim Dergisi, 7(4), 2017, 663-712

herkes birbiri ile bilgi, materyal, fikir ve gorislerini paylasarak akran destegi saglar. Grup Uyeleri,
sorunlari tartismak istediklerinde web tabanli ortamda bir araya gelmislerdir. Boylece, Gyeler birbirleri
ile bilgi, materyal, fikir ve distincelerini paylasarak akran destegini saglamislardir. Bu siire¢ boyunca
yonlendirici her grubu ayri ayr izlemis, grublara gesitli sorular yoneltmis ve tartismanin ydnine
miidahale etmistir. Ayrica, tartisma slreci boyunca grup tyeleri, 6grenme kaynaklarini paylasarak cesitli
ipuclarindan yararlanmislardir. Tartisma tamamladiktan sonra, grup Uyeleri tarafindan verilen cevaplar
ve problemin ¢éziimine iliskin en iyi ¢6zimi yolu grup baskani tarafindan derlenmis ve sonug raporu
olarak egitim portalina yiklenmistir. Son olarak da rapor grup uyeleri ile kolaylastiricinin paylasimina
aciimistir.

Veri Toplama Siireci ve Araglari

Arastirmanin nicel boyutu deneysel desen ile gerceklestirildiginden dolayr katiimcilarin WTO’ye
yonelik tutum dizeylerini élcmek icin Erdogan, Bayram ve Deniz (2007) tarafindan gelistirilen WTOYT
Olgegi kullanilmistir. Olgek, 26 maddeden meydana gelmistir. Web tabanli 6gretimin etkililigi (17 madde)
ve WTO’ye karsi direnme (9 madde) olmak Uzere iki boyuttan meydana gelmistir. Olgegin ic tutarlilik
degeri .92 olarak tespit edilmistir. Olgegin dogrulayici faktdr analizi sonucunda uyum iyiligi indekslerinin
de kabul edilebilir dizeyde oldugu belirlenmistir. Tekedere (2009) tarafindan tez galismasinda kullanilan
oOlgegin ic tutarhlik degeri ise .92 olarak hesaplanmistir. Bu ¢alismada ise 6lgegin i¢ tutarlik degeri .94
olarak hesaplanmistir.

Arastirmada kullanilan bir diger &lcek ise Program Degerlendirme Olgegi’dir. Bu dlcek, Finans Projesi,
WestEd ve Stanford Egitim Liderlik EnstitUsi'nin birlikte yariattiga calismada kullanilmistir. Okul
Midiri anketinin Program Deneyimleri béliminde yer alan 6lgek, (i¢ boyuttan meydana gelmektedir.
19 maddelik 6lgegin, 5 maddesi programin lider odakliligini, 6 maddesi zengin igerik yansitmasini, 8
maddesi de aktif ve 6grenci merkezli égretim 6zelligini 6lgmeyi amaglamaktadir. Proje kapsaminda
olcegin glivenilirlik katsayilari, lider odakhlik boyutu igin .80, zengin yansima boyutu igin .92 ve aktif ve
6grenci merkezli 6gretim boyutu igin ise .89 olarak hesaplanmistir (Darling-Hammond et al., 2007).

Program Degerlendirme Olgegi’nin orijinal dili ingilizce olmasi nedeni ile arastirmada kullaniimadan
once farkli bir calisma grubu UGzerinde gecerlik ve glivenirlik islemleri gerceklestirilmistir. Bu nedenle ilk
olarak dil denkligi saglanmistir. Dil denkligi icin Olgegin Tlrkgeye cevrisi, ikisi egitim yonetimi alanindan,
biri alan disindan olmak tizere ¢ 6gretim Uyesine yaptirilmistir. Bu geviriler bir alan uzmani tarafindan
kontrol edilmis ve farkli gérisler ortak bir ifade ile diizeltilmistir. Olusturulan Tiirkge form, ingilizce
bilgisine sahip farkli iki kisi tarafindan tekrar ingilizceye cevrilmis ve orijinal hali ile karsilastirilmistir.
Tirkce ve ingilizce formlar arasinda farkliligin olmadigi yoniinde gériis birligine ulasildiktan sonra élgegin
faktor yapisinin tespit edilmesi ve yapi gecerliginin ortaya konmasi icin de agimlayici faktér analizi
uygulanmistir.

Glvenirlik ve yapi gecerligi islemleri icin 6lcek Elazig ilinde gorev yapan toplam 174 okul midiriine
uygulanmistir. Verilerin faktor analizine uygunlugunu test etmek amaciyla KMO ve Barlett testleri
yapilmistir. KMO = .93; Bartlett-testi degeri ise x2= 2683.65; sd=171 (p=.00) olarak elde edilmistir.
Olgegin hesaplanan ig tutarlilik degeri de .95 olarak bulunmustur.

Olgek DFA ile de sinanmistir. Bunun igin dzgiin 6lgekte belirtilen ¢ gizil degiskenli (faktérli) model
icin uyum istatistikleri hesaplanmistir. Uyum indeksleri incelendiginde, DFA icin olusturulan modelin
kabul edilebilir uyum gosterdigi belirlenmistir (Stimer, 2000; Hayduk, 1987; Hair et al., 1995).
(x2/sd=2.64 ;NNFI = .95 IFl = .95 CFl = .95 SRMR=.08, GFI=.74, AGFI=.67, RMSEA=.10 ).

Arastirmanin nitel boyutu kapsaminda, anket verilerinin teyit edilmesi ve egitimin etkililigi ile
katilimcilarin algilarinin, tepkilerinin ve deneyimlerinin ortaya konmasi (Yildirnm & Simsek, 2005, p.301)
amaci ile egitim siireci sonunda odak grup goriismesi teknigi kullanilmistir. Clinkii PTO, égrenci merkezli
ve grup aktivitesini gerektiren bir 6grenme yaklasimidir ve PTO’de grup Uyelerinin yénlendiriciyi ve
birbirlerini degerlendirmesi gerekir (Davis & Harden, 1999). Bu nedenle katilimcilarin egitim sirecine,
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kullanilan yontem ve metotlara ve kendilerinde meydana gelen degisimlere iliskin gorislerini almak
amaci ile odak grup gortusmeleri yapilmistir. Odak grup goériusmesi, dnceden belirlenmis bir konu
hakkinda veri Gretmek amaci ile belli bir grup insan arasi tartisma ve iletisime odaklanan bir tekniktir.
Odak grup, arastirilan konuyla ilgili farkh bakis agilari, fikirler, degerlendirmeler ve yasantilardan
derlenen zengin bir igerik elde etmek i¢in olusturulmus bir gruptur (Bas & Akturan, 2008, p.103; Balci,
2011, p.175-178). Odak grup goriismelerinde egitim sirecine katilan katilimcilardan katildiklari
programi, kendilerinde meydana gelen degisimleri ve grup arkadaslarini degerlendirmeleri i¢cin Odak
Grup Gorlismesi Formundaki sorular yoneltilmistir. 33 katihmci 3 odak gruba ayrilmistir ve gériismeler
katilimcilara uyan farkli glinlerde yapilmistir. 45 ile 60 dakika arasinda suren goriismelerde 3 farkli kayit
cihazi kullanilmistir.

Verilerin Analizi

Nicel verilerin analizi: Arastirmanin nicel boyutuna iliskin verilerin analizi yapilirken SPSS 22 programi
kullaniimistir. Demografik verilerin analizinde ylzde ve frekans teknikleri kullaniimistir. Arastirmada
kullanilan her iki 6lgcek de besli likert tipindedir. Program Degerlendirme Olcegi calismada kullanilmadan
dnce farkli bir 6rneklem lizerinde uygulanarak gegerlik ve giivenirlik analizleri yapiimistir. Olgekteki her
bir madde 1’den (Hi¢ Karsilamadi) 5’e (Biyiik Olgiide Karsiladi) dogru puanlanmis ve ortalamalar
acisindan yapilacak karsilastirmalarda 1.00-1.80 arasindaki aritmetik ortalamalar Hig¢ Karsilamadi, 1.81-
2.60 arasindakiler Kismen Karsiladi, 2.61-3.40 arasindakiler Kararsizim, 3.41-4.20 arasindakiler Karsiladi
ve 4.21-5.00 arasindakiler Biiyiik Olctide Karsiladi seklinde yorumlanmistir. WTOYT Olgegi’nde ise her bir
madde 1’den (Hi¢ Katilmiyorum) 5’e (Tamamen Katiliyorum) dogru puanlanmistir.

Arastirmada verilerin normalligini incelemek icin Kolmogorov-Smirnov testi yapilmistir. WTOYT
Olgegi’'nin boyutlari cercevesinde deney grubundan elde edilen verilerin normallik dagilimlarina iliskin
bulgular Tablo 3’te verilmistir.

Tablo 4.
WTOYT Olcedi’ndeki Verilerin Normallik Dagilimlari.

Kolmogorov-Smirnov

Boyutlar Deger N p

WTO'nun Etkililigi Ontest 12 33 .20
WTO'nun Etkililigi Sontest 14 33 .06
WTQ'ye Karsi Direnme Ontest .15 33 .10
WTO'ye Karsi Direnme Sontest A1 33 .20

Tablo 3’te goriildiigi gibi WTOYT 6lceginin her iki boyutunda gruplara iliskin veriler normal dagilim
gostermislerdir. Bu ylizden katilimcilarin web tabanl 6grenmeye iliskin tutumlari arasindaki farkhliklarin
istatistiksel olarak ortaya konmasi icin normal parametrik testlerden bagimli gruplar t-testi kullanilmistir.

Tim istatistiksel analizlerde anlamlilik diizeyi .05 olarak alinmistir. Ortalamalar arasinda anlamli
farkhhk c¢ikanlar icin etki buyukltkleri de hesaplanmistir. Clinkli 6rneklemlerin ortalamalari arasindaki
farklarin anlamli bulunmasi, bagimsiz ve bagimli gruplar arasinda gigliu bir iliski oldugunu garanti
etmemektedir (Bliytkoztirk et al., 2012, p.169). Yani t-testi, karsilastirilan iki ortalama arasinda anlamli
bir fark olup olmadigini ortaya koyarken, bu farkin biytklGgli hakkinda bilgi vermez. Bu nedenle,
istatistiksel anlamliigin yaninda etki buyukliginin de hesaplanmasi gerekir (Thalheimer and Cook,
2002; Pallant, 2011, p.201). Bagiml gruplar igin t-testindeki etki blyukliglu de hesaplanan t degerinin,
orneklem sayisinin karekdkiine oranidir (Can, 2013, p.136):

t
d= —_
V(1)
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Etki blyUklGglu isaretten bagimsiz olarak degerlendirilir. Etki buyukliga d’nin .00 (sifir) olmasi,
ortalamanin, karsilastirildigi sabit degere esit oldugu anlamina gelir. d’nin degeri 1’in Uzerinde ise etki
¢ok genis, .80 ise genis (bliylk), .50 ise orta, .20 ise az (kligiik) etki olarak degerlendirilir (Cohen’s, 1992;
Thalheimer & Cook, 2002 ).

Nitel verilerin analizi: Nitel boyuta iliskin verilerin analizi icin icerik analizi yéntemi kullanilmistir.
icerik analizinde amag, toplanan verileri agiklayabilecek kavramlara ve iliskilere ulasmaktir. Analiz
sirecinde ilk olarak yazi ve ses kaydi formatindaki veriler elektronik formlara déndstirilmustir. Daha
sonra Balci’'nin (2011) odak grup goriismelerinin analizi igin 6nerdigi adimlar takip edilmistir. Bu nedenle
grup gortsmeleri bir bitln olarak ele alinmis ve Balc’'nin (2011, p.181) tavsiye ettigi analiz yontemi
izlenmistir:

e Gorugsme sorulari izlenerek verilen yanitlarin her biri, ilgili tema ile kodlanir.
e Temalar gelistikge her bir koda bir isim verilir.

e (Coziimleme devam ettik¢e tanimlama yetmezse yeni kodlar olusturulur.

e Cok az kullanilan kodlar, uygun kategorilerin altina yerlestirilir ve genisletilir.
e Bu analiz yontemi dogrusal degil cemberseldir.

e Sirekli karsilastirilarak kodlamalar yapilir.

e Bu ¢odziimleme yeni bir kod veya kategori olmayincaya kadar strdaralir.

Odak grup goriismelerine katilanlarin goriis ve degerlendirmeleri kodlara ayrilmis ve daha sonra bu
kodlamalar arastirma problemleri cergevesinde “avantajlari” ve “karsilasilan sorunlar ve dezavantajlari”
olmak tizere iki ana tema olarak kesinlestirilmistir. Her bir kategoriye iliskin gorislerin frekanslar
hesaplanirken hangi gruptan kag katilimcinin goris bildirdigine, katilimcinin ifade sekline ve kararliligina
bakilmistir. Clinkii odak grup goriismelerinin analizinde sadece kullanilan sozciikler degil, katihmcinin
ifade sekli, beden dili, kararlilhigi, yorumlarin sikligi, ayni veya benzer yorumun kag farkl kisi tarafindan
yapildig gibi unsurlar da g6z oniinde bulundurulmalidir (Bas ve Akturan, 2008, p.108). Bu nedenle, bir
grubun bir gorise iliskin belirttigi frekans degeri en fazla o gruptaki katilimci sayisi kadar hesaplanmistir.
Son olarak da gruplar, temalar ve kategoriler arasindaki iliskinin anlasilir bir sekilde yansitiimasi igin
veriler MS-Excel programi ile grafiklestirilmistir.

Arastirmanin nitel verilerinin givenirliginin saglanmasi icin, verilerin analizi ve sonuca ulasiimasi
slirecine bir arastirmaci daha dahil edilmistir. Verilerin analizi yapilmadan dnce gegerli olmayan veriler
(6nyargilar, yanlis anlasiimalar, gergek veya konu disi veriler) ayiklanmistir. Daha sonra arastirmacilar
yaptiklari analizlerle uyusum ve uyusmazlik noktalarini belirlemisler ve glvenirlik oranini
hesaplamislardir. Bunun igin P: Uyusum yizdesi; Na: Uyusum miktari; Nd: Uyusmazlik miktari olmak
lizere asagidaki uyusum yizdesi formula givenirlik oranini hesaplamak igin kullaniimistir (Bakeman &
Gottman, 1997, p.60):

P=——x100
Na 4+ Nd (2)

Yukaridaki uyusum yiizdesi formuli yardimiyla yapilan hesaplamalar sonunda, Odak Grup Goérismesi
Formuna iliskin glvenirlik orani %91.00 olarak hesaplanmistir. Miles ve Huberman’a gore (1994, p.64),
hesaplanan deger %90.00’dan biyiik oldugu zaman arastirma glvenilir olarak kabul edilir. Bu nedenle
yapilan arastirmanin nitel kisminin glivenilirlik acisindan yeterli olduguna karar verilmistir.

695



Songiil KARABATAK, Muhammed TURHAN- Pegem Egitim ve Ogretim Dergisi, 7(4), 2017, 663-712

Bulgular
Web Tabanli Ogrenmeye iliskin Bulgular

Aragtirmanin “WT-PTOYE programina katilanlarin WTO’ye iliskin tutumlar program éncesinde ve
program sonrasinda farklilasmakta midir?” sorusuna iliskin bulgularin elde edilmesi amaci ile deney
grubundaki katihmcilarin WTQ’vye iliskin 6ntest ve sontest ortalama puanlarinda anlamli bir degisimin
meydana gelip gelmedigine bakilmistir. Bunun icin dlgegin her iki boyutu (WTO'nun etkililigi ve WTO'ye
karsi direnme) ayri ayri ele alinmis ve gerekli istatistiksel analizler yapilmistir.

Boyutlara iliskin veriler normal dagilim gosterdiginden dolayi ortalamalarin karsilastiriimasi bagimh
gruplar t-testi ile yapilmistir. Elde edilen sonuglar Tablo 4’te verilmistir.

Tablo 5.

WTOYT Ontest ve Sontest Ortalama Puanlarinin Karsilastiriimasi.

Test N X ss t sd p

WTO'nun Etkililigi Ontest 33 3.26 .82 -6.36* 32 .00
WTO'nun Etkililigi Sontest 33 4.34 .50

WTO'ye Karsi Direnme Ontest 33 2.81 .84 4.85* 32 .00
WTO'ye Karsi Direnme Sontest 33 2.04 .65

*p<.05

Tablo 4'te gorildugi gibi, hem WTO’ nin etkililigi boyutunun (tsy =-6.36; p<.05) hem de WTO’ye
karsi direnme boyutunun (t3; =4.85; p<.05) 6ntest ve sontest ortalama puanlari arasinda anlamli bir
farkhihk gorilmektedir. Deney grubu katilimcilarinin WTO’niin etkililigi ile ilgili gorisleri, program
dncesinde X=3.26'dan, program sonrasinda X=4.34’e yiikselirken, WTO’ye karsi direngleri X=2.81"den,
X=2.04e dusmistiir. Bu durum deney grubundaki katilimcilarin WTQ’ye yénelik tutumlarinin olumlu
yonde degistigini gostermektedir.

Analizler sonucunda deney grubunun WTO'niin etkililigi ile ilgili 6ntest ve sontest ortalamalari
arasinda ortaya cikan anlamli farkin etki biyikliigiinin (d=1.11) oldukca fazla, WTQO'ye karsi direnme ile
ilgili 6ntest ve sontest ortalamalari arasinda ortaya cikan anlamh farkin etki biyukligiunin ise (d=.84)
fazla oldugu gorulmistar.

WT-PTOYE Programinin Etkililik Diizeyine iliskin Bulgular

“WT-PTOYE programinin nitelikleri/uygulamalari (igerik, yéntem ve teknikler) bakimindan etkililik
diizeyi nedir?” arastirma sorusuna cevap almak icin kullanilan Program Degerlendirme o6lgeginin
boyutlarina iliskin ortalama puanlar ile standart sapma degerleri Tablo 5’te yer almaktadir.

Tablo 6.

Program Dederlendirme Olcedi’nin Boyutlarina iliskin Ortalamalar.
Boyutlar N X ss
Lider odaklilik boyutu 33 4.72 .38
Aktif ve 6grenci merkezli 6gretim boyutu 33 4.39 .45
Zengin icerik yansima boyutu 33 457 .49

Tablo incelendiginde, katilimcilar programin lider odakhlik &zelligine (X=4.72), aktif ve 6grenci
merkezli 6gretim ozelligine (X=4.15) ve zengin icerik yansima 6zelligine (X=4.57) yénelik olarak “biiyiik
blgiide karsiladi” dizeyinde goris bildirmislerdir. Elde edilen degerlere bakildiginda WT-PTOYE
programinin okul yoneticilerinin egitim slirecinde oldukga etkili bir program oldugu séylenebilir.
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WT-PTOYE Programinin Avantajlarina iliskin Katilimci Goriisleri

Duzenlenen egitim programinin avantajlarinin belirlenmesi amaci ile katiimcilara “Sizce WT-PTOYE
programinin avantajlari nelerdir?” sorusu yoneltilmis ve gorusleri alinmistir. Bu sorunun cevabina iligkin
gorusler ¢coziimlendiginde gorusler yenilikgi bir yaklasim olarak sagladidi faydalar ve avantajlar, yetiskin
egitimi yaklasimi olarak sagladigi faydalar ve avantajlar, WTO’ niin sagladidi faydalar ve avantajlar ve
PTO’niin sadladigi faydalar ve avantajlar olmak lizere 4 temada siniflandinilmistir. Yenilikgi bir yaklasim
olarak sagladigi faydalar ve avantajlar temasi ve bu temaya iliskin kategoriler Sekil 4’te gosterilmistir.

EQG1 ®mOG2 ®mOG3

1 1 1 T T 11 T T 11 [
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Sekil 4. WT-PTOYE programinin avantajlarina iliskin katilimci gériisleri.

Sekil 4’te goruldtgu Uzere, yenilikgi bir yaklasim olarak avantajlari temasi altinda égrenmede
kalicihgr saglayan, dikkat cekici ve edlenceli, problem ¢ézme becerisini gelistiren ve dgrenci merkezli bir
yaklasim olmasi bitin katilimcilarin (f=33) hem fikir olduklari gértslerdir. Bu gorisler disinda katilimcilar
programda kullanilan yaklasimin yapilandirmaci (f=30), klasik yéntemlere alternatif (f=19), kritik
diisiinme gerektiren (f=22), derse ilginin diri kalmasini saglayan (f=18), isbirlikli (f=18), 6grenme ortamini
zenginlestiren (f=12) ve 06rgiin editimden daha kaliteli bir yaklasim (f=8) oldugunu belirtmislerdir.
Yenilik¢i bir yaklasim olarak avantajlari temasinda 6ne ¢ikan goriisler asagidaki gibidir:

“Teori ve pratigi harmanlayabilme, insani kritik diisinmeye yoneltme, ¢aba sarf edip 6grenmenin
kahciligini arttirma” (OG1-YCE).

“Isbirligini arttirir, akran destekli grenmeyi saglar. Arastirmaya yonlendirir” (0G2-YB).

“Stressiz, gerilmeden, evde oturarak, kendi kendine arastirmalar yaparak ve grup arkadaslarin ile
paylasarak, yapilandirmaci ve 6rglin egitimden daha etkili bir 6grenme sagladik” (OG2-AT).

“... Arastirmaya, 6grenmeye, bireysel olarak ¢6ziim yollari Gretmeye tesvik etti diyebilirim...” (0G2-
Ci).
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“... yasamakta oldugumuz iletisim ¢aginda artik bilgiyi ezberleyen bireylere degil, bilgiye ulasabilen,
bilgiyi kullanabilen, sentezleyerek yeni sonuglar elde edebilen bireylere ihtiya¢ oldugu yolunda
onemli katki sagladi” (OG3-ART).

Yetiskin egitimi olarak avantajlari temasi ve bu temaya iliskin kategoriler Sekil 5’'te gdsterilmistir.

10G1 =mOG2  mOG3

[ [ 111
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Sekil 5. Yetiskin egitimi olarak avantajlarina iliskin katilimci gértsleri.

Yetiskin egitimi olarak avantajlari temasi altinda égrenilenlerin davranisa déniistiiriilebilmesi (f=26),
ihtiya¢ duyulanlarin égrenilmesi (f=20) deneyimlerden faydalaniimasi (f=20), sosyal 6grenme saglamasi
(f=19) ve ayni érnek olayda farkli konularin ele alinmasi (f=11) gorusleri yer almistir. Yetiskin egitimi
olarak avantajlari temasinda 6ne gikan gorisler asagidaki gibidir:

“Lider olan kisinin deneyimi ¢ok énemlidir... Ayrica baskalarinin tecriibelerinin tecriibe edilmesine
neden oldugu gibi, kendi baslarindan gegen olaylari anlattiklarinda sen de onlarin yasadiklari ile 6n
deneyim yasiyorsun. Yapilan yanlislari veya dogrulari tartiyorsun. Daha sonra bu tir sorunlarla
karsilastiginda dnceden uygulama yapmis oluyorsun” (0G2-Ci).

“..Bir kisi en fazla tecriibe ettiklerini grenir ve ileride yaparken kendine giiveni olur...” (0G3-EQ).

“Egitim siUrecinde balik vermektense balik tutmayi 6greten bir yaklasim tercih edilmis... Okul
ortaminda karsilastigim bazi sorunlara daha farkli tepkiler verebildim ve uyguladim” (0G1-0i).

“Konularin orgiitsel yasamdan secilmesi ve yasadigimiz sorunlarla ilintili olmasi bence en iyi yoniyd.
ihtiyacim olani daha ¢ok 6grendim...” (0G3-SKD).

WTO’niin sadladi§i avantajlar ve faydalar temasi ve bu temaya iliskin kategoriler Sekil 6’da
gorildugu gibidir.

WTO’niin sadladidi avantajlar ve faydalar temasi altinda yer alan zamanin esnek olmasi, ekonomik
olmasi, mekéndan bagimsiz olmasi, fikirlerin daha rahat ifade edilmesi gorislerine bitin katilimcilar
(f=33) vurgu yapmuglardir. Bilgiye rahat ulasiimasi (f=17), online (eszamanli) derslerin tekrar izlenebilmesi
(f=14) ve bilgi ve iletisim teknolojilerine yatkinlik saglamasi (f=5) bu tema altindaki diger gorislerdir.
Sosyal etkilesimi arttirmasi (f=18), yonlendiricinin ve katilimcinin (6grencinin) daima aktif olmalarini
saglamasi (f=16), katihmcilari arastirmaya tesvik etmesi (f=15) ve katiimcilarda kolektiftik bilincinin
yerlesmesini saglamasina (f=14) iliskin gorisler de web tabanli 6grenmenin dezavantajlarini avantaja
ceviren gorisler altinda yer almistir. WTO’niin sagladigi avantajlar ve faydalar temasinda 6ne ¢ikan
goriusler asagidaki gibidir:

“Web Tabanl Egitim ile kurumlar ve bolgeler arasi dengesizlikler kaldirilir veya en aza indirilerek
egitimde firsat esitligi saglanir. Ogrenciye (klasik egitimin aksine) ¢ok daha biiyiik ve genis kaynak
sunulur. Klasik egitim sistemine gdre daha ucuza mal olabilir... Ogrenci ders icerikleri igindeki daha
o6nceden bildigi konulari atlama, anlamadig konulari ise istedigi kadar tekrar etme sansina sahiptir. Ders
materyalleri 6gretmen tarafindan istenildigi anda glincellenebilir veya degistirilebilir. Geleneksel sinif
ortaminda soru soramayan veya grup icinde katilim yetisine ulasamayan adaylarin, elektronik ortamda
ozgliven kazanmalarini saglar. Mekan sinirhliklari azaltir. Zamani da uygun bir sekilde kullanmamizi
saglar... Herkes kendi 6grenme hizinda égrenebilir’ (0G3-ART; 0G2-Ci).
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Sekil 6. WTO’niin sagladigi avantajlar ve faydalara iliskin katilimci gériisleri.

“...Teknolojiye yatkinhgim artti, daha hizh bilgisayari kullandim. Uzaktan egitime karsi 6n yargim bitti
diyebilirim” (0G1-GC).

“

. ancak bu program uzaktan egitimin pasif 6grencisini aktiflestiriyor. Hem egiticiye hem de
dgrenciye sorumluluklar yiikliyor. Ogrenci sadece kendi &grenmesinden degil arkadaslarinin
o6grenmesinden de sorumlu oluyor. Bu da 6grencilerdeki kolektiflik bilincinin gelismesini sagliyor”
(OG1-EA).

“... ayrica portalda paylasilan bitiin kaynaklari indirdim ve ince ince okudum... Farkli kaynaklarda da
bilgiler bulacagimi 6grendim” (OG1-NTA).

PTO’niin sadladidr avantajlar ve faydalar temasi ile bu temaya iliskin kategoriler Sekil 7’de gorildiigi
gibidir.
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Sekil 7. PTO’niin sagladigi avantajlar ve faydalar.

Sekil 7’de gorildigi gibi PTOniin sadladigi avantajlar ve faydalar temasi altinda en ¢ok vurgulanan
ifadeler, gercek érgiitsel sorunlarin ele alinmasi, akran destedi saglamasi ve teori ile uygulamanin
harmanlanmasi (f=33) seklindedir.

“... Ne kadar okursaniz okuyun sahaya inmeden neler oldugunu bilemezsiniz. Bir kisi en fazla tecriibe
ettiklerini 6grenir ve ileride yaparken kendine giiveni olur. Bu g¢alisma ile teori ile uygulama
arasindaki bosluk doldurulmus oluyor” (OG2-SKT).
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“Konularin 6rgltsel yasamdan secilmesi ve yasadigimiz sorunlarla ilintili olmasi bence en iyi
yoniydu... Teori ile uygulama arasindaki kurarak avam bir dil kullanacagimiza akademik dil
kullanmanin daha etkili oldugunun farkina vardik. Son senaryolarda bu gelisim daha fazla 6n plana
¢ikti...” (OG3-SKD).

WT-PTOYE Programinin Dezavantajlari ve Karsilasilan Sorunlara iliskin Katiimci Goriisleri

Diizenlenen egitim program siirecinde karsilasilan sorunlari ve WT-PTO’niin dezavantajlarini
belirlemek amaci ile katihmcilara “Sizce WT-PTOYE programinin dezavantajlari nelerdir?” ve “Program
sdrecinde karsilastiginiz sorunlar nelerdir?” sorulari yoneltilmistir. Bu sorulara yonelik gorisler
¢6ziimlendiginde gérisler teknik sorunlar, WTO ile ilgili dezavantajlar ve PTO ile ilgili dezavantajlar
seklinde 3 temada siniflandiriimistir. Bu temalar ve temalara iliskin kategoriler Sekil 8’de gosterildigi
gibidir.
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Sekil 8. Karsilasilan sorunlar ile programin dezavantajlarina iliskin gériisler.
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Teknik sorunlar temasi altinda baglanti problemleri (f=24) ve alt yapi eksikligi (f=22) sorunlari yer
almaktadir. Teknik sorunlar temasinda 6ne gikan goériigler agsagidaki gibidir:

“Ortaya cikan en blylk sorun teknik aksakliklardir. Yani internet ortaminda yasadigimiz baglanti
kopukluklari moral-motivasyon kaybina sebep olmustur...” (0G3-CA).

“Belki teknik sorunlar cikabilir fakat hig karsilasmadi” (0G2-TG).
“Teknik alt yapi gl¢lendirilmeliydi” (0G2-STK).

Katihmcilar tarafindan belirtilen senaryolardaki problemlerin gergcek yasam sorunlarinin ¢éziimii gibi
fazla zaman gerektirmesi (f=30), senaryolardaki sorunlarin kimi katiimciya kolay kimi katilimciya ¢ok zor
gelebilmesi (f=7), yénlendiriciyi tartismalarda pasif yapmasi (f=6), duyurularin es zamanli takip
edilememesi (f=5), herkesin ayni anda ihtiyaci olan sorunlarin ele alinamamasi (f=4), y6nlendiricinin
yiikiimliliiginii ve is yiikiinii arttirmasi (f=2) gorisleri PTO ile ilgili dezavantajlar temasi altinda yer
almaktadir. PTO ile ilgili dezavantajlar temasinda &ne gikan gériisler asagidaki gibidir:

“Yetiskin grubu oldugumuz i¢in zaman sikintimiz ¢ok fazlaydi... Cinki sorunlara ¢éziim tretmek igin
arastirma yapilmasi gerekiyor...” (0G3-LS, OG1-NTA).

“Ogretim elemaninin bayagi bir zaman harcamasi gerekli olan bir calisma diye diisiiniiyorum. Ciinki
senaryolarin hazirlanmasindan tutun da 6grencileri takip etmek gercekten diger klasik egitim ve
dgretim anlayisindan daha farkl. Orgiin egitimde ders 40 dakika fakat bu yéntemde dersin siiresi
yok” (OG3-MY).

“Senaryolarin bazilari bana zor geldi. Deneyimsiz olmama veriyorum...” (0OG3-LS).

“Senaryolar biraz daha karmasik olabilirdi. Ben daha farkli ve zor problemlerle karsilastigim icin bu
senaryolar bana normal geldi... Ogretim elemani tartismalar sirasinda keske daha aktif olsaydi” (0G2-
LS).

WTO ile ilgili dezavantajlar temasi altinda ise tartismalarin es zamanli yapilamamasi (f=33),
geribildirimlerin/degerlendirmelerin zamaninda yapilamamasi (f=33), istenildigi zaman internete
ulasamama (f=16), gergek sinif ortaminin olmamasi (f=12), kullanilan yaklasimin yeni olmasi (f=10),
motivasyon eksikligi (f=6), yorumlarda jest ve mimiklerin olmayisi (f=6), etkilesimin bazi gruplarda az
olmasi (f=5), ilgisizlik ve 6nyargilar (f=5), katiimci degerlendirmesinin zorlugu (f=4) ve teknolojik yatkinlik
(f=3) goruisleri yer almaktadir. WTQ ile ilgili dezavantajlar temasinda dne ¢ikan goriisler asagidaki gibidir:

“En bulyik sikinti internetin evde olmamasi ve istenildigi zaman baglanamama” (0G2-AT, OG3-SKD,
0G1-0i).

“Grup arkadaslari ile ayni anda bir araya hem sanal ortamda hem de yiiz yiize ortamda bulusamama”
(0G1-GC).

“...Egitici kisinin samimiyetini yiiz ylize olmadig icin anlayamayabilir” (0G2- TG).

“Gruptaki kisi sayisinin yetersizligi... geribildirimlerin ve degerlendirmelerin kisa slirede olmamasi
dezavantaj olarak gorilebilir. Geribildirimlerin ayni hafta olmamasi, grup ¢alismalarina aktif ve yeterli
katilimin olmamasi” (0OG3-ZP).

“YiizylUze ortamin havasinin olmamasi yani jest ve mimiklerin olmamasi” (0G2-YB).

Tartisma ve Sonug

Bu arastirmada, web tabanli problem temelli bir yénetici egitim program modelinin katilimcilarin
WTO’ye yonelik tutumlarina etkisini belirlemek amaglanmistir. Bu amagla diizenlenen programda PTO
yaklasiminin kullanildigl, zamandan ve mekandan bagimsiz, okul yoneticilerinin kendilerini daha rahat
ifade edebilecekleri web tabanli bir 6grenme ortamindan faydalaniimistir. Model kapsaminda
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gerceklestirilen egitim silirecinin dncesinde ve sonrasinda deney grubundaki katiimcilara 6ntestler ve
sontestler uygulanmis, WTO’ye yénelik tutumlarina iliskin gérisleri alinmistir. Toplanan verilerin
analizinden elde edilen bulgulara iliskin sonuglar ile bu sonuglarin alanyazindaki diger arastirmalarla
karsilastiriimasi ise agagidaki gibidir.

WT-PTOYE Programinin Katilimcilarin Web Tabanlh Ogrenmeye Yonelik Tutumlarina Etkisi

Elde edilen bulgulara gore; egitim siirecinin, deney grubundaki katilimcilarin WTO’ye yénelik
tutumlarini olumlu yénde etkiledigi belirlenmistir. Egitim programi sonunda katilimcilarin hem WTO’niin
etkililigi hem de WTO’ye karsi direnme ile ilgili tutumlarinda sontest lehine anlamli bir farklilik meydana
gelmistir.

Deney grubundaki katiimcilarla yapilan gériismelerden elde edilen bulgulara gore; uygulanan egitim
siireci, bilgi ve iletisim teknolojilerine karsi 6n yargilarin giderilmesine ve WTQ'ye iliskin yatkinhklarinin
artmasina neden olmustur. Ayrica, kullanilan yaklasimin zamandan ve mekandan bagimsiz olmasi,
ekonomik olmasi, fikirlerin daha rahat ifade edilmesi, bilgiye rahat ulasilmasi ve eszamanh derslerin
sonradan tekrar izlenebilmesi katimcilar tarafindan web tabanli 6grenmenin sagladigi avantajlar olarak
belirtilmistir. Anilan bu avantajlar, katilimcilarin WTQ’ye yénelik olumlu tutumlarin gelismesini etkileyen
faktorler olarak belirtilebilir. Alanyazinda yapilan calismalarda da, web tabanli problem temelli bir
ortamda duygularin rahat ifade edildigi (Crawford, 2011), sinirsiz kaynaga ulasilabildigi, zamandan ve
mekandan bagimsiz 6grenme ortamlari sunuldugu (Ozdemir, 2005) ortaya ¢ikmistir. Bu calismalarin
sonuglari, yapilan ¢alismanin sonuglari ile paralellik gdstermektedir.

Guy ve Lownes-Jackson (2010) uzaktan egitim stratejilerinin 6grencilerde internet taramasi,
bilgisayar okuryazarlig, 6z yoénelimli ¢alisma ve arastirma becerisi gibi bazi teknik yeterlikleri
kazandirmasinin yaninda teknolojik bakimdan 6z-yeterliklerinin artmasini sagladigini; Turney, Robinson,
Lee ve Soutar (2009) ise zaman ve uzaklk gibi dezavantajlari ortadan kaldirdigini belirtmistir.
Tekedere’nin (2009) ve Yeniad’in (2011) yaptigi calismalarda, WT-PTO’niin WTO’ye yénelik tutumlari
pozitif yonde etkiledigi tespit edilmistir. Belirtilen calismalarda ortaya gikan WTQ’ye iliskin tutumlar ile
tarafimizdan yapilan galismanin sonuglari birbirlerini desteklemektedir.

WT-PTOYE Programinin Etkililigi

WTPTO siirecinin lider odaklilik ézelligi, aktif ve éGrenci merkezli éGretim 6zelligi ve zengin icerik
yansima 6zelligi bakimindan katihmcilarin egitim ihtiyaglarini buyuk o6lcide karsiladigi belirlenmistir.
Deney grubundaki katilimcilarin gorislerine gore; diizenlenen egitim programi 6grenmede kalicillig
saglayan, dikkat c¢ekici ve eglenceli, problem ¢6zme becerisini gelistiren, 0grenci merkezli,
vapilandirmaci, isbirlikli, klasik yontemlere alternatif, kritik diisinme becerisi gerektiren, ilginin daima
diri kalmasini saglayan, 6grenme ortamini zenginlestiren yenilikgi bir uygulamadir.

Programin etkililigine iliskin bu sonuclar, baska calismalarin sonuglarini destekler niteliktedir.
Alanyazindaki calismalarin  sonuglarina gére; PTO web tabanli &grenme ile harmanlandiginda,
o6grenenlerin bilgilerini yapilandirma (Oliver ve Omari, 1999); isbirlikli (Oliver ve Omari, 1999; Sherwood,
2004; Ozdemir, 2005; Crawford, 2011; Jong, Verstegen, Tan ve O’Connor, 2012; Scott, 2014);
giincellenebilir (Ozdemir, 2005); esnek (Kaptan ve Korkmaz, 2001; Ozdemir, 2005; Loyens, Magda ve
Rikers, 2008; Crawford, 2011), gercekgi, eglenceli, etkin, ilging, eglenceli, kabul edilebilir ve islevsel
6grenme ortamlari sunma (Oliver ve Omari, 1999; Cooke ve Moyle, 2002; Taradi et al., 2005; Walker ve
Leary, 2009; Jong et al.,, 2012); 68renenlerin memnuniyetini ve motivasyonunu arttirma (Sherwood,
2004; Taradi et al., 2005; Ozdemir, 2005; Crawford, 2011; Jong et al., 2012); 6grenenlerin farkli
perspektiflerden bakma (Brownel & Jameson, 2004); problem ¢6zme becerilerini (Bigelow, 2004; Dalby,
2005; Sherwood, 2004; Smith, 2005) ve kritik (elestirel) diisinmeyi gelistirme (Cooke & Moyle, 2002;
Crawford, 2011; Ozdemir, 2005; Venkatraman & Krishnamurthy, 2008) gibi konularda etkili oldugu
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belirlenmistir. Bazi calismalarin sonuglarina gére de PTO 6grenci merkezli, yenilik¢i (Delaney, Pattinson,
McCarthy, & Beecham, 2015), klasik yontemlere alternatif bir yetiskin egitimi yaklasimidir (Jong et al.,
2012).

WT-PTOYE sireci katilimcilar tarafindan; 0Ogrenilenlerin davranisa dénusturiilmesini, ihtiyag
duyulanlarin 6grenilmesini, tecribelerin tecriibe edilmesini ve sosyal 6grenmenin meydana gelmesini
saglayan bir vyetiskin egitimi yaklasimi olarak degerlendirilmistir. Bu sonuglar, yapilan diger
arastirmalardaki PTO’niin ihtiyac duyulanlarin 6grenilmesine katki sagladigi (Cooke & Moyle, 2002; Jong
et al.,, 2012); davranis degisikligi meydana getirdigi ve 6grenmede kaliclligi sagladigi (Brownel ve
Jameson, 2004) yoniindeki sonuglar ile 6rtiismektedir.

Calisma sonunda, egitim programinda PTO’niin  kullaniimasi ile web tabanli 6grenmenin
dezavantajlarinin da avantaja donistigu gorilmistir. Bu harmanlanmis yaklasimin katilimcilarda sosyal
etkilesimi arttirmasi, yonlendiricinin ve katiimcinin daima aktif olmalarini saglamasi, katilimcilari stirekli
arastirmaya tesvik etmesi ve katihmcilarda kolektiftik bilincinin yerlesmesi gibi 6nemli etkileri olmustur.
Alanyazindaki bazi arastirmalar (Ellaway ve Masters, 2008; Jong et al., 2013) bilginin donlsiim sirasinda
cevrimici 6grenmenin tek basina yeterli olmadigini, 6grenci esnekliginin ancak 06grenci merkezli
yaklagimlarla harmanlanirsa etkili olabilecegini dogrulamaktadir. Ornegin, Yeniad’in (2011) ¢alismasinda
WTO’ye katilanlar web tabanli 6grenmenin zor ve sikici oldugu ve etkilesimi azalttigi yoniinde goériisler
bildirirken, Jung, Choi, Lim ve Leem (2002) tarafindan lisans 6grencileri ile yapilan ¢alismada 6grenci
gruplarinin sosyal veya isbirlikli etkilesimli web tabanli deneyimlerinden dolay1 WTQ’ye yénelik olumlu
tutumlar gelistirdikleri belirlenmistir. Calismada ayrica c¢evrimigi tartismalarda 6gretim elemanlarn ile
sosyal etkilesimler ve akranlar ile isbirlik¢i etkilesimler sayesinde yetiskin 6grencilerin 6grenmelerinin ve
aktif katihmlarinin da artirttigl vurgulanmistir. Edwards vd. (1999) tarafindan yapilan deneysel ¢calismada
da PTO’niin uzaktan egitimin dezavantajlarini azaltan bir yaklasim oldugu belirlenmistir. Benzer sekilde,
Jong vd. (2012) ve Mclinden, McCall, Hinton ve Weston’un (2006) calismalarinda gevrimici PTO’niin
katilimcilari daha fazla distinmeye tesvik ettigi sonucuna ulasiimigtir.

WT-PTOYE Programinin Dezavantajlari ve Karsilasilan Sorunlara iliskin Sonugclar

Katihmcilarin gorislerine gore, egitim programi sirasinda karsilasilan bazi sorunlar ve dezavantajlar
programin etkililigini etkilemistir. WT-PTOYE programinin uygulanma sirecinde yasanan bu sorunlari
baglanti sorunlari ile teknik sorunlar olarak ifade edilmistir. Egitim sirecinin planlama ve uygulama
siirecinde Firat Universitesi'nin OYS desteginin olmamasindan dolayi, OYS (moodle) kisisel bir masaistii
bilgisayara yuklenmistir. Bu nedenle katihmcilar egitim portalina baglanirken ara sira baglanti
problemleri yasamislardir. Bu baglanti problemi, egitim portalinin gligli bir alt yapi ile desteklenmesi
gerektigini ortaya koymustur. Dogan (2011), sistemsel bir aksakhgin insanlarin performans kaybina yol
acacagini, bu yilzden sunucu alt yapisinin uzman ekiplerce olusturulmasi ve periyodik olarak kontrol
edilmesi gerektigini belirtmektedir. Alanyazinda web tabanl 6grenmenin dezavantajlari ile ilgili yapilan
calismalarda da (6rnegin, Cook, 2007; Denis, 2003; Mclinden et al. 2006) teknik sorunlarin bu yaklasimin
dezavantaji olarak belirtiimektedir. Giirsul’un (2008) ¢alismasinda, cevrimici PTO ortamindaki 6grenciler,
kendi aralarinda yasamis olduklari sorunlari sirasiyla internete erisim, karar sirecindeki engeller,
teknolojik sikintilar ve sorunlar olarak belirtmislerdir. Mclinden vd.'nin (2006) calismalarinda da
ogrencilerin ¢ogu ilk senaryoda baglanma ile ilgili teknik sorunlarla karsilasmiglardir. Calisma sonunda
katilimcilar ilerleyen zamanlarda PTO’niin teknoloji ile birlikte kullanilmasindan dolayi bilgi ve iletisim
teknolojilerine yonelik yatkinliklarinin artmasina ragmen yine de zaman sikintisi yasadiklarini, teknolojiye
ulasmalarina ragmen kullanmadiklarini ve ¢evrimigi etkinliklere katilmadiklarini belirtmislerdir.

Ornek olaylardaki problemlerin gercek yasam sorunlarinin ¢éziimii gibi fazla zaman gerektirmesi ve
bitin katihmcilarin bilgi ve iletisim teknolojilerini hizlh kullanma yetisine sahip olmalarini gerektirmesi
kullanilan yaklasimin teknik dezavantajlari belirlenmistir. Kullanilan yaklasimlarin dogasindan
kaynaklanan bu dezavantajlarin alanyazindaki baska calismalarda da yasandigi gorilmuistir. Nelson
(1997), Walker vd. (2011) ve Hmelo-Silver (2012) PTO’niin arastirmaya dayali bir dgretim yaklasimi
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olmasindan dolayi PTO ortaminda 6grenme hedeflerine ulasmanin fazla zaman aldigini belirtmislerdir.
Kaptan ve Korkmaz’'in (2001) calismalarinda da PTO’de sunulan problem durumlarinin égrenciler
tarafindan ¢6ziilmesinin uzun zaman aldigi belirtilmistir. Crawford’un (2011) ¢alismasinda da 6grenenler
teknik ve zaman sorunlari yasamiglardir. Valaitis vd.’nin (2005) ¢alismalarinda da web tabanl problem
temelli ortamda Ogrenciler, ¢evrimici ortama adaptasyon dénemi gegirmisler, teknik problemler ve
zaman sikintisi ile karsilasmislar. Calismada 6grenciler bu sireci agir is yiiki olarak algilamis ve ¢evrimigi
grup karari vermenin zorluklarini yasamislardir. Macrae’nin (2000) ¢alismasinda da 6grenenlerin zaman
sikintisi ve gruba aktif katilim ve projenin zamaninda teslimi gibi bazi problemlerle yasadiklari
gorulmistir.

Calisma sonunda ortaya ¢ikan bir diger bulgu da; senaryolardaki yonetsel sorunlarin kimi katilimciya
kolay kimi katilimciya ¢ok zor gelmesi ve herkesin ihtiyaci olan sorunlarin (ayni anda) ele alinmamasidir.
Smith (1991) ve Jonassen (2000), PTO problem ¢ézme becerisinin, problemin tipi (tam yapilanmamus,
soyut, karmasik olmasi), sunumu (sekli, icerigi, ipucu) ve bireysel 6zellikler/farkliliklar (asinalik, tereddt,
deneyim, yapisal bilgi, prosedirel bilgi, kavramsal bilgi, 6zel bir akil yuritme, biligsel stiller, genel
problem ¢6zme stratejileri, 6zgiven, motivasyon ve azim) gibi faktorlere de bagh oldugunu
belirtmislerdir. Scott da (2014) bu calismalarin bulgularini destekleyerek, PTO siirecinde bireysel
dzelliklerin 8nemli etkileri oldugunu ve PTO’niin problemler etrafinda olusturuldugu icin dogru problem
ozelliklerinin secilmesi kritik bir tasarim adim oldugunu belirtmistir. Oliver ve Omari'nin (1999)
calismalarinda da PTO’niin bilissel zorlugu nedeni ile bazi 6grencilerin motivasyonlarinin azaldigi ve bu
durumun o6grencilerin bireysel ozelliklerinden kaynaklandigi ortaya cikmistir. Belirtilen arastirmalarin
sonuglari, senaryolarin kimi katilimciya kolay kimi katilimciya ¢ok zor gelme durumunu hem agiklamakta
hem de desteklemektedir.

Arastirmadan elde edilen bulgulara gore; katihmcilar 6grenme siirecinde yonlendiricinin (6gretim
Uyesinin) tartismalarda ¢ok aktif olmadigini, yénlendiricinin geribildirimleri veya problem
degerlendirmelerini zamaninda yapmadigini ve kullanilan yaklasimin yonlendiricinin sorumlulugu ile is
yukini arttirdigini belirtmislerdir. Belirtilen bu sorunlar da egitimler sirasinda kullanilan yaklagimlarin
(WTO ve PTO) dogasindan kaynaklanan (Delaney et al., 2015; Hmelo-Silver, 2012) sorunlardir ve bu
sorunlar alanyazindaki baska ¢alismalarda da ele alinmistir. Ornegin, Jung vd. (2012) ¢alismalarinda web
tabanli ortamda 6grencileri takip etmenin c¢ok fazla zaman gerektirdigini, Kaptan ve Korkmaz (2001)
PTO’niin 6gretim liyelerinin is yiikiinii daha ¢ok arttirdigini dile getirmislerdir. Jung vd.’nin (2012) yaptigi
calismada da egitici geribildirimlerinin zamaninda yapilmasina iliskin memnuniyet diizeyinin, ¢evrimigi
PTO 6grencilerinde disiik oldugu gorilmiistiir. Arastirmaci, bu durumun asenkron etkilesimin
dogasindan kaynaklandigini ve bunun da beklenen bir sonug oldugunu belirtmistir. Bu durum, PTO’niin
etkilerini sinirlandiran bir faktor olarak gorilebilir.

Brownell ve Jameson (2004), PTO’niin kullanildigi bir lisansiistii yonetim egitimi programinin 6gretim
Gyelerinin zamanini ¢ok fazla tikettigini, daha fazla kaynak ve koordinasyon gerektirdigini ve
degerlendirme yapmanin geleneksel yontemlere gére daha zor oldugunu tespit etmistir. Delaney vd.
(2015), kendi calismalarinda karsilastiklari bu sorunun nedenini sdyle aciklamistir: “PTO yaklasiminda
ogretim Uyesinin gorevi geleneksel yaklasimdakinden daha zordur ve silireci devam ettirme, 6grenciyi
calistirma ve kontrol etme, 6gretim lyesi agisindan sorunlu durumlar arasinda yer almaktadir. Ayrica ilk
zamanlarinda yonlendirici igin slireg sinir bozucu olsa da 6grencilerin slirece alismasi ile 6gretim Gyesinin
isi zamanla kolaylasacaktir.”

Calismada; katihmcilarin, kullanilan yaklasima yabanci olmalarinin, egitim programinin etkililigini
sinirlayan 6nemli bir dezavantaj oldugu tespit edilmistir. Nelson (1997), Delaney vd. (2015), Hmelo-Silver
ve Derry (2007), Hmelo-Silver (2012) ve Hallinger ve Lu (2012), yeni bir 6grenme yaklasiminin normlarina
hem &grencilerin hem de &gretim (iyelerinin adapte olmasinin zaman aldigini ve bu durumun PTO’niin
yapisindan kaynaklanan zorluk oldugunu belirtmislerdir.

Calismanin bir diger sonucuna gore; tartismalarin es zamanli yapilmamasi, katilimcilarin istedikleri
zaman internete ulasamamalari ve gercek sinif ortaminin olmamasi, duyurularin zamaninda takip
edilememesi, bazi katilimcilarin motivasyonlarinin disik olmasi veya ilgisizlikleri bu nedenle de bazi
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gruplarda etkilesimin az olmasi ve kullanilan yaklasimin teknolojik yatkinlik gerektirmesi ve yorumlarda
jest ve mimiklerin olmayisi siirecin web tabanl yiritilmesinden kaynaklanan dezavantajlar olarak
belirlenmistir. WT-PTOYE siireci sonunda yasanan bazi sorunlarin, Nelson (1997) ve Jung vd. (2012)
tarafindan yapilan galismalarda da yasandigi gorilmistir. Jung vd.’nin (2012) yaptigi ¢alismada bazi grup
tyelerinin baskalarinin sirtindan gecindikleri ve gruba ¢ok az katki sagladiklari, bazi grup tyelerinin de
edindikleri bilgileri (kendi kendine ¢alismalari sirasinda) bilerek paylasmadiklari goriilmistir. Nelson’un
(1997) calismasindaki Ar-Ge projesinin sonuglarina gére; grup performansinda artis olmasina ragmen,
grup becerilerinin eksikligi, okuma kaynaklarinin fazlaligi ve projenin karmasikhgi gibi nedenlerden dolayi
Ogrenenlerin performansinin istenilen diizeyde olmadigi ortaya ¢ikmistir. Beadle ve Santy’nin (2008)
calismalarinda da -6grenci degerlendirmelerine gére- ¢cevrimici PTO’niin teori ile uygulama arasinda bir
bag kurmak igin elverisli bir yaklasim oldugu, ancak Uyelerin bazilarinin tartismalarda agirliklarinin az
olmasindan dolaylr grup dinamiginin olusturulmasinin zor oldugu ortaya konmustur. Bu durumun
iyilestirilmesi icin, tartisma gruplarinin olusturulmasini ve ¢evrimigi oturumlarin kullanilmasini gerektigini
belirtmislerdir. Clinkl arastirmacilara gore, cevrimici grup tartismalari 6grenciyi 6grenmeye tesvik
edecek, tartismaya katilmalari icin cesaretlendirecek ve ¢evrimici ortamda kendilerini daha rahat ifade
etmelerini imkan taniyacaktir.

Oneriler

Yapilan bu calismadan elde edilen sonuglara gére; web tabanli PTO, okul yéneticilerinin egitiminde
onemli katkilar saglama potansiyeline sahiptir. Bu nedenle, okul yoneticilerinin egitiminde web tabanli
PTO yaklasiminin kullanilmasina yénelik calismalar yiriitilmelidir. Bu baglamda, okul yéneticilerinin
egitiminde kullaniimasi igin Universiteler ve MEB arasinda koordinasyon kurulmalidir. Ayrica, bu tir
sorun merkezli uygulamalarin Gniversitelerde yetiskin egitim yaklasimi olarak yayginlastiriimasi
saglanmalidir.

Problem temelli program tasarimi ¢ok fazla zaman almistir ve web tabanh olarak
gerceklestirilmesinden dolayi oldukga karmasik bir sire¢ oldugu ortaya c¢ikmistir. Bu nedenle, egitim
programinin planlanmasi ve problem temelli senaryolarin olusturulmasi gilicli bir ekip tarafindan
yapilmalidir. Bu ekipte, programin tasarlanmasi ve planlanmasi igin en az bir tane program koordinatérd,
senaryolarin olusturulmasi icin en az bir senaryo koordinatori, web tabanl ortamin etkili yonetilebilmesi
icin en az bir modiil koordinatéri, PTO’niin yiritilmesi icin en az bir 6gretim tyesi yer almalidir.

Web tabanli problem temelli program uygulanmasi sirasinda da gesitli sorunlar yasanmistir. Sistemle
alakali sorunlar 6grenenlerin motivasyonlarinin ve performanslarinin diismesine neden olmaktadir. Bu
ylzden sunucu alt yapisi uzman ekiplerce olusturulmali ve periyodik olarak kontrol edilmeli ve
guncellenmelidir.

Calismada bazi 6grencilerin motivasyonlarinin -dolayisiyla da bazi gruplarda da etkilesimin- az oldugu
dile getirilerek, egitim siirecinde cesitli motivasyon araglarinin kullaniimasi tavsiye edilmistir. Ogretim
tiyeleri, hem &grenenlerin motivasyonunu hem de kendi dgretim kalitelerini arttirmak icin, PTO, web
tabanli ortam ve sinif ortamini harmanlamali ve bu yaklasimlarin gliglii yonlerini 6n plana ¢ikarmahdirlar.

Web tabanli PTO siirecinde dile getirilen ©®nemli sorunlardan biri, 6gretim Uyesinin
geribildirim\degerlendirmelerinin yavas veya az olmasidir. Web tabanli ortamin dogasindan kaynaklanan
bu sorun, web tabanh geribildirim\degerlendirmelerde yazili iletisim yerine telekonferans gibi sesli
iletisim yontemlerinin kullanilmasi, haftada bir ylGz yize sinif ortaminda bulusulmasi veya eszamanli
cevrimigi tartisma ortamlarinin olusturulmasi ile g¢o6zllebilir. Yazili iletisimden, grup dinamiginin
saglanmasi icin asenkron tartisma ortamlarinda faydalanilmalidir. Ayrica, WB-PTO’de birden fazla
kolaylastiricinin kullanilmasi faydali olabilir.

Okul yoneticileri veya adaylari kullanilan yaklasima yabanci olmalarindan dolayi egitim sirecinin
baslarinda uyum sorunu yasamislardir. Bu nedenle, 6grenenlerin hem web tabanli PTO ortamina
gecislerini yumusatmak hem de cevrimici okuryazarlik becerilerinin gelistirilmesini saglamak icin,
oryantasyon egitimleri yapilmali ve egitim slrecinin isleyisi ile ilgili tanitim kitapgiklari hazirlanmaldir.
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Sinirhliklar ve Gelecek Calismalar

Bu arastirma, okul yéneticilerinin yetistiriimesinde WT-PTO’niin avantaj ve dezavantajlar ile okul
yoneticilerinin WTO’ye iliskin tutumlar Gizerindeki etkisini incelemeyi amaclamistir. Arastirmadan elde
edilen bulgular, okul yéneticilerinin yetistiriimesine iliskin literature 6énemli katkilar sunmustur. Bu
arastirmada, WT-PTO’niin okul yéneticilerinin WTO’ye iliskin tutumlarini olumlu yénde etkiledigi
belirlenmistir. Ancak, bu calisma okul yéneticilerinin WTO’ye iliskin tutumlari sinirhidir. Bundan sonra
yapilacak arastirmalarda, WT-PTO’niin okul yéneticilerinin karar verme ve problem ¢ézme becerilerini
nasil etkiledigine iliskin arastirmalar yapilabilir. Ayrica, benzer bir arastirma, arastirmanin sinirhliklarini
dikkate alarak daha fazla kolaylastirici ve web uzmanlariyla tekrarlanabilir. Benzer arastirmalar, farkl
sektorlerde yoneticilik yapan ve yonetici adayi olan kisiler Gzerinde yapilabilir.
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