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From the Editor in Chief

Dear producers and consumers of knowledge,

I would like to share the happiness of being with you again with third issue of Pegem Journal of
Education and Instruction (PEGEGOG) in 2019. Initially, | want to thank you for the increasing interest for
our journal.

The popularity of the journal of PEGEGOG continues to grow, with over a hundred papers received in
last one year. Of these, about 30.00% were accepted for publication. This is good news for our journal.
On the other hand, | have to indicate that there were critical problems in terms of format within these
articles as stated in the previous issue. First of all, unfortunately we had to reject some articles as in
many of them there were texts very similar to ones in different articles. At first step, we scan all articles
in i-Thenticate program to determine the exact quotations from other resources. After this scan, we
reject the articles detected to have exact quotations at a high rate without initiating peer-review
process. Apart from that, we also send back the articles not written in an academic format not to disturb
our reviewers unnecessarily.

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

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

Sincerely yours,

Prof. Dr. Ahmet DOGANAY
Editor in Chief
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Editérden

Degerli bilgi Uretici ve tiketicileri,

Pegem Egitim ve Ogretim Dergisi’nin (PEGEGOG) 2019 yili ¢lincli sayisi ile sizlerle bir kez daha
beraber olmaktan duydugum mutlulugu paylasmak istiyorum. Oncelikli olarak dergimize olan ilginin
stirekli artmasi nedeniyle sizlere tesekkiir etmek isterim.

PEGEGOG dergisinin popllaritesi artmaya devam etmekte olup, son bir yil igcinde ylizden fazla makale
alinmistir. Bunlarin yaklasik% 30.00’u yayina kabul edilmistir. Bu, dergimiz igin sevindirici bir haberdir.
Ancak Uzllerek belirtmem gerekiyor ki, dnceki sayida belirttigimiz gibi bu makalelerin bazilarinda format
acisindan dnemli sorunlar vardi. Oncelikle bircok yazarimizin makalesindeki metinlerin baska makale ya
da metinlerle birebir benzerligi nedeniyle Gzilerek ret etmek zorunda kaldik. Bize gelen tim makaleleri
ilk 6nce I-thenticate programiyla diger kaynaklardan birebir alintilari belirlemek icin tariyoruz. Bu tarama
sonucunda yiiksek oranda birebir alinti oldugu belirlenen makaleleri hakem siirecine géndermeden ret
ediyoruz. Bunun disinda, bir akademik makale formatina uymayan ¢alismalari da hakemlerimizi bos yere
yormamak adina geri geviriyoruz.

Dergimize yapilan basvurularda ret etmek zorunda kaldigimiz ¢alismalarin bir kisminda gorilen
sorunlardan birisi de veri analiziyle ilgiliydi. Veri, arastirma amaclari dogrultusunda ilgili kaynaklardan
toplanan ham bilgilerdir. Bunlarin amaglar dogrultusunda analiz edilmesi gerekir. Veriler sayisal ise
istatistik teknikleri kullanarak nitel ise icerik analiz ya da betimsel analiz yontemleri gibi yontemlerle
analiz etmek gerekir. Analiz verilerin bulguya déniismesini ve onlardan anlam g¢ikarilmasini saglar.
Ozellikle belge analizi ve diger nitel calismalarin bazlarinda verilerin bulgu olarak sunuldugu
gorilmektedir. Bazilarinda ise veriler sadece betimlenerek sunulmaktadir. Basvuru yapilmadan 6nce
calismalarin derginin benimsedigi kurallara uyarak makale formatina getirilmesi ve ondan sonra yayim
icin sunulmasi gerekmektedir.

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

Prof. Dr. Ahmet DOGANAY
Bas Editér



Q

8 & Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 653-672
53]

8 PEGEM www.pegegog.net
& AKADEMI

The views of academicians about problems in the science teacher education
departments and their proposed solutions

Emine KURU KACMAZOGLU #, Merve TASCAN ™

®inénii University, Education Faculty, Malatya/Turkey
bSuleyman Demirel University, Education Faculty, Isparta/Turkey @ CrossMark

Article Info Abstract
DOI: 10.14527/pegegog.2019.021 The purpose of this study is t.o identify th.e ViEV\.IS of acadfemicians about the problems

in the undergraduate education process in which the Science teachers are educated,
Article History: and to propose solutions to these problems. The study was designed as a case study.
Received 25 May 2018 The working group of the research consisted of 29 instructors who work in the Science
Revised 25 October 2018 Teaching Undergraduate Programs in Turkey. The data were obtained via a structured
Accepted 29 April 2019 interview form composed of demographic information and open ended questions. The
Online 14 June 2019 data were analysed using content analysis method. As a result of the research, the

problems that affect Science teaching improvement in Turkey negatively are
Keywords: summarized under three main headings: problems arising from the undergraduate
Science education, student admission phase, problems related to the content of the undergraduate
Teacher training, program, and issues related to the undergraduate education process. For solutions to
Problems and solutions. these problems, the study offers suggestions: student and teacher selection system

should be changed to measure personal and professional skills, the number of
Article Type: students should be decreased, infrastructure deficiencies should be corrected, quality
Research paper and quantity of the instructors should be increased, personal rights of the education

employees should be improved, and common opinion and strategies should be
determined through organizing workshops with the participation of all stakeholders.

Fen bilgisi 6gretmeni yetistiren birimlerdeki sorunlar hakkinda 6gretim
elemanlarinin goriisleri ve ¢6ziim 6nerileri

Makale Bilgisi 0z
DOI: 10.14527/pegegog.2019.021 Bu gal|§man|r.1 amaci, Fen Bilgisi 6gretme:'n|.(.erinif1 ye.ti§t.irildigi lisans egitim slrecindeki
sorunlari belirlemek ve bu sorunlara ¢6zim 6nerileri sunmaktir. Arastirma, durum
Makale Gegmisi: calismasi ile yuratilmuasttr. Arastirmanin galisma grubu, Turkiye’deki Fen Bilgisi
Gelis 25 Mayis 2018 Ogretmenligi lisans programlarinda gérev yapan 29 &gretim elemanindan
Dizeltme 25 Ekim 2018 olugmaktadir. Veriler, demografik bilgi formu ve agk uglu sorulardan olusan
Kabul 29 Nisan 2019 yapilandirilmis  bir gérisme formuyla toplanmis ve igerik analizi metoduyla
Cevrimici 14 Haziran 2019 degerlendirilmistir. Arastirmanin sonucunda Turkiye’de etkili bir fen bilimleri
dgretmeni yetismesini engelleyen sorunlar, Fen Bilgisi Ogretmenligine lisans dgrencisi
Anahtar Kelimeler: kabul asamasindan kaynakli problemler, Fen Bilgisi Ogretmenligi lisans programinin
Fen egitimi, icerigi ile iliskili problemler ve Fen Bilgisi Ogretmenligi lisans egitim siirecinden kaynakli
Ogretmen egitimi, sorunlar seklinde Ug ana baglikta 6zetlenmistir. Calismada, bu problemlerin ¢éziimi
Problemler ve ¢6zim &nerileri. icin 6grenci ve 6gretmen secme sisteminin kisisel ve mesleki becerileri de élgmesi icin

yenilenmesi, Fen Bilgisi Ogretmenligi lisans programina ayrilan égrenci sayilarinin
azaltilmasi, altyapi eksikliklerinin giderilmesi, 6gretim Uyelerinin niteliklerinin ve
sayllarinin artirilmasi, egitim alaninda ¢alisanlarin 6zlik haklarinin iyilestirilmesi ve tim
paydaslarin katilacagi calistaylar ile ortak goris ve stratejiler belirlenmesi gibi 6neriler
sunulmustur.
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Introduction

Today we live in an age of rapid change and transformation in which there is an addiction to
information and scientific developments. The primary objective of education is to prepare individuals for
the future culturally, socially and economically. Therefore, individuals living in the 21* century should
acquire some basic skills such as using information and communication technologies, analytical, inquiry
and critical thinking skills, solving the problems they encounter in their daily lives, using scientific
processes and methods, and having scientific literacy (Breivik, 2005; Karadeniz Bayrak, 2014; Pellegrino
& Hilton, 2012).

Regardless of the level, the teacher has a key role in the quality and success of the education. The
quality of the teacher is the key determinant in the functioning of the education system and in ensuring
progress and continuity of the society (Ustiiner, 2006). In Turkey, as it is the case in many of the
developed countries of the world, studies focusing on the educational reforms and on enhancing the
quality of teacher education have gained momentum since 1990’s.

In Turkey, the Science Teachers Educating Programs were established with the regulation number
97.39.2761 in 04.11.1997, which supports restructuring of the Education Faculty of the Executive
Committee of the Higher Education Council (YOK) (Kavcar, 2002; Kuru & Uzun, 2008). This new
regulation that started to be implemented as from the academic year of 1998-1999 determined that
teacher candidates be graduated by taking standard courses throughout Turkey.

Despite the reforms in every level of education, unfortunately it is not possible to state that science
education is being conducted at the desired quality. Achievement in science in the national level
examinations is at the lowest level. In addition, our country ranks among the lowest in the international
examinations such as PISA, TIMSS etc. There are many reasons for this failure. One of the most
important reasons is the fact that teacher education in science lacks adequate quality (Demir, Béyik &
Kog, 2011; Ersoy, 2011; Ozoglu, 2010; Sahin, 2014). Therefore, this study aims to identify the problems
encountered during the science teachers’ education process and to offer solutions to these problems. In
addition, when the literature on the subject was reviewed, the studies were generally conducted with
prospective teachers and/or teachers. The fact that the study group consists of academicians working in
the undergraduate programs will contribute to the literature in terms of identifying the problems from
the faculties.

Method

Research Design

The research was designed as an embedded single-case design, one of case study methods. “Case
studies focus on an issue selected to provide insight into the issue” (Creswell, Hanson, Clark Plao &
Morales, 2007). Embedded single-case design as research design is defined as the examination of
different dimensions or sub-states within a case (Yin, 2003).

Study Group

The study group consists of the instructors in the Science Teacher Education Programs in Turkey.
Accurate determination of the problems depends on having a heterogeneous study group. Therefore,
when selecting the sample of the research, the Science Teacher Education Undergraduate Programs in
Turkey were ranged from the lowest score to the highest score according to the 2012-2013
Undergraduate Placement Exam (LYS) base points, and they were separated into 7 groups at 20 point
intervals. Participation forms were sent to totally 79 instructors from 25 universities so that there would
be at least one university from each group.
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Data Collection Tools

As a data collection tool, a structured form, containing 6 personal questions in the first section and 7
open ended questions in the second section, was prepared and sent online. The structured interview
form prepared by the researchers was presented to three experts; a physics educator, a science
educator and a biology educator. Then, the form was corrected according to views of experts and was
sent to the participants.

Data Analysis

The personal data section of structured form was analysed descriptively and the answers to the open
ended questions were interpreted by conducting content analysis. In order to ensure the reliability of
the research, the data obtained were coded separately by the authors and the sub-themes were
created. Consistency between researchers' coding was calculated using the formula [Reliability =
Agreement / (Agreement + Disagreement) x 100] (Miles & Huberman, 1994). Accordingly, the
percentage of compliance was calculated as 81.25%. Data were classified using the codes according to
the area of specialty (B= Biology; C= Chemistry; CE= Chemistry Education; EE= Environmental Education;
P=physics; PE= Physics Education; SE= Science Education) of the participants, the order of answering the
interview form, gender and title. For example; SE,.\». indicates the male professor participant who is a
specialist in the area of Science Education and who is the second person that answered the form.

Findings
Findings about the Demographic Characteristics of the Academicians

A sample of 29 instructors with the following academic titles, 17 (59.00%) and 12 (41.00%) of whom
are male and female respectively, contributed to the study: Seven professors (24.00%), 12 associate
professors (41.00%), 8 assistant professors (28.00%), 2 instructors, one of whom has a PhD (7.00%).
Among them, 7 of the contributors to the study are serving as the Head of the Department of Science
Teaching. The professional experience of the instructors participating in the study ranges between 5-43
years. 41.00%, 31.00%, 24.00% and 4.00% of the participants are specialists in the relevant field, field
education, science education field, and environmental education field, respectively.

Academicians’ Opinions on the Problems in Science Programs

Problems arising from the undergraduate student admission phase: An open ended question: "Are
the level of readiness of the students selected to the Science Teacher Education Undergraduate
Program suitable for becoming a Science Teacher?" was addressed to the academicians in the interview
form used in the research. The sub-themes that the academicians agree on about readiness are stated in
Table 1.

All of the academicians who find the readiness level of the students enrolling to a Science Teacher
Education Undergraduate Program to be insufficient agree that the students are inadequate in knowing,
defining and applying the basic principles and concepts. And as a result, they indicate the inefficiency of
the students during the pre-license education period and the central exam system that is based on test
method.

Problems related to the content of the undergraduate program: To the question "What are the
problems in connection with the content of the Science Teacher Education Undergraduate Program?",
some of the academicians gave the answer that the content is sufficient but problems are encountered
in application while others stated that there are problems in connection with the content of the
program. The opinions are expressed in Table 2.
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Table 1.
Problems in the Stage of Selecting Students to Science Teacher Education Undergraduate Program.
Themes  Sub Themes Example Explanations
2 a Lack of Piamassist: -t is not likely to get a student having secondary school-level
:‘g g knowledge due to  Physics, Chemistry, Biology and Mathematics knowledge comprehend university-
¥ pre-license level... They are only of a level of literacy (alphabetical level) while they must be
O o B ; i H : ”
o < education at least science literate in order to become a Science Teacher.
s High-level CE, mp.: “The university admission system does not determine the suitability of
_§ thinking students for their respective fields. The students to be enrolled in science
s deficiency due to education must be able to perform the numeric operations well, use logic, and

interpret the results. They must have a good skill to animate, i.e. comprehend,
the phenomenon in their mind, which is not measured adequately by the current
exam system.”

the assessment
and evaluation

system
Y CEyomassist.: - On the other hand, the students are not educated according to

the requirements of science knowledge which is a positive science during the
high school years. The scientific thinking processes and creativity of students are
at the lowest levels and that the condition they come to the university...”

= 9 The program is P, r5.: “... that's because they do not prefer the department wilfully. They do not

5 g not preferred have any future expectations and targets.”

3 7; wilfully P,srp.: “..Besides they are insufficient at the basic concept levels of Science and

5 é& Their interest in Mathematics, their interest and attitude towards especially the physics courses

% and attitude are not positive in general, they are prejudiced.”

> toward the Pis.mp.: “There are certain problems arising from the thought "I should become a

% science are teacher at least" of those students who failed to enrol to a good department.”

£ negative

In addition to the opinions in Table 2, there are also other opinions stating that the course content
applied in the universities are not in conformity with the YOK's content, the school-university
cooperation cannot be obtained sufficiently, content of certain courses are very heavy, and that the
application is not performed as included in the content but applied heavily as pure science.

Issues related to the undergraduate education process: Besides the number and the quality of the
academicians, the physical structure of the education environment, information technologies and all
learning-teaching activities involved in this process also have effect on science teacher education
process. The data related to this subject are discussed under three sub headings. These are given in
Table 3.

Problems encountered in the learning-teaching process: Four of the academicians stated that they
have not encountered any problems during the education process; and 18 of them stated that there are
significant problems in the process, and seven of them gave place to thoughts that are not directly
related to the learning-teaching process (Table 3).

Problems in connection with the teaching staff: The ability to achieve the desired targets in a field is
closely connected to the executers in that field. In this respect, some academicians stated that the
teaching staff is adequate while others expressed that besides inadequate quantity, notably the
deficiency of research assistants and field specialists, there are also qualitative inadequacies. For
example, field and out-of-field specialists give lectures in field education courses and their pedagogical
formation knowledge is inadequate; there are application deficiencies and differences; there is lack of
interaction with the students; and the course loads are heavy, etc. (Table 3).
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Table 2.
Problems Arising from the Content of the Science Teacher Education Undergraduate Program (2006).
Themes Sub Themes Example Opinions
o o Content is not SE; massoc.: “The teaching program’dis not balanced in itself. There is an
g g suitable for intense course accumulation in the 3™ year. ...”
S 8 science education  Pg passoc: “.-. it is seen that the weekly 2-hour field courses are not sufficient
g T and is not in terms of duration.”
T = distributed evenly  SE;q m.assist.: “Course hours and contents should be rearranged. First of all, the
g § Course hours are contents should be in parallel to the acquisitions in the science teaching
s £ inadequate program. The content in most of the science courses in the current program
E Lack of certain is the same with the ones in the physics, chemistry and biology
. basic courses departments.”
o Lack Piam. assis.. “There isn't any courses with regard to Scientific Process Skills
g of/insufficient (SPS), Science-Technology-Society-Environment (STSE) relationships, Scientific
S courses and and technical psychomotor skills, attitudes and values toward the science
° activities based (AV). Since field knowledge is not sufficient, activities related to the field
i on scientific cannot be arranged during the courses.”
& process skills and Basr.assis.. “---practices for student research and creativity are very few. A
inquiry wider place should be given to the out-of-class education, and science society
concepts should be taught as applied course.”
v 8 Deficiency of pre-  SEjsk. assis.. “The applied courses should have priority in the content, and the
° g service teacher candidates should be educated mainly with practice. In this way the
E S application teacher candidates can prepare the materials more effectively. For this
g duration and reason, the teacher candidates should be provided with the opportunity to
= environment make practice in school environment before the senior year.”
.S SE4rassoc.: “Inadequacy of courses for education of science teachers draws
ﬁ attraction. Additionally, it is known that the probation courses for the
E candidates are inadequate. Adding courses with regard to their fields to the
e program would be useful for their professional development.”
o8 Inadequacy of EE17fassoc.:”.-lack of courses and activities for self-improvement such as
g 2 g personal and follow-up of the agenda and up-to-date literature, lack of the course for
& 3 S professional inspecting the textbook, and lack of effective class management,
development psychological development course.”
courses

Problems in connection with the physical structure and technical equipment: Eight of the
academicians stated that there isn't any problem, while two individuals mentioned about the
inadequacy of the office rooms. On the other hand, 19 individuals expressed that the physical structure
particularly in the laboratories are insufficient and that they are not suitable for instruction based on
constructivist approach, that there is insufficiency in terms of technical equipment, that the
administration does not provide support to the units in this respect, and that the capacity is inadequate
due to the high number of students (Table 3).

Working Group's Solution Offers for the Present Problems

The suggestions of the academicians identified above are given in Table 4. These suggestions can be
summarized as follows: professional interest and skills should be measured both in admission to the
undergraduate program and in the process of appointment to the teacher, there should be scholarships
to increase students’ motivation, the number and hours of practical courses must be increased, the
program must be compatible with current developments, the quality and quantity of teaching staff
should be increased, the teaching-learning process must be realized in accordance with the
constructivist approach, physical and technical possibilities should be increased, education policies
should be developed by taking common views of all stakeholders, and so on (Table 4).
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conventional teaching approach and a physical environment

SE1 m.assoc.: “Laboratory problems. ...University does not make
sufficient investments, materials are lacking...”

Crorassoc.: “The classroom arrangements are classical and not
suitable for interactive education.”

Inadequacy of physical and
technical equipment

Departments do not receive
financial support for physical
infrastructure materials

Table 3.
Problems in the Undergraduate Education Process According to the Participants.
Themes Sub Themes Example Opinions
£ wa Misapplication of SE4fassoc..: “.. Saying that the students will also be a teacher in the
T e 3 constructive approach future to the students, the subjects of the course are distributed
E § g_ Use of teacher-centred among the students and the subjects are presented by the students.
c ¥ _ : : - ”
3 & methods and techniques The student-centred education conce;.Jt. is totally m:surfderstood. ‘
e g Poamassis. “Although the constructivist approach is accepted in
s theory, the behavioural approach is rather dominant in practice.”
g o SEs.mp.: “Generally the plain lecturing method is used commonly, and
% s the activities for improving the teaching skills (e.g. discussion,
a originality, creativity etc.) of the students are used at an insufficient
level.”
£ s& Quantitative inadequacy of Bsrassis.:“--Inadequacy of assistants is another problem for
2 2 g the teaching staff performing more effective studies in the laboratories ...”
put s e L L
% 5 .%0 Qualitative inadequacy of the .SEZ7.M.As.soc.' Wh/le. it is necessary‘ to .ezducj‘ate individuals specialized
o *g S teaching staff in the field education, the education is tried to be conducted by the
> <8 . ) individuals who are not specialized in this field.”
S : Involving experts outside the
< field
2 Physical structure is not SEsr.assoc.: “There is lack of learning environment which is suitable for
g suitable for the constructivist  active study by the students. Desks are arranged in order one after
2 approach the other (anchored to the floor) in accordance with the
&
(0]
©
o
‘e
ey
Q
(0]
'_

Problems in Connection
with the Physical and

Discussion, Conclusion & Implementation

Becoming a teacher is a multidimensional complex process which can be interpreted as socialization
of personal improvement and teaching (Virta, 2002). The 4-year undergraduate education process is an
acculturation process created by candidates to be inspired from the corporate culture of the university
they are in (Babadogan & Boz, 2005), and is one of the key determinants of their professional success.

Science teacher education process is a multi-dimensional and comprehensive matter. Many factors
in this process affect the quality of the science teachers. Thus, it is important to be able to determine
the difference between the beginning and the end of this process quantitatively and qualitatively. This
provides the instructor with the information on where to start the education as well as how to carry out
the education (Harman & Celikler, 2012). If the necessary conditions are not provided at the initial stage
of the process, it will be even harder to ensure that the process continues soundly and to obtain the
desired outputs. Therefore, if the students’ motivation and readiness level are high, then their success
increases to the same extent (Akpinar, Yildiz & Ergin, 2006; Ayik & Atas, 2014; Brigido, Couso, Gutierrez
& Mellado, 2013; Harman & Celikler, 2012; Serin, Serin, Saracaloglu & Kesercioglu, 2004).

The teaching profession requires self-denial, and in order to be successful in the profession it should
be performed fondly and voluntarily. As can be seen in numerous studies conducted with the teacher
candidates, the ratio of the candidates who give place to a teacher education program within his/her
top three preferences is quite low; and rather than the interest in and attitude towards the profession,
the compulsory reasons such as insufficient exam scores, obtaining additional points, or parents’
pressure, take the priority among the reasons for preferring a teacher education program (Anilan &
Anilan, 2014; Boz & Boz, 2008; Bozdogan, Aydin & Yildinm, 2007; Cermik, Dogan & Sahin, 2010;
Hacidmeroglu & Sahin Taskin, 2010; Tas, 2012; Tataroglu, Eret Orhan & Ok, 2014; Tataroglu, Ozgen &
Alkan, 2011).
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Table 4.
Participants' Solution Offers Regarding Problems in the Science Teacher Education Undergraduate
Program.
Themes Sub Themes Example Opinions
wo g Decreasing the number of P12 massoc.: “.. it should be ensured to admit students in a number of
£5 ; ; ”
5 e L students max. two times of the number of annual assignments. ...
o ..3 g Renovation/change of student SEemp.: “Students should be admitted by conducting an interview
- = selection system exam with respect to the personal characteristics ...
0 O .« . . . .
3 Measuring professional CEzirp.: Teachlr-rg is not a job for earning money. Therefore, th'e
2 & interest and skills persons who will become a teacher should be prepared for this
U 4 . . . . .
g-g g Giving scholarship to ensure prof.essmn from the/r”early ages (Higher schools for teaching, Village
a8 preference priority Institutes model etc.). . . .
9 BE1s. massoc.: The quality of the student can be increased by making
E criteria such as more gratifying scholarship and appointment for the

Recommendations for the

Recommendations Regarding Recommendations For Teaching Staff

Suggestions Regarding

Program and Its Content

Teaching-Learning Process

Inter-institutional

Cooperation and

Coordination

Increasing the number and
hours of the field and
professional practice courses
Rearrangement of the course
hours

Program should be in
conformity with the MEB
Science Education Program
Program should be in
conformity with the up-to-date
developments

Improvements in the personal
rights

Enhancing the quantity of the
teaching staff

Academicians should

2% ;
= %' + receive formation
§ §%‘ c?urses,

js 73“ S Field knowledge
S o & courses should be

lectured by the field

specialists
Conducting the teaching-
learning process in compliance
with the constructivist
approach
Restructuring of teaching-
learning-assessment process
Improving the physical and
technical possibilities

Conducting workshops by the
participation of all stakeholders
MEB and YOK should cooperate
University-school cooperation
should be ensured

preference of the teacher.

SEsrassoc.: “...it is known that the probation courses of the candidates
are inadequate. Adding the courses related to their fields to the
program will be useful for their professional improvement.”

EE17fassoc.: “.. The courses and activities aimed at self-improvement,
such as reviewing the agenda and current literature, following
innovations, should be included in the program content.”

SExsrassis.: “.. In the course contents, emphasis should be placed on
correlating the concepts with the daily life.”

SE1o.m.assis.: “In order to raise better teachers, one of the issues with the
highest priority is the improvement in the personal rights of the
academicians, in other words the academicians, thus allocating more
funds for the education.”

Csrassis.: “It is compulsory to increase the number of instructor staff
(Research Assistants and Specialists).”

SEsrassoc.: “... The academicians of the Education faculties should make
up their deficiencies by receiving formation courses and the necessary
applications should be carried out for this purpose.”

SEe.mp.: “... the academicians should be selected among those who are
experienced, ... the field knowledge courses should be lectured by the
field specialists, ...”

PEismassoc.: “There is a misperception even at the undergraduate level
that constructivism means conducting of the courses with PowerPoint
presentations. The courses should be conducted correctly within the
frame of constructivist concept.”

SEarassoc:  “Learning-teaching-assessment — process
restructured based on the teacher and student roles.”
CExomassis.:. ... the education-training which improves the critical
thinking skill and creativity should be adopted.”

CEiemp.: “.. assessment criteria should be rearranged.”

CEawmp: “... Infrastructural and staff deficiencies of faculties should be
eliminated.”

should  be

EE17fassoc: “Workshops regarding Science Education should be
conducted by the participation of MEB, YOK, universities, teachers and
teacher candidates, and common opinion and strategy should be
determined, and MEB and YOK should always work together”
Paamassis.: “.. university-school cooperation and its effectiveness should
be improved.”
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In their study, Kartal and Tasdemir (2012) revealed that almost half of the students who were
successful to enter to a teacher education undergraduate program were not ready emotionally. Yet,
motivation of an effective science teacher should be high. Teaching is not a profession that can be
conducted without affection. Therefore, the problems manifest themselves in the beginning stage of the
profession. In addition, the quality of education is closely associated with the program being
implemented. When designing the education programs, it should be ensured that they should
encompass the requirements of the community and the individual as well as the characteristics of the
subject field (Bayrak & Erden, 2007).

When we take a look at the studies for program development in our country within the historical
process, it is seen that generally the programs have been developed theoretically by several specialist
instead of receiving opinions from all of the stakeholders, without making a detailed needs analysis,
and/or by means of adapting the programs imported from abroad (Meri¢ & Tezcan, 2005; Unal, Costu &
Karatas, 2004). The changes that were put into use in 1997 caused various problems in practice and YOK
made another change in the teacher educating institutions in 2006 (YOK, 2007). The teacher candidates
who receive 174-hour course during a Science Teacher Education Undergraduate Program, 132 hours
theoretical and 42 hours applied, graduate as science teachers. Only eight hours out of these 174-hour-
courses are comprised of selective courses. All other courses are the same. With these changes
introduced, there has been a decrease in the number and hours of the courses for field application.
Again, there are certain criticisms for science teacher education programs. These are the courses not
being distributed evenly, causing an accumulation especially in the 3" year, and lack of certain basic
courses such as classification of living things an important deficiency.

Unfortunately teaching of the scientific inquiry, scientific process skills, and science-technology-
society-environment interaction that are among the most important dimensions of the scientific literacy
are not included as a separate course in the program for education of the science teachers. Again, the
absence of Science Philosophy courses among the vocational knowledge courses is another important
shortcoming. All the aforementioned subjects are included within the content of the "Nature of Science
and History of Science" course. This means that in a weekly 3-hour course, it must be ensured that the
nature of science is understood and also the history of science is to be given in addition to trying to
discuss the philosophy of science.

Another aspect of the criticisms is related to the problems of application. According to the
constructivist approach, the learner is not the passive receiver of the information. Rather, learners
participate actively in the learning process (Akpinar & Ergin, 2005). Thus, when preparing them for the
profession, the teacher candidates should also be educated in accordance with the principles and
methods of this approach. As stated by the participants, although it is necessary for the prospective
science teachers to go through a process based on the constructivist approach, it is seen that besides
the compulsive reasons such as the crowded classes and inadequate physical structure, most of the
instructors are inadequate in this respect. Thus, the candidate teachers who do not experience the
active learning-measurement-evaluation process cannot train their students in accordance with the
requirements of the constructivist approach. Sahin (2014) states that prospective teachers have
expressed that they are trained for an unqualified, devoid of modern knowledge, and generally with a
traditional, teacher-centred approach.

Physical environment has equally important effect on education as social environment has.
Therefore, there is need for special physical spaces called laboratories besides in-class and out-of-class
activities. In the laboratories, teaching and learning activities are conducted by providing a model or the
same of the situations existing in the nature. The science courses that are learned by doing and
experiencing by means of experiments improve the instincts of the students, ensure effective and
permanent learning by the students, and make it easier to establish cause-effect relationship and to
make sense of the nature and the natural phenomena (Kaptan & Korkmaz, 2001; Millar, 2004; National
Research Council [NRC], 1996; Olson & Loucks Horsley, 2000). Thus, it is another basic condition for an
effective science education that in general the physical structure and especially the laboratory

660



Emine KURU KACMAZOGLU, Merve TASCAN — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 653-672

environment should be adequate. Demir et al. (2011) reached the findings that 63.90% of the science
teachers conduct experiments occasionally in their lectures, and that the ratio of those who give place
to experiments in every practical lessons is only 4.10%. In the same study, the ratio of those who do not
deem themselves competent in terms of performing experiments is indicated to be 7.30%, and those
who are concerned about unsuccessful completion of an experiment is 10.40%, and the science teachers
stated that they require in-service training about use of laboratory instruments-devices and applications
(Demir et al. 2011). A qualified teacher must have general and special field competencies for his/her
profession. Among the professional skills that an effective science teacher should have, there should be
the ability to utilize laboratory effectively, to use research, inquiry and critical thinking skills effectively,
and to possess high level of scientific literacy.

In addition to the basic problems discussed above; various other problems that have been stated for
many years (Babadogan & Boz, 2005; Giinay, 2011; Safran, Kan, Ustiindag, Birbudak & Yildirim, 2014),
such as the very high number of students per instructor, inadequate physical and technical equipment in
the classrooms and laboratories, the fact that the administrations do not care about the Education
Faculties as they do about faculties of Medicine and Engineering etc. are included among the findings of
this study.

The following suggestions for science teacher education are proposed in order to train teachers with
the skills needed by the 21* century information society:

* The student selection system should be changed and the personal and professional skills should also
be included among the measuring criteria when accepting students to the program as well as in the
process of assighment as a teacher.

e In order that the teaching programs are among the top priorities in university-field selection process,
scholarship programs with a guarantee of appointment to the profession should be created.

e In order to help to develop positive attitude towards the profession, personal rights of all the
education employees must be improved.

* Decreasing the number of students is among the prerequisites of increasing teacher quality.

¢ Adequacy of the physical and technical equipment, in particular in laboratories, of the undergraduate
programs must be ensured.

e The science teacher education undergraduate programs should be re-structured so as to be based
heavily on research-inquiry, in accordance with the requirements for acquisition of the scientific
literacy.

¢ National Science Education Standards should be created in order to develop a scientific approach in all
educational levels and to ensure accreditation.

¢ Both qualitative and quantitative characteristics of staff should be enhanced.

And most importantly, the decisions on education should be structured by means of forming a
scientific supreme board independent of the effects of politics.
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Tiirkge Siiriim

Girig
Bugtlin, bilimsel gelismelere ve bilgiye bagimhhgin oldugu hizh bir degisim ve donliisim c¢aginda
yasamaktayiz. Egitimin temel amaci, bireyleri kiltlrel, sosyal ve ekonomik olarak gelecege hazirlamaktir.
Bu yiizden 21. yilzyilda yasayan bireylerin bilgi ve iletisim becerilerini kullanma, analitik, sorgulayici ve
elestirel disiinme, glinlik hayatta karsilastiklari problemleri ¢ozme, bilimsel siire¢ ve metotlari kullanma
ve bilimsel okur-yazarlik gibi bazi temel becerileri kazanmis olmalari gerekmektedir (Breivik, 2005;
Karadeniz Bayrak, 2014; Pellegrino & Hilton, 2012).

Hangi diizeyde olursa olsun 6gretmen, egitimin kalite ve basarisinda anahtar bir role sahiptir.
Ogretmenin kalitesi egitim sisteminin etkin bir sekilde isleyisinde ve toplumun ilerlemesi ve sirekliligini
saglamada belirleyicidir (Ustiiner, 2006). Diinya’nin gelismis bircok Ulkesinde oldugu gibi Tiirkiye’de de
egitim reformlari ve bu gibi reformlarin etkili uygulayicilari olan 6gretmenlerin kalitesinin artiriimasi ile
ilgili calismalar 1990’lardan bu yana 6nem kazanmistir.

Tirkiye’de Fen Bilgisi Ogretmenligi Programlan Yiksek Ogretim Yiritme Kurulu’nun Egitim
Fakilteleri’nin yeniden yapilandiriimasini saglayan 04.11.1997 tarihli ve 97.39.2761 sayil diizenlemesi ile
kurulmustur (Kavcar, 2002; Kuru & Uzun, 2008). 1998-1999 akademik yilindan itibaren uygulanmaya
baslanan bu yeni diizenleme ile 6gretmen adaylarinin Tiirkiye genelinde standart dersler alarak mezun
olmalari uygun gorialmustar.

Egitimin her seviyesindeki reformlara ragmen, maalesef fen egitiminin istenilen seviyede
ylrataldigu séylenememektedir. Ulusal diizeyde yapilan merkezi sinavlardaki fen basarisi ¢cok diistktar.
Diger yandan llkemiz PISA, TIMSS ve benzeri gibi uluslararasi sinavlarda en asagilarda kalmaktadir. Bu
basarisizligin pek ¢ok sebebi vardir. En 6nemli sebeplerden birisi fen bilgisi 6gretmenlerinin yeterli
kalitede yetistirilmemesidir (Demir, Boyiik & Kog, 2011; Ersoy, 2011; Ozoglu, 2010; Sahin, 2014). Bu
yuzden bu ¢alisma, fen bilgisi 6gretmenlerinin egitim sireci ile ilgili problemleri ele almayr ve bu
problemlere ¢6ziim onerileri sunmayl amacglamaktadir. Ayrica, konu ile ilgili alan yazin tarandiginda,
yapilan ¢alismalar genellikle 6gretmen adaylari ve/veya 6gretmenler ile gergeklestirilmistir. Arastirmanin
calisma grubunun lisans programlarinda gorev yapan akademisyenlerden olusmasi, sorunlarin bizzat
kaynagindan tespiti acisindan da alan yazina katki sunacaktir.

Yontem

Arastirmanin Deseni

Arastirma, durum calismasi yéntemlerinden i¢ ice gecmis tekli durum deseni ile yiritalmustdr.
“Durum c¢ahismalari, problemi anlamak i¢in secilen bir konuya odaklanmaktadir” (Creswell, Hanson, Clark
Plao & Morales, 2007). Arastirma deseni olarak kullanilan i¢ ice gecmis tek durum deseni ise bir durum
icinde yer alan farkh boyut veya alt durumlarin incelenmesi olarak tanimlanmaktadir (Yin, 2003).

Calisma Grubu

Calisma grubu, Tirkiye’deki Fen Bilgisi Ogretmenligi Programlarinda gorev yapan 6gretim
elemanlarindan olugsmaktadir. Sorunlarin dogru bir sekilde belirlenebilmesi, ¢calisma grubunun miimkiin
oldugunca heterojen bir grup olarak olusturulmasina baghdir. Bu nedenle, arastirmanin galisma grubu
segilirken, Tirkiye’deki 2012-2013 Fen Bilgisi Ogretmenligi Lisans Programlari, Lisans Yerlestirme Sinavi
(LYS) taban puanlarina gore en diisiik puandan en yiiksek puana siralanmis ve 20’ser puan araliklarla 7
gruba ayrilmistir. Katilimecr formlari, her gruptan en az bir (niversite yer alacak sekilde toplam 25
Universiteden 79 6gretim elemanina gonderilmistir.

662



Emine KURU KACMAZOGLU, Merve TASCAN — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 653-672

Veri Toplama Araglari

Veri toplama araci olarak birinci kisminda 6 kisisel soru, ikinci kisminda ise 7 agik uglu soru igeren ve
katilmcilarin internet aracihigiyla cevaplandirabilecekleri yapilandirilmis bir form hazirlanmistir.
Arastirmacilar tarafindan hazirlanan goériisme formu bir fizik egitimcisi, bir fen egitimcisi ve bir biyoloji
egitimcisi olmak Uzere (i¢ uzmana sunulmustur. Uzman gorusleri sonucunda Uzerinde dizeltmeler
yapilan form uygulamaya hazir hale getirilmistir.

Verilerin Analizi

Yapilandirilmis formun kisisel veri kismi betimsel olarak, acik uglu sorulara verilen cevaplar ise icerik
analizi yapilarak yorumlanmistir. Arastirmanin glvenilirligini saglamak icin elde edilen veriler
arastirmacilar tarafindan ayri ayri kodlanmig ve alt temalar olusturulmustur. Arastirmacilarin kodlamalari
arasindaki uyum, [Guvenirlik=Goras Birligi/(Gorus Birligi + Gorus Ayrihigi) x 100] (Miles & Huberman,
1994) formula kullanilarak hesaplanmistir. Buna gére uyum ylzdesi %81.25 olarak hesaplanmistir.
Verilerin siniflandiriimasi, katilimcilarin uzmanlik alanlari (B= Biyoloji; CE= Cevre Egitimi; F= Fizik; FZE=
Fizik Egitimi; FE= Fen Egitimi; K= Kimya; KE= Kimya Egitimi;), gérisme formunu cevaplama sirasi, cinsiyet
ve unvana gore kodlar kullanilarak yapilmistir. Ornegin FE, ¢ p, Fen Egitimi alaninda uzman olan ve formu
2. cevaplayan profesor erkek katilimciy1 gostermektedir.

Bulgular

Ogretim Elemanlarinin Demografik Ozellikleri ile ilgili Bulgular

Calismaya, 17’si (%59.00) erkek, 12’si (%41.00) kadin olmak tzere, 7 profesor (%24.00), 12 dogent
(%41.00), 8 doktor 6gretim lyesi (%28.00) ve bir doktorali 6gretim gorevlisi, bir de 6gretim gorevlisi
(%7.00) akademik unvana sahip 29 6gretim elemani katki sunmustur. Calismaya katki sunanlarin 7’si Fen
Bilgisi Ogretmenligi Anabilim Dali Baskani olarak gérev yapmaktadir. Calismaya katilan &gretim
elemanlarinin mesleki deneyimleri 5-43 yil araliginda degismektedir. Calismaya katilanlarin %41.00'i
alan, %31.00'i alan egitimi, %24.00’( Fen Egitimi alaninda, %4.00’0 ise Cevre Egitimi alaninda uzmandir.

Ogretim Elemanlarinin Fen Bilgisi Ogretmenligi Programlarindaki Sorunlar ile ilgili Goriigleri

Lisans égrencisi kabul asamasindan kaynakli problemler: Arastirmada kullanilan gériisme formunda
dgretim elemanlarina, “Fen Bilgisi Ogretmenligi Programina segilen ogrencilerin hazir bulunusluk
diizeyleri Fen Bilgisi Ogretmeni olmaya elverisli midir?” seklinde acik uglu bir soru yéneltilmistir. Ogretim
elemanlarinin hazir bulunuslukla ilgili olarak bitinlestigi alt temalar Tablo 1’deki gibi ifade edilmistir.

Fen Bilgisi Ogretmenligi Lisans Programina gelen &grencilerin hazirbulunusluk diizeylerini yeterli
bulmayan 0Ogretim elemanlarinin hepsi, 6grencilerin temel ilke ve kavramlari bilme, tanimlama ve
uygulamada yetersiz olduklari konusunda hemfikirdirler. Bunun nedeni olarak da &grencilerin lisans
oncesi egitim donemindeki eksikliklerini ve merkezi ve teste dayali sinav sistemini gostermektedirler.

Fen Bilgisi Ogretmenligi Lisans Programinin icerigi ile ilgili problemler: Arastirmanin “Fen Bilgisi
Ogretmenligi Lisans Programinin icerigi ile baglantil sorunlar nelerdir?” sorusuna calismaya katilan
6gretim elemanlarinin bir kismi igerigin yeterli oldugunu ancak uygulamada sorunlar yasandigini; diger
kismi ise programin igerigi ile baglantili sorunlar oldugunu belirtmislerdir. Akademisyenler tarafindan
belirtilen gorisler, Alan Dersleri, Meslek Bilgisi Dersleri ve Genel Kiltlr Dersleri ile ilgili problemler alt
temalari altinda toplanip, Tablo 2’deki gibi ifade edilmistir.

Tablo 2’deki goriislerin yani sira, Universitelerde uygulanan ders icerigi ile YOK'in igeriginin
uyusmadigl, okul Gniversite isbirliginin yeterli diizeyde saglanamadigi, bazi derslerin iceriginin ¢ok agir
oldugu, uygulamanin icerikte yer aldigi sekilde gerceklestiriimedigi ve plir bilim agirlikh olarak
uygulandigi seklinde gorisler de mevcuttur.
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Tablo 1.
Fen Bilgisi Ogretmenligi Lisans Programina Odrenci Secimi Asamasindaki Sorunlar.
Temalar  Alt Temalar Ornek Agiklamalar
x Lisans dncesi Fiaey: “..ortaokul diizeyinde fizik, kimya, biyoloji ve matematik bilgisi
z egitime dayali olan 6grenciye (iniversite dlizeyinde fizik, kimya, biyoloji ve matematik
E bilgi eksikligi kavratilabilmesi pek olasi degildir. ... Fen Bilgisi 6gretmeni olabilmeleri
g Olgme icin en azindan fen okur-yazari olmalari gerekirken sadece (alfabetik
= degerlendirme diizeyde) okur-yazar seviyesindedirler.”
£ sisteminden KE,ep: “Universiteye giris sistemi égrencilerin o alana uygunlugunu
] kaynakl Ust yeterince belirlemiyor. Fen Egitimine girecek dgrencilerin hem sayisal
= diizey disiinme islemleri iyi yapabilmesi, hem mantigini kullanmasi ve sonucu
f yetersizligi yorumlayabilmesi gerekir. Diisiincesinde olaylari canlandirabilme yani
g kavrama yeteneginin iyi olmasi gerekir ki, sinav sistemi bunu yeterince
E 6lemiiyor.”

KEyey: “.. Ote taraftan Ggrenciler lise yillarinda pozitif bilim olan
fenin gereklerine gére egitim ve égretim gérmiiyorlar. Odrencilerin
bilimsel diisiinme siirecleri ve yaraticiliklari en alt diizeyde ve
tiniversiteye bu sekilde geliyorlar ...”

T X Programin Fyko: “.. ddrencilerin isteyerek bélimii tercih etmemelerinden
§ @ istenerek tercih  kaynaklaniyor. Gelecege yénelik beklentileri ve hedefleri yok.”

3 S edilmemesi Fysxp: “.. fen ve matematik temel kavramlari diizeyinde yeterli
g E Fen Bilimlerine olmadiklari gibi genelde 6zellikle fizik derslerine karsi ilgi ve tutumlari
g = karst ilgi ve olumlu degil, 6n yargililar.”

E £ tutumlarin Fisep: “lyi bir béliime giremeyen érencilerin “bari 6§retmen olayim”

olumsuz olmasi diistincesinden kaynakli sorunlar var.”

Lisans egitim siireci ile ilgili problemler: Fen Bilgisi Ogretmeni egitim siireci lizerinde &gretim
elemanlarinin sayi ve nitelikleri kadar egitim ortaminin fiziksel yapisi, bilisim teknolojileri ve bu siirecte
yer alan bltiun 6grenme-6gretme etkinlikleri etkili olmaktadir. Bu konu ile ilgili veriler li¢ alt baglikta ele
alinmistir. Bunlar Tablo 3’te verilmistir.

Ogrenme-6gretme siirecinde karsilasilan problemler: Arastirmamiza katilan akademisyenlerden 4’ii
o0gretim siresince herhangi bir problemle karsilasmadigini; 18’i bu siiregcte 6nemli sikintilar oldugunu
belirtmis, 7’si ise 6gretme-6grenme sireci ile dogrudan baglantili olmayan diisiincelere yer vermistir
(Tablo 3).

Ogretim kadrosuyla ilgili problemler: Bir alanda istenilen hedef ve amaclara ulasilabilmesi o alanin
uygulayicilarina yakindan baghdir. Bu konuda, 6gretim elemanlarinin bir kismi 6gretim kadrosunun
yeterli oldugunu belirtmis, digerleri ise, arastirma gorevlisi ve alan egitimcisi noksanlgl basta olmak
lzere egitim kadrosunun nicel olarak yetersiz olmasinin yaninda, alan ve alan disi uzmanlarinin alan
egitimi derslerine girmesi ve pedagojik formasyon bilgilerinin yetersiz olmasi, uygulama noksanliklari ve
farkhliklarinin olmasi, 6grenci ile etkilesimin olmamasi, ders yuklerinin fazla olmasi gibi nitelikler
acisindan da yetersizlikler bulundugu seklinde goris bildirmislerdir (Tablo 3).

Fiziksel yapi ve teknik donanim ile ilgili problemler: Arastirmaya katilan 6gretim Uyelerinin 8’i bir
sorun olmadigi seklinde goriis bildirirken, ikisi ise 6gretim elemanlarinin odalarinin yetersizliginden
bahsetmistir. 19 kisi ise basta laboratuvarlar olmak tzere fiziki yapinin yetersiz oldugu ve yapilandirmaci
yaklasima uygun olmadigi, malzeme, teknik donanim agisindan yeterli olmadigi, yonetimin bu konuda
birimleri desteklemedigi ve 6grenci sayilarinin fazla olmasindan dolayi kapasitenin yetersiz oldugu
seklinde géris bildirmislerdir. Ogretim elemanlarinin fen bilgisi 6gretmenlerinin yetismesi siirecindeki
egitim-6gretim etkinlikleri ile baglantili olarak belirledikleri sorunlar Tablo 3’te verilmistir.
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Fen Bilgisi Ogretmenligi Lisans Programinin (2006) iceriginden Kaynakl Problemler.
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Temalar  Alt Temalar Ornek Agiklamalar
T 5 icerigin fen FE o “Ogretim programi kendi icerisinde dengeli degil. Ugiincii
% Iz egitimine uygun sinifta yogun bir ders yigilmasi var.”
3 a olmamasi ve Foep.: “..haftalik 2 saat olan alan derslerinin siire bakimindan
@ 38 dengeli yeterli olmadigi gériilmektedir.”
%D g dagilmamasi FEigey: “Ders saatlerinin ve igeriklerinin yeniden diizenlenmesi
c 2 Ders surelerinin gerekmektedir. Igeriklerin  éncelikli  olarak  fen  egitimi
< yetersiz olmasi programindaki  kazanimlara paralel olmasi gerekmektedir.
Bazi temel derslerin  Mevcut programdaki fen derslerinin biiyiik cogunlugundaki icerik
yer almamasi fizik, kimya, biyoloji béliimlerindeki ile ayni.”
5 Bilimsel slireg Fuaey: “Bilimsel Siire¢ Becerileri (BSB), Fen-Teknoloji-Toplum-
1z becerileri ve Cevre (FTTC) iliskileri, Bilimsel ve teknik psiko-motor beceriler,
a sorgulamaya dayali  fene liskin tutum ve dederler (TD) ile ilgili dersler
© ders ve etkinliklerin  bulunmamaktadir. Derslerde alan bilgisi yeterli olmadigi igin
E olmamasi/yetersiz alanla ilgili etkinlikler de diizenlenememektedir.”
E>° olmasi Bysky.:“..0drenciyi arastirmaya ve yaraticihda ydnlendirici
=) uygulamalar ¢ok az. Sinif disi egitime daha ¢ok yer verilmeli ve
bilim toplum kavramlari uygulamali olarak ele alinmali.”
= Hizmet 6ncesi FExsxy: “Icerikte uygulamaya déniik ve giinliik yasamla
‘% uygulama sire ve iliskilendirmeye énem verilen derslerin én plana ¢ikarilmasi ve
A ortaminin o6gretmen  adaylarinin  uygulama  adirlikli  yetistirilmesi
%) yetersizligi gerekmektedir. Bu sekilde, 6gretmen adaylari hazirlayacaklar
%J materyalleri daha etkili hazirlayabilirler. Bu nedenle, 6gretmen
x adaylarina son siniftan énce okul ortaminda uygulama yapabilme
a olanagi saglanmalidir.”
= FEsxp.: “Fen bilgisi 6gretmeni yetistirmeye yénelik derslerin
yetersizligi dikkat cekmektedir. Ayrica adaylarin staj derslerinin
yetersiz oldugu bilinmektedir. Alanlari ile ilgili derslerin programa
konmasi mesleki gelisimleri agisindan yararl olacaktir.”
E 5T Kisisel ve mesleki CEi7xp.: “...glindemi, giincel yazini izleme, yenilikleri takip etme
o = I gelisim derslerinin gibi kendini gelistirmeye yénelik ders ve etkinlikler, ders kitabi
©x &  yetersiz olmasi inceleme dersinin, etkin sinif ydénetimi, psikolojik gelisim

derslerinin olmamasi.”

Calisma Grubunun Mevcut Sorunlara Yonelik C6ziim Onerileri

Ogretim elemanlarinin yukarida belirlemis olduklari problemlere yénelik ¢6ziim énerileri Tablo 4’te
verilmistir. Bu Oneriler; mesleki ilgi ve becerilerin hem lisans programina kabul asamasinda hem de
O0gretmen atama siirecinde O6lglilmesi, burs gibi imkanlar saglanarak o6grencilerin motivasyonunun
arttirlmasi, uygulamali derslerin saatlerinin ve sayilarinin artirilmasi, programin giincel gelismelerle
uyumlu olmasi, Universitelerdeki 6gretim kadrosunun hem nicelik hem de niteliksel olarak artirilmasi,
6grenme-6gretme siirecinin yapilandirmaci yaklasima uygun olarak gergeklestiriimesi, fiziksel ve teknik
donanimin artirilmasi, egitim politikasinin tiim paydaslarin ortak goruslerinin alinarak gelistiriimesi
gerektigi seklinde siralanmistir.
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Tablo 3.
Katihmcilara Gére Lisans Egitim siirecindeki Problemler.
Temalar  Alt Temalar Ornek Agiklamalar
(TR Yapilandirmaci FEsxp.: “..6grencilere gelecekte sizler de 6gretmen olacaksiniz
% g yaklasimin yanlis denilerek dersin konulari égrencilere dagitiimakta ve konular
o O uygulanmasi 6grencilere sundurulmaktadir. Ogrenci merkezli egitim anlayisi
?-J 2 Ogretmen merkezli tamamen yanlis anlagiimaktadir.”
g § ybéntem ve tekniklerin Faev.: “Teoride yapilandirmaci yaklasimin olmasina ragmen,
,go S kullanilmasi uygulamada daha ¢cok davranis¢i yaklasimin baskin olmasi.”
O ; FEgcp: “Genellikle diiz anlatim yénteminin yaygin olarak

kullanilmasi ve égrencilerin 6gretmenlik becerilerini (tartisma,
6zglinliik, yaraticilik gibi) gelistirmeye yénelik etkinliklerin
yetersiz diizeyde kullaniimasi.”

3= 5 Ogretim kadrosunun Bsky.: “..laboratuvarda daha etkin calismalarin yapilmasi adina
o E g nicel eksikligi asistan yetersizligi diger bir sorun ...”

E o é Ogretim kadrosunun FEy;ep.: “Alan egitiminde uzman kisiler yetistirmek gerekirken,
£ < niteliginin eksikligi bu alan egitimi uzman olmayan kisilerle yapiimaya ¢alisiliyor.”
- =

= Alan disindan

‘O uzmanlarin yer almasi

sy Fiziksel yapinin FEsxp: “Odrencilerin aktif c¢calismalarina elverisli éG§renme
g c yapilandirmaci ortamlari  bulunmamaktadir. Siralar geleneksel 6gretim
e % yaklasima uygun anlayisina uygun arka arkaya siralanmis (tabana sabitlenmis)
8 E olmamasi 6gretmen masasi ve tahtada sunuma odakli fiziki ortam
.i_: = Fiziki ve teknik hazirlanmistir.  Odrencilerin  arastirmasina  uygun égretim
E & donanimin yetersiz materyalleri bakimindan tamamen yetersiz.”

v ”%" olmasi FE,ep: “Laboratuvar sorunlari. ..lniversite yeterince yatirim
Z B&limiin fiziki alt yapi yapm/yo:, ma/zefneler eijIk - S

N Kaakp.: “Sinif diizenleri klasik ve etkilesimli 6gretime uygun

malzemeleri i¢cin maddi

destek gérmemesi degil.

Tartisma, Sonug ve Oneriler

Ogretmen olmak, ogretmeyi 6grenmek, kisisel gelisim ve Ogretmenin sosyalizasyonu olarak
yorumlanabilecek ¢ok boyutlu karmasik bir sirectir (Virta, 2002). Fen Bilgisi 6gretmen adaylarinin
yetistigi dort yillik lisans egitimi stireci, bulunduklari Gniversitenin kurumsal kiltirinden esinlenerek
olusturduklari bir kiltiirlenme sirecidir (Babadogan & Boz, 2005) ve onlarin mesleklerindeki
basarilarinin temel belirleyicilerinden biridir.

Fen Bilgisi Ogretmeni yetistirme siireci ¢ok boyutlu ve kapsamli bir konudur. Bu siiregteki pek ¢ok
etken Fen Bilgisi Ogretmenlerinin niteligini ve verimliligini etkilemektedir. Bu nedenle, bu siirecin
baslangic ve son asamasi arasindaki farkin niceliksel ve niteliksel olarak belirlenebilmesi oldukca
o6nemlidir. Bu hem 6gretime nereden baslanacagi, hem de 6gretimin nasil strdirilecegi konusunda
egitimciye bilgi verir (Harman & Celikler, 2012). Eger siirecin baslangic asamasinda gerekli kosullar
saglanamamissa sirecin saghkli bir sekilde devam etmesi ve istenilen giktilarin elde edilmesi de daha zor
olmakta ve daha fazla zaman almaktadir. Dolayisiyla, bireyin/6grencinin hazir bulunusluk duzeyi ve
motivasyonu ne kadar yiksekse basarisi da o derece artmaktadir (Akpinar, Yildiz & Ergin, 2006; Ayik &
Atas, 2014; Brigido, Couso, Gutierrez & Mellado, 2013; Harman & Celikler, 2012; Serin, Serin, Saracaloglu
& Kesercioglu, 2004).
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Fen Bilgisi Ogretmenligi Lisans Programindaki Problemler ile ilgili Katilimcilarin ¢6ziim Onerileri.
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Temalar  Alt Temalar Ornek Agiklamalar

vy Ogrenci sayilarinin diistiriilmesi Fi2ep.: “..yilik atama sayisinin maksimum iki kati kadar
E E Birenci secme sisteminin égrenci al/{?tnaSI s.aglanmall. ...”' . S
.5 yenilenmesi/degistiriimesi FEsep.: “Odrenci aliminda kisisel &zellikleri ile ilgili
n o= S S . gériisme sinavi yapilarak alinmalidir ...”

‘S Mesleki ilgi ve becerilerin 6lgtilmesi e X L

&= Tercih 6nceligini saglamak igin burs verilmesi KEZ},'K'P,': Ogretme?n'l/k f?dece para kazan/.la-cak b/r ,,15
60 degildir. Bunun icin 6gretmen olacak kisiler, kiigiik
:?v yaslardan itibaren bu meslege hazirlanmalidir (Yiiksek

g o6gretmen okullari, Koy Enstitiileri modeli gibi).

go BEwsep: “Ogretmenligi  tercih  sebeplerinde  daha
& memnuniyet verici burs, atanma gibi kriterler getirilerek

6grenci kalitesi artirilabilir.”

0 = Alan ve mesleki uygulama derslerinin sayi ve FEskp.: “..adaylarin staj derslerinin yetersiz oldugu
;u% % saatinin artiriimasi bilinmektedir. Alanlari ile ilgili derslerin programa konmasi
.E“ é Ders saatlerinin yeniden diizenlenmesi mesleki gfli,simleri ag:lsn?daﬂ)./ararll ?Iacaktllr." )

Q= Programin, MEB Fen Ogretim Programi ile FE"'K'D': ~programin l.gerlgmde gu.ndeml', .gunc.el.yazml

€ _g uyumnlu olmas inceleme yenilikleri takip etme gibi kendini gelistirmeye

o Q . . yo6nelik ders ve etkinliklerin yer almasi gerekmektedir.”
uen Programin, giincel gelismelerle uyumlu olmast g . «_gers iceriklerinde kavramlari giinliik yasamla
e iliskilendirilmesine énem verilmelidir.”
x5 Ozliik haklarinin iyilestirilmesi FEioey.: “Daha iyi 6gretmenler yetistirebilmemiz igin en
E = Ogretim kadrosunun niceliginin artiriimasi 6ncelikli  konulardan  biri  akademisyenlerin  yani
Q. g egitimcilerin 6zliik haklarinin iyilestirilmesi ve dolayisiyla
o egitime daha fazla 6denek ayrilmasidir.”
§ Ksky.: “Acil bir sekilde égretim elemani (Arastirma
-r.’; ) Gorevlisi ve Uzman) kadrolarinin artirilmasi sarttir.”
~ Ecca Ogretim elemanlarinin FEskp.: “..Egitim Fakiiltesi 6gretim (yeleri formasyon
E s g s g formasyon dersi almasi dersleri alarak eksikliklerini gidermeli ve buna yénelik
a;eo :’g" 8 ' S Alan bilgisi derslerinin alan uygulamalar yapmalidiriar.”
© T € £ uzmanlarinca verilmesi FEcep.: “..0gretim (yelerinin &gretmenlik deneyimleri

= olanlardan segilmesi, ...alan bilgisi derslerinin alan
uzmanlarinca verilmesi gerekmektedir.”

5 Ogretme-dgrenme siirecinin yapilandirmaci FZEigep.: “Yapilandirmaciligin, powerpoint sunusu yoluyla

E yaklasima uygun gergeklestirilmesi derslerin yiriitilmesi oldugu algisi maalesef lisans

S Ogretme-dgrenme-degerlendirme siirecinin diizeyinde de bulunmaktadir. Dersler, yapilandirmaci

Ogrenme-Ogretme Siireci ile ilgili

Kurumlar Arasi isbirligi,
Esglidim ve Koordinasyonun

Saglanmasi ile ilgili Oneriler

yeniden yapilandiriimasi
Fiziki ve teknik olanaklarin artiriimasi

Tim paydaslarin katilacagi ¢alistaylarin
yapilmasi

MEB ve YOK’in isbirligi icinde olmasi
Universite-okul isbirliginin saglanmasi

anlayis ¢ergevesinde dogru bir sekilde uygulanmalidir.”
FEaxp: “Odretmen ve égrenci rolleri temel alinarak
6grenme-égretme-dederlendirme stireci yeniden
yapilandiriimalidir.”

KExey.: “..elestirel disiinme becerisini ve yaraticiligi
artiran egitim 6gretimin benimsenmesi.”
KE16£p.: “...degerlendirme olgiitlerinin
diizenlenmeli.”

KExp: “..faklltelerin altyapi
giderilmelidir.”

GEizxp: “Fen Bilgisi Egitimi ile ilgili MEB, YOK,
liniversiteler, 6gretmen ve égretmen adaylarinin yer aldigi
calistaylar yapilmali ve ortak goériis ve strateji
belirlenmelidir ve MEB ve YOK égdretmen yeterlikleri ve
6gretmen yetistirme programi igin her zaman birlikte
calismalidir.”

Faaev.: “..lniversite-okul isbirligi ve etkinligi artirlmall.”

yeniden

ve personel eksiklikleri
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Ogretmenlik meslegi, dzveri gerektiren bir meslektir ve meslekte basarili olmak icin severek ve
isteyerek yapilmasi gerekmektedir. Ogretmen adaylari ile yapilan birgok calismada da gériilecegi gibi
tercih siralamasinda 6gretmen yetistirme programlarini ilk U¢ sirada yazan adaylarin orani oldukga
disiktur ve 6gretmen yetistirme programlarinin tercih edilme nedenleri arasinda meslege yonelik ilgi ve
tutumlardan ziyade, puani yettigi icin, ek puan aldiklari igin, ailesi istedigi icin ve bu gibi zorunlu nedenler
oncelikli olarak yer almaktadir (Anilan & Anilan, 2014; Boz & Boz, 2008; Bozdogan, Aydin & Yildirim,
2007; Cermik, Dogan & Sahin, 2010; Hacidmeroglu & Sahin Taskin, 2010; Ozgen & Alkan, 2011; Tas,
2012; Tataroglu, Eret Orhan & Ok, 2014; Tataroglu, Ozgen & Alkan, 2011). Kartal ve Tasdemir (2012)
yaptiklari calismada Fen Bilgisi Ogretmenligini kazanan égrencilerin yarisina yakininin duyussal olarak
hazir olmadiklarini ortaya koymuslardir. Oysaki etkili bir fen bilgisi 6gretmeninin motivasyonu yiiksek
olmalidir. Ogretim siireci sevgi bagl olmadan yiiritilememektedir. Bu yiizden, sorunlar meslege
baslangic asamasinda ortaya g¢ikmaktadir. Buna ek olarak, egitimin kalitesi uygulanan program ile
yakindan iliskilidir. Egitim programlari tasarlanirken, konu alani 6zelliklerinin yaninda, toplum ve bireyin
gereksinimleri de dikkate alinmalidir (Bayrak & Erden, 2007).

Ulkemizde program gelistirmeye yonelik calismalara tarihsel siirecte baktigimizda genellikle
uygulamadaki etkililigi ve uygulanabilirligi, alt yapi kosullari dusiinilmeden, ayrintili bir ihtiya¢ analizi
yapillmadan, tim paydaglarin gorusinin alinmasi yerine birkag uzman tarafindan kuramsal olarak
gelistirilen ve/veya yurt disindan getirilen programlarin uyarlanmasi seklinde olmustur (Meri¢ & Tezcan,
2005; Unal, Costu & Karatas, 2004). 1997’de yapilan degisiklikler, uygulamada gesitli sorunlara yol agmis
ve 8gretmen yetistiren kurumlarda YOK 2006’da tekrar bir degisiklik yapmistir (YOK, 2007). Fen Bilgisi
Ogretmenligi Lisans Programi Boyunca 132 saati kuramsal ve 42 saati uygulama olmak iizere toplam 174
saat ders alan 8gretmen adaylari, Fen Bilgisi Ogretmeni olarak mezun olmaktadirlar. Yiizyetmisdért saat
dersin sadece 8 saati se¢meli derslerden olusmaktadir. Diger bitlin dersler aynidir. Yapilan bu
degisikliklerle ©6nceki programda yer alan ¢akili ders uygulamasinin esnetilmesi gibi bazi olumlu
degisiklikler yer almakla birlikte, bir meslege hazirlanmanin en 6nemli asamasini olusturan alanda
uygulamaya yonelik derslerde ve saatlerinde azalma olmustur. Yine Fen Bilgisi Ogretmeni Yetistirme
Programina yonelik olarak ders dagiliminin dengeli bir sekilde yer almadigi, 6zellikle 3. sinifta yigilma
oldugu, canlilarin siniflandiriimasi (B11x6.0r) gibi bazi temel derslerin yer almamasinin biylk eksiklik
oldugu seklinde elestiriler de yer almaktadir.

Ne yazik ki bilimsel okuryazarligin énemli boyutlarindan olan bilimsel sorgulama, bilimsel sireg
becerileri, fen-teknoloji-toplum-gevre etkilesiminin 6gretilmesi fen bilgisi 6gretmenlerinin yetismesi igin
belirlenen programda ayri dersler olarak yer almamaktadir. Yine meslek bilgisi derslerinin arasinda Bilim
Felsefesi derslerinin olmamasi 6nemli diger eksikliklerdendir. Bunlarin hepsi “Bilimin Dogasi ve Bilim
Tarihi” dersinin iceriginde yer verilmistir. Yani haftada 3 saatlik bir derste, hem bilimin dogasi
kavratilmaya calisiimakta, hem bilim tarihi verilmekte, hem de bilimin felsefesi ele alinmaya
calisiimaktadir.

Fen Bilgisi Ogretmeni VYetistirme Programina vyonelik elestirilerin bir diger boyutunu ise,
uygulanmasina yonelik sorunlar olusturmaktadir. Yapilandirmaci yaklasima gore, 6grenen bilginin pasif
alicisi degildir. Bunun yerine 6grenen, 6grenme slrecine aktif olarak katilmaktadir (Akpinar & Ergin,
2005). Dolayisiyla 6gretmen adaylarinin da meslege hazirlanirken bu yaklasimin ilke ve yontemlerine
gore yetistirilmeleri gerekmektedir. Katilimcilarin da belirttigi gibi, fen bilgisi 6gretmen adaylarinin
vapilandirmaci yaklasimi temel alan bir slirecten gecmeleri gerekirken, lisans dizeyindeki egitim
asamasinda bile siniflarin kalabalik olmasi, fiziki yapinin yetersiz olmasi gibi zorunlu nedenlerin yaninda,
6gretim elemaninin niteligi acisindan da sorun bulunmaktadir. Bu nedenle aktif 6grenme-6lgme-
degerlendirme siirecinden gec¢cmeyen aday Ogretmenler de meslegini icra ederken o6grencilerini
yapilandirmaci yaklasimin gereklerine uygun olarak egitememektedirler. Sahin (2014) yaptigi ¢calismada,
ogretmen adaylari geleneksel anlayisa uygun-6gretmen merkezli, modern bilgiden yoksun, niteliksiz bir
sekilde yetistirildiklerini belirttiklerini ifade etmistir.
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Egitimde sosyal cevre kadar fiziki cevre de 6nemli etkiye sahiptir. Bunun igin sinif ici ve disi etkinlikler
kadar laboratuvar olarak adlandirilan 6zel fiziki mekanlara da gereksinim vardir. Laboratuvarlarda,
dogada mevcut durumlarin bir modeli veya aynisi saglanarak o6gretme-6g8renme etkinlikleri
gerceklestirilir. Deneyler yoluyla yaparak yasayarak 6grenilen fen dersleri 6grencilerin merak gudulerini
artirmakta, etkili ve kalici 6grenmelerini saglamakta ve neden-sonug iliskisini kurarak dogayi ve doga
olaylarini anlamlandirmalarini kolaylastirmaktadir (Kaptan & Korkmaz, 2001; Millar, 2004; ABD Ulusal
Arastirma Konseyi [NRC], 1996; Olson & Loucks Horsley, 2000). Dolayisiyla genelde fiziki yapi ve teknik
donanim, 6zelde ise laboratuvar ortaminin yeterli olmasi etkili bir fen egitiminin bir diger temel
kosuludur. Demir vd. (2011) ¢alismalarinda, fen 6gretmenlerinin % 63.90 oraninda derslerinde ara sira
deney yaptirdigl, uygulama derslerinin timiinde deneylere yer verenlerin oraninin ise sadece %4.10
oldugu bulgularina ulasmislardir. Ayni ¢alismada, kendisini deney yapma becerisi bakimindan yeterli
bulmayanlarin orani %7.30, deneyin basarisizlikla sonuglanmasindan endise duyanlarin orani ise %10.40
olarak belirtilmis ve fen ve teknoloji 6gretmenleri laboratuvar arag-gereglerinin kullanimi ve laboratuvar
uygulamalari konusunda hizmet ici egitime ihtiyaglari oldugunu belirtmislerdir (Demir et al. 2011).
Nitelikli bir 6gretmenin meslegine yonelik genel ve 6zel alan yeterliliklerine sahip olmasi gerekmektedir.
Etkili bir fen 6gretmeninde bulunmasi gereken mesleki beceriler, laboratuvari etkin sekilde kullanabilen,
arastirma, sorgulama ve elestirel diisiinme becerileri gelismis olan, bilimsel okuryazarlik seviyesi yiiksek
bireyler olmasidir.

Yukarida ele alinan temel sorunlarin yaninda; 6gretim lyesi basina diisen 6grenci sayisinin ¢ok fazla
olmasi, sinif ve laboratuvarlarin fiziki ve teknik donaniminin yetersiz olmasi, yonetimlerin Egitim
Fakultelerini Tip ve Mlhendislik Fakilteleri kadar 6nemsememe gibi yillardir dile getirilen (Babadogan &
Boz, 2005; Giinay, 2011; Safran, Kan, Ustiindag, Birbudak & Yildirim, 2014) sorunlar da calismanin
bulgulari arasinda yer almaktadir.

Tim bu bahsedilenler 1siginda, 21. ylzyil bilgi toplumunun ihtiya¢ duydugu becerilere sahip bireyler
olan Fen Bilgisi 6gretmenlerine yonelik dnerilerimiz asagida siralanmistir:

* Ogrenci secme sistemi degistiriimelidir ve kisisel ve mesleki beceriler, gretmen olarak atanma siireci
ve lisans programina 6grenci kabul asamasinda 6lgme kriterleri arasinda yer almaldir.

« Universite alan segiminde dgretmenlik programlarinin ilk tercihler arasinda yer alabilmesi icin meslege
atanma garantili burs programlari olusturulmalidir

* Meslege yonelik olumlu tutumun gelistirilebilmesi icin tim egitim calisanlarinin 6zlik haklarinin
iyilestirilmesi gerekmektedir.

o Ogretmen niteliginin artirilabilmesinin 6n kosullari arasinda dgrenci sayilarinin azaltilmasi gelmektedir.

¢ Fen Bilgisi 6gretmeni yetistiren lisans programlarinin basta laboratuvarlar olmak tzere fiziki ve teknik
donanim yeterliliginin saglanmasi gerekmektedir.

e Fen Bilgisi Ogretmenligi Lisans Programlarinin ¢agin gereklerine ve bilimsel okuryazarhigin
kazanimlarina uygun olacak sekilde, arastirma-sorgulama agirlikh olarak yeniden yapilandiriimasi
gerekmektedir.

e Tim egitim kademelerinde bilimsel anlayisin gelistirilebilmesi ve akreditasyonun saglanabilmesi igin
Ulusal Fen Egitimi Standartlari olusturulmalidir.

e Ogretim kadrosunun hem nicel hem de nitel 6zelliklerinin artiriimasi gerekmektedir.

En onemlisi de Egitim kararlarinin siyasetin etkisinden uzak bilimsel bir st kurul olusturularak
yapilandiriimasi gerekmektedir.

Bilgilendirme

Bu calisma 4. Ogretmen Yetistirme Politika ve Sorunlari Uluslar Arasi Sempozyumu-ISPITE2014’te
sunulan ¢alismanin verilerine dayali olarak hazirlanmistir.
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Introduction

While the perspective of associating individuals’ risky and problematic behaviors with the
adolescence period during which they go through rapid physical and mental changes and a restructuring
process, attitudes that focus on the strengths of adolescents have recently begun to attract attention.
One of these approaches which considers adolescence as a potential value to be developed rather than
a problem to be solved is positive youth development (Damon, 2004). Positive youth development is a
perspective that aims to help young people acquire and strengthen the resources that will enable them
to grow and develop in a positive direction throughout life (Park, 2004a). In this respect, studies that
support adolescents to become happy and healthy adults by using their strengths have started to draw
attention rather than the ones that develop treatment strategies for the problems or insufficiencies of
adolescents (Lerner & Lerner, 2009; Schmid, Phelps & Lerner, 2011; Sun & Shek, 2010). Parallel to this,
due to the general acceptance of happiness as a desirable condition and the facts that the variables
affecting happiness are not known precisely and policies aiming to develop well-being have come to
light, there has been an increased interest in happiness studies in the recent years (Thoilliez, 2011).

Happiness is defined as the appreciation of one’s life as a whole (Veenhoven, 2010) consisting of
both cognitive and emotional evaluation of life (Lucas & Diener, 2009; Veenhoven, 2008). There are
mainly two different approaches toward happiness. One of the ways to define happiness is through the
concept of “pleasure” which involves subjective well-being (Diener, 2000; Diener, Oishi & Lucas, 2009).
According to hedonism, which is the doctrine of Aristippos, the purpose of life is to constantly pursue
pleasure. In this sense, hedonic happiness, which aims to enhance positive experiences and get satisfied
by avoiding unpleasant experiences, is defined as the cumulative sum of all pleasant moments in life
(Ryan & Deci, 2001), Another way of describing happiness is based on the concept of eudamonia, as
expressed by Aristotle, which includes psychological well-being (Ryan & Deci, 2001). According to him,
although a happy life means pleasure obtained from life, eudamonia is not just a matter of pleasure. It is
explained by the concept “good” and is associated with being virtuous (Sihlova, 2008). Eudamonia is an
individual's self-realization, ability to use his/her power in the best way, finding meaning in life and living
a virtuous life (Ryan & Deci, 2001).

Happiness studies in literature mainly focus on adults; on the other hand, in the recent years, studies
that explore happiness during adolescence have attempted to identify the factors contributing to the
happiness of adolescents (Holder & Coleman, 2008; Mahon & Yarcheski, 2002; Park, 2004b). For
instance, in UNICEF report prepared by Nairn, Duffy, Sweet, Swiecicka and Pope(2011) reported that
children between the ages of 8 and 13 described happiness as being with family and friends and taking
part in fun activities. Thoilliez (2011) stated that children between 6 and 12 years of age explain
happiness through family, friends, enjoyment, academic success and helping others; Giacomoni, Souza
and Hutz (2014) stated that Brazilian children aged 6-12 describe happiness as positive feelings, lack of
violence, being with friends, and participating in fun activities; and Uusitalo-Malmivaara (2014) reported
that 9th grade students expressed that the things that make them happy are success at school, more
leisure time, friendship, physical appearance, family environment and having plans for the future,
respectively. Datu and Valdez (2012) found that adolescents describe happiness as satisfaction of needs,
lack of negative feelings, expressing positive feelings and meeting their relational needs, and that they
think personal qualities of happy adolescents are being helpful, cheerful, optimistic and expressive of
one’s positive feelings, and the behaviors are helping others, laughing and having fun, making people
happy and avoiding negative thoughts. In addition, Isik and Uzbe Atalay (2017), came up with the
findings that the things that make children between 10 and 15 years old happy are discovering that they
are talented in a subject, engaging in fun activities, spending time with family and friends, being healthy,
giving and receiving presents, and academic success. In studies conducted with adolescents aiming to
examine variables related to happiness, it was found that happiness has a significant positive
relationship with extrovert personality traits (Furnham & Cheng, 2000; McKnight, Huebner & Suldo,
2002), life enthusiasm, gratitude, hope and love (Cihangir Cankaya & Meydan, 2018; Park & Peterson,
2008), self-esteem (Cheng & Furnham, 2002; Huebner, Gilman & Laughlin, 1999; Tagay & Baltaci, 2017;
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Tonga & Halisdemir, 2017), the quality relationship established with parents (Phillips, 2012; Uusitalo-
Malmivaara & Lehto, 2013) and peers (Lambert et al., 2014; Kése, 2015), being successful in social
relations (Heizomi, Allahverdipour, Jafarabadi & Safaian, 2016; Proctor, Linley & Maltby, 2010; Uusitalo-
Malmivaara & Lehto, 2013), high academic success (Proctor, Linley & Maltby, 2010), healthy life
behaviors such as avoiding substance abuse, having a healthy diet and doing sports (Bloodworth &
McNamee, 2007; Kye, Kwon & Park, 2016; Mojs et. al., 2009), and functional coping strategies (Isik &
Bedel, 2015; Salavera, Usan, Pérez, Chato & Vera, 2017). The variables that have been found to be
negatively correlated with happiness level of adolescents are alcohol and substance abuse (Lambert et
al., 2014), psychological problems (Proctor, Linley & Maltby, 2010; Suldo & Huebner, 2006), behavioral
problems (Suldo & Huebner, 2006), depression (Uusitalo-Malmivaara & Lehto, 2013) and risk taking
behavior (Ugan & Kiran Esen, 2015).

When studies conducted with adolescents are explored, it is seen that happiness is measured with
both single-item instruments which require an evaluation between 0 and 10 to the question “How
happy do you feel in general?” (Abdel-Khalek, 2006; Swinyard, Kau & Phua, 2001) and multi-item
instruments such as Oxford Happiness Inventory (Hills & Argyle, 2002), Subjective Happiness Scale
(Lyubomirsky & Lepper, 1999) and the Warwick-Edinburgh Mental Well-Being Scale (Tennant et al.,
2007). In a limited number of studies on happiness conducted with adolescents in Turkey, Oxford
Happiness Questionnaire (Dogan & Sapmaz, 2012), Adolescent Subjective Well-Being Scale (Eryilmaz,
2009), Short Subjective Well-Being at School Scale for Adolescents (Ozdemir & Sagkal, 2016), the EPOCH
Scale (Demirci & Eksi, 2015) and School Children’s Happiness Inventory (Telef, 2014) have been used,
and most of these scales are adaptations. The definition of happiness and how it is experienced are
influenced by individual differences (Vaingankar et al.,, 2012), as well as cultural norms and values
(Diener, Suh, Smith & Shao, 1995; Kitayama, Marcus & Kurokawa, 2000). For this reason, it is essential to
develop a scale of happiness for adolescents in Turkish culture. Besides, it is known that one of the
common health problems among adolescents is adaptation problem, and that it leads to problems such
as substance abuse, low academic achievement and school abandonment (Bahrami, Rajaeepour,
Ashrafi, Zahmatkesh & Nematolahi, 2011; Saban et al., 2014). Happiness is defined as the main element
of health by the World Health Organization (Cohn, Fredrickson, Brown, Mikels & Conway,2009). When
the relationship of happiness to positive personal, behavioral, physical, psychological and social
outcomes (Diener & Chan, 2011; Veenhoven, 2008) are considered, it is clearly essential to develop an
instrument to measure happiness that affects all life domains of adolescents. In this respect, the aim of
this study is to develop the Adolescent Happiness Scale for measuring the happiness level of adolescents
in Turkish culture.

Method
Study Group

The participants of the study consist of 1136 students, 683 of whom were middle school students
and 453 were high school students during the 2017-2018 academic year and were all selected by
convenient sampling method. The study was conducted in two different groups. The first group
consisted of 638 participants, and exploratory factor analysis, item analysis, criterion-related validity and
internal consistency studies were performed with the data gathered from this group. The second group
consisted of 498 participants and confirmatory factor analysis was performed with the data obtained
from this group. 646 of the participants were male (56.90%) and 490 were female (43.10%). The age
range of the participants was 11-17, and the mean age was 13.85 (SD= 1.90).

Scale Development Process

A systematic approach has been utilized to develop the Adolescent Happiness Scale (AHS), and the
stages of development of the scale are explained below.
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Table 1.
Distribution of the Individuals in the Study Group by Demographic Variables.
Gender

Female Male N %
» School Types  Secondary School 187 185 372 58.30
_% High School 112 154 339 41.70
g Total 372 266 638 100.00
5 Grade Level 6th grade 38 43 81 12.70
E 7th grade 73 72 145 22.70
> 8th grade 76 70 146 22.90
2 9th grade 30 35 65 10.20
S 10th grade 19 59 78 12.20
= 11th grade 21 34 55 8.60
12th grade 42 26 68 10.70
Total 299 339 638 100.00
w School Types  Secondary School 153 158 311 62.40
_% High School 38 149 187 37.60
g Total 191 307 498 100.00
o) Grade Level 6th grade 41 46 87 17.50
E 7th grade 43 58 101 20.30
> 8th grade 69 54 123 24.70
2 9th grade 12 43 55 11.00
S 10th grade 14 48 62 12.40
‘g 11th grade 8 49 57 11.40
o 12th grade 4 9 13 2.60
Total 191 307 498 100.00

Reviewing the literature: Initially, for the writing of the scale items and generation of the item pool,
happiness scales developed for adolescents were examined. In addition, for the generation of the item
pool, a qualitative study was carried out with 112 secondary school students (63 female and 49 male)
whose ages ranged from 10 to 15 (Isik & Uzbe Atalay, 2017).

Writing the items: The scale items were written taking into consideration the responses given to the
open-ended questions in the qualitative study and the items with the highest variance explanations of
the happiness scales developed abroad, reached through the literature review process. The items were
written in a way that would be suitable for Turkish culture, and eventually, a 48-item pilot form was
created.

Expert opinion: The 48-item pilot form was sent to five specialists who had conducted studies in
areas such as happiness, positive psychology, communication with children and adolescents. Among
them, there were two measurement and evaluation specialists and two specialists who work in
departments of Turkish Language and Literature, and Turkish Language Teaching. As a result of the
expert opinions, some items were removed from the pool, some were added, and some items were
modified. A 36-item final form was created along with the corrections made by means of the feedback
provided by the experts.

Turning the items into scale format: When the selected items were transformed into scale format,
caution was made that the items that measure similar qualities do not come one after another. An
instruction was given on the top of the form to explain the reason for developing the scale, how it
should be filled in, and how long it will take to fill it in.
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Scoring and creating the personal information form: Individuals’ levels of agreement with the items
are evaluated on a 5-Likert type scale. It is ranked as Strongly Agree (5), Mostly Agree (4), Partly Agree
(3), Mostly Disagree (2), and Strongly Disagree (1). The maximum score participants could get from the
pilot scale was 180, and the minimum score was 36. The application takes 10 to 15 minutes. The
personal information form contains questions aimed at collecting information on the participants’
gender, age, school type and class level.

Creating and implementing the scale set: PANAS (Positive and Negative Affect)-Adolescent Form
and a single-item happiness scale were added to the scale set to be used as criterion-related validity
proof.

Data Collection Tools

Positive and Negative Affect Schedule: Positive and Negative Affect Schedule (PANAS), developed by
Watson, Clark, and Tellegen(1988) and adapted to Turkish by Geng¢6z (2000) with university students,
consists of two subscales: positive affect and negative affect. Each question is scored between 1
meaning “very slightly or none” and 5 meaning “very much”. The internal consistency of the scale was
.83 for positive and .86 for negative affects; and test-retest consistency was calculated as .40 and .54,
respectively. The criterion-related validity of the scale was determined via the Beck Depression
Inventory and the Beck Anxiety Inventory. Positive Affect Subscale produced correlations of -.48 and -
.22 respectively for these scales, whereas correlation coefficients calculated for Negative Affective
Subcale with these scales were .51 and .47, respectively. In this study, Ozdemir and Sagkal’s (2016) form,
which they investigated for validity and reliability with adolescents, was used. The results of the
confirmatory factor analysis [S-B )(2 (169) = 711.47, p =.00, xz / df =4.21; RMSEA = .10, 90% GA [.09, .11];
NFI = .81, NNFI =. 82; CFl = .84; GFl = .80, AGFl =.76; SRMR = .09] showed that the fit indices for the two-
factor structure of PANAS were not sufficient. When the modification optionswere examined, the error
covariances of items 7 and 20, contents of which overlap, were associated, and the revised model
provided a good fit to the data set [S-B )(2 (167) = 521.11, p =.00, x2 / df =3.12; RMSEA = .08, 90.00% GA
[.07, .09]; NFI = .86, NNFI =. 88; CFl = .90; GFI = .85, AGFI = .81; SRMR = .08]. As for the reliability of the
scales, the Cronbach alpha coefficient was .82 for the Positive Affect Subscale and .75 for the Negative
Affect Subscale. The internal consistency coefficients calculated for PANAS in the course of this study are
.84 for Positive Affect Subscale and .80 for Negative Affect Subscale.

Personal Information Form: The personal information form prepared by the researchers is aimed to
collect information about the participants’ gender, age, class level and school type. In addition, the
personal information form also contains a single-item question asked to evaluate participants’ level of
happiness from 0 to 10. The question formed by the researchers with this aim is as follows: “Overall,
how happy do you feel?”

Data Collection

The generated scale set was applied to secondary school and high school students in different school
types in order to ensure maximum variation. Among the schools, there were both state and private
schools at secondary and high school levels. Maximum variation was targeted by also including
Anatolian High School, Religious Vocational High School and Vocational and Technical High School
students into the study group. During the implementation of the scales, the participants were
repeatedly explained that they need to read each item carefully and fill them in in a way that they would
reflect their sincere feelings and thoughts.

Data Analysis

Prior to the analyses, outliers, missing and incorrect values were corrected. As for the detection of
outliers, investigated by boxplots, univariate Mahalonobis distance values and z scores, there were no
extreme values. Histogram graphs were examined to check the normality assumption of the variables.
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Furthermore, when the skewness and kurtosis values were examined, it was found out that the
coefficients were between -1.00 and +1.00, so it was determined that the variables do not extremely
deviate from normal distribution.

Firstly, descriptive statistics were calculated from the data. Afterwards, exploratory factor analysis
and confirmatory factor analysis were carried out for the construct validity of the scale, and correlation
analyses were made for the criterion-related validity. In order to determine the reliability of the scale,
the Cronbach's Alpha Coefficient and test-retest reliability coefficient were calculated. SPSS21 and
LISREL8.80 programs were used in the analysis of the data.

Findings

Findings Related to the Validity of AHS

Construct Validity - Exploratory Factor Analysis: Initially, in order to examine the factor structure of
AHS, Exploratory Factor Analysis (EFA) was performed. In terms of the size of the sample to be reached
in order to be able to perform factor analysis in the scale development process, different criteria and
different opinions exist in the literature; although in general, it is desirable that the sample size be 5-10
times the number of items in the measure (Kass & Tinsley, 1979; Kline, 2011). Considering this criterion,
exploratory factor analysis was carried out with 638 participants in this study.

Compliance of the data with EFA was examined by Kaiser-Meyer Olkin (KMO) coefficient and Barlett
Sphericity test. The KMO coefficient is a statistical method used to determine whether the data and the
sample size is appropriate and sufficient for the selected analysis. As the KMO coefficient approaches 1,
it means that the data is appropriate for the analysis, while 1 means perfect fit. As a result of the
analysis, the KMO value was found to be 0.96. Also, in order to use the parametric methods, the
measured characteristic must show normal distribution in the population. The Barlett Sphericity test is a
statistical technique that can be used to check whether the data stem from multivariate normal
distribution. The statistical significance of the chi-square test obtained as a result of this technique is an
indication that the data come from multivariate normal distribution. The results of the analysis revealed
that the Barlett test was statistically significant ()(2 =12242.169; p <.00).

When the values obtained were examined, the convenience of the data set for factor analysis was
confirmed. When the results of the first factor analysis were examined, it was observed that the items of
the 36-item scale were randomly scattered in a 5 factor-structure, some of the items load onto more
than one factor, and factor loadings of some items were below .30. During the factor analysis process,
attention was paid to the factor loadings below .40, the items which load onto more than one factor
above .40, and the items which load onto two factors with .20 difference in between. These items were
excluded from the scale. In addition to these criteria, principle component analysis technique was used
in EFA. As a result of the extraction in compliance with the required criteria, EFA yielded a single-factor
structure with 15 items. Table 2 presents the item factor loadings and the common variance.

As a result of EFA, it was seen that the eigenvalues were grouped together in one factor greater than
7. The variance explained by this single-factor structure for the scale is 50.41%. The higher the
percentage of the explained variance is, the more powerful the factor structure of the developed scale is
counted. In the factor analysis carried out in social sciences, values ranging from 40% to 60% with
respect to the explained variance rate are accepted as sufficient (Scherer, Wiebei, Luther & Adams,
1988;cite in: Tavsancil, 2005).

Item-total correlations: One of the characteristics that a psychological measurement tool should
possess is item validity. ltem-total correlations were calculated so as to determine how sufficient each
item of AHS is in measuring the characteristic it intends to measure and in distinguishing individuals in
terms of the characteristic it measures. The item-total correlations for each item included in the scale
are presented in Table 2.
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Table 2.

Item Factor Loadings and Item-Total Correlations.

Items Factor 1 Mean Values SD Corrected Item-Total Correlations
Mo03 71 3.68 1.19 .66
Mo04 .58 4.12 1.11 .52
MO05 74 3.78 1.20 .69
MO06 .57 3.97 1.15 51
M10 .70 4.07 1.08 .65
M11 .65 4.08 0.97 .59
M15 .66 4.06 1.03 .61
M17 .75 3.84 1.17 .70
M18 .76 3.59 1.25 71
M20 .74 3.50 1.29 .69
M26 .76 3.74 1.22 71
M27 .72 3.70 1.11 .67
M28 77 3.31 1.31 71
M33 .83 3.57 1.24 .79
M34 .67 4.09 1.11 .62

Eigenvalues: 7.56

% of variance accounted for: 50.41

When the item-total correlations of each item of AHS, given in Table 2, were examined, it was
observed that the values range between (r=.51) and (r=.79). Item-total correlations of .30 and higher
are accepted as evidence for the validity of scale items (Nunnally & Bernstein, 1994). When item-total
correlations are concerned, all of them are found to be higher than (r=.30). This is an indication of the
fact that the items of the scale serve the purpose of measuring the characteristic it aims to measure.

Criterion-related validity: In the criterion-related validity study of AHS, which was conducted by
using PANAS and the responses to the question “Overall, how happy do you feel?”, correlation
coefficients were calculated between the total scores obtained from the scales. The results of these
analyses are given in Table 3.

Table 3.
Findings of the Criterion-Related Validity Study.

1 2 3 4
1. AHS 1.00 .60** - 46%* 67%*
2. Positive Affect 1.00 -.26** AT7**
3. Negative Affect 1.00 - 45%*
4. General Happiness Level 1.00

** p< 00

When Table 3 is examined, it is seen that students’ total AHS score has a significant moderate
positive relationship with positive affect and general happiness level, and a significant moderate
negative relationship with negative affect. According to these findings, as the students’ level of
happiness increases, positive affects increase and the negative affects decrease significantly. This finding
supports the validity of AHS.

Construct Validity - Confirmatory Factor Analysis: Confirmatory factor analysis (CFA) was performed
to assess the construct validity of the model emerged from the EFA. 498 middle school and high school
students participated in the CFA study, 191 female and 307 male. In this study, the considered model-fit
indices were xz/df Chi-square/Degree of freedom, Root Mean Square Error of Approximation (RMSEA),
Standardized Root Mean Square Residual (SRMR), Goodness-of-Fit Index (GFl), Adjusted Goodness-of-Fit
Index (AGFI), Normed Fit Index (NFI) and Comparative Fit Index (CFl).
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The goodness-of-fit indices for the single-factor structure obtained from the CFA with no
modification on the model are displayed in Table 4.

Table 4.
Goodness-of-Fit Indices for Confirmatory Factor Analysis.
X2 Df p x/df GFI CFI RMSEA
265.96 90 .00 2.95 .93 .98 .06

[x2/df=2.95 (p=.000); RMSEA= .06; GFI= .93; AGFI= .91; CFI=.98; NFI= .97; SRMR= .03].
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Figure 1.Confirmatory factor analysis for Adolescent Happiness Scale.

When the goodness-of-fit indices of the model are examined, it is seen that the x2/df value is 2.95. A
value of 3 or less indicates that the model has a good fit, and a value of 5 or less indicates that the
model has an acceptable degree of fit (Kline, 2011). The criteria set by Schermelleh-Engel, Moosbrugger
and Miiller (2003) were taken into consideration for the evaluation of the goodness-of-fit indices
obtained from the CFA results. In this study, RMSEA = .06, and SRMR = .03 values were found. RMSEA
and SRMR values below 0.05 mean a good fit for the model, and values below 0.08 mean an acceptable
goodness-of-fit. The RMSEA value obtained in this study, which is below 0.08, can be interpreted as a
good fit, and when SRMR value was examined, an acceptable degree of goodness-of-fit was verified.
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GFl = 0.93, NFI= 0.97, CFl = 0.98 and AGFI = 0.91 were calculated. GFI, NFI, CFl, and AGFI values of
0.90 and above indicate a good fit of the model (Kline, 2011; Schermelleh-Engel, Moosbrugger & Miiller,
2003). As the NFI, GFI, CFl, and AGFI values are higher than .90 each, it can be asserted that the model
shows a good fit. In brief, the CFA model established to test the construct validity of AHS provides the
required goodness-of-fit indices, and shows a good fit; therefore, the scale has construct-validity.

Findings Related to the Reliability of AHS

Two different reliability analyses, which were internal consistency and test-retest analyses, were
conducted to examine the reliability of AHS. Cra reliability coefficient was calculated as (r= .92, p <.00)
for group on which the EFA study was conducted, and as (r= .91, p <.00) for the group on which the CFA
study was performed. In general, reliability coefficients of .70 or higher are considered adequate
(Nunnally, 1978).

In the reliability study, in addition to internal consistency calculations, test-retest method was used
to determine whether the tool measures the characteristic it aims to measure consistently over time.
For this purpose, the scale was applied twice with 3 weeks in between to 55 middle school students in
the EFA group, 37 of whom were male and 18 of whom were female. Correlation coefficient between
two applications was examined. Test-retest reliability coefficient of AHS was calculated to be (r= .79,
p<.00). All these findings indicate that the scale has a satisfactory level of reliability.

Discussion, Conclusion & Implications

The purpose of this study is to develop the adolescent happiness scale and to examine the
psychometric properties of the scale. When the happiness scales for adolescents in the literature are
examined, it is observed that these studies are mostly conducted abroad, and adaptations of those have
been made in Turkey. In this study, a scale was developed to measure the happiness level of
adolescents. AHS has a single-factor structure consisting of 15 items, and is a five-Likert type scale (1-
strongly disagree, 5- strongly agree). The lowest score that can be obtained from the scale is 15.00 and
the highest score is 75.00. High scores indicate that the happiness level of the adolescent is high. Expert
opinions were taken into consideration to determine the content validity, and exploratory and
confirmatory factor analyses were utilized to test the construct validity of the scale. In the exploratory
factor analysis, it was found out that the scale has a single-factor structure; and in the confirmatory
factor analysis, the facts that the scale has a single-factor structure and that the model has a good fit
were confirmed. As a result of the criterion-related validity tests, there were found significant positive
relationships between AHS and the positive affects and overall happiness level. Significant negative
relationships were found between AHS and negative affects. These results can be regarded as evidence
that AHS is a valid measurement tool. As for the item validity study of AHS, item-total correlations were
examined. Considering that items with item-total correlations of .30 and above are adequate in
distinguishing individuals in terms of the characteristic they measure (Nunnally & Bernstein, 1994), the
item-total correlations of the scale can be considered adequate.

The high Cronbach alpha coefficient obtained from the reliability studies of the scale indicates that
the items are consistent with each other. Furthermore, the test-retest reliability coefficient indicates
that the consistency of the scale over time is high. In summary, when the findings regarding the validity
and reliability of AHS are considered together, it can be concluded that AHS is a valid and reliable tool
that can be used to measure the happiness level of adolescents.

It is commonly acknowledged that a measurement tools must be useful as well as valid and reliable
(Turgut, 1995). Usefulness include affordability, applicability and ease of scoring (Kan, 2016). In this
respect, it is clear that AHS is a useful measurement tool in terms of shortness and clarity of items and
being easy to score.
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In positive psychology approach, it is emphasized that it is necessary to focus on the positive aspects
of human development rather than deterioration of mental health (Park, 2004a). In this context,
happiness of adolescents is an important issue that concerns families, educators, politicians and
researchers. Positive development of the youth has an important role for young people to be happy and
healthy adults. When the literature is examined, it is seen that the educational models in which social-
emotional learning involving positive psychology interventions are centered are more successful (Knoop,
2011; Kristjansson, 2012). In this sense, the developed scale can be used in studies to measure the
effectiveness of positive psychology interventions for adolescents or to determine the factors that affect
the happiness of adolescents. Thus, the use of AHS in different groups, despite the large number of
participants studied for its development, will provide new evidence for validity and reliability of the
scale.
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Tiirkge Siiriim

Girig

Bireyin hem bedensel hem de ruhsal olarak hizli bir degisim ve yeniden yapilanma gegirdigi ergenlik
doéneminin riskli ve problemli davranislarla iliskilendirilmesine iliskin bakis acisi glinimiizde devam
etmekle birlikte ergenlerin glgli yanlarina odaklanan yaklasimlar dikkat cekmeye baslamistir. Ergenligin
¢Ozilecek bir problem olarak degil, gelistirilecek potansiyel bir deger olarak goriildigi (Damon, 2004) bu
yaklasimlardan biri pozitif geng gelisimidir. Pozitif gen¢ gelisimi, genglerin yasam boyunca olumlu
anlamda biylime ve gelismelerini saglayacak olan kaynaklarin kazandiriimasi ve glglendirilmesini
amaglayan bir bakis agisidir (Park, 2004a). Bu agidan degerlendirildiginde, ergenlerin sorunlarina ya da
yetersizliklerine odaklanan tedavi stratejilerinin gelistiriimesi yerine ergenlerin glcli yanlarini
kullanmalarini saglayarak mutlu ve saghkli yetiskinler olmalarini destekleyen calismalar dikkat
cekmektedir (Lerner & Lerner, 2009; Schmid, Phelps & Lerner, 2011; Sun & Shek, 2010). Buna paralel
olarak, mutlulugun istenilen bir durum olduguna iliskin genel kabul, mutlulugu etkileyen degiskenlerin
tam olarak neler oldugunun bilinememesi ve iyi olusu gelistirmeye yonelik politikalarin glindeme gelmesi
nedeniyle (Thoilliez, 2011) son yillarda mutluluk ¢calismalarina ilgi giderek artmaktadir.

Mutluluk kisinin bir bitln olarak yasamini takdir etmesi olarak tanimlanmakta (Veenhoven, 2010) ve
yasamin hem bilissel hem de duyussal degerlendirmesinden olustugu vurgulanmaktadir (Lucas & Diener,
2009; Veenhoven, 2008). Mutluluk esas olarak iki farkli yaklasimla tartisiilmaktadir. Mutlulugu tanimlama
yollarindan biri 6znel iyi olusu iceren “haz” kavramidir (Diener, 2000; Diener, Oishi & Lucas, 2009).
Aristippos’un 6gretisi olan hazcilik yani hedonizme gore kisinin yasam amaci devamli olarak zevkin ve
hazzin pesinden kosmaktir. Bu anlamda olumlu deneyimleri arttirmayi, hosa gitmeyen yasantilardan
kaginarak doyum saglamayi amaglayan hedonik mutluluk, yasamdaki tim keyifli anlarin kiimulatif
toplami olarak tanimlanir (Ryan & Deci, 2001). Mutlulugu tanimlama yollarindan bir digeri ise psikolojik
iyi olusu iceren ve Aristoteles’in ifade ettigi eudamonia kavramina dayanir (Ryan & Deci, 2001). Ona
gore, mutlu bir yasam her ne kadar yasamdan alinan haz olsa da eudamonia yani mutluluk sadece
hazdan ibaret bir durum degildir, mutluluk “iyi” kavramiyla aciklanir ve erdemli olmakla iliskilendirilir
(Sihlova, 2008). Eudamonia bireyin kendini gerceklestirmesi, gliclerini en iyi sekilde kullanmasi, yasamda
anlam bulmasi ve erdemli bir yasam slirmesidir (Ryan & Deci, 2001).

Alanyazinda mutluluk ile ilgili calismalar ¢ogunlukla yetiskinler Gizerine odaklanmakla birlikte son
yillarda ergenlik doneminde mutlulugu ele alan galismalarda (Holder & Coleman, 2008; Mahon &
Yarcheski, 2002; Park, 2004b) ergenlerin mutluluguna katkida bulunan faktorler tanimlanmaya
calisilmistir. Ornegin, Nairn, Duffy, Sweet, Swiecicka ve Pope (2011) tarafindan hazirlanan Unicef
raporunda 8-13 yas arasindaki ¢ocuklarin mutlulugu aile ve arkadaslari ile birlikte olma ve eglenceli
aktivitelere katilma ile tanimladiklari belirtilmistir. Thoilliez (2011), 6-12 yas arasi ¢ocuklarin mutlulugu
aile, arkadas, eglenme, akademik basari ve baskalarina yardim etme davranisi ile acikladiklarini;
Giacomoni, Souza ve Hutz (2014), 6-12 yaslari arasindaki Brezilyali cocuklarin mutlulugu pozitif duygular,
siddetin olmamasi, arkadaslarla birlikte olmak, eglenceli aktivitelere katilmak olarak tanimladiklarini;
Uusitalo-Malmivaara (2014), 9. sinif 6grencilerinin kendilerini mutlu eden seyleri sirasiyla okulda basari,
daha ¢ok bos zaman, arkadas iliskileri, fiziksel gériiniim, aile ortami ve gelecege yonelik planlarin olmasi
seklinde belirttiklerini ifade etmislerdir. Datu ve Valdez (2012), ergenlerin mutlulugu ihtiya¢ doyumu,
olumsuz duygularin azhgi, olumlu duygularin ifade edilmesi ve iliskisel ihtiyaglarinin karsilanmasi
basliklarinda tanimladiklarini, mutlu ergenlerin kisisel 6zelliklerini yardimsever, neseli, iyimser, olumlu
duygularini ifade eden olarak belirttiklerini, mutlu ergenlerin davranislarini ise digerlerine yardim etme,
sikhikla giilme ve eglenme, insanlari mutlu etme ve olumsuz disincelerden kaginma olarak
siralamislardir. Isik ve Uzbe Atalay (2017) ise yaptiklari galismada 10-15 yaslar arasinda olan
ogrencilerinin herhangi bir konuda yetenekli olduklarini fark etmek, eglenceli aktiviteler yapmak, aile ve
arkadaslariyla vakit gecirmek, saglikh olmak, hediye alip vermek, derslerinde basarili olabilmek gibi
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durumlarin gocuklari en ¢ok mutlu eden seyler olduklari sonucunu elde etmislerdir. Ergenlerle yapilan
¢alismalarda, mutlulugun iliskili oldugu degiskenlerin incelendigi ¢alismalarda mutlulugun disadonik
kisilik 6zelligi (Furnham & Cheng, 2000; McKnight, Huebner & Suldo, 2002), yasam coskusu, siikran,
umut ve sevgi karakter gugleri (Cihangir Cankaya & Meydan, 2018; Park & Peterson, 2008), 6zsaygl
(Cheng & Furnham, 2002; Huebner, Gilman & Laughlin, 1999; Tagay & Baltaci, 2017; Tonga &
Halisdemir, 2017), ebeveynlerle kurulan nitelikli iliski (Phillips, 2012; Uusitalo-Malmivaara & Lehto,
2013), akranlarla kurulan nitelikli iliski (Lambert et. al., 2014; K&se, 2015), sosyal iliskilerde basarili olma
(Heizomi, Allahverdipour, Jafarabadi & Safaian, 2016; Proctor, Linley & Maltby, 2010; Uusitalo-
Malmivaara & Lehto, 2013), yiiksek akademik basari (Proctor, Linley & Maltby, 2010), madde
kullanmama, saglikli beslenme, spor yapma gibi saghkl yasam davranislari (Bloodworth & McNamee,
2007; Kye, Kwon & Park, 2016; Mojs et. al., 2009) ve islevsel basa ¢ikma stratejisi (Isik & Bedel, 2015;
Salavera, Usan, Pérez, Chato & Vera, 2017) ile olumlu ve anlaml bir iliski gdsterdigi belirtilmistir. Ote
yandan ergenlerin mutluluk dizeyleri ile alkol ve madde kullanimi (Lambert et. al., 2014), psikolojik
problemler (Proctor, Linley & Maltby, 2010; Suldo & Huebner, 2006), davranissal problemler (Suldo &
Huebner, 2006), depresyon (Uusitalo-Malmivaara & Lehto, 2013) ve risk alma davranisi (Ugcan & Kiran
Esen, 2015) arasinda olumsuz yonde ve anlamli bir iliski oldugu bulunmustur.

Ergenlerle yapilan bu galismalar incelendiginde mutlulugun “genel olarak kendini ne kadar mutlu
hissediyorsun?” gibi 0-10 arasinda degerlendirme yapilmasi istenen tek maddeli 6lgekler (Abdel-Khalek,
2006; Swinyard, Kau & Phua, 2001) ile Oxford Mutluluk Envanteri (Hills & Argyle, 2002), Oznel Mutluluk
Olgegi (Lyubomirsky & Lepper, 1999), Warwick-Edinburgh Zihinsel lyi Olus Olcegi (Tennant et. al., 2007)
gibi cok maddeli 6lgeklerle élgimlendigi goriilmektedir. Tirkiye’de ergenlerle yapilan mutlulukla ilgili
sinirll sayida ¢alismada Oxford Mutluluk Olcegi (Dogan & Sapmaz, 2012), Ergen Oznel iyi Olus Olgegi
(Eryilmaz, 2009), Ergenler igin Kisa Okulda Oznel lyi Olus Olcegi (Ozdemir & Sagkal, 2016), EPOCH Olgegi
(Demirci & Eksi, 2015) ve Okul Cocuklarinin Mutluluk Envanteri’'nin (Telef, 2014) kullanildig, bu
oOlgeklerin ise ¢ogunlugunun uyarlama oldugu gorilmektedir. Mutlulugun tanimi ve deneyimleme sekli
bireylerarasi bir farklilik gostermekle birlikte (Vaingankar et. al.,, 2012) kultirel normlardan ve
degerlerden de etkilenmektedir (Diener, Suh, Smith & Shao, 1995; Kitayama, Marcus & Kurokawa,
2000). Bu nedenle, Tirk kaltirinde ergenlere yonelik mutluluk 6lgeginin gelistirilmesi 6nemli
gorilmektedir. Ote yandan ergenlerde yaygin saglik problemlerinden birinin uyum problemleri oldugu
ve bu uyum problemlerinin madde kullanimi, disiik akademik basari, okulu terk etme gibi sorunlara yol
actigi bilinir (Bahrami, Rajaeepour, Ashrafi, Zahmatkesh & Nematolahi, 2011; Saban et. al., 2014). Diinya
Saglik Orgiitii tarafindan mutluluk saghgin en temel unsuru olarak tanimlanmistir (Cohn, Fredrickson,
Brown, Mikels & Conway, 2009) ve mutlulugun olumlu kisisel, davranissal, fiziksel, psikolojik ve sosyal
sonuglarla iliskisi (Diener & Chan, 2011; Veenhoven, 2008) dislnulduginde, ergenlerin tim yasam
alanlarini etkileyen mutlulugun o&lgiimine iliskin bir aracin gelistiriimesi 6nemli gérilmektedir. Bu
calismanin amaci, Tirk kiltirinde ergenlerin mutluluk diizeylerinin 6l¢tilmesine yonelik Ergen Mutluluk
Olgeginin gelistirilmesidir.

Yontem
Calisma Grubu

Arastirmanin katihimcilarini, 2017-2018 6gretim yilinda 6grenim goren ve ulasilabilir 6rnekleme
yontemiyle secilen 683 ortaokul 6grencisi ve 453 lise 6grencisi toplam 1136 6grenci olusturmaktadir.
Arastirma, iki farkl grupta yiritiilmistir. ilk grup 638 kisiden olusmaktadir ve agimlayici faktér analizi,
madde analizi, 6l¢lt gecerligi ve i¢ tutarlik calismalari bu gruptan elde edilen verilerle gergeklestirilmistir.
ikinci grup 498 kisiden olusmaktadir ve dogrulayici faktér analizi calismasi bu gruptan elde edilen
verilerle gergeklestirilmistir. Katilimcilarin, 646’s1 erkek (%56.90) ve 490’1 kadindir (% 43.10). Arastirmaya
katilan 6grencilerin yas araligi 11-17 ve yas ortalamalari 13.85 (Ss= 1.90) olarak saptanmistir.
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Tablo 1.
Arastirma Grubunu Olusturan Bireylerin Demografik Dediskenlere Gére Dagilimi.
Cinsiyet
Kadin Erkek N %
~ Okul Tiira Ortaokul 187 185 372 58.30
'f_é Lise 112 154 339 41.70
< Toplam 372 266 638 100.00
§ Sinif Diizeyi 6. sinif 38 43 81 12.70
0 7. sinif 73 72 145 22.70
E; 8. sinif 76 70 146 22.90
« 9. sinif 30 35 65 10.20
£ 10. sinif 19 59 78 12.20
< 11. sinif 21 34 55 8.60
12. sinif 42 26 68 10.70
Toplam 299 339 638 100.00
5 Okul Tiirii Ortaokul 153 158 311 62.40
E Lise 38 149 187 37.60
f Toplam 191 307 498 100.00
§ Sinif Diizeyi 6. sinif 41 46 87 17.50
® 7. sinif 43 58 101 20.30
E 8. sinif 69 54 123 24.70
f_:“ 9. sinif 12 43 55 11.00
a0 10. sinif 14 48 62 12.40
a 11. sinif 8 49 57 11.40
12. sinif 4 9 13 2.60
Toplam 191 307 498 100.00

Olgek Gelistirme Siireci

Ergen Mutluluk Olgegini (EMO) gelistirmek icin sistematik bir yaklasim takip edilmis ve 6lgek
gelistirme asamalari asagida acgiklanmistir.

Tarama: Olgek maddelerinin yazilmasi ve madde havuzunun olusturulmasi icin éncelikle alanyazinda
ergenler igin gelistirilmis olan mutluluk 6lgekleri incelenmistir. Madde havuzunun olusturulmasi
asamasinda ayrica yas arahgi 10 ila 15 arasinda degisen ve ortaokulda egitim goren 63’U kadin, 49'u
erkek toplam 112 6grencinin katilimi ile bir nitel calisma gergeklestirilmistir (Isik & Uzbe Atalay, 2017).

ifadelerin yazilmasi: Yapilan nitel arastirma gergevesinde acik uglu sorulara verilen cevaplardan ve
ilgili alanyazin taramalari sonucunda daha once yurt disinda gelistirilmis olan mutluluk 6lceklerinde
varyans aciklayicihigl en yliksek olan maddelerden yola ¢ikarak Tirk kiltlirine uygun olabilecek sekilde
6lcek maddeleri yazilmis ve 48 maddelik denemelik form olusturulmustur.

Uzman goriisii: 48 maddelik denemelik form 6zellikle mutluluk, pozitif psikoloji, cocuk ve ergenlerle
iletisim gibi alanlarda calismalari olan bes farkh alan uzmanina, 6lgme ve degerlendirme Uzerinde
calismalari olan iki uzmana ve Tirk Dili-Edebiyati ve Tiirkce Ogretmenligi bélimlerinde gérev yapan iki
uzmana gonderilerek, uzman gorisleri istenmistir. Uzman goérislerinden gelen doniitler gcergevesinde
bazi maddeler madde havuzundan gikarilmis, bazi maddeler eklenmis ve bazi maddelerde degisiklik
vapimistir. Uzman gorist kapsaminda yapilan dizeltmelerle birlikte 36 maddelik nihai form
olusturulmustur.
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ifadelerin 6lcek formatina déniistiiriilmesi: Uzman goériisii alinan ifadeler odlcek formatina
doénustiriliirken benzer yeterlikleri 8lgen maddelerin ardisik olarak gelmemesine dikkat edilmistir. Olgek
formunun basina 6lgegin gelistirilme amacini, isaretlemenin nasil yapilmasi gerektigi ve puanlamanin ne
kadar zaman alacagini belirten bir agiklama yonergesi konulmustur.

Puanlama ve kisisel bilgi formunun olusturulmasi: Bireylerin, 6lcekteki maddelere katilma duzeyleri
5’li Likert tipine goére degerlendiriimektedir. Buna gore, Tamamen Katiliyorum (5), Cogunlukla
Katilyorum (4), Biraz Katiliyorum (3), Cogunlukla Katilmiyorum (2), Hi¢ Katilmiyorum (1) seklinde
derecelendiriimektedir. 36 maddelik denemelik formdan 6grencilerin alacagi maksimum puan 180,
minimum puan 36’dir. Olusturulan nihai formda yer alan maddelerin hepsi olumlu ifadelerdir. Bu
nedenle, ters puanlanacak maddeler bulunmamaktadir. Olgegin uygulama siiresi, 10-15 dakika arasinda
degismektedir. Kisisel bilgi formunda katimcilarin cinsiyet, yas, 6grenim goérdukleri okul tiri ve sinif
diizeylerinin 6grenilmesini amaglayan sorular yer almaktadir.

Olgek bataryasinin olusturulmasi ve uygulanmasi: Olcek bataryasi olusturulurken 8lgiit gecerligi
calismalarinda kullanilimak Gzere PANAS (Pozitif ve Negatif Duygular)-Ergen Formu ve tek maddelik
mutluluk 6lgegi 6lcek bataryasina eklenmistir.

Veri Toplama Araglar

Pozitif ve Negatif Duygu Olgegi: Watson, Clark ve Tellegen(1988) tarafindan gelistirilen ve Tiirkce
uyarlamasi Gengdz (2000) tarafindan (iniversite dgrencileri ile yapilan Pozitif ve Negatif Duygu Olcegi
(PANAS), pozitif duygu ve negatif duygu olmak Uzere iki alt 6l¢ekten olusmaktadir. Her bir soru 1 “gok az
veya hi¢” ile 5 “cok fazla” arasinda puanlanmaktadir. Olgegin ic tutarligi pozitif ve negatif duygu igin
sirasiyla .83 ve .86; test-tekrar test tutarligi ise sirasiyla .40 ve .54 olarak hesaplanmustir. Olgegin 6lcit
bagintih gecerligi, Beck Depresyon Olgegi ve Beck Anksiyete Olcegi ile yapilmistir. Buna gore, Pozitif
Duygu Olgegi bu dlcekler icin sirasiyla -.48 ve -.22’lik korelasyonlar verirken, Negatif Duygu Olceginin bu
oOlgeklerle korelasyonu yine ayni siraya gore .51 ve .47 olarak hesaplanmistir. Bu galismada PANAS’In
Ozdemir ve Sagkal (2016) tarafindan ergenlerde gecerlik ve giivenirlik ¢alismasinin yapildigi formu
kullanilmigtir. Buna goére yapilan dogrulayici faktor analizi sonuglari [S-B x2 (169) = 711.47, p =.00, x2/5d=
4.21; RMSEA = .10, % 90.00 GA[.09, .11]; NFI = .81, NNFI = . 82; CFl = .84; GFl = .80, AGFl =.76; SRMR =
.09], PANASIn iki faktorli yapisina iliskin uyum degerlerinin yeterli olmadigini gostermistir.
Modifikasyon onerileri incelendiginde, madde icerikleri 6rtisen Madde 7 ile Madde 20’nin hata
kovaryanslari iliskilendirilmis ve revize edilen model veri setine kabul edilebilir dizeyde uyum saglamistir
[S-B x2 (167) = 521.11, p =.00, x°/sd= 3.12; RMSEA = .08, % 90.00 GA[.07, .09]; NFI = .86, NNFI = . 88; CFl
=.90; GFI = .85, AGFI = .81; SRMR = .08]. Guvenirlik calismasinda, Cronbach alfa katsayisi Pozitif Duygu
alt olgegi icin .82, Negatif Duygu alt Olgegi icin .75 olarak belirlenmistir. Bu ¢alisma kapsaminda, PANAS
icin hesaplanan ic¢ tutarhlik katsayilari Pozitif Duygu alt 6lcegi icin .84 iken Negatif Duygu alt 6lcegi icin
.80"dir.

Kisisel Bilgi Formu: Arastirmacilar tarafindan hazirlanan kisisel bilgi formu, calisma grubunu
olusturan ergenlerin cinsiyetleri, yaslari, sinif dizeyleri ile ilgili bilgileri icermektedir. Kisisel bilgi
formunda ayrica ergenlerin genel olarak mutluluk dizeyini belirlemek igin arastirmacilar tarafindan
olusturulan “Genel olarak ne kadar mutlu hissediyorsun?” sorusuna 0-10 arasinda degerlendirme
yapilmasi istenen tek maddelik bir soru yer almaktadir.

Verilerin Toplanmasi

Olusturulan 6lgek bataryasi, maksimum cesitliligin saglanmasi amaciyla farkli okul tiirlerinde 6grenim
goren ortaokul ve lise 6grencilerine uygulanmistir. Uygulama okullari arasinda hem ortaokul hem de lise
diizeyinde devlet ve 6zel okullari yer almaktadir. Ayrica, lise diizeyinde Anadolu Liseleri, imam Hatip
Liseleri ve Mesleki-Teknik Liselerde 6grenim goren katilimcilarin olmasi maksimum cesitliligi saglamaya
yoneliktir. Uygulama sirasinda katiimcilara her bir maddeyi dikkatli bir sekilde okumalar ve 6&lgek
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maddelerini gercek duygu ve distlincelerini yansitacak sekilde doldurmalari gerektigi agiklamalari tekrar
tekrar yapiimistir.

Verilerin Analizi

Verilerin analizine baslamadan 6nce ug, sapan, eksik veya hatali degerler dizeltilmistir. U¢ deger
incelenmesi icin Mahalonobis uzakligi ve z puanlari hesaplanmis; arastirmanin veri setinde ¢ok degiskenli
uc deger gosteren verinin bulunmadigl anlasiimistir. Degiskenlerin normallik varsayimi igin histogram
grafikleri incelenmistir. Ayrica, hesaplanan c¢arpiklik-basiklik katsayilari incelendiginde katsayilarin -1.00
ile +1.00 arasinda deger aldigi tespit edilmis ve degiskenlerin normalden asiri sapma gostermedigi
belirlenmistir.

Veriler Gzerinden 6ncelikle betimsel istatistikler hesaplanmistir. Daha sonra 6lgegin yapi gegerligine
yonelik olarak agimlayici faktor analizi ve dogrulayici faktor analizi, 6lgit gegerligine iliskin korelasyon
analizleri yapilmistir. Olcegin giivenirliginin belirlenmesine yénelik olarak, Cronbach alfa katsayisi ve test
tekrar test giivenirlik katsayisi hesaplanmistir. Verilerin analizinde, SPSS21 ve LISREL8.80 paket
programlarindan yararlanilmistir.

Bulgular

EMO’nin Gegerligine iliskin Bulgular

Yapi Gegerligi - Agimlayici Faktér Analizi: EMO’nin faktér yapisini incelemek icin dncelikle Agimlayici
Faktor Analizi (AFA) yapilmistir. Alanyazinda, 6lgek gelistirme calismalarinda faktor analizi yapilabilmesi
icin ulagiimasi gereken 6rneklem bulyUkligu konusunda farkl dlgitler ve gorusler ortaya g¢ikmaktadir.
Genel olarak, érneklem buyukliginin 6lgekteki madde sayisinin 5-10 kati kadar olmasi istenmektedir
(Kass & Tinsley, 1979; Kline, 2011). Calismada da bu 6l¢it géz tinlinde bulundurularak 638 kisi tGzerinde
acimlayici faktor analizi yapiimistir.

Verilerin AFA’ya uygunlugu, Kaiser-Meyer Olkin (KMO) katsayisi ve Barlett Sphericity testi ile
incelenmistir. KMO katsayisi, verilerin ve 6rneklem buyuklGginin secgilen analize uygun ve yeterli
oldugunu belirlemede kullanilan istatistiksel bir yontemdir. KMO katsayisi 1’e yaklastikga verilerin
analize uygun oldugu, 1 olmasinda ise mikemmel bir uyum oldugu anlamina gelir. Yapilan analiz
sonucunda, KMO degeri 0.96 olarak bulunmustur. Parametrik yontemi kullanabilmek igin, &lgllen
ozelligin evrende normal dagilim gostermesi gerekir. Barlett Sphericity testi, verilerin ¢ok degiskenli
normal dagilimdan gelip gelmedigini kontrol etmek icin kullanilabilecek istatistiksel bir tekniktir. Bu test
sonucunda elde edilen chi-square test istatistiginin anlamh ¢ikmasi, verilerin ¢cok degiskenli normal
dagihmdan geldiginin gostergesidir. Calisma igerisinde yapilan analiz sonucunda, Barlett testi anlaml
bulunmustur (x2=12242.169; p<.00).

Elde edilen degerler incelendiginde, veri setinin faktér analizi igin uygunlugu dogrulanmistir. Yapilan
ilk faktor analizi sonuglari incelendiginde 36 maddelik 6lcekte yer alan maddelerin 5 faktorlik bir yapi
icerisinde gelisiglizel dagildigi, bazi maddeler birden fazla faktore yiik verdigi ve bazi maddelerin ise
faktor yuklerinin .30°un altinda kaldig1 gozlenmistir. Yapilan faktor analizinde, islemeyen maddelerin
atilmasi asamasinda .40"in altinda faktor yikleri, .40'in (izerinde birden fazla faktore yiik veren maddeler
ve iki faktore yuk verirken aradaki farkin .20 oldugu maddelerin 6lgekten ¢ikarilmasina dikkat edilmistir.
Bu Olgutlerin yaninda yapilan AFA’da, temel bilesenler analizi teknigi kullaniimistir. Gerekli kriterler
cercevesinde ayiklanan 6lgcek maddeleri sonucunda, 15 maddelik tek faktorli bir yapi elde edilmistir.
Tablo 2’de maddelere iliskin faktor yikleri ve ortak faktor varyansi sunulmustur.

AFA sonucunda, 6lcegin 6zdegerinin 7'den blylik tek bir faktér altinda toplandigi gorilmustiir. Tek
faktorli bu yapinin 6lgege iliskin agikladigi varyans ise % 50.41’tur. Aciklanan varyans oraninin yiksekligi,
gelistirilen Olgegin faktor yapisinin gliclini gosterir. Sosyal bilimlerde yapilan faktor analizinde, agiklanan
varyans oranina iliskin %40.00 ile %60.00 arasinda degisen degerler yeterli gérilmektedir (Scherer,
Wiebei, Luther & Adams, 1988; cite in: Tavsancil, 2005).
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Tablo 2.

Faktér Yiik Degerleri ve Madde Toplam Test Korelasyonlari.

Maddeler Faktor 1 X S Madde Toplam Korelasyonu
MO03 71 3.68 1.19 .66
MO04 .58 4.12 1.11 .52
MO05 74 3.78 1.20 .69
MO06 .57 3.97 1.15 51
M10 .70 4.07 1.08 .65
M11 .65 4.08 0.97 .59
M15 .66 4.06 1.03 .61
M17 .75 3.84 1.17 .70
M18 .76 3.59 1.25 71
M20 74 3.50 1.29 .69
M26 .76 3.74 1.22 71
M27 72 3.70 1.11 .67
M28 77 3.31 1.31 71
M33 .83 3.57 1.24 .79
M34 .67 4.09 1.11 .62
Ozdeger: 7.56

Acgiklanan Toplam Varyans: 50.41

Madde toplam korelasyonlari: Bir psikolojik 6l¢iim aracinin sahip olmasi gereken 6zelliklerden bir
tanesi de bu 6lgegin madde gegerliliginin olmasidir. EMO’nde yer alan her bir maddenin, dlgmek istedigi
ozelligi olclip 6lgmedigi ve Olgtikleri 6zellik agisindan kisileri ayirt etmede ne kadar yeterli olduklarinin
belirlenmesi amaciyla madde-toplam korelasyonlari hesaplanmistir. Olgekte yer alan her bir madde igin
madde-toplam korelasyonlari Tablo 2’de sunulmustur.

Tablo 2’de verilen ve EMO’nin her bir maddesine ait madde-toplam korelasyonlari incelendiginde
degerlerin (r=.51) ile (r=.79) arasinda degistigi gbzlenmektedir. Madde-toplam korelasyonlarinin .30 ve
daha yiksek olmasi 6lcek maddelerinin gegerligine bir kanit olarak kullanilmaktadir (Nunnally &
Bernstein, 1994). Madde-toplam test korelasyonlari incelendiginde, her bir madde igin (r=.30)'un
Uzerindedir. Bu durum, 6lgcek maddelerinin 6lcllmek istenen 6zelligi 6lcme amacina hizmet ettigine
isaret etmektedir.

Olgiit gegerligi: EMO'nin PANAS ve “Genel olarak ne kadar mutlu hissediyorsun?” sorusuna verilen
cevaplar kullanilarak gergeklestirilen olcit gecerligi calismasinda, 6lceklerden elde edilen toplam puanlar
arasinda korelasyon katsayilari hesaplanmistir. Bu oOlglimlere iliskin analiz sonuglari Tablo 3’de
verilmistir.

Tablo 3.
Olciit Gegerligine iliskin Bulgular.

1 2 3 4
1. EMO 1.00 .60%* -A6** B7**
2. Pozitif Duygular 1.00 -.26%* ATE*
3. Negatif Duygular 1.00 - 45%*
4. Genel Mutluluk Dizeyi 1.00

** p< 00

Tablo 3 incelendiginde, dgrencilerin EMO toplam puanlari ile pozitif duygu ve genel mutluluk diizeyi
arasinda pozitif yonli ve orta diizeyde, negatif duygu ile ise negatif yonli orta diizeyde anlaml iliskiler
bulundugu goérilmektedir. Bu bulguya gore, 6grencilerin mutluluk dizeyi arttikga pozitif duygularinin
arttig), negatif duygularinin ise anlamli bir sekilde azaldig1 séylenebilir. Bu bulgu,EMO’nin gegerliligini
destekleyici bir bulgu olarak degerlendirilmektedir.
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Yapi Gegerligi-Dogrulayici Faktoér Analizi: AFA sonrasinda ortaya ¢ikan modelin, yapi gecgerligini
degerlendirmek igin dogrulayici faktor analizi (DFA) yapilmistir. DFA ¢alismasina 191’i kadin, 307’si erkek
toplam 498 ortaokul ve lise 6grencisi katilmistir. Bu calismada model uyum indeksleri olarak Xz/sd Chi-
square/Degree of freedom, Root Mean Square Error of Approximation (RMSEA), Standar-dized Root
Mean Square Residual (SRMR), Good-ness of Fit Index (GFI), Adjusted Goodness of Fit Index (AGFI),
Normed Fit Index (NFI) ve Compara-tive Fit Index (CFI) goz 6niinde bulundurulmustur.

Tek faktérden olusan yapiya iliskin olarak gergeklestirilen DFA’da model Gizerinde higcbir modifikasyon
gerceklestiriimeden ulasilan uyum iyiligi indeksleri Tablo 4’te gosterilmistir.

Tablo 4.
Dodgrulayici Faktér Analizi igin Uyum indeksleri.
X Df p X'/sd GFI CFI RMSEA
265.96 90 .000 2.95 .93 .98 .06

[x2/sd=2.95 (p=.000); RMSEA= .06; GFl= .93; AGFI=.91; CFI=.98; NFI=.97; SRMR=.03].
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Chi-Jguare=3¢5.%€, df=50, P-wvalue=0.00000, BM3IEA=0.0E32

Sekil 1.Ergenlerde Mutluluk Olcedi Dogrulayici Faktér Analizi.

Modelin uyum iyiligi indeksleri incelendiginde, x2/sd degerinin 2.95 oldugu goérilmektedir. Bu
degerinin 3 veya altinda bir deger olmasi modelin iyi bir model oldugunu 5 veya daha altinda deger
almasi ise modelin kabul edilebilir bir uyum iyiligine sahip oldugunu gosterir (Kline, 2011). DFA sonucu
elde edilen uyum iyiligi indekslerinin degerlendirilmesi icin Schermelleh-Engel, Moosbrugger ve Miiller’in
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(2003) belirledigi kriterler gbz 6ninde bulundurulmustur. Bu ¢alismada RMSEA = .06, SRMR = .03
degerleri bulunmustur. RMSEA ve SRMR degerleri .05'nin altinda olmasi model igin iyi bir uyum, 0.08’in
altinda olmasi ise kabul edilebilir bir uyum iyiligi degeri oldugu ifade edilmektedir. Bu ¢galismanin, RMSEA
degerinin .80’in altinda olmasi kabul edilebilir; ayrica uyum degeri ve SRMR degerleri incelendiginde
modelin iyi bir uyum degerine sahip oldugu soylenebilir.

GFI = .93, NFI= .97, CFl = .98 ve AGFI = .91 olarak hesaplanmistir. GFI, NFIl, CFI ve AGFI degerlerinin
.90 ve Uzerinde olmasi modelin iyi bir uyum gosterdigine isarettir (Kline, 2011; Schermelleh-Engel,
Moosbrugger & Miller, 2003). NFI, GFI, CFl ve AGFI uyum indeks degerlerinin her biri .90'in lzerinde
oldugundan modelin iyi bir uyum gésterdigi sdylenebilir. Ozetle, EMO’nin yapi gegerliligini sinamak icin
kurulan DFA modelinin gerekli uyum iyiligi indekslerini sagladigi ve iyi derece de uyum sagladig ve
oOlgegin yapisal olarak gegerli oldugu goriilmistdr.

EMO’nin Giivenirligine iliskin Bulgular

EMO’nin giivenirligini incelemek igin i¢ tutarlilik analizi ve test tekrar test analizi olmak {zere iki farkli
glvenirlik analizi yapilmistir. AFA calismasinin yapildigi grubun verileri Gzerinden yapilan analizlerde
olgegin Croanbach alpha guvenirligi (r= .92, p<.00) olarak hesaplanirken, DFA c¢alismasinin yapildigi
grubun verileri Gzerinde yapilan analizlerde Cra givenirligi (r= .91, p<.00) olarak hesaplanmistir. Genel
olarak, glvenilirlik katsayilarinin .70 veya daha yiksek olmasi, yeterli olarak degerlendiriimektedir
(Nunnally, 1978).

Olgegin giivenirlik hesaplamalarinda i¢ tutarliligin yani sira, 6lgme aracinin 6lgmek istedigi 6zelligi
zaman degiskeni agisindan tutarli olarak oOlglip 6lgmediginin belirlenmesi amaciyla test tekrar test
yontemine basvurulmustur. Buna gore, AFA calismasinin yapildigl grupta yer alan, 37’si kadin 18’i erkek
toplam 55 ortaokul 68rencisi Gzerinde 3 hafta arayla 6lgek iki kere uygulanmis ve iki uygulama arasindaki
korelasyon katsayisina bakilmistir. EMO’nin test tekrar test giivenirlik katsayisi (r= .79, p<.00) olarak
hesaplanmistir.  Tim bu bulgular, 0lgegin tatmin edici dizeyde givenirlige sahip oldugunu
gostermektedir.

Tartisma, Sonug ve Oneriler

Bu calismanin amaci, ergenlere yonelik mutluluk 6lcegi gelistirmek ve 6lgegin psikometrik 6zelliklerini
incelemektir. Alanyazinda ergenlere yonelik mutluluk olcekleri incelendiginde, bu calismalarin yurt dis
kaynakli oldugu ve Tirkiye’de uyarlama tiriinde calismalara yer verildigi gorilmektedir. Bu galisma
kapsaminda ergenlerin mutluluk diizeylerini belirlemek amaciyla bir &lcek gelistirilmistir. EMO 15
maddeden olusan tek faktorli yapiya sahiptir ve beg’li Likert tipindedir (1- Hi¢ katilmiyorum, 5-
Cogunlukla katiliyorum). Olgekten alinabilecek en diisiik puan 15, en yiiksek puan ise 75 olup dlgekten
alinan yiiksek puan ergenlerin mutluluk dizeyinin yiksek oldugunu géstermektedir.

Gelistirilen 06lcegin kapsam gecerliginin belirlenmesinde uzman gorisleri, yapi gecerliginin test
edilmesinde ac¢imlayici faktor analizi ve dogrulayici faktoér analizi kullanilmistir. Agimlayict faktor
analizinde Olgegin tek faktorll bir yapiya sahip oldugu; dogrulayici faktor analizinde tek faktérli modelin
dogrulandigi ve modelin iyi bir uyum degerine sahip oldugu ortaya konmustur. Olcegin gecerlik
calismalari kapsaminda yapilan dlciit gegerligi sonucunda EMO ile pozitif duygular ve su anki mutluluk
diizeyi arasinda pozitif ydnde ve istatistiksel olarak anlamli;; EMO ile negatif duygular arasinda negatif
ydnde ve istatistiksel olarak anlamli iliskiler bulunmustur. Bu sonuglar,EMO’nin gecerli bir 6lgme araci
olduguna kanit olarak degerlendirilebilir. EMO’nin madde gegerligi calismasinda madde toplam
korelasyonlari incelenmistir. Madde toplam korelasyonunun .30 ve {izeri olan maddelerinbireyleri
olgilen o6zellik bakimindan iyi derecede ayirt ettigi (Nunnally & Bernstein, 1994) g6z 6niine alindiginda,
6lgegin madde toplam korelasyonlarinin yeterli diizeyde oldugu gorilmektedir.
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Olgegin giivenirlik calismalari kapsaminda incelenen Cronbach alpha katsayisinin yiiksek olmasi,
maddelerin birbirleriyle tutarli oldugunu gosterir niteliktedir. Ayrica, test tekrar test giivenirligine iligkin
elde edilen degerin 6lgegin zamana karsi tutarlilik diizeyinin yiiksek oldugunu gostermektedir. Sonug
olarak,EMO’nin gecerlik ve giivenirligine iliskin bulgular birlikte degerlendirildiginde ergenlerin mutluluk
diizeyinin 6l¢tlmesinde kullanilabilecek gegerli ve glivenilir bir arag oldugu soylenebilir.

Bilindigi gibi o6lgme araglarinin gecerli ve glvenilir olmasinin yaninda kullanish olmasi da
gerekmektedir (Turgut, 1995). Kullanislilik boyutunda ekonomiklik, uygulanabilirlik ve puanlama kolaylgi
dzellikleri bulunmaktadir (Kan, 2016). Bu baglamda,EMO’nin hem kisa hem de maddelerin anlasilir
olmasi ve puanlama kolayligi saglamasi olgegin kullanishhk 6zelligine sahip oldugunu dogrular
niteliktedir.

Pozitif psikoloji anlayisi ile birlikte ruh sagligi icin hastalik durumunun olmamasi ile birlikte insan
gelisiminin pozitif yonlerine odaklanmak gerektigine dikkat ¢ekilmektedir (Park, 2004a). Bu baglamda
ergenlerde mutluluk aileleri, egitimcileri, politikacilari ve arastirmacilari ilgilendiren énemli bir konudur.
Gengligin olumlu yonde gelisimi, genclerin mutlu ve saglikli yetiskinler olmalarinda énemli bir yere
sahiptir. Alanyazin incelendiginde, pozitif psikoloji midahalelerini iceren sosyal duygusal 6grenmenin
merkeze alindiginda egitim modellerinin daha basarili oldugunun (Knoop, 2011; Kristjansson, 2012)
vurgulandig goériilmektedir. Bu anlamda, gerek ergenlere yénelik pozitif psikoloji mudahalelerinin
etkililiginin ol¢ilmesinde gerekse ergenlerin mutlulugunu etkileyen faktorlerin belirlenmesine yonelik
calismalarda gelistirilen bu 6lgek kullanilabilir. Béylece,EMO’nin gelistiriimesinde genis bir grupla
calisiilmasina ragmen olgegin farkli gruplarda kullanilmasi dlgegin gecerlik ve glivenirlik calismalarina yeni
kanitlar saglayacaktir.
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Introduction

The concept of use of mathematics can be defined as using mathematical concepts, processes and
procedures in an appropriate way by associating them with the problem in the case of an unaccustomed
problem that the student encounter in a real life or in a school environment. Baki (2018, p.94) explains
that the processes of use of mathematics mainly serve two different purposes: to understand and
interpret mathematics in itself or to solve the problems encountered in life. He also states that the basic
skills needed in the process of use of mathematics are problem solving, reasoning, communication,
prediction, making connections and calculating from the mind. Therefore, it can be said that the concept
of use of mathematics is closely related to the aforementioned skills and problem-solving processes. Use
of mathematics, one of the important skills required in the last century, is at the centre of mathematics
teaching activities carried out in schools both in national and international curricula, and the main goal
of school mathematics is expressed as the ability of pupils to use mathematics effectively in relation to
their lives (NCTM [National Council of Teachers of Mathematics], 2000, p.4; MoNE [Ministry of National
Education], 2018, p.11). Besides the above-mentioned importance, international studies show that
students in Turkey are below the expected level in relation to use of mathematics in real life. PISA
(Program for International Student Assessment) and TIMSS (Trends in International Mathematics and
Science Study) projects can be shown as examples for these studies. PISA is one of the world's largest
educational research organized by the Organization for Economic Co-Operation and Development
(OECD), and assesses the competence of 15-year-old students at the end of compulsory education in
solving problems they encounter in school and out of school life (OECD, 2016).

According to the results of PISA exam in 2015, Turkey, could only take place 50th (MoNE, 2015) out
of 72 participating countries. TIMSS is a survey research of the IEA (International Association for the
Evaluation of Educational Achievement) to assess the knowledge and the skills gained by students at 4th
and 8th grades in mathematics and science. The basic skills of the TIMSS exams focused on are
expressed as knowing (35.00%), practice (40.00%) and reasoning (25.00%) and real life scenarios for
observing such skills (MoNE, 2016). Therefore, in TIMSS exames, it can be stated that mainly 40.00% of
the students are evaluated for their ability to use mathematics in real life situations. When TIMSS results
for students in 4th and 8th grade levels in Turkey are observed, it is seen that they could only take place
as 36th and 24th, respectively, among 49 countries participating in the survey (MoNE, 2016). The results
of different studies in literature except for PISA and TIMSS also show that the students in our country
perform below the expected levels in subject processes. Although these studies are limited, Yavuz
Mumcu (2011, 2018), Yavuz Mumcu and Cansiz Aktas (2016) and Ozgen (2013) can be evaluated within
this scope. Yavuz Mumcu (2011, 2016), in her studies, investigated the twelfth grade students’ and the
undergraduate students’ skills of using mathematics respectively. It was seen that the majority of the
students in the mentioned studies could not use this skill in an adequate level for the solution of real life
problems. In addition, Yavuz Mumcu (2018) carried out a study with the students (pre-service teachers)
who were in the final year of mathematics department and were enrolled in the pedagogical formation
program. As a result of this study, it was stated that pre-service teachers see mathematics as an
inevitable tool for real life, but had difficulty in relating mathematics they had learned in schools with
real-life. Regarding the subject, Ozgen (2013) examined teacher candidates' ability to associate
mathematics with daily life in terms of non-routine problems and revealed that teacher candidates
showed very low performance in these processes. Thus, it can be stated that students and teacher
candidates in Turkey have some difficulties in connecting mathematics with their lives and using it in
necessary situations.

Koca, Sen and ilhan (2002) evaluated the reasons of this situation and determined that the use of
daily life situations in mathematics classes is below the average level in our country compared to other
countries. Civelek, Meder, Tizen and Aycan (2003) conducted a research about the problems
encountered in mathematics teaching in our country and found that students did not know how to use
mathematics in daily life and saw mathematics just as a lesson. Ubuz (2002) states that mathematics
teachers and candidates feel a lack of a course on the use of mathematics in daily life in relation to high
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school curricula. Therefore, depending on the results of these studies, it can be said that mathematics is
not sufficiently integrated in teaching activities in schools and this is affecting students' performance of
using mathematics negatively. Students who do not have enough knowledge about the fields and forms
of using mathematics in real life from schools have difficulty in relating it with their lives and they may
see it as an unnecessary course. This situation may cause them to develop negative attitudes and beliefs
towards it and lead them to demonstrate low academic performance. However, studies show that there
is a significant relationship between attitudes and beliefs towards mathematics and academic
performance (Biggs & Tang, 2011; Carter & Norwood, 1997; Duman, 2006; Frank, 1990; Ma, 1997;
Peker& Mirasyedioglu, 2003; Sentiirk, 2010; Trigwell & Prosser, 1991; Underhill, 1988; Yenilmez &
Ozbey, 2006).

Scientific studies demonstrate that especially students in Turkey who do not have enough skills to
relate mathematics with real life and using it correspondingly also have a general negative attitude and
beliefs towards mathematics in affective manner: According to the results of PISA (2012) which is the
most comprehensive study on the subject, 38.30% of students in Turkey believe that they will fail in
math whether or not they study. In the study, 67.70% of the students stated that they were worried
about their math lessons would be difficult and 69.40% expressed that they were worried about taking a
low grade in math lessons. According to the same research results, most of the students have moderate
level of anxiety and concern about math lessons (MoNE, 2015). Studies (Civelek, 2003; cited in Glten,
llgar & Gilten, 2009; Paksu, 2008; Yavuz Mumcu, 2018) conducted on the beliefs of teachers,
prospective teachers and students in Turkey towards mathematics reveals that teachers do not agree
with the fact that mathematics is a tool that makes life easier. Also, prospective teachers believe that
mathematics is only used as four operations in daily life and it is not used much in life apart from this,
and students see mathematics only as a lesson which is necessary for them to get into a university in
matriculation exam. At this point, it is necessary that this negative table of Turkey should be
immediately improved in terms of equipping students with the necessary skills in mathematical
knowledge. It is necessary for today's prospective teachers who will train the students of the future to
understand mathematics in relation to real life and appreciate it in this context, to have a non-
traditional perspective on teaching mathematics and to use mathematics as an effective tool in solving
real life problems. It is thought that the "use of mathematics" course, which is designed for all these
purposes, will significantly affect the attitudes and the beliefs of the prospective teachers towards
mathematics positively.

The Aim of the Study

The aim of this study is to examine the effect of use of mathematics course designed as an elective
course on the prospective teachers’ attitudes towards mathematics and their beliefs on the nature,
teaching and learning of mathematics and to explore the prospective teachers’ opinions about the
subject course. Sub-problems of the study can be expressed as follows:

e Does the use of mathematics course have a significant effect on the prospective teachers’ attitudes
towards mathematics and their beliefs on the nature, teaching and learning of mathematics?

¢ Does the use of mathematics course have a significant effect on the prospective teachers’ attitudes
towards mathematics and their beliefs on the nature, teaching and learning of mathematics according
to grade point average variable?

e What are the general opinions of prospective teachers about the contribution of the use of
mathematics course to themselves?
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Method

Research Design

In order to respond to the sub-problems of this research, mixed research design was used and both
quantitative and qualitative research methods were used together. The research is designed by mixed-
embedded experimental underpinning of mixed research designs. Creswell (2012) describes a mixed
embedded design as a research design where quantitative and qualitative data are collected
simultaneously or sequentially, and where one set of data plays a supporting role. The second data set is
usually collected to support the previous data set. Embedded experimental design was chosen for the
present study from two types of embedded designs. In this design, qualitative data is embedded in an
experimental method (real or quasi-experimental). Accordingly, quantitative data obtained in an
experimental environment are supported by qualitative data (Creswell & Plano Clark, 2011).

The quantitative data of this study were obtained by using one group pre-test-post-test model
among pre-trial experimental designs in order to observe the effects of using mathematics course on
the attitudes and beliefs of pre-service teachers about mathematics (Bastirk, 2009). In order to obtain
qualitative data, student opinion form was used.

Study Group

The study group was formed with 40 prospective teachers who take the “use of mathematics”
elective course at the second grade of mathematics teaching department in a state university in Turkey.
In determining the study group, criterion sampling method was used among the purposeful sampling
methods (Patton, 1990). The basic understanding of the criterion sampling method is the study of all
situations that meet a set of predetermined criteria. The mentioned criterion or criteria can be created
by the researcher or a previously prepared criterion list can be used. The criteria in this study is that the
prospective teachers participating in the research have taken the course of use of mathematics. 35
(87.50%) of the prospective teachers in the study group are females and 5 (12.50%) of them are males.
According to grade point average variable, 16 (40.00%) of the students’ grade point average is between
3.00 and 4.00, 24 (60.00%) of the students’ grade point average is between 2.00 and 2.99. When this
classification was made, the Education and Examination Regulations (2017), implemented at the
relevant university, were taken into consideration.

Data Collection Tools

The Mathematical Attitude Scale (MAS) developed by Duatepe and Cilesiz (1999) and the Beliefs
Scale about Mathematics Teaching and Learning (BSM) developed by Kayan, Haser and Bostan (2013)
were used in the study. Apart from this, the Student Opinion Form (SOF) developed by the researchers
was used to determine the opinions of the prospective teachers about the Use of Mathematics course.
The SOF consists of an open-ended question as Express your general thoughts on what kind of
contributions did the use of mathematics course have on you as a prospective teacher. Prospective
teachers' grade point averages (GPA) were provided from the unit they were studying.

Mathematical Attitude Scale: Developed by Duatepe and Cilesiz (1999), the 5-point Likert type MAS
consists of 38 items and four sub-dimensions in total. The interest/favour sub-dimension consists of 14
items, the fear/trust sub-dimension 8, the occupation and materiality sub-dimension 8 and the
enjoyment sub-dimension consists of 8 items. The highest score that can be taken from the scale is 190
(38x5) and the lowest score is 38 (38x1). The highest scores that can be taken from the sub-dimensions
are 70 (14x5) and 40 (8x5) and the lowest scores are 14 (14x1), and 8 (8x1), respectively. If the points
that can be taken from the scale and its sub-dimensions are shown on a chart, it is seen that the scale
total score average is 114 points and the sub-dimensions are 42 and 24 respectively (Figure 1).
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38 76 114 152 190 (Score Distribution of the Scale)

14 28 42 56 70 (Score Distribution of Interest/Favor Sub-dimension)

8 16 24 32 40 (Score Distribution of Fear/Confidence Sub-dimension)

8 16 24 32 40 (Score Distribution of Occupation and Materiality Sub-dimension)
8 16 24 32 40 (Score Distribution of Enjoyment Sub-Dimension)

Figure 1. Mathematical Attitude Scale score distribution.

Beliefs Scale on the Nature, Teaching and Learning of Mathematics: The 5 point Likert type BSM
developed by Kayan, Haser and Bostan (2013) is composed of 26 items and deals with the beliefs about
mathematics teaching and learning in two sub-dimensions as traditional beliefs and constructivist
beliefs. There are 6 items in the dimension of traditional beliefs and 20 items in the constructivist
beliefs. The highest score that can be taken from the scale is 130 (26x5) and the lowest score is 26
(26x1). According to this, the highest score that can be taken from the scale in the traditional beliefs is
30 (6x5) and the lowest score is 6 (6x1). In constructivist beliefs, the highest score that can be taken
from the scale is 100 (20x5) and the lowest score is 20 (20x1). If the points that can be taken from the
scale and its sub-dimensions are shown on a table, it is seen that the average scale score of the
traditional beliefs subscale is 18 and that of the constructivist beliefs dimension is 60 (Figure 2).

1 2 3 4 5

26 52 78 104 130 (Score Distribution of the Scale)
6 12 18 24 30 (Score Distribution of the Traditional Belifs Sub-Dimension)
70 40 60 80 100 (Score Distribution of the Constructivist Beliefs Sub-Dimension)

Figure 2.Beliefs scale on the nature, teaching and learning of mathematics score distribution.

The results on the reliability of the data collection tools used in the study are given in Table 1. The
reliability coefficients obtained in this study and the reliability values obtained in the original forms of
the scales are given below. The reliability of scales was determined by calculating item-total score
correlation coefficients and Cronbach (a) values for MAS and BSM respectively in original studies. For
this study, Cronbach (a) values were used to determine the reliability of MAS and BSM.

Table 1.

MAS and BSM Reliability Co-Efficients.

Scale Traditional Beliefs Constructivist Beliefs GoS
BSM .64 .84 .73
(ON) .73 .83 .82

Interest/Favour Fear/Confidence = Occupation/Materiality = Enjoyment GoS

MAS .90 .81 74 72 .94
(O .82 .95 .98 .96 .96

OS: Original Scale, GoS: General of the Scale

According to the data in Table 1, it was accepted that the data obtained from the scales were quite
reliable (Kayis, 2018).

Process

Use of mathematics is an elective course taken by the prospective teachers in the study group 3
hours a week. Within the scope of this course, prospective teachers were divided into groups of four.
Each group was asked to solve two of the daily life problems that the lecturer previously identified, and
to pose similar problems themselves. According to this, the group that was responsible for each week
primarily solved the problems they already handed out to the other prospective teachers in the class by
connecting the situations with real life. The reason why the problems to be solved was distributed to the
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prospective teachers was to give the opportunity to create their own solutions for the problems in
question. The problematic situations that covered each week were animated by the students in the
classroom and for the problems that could not be animated in the classroom were introduced to the
students with videos where the prospective teachers animated the problem in a similar real life context.
Apart from this, the abstract and complex situations in the problems were tried to be made as concrete
as possible by the prospective teachers, and different materials and methods were used for this. After
solving the problems, class members shared their different solutions with the group members, and the
effectiveness of different solutions for the problem situation was discussed in the class. This process
constituted the first part of the course. In the second part of the course, the class members were asked
to solve the questions which were posed by the group members and were similar to the problems they
had solved. These solutions were used as one of the student success evaluation methods for the course
by the lecturer giving the course. PISA mathematics questions and Yavuz Mumcu (2011, 2016) studies
were used for the problems solved within the scope of the course. One of the problem situations
covered in the course is given below.
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Figure 3.The problem solved by group members Figure 4,The solution of the similar problem posed by the group members

The above real life problem (Figure 3) is solved by the group members in the course of use of
mathematics by taking advantage of the algebraic structure that Euler put forth about the nets formed
by the nodes connected to each other on the plane. Accordingly, whether or not it is possible to come
back to starting point on the condition of using every street only once in the figure above could be
determined. The problem posed by the group members and an example solution of one of this problem
is shown in the Figure 4.

Within the scope of the study, data collection tools were applied as pre-test to the prospective
teachers before taking the use of mathematics course in the first semester of 2017-2018 academic year.
During the course of 14 weeks, all the prospective teachers were tried to ensure that they attended
classes every week. At the end of the semester, the same data collection tools were applied as a post-
test to try to find out whether or not there was a significant difference in the prospective teachers'
attitudes towards mathematics and beliefs in teaching and learning of mathematics.

Data Analysis

SPSS 24.0 program was used in the analysis of data obtained from the study. In order to compare the
pre-test and post-test results, whether the data obtained from the MAS and the BSM showed a normal
distribution was first examined. The Kolmogorov-Smirnov test results showed that the results of the
MAS and BSM data were distributed normally (p> .05). In the comparison of pre-test and post-test
results of prospective teachers, dependent samples t-test were used. In addition, effect size (r]z) values
were calculated so that the effect on the dependent variable of the implemented applications could be
interpreted by making it more specific (Blylkozturk, 2008, p.69). In interpreting the effect size values,
.01, .06 and .14 were taken as reference points and were defined as small, medium and large,
respectively (Gren, Salkind & Akey, 2000, p.159; Kokla, Buyukoztiirk & Bokeoglu, 2006, pp.171-172).
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Analyses of the data obtained from the SOF were done using a content analysis technique that
helped to examine written or visual documents in depth (Patton, 2002). In this process, teacher
candidates' answers were coded as C1, C2, and so on. It was decided that the answers could be gathered
under two different themes: Personal Contributions and Professional Contributions, using the principles
of Miles and Huberman (1984, p.23) to reduce the data, select important parts of raw data, focus on
specific points, simplify, summarize and to transform. After deciding on the themes, the answers under
the same theme were re-analysed and classified under different categories. Accordingly, responses
under the theme of Individual Contributions were collected under 5 different categories as
Contributions to The Relationship of Mathematics with Life, Contributions to the Problem Solving Skills,
Contributions to the Mathematical Thinking Skills, Contributions to the Perception of Mathematics and
Contributions to Self-efficacy Perception. Responses under the theme of Professional Contributions
were grouped under two different categories: Pedagogical Contributions and Affective Contributions.
While deciding on the names of the categories, more ideas of the faculty members, who are experts in
the field of mathematics education, were used. Following this step, for deciding on the themes and
categories of the answers, the percentage of consensus was calculated for the ideas of the three faculty
members. For this, Miles and Huberman (1994) formula that the Percentage of Agreement =
(Agreement) / (Agreement + Disagreement) was used. In this process, the situations where the same
code was used by the faculty members were accepted as agreement, and the cases including different
codes were accepted as disagreement. Then, the codings of the researchers were compared. As a result
of the calculations, the average of the calculated percentages for the different categories in the study
was calculated as .89. As this value is over .70 (Miles & Huberman, 1994), it was accepted to be reliable.
After this process, the answers of the prospective teachers were collected under certain themes and
categories and interpreted with frequency (f) and total frequency (tf) values. Huberman and Miles
(1994) recommend the use of frequency values in the interpretation of data to allow systematic
approaches to be applied to qualitative data. Here, frequency represents the frequency of the
expressions used by prospective teachers and total frequency represents the total frequency of the
expressions in each category. Since there are a few possible cases in which a single teacher may use
several different expressions, the expressions used by the prospective teachers were interpreted by
expressing only the frequency values.

Findings

Findings Obtained for the First Sub-Problem

The t test results of the dependent groups used to compare the scores obtained from MAS are given
in Table 2. According to data in Table 2, it is seen that there is a statistically significant difference in the
total attitude scores of the prospective teachers for mathematics in favour of the post-test (t3g = -2.12,
p<.05). When the subscale factors of MAS were taken into account, it was found that there was an
increase in most of the sub-factor scores and the increase in sub-factor scores of fear / confidence (t5q =
-2.35, p <.05) and enjoyment (t3q = -3.73, p <.05) is significant. Based on this evidence, it can be said that
the course of use of mathematics had a significant and positive influence on the attitudes of prospective
teachers towards mathematics. As a result of the analyses carried out for the effect size (n2), the values
are n2 = .10 across the scale; n2 = .12 in fear/confidence dimension; n2 = .00 in the dimension of
occupation/materiality and n2 = .26 in the enjoyment dimension. Therefore, it can be said that the use
of mathematics course had a moderate effect on students' general attitudes towards mathematics and
their attitudes on the dimension of interest/favour, however it highly affected their attitudes in
fear/confidence and enjoyment dimensions.

In addition, it was observed that the prospective teachers’ arithmetic average (pre-test x=150.87 and
post-test x=158.12) scores for the general MAS was higher than the general average of the scale (114).
Similarly, average scale scores (pre-test x=52.90 and post-test x=55.07) calculated in Interest/Favour
sub-dimension from the related sub-dimension average score (42), average scale scores (pre-test
x=34.90 and post-test x=37.45) calculated in Fear/Confidence sub-dimension from the related sub-
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dimension average score (24), average scale scores (pre-test x=35.10 and post-test x=35.00) calculated
in Occupation/Materiality sub-dimension from the related sub-dimension average score (24), average
scale scores (pre-test x=27.97 and post-test x=30.60) calculated in Enjoyment sub-dimension from the
related sub-dimension average score (24) was determined to be higher. It can be said that the attitudes
of the prospective teachers towards mathematics for both pre-test and post-test were higher than the
average values of the scale and in its subscales.

Table 2.

Dependent Samples T-Test Results Applied for MAS.

Interest/Favour N X Sd t p n’
Pre-test 40 52.90 8.86 -1.44 .16 .05
Post-test 55.07 8.73

Fear/Confidence

Pre-test 40 34.90 6.37 -2.35 .02* 12
Post-test 37.45 5.65

Occupation/Materiality

Pre-test 40 35.10 2.99 .16 .88 .00
Post-test 35.00 4.54

Enjoyment

Pre-test 40 27.97 5.18 -3.73 .00* .26
Post-test 30.60 4.87

Total

Pre-test 40 150.87 20.64 -2.12 .04* .10
Post-test 158.12 20.98

Table 3 shows the dependent samples t-test results used in the study to compare the scores
obtained from pre-test and post-test for BSM.

Table 3.

Dependent Samples T Test Results Applied for BSM.

Constructivist Belief N X Sd t p n’
Pre-test 40 75.75 12.98 -5.15 .00* .40
Post-test 86.75 8.71

Traditional Belief

Pre-test 40 20.70 3.63 3.10 .00* .19
Post-test 18.32 3.83

According to data in Table 3, it is observed that there are significant differences in prospective
teachers’ traditional (t3 = 3.10 p<.05) and constructivist beliefs (t35 = -5.15, p<.05) towards math. The
use of mathematics course seems to have a significant effect in favour of pre-test in the traditional
beliefs of candidates, and in favour of post-test in constructivist beliefs. Therefore, it can be said that the
use of mathematics course has a positive and significant effect on the constructivist beliefs of
prospective teachers towards mathematics and negative on traditional beliefs. As a result of the analysis
of the effect size (n2), the mentioned values were calculated as n2 = .19 in the traditional beliefs
dimension; and n2 = .40 in the constructivist beliefs dimension. Therefore, it can be said that the use of
mathematics course has a high effect on reducing traditional beliefs and increasing constructivist beliefs
on the nature, teaching and learning of mathematics of prospective teachers.

It is also seen that the pre-test (20.70) and post-test (18.32) average scores of prospective teachers
in the traditional beliefs subscale of BSM are higher than the average score scale (18) of the related
subscale. Similarly, it is seen that pre-test (75.75) and post-test (86.75) average scores of prospective
teachers in constructivist beliefs subscale of BSM are higher than average scale score (60) of the related
subscale. This can be interpreted as the fact that prospective teachers are generally more likely to have
constructivist beliefs than traditional beliefs.
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Findings Obtained for the Second Sub-Problem

The data in Table 4 were obtained as a result of the analyses conducted in order to observe whether
the course of use of mathematics had a significant effect on the prospective teachers’ attitude scores
towards mathematics according to the variable of grade point average.

According to the data given in Table 4, it is observed that there are different attitude scores of the
groups according to the variable (GPA) and these differences are in favour of the final test, but they are
not significant (t,; = -1.77, p>.05; ty5 = -1.27, p>.05). In the case of subscales of MAS, there are
insignificant differences in attitude scores of both groups in favour of pre-test in the
occupation/materiality sub-dimension (t,3= .10, p>.05; t;5=.13, p>.05).

Table 4.
Data Obtained from Attitude Scale According to Grade Point Average Variable.

Groups Interest/Favour N X Sd df t p

3.00-4.00 Pre-test 16 57.06 5.61 15 .05 .96
Post-test 16 57.00 5.27

2.00-2.99 Pre-test 24 50.12 9.61 23 -1.54 14
Post-test 24 53.79 10.34
Fear/Confidence

3.00-4.00 Pre-test 16 35.81 495 15 -2.56 .02%*
Post-test 16 38.43 4.17

2.00-2.99 Pre-test 24 34.29 7.20 23 -1.48 .15
Post-test 24 36.79 6.46
Occupation/ Materiality

3.00-4.00 Pre-test 16 35.37 3.13 15 13 .90
Post-test 16 35.25 3.73

2.00-2.99 Pre-test 24 34.91 2.94 23 .10 .92
Post-test 24 34.83 5.07
Enjoyment

3.00-4.00 Pre-test 16 29.43 4.41 15 -1.57 14
Post-test 16 31.06 3.80

2.00-2.99 Pre-test 24 27.00 5.50 23 -3.49 .00*
Post-test 24 30.29 5.53
General of the Scale

3.00-4.00 Pre-test 16  157.68 15.21 15 -1.27 .22
Post-test 16 161.75 13.42

2.00-2.99 Pre-test 24  146.33 22.76 23 -1.77 .09
Post-test 24 155.70 24.77

Apart from this, there are significant differences in the attitude scores (t;5 = -2.56, p<.05) in the
fear/confidence subscale of the prospective teachers whose grade point average is between 3.00 and
4.00 and in the enjoyment subscale of prospective teachers whose grade point average are between
2.00 and 2.99 (t,3 = -3.49, p<.05). Therefore, it was found out that the use of mathematics course has a
positive effect on prospective teachers’ attitudes in general and in addition to this it can be said that
according to (GPA) variable, the prospective teachers in the upper group have more confidence in
mathematics after the course and the prospective teachers in the lower group enjoy mathematics more
after the course.

The data in Table 5 were obtained on the basis of the analyses conducted to examine the effect of
the use of mathematics course on the prospective teachers’ beliefs about mathematics and teaching
and learning of mathematics according to the grade point average variable. When the data in Table 5
are examined, it can be seen that the average score values for traditional beliefs differ favourably for the
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pre-test, and the average score values for constructivist beliefs differ for the post-test for all groups that
are formed according to the grade point average variable.

Table 5.

Data Obtained from Belief Scale According to Grade Point Average Variable.

Groups Traditional Beliefs N X Sd df t p

3.00-4.00 Pre-test 16 21.37 3.40 15 3.45 .00*
Post-test 16 17.31 4.20

2.00-2.99 Pre-test 24 20.25 3.79 23 1.31 .20
Post-test 24 19.00 3.48
Constructivist Beliefs

3.00-4.00 Pre-test 16 76.43 9.06 15 -4.02 .00*
Post-test 16 87.12 10.37

2.00-2.99 Pre-test 24 75.29 15.22 23 -3.58 .00*
Post-test 24 86.50 7.63

As a result of the analyses made on the significance of the mentioned difference, it is seen that the
belief scores of the prospective teachers who are in both groups (ti5 = -4.02, p<.05; t,3 = -3.58, p<.05) in
the dimension of constructivist beliefs and prospective teachers whose (GPA) range between 3.00 and
4.00 (t;5 = 3.45, p<.05) in the traditional beliefs subscale differ significantly. Therefore, the use of
mathematics course is found to have a significant positive effect on the constructivist beliefs about the
nature, teaching and learning of the mathematics for both groups, and it has a significant negative effect
on the traditional beliefs of prospective teachers with a grade point average of 3.00-4.00.

Findings Obtained for the Third Sub-Problem

Prospective teachers in the study used the expressions in Table 6 to state the contributions of use of
mathematics course to themselves.

Examining the findings in Table 6, it is seen that the prospective teachers expressed that there were
many contributions of the use of mathematics course in both their individual and professional sense.
When examining the most frequently used expressions by prospective teachers in relation to individual
contributions, it is seen that the course helped them to relate mathematics with real life (27) and
developed their problem solving skills (15). Apart from this, prospective teachers stated that use of
mathematics course contributed to their mathematical thinking skills (11). In the affective sense, the
prospective teachers expressed that the course provided them to have a different perspective on
mathematics (7) and increased their self-efficacy perceptions towards mathematics and problem solving

(2).

The most frequently expressed statements in relation to professional contributions were related to
the contribution of use of mathematics course to their teaching methods (72). In the pedagogical
contributions category, the most frequently used expressions were that the course provided to teach
mathematics by focusing on understanding and interpretation instead of memorizing it (18) and learning
how to teach subjects/concepts better/permanent (14), respectively. Apart from this, it was seen that
some prospective teachers expressed that the course helped the increase in their interest in the
teaching profession (3) and the development of their self-efficacy beliefs (5). Some expressions in the
SOF are presented below as sample data.

“| specifically chose this course during course selection. We study mathematics, but we do not know
where we should use it, so | think this is the reason why the rate of solving mathematics is low in our
country. I've tried to learn this subject for a semester and | think | have improved”. (G15)

“This course gave me the ability to understand and interpret mathematics. It has developed my
ability to solve the problems by finding the basic relation of the problem with related subject. |
believe that this course has contributed to me in every way”. (B27)
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Table 6.

Answers to Student Opinion Form.

Themes Categories Used Expression f tf
Individual Contributions in It has allowed me to see how and where 11 27
Contributions terms of the mathematics is used in everyday life.
relationship of It provided us to relate mathematics with real life 8
mathematics with It made me realize that in most of my everyday life 8
life there is a secret mathematics/how often we used
mathematics.
Contributions in It improved my problem solving skill. 4 15
terms of problem It has provided us to develop different 8
solving skill perspectives on real life problems/ to solve those
using different methods.
It made me realize that a problem could have more 3
than one solution instead of a single solution.
Contributions in It has developed our mathematical thinking 8 11
terms of ability/helped us to think multidimensional.
mathematical It enabled me to develop my ability to interpret 1
thinking skills mathematics by understanding it.
It has developed my imagination and creative 1
power of setting up problem experiences.
It improved my problem writing skills. 1
Contributions to the It showed me mathematics is not only a lesson. 1 7
perception of It enabled me to have a different perspective on 6
mathematics mathematics
Contributions in It reduced my fear of problem solving and 2 2
terms of self-efficacy increased self-confidence.
perception
Occupational  Pedagogic It has taught us to teach mathematics by focusing 18 72
Contributions  Contributions on understanding and interpretation instead of
teaching it with memorization and patterns.
| learned how to teach the subject/concepts 14
better/permanent.
It has provided us an experience of knowledge 12
transfer/teaching.
It has allowed me to teach my students how touse 11
math in their lives/how to relate it with their lives.
| learned to teach my students mathematics with 11
an approach based on real life, problem solving
and mathematical thinking.
It taught me how to embody abstract concepts. 3
| learned how to use technology in teaching 2
mathematics.
It provided me with creative ideas to teach better. 1
Affective It increased my self-confidence in the teaching 5 15
contributions profession.
It increased my interest in my department 3
(occupation).
It has provided me to raise students who enjoy 7

mathematics.
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“The use of mathematics course taught us that individuals need to access knowledge by experiencing
and experimenting with interpreting and understanding methods instead of memorizing in
mathematics. It is the practiced version of “Don't give me the fish but teach me to fish”. Through this
course, | learned that mathematics should be given to students by experiencing and strengthening
instead of memorized patterns”. (G3)

“The use of mathematics course contributed us to solve problems we encounter in everyday life by
relating them with mathematics. This course allowed me to look at mathematics from different
perspectives. It taught us that mathematics is not just formula, numbers etc. but we use it all the
time in our lives. This course has made me think that if we describe mathematical problems by
connecting them with real life, it is more instructive and more interesting”. (G38)

“This course has increased my interest towards my department. It helped me to develop myself. |
believe that this course prepared me for teaching since it is a more active course than major area
courses. It developed my self-confidence and my confidence in problem solving since we are
constantly in an activity and problem solving practices”. (G22)

Expressions of the teacher candidates with G11 and G27 were coded under the Individual
Contribution, the statement of the teacher with G3 was coded under the Professional Contribution
theme, while the statements of the G38 and G22 were coded under both Individual and Professional
Contribution.

Discussion, Conclusion & Implementation

The use of mathematics as an elective course was studied through group work method. Mostly open
ended real life problems were discussed and the most effective solution methods was tried to be
determined for these problems in this course. The mathematical modelling method was used in most of
the problems studied and what the different methods might be was also discussed. In this direction, it
was tried to develop the mathematical skills of prospective teachers in the context of problem solving as
well as to see the usage areas of mathematics in their lives and to participate in these processes, with
the activities performed within the scope of the course. It is predicted that with the development of
mathematical skills prospective teachers' attitudes towards mathematics and their self-efficacy beliefs,
and with different experiences their perceptions and perceives will change positively since in different
studies in the literature (Chan, 2008; Dunlop, 2001; Tanner & Jones, 2002) it is stated that real life
problems will improve the mathematical thinking skills of the students, and in these processes the
students will see the role of mathematics in real life and give importance to mathematics.

It was observed that in this study conducted to observe the effects of use of mathematics course on
the point of views, attitudes and beliefs of prospective teachers, the main aims were mostly achieved. It
was found that the prospective teachers who took the use of mathematics course differed significantly
and positively in their attitudes towards mathematics, and that prospective teachers enjoyed
mathematics more after the course and more confidence in themselves by defeating their fears. This
situation was supported with the data obtained from SOF. The concept of attitude is particularly
important when it comes to mathematics education, as many researchers suggest that students'
attitudes towards mathematics influence their mathematical success (Abebe, 2015; Bloom, 2012; Lim &
Chapman, 2015; Olclioglu & Cetin, 2016). Reyes (1984) suggests that developing a positive attitude
towards mathematics is one of the most important goals of mathematics education. Different studies
(Fox & Tobin, 1988; Kal, 2013, Lamb & Daniels, 1992; Saritas, 2002; Verschaffel, de Corte, Lasure, Van
Vaerenbergh, Boagerts, & Ratincky, 1999; Yildiz, 1999) in literature related to the result obtained from
this study mention about the positive impact of real life problems on attitudes towards mathematics.
Therefore, it can be said that the results obtained from this study are in parallel with the literature.

Different studies in the literature (Blumenfeld, Soloway, & Marx, 1991; Pajares & Miller, 1997) state
that real life problems presented in the school will improve the self-efficacy belief levels of the students.
In this study, there is no data collection tool to measure self-efficacy beliefs, but the data obtained from
the SOF applied to the prospective teachers and the fear/confidence subscale of the MAS can be
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evaluated in this context. After the use of mathematics course, it was observed that prospective
teachers had more confidence in mathematics and problem solving. According to the SOF data, it was
also seen that some prospective teachers expressed that they also developed their self-confidence
regarding the teaching profession. These results show similarities to the results of different studies in
the literature. Mason and Scrivani (2004) suggest that learning environments that encounter non-
traditional and open-ended questions have a positive effect on students' beliefs about themselves in
mathematics. Diggs (1999) suggests that students are more confident in problem solving when they
encounter real-life problems, and Umay (1996) notes that mathematics education approach which
correlates it with real life from the first day of the education is of great importance in reducing the fear
of mathematics. Therefore, it can be said that the results obtained from the study correspond with the
studies in the field.

This study also showed that the use of mathematics course made prospective teachers to deviate
from traditional beliefs and gain more constructive beliefs about mathematics and teaching
mathematics. This result was also supported by the data obtained from the SOF. The expressions used in
terms of the course by prospective teachers such as 'l learned to teach my students mathematics with
an approach based on real life, problem solving and mathematical thinking, | learned that teaching
mathematics by relating to real life instead of memorizing it helps more me to understand the subject
(G11)" support the findings obtained from SOF scale. Studies with similar findings include Higgins (1997),
Pierce and Stacey (2006), Ronis (2001), Mason and Scrivani (2004) and Korkmaz (2010). In these studies,
it is stated that real life problems positively affect students' beliefs about mathematics and that students
discover the answer of why they learn mathematics and realize the importance of mathematics in
everyday life.

The changing beliefs of prospective teachers about mathematics teaching can be explained in
relation to the teaching processes of the course apart from the activities. At the end of the activities
carried out in the course, discussions were carried out with the prospective teachers about how the
supportive practices in the classrooms could be done by emphasizing the relations of mathematics with
real life and some general results were presented. Thus, changes in the beliefs of the prospective
teachers about mathematics and problem-based teaching can be related to the situation in question.
These results obtained from the study in this context are very important in terms of enhancing the
quality of learning environments in which future prospective teachers will be formed. Traditional
teacher-centred teaching methods in math classes will leave its place to individual learning, learning by
exploring, problem solving and context-based learning by the prospective teachers who adopt
constructivist teaching instead of traditional beliefs about mathematics and teaching mathematics and
this situation undoubtedly, will provide having individuals who learn mathematics more sensibly and
permanently. These students will approach mathematics with a different point of view and will not have
too much difficulty in using it in their lives.

As a result of the analyses carried out to observe the effect of the use of mathematics course on
different groups formed according to the grade point average variable, it was observed that the effect
on the attitudes and beliefs of the prospective teachers with different academic achievement in general
did not differentiate. One of the special cases out of this situation is that the confidence of the
prospective teachers in the upper group in terms of academic achievement towards mathematics
increased significantly more than the other group. The reason could be that the problem solving and
creating activities carried out in the use of mathematics course helped to develop more of the
mathematical thinking skills of the prospective teachers in this group or that these prospective teachers
were more aware of this development. In different studies (Case, Harris & Graham, 1992; Deseote &
Roeyers, 2002; Kruger & Dunning, 1999), it is stated that there is a positive relationship between
academic achievement and cognitive awareness and regulatory skills. Another special cases related to
the results of the study is that the prospective teachers in the lower group significantly get more
enjoyment from mathematics than the other group and the traditional beliefs about mathematics in the
upper group decreased significantly as compared to the other group. It may be interpreted that
prospective teachers, whose mathematics success is above a certain level, use constructivist beliefs
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instead of traditional beliefs on mathematics. This could also imply that they benefited and induced
more in a pedagogical sense from the course.

Another result obtained in this study stands out in the response of prospective teachers in SOF. One
of the most frequently used expressions by prospective teachers for the use of mathematics course was
that it helped to relate mathematics to real life. Today it is possible to find many studies on the
importance and necessity of connecting mathematics with real life in the literature (Altun, 2008; Baki,
2008; Ceylan, Turnukli & Morali, 2000; Driscoll, 1984; Durmus & Karakirik, 2006; Erdem, 2011;
Freudenthal, 1973; Goktiirk, 2013; Hoerr, 1996; Inoue, 2008; MoNE, 2009; 2013; Ozgen, 2013;
Schliemann & Carraher, 2002; Umay, 1996; Yildirnm, 2011). Apart from these, Schliemann and Carraher
(2002) consider relating mathematics to real life as an essential condition for an effective curriculum,
Umay (1996) says that routine and isolated learning environments prevents students from reaching the
desired level of success, and more importantly, leads to the development of prejudiced individuals
against mathematics. Given the abstract nature of mathematics in particular, it becomes compulsory to
associate mathematics with real life since students can make meaning only by relating abstract
representations of mathematics with real life (Erdem, 2015). In this context, it is necessary to design
mathematics teaching environments in this direction and in relation to real life. The environments
designed in this way will contribute to a more comfortable and more meaningful learning of
mathematics for students.

Another important result obtained from the SOF used as a data collection tool in the study was
related to problem solving and mathematical thinking skills. Prospective teachers most frequently stated
that the use of mathematics course improved their problem-solving and mathematical thinking skills.
This is very important in terms of educating qualified prospective teachers. Problem solving is now
considered to be the most important cognitive activity (Jonassen, 2000), and problem solving process
enhances development of many skills such as using mathematical knowledge, hypothesizing and testing,
controlling/verifying the accuracy of the result obtained, critical thinking, producing new solution ways,
inductive/deductive thinking, abstraction and persuasion (MEB, 2013). Hence, it was found that the use
of mathematics course had different positive effects besides the hypotheses developed for the study
regarding prospective teachers.

The attitudes and beliefs of the prospective teachers who are unaware of the relation of
mathematics to real life will undoubtedly affect their learning environments negatively and it will cause
them to educate students who do not have sufficient knowledge and skill to relate mathematics with
real life. Therefore, it is very important to develop the knowledge and skills of prospective teachers in
order to train students who have succeeded in relating mathematics learned in school with daily life. In
this context, it is suggested to add new and different courses for relating mathematics with real life in
teacher training programs as elective courses. In these courses, providing knowledge and skills for
prospective teachers can be achieved in issues such as the use of mathematics and skills, mathematical
practices, mathematical modelling and model eliciting activities, mathematical literacy and its place in
the curriculum.

This study was developed in relation to an elective course in which prospective teachers learn how
and where to use mathematics in life situations, how to develop mathematical skills in related
processes, and how to relate mathematics to real life. Although the outputs of the course are very
important in the context of cognitive and affective characteristics of the prospective teachers, this study
is only limited to attitudes and beliefs of affective traits. Therefore, in future studies could focus on this
subject by observing the effects of similar courses which are planned to be included in undergraduate
curriculum, and the obtained results can be examined focusing on cognitive learning such as relational
understanding and operational understanding.

This study is limited to an application period of 14 weeks and 40 prospective teachers. In different
studies on the subject, the effects of different types of real life oriented practices on attitudes and
beliefs towards mathematics can be investigated. In addition, the number of national studies on using
mathematics is quite limited. In this context, it is thought that the studies to be carried out on the
subject will contribute to the literature..
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Tiirkge Siiriim

Girig

Matematigi kullanma kavrami; 6grencinin ger¢cek yasamda veya okul ortaminda karsilastigl, daha
onceden alisik olmadigl tiirden problem durumlarinda; matematiksel kavram, islem ve prosedirleri,
problemle iliskilendirerek uygun bicimde kullanma siireci olarak tanimlanabilir. Baki (2018, p.94),
matematigi kullanma sireglerinin temelde matematigi kendi icinde anlamak ve anlamlandirabilmek veya
yasamda karsilasilan problemleri ¢6zebilmek olmak lizere iki farkli gayeye hizmet ettigini ve matematigi
kullanma siireglerinde ihtiya¢ duyulan temel becerilerin problem ¢6zme, muhakeme, iletisim, tahmin
etme, iliskilendirme ve zihinden islem yapma oldugunu ifade etmektedir. Dolayisiyla matematigi
kullanma kavraminin, s6z konusu becerilerle ve problem ¢dzme siregleriyle yakindan iliskili oldugu
sodylenebilir. Son ylizyilin gerektirdigi énemli becerilerden biri olan matematigi kullanma, gerek ulusal
gerekse uluslararasi 6gretim programlarinda, okullarda ydritilen matematik 6gretimi faaliyetlerinin
merkezinde yer almaktadir ve okul matematiginin temel gayesi, 6grencilerin matematigi yasamlariyla
iliskilendirerek etkili bicimde kullanabilmeleri olarak ifade edilmektedir (National Council of Teachers of
Mathematics [NCTM], p.4; Milli Egitim Bakanhg [MEB], 2018, p.11). SOzl edilen 6neminin yaninda,
yapilan uluslararasi galismalar Tirkiye’deki 6grencilerin matematigi gercek yasamla iliskilendirerek
kullanabilme konusunda beklenen diizeyin altinda olduklarini gostermektedir. Bu ¢alismalara 6rnek
olarak PISA (Programme for International Student Assessment) ve TIMSS (Trends in International
Mathematics and Science Study) projeleri gosterilebilir. PISA, Organization for Economic Co-Operation
and Development-OECD tarafindan diizenlenen diinyanin en biyilk egitim arastirmalarindan biridir ve
bu projede zorunlu egitimin sonuna gelen 15 yas grubu 6grencilerin, 6grendiklerini okulda ve okul disi
yasamlarinda karsilastiklari problemlerin ¢6zimiinde kullanabilme yeterlikleri degerlendirilmektedir
(OECD, 2016). 2015 yilinda yapilan PISA sinavi sonuglarina gore Tirkiye, arastirmaya katilan 72 (lke
arasinda ancak 50. sirada (MEB, 2015) yer alabilmistir. TIMSS ise, IEA'nin (International Association for
the Evaluation of Educational Achievement), 4 ve 8. sinif diizeyindeki 6grencilerin matematik ve fen
bilimleri alanlarinda kazandiklari bilgi ve becerilerinin degerlendiriimesine yonelik bir tarama
arastirmasidir. TIMSS sinavlarinin odaklandigl temel beceriler bilme (% 35.00), uygulama (% 40.00) ve
muhakeme (% 25.00) olarak ifade edilmekte, s6z konusu becerilerin gbézlenebilmesine yonelik olarak
gercek yasam senaryolari igeren problem durumlari kullaniimaktadir (MEB, 2016). Dolayisiyla TIMSS
sinavlarinda da, % 40.00 agirlikh olarak 6grencilerin matematigi gercek yasam durumlarinda
kullanabilme becerilerinin degerlendirildigi sdylenebilir. TIMSS sonuglarina bakildiginda ise Turkiye’deki
o6grencilerin 4 ve 8. sinif seviyeleri i¢in, arastirmaya katilan 49 (lke arasinda sirasiyla ancak 36 ve 24.
siralarda yer alabildikleri gorilmektedir (MEB, 2016).

PISA ve TIMSS disinda matematigi kullanma becerisine yonelik olarak alanyazinda yer alan farkl
calisma sonuglari da benzer sekilde llkemizdeki 6grencilerin s6z konusu siireclerde beklenen diizeyin
altinda performans gosterdiklerini ortaya koymaktadir. S6z konusu calismalar, sinirli sayida olmakla
birlikte Yavuz Mumcu (2011, 2018), Yavuz Mumcu ve Cansiz Aktas (2016) ve Ozgen (2013) calismalari bu
kapsamda degerlendirilebilir. Yavuz Mumcu (2011, 2016) calismalarinda, sirasiyla on ikinci sinif
ogrencilerinin ve matematik boliminde 6grenim goérmekte olan lisans 6grencilerinin matematigi
kullanma becerileri arastirilmistir. S6z konusu calismalarda yer alan 6grencilerin ¢cogunlugunun gercek
yasam problemlerinin ¢6ziimiinde matematigi kullanma becerilerini yeterli diizeyde kullanamadiklari
gorulmistir. Bunun disinda, Yavuz Mumcu (2018) calismasi ise matematik bolimi son sinifta 6grenim
gormekte olup pedagojik formasyon programina kayith Ogrencilerle (6gretmen adaylariyla)
ylratilmistir. Bu galisma sonucunda, 6gretmen adaylarinin matematigi gergcek yasam igin kaginilmaz
bir arag¢ olarak gordukleri fakat okullarda 6grendikleri matematik ile gercek yasamda kullandiklar
matematigi birbiri ile iliskilendirmede giiglik yasadiklar ifade edilmistir. Konu ile ilgili olarak Ozgen
(2013) ise 0gretmen adaylarinin matematigi ginlik yasamla iliskilendirme becerilerini rutin olmayan
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problemler baglaminda incelemis ve sz konusu siireglerde 6gretmen adaylarinin oldukga dislk
performans gosterdiklerini ortaya koymustur. Dolayisiyla Tiirkiye’deki 6grenci ve 6gretmen adaylarinin
okullarda 6grendigi matematigi yasamlariyla iliskilendirme ve gerektigi durumlarda kullanabilme
noktasinda sikintilari oldugu soylenebilir.

Yukarida ifade edilen durumun nedenlerine yénelik olarak Koca, Sen ve ilhan (2002), yaptiklari
degerlendirme galismasinda tlkemizde matematik derslerinde gilinlik hayattan kullanimin diger tlkelere
gore ortalamanin altinda kaldigini belirlemislerdir. Civelek, Meder, Tlizen ve Aycan (2003) ise matematik
ogretiminde karsilasilan aksakliklara iliskin yapmis olduklari arastirma sonucunda, 06grencilerin
matematigi sadece ders olarak dislinmekte olduklarini ve gilinlik hayatta matematigi nasil
kullanacaklarini bilmediklerini ortaya koymuslardir. Ubuz (2002) ise matematik Ogretmenleri ve
O0gretmen adaylarinin, lise miifredatiyla ilgili olarak matematigin giinlik hayatta kullanimina yoénelik bir
dersin eksikligini hissettiklerini belirtmektedir. Dolayisiyla s6z konusu calismalarin sonuglarina bagh
olarak, okullarda gercgeklestirilen 6gretim faaliyetlerinde matematigin gercek yasamla olan iliskisine
yeterli derecede yer verilmeyisinin, 6grencilerin matematigi kullanma performanslarini olumsuz bicimde
etkiledigi soylenebilir. Okulda matematigin gercek yasamdaki kullanim alanlari ve bigimleri hakkinda
yeterince bilgi sahibi olamayan 6grenciler, matematigi yasamlariyla iliskilendirmekte gigliik cekmekte ve
buna bagl olarak gereksiz bir ders olarak gérebilmektedirler. Bu durum, onlarin hem derse karsi olumsuz
tutum ve inanislar gelistirmesine hem de disik akademik performans gostermelerine neden
olabilmektedir. Zira yapilan galismalar (Biggs & Tang, 2011; Carter & Norwood, 1997; Duman, 2006;
Frank, 1990; Ma, 1997; Peker & Mirasyedioglu, 2003; Senttirk, 2010; Trigwell & Prosser, 1991; Underhill,
1988; Yenilmez & Ozbey, 2006) matematik dersine karsi sahip olunan tutum ve inanislar ile akademik
performans arasinda anlamli iliskiler oldugunu gostermektedir.

Yapilan bilimsel ¢alismalar, 6zel olarak matematigi gergek yasamla iliskilendirme ve buna bagli olarak
kullanma becerisine yeterli diizeyde sahip olamayan Tirkiye’deki 6grencilerin, duyussal anlamda da,
matematik dersine karsi genel olarak olumsuz tutum ve inaniglara sahip olduklarini géstermektedir.
Konu ile ilgili olarak yuritilmis olan en kapsamli ¢alismalardan PISA (2012) sonuglarina gore,
Tarkiye'deki 6grencilerin % 38.30°’U matematik dersine ¢alissa da ¢alismasa da bu dersten basarisiz
olacaklarina inanmaktadir. S6z konusu ¢alismada yer alan 6grencilerin % 67.70’i matematik derslerinin
zor olacagindan endise duyduklarini, % 69.40"1 ise matematik dersinden disiik not alacagl endisesi
tasidiklarini ifade etmislerdir. Ayni arastirma sonuglarina gore, 6grencilerin biyik bir bolimi matematik
dersine karsi orta dizeyde kaygi ve endise tasimaktadir (MEB, 2015). Tirkiye’deki 6gretmen, 6gretmen
adaylari ve o6grencilerin matematige yonelik inanglari ile ilgili olarak yiritilen arastirmalar (Civelek,
2003; Cite in: Giilten, ligar & Giilten’, 2009; Paksu, 2008; Yavuz Mumcu, 2018) ise 6gretmenlerin,
matematigin yasami kolaylastiran bir ara¢ oldugu fikrine katilmadiklarini, 6gretmen adaylarinin
matematigin glinlik yasamda sadece dort islem icin kullanildigini, bunun disinda matematigin yasamda
cok fazla kullanilmadigini dislindiklerini, 6grencilerin ise matematigi, sadece Universite sinavinda iyi bir
Universiteye yerlesmek icin gerekli olan bir ders olarak gordiklerini ortaya koymaktadir. Bu noktada,
Tirkiye adina sahip olunan olumsuz tablonun, ¢agin gerektirdigi matematiksel bilgi ve donanima sahip
ogrencilerin yetistirilmesi anlaminda iyilestirilmesi gerektigi dusiinilmektedir. Bu hedefe ulasiimasi igin
oncelikle gelecegin 6grencilerini yetistirecek olan bugiliniin 6gretmen adaylarinin, matematigi gercek
yasamla iliskili olarak anlayabilmeleri ve bu baglamda matematige deger vermeleri, gercek yasam
problemlerinin ¢6ziimiinde matematigi etkili bir arag olarak kullanabilmeleri ve matematik ve matematik
6gretimine yonelik gelenek¢i olamayan bir bakis agisina sahip olmalari gerekmektedir. Tum bu amaglarla
tasarlanmis olan “matematigi kullanma” dersinin, 6gretmen adaylarinin matematige karsi tutum ve
inanislarini pozitif yénde ve anlaml olgide etkileyecegi diisinilmektedir.
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Calismanin Amaci

Bu calismanin amaci, se¢meli bir ders olarak tasarlanmis olan matematigi kullanma dersinin,
O0gretmen adaylarinin matematige yonelik tutumlarina ve matematigin dogasi, 6gretimi ve 6grenimi
hakkindaki inaniglarina olan etkisini inceleyerek 6gretmen adaylarinin s6z konusu derse yonelik
gorislerinin ortaya ¢ikarilmasidir. Calismanin alt problemleri asagidaki gibi ifade edilebilir:

e Matematigi kullanma dersinin 6gretmen adaylarinin matematige yonelik tutumlari ile matematigin
dogasi, 6gretimi ve 6grenimi hakkindaki inanislari Gzerinde anlamli bir etkisi var midir?

e Matematigi kullanma dersinin 6gretmen adaylarinin matematige yonelik tutumlari ile matematigin
dogasi, 6gretimi ve 6grenimi hakkindaki inanislari izerindeki etkisi genel akademik not ortalamasi
degiskenine gore anlamh bicimde farklilasmakta midir?

e Ogretmen adaylarinin matematigi kullanma dersinin kendilerine olan katkilarina yénelik genel
gorisleri nelerdir?

Yontem
Arastirmanin Deseni

Bu arastirmanin problemlerine yanit verebilmek amaciyla karma desenden yararlaniimis ve hem nicel
hem de nitel arastirma yontemleri bir arada kullanilmigtir. Arastirma, karma arastirma desenlerinden
Karma Gomulu Deneysel Desenle yuratiilmustir. Creswell (2012) karma gomulla deseni, nicel ve nitel
verilerin ayni anda veya sirasiyla toplandigi ve bir veri setinin digerini destekleyici bir rol oynadigi
arastirma tasarimi olarak tanimlamaktadir. ikinci veri seti genellikle, 6nceki veri setinin desteklenmesi
icin toplanmaktadir. iki tip gdmiilii desenden, mevcut galisma igin “gdmiilii deneysel desen” segcilmistir.
Bu desende, nitel veriler deneysel bir yonteme (gercek veya yari deneysel) gomaliudir. Buna gore,
deneysel bir ortamda elde edilen nicel veriler nitel verilerle desteklenmektedir (Creswell & PlanoClark,
2011).

Bu arastirmanin nicel verileri, matematigi kullanma dersinin 6gretmen adaylarinin matematige
yonelik tutum ve inanislari Gzerindeki etkilerini gdzlemlemek amaciyla deneme 0&ncesi deneysel
desenlerden tek grup 6n test-son test modeli kullanilarak elde edilmistir (Bastlirk, 2009). Nitel verilerin
elde edilmesinde ise 6grenci goris formu kullaniimistir.

Calisma Grubu

Calisma grubunu, Tirkiye’deki bir devlet tiniversitesinin matematik 6gretmenligi programi ikinci sinif
ogrencilerinden matematigi kullanma segcmeli dersini alan 40 6gretmen aday! olusturmaktadir. Calisma
grubunun belirlenmesinde, amagsal 6rnekleme yontemlerinden 6lgilit 6rnekleme yontemi kullaniimistir
(Patton, 1990). Olgiit 6rnekleme ydntemindeki temel anlayis, énceden belirlenmis bir dizi 6lgiiti
karsilayan bitin durumlarin galisiimasidir. S6zii edilen Olgiit ya da Olgitler arastirmaci tarafindan
olusturulabilir ya da daha 6nceden hazirlanmis bir olglt listesi kullanilabilir. Bu ¢alismadaki olgitler,
arastirmaya katilan 6gretmen adaylarinin matematigi kullanma dersini almakta olmalaridir. Calisma
grubunda yer alan 6gretmen adaylarinin 35’i (% 87.50) kiz, 5’i (% 12.50) erkektir. Genel akademik not
ortalamasi degiskenine gore ise 16’sinin (% 40.00) akademik not ortalamasi 3.00-4.00 araliginda,
24’Unln (% 60.00) akademik not ortalamasi ise 2.00-2.99 araligindadir. Bu siniflandirma yapilirken, ilgili
Universitede uygulanmakta olan Egitim-Ogretim ve Sinav Yonetmeligi (2017) dikkate alinmistir.

Veri Toplama Araglari

Calismada, 6n test ve son test olarak Duatepe ve Cilesiz (1999) tarafindan gelistirilmis olan
Matematik Tutum Olcegi (MTO) ile Kayan, Haser ve Bostan (2013) tarafindan gelistirilmis olan
Matematik Ogretimi ve Ogrenimine iliskin inanislar Olgegi (MiO) kullanilmistir. Bunun disinda, calismada
6gretmen adaylarinin  Matematigi Kullanma dersine yonelik gorislerini  belirlemek amaciyla
arastirmacilar tarafindan gelistirilmis olan Ogrenci Gériis Formu (OGF) kullanilmistir. OGF, Matematigi
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kullanma dersinin bir 6gretmen adayi olarak size ne gibi katkilari olduguna yénelik genel diisiincelerinizi
ifade ediniz seklinde bir adet agik uglu sorudan olusmaktadir. Ogretmen adaylarinin genel akademik not
ortalamalari ise 6grenim gordukleri birimden temin edilmistir.

Matematik Tutum Olgegi: Duatepe ve Cilesiz (1999) tarafindan gelistirilmis olan 5’li Likert tipindeki
MTO, toplamda 38 maddeden ve dért alt boyuttan olusmaktadir. ilgi/sevgi alt boyutu 14, Korku/giiven
alt boyutu 8, Meslek ve 6nemlilik alt boyutu 8 ve Zevk alt boyutu 8 maddeden olusmaktadir. Olgekten
alinabilecek en ylksek puan 190 (38 x5), en dislik puan ise 38 (38x1)’dir. Alt boyutlardan alinabilecek en
ylksek puanlar sirasiyla 70 (14x5), ve 40 (8x5); en dislik puanlar ise 14 (14x1) ve 8 (8x1)’dir. S6z konusu
Olgekten ve alt boyutlarindan alinabilecek puanlar, bir cizelge lzerinde gosterilecek olunursa 6lgek
toplam puan ortalamasinin 114 puan oldugu ve alt boyutlarin puan ortalamalarinin ise sirasiyla 42 ve 24
oldugu gorilmektedir (Sekil 1).

2 3 4 5

| 1 1 J

1
|
38 76 114 152 190 (Olcegin Toplam Puan Dagilimi)
14 28 42 56 70 (ligi/Sevgi Alt Boyutunun Toplam Puan Dagilimi)
8 16 24 32 40 (Korku/Given Alt Boyutunun Toplam Puan Dagilimi)
8 16 24 32 40 (Meslek/Onemlilik Alt Boyutunun Toplam Puan Dagilimi)
8 16 24 32 40 (Zevk Alt Boyutunun Toplam Puan Dagihimi)

Sekil 1. Matematik tutum 6lgedi puan dagihmi.

Matematigin Dogasi, Ogretimi Ve Ogrenimine Yénelik Inanislar Olgegi: Kayan, Haser ve Bostan
(2013) tarafindan gelistirilmis olan 5’li Likert tipindeki MiO ise, 26 maddeden olusmaktadir ve matematik
ogretimi ve 6grenimine iliskin inanislari geleneksel inanislar ve yapilandirmaci inanislar olarak iki alt
boyutta ele almaktadir. Geleneksel inanislar boyutunda 6, yapilandirmaci inanislar boyutunda ise 20
madde yer almaktadir. Olcekten alinabilecek en yiiksek puan 130 (26x5), en disiik puan ise 26
(26x1)’dir. Geleneksel inanislar boyutunda, 6lgekten alinabilecek en yiiksek puan 30 (6x5) en dislk puan
ise 6 (6x1)’dir. Yapilandirmaci inanislar boyutunda ise 6lgekten alinabilecek en yuksek puan 100 (20x5)
en disiik puan ise 20 (20x1)’'dir. S6z konusu Olgekten ve alt boyutlarindan alinabilecek puanlar bir gizelge
lizerinde gosterilecek olunursa geleneksel inanislar alt boyutunun olgek puan ortalamasinin 18,
yapilandirmaci inanislar boyutunun 6lgcek puan ortalamasinin ise 60 oldugu goriilmektedir (Sekil 2).

1 2 i 4 5

L1 I I |

26 52 78 104 130 (Olcegin Toplam Puan Dagilini)
& 12 18 24 30 ([Geleneksel inamislar Alt Boyutunun Toplam Puan Dagilimi)

20 40 &0 B0 100 [Yaplandirmac: inamslar Alt Boyutunun Toplam Puan Dagilimi)

Sekil 2. Matematigin dogasi, 6gretimi ve égrenimine iliskin inanislar élgegi puan dagihmi.

Calismada kullanilan veri toplama araglarinin givenirligine iliskin veriler Tablo 1’de verilmistir. S6z
konusu tabloda, sirasiyla MiO ve MTO icin bu calismada hesaplanan giivenirlik katsayilari ile sz konusu
o6lceklerin orijinal formlarinda elde edilen glivenirlik degerleri alt alta verilmistir.

MTO ve MIO icin orijinal ¢alismalarda &lgek giivenirligi sirasiyla madde-toplam puan korelasyon
katsayilari ve Cronbach (a) degerleri hesaplanarak belirlenmistir. Bu calismada kullanilan MiO ve MTO
icin ise glivenirlik belirleme yontemi olarak Cronbach (a) degerleri kullaniimistir. Tablo 1’deki verilere
gore ¢alismada kullanilan MTO ve MO igin elde edilen verilerin oldukga giivenilir oldugu (Kayis, 2018)
kabul edilmistir.
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Tablo 1.
MTO ve MiO Giivenirlik Katsayilari.

Olgek Tiirii Geleneksel inanislar Yapilandirmaci inanislar oG
Mi0O .64 .84 .73
00 .73 .83 .82

ilgi/Sevgi Korku/Giiven Meslek/Onemlilik Zevk 66
MTO .90 .81 74 72 .94
00 .82 .95 .98 .96 .96

00: Orijinal Olcek, OG: Olgegin Geneli

islem

Matematigi kullanma dersi ¢alisma grubunda yer alan 6gretmen adaylarinin haftada 3 saat olarak
gordikleri bir segcmeli derstir. Bu ders kapsaminda 6gretmen adaylari dérder kisilik gruplara ayrilmistir.
Her gruptan, dersi veren oOgretim elemaninin daha o6nceden belirlemis oldugu ginlik yasam
problemlerinden ikisini ¢ozmeleri ve benzer problemleri kendilerinin kurmalari istenmistir. Buna gore
her hafta sorumlu olan grup, oncelikle, daha 6nceden siniftaki diger 6gretmen adaylarina dagitmis
olduklari problemleri, gercek yasam ortamina tasiyarak sinifta ¢ézmislerdir. Coziilecek problemlerin
daha 6nceden 6gretmen adaylarina dagitilmasinin nedeni, s6z konusu problemler igin 6gretmen
adaylarina kendi ¢oziimlerini olusturma firsati verilmesidir. Her hafta ele alinan problem durumlari,
gruplar tarafindan sinif ortaminda canlandirilmis, sinif ortaminda canlandiriimasi mimkin olmayan
durumlar iginse 6gretmen adaylarinin problem durumunu canlandirdiklari ortamlarda ¢ekmis olduklari
videolar diger 6grencilerle paylasiimistir. Bunun disinda, problemlerde yer alan soyut ve karmasik
durumlar, 6gretmen adaylari tarafindan miimkiin oldugunca somut hale getiriimeye ¢alisilmis, bunun
icin farkli materyaller ve yontemler bir arada kullanilmistir. Problemlerin ¢6zimi yapildiktan sonra grup
disinda kalan 6gretmen adaylari, kendi ¢6ziimlerini grup lyeleri ve sinif ile paylasmis ve farkl ¢éziimlerin
problem durumu igin etkililigi tartisiimistir. Buraya kadar sozi edilen siireg, dersin ilk bolimini
olusturmaktadir. Dersin ikinci béliminde ise grup Uyeleri ¢cézmis olduklari problemlere benzer olarak
kurmus olduklari problemleri diger 6gretmen adaylarina dagitarak ¢ézmelerini istemislerdir. S6z konusu
¢ozimler, dersi veren 0Ogretim elemani tarafindan ders igin 6grenci basarisi degerlendirme
yontemlerinden biri olarak kullaniimistir. Ders kapsaminda ¢6ziilen problemlerin olusturulmasinda ilgili
literatUr ile birlikte PISA matematik sorulari ve Yavuz Mumcu (2011, 2016) ¢alismalarindan
yararlanilmistir. Ders kapsaminda ele alinan problem durumlarindan biri asagida verilmektedir.

g - S Kagepe
{ e c, Yen'kidyagran taskul yatinlarrd:k 7 kasaba arasnds yokan veyolan
1 45 vl sz (d)gds-ermeicedic
o  Tatsim nerbedh Bir pokedavnpe eraban: akeimie doanedan dnce bu solakan
u : §
o Chiy O bir ez geyrais olmabdie3a anabaicn en uypua ksa) rotay buun.
"/ My ek . 355 g2 1 wErfitndanscoameydana geenselinzararanubeltlens) fosre girevivie
v e A 2 > 6 2”0 ¢ i tetigine Tacsirncen haskem Besitanta bilincektitieiici en wpn retane
: ¥y yolunnlugerubaing.
N beyoflog - % 5
[ ~ LY ?z?cﬂed:r ; Honst Gt okduq undan
1 glatlte v

[re

v
Lea Mixdaws

T &,‘,G, AU G > BB G~ i

Asagdaki diyagram Oldham yaknlanndaki 8 kasaba arasmdaki yollan ve tkn
yollann uzunhuklanmn: (mil) gostermektedir. Royton merkezli bir polis devriye =TV
arabasy; Royton'a donmeden dnce, bu sokaklan en az bir kez gegmis olmabdir

Bu araba igin en uygun (kisa) rotay buhunuz

Sekll 3. Grup yeleri tarafindan ¢dziilmiis problem Sekil 4. Grup tyeleri tarafindan kurulmus benzer problemin ¢éziimii

Yukaridaki (Sekil 3) gercek yasam problemi, matematigi kullanma dersinde oncelikle grup Gyeleri
tarafindan, Euler’in, diizlemde birbirine diigiimlerle bagl baglarin olusturdugu aglarla ilgili olarak ortaya
koydugu cebirsel yapidan yararlanilarak ¢6zllmustir. Buna gore, yukaridaki sekilde her bir sokaktan
yalnizca bir kez gegmek kosulu ile baslanilan noktaya geri gelinip gelinemeyecegi belirlenebilmektedir.
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Grup Uyelerinin kurmus olduklari problem ve bu problem igin 6gretmen adaylarindan birinin 6rnek
¢6zimi Sekil 4’'te gosterilmektedir.

Calisma kapsaminda, 2017-2018 Egitim- Ogretim yili giiz déneminde matematigi kullanma dersini
alan 6gretmen adaylarina ders dncesinde veri toplama araglari 6n test olarak uygulanmistir. 14 hafta
siiren ders slrecinde tiim 6gretmen adaylarinin her hafta derse devam etmeleri saglanmaya calisiimistir.
Donem sonunda ise ayni veri toplama araglari son test olarak uygulanarak, 6gretmen adaylarinin
matematige karsi tutum ve matematigin 6gretimi ve 6grenimi hakkindaki inanislarinda anlamli farkliliklar
ortaya c¢ikip cikmadigi tespit edilmeye ¢alisiimistir.

Verilerin Analizi

Calismadan elde edilen verilerin analizinde SPSS 24.0 programi kullaniimistir. On test ve son test
sonuglarinin karsilastirilabilmesi icin 6éncelikle MTO ve Mi0’den elde edilen verilerin normal dagilim
gosterip gostermedikleri arastirilmistir. Uygulanan Kolmogorov-Smirnov testi sonucu, MTO ve Mi0O
verilerinin normal dagilim goésterdigi (p>.05) gériilmistir. Ogretmen adaylarinin 6n test ve son test
sonuglarinin karsilastirilmasinda bagimh gruplar t-testi kullanilmistir. Ayrica, ylratilen uygulamalarin
bagimli degisken lizerindeki etkisinin daha belirgin hale getirilerek yorumlanabilmesi icin etki byukliGgu
( n2 ) degerleri hesaplanmistir (Blyukoztirk, 2008, p.69). Etki blytikluglu degerlerinin yorumlanmasinda
.01, .06 ve .14 referans noktalari olarak alinmig ve sirasiyla kiiglk, orta ve biiylik olarak tanimlanmistir
(Gren, Salkind & Akey, 2000, p.159; K6klii, Biyikoztiirk & Bokeoglu, 2006, pp.171-172).

OGF'den elde edilen verilerin analizinde ise yazih veya gérsel dokiimanlarin derinlemesine
calisiilmasina yardimci olan (Patton, 2002) icerik analizi tekniginden yararlaniimistir. Bu siirecte, ncelikle
dgretmen adaylarinin yanitlart 01, 02, .. seklinde kodlanmistir. incelenen vyanitlarin, Miles ve
Huberman’in (1994), verilerin azaltiimasi, ham verinin 6énemli kisimlarinin sec¢imi, belirli noktalara
odaklasma, basitlestirme, Ozetleme ve donistirme ilkelerinden yararlanilarak Bireysel Katkilar ve
Mesleki Katkilar olmak Gizere iki farkli tema altinda toplanabilecegine karar verilmistir. Temalara karar
verdikten sonra ise ayni tema altinda yer alacak yanitlar kendi icerisinde tekrar icerik analizine tabi
tutulmus ve farkh kategoriler altinda siniflandiriimiglardir. Buna gore, Bireysel Katkilar temasi altindaki
yanitlar Matematigin yasamla iliskisine yonelik katkilar, Problem ¢6zme becerisine yonelik katkilar,
Matematiksel diisinme becerisine yonelik katkilar, Matematik algisina yonelik katkilar ve Oz-yeterlik
algisina yonelik katkilar olmak tzere 5 farkli, Mesleki Katkilar temasi altindaki yanitlar ise Pedagojik
yonden katkilar ve Duyussal yonden katkilar olmak (zere 2 farkh kategori altinda toplanmistir.
Kategorilerin isimlerine karar verirken arastirmayi yiriten yazarlar ile birlikte matematik egitimi
alaninda uzman bir 6gretim Uyesinin daha fikirlerine basvurulmustur. Bu siliregten sonra 6gretmen
adaylarinin yanitlarinin hangi tema ve kategori altinda yer alacagina karar verirken ise ¢ 6gretim
lyesinin fikirleri icin uyusma ytzdeleri hesaplanmistir. Bunun icin Miles ve Huberman’in (1994) énerdigi
uyusum yizdesi icin Glvenirlik=(Goéris Birligi)/(Goris Birligi + Goras Ayriligl) hesabi kullanilmistir. Bu
siirecte, Ogretim (yeleri tarafindan ayni kodun kullanildigi durumlar goris birligi, farkli kodun
kullandiklari durumlar ise goris ayriligl olarak kabul edilmistir. Daha sonra, arastirmacilarin yaptigl
kodlamalar karsilastirilmistir. Yapilan hesaplamalar sonucunda farkl kategoriler icin hesaplanan uyusum
ylizdelerinin ortalamasi .89 olarak hesaplanmistir. S6z konusu degerin % 70.00’in Uzerinde olmasi
nedeniyle (Miles & Huberman, 1994) giivenilir olduguna karar verilmistir. Sonraki asamada 6gretmen
adaylarinin yanitlar belirlenen temalar ve kategoriler igin hesaplanan frekans (f) ve toplam frekans (tf)
degerleri ile ifade edilerek yorumlanmistir. Verilerin yorumlanmasinda frekans degerlerinin kullanilmasi,
nitel veriler icin sistematik yaklasimlara olanak sagladigindan Miles ve Huberman (1994) tarafindan
onerilmektedir. Bu duruma bagh olarak calismada kullanilmistir. Burada frekans, 6gretmen adaylari
tarafindan kullanilan ifadelerin sikhgini, toplam frekans ise her bir kategoride yer alan ifadelerin toplam
frekansini gostermektedir. S6z konusu sirecte birka¢ tane farkl ifadenin tek bir 6gretmen adayi
tarafindan kullanilmis olma ihtimali bulundugundan, 6gretmen adaylari tarafindan kullanilan ifadeler
sadece frekans degerleri ile ifade edilerek yorumlanmustir.

716



Hayal YAVUZ MUMCU, Meral CANSIZ AKTAS — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 697-728
Bulgular

Birinci Alt Probleme Yonelik Elde Edilen Bulgular

Calismada dgretmen adaylarina 6n test ve son test olarak uygulanan MTO’den elde edilen puanlarin
karsilastirilmasinda kullanilan bagimh gruplar t testi sonuglari Tablo 2’de verilmektedir.

Tablo 2.

MTO icin Uygulanan Ba§imli Gruplar T-Testi Sonuclari.

ilgi/Sevgi N X ss t p n’
On test 40 52.90 8.86 -1.44 .16 .05
Son test 55.07 8.73

Korku/Gliven

On test 40 34.90 6.37 -2.35 .02* 12
Son test 37.45 5.65

Meslek/Onemlilik

On test 40 35.10 2.99 .16 .88 .00
Son test 35.00 4.54

Zevk

On test 40 27.97 5.18 -3.73 .00* .26
Son test 30.60 4.87

Toplam

On test 40 150.87 20.64 -2.12 .04* .10
Son test 158.12 20.98

Tablo 2'de yer alan verilere gore, 6gretmen adaylarinin matematige yonelik toplam tutum
puanlarinda son test lehine istatistiksel olarak anlamli bir farklilik oldugu gorilmektedir (tso = -2.12,
p<.05). MTO’niin alt faktorleri gz dniine alindiginda ise hemen hemen tiim alt faktér puanlarinda bir
artis olmakla birlikte, korku/given (tsg = -2.35, p<.05) ve zevk (tsq = -3.73, p<.05) alt faktér puanlarindaki
artisin anlamh dizeyde oldugu gorilmektedir. Bu verilere dayanarak, matematigi kullanma dersinin
6gretmen adaylarinin matematige yonelik tutumlari Gizerinde anlamh ve pozitif bir etkiye sahip oldugu
soylenebilir. S6z konusu etkinin blyukligiine (n2) yonelik olarak gergeklestirilen analizler neticesinde ise
s6z konusu degerler 6lgegin genelinde n2 = .10; korku/gliven boyutunda n2 = .12; meslek/6nemlilik
boyutunda n2 = .00 ve zevk boyutunda ise n2 = .26 olarak hesaplanmistir. Dolayisiyla matematigi
kullanma dersinin 6gretmen adaylarinin matematigi yonelik genel tutumlarinda ve ilgi/sevgi boyutunda
yer alan tutumlarinda orta blyuklikte bir etkiye, korku/glven ile zevk boyutundaki tutumlarinda ise
yliksek bir etkiye sahip oldugu séylenebilir.

Ayrica, 6gretmen adaylarinin MTO’ niin geneli icin aldiklari puanlarin aritmetik ortalamasinin (6n test
x=150.87) ve son test x=158.12) 6lcegin genel ortalamasindan (114) yiksek oldugu gorilmiistir. Benzer
sekilde, ilgi/Sevgi alt boyutunda hesaplanan ortalama &lcek puanlarinin (6n test x=52.90 ve son test
x=55.07) ilgili alt boyut puan ortalamasindan (42), Korku/Guven alt boyutunda hesaplanan ortalama
olgek puanlarinin (6n test x=34.90 ve son test x=37.45) ilgili alt boyut puan ortalamasindan (24),
Meslek/Onemlilik alt boyutunda hesaplanan ortalama 6lgcek puanlarinin (6n test x=35.10 ve son test
x=35.00) ilgili alt boyut puan ortalamasindan (24) ve Zevk alt boyutunda hesaplanan ortalama 6lgek
puanlarinin (6n test x=27.97 ve son test x=30.60) ilgili alt boyut puan ortalamasindan (24) yiiksek oldugu
gorulmistiur. Bu verilere gore, 6gretmen adaylarinin matematige yonelik tutumlarinin élgegin genelinde
ve alt boyutlarinda hem 6n testte hem de son testte ortalama degerlerin lizerinde oldugu soylenebilir.

Calismada dgretmen adaylarina dn test ve son test olarak uygulanan Mi0’den elde edilen puanlarin
karsilastirilmasinda kullanilan bagimli gruplar t testi sonuglari Tablo 3’te verilmektedir.
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Tablo3.

MiO igin Uygulanan Bagimli Gruplar T-Testi Sonuclari.

Yapilandirmaci inanis N X ss t p r]2
On test 40 75.75 12.98 -5.15 .00* 40
Son test 86.75 8.71

Geleneksel inanis

On test 40 20.70 3.63 3.10 .00* .19
Son test 18.32 3.83

Tablo 3’te yer alan verilere gore 6gretmen adaylarinin matematige yénelik geleneksel (t3 = 3.10,
p<.05) ve yapilandirmaci inanislarinda (tss = -5.15, p<.05) anlamh dizeyde farkhlasmalarin meydana
geldigi gorilmektedir. Matematigi kullanma dersinin 6gretmen adaylarinin matematigin o6gretimi ve
o6grenimine iliskin geleneksel inanislarinda 6n test lehine, yapilandirmaci inanislarinda ise son test lehine
anlamli bir etkiye sahip oldugu gorilmektedir.

Dolayisiyla matematigi kullanma dersinin 6gretmen adaylarinin matematige yonelik geleneksel
inaniglari tizerinde negatif, yapilandirmaci inanislari Gzerinde ise pozitif ve anlamli bir etkiye sahip oldugu
soylenebilir. S6z konusu etkinin buytikligiine (n2) yonelik olarak gerceklestirilen analizler neticesinde ise
s6z konusu degerler geleneksel inanislar boyutunda n2 = .19; yapilandirmaci inanislar boyutunda ise n2
= .40 olarak hesaplanmistir. Dolayisiyla matematigi kullanma dersinin 6gretmen adaylarinin matematigin
dogasi, 6gretimi ve 6grenimine iliskin geleneksel inanislarini azaltici ve yapilandirmaci inanislarini artirici
yonde yliksek bir etkiye sahip oldugu séylenebilir.

Ayrica, 6gretmen adaylarinin Mi0’niin geleneksel inanislar alt boyutunda yer alan 6n test (20.70) ve
son test (18.32) ortalama puanlarinin, s6z konusu alt boyuta iliskin 6l¢ek puan ortalamasindan (18) daha
yiiksek oldugu goriilmektedir. Benzer sekilde, 6gretmen adaylarinin MiQ’niin yapilandirmaci inanislar alt
boyutunda yer alan 6n test (75.75) ve son test (86.75) ortalama puanlarinin, s6z konusu alt boyuta iliskin
olgek puan ortalamasindan (60) daha ylksek oldugu gorilmektedir. Bu durum, 6gretmen adaylarinin
genel olarak, geleneksel inanislara nazaran yapilandirmaci inaniglara daha fazla oranda sahip olduklari
biciminde yorumlanabilir.

ikinci Alt Probleme Yonelik Elde Edilen Bulgular

Matematigi kullanma dersinin ¢alismada yer alan 6gretmen adaylarinin matematige yonelik tutum
puanlarinda, (AO) degiskenine gore anlamli bir etkiye sahip olup olmadiginin gézlenebilmesi amaciyla
gerceklestirilen analizler neticesinde Tablo 4’deki veriler elde edilmistir. Tablo 4’te yer alan verilere gore,
Olcegin geneli goz 6nine alindiginda (AO) degiskenine gobre olusturulan gruplarin tutum puanlari
arasinda son test lehine farkhliklarin oldugu fakat bu farkhligin anlamh diizeyde olmadigi (t,; = -1.77,
p>.05; t;s = -1.27, p>.05) goriilmektedir. MTO’niin alt boyutlari s6z konusu oldugunda ise
meslek/6nemlilik alt boyutunda (t,; =.10, p>.05; ti5 = .13, p>.05) her iki grubun tutum puanlarinda 6n
test lehine anlamli diizeyde olmayan farkliliklar bulunmaktadir. Bunun disinda, akademik not ortalamasi
3.00-4.00 araliginda olan 6gretmen adaylarinin korku/given alt boyutunda yer alan tutum puanlari (tys =
-2.56, p<.05) ile akademik not ortalamasi 2.00-2.99 araliginda olan 6gretmen adaylarinin zevk alt
boyutunda yer alan tutum puanlarinda (t,; = -3.49, p<.05) anlamli dizeyde farkliliklar meydana geldigi
goriilmektedir. Dolayisiyla matematigi kullanma dersinin genel olarak 6gretmen adaylarinin matematigi
yonelik tutumlari Gizerinde olumlu bir etkisi oldugu, bununla birlikte (AO) degiskenine gore Ust grupta yer
alan 6gretmen adaylarinin ders sonrasinda matematik konusunda kendilerine daha fazla givendikleri, alt
grupta yer alan 6gretmen adaylarinin ise matematikten daha fazla zevk aldiklari sdylenebilir.

Matematigi kullanma dersinin ¢alismada yer alan 6gretmen adaylarinin matematige ve matematigin
o6grenimi ve 6gretimine iliskin inanislar Gzerindeki etkisinin, genel akademik not ortalamasi degiskenine
gore incelenmesi amaciyla gergeklestirilen analizler neticesinde Tablo 5’'teki veriler elde edilmistir.
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Tablo 4.
Genel Akademik Not Ortalamasi Dediskenine Gére Tutum Olcedinden Elde Edilen Veriler.
Gruplar ilgi/Sevgi N X ss sd t p
3.00-4.00 On test 16 57.06 5.61 15 .05 .96
Son test 16 57.00 5.27
2.00-2.99 On test 24 50.12 9.61 23 -1.54 .14
Son test 24 53.79 10.34
Korku/Gliven
3.00-4.00 On test 16 35.81 4.95 15 -2.56 .02*
Son test 16 38.43 4.17
2.00-2.99 On test 24 34.29 7.20 23 -1.48 .15
Son test 24 36.79 6.46
Meslek/Onemlilik
3.00-4.00 On test 16 35.37 3.13 15 13 .90
Son test 16 35.25 3.73
2.00-2.99 On test 24 3491 2.94 23 .10 .92
Son test 24 34.83 5.07
Zevk
3.00-4.00 On test 16 29.43 4.41 15  -1.57 .14
Son test 16 31.06 3.80
2.00-2.99 On test 24 27.00 5.50 23 -3.49 .00*
Son test 24 30.29 5.53
Olgegin Geneli
3.00-4.00 On test 16 157.68 15.21 15 -1.27 .22
Son test 16 161.75 13.42
2.00-2.99 On test 24 146.33 22.76 23 -1.77 .09
Son test 24 155.70 24.77
Tablo5.
Genel Akademik Not Ortalamasi Dediskenine Gére inanis Olcedinden Elde Edilen Veriler.
Gruplar Geleneksel inaniglar N X Ss sd t p
3.00-4.00 On test 16 21.37 3.40 15 3.45 .00*
Son test 16 17.31 4.20
2.00-2.99 On test 24 20.25 3.79 23 1.31 .20
Son test 24 19.00 3.48
Yapilandirmaci inanislar
3.00-4.00 On test 16 76.43 9.06 15 -4.02 .00*
Son test 16 87.12 10.37
2.00-2.99 On test 24 75.29 15.22 23 -3.58 .00*
Son test 24 86.50 7.63

Tablo 5’teki veriler incelendiginde, genel olarak akademik not ortalamasi degiskenine gore
olusturulan tim gruplar icin geleneksel inanislara iliskin ortalama puan degerlerinin 6n test lehine,
yapilandirmaci inaniglara iliskin ortalama puan degerlerinin ise son test lehine farkhlastigi gorilmektedir.
S6zi edilen farkhihgin anlamhligina yonelik olarak yapilan analizler neticesinde ise yapilandirmaci
inanislar boyutunda her iki grupta (t;5 = -4.02, p<.05; t,3 = -3.58, p<.05) yer alan, geleneksel inanislar alt
boyutunda ise AO’su 3.00-4.00 araliginda olan Ogretmen adaylarinin (t;5 = 3.45, p< .05) inanis
puanlarinin anlamli dizeyde farkhlasmalar oldugu goriilmektedir. Dolayisiyla matematigi kullanma
dersinin her iki grupta yer alan 6gretmen adaylarinin matematigin dogasi, 6gretimi ve 6grenimine
yonelik yapilandirmaci inanislari Gzerinde anlamh diizeyde pozitif, genel akademik not ortalamasi 3.00-
4.00 arasinda olan 6gretmen adaylarinin ise geleneksel inanislari Gizerinde anlamh diizeyde negatif bir
etkisinin oldugu séylenebilir.
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Uglincii Alt Probleme Yonelik Elde Edilen Bulgular

Calismada yer alan 6gretmen adaylari, matematigi kullanma dersinin kendilerine olan katkilarina
yonelik Tablo 6’daki ifadeleri kullanmislardir.

Tablo 6.
Ogrenci Gériis Formu’na Verilen Yanitlar.
Temalar Kategoriler Kullanilan ifade f tf
Bireysel ~ Matematigin Matematigin glinluk hayatta nasil ve nerelerde 11 27
Katkilar  yasamla iliskisine kullanildigini gdrmemi sagladi.
yénelik katkilar Matematigi gercek yasamla iliskilendirmemizi sagladi. 8
Gunluk yasamda karsilastigim ¢ogu olayda gizli bir 8
matematik oldugunu / matematigi ne kadar sik
kullandigimizi fark etmemi sagladi.
Problem ¢6zme Problem ¢6zme becerimi gelistirdi. 4 15
becerisine yonelik Gergek yasam problemlerine (problemlerini) yonelik farkh 8
katkilar bakis agilari gelistirmemizi/ farkli yontemler kullanarak
¢6zmemizi saglad.
Bir problemin tek ¢6ziim yerine birden fazla ¢6zimi 3
olabilecegini fark etmemi sagladi.
Matematiksel Matematiksel distinme kabiliyetimizi gelistirdi /cok 8 11
diisiinme becerisine  boyutlu diisinmemize yardimci oldu.
yénelik katkilar Matematigi anlayarak yorumlayabilme yetenegimin 1
gelismesini sagladi.
Problem kurma deneyimleri hayal giicii ve yaratici 1
glicima gelistirdi.
Problem yazma becerim gelisti. 1
Matematik algisina  Matematigin sadece bir ders olmadigini gosterdi. 1 7
yénelik katkilar Matematige farkh bir bakis agisiyla bakmami sagladi. 6
Oz-yeterlik algisina ~ Problem ¢dzme konusunda korkularimin azalmasini ve 2 2
yénelik katkilar kendime olan gilivenimin artmasini sagladi.
Mesleki  Pedagojik yénden Matematigi ezber ve kaliplarla 6gretmek yerine anlamave 18 72
Katkilar ~ katkilar yorumlamaya agirlk vererek 6gretmemizi sagladi.
Konu /kavramlarin nasil daha iyi/kalici 6gretilecegini 14
o6grendim.
Bilgi aktarma/6gretmenlik deneyimi yasamamizi sagladi. 12
Ogrencilerime matematigi hayatlarinda nasil 11
kullanacaklarini /yasamla iliskilendirmelerini 6gretmemi
sagladi.
Ogrencilerime matematigi gercek yasamla iliskili, problem 11
¢6zme ve matematiksel diisinmeyi temel alan bir
yaklasimla 6gretmeyi 6grendim.
Soyut kavramlari nasil somutlastirabilecegimi 6gretti. 3
Matematik 6gretiminde teknolojiyi nasil kullanabilecegimi 2
o6grendim.
Daha iyi bir 6gretim yapmam icin yaratici fikirler 1
edinmemi sagladi.
Duyussal yénden Ogretmenlik meslegi ile ilgili olarak &zglivenimi artird. 5 15
katkilar Okudugum bolime (meslege) ilgimi artirdi. 3
Matematikten zevk alan 6grenciler yetistirmemi sagladi. 7
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Tablo 6'da yer alan veriler incelendiginde, 6gretmen adaylarinin matematigi kullanma dersinin
kendilerine hem bireysel hem de mesleki anlamda birgok katkisinin oldugunu ifade ettikleri
gorilmektedir. Bireysel katkilarla iliskili olarak 6gretmen adaylari tarafindan en fazla dile getirilen
ifadeler incelendiginde, 0Ogretmen adaylarinin s6z konusu dersin, matematigi gercek yasamla
iliskilendirmelerine yardimci oldugunu (f:27) ve problem ¢6zme becerilerini gelistirdigini (f:15) ifade
ettikleri goriilmektedir. Bunun disinda, 6gretmen adaylari matematigi kullanma dersinin matematiksel
diisinme becerilerine katki sagladigini (f:11) sdylemislerdir. Duyussal anlamda ise 6gretmen adaylari, s6z
konusu dersin matematige olan bakis agilarini degistirdigini (f:7) ve matematige ve problem ¢ézmeye
y6nelik 6z gliven duygularini artirdigini (f:2) ifade etmislerdir.

Mesleki katkilarla ilgili olarak, 6gretmen adaylari tarafindan en fazla oranda dile getirilen ifadeler ise
matematigi kullanma dersinin kendilerinin ders anlatma yontemlerine olan katkilari (f:72) ile ilgilidir.
Pedagojik yonden katkilar kategorisinde en fazla oranda dile getirilen ifadeler sirasiyla dersin ezber
yerine anlama ve yorumlamaya agirlik vererek 6gretim yapmayi sagladigi (f:18) ve konu /kavramlarin
nasil daha iyi/kalici 6gretilecegini 6grenmedir (f:14). Bunun disinda, bazi 6gretmen adaylarinin dersin
ogretmenlik meslegi ile ilgili olarak kendilerinin ilgi (f: 3) ve o6zgliven duygularinin gelisimine (f: 5)
yardimcr oldugunu ifade ettikleri gériilmistiir. OGF’de yer alan bazi ifadeler asagida érnek veri olarak
sunulmaktadir.

“Ders segimi yaparken 0Ozellikle bu dersi segtim. Matematigi yapiyoruz ama nerde kullandigimizi
bilmiyoruz bence bu yilizden de illkemizde matematik ¢d6zme orani disik diye diisliniyorum. Bir
doénem boyunca bu konuyu 6grenmeye calistim ve yol aldigimi dislinliyorum”. (G15)

“Bu ders bana matematigi anlayip yorumlayabilme yetenegi kazandirdi. Co6zdigiimiiz problemlerde
sorunun konuyla temel iligkisini bularak soruyu ¢6ziimleyebilme yetenegimi gelistirdi. Bu dersin her
yonden bana katki sagladigini distintiyorum”.(G27)

“Matematigi kullanma dersi, bireylerin matematik 6gretiminde ezber yerine, yorumlamaya ve
anlamaya yonelik yontemlerle bireyin yasayarak ve deneyerek bilgiye ulasmasi gerektigini bize
Ogretmistir. “Bana balik verme balik tutmayi 6gret” séziiniin uygulanmis halidir. Bu ders sayesinde
matematigi ezber kaliplarinin disinda pekistirerek yasayarak Ogrenciye verilmesi gerektigini
6grendim”. (G3)

“Matematigi kullanma dersi giinliik yasamda karsilasti§imiz problemleri matematikle iliskilendirerek
¢6zmemize katki sagladi. Bu ders benim matematige farkli agilardan bakmama olanak sagladi.
Matematigin sadece formiiller, sayilar vb. ibaret olmadigini aslinda her animizda kullandigimizi
ogretti. Matematik problemlerini gercek yasamla iliskilendirerek anlatirsak eger daha 6gretici daha
dikkat cekici oldugunu disiinmemi sagladi”. (G38)

“Bu ders benim bolimime karsi ilgimi artirdi. Kendimi gelistirmemi sagladi. Alan derslerine gore

daha aktif bir ders oldugu icin beni 6gretmenlige hazirladigini distinliyorum. Sirekli bir aktivitenin

icinde olusumuz ve problem ¢6zme pratikleri kendime ve problem ¢ézmeye yoénelik glvenimi

gelistirdi”. (G22)

G11 ve G27 kodlu 6gretmen adayinin ifadeleri Bireysel Katki temasi altinda, G3 kodlu 6gretmen
adayinin ifadesi Mesleki Katki temasi altinda, G38 ve G22 kodlu 6gretmen adaylarinin ifadeleri ise hem
Bireysel hem de Mesleki Katki temasi altinda kodlanmistir.

Tartisma, Sonug ve Oneriler

Matematigi kullanma dersi grup calismasi yontemi ile islenmis olan seg¢meli bir derstir ve ders
kapsaminda ¢ogu acik uclu olan gercek yasam problemleri sinif ortaminda tartisilarak s6z konusu
problemler igin en etkili ¢c6zim ydntemleri belirlenmeye calisiimistir. Ele alinan problemlerin gogunda
matematiksel modelleme ydnteminden vyararlanilmis ve bunun yaninda farkh yontemlerin neler
olabilecegi tartisiimistir.
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Bu dogrultuda, s6z konusu ders kapsaminda yuritilen etkinliklerle 6gretmen adaylarinin, hem
matematigin yasamdaki kullanim alanlarini gérmeleri ve bu siireglerde yer almalari, hem de problem
¢6zme baglaminda matematiksel becerilerinin gelistiriimesi saglanmaya ¢alisiimistir. Matematiksel
becerilerin gelistirilmesi ile 6gretmen adaylarinin matematige karsi tutum ve 6zgiiven duygularinin, farkli
deneyimlerle ise algl ve bakis acilarinin olumlu yonde degisecegi ongorilmdistir. Zira alanyazinda yer
alan farkh ¢alismalarda (Chan, 2008; Dunlop, 2001; Tanner & Jones, 2002), gercek yasam problemlerinin,
ogrencilerin matematiksel disiinme becerilerini gelistirecegi, bununla birlikte matematigin gergek
hayattaki rolini gérmelerini ve matematige deger vermelerini saglayacagi ifade edilmektedir.

Matematigi kullanma dersinin, gelecegin 6gretmenleri olan 6gretmen adaylarinin matematige olan
bakis agilari, tutum ve inanislari Uzerindeki etkilerini gozlemlemek amaciyla yiritilmis olan bu
¢alismada, matematigi kullanma dersini alan 6gretmen adaylarinin matematige karsi tutumlarinin
anlamh dizeyde ve pozitif yonde farkhlik gosterdigi, 6gretmen adaylarinin ders sonrasinda
matematikten daha fazla zevk aldiklari ve korkularini yenerek kendilerine daha fazla glivendikleri ortaya
ctkmistir. Bu durum, OGF’de elde edilen verilerle de desteklenmistir. Tutum kavrami 6zellikle matematik
egitimi s6z konusu oldugunda oldukg¢a 6nemlidir, zira bircok arastirma 6grencilerin matematige karsi
tutumlarinin matematikteki basarilarini etkiledigine isaret etmektedir (Abebe, 2015; Bloom, 2012; Lim &
Chapman, 2015; Olgiioglu & Cetin, 2016). Reyes (1984) matematige karsi olumlu bir tutum gelistirmeyi,
matematik egitiminin en énemli amaglarindan biri olarak géstermektedir. Bu ¢alismada elde edilen bu
sonugla ilgili olarak alanyazinda yer alan farkl ¢alismalarda da (Fox & Tobin, 1988; Kal, 2013, Lamb &
Daniels, 1992; Saritas, 2002; Verschaffel, de Corte, Lasure, Van Vaerenbergh, Boagerts, & Ratincky,
1999; Yildiz, 1999) gercek yasam problemlerinin matematige yonelik tutumlar Gzerindeki olumlu
etkisinden sb6z edilmektedir. Dolayisiyla elde edilen sonuglarin alanyazinla paralellik gosterdigi
soylenebilir.

Matematigi kullanma dersi sonrasinda, 6gretmen adaylarinin matematige ve problem ¢ézmeye
yonelik olarak kendilerine daha fazla giivendikleri gériilmistiir. OGF verilerine gére ayrica bazi 8gretmen
adaylarinin dersin, 6gretmenlik meslegi ile ilgili olarak da 6zgliven duygularini gelistirdigini ifade ettikleri
gorulmistir. Elde edilen bu sonuglar, alanyazinda yer alan farkli ¢alismalarin sonuglari ile benzerlik
tasimaktadir. Mason ve Scrivani (2004), geleneksel olmayan ve acik uclu sorularla karsilasilan 6grenme
ortamlarinin, 6grencilerin matematikle ilgili olarak kendileri hakkindaki inanglari tGizerinde olumlu bir etki
yarattigini soylemektedir. Diggs (1999), 6grencilerin gercek yasam problemleriyle karsilastiklarinda
problem ¢6zmede kendilerine daha fazla glvendiklerini, Umay (1996) ise okula ilk baslandigi glinden
baslayarak gunlik yasamla iligkisi iyi kurulan bir matematik egitimi anlayisinin, matematige karsi duyulan
korkunun azaltilmasinda blylk 6nem tasidigini ifade etmektedir. Dolayisiyla ¢alismadan elde edilen
sonuglarin alanyazinla uyumlu oldugu séylenebilir.

Bu calismada ayrica matematigi kullanma dersinin 6gretmen adaylarinin matematige ve matematik
6gretimine yonelik geleneksel inanislarindan uzaklasip daha yapisalci inanislara sahip olmalarini sagladigi
goérilmistiir. Elde edilen bu sonug, OGF'den elde edilen veriler ile de desteklenmistir. Ogretmen
adaylarinin derse yénelik olarak kullandiklar “Ogrencilerime matematigi gercek yasamla iliskili, problem
¢6zme ve matematiksel diisinmeyi temel alan bir yaklasimla 6gretmeyi 6grendim, matematigin yasamla
iliskili olarak anlatilmasinin, ezberden ¢ok konuyu kavramaya yardimci oldugunu 6grendim” (G11) gibi
ifadeler, MiO 6lgeginden elde edilen bulgulari destekler niteliktedir. Alanyazinda yapilan benzer
calismalara 6rnek olarak Higgins (1997), Pierce ve Stacey (2006), Ronis (2001), Mason ve Scrivani (2004)
ile Korkmaz (2010) gosterilebilir. S6z konusu calismalarda, gercek yasam problemlerinin 6grencilerin
matematige yonelik inanglarini olumlu anlamda etkiledigi ve 6grencilerin bu siireglerde nicin matematik
ogrendiklerinin cevabini kesfettikleri ve matematigin glinliik yasamdaki 6neminin farkina vardiklari ifade
edilmektedir.

Ogretmen adaylarinin matematik 6gretimine iliskin degisen inanislari matematigi kullanma dersinin
etkinlikler disinda kalan 6gretim siregleri ile iliskili olarak da agiklanabilir. Matematigi kullanma dersi
kapsaminda yurutilen etkinliklerin sonunda, gercek yasamla iliskilendirmenin matematik egitimindeki
onemi Uzerinde durularak, 6grenmeyi destekleyici uygulamalarin nasil yapilabilecegi hususunda
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ogretmen adaylari ile tartismalar ylrGtilmis ve bazi genel sonuglar ortaya konulmustur. Dolayisiyla
O0gretmen adaylarinin matematigin gergcek yasamla iliskili ve probleme dayali olarak 6gretimi hususunda
inaniglarindaki degisiklikler s6z konusu durumla iligkilendirilebilir. Bu baglamda, ¢alismadan elde edilen
bu sonuglar 6gretmen adaylarinin gelecekte olusturacaklari 6grenme ortamlarinin niteliginin artirilmasi
anlaminda oldukg¢a 6nemlidir. Matematige ve matematik 6gretimine iliskin geleneksel inanislari bir
tarafa birakip yapisalcl 6gretimi benimseyen 6gretmen adaylarinin matematik siniflarinda tek diize ve
ogretmen merkezli 6gretim artik yerini bireysel 6grenmeye, kesfederek 6grenmeye, problem ¢dzmeye
ve baglam temelli 6grenmeye birakacaktir. Bu baglamda, s6z konusu durumun matematigi daha anlamli
ve kalici 6grenen bireylerin yetismesini saglayacagi dusunilmektedir. S6z konusu 6grenciler, matematige
farkli bir bakis agisiyla yaklagsacak ve o6grendikleri matematigi gercek yasamlariyla iliskilendirerek
kullanmakta ¢ok fazla zorlanmayacaklardir. Bu galismanin yiiratilmesindeki temel gerekce yerine
getirilmis olacaktir.

Matematigi kullanma dersinin, genel akademik not ortalamasi degiskenine gore olusturulan farkh
gruplar Gzerindeki etkisini gozlemlemek amaciyla gergeklestirilen analizler neticesinde, genel olarak
dersin farkli akademik basarilara sahip 6gretmen adaylarinin tutumlari ve inanislari Gzerindeki etkisinin
farkhlasmadigi goriilmistir. Bu durumun disinda kalan 6zel durumlardan biri, akademik basari olarak st
grupta yer alan 6gretmen adaylarinin matematige yonelik olarak kendilerine olan giivenlerinin diger
gruba nazaran daha anlamli diizeyde artmis olmasidir. S6z konusu durum, matematigi kullanma dersinde
yurutllen problem ¢ézme ve kurma aktivitelerinin bu gruptaki 6gretmen adaylarinin matematiksel
diisinme sireglerini daha fazla oranda gelistirdigi veya bu 6gretmen adaylarinin bu gelisimin daha fazla
farkinda olusu ile ilgili olarak yorumlanabilir. Zira yapilan farkh ¢alismalarda (Case, Harris & Graham,
1992; Deseote & Roeyers, 2002; Kruger & Dunning, 1999), akademik basari ile bilissel farkindalik ve
dizenleme becerileri arasinda pozitif yonli anlaml bir iliskinin oldugu ifade edilmektedir. Calisma
sonuglartiile ilgili olarak s6zi edilen 6zel durumlardan bir digeri, alt grupta yer alan 6gretmen adaylarinin
diger gruba nazaran matematikten anlaml diizeyde daha fazla zevk aliyor hale gelmeleridir. Bagka bir
ozel durum ise; yine Ust grupta yer alan Ogretmen adaylarinin matematigin dogasi, 6gretimi ve
6grenimine iliskin geleneksel inanislarinin diger gruba nazaran anlaml diizeyde daha fazla azalmis olmasi
olarak ifade edilebilir. Matematik basarisi belirli bir dizeyin lzerinde olan 6gretmen adaylarinin
matematige yonelik geleneksel inanislarinin yerini yapisalci inanislara birakmalari, onlarin s6z konusu
dersten pedagojik anlamda daha fazla sonug cikardiklari veya yararlandiklari biciminde yorumlanabilir.

Bu calismada, matematigi kullanma dersi ile ilgili olarak 6gretmen adaylari tarafindan en sik
kullanilan ifadelerden birisi s6z konusu dersin matematigi gercek yasamla iliskilendirmeye yardimci
oldugudur. Alanyazinda, matematik 6gretiminde gercek yasamla iliskilendirmenin 6neminden ve
gerekliliginden bahseden bircok calismaya rastlamak mumkindiar (Altun, 2008; Baki, 2008; Ceylan,
TurnuklG & Morali, 2000; Driscoll, 1984; Durmus & Karakirik, 2006; Erdem, 2011; Freudenthal, 1973;
Goktiirk, 2013; Hoerr, 1996; Inoue, 2008; MEB, 2009, 2013; Ozgen, 2013; Schliemann & Carraher, 2002;
Umay, 1996; Yildirim, 2011). Bunlarin disinda, Schliemann ve Carraher (2002), 6gretimin gercek yasamla
iliskilendirilmesini etkili bir 6gretim programi igin temel bir kosul olarak kabul etmekte, Umay (1996)
ginlik yasamdan uzak ve tekdiize gergeklestirilen 6gretimin, 6grencilerin basarisinda istenen diizeye
ulasilmasini engellemekte oldugunu, daha da 6nemlisi, matematik 6grenmeye karsi 6nyargili bireyler
yetismesine neden oldugunu séylemektedir. Ozellikle matematigin soyut yapisi gdz dniine alindiginda,
matematigin gercek hayatla iliskilendirilmesi zorunlu hale gelmektedir. Clinkii 6grenci ancak bu sekilde
matematigin soyut temsillerini gercek hayatla iliskilendirerek anlamli hale getirebilmektedir (Erdem,
2013). Bu baglamda, matematik Ogretiminin gercek yasamla iliskilendirilerek yapilmasi ve 6grenme
ortamlarinin bu yonde tasarlanmasi gerektigi ve bu sekilde tasarlanan ortamlarin, 6grencilerin
matematigi daha rahat ve daha anlamli 6grenmelerine katki saglayacagi distinilmektedir.

Calisma kapsaminda kullanilan OGF’den elde edilen sonuglara gore, 6gretmen adaylari en sik olarak
matematigi kullanma dersinin kendilerinin problem ¢6zme ve matematiksel distinme becerilerini
gelistirdigini ifade etmislerdir. S6z konusu durum, nitelikli 6gretmen adaylarinin yetistiriimesi anlaminda
oldukga 6nemlidir. Zira problem ¢6zme, glinimizde zihinsel ¢caba ve gayret gerektiren en 6nemli bilissel
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aktivite olarak kabul edilmektedir (Jonassen, 2000) ve problem ¢ézme siireci, 6grencilerin matematiksel
bilgiyi kullanma, hipotez ortaya atma ve test etme, elde edilen sonucun dogrulugunu kontrol/ispat etme,
elestirel dustinme, farkli ¢6zim yollari tGretme, timevarimsal/ timdengelimsel disiinme, soyutlama,
ikna etme gibi birgok becerisinin gelisimini saglamaktadir (MEB, 2013). Dolayisiyla matematigi kullanma
dersinin 6gretmen adaylari lizerinde galisma igin gelistirilen hipotezler disinda farkli olumlu etkilere de
sahip oldugu soylenebilir.

Bu calisma, 14 haftayi iceren bir uygulama sireci ve 40 6gretmen adayi ile sinirhdir. Konu ile ilgili
olarak yapilacak farkli ¢alismalarda, daha genis 6rneklemeler (zerinde yuritilecek farkh tip gercek
yasam odakli uygulamalarin, matematige yonelik tutum ve inanislardaki etkileri arastirilabilir. Ayrica,
matematigi kullanma Uzerine yapilmis ulusal ¢alismalarin sayisi oldukga sinirlidir. Bu baglamda, konu ile
ilgili olarak yapilacak galismalarin alanyazina katki saglayacagi disliniilmektedir.
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Introduction

The academic scope of this study is to understand how colors and certain concepts are acquired and
internalized in the process of learning and socialization and how secondary (social, cultural and
hegemonic) socialization processes like consumption, culture industries and other leisure activities are
involved in making sense of colors and certain concepts. An inquiry into how colors are learned and how
they are associated with colors would be stimulating for the understanding of the social learning process
with an inductive perspective. An individual's externalization of his/her own existence in a social world
is, at the same time, an internalization of this world as an objective reality. In other words, being inside a
society means participating in the society's dialectics, and this process comprises both the person's
understanding himself/herself and his/her perceiving the world as a meaningful social reality. In this
study, colors will be examined as a phenomenon of this interactive sense-making process. We try to find
out the place of colors in individuals' primary socialization --i.e., the events individuals experience during
their childhood and the process which help them become members of the community-- as well as
secondary socialization --i.e., the processes which facilitate already socialized individuals' increased
involvement in the society-- (Berger & Luckmann, 2008:79). When colors are articulated with conceptual
associations, it will be possible to monitor and make sense of them in both social learning processes.

Colors constitute an ontological attribute for entities. All entities have a special attribute called color
and all together, they create a "colorful" world. Color is an intricate sensory capacity rather than being a
superficial functionality, say, for facilitating the way objects are distinguished from each other, and it is
used for endowing chromatic stimuli with prominence and meaning. One indicator is that people not
only exhibit preferences for specific colors, but also attribute emotional characteristics to colors
(Boyatzis & Varghese, 1994; Guilford & Smith, 1959; Karp & Karp, 1988; Terwogt & Hoeksma, 1995;
Valdez & Mehrabian, 1994; Whitfield & Wiltshire, 1990; Zentner, 2001). In all learning practices,
childhood is considered as a period when the capacity for learning is the highest. The process of learning
colors and attributing senses to colors may be monitored during this active learning process in
childhood. The mechanism with which children show reaction to colors needs to be taken into
consideration in psychology, education, marketing communications as they affect social behaviors and
psychological attitudes of children. For instance, the effective use of colors in designing education
places, materials and activities is particularly important. Colors have their unique language and they are
considered as a language in visual communication. Depending on its own effectiveness and
characteristics, each color affects a person's psychology and, as a result, results in psycho-social
reactions and effects.

In sum, the findings of the color association studies with sampling restricted to children may be used
in visual communication design as well as in the branding for children as a consumer group. These
findings may also prove beneficial in formulating learning strategies, designing educational spaces,
planning learning activities, developing auxiliary educational materials, and improving the efficiency of
all sorts of comprehension/learning practices. In short, they can facilitate learning in education. Indeed,
the colors to which children show positive reactions may be used to help them remember and recall the
information given to them. Moreover, they can be functionally used for interpreting the interaction
among adults, children and the media, and analyzing and criticizing the consumption culture as well. The
original contribution our study makes to the intellectual arena is that it offers an interdisciplinary
perspective for interpreting how associations are made between colors and certain basic concepts by
turning the spotlight on findings regarding the sources of learning the colors, images, and linguistic
expressions in a way to facilitate the understanding of children's color perceptions. A number of
descriptive studies were previously performed on the color preferences of children. Researchers agree
that colors have significant effects on children. Existing research is inspiring. But these studies do not
offer learning resources of colors and certain basic concepts. As they investigate the relationship
between consumption preferences and colors, they generally focus on foods. For instance, they do not
take into consideration the effects of today's major reference sources such as the media. Original
research designs that focus on color-associated consumption styles are limited as well. The relative
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scarcity of the existing studies as well as the fact these studies were performed using small sampling
groups without forming age groups gave rise to the question of reliability of the phenomena studied.
We are motivated to conduct this study as colors and their emotional associations require further
research. As a matter of fact, the findings of previous research are insufficient in terms of color
preferences, age, gender, stimulating material and food type (Choungourian, 1968; Silver et al., 1988),
more distinctive studies on color preferences of children need to be conducted.

The importance of this study is that it does not focus solely on the identification of color preferences
of children, but it also proceeds to interpret the effect of colors in the process of children’s making
sense of the world as well as the sources of learning the colors. This study essentially focuses on how 12
primary/secondary and neutral colors, which are best known to children (yellow, orange, red, purple,
green, blue, ultramarine, white, brown, black, gray, and pink), are associated with 14 fundamental
concepts (sweet, bitter, hot, cold, boring, amusing, fast, strong, clean, dirty, dangerous, beautiful, scary,
and funny). In this way, (1) colors associations and learning sources of these colors, (2) associations of
certain basic concepts and learning sources of these associations, (3) the color-concept interactions and
learning sources of these interactions, and (4) the gender differences in the conceptual associations of
colors for preschool children can be described and analyzed. Also, specific proposals for using research
findings in design, branding, training material development, and other areas were made.

Related Research

Hine (1997) believes that colors are experienced at three different levels: physiological, cultural and
relational. Physiological experience is universal and involuntary. Cultural experience emerges out of the
virtual traditions established over time. Relational experience is related to color expectations in
packaging directly as a result of marketing in product categories. However, it is not clear how the
findings in Hine's study address children. But when children are in question, the minds of children are
open and their souls are soft and vulnerable. Noting that all of components in their lives will affect some
way or other the way they learn and what they learn, Mohebbi (2013) found that children tend to like
energetic, exhilarating, shiny and bright colors more than dark, gloomy and saddening colors. Colors are
visual reinforcement components with a critical significance in the enrichment of the learning processes.
Colors are believed to trigger negative behaviors such as avoidance or withdrawal, influence
performance and stimulate the senses (Jalil, Yunus & Said, 2012). The stimulating nature of colors was a
focus of attention for researchers.

An early study by Burnham, Hanes and Bartleson (1963) focused on color preferences (Norman &
Scott, 1952, cite in: Birren, 1963). Pitchford and Mullen (2005) discovered that children preferred gray
and brown less than other colors (purple, pink, red, orange, yellow, green, blue, white and black) and
proposed a link between color preferences and the development of language and color perception. In
their study on small children, Terwogt and Hoeksma (1995) identified a link between colors and
emotions and observed that small children make associations between colors and emotions when they
express their color preferences. Their preferences were blue, yellow and red while white wasn't
generally preferred. When the findings of this study are interpreted, one should remember that the
children aged below seven years haven't completed their mental development, in other words, their
skills for mediation and abstraction are insufficient and they process limited knowledge and they tend to
focus on the single dimension of a stimulus (centration) (John, 1981, 1999; Piaget, 1952). In support of
this reminder, certain findings indicate that the selection of colors by children may change depending on
whether visual or verbal information is taken back.

It is generally accepted that preschoolers have the ability to understand certain metaphors (Gardner
& Winner, 1986; Vosniadou, 1987). Moreover, children are found to have higher sensitivity to
metaphors that describe psychological phenomena (Winner, Rosenstiel & Gardner, 1976). More recent
studies on metaphors found that preschool children have certain basic intuitive understanding about
the metaphors that are related to emotions (Broderick, 1991; Waggoner & Palermo, 1989). Boyatzis and
Varghese (1994) examined children's emotional association with colors and interviewed 60 children
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aged between five and six and half years about their favorite colors and what they feel about each color.
69 percent of the children gave positive answers (e.g., happiness, enthusiasm). The children's answers
also highlighted certain associations between colors and emotions. There were gender differences in
making sense of brightness and darkness effects and colors. Girls found dark colors as repulsive while
boys expressed positive connotations regarding dark colors. It is interesting to note that this study found
black to be associated with positive emotions in nearly half of the answers. Positive connotations
regarding the black color implies that the effects of learning sources and other environmental factors on
the conception of colors should be investigated.

There are also studies that focus directly on the relationship between colors and children's
emotional associations. In such a study (Cimbalo, Beck & Sendziak, 1978), the second and third graders
were shown pictures which would be rated as happy or sad by arbiters. The children's preferences
indicated strong emotion-color associations. The children used orange, yellow, green and blue colors
when they looked at happy pictures, but they tended to use brown, black and red colors when they
looked at sad pictures. An earlier study (Lawler & Lawler, 1965) found that preschool children used
yellow coloring pen in their drawings after hearing a happy story, but they used a brown pen after
listening to a sad story. In a more recent story (Buckalew & Bell, 1985), 18 children aged between four
and six years were shown drawings of men and women without faces but wearing blue, green, red,
yellow, white, black or brown clothes. They were asked to draw faces to these figures. The researchers
categorized the facial expression drawn by the children as happy, sad or indifferent and found that the
children didn't associate specific emotions with the colors of clothes. Regardless of the color of the
clothing, the children tended to draw happy faces, and no gender difference could be found in the
emotions that could be linked to the colors. This study suggests that children are oriented toward
happiness. Walsh et al. (1990) found five-year-old children tended to prefer red-colored candies to
green, orange or yellow-colored ones. Based on the findings of majority of these studies, it is generally
agreed that the red color is the favorite color for children. However, these studies failed to indicate
clearly the children's preferential priority for each color. An examination of general color preferences
that are associated with things and products, the red and yellow colors draws the most consistent
attention of the children aged below two years (Staples, 1932). Red is the favorite color of the children
aged between two and four years and red is followed by green and blue (Sharpe, 1980). Choungourian
(1968) observed that red is the favorite color for the five-year-old children while green is their least
preferred color. Katz and Breed (1922) indicated that as kids grow older, they tend to prefer blue. Thus,
color preferences of children change as they grow older. Their liking for yellow declines or completely
disappears. With maturation, the preference for long wavelength (red, orange, yellow) is replaced with
short wavelength (blue, green). Some multicultural studies identified striking similarities for color
preferences (Birren, 1978; Garth, 1931); others advocated prominent national determinants and
questioned the idea of universal color preferences (Choungourian, 1968).

The research on the relationship between consumption preferences and colors mostly focused on
food preferences and color came to be regarded as an important factor for food selection. Colors are
often linked to expectations about tastes (Hutchings, 2003; Lavin & Lawless, 1998; Leon, Couronne,
Marcuz, & Koster, 1999; Walsh, Toma, Tuveson & Sondhi, 1990). Lowenberg (1934) found that the color
of the food is linked to its appetitive character and preschool children preferred yellow and orange.
Birren (1956) discovered that red, orange and limpid green are generally the most alluring food colors.
Walker, Hill and Millman (1973) observed that the colors that are linked to fruits are strongly linked to
expectations of pleasant favors and vegetables with light and medium green colors are preferred more
than dark green vegetables. Tourila-Ollikainen (1982) established that colors have more positive effects
when they are linked with taste while Hyman (1983) found that when there are sufficient tastes for
interaction, colors have the greatest effect on the perceptions. As it is seen, various effects are involved
in the food selection (Booth, 1981; Christensen, 1985; Schutz & Wahl, 1981). People tend to distinguish
between foods based on color, texture, taste, shape, warmth, appearance, smell and other sensory
properties (Moskowitz, 1978). Marshall et al. (2006) interviewed preschool children about their favorite
colors in the packaging with the purpose of identifying the role of the packaging color in product
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selection in three product categories (cereals, biscuits and drinks) based on age and gender. Their
favorite colors turned out to be pink, purple and yellow. There was high correlation between favorite
colors and production selection. The potential effects of the background color, combined use of colors,
the identification of the brand with specific colors and the elements based on other colors on product
preferences need to be categorized. Indeed, these factors are of strategic importance in any branding
process.

Method
Research Design

This study was designed as descriptive survey because it describes an existing situation. In the
descriptive survey model, the individual or the object of descriptive survey studies is described in its
own condition without any attempt to change or influence it (Karasar, 2009). This study is a preliminary
review designed with an interdisciplinary approach consisting of quantitative and qualitative analysis
techniques. The study's quantitative data collection tool is a survey containing close-ended and open-
ended questions while its qualitative data collection tool is the interview method. For Patton (1987), the
purpose of interview is to penetrate into the inner worlds of individuals and understand their
perspectives. During the interview, efforts are made to understand that which cannot be observed such
as experienced, attitudes, thoughts, intentions, comments and mental perceptions and reactions
(quoted in Yildirrm and Simsek, 2004: 106). In order to ensure that children can be free from the
everyday life’s effects during the interview and they can focus on their inner feelings and they can use
their imagination without any obstruction, qualitative data that includes children's comments were
obtained using open ended questions, and were analyzed using content analysis technique. The study
refrained from asking direct questions that may extract the tastes of the children in the target group
about any known brand or product category. Instead, associations related to certain basic concepts used
when the brand identity is being built were examined. In essence, the relationship between imagination
and colors and certain basic concepts were studied. Indeed, the functioning of the mind is closely
related to imagination. Imagination under various influences is encoded by language, value systems, and
learning resources; the construction of reality is reflected on the language/discourse.

Study Group

This research’s working group was chosen through a purposive sampling method. The study group
consisted of 204 children (107 girls and 97 boys) aged between 60 and 72 months, attending a private
education institution in Ankara. This age category was selected because the children in this age category
receive both formal and information education. They have sufficient vocabulary and grammar
knowledge to express their feelings. Moreover, they are able to express their likes and dislikes freely
and talk about their wishes and plans. They are equipped with grammar and vocabulary knowledge to
describe their feelings.

Data Collection Tools

A two-stage data collection tool was developed to identify the conceptual associations of colors in
preschool children under the study. As the data collection tool was being developed and the concepts to
be studied were being identified, a mixed literature review, consisting of child development, visual
communication design and communications disciplines, was made.

The study used interview forms as the data collection tool. The forms contained a section where
demographic characteristics such age, gender and education institution of the children who participated
in the study were written. In the data collection phase, classroom teachers working in preschool
institutions were involved. Form teachers were briefed about the data collection method. Classroom
teachers having lessons with 60-72 months old children were present on the date determined by the
researcher. The teachers were trained on the basis of institutions.
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The duration of the interview with the students was between 15 and 30 minutes. Interviews were
conducted privately with the kids in the mornings before the start of the lessons when they were more
fresh. In this way, the children were kept away from influences from each other as well as from training
subjects. During the process of selecting the participants, the children who were adversely conditioned
in terms of mood at the time of the study (the children whose parents were in the process of a divorce,
or those children who lost a relative, etc.) were identified, and they were not included in the study.

Reliability tests were conducted on the interview forms prepared by the researchers. Validity and
reliability measurements were made on a group of children representing the study group, and at this
phase, the number of the concepts that were included in the study design decreased from 22 to 14.

A play-like environment to which the children in this age group were accustomed and in which they
could freely express their opinions was set up. An introductory story was used to improve the answer
quality of the children. The leading characters in “Friends’ Story” are colorful balloons and each balloon
has a name. These names are as follows: "Sweet," "Bitter," "Hot," "Cold," "Boring," "Amusing," "Fast,"
"Strong," "Clean," "Dirty," "Dangerous," "Beautiful," "Scary," and "Funny." "One day, these friends were
playing games in a playground. An uncle sold colorful balloons in the park, and each of these children
had a color. Which balloon do you think “bitter” chose?" This was the setup used in the study.

The interviews were conducted with a two-stage application. In the first stage, the teacher told the
children an introductory story to facilitate their preparation and motivation and help them look inside.
In the second stage, a schematic questionnaire that would enable the children to make color matching
in connection with certain basic concepts was filled. In the questionnaire, there are sections in which the
children could mark the color they chose in connection with the concepts that were told to them about
the introductory story, and there were also sections in which they could write down their associations
about certain basic concepts.

To ensure that the children do not establish direct links to everyday life, no object or food categories
were created. This was done to avoid the risk that the color of the packaging of a product popular
among the children might directly affect their color preferences. Biological determinations regarding
color preferences do not fall within the scope of this study.

Data Analysis Method

A questionnaire was conducted for the students in the study group for the purpose of collecting
quantitative data. Using questionnaire forms as the data collection tool, the way the children described
their associations of colors with certain basic concepts was determined and the sources of those
associations were analyzed. Also, indirect information on how senses were used in creating those
associations was obtained.

The study employed the interview method as a qualitative data collection tool. This method was
used to collect students' views via open-ended questions and analyze them with content analysis
technique. Content analysis is a research technique in which valid comments are extracted from the text
through various operations. These comments are about the message's sender, the message itself, and
the message's receiver (Weber, 1989: 5). In this study, the context was classified, and linguistic
categories were created; and a distinction was made among the immediate environment, distant
environment and virtual environment. These environment categories were used to distinguish the
judgments the children acquired with their direct experiences from those acquired from the secondary
learn sources. In sum, repetitive and valid relationships between subjects, concepts and phenomena
were sought.

Specifically, Kolmogorov—Smirnov test was used to analyze whether gender differences exhibited any
significant difference in color preferences concerning certain basic concepts. This test measures if the
respondent population is from the same distribution. It is used specifically when the number of subjects
in the study group is small while the number of the cases for which answers are sought is high (such as
the number of colors and concepts in this study) (Razali & Wah, 2011; Senger, 2013).
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Findings and Comments

The matching between colors and certain basic concepts and the learning sources of certain basic
concepts and the interpretation of the findings are given in figures.

BITTER

ASSOCIATIONS OF COLORS

RED
BLACK
BLUE
GREEN
BROWN
PURPLE

PINK
GRAY
WHITE

ORANGE
ULTRAMARINE

Figure 1. Concept-color associations “Bitter”.

CONCEPTUAL ASSOCIATIONS
CONCEPT FREQUENCY
Pepper 101

Hot pepper 38

Black pepper 13

Red pepper 9

Spicy food 8

Lemon 5

Burning mouth 3

Onions 3

Pickle 2

OTHER INTERESTING ANSWERS:

Plane, to hit, flame, spinach, germs,
something minty, chair

ANALYSIS

LEARNING SOURCES:
Experiences,

Adult discourse

(put hot pepper in one's mouth)

COMMENTS:
A universe of food with pepper

"Bitter" is strongly bonded to red. Its color association is sharp. It is interesting to note that black is
correlated to "strong." Bitter is dominantly related to the sense of taste. Associations rely on sensory,
practical and experiential sources. The concept of bitter has linguistic expressions that are associated
with the object. An experience that upsets children is, in our opinion, a major factor in the construction

of the association of bitter.

ASSOCIATIONS OF COLORS

PINK
BLUE
RED
ORANGE
PURPLE
WHITE
GREEN

Figure 2. Concept-color associations “Sweet”.

CONCEPTUAL ASSOCIATIONS
CONCEPT FREQUENCY
(Cake 39
Dumpling sweet 28
(andy/sugar 26

Meal 17

Fruit 14
Chocolate 10

Ice cream 9

Milk pudding 8

OTHER INTERESTING ANSWERS:

Fruits: "Strawberries, bananas, apples, pears,
blackberries, mulberries"

Animals: "Cat and sheep”

ANALYSIS

LEARNING SOURCES:
Experiences

COMMENTS:
Processed food, eating habits
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"Sweet" is related to yellow. Its source is the sense of taste. Yet, it was observed that "sweet" is
conceptualized with "cuteness." In assessing the association of sweet with yellow, it should be noted
that the color of popular dumpling sweets produced in Turkey, where the study was conducted, is
"yellowish." Moreover, the fact that kids with yellow hairs in cartoons tend to be described as cute may
play a role in this association.

HOT
ASSOCIATIONS OF COLORS CONCEPTUAL ASSOCIATIONS ANALYSIS
ReD [ :: ;oucm ;l;muzncv LEARNING SOURCES:
s ea Experiences
B Sun 5 P
oranGE 2., E
19 ire 26
BROWN e Meal 21 COMMENTS:
BLACK -13“ Soup 16 A universe of food
GREEN ‘W Water 12
GraY .2, Fire/burn 8
WHITE |7, Heater/heater core 5
pink %, Furnace/oven 5
e .2 OTHER INTERESTING ANSWERS:
ULTRAMARINE =7 (offee (4), lava (2), train, to sweat,
PURPLE .S, lighter, warm weather, tear gas,
electricity

Figure 3. Concept-color associations “Hot”.

"Hot" is associated with red and yellow. The effects of experiences and stimuli on the associations of
this concept were observed. The effects of social learning, modeling and indirect experience (advice,
warnings, etc.) were monitored. This finding suggests that as argued in the Ecologic Systems Theory, kids
are affected by their immediate social environment (family, teachers, etc.) and, at the same time, they
affect it. Based on this, it can be maintained that children formulate their associations in connection
with colorful and hot food in their environment. For instance, we were urged to think that they
frequently observe red-tinged black teas or yellow-colored herbal teas in their surroundings. In addition,
perceptions stemming from the sense of touch are also noteworthy in this association.

coLD

ASSOCIATIONS OF COLORS CONCEPTUAL ASSOCIATIONS ANALYSIS
MAVi CONCEPT FREQUENCY LEARNING SOURCES:
WHITE Ice 93 Experiences
Cold water 24
ULTRAMARINE Sigi 18
ORANQF Ice cream 18
GRAY Cold weather 8 COMMENTS:
GREEN Wind 7 A universe of food
RED Fridge 6
BROWN Chill/freeze 5
PINK Winter 3
BLACK Pool 3
OTHER INTERESTING ANSWERS:
PURRLER: Car (3), poles (2), rain (2), milk (2),
cheese, zombie, game, sea, iron

Figure 4. Concept-color associations “Cold”.
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"Cold" tended to be associated primarily with blue and then with white. The strongest color
association the study found was between cold and blue. This association is experiential and its source is
the sense of touch. However, unlike with "hot" and "bitter," its sources of experience were multiple. The
direct media effect was not observed. The findings suggest that children tend to associate the universe
which they find it hard to imagine in terms of perception depth with white.

ASSOCIATIONS OF COLORS CONCEPTUAL ASSOCIATIONS ANALYSIS
CONCEPT FREQUENCY LEARNING SOURCES:
Run 63 Experiences,
(ar 34 Media
ULTRAMARINE Race car 24
RED Race 9
BLUE Motorcycle 8 COMMENTS:
GREEN Cheetah 6 Secondary socialization
WHITE Cycle 5
BLACK Fire 3
PURPLE Jet 4

OTHER INTERESTING ANSWERS:

Lightning (3), gazelle (2), aircraft (2),
electricity, energy, Ferrari, Lamborghini,
Rumi, breath, train, friend, shoes

Figure 5. Concept-color associations “Fast”.

"Fast" can be described as a concept without a color or a concept whose color children failed to
agree on. They selected cool and warm colors from a wide spectrum. It can be said that the color
association for "fast" is neutral in kids. Associations of "fast" were imperative as they were expressed
with verbs. However, they were weak and based on observations, and their media effects were
observed to be strong.

DIRTY

ASSOCIATIONS OF COLORS CONCEPTUAL ASSOCIATIONS ANALYSIS
BLACK CONCEPT FREQUENCY lHRNlNF SOURCES: '
BROWN Mud 36 Adult discourse, experiences
GREEN Clothes/garment 23
Not to take a bath 16
Filthy 12
Germs 12 COMMENTS:
WL Filthy/bad smell n Alienation from nature, belonging,
- Water 4 learning effect
ULTRAMARINE Dustbin 7
Not to wash hands 3

OTHER INTERESTING ANSWERS:

To spill something (sugar, milk) on the ground (3), dowdy (2), to stink, car tires,
RED | 2 paper, the mom's not washing the dishes or clothes, to play in the park, toilet,
Satan, a kid who doesn't cut his/her nails.

Figure 6. Concept-color associations “Dirty”.
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"Dirty" was associated strongly with black. It was associated with brown as well. From a sensory
perspective, it was associated with the sense of smell. Clothing and body constitute the micro-universe
of the association of "dirty." It is known that the sense of taste is strongly related to the smell. In our
study, the connection between "dirty" and the associations of "bitter" and "sweet" is noteworthy.
Object and action structures shape the imagination of "dirty." In particularly, the fact that the children
referred to mud as dirty implies certain alienation from the nature in kids and the immediate human
environment in their learning sources. In the imagination of this concept, it was observed that visual
elements were involved in the intellectual process. As a main category, black was used as the color of
"dirty clothes." Adult discourse and learning effects were the learning sources of this association.
Compared to "clean," "dirty" had a stronger association.

CLEAN
ASSOCIATIONS OF COLORS CONCEPTUAL ASSOCIATIONS ANALYSIS
WHITE 53 CONCEPT FREQUENCY LEARNING SOURCES:
‘ Bath/to have a bath 50 Adult discourse, experiences
BLUE To keep the house clean 18
GREEN To wash hands/face 13
Keeping clothes clean 11 COMMENTS:
Soap, foam 8 Alienation, consumer culture
Water 7
Beautiful 5
RED Sparkling 5
PURPLE To smell good 5
ULTRAMARINE Healthy 3
BLACK
BROWN OTHER INTERESTING ANSWERS:

Star, heart, sea, detergent, rose, angel,
towels

Figure 7. Concept-color associations “Clean”.

"Clean" was strongly associated with white. It had a consistent contrast to the relationship between
dirty and black. As for the associations, the positive state of an action was associated with white while
the state of inaction was linked to black. Clean was imperative and it was associated with the senses of
smell and vision. Perhaps due to acts of cleaning (washing hands, brushing the teeth, etc.), "clean"
harbors action, and cultural influences and ecological traces in its imagination are noteworthy.

SCARY

ASSOCIATIONS OF COLORS CONCEPTUAL ASSOCIATIONS ANALYSIS
BLACK Ghost 45 Media
ULTRAMARINE Monster 39
Dark 19
BROWN ! To fear 8
WHITE| ! Bogeyman 6 COMMENTS:
Dl_'agon 5 Secondary socialization, mass
Nightmare . 4 communication
GREEN Horror movie 4
PURPLE OTHER INTERESTING ANSWERS: Halloween (4), to scare by shouting from behind (3),
mask (2) elevation (2), zombie (2), Swamps, shadow, thief, fist, to hit, tunnel,
RED vampire, lightning, cave, to shiver
BLUE ANSWERS ABOUT ANIMALS:Lion (8), dog (4), dinosaur (4), spider (4), snake (2),
bear (2), tiger (2), bull, shark, bat, wolf

Figure 8. Concept-color associations “Scarcy”.
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"Scary" was associated with black. It was linked to cool colors. It was observed that obscurity in
expressions was found/perceived as "scary." Scary was associated strongly with the object and weakly
with the action. The imagination of scary was produced by structured associations. Metaphorically
speaking based on a concept from the communications studies, "scary" was taught by adults to kids
using a hypothetical syringe. "Scary" covers the child's imagination with obscurity it harbors and
eventually chokes it. In addition, a scary thing heard in the media, especially in cartoons, is perceived as
unimaginably scary.

ASSOCIATIONS OF COLORS | CONCEPTUAL ASSOCIATIONS ANALYSIS
CONCEPT FREQUENCY  CONCEPT FREQUENCY | | ) o ING SOURCES:
Tofall 15 (arcrash + ; .
BLACK Ciff 9 To fallfrom the window 3 Eg::;:?\?eadun SoaHIe
WHITE Fire 8 Thief 3
RED Lion 7 Weapon 3 COMMENTS:
ULTRAMARINE Tiger 6 Knife 3 A universe consisting of adult
BROWN Trap 5 Ghost 3 disonrse
GREEN Elevation 5 To fall from the bicycle 3
BLUE Snake 4 Aircraft 2
Hyp. needle 5 Stairs 2

OTHER INTERESTING ANSWERS: To hit (3), to leave parents (3), to be alone (3), to get lost, to go outside
without permission from parents, not to listen to advice of the teacher, earthquake (2), to play with
the lighter(2), battery, police, war, hot tea, to play with the power cord, marshes, to travel through
the woods, repair tools, harmful things

ANSWERS ABOUT ANIMALS: Lion, tiger, snake, leopard, dinosaur, fox, bee, bear, jackal, dog, spider

Figure 9. Concept-color associations “Dangerous”.

"Dangerous" was associated with gray. It was linked to cool colors, but given its distribution, its
relationship to colors was virtually neutral. In other words, no color was associated with "dangerous."
This concept is constructed by blending a broad universe of connotations, stereotypes, adult suggestions
and direct experiences. It is remarkable that the concepts of "scary" and "dangerous" do not contain
concepts related to children's imagination. The minds of children are under pressure regarding these
two concepts. As adults, we teach to children what they should be afraid of in alliance with different
roles (mother or screenwriter).

BORING

ASSOCIATIONS OF COLORS | CONCEPTUAL ASSOCIATIONS ANALYSIS
28 CONCEPT FREQUENCY CONCEPT FREQUENCY | LEARNING SOURCES:
%139 Tossit 28 Tobealone 5| Experiences
Not to play games 23 Toplay excessively 5
Tosit idle 19 Tostay at home 4
Towatch TV 9 To play alone 4 | COMMENTS:
Lack of friends 6 To be tired 3| Adult imposition, inactivity

ULTRAMARINE ,' To attend a lesson/activity6
GREEN

OTHER INTERESTING ANSWERS:

Not to be able to go to the park (2), to be offended, bitter,
very hot, drum, to wash hands, fruit, to queue, life
without TV /PC(2), to wait for the summer to come, pull a
long face, puzzle, long stories

ANSWERS ABOUT ANIMALS: Elephant and turtle

PURPLE
BLUE

Figure 10. Concept-color associations “Boring”.
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"Boring" is directly associated with black. It was expressed with verbs having negative connotations.
We believe children have the associations of "boring" which are mirrored with boring experiences.
"Boring" was expressed with neutral colors. It was associated with stagnation and negativity. It is a state
in which children are passive and without any occupation, emerges as an emotion that stem from
repetitive experiences in which they are sidelined or fail to participate. As for associations of "boring," it
can be said that the states in which children are forced by adults to remain passive under their authority

are experienced as extremely boring moments.

BEAUTIFUL

ASSOCIATIONS OF COLORS (ONCEPTUAL ASSOCIATIONS ANALYSIS
PINK 53 CONCEPT FREQUENCY LEARNING SOURCES:
PURPLE . To be clean 2 Adult discourse, experiences
To wear nice clothes 15
To play a game 13 COMMENTS:
WHITE Flowe)r’ . 1 Research limitations... Related to
GREEN . To receive a gift 6 educational ideology... Image
BLUE 1 Baby 6 society... No connection between
ORANGE s Happiness 5 being healthy and being beautiful,
G?{IE\?{ S To go to school 5 rather being beautiful is linked to
ULTRAMARINE ] looking nice...
BLACK 5 OTHER INTERESTING ANSWERS:
£ Mother (4), friend (4), sweet (4), kindness (4), to smile (3), love (2), sugar (2),
BROWN p . rainbow, bride, princess, car, cartoon, to swim in the sea, guest, park
Animals: (at, butterfly, hedgehog, bird, monkey, rabbit, ladybug

Figure 11. Concept-color associations “Beautiful”.

"Beautiful" is associated with pink, but its relationship with colors is neutral as it has a broad

spectrum of colors. This concept emerges as a combination of connotations which nurtures all senses or
which are nurtured by them, but which have a dominantly visual nature. In short, a mixture of multiple
senses, particularly including the sense of vision, is linked with "beautiful." This concept is feminine. It is
interesting to note that boys tend to describe beautiful as pink. In other words, for boys, beauty harbors
a layer associated with gender. From the reverse angle, beautiful is something and the color of this
beautiful thing is pink.

ASSOCIATIONS OF COLORS CONCEPTUAL ASSOCIATIONS ANALYSIS
PINK CONCEPT FREQUENCY | LEARNING SOURCES:
PURPLE To play a game 69 Cultural links
To play in the park 2
To play with toys 15
BLUE To spend time with friends 7 COMMENTS:
ORANGE To play games at a shopping center 7 | Adultimposition
GREEN Clown 6
UlTRAMAR;’:; Amusement park 5
: To go on holiday 2
WHITE| |13 To glay hide and seek 2
GRAY OTHER INTERESTING ANSWERS:
BLACK To play with toy cars (2), to play soccer (2), to watch cartoons (2), to cycle (2), to
BROWN get wet in the rain (2), balloon (2), dance (2), ice cream, play hopscotch, circus,
trampoline, water, birthday party ~ Animals: Lamb, chick

Figure 12. Concept-color associations “Amusing”.
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"Amusing" is associated with pink. It is consistently the opposite of "boring." It is close connotations
with "funny." It is expressed with verbs. It is an action-based experience. It is used to express outside the
house or actions which are performed freely and fun and experiences outside responsibilities. It is
connected to the imagination of freedom. Just as "scary" harbors traces of adults, "amusing" is
extremely far from traces of adults. The children exhibited less pressure as they envisaged this concept.
In other words, the children remained as children in the most powerful manner with this concept.
Rarely, actions outside home and action themselves were described as amusing. We believe that
children tend to have fun when they can act freely and independently and when they are busy with the
output of such cases.

STRONG

ASSOCIATIONS OF COLORS | CONCEPTUAL ASSOCIATIONS ANALYSIS
CONCEPT FREQUENCY  CONCEPT FREQUENCY | LEARNING SOURCES:
PURPLE A
ULTRAMARINE Muscle/muscular 23 Giant 4 | Media, adult discourse
sasuse Sports/do sports 11 Weightlifting 3
s To eat 11 Fast 3 | comMmEnTs:
S My dad 10 Wrestling 2 | Kinesthetic
INI Human 9  Wind 2
BLACK Man 5
BROWN
GREEN OTHER INTERESTING ANSWERS:
BLUE Blank (14), to help my mom, flag, to fight, my hands, war, to hit hard, angry, fist, Hefty Smurf,
= adhesive, thief, spinach-vitamin-vegetable, healthy eating, to protect our homeland, superhero,
- robot, to shout strongly
Wl:::‘; SPORTS-RELATED ANSWERS: Weightlifting, boxing, exercise, wrestling, running

ANSWERS ABOUT ANIMALS: Lion, ant, giraffe, gorilla, bear, gazelle, cheetah, dinosaur, goose, cat, bird,
polar bear, panther

Figure 13. Concept-color associations “Strong”.

"Strong" is neutral. It was the only concept that didn't produce any distinguishing answer. It is not
experiential. It is something that is observed physically. "Strong" is a connotation linked to now. It does
not imply a distant time. Its association is difficult. It is linked with adults themselves. "Strong" makes
sense not among children, but in the world of adults. This is the way this concept makes into the
imagination of children. We believe that this result is good news for children while it is thought-
provoking for adults. We face once again the fact that power is an ideological device and an artifact of
the world of adults.

FUNNY

ASSOCIATIONS OF COLORS | CONCEPTUAL ASSOCIATIONS ANALYSIS
CONCEPT FREQUENCY  CONCEPT FREQUENCY | LEARNING SOURCES:
PClown 58 Joke/crack ajoke 7 | Popularculture... TV consumption
To laugh 29  Tickling 5
Comic 13 Game/toy 5 | COMMENTS:
Amusing 11 Monkey 3 | Objects are associated with "funny"
My friends 8  Puppet 2 in a limited way

OTHER INTERESTING ANSWERS:
Belly, pink, to be sad, my family (my father, my sister, my aunt), theater, jokes, faces

ANSWERS ABOUT ANIMALS: Monkey, cat, dog, rabbit

INTERESTING EXAMPLES: “"The man dropped into the bucket," "the rabbit's opening its own door," "be

crazy," "to play with the dog," "to do imitation," "to have an empty gift box"

ULTRAMARINE
BLACK

Figure 14. Concept-color associations “Funny”.
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"Funny" is associated with red. It is something warm. It is a manifestation of, amusing, nice and
lovely things. It imparts energy. It has colors similar to those of "amusing." Both phrases and sentences
were used to describe "funny." The effects of the popular culture were visible in associations of "funny."
For instance, clowns are not part of the traditional Turkish culture, but they are familiar, funny things for
kids. It is implicated that what is funny facilitates learning. "Funny" is a concept that is hard to describe
directly. The children made use of situations to describe this concept.

The hegemonic influence of adult discourses on the imagination of children was visible in the
learning sources of the children's associations. The phrases used by the children such as "muscle," "do
sports," and "eat" exhibit traces of adult influences on children. This applies to such assertions as "If you
eat your food, you will be strong" or "If you are muscular, then you are strong." The phrases related to
the "father" have signs of motivations for "achievement" and "determination." In other words, the
"father" is a figure that is associated with "power." Regarding the concept of "strong," the children
didn't express any association with the mother. This implies that the domination or gender relations
have penetrated into the world of children as well. In the context of cleaning, children tend to make
sense of living by making observations from adults. It is interesting to note that the children placed
greater emphasis on taking a bath than on washing hands or the water itself in connection with the
associations of cleaning. The children hear these reminders frequently and image as the reality itself.
The matching between colors and basic concepts and gender differences are given in Table 1.

Table 1.

Personal Characteristics of Teachers.

Colors Kolmogorov-Smirnov Z Statistics P value
Bitter_color .83 .50
Sweet_color .92 .37
Hot_color .49 .97
Cold_color .74 .65
Fast_color .54 .93
Dirty_color 44 .99
Clean_color .92 .37
Scary_color .84 .48
Dangerous_color .67 .76
Boring_color .64 .81
Beautiful_color 1.47 .03
Amusing_color 1.22 .10
Strong_color .79 .56
Funny_color .82 .51
p< .05

In the signification of colors, Kolmogorov-Smirnov test produced a gender-based difference only
regarding the concept "beautiful." No gender-based difference was found in connection with other
concepts. These findings suggest that gender is not a distinctive factor in color preferences related to
certain basic concepts in preschool children.

Discussion, Conclusion and Implications

This study with an interdisciplinary approach indicates that color is a multi-layered phenomenon.
Colors are among food for children's receptive minds and children make sense of them through social
learning. Images are kept outside the self-consciousness part of the adult mind, but they are part of that
very part in the children's perceptive mind. Children use their own mental muscles and, to this end, use
whatever they find in their surroundings.
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Children tend to treat colors as an integral part of objects and it is hard for them to regard colors
independently of the objects they observe (Vernon, 1971). It is believed that smaller children are
affected by visual cues and they rely on perceptible dominant characteristics like color and size to
categorize products and brands (John & Lakshmi-Ratan, 1992; Leon, Couronne, Marcuz, & Koster, 1999;
Macklin, 1996; Zaltman, 1997). The fact that, depending on their age and development level, children
are unable to distinguish between an object and its color is an opportunity for our study. As identifying
the sources of learning constitutes one of our study's basic goals, this will help us monitor how these
children learn by making associations between colors and objects. In Zentner's study (2001), the order
of preference for colors for the children aged three and four years was red, pink, dark blue, yellow,
bright green, bright blue, dark green, brown and black. No gender-based difference was found in these
preferences. Our study also looks for gender-based differences in color preferences.

Boyatzis and Varghese (1994) examined children's emotional association with colors and interviewed
60 children aged between five and six and half years about their favorite colors and what they feel about
each color. There were gender differences in making sense of brightness and darkness effects and
colors. In our study; it was found that gender was not distinctive in the color preferences of some basic
concepts in pre-school age children.

Marshall et al. (2006) interviewed preschool children about their favorite colors in the packaging
with the purpose of identifying the role of the packaging color in product selection in three product
categories (cereals, biscuits and drinks) based on age and gender. Their favorite colors turned out to be
pink, purple and yellow. There was high correlation between favorite colors and production selection.
Our research is not limited to the relationship between color and food. Indeed, curiosity solely about the
effects of colors on food preferences is not enough. This study is designed with a multi-tier (color-
concept interaction) and a holistic (identifying sources of learning, interdisciplinary approach)
perspective.

Mohebbi (2013) found that children tend to like energetic, exhilarating, shiny and bright colors more
than dark, gloomy and saddening colors. Colors are visual reinforcement components with a critical
significance in the enrichment of the learning processes, in this research. It is striking that the children
had very similar color preferences for the concepts "beautiful" and "amusing," and we can say that the
children had a color spectrum that started with bright colors and ended with neutral colors for these
two positive concepts. In this context, it can be argued that the colors like pink, purple, yellow, blue, and
orange can be used in the messages which are intended for beautiful and amusing associations, and
they should not be preferred for the "dangerous" or "fast" messages.

Warm colors and cool colors were strongly associated with the concepts "hot" and "cold,"
respectively, and this conceptually signifies parallelism with the color information literature.

It should be noted that associations cannot be linked only with a single color. A specific color was
chosen strongly in connection with certain concepts while certain secondary and tertiary color
preferences appeared to be more salient compared to other colors. In designs that seek to create
associations regarding these concepts, the use of two and three colors in combination rather than one
color may strengthen the perceptions of these concepts. For instance, while blue is chosen for the
concept "cold," white and ultramarine have stronger effects than other colors. If these three colors are
used in combination in the designs which seek to create the perception of cold, this will enhance the
message. Certain positive concepts may unite to support a stronger positive concept at a higher layer.
For instance, the concepts "sweet, amusing, clean and beautiful" and the bright colors which are
associated with them will bring about happiness. Otherwise, negative emotions may emerge. A strong
correlation was identified between black and negative emotions. Therefore, it should be taken into
consideration that black will limit children's imagination and reduce the sense of happiness. In designing
messages, black may be used to describe the cases which make children unhappy, but when the
experience of unhappiness ceases to exist, it should be removed from the message in order to improve
its effectiveness. Basically, cool colors tend to have a negative impact on perception.
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The fact that the four colors which were perceived as "boring" (or not amusing) were associated also
with other negative concepts --"dirty," "scary," and "dangerous"-- implies that these colors are
associated by the children with negative concepts. Color preferences for the opposite concepts such as
hot-cold or bitter-sweet, or clean-dirty have an internal consistency like the contrast between the
concepts.

It is striking that the children had very similar color preferences for the concepts "beautiful" and
"amusing." A color spectrum was observed in the children for these two concepts. These colors were
pink, purple and yellow from the strong to the weak.

The consistent relations that emerge in children's color-concept associations have direct tips that can
be used in visual communication design:

e It was observed that the children's color preferences regarding the concept "boring" didn't produce
any strong relationship with any color, but four colors were associated with the concept "boring" with
an equal distribution. These four colors which we may describe as neutral colors --namely, black,
white, gray and brown-- were the least preferred colors with an equal distribution as regards the
concept "amusing," which is the opposite of the concept "boring." This relationship suggests that
children do not consider black, brown, gray and white as "amusing." For instance, if its walls are
painted blue, the classroom may be perceived as cold by children. Likewise, the covers of children's
books shouldn't have the colors that are associated with the concept "boring."

e The fact that the four colors which were perceived as "boring" (or not amusing) were associated also
with other negative concepts --"dirty," "scary," and "dangerous"-- implies that these colors are
associated by the children with negative concepts. For instance, when the colors that are associated
with "dangerous" are used, other negative emotions like "dirty" and "scary" may be expressed
simultaneously.

Implications

e Senses are active in the process of making sense of colors. Blue, pink, white and similar colors which
create positive feelings in children and which do not give them a sense of spatial or motional
restriction may be preferred in learning spaces (actually, every environment can be regarded as
learning space) to boost the children's motivation for experiencing, discovering and imagining, and
increase the efficiency of learning. As seen in the associations of danger, if learning spaces contain
colors which are associated with danger, they may turn into a barricade warning. For instance, if walls
of learning spaces are painted white, this will eliminate boundaries and support mobility and
creativity. These suggestions are not restricted to the color use in learning spaces, but they can be
considered as recommendations for urban architecture as well

A teaching method shouldn't be designed to ensure that children stand still without moving.
Stagnation and repeated stagnation or mobility that gives the impression of stagnation due to
repetition will make the content of learning, and, in a broader sense, the education itself boring. If the
colors which are perceived as boring such as black, brown and gray are not used in the spaces or
materials that are intended for children, this may decrease the sense of tedium.

In this study, the learned concepts which are not authentic like "ghosts" or "monsters" appeared as
symbols for scary things in the children's answers. This means that the sense of uncertainty is one of
the components of the imagination of scary in children. To say, "I will give you a scary punishment;
ghosts will come," is hardly pedagogical. The remote feelings which children cannot imagine in their
experiential universe are associated with cool colors. For this reason, adults who are capable to
adopting positive perspectives on matters at all times can teach their children how to think positively.

What colors should be used in the color identity of any brand? What colors should not be used? The
findings of this study suggests that red is bitter, hot and funny and it is not dirty, strong or scary. Black
is dirty, scary and boring; it is not funny, amusing, beautiful or clean. Pink is beautiful and amusing; it is
not fast or boring. Purple is strong; it is not warm, cold or dangerous. Brown is dirty and boring; it is
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not clean, amusing or beautiful. Yellow is sweet; it is not cold or boring. Blue is cold; it is not scary.
Gray is fast and dangerous. Beautiful is the mother; strong is the man/the father; scary is unknown;
amusing is motion; bitter is what they taste; cold is what they touch; boring is static. The findings of
this study can be of use for branding. For instance, a brand that promises amusement may boost its
perception in the market through effective use of concepts and colors. If we want to keep our children
away from certain objects in everyday life, we may chose colors they find boring. Further research may
be conducted to study the relationship between multi-layered concepts and colors.

Essentially, in this study:

Linguistic differences were observed in children's associations regarding colors. Some associations
are related to nouns while others are linked with adjectives. Others are directly connected to verbs in a
dominant manner. In this case, a color can be interpreted as an independent phenomenon with an
independent sensation rather than something that adds qualification to a phenomenon.

The quality of the content in the media productions that globalize popular culture products should
be improved. The effects of the mass media in formation of connotations about negative phenomena
are openly visible.

Children tend to think intuitively rather than logically. The ecological effects on children, suggestions,
adult discourses, other learning effects and cultural and religious belonging of adults are reflected in the
associations. Metaphorically speaking, children act like sponges in making sense of the world. Colors
constitute one of the phenomena of this multilayered world which they try to understand.

An adult who reads this article with a pedagogical approach should remember that children know or
perceive this world via adults (Saxe, Guberman & Gearhart, 1987). Every child is a unique subject. Every
child can develop unique relationship with any color.
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Tiirkge Siiriim

Girig

Bu arastirmanin akademik kapsami, renklerin ve bazi kavramlarin 6grenme-sosyalizasyon siirecinde
nasil edinildigini ve igsellestirildigini; tliketim, kiltir endustrileri, diger bos zaman etkenleri gibi
(toplumsal-kiltiirel, hegemonik) tali sosyalizasyon sireglerinin renklerin ve bazi kavramlarin
anlamlandiriimasina nasil dahil oldugunu anlamaya calismaktir. Renklerin nasil 6grenildigine ve
kavramlarla iligskisine bakmak, timevarimsal bakis agisinda sosyal 6grenme sirecinin anlagiimasi igin
ufuk agici olacaktir. Bir bireyin sosyal diinya iginde kendi varli§ini digsallastirmasi, ayni anda bu diinyayi
nesnel bir gergeklik olarak igsellestirmesidir. Yani “toplum iginde olmak”, toplumun diyalektigine
katilmak anlamina gelir ve kisinin hem kendisini anlamasini hem de yasadigi diinyayi anlamli bir sosyal
gerceklik olarak kavramasini icerir. Bu ¢alismada, renkler de bu etkilesimli anlam dretim siirecinin bir
unsuru olarak incelenecektir. Odaklandigimiz bireyin asli sosyalizasyon olarak adlandirilan yani bireyin
cocukluk doneminde basindan gecenler onu toplumun bir Gyesi haline getirmeye yarayan slireg ve tali
sosyalizasyon olarak adlandirilan yani zaten sosyallesmis bir bireyi, toplumun yeni kisimlarina sokan
sonraki slireglerde (Berger & Luckmann, 2008:79) renk olgusunun yeri nedir anlamaya ¢alisilacaktir.
Renkler, kavramsal cagrisimlara eklemlendiginde, her iki sosyal 6grenme sirecinde de izlenebilir-
anlamlandirilabilir hale gelecektir.

Renk, varliklar icin ontolojik bir niteliktir. Tum varliklar, renk adi verilen 6zel bir nitelikten olusur ve
hep birlikte “renkli” bir diinya yaratirlar. Renk, nesneleri birbirlerinden ayirt edilmesini kolaylastirma gibi
ylzeysel bir islevsellikten o6te, girift bir duyu kapasitesidir ve kromatik uyaranlara belirginlik ve anlam
atfetmek igin kullanilmaktadir. Bunun gostergelerinden biri insanin yalnizca 6zel renk tercihleri
sergilemekle kalmayip, ayni zamanda okul yasindan itibaren renklere duygusal 6zellikler de atfetmesidir
(Boyatzis & Varghese, 1994; Guilford & Smith, 1959; Karp & Karp, 1988; Terwogt & Hoeksma, 1995;
Valdez & Mehrabian, 1994; Whitfield & Wiltshire, 1990; Zentner, 2001). Tim 6grenme pratiklerinde,
o6grenme kapasitesinin yiksek oldugu dénem cocukluk olarak kabul edilir. Renklerin 6grenilmesi ve
renklere anlam yiklenmesi de cocukluktaki bu aktif 6grenme siirecinde izlenebilir. Rengin cocuklarin
sosyal davranislarini ve psikolojik tutumlarini etkilemesi, cocuklarin renklere reaksiyon gosterme
mekanizmalari nedeniyle psikolojide, egitimde, pazarlama iletisiminde dikkate alinmak durumundadir.
Ornegin, egitim mekanlarinin-materyallerinin-etkinliklerinin tasariminda rengin etkin kullanimi ézel bir
onem tasir. Rengin kendine 6zgl bir dili vardir ve gorsel iletisimde bir dil olarak kabul edilir. Her renk,
kendi etkinligine ve 6zelligine bagh olarak, kisinin psikolojisini bir sekilde etkileyecek ve sonug olarak
psiko-sosyal tepkilere-etkilere neden olacaktir.

Ozetle, drneklemi cocuklar ile sinirlandirilmis renk-cagrisim arastirmalarinin sonuglarindan, gérsel
iletisim tasariminda ve tiliketici grubu cocuklar olan markalamada yararlanilabilir. Egitimde 6grenme
stratejilerinin olusturulmasinda, egitim mekanlarinin tasariminda, 6grenme etkinligi planlanmasinda,
yardimci egitim materyali gelistiriimesinde, her tirli anlama-6grenme pratiginin verimliligini
iyilestirmede yararlanabilir. Kisaca egitimde 6grenmeyi kolaylastirabilir. Clinkii, cocuklarin olumlu cevap
verdikleri renkler kullanilarak sunulan bilgileri hatirlamalari ve geri ¢agirabilmeleri daha olasidir. Ayrica
yetiskin, medya-gocuk etkilesiminin yorumlanmasinda ve tiketim kiltirinin analiz edilmesinde,
elestirilmesinde de islevsel olarak kullanilabilir. Bizim ¢alismamizin disiince alanina 6zgiin katkisi,
cocuklarin renk tasavvurunun anlasilmasini saglayacak sekilde renklerin 6grenme kaynaklarini, imgeler
ve dilsel ifadelerde ortaya ¢ikan bulgulari mercek altina alarak renk ile kavramlarin nasil iliskilendirildigini
yorumlayan disiplinlerarasi bir bakis agisi sunmasidir. Daha 6nce ¢ocuklarin renk tercihleri lizerine
betimleyici bir¢ok c¢alisma yapilmistir. Arastirmacilar, renklerin gocuklar tzerinde 6nemli etkilerinin
varligi hususunda goriis birligi icindedir. Mevcut arastirmalar ilham vericidir. Ancak bu ¢alismalarda,
renklerin ve bazi temel kavramlarin 6grenme kaynaklari sunulmamistir. Tiiketim tercihleri ile renklerin
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iliskisi arastirilirken genellikle yiyeceklere vurgu yapilmistir. Ornegin, medya gibi giinimiiziin énemli
referans kaynaklarinin etkileri dikkate alinmamistir. Renk ile iligkili tiiketim tarzlarina odaklanmis igin
0zglin arastirma tasarimlari da sinirlidir. Mevcut arastirmalarin az sayida olmasi, bu az sayidaki
arastirmada ¢ok kiiglik orneklem gruplariyla bazen yas gruplari olusturulmadan yapilmis olmasi
actklanmaya c¢alisilan olaylarin  guvenilirlik sorununu beraberinde getirmistir. Bizim arastirma
motivasyonumuz, renk ve rengin duygusal ¢agrisimlarinin daha ileri arastirmalar gerektigidir. Clnki
onceki arastirmalarin sonuglari renk tercihi, yas, cinsiyet, uyaran malzeme ve yiyecek tird agisindan
yetersiz kaldigindan (Choungourian, 1968; Silver et al., 1988), cocuklarin renk tercihleri hakkinda ¢ok
daha 6zglin 6ngoriiler gelistirilmesi gereklidir.

Bu c¢alismanin ©6nemi, cocuklarin renk tercihlerini tespit etmekten &te, ¢ocuklarin dinyayi
anlamlandirma siirecinde rengin etkisini ve rengin 6grenme kaynaklarinin yorumlamasidir. Ozde bu
calisma; cocuklarin en ¢ok bildigi ara-ana ve notr renklerden 12’sinin; “sari, turuncu, kirmizi, mor, yesil,
mavi, lacivert, beyaz, kahverengi, siyah, gri, pembe”, 14 temel kavramin (tatli, aci, sicak, soguk, sikici,
eglenceli, hizl, glicll, temiz, kirli, tehlikeli, glizel, korkung, komik) nasil iliskilendirildigine odaklanmistir.
Bu sayede, okul oncesi donemde cocuklarda: 1. Renklerin ¢agrisimlari ve bu renklerin 6grenme
kaynaklari 2. Bazi temel kavramlarin gagrisimlari ve bu ¢agrisimlarin 6grenme kaynaklari 3. Renk-kavram
etkilesimi ve bu etkilesimlerin 6grenme kaynaklari 4. Renklerin kavramsal ¢agrisimlarinda cinsiyet
farkliliklari, betimlenmektedir ve yorumlanmaktadir. Ek olarak, arastirma bulgularindan tasarim,
markalama, egitim materyali gelistirme gibi alanlarda nasil yararlanilabilecegine iliskin somut oneriler
gelistirilmistir.

ilgili Aragtirmalar

Hine (1997), renk deneyiminin (g farkli diizeyde meydana geldigine inanmaktadir: fizyolojik, kiilturel
ve iliskisel. Fizyolojik deneyim evrenseldir ve istemsizdir. Kiltiirel deneyim zaman igerisinde kurulan
gorsel geleneklerden dogar. iliskisel deneyim ise dzellikle iiriin kategorilerinde pazarlamanin dogrudan
bir sonucu olarak, ambalajlardaki renk beklentileri ile ilgilidir. Fakat, Hine’nin ¢alismasinda bulgularinin
¢ocuklara nasil hitap ettigi acik degildir. Ancak s6z konusu olan ¢ocuklar oldugunda (vurgu bize ait),
cocuklarin zihni agik, ruhu yumusak ve savunmasizdir. Yasamlarindaki bilesenlerin tiiminin onlarin
o6grenme seklini ve ne 6grendiklerini bir sekilde etkileyecegini belirten Mohebbi (2013), gocuklarin,
enerji tastyan nese ve mutluluk verici parlak, aydinlik renkleri, karanlik ve {iziintl verici renklerden daha
fazla sevme egiliminde olduklarini tespit etmistir. Renk, 6grenme sirecini zenginlestirmede kritik bir
6nemi olan gorsel bir gliclendirme unsurudur. Rengin kaginma veya c¢ekilme davranisi gibi olumsuz bir
davranisa neden olabilecegine, performansi etkiledigine ve duyulari uyardigina inanilmaktadir (Jalil,
Yunus & Said, 2012). Rengin uyarici degeri, arastirmacilarinin ilgisini gekmistir.

Erken tarihli Burnham, Hanes, ve Bartleson’in ¢alismasi renk tercihlerine odaklanmistir (Norman &
Scott, 1952 Cite in: Birren, 1963). Cocuklarin griyi ve kahverengiyi diger temel renklerden (mor, pembe,
kirmizi, turuncu, sari, yesil, mavi, beyaz ve siyah) daha az tercih ettiklerini ortaya ¢ikaran Pitchford ve
Mullen (2005), renk tercihi, dil ve renk idrakinin gelismesi arasinda bir baglanti 6nermislerdir. Terwogt
ve Hoeksma (1995), kiicik ¢ocuklar ile ilgili arastirmalarinda renkler ve duygular arasinda bir baglanti
bulmus, kiiclik cocuklarin renk tercihlerini ifade ederken renk ve duyguyu birbirine bagladiklarini
izlemistir. Mavi, sari ve kirmizi tercih edilmis ve beyaz genel olarak tercih edilmemistir. Bu galismanin
bulgulari yorumlanirken, yedi yasin altindaki ¢ocuklarin zihinsel gelisimi henliz tamamlanmamis yani
dolayimlama, soyutlama yetersizliklerinin bulundugunu ve sinirh bilgi isledikleri ve bir uyaranin tek bir
boyutuna odaklanan “merkezleme” ozelligi ile tanimlandigi (John, 1981, 1999; Piaget, 1952)
unutulmamalidir. Bu hatirlatmayi destekler nitelikteki bazi bulgular da ¢ocuklarin segimlerinin gorsel
veya sozIU bilgilerin geri alinip alinmadigina bagl olarak degisebilecegini gbstermistir.

Okul 6ncesi donemdeki ¢ocuklarin belli bash metaforlari anlama yetenegi oldugu genel olarak kabul
edilmektedir (Gardner & Winner, 1986; Vosniadou, 1987). Ayrica, ¢cocuklarin duygulari, psikolojik olgulari
aciklayan metaforlara karsi duyarliliginin daha yiksek oldugu bulunmustur (Winner, Rosenstiel, &
Gardner, 1976). Metafor temali daha yakin dénem calismalar, okul 6ncesi dénemdeki ¢ocuklarin
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duygular ile ilgili metaforlar hakkinda bazi temel sezgisel anlayislarinin var oldugunu tespit etmistir
(Broderick, 1991; Waggoner & Palermo, 1989). Boyatzis ve Varghese’in (1994), ¢ocuklarin renkler ile
iliskili duygusal cagrisimlarini inceledigi arastirmasinda bes ile alti buguk yasindaki 60 cocuga en
sevdikleri renkler ve her bir rengin kendisine ne hissettirdigi sorulmustur. Cocuklarin % 69.00’u olumlu
(6rn; mutluluk, cosku) cevap vermistir. Cevaplar ayni zamanda belirgin renk-duygu birlikteliklerini isaret
etmistir. Parlaklik, koyuluk etkileri ve renkleri anlamlandirmada cinsiyet farkhliklari bulunmustur. Kizlar,
koyu renkleri “itici” bulmuslar, erkek c¢ocuklar ise koyu renklere iliskin olumlu c¢agrisimlarda
bulunmuslardir. Bu arastirmada dikkat gekici olan, cevaplarin neredeyse yarisinda siyah rengin olumlu
duygular ¢agristirmasidir. Siyahin olumlu gorilmesi, renkler tasavvurunda 6grenme kaynaklarinin ve
diger cevresel faktorlerin etkilerinin arastirilmasi gerektigini isaret etmektedir.

Cocuklarin renkler ile duygusal ¢agrisimlari arasindaki dogrudan iliskiye odaklanan galismalar da
bulunmaktadir. Bir arastirmada (Cimbalo, Beck & Sendziak, 1978), ikinci ve lglnci sinif 6grencilerine
hakemlerin mutlu veya tizglin olarak derecelendirdikleri resimler gdsterilmistir. Cocuklarin tercihleri,
gicli duygu-renk cagrisimlarini yansitmistir. Cocuklar, mutlu sahnelere bakarken turuncu, sari, yesil ve
mavi kullanmislar, buna karsin Gzlci sahnelere bakarken kahverengi, siyah ve kirmizi kullanma egilimi
gostermislerdir. Daha eski bir ¢alismada ise (Lawler & Lawler, 1965), okul 6ncesi ¢ocuklarin mutluluk
icerikli bir hikaye duyduktan sonra sari bir kalem ile; Uzlict igerikli bir hikdye duyduktan sonra ise
kahverengi bir kalem ile boyama yaptiklari tespit edilmistir. Ancak, daha yakin tarihli bir arastirmada
(Buckalew & Bell, 1985), dort ile alti yas arasindaki 18 gocuga mavi, yesil, kirmizi, sari, beyaz, siyah,
kahverengi giysili ancak yiz cizimleri eksik birakilmis erkek ve kadin gizimleri gosterilmistir. Ardindan,
cocuklardan her bir sekil zerine yizler gizmeleri istenmistir. Arastirmacilar ¢ocuklarin cizdikleri ylz
ifadelerini, mutlu, Gzglin veya kayitsiz olmak Uzere (¢ kategoriye ayirmis ve ¢ocuklarin spesifik duygulari
giysilerin renklerine dayandirmadiklarini bulmusglardir. Cocuklar giysisinin rengine bakilmaksizin mutlu
ylizler gizme egilimi gostermislerdir ve renklere baglanan duygularda cinsiyet farklari tespit edilmemistir.
Bu calisma bize, ¢ocuklarin mutluluk yénelimli olduklarini distndirmistir. Walsh ve arkadaslari (1990),
arastirmalarinda bes yasindaki cocuklarin genel olarak kirmizi sekeri yesil, turuncu ve sari olanlara tercih
ettiklerini bulmustur. Bu arastirmalarin ¢ogunlugunun bulgularina dayal olarak, kirmizinin kigtk
cocuklar tarafindan en c¢ok tercih edilen renk oldugu kabul edilmektedir. Fakat bu arastirmalarda,
cocuklarin her bir renk icin tercih Gstinltglu acik bir sekilde gosterilmemistir. Esyalar ve Griinler ile
iliskilendirilmemis genel renk tercihlerine bakildiginda kirmizi ve sari iki yasin altinda en tutarh ilgiyi
cekmektedir (Staples, 1932). Kirmizi, iki ile dort yas arasindaki ¢ocuklar icin gézde renktir ve kirmiziyi
yesil ve ardindan mavi izlemektedir (Sharpe, 1980). Choungourian (1968) kirmizinin bes yasindaki
cocuklar icin en ¢ok tercih edilen ve yesilin en az tercih edilen renk oldugunu bulmustur. Katz ve Breed
(1922), cocuklar biyidikce tercihlerinin maviye kaydigini belirlemistir. Cocuklar buyldikce renk
tercihleri degismektedir. Sari begenisi azalmakta veya tamamen yok olmaktadir. Olgunlasma ile uzun
dalga boyu (kirmizi, turuncu, sari) yerine daha kisa dalga boyu (mavi, yesil) lehine bir tercih ortaya
cikmaktadir. Bazi ¢ok kiltlrli calismalar, renk tercihleri konusunda carpici benzerlikler bulmustur
(Birren, 1978; Garth, 1931), bazilari ise belirgin ulusal belirleyicilikleri savunmaktadir ve evrensel bir renk
tercihi fikrini sorgulamaktadir (Choungourian, 1968).

Tiketim tercihi- renk iliskisi arastirmalari daha ¢ok yiyecek tercihleri izerine yapilmistir ve yiyecek
seciminde renk 6nemli bir unsur olarak kabul edilmistir. Renkler siklikla tatlara iliskin beklentileri
yansitmaktadir (Hutchings, 2003; Lavin & Lawless, 1998; Leon, Couronne, Marcuz & Koster, 1999; Walsh,
Toma, Tuveson & Sondhi, 1990). Lowenberg (1934), yiyecekte rengin yiyecegin istah cekiciligi ile
baglantili oldugu ve okul 6ncesi ¢cocuklarin sariyi ve turuncuyu tercih ettigini fark etmistir. Birren (1956)
kirmizi, turuncu ve agik yesilin genel olarak en ¢ok tercih edilen yiyecek renkleri oldugunu tespit etmistir.
Walker, Hill ve Millman (1973), meyveler ile baglantili renklerin kuvvetli bir sekilde hos tat beklentileri ile
baglantili oldugunu ve sebzelerde acik ile orta derecede yesilin koyu yesilden daha ok tercih edildigini
fark etmislerdir. Tourila-Ollikainen (1982), rengin tat ile iliskili oldugu zaman daha olumlu bir etkisi
oldugunu tespit etmis ve Hyman (1983) etkilesim icin yeterli tat bulundugunda algiy1 en fazla rengin
etkiledigini belirlemistir. Géruldigu Gzere (vurgu bize ait), yiyecek secimi sayisiz etkiler yansitir (Booth,
1981; Christensen, 1985; Schutz & Wahl, 1981). insanlar renk, doku, tat, sekil, sicaklik, gdriiniim ve koku
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gibi duyusal 6zelliklere dayali olarak yiyecekler arasindan ayrim yaparlar (Moskowitz, 1978). Marshall vd.
(2006) yaptigi bir arastirmada, okul oncesi ¢ocuklarda, yas ve cinsiyet esasinda, Ug Uriin kategorisinde
(kahvaltihk gevrekler, bisklviler ve igecekler) trin segiminde ambalaj renginin roliiniin tespit edilmesi
icin gocuklara ambalajlardaki en begenilen renkler sorulmustur. Bu renklerin; pembe, mor ve sari oldugu
ortaya ¢ikmistir. Begenilen renk ile Uriin se¢imi yiksek bir korelasyon gostermistir. Ambalajlarda arka
plan rengi, renklerin birlikte kullanimi, marka-renk 6zdeslesmesi ve diger renge dayal bilesenlerin
timunun Grin tercihleri Gzerindeki potansiyel etkilerinin kategorize edilmesine ihtiyag vardir. Clinkd, bir
markalama siirecinde bu etkenler stratejik 6nemdedir.

Yoéntem
Arastirma Modeli

Bu arastirma, var olan durumu belirlemeye yonelik oldugundan betimsel tarama modelindedir.
Betimsel tarama modelinde, arastirmaya konu olan birey ya da nesne, herhangi bir sekilde degistirme,
etkileme cabasi gosteriimeden, kendi kosullari icinde ve var olan durum oldugu gibi belirtilerek
betimleme yapilmaktadir (Karasar, 2009). Bu arastirma, nicel ve nitel analiz teknikleri barindiran
disiplinlerarasi bir yaklasim ile tasarlanmis bir baslangi¢ incelemesidir. Arastirmanin nicel veri toplama
araci, kapal ve agik uglu sorular iceren anket teknigi; nitel veri toplama araci olarak ise gériisme teknigi
kullanilmistir. Patton’a (1987) goére, goriismenin amaci, bir bireyin i¢ dlinyasina girmek ve onun
perspektifini anlamaktir. Gorlisme yoluyla deneyimler, tutumlar, dislinceler, niyetler, yorumlar ve
zihinsel algilar ve tepkiler gibi gézlenemeyeni anlamaya c¢alisilir (Cite in: Yildirrm & Simsek, 2004: 106).
Cocuklarin gorisme siirecinde glindelik etkilerden siyrilmalarinin ve ice donmelerinin saglanmasi ve
hayal glicliniin serbest islemesi icin bir arastirmanin cevap aradigi konular bir cocuk 6ykisi ile insa
edilmis ve katilimcilarin dogal (spontan) davranabilmeleri icin tiim gérismeler 6nceden arastirma
hakkinda egitim verilen sinif 6gretmeleri tarafindan yapilmistir. Agik uglu sorular ile ¢ocuklarin
yorumlarini iceren nitel veriler elde edilmis, bu veriler igerik analiz teknigiyle ¢dzimlenmistir. Bu
arastirmada, hedef gruptaki cocuklarin herhangi bir bilindik marka hakkinda veya {riin kategorisi
hakkinda begenisini ortaya gikartabilecek dogrudan sorular sorulmamistir. Bunun yerine, marka kimligi
insa edilirken basvurulan bazi temel kavramlara iliskin ¢agrisimlari incelenmistir. Ozde imgelemlerin,
renkler ve bazi temel kavramlar ile iliskisi aranmistir. Clinki, zihin imge ile ¢alismaktadir. Dil, deger
sistemleri, 6grenme kaynaklari etkiler altinda imgeleri kodlamaktadir; gercekligin insasi dile-séyleme
yansimaktadir.

Calisma Grubu

Arastirmanin ¢alisma grubu, amacgh o6rnekleme yoéntemlerinden uygun ornekleme yontemiyle
secilmistir. Arastirmanin g¢alisma grubunu, Ankara’da bir 6zel egitim kurumunda 6grenim gérmekte olan
60-72 ayhk 107 kiz, 97 erkek olmak lzere toplam 204 ¢ocuk olusturmaktadir. Bu makalede, 60-72 aylik
cocuklar calisma grubu olarak secilmistir, ¢linkl bu yas grubundaki cocuklar hem formal hem de informal
egitim almis durumdadir. Duygularini anlatmalarini saglayacak kelime dagarcigina ve dilbilgisine sahiptir.
Ayrica, bu cocuklar sevdikleri ve sevmedikleri seyleri rahatlikla ifade edebilir ve istekleri ve planlari
hakkinda konusabilirler. Duygularini anlatabilecek dil bilgisi ve kelime hazinesine sahiptirler.

Veri Toplama Araglari

Arastirma cergevesinde, renklerin okul éncesi donem cocuklarindaki kavramsal ¢agrisimlarini tespit
etmek amaciyla iki kademeli bir veri toplama araci gelistirilmistir. Veri toplama araci gelistirilirken ve
renklerle iliskisine bakilan kavramlar belirlenirken c¢ocuk gelisimi, gorsel iletisim tasarimi, iletisim
disiplinlerinden karma bir bir literatiir incelemesi yapilmistir.

Arastirmada veri toplama araci olarak gériisme formu kullanilmistir. Formun giris béliminde yer
alan kisisel bilgiler kisminda, arastirmaya katilan gcocuklarin; cinsiyet, yas ve egitim gordikleri kurum gibi
demografik 0©zelliklerin yazilacagl bolim bulunmaktadir. Veri toplama asamasinda okul Oncesi
kurumlarinda c¢alismakta olan sinif 6gretmenleri gorev almistir. Sinif 6gretmenlerine veri toplama
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yontemi ile ilgili 6n bilgi verilmistir. 60-72 aylik ¢cocuklarin derslerine giren sinif 6gretmenleri; arastirmaci
tarafindan belirlenen giin ve saatte hazir bulunmus olup, toplu olarak egitime katilmiglardir.
Ogretmenlere kurum bazinda egitim verilmistir.

Ogrencilerle yapilan goriisme siiresi 15 ile 30 dakika arasindadir. Gériismeler, gériisme siirecinde
cocuklarin birbirlerinden ve egitim konularindan etkilenmesini en aza indirgeyecek bigcimde birebir ve
sabah dersler baslamadan 6nce, cocuklarin zihni ding iken yapilmistir. Aday 6grenciler belirlenirken,
arastirmanin yapildigi dénemde duygu-durum bakimindan olumsuz kosullanmis bigcimde bulunan
(6rnegin anne-babasi bosanma siirecinde olan, bir yakinini kaybetmis bulunan vb.) gocuklar tespit
edilmis ve bunlar aragtirmaya dahil edilmemistir.

Arastirmacilar tarafindan hazirlanan goriisme formu Gzerinde ayrica glvenirlik ¢calismasi yapilmistir.
Arastirma grubunu temsil eden bir grup cocuk ile gecerlilik-gtivenirlik 6l¢ciimi yapilmis ve bu asamada
arastirma tasariminda yer verilen kavram sayisi 22’den 14’e distrtlmustir.

Gorusmeye bu yas grubu cocuklarin siklikla maruz kaldigi, alisik oldugu ve diisiincelerini serbestce
ifade edebilecekleri oyunlastirilmis bir baglam olusturtulmustur ve gocuklarin cevap kalitesini attirmaya
yonelik bir baslangic hikayesi ile baslanmistir. Dostlar Sokagi hikayesinin baslica kahramanlari rengarenk
balonlardir ve her balona bir isim verilmistir. Bu isimler, “Tath”, “Ac”, “Sicak”, “Soguk”, “Sikicl”,
“Eglenceli”, “Hizh”, “Glglu”, “Temiz”, “Kirli”, “Tehlikeli”, “Guzel”, “Korkung¢” ve “Komik”tir. “Bir giin bu
arkadaslar hep birlikte cocuk bahgesinde oynarlarken, parka renkli balonlar satan bir amca gelmis ve bu
cocuklarin her biri bir renk almis. Sence “Aci” hangi balonu segmis?” kurgusu ile baslamaktadir.

Gorusmeler iki kademeli bir uygulama ile gergeklestirilmistir. Birinci bélimde; ¢ocuklarin
hazirlanmasini, motive olmalarini ve ice-donmelerini saglayacak bir baslangic hikayesi 6gretmen
tarafindan anlatilmistir. ikinci bélimde; cocuklarin bazi temel kavramlar ile ilgili renk eslestirmesi
yapmalarini saglayacak sematik bir anket formuna veri girisi yapilmistir. Formda, ¢ocuklarin baslangi¢
hikayesi ile kendilerine yoneltilen kavramlarla ilgili tercih ettigi rengi ilgili alana isaretleyecekleri b6lim
ve bazi temel kavramlarin ¢cocuklarda ¢agrisimlarinin yazilabilecegi alan bulunmaktadir.

Arastirmada, ¢ocuklarin yasanti ile dogrudan bag kurmalarinin engellenmesi icin herhangi bir obje-
nesne ya da yiyecek kategorileri olusturulmamistir. Ciinkl, bu durumda 6rnegin ¢ocugun sevdigi bir
cikolatanin ambalaj renginin, renk tercihini dogrudan etkileme riski bulunmaktadir. Renk tercihlerine
iliskin biyolojik belirlemelerin arastiriimasi, bu ¢alismanin amaci disinda kalmaktadir.

Veri Analiz Yontemi

Arastirmada nicel verileri toplamak icin, ¢alisma grubunda yer alan 6grencilere anket uygulanmistir.
Bir veri toplama araci olan anket formu yardimi ile renklerin ve bazi temel kavramlarin ¢agrisimlarinin
nasil betimlendigi tespit edilmistir ve cagrisimlarin kaynaklari yorumlanmistir. ikincil olarak duyu
kanallarinin ¢agrisim olusturulurken nasil kullanildigina iliskin dolayl bilgiye ulagiimistir.

Arastirmanin nitel boyutunda, goriisme yontemi kullanilmistir. Bu boélimde acik uglu sorular
yardimiyla 6grencilerin gérisleri alinmis ve icerik analizi teknigi ile veriler analiz edilmistir. icerik analizi,
metinden cikarilan gecerli yorumlarin bir dizi islem sonucu ortaya konuldugu bir arastirma teknigidir. Bu
yorumlar, mesajin goéndereni, mesajin kendisi ve mesajin alicisi hakkindadir (Weber, 1989:5). Bu
arastirmada icerik siniflandiriimis, dilsel kategoriler olusturulmus ve yakin ¢evre-uzak cevre-sanal cevre
ayrimina gidilmistir. Bu cevre kategorileri cocugun dogrudan deneyimiyle edindigi yargilari, tali 6grenme
kaynaklarindan edindigi yargilardan ayirt etmek icin kullanilmistir. Kisaca 6zneler, kavramlar-olgular
arasinda tekrarlanan ve gecerli iliskiler aranmistir.

Ozel olarak cinsiyet farklliginin bazi temel kavramlara iliskin renk tercihlerine anlaml bir farklilk
gosterip gostermedigi Kolmogrov- Smirnov testi ile analiz edilmistir. Bu test, cevap veren yiginlarin ayni
dagilmdan gelip gelmedigini 6lcmektedir. Ozellikle arastirma grubundaki denek sayisi kiiciik, cevap
aranan olgularin sayisi cok (burada renklerin ve kavramlarin sayisi) oldugunda kullanilmaktadir (Razali
&Wah, 2011; Senger, 2013).
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Bulgular ve Yorum

Renkler ile bazi temel kavramlar eslestirmesi ve bazi temel kavramlarin 6grenme kaynaklari ve
bulgularin yorumlanmis halleri butiinsel olarak asagida sekillerde sunulmustur.

ACI
RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
KIRMIZI KAVRAM FREKANS OGRENME KAYNAKLARI:
SiYAH Biber_ 101 Der‘le){imlfar, o .
MAVi Aci biber 38 Yetiskin soylemleri (Diline aci biber
; Karabiber 13 siirmek)
ki Kirmiz: biber 9
KAHVERENGI Act yemek 8
MOR L
imon 5
Agizyanmasi 3 YORUM:
: Sogan 3 Biber evreni yiyecekler
| Tursu 2
BEYAZ
TURUNCU DIGER ILGING CEVAPLAR:
LACIVERT | 3, Ucak, Vurmak, Alev, Ispanak, Mikrop,
Naneli bir sey, Sandalye

Sekil 1. Kavram-renk ¢agrisimi “Aci”.

“Aci”, kirmizi ile glgli bir baga sahiptir. Renk cagrisimi keskindir. Siyah ile gl¢li bicimde
iliskilendirilmis olmasi dikkat cekicidir. Aci, baskin olarak tat duyusu ile ilgilidir. Cagrisimlar duyusal,
deneyimsel ve yasantisal kaynaklara dayanmaktadir. Aci kavraminin nesne ile iliskilendirilmis dilsel
ifadeleri bulunmaktadir. Bize gore, cocugu tizen bir deneyim, aci ¢agrisiminin insa edilmesinde 6nemli bir
etkendir.

RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
KAVRAM FREKANS OGRENME KAYNAKLARI:

Pasta 39 Deneyimler

' FM AVi g:lr(l:tli tath ;2

KTWZ" Yemek 17
sl 1 Meyve 14 YORUM:

MOR Gikolata 10 Suni gidalar, beslenme

BEYA.Z Dondurma 9 aliskanliklan
VESIL Siitlii tatl 8

KAHVERENGI

SIYAH DIGER ILGING CEVAPLAR:
Meyveler: “Cilek, muz, elma, armut,
bogiirtlen, dut”

Hayvanlar: “Kedi ve koyun”

LACIVERT

Sekil
2. Kavram-renk cagrisimi “Tatl”.

“Tath”, sari ile iliskilidir. Tat duyusu kaynakhdir. Ancak tatlinin “sevimlilik” ile birlikte tasavvur edildigi
gorulmuistur. Tatlinin sari ile iliskilendirilmesi degerlendirilirken, arastirmanin yapildigi Tirkiye’de hamur
tathlarinin sik tiiketildigi ve bu tathlarin “sariya ¢alan” bir renge sahip oldugu unutulmamalidir. Ayrica,
sari sacli cocuklarin gizgi filmlerde sevimli olarak nitelendirilmeleri de tatli-sari iliskilendirmesinde etkili
olabilir.
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SICAK

RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
KIRMIZI KAVRAM FREKANS (OGRENME KAYNAKLARI:
Gay 55 Deneyimler
Giines 34
CAHVERENG i %
Yemek 21
SIYA.H Corba 16 YORUM:
Su 12 Yiyeceklerle ilgili bir evren.
Yangin/yanmak 8
Kalorifer/petek 5
PEMBE Firin/ocak 5
MAVi
LACIVERT DIGER ILGING CEVAPLAR:
MOR Kahve (4), Lav (2), Tren, Terlemek,
Cakmak, Sicak hava, Biber gazi, Elektrik

Sekil 3. Kavram-renk ¢agrisimi “Sicak”.

“Sicak”, kirmizi ve sari renk ile iligskilendirilmistir. Bu kavramin gagrisimlarinda deneyimlerin ve
uyaricilarin etkileri goérilmustir. Sosyal 6grenme, model alma ve dolayli tecriibenin (nasihatler, ikazlar
vb.) etkileri izlenmistir. Bu bulgu, bize “Ekolojik Sistemler Kurami”nda vurgulanan ¢ocugun mikrosistem
olarak adlandirilan yakin sosyal cevresinden (ailesinden, 6gretmeninden vb.) hem etkilendigi hem de
onlari etkiledigini hatirlatmistir. Buradan hareketle ¢ocuklarin ¢agrisimlarini cevrelerindeki renkli ve sicak
yivecekler iizerinden yapilandirdiklari diisiiniilebilir. Ornegin; kirmiziya galan bir renk veren siyah sicak
cay veya sari renkli bir bitki cayini siklikla gézlemliyor olduklarini bize disiindirmistiir. Ayrica, bu
cagrisimda dokunma duyusundan gelen duyumsama da dikkat gekicidir.

RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
MAVi KAVRAM FREKANS OGRENME KAYNAKLARI:
szl Buz 93 Deneyimler
: Soguk su 24
_LAFIVERT Kar 18
TR r{cu Dondurma 18
aRl ”; Soguk hava 8 YORUM:
VEsiL I, Riizgar 7 Yiyeceklerle ilgili bir evren.
KIRMiZI |, Buzdolabi 6
KAHVERENGI | 3, Usiimek/Donmak 5
PEMBE [l 3 Kis 3
SIYAH @ 4 Havuz 3
4
MOR 3:“ DIGER ILGING CEVAPLAR:
Araba (3), Kutup (2), Yagmur (2), Siit (2),
Peynir, Zombi, Oyun, Deniz, Demir

Sekil 4. Kavram-renk ¢agrisimi “Soguk”.

“Soguk”, birincil olarak mavi ile ikincil olarak beyaz ile iliskilendirilmistir. Arastirmanin en giicli renk
cagrisimi, soguk-mavi iliskisinde ortaya c¢ikmistir. Bu c¢agrisim, deneyimseldir ve dokunma duyusu
kaynaklidir. Ancak, deneyim kaynaklarinin, sicaktan ve acidan farkli olarak ¢oklu oldugu gorilmustar.
Dogrudan medya etkisi izlenmemistir. Bulgularimiz, ¢ocuklarin algilama derinligi agisindan tasavvur
etmekte zorlandiklari evreni, beyaz ile iliskilendirmekte olduklarini disindirmektedir.
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RENK CAGRISIMLARI

LACIVERT
KIRMIZI
MAVi
YESIL A
BEYAZ 1S
SIYAH U
MOR

KAHVERENGI

ANALIZ

OGRENME KAYNAKLARI:
Deneyimler, Medya

YORUM:
Tali Sosyalizasyon

KAVRAMSAL CAGRISIMLAR
KAVRAM FREKANS
Kosmak 63

Araba 34

Yans arabasi 24
Yans/yansmak 9
Motorsiklet/Motor 8

Gita 6

Bisiklete binmek 5

Ates 3

Jet 4

DIGER iLGING CEVAPLAR:

Simsek (3), Ceylan (2), Ucak (2), Elektrik,
Enerji, Ferrari, Lamborgini, Mevlana,
Nefes, Tren, Arkadas, Ayakkabi

Sekil 5. Kavram-renk ¢agrisimi “Hizl”.

“Hizli”, rengi olmayan daha dogrusu rengi konusunda cocuklarin fikir birligi edemedigi bir kavram
olarak adlandirilabilir. Soguk ve sicak renklerin, genis bir yelpazede, hizlinin rengi olarak secildigi
gorilmistir. Cocuklarda hizlinin renk ¢agrisimi notr oldugu séylenebilir. Hizli ¢agrisimlari eylemseldir.
Cinka fiil ile ifade edilmistir. Ancak zayiftir, gézleme dayalidir ve medya etkileri glicli sekilde
gozlenmektedir.

KIRLI

RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
SivAH KAVRAM FREKANS OGRENME KAYNAKLARI:
KAHVERENGI Camur o 36 Yetiskin soylemleri
YESIL Kiyafet/giysi 23
? Banyo yapmamak 16

Pis 12
Mikrop 12 YORUM:

B:AYAAVZI ?5/ kotii koku 1] Dogadan yabancilasma, aidiyet,

: ! Bgrenme etkisi

LACIVERT op kutusu 7 :
El yikamamak 3
MOR DIGER ILGING CEVAPLAR:
e Yere bir sey dokiilmesi (Seker, Siit) 3, Pasakli (2), Kotii olmak, Araba lastigi, Kagit,
KIRMIZI | 5 Annemin camasir ve bulasiklar yikamamasi, Parkta oynamak, Tuvalet, Seytan,

Tirnaklarini kesmeyen cocuk.

Sekil 6. Kavram-renk ¢agrisimi “Kirli”.

“Kirli”, siyah ile glglu sekilde iliskilidir. Kahverengi ile iliskilidir. Kirli, duyusal olarak koku ile ilgilidir.
Giysiler ve beden kirli ¢agrisiminin mikro evrenidir. Tat algisinin koku ile gugli bir iligkisi oldugu
bilinmektedir. Bizim ¢alismamizda kirlinin, aci ve tatli cagrisimlari ile ilgisi dikkat cekmektedir. Nesne ve
eylem yapilari, kirli tasavvurunu sekillendirmektedir. Ozellikle camurun kirli addedilmesi, ¢cocuklarin ve
o6grenme kaynaklarindaki yakin insani ¢evrede dogadan yabancilasmayi géstermektedir. Bu kavramin
tasavvurunda, gorsel unsurlarin da dislnsel siirece katildigr goérilmustir. Siyah, ana kategori olarak
kirlinin, 6rnegin “kirli bir elbisenin” rengi olarak bir nitelemeye renk vermistir. Yetiskin soylemleri ve
ogrenme etkileri, bu ¢agrisimin 6grenme kaynaklaridir. Kirlinin temize gore daha gigli bir ¢agrisimi
vardir.
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Yildiz, Kalp, Deniz, Deterjan, Giil, Melek,
Havlu

TEMIzZ
RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
BEYAZ |53 KAVRAM FREKANS OGRENME KAYNAKLARI:
: Banyo/banyo yapmak 50 Yetiskin soylemleri, Deneyimler
MAVi Ev temiz tutmak 18
YESIL El/yiiz ylkamak 13
Kiyafetin temiz olmasi 11
Sabun, kopiik 8 YORUM:
‘ Su 7 Tiiketim kiiltiirii
Giizel 5
KIRMIZI Pinl pinl 5
MOR Giizel kokmak 5
LACIVERT Saglikl 3
SIYAH
KAHVERENGI DIGER ILGING CEVAPLAR:

Sekil 7. Kavram-renk ¢agrisimi “Temiz”.

“Temiz”, beyaz ile gugli bigimde iliskilidir. Kirlinin, siyah ile iligkisi ile tutarli bir karsithk
barindirmaktadir. Cagrisimlara bakildiginda, eylemin olumlu hali beyaz iken, eylemsizlik durumu siyah
olmustur. Temiz eylemseldir, koku ve gorme ile ilgilidir. Temiz belki de temizleme eylemleri (elleri
yikamak, disleri fircalamak gibi) nedeniyle hareket barindirmaktadir ve tasavvurunda kdltirel etkiler,
ekolojik izler dikkat gekmektedir.

KORKUNC

RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
KAVRAM FREKANS | GGRENME KAYNAKLARI:
SIYAH 33 Hayalet 45 Medya
LACIVERT Canavar 39 :
Karanlik 19
Korkmak 8
KAHVERENGI Beii 6
BEYAZ Ejderha 5 YORUM:
Kabus 4 Tali sosyalizasyon, kitle iletisim
Korku filmi 4
YES". Cadi 4
MOR DIGER ILGING CEVAPLAR:
Arkadan bagirarak korkutmak (3), Maske (2), Yiikseklik (2), Zombi (2),
KIRMIZI Bataklik, Golge, Hirsiz, Yumruk, Vurmak, Tiinel, Vampir, Simsek , Magara, Titremek
MAVi HAYVANLARLA ILGILi CEVAPLAR:
Aslan (8), Kopek (4), Dinazor (4), Oriimcek (4), Yilan (2), Ayi (2), Kaplan (2), Boga,
Kopekbaligi, Yarasa, Kurt

Sekil 8. Kavram-renk cagrisimi “Korkung”.

“Korkung”, siyah ile iliskilendirilmistir. Korkung, soguk renkler ile ilgilidir. ifadelerde bilinmezligin
korkutucu bulundugu-algilandigi gérilmustiir. Korkung, gicli sekilde nesne ile ilgilidir; zayif sekilde
eylemsel bir seydir. Korkunun tasavvurunu, yapilandiriimis ¢agrisimlar Gretmistir. iletisim disiplininden
bir kavram ile metaforik olarak ifade edilirse korkung, yetiskinler tarafindan hipotetik bir igne ile
cocuklara 6gretilmektedir. Korkung, ¢cocugun hayal diinyasini, barindirdigi belirsizlik ile kaplamaktadir,
onu bogmaktadir. Ayrica, medyada oOzellikle ¢izgi filmlerde duyulan korkung bir sey, adeta tasavvur
edilemeyecek kadar korkunc bir sey olarak gorilmektedir.
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RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
KAVRAM FREKANS KAVRAM FREKANS | 6RENME KAYNAKLARL:
Dismek 15 Araba kazasi 4 o L ;
SIYAH Ugurum 9 Camdan dismek 3 Ezlrt]glfrftlékln Soylenierl,
BEYAZ Ates 8 Hirsiz 3
KIRMIZI Aslan 7 Silah 3
LACIVERT ?aplzn g gwak' ; S
KAHVERENGI uza ayalet e ) .
YESiL Yikseklik 5 Bisikletten diismek 3 Z::'j:'" stfiemeinden binsaabi;
MAVi Yilan 4 Ucak 2 '
Igne 5 Merdiven 2
DIGER iLGING CEVAPLAR: Vurmak (3), Anne-babadan aynimak (3), Yalniz kalmak (3), Kaybolmak,
Ailemden izinsiz disari ¢kmak, Ogretmenin séziinii dinlememek, Deprem (2), Cakmakla oynamak
MOR (2), Pil, Polisler, Savas, Sicak cay, Elektrik kablosu ile oynamak, Bataklik, Ormanda gezmek, Tamir
aletleri, Zararli seyler
HAYVANLARLA ILGILi CEVAPLAR: Aslan, kaplan, yilan, leopar, dinozor, tilki, ar, ayi, cakal, kpek, Griimcek

Sekil 9. Kavram-renk ¢agrisimi “Tehlikeli”.

“Tehlikeli”, gri ile iliskilidir. Soguk renkler ile ilgilidir ancak dagilima bakildiginda renk ile iliskisi notr
derecesindedir. Yani, hicbir renk tehlikeliye ait degildir. Tehlikeli, genis bir ¢agrisim evreninin, kalip
yargilarin, yetiskin telkinlerinin ve dogrudan deneyimlerin harmanlanmasi ile insa edilmektedir. Dikkat
cekici olan sey, korkung ve tehlikeli kavramlarinin gocuklarin hayal guci ile ilgili kavramlar barindirmiyor
olmasidir. Cocuklarin zihni, bu iki kavrama iliskin olarak baski altindadir. Korkulmasi gereken seyleri,
¢ocuklara yetiskinler olarak farkli roller ile (anne yada senarist) ancak ittifak halinde 6gretiyoruz.

SIKICI

LACIVERT
VESiL

Ders/faaliyet yapmak 6

DIGER ILGING CEVAPLAR:

Parka gidememek (2), kiismek, aci, cok sicak, davul, el
yikamak, meyve, sira beklemek, TV/bilgisayarsiz hayat (2),
yazin gelmesini beklemek, yiiziinii asmak, yapboz, uzun

oykiiler
HAYVANLARLA iLGiLi CEVAPLAR: Fil ve

Kaplumbaga

RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
KAVRAM FREKANS ~ KAVRAM FREKANS | OGRENME KAYNAKLARI:
SIYAH Oturmak 28 Yalnizkalmak 5 Deneyimler
KAHVERENGI Oyunoynamamak 23 Cokoynamak 5
Bos oturmak 19 Evdekalmak 4
BEYAZ TV seyretmek 9 Yanlizoynamak 4
KIRMIZI Arkadassizhk 6 Yorulmak 3 YORUM:

Yetiskin dayatmasl, hareketsizlik

Sekil 10. Kavram-renk ¢agrisimi “Sikici”.

“Sikici”, siyah renk ile dogrudan iliskilidir. Olumsuz anlam yuklenmis fiiller ile ifade edilmistir. Bize
gore cocuklar, sikici deneyimler ile aynalanmis sikici ¢agrisimlara sahiptir. Sikici nétr renkler ile ifade
edilmistir. Duraganhk ve olumsuzluk ile ilgilidir. Cocugun mesguliyetsiz ve pasif oldugu, tekrarlayan,
kenarda kalmak, dahil olamamak gibi yalniz hissettiren deneyimlerin ortaya ¢ikardigi bir his olarak ortaya
cikmaktadir. Sikicinin gagrisimlarina bakildiginda yetiskinlerin zorlama veya otorite ile ¢ocugu pasif ve
mecbur biraktiklari durumlarin ¢ocuklar icin ne kadar sikici hissedildigi ortaya cikmaktadir.
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GUZEL

RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
PEMBE 53 KAVRAM FREKANS OGRENME KAYNAKLARI:
MOR - Temiz olmak 22
Giizel kiyafetler giymek 15 YORUM:
Oyun oynamak 13 Arastirma sinirliligr. ... Egitim
BYEEY l:f Cicek n ideolojisi le lgili...
MEVi Hediye almak 6 Imaj toplumu. . .saglikli olmakle
TURUNCU Bebek 6 giizelligin iliskisi kurulamamis,
KIRMIZI Mutluluk 3 giizel gbriinmekle iliskilendirilm-
e Okula gitmek 5 i
GRI is...
MCI‘IIERT DIGER ILGING CEVAPLAR:
SIYAH Anne (4), Arkadas (4), Tath (), lyilik (4), Gilimsemek (3), Sevgi (2), Seker (2),
KAHVERENGI Gokkusagi, Gelin, Prenses, Araba, Cizgi film, Denize girmek, Misafir, Park
Hayvanlar: Kedi, kelebek, kirpi, kus, maymun, tavsan, ugur bocegi

Sekil 11. Kavram-renk cagrisimi “Glizel”.

“Glizel”, pembe ile iliskilidir ama genis bir renk spekturumu oldugu icin renk ile iliskisi notrdir. Gizel
tiim duyulari besleyen veya tim duyulardan beslenen ancak baskin olarak gorsel bir ¢cagrisimlar bilesimi
olarak karsimiza ¢ikmistir. Kisaca glizel, gdrmenin basi ¢ektigi birden fazla duyunun karisimidir. Feminen
bir seydir. Erkek gocuklarin, glizeli pembe olarak tasavvur etmeleri dikkat ¢ekicidir. Yani, erkek ¢ocuklar
icin glzellik cinsiyete iliskin bir katman barindirmaktadir. Tersinden ifade edilirse glizel bir seydir ve bu
glzel seyin rengi pembedir.

EGLENCELI

RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
PEMBE KAVRAM FREKANS OGRENME KAYNAKLARI:
MOR Oyun oynamak 69 Kiiltirel baglantilar
Parkta oynamak 22
MAVi Oyuncakla oynamak 15
; Arkadaslarla vakit gecirmek 7
TUR l;:’;li AVM'de oyunoynamak 7 YORUM:
Palyaco 6 Yietiskin baskisi
LACIVERT Lunapark 5
KIRMIZI Tatile gitmek 2
BEYAZ Saklambag oynamak 2
SlYGARI-: DIGER iLGING CEVAPLAR: Araba oynamak (2), Top oynamak (2), Cizgi film izlemek (2),

Bisiklet siirmek (2), Yagmurda 1slanmak (2), Balon (2), Dans (2), Dondurma, Sek
sek oynamak, Sirk, Tramplen, Su, Dogum giini partisi
Hayvanlar: Kuzu, Civciv

KAHVERENGI

Sekil 12. Kavram-renk ¢agrisimi “Eglenceli”.

“Eglenceli”, pembe ile iliskilidir. Tutarli bicimde sikicinin ziddidir. Komik ile yakin bir cagrisimi vardir.
Fiil ile ifade edilmistir. Eylemsel bir deneyimdir. Ev disini veya 6zgirluk hissedilen eylemleri, eglenceli
zamani ve sorumluluk alani disinda (ev-derslik gibi) gerceklesen deneyimleri ifade etmektedir. Ozgiirliik
tasavvuru ile iliskisi gorilmustir. Korkung ne kadar yetiskinlerin izlerini barindiriyor ise eglenceli bir o
kadar yetiskinlerin izlerinden siyrilmis bir ¢agrisimdir. Cocuklar bu kavrami imgelerken daha az baski
hissetmistir. Baska bir ifade ile ¢cocuklar en gli¢li bicimde bu kavramda gocuk kalmistir. Zayif bicimde ev
disi eylemler ve eylemin kendisi de eglenceli olarak adlandiriimistir. Bize gore, ¢cocuklar, karar verici ve
bagimsiz olduklari durumlarda ve bu durumlarin giktilari ile mesgul iken egleniyor.
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GUCLU

RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
KAVRAM FREKANS  KAVRAM FREKANS | GGRENME KAYNAKLARI:
Kas/kasl 3 Dev 4 Medya, yetiskin soylemleri
S Spor/spor yapmak 11 Halterkaldirma 3
v s Yemekyemek 11 Hizh 3
B Babam 10 Gireg 2 YORUM:
PEMB insan 9 Riizgar 2
SIYAH Adam 5
KAHVERENGI
YESiL DIGER ILGING CEVAPLAR:
Bos (14), Anneme yardim etme, Bayrak, Kavga etmek, Ellerim, Savas, Sert vurmak, Sinirli, Yumruk,

Giilii sirin, Yapistirici, Hirsiz, Ispanak-vitamin-sebze, Saglikli beslenme, Vatanimizi koruma, Siiper
kahraman, Robot, Kuvvetli bagirmak

SPORLALGiLI CEVAPLAR: Halter, boks, egzersiz, giires, kosu

HAYVANLARLA iLGILI CEVAPLAR: Aslan, karinca, ziirafa, goril, ayi, ceylan, cita, dinozor, kaz, kedi, kus,
kutup ayis, panter

BEYAZ
KIRMIZI

Sekil 13. Kavram-renk ¢agrisimi “Gliglii”.

“Gligli”, notrdir. Arastirmada, ayirt edici cevap alinmayan tek kavramdir. Deneyimsel degildir.
Fiziksel olarak goézlenmis bir seydir. Gigl, simdi ile ilgili bir cagrisimdir. Uzak bir zamana isaretlenmistir.
Cagrisimi zordur. Yetiskinliklerin kendisi ile ilgilidir. Gligli ¢cocuklarin arasinda degil, biyiklerin arasinda
anlam kazanmistir ve cocuklarin tasavvuruna yerlesmistir. Bizce sonug, c¢ocuklar adina sevindirici,
yetiskinler adina distnduricadir. Gicun ideolojik bir aygit ve yetiskinler dinyasinin bir kavrami oldugu
ile bir kez daha yizlesiyoruz.

RENK CAGRISIMLARI KAVRAMSAL CAGRISIMLAR ANALIZ
KIRMIZI 27 KAVRAM FREKANS  KAVRAM FREKANS | OGRENME KAYNAKLARI:
TURUNCU o Palyago 58 $aka/saka yapmak 7 Popiiler kiiltiir. ... TV tiiketimi
R MAV‘ n° Giilmek 29 Gidiklama 5
; o3 Gilldilriicil 13 Oyun/oyuncak 5 YORUM:
- ¢ Eglenceli n Maymun 3 Objeler sinirl miktarda komik ile
FEMBE Arkadaslarnim 8 Kukla 2 iliskilendirilmis
MOR s
YESIL 15 DIGER ILGING CEVAPLAR:
KAHVERENGI 14 Gobek, pembe renk, iiziilmek, ailem (babam, ablam, teyzem), tiyatro, fikralar, yiizler
14 HAYVANLARLA iLGiLi CEvAPLAR: Maymun, kedi, kdpek, tavsan
BEYAZ 1:‘;; 1LGING BRNEKLER: “Adam kovaya diismiis’, “Tavsanin kendi kapisint kendinin agmasi’, “Cilgin olmak’,
LACIVERT “Kopegimle oynamak’; “Taklit yapmak’, “Hediye olarak gelen kutunun icinin bos olmasi”
SIYAH

Sekil 14. Kavram-renk ¢agrisimi “Komik”.

“Komik”, kirmizi ile iliskilidir. Sicak bir seydir. Eglenceli, glizel ve tath olan seylerin bir yansimasidir.
Enerji tasimaktadir. “Eglenceli”nin renklerine yakin renklere sahiptir. Burada komigin ifade edilebilmesi
icin kelime dizileri kadar climleler ile de karsilasiimistir. Popiler kiltiiriin etkileri komik ¢agrisiminda
gdzlenmistir. Ornegin; palyaco geleneksel Tiirk kiiltiiriiniin bir unsuru degildir ancak cocuklar icin bilindik
bir seydir ve komiktir. Komik olanin 6grenmeyi kolaylastirdigi dolayli ortaya ¢ikmaktadir. Ayrica komik,
dogrudan ifade edilmesi zor bir kavramdir. Cocuklar komik olani ifade edebilmek igin kurgulanmis
durumlar olusturmustur.
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Cocuklarin gagrisimlarinin 6grenme kaynaklarina odaklanildiginda yetiskin séylemlerin ¢ocuklarin
tasavvuru Uzerindeki hegemonik etkisi de izlenmistir. Cocuklarin “kas”, “spor yapmak”, “yemek yemek”
gibi beyanlarinda, yetiskinlerin cocuklara yonelik telkinlerinin izleri vardir. “Yemek yersen gliclii olursun
ya da kasl isen guglustindir” gibi. “Baba” ile iliskili ifadelerde, “basarma”, “kararlilik” motivasyonlarin
izleri vardir. Yani “baba” “gii¢” ile iliskilendirilmis bir figlirdlr. Cocuklar tersine “giicli” kavraminda anne
ile ilgili bir cagrisim ifade etmemistir. Egemenlik iliskilerinin veya toplumsal cinsiyetin ¢ocuklarin
diinyasina da sirayet ettigi gorilmektedir. Temizlik kavraminda ise gigli sekilde ortaya ciktigini
gordigumiz sekilde, cocuklar yetiskinlerden gozlemleyerek yasama anlam yiklemektedir. Cocuklarin
temizlik ¢gagrisiminda banyo yapmayi el yikamaktan ya da suyun kendisinden ¢ok daha fazla ifade etmesi
dikkat cekicidir. Cocuklar bu hatirlatmalari sik stk duymaktadir ve gergekligin kendisi olarak tasavvur
etmektedir. Renk ve temel kavram eslestirmesi ile cinsiyet farkliligi iligkisi Tablo 1’de sunulmustur.

Tablo 1.

Renk Tercihinde Cinsiyet Faktérii Tablosu.

Renk Kolmogorov-Smirnov Z istatistigi P degeri
Aci_renk .83 .50
Tath_renk .92 .37
Sicak_renk .49 .97
Soguk_renk .74 .65
Hizli_renk .54 .93
Kirli_renk 44 .99
Temiz_renk .92 .37
Korkung_renk .84 A48
Tehlikeli_renk .67 .76
Sikici_renk .64 .81
Glzel_renk 1.47 .03
Eglenceli_renk 1.22 .10
Glgll_renk .79 .56
Komik_renk .82 .51
P<.05

Renklerin anlamlandiriimasinda Kolmogrov-Smirnov testine gore, sadece cinsiyete bagh farklilik
sadece “glizel” kavramina iliskindir. Diger kavramlarda cinsiyete dayali fark bulunmamistir. Bu bulguya
gore, okul dncesi donem ¢ocuklarda cinsiyetin bazi temel kavramlara iliskin renk tercihlerinde ayirt edici
olmadig1 gérinmektedir.

Tartisma, Sonug ve Oneriler

Bu disiplinlerarasi yaklasima sahip arastirma gdstermektedir ki, renk ¢ok katmanli bir fenomendir.
Cocuklar icin renk, cocuklarin emici zihninin metalari arasindadir ve sosyal 6grenme ile anlam kazanir.
imgeler yetiskinlerin zihninde, kendilik bilincinin disinda tutulur, fakat cocuklarda emici zihin ile kendilik
bilincinin bir pargasina dontsir. Cocuk kendi zihin kaslarini olusturur ve bunun icin de gevresindeki
diinyada bulduklarini kullanir.

Cocuklar rengi, nesnenin ayrilmaz bir parcasi saymakta ve rengi gozlemledikleri nesneden bagimsiz
olarak gormek onlara zor gelmektedir (Vernon, 1971). Daha da kigik ¢ocuklarin gorsel ipuglarindan
etkilendikleri ve Urlnleri ve markalari kategorize etmek icin renk ve boy gibi algilanabilir baskin
ozelliklere giivendikleri kabul edilmektedir (John & Lakshmi- Ratan, 1992; Leon, Couronne, Marcuz, &
Koster, 1999; Macklin, 1996; Zaltman, 1997). Yasa ve gelisim dlzeyine bagh olarak gocuklarin bir
nesnenin rengi ile o nesnenin kendisini henliz ayirt edemiyor olmasi, bizim arastirmamiz igin bir firsat
niteligindedir. Ogrenme kaynaklarini tespit etmek bizim arastirmamizin temel sorunsallari arasinda
bulunmaktadir ve bu c¢ocuklarin bir rengi hangi nesne ile iliskilendirerek 6grendiklerini izlememizi
kolaylastiracaktir. Zentner’in (2001) calismasinda Ui¢ ve dort yasindaki cocuklarin renk tercihi siralamasi
kirmizi, pembe, koyu mavi, sari, parlak yesil, parlak mavi, koyu yesil, kahverengi ve siyahtir. Tercihler
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izerinde cinsiyete dayal farkliliklar bulunmamistir. Bizim ¢alismamizda da renk tercihlerinde cinsiyete
dayal farkhliklar aranmistir.

Boyatzis ve Varghese’'in (1994) cocuklarin renkler ile iligkili duygusal ¢agrisimlarini inceledigi
arastirmasinda begs ile alti buguk yasindaki 60 cocuga en sevdikleri renkler ve her bir rengin kendisine ne
hissettirdigi sorulmustur. Parlaklik, koyuluk etkileri ve renkleri anlamlandirmada cinsiyet farkhliklari
bulunmustur. Bizim arastirmamizda; okul éncesi donem c¢ocuklarda cinsiyetin bazi temel kavramlara
iliskin renk tercihlerinde ayirt edici olmadigi bulunmustur.

Marshall ve arkadaslarinin (2006) yaptig! bir arastirmada, okul 6ncesi ¢ocuklarda, yas ve cinsiyet
esasinda, U¢ Urin kategorisinde (kahvaltilik gevrekler, biskuviler ve icecekler) triin segciminde ambalaj
renginin roliiniin tespit edilmesi icin ¢ocuklara ambalajlardaki begendikleri renkler sorulmustur. Bizim
arastirmamiz, renk ve yiyecek iliskisi lizerine sinirlandirilmamistir. Ciinkd, renklerin gogunlukla yiyecek
tercihi Gzerindeki etkileri merak edilmesi yeterli degildir. Bu c¢alisma ise katmanli (renk-kavram
etkilesimi) ve holistik (6grenme kaynaklarini belirleme, disiplinlerarasi yaklasim) bir bakis acisiyla
tasarlanmustir.

Mohebbi (2013), ¢ocuklarin, enerji tasiyan nese ve mutluluk verici parlak, aydinlik renkleri, karanlik
ve (iziintU verici renklerden daha fazla sevme egiliminde olduklarini tespit etmistir. Bu arastirmada da
“glizel” ve “eglenceli” kavramlari icin ¢ocuklarin renk tercihlerinin ¢ok benzer olmasi dikkat gekici olup,
cocuklarin olumlu bu iki kavram igin parlak renkler ile baslayarak nétr renkler ile tamamlanan bir renk
tayfinin olustugu soylenebilir. Bu baglamda pembe, mor, sari, mavi, turuncu gibi renkler bir arada giizel
ve eglenceli cagrisimlar istenen mesajlarda kullanilmah, 6rnegin; tehlikeli ya da hizli mesajlarini
olusturmak icin tercih edilmemelidir.

Sicak renklerin sicak kavrami ile soguk renklerin de soguk kavrami ile glcli bir sekilde
iliskilendirilmesi kavramsal agidan renk bilgisi literatiiri ile paralellik gostermistir. Cagrisimlarin sadece
tek bir renk ile iliskilendirilemeyecegi de dikkate alinmalidir. Bazi kavramlarda bir renk giigli bir sekilde
tercih edilirken, ikincil ve Gglncil renk tercihleri de diger renklere oranla belirgin sekilde 6ne gikmistir.
Bu kavramlara yonelik ¢agrisimlar olusturmak amaciyla yapilan tasarimlarda tek bir renk degil de ikili
veya lcli kombinasyon kullanimlarinin kavram algisini giiclendirecegi de séylenebilir. Ornegin “soguk”
kavrami icin tercih edilen renk mavi iken beyaz ve lacivert renkleri de diger renklerden daha gigli bir
etkiye sahiptir. Bu durumda soguk algisi olusturmak istenen tasarimlarda, bu tg¢ rengin birlikte kullanimi
kavram cagrisimini pekistirecektir. Bazi olumlu kavramlar bir araya gelerek bir ist katmanda daha gicli
bir olumlu kavrami destekleyebilir. Ornegin; tatli, eglenceli, temiz ve giizel ve onlari ¢agristiran parlak
renkler mutluluk duyumuna ulastiracaktir. Tersi durumda ise olumsuz bir duygu ortaya gikabilir. Siyah
renk ile olumsuz duygular arasinda giiglii bir bag tespit edilmistir. Bu nedenle, siyahin cocugun hayal
glciini sinirlayacagl, mutluluk duyumunu azaltacagi unutulmamalidir. Siyah, mesaj tasariminda ¢ocugun
mutsuzluk veren durumunu betimlemek igin kullanilabilir, fakat mutsuzluk deneyimi ortadan kalktiginda
tasarimdan c¢ikartilmasi mesajin etkinligini artiracaktir. Temelde soguk renkler, algilamayi olumsuz
yapilandirmaktadir.

Eglenceli olmayan, dolayisiyla sikici olan seylerde tercih edilen dort rengin, anketteki diger olumsuz
kavramlarda da (kirli, korkung, tehlikeli) 6ne gikan renkler olmasi, bu renklerin gocuklarda olumsuzlugu
cagristirdigini gostermektedir. Sicak-soguk, aci-tatli, temiz—kirli gibi zit kavramlarin renk tercihleri de
kavramlar arasindaki zitlik gibi i¢ tutarliliga sahiptir.

“un

“Guzel” ve “"eglenceli” kavramlari icin ¢ocuklarin renk tercihlerinin ¢ok benzer olmasi dikkat
cekicidir. Cocuklarda bu iki kavram igin renk tayfinin olustugunu gérilmdistir. Bu renkler gigliden zayifa
dogru pembe, mor, sari olarak siralanmustir.

Cocuklarin renk ve kavram iliskilendirmelerinde ortaya c¢ikan tutarli iliskiler, gorsel iletisim
tasariminda kullanilabilecek dogrudan ipuglari barindirmaktadir:

e Cocuklarin “sikici” kavrami icin renk tercihinde bir rengin gigli bir iliskisinin kurulamadigl ve dort
rengin esdeger bir dagihmla “sikic’” ile iliskilendirildigi gortlmektedir. No&tr renkler olarak
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gruplandirabilecegimiz bu dort renk (siyah, beyaz, gri, kahverengi), sikici kavraminin ziddi “eglenceli”
kavraminda yine esdeger dagihmla en az tercih edilen dért renk olmustur. Bu iliski, gocuklar igin; siyah,
kahverengi, gri ve beyaz renklerin eglenceli olmadig bulgusunu pekistirmektedir. Ornegin; sinif
duvarlarinin mavi olmasi g¢ocuklara soguk gelebilir. Ya da cocuk kitaplarinin kapaklari sikici ile
iliskilendirilen kavramlardan secgilmemelidir.

e Eglenceli olmayan (dolayisiyla sikici olan) seylerin ve tercih edilen dort rengin, anketteki diger olumsuz
kavramlarda da (kirli, korkung, tehlikeli) 6ne ¢ikan renkler olmasi bu renklerin gocuklarda olumsuzu
cagnistirdigi konusunda ipuglari vermektedir. Ornegin; tehlikeliyi cagristiran renkler kullanildiginda ayni
zamanda kirli, korkung gibi baska olumsuz duygular da aktarilabilir.

Oneriler

e Renklerin anlamlandiriimasi siirecinde duyular aktiftir. Ogrenme mekanlarinda (bizce her ortam
gocuklar icin 6grenme mekanidir) ¢ocuklari olumlu duygulara iten ve uzam ve hareket sinirliligi hissi
ortaya g¢ikarmayan mavi, pembe, beyaz gibi renkler tercih edilerek gocugun deneyimleme, kesfetme ve
hayal etme motivasyonu, bdylece 6grenmenin verimliligi arttirabilir.

e Tehlike ¢agrisimi 6zelinde goriuldigu Uzere, 6grenme mekanlarinin tehlike ile iliskilendirilen renkler
barindirmasi bir barikat uyaranina dénisebilir. Ornegin; 6grenme mekanlarinin duvarlarinin beyaz
olmasi sinirlari kaldirarak eylemliligi, yaraticiigr destekleyecektir. Bu tespit sadece 0Ogrenme
mekanlarinda tercih edilecek renklerle ile sinirli olmayip, kentsel mimariye iliskin bir dneri olarak da
degerlendirilebilir

Hicbir 6gretim metodu, c¢ocugun hareketsiz kalmasina dayali bicimlerde yapilandiriimamaldir.
Duraganlk ve duraganhgin tekrarlanmasi, hareketlilik veya tekrarlanma nedeniyle duraganlik
hissettiren hareket tekrari, 6grenme icerigini; felsefi diizeyde ise egitimin kendisini sikici hale
getirecektir. Sikici olarak algilanan siyah, kahverengi ve grinin cocuklara yoénelik mekanlarda ve
cocuklara yonelik materyallerde kullanilmamasi sikici tasavvurunun azaltilmasini desteleyecektir.

Arastirmamizda, cocuklarin cevaplarinda “hayalet”, “canavar” gibi otantik olmayan 0grenilmis
kavramlar korkunglugun semboli olmustur. Yani “belirsizlik” duygusu, ¢ocuklarda korkung
tasavvurunun bilesenlerinden birisi oldugu ortaya ¢ikmistir. Cocugun deneyimsel evreninde kolayca
tasavvur edemedigi, uzak duygular soguk renklidir.

Herhangi bir markanin renk kimligi ne olmalidir? Ne olmamalidir? Bu arastirmanin sonuglarina gore
kirmizi aci, sicak ve komiktir; kirmizi; kirli, gicli ve korkung degildir. Siyah kirli, korkung ve sikicidir;
siyah komik, eglenceli, glizel ve temiz degildir. Pembe giizel ve eglencelidir; pembe; hizli ve sikici
degildir. Mor gigludur, sicak, soguk ve tehlikeli degildir. Kahverengi kirli ve sikicidir. Kahverengi; temiz,
eglenceli ve guzel degildir. Sari; tathdir, soguk ve sikici degildir. Mavi soguktur, korkung degildir. Gri
hizl ve tehlikelidir. Glizel annedir, gu¢lu erkek/babadir, korkung bilinmeyendir, eglenceli harekettir, aci
tattigidir, sicak dokunduklaridir, sikici statiktir. Bu arastirmada ortaya c¢ikan veriler, bir degerler dizisi
olarak markalamada kullanilabilir. Ornegin; eglenceli zaman gecgirmeyi vaat eden bir marka, etkin
kavram-renk isbirligi ile algilanmasini daha etkin hale getirebilir. Ya da ¢ocuklarin giindelik hayatta
uzun sire maruz kalmamalari istenen objelerin renkleri, tercih edilirken sikici bulanan renklere
boyanarak cocuklar bu objelerden sogutulabilir. ileri bir tamamlayici arastirmada, ¢ok katmanli
kavramlarin renklerle iliskisini incelenerek bu arastirmada ortaya ¢ikan sonuglar derinlestirilebilir.

Bu arastirma 6zde;

Cocuklarin, renklere iliskin cagrisimlarinda dilbilimsel farkliliklar gézlenmistir. Bazi ¢agrisimlar isimler
ile bazi ¢agrisimlar sifatlar ile bazilari ise baskin bicimde dogrudan eylem yapilariyla iliskilidir. Bu
durumda bir renk, bir olguya nitelik kazandirmaktan 6te, bagimsiz bir duyumsamasi bulunan bagimsiz bir
olgu olarak yorumlanabilir.

Popliler kulttr {UGrinlerini kiresellestiren medya yapimlarinda icerik kalitesinin yikseltilmesi
gerekmektedir. Olumsuz olgularin c¢agrisiminda kitle iletisim araglarinin etkileri acik sekilde
izlenmektedir.
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Cocuklar, mantiksal degil sezgisel disinmektedir. Cagrisimlar ¢ocuklar Uzerindeki ekolojik etkileri,
telkinleri, yetiskin sdylemlerini ve diger 6grenme etkilerini, yetiskinlerin kiltirel ve dinsel aidiyetlerini
yansitmaktadir. Bir populer kultur ikonu bu durumu agiklama igin bir metafor ile ifade edilirse gcocuklar

bir slinger gibi emerek diinyayi anlamlandirir. Renkler de anlamlandiriimaya ¢alisan bu ¢ok katmanli
diinyanin fenomenlerinden biridir.

Pedagojik bir yaklasim ile bu makaleyi okuyan bir yetiskin, bu makalede sunulan somut 6nerilerin
otesinde, cocuklarin diinyay! tanimasi, algilamasi yetiskinler araciligi ile oldugunu (Saxe, Guberman &

Gearhart, 1987) aklindan ¢ikarmamaldir. Her gocuk, benzersiz 6znedir. Ve her ¢ocuk herhangi bir renkle
benzersiz bir iliski insa edebilir.
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Introduction

Acquiring reading skills is quite important for individuals to sustain academic and social life in a
successful way. In primary school, more effort is made to acquire this skill than any other skills by
working with the cooperation with parents, students and teachers. While some students are unable to
gain this skill, some do not attain the level of reading comprehension despite gaining coding skill.
Researchers emphasize the importance of the process of making sense rather than the coding phase in
obtaining the reading skill.

Individuals make sense by using metacognitive reading strategies. The concept of “metacognition” is
firstly defined by Flavell (1979) as being aware of one’s thinking processes and being able to control
these processes. According to Harvey and Chickie-Wolfe (2007) metacognition is ““a general term which
reflects the way of usage the knowledge about mental processes to watch and apply the performances
of people” (p.124). Via metacognitive awareness and knowledge, students become aware of
metacognitive strategies (Biggs & Moore, 1993). Knowledge of strategy comprises the individuals’
knowledge about different strategies for cognition including memorizing, thinking, reasoning, problem
solving, planning, studying, reading, and writing. Metacognitive knowledge includes both knowledge of
strategies and conditional knowledge of when and why to use these strategies (Pintrich, Wolters &
Baxter, 2000). In this new approach, metacognitive reading strategy awareness is defined as any choice,
behavior, thought, suggestion and technique used by readers to help their learning process (Cook, 2001;
Maasum & Maarof, 2012). These studies demonstrate that successful comprehension does not occur
automatically. Rather, successful comprehension depends on directed cognitive effort, referred to as
metacognitive processing which consists of knowledge about and regulation of cognitive processing
(Baker & Brown, 1984). Making an effective use of reading strategies can be achieved through a
knowledge of where and when to use which strategy and requires an awareness of the reading
strategies employed while reading (Turhan & Zorluel-Ozer, 2017). They do not refer to literal meanings
but rather interpreting what is read, sometimes constructing images, other times identifying categories
of information in text, and still on other occasions engaging in arguments about what a reading might
mean (Pressley & Afflerbach, 1995). Metacognition is determining the problems in the texts by the
readers and being aware of what they read. Through metacognition awareness, the reader chooses the
convenient strategies to give meaning to what isread in the text by locating the points which are not
understood (Johnson, Freedman & Thomas, 2008). Reading strategies require the usage of cognitive,
behaiovioural and motivational structure to gain a perspective against the text (Graesser, 2007;
Moreillon, 2007; Woolley, 2011). Zimmerman and Hutching (2003) determined seven reading
comprehension strategies: activating and building prior knowledge, usage of mind’s images,
examination, interpretation and deduction, determining of basic ideas, regulation of the ideas,
synthesising, building and activating prior knowlegde (Cite in: Moreillon, 2007). According to Harvey and
Chickie-Wolfe (2007), reading strategies contain determining the main idea and defining the important
information, checking the things one understands or doesn’t understand, questioning, reviewing swiftly,
creating images, thinking about the examples, summarising, having reading magazines, using graphic
organization, taking notes, creating templates, producing meanings, deduction and using computerized
learning enviroments. Readers, who do not use reading strategies, obtain meaning in a superficial way.

When weak readers are compared with the stronger ones on the use of reading strategies, it is
observed that stronger readers apply metacognition strategies at higher levels (Carrell, 1992; Harvey &
Chickie-Wolfe, 2007), they are more unsuccessful at taking notes, underlining, adjusting reading rate
(Hoien & Lundberg, 2000) and creating presupposition, deduction, associating convenient ideas and
approving claims (Graesser, 2007). Similarly, it was found that weake students did not determine the
purpose of reading before reading and they did not give any notice about why they should read the text,
they could not create expectations for the text during reading, they could not follow the meaning, they
could not establish a relationship of cause, they could not find the relationship between the results and
they had difficulty in finding the main idea (Basaran, 2013; Baydik, 2011; Kuruyer & Ozsoy, 2016).
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Use of reading strategies has a positive effect on the development of students’ cognitive and sensory
skills. Studies conducted so far have determined that reading strategies positively affect the
development of cognitive thinking skills, the development of vocabulary skills, and the development of
reading comprehension skills. These studies have revealed positive effects of metacognitive awareness
of reading skills on the development of students’ vocabulary skills (Anderson, 1999; Boulware-Gooden,
Carreker, Thornhill & Joshi, 2007, Mytcowicz, Goss & Steinberg, 2014; Nash-Ditzel, 2010), the
development of reading comprehension skills (Ahmadi, Ismail & Abdullah, 2013; Boulware-Gooden et
al., 2007; Ditzel, 2010; Doganay-Bilgi & Ozmen, 2014; Hong-Nam, 2014; Kog¢ & Arslan, 2017; Meniado,
2016; Mytcowicz et al., 2014; Rastegar, Kermani & Khabir, 2017; Ugur-Usta & Giindogdu, 2018), the
development of self-regulation skills (Nash-Ditzel, 2010), the development of academic achievements
(Chevalier, Parrila, Ritchie & Deacon, 2015; Girses, 2002), the development of reading comprehension
skills in foreign languages (Ahmadi et al., 2013; Korotaeva, 2014; Mokhtari & Reichard, 2004; Nejad &
Shahrebabaki, 2015; Zare & Othman, 2013), the development of thinking skills (Boulware-Gooden et al.,
2007; Maasum & Maarof, 2012; Yaliz-Solmaz, 2015), and the development of academic proficiency (Kog
& Arslan, 2017). On the other hand, in a study conducted by Turhan and Zorluel-Ozer (2017), it was
determined that there was no relationship between students’ metacognitive awareness of reading
comprehension and their comprehension skills in foreign languages. In some studies, it has been
determined that metacognitive awareness of reading strategies has positive and negative effects on the
development of cognitive skills. It has been revealed that students’ metacognitive reading strategies has
a positive impact on their reading attitudes and reading motivation (Bozkurt & Memis, 2013; Kanmaz,
2012; Oztiirk & Uzunkol, 2015). Readers are motivated to be skillful because skill affords high levels of
performance with little effort, whereas strategic readers are motivated to demonstrate control over
reading processes with both ability and effort (Afflerbach, Pearson & Paris, 2008; Heo, 2000). All of
these studies have shown that metacognitive reading strategies can affect the development of language
skills, as well as they can be an important factor in the improvement of academic achievement in other
courses.

Today, individuals interact with learning materials in digital environments more frequently compared
to textbooks (Chapelle, 2003). In this respect, how educational implementations have improved
students’ reading strategies have become one of the issues which should be investigated. When the
research on technology in our country is examined, it is seen that studies have investigated technology-
based learning in terms of metacognitive awareness (Oktay & Cakir, 2013), the use of social media and
mass media regarding awareness levels of metacognitive reading strategies (Tlurkyilmaz, 2015), the
effect of web-based teaching on the level of metacognition awareness (Baltaci & Akpinar, 2011), the
relationship between reading strategies and cognitive level of metacognitive awareness in online text-
based forum discussions (Topgu, 2007). That’s why it is envisioned by most of the researchers that the
process of reading from the screen will increase in importance in the future (Marsh & Singleton, 2009).
To identify the effect of technology on metacognitive awareness of reading strategies has become one
of the issues which needs to be researched.

As there are too many resources on the internet, students aimlessly waste their time there (Hsiao,
Tsai, Lin & Lin, 2012). According to Hwang and Kuo (2011), the behaviour elementary school students
show while searching for information results from their lack of knowledge. Students choose
inappropriate and irrelevant information because they cannot use metacognitive reading strategies. This
shows the weakness of students' literacy skills. In order to solve this problem, educationally structured
tools which restrict unimportant, inappropriate websites students’ level and which develop their skills in
using technology should be used. One of the tools that can be used with this aim is Webquest-based
teaching [WQBT]. The website at San Diego State University has been defined by Tom March and Dodge
“A WebQuest is an inquiry-oriented activity in which most or all of the information used by learners is
drawn from the Web. WebQuests are designed to use learners’ time well, to focus on using information
rather than looking for it, and to support learners’ thinking at the levels of analysis, synthesis and
evaluation” (Chao, 2006, p.222).
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A WQBT instrument should be composed of the following parts: Introduction: According to Turville
(2008), “it introduces the focus of the project or topic, which often provides a real life scenario” (p.44).
Task: The tasks should be designed to require the use of such skills as analysis, synthesis, comparison,
generalisation, deduction, construction and the classification of the internet sources. The structures of
the tasks should be comprehensive and they should be able to unify the bits of information (VanFossen,
2004). Process: According to Vidoni and Maddux (2002), WQBT instrument is not a structure which
causes students to struggle in the virtual (cyber) world without any guidance because it involves
structured steps. WQBT can be applied individually or as a group. Resource: “Selected sources enable
review of texts, views, objectives and results related to different areas” (Luzon, 2007, p.10).
Assessment: Teachers and students can build many products after completing the WQBT instrument
and evaluate them in different formats (written and verbal) (Garcia, Alonso, Tapia & Corchado, 2014).
Conclusion: According to Cohen and Cowen (2008, p.569) “‘it helps students to terminate the process”.

It has been found in studies focusing on WQBT that the learning strategies of students are positively
related to metacognitive awareness (An & Cao, 2014; Makrogiorgou & Antonio, 2016). When compared
with regard to reading and comprehension skills on traditional texts, it requires more control (Verezub,
Grossi, Howard & Watkins, 2008). In the process of WQBT application, e reading comprehension skills of
students have been evaluated (Balkissoon & Balkissoon, 2014; lkpeze, 2009; lkpeze & Boyd, 2007;
Kachina, 2012). The WQBT is a system in which learners are informed and screened (lkpeze & Boyd,
2007) organizing the information, navigating the sites, interpreting the tips, selecting the relevant links,
integrating and evaluating (lkpeze, 2009). It has also been found that it develops reading-
comprehension strategies such as acquiring, selecting, preliminary activating, using several different
software programs, conducting research, critically evaluating and establishing link-visual relationship
(Balkissoon & Balkissoon, 2014).

When the research about reading strategies is examined, it is encountered that the studies
investigate evalution of students’ metacognitive reading strategy levels according to some variables
(Akin & Cecen, 2014; Basaran, 2013; ince & Duran, 2013; Kana, 2014; Seckin-Kapugu & Oksiiz, 2015),
such as awareness of metacognitive reading comprehension and reading motivations and reading levels
(Bozkurt & Memis, 2013), reading comprehension and recalling with metacognitive reading strategies
(Basaran, 2013), metacognitive awareness of reading strategies with reading motivation (Oztirk &
Uzunkol, 2015), and the relation between the sub-factors of metacognitve reading strategies (Akin &
Cegen, 2014). Research results emphasize the importance of using metacognitive reading strategies in
the acquisition and development of reading comprehension skills. When the literature is examined,
there are studies investigating the effect of polyadic cognitive strategy education which is adapted to
metacognitive reading strategies (Karabay, 2015), development critical reading education on
metacognitive reading strategies, acquisiton of metacognitive strategy knowlegde which is used in the
process of reading comprehension by mentally disabled students (Doganay-Bilgi & Ozmen, 2014).
Although the research examining the relation between metacognitive reading strategies and reading
comprehension skills has an important place in the literature, there are limited studies that research the
development of metacogntive reading strategies with different methods.

The problems experienced in reading comprehension course affect not only the success in Turkish
language course but also the success in other courses (Kanmaz, 2012). Use of metacognitive reading
strategies takes a stimulating role in reading comprehension (Ahmadi et al., 2013; Cummins, Stewart &
Block, 2005; Lubliner & Smetana, 2005; Salataki & Akyel, 2002). It has been determined that students
with learning difficulties have problems using their reading strategies (Ahmadi et al., 2013; Nicolielo-
Carrilho & Hage, 2017). Although the importance of metacognitive reading comprehension strategies in
the understanding of text and its effect on success in other courses are indicated, students seem to
experience problems, and teachers forget to give education in using these strategies or fail in doing so
(Cavkaytar, 2010). It is of great importance for classroom teachers, the first ones who are responsible
for equipping students with reading skills, to teach reading comprehension strategies regarding reading
problems and to use appropriate teaching methods in terms of students’ academic achievements (lwai,
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2016). In this regard, this research is an example of how WQBT’s reading strategies will be used in
planning, monitoring and evaluation phases at the point of developing metacognitive awareness. In this
sense, it is thought that WQBT is important in the development of students’ reading comprehension
strategies and for the problems experienced in practice and the proposed solutions in terms of
presenting ideas. On the other hand, there are limited number of studies that aim at improving
students’ metacognitive awareness of reading strategies with WQBT (An & Cao, 2014; Balkissoon &
Balkissoon, 2014; Ikpeze, 2009; lkpeze & Boyd, 2007; Kachina, 2012; Makrogiorgou & Antonio, 2016;
Verezub, Grossi, Howard & Watkins, 2008). In this respect, this study is thought to be more important in
terms of contributing to these previous studies. In addition, improving metacognition among students
principally requires teachers with metacognition knowledge and skills. According to Tracey and Morrow
(2012), the aim of reading strategies education is to enable students to become aware of their own
thoughts and to use them independently. Therefore, teachers should educate the students in when and
how to use these strategies. It is thought that this study will contribute to the studies on teachers’
competencies regarding metacognitive reading strategies.

The aim of this research is to determine the effects of reading strategies on the development of
metacognitive awareness of WQBT 4th grade students, and to guide on how the teaching process
should be. In this direction, the research questions are as follows:

1. How does WQBT affect the development of metacognitive awareness of reading strategies of fourth
grade students?

2. How does the WQBT affect reading comprehension teaching process?

Method

This study has an action study design. “Action research is a systematic research approach that
enables people to find effective solutions to problems in their daily lives. In this sense, action research
explores the dynamics that embody social content” (Stringer, 2014, p.9). The process in this study was
designed based on the framework formulated by Kemmis and Mctaggart (1988, p.80). In accordance
with this framework, action studies have a cyclic process which requires advancing in the following
steps: 1) planning, 2) acting, 3) observing processes and consequences, 4) reflecting on these processes
and consequences, 5) replanning, 6) acting again, 7) observing processes and consequences again, 8)
reflecting on these processes and consequences again.

Planning

WQBT vehicles were designed according to Hannafin and Peck model (Nordin, Mohd, Zakaria &
Embi, 2012, p.225). This model includes the needs analysis (interview form with teachers, curriculum
reflection form & literature search), design (content & user), WQBT formation (introduction, task,
process, resources, evaluation & conclusion), development and implementation (WQBT development,
FrontPage 2003 & Adobe Photoshop CS2), application testing (pilot & real application), and evaluation
and reorganization (to improve the technical & content perspective of the WQBT instrument based on
expert & teacher views, evaluation of the WQBT instrument based on student responses).

Having this point in mind, the theme of “Turkey, My Beautiful Country” was chosen after reviewing
various themes. Within the framework of the theme of “Turkey, My Beautiful Country”, the texts in the
textbook prepared for the 4" graders were reviewed and it was observed that the landmarks, cuisine,
ancient sites, mines and regional folk dances of our country are superficially explained in those texts.
The WQBT tools used in the first, second and the last application were chosen as “Famous Landmarks in
Turkey”, “Food Produced in Turkey” and “Ancient Sites in Turkey” respectively. In addition, we made use
of the lesson plans devised by other researchers (Chang, Chen & Hsu, 2011; Hsiao et al., 2012; Hwang &
Kuo, 2011; VanFossen, 2004; Zheng, Perez, Williamson & Flygare, 2007) and other studies conducted so
far in the design of the WQBT tools (VanFossen, 2004). We designed WQBT tools in light of all these

studies. WQBT tools were prepared by means of Microsoft FrontPage 2003, paying attention to the
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introduction, task, process, resources, assessment and conclusion stages. After the teaching materials
were prepared, the pilot scheme was carried out during the first semester of 2015-2016 academic year.
Three academics specializing in the field of literacy (one is working on new literacy) and a class teacher
were invited. In the field of pilot practice and expert opinions, arrangements were made in the fields of
language knowledge and punctuation marks, visual design, task, process, resources and evaluation.

Study Group

The research was carried out by a 24 4" grade student in a primary school in Afyonkarahisar, in the
second semester of 2015-2016 academic year. When the education levels of their parents are examined,
41.70% were primary school graduates, 8.30% middle school, 25.00% high school and 25.00% were
university graduates. Mother education bacgrounds was 79.20% primary school and 16.60% high school
graduate. One of the mothers was not literate. In selection of the application school for the study, it was
effective that school management and classroom teachers had positive and constructivist views on new
primary school programs as well as being open to cooperate with researchers. In addition, having a
computer lab available at school, namely being rich in terms of technological hardware, was another
factor affecting the selection of this school in the study. Primary school in which the study was carried
out is in a neighborhood where middle and lower socio-economic families mainly live. Teachers
indicated that parents were indifferent and students’ reading skills were weak. They also stated that
students had problems in reading comprehension. Teachers stated that students selected random books
from class library, could not make a lot of sense during reading and could not summarize what they read
etc.This indicates that they failed in using reading strategies. In this respect, low level of students’
reading skills, positive views of managers and teachers for this study, and the computer laboratory in
school ensured that this school was appropriate for practice.

Table 1.
Technological Tools Used for Educational Purposes in Students' Homes, Information on the Purposes and
Frequency of Using These Tools.

n %
Technological Tools Used by Educational Purposes in Students' Homes
There is nothing 2 8.30
Computer 16 66.60
Tablet 11 45.80
Printer 2 8.30
Purposes of Using Technological Tools for Educational Purposes
Education 19 79.10
To play a game 11 45.80
Entering social networking sites (facebook etc.) 3 12.50
Frequency of Using Technological Tools for Educational Purposes
Daily 16 66.60
Weekly 6 25.00
Monthly 1 4.20
Yearly 1 4.20

When Table 1 is examined, 66.60% of the students had computers at home, 45.80% had tablets,
8.30% had printers, and 8.30% had nothing at home. Among them, 79.10% of the students used
technological tools for education, 45.80% to play games and 12.50% for social networking sites. While
66.60% of the students use these tools daily, 25.00% use them per week, 4.20% monthly and 4.20%
yearly. Alien names were used instead of the actual names of the students when they were presented in
the findings section.
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Action

At the beginning of the research in the planning phase, the researcher made planning for each of the
three applications separately. After the application started, the research plan for the next stage was
revised according to the feedback the troubles and the opinions received in the process. Students
completed the first application in groups of three, the second application in peers, and the third
application individually. For each of the three applications, different WQBT tools were prepared. At the
beginning of each of the three applications, teaching tools were reflected on the intelligent board,
allowing students to identify the tools by following the steps on their computers. The application stages
were divided into the following stages: preparation (activating the preliminary information, drawing
attention & preparation, determining the type-presentation form), understanding (reading aiming,
reading comprehension & analyzing information, recognizing & predicting texts, Word, PowerPoint
recognition, keyboard recognition, tool bar recognition, recognition of other characters, opening
Microsoft program, reading, researching & writing, summarizing).

Data Collection Tools

Both quantitative and qualitative data collection methods were used to collect data for this study
designed as an action study.

WQBT tool assessment form: “WQBT Tool Assessment Rubric” formulated by Bellofatto, Bohl, Casey,
Krill and Dodge (2001) was used in order for the three WQBT tools devised by the researcher in digital
environment to be assessed by experts. To this end, we consulted three academicians who are
specialised in their respective fields (one of whom is conducting a study on new literacy) and a class
master. According to this form, each category is comprised of three levels: Beginning, developing and
successful.

Metacognitive awareness of reading strategies inventory: In order to measure the level of student’s
metacognitive awareness of reading strategies, “Metacognitive Awareness of Reading Strategies
Inventory” (MARSI), which was devised by Mokhtari and Reichard (2002) and adapted to Turkish by
Oztiirk (2012) was used. The 30-item MARSI was translated into Turkish and back-translated into English
by a language specialist. Translated items and proposed form were given to experts for their opinion.
English and Turkish forms of scale were both filled by 29 fifth-grade students in a private elementary
school in two-week intervals respectively. Two forms were accepted as equal since the correlation
between them was .96. EFA was conducted and it was found that three-factor structure of the original
scale was preserved when it was administered to Turkish students. The results of EFA also showed that
Eigen value of the Turkish form of the scale was 12.87 and it explained 42.60% of total variance. All
items in the Turkish form were found to be consistent with the sub-factors of the original scale; only the
order of sub-factors was changed. First and second CFA were conducted to find out whether the Turkish
scale was consistent with the original scale. Fit indices were found to be (df=.39, p.=.00), )(2 /df=1.44,
RMSEA=.04, SRMR=.05, GFI=.86, AGFI=.85, CFI=.98, NFI=.94, IFI=.98 ve NNFI=.98. When fit indices were
examined, it was concluded that all values satisfied the criterion values or were very close to them.
Cronbach Alpha Coefficient was found to be .93 for the overall scale. The reliability values for the factors
were .85, .76 and .81 respectively. The internal consistency values obtained were consistent with those
found by Mokhtari and Reichard (2002).

The inventory is made up of 30 items and it has a rating system of five point Likert scale as: (1) never,
(2) seldom, (3) often, (4) generally and (5) always. The original form of MARSI is comprised of three sub-
factors. The first of these, “Global Reading Strategy” (GRS), represents global reading strategies and is
composed of 13 items. The second sub-factor, “Problem Solving Strategy” (PSS), is made up of 8 items
which indicate the tendency to resort to strategies to solve the problem when one has difficulty in
reading the text. The third factor, “Support Reading Strategies” (SRS), is composed of 9 items that
represent supporting strategies or other necessary strategies which can be defined as functional (i.e.
note-taking).
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Observation and field notes: According to Carson, Gilmore, Perry and Gronhaug (2001) “observation
allows monitoring the behaviour, actions and special circumstances of people” (p.132).

Interview: Two separate focus group interviews were conducted for the students (in groups of five)
and also with teachers. It was very important to determine the appropriate participants before the
interview, to define them with the outline of the subject, to limit the lines, to form questions to be
asked by participants, and to select the appropriate venue, time and means. The focus group work was
conducted with a representative group selected from among persons with common experiences,
opinions and expectations related to the topic being investigated. This group usually does not exceed
eight people (Bas & Akturan, 2008).

Student diaries: Diaries are instruments by which data are stored. According to Ely, Anzul, Freidman,
Garner and Steinmetz (1991), diaries allow us to keep a chronological record of what we learn and learn
about the learning process. Diaries of students were used as an important resource during the process
of data collection and analysis.

Rubrics for the assessment of the learning products: Rubrics were prepared to evaluate learning
products. Some studies were analysed in the preparation of Rubric dimensions (presentation and
planning, organization, scientific accuracy, punctuation, resources, content validity and originality)
(Leite, Dourado & Morgado, 2015; Rijlaarsdam, Oostdam & Bimmel, 1995, Cite in: Segers & Verhoeven,
2009; Sox & Avila, 2009). The grading key was determined to include bad (1), should be improved (2),
well-done (3) and excellent (4).

Data Analysis

Implementations related to actions to be performed followed this process and include planning,
implementation and evaluation at the next stage of action (Glesne, 2013).

Quantitative data analysis: T-test was used for related samples to carry out data analysis. Whether
t-test can be run for related samples depends on the provision of the following conditions:

1. The scores (measurements) from the dependent variable are in minimum distance scale.

2. The difference scores of the two related measurement sets should demonstrate a normal
distribution (Buyukoztirk, 2009, p.67). Whether the data have a normal distribution or not has to be
checked before starting data analysis. For this reason, the skewness and kurtosis values of the data
should be calculated (Yazicioglu & Erdogan, 2007, p.192). Skewness and kurtosis coefficients between -
2.00 and +2.00 are considered to have a normal distribution in literature (Field, 2009). The difference in
score coefficients between pretest and posttest in MARSI-GRS (SC=-.21, KC=-.93), MARSI-PSS (SC=.63,
KC=1.70) and MARSI-SRS (SC=-.97, KC=1.59) is within the range of -2 and +2. Whether the data shows a
normal distribution or not can be determined with the help of “Shapiro-wilkis” and “lilifeors” tests. If the
significance of these tests is below .05, we can conclude that the distribution is not normal
(Buyikoztiirk, 2009, p.67). Shapiro-wilk test on the difference between pretest and posttest scores
shows that MARSI-GRS (s-w=.96, p=.61), MARSI-PSS (s-w=.95, p=.32) and MARSI-SRS (s-w=.93, p=.14)
tools has a normal distribution (p>.05).

Qualitative data analysis: After the applications conducted every week during the study, inventory
of the relevant parts of the video footage was prepared. Miles and Huberman (1984) examine
qualitative analysis process as a consecutive three-stage classification. The first of these stages involves
“data reduction” previously collected through such techniques as observation, interview and document
review. The raw data set collected on the field goes through the processes of elimination, summation
and transformation. The second stage of the data analysis involves the “visualisation of the data”. After
the data were described in this study, we obtained themes. Reliability of data analysis; [Opinion union/
(Consensus union + Discretion of opinion) x 100.00]. Over 70.00% of the reliability calculations are
considered reliable for research (Miles & Huberman, 1994). Relations and differences between the
variables were identified by comparing the data associated with these themes. In this process, the
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incompatible data were not evaluated. The confidence level reached for metacognitive awareness of
reading strategies was found to be 89.00%.

Results

The Findings regarding the First Research Question: How does WQBT Affect the Development of
Metacognitive Awareness of Reading Strategies of Fourth Grade Students?

Table 2 shows t-test results carried out to determine the significance of the difference between the
mean scores of MARSI-GRS pretest and posttest.

Table 2.

T-test Results of the Mean Scores of Pretest and Posttest of MARSI-GRS
Measurement (MARSI-GRS) n X Sd df t p
Pretest 24 31.00 6.44 3 -76 .45
Posttest 24 32.29 5.46

"p>.05

When we examine Table 2, we can notice that there isn’t a significant difference between the
pretest and posttest scores of MARSI-GRS, t(;3=-.76, p>.01. The average score of the students with
regard to global reading strategies was X = 31.00 before the application, whereas it was X = 32.29 after
the application. This finding indicates that WQBT does not have a significant effect on the development
of the awareness of global reading strategies as a part of MARSI.

General reading strategy contains taking notes to understand, reading aloud, summarising of what is
read, discussing with someone else, and making relations between thoughts by going back and forth in
the text. In the first implementation, while the students failed to use these strategies, they continued
using them successfully as the practices procedeeded. In the first and subsequent implementations,
some groups were selected, observed and videotaped. The teacher and the researcher decided on the
students to be selected. Doing research and having efficient working skill were considered.

In the first implementation, the group taking notes, the students took notes of what they read. They
prepared the learning product by associating these notes. In the second implementation, the paired
group didn’t require to take notes because they briefly wrote the product they preapred to the
PowerPoint slides. The reason of this, in the second implementation, was that they seperately wrote the
information they found to the PowerPoint presentation on each page. In the third implementation, the
students who had taken notes strategies, were required to integrate the information in the related
paragraphs which they reached in the process of writing letters. In the first and the third
implementation, the students felt the need of taking more notes because they were required to write
the sentences which were related to each other, in a paragraph as a whole. After the students read the
notes they took about the content, they wrote to the learning products by relating the information. The
students didn’t just take notes about the content, they also took notes about the questions they would
research because some of the students forgot what to search while they were researching. So, taking
notes about what they were researching prevented distractibility by providing them to focus on the
topic during the reading process. In the third implementation, the process of taking notes and the note
example are shown in Figure 1.

In the first practice, the group having trouble using summarizing strategy wrote the same
information they reached. In the second and the third practices, it was determined that the students in
this group expressed their own sentences by reorganizing, merging, associating and planning. During the
focus group interview process, the summarization and grading strategies used by the students were
reflected in the speech process as follows:

The researcher: What did you notice in the process of reading?

Merve: We read all of the pages which are convenient for us.
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The researcher: What did you do during reading?

Seda: We summarized the things we read (Summarizing).

Gokhan: We took short notes not to forget (Taking notes).

Seda: We tried to answer the questions which were asked. We envisioned the things we read.
The researcher: What did you do after reading?

Ali: We summarized it by underlining the points which we thought as important (Summarizing).

Seda: We checked the work we did and corrected the points we wrote wrong.
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Figure 1. The visualization of the research process in the third application.

In the first practice, the group having trouble using discussion with others strategy experienced
disagreements among them and could not exchange ideas. In the second practice, one of the students in
this group discussed the information he read with his group friends and decided whether the
information they had reached was correct. In the third implementation, the students didn’t use this
strategy because they worked individually.

In the first practice, the group having difficulty in using associating among thoughts strategy by going
back and forth in the text did not need to reach all of the information. That’s why they gained limited
information. One of the students in this group was careful to learn about the whole subject in the
second practice. In the third implementation, the person who used this strategy, used this strategy to
create a link between information regarding the subject she was researching. For example, in the first
application, the students searched for information about the formation of fairy chimneys.

In the first practice, the group having difficulty in using a slow but careful reading strategy to make
sure of reading comprehension read texts at the same speed. One of the students in this group slowed
down his reading speed after noticing that he had reached the information he was searching in the
second and the third practices.

Table 3 shows t-test results which was carried out to determine the significance of the difference
between the mean scores of MARSI-PSS pretest and posttest.

Table 3.

T-test Results of the Mean Scores of Pretest and Posttest of MARSI-PSS.
Measurement (MARSI-PSS) n x Sd df t p
Pretest 24 26.16 5.75 23 416 .00
Posttest 24 32.25 6.59

" p<.01

When we examine Table 3, we can notice that there is a significant difference between the pretest
and posttest scores of MARSI-PSS, t(,3=-4.16, p>.01. The average score of the students with regard to
problem solving strategies was x = 26.16 before the application, whereas it was x = 32.25 after the
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application. This finding indicates that WQBT has a significant effect on the development of the
awareness of problem solving strategies as a part of MARS. The value of influence quantity was
calculated as .85. This finding also indicates that WQBT has a big influence quantity on MARSI-PSS
scores.

Problem sloving strategy involves in reading slowly but carefully to understand, circling some points
to help to remember, paying more attention when the text is hard, stopping to think about the things
are read, adjusting the reading rate according to the text, envisioning some parts of the text to
remember, reading again to able to understand if the text gets harder, predicting of unknown meanings
of sentences or words.

In the first practice, the group having difficulty in using a slow but careful reading strategy to make
sure of reading comprehension read texts at the same speed. One of the students in this group slowed
down his reading speed after noticing that he had reached the information he was searching in the
second and the third practices.

In the first practice, the group having trouble using the strategy of paying attention to what they
read when the text was hard did not try to understand those texts when they did not understand what
they read. One of the students in this group concentrated his attention and evaluated it by rereading
the information when he did not understand the content of the text in the second practice. In the third
implementaion, the student who used this strategy examined once again what they were going to look
for by checking the process section. He compared the information he reached and researched.

In the first practice, the group having difficulty in using adaptation of reading speed as per text read
texts at the same speed. One of these students read shorter texts faster while reading long texts slower
in the second and the third practices.

In the first practice, the group having difficult in using rereading to help understanding and using
reread strategy logged out and in sites since they had problem in understanding the texts. One of the
students in this group immediately wrote the content to the learning product when he reached the
knowledge in the second practice.

In the interview of the focus group, the conversation about using this strategy is below:

The researcher: What did you do when you didn’t understand?

Ali: We read the information again when we didn’t understand (Reading again).

Seda: Sometimes the things we read were too complicated for us. That’s why, we read over and over
again to understand. (Reading again).

Table 4 shows t-test results which was carried out to determine the significance of the difference
between the mean scores of MARSI-SRS pretest and posttest.

Tablo 4.

T-test Results of the Mean Scores of Pretest and Posttest of MARSI-SRS.
Measurement (MARSI-SRS) n x Sd df t p
Pretest 24 42.50 7.33 23 -2.99 .00
Posttest 24 50.37 8.12

**p<. 01

When we examine Table 4, we can notice that there is a significant difference between the pretest
and posttest scores of MARSI-SRS, t(;3=-2.99, p>.01. The average score of the students with regard to
support reading strategies was x = 42.50 before the application, whereas it was x = 50.37 after the
application. This finding indicates that WQBT has a significant effect on the development of the
awareness of support reading strategies as a part of MARSI. The value of influence quantity was
calculated as .61. This finding also indicates that WQBT has a middle influence quantity on MARSI-SRS
scores.
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The level of supporting the reading strategies involves in creating a reason in mind while reading,
arousing the prior knowledge, considering if the reading reason fits the text, skimming, deciding what to
pay attention and what to read, benefiting from tables, pictures and figures to make the text easier to
understand, using the content clues to help to understand what is read, using textual aids like bold
fonts, italic letters to specify the main idea, analysing the information and findings in the text by
evaluating them, guessing what the text is about while reading.

In the first practice, a group experiencing problems using the strategy of determining the purpose of
reading read the information randomly because they did not know what to research. One of the
students in this group tried to understand what information they would investigate within the steps
given in the second and third practices. He did their research in accordance with the steps given in the
process phase.

In the focus group interview done with the students, the conversation of the group which used the
strategy of determining the reading reason is below:

The researcher: What did you do before understanding the texts?

Gokhan: We searched in accordance with the steps in the process (see: Figure 2) (Determining a
reading reason).

The researcher: You had a reason before reading. How did you create your reasons?

Seda: We did the research by following the steps given to us. We did the research to find the
information.

B

2
i

&

Findik nerede yetistinilir> Findik tarlodan nasil toplani> Findik ne yopminda kulianr?

Karpuzun cinde hang: maddeler bulunur? Karpuzun soghga feydalan nelerdir>

Karpuz nasil yetigtinilir> Karpuz gesitieni nelerdir?

Figure 2. A part of the process section in the second application.

For example, in the third application, it was determined that a student followed the steps in the
process section to create a reading purpose and research (See Figure 3). In the first practice, the group
experiencing problems using whether or not text would suit reading purpose could not select
appropriate texts since they could not decide their reading purpose. One of the students in this group
chose mainly the sites that were suitable for reading purposes in the second and the third practices. He
primarily chose the websites which were convenient for their reading purpose. He chose the websites
which were convenient for his reading purpose from the related parts from the source section.

It was found out from the students’ answers that the teaching aids consist of introduction, task,
process, sources and result, also they were aware of this situation’s effect on the learning process. In the
interview of the focus group, the student called Sena said: ““There was a process. We prepared it by
following the steps there” (Guiding), the student called Enes: ““The explanation of the steps we were
supposed to follow made us to learn easier. Finding these steps on the computer led us the way. It
guided us. That’s why, we knew what to do” (Making the learning easier-Guiding). The student called
Mert: “We were able to do the tasks swiftly by following the steps. We didn’t waste any time because we
knew what to do next” (Using the time efficiently), the student called Feyza “we found the information
and pictures required in time by following the steps” (Easy Access).
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Figure 3. Visualization of the third practice by the followers in the process section.

The students clarified that the explanations of the steps which were supposed to be followed
contributed to the learning process in terms of guiding, time and easy access. Providing guidance by the
learning aid decreased the support of the teacher in the learning process. The questions like “what are
we going to search, what are we going to do?”’ were asked. This situation provided to the students to
study independently. The students didn’t waste any time by thinking and perceiving about what they
were going to do. The opinion of the teacher called Deniz on this topic is: “if the learning steps in the
process phase are well-structured, the students obtain the learning content. If not, it would be too hard
to obtain the learning content. If the way which explains to the students how and what they are going to
do is clear enough, they associate the different contents by criticizing and evaluating”.

In the first implementation, the group which used the strategy of benefiting from the tables, pictures
and figures watched the videos over and over again. After watching the videos they reached, they
formed their answers. They tried to give the meaning by examining the visuals very carefully. In the
second implementation, the paired group which used this strategy, formed their answers after they
examined the visuals. In the third implementation the student who used this strategy examined the
visual again and again. For example, in the second application, one of the peer groups includes
information about the beneficial effects of the carpel to the cancer disease. This information reflects the
visual image of the appropriate cells in the learning product (see Figure 4).

KARPUZUN SAGLIGA FAYDALARI

*Bagirsaklari  c¢alistirirmis.
*Astim hastaligini azaltir.

*Kanser hastaligini azaltirmis.

Figure 4. Visualization of the learning application in the second application.

In the first practice, the group having problem in using glancing strategy did not select appropriate
sections from the text. One of the students in this group shifted up and down on the page to browse the
text before reading it in the second and the third practice.
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In the first implementation the group which used the strategy of scannig slided the page back and
forth to scan before reading. They examined the visuals, graphs and titles. That’s why, they made
correct deductions about where they could find the information they were looking for. It was observed
that the students guessed correctly about the topic by scanning the content of the websites.

In the focus group interview done with the students, the conversation of the group which used the
strategy of thinking about if the reading purpose fitted the text, benefiting from tables, pictures and the
figures and paying attention to the writings written in different colors are below:

The researcher: What did you pay attention to while you were skimming the websites?

Seda: We checked if they were related to our topic (Thinking about if the reading purpose fits the
text).

Gokhan: We looked at the pictures. In order to differentiate if they were related to the topic
(Benefiting from tables, pictures and the figures).

Seda: There were writings written in red and blue. We looked at them (Paying attention to the
writings written in different colors).

In the first practice, the group having problem using decision-making strategy to read carefully what
to read even logged into unrelated sites and read information on those sites persistently. One of the
students in this group started to read information he was searching more carefully in the second and the
third practices. He read irrelevant information on the subject superficially. This enabled the student to
complete the learning product before others.

In the first practice, the group experiencing problem in using the strategy of evaluating and analyzing
information and findings in the text reflected unrelated information to learning products. One of the
students in this group made an assessment in the second practice to make sure whether they reached
the information they were investigating after reading the texts with their group friends. In the third
implementation, the students who used the strategy of analyzing the information and findings in the
text by evaluating them, prepared the learning product after they read and evaluated the information
they were supposed to search. It no unrelated information was encountered.

Throughout the course, students completed their tasks using reading strategies. For example, in the
second application, the use of Esra and Pinar's reading strategies is reflected on the speech process as
follows:

Pinar: Let's go to Diyarbakir watermelon.
Esra: What do we research about Diyarbakir watermelon?
Pinar: Diyarbakir watermelon, but what are their names? Should we go to the process section?

Esra: "What substances are in the watermelon?" (Students use the strategy of determining the
purpose of reading).

Pinar: Okay then let's go to the resources section and search this information.

The dialogue between Esra and Pinar shows that they used the strategy of determining the aim of
reading. Students arrived at the process section to get an idea of what to research. Following the given
steps contributed positively to organizing information. In the third application, it was observed that the
students were searching the information in a series of ways because they had gained experience. Prior
to conducting research, they gained awareness of using a reading-intention strategy.

In Esra and Pinar's second application process, we can see the speed of reading slowly, but carefully
reading, reading to see what the text was about, guessing what the text was about, reading aloud, going
back and forth between the minds, deciding what to read carefully, they had no trouble using the
strategies to adjust to the context and pay attention to what they read when the text became difficult.
The conversation between the students took place as follows:
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In Esra and Pinar's second application period reviewing, guess what the text was about, reading
aloud, to go back and forth in the text and establish relations between the minds, deciding what to read
carefully, slow but careful reading to make sure you understand, they did not have any difficulty
adjusting their reading speed according to the text they read and using the strategies to pay attention to
what they read when the text became difficult. The conversation between the students took place as
follows.

(The students are looking for the content of watermelons).

Esra: Enter this website (They read in a fast way).

Because the students couldn’t find the information they were looking for, they swiftly scanned the
website (The students used the strategy of adjusting the reading rate according to the text).

Pinar: There is no information about the content of watermelons.

Esra: Let’s check the sources.

Pinar: It might be here. Let’s read here. It must be written here. Let’s read (The students started to
read aloud one by one).

Esra: There is no related information here.

Pinar: Let’s go to the source section and then other websites. Let’s enter that website.

Esra: Look at the titles

Pinar: Planting of watermelon, watermelon jam.

(At this stage the students were quickly browse the word in the text. Students can use the review
strategy.)

Esra: It says benefits of watermelons. Does it ask this information? Let’s check the process (Esra says
to her friend to check the process phase by trying to guess if the benefit of watermelons are asked to
research or not. Students use the strategy of guessing).

Pinar: What are the watermelon types and what are the benefits of watermelons?
Esra: Then, let’s use this website later.
Pinar: Ok.

Esra: Go to the previous website. Let’s check there again (In this phase, the student wanted to check
the previous page once again. The students use the strategy of reading again).

Esra: Watermelon consists of 90.00% water. 100.00 gram watermelon consists of 1.00 gram protein,
6.00 gram sugar.

Pinar: Go ahead. There can be more information (The students use the strategy of association
between the ideas by going back and forth).

Esra: In watermelons, there is no fat. Beside, watermelons consist of vitamin A, vitamin C. (The
students started to read. They realized that this is the information they were looking for. They changed
the way of reading and started read slower, loudly and dominatively. The students used the strategies of
reading aloud, reading slowly but carefully to be sure they understand what they read and paying
attention to what they read).

Pinar: Also, 100.00 gram watermelon consists of 1 gram protein and 6 gram sugar. No fat (Because
they exchange their ideas, they use the strategy of discussing with other people).

Esra and Pinar determined the necessary information for themselves by examining the sites in the
resources section related to the presentation they would prepare. Using the reviewing strategy enabled
them to discover the structure of texts, their layout and important places. They made use of the
prediction strategy, allowing them to create ideas about texts and to think in multiple ways. They used
the strategy of reading aloud, allowing group members to listen to each other and evaluate the
information. The strategy of going back and forth between the minds in the text contributed positively
to establishing a link between the cues, determining the main and side thoughts, sorting the events and
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thoughts in the text, and establishing a causal relationship. To make sure that they understood, the
strategy of slow, but careful reading and the strategy of adjusting reading speeds reinforced their
understanding. It was observed that both silent and silent reading types resorted to both.

In the second application process of Esra and Pinar, the speeches that revealed that they used the
strategies of using tables, pictures and figures, evaluating and analyzing the information and findings in
the text, discussing with others, expressing with their own words, taking notes and summarizing were
realized as follows:

(The students found and read the information they were searching).

Esra: Watermelon consists of 90.00% water. In 100.00 gram watermelon, there are 1.00 gram of
protein and 6.00 gram of sugar. There is no fat. Also, in watermelon, there are vitamin A and vitamin
C

Esra: In watermelon, there are vitamin A and vitamin C. It has a lot of health benefits. It has a lot of
benefits to human health (The students analyzes the information and findings by evaluating them (They
use the strategy of analyzing the information and findings in the text by evaluating them).

Esra: What will we write, then? Open the presentation page. Write “ Watermelon contains protein,
water, sugar, vitamin A, Vitamin C (Students used summarising strategy because they wrote the
information they read by stating it with their own sentences).

Esra: She checks the student picture file to pick a convenient picture for the content of watermelon.
Let’s find a convenient picture for this information. Open the pictures in the source section.

(Pinar Open ““Pictures”. Take look at the pictures.)

Pinar: There are related pictures. Copy these pictures (She points her finger at vitamin A and vitamin
C pictures).

Esra: Copy right away.

Pinar: Yes, i managed to copy (Because the students found and pasted the related picture, they use
the strategy of benefiting from tables, pictures and figures).

The presentation page of the students at the end of the research is shown in Figure 5.

EHS OB 26) - Microsaft PowerFoint ? o] A%
PEBTH G | EKiE  TASARM  GEGIER  AMIMASYONLAR  SLAYTGOSTERSI  GOZDENGECIR  GORONDM  EKLENTILER h..‘.r..-n

o

Vitamin C

Figure 5. Presentation page example.

Esra and Pinar used the strategy of analyzing the information and findings by evaluating them while
they were commenting on the content when they reached the substances of watermelon. It is required
that the reader interprets the information he reaches from the screen by using the processes like
ordering, grupping, bonding and questioning. They exchanged the ideas they found by discussing and
questioning. Integrating by analyzing the content parts in different websites require high level mental
processes in the process of WQBT. The students summarized the presentation page after they discussed
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the information. As the process progressed, they made some editing and associating on the information
they found without taking them directly. They used the picture file for presenting the visual related to
the content. The visual they picked is convenient for the content. It was seen that the students used the
strategy of benefiting from tables, pictures and figures to understand what they read.

The Findings regarding the Second Research Question: How does WQBT Reading Comprehension
Affect the Teaching Process?

The WQBT is designed to encompass the four phases of the course planning: preparation,
comprehension, observation and self-expression.

Preparation: In the preparation process of each of the three implementations, the attention of the
students were taken about the lesson topic. In taking attention process, the visuals like pictures and
photos have been viewed. Some questions have been asked to determine the students’ prior knowledge
about the products they were going to prepare. For example, in the first implementation, the students’
task was to prepare a brochure about the famous places in Turkey. The motivation of the students were
provided by asking them to read the Introduction part (What is mentioned in the introduction, what’s
the name of the girl, what firm is there, what is the prize, what will be the project’s topic?) in
accordance with the prepared scenario. Motivation consists of cognitive, social and emotional powers.
These components help the behaviours to emerge.

Activation of preliminary information: “In the first practice, it was determined that the students
experienced problems in using strategy of using activation of preliminary information”, observation
08.04.2016. “In this direction, it was decided to brainstorm with members and ensure that the students
make associations regarding concepts such as famous place and brochure”, Decision 11.04.2016.

Afterwards, the preparations were made for Task part by making explanations related to features
required to be in a good brochure. The questions like were asked “What are the features of a good
brochure, what would you do if your teacher asked you to prepare a brochure?”. Having pictures,
determining the topic in the process of brochure planning, deciding what to do, conducting research,
having a good writing style, having detailed information were among the answers of the features of a
good brochure question. It was detected that the students had awareness of what the features of a
good brochure need to have. The answers like pictures, color and a good writing style showed that they
stated their opinions in terms of form. Giving detailed and related information about the content were
among the answers.

This situation showed that the students had limited information about the content of the brochure.
Students were asked to read the task section page.

The researcher: What are the topics need to be in the brochure you prepared?

Gokhan: Uludag ski resort, Pamukkale Travertines, Cappadocia and Mounth Nemrut.

The researcher: Yes. The information you were looking for should have been about these topics. Are
there any other features that have to be in a good brochre?

Mert: Making it colorful could take people’s attention.

Feyza: We should write it with nice statements. We can do it by putting more pictures and writing
more.

It was aimed that the students understand which contents needed to be in the brochure. At the
same time, it prior knowledge was provided to create about the texts they were going to read through
Introduction and Task parts. They created the prior knowledge about some key words.

Similarly, in the second application, questions about the scenario in the second application were
asked, "What kind of company would you like to prepare, which award to prepare the best offer?"
Teaching tool is designed to prepare PowerPoint presentation about the direction of the food produced
in Turkey. It was stated that a fruit basket would be given to prepare the best present. The task was
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discussed with the students. The question "What are the features of a good PowerPoint?" was asked
and examined in terms of content and form, showing a sample PowerPoint. In the third application of
the duties of the individual students 'found in Turkey Ancient Cities' were related to letter writing. The
students were asked "Where are the people who used to live in the past, where are the people using
them?" The students used cave where people used to live. Today, people live in collective areas such as
shopping centers, markets, stadiums or schools. After the preliminary information of the students was
actuated, the motivation of the students was tried to be provided by examining the entrance section. It
was stated that the person who wrote the best letter would receive a knight prize. The task was
discussed with the students. ""What are the characteristics of a good letter?" was asked and the sample
papers were examined to give information about introduction, development and conclusion sections of
the letter. Introductory and introduction of the mission section was aimed at providing the motivation
for the students, activating preliminary knowledge about the subjects and getting some ideas about key
concepts.

The students were asked to read the Process section. This was viewed with the students. Using the
example of brochure in the process section provided the students to create the brochures in their
minds. This helped the students to understand how they were going to prepare the brochures in tems of
presentation and planning, organization, text-font selection, and visual-text and title-text cohesion. In
each of the three implementations, giving examples on learning products gave the students clues.

Comprehension: In the first embodiment students prepared brochures about the ““Famous Places of
Turkey”. Therefore, they were asked to read the process section and create a reading purpose. At this
stage, it was observed that the students did not aim at reading but randomly investigated.

Making a decision on structuring the process section: ''The process used in the first application was
not very detailed in the process. This made it difficult for the students to figure out exactly what to
research. Sometimes it was seen that they were randomly searching the information", reflective diary
12.04.2016. “This situation is discussed by members. The process part of the teaching tool used in the
second and third application is detailed”, Decision 22.04.2016. Finding a solution to this problem, the
resolution of the decision is reflected in the diary as follows: “In the second and third applications,
awareness of which subjects students will investigate prevented them from using the teaching tool and
conducting research without purpose. Provide guidance to students. When researching, they helped
them find a solution to their problems”, reflective diary 04.05.2016.

Explanations about using the strategy of determining reading purpose were made in the second
implementation. During the implementation process, to get information for students about the strategy
of creating a reading purpose, the explanation made is below:

The researcher: What does “having a purpose before reading’”’ mean?

Feyza: To learn the texts.

The researcher: What else?

Merve: To understand the texts.

The researcher: “Determining your reading purpose means finding answer for the questions like”why
am i reading these texts, what am i going to learn when i read these text.” The reason why we read the
texts is to comprehend the texts, determine the details, answer a certain question and evaluate the
things we read.

To create a reading purpose, the beginning of the Process section was used (See: Figure 3 (An
example is given from the second application):

The researcher: What do you see in this section?

Melike: Pictures...

Pinar: We see questions.

The researcher: What are the questions about?
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Enes: Nut, peach, honey...
(The questions are read).

The teacher: You are going to research consequently in the study you are going to do. After getting
information about the topics, you are going to evalute the things you read. You are going to research
the information according to the steps below.

The students reached the process section to get an idea what they were going to research. Following
the steps given contributed to organize the information. In the third implementation, because the
students gained experiences, it was observed that they serially researched the information. Before
doing the research, they gained awareness of using the strategy of determining the reading purpose.

Reviewing, guessing, reading aloud, associating between opinions by going back and forth in the
text and using other strategies: The source section of the learning tools which were used in the first, the
second and the third applications implementation were projected to the smart board so that the
students were able to open it on the computer. In the first application, it was observed that students
could not decide which sites to read and could not use the reviewing strategy.

Making a decision on the use of reviewing: The students did not know which sites to read and
opened different sites. This led to mental complexity as well as time loss, reflective diary, 15.04.2016. In
this case, it is planned to apply more examples before the study on how to implement the strategy of
browsing the sites in the teaching tools in the second and the third application by discussing with
members, decision 22.04.2016. It contributed positively to the students to predict the scans and the
texts.

The students were provided with information on how to use these strategies by recognizing links in
the resources section. For example, in the second application, information on how they would use these
strategies is given as follows:

The researcher: There is a source list about four products. When you make a research about nuts, you
should check the source section about nuts, when you make a research about watermelons, you
should check the source section about watermelons. For example, click one by one the websites about
nuts in the source list. When you click that website, (by pointing at it) what are things take your
attention? The title and the pictures, right? What is the title of this text?

Yalgin: Nut harvest.

The researcher: What do you see when you look at the pictures?
Pinar: People pick nuts.

The researcher: So, what is the relation of this website with the topic?
Seher: It is about picking nuts in the fields.

The researcher: yes. This website is about picking nuts from the field. On this website, i can’t find any
information about nut oil. On this website, i can find information about nut harvest. What should we
do before reading the text on the webiste?

Sena: We should look at the titles and the pictures.

The researcher: You should take a look at the websites. Then, we can decide what the website is
about. We don’t lose any time. In the next step, if we are sure the website is related to the topic we
are searching for, we can start to read the texts.

We can read silently as well as reading aloud so that our friends can hear. Then we can discuss what
we read with our friend. What should we do if we do not understand after reading?

Ali: We start to read over again.

The researcher: We may read the texts over again or slower.

By indicating to take a look at the title, visuals and eye-catcher writing styles (bold, colorful, italic) to
make a guess about the content of the topics on the websites, scanning the websites contributed the
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students to guess which texts they were going to read. Not using of the contents like ads and news in
the learnnig products showed that they could see the difference between related and unrelated
information. In the first implementation, they were told that they should listen or follow while one of
the group members was reading aloud.

In time, the students gained experience about using this strategy. In the first application, there was a
lot of noise because the students applied the strategy of reading aloud in an unconscious way. This is
reflected as follows:

Making a decision on the use of reading aloud strategy: “The groups read the texts aloud to each
other. This prevented them from focusing on texts”, reflective diary 13.04.2016. This situation was
discussed by members. “It was planned that students who were in the same group should be informed
that one of the students in the same group should listen while the other is listening, speaking low in a
low tone, and talking with a group friend to tell them their thoughts when they do not understand it”,
Decision 22.04.2016.

It was observed that the students started to read slowly by changing their tone of voice when they
reached the related information. Because the students were researching about a certain topic in WQBT
tool, to make sure the correctness of the information they were searching for, they read in a more
controlled way (aloud, slow etc.). In the first implementation, some of the students had trouble to
implement the strategy of associating between opinions by going back and forth in the text. They did
not feel the need to read more of the text when they received information about the topic they were
searching for, or they did not read the rest of the text because they did not shift the display bar. A
solution to this situation was found.

Decision to go forward and back in the text and use the strategy of establishing a relationship
between thoughts: “It is planned for the students to read the continuation of the text and give
information about reaching other related information by moving the scroll bar”’, Decision 22.04.2016.

In the second application, it was determined that the peach kernel gave different information about
the usage areas by reading the entire page of the group named Best Friends (See Figure 6).

Findigin kullarim  Alanlar:

Diinyada cerez olarak da tiiketilen findigin % 90'a yakini
kavrulmus, beyazlatiimig, kiyiimis, dilinmis,un ve plre halinde
cikolata, biskvi, sekerleme sanayiinde, tatli, pasta ve dondurma
yapimi ile yemek ve yardimci madde olarak kullanilmaktadir.

Yaklasik besbin yildir bilinen findik, meyvesinden odununa kadar
bircok yerde insanliga biiylik faydalar saglamaktadir. Findik kabugu
Ulkemizde ozellikle findik Gretilen bolgelerde ok degerli ve yiiksek

kalorili bir yakacak olarak kullaniimaktadir.

Figure 6. Part of the learning product that the best friends in the second practice group prepared.

Using the strategies of benefiting from the tables, pictures and figures, analysing information and
findings in the text by evaluating them, discussing with someone else, taking notes and summarising:
The importance of associating the content with the convenient visuals and preparing the learning
product by indicating that they need to write the information they were researching in accordance with
the group members’ common opinion with verbal communication were emphasized. In the first
application, there was a problem with this issue, and the solution was as follows:

“In the first application, the students selected their sites from the images and gave them clues. At the
same time, some images were inadequate. The image file should be added to the teaching tool used
in the second and the third application’, Decision 22.04.2016.

For this purpose, a picture file was added to the teaching tool used in the second and the third
application and the following information was given:
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For this reason, the picture files were added to the learning tool in the second and the third
implementation. “The Picture file” and ‘“‘worksheet” in the learning tool used in the second
implementation were used to give them information about the strategies of benefitting from tables,
pictures and figures and analysing the information and the findings in the text, discussing with some one
else, taking notes and summarising.

The researcher: To make sure that you find the correct information, you can discuss with your group
friends. After making sure, you can write the information you research to the presentation page by
clicking the book image in the process section. Beside, in accordance with the information you are
looking for, you can copy the convenient pictures by picking them from the “picture file”.

A part of “Picture File”” is shown in Figure 7.

Figure 7. Picture file.

The reseacher: You can talk to your group friend about whether you have the right information to
make sure you find the information you are looking for. Once you are sure, you can write the
information you are looking for on the presentation page by clicking on the book image in the process
section. As you type, you should summarize the information in your own words. You can write notes
for this and write your ideas directly to the presentation.

Students were asked to research the Aspendos antique theater in the process section. It was seen
that the students analyzed the information on the sites and reflected and summarized the correct
information in the learning product (See Figure 8).

I will give information about the aqueducts, produced products and antique theater about the
ancient theater of Aspendos. There are historical aqueducts that characterize the ancient city of
Aspendos in the Serik district of Antalya as the “life veins”. Aspendos is on the way to important trek.
There is a story about the ancient theater. There's a girl with a broken heart. Kiral would give her
daughter the best thing in the village. The twin brothers are starting to work. Somebody built a water
gate. The other is an ancient theater. | want to give her the girl who is the water passer. The person who
performed the ancient theater took the king to the ancient theater. Someone told me to give me the
chrysanthemum. When the sound echoed, he heard the chirality. She split her daughter in two. He gave
it to him. She gave the other to him. It was 2 levels in the ancient theater. There are seven doors. The
best ones stand out in front of women. Today the theater is used to give concerts. It's about 15,000
people. Aspendos has produced salt, olive, oil. He was raised.

Figure 8. Paragraph example of the learning product prepared in the third application.

It was observed that the students experienced difficulty in using summarizing strategy in the first
practice. This situation was discussed with the members, and decision was taken.
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Providing Information about the use of the summarize strategy: ‘‘Learning products have shown
that students had weak summarizing skills”, reflective diary 08.04.2016. In the second practice, it was
observed that the students did copy and paste the information from PowerPoint presentation, did not
summarize or express with their own sentences”, reflective diary 10.05.2016. Both situations were
discussed with members. In interviews with members, decision was taken to inform students who had
copied and pasted information exactly and asked these students to summarize sentence by sentence by
increasing their number of sentences, Decision 22.04.2016.

Reviewing of the rules: The learning products that the students prepared were required to be
improved according to the evaluation section (See: Figure 9). The students were asked to examine the
learning products according to the criteria (title-text cohesion, checking if they reached correct
information, associating the text and the related visual, spelling and punctuation marks, summarising
etc. in the evaluation section. The students who had difficulty were guided.

DEGERLENDIRME
sunular

GlRls of
GOREV. T

i rubrige gore degerlendirilecektir.

3

SUREC
KAYNAKLAR

DE( GERLE\’QIRME
soNTC

Sunum ve
Planlama

Sunum metoduna uyulmamits
Planlama belisizdir ve taslak
uygun degildir. Genel gortntm
cok Szensuzdir

Sunum metoduna_uyulmustur
Fakat planlama ve taslak
belirsizdis, Genel  gortngm
szensizdir

Sunum metodu  uygundur
Planlama  ve  taslak
detaylandinlsbil.  Genel
géruntm iyidie

Sunum metodu, tasiak  ve |
planlams  detayhdir.  Genel |

gorunum gok iyidir

Organizasyon

“Bilimsel Dogruluk |

| Fikirder  suralt

ve mantkh
bigimde swralanmamigti
Metnin  kendine has tutarh
yapis  yoktur.  Sunumun
amscm  anlamak  oldukga
todats
Bilimsel dogruluk
(Igerikle ilgili bilg: yokrur veya
hatalidur).

yoktur

Fikirler suali ve mantikli olarak
siralanmamy olup  sunumun
amac: anlagslabilir

Bilimsel dogrul
duzeydedir (1

Baz fikiler sml e
mantikl: olarak swralanmamiy
olup okuyuculann kafass
fazla kangtnlmadan tutasls
yap: sunulmugtus

| Bilimsel dogruluk meveuttur
gi | (Igenkle ilgili bilgi yetesh

dtizeydedir)

Flrlerin_gogu sl ve
mantikl: olarak siralanmuy olup
okuyucuyu metne
yonlendirmektedis

Bilimsel dogruluk _ oldukga
detaylidse (Igerikle ilgili bilg: |
agtk ve uyguadur)

Imla

| Kelimelenn yazimi, noktalama

ssaretlesi, buyuk-kugok harf ve
dilbilgisi Kullansmlarinda
strekli olarak hata yapilmists
Metni okumak oldukga gugtur

Kelimelenin yazumi, nokialama
syaretlens, boyuk-kugok harf ve
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guglesmigtic

Kelimelenn yazum,
noktalama sgaretlen, bayuk-
kugtk harf ve dilbilgiss

bazen

Kelimelenn yazimi, noktalama
igaretlen, boyuk-koguk harf ve
dilbalgis:  kullansm  okumayt
win  etkili

hatalar  yepilarak  okumak

sekilde kullanilmgtir

zorlagmigtir
Fon formatlan okunabilirlige
uygun planlanmugtr
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Yaz ve arka plan rengi yakia
renktedis

Figure 9. The evaluation section of the teaching instrument used in the second application.

By taking advantages of the evaluation section and with mutual dialogues, the students were guided
for arranging their learning products. Some students were observed that they had difficulty while they
were arranging the learning product.

Self expression: The students set free to make presentations. When they had difficulty, they were
directed. Talking about the learning products they prepared to their friends made the information, their
learning was more permanent.

For example, the presentation which was made in the first implementation is below:

The researcher: The purpose of presentations is to strengthen the information we get. Instead of
reading the information, you should present the things you understand with the help of the
brochures. Instead of only one person speaking, you should let your different group friends speak. You
can comment on each other’s spekaings at some points. Also, you should pay attention to the
speaking rules. In your presentation, it is required to adjust your tone of voice and indicate the topic
of your study.

The groups and the students who wanted to make presentations tried to summarize the content
about the learning products by giving information.

The qualities of the learning products prepared by the students during the first, the second and the
third application are shown in Table 5. Table 5 examines the development of learning products prepared
by students during the application process in terms of presentation and planning (first application x =
2.75, second application x = 3.29, third application x = 3.52), organization (first application x = 3.00,
second application x = 3.66, third practice x = 3.43), scientic accuracy (first application x = 3.62, second
application x = 3.75, third application x = 3.75), punctuation (first application x = 2.81, second
application x = 3.08, third application x = 3.02), resources (first application x = 3.31, second application
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x = 3.16, the third application x = 3.75, content validity (first application x = 2.62, second application x =
3.50, third application x = 3.29), originality (first application x = 2.62, second application x = 2.25, third
application x = 3.91) showed development. This situation showed that the students developed using
metacognitive reading strategies in their learning products.

Table 5.
The Arithmetic Mean of the Learning Products Prepared by the Students during the First, the Second and
the Third Application.

First Application Second Application Third Application

(Brochure Preparation) (PowerPoint Preparation) (Letter Writing)

Dimensions n X Dimensions n X Dimensions n x
Presentation and 8 2.75 Presentation and 12 3.29 Presentation and 24 3.52
planning planning planning

Organization 8 3.00 Organization 12 3.66 Organization 24 3.43
Scientific accuracy 8 3.62 Scientific accuracy 12 3.75 Scientific accuracy 24 3.75
Punctuation 8 2.81 Punctuation 12 3.08 Punctuation 24 3.02
Resources 8 3.31 Resources 12 3.16 Resources 24 3.75
Content validity 8 2.62 Content validity 12 3.50 Content validity 24 3.29
Originality 8 2.62 Originality 12 2.25 Originality 24 3.91

Discussion, Conclusion & Implementation

Metacognitive reading strategies inventory was applied at the beginning and at the end of the
process in order to investigate the effect of WQBT on metacognitive awareness of reading strategies.
We have found out that there is a significant difference between pretest and posttest scores on the
level of problem solving in favour of the posttest. This result is in accord with the findings of the study
conducted by Makrogiorgou and Antonio (2016), which showed that WQBT has a positive effect on the
ability of 6" graders (n=40) in adjusting their reading rate. We have found out that there is a significant
difference between pretest and posttest scores on the level of support reading strategies in favour of
the posttest. The results of this study are in congruence with the previous studies (An & Cao, 2014;
Makrogiorgou & Antonio, 2016). On the global reading strategy, on the other hand, there wasn’t any
significant difference between pretest and posttest results, though there was some increase. No study
on the effect of WQBT on global reading strategy could be found in literature. Therefore, the result of
the study couldn’t be correlated with those of any other study. However, researchers indicate that
students used global reading strategies during WQBT process. According to Henning (2013), students
share roles (reading, writing, using the computer), read the information on websites aloud and discuss it
while they are studying in cooperation. They arrange information and draw conclusions by using content
clues while reading. The choice of websites depends on the foreknowledge of students and they
evaluate what they have learned by analysing what they have read. WQBT requires using different kinds
of thinking abilities such as comparison, classification, making inferences, analysis, producing proof,
summarizing and conducting analysis in order to accomplish the tasks.

It was observed during this study that some students took down notes while they were searching for
information. This observation is consistent with the results of the study conducted by Popota (2014)
which indicated that most students tend to take notes during the application process of WQBT and they
make use of these notes while preparing learning products. The fact that the students in this study
resorted to rereading is consistent with the study conducted by Brown and Zahner (2006) in which
students reread the instructions and the explanations presented to them.

Students completed the learning products by following the steps given in WQBT process. This
contributed positively to the students' willingness to read. The pupils' reading intentions contributed
positively to the lack of time and provided guidance in conducting research. The students who
participated in this study stated that the guidance and the explanations about the steps to follow in
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WQBT tool were useful as they facilitated and accelerate dlearning process. This view is consistent with
the study conducted by Hassanien (2006), which concluded that most students found WQBT attractive,
practical and easily accessible. In another study carried out by Kachina (2012), students adopted a
positive attitude towards WQBT as the teachers explained the process step by step and presented the
rubrics to the students. And yet another study conducted by Balkisoon and Balkissoon (2014) reported
that students’ ability to make efficient use of time during activities was improved as the steps were
explained to them. According to Harashima (2008), while individuals are carrying out research in the
digital environment, they should have guiding questions in their minds. For this reason, they need to
devise plans to read the texts. Presenting the information to be searched for in a systematic way during
the process stage of WQBT make it easier for the students to make plans while reading the texts.

We observed that the students initially had difficulty in using navigation and scanning websites, but
they overcame the difficulties over time. These findings are in accord with other studies (Balkissoon &
Balkissoon, 2014; Chang, Chen & Hsu, 2011; lkpeze, 2009; lkpeze & Boyd, 2007; Kachina, 2012; Leite et
al., 2015; Segers & Verhoeven, 2009). According to Scott and O’Sullivan (2005), one of the disadvantages
of hypertexts is that they contain too much information. During reading process, individuals could be
confused about what to do in their next step, how to find the information they want while moving
backward-forward and how much time they need to spend. WQBT tool might eliminate this
disadvantage for those who aren’t familiar with hypertexts.

Students had difficulty in understanding some of the information, correcting their mistakes and
reaching an agreement when they had different opinions from those of the other group members. Some
students expressed different opinions about the problems they encounter in the studies conducted to
this day (Hassanien, 2006; lkpeze, 2009; Kachina, 2012; Mohn, 2004). For example, 6.00% of the
students said that they couldn’t have access to some resources in the study conducted by Hassanien
(2006); one of the students stated that visiting too many websites makes the research process harder in
the study carried out by lkpeze (2009); the students taking part in the study conducted by Kachina
(2012) stated that they got tired and couldn’t write much as they go through too much information on
the internet and the teachers said that it was a proper teaching method for students but added that
15.00% of the student had hard time accomplishing the tasks in the study conducted by Mohn (2004).
However, the students who took part in our study didn’t mention any difficulty in accessing to
resources, any difficulty in the research process arising from the multitude of the websites they visited,
nor did they express that they weren’t able to write or they got tired as a result of encountering too
much information. The problems experienced during the study conducted by Ikpeze and Boyd (2007)
include complaints on part of the students that the websites are loaded with too much information, that
distraction was experienced by the students and they tended to visit their favourite websites and to use
the computer to play games. We observed that the students taking part in this study focused on
irrelevant content (commercials, news etc.). The study carried out by Segers and Verhoeven (2009)
concluded that 6" graders had difficulty in focusing on the tasks as some of the websites had contents
which were inappropriate for their age. The websites which were found inappropriate for the students
during the pilot scheme were omitted from the list of resources.

WQBT process is advisable for students to enable them to organize information and it is linked to
constructivist theory (Segers & Verhoeven, 2009). Traditional teachers are the absolute controllers of
the programs. Teachers can realize student centred learning by encouraging students to become more
active during WQBT process with the help of the computers in their classes (lkpeze, 2009). The teachers
who took part in this study stated that WQBT is instrumental in transition from teacher-centred
education to student-centred education and they had positive views about the integration of WQBT into
their teaching programs.

While there are studies that have reached positive results with regard to WQBT, there are other
studies which have different views (VanFossen, 2009; Zheng et al., 2007). According to VanFossen
(2009), it is suggested that WQBT is a validated and recommended model in the research so far, and one
of the important points is the possibility that it is not suitable for every student. In the study carried out
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by Zheng et al. (2007), 226 teachers stated that WQBT based on inquiry is not effective. This indicates
that a great deal of effort is needed with respect to classroom applications, teacher competence and
prospective studies that should be undertaken on WQBT. Taking all these results into consideration, we
can say that misinterpretations might arise in the comparisons to be made in similar studies unless a
multifaceted analysis is carried out.

Suggestions
Suggestions were made for teachers and researchers in accordance with the results of the research:

e Teachers should introduce, model the strategy to be used and make a clear explanation for the
situations it should be used in. S/he should guide students in practicing the strategy and occasionally
encourage them to use the strategy by themselves after reviewing these strategies. In addition,
cooperative learning environment should be ensured by encouraging students to use strategies,
thinking aloud during the reading process.

Before applying WQBT, teachers should make sure that students have the relevant skills for reading on
published texts. After all, when we consider that individuals who are incapable of using reading skills in
electronic environment will build on the skills, habits and strategies they make use of on printed texts,
it will be more functional to base e-reading comprehension skills on the skills of reading printed texts.

More multiple scenarios can be used for the choice of students in the choice of preferences in the
implementation of WQBT (Gokalp et al., 2013).

e There is a limited number of studies providing insights on the development of basic skills using
technology in the Turkish education program. It is very important to increase these gains according to
grade level because today's individuals are involved in face-to-face communication as well as e-mail,
messages, blogs, facebook, twitter through elements such as communicates. Most of the time they
use the native language unconsciously. In the application process, teaching by taking advantage of
technological opportunities will bring mother tongue development to different dimensions. In this
respect, the integration of technology into educational programs has become a necessity.

It would be worthwhile to deal with a subject that will help to investigate reading strategies and skills
through WQBT within the scope of various school subjects. As a result, reading skills in digital
environments could be acquired in a practical manner. For this reason, studies supported by the
procedures of thinking aloud could be given priority in order to better identify e-reading
comprehension skills.

e The effects of the WQBT on the development of other skills in the Turkish curriculum can be
investigated. Today, there are many students in Turkey who have difficulty in expressing themselves.
The results of the application can reveal important results in terms of providing the development of
writing skills in line with the new literacy theory.
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Tiirkge Siiriim

Girig
Bireyin akademik ve sosyal yasamini basarili bicimde devam ettirebilmesi icin okuma becerisinin
kazanilmasi oldukca dnemlidir. ilkokulda bu becerinin kazanilmasinda veli, 8grenci ve dgretmen is birligi
icerisinde galisarak diger dil becerilerinin gelistiriimesinden daha ¢ok caba harcamaktadir. Bazi 6grenciler
bu beceriyi kazanamazken, bazilari ise kodlama becerisini kazanmasina ragmen okudugunu anlama
diizeyine ulagamamaktadir.

Bireyler Ustbilissel okuma stratejilerini kullanarak anlam olusturmaktadir. Ustbilis kavrami ilk olarak
Flavell (1979) tarafindan kisinin kendi diisinme sireglerinin farkinda olmasi ve bu slregleri kontrol
edebilmesi olarak ifade edilmistir. Harvey ve Chickie-Wolfe’'ye (2007) gére “Ustbilis insanlarin
performanslarini uygulamalari ve izlemeleri icin zihinsel siregleri hakkinda bilgilerini kullanma yolunu
yansitan genel terimdir’” (p.124). Metabilissel farkindalik ve bilgi, 6grencilerin Ustbilissel stratejileri
kullanmalarina yardimci olur (Biggs & Moore, 1993). Strateji bilgisi bireylerin ezberleme, distinme, akil
ylritme, problem ¢6zme, planlama, ¢alisma, okuma, yazmayi iceren farkh stratejiler hakkinda bilgisini
icerir. Metabilissel bilgi bu stratejilerin kullanilma zamani ve nedeni konusunda bilgileri kapsar (Pintrich,
Wolters & Baxter, 2000). Bu dogrultuda, okuma stratejileri Ustbilissel farkindahgi okuyucunun 6grenme
surecine yardimci olmak igin kullandigl herhangi bir segenek, davranis, dusiince, dneri ve teknik olarak
tanimlanmaktadir (Cook, 2001; Maasum & Maarof, 2012). Basarii bir okumanin otomatik
gerceklesmedigini soyleyebiliriz. Basarili bir anlama bilissel bilgiyi izlemeye ve diizenlemeye baghdir
(Baker & Brown, 1984; DeBoer, 2003). Okuma stratejilerini etkili bicimde kullanmak okuma sirasinda
kullanilan okuma stratejilerinin nerede ve ne zaman kullanilacag bilgisi ile elde edilebilir (Turhan &
Zorluel-Ozer, 2017). Bu stratejileri kullanan okuyucular, kelimelerin anlamini bilmeye odaklanmayip
okuduklari metni yorumlamaya calisirlar (Pressley & Afflerbach, 1995). Ustbilis, okurun metinlerdeki
problemleri belirlemesi ve okuduklarinin farkinda olmasidir. Okur Ustbiligsel farkindaligi yoluyla metinde
anlamadigl noktalari tespit ederek okudugunu anlamlandirmak icin uygun stratejileri secer (Johnson,
Freedman & Thomas, 2008). Okuma stratejileri, metne karsi bakis agisi edinmek igin bilissel, davranissal
ve motivasyonel yapinin kullanimini gerektirir (Graesser, 2007; Moreillon, 2007; Rosenblatt, 1978;
Woolley, 2011). Zimmerman ve Hutchins (2003), yedi okudugunu anlama stratejisi belirlemistir: On
bilgiyi aktiflestirme ve insa etme, zihin imajlarinin kullanimi, sorgulama, yorumlama ve sonug ¢ikarma,
temel fikirleri belirleme, fikirleri diizenleme, sentezleme, 6n bilgiyi insa etme ve aktiflestirme (Cite in:
Moreillon, 2007). Harvey ve Chickie-Wolfe’ye (2007) gore, okuma stratejileri ana fikri belirleme ve
onemli bilgileri tanimlama, “anladiklarini’” ve “anlamadiklarin’’ kontrol etme, sorgulama, hizli olarak
gozden gecirme, imaj olusturma, o6rnek disiinme, Ozetleme, okuma dergileri tutma, grafik
organizasyonu kullanma, not alma, taslak olusturma, anlam lretme, sonug ¢ikarma ve bilgisayara dayali
6g8renme cevrelerini icerir. Okuma stratejilerini kullanmayan okurlar anlami ylizeysel elde etmektedir.

Ogrencilerin okuma stratejilerini kullanma durumlari incelendiginde, zayif okurlarin iyi okurlarla
karsilastirildiklarinda daha az Ustbilissel stratejilere basvurduklari, okumada basarisiz olduklari (Carrell,
1992; Harvey & Chickie-Wolfe, 2007), not alma, altini gizme, okuma hizini ayarlama (Hoien & Lundberg,
2000), 6n varsayim olusturma, sonu¢ cikarma, uygun fikirleri iliskilendirme, iddialari dogrulama
(Graesser, 2007) stratejilerini kullanmada basarisiz olduklari goriilmistir. Benzer bicimde yapilan
arastirmalarda, 6grencilerin okuma 6ncesinde okuma amacini belirlemedigi ve metni neden okumalari
gerektigine dair herhangi bir bildirimde bulunmadiklari, okuma sirasinda metne iliskin beklenti
olusturamadiklari, anlami izleyemedikleri, neden sonug iliskisi kuramadiklari, ana fikri bulmada
zorlandiklari, bilmedikleri kelimelerin anlamini baglamdan g¢ikarmakta zorlandiklar tespit edilmistir
(Basaran, 2013; Baydik, 2011; Kuruyer & Ozsoy, 2016). Bu durum, okudugunu anlama stratejilerinin
ogretimini dnemli ve gerekli kilmaktadir.
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Okuma stratejilerinin kullanimi, 6grencilerin bilissel ve duyussal becerilerinin gelisimini olumlu yonde
etikilemektedir. Yapilan arastirmalarda, okuma stratejileri tstbilissel farkindaligi bilissel agidan diistinme
becerilerinin gelisimini, kelime becerilerinin gelisimini, okudugunu anlama becerilerinin gelisimini olumlu
yonde etkiledigi tespit edilmistir. Yapilan arastirmalarda, okuma stratejileri Ustbilissel farkindaligin
ogrencilerin kelime becerilerinin gelisimine (Anderson, 1999; Boulware-Gooden, Carreker, Thornhill &
Joshi, 2007; Mytcowicz, Goss & Steinberg, 2014; Nash-Ditzel, 2010), okudugunu anlama becerilerinin
gelisimine (Ahmadi, Ismail & Korotaeva, 2014; Boulware-Gooden et al., 2007; Ditzel, 2010; Doganay-Bilgi
& Ozmen, 2014; Hong-Nam, 2014; Kog & Arslan, 2017; Meniado, 2016; Mytcowicz et al., 2014; Rastegar,
Kermani & Khabir, 2017; Ugur-Usta & Giindogdu, 2018), 6z diizenleme becerilerinin gelisimine (Nash-
Ditzel, 2010), akademik basarilarinin gelisimine (Chevalier, Parrila, Ritchie & Deacon, 2015; Giirses,
2002), yabanci dilde okudugunu anlama becerilerinin gelisimine (Abdullah, 2013; Ahmadi et al., 2013;
Mokhtari & Reichard, 2004; Nejad ve Shahrebabaki, 2015; Zare & Othman, 2013), dislinme becerilerinin
gelisimine (Boulware-Gooden et al., 2007; Maasum & Maarof, 2012; Yaliz-Solmaz, 2015), akademik 6z
yeterliklerine (Kog¢ & Arslan, 2017) olumlu yénde etkisinin oldugu tespit edilmistir. Diger taraftan, Turhan
ve Zorluel-Ozer (2017) tarafindan yapilan arastirmada &grencilerin ingilizce dersinde okuma stratejileri
Ustbiligsel farkindaliklari ile yabanci dilde okudugunu anlama becerileri arasinda iliski olmadig tespit
edilmistir. Bazi arastirmalarda okuma stratejileri Ustbilissel farkindaligin, duyussal becerilerin gelisimine
olumlu ve olumsuz etkilerinin oldugu tespit edilmistir. Ogrencilerin okuma stratejileri (stbilissel
farkindalklari ve okuma tutumlari ile okuma motivasyonlari arasinda olumlu yonde iliski oldugu tespit
edilmistir (Bozkurt & Memis, 2013; Kanmaz, 2012; Oztiirk & Uzunkol, 2015). Okurlar, ¢ok az caba ile
ylksek performans gosterdikleri icin okumaya motive olurlar. Stratejik okuyucular, uygulama sirecinde
caba harcayarak okuma sireclerinin kontrolinde motive olurlar (Afflerbach, Pearson & Paris, 2008; Heo,
2000). Tum bu arastirmalar, okuma stratejileri Ustbilissel farkindaligin dil becerilerinin gelisimini
etkilemesinin yani sira diger derslerdeki akademik basarinin gelisiminde de 6nemli bir etken olabilecegini
gostermektedir.

GiUnumuzde bireyler, ders kitaplarinin aksine dijital ortamlarda 6grenme materyalleriyle etkilesime
gecmekte ve iletisim kurmaktadir (Chapelle, 2003). Bu acidan, teknolojiye dayali 6gretim
uygulamalarinin 6grencilerin Ustbilissel okuma stratejilerini nasil gelistirdigi arastirilmasi gereken
konulardan birisi haline gelmistir. Ulkemizde, teknolojiye iliskin arastirmalar incelendiginde teknoloji
destekli beyin temelli 6grenmenin 6grencilerin Ustbilissel farkindalik diizeylerine (Oktay & Cakir, 2013),
sosyal medya ve kitle iletisim araglarinin kullaniminin Gstbilissel okuma stratejilerinin farkindahk
duzeylerine (Turkyllmaz, 2015), web tabanli 6gretimin 6grenenlerin Ustbilis farkindalk diizeyine etkisini
(Baltaci & Akpinar, 2011), metin tabanli gevrimigi forum tartismalarinda okuma stratejileri Ustbilissel
farkindahgin bilissel diizeyle iliskisini (Topgu, 2007) arastiran galismalara rastlanmistir. Bu dogrultuda,
ekrandan okuma sirecinin gelecekte 6neminin artacagi birgok arastirmaci tarafindan 6ngoérilmektedir
(Marsh & Singleton, 2009). Teknolojinin okuma stratejileri Ustbilissel farkindaliga etkisinin belirlenmesi
arastiriimasi gereken konulardan birisi haline gelmistir.

Ogrenciler, internette bol kaynak oldugu icin amaglari olmaksizin zamanlarini bosa harcamaktadir
(Hsiao, Tsai, Lin & Lin, 2012). Hwang ve Kuo’ya (2011) gore, ilkokul 6grencilerinin bilgiyi arastirma
davranislari  egitimle ilgili bilgi eksikligindendir. Ogrenciler, (Ustbilissel okuma stratejilerini
kullanamadiklarindan dolayi uygun olmayan ve ilgisiz bilgileri segmektedirler. Bu durum, &égrencilerin
okuryazarlik becerilerinin zayifligini gostermektedir. Bu duruma ¢6ziim olarak, internette 6nemsiz, hatali
ve Ogrenci seviyesine uygun olmayan siteleri sinirlandiran ve onlarin teknolojiyi kullanma becerilerini
gelistiren egitimsel olarak yapilandiriimis araglar kullanilmalidir. Bu sekilde kullanim durumunu iceren
araglardan birisi Ag Arastirmas’na (WebQuest) Dayali Ogretim [AADO]'dir. AADO, San Diego State
Universitesi sitesinde Tom March ve Dodge tarafindan “Belirli zaman siirecinde dgrencilerin sitelerdeki
bilgilerin ¢ogunu ya da bitlnini arastirmaktan ziyade analiz, sentez ve degerlendirme becerilerini
kullanarak goérevlerini tamamladiklari sorgulamaya dayali bir siire¢” olarak tanimlanmistir (Chao, 2006,
p.222).
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AADO araci su béliimlerden olusmaktadir. Giris: Turville’ye (2008) gore, “Giris béliimii, proje ya da
konuya odaklanmay! igerir ve gercek yasam macerasi saglar” (p.44). Gorev: Gorevler analiz, sentez,
karsilastirma, genellestirme, sonug ¢ikarma, insa etme, internet kaynaklarini siniflandirma gibi becerileri
kullanmayi gerektirecek bigcimde tasarlanmalidir. Gorev yapilar, kavrayici ve bilgi pargalarini
bitiinlestirici olmalidir (VanFossen, 2004). Siirec: Vidoni ve Maddux’a (2002) gére, AADO araci
yapilandiriimis adimlari igerdiginden dolayi 6grencilerin sanal (siber) alemde herhangi bir yonlendirme
olmaksizin debelenip durduklari bir yapi degildir. AADO, bireysel ya da grup olarak uygulanabilir.
Kaynaklar: ““Secilen kaynaklar farkli alanlarla ilgili metinleri, bakis acilarini, amaglari ve sonuglari
incelemeyi saglar” (Luzon, 2007, p.10). Degerlendirme: Ogretmenler ve 6grenciler AADO aracini
tamamladiktan sonra birgok rilin olusturabilir ve bunlari farkh bigcimlerde (yazili-s6zll) degerlendirebilir
(Garcia, Alonso, Tapia & Corchado, 2014). Sonug: Cohen ve Cowen’e (2008) gbre “Ggrencilerin sireci
sonlandirmalarina yardimci olur” (p.569).

AADO’niin dgrencilerin okuma stratejileri Gistbilissel farkindaliga olumlu yénde etkisi oldugu yapilan
arastirmalarla tespit edilmistir (An & Cao, 2014; Makrogiorgou & Antonio, 2016). Geleneksel metinlerde
okuma ve anlama becerisi agisindan kiyaslandiginda ise daha fazla kontrol gerektirir (Verezub, Grossi,
Howard & Watkins, 2008). Diger taraftan AADO uygulama sirecinde, dgrencilerin okuma anlama
stratejilerini kullanma durumlari degerlendirilmistir (Balkissoon & Balkissoon, 2014; Ikpeze, 2009; Ikpeze
& Boyd, 2007; Kachina, 2012). AADO’niin 6grencilerin bilgiyi ayirma, gdzden gecirme ve tarama (lkpeze
& Boyd, 2007), bilgiyi organize etme, siteler arasinda gezinme, ipuglarini yorumlama, ilgili linkleri segme,
bitunlestirme ve degerlendirme (lkpeze, 2009), bilgiyi elde etme, segme, 6n bilgiyi aktiflestirme, birkag
farkh yazihm programini kullanma, arastirma yapma, elestirel degerlendirme ve link-gorsel iliskisi kurma
(Balkissoon & Balkissoon, 2014) gibi okuma anlama stratejilerini gelistirdigi tespit edilmistir.

Okudugunu anlama dersinde yasanan sorunlar sadece Tirkce dersindeki basariyr degil diger
derslerdeki basariyi da etkilemektedir (Kanmaz, 2012). Ustbilissel okuma stratejileri kullanimi
okudugunu anlamada tesvik edici rol Ustlenmektedir (Ahmadi et al., 2013; Cummins, Stewart & Block,
2005; Lubliner & Smetana, 2005; Salataki & Akyel, 2002). Ogrenme giicligl yasayan dgrencilerin okuma
stratejilerini kullanmada sorunlar yasadiklari tespit edilmistir (Ahmadi et al., 2013; Nicolielo-Carrilho &
Hage, 2017). Ustbilissel okudugunu anlama stratejilerinin metin anlamadaki &nemi, diger derslerdeki
basariya etkisi belirtiimesine ragmen 0grencilerin bu konuda sorunlar yasadiklari goriilmekte,
ogretmenler ise bu stratejileri kullanma konusunda egitim vermeyi ihmal etmekte ya da bu konuda
basarisiz olmaktadir (Cavkaytar, 2010). Ogrenciye okuma becerilerinin kazandirilmasindan sorumlu
birinci kisi olan sinif 6gretmeninin okuma sorunlarina yonelik okudugunu anlama stratejilerini 6gretmesi
ve uygun Ogretim yontemlerini kullanmasi 6grencilerin akademik basarilarinin gelisimi agisindan g¢ok
biiyiik énem tasir (lwai, 2016). Bu baglamda bu arastirma AADO’niin okuma stratejileri Ustbilissel
farkindahgi gelistirme noktasinda planlama, izleme ve degerlendirme asamalarinda nasil bir 6gretim
yapilacagina iliskin 6rnek teskil etmektedir. Bu dogrultuda arastirmanin AADO’niin &grencilerin
okudugunu anlama stratejilerinin gelistiriimesinde nasil bir 6gretim yapilmasi, uygulamada yasanan
sorunlar ve getirilen ¢6zim Onerileri noktasinda fikir sunmasi agisindan 6nemli oldugu disinilmektedir.
Diger taraftan AADO’niin &grencilerin okuma stratejileri Ustbilissel farkindaliklarini gelistirmeyi
amaglayan sinirli sayida ¢alisma bulunmaktadir (An & Cao, 2014; Balkissoon & Balkissoon, 2014; lkpeze,
2009; Ikpeze & Boyd, 2007; Kachina, 2012; Makrogiorgou & Antonio, 2016; Verezub, Grossi, Howard &
Watkins, 2008). Bu sebeple, bu arastirmanin yapilan arastirmalara katki sunmasi agisindan 6nemli
oldugu distunilmektedir. Ayrica 6grencilerde Ustbilisi gelistirmek, oncelikle Ustbilis bilgi ve becerisini
uygulayabilen 6gretmenleri gerekli kilmaktadir. Tracey ve Morrow’a (2012) gore okuma stratejileri
egitiminin amaci, ogrencilerin kendi dislincelerinin farkinda olmalarini ve bunlari bagimsiz olarak
kullanmalarini saglamaktir. Bu nedenle Ogretmenler, stratejilerin nasil ve ne zaman kullanilacagi
konusunda asamali olarak 6grencileri egitmelidir. Bu amacgla, yapiimasi planlanan galismanin Ustbilissel
okuma stratejileri konusunda o6gretmen vyeterlikleriyle ilgili yapilan calismalara katki saglayacagi
dustnilmektedir.
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Bu arastirmanin amaci, AADO’nin 4. sinif 6grencilerinin  okuma stratejileri Ustbilissel
farkindalklarinin gelisimine etkisini, 6gretim siirecinin nasil olmasi gerektigini belirlemektir. Bu
dogrultuda arastirma sorulari su sekilde belirlenmistir:

1. AADO, dérdiincii sinif 6grencilerinin okuma stratejileri Ustbiligsel farkindaliklarinin gelisimini nasil
etkilemektedir?

2. AADO, okuma anlama &égretim siirecini nasil etkilemektedir?

Yoéntem
Arastirma Modeli

Bu arastirma, eylem arastirmasi deseninde tasarlanmistir. Eylem arastirmasi, insanlarin ginlik
yasamlarindaki problemlere etkili ¢oztimler bulmalarini saglayan sistematik arastirma yaklasimidir. Bu
acidan eylem arastirmasi, sosyal icerigi blinyesinde barindiran dinamikleri arastirir (Stringer, 2014, p.9).
Bu arastirmada sireg, Kemmis ve Mctaggart (1988, p.80) tarafindan gelistirilen model gergevesinde
tasarlanmistir. Bu modele gore, eylem arastirmasi su basamaklarda ilerlemeyi gerektiren dongusel bir
suregctir: 1) planlama, 2) eylemde bulunma 3) siireci ve sonuglari gézlemleme, 4) bu slregler ve sonuglar
Uzerine yansitmada bulunma, 5) tekrar planlama, 6) tekrar eylemde bulunma, 7) tekrar siireci ve
sonuglari gézlemleme, 8) tekrar siire¢ ve sonuglar lizerinde yansitma yapma.

Planlama

AADO araglari, Hannafin ve Peck modeline gére tasarlanmistir (Nordin, Mohd, Zakaria & Embi, 2012,
p.225). Bu model ihtiyag analizi (6gretmenlerle goriisme formu, mifredati yansitma formu & literatir
taramasi), tasarim (icerik ve kullanici), AADO formati (giris, gorev, siirec, kaynaklar, degerlendirme &
sonug), gelisim ve uygulama (AADO’niin gelisimi, Microsoft FrontPage 2003 ve Adobe Photoshop CS2),
uygulama testleri (pilot ve gergek uygulama) ile degerlendirme ve yeniden diizenleme (uzman ve
dgretmen gorisiine dayali olarak AADO aracinin teknik ve icerik bakis acisini gelistirme, &grenci
yanitlarina dayali olarak AADO aracini degerlendirme) asamalarini igermektedir.

“Giizel Ulkem Tiirkiye” temasi gergevesinde 4. sinif Tiirkge dgretim programindaki farkli temalardaki
metinlerin incelenmesi sonucunda llkemizin Unli yerleri, yiyecekleri, antik kentleri, madenleri ve yoresel
oyunlarinin yiizeysel olarak tanitildigi gériilmiistiir. Birinci uygulamada kullanilan AADO araci “Tiirkiye’de
Bulunan Unli Yerler”, ikinci uygulamada kullanilan AADO araci “Tiirkiye’de Uretilen Yiyecekler” ve
glincii uygulamada kullanilan AADO araci “Tiirkiye’de Bulunan Antik Kentler” konusuyla ilgili
hazirlanmistir. Arastirmacilar tarafindan gelistirilen ders planlari (Chang et al., 2011; Hsiao et al., 2012;
Hwang & Kuo, 2011; VanFossen, 2004; Zheng, Perez, Williamson & Flygare, 2007) ve AADO araglarinin
tasariminda yapilan arastirmalardan faydalaniimistir (VanFossen, 2004). Tim bu incelemeler isiginda,
AADO araclari tasarlanmistir. AADO araclari giris, gorev, siire¢, kaynaklar, degerlendirme ve sonug
bélimleri dikkate alinarak Microsoft FrontPage 2003 programinin kullanimiyla hazirlanmistir. Ogretim
araclari hazirlandiktan sonra pilot uygulama, 2015/2016 egitim-6gretim yilinin ilk yariyilinda yapilmistir.
Okuma yazma alaninda uzman U¢ akademisyen (birisi yeni okuryazarlik calismakta) ve bir sinif
o6gretmeninin gorlstine basvurulmustur. Pilot uygulama ve uzman gorisleri dogrultusunda dilbilgisi ve
noktalama isaretleri, gorsel tasarim, gorev, slreg, kaynaklar ve degerlendirme bdlimlerinde
diizenlemeler yapiimistir.

Calisma Grubu

Arastirma, 2015-2016 egitim 6gretim yilinin ikinci yariyiinda Afyonkarahisar’a bagh bir ilgedeki bir
ilkokulda 24 dérdinci sinif 6grencisiyle gergeklestirilmistir. Babalarinin egitim diizeylerine bakildiginda
% 41.70’i ilkokul, % 8.30°u ortaokul, % 25.00'i lise ve % 25.00’i Uiniversite mezunudur. Annelerin ise %
79.20’si ilkokul ve % 16.60’si lise mezunu olup, % 4.20’si ise okuryazar degildir. Arastirmanin
gerceklestirildigi uygulama okulunun secilmesinde, okul yonetiminin ve sinif 6gretmenlerinin yeni
ilkégretim programlarina ve yapilandirmaci kurama iliskin olumlu bir bakis agisina sahip olmasinin yani
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sira arastirmaci ile isbirligi yapmaya acgik olmasi etkili olmustur. Bunun yani sira, okulun bilgisayar
laboratuvarinin bulunmasi, teknolojik donanim agisindan zengin olmasi okulun segimini etkileyen diger
bir etmendir. Arastirmanin gergeklestirildigi ilkokul, orta ve alt sosyo-ekonomik diizeydeki ailelerin
yasadigi bir semtte bulunmaktadir. Ogretmenler, velilerin ¢ok ilgili olmadiklarini ve 6grencilerin okuma
becerilerinin zayif oldugunu belirtmislerdir. Ayrica, Ogrencilerin okudugunu anlamada problem
yasadiklarini ifade etmislerdir. Ogretmenlerin 6grencilerin sinif kitapligindan okuma amaci olmadan
rastgele kitap se¢meleri, okuma esnasinda ¢ok fazla anlam olusturamamalari, okuduklarini
ozetleyememelerini vb. belirtmeleri onlarin okuma stratejilerini kullanma konusunda zayif olduklarini
gostermistir. Bu dogrultuda, 6grencilerin okuma becerilerinin ¢ok iyi diizeyde olmamasi, yoneticilerin ve
ogretmenlerin bu ¢alismanin yapilmasina olumlu bakmalari ve okulda bilgisayar laboratuvarinin
olmasindan dolayi, calismanin bu okuldaki 6grencilerle yapiimasini saglamistir. Ogrencilere iliskin bilgiler
Tablo 1’de yer almaktadir.

Tablo 1.
Ogrencilerin Evlerinde Bulunan Egitim Amacl Kullandiklari Teknolojik Araclar, Bu Araclari Kullanma
Amaglari ve Sikliklarina lliskin Bilgiler

n %
Ogrencilerin Evlerinde Bulunan Egitim Amach Kullandiklari Teknolojik Araglar
Hicbirisi yok 2 8.30
Bilgisayar 16 66.60
Tablet 11 45.80
Yazici 2 8.30
Egitim Amach Kullandiklari Teknolojik Araglari Kullanma Amaglan
Egitim 19 79.10
Oyun oynamak 11 45.80
Sosyal Paylasim Sitelerine Girme (facebook vb.) 3 12.50
Egitim Amagch Kullandiklari Teknolojik Araglari Kullanma Sikhiklari
Gunluk 16 66.60
Haftalik 6 25.00
Aylik 1 4.20
Yillik 1 4.20

Tablo 1 incelendiginde, 6grencilerin % 66.60’Inin evinde bilgisayar, % 45.80’inin evinde tablet ve %
8.30’unun evinde yazici vardir. % 8.30’unun evinde ise bilgisayar, tablet ve yazici gibi araglardan higbirisi
yoktur. Bu araglari 6grencilerin % 79.10’u egitim, % 45.80’i oyun oynamak ve % 12.50’si sosyal paylasim
sitelerine girmek amaciyla kullanmaktadir. Ogrencilerin % 66.60'1, bu araglari giinliik kullanmakta iken %
25.00’'i haftalik, % 4.20'si aylik ve % 4.20’si yillik kullanmaktadir. Bulgular bolimiinde veriler sunulurken
ogrencilerin gergek isimleri yerine takma adlari kullaniimistir.

Eylemde Bulunma

Planlama asamasinda, arastirmanin baslangicinda arastirmaci tarafindan her U¢ uygulama igin ayri
ayri planlama yapilmistir. Uygulamaya baslandiktan sonraki siiregte alinan dénit, yasanan aksaklik ve
gorislere gore bir sonraki asama igin arastirma plani revize edilmistir. Ogrenciler birinci uygulamayi tiger
kisilik gruplar halinde, ikinci uygulamayi esli gruplar halinde ve Uglinclii uygulamay! bireysel olarak
tamamlamistir. Her {i¢c uygulama icin, birbirinden farkli AADO araglari hazirlanmistir. Her {i¢c uygulama
baslangicinda 6gretim araglari akill tahtaya yansitilarak ogrencilerin kendi bilgisayarlarinda sdylenen
adimlari takip ederek araglari tanimalari saglanmistir. Uygulama asamalari hazirlik (6n bilgileri harekete
gecirme, dikkat ¢cekme & hazirlama, tiir-sunu seklini belirleme), anlama (okuma amaci olusturma,
okudugunu anlama ve bilgiyi analiz etme, metinleri tanima ve tahmin etme, degerlendirme bolimiini
tanima, sonu¢ boliminit tanima, Microsoft programini (Word, PowerPoint) tanima, klavyeyi tanima,
ara¢ cubugunu tanima, diger karakterleri tanima, Microsoft programini agma, okuma, arastirma ve
yazma, 6zetleme), kurallari gézden gecirme ve kendini ifade etme asamalarini icermektedir.
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Veri Toplama Araglari

Eylem arastirmasi olarak tasarlanan bu galismanin verilerini toplamak amaciyla hem nicel hem de
nitel veri toplama ydntemlerine bagvurulmustur.

AADO aracini dederlendirme formu: Arastirmaci tarafindan dijital ortamda hazirlanan ¢ AADO
aracinin uzmanlar tarafindan degerlendirilmesi amaciyla Bellofatto, Bohl, Casey, Krill ve Dodge (2001)
tarafindan gelistirilen “AADO Araci Degerlendirme Rubrigi”’ kullaniimistir. Bu dogrultuda, okuma yazma
alaninda uzman (g akademisyen (birisi yeni okuryazarlik ¢alismakta) ve bir sinif 6gretmeninin gorisiine
basvurulmustur. Bu forma gore her kategori U¢ seviyeden olusmaktadir: Yeni baslayan, gelisen ve
basarih.

Okuma stratejileri iistbilissel farkindalik envanteri: Ogrencilerin okuma stratejileri Ustbilissel
farkindaliklarini 8lgmek icin Mokhtari ve Reichard (2002) tarafindan gelistirilen ve Oztiirk (2012)
tarafindan Tiirkce uyarlamasi yapilan Okuma Stratejileri Ustbilissel Farkindalik Envanteri (OSUFE)
kullanilmistir. 30 maddelik OSUFE, dil uzmanlari tarafindan ingilizce’ye cevrildikten sonra kontrol
edilmesi icin dil uzmanlarina verilmistir. Tiirkce ve ingilizce formlari, 6zel bir ilkokulda sirasiyla besinci
siniftaki 29 &grenci tarafindan iki hafta araliklarla doldurulmustur. iki form arasindaki korelasyon .96
olarak bulunmustur. Agimlayici faktor analizinin uygulanmasi sonucunda, 6lgegin lg¢ faktorli yapisinin
dogrulandig1 tespit edilmistir. Uygulama sonucunda, Eigen degeri 12.87 olarak bulunmus, toplam
varyansin % 42.60'sini acikladigi tespit edilmistir. Turk¢e formdaki tim maddelerin asil 6lcegin alt
faktorleriyle uyumlu oldugu; sadece alt faktérlerin sirasinin degistigi ortaya konmustur. Olgegin orijinal
Olgcege uygun olup olmadigini belirlemek igin birinci ve ikinci CFA uygulanmistir. Uyum indeksleri (df=.39,
p=.00), xz/df =1.44, RMSEA=.04, SRMR=.05, GFI=.86, AGFI=.85, CFI=.98, NFI=.94, IFI =.98, NNFI=.98
olarak bulunmustur. Olgcegin Cronbach Alfa Katsayisi .93 olarak bulunmustur. Faktérlerin giivenilirlik
degerleri sirasiyla .85, .76 ve .81'dir. Elde edilen i¢ tutarliik degerleri, Mokhtari ve Reichard (2002)
tarafindan bulgularla tutarlilik géstermektedir.

Envanter 30 maddeden olusmaktadir ve (1) Hi¢ bir zaman (2) Nadiren (3) Sik sik (4) Genellikle ve Her
zaman (5) seklinde beg’li Likert tipi bir derecelendirmeye sahiptir. OSUFE’nin orijinal formu, Ug alt
faktorden olusmaktadir. Birinci faktor “Genel Okuma Stratejisi (GOS)”, genel okuma stratejilerini temsil
etmekte ve 13 maddeden olugsmaktadir. ikinci faktér “Problem Cézme Stratejisi (PCS)”, metin okunurken
zorlanildiginda problemi ¢dzmek icin stratejilere yénelimi gésteren 8 maddeden olusmaktadir. Ugiincii
faktér “Okuma Stratejilerini Destekleme (OSD)”, destek stratejiler ya da fonksiyonel olarak
tanimlanabilecek diger gerekli stratejileri (not alma gibi) ifade eden 9 maddeden olusmaktadir.

Gozlem ve alan notlari: Carson, Gilmore, Perry ve Gronhaug’a (2001) gore, “Gozlem, ozellikle
insanlarin davraniglarini, eylemlerini ya da 6zel durumlari izlemenize imkan tanir” (p.132).

Gériisme: Ogrencilerle (beser kisilik gruplar halinde) iki ayri odak grup gériismesi gerceklestirilirken
o6gretmenlerle de goriisme yapilmistir. Bunun igin gorlisme 6ncesinde uygun katihmcilarin belirlenmesi,
konunun ana hatlariyla tanimlanmasi, hatlarin sinirlanmasi, katiimcilara yoéneltilecek sorularin
olusturulmasi, uygun mekan, zaman ve araglarin segilmesi blylik 6nem tasir. Odak grup calismasi,
arastirilan konuyla ilgili ortak deneyim, goris ve beklentilere sahip kisiler arasindan segilen temsili bir
grupla birlikte yuratalar. Bu grup, genellikle sekiz kisiyi gegmez (Bas & Akturan, 2008).

Ogrenci giinliikleri: Gunliikler, verilerin depolandigi bir aractir. Ely, Anzul, Freidman, Garner ve
Steinmetz’a (1991) goére, gunlikler 6grenme siireci hakkinda 6grendiklerimizin ve bakis agimizin
kronolojik kaydini tutmamizi saglar. Ogrencilerden o giin yapilan gretimden sonra etkinlikler ve diger
uygulamalar hakkinda ne hissettiklerini ve dustindiiklerini glinliklere yazmalari istenmistir.

Ogrenme iiriinlerini degerlendirme rubrikleri: Ogrenme Uriinlerini degerlendirmek amaciyla rubrik
hazirlanmistir. Rubrik boyutlarinin (sunum ve planlama, organizasyon, bilimsel dogruluk, imla, kaynaklar,
icerik gecerligi ve 6zglnlik) hazirlanmasinda bazi arastirmalardan yararlaniimistir (Leite, Dourado &
Morgado, 2015; Rijlaarsdam, Oostdam & Bimmel, 1995, Cite in: Segers & Verhoeven, 2009; Sox & Avila,
2009). Puanlama anahtan kotu (1), gelistirilmesi gerekir (2), basarnli (3) ve mikemmel (4) olarak
belirlenmistir.
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Veri Analizi

Gergeklestirilecek eylemlere iliskin uygulamalar, bu siireci izler ve daha sonraki eylem asamasi
planlama, uygulama ve degerlendirmeyi kapsar (Glesne, 2013).

Nicel veri analizi: Veri analizinde iliskili 5rneklemler icin t-testi kullaniimistir. iliskili 6rneklemler icin t-
testinin uygulanabilmesi su kosullarin karsilanmasina baghdir: 1.Bagimh degiskene ait puanlar (6lgiimler)
en az aralik olgegindedir. 2.iliskili iki odl¢cim setine ait fark puanlari normal bir dagihm gosterir
(Buyukoztirk, 2009, p.67). Veri analizine baslamadan dnce verilerin normal dagilima sahip olup olmadigi
kontrolliniin yapilmasi gerekir. Bu amagla verilere ait ‘carpiklik ve basiklik degerleri hesaplanmalidir
(Yazicioglu & Erdogan, 2007, p.192). Literatlirde carpiklik ve basiklik katsayilarinin -2.00 ile +2.00
arasinda olmasi, dagilimin normallik varsayimi icin yeterli kabul edilmektedir (Field, 2009). OSUFE-GOS
(CK=-.21, BK=-.93), OSUFE-PCS (CK=.63, BK=1.77) ve OSUFE-OSD (CK=-.97, BK=1.59) 6ntest-sontest puan
farklari katsayilarinin -2 ile +2 arasinda oldugu goriilmektedir. Testlerin anlamlilik derecesi.05’ten daha
kiigiik ise dagilimin normal dagiim géstermedigi sonucuna varilir (Blyikoztirk, 2009, p.67). Ontest-
sontest fark puanlarina iliskin Shapiro-Wilk testi OSUFE-GOS (s-w=.96, p=.61), OSUFE-PCS (s-w=.95,
p=.32) ve OSUFE-OSD (s-w=.93, p=.14) araglarinin normal bir dagilim gdsterdigi tespit edilmistir (p> .05).

Nitel veri analizi: Arastirma siirecinde, her hafta gergeklestirilen uygulamalarin ardindan video
kayitlarinin ilgili béltimlerine dokiimleri yapiimistir. Miles ve Huberman (1984) nitel veri analiz srecini,
birbirini takip eden tg agamali bir siniflandirma igerisinde incelemektedir. Bu asamalardan ilkini gézlem,
gorisme ve dokiiman incelemesi gibi cesitli tekniklerle toplanan “verilerin azaltilmasi” asamasi
olusturmaktadir. Bu asamada, alandan toplanmis ve henliz islenmemis durumda bekleyen veri seti
aylklama, 6zetleme ve donistirme islemlerinden gecirilmektedir. Veri analizinin ikinci basamagini ise
“verilerin gorsel hale getirilmesi” asamasi olusturmaktadir.

Veri analizinin glivenirligi, [G6rus birligi/ (Gorus birligi + Goris ayrihgi) x 100.00] formulu kullanilarak
hesaplanmistir. Gulvenirlik hesaplarinin % 70.00°in Uzerinde g¢ikmasi, arastirma igin givenilir kabul
edilmektedir (Miles & Huberman, 1994). Veriler elde edildikten sonra kodlama yapilarak temalara
ulagilmistir. Degiskenler arasindaki iliskiler ve farkliliklar karsilastirilarak temalarla baglanti kurulmustur.
Uzerinde uyusma saglanamayan veriler degerlendirilmemistir. Okuma stratejileri Ustbilissel farkindalig
icin ulasilan glivenirlik degeri % 89.00 olarak bulunmustur.

Bulgular

Birinci Arastirma Sorusuna iliskin Bulgular: AADO, Dordiincii Sinif Ogrencilerinin Okuma Stratejileri
Ustbiligsel Farkindaliklarinin Geligsimini Nasil Etkilemektedir?

OSUFE-GOS 6ntest ve sontest ortalama puanlari arasindaki farkin anlamliigi icin yapilan t-testi
sonuglari Tablo 2’de gosterilmistir.

Tablo 2.

OSUFE-GOS Ontest ve Sontest Ortalama Puanlarin t-testi Sonuclari.
OSUFE-GOS’un Olgiimii n x Ss sd t P
Ontest 24 31.00 6.44 3 -76 .45
Sontest 24 32.29 5.46

p>.05

Tablo 2 incelendiginde, OSUFE-GOS diizeyi 6ntest-sontest arasinda bir farklihk olmadig
belirlenmistir, t(23)=-.76, p>.01. Ogrencilerin uygulama dncesi OSUF genel okuma stratejisi diizeyi puan
ortalamalari x = 31.00 iken AADO sonrasinda x =32.29’a yiikselmistir. Bu bulgu, AADO’niin dgrencilerin
OSUF genel okuma stratejisi farkindaliklarinin gelisiminde &nemli bir etkiye sahip olmadigini
gostermektedir, fakat onlarin aritmetik ortalamalarinda dnteste gore sontest puanlarinda artis oldugu
tespit edilmistir.
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Genel okuma stratejisi boyutu okudugunu anlamak igin notlar alma, ytksek sesle okuma, okudugunu
Ozetleme, baskalariyla tartisma, metinde ileri ve geri gidip distinceler arasinda iliski kurma stratejilerini
icermektedir. Birinci uygulamada, 6grenciler bu stratejileri kullanma konusunda basarisizlik yasarken
uygulamalar ilerledikce basarili bir sekilde kullanmaya devam etmislerdir. Birinci ve sonraki
uygulamalarda bazi gruplar segilerek gdzlem yapilmis, videoya alinmistir. Ogrencilerin secimine
o6gretmen ve arastirmaci karar vermistir.

Birinci uygulamada not alan grup okuduklan bilgileri not almistir. Ogrenme (riiniinii bu notlari
iliskilendirerek hazirlamistir. ikinci uygulamada, esli grup PowerPoint slaytlarina hazirladiklari Griinleri
kisaca yazdigindan dolayi not alma geregi duymamistir. Bunun sebebinin, ikinci uygulamada PowerPoint
sunusuna bulduklar bilgileri her sayfaya parca parca yazmis olmalaridir. Ugiincii uygulamada, not alma
stratejisini kullanan 6grenci mektup yazma siirecinde ulastigi bilgileri ilgili paragraflarda butiinlestirerek
yazmistir. Birinci ve Uglincl uygulamada ise birbiriyle iliskili cimleleri bir paragrafta bitilinlik icinde
yazmalari gerektiginden ogrenciler daha fazla not tutma ihtiyaci hissetmistir. Ogrenciler, icerik
parcalariyla ilgili tuttuklari notlari okuduktan sonra bilgileri iliskilendirerek 6grenme UGrlinlerine yazmistir.
Sadece icerikle ilgili not tutmamis ayni zamanda arastiracaklari sorularla ilgili de tutmustur. Clinkii bazi
Ogrenciler arastirma yaparken neyi arastirdiklarini unutmustur. Bu ylzden ne arastirdiklariyla ilgili not
tutmalari, okuma sirecinde konuya odaklanmalarini saglayarak dikkat daginikhg yasamalarini
engellemistir. Uglincii uygulamada, dgrenci not tutarken ve not drnegi Sekil 1'de gdsterilmistir.
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Sekil 1. Ugiincii uygulamadaki arastirma siirecine ait gérsel.

Birinci uygulamada 6zetleme stratejisini kullanma konusunda sorun yasayan grup ulastiklari bilgileri
aynen yazmistir. ikinci ve Uglincii uygulamalarda, bu gruptaki 6grencilerin ulastigi bilgileri yeniden
dizenleme, birlestirme, iliskilendirme ve planlama yaparak kendi cimleleriyle ifade ettigi tespit
edilmistir.

Odak grup gorismesi slirecinde 6grencilerin 6zetleme ve not alma stratejilerini kullanmalari gériisme
slirecine su sekilde yansimistir:

Arastirmaci: Okuma slirecinde neye dikkat ettiniz?

Merve: Bize uygun olan sayfalarin hepsini okuduk.

Arastirmaci: Okuma sirasinda neler yaptiniz?

Seda: Okuduklarimizi 6zetledik (Ozetleme).

Gokhan: Unutmamak igin kiigiik notlar aldik (Not alma).

Seda: Bize sorulan sorulari cevaplamaya ¢alistik. Okuduklarimizi zihnimizde canlandirdik.

Arastirmaci: Okuduktan sonra neler yaptiniz?

Ali: Onemli gérdiigiimiiz yerleri secerek ézetledik (Ozetleme).

Seda: Yaptigimiz calismalari kontrol ettik. Yanls yazdigimiz yerleri diizelttik.
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Birinci uygulamada baskalariyla tartisma stratejisini kullanma konusunda sorun yasayan grup,
aralarinda anlasmazlik yasayarak fikir alis verisinde bulunmamistir. ikinci uygulamada, bu gruptaki
Ogrencilerden birisi grup arkadasiyla okuduklari bilgileri tartisarak ulastiklari bilgilerin dogru olup
olmadigina karar vermistir. Ogrenme iriiniinii hazirlarken yazacaklari bilgiler konusunda birbirlerinin
onayini  beklemislerdir. Uclincli uygulamada, &grenciler bireysel calstiklarindan bu stratejiyi
kullanmamistir.

Birinci uygulamada metinde ileri ve geri gidip dislinceler arasinda iliski kurma stratejisini kullanma
konusunda sorun yasayan grup, bilgilerin hepsine ulasma geregi duymamistir. Bu ylizden, sinirli bilgi elde
etmistir. Bu gruptaki 6grencilerden birisi, ikinci uygulamada konunun butiini hakkinda bilgi edinmeye
dikkat etmistir. Ozellikle bilgiye ulastiktan sonra ayni konuyla ilgili énce arastirdigi ya da sonra
arastiracagi icerikle ilgili bilgi olup olmadigina dair okuma yapmustir. Ugiincii uygulamada bu stratejiyi
kullanan 6grenci, arastirdigi konuya iliskin bilgiler arasinda baglanti kurmak icin bu stratejiyi kullanmistir.

Birinci uygulamada yiksek sesle okuma stratejisini kullanma konusunda sorun yasayan grup, bireysel
okuma yapmayi tercih etmistir. Bu gruptaki 6grencilerden birisi, ikinci uygulamada grup arkadasiyla
metinlerdeki paragraflari sirayla okuyarak birbirlerini dinlemistir. Ugiincii uygulamada ise okuduklarini
kendi kendine yorumlayarak yiiksek sesle disinmustdir.

OSUFE-PCS &ntest ve sontest ortalama puanlar arasindaki farkin anlamhligi icin yapilan t-testi
sonuglari Tablo 3’te gosterilmistir.

Tablo 3.

OSUFE-PCS Ontest ve Sontest Ortalama Puanlarin t-testi Sonuglari.
OSUFE-PCS’nin Olgiimii n x Ss sd t P
Ontest 24 26.16 5.75 23 -4.16 .00
Sontest 24 32.25 6.59

" p<.01

Tablo 3 incelendiginde, OSUFE-PCS diizeyi 6ntest-sontest puanlari arasinda anlamli bir farklilik
oldugu belirlenmistir, t;;3=-4.16, p<.01. Ogrencilerin uygulama 6ncesi OSUF problem ¢dzme stratejisi
diizeyi puan ortalamalari x = 26.16 iken AADO sonrasinda x = 32.25’e yiikselmistir. Bu bulgu, AADO’niin
dgrencilerin OSUF problem ¢dzme stratejisi farkindaliklarinin gelisiminde &nemli bir etkiye sahip
oldugunu gostermektedir.

Problem ¢6zme stratejisi, okudugunu anlamak icin yavas ama dikkatli okuma, hatirlamaya yardimci
olsun diye metnin bazi bolimlerini yuvarlak icine alma, metin zor geldiginde okudugu seye daha cok
dikkatini verme, okuduklari hakkinda diisinmek icin zaman zaman durma, okuma hizini okudugunu
metne gore ayarlama, okudugumu hatirlamaya yardimci olsun diye metnin bazi boéliimlerini zihinde
canlandirma, metin zorlasirsa anlamaya yardimci olsun diye yeniden okuma yapma, ciimle ya da
kelimelerin bilinmeyen anlamalarini tahmin etme gibi stratejileri kapsamaktadir.

Birinci uygulamada anladigindan emin olmak icin yavas ama dikkatli okuma stratejisini kullanma
konusunda sorun yasayan grup, metinleri ayni hizda okumustur. Bu gruptaki 6grencilerden birisi, ikinci
ve Uglincli uygulamalarda arastirdiklar bilgiye ulastigini fark edince okuma hizini yavaslatmistir. Ulastigi
bilgiler Gizerinde isaretleme yaparak tekrar okumustur.

Birinci uygulamada metin zor geldiginde okudugu seye dikkatini verme stratejisini kullanma
konusunda sorun yasayan grup, okuduklarini anlamadiklarinda o metinleri anlamaya calismamislardir.
Bu gruptaki o6grencilerden birisi, ikinci uygulamada metindeki igerigi anlamadiginda dikkatini
yogunlastirarak bilgileri tekrar okuyarak degerlendirmistir. Uzerinde durarak disiinmistir. Uglinci
uygulamada bu stratejiyi kullanan 6grenci, slire¢ bolimiine giderek ne arastiracagini tekrar incelemistir.
Arastirdig1 ve ulastigi bilgiyi birbiriyle karsilastirmistir.
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Birinci uygulamada okuma hizini metne goére ayarlama stratejisini kullanma konusunda sorun
yasayan grup, metinleri ayni hizda okumustur. Bu 6grencilerden birisi, ikinci ve lglinci uygulamalarda
uzun metinleri daha yavas okurken kisa metinleri daha hizli okumustur.

Birinci uygulamada metin zorlasirsa anlamaya yardimci olsun diye yeniden okuma yapma ve tekrar
okuma stratejisini kullanma konusunda sorun yasayan grup, metinleri anlamada problem yasadigi igin
sitelere tekrar tekrar giris cikis yapmistir. Bu gruptaki 6grencilerden birisi, ikinci uygulamada bilgiye
ulastiklarinda icerigi 6grenme Uriinine hemen yazmistir. Anlamadiklari bilgileri yeniden okumustur.
Tekrar okuma stratejisini ise bulamadiklari bilgileri arastirmak igin kullanmistir. Uglincii uygulamada bu
stratejiyi kullanan 6grenci, bilgileri tam olarak anlamlandiramadiginda ve dikkat daginikhigi yasadiginda
metni agagl yukari kaydirarak yeniden okuma yapmistir.

Odak grup gorismesinde bu stratejinin kullanimina iligskin iletisim, goriisme siirecine su sekilde
yansimistir:

Arastirmaci: Anlamadiginiz zaman ne yaptiniz?

Ali: Anlamadigimiz zaman bilgileri tekrar tekrar okuduk (Tekrar okuma).

Seda: Bazen okuduklarimiz ¢ok karisik geliyordu. O yiizden okuduklarimizi tekrar tekrar okuyorduk
anlamak igin (Tekrar okuma).

OSUFE-OSD &ntest ve sontest ortalama puanlari arasindaki farkin anlamlihg icin yapilan t-testi
sonuglari Tablo 4’te gosterilmistir.

Tablo 4.

OSUFE-0SD Ontest ve Sontest Ortalama Puanlarin t-testi Sonuclari.
OSUFE-0SD’nin Olgiimii n x Ss sd t p
Ontest 24 42.50 7.33 23 -2.99 .00
Sontest 24 50.37 8.12

**p<.01

Tablo 4 incelendiginde, OSUFE-OSD diizeyi 6ntest-sontest puanlari arasinda anlamli bir farkhlik
oldugu belirlenmistir, t;3=-2.99, p<.01. Ogrencilerin uygulama ©6ncesi OSUF okuma stratejileri
destekleme diizeyi puan ortalamalari X = 42.50 iken AADO sonrasinda X = 50.37’ye yiikselmistir. Bu
bulgu, AADO’niin égrencilerin OSUF okuma stratejileri destekleme farkindaliklarinin gelisiminde énemli
bir etkiye sahip oldugunu gostermektedir.

Okuma stratejilerini destekleme diizeyi, okurken zihinde amag olusturma, 6n bilgileri harekete
gecirme, okuma amaciyla metnin uyup uymayacagini diisinme, gz gezdirme, neleri dikkatle dGnemseyip
neleri okuyacagina karar verme, metni anlamam kolaylassin diye tablo, resim ve sekillerden yararlanma,
okudugunu anlamaya yardimci olsun diye igerik ipuglarini kullanma, ana bilgiyi belirlemek icin kalin font
ve yatik harf gibi yazimsal yardimlar kullanma, metindeki bilgi ve bulgulari degerlendirip analiz etme,
okurken metnin ne hakkinda oldugunu tahmin etme stratejilerini kapsamaktadir.

Birinci uygulamada okuma amacini belirleme stratejisini kullanma konusunda sorun yasayan bir grup,
ne arastiracaklarini bilmediklerinden rastgele bilgileri okumuslardir. Bu gruptaki 6grencilerden birisi,
ikinci ve Gglncl uygulamalarda verilen adimlar ¢ergevesinde hangi bilgileri arastiracaklarini anlamaya
calismistir. Ogretim aracinin siire¢ bélimiindeki adimlarini takip ederek kolay bir sekilde okuma amaci
olusturmustur. Ulasamadig bilgileri israrla arayarak bulmaya calismistir.

Ogrencilerle yapilan odak grup gériismesinde okuma amacini belirleme stratejisini kullanan
6grencinin iletisimi, konusma siirecine su sekilde yansimistir:
Arastirmaci: Metinleri anlamak igin okumadan énce neler yaptiniz?
Gokhan: Siiregteki adimlara (Bkz: Sekil 2) gére arastirdik (Okuma amaci belirleme).
Arastirmaci: Okumadan 6nce bir amaciniz vardi. Amaglarinizi neye gére olusturdunuz?
Seda: Bize verilen adimlari takip ederek arastirma yaptik. Bilgileri bulmak igin arastirma yaptik.
799



Hacer ULU, Mustafa ULUSOY — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 765-818

1 Yiyecek festrval Jta ken " » istiyor

Oumn &

SIRIS Merak eigi sorular asagida veriimistis

Findik nerede yetistinilir? Findik tarladan nasil toplanir> Findik ne yopminda kullonbr?

Karpuzun cinde hangi maddeler bulunur? Karpuzun sagiiga faydalan nelerdir>

Karpuz nasi yetistirilir> Karpuz esitlen nelerdir>

Sekil 2. ikinci ugulamada siirec béliimiiniin bir béliimii.

Ornegin, Giglincli uygulamada bir 8grencinin siire¢ bélimiindeki adimlari takip ederek okuma amaci
olusturup arastirma yaptigi tespit edilmistir (Bkz: Sekil 3).

Sekil 3. Uciincii uygulamada 6§rencinin siire¢ béliimiindeki adimlari takip ederek okuma amaci
olusturdugu gorsel.

Birinci uygulamada okuma amaciyla metnin uyup uymayacagini kullanma konusunda sorun yasayan
grup, okuma amaci olusturamadigindan uygun metinleri segememistir. Bu gruptaki 6grencilerden birisi,
ikinci ve Ggilinct uygulama siirecinde okuma amacina uygun olan siteleri dncelikli olarak segmistir. Bazen
okuma amacina uygun olmayan siteleri okumaya baslamistir. Arastiracaklari bilgileri bulamayinca sireg
bolimiindeki sonraki adimlara gecerek arastirma yapmistir. Arastirdiklari bilgilerin 6nceki sitelerde
oldugunu animsayinca tekrar doniis yapmistir.

Uygulamalar sonunda, o6grencilerin verdikleri yanitlardan 6gretim aracinin giris, gorev, sireg,
kaynaklar, degerlendirme ve sonug¢ bdlimlerinden olustugunun farkinda olduklari ve bu durumun
dgrenme siirecini etkiledigini belirttikleri ortaya cikmistir. Ogrencilerle yapilan odak grup gériismesinde
Sena isimli 6grenci “Siire¢ vardi. Oradaki adimlari takip ederek hazirladik’ (Rehberlik yapma), Enes isimli
o6grenci “Takip edecegimiz adimlarin agiklanmasi égrenmemizi kolaylastirdi. Bilgisayarda bu adimlarin
olmasi bize yol gésterdi. Rehberlik yapti. Bu yiizden ne yapacadimizi biliyorduk” (Ogrenmeyi
kolaylastirma-Rehberlik yapma), Mert isimli 6grenci “Adimlari takip ederek gdrevierimizi hizlica
yapabildik. Ne yapacadimizi bildigimiz icin zaman kaybetmedik” (Zamani verimli kullanma), Feyza isimli
ogrenci ise “Adimlari takip ederek hizlica bizden istenilen bilgileri ve resimleri bulduk” (Kolay
ulasilabilirlik) gérislerini belirtmistir. Ogrenciler takip edilecek adimlarin agiklanmasinin &gretim
siirecine rehberlik, zaman ve kolay ulasilabilirlik agisindan olumlu katki sagladigini belirtmistir. Ogretim
aracinin rehberlik saglamasi, 6gretim silirecinde 6gretmen destegini azaltmistir. “Ne arastiracagiz, ne
yapacagiz?” gibi sorular ¢ok az sorulmustur. Bu durum, oOgrencilerin bagimsiz calismasina imkan
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tanimistir. Zaman agisindan 6grenciler ne yapacaklarini disiinmekte ve kavramada vakit kaybetmemistir.
Deniz 6gretmenin bu konudaki dlslincesi goriismeye su sekilde yansimistir: “Siire¢ béliimiindeki
6grenme adimlari iyi yapilandiriimis olursa &6grenciler égrenme igerigini elde eder. Adimlar iyi
yapilandinimazsa égrenme icerigini elde etmeleri ¢ok zor olur. Ogrencilere ne yapacaklari ve nasil
yapacaklarini anlatan yol net bir sekilde ortaya konursa farkli icerikleri elestirerek ve degerlendirerek
iliskilendirirler”.

Birinci uygulamada tablo, resim ve sekillerden yararlanma stratejisini kullanma konusunda gruplar
genellikle sorun yasamamistir. Birinci uygulamada bu stratejiyi kullanan grup, videolar tekrar tekrar
izlemistir. Ulasmis olduklari videolar izledikten sonra cevaplarini olusturmustur. Gérselleri ¢ok dikkatli
bir sekilde inceleyerek anlamlandirmaya calismistir. ikinci uygulamada tablo, resim ve sekillerden
yararlanma stratejisini kulanan esli grup gorselleri inceledikten sonra cevaplarini olusturmustur. Ugiincii
uygulamada bu starejiyi kullanan &grenci, gorselleri tekrar tekrar incelemistir. Ornegin, ikinci
uygulamada esli gruplardan birisinin karpuzun faydalan ile ilgili yazdigi bilgiler arasinda kanser
hastaligina iyi gelmesi yer almaktadir. Bu bilgiye uygun olan hiicrelerle ilgili gorseli secerek 6grenme
Grandne yansitmistir (Bkz: Sekil 4).

KARPUZUN SAGLIGA FAYDALARI

*Bagirsaklari  calistirirmis.
*Astim hastaligini azaltir.

*Kanser hastaligini azaltirmis.

Sekil 4. ikinci uygulamadaki 6Grenme iiriiniine ait gérsel.

Birinci uygulamada gbéz gezdirme stratejisini kullanma konusunda sorun yasayan grup, metinde
uygun kisimlari segememistir. Bu gruptaki 6grencilerden birisi, ikinci ve Gglincl uygulamada okumadan
once metne gbz atmak igin sayfa Uzerinde asagl ve yukari kaydirmalar yapmistir. Gorselleri, grafik ve
baslklari incelemistir. Bu ylzden, arastirdiklari bilgileri nerede bulabileceklerine dair dogru c¢ikarim
yapmistir. Ogrencinin sitelerdeki icerige gdz gezdirerek kolay bir sekilde konuya dair tahminde
bulunduklari gbzlenmistir.

Uygulamalar sonunda 6grencilerle yapilan odak grup goriismesinde, okuma amaciyla metnin uyup
uymayacagini disiinme, tablo, resim ve sekillerden yararlanma ve farkl renkle yazilmis yazilara dikkat
etme stratejilerini amacina uygun bicimde kullandiklari, konusma siirecine su sekilde yansimistir:

Arastirmaci: Sitelere géz gezdirirken nelere dikkat ettiniz?

Seda: Konumuzla alakali olup olmadigina baktik (Okuma amaciyla metnin uyup uymayacagini
disinme).

Gokhan: Resimlere baktik. Konuyla alakali oldugunda ayirt etmek icin (Tablo, resim ve sekillerden
yararlanma).

Seda: fginde kirmizi ya da mavi ile yazilmis yazilar vardi. Onlara baktik (Farkli renkle yazilmis yazilara
dikkat etme).

Birinci uygulamada neleri dikkatle okuyacagina karar verme stratejisini kullanma konusunda sorun
yasayan grup, ilgisiz sitelere giris yaptiginda dahi israrla o sitelerdeki bilgileri okumuslardir. Bu gruptaki
ogrencilerden birisi, ikinci ve Uglncl uygulamalarda arastirdiklari bilgilere dikkatlerini daha cok
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yogunlastirarak okumaya baslamistir. Konuyla ilgisiz bilgileri ylzeysel okumustur. Bu durum, 6grenme
Urinlind digerlerine gére daha 6nceden tamamlamasini saglamistir.

Birinci uygumada metindeki bilgi ve bulgulari degerlendirip analiz etme stratejisini kullanma
konusunda sorun yasayan grup, ilgisiz bilgileri 6g§renme (Urinlerine yansitmigtir. Bu gruptaki
ogrencilerden birisi, ikinci uygulamada grup arkadasiyla metinleri okuduktan sonra arastirdiklari bilgiye
ulasip ulasmadiklarindan emin olmak icin degerlendirme yapmustir. Ozellikle, sitelerdeki ticari ve reklam
iceriklerinden uzaklastiklari, bunlari &grenme (riiniine yansitmadiklar tespit edilmistir. Uglincii
uygulamada ise farklh sitelerde konuyla ilgili benzer bilgileri okuduklarinda bilgiler arasinda iliskilendirme
yapmustir. Arastirilmasi istenen tiim bilgileri 8grenme Uriiniine yansitmaya dikkat etmistir. Ogrenme
Uruniinde igerikle ilgisiz bilgiye rastlanmamistir.

Ogrenciler, uygulamalar boyunca okuma stratejilerini kullanarak gérevlerini tamamlamistir. Ornegin,
ikinci uygulamada Esra ve Pinar'in okuma stratejilerini uygulayarak 6grenme Uriinlerinin bir bélimin
tamamlamalari konusma siirecine su sekilde yansimistir:

Pinar: Diyarbakir karpuzuna gegelim.

Esra: Diyarbakir karpuzuyla ilgili ne arastiracagiz?

Pinar: Diyarbakir karpuzu ama icindekiler nelerdir diyordu. Siire¢ béliimiine gidip bakalim mi?

Esra: "Karpuzun icinde hangi maddeler bulunur?” diyor (Ogrenciler okuma amacini belirleme
stratejisini kullanmaktadir.)

Pinar: Tamam o zaman kaynaklar béliimiine giderek bu bilgileri arastiralim.

Esra ve Pinar arasinda gecen diyalog, okuma amaci belirleme stratejisini kullandiklarini
gostermektedir. Ogrenciler ne arastiracaklarina dair fikir edinmek igin siireg bélimiine ulagmistir. Verilen
adimlarin takip edilmesi, bilgiyi organize etmelerine olumlu yénde katkida bulunmustur. Ugiincii
uygulamada, o0grencilerin deneyim elde ettiklerinden dolayr bilgileri seri sekilde arastirdiklari
gozlenmistir. Arastirma yapmadan 6nce, okuma amaci belirleme stratejisi kullanmaya yonelik farkindahk
kazanmiglardir.

Esra ve Pinar’in ikinci uygulama sirecinde gdzden gecirme, metnin ne hakkinda oldugunu tahmin
etme, ylksek sesle okuma, metinde ileri ve geri gidip diisiinceler arasinda iliski kurma, neleri dikkatle
okuyacagina karar verme, anladigindan emin olmak igin yavas ama dikkatli okuma, okuma hizini
okudugu metne gore ayarlama ve metin zor geldiginde okudugu seye dikkatini verme stratejilerini
kullanma konusunda sikinti yasamamislardir. Ogrenciler arasinda gegen konusma su sekilde
gerceklesmistir:

(Ogrenciler karpuzun icindeki maddeleri arastiriyor.)

Esra: Su siteye gir (Hizli bir sekilde okurlar).

Ogrenciler site igerisinde aradiklari bilgiye ulasamadiklari icin hizli bir sekilde okumuslardir
(Ogrenciler okuma hizini okudugu metne gére ayarlama stratejisini kullanmaktadir.)

Pinar: Burada karpuzun icindeki maddelerle ilgili bir bilgi yok.

Esra: Kaynaklar béliimiine gidelim.

Pinar: Burada olabilir. Burayi okuyalim. Burada yaziyordur. Okuyalim.
(Ogrenciler sirayla sesli olarak metni okumaya baslar).

Esra: Arkadasim burada bununla ilgili bilgi yok.

Pinar: Kaynaklara gidip diger sitelere gidelim. Su siteye girelim.

Esra: Basliklarina bak.

Pinar: Karpuz ekimi, karpuz regeli...

(Bu asamada, o&grenciler metindeki kelimelere hizli bir sekilde géz atmistir. Ogrenciler gdzden
gecirme stratejisini kullanmaktadir.)
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Esra: Karpuzun faydalari diyor. Béyle bir bilgi istiyor mu bizden. Siirece git bakalim (Esra karpuzun
faydasiyla ilgili arastirma yapilmasi istenip istenmedigine iliskin tahminde bulunarak arkadasinin sireg
b&limiine gitmesi gerektigini sdyliiyor. Ogrenciler tahmin etme stratejisini kullanmaktadir.)

Pinar: Karpuz cesitleri ve karpuzun saghda faydasi nedir? diyor.
Esra: O zaman bu siteyi sonra kullanalim.
Pinar: Tamam.

Esra: Onceki siteye git. Oraya tekrar bakalim. (Bu asamada 6grenci bir dnceki siteye tekrar goz atmak
istemektedir. Ogrenciler tekrar okuma stratejisini kullanmaktadir.)

Esra: Karpuz icerik olarak % 90.00 sudan olusmaktadir. 100.00 gram karpuzda 1.00 gram protein,
6.00 gram seker bulunur.

Pinar: Devam et bakalim. Daha fazla bilgi olabilir. (Ogrenciler metinde ileri ve geri gidip disiinceler
arasinda iliski kurma stratejisini kullanmaktadir.)

Esra: Yad ise hi¢c bulunmamaktadir. Ayrica karpuzda A vitamini, C vitamini bulunmaktadir. (Ogrenciler
okumaya baslar. Aradiklari bilginin oldugunu fark ederler. Daha yavas, sesli ve baskin bir sekilde okuma
seklini degistirirler. Ogrenciler yiiksek sesle okuma, anladigindan emin olmak igin yavas ama dikkatli
okuma ve okudugu seye dikkatini verme stratejilerini kullanmaktadir.)

Pinar: Birde 100.00 gram karpuzda 1.00 gram protein ve 6.00 gram seker bulunurmus. Hi¢ yag
yokmus (Karsilikli olarak fikir alisverisinde bulunduklari icin baskalariyla tartisma stratejisini
kullanmaktadirlar.)

Esra ve Pinar hazirlayacaklari sunum ile ilgili kaynaklar kisminda yer alan siteleri inceleyerek kendileri
icin gerekli bilgileri tespit etmislerdir. Gézden gegirme stratejisini kullanmalari metinlerin yapisini,
diizenini ve 6nemli yerlerini kesfetmelerini saglamistir. Tahmin etme stratejisini kullanmalari, metinler
hakkinda fikir Gretmelerine ve ¢ok yonli distinmelerine imkan tanimistir. Yiksek sesle okuma stratejisini
kullanmalari, grup Gyelerinin birbirlerini dinleyerek bilgileri degerlendirmelerini saglamistir. Metinde ileri
ve geri gidip dusinceler arasinda iliski kurma stratejisi climleler arasinda bag kurma, ana ve yan
disilinceleri belirleme, metindeki olaylari ve diisiinceleri siralama ile sebep-sonug iliskisi kurmaya olumlu
yonde katkida bulunmustur. Anladigindan emin olmak igin yavas ama dikkatli okuma stratejisi ile okuma
hizini ayarlama stratejisi anladiklarini pekistirmelerini saglamistir. Sesli ve sessiz okuma tirlerinin ikisine
de bagvurduklari gézlenmistir.

Esra ve Pinar’in ikinci uygulama siirecinde tablo, resim ve sekillerden yararlanma, metindeki bilgi ve
bulgulari degerlendirip analiz etme, baskalariyla tartisma, kendi sézclkleriyle ifade etme, not alma ve
ozetleme stratejilerini kullandiklarini ortaya koyan konusmalari su sekilde gergeklesmistir:

(Ogrenciler arastirdiklari bilgiyi bulur ve okur.)

Esra: Karpuz icerik olarak % 90.00 sudan olusmaktadir. 100.00 gram karpuzda 1.00 gram protein ve
6.00 gram seker bulunur. Yad ise hi¢c bulunmamaktadir. Ayrica karpuzda A ve C vitamini
bulunmaktadir.

Esra: Karpuzda A ile C vitamini varmis. Bircok faydalari varmis. insan saghdina faydalari varmis.
(Ogrenciler okuduklari bilgi ve bulgulari degerlendirerek analiz etmektedir. Metindeki bilgi ve bulgulari
degerlendirip analiz etme stratejisini kullanmaktadirlar.)

Esra: Simdi bu bilgiye uygun resim bulalim. Kaynaklar béliimiindeki resimleri ag.

(Pinar ““Resimler Dosyas!I’’ni acar. Resimlere goz atarlar.)

Pinar: Burada ilgili resimler var. Su resimleri kopyala. (A ve C vitamini ile ilgili gorseli eliyle gosterir.)
Esra: Hemen kopyala.

Pinar: Evet kopyalamayi basardim. (Ogrenciler ilgili resmi bularak yapistirdiklari igin tablo, resim ve
sekillerden yararlanma stratejisini kullanmaktadir.)

Arastirma sonunda 6grencilerin olusturduklari sunu sayfasi Sekil 5’te gosterilmistir.
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Sekil 5. Sunu sayfasi érnegi.

Esra ve Pinar, bilgi ve bulgulari degerlendirerek analiz etme strarejisini, karpuzun icindeki maddelere
ulastiktan sonra icerigi yorumlarken kullanmistir. Okuyucunun ekrandan ulastigi bilgileri siralama,
siniflama, bag kurma, sorgulama gibi islemlerden gecirerek anlamlandirmasi gerekmektedir. Ulastiklari
bilgileri sorgulama yoluyla tartisarak fikir alisverisinde bulunmuslardir. AADO siirecinde farkli sitelerde
bulunan igerik pargalarini analiz ederek bitiinlestirme, (st dizeyde zihinsel islem gerektirmektedir.
Ogrenciler, bilgileri tartistiktan sonra sunu sayfasina 6zetlemistir. Siireg ilerledikge, sitelerden dogrudan
alinti yapmayarak ulastiklari bilgiler Gzerinde diizenleme, iliskilendirme ve diizenleme yapmiglardir.
icerikle ilgili gérseli sunmada resim dosyasindan yararlanmislardir. Sectikleri gérsel ise icerige uygundur.
Ogrencilerin okudugunu anlamlandirmada tablo, resim ve sekillerden yararlanma stratejisini
kullandiklari gérilmektedir.

ikinci Arastirma Sorusuna iliskin Bulgular: AADO Okuma Anlama Ogretim Siirecini Nasil
Etkilemektedir?

AADO uygulama ders planlari hazirlik, anlama, kurallari gdzden gegirme ve kendini ifade etme olmak
izere dort asamayi kapsayacak bicimde tasarlanmistir.

Hazirlik: Her Gg¢ uygulamanin hazirlik sirecinde ders konusuyla ilgili 6grenci dikkati ¢ekilmistir. Dikkat
cekme siirecinde resim ve fotograf gibi gorseller incelenmistir. Ogrencilerin hazirlayacaklari riinlerle
ilgili 6n bilgilerini tespit etmek amaciyla bazi sorular sorulmustur. Ornegin, birinci uygulamada
ogrencilerin gorevleri Tirkiye’de bulunan Unli yerlerle ilgili brosir hazirlamalaridir. Bu kavramlarda
gecen “Unlii yer” ve “brosiir” kavramlariyla ilgili beyin firtinasi yapilmistir. Ogrencilerden giris bélimiinii
okumalari istenerek (Giris boliminde ne anlatiliyor, kizin adi nedir, ne firmasi varmis, 6dil nedir,
brosuriin konusu ne olacak?), hazirlanan senaryo dogrultusunda &grencilerin  motivasyonlari
saglanmistir. Motivasyon bilissel, sosyal ve duygusal glicleri icerir. Bu bilesenler ise davranisin olusmasini
saglar. Ogrencilerin senaryo ve &dil yoluyla motivasyonlari saglanarak 6grenme drinlerini
hazirlamalarina tesvik edilmistir.

On bilgileri harekete gegirme: “Birinci uygulamada ogrencilerin 6n bilgileri harekete gegirme
stratejisini kullanma konusunda sorun yasadiklari tespit edilmistir’”, Gozlem 08.04.2016. ‘‘Bu dogrultuda
ogrencilerle beyin firtinasi yapilmasi yapilarak “inli yer” ve “brosur” gibi kavramlar konusunda onlarin
iliski kurmalarinin saglanmasi karari alinmistir”’, karar 11.04.2016.

Devaminda ise iyi bir brosirde bulunmasi gereken 6zelliklere iliskin agiklama yapilarak goérev
balimiine hazirlik yapilmistir. Ogrencilere “lyi bir brosiiriin dzellikleri neler olmalidir, Ogretmeniniz size
brosiir hazirlayin derse ne yaparsiniz?”’ sorulari sorulmustur. lyi bir brosiiriin dzellikleri konusunda
resimlerin olmasi, broslir planlamasinda konu belirleme, ne yapilacagina karar verilmesi, arastirma
yapilmasi, yazinin giizel olmasi, ayrintih bilgi olmasi verilen cevaplar arasindadir. Resim, renk ve glizel
yazi cevaplarinin verilmesi bicimsel acidan fikir belirttiklerini gdstermistir. icerige dair ayrintili bilgi
verilmesi ve konuyla ilgili olmasi icerik agisindan goris ifade ettiklerini yansitmistir.
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Bu durum, oOgrencilerin broslrin igerigine dair bilgilerinin sinirli oldugunu gostermistir. Gérev
bolimu sayfasini 6grencilerin okumasi istenir.

Arastirmaci: Hazirladiginiz brostirde hangi konularin olmasi gerekiyormus?
Gokhan: Uludag kayak merkezi, Pamukkale Travertenleri, Kapadokya ve Nemrut Dagi.

Arastirmaci: Evet. Arastirdigimiz bilgilerin bu konularla ilgili olmasi gerekiyormus. Peki, iyi bir
brostirde bulunmasi gereken baska 6zellikler var mi?

Mert: Rengdrenk yapmak insanlarin dikkatini cekebilir.
Feyza: Glizel ifadelerle yazmaliyiz. Daha ¢ok yazi yazarak ve resim koyarak yapabiliriz.

Ogrencilerin brosiiriin iceriginde hangi konularin olmasi gerektigini anlamalari amaglanmistir. Ayni
zamanda Giris ve Gorev bdlmeleri sayesinde 0Ogrencilerin okuyacaklari metinlerin konusuna iliskin
zihinlerinde 6n bilgi olusturmasi saglanmistir. Bazi anahtar kelimelerle ilgili 6n bilgi olusturmuslardir.

Benzer bicimde ikinci uygulamada da ikinci uygulamadaki senaryoya iliskin “Firma sizden ne
hazirlamanizi istiyor, en iyi sunuyu hazirlayana hangi 6diil verilecek?”” sorulari sorulmustur. Ogretim
araci Turkiye’de Uretilen yiyecekler hakkinda PowerPoint sunusu hazirlama yoniinde tasarlanmistir. En
iyi sunuyu hazirlayana meyve sepeti verilecegi belirtilmistir. Goérev bolimine gegilerek 6grencilerle
birlikte tartisilmistir. “lyi bir PowerPoint’in 6zellikleri nedir?”’ sorusu sorulmus ve 6rnek PowerPoint
gosterilerek icerik ve bicim acisindan incelenmistir. Uglincli uygulamada ise 6grencilerin gorevleri
bireysel olarak “Tirkiye’de Bulunan Antik Kentler” ile ilgili mektup yazmalaridir. Ogrencilere “insanlar
eskiden nerelerde yasamislardir, ginimuzde insanlar hangi toplu alanlari kullanmaktadir?” sorulari
sorulmustur. Ogrenciler insanlarin eskiden yasadigl yerlere magara; giiniimiizde insanlarin kullandigi
toplu alanlara ise aligveris merkezi, pazar, stadyum ve okul érneklerini vermislerdir. Ogrencilerin én
bilgileri harekete gecirildikten sonra giris bolimi incelenerek 6grencilerin motivasyonlari saglanmaya
cahsilmistir. En iyi mektup yazan kisiye sévala 6dili verilecegi belirtilmistir. Gérev bolimine gecilerek
ogrencilerle birlikte tartisilmistir. “Mektup yazdiniz mi, iyi bir mektubun ozellikleri nedir?”’ sorusu
sorulmus ve ornek pragraflar incelenerek mektubun giris, gelisme ve sonug boélimleri hakkinda bilgi
verilmistir. Giris ve gorev boliminin tanitiminin yapilmasinin amaci 6grencilerin motivasyonlarini
saglamak, konularla ilgili 6n bilgilerini harekete gegirmek ve bazi anahtar kavramlar hakkinda fikir
edinmelerini saglamaktir.

Ogrencilerin siire¢ balimiini okumalari saglanir. Ogrencilerle birlikte incelenir. Siire¢ bdliimiinde
brosur 6rneginin kullaniimasi, 6grencilerin brosurleri zihinlerinde canlandirmalarini saglamistir. Sunum
ve planlama, organizasyon, metin-fon secimi, gorsel-metin ve baslk-metin uyumu agisindan brosurleri
nasil hazirlayacaklarini anlamlandirmalarina yardimci olmustur. Her (¢ uygulamada 6rnek 6grenme
trinlerinin verilmesi, &grencilere ipuglari vermistir. Ogrencilerin zihinlerinde &grenme drinlerini
somutlastirmalarini saglamistir.

Anlama: Birinci uygulamada, 6grenciler Tirkiye'nin GnlQ yerleri ile ilgili brostr hazirlamislardir. Bu
ylizden silire¢ bolimini okuyup okuma amaci olusturmalari istenmistir. Bu asamada, 6grencilerin
okuma amaci olusturmayip rastgele arastirdiklari gézlenmistir.

Siire¢ béliimiiniin yapilandiriimasi: “Ogrencilerin okuma amaci stratejisini kullanamadiklari
gozlenmistir. Bazen bilgileri rastgele arastirdiklari gorilmustir”, yansitici glinlik 12.04.2016. Bu durum
tiyelerle gorisiilmistir. ikinci ve Gglincli uygulamada kullanilan 6gretim aracinin siire¢ bdlimi ayrintili
olarak yapilandiriimasi karari alinmistir, karar 22.04.2016. Bu durumun iyilesmesi yansitici glinliikte de
yer almistir. “ikinci ve {clincii uygulamalarda 6grencilerin hangi bilgiyi arastiracaklarinin farkinda
olmalari, amagsiz bir sekilde 6gretim aracini kullanmalarini ve arastirma yapmalarini engellemistir”,
yansitici ginliik, 04.05.2016.

ikinci uygulamada, okuma amaci belirleme stratejisini kullanmalari konusunda agiklamalar
yapilmistir. Uygulama siirecinde 6grencilerin okuma amaci olusturma stratejisi hakkinda bilgi edinmeleri
icin su sekilde aciklama yapilmistir:
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Arastirmaci: “Okumadan 6nce amacimizin olmasi” ne demek ¢ocuklar?
Feyza: Metinleri 6Grenmek.

Arastirmaci: Baska?

Merve: Metinleri anlamak.

Arastirmaci: “Okuma amacimizi belirlemek ben bu metinleri neden okuyorum, bu metinleri okuyunca
ne dgrenecegim” gibi sorularin cevabini bulmak demek. Bizim metinleri okumamizin amaci metinleri
kavramak, ayrintilari belirlemek, belli bir soruyu cevaplamak ve okuduklarimizi degerlendirmektir.

Okuma amaci olugturmak igin Siire¢ béliminiin (Bkz: Sekil 2) baslangicindan yararlaniimistir (ikinci
uygulamadan 6rnek verilmistir).

Arastirmaci: Bu béliimde ne gériiyorsunuz?
Melike: Resimler...

Pinar: Sorular gériiyoruz.

Arastirmaci: Sorular neyle ilgili?

Enes: Findik, seftali, bal...

(Sorular sirayla okunur).

Ogretmen: Yapacadiniz ¢alismada sirasiyla bu bilgileri arastiracaksiniz. Konular hakkinda bilgi
edindikten sonra okuduklarinizi dedgerlendireceksiniz. Bilgileri buradaki adimlara gére sirasiyla
arastiracaksiniz.

Ogrenciler, ne arastiracaklarina dair fikir edinmek igin siire¢ bélimiine ulasmistir. Verilen adimlarin
takip edilmesi, bilgiyi organize etmelerine olumlu yénde katkida bulunmustur. Uglincii uygulamada,
ogrencilerin deneyim elde ettiklerinden dolayi bilgileri seri sekilde arastirdiklari gézlenmistir. Arastirma
yapmadan 6nce, okuma amaci belirleme stratejisi kullanmaya yonelik farkindalik kazanmiglardir.

Go6zden gegirme, tahmin etme, yiiksek sesle okuma, metinde ileri ve geri gidip diisiinceler arasinda
iliski kurma ve diger stratejileri kullanma: Birinci, ikinci ve Uglincii uygulamalarda kullanilan 6gretim
aracinin kaynaklar bolimu, akilli tahtaya yansitilarak 6grencilerin bilgisayardan agmalari saglanmistir.
Birinci uygulamada 6grencilerin hangi siteleri okuyacaklarina karar veremeyip géz gezdirme stratejisini
kullanamadiklari gbzlenmistir.

G6z gezdirme stratejisinin kullamimi konusunda karar alinmasi: “Ogrenciler, hangi siteleri
okuyacaklarini bilemeyip farkli sitelere giris ¢ikis yapmistir. Bu durum, zaman kaybetmelerinin yani sira
zihinsel karmasikliga yol agmistir”’, yansitici glinlik 15.04.2016. Bu durum, Uyelerle gorisulerek ikinci ve
liciinct uygulamada 6gretim araglarindaki sitelere gdz gezdirme stratejisinin nasil uygulanmasi gerektigi
konusunda c¢alisma 6ncesinde daha fazla 6rnek gosterilerek uygulama yapilmasi planlanmistir, karar
22.04.2016. Ogrencilerin siteleri taramalari, hangi metinleri okuyacaklarini tahmin etmelerine olumlu
yonde katkida bulunmustur.

Ogrencilerin kaynaklar bélimiinde linkleri taniyarak bu stratejileri nasil kullanacaklari konusunda
bilgi edinmeleri saglanmistir. Ornegin, ikinci uygulamada &grencilerin bu stratejileri nasil kullacaklari
konusunda bilgi su sekilde verilmistir:

Arastirmaci: Dért tane lriin ile ilgili kaynak listesi var. Findiga iliskin bilgi arastiracaginiz zaman
findikla, karpuza iliskin bilgi arastiracaginiz zaman karpuzla ilgili kaynaklar listesine bakmalisiniz.
Ornegin findikla ilgili kaynak listesindeki sitelere tek tek tiklayin. Su siteye (el ile gosterilerek)
tikladiginizda ilk olarak ne dikkatinizi cekiyor, bashk ve resimler degil mi, bu metnin bashgi nedir?

Yalgin: Findik Hasadi.
Arastirmaci: Resimlere baktiginizda ne gériiyorsunuz?
Pinar: insanlarin findik toplamasi.

Arastirmaci: O zaman bu sitenin konusu neyle ilgili olabilir?
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Seher: Findigin tarladan toplanmasiyla ilgili.

Arastirmaci: Evet. Bu site findigin tarladan toplanmasiyla ilgili. Bu sitede ben findik yadi ile ilgili bilgi
bulamam. Bu sitede findik hasadiyla ilgili bilgi bulabilirim. Bu sekilde sitedeki metni okumadan 6nce
ne yapmaniz gerekiyor?

Sena: Basliklara ve resimlere bakmamiz gerekiyor.

Arastirmaci: Sitelere géz atmaniz gerekiyor. O zaman o sitenin neyle ilgili olduguna karar verebiliriz.
Zaman kaybetmeyiz. Bundan sonraki asamada ise sitenin arastirdigimiz konuyla ilgili oldugundan
eminsek metinleri okumaya baslayabiliriz. Sessiz okuyabilecegimiz gibi grup arkadasimizin
duyabilecegi sekilde sesli de okuyabiliriz. Daha sonra okuduklarimizi arkadasimizia tartisabiliriz.
Okuduktan sonra anlamadiysak ne yapmaliyiz?

Ali: Bastan okumaya baslariz.
Arastirmaci: Metinleri tekrardan okuyabiliriz ya da daha yavas okuyabiliriz.

Sitelerdeki konularin igerigine dair tahminde bulunmalari igin baslk, gorsel ve dikkat ¢ceken yazilara
(koyu, renkli ve italik) goz gezdirmeleri gerektigi belirtilerek 6grencilerin siteleri taramalari, hangi
metinleri okuyacaklarini tahmin etmelerine olumlu yénde katkida bulunmustur. Ogrencilerin 6grenme
Urunlerinde reklam, haber gibi igerikleri kullanmamalari, ilgili ve ilgisiz bilgiyi ayirt edebildiklerini
gostermistir. Birinci uygulamada, 6grenciler yliksek sesle okuma stratejisini uygularken grup tyelerinden
bir kisi okurken digerlerinin dinlemesi gerektigi ya da takip etmeleri gerektigi konusunda bilgi verilmistir.
Birinci uygulamada, Ogrenciler yiksek sesle okuma stratejisini bilingsiz bir sekilde uyguladiklarindan
dolayi ¢cok fazla giiriilti ortaya ¢ikmistir. Bu durum yansitici glinliikte su sekilde yer almistir:

Yiiksek sesle okuma stratejisinin kullanimi konusunda karar alinmasi: ‘“Gruplar metinleri
birbirlerinin duyacagl bicimde yiliksek sesle okumaktadir. Bu durum, metinlere odaklanmalarini
engellemektedir”’, yansitici glinlik 13.04.2016. Bu durum, lyelerle gorlstlmistir. Sinifta alistirmalar
yapilmasi, ayni grupta bulunan 6grencilerin biri okurken digerinin dinlemesi, yiiksek olmayacak bigimde
diisik ses tonuyla konusulmasi, anlasiimadigi zaman dislincesini soylemek igin grup arkadasiyla
konusarak ¢éziim bulmasi gerektigi konusunda bilgi verilmesi planlanmistir, karar 22.04.2016.

Ogrenciler zamanla bu stratejiyi kullanma konusunda deneyim kazanmistir. Ogrencilerin okuma
sirecinde ilgili icerige ulastiklarinda, ses tonunu degistirerek yavas bir sekilde okumalari yapilan
gdzlemler arasindadir. AADO aracinda belirli bir konu hakkinda arastirma yaptiklarindan ulastiklari
bilginin dogrulugundan emin olmak icin daha kontrolli bicimde (sesli, yavas vb.) okumaktadirlar.
Metinde ileri ve geri gidip dislinceler arasinda iliski kurma stratejisini uygulama konusunda birinci
uygulamada bazi dgrenciler sikinti yasamustir. Ogrenciler arastirdiklar konuyla ilgili bilgiye ulastiginda
metnin devamini okuma geregi hissetmemistir ya da ekran g¢ubugunu kaydirmadiklarindan metnin
devamini okumamislardir. Bu duruma ¢6ziim bulunmustur.

Metinde ileri ve geri gidip diisiinceler arasinda iliski kurma stratejisinin kullanimi konusunda karar
alinmasi: Ogrencilere metnin devaminda da arastirdiklari konuyla ilgili bilgi olabilecegine dair érnek
gosterilerek metnin devamini okumalari ve kaydirma cubugunu hareket ettirerek diger ilgili bilgilere
ulasmalari konusunda bilgi verilmesi planlanmistir, karar 22.04.2016.

ikinci uygulamada En lyi Arkadaslar isimli grubun, sayfanin tamamini okuyarak seftali cekirdeginin
kullanim alanlarina dair farkl bilgiler verdikleri tespit edilmistir (Bkz: Sekil 6).
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Findigin kullamim  Alanlari

Diinyada cerez olarak da tiketilen findigin % 90'a yakini
kavrulmus, beyazlatilmig, kiyilmis, dilinmis,un ve piire halinde
gikolata, biskiivi, sekerleme sanayiinde, tatl, pasta ve dondurma
yapimi ile yemek ve yardimci madde olarak kullaniimaktadir.

Yaklasik beshin yildir bilinen findik, meyvesinden odununa kadar
bircok yerde insanliga biylk faydalar saglamaktadir. Findik kabugu
tlkemizde 6zellikle findik Uretilen bolgelerde cok degerli ve ylksek

kalorili bir yakacak olarak kullanilmaktadir.

sekil 6. ikinci uygulamada en iyi arkadaslar isimli grubun hazirladiklari 6§renme iirtiniinden bir bélim.

Tablo, resim ve sekillerden yararlanma, metindeki bilgi ve bulgulari degerlendirip analiz etme,
baskalariyla tartisma, not alma ve 6zetleme stratejilerini kullanma: Ogrencilerin arastirdiklar bilgileri,
grup Uyelerinin ortak kararlar dogrultusunda yazmalari gerektigi belirtilerek sozli iletisim ile 6grenme
Urlnlerini tartisarak hazirlamanin ve igerigi uygun gorsellerle iliskilendirmenin 6énemi vurgulanmistir.
Birinci uygulamada bu konuyla ilgili sorun yasanmis ve bu duruma su sekilde ¢éziim bulunmustur:

Tablo, resim ve sekillerden yararlanma stratejisinin kullanimi konusunda karar alinmasi: ‘‘Birinci
uygulamada 6grencilerin gorselleri sitelerden se¢meleri onlara ipucu vermektedir. Ayni zamanda bazi
gorseller yetersiz gelmektedir. ikinci ve Ugiincli uygulamada kullanilan 6gretim aracina resim dosyasi
eklenmelidir’”’, karar 22.04.2016.

Bunun igin ikinci ve Gglinct uygulamada kullanilan 6gretim aracina resim dosyasi eklenmistir ve bu
konuda soyle bilgi verilmistir:

Arastirmaci: Aradiginiz bilgiyi buldugunuzdan emin olmak igin grup arkadasinizla dogru bilgiye ulasip
ulasmadiginizi konusabilirsiniz. Emin olduktan sonra arastirdiginiz bilgiyi siire¢ béliimiindeki kitap
resminin lzerine tiklayarak agilan sunu sayfasina yazabilirsiniz. Ayrica yazdiginiz bilgiye uygun olarak
““Resim Dosyasi”’ndan uygun resimleri segerek ilgili bilginin yanina yapistirabilirsiniz.

““Resim Dosyas!I”’ nin bir bolumi Sekil 7’de gosterilmistir.

Sekil 7. Resim dosyasi.

Arastirmaci: Aradiginiz bilgiyi buldugunuzdan emin olmak igin grup arkadasinizla dogru bilgiye ulasip
ulasmadiginizi konusabilirsiniz. Emin olduktan sonra arastirdiginiz bilgiyi siire¢ béliimiindeki kitap
resminin (zerine tiklayarak agilan sunu sayfasina yazabilirsiniz. Yazarken bilgileri kendi ciimlelerinizle
ifade ederek ézetlemelisiniz. Bunun igin notlar tutabilecediniz gibi direk sunuya fikirlerinizi de
yazabilirsiniz.
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Ogrencilerden siire¢ béliimiinde, Aspendos Antik Tiyatrosuyla ilgili bilgi arastirmalari istenmistir.
Ogrencinin sitelerdeki bilgileri analiz ederek dogru bilgileri 6grenme Griiniine yansittigi ve 6zetledigi
gorilmektedir (Bkz: Sekil 8).

Aspendos Antik Tiyatrosuyla ilgili su kemerleri, Gretilen Uriinler ve antik tiyatro hakkinda bilgi verecegim.
Antalya’nin Serik ilgesindeki Aspendos Antik Kenti'nin “‘can damarlari’” olarak nitelendiren tarihi su
kemerleri vardir. Aspendos onemli ticaret yolu lzerine bulunmaktaymis. Antik Tiyatronun hikayesi
varmis. Bir tane kiralin kizi varmis. Kiral demis ki kdyde en iyi sey yapana kizini verecekmis. ikiz kardes
calismaya baslamis. Birisi su gegiti insaa etmis. Digeri ise antik tiyatro yapmis. Kiral kizini su gegiti yapan
bana versin demis. Ses yankilaninca kiral duymus. Kizini ikiye ayirmis. Birisini ona vermis. Digerini de ona
vermis. Antik tiyatro 2 kademeymis. Yedi tane kapi varmis. En iyi olanlar 6éne, kadinlar arkaya otururmus.
GlnUmuzde, tiyatro konser vermek icin kullaniimaktadir. Yaklasik 15.000 kisiliktir. Aspendos’ta tuz,
zeytin, yag Uretirlermis. At da yetistirirlermis.

Sekil 8. Ugiincii uygulamada hazirlanan 6§renme iiriiniiniin paragraf érnedi.

Ogrencilerin, birinci uygulamada ozetleme stratejisini kullanmalari konusunda sorun yasadiklari
gozlenmistir. Bu durum, Uyelerle gorusilerek karar alinmistir.

Ozetleme stratejisinin kullanimi konusunda bilgi verilmesi: “Ogrenme (rinleri, égrencilerin
dzetleme becerilerinin zayif oldugunu gdstermistir”’, yansitici giinliik 08.04.2016. “ikinci uygulamada,
Ogrencilerin PowerPoint sunusu Ulzerine bilgileri kopyalayip yapistirdiklari, 6zetlemedikleri ve kendi
cimleleriyle ifade etmedikleri gorilmustiir”, yansitici glinlik 10.05.2016. Her iki durum duyelerle
gorisilmistir. Uyelerle yapilan gériismede, bilgileri aynen kopyalayip yapistiran 6grencilerin
baslangicta ciimle climle 6zetlemeleri ve climle sayilarinin artirilarak 6zetlemeleri konusunda bilgi verilip
uygulama yapilmasi karari alinmistir, karar 22.04.2016.

Kurallari gézden gegirme: Ogrencilerin olusturduklari grenme iriinlerini degerlendirme bdlimiine
(Bkz: Sekil 9) gore diizeltmeleri saglanmistir. Ogrenme iriinlerini degerlendirme balimiindeki kriterlere
(baslik-metin uyumu, istenen bilgilere ulasip ulasmadiklarini kontrol etme, metin ve ilgili gorseli
iliskilendirme, Ozetleme vb., imla-noktalama isaretleri) goére incelemeleri istenmistir. Zorlanan
ogrencilere bu konuda rehberlik yapiimistir.

DEGERLENDIRME
GIRlS ol sunular i rubrige gire degerlendirilecektir.
GOREV In 12 3 13
m Sunum ve Sunum metoduna uyulmamisty. | Sunum metoduna uyulmustur. | Sunum metodu uygundur. | Sunum  metodu, taslak  ve
Planlama Planlama belirsizdis ve taslak | Fakat planlama ve rtaslak | Planlama ve taslak | planiama  detayhidsr.  Genel
=T uygun degildir. Genel gortnim | belirsizdir, Genel gortntm | detaylandinlabilir.  Genel | gortntm ok iyidir
s lall2 ok ozensizdir ozensizdur gortnum iyidie
DECERLENDIRME Orgamizasyon | Fikirler _swali ve mantikls | Fikirler swali ve mantikh olarak | Bazi  fikirler swali ve | Fikirlerin _ gogu  swali ve
bigimde swalanmamugt, | swalanmamuy  olup  sunumun | mantikh olarak siralanmarmy | mantikl: olarak siralanmug olup
SONTC Metnin  kendine has tutarh | amac: anlaglabslir. olup okuyuculann kafas: | okuyucuyu metne
yapist yoktur. Sunumua fazla kangtinlmadan tutarls | yonlendumektedus.
amacum  anlamak  oldukea vaps sunulmugtur
zordus
Bilimsel Dogruluk | Bilimsel  dogruluk  yoktur | Bilimsel dogruluk ¢ok dusuk | Bilimsel dogruluk mevcuttur | Bilimsel  dogruluk  olduksa
(Igerikle ilgili bilgi yoktur veya | duzeydedir (Igerikle ilgili bilgs | (Igenkle ilgili bilgs yeterli | detaylidir (Igenikle ilgili bilgi
hatalsdir) mevcuttur; fakat gogu bilginin | dizevdedir) agik ve uygundur)

sgenikle slgisi yoktur)
Imla | Kelimelerin yazimi, noktalama | Kelimelenn yazums, nokalama | Kelimelerin yazum:, | Kelimelenn yazm:. noktalama
sgaretleri, buyuk-kugok harf ve | syaretleri, boyuk-kuguk harf ve | nokualama igaretleri, boyuk- | isaretleni, boyuk-kuguk harf ve
dilbilgisi kullanimlarinda | dilbilgisi kullaumlannda gogu | kugtk harf ve dilbilgisi | dilbilgisi kullansm  okumayt
strekls olarak hata yapilmigts. | yerde hata yapilarak okuma azen igin etk
Metni okumak oldukga goror. | goglesmigtir hatalar  yepilarak  okumak | yekilde kullanilmsgtr

Metin-Fon Seqimi | Fon  formatlan _ ierigin | Fon formatlan igenk  ve | Fon formatlan okunabilirlige | Fon formatlan dikkatli bigimde

k uygun | uygun planianmugtr planlanmiue.  Igerige  ve
Yazi ve arka plan rengi yakin | plantanmiy ve ok az zor okunabiliclige yum
renktedis okunmakiadis saglamygtr. Yaz ve arka plan
rengi 21t renkredis

Sekil 9. ikinci uygulamada kullanilan é§retim aracina ait dederlendirme béliimii.

Degerlendirme bolimiinden yararlanilarak ve karsilikh diyaloglarla 6grencilerin 6grenme (riinlerini
dizenlemelerine rehberlik edilmistir. Bazi 6grencilerin diizenleme yaparken 06grenme (Urlnlerini
degerlendirmekte gliclik ¢ektikleri gorilmistar.
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Kendini ifade etme: Ogrenciler, sunu yapma konusunda serbest birakilmistir. Zorlandiklari yerlerde
soru sorularak yénlendirme yapilmistir. Ogrencilerin hazirladiklari 8grenme Uriinlerini arkadaslarina
anlatmalari 6grendikleri bilgilerin kahciligini saglamistir.

Ornek olarak birinci uygulamada yapilan sunu verilmistir. Ogrencilere bu konuda su agiklama
yapilmistir:

Arastirmaci: Sunu yapmanin amaci edindigimiz bilgileri pekistirmektir. Bilgileri okumaktan ziyade

brostirlerden yararlanarak anladiklarinizi sunmalisiniz. Bir kisinin konusmasindan ziyade farkli grup

arkadaslarinizin  konusmasina izin vermelisiniz. Bazi yerlerde birbirinizin fikirlerine yorum

yapabilirsiniz. Ayrica, konusma kurallarina dikkat etmelisiniz. Sununuzda ses tonunuzu ayarlamaniz

ve ¢alismanizin konusunu belirtmeniz gerekiyor.

Sunu yapmak isteyen grup ve Ogrenciler 6grenme Urinlerindeki icerik hakkinda bilgi vererek
dzetlemeye calismislardir. Ogrencilerin birinci, ikinci ve Gglincli uygulamada hazirladiklari 6grenme
Urunlerinin niteligi Tablo 5’te verilmistir.

Tablo 5.
Odgrencilerin Birinci, ikinci ve Uciincii Uygulamada Hazirladiklari Odrenme Uriinlerinin  Aritmetik
Ortalamasi.

Birinci Uygulama ikinci Uygulama Ugiincii Uygulama

(Brosiir Hazirlama) (PowerPoint Sunusu Hazirlama) (Mektup Yazma)

Boyutlar n x Boyutlar n x Boyutlar n x
Sunum ve planlama 8 2.75 Sunum ve planlama 12 3.29 Sunumve planlama 24 3.52
Organizasyon 8 3.00 Organizasyon 12 3.66 Organizasyon 24 3.43
Bilimsel dogruluk 8 3.62 Bilimsel dogruluk 12 3.75 Bilimsel dogruluk 24 3.75
imla 8 281 imla 12 3.08 imla 24 3.02
Kaynaklar 8 3.31 Kaynaklar 12 3.66 Kaynaklar 24 3.75
icerik gecerligi 8 262 icerik gecerligi 12 3.50 icerik gecerligi 24 3.29
Ozgiinliik 8 262 Ozgiinlik 12 2.25 Ozgiinlik 24 3.91

Tablo 5 incelediginde, 6grencilerin uygulama sirecinde hazirladiklari 6grenme Grtnlerinin sunum ve
planlama agisindan (birinci uygulama x = 2.75, ikinci uygulama x = 3.29, lglncl uygulama x = 3.52),
organizasyon agisindan (birinci uygulama x = 3.00, ikinci uygulama x = 3.66, li¢lincl uygulama x = 3.43),
bilimsel dogruluk agisindan (birinci uygulama x = 3.62, ikinci uygulama x = 3.75, lglincl uygulama
x =3.75), imla agisindan (birinci uygulama x = 2.81, ikinci uygulama x = 3.08, ligiincli uygulama x = 3.02),
kaynaklar agisindan (birinci uygulama x = 3.31, ikinci uygulama x = 3.66, Ug¢lincti uygulama x = 3.75),
icerik gecerligi agisindan (birinci uygulama x = 2.62, ikinci uygulama x = 3.50, Uglnct uygulama
x =3.29), 6zginlik agisindan (birinci uygulama x = 2.62, ikinci uygulama x = 2.25, Gglincti uygulama
x =3.91) gelisim gosterdigi tespit edilmistir. Bu durum, o6grencilerin 6grenme urlinlerinde Ustbilissel
okuma stratejilerini kullanarak gelisim gosterdiklerini ortaya koymustur.

Tartisma, Sonug ve Oneriler

Arastirmada, AADO’niin okuma stratejileri Ustbilissel farkindaliga etkisini arastirmak amaciyla
Ustbilissel okuma stratejileri envanteri silirecin basinda ve sonunda uygulanmistir. Problem ¢6zme
stratejisi dlizeyinde, onteste gore sontest sonuglari lehine anlamli farklilik oldugu bulgusuna ulasiimistir.
Arastirma sonucu, Makrogiorgou ve Antonio (2016) tarafindan vyapilan arastirmadaki 6. sinif
dgrencilerinin (n=40) okuma hizini ayarlama stratejisinin kullanimina AADO’niin pozitif yonde etki ettigi
bulgusuyla tutarhhk géstermektedir. Okuma stratejilerini destekleme diizeyinde, dnteste gore sontest
sonuglari lehine anlamh farklilhk oldugu bulgusuna ulasilmistir. Arastirma sonucu, yapilan arastirmalarla
tutarhhk gostermektedir (An & Cao, 2014; Makrogiorgou & Antonio, 2016). Genel okuma stratejisi
diizeyinde ise 6ntest ve sontest sonuglari arasinda anlamli farklilik olmadigi, fakat sontest puanlarinda
artis oldugu bulgusuna ulasilmistir. Literatiirde, AADO’niin genel okuma stratejisi diizeyine etkisini
arastiran c¢alismaya rastlanmamistir. Bu sebeple, arastirmadan edilen sonug literatirle
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iliskilendirilememistir. Fakat AADQO sirecinde 6grencilerin genel okuma stratejisini kullandiklari
arastirmacilar tarafindan teoriye dokilmistiir. Henning’e (2013) goére, cocuklar is birligi icerisinde
calisirken rollerini paylasirlar (okur, yazar, bilgisayar kullanma) ve sitelerdeki bilgileri sesli olarak okurlar
ve tartisirlar. Okurken, igerik ipuglarini kullanarak bilgileri diizenler ve sonug ¢ikarirlar. Sitelerin segimi,
dgrencilerin 6n bilgilerine bagldir ve okuduklarini analiz ederek dgrendiklerini degerlendirirler. AADO,
gorevleri tamamlamak icin kiyaslama, siniflandirma, sonug ¢ikarma, analiz, kanit olusturma, 6zetleme,
algi analizi gibi farkh tip diisinme becerilerinin kullanimini gerektirmektedir.

Bu arastirmada, bazi 6grencilerin bilgileri arastirirken not tuttuklari gézlenmistir. Bu bulgu, Popota
(2014) tarafindan yapilan arastirmada &grencilerin cogunlugunun AADO uygulamasi siirecinde not
almalari ve bunlardan 6grenme Urlnlerini hazirlamada yararlanmalari ile tutarlihk goéstermektedir. Bu
arastirmada, Ogrencilerin tekrar okumaya basvurmalari Brown ve Zahner (2006) tarafindan yapilan
arastirmada 6grencilerin  verilen ybnergeleri ve aciklamalar tekrar okumalariyla tutarhhk
gostermektedir.

Ogrencilerin AADO aracinda takip edilen adimlarin agiklanmasina yénelik rehberlik saglama,
O6grenmeyi kolaylastirma ve hizlandirma agisindan faydal oldugunu belirtmeleri, Hassanien’in (2006)
yaptigl arastirmada, &grencilerin ¢ogunun AADO’niin ilgi gcekmesi, kullanish olmasi ve kolay erisim
saglamasi, Kachina (2012) tarafindan yapilan arastirmada 8gretmenlerin AADO siirecinde adimlarin agik
acik belirtilmesinden ve rubriklerin sunulmasindan dolayr AADO’ye karsi pozitif tutum géstermeleri,
Balkissoon ve Balkissoon’un (2014) yaptigl arastirmada ise adimlarin agiklanmasindan dolayi 6grencilerin
etkinlik yaparken zamani kullanma becerilerinde gelisim gostermeleri sonucuyla tutarlilik
gostermektedir. Harashima’ya (2008) gore, bireyler dijital ortamda arastirma yaparken zihinlerinde
rehber sorular Gretmelidirler. Bu agidan, metinleri okumak igin plan yapmaya ihtiya¢ duyarlar. AADO
aracinin sire¢ bolimiinde arastirilmasi istenen bilgilerin sistematik olarak sunulmasi, 6grencilerin
metinleri okuma siirecinde plan yapmalarini kolaylastirmistir.

Ogrencilerin navigasyon kullanma ve siteleri taramada sorun yasadiklari, fakat zamanla bu sorunlari
astiklari gbzlenmistir. Bu bulgu, yapilan arastirmalarla tutarlihk géstermektedir (Balkissoon & Balkissoon,
2014; Chang et al., 2011; Ikpeze, 2009; lkpeze & Boyd, 2007; Kachina, 2012; Leite et al., 2015; Segers &
Verhoeven, 2009). Scott ve O’Sullivan’a (2005) gore, hipermetinlerin dezavantajlarindan birisi ¢ok fazla
bilgi yukli olmasidir. Okuma siirecinde bireyler sonraki adimda ne yapacaklarina, ileri geri gitmek igin
istedikleri bilgiyi nasil bulacaklari ve ne kadar zaman harcayacaklari konusunda kargasa yasayabilirler.
AADO araci, hipermetinleri okumaya asina olmayan bireyler icin bu dezavantaji ortadan kaldirabilir.

Bu arastirmada 6grenciler bazi bilgileri anlamama, yanlis yaptiklarini diizeltme ve grup arkadaslarinin
farkli fikirlere sahip olmalarindan dolayi anlasamama agisindan sikinti yasamistir. Yapilan aragtirmalarda,
bazi 6grenciler yasadiklari sorunlar agisindan farkli gérusler belirtmistir (Hassanien, 2006; lkpeze, 2009;
Kachina, 2012; Mohn, 2004). Hassanien’in (2006) yaptigi arastirmada, 6grencilerin % 6.00’si bazi
kaynaklara ulasamadiklarini, Ikpeze (2009) tarafindan yapilan arastirmada bir 6grenci birgok siteyi
ziyaret etmenin arastirma yapma sirecini zorlandirdigini, Kachina’nin (2012) yaptigi arastirmada
ogrencilerin internette cok bilgi okuduklarindan dolayl yazamadiklarini ve yorulduklarini, Mohn (2004)
tarafindan yapilan arastirmada ise 6gretmenler 6grenciler icin uygun bir 6gretim oldugunu, fakat %
15.00°inin gorevleri tamamlamada zorlandiklarini  belirtmislerdir. Bu arastirmada ise 0Ogrenciler
kaynaklara ulasamama, bircok siteyi ziyaret etmenin arastirma slrecini zorlandirmasi, c¢ok bilgi
okuduklarindan dolayr yazamama ve yorulma yoéniinde goriis belirtmemislerdir. Ikpeze ve Boyd (2007)
tarafindan yapilan arastirmada, bazi 6grencilerin sitelerde asir bilgi yiki oldugundan sikayet etmeleri,
dikkat daginikhgr yasamalari, favori siteleri ziyaret etmeleri ve oyun oynamak i¢in bu durumu firsat
bilmeleri yasanan sikintilar arasindadir. Bu arastirmada, 6grencilerin konuyla ilgili olmayan igerige
(haber, reklam vb.) dikkatlerini yogunlastirdiklari gézlenmistir. Segers ve Verhoeven (2009) tarafindan
vapilan arastirmada, 6. sinif 6grencilerinin bazi siteler yaslarina uygun olmadigindan dolayi gorevlere
odaklanmada zorlandiklari gozlenmistir. Bu arastirmada yapilan pilot uygulama sonucunda, 6grenci
seviyesine uygun olmayan siteler kaynaklar listesinden ¢ikariimistir.
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AADQO’ve yoénelik olumlu sonuglar ortaya koyan calismalar mevcutken, farkli gorisler ileri siiren
arastirmalar da mevcuttur (VanFossen, 2009; Zheng et al., 2007). VanFossen’e (2009) gére, su ana kadar
yapilan arastirmalarda AADO’niin dogrulayici ve tavsiye edilen model oldugu ileri siriiliirken énemli
noktalardan birisi de her 6grenci i¢in uygun olmama ihtimalinin olmasidir. Zheng vd. (2007) tarafindan
yapilan arastirmada, 226 6gretmen sorgulamaya dayali AADO’niin etkili olmadigi yéniinde goriis
belirtmistir. Bu durum, AADO konusunda sinif uygulamalari, 6gretmen yeterligi ve gelecekte yapilmasi
gereken arastirmalar noktasinda dikkate deger g¢abalara ihtiya¢ duyuldugunu gozler 6niine sermektedir.
Tim bu sonuglar géz oniline alindiginda, ¢ok yonli bir analiz yapilmadigi stirece benzer galismalarla
yapilacak kargilastirmalarda yanlig yorumlar ortaya gikabilecektir.

Oneriler
Arastirma sonuglari dogrultusunda 6gretmenlere ve arastirmacilara dénik onerilerde bulunulmustur.

e Ogretmenler kullanilacak stratejiyi tanitmali, modellemeli ve hangi durumlarda kullaniimasi gerektigini
acikca ifade etmelidir. Kendi rehberliginde 6grencilerle pratik yapmali ve zaman zaman bu stratejileri
gozden gecirerek 6grencilerin bireysel olarak kullanmalarini desteklemelidir. Ayni zamanda, 6grenciler
okuma siirecinde sesli diisiinme yoluyla strateji kullanimina cesaretlendirilerek is birligine dayah
O6grenme ortamlarina sikca yer verilmelidir.

¢ AADO 6ncesinde, dgrencilere basili metinlerden okuma becerisi kazandiriimahdir. Nitekim elektronik
ortamlarda okuma becerilerini kullanamayan bireylerin basili metinlerde kullandiklari aliskanlik, beceri
ve stratejileri Gzerinde anlam olusturacaklar daslnildiginde; e okuma anlama becerilerinin basili
metinlerden okuma becerileri Gizerine yapilandirilmasi daha islevsel olacaktir.

AADO’niin uygulanmasinda 6grencilerin tercihleri yéniinde segimleri igin daha fazla ¢oklu senaryolar
kullanilabilir (Gokalp et al., 2013). Bu durum, o6grencilerin ilgileri dogrultusunda motivasyonlarini
saglayarak 6grenme sirecine katilmalarini saglar.

e Turkce egitim programinda teknoloji kullanilarak temel becerilerin gelisimini iceren sinirli sayida
kazanim bulunmaktadir. Bu kazanimlarin sinif diizeyine gore arttiriimasi olduk¢a 6nemlidir. Clnki
gliniimiiz bireyleri ylz yiize iletisim yaninda e-posta, mesaj, ag ginligl, Facebook, Twitter gibi
unsurlar araciligiyla iletisim kurmaktadir. Cogu zaman ana dili bilingsiz bir sekilde kullanmaktadirlar.
Uygulama surecinde teknolojik imkanlardan yararlanarak 6gretim yapilmasi, ana dil gelisimini daha
farkh boyutlara taslyacaktir. Bu agidan teknolojinin egitim programlariyla bitlnlestirilmesi bir ihtiyag
haline gelmistir.

Farkli dersler kapsaminda AADO dogrultusunda okuma strateji ve becerilerini arastiracak bir konu ele
alinip sonucun desteklenmesi etkili olacaktir. Bu sekilde, dijital ortamlarda okumanin uygulamali olarak
kazandirilacagl distinilmektedir. Bu agidan, e okuma anlama stratejilerini daha net sekilde belirlemek
icin sesli diislinme prosediirleriyle desteklenmis calismalara yer verilebilir.

AADO’niin Tirkce dersi egitim programindaki diger becerilerin gelisimine etkisi arastirilabilir. Bugiin
Ulkemizde, kendini ifade etmekte zorlanan bir¢ok 6grenci mevcuttur. Uygulama sonuglari, yazma
becerisinin yeni okuryazarlik teorisi dogrultusunda gelisimini saglamasi agisindan 6nemli sonuglar
ortaya koyabilir.
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Introduction

Psychological resilience has recently drawn much attention as an important issue. The term has to
do with positive psychology, which emerged in the 1940s and flourished as a continuation of the
humanist approach that gained momentum in the 1980s. Rather than what makes people sick in
psychological terms, positive psychology concentrates on what keeps them healthy, underlining the
concept of psychological resilience (Meredith et al., 2011). Psychological resilience highlights the
importance of focusing on people’s strengths (Seligman & Csikszentmihalyi, 2000). Uniivar (2012) argues
that psychologically resilient individuals are those who live along the lines of Wilhelm Nietzsche’s quote
“that which doesn’t kill me makes me stronger”. Psychological resilience refers to the ability to remain
strong in the face of unfavorable experiences (Karairmak, 2006), easily bounce back to their normal
selves after being hurt (Earvolino-Ramirez, 2007), survive psychical of emotional hardships when faced
by stressful incidents (Atkinson et al., 2002), adjust and attain positive outcomes despite serious events
jeopardizing adaptation and improvement (Masten, 2001). It is a result of interplay between
environmental and personal factors (Glantz & Sloboda, 1999; Norman, 2000).

Psychological resilience results from the interaction between two preconditions, i.e. risk factors and
protective factors. Risk factors that are important for psychological resilience include adverse
environmental conditions and stressful life events that exacerbate individual vulnerability (Norman,
2000). Such factors involve genetic, biological, socio-cultural and demographic conditions or traits, and
are grouped into familial, individual and environmental risk factors vardir (Gizir, 2007; Terzi, 2008).
These factors could be exemplified by low individual self-esteem, lack of support from parents and
teachers, peer conflicts (Sun & Stewart, 2007), negative life experiences, lack of maternal care, exposure
to neglect, abuse and maltreatment during childhood, familial disturbances, psychopathological
problems in family history, familial deviations, history alcohol abuse in the family, high homicide
statistics in immediate vicinity, psychiatric complications in childhood, presence of any physical
disability, orphanage stays, homelessness, mental disorders, substance abuse, underweight birth,
poverty and exposure to life events such as calamities, natural disasters, war and terror (Karairmak,
2006; Levene, 2003; Windle, 1999).

On the other hand, protective factors that are important for psychological resilience act as a buffer
against difficulties (Masten, 2001). These include conditions facilitating constructive response to
negative experiences (Karairmak, 2006), and enhance personal resilience against risk factors and
disorders (Korkut, 2004). Alleviating the impact of an existing problem, they help individuals reinforce
behaviors, attitudes and knowledge that can promote their emotional and physical well-being (Romano
& Hage, 2000). Protective factors that play an important part in improving psychological resilience
involve familial support, school support, social support and peer support (Sun & Stewart, 2007). Such
protective factors include having affectionate parents (Levene, 2003) who establish positive
relationships and lend support (Graber, Pichon & Carabine, 2015) with proper education and occupation
(Murray, 2003); being around supportive adults (Kurt, 2013), teachers and friends (Graber, Pichon &
Carabine, 2015); enjoying socio-economic advantage and good education; being evaluated by
themselves and others in their areas of skill and achievement (Kurt, 2013); having autonomy, problem-
solving skills (Benard, 1991; Murray, 2003), self-competence, hope (Kurt, 2013), intellect, social skills
(Levene, 2003), positive temperament, internal locus of control, strong academic skills (Murray, 2003),
and vision for future (Benard, 1991). It is also important for an individual to participate in activities that
may promote their academic, social and emotional skills as well as strengthen their autonomy and
internal locus of control, and also to have access to social role models and mentors (Murray, 2003). The
more the protective factors in individuals’ lives, the higher their psychological resilience (Eryilmaz, 2013;
Gurgan, 2006).

As noted above, parental attitudes and behaviors (Gizir, 2007; Graber, Pichon & Carabine, 2015;
Karairmak, 2006; Kurt, 2013; Levene, 2003; Murray, 2003; Sun & Stewart, 2007; Terzi, 2008; Windle,
1999), teacher behaviors, peer behaviors and cultural values are predominant in the risk factors and
protective factors that are significant for psychological resilience (Graber, Pichon & Carabine, 2015). In
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addition to psychological resilience parental, teacher and peer behaviors as well as visual and printed
media also have crucial effects on gender roles and intercultural sensitivity. As far as parents are
concerned, their behaviors and child-rearing approaches affect the formation of gender roles (Arici,
2011) and the making of cultural stereotypes (Celik, 2008) or sensitivity. For as children grow, they are
influenced by the attitudes of their care-givers which are blended with their cultural environment
(Aksoy, 2005; Arslangiray, 2013; Yasin-Dokmen, 2015). Gender roles, on the other hand, begin to form
once parents give birth to a child (Vatandas, 2007). For instance, while girls are traditionally addressed
through words associated with gracefulness, tininess and tenderness; while words with connotations of
strength are predominant in boys’ care (Eser, 2010). Gender refers to the entire set of elements that
define how individuals are socially perceived based on their sex and the way males or females are
expected to perceive, think, feel, act, appear and dress (Akin & Demirel, 2003; Altinova & Duyan, 2013;
Polat, 2010; Yagan-Glider & Giiler-Yildiz, 2016).

Beside gender, families also use various definitions pertaining to different cultural values, which they
transmit to their children. They also adopt and pass on to their children traditional cultural patterns
peculiar to their localities. Education levels of family members and whether they have egalitarian
attitudes are important in this process (Aktas, 2013). Intercultural sensitivity is usually high among
children who are raised by families with high consideration for cultural differences and who receive such
messages from their teachers (Rengi & Polat, 2014). The concept of “cultural sensitivity” refers to the
diversity of individual characteristics (Karairmak, 2008). For instance, such characteristics include an
individual’s gender, gender role identity, age (Nelson-Jones, 2014), sexual orientation, religion, race,
ethnic origin, physical efficacy, socio-economic status (Corey, 2008), language, faith, social class,
absence or presence of disability, education (American Psychological Association-APA, 2002), place of
residence, formal or informal affiliations (Corey, Corey & Corey, 2010) etc. Intercultural sensitivity
requires learning about different views and opinions(Fritz, Mollenberg & Chen, 2002), acknowledging,
accepting and appreciating them without any prejudice (Chen & William, 1997), being respectful (Chen
& Starosta, 1996) and fostering positive thoughts and feeling about such views and opinions (Bennett,
1998).

Along with families, schools also play an important part in acquiring culture-related gender roles and
intercultural sensitivity. A culturally-sensitive educational environment is created in schools where
teachers, principals and psychological counselors accept the differences of all students; respect, value
and acknowledge their cultural history; approach them with positive attitudes and offer an atmosphere
of social interaction. In such settings, individuals naturally develop high cultural sensitivity (Basbay &
Bektas, 2009; Rengi & Polat, 2014). Likewise, teacher behaviors, textbooks (Esen & Bagli, 2002; Ginindi-
Ersdz, 2010; Helvacioglu, 1994; Kalayci & Hayirsever, 2014; Polat, 2010; Severge, 1998; Uluyagci &
Yilmaz, 2007) as well as visual and printed media (i.e. television, cinema, ads, newspapers, books,
cartoons, etc.) also play a crucial role in the formation of stereotypes associated with gender roles
(Celik, 2008; Sabuncuoglu, 2006; Sayin, 2007; Uluyagci &Yilmaz, 2007).

Given the above remarks; psychological resilience, gender roles and intercultural sensitivity of
individuals are favorably or adversely influenced by the teachings and modeling behaviors of parents,
teachers, school psychological counselors and the media. For instance, people raised in non-
discriminatory environments with a democratic and affectionate approach can easily grow into
culturally-sensitive adults with high psychological resilience who have egalitarian attitudes in terms of
gender roles. On the contrary, people raised in environments with predominantly authoritarian,
negatory, unaffectionate and discriminatory discourses are likely to develop low psychological
resilience, prejudice against different cultures and a traditional approach to gender roles.

Relevant literature reports that psychologically androgynous individuals with egalitarian attitudes
toward gender who combine the traits of both sexes in a balanced manner rather than simply
possessing the characteristics of either males or females (Burger, 2006; Bastug 2008) have parents with
relatively higher education levels (Arici, 2011), have positive internal experiences (Golding & Singer,
1983), enjoy higher sexual satisfaction (Yilmaz, 2014) and marital satisfaction (Curun, 2014), are more
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open to receiving psychological support (Ozdemir, 2012), display less psychopathological symptoms,
better seize the moment, work toward self-fulfillment, are more responsive to their needs and
emotions, spontaneously disclose their feelings, develop healthy communication and have higher levels
of self-acceptance (Nevill, 1977) and psychological well-being (Arici, 2011). Culturally-sensitive
individuals are reported to possess traits such as high self-esteem, self-control, empathy, open-
mindedness, lack of prejudice, and interactive participation (Chen &William, 1997).

Similarly to the traits of individuals with intercultural sensitivity and egalitarian attitudes toward
gender, individuals with psychological resilience also have high levels of self-confidence, self-efficacy,
self-esteem, social attractiveness (Masten & Coastworth, 1998), intelligence, achievement motivation,
special areas of interest (Ogiilmiis, 2001), communication skills (Ozcan, 2005), social competences,
problem-solving skills, independent action (Benard, 1991) and coping skills and competences (Dearden,
2004). Moreover, they also have hope (Benard, 1991), optimism, sense of humor (Ozcan, 2005), life
satisfaction, positive emotional traits (Karairmak, 2006) and supportive family relations (Ozcan, 2005).

Given all the above-mentioned traits, one could argue that gender, intercultural sensitivity, risk
factors and psychological resilience might be interrelated and that psychological resilience can be
predicted by gender, intercultural sensitivity and risk factors. The literature contains studies that
examine the relationship between various risk factors and psychological resilience (Cicchetti & Rogosch,
1997; Cataloglu, 2011; Gokgen, 2015; Giiney, 2016; Ozcan, 2005; Saglam, 2012; Turgut, 2015; Yilmaz-
Irmak, 2008) Most of the research on psychological resilience have focused on environmental risk
factors, protective factors, and predictive factors in individuals’ psychological resilience characteristics
(Kumpfer, 1999). The number of studies examining the relationship between gender and psychological
resilience is limited in the literature. Such studies (Lam & McBride-Chang, 2007; Teker-Atas 2015;
Werner, 1995) have found significant relationships between gender roles and psychological resilience.
On the other hand, no study could be found in the literature that analyze the relations between
intercultural sensitivity and psychological resilience. In all these respects, the present study is believed
to contribute to the literature to a certain extent. An analysis on whether gender roles, intercultural
sensitivity and risk factors are significant predictors of psychological resilience could provide more
insight into the psychological resilience of individuals. Hence, this study examines whether gender roles,
intercultural sensitivity, risk factors and personal variables predict psychological resilience.

Method

This is a descriptive and causal study intended to analyze whether psychological resilience levels of
university students are predicted by gender roles, intercultural sensitivity, risk factors and personal
variables.

Study Universe and Sample

The study universe consists of undergraduate students studying in Yildiz Technical University,
Istanbul, in the Spring Semester of the 2015-2016 academic year. The study sample is a cluster sample
(Yildirnm & Simsek, 2011). The faculties offering education for professions based on quantitative, verbal
and special talents were taken as clusters, from which the Faculties of Education, Engineering and Art &
Design were selected. The pre-test was administered to 523 voluntary participants studying in ten
different departments determined by lot out of the selected faculties (Psychological Counseling and
Guidance, Pre-School Teaching, English Teaching, Social Studies Teaching, Environmental Engineering,
Civil Engineering, Geomatic Engineering, Communication Design, Art Management, Auditory Arts
Design). Further, Sampling Table was also used to identify the sample size. When the significance level in
the “Sampling Table” was taken as 95.00% and significance range as .05 so that the sample can reflect
the universe (Yazicioglu & Erdogan, 2007), for a universe 24.114 individuals, the sample had to contain a
minimum of 381 people. Consequently, the study universe was formed by 519 students (313 female,
206 male) who thoroughly filled in the questionnaires among the 523 student volunteers.

822



Suna GOKSEL-OFLAS, Fulya YUKSEL-SAHIN — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 819-848

Data Collection Instruments

“Gender Role Attitudes Scale”, “Intercultural Sensitivity Scale”, “List for Identifying Risk Factors”,
“Psychological Resilience Scale” and a “Personal Information Form” were employed to obtain the study
data.

Gender Role Attitudes Scale (GRAS): The scale was developed by Zeyneloglu and Terzioglu (2011) in
order to identify the attitudes towards gender roles among university students. It is a 38-item 5-point
Likert-type scale, which was subjected to validity and reliability tests. Content validity and construct
validity were analyzed as part of the validity tests for the scale. In the first step, item total test
correlations were examined in order to confirm construct validity. The second step involved the item
analysis, which revealed a statistically significant difference between the “t” values computed for the
lowest and the uppermost 27-percentile groups. As the third step, a factor analysis was performed, as a
result of which items with factor loadings below “.30” were removed from the scale. The finalized scale
was subjected to principal components analysis. It was found that item factor loadings ranged between
“.35 -.79”, and the scale consists of five dimensions. Calculated for the reliability test for the scale, the
Cronbach’s Alpha Coefficient was found to be .92 for 38 items; .78 for “egalitarian gender roles”, .80 for
“marriage gender roles” and .72 for “traditional gender roles”, which correspond to the scale’s
subdimensions (Zeyneloglu & Terzioglu, 2011).

Intercultural Sensitivity Scale (ISS): The Intercultural Sensitivity Scale was developed by Chen and
Starosta (2000) to measure intercultural sensitivity levels. It was adapted to Turkish by Ustiin (2011). It is
a 24-item 5-point Likert scale. High scores indicate high levels of intercultural sensitivity. Validity and
reliability tests were performed on the scale. Confirmatory factor analysis was carried out as part of
validity studies. Factor loadings for the items ranged between .19 and .81. One factor with a loading of
.19 was excluded from the scale. As part of the reliability test, total test Cronbach’s Alpha was computed
as .90. Item total correlation values (R) calculated for reliability study range between .21 and .70, which
indicates that the scale items are all related to the overall scale (Ustiin, 2011).

Resilience Scale (ARES): The Resilience Scale aims to identify the resilience levels of university
students. Devised by Wagnild and Young (1993), the scale was adapted to Turkish by Terzi (2006). In this
24-item, 7-point Likert-type scale, high scores indicate high resilience levels. This scale was also
subjected to validity and reliability tests. To confirm the scale’s validity, factor analysis was performed
and the Principal Components Analysis method was used for construct validity. The first factor analysis
carried out revealed that all scale items have factor loadings above .40. However, item 13 and 26 were
excluded from the scale as they had relatively higher loadings. Common variance of the factors on each
variable ranges between .47 and .74. The ARES was found to have 7 factors with eigenvalues above 1.
The Varimax Rotation Technique revealed that factor 1 consists of 6 items, factor 2 of 4 items, factor 3
of 5 items, factor 4 of 2 items, factor 5 of 3 items, factor 6 of 2 items and factor 7 of 2 items. As a result
of the Similar Scales Validity Test, a significant relationship was identified between the ARES and the
Generalized Self-Efficacy Scale (r =.83). Cronbach’s Alpha reliability coefficient was calculated to be .82
for the reliability study while test-retest reliability coefficient was found to be r = .84 (Terzi, 2006).

List for Identifying Risk Factors: Developed by Terzi (2000), the List for Identifying Risk Factors
consists of 30 items and three domains. These include individual domain (history of a chronic disease,
low self-confidence), family domain (history of drug abuse among parents, domestic violence) and social
domain (low socio-economic level, migration).

Personal Information Form: Developed by the researcher, the Personal Information Form contains
guestions about the age, gender and faculty of participants. The form starts with an explanation of the
study purpose, followed by a warning not to specify the names as assessment would be collective rather
than individual.
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Data Analysis

SPSS 21 Software Package was used for data analysis. In order to ascertain whether the scores on the
“Psychological Resilience Scale”, “Gender Role Attitudes Scale” and “Intercultural Sensitivity Scale” are
normally distributed, the Skewness and Kurtosis coefficients were examined for the scores (Yildizoglu &
Burgaz, 2014).

Gender, intercultural sensitivity and risk factors were identified as the independent variables of the
study. First, the scores of students on the scales were coded as a dummy variable (Blyukoztlrk, 2002).
To this end, the mean score from the scales was computed. Scores above the mean value were coded as
1 (one), while those below the mean were coded as 0 (zero). Simple regression analysis was performed
so as to determine whether psychological resilience levels of the students are significantly predicted by
gender roles, intercultural sensitivity, risk factors and gender. Linear Regression Analysis refers to a
methodology when there is one dependent and one independent variable. During regression analysis,
Mahalanobis Distance Values were used to identify whether the variables had multivariate normal
distribution (BlyUkoztiirk, 2002). Similarly, the Tolerance Values and Variance Inflation Factor (VIF)
values were computed to detect multicollinearity, if any, between independent variables. Further, the
Durbin-Watson Test was performed to examine autocorrelation, which causes systemic errors (Kutsal &
Bilge, 2012). For in regression analysis, basic assumptions include normal distribution between residuals,
covariance with no interrelations and unrelated independent variables (Celik & Erar, 2013).

Percentile values were also calculated for the risk factors pertaining to the university students. The
Variance Analysis Technique was also applied in order to identify any significant difference between the
psychological resilience levels of university students according to their faculties. The significance level
was taken as .05.

Findings

This section presents the study results obtained through statistical analysis performed on the data
about the problematic of the study. In order to ascertain whether the scores on the “Psychological
Resilience Scale”, “Gender Role Attitudes Scale” and “Intercultural Sensitivity Scale” are normally
distributed, the Skewness and Kurtosis coefficients were examined for the scores, the results of which
are presented in Table 1.

Table 1.
Skewness and Kurtosis Values for the Scores on Gender Roles, Intercultural Sensitivity and Psychological
Resilience.

Variables n Skewness Kurtosis
Gender Roles 519 .82 .28
Intercultural Sensitivity 519 .26 11
Psychological Resilience 519 .78 .58

As seen in Table 1, the Skewness coefficients are .82 for the Gender Role Attitudes Scale, .26 for the
Intercultural Sensitivity Scale and .78 for the Psychological Resilience Scale. Kurtosis coefficients, on the
other hand, were computed to be .28 for the Gender Role Attitudes Scale, .11 for the Intercultural
Sensitivity Scale and .58 for the Psychological Resilience Scale. The scores display a normal distribution.
For any data set, Skewness and Kurtosis values not only in the -1.00, +1.00, range but also in the -2.00,
+2.00, range are acceptable (Arapkirlioglu & Tankiz, 2011).

During regression analysis, Mahalanobis Distance Values were used to identify whether the variables
had multivariate normal distribution (Buyikoztiirk, 2002). The multivariate normality assumption was
confirmed as the Mahalonobis Distance Value .99 was smaller than the x? table value (x2=9.49). As a
result of the analyses performed to identify multicollinearity, if any, between independent variables, the
Tolerance Values were computed to be =1.00 and Variance Inflation Factor (VIF) values to be =1.00. It is
statistically expected that the Variance Inflation Factor (VIF) values should not be above 10, and the
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tolerance values should not exceed 30 (Kutsal & Bilge, 2012). The analysis revealed no multicollinearity.
Furthermore, the Durbin-Watson Test was performed to examine autocorrelation, which causes
systemic errors. Usually a Durbin-Watson Test value of 1.50-2.50 indicates the lack of autocorrelation
(Tasdan & Erdem, 2010). The test results are DW=1.83 for Gender Roles and Psychological Resilience;
DW=1.81 for Intercultural Sensitivity and Psychological Resilience; DW=1.90 for Having/Not Having Risk
Factors and Psychological Resilience; DW=1.88 for Gender and Psychological Resilience, and DW=1.88
for Attended Faculty and Psychological Resilience. The Durbin-Watson Test also revealed no
autocorrelation. The risk factor and percentile values were also computed for the university students
and the results are given in Table 2.

Table 2.
The Risk Factors of Students and Their Percentages.
The risk factors n %
1) Premature birth 21 4.00
2) History of a chronic disease 42 8.10
3) Need for special education 5 1.00
4) History of academic failure 56 10.80
5) Exposure to violence 27 5.20
6) Exposure to sexual abuse 19 3.70
7) Substance (alcohol, drugs etc.) Abuse 66 12.70
8) Maternity at an early age 4 .80
9) Adoption by a foster family 0 .00
10) Presence of attention deficit and hyperactivity disorder 103 19.80
11) Pessimistic character 88 16.80
12) Low self-confidence 151  29.10
13) History of physical or psychological disorders among one or both parents 33 6.40
14) Divorce of parents 43 8.30
15) Living with a single parent 36 6.90
16) Living with step parents 5 1.00
17) Loss of parents 10 1.90
18) Extreme authoritarian attitudes by one or both parents 60 11.60
19) Criminal past of one or both parents 9 1.70
20) Substance (alcohol, drugs etc.) Abuse by one or both parents 29 5.60
21) Being member of a socially-excluded family 12 2.30
22) Low financial income 75 14.50
23) Having a parent or sibling needing special education 6 1.20
24) Having a friend circle with substance (alcohol, drugs etc.) Abuse 79 15.20
25) Having to work to earn money at school age 96 18.50
26) Exposure to natural disasters 36 6.90
27) Rejection by peers 23 4.40
28) History of migration 34 6.60
29) Problems about the place of residence (various threats such as violence or terror) 67 12.90
30) Other risk factors 11 2.10

As shown by Table 2, the risk factors of the students include the following: Premature birth 4.00%
(n=21), history of a chronic disease 8.10% (n=42), need for special education 1.00% (n=5), history of
academic failure 10.80% (n=56), exposure to violence 5.20% (n=27), exposure to sexual abuse 3.70%
(n=19), substance (alcohol, drugs etc.) abuse 12.70% (n=66), maternity at an early age .80% (n=4),
adoption by a foster family .00% (n=0), presence of attention deficit and hyperactivity disorder 19.80%
(n=103), pessimistic character 16.80% (n=88), low self-confidence 29.10% (n=151), history of physical or
psychological disorders among one or both parents 6.40% (n=33), divorce of parents 8.30% (n=43), living
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with a single parent 6.90% (n=36), living with step parents 1.00% (n=5), loss of parents 1.90% (n=10),
extreme authoritarian attitudes by one or both parents 11.60 % (n=60), criminal past of one or both
parents 1.70% (n=9), substance (alcohol, drugs etc.) abuse by one or both parents 5.60% (n=29), being
member of a socially-excluded family 2.30% (n=12), low financial income 14.50% (n=75), having a parent
or sibling needing special education 1.20% (n=6), having a friend circle with substance (alcohol, drugs
etc.) abuse 15.20% (n=79), having to work to earn money at school age 18.50% (n=96), exposure to
natural disasters 6.90% (n=36), rejection by peers 4.40% (n=23), history of migration 6.60% (n=34),
problems about the place of residence (various threats such as violence or terror) 12.90% (n=67) and
other risk factors 2.10% (n=11), respectively.

Linear regression analysis was performed to determine whether psychological resilience levels of the
students are significantly predicted by gender roles, intercultural sensitivity, risk factors and gender, and
the results are presented in Table 3.

Table 3.
Results of the Regression Analysis on the Prediction of the Psychological Resilience Levels among
University Students by Gender Roles, Intercultural Sensitivity, Risk Factors and Gender.

Predictors B Standardized Coefficients t P F P R R’
Constant 129.78 106.52 .00 10.36 .00 .14 .02
Gender Roles 5.21 .14 3.22 .00

Gender Roles n M DF
Traditional 218 129.78 19.87
Egalitarian 284 134.99 16.40
Predictors B Standardized Coefficients t P F P R R’
Constant 125.84 113.04 .00 7517 .00 37 .14
Intercultural 13.80 .37 8.67 .00

Sensitivity

Intercultural Sensitivity n M DF
Low 240 125.84 19.55
High 230 139.64 14.46
Predictors B Standardized Coefficients B P F P R R’
Constant 130.63 146.86 .00 1891 .00 .19 .04
Risk Factors 8.11 .19 4.35 .00

Risk Factors n M DF
Yes 401 130.63 18.13
No 118 138.74 16.69
Predictors B Standardized Coefficients t P F P R R’
Constant 133.05 129.90 .00 .80 37 .04 .00
Gender 1.46 .04 90 .37

Gender n M DF
Female 313 133.05 17.61
Male 206 131.59 18.87

Table 3 reveals that gender roles as a variable is a significant predictor for the psychological
resilience of students (R= .14, R’= .02, F=10.36, p <.00). Gender roles account for .02 % of the total
variance on psychological resilience. The mean psychological resilience score (n=284) for the university
students with egalitarian attitudes toward gender roles (M=134.99, DF= 16.40) is significantly higher
than the mean psychological resilience score (n=218) for their counterparts with traditional attitudes
toward gender roles (M =129.78, DF = 19.87).

Table 3 also shows that intercultural sensitivity is another significant predictor of psychological
resilience among university students (R= .37, R’= .14, F=75.17, p <.00). Intercultural sensitivity as a
variable accounts for .14 % of the total variance on psychological resilience. The mean psychological
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resilience score (n=230) for the university students with high levels of intercultural sensitivity (M
=139.64, DF = 14.46) was found to be significantly higher than the mean psychological resilience score
(n=240) of the students with low intercultural sensitivity levels (M =125.84, DF =19.55).

Table 3 similarly demonstrates that having risk factors as a variable is another significant predictor
for the psychological levels of students gériilmektedir (R= .19, R’= .04, F=18.91, p <.00). Having risk
factors accounts for .04 % of the total variance on intercultural sensitivity. The mean psychological
resilience score (n=401) of the university students with risk factors (M =130.63, DF=18.13) was found to

be significantly lower than the mean psychological resilience score (n=118) of the students lacking the
risk factors (M.=138.74, DF= 16.69).

Table 3 also suggests that the gender variable is not a significant predictor of psychological resilience
for students (R= .04, R’= .00, F= .80, p > .05). No significant difference was found between the mean
psychological resilience scores (n=313) for female students (M=133.05, DF= 17.61) and the mean
psychological resilience scores (n=206) for male students (M=131.59, DF= 18.87).

A variance analysis was performed to identify whether there was any significant difference among
the psychological resilience levels of the university students according to the faculties they attended
(Education, Engineering and Art & Design). The results of this analysis are given in Table 4, which also
shows the mean psychological resilience scores of the students attending the faculties of Education,
Engineering and Art & Design.

Table 4.
Results of the Variance Analysis on the Difference between the Psychological Resilience Levels of
University Students according to the Different Faculties Attended (Education, Engineering and Art &
Design).

Source Sum of Square DF Mean Squares F P
Between Groups 430.97 2 215.49 .66  328.65 .52
Within Groups 169584.32 516

Total 170015.29 518

Faculties n M DF

Education 221 132.74 19.20

Engineering 174 131.29 17.90

Art & Design 124 133.65 16.40

Table 4 reveals no significant difference between the psychological resilience levels of the university
students according to the different faculties they attended (F (, s16 = .66, p > .05). The students
attending the Faculty of Education (n=221) have a mean psychological resilience score of M =132.74
(DF= 19.20), the students attending the Faculty of Engineering (n=174) have a mean psychological
resilience score of M=131.29 (DF= 17.90), and the students attending the Faculty of Art & Design
(n=124) have a mean psychological resilience score of M=133.65 (DF= 16.40).

Discussion, Conclusion and Implications

This study examines whether gender roles, intercultural sensitivity, risk factors and gender are
significant predictors of psychological resilience level among university students. It also investigates
significant differences, if any; among the psychological resilience levels of university students according
to the different faculties they attended (Education, Engineering and Art & Design).

The study results demonstrate that gender roles as a variable is a significant predictor of
psychological resilience levels among the university students. The university students with egalitarian
attitudes toward gender roles were found to have significantly higher mean psychological resilience
score than that of the students with traditional attitudes toward gender roles. Individuals who adopt the
androgynous gender role with egalitarian attitudes toward gender combining the traits of both sexes in
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a balanced manner rather than simply possessing the characteristics of either males or females (Bastug
2008) are shown to have high levels of psychological resilience (Norman, 2000). The relevant literature
reports that such individuals have positive internal experiences (Golding & Singer, 1983); enjoy higher
marital satisfaction (Curun, 2014) and sexual satisfaction (Yilmaz, 2014); are less prone to depression
and professional stress (Steenbarger & Greenberg, 1990); are more open to receiving psychological
support (Ozdemir, 2012); display less psychopathological symptoms, better seize the moment, are more
responsive to their needs, develop healthy communication and have higher levels of self-acceptance
(Nevill, 1977) higher levels of psychological well-being (Arici, 2011; Kim, 1998) and psychological
resilience (Teker-Atas, 2015), higher psychological adaptation levels (O'Heron & Orlofsky, 1990); and are
more psychologically resilient against stress (Lam & McBride-Chang, 2007). Individuals with egalitarian
gender roles were also found to have children who display high levels of psychological resilience
(Norman, 2000). Consequently, from a holistic perspective at the characteristics of individuals with
egalitarian attitudes toward gender roles and those with high psychological resilience, individuals
possessing both of these two traits are found to possess positive personality traits. The ability of
individuals with egalitarian attitudes toward gender roles to act independently from stereotypes that do
not comply with their own desires and needs and also their characteristics such as their productivity and
diligence as well as their ability to express themselves confidently and cater to their own needs are
believed to contribute to their psychological balance and resilience.

The study examined whether intercultural sensitivity is a significant predictor of psychological
resilience levels among university students. The results revealed that this variable is indeed a significant
predictor of psychological resilience for university students. The university students with high levels of
intercultural sensitivity were found to have a mean psychological resilience score significantly higher
than that of the students with low intercultural sensitivity. A review of the literature did not reveal any
research that either confirms or contradicts our findings. Individuals with intercultural sensitivity are
shown to have important characteristics such as high self-esteem, self-control, empathy skills, open-
mindedness, lack of prejudice and interactiveness (Chen &William, 1997). Similarly to the traits of
individuals with intercultural sensitivity, individuals with psychological resilience also have high levels of
self-confidence, self-efficacy, self-esteem, social attractiveness (Masten & Coastworth, 1998),
intelligence, achievement motivation, special areas of interest (Oglilmis, 2001), communication skills
(Ozcan, 2005), social competences, problem-solving skills, independent action (Benard, 1991) and
coping skills and competences (Dearden, 2004). Moreover, they also have hope (Benard, 1991),
optimism, sense of humor (Ozcan, 2005) and life satisfaction (Karairmak, 2006). Consequently,
considering the traits of interculturally sensitive individuals together with those of psychologically
resilient individuals, reports of the relevant literature confirm our study’s finding that intercultural
sensitivity is a predictor of psychological resilience. From a holistic perspective at the characteristics of
individuals with intercultural sensitivity and those with high psychological resilience, individuals
possessing both of these two traits are found to possess positive personality traits. Individuals with
intercultural sensitivity have high self-esteem, self-control, flexible and unbiased attitude, and effective
communication skills, which is believed to contribute to their psychological balance and resilience.

The study investigated whether having risk factors is a significant predictor of psychological
resilience levels of university students. The results revealed that having risk factors as a variable is
indeed a significant predictor of psychological resilience of students. The university students with risk
factors had a mean psychological resilience score significantly lower than the mean score of other
students who do not possess these risk factors. Psychological resilience is a product of the interaction
between risk factors and protective factors. Risk factors that are important for psychological resilience
are stressful life experiences and adverse environmental conditions (Norman, 2000). Examples of such
risk factors particularly include having uncaring, unloving, and unsupportive parents; low self-esteem;
peer conflicts; homelessness; substance abuse; poverty; and various disasters (Karairmak, 2006; Levene,
2003; Sun & Stewart, 2007; Windle, 1999). Protective factors that play a significant part in improving
psychological resilience are family support, school support, social support, and peer support (Sun &
Stewart, 2007). The more protective factors in an individual’s life, the more they can display
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psychological resilience (Girgan, 2006). Our study result that individuals with many risk factors have low
psychological resilience levels is compatible with the literature.

The relevant literature contains various studies that both confirm and contradict this finding. The
literature reports that children who have been victims of abuse (Cicchetti & Rogosch, 1997); adolescents
experiencing a major life event (loss of one parent, loss of a family member, parental divorce, history of
a serious disease, intercity migration and economic distress in the family) (Turgut, 2015); and students
with divorced parents (Ozcan, 2005) have low levels of psychological resilience. Also, victims of physical
abuse are more likely to display high risk-taking behaviors when compared to non-victims (Yilmaz-lrmak,
2008).

On the other hand, other research has revealed that no significant difference exists between the
psychological resilience levels of adolescents who have or have not experienced major health problems
(leukemia diagnosis) while parental divorce and loss of parents do not result in significant differences in
psychological resilience scores (Saglam, 2012). Similarly, there were no significant difference between
the psychological resilience levels of students with or without history of substance abuse (Gokgen,
2015). Hence, there are research findings that either corroborate to or contradict with the results of the
present study.

The study also investigated whether psychological resilience levels of university students are
significantly predicted by gender. The results revealed that the gender variable is not a significant
predictor of psychological resilience among university students. No significant difference was found
between the mean psychological resilience scores of female and male students. Individuals with
psychological resilience have high intelligence, motivation for success (Ogiilmiis, 2001), self-confidence
(Masten & Coastworth, 1998), hopes, problem-solving skills (Benard, 1991), optimism, communication
skills (Ozcan, 2005) and coping skills (Dearden, 2004). Our results suggest that genetics (i.e., intelligence)
and immediate environmental conditions (i.e., parental behaviors) are important in the development of
such traits while gender is not a determinant factor.

Also in such regard, the literature contains various reports that either confirm or contradict with the
finding that psychological resilience levels of university students do not differ with gender. The present
results are consistent with the research findings of Aydin (2010), Aydogdu (2013), Balci-Celik (2013),
Coskun, Garipagaoglu and Tosun (2014), Eryilmaz (2012), Gékgen (2015); Ozer (2013) and Terzi (2008).
On the other hand, Glingérmus, Okanli and Kocabeyoglu (2015) and Wasonga (2002) have concluded
that women tend to have higher psychological resilience than men do. In contrast, Bahadir (2009),
Campbell-Sills, Forde and Stein (2009), Erdogan (2015) and Tonga (2014) found higher psychological
resilience levels among men.

The study explored whether there was any significant difference between the psychological
resilience levels of university students based on the type of the faculty they attended (Education,
Engineering and Art & Design). The results showed no significant difference between the psychological
resilience levels of students according to their faculties (Education, Engineering and Art & Design). To
put it more clearly, no significant differences were identified between the mean psychological resilience
scores of the students who attended the Faculties of Education, Engineering and Art & Design. There are
differences in the skills of the students studying in the faculties mentioned in the study. We examined
whether such differences in skills are correlated with psychological resilience. However, the study
results showed that faculty is not a determinant variable. Rather, psychological resilience levels are
important for students to adapt to university life and cope with any academic, professional, emotional,
social, and economic problems they might have in a new environment.

Similarly, Coskun, Garipagaoglu and Tosun (2014), Erdogan (2015), Eryilmaz (2012) and Parlak (2014)
found in their research that psychological resilience levels of university students do not differ based on
the faculty variable. On the other hand, the literature contains other studies reporting that the variable
of different faculties has a significant impact upon the psychological resilience levels of university
students. For instance, it was found that students attending the faculties of Health Sciences and
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Medicine (Bahadir, 2009) and Science and Engineering (Gokgen, 2015) have higher psychological
resilience. However, the students studying in the departments of Guidance and Psychological
Counseling, Pre-School Teaching and Computer Teaching have higher levels of optimism, which is one of
the sub-dimensions of psychological resilience (Bolat, 2013).

To sum up, an overall assessment of the study results demonstrates that the variables of gender
roles, intercultural sensitivity and having risk factors are significant predictors of psychological resilience
levels among university students. Given the research findings, the following suggestions could
contribute to further research:

e No such research has been found in Turkey that investigates the variables of psychological resilience,
gender roles, intercultural sensitivity and risk factors together. Therefore, further research is required
to generalize the study findings.

e The present study was conducted with university students. It would be useful to conduct further
research on individuals at different education levels from different professions and at different stages
of development.

e As one of the qualitative research methods, focus group research could be performed with regard to
the variables of psychological resilience, intercultural sensitivity, gender roles and risk factors.

e Psychological resilience has a character open to further improvement. Therefore, empirical studies will
be useful to develop programs aiming to improve psychological resilience in individuals.
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Tiirkce Suiriim

Giris

Psikolojik dayaniklilik, son yillarda 6nemli bir konu olarak dikkati cekmektedir. Psikolojik dayaniklilk,
1940’h yillarda ortaya ¢ikan ve 1980'li yillarda gliclenen hiimanist yaklasimin devami olarak gelisen,
pozitif psikolojiye ait olan bir kavramdir. Pozitif psikoloji insanlari psikolojik anlamda neyin hasta
ettiginden daha ¢ok, insanlari neyin saghkli tuttuguna odaklanarak, psikolojik dayaniklilik kavramini
vurgulamaktadir (Meredith et al., 2011). Psikolojik dayaniklilik, insanlarin gli¢lii yonlerinden hareket
etmenin 6nemini ortaya koymaktadir (Seligman & Csikszentmihalyi, 2000). Psikolojik olarak dayanikli
kisiler, Uniivar’a (2012) gére, Wilhelm Nietzche’nin “beni 6ldiirmeyen, beni daha giiclii yapar” séziine
ornek olan kisilerdir. Psikolojik dayaniklilik, olumsuz yasantilar karsisinda glicli kalabilmek (Karairmak,
2006), incindikten sonra onceki haline kolayca dénebilmek (Earvolino-Ramirez, 2007), stres yaratan
biylk olaylar karsisinda fiziksel ya da duygusal bozukluga ugramamak (Atkinson et al., 2002), uyuma ve
gelisime karsi ciddi tehlikelere ragmen uyum sergileyebilmek ve olumlu sonuglara ulasabilmek (Masten,
2001) olarak tanimlanir. Cevresel ve kisisel faktorlerin etkilesiminin sonucudur (Glantz & Sloboda, 1999;
Norman, 2000).

Psikolojik dayanikhlik, iki sartin etkilesiminden olusur. Bunlar, risk faktorleri ve koruyucu faktorlerdir.
Psikolojik dayaniklilikta 6énemli olan risk faktorleri, bireylerin kirllganhgini arttiran olumsuz cevresel
kosullar ve stresli yasam olaylaridir (Norman, 2000). Risk faktorleri genetik, biyolojik, sosyo-kiiltiirel ve
demografik kosullari ya da 6zellikleri icerir. Ailesel risk faktorleri, bireysel risk faktorleri ve gevresel risk
faktorleri vardir (Gizir, 2007; Terzi, 2008). Bireyin distik benlik saygisina sahip olmasi, anne-baba ve
O0gretmenden alinan destegin az olmasi, akranlarla gatisma (Sun & Stewart, 2007), olumsuz yasam
deneyimleri, annenin ¢ocuga bakmamasi, ¢ocugun ihmale, istismara ve kot davranislara maruz kalmasi,
aile dizensizlikleri, ailede olan psikopatolojik sikintilar, ailevi sapmalar, ailenin alkoliklik ge¢misi, yakin
cevredeki cinayet istatistikleri, cocukluktaki psikiyatrik sorunlar, fiziksel engele sahip olmak, yetistirme
yurtlarinda yasama, evsizlik, zihinsel hastaliklar, madde kullanimi, disik kilolu dogum, fakirlik, maruz
kalinan felaketler, tabi afetler, savas, terér gibi yasam olaylar risk faktorlerine 6rnek gosterilebilir
(Karairmak, 2006; Levene, 2003; Windle, 1999).

Psikolojik dayaniklilikta 6nemli olan koruyucu faktorler ise zorluklar karsisinda tampon gorevi
gorirler (Masten, 2001). Yasanan olumsuz deneyime karsl bireyin yapici etki vermesini kolaylastiran
(Karairmak, 2006), risk faktorlerine ve hastaliklara karsi kisinin direncini iyilestirici kosullardir (Korkut,
2004). Var olan sorunun etkisini azaltarak, bireyin duygusal ve fiziksel iyi olusunu arttiracak davranislari,
tutumlari ve bilgileri gliclendirmesine yardimci olurlar (Romano & Hage, 2000). Psikolojik dayaniklilgi
gelistirmede 6nemli rol oynayan koruyucu faktorler aile destegi, okul destegi, toplum destegi ve akran
destegidir (Sun & Stewart, 2007). Sevgi ile yaklasan (Levene, 2003), olumlu iliski kuran, destek olan
(Graber, Pichon & Carabine, 2015), egitimli ve isi olan bir ebeveyne sahip olmak (Murray,2003);
destekleyici yetiskinlere (Kurt, 2013), 6gretmenlere ve arkadaslara sahip olmak (Graber, Pichon &
Carabine, 2015); sosyo-ekonomik yonden avantajli olmak, iyi okullarda 6grenim goérmek, kendileri ve
diger insanlar tarafindan yetenekli ve basarili olduklari alanlara gore degerlendirilmek (Kurt, 2013),
ozerklige, problem ¢ozme becerilerine (Benard, 1991; Murray, 2003), 6zyetkinlige, umut duygusuna
(Kurt, 2013; Masten 1994), zekdya, sosyal becerilere (Levene, 2003), pozitif mizaca, i¢sel kontrol
odagina, glicli akademik becerilere (Murray, 2003), gelecek i¢in amaca sahip olmak (Benard, 1991)
koruyucu faktorlerdir. Bireyin akademik, sosyal ve duygusal becerilerini gelistirici etkinliklere katilmasi,
ozerkligi ve igsel kontrol odagini gelistirmeye yonelik etkinliklere katilmasi, toplumda rol modellerine ve
mentorlere erisebilmesi de onemlidir (Murray, 2003). Bireyin yasaminda ne kadar fazla koruyucu
faktorler varsa, o kadar ¢ok psikolojik dayaniklilik gésterebilir (Eryilmaz, 2013; Glirgan, 2006).
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Yukarida belirtildigi gibi, psikolojik dayaniklilikta 6nemli olan risk faktorleri ve koruyucu faktorler
icinde, agirhkh olarak ebeveyn tutum ve davraniglari (Gizir, 2007; Graber, Pichon & Carabine, 2015;
Karairmak, 2006; Kurt, 2013; Levene, 2003; Murray, 2003; Sun & Stewart, 2007; Terzi, 2008; Windle,
1999), 6gretmen davranislari, akran davranislari ve kiiltiirel degerler bulunmaktadir (Graber, Pichon &
Carabine, 2015). Ebeveyn, 6gretmen ve akran davranislari ile gorsel ve yazili medyanin psikolojik
dayanikliigin yanisira, toplumsal cinsiyet rolleri ve kiiltiirlerarasi duyarliik Gzerinde de 6nemli etkileri
vardir. Ebeveyn davranislari agisindan bakildiginda, ebeveyn davranislari ve gocuk yetistirme tutumlari,
toplumsal cinsiyet rollerinin edinilmesini (Arici, 2011) ve farkh kulturlere yonelik kalip yargilarin (Celik,
2008) ya da duyarliligin olusmasini etkiler. Cunki, ¢ocuklar blyirken kendilerini blylten ailelerinin
icinde yasadiklan kiiltlirle harmanlanan tutumlarindan etkilenirler (Aksoy, 2005; Arslangiray, 2013;
Yasin-Dékmen, 2015). Toplumsal cinsiyet rolleri de ebeveynlerin ilk ¢ocuk sahibi olduklari zamandan
itibaren baslar (Vatandas, 2007). Ornegin, kiz cocuklar zarifligi, minikligi ve hassasligi vurgulayan
kelimelerle sevilirken, erkek cocuklar daha ¢ok giglulik ifade eden kelimelerle sevilirler (Eser, 2010).
Toplumsal cinsiyet, bir kisinin cinsiyetinden 6tird toplum tarafindan nasil algilandigini; erkegin ya da
kadinin nasil algilamasi, disinmesi, hissetmesi, davranmasi, goérinmesi ve giyinmesi gerektigini
tanimlayan bilesenlerin timudur (Akin & Demirel, 2003; Altinova & Duyan, 2013; Polat, 2010; Yagan-
Guder & Giiler-Yildiz, 2016).

Aileler cinsiyetin yanisira, farkli kiltlrel degerlerle ilgili cesitli tanimlamalar yaparlar ve bu bilgileri
cocuklarina aktarirlar. Ayrica, bulunduklari bolgeye 6zgli geleneksel kiltiir kaliplarini da benimseyerek
cocuklarina aktarirlar. Bu konuda, aile Uyelerinin egitim dizeyi ile esitlik¢i bir tutuma sahip olup
olmadiklari 6nemli faktorler olarak ortaya gikar (Aktas, 2013). Kulturel farkliliklarin dikkate alindigi ve
duyarl olundugu bir ailede biyliyen, okuldaki 6gretmenlerinden bu sekilde mesajlari alan gocuklarin
kalturlerarasi duyarliligl da yiksek diizeyde olur (Rengi & Polat, 2014). “Kiltire duyarh olmak” kavrami
ile séylenmek istenilen, bireyin 6zelliklerindeki cesitliliktir (Karairmak, 2008). Ornegin; bireyin cinsiyeti,
cinsiyet rol kimligi, yasi (Nelson-Jones, 2014), cinsel yonelimi, dini, irki, etnik kokeni, fiziksel yeterliligi,
psikolojik yeterliligi, sosyo-ekonomik durumu (Corey, 2008), dili, inan¢ bicimi, sosyal sinifi, engelli olup
olmadigi, egitimi (American Psychological Association-APA, 2002), yasadigi yer, formal ya da informal
yelikleri (Corey, Corey & Corey, 2010) ve bu gibi 6zellikler seklindedir. Kultlrlerarasi duyarlihk, farkh
goris ve dustnceleri tanimayi, 6grenmeyi (Fritz, Mollenberg & Chen, 2002), anlamayi, kabul etmeyi,
takdir etmeyi, 6n yargili olmamayi (Chen & William, 1997), saygi duymayi (Chen & Starosta, 1996) ve
onlara karsi olumlu distince ve duygulara sahip olabilmeyi gerektirir (Bennett, 1998).

Kiltirle iliskili toplumsal cinsiyet rollerinin ve kdltirlerarasi duyarliigin kazanilmasinda ailenin
yanisira okul da 6nemli bir faktor olarak ortaya cikar. Okulda, 6gretmenlerin, midirlerin ve okul
psikolojik danismanlarinin bitiin 6grencilerinin farkhhklarini kabul etmeleri, kiltiirel gegmislerine saygi
duymalari, deger vermeleri, anlamalari, olumlu duygularla yaklasmalari ve birbirleri ile sosyal etkilesim
ortamini saglamalar ile kultire duyarh bir egitim ortami olusur. Bu ortamda bulunan bireylerin
kiiltUrlerarasi duyarhihgl da fazla olur (Basbay & Bektas, 2009; Rengi & Polat, 2014). Yine, toplumsal
cinsiyet rolleri ile ilgili kalipyargilarin olusumunda 6gretmen davranislarinin, ders kitaplarinin (Esen &
Bagl, 2002; Glnindi-Ers6z, 2010; Helvacioglu, 1994; Kalayci & Hayirsever, 2014; Polat, 2010; Severge,
1998; Uluyagcl & Yilmaz, 2007) ve gorsel ve yazil kitle iletisim araglarinin (6rnegin; televizyon, sinema,
reklamlar, gazeteler, kitaplar, karikatlrler vb.) 6nemli bir yeri vardir (Celik, 2008; Sabuncuoglu, 2006;
Sayin, 2007; Uluyagci & Yilmaz, 2007).

Yukaridaki agiklamalar temel alindiginda, ebeveynlerin, &gretmenlerin, okul psikolojik
danismanlarinin, kitle iletisim araglarinin aktarimlari ve model olmalari sayesinde, bireylerin psikolojik
dayanikliliklarinin, toplumsal cinsiyet rollerinin ve kultiirlerarasi duyarhliklarinin olumlu ya da olumsuz
etkilenmesi séz konusu olacaktir. Ornegin, genel olarak demokratik ve sevgi dolu bir tutumla,
ayrimciligin olmadigr ortamlarda biyiyen bireyler, psikolojik dayanikhligi yiksek, kultare duyarli ve
toplumsal cinsiyet rolleri agisindan esitlik¢i tutuma sahip olabileceklerdir. Otoriter, reddedici, sevgisiz ve
ayrimcl soéylemlerin oldugu ortamlarda biiyliyen bireyler ise psikolojik dayanikliigl dusik, cesitli
kilturlere onyargili yaklasan ve toplumsal cinsiyet rolleri agisindan geleneksel yaklasimci tutuma sahip
olabileceklerdir.
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Yapilmis olan gesitli arastirmalarda, cinsiyete esitlikgi tutumla yaklasan ve yalnizca kadin ve erkek
ozelliklerini tek basina tagimayan, ikisinin 6zelliklerini de dengeli bicimde birlestiren, psikolojik androjen
bireylerin (Bastug, 2008; Burger, 2006; Freedman, Sears & Carlsmith, 1981) anne-babalarinin egitim
dizeylerinin daha yiksek oldugu (Arici, 2011), pozitif i¢ yasantilara sahip olduklari (Golding & Singer,
1983); cinsel doyumlarinin (Yilmaz, 2014) ve evlilik doyumlarinin daha yiiksek oldugu (Curun, 2014);
psikolojik yardim almaya daha acik olduklari (Ozdemir, 2012), daha az psikopatolojik belirtiler
gosterdikleri, yasadiklari anin daha iyi farkinda olduklari, kendini gerceklestirme yolunda ilerledikleri,
gereksinimleri ve duygularn konusunda daha duyarli olduklari, duygularini spontan bir bicimde
acikladiklari, saghkh iletisim kurduklari, kendini kabul dizeylerinin (Nevill, 1977) ve psikolojik iyi olus
diizeylerinin daha yiiksek oldugu (Arici, 2011) gorilmektedir. Kaltlrlerarasi duyarliliga sahip olan
bireylerin de yiksek benlik saygisi, 6zdenetimi, empati kurma becerisi, acik goriigli olma, dnyargili
olmama ve etkilesime katilim gibi 6zelliklere sahip olduklari gérilmektedir (Chen & William, 1997).

Kiltirlerarasi duyarliliga ve cinsiyete esitlik¢i tutumla yaklasan bireylerin 6zelliklerine benzer bir
bicimde, psikolojik dayanikhliga sahip olan bireylerin de, kendine giivenleri, 6z yeterlilikleri, benlik
saygilari, sosyal gekicilikleri (Masten & Coastworth, 1998), zekalari, basari giidiileri, dzel ilgileri (Ogiilmiis,
2001), iletisim becerileri (Ozcan, 2005), sosyal yeterlilikleri, sorun ¢6zme becerileri, bagimsiz davranma
(Benard, 1991) ve zorluklarla bas etme beceri ve yeterlilikleri yiksek diizeydedir (Dearden, 2004). Ayrica,
umut (Benard, 1991), iyimserlik, mizah (Ozcan, 2005), yasam doyumu, olumlu duygusallik 6zellikleri
(Karairmak, 2006) ile destekleyici aile iliskilerine sahiptirler (Ozcan, 2005).

Yukarida agiklanan bitin bu o6zellikler agisindan degerlendirildiginde, toplumsal cinsiyet,
kilturlerarasi duyarlilk, risk faktorleri ve psikolojik dayaniklilik arasinda iliskilerin olabilecegi; toplumsal
cinsiyetin, kiltirlerarasi duyarhhgin ve risk faktorlerinin, psikolojik dayanikliigi yordayacagi
diistinilmektedir. Alanyazinda, gesitli risk faktorlerinin psikolojik dayaniklilikla olan iligkisini inceleyen
arastirmalar (Cicchetti & Rogosch, 1997; Cataloglu, 2011; Gékcen, 2015; Giiney, 2016; Ozcan, 2005;
Saglam, 2012; Turgut, 2015; Yilmaz-lIrmak, 2008) vardir. Psikolojik dayanikhlik kavramini temel alan
arastirmalar, daha c¢ok cevredeki risk ve koruyucu faktorler ile bireyin psikolojik dayaniklilik
ozelliklerindeki yordayici faktérlere odaklanmistir (Kumpfer, 1999). Alanyazinda, toplumsal cinsiyet ile
psikolojik dayaniklihk arasindaki iliskiyi inceleyen sinirli sayida arastirma vardir. Yapilmis olan bu
arastirmalarin sonucunda (Werner, 1995; Lam & McBride-Chang, 2007; Teker-Atas 2015), toplumsal
cinsiyet rolleri ile psikolojik dayanikhlik arasinda anlamli diizeyde iligkiler oldugu bulunmustur. Ancak,
alanyazinda, klturlerarasi duyarlilik ve psikolojik dayaniklilik arasindaki iliskiyi arastiran arastirmalara ise
rastlanilamamistir. Bu agilardan da bakildiginda, bu arastirmanin alanyazina bir dlciide de olsa katki
saglayacag diisiinilmektedir. Toplumsal cinsiyet rollerinin, klltiirlerarasi duyarhihgin ve risk faktorlerinin
psikolojik dayanikliigin anlamli yordayicilari olup olmadigini arastirmak, bireylerin psikolojik
dayanikliliklarina iliskin biraz daha bilgi edinilmesini saglayabilecektir. Bu arastirmada, bu distinceden
hareketle, toplumsal cinsiyet rollerinin, kiltlrlerarasi duyarliigin, risk faktorlerinin ve Kkisisel
degiskenlerin psikolojik dayanikliligi yordayip yordamadigi incelenmistir.

Yontem

Arastirma, Universite 6grencilerinin psikolojik dayaniklilik dizeylerinin toplumsal cinsiyet rollerine,
kilturlerarasi duyarliliga, risk faktorlerine ve kisisel degiskenlere gére yordanmasini amaglayan betimsel
ve nedensel bir calismadir.

Evren ve Orneklem

Bu arastirmanin calisma evrenini, Istanbul ilindeki Yildiz Teknik Universitesi’nin 2015-2016 bahar
yarlyilinda 6grenim gérmekte olan lisans 6grencileri olusturmaktadir. Arastirma evreninin Yildiz Teknik
Universitesi’/nden segilme nedeni, arastirmacilarin bu iiniversitede ¢alisiyor ve dgrenim gériiyor olmasi;
fakiltelere ulasmada ve izin almada kolayligin saglanacagi goriisiinden dolayidir. Arastirmanin 6rneklemi
ise kiime orneklemidir. Kiime orneklemi, calisilabilir evrende dogal olarak olusmus ya da degisik
amaglarla yapay olarak olusturulmus, kendi icinde belirli 6zellikler agisindan benzerlikler gosteren degisik
gruplarin olmasi durumunda kullanilir (Yildirnm & Simsek, 2011). Arastirmada da sayisal, sozel ve 6zel
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yetenege dayali mesleklerin olusturdugu fakilteler, kiimeler olarak distinilerek bu kiimelerden Egitim
Fakultesi, Mihendislik Fakiiltesi, Sanat ve Tasarim Fakdllteleri secilmistir. Secilen fakdiltelerden, kura
usulii ile belirlenen 10 farkh bélimde (Psikolojik Danisma ve Rehberlik, Okul Oncesi Ogretmenligi,
ingilizce Ogretmenligi, Sosyal Bilgiler Ogretmenligi, Cevre Mihendisligi, insaat Miihendisligi, Harita
Miihendisligi, iletisim Tasarimi, Sanat Y®netimi, Duysal (Ses) Sanatlari Tasarimi) égrenim gdren 523
gonalla katihmciya uygulama yapilmistir.

Ayrica, érneklem sayisinin belirlenmesinde Orneklem Tablosundan da yararlaniimistir. rneklemin
evreni yansitmasi igin, “Orneklem Tablosu”nda yer alan anlamhlik diizeyi % 95.00; ve anlamlilik aralig
.05 olarak alindiginda, evreni 24.114 igin, 6rneklemin en az 381 kisinin katihmina ihtiya¢ bulundugu
(Yazicioglu & Erdogan, 2007) gorilmistir. Sonug¢ olarak, arastirmanin 6rneklemini 523 gonilli
Gniversite 6grencisinden, Olcekleri tam olarak isaretleyen 519 6grenci (313 kadin, 206 erkek)
olusturmustur.

Veri Toplama Araglari

Arastirmada gerekli verileri elde etmek icin, “Toplumsal Cinsiyet Rolleri Tutum Olgegi”, Kiltiirlerarasi
Duyarlilik Olgegi”, “Risk Faktorlerini Belirleme Listesi”, “Kendini Toparlama Giicii Olgegi (Psikolojik
Dayanikhlik Olgegi)” ve “Kisisel Bilgiler Formu” kullaniimistir.

Toplumsal Cinsiyet Rolleri Tutum Olgegi: Toplumsal Cinsiyet Rolleri Tutum Olgegi, iniversite
6grenimi goren o6grencilerin toplumsal cinsiyet rollerine iliskin tutumlarini belirlemek amaciyla
Zeyneloglu &Terzioglu (2011) tarafindan gelistirilmistir. Olcek, 38 maddelik 5'li Likert tipidir. Olcekten
alinan en yuksek deger, bireyin toplumsal cinsiyet rollerine iliskin esitlik¢i tutuma sahip oldugunu, en
diisiik deger ise geleneksel tutuma sahip oldugunu gostermektedir. Olcegin gegerlik ve giivenirlik
galismalari yapilmistir. Olgegin gegerlik calismasi igin kapsam gegerligi ve yapi gecerligine bakilmistir.
Yapi gegerligi icin deneme Olceginde yer alan 48 maddeden hangilerinin isledigini belirlemek amaciyla
korelasyonlara dayali madde analizi yontemi ile Olgekteki her madde igin madde toplam test
korelasyonlari hesaplanmistir. Deneme 0Olceginin madde toplam test korelasyonlari incelendiginde,
korelasyon katsayilarinin bir madde disinda kalan maddeler arasinda (r= .25 - .70) istatistiksel olarak
anlamli dizeyde fark oldugu belirlenmistir. Bir tane madde toplam test korelasyonu “.25”den kiguk
oldugu icin 6lcekten cikariimistir. ikinci asamada yapilan madde analizi sonucuna gore, % 27.00’lik alt ve
st gruplar igin hesaplanan “t” degerleri arasinda istatistiksel olarak anlamh dizeyde fark oldugu
bulunmustur. Uglincli asamada yapilan faktér analizinde faktér yiikii “.30”un altinda olan maddeler
Olgekten cikarilarak oOlcege son sekli verilmistir. Son sekli verilen 38 maddeden olusan olgegin,
birbirinden bagimsiz anlamh faktérlere ayrilip ayrilmadiginin belirlenebilmesi icin asal eksenlere gore
dondirilmis temel bilesenler analizi uygulanmistir. Bu analiz sonucuna gore, maddelerin faktor
yiklerinin “.35 - .79” arasinda oldugu ve 6lcegin bes boyuttan olustugu saptanmistir (Zeyneloglu, 2008).
Toplumsal Cinsiyet Rolleri Tutum Olceginin giivenirlik calismasi icin hesaplanmis olan Cronbach Alfa
Katsayisi 38 madde igin .92; alt boyutlari igin esitlikgi cinsiyet roli icin .78, evlilikte cinsiyet roli igin .80
ve geleneksel cinsiyet roll igin .72 saptanmistir (Zeyneloglu & Terzioglu, 2011).

Kiiltiirlerarasi Duyarlilik Olgedi: Kiltiirlerarasi Duyarliik Olcegi, kiltiirlerarasi duyarlihk diizeylerini
dlgmek icin, Chen ve Starosta (2000) tarafindan gelistirilmistir. Tirkce uyarlama calismasi, Ustiin (2011)
tarafindan yapilmistir. Olgek, 24 maddelik 5’li Likert tipidir. Yiksek puan, kiiltirlererasi duyarlilik
diizeyinin yiiksek olduguna isaret etmektedir. Olcegin gegerlik ve giivenirlik calismalar yapilmistir.
Gegerlik calismasi kapsaminda dogrulayici faktér analizi yapilmistir. Maddelerin faktor yik degerleri .19
ile .81 arasinda degisen degerlerde c¢ikmistir. Bir tane maddenin faktér yik degerinin .19 olmasi
nedeniyle bu madde &lgekten cikarlmistir (Ustiin, 2011). Olgegin giivenirlik calismasi amaciyla
hesaplanan toplam test Cronbach Alfa katsayisi .90 olarak bulunmustur. Guvenirlik ¢alismasi
kapsaminda, madde toplam puan korelasyonu da hesaplanmistir. Madde toplam korelasyon degerlerinin
(R) .21 ile .70 arasinda olmasi, Olcekte yer alan maddelerin dlgegin bitlndyle iliski gosterdigine isaret
etmektedir (Ustiin, 2011). Bu bulgular, Kiiltiirlerarasi Duyarhlik élceginin gecerli ve giivenilir oldugunu
gostermektedir.

834



Suna GOKSEL-OFLAS, Fulya YUKSEL-SAHIN — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 819-848

Kendini Toparlama Giicii Olcegi (Psikolojik Dayanikhihk Olgegi): Kendini Toparlama Giicii Olcegi,
Universite 6grencilerinin kendini toparlama gucli duzeylerini belirlemeyi amaglamaktadir. Wagnild &
Young (1993) tarafindan gelistirilen 6lcegin Tirkceye uyarlamasini Terzi (2006) yapmistir. Olcek, 24
maddeli 7’li Likert tipindedir. Yiksek puan, kendini toparlama glci dizeyinin yiksek olduguna isaret
etmektedir. Olgegin, gecerlik ve giivenirlik calismalari yapilmistir. Olgegin gecerligi icin, yapi gecerligi ve
benzer olgekler gegerligine bakilmistir. Yapi gecerligi, faktor analizi ile saptanmustir. Faktor analizinde ise
Temel Bilesenler Analizi yontemi kullanilmistir. Yapilan ilk faktor analizinde, 6lcekte yer alan biitin
maddelerin faktor yik degerlerinin .40’dan yiiksek oldugu, ancak 13. ve 26. maddelerin iki faktorde de
goreli olarak yiksek yukdegerine sahip olduklari ortaya ¢ikmistir ve bu maddelerin 06lgekten
¢ikartilmasina karar verilmistir. Faktorlerin her bir degisken Uzerindeki ortak varyansi .47 ile .74
arasindadir. KTGO’nin &zdegeri 1’den biyik olan 7 faktér verdigi belirlenmistir. Varimax eksen
dondirme teknigi sonrasinda birinci faktoriin 6 maddeden, ikinci faktériin 4 maddeden, Gglincl faktérin
5 maddeden, dordinci faktérin 2 maddeden, besinci faktériin 3 maddeden, altinci faktorin 2
maddeden ve yedinci faktériin 2 maddeden olustugu belirlenmistir. Yapilan benzer olgekler gecerligi
galismasinda ise Kendini Toparlama Giicii Olgegi ile Genellestirilmis Ozyeterlik Olcegi arasinda anlamli bir
iliski bulunmustur (r = .83). Olgegin giivenirlik calismasi yapilmistir. Olgegin Cronbach Alpha giivenirlik
katsayisi .82; test-tekrar test glvenirlik katsayisi r = .84 olarak saptanmistir (Terzi, 2006). Bu bulgular,
Kendini Toparlama Giicii Olceginin gecerli ve giivenilir oldugunu géstermektedir.

Risk Faktérlerini Belirleme Listesi: Risk Faktoérlerini Belirleme Listesi, Terzi (2000) tarafindan
gelistirilmistir. Liste, 30 maddeden ve (i¢ alandan olusmaktadir. Bu alanlar: bireysel (kronik bir hastaliga
sahip olma, kendine glivenin az olmasi gibi), aile (anne/babanin uyusturucu kullanmasi, ailede siddet
gbérme gibi) ve toplumsal (duslik sosyoekonomik dlizey, gog gibi) alanlardir.

Kisisel Bilgi Formu: Kisisel Bilgi Formu, arastirmaci tarafindan gelistirilmistir. Formda, katilimcilarin
cinsiyetine ve 6grenim gordikleri fakilteye iliskin sorular vardir. Formun basinda arastirmanin amacina
yer verilmis olup degerlendirmenin bireysel sekilde degil toplu yapilacagi agiklanarak isim yazilmamasi
belirtilmistir.

Verilerin Analizi

Verilerin ¢dzimlenmesinde, SPSS 21 Paket Programi’ndan yararlaniimistir. Problemin ¢6ziimi igin
oncelikle “Psikolojik Dayaniklilik Olcegi”, “Toplumsal Cinsiyet Rolleri Tutum Olgegi”, “Kiiltiirlerarasi
Duyarlilik Olgegi”nden elde edilen puanlarin normal dagihm gosterip gdstermedigini belirlemek igin
alinan puanlarin garpiklik ve basiklik katsayilarina bakilmistir (Yildizoglu & Burgaz, 2014).

Arastirmada, toplumsal cinsiyet, kiltlrlerarasi duyarhlk ve risk faktérleri bagimsiz degiskenler olarak
ele alinmistir. Oncelikle, 6grencilerin dlgeklerden elde ettikleri puanlar, dummy (kukla) degiskeni olarak
kodlanmistir (Buytkozturk, 2002). Bunun igin, bu o&lgeklerden elde edilen puanlarin ortalamalari
bulunmustur. Ortalamanin lizerinde olan puanlar 1 (bir), ortalamanin altinda olan puanlar 0 (sifir) olarak
kodlanmistir. Arastirmada, liniversite 6grencilerinin psikolojik dayanikhlik diizeylerinin toplumsal cinsiyet
rollerine, kultlrlerarasi duyarliliga, risk faktorlerine ve cinsiyete gbére anlamli bir bicimde yordanip
yordanmadigini belirleyebilmek i¢in Basit Regresyon analizi yapilmistir. Regresyon analizi, aralarinda bag
olan iki ya da daha fazla degiskenden birinin bagimli degisken, digerlerinin bagimsiz degiskenler olarak
ayirimi ile aralarindaki bagin bir matematiksel esitlik ile agiklanmasi siirecini anlatir. Bagimh degisken bir,
bagimsiz degisken bir ise kullanilan yonteme “Basit Dogrusal Regresyon Analizi” denir. Regresyon
analizinde, degiskenlerin ¢ok degiskenli normal dagihm gosterip gdstermedigine iliskin inceleme,
Mahalanobis Uzaklik Degerleri kullanilarak yapilmistir (Buyikoztiirk, 2002). Yine, bagimsiz degiskenler
arasinda ¢oklu baglanti sorunu olup olmadigini belirlemek i¢in Tolerans Degerlerine ve VIF-Varyans Artis
Degerlerine de bakilmistir. Ayrica, sistematik hatalara neden olan otokorelasyonun olup olmadigini
gormek icin de Durbin-Watson Testi de yapilmistir (Kutsal & Bilge, 2012). Clink, regresyon analizinde
artiklarin normal dagilmasi, es varyansli ve aralarinda iliskisiz olmasi, bagimsiz degiskenlerin baglantisiz
olmasi temel varsayimlardir (Celik & Erar, 2013).
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Universite 6grencilerinin sahip olduklari risk faktérlerinin yiizdelik degerleri de hesaplanmustir.
Arastirmada ayrica, 6grenim gorilen fakiltelere gore liniversite 6grencilerinin psikolojik dayanikhhk
diizeyleri arasinda anlamli bir farklilik olup olmadigini belirlemek igin Varyans Analiz Teknigi
kullaniimistir. Arastirmada, anlamlilik diizeyi .05 olarak alinmustir.

Bulgular

Arastirmada ele alinan problem durumunun g¢oziimiine yonelik toplanan verilerin istatistiksel
¢6ziimlemesi ile ulasilan sonuglara dair elde edilen bulgular bu béliimde yer almistir.

Problemin ¢6ziimii icin éncelikle “Psikolojik Dayanikhlik Olcegi”, “Toplumsal Cinsiyet Rolleri Tutum
Olgegi”, “Kulturlerarasi Duyarliik Olcegi”’nden elde edilen puanlarin normal dagiim gdsterip
gostermedigini belirlemek igin alinan puanlarin garpiklik ve basiklik katsayilarina bakilmis ve sonuglari

Tablo 1’de gosterilmistir.

Tablo 1.
Toplumsal Cinsiyet Rolleri, Kiiltiirlerarasi Duyarllik ile Psikolojik Dayanikhilik Puan Ortalamalari, Carpiklik
ve Basiklik Degerleri.

Degiskenler n Carpikhik Basiklik
Toplumsal Cinsiyet 519 .82 .28
Kdltirlerarasi Duyarlilik 519 .26 11
Psikolojik Dayanikhhk 519 .78 .58

Tablo 1’de gorildugi gibi, carpiklik katsayilarina bakildiginda, Toplumsal Cinsiyet Rolleri Tutum
Olgegi icin .82, Kiltirlerarasi Duyarlilik Olcegi icin .26 ve Psikolojik Dayanikhlik Olgegi icin .78 olmustur.
Basiklik katsayilarina bakildiginda, Toplumsal Cinsiyet Rolleri Tutum Olgegi icin .28, Kdltiirlerarasi
Duyarlilik Olgegi icin .11 ve Psikolojik Dayanikhilik Olgegi icin .58 olmustur. Bu puan dagilimlari, normal
dagilim gostermektedir. Herhangi bir veri grubunda garpiklik ve basiklik degerinin -1.00, +1.00 araliginda
olmasinin normal dagihm igin kabul edilebilir diizeyde olmasinin yani sira, bu degerin -2.00, +2.00
araliginda olmasi da genellikle kabul edilebilir bir durum olarak goériilmektedir (Arapkirlioglu & Tankiz,
2011).

Regresyon analizinde, degiskenlerin ¢ok degiskenli normal dagilim gosterip gostermedigine iliskin
inceleme Mahalanobis Uzaklik Degerleri kullanilarak yapilmistir (Blyukoztirk, 2002). Mahalonobis
Uzaklik Degeri= .99, x? tablo degerinden (x?=9.49) kiguk ¢iktigi icin, cok degiskenli normallik varsayimi
karsilanmistir. Bagimsiz degiskenler arasinda ¢oklu baglanti sorunu olup olmadigini belirlemek igin
yapilmis olan analizler sonucunda, Tolerans Degerleri=1.00, VIF-Varyans Artis Degerleri=1.00 olarak
bulunmustur. VIF-Varyans Artis Degerlerinin 10’dan biylk olmamasi, tolerans degerlerinin 30 degerini
gecmemesi istatistiksel olarak beklenir (Kutsal & Bilge, 2012). Analizler sonucunda, ¢oklu baglanti
sorununun olmadig gorilmustir. Ayrica, sistematik hatalara neden olan otokorelasyonun olup
olmadigini géormek icin, Durbin-Watson Testi de yapilmistir. Genellikle, 1.50-2.50 Durbin-Watson Testi
degeri, otokorelasyon olmadigini gosterir (Tasdan & Erdem, 2010). Toplumsal Cinsiyet ve Psikolojik
Dayanikhhk icin DW=1.83; Kdulturlerarasi Duyarliik ve Psikolojik Dayaniklilik i¢cin DW=1.81; Risk
Faktorlerine Sahip Olmak/Olmamak ve Psikolojik Dayanikhlik icin DW=1.90; Cinsiyet ve Psikolojik
Dayaniklilik icin DW=1.88 ve Ogrenim Goriilen Fakiilte ve Psikolojik Dayaniklilik icin DW=1.88'dir. Durbin-
Watson Testi sonucunda da otokorelasyon olmadigi gérilmustar.

Arastirmada, Universite 6grencilerinin risk faktorleri ve yizdelik degerleri belirlenmis ve sonuglari
Tablo 2’de verilmistir.
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Tablo 2
Ogrencilerin Sahip Olduklari Risk Faktérleri ve Yiizdesi.
Risk Faktorleri n %
1)Erken dogmus olma 21 4.00
2)Kronik bir hastaliga sahip olma 42 8.10
3)Ozel egitime muhtac olma 5 1.00
4)Akademik basarisizlik yasama 56 10.8
5)Siddete maruz kalma 27 5.20
6)Cinsel istismara maruz kalma 19 3.70
7)Alkol, uyusturucu vb. madde kullanma 66 12.70
8)Erken yasta ¢ocuk sahibi olma 4 .80
9)Evlatlik olarak bir ailenin yaninda yetisme 0 .00
10)Dikkat daginikligi ve hiperaktivite sorunu yasama 103 19.80
11)Koétumser bir kisilik yapisina sahip olma 88 16.80
12)Kendine glivenin az olmasi 151 29.10
13)Anne ve/veya babanin fiziksel ya da ruhsal bir hastaliga sahip olmasi 33 6.40
14)Anne ve babanin bosanmasi 43 8.30
15)Tek ebeveynle yasama (anne ya da babayi kaybetmis olma) 36 6.90
16)Uvey anne/baba ile yasama 5 1.00
17)Anne ve babayi kaybetmis olma 10 1.90
18)Anne ve/veya babanin asir otoriter tutumu 60 11.60
19)Anne ve/veya babanin sug islemesi 9 1.70
20)Anne ve/veya babanin alkol, uyusturucu vb. madde kullanmasi 29 5.60
21)Toplum tarafindan dislanan bir aileye sahip olma 12 2.30
22)Diisiik maddi gelire sahip olma 75 14.50
23)Ozel egitime muhtag anne / baba / kardese sahip olma 6 1.20
24)Alkol, uyusturucu vb. madde kullanan arkadas ¢evresine sahip olma 79 15.20
25)Okul dénemi icinde para kazanma amach ¢alismak zorunda kalma 96 18.50
26)Dogal afetlere maruz kalma 36 6.90
27)Arkadaslar tarafindan reddedilme 23 4.40
28)Gog yasama 34 6.60
29)Oturulan yerlesim yerinin sorunlari (siddetin, terorin, farkli tehlikelerin olmasi gibi) 67 12.90
30) Diger 11 2.10

Tablo 2’de gorlldiigi gibi, 6grencilerin sahip olduklari risk faktorleri sirasi ile erken dogmus olma %
4.00 (n=21), kronik bir hastaliga sahip olma % 8.10 (n=42), 6zel egitime muhta¢ olma % 1.00 (n=5),
akademik basarisizlik yasama % 10.80 (n=56), siddete maruz kalma % 5.20 (n=27), cinsel istismara maruz
kalma % 3.70 (n=19), alkol, uyusturucu vb. madde kullanma % 12.70 (n=66), erken yasta ¢ocuk sahibi
olma % .80 (n=4), evlatlik olarak bir ailenin yaninda yetisme % .00 (n=0), dikkat daginikligi ve
hiperaktivite sorunu yasama % 19.80 (n=103), kotimser bir kisilik yapisina sahip olma % 16.80 (n=88),
kendine glivenin az olmasi % 29.10 (n=151), anne ve/veya babanin fiziksel ya da ruhsal bir hastaliga
sahip olmasi % 6.40 (n=33), anne ve babanin bosanmasi % 8.30 (n=43), tek ebeveynle yasama (anne ya
da babayi kaybetmis olma) % 6.90 (n=36), livey anne/baba ile yasama % 1.00 (n=5), anne ve babayi
kaybetmis olma % 1.90 (n=10), anne ve/veya babanin asiri otoriter tutumu % 11.60 (n=60), anne ve/veya
babanin sug islemesi % 1.70 (n=9), anne ve/veya babanin alkol, uyusturucu vb. madde kullanmasi % 5.60
(n=29), toplum tarafindan dislanan bir aileye sahip olma % 2.30 (n=12), disiik maddi gelire sahip olma %
14.50 (n=75), 6zel egitime muhta¢ anne/baba/kardese sahip olma % 1.20 (n=6), alkol, uyusturucu vb.
madde kullanan arkadas ¢evresine sahip olma % 15.20 (n=79), okul dénemi iginde para kazanma amagli
¢alismak zorunda kalma % 18.50 (n=96), dogal afetlere maruz kalma % 6.90 (n=36), arkadaslar
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tarafindan reddedilme % 4.40 (n=23), go¢ yasama % 6.60 (n=34), oturulan yerlesim yerinin sorunlari
(siddetin, teroriin, farkh tehlikelerin olmasi gibi) % 12.90 (n=67) ve diger risk faktérleri % 2.10 (n=11)"dir.

Arastirmada, toplumsal cinsiyet rollerinin, kilturlerarasi duyarliligin, risk faktorlerine sahip olmanin
ve cinsiyetin Universite 6grencilerinin psikolojik dayaniklilik diizeylerini anlamli bir bicimde yordayip
yordamadigini belirlemek icin dogrusal regresyon analizi yapilmis ve sonuglari Tablo 3’de gosterilmistir.

Tablo 3.
Toplumsal Cinsiyet Rollerinin, Kiiltiirlerarasi Duyarliligin, Risk Faktérlerinin ve Cinsiyetin Universite
Ogrencilerinin Psikolojik Dayaniklilik Diizeylerini Yordamasina liskin Regresyon Analizi Sonuglari.

Yordayici Degiskenler B Standart t P F P R R’
Sabit 129.78 106.52 .00 1036 .00 14 .02
Toplumsal Cinsiyet 5.21 .14 3.22 .00

Toplumsal Cinsiyet R. n x Ss
Geleneksel 218 129.78 19.87
Esitlikgi 284 134.99 16.40
Yordayici Degiskenler B Standart t P F P R R’
Sabit 125.84 113.04 .00 75.17 .00 37 14
Kulturlerarasi Duyar. 13.80 .37 8.67 .00

Kiilturlerarasi Duyar. n x Ss
Dusik 240 125.84 19.55
Yiksek 230 139.64 14.46
Yordayici Degiskenler B Standart t P F P R R’
Sabit 130.63 146.86 .00 1891 .00 19 .04
Risk Faktorleri 8.11 .19 4.35 .00

Risk Faktorleri n x Ss
Var 401 130.63 18.13
Yok 118 138.74 16.69
Yordayici Degiskenler B Standart t P F P R R’
Sabit 133.05 129.90 .00 .80 .37 .04 .00
Cinsiyet A6 .04 .90 .37

Cinsiyet n x Ss
Kadin 313 133.05 17.61
Erkek 206 131.59 18.87

Tablo 3’e bakildiginda, toplumsal cinsiyet roller degiskeninin, 6grencilerin psikolojik dayanikhliginin
anlamli bir yordayicisi oldugu goriilmektedir (R= .14, R’= .02, F=10.36, p <.00). Psikolojik dayanikliigina
iliskin toplam varyansin % .02’sinin, toplumsal cinsiyet rolleri ile aciklandig! ifade edilebilir. Toplumsal
cinsiyet rollerine iliskin esitlik¢i tutuma sahip olan Universite 6grencilerinin (n=284) psikolojik dayanikllik
puan ortalamasi (¥=134.99, Ss= 16.40), toplumsal cinsiyet rollerine iliskin geleneksel tutuma sahip olan
6grencilerin (n=218) psikolojik dayanikhlik puan ortalamasindan (¥=129.78, Ss= 19.87) anlaml dizeyde
yuksek bulunmusgtur.

Tablo 3’e bakildiginda, kultirlerarasi duyarlilik degiskenin, 6grencilerin psikolojik dayanikliliginin
anlamli bir yordayicisi oldugu goriilmektedir (R= .37, R’= .14, F=75.17, p <.00). Psikolojik dayanikliigina
iliskin toplam varyansin % .14’Gnln, kaltdrlerarasi duyarhhk ile agiklandigi ifade edilebilir. Yuksek
Kiltirlerarasi duyarhlik diizeyine sahip olan lniversite 6grencilerinin (n=230) psikolojik dayaniklilik puan
ortalamasi (¥=139.64, Ss= 14.46), kilturlerarasi duyarlihk dizeyi disik olan 6grencilerin (n=240)
psikolojik dayaniklilik puan ortalamasindan (¥=125.84, Ss= 19.55) anlamli diizeyde yuksek bulunmustur.

Tablo 3’e bakildiginda, risk faktorlerine sahip olma degiskeninin, 0Ogrencilerin psikolojik
dayanikhiliginin anlamli bir yordayicisi oldugu goérilmektedir (R= .19, R’= .04, F=18.91, p <.00).
Kaltdrlerarasi duyarhhga iliskin toplam varyansin % .04’Gnin, risk faktériine sahip olma ile agiklandigl
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ifade edilebilir. Risk faktorlerine sahip olan Universite 6grencilerinin (n=401) psikolojik dayaniklilik puan
ortalamasi (¥=130.63, Ss= 18.13), risk faktorlerine sahip olmayan 6grencilerin (n=118) psikolojik
dayaniklilik puan ortalamasindan (x¥=138.74, Ss= 16.69) anlamli diizeyde disik bulunmustur.

Tablo 3’e bakildiginda, cinsiyet degiskeninin, 6grencilerin psikolojik dayaniklihginin anlamli bir
yordayicisi olmadigi gériillmektedir (R= .04, R*= .00, F= .80, p> .05). Kadin 6grencilerin (n=313) psikolojik
dayaniklilik puan ortalamasi (¥=133.05, Ss= 17.61) ile erkek 6grencilerin (n=206) psikolojik dayaniklilik
puan ortalamasi (X¥=131.59, Ss= 18.87) arasinda anlamli bir farklilik bulunmamistir.

Arastirmada, farkli faklltelerde (Egitim, Muhendislik ve Sanat Tasarim) 6grenim goérmeye gore
Giniversite 6grencilerinin psikolojik dayaniklilk dizeyleri arasinda anlamli bir farklilik olup olmadigini
belirlemek igin varyans analizi yapilmis ve sonuglari Tablo 4’de gosterilmistir. Ayrica, Tablo 4’de, Egitim,
Mihendislik ve Sanat Tasarim Faklltelerinde 6grenim goren 6grencilerinin psikolojik dayaniklilik puan
ortalamalari da verilmistir.

Tablo 4.
Farkll Fakiiltelerde (Egitim, Miihendislik ve Sanat Tasarim) Odrenim Gérmeye Gére Universite
Ogrencilerinin Psikolojik Dayanikhilik Diizeyleri Arasindaki Farkhiliga iliskin Varyans Analizi Sonuglari.

Kaynak Kareler Toplami Sd Kareler Ortalamasi F P
Gruplar arasi 430.97 2 215.49 .66  328.65 .52
Gruplar igi 169584.32 516

Toplam 170015.29 518

Fakiilteler n x Sd

Egitim 221 132.74 19.20

Muihendislik 174 131.29 17.90

Sanat Tasarim 124 133.65 16.40

Tablo 4’e bakildiginda, farkli fakiltelerde 6grenim gérmeye gore Universite 6grencilerinin psikolojik
dayanikliik dizeyleri arasinda anlamh bir farkhligin olmadigi gorilmektedir (F= .66, p> .05). Egitim
Fakiltesi Ogrencilerinin (n=221) psikolojik dayaniklilik puan ortalamasi (¥=132.74, S$d=19.20),
Mihendislik Fakiiltesi 6grencilerinin (n=174) psikolojik dayaniklihk puan ortalamasi (¥=131.29, Sd=17.90)
ve Sanat Tasarim Fakiiltesi 6grencilerinin (n=124) psikolojik dayaniklilik puan ortalamasi (¥=133.65,
Sd=16.40)'dir.

Tartisma, Sonug ve Oneriler

Arastirmada, Universite 6grencilerinin psikolojik dayanikhilk dizeylerinin toplumsal cinsiyet rollerine,
kilturlerarasi duyarhhga, risk faktorlerine ve cinsiyete gére anlamli bir bicimde yordanip yordanmadigi
incelenmistir. Ayrica arastirmada, farkl fakiltelerde (Egitim, Mihendislik ve Sanat Tasarim) 6grenim
gormeye gore Universite 6grencilerinin psikolojik dayanikhlik diizeyleri arasinda anlamli bir farklilik olup
olmadigI da incelenmistir.

Arastirmanin sonucunda, toplumsal cinsiyet rolleri degiskeninin, tiniversite 6grencilerinin psikolojik
dayaniklilik diizeylerinin anlamli bir yordayicisi oldugu gorilmustir. Toplumsal cinsiyet rollerine iliskin
esitlik¢i tutuma sahip olan Universite 6grencilerinin psikolojik dayanikliik puan ortalamasi, toplumsal
cinsiyet rollerine iliskin geleneksel tutuma sahip olan 6grencilerin psikolojik dayaniklilk puan
ortalamasindan anlaml diizeyde yiuksek bulunmustur. Cinsiyete esitlik¢i tutumla yaklasan ve yalnizca
kadin ve erkek ozelliklerini tek basina tasimayan, ikisinin 6zelliklerini de dengeli bicimde birlestiren,
androjen cinsiyet rollinii benimseyen bireylerin (Bastug 2008) psikolojik dayaniklilik diizeylerinin yiiksek
oldugu gorilmektedir (Norman, 2000; Werner & Smith, 1982). Yapilan arastirmalarda, bu bireylerin
olumlu i¢ yasantilara sahip olduklar (Golding & Singer, 1983); evlilik doyumlarinin (Curun, 2014) ve
cinsel doyumlarinin daha yiiksek oldugu (Yilmaz, 2014); daha dusilik dizeyde depresyona ve mesleki
strese sahip olduklar (Steenbarger & Greenberg, 1990); psikolojik yardim almaya daha agik olduklari
(Ozdemir, 2012); daha az psikopatolojik belirtiler gdsterdikleri; yasadiklari anin farkinda olduklari,
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gereksinimleri konusunda daha duyarh olduklari, saghkli iletisim kurduklari, kendini kabul diizeylerinin
(Nevill, 1977); pozitif i¢ yasantilarinin (Golding & Singer, 1983); psikolojik iyi olus diizeylerinin (Arici,
2011; Kim, 1998); psikolojik uyum dizeylerinin (O'Heron & Orlofsky, 1990); ve psikolojik dayaniklilik
dizeylerinin (Teker-Atas, 2015) daha yiksek oldugu; strese karsi daha fazla psikolojik dayaniklilik
gosterdikleri (Lam & McBride-Chang, 2007) gorilmistir. Esitlikci cinsiyet rollerine sahip olan bireylerin
cocuklarinin psikolojik dayanikhlik diizeylerinin de yiiksek oldugu gorilmistir (Norman, 2000). Sonug
olarak, toplumsal cinsiyet rollerine iliskin esitlik¢i tutuma sahip olan bireylerin 6zellikleri ile psikolojik
dayanikliigi yiksek olan bireylerin 6zellikleri birlikte degerlendirildiginde, her iki 6zellige sahip olan
bireylerin olumlu kisilik 6zelliklerine sahip olduklari goériilmektedir. Esitlik¢i tutuma sahip olan bireylerin,
kendi istek ve ihtiyaglarina gore dogrulugu olmayan kalipyargilardan bagimsiz sekilde davranabilmeleri,
guvenli bir bicimde kendisini ifade edebilmeleri, ihtiyaclarini karsilayabilmeleri, ¢alismalari ve Uretken
olmalar gibi 6zelliklere sahip olmalari, psikolojik yénden daha dengeli ve dayanikli olmalarina katki
getirecegi dusinilmektedir.

Arastirmada, kalturlerarasi duyarhhigin Gniversite 6grencilerinin psikolojik dayanikhlk dazeylerini
anlamli bir bicimde yordayip yordamadigl incelenmistir. Arastirmanin sonucunda, kiiltirlerarasi
duyarlilik degiskeninin, tGniversite 6grencilerinin psikolojik dayaniklilk diizeylerinin anlamli bir yordayicisi
oldugu gorilmustir. Kulturlerarasi duyarlilik dizeyi yliksek olan Universite &grencilerinin psikolojik
dayaniklilik puan ortalamasi, kulturlerarasi duyarlilik diizeyi dusiik olan 6grencilerin psikolojik dayanikhlik
puan ortalamasindan anlamli diizeyde yiliksek bulunmustur. Alanyazinda arastirmamizi desteleyen ya da
desteklemeyen arastirmalara rastlanilamamistir. Kiltlrlerarasi duyarlihiga sahip olan bireylerin, yliksek
benlik saygisi, 6zdenetimi, empati kurma becerisi, agik gortsli olma, onyargilh olmama ve etkilesime
katilm gibi 6zelliklere sahip olduklari goérilmektedir (Chen & William, 1997). Kiilturlerarasi duyarliliga
sahip bireylerin 6zelliklerine benzer bir bicimde, psikolojik dayanikhliga sahip olan bireylerin de, kendine
glvenleri, 6z yeterlilikleri, benlik saygilari, sosyal gekicilikleri (Masten & Coastworth, 1998), zekalari,
basari giidiileri, 6zel ilgileri (Ogiilmiis, 2001), iletisim becerileri (Ozcan, 2005), sosyal yeterlilikleri, sorun
¢6zme becerileri, bagimsiz davranma (Benard, 1991) ve zorluklarla bas etme beceri ve yeterlilikleri
yiksek diizeydedir (Dearden, 2004). Ayrica, umut (Benard, 1991), iyimserlik, mizah (Ozcan, 2005) ve
yasam doyumlari yiksektir (Karairmak, 2006). Sonug olarak, kultirlerarasi duyarliliga sahip olan
bireylerin  oOzellikleri ile psikolojik dayanikhliga sahip olan bireylerin  6zellikleri  birlikte
degerlendirildiginde, arastirma bulgumuz olan, kdltirlerarasi duyarliligin psikolojik dayaniklilig
yordamasi sonucu, alanyazindaki bilgilerle 6rtiismektedir. Kiltiirlerarasi duyarliliga sahip olan bireylerin
ozellikleri ile psikolojik dayanikliligi yiiksek olan bireylerin 6zellikleri birlikte degerlendirildiginde, her iki
ozellige sahip olan bireylerin olumlu kisilik 6zelliklerine sahip olduklari goérilmektedir. Kaltirlerarasi
duyarliliga sahip olan bireylerin yiiksek benlik saygisina, 6zdenetime, esnek gorusli olmaya, 6nyargili
olmamaya ve etkili iletisim kurma becerilerine sahip olmalarinin, psikolojik yonden daha dengeli ve
dayanikli olmasina katki getirecegi distiniilmektedir.

Arastirmada, risk faktorlerine sahip olmanin (niversite 0Ogrencilerinin psikolojik dayaniklilik
dizeylerini anlamli bir bigcimde yordayip yordamadigl incelenmistir. Arastirmanin sonucunda, risk
faktorlerine sahip olma degiskeninin, Universite 6grencilerinin psikolojik dayaniklilik diizeylerinin anlaml
bir yordayicisi oldugu gortlmustiir. Risk faktorlerine sahip olan Universite 6grencilerinin psikolojik
dayaniklilik puan ortalamasi, risk faktorlerine sahip olmayan 6grencilerin psikolojik dayanikhlik puan
ortalamasindan anlamh diizeyde distik bulunmustur. Risk faktorlerinin ve koruyucu faktorlerin etkilesimi
ile psikolojik dayaniklilik olusur. Psikolojik dayaniklilikta dnemli olan risk faktorleri, stresli yasam olaylari
ve olumsuz gevresel kosullardir (Norman, 2000). Ozellikle ilgisiz, sevgi gdstermeyen ve destek vermeyen
bir anne ve babaya sahip olmak, disik benlik saygisi, akranlarla ¢atisma, evsizlik, madde kullanimi,
yoksulluk, maruz kalinan felaketler risk faktorlerine 6rneklerdir (Karairmak, 2006; Levene, 2003; Sun &
Stewart, 2007; Windle, 1999). Psikolojik dayanikhhgi gelistirmede énemli rol oynayan koruyucu faktorler
ise aile destegi, okul destegi, toplum destegi ve akran destegidir (Sun & Stewart, 2007). Bireyin
yasaminda ne kadar fazla koruyucu faktorler varsa, o kadar cok psikolojik dayanikllik gosterebilir
(Girgan, 2006). Arastirmamizin sonucunda, risk faktorleri ¢cok olan bireylerin psikolojik dayanikhlik
dizeylerinin dusik ¢ikmasi bulgusu, alanyazinla 6rtismektedir.
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Alanyazinda arastirma bulgumuzu destekleyen ve desteklemeyen arastirmalar mevcuttur. Yapiimisg
olan arastirmalarda, istismara ugrayan cocuklarin (Cicchetti & Rogosch, 1997); 6nemli yasam olayi
yasayan (anne ve babadan herhangi birinin hayatini kaybetmesi, aileden birinin hayatini kaybetmesi,
anne ve babanin bosanmasi, 6nemli bir hastalik gecirme, sehirlerarasi go¢ etme, ailece ekonomik sikinti
yasama) ergenlerin (Turgut, 2015); bosanmis ebeveyne sahip olan dgrencilerin (Ozcan, 2005), psikolojik
dayaniklilik diizeylerinin disik oldugu; fiziksel istismara ugrayan grubun, ugramayanlara gore yiiksek risk
alma davranisi sergiledigi (Yilmaz-Irmak, 2008) bulunmustur.

Ancak yapilmis olan bazi arastirmalarin sonucunda, ciddi saglik sorunu (I6semi tanisi alma) yasayan
ve yasamayan ergenlerin psikolojik dayanikliliklari arasinda anlamli bir farkliigin bulunmadigi; ebeveyn
bosanmasinin, anne ve baba vefatinin psikolojik dayaniklilik puanlarinda anlamli bir fakhlk gostermedigi
(Saglam, 2012); madde kullanan ve kullanmayan 6grencilerin psikolojik dayanikliliklari arasinda anlamli
bir farklilik bulunmadigi (Gokgen, 2015) goriilmistiir. Sonug olarak, arastirma bulgumuzu destekleyen ve
desteklemeyen arastirma bulgulari bulunmaktadir.

Arastirmada, cinsiyetin Universite 6grencilerinin psikolojik dayanikhlik diizeylerini anlamli bir bicimde
yordaylp yordamadigl incelenmistir. Arastirmanin sonucunda, cinsiyet degiskeninin, (Universite
ogrencilerinin psikolojik dayanikhlik dizeylerinin anlamli bir yordayicisi olmadigi gorilmistir. Kadin
Universite 6grencilerinin psikolojik dayaniklilik puan ortalamasi ile erkek 6grencilerin psikolojik
dayaniklilik puan ortalamasi arasinda anlamli bir farklilik bulunmamistir. Psikolojik dayanikhhga sahip
olan bireylerin zekalari, basari gidileri (Ogiilmiis, 2001), 6zgiivenleri (Masten & Coastworth, 1998),
umutlari, sorun ¢ézme becerileri (Benard, 1991), iyimserlikleri, iletisim becerileri (Ozcan, 2005) ve
zorluklarla bas etme becerileri (Dearden, 2004) yiiksektir. Bu 6zelliklerin olusumunda, genetik (6rnegin,
zeka) ve agirlikh olarak gevresel kosullarin (6rnegin, anne-baba davranislari) 6nemli oldugunu; cinsiyetin
ise belirleyici olmadigini arastirma bulgumuza gore sdylemek mimkindiir.

Alanyazinda, arastirmanin bulgularini destekleyen ve desteklemeyen arastirmalar mevcuttur. Bu
arastirmada, Universite 6grencilerinin psikolojik dayaniklilik duzeylerinin cinsiyete gore farklilagsmadig
bulgusu Aydin’in (2010), Aydogdu’nun (2013), Balci-Celik’in (2013), Coskun, Garipagaoglu ve Tosun’un
(2014), Eryilmaz’in (2012), Gékcen’in (2015), Ozer (2013) ve Terzi’nin (2008) arastirma bulgulari ile
tutarhlik gostermektedir. Ancak, Gilngdrmis, Okanli ve Kocabeyoglu (2015) ile Wasonga (2002)
yaptiklari arastirmalarda, kadinlarin psikolojik dayanikliliklarinin erkeklerden anlamh olarak yiksek
oldugu sonucuna ulagsmislardir. Bahadir (2009), Campbell-Sills, Forde ve Stein (2009), Erdogan (2015) ve
Tonga (2014) ise arastirmalarinda erkeklerin psikolojik dayaniklilik dizeylerini daha yiksek bulmuslardir.

Arastirmada, farkli fakilltelerde (Egitim, Mihendislik ve Sanat Tasarim) 6grenim goérmeye gore
Gniversite 6grencilerinin psikolojik dayaniklilik dizeyleri arasinda anlamh bir farklilik olup olmadigi
incelenmistir. Arastirmanin sonucunda, farkh fakiltelerde (Egitim, Mihendislik ve Sanat Tasarim)
o6grenim goérmeye gore lniversite 6grencilerinin psikolojik dayaniklilik dizeyleri arasinda anlamli bir
farkhlik olmadigi gorilmustir. Arastirmada ele alinan fakiltelerde 6grenim goren 06grencilerin
yetenekleri birbirlerinden farkhlik gostermektedir. Bu yetenek farkliliklari ile psikolojik dayanikhihgin
iliskili olup olmadigi distnilmistir. Ancak, arastirma sonucunda, fakilte degiskeninin belirleyici
olmadigl goriilmustiir. Universite &grencilerinin (iniversite yasamina uyum saglamalari, yeni ortamda
karsilastiklari akademik, mesleki, duygusal, sosyal ve ekonomik sorunlarla basa ¢ikabilmelerinde,
psikolojik dayaniklilik diizeyleri 6nemli bir etmendir.

Alanyazinda, benzer sekilde Coskun, Garipagaoglu ve Tosun (2014), Erdogan (2015), Eryilmaz (2012)
ve Parlak (2014) yaptiklar arastirmalarda, tniversite 6grencilerinin psikolojik dayaniklilik diizeylerinin
fakilte degiskenine gore farkhlasmadigini bulmuslardir. Alanyazinda, farkh fakilte degiskeninin
Giniversite Ogrencilerinin psikolojik dayanikhhk dizeyleri Uzerinde anlamh etkisinin bulundugu
arastirmalar da mevcuttur. Ornegin; Saghk Bilimleri ve Tip (Bahadir, 2009); Fen ve Miihendislik (Gokgen,
2015) Fakultesi 6grencilerinin psikolojik dayanikhiliklarinin daha yiiksek oldugu; Rehberlik ve Psikolojik
Danismanlik, Okul Oncesi Ogretmenligi ve Bilgisayar Ogretmenligi 6grencilerinin psikolojik dayanikhlik alt
boyutlarindan iyimser olma dizeylerinin daha yiksek oldugu (Bolat, 2013) gorilmistdr.
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Genel olarak, arastirma sonuglari bir bitiin olarak degerlendirildiginde, toplumsal cinsiyet rolleri,
kiltarlerarasi duyarlilk ve risk faktorlerine sahip olma degiskenlerinin, Universite 6grencilerinin
psikolojik dayanikhlk diizeylerinin anlamli yordayicilari oldugu gorilmustiir. Arastirma sonucunda
ulasilan bulgular dikkate alinarak, daha sonra yapilabilecek arastirmalara katki saglayabilecek 6neriler
asagida belirtilmistir:

e Tirkiye’de psikolojik dayaniklilik, toplumsal cinsiyet rolleri, kultlrlerarasi duyarlilik, risk faktorleri
degiskenlerinin birlikte arastirildigi baska bir ¢alismaya rastlanmamistir. Bu nedenle, arastirmanin
sonuglarinin genellenebilirligi icin yapilacak yeni arastirmalara ihtiya¢ duyulmaktadir.

e Bu arastirma, Universite 6grencileriyle gergeklestirilmistir. Aragtirmanin farkli 6grenim dizeylerinde,
farkli mesleklerde ve farkli gelisim evrelerindeki bireylerle de yapilmasi yararli olacaktir.

e Psikolojik dayanikhhk, kultirlerarasi duyarhlik, toplumsal cinsiyet rolleri ve risk faktorleri
degiskenleriyle ilgili olarak nitel ¢calisma yontemlerinden odak grup calismalari yapilabilir.

e Psikolojik dayanikhhk gelistirilebilir 6zellik tagimaktadir. Dolayisiyla bireylerde psikolojik dayanikliligi
arttiracak programlar gelistirebilmek icin deneysel ¢calismalarin yapilmasi yararh olacaktir.
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Introduction

Academic procrastination has been one of the major problems among students from different levels
of education; specifically among college students (Balkis, 2006; Burka & Yuen, 1983; Ozer, Sackes, &
Tuckman, 2013; Rice, Richardson, & Clark, 2012) and the underlying reasons for academic
procrastination have attracted the attention of many researchers from all over the world. Broadly,
academic procrastination is the postponement of school-based tasks as preparation for an exam,
delivery of a term paper or contribution to schoolwork (Solomon & Rothblum, 1984). Numerous studies
have examined the types of academic procrastination, personality traits, and their relationship with
academic procrastination (Cao, 2012; Kagan, Cakir, Ilhan, & Kandemir, 2010; Karatas, 2015). There have
also been empirical studies in which academic procrastination was used as a predictor to explain self-
efficacy, self-regulation, and academic motivation (Cavusoglu & Karatas, 2015; Hannok, 2011; Hen &
Goroshit, 2014; Kandemir, 2014; Uzun-Ozer, 2010). However, there is an unaddressed gap in research
dealing with how cognitive skills such as problem solving skill affect academic procrastination.

There are many factors affecting academic procrastination. Among them, one of the most important
factors is academic motivation (Kaya & Kaya, 2014), which is also reiterated through previous studies
across the literature (e.g., Carden, Bryan, & Moss, 2004; Senécal et al., 1995; Wolters, 2003). The
general inference is that students who have low levels of academic motivation tend to delay their daily
academic tasks more, compared to students with higher levels of academic motivation (Balkis, 2006; Vij
& Lomash, 2014). This means that lack of academic motivation might increase the possibility of
academic procrastination.

In a study, Bosato (2001) examined the relationship among time perspective, academic motivation,
and academic procrastination on 305 college students. She concluded that there was a significant
positive relationship between low motivation and academic procrastination. In addition, she found that
there was a significant negative relationship between intrinsic motivation and academic procrastination.
As intrinsic motivation decreases, people tend to procrastinate more. Moreover, Cerino (2014) reported
that amotivation had a greater influence on academic procrastination than self-efficacy. In another
study, Hassan and Sultan (2011) concluded that amotivation was one of the main reasons why students
tended to procrastinate and were unable to complete their work in time. Furthermore, Brownlow and
Reasinger (2000) found that extrinsic motivation has weaker relationship with academic procrastination,
which meant that intrinsically motivated students showed more tendencies to avoid academic
procrastination. Overall, previous studies demonstrate the association between academic motivation
and academic procrastination. However, what we do not exactly know is how academic motivation
affects academic procrastination, especially in higher education settings, where students are more
willing to study and avoid postponement behaviors.

Problem solving is a cognitive skill, which we assume to have a key role in academic procrastination.
It is a complex skill necessary for a student’s academic and daily life (Pimta, Tayruakham, &
Nuangchalerm, 2009). When a student lacks problem solving skill, it might become a burden for
him/her, as efficient problem solving requires an individual to think differently and flexibly (Jonassen,
2004) and the lack of problem solving skill might result in academic procrastination (Rozental &
Carlbring, 2014).

Inadequate problem solving skill is a factor affecting academic procrastination (Knaus, 1985). This
stems from the fact that problem solving is a process of self-directed behavior, in which certain logical
and sequential steps are followed consecutively to solve a particular problem (Kalayci, 2001). Problem
solving skill requires the application of different thinking processes. Defining the existence and difficulty
level of a problem, evaluating the facts about the difficulty, proposing solutions and choosing the most
appropriate solution are among these processes (Karatas, 2011). Inadequacy in problem solving skill
may lead to academic procrastination in the sense that an individual with the low problem solving skill
might adopt a strategy for the avoidance of failure and protection from self-harm (Duru & Balkis, 2014).
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Positive beliefs about the self-facilitate the activation of problem solving process and hinder
procrastination (Fernie, McKenzie, Nikcevic, Caselli, & Spada, 2016), because poor problem solving skill
increases the tendency to procrastinate (Sadeghi, Hajloo, & Emami, 2011). In fact, one of the most
important things in problem solving is how individuals perceive themselves (Alci, 2007). Since an
individual with low problem solving skill has a difficulty in producing alternative solutions to a problem
through causal thinking and establishing a cause and effect relationship, problem solving skill is crucial
while approaching encountered problems in daily life (Heppner, Witty, & Dixon, 2004). Consequently,
problems and challenges in people’s lives with low problem solving skill may remain unaddressed and
procrastination can become an inevitable consequence. However, in the studies conducted on academic
procrastination, the effect of problem solving skill has not been adequately examined. There is a scarcity
of studies on the relationship between problem solving skill and academic procrastination.

There are many underlying factors for academic procrastination. As previous research suggests,
problem solving skill and academic motivation are among those that might have significant effects on
academic procrastination (Abu & Saral, 2016; Fernie et al., 2016; Ward, Sousa, & Nolen-Hoeksema,
2002). However, considering their direct effect on academic procrastination, we wonder if a mediating
effect could exist, either through problem solving or through academic motivation. It is difficult to
decide which one comes first because we have very limited literature regarding this area of research.
Our argument for the mediation effect starts with the fact that every individual has different
preferences and styles to approach a problem. Moreover, the style of problem solving evolves before
the development of academic motivation. Thus, in terms of temporal precedence, problem solving
comes first.

Other justification of the mediating role of academic motivation on the relationship between
problem solving skill and academic procrastination is that people have similar behaviors toward
procrastination based on their perception of problem solving and academic motivation. For example,
Lyubomirsky and Nolen-Hoeksema (1993) report that students with low problem solving skill had more
tendencies to procrastinate and the same students showed lower levels of motivation to take action. It
is clear that the research on this context is scarce.

There are relatively few or no studies conducted on the interrelationships among these three
constructs. Therefore, the purpose of this study is to test a hypothesized model we outlined by
examining the association between academic procrastination, academic motivation, and problem
solving skill in college students. Our study is expected to produce insight that sheds light on the complex
relationship among the aforementioned constructs and to contribute to the field by showing and
suggesting a different perspective about the problem of academic procrastination in higher education.
In this context, the following research questions were sought throughout the study:

1. Does the problem solving skill have any effect on academic procrastination?
2. Does amotivation have any effect on academic procrastination?

3. Does the problem solving skill have any effect on academic amotivation?

4. Does the problem solving skill have any effect on academic motivation?
5

Is there any indirect effect of the problem solving skill on academic procrastination through
amotivation?

Theoretical Framework

Academic procrastination: Broadly speaking, procrastination is the postponement of a particular
activity because of various excuses (Burka & Yuen, 2008; Ozer et al., 2013). The term procrastination has
recently been associated with self-regulation and it is regarded as a failure in engaging in activities to
achieve goals (Corkin, Yu, & Lindt, 2011; Wolters, 2003). Based on this assumption, academic
procrastination is the reflection of this behavior in academic life in a manner of delaying the preparation
for the exams, completion of assignments or delivery of projects (Schouwenburg, 2004; Solomon &
Rothblum, 1984).
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There are many reasons why people procrastinate for their academic tasks. The features of a task;
personal characteristics and attitudes (e.g. fear of failure); individual differences (e.g. low self-esteem,
low self-efficacy belief) and psychological states (e.g. depression or anxiety) can cause a student to
procrastinate his/her academic duties (Hannok, 2011; Rabin, Fogel, & Nutter-Upham, 2011; Schraw,
Wadkins, & Olafson, 2007). Many studies support the argument that academic procrastination results in
academic failure, absenteeism, school dropout, and inability to self-regulate (Burka & Yuen, 1983;
Kanus, 1998; Muis & Franco, 2009; Tice & Baumeister, 1997). In short, these negative outcomes of
academic procrastination have taken researchers’ attention to reveal the underlying reasons for this
situation.

Academic motivation: Generally, academic motivation is the production of energy required for
academic work (Cavusoglu & Karatas, 2015) and it is closely associated with the factors affecting
individuals about attending the school and achieving good grades (Gustavon, 2016; Moen & Doyle,
1978). Academic motivation can be explained within the framework of Deci and Ryan’s (1985) Self-
Determination Theory, which categorizes motivation into three: amotivation, intrinsic motivation, and
extrinsic motivation. Amotivation occurs when the individuals have no expectations about a reward.
Rather, they fail to perceive the associations between their behaviors and the outcomes they achieve
(Deci & Ryan, 1985; Vallerand et al., 1992). Intrinsic motivation occurs when behaviors are performed
for pleasure or for the purpose of entertainment. Intrinsically motivated people feel a certain kind of
pleasure or satisfaction when they show participation (Deci & Ryan, 1985; Vallerand, et al., 1992).

The literature about intrinsic motivation suggests that there are three types of intrinsic motivation:
Intrinsic motivation—to know, intrinsic motivation-to accomplish, intrinsic motivation- to experience
stimulation. Intrinsic motivation—to know refers to the type of motivation and satisfaction about
learning a new material. Intrinsic motivation-to accomplish is motivation and enjoyment about achieving
something. Intrinsic motivation- to experience stimulation is about having the motivation and desire to
both mental and physical sensory stimulations (Fairchild, Horst, Finney, & Barron, 2005). On the other
hand, extrinsic motivation is the emergence of behaviors with an aim to achieve a goal or to receive a
reward. Extrinsically motivated individuals regulate their behavior with the expectation of a reward
rather than the benefits of the behavior for their own sake (Deci, 1975). The literature about extrinsic
motivation indicates the existence of three types of extrinsic motivation: external regulation, introjected
regulation, and identification (ID). External regulation refers to the motivation having its source from an
external person who shows an encouraging or restrictive approach about a particular activity.
Introjected regulation specifies the type of motivation that is originated from feelings of guilt and regret
because of not accomplishing a task. Identification is a kind of motivation that is based upon the feeling
that doing a certain activity will bring benefits to the person in the future (Vallerand & Bissonnette,
1992). The different types of academic motivation provide a comprehensive venue for researchers to
study.

Problem solving skill: Problem solving is one of the most crucial skills a person should have and apply
to various fields in his/her daily life (Kaya, lzgiol, & Kesan, 2014). Individuals often prefer to solve
problems by referring back to their previously gained experience and knowledge even if they do not
know the exact steps to follow (Toluk & Olkun, 2001). Problem solving process starts with the
identification of the problem. This step is so important in the sense that people who do not notice the
problems will most probably fail to find and apply certain strategies to cope with them, which might
result in the loss of motivation and track of what and why they are doing a particular thing (Cankoy &
Darbaz, 2010). Students’ previous knowledge, the mental processes they use, and their perceptions of
what problem solving is also play an important role in problem solving process (Alci, Erden, & Baykal,
2010).

Another important aspect of problem solving process is the style an individual chooses to approach
issues. The literature addresses six main styles of problem solving; namely, impulsive style, reflective
style, problem solving confidence, avoidant style, monitoring and planning skill. In the impulsive style,
the individual approaches a particular problem in a hasty way and s/he fails to consider different points
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as well as overlooking some important parts. This style may result in making mistakes in the problem
solving process. The reflective style is about making an effort to understand the underlying factors when
an individual confronts a problem. Problem solving confidence ... The avoidant style measures whether
the individual in the problem solving process collects detailed information, doubts to tackle the problem
to avoid failure or thinks what is eligible for the solution. Monitoring style enables the individual adopt a
more reasonable approach to think and evaluate a situation by having a multidimensional perspective.
Planning skill is about considering the solution of a particular problem with a step-by-step approach
(Bahtiyar & Can, 2016; Colakoglu, Colakoglu, Senel, Gulsen, & Ozer, 2015). Overall, problem solving, as a
cognitive skill and process, differs in terms of style people embrace.

Consistent with the purpose of this study, we proposed a hypothesized model to explain the
relationship among academic procrastination, academic motivation, and problem solving. In Figure 1,
we illustrated that problem solving and academic motivation are directly related to academic
procrastination. In addition, we hypothesized that the relationship between problem solving and
academic procrastination is mediated by academic motivation.

Problem Solving

Figure 1. The hypothesized model of the relationships.

Method
Research Design

In this explanatory correlational research design, we tested our proposed model by examining the
association between problem solving skill, academic motivation, and procrastination in college students.
Our primary purpose is to test to see if the direct and indirect effects of problem solving skill.

Participants

Our participants included 509 college students who enrolled in an extensive English language
program at one of the public universities in Turkey in 2016-2017 academic year. There were 189 female
and 320 male participants. The majority of the students were between the ages of 17-19 (n=349). Of the
509 participants, 66 students graduated from science high schools (top-performing schools), 342
students graduated from Anatolian high schools, 26 students graduated from private high schools, nine
students graduated from vocational high schools, nine students graduated from technical high schools,
and 57 students graduated from other types of high schools.

Data Collection Tools

We relied on data sources through three measures: 1) Tuckman procrastination scale, 2) academic
motivation scale, and 3) problem solving skill inventory. All the measures in the study are appropriate
for the use in college students in Turkish higher education context.

Tuckman Procrastination Scale: Procrastination scale developed by Tuckman (1991) formed the
basis to measure academic procrastination in this study. The original scale is in English, and produces a

853



Nihal YURTSEVEN, Selcuk DOGAN — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 849-876

single factor structure with 16 items. Higher scores in this scale mean that the individual procrastinates
more. The scale was translated into Turkish by Ozer, Sackes, and Tuckman (2013). The researchers
demonstrated that the Turkish version of the scale has 14 items that scaled in four-point Likert type
response, which vary from (1) strongly disagree to (4) strongly agree. It had four reversal items. They
also confirmed one-factor solution. Since there were not mixed findings on the dimensionality of the
scale, we searched for one-factor solution. However, we found that one correlated residuals made the
fit indices better. Details on psychometric features of the scale are given in the following section. In the
translation study, Cronbach’s alpha was reported from the first sample and the second sample as .90
and .85, respectively. For our study, we calculated a composite reliability coefficient, p, (Raykov, 1997;
2004) since it is derived from factor model using unstandardized factor loadings and residual
correlations and is a better alternative than Cronbach’s alpha (Brown, 2015). For problem solving skill, p
was .73.

Academic Motivation Scale: We used the Turkish version of academic motivation scale originally
translated by Vallerand et al. (1992) into English and adapted into Turkish by Karatas and Erden (2012).
The original scale has 28 items divided to three main types of motivation and subdivided into a total of
seven subscales: 1) Amotivation (AM); intrinsic motivation (IM) as 2) intrinsic motivation to know (IM-K),
3) intrinsic motivation to accomplish (IM-A), 4) intrinsic motivation to experience stimulation (IM-ES);
external motivation (EM) as 5) external regulation (ER); 6) introjected regulation (IR); and 7)
identification (ID). The measurement scale is from (1) not at all to (4) moderately and to (7) exactly.

There are mixed results on the dimensionality of this scale and varying suggestions on how to use
the Turkish form. In the context of higher education, Karatas and Erden (2012) suggested using the scale
either with its seven subscales or with its three main factors by constructing composites as observed
variables. Karaguven (2012) recommended both one-factor and three-factor solutions. In middle school
settings, Yurt and Bozer (2015) validated the seven-factor structure of the scale with uncorrelated latent
variables. Other than studies using Turkish samples, numerous international studies suggested three,
five, or seven-factor solutions of the scale (e.g., Cokley, 2000). The competing results from the previous
studies made us examine the dimensionality of the academic motivation scale again to reveal its best
internal structure. We fitted five different confirmatory factor analysis (CFA) models before testing the
measurement model. We concluded with a three correlated latent factor model with seven correlated
residuals. AM included four items; IM includes three indicators (each has four items); and EM has three
indicators (each has four items). Past studies reported Cronbach’s alpha as reliability coefficient. With
three-factor solutions, the coefficients varied from .62 to .91. p was calculated as .85 for amotivation;
.80 for intrinsic motivation; .63 for extrinsic motivation.

Problem Solving Skill Inventory: In this study, perceptions of problem solving in college students
were measured through a translated version of Heppner and Petersen (1982). Sahin, Sahin, and
Heppner (1993) provided cultural equivalence and psychometric properties of Turkish version of the
inventory. The original scale has 32 items and shows unidimensional structure with three underlying
factors, 1) problem-solving confidence, 2) approach-avoidance style, and 3) personal control. The
responses vary between (1) strongly agree to (6) strongly disagree. There are 15 reversal items in the
inventory. Because we preferred to keep the original scale as it is, we did not change the order of the
measurement scales. High scores of problem solving can be interpreted as the perception of low
problem solving ability.

The Turkish version of the inventory behaved differently and revealed a six-factor solution; 1)
impulsive style (nine items), 2) reflective style (five items), 3) problem-solving confidence (six items), 4)
avoidant style (four items), 5) monitoring (three items), and 6) planning skill (four items), with totally 31
items. The researchers concluded that the six-factor structure is idiosyncratic to Turkish culture, which
did not change the construct but provide support for the theoretical foundation of problem solving skill.
The previous use of the inventory in Turkish samples also replicated a six-factor unidimensional
structure using 32 items (e.g., Caglayan, Tasgin, & Yildiz, 2008). For the purpose of this study, four
different CFA models, before testing the measurement model, were fitted. We confirmed the similar
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structure with one comprehensive latent factor with six indicators and two correlated residuals.
Estimates of reliability coefficient, Cronbach’s alpha, in the original translation study ranged from .69 to
.88; and for the total inventory was .88.

Data Collection

Using convenience sampling technique (Creswell, 2012), we collected data at one time. The paper
survey was administered to the students and took six weeks to complete.

Data Analysis

Based on the previous research and theoretical framework we outlined, we tested the model using
SEM approach since both direct and indirect effects are worth investigating. Our approach included a
two-step modelling for SEM, which starts with testing measurement model, then, continues with fitting
a structural model (Anderson & Gerbing, 1988). First, we fitted a set of CFA models and evaluated them
according to the fit and modification indices. Then, using an acceptable measurement model, we
compared the fit indices of a set of structural models. Model fit evaluation criteria suggested by Hu and
Bentler (1999) was used (Tucker-Lewis Index, TLI > .95; Comparative Fit Index, CFl > .95; Standardized
Root Mean Square Residual, SRMR < .08; Root Mean Square Error Approximation, RMSEA < .06). We
allowed some residuals to correlate within and across variables due to the possibility of the method
effect in particular items. Both theoretical and statistical considerations were taken into account with
each decision we have made.

Following the recommendation provided by Green (2015) on the use of SEM in higher education
research, the data were screened for assumptions in SEM and missing data. No problems were found
related to multicollinearity, multivariate normality, directionality, disturbances, and measurement
assumptions (Kline, 2015). The fully incomplete observations were removed from the data set (n=21).
Since missing data ratio was low (1.00%) in our sample, we used mean substitution for nine cases. For
SEM analysis, the latent variables were scaled in that the first factor loading from each indicator was
fixed at 1.00. We treated Likert scale items as continuous items and used robust maximum likelihood
(MLR) procedure to estimate the parameters in the model by using Mplus 6.12 (Muthén & Muthén,
1998-2012). To test indirect effects, we used Mplus’s default, Sobel’s standard errors.

Findings

Table 1 presents the correlation coefficients between the latent variables and corresponding
standard deviations. The correlations among five latent variables ranged from -.12 to .83, which were
relatively adequate and indication of acceptable discriminant validity.

Table 1.
Correlations and Standard Errors among the Latent Variables.
1 2 3 4
1.Problem solving
2.Amotivation .21 (.05)
3.Intrinsic -.45(.05) -.54(.05)
4.Extrinsic -29(.07) -.50(.07) .83(.05)
5.Academic Procrastination .39(.06)  .25(.05) -.24 (.06) -.12 (.07)

Note. Numbers in the parenthesis are standard errors. + indicates statistically non-significant relationship. All other estimates are
statistically significant at p<.001. Correlation coefficients were produced through a five-factor CFA model, so the estimates might
be different from the ones in the actual tested structural model.

After our reliability and validity analysis, we tested our hypothesized structural model, which
included 5 latent variables, 10 correlated residuals, totally seven paths, two of which were not
statistically significant, as shown in Figure 2. The fit indices provided adequate fit (TLI = .91, CFl = .92,
SRMR = .06, RMSEA = .04, x° (385) = 778.44, p = .00). All coefficients in the model were reported as
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standardized coefficients. Across the latent variables, the lowest factor loading was .37 (item 2 in
academic procrastination) and the highest factor loading was .89 (reflective style in problem solving),
which provided convergent validity evidence that was considered to be sufficient. After fitting the
structural model, minor changes in the factor loadings and correlation coefficients in the measurement
model were observed.
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Figure 2. The tested model of the relationships.
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Note. Dashed lines represent statistically non-significant associations; those estimates are not included in the figure, but used in
the formation of the model. Statistically significant associations are shown with solid lines at p<.01. R2 (explained variance) for
academic procrastination is 20.00%.

Our tested model provided five statistically significant direct effects. First, amotivation and problem
solving skill were statistically significant predictors of academic procrastination. To interpret the results,
we began by the direct effect of problem solving on academic procrastination.

The Effect of Problem Solving Skill on Academic Procrastination

The results indicated that problem solving skill had an important effect on academic procrastination,
controlling for academic motivation (B = .33, S.E. = .07, p < .01). Higher scores in problem solving meant
that students perceive themselves to be less competent in problem solving. This translated our result
into the inference that as students got higher scores in problem solving, they procrastinated more. In
other words, less competent problem-solvers tended to procrastinate, when their academic motivation
was held constant.
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The Effect of Amotivation on Academic Procrastination

Second, the only statistically significant relationship in academic motivation towards academic
procrastination belonged to amotivation. It had a moderately high effect on academic procrastination,
controlling for other motivational factors and problem solving skill (=.20, S.E.=.06, p<.01). As students
became more reluctant to complete a task, they would start procrastinating it. The effects from intrinsic
motivation and extrinsic motivation to academic procrastination were not statistically significant (p <
.05)

The Effect of Problem Solving Skill on Amotivation

Third, our tested model indicated that problem solving skill had positive direct effect on amotivation
(B=.21, S.E.=.05, p<.01), meaning that lack of motivation was increased by the perception of having
lower level of problem solving skill.

The Effect of Problem Solving Skill on Academic Motivation

Fourth, problem solving skill had negative direct effects on intrinsic and extrinsic motivation (f=-.45,
S.E.=.05, p<.01 and (B=-.26, S.E.=.07, p<.01, respectively). These negative estimations implied that better
problem-solvers had higher motivation. Comparison-wise inference demonstrated that problem solving
skill had a stronger association with intrinsic motivation. We had both negative and positive results in
the association between problem solving skill and academic motivation. Yet, this would not contradict
our interpretation since higher scores in problem solving meant less competent problem solvers.

The Indirect Effect of Problem Solving Skill on Academic Procrastination through Amotivation

Lastly, the fifth, we examined the indirect effect of problem solving skill on academic procrastination
through academic motivation. Table 2 provides specific indirect effect of each motivational factor as
well as total effects and total indirect effects of problem solving on academic procrastination. First, the
indirect effect of problem solving skill as mediated by amotivation on academic procrastination was
statistically significant, and made a moderate contribution (f=.04, S.E.=.02, p<.01). This indicated that,
despite less in amount, unfavorable perception of problem solving in students also contributed
indirectly to academic procrastination, as students felt the absence of driving force to start or continue
an activity or a task. Second, the other indirect effects through intrinsic and extrinsic motivation did not
yield statistically significant results, which demonstrated that we did not have suppression effect (i.e.,
statistical in-significance in both direct and indirect effects), inconsistent mediation in our structural
model (e.g., Kline, 2015). Overall, we found a considerable amount of total effect (both direct and
indirect) of problem solving skill on academic procrastination, (B=.391, S.E.=.05, p<.01).

Table 2.

Standardized Total Indirect and Total Effects with the Respective Standard Errors.

From Mediator To Specific indirect (S.E.)

Specific effects

Problem solving Amotivation Procrastination .04 (.02)*
Intrinsic Procrastination .06(.07)
Extrinsic Procrastination -.05(.04)

Total effects

From To Indirect Total (S.E.) Total (S.E.)

Problem solving Procrastination .06 (.04) .39 (.06)*

Note: * shows statistically significant effects at p<.01. S.E.: Standard errors
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Discussion, Conclusion and Implications

This study tested a hypothesized model and explored the association among academic
procrastination, academic motivation, and problem solving skill. Our main focus was to test the direct
effect of problem solving skill on academic procrastination and provide evidence for the mediating role
of academic motivation on this association. The results supported that problem solving skill had a
significant effect (both direct and indirect) on academic procrastination, which made a substantial
contribution to the novelty of the study. We provided evidence that academic procrastination was a
function of problem solving skill and amotivation, rather than driven by intrinsic or extrinsic motivation.

The Effect of Problem Solving Skill on Academic Procrastination

Many studies in the literature support the result that problem solving skill was a statistically
significant predictor of academic procrastination. One of the major features of academic procrastinators
is to avoid focusing on the cause of a problem (Alexander & Onwuegbuzie, 2007). This is described as
‘avoidance style’ by D’Zurilla and Nezu (2010), meaning that people with inadequate problem solving
skills tend to avoid problems rather than confronting them immediately, which leads to the
postponement of the problem as much as possible. Even when their academic motivation was held
constant, the current study demonstrated that students having low problem solving skills tended to
procrastinate. Across the literature, less has been documented about the association between problem
solving skill and academic procrastination. Thus, we provided an insight on the potential effect of
problem solving skill. We believe that motivation is not the sole factor that influences college students
who tend to procrastinate. We also recommended a starting point to examine academic procrastination
in the context of higher-order skills. Previous studies have less focus on the cognitive factors that affect
academic procrastination in higher education settings. Our study indicates that there might be a direct
and positive relationship, which deserves further attention. Future studies should look for more
explanations of this relationship and try to find what ways problem solving contributes and explains
academic procrastination among college students.

The Effect of Amotivation on Academic Procrastination

The results of the study indicated that the more the students were reluctant to complete a task, the
more they started procrastination, all other motivation and problem solving factors being equal. As
mentioned previously, amotivation is the absence of intention to take action, which makes it difficult for
the individuals to make a balanced consideration of their behaviors and their consequences (Deci &
Ryan, 2000; Pelletier, Tuson, Green-Demers, Noels, & Beaton, 1998). In this kind of a situation, it
becomes impossible for the amotivated individuals to foresee the future, which actually accelerates the
procrastinating behavior (Steel, 2007). Similar studies have been found in the literature that shows
resembling results. For instance, Lee (2005) found that high levels of procrastination in Korean college
students were associated with amotivation. Moreover, Cavusoglu and Karatas (2015) revealed that
when Turkish college students’ psychological needs held constant, a positive association between
amotivation and academic procrastination emerged. Interestingly, intrinsic and extrinsic motivation did
not produce a statistically significant effect on academic procrastination. This might be a future direction
for researchers to examine the effect of motivation on academic procrastination. Instead of focusing on
other motivation types, amotivation has more capacity to explain students’ procrastination behavior. A
more comprehensive instrument that only measures amotivation might help to provide differing
perspective to our results. In addition, we controlled for problem solving skills of college students.
Future studies should expand on our results and take into consideration other cognitively important and
highly related skills to provide a more comprehensive picture for academic procrastination.

The Effect of Problem Solving Skill on Amotivation and Academic Motivation

The results of the study revealed that lack of motivation was increased by the perception of having
lower level of problem solving skill. Motivation is an important factor for problem solving skill to develop
(Pretz, Naples, & Sternberg, 2003). When people are amotivated, the activity or the duties lose their
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meaning (Ryan & Deci, 2000). According to Spada and his colleagues (2006), problem solving behavior is
activated by the positive beliefs and motivation. In such a case, it is less probable for the individuals to
procrastinate the required duties.

The results of the study also revealed that better problem-solvers had higher motivation and
problem solving skill had a stronger association with intrinsic motivation. Individuals lacking the intrinsic
motivation are less likely to seek solutions to problems (Pretz et al., 2003). Although extrinsically
motivated individuals can also be motivated to solve problems with the expectation of a reward, this
situation does not lead to as fruitful results as in the intrinsically motivated individuals’ case (Collins &
Amabile, 1999). This result can be supported with the fact that intrinsic motivation raises students’ risk-
taking and challenging habits (Deci & Ryan, 1985). There are a considerable number of studies providing
similar results with what we have found on the relationship between problem solving skill and academic
motivation in college students (Cassidy & Giles, 2012; Nair & Alkiyumi, 2011). We concluded that
problem solving skill and academic motivation, in their nature, are related and the examination of their
combined effect might be valuable to those who examine procrastination in higher education.

The Indirect Effect of Problem Solving Skill on Academic Procrastination through Amotivation

Another important insight we gained from our results was that through amotivation, problem solving
skill had an indirect effect on academic procrastination. This meant that lack of motivation was
increased by the perception of having lower level of problem solving skill, which ultimately leads to
procrastination in college students. Zimmerman and Campillo (2003) argue that effective problem
solvers need high levels of motivation to accomplish a task. The result of the study supported this view
in a way because students’ reluctance to complete a task brings about academic procrastination.
According to Ward et al. (2002), low levels of motivation become an important obstacle in the process
of producing solutions to a problem and accomplishing duties. There are similar studies in the literature
echoing our result (Cao, 2012; Cavusoglu & Karatas, 2015; Cerino, 2014; Senécal, Koestner, & Vallerand,
1995). For instance, Cavusoglu and Karatas (2015) found that amotivation was an important motivation
type that had a predictive power on academic procrastination. In addition, we found that students
lacking the driving force to start or continue an activity had an unfavourable perception of problem
solving. Amotivated individuals frequently experience the feelings of incompetence, which later results
in academic procrastination and conflict in organizing school duties (Senécal, Julien, & Guay, 2003).
Overall, we believe that the indirect effect of a higher order skill on academic procrastination through a
motivational factor is important to study, considering the significant association of problem solving skill
and amotivation our study produced. The extent of this effect was relatively low for our sample. We
encourage future studies to examine the same effect in different samples to provide a consensus or an
opposition. As there is a paucity of studies in this field, more studies are necessary to test and/or
support our argument.

This study examined the connection between academic procrastination, academic motivation, and
problem solving skill. The focal point was to develop a research base by testing the direct effect of
problem solving on academic procrastination and to provide evidence on the mediating role of academic
motivation. The results indicate that problem solving skill has an important effect on academic
procrastination.

Another important conclusion we drew was that students’ reluctance to complete a task increased
the possibility of procrastination, when all other motivation and problem solving factors were held
equal. More importantly, the lower the level of problem solving skill was, the higher the level of lack of
motivation reached. Actually, problem solving skill also had an indirect effect on academic
procrastination through amotivation, which meant that the perception of having lower level of problem
solving skill increased the lack of motivation and it ultimately lead to procrastination in college students.
Therefore, it is crucial that the associations between procrastination and problem solving and other
cognitive skills be examined in a more detailed way in future studies.
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The data we collected were cross-sectional, which implied that we could not claim causal inferences
between the constructs we used. Our purpose was to specify the strength and direction of the
relationship in the hypothesized model. We omitted two-way associations, and based the creation of
our model on theoretical foundations, logic, and previous studies. In addition, our data might be
considered to have a nested structure that required using multilevel SEM for unbiased standard errors.
However, because we did not select our sample from a broad population and there was only one
language program in the university, there was no need to control for the nested aspect of the data.
Lastly, the language school was a stressful environment that required hard working and effort to learn
another language, which would be a medium of instruction in the undergraduate school. Students’
motivation that was measured in this study might be different from the actual motivation they had since
they felt the fear of failure that made them tend to procrastinate. Keeping this in mind is important
while evaluating our results.
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Tiirkce Suiriim

Giris

Akademik erteleme, farkli egitim kademelerinden 6grenciler 6zellikle de Universite 6grencilerinde
gorilen en biyik sorunlardan biri olmustur (Balkis, 2006; Burka & Yuen, 1983; Ozer, Sackes, & Tuckman,
2013; Rice, Richardson, & Clark, 2012) ve akademik ertelemenin altinda yatan nedenler, tim diinyada
pek c¢ok arastirmacinin dikkatini ¢ekmistir. Genel olarak ifade etmek gerekirse, akademik erteleme,
sinava hazirlik, donem 6devi teslimi ya da okul ddevlerine katki olarak tanimlanabilecek okul temelli
gorevlerin ertelenmesidir (Solomon & Rothblum, 1984). Cok sayida ¢alisma akademik erteleme tirlerini,
kisilik 6zelliklerini ve akademik erteleme ile iligkilerini incelemistir (Cao, 2012; Kagan, Cakir, Ilhan, &
Kandemir, 2010; Karatas, 2015). Ayrica, akademik ertelemenin 6z-yeterlik, 6z-dizenleme ve akademik
motivasyonunun yordayicisi olarak kullanildigi deneysel calismalar da mevcuttur (Cavusoglu & Karatas,
2015; Hannok, 2011; Hen & Goroshit, 2014; Kandemir, 2014; Uzun-Ozer, 2010). Bununla birlikte,
problem ¢6zme becerisi gibi bilissel becerilerin akademik ertelemeyi nasil etkiledigiyle ilgili
arastirmalarda belirgin bir bosluk bulunmaktadir.

Akademik ertelemeyi etkileyen bircok faktor vardir. Bunlar arasinda en 6nemli faktorlerden biri
literatiirde daha dnce yapilmis cesitli arastirmalarda (Orn. Carden, Bryan, & Moss, 2004; Senécal et al.,
1995; Wolters, 2003) yinelenen akademik motivasyondur (Kaya & Kaya, 2014). Genel c¢ikarim, dusik
akademik motivasyon seviyesine sahip 0Ogrencilerin, yiiksek akademik motivasyon seviyesine sahip
ogrencilere kiyasla ginlik akademik gorevlerini daha fazla geciktirme egiliminde olmalarndir (Balkis,
2006; Vij & Lomash, 2014). Bu ¢ikarim, akademik motivasyon eksikliginin akademik erteleme olasiligini
arttirabilecegi anlamina gelir.

Bir arastirmada, Bosato (2001) 305 Universite 6grencisinde zaman perspektifi, akademik motivasyon
ve akademik erteleme arasindaki iligkiyi incelemistir. Arastirmada, diisik motivasyon ve akademik
erteleme arasinda anlamli bir pozitif iliski oldugu sonucuna varilmistir. Ayrica, icsel motivasyon ile
akademik erteleme arasinda anlamli bir negatif iliski bulundugu ve i¢sel motivasyon azaldikga, insanlarin
daha fazla erteleme egiliminde oldugu ortaya cikmistir. Bunlara ek olarak, Cerino (2014) akademik
motivasyonun, akademik erteleme lzerinde 6z-yeterlikten daha buyik bir etkisi oldugunu bildirmistir.
Bir baska arastirmada, Hassan ve Sultan (2011) motivasyonsuzlugun 6grencilerin erteleme egilimlerinde
olmalarinin ve islerini zamaninda bitirememelerinin temel nedenlerinden biri oldugu sonucuna varmistir.
Son olarak, Brownlow ve Reasinger (2000), dissal motivasyonun akademik erteleme ile daha zayif bir
iliskiye sahip oldugunu; bunun, i¢sel motivasyona sahip 6grencilerin akademik ertelemeden kaginmak
icin daha fazla egilim gosterdikleri anlamina geldigini ortaya koymustur. Genel olarak bakildiginda,
onceki calismalar akademik motivasyon ile akademik erteleme arasindaki iliskiyi gostermektedir.
Bununla birlikte, tam olarak bilmedigimiz nokta, 6zellikle 6grencilerin ders calismadan kaginma ve
erteleme davranislarini géstermeye daha meyilli olduklari Universite ortaminda, akademik motivasyonun
akademik ertelemeyi nasil etkiledigidir.

Akademik ertelemede kilit bir roli oldugu varsayilan bilissel becerilerden biri problem ¢6zme
becerisidir. Problem ¢dzme, ayni zamanda bir 6grencinin akademik ve glinliik yasami igin gerekli olan
karmasik bir beceridir (Pimta, Tayruakham, & Nuangchalerm, 2009). Bir 6grenci problem c¢dzme
becerisine sahip olmadigl zaman, bu onun igin bir yik olabilir, ciinkl etkili problem ¢6zme bireyin farkh
ve esnek distinmesini gerektirir (Jonassen, 2004) ve problem ¢bzme becerisinin eksikligi akademik
ertelemeyle sonuglanabilir (Rozental & Carlbring, 2014).

Yetersiz problem ¢ézme becerisi, akademik ertelemeyi etkileyen bir faktérdir (Knaus, 1985). Bu,
problem ¢ézmenin, belirli bir problemi ¢ézmek igin belirli mantiksal ve sirali adimlarin ardisik olarak takip
edildigi, kendine yoénelik bir davranis siireci oldugu gerceginden kaynaklanmaktadir (Kalayci, 2001).
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Problem ¢6zme becerisi, farkli diisinme siireglerinin uygulanmasini gerektirir. Bir problemin varligini ve
zorluk derecesini tanimlamak, zorluk hakkindaki gercekleri degerlendirmek, ¢6ziimler énermek ve en
uygun ¢6zimi segmek bu siiregler arasindadir (Karatas, 2011). Problem ¢6zme becerisindeki yetersizlik,
problem ¢ézme becerisi disiik olan bir kisinin basarisizliktan kaginma ve kendine zarar vermekten
kacinma stratejisi benimsemesi bakimindan akademik ertelemeye yol agabilir (Duru & Balkis, 2014).

Bireyin kendine dair olumlu inanglari, problem ¢6zme sirecinin aktivasyonunu kolaylastirir ve
ertelemeyi engeller (Fernie, McKenzie, Nikcevic, Caselli, & Spada, 2016), ¢inki zayif problem ¢ézme
becerisi, erteleme egilimini artirir (Sadeghi, Hajloo, & Emami, 2011). Aslinda, problem ¢6zmedeki en
o6nemli noktalardan biri, bireylerin kendilerini nasil algiladiklaridir (Alci, 2007). Problem ¢6zme becerisi
diisik olan bir birey, nedensel diisinmede ve sebep-sonug iligkisi kurarak bir probleme alternatif
¢Ozlimler Uretmekte zorlandigi igin, glinlik hayatta karsilasilan sorunlara yaklasirken problem ¢6zme
becerisi cok 6nemlidir (Heppner, Witty, & Dixon, 2004). Sonug olarak, problem ¢6zme becerisi diisik
olan insanlarin yasamlarindaki problemler ve zorluklar bilinmeden kalabilir ve erteleme kaginilmaz bir
sonug¢ haline gelebilir. Ancak, akademik erteleme (zerine yapilan arastirmalarda, problem c¢dézme
becerisinin etkisi yeterince incelenmemistir. Problem ¢ézme becerisi ve akademik erteleme arasindaki
iliski konusunda simdiye kadar yapilmis ¢ok az ¢alisma bulunmaktadir.

Akademik ertelemenin altinda yatan bircok neden vardir. Onceki arastirmalarin énerdigi gibi,
problem ¢ézme becerisi ve akademik motivasyon, akademik erteleme lizerinde 6nemli etkileri olabilecek
nedenler arasinda gosterilmektedir (Abu & Saral, 2016; Fernie et al., 2016; Ward, Sousa, & Nolen-
Hoeksema, 2002). Bununla birlikte, bu iki degiskenin akademik erteleme lzerindeki dogrudan etkisi g6z
oninde bulunduruldugunda, problem ¢ézme ya da akademik motivasyonun dolayli yol ya da arag olarak,
akademik ertelemeye herhangi bir etkisi olup olmadigi merak konusudur. Bu arastirma alaniyla ilgili
literattir ¢ok sinirl oldugundan, hangisinin 6nce gelecegine karar vermek zordur. Araci/dolayli etki
konusunda ortaya atilan argliman, her bireyin bir soruna yaklagsmak icin farkl tercihleri ve stilleri oldugu
gercegiyle baslamaktadir. Ayrica, problem ¢6zme stili, akademik motivasyonun gelismesinden 6nce
gelismektedir. Bu ylizden, zamansal oncelik acisindan, problem ¢6zme 6nce gelmektedir.

Akademik motivasyonun, problem ¢6zme becerisi ile akademik erteleme arasindaki iliskideki araci
rolinin diger bir gerekgesi, insanlarin problem ¢6zme algisi ve akademik motivasyona dayali olarak
erteleme konusunda benzer davranislara sahip olmasidir. Ornegin, Lyubomirsky ve Nolen-Hoeksema
(1993) problem ¢6zme becerisi diistik olan 6grencilerin erteleme konusunda daha fazla egilime sahip
olduklarini ve ayni 6grencilerin harekete gegmek icin daha az motivasyon gosterdiklerini belirtmektedir.
Bu baglamdaki arastirmalarin yetersiz oldugu agiktir. Ayrica, bu Ug¢ yapi arasindaki karsilikl iligkilerle ilgili
yapilan arastirmalar gérece ¢ok azdir. Bu nedenle, bu arastirmanin amaci, lniversite 6grencilerinde
akademik erteleme, akademik motivasyon ve problem ¢dzme becerisi arasindaki iliskileri inceleyerek
gecmis arastirmalar ve kuramsal bilgilere dayanarak olusturulan bir modeli test etmektir. Arastirmanin,
yukarida belirtilen yapilar arasindaki karmasik iliskiye 1sik tutmasi, Universite 6gretiminde akademik
erteleme sorunu konusunda farkl bir bakis agisi gostermesi ve bu vyollarla alana katki saglamasi
ongorilmektedir. Bu ¢cercevede arastirma boyunca asagidaki arastirma sorularina yanit aranmistir:

1. Problem ¢6zme becerisinin akademik erteleme tzerinde herhangi bir etkisi var midir?

2. Motivasyonun akademik erteleme lzerinde herhangi bir etkisi var midir?

3. Problem ¢6zme becerisinin motivasyonsuzluk tizerinde herhangi bir etkisi var midir?

4. Problem ¢dzme becerisinin akademik motivasyon lzerinde herhangi bir etkisi var midir?
5

Problem ¢6zme becerisinin motivasyonsuzluk araciligiyla akademik erteleme (zerindeki dolayh
herhangi bir etkisi var midir?
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Kuramsal Cergeve

Akademik erteleme: Genel olarak ifade etmek gerekirse, erteleme, gesitli mazeretler nedeniyle belirli
bir faaliyetin ertelenmesidir (Burka & Yuen, 2008; Ozer et al., 2013). Erteleme kavrami son zamanlarda
6z-dizenleme ile iliskilendirilmis ve hedeflere ulasmak icin faaliyetlerde bulunmadaki basarisizlik olarak
gorilmustdr (Corkin, Yu, & Lindt, 2011; Wolters, 2003). Bu varsayima dayanarak, akademik ertelemenin,
erteleme davranisinin sinavlara hazirlanma, 6devleri tamamlama ya da projelerin teslimini geciktirme
seklinde akademik hayata yansimasi oldugu soylenebilir (Schouwenburg, 2004; Solomon & Rothblum,
1984).

insanlarin akademik gérevleri ertelemelerinin bircok nedeni vardir. Bir gérevin 6zellikleri; kisisel
ozellikler ve tutumlar (6rnegin; basarisizlik korkusu); bireysel farkhliklar (6rnegin; dislik 6zgliven, distk
oz-yeterlik inanci) ve psikolojik durumlar (6rnegin; depresyon ya da endise), bir 6grencinin akademik
gorevlerini ertelemesine neden olabilir (Hannok, 2011; Rabin, Fogel, & Nutter-Upham, 2011; Schraw,
Wadkins, & Olafson, 2007). Birgok arastirma, akademik ertelemenin, akademik basarisizlik, devamsizlik,
okulu terk etme ve 6z-diizenleme yetersizligi ile sonuglandigi argimanini desteklemektedir (Burka &
Yuen, 1983; Kanus, 1998; Muis & Franco, 2009; Tice & Baumeister, 1997). Kisacasl, akademik
ertelemenin dogurdugu bu olumsuz sonuglar, bu durumun altinda yatan nedenleri ortaya ¢ikarma
konusuna arastirmacilarin dikkatini gekmistir.

Akademik motivasyon: Genel olarak akademik motivasyon, akademik calisma icin gerekli olan
enerjinin Gretimidir (Cavusoglu & Karatas, 2015) ve bireyleri okula gitme ve iyi notlar alma konusunda
etkileyen faktorlerle yakindan iliskilidir (Gustavon, 2016; Moen & Doyle, 1978). Akademik motivasyon,
Deci ve Ryan’in (1985), motivasyonu (1) motivasyonsuzluk, (2) icsel motivasyon ve (3) dissal motivasyon
seklinde lige ayiran Oz-Belirleme Kurami gercevesinde agiklanabilir. Motivasyonsuzluk, bireylerin bir 6diil
beklentilerinin olmadigi durumlarda ortaya ¢ikar. Dahasi, motivasyonsuz bireyler davranislari ve elde
ettikleri sonuglar arasindaki iliskileri algilamakta basarisiz olurlar (Deci & Ryan, 1985; Vallerand et al.,
1992). i¢sel motivasyon, davranislar zevk ya da eglence amaciyla gergeklestirildiginde ortaya cikar. icsel
olarak motive olan insanlar katilim gosterdiklerinde belli bir zevk ya da tatmin hissederler (Deci & Ryan,
1985; Vallerand et al., 1992).

icsel motivasyonla ilgili literatiir, Ui¢ tiir igsel motivasyon oldugunu ortaya koymaktadir: Bilmek icin
icsel motivasyon, basarmak igin i¢gsel motivasyon, uyarilma deneyimi igin i¢sel motivasyon. Bilmek igin
icsel motivasyon, yeni bir materyali 6§renme konusundaki motivasyon ve memnuniyeti ifade eder.
Basarmak icin igsel motivasyon, bir seyi basarma konusundaki motivasyon ve zevktir. Uyarilma deneyimi
icin icsel motivasyon, hem zihinsel hem de fiziksel anlamada duyusal uyaranlara karsi motivasyon ve
istek duymakla ilgilidir (Fairchild, Horst, Finney, & Barron, 2005).

Ote yandan, dissal motivasyon bir hedefe ulasmak veya bir 6diil almak icin davranislarin ortaya
cikmasidir. Dissal olarak motive olan bireyler, davranislarini, kendi yararlarindan ziyade, bir odil
beklentisiyle diizenler (Deci, 1975). Dissal motivasyonla ilgili literatlr, Ug tir dissal motivasyonun
oldugunu gostermektedir: dissal diizenleme, ice yansitma ve tanimlama (ID). Dissal dizenleme,
kaynagini, belirli bir faaliyetle ilgili olarak cesaretlendirici veya kisitlayici bir yaklagim gosteren dissal
kisilerden alan motivasyon anlamina gelir. ice yansitma, bir gérev yerine getirilmedigi icin sucluluk ve
pismanlik duygularindan kaynaklanan motivasyon tiiri olarak agiklanir. Tanimlama, belirli bir faaliyette
bulunmanin gelecekte kisiye fayda saglayacagi hissine dayanan bir motivasyon tiridir (Vallerand &
Bissonnette, 1992). Farkli akademik motivasyon tirleri, arastirmacilarin ¢alismasi icin kapsamli bir
gergeve sunar.

Problem ¢ézme becerisi: Problem ¢dzme, bir kisinin glinlik yasaminda sahip olmasi ve cesitli
alanlarda uygulayabilmesi gereken en énemli becerilerden biridir (Kaya, izgiol, & Kesan, 2014). Bireyler
genellikle, izleyecekleri adimlari tam olarak bilmeseler bile, daha énce edindikleri deneyim ve bilgilere
geri donerek problemleri ¢cozmeyi tercih ederler (Toluk & Olkun, 2001). Problem ¢ézme sireci problemin
tanimlanmasi ile baslar. Bu adim o kadar énemlidir ki, sorunlari fark etmeyen insanlar, onlarla basa
cikacak bazi stratejileri bulmakta ve uygulamakta basarisiz olacaklardir. Bu durum, motivasyonun ve
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neyin nicin yapildiginin izinin kaybiyla sonuglanabilir (Cankdy & Darbaz, 2010). Ogrencilerin énceki
bilgileri, kullandiklari zihinsel siiregler ve problem ¢6zme konusundaki algilari da problem ¢6zme
strecinde 6nemli bir rol oynamaktadir (Alci, Erden, & Baykal, 2010).

Problem ¢6zme sirecinin bir diger onemli yoni de, bireyin sorunlara yaklasmak icin sectigi stildir.
Literatlr alti ana problem ¢6zme stili tanimlamaktadir; dirtisel stil, yansitici stil, problem ¢ézme giiveni,
kaginici stil, izleme ve planhlik. Dirtisel stilde, birey belli bir probleme aceleci bir bicimde yaklasir ve bazi
onemli kisimlari gbzden kagirmanin yani sira farkli noktalari géz 6niinde bulundurmada basarisiz olur. Bu
stil, problem ¢6zme siirecinde hatalara neden olabilir. Yansitici stil, bir bireyin herhangi bir problemle
karsilastiginda altta yatan faktorleri anlama c¢abasiyla ilgilidir. Problem ¢dzme gliveni, problem ¢ézme
surecindeki bireyin ayrintil bilgi toplayip toplamadigini ya da problemi ¢6zerken hatadan kaginmak igin
¢6ziim konusunda neyin uygun oldugunu secmede siipheye diisiip diismedigini dlger. izleme stili, cok
boyutlu bir perspektifle, bireyin bir durumu dislinmek ve degerlendirmek icin makul bir yaklasim
benimsemesini saglar. Planhlik, adim adim bir yaklasimla belirli bir sorunun ¢ézimini ele almakla
ilgilidir (Bahtiyar & Can, 2016; Colakoglu, Colakoglu, Senel, Giilsen, & Ozer, 2015). Genel olarak, problem
¢6zme, bilissel bir beceri ve siireg olarak, bireylerin benimsedigi tGslup agisindan farklilik gésterir.

Bu arastirmanin amacina uygun olarak, akademik erteleme, akademik motivasyon ve problem ¢dzme
arasindaki iliskiyi agiklamak igin kuramsal altyapi ve gegmis arastirmalar géz 6niinde bulundurularak bir
kavramsal model 6nerilmistir. Sekil 1'de problem ¢6zme ve akademik motivasyonun akademik erteleme
ile dogrudan ilgili oldugu gosterilmektedir. Ayrica, akademik motivasyonun problem ¢6zme ve akademik
erteleme iliskisine aracilik ettigi varsayiimaktadir.

Akademik

Motivasyon

Akademik
Erteleme

Problem Cézme

Sekil 1. Kavramsal model.

Yontem
Arastirma Modeli

Bu aciklayici iliskisel tarama arastirma modelinde, liniversite 6grencilerinde problem ¢ézme becerisi,
akademik motivasyon ve akademik erteleme arasindaki iliskiler incelenerek, kavramsal model test
edilmistir. Clnkld bu arastirmanin oncelikli amaci, problem ¢ézme becerisinin dogrudan ve dolayh
etkilerinin olup olmadigini test etmektir.

Bu kisimda, arastirmada hangi modelin kullanildigi ve bu modelin nigin tercih edildigi belirtilmelidir.
Ayrica, modelin ne oldugu ilgili literatlr destegiyle aciklanmaldir. Arastirmanin deseni de bu kisimda
ayrintili olarak agiklanmaktadir.

Katilimcailar

Arastirmanin katiimcilarini, 2016-2017 akademik yilinda Turkiye’de bir devlet liniversitesinin hazirlik
programina kayitli 509 Universite 6grencisi olusturmaktadir. Katihmcilarin 189’u kadin, 320’si erkektir.
Ogrencilerin biiyiik bir cogunlugu 17-19 yaslari arasindadir (n=349). 509 katiimcinin, 66’si Fen lisesi,
342’si Anadolu lisesi, 26’si Ozel lise, 9’u Meslek lisesi, 9’u Teknik lise, 57’si diger lise tiirlerinden
mezundur.
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Veri Toplama Araglari

Arastirmada; 1) Tuckman Erteleme Olgegi, 2) Akademik Motivasyon Olcegi ve 3) Problem Cézme
Becerisi Envanteri olmak U(izere Ug¢ aracgla veri toplanmistir. Arastirmada kullanilan veri toplama
araglarinin hepsi Turk yiksek 6gretimi baglaminda Universitesi 6grencileri icin uygundur.

Tuckman Erteleme Olgedi: Tuckman (1991) tarafindan gelistirilen erteleme &lgegi, bu arastirmada
akademik ertelemenin &lgiilmesi igin temel olusturmustur. Olgegin orijinali ingilizcedir ve 16 maddelik
tek bir faktér yapisindan olusmaktadir. Olcekten alinan yiiksek puanlar, bireyin daha fazla erteledigi
anlamina gelmektedir. Olcek, Ozer, Sackes ve Tuckman (2013) tarafindan Tiirkceye cevrilmistir.
Arastirmacilar, 6lgegin Tiurkce formunu, (1) kesinlikle katilmiyorum (4) kesinlikle katiliyorum, seklinde
dértli Likert tipi 14 maddeden olusan bir dlgek oldugunu belirtmislerdir. Olcekte dért tane ters madde
bulunmaktadir. Ayrica dlcegin tek faktérli yapisi dogrulanmistir. Olcegin boyutlari baglaminda karisik
bulgular bulunmadigindan, tek faktorli yapi takip edilmistir. Bununla birlikte, bu ¢alisma kapsaminda
yapilan faktor analizinde, hatalarin korelasyonu eklenerek daha iyi bir model elde edilebilecegi tespit
edilmistir. Olcegin psikometrik &zelliklerine iliskin detaylar bir sonraki bélimde verilmistir. Ceviri
¢alismasinda, Cronbach alfa, ilk 6rneklemden .90 ve ikinci 6rneklemden sirasiyla .85 olarak bildirilmistir.
Mevcut arastirma kapsaminda, standartlastirilmamis faktor yikleri ve hata korelasyonlari kullanarak
faktér modelinden tiretildigi ve Cronbach alfadan daha iyi bir alternatif oldugu icin rho, p, (Raykov,
1997; 2004), bilesik giivenilirlik katsayisi hesaplanmistir (Brown, 2015). Problem ¢6zme becerisi igin
p=.73 seklindedir.

Akademik Motivasyon Olgedi: Arastirmada orijinal olarak Vallerand ve digerleri (1992) tarafindan
ingilizceye, Karatas ve Erden (2012) tarafindan da Tiirkceye cevrilen akademik motivasyon 6lgegi
kullanilmistir. Orijinal 6lcek 28 maddedir ve su yedi alt boyuttan olusmaktadir: 1) Motivasyonsuzluk (M),
icsel motivasyonda (iM) 2) bilmek icin igsel motivasyon (iM-BB), 3) basarmak icin icsel motivasyon (iM-
BA), 4) uyarilma deneyimi icin i¢csel motivasyon (iM-U), dissal motivasyonda (DM) 5) dissal diizenleme
(DM-D), 6) ice yansitma (DM-i) ve tanimlama (DM-T). Olcege verilen yanitlar 1 (kesinlikle katiimiyorum)
ile 7 (kesinlikle katiliyorum) arasinda degisiklik gdstermektedir. Olcegin boyutlarina iliskin karisik
sonuglar ve Tiirkge formunun nasil kullanilacagina dair cesitli 6neriler bulunmaktadir. Yiksekdgretim
baglaminda, Karatas ve Erden (2012) 6lgegin yedi alt boyutuyla ya da Ug temel faktoriiyle gozlemlenen
degiskenler olarak kompozitler (toplam puan) olusturarak kullaniimasini énermistir. Karagiven (2012),
hem tek faktorli hem de (g faktorla yapinin kullanilmasini tavsiye etmistir. Ortaokul baglaminda, Yurt ve
Bozer (2015) olcegin yedi faktorli yapisini iliskisiz gizil degiskenlerle dogrulamistir. Tark 6rneklemi
disinda 6rneklem kullanilan arastirmalarda, ¢ok sayida uluslararasi arastirmada (6rnegin, Cokley, 2000)
oOlgegin Ug, bes veya yedi faktorll yapilari 6nerilmistir.

Onceki arastirmalardan elde edilen farkli bulgulardan dolayi, akademik motivasyon &lgeginin en iyi i¢
yapisini ortaya ¢ikarmak icin boyutlarinin tekrar incelenmesi geregi duyulmustur. Olcegin modelini test
etmeden o6nce bes farkli dogrulayici faktor analizi (DFA) modeli olusturulmustur. Bunun sonucunda, Ug
ana faktorin birbiriyle iliskili oldugu ve yedi adet hata korelasyonunun belirlenmesinin dogru olduguna
karar verilmistir. Gegmis arastirmalar Chronbach alfa katsayisini .62 ve .91 arasinda degisen degerlerle
rapor etmislerdir. Bu ¢calismada hesaplanan p degerleri; motivasyonsuzluk igin .85, i¢sel motivasyon igin
.80 ve digsal motivasyon igin .63"tlr.

Problem (6zme Becerileri Envanteri: Bu arastirmada, Universite 6grencilerinin problem ¢6zme
algilari Heppner ve Petersen’in (1982) 6lgeginin, Turkceye cevrilmis bir versiyonuyla olcilmustir. Sahin,
Sahin ve Heppner (1993), envanterin Tirkge versiyonu icin kiltirel esdegerlik ve psikometrik ozellikler
calismasi yapmistir. Orijinal 6lgek, 32 maddeden olusmakta ve 1) problem ¢ézme gliveni, 2) yaklasma-
kacinma stili ve 3) kisisel kontrol alt boyutlariyla, tek boyutlu bir yapi sergilemektedir. Yanitlar (1)
kesinlikle katiliyorum ile (6) kesinlikle katilmiyorum arasinda degismektedir. Envanterde 15 adet ters
madde bulunmaktadir. Arastirmacilar, orijinal 6lgegi oldugu gibi tutmay tercih ettiklerinden, dlgekteki
maddelerin sirasi degistirilmemistir. Olcekten alinan yiiksek problem ¢dzme puanlari, diisiik problem
¢6zme yeteneginin algisi seklinde yorumlanmaktadir. Envanterin Tirkce versiyonu farkli bir 6zellik
gostererek, alti faktorli, toplamda 31 maddelik bir yapi sergilemistir: 1) dirtlsel stil (dokuz madde), 2)
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yansitici stil (bes madde), 3) problem ¢dzme gilveni (alti madde), 4) kaginici stil (dort madde), 5) izleme
(Gg madde) ve 6) planhlik (dort madde).

Arastirmacilar, alti faktorla yapinin, Tark kiltiriine 6zgi, yapiyi degistirmeyen ancak problem ¢ézme
becerisinin kuramsal temeli icin destek saglayan bir yapida oldugu sonucuna varmistir. Envanterin Tirk
orneklerinde daha once kullaniimasi, 32 maddeli alti faktorli tek boyutlu bir yapiyr tekrarlamistir
(6rnegin; Caglayan, Tasgin, & Yildiz, 2008). Bu arastirmanin amaci dogrultusunda, kavramsal modeli test
etmeden o6nce dort farkli DFA modeli kullanilmistir. Diger c¢alismalara paralel olacak sekilde, bu
¢alismada da iki hata korelasyonu olan, tek yapi altinda toplanan alti faktérli yapi ortaya ¢ikmistir.
Orijinal geviri ¢alismasinda Cronbach alfa gilivenirlik katsayisi degerleri .69 ile .88 arasinda degismis,
envanterin tamami icin Cronbach alfa degeri .88 olarak hesaplanmistir.

Verilerin Toplanmasi

Orneklem seciminde uygun érnekleme ydntemi kullaniimis (Creswell, 2012) ve veriler tek seferde
toplanilmistir. Veri toplama islemi toplamda alti hafta stirmustir.

Verilerin Analizi

Onceki arastirma ve teorik cerceveye dayanarak, hem dogrudan hem de dolayli etkiler arastirilmaya
deger oldugundan, YEM yaklasimi kullanilarak kavramsal model test edilmistir. Analiz yaklasimi, 6l¢iim
modeliyle baslayan, ardindan yapisal bir modelin uyumuyla devam eden, iki asamali bir modelleme
icermektedir (Anderson & Gerbing, 1988). Oncelikle, bir dizi DFA modeli, uygunluk ve degisiklik
gostergelerine gore denenmistir. Sonra, kabul edilebilir bir 6lcim modeli kullanarak, bir dizi yapisal
modelin uyum gostergeleri karsilastiriimistir. Hu ve Bentler (1999) tarafindan onerilen model uyum
degerlendirmesi (Tucker-Lewis Index, TLI > .95; Comparative Fit Index, CFl > .95; Standardized Root
Mean Square Residual, SRMR < .08; Root Mean Square Error Approximation, RMSEA < .06) kullaniimstir.
Bazi maddelerde yontem etkisinden dolay hatalarin iliskili olabilecegi durumundan, bazi maddelerin
hatalari arasinda korelasyon kurulmasina izin verilmistir. Tim kararlarin verilmesinde hem kuramsal hem
de istatistiksel yaklasimlar gbz 6niinde bulundurulmustur.

Analizler sirasinda, Green’in (2015) yiksekdgretimde YEM kullanimi konusundaki onerileri dikkate
alinmistir. Veriler, YEM varsayimlari ve eksik veriler icin taranmistir. Cok kutupluluk, cok degiskenli
normallik, yoénllalik, hatalar (disturbances) ve o6l¢lim varsayimlari ile ilgili herhangi bir problem
bulunmamistir (Kline, 2015). Bir bireyde ortaya ¢ikan tamamen eksik veriler, veri setinden gikarilmistir (n
= 21). Ornekte eksik veri orani disiik (% 1.00) oldugundan, dokuz yanit igin ortalama degerler
kullanilarak, eksik verilerin yerine yeni degerler atanmistir. YEM analizi icin gizil degiskenler, her bir
degiskenden ilk faktér yikinin 1'de sabitlenecegi sekilde 6lgeklendirilmistir. Likert olgegi 6gelerine
surekli maddeler olarak bakilmis ve Mplus 6.12 (Muthén & Muthén, 1998; 2012) kullanilarak modeldeki
parametreleri tahmin etmek icin gicli maksimum olasilik (MLR) prosedirt kullaniimistir (Muthén &
Muthén, 1998-2012). Dolayh etkileri test etmek icin, Mplus’in varsayilan, Sobel’in standart hatalari
kullantimistir.

Bulgular

Tablo 1, gizil degiskenler ve onlara karsilik gelen standart sapmalar arasindaki korelasyon katsayilarini
gostermektedir. Bes gizil degisken arasindaki korelasyonlar -.12 ile .83 arasinda degismistir ve elde
edilen bu degerler, goérece yeterli ve kabul edilebilir ayirt edici gegerligin géstergesidir.

Guvenirlik ve gecerlik analizinden sonra, Sekil 2'de gorildigi gibi ikisi istatistiksel olarak anlamli
olmayan bes gizil degisken, 10 iliskili hata, toplam yedi yol olmak lizere bes gizil degisken igeren yapisal
model test edilmistir. Uyum indeksleri yeterli diizeyde uyum oldugunu géstermektedir (TLI = .91, CFIl =
.92, SRMR = .06, RMSEA = .04, )(2 (385) = 778.44, p <.001). Modeldeki tiim katsayilar standart katsayilar
olarak rapor edilmistir. Gizil degiskenler arasinda en duslk faktér yiki .37 (akademik ertelemede 2.
madde) ve en yuksek faktor yiki, yeterli oldugu dastiniilen yakinsama kaniti saglayan .89'dur (problem
c¢6zmede yansitici stil). Yapisal modelin yerlestirilmesinden sonra, faktor yiklerinde kiiglik degisiklikler ve
olgiim modelinde korelasyon katsayilari gézlemlenmistir.
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Tablo 1.
Gizil Degiskenler Arasindaki Korelasyon Katsayilari ve Standart Hata Dederleri.
1 2 3 4
1.Problem ¢6zme
2.Motivasyonsuzluk .21 (.05)
3.i¢sel -.45(.05) -.54(.05)
4.Digsal -29(.07) -.50(.07) .83(.05)
5.Akademik Erteleme .39(.06)  .25(.05) -.24 (.06) -.12 (.07)

Not. Parantez igindeki sayilar standart hatalardir. “istatistiksel olarak anlamli olmayan bir iliski oldugunu géstermektedir. Diger tiim
degerler p <.001 duzeyinde istatistiksel olarak anlamhdir. Koreldsyon katsayilari bes faktorlii bir DFA modelinde tretildigi igin,
degerler gergek test edilen yapisal modeldeki degerlerden farkh olabilir.

Motivasyonsuzluk ] Digsal

\.
~
"y

hd

\
3
.

®

Problem . Akademik
Cézme Erteleme

=
B

12

Sekil 2. Yapisal model.

Not. Kesik gizgiler istatistiksel olarak anlamli olmayan iliskileri temsil etmekte olup, bu degerler sekle dahil edilmemis, fakat
modelin olugturulmasinda kullanilmigtir. p </01 diizeyinde istatistiksel olarak anlamli iligkiler, diiz gizgilerle gosterilmistir. Akademik
erteleme igin R2 (agiklanan varyans) % 20.00'dir.

Test edilen model, istatistiksel olarak anlamli bes dogrudan etki oldugunu goéstermektedir. Oncelikle,
motivasyon ve problem ¢bzme becerisinin, akademik ertelemenin istatistiksel olarak 6nemli bir
yordayicisi oldugunu ortaya koymustur. Sonuglari yorumlamaya problem ¢ézmenin akademik erteleme
Gizerindeki dogrudan etkisiyle baslanmistir.

Problem Cézme Becerisinin Akademik Erteleme Uzerindeki Etkisi

Sonuglar, akademik motivasyon kontrol altina alindiginda, problem ¢6zme becerisinin akademik
erteleme (izerinde 6nemli bir etkisi oldugunu gostermektedir (B = .33, S.E. = .07, p <.01). Problem
¢6zmeden alinan yiiksek puanlar, 6grencilerin kendilerini problem ¢ézmede daha az yetkin olarak
algiladiklari anlamina gelir. Bu durum, sonuglarimizi, 6grencilerin problem ¢é6zmede daha yiiksek puanlar
aldikca daha fazla erteledikleri ¢ikarimina cevirmistir. Baska bir deyisle, daha az yetkin problem
¢cOziculer, akademik motivasyonlari sabit tutuldugu durumlarda erteleme egilimindedir.
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Motivasyonun Akademik Erteleme Uzerindeki Etkisi

ikincisi, akademik motivasyonda akademik erteleme yéniinde istatistiksel olarak anlamli olan tek
iliski motivasyonsuzluga aittir. Diger motivasyonel faktérler ve problem ¢6zme becerisi kontrol altina
alindiginda, motivasyonsuzluk, akademik erteleme tzerinde oldukga yliksek bir etkiye sahiptir (B = .20,
S.E. =. 06, p <.01). Ogrenciler bir gdrevi tamamlamak icin daha isteksiz hale geldikce, onu ertelemeye
baslamislardir. igcsel motivasyon ve dissal motivasyonun akademik ertelemeye etkisinin istatistiksel
olarak anlamli olmadigi ortaya ¢ikmistir (p < .05).

Problem Cézme Becerisinin Motivasyonsuzluk Uzerindeki Etkisi

Ugiinciisii, test edilen model, problem ¢ézme becerisinin motivasyon izerinde dogrudan olumlu bir
etkisi oldugunu ortaya koymustur (B = .21, S.E. = .05, p <.01) ve bu durum, disik problem ¢ézme
becerisi algisinin, motivasyon eksikligi artirdigi anlamina gelmektedir.

Problem Cézme Becerisinin Akademik Motivasyon Uzerindeki Etkisi

Dordiincu olarak, problem ¢ézme becerisi, i¢gsel ve dissal motivasyon tzerinde dogrudan olumsuz
etkiye sahiptir (sirasiyla B = -. 45, S.E. =.05, p <.01 ve (B = -. 26, S.E. = .07, p <.01) Bu olumsuz tahminler,
daha iyi problem ¢6zenlerin daha yiksek motivasyona sahip olduklarina isaret etmektedir. Karsilastirmali
cikarimlar, problem ¢6zme becerisinin igsel motivasyonla daha glgli bir iliskiye sahip oldugunu
gostermektedir. Problem ¢6zme becerisi ile akademik motivasyon arasindaki iliskide hem olumsuz hem
de olumlu sonuglar elde edilmistir. Fakat problem ¢dzme konusundaki yuksek puanlar daha az yetkin
problem ¢6zuciler anlamina geldiginden, bu durum, yapilan yorumlari yanhs yénlendirmeyecektir.

Problem Cézme Becerisinin Motivasyonsuzluk Araciligiyla Akademik Erteleme Uzerindeki Dolayh Etkisi

Son olarak, problem ¢ozme becerisinin akademik erteleme Gzerindeki dolayli etkisi akademik
motivasyon Uzerinden incelenmistir. Tablo 2, her bir motivasyonel faktériin toplam dolayh etkisini ve
problem ¢dézme siirecinin akademik erteleme Uzerindeki toplam dolayli etkisini géstermektedir. ilk
olarak, problem ¢6zme becerisinin motivasyonsuzluk araciligiyla akademik erteleme Gzerindeki dolayli
etkisi istatistiksel olarak anlamlidir ve bu durum, olumlu bir katki yapmistir (B = .04, S.E. =. 02, p <.01).
Bu, daha az miktarda olmasina ragmen, 6grencilerin problem ¢6zme konusundaki olumsuz algilarinin da,
ogrencilerin bir etkinlik ya da goreve baslatmak ya da devam ettirmek igin itici glic olmadigini hissettigi
icin akademik ertelemeye dolayl olarak katkida bulundugunu gostermistir. ikincisi, i¢sel ve dissal
motivasyon kanaliyla olan dolayli etkiler istatistiksel olarak anlamh sonuglar vermemistir ve durum
yapisal modelimizde bastirma etkisinin olmadigini (yani hem dogrudan hem de dolayl etkilerde
istatistiksel olarak anlamh olmadigini) kanitlamaktadir (Kline, 2015). Genel olarak, problem ¢6zme
becerisinin akademik erteleme Uzerinde kayda deger miktarda toplam etkisi oldugu (hem dogrudan hem
de dolayh) sonucuna varilmistir (B =.39, S.E. =. 05, p <.01).

Tablo 2.

ilgili Standart Hatalarla Standartlastirilmis Toplam Dolayli ve Toplam Etkiler.

-den Aracl -e, -a Dolayh etki degerleri (S.E.)

Ozel etkiler

Problem ¢6zme Motivasyonsuzluk Erteleme .04 (.02)*
igsel Erteleme .06(.07)
Dissal Erteleme -.05(.04)

Toplam etkiler

-den -e, -a Dolayh Toplam (S.H.) Toplam (S.H.)

Problem ¢6zme Erteleme .06 (.04) .39 (.06)*

Not: * p<.01. dlizeyinde anlamli etkiler oldugunu gostermektedir. S.H.: Standart hata
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Tartisma, Sonug ve Oneriler

Bu arastirmada, kavramsal bir model test edilmis ve akademik erteleme, akademik motivasyon ve
problem ¢ézme becerisi arasindaki iligkiler incelenmistir. Calismanin temel odak noktasi, problem ¢ézme
becerisinin akademik erteleme Gzerindeki dogrudan etkisini test etmek ve akademik motivasyonun bu
iliskideki araci roline kanit saglamaktir. Sonuglar, problem ¢6zme becerisinin akademik erteleme
Gizerinde (hem dogrudan hem de dolayli) 6nemli bir etkiye sahip oldugunu ve ¢alismanin yenilikgiligine
onemli katkilarda bulundugunu desteklemektedir. Akademik erteleme sirecinin, i¢sel veya dissal
motivasyon tarafindan yonetilen bir siire¢ olmaktan ¢ok, problem ¢ézme becerisi ve motivasyonunun bir
islevi olduguna dair kanitlar elde edilmistir.

Problem Cézme Becerisinin Akademik Erteleme Uzerindeki Etkisi

Literatiirdeki birgok arastirma, problem ¢ézme becerisinin akademik erteleme igin istatistiksel olarak
anlamli bir yordayici oldugu sonucunu desteklemektedir. Akademik ertelemenin temel 6zelliklerinden
biri, sorunun nedenine odaklanmaktan kaginmaktir (Alexander & Onwuegbuzie, 2007). Bu, D’'Zurilla ve
Nezu (2010) tarafindan “kaginici stil” olarak tanimlanmaktadir. Diger bir deyisle, bu durum problem
¢6zme becerisi yetersiz olan kisilerin, problemle derhal yizlesmekten ¢ok, problemin kabuliini miimkin
oldugunca erteleme egiliminde olduklari anlamina gelir. Mevcut arastirma, akademik motivasyonlari
sabit kalsa bile, problem ¢6zme becerisi disik olan 6grencilerin erteleme egiliminde oldugunu
gostermektedir. Literatiirde, problem ¢6zme becerisi ve akademik erteleme arasindaki iliski hakkinda az
bilgiye rastlanmaktadir. Bu ylizden mevcut arastirma, problem ¢dzme becerisinin potansiyel etkisine dair
bir ic gorla saglamaktadir. Ek olarak motivasyonun, erteleme egiliminde olan Universite 6grencilerini
etkileyen tek faktor olmadigini gostermektedir. Ayrica mevcut arastirma, akademik ertelemeyi st diizey
beceriler baglaminda inceleme agisindan bir baslangic noktasi sunmaktadir. Daha 6nce yapilmis
arastirmalarda, Universite ortaminda akademik ertelemeyi etkileyen bilissel faktorlere daha az
odaklaniimistir. Mevcut arastirma, problem ¢ézme becerisi ve akademik erteleme arasinda dikkate
deger, dogrudan ve olumlu bir iliski olabilecegini gostermektedir. Gelecekte vyapilacak olan
arastirmalarda, bu iliskinin agiklanmasi ve problem ¢6zme becerisinin lniversite 6grencilerindeki
akademik ertelemeyi ne sekilde etkiledigi konusunda daha fazla ¢alisma yapilmasi 6nerilebilir.

Motivasyonun Akademik Erteleme Uzerindeki Etkisi

Arastirma bulgulari, diger tim motivasyon ve problem ¢6zme faktorleri esit oldugunda, 6grencilerin
bir gérevi tamamlamak icin ne kadar isteksizse, o kadar ertelemeye davranisi gosterdiklerini ortaya
koymustur. Daha 6nce de belirtildigi gibi, motivasyon eylemde bulunma niyetinin olmamasidir ve bu
durum, bireylerin davranislarini ve sonuglarini dengeli bir sekilde degerlendirmelerini zorlastirir (Deci &
Ryan, 2000; Pelletier, Tuson, Green-Demers, Noels, & Beaton, 1998). Bu tir bir durumda, isteksiz
bireylerin gelecegi dngdrmeleri imkansiz hale gelir ve bu da erteleme davranisini hizlandirir (Steel, 2007).
Literatiirde benzer sonuglara ulasilmis arastirmalar bulunmaktadir. Ornegin, Lee (2005), arastirmanin
sonunda Koreli Universite 06grencilerinde yliksek oranda erteleme davranisinda bulunmanin
motivasyonsuzlukla iliskili oldugunu ortaya koymustur. Diger taraftan, Cavusoglu ve Karatas (2015), Tirk
Gniversite ogrencilerinin psikolojik ihtiyaglari sabit tutuldugunda, motivasyonsuzluk ve akademik
erteleme arasinda pozitif bir iliski bulundugu sonucuna ulasmistir. ilging bir sekilde, icsel ve dissal
motivasyon akademik erteleme Uzerinde istatistiksel olarak anlamli bir etki yaratmamistir. Bu, gelecekte
arastirmacilarin motivasyonun akademik erteleme lzerindeki etkisini inceleyecekleri bir konu olabilir.
Diger motivasyon tirlerine odaklanmak yerine, motivasyonsuzluk, 6égrencilerin erteleme davraniglarini
actklamak icin daha fazla kapasiteye sahiptir. Yalnizca motivasyonsuzlugu 6lcen daha kapsamli bir arac,
sonugclarimiza farkl bakis acilari kazandirmaya yardimci olabilir. Ayrica, tniversite 6grencilerinin problem
¢6zme becerileri de kontrol edilmistir. Gelecekteki arastirmalar, mevcut arastirma sonuglarini
genisleterek, akademik erteleme konusunda daha kapsamli bir tablo saglamak icin diger bilissel olarak
onemli ve ilgili becerilerin etkisini inceleyebilir.
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Problem Cézme Becerisinin Motivasyonsuzluk ve Akademik Motivasyon Uzerindeki Etkisi

Arastirma bulgulari, disik duzeyde problem ¢6zme becerisine sahip olma algisinin motivasyon
eksikliginin arttigini ortaya koymustur. Motivasyon, problem ¢ézme becerisinin gelismesi icin dnemli bir
faktordiir (Pretz, Naples, & Sternberg, 2003). insanlar motivasyonsuz olduklarinda, faaliyet ya da
gorevler anlamini yitirir (Ryan & Deci, 2000). Spada ve digerlerine (2006) gore, problem ¢ézme davranisi
olumlu inan¢g ve motivasyonla harekete gecer. Boyle bir durumda, bireylerin gerekli gorevleri
ertelemeleri daha az olasidir.

Arastirma bulgulari ayni zamanda problem ¢dzme becerisi daha iyi olanlarin, daha yiiksek
motivasyona sahip oldugunu ve problem ¢6zme becerisinin igsel motivasyonla daha giicli bir iliskiye
sahip oldugunu ortaya koymustur. igsel motivasyondan yoksun bireylerin sorunlara ¢éziim bulma
olasiligl daha disuktir (Pretz et al., 2003). Her ne kadar dissal motivasyona sahip bireyler bir odl
beklentisiyle problemleri ¢ozmek icin de motive edilebilir olsalar da, bu durum kendinden motive olmus
bireylerin durumunda oldugu gibi verimli sonuglar vermemektedir (Collins & Amabile, 1999). Bu bulgu,
icsel motivasyonun o6grencilerin risk alma ve miicadele etme aliskanlklarini artirmasi gercgegiyle
desteklenebilir (Deci & Ryan, 1985).

Universite dgrencilerinde problem ¢dzme becerisi ve akademik motivasyon arasindaki iliskiye dair
mevcut arastirmada elde edilen bulgularla benzer bulgulara sahip ¢ok sayida ¢alisma bulunmaktadir
(Cassidy & Giles, 2012; Nair ve Alkiyumi, 2011). Mevcut arastirmada, problem ¢dzme becerisi ve
akademik motivasyonun dogasi geregi iliskili oldugu ve bunlarin birlesik etkisinin incelenmesinin
ylksekogretimdeki ertelemeyi inceleyen kisiler icin degerli olabilecegi sonucuna ulasiimistir.

Problem Cézme Becerisinin Motivasyonsuzluk Araciligiyla Akademik Erteleme Uzerindeki Dolayh Etkisi

Elde edilen bulgulardan ulasilan bir diger 6nemli fikir, problem ¢6zme becerisinin motivasyonsuzluk
aracihgiyla, akademik erteleme Uzerinde dolayli bir etkiye sahip oldugudur. Bu, en sonunda Universite
Ogrencilerinde ertelemeye yol agan motivasyon eksikliginin, dusik problem ¢ézme becerisi algisi ile
artmasi anlamina gelmektedir. Zimmerman ve Campillo (2003), etkili problem ¢6zenlerin bir gorevi
basarmak icin yiuksek motivasyon seviyelerine ihtiya¢ duyduklarini savunmaktadir. Mevcut arastirma
bulgulari, bu gorist bir sekilde desteklemistir; clinkli 6grencilerin bir gorevi yerine getirmedeki
isteksizligi akademik ertelemeyi beraberinde getirmektedir. Ward ve digerlerine (2002) gore, disilk
motivasyon seviyesi bir soruna ¢éziim Uretme ve gorevleri yerine getirme siirecinde énemli bir engel
teskil etmektedir. Literatlirde mevcut arastirma bulgularini yansitan benzer arastirmalar bulunmaktadir
(Cao, 2012; Cerino, 2014; Cavusoglu & Karatas, 2015; Senécal, Koestner, & Vallerand, 1995). Ornegin,
Cavusoglu ve Karatas (2015), motivasyonun akademik erteleme lzerinde yordayici glici olan 6nemli bir
motivasyon tlrd oldugu sonucuna varmistir. Ek olarak, bir aktiviteye baslamak veya devam etmek icin
itici glici olmayan 6grencilerin, problem ¢ézmede olumsuz bir algiya sahip oldugu ortaya ¢ikmistir.
Motivasyonsuz bireyler siklikla, akademik erteleme ve okul goérevlerini diizenlemede c¢atismayla
sonuglanan yetersizlik duygusu yasarlar (Senécal, Julien, & Guay, 2003). Sonug olarak, (st dizey bir
becerinin, motivasyonel bir faktér araciligiyla akademik erteleme (zerindeki dolayli etkisinin, yani
problem ¢6zme becerisi ile motivasyonsuzluk arasindaki anlamli iliskinin 6énemli bir konu oldugu
soylenebilir. Bu etkinin kapsami, mevcut arastirma oOrneklemi Uzerinde gorece disuktli. Mevcut
arastirma bulgulariyla bir uzlasma ya da zithk olup olmadigini belirlemek igin, gelecekteki arastirmalarda,
ayni etkinin farkh orneklemler lizerinde incelenmesi énemlidir. Bu alandaki arastirmalarin yetersizligi
nedeniyle, mevcut arastirmanin argiimanini test etmek ve/veya onaylamak i¢in daha fazla arastirmaya
ihtiyac bulunmaktadir.

Bu arastirmada akademik erteleme, akademik motivasyon ve problem ¢6zme becerisi arasindaki
iliskiler incelenmistir. Arastirmanin odak noktasi, problem ¢dzmenin akademik erteleme Uzerindeki
dogrudan etkisini test ederek bir arastirma temeli gelistirmek ve akademik motivasyonun araci roli
Gizerine bir bakis agisi saglamaktir. Sonuglar, problem ¢dzme becerisinin akademik erteleme {zerinde
onemli bir etkisi oldugunu gostermistir.
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Arastirmadan elde edilen bir diger 6nemli sonug, Ogrencilerin bir gorevi yerine getirmedeki
isteksizliginin, diger tUm motivasyon ve problem ¢6zme faktorleri sabit tutuldugunda, erteleme
olasihgini artirmasidir. Daha da dnemlisi, problem ¢6zme becerisi seviyesi distiikge, motivasyon eksikligi
daha yuksek seviyelere ulasmistir. Aslinda, problem ¢ézme becerisinin motivasyonsuzluk araciligiyla da
akademik erteleme (zerinde dolayh bir etkisi bulunmaktadir. Bu, disik problem ¢6zme becerisi
algisinin, motivasyon eksikligini arttirdigi ve sonug olarak tniversite 6grencilerinde ertelemeye yol actigi
anlamina gelmektedir. Bu nedenle, gelecekte erteleme ve problem ¢6zme ile diger bilissel beceriler
arasindaki iliskilerin daha ayrintili bir sekilde incelenmesi cok 6nemlidir.

Bu arastirma kapsaminda toplanan veriler, kesitseldir ve bu, kullanilan yapilar arasinda nedensel
¢ikarimlar iddia edilemeyecegi anlamina gelmektedir. Amag, varsayimsal modeldeki iliskinin guclini ve
yonini belirlemektir. Modele temel olan kuramsal altyapi ve gegmiste yapilmis arastirmalar géz dniinde
bulundurularak, iki yonli iliskiler modelden cikarilmistir. Ayrica, yansiz standart hata elde etmek icin,
toplanan verilerde ¢ok dizeyli YEM kullanilmasi gerektigi distnilebilir. Ancak, 6rneklem genis bir
evrenden segilmedigi ve Universitede yalnizca bir hazirlik programi oldugu icin, verilerin ig ice (nested)
yonini kontrol etme geregi duyulmamistir. Son olarak, hazirlik okulu, lisans programinda bir egitim
araci olacak baska bir dili 6grenmek icin cok ¢alismayi ve ¢aba sarf etmeyi gerektiren stresli bir ortamdi.
Ogrencilerin bu ¢alismada 6élgiilen motivasyonlari, onlari ertelemeye iten basarisizlik korkusundan dolay!
yasadiklari gercek motivasyondan farkh olabilir. Arastirma bulgulari degerlendirirken bu durumun goz
onlinde bulundurulmasi 6nemlidir.
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Introduction

Teachers are confronted with many challenges in their professional life stemming from the school
context, institutional structure of the ministry, the relationships they have with colleagues, managers,
parents and students, classroom practices, and increasing pressure and responsibilities. Moreover, these
teachers may also be affected negatively from challenges in decision making with reality shock due to
the problems and difficulties they experienced (Kelchtermans & Ballet, 2002), some of them decided not
to stay in the profession (Hong, 2010; Kagan, 1992; Kelchtermans, 1993; Kelchtermans & Ballet, 2002).
When literature about the reasons for leaving the profession is examined, it is seen that the studies
mostly focus on the demographic characteristics of the teachers or on the characteristics of the
institution (Flores & Day, 2006; Guarino, Santibafiez, & Daley, 2006; Smith & Ingersoll, 2004). However,
neither the demographic characteristics nor the school context are sufficient to explain teachers’
perceptions of themselves and their decisions about maintaining their profession (Hong, 2010).
Although these variables are important in the decisions of teachers about their professions, it is
extremely important for teachers to focus their professional identity, which is very effective in meaning-
making and decision-making processes, which surrounds their lives and is a key point in their connection
to their profession (Beijaard, Meijer, & Verloop, 2004; Korthagen, 2004).

Professional identity, as one type of identity, can broadly be defined as “a certain ‘kind of person’ in
a given context” and “Who am | now?” can be defined as the response of the individual (Gee, 2000).
According to Paterson, Higgs, Wilcox and Villenuve (2002), professional identity are described as ‘the
sense of being a professional’ with professional judgments, critical self-evaluations and learning. And
also, according to Wiles (2013), there are specialized knowledge and competencies related to the field,
values and norms related to the work as the basis of professional identity.

Based on teaching profession, professional identity can be defined as the person’s self-knowledge in
teaching-related situations and relationships that manifest themselves in practical professional
activities, feelings of belonging and learning experiences (Beijaard et al., 2004; TimostSuk & Ugaste,
2010). Korthagen (2004) argues that asking themselves questions such as ‘Who am 1?’, ‘What kind of
teacher do | want to be?’, and ‘How do | see my role as a teacher?’ helps teachers develop their
professional identity. Through answering these questions, teachers may discover who they are as
teachers, what they can or cannot learn in teacher education process, how they will act as a role model,
and how they will teach in the future.

In many studies, it is emphasized that professional identities have been at the center of the teaching
profession (Farrell, 2011; Korthagen, 2004; Sachs, 2016). For instance; according to Farrell (2011),
teachers' professional identities that is at the heart of beliefs, assumptions, perceptions and practices
that guide teachers in and out of the classroom are very important for the professional development of
teachers. Sachs (2016) argument illustrates that, how teachers behave, how they make sense of their
profession and how they make sense about their place in society is directly related to the professional
identity that is the basis of the teaching profession.

It is noteworthy that there is not a common opinion in the literature regarding indicators of
professional identity. According to Hong (2010), self-efficacy, professional commitment, emotions,
value, knowledge and beliefs, micro-policies were indicators of professional identity. Kelchtermans
(1993), on the other hand, claimed that self-image, self-esteem, job motivation, task perception and
future perspective are considered as indicators of professional identity. Day (2002) described four
variables as components of professional identity: work satisfaction, professional commitment, self-
efficacy and motivation for work. Although there is no common concept in the literature regarding the
indicators of professional identity, the professional identity is identified as value, job satisfaction,
motivation, self-image, self-esteem, thoughts and beliefs, task perception, knowledge and skills, self-
efficacy, future perspective, and professional commitment.

Professional identity is influenced by the situations, interactions and interpretation of the
individual's own experiences (Day, Elliot, & Kington, 2005; Geijsel & Meijers, 2005). According to Olsen
(2008), it was determined that teachers' professional identities were structured with many internal and
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external variables, and that identity was the product of a certain situation and / or a process that is
constantly evolving. This means; the professional identity is not fixed and is constantly changed and
restructured with established communication and interactions. For instance, Day et al. (2006) claimed
that teacher develop different professional identities with the interaction of the personal dimension
related to their life outside the school, the professional dimension related to the characteristics that a
good teacher should have, and the situational dimension related to the working environment of the
teacher. Several studies suggest that the professional identity of teachers are affected by external
factors, such as leadership, school, societal structure, educational changes and reforms, teacher
education, colleagues, and economy (Flores & Day, 2006; Hong, 2010; Hsieh, 2010) and internal factors,
such as expectations, beliefs, emotions, previous experiences and motivation, (Hong, 2010;
Kelchtermans, 1993; Lasky, 2005; Mitchell, 1997; Sutherland, Howard, & Markauskaite, 2010; van Veen
& Sleegers, 2006; Zembylas, 2003).

Within the variables that affect the professional identity, the changes in education and the
importance of the reforms are quite important (Akmal & Miller, 2003; Danielowich, 2012; Day et al.,
2005; Vahasantanen & Eteldpelto, 2009; van Veen & Sleegers, 2006). According to Fullan (1991),
teachers, as the practitioners of the educational changes, have a key role in accomplishing these
changes and reforms. On the other hand, it is a fact that political changes have a direct effect on
teachers' values, beliefs, practices and professional identity (Sach, 2001). Therefore, it is necessary to
focus on both the teaching profession and the professional identities of teachers in the process of
making and implementing political change. However, adoption of political changes by teachers is not an
easy process. In this process, educational changes and reforms could be challenging for teachers since
they require a renegotiation of professional identity (Vahasantanen & Eteldpelto, 2009). It is the view of
Van Veen and Sleegers (2006) that, if political changes are compatible with teachers' perception of roles,
value, beliefs and competences, teachers give positive reactions to political changes, but if not, they
perceive change as a threat to their professional identities and show negative reactions. Change is
restricted by complex structure, insufficient evidence of positive effects, oppressive policies, limited
time, control and energy or when teachers do not comprehend their purpose and role in the process, all
of which increase uncertainty in applying the changes (Davis, 2003; Day, Elliot, & Kington, 2005; Fullan &
Miles, 1992; Gorton, Alston, & Snowden, 2006; Schmidt & Datnow, 2005; Schwahnn & Spady, 1998;
Spillane, 1999; Zembylas, 2005; Zembylas & Barker, 2007). Schmidt and Datnow (2005) claim that
teachers resist change when their existing pedagogical and ideological perspectives do not correspond
with the ideas coming along with the change or when they think that the change poses an obstacle to
their identities and self-images. According to Rice and Malen (2003), political changes that are poorly
designed, misapplied or not sufficiently supported could create ambiguity, failure and frustration on
teachers, or cause conflicts in the expectations and requirements of teachers. This situation could lead
to problems in teachers' feelings, trust and loyalty, value perceptions and professional identities. On the
other hand, rapid changes in the external and internal conditions of schools and huge or uncertain
changes in the nature of teaching have produced conditions of extreme uncertainty, unhappy and
unproductive teaching-learning atmospheres, and identity crises within the profession (Day et al., 2005;
Lee & Yin, 2011; van Veen & Sleegers, 2010).

In the 21st century, countries have to reformulate their policies and raise individuals who can benefit
from ICT and be creative, flexible, and innovative. In Turkey, studies on the use of ICT in the educational
settings has accelerated tremendously since the 1980s. Plenty of regulations have been presented by
MoNE over the years directly affected ICT teachers. Especially, the name of the courses, course
duration, grade levels, and status of the course as elective or compulsory, selection type and the
evaluation of the course, assignments and responsibilities given to ICT teachers directly affected these
teachers. Table 1 shows numerous regulations between 1997 and 2013 regarding the naming of the
computing courses, status of the course, selection type, evaluation type and weekly course hours from
1st grade to 8th grades.
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Table 1.
The Changes Introduced in the Course of Computer Technologies between 1997 and 2013.
» Decision Name of Status Selection type Evaluation Course duration/hours
E no the course
1 2 3 4 5 6 7 8
5 143 Computer Elective School Evaluation 1-2 12 12 12 12
— administration
§ 192 Computer Elective Board of teachers No 1 1 1 1 1 1 1 1
N evaluation
'é 111 Information  Elective Board of teachers No 11 1 2 2 1 1 1
N Technologies evaluation
g 75 Information Elective Board of teachers No 1 1 1
N Technologies evaluation
g 69 Information Elective Parents submita  No 2 2 2 2
N Technologies petition to the evaluation
and Software school
g 22 Information Compulsory in Parents submita  Evaluation 2 2 2 2
N Technologies the 5th and 6th petition to the
and Software grades school and courses

Elective in the areincluded in the
7th and 8th e-school system
grades

Source: Association of the Educators of Information Technologies (AEIT)

These changes and uncertainties related to the computer technologies course have caused many
problems for ICT teachers, particularly in the last two decades in Turkey. These problems were well
established with a variety of studies showing an impact on different roles and responsibilities, difficulties
teaching along with increasing class sizes, technical infrastructure of the IT classes, and inadequate
communication among the stakeholders, etc. (Altun & Ates, 2008; Aslan & Duruhan, 2018; Deryakulu,
2005; 2006; Deryakulu & Olkun, 2007; Dursun, 2015; Eren & Uluuysal, 2012; Karal & Timugin, 2010;
Seferoglu, Yildiz, & Yiicel, 2014; Serefoglu-Henkoglu & Yildirim, 2012; Topu & Goktas, 2012; Yesiltepe &
Erdogan, 2013). Besides teaching, ICT teachers who are held responsible for extra tasks irrelevant to
their teaching profession, felt themselves as repairman or service personnel and they also experience
emotional exhaustion stemming from the work load and stress (Ciftci et al., 2018; Deryakulu, 2005;
2006; Deryakulu & Olkun, 2007; Eren & Uluuysal, 2012; Karal & Timugin, 2010; Karatas, 2010; Seferoglu
et al., 2014; Serefoglu-Henkoglu & Yildirim, 2012; Topu & Goktas, 2012).For instance, Deryakulu (2005)
identified the problems experienced by ICT teachers and found that ICT teachers experienced emotional
exhaustion along with work stress in their first years. Ciftci et al. (2018) found that ICT teachers focused
on the jobs they had to undertake as an ICT teacher andfelt a lot of existential anxiety about what they
did and what they wanted to do. Daghan, Kalayci and Seferoglu (2011) also examined the problems
experienced in the field of IT in terms of MoNE and stated that there are problems when decisions are
adapted to the application, opinions and needs of teachers who applied the decisions are not
adequately examined, and decisions are never implemented or after a short period of implementation,
they have been abandoned. In this case, there are some problems in the implementation process in
Turkey and these issues are directly affected ICT teachers.

Educational changes and reforms could be challenging for teachers since they require a
renegotiation of professional identity (Vdhasantanen & Eteldpelto, 2009). When technology-driven
changes and reforms are considered, ICT teachers play an important role in the effective
implementation of changes in the educational system. The professional identities of ICT teachers are
important for them to make sense of the process of change and to live in the process effectively and
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efficiently. According to Bower and Parsons (2016), the professional identities of ICT teachers act as a
filter on what they are doing in the process of implementing reforms, so the professional identities of
ICT teachers in the process of change should be taken into account in order to facilitate the success of
their change and reforms. In other words, when examining the problems experienced during the
implementation of the reforms, the reflections of the changes in the professional identity should be
examined in detail.

While there were many studies of the problems encountered by ICT teachers in the change process
in Turkey, there was a remarkable dearth of studies investigating the effect of the changes on teacher
professional identities. In this respect, the following study aims to examine professional identity
structures of ICT teachers after educational changes introduced by MoNE related to the ICT education
and technology integration into the education system. In this context, the main purpose of this study is
to determine the effects the effect of IT changes on professional identity of ICT teachers.

Method
Research Design

This study is designed in the framework of content analysis, which is one of the qualitative research
methods. Content analysis is a method in which the content of communication is defined systematically
(Merriam, 2009); and it provides a summary, classification and comparison of content and messages in
text or other formats (Chen, Monion, & Morrison, 2007). The messages of the ICT teachers in an online
discussion forum were analyzed. After forum messages’ analysis, a document analysis was carried out in
order to determine the changes in the education and reveal the effect of these on ICT teachers and also
the decisions circulars, directives, regulations and official articles sent from MoNE were examined.

Data Collection Tools

In this research, as a data collection tools, drafts of codes and themes were prepared to analyze the
online discussion forum and official documents. In the literature, there is no consensus on the features
and the variables that form the structure of professional identity. Therefore, a coding scheme based on
research about professional identity structures were created (Day, 2002; Hong, 2010; Kelchtermans,
1993; Lamote & Engels, 2010; Lasky, 2005). According to this coding scheme; value, job satisfaction, job
motivation, self-image, self-esteem, thoughts and beliefs, task perception, knowledge and skills, self-
efficacy, future perspective, and commitment to the profession were discussed as indicators of
professional identity. On the other hand, the official documents were coded based on the political
decisions taken over the years and the context of the decision in order to be able to clearly explain the
changes in the decisions, the different aspects from the previous decisions, the innovations it brought
and the effects on the ICT teachers.

Data Collection and Analysis

The online discussion forum was determined by using criterion-sampling technique. The forum was
chosen from four criteria, it had to be created solely for ICT teachers, in which teachers shared their
opinions as well as files and materials, which were regularly shared, and which were still used efficiently.
As a result of an analysis performed according to the four criteria, the “Computer ICT Forum” was
chosen as the online data collection site (here is the link for the forum used in data collection process:
http://www.bilgisayarbilisim.net). To define changes/decisions affecting ICT teachers, document
analysis was performed on with the circular notes, instructions, regulations and official correspondence
with the institutions. These were analyzed to determine decisions made by MoNE which affected ICT
teachers directly or indirectly. Firstly, 302617 messages shared in “Computer ICT Forum” between 2005
and 2015 (from establishment of forum site to end of data collection) were analyzed with content
analysis. In total, 47866 messages were coded under professional identity themes among the 302617
messages read in the coding process of the data.
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Secondly, the official documents which were directly or indirectly affecting the ICT teachers were
determined. These official documents were obtained from the official newspaper, the notifications
magazine, the MoNE’s legislation, and on the official website of the MoNE. The process of selecting
these documents was made by reading the titles of the documents published between 1995 and 2015
by choosing the decisions that affect the teachers and in particular the ICT teachers. Selected
documents were classified and categorized for years and prepared for analysis. A total of 215 official
documents between 1995 and 2015 (from date of the first publishing of official documents to end of
data collection) were analyzed.

Validity and Reliability

The code list created by the researcher was shared with experts for consolation. For this reason, an
expert opinion form was created, and the coded messages were included under the factors of
professional identity. Two experts from the ICT subject area, holding a Ph.D. and experienced in
qualitative data analysis and techniques checked the expert opinion form. Of all the coded messages,
10.00% or 4236 messages, were coded once again by a researcher holding a Ph.D. and experienced in
qualitative data analysis and techniques. The Cohen’s kappa factor for the codes of the online messages
was .82. The researcher utilized some techniques to help ensure the internal and external validity of the
study such as collecting data from various sources, directly quoting from the data, seeking peer
feedback and support from subject matter specialists, including detailed thick descriptions of the
investigated case etc. Quotations from the online forum discussions were presented here including the
message number (i.e. M-1). The data of this study is limited to the messages between the years 2005
and 2015 on the online discussion forum (www.bilgisayarbilisim.net).

Results

Table 2 shows the number of decisions that directly or indirectly affected ICT teachers in the process
of educational change from 1993 to 2015. It also demonstrates how many decisions have been made
each year on each topic.

It began with regulation introduced in 1993 and included information about organizing and
conducting computer laboratories in the formal and informal institutions as well as training computer
teachers and specifying their roles. Over time, decisions varied.

When Table 2 is examined, it is seen that almost every year from 1993 to 2015, the subjects related
to ICT coordinator/IT Guidance teacher assignment, course curriculum and schedule, changing the
location and appointment, IT classes and regulations about the staff positions are discussed too much.
After 2011, FATIH project (Movement to Increase Opportunities and Technology) was the subject of
discussions. As seen in Table 2, most regulations have been done for the FATIH Project (n=42), assigning
ICT Coordinator teachers (n=22), regulations about the staff positions (n=18), regulation for primary
education institutions (n=16), assighnments and displacement of ICT teacher (n=15), course schedule
(n=14).

Findings from the Analysis in the Online Discussion Environment

Professional identities of the ICT teachers in the online discussion forum: The total distribution of
the messages in by indicator of professional identity between 2005 and 2015 is shown in Figure 1.

As seen in Figure 1, ICT teachers reflected mostly about their task perception (24.40%), thought and
belief (21.80%), future perspective (14.90%), and less often, they emphasized self-esteem (1.80%) and
self-efficacy (%1.10). These findings suggest that educational changes had a greater effect on specific
indicators of professional identity, rather than professional identity overall. Figure 2 shows the
distribution of professional identity indicators on which ICT teachers reflected the most year by year.
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Table 2.

Decisions Affecting ICT Teachers between 1993 and 2015.

13foud HiLVA

Ay ndeyq/ pieoqhay
1991044 S|OOYIS Y1 BuizisIau]

wesSoad uondnpul Jaysea |

SjuaWWoI pue suorjeue|dxa jeuoippy
a11s gaM|

954n0d AJRIY| RIPSIAI

$954N0J BAIX]

(3991044 Ysi|3u3 BUIUQ)IIRI0Id PFUAQ
J4e1s ay} jo ssauq

suoiyisod jjels ayj ynoqe suone|nSay|

S3IMAIIO. JB|N311IND BAIX]
suoinyisul jooydss Atewiad ayy uo uone|nSay
sasse)d ||

jusawnulodde pue uoneso| ay3 SuiSuey)|

SANoYy 9S4N0J BIIXI 10 3SIN0)

SInoYy 9sin0)

wnnaLIND
3A11I3|3/3INPaYIS 3SIN0D

103eulpI00) 1|

SIeap|

—

Ye]

i

<

<

<

1993-
2004
2005
2006
2007
2008
2009
2010

1
2
3
2
2
3
2
3
3

22

2011

LN

2012

2013

11
21
42

3
5
4 9 8 4 8

2014
2015

18

12 16

10 6 15

6

14

Total

Indicator of professional identity

Figure 1.The distribution of the changes in the professional identity of ICT teachers between 2005 and

5000
4500
4000
3500
3000
2500
2000
1500
£ 1000
500
0

1S

2

2015.

883



Deniz ATAL, Deniz DERYAKULU — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 877-912

1000 Comm
F— —+— Commitment
900
} \ —g— Sense of self
300
/ \ —+— Knowledge and skills
700
/ —a \ Value
600 .
\:\ —#— Thoughts and beliefs
500 A1 .
e —s— Future perspective
400 .
Task perception
300 Job motivation
200 Job satifaction
100 Self-esteem
0 - Self-efficacy

2005 2006 2007 2008 2009 2010 2011 2012 2015 2014 2015

Figure 2.The change over the years in the distribution of the professional identity factors in the online
discussion forum.

As Figure 2 demonstrates, professional identity indicators were expressed by ICT teachers almost
every year, however sudden changes in indicators occurred in certain periods. Especially the changes in
the identity indicators between 2008, 2009, 2011, 2013 and 2014 were noteworthy. Particularly,
messages reflecting professional identity increased as of 2009, and discussions including professional
identity overall were at their peak in 2011 and 2012. In contrast, there was a considerable decrease in
the professional identity indicators in 2013. In order to investigate the cause of this sharp decline,
decisions of MoNE about educational technology and their effects on ICT teachers’ professional identity
have been examined for specific intervals of time. Specific intervals were chosen by the volatility of the
number of discussions about professional identity over these periods seen in Figure 2.

Many important decisions were made between the years 2005 and 2009 regarding course hours,
assignment of ICT teachers as a coordinator teacher, education process of the ICT course, and employing
ICT teachers in the vocational and technical schools. In the same years, 13.20% of the discussions were
about the professional identity.

Previously, in 1997, with the decision numbered 143 of the Ministry of National Education Board of
Education, the computer course was delivered as an elective course in grades 4-8, scheduled for 1 hour
or 2 hours per week. After this course was added to the course schedule, ICT teachers wanted to
increase the course hours and turn it into a compulsory course that had a formal evaluation. In 2005,
with the decision numbered 192 of Ministry of National Education Board of Education, computer course
was delivered as an elective course in grades 1-8 for 1 hour per week. In 2007, with the decision
numbered 111 of Ministry of National Education Board of Education, the name of the course changed to
‘Information Technologies’ from ‘Computer’ and hours were set at 2 hours for 4th and 5th grades and 1
hour for other grades. These decisions did not meet the expectations of ICT teachers about the course
hours and status. During 2005-2007, ICT teachers expressed that when they compared themselves with
other subject teachers, they realized MoNE did not value ICT courses. For this reason, they reflected that
this issue affected their commitment to the profession. ICT teachers also began to question their
knowledge, skills and competency as teachers whenever they had time limitations during teaching in
inadequate ICT classrooms. These situations are expressed by three ICT teachers as follows:

“Please tell me. What is my actual occupation? Why did | make such a great effort? To fix the
computers at school? To do what the school principal says? Or to try to teach to 45-50 students in a
classroom with 15 computers for a duration of an hour?...” (M-1414)
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“Unless the MoNE turns our course into a compulsory one, | will never feel the same way as other
teachers do. And | do not believe that MoNE, which is trying to fulfil the need of a technician in our
school, will make it compulsory. We are not valued as much as a mathematics or sports teacher” (M-
1459)

“I am a computer teacher, but our school does not have a computer lab. How can | teach without a
computer lab? | have talked about computers so far and | have made my students write something
about computers. But we do not have any other material. We do not have even one computer. | am
assigned in this school for the first time this year and | really do not know what to do...I have never
felt myself so desperate and worthless in my life” (M-2182)

One of the intensely-discussed issues since 2005 is the appointments of ICT teachers as ICT
Coordinator teachers. The ICT Coordinator teacher position was first implemented in 1993 regulation
number 2378 of MoNE and aimed to effectively solve problems regarding the efficient use of ICT
classrooms, make ICT classrooms available for educational stakeholders to be used outside of course
hours, provide support to students and teachers, and assist with computer use for administrative and
other purposes. However, the responsibilities of the assigned teachers were not limited to the
aforementioned tasks. According to ICT teachers, statements such as “to help the use of computer for
administrative and other purposes” caused a problem. ICT Coordinator teachers were also held
responsible for helping school principals use computers to prepare official documents, enter student
grades to the system, find solutions to the technical problems, etc. ICT teachers thought that these
problems were exacerbated by obscure wordings and controversial statements about their professional
right and mission in the official papers. The job perception and value of the professional identities of ICT
teachers were damaged.

With the regulation in 2008, with the decision numbered 22168 of Ministry of National Education
Board of Education, in case there was an ICT teacher in a school, it became compulsory that the teacher
work as a coordinator teacher. This regulation created an oppressive atmosphere for ICT teachers who
did not want to work as a coordinator, but just wanted to teach students. To sum up, ICT teachers were
affected negatively from all these changes particularly in terms of self-image, value, and job motivation
and they emphasized these situations in the discussions. Especially, in 2008, the messages about self-
image were increased by more than five times. In the discussions, some ICT teachers emphasized that
they felt worthless and uncommitted to the profession. Two ICT teachers expressed the situation as the
following:

“l am not a teacher, not an officer and not a school principal. | am a mixture of all...I am a technician
and a workman with dusty clothes and | am the person who can do any job that is given. When the
fluorescent light breaks down, for instance, | am the one who is connected first at school. And as |
ask that | am not responsible for fixing it, they tell me ‘did you not get the education for this?’. For
students, | am a man who is operating a cyber café” (M-7234)

“I keep asking to myself why | have become a computer teacher. This subject seems to me
somewhat worthless among other subject areas” (M-7345)

Decisions made between 2010 and 2012 and their effect on ICT teachers’ professional identity:
Many important decisions were made between the years of 2010 and 2012 regarding course schedule,
assignments of ICT teachers as an ‘ICT Guidance Teacher’, assignments and displacements, the FATIH
project. Discussions about almost all aspects of professional identity increased tremendously between
2010 and 2012, as compared with the previous years. Between 2005 and 2009, the discussions on
occupational identity accounted for 13.20% of the total discussions and this ratio increased to 34.00%
between 2010 and 2012.

The effects of the decisions made towards the obligatory assignments of ICT teacher as a coordinator
teacher in previous years were seen also in 2010. In 2012, there was another decision -decision number
248065 of the General Directorate of Innovation and Educational Technologies- directly affected ICT
teachers. ICT Coordinator teachers’ assignments were terminated in 2012 and replaced with ICT
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Guidance assignments. One of the prominently discussed issues was assigning ICT Guidance teachers.
Although new responsibilities and roles, such as being a technology leader in schools or helping with
effective technology integration, were expected from the new job definition, ICT teachers felt that they
mostly had similar responsibilities as the ICT Guidance teachers. Moreover, this new definition increased
the workload of ICT teachers, adding new responsibilities such as participation in commissions for
purchasing, controlling, and accepting ICT tools during new technological projects. Additionally,
deficiencies and open-ended expressions in the assignment papers and different applications from
school to school also negatively affected their professional identities. Most of the ICT teachers
expressed that they had lost their motivation, commitment, and expectations. Moreover, they felt
themselves as worthless, not a teacher; thus, wanted to change their subject area or jobs. Three ICT
teachers expressed the situation as follows:

“l now have a neurotic illness because of all these issues, unfair comments of the people and
thinking about my future. | am having headaches and | cannot bare it anymore. | even don’t feel like
a teacher. The people in charge made us alienated from the profession” (M-17812)

“It is very hard to resign, as | have to work for a living. | am fed up with this technician job and
working from 8 a.m. to 17 p.m. Why are we in this condition? Who is responsible for it? Why does
not someone hear our voice? Why did | make a lot of efforts if | was going to be a technician instead
of a teacher? | want to change my subject area and shortly | want to be a human!!!” (M-17756)

“l am doing many chores at school: | take photos for the school web site; | fix everything at school,
for example desks, armchairs, computer cases; | do formatting, set up new programs etc. | am doing
everything other than teaching. Now | am thinking about working in a second job as a taxi driver”
(M-17819)

Another equally important decision was to change the course schedule. A regulation introduced in
2010 with the decision numbered 75 of the Ministry of National Education Board of Education, removed
ICT courses from 4th and 5th grade and placed them in the 6th, 7th and 8th grades as an elective. This
change was a shock for ICT teachers when they were expecting an increase in the hours of the courses.
Therefore, ICT teachers reflected more about their burnout syndrome and also mentioned that they had
no commitment to the profession. On the other hand, some ICT teachers emphasized that the problems
would not be solved unless ICT courses became compulsory rather than elective. So, they shared that
they lost all expectations, hopes, and plans for the future.

In 2012, a new regulation was made in the course schedule with the decision numbered 69 of the
Ministry of National Education Board of Education. In 2012, a reconstructed ICT course curriculum was
added as an elective course of 2 hours per week between 5th-8th grades. Therefore, there was an
increase in both the number of courses and the class levels. However, most ICT teachers were not happy
even after such a positive change—having elective course and increasing number of courses—due to
continuous changes. Two ICT teachers expressed the situation as follows:

“There are many things to tell but | do not have the motivation to tell. | am afraid this will not get
better. We will be fixing the computer cases as a repairman even when we are 50 years old...It is
over now. | already gave up...” (M-16741)

“Actually, | am not thinking about my self-respect and value at the school right now; | already gave
up...I only want my courses back, 15 hours per week...| do not know if they will give them back to
me. ...I wish | had not chosen this subject matter. This is my 5th year in the profession and | have
already lost my aspirations, dreams and expectations from the future...” (M-41807)

When the decline in course hours was introduced in 2010, ICT teachers had two choices, either to
accept an assignment as ICT Coordinator teacher or to work in more than one school in order to reach
the optimum/compulsory course hours. If these teachers, out-of-quota teachers, could not fill their
hours at various schools, then upon their request they would change their school. Another regulation in
2010 with the official newspaper no 27657, out-of-quota teachers' schools were changed even though
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they did not want to do. It then became possible to change the ICT teachers’ schools anytime during the
school year in 2012 with the official newspaper no 28360. Most ICT teachers’ commitment to the
profession, values, and self-esteem were quite negatively affected as school principals made mistakes in
the calculation of the computer course hours. ICT teachers felt pressure regarding the change of the
school and threatened about selection of course etc.

After these regulations, ICT teachers started to worry about being assigned to another school at any
time. This fear affected them negatively in terms of self-esteem, motivation and value. On the other
hand, the miscalculation of the norms of the school administrators, late updating information of
teachers into the system, not choosing the IT course, the threats and pressures from the school
administrators had quite a negative effect on ICT teachers and they lost their self-esteem and did not
want to continue this profession. Two ICT teachers expressed the situation as following:

“I have never felt so helpless. Both MEB and school management are not rescue for us. What will we
do?” (M-15940)

“l am supposed to work more right now, they did me a favor and gave me more course hours. They
told me to be good at my job or they would get the courses back. | do not have even one broken PC
in my lab, | fixed them all by covering their repair costs on my own. | became a beggar and so | hate
my field. | do not have qualifications of a teacher and also no respect for myself. | have never felt so
desperate in my life.” (M-18593)

“I am fed up with working as an out of quota teacher. That is enough. One cannot make a teacher
feel mentally depressed. | am exhausted. | have health problems now. | know what will happen next.
They will assign me in another school and then | will be an out of quota teacher there too in a year.
That is just the way it is” (M-21406)

One of the much-debated issues between 2010 and 2012 was the FATIH Project, designed to provide
equal opportunities for teacher and students with effective and efficient usage of ICTs in classrooms
with the protocols signed in 2010. With this project, there was a push to place smart boards in every
classroom, provide tablets for every student, and enable technology-integrated teaching in the
classroom atmosphere. However, this project was debated among ICT teachers in the discussion forum
starting from the first year of its implementation. ICT teachers criticized the FATIH Project for being
implemented without any preparation, for the lack of scientific research to support it, and for not
determining the requirements at the beginning of the project. ICT teachers emphasized that they would
have more responsibilities with smart boards and tablets, more duties with project commissions and
technical problems. Therefore, these would increase the responsibilities about the technical aspect
rather than the teaching itself. However, within the assignment as ICT Guidance teacher at the same
time, they debated more new responsibilities such as guidance in the efficient use of ICT tools,
counselling and solving the problems encountered during other teachers’ courses, purchasing,
controlling and accepting ICT tools. Almost all ICT teachers had begun to see themselves more in roles
such as the “janitor”, “shepherd”, “witchcraft”, “donkey”, “scumbag”, “caretaker”, “technician”,
“photographer”, “victim”, “tongue”, “beggar”, and “doorman”. And also, they believed that MoNE did
not value them as teachers, felt a pull away from the profession, and lost their self-image and self-
esteem because of this project. Three ICT teachers expressed the situation as follows:

“Whenever the photocopier breaks down, they tell me ‘teacher, could you take a look at this? | could
not do it.” The school bell has a problem, they tell me ‘teacher, could you take a look at this? No
sound from the loudspeakers.” Whenever a teacher cannot connect to the projector, he/she tells me
‘teacher, there is no display no matter what | do.” Besides, we have tablets and smart boards.
Whenever there is some official document at school regarding the technology or other electronics,
the school principal assigns me for dealing with it. | am responsible to solve the problems in the e-
school, e-course, MEBBIS (Ministry of National Education Data Processing Systems), EBA (Educational
and Technology Network) etc. We are seen as a ‘Superman’...However, we are teachers with the
most worthless subject matter among teachers at school” (M-26425)
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“MoNE has no respect to us..Are we involved in an esteemed occupation? Not anymore. | feel
embarrassed when | am saying that | am an ICT teacher” (M-27337)

“Where are the disappointed ICT teachers positioned in this project? We are pulled away from the
profession. The disappointed ICT teachers will be in a position that will carry the entire load. There
will be no such thing as ICT teachers anymore. We will be unhappy and worthless” (M-18330)

Decisions made between 2013 and 2015 and their effect on ICT teachers’ professional identity:
Although there was a decline in the number of discussions regarding professional identity of ICT
teachers between 2013 and 2015, many changes were introduced that affected professional identity
during that period. During this period, 22.60% of the total discussions about professional identity
constitute the discussions. However, contrary to other years, the positive impact of political changes on
professional identity has been raised in these periods. The most important reason for this positive effect
is the fact that the IT course is a compulsory subject in the 5th and 6th grades in 2013 with the decision
number 22 of the Board of Education. ICT teachers expressed that their self-esteem increased after
MoNE changed the status of the course and they also emphasized that for the first time they saw
themselves as teachers. Some ICT teachers mentioned that they began to look at their future with hope
after this change. On the other hand, some ICT teachers expressed worry and concerns about the fact
that the status of the course could be updated again to the elective status in the upcoming years;
because they did not trust MoNE. Two ICT teachers expressed the situation as the following:

“Good days are waiting for us, hopefully. Darkness is over and therefore | believe everything will be
better” (M-65110)

“The thing that we have wanted for years is now real...and for the first time | feel like a teacher. This
is a wonderful feeling” (M-65325)

On the other hand, many decisions were made regarding the FATIH Project between 2013 and 2015.
“FATIH Project Seminar on Conscious and Safe Use of Information Technologies and Internet”,
numbered 2494212; "Acceptance procedures” numbered 433392; “ET discovery directive” numbered
506176 and “Tablet distribution” numbered 06178 are some of the decisions taken. The installation of
interactive boards and internet infrastructure, distribution of tablet computers, development of EBA
(Education Informatics Network) and teacher training accelerated considerably in this period. Along with
these innovations, the workload of the ICT teachers also increased due to web access problems, broken
and stolen tablets, technical problems with the interactive boards, inefficient knowledge and skills of
teachers, compulsory commission duties, lack of official explanations, cooperation and plans etc. All
these issues affected ICT teachers negatively in their commitment to the profession, value, self-respect,
and task perception as well as their future perspective. A lot of ICT teachers lost self-esteem, self-value,
and commitment because of they perceived themselves as a servant, mechanic, worker, or officer. Some
of them reflected mostly sadness, despair and burnout because of feeling their professionality as the
least valuable and reputable one in the school. Two ICT teachers expressed the situation as the
following:

“I cannot stop myself thinking about how happy | was when | began my job in 2008. Now it is 2015
and | even do not want to go to school. | do not want to wake up in the morning. | do not want to
talk to anyone. | am unhappy and MoNE is responsible for it. As my other friends said, | have no
hope, aspirations or ideals for the future. What a shame!” (M-187456)

“Friends, | am surprised that those who are still waiting for something, | am very tired. As my other
friends have said, | have no hope, no eager... Woe ...” (M-68838)

“l do not feel like a teacher anymore. | have no expectations anymore. They can do what they want. |
do not believe that they do not make changes for us. | feel like a paranoid because of them and
began to get suspicious even of the positive changes introduced by MoNE. | have never felt such
vulnerable, worthless, and useless in my life. | am done” (M-145180)
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Some ICT teachers believed that although there was not a consensus about solving these problems
encountered by ICT teachers, it was obvious that the ICT Guidance teacher assignment and
technological projects trivialized the ICT teachers’ profession. ICT teachers, who did not feel they
belonged anywhere, required only one thing and it was the disambiguation and specification of their
rights and responsibilities as an ICT teacher. Two ICT teachers expressed the situation as follows:

“All | want is that they make a decision about who we are and why we are at school and then the
rest will come. Is it that hard to make a decision about the roles and responsibilities of an ICT
teacher? What a shame...” (M-155805)

“I do not require any specific things. They should just do something and not make changes on it
anymore. | am fed up with living uncertainties in my life and waiting helplessly. Please end these
uncertainties!” (M-145274)

On the other hand, some ICT teachers emphasized that they created their own professional value
and the problems could be solved if they liked their profession. These teachers specified that ICT
teachers would be happy if they become aware of their position, their responsibilities, the value of the
field, and their self-image at school. Two ICT teachers expressed the situation as the following:

“| totally agree with you. Someone uses you as a repairman, but it is very important that you like
your profession no matter what happens!!! Personally, | like computers and | make money out of this
business, we all do. | would be with computers even if | had another job. | say to myself: | am doing
this job as a hobby and they pay me for it® I think it is vital that you like your job and that is all.” (M-
256095)

“If you want to be regarded as valuable then you should make yourself feel valued. The others
should know that things are not going to be all right if you are not around. Do not do everything
whenever it is told to you. Just do whenever you like to do.” (M-256107)

Discussion, Conclusion & Implementation

It is important to understand how teachers define their own identities, how they make sense of
political changes and how they could deal with uncertainties, tensions and contradictions in the process
in order to understand their professional identities in their professional lives. According to Lamote and
Engels (2010), teachers develop new rules and practices, values and perspectives in the process of
change; moreover, they make inquiries about their qualifications and constantly shape their
professional identities. During educational change processes, factors such as increasing job and life
satisfaction, building positive relations with people, and receiving various supports for their
commitments are strongly connected with teachers’ well-being and these features support their
development of a positive professional identity. However, policy changes and reforms have left many
teachers in a state of confusion about their professional identity, and about their capacity to carry out
the responsibilities associated with their new identities which challenge traditional notions of
professionalism and professional purposes and practices (Day et al., 2005).

In this research, it was determined that technology-oriented policy decisions adversely affect the
professional identity of ICT teachers in their discussions in the online forum "Bilgisayar Bilisim" between
2005 and 2015. Over the years ICT teachers frequently discussing the structure of political decisions,
uncertainties in job descriptions, assignments of ICT coordinator, regulations related to IT courses and
the FATIH project problems and the effects of these problems on their professional identities.

The findings showed that excessive workload, roles, and responsibilities negatively affected ICT
teachers’ professional identities in such aspects as the teachers’ task perceptions, motivation, self-
image, self-esteem, commitment, and future perspective. On the other hand, professional identity was
also negatively affected by inconsistent changes in decisions related to IT courses and increasing
responsibilities and diversities in roles stemming from the projects introduced by MoNE. It is also
possible to see the negative impact of the political decisions on the perception of professional identity,
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motivation, value perception and commitment. Moreover, many ICT teachers valued themselves and
their fields more worthless and insignificant over the years, felt like technical staff but not like teachers,
had no beliefs and expectations about solving the problems and did not want to pursue this profession
anymore.

These results are not surprising. In the literature, several studies have indicated that during changes,
educational technology professionals have different responsibilities and it is argued that ICT teachers
are forced to undertake duties and responsibilities that are not directly related to their professions
(Ausband, 2006; Demirer & Sak, 2015; Johnston, 2015; Lai & Pratt, 2004; Murphy et al., 2017; Sugar,
2005). In Turkey, over the years, numerous arrangements focusing on technology have been
undertaken, experiencing the fundamental problem of the inability to put enough problems of political
arrangements along with the inability to determine clearly the causes of the problem and inadequate
legislation on liability context. For instance, the duties and responsibilities of Computer and Computer
coordinator teachers are given in the directive published in 1993, numbered 2378. According to this
directive, ICT teachers/ICT Coordinator teachers have been given many tasks and responsibilities to
solve technical problems in IT classes, to provide maintenance and cleanliness of IT classrooms, to
resolve all kinds of problems related to the effective use of computer laboratories and to help
administrative and other purpose computer use. This directive, which came into force in 1993, is still in
force. However, it is considered that the directive is open to different interpretations and includes many
job descriptions that require ICT teachers to work outside the teaching work.

On the other hand, in the literature; it is emphasized that it is not the basis of the decisions and the
problems experienced in the Development Plans or the consistency and continuity in the decisions. In
the BTE (2013) report, it is stated that the IT course was put into the second place by the Ministry of
Education, and that the need for this course and teachers is not even regulated by the Ministry of
Education. If the job descriptions that were determined for almost 25 years according to the same
directive, if ICT teachers' duties and responsibilities are not clear, if ICT teachers are asked to perform
very different tasks unrelated to the teaching profession, it is inevitable for ICT teachers to have
professional identity problems. In this environment where uncertainties are not resolved, it is inevitable
that ICT teachers will continue to experience professional identity problems in the implementation
process. For this reason, first of all, it is necessary to make an arrangement and update on job definition
by realizing the problems experienced by the MoNE. In doing so, the needs of ICT teachers and the
problems they have been experiencing for years could be determined and they could be planned in a
systematic way by considering the competences of ICT teachers.

In this research, other problems affecting the ICT teachers’ professional identities in terms of job
perception, self-perception and value perception were the coordinator teacher/ICT Guidance
assignment and FATIH Project. Over the years, the coordinator/ICT guidance assighment has been the
most discussed topics in the forum every year, and ICT teachers have consistently voiced that they have
been completely distant from the teaching profession due to this assignment and have not felt like
teachers because of it. A similar problem was experienced with the implementation of the FATIH
Project. Although many ICT teachers felt that their values and importance would increase with the
project, it was emphasized that the project threatened their professional identities due to the
uncertainties, unplanned and practical problems of the project. In the literature, there are many studies
revealing the negative impact of coordinator teacher assignment on ICT teachers (Eren & Uluuysal,
2012; Karal & Timugin, 2010; Serefoglu-Henkoglu & Yildirim, 2012; Topu & Goktas, 2012).

MoNE did not give up the coordinator teacher assignment for many years and made a number of
arrangements each time and re-presented the task to the ICT teachers. This is another indication that
the MoNE continues to make arrangements without realizing the problems for ICT teachers who are the
implementers of change in schools. Although it is named in different ways, the number of desperate and
exhausted ICT teachers with professional identity crises will increase as long as the basic problems
related to the assignment are not eliminated. In order to eliminate these negativities, MoNE has to go to
the bottom of the problems with more expectations of ICT teachers.
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In addition to these experiences, it has been determined that ICT teachers have been far away from
the courses due to the decisions, they experienced norm problems, they changed their schools
continuously and they could not have the rights like other teachers. All these experiences increased the
professional commitment problems of many ICT teachers and caused them a feeling of belonging to the
profession and to see themselves as worthless and insignificant. In 2012, the focus of the discussions
was changed by taking decisions on the compulsory course, and ICT teachers were positively affected by
the self-perception, the prospect of future and motivation. However, this positive effect has not been
prolonged. It is a fact that the time and energies that ICT teachers spend to adopt and implement
political changes can influence how they interpret the new arrangements (Schmidt & Datnow, 2005; Van
Veen & Sleegers, 2006). Therefore, in the research, ICT teachers may not see positive arrangements due
to their negative experience or, many ITC teachers may not have continued their profession with a
desired professional identity because of the continuing problems in other dimensions. According to
Troman (2008), the decline in the teachers’ commitment to the profession can lead to the crisis of
identity and fragility in the self-respect. As teachers’ anxiety level increases and lack of confidence arises
in time, it can result in quitting the teaching profession (Anspal, et al., 2012). Therefore, it does not
seem possible that ICT teachers can work effectively until these problems are solved.

Besides the ICT teachers whose professional identities were negatively affected during the change
processes, there were also some teachers who struggled with hopes for the future, did not perform non-
instructional duties, and felt themselves to be a teacher with strong commitment. This shows that ICT
teachers grouped differently with different identity indicators in the process of change and gave
different responses to the process according to these different identity structures. Some ICT teachers
had positive dispositions in almost all professional identity factors. They held a hopeful future
perspective, valued themselves and their field, felt confident in their competences, saw themselves as
teachers, held an awareness of duty and responsibilities, felt a commitment to their field and
profession, and were highly motivation to teach. These ICT teachers were named “the happy and
hopeful” ICT teachers. On the other hand, a majority of the ICT teachers had negative tendencies in such
factors of their professional identities as task perception, self-image, and self-esteem. However, those
with negative perceptions can be divided into two different groups. Some ICT teachers were well aware
of the problems and threats towards their professional identities but preferred to struggle for a better
hopeful future. Although they perceived change as a threat to their professional identity, these ICT
teachers did not stop struggling. Those teachers can be named as “the unhappy but contentious” ICT
teachers. Some ICT teachers, on the other hand, had lost hope and future perspective, and experienced
burnout. There are “the unhappy and hopeless” ICT teachers. In this study, it was found that the
majority of the ICT teachers had an “unhappy and hopeless” identity structure with “unhappy but
contentious” identity and very few had “happy and hopeful”' identity structure.

In literature, teachers are divided into different groups according to their professional identity
(Beijaard et al.,, 2000; Canrinus, Helms-Lorenz, Beijaard, Buitink, & Hofman, 2011). For instance,
Canrinus et al. (2011) presented three professional identity profiles according to motivation, job
satisfaction, self-efficacy and commitment: (1) an unsatisfied and demotivated identity, (2) a motivated
and affectively committed identity profile and (3) a competence doubting identity profile. In the process
of change, the aim of policy makers should be to enhance quality in education and foster teacher
commitment to the profession. If the change process cannot be organized effectively, it is inevitable that
it will have unrewarding consequences and will negatively affect the teachers’ commitment to the
profession (Hargreaves, 2004; van Veen & Sleegers, 2006). Therefore, policy makers and practitioners as
well as researchers all around the world should take some responsibility to realize a desired change
process.

According to Fullan (1991), policy or decision makers should transfer the structure of the change and
collaborate with all other stakeholders in order to make sure that everybody involved understands and
realizes the educational changes. Therefore, decision makers can specify the needs and the problems of
the ICT teacher and systematically plan the change process. The roles and responsibilities of ICT
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teachers, in particular, should be identified transparently and they should be assigned according to their
job definitions. Moreover, some official documents and regulations can have multiple meanings for
different people. Therefore, they should be written in an objective format that does not create
misinterpretations.

Another equally important thing related to the change process is the teacher education. It is
necessary to be equipped with new professional skills to change teachers’ attitudes and behaviors
towards the change (Bolivar & Domingo, 2006; Schepens, Aelterman, & Vlerick, 2009). Therefore,
teachers need to meaningfully understand the decisions related to their profession and the political
structure behind the changes as well as the school realities in order not to lead to negative attitudes
towards their profession. Unfortunately, inadequate preparation, differences between theory and
practice (Kelchtermans & Ballet, 2002; Korthagen, Loughran, & Russell, 2006), and rapid changes,
inadequately support, or much less solved problems can make in-service teachers feel lost during this
process (Beauchamp & Thomas, 2010; Chang-Kredl & Kingsley, 2014; Flores & Day, 2006; Schepens, et
al., 2009; TimostSuk & Ugaste, 2012). Teacher education programs are also key opportunities for new
teachers to learn the scope of their roles, responsibilities, and the policies that will shape their
profession. Incorporating in-depth interactions with practitioners in the field may help to bridge the gap
between expectations and the realities of working as an ICT teacher. Considering the problems, it is
necessary to support ICT teachers more in the process of teacher education. It is thought that ICT
teachers will be educated in such a way that they can maintain their professional life by educating them
to be aware of the problems, implementation processes, expectations, duties and personal rights of the
school before starting the profession. Elective courses related to personal and professional development
can be added to teacher education programs, face-to-face or online environments can be brought
together with teachers who are continuing the profession.

As is known, in recent years, information technology conversions are taking place in Turkey. In
particular, with the increasing importance of coding and programming education, many researchers
pursue research which shows the effects of programming instruction on students, their contribution to
the teaching process and the problems during the process (Akpinar & Altun, 2014; Bilir, Korkmaz, &
Cakir, 2018; Ceylan & Gundogdu, 2018; Demirer & Sak, 2016; Goncu, Cetin, & Top, 2018; Yikseltirk &
Altiok, 2015). On the other hand, in connection with new technologies and applications, some updates
have been made in the curriculum of the IT courses in primary and secondary education as well as in the
teacher education program (TTBK, 2018a, 2018b; YOK, 2018). YEGITEK is trying to support teachers with
courses such as robotics and coding (YEGITEK, 2018). In this process, where technological
transformations are taking place in our country, it is usual for ICT teachers to think about the field,
transform their perceptions, responsibilities and identities. Therefore, it is necessary to make up-to-date
studies that examine how these recent regulations affect the professional identity of ICT teachers.
Variables affecting the professional identity of ICT teachers could be examined in more detail on the
basis of new responsibilities, problems, corporate culture and professional experiences. On the other
hand, it is necessary to examine the subject quantitatively in depth. It is thought that scale development
studies, relational studies or model studies will support to the field.

In this research study, it is concluded that ICT teachers want to feel valued and esteemed and realize
themselves as teachers without problems. If necessary precautions are not taken, ICT teachers’ negative
professional identity structures will be an obstacle to lead a successful and an effective teaching career.
No doubt that such a negative professional identity structure will be an obstacle for the endeavors for
the educational changes.
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Tiirkge Siiriim

Girig

Ogretmenler, mesleki yasantilarinda gérev yaptiklari okulun baglami, bagh olduklari bakanhgin
kurumsal yapisi, meslektaslar, yoneticiler, veliler ve 6grenciler ile kurduklari iliskiler, deneyimledikleri
sinif i¢ci 6gretim uygulamalari, mesleklerine iliskin artan baskilar ve sorumluluklar nedeni ile pek ¢ok
sorunla karsi karsiya kalmaktadirlar. Bazi 6gretmenler, 6gretmen egitimi slirecinden meslek yasantilarina
gectiklerinde yasadiklari sorunlar ve zorluklar nedeni ile “uygulama soku” yasarken (Kelchtermans &
Ballet, 2002), bazi 6gretmenler yasanan bu sokun etkisiyle meslegi birakma karari bile alabilmektedir
(Hong, 2010; Kagan, 1992; Kelchtermans, 1993; Kelchtermans & Ballet, 2002). Ogretmenlerin meslegi
birakma nedenlerini belirlemeye y6nelik alanyazin incelendiginde, ¢alismalarin cogunlukla 6gretmenlerin
demografik Ozelliklerine ya da kurumun (okulun) ozelliklerine odaklanarak konuyu ele aldiklari
gorulmektedir (Flores & Day, 2006; Guarino, Santibafiez & Daley, 2006; Smith & Ingersoll, 2004). Ancak,
ne yalnizca demografik ozellikler ne de okul baglami tek basina 6gretmenlerin kendilerini algilayis
bicimlerini ve mesleklerini strdiirme ile ilgili kararlarini agiklamaya yeterli olmamaktadir (Hong, 2010).
Ogretmenlerin mesleklerine yénelik kararlarinda séz konusu degiskenler dnemli olsa da 6gretmenlerin
anlam olusturma ve karar verme sireglerinde oldukga etkili olan, onlarin yasamlarini gevreleyen,
mesleklerine baglanmalarinda anahtar nokta olan, kendileri hakkindaki inanglarina, yani mesleki
kimliklerine odaklanmak son derece 6nemlidir (Beijaard, Meijer, & Verloop, 2004; Korthagen, 2004).

En temel anlami ile mesleki kimlik, belirli bir baglamda belirli bir kisi olarak bilinmek ve “ben su an
kimim?” sorusuna bireyin verdigi yanit olarak tanimlanabilir (Gee, 2000). Paterson, Higgs, Wilcox ve
Villenuve'ye (2002) gore ise mesleki kimlik, odaginda mesleki vyargilamalarin, elestirel 06z-
degerlendirmelerin ve 6grenmelerin yer aldigi ‘profesyonel’ olma algisidir. Wiles’e (2013) gore, mesleki
kimligin temelinde alana iliskin 6zellesmis bilgiler ve yeterlikler, yapilan ise iliskin degerler ve normlar
bulunmaktadir.

Ogretmenlik meslegi temel alindiginda ise mesleki kimlik, bireyin kendisini 6gretmen olarak nasil
gordigl, ogretmen olarak kendisi hakkindaki bilgisi ve 6gretmenlik meslegine yonelik algisi olarak
tanimlanabilir (Beijaard et al., 2004; Timostsuk & Ugaste, 2010). Korthagen’e (2004) gore, 6gretmenlerin
mesleki kimlikleri “Ogretmen olarak ben kimim? Ne tiir bir 6gretmen olmak istiyorum? Ogretmen olarak
stlendigim roller nelerdir?” gibi sorular gercevesinde yapilanmaktadir. Bu sorulara verilen yanitlarla
ogretmenler kim olduklarini, 6gretmen egitiminden ne 6grenebileceklerini, 6gretmen olarak nasil bir rol
model olacaklarini, neyi nasil 6greteceklerini ve 6gretim iceriginin degisiminde ne tur sorumluluk
alacaklarini bicimlendirme olanagi bulmaktadirlar.

Alanyazinda pek c¢ok arastirmada, 6gretmenlik mesleginin merkezinde 6gretmenlerin mesleki
kimliklerinin oldugu vurgulanmaktadir (Farrell, 2011; Korthagen, 2004; Sachs, 2016). Ornegin, Farrell’e
(2011) gore 6gretmenlerin mesleki kimlikleri; sinif icinde ve sinif disinda 6gretmenlere rehberlik eden
inanglarin, varsayimlarin, deger algilarinin ve uygulamalarin temelinde yer almaktadir ve bu mesleki
kimlik 6gretmenlerin mesleki gelisimleri icin oldukga 6nemlidir. Sachs’a (2016) gore ise 6gretmenlerin
davranislarinda, mesleklerini anlamlandirmalarinda ve toplumdaki yerleri ile ilgili olusturduklari
anlamlarda, sahip olunan mesleki kimligin dogrudan etkisi s6z konusudur.

Arastirmalarda farkli bigcimlerde tanimlanan mesleki kimligin gostergeleri ile ilgili olarak alanyazinda
ortak bir gériis olmadigi dikkati cekmektedir. Ornegin, Hong’a (2010) gére dz-yeterlik; mesleki bagllk,
duygular, deger algisi, bilgi-beceriler ve mikro politikalar mesleki kimlik gostergelerini olusturmaktadir.
Kelchtermans (1993) mesleki kimligi; 6z-imge, 6z-saygi, is icin gidilenme, gorev algisi ve gelecege bakis
gostergeleri ile ele almistir. Day (2007) de arastirmasinda mesleki kimlik gostergelerini; is memnuniyeti,
mesleki bagllik, 6z-yeterlik ve is icin glidiilenme olarak betimlemistir. Mesleki kimlik géstergeleri ile ilgili
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olarak alanyazinda ortak bir gériis olmamasina karsin konu ile ilgili calismalarda mesleki kimligin; deger,
is memnuniyeti, is glidilenmesi, benlik algisi, 6z-saygi, duslince ve inanglar, gorev algisi, bilgi-beceri, 6z-
yeterlik, gelecege bakis ve mesleki baghlk gostergeleri ile incelendigi géze ¢garpmaktadir.

Alanyazinda farkli gostergelerle ele alinan mesleki kimlik; bir kisinin kim olduguna iliskin gerek
kendisine ylkledigi gerekse kisiye digerleri tarafindan yiklenen anlamlarla ilgilidir ve toplum iginde
yasanan durumlardan, etkilesimlerden ve bireyin kendi deneyimlerini yorumlamasindan etkilenmektedir
(Day, Elliot, & Kington, 2005; Geijsel & Meijers, 2005). Olsen’a (2008) gore, 6gretmenlerin mesleki
kimlikleri i¢sel ve digsal pek ¢ok degiskenle yapilanmakta ve belirli bir durumun ve/veya surekli gelisen
bir slrecin Urinu olarak ortaya ¢ikmaktadir. Bagka bir deyisle, mesleki kimlik sabit degildir, kurulan
iletisim ve etkilesimlerle siirekli degisir ve yeniden yapilanir. Ornegin, Day, Kington, Stobart ve
Sammons’a (2006) gore Ogretmenler; okul disindaki yasantilar ile ilgili olan kisisel boyutun, iyi bir
o6gretmenin sahip olmasi gereken o6zelliklerle ile ilgili olan profesyonel boyutun ve 6gretmenin galisma
ortami ile ilgili olan durumsal boyutun etkilesimi ile farkli mesleki kimlikler gelistirmektedirler. Mesleki
kimligin yapilanmasinda etkili olan dissal etmenler; okullar, toplumsal yapi, egitimdeki degisimler ve
reformlar, 6gretmen egitimi, sinif-ici uygulamalar, konu alani, 6grenciler, meslektaslar, toplumsal
iliskiler, ekonomi (Flores & Day, 2006; Hong, 2010; Hsieh, 2010); i¢sel etmenler ise; beklentiler, inanglar,
duygular, deneyimler ve giidiilenme gibi degiskenler olarak tanimlanabilir (Hong, 2010; Kelchtermans,
1993; Lasky, 2005; Sutherland, Howard, & Markauskaite, 2010; vanVeen & Sleegers, 2006; Zembylas,
2003).

Mesleki kimligi etkileyen degiskenlerin icinde, egitimdeki degisimler ve reformlar olduk¢a énemli bir
yere sahiptir (Akmal & Miller, 2003; Danielowich, 2012; Day et al., 2005; Vah&santanen & Etelapelto,
2009; vanVeen & Sleegers, 2006). Fullan’a (1991) gére, 6gretmenler politik degisimlerin uygulanmasi
siirecinde anahtar bir role sahiptir ve degisimin gerceklesmesi, 6gretmenlerin bu slireci anlamlandirmasi,
benimsemesi, sahiplenmesi, degisime istekli olmasi ile olanaklidir. Ote yandan, politik degisimlerin
O0gretmenlerin degerleri, inanglari, uygulamalari ve mesleki kimlik yapilandirmalarinda dogrudan etkiye
sahip oldugu bir gergektir (Sachs, 2001). Bu nedenle, politik degisim kararlarinin alinmasi ve uygulanmasi
sireclerinde hem 6gretmenlik meslegine hem de 6gretmenlerin mesleki kimliklerine odaklaniimasi
gerekmektedir. Ancak, politik degisimlerin 6gretmenler tarafindan benimsenmesi kolay bir sireg
degildir. Bu sirecte, 6gretmenlerin mesleki kimliklerinin yeniden dizenlenmesi gerektigi icin degisimi
uygulamak zor gorilebilir ve degisime karsi direng olusabilir (Vahdasantanen & Etelapelto, 2009). Van
Veen ve Sleegers’e (2006) gore, politik degisimler 6gretmenlerin sahip oldugu goérev algisi, deger algisi,
inanclari ve yeterlikleri ile uyumlu ise 6gretmenler politik degisimlere olumlu tepkiler vermekte, degil ise
degisimi mesleki kimliklerine tehdit olarak algilayip olumsuz tepkiler gostermektedirler. Degisime karsi
olusan direncin pek ¢ok sebebi olabilir. Degisimin karmasik yapisi ve belirsizligi, degisim sirecindeki
baskici uygulamalar, zaman ve kaynak yetersizligi ya da 6gretmenlerin degisim ile ilgili olumsuz dislince
ve inanglari, degisime karsi diren¢ olusmasina neden olabilmektedir (Davis, 2003; Day et al., 2005; Fullan
& Miles, 1992; Rice & Malen, 2003; Schmidt & Datnow, 2005; Schwann & Spady, 1998; Zembylas &
Barker, 2007). Schmidt ve Datnow’a (2005) gére 6gretmenler, var olan pedagojik ve ideolojik bakis
acllari ile degisimin temelindeki gorusler uyusmadigi zaman ve degisimin kendi 6z-imgelerine ve
kimliklerine engel olusturdugunu distindikleri zaman degisime karsi direnmektedirler. Rice ve Malen’a
(2003) gore, kotu tasarlanan, yanhs uygulanan ya da yeterince desteklenmeyen politik degisimler
ogretmenlerde belirsizlik, basarisizlik ve hayal kirikligi olusturabilmekte; 6gretmenlerin beklentileri ve
gereksinimlerinde catismalara neden olabilmektedir. Ortaya c¢ikan bu durum, 06gretmenlerin
duygularinda, deger algilarinda, giliven ve bagliliklarinda, yani mesleki kimliklerinde sorunlara yol
acabilmektedir. Ozetle, politik degisim siirecinde yasanan olumsuz siireglerin sonucunda, degisimle
birlikte kendi mesleki kimlikleri hakkinda karmasaya disen, yeteneklerini ve sorumluluklarini yeniden
sorgulamaya baslayan oOgretmenlerin degisim ile gelen mesleki kimlik krizleri yasamasi kaginilmaz
olmaktadir (Day et al., 2005; Lee & Yin, 2011; vanVeen & Sleegers, 2009).
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Ulkelerin 21. yizyilda varhigini siirdiirebilmesi icin gelecegin gereksinimlerine yanit verebilecek
bicimde egitim politikalarini yeniden diizenleyerek, bilgi ve iletisim teknolojilerinden (BIiT) etkili bir
bicimde yararlanan, yaratici, esnek, yenilikgi ve sorgulayici bireyler yetistirmesi bir zorunluluktur.
Tirkiye’de de 1980'li yillardan giiniimiize BiTin egitim-6gretim siireclerinde kullanimina y&nelik
calismalarin hiz kazandig1 goriilmektedir. Yillar icinde, Millt Egitim Bakanhgi (MEB) tarafindan Bilisim
Teknolojileri (BT) dersini ve BT 6gretmenlerini dogrudan etkileyen ¢ok fazla karar alinmistir. Ozellikle;
dersin durumu -se¢meli ya da zorunlu olmasi- ismi, se¢cim bigimi, slresi, okutulacagi sinif dizeyi,
degerlendirilmesi ile ilgili dizenlemeler, 6gretmen atamalari ile ilgili degisiklikler, BT 6gretmenlerine
verilen gorevlendirmeler ve sorumluluklar, MEB tarafindan yuritilen teknolojinin yayginlastiriimasi ile
ilgili projeler ve benzeri pek ¢ok konuda BT &gretmenleri dogrudan etkilenmistir. Ornegin, Tablo 1'de
bilgisayar dersi ile ilgili olarak 1997 yilindan 2013 yilina kadar yapilan degisiklikler kisa siire iginde ne
kadar ¢ok degisiklik yapildigini ortaya koymaktadir.

Tablo 1.
1997-2013 Yillari Arasinda Bilgisayar Dersinde Yasanan Dedisimler.
Ders Saati
Karar
= No Dersin ismi Durum Secim Sekli Degerlendirme 1 2 3 4 5 6 7 1
5 143 Bilgisayar Segmeli Okul yonetimince  Notla 1-2 12 12 12 1-2
3 belirlenir degerlendirme
yapilr
Y 192 Bilgisayar Segmeli Ogretmenler Notla 1 1 1 1 1 1 1 1
IS4 kurulunca belirlenir degerlendirme
yapilmaz
5 111 Bilisim Segmeli Ogretmenler Notla 1 1 1 2 2 1 1 1
< Teknolojileri kurulunca belirlenir degerlendirme
yapilmaz
S 75 Bilisim Segmeli Ogretmenler Notla 1 1 1
;5 Teknolojileri kurulunca belirlenir degerlendirme
yapilmaz
N 69 Biligim Segmeli Veliler okula Notla 2 2 2 2
;5 Teknolojileri ve dilekge verir degerlendirme
Yazilim yapilmaz
M 22 Biligim 5ve6. Veliler okula Notla 2 2 2 2
I Teknolojileri ve Siniflarda dilekge verir ve degerlendirme
Yazilim zorunlu dersler e-okul yapilir
7 ve 8. sistemine girilir
Siniflarda
secmeli

Kaynak. Bilisim Teknolojileri Egitimcileri Dernegi [BTE]

Yillar iginde, Tirkiye’deki teknoloji odakli kararlar ve diizenlemeler, BT 6gretmenlerinin ¢ok fazla
sorun yasamasina neden olmustur. Alanyazindaki ¢alismalar incelendiginde; BT 6gretmenlerinin MEB
tarafindan belirlenen gérev tanimlarinin net olmamasi, kendilerinden beklenen goérev ve sorumluluklarin
cok fazla olmasi, dersin saatinin az olmasi, dersin se¢meli ders olmasi, 6gretim programinin yetersiz
olmasi, siniflarin kalabalik olmasi ve BT siniflarinin teknik olarak yetersiz olmasi gibi boyutlarda sorunlar
yasadiklari goriilmektedir (Altun & Ates, 2008; Aslan & Duruhan, 2018; Deryakulu, 2005; 2006;
Deryakulu & Olkun, 2007; Dursun, 2015; Eren & Uluuysal, 2012; Karal & Timugin, 2010; Seferoglu, Yildiz
& Yiicel, 2014; Serefoglu-Henkoglu & Yildirim, 2012; Topu & Goktas, 2012; Yesiltepe & Erdogan, 2013).
Ote yandan, BT 6gretmenlerinin 8gretim sorumluluklari disinda okulda yasanilan her tiirli teknik soruna
¢6zim bulmak, okulun internet altyapisindan web sitesinin kurulumuna kadar tiim sireglerden sorumlu
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olmak ve evrak islerini ylrtutmek gibi 6gretim disi pek ¢cok gorev verilmesi nedeni ve is stresi ile birlikte
duygusal tiikkenme yasadigi da bir gercektir (Ciftci, Cengel, & Ozkaya, 2018; Deryakulu, 2005; 2006;
Deryakulu & Olkun, 2007; Eren & Uluuysal, 2012; Karal & Timugin, 2010; Karatas, 2010; Seferoglu et al.,
2014; Serefoglu-Henkoglu & Yildirim, 2012; Topu & Goktas, 2012). Ornegin, Deryakulu’nun (2005) BT
ogretmenlerinin yasadigl sorunlari belirledigi ¢alismasinda, BT 6gretmenlerinin mesleklerinin daha ilk
yillarinda is stresi ile birlikte duygusal tikenmislik yasadiklari sonucuna ulasilmistir. Ciftci ve digerleri
(2018) galismalarinda, BT 6gretmenlerinin BT 6gretmen kimligi ile Ustlenmek zorunda kaldiklari islere
cok fazla odaklandiklarini, yaptiklari ve kendisinden yapilmasi istenen islerle ilgili cok fazla varolussal
kaygi hissettiklerini belirlemislerdir. Daghan, Kalayci ve Seferoglu (2011) ise bilisim alaninda yasanilan
sorunlari MEB kararlari agisindan incelemis ve MEB’in alinan kararlari uygulamaya aktarma noktasinda
sorunlar yasadigini, kararlari uygulayacak olan 6gretmenlerin goriis ve gereksinimlerine yeterince yer
vermedigini, alinan kararlarin 6nemli bir bolimandn hig uygulanmadigini ya da kisa bir slire uygulamaya
konulduktan sonra vazgecildigini belirtmislerdir. Bu durum, Tirkiye’deki BT alani ile ilgili kararlarin
alinmasi ve uygulanmasi sirecinde birtakim sorunlarin oldugunu ve bu sorunlarin BT 6gretmenlerini
dogrudan etkiledigini dogrulamaktadir.

Degisimleri/reformlari basarih bir bicimde uygulamak ve 06gretmenlerin degisimle etkilesimini
desteklemek igin, 6gretmenlerin degisimleri nasil anlamlandirdiklarini ve degisim baglaminda mesleki
kimliklerini nasil yapilandirdiklarini ¢ok iyi anlamak gerekmektedir (Vdahadsantanen & Eteldpelto, 2009).
Turkiye’de de teknoloji odakh degisimler/reformlar disinildigiinde, bu degisimlerin egitim sisteminde
etkili bicimde ydritilmesinde BT 6gretmenlerinin roliiniin olduk¢a bilyik oldugu bilinmektedir. BT
ogretmenlerinin mesleki kimlikleri, degisim slrecini anlamlandirmalari ve siirecte yasadiklari, degisim
stirecinin etkili ve verimli bir bicimde ilerlemesinde olduk¢a 6nemlidir. Bower ve Parsons’a (2016) gore,
BT o6gretmenlerinin mesleki kimlikleri reformlarin uygulanmasi siirecinde ne yapip yapmadiklari
konusunda bir filtre gibi gérev almaktadir, bu nedenle degisim ve reformlarinin basarisini kolaylastirmak
icin BT 6gretmenlerinin degisim siirecindeki mesleki kimlikleri de g6z 6niinde bulundurulmalidir. Baska
bir deyisle, reformlarin uygulanmasi siirecinde yasanilan sorunlari incelerken, sorunlarin temeline
odaklanilarak degisimlerin mesleki kimlik tGizerindeki yansimalari ayrintili bir bicimde incelenmelidir.

Ulusal alanyazin incelendiginde, BT 6gretmenleri ile ilgili calismalarda bu 6gretmenlerin yasadiklari
sorunlar belirlense de bu sorunlarin neden yasandigi, BT 6gretmenleri lizerinde nasil bir etki biraktig
yani yapilan degisimlerin BT 6gretmenlerinin mesleki kimliklerini nasil etkilendigini belirlemeye y6nelik
arastirmalara rastlanmamistir. Bu baglamda, bu calismanin temel amaci; llkemiz egitim sisteminde
siklikla gindeme gelen bilisim teknolojileri egitimi ve bu teknolojilerin egitime kaynastiriimasi odakli
degisimlerin BT 6gretmenlerinin mesleki kimlik yapilari Gzerindeki etkisini belirlemektir.

Yontem
Arastirmanin Deseni

Bu arastirma, nitel arastirma yontemlerinden igerik ¢oziimlemesi yontemi temel alinarak
gergeklestirilmistir. icerik ¢cdziimleme ydntemi, sistematik bir bicimde iletisimin igeriginin tanimlandig
bir yontem olup (Merriam, 2009); metin ya da baska bigimlerdeki iceriklerin ve mesajlarin 6zetlenmesi,
siniflandiriimasi ve karsilastirilmasini saglamaktadir (Chen, Monion, & Morrison, 2007). Bu arastirmada
MEB tarafindan gerceklestirilen, dncelikle BiT’in egitime kaynastirilmasina yénelik degisimlerin BT
ogretmenlerinin mesleki kimlik yapilari Gizerinde meydana getirdigi etkileri ortaya koymak amaciyla BT
o6gretmenlerinin bir araya gelerek paylasimlarda bulundugu c¢evrimigi tartisma ortamindaki paylasimlar
icerik ¢oziimlemesi yontemi ile incelenmistir. Ardindan BT 6gretmenlerini dogrudan ya da dolayli bir
bicimde etkileyen kararlari ortaya koyabilmek amaci ile genelgeler, yonergeler, yonetmelikler ve
kurumlardan gonderilen resmi yazilar incelenmistir.
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Veri Toplama Araglari

Bu arastirmada veri toplama araci olarak; forum ortami kayitlarini ve resmi yazilari ¢éziimlemek igin
kodlar ve temalardan olusan taslaklar hazirlanmistir. Alanyazinda, mesleki kimlik gostergeleri ile ilgili
olarak bir gorls birligi olmadigindan, calisma kapsaminda alanyazindaki ¢alismalarda ele alinan tim
mesleki kimlik gostergelerinden yola cikilarak verilerin kodlanmasi igin bir gerceve olusturulmus ve
kodlamalar bu gergeve temel alinarak gergeklestirilmistir (Day, 2002; Hong, 2010; Kelchtermans, 1993;
Lamote & Engels, 2010; Lasky, 2005). Bu cerceveye gore mesleki kimlik; deger, is memnuniyeti, is
giudilenmesi, benlik algisi, 6z-saygi, dislince ve inanglar, gorev algisi, bilgi-beceri, 6z-yeterlik, gelecege
bakis ve mesleki bagllk gostergeleri ile ele alinmistir. Resmi belgeler ise, yillar icinde alinan politik
kararlarin ne oldugunu ve kararlardaki degisimlerin neler oldugunu net bir bicimde ortaya koyabilmek
amac ile kararin baglami, onceki kararlardan farkl yoénleri, getirdigi yenilikler ve BT &6gretmenleri
Uzerindeki etkileri temel alinarak kodlanmistir.

Verilerin Toplanmasi ve Coziimlenmesi

Arastirmada incelenmek icin secilen ¢evrimici tartisma ortami, 6l¢iit 6rneklem yéntemi kullanilarak
belirlenmistir. Bu amacgla, arama motorunda yalnizca BT 6gretmenligi alanina yénelik olusturulmus olan,
tartisma forumunda dosya ve materyal paylasimlari disinda 6gretmenlerin gorislerini de paylastigl, yillar
icinde duzenli paylasimlarin yapildigl, halen etkin olarak kullanilan bir forum ortaminin segilmesi
kararlastirilmistir.  Olciitlere gére vyapilan incelemeler sonucunda “Bilgisayar Bilisim Formu”
(http://www.bilgisayarbilisim.net/) belirlenmistir. Arastirma kapsaminda, “Bilgisayar Bilisim Forumu”
ortaminda 2005-2015 yillari arasinda paylasilan toplam 302617 mesaj icerik analizi yontemi kullanilarak
¢6zimlenmistir. Verilerin ¢d6ziimlenmesi siirecinde, toplam 302617 mesajdan 47866 mesaj mesleki
kimlik ile ilgili temalarin altinda kodlanmistir.

Tartisma formunun belirlenmesinin ardindan, MEB tarafindan alinan, BT 6gretmenlerini dogrudan ya
da dolayh olarak etkileyen resmi belgeler belirlenmistir. Bu resmi belgelere resmi gazeteden, tebligler
dergisinden, MEB mevzuat bankasindan, bakanli§in resmi web sitesinden erigilmistir. Bu belgelerin
secilmesi islemi 1995-2015 tarihler arasinda yayinlanmis olan belgelerin basliklarinin okunmasi, genelde
ogretmenleri, 6zelde BT 0Ogretmenlerini etkileyen kararlarin secilmesi ile gerceklesmistir. Secilen
belgeler, tirlerine ve yillara gore siniflandiriimis ve ¢6ziimlemeye hazirlanmistir. Verilerin ¢dziimlenmesi
asamasinda, 1995-2015 tarihleri arasinda erisilen toplam 215 resmi belge kodlanmistir. Resmi belgelerle
ilgili belirlenen kodlar, MEB mevzuatina hakim olan iki BT 6gretmeni tarafindan incelenmis, onlardan
alinan donitler ve diizenlemelerle son haline getirilmistir.

Gegerlik ve Giivenirlik

Arastirmaci tarafindan olusturulan kod listesi ve kodlanan mesajlarin givenirligini belirlemek
amacliyla uzman goéris formu hazirlanmistir. Uzman goris formu hazirlanirken, her bir mesleki kimlik
gostergesi ile ilgili mesajlara ilgili temalar altinda yer verilmistir. Hazirlanan form, nitel arastirma dersi
almis ve bu konuda c¢alismalar yapan doktorasini tamamlamis iki Ogretim elemani tarafindan
incelenmistir. Cevrimigi tartisma ortaminda veriler arastirmaci tarafindan kodlandiktan sonra tiim
kodlanan mesajlarin % 10.00°u (4236 mesaj) da nitel arastirma dersi almis ve bu konuda c¢alismalar
yapan doktorasini tamamlamis bir 6gretim elemani tarafindan kodlanmistir. Cevrimici tartisma
ortamindaki kodlamalar icin Cohen’in Kappa katsayisi 0.82 olarak belirlenmistir. Calismanin i¢ ve dis
gecerliligini saglamak igin; verilerin tanimlanmasi ve yorumlanmasinda nesnel davranilmaya calisiimis,
verilerin yorumlanmasinda ortam kayitlarindan dogrudan alintilara yer verilmis, toplanan verilerin ve
bulgularin dogrulugu igin alan uzmanlari ve arastirmacilardan destek alinmis, arastirmanin benzer
baglamlarda yinelenebilmesi igin siirecine iliskin ayrintili bilgiler verilmistir. Cevrimici ortamdan alinan
alintilar (M-mesaj sayisi) biciminde adlandirilmistir. Bu ¢alismanin verileri, incelenen ¢evrimigci tartisma
forumu (www.bilgisayarbilisim.net) ve bu forumda 2005-2015 yillari arasindaki mesajlar ile sinirhdir.
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Bulgular

Arastirmada, MEB tarafindan alinan kararlarin ¢6ziimlenmesi sonucunda, egitimdeki degisim
surecinde BT &gretmenlerini dogrudan ya da dolayh olarak etkileyen kararlarin konulara ve alindiklari
yillara gére dagilimi Tablo 2’de gorilmektedir.

Tablo 2.
1993-2015 yillari arasinda BT égretmenlerini etkileyen kararlar.
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1993- 1 4 4 1 4 1 6 2 1
2004
2005 1 1 1 1
2006 1 1 1 1 2 1
2007 1 1 1 1 1
2008 2 1 1 1 1
2009 3 1 1 1 1
2010 2 1 1 2 2 1 1
2011 2 1 1 5 3 1 1 2
2012 3 2 1 1 1 1 1 6 1 1 5
2013 2 3 1 1 1 1 3 2 2 2 2 3
2014 3 1 2 2 2 2 3 1 2 3 1 4 3 11
2015 3 1 1 4 1 3 2 5 3 4 2 21
Toplam 22 14 6 10 6 15 12 16 1 18 4 9 8 4 8 9 2 6 3 42

Bilgisayar/bilisimle ilgili kararlar, 1993 yilinda “Milli Egitim Bakanligina Bagli Orgiin ve Yaygin Egitim
Kurumlarinda Bilgisayar Laboratuvarlarinin Secilmesi, Diizenlenmesi ve isletilmesi ile Bilgisayar ve
Bilgisayar Koordinatér Ogretmenlerinin Yetistirilmesi, Secilmesi ve Gorevleri” hakkinda bir yonerge ile
baslamis olup, glinlimiize kadar yogun bicimde devam etmektedir. Tablo 2 incelendiginde, 1993 yilindan
2015 yilina kadar hemen hemen her yil formatérliik / BT Rehber (BTR) 6gretmen gorevlendirmesi, dersin
o6gretim programi ve cizelgesi, atama ve yer degistirmeler, BT siniflari, norm kadrolarin diizenlemeleri ile
ilgili konularin cok fazla tartisildigi goriilmektedir. 2011 yilindan sonra ise FATIH projesi (Firsatlar
Arttirma ve Teknolojiyi lyilestirme Hareketi) tartismalara konu olmustur. Alinan kararlar incelendiginde,
1993 yilindan 2015 yilina kadar en fazla FATIH projesi (n=42), formatérliik gérevlendirmesi (n=22), norm
kadro diizenlemeleri (n=18), ilkogretim kurumlari yénetmeligi (n=16), atama ve yer degistirmeler (n=15),
ders gizelgesi (n=14) konularinda karar alindigi dikkati cekmektedir.

BT Ogretmenlerinin Cevrimici Tartisma Ortamindaki Mesleki Kimlikleri

BT 6gretmenlerinin 2005-2015 vyillari arasinda dile getirdigi mesleki kimlik gostergelerine iliskin
tartismalarin dagihimi Sekil 1’ de goruldtgi bicimdedir.
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Mesleki Kimlik Gostergeleri
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Sekil 1. 2005-2015 yillari arasinda tartisma ortaminda dile getirilen mesleki kimlik gostergelerinin
dagilimi.

Sekil 1 incelendiginde, yillar icinde BT 6gretmenlerinin en fazla gérev algisi (% 24.40), dusince ve
inanglar (% 21.80) ile gelecege bakis (% 14.90) boyutlarinda, en az ise 6z-saygl (% 1.80) ve 6z-yeterlik (%
1.10) boyutlarinda mesleki kimlik yansimalarinin oldugu gorilmektedir. BT 6gretmenlerinin mesleki
kimlik gostergelerinin yillara gére dagilimi Sekil 2’de yer almaktadir.
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Sekil 2.Tartisma ortamindaki mesleki kimlik ile ilgili gbstergelerin yillara gére dagilimi.

Sekil 2 incelendiginde, tartismalarda bazi yillarda mesleki kimlik gostergelerine ¢ok fazla rastlanirken
bazi yillar tartisma sayisi azalmistir. Ozellikle 2008, 2009, 2011, 2013 ve 2014 yillari arasinda kimlik
gostergelerinde yasanan degisimler dikkati cekmektedir. Sekil 2’de 2010 yilinin, mesleki kimligin hemen
hemen tim boyutlarinda tartismalarin en fazla yapildigi yil oldugu, 2013 yilinin ise mesleki kimlik ile ilgili
tartismalarin azalmaya basladigi yil oldugu gorilmektedir.
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MEB Tarafindan Alinan Kararlarin Mesleki Kimlik Yapilari Uzerindeki Etkisi

2005-2009 yillar1 arasinda alinan kararlar ve bu kararlarin BT 6gretmenlerinin mesleki kimlik
yapilari iizerindeki etkisi: MEB tarafindan 2005-2009 yillari arasinda alinan kararlar incelendiginde, BT
dersinin haftalik saati, BT Ogretmenlerinin formatdr ©gretmen olarak goérevlendirilmesi ve BT
O0gretmenlerin mesleki ve teknik egitim veren kurumlara atanabilmeleri ile ilgili konularda 6nemli
kararlar alindigi goriilmektedir. Ayni yillar iginde tartisma forumunda mesleki kimlik ile ilgili yapilan
tartismalar toplam tartismalarin % 13.20’sini olusturmaktadir.

1997 yilinda, MEB Talim Terbiye Kurulu Baskanligi 143 sayili karari ile bilgisayar dersi okullarin
haftalik ders gizelgesine 4-8 siniflarinda haftada 1 ya da 2 saat olacak bicimde, not ile degerlendirmesi
olmayan se¢meli ders olarak eklenmistir. Dersin sahip oldugu bu 6zellikler, 2005 yilinda ders ile ilgili
tartismalara konu olmustur. 2005 yilinda MEB Talim Terbiye Kurulu Bagkanhgi 192 sayil karari ile ders
gizelgesinde yapilan dizenlemede, Bilgisayar dersi 1-8 siniflarda haftada bir saat segmeli ders olarak
cizelgede yerini almistir. 2007 yilinda ise MEB Talim Terbiye Kurulu Baskanhgi (TTKB) 111 sayili karari ile
eskiden “Bilgisayar” olan dersin adi “Bilisim Teknolojileri” olarak degistirilmis, dersin saati 4 ve 5.
siniflarda 2 saat, diger siniflarda 1 saat olacak bicimde dizenlenmistir. Dersin haftalik ders cizelgesine
eklenmesinden itibaren istekleri karsilanmayan BT 06gretmenleri, 2005-2007 yillari arasindaki
tartismalarda hem dersin durumu hem de eski, yetersiz ve kalabalik BT siniflarinda ders islemek zorunda
olmalari nedeniyle mesleki kimligin deger algisi ve benlik algisi boyutlarinda yasadiklari sorunlari dile
getirmiglerdir. BT 6gretmeninden ¢l bu durumu tartisma formunda soyle ifade etmistir:

“Allah askina soyleyin bana benim asil meslegim ne? Ben ne i¢in onca emek verdim... Okulun bozuk
bilgisayarlarini tamir etmek icin mi, midurlerin islerini yapmak igin mi, yoksa 15 bilgisayar 45-50
kisilik siniflarda 1 saat ders anlatmaya ¢alismak i¢in mi...” (M-1414)

“Bakanlik dersimizi zorunlu yapmadik¢a kendimi asla diger 6gretmenler gibi hissedemeyecegim.
Okuldaki teknik eleman ihtiyacini karsilayan MEB’in de dersimizi zorunlu yapacagina hiiiiccee
inanmiyorum. Bir matematik 6gretmeni, hatta bir beden 6gretmeni kadar bile deger verilmiyor bize”
(M-1459)

“Ben bilgisayar 6gretmeniyim ama okulda bilgisayar laboratuvari yok, dersleri nasil isleyebilirim.
Simdiye kadar hep konustum bilgisayar hakkinda, bazen yazdirdim, ama baska bir materyal yok. Bir
tane bile bilgisayar yok ® ders isleyebilecegim, okula bu dénem atandim ve ne yapacagimi
bilmiyorum... Kendimi hi¢ bu kadar caresiz, degersiz hissetmemistim.” (M-2182)

2005 yilindan itibaren tartisma formunda, BT 6gretmenlerinin yogun bicimde tartistiklari bir diger
konu formator/koordinatdér 6gretmen gérevlendirmesidir. ilk kez 1993 yilinda MEB’in 2378 sayili
yonergesinde belirtilen formatér 6gretmen goérevlendirmesinin temel amaci; okullarda BT siniflarinin
etkili kullanimini saglamak, 6grencilere ve 6gretmenlere bu teknolojileri kullanim konusunda destek
olmak ve BT siniflarinda yasanan her tirli aksakligin giderilmesini saglamaktir. Fakat gevrimigi
tartismalar incelendiginde, goérevlendirilen formatér o6gretmenlerin sorumluluklari bunlarla sinirh
kalmadig1 gorilmektedir. BT 6gretmenlerine gore, yonergede formator 6gretmenlerin gorevleri ile ilgili
“idari ve diger amach bilgisayar kullanimina yardimci olmak” gibi yoruma acik ifadelerin yer almasi, okul
yoneticilerinin yonetmeligi kendine gore yorumlayarak formatér Ogretmenlere; sisteme Ogrenci
bilgilerini girmek, ders programi hazirlamak, evraklari diizenlemek, teknik sorunlara ¢ézim bulmak gibi
ogretim disi gorevler vermesine yol agmistir. Pek ¢cok BT 6gretmeni; yonergedeki belirsizlikler, yoruma
acitk ifadeler ve 06zlik haklarinin net bicimde tanimlanmamasi nedeni ile formatér 6gretmen
gorevlendirmesinde sorun vyasadiklarini distinmektedir. Bu durum, BT 06gretmenlerinin mesleki
kimliklerinin gorev algisi ve deger algisi boyutlarinin zarar gérdigini gostermektedir.

2008 yilinda, MEB Egitim Teknolojileri Genel Mudurliglt 22168 sayili yazisi ile onceki yillarda
gonillilik esasina dayal olarak yapilan formatér 6gretmen goérevlendirmesi BT 6gretmenleri icin
zorunlu hale gelmistir. Zorunlu goérevlendirme, formatorlik gorevini yapmak istemeyen BT
ogretmenlerini caresiz birakmis ve pek ¢ogunun meslekten uzaklasmasina neden olmustur. Zorunlu
formator gorevlendirmesi ile birlikte BT ogretmenleri mesleki kimliklerinin benlik algisi, deger ve is
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gidilenmesi boyutlarinda oldukca olumsuz etkilenmislerdir. Ozellikle 2006 yili ile karsilastirildiginda,
forum ortamindaki tartismalarda benlik algisi tartismalarinin 2008 yilinda bes kat arttigi dikkati
¢ekmektedir. Bu durum, formator 6gretmen gorevlendirmesi ile ilgili diizenlemelerin BT 6gretmenlerinin
mesleki kimlikleri Gzerindeki olumsuz etkisini ortaya koymaktadir. Bu yillarda, BT 6gretmenleri
meslekten soguduklarini, kendilerini degersiz gérdiklerini, kendilerini meslege ait hissetmediklerini daha
fazla dile getirmislerdir. BT 6gretmenlerinden ikisi tartisma forumunda bu durumu soyle ifade etmistir:

“Ne memur, ne 6gretmen, ne idareci hepsinin arasinda hatta hepsinin karisimi gibi geliyor bana...
Okulun teknik servis elemani, Ustl toz olan amele, hizmetli, her isi yapan birisi. Ortaya karisik bir
sey... Okulun floresani arizalansa kendine miiracaat edilen, yok ben bu isin adami degilim dediginde,
hocam sen bunun egitimini almadin mi sorusuna muhatap olan talihsiz kisi... Ogrenciler tarafindan
basit internet kafeci muamelesi géren sahis. idarenin amelesi.” (M-7234)

“Ben de hep neden bilgisayar 6gretmeni oldum ki diyorum :( diger branslarin yaninda sanki ¢ok
degersiz bir bransmis gibi geliyor” (M-7345)

2010-2012 yillar1 arasinda alinan kararlar ve bu kararlarin BT 6gretmenlerinin mesleki kimlik
yapilari iizerindeki etkisi: 2010-2012 vyillari arasinda MEB tarafindan formator Ogretmen
gorevlendirmesi, ders cizelgesi, 6gretmen atamalari, norm kadrolar ve FATIH Projesi gibi konularda
dnemli kararlar alinmistir. Onceki yillar ile karsilastirildiginda, 2010-2012 yillari arasinda alinan kararlar
BT 6gretmenlerinin mesleki kimliklerini neredeyse tim boyutlarini etkilemistir. Mesleki kimlik ile ilgili
tartismalarin en yogun bigimde bu yillar arasinda gergeklestigi dikkati cekmektedir. 2005-2009 yillari
arasinda mesleki kimlik ile ilgili yapilan tartismalar toplam tartismalarin % 13.20’sini olustururken, 2010-
2012 yillari arasinda bu oran % 34.00’e kadar ylkselmistir.

2010-2012 vyillari arasinda forum ortaminda en fazla formatér 6gretmen goérevlendirmesi ile ilgili
diizenlemeler tartigilmistir. 2012 yilinda MEB Yenilik ve Egitim Teknolojileri Genel Mudirlugi (YEGITEK)
248065 sayili karar ile formatér 6gretmen gorevlendirmesi sonlandiriimig, yerine yeni “BT Rehber
Ogretmen” gorevlendirmesi getirilmistir. BT 6gretmenleri bu yeni gérevlendirme ile gérev ve
sorumluluklarda 6nemli degisiklikler beklese de birkag kiiglik degisiklikle ayni gérevler farkh bir isimle BT
6gretmenlerine yeninden sunulmustur. Cevrimici ortamdaki tartismalara gore, yeni BT rehber 6gretmen
gorevlendirmesi ile ilgili resmi yazilarda daha fazla yoruma acgik ifadelerin bulunmasi, okullardaki
uygulama siirecinde yasanilan farkliliklar ve belirsizlikler, okul yoneticilerinin resmi yazilar kendilerine
gore yorumlayarak uygulamalari, yoneticilerin BT 6gretmenlerinden istekleri ve baskilari yasanilan
sorunlari daha da arttirmistir. BT Rehber Ogretmen olarak gérevlendirme nedeni ile yasanilan sorunlar,
BT 6gretmenlerinin benlik ve deger algilari ile birlikte mesleki bagliliklarina da zarar vermeye baslamistir.
Bazi BT 6gretmenleri ise artik mesleki gidulenmelerinin kalmadigini ve kendilerine duyduklari saygiyi
yitirmeye basladiklarini belirtmistir. BT 6gretmenlerinden Ugd, tartisma forumunda bu durumu soyle
ifade etmistir:

“Artik bu yasananlari kafaya takmaktan, insanlarin haksiz yorumlarina maruz kalmaktan ve bir sey
yapamamaktan ve gelecegimi dislinmekten sinirsel kaynakh bir rahatsizhiga yakalandim. Bas
agrilarima artik dayanamiyorum ve cildirasim geliyor. Gencecik yasimizda bizi meslegimizden
soguttular ve bunalima ittiler.” (M-17812)

“Istifa etmek cok zor, maddi olarak calismam sart. Ben teknisyenligi adam yerine konmamayi ve 8- 17
mesai saatlerini kaldiramayacagim. Tikendim. Neden bu hale geldik? Kim getirdi? Sesimizi neden
kimse duymuyor? Ben Ogretmen olamayacaksam memur teknisyen karisimi olacaksam neden bu

“Fotografcilik (e-okul, web sitesi icin vb.), amelelik (kablo ¢ekimi, kanal montaji, masa, koltuk
tamirleri vb.), tamircilik (kasalardaki arizalar, format, program yuklemeleri vs.)... Her tarli isi
yaplyorum ama 6gretmenlik disinda. Aksamlari da taksiye ¢ikmayi diisiiniyorum.” (M-17819)

2010-2012 yillari arasinda BT 6gretmenlerini etkileyen bir diger onemli karar BT derslerinin ders
saatleri ile ilgilidir. 2010 yilinda TTKB, 75 sayili karari ile ders ¢izelgesinde diizenleme yapilmistir. Bu
diizenleme ile BT dersi 4 ve 5. siniflardan kaldirilmis ve yalnizca 6-8. siniflarda haftada bir ders saati
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se¢meli ders olarak gizelgeye eklenmistir. Ders saatlerinin artmasini beklerken yapilan bu diizenleme BT
O0gretmenlerini olduk¢a olumsuz etkilemistir. Dersle ilgili dizenlemenin ardindan g¢evrimigi ortamdaki
tartismalara BT 6gretmenlerinin tikenmislik duygusu, degersiz hissi ve mesleki baghlik sorunlari daha
fazla yansimistir. Ote yandan, BT dersi zorunlu ders olmadik¢a yasanan olumsuzluklarin ¢éziilecegine de
inanmadiklarini belirten bazi BT 6gretmenleri gelecek beklentilerini kaybettigini dile getirmistir.

2012 yilinda TTKB, 69 sayili karari ile ders cizelgesinde yeni bir diizenleme daha yapilmistir. Bu
diizenleme ile BT dersi programa 5-8. siniflarda iki ders saati segmeli olarak yeninden eklenmis ve dersin
O0gretim programi yeniden vyapilandirilmistir. Ancak, yillar iginde dersle ilgili (st Uste yasanilan
olumsuzluklar nedeni ile kendilerini artik 6gretmen gibi hissedemeyen pek c¢ok BT &6gretmeni ders
saatinin arttinldigi bu karardan yeterince mutlu olmamis, aksine gelecege yonelik Umitlerini
kaybettiklerini belirtmislerdir. Clnkii BT 0Ogretmenlerine gore mesleklerini huzurlu bir bigimde
ylratmeleri igin derslerin zorunlu olmasi gerekmektedir, ancak MEB bu gergegi hicbir zaman fark
edemeyecektir. BT 6gretmeninden ikisi, tartisma forumunda bu durumu séyle ifade etmistir:

“Anlatacak ¢ok sey var ama anlatacak azim kalmadi tiikendi. Korkarim ki bu durum diizelmeyecek ve
50 yasinda da hala kasa koltuk altinda gezecegiz... Agikgasi ben artik bittim tikendim. Artik buraya
kadar. Ben goktan vazgectim...” (M-16741)

“Arkadaslar ben agikgasi artik okuldaki haysiyetimi; 6nemimi falan disinmiyorum, bunlardan ¢oktan
vazgectim... Su derslerimizi versinler ve kendi okulumda 15 saatimi doldurayim yeter...ama bunu da
yapmayacaklarini  biliyorum...Yani 6gretmenligimin daha 5inci senesinde tim umutlarimi;
beklentilerimi; ve hayallerimi yitirdim...” (M-41807)

Zorunlu formatdér oOgretmen gorevlendirmesinin yapildigi ayni dénemde, BT 0&gretmenleri
istemeyerek formator 6gretmen gorevlendirmesini kabul etmek ya da ders saatini doldurmak igin birden
fazla okulda gorev almak zorunda kalmiglardir. Ders saatini dolduramayan BT &gretmenleri, norm kadro
sorunu nedeni ile istekleri dogrultusunda bagska okullara atanmaya baglamistir. Yasanilan bu
olumsuzluklara ek olarak, 2010 ve 2012 yillarinda iki diizenleme daha yapilmis ve BT 6gretmenlerinin
yasadiklari sorunlari daha da arttirmistir. Oncelikle, 2010 yilinda 27657 sayili resmi gazetede yayinlanan
“Millt Egitim Bakanligi Ogretmenlerinin Atama ve Yer Degistirme Yonetmeliginde Degisiklik Yapiimasina
Dair Yonetmelik” ile ders saatini okullarinda dolduramayan BT 6gretmenlerinin istekleri disinda herhangi
bir okula goérevlendirilmesine karar verilmistir. Bu kararin ardindan, 2012 yilinda 28360 sayili Resmi
Gazetede yayinlanan “Milli Egitim Bakanligi Ogretmenlerinin Atama ve Yer Degistirme Yénetmeliginde
Degisiklik Yapilmasina Dair Yonetmelik”te norm fazla atamalarin yillin belirli bir donemi degil herhangi
bir doneminde yapilabilmesinin 6ni acilmistir. Pes pese yapilan bu dizenlemelerin ardindan, BT
o6gretmenleri her an baska bir okula gorevlendirilme korkusu yasamaya baslamistir. BT 6gretmenlerinin
yasadig! bu korku, onlari 6z-saygi, giidiilenme ve deger boyutlarinda oldukca olumsuz etkilemistir. Ote
yandan, bu donemde yasanilan sorunlara; okul yoneticilerinin norm hesaplama yanlisliklari, normlarin
sisteme gec girilmesi, BT dersinin segmeli ders olarak secgilmemesi, okul yoneticilerinin tehditleri ve
baskilari da eklenince BT 6gretmenleri 6z-saygilarini yitirmeye, tikenmeye ve bu meslegi daha fazla
sirdirmek istememeye baslamislardir. BT 6gretmenlerinden (¢, tartisma forumunda bu durumu soyle
ifade etmistir:

“Kendimi hi¢ bu kadar garesiz hissetmemistim, asagi tikirsem sakal, yukari tikirsem biyik. MEB bir
yandan, okul yonetimi bir yandan, bir kurtulamadilar bizden. Ne yapacagiz arkadaslar, kapana
kisildik” (M-15940)

“Artik daha ¢ok calisacakmisim bana llUtfedip ders vermisler, bunun hakkini verecekmisim, yoksa
dersi alirlarmis (laboratuvarimda bir tane PC bile bozuk degil, temizligini ben yaparim, cebimden para
veririm) dilenciye dondiim nefret ettim bélimiimden, 6gretmenlik vasfim kalmadi, kendime saygim
da” (M-18593)

“..Ne olacaksa olsun artik. Biktim adimin norm fazlasi listesinde c¢ikmasindan artik. Uciincii defa
dilekge aldilar. Yeterdir, kafidir, biktim artik. Ne olacaksa olsun. Olmayacaksa bir 6gretmenin
psikolojisiyle bu kadar oynanmaz. Biktim ben, tikendim ben, sagligimi kaybettim ben. Ha ne olacak.
Bir okula atayacaklar simdi. Seneye orada da norm fazlasi olacagim. Olacagi bu. ®” (M-21406)
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2010-2012 yillar arasinda BT 6gretmenlerinin gevrimici ortamda tartistiklari bir baska konu, FATIH
Projesidir. FATIH Projesi, 2010 yilinda imzalanan protokollerle BiT’in siniflarda etkin ve verimli
kullanilmasi amaci ile ortaya ¢ikan bu projenin daha ilk yillardan itibaren pek ¢ok BT &6gretmenini
olumsuz etkiledigi belirlenmistir. Tartismalarda, BT 0&gretmenleri projeyi belirli bir 6n hazirlik
yapilmadan, bilimsel ¢alismalarla desteklenmeden ve gereksinimler belirlenmeden, bosa yapilan bir
yatirm olarak gormuslerdir. Proje ile gorev ve sorumluluklarinin daha da artacagini belirten BT
ogretmenleri 6zellikle akilli tahtalar ve tabletlerle birlikte 6gretimsel gorevlerden ¢ok teknik gorevlerinin
artacagini vurgulamislardir. Nitekim BTR olarak gérevlendirilen 6gretmenlere; FATIH projesi kapsaminda
kurulan BT destekli siniflarin ve BT sinifinin agik tutulmasi gorevi, rehberlik, komisyon ve ders sirasindaki
sorunlara ¢6zim bulunmasi gibi gérevler verilmesi 6gretmenlerin bu dusincelerini dogrulamistir. Bu
sorunlar, BT dgretmenlerinin &z-yeterliklerini ve gérev algilarini olumsuz etkilemistir. Ote yandan, BT
ogretmenleri proje ile artan sorumluluklari nedeni ile artik kendilerini “hademe”, “coban”, “maskara”,
“gariban”, “joker”, “bakici”, “fotografcl”, “maymun”, “kurban”, “dilenci”, “kapicl”, “etkisiz eleman”,
“bekei” gibi roller icinde daha fazla gérmeye baslamislardir. Kendilerine MEB tarafindan artik deger
verilmedigine inan BT 6gretmenleri kendilerinin proje ile tamamen 6gretmenlikten c¢ikarildiklarini, 6z-
saygilarini  yitirdiklerini ve gelecek ile ilgili beklentilerinin kalmadigini belirtmislerdir. BT
o6gretmenlerinden (g, tartisma forumunda bu durumu soyle ifade etmistir:

“Ogretmenler odasindaki fotokopi makinesi bozulur, hocam bir baksana fotokopi ¢cekemedim. Okul
zil sesinde sorun cikar, hocam bir bakar misin amfi cihazdan ses gelmiyor. Dersinde projeksiyon
baglantisini yapamaz, kosarak gelir hocam bir tirli gérinti gelmiyor der. Tableti, etkilesimli tahtasi
da cabasi. Okula teknolojiyle, elektronikle ilgili bir yazi gelir, okul miidiirii sana havale eder... e-okul,
e-Kurs, Mebbis, EBA ve buna benzer internet ortamlarindaki sorunlarda ilk siz ¢agrilirsiniz... Ve
bunlara benzer bir siri is isin tabiri caizse ‘Stipermen’ gibi goriniriz... Ama sorsan okulun en
degersiz bransina sahip 6gretmen gibi gérindriz...” (M-26425)

“MEB’in bize saygisi yok... Saygin bir meslek mi yapiyoruz? Artik degil. Utaniyorum artik bilgisayar
o6gretmeniyim demeye” (M-27337)

“Kistilrilen BT o6gretmenleri bu projenin neresinde? Kistirilen BT O6gretmenleri projenin esegi
konumunda olacak. Semeri sirtimiza vuracaklar. Ortada BT 6gretmenligi falan da kalmayacak. Biz
mutsuz, 6nemsiz, degersiz, ayakgilar olacagiz.” (M-18330)

2013-2015 yillar1 arasinda alinan kararlar ve bu kararlarin BT 6gretmenlerinin mesleki kimlik
yapilari iizerindeki etkisi: 2013-2015 yillari arasinda g¢evrimici tartisma ortaminda, BT 6gretmenlerinin
mesleki kimlikleri ile ilgili yaptiklari tartismalarin sayisi azalmistir. Bu donemde, mesleki kimlik ile ilgili
yapilan tartismalar toplam tartismalarin % 22.60’ini olusturmaktadir. Ancak, bu dénemlerde diger yillarin
aksine politik degisimlerin mesleki kimlik Gzerindeki olumlu etkisi giindeme gelmistir. Bu olumlu
gelismenin en blylk nedenlerinden biri 2013 yilinda TTKB, 22 sayili karari ile BT dersinin 5. ve 6.
siniflarda zorunlu dersler arasinda yerini almasidir. BT 6gretmenlerine goére, yillardir derslerin segmeli
olmasi nedeni ile yasanilan sorunlar 2013 yilinda BT dersinin zorunlu olmasi ile son bulmustur.
Tartismalarda, derslerin zorunlu olmasi ile birlikte 6z-saygilarinin arttigi gozlenen BT 6gretmenleri,
slirecte yasanabilecek pek ¢ok sikintiya karsin ilk defa kendilerini 6gretmen gibi hissettiklerini ifade
etmeye baslamiglardir. Bazi BT 6gretmenleri ise uzun bir aradan sonra kendilerini degerli ve 6gretmen
gibi hissettiren bir karar alindigini vurgulamis, gelecege artik Gmitle baktiklarini ve daha giizel kosullarda
ogretmenlik meslegini yapabilecekleri yoninde inanglarinin arttigini belirtmistir. Ancak, bazi BT
ogretmenleri politik degisimlerle yasanilan olumlu gelismelere karsin, MEB'in sirekli karar degistirmesi
nedeni ile bir yil 6nce glncellenen gizelgenin bir yil sonra yeniden gilincellenebilecegi olasiligini
distinerek MEB’e glivenmediklerini ve gelecekten halen korktuklarini dile getirmistir. BT
6gretmenlerinden ikisi, tartisma forumunda bu durumu soyle ifade etmistir:

“Guzel glnler bizi bekliyor insallah. Karanlik sona erdi, inaniyorum ki her sey daha da iyi olacak.” (M-
65110)
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“Yilladir istedigimiz sey gerceklesti arkadaslar... Ve ben ilk kez kendimi bu kadar 6gretmen gibi
hissediyorum. Ne kadar da giizel bir duyguymus bu” (M-65325)

2013-2015 vyillan arasinda, FATIH projesi ile ilgili alinan kararlarin fazlaligi dikkati cekmektedir.
YEGITEK'in 2494212 sayili “FATIH Projesi Bilisim Teknolojilerinin ve internetin Bilingli ve Givenli
Kullanimi Semineri”, 433392 sayili “Kabul islemleri”, 506176 sayili “ET kesif yonergesi” ve 06178 sayili
“Tablet dagitimi” yazilari alinan kararlardan bazilaridir. Alinan kararlar, bu yillarda 6gretmen egitimleri,
etkilesimli tahtalarin kurulumu, internet alt yapisinin olusturulmasi, tablet bilgisayarlarin dagitimi, Egitim
Bilisim Ag1 (EBA) ortaminin zenginlestirilmesi gibi konular da galismalarin hiz kazandigini géstermektedir.
2013-2015 yillari arasindaki ¢evrimici ortamdaki tartismalar incelendiginde, BT 6gretmenleri siireg iginde
akilli tahtada yagsanan teknik sorunlar, tabletlerin etkinlestirme ve sifre verme islemlerinde yasanilan
sorunlar, okuldaki internet sorunlari nedeni ile EBA erisim sorunlari, 6gretmenlerin bilgisizligi, kayip ve
calinti tabletler, 6grencilerin nakil edilmesi ve 6gretmenlerin emekli olmasi ya da kurum degistirmesi gibi
durumlarda nasil hareket edilecegine yonelik resmi yazi ve agiklama eksikligi, gec ¢cikan yonetmelikler ve
artan belirsizlikler nedeni ile artan is ylklerine vurgu yapmislardir. Proje ile birlikte yasanan bu teknolojik
sorunlar, artan is yukl, zamaninda ¢ikmayan resmi yazilar, 6gretmenleri bilgisizligi gibi sorunlar BT
Ogretmenlerini fazlasi ile yipratmistir. Arttk 2015 yilina gelindiginde tartismalarda pek ¢ok BT
O0gretmeninin mesleki kimligin mesleki baghlk, deger algisi, benlik ve gorev algilari boyutlarindaki
sorunlarin 6tesinde gelecek beklentilerinin de kalmadigi dikkati cekmektedir. Kendilerini 6gretmenden
cok “hizmetli”, “tamirci”, “amele”, “memur” gibi rolleri Ustlenen bir kisi olarak géren BT 6gretmenleri,
kendilerine duyduklari saygiyi, verdikleri degeri ve bagliliklarini yitirmislerdir. Hatta, MEB tarafindan en
az deger verilen ve saygl duyulan 6gretmenlik alaninin kendi alanlari olduguna inanan BT 6gretmenleri
bulunmaktadir. Bazi BT 6gretmenleri de is glidilenmesinin kalmadigini, en mutsuz 6gretmen olduklarini,
meslekten iyice uzaklastiklarini, gelecekten korktuklarini, Umitsiz olduklarini ve artik tikendiklerini
vurgulamistir. BT 6gretmenlerinden g, tartisma forumunda bu durumu soyle ifade etmistir:

“2008 yilhini dislinliyorum da meslege basladigimda ne kadar da mutluydum, o heyecanimi kimse
bilemez... YiIl oldu 2015 ve ben okula gitmek bile istemiyorum, sabahlari uyanmak istemiyorum.
Hayattan tat almiyorum, kimseyle konusmak bile istemiyorum. Mutsuzum, ¢ok mutsuzum ve beni bu
hale bakanlik getirdi.” (M-187456)

“Arkadaslar hala bir seyler bekleyenlere, ihtimalleri degerlendirenlere sasiriyorum. Ciinki ben ¢ok
yoruldum... Diger arkadaslarimin dedigi gibi umudum, hevesim, idealim hicbir seyim kalmadi...
Yaziklar olsun...” (M-68838)

“Sizi bilmem arkadaslar ama ben 0SS ye yeninden hazirlaniyorum. Yillarca bu meslegi tamirci olarak
sirdirmeye hi¢ niyetim yok. Hayatimin hicbir doneminde kendimi bu kadar degersiz, dnemsiz,
gereksiz hissetmemistim. Siz devam etmek istiyorsaniz ugurlar ola ama benden bu kadar.” (M-
145180)

2013-2015 vyillart arasindaki tartismalarda dikkati c¢eken noktalardan biri, yasanilan sorunlar
nedeniyle meslekten uzaklastiklarini, degersizlestiklerini, meslegi artik yapmak istemediklerini belirten
BT 6gretmenlerinin yani sira, mesleki degeri 6gretmenlerin kendilerinin yarattigini, temel sorunun
meslegi sevmekle ¢ozilebilecegini vurgulayan tartismalarin sayisindaki artistir. Yaptiklari ise deger veren
bu BT o6gretmenleri, gorevlerini ve 6zlik haklarini bildiklerinde, okuldaki duruslarinin ve benliklerinin
farkinda olduklarinda mutlu olacaklarini belirtmistir. BT 6gretmenlerinden ikisi, tartisma forumunda bu
durumu soyle ifade etmistir:

“Hocam yazdiklariniza kesinlikle katiliyorum, birileri sizi teknik servis gibi kullaniyor ama her ne olursa
olsun mesleginizi sevmeniz ¢ok énemli!ll! Sahsen ben bilgisayari ¢ok seviyorum ve bu isten para
kazaniyorum - kazaniyoruz. Baska bir meslegim olsa da sirekli bilgisayarla ugrasirdim hobi olarak, su
sekilde distinlyorum: Hobi olarak bilgisayarla ugrasiyorum ve bu hobiyi yaptigim icin bana para
veriyorlar :) Bence isin 6zlinde iSINi SEVMEK yatiyor!!!” (M-256095)
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“Deger gormek istiyorsaniz kendinizi degerli hissettiriniz. Siz olmayinca belli islerin ylriimeyecegini
bilmeliler. Hemen her isi yapmayin bazen de isinize geldigi gibi davranmak gerektigini unutmayin...”
(M-256107)

Tartisma, Sonug ve Oneriler

Ogretmenlerin mesleki yasantilarinda gelistirdikleri mesleki kimliklerini anlayabilmek icin onlarin
kendilerini nasil tanimladiklarini, politik degisimlere nasil anlam verdiklerini ve siiregteki belirsizliklerle,
gerilimlerle ve geliskilerle nasil basa cikabildiklerini anlamak 6nemlidir. Lamote ve Engels’a (2010) gére
ogretmenler, degisim sirecinde yeni kural ve uygulamalarla birlikte, deger ve bakis acilar gelistirirler,
yeterlikleri ile ilgili bilgiler elde ederler ve siirecte mesleki kimliklerini bigcimlendirirler. Politik
degisimlerin yasandigl ortamlarda, artan is ve yasam memnuniyeti, kurulan olumlu iliskiler ve alinan
destek istendik mesleki kimlik gelisimini desteklerken; artan ydnetimsel ve politik baski 6gretmenlerin
sorumluluklarini, 6zgirligini ve benlik algisini olumsuz etkilediginden mesleki kimliklerini
sinirlandirabilmektedir (Day et al., 2005).

Bu arastirmada, 2005-2015 yillari arasinda “Bilgisayar Bilisim” adli cevrimici forumdaki tartismalarda,
teknoloji odakl politik kararlarin ve diizenlemelerin BT 6gretmenlerinin mesleki kimliklerini fazlasi ile
olumsuz etkiledigi belirlenmistir. Yillar iginde BT 6gretmenleri en fazla; politik kararlarin yapisi, gérev
tanimlarindaki belirsizlikler, formatér 6gretmen/BT rehber 6gretmen gorevlendirmesi, BT dersleri ile
ilgili diizenlemeler ve FATIH projesi ilgili konularda yasadiklari sorunlari ve bu sorunlarin mesleki
kimlikleri Gizerindeki etkilerini tartismislardir.

Alanlari ile ilgili stirekli degisen kararlar, kararlarda yer alan yoruma acik ifadeler ve bu ifadeler
nedeni ile okuldan okula farklilasan uygulamalar, BT 6gretmenlerinin mesleki kimliklerini 6zellikle benlik
algisi, deger algisi, giidillenme ve gelecege bakis boyutlarinda olumsuz etkilemistir. Ote yandan,
okullarda is yuklerinin ¢ok fazla olmasi, kendilerine 6gretmenlik mesleginden uzak goérev ve
sorumluluklarin verilmesi, MEB tarafindan gergeklestirilen projelerle artan gorevler ve rollerindeki
cesitlilik yillar icinde politik dizenlemelerin, BT 6gretmenlerinin mesleki kimlikleri tGzerindeki olumsuz
etkisini arttirmistir. Cevrimici tartismalarda da vyillar icinde alinan politik kararlarin mesleki kimligin
ozellikle gorev algisi, giudilenme, deger algisi ve bagllik boyutlarindaki olumsuz etkisini gérmek
olanaklidir. Cevrimigi tartismalarda pek ¢ok BT 6gretmeni, yillar iginde kendilerini ve alanlarini daha
degersiz ve 6nemsiz gordigiini, kendini 6gretmen gibi degil teknik eleman gibi hissettigini, sorunlarin
¢Ozilecegine yonelik inanglarinin ve beklentilerinin kalmadigini ve artik bu meslegi sirdirmek
istemedigini belirtmistir.

Arastirmadan elde edilen bu sonuglar sasirtici degildir. Clnkl yillar boyunca gerek ulusal gerekse
uluslararasi alanyazinda egitim teknologu ya da BT 6gretmenlerinin dogrudan meslekleri ile baglantili
olmayan gorev ve sorumluluklar Gistlenmek zorunda kaldiklari, bu nedenle benlik algisi sorunlari ile rol
karmasasi yasadiklari tartisilmaktadir (Ausband, 2006; Demirer & Sak, 2015; Eren & Uluuysal, 2012;
Johnston, 2015; Karal & Timugin, 2010; Lai & Pratt, 2004; Murphy, Allred, & Brescia, 2018; Sugar, 2005).
Tirkiye'de yillar boyunca teknoloji odakl ¢ok sayida diizenleme yapilsa da yasanilan temel sorunun,
politik diizenlemelerin yasanilan sorunlari yeterince ortaya koyamamasi, sorunlarin nedenlerini net bir
bicimde belirleyememesi, BT 6gretmenlerine verilen gérev ve sorumluluk baglaminda mevzuatin yeterli,
anlasilir ve giincel olmamasindan kaynakli oldugu disiinilmektedir. Ornegin, 1993 yili 2378 sayili
Tebligler dergisinde yayinlanan “Milli Egitim Bakanhgina Bagl Orgiin ve Yaygin Egitim Kurumlarinda
Bilgisayar Laboratuvarlarinin  Kurulmasi ve islenmesi ile Bilgisayar ve Bilgisayar Koordinatér
Ogretmenlerinin Gorevleri Hakkindaki Yénerge”de Bilgisayar ve Bilgisayar koordinatér dgretmenlerinin
gorev ve sorumluluklarina yer verilmistir. Bu yonergeye gére BT ogretmenleri/BT Koordinator
o6gretmenlerine BT siniflarindaki teknik sorunlari ¢6zmekten, BT dersliginin bakim ve temizligini
saglamaya, bilgisayar laboratuvarlarinin etkin kullanimi ile ilgili her tirli aksakliklari gidermekten idari ve
diger amach bilgisayar kullanimina yardimci olmaya kadar pek ¢ok gérev ve sorumluluk verilmistir. 1993
yilinda ydrirlige giren bu yoénerge halen yirirliktedir. Fakat yonergenin farkli yorumlanabilen, BT
ogretmenlerinin 6gretim isi disinda ¢alismak zorunda birakan pek ¢ok gorev tanimini icermekte oldugu
distintilmektedir.
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Ote vyandan, alanyazindaki arastirmalarda; S(ra Kararlari ve Kalkinma Planlarinda yasanilan
sorunlarin temeline inilmedigi ya da kararlarda tutarlilik ve devamlilik olmadigi vurgulanmaktadir. BTE
(2013) raporuna gére MEB’in BT dersini ikinci plana atmasi, bu derse ve 6gretmenlere ihtiya¢c olmadigini
disiinmesi nedeni ile BT 0Ogretim programlarinda zamaninda diizenleme yapilamamis ve dersin
gerekliligi tartisilir hale gelmistir. Neredeyse 25 yildir ayni yonergeye gére gorev tanimlari yapildigi igin
ve BT Ogretmenlerinin kurumlarda yapacaklari gorev ve sorumluluklar net ve herkes tarafindan ayni
bicimde anlasilacak bicimde tanimlanamadigindan, BT Ogretmenlerinden Ogretmenlik meslegi ile
baglantili olmayan c¢ok farkli gérevleri yerine getirmeleri istenmektedir. Belirsizliklerin ¢6zimlenmedigi
bu ortamda, BT 6gretmenlerinin uygulama siirecinde mesleki kimlik sorunlari yasamaya devam etmesi
kaginilmaz goriilmektedir. Bu nedenle, 6ncelikle MEB’in yayinladigi yonergeler nedeni ile yasanilan
sorunlarin farkina vararak, goérev tanimi konusunda bir dilizenleme ve gilincelleme yapmasi
gerekmektedir. Bunu yaparken de BT 6gretmenlerinin gereksinimleri ve yillardir yasadiklari sorunlar
belirlenerek, BT 6gretmenlerinin yeterlikleri gdz onlinde bulundurularak planli ve sistemli bicimde
hareket edilebilir.

Bu arastirmada, BT 6gretmenlerinin mesleki kimliklerini gérev algisi, benlik algisi ve deger algisi
boyutlarinda yillarca olumsuz etkileyen bir baska sorun formatdr 6gretmen/BTR gorevlendirmesi ve
FATIH Projesi olmustur. Yillar boyunca, formatér 6gretmen/BTR gérevlendirmesi forum ortaminda her yil
en fazla tartisilan konular arasinda yerini almistir ve BT O6gretmenleri bu goérevlendirme nedeni ile
ogretmenlik mesleginden tamamen uzaklastiklarini, bu gorevlendirme nedeni ile kendilerini 6gretmen
gibi hissetmediklerini uygulamanin en basindan beri siirekli dile getirmislerdir. Benzer sorun, FATIH
Projesinin uygulamaya baslamasi ile de yasanmistir. Pek ¢ok BT 6gretmeni, proje ile degerlerinin ve
onemlerinin artacagini dislinseler de siire¢ icinde projenin belirsizlikleri, plansizliklari ve uygulama
sorunlari nedeni ile FATIH projesinin mesleki kimlikleri icin tehdit olusturdugu vurgulanmistir.
Alanyazinda formatér dgretmen gérevlendirmesinin ve FATIH projesinin BT dgretmenleri lizerindeki
olumsuz etkisini ortaya koyan pek ¢ok arastirma da bulunmaktadir (Eren & Uluuysal, 2012; Karal &
Timugin, 2010; Serefoglu-Henkoglu & Yildirim, 2012; Topu & Goktas, 2012).

Bu arastirmada, gerek BT rehberlik gérevlendirmesi gerekse projelerle verilen gorevler nedeni ile BT
ogretmenlerinin ¢ok fazla sorun yasadigi belirlense de MEB, yillarca formatérliik uygulamasindan
vazgecmemis, her seferinde birtakim duzenlemeler yaparak gorevi BT 6gretmenlerine yeninden
sunmustur. Bu durum, MEB’in okullarda degisimin uygulayicisi olan BT 6gretmenlerinin yasadiklari
sorunlarin farkinda olmadan politik dizenlemeler yapmaya devam ettiginin bir baska gostergesidir.
Farkh bicimlerde isimlendirilse de BT Rehber Ogretmen gorevlendirmesi ile ilgili temel sorunlar ortadan
kaldirlmadan gorevlendirmeye devam edildigi slirece mesleki kimlik krizleri yasayan, umutsuz ve
tikenmis BT 6gretmenlerinin sayisinin daha da artacagl daslnilmektedir. Yasanilan bu olumsuzlugu
ortadan kaldirmak i¢in MEB karar alicilarinin yasanilan sorunlarin temeline inmeleri, bununla birlikte BT
o6gretmenlerinin beklentilerini daha agik bir bicimde siirece dahil ederek hareket etmeleri gerektigi
distintlmektedir.

Yillar icinde yasananlara ek olarak, BT 6gretmenlerinin dersle ilgili kararlar nedeni ile derslerden iyice
uzaklastiklari, norm sorunlar yasadiklar, strekli kurum degistirmek zorunda kaldiklari ve kendilerini
yalniz hissettikleri belirlenmistir. Tim bu yasanilanlar, pek ¢ok BT 6gretmeninin mesleki baghlik
sorunlarint arttirirken, kendini meslege ait hissetmemelerine, kendilerini degersiz ve ©Onemsiz
gormelerine neden olmustur. 2012 yilinda dersin zorunlu ders olmasi ile ilgili kararlarin alinmasi ile
tartismalarin odagi degismis, BT 6gretmenleri mesleki kimligin benlik algisi, gelecege bakis ve gidilenme
boyutlarinda olumlu tartismalar ylrGtmuaslerdir. Ancak, bu olumlu gelisim ¢ok uzun stirmemistir. Su bir
gercektir ki 6gretmenlerin politik degisim ve diizenlemeleri kabul etmek ve uygulamak igin harcadiklari
zaman ve enerjileri, onceki politik degisimlerde elde ettikleri deneyimleri yeni diizenlemeleri nasil
gordiuguni etkileyebilmektedir (Schmidt & Datnow, 2005; Van Veen & Sleegers, 2006). Bu nedenle,
arastirmada BT o6gretmenlerini yillarca yasadiklari olumsuz deneyimlerden kaynakli mesleki kimliklerine
olumlu etki edecek diizenlemenin yansimalarinin uzun sireli olmadigi dastnilebilir ya da diger
boyutlarda yasanilan sorunlarin devam etmesi nedeni ile pek cok BT 6gretmeni yine istendik bir mesleki
kimlikle mesleklerini stirdirememis olabilir. Troman’a (2008) gore, 6gretmenlerin degisim siirecinde
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mesleki baghhklarindaki azalmalara onlarin benliklerindeki kirilganlk ve yasanan mesleki kimlik krizleri
neden olmaktadir. Degisim surecinde olusan guvensizlikle birlikte endigeleri artan Ogretmenlerin
mesleklerine baglanmalarinda biyuk sorunlar yasamasi, bu sorunlarin daha sonra meslegi birakmaya
kadar gidebilecek sonuglar dogurmasi olasidir (Anspal, Eisenschmidt, & Lofstrom, 2012). Bu nedenle, BT
o6gretmenlerinin kurumlarinda yasadiklari sorunlar devam ettigi stirece mutlu ve verimli calismalari pek
olanakli gorinmemektedir.

Bu calismada, degisim sirecinde mesleki kimlikleri olumsuz etkilenen pek ¢ok BT 6gretmeninin yani
sira az sayida da olsa MEB tarafindan alinan kararlari begenmemesine karsin umudunu kaybetmeden
mucadele eden, 6gretim disi isleri yapmadigini belirten ve kendini 6gretmen gibi hissettigini vurgulayan
BT o6gretmenlerine de rastlanmistir. Bu durum, BT 6gretmenlerinin degisim siirecinde farkli kimlik
gostergelerine sahip bir bicimde gruplastiklari ve bu farkl kimlik yapilarina gore siirece farkh tepkiler
verdiklerini gostermektedir. Yapilan ¢alismada da sayilari az da olsa bazi BT 6gretmenlerinin mesleki
kimliklerinin hemen hemen tiim boyutlarinda olumlu 6zelliklere sahip oldugu, kendilerine ve alanlarina
deger verdikleri, yeterliklerine givendikleri, kendini 6gretmen olarak gordikleri, gbrev ve
sorumluklarinin bilincinde olduklari, mesleklerine ve alanlarina bagh olduklari, yasanilan sorunlar
karsisinda Umitlerini yitirmedigi gériilmektedir. Belirtilen 6zelliklere sahip BT 6gretmenlerinin, “mutlu ve
umutlu” mesleki kimlige sahip 6gretmenler oldugu disinilebilir.

BT 6gretmenlerinin biyldk bir kismi ise mesleki kimligin gorev algisi, benlik algisi ve 6z-saygi
boyutlarinda olduk¢a olumsuz gorislere sahiptirler. Fakat bu 6gretmenler de kendi arasinda ikiye
ayrilabilir. Bazi BT 6gretmenleri, yasanan sorunlara karsin kendi yeterliginin farkinda olup, mesleklerini
surdiirmek isteyip ve gelecekten lmidini kesmemektedir. Degisimi, mesleki kimliklerine tehdit gibi
algilasalar da bu BT 6gretmenleri miicadeleyi birakmamaktadir. Degisim slirecinden olumsuz etkilenseler
de gelecekten Gmitlerini kaybetmeyen BT 6gretmenleri, “mutsuz ama miicadeleci” kimlik yapisina sahip
BT Ogretmenleri olarak tanimlanabilir. Bazi BT Ogretmenleri ise, yasanilan olumsuzluklarla birlikte
mesleki bagliliklarini ve Umitlerini kaybetmis, gelecekten beklentilerini tamamen yitirmis ve
tikenmislerdir. iste bu BT 6gretmenleri de “mutsuz ve imitsiz” kimlik yapisina sahip BT &gretmenleri
olarak tanimlanabilirler. Bu calismada, BT 6gretmenlerinin blyik bir cogunlugunun “mutsuz ama
mucadeleci” ile “mutsuz ve Umitsiz” kimlik yapisina sahip oldugu, ¢ok azinin “mutlu ve umutlu” kimlik
yapisina sahip oldugu saptanmistir.

Alanyazinda, 6gretmenlerin sahip olduklari mesleki kimliklere gore farkli siniflamalara ayrildigini
ortaya koyan arastirmalar bulunmaktadir (Beijaard, Verloop, & Vermunt, 2000; Canrinus, Helms-Lorenz,
Beijaard, Buitink, & Hofman, 2011). Ornegin, Canrinus ve digerleri (2011) calismalarinda mesleki kimligin
giudilenme, is memnuniyeti, 6z-yeterlik ve mesleki bagllik boyutlarina gore 6gretmenlerin (1) tatminsiz
ve gidilenmemis kimlik, (2) gldilenmis ve meslegine bagh kimlik ve (3) yeteneklerinden kuskucu kimlik
biciminde Ug farkli mesleki kimlige sahip olduklari belirlenmistir. Bu durum, ayni meslegi siirdiiren ve
ortak Ozellikleri paylasan 0Ogretmenlerin degisim siireglerinden farkh etkilenecegini ve farkli
profesyonelliklere sahip olacagini gostermektedir. Degisim siirecinde politika gelistiricilerin; egitimin
niteligini arttirmayi, 6gretmenlerin slrecteki bagliigini gelistirmeyi ve umutlu-mutlu mesleki kimlik
yapisina sahip 6gretmenlerinin bulunmasini saglamayi amacgladigi diisiinilmektedir. Ancak degisimin,
istenmeyen bicimde uygulandiginda, memnun etmeyen sonuglari dogurdugu ve bagliligi zedeledigi bir
gercektir (Hargreaves, 2004; vanveen & Sleegers, 2006). iste bu noktada, istendik bir degisim sireci
yasayabilmek icin karar alicilara, uygulayicilara ve arastirmacilara 6nemli gérevler diismektedir.

Fullan’a (1991) goére, ¢ok boyutlu ve karmasik yapiya sahip olan egitimsel degisimlerin basariya
ulasmasi icin karar ahlcilarin iliskili olduklari birey ya da kurumlara bu yapiyi agik ve anlasilir bicimde
aktarmasi, isbirligini saglamasi ve siire¢ icindeki tiim bilesenlerin olayin dinamigini dogru anlamasi
gerekmektedir. Degisim sirecinin daha etkili gerceklesmesi ve karar alicilarin uygulamada yasanilan
sorunlardan daha etkin bir bicimde haberdar olabilmesi i¢in, BT 6gretmenlerinin karar alicilarla bir araya
gelerek isbirligi icinde olmalari saglanabilir. Bunun igin, hizmet-i¢i egitimler, seminerler, calistaylar,
bilimsel toplantilar gibi etkinlikler daha fazla dlzenlenerek isbirligi icinde g¢alisma olanaklan
olusturulabilir.
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Ote vyandan, 6gretmenlerin kendilerini nitelikli 6gretmen olarak gelistirmek, rollerini ve
sorumluluklarini 6grenmek, degisime karsi tutumlarini ve davranislarini degistirmek igin yeni profesyonel
beceriler edinmeleri gereklidir (Bolivar & Domingo, 2006; Schepens, Aelterman, & Vlerick, 2009). iste bu
noktada, 6gretmen egitiminin 6nemi bir kez daha ortaya ¢ikmaktadir. Ogretmenlerin mesleki
yasantilarinin olumsuz bicimde etkilenmemesi icin; politik yapiyi, kendileri ile ilgili alinan kararlari ve
gerceklestirilen diizenlemeleri akilci bigcimde anlamlandirmalarina, okul gercekleri ve Ogretim
deneyimleri hakkinda bilgi ve yorumlamalara gereksinimleri bulunmaktadir. Ancak, alanyazindaki pek
cok arastirmada, 6gretmen egitiminde 6gretmen adaylarina kendilerini bekleyen olasi mesleki sorunlarin
yeteri kadar s6z edilmedigi ve 6gretmen adaylarinin kuram ve uygulama arasinda bag kurma siirecinde
sorunlar yasadigi belirtiimektedir (Kelchtermans & Ballet, 2002; Korthagen, Loughran, & Russell, 2006).
Bu ise Ogretmen egitiminin 6gretmen adaylarina kazandirmasi gerekenler konusundaki eksikligini
gostermektedir (Beauchamp & Thomas, 2010; Flores & Day, 2006; Schepens et al., 2009; TimostSuk &
Ugaste, 2010). BT o6gretmenlerinin mesleki yasantilarindaki is yiki ve belirsizlikler nedeni ile yasadigi
sorunlar dastndldiginde, onlarin 6gretmen egitimi sirecinde daha fazla desteklenmesi gerekliligi
ortaya ¢cikmaktadir. BT 6gretmenlerinin meslege baslamadan 6nce okullardaki sorunlardan, uygulama
sureglerinden, beklentilerden, gorevlerden ve 6zliik haklarindan haberdar bigimde yetistirilmesi ile
mesleki yasantilarini bu kadar olumsuz bir kimlikle stirdirmelerinin azaltilabilecegi disiinilmektedir. Bu
nedenle, 6rnegin; 6gretmen egitimi programlarina kisisel ve mesleki gelisimle ilgili se¢meli dersler
eklenerek, meslegi sirdiiren 6gretmenlerle yiiz yiize ya da gevrimici ortamlar araciligi ile bir araya
getirerek 6gretmen adaylarina, kendilerini ve mesleklerini daha iyi tanimalari, okul baglamini ve 6gretim
siirecini anlamlandirabilmeleri igin olanaklar sunulabilir.

Bilindigi gibi son dénemde, Tirrkiye’de bilisim alani ile ilgili déniisimler yasanmaktadir. Ozellikle,
kodlama ve programlama egitiminin dneminin artmasi ile birlikte pek ¢ok arastirmaci bu alana yonelerek
programlama o6gretiminin O6grenciler Uzerindeki etkilerini, 6gretim slrecine katkilarini ve siregte
yasanilan sorunlari ortaya koyan arastirmalar yiritmektedir (Akpinar & Altun, 2014; Bilir, Korkmaz, &
Cakir, 2018; Ceylan & Giundogdu, 2018; Demirer & Sak, 2016; Goncu, Cetin, & Top, 2018; Yikseltirk &
Altiok, 2015). Ote yandan, yeni teknolojiler ve uygulamalarla baglantili olarak gerek ilkdgretim ve
ortadgretimdeki BT derslerinin 6gretim programlarinda gerekse BOTE lisans programinda birtakim
giincellemeler yapilmistir (TTBK, 2018a, 2018b; YOK, 2018). YEGITEK ise 6gretmenleri robotik ve
kodlama egitici egitimi gibi kurslarla desteklenmeye calismaktadir (YEGITEK, 2018). Ulkemizde
donusimlerin  yasandi§i bu siurecte, BT 0&gretmenlerinin alana bakislarinin, gorev algilarinin,
sorumluluklarinin ve vyasadiklari sorunlarin déniusmesi de olagandir. Bu nedenle vyapilan son
diizenlemelerin BT 6gretmenlerinin mesleki kimliklerini nasil etkiledigi derinlemesine inceleyen giincel
arastirmalara gereksinim duyulmaktadir. BT 6gretmenlerinin mesleki kimliklerini etkileyen degiskenler;
ylklenen yeni sorumluluklar, yasanilan sorunlar, kurum kiiltiirii ve mesleki deneyimleri gibi yapilar temel
alinarak daha ayrintili bir bicimde incelenebilir. Ote yandan konunun nicel olarak da derinlemesine
incelenmesine gereksinim duyulmaktadir. Konu ile ilgili 6lcek gelistirme galismalari, iliskisel gcalismalar ya
da modelle galismalarinin alana katki getirecegi diisiinilmektedir.

Ulkemizde, BT &gretmenlerinin mesleklerini daha saygin, daha degerli ve sorunsuz bir bicimde
ylratebilme arzusunun yer aldigi, bu 6gretmenlerin kendilerini artik 6gretmen gibi hissetmek istedikleri
ortadadir. Eger gerekli 6nlemler alinmazsa ve destek saglanmazsa, BT 6gretmenlerinin olumsuz mesleki
kimlik ve duygulari, basarili ve verimli bir bicimde mesleklerini devam ettirmelerinin 6niinde engel olarak
durmaya devam edecegi disliniilmektedir. Kuskusuz, boylesi olumsuz bir mesleki kimlik yapisi
egitimdeki degisim calismalarinin 6niinde de 6nemli bir engel olusturacaktir.
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Research paper is effective in gaining creativity; and, therefore, they include aesthetic education in

various ways in their courses.
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Introduction

Criticism towards to education for many years is related to the fact that education is inadequate in
developing different knowledge and skills and not appealing to different areas of interest, and that it
displays an understanding that focuses on more content and absolute knowledge. When present
education programs in Turkey are examined, it is seen that although they underline a multiple point of
views, many contextual problems occur in their implementation. Moreover, it can be claimed that
educational activities related to aesthetic that contribute to the emotional development of the
individual are not at the desired level. Aesthetic education focuses on the systematic development of
the aesthetic concepts, the pleasures and the ideal formations, and the laws of nature and art, society
and life, communication and relationships, and beauty for students (Kosinova, 2014). As Feeney and
Moravcik (1987) point out, a child's aesthetic feelings come from his or her creativity. In an aesthetically
supported program, the idea of beauty in students can be developed and it can encourage them to
produce creative products, besides ensuring that they are aware of the aesthetic beauty of the
environment. Also, the way teachers design student environment both in classroom and school will
influence the physical and mental development of students. In-class art activities, picture books and
creativity-enhancing materials, creating and ensuring that students express their feelings and emotions
and out-of-class museum visits and trips can be used for aesthetic education. In this context, it is
important to address the concept of aesthetics thematically in all lessons and blend it with creative
thinking.

Aesthetic has meanings like sensation, senses, perception, and emotion. Parallel to this, aesthetic is
the science of the information provided by aesthetic sensuality; it is the knowing and feeling in a
cognitive and emotional sense (Erglin, undated reference; Karagcay, 2007; Englebright Fox &
Schirrmacher, 2015). It is significant to blend philosophy into science, which deals with beauty of social
studies and the effects of beauty on human memory and emotions with the aesthetic emphasis that is
defined as aesthetics (Turkish Language Institute, 2018). Because a student who knows how to look and
see with aesthetic consciousness, when it becomes a habit, he can discover the event, situation and
characteristic in every new theme and can produce creative products by interpreting in different fields.
Moreover, the student can make the information he has more meaningful by passing it through the
emotional filter. According to Timugin (2005), the creativity of Moliere was nourished by his passionate
observation. Hence, the process starting with perceiving the observed objects can leave its place to
giving products and being happy with the product. Children's keeping emotional development in a
healthy way can help them understand the meaning of icon packed objects by observing them and
support their understanding of course information. In that sense, according to Timugin (2005), it is
actually the point of view of individuals that aestheticize objects. If students cannot discover aesthetics,
beauty, and self-appreciation at a young age, they cannot learn to observe the objects in their
environment, think creatively, evaluate, know themselves, and they proceed in a monotone process by
just learning what is taught to them.

One of the skills to be gained in our current educational programs is creativity. Creativity is the ability
to produce or imagine something new (Harris, 1998); to establish relationships between objects or
thoughts that have not previously been related to each other (Rawlinson, 1995); to get something new
out of the known things, to get an original synthesis, to find new solutions to the problems (San, 2003).
Creativity is involved in all cognitive and affective activities, even though it is a complicated process that
does not fit into simple definitions (Karabulut Temel, 2018). According to Haladyna (1997), creativity,
which is an ability developed over a long period of time, is divided into two: aesthetic and scientific
creativity. In scientific creativity, it is expected from the individual to produce an original and unique
product or idea that does not conflict with the scientific truths and is functional. In aesthetic creativity, it
is also expected from the individual to produce an original and unique product, but this product needs
not to completely overlap with the scientific truths. It is expected that the product that is revealed
through aesthetic creativity is to be attractive, to please the eye, to mediate some emotions and
thoughts (Kutlu, Dogan & Karakaya, 2009). In that sense, creativity can be regarded as the highest level
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of behaviour that the affective, psychomotor, and mental domains intersect (S6nmez, 1995). Every
individual has creativity and each person's creativity and intelligence can be improved (San, 2003).
Aesthetics can directly support this development since aesthetic is the moment when we give all our
attention to our senses. It comes from intense feelings and consciousness. It does not have efficiency
and productivity concerns (Feeney & Moravcik, 1987). Students who do not feel stressed with this
anxiety can discover some concepts more easily, improve their creativity skills and enjoy learning. On
the other hand, in the aesthetic education-based curriculum, the environment should also be as free as
possible; the environments that stand against to fear and punishment support creativity. According to
Sungur (1997), it is important to relieve the mind for creativity. Creativity enables students to enjoy
learning by promoting emotional development and aesthetic awareness. Teachers' approaches and
curricula are crucial to create appropriate conditions to develop creativity in educational environments
(Yaildirim, 2016). According to S6nmez (1995), some behaviours contrary to the logic of the children
should be promoted and different and rich stimuli should be used to improve multidimensional thinking
in educational environments.

Activities aimed at aesthetic education in the classroom can undoubtedly provide students to
produce creative products by developing aesthetic sensibility in them. Since a scientific basis is not
required in aesthetic creativity, it is suitable for the mental development of elementary school students.
Edward De Bono (1972) states that because of the limited knowledge and experience of students, they
are not practical for solving problems, but what is important here is how the child's brain uses this
limited material. According to De Bono (1972), even though students may be very creative in their first
years of their education life, their abilities weaken during their education life, and at the end of this
process they regress more. De Bono grounded this result with the experiments involving thousands of
people, all of whom have had higher education. Education should be planned to keep the child's design
alive and turn it into creativity. However, our education narrows the child's imagination under cover of
realism (Karakus, 2002). According to Sergiovanni (1994), who agrees with the view that the school
weakens individuals' creativity, school bureaucracy steals the child's time.

It takes a long time for a very small activity. However, creativity can be learned, the courage needed
to be creative and the ability to utilize the best opportunity can be gained (Kirst & Diekmayer, 1978).
Forcing students to a certain education means preventing them from developing their talents. The
structure of education appealing only to the left half-circle of the brain and thus neglecting its emotional
part should be changed. Primary education curricula should focus on providing students with high-level
of mental skills such as problem solving, analysis, synthesis, criticism and interpretation. These mental
skills direct students to think; but they are inadequate for the importance of feelings in learning.
However, the place of emotions in learning has great importance. Emotions influence students'
behaviours by helping them to focus on mind and set priorities (Jensen, 2006). In this regard, an
understanding of education in which stimuli for aesthetic awareness as one of the topics addressed in
this area and great feelings and establishing a path between the brain and the heart are presented
should be adopted.

Aesthetics is the good side of art and science. Very few students will probably be artists, but the aim
of this study is not to create aesthetic criteria and give art education but to ensure that teachers help
students to be aware of their aesthetics likings and criteria by including students’ feelings and thoughts.
Each child has a different aesthetic value and sensitivity. Every individual’s personal character may not
possess high aesthetic sensibility. Aesthetic sensitivity, however, is equally important for individuals who
are capable of creating the aesthetic and humanistic environmental demands in art and science (Duffy,
1979). Maybe that's the line that separates aesthetic education from art education. While aesthetic
education in primary education helps to discover the taste that exists in mind, art education makes
additions to the existing tastes with theoretical knowledge. For this reason, aesthetics should be
considered as a separate theoretical knowledge acquired through education, but as a part of a
curriculum that should be integrated into each theme because aesthetic sensitivity might provide
significant contributions to the student's self-definition, exploration of interests and cognitive
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development. As Kosinova (2014) claims, aesthetic education shapes students' sense of beauty and
supports the desire to have a beautiful life. Students’ giving importance to aesthetics sense and
excitement will also bring aesthetic awareness. It is necessary to see and feel aesthetics rather than
knowing it. Taking these into consideration, it is important that aesthetic education should take place in
primary education and higher education programs starting from the preschool.

Nature has a wonderful structure, harmony, aesthetic. We can see creativity in producing original
products not only in science and technology, but also in producing intellectual, artistic fields (Aslan,
2001; Karagay, 2007; San, 2003; San, 1990). Therefore, individuals should be accepted and raised as a
whole with their cognitive, mental, and affective aspects (San, 1990). Aesthetics is a concept that can be
contextualized in every field. It is especially important to take place in social studies, which has a real-
life, interdisciplinary context because the aim of social studies is to educate individuals who are sensitive
to physical and social environment they live in, and to equip them with necessary knowledge, skills and
values related to cultural and universal contexts. Therefore, it should be considered that the social
studies course, which is mostly concentrated on theoretical information, is also concerned with the
attitudes and skills of the students and should be focused on gaining aesthetic value on the
development of emotions. It is expected that the development of students will be supported with the
knowledge, skills and values dimensions in the social studies curricula implemented and updated in the
2017 academic year. When skills and value dimensions of these curricula are examined, it is seen that
aesthetic value and innovative thinking (creativity) skills are included. The fact that the social studies
course concentrates only on the cognitive processes causes this course to be boring. On the other hand,
involving aesthetics in this course will help to concentrate on different contexts, and will also prevent it
from being boring by adding richness to the process. However, the perception that aesthetics is more
related to the field of visual arts negatively affects the sensitivity of teachers and students towards this
concept in Social Sciences programs.

When the related literature is reviewed, the studies related to the topics such as student
perceptions’ on aesthetic value in social studies (Kilcan & Akbaba, 2014); teachers’ views on aesthetic
creativity (Karakus, Girkan, Dogan & Capar, 2011); teachers’ views in the context of values (Baysal,
2013; Memisoglu, 2017); the aesthetic content in books (course, core Works etc.) (Aktan & Kilig, 2015;
Kus, Merey & Karatekin, 2013); curriculum analysis (Tonga & Uslu, 2015) have been encountered. In
2005, the Ministry of National Education changed its educational perspective in its curricula and made a
radical innovation. When the 2005 social studies curriculum was examined, it was observed that a spiral
content regulation was made and the concept of aesthetics was included in the value dimension
(Kiroglu, 2011). In 2012, the education levels were restructured according to the 4 + 4 + 4 system and
the primary school was arranged to cover the first four years. Hence, the fifth grade level is now linked
to the secondary education level. It is possible to see that the aesthetic emphasis is involved in the
values dimension when the social studies curriculum which is currently being used and will be used in
2018 is examined (MEB, 2017; MEB, 2018).

However, in spite of the emphasis on aesthetic value in the curriculum since 2005, it is noteworthy
that both aesthetic and aesthetic creativity are not addressed in research. It has not been examined
whether the teachers are aware of their aesthetic value and whether they have applied to gain aesthetic
value in the Social Studies course, as an interdisciplinary field. Karakus, Glirkan, Dogan and Capar (2011)
conducted a study to investigate the views of the fourth and fifth grade teachers in terms of aesthetic
creativity. In this study, it is aimed to reveal the current situation by taking into consideration the
change of education level, frequent updating of the curriculums and richness of the in-service training of
teachers. Therefore, based on the framework of the updated social studies curriculum, firstly the views
of the fourth grade teachers of primary school regarding the aesthetic and aesthetic creativity
dimension of the curriculum have been investigated.
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Method

Research Design

This study was designed according to phenomenological model which is one of the qualitative
research approaches. Phenomenology is a method of examining and defining the existence of events
(Bas & Akturan, 2017). Phenomenology aims to gain an in-depth understanding of the meaning or
nature of experience and emphasizes how experience transforms into consciousness (Merriam, 2013,
24; Patton, 2014, 104). In this study, firstly, it was focused on revealing teachers' perceptions of the
aesthetic concept and their reflection on the necessity of aesthetic creativity education through
interviews. Accordingly, the identification of involving aesthetic education in the social studies
curriculum and teacher practices, and contributions of this education to students were investigated in
the study.

Study Group

The study group consisted of fourth grade teachers who worked in five state schools in the lower,
middle and upper economic levels in the central districts of Adana and Hatay in spring semester 2017-
2018. In the schools, primarily the school administrators were informed about the main subject of the
study and the average length of the interviews, and necessary permissions were obtained. In the next
stage, teachers who wanted to participate in the study were identified and information about the
subject and the average duration of study was presented to the teachers. In this case, the volunteer
participation of the teachers was taken as basis for the study and the 8 fourth-grade teachers were
selected by maximum sampling technique, which is one of the purposive sampling methods. Three of
these teachers were working in the lower, two in the middle and three in the upper socio-economic
level schools. Of the class teachers whose vocational seniority ranged between 5 and 35 years and
whose working time in the school ranged between 4 and 15 years, five were female and three of them
were male.

Data Collection Tools

In this study, in-depth information was collected by using interviews, which is one of qualitative data
collection techniques. Interviewing is a technique of collecting data through verbal communication and
is done to reveal what goes in mind (Karasar, 2006, 165; Patton, 2014, 341). According to Stewart and
Cash (1985), the interview is to ask the pre-determined questions about problems and get answers in
order to reach for a serious aim (Yildirrm & Simsek, 2016, 129). The interviews were conducted with a
semi-structured form consisting of open-ended questions that were developed by the researchers.
Before the interview form was prepared, the fourth grade social studies curriculum of primary school
and then the literature were reviewed. In the interview form, based on the review of the programs and
the literature, there were eight questions in the context of the categories organized as “perceptions,
teacher aesthetic education status, aesthetic and scientific creativity, effective disciplines, aesthetics in
Social Studies, teacher practices, contributions to students, problems and suggestions”. First of all, a pilot
interview was conducted with three classroom teachers working in a school at high level. The interview
form was examined in terms of applicability and the questions were rearranged by the researchers in
the context of comprehensibility. There was no change in the number of questions for the actual
application after the pilot interview, only use of language was corrected. For example, the questions of
“What is aesthetics, what does it mean?” were corrected as “What do you think about aesthetics?, what
does the word of aesthetics evoke to you?”. In this context, the following questions were asked to the
participant teachers:

1. What do you think about aesthetics? What does the word of aesthetics evoke to you?

2. Have you received any in-service trainings about aesthetics education? If so, can you give us some
information about this training(s)?

Which of the aesthetic or scientific creativity takes precedence for you?

4. In which fields (lessons) do you think that awareness of creating aesthetics are more effective? Why?
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5. Do you think that the view of aesthetics can be gained in social studies course? Are the units and the
themes in social studies course suitable for aesthetics education?

6. Do you perform any studies to make your students gain aesthetics perspective? Would you explain
one of the activities?

7. What are the contributions of aesthetics perspective to students?

In social studies course, what are the problems about aesthetics education, and your suggestions
about these situations?

Data Collection

Interviews with teachers involved in the study were conducted at appropriate times for teachers, in
the school teachers' room during March and April 2018. Interviews with the teachers lasted for a
minimum of 45 minutes. It was attempted to get answers without researchers directing by taking care
that active listening reactions were given to encourage teachers to speak. Teachers' views were tape-
recorded. While responding to the research questions, it was observed that the teachers sometimes
checked the primary school social studies guides and textbooks, and tried to make contributions to the
research. After the data were collected, they were transcribed in a computer; 45 pages of text was
obtained.

Data Analysis

Data were analysed using content analysis method. First, the researchers read the text once before
beginning to encode the data. The researchers reviewed the answers to each question and typed the
possible codes on the right and left side of the related text by selective coding. The researchers
concentrated on the main themes that included the related codes at the next stage and took notes in a
list. The writing of the themes in a list gives researchers the opportunity to see the similarities and
differences between each other as a whole. At this stage, it was decided with certainty which encodings
will be covered by which themes. The researchers showed these codes to an expert in the field, and the
credibility of the code was calculated with the reliability formula "P (Percent of Reconciliation) = [Na
(Opinion Units) / Na (Opinion Units) + Nd (Visibility Separation)] X100" (Miles & Huberman, 1994, 64)
and the reliability was found 92.00%. The expert researcher examined the codes and related themes
and proposed a number of changes. Deciding on the codes and the themes continued until the
researchers agreed. Thus, researchers' opinions on the analysis of the same data were obtained and the
validity and internal reliability of the coding and the themes related to the data were obtained by trying
to eliminate the bias of each researcher. The resulting themes and the encodings obtained as a result of
analysis were presented. When reporting the interview data, direct quotations were used to show the
teachers' main judgments as they were. The letter “0” was used to convey the opinions of the teachers
about the research topic and the numbers given to the teachers at the end of the quotes (e.g. (T2), (T8)).

Results

In this study, it was aimed to identify the teachers' perceptions on the subject in order to determine
the level of aesthetic and aesthetic creativity in Social Studies program based on the opinions of eight
class teachers. The resulting themes are listed in Figure 1 and the findings are presented accordingly.
The codes for each theme and their citations related to the perceptions are discussed in detail.

The Perception of Aesthetic Concept

The views of the teachers on the definition of the aesthetic concept and on the meanings it evoked
to them were examined and the results showed that the meanings attached to the concept were
different from each other. It was found out that the teachers described the aesthetic concept as
harmony, order and tone in terms of "internal and external harmony, harmony to the environment,
harmony within the class, harmony of colours, order and tone”; as presence or absence of beauty in
terms of "external beauty, beauty in thought, beauty in emotion, natural beauty, beauty in spirit,
physical beauty, not being beautiful”; as visual situations in terms of "shows, symbols, figures, visual

918



Sevda DOLAPCIOGLU, Burcu GURKAN, Memet KARAKUS — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 913-944

presentations"; as emotionally positive effect in terms of “happiness, adding emotion, getting pleasure,
realizing the emotion of the subject, pleasing the eye and the ears, believing in to do it, appealing to the
brain, empathic thinking, curiosity, tendency to art, reflection of love, attraction of interests”.

course

Figure 1. Interview findings.

Moreover, the teachers assigned meanings to the aesthetics concept within the themes of psychomotor
behaviours in terms of “attitude, gestures and mimics”; oral expression in terms of “reflection of ideas,
words, poetic expression”; change in terms of “medical intervention, change of feelings”; the nature of
the concept in terms of "change by person, being comprehensive"; detail in terms of "integrity, detailed
look; and synthesis in terms of “artistic creativity, fusion of beauty". Some of the views of teachers
regarding the themes and codes related to the aesthetics concept are given below:

“Aesthetics is a person's image, posture, and behaviour” (T3).

“..Everything that has a certain shape that is pleasing the eye is aesthetic...is what is nice to people's
eyes, is the change of many feelings when you look at it. Aesthetics is not only used in a beautiful
sense. Sometimes something that is not beautiful can also be used as aesthetics...” (T4).

"I think aesthetic is a visual presentation. It is visualization...” (T5).

"Aesthetic is to see every detail in every direction, look in detail, whatever it is ... to see the finest
detail” (T8).
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Aesthetics Education

In the study, it was also investigated whether the teachers were educated about aesthetics, and the
obtained data were examined. From the findings, it was seen that teachers expressed three different
views on this issue. These views are that the teachers were interested in the aesthetic topic but did not
receive an education, did not have any special interest in it so did not receive any special education and
did not receive any special education in this subject. Some of the teachers' views on this situation are as
follows:

"No, | have not. But | went to complete my degree.. Then | tried hard. | read books. | travelled a lot...”
(T2).

“No, I did not. From books | read, from expressions in visual arts ..." (T4).

"I did not receive any special education, but ... | made a glass mosaic in the teacher's school. After
me, many my friends studied there, they all said that it was being exhibited there it was a beautiful
work...” (T7).

"No, we have not received any education. We have only seen painting lessons at the faculty of
education...” (T8).

Aesthetics and Scientific Creativity

In the study, teachers were asked for their views on whether aesthetic or scientific creativity is a
priority. While some teachers expressed that aesthetic creativity was a priority, some other expressed
that scientific creativity was a priority. The teachers who thought that aesthetic creativity was more
important explain it as "providing the permanence of learning" and "ensuring access to scientific
creativity"; they also showed factors such as "the lack of scientific creative practices, being a way of life,
the reflection of society's culture" as reasons for it. It was also found that there were teachers who
argued that scientific creativity was at the forefront for the society. Among the teachers, those who
thought that scientific creativity was more important stated the reasons such as "importance of
information, support of success, importance of materiality". It was also observed that the teachers who
saw both aesthetic and scientific creativity as related and important did not make any distinction. It was
determined that these teachers who believed that both were important expressed reasons such as
"having an aesthetic thought in the basis of a scientific work", "depending on subject and event" and
"scientific products based on human effort". In the light of these findings, some teachers' opinions are
as follows:

“Unfortunately, our society it is scientific creativity. They want to be engineers and so on. It is based
on materiality. It's because we cannot overcome some things as a society. Society is directing...” (T1).

“Personally | will go with aesthetic creativity ... Now I do not know that people are more interested in
science than aesthetics. More importance is given to it. Because the aesthetic side can be neglected
due to the desire to earn money. For example, the atom was invented ... ... Would he invent it if he
knew it could be used in this way? | mean, he did it for the sake of humanity, but it caused thousands
of people to die. While aesthetics is appropriate for my personality, scientific will be suitable for
society” (T3).

“...At the moment the recorder was found as a result of a scientific study. But you can throw it away
two months later when it comes out with a new model. They can be forgotten more quickly. But
things that are aesthetic are more permanent. It stays longer and reflects the culture of the society.
You can pass on this culture to the next generation...” (T7).

Aesthetic Awareness: Effective Disciplines

Teachers expressed that raising aesthetic awareness might be effective in different lessons. Among
the teachers, there are those who believe that they can be effective in all lessons because of "the
themes being related to each other, precondition for gaining aesthetics, the dislike of classifications
according to the lessons", just as the those who believe that they can be used in social studies because
of being a lesson related to people, a lesson about society, making able to notice the beauties of the
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world, and being able to express emotional expression; and those who believe that they can be used in
Turkish lessons because of situations such as "enable to express oneself, to increase self-confidence,
drama, to animate, to speak". Furthermore, it was seen that there were teachers who believed that they
could be used in mathematics lessons in terms of "supporting pattern formation and providing
systematic thinking" and who believed that they could be used in physical education classes because of
reasons such as "allowing flexible movements and providing correct behaviour in group work". In
addition to these findings, visual arts (painting) and work- technics courses were seen as more suitable
for their "nature". It is believed that it is possible to gain aesthetic awareness in life sciences, science
and technology, traffic and music lessons. Some of teachers’ views on in which disciplines aesthetic
awareness were more effective are given below:

“It can be used in Turkish, music, painting, art, science and mathematics. To make students love
mathematics. A problem can be written in a beautiful way, using expressions such as flowers around
a pond” (T1).

“It could be in mathematics. Because it requires systematic thinking. In other words, within these
systems there will be different systems that they can reach there with different stages, and with
different ways; it will develop a much different perspective. It could also be in science. During an
experiment ... Aesthetics can be involved in every topic you cover” (T3).

"It could be in social studies class. Because we discuss the society. It may be in Turkish as well. It could
be on speech. The difference between speaking nice and rude can be implicated...” (T5).

Aesthetics in Social Studies: The Nature and Content of the Course

For another sub-goal of the study, the questions “is it possible to gain an aesthetic point of view in
the social studies course?” and “are the units and themes in social studies course appropriate for
aesthetic education?” were asked, and there were some teachers who thought that the social studies
course was suitable for gaining aesthetic point of view and that it was necessary to be in the curriculum,
as well as those who thought that the aesthetic point of view cannot be gained by social studies course.
It was also seen that there were some teachers who had never thought about this issue before.
Teachers who thought that the aesthetic point of view can be gained in the social studies course stated
that the subjects such as rights, production, regions, past events, Atatiirk's revolutions, natural touristic
places of our country, environmental subjects, historical artefacts, fine arts, traditions and customs,
handicrafts and culture are more appropriate. The quotations from the teachers' views on this research
question are as follows:

“I never thought about it ... but, um ... what kind of subjects? For example, if you think of historical
artefacts, fine arts, it can be. For example artists; if we think of Mimar Sinan, maybe the Works he did
can be used. Another one? We can involve the aesthetics in our customs; we can teach them through
our handicrafts ... In our present themes, fine arts, customs, then historical artefacts ... There are a lot
of appropriate themes” (T1).

"Of course it can.. When I'm covering a topic ... Hmm ... It can be by blending culture. Children explore
the past, the experiences. For example, when they are singing the songs, what is this “Cayda Cira”? |
tell the topic and the child will not forget its source. It is the effect of life on people ... The fabric of
Eastern Anatolia and the fabrics of those here are different. You will set life according to the point of
view there. The water of the Black Sea is moving just as the clothes and the people there. It is usually
very colourful and very pleasant. It takes those lines from the nature ... Everything reflects culture”
(T2).

"We generally have knowledge-driven activities to keep the child's knowledge in the foreground. We
do not have an aesthetic related activity. These activities make students know close environment,
and perceive the world but | do not think that the curriculum does not make students gain an
aesthetic point of view....” (T3).

"Unfortunately, we cannot do it in social studies classes because there are very few relevant topics in
the curriculum” (T4).
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"... Aesthetic behaviours can be placed in every area of social studies course” (T7).

"Now, the social studies class is very comprehensive, will it be heavy if it is covered under another
course? The area of social studies is so wide that | do not know how relevant it is to the topics ... Of
course aesthetic knowledge should be gained ... | do not know how it can be done in social studies
classes, how it can be related to the topics ... | do not know, if we take visual arts, it has an hour per
week and does not have enough time. Maybe it can be done if it is very well associated with the
subjects” (T8).

Aesthetics in Social Studies: Curriculum Outcomes and Activities

In the study, it was tried to identify the teachers’ views about whether the outcomes and the
activities related to aesthetic education in the social studies curriculum, the teacher's guidebook or the
textbooks are clearly expressed. The teachers expressed in this regard that the outcomes and the
activities related to aesthetics were not clear, they were trying to be just felt, they were inadequate in
terms of quantity and quality. In addition, the teachers also pointed out that this was left to them in the
curriculum and the outcomes related to the affective domain were very rare. Some of the teachers'
views on these findings are as follows:

“There is no clear statement in the curriculum. It is just written as a value. There is aesthetics even in
a topic about environment. So we talk about it, but we do not emphasize the aesthetic aspect of it.
When we talked, | realized that | actually included this topic. It is not clear” (T3).

“Outcomes, no | have never seen such outcomes. | saw them in visual arts instead. In social studies... |
have not seen t as far as | have covered. They are not in the curriculum. They are inappropriate. In the
class, we must have our own works. We will talk about the difference between the things like where
is the most beautiful street of my neighbourhood? We will make our school aesthetic. For example,
the walls are not aesthetic at all. Okay, we protect the children from the dangers that come from
outside, but we close them in a thought, like a prison. It prevents the artistic and emotional
development of children. This vision of the curriculum must be changed. There are no activities like do
your own paint, express your own paint, do the differences, and do the similarities. The curriculum is
not very student-centred. What is the hair colour, what is the colour of the eye? There is no need to
take social studies class for this ... Secondly, the topic about | am learning my past is appropriate for
aesthetics. We have cultural values, our films, our crafts, our carpets, and also we have pots. But we
do not have a pottery workshop... How is a pot made? There is not ant-y workshops where he can
improve his aesthetic sensation or air that he can shape ... or ... Hmm ... What can be done for
aesthetic? The topic is nice but there is no suitable environment for it. Besides, it is not the social
studies teacher who should give this feeling, it is the expert. Of course not every issue is suitable for
aesthetic, for example, war is not an aesthetic issue. The sculpting of the war and picturing the peace
after the war are close to aesthetics... The unit, the place we live in, is appropriate, but the places we
live in are not aesthetic. They are like a trash cans ...” (T4).

“I did not see a clear expression in aesthetic related outcomes. But they left it to children and
teachers by comments. Sometimes it can be seen in that way if | get there. But | cannot see it clearly
... It is not a topic. It's all about being master the subject. There is no clear statement. It is up to us.”
(T7).

Aesthetics in Social Studies: Teacher Practices

The findings of what teachers did to gain aesthetic point of view in their social studies class were
examined and in this context, it was found that there was a variety of teacher practices. It was identified
that while the teachers were trying to make students have aesthetics point of view, they did literature
and art activities that include such activities as "painting, making banners, role plays, theatre, photo
exhibition, listening to music, writing and reading poem, writing composition, writing beautifully,
improvisation"; verbal and empathy-oriented activities covering activities such as "what would you do if
you were in his/her shoes, reading the story, addressing"; Organizing activities including organization of
classroom, notebook, bag and paying attention to clothes; raising environmental awareness activities
including providing cleanliness (environment, class, etc.), drawing attention to the beauty of trees and
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to environmental structures (bad view, distorted etc.); and raising awareness activities such as thinking
and finding deficiencies about research, writings and paintings. When the other findings were examined,
it was found that teachers, depending on the curriculum, focused on the aesthetic concept with
activities such as “when the topic is discussed, examining past cultural elements, looking three
dimensional at the material, forming patterns with other courses”, and they also allocated a specific day
or a week to focus on activities such as making decorations.

In addition to these activities, it was also found that teachers concentrated on exemplary behaviours
such as "being an example, drawing attention to aesthetics in behaviours, mimics and acting". Also, the
three teachers stated that they did not do any activities in order to make students gain an aesthetic
point of view. Here are some explanations of the activities that teachers did to make students gain an
aesthetic point of view:

“In general, they make role plays about some subjects, they perform theatre. We assess them. They
write books ... But they absolutely stick pictures to their writings. If they cannot find any pictures,
they will do it themselves. They visualize...” (T2).

“...For example, to make them look three-dimensional at a material.... aesthetic in a Turkish poem,
for example, did you like this poem? Aesthetics in social behaviour. Like how we must change our
behaviour so that we can take a better place in society, and these are the aesthetics of behaviour...”
(T3).

“We're making decorations. We ask about their thoughts about their writings and paintings they
make. | want them to find the points that need to be fixed in negative answers.” (T4).

“Well, we find some images about the topic we will cover, we show them. Where is this place etc. ....
We make them listen to classical music....” (T5).

“...We are organizing the class .... | look at the organization of the bags ... | try to be an example to
the students ... we do occasional garden cleaning for the environment. We talk about the bad and
unpleasant image the trash forms, and distorted structuring in the city; especially the current
situation in our city. Students are aware of the aesthetic and unaesthetic condition. But it is not in
this curriculum. The students are aware of it because | care. They are also aware” (T8).

Aesthetics in Social Studies: Contributions to Students

The views of the teachers on the contributions of gaining an aesthetic point of view to students were
examined. When the findings in this context were analysed, it was found out that the teachers declared
that an aesthetic point of view have various contributions to the students. The teachers pointed out that
having an aesthetic point of view contributed to students in various ways such as self-recognition and
self-development through situations such as noticing the abilities, self-expression, broadening the
horizon; gaining awareness about the environment through situations such as complying with the
environment, beautifying the environment, perceiving the whole, looking at the details, looking for good
environments; and increasing in academic achievements in situations such as reflection of knowledge in
daily life, success in lessons, permanent learning, better understanding of the subject, gaining order
(writing, life, etc.).

Moreover, it was stated that the students will develop themselves in terms of the quality in life
through the situations such as "organizing the life, having a stance and quality, being away of
ordinariness, gaining the self-care skills, beautifying the life, using the body language, reducing the
problems, benefiting from the technology, having better behaviours; social life and empathy through
the situations such as "getting involved in society, being tolerant, influencing friendships, contributing to
the family, seeing good sides of people, affecting people, reducing intra-society friction, and respect";
motivation through the situations such as "listening attentively to the lesson, peace in class"; positive
affective development through the situations such as "enjoyment, happiness, enjoyment, good looking,
gaining self-confidence"; visual perception through the situations such as " being aware of visuals,
leaving a visual impression". Teachers expressed these contributions as follows:
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“His life gets better. He looks good at the people, plant and book. He looks good at the things he
cannot have” (T2).

“..The aesthetic point of view creates a peaceful environment in the classroom, it allows people to
see their good sides, respect them ... They will not tease, they will not tease about their weight and
heights. It will develop their human emotions...” (T4).

"He can be in a harmony with especially the neighbourhood he lives in, the society, the family; it will
make his life even better. The child will want to be in more beautiful surroundings. He will leave a
good impression on other people. It will increase the quality of life of someone who cares about
aesthetics ...” (T7).

Aesthetics in Social Studies: Problems Encountered in Education

Teachers' views on the source of possible problems that hinder aesthetic related practices in the
classroom were analysed and the results showed that there are various sources. It was found that these
problems derive from the students in terms of "insufficient readiness, indifference, distractibility,
insufficient sense of responsibility, lack of auto control"; from individual and society in terms of "cultural
differences"; from the teacher in terms of "routinized, negative attitude, lack of knowledge"; from the
learning environment in terms of "the narrowness of place, irregular desks, crowded class size,
inadequate resources, inadequacy of class for group works, common sharing of class”; and from
program-related problems such as "information-centred topics and activities, inadequate time, lack of
topics about aesthetic, not being appropriate of each topic for aesthetics, unaesthetic preparation of
books, too much detailed contents, not having engaging activities for students”.

In addition, the teachers expressed some other possible problems hindering the aesthetic related
practices in classroom such as the assessment system in terms of “examination system”; the family
because of the reasons such as “family indifference, lack of knowledge, experience, unconsciousness ";
the structure of the school for reasons such as "unaesthetic school building, the structures of schools’
blocking the artistic and affective development"; the environment for reasons such as “unaesthetic
streets and roads” and other problems such as "the priorities in life, the inadequacy of society, the
negativity of urban life. Some excerpts from the teachers' views in this regard are given below:

“..Teacher can be a monotonous teacher, can be a stereotype ...” (T1).

“In fact, we are all an obstacle. The teacher is also a problem. For example, the teacher not having
aesthetic education on it does not do an activity to gain aesthetic point of view. Curriculum is too
loaded, students, conditions and classes are not appropriate...” (T4).

"... I do not think there is anyone in my colleagues who cannot care about this. Because when we see
something that is aesthetic, we look at it, a behaviour, a word, an artwork, with admiration. So
nobody can turn their back on this subject. This topic...” (T7).

“Well, if it is not given as a learning outcome, and if it is up to the teacher leaves to discover it how
long will the teacher discover or even can he or she discover it?..” (T8).

Aesthetics in Social Studies: Implications for Teaching

Teachers made suggestions on various aspects of aesthetic education in the social studies program.
The findings revealed that the teachers made suggestions on the elements of curriculum such as
“improving learning outcome periods, preparing the activities (alternative, guiding, based on student’s
point of view etc.), distributing the concept of the aesthetics to the themes, to make associations within
the units, using the free time lesson, preparing sample outcomes, developing different techniques,
increasing the number of topics, using videos, preparing brochures, giving different assignments, giving
feedback, adopting a student-centered approach, arranging the bulletin boards, providing the studying
environments (family, class etc.).

Teachers underlined the demand for education by suggesting "in-service training and seminars
(family, manager, curriculum preparation and decision-making group, political, teacher, etc.)". Teachers
also made suggestions on the process of the curriculum preparation in terms of "planning of the
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curriculum by experts, explaining of the aesthetic concept by experts, preparation of localized
curriculum, starting from the pleasant one, education not restricted to school, integration of knowledge
and aesthetics, involving aesthetics in all courses, appropriate to cultural structure, giving initiative to
the teachers, directing the student to art, valuing the talents ". It was also found that teachers made
suggestions on the need of change in perceptions and other suggestions such as "reducing the price of
source books, giving importance to teacher training institutions, reducing permission problems for travel
and observation". Some of the excerpts selected from the opinions of the teachers participating in the
study are as follows:

"There may be topics that direct the students to the art and bring their talent to the foreground
rather than knowledge” (T1).

“Different techniques can be considered. | cannot think of anything else at the moment because |
have not thought about this topic before ... Examples of work that he or she can contribute
something to. His own point of view has also been involved in it ... to embody it. He or she will say
that this is the saddle of the product | made, I’'m holding it in my hand, it is my soup. And he or she
will also love what is in it. He will love the things outside of it. He or she will say “"Hmm, you could be
in my soup” and he will get a different point of view” (T3).

“Teachers, administrators, curriculum developers, top directors, decision makers, politicians,
ministries, and responsible persons must be educated. First of all, they have to have this point of view
... First, the mind must change. Parent education is also necessary ... Our curriculum is also an
obstacle ... The environments must also be adapted, as well” (T4).

“..I want books to be arranged in a way that will take students away ... Teachers should have plenty
of seminars; teachers must be nourished” (T5).

"... In social and non-math lessons, the words stay in the air and have to be reduced to the level of the
child's consciousness. For this reason, it is needed to be explained both cognitively and emotionally”
(T6).

Discussion, Conclusion & Implementation

Aesthetics deals with examining the particularly beautiful part of the sensory field, not the whole
part of it. For this reason, concepts of beauty consciousness or philosophy have been proposed instead
of the word, aesthetic. However, later on, there have been those who oppose the limitation of the basic
value of aesthetics as beauty only. According to Kant, Shiller and Wittgenstein, the values that are
supreme, tragic, funny, elegant, interesting, naive, attractive and even ugliness can be involved in what
aesthetics can examine (Erglin, n.d.). In this study, it has also been reached at the conclusion that
teachers attribute different meanings to the concept of aesthetics. Since it is difficult to talk about a
single definition of aesthetics, it is natural that the concept of aesthetics is perceived in various forms.
There have been also different situations among the teachers in terms of emotions and training for
aesthetics. It has been also seen that teachers are interested in aesthetics and are educated in this
respect; on the other hand there have been some teachers who are not interested in it. In that sense,
teachers’ interpretation of the concept of aesthetic in different ways can be explained by the nature of
the concept and the competence of the teachers' experiences.

As Karacay (2007) stated, nature has a wonderful order, harmony and aesthetic. Science is aware of
this. Aesthetic pleasure judgement is universal, but it is not a concept that can be explained in a logical
or objective way. As well as the product that emerges at the end of scientific studies, there are also
feelings in the things the individual has experienced in this process. Aesthetics is the knowledge of
emotions; it requires intensifying of feelings. In this study, it was observed that while there were
teachers who argued that aesthetic creativity is more important than scientific creativity, and others
who argued scientific creativity is more prior than aesthetic creativity, there were also some teachers
who could not make a distinction between them. According to Dikin (2001), creativity has been seen as
a characteristic of extraordinary people for centuries and has been used more in fine arts. However,
according to Aral (2004), creativity has gained value not only in art but also in science. In this regard, it is
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natural that teachers should see creativity important in aesthetics and science or both. In addition, the
feeling of the necessity for aesthetic dimension in science might make aesthetic and scientific creativity
important for teachers. An aesthetic point of view can support being scientific. Do art and science have
something in common? If there is only one answer to this question, it should be "creativity". Every
combination of lines, colours, sounds is not art, and any information emerging with observation is not
"science". Everything that comes out of the brush stroke of the one who takes the canvas in his hands is
not the picture. The fact that the boat can float without sinking was known before Archimedes was
born. What makes Vincent Van Goch's "Olive trees" painting "art"? What makes Archimedes' rule
"science"? A common quality is looked for in both: to do what others do not (cannot) do, to see what
others do not (cannot) see. This is creativity. It is looked for in art and science because creativity is the
common element of art and science. However, creativity alone can create neither art nor science
(Karagay, 2007). Informational judgments are objective judgments that can be examined according to
true-false logic. However, aesthetic judgments are subjective and cannot be evaluated with true-false
logic. Rather, aesthetic science has been developed as an aesthetic judgements rationale. Aesthetic
judgments depend on the emotions of people, not on concepts like information, and cannot be linked to
logical rules. It emerges in a free and harmonious game of people's sensitivity, mind and imagination
(Erglin, n.d.).

Aesthetic education, like creativity, is also a strength that is carried through disciplines and should
not be limited to a single area. It is necessary to see and feel aesthetic, rather than just knowing it. It
should not only be regarded as a means of relief or related to fine arts, but also as a way of thinking that
students regularly engage in (Jacobs, 2009). Eisner (1985) states that people can see aesthetics as a
luxury, which is natural in a sense. Aesthetic education should be an inseparable component of the
curriculum rather than being rejected. Aesthetic literacy is a skill that all students should have. However,
the inclusion of aesthetic programs in our education system will certainly cause some problems. These
problems stem from both the prejudices of students on this issue and the difficulty of assessing
aesthetics (Jacobs, 2009).

The ability to bring aesthetic awareness to pupils should not be regarded as the task of art courses
only. Tuna (2008) has criticized that in our country today, the aesthetic education of the individual is
limited to the lessons of visual arts in primary and secondary education. Jacobs (2009) stated that
aesthetic development should be addressed in various disciplines. In this study, the teachers have gone
beyond this limitation by expressing that they believe it is possible to bring aesthetic awareness with
different courses.

Teachers not only see aesthetic as the fields of visual arts and art-techniques, but also of social
studies, Turkish, physical education, science and technology, traffic etc. Dikici (2001) also emphasizes
that creativity covers not only the fine arts but all areas of everyday life. In order for teachers to include
aesthetic education in their lessons, it is necessary for them to look at the events, situations, object etc.
aesthetically and they know how to connect the aesthetic aspect with the subject matter. In this case, it
is possible to say that teachers realize that aesthetics is a value to be sought in all areas of life.

Akhan (2013) expresses that social studies class is a lesson that helps students at primary education
level to gain art and aesthetic sensitivity, which is one of the society’s cultural elements. In the current
social studies curriculum, aesthetic is expressed as a value to be gained. Findings of the present study
reveal that teachers believe that the nature of social studies lessons and themes can reflect this subject.
It is also found that teachers believe that the outcomes and activities related to aesthetic education in
the social sciences class are not expressed explicitly; they emphasize that the goals related to the
affective domain are few; they think that the aesthetic education of the curriculum is left to teachers.

Another finding obtained from the study is that the teachers have both positive and negative
opinions about students’ gaining aesthetic point of view in social studies course. Especially in the social
studies course, it is stated that cultural elements, rights, geographical elements, historical elements,
Ataturk Revolutions are suitable for giving aesthetic point of view. Therefore, these situations show that
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aesthetic value in the social studies curriculum can be adopted in the topics such as culture,
environment etc. based on teachers’ views, and that activities for aesthetic education should be
specified more clearly in the curriculums.

It is seen that there is not only one way in gaining an aesthetic point of view and it cannot be limited
to the activity depending on it. The type, number, etc. of these activities may vary depending on
teacher's opportunities in the teaching process and the importance they give to the topic. When findings
of the study are examined, it is also determined that the teachers have done some activities related to
aesthetic education. These subjects are various such as art, being tidy, environmental awareness
activities. In this regard, it can be said that the activities organized and practiced by teachers are related
to the literature. In addition, these efforts of teachers who make aesthetic applications in the teaching
process can be explained by the fact that they see the aesthetics in the dimension of values of the
curriculum, and their activities especially in these subjects can be explained by the fact that they can
emphasize the beauty which is the field of aesthetics.

Human exists as long as he uses his mind, his senses, his feelings (Cellek, 2003). According to
Schirrmacher (1988), a child whose aesthetic perception and taste developed with aesthetic education
becomes aware of the beauty around him, and perceives better the values of letters, words, symbols,
poetry, stories and people from other cultures. He also comes in a position to evaluate a good design. As
a result of this, his sensitiveness in many fields from the choice of transportation, clothes, furniture to
the urban planning and environmental pollution problems increases. The concept development of the
child who has aesthetic experiences increases accordingly (Tuna, 2008). In 2016 MEB Secondary School
of Fine Arts High School Aesthetics Teaching Curriculum, the skills of “aesthetic thinking, critical thinking,
interpreting, correct, effective and beautiful use of Turkish, creative thinking, research, use of
communication and information Technologies, perception of change and continuity, analytical thinking,
individual work, group work, analysis, aesthetic sensitivity” that are expected from students to be
gained by aesthetic education are stated.

As Ozsoy and Sahan (2009) stated, children can approach the world in a less dogmatic way with
aesthetic education when they learn carefully by listening to and thinking about the opinions of others.
In this regard, the teachers who participated in this study believe that having students gain an aesthetic
point of view will provide them with various benefits. According to the teachers, with the aesthetic point
of view, contributions such as self-recognition, gaining sensitivity towards the environment, motivation,
academic achievement and increasing the quality of life can be made to the students. Teachers can have
a high motivated, positive and well-attended class atmosphere and offer more effective and permanent
learning opportunities to students when they support the process with the activities they prepare
related to the affective domain to catch the aesthetic sides of the things such as events, situations,
objects and so on.

It is a very optimistic approach to expect from the ongoing programs to achieve a hundred percent
success. Therefore, it is possible that there may be some limitations due to various reasons and
problems may occur in the implementation of the programs, and a number of problems can be seen in
aesthetic implementations. In the study, the teachers stated that they encountered different problems
while doing aesthetic practices in the classroom. These problems are expressed as the ones arising from
the student, the society, the teacher, the teaching environment, the curriculum, the assessment system,
the family, the family, the school structure and the environment. Kékten (2001) edits the problems
encountered in the implementation of art education involving aesthetic perception with the factors such
as limiting the duration of instruction, teachers’ not taking any seminars or course at any stages of their
education, current exam systems in our country, not benefiting from out of school environment. Géneng
and Acikalin (2017) state that social studies teachers have problems in the implementation of the
curriculum due to students, management, inadequacy of textbooks and workbooks, parents, and
teachers. In that sense, teachers proposed different suggestions for the application of aesthetic
education in the social studies curriculum, which vary according to the theme and factors of the
curriculum, covering up the deficiency of education, the change of perceptions and the process of
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preparation of the curriculum. These suggestions made by the original implementers of the curriculum
can be a source of data for curriculum development studies. In addition, in parallel with the results of
the study, the following suggestions can be made:

e In-service training, aesthetic awareness should be given to teachers and managers; and educational
opportunities should be offered to parents in this regard.

e Knowledge, skills, attitudes and values related to aesthetics should be emphasized more in the social
studies curriculum and its place in the activities should be increased.

e The number of learning outcomes related to aesthetic awareness in the social studies curriculum
should be increased in terms of quantity and quality.

e The emphasis should be placed on the studies and aesthetic design of the classrooms while the
teaching process is being organized. In this way, students’ aesthetic perception can be strengthened,
and their self-esteem can develop at a high level.

e Giving aesthetic awareness to students should not be regarded only as a task of the lessons related to
art; it should be tried to develop aesthetic awareness in accordance with the possibilities in all courses.
This should also be applied in other disciplines.

e Sample activities should be sent to teachers by the ministry of national education, classroom practices
should be evaluated together. Students should also be asked what they felt while doing these
activities and their opinions should be taken. Thus, positive or negative traces left to students by the
aesthetic perception and taste that appeals to the affective domain can be revealed.

e Activities aiming to raise aesthetic awareness should be regulated by applying to experts in the field
while social studies curriculum is being prepared.

e The views of the teacher candidates who have taken a curriculum development course at universities
and instructors or lecturers giving the course related to the aesthetic education which is suitable for
interdisciplinary education can be taken. The suggestions they make can be used as data sources in
curriculum development studies.
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Tiirkge Siiriim

Girig

Uzun yillardir egitime getirilen elestiriler egitimin farkh bilgi ve becerileri gelistirmede ve ilgi
alanlarina hitap etmede yetersiz kalmasi, daha ¢ok icerik Gzerinde yogunlasan ve mutlak bilgi Gizerinde
duran bir anlayis sergilemesidir. Ulkemizdeki mevcut egitim programlari incelendiginde ise her ne kadar
cok yonli bakis agisi vurgulansa da uygulamalarinda birgok baglamdan etkilenen sikintilar oldugu
gorulmektedir. Ayrica, bireyin duyussal olarak gelisimine katkida bulunan estetige yonelik egitsel
etkinliklerin istenilen duzeyde olmadigi da soylenebilir. Estetik egitimi 6grenciler igin estetik
kavramlarinin sistematik gelisimine, zevklere ve ideal olusumlarina, doga ve sanata, toplum ve yasama,
iletisime ve iliskilere, giizelligin kanunlarina odaklanmaktadir (Kosinova, 2014). Feeney ve Moravcik’in
(1987) belirttigi Gzere bir cocugun estetik duygulari onun yaraticiigindan gelmektedir. Estetik destekli bir
program, 6grencilerin cevredeki estetik glizelligin farkina varmalarini saglayabilir, onlarda giizellik fikrini
gelistirmenin yaninda onlari yaratici Urlnler ortaya koymaya tesvik edebilir. Ayni zamanda
o0gretmenlerin okulda ve sinifta 6grenci ¢evresini dizayn sekli de 6grencilerin fiziksel ve ruhsal gelisimini
etkileyecektir. Sinif ici sanat aktiviteleri, resimli kitaplarin ve yaraticihigi gelistiren materyallerin kullanimi,
ogrencilerin hislerini ve duygularini ifade etmelerinin saglanmasi, sinif disi miize ziyaretleri ve geziler
estetik egitimi amaciyla kullanilabilir.Bu baglamda, estetik kavraminin tematik olarak bitiin derslerde ele
alinmasi ve yaratici dislinmeyle harmanlanmasi 6nemlidir.

Estetik duyum, duyular, algi, duygu ile algilamak gibi anlamlar tasimaktadir. Buna paralel olarak
estetik, duygusalligin sagladigi bilgilerin bilimidir; duyussal ve bilissel anlamda bilmek ve hissetmektir
(Erglin, tarihsiz; Karagay, 2007; Englebright Fox & Schirrmacher, 2015). Bir bilim olarak Sosyal Bilgilerin
guzelligi ve gizelligin insan bellegindeki ve duygularindaki etkilerini konu olarak ele alan felsefe kolu,
guzelduyu olarak tanimlanan (Turk Dil Kurumu, 2018) estetik vurgusuyla harmanlanmasi 6nemlidir.
Cunku estetik bilingle bakmayi ve gérmeyi bilen 6grenci, bunu aliskanlik haline getirdiginde her yeni
temada olay, durum ve ozelligi kesfedebilir, farkh disiplinlerde yorumlayarak vyaratici Grlnler
olusturabilir. Ayrica, 6grenci edindigi bilgileri duygusal slizgecten gecirerek kendine gére daha anlaml
hale getirebilir. Timugin’e (2005) goére, (nli Moliere’nin yaraticilligl inatgi bir gozlem tutkusundan
beslenmekteydi. Nitekim gozlenen nesneleri algilamayla baslayan sire¢ yerini Uriin vermeye ve bu
Urinden mutluluk duymaya birakabilmektedir. Cocuklarin duygusal gelisimlerini saglikh bicimde
sirdirmeleri gozlem yaparak simge yiikli nesnelerin anlamini ¢ézmelerinde yardimci olabilir ve ders
bilgilerini anlamlandirmalarini destekleyebilir. Bu baglamda, Timugin’e (2005) gore de aslinda nesneleri
estetiklestiren bireylerin bakis acilaridir. Eger 6grenciler kiiglik yasta estetigi, glizelligi kesfedemez ve
kendi begenilerini fark etmezlerse ¢cevredeki nesneleri gbzlemlemeyi, yaratici dislinmeyi, degerlendirme
yapmayl, kendilerini tanimayi da 6grenemeyebilirler ve yine sadece verilen bilgileri 6grenerek monoton
bir slireg icinde ilerlerler.

Mevcut egitim programlarimizda 6grencilere kazandirilmaya c¢alisilan becerilerden biri de
yaraticihktir. Yaraticihk, yeni bir sey Uretme ya da hayal etme yetenegi (Harris, 1998); daha once
aralarinda iliski kurulmamis nesneler ya da dislinceler arasinda iliski kurulmasi (Rawlinson, 1995);
bilinen seylerden yepyeni bir seyler ¢ikarmak, 6zglin bir senteze varmak, sorunlara yeni ¢dziim yollari
bulmaktir (San, 2003). Yaraticilik yalin tanimlara sigmayan ve karmasik bir siire¢ olmasina ragmen, tim
bilissel ve duyussal etkinliklerin icinde yer almaktadir (Karabulut Temel, 2018). Uzun zaman diliminde
gelisen bir yetenek olan yaraticilik, Haladyna’ya (1997) goére estetik ve bilimsel yaraticilik olarak ikiye
ayrilmaktadir. Bilimsel yaraticilikta bireyden bilimsel dogrularla gelismeyen ve islevsel olan 6zgiin ve
essiz bir Grlin ya da disiince ortaya koymasi beklenmektedir. Estetik yaraticilikta da bireyden essiz ve
benzersiz bir Griin ortaya konmasi beklenir, ancak bu Grinln bilimsel dogrularla tamamen ortiismesi
gerekmez. Estetik yaraticilik yoluyla ortaya konulan Griiniin gekici olmasi, géze hos gériinmesi, bir takim
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duygu ve disincelere araci olmasi beklenir (Kutlu, Dogan & Karakaya, 2009). Bu baglamda yaraticilik
duyussal, devinissel ve zihinsel alanlarin kesistigi en Ust duzeyde bir davranis olarak digtinulebilir
(S6nmez, 1995). Her birey yaraticilik yetisine sahiptir ve her bireyin yaraticilik ve zekasi gelistirilebilir
(San, 2003). Estetik bu gelisimi dogrudan destekleyebilir. Clnki estetik tim dikkatimizi hislerimize
verdigimiz andir. O tamamen yogun hislerden ve bilingten gelir. Onda etkililik ve verimlilik kaygisi yoktur
(Feeney & Moravcik, 1987). Bu kaygl icerisinde stres yasamayan 6grenci, bazi kavramlari daha rahat
kesfetme, yaraticilik becerisini gelistirme ve 6grenmeden zevk alma imkani bulabilir. Diger taraftan
estetik egitime dayali program da egitim ortami da olabildigince 6zgir olmaldir; korku ve cezanin
karsisinda duran ortamlar yaraticiigl destekleyici nitelik tasirlar. Sungur’a (1997) gére yaraticiligin
olusmasi igin zihni rahatlatmak ©nemlidir. Yaraticihk, duygusal gelisimi ve estetik farkindalig
destekleyerek 6grencilerin 6grenmeden zevk almasini saglamaktadir. Egitim ortamlarinda, yaraticihg
gelistirmeye uygun kosullarin olusmasinda 6gretmenin yaklasimi ve egitim programi 6nem tasimaktadir
(Yrildirim, 2016). Sénmez’e (1995) gore cocuklarin mantigina ters diisen bazi davranislari desteklenmeli,
egitim ortaminda ¢ok boyutlu disiinmeleri icin degisik ve zengin uyaricilar kullanilmalidir. Sinif igcinde
estetik egitimine yonelik etkinlikler siphesiz 6grencilerde estetik duyarlihgi gelistirerek yaratici Griinler
ortaya koymalarini saglayabilir.

Estetik yaraticilikta bilimsel dayanaklar sart olmadigindan ilkdgretim 6grencilerinin zihinsel gelisimine
uygundur. Edward De Bono (1972), 6grencilerin bilgisinin ve deneyimlerinin sinirli olmasindan dolayi
sorunlarin ¢6ziiminde pratik olmadiklarini, ancak burada 6nemli olanin g¢ocuk beyninin bu kisith
malzemeyi kullanma bigcimi oldugunu soéylemektedir. De Bono’ya (1972) gore de Ogrenciler egitim
hayatlarinin ilk yillarinda ¢ok yaratici disinebilmelerine ragmen, 6grenim hayatlar slresince bu
yetenekleri zayiflamakta, bu siirecin sonunda ise daha da gerilemektedir. De Bono, bu sonucu hepsi de
yuksekodgrenim gormis binlerce insani iceren deneyler Uzerinde temellendirmistir. Egitim, g¢ocuk
tasarimini canli tutacak ve yaraticilliga cevirecek sekilde planlanmalidir. Fakat, egitimimiz gergekgilik
bahanesiyle gocugun hayal diinyasini daraltmaktadir (Karakus, 2002). Okulun bireylerin yaraticiliklarini
zayiflattigi dislincesine katilan Sergiovanni’e (1994) gore okul birokrasisi gocugun zamanini galmaktadir.
Cok kuiclik bir etkinlik icin uzun sire beklemek gerekmektedir. Halbuki yaraticilik 6grenilebilir, yaratici
olabilmek icin gereken yireklilik ve en iyi firsati degerlendirme goriisi kazandirilabilir (Kirst &
Diekmayer, 1978). Ogrencileri belli bir egitime zorlamak, yeteneklerinin gelismesini engellemektedir.
Egitimin beynin sadece sol yarim kiresine seslenen ve bu nedenle duygu diinyasini ihmal eden yapisi
degistirilmelidir. ilkégretim programlari, 6grencilerin problem ¢dzme, analiz, sentez, elestiri ve yorum
yapma gibi Ust diizey zihinsel beceriler kazandirmak Uzerine yogunlasmaktadir. Bu zihinsel beceriler
diisinmeye yonlendirmekte; ancak 6grenmede duygularin 6nemi igin yetersiz kalmaktadir, ondan
bagimsiz ise kosulmaktadir. Halbuki 6grenmede duygularin yeri biylik éneme sahiptir. Duygular zihnin
odaklanmasina ve oncelikleri belirlemesine yardimci olarak 6grencilerin davranislarini etkilemektedir
(Jensen, 2006). Bu baglamda, bu alana hitap eden konulardan sadece biri olan ancak biylk hisleri
barindiran, beyin ve kalp arasinda yol kuran estetik farkindalgi gelistirici uyaricilarin sunuldugu bir
egitim anlayisi benimsenmelidir.

Estetik hem sanatin hem de bilimin glizel yanidir. Muhtemelen 6grencilerden ¢ok azi sanatgi
olacaktir, ancak bu calismada amag estetik kriterler olusturmak ve sanat egitimi vermek degil,
ogretmenlerin 6grencilerin duygu ve dislincelerine yer vererek estetik begenilerinin ve kriterlerinin
farkinda olmalarini saglamaktir. Her ¢cocugun estetik degeri ve duyarliligi farklidir. Herkesin kisisel
karakteri Ust estetik duyarliliga da izin vermeyebilir. Ancak, estetik duyarlilik sanattaki, bilimdeki ve daha
fazla estetik ve hiimanist ¢evre talebini olusturabilen bireyler icin esit derecede 6nemlidir (Duffy, 1979).
Belki de estetik egitimini ve sanat egitimini ayiran gizgi de budur. ilkdgretimde estetik egitimi zihinde var
olan begeninin kesfine yardimci olurken sanat egitimi kuramsal bilgilerle var olana eklemeler
yapmaktadir. Bu nedenle estetik, egitimle edinilecek ayri bir kuramsal bilgi olarak ele alinmamall
programin bir pargasi olarak her bir temaya sizdirilmahdir. Clinki estetik duyarlilik 6grencinin kendini
tanimasina, ilgilerini kesfetmesine ve bilissel gelisimine énemli katkilar saglayabilir. Kosinova’nin (2014)
da belirttigi Gzere estetik egitimi, 6grencilerin glzelligi anlamalarini bicimlendirmekte ve giizel bir yasami
meydana getirme arzusunu desteklemektedir. Ogrencinin bu asamada estetik duygunun ve heyecaninin
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onemine dikkatini vermesi estetik farkindaligl da beraberinde getirecektir. Estetigi bilmekten ziyade, onu
gormek, hissetmek gerekmektedir. Bunlar géz 6nunde bulunduruldugunda, estetik egitiminin okul
oncesinden baslayarak ilkdgretim ve daha list 6gretim programlarinda yer almasi énemli gériilmelidir.

Doganin harika bir diizeni, uyumu, estetigi vardir. Yaraticihg bilim ve teknikte, diislinsel, sanatsal ve
kalturel alanda 6zgiin Grinler vermede goriyoruz (Aslan, 2001; Karagay, 2007; San, 2003; San, 1990).
Dolayisiyla bireylerin tek yonli degil, bilissel, devinissel ve duyussal yonleriyle bir biitlin olarak ele alinip
yetistirilmesi s6z konusudur (San, 1990). Estetik her alanda ele alinabilecek bir kavramdir. Ozellikle
gercek yasama yonelik ve disiplinler arasi bir baglami olan Sosyal Bilgilerde de yer almasi 6nemlidir.
GCunku Sosyal Bilgilerin amaci iginde yasadig fiziksel ve sosyal gevreye duyarl, kultirel ve evrensel
baglamlara iliskin bilgi, beceri ve deger kazanmis bireyler yetistirmektir. Bu nedenle, bilgi agirlikh olarak
gorilen Sosyal Bilgiler dersinin 6grencilerin tutum ve becerileriyle de ilgilendigi distnilmeli ve
duygularin gelisimi konusunda estetik degerinin kazandirilmasina odaklaniimaldir. 2017 egitim-6gretim
yilinda uygulanan ve glincellenen Sosyal Bilgiler 6gretim programlarinda da bilgi, beceri ve deger
boyutlariyla 6grencilerin gelisimlerinin desteklenmesi beklenmektedir. Bu programlarin beceri ve deger
boyutlari incelendiginde ise estetik degerine ve yenilik¢i disinme (yaraticilik) becerisine yer verildigi
gorulmektedir. Sosyal Bilgiler dersinin sadece bilissel siregler Gizerinde yogunlagsmasi bu dersin sikici
olmasina neden olmaktadir. Diger taraftan, estetigin bu ders igerisinde yer almasi hem dersin farkli
baglamlara yogunlagsmasini saglayacak, hem de siirece zenginlik katarak dersi sikiciliktan kurtaracaktir.
Ancak, estetigin ozellikle gorsel sanatlar alaniyla daha ilgili oldugu algisi 6gretmen ve 6grencilerin Sosyal
Bilgiler 6gretim programlarinda bu kavrama yonelik duyarliliklarini olumsuz etkilemektedir.

ilgili alanyazin tarandiginda, Sosyal Bilgilerde estetik degerine iliskin 6grenci algilarinin (Kilcan &
Akbaba, 2014); estetik yaraticiliga iliskin 6gretmen goéruslerinin (Karakus, Giirkan, Dogan & Capar, 2011);
degerler baglaminda 6gretmen gorislerinin (Baysal, 2013; Memisoglu, 2017), kitaplardaki (ders, temel
eserler vb.) estetik iceriginin (Aktan & Kilig, 2015; Kus, Merey & Karatekin, 2013), program analizinin
(Tonga & Uslu, 2015) vyapildigi calismalara rastlanmistir. 2005 vyilinda Milli Egitim Bakanlig
programlarinda egitim bakis acisini degistirerek kokten bir yenilik yapmistir. 2005 Sosyal Bilgiler
programi incelendiginde sarmal bir icerik diizenlemesine gidildigi, degerler boyutunda da estetik
kavramina yer verildigi goridlmektedir (Kiroglu, 2011). 2012 yilinda ise egitim kademeleri 4+4+4
sistemine gore yeniden yapilandiriimis ve ilkokul ilk dort yili kapsayacak sekilde dizenlenmistir. Bu
nedenle besinci sinif dizeyi artik ortaokul egitim kademesine baglanmistir. Su an uygulanmakta olan ve
2018 yilinda da uygulanacak ilkokul Sosyal Bilgiler 6gretim programi incelendiginde de degerler
boyutunda estetik vurgusunun yer aldigini gormek mimkiindiir. Ancak, 6gretim programlarinda 2005
yilindan bugiine estetik deger vurgusu yapilmasina ragmen hem estetigin hem estetik yaraticiligin
arastirma baglaminda da ele alinmadigi dikkat cekmektedir.

Ogretmenlerin estetik degerinin farkinda olup olmadigi, ayrica disiplinler arasi bir alan olan Sosyal
Bilgiler dersinde estetik degerini kazandirmak igin uygulama yapip yapmadiklari incelenmemistir.
Karakus, Gurkan, Dogan ve Capar (2011) Sosyal Bilgiler dersinde estetik yaraticilik baglaminda ilk6gretim
dordinci sinif ve besinci sinif 6gretmenlerinin gorislerinin incelendigi bir ¢alisma ylritmdislerdir. Bu
arastirmada da hem egitim kademesindeki sinif dizeylerinin degismesi hem de programlarin sik
gincellenmesi ve 6gretmenlerin hizmet igi egitimlerinin zenginlesmesi dislincesiyle mevcut durumun
ortaya cikartilmasi yoluna gidilmistir. Bu nedenle, arastirmada glincellenen Sosyal Bilgiler programi
cercevesinde oncelikle ilkokul dérdiincii sinif 68retmenlerinin estetik ve estetik yaraticilik boyutunun ele
alinmasina yonelik gorislerine cevap aranmistir.

Yontem

Arastirma Modeli

Bu arastirma, nitel arastirma yaklasimlarindan fenomeloji desenine gore incelenmistir. Olgu bilim
olarak adlandirilan fenomeloji olaylarin varligini inceleme ve tanimlama yontemidir (Bas & Akturan,
2017). Fenomoloji, deneyimin anlami veya dogasi hakkinda derinlemesine bir anlayisin kazanilmasini
amaglar ve deneyimin nasil bilinglilige donustirdigine vurgu yapar (Merriam, 2013, 24; Patton, 2014,
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104). Bu arastirmada da oncelikle 6gretmenlerin estetik kavramina yoénelik algilarinin ve estetik
yaraticihk egitiminin  gereklilig§ine yonelik inanglarinin  goriisme yoluyla ortaya g¢ikartiimasina
odaklanilmistir. Bununla birlikte, Sosyal Bilgiler programinda estetik egitimine yer verilmesi, 6gretmen
uygulamalari ve egitimin 6grenciye katkilarinin belirlenmesi saglanmigtir.

Calisma Grubu

Bu arastirmanin galisma grubunu, 2017-2018 bahar yariyiinda Adana ve Hatay merkez ilgelerinde
bulunan alt, orta ve Ust ekonomik diuzeydeki bes devlet okulunda gérev yapan dordinci sinif
ogretmenleri olusturmustur. Goérisme yapilan okullarda, 6ncelikli olarak okul idarecileri arastirmanin
konusu ve gorismenin ortalama ne kadar sirecegi hakkinda bilgilendirilmis ve onlardan gerekli izinler
alinmistir. Bir sonraki asamada, arastirmaya katilmak isteyen 6gretmenler tespit edilmis ve 6gretmenlere
arastirmanin konusu, ortalama ne kadar siirecegi hakkinda bilgiler de sunulmustur. Bu durumda,
arastirma icin 6gretmenlerin gonilli katilmalari esas alinmistir ve galisma grubunu amagl 6rnekleme
yontemlerinden maksimum cesitlilik 6rnekleme yodntemiyle segilen 8 doérdincli sinif 6gretmeni
olusturmustur. Bu 6gretmenlerin 3’U alt, 2’si orta ve 3 tanesi lst sosyo ekonomik diizeydeki okullarda
gorev yapmaktadirlar. Mesleki kidemleri 5 ile 35 yil araliginda olan ve okuldaki gérev siireleri 4 ile 15 yil
araliginda degisim gosteren sinif 6gretmenlerinin 5’i kadin, 3’ erkektir.

Veri Toplama Araglari

Bu arastirmada, nitel veri toplama tekniklerinden goériisme kullanilarak derinlemesine bilgi
toplanmistir. Gorlisme, sozli iletisim yoluyla veri toplama teknigidir ve zihinden neler gectigini aciga
cikarmak icin yapilmaktadir (Karasar, 2006, 165; Patton, 2014, 341). Stewart ve Cash’a (1985) gore de
gorisme, ciddi bir amaca ulagsmak icin 6nceden belirlenen sorunlarin sorulmasi ve yanitlarin alinmasidir
(Yildinm & Simsek, 2016, 129). Goriisme, agik uglu sorulardan olusan ve arastirmacilar tarafindan
gelistirilen yari yapilandiriimis gériisme formu yapilmistir. Goriisme formu hazirlanmadan 6nce ilkokul
dordinci sinif Sosyal Bilgiler 6gretim programi gdzden gegirilmis sonra literatlr taranmistir. Gériisme
formunda programlarin gézden gecirilmesi ve yapilan literatlir taramasindan yola cikilarak “algilar,
o6gretmen estetik egitim durumu, estetik ve bilimsel yaraticilik, etkili disiplinler, Sosyal Bilgilerde estetik,
o6gretmen uygulamalari, 6grenciye katkilari, sorunlar ve éneriler” seklinde diizenlenen kategoriler
baglaminda 8 adet soru yer almistir. Oncelikle, (ist diizey bir okulda gérev yapan (¢ sinif 8gretmeniyle
pilot gorisme yapilmistir. Gériisme formu uygulanabilirlik agisindan incelenmis ve 8 soru arastirmacilar
tarafindan anlasilabilirlik baglaminda dizenlenmistir. Pilot goériisme sonrasinda asil uygulama igin soru
sayisinda bir degisiklik olmamis sadece dil baglaminda diizeltmeye gidilmistir. Ornegin “Sizce estetik
nedir, ne anlama gelmektedir?” sorusu “Sizce estetik nedir? Estetik kelimesi size neler ¢agristiriyor?”
seklinde dizeltilmistir. Bu baglamda sinif 6gretmenlerine,

1. Sizce estetik nedir? Estetik kelimesi size neler ¢agristiriyor?

2. Estetik egitimi Gizerine herhangi bir hizmet ici egitim aldiniz mi? Aldiysaniz, bu egitim(ler) hakkinda
bilgi verir misiniz?

3. Sizin igin estetik yaraticilik mi yoksa bilimsel yaraticilik mi énceliklidir?

4. Estetik farkindalik yaratmanin hangi alanlarda (derslerde) daha etkili oldugunu dislniyorsunuz?
Neden?

5. Sizce, Sosyal Bilgiler dersinde estetik bakis acisi kazandirilabilir mi? Sosyal Bilgiler dersindeki Unite ve
temalar estetik egitimine uygun mu?

6. Ogrencilerinize estetik bakis acisi kazandirmak icin calismalar yapiyor musunuz? ilgili bir etkinligi
anlatir misiniz?

Estetik bakis agisinin 6grencilere katkilari nelerdir?

8. Sosyal Bilgiler dersinde estetik egitimine yonelik yasanan sorunlar ve bu durumlara yonelik
Onerileriniz nelerdir?
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Verilerin Toplanmasi

Gorusmeler, arastirmaya dahil olan 6gretmenlerle uygun zaman dilimlerinde, okul 6gretmenler
odasinda 2018 Mart ve Nisan aylari siiresince yapilmistir. Ogretmenlerle yapilan gériismeler minumum
45 dakika sirmistiir. Ogretmenleri konusmaya tesvik etmek amaciyla aktif dinleme tepkilerinin
verilmesine dikkat edilmistir ve arastirmacilarin ydnlendirmeleri olmadan cevaplar alinmaya galigiimistir.
Ogretmenlerin goérisleri kayit cihazi kullanilarak kaydedilmistir. Ogretmenlerin arastirma sorularini
cevaplarken yer yer ilkokul Sosyal Bilgiler 6gretmen kilavuz ve ders kitaplarini kontrol ettikleri
gorulmustir. Veriler toplandiktan sonra bilgisayara aktariimis; 45 sayfalik metin elde edilmistir.

Verilerin Analizi

Arastirmadan elde edilen veriler, icerik analizi ydntemiyle analiz edilmistir. Oncelikle, arastirmacilar
verileri kodlamaya baslamadan 6nce metni bir kez okumustur. Arastirmacilar her soruya yonelik
cevaplari tekrar gézden gecirmis ve sirasiyla olasi kodlari segici kodlama yoluyla ilgili metnin sag ve sol
tarafina yazmistir. Arastirmacilar bir sonraki asamada iliskili kodlari iceren ana temalar (izerinde
diisinmis ve liste seklinde not almistir. Temalarin liste seklinde yazilmasi, arastirmacilara birbirine
benzeyen ve birbirinden ayrilan kodlamalari bir bltin olarak gérme firsati vermistir. Bu asamada, hangi
kodlamalarin hangi temalarin kapsamina alinacaginin kesin karari verilmistir. Arastirmacilar, bu kodlari
ve ilgili temalari alaninda uzman bir arastirmaciya gostermis ve kodlayici glvenirligi Miles &
Huberman’in (1994, 64) onerdigi; “P(Uzlasma Yiizdesi%)=[Na(Gériis Birligi)/ Na(Gériis Birligi)+Nd (Gériis
Ayriligi)]X100” glivenirlik formiltyle hesaplanmis ve % 92.00 sonucuna ulasiimistir. Uzman arastirmaci,
kodlari ve ilgili temalari incelemis ve bir takim degisiklik dnerisi getirmistir. Kodlamalar ve temalar,
arastirmacilar hem fikir oluncaya kadar sirmiustiir. Boylece, arastirmacilarin ayni verilerin analizine
iliskin gorusleri alinmis ve her bir arastirmacinin yanhhg giderilmeye calsilarak verilere iliskin
kodlamalarin ve temalarin gegerlik ve i¢ glivenirligi saglanmistir. Analiz sonucunda elde edilen bu
temalar ve yapilan kodlamalar basliklar seklinde sunulmustur. Goérlisme verilerini raporlastirirken,
ogretmenlerin temel vyargilarini oldugu gibi gosterebilmek icin dogrudan alintilar kullaniimistir.
Ogretmenlerin arastirma konusu ile ilgili gériislerini aktarirken “0” harfi kullaniimis ve alinti sonlarina
dgretmenlere verilen numaralar (Ornek olarak (62), (08)) seklinde gésterilmistir.

Bulgular

Bu arastirmada, Sosyal Bilgiler programinda estetik ve estetik yaraticiligin ne diizeyde yer aldiginin
belirlenmesi amaciyla 6gretmenlerin konuya yonelik algilarinin derinlemesine tespit edilmesi yoluna
gidilmistir. Ortaya ¢ikan temalar Sekil 1’de siralanmis ve bulgular bu dogrultuda sunulmustur. Her bir
temaya ait kodlar ve algilarina yonelik alintilar detayl olarak ele alinmistir.

Estetik Kavram Algisi

Ogretmenlerin estetik kavraminin tanimina ve kendilerinde cagristirdigi anlamlara yénelik gorisleri
incelenmistir ve ilgili kavrama ylklenen anlamlarin birbirinden farkli oldugu sonucuna ulasiimistir.
Ogretmenler icin estetik kavrami “i¢c ve dis uyum, cevreye uyum, sinif ici uyum, renklerin uyumu, diizen
ve ton” seklinde uyum, diizen ve ton; “dis glizellik, diislincede giizellik, duyguda gtizellik, dogal giizellik,
ruhta giizellik, bedensel giizellik, glizel olmama” seklinde giizelligin varhgir veya yoklugu; “gtsterimler,
simge, sekil, gorsel sunu”seklinde gézle gériilen durumlar; “mutluluk, duygu katma, zevk alma, konunun
duygusunu fark etme, goze ve kulaga hos gelme, yapabilecegine inanma, beyne hitap etme, empatik
diisinme, merak etme, sanata yoneltme, sevginin yansimasi, ilgide cekicilik” seklinde duyussal olarak
olumlu etki anlamlarini ifade ettigi gortlmektedir. Ayrica, 6gretmenlerin estetik kavramina “tavir, jest ve
mimikler” seklinde devinimsel davranis; “fikir yansitma, sozler, siirsel ifade” seklinde sé6zel anlatim; “tibbi
miidahale, duygu degistirme” olarak degisme; “kisiye gére degisme, kapsamli olma”seklinde kavramin
dogasi ve “biitinlik, ayrintili bakma” biciminde detay,; “sanatsal yaraticilik, gizelligin birlesimi” seklinde
sentez gibi temalar kapsaminda anlamlar yiikledikleri tespit edilmistir. Estetik kavramina yoénelik
bahsedilen temalara ve kodlara iliskin 6gretmen gorislerinden bazilari asagida verilmistir:
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“Estetik géze hos gelen, kisiye gére dedisen, uyumlu olan. Ciinkii herkesin estetigi de farklidir. Kimi
esyalarin diizeni, kimi renk uyumu, kimi temizlik de estetik arar...A¢ik ug¢lu bir soru. Anlatmak da
zorlanabilirim” (O3).

“Géze hos gelen belli bir sekle sahip olan her sey...Insanlarin géziine hos gelen, ona baktiginda bircok
duygularinin degismesidir. Estetik sadece glizel anlaminda kullaniimaz. Bazen giizel olmayan bir sey
de estetik olarak kullanilabilir...” (04).

“Estetik bence gérsel bir sunumdur. Gérselliktir...” (05).

“Estetik her yénden daha ayrintili bakabilmek, daha ince bakabilmek, her ne olursa olsun....en ince
ayrintiyr gérmek” (08).

. Kavram Algis,
*Egitim Al
. Farklndah
*Yaratic|

a DurUmu

k: Etkili giq,,
Ve Bilim

BU Disiplin|e,
se Yaratlclllk

Sekil 1. Gériisme bulgulari.

Estetik Konusunda Egitim Alma Durumu

Arastirmada, 6gretmenlerin estetik konusunda egitim alip almadiklari da sorgulanmis ve elde edilen
veriler incelenmistir. Bulgulara bakildiginda, 6gretmenlerin bu konuda lg¢ farkh goéris belirttikleri
gorltlmugtir. Bu gorlsler, 6gretmenlerin estetik konusuna ilgi duyduklari ama bir egitim almadiklari,
konuya ilgi duymayip 6zel bir egitim almadiklari ve bu konuda 6zel egitim aldiklar seklindedir.
Ogretmenlerin bu durumla ilgili gériislerinden bazilari asagidaki gibidir:
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“Yoo, almadim. Ama ben lisans bitirmeye girmistim. O zaman ¢ok ugrastim. Tek tek kitaplar okudum.
Cok gezdim...” (02).

“Hayir, almadim. Daha ¢cok okudugum kitaplardan, gérsel sanatlardaki ifadelerden...” (04).

“Ozel bir egitim almadim ama ....6§retmen okulunda bir cam mozaik yaptim. Benden sonra ne kadar
arkadasim orda okuduysa giriste panoda sergileniyormus, giizel bir eserdi...” (07).

“Hayir hicbir egitim almadik. Sadece editim fakiiltesinde resim dersi gérdiik o kadar...” (08).

Estetik ve Bilimsel Yaraticilik

Arastirmada, 6gretmenlerin estetik mi yoksa bilimsel yaraticiik mi daha 6ncelikli olduguna y&nelik
gorusleri istenmistir. Bu konuda, 6gretmenler arasinda estetik yaraticiligin daha 6nce geldigini belirten
oldugu gibi bilimsel yaraticihgin daha 6ncelikli oldugunu ifade eden de olmustur. Estetik yaraticiligin
daha 6nemli oldugunu distinen 6gretmenler bu durumu “6grenmenin kalicilligini saglama” ve “bilimsel
yaraticihga ulasmayi saglama” seklinde aciklamis; ayrica “bilimsel yaratici uygulamalarinin eksikligi,
yasam tarzi olmasi, toplumun kaltirinQ yansitmasi” gibi faktorleri de neden olarak gostermislerdir.
Arastirmada, 6gretmenler arasinda toplum icin bilimsel yaraticihgin 6n planda oldugunu savunanlar
gorilmistiir. Ogretmenlerden bilimsel yaraticiligin daha énemli oldugunu disiinenler “bilginin énemli
olmasi, basarinin desteklenmesi, maddiyatin énemi” gibi nedenleri belirtmistir. Ayrica, hem estetik hem
bilimsel yaraticihgl baglantili ve dnemli géren 6gretmenlerin ayirim yapmadiklari da gorilmustir. Her
ikisinin 6nemli oldugunu savunan bu 6gretmenlerin “bilimsel ¢alismanin temelinde estetik bir
distiincenin olmasi”,“konuya ve olaya gore” ve “bilimsel Grlnlerin insan emegine dayanmas!” gibi
nedenleri savunduklari tespit edilmistir. Bu bulgular 1si8inda, bazi 6gretmenlerin goérisleri asagidaki
gibidir:

“Toplumuzda maalesef bilimsellik. Miihendis olmak istiyorlar vb. biraz maddiyata dayali.. Toplum

olarak bazi seyleri asamadigimizdan kaynaklaniyor. Toplum yénlendiriyor...” (01).

“Kisisel olarak estetik yaraticiigi séyleyecedim...Simdi insanlar estetikten ¢ok bilime mi yéneldi
bilmiyorum. Ona daha ¢ok adirlik veriliyor. Ciinkii para kazanma hirsiyla estetik yén géz ardi
edilebiliyor. Mesela atom icat edilmis,...onun bu sekilde kullanilacagini bilse icat eder miydi. Yani o
insanhga iyilik olsun diye yapmis ama binlerce insanin élmesine sebep olmus. Benim kisiliGime uygun
olan estetik iken topluma uygun olan bilimsellik olacak.” (03).

“..Su an kayit cihazimiz éniimiizde bilimsel ¢alisma sonucu bulunmus. Ama siz iki ay sonra bunun yeni
modeli ¢iktiginda siz bunu atabiliyorsunuz. Daha ¢abuk unutulabiliyor onlar. Ama estetik olan seyler
daha kalici. Daha uzun siire kaliyor ve toplumun kiiltiiriini yansitiyor. Bu kiiltiiri bir sonraki kusaga
aktarabiliyorsunuz onlara...” (07).

Estetik Farkindalik: Etkili Oldugu Disiplinler

Ogretmenler, estetik farkindalik yaratmanin farkli derslerde etkili olabilecegine yonelik gérisler ifade
etmislerdir. Ogretmenler arasinda “temalarin birbirleriyle baglantili olmasi, estetigin kazandirilma 6n
sartl, derslere gore siniflamadan hoslanilmamasl” durumlarindan dolaylr tiim derslerde etkili
olabilecegine inananlar oldugu gibi; “insanla iliskili bir ders olmasi, toplumla ilgili bir ders olmasi,
Dilinya’daki gizellikleri fark etmeyi saglamasi, duygu yikli anlatima miusait olmasi” gibi nedenlerden
dolayi Sosyal Bilgilerde kullanilabilir gérenler; “kendini ifade etmeyi saglamasi, kendine giiveni artirmasi,
drama, canlandirma yapma, konusmayl saglamasi” gibi durumlardan otiri de Tirkge dersinde
kullanilabilir olduguna inananlar yer almaktadir. Ayrica, bu Ogretmenlerden “Orinti kurmayi
desteklemesi ve sistemli diisinmeyi saglamasi” acilarindan da matematik dersinde kullanilabilir
olduguna inanan; “esnek hareketler yapilmasina imkan veren ve grup ¢alismalarinda dogru davranmayi
saglamas!” gibi nedenlerden dolayr da beden egitimi dersinde kullanilabilir olduguna inananlar
gorulmektedir. Bu bulgulara ek olarak, “dogalari geregi” gorsel sanatlar (resim) ve is teknik derslerinin
daha musait gortldigi sonucuna da ulasiimaktadir. Hayat bilgisi, fen ve teknoloji, trafik ve muzik
derslerinde estetik farkindalik kazandirilmasinin mimkiin olabilecegi disiiniilmektedir. Ogretmenlerin
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estetik farkindaligin hangi disiplinlerde daha etkili olduguna iliskin géruslerinden bazilarina asagida yer
verilmistir:

“Tiirk¢e, miizik, resim, sanatsal, fen ve matematikte de kullanilabilir. Matematigi sevdirmek igin. Bir
problem giizel bir ifadeyle yazilabilir, bir havuzun etrafinda ¢icek varmis gibi ifadeler kullanabilir”
(01).

“...Matematik de olabilir. Clinkii matematik sistemli diisiinme gerektirir. Yani bu sistemlerin iginde
farkli sistemlerin de oldugunu farklh basamaklarla oraya ulasabilecegini, farkli yollarla, ¢cok daha farkli
bakis agisini gelistirebilecekler. Fen bilgisi de olabilir. Bir deney sirasinda... Anlattiginiz her konuya
estetik katilabilir” (03).

“Sosyal Bilgiler de olabilir. Ciinkii bu derste toplumu isliyoruz. Tiirk¢ede olabilir. Konusma (zerine
olabilir. Giizel ve cirkin konusmanin farki sezdirilebilir...” (O5).

Sosyal Bilgilerde Estetik: Dersin Dogasi ve igerigi

Arastirmanin bir baska alt amaci dogrultusunda yoneltilen “Sosyal Bilgiler dersinde estetik bakis agisi
kazandirilabilir mi? Sosyal Bilgiler dersindeki (inite ve temalar estetik egitimine uygun mu?” sorusuna
o6gretmenler arasinda Sosyal Bilgiler dersinin estetik bakis acisi kazandirmaya uygun oldugunu ve
programda olmasinin geregini ifade edenler oldugu gibi Sosyal Bilgiler dersiyle estetik bakis agisi
kazandirilamayacagini da distinenler yer almaktadir. Ayrica, 6gretmenlerden bu konuyu daha 6nce hig
disinmedigini ifade eden de gorilmektedir. Sosyal Bilgiler dersinde estetik bakis agisinin
kazandirilabilecegini belirten 6gretmenler haklar, tretim, bolgeler, gegmiste yasanmis olaylar, Atatiirk
inkilaplari, yurdumuzun dogal turistik yerleri, cevre konulari, tarihi eserler, giizel sanatlar, gelenek ve
gorenekler, el sanatlari, kiiltiirim{iz konularinin daha uygun oldugunu diisiinmektedirler. Ogretmenlerin
bu arastirma sorusuna yonelik goruslerinden alintilar su sekildedir:

“Hi¢ disinmedim ama...Himm..Mesela hangi konularda? Mesela tarihi eserler olarak diisiiniirsen
olabilir, glizel sanatlar olarak olabilir, sanatkarlarin mesela Mimar Sinan’i ele alacak olursak
yaptiklarindan falan yola cikilabilinir. Baska da? Gelenek géreneklerimiz igerisindeki estetigi ele
alabiliriz, el sanatlarimiz iizerinden ele alabiliriz...Simdiki temalarimizda glizel sanatlar, gelenek
géreneklerimiz, ondan sonra tarihi eserler...Simdiki temalarda ¢ok var, cok uygun buna” (01).

“Tabii kazandirihir. Bir konu anlatirken..Himm...Klltiirii harmanlayarak olur. Cocuklar gegcmisi,
yasantilari arastirir. Tiirkileri séylerken, neymis bu ¢ayda ¢ira mesela...Konusunu anlatirim ¢ocuk
onun kaynadini unutmaz. O yasamin insana etkisidir...Bir Dogu Anadolu’daki kiyafetlerle
buradakilerin kumasi, dokusu bile farkl.. Yasami oradaki bakis agisina gére ayarlayacaksin.
Karadeniz’in suyu da hareketli, kiyafetleri de, dogdasi hareketli, insani hareketli. Genellikle ¢ok renkli
ve cok hos. O dogadan aliyor o ¢izgileri...Her sey kiiltiirii yansitiyor” (02).

“Genelde bilgi agirlikli, cocugun bilgisini 6n planda tutacak etkinlerimiz var bizim. Estetik ile ilgili bir
etkinligimiz yok. Yakin gevresini tanimasini, diinyayi algilamasini sagliyor ama estetik anlamda bir
bakis agisi kazandirdigini programin diisiinmiiyorum...” (03).

“Maalesef Sosyal Bilgiler dersinde kazandiramiyoruz ¢iinkii miifredatta buna uygun konular ¢ok az”
(64).

“...Sosyal Bilgiler dersinin her alanina bu konu yerlestirilebilir estetik davranislar” (07).

“Simdi Sosyal Bilgiler dersi ¢cok kapsamli sanki baska bir ders altinda olsa agir mi gelir acaba? Sosyal
Bilgilerin alani o kadar genis ki. Konularla ne kadar ilgili olur bilemiyorum...Tabii ki estetik bilgi
kazandirilmali...Sosyal Bilgiler dersinde nasil olur bilemiyorum, yeterli olur mu, konularla nasil
iliskilendirilir?...Bilemiyorum gérsel sanatlar desek haftada bir saat ve yeterli siireye sahip degil. Belki
cok giizel bir sekilde konularla iliskilendirilirse olabilir” (O8).

Sosyal Bilgilerde Estetik: Program Kazanimlari ve Etkinlikleri

Arastirmada, Sosyal Bilgiler 6gretim programi, 6gretmen kilavuz kitabi ya da ders kitaplarindaki
estetik egitimine yonelik kazanim ve etkinliklerin agik bir sekilde ifade edilip edilmedigine iliskin
dgretmen gorisleri belirlenmeye calisilmistir. Ogretmenler bu konuda, estetikle ilgili kazanim ve
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etkinliklerin agik olmamasi, hissettiriimeye calisiimasi, nicelik ve nitelik bakimindan yetersiz olmasi gibi
durumlari ifade etmislerdir. Ayrica, 6gretmenler programda bu isin kendilerine birakildigina ve duyussal
alana iliskin kazanimlarin azligina da dikkat ¢ekmislerdir. Bu bulgulara iliskin 6gretmen gorislerinden
bazilari agagida verilmistir:

“Programda acik bir sekilde séylem yok. Sadece deger olarak gecmis. Bir gevre ile ilgili bir konuda bile
estetik var aslinda. Yani ondan bahsediyoruz, estetik yénii vurgulamiyoruz. Konustugumuzda aslinda
bu konuya yer verdidimin farkina vardim. Acik net degil” (03).

“Kazanimlar, hayir hi¢ rastlamadim béyle kazanimlara. Onun yerine gérsel sanatlarda rastladim.
Sosyal Bilgiler...Geldigim yere kadar gérmedim. Bunlar programda yok. Uygun dedgil. Bir defa sinifta
bizimin ¢alismalarimiz olmali. Benim mahallemin en giizel sokadi neresi gibi aradaki farki
konusacagdiz. Okulumuzu estetik hale getirecegiz. Mesela duvarlar hi¢ estetik degil. Tamam, ¢ocuklari
disardan gelen tehlikelere karsi koruyoruz ama bir diisiincenin igine kapatiyoruz, hapishane gibi.
Cocuklarin sanatsal gelisimi, duygulari agisindan gelisimlerini engelliyor. Programin bu gériileri
dedismeli. Kendi resminizi yapin, kendi resminizi ifade edin, farkliklari yapin, benzerlikleri yapin gibi
etkinlikler yok. Program ¢ok da égrenci merkezli degdil. Sag¢ rengi nedir, géz rengi nedir? Bunun igin
Sosyal Bilgiler okumasina gerek yok... Ikincisi gecmisimi 6§reniyorum mesela bu da estetige uygun bir
konu. Kiiltiirel degerlerimiz var, filmlerimiz, el sanatlarimiz, halilarimiz var bunun disinda
¢émleklerimiz var. Ama ¢émlek atélyemiz yok... Cémlek nasil yapilir? Eliyle kendisinin sekil verecegi
estetik duyguyu ya da havayi gelistirecek bir atdlye yok... ya da... Estetik icin ne yapilabilir?...konu
glizel ama uygun ortam yok. Ayrica bu duyguyu verecek olan da Sosyal Bilgiler 6gretmeni degil, bu
kisinin uzmanidir. Tabii ki her konu estetige uygun degil, 6rnedin savas estetik bir konu degil. Savasin
heykellestirilmesi, savas sonrasinda ortaya ¢ikan huzurun resmedilmesi gibi noktalar estetige
yakin...Yasadigimiz yer (initesi uygun ama bir kere yasadigimiz yerler estetik degil. Cép yuvasi...” (04).

“Estetikle ilgili kazanimlarda agik bir ifade gérmedim. Ama yorum yolu ile ¢ocuklara ve égretmene
birakmislar. Ben orda gegcersem o sekilde bazen olabilir. Ama agik bir sekilde géremiyorum...Konu
olarak ge¢miyor. Tamamen o konuya bizim hékim olmamizla ilgili. Acik bir ifade yok. Bize birakilmis”
(67).

Sosyal Bilgilerde Estetik: Ogretmen Uygulamalari

Ogretmenlerin Sosyal Bilgiler dersinde &grencilerine estetik bakis acisi kazandirmak icin neler
yaptiklarina iliskin bulgular incelenmis ve bu baglamda 6gretmen uygulamalarinda cesitlilik yasandigi
sonucuna ulasiimistir. Ogretmenlerin 6grencilerine estetik bakis acisi kazandirirken “resim yaptirma, afis
hazirlama, canlandirma yaptirma, tiyatro, fotograf sergileme, muzik dinleme, siir yazma ve okuma,
kompozisyon yazma, glizel yazi, dogaglama yapma” gibi etkinlikleri kapsayan edebiyat ve sanata yonelik
¢alismalar; “siz olsaydiniz ne yapardiniz, 6yki okuma, hitap etme” gibi etkinlikleri kapsayan sozel ve
empati agirhkli calismalar; “sinif diizenini saglama, defter diizenini saglama, ¢anta dizenini saglama,
giyime dikkat etme” gibi etkinlikleri kapsayan dizenliligi saglamaya yonelik ¢calismalar; “temizligi (cevre,
sinif vb.) saglama, agaclarin glzelligine dikkat cekme, ¢evre yapilarina (koti goriantali, carpik vb.) dikkat
cekme” seklindeki etkinliklerle de c¢evreye yonelik farkindalik arttirma seklinde uygulamalar ve
“arastirma, vyazilari ve resimleri hakkinda disiinme ve eksiklikleri bulma” gibi uygulamalarla da
farkindalk kazandirma gibi etkinlikler yaptiklari tespit edilmistir. Diger bulgular incelendiginde
ogretmenlerin estetik kavramina yonelik galismalara “konu geldiginde yer verme, gegcmis kiltiire ait
unsurlari inceleme, maddeye ¢ boyutlu bakma, diger derslerle oriintli olusturma” gibi etkinliklerle
program dogrultusunda hareket ettikleri ve “siislemeler yapma” gibi ¢alismalarla da belirli giin ve hafta
odakh etkinlikler yaptiklari tespit edilmistir. Bu etkinliklere ilaveten 6gretmenlerin “6rnek olma,
davranislardaki estetige dikkat ¢ekme, mimik ve hareket yapma” gibi 6rnek davranislar (zerinde
yogunlastiklari da ortaya ¢cikmistir. Ayrica, lic 6gretmen de estetik bakis agisi kazandirmak i¢in herhangi
bir uygulama yapmadiklarini belirtmislerdir. Ogretmenlerin estetik bakis acisi kazandirmak icin yaptiklari
etkinliklere iliskin agiklamalarindan bazilari asagida sunulmustur:
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“Genelde bazi konularla ilgili canlandirma yaparlar, tiyatro yaparlar. Degerlendiririz. Kitap yazarlar...
Ama mutlaka yazilarina resim yapistirirlar. Resim bulamazlarsa kendileri yaparlar. Mutlaka
gorsellestirirler...” (02).

“..0rnedin, bir maddeye ii¢c boyutlu bakmasini sa§lamak gibi.... Tiirkce’de bir siirdeki estetik mesela
bu siir hosunuza gitti mi. Sosyal olarak davranislardaki estetik. Davranislarimiz nasil degistirirsek
toplum icinde daha iyi yer alabiliriz gibi bunlar da davranislardaki estetiklerdir...” (03).

“Stislemeler yaptiriyoruz. Yazdiklari yazilarin ve yaptiklari resim hakkinda diisiincelerinizi soruyoruz.
Olumsuz cevaplarda diizelmesi gereken noktalari onlarin bulmalarini istiyorum.” (04).

“Yani konumuzla ilgili gérseller buluyoruz, gésteriyoruz. Burasi neresi falan....Klasik miizik
dinletiyoruz...” (O5).

“..Sinifi diizenliyoruz....Ben cantalarinin diizenine de bakarim...Ogrencilere 6rnek olurum...cevreyle
ilgili zaman zaman bahge temizligi yapiyoruz. Copler ¢cok kéti bir gériintii olusturdugu, hos olmadigi,
carpik yapilanma ile ilgili 6zellikle bizim sehrimizdeki su an ki durum. Odrenciler estetik ve estetik
olmayan durumun farkindalar. Ama bu programda acik olarak yok. Benim &nemsedigim igin
dgrenciler farkinda. Onlar da farkindalar” (O8).

Sosyal Bilgilerde Estetik: Ogrenciye Katkilari

Ogretmenlerin estetik bakis acisi kazandirmanin égrencilere gesitli katkilar saglayacagina yonelik
gorisleri incelenmistir. Bu baglamdaki bulgulara bakildiginda, 6gretmenlerin estetik bakis agisinin
dgrencilere gok yonli katki getirdigi yoniinde goriis belirttikleri tespit edilmistir. Ogretmenlerin estetik
bakis agisinin 6grencilere “yeteneginin farkina varma, kendini ifade edebilme, ufkunu gelistirme” gibi
durumlarla kendini tanima ve gelistirme; “gevreye uyum saglama, cevreyi guzellestirme, butuni
algilama, ayrintili bakma, glizel ortamlari arama” seklindeki durumlarla ¢evreye karsi duyarllik kazanma;
“bilgiyi giinlik hayata yansitma, derslerde basari elde etme, kalici 6grenme, konuyu daha iyi kavrama,
diizen kazanma (yazi, hayat vb.), okumaya yénlendirme” gibi durumlarla da akademik basarida yiikselme
gibi acilardan katki sagladigi goriisiinde olduklari bulunmustur. Ayrica, 6grencilerin estetik bakis agisi
kazanarak “yasantisini diizenleme, durus ve kalite kazanma, siradanliktan kurtulma, 6z bakim becerisi
kazanma, hayatinin giizellesmesi, beden dilini kullanma, sorunlarin azalmasi, teknolojiden faydalanma,
davranislarda diizelme” gibi durumlarla yasam kalitesinde yikselme; “toplumda yer edinme, hosgoriila
olma, arkadas iliskilerini etkileme, aileye katki saglama, insanlarin iyi yonlerini gérme, insanlari etkileme,
toplum ici slrtismelerin azalmasi, saygli duyma” gibi durumlarla toplumsal yasam ve empati; “dikkatli
ders dinleme, sinif i¢i huzur” gibi durumlarla gidilenme; “hoslanma, mutlu olma, zevk alma, glzel
bakma, 6zgliven kazanma” seklindeki durumlarla pozitif duyussal gelisim; “gorselligin farkina varma,
gorsel izlenim birakma” gibi durumlarla da gorselligi algilama agilarindan gelisecekleri ifade edilmistir.
Ogretmenler fark ettikleri bu katkilari asagidaki gibi ifade etmislerdir:

“Hayati giizellesir. insana giizel bakar, bitkiye giizel bakar, kitaba giizel bakar. Sahip olamadiklarina
giizel bakar. Hos bakar” (02).

“..Bir defa estetik bakis agisi sinif igcinde huzurlu bir ortam yaratir, insanlarin iyi yanlarini
gérebilmelerini saglar, saygi duymalarini saglar...Alay etmeyecek, boyu kilosuyla alay etmeyecek.
insan olma duygularini gelistirecek...” (04).

“Ozellikle bulundudu ¢cevreye, topluma, ailesine bir uyum olur, daha da giizellestirecektir. cevresini.
Cocuk daha giizel ortamlarda bulunmak isteyecektir. Baska insanlar lizerinde de iyi bir izlenim
birakacaktir. Baska insanlar lzerinde de iyi bir izlenim birakacaktir. Estetige énem veren birinin
yasam kalitesini arttiracak...” (07).

Sosyal Bilgilerde Estetik: Egitimde Karsilasilan Sorunlar

Ogretmenlerin sinif icinde estetikle ilgili uygulamalari engelleyen olasi problemlerin kaynagina
yonelik gorusleri incelenmis ve bu baglamda kaynaklarin gesitlilik gosterdigi sonucuna ulasiimistir. Bu
sorunlar, “yetersiz hazirbulunusluluk, ilgisizlik, dikkat dagilimi, yetersiz sorumluluk duygusu, otokontrol
eksikligi” gibi 6grenci kaynakl; “kiltir farkhliklar” seklinde birey ve toplum kaynakli; “tek dizelik,
olumsuz tutum, bilgi eksikligi” seklinde 6gretmen kaynakli; “mekanin darhgi, diizensiz siralar, kalabalk
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mevcut, yetersiz kaynak, sinifin isbirligi calismalarina misaitsizligi, sinifin ortak paylasimi” seklinde
0grenme ortamindan kaynakli; “bilgi merkezli konu ve etkinlikler, yetersiz sure, estetikle ilgili konularin
eksikligi, her konunun estetige uygun olmamasi, kitaplarin estetik olarak hazirlanmamasi, igerigin
ayrintili olmasi, etkinliklerin 6grenciyi stiriklememesi, yerinde 6gretim yapilmamasi” seklinde program
kaynakli sorunlar tespit edilmistir. Ayrica, 6gretmenler sinif igcinde estetikle ilgili uygulamalari engelleyen
olasi problemlere “sinav sistemi” agisindan degerlendirme sistemini; “aile ilgisizligi, bilgi eksikligi,
yasanti, bilingsizlik” gibi nedenlerle aileyi; “okul binasinin estetik olmamasi, okul yapilarinin sanatsal ve
duyussal gelisimi engellemesi” gibi nedenlerle okulun yapisini; “sokaklarin, caddelerin estetik olmamasi”
sebebiyle de gevreyi kaynak gostermisler ve “hayattaki dncelikler, toplumun yetersizligi, sehir hayatinin
olumsuzlugu” gibi bagka problemleri de belirtmislerdir. Asagida 6gretmenlerin bu konudaki goruslerine
iliskin bazi alintilar yer almaktadir:

“..Ogretmen tek diize bir 6§retmen olabilir, kaliplasmis olabilir...” (01).

“Hepimiz bir engeliz aslinda. Ogretmen de problem. E§itim almamis mesela 6G§retmen estetik bakis
agisini kazandiracak etkinlik yapmiyor. Program ¢ok yiiklii, égrenciler uygun degil, kosullar uygun
degil, siniflar uygun degil...” (04).

“...Ben meslektaslarim igcinde bu konuyu énemsemeyecek biri oldugunu sanmiyorum. Ciinki hepimiz
estetik olan bir seyi gérdiiglimiizde davranis olsun, s6z olsun, sanat eseri olsun hayranlikla bakiyoruz.
Yani bu konuya kimse sirtini déniip gidemez. Bu konuya...” (07).

“Simdi eger kazanim olarak verilmemisse ve 6gretmene bu kesif birakilirsa 6gretmen kesfedecek mi
ya da kesfetse bile siire ne kadar olacak... Zaman eksikligi koca bir kazanimi bir ders saatine
sigdirmaya ¢alisiyoruz bir de estetik iceren etkinlige ayri bir vakit ayirmak gerekiyor yani iki ii¢ ders
saatine ihtiyag var ve bir de ayri planlama yapmak zor olacak” (08).

Sosyal Bilgilerde Estetik: Ogretim Onerileri

Ogretmenler, Sosyal Bilgiler programinda estetik egitimine yénelik cesitli boyutlarda 6neriler
getirmiglerdir. Bu bulgular incelendiginde, 6gretmenler Sosyal Bilgiler programinda estetik egitimine
yonelik “kazanim sirelerinin iyilestirilmesi, etkinlik (alternatif, yol go6sterici, 6grenci bakis acisina
dayanan vb.) hazirlanmasi, estetik kavraminin temalara dagitilmasi, (nitelerde iliskilendirme yapilmasi,
serbest zaman dersinin kullanilmasi, 6rnek kazanimlarin hazirlanmasi, farkli tekniklerin gelistirilmesi,
konularin arttirilmasi, videodan yararlanilmasi, brosir hazirlanmasi, farkli 6devlerin verilmesi,
geribildirim verilmesi, 6grencinin merkeze alinmasi, kdse diizenlenmesi, ¢alisma ortamlarinin saglanmasi
(aile, sinif vb.)” seklinde programin égelerine iliskin dneriler getirmislerdir. Ogretmenler, “hizmet igi
egitim ve seminer verilmesi (aile, yonetici, program hazirlama ve karar grubu, siyasi, 6gretmen vb.)”
seklinde o6neriler getirerek egitim talebine vurgu yapmislardir. Ogretmenler, programin hazirlanma
sirecine iliskin “programi uzmanlarin planlanmasi, alaninda uzmanlarin estetik kavramini anlatmasi,
yoresellestirilmis programin hazirlanmasi, hosa gidenden yola ¢ikilmasi, okulla sinirlandiriimayan egitim
olmasi, bilgi ve estetigin i¢ ice girmesi, estetigin tim derslerde olmasi, kiltlirel yapiya uygun olmasi,
ogretmenlerin insiyatifine birakilmasi, 6grenciyi sanata yonlendirmesi, yeteneklere deger verilmesi”
seklinde oOneriler de getirmislerdir. Ayrica, 6gretmenlerin algilarda degisim gereksinimi ve “kaynak
kitaplarin fiyatinin dasirilmesi, 6gretmen yetistiren kurumlarin dnemsenmesi, gezi, gézlem igin izin
sorunlarinin azalmasi” gibi diger 6nerilerde bulunduklari gériilmustir. Arastirmaya katilan 6gretmenlerin
gorisleri arasindan segilen bazi alintilar asagidaki gibidir:

2

“Daha ¢ok bilgiye degil de yeteneklerini 6n plana ¢ikaran sanata yénlendiren konulara yer verilebilir
(061).

“..Degisik teknikler diistintilebilir. Bu konuyu daha 6nce diisiinmedigim icin baska bir sey aklima
gelmiyor su an....kendinin bir seyler katabilecegi ¢alisma 6rnekleri olusturulabilir. Kendisinin de bakis
acgist girmis olur...somutlastirmak oluyor. Bu benim yaptigim (riiniin semeri, iste elimde tutuyorum bu
benim ¢orbam diyecektir ve icindekini de sevecektir. Disindakini de sevecektir. Aa sen de benim
corbamda olabilirdin diyecek ve farkli bir bakis agisi kazanacaktir” (03).
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“Ogretmen editilmeli, yéneticiler, program yapicilan, iist yéneticiler, karar kilicilar, siyasiler,
bakanliklar, sorumluluk sahibi kisiler. Oncelikle onlarin bu bakis acisini kazanmalar gerekir...Once
zihniyetin degismesi gerekir. Veli egitimi de gerekli...Miifredatlarimiz da engel...Ortamlarin da uygun
hale getirilmesi gerekir” (04).

“..Kitaplarin égrenciyi alip gétiirecek sekilde diizenlenmesini istiyorum...Odretmenlere bol bol
seminer yapilmali, beslenmeli 6§retmenler” (O5).

“..Sosyal ve sézel derslerde s6zler havada kaliyor, cocugun bilincine seviyesine indirgemek gerekiyor.
Bu nedenle hem duyussal anlatmak gerekiyor hem bilissel” (06).

Tartisma, Sonug ve Oneriler

Estetik duyusal alanin bitiun genisligini degil, 6zellikle glizel olan kismini incelemekle ugrasir. Bu
nedenle, bazen estetik kelimesi yerine glzellik bilimi veya felsefesi kavramlari da 6nerilmistir. Ancak
daha sonra, estetigin temel degerinin sadece gizellik olarak sinirlanmasina karsi ¢ikanlar olmustur. Kant,
Shiller ve Wittgenstein’a gore ylice, trajik, komik, zarif, ilging, naif, cekici ve hatta cirkinlik bile estetigin
inceleyecegi degerler icine girebilir (Ergln, tarihsiz). Bu arastirmada da 6gretmenlerin estetik kavramina
farkh anlamlar yukledikleri sonucuna ulasiimistir. Estetige iliskin tek bir tanimdan séz etmek zor
oldugundan, estetik kavraminin gesitli sekillerde algilanmasi dogaldir. Ayrica, 6gretmenler arasinda
estetige yonelik duygular ve egitim alma agisindan da farkli durumlar s6z konusudur. Bir taraftan estetik
konusuna ilgi duyup, bu konuda egitim alan Ogretmenler s6z konusuyken, diger taraftan ilgisiz
o6gretmenlerin oldugu da gortlmektedir. Bu baglamda, 6gretmenlerin estetik kavramini farkli sekillerde
yorumlamalari hem kavramin dogasiyla hem de oOgretmenlerin deneyimlerinin yeterlik durumuyla
aciklanabilir.

Karacay’in (2007) da belirttigi Gzere, doganin harika bir dlizeni, uyumu, estetigi vardir. Bilim bunun
farkindadir. Estetik haz yargisi evrenseldir, ama mantiksal veya nesnel yolla agiklanabilen bir kavram
degildir. Bilimsel galismalarin sonunda ortaya ¢ikan Griin kadar bu siiregte bireyin yasadiklarinda da
duygular vardir. Estetik, duygularin bilgisidir; hislerin yogunlagsmasini gerektirir. Bu arastirmada da
o6gretmenler arasinda estetik yaraticihgin bilimsel yaraticiliktan, bilimsel yaraticiigin estetik yaraticiliktan
daha oncelikli oldugunu savunanlar oldugu gibi ikisi arasinda ayirm yapamayanlar da goézlenmistir.
Yaraticilik Dikici’ye (2001) gore, ylzyillar boyunca olaganisti insanlara 6zgi bir 6zellik olarak gorilmis
ve daha cok glizel sanatlarda kullaniimistir. Ancak, Aral’a (2004) gore yaraticilik artik sadece sanatta degil
bilimde de deger kazanmistir. Bu baglamda, 6gretmenlerin yaraticihigl estetik ve bilimde ya da her
ikisinde ©nemli gorlyor olmalari dogaldir. Ayrica, bilimsellikte estetik boyutun gereksiniminin
hissedilmesi estetik ve bilimsel yaraticiligi 6gretmenler igin 6nemli kilabilir. Estetik bakis agisi bilimselligi
de destekleyebilir. Sanat ile bilimin ortak bir yani var midir? Bu soruya bir tek yanit vermek gerekiyorsa,
“yaraticihk” denmelidir. Cizgilerin, renklerin, seslerin her birlesimine sanat denilmiyor, gézlemle ortaya
cikan her bilgiye de “bilim” denilmiyor. Tuvali eline alanin firca darbelerinden ¢ikan her sey resim
degildir. Kayigin suda batmadan ylizdigu gercegi, Arsimet dogmadan 6nce de biliniyordu. Vincent Van
Goch’un “Zeytin agaclar” tablosunu “sanat” yapan sey nedir? Arsimet kuralini “bilim” yapan sey nedir?
Her ikisinde de ortak bir nitelik aranilir: Baskalarinin yap(a)madigini yapmak, gor(e)medigini gérmek.
Yaraticilik budur. Sanatta ve bilimde bu aranilir. Clink{ yaraticilik sanatin ve bilimin ortak 6gesidir. Ancak,
yaraticilik tek basina ne sanati ne de bilimi yaratabilir (Karagay, 2007). Bilgisel yargilar, dogru-yanhs
mantigina gore incelenebilecek objektif yargilardir. Oysa estetik yargilar subjektiftir ve dogru-yanlis
mantigl ile degerlendirilemez. Daha dogrusu estetik bilimini, bir estetik yargilar mantigi olarak
gelistirmislerdir. Estetik yargilar, bilgiler gibi kavramlara degil insanlarin duygularina baglidir ve mantiksal
kurallara baglanamaz. O, insanlarin duyarlik, zihin ve hayal gliclerinin 6zglir ve uyumlu bir oyunu iginde
ortaya cikar (Ergln, tarihsiz).Yaraticilik gibi estetik egitimde disiplinler araciligiyla tasinan bir glictir ve
tek bir alan icin de sinirlandiriimamasi gerekir. Estetigi bilmekten ziyade, onu gormek, hissetmek
gerekmektedir. Estetik, sadece giizel sanatlarla ilgili veya rahatlama araci olarak goriilmemeli ayni
zamanda 6grencilerin dizenli mesgul olduklari bir distiinme sekli olarak gorilmelidir (Jacobs, 2009).
Eisner (1985), insanlarin estetigi bir liks olarak gorebilecegini ve bunun da bir anlamda dogal oldugunu
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ifade etmektedir. Estetik egitimi, reddedilmekten ¢ok programin ayrilmaz bir bileseni olmalidir. Estetik
okuryazarlik, tim 6grencilerde olmasi gereken bir beceridir. Fakat egitim sistemimizde estetige yonelik
programlarin eklenmesi mutlaka bazi sorunlar olusturacaktir. Bu sorunlar, hem 6grencilerin bu konuyla
ilgili onyargilarindan hem de estetigin degerlendirilmesinin zorlugundan kaynaklanmaktadir (Jacobs,
2009).

Ogrencilere estetik farkindalik kazandirma becerisi, dogasi geregi sadece sanat derslerinin gorevi
olarak gorilmemelidir. Tuna (2007) Glkemizde bugiin, bireyin estetik egitiminin daha ¢ok ilk ve orta
ogretimde yer alan gorsel sanatlar dersleri ile sinirli olduguna yonelik elestiri getirmistir. Jacobs (2009),
estetik gelisimi ¢esitli disiplinler icerisinde ele alinmasi gerektigini ifade etmistir. Arastirmada,
ogretmenler farkh derslerle estetik farkindalik kazandirmanin mimkiin olacagina inandiklarini ifade
ederek bu simirihgin disina gikmuslardir. Ogretmenler, estetigin sadece gdrsel sanatlar ve is teknik
derslerinin alani gibi gormemisler ayrica Sosyal Bilgiler, Tirkce, beden egitimi, fen ve teknoloji, trafik vb.
alanlarla da iliskisini ifade etmislerdir. Dikici (2001) de, yaraticiligin sadece glizel sanatlari degil giinlik
yasamin tiim alanlarini kapsadigini vurgulamistir. Ogretmenlerin derslerde estetik egitimine yer
vermeleri 6ncelikle onlarin olay, durum, nesne vb. seylere estetik gézle bakmalari ve estetik yoni ders
konulariyla nasil baglayabileceklerini bilmelerine bagldir. Bu durumda, 6gretmenlerin estetigi yagamin
her alaninda aranmasi gereken bir deger oldugunu fark ettiklerini soylemek mimkindir.

Akhan (2013), Sosyal Bilgiler dersinin ilkogretim duzeyindeki 06grencilere toplumun kaltur
ogelerinden biri olan sanatin ve estetik duyarlihgin kazandiriimasinda yardimci olan bir ders oldugunu
ifade etmektedir. Uygulanmakta olan Sosyal Bilgiler 6gretim programinda estetik, kazandiriimasi
gereken bir deger olarak yer almaktadir. Bu arastirmadan elde edilen bulgular, 6gretmenlerin Sosyal
Bilgiler dersinin dogasinin ve temalarinin bu konuyu yansitabilecegine inandiklarini ortaya c¢ikarmistir.
Ayrica arastirma, 6gretmenlerin Sosyal Bilgiler dersinde estetik egitimine yonelik kazanim ve etkinliklerin
acik bir sekilde ifade edilmedigi goriisiinde olduklarini, duyussal alana iliskin amaglarin azhigina dikkat
cektiklerini ve programin estetik egitiminin 6gretmenlere birakildigini savunduklarini da ortaya
cikarmistir. Arastirmadan elde edilen bir baska sonug ise, 6gretmenlerin Sosyal Bilgiler dersinde estetik
bakis acisinin kazandiriimasina yonelik olumlu ve olumsuz gériislere sahip olmalaridir. Ozellikle, Sosyal
Bilgiler dersinde kiiltiire ait 6geler, haklar, cografi dgeler, tarihi unsurlar, Atatiirk inkilaplar’nin estetik
bakis acisi kazandirmaya uygun oldugu belirtilmistir. Dolayisiyla ortaya ¢ikan bu durumlar, Sosyal Bilgiler
o6gretim programinda yer alan estetik degerinin ozellikle kiltur, cevre vb. odakh konularda 6gretmen
goriuslerine gore uygulanabilecegini, programlarda estetik egitimine yonelik etkinliklerin daha agik bir
sekilde belirtilmesi gerektigini gdstermistir.

Estetik bakis agisi kazandirmada tek bir yol ve bu yola bagh etkinlikle sinirl kalinamayacagi
gorulmektedir. Bu etkinliklerin tlrd, sayisi vb. durumlari 6gretmenlerin 6gretme silrecinde sahip
olduklari firsatlara ve konuya verdikleri 6neme bagh olarak degisebilir. Arastirma bulgularina
bakildiginda da 6gretmenlerin estetik egitimine yonelik uygulamalar yaptiklari tespit edilmistir. Bu
konular, sanata yonelik, diizenli olmaya yonelik, cevresel farkindalhig arttirmaya yonelik etkinlikler olarak
cesitlilik gostermektedir. Bu durumda, 6gretmenlerin dizenlendikleri ve uyguladiklari etkinliklerin
literatdrle iliskili oldugu soylenebilir. Ayrica, 6gretim siirecinde estetik uygulamalari yapan 6gretmenlerin
bu cabalari programin degerler boyutunda yer alan estetigi gérmeleriyle ve 6zellikle bu konularda
calisma yapiyor olmalari da estetigin alani olan giizelligi daha ¢ok vurgulayabilmeleriyle agiklanabilir.

insan; zihnini, duyularini, duygularini kullandigi siirece vardir (Cellek, 2003). Schirrmacher’e
(1988) gore, estetik egitimi ile estetik algl ve begenisi gelisecek olan gocuk, cevresindeki giizelliklerin
farkina varir, harflerin, kelimelerin, sembollerin, siirlerin, hikayelerin ve diger kultlrlere sahip insanlarin
degerlerini daha iyi kavrar. Ayrica, iyi bir tasarimi degerlendirebilecek duruma gelir. Bunun sonucunda
ise arag, giysi, mobilya seciminden sehirlerin planlanmasina, gevre kirliligi problemlerine kadar pek ¢ok
alanda duyarliligi artar. Estetik deneyimler gegiren ¢ocugun kavram gelisimi de artar (Tuna, 2007). 2016
MEB Ortadgretim Giizel Sanatlar Lisesi Estetik Dersi Ogretim Programi’nda da 6grencilerin estetik
egitimiyle “estetik dislinme, elestirel diisinme, yorumlama, Tirkge’yi dogru, etkili ve glizel kullanma,
yaratici disiinme, arastirma, iletisim, bilgi ve iletisim teknolojilerini kullanma, degisim ve surekliligi
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algilama, analitik dusinme, bireysel c¢alisma, is birligi, analiz etme, estetik duyarlilk” seklinde
kazandirilmasi beklenen beceriler ifade edilmistir. Ozsoy ve Sahan’in (2009) da belirttigi lizere estetik
egitimi ile Ogrenciler baskalarinin gorigleri Gzerinde dikkatle Uzerinde duslinerek ve dinleyerek
Ogrenirken, ¢cocuklar diinyaya daha az dogmatik yaklagabilmektedirler. Bu baglamda arastirmaya katilan
ogretmenler Ogrencilere estetik bakis agisi kazandirmanin, onlara c¢esitli yararlar saglayacagina
inanmaktadir. Ogretmenlere gére, estetik bakis agisiyla 6grencilere kendini tanima, cevreye karsi
duyarhhk kazanma, gldilenme, akademik basari ve yasam kalitelerini yukseltme gibi katkilar
saglanabilir. Ogretmenler dgrencilerin olay, durum, nesne vb. seylerin estetik yéniinii yakalamalarina
yonelik duyugsal alana hitaben hazirladigi ¢alismalarla siireci desteklediklerinde &ncelikle motivasyonu
ve katihmi yiksek olumlu sinif atmosferi yakalayabilir ve 6grencilere daha etkili, kalici 6§renme firsatlari
sunabilirler.

Uygulanmakta olan programlarin yilizde yiiz basari yakalamasini beklemek olduk¢a iyimser bir
yaklasimdir. Bu nedenle, programlarin uygulanmasinda c¢esitli nedenlerden kaynaklanan bir takim
sinirhliklara rastlanabilecegi ve sorunlarin yasanabilecegi olasidir ve estetik uygulamalarinda da bir takim
sorunlarin goérilebilecegi distnulebilir. Arastirmada, 6gretmenler sinif icinde estetik uygulamalarina yer
verirken farkh sorunlarla karsilastiklarini  belirtmislerdir. Bu sorunlar 06grenciden, toplumdan,
o6gretmenden, Ogretim ortamindan, programdan, degerlendirme sisteminden, aileden, okulun
yapisindan ve ¢evreden kaynaklanan sorunlar olarak ifade edilmistir. Kékten (2001), estetik alginin yer
aldigi sanat egitiminin Glkemizdeki uygulanmasinda yasanan sikintilari 6gretim siiresinin sinirlandiriimasi,
o6gretmenlerin egitimlerinin hicbir asamasinda ve sonrasinda seminer, kurs almadiklari, Glkemizdeki
mevcut sinav sistemleri, okul disi ortamlardan faydalanilmamasi gibi faktorlerle derlemistir. Goneng ve
Agikalin (2017) ise Sosyal Bilgiler 6gretmenlerinin 6gretim programinin uygulanisinda 6grenciden,
yonetimden, ders ve galisma kitaplarinin yetersizliginden, veliden, 6gretmenlerden kaynaklanan sorunlar
yasadiklarini belirtmislerdir. Bu baglamda, 6gretmenler Sosyal Bilgiler programinda estetik egitiminin
uygulanmasina yonelik olarak tema ve programin ogelerine, egitim eksikliginin giderilmesine, algilarin
degisimine ve programin hazirlanma siirecine gore degisiklik gosteren farkli 6neriler getirmislerdir.
Programin asil uygulayicilarinin getirdigi bu 6neriler program gelistirme calismalarina veri kaynagi
olabilir. Ayrica, arastirma sonuglari paralelinde su 6neriler getirilebilir:

e Ogretmenlere, yoneticilere estetik farkindalik kazandirmaya yénelik hizmet ici egitim verilmelidir,
ailelere de bu konuda egitim firsatlari sunulmalidir.

e Sosyal bilgiler 6gretim programinda estetige yonelik bilgi, beceri, tutum ve degerler daha dikkat
cekici bir sekilde vurgulanmali, etkinliklerdeki yeri arttirilmalidir.

e Sosyal bilgiler 6gretim programinda estetik farkindalikla ilgili kazanimlarin nicelik olarak sayisi, nitelik
olarak degeri artirilmahdir.

o Ogretim siireci diizenlenirken yapilan calismalarin ve sinifin estetik bir sekilde tasarlanmasina 6nem
verilmelidir. Bu sekilde 6grencinin estetik algisi giclendirilebilir, kendilerine yonelik benlik saygisi
ylksek derecede gelisebilir.

e Ogrencilere estetik farkindalik kazanma sadece sanata yonelik derslerin gérevi olarak gériilmemeli,
biitin derslerde imkanlar dogrultusunda estetik farkindalik gelistiriimeye calisiilmalidir. Bu g¢alisma
diger disiplin alanlarinda da ydrattlmelidir.

e Ogretmenlere MEB tarafindan 6rnek etkinlikler gdnderilmeli, simif i¢i uygulamalari birlikte
degerlendirilmelidir. Ogrencilerin de bu etkinlikleri yaparken ne hissettikleri sorularak, gérisleri
alinmalidir. Béylece duyussal alana hitap eden estetik algl ve begeninin 6grencilerde biraktig olumlu
ya da olumsuz izler ortaya gikarilabilir.

e Sosyal bilgiler programi hazirlanirken estetik farkindalik kazandirmaya yoénelik etkinlikler alaninda
uzman kisilere basvurarak diizenlenmelidir.

e Universitelerde program gelistirme dersini alan &gretmen adaylarina ve dersi yiiriiten 6gretim
gorevlisi ya da Ulyelerinin disiplinler arasi egitime uygun olan estetik egitimine yonelik gorusleri
alinabilir. Getirdikleri dneriler program gelistirme ¢alismalarinda veri kaynagi olarak kullanilabilir.
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Introduction

Play is an integral part of early childhood education. It is not only an activity that allows children to
have fun, but also has an important place in their life recognition, learning social roles and
responsibilities, and academic learning. For many years, there have been many views on what play is
and which benefits it provides to children.

According to Montessori, through play that is the work of the child, children understand the world,
socialize with other individuals around them, gain opportunities to develop these skills, learn to control
and manage their emotions, and begin to develop their symbolic thinking skills (Kayili, 2010). According
to Froebel, while playing, children look at the objects they hold, examine and think about them. This
develops their mathematical concepts. Similarly, Comenius noted that play has a very important place in
pre-school education and stated that dramatic games played with the accompaniment of music
contributed to the development of children's personality and morality, and that play was also a
significant contributor to values education (Seving, 2004). Many definitions have been made and many
opinions have been proposed about what play is for many years. Isaacs indicates that play has an
important role in the affective and cognitive development of the child. According to her, active play is a
manifestation of healthy mental condition. She also argues that lack of active play might be an indicator
of genetic disorder or mental health problem (Isaacs, 1929). Speencer argues that play is the energy
remaining after the organism uses up the energy needed for normal functioning. By playing, children
discharge more energy. They have a more balanced life. Thus, they become healthier individuals. Freud
notes that play allows children to express their feelings and thoughts more comfortably by getting rid of
the pressure and the bans of the world in which they live (Ozdogan, 2009). According to Vygotsky,
(1967), play is a mechanism used by people to cope with incidences occurring around them. Although
there are many definitions of what play is, it is possible to say that play is all the activities that enable
children to make sense of the world they live in and to establish healthier relationships with the people
around them and to spend pleasant time. As a result, play can contribute to their moral and social
development by making them active and free. Knowing what play is of great importance for educators,
families, children and policy makers because adequate and correct definitions of what play is will make
it more up-to-date and important issue for the society and in this way, educators, families and policy
makers will pay greater attention to the issue of play. Thus, children will be able to take the greatest
advantage of the benefits provided by play. This may be possible if play is not seen as an activity for
children merely to spend time outside home, but an event that they can resort to and capitalize on in
every aspect of their life. In other words, putting play at the center of children’s life, which is already a
very important activity for them, will give children the opportunity to take the greatest advantage of
play.

In many societies cognizant of this fact, play has been incorporated into curricula. When the
curricula in our country are examined, it is seen that while a great emphasis is put on play in pre-school
education, such an emphasis is not seen in elementary education curricula. On the other hand, there is
no direct emphasis on this in the primary school program. As a result of this, it is thought that play is less
emphasized in children's life. The reason for this is that there are deficiencies or misunderstandings in
the definition of the play and the benefits of the play. Many studies (Erbay & Durmusoglu Saltal, 2012;
Tugrul, Metin Aslan, Ertirk & Ozen Altinkaynak, 2014; Unal, 2017) have shown that parents and
teachers mention play as a leisure activity which entertain children. Moreover, they consider play as an
activity out of school. Considering the importance of parents and teachers in shaping children’s believes
and perceptions, it is thought that misunderstandings of teachers and parents about play will affect
children’s development.

In the literature, there is a large amount of research on what play is. Most of these studies are
studies comparing adults’ and children's perceptions of play (Tugrul et al. 2014), or conducted with
children who are older than eight (Pilten & Pilten, 2013). However, limited number of studies have been
conducted in the early childhood period (Kogyigit & Basara Baydilek, 2015). Yet, the idea of children in
early childhood about what play is an important issue in terms of knowing their perception of games
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and the mistakes they have in this matter and the reasons of these misconceptions. Considering that
many of children's perceptions are influenced by the society in which they live, it is thought that
knowing the game perception of children is important in terms of knowing what game is in the eyes of
society. This aspect of the study is also important. The aim of this study is to investigate the perceptions
of children in the first and second grade of elementary school. To this end, answers to the following
questions were sought.

1. What are the similarities and the differences between pre-school children and elementary school
children’s opinions on play?

2. What are the similarities and the differences between male and female children’s opinions of play?

Method

Research Design

In the current study, qualitative research method was employed to be able to collect detailed and in-
depth information about the issue, to directly learn the participants’ perceptions, experiences and
viewpoints and to understand and explain the current situation (Patton, 2014). Qualitative research
approach includes different research designs. In the current study, the phenomenological design, which
is used to elicit how individuals make sense of their own experiences of events and how they
communicate these meanings to others (Merriam, 2009; Patton, 2014), was employed. Phenomenology
also reveals the perceptions of the person with personal experiences and the phenomenon. In this vein,
through play, children have the opportunity to get to know their surroundings and skills. Play is the job
of the child.

Study Group

The study group of the current research is comprised of 2 pre-school children, a girl (6 years old) and
a boy (6 years old) and 2 elementary school students, a girl (7 years old) and a boy (7 years old); thus a
total of four children. In the selection of the study group, in line with the purpose of the study, the
convenience sampling method, one of the purposive sampling methods, was used.

The study was carried out with the children with middle socio-economic status at a state school in
Yenimahalle, Ankara. The convenience sampling method is a cost-effective sampling method, which
endows the research with speed and practicality (Yildirnm & Simsek, 2011). As there are many factors
affecting pre-school and elementary school students’ perception of play (Benjamin, 2012; Fein, 1981;
Pierce, 2000), children of different ages and genders were involved in the study. Table 1 shows the
personal information of the children participating in the study.

Table 1.
Personal Information of Children Participating in the Research.
Educational Level Nickname Gender Age School Type  Socio-economic Status
Preschool Elif Girl 72 Month  Public school Medium
Mehmet Boy 72 Month  Public school Medium
Elementary School  Ayse Girl 86 Month  Public school Medium
(First class) Ali Boy 86 Month  Public school Medium

Data Collection

In the collection of the data, in order to provide strong evidence for the validity of the collected data,
data triangulation was used. As the data collection tool, photographs taken by the children inside and
outside the school, drawings produced by the children and a semi-structured interview form developed
by the researchers were used. Given that younger children may not be linguistically competent enough
to express themselves, the participating children were not directly asked the question “What is play?”.
Rather, data collection tools such as photographs, drawings and interview technique through which they
could express themselves more comfortably were preferred. As photographs help to reveal the
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meanings allocated to cases and concepts in people’s minds (Weber & Mitchell, 1996), they were
determined to be the first data collection tool of the current study. Another method utilized by children
to concretely express their perceptions related to their surroundings is drawing (Dienske, Gerit De, &
Sanders-Woudstra, 1985). Children can express their images and thoughts in their drawings in a detailed
manner. Thus, in the current study, the drawings produced by the children were also used as a data
collection tool. Then, an interview form was developed by reviewing the related literature (Erbay &
Durmusoglu Saltah, 2012; Kogyigit, 2014; Kogyigit & Basara Baydilek, 2015; Pilten & Pilten, 2013; Tugrul
et al. 2014) in order to be able to make sense of the collected data (e.g., photographs taken by the
children and the drawings produced by the children) and to classify the children’s thoughts about the
issue. In the collection of the data, a set of stages were pursued. These stages are presented in the
Figure 1.
Receiving the consent of Conducting interviews with
parents the children after photographs

were taken and drawings were
produced (5 weeks)

Transcription of the interview
data

o

Explanation of the purpose of
the study to parents during

home visits - = =
Assigning tasks to be performed

~

he chil h h h
to the children throughout the Subjecting the data to content
study ) -
- = analysis and reliability and
validity studies
During home visits, meeting — /
with the children and playing Receiving the consent of the
with them (to establish trust) children to conduct the study h
y. Reporting of the findings

Figure 1. The process followed for the collection and the analysis of the data.

First, the consent of the children’s parents was obtained. Before starting to collect the data, two sets
of home visits were made to the children’s homes. In the first set of home visits, the mothers were
informed about the purpose of the study and the procedure to be followed and then their consent was
sought for the participation of their children in the study. The second set of home visits were made to
make the children feel better and express themselves more comfortably. During these visits, the
researcher met with the children and games were played with them to make them feel more
comfortable with the researcher. After the researcher was convinced that the necessary trust was
established, the study was initiated. The children were assigned tasks, one for each week, to be
performed for four weeks. These tasks are given below;

1. 1st week: They were asked to take a photo of something/incidence that is considered to be a play
inside the school.

2. 2nd week: They were asked to take a photo of something/incidence that is not considered to be a
play inside the school.

3. 3rd week: They were asked to take a photo of something/incidence that is considered to be a play
outside the school.

4. 4th week: They were asked to take a photo of something/incidence that is not considered to be a
play outside the school.

After the children completed their tasks; that is, took their photographs, then they were asked to
produce the drawings of “something/incidence that they consider to be a play” and
“something/incidence that they do not consider to be a play”. This data collection process lasted six
weeks. After the completion of the drawings, interviews were conducted with the children first about
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their photographs and then their drawings. The following questions were directed to the children during
the interviews.

1. Can you explain this photograph/drawing?
. What is this place?

. Who are these people?

2
3
4. What are they doing?
5. How are they feeling?
6

. Why do you think this photograph/drawing represents/does not represent a play?

The interviews with the children were tape recorded to avoid data loss upon the consent of the
parents.

Data Analysis

In the current study conducted to determine children’s perception of play, first the photographs
taken by the children inside and outside the school to represent situations considered to be a play/not a
play were subjected to content analysis. This type of analysis is used to bring similar data together under
certain concepts and themes and to arrange and interpret them in a way comprehensible to the reader
(Yildirnm & Simsek, 2011). While analyzing the data, review of literature related to the components of
the concept of play was conducted. Then, it was decided to conduct data analysis within the frameworks
of three components. These components are structural features of play (competition, material,
particular time and place, existence of rules and action, doing it individually or in a group, not having an
educational goal, as-if play); affective features of play (inducing happiness and joy), play in terms of
ethical features (sportsmanship, obedience to authority). In the presentation of the findings, the codes
are used instead of the actual names of the children who participated in the research.

Validity and Reliability

In the current study, conducted to determine the pre-school and elementary school first grade
children’s perception of play, some precautions were taken regarding the data collection and the
analysis processes. Through such precautions, additional evidence was provided for the reliability and
validity of the data. Validity and reliability are established through the concepts of credibility,
transferability, dependability and confirmability (Brantlinger, Jimenez, Klingner, Pugach, & Richardson,
2005; Creswell, 2014; Merriam, 2009; Yin, 2014)

In order to test the internal validity of the study, the interview form developed by the researchers
was subjected to expert review (experts in the field of pre-school and sports education). In light of their
feedback, some corrections were made and the final form was developed. During the applications, long
time was spent with the children and trust was established with them. While presenting the research
data, direct quotations are included from the children’s statements.

As for the external validity, the research model, data collection and analysis processes and how
findings were elicited are explained in detail. In the selection of the participants, children from different
levels of schooling suitable for the purpose of the study and in different genders were selected.

In order to establish the reliability of the study and to confirm whether the codes given under the
conceptual categories elicited in the current study represent these conceptual categories, the codes of
two researchers and their categories of codes were compared (Kurt & Ekici, 2013). In the current study,
in order to test the reliability of coding applications, the inter-rater reliability correlation coefficient
formula proposed by Miles and Huberman (1994)(Agreement/(Agreement + Disagreement) x 100] was
employed. All these stages are important in terms of collecting reliable and valid data (Yildirim & Simsek,
2011). By using the formula, the inter-rater reliability correlation coefficient was found to be 95.00%. In
the calculation of reliability, when the rate of agreement is 70.00%, then the data is considered to be
reliable (Yildirrm & Simsek, 2011). As the coefficient found in the current study is higher than .70, the
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findings of the study are considered to be reliable. The applications performed to establish the reliability
and validity of the findings are given in Table 2. In Table 2, the actions taken while developing and
applying the data collection tools (photographs, drawings and interviews) are explained in order to be
able to obtain reliable and valid findings.

Table 2.
Applications related to the Validity and Reliability of the Study.

Validity Internal Validity Seeking for expert opinions
Using direct quotations
Use of different data collection tools (Data triangulation)
Spending long time with participants (Nearly six weeks)
External Validity Explanation of the data collection process
Detailed presentation of the data analysis process
Explanation of the features of the study group
Explanation of the reason for the selection of the used method
Reliability Internal Reliability Use of tape recording to prevent data loss
Establishing the suitable environment for the participants during
the collection of the data
External Reliability Presentation of the data in line with the purpose
Establishing consistency between the data

(Merriam, 2009; Patton, 2014; Tirniikl, 2000; Yildirim, 2010)

Results

In this section of the study, the children’s responses to the questions “What is play?” and “What is
not play?” are presented. In the presentation of the findings, the similarities and the differences elicited
from the photographs taken and drawings produced by the children are explained. The categories
derived from the analysis of the photographs taken and the drawings produced by the children in
response to the questions “What is play?” and “What is not play?” are shown in Table 3.

Table 3.

Participants’ Perception of Play.

Category Concepts

Perception of play  Structural Features of Play Competition
Material

Particular time and place
Existence of rules

Existence of action
Individual/in Group

Lack of educational orientation

As-if play
Affective Features of Play Inducing happiness/Enjoyable
Play in terms of Ethical Features Sportsmanship

Obedience to authority

As can be seen in Table 3, the children’s responses to the questions “What is play?” and “What is not
play?” were examined under three themes, which are “Structural Features of Play”, “Affective Features
of Play” and “Play in terms of Ethical Features”. In the construction of these themes, the existing
literature was used ( Einarsdottir, 2014a; Einarsdottir, 2010; Einarsdottira, 2014b; Giren, 2016; Kogyigit
& Basara Baydilek, 2015; Pilten & Pilten, 2013; Wing, 1995).
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When the data collected in the current study were analyzed, it was found that the pre-school and
the elementary school 1* grade children mentioned a quite limited number of features of play (e.g. as-if
play, obedience to authority and sportsmanship). These differences and similarities are presented
below.

Similarities among the pre-school children and 1* grade students about the concept of play

Structural features of play: When the children’s responses were analyzed, it was found that they
mentioned the following features for an activity to be a play “competition, existence of action and
materials, playing in a particular time and place, existence of certain rules, performing individually or in
group and not performing for an educational objective”. The children also talked about “as-if behavior”.
Some excerpts from the children about the structural features of play they mentioned are given below.

Competition: It was found that one of the pre-school children Elif and both of the elementary school
1% grade students Ali and Ayse emphasized the concepts of competition, winning and losing in the
photographs they took and the drawings they produced in response to the question “What is play”. Ali’s
opinions about these concepts are given below:

Researcher: Can you explain what you have drawn in this picture?

Ali: Here, children are playing football.

Researcher: Who are these?

Ali: Football players

Researcher: What are they doing?

Ali: They are playing a football match

Researcher: What has happened in the match?

Ali: In the Besiktas Vodafone Arena Stadium, Besiktas played against Antalyaspor, Besiktas beat
Antalyaspor 10 to 1.

One of the elementary school 1* grade students Ayse gave the following explanation about the
photograph she had taken in response to the task of taking a photograph of something considered to be

a play:
Researcher: “Can you explain what you see in this photograph?” (Figure 2)
Ayse: “This is a play. These are my friends. They are playing.”
Researcher: “Why do you think that this is a play?”

Ayse: “Here is something with lines like a puzzle. We should follow the lines. The one who first
arrives at the center wins.”

Figure 2. Play at school.
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One of the pre-school children Elif also mentioned the concepts of winning and losing, two elements
of competition, while explaining the drawing she produced.

Researcher: Do you play at school?

Elif: Yes, we do.

Researcher: What, for example, are you playing at school?
Elif: The teacher throws the ball; the one who catches it wins.

Material: The second concept mentioned by the children as one of the structural features of play is
the use of “material”. One of the pre-school children Mehmet and one of the elementary school 1%
grade children Ayse emphasized the concept of material in their drawings and photographs. In the
photograph taken by the pre-school child Mehmet, there are marbles and he remarked that “play is an
activity requiring some materials”. In a similar manner, similar elements were emphasized by Ayse in her
drawing.

Researcher: Can you explain what there is in this drawing?

Ayse: There are girls. They are walking around. There are clouds and the sun. They are going to the

park. They are going to play in the park. This is not a play yet as they have not gone yet.

Researcher: Well, what are they going to do when they go to the park?

Ayse: They are going to play.

Researcher: What kind of play are they going to play?

Ayse: They are going to see saw. They are going to skip rope.

Another opinion about the existence of materials in a play was expressed by one of the 1% grade
children Ali. The photograph (Figure 3) taken by Ali in response to the task of “taking a photo of
something which you consider to be a play outside the school” can be seen next. During the interview
conducted with Ali about this photograph, the researcher asked Ali to explain this photograph. Ali talked
about the play “arabacilik” (playing with toy cars) he played with his friends. He told that they had
played with toy cars. Then the researcher asked him “Is it necessary to have toys to play?” and he said

«“, ”

yes”.

Figure 3. A play outside the school.

A particular time and place: One of the concepts mentioned within the structural features of play is
“performing it in a particular time and place”. In this regard, Ali’s opinions are given below.

Researcher: Ali, can you explain this photograph?” (Figure 4)
Ali: They are playing dodgeball, having fun.

Researcher: What is this place?
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Ali: The school’s playground. We are in the lunch break.
Researcher: Do you generally play in your lunch breaks?
Ali: Hi hi. We also play in breaks.

Researcher: Why?

Ali: If we play inside the class, our teacher gets angry”
Researcher: When do you think a game should be played?

Ali: In a good weather, sunny and clear weather, in a grassy and green area.

Figure 4. Play at school.

The photograph taken by the elementary school 1% grade student Ali in response to the task “taking
a photo of something that is not a play at school” is given next. The explanation given by Ali about this
photo is as follows:

Researcher: Can you explain this photograph?

Ali: This is our class. We are in a break now.

Researcher: Why did you take this photo?

Ali: Because you asked me to take a photo of something that is not a play and | took this photo, we
should not play in the class.

Researcher: Why?

Ali: Because, we can make the teacher desk untidy, papers may get lost.

Researcher: What is needed for it to be a play?

Ali: My classmates do not play. If they can run, then we can play

The elementary school 1st grade student Ayse also used expressions similar to those of Ali
emphasizing that “it is not possible to play during the class hours, it can be played in breaks”.

In response to the task, draw something that is not a play inside the school, Elif produced a drawing
and emphasized that a game is played in a particular time and place. The explanation of Elif about this
drawing is given below.

Researcher: Can you explain this drawing?

Elif: It is a school. The child is studying, writing something on the board.

Researcher: Why do you think that this is not a play?

Elif: It is a school, here there is no play but studying.
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Existence of rules: Another concept mentioned within the structural features of play is the
“existence of rules”. Some of the students’ opinions within this category are given below.

The elementary school 1% grade child Ali stated that “there are rules involved in a play and if these
rules are not obeyed, then some problems can be experienced”. In this regard, the dialogue between
the researcher and Ali is given below;

Researcher: Are there rules of any play?

Ali: Yes. For example, while playing dodge-ball, the players should not shout “hit me, hit me”.

Researcher: Then, what happens, if rules are not obeyed?

Ali: Everybody pushes each other, the play cannot continue, players can fall down, knees bleed and if
there were no rules, players would not enjoy the play.

Moreover, one of the pre-school children Mehmet mentioned the existence of rules in a play as
follows.

Researcher: Can you explain this photograph?

Mehmet: These are my friends; they are playing tag.

Researcher: What kind of play is it?

Mehmet: Everybody tries to catch one another in turns.

Action: One of the structural features of play mentioned by the children is “action”. The children’s
opinions about this category are given below.

One of the pre-school children Mehmet is of the opinion that for an activity to be a play, it should
involve action and he expressed this opinion as follows;

Researcher: Do you play at school?

Mehmet: Yes

Researcher: What are the plays you enjoy the most?

Mehmet: Hide and seek, duck goose, musical chairs, tag

Researcher: Why?

Mehmet: Because we are running.

The photograph taken by the elementary school 1 grade student Ali in response to the task “taking
a photo of something that is not a play at school” is given next. The explanation given by Ali about this
photo is as follows:

Researcher: Can you explain this photograph? (Figure 5)

Ali: This is our class. We are in a break now.

Researcher: Why did you take this photo?

Ali: Because you asked me to take a photo of something that is not a play and | took this photo, we
should not play in the class.

Researcher: Why?

Ali: Because, we can make the teacher desk untidy, papers may get lost.

Researcher: What is needed for it to be a play?

Ali: My classmates do not play. If they can run, then we can play.

Not having an educational orientation: One of the other concepts involved in the structural features

of play is “not having educational orientation”. Some of the children’s statements about this issue are
given below.

The photograph taken by the elementary school 1% grade student Ayse and explanation she made
about this photo in response to the task of “taking a photo of something that is not a play at school”:
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Figure 5. Not a play inside the school.

Researcher: Can you explain this photo to me? (Figure 6)

Ayse: This is my school. They are raising their fingers, | took the photo of this.

Researcher: | asked you to take a photo of something that you think is not a play. Why did you take
this?

Ayse: Because they are studying. It is not possible to play in the class.

Researcher: Why?

Ayse: Because we cannot write anything. The teacher cleans the board, and we cannot write the

things on the board.
JIIIIVVYYY

Figure 6. Something that is not a play at school.

The photo taken by the pre-school child Elif and the explanation he offered about it in response to
the task of “taking a photo of something that is not a play at school” are given below:

Researcher: Can you explain the photo to me? What is this place?

Elif: School, they are studying here.

Researcher: Isn’t it possible to play at school?

Elif: Yes, it is possible, but not in the class, students study in the class.

Researcher: What do you do in the class? What do children do in the class?

Elif: They keep quiet.

Researcher: What about in the play?

Elif: They can talk if they want.

955



Aynur YILMAZ, Sengiil PALA — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 945-978

Playing individually/in group: The pre-school child Mehmet and the elementary school 1% grade
child Ayse stated that a game could be played individually or in groups but the activities done in groups
are more enjoyable. The photo taken by Mehmet and the explanation he made about it in response to
the task of “taking a photo of something that is not a play outside the school” are given below:

Researcher: Do play with marbles?

Mehmet: Yes.

Researcher: How do you play it, alone?

Mehmet: Yes, and sometimes with other children. With other children, it is more enjoyable.

Researcher: How is it played?

Mehmet: Like this (showing with his hand)

The elementary school 1% grade children Ayse and Ali stated that they do not like playing alone, that
they enjoy more while playing with their friends and that they feel bored when they are alone. The
photo taken by Ali and the explanation he made about it in response to the task of “taking a photo of
something that is not a play outside the school” are given below:

Researcher: Can you explain this photo to me? (Figure 3)

Ali: This is a place of my grandmother; | am playing with toy cars with my cousin.

Researcher: How do you feel while you are playing?

Ali: 1 am having fun.

Researcher: How did you decide to play this game?

Ali: My cousin bought me a toy car. Then we said “let’s play together”.

Researcher: Do play games on your own or with others?

Ali: | enjoy playing with others more.

Researcher: Why?

Ali: When | play with others, it becomes more enjoyable. | feel that | am a part of it.

Affective features of play: Inducing happiness/enjoyable. During the interviews, all the children
were found to be thinking that play induces happiness and is enjoyable. In this regard, some sample
statements of the children are given below:

Ali produced a drawing depicting a football match. Ali’s explanation about this drawing is as follows:

Researcher: Why do you think that it is a play?

Ali: As | like football, I also know that it is a play, that’s why | wanted to draw this. It is played with a
ball, | get great pleasure.

Researcher: Here, how do the football players feel?

Ali: Here, they are all discussing and claiming that they will win.

Researcher: So, does play involve both winning and losing?

Ali: Yes, but even if they are beaten, they feel happy as they enjoy. That’s why this is a play.

In his drawing, the pre-school child Mehmet depicted a maraca and expressed the joy he gets while
playing with it as follows. “...playing with maraca makes me happy. Sometimes, it makes me sad (if it is
broken)”.

Differences between the Pre-School and Elementary School 1* Grade Students about the Concept of
Play

The differences between the pre-school and elementary school 1*'grade students about the concept
of play are related to one of the structural features of play; that is “as-if play” dimension, one of the
structural features of play “sportsmanship” and “obedience to authority”.
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Structural features of play: it includes as-if play. One of the pre-school children, Mehmet took the
photo of his friends playing. When he was asked to explain the photograph, he offered the following
explanation.

Mehmet: A few minutes ago, we played house with boys.

Researcher: How was the play?

Mehmet: Everybody took part. We filled the glasses with tea and drank.
Researcher: Was there real tea inside the glasses?

Mehmet: No. As if there was tea...

Play in terms of its ethical features: They are divided into sportsmanship and obedience to
authority. The first of these concepts is sportsmanship. The pre-school child Mehmet took the photo of
an empty drama salon in response to the task of “taking the photo of something that is not a play at
school”. Then the researcher asked him why this is not a play. Mehmet gave the following answer:
“These are cushions. It is not played with these cushions. When we hit with these cushions to each
other, we may hurt others”. The other concept is obedience to authority. The pre-school children
Mehmet and Elif stated that there is an authority; they prefer to obey this authority and the rules laid
down by it. The dialogue taking place between Mehmet and the researcher about this issue is given
below:

Researcher: Do you feel happier when you are told what to do by your teacher or when you decide
what to do?”

Mehmet: When | am told by the teacher.

Researcher: Why?

Mehmet: Because, it means | am minding the teacher.

Elif's explanation about this issue is as follows:

Researcher: Do you think that rules are necessary while playing?
Elif: Yes.

Researcher: Why are they needed?

Elif: If the referee sees, he shows a red card.

Researcher: Let’s suppose that the referee did not see me while | was violating rules. Then do you
think that | may ignore the rules?

Elif: No. Someone may have seen and told the referee.

Discussion, Conclusion & Implementation

In the current study conducted to determine the pre-school and elementary school 1% grade
students’ perception of play, three categories emerged: the structural features of play, affective
features of play and ethical features of play. When the first of these categories, the structural features
of play, and the preschool and elementary school 1% grade students’ definitions related to play were
examined, it was found that they mentioned the concepts of competition, material, particular time and
place, existence of rules and actions, performing individually or in group and lack of educational
orientation. The existing research has already revealed that existence of rules is important for an activity
to be considered a play, which has been confirmed by the current study. In this regard, one of the pre-
school children stated that in the photo his friends were playing tag and that who would chase the
others was determined according to a rule and one of the elementary school 1% grade students stated
that rules were necessary to prevent confusion and chaos during the play. Based on the definitions of
play, it can be argued that play is an activity involving certain rules. According to (Huizinga, 1995), play is
the unity of activities performed willingly and in a rule-based manner in a particular time and place.
Metin Aslan, Simer, Taskin, and Emil (2015) investigated students’ perceptions of the concept of play
and found that the students think that any play has rules and those violating these rules are excluded

957



Aynur YILMAZ, Sengiil PALA — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 945-978

from the play. Wong, Wang and Cheng (2011 )also investigated pre-school and elementary school
children’s perceptions of play and found that elementary school students mentioned rule-based plays.

In the current study, it was found that according to the participating students, one of the structural
features of play is action. In a similar manner, Rothlein and Brett (1987) directed the question “What
does the word play mean to you?” to children and they responded that it could be activities involving
actions such as running, cycling and swinging. Similarly, Miller and Kuhaneck (2008) observed that
children define activities involving actions as play. Kogyigit and Basara Baydilek (2015) noted that for an
activity to be defined as a play, action is an indispensable element. Karrby (1989) also investigated
children’s perceptions of play and found that children do not consider activities that make them
motionless as play.

In the current study, it was found that according to the participating students, one of the structural
features of play is the inclusion of materials. Ersan (2006) investigated pre-school children’s perceptions
on the difference between work and play. In the study, the children were shown photographs and when
they were asked to choose the ones showing plays, they were found to be choosing the ones including
toys. Similarly, Kogyigit and Basara Baydilek (2015) stated that for an activity to be defined as a play, it
needs to include toys.

According to Rubin, Fein and Vandenberg (1983), in the definition of an activity as a play, intrinsic
motivation and voluntary participation are of great importance. Driscoll and Nagel (2005) argue that the
activities determined and directed by the teacher requiring students to be quiet are not seen as a play.
In a similar vein, Chapparo and Hooper (2002), in their study, found that if something is asked to be
done by the teacher, students tend to see it as work. In another study, it was reported that children
tend to define activities in which they actively participate and there is almost no adult participation as a
play (Howard, Jenvey & Hill, 2006; Linklater, 2006; Robson, 1993; Wing, 1995; Yan, Yuejuan & Hongfen,
2005).

Another structural feature of play was found to be competition. In the current study, on the basis of
the drawings and photographs of the children, another element leading to definition of an activity as a
play was found to be the existence of competition. Pilten and Pilten (2013) conducted a study to
determine the 7-11 old year children’s perception of play and found, contrary to the present study, that
when there is competition in an activity, children tend to define it as work rather than a play. The
difference between these two studies is believed to be because of the age differences between the
participants.

Another finding related to the structural features of play is that it does not have an educational
orientation. Parallel to the current study, Pilten and Pilten (2013) found in their study conducted with
elementary school 1%-5% graders that children do not see the activities done at school as a play. The
reason for this was found to be that the activities done at school are directed by teachers, involve
competition and are boring; thus, they cannot be a play. According to Miller and Kuhaneck (2008), for an
activity to be considered a play, it needs to allow students to move. In other words, when children are
obliged to sit somewhere and to do something, they are inclined not to see what they do as a play. Thus,
as in the formal educational settings in elementary education, children are forced to remain passively
seated for a whole class hour and to do the tasks assigned by the teacher, and the elementary school 1*
grade students in the current study might not have seen the activities done in the school environment
as a play. On the other hand, when the early childhood education curricula and applications in the world
are considered, it is seen that play is always central to them. In the current study, it was found that like
the elementary school 1st grade students, the pre-school children tend to think that activities done at
school are not a play; this leads us to think that the children might have been affected from the opinions
of adults and of other children about school and play. Moreover, individuals’ opinions about and
perceptions of play can also be affected from the culture, geography and time in which they live (Onur &
Glney, 2004).

958



Aynur YILMAZ, Sengiil PALA — Pegem Egitim ve Ogretim Dergisi, 9(3), 2019, 945-978

Lack of educational orientation was found to be another structural feature of play. In the current
study, both the pre-school and the elementary school 1% grade students stated that the school is not an
environment to play. When the children were asked the reason, they stated that “the school is a place
where they need to study and they need to be quiet during the class”. This might be because of the
influence of the traditional educational approaches requiring students to be passive while the teacher is
active in the class. Furthermore, one of the children (Ayse) gave the following answer in response to the
question “Why shouldn’t children play in class?” “because if we play we cannot write. Then the teacher
cleans the board, so we cannot keep up with the teacher”. This answer indicates that from the early
stages of schooling, children develop the belief that they always need to keep up with something.
Parallel to the current study, Tugrul et al. (2014) asked children what is not play and they got the answer
“doing work is not a play”. When the authors asked children what should be seen as work, they
responded “painting, doing activities, writing, reading book and studying”. All these activities mentioned
by the children are the activities done in the school environment by children. In the current study, the
children were asked why children should not play in the school environment. The elementary 1* grade
students Ali and Ayse responded that if they play during the class, the teacher may get angry with them.
In a similar manner, Tugrul et al. (2014) found that children think that if they do not study, their teacher
gets angry. From this perspective, it can be argued that teachers exhibit attitudes and behaviors that
make students feel that there is no play during the class and that the only thing to be done in the class is
to study; otherwise, the teacher gets angry with them. This might indicate that teachers utilize
traditional educational methods in the class (Sadik, 2008; Sarigoban, 2005), focus only on the subject
and academic achievement during the class and do not make use of alternative educational methods.
Pilten and Pilten (2013), as a result of the interviews they conducted with children, concluded that
children do not see the activities they do at school as a play. Moreover, when they asked the children
why they should not play at school, they got the following responses “School is to study. We do not
determine what to do” and these responses point to the dominance of teacher-centered instruction at
elementary schools. Driscoll and Nagel (2005) asked children the difference between work and play and
the children responded as “the work and activities done at school are not plays”. The explanation the
children offered for their response was that the activities done at school were directed by the teacher;
however, play is something directed by children. Similarly, Wing (1995 )reported that as children think
that the activities done in the class are not their own choices, they do not see them as plays but rather
tend to see them as work. Warash, Root and Devito Doris (2017) found that though parents regard play
as a valuable activity, the value they attach to play decreases with the start of formal school life of their
children. This perception of parents may affect their children’s perception.

Another structural feature of play was found to be “as-if play” (symbolic play). One of the pre-school
children interviewed referred to the symbolic features of play. The symbolic play referred by Piaget in
his theory of play is for children aged 2-7. In this period, children transfer an existing activity from one
object to another. For instance, they can use a stick like a horse and a pan lid like a steering wheel.
Alternatively, the child can behave as if he/she was someone else. For example, they can take the roles
of a mother or a father. In the current study, the pre-school child Mehmet participated in a tea party
with his friends as if he was an adult.

The second category of features of play derived from the children’s responses was the affective
features of play, which includes two features; inducing happiness and enjoyable. According to Lazarus,
play is a self-emerging activity inducing happiness and not having any goal. Tugrul et al. (2014)
investigated teachers’ and pre-school children’s perceptions of play and found that the participants
define play as a means of having fun, laughing and feeling good. Moreover, they found that though
teachers think that play includes some educational goals, they basically define it as an enjoyable activity.
Erbay and Durmusoglu Saltah (2012) conducted a study to determine mothers’ perception of play and
found that they define play with the words of fun and happiness. In light of these findings, it can be
claimed that teachers’ perception of play can shape children’s perception of play. In this connection,
Bronfenbrenner stresses in his ecological theory that teachers and families that are in the close
environment of children are systems influential on the lives of children. Namely, families and teachers
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can play an active role in shaping children’s perceptions; thus, the children’s perceptions of play elicited
in the current study might have been affected from their families and teachers. Rothlein and Brett
(1987) and inal, Cagiltay and Sancar (2005) asked children “What does play mean to you?” and found
that they think that fun, happiness and doing what they enjoy are the main elements making up a play.
Pilten and Pilten (2013) reported that something boring cannot be perceived as a play. Miller and
Kuhaneck (2008) similarly found that the main element that makes an activity a play is the perception
that it is enjoyable.

In a study by Linklater (2006), children were asked what makes an activity a play, and they
responded that a play means activities done outside. Kahyaoglu (2014) explored children’s perceptions
of play and found that they regard an activity done indoors as a play when it is played on a surface. Yan
et al. (2005) concluded that for an activity done indoors to be considered a play, it must be performed in
the interest corner. Chapparo and Hooper (2002), Linklater (2006), Robson (1993), Wing (1995) reported
that children think that non-play activities are tasks requiring them to work quietly, sitting on a chair and
at a desk.

As a result of the current study, it was concluded that pre-school and elementary school first grade
children’s definitions of what play is concur with the findings of other studies investigating perceptions
of play in the literature. In this connection, children think that for an activity to be a play, it should
include competition and materials, should be performed in a particular time and place, should include
rules and action, should be performed individually and in group and can be as-if play and it should not
be an activity with an educational orientation.

Another remarkable finding of the current study is that children think that play is not activity that
can be performed at school. The interviews made with the children based on their drawings and
photographs indicated that majority of them do not see school as a place to play. The children think that
play is an activity done outside, in the garden or in breaks. One of the pre-school children said that it is
possible to play at school but not in the class. The children also stated that when they play in the class,
their teachers will get angry with them and they can miss some important opportunities for learning.
These findings indicate that play is not much supported by the education system and teachers. This is
believed to be harmful to the development of children. Play, which is an integral part of children’s lives
and can play facilitative role in their learning, should be supported more by the education system and
teachers so that children can take the advantage of play and feel more positive about it. Therefore, as
well as children’s perceptions of play, teachers’ perceptions of play should be explored so that training
programs can be developed to help them gain a better perception of play and thus help children
maximize the benefits of play. In addition to this, similar training programs should be developed for
parents so that play can occupy a more important place in children’s lives. As in many other subjects,
perception of play is also affected from the culture of the society in which children live; thus, interviews
should be conducted with individuals from every age group in the society to determine their perceptions
of play. Then, academicians, educators and policy makers should work in cooperation to make play
more effective tool for the education of society in general. On the other hand, education specialists can
share their opinions about play through social media to raise awareness in general public regarding the
importance of play
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Tiirkge Siiriim

Girig
Erken ¢ocukluk déneminde ¢ocuklarin hayatinda olduk¢a 6nemli bir yer kaplayan oyun, ¢ocuklarin
sadece eglenceli vakit gecirmelerini saglayan bir etkinlik olmayip, ayni zamanda onlarin hayati tanima,
toplumsal rol ve sorumluluklari 6grenme ve akademik 6grenmelerinde de olduk¢a Gnemli bir yere

sahiptir. Oyunun ne olduguna ve g¢ocuklara sagladig faydalara iliskin uzun yillardir ortaya atilan pek ¢ok
goris bulunmaktadir.

Montessori’ye gore; cocugun isi olan oyun sayesinde cocuklar diinyayr anlamlandirir, etrafindaki
diger bireylerle sosyal iletisim kurar ve bu becerilerini gelistirme firsati elde eder, duygularini kontrol
edip dizenlemeyi 6grenir ve sembolik diisinme becerilerini gelistirmeye baslar (Kayili, 2010). Froebel’e
gore, cocuklar oyun oynarken ellerine aldiklari nesnelere géz gezdirir, onlari inceler ve bu nesneler
hakkinda diisiiniir. Bu durum onlarin matematiksel kavramlarini gelistirir. Benzer sekilde, Comenius da
oyunun okul 6ncesi egitimde oldukca 6nemli bir yeri olduguna deginmis, muzik esliginde oynanan
dramatik oyunlarin ¢ocuklarin kisilik ve ahlak gelisimlerine katki sagladigini belirtmis, ayrica deger
egitiminde de oyunun onemli katkisi oldugunu ifade etmistir (Seving, 2004). Suzan Isaacs, oyunun
¢ocugun duygusal ve bilissel gelisiminde 6nemli bir yeri oldugunu belirtmistir. Ona gore aktif oyun,
zihinsel anlamda saglkli olmanin bir gostergesi olup, bunun gorilmedigi durumlarda ¢ocukta kalitimsal
bir sorun ya da akil hastaligi olabilecegine deginmistir (Isaacs, 1929). Speencer ise oyunun organizmanin
yapmasi gereken isleri yapabilmesi icin gereken fazla enerjinin kullanilmasindan sonra disa vurulan enerji
oldugundan bahsetmektedir. Cocuk oyun oynayarak bu fazla enerjiyi atar. Daha saglikh bir dengeye
sahip olur. Bu da onu saglikli bir birey yapar. Freud ise oyunu, ¢ocugun yasamis oldugu diinyada lizerinde
bulunan baski ve yasaklardan kurtularak, kendi duygu ve dislincelerini daha rahat bir bigimde ifade
etmesini sagladigina deginmistir (Ozdogan, 2009). Vygotsky'e (1967) gére, oyun kisilerin cevresinde
meydana gelen durumlarla bas ederken kullandigi bir mekanizmadir. Ortaya atilan bu gorisler
incelendiginde, oyunun ne olduguna dair yapilan pek ¢ok tanim olmakla birlikte, oyunun gocuklarin
yasadiklari diinyayl anlamlandirmalarini ve etrafindaki bireylerle daha saglikh iliskiler kurmalarini, hos
vakit gecirmelerini saglayan, onlari aktif ve 6zgir kilarak; sosyal, duygusal kisilik ve ahlak gelisiminde
etkili olan etkinlikler bitinG oldugunu soéylemek mimkindir. Kuskusuz oyuna dair yapilan bu
tanimlamalar oyunun ne oldugunun bilinmesi, egitimciler, aileler, ¢ocuklar ve politika yapicilar igin
oldukga 6nemli bir konudur. Clinkii oyunun ne olduguna dair yapilan dogru ve yeterli bir tanimlama,
oyunun toplumun nezdinde daha gilincel ve 6nemli bir konu olmasini saglayacak, bu sayede egitimciler,
ebeveynler ve politika yapicilar oyun konusuna daha fazla egileceklerdir. Bu durum ise ¢ocuklarin oyun
ve oyunun sagladigl faydalardan en (st dizeyde yaralanmalarina imkan saglayacaktir, bu da oyunun
cocuklarin sadece evin disinda vakit gecirmek igin yaptiklari bir aktivite olarak goriilmeyip, onlarin
hayatinin her alaninda basvurup kullanacaklari hayatlarinin merkezinde bulunan bir etkinlik olmasini
saglayacaktir. Ayrica, ¢ocuklarin hayatinda olduk¢a 6nemli bir yeri olan oyunu c¢ocuklarin hayatinin
merkezine koymak, cocuklarin oyundan (st diizeyde istifade etmelerine firsat saglayacaktir.

Bu konunun bilincinde olan pek ¢ok toplum, oyunu egitimin bir pargasi olarak goriip, okul
miifredatlarina dahil etmistir. Ulkemizdeki egitim programlari incelendiginde, okul &ncesi egitim
programinda oyun ve oyuna iliskin dnemli vurgulamalar yapilirken, ilkokul programinda buna iliskin
dogrudan bir vurgu yapilmadigi goérilmektedir. Bu durumun daha formal bir egitim olarak algilanan
ilkokul doneminde, oyunun ¢ocuklarin hayatinda daha az vurgulanmasina ve okul icinde yapilan egitim
faaliyetleri ile daha az anilmasina sebep oldugu distinilmektedir. Bunun sebebinin ise, oyun ve oyunun
faydasina dair tanimlamalardaki eksiklikler ya da yanls yargilar oldugu dusiintilmektedir. Yapilan pek ¢ok
arastirmada (Erbay & Durmusoglu Saltali, 2012; Tugrul, Metin Aslan, Ertiirk & Ozen Altinkaynak, 2014;
Unal, 2017), gerek ebeveynlerin ve o&gretmenlerin, gerekse c¢ocuklarin oyuna dair vyaptiklari
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tanimlamalarda, oyunu gocuklarin eglenmek icin yaptiklari bir bos zaman aktivitesi olarak gorip, oyunu
egitim ve okul disi bir faaliyet olarak tanimladiklari, baska bir ifade ile oyunu okul disinda yapilan bir
aktivite olarak gorduklerini belirtmektedir. Ebeveynlerin ve 6gretmenlerin, gocuklarin inang ve algilarinin
sekillenmesinde ne denli etkili olduklari dislintldiigliinde, 6gretmen ve ebeveynlerin oyuna dair sahip
oldugu yanls ve eksik kanilarin gocuklarin fikirlerini de etkileyecegi disliniilmektedir.

Bununla birlikte, alanyazinda oyunun ne olduguna dair pek ¢ok ¢alisma yapildigi gérilmektedir. Bu
calismalarin ¢ogunun yetiskin ve ¢ocuklarin oyun algilarini karsilastiran g¢alismalar oldugu (Tugrul et al.
2014) erken gocukluk déneminden biyilik yas grubundaki ¢ocuklarla yapildigi (Pilten & Pilten, 2013)
saptanmistir. Ancak, erken ¢ocukluk dénemindeki (0-8 yas) ¢ocuklarin oyuna dair goruslerinin alindig
(Kogyigit & Basara Baydilek, 2015) sinirli sayida ¢alisma oldugu gorilmustiir. Oysa oyunun ne olduguna
dair erken cocukluk dénemindeki gocuklarin fikrinin alinmasi, onlarin oyun algisinin bilinmesinde ve
varsa bu konuda sahip olduklari yanilgilara ve bu yanilgilarin sebeplerine ulasiimasi agisindan 6nemli bir
konudur. Cocuklarin algilarinin pek c¢ogunun, icinde yasadiklari toplumdan etkilenerek olustugu
distnuldigiinde, cocuklarin sahip oldugu oyun algisinin bilinmesinin, aslinda toplumun géziinde oyunun
ne oldugunun bilinmesi agisindan da 6nemli oldugu dislinilmektedir. Calisma bu yoniyle de 6nem
tagimaktadir. Bu g¢alismanin amaci, okul ©ncesi ve ilkokul 1. sinif gocuklarinin oyun algilarinin
incelenmesidir. Bu amag dogrultusunda asagidaki sorulara cevap aranmistir:

1. Okul 6ncesi donem ve ilkokul 1. sinif ¢ocuklarinin oyun kavramina iliskin gorusleri arasindaki
benzerlik ve farklilik nelerdir?

2. Cinsiyet degiskenine gore kiz ve erkek gocuklarin oyun kavramina iliskin gorUsleri arasindaki
benzerlik ve farkliliklar nelerdir?

Yontem

Arastirma Modeli

Calismada; arastirma konusuyla ilgili ayrintili ve derinlemesine veri toplama, katilimcilarin bireysel
algilan, deneyimleri ve bakis acilarini dogrudan 6grenme, mevcut durumlari anlama ve agiklama
amaclyla nitel arastirma yaklasimi kullaniimistir (Patton, 2014). Nitel arastirma yaklasimi farkl arastirma
desenleri icermektedir. Bu ¢alismada, bireylerin olgu ve olaylara iliskin tecrlbelerini nasil
anlamlandirdiklarini ve bu anlamlari baskalariyla nasil paylastiklarini anlamaya c¢alisan bir desen olan
fenomenoloji (Merriam, 2009; Patton, 2014) kullaniimistir. Arastirmaya konu olan oyun araciligiyla
cocuklar gevresini ve becerilerini tanima firsati bulurlar. Clinkii oyun ¢ocugun isidir. Fenomenoloji de
kisisel tecriibelerle ve fenomene (oyun) yonelik kisinin sahip oldugu algiyi ortaya koymaktadir.

Calisma Grubu

Arastirmanin ¢alisma grubu, biri kiz (6 yas) biri erkek (6 yas) iki okul 6dncesi cocugu ve biri kiz (7 yas)
biri erkek (7 yas) iki birinci sinif gocugu olmak Uzere toplam doért ¢cocuktan olugsmaktadir. Calisma grubu
seciminde c¢alismanin amacina bagli olarak, amagh 6rnekleme yéntemlerinden kolay ulasilabilir
ornekleme kullanilmistir. Kolay ulasilabilir 6rneklem, arastirmaya hiz ve pratiklik kazandiran, az maliyet
gerektiren durum orneklemesidir (Yildirnm & Simsek, 2011). Calisma, Ankara’nin Yenimahalle ilgesindeki
devlet okulunda 06grenim gbren orta sosyo-ekonomik seviyeye sahip olan c¢ocuklar (izerinde
gerceklestirilmistir. Ayrica, okul 6ncesi ve ilkokul oyun algisina etki eden bir etken olmasi sebebiyle
(Benjamin, 2012; Fein, 1981; Pierce, 2000) 6lgit drnekleme ile farkli cinsiyet ve yas grubundan ¢ocuklar
calisma grubuna dahil edilmistir. Tablo 1’de ¢alismaya katilan ¢ocuklarin kisisel bilgilerine yer verilmistir.

Verilerin Toplanmasi

Olgme verilerin toplanmasinda, ¢alismada elde edilen verilerin gegerligine kanit saglama agisindan
veri cesitlemesi (data triangulation) yapilmistir. Arastirmada veri toplama araci olarak; cocuklar
tarafindan okul i¢inde ve okul disinda ¢ekilmis olan fotograflar, ¢ocuklarin yaptiklari ¢izimler ve
arastirmacilar tarafindan olusturulan yari yapilandiriimis gértisme formu kullaniimistir.
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Tablo 1.
Arastirmaya Katilan Cocuklarin Kisisel Bilgileri.
Egitim seviyesi  Kod isimler  Cinsiyet  Yas Okul Turii  Sosyo-ekonomik Diizey
Okul Oncesi Elif Kiz 72ay Devlet Orta
Mehmet Erkek 72ay Devlet Orta
ilkokul 1. simif Ayse Kiz 86ay Devlet Orta
Ali Erkek 86ay Devlet Orta

Kigik cocuklarin dil gelisimlerinin kendini ifade etmekte kimi zaman yetersiz kalabildigi gercegi ile
¢ocuklara dogrudan “oyun nedir?” in sorulmasi yerine cocuklarin kendilerini daha rahat ifade
edebileceklerinin distinildigi fotograf, cizim ve gorisme gibi veri toplama araglari ¢alismada tercih
edilmistir.Fotograflarin insanlarin zihinlerindeki durum ve kavramlara yonelik olarak var olan anlamlari
aciga cikarmaya yardim ettikleri (Weber & Mitchell, 1996) diusinildiginde, veri toplama araglarindan
ilki cocuklarin ¢ekmis olduklari fotograflar olarak belirlenmistir. Cocuklarin cevreleri ile ilgili algilarini
somut olarak ortaya koymak igin basvurduklari eylemlerden bir digeri ise gizimler (resim) yapmaktir
(Dienske, Gerit De & Sanders-Woudstra, 1985). Cocuk kendi resimlerinde imgelerini, distincelerini
ayrintilari ile ifade etme olanagi bulur. Cocuklarin yaptiklari gizimler de bu sebeple veri toplama araglar
icine dahil edilmistir. Elde edilen verileri (cocuklari cektikleri fotograflar ve vyaptiklari gizimler)
anlamlandirabilmek, cocuklarin konu ile ilgili dusincelerini siniflandirmak amaciyla ilgili literattr
taranarak (Erbay & Durmusoglu Saltali, 2012; Kogyigit, 2014; Kogyigit & Basara Baydilek, 2015; Pilten &
Pilten, 2013; Tugrul et al. 2014; Yilmaz, 2019), arastirmacilar tarafindan yari yapilandiriimis gériisme
formu olusturulmustur. Verilerin toplanmasinda bir dizi yol takip edilmistir. Takip edilen asamalar Sekil
1’de sunulmustur.

I ~
~
Velilerden calisma icin izin Fotograf cekimi ve gizimlerin ) o )
alinmasi bitiminde (5 hafta) cocuklarla Elde edilen gérismelerin
goriismelerin yapiimasi yaziya aktariimasi
-~ E— ~ L

J

Ev ziyareti ile galismanin

amacinin veliye agiklanmasi R
Cocuklara galisma siresince Verilerin igerik analizine tabi
yapacaklari goérevlerin tutulmasi, gegerlik ve
verilmesi guvenirlik analizi
N
Ev ziyareti ile gocuklarla
tanigma ve oyunlar oynama Calismanin gergeklestirilmesi -
(Gliven duygusu kazandirma) { icin cocuklardan onay alinmasi w { Bulgularin sunulmasi

Sekil 1. Verilerin toplanmasi ve analizi asamasinda izlenen sireg.

Oncelikle, gocuklarin ailelerinden galisma igin izin alinmistir. Calisma verileri toplanmaya baslamadan
once, cocuklarin evlerine iki kez ev ziyareti gergeklestirilmistir. Bu ziyaretlerin ilkinde, annelere
calismanin amaci ve izlenecek sire¢ hakkinda bilgi verilmis, ayrica cocuklarla ¢alisma hakkinda
konusulmus ve calismanin yapilabilecegine dair onay alinmistir. ikinci ev ziyareti, cocuklarin calisma
slirecinde kendilerini daha iyi hissetmeleri ve rahat ifade etmeleri amaciyla gercgeklestirilmistir. Bu
ziyarette cocuklarla tanisiimis, arastirmaciya alismasini saglamak amaciyla oyun oynanmistir. Gerekli
alisma ve gilivenin olusmasina kanaat getirildikten sonra galismaya baslanmistir. Calisma kapsaminda
cocuklara her hafta bir tane olmak lizere doért hafta stirecek gorevler verilmistir. Bu gorevler sunlardir;

1.Hafta: Okulda oyun olan bir seyin/durumun fotografini cekmeleri istenmistir.

2.Hafta: Okulda oyun olmayan bir seyin/durumun fotografini cekmeleri istenmistir.
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3.Hafta: Okul disinda oyun olan bir seyin/durumun fotografini cekmeleri istenmistir.
4.Hafta: Okul disinda oyun olmayan bir seyin/durumun fotografini gekmeleri istenmistir.

Cocuklar kendilerine verilen bu gorevleri yerine getirip, fotograf g¢ekimlerini tamamladiktan sonra,
gocuklardan “oyun oldugunu disindGgu bir seyin/durum”un ve “oyun olmadigini dusiindGgu bir
seyin/durum”un resmini ¢izmeleri istenmistir. Arastirmaya iliskin veri toplama slreci, alti hafta
sirmastir. Cizimler tamamladiktan sonra cocuklarla ilk olarak ¢ekmis olduklari fotograflar, ardindan
¢izmis olduklari resimler hakkinda gortismeler yapilmistir. Gériismeler esnasinda ¢ocuklara asagidaki
sorular yoneltilmistir:

1. Bana bu fotografi/gizimi anlatir misin?

2. Burasl neresi?

3. Bunlar kim?

4. Onlar ne yapiyorlar?

5. Onlar nasil hissediyorlar?

6. Neden bu fotograf/¢izimin oyun oldugunu dusindin/disinmedin?

Gorusme esnasinda, arastirmacilar ve ¢ocuklar arasinda gecen diyaloglar veri kaybinin yasanmamasi
amaciyla ailenin bilgisi dahilinde ses kayit cihazi ile kaydedilmistir.

Verilerin Analizi

Cocuklarin oyun algilarini tespit etmek amaciyla gercgeklestirilen ¢alismada; ilk olarak ¢ocuklarin okul
icinde ve okul disinda oyun oldugunu ve oyun olmadigini dislindikleri durumlara iliskin g¢ektikleri
fotograflar ve yaptiklar gizimler icerik analizine tabi tutulmustur. Bu analiz tlr{; birbirine benzeyen
verileri belirli kavramlar ve temalar c¢ercevesinde bir araya getirmek ve bunlar okuyucunun
anlayabilecegi bir bicimde dlzenleyerek yorumlamaktir (Yildirrm & Simsek, 2011). Veriler analiz
edilirken; oyun kavraminin bilesenlerinin neler olduguna iliskin literatlir taramasi yapilmistir. Veri
analizinin Ug¢ bilesen altinda incelenmesine arastirmacilar tarafindan karar verilmistir. Bu bilesenler
oyunun yapisal Ozellikleri (rekabet, materyal, belirli zaman ve mekan, kurallar icermesi, hareketlilik
olmasi, bireysel/grupla olmasi, egitim amagl olmamasi, mis gibi oyun), oyunun duyussal 6zellikleri
(mutluluk verici/eglenceli olmasi), ahlaki 6zellikler agisindan o