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Ingilizce Ogretmen Adaylarinin Ogretim Yontem
ve Teknikleri Konusundaki Yeterliliklerine Iliskin
Algilar

The Perceptions of Student Teachers of English Regarding Their
Competencies in Teaching Methods and Techniques

Bayram ASILIOGLU*

0z Bu aragtrmanin amact Dicle Universitesi Ziya Gokalp Egitim Fakiiltesi
Ingilizce 6gretmenligi programi son smifinda okuyan 6gretmen adaylarmin
yontem bilgisi konusunda kendilerini nasil algiladiklarmi belirlemek ve
onlarmn hizmet 6ncesi daha iyi yetismelerine yonelik oneriler ortaya koy-
maktir. Betimsel bir nitelik tasiyan arastirmada veri toplama araci olarak,
arastirmaci tarafindan gelistirilen bir alg1 6lgegi kullanilmistir. Bulgulara
gore ogrenciler anlatma ve soru yanit yontemlerinde kendilerini ¢ok yeterli
ya da kismen yeterli olarak algilarken, 6rnek olay inceleme yoéntemi ile
drama ve rol oynama gibi tekniklerde ise, biiytik 6lctide kendilerini yeter-
siz olarak algilamaktadirlar. Bu sonug uygulanan egitim programinin yete-
rince etkili olmadig1 seklinde yorumlanabilir. Egitim programimin biitiin
boyutlariyla degerlendirilmesi ve gelistirilmesi 6nerilmektedir.

Anahtar Sozciikler: Ogretmen yetistirme, yontem bilgisi, 6gretmen aday1.
ogretmen yeterlilikleri,

ABSTRACT  The purpose of this study was to determine the perceptions of student
teachers of English regarding their competencies in teaching methods and
techniques and to propose suggestions toward better training for their pre-
service teaching. In this descriptive study the data was collected through a
perception scale developed by the researcher. The study was conducted
with 97 senior year students at the Department of English Teaching
Program of Ziya Gokalp Educational Faculty at Dicle University.
According to the findings, most of the students perceive themselves as
competent or fairly competent in the methods of lecturing and question-
answer. In other methods such as case study, drama and role playing they
perceive themselves as quite incompetent. The results obtained in this
study indicate that the current curriculum should be considered to be
inefficient. It is suggested that all aspects of the current curriculum should
be evaluated and improved.

Key Words: Teacher training, methodology, teacher competencies, student
teachers.

GIRiS
Son yillarda 6gretmen yetistiren programlarin orta 6gretimi bitiren adaylarca,
diger yiiksekogretim programlarma gore daha fazla tercih ediliyor olmasi1 ve bu
programlara girebilmek icin Ogrenci Segme Smavinda alinan puanlarin giderek

artmasi, nitelikli 6gretmenler yetistirmek bakimindan énemli bir firsat olarak deger-
lendirilebilir. Ogretmen yetistiren kurumlarda iyi bir alan bilgisi, genel kiiltiir ve 6§-
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retmenlik formasyonu egitimi verilerek, gelecekte egitim sistemimizde gorev alacak
ogretmenlerin nitelikleri, dolayistyla da egitimin niteligi ytikseltilmis olur.

Ogrenmeyi ilerletmek, gelistirmek, desteklemek amaciyla dgrenciye uygun 6g-
renme cevresi yaratan kisi olan 6gretmen ($Sahin, 2004), toplumun gelismislik ve kal-
kinmishik diizeyinin de belirleyicisidir (Atatinal, 2003). Egitimin etkili olabilmesi i¢in
okul binalari, donatim, program, arag-gere¢ énemli olmakla birlikte, bunlar1 kullanip
programi uygulayacak olan 6gretmenin bilgi ve becerisi hepsinden daha énemlidir.
“Bir okul ancak, orada ¢alisan 6gretmenler kadar iyidir.” denilebilir. Gortiltyor ki
her derste oldugu gibi, ilkogretimden tiniversiteye kadar egitimde de en biiyiik go-
rev 0gretmene diistiyor. Bu nedenle, 6gretmenlerin hizmet 6ncesi ve hizmet ici egi-
timleri biiyiik 6nem tasimaktadir. Bu konuda 6gretmen yetistiren kurumlara da bii-
yiik gorevler dustiyor (Kavcar, 2002).

Ogretmen yetistirme, egitim sisteminin en cok 6énemsenmesi gereken konularimn-
dan birisidir. Ogretmen adaymin meslege bagladiginda, sinif atmosferinde ttim ileti-
simlere acitk olmasi, Ogretim siirecini etkili bir bicimde yonetebilmesi gerekir
(Kiigiikahmet, 1999). Ogretimde farkli yontemleri birlikte kullanabilme ve yontem
zenginligine gitme artik evrensel bir kural haline gelmistir (Kii¢tikahmet, 1983). Gii-
niimiizde 6gretme-6grenme siirecinin gerceklesmesinde &gretmenin siuftaki roli
degismis durumdadir. Geleneksel egitimdeki bilgi kazandirma yaklagiminin bir so-
nucu olarak hedeflerle yéntemler arasinda gevsek bir iliski soz konusu iken, artik
egitim uygulamalarinda elestirel diistinme aliskanliklar1 kazandirmaya 6nem veril-
digi ve hedefler ile yontemlerin sikica iliskilendirildigi goriilmektedir (Olson, 1992).
Ogretme dgrenme siirecinin yonetilmesine iliskin degisen bu anlayisin éncelikle 68-
retmen yetistirme programlarinda uygulama alani bulmas: ve 6gretmenlik uygula-
mas! ¢alismalartyla 6grenilenlerin beceriye dontistiirtilmesi gerekir. Bu bakimdan
ogretmen adaylarinin 6grenimleri sirasinda kazandiklar1 bilgi ve becerilerin dgret-
menlik uygulamasi sirasinda gozlemlenerek degerlendirilmesinin bir ¢ok yarar var-
dir. Bunlarin en 6nemlisi de programi gelistirmektir. Ornegin bir 6gretmen yetis-
tirme programi 6gretmen adayimndan, 6gretme tinitelerini planlama yetenegini sergi-
lemesini isteyebilir. Eger degerlendirme sonunda aday dgretmenlerde planlama ile
ilgili eksikler belirlenirse, programda diizenlemeler yapilabilir (Barrett, 1986)

Ulkemizde 6gretmen yetistirme programlarmin gelistirilmesine yonelik degisik
donemlerde farkli calismalar yapilmistir. Son olarak, 8gretmen egitiminin kalitesini
artirmak amaciyla Y@K-Dﬁnya Bankas:1 projesi olarak adlandirilan bir calismanin
sonucunda, 1998 yilindan itibaren yeni egitim fakiiltesi programi uygulamaya ko-
nulmustur. S6zii edilen programda, tilkemizde 1997’ye kadar neredeyse tiimden ih-
mal edilmis olan 6zel 6gretim yontemleri, yani sadece ne dgretilecegi degil nasil 6g-
retilecegi konusu 6nem kazanmustir (Kavcar, 2003).

Egitim Fakiiltelerinin yeniden yapilandirilmasi ile 8gretim teknolojileri ve mater-
yal gelistirme, 6gretimde planlama ve degerlendirme, smnif yonetimi, 6zel gretim
yontemleri gibi derslerin uygulama saatleri ile nitelikli 6gretmen yetistirmeye 6nemli
katkilar saglayacag: belirtilmis olmasina ragmen, uygulamada neyin yapilacagina
iliskin bir belirsizlik yasanmaktadir. (Ustiiner, 2004). Ogretmenlik formasyonuna yo-
nelik olarak programda yer alan diger derslerde de, 6gretim elemanlarinin eski teo-
rik ders anlayisini devam ettirmesi, siniflarin kalabalik olmasi, yeterli 6gretim mater-
yali bulunmamasi vb. nedenlerle ders uygulamalarinin yeterli dlctide gerceklestirile-
bildigini soylemek giictiir.
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Yukarida agiklanan egitimin genel sorunlarinin yan sira yabanci dil 6gretiminin
de 6nemli sorunlar1 bulunmaktadir. Yabanci dil 6gretimi ve 6grenimine her zaman
onem ve oncelik verilmis olmasina karsin, istenen basariyr saglayabildigimizi
soylemek giictiir. Yabanci dil 6gretiminde ¢are olarak diistiniilen ve "bir yabanci dili
ogrenmek icin o yabanca dilde 6gretim yapan, yani egitim dili yabanci dil olan
okulda okumalidir" anlayisiyla yapilan 6gretim uygulamalarinin da istenilen sonucu
saglayamadig1 goriilmektedir(Dogan, 1996). Etkin bir yabanci dil 6gretimi icin
oncelikle yapilmasi gereken, nitelikli yabanci dil 6gretmenleri yetistirmek olmalidir.

ingilizce ogretmenlerinin sahip olmalari gereken bu niteliklerin basinda da,
Ingilizce'yi ogretirken kullanacaklari yontem bilgisi yeterligi gelmektedir. Bu anla-
yisin sonucu olarak, 6gretmen yetistiren kurumlarin 6gretmenlik yeterlilikleri konu-
sunda belli standartlar1 saglamaya ve 6gretmenin hizmet 6ncesi egitimi sirasinda
daha iyi yetistirilmesine yonelik farkli arayis ve uygulamalara yoneldikleri goriil-
mektedir.

Giuntimiizde bir ¢ok tilkede uygulanan ve tilkemizde de uygulama hazirliklar
yapilan akreditasyon ¢alismalariyla; 6gretmen egitiminin niteliginin arttirilmasi ve
stirekli bir i¢ ve dis denetim ile sistemli olarak gelistirilmesi, gretmen egitiminin ni-
teliginin giivence alta alinmasi ve egitim fakiiltelerinin hizmet sundugu kesimlere
(veliler, 6grenciler, okullar gibi) 6gretmen egitiminin belirli standartlara dayali ola-
rak yiriitildiginitin glivencesinin verilmesi amaglanmaktadir (YOK, 2005). Bu ba-
kimdan her 6gretmen yetistirme programu i¢in dissal ve i¢sel degerlendirmelerin ya-
pilarak programlarin gelistirilmesi gerekmektedir.

Arastirmanin amaci

Bu aragtirmanmin amaci Dicle Universitesi Ziya Gokalp Egitim Fakiiltesi Ingilizce
Ogretmenligi Programinda okuyan ve oOgretmenlik uygulamasina katilmis olan
ogrencilerin (6gretmen adaylarmin), 6gretim yontem ve tekniklerindeki kendi yeter-
liliklerine iligskin algilarini, dolayisiyla onlara yontem bilgisi kazandirmada progra-
min etkililigini belirlemek ve uygulanan programi gelistirme konusunda ilgililere
onerilerde bulunmaktir.

Sinirliliklar

Aragtirma, 2003-2004 6gretim yilinmn ikinci déneminde Dicle Universitesi Ziya
Gokalp Egitim Fakiiltesi Ingilizce Ogretmenligi Programi son sinifinda okuyan ve
ogretmenlik uygulamasina (staj) katilmis olan dgrencilerin, anlatma, tartisma, drnek
olay inceleme, soru-yanit yontemleri ile gosteri, drama, rol oynama, beyin firtinas: ve
mikro 6gretim teknikleri konusunda kendilerini ne derecede yeterli bulduklarimni be-
lirlemek amaciyla gelistirilen alg1 6lgegindeki sorulara verdikleri cevaplarla sinirlidir.
Bu arastirma ile ortaya ¢ikan bulgular s6zii edilen programda okuyan &grenciler ve
ad1 gecen program icin gecerlidir.

YONTEM

Betimsel bir nitelik tasiyan bu arastirma, 2003-2004 6gretim yilinin ikinci done-
minde Dicle Universitesi Ziya Gokalp Egitim Fakiiltesi Ingilizce 6gretmenligi normal
orgiin ve ikinci 6gretim programi son smifinda okuyan 124 6grenciden, 100 6grenci
orneklem grubu secilerek yiirtitiilmiis, 6rnekleme giren dgrencilerin 97’sinden yanit
alinabilmistir.
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Veri toplama arac1 gelistirilmeden 6nce Ingilizce 6gretmenligi programi son simi-
finda okuyan 10 6grenciden 6gretmenlik formasyonu bakimindan kendilerini yeterli
ve yetersiz bulduklar1 yonleri yazmalari istenmistir. Yazili yanitlarin degerlendiril-
mesi sonucu, yetersizliklerin daha ¢ok 6gretim yontem ve tekniklerinde yogunlastigt
goriilmustir. Bu konudaki yeterlilik algilarmi belirlemek amaciyla ¢ok yeterli, ye-
terli, yetersiz derecelerinden olusan ticlii likert tipi bir dlgek gelistirilmistir. Hazirla-
nan olgegin kapsam gegerliliginin saglanmasi amaciyla Dicle Universitesi Ziya
Gokalp Egitim Fakiiltesi Egitim Bilimleri Boliimii 6gretim tiyelerinin goriislerine su-
nulmustur. Uzman goriisleri dogrultusunda gerekli diizeltmeler yapildiktan sonra
deneme formu bir grup 6grenciye uygulanmuis, dlgekte yer alan maddelerin acik ve
anlasilirligl konusunda kendileriyle goruistilmiuistiir. Bu uygulamalar sonucunda 6l-
cege son sekli verilerek drneklem grubuna uygulanmistir. Verilerin analizinde SPSS
9,05 paket programi kullanilmistir. Olgegin Cronbach Alpha i¢ tutarlilik katsayist
0.87 olarak hesaplanmuistir.

BULGULAR VE YORUM

Ogrencilerin, 6gretim yéntem ve tekniklerinde kendilerini yeterli bulma dere-
celerine iliskin algilar1 Tablo 1’de sunulmustur.

Tablo 1. Ogrencilerin G§retim yéntem ve tekniklerinde kendilerini yeterli bulma dereceleri

Yontem ya da Teknik Cok Yeterli K;SEH;;I;Z:: :lrih Yetersiz Toplam
f % f % f % f %

Anlatma 41 422 51 52,6 5 52 97  100.0
Tartisma 17 17.7 64 66.7 15 156 96  100.0
Ornek olay inceleme 9 9.4 44 45.8 43 44,8 96 100.0
Gosteri 29 30.2 47 49.0 20 208 96  100.0
Soru-yanit 44 47.3 42 45.2 7 7,5 93  100.0
Drama 11 114 40 41.7 45 46,9 96  100.0
Rol oynama 17 175 42 43.3 38 392 97  100.0
Beyin firtinasi 21 21.7 56 57.7 20 20,6 97 100.0
Mikro 6gretim 13 13.8 41 43.1 41 431 95  100.0

Tablo 1 incelendiginde ogrencilerin buyiik bir boliimiintin tabloda yer alan
yontem ve teknikler konusunda kendilerini ¢ok yeterli gérmedikleri anlasilmaktadir.
Anlatma yonteminde 6grencilerin ytizde 42,2'si soru-yanit yonteminde ytizde 47,3't,
gosteri tekniginde ytizde 30,2'si kendilerini gok yeterli olarak algilarken, diger
yontem ve tekniklerde kendilerini ¢ok yeterli olarak algilama orani ytizde 20 ve daha
asag1 degerler olarak goriilmektedir. Ogretmen adaylarinin dil becerilerinin gelisti-
rilmesinde kullanilabilecek en etkili tekniklerden olan drama ve rol oynama teknikle-
rindeki yeterliliklerine iliskin algilar1 incelendiginde, kendilerini dramada ytizde
11.4'4, rol oynamada ytizde 17,5"i cok yeterli bulurken, drama teknigi icin yiizde 46,9
ve rol oynama teknigi icin ytizde 39,2'sinin yetersiz olarak algiladig1 goriilmektedir.
Bu durum uygulanan egitim programinin yeterince etkili olmadig seklinde deger-
lendirilebilir.

Seferoglu (2004) tarafindan Hacettepe Universitesi Egitim Fakiiltesi Bilgisayar ve
Ogretim Teknolojileri bolimiinde yapilan “Ogretmen Adaylarinin  Ogretmen
Yeterlilikleri Acisindan Kendilerini Degerlendirmeleri” konulu arastirmada, &gren-
ciler yeterliliklerin énemli bir kisminda kendilerini orta ve iyi derecede degerlendir-
mektedirler. Bu galismada 6gretim yapma ile ilgili yeterlilik maddeleri icinde en
yiiksek ortalamay1 soru-yanit yontemiyle 6gretim yapma maddesi alirken, en diistik
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ortalamay1 da rol oynama teknigiyle 6gretim yapma maddesinin aldig1 goriilmekte-
dir. Sozii edilen arastirmada elde edilen soru-yanit yontemi ve rol oynama teknigine
iliskin bulgular yeterlilik siralamasi acisindan, bu arastirmanin bulgulariyla benzer-
lik gostermektedir.

Arastirmamizda 6grenciler, bu iki teknigin disinda kalan yontem ve tekniklerin
bazilarinda ytizde 50'nin biraz altinda, digerlerinde ise, ytizde 50'nin biraz tistiinde
kendilerini kismen yeterli bulmaktadirlar.

1ngilizce Ogretiminin temelini olusturan dinleme, konusma, okuma, ve yazma
becerilerinin ancak o6grencilerin yaparak yasayarak yer aldiklari, yani etkin
katilimlarina dayanan bir 6gretim stireci ile gelistirilebilecegi dikkate alinacak olursa,
orneklemi olusturan adaylarin biiytik bir boliminiin 6gretmen olarak egitim siste-
minde gorev aldiklarinda 6grenci merkezli olarak adlandirilabilecek bir ¢cok yontem
ve teknigi kullanamayacag: séylenebilir.

Halbuki etkili bir 6grenme-dgretme stireci yaratabilmek icin 6grencilerin dersin
hedeflerinin farkina varmalarini saglamak, kararlar, emirler ve davranislar i¢in kabul
edilebilir agiklamalar vermek, 6grencileri 8grenci-ogretmen etkilesimi kadar 6grenci-
ogrenci etkilesimi icin cesaretlendirmek ve dgrencilerin davranislar: hakkinda onlara
yapici dondiitler saglamak gerekir (Poster, 1993). Bu ise, 6gretim yontem ve teknikle-
rinde yeterli olan bir 6gretmenin yaratabilecegi bir stirectir.

Tablo 2. Ogretmen adaylarinin é§retim yontem ve tekniklerini 6§retmenlik uygulamast sirasinda
uygulayabilme dereceleri

Yéntem ya da Teknik Cok Yeterli Kismen Yeterli Yetersiz Toplam
% f % f % f %
Anlatma 50 521 40 417 6 6.3 9  100.0
Tartisma 12 126 51 53.7 32 33.7 95 100.0
Ornek olay inceleme 8 8.4 24 25.3 63 663 95 100.0
Gosteri 17 181 37 39.4 40 426 94 100.0
Soru-yanit 50 52.1 36 37.5 10 104 96 100.0
Drama 10 106 29 30.9 55 585 94 100.0
Rol oynama 8 8.5 31 33.0 55 585 94 100.0
Beyin firtinast 13 13.7 40 421 42 442 95 100.0
Mikro 6gretim 7 74 26 27.7 61 649 94 100.0

Tablo 2 incelendiginde, Ingilizce 6gretmenligi programinda okuyan 6gretmen
adaylarmin 6gretmenlik uygulamasi sirasinda farkli yontem ve teknikleri yeterince
uygulayamadiklari, dolayisiyla da 6gretim yontem ve tekniklerinin bir ¢cogunda de-
neyim kazanamadiklar1 goriilmektedir. Aslinda 6gretmen adaylar1 agisindan, 6gre-
tim yontem ve teknikleri konusundaki yeterlilik algilari ile bunlar1 8gretim siirecinde
uygulayabilme durumlarmin benzerlik gostermesi beklenen bir durumdur. Ogret-
men adaylarinin ytizde 52.1’i anlatma ve soru yanit yontemlerini yeterince uygula-
yabildiklerini belirtmis olmalarma karsin, diger yontem ve teknikleri ¢ok yeterli ola-
rak uygulayabilme oranlari ytizde 18,1’in altinda degerler olarak goriilmektedir.

Dil, dort temel beceri olarak kabul edilen dinleme, konusma, okuma ve yazma
becerilerinin islevsel biitiinltigtinden olusmaktadir. Dili bir iletisim araci olarak
kullanmay1 6gretirken bu doért temel becerinin birlikte 6gretilmesi (Demirel, 1993) ve
“dil 6gretimi i¢in dogal bir ortam yaratilmas1” gerekmektedir (Kavcar ve digerleri,
1998).
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Tablo incelendiginde, 6gretmen adaylarinin kiiciik bir boltimiiniin, 6gretmenlik
meslegine basladiklarinda 6grencilerin konusma, dinleme, okuma ve yazma becerile-
rini gelistirmek i¢in kullanmalar1 gerekecek olan 6rnek olay inceleme, tartisma yon-
temleri ile drama, ve rol oynama tekniklerini 6gretmenlik uygulamasi sirasinda “gok
yeterli” olgtisiinde uygulayabildiklerini belirtmis olmalarma karsin, s6z konusu
yontem ve teknikleri uygulamay1 yeterince gerceklestiremediklerini belirtenlerin
oranlar ytizde 33.7 ile 66.3 arasinda degismektedir. Bu sonuglara bakarak, tiniversite
egitimi sirasinda yontem bilgisindeki eksik yetismenin, 6gretmen adaylarinin uygu-
lama ¢alismalarina da yansidigi, bir deneyim kazanma stireci de olan 6gretmenlik
uygulamasinin, onlara yontem ve teknikler konusunda deneyim kazandirmada yete-
rince etkili olamadig1 sdylenebilir.

Okullardaki 6gretmenlik uygulamasi ¢alismalarinin 6gretmen adayr acgisindan
yararli sonuglar dogurabilmesi icin okullardaki uygulama 6gretmenlerinin kendi
deneyimlerini adaylarla paylasmalari, yani degisik yontem ve teknikleri uygulayarak
ogretmen adaylariin model alabilecekleri 6rnekler sunmalar1 gerekir. Bu stirecle il-
gili algilarin paylasilmasi ve deneyimlerin degerlendirilmesinin yapilmasi, adaymn
yapabileceklerinin derecesini gorebilmesini, amaglarmi gozden gecirebilmesini,
planlarin okul politikasiyla uyumlu hale getirebilmesini ve kaynaklarini diizenleme-
sini saglayarak aday acisindan énemli bir egitim firsat1 yaratir (Poster, 1993).

Arastirmamizda Ingilizce ogretmen adaylarmna, uygulama yaptiklar1 okuldaki
rehber 6gretmenin arastirmamiza konu olan yontem ve teknikleri ne derece uygula-
diklar1 sorulmustur.

Tablo 3. Ogretmen adaylarina gore okullardaki rehber 0§retmenlerin yontem ve teknikleri
uygulayabilme dereceleri

Yontem ya da teknik Cok Yeterli Kismen Yeterli Yetersiz Toplam

f % f % f % f %
Anlatma 61 63.5 30 31.3 5 5.2 9  100.0
Tartisma 28 29.1 47 49 21 21.9 9  100.0
Ornek olay inceleme 16 16.8 41 432 38 40 95  100.0
Gosteri 26 27 40 41.7 30 313 9  100.0
Soru-yanit 57 59.3 30 31.3 9 9.4 96  100.0
Drama 18 19.3 30 323 45 48.4 93 100.0
Rol oynama 14 14.9 35 37.2 45 479 94 100.0
Beyin firtinasi 25 26.6 33 35.1 36 38.3 94 100.0
Mikro 6gretim 13 13.8 30 31.9 51 54.3 94  100.0

Tablo 3 incelendiginde 6gretmen adaylarinin ytizde 63.5’i anlatma, ytizde 59.3'ti
soru- yamt, yiizde 29.1' i tartisma yontemlerinde okullardaki Ingilizce uygulama
ogretmenlerinin sagladig1 deneyimi ¢ok yeterli olarak algilarken, bu yontem ve
tekniklerin disinda kalan yontem ve tekniklerde kendilerine sunulan deneyimi ¢ok
yeterli olarak algilama orani ytizde 27 ile 13.8 arasinda oldukca diisiik diizeydedir.
Ogretmen adaylar1 Ingilizce uygulama 6gretmenlerinin degisik yontem ve teknikleri
derslerinde uygulayarak sagladigi deneyimi, yontem ve tekniklere goére farkliliklar
goriilmekle birlikte ytizde 54.3 ile 5.2 arasinda degisen oranlarda olmak {izere yeter-
siz olarak algilamaktadirlar. Bu sonug, okullardaki ingilizce uygulama 6gretmenle-
rince 6gretmen adaylarina 6gretim yontem ve teknikleri ile ilgili uygun ve yeterli 6r-
nekler sunulamadig seklinde yorumlanabilir.

Okgabal ve arkadaslarinca yapilan bir arastirmada (Okgabal ve digerleri, 2003),
ogretmenlerin farkli yollar kullanarak dersi ilging hale getirmeleri, derslerde cesitli
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arag ve gerecler kullanmalari, 6grencilerin elestirilerine kars: acik olmalari, 6grenci-
lerle iyi iletisim i¢inde olmalari, 6grencileri yaratici olmaya 6zendirmeleri ve arastir-
maya yonlendirmeleri konularinda 6grencilerin ytizde 30 kadar1 olumlu diistinme-
mektedir.

Arastirmamizin  6gretmenlerin farkli yoéntemleri yeterince kullanamadiklarma
iliskin bulgularini, s6zii edilen arastirma bulgular: desteklemektedir.

Bir cok Egitim Fakiiltesinde 6grenci sayisinin kalabalik, buna karsiik uygulama
okullarmin kapasitelerinin yetersiz olmasi nedeniyle, 6gretmen adaylarmnin uy-
gulama calismalarimni gerektigi gibi yapamadiklar1 bilinmektedir. Uygulama okulu
yoneticilerinin: “Ogretmen adaylar1 okula gelmesin, biz gelmis gibi imza atalim”
seklindeki ifadeleri bu alanda ¢nemli bir sorun oldugunu ortaya koymaktadir
(Kavcar, 2003). Bir baska deyisle, bazi okul miidiirii ve 6gretmenlerince dgretmenlik
uygulamas: gereksiz bir formaliteyi tamamlamak olarak algilanmaktadir.

SONUC VE ONERILER

Aragtirma bulgularindan da anlagilabilecegi gibi, Dicle Universitesi Ziya Gokalp
Egitim Fakiiltesi Ingilizce ogretmenligi programi son smifinda okuyan Ingilizce
ogretmen adaylar1 yontem bilgisi konusunda kendilerini yeterli olarak algila-
mamaktadirlar. Bu sonu¢ uygulanan egitim programinin yeterince etkili olmadig:
seklinde degerlendirilebilir.

Sozii edilen programda simiflarin kalabalik olmasi nedeniyle, yontem bilgisi
yeterligi kazandirmada 6grencilerin derslerde gerektigi kadar uygulamalara katila-
mamasi, 0gretim tiyesi sayisindaki yetersizlikler ve onlarin nitelikleri, program ge-
listirme, 6gretim ilke ve yontemleri ve 6l¢me-degerlendirme gibi birbirinden farkl
uzmanliklar gerektiren farkli disiplinlerin, 1998'de uygulamaya konulan programla
ogretimde planlama ve degerlendirme adiyla tek bir ders olarak birlestirilmesi sonu-
cunda dersi okutan 6gretim elemanlarinin 6gretimde kendi uzmanlik alanmna agirlik
verirken, diger alanlarin 6gretiminde ortaya cikan yetersizlikler, yontem bilgisi ka-
zandiracak derslerde uygulamalarin gercek kosullarda yapilamamasi, fakiiltedeki
smiflarin fiziksel kosullarinin ve arag-gere¢ durumunun bazi yontem ve teknikleri
uygulamaya elverisli olmamasi gibi nedenler, Ingilizce dgretmenligi programlarda
yer alan uygulamali derslerin gerektigi gibi yapilmasini engelleyen baslica etkenler
olarak degerlendirilebilir.

Ayrica yontem bilgisi kazandirmaya yonelik uygulamali derslerde, 6grencilere ne
ttir uygulamalar yaptirilacagr konusunda aciklik ve bu konuda yeterli kaynak kitap,
kilavuz vb materyal olmamasi nedeniyle, ayni dersi okutan farkli 6gretim
elemanlarinca degisik uygulama calismalar: gerceklestirilmekte, cogu kez de dersler
kuramsal bilgi aktarimina dontistirtilmektedir.

Arastirmamiza konu olan Ingilizce 6gretmenligi programinda okuyan &gren-
cilerin buiytik bir boltiminiin 6grenci merkezli yontem ve teknikleri uygulamada
kendilerini yeterli olarak algilamadiklar1 goriilmektedir. Ogretmen adaylarina gore,
kendilerine rehberlik yapan 6gretmenlerin de, 6grencilerin etkin katilimina olanak
veren yontem ve teknikleri yeterince kullanmadiklari i¢in, 6gretmenlik uygulamasi
ile amaglanan 6gretmen adaylarinin bilgi ve deneyim kazanmasi da yeterince
saglanamamaktadir.
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Ingilizce uygulama dgretmenlerinin dgretmen adaylarina model olamamalarimin
temelinde onlarin da benzer bir siirecle yetismis olmalariin yattig1 ve yontem bilgisi
konusunda yeterlilik sorunu bulundugu soylenebilir.

Bu sonuglara gore yapilmas: gerekenler asagidaki gibi siralanabilir:

Diger tniversitelerin Ingilizce dgretmenligi programlarinda da benzer arastir-
malarin yapilarak, ogretmen adaylarma 6gretim yontem ve teknikleri ile ilgili
yeterlilik kazandirma konusunda, 1998 yilindan bu yana egitim fakiiltelerinde uy-
gulanan programin genel bir degerlendirmesi yapilmalidir.

Arastirmamiza konu olan programda gorev alan 6gretim elemanlarina yontem
bilgisi kazandirmaya yonelik seminerler diizenlenmeli, onlarmn bu tiir kurs ve
seminerlere katilimlar1 6zendirilmelidir.

Ogretmen yetistiren programlarin kontenjanlari belirlenirken, 6gretim {iyesi
sayis1, derslik, laboratuar, kiitiiphane, atélye vb. ortamlarin yeterlilik diizeyi dikkate
almmalidir. Bu programlarda simif mevcutlar: olabildigince az sayida (en fazla 25)
ogrenciden olusmalidir.

Yontem bilgisi kazandiran derslerde yapilacak uygulama etkinlikleri ve bunlarla
ilgili 6lctitlerin neler olacag: belirlenmelidir. Ayrica bu dersler icin ders kitaplarinin
yaninda uygulama kilavuzlar1 da hazirlanmalidir.

Her 6gretmen adayma her yontem ve teknikle ilgili olarak en az bir uygulama
firsat1 verilmeli, herhangi bir yontem ya da teknigi uygulama konusunda eksik ya da
yetersiz oldugu belirlenen dgrencilerin, bu konudaki eksikliklerini giderebilecekleri
farkli 6grenme yasantilar1 gegirmeleri i¢in ortam yaratilmali ve onlarin her yéntem
ve teknigi asgari diizeyde de olsa uygulayabilir duruma gelmeleri saglanmalidur.

Ogretmen adayma yéntem bilgisi kazandirmaya yénelik derslerin uygulamalari-
nin dersi okutan gretim elemaninin gozetiminde gercek okul kosullarinda gercek-
lestirilmesi, 6gretmen adayinin deneyim kazanmasi agisindan daha yararl olur.

Ogretmen adaylarmm uygulama yapacag: okullarin nitelikleri ve onlara danis-
manlik yapacak olan uygulama 6gretmenlerinin yeterlilik olctitleri belirlenmeli, bu
olgtitleri karsilayamayan okul ve 6gretmenlere uygulama 6grencisi gonderilmemeli-
dir. Ayrica, uygulama 6gretmenleri hizmet-ici egitim kurslar1 yoluyla yontem bilgisi
konusunda yetistirilmelidir.

Tip Fakiiltelerindeki arastirma ve uygulama hastanesi modeline benzer Egitim
Fakiiltesi arastirma ve uygulama okullar1 kurulmali, 6gretmen aday: fakiiltede
kuramsal olarak edindigi bilgileri bu okulda gorerek-yaparak ve yasayarak &gren-
melidir.
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SUMMARY
Introduction

There are a number of competencies required to obtain teaching qualifications for
student teachers’ general education and subject teaching. Methodology is one of the
most important qualifications, because teachers should be able to utilise various
methods and techniques in order to manage the teaching-learning process . Due to
this fact, in Turkey, in the curriculum development for teacher training programmes,
methodology has always been given prior emphasis. As a result of this approach,
enabling student teachers to gain competencies in methodology in addition to
various practices, planning and evaluation in teaching have been implemented in the
curriculum of the Educational Faculty programmes in application since 1998.
Research on to what extent this programme has been effective is rather limited. Due
to this fact, at the outcome of in-school practice teaching of senior students studying
at the Department of English Teaching at Ziya Gokalp Educational Faculty of Dicle
University, this study was aimed to determine the student teachers’ perception of
their compentencies in methodology and their methodological experiences as
supplied by the supervisor teachers.

Methods

A three-level perception scale was developed by the researcher to measure the
perceptions of student teachers of English about their competencies in teaching
methods and techniques. Data was collected according to the following levels: very
competent; competent; and incompetent. An expert was consulted for the validity of
this scale. The reliability of Alpha obtained was 0.87. The scale was applied to 100
student teachers, 97 of whom answered the survey. In analysis of the data, frequency
and percentages were used.

Result

According to the findings of the research, in lecturing method 42.2 percent of the
student teachers perceive themselves as very competent, in question-answer method
47.3 percent, and in demonstration method 30.2 percent. Percentages of the student
teachers in the methods and techniques other than the above varies as low as 9.4 to
21.7 percent. However, when student teachers commence professional teaching, they
perceive themselves as incompetent in drama technique (46.9 percent), in case study
method (44.8 percent) and in role-play technique (39.2 percent), all of which are
essential methods to improve learners’ language skills. These results could be an
interpretation of the student-teachers being incapable of using student-centred
teaching methods and techniques when they commence their teaching profession.

There are significant similarities between student teachers’ perceptions of their
own competencies in various teaching methods and the rate of their application
during their practice teaching at schools.

Student teachers’ practice studies at schools have significant contributions for
student teachers in acquiring experience and competencies in teaching methods and
techniques. Supervisor teachers should present various models of teaching methods
and techniques by applying those models. According to student teachers’
perceptions of the sufficiency of the methods applications supplied by the supervisor
teachers, the lecturing method ranked at 63.5 percent, the question and answer
method 59.3 percent and the group discussion method was ranked at 29.1 percent,
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while the perceptions of the sufficiency of methods other than those mentioned
above varied from 27 percent to 13.8 percent. However, student teachers perceive the
application experiences supplied by the supervisor teachers as insufficent on micro-
teaching technique, 54.3 percent; drama technique, 48.4 percent; role-play technique,
47.4 percent; case study method 40 percent; and brain-storming technique, 38.3
percent.

Discussion and Conclusion

It could be interpreted that the curriculum in application at Ziya Gokalp
Educational Faculty has not been effective. Therefore, student teachers would not be
capable of utilizing various teaching methods and techniques effectively when they
commence their teaching profession. The results of this research indicate that
student teachers were not adequately trained in methodology, in particular, student-
centered methods and techniques. The possible reasons behind this fact could be
listed as the incompetence of faculty members in methodology, overcrowded
classrooms, limited or no appropriate teaching materials and dissatisfaction of
student teachers’ learning experiences. Researches on to what extent the above
reasons have impact on student teachers’ training should be conducted.

The following improvements should be made in teaching methods and
techniques for a better training of the student teachers of English studying at Ziya
Gokalp Educational Faculty of Dicle University:

An evaluation of the curriculum, which has been in application since 1998 at the
other departments of English at the Educational Faculties in Turkey, should be made
upon conducting similar researches. When admitting students to Educational
Faculties, the qualifications and the number of faculty members as well as the
physical and technical infrastructure of faculties should be taken into consideration.
The number of students in English department classes should be kept minimal; that
is, classes should not be more than 25 students. Teachers in teacher training
programs at Ziya Gokalp Educational Faculty of Dicle University should be
appointed according to their field of expertise. All student teachers of English at Ziya
Gokalp Educational Faculty of Dicle University should be given an opportunity to
apply various methods and techniques during their training. As the Planning and
Evaluation subject covers various disciplines, these disciplines entail expertise of
many fields. For this reason Teaching Principles and Methods should be taught as a
totally separate lesson with practice applications. Practice schools should
administratively be in closer relationship with Educational Faculties as in research
hospitals of medical faculties. Supervisor teachers to be employed at practice schools
should be selected among experienced and successful teachers.
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Teaching Typically Developing Children to Help
Their Peers with Various Special Needs via
Simulation Activities

Normal Geligim Gdsteren Cocuklara Cesitli Oziir Gruplarindan
Akranlarina Yardim Etmeyi Simulasyon Yoluyla Ogretimin Etkililigi

Sema BATU"
Ayten UYSAL"™

ABSTRACT The purpose of the present study was to evaluate the effectiveness of
simulation activities to teach helping behaviors to typically developing
children. Three dyads of nine years old regular education students
participated in the study. In every dyad, one of the students was the role
player (who played the role of the child with various special needs) and the
other was the guide (who taught different activities to the role player). The
activities chosen for each special needs type were as follows: (a) playing
dominos for mental retardation, (b) wearing a sweatshirt for physical
impairment, and (c) matching patterns for blindness. A multiple probe
design across behaviors was used to teach the skills to the participants. The
dependent variables of the study were: (a) guiding the student with visual
impairment to go to the desk and then to match different patterns, (b)
guiding the student with physical impairment to wear a sweatshirt, and (c)
guiding the student with mental retardation for playing domino. The
independent variable of the study was the simulation based instruction.
The results of the study revealed that three guides learned to provide
appropriate help to their peers playing the role of a child with special
needs. Also, simulation activities were found to be effective while teaching
to be guides of children with special needs.

Key Words: inclusion, simulation activities, special needs.

0z Bu calismanin amaci, normal gelisim gosteren ¢ocuklara 6zel gereksinimli
akranlarina yardim etme becerilerinin o6gretilmesinde simulasyon
yonteminin etkililigini sinamaktir. Dokuz yasinda ikiser 6grenciden olusan
ti¢ grup arastirmanin denek grubunu olusturmustur. Her bir grupta 6gren-
cilerden biri rol oynayan (6zel gereksinimli rolii), digeri ise, rehber (rol oy-
nayana degisik etkinlikler 6greten) olmustur. Her bir oziir grubu icin
secilen etkinlikler sunlardir: (a) zihin 6ziirii icin domino oynama, (b) fizik-
sel oziir icin stieter giyme, ve (c) gorme 6ziird igin ytizey esleme. Arastir-
manin bagiml degiskenleri: (a) gorme oziirlii 6grencinin sirasina gitmesine
ve yiizeyleri eslemesine, (b) fiziksel 6ziirlii 6grencinin siieter giymesine ve
(c) zihin ozirlu 6grencinin domino oynamasina rehberlik yapma davranis-
laridir. Arastirmanin bagimsiz degiskeni ise, simulasyon yontemiyle ogre-
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timdir. Arastirma sonucunda normal gelisim gosteren 6grencilerin simu-
lasyon yoluyla yapila 6gretim ile, 6zel gereksinimli akranlarma gereksinim
duyduklar1 zaman gerektigi kadar yardimci olma davranisini kazandiklar:
ve bu davramnslari 8gretimin tamamlanmasindan ti¢ hafta sonra da
stirdtirdiikleri gozlenmistir.

Anahtar Sozciikler: kaynastirma, simulasyon 6gretimi, 6zel gereksinimli
ogrenciler

Inclusion has always been a confusing issue for regular education teachers and
typically developing students because both groups usually do not know much about
children with special needs. It may be that if only they had known more about the
children with special needs, they might be more comfortable with them. In order to
be successful in inclusion, both regular teachers and students should be prepared for
inclusion implications in the school and also in the classroom.

Since regular class teachers are the ones who can affect the regular class students’
thoughts and beliefs towards children with special needs, they are very important
aspects of the inclusion practices. If the teacher is in accepting manner towards the
included student, s/he can change the opinions of regular class students positively
via her/his efforts during inclusion (Link, 1991; Smith, Polloway, Patton & Dowdy,
1995; Tiegerman-Farber & Radziewicz, 1998). However, for teachers to be effective in
inclusion, various in-service courses should be provided to them. In-service courses
might be about: (a) including children with various special needs, (b) teaching
typically developing children about their peers with special needs, (c) parent
education, (d) classroom management, and (e) training for related staff (Tiegerman-
Farber & Radziewicz, 1998).

Results of several studies on the effectiveness of inclusion reveal the importance
of positive peer attitudes and interaction during inclusion (Forlin & Cole, 1994;
Lewis, 1995; Mejer, Pijl & Hegarty, 1994; Roberts & Smith, 1999). Positive peer
attitudes and interaction can be enhanced by preparing typically developing peers
for inclusion.

Preparing typically developing peers for inclusion involves many preparation
activities. These activities include providing information about the types of the
special needs, characteristics of the special needs, strengths and weaknesses of the
types of special needs, the characteristics of the specific student, the needs of the
student, etc. For the typically developing students to understand what their peers
with special needs may feel and need, the simulation activities (disability awareness
training) are identified to be effective preparation activities before and during
inclusion (Remus & Adcock, 1998).

Literature shows that positive peer attitudes and interaction positively affects
inclusion practices (Bentz & Fuchs, 1996; Krajewski & Flaherty, 2000; Roberts &
Smith, 1999). Roberts and Smith (1999) examined the relationship between the
attitudes and behavior of primary school children towards peers with physical
disabilities included in regular classes. Children’s attitudes toward peers with special
needs, their behavioral intentions to interact with these peers, and the amount of
control they perceived having over interactional behavior were assessed using self-
report measures. The mentioned variables were used to predict the amount of time
children reported spending with their classmates with physical disabilities in the
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classroom and on the playground. Children’s attitudes and perceived behavioral
control were significant predictors of their intentions to interact with a student with
physical disability.

Krajewski and Flaherty (2000) examined the attitudes of 144 high school students
toward individuals who have mental retardation using the Mental Retardation
Attitude Inventory-Revised (Antonak & Harth, 1994). Results of the study indicated
that gender and frequency of contact with individuals with mental retardation
influence attitudes of typically developing individuals toward individuals with
mental retardation.

Moreover, Bentz and Fuchs (1996) investigated the effects of providing training
and practice in helping behaviors to students during peer tutoring in mathematics
classes. Twenty regular education teachers were the participants of the study. Each
teacher identified groups of two students as a team. Each team consisted of one
average achieving student and one student with a learning disability. All the classes
were selected randomly for two different treatments: (a) peer tutoring experience
with additional training in how to help, and (b) peer tutoring experience without
training in how to help. The results of the study revealed that trained students who
received the helping training provided more helping behaviors than the untrained
students.

Based on the information from the literature cited, it can be said that positive
attitudes and interaction can be enhanced via some pretraining activities conducted
by the regular teacher in the class. Based on earlier studies, the present study was
conducted. The purpose of the study was to evaluate the effectiveness of simulation
activities to teach helping behaviors to typically developing peers.

METHOD
Participants

The participants of the study were three dyads of nine year old regular education
students (blue, green and yellow) attending to a primary school which was in the
campus area of a university. Each group consisted of two students. All of the
participants were typically developing children with no identified special needs. In
each dyad, one of the students was the role player who played the role of the child
with special needs and the other student was the guide who taught different
activities to her/his peer who played the role of a child with different special needs.
Dyad Blue consisted of two male participants whereas Dyad Green and Dyad Yellow
consisted of two female participants in each.

For selecting the participants, the researchers went to the students’ class and
asked them if they knew how to play domino and if they had any relatives or
neighbors having any type of special needs. Then, the students who did not know
how to play domino and had no relatives or neighbors having any type of special
needs were asked if they would be willing to participate in such a study. Among all,
ten students were willing to participate in the study. Volunteer students were then
asked to draw lots to determine participants of the study.

None of the participants had any experience of helping an individual with a
special need. After the participants were selected, the author called all of the
children’s parents, gave information about the study, and asked for their consents for
their children to participate in the study.
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Setting and Materials

The study was conducted in the third grade class of the school, for three days of
every week during the whole spring semester of the school year. Although there
were no included students in the classrooms, many students with special needs were
included in the other classes of the school, especially those with hearing
impairments. The sessions were conducted during the lunch break, after the
participants had their lunch.

During the study, different materials were used for each type of special needs:
mental retardation: a set of wooden domino play with different number of black
dots; physical impairment: a sweatshirt which is one size larger than the students’
size; and for visual impairment: a pattern matching tray with eight different patterns
(e.g., velvet, linen, emery paper, plain plastic, rough plastic, etc.).

All the skills were analyzed (see Table 1) and the checklists were prepared
according to the analysis. The second author conducted all sessions with the
participants. A handycam video camera was set up into the class before each session

and all the sessions were recorded. Recorded data were used for the inter-observer
and procedural reliability analyses.

Table 1
Example of Task Analysis

Guiding the student with physical impairment to wear a sweatshirt

1.  Put the sweatshirt on the table with it’s front facing the table.
2. Tells the activity to the role player.

3. Asks the role player to hold the middle of the sweatshirt’s waist with his/her
one hand.

4. Asks the role player to move his/her head into the sweatshirt.

Asks the role player to take his/her head out of the head hole of the sweatshirt
by pulling it with one hand.

5.1. Helps the role player to find the head hole of the sweatshirt by pulling it.

6.  Asks the role player to pull the sweatshirt on the disabled arm’s side with
his/her other hand.

7. Asks the role player to place his/her arm to the arm hole of the sweatshirt.

7.1. Helps the role player by opening the waist of the sweatshirt for him/her
to move his/her arm into the arm hole.

8. Asks the role player to push his/her arm until the hand appears on the other
side of the arm hole.

8.1. Helps the role player by pulling the waist of the sweatshirt while he/she
is pushing his/her arm.

9. Asks the role player to pull the waist of the sweatshirt for it to fit his/her body.

10. Verbally praises correct responses of the role player.
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Dependent Variables

(a) Guiding the student with visual impairment to go to the desk and then match
different patterns. Before the baseline sessions, the participants who played the
role of the students with special needs (role player) were trained about how to
act like the students with visual impairment. Role-player participants were
told to close their eyes with eye covers and then wait for their guides to guide
them to go to their desks and then match the patterns with the ones on the
matching tray.

The guides were also trained about how to guide their partners go to their desks
and then match the patterns with the ones on the matching tray. The training was
conducted by the second author (trainer) as if she were the guide and the student
were the role player so that the guides would learn what to do when they acted as
the guides of their partners. The correct response was determined as independently
performing all the steps in the task analysis of guiding the role player to go to
his/her desk and to match the patterns with the ones on the matching tray.

(b) Guiding the student with physical impairment to wear a sweatshirt. To start the
collection of baseline data, the role players were trained to play the role of the
students with a physical impairment. During the training, role players were
asked to put their right arms in their school uniforms behind their bodies and
do what they were told by their guides.

The guides were also trained by the trainer to guide their peers with a physical
impairment. The trainer again played the role of the guide. By this way, the guides
were able to see how to help the role players during the activities. The correct
response was determined as performing all the steps in the task analysis of guiding
the role player to wear the sweatshirt independently.

(c) Guiding the student with mental retardation for playing domino. At the beginning
of this part of the study, the participants who were the role players were
trained to play the role of the child with mental retardation. The role players
were told to do only what their guide would tell them. None of the
participants knew how to play domino, so it was expected to be easy for the
role player not to continue to play unless s/he was told what to do next.

The guides, during the day of full probe session, were taught to play domino.
During the training session, the trainer played the role of the guides. The correct
response was determined as performing all the steps in the task analysis of guiding
playing domino independently.

Probe sessions

Probe sessions were conducted before training sessions in order to determine the
baseline level of each guide and after the criterion was met by the guides during the
training sessions. After meeting the criterion for each type of special needs, the next
probe session was conducted.

During probe sessions, (a) the materials were placed in the appropriate place in
the class, (b) the trainer provided the attentional cue (i.e. “Are you ready to work?”)
to the participants, (c) the trainer gave the task direction (i.e “Now help your partner
to do the activity.”), (d) correct responses of the guide of each dyad were rewarded
orally and incorrect responses of the guides were ignored by the trainer, and (e) the
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responses of the guides were recorded by the trainer. At the end of each probe
session, the participants were given tangible reinforcers for their attendance and
cooperation during the sessions.

The baseline sessions were only conducted on the same day for each of the three
dyads. The other probe sessions took place when each of the participants met the
criterion for each of the special needs simulation types.

Training Sessions

Every training session started with the trainer providing modeling plus verbal
prompting for each step of the activities. First, the trainer guided the student with
“visual impairment” to go to the desk and match different patterns took place.
During training, the trainer acted as the guide and the guide was the partner of the
trainer. During this guide training, the role player waited outside of the classroom.
The role player was then brought into the classroom and reminded about their role
as an individual with visual impairment. The guide then was asked to help his/her
partner as s/he had been taught by the trainer. During this time the trainer provided
no feedback and just recorded the responses of the guide. At the end of each training
session, both participants of the dyads were rewarded verbally. During each training
session, only one trial was conducted with each dyad.

For the other two activities with other two types of special needs types, the same
training procedure was followed. At the end of each training session, both
participants of the dyads were verbally praised by the trainer. After 100% correct
responses were recorded during training, the probe sessions took place for each
behavior.

Maintenance sessions

Maintenance sessions were conducted three weeks after the training sessions
were completed. Maintenance sessions were conducted the same as the training
sessions. As in the other probe sessions, correct responses of the guides were praised
orally and incorrect responses were ignored by the trainer.

Experimental Design

A multiple probe design across three behaviors replicated across three
participants (Tawney & Gast, 1984) was used to evaluate the effectiveness of
simulation activities to teach helping behaviors to typically developing peers.

Reliability

Data of the study were recorded by a handycam camera. Both inter-observer and
procedural reliability analyses were conducted from 20% of the data collected. Inter-
observer reliability data were collected by the trainer and an assistant professor
working in the Research Institute for the Handicapped. The trainer provided
information about how to collect the data during inter-observer reliability procedure
to the observer. Inter-observer reliability data indicated 100% agreement for all the
participants during all the sessions.

Procedural reliability data were collected for assessing the implementation of the
teaching plan. The reliability data indicated 99% (range = 99-99) accuracy during
probe sessions, 98% (range = 98-99) accuracy during training sessions and 99%
(range = 99-100) accuracy during the maintenance sessions.
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|
Social validity

Social validity was assessed via phone interviews with the parents of the students
and an informal interview with the classroom teacher of the participants. The parents
and the teacher were asked the following questions: (1) What do you think about the
research we conducted with your child/student?, (2) Do you think it is important for
him/her to learn how to help individuals with special needs?, (3) Are you satisfied
with the method used to teach guiding skills to him/her?, and (4) During and at the
end of the study, do you think there were any positive changes with him/her toward
individuals with special needs?

RESULTS
Instructional data

The results of the study revealed that all the participants met the criterion of the
study. As shown on the Figures 1, 2, and 3, data indicated that all the participants
acquired guiding skills via simulation activities.

As can be seen in the figures, participants learned and demonstrated each skill
quickly after the trainings started. In the first training sessions the participants
acquired over 70% correct responses. For all the participants and all the skills 100%
correct responses were acquired during the third training sessions for each skill.



Egitim Arastirmalar1 | 19

Blindness

Physical Impairment

Mental Reterdation

100
90
80

60
50
40
30
10

-10

[uN
P PNWORAIIONOOO

[elelolojololololololole)]

BL.

"N
] |
p 3 4 5 6 7 8 9 10
SE$SIONY

Figure 1: Percentage of correct responses

BLUE



20

Eurasian Journal of Educational Research

Physical Impairment Blindness

Mental Reterdation

100 -
90

70 A
60 -
50 -

30 A
20 A
10 4
0 -

-10

BL. l. P

T

100
90
80
70
60
50
40
30
20
10

-10

GREEN

2 3 4 5 6 7 8
SESSIONS

Figure 2: Percentage of correct responses

10




Egitim Aragtirmalari |

21

Blindness

Physical Impairment

Mental Reterdation

BL.

100
90
80
70
60
50
40

20
10

-10

YELLOW

9 10

Figure 3: Percentage of correct responses




22 | Eurasian Journal of Educational Research

Maintenance data

As can be seen on the Figures 1, 2 and 3, all participants maintained the guiding
skills as they have learned during training sessions. Guide Green maintained the
skills she learned at the rate of 94.5 % (range= 92-97%), guide Red maintained the
skills she learned at the rate of 94% (range= 86-100%), and guide Blue maintained the
skills he learned at the rate of 91.6% (range= 88-94%).

Social validity

The interviews were conducted by the first author with the parents by phone
after the study was completed and with the teacher face to face in the teachers” room
of the school on the last day of the study. The parents and the teacher expressed their
satisfaction with the study conducted and the method used to teach guiding skills to
the students.

DISCUSSION

The purpose of the study was to evaluate the effectiveness of simulation activities
to teach helping behaviors to typically developing peers. With respect to the purpose
of the study, the results revealed that the simulation activities conducted were
effective in teaching the target behaviors to typically developing students. According
to the effectiveness data, the results showed an increase in the guiding skills of
typically developing children consistent with the results reported in the Bentz and
Fuchs’s (1996) study. The data indicated that training general education students
about helping peers with learning disabilities resulted in an increase in the helping
behaviors of the trained students.

Depending on the results of the present study, some suggestions can be offered
for the future studies and practices on this topic. First, simulation activities can be
used to teach guiding skills about different special needs types. Second,
generalization of the skills can be assessed after training and maintenance sessions.
Third, more simulation activities about different types of special needs might be used
to teach additional guiding skills. Fourth, regular education teachers might be
trained about using the simulation activities.

In conclusion, simulation activities were effective in teaching helping behaviors
to students who were typically developing. Since acceptance by typically developing
peers is very essential for the individuals with special needs, it may be necessary to
use simulation activities with typically developing children. With these activities,
these children may develop empathy toward their peers with special needs. As
Roberts and Smith (1999) mentioned, typically developing children may hold
positive attitudes, but may also feel they lack the skills or knowledge to interact with
their peers with special needs. Simulation activities can be a way of bridging the gap
of knowledge and skills to interact with peers with special needs for children who
are typically developing. For this reason, this study extends the literature on
inclusion by examining the effectiveness of teaching guiding skills via simulation
activities.
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OZET

Giris

Kaynastirma, hem normal sinif 8gretmenleri hem de normal sinif 6grencileri igin
karmasik bir konu olma ozelligi gostermektedir. Her iki grubun da ortak 6zelliginin
Ozel gereksinimli bireyler hakkinda c¢ok fazla bilgi sahibi olmamalari oldugu
diistiniilecek olursa, kaynastirmanin her iki grup i¢in de karmasik olmasi kaginil-
mazdir. Olumlu akran tutumlarinin ve etkilesiminin gerceklesebilmesi icin gerekli
kosullardan biri, 6gretmenin hazirlayacagi kaynastirmaya hazirlik etkinlikleri ile
normal gelisim gosteren 6grencileri kaynastirmaya hazirlayarak bilgilenmelerini
saglamaktir. Sinf 6gretmenlerine yol gosterecegi diisiiniilerek bu calisma planlan-
mustir. Bu calismanin amaci, normal gelisim gosteren ¢ocuklara 6zel gereksinimli ak-
ranlarmma yardim etme becerilerinin 6gretilmesinde simulasyon yonteminin et-
kililigini sinamaktur.

YONTEM

Arastirmanin denek grubunu, Milli Egitim Bakanligi'ma bagh bir ilkogretim
okulunda {ictincti sinifa devam eden, dokuz yasinda ikiser dgrenciden olusan tiig
grup olusturmustur. Gruplarda yer alan dgrencilerin hi¢ bir 6zel gereksinimleri bu-
lunmamaktadir. Gruplarin olusturulmas: sirasinda, arastirmacilar 6nce dgrenciler-
den cevrelerinde hic 6zel gereksinimli tanidi11 olmayanlari, daha sonra bunlar aras-
mndan domino oynamay1 bilmeyenleri belirlemistir. Her bir grupta 6grencilerden biri
rol oynayan (6zel gereksinimli rolii), digeri ise, rehber (rol oynayana degisik et-
kinlikler 6greten) olmustur. Her bir 6ziir grubu i¢in segilen etkinlikler sunlardir: (a)
zihin 6ztirti: domino oynama, (b) fiziksel 6ziir: stieter giyme, ve (c) gorme oziirti:
ylizey esleme.

Arastirmanin bagimli degiskenleri: (a) gorme o6ziirltii 6grencinin sirasmna git-
mesine ve yiizeyleri eslemesine, (b) fiziksel 6ziirlii grencinin siieter giymesine ve (c)
zihin 6ziirlit grencinin domino oynamasina rehberlik yapma davranislaridir.
Arastirmanin bagimsiz degiskeni ise, simulasyon yontemiyle 6gretimdir. Arastirma,
ogrencilerin kendi siniflarinda 6glen tatilleri sirasinda gerceklestirilmistir. Calisma
sirasinda kullanilan araglar: (a) zihin 6ziirii: tahta bir domino seti, (b) gorme 6ztirti:
sekiz farkli materyalden (zimpara, kadife, keten kumas, plastik, vb.) olusan bir
esleme seti, ve (c) fiziksel 6ziir: stiveter.

Calismanin baslangicinda her bir beceri analiz edilmistir. Arastirmacilarin veri
toplamada kullandiklart kontrol listeleri beceri analizlerine dayali olarak gel-
istirilmistir. Baslama diizeyi, uygulama ve izleme oturumlar1 5-15 dakika arasinda
stirmiistiir.

Arastirma davranislar aras: ¢oklu yoklama modeliyle gerceklestirilmis ve tic
denek grubuna yinelenmistir. Arastirmada izleme verileri de toplanmistir. Gozlem-
ciler aras1 giivenirlik ve uygulama gtivenirligi analizleri de gerceklestirilmistir.
Arastirma sonunda sosyal gecerlik verilerini toplamak amaciyla deneklerin aileleri
ve sinif dgretmeniyle telefon goriismeleri gerceklestirilmistir. Gortismeler sirasinda
su sorulara yer verilmistir: (1) Cocugunuzla/dgrencinizle gerceklestirdigimiz calis-
mayla ilgili ne distintiyorsunuz? (2) Cocugunuzun/ogrencinizin 6zel gereksinimli
bireylere yardim etmeyi Ogrenmesini ©6nemli buluyor musunuz? (3)
Cocugunuza/6grencinize 6gretilen yardim etme tekniklerinden memnun musunuz?
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(4) Arastirma sirasinda ve sonrasinda, ¢ocugunuzda/6grencinizde 6zel gereksinimli
bireylere kars1 herhangi bir olumlu bir degisiklik oldugunu diistintiyor musunuz?

BULGULAR

Arastirma sonucunda normal gelisim gosteren 6grencilerin simulasyon yoluyla
yapilan 6gretim ile, 6zel gereksinimli akranlarma gereksinim duyduklar1 zaman
gerektigi kadar yardimci olma davramsimi kazandiklart gozlenmistir. Ayrica
deneklerin bu davraniglart 8gretimin tamamlanmasindan ti¢ hafta sonra da
sturdirdikleri gozlenmistir. Izleme oturumlar: sirasmda Yesil grubun 6grendikleri
becerileri %94.5 diizeyinde, Kirmuz1 grubun % 94 diizeyinde ve Mavi grubun ise, %
91.6 diizeyinde oldugu goriilmustiir. Sosyal gecerlik verilerinin toplanmas1 amaciyla
gerceklestirilen telefon goriismelerinde deneklerin aileleri ve smif dgretmeni calis-
madan duyduklari memnuniyeti belirtmisler ve 6grencilerde 6zel gereksinimli bi-
reylere kars: olumlu davramis degisiklikleri oldugunu dile getirmislerdir.

TARTISMA VE SONUC

Arastirmanin amaci, normal gelisim gosteren ¢ocuklara 6zel gereksinimli ak-
ranlarma yardim etme becerilerinin 6gretilmesinde simulasyon yonteminin et-
kililigini stnamak idi. Arastirmanin amacina bagli olarak bulgular gostermektedir ki
simulasyon etkinlikleri normal gelisim gosteren akranlara yardim etme becerilerinin
ogretilmesinde etkilidir. Etkililik verileri Bentz ve Fuch (1996) tarafindan gerceke-
lestirilen calismanin bulgulariyla benzerlik goztermektedir. Arastirmanin bulgu-
larindan yola c¢ikilarak bazi oneriler gelistirilebilir: baska o6ztir gruplarilya ilgili
simulasyon etkinlikleri gelistirilerek etkililikleri sinanabilir, 6gretilen becerilerin
gercekten ©zel gereksinimli bireylerle yapilacak c¢alismalarla genellenmesi
saglanabilir, normal siuf 6gretmenleri simulasyon etkinlikleri ile ilgili yetistirilebilir
ve bunun etkililigine bakilabilir.

Sonug olarak, simulasyon etkinliklerinin normal gelisim gosteren 6grencilere
yardim etme davramigini 6gretmede etkili oldugu goriilmiistiir. Ozel gereksinimli
ogrencilerin normal gelisim gosteren akranlari tarafindan kabul goérmeleri kay-
nastirmada ¢ok 6nemli bir unsur olmasi nedeni ile, simulasyon etkinliklerini kullana-
rak ozel gereksinimli bireylerin gereksinimlerini 6gretmek kaynastirmanin basarilt
olmasinda son derece yararl olabilecektir. Bu nedenle de bu arastirmanin alan yazin
bu konuda genisletecegi umulmaktadir.
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Perceptions of Male Students in Preschool
Education Program

Okuldncesi Ogretmenligi Programinda Okuyan Erkek
Ogrencilerin Algilar

Derya BEYAZKURK*

ABSTRACT  Despite increase in the participation of women and men in non-traditional
occupations, the gender balance still appears to be resistant to change. One
of those professions is preschool teaching. It has been recently noticed that
male teachers could make important contributions to preschool education
as much as females. Therefore, it is assumed that thoughts of male students
in preschool teacher education programs would be important to illuminate
some critical issues in this field. The aim of this study, by using a focus
group approach, is to find out the opinions of male students, the factors
affecting their preferences and reactions to their career choices. Six main
categories emerged by content analysis during sessions; factors affecting
preferences, changes in ideas and emotions, reactions from environment,
reactions of young children, reactions form practicum teachers and
principals and program evaluation.

Key Words: preschool education, male teachers, career choice

0z Her ne kadar kadmlarin ve erkeklerin geleneksel olmayan meslek
alanlarinda gérev alma oranlarmda artis olsa da, cinsiyet dengelerinin hala
degisime direngli oldugu gozlenmektedir. Degisime direng gosteren bu
meslek alanlarindan biri de okuloncesi 6gretmenligidir. Son zamanlarda,
literatiirde, kadinlar kadar erkek ogretmenlerin de okultncesi egitimine
onemli katkilar saglayabilecegi vurgulanmaktadir. Bu nedenle, okuléncesi
egitim programlarina devam eden erkek ogrencilerin diistincelerinin, bu
alandaki baz1 kritik unsurlarin aydinlatilmasinda ©nemli olacag:
distiniilmektedir. Bu calismanmn amaci, odak grup yaklasmmu ile, erkek
ogrencilerin diistincelerini, tercihlerini etkileyen faktorleri ve Kkariyer
tercihlerine yonelik tepkileri agiga cikarmaktir. Seanslar sirasinda, icerik
analizi yapilarak, tercihleri etkileyen faktorler, duygu ve dustincelerde
degisimler, cevreden gelen tepkiler, kiiciik ¢ocuklarin tepkileri, uygulama
ogretmenlerinin  ve yoneticilerin tepkileri ve programa iligkin
degerlendirmeler olmak tizere alt1 temel kategori belirlenmistir.

Anahtar Sozciikler: okuldncesi egitimi, erkek 6gretmenler, kariyer se¢imi
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I
INTRODUCTION

The proportion of males in early childhood teacher education programs is low
when compared to other branches. Traditional ideas about career choices especially
seem to lead to gender imbalance in the early childhood education profession. The
fact that males could bring a different perspective to early childhood settings has
been overlooked. They are also capable of taking responsibility like females in early
child care and education.

Some benefits of male teachers could be derived from having teachers in the
classroom; for example a male role model and showing them as nurturant adults
(Fagan, 1996, Cohen, 1992). Males may be more tolerance of noise, active play and
movement, and a noisy atmosphere. Moreover, males could manage and deal with
conflicts and problems in the classroom.

Although the literature on men'’s preferences and employment in non-traditional
occupations such as early childhood education is limited (Cameron, 2001), it is
assumed that the ideas of male inservice teachers of male students in preschool
teacher education programs and of other male professionals working in early
childhood education, would be important in changing gender imbalance and
removing gender biases. Without changes in attitudes, the involvement of males in
early childhood education would disappear gradually. We should consider why
male teachers should be employed in early childhood education and what possible
benefits there would be in the reduction of gender imbalance within the profession
(Skelton, 1991). If the participation rates of males could be increased, the status of
early childhood teachers would be raised strongly. It should also be stated that
teaching is a worthwhile career for both males and females. From this point of view,
parents and professionals should be clear about the requirements for male teachers
joining in the field of early childhood education (Sumsion, 2000a, Sumsion, 2000b,
McBride & Rane, Bae, 2001).

The aim of this study is to find out the opinions and thoughts of male students
about factors affecting their preferences and reactions to the Preschool Education
Programme in which they are enrolled.

METHOD
1. Participants

Accordance with the main aims of the study, the focus group has been designed
in which seven volunteer male students in their third year of the program have
participated. The males who participated in this focus group were students in a four
year Preschool Education Program at Ege University which is one of the biggest
universities in Turkey.

2. Procedure

Two focus group sessions were carried out in the study. The sessions took
approximately sixty minutes. Seven structured questions were asked of the
participants in order to record their thoughts. The guiding questions prepared by
researchers based on the literature aimed to discover any change in ideas and
emotions and reactions to their preferences before and after the enrollment in this
program. In addition to these questions, alternative questions and probes were used
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to probe deeper. There were two moderators, one of the was an executive moderator
who asked the questions; the other was a co-moderator who recorded the sessions.
The sessions were recorded by using two audiotapes in order to prevent possible
problems in recording and/or data loss. After the sessions data were transcribed as
written documents. At the end of the study, the qualitative data were analyzed by
using content analysis in order to specify themes and categories appropriately.

When we look at the enrolment rates of male students in preschool programs in
Turkey, it can been seen that male students rarely choose to study in this field of
education. Preferences and employment based on stereotypical gender roles are very
common particularly in our culture. This was the reason why we were so curious to
find out the factors that affected the choice of these seven male students enrolled in
this department. Since they have done teaching practice in several preschooll classes
during their course, we decided to conduct this study in their third year of
university.

In order to get them to volunteer to participant in the study, we gave them some
information about the planned focus group. After that we asked them to indicate
whether or not they would like to be a part of this study. All of the students
expressed their willingness and enthusiasm for being involved in the study, to share
their ideas and feelings. A room in the department was arranged and chairs were
organized in a circle in order to communicate efficiently. Also ome drinks, cakes and
cookies were served to create a more relaxed atmosphere.

RESULTS

There were six main categories related to issues that were specified by students:
factors affecting preferences, changes in ideas and emotions, reactions from the
environment, reactions of children, reactions from practicum teachers and principals
and program evaluation.

Altough in some specific areas there was disagreament, they generally expressed
their thoughts based on these main themes.

1. Factors Affecting Preferences

In this category, two subcategories emerged form conversations during the
sessions: first, anxiety about getting into a university, second, other people’s
guidance. There has been a common university entrance exam over the years in our
country. After this exam, the universities have a clearing scheme for low scoring
students. All of the male students who participated in this study had been accepted
by the department through clearing. Therefore, at the beginning of the session
related to the first subcategory, the group expressed their anxieties about getting into
any university since they had low scores:

... My point, were enough to get on this course...”

... We came through clearing. Although we had other choices before, we did not
get in. In any case teaching is a profession. We thought that we could try another job
once we were on this department...”

In fact, while talking about the clearing system, they generally agreed that they
had preferred preschool education program subconsciously.
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“...It was not conscious choice. We wanted relief from the stress of the
examination. I got into university at the third attempt, through clearing. I knew that
in general women choose this department and I didn't expect to get into Ege
University because of its good reputation. I hoped I would get onto a teaching
department my last choice but in the end I got into Ege University...”

Actually not all people in this type of exam are able to enrol in their first
preference or even in any program because it is not so easy to get the required scores
in the exam. Therefore it is critical to address this issue in order to understand the
thoughts and emotions of these male students correctly and to recognize their
subconscious preferences appropriately.

As a second subcategory, we saw that several of these students had been guided
by their parents, teachers and friends to choose this field:

“... My father had me write my chocies. He said it was better to put this one
place than nothing. There is a Faculty of Education in Isparta but I didn’t want to go
there. My father told me to put it down and that there wouldn’t be any problem. So I
did and my uncle also supported him as he is a teacher himself...”

“... At first, when I made my choices I had a friend who had not got into a
university. He opted for a 2 year course. He pressured me into choosing a 4-year
course. We also had a teacher who helped me to select this department...”

“... We had a teacher at our crammer who was a graduate of a child development
department. I talked to him and he advised met o apply. He was male and we
thought I would teach prospective nursery school teachers at a vocational high
school. Then I put down this department...”

The student’s statements showed that guidance given by parents, teachers and
friends seemed to reflect their anxiety about the enrolment of these students in any
program. According to them, the important issue was to get into any department in
one of the universities. Additionally, they presented different alternatives like being
a high school teacher instead of a preschool teacher.

“...That there was a male teacher from our department means there was one
person there, but he was teaching at a girl’s vocational high school. We spoke to him,
of course. After teaching at these places, you can transfer from this kind of school to a
vocational school...”

Although they were enrolled through clearing into this department, it was
interesting to see that they were curious to know there were any male students apart
from themselves during the registration period. It was critical in deciding whether to
register or not. Most of the students explained that they would prefer not to be
enrolled in this department if there were not any other male students:

... Ithought if everbody was female and I was the only male among them, what
it would be like. At registration, I looked through the list and I saw three or four
names of men on the list so I said why not, I could complete my education in this
department. It means that it would not be a problem for me...”

“...If there hadn’t been any men, I would have left immediately...”
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One of these students stated that he decided to get into this department
irrespective of gender. He was insist on being a part of this department.

“...We were the sixth to register and we asked if there were any other males so
far. He said ‘no’. However, I decided continue...”

2. Changes in Thoughts and Emotions

At the beginning of the session, the thoughts of the students, generally, had
focused on gender based issues related to their preferences. However, as the session
progressed, we realized that, while on the department, they had started to consider
some possible alternatives for jobs after graduation, like this student:

“... When I first arrived I thought that if everyone was female, I wouldn’t
register. I thought I would go and see for myself. I hadn’ t thought very much about
the positive side of the department. I said to my self that I could have a career in the
department and make a place for myself in this sector. I could set up my own
nursery school or kindergarten. I could do that. Looking at other departments, we
had passed the university exam and if we got into a primary school teachers’
department, what would that mean. I would have lost a year. I continued on the
course and I am glad because I have at least got a year’s experience in this
department and I have had courses for a year...”

As they became familiar with the department and practiced in the field, they
realized that they had came to accept their future profession. Specifically, there was
positive progress in gaining greater acceptance from children and teachers during
teaching practice. It was obvious that practicum made an important contribution to
their belief in being a successful male teacher. The statements below indicate the
improvements identified by most of the students:

“... It was very effective to be liked by teachers and children. For one or two
years, I didn’t believe in my capacity to this job...”

“... I had thought that I wouldn’t be able to do it. I can do it. A lot of thing
changed after the teaching practice. I am thinking differently now. At first, I couldn’t
trust myself to relate to and communication with the students and to generate feeling
of a trust. After I started, I gained confidence and now I believe I can do this job...”

However, in the group, two students had perspectives distinct from the majority
of the group. One of them indicated negative changes when he first encountered
some of the courses related to art activities:

... I meant my preferences...... In the first two years I was happy with my
situation. I may have come unwillingly but I enjoyed it but I didn’t like art activities.
I'wouldn’t do it unless I really had to...”

The other student mentioned that he had never changed his negative viewpoints
about the department and this field because of his gender related traditional beliefs
about career choice.

“... No there was no change in my ideas. I thought the same thing at the
beginning and also, now I think the same thing. Like Mustafa, I do not want to do it.
In my view, this job is not suitable for me. I have a feeling. That’s why; I don’t want
todoit...”
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3. Reactions from Environment

During the session we tried to learn about all of the reactions that came from
parents, relatives, friends, classmates, and other adults.When we examined the
students’ statements related to reactions from family and friends about their career
choice, there were two general categories. While the focus of the first category was
related to feeling support from their families and friends, the other one was related to
the identification of their career choice as women’s work. In the category of feeling
social support, we identified two subdivisions: conscious and subconscious. Two of
the students pointed to conscious support from their parents and teacher in high
school:

... My family has always looked on this positively. My mother is a teacher. It
means that my graduation from this department will make them happy...”

“... We had a teacher in high school. He told me that boy; it was a suitable job for
me. People regard this job as a suitable one for me, because I have a cheerful
personality...”

However when we looked carefully at the statements of the other group of
students deeply, it seemed to us that the support from families and friends was much
more focused on the enrolment of these students in any faculty rather than being
support based on their individual interests and skills.

“... My father had me write my chocies. He said it was better to put this one place
than nothing. There is a Faculty of Education in Isparta but I didn’t want to go there.
My father told me to put it down and that there wouldn’t be any problem. So I did
and my uncle also supported him as he is a teacher himself...”

The other category was related to the traditional attitudes prevalent in Turkey
regarding these students’ career choices. Most of these students encountered some
prejudice based on assumptions like; “Males are not able to take responsibility for
child care or work in early childhood education.”.

“... We say the nursery school. Women do this job. If you do this job, you are
regarded as strange or odd. People, who do not know anything about this type of
job, said that I couldn’t manage it because of my sex. In general, this was a job
suitable for girls or women. Hence, they agreed that I couldn’t succeed with the
students. It is difficult to deal with a child. There were some people who said that
/claimed that I couldn’t manage...”

“...My uncle or my cousin is a student at university. They do not approve of men
who do not work. This perspective makes me uncomfortable...”

They experienced these negative attitudes not only from their families, friends
and teachers but also from their classmates and lecturers in the faculty.

“...Although I don’t think like my friends in the school, generally they ask me
what and how we will manage...”

“... Each teacher asked us how we had selected this department. Teachers ask me
how I selected...There are some people who said that they were expecting to do this
job woman to woman...”
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Because of these attitudes, they had even changed the title of their department in
another teaching branch when they had to talk about their career preferences.

“... We are talking about different things; for example, when you talk about that
the department of Child Development and Education other things change. For
instance, if we change the name of this job, they cannot understand. If I say primary
school teaching is the name of my job, they look at this department as different. If
there are people who do not know, understand or tend to ridicule, I say my
department is Child Development and Education...”

4. Reactions of Children

We asked the students about the reactions of the children in preschools where
they had done teaching practice as a male student. They agreed that boys were more
aware of these students as males, than girls. Altough boys had expressed more
interest in these students, the girls had not responded negatively to them. As the
session progressed, the group as a whole considered that both boys and girls
communicated effectively with them as long as they were interested in those
children. In other words, children had not acted on the basis of gender. However it
was stated that the play and behaviour of boys directed to these male students was
more active and more aggressive, with was hitting and kicking, for example.

“... But boys were showing more interest in us than girls. They show interest in
us more. (The group confirmed of this observation) Girls are showing interest but
boys are showing more as they have not had any male teachers before...”

“... Yes, there are students who punched, and pushed...”
5. Reactions from Practicum Teachers and Principals

One of the questions that we asked was to find out reactions came from
practicum teachers and principals about male involvement in early childhood
education. While some staff encouraged these male students, some of them showed
confusion and tried to point out certain difficulties that they could not be coped with
by males. Some of the statements related to encouragement, as below:

“... Because when we met them one time, they said that they i.e. these children
would see male teachers when they went to the primary school. That means it would
be good if they saw male teachers in the preschool...”

“...They treated us positively because we were male; they said that they would
always support us...”

Additionally, two themes emerged in this category; being a role model and
increasing competition. According to principals male participation in early childhood
education might increase competition between teachers:

... There was a preschool in Karsiyaka. When we entered, she asked me if we
were male. She asked us to apply immediately after graduation from university. I
asked her why she wanted male teachers when everybody prefers females. He said
that if there were male teachers, it would create an atmosphere of competition.
Moreover, it would be good for female teachers from the point of view of giving
them something to think about...”
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Some teachers and principals stated that one of the benefits of male participation
in early childhood education settings was the provision of male role models:

“...It will be good as a model...”

“... They told me it may be good for students to have a male teacher as a role
model, If you would like to come to practice in our school you may do so...”

As we have mentioned before, being a teacher in early childhood settings had
been identified by teachers and principals in schools as a female area of competence
like the reactions of family and friends. Some students’ comments indicated that
teaching was primarily women'’s work:

“...I went to the first teaching practice; a trainee girl from a girl’s vocational high
school told me that I couldn’t do this as I was a man for two hours...”

“...At first, they looked at us as if they bewildered. At first, they looked at us as if
they were amazed to see men. Then, both they and the teachers got used to it...”

By indicating to these students some of the difficulties in caring for and nurturing
young children, some of the teachers persisted in saying that males could not
overcome these difficulties and take responsibility for these children.

“...We are struggling with difficult things...... Teaching is very difficult. We can
meet many problems. She shows that, for example, children were behaving
naughtily. They were so naughty. She asked how I would handle them. And she
added ‘we can’t manage them even through we are female’...”

6. Program Evaluation

At the end of the sessions, we wanted to know what they thought about the ways
in which the preschool education programme could be enriched. They had good
suggestions like courses in father training, father-child health, more studies of male
participation in early childhood education and more practice in the field for male
student teachers.

“... That there may be mother- child health, father- child health courses means in
general, there may be courses for fathers...”

“... More research related to men could be organized. More practice can be done
to help and support them...”

Those suggestions were valuable for us in terms of looking over our preschool
teacher education program. In fact we have still no course or training in accordance
with their ideas, but we have been studying the inclusion of elective courses on
father education.
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I
DISCUSSION

It was interesting for us to see seven male students enrolled in a preschool
teacher education program when they first came to the department. Then we were
interested in their choice of university course since most of these male students were
from the east of Turkey where gender-based cultural bias about career choice is
stronger than in the west, we decided to reveal the factors which had affected their
choice. As well as the reasons for their non-traditional career preferences, we aimed
to explore whether or not their perceptions and thoughts about their future
profession had changed during their education. As the sessions progressed we
learned that their low scores in the exam had been the main reason for being in this
department. Actually, we learned that as well as these male students, some of female
students enrolled in this department following clearing because of their low scores.
Therefore the group dialogue indicated that their career choices had not been
selected willingly and consciously by them. One thing that emerged from this
dialogue was that teaching practice has had a positive effect and changed the ideas of
all but two students about being succesful perschool teachers. In addition, acceptance
from children and some of the teachers and principals seemed to improve their self-
esteem as male preschool educators.

The findings of the study was in accordance with related literature. It is clear that
male students should be encouraged to work in the field as male preschool teachers.
By giving information about the need for male participation in this profession, the
proportion of male students will rise. Also it has been highlighted that we have to
evaluate and revise our preschool teacher education programs accordance with the
research- based literature.
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I
OZET

Geleneksel bakisacilarinin, meslek seciminde, 6zellikle erken cocukluk egitimi
alaninda, cinsiyet dengesizligine yol actigi gozlenmektedir. Ancak bu baglamda
erkek 6gretmenlerin okuloncesi egitim kurumlarma getirebilecegi katkilarin goz ard:
edildigi de diistiniilmektedir. Literatiirde, kadin 6gretmenler kadar ¢ocuk bakimi ve
egitiminde sorumluluk alabilecekleri, erkek 6gretmen olarak cocuklara model teskil
edebilecekleri, ve hassasiyetle bakimveren birer yetiskin olabilecekleri tizerinde
onemle durulmaktadir (Fagan, 1996, Cohen, 1992). Bunlara ek olarak, erkeklerin
giiriiltitye daha fazla tolerans gosterebilecekleri, hareketli ve aktif oyunlara daha
fazla katilimda bulunabilecekleri belirtilmektedir. Ayrica erkeklerin de sinif i¢indeki
catismalar ve sorunlarla basedebilecekleri ve bunlar1 ¢éziime ulastirabilecekleri ifade
edilmektedir. Her ne kadar okul 6ncesi egitimi alaninda calisan ya da bu alanda
calismay: tercih eden erkeklerin sayisi smirli olsa da (Cameron, 2001), okuloncesi
ogretmenligi programlarma devam eden erkek aday ogretmenlerin ve alanda
profesyonel olarak calisan diger erkek ogretmenlerin diistincelerinin, cinsiyet
dengesizligini ve yanliligini ortadan kaldirmada etkili olacag: diistintilmektedir.

Bu bakisacisindan hareketle yapilan bu ¢alismada, erkek 6grencilerin tercihlerini
etkileyen distincelerin ve tercihlerine yonelik tepkilerin ortaya ¢ikarilmasi
amaclanmistir. Calismanin amacima uygun olarak okuldncesi dgretmenligi ticlincii
smifinda okuyan goniillti yedi erkek 6grenci ¢alismada yer almistir. Calismada yer
alan erkek 6grenciler halen Ege Universitesi Okulncesi Ogretmenligi Programi’na
devam etmektedirler.

Calisma kapsaminda yaklasik birer saat stiren iki odak grup seansi
yirtittilmistiir. Konuyla ilgili diistincelerini ortaya ¢ikarmak amaciyla, arastirmacilar
tarafindan literatiire dayal1 olarak hazirlanan yapilandirilmis yedi soru ¢grencilere
yoneltilmistir. Okuloncesi 6gretmenligi programina kayit yaptirmadan 6nce ve sonra
ogrencilerin duygu ve diistincelerinde, cevreden gelen kendilerine yonelik tepkilerde
degisimler olup olmadig1 sorgulanmistir. Bu sorulara ek olarak, konu hakkinda
derinlemesine bilgi edinmek igin alternatif sorular ve sondalar kullanilmustir.
Calismada biri yiirtitiicti digeri ise yardimc1 olmak tizere iki moderator yer almustir.
Yiirtitiicli moderator sorular1 yonlendirmis, yardimc: moderator ise seanslarin yazili
olarak kaydmi tutmustur. Ayrica seanslarin yazili kaydi sirasinda ortaya ¢ikabilecek
problemleri ve veri kaybin1 6nlemek amaciyla ses kaydi da yapilmustir. Seanslarin
ardindan verilerin yazili dokiimleri yapilmis ve icerik analizi yoluyla, iki kodlayic1
tarafindan, bu veriyi tanimlayan temalar belirlenerek kategoriler olusturulmustur.

Tiirkiye’de okuldncesi 6gretmenligi programlarmna devam etmekte olan erkek
Ogrenci sayisina bakildiginda, erkek 6grencilerin egitimin bu alaninda calismay1 ¢ok
nadir tercih ettikleri goriilebilmektedir. Kaliplasmis cinsiyet rollerine uygun mesleki
tercihler yapma ya da bu alanlarda calisma kiiltiirimiizde de oldukga yaygun
goriilen bir durum olarak karsimiza ¢ikmaktadir. Bu noktadan hareketle, bu yedi
erkek ogrencinin okuldncesi 6gretmenligi programima devam etmeyi neden tercih
ettikleri calismanin temel merak konusu olmustur. Bu O6grenciler, daha once
okuloncesi egitim kurumlarina giderek alanda uygulama sansina sahip olduklar1 icin
tictincti sinifa geldiklerinde bu calismanin yapilmasi uygun goriilmiistiir

Gontlliiliik esasina uygun olarak yiiriitilen bu calismada, oncelikle erkek
ogrencilere yapilmasi planlanan ¢alismanin amaci, ne zaman ve ne sekilde
ytiriitiilecegi, elde edilen sonuglarin hangi amagclarla kullanilacag: hakkinda kisa
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bilgiler verilmistir. Daha sonra 6grencilerin ¢alismaya katilmak icin goniillii olup
olmadiklar1 sorulmustur. Yedi 6grencinin tiimii ¢alismadan ¢ok hoslandiklarmi ve
boyle bir calismanin parcast olmak igin istekli olduklarini ifade etmislerdir. Bunun
tizerine, arastirmacilar tarafindan hazirlanan ve calismaya goniillii olarak
katildiklarini ifade eden formlar 6grencilere imzalatilmistir. Ardindan 6grencilerle
birlikte uygun bir tarih ve saat belirlenerek, boliim icinde seanslarin kesintiye
ugramadan ytiriitiilmesini saglayacak bir oda ayarlanmistir. Etkili iletisim icin daire
biciminde yerlestirilen sandalyelerde yiirtitiilen seanlar sirasinda motivasyonu
arttirmak amaciyla 6grencilere icecek ve yiyecekler ikram edilmistir.

Ogrencilerin verdigi bilgiler dogrultusunda alt1 temel kategori tanimlanmustir.
Bunlar; tercihleri etkileyen faktorler, duygularda ve diisiincelerde degisimler,
cevreden gelen tepkiler, cocuklarin tepkileri, uygulama &gretmenlerinin ve yonetici-
lerin tepkileri ve program degerlendirme olarak belirlenmistir. Her ne kadar baz
6zel durumlar konusunda zaman zaman fikir ayriligina dismiis olsalar bile, genel
olarak hepsinin diisiinceleri tanimlanan alt1 temel kategori etrafinda toplanmustir. Bu
¢alismanin sonunda ortaya ¢tkan énemli bulgulardan biri, 6grencilerin yasadiklar:
staj deneyiminin, iki 6grenci disinda, tiim dgrencilerin diistincelerinde olumlu yénde
degisime yol acmasidir. Bu nedenle 6grenciler basarili bir okuldncesi 6gretmeni ola-
rak gorev yapabileceklerini ifade etmislerdir. Buna ek olarak, uygulama okullarinda
yaptiklar staj sirasinda ¢ocuklardan, alanda calisan 6gretmenlerden ve yoneticiler-
den ilgi ve kabul gormeleri onlarin erkek birer okuloncesi egitimcisi olabileceklerine
iliskin kendilerine olan giivenlerinin artmasinda etkili olmustur.

Ayrica, seanslar sonunda, okuloncesi 6gretmenligi programlarmin erkek
ogrenciler acisindan nasil zenginlestirilebilecegi konusunda diistincelerini 8grenmek
amaciyla da sorular sorulmustur. Bu dogrultuda calismaya katilan erkek 6grencilerin
oldukca yararli onerileri olmustur. Bunlar arasinda, baba egitimi ve baba-¢ocuk
saghig1 gibi derslerin agilmasi, okuldncesi egitiminde daha fazla erkegin rol almasi
icin farkli calismalar yapilmasi ve alanda erkek 6grenciler i¢in daha fazla uygulama
deneyiminin saglanmasi gibi oneriler yer almistir. Bu oOneriler, arastirmacilar
tarafindan okuldncesi 6gretmenligi programinin yeniden gézden gecirilmesi ve en
azindan erkek 6grenciler agisindan se¢meli derslerle zenginlestirilmesi i¢in bir firsat
olarak gortilmiistiir.

Calisma sonunda elde edilen bulgular genel olarak degerlendirildiginde, erkek
ogrencilerin okuloncesi 6gretmenligi programini bilerek ve isteyerek se¢cmedikleri
anlagilmaktadir. Ancak farkli okul6ncesi egitim kurumlarinda yasadiklari alan
deneyimleri, iki 6grenci disinda, diger bes 6grencinin diistincelerinde olumlu yénde
bir degisime neden olmustur. Bu degisimde, alan deneyimi sirasinda karsilastiklar
cocuklarin ve bazi1 6gretmenlerin gostermis olduklari ilgi ve aldiklar1 olumlu
geribildirimler etkili olmustur. Boylece 6grencilerin erkek okuloncesi 6gretmeni
olarak alanda rahatca c¢alisabileceklerine iliskin kendilerine giiven duymaya
baslamuslar ve alanda ¢alismak tizere motivasyonlar: artmistir.

Calismanin bulgular ile literatiir bulgulart oldukga iligkili bulunmustur. Bu
dogrultuda, erkek dgrencilerin alanda okultncesi 6gretmeni olarak ¢alismalari icin
desteklenmeleri gerekliligi ortaya ¢cikmaktadir. Bu meslek alaninda erkek 6gretmene
duyulan ihtiyaca iliskin yapilacak olan bilgilendirmelerin, erkek &grenci sayisini
arttirmada etkili olacag: diistiniilmektedir.
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Ogretmenler I¢cin Bilgisayar Tutum Olgeginin
Giivenirlik ve Gegerlik Calismasi

Study of reliability and validity of computer attitude scale for
teachers

Recep BINDAK*
H.Coskun CELIK*

oz Bu calismada ilkogretim 6gretmenlerinin bilgisayara yonelik tutumlarimi
olgen bir olgek gelistirilmesi amaclanmistir. Calismada Bilgisayar Tutum
Olgegi gelistirilmis ve olgegin gegerlik giivenirligine iliskin bulgular
sunulmustur. Calismanin drneklemini 125 erkek 136 bayan olmak tizere
toplam 261 ogretmen olusturmustur. Bilgisayar Tutum Olgeginin
gtivenirligi i¢in Cronbach alfa i¢ tutarliik katsayilar1 ve madde toplam
puan korelasyonu tekniklerinden yararlamlmistir. Olgegin biitiinti icin
Cronbach alfa i¢ tutarlilik giivenirlik katsayis1 0.91, test yarilama teknigine
dayali giivenirlik katsayis1 0.87 olarak elde edilmistir. Olgegin gegerligi
uzman goriisii ve faktor analizi ile test edilmistir. Faktor analizi sonuglarina
gore Bilgisayar Tutum Olgeginin yarist olumsuz, 22 maddeden olustugu
ve bu maddelerin 4 alt faktére ayrildig gortilmiistiir. Dort alt faktor tim
varyansin %58.3'tinti aciklamaktadir. Bu arastrma bulgularindan yola
cikilarak elde edilen nihai Bilgisayar Tutum Olgegi gecerligi ve giivenirligi
ytiiksek bir 6l¢gme araci olarak degerlendirilmistir.

Anahtar Sozciikler: Ofretmen, Bilgisayar tutum olcegi, Likert tipi olcek,
Giivenirlik-gecerlik

ABSTRACT  The purpose of this study is to develop a scale that measures the attitude
toward computer of primary school teachers. In this study, the Computer
Attitude Scale is improved and reliability and validity of this scale were
presented. The sample of the study consist of 261 teachers, 125 male and
136 female. For the reliability of the scale, internal consistencies of the total
scores were assessed by use of Cronbach alpha cofficient and item-total
correlation techniques. Cronbach alpha for the whole scale was found to be
0.91. It has a split-half reliability of 0.87. The validity of the Computer
Attitude Scale was determined by the ratings of judges and factor analysis.
Factor analysis results revealed that the Computer Attitude Scale
containing 22 items loaded on four factors. There are 11 negative and 11
positive attitude items in the scale. Four factors interpreted 53,8% of total
variance of the scale scores. The final computer attitude scale has been
evaluated as a means of having high validity and reliability.

Key Words: Teacher, Computer attitude scale, Likert scale, Reliability-
validity.
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GIRIS
Her gecen giin yeni teknolojilerin giinliik yasamimizda artan bir hizla yer aldig:
goriilmektedir. Guntimiiziin hizla degisen ve gelisen diinyasinda, bilim ve
teknolojideki gelismeler, bilginin ¢nemini arttirmis, bilgi toplumlarmin olusmasma
neden olmus ve toplumlarin yasam bigimlerini degistirmistir. Bu degisiklikler egitim
sistemlerini de etkilemistir. Bu etki sonucu, egitim sistemi i¢indeki kurumlar egitim

stirecinde bilimsel ve teknolojik gelismelerin tirtinii olan teknolojilerden yararlanma
yoluna gitmislerdir (Akkoyunlu ve Deryakulu,1998).

Giuntimiiz kosullarinda teknolojinin egitime etkisi tizerinde durulurken ilk akla
gelen bilgisayar ve bilgisayar kullanimidir. Giinltik yasamimizin bu kadar cok
bolimiinde kullanulan bilgisayarlarin, stiphesiz ki, egitim 6gretim kurumlarimin
disinda kalmasi da beklenemez. Bilgisayarlar her gecen giin okullarda ozellikle
Ogretme Ogrenme siireclerinde daha fazla kullamilmaktadir. Egitimde bilgisayar
teknolojisinin kullanilmasmin amaci bilgisayar ve bilgi teknolojisi araclarmi her
kademedeki 6grenme ortamlarina entegre etmek, 6grenme ortamlarini desteklemek
dolayisiyla egitimin kalitesini arttirmaktir. Egitimde bilgisayar teknolojisinin
kullanilmasinin bir diger amact ise bilgi teknolojisi araci kullanim yetenegini
ogrencilere kazandirmak, 6grenciyi pasif 6grenme ortamindan kurtararak kendi
kendine aktif bir sekilde 6grenme yetenegi kazanmasini saglamak, 6gretmenlerin
ders planlarini hazirlamak, derslerini uygulamak, 6lgme-degerlendirme araglarini
gelistirmek, not vermek, egitsel materyallerini hazirlamak ve kendilerini gelistirme
amagli olarak kullanmalarini saglamak seklindedir (Cavas ve dig.,2004).

Egitimde bilgisayar teknolojisinin etkin bir sekilde kullanilmasinda birtakim
sorunlarla karsilagilmast olasidir. Ogretmenlerin, teknolojinin sundugu olanaklardan
etkin ve verimli bir bicimde yararlanmasin etkileyen onemli etmenlerden birisi,
onlarin teknolojiye bakis acilar1 ve teknolojik araglara karsi tutumlaridir (Gomleksiz
ve Saglam,2004). Ogretmen ve Ogrenci gibi kullanicilarin veya karar verme islevi
goren yoneticilerin olumsuz tutumlari, teknolojik bir yeniligin okullarda
kullanilmasina yonelik en 6nemli engeller arasinda gosterilmektedir (Deniz,1994). Bu
nedenle bilisim teknolojilerini 6gretimde aktif olarak kullanmalarini saglamak icin
oncelikle 6gretmenlerin bilgi teknolojilerine karsi olan tutumlar1 pozitif hale
getirilmelidir (Yildiz ve dig.,2002).

Yapilan bazi arastirmalar, bilgisayar ile ¢alismanin bilgisayara yonelik olumlu
tutum gelistirdigini ortaya koymustur (Keser, 2001; Tuluk ve Baki,1999; Ocak,2004).
Bilgisayarlarmn okullarda hak ettigi yeri almas1 ve etkin bir sekilde kullanilmasi icin
oncelikle bilgisayarlara iliskin tutumlarmn bilinmesi gereklidir. Bilgisayarlarin
okullarda egitim 6gretim stireclerinde yer almasiyla birlikte, bu stireclerde yer alacak
elemanlarin tutumlarinin bilinmesi, olast sorunlara karsi gerekli onlemlerin
alnabilmesi agisindan 6nem tasimaktadir. Bilgisayarlarin egitim o6gretim
stireclerinde kullamilmasinda baslica role sahip olan dgretmenlerin tutumlarinin
bilinmesi 6nem tasimaktadar.

Ogretmenlerin bilgisayara karst olan tutum, davramis ve inamslarinin
ogrencilerin bilgisayara kars: olumlu tutum ve davranis olusturmalarinda énemli bir
faktor oldugu agiktir. Bu bakimdan 6gretmenlerin bilgisayara yonelik tutumlarmin
Olctilmesine iliskin bir oOlcegin hazirlanmasi, tutumlar1 etkileyen etmenleri
belirlemede ve olumsuzluklara yonelik tedbir almada gerekli olacaktir. Ayrica
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ogretmenlerin tutumlarmin bilinmesi, yiiriitiilmekte olan bilgisayar destekli 6gretim
uygulamasina katkida bulunacaktir.

Cesitli tutum tanimlarindan yola c¢ikilarak bilgisayara yonelik tutumlar
tanimlanmistir. Buna gore bilgisayar tutumu, bireyin bilgisayara, bilgisayar
kullanimina, bilgisayar kullananlara ve bilgisayarin toplumsal ya da kisisel etkilerine
yonelik olarak sahip oldugu diistince, duygu ve davranislari iceren bir egilim olarak
tanimlanabilir (Deniz, 1994: 30).

Literattirde bilgisayara yonelik tutum &lgegi gelistirme calismalarina
rastlanmaktadir. Berberoglu ve Calikoglu (1992), orijinali Ingilizce olan olcegi
Tirkce'ye adapte ettikleri calismalarinda 4 alt 6lcekten olusan 40 maddelik Tiirkce
Bilgisayar Tutum Olgegini gelistirmislerdir. Calismada alt 6lgeklerin giivenirlik
katsayilar1 0.57 ile 0.72, 6lgegin tiimii icin giivenirlik katsayisi ise 0.90 bulunmustur.
Bir baska calismada orijinali 1ngilizce olan ayn1 dlgek Ibrani diline 30 maddelik ve 3
alt olcek seklinde adapte edilmistir (Katz ve Jones, 2000). Deniz (1994) tarafindan
Marmara Universitesi 6grencileri tizerinde yiiriitilen caligmada 42 maddelik
Bilgisayar Tutum Olgegi-Marmara (BTO-M) gelistirilmistir. Taslak olgeginde 90
madde bulunan ¢alismada madde analizleri sonucu madde sayis1 42’ye indirgenmis
ve i¢ tutarlilik giivenirlik katsayisi 0.92 olarak elde edilmistir. Ogretmenlerin ve aday
Ogretmenlerin cesitli degiskenlere gore bilgisayar tutumlarinin incelendigi calismalar
da bulunmaktadir (Liu et.al.2004; Pelton and Pelton,2001; Roussos, 2004). Bu
calismalarda erkeklerin bilgisayara yonelik tutumlarmmin bayanlarin tutumlarindan
daha olumlu oldugu, bilgisayar kullandiktan veya bilgisayar ile ilgili egitim aldiktan
sonra Ogretmenlerin bilgisayara yonelik tutumlarmin olumlu yoénde degistigi
gorilmiistir.

Bu calismanin amaci Ilkogretim okullarinda gorevli 6gretmenlerin bilgisayara
yonelik tutumlarini 6lgecek Likert tipi bir clcek gelistirmektir.

YONTEM
Orneklem

Bu calismanin verileri Siirt ilinde bulunan ilkégretim okullarinda gorevli
ogretmenlerden elde edilmistir. Veri toplamak icin Siirt il merkezinde yapilan 2003-
2004 egitim-6gretim yil sonu toplantisina katilan 6gretmenlere anket uygulanmustur.
Anket formu degerlendirmeye alinan 6gretmen sayisi, 125 erkek ve 136 bayan olmak
tizere 261°dir. Likert tipi olcek gelistirmede, anket uygulanilan grubun sayisimnin,
madde sayisindan en az bes kat fazla olmasi gerektigi (Tavsancil,2002) goz oniine
almarak ayrica érneklem se¢imine gidilmemistir.

Veri Toplama aracinin gelistirilmesi ve uygulanmasi

Olgegin gelistirilmesinin ilk asamasinda madde havuzu olusturulmustur. Madde
havuzu olusturulurken ilgili kaynaklar (Berberoglu ve Calikoglu, 1992; Katz ve dig,
2000; Deniz, 1994; Katz ve Jones, 2000; Valois ve dig., 2000) gozden gecirilmis, ilgi,
sevgi, korku, kayg: belirten tutum ctimleleri belirlenmistir. Bu ctimleler 5 dereceli
Likert tipine uygun olacak sekilde diizenlenerek bir anket taslagi olusturulmustur.
[fadelerin dil ve anlatm bakimindan uygunlugu igin Tirk Dili ©6gretim
elemanlarmin, tutumun degisik boyutlarin1 kapsamas: i¢in ve Egitim Bilimleri
ogretim  elemanlarmin  goriislerine  basvurulmustur. Boylece  ilkogretim
ogretmenlerinin bilgisayar tutumlarini ifade edebilecek 28 tane ifade yazilmustir.
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Bunlarin yarisi olumsuz ifade niteligindedir. Arastirmacilar tarafindan 6gretmenlerin
kisisel bilgilerini edinmeye yonelik 2 soru ve bilgisayara karst olumlu ve olumsuz
tepkileri yansitan ctimlelerden elde edilen 28 maddelik 5 dereceli Likert tipi bir anket
formu hazirlanmastir. Son sekli verilen bu anket formu Haziran 2004'te Siirt ilinde
gorev yapmakta olan ve yil sonu toplantisina katilan ilkogretim okulu
ogretmenlerine uygulanmustir.

Verilerin Analizi

Anketi cevaplayan her bir denek her bir maddeye bes kategoride tepkide
bulunmaktadir. Yiiksek tutum puani olumlu bilgisayar tutumunu gosterecek sekilde
her bir tepki puanlanmustir. Bu nedenle “Tamamen katiliyorum, Katiliyorum,
Kararsizzim, Katilmiyorum, Hi¢ Katilmiyorum” seklindeki tepkiler olumlu
maddelerde  5-4-3-2-1 seklinde ve olumsuz maddelerde 1-2-3-4-5 seklinde
puanlanmistir. Boylece her bir veri toplama aract madde tepki puanlar1 toplamindan
olusan o6lcek (toplam) puani elde edilmistir. Madde analizinde madde puanlar: dizisi
ile toplam puanlar dizisi kullanilmistir. Anketten elde edilebilecek en yiiksek puan
140, en diistik puan ise 28 olmaktadir.

BULGULAR VE YORUM

Olgegin giivenirlik ve gegerliginin yiiksek olmast i¢in hangi maddelerin segilmesi
gerektigini ortaya c¢ikarmak amaciyla yapilan madde analizinde her bir maddenin
6l¢me giictini belirlemek icin madde-toplam puan korelasyona dayali madde analizi
yapilmistir.

Madde-toplam puan korelasyonu i¢in madde puanlar: dizisi ile toplam puanlar
dizisi kullanilmistir. Her maddeye ait puan dizisi ile 6lgegin toplam puani arasindaki
korelasyonlar Tablo 1’de gosterilmistir.

Tablo 1. Madde analizine iliskin sonuclar

Madde Madde-Toplam Madde Madde-Toplam
No Puan Korelasyonu No Puan Korelasyonu
1 0,376* 15 0,560%
2 0,403* 16 0,539*
3 0,477% 17 0,629*
4 0,352* 18 0,512*
5 0,485* 19 0,632*
6 0,568* 20 0,485*
7 0,530* 21 0,658*
8 0,346* 22 0,061
9 0,529* 23 0,609*
10 0,529* 24 0,591*
11 0,649* 25 0,513*
12 0,530* 26 0,284*
13 0,391* 27 0,386*
14 0,565* 28 0,346*
*p<0,01

Madde toplam puan korelasyonu istatistiksel olarak manidar olmayan yirmi
ikinci maddenin o6l¢ekten ¢ikarilmasi kararlastirdmistir. Olgegin guvenirligini
yiikseltmek i¢in bu madde ile birlikte korelasyon katsayilar1 diisiik olan 8, 26 ve 28.
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maddelerin, olgekle olciilmek istenen tutumun olgiilmesine c¢ok az katkida
bulunacaklarina karar verilmis ve dlgekten atilmistir. Bu maddeler digindaki tiim
madde-toplam puan korelasyonlar1 0,01 diizeyinde anlamli bulunmustur. 24 madde
icin 6lgegin Cronbach alfa i¢ tutarlilik katsayisi hesaplanmis ve her bir madde icin
“madde silindikten sonra 6lgegin i¢ tutarlilik katsayis1” degerlerine bakilarak 6lgegin
glivenirligini distiren madde bulunmadig1 goriilmiistiir.

Verilerin faktor analizi i¢in uygun olup olmadigini belirlemek icin KMO degeri
hesaplanmis ve Bartlett Testi uygulanmistir. Sonucta KMO degerinin (0,905) istenen
degeri (0.60) sagladigi gorulmiis ve Bartlett testi ki-kare degerinin anlamli (x2
=2491,8; p<0.001) oldugu goriilmiistiir. Bu degerlere bakarak verilerimize faktor
analizinin uygulanabilecegine karar verilmistir (Biiytikoztiirk,2002).

Olgegin yap1 gegerligini belirlemek igin yapilan faktér analizinde dondiiriilmemis
temel bilesenler analizi kullanilmis ve su bulgulara ulagilmistir: 24 madde ile yapilan
ilk analizde faktor yiiklerinin 0,397 ile 0,760 arasinda degistigi goriilmustiir. Birinci
Faktor analizinde maddelerin bes faktore ayrildig1 goriilmustir. Tki veya daha fazla
faktordeki yiik degerleri birbirine ¢ok yakin (fark <0,1) olan 1. ve 25. (1; “bilgisayar
beni korkutmuyor” ve 25; “konu bilgisayarla calismak oldugunda kendime cok
giivenirim”) maddelerin, Slgegin yap1 gegerligini diistirdiigtine karar verilmistir.
Geri kalan 22 maddeye asal eksenlere gore dondiiriilmiis (varimax) temel bilesenler
analizi uygulanmasi sonucunda maddelerin dort faktore ayrildigi ve bu faktorlerin
acikladiklar: toplam varyans oraninin %53,8 oldugu gorilmustir.

Bilgisayar Tutum Olgegi'nin faktorlerinin acikladiklari toplam varyans oranlart
soyledir.

Tablo 2. Faktorlerin agikladiklar: ortak varyans oranlar

Faktorler ~Ozdeger Agikladigi Varyans % Toplam

varyans
Faktor-1 7,752 35,235 35,235
Faktor-2 1,768 8,038 43,273
Faktor-3 1,246 5,663 48,935
Faktor-4 1,070 4,865 53,801
Toplam 11,836 53,801 53,801

Olgegi olusturan 22 maddenin toplandig1 faktorler ve faktor yiik degerleri Tablo
3'te 6zetlenmistir.

Tablo 3. Maddelerin yer aldig: faktorler ve faktdr yiik degerleri

FAKTOR-1 FAKTOR-2 FAKTOR-3 FAKTOR-4

Madde Yiik Madde Yiik Madde Yiikk Madde Yiik
No Degeri No Degeri No Degeri No  Degeri

21 .763 16 .730 10 .780 2 738
12 .652 14 .697 9 .708 4 .682
23 .651 7 .662 19 541 24 449
27 .623 17 .622 3 .393 6 440
20 .607 13 .614

18 .595

11 542

5 518

15 457
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Son sgekliyle 22 maddeden olusan Bilgisayar Tutum Olgeginin i¢ tutarlilik
katsayis1 hesaplanmistir. Cronbach Alfa katsayist 0,91 olarak bulunmustur. Test
yarilama yontemi ile hesaplanan gtivenirlik katsayisi ise Sperman-Brown diizeltmesi
ile 0,87 olarak bulunmustur. Elde edilen verilere gore 6lcegin yeterince giivenilir
oldugu sdylenebilir.

Bilgisayar Tutum Olgegi'nin biitiin olarak giivenirlik analizinin yam sira, tlgekte
bulunan dort alt faktoriin her biri bir alt 6lgek kabul edilerek her birinin giivenirligi
ayrt ayrt hesaplanmistir. Olgegin alt faktorlerine iliskin Cronbach alfa giivenirlik
katsayilar1 Tablo 4'te gosterilmistir.

Tablo 4. Alt faktdrler icin grivenirlik katsaylar

Faktor Maddeler Cronbach a
1 5-11-12-15-18-20-21-23-27 0.84
2 7-13-14-16-17- 0.79
3 3-9-10-19 0.72
4 2-4-6-24 0.66

Tabloda goruldiugi gibi 4.faktor disindaki alt faktorlerin giivenirlik katsayilar:
oldukca yiiksektir. Madde sayist goz oniinde tutuldugunda 4.faktériin giivenirlik
katsayisinin yeterli oldugu soylenebilir.

Aym1  faktérde toplanan maddelerin ifadelerine bakilarak faktorler
adlandirilmistir. Buna gore birinci faktér altinda toplanan 9 maddenin bilgisayar ve
bilgisayar ile calismada kendine giivenme ile ilgili (“11.Bilgisayarla calisabilecegime
eminim” gibi) olumlu ifadeler icerdigi goriilmiistiir. Bu nedenle bu faktére “kendine
giliven boyutu” adi verilmistir. Tkinci faktor altinda toplanan 5 madde, bilgisayar
veya bilgisayarmn egitim ogretimde kullanilmasi ile ilgili olumsuz 6nyarg: belirten
(“14.Bilgisayarlar kendimi rahatsiz etmeme neden oluyor” gibi) ifadelerden olustugu
goriilmiis, bu faktore “on yargi boyutu” adi verilmistir. Ugtincti faktor altinda
toplanan maddeler bilgisayar ile calisma hakkinda olumlu ve olumsuz ifadeler
(“9.Bilgisayarla calismanin zevkli ve tesvik edici oldugunu diistintiyorum” gibi) ile
ilgili oldugundan bu faktore “bilgisayar kullanma boyutu” ve bilgisayarla ¢alisma
konusunda kayg: ifade eden (“4.Bilgisayarla calisirken sinirli olurum” gibi) 4
maddeden olusan faktor-4’e “bilgisayar kaygis1 boyutu” ad1 verilmistir.

Bilgisayar Tutum Olgeginin alt faktorlerinin birbiriyle ve toplam 6lgek puaniyla
iliskisi incelenirken biri toplam o6lcek puani olmak {izere bes puan dizisi
kullanilmistir. Bu puan dizileri olusturulurken her bir faktér bir alt clgek kabul
edilmis, faktorii olusturan madde puanlari toplanarak alt 6lgek puanlari elde
edilmistir. Bu puan dizileri arasindaki iliskileri ortaya ¢ikarmak igin Pearson
momentler carpim korelasyon katsayilar1 hesaplanmustir. Sonuglar Tablo 5'te
gosterilmistir.

Tablo 5. Faktdrlerin birbirleriyle ve toplam dlgekle korelasyonlar:

Onyargi  Kullanma  Kaygi  Toplam Olgek

K. Giiven 0.54* 0.59* 0.55* 0.89*
Onyarg1 0.62* 0.56* 0.80*
B.Kullanma 0.55* 0.80*
Kayg1 0.77*

*: p<0.001
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Alt faktorlerin birbirleriyle ve toplam o6l¢ek puaniyla gosterdigi yiiksek ve
anlamli  korelasyonlar, Bilgisayar ~Tutum Olgegi'nin yap1  gegerligini
desteklemektedir.

SONUC VE ONERILER

Bu calismada 6gretmenlerin bilgisayara yonelik tutumlarmni 6lgebilecek Likert tipi
Bilgisayar Tutum Olgegi gelistirilmis ve olcegin giivenirlik gecerligine iliskin
bulgular sunulmustur. Taslak 6lgcek olusturulurken literatiirden benzer calismalar
taranmis ve bilgisayar tutumunu yansitacak ifadelerden bir madde havuzu
olusturulmustur. Uzman goriisleri alinarak 28 maddelik taslak olgek
olusturulmustur. 5 dereceli Likert tipinde taslak tlcek ve kisisel bilgileri elde etmeye
yonelik 2 soru uygulanmistir. Korelasyona dayalt madde analizi ve faktor analizi
sonucunda 6 madde olcekten ¢ikarilmustir. Son sekliyle 6lgegin 11’i olumsuz toplam
22 maddeden olustugu, bu maddelerin; kendine giiven, ényargy, bilgisayar kullanma
ve kaygt seklinde adlandirilabilen 4 faktér altinda toplandigi, bu faktorlerin toplam
varyansmn %58.3'tinti acgikladig1 ortaya cikmustir. Olgegin tiimii igin ig tutarhilik
guvenirlik katsayis1 tiim dlgek i¢in 0.91, ve alt 6lcekler i¢in sirasiyla 0.84, 0.79, 0.72 ve
0.66 olarak bulunmustur.

Bu calismada gelistirilen olcek ile gesitli arastirmalarda gelistirilen o6lcekler
karsilastirldiginda madde sayisi bakimindan Ogretmenler Icin Bilgisayar Tutum
Olgegi (O-BTO)'nin madde sayisinin daha az oldugu soylenebilir. Buna karsilik O-
BTO'nin alt boyut sayist ile Berberoglu ve Calikoglu (1992), Deniz (1994) ve Liu et.al
(2004) calismalarinda bulunan alt boyut sayis1 aynidir. Alt boyut isimlerinin farkl
olmasi, bir boyut altinda toplanan pozitif ve negatif maddelerin pozitif tutumu
gosterecek sekilde puanlanmasindan kaynaklanmis olabilir. Ayni orijinalli 6lgegin
farkl dillere (Berberoglu ve Calikoglu, 1992; Katz & Jones, 2000) farkli alt boyut ve
farkli madde sayisi ile adapte edilmis olmast dikkate alinirsa bu g¢alismada
gelistirilen tlcegin literatiire bir zenginlik katacag1 beklenmektedir.

Bu olgegin ogretmenlere uygulanmasiyla elde edilecek bulgular Bilgisayar
Tutumu ile Bilgisayarn egitim ogretim etkinliklerinde kullanilmasi arasindaki
iliskiyi ortaya c¢ikarmak, ogretmenlerin bilgisayara yonelik tutumlarmin ne tiir
degiskenlere bagli oldugunu belirlemek igin kullamlabilir. Ogretmenlerin
tutumlarinin bilinmesi, ytirtittilmekte olan bilgisayar destekli 6gretim uygulamasina
katkida bulunacaktir.



Egitim Aragtirmalar1 45

KAYNAKCA

Akkoyunlu, B., Deryakulu, D. (1998). Cagdas Egitimde Yeni Teknolojiler. Eskisehir:
Anadolu Universitesi AOF Yayinlar1 No: 564.

Berberoglu, G. ve Calikoglu, G. (1992). Tiirkce Bilgisayar Tutum Olceginin Yap1
Gegerliligi. Ankara Universitesi Egitim Bilimleri Fakiiltesi Dergisi, 24 (2), 841-845.

Biuiytikoztiirk, S. (2002). Veri Analizi El Kitabi. Ankara: Pegem Yaymlari.

Cavas, B, Kisla, T., Twining, P. (2004). Egitimde Bilgi ve Iletisim Teknolojilerinin
Kullanimina Yonelik Bir Arastirma, www.kn.open.ac.uk/public/getfile.cfm?
documentfileid=4551 05 Haziran 2004 tarihinde indirilmistir.

Deniz, L. (1994). Bilgisayar Tutum Olgegi'nin Gegerlik, Giivenirlik ve Norm
Calismas1 ve Ornek Bir Uygulama. Marmara Universitesi Sosyal Bilimleri
Enstitiisii, Doktora Tezi.

Gomleksiz, M.N., Saglam, Z. (2004). Polis Meslek Yiiksekokullari'nda Okuyan
Ogrencilerin Bilgisayar Kullanma Aligkanliklari (Elazig, Malatya, Diyarbakir
flleri Polis Meslek Yiiksek Okullar1 Ornegi). www.elazigemniyet.gov.tr/bilim 2
May1s 2004 tarihinde indirilmistir.

Katz, Y. ].& Jones, S.H. (2000). The reliability and validity of the Hebrew version of
the computer attitude scale, Computer & Education, 35, 149-159.

Keser, H. (2001). Yonetici Adaylarinin Teknolojiye Yonelik Tutumlari, IV.Fen Bil. Egitimi
Kongresi 2000 Bildiriler Kitabi. Ankara: MEB Basimevi.

Koksal, H. (1999). Ogretmen Egitimi ve Bilisim Teknolojisi. Yasadikca Egitim, 62, 2-5.

Liu, Pei-L., Heng-Yu Ku, Falvo, D., Charsky, D.Cheng, Y-C., Hsin-Ye Yeh & Buskirk

E. (2004). “Result of attitude toward computer use for pre-service teacher.” [Online]
Retrieved on  15-July-2004, at URL:http://center.uoregon.edu/ISTE/
NECC2004/handout_files_live/KEY_264034/NECC_ACTUS_Proceedings.pdf

Ocak, M.A. (2004). Adult Learners’ Attitudes Toward the Computers: A Case Study.
http:/ /www.albany.edu/eqre/ papers/28EQRE.doc>5 5 Haziran 2004 tarihinde
indirilmistir.

Ozgtiven, 1.E. (1999). Psikolojik Testler (3. Baski). Ankara: PDREM Yaynlart.

Pelton, L.F. & Pelton, T. W. (2001). “Building attitudes: How a technology course
affects preservice teachers’ attitude about technology.” [Online] Retrieved on 7-
April-2005, at URL: http://www.math.byu.edu/~Ifrancis/tim%27s-page/
attitudesite.html

Roussos, P.(2004). “Computer attitude corelates.” [Online] Retrieved on 14 December
2004 at URL: http:/ /psychology.uindy.gr/ICTE_paper_Roussos.pdf

Tavsancil, E. (2002). Tutumlarin Olgiilmesi ve Spss ile Veri Analiz.. Ankara: Nobel Yaym
Dagitim.

Tezbagaran, A. A. (1997). Likert Tipi Olcek Geligtirme Klavuzu (3.Baski). Ankara: Tiirk
Psikologlar Dernegi Yayinlari.

Tuluk, G., Baki, A.(1999). Bilgisayar Destekli Matematik Ogretiminin Ogretmen Adaylar:
Uzerindeki Etkileri, IIL.Ulusal Fen Bilimleri E§itimi Sempozyumu Bildiriler Kitabu.
Ankara: Milli Egitim Basimevi.

Valois, P., Frenette, E., Villeneue, P., Sabourin, S. & Bordeleau, C. (2000).
Nonparametric item analysis and confirmatory factorial validity of the computer
attitude scale for secondary students, Computer & Education, 35, 281-294.

Yildiz, R., Sinbiil, A.M., Halis, 1., Kog, M. (2002). Ogretim Teknolojileri ve Materyal
Gelistirme. Konya: Mikro Yayinlari.



Eurasian Journal of Educational Research

EK
Madde Olgegi Olusturan Maddeler
No
2 Bilgisayar kullanmak sanirim benim igin ¢ok zor olur.
3 Bilgisayarla calismay1 isterim
4 Bilgisayarda calisirken sinirli olurum
5 Yeni bir problemi bilgisayar kullanarak c¢ézmeye calismam gerekse
genel olarak bu konuda kendimi iyi hissederim
6 Bilgisayar ile ilgili problemleri ¢6zmek bana ¢ekici gelmiyor
7 Bilgisayar hakkinda bir seyler 6grenmek zaman kaybidir
9 Bilgisayarla ¢alismanin zevkli ve tesvik edici oldugunu diisiintiyorum
10  Bilgisayara karsi Saldirgan ve diismanca duygular besliyorum
11 Bilgisayarla calisabilecegime eminim
12 Bilgisayarla calismak motivasyonumu arttirir
13  Bilgisayar kurslar1 almak icin zahmete girmem
14  Bilgisayarlar kendimi rahatsiz etmeme neden oluyor
15  Bir bilgisayar dili 6grenebilecegime eminim
16  Bilgisayarda gecirdigim zamanlarin biiytik bolimi kay1p sayilir
17 Hayatimda hicbir zaman Bilgisayar kullanacagimi zannetmiyorum
18  Bilgisayarla ilgili bildigim bir konuyu arkadaslarimla paylasmayi
isterim
19 Bilgisayarla calismak konusunu diistindiigiimde endiseleniyorum
20  Bilgisayar dersi alirsam ¢ok basarili olurum
21  Bilgisayarla miimkiin oldugunca ¢ok ¢alisma yapacagim
23  Bilgisayar kullanmam gerekse kendimi rahat hissederim
24  Bilgisayarlar beni huzursuz ediyor ve aklimi karistiriyor
27  Bilgisayar terim ve kavramlarina hakim olduguma inaniyorum
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SUMMARY

The influences of computer and technology are increasing more and more in our
everyday activities. The computer is recognized as the dominant technology for
today’s age. Because of its increasing popularity in the society, certain factors
concerning computer-assisted learning need to be examined .Research continually
showed that lack of experience with computers fosters anxiety, lack of confidence,
and negative attitudes toward computers. As educators continue to realize the
importance of computer in traditional instruction, it will be necessary to explore and
investigate perceptions and attitudes of learners how to use computers.

The aim of this study is to develop a valid and reliable Likert type attitude scale
to measure the attitudes of primary school teachers towards computer.In this study,
the Computer Attitude Scale is improved and findings about reliability and validity
of this scale are presented. To determine the reliability of the scale, item analysis and
internal consistency have been examined. To determine the validity of the scale,
structure validity, factor analiysis have been estimated.

The data were collcted from (125 male and 136 female) totally 261 premiere
school teachers in Siirt. For the application of the scale a draft scale about attitude
toward computer were administred during a meeting by the researchers themself.
This study mainly consists of two parts. In the first part basic consepts and literature
about developing attitude scale were given. The second part is the pilot study, the
Computer Attitude Scale is improved and finding about reliability and validity of
this scale were presented. Corelations, factor analysis, and item analysis techniques
were used in data analyses. While developing the scale, related literature was
searched and experts’ ideas were benefited.

A 28 item draft scale with different dimension was applied to the pilot group.
According to findings of item analiysis and factor analiysis, 6 item are deleted. After
application of item and factor analysis on the draft scale 28 item pilot form, a 22 item
Likert type questionnaire was developed. There are 11 negative (2, 4, 6, 7, 10, 13, 14,
16, 17, 19 and 24t jtem) 11 positive (3, 5, 9, 11, 12, 15, 18, 20, 21, 23 and 27th) attitude
items in the scale.

To determine the reliability of the scale, item analysis and the internal consistency
cofficients were estimated. Internal consistencies of the total scores were assessed by
use of Cronbach alpha cofficient and item total (remainder) cerelation techniques.
Cronbach alpha for the whole scale was found to be 0.91. It has a split-half reliability
of 0.87 with Sperman-Brown. Corelations among the sub scales ranged between 0.54
and 0.62. For the reliability of the CAS, internal consistencies of the total scores were
assessed by use of Cronbach alpha cofficient and item total (remainder) cerelation
techniques. Factor analysis results revealed that the Computer Attitude Scale
containing 22 items loaded on four factors. 9 items in first sub-factor which measure
teachers’ confidence and interest, 5 items in second sub-factor measure prejudice.
Third sub-factor includes 4 items and measure computer use and 4 items in last sub-
factor measure computer anxiety. All four factors are interpreting 58,3% of total
original variance on scale scores. Cronbach alpha for four sub-scale-dimensions were
found to be 0.84, 0.79, 0.72 and 0.66, respectively.

The obtained findings indicate that the developed scale is a valiable and reliable
instrument that can be used to measure attitude towards computer on primary
school teachers.



|@ Eurasian Journal of Educational Research, 22, pp, 48-60 / 2006

Okul Oncesi Miizik Egitiminde Orff Ogretisinin
Miiziksel Beceriler Uzerindeki Etkileri

The Effect of the Orff Schulwerk in Preschool Music
Training on Musical Skills

Esin Ucal CANAKAY"
Sermin BILEN™

oz Bu arastirma, Orff 6gretisinin, 6grencilerin miiziksel isitme ve giizel sarki
soyleyebilme becerilerinin gelismesi, miizik dersine olan ilgi ve katilimlar:
tizerindeki etkilerini, geleneksel yaklasim ile karsilastirmali olarak
incelemek amaci ile gerceklestirilmistir. Arastirma, okul 6ncesi dénem 6
yas grubundan olusan iki grup tizerinde yapilmistir. Gruplardan birinde
Orff 6gretisine dayali miizik 6grenimi, digerinde ise geleneksel yaklasima
dayali miizik ©gretimi 14 ders stiresince uygulanmustir. Arastirmanin
verileri, deney stirecinden sonra uygulanan test, gézlem ve goériismeler ile
toplanmustir. Arastirmanin baslica sonuglar1 sunlardir: 1. Orff 6gretisine
dayali miizik 6grenimi, geleneksel yaklasima dayali miizik 6gretimine
gore; a)Miuziksel isitme becerileri, b)Giizel sarki soyleyebilme becerileri
tizerinde daha etkilidir. 2. Orff 6gretisine dayali miizik 6grenimi, derse ilgi
ve katilimi artirmaktadir.

Anahtar Sézciikler: Okul Oncesi Egitim, Miizik Egitimi, Orff Ogretisi

ABSTRACT The purpose of the present research is to investigate effects of Orff
Schulwerk on musical hearing skills, fine singing skills, interest and
involvement. Subjects included 6 aged of preschool children. There are
groups which were included in the research were randomly assigned to
one of the two conditions (a) Orff Schulwerk, (b) traditional method. Post
measures were collected scale, field notes, interview techniques. Major
results of the research are as follows: 1. The music education based on Orff
Schulwerk is more effective when compared to the traditional music
education in terms of developing a)musical hearing skills, and b)fine
singing skills. 2. The Orff Schulwerk improves the interest and attention of
the children in the music classes, it is found to be more enjoyable when
compared to other learning media and facilitates acquiring musical skills.

Key Words: Preschool Education, Music Education, Orff Schulwerk
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I
GIRis
Okul 6ncesi ¢aglar1 ¢ocugun duyussal, bilissel, fiziksel, sosyal gelisiminin ilk
basamaklarmi kapsayan ve kisilik temellerinin atildigi dénemdir. Bu nedenle bu
dénemde ¢ocugun duyussal, bilissel, fiziksel ve sosyal gelisimine katkida bulunmak

ve ¢ocugun yeteneklerini ortaya ¢ikarmak igin bilingli ve iyi planlanmis bir okul
Oncesi egitimi gereklidir.

Hizla degisen ¢aga ayak uydurabilmek i¢in 6zgiir iradeye sahip, diistincelerini
rahatlikla ifade edebilen, problemler Kkarsisinda cok gesitli ¢oziim Onerileri
getirebilen, yenilik¢i bireylerin yetismesi gerekmektedir. Bireyin duygu ve
diistincelerini ifade etmesinde, kisiligini ve yeteneklerini daha derinlemesine taniyip
gelistirmesinde, iyiye ve giizele yonelmesinde miizigin etkisi yadsinamaz bir
gercektir. Gelecekteki yasantilarinda mutlu, basarili, duyarli, dengeli, uyumlu,
kendine giivenen, yaratici, cagdas bireyler yetismesi icin okul ©ncesi doénem
¢ocuklarma iyi planlanmis, dogru bir miizik egitimi vermek gerekmektedir. Bu
nedenle, okul 6ncesi dénem miizik egitiminde ¢ocuklarin aktif oldugu, bilgilerin
yasanarak 6grenildigi ve miizikten bilgiye gidildigi, miizigin bir ifade aract olarak
kullanildig1 miizik 6grenme yaklasimlarma gereksinim duyulmaktadir. Besteci ve
egitimci Carl Orff'un (1895-1982) 6gretisi, okul 6ncesi miizik egitiminde bu acidan
biiyiik olanaklar saglamaktadir.

Orff Ogretisi; dil, miizik ve dansa dayali, “yasayarak 6grenme” ilkesinin temel
alindigy, yaraticiligin gelistirilmesinin 6n planda oldugu ve dgrencilerin aktif oldugu
bir miizik 6grenme yaklasimidir. Bu yaklasimda ritm, ezgi, form, armoni ve ses
timilarinin 6gretiminde dil, sarki, hareket ve galgilar ara¢ olarak kullanilmaktadir.
Orff Ogretisi, cocugun miizigi okumadan ve yazmadan &nce, ritm ile ezgiyi
hissedebilmesi ve yaratabilmesi gerektigi diistincesi {izerine kurulmustur. Ciinki
¢ocuklar, okuma ve yazmay1 6grenmeden once konusmay1 6grenmektedirler (Jeter,
http:/ /www.musicstaff.com/lounge/article5.asp).

Okul oncesi doénemde miizik, ¢ocugun en o6nemli ©zelliklerinden biri olan
yaraticiliginin gelistirilmesine temel olusturmaktadir. Miizigin drama, oyun, dans ve
dogaclama gibi yaratici etkinliklerle birlikte kullanilmasiyla ¢ocugun kendini ifade
etmesi, grup icinde sosyallesmesi, 6zgiiven kazanmas: ve sanatsal yaraticiliginin
artmasi saglanabilmektedir.

Dogaglama ve yaraticilik, Orff Ogretisinin merkezini olusturmaktadir. Orff
Ogretisi icinde yer alan her etkinlik, bireyin yaraticiigini gelistirmeye yoneliktir. Orff
Ogretisinde beden perkiisyonu ya da ritm calgilari ile yapilan ritmik dogaglamalar,
insan sesi ya da ezgi calgilariyla yapilan ezgisel dogag¢lamalar, doga¢lama danslar ve
dogaclama dramatizasyon calismalar1 ile bireyin yasami boyunca yaratici
diisiinmesine, karar verme yetisi kazanmasina, problemler karsisinda pek ¢ok ¢6ziim
yollar tiretmesine katkida bulunulmaktadir.

Orff, ritm igin viicut seslerinin ve jestlerinin énemli oldugunu vurgulamustir.
Oncelikle insan sesini ve en dogal calgilar1 kullanmustir. Her cesit boy, sekil ve
sesteki davula biiyitk énem vermistir (Jeter, http://www.musicstaff.com/lounge/
article5.asp). Orff Ogretisinde ritm calgilarin  6nemli yerinin olmasmin
nedenlerinden biri, bu calgilarin dogaclamaya ve yaraticiliga olanak tanimalaridir.
Her tiirlti calismada ritm calgilari, eslik calgisi olarak kullanilabilmekte ve her yas
grubu tarafindan rahatlikla calinabilmektedir.
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Miizik, her yasta bir anlatim bicimidir. Orff Ogretisinde cocuk, kendini
anlatmaya, kendini tamimayla baglar. Oncelikle bulundugu ortami tanmimaya,
mekanin ona ne kadar imkan tanidigin1 bulmaya ¢alisir. Daha sonra viicudunu kesfe
cikar. Ellerinin, kollarinin, ayaklarinmn, burnunun, kulaklarinin farkma varir.
Viicudunun nerelerinden ses cikabilecegini arastirir, dener ve bulur. Viicudunu
kullanmay1 ve calmay1 6grenir. Her cocuk, kendine ait ritmi yaratir ve bu ritmle
kendini anlatir. Carl Orff'a gore ritm Ogretilemez, ritm hayatin kendisidir, ritm
yalnizca dogabilir (Jungmair, 2003: 21).

Ritmden sonra sesinin en dogal calgt oldugunu fark eden ¢ocuk, sesiyle oyunlar
oynar, canlandirma ve taklitler yapar. Dogada duydugu her tiirlt sesi ¢ikarmaya
calisir ve kendine gore yorumlar. Ornegin, her cocugun farkli yagmur sesi, farkli kus
sesi vardir. Orff Ogretisinde en temel ¢alg: cocugun kendi dogal sesidir.

Miizik, ritm ve dil, ayrilmaz bir biittindiir. Okul 6ncesi egitimde iyi hazirlanms
bir miizik egitimi programinin, cocugun anadilinin gelismesinde etkisi biiytiktir.

Cocuk, cevresinde konusulanlart anlamadiginda rahatsizlik duyar, kalabalik
ortamlarda bulunmak istemez. Konusma yetersizliginin dogal sonuglar1 olan tiim bu
davranislar; tekerlemeler, sayismalar, cocuk sarkilar1 araciligiyla onlenebilmektedir
(Erkunt, 1996: 7).

Cocugu sikmadan, zorlamadan, oyunlastirarak soylenen tekerlemeler,
sayismalar, sarkilar ¢ocugun kelime dagarcigmni zenginlestirmesinin yaninda, dil
cabuklugu kazanmasini saglamakta, diizgiin ve anlamli ctimleler kurmasmna
yardimct olmaktadir. Orff Ogretisinde ritmik ve ezgisel dogaclamalara eklenen
anlamli ya da anlamsiz sozciikler dil cabuklugu saglanmasinda, sdylenen sarkilara
yeni sozler bulma calismalar1 ise yaraticilifin gelismesinde etkili olmaktadir.
Soylenen sozciikleri ya da calman ritmik motifleri tekrar etmeye dayali eko
oyununda, konusmanmn da bir ritminin oldugunun fark edilmesinin yani sira,
sozctiklerin akilda tutulup aynen tekrarlanmasi ve iyi duyurulmasi, yapilan
niianslarin taklit edilmesi de saglanmis olmaktadir. Isabel Carley’e gore dogaglama
¢alismalarma baslamak i¢in eko oyunundaki taklit asamasi biiytik 6nem tasimaktadir
(Carley, 1980: 326).

Dogaclama dramatizasyon calismalarinin 6zellikle ¢ocuklarin gelisimi {izerinde
etkileri biiytiktiir. Boyle bir calisma igerisinde yer alan ¢ocugun sosyallesmesi,
kendine ve diger gocuklara giiven ve saygi duymasy, farkli kararlara karsi hosgorili
olmasi, yeteneklerini kesfetmesi, ritmik ve estetik duygusunun gelismesi ve yaratici
kisilik gelistirmesine katkida bulunulmus olur.

Orff Ogretisi icerisinde yer alan dramatizasyon calismalari ile grubun birbiriyle
etkilesiminin saglanmasin yaninda birey, grubun bir tiyesi olarak grup tiyelerine
saygili olmay1 ve aym zamanda 6zgiir olmay1 6grenmektedir. Birey, grup icinde
onceki bilgi ve deneyimlerinin etkisinde kendi yaraticiligint 6n plana ¢ikarmaktadir.
Kendi yasaminda o ana dek karsilasmadig1 durumlarla karsilasip yeni ¢oziimler
tiretme imkan1 bulmaktadar.

Her cocuk, sevindiginde kendine 6zgii figtirlerle dans eder. Iste bu nedenle,
cocuk diinyasmna hayranlik duyan Carl Orff'un egitim anlayisinda hareket ve dans
biiyitk 6nem tasimaktadir. Ctinkii hareket etmek, cocugun dogasinda vardir.
Cocuklarin bu enerjileri yerlerine oturtarak bastirilmamali, aksine ¢n plana
¢ikarilmali, ¢ocuklar bunun icin yonlendirilmelidir. Cocuk, dans ederek bedenini



Egitim Aragtirmalar1 | 51

rahat birakmay1, kendini 6zgiirce ifade etmeyi, tiim kaslarini koordineli kullanmay1
ogrenmektedir.

Tim bunlara karsilik, 6gretmenin sarkiyir kendi sesiyle ya da bir calgiyla
seslendirmesi ve ogrencilerin sarkiy:1 tekrarlamasma dayali, genellikle 6gretmenin
aktif oldugu geleneksel miizik 6gretiminde ise bireyin kendini ifade edebilmesi ve
yaraticiliginin gelistirilmesine yonelik etkinliklere rastlanmamaktadir.

Okul oncesi donem miizik egitiminde c¢ocuklarin aktif oldugu, bilgilerin
yasanarak o6grenildigi 6grenme yaklasimlarina gereksinim duyulmaktadir. Bu
diisiinceden yola cikarak, bu arastirmada “Orff Ogretisine dayali miizik 6greniminin
miiziksel becerilerin gelismesi tizerindeki etkileri”ni arastirmak amaciyla asagidaki
sorulara yanit aranmistir:

1. Orff ogretisine dayali miizik 6grenimi, geleneksel yaklasima dayali miizik
O0gretimine gore:

a. Miiziksel isitme becerilerinin,

b.Gtizel sarki soyleyebilme becerilerinin gelismesi tizerinde anlaml
farkliliklar géstermekte midir?

2. Cocuklarm, Orff Ogretisine dayali yaklasimla gerceklestirilen miizik 6grenimi
uygulamalar1 sonrasindaki, 6grenme stiresince yapilmis etkinliklerden zevk
alma, derse ilgi, derse katilim ve beceri kazanma ile ilgili goriisleri nelerdir?

YONTEM

Bu aragtirmanin deneklerini Dokuz Eyliil Universitesi Saglik Kiiltiir ve Spor
Dairesi Bagkanligi I no’lu Kres’ine 2002 - 2003 6gretim yil1 ikinci yariyilinda devam
eden dokuz kisilik alti yas grubu ile II no’lu Kres'in on kisilik 6 yas grubu
olusturmustur.

Arastirma 6ncesinde deneklerin miiziksel bilgi ve becerileri olmamasi nedeniyle,
bu arastirmada sontest kontrol gruplu arastirma modeli kullamilmistir (Kaptan, 1977:
168). Arastirma modeli Tablo 1'de verilmistir.

Tablo 1. Arastirma Modeli

Grubun ad: Denel islemler Deney sonrasi

Giizel Sarki Soyleyebilme
Orff Ogretisine dayal | Becerilerine [liskin Gozlem Formu

Deney grubu miizik 6grenimi Miiziksel Isitme Testi
Cocuklarla yapilan goriisme
Kontrol Geleneksel yaklasima Guzel. Sa.rkl S(.)yh.eyeb.l_lme
.. ... . .| Becerilerine Iliskin G6zlem Formu
grubu dayali miizik 6gretimi

Miiziksel Isitme Testi

Gruplar arasinda bir miizik etkinligi ile ilgileri bakimindan farklilik olup
olmadigma ve anne-baba meslek durumlarina bakilmistir. Her iki grupta da 6zel
miizik dersi alan ve anne-babasi miizikle ilgili bir meslekte calisan denegin
bulunmadig1 saptanmustir.

Her iki grupta gerceklestirilen miizik derslerinde hedeflerin, konularin, sarkilarin
ve siirenin ayni olmasina 6zen gosterilmistir. Ttim ¢ocuklar miizik yapmaya
isteklendirilmis, dogru ve giizel sarki soOyleyebilmenin temel davranislart
gerceklestirilmeye calisilmistir.
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Ancak Orff Ogretisine dayali miizik derslerinin yiiriitildiigii grupta, beden
perkiisyonu kullanilmis, eko oyunu oynanmis, ritmik ve ezgisel dogaclamalar ile
danslara yer verilmis, ritm ve ezgi calgilar1 kullanilmaistir.

Her iki grupla gergeklestirilen 14 derslik deney siirecinin bitiminde, grupta Gtizel
Sarki Soyleyebilme Becerilerine Tliskin Gozlem Formu aracihigi ile deneklerin giizel
sarki soyleyebilme becerilerine bakilmis ve Miiziksel Isitme Testi uygulanmustir.
Ayrica deney grubundaki cocuklarm Orff Ogretisine dayali yaklasimla
gerceklestirilen etkinliklerden zevk alma, derse ilgi, derse katilim ve beceri kazanma
ile ilgili gortislerini belirlemek amaciyla gelistirilen Gértisme Formu dogrultusunda
deneklerin gortisleri alinmistir.

Giizel Sarki Soyleyebilme Becerilerine {liskin Gozlem Formu ve Miiziksel Isitme
Testi'nin gelistirilmesinde Bilen (1995: 167-168) tarafindan gelistirilmis gozlem formu
ve testten yararlanilmistir.Testteki sorular arastirmaya uygun olarak yeniden
diizenlenmis ve 4 miizik egitimi uzmanu ile 2 cocuk gelisimi uzmanmin goriislerine
sunularak teste son bicimi verilmistir. Uzman gortisleri dogrultusunda testin gecerli
oldugu saptanmustir. Testin gtivenirliginin belirlenmesi amaciyla test, ayni cocuklara
deney stirecinden sonra bir ay arayla iki kez uygulanmustir. Test-tekrar test
yontemine gore deney grubunun iki testinin korelasyon katsayist r= .939, kontrol
grubunun korelasyon katsayis1 r= .799 olarak hesaplanmustir. Bu sonuclar, testin
glivenirliginin yiiksek oldugunu gostermektedir. Daha ©nce bir arastirmada
kullanilmis olan 12 maddelik Gtizel Saki Soyleyebilme Becerilerine [liskin Gozlem
Formu, okul 6ncesi donem c¢ocuklarma uygun 10 maddesi alnarak arastirmada
kullanilmistir (Bilen, 1995: 167).

Deney grubunda uygulanan goriisme sorularinin hazirlanmasimda, Aysan ve
arkadaslarina ait projede kullanilan gériisme sorularindan yaralanilmistir (Aysan ve
dig., 2003). Goriismeler sirasinda ¢ocuklar tarafindan yeterince anlasilmamasi
nedeniyle, 8 maddeden olusan gortisme sorularindan biri atilmis ve 7 madde
arastirma kapsamina alinmistir. Cocuklarin sorulara verdikleri yarutlar, gértisme
sirasinda yazili olarak kaydedilmistir. 5 alt baglikta toplanan yanitlar, 2 miizik
egitimi uzmani ve 1 ¢ocuk gelisimi uzmaninin goriislerine sunulmus, arastirmaci ve
diger uzmanlar tarafindan yanitlarin incelenmesi sonucu belirlenen kategoriler,
tartisilarak gortis birligiyle arastirma kapsamina almmustir.

Arastirmada elde edilen verilerin ¢6ztimlenmesi amaciyla asagidaki istatistiksel
teknikler kullanilmistir (Buiytikoztiirk, 2002: 31,149).

= Ortalama

= Korelasyon

= Mann-Whitney U Testi

BULGULAR

Deney sonrasinda Miiziksel Isitme Testi, Giizel Sarki Soyleyebilme Becerilerine
lliskin Gozlem Formu ve cocuklarla yapilan goriismelerle elde edilen verilerin
istatistiksel ¢oztimlemeleri ile ortaya ¢ikan arastirma sonuglar1 soyledir:

1. Orff Ogretisine dayali miizik 6grenimi, geleneksel yaklasima dayali miizik
dgretimine gore miiziksel isitme becerileri {izerinde daha etkilidir.

Deney ve kontrol grubunun Miiziksel Isitme Testinden aldiklar1 puanlarn sira
ortalamalar: ve Mann-Whitney U testi sonuglar1 Tablo 2'de verilmistir.
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Tablo 2. Deney ve Kontrol Gruplarimin Miiziksel Isitme Testinden Aldiklar: Sontest
Puanlarina Gore Sira Ortalamalart ve Mann-Whitney U Testi Sonuglar:

Sira Sira
Gruplar " Ortalamas: Toplanmu v P
Deney 10 14.50 145.00
Kontrol 9 5.00 45.00 000 000

“U=.000, P<.05

Tablo 2'de goriildiigu gibi Mann-Whitney U Testi sonucunda p degerinin .05"ten
kiiciik olmasi nedeniyle, gruplar arasindaki farkin anlamli oldugu bulunmustur
(U=.000,P<.05). Bu bulgu, Orff C)gretisine dayalt muzik 6greniminin geleneksel
yaklasima dayali miizik 6gretimine gore miiziksel isitme becerilerinin gelismesi
agisindan daha etkili oldugunu gostermektedir.

2. Orff Ogretisine dayali miuizik 6grenimi, geleneksel yaklasima dayali miizik
ogretimine gore giizel sarki soyleyebilme becerileri tizerinde daha etkilidir.

Deney ve kontrol gruplarinin Giizel Sarki Soyleyebilme Becerilerine Tliskin
Gozlem Formundaki basari durumlarina gore sira ortalamalari ve Mann-Whitney U
Testi sonuglari Tablo 3'te verilmistir.

Tablo 3. Deney ve Kontrol Gruplarimin Giizel Sarki Soyleyebilme Becerilerine Iliskin
Gozlemdeki Basart Durumlarina Gére Sira Ortalamalart ve Mann-Whitney U Testi
Sonuglar

Sira Sira
Gruplar n Ortalamasi Toplamu U P
Deney 10 13.40 134.00
Kontrol 9 6.22 56.00 11.000 005

“U=11.00, P<.05

Tablo 3'te gortildtigii gibi Mann-Whitney U Testi sonucunda p degerinin .05'ten
kiigiik olmasi nedeniyle, gruplar arasindaki farkin anlamli oldugu bulunmustur
(U=11.00, P<.05). Bu bulgu, Orff Ogretisine dayali miizik &greniminin, geleneksel
yaklasima dayali miizik 6gretimine gore gtizel sarki soyleyebilme becerileri {izerinde
daha etkili oldugunu gostermektedir.

3. Cocuklarla yapilan goriismeler sonucunda, Orff Ogretisinin ¢ocuklarin miizik
dersine olan ilgi ve katilimlarini artirdigi, diger 6grenme ortamlarina gore
daha eglenceli oldugu ve miiziksel beceri kazanmay1 kolaylastirdig:
saptanmustir. Orff Ogretisine dayali miizik 6grenimi uygulamalar ile ilgili
cocuklara yoneltilen sorular ve cocuklarin goriisleri asagida kategoriler
halinde goriilmektedir.

Cocuklarin miizik dersini sevme nedenlerine iliskin gortisleri Tablo 4.1'de
verilmektedir.
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Tablo 4. 1. Cocuklarin Miizik Dersini Sevme Nedenleri

Kategoriler

Icerik

Ogretmenin etkililigi

“Cnki ¢ok giizel bir sey. Oyun
oynadigim icin.”

“Ctnki en sevdigim ders. Dansi
seviyorum.”

“Cok gtizel miizikler oluyor. Hem
de cok iyi 6gretiyor, cok kolay
dgreniyoruz.”

“Hep gelsin isterim

Ornek “Sarki soylemekten hoslaniyorum. En |6gretmen.”

ctimleler |fazla calgi calmaktan hoslaniyorum.” | “Ciinkii en sevdigim ders. Cok
“... Ogretmenim cok giizel seyler eglenceli. ............ ogretmeni cok
Ogretiyor.” seviyorum.”
“Ciinkii ok giizel, cok eglenceli e ogretmeni cok seviyorum.”
oluyor. Oyun oynamays1 seviyorum.”
“Calg calinca hem ¢ok eglenceli, hem
de sarki 6greniliyor.”

Tablo 4. 1’e gore cocuklar, miizik dersini sevmelerini dersin icerigine ve

ogretmenin etkililigine baglamaktadirlar. Bu sonuca dayanarak Orff Ogretisinin
oyun, dans ve calgi esliginde sarki sdyleme 6gelerini iceren bir dgretim yaklagimi
olmasmin, ¢ocuklarin derse olan ilgilerini ve derse katilimlarii olumlu yoénde

etkiledigi soylenebilir.

Cocuklarin miizik derslerinde gerceklestirilen etkinliklere iliskin goriisleri Tablo

4. 2’de verilmektedir.
Tablo 4. 2. Cocuklarin Miizik Derslerinde Gergeklestirilen Etkinliklere Iliskin Goriisleri

Ornek
ciimleler

Kategoriler

Yaraticilik ve dogaclama

Oyun ve dans

Miiziksel beceriler

“Cok farkli seyler
ogrendigimi diistintiyorum.
Calgi calmayi, oyun
oynamayl, miizige hareket
bulmay1, miizigi
canlandirmay1. Once
kafamizda diistiniiyoruz,
sonra canlandiriyoruz
miizigin esliginde.”
“Miizik, dans, oyun
figtirlerini kendim
buluyorum, miizige yakisan.”

“Oyun oynamay1,
oyunla sark: 6grendik.”
“Calgi calmayi, dans
etmeyi, miizikleri kendi
bulduklarimizla
canlandirmayi, hareket
bulmay1.”

“Sarki 6grendim,
calgl, dans
ogrendim.”

“Sarki sdylemeyi...
Bazilarinda sadece
sarkilar soyledik,
bazilarinda sarkiyla
oyunlar da oynadik.
Sonra... Calgt
ogrendik.”

“Dans, sarkilar, calgt
calmak.”

Tablo 4. 2'ye gore cocuklar, miizik derslerinde yaraticilik ve dogaclama, oyun ve
dans, miiziksel beceri etkinlikleri yapildigi goriisiindedirler. Cocuklar miizik
derslerinde sarki soylediklerini, calgi caldiklarini, oyun oynadiklarini, dans
ettiklerini, canlandirma yaptiklarin1 (dramatizasyon), miizige uygun dans figiirii

olusturduklarini ifade etmislerdir.

Cocuklarin miizik derlerinde uygulanan geleneksel yaklagimlarla Orff Ogretisi

arasindaki farklara iliskin gortisleri Cizelge 4. 3’te verilmektedir.
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Tablo 4. 3. Cocuklarin Miizik Derslerinde Uygulanan Gelencksel Yaklagimlarla Orff Ogretisi
Arasindaki Farklara Iliskin Goriisleri

Kategoriler
Icerik ve Yontem Arag - Gereg
“Once calg1 calmiyorduk, canlandirma R ogretmen tek gitar
yapmiyorduk, oyun da 6grenmiyorduk. Simdicaliyor. ............ dgretmen cok

yapiyoruz ama biitiin miizik dersleri giizel.” |calg1 caliyor, bize de
............ ogretmen daha degisik, giizel seyler |caldirtiyor. Hem de oyun

ogretiyor. Hareketler 6gretiyor, oyunlar Ogretiyor.”
Ornek  |08retiyor. Oyun oynamak farkli, bir de calg1 | “Ikisinde de sarki
ciimleler calmak.” Ogreniyoruz. ........... Ogretmen
Y ogretmenin dersi giizel, oyun calg1 caldirtiyor, oyun
oynandigi icin. Odiil veriyor. Sarki sdyletmesi [6gretiyor.”
daha giizel. Dans var. Calgilar1 daha ¢ok “Simdiki miizik dersi daha
kullaniyoruz.” giizel. Gitar olmadan daha iyi

oluyor. Hep sark:
soyleyebiliyoruz. Fazla calisip
is yapiyoruz.”

Tablo 4. 3’e gore cocuklar, miizik derslerinde uygulanan geleneksel yaklasimlarla
Orff Ogretisi arasinda igerik, yéntem ve arag - gereg acisindan farkliliklar oldugu
goriigiindedirler. Bu sonug, Orff Ogretisinin, 6grencilerin miizik dersini sevme
nedenlerinden calgi calma, oyun oynama ve dans etme 6gelerini igeriyor olmasi, bu
yaklasimin ¢ocuklarin miizik dersine karsi ilgilerini olumlu yonde etkiledigini
gostermektedir.

Cocuklarin miizik dersinde 6grenilenleri ders disinda kullanma sikliklar: Tablo 4.
4’te verilmektedir.

Tablo 4. 4. Cocuklarin Miizik Dersinde Ogrenilenleri Ders Diginda Kullanma Sikliklar:

Kategoriler
Evde Disarida (bahcede, Diger derslerde
oyun alanlarinda)
“Evde aynisin1 anneme, “... Salincak “... Anneannemin
babama, agabeyime sallanurken de gotirdiigii Jimnastik
. dgretiyorum.” soyliiyorum. Bahgede |salonunda oyunlar1
Ornek  |“ Anneme, yengeme, oyunlar1 oynuyorum.”|gosteriyorum.”
ctimleler anneanneme, babaanneme  |“...Disarida “Erdal Amca’ya
sark1 soyliiyorum.” arkadaslarima ogrendiklerimi tekrar
“... Ben anneme sarki sarkilari, oyunlar: ediyorum. Erdal
ogrettim. Evde ¢ok calg1 var, |6gretiyorum.” Amca, drama
o calgilarla denedim. Ogretmenimiz...”
..Miizige yakisan hareketleri
buluyorum.”

Tablo 4. 4’e gore ¢cocuklar, miizik derslerinde 6grenilenleri evde, disarida ve diger
derslerde tekrar etmektedirler. Bu durumda, derslerde 6grenilenlerin kalict oldugu
ve dgrenilenlerin ders disinda tekrar etmeye deger bulundugu soylenebilir.

Cocuklarin miizik derslerinde yapmak istediklerine iligkin goriisleri Tablo 4. 5'de
verilmistir.
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Tablo 4. 5. Cocuklarin Miizik Derslerinde Yapmak Istediklerine Iliskin Goriisleri

Kategoriler
Beklentiler
“Hepsini ¢ok ¢ok yapmak isterdim.”
“Bagka istedigim bir sey yok.”
Ornek ciimleler |“Bilmem... aynilarmi.”
“Daha ¢ok oyun oynamak, dans etmek isterim.”
“Oyun oynamay1 6gretmene biz 6gretmek isterdik.”
“Bizim bildigimiz oyunlart ......... Ogretmene ogretmek
listerdim.”

Tablo 4. 5'e gore gocuklar, miizik derslerinin igerik ve yontemini etkili bulmakta,
gerceklestirilen etkinliklere yeni bir sey eklemeye gerek duymamaktadirlar. Bu
sonug, cocuklarm miizik derslerinde kullanilan Orff Ogretisinden zevk aldiklarmn
gostermektedir. Cocuklarmn bildikleri oyunlar1 miizik dersi 6gretmenine 6gretmek
istemeleri, derslerde kullanilan 6gretim yaklasimlarinin 6gretmen ve cocuklar
arasinda gticlii bir iletisim kurmaya olanak sagladigimni gostermektedir.

TARTISMA VE SONUC

Arastirma sonuglar1 incelendiginde, Orff Ogretisine dayali miizik 6greniminin
geleneksel yaklasima dayali miizik 6gretimine gore miiziksel isitme becerileri, giizel
sarki soyleyebilme becerileri, derse ilgi ve katilim tizerinde anlamli derecede etkili
oldugu goriilmektedir.

Orff Ogretisine dayali miizik derslerinin uygulandigt grubun, geleneksel
yaklasima dayali miizik derslerinin uygulandig1 gruba gore daha basarili olmalari,
Orff Ogretisine dayali miizik derslerinde &grencilerin derse aktif katilimma ve
miizige iliskin tiim bilgi ve becerileri yasayarak 6grenmelerine baglanabilir.

Aragstirmada, Orff Ogretisine dayali miizik 6greniminin uygulandigi deney
grubu ile geleneksel yaklasima dayalt miizik 6gretiminin uygulandigi kontrol grubu
arasinda, miiziksel isitme Dbecerileri agisindan anlamli farkliliklar oldugu
saptanmustir. Geleneksel yaklasima dayal1 derslerin ytrtttildiigu grupta, cocuklarmn
aktif olmamasi ve bilgilerin 6gretmenden ¢ocuklara aktarilmasi, bilgi ve becerilerin
unutulmasma, ¢ocuklarin derse olan ilgi ve katiimlarmin azalmasma neden
olmaktadir.

Aragstirma sonuglarma gore, Orff Ogretisine dayali miizik 6greniminin giizel
sarki sdyleyebilme becerilerinin gelistirilmesinde, geleneksel yaklasima dayali miizik
Ogretimine gore daha etkili oldugu anlasilmaktadir. Her iki grupta da ses egitiminin
gereklerinin yerine getirilmesine ragmen, Orff Ogretisine dayali miizik derslerinin
yapildig1 grupta oyun, dans, dramatizasyon, calgi calma gibi yaraticilig1 gelistirmeye
yonelik etkinliklerin 6n planda olmasmin, ¢ocuklarin derse olan ilgilerini olumlu
yonde etkilemesi nedeniyle, giizel sarki sdyleyebilmeye iliskin becerilerin daha kalici
oldugu sdylenebilir.

Yapilan goriismelerde cocuklar Orff Ogretisine dayali miizik derslerinde
gerceklestirilen oyun, dans, calgi ¢alma, dramatizasyon gibi yaraticiliga yonelik
etkinliklerden zevk aldiklarini, bu etkinlikler sirasinda mutlu olduklarin siklikla dile
getirmislerdir.



Egitim Aragtirmalar1 | 57

Bu sonuglar, yurt i¢i ve disinda farkli diizeylerde yapilan arastirma bulgularin
desteklemektedir (Persellin, 1999; Bilen ve dig., 2003).

Yukarida belirtilen sonuglar, Orff Ogretisine dayali miizik 6greniminin miiziksel
isitme becerilerinin ve giizel sarki soyleyebilme becerilerinin gelistirilmesinde, derse
ilgi ve katilimin artmasinda geleneksel yaklasima dayali miizik 6gretimine gore
daha etkili oldugunu gostermektedir. Bu durumun, bilgi ve beceri kazanmada
cocuklarm aktif katilimlarinin hedef alinmasindan kaynaklandig: sdylenebilir.

Arastirmanin sonuglarindan yola ¢ikarak program gelistirmecilere, okul 6ncesi
Ogretmenlerine, miizik 6gretmenlerine, okul oncesi egitim Ogretmeni ve miizik
Ogretmeni yetistiren kurumlara ve bu alanda calisan arastirmacilara sunlar
onerilebilir:

Ozgiivenli, diisiinen, yaratic1 ve cagdas bireylerin yetismesi icin, Tiirkiye’deki
okul 6ncesi egitim kurumlarinda miizik egitiminde fazla kullanilmayan Orff
Ogretisi, miizik egitimi yaklagimlar1 icinde yer almalidir.

Okul oncesi egitim kurumlarinda derslikler, fiziksel durum ve arag-gereg
bakimindan, miizik derslerinde Orff Ogretisinin uygulanmasma ortam
saglayabilecek sekilde diizenlenmelidir.

Okul oncesi egitim 6gretmeni ve miizik 6gretmeni yetistiren kurumlarda
miizik 6gretimi ile ilgili derslerin icerigi ve bu derslerin yapildig: derslikler
Orff ~ Ogretisinin ~ uygulanmasma  olanak  saglayabilecek  sekilde
diizenlenmelidir.

Calismakta olan okul oncesi 6gretmenleri ve miizik 6gretmenleri igin, Orff
Ogretisine dayali miizik dgrenimine iliskin hizmet ici egitim programlari
dtizenlenmelidir.

Milli Egitim Bakanligi'na bagli okul 6ncesi egitim kurumlarindan pilot okullar
secilerek Orff Ogretisi konusunda uzman kisilerin calistigi {iniversitelerin
denetiminde, bu okullarda Orff Ogretisinin uygulanmasina olanak
saglanmalidir.

Miizik egitiminde Orff Ogretisinin uygulanmas: ile ilgili arastirmalar
strdurtlerek bu 8gretinin kullanim alani genisletilmelidir.
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I
SUMMARY

The preschool period is the period in which the first bricks of the personality are
founded to constitute the social, cognitive, sensual and physical development. In
order to have happy, successful, sensitive, balanced, harmonious, self-confident,
creative and modern individual, the children must receive well-planned and true
music education in the preschool period. Because it is an undeniable fact that music
has a vital role for the individual to express his/her thoughts and emotions, to
deeply know his/her personality and capabilities and develop them accordingly, and
to orient towards the good and pretty things. Thus, there is a need for an approach of
music education in the preschool period in which the children are active, the
knowledge is learned through living and a transformation from the music to
knowledge takes place, and where the music is used as a means of expression. Orff
Schulwerk ensures significant opportunites within this regard in the preschool music
education.

Orff Schulwerk is a music learning approach based on the language, music and
dance where the principle of “learning through living” prevails, where the
development of creativity is the leading principle and in which the students are
active. Improvisation and creativity constitute the center of Orff Schulwerk.
Rhythmic improvisation performed using body percussion or rhythm instruments,
melodic improvisations performed using human voice or melodic instruments,
improvisation dances and improvisation dramatization studies contribute to life long
creative thinking of the individual, to acquire the ability to decide and produce
solution ways when faced with problems.

As opposed to all of these, in the traditional music education which is based on
teacher’s singing a song with his/her own voice or using an instrument and on
student’s repetition of the song, where the teacher plays the active role, we do not
encounter activities towards self-expression of the individual and development of
his/her creativity.

In the preschool period music education, there is a need for educational approach
where the children are active and the knowledge is learned through experiencing.
Originating from this thought, answers were sought to the following questions:

1. Does the music education based on Orff Schulwerk demonstrate significant
differences when compared to the traditional music education in terms of
developing

a. Musical hearing skills,
b. Fine singing skills?

2. What are the opinions of the children related to their enjoyment from the
activities performed during teaching, their interest in and attention to the
lesson and their ability to acquire skills following the music education
application performed through the approach based on Orff Schulwerk?

The subjects of this study was composed of age 6 group composed of nine and
ten members. Since, prior to the study, the subjects did not have any musical
knowledge and skill, the posttest control group study model was used in this study.

Attention was placed to ensure that the targets, subjects, songs and the period in
the music lessons performed in both groups are same. However, in the group where
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the music lessons based on Orff Schulwerk was executed, body percussion was used,
echo play was performed, rhythmic and melodic improvisations as well as dances
were included and rhythms and melody instruments were used.

At the end of the experiment period of 14 lessons, the subjects were controlled in
terms of their singing skills through the Observation Form Related to Fine Singing
Skills and the Musical Hearing Test was applied. Furthermore, the opinions of the
children, the subjects, were taken in line with the Interview Form which is developed
with the aim of determining their opinion with regard to their enjoyment from the
activities performed based on the Orff Schulwerk approach , their interest in and
attention to the lesson, and to the ability to acquire skills.

The results of the study derived through statistical analysis of the data obtained
are as follows:

1. The music education based on Orff Schulwerk is more effective when
compared to the traditional music education in terms of developing

a. Musical hearing skills, and
b. Fine singing skills.

2. The Orff Schulwerk improves the interest and attention of the children in the
music classes, it is found to be more enjoyable when compared to other
learning media and facilitates acquiring musical skills.
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The Effect of Learning Cycle Approach on
Students’ Achievement in Science

Ogrenme Evreleri Yaklagimunin Ogrencilerin Fen Basarisina Etkisi
Jale CAKIROGLU"

ABSTRACT  This study investigated the effectiveness of the 5E learning cycle on
students’” achievement on photosynthesis and respiration in plants.
Students’ achievement on photosynthesis and respiration in plants was
measured using the photosynthesis and respiration in plants test developed
by Haslam and Treagust (1987). The test was administered as pre-test and
post-test to a total of 67 eight-grade students in two intact classes of the
same elementary school located in an urban area. The experimental group
students (n=33) received the 5E learning cycle instruction and the control
group (n=34) received a traditional instruction. Test of Logical Thinking
(TOLT) and pre-test scores were used as covariates in this study. The
analysis of covariance (ANCOVA) showed a statistically significant
difference between the experimental and control groups in the favour of
experimental group after the treatment. A significant difference in gain
scores was detected between experimental and control groups for post test
scores. Analysis also revealed no significant difference between
performance of females and that of males. It is also indicated that
interaction of treatment with gender difference was not significant for
learning the concepts.

Key Words: science teaching, 5E learning cycle, photosynthesis, respiration
in plants

0z Bu calismanin amaci 5E 6grenme evreleri yaklasimiminin ve geleneksel
ogretim yonteminin sekizinci smuf 6grencilerin fotosentez ve bitkilerde
solunum konularimi 6grenmedeki basarisina olan etkisini arastirmaktir.
Ogrencilerin fotosentez ve bitkilerde solunum konularmdaki bilgi
diizeyleri Haslam ve Treagust (1987) tarafindan gelistirilen iki asamali tan
testi kullamilarak saptanmistir. Bu test, ayni okulun iki farkli smifinda
okuyan 67 sekizinci smif Ogrencisine  On-test ve son-test olarak
uygulanmistir. Deney grubundaki 6grenciler (n=33) dersi 5E ogrenme
evreleri yaklasimi ile islerken, kontrol grubunda (n=34) ise geleneksel
ogretim yontemi kullanilmistir. Verilerin analizi i¢in ortak varyans analizi
(ANCOVA) kullanilmustir ve dgrencilerin Mantiksal Diisiinme Yetenek
Testi (TOLT) ve oOn-test sonuglar1 ortak degisken olarak atanmustir.
Arastirma bulgular1 5E 6grenme yaklasimimin 8. smif 6grencilerinin
fotosentez ve bitkilerde solunum konularimi 6grenmesinde etkili bir
yontem oldugunu gostermistir. Bununla birlikte, cinsiyetin basar: tizerinde
anlamli bir etkisi bulunmamustr.

Anahtar Sozciikler: Fen ogretimi, 5E-6grenme modeli, fotosentez,
bitkilerde solunum

“ Middle East Technical University, Faculty of Education, jaleus@metu.edu.tr
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I
INTRODUCTION

Constructivism is seen as an orientation towards teaching and learning, a way of
viewing how teaching and learning occur or simply a way of thinking about learning
(Richardson, 1997). Constructivist theory suggests that learners construct meaning
through interactions with others, with materials, and by observation and exploration
of events (Driver, Asoko, Leach, Mortimer, & Scott, 1994; Yager, 1993). In the
construction process, what a learner already knows or believes interacts with a new
conception to which the learner has been exposed. Without cognitive and social
interaction, a new understanding may not develop or be understood (Brooks &
Brooks, 1999; Tobin & Tippins, 1993; Tobin, Tippins, & Gallard, 1994).

A teaching model compatible with a constructivist outlook with a long history in
science education is the learning cycle (Marek & Cavallo, 1997). The learning cycle
has been used with success in science classrooms for nearly four decades. Researches
reported that its success depends upon providing opportunities for student
interaction and dialogue through systematic instruction, learning experiences and
activities in each of well-known phases (Barman, 1989). The learning cycle allows
students to become active participants in the process of science as they construct
understanding of scientific concepts. It was developed to be consistent with the
inquiry nature of the scientific discipline and derived from Piaget’s model of mental
functioning (Lawson, Abraham & Renner, 1989). Based on Piagetian theory (1964),
mental functioning is the way in which information is processed by an individual.
Mental activities in the phases of the learning cycle promote what Piaget called
assimilation and accommodation. Use of the learning cycle helps students develop
new knowledge and reasoning patterns and requires students to apply newly gained
knowledge to unfamiliar areas. Once students become aware of their own reasoning
and apply new knowledge successfully, they are more effective in searching for new
patterns (Sunal & Haas, 1992).

As it was first developed by Robert Karplus, the learning cycle involved three
consecutive phases known as exploration, concept introduction, and concept
application that are based on the way people spontaneously learn about the world
(Lawson, 1995; Renner & Marek, 1990). As the learning cycle has been used,
researched, and refined over the years, some practitioners have extended the three
stages into five, known as the 5E learning cycle: Engagement, Exploration,
Explanation, Extension, and Evaluation (Trowbridge, Bybee, & Powell, 2000).
Regardless of the quantity of phases, every learning cycle has at its core the same
inductive instructional sequence. Briefly, the learning cycle begins with the active
engagement of students in investigating the natural phenomena. During exploration,
the teacher acts as a facilitator, providing materials and directions, guiding the
physical process of the experiment. After the exploration, the teacher promotes a
discussion period in which students share their observations with classmates. This is
the time in which the teacher connects student experiences to the target science
concept including the identification of scientific vocabulary. Once the concept has
been labelled, students engage in additional activities in which they apply their
recently formed understandings to new situations (Settlagh, 2000).

Since its inception in the 1960s, the learning cycle has been the focus of hundreds
of studies designed to assess its effectiveness (Barman, 1993; Blank, 2000; Cavallo &
Laubach, 2001; Colburn & Clough 1997; Gang, 1995; Lavoie, 1999; Lindgren &
Bleicher, 2005; Marek & Cavallo; 1997; Marek & Methven, 1991; Musheno & Lawson,
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1999; Norman &Caseau, 1995; Odom & Kelly, 2001). These researches have found
that instruction based on the learning cycle improves conceptual understanding and
process-skill achievement (e.g. Abraham & Renner, 1986; Lavoie, 1990; Marek &
Methven, 1991, Odom & Kelly, 2001). For example, Renner (1986) tested the
effectiveness of the learning cycle versus an expository teaching method of
instruction in promoting gains in content achievement and intellectual development
of ninth and tenth grade students. Results showed that the learning cycle promoted
intellectual development of learners. In addition, learners at the concrete level taught
by the learning cycle method did make significantly greater gains on concrete
concepts, and moved more often from one developmental level to another when
compared to students in the formal or expository group. The learning cycle has also
been used to test the ability of children to use science processes. Recently, Odom and
Kelly (2000) explored the effectiveness of concept mapping, the learning cycle,
expository instruction, and a combination of concept mapping/learning cycle in
promoting conceptual understanding of diffusion and osmosis. They found that the
concept mapping/learning cycle and concept mapping treatment groups
significantly outperformed compared to the expository treatment group in
conceptual understanding of diffusion and osmosis.

Research studies indicated a significant relationship between reasoning abilities
and biology achievement (Cavallo, 1996; Ehindore, 1979; Johnson & Lawson, 1998;
Lawson & Thompson 1988). For example, Johnson and Lawson (1998) investigated
the relative effects of reasoning ability on biology achievement in expository and
inquiry classes. They found that reasoning ability explained a significant portion of
variance in final examination score in both instructional methods. Moreover, Cavallo
(1996) found that reasoning ability best predicted students’ achievement in solving
genetics problems. In addition, Ehindore (1979) reported that the brightness defined
by students” performance on the biology tests is significantly related to the cognitive
developmental precocity. Furthermore, Lawson and Thompson (1988) tested the
hypothesis that formal reasoning ability is essential for seventh-grade students to
successfully deal with prior misconceptions and develop scientifically acceptable
biological conceptions concerning genetics and natural selection. They found that
number of misconceptions is consistently and significantly related to the reasoning
ability. What is more, Popeje and Burney (as cited in Odom & Kelly, 2000) reported
significant differences between levels of cognitive development and understanding
of diffusion and osmosis in the favour of formal students (Odom & Kelly, 2000).

It has been shown that constructivist theory can be implemented through many
different teaching models or designs; one of these is the learning cycle (Lawson,
Abraham & Renner, 1989). Although several studies have explored the effectiveness
of the learning cycle in different countries, less has been done in Turkey (Ates, 2005).
In addition, only small number of studies has been conducted with the 5E learning
cycle (Wilder & Shuttleworth, 2005). In an effort to increase the quality and extent of
constructivists, inquiry-based teaching science in Turkey, the purpose of this study is
to investigate the effectiveness of the 5E learning cycle on students” achievement on
photosynthesis and respiration in plants. Photosynthesis and respiration in plants
were selected as topics for this study because these concepts are being taught at
almost all level of schooling and judged to be difficult topics to learn. The processes
of photosynthesis and respiration play important roles in understanding of many
aspects of living systems. They are key to understanding how world functions as
ecosystem. For example, these processes are the essential in the cycling of matter and
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energy flow through ecosystems. Perhaps because of its curricular importance, there
have been several studies that focus on photosynthesis and respiration in plants
concepts (Alparslan, Tekkaya & Geban , 2003; Amir & Tamir, 1994; Asc, Ozkan,
Tekkaya, 2001; Anderson, Sheldon & Dubay, 1990; Bell 1985; Griffard & Wandersee,
2001; Haslam & Treagust, 1987; Stavy, Eisen, & Yaakobi, 1987; Tekkaya & Balc1, 2003;
Wandersee, 1985). Briefly, these studies revealed that the majority of students at all
grade levels have inadequate understanding of many aspects of photosynthesis and
respiration in plants such as plant nutrition, the role of water in plants, the role of
leaves in plants, gas exchange, autotrophy, the definition and importance of
photosynthesis, the role of light in photosynthesis, the role of chlorophyll in
photosynthesis, the relationship between food and energy, and the nature of
respiration and energy transformation.

This study was conducted to answer the following research questions:

1. Is there a significant difference between the effect of the 5E learning cycle
instruction and that of traditional instruction on eight-grade students’
achievement on photosynthesis and respiration in plants?

2. Is there a significant difference in gain in photosynthesis and respiration in
plants achievement between students enrolled in the 5E learning cycle
instruction and those enrolled in a traditional instruction?

3. Is there a gender difference with respect to the learning of photosynthesis
and respiration in plants concepts?

The results of this study might provide feedback to the teachers, curriculum
developers and researchers in Turkey.

METHODS
Subjects

The subjects of the study consisted of 67 eight-grade students from two intact
classes from one of the elementary schools located in urban area in Turkey. Intact
classes were used so as not to disrupt students’ regular schedule. This study utilized
the quasi experimental design. The instructional methods were randomly assigned to
the groups. The experimental group consisted of 33 students (15 girls and 18 boys)
and treated with the 5E learning cycle instruction. The control group consisted of 34
students (17 girls and 17 boys) and instructed in the traditional way. The socio-
economic status of the students was similar, majority of them coming from middle to
upper class families.

All the students participated fully in the study by attending classes, and
completing the pre-test and the post-test. In order to control for the teacher effect and
bias, all class activities of the both groups were observed by the researcher. Both
classes were taught by the same science teacher. Students in all groups were exposed
to same content for the same duration. Duration of lessons was six 40 minute
periods. The control group received the same treatment but was not exposed to the
5E learning cycle. In order to facilitate the proper use of the learning cycle in the
experimental group, the teacher was given two 45-minute training sessions prior to
the study. The teacher and researcher discussed instructional plans before presenting
activities to the students. In addition, both control and experimental groups were
observed by the researcher to control for the teacher effect and bias.
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Instruments
The Photosynthesis and Respiration in Plants Concept Test (PRCT)

This test, originally called “What do You Know About Photosynthesis and
Respiration in Plants?” was developed by Haslam and Treagust (1987). It was
administered to determine students’ understanding of photosynthesis and
respiration in plants. It included 13 two-tier multiple-choice questions. The first tier
of each item consisted of content knowledge with two, three or four alternatives and
the second tier consisted of reasons for the first tier. A student’s answer to an item
was considered correct if the student answered both the content part and the reason
part correctly. The instrument was translated and adapted into Turkish by the
researcher. The reliability of the test was found to be 0.70. The test was administered
to both experimental and control groups as pre-test and post-test.

Test of Logical Thinking (TOLT)

The Test of Logical Thinking, originally developed by Tobin and Capie (1981),
was used to determine the formal reasoning ability of the students. The test consists
of 10 items designed to measure controlling variables (items 1 and 2), proportional
(items 3 and 4), probabilistic (items 5 and 6), correlational (items 7 and 8), and
combinational (items 9 and 10) reasoning. Students select a response from among
five possibilities and then they are provided with five justifications among which
they choose from. The correct answer is the correct choice plus the correct
justification. This instrument was translated and adapted into Turkish by Geban,
Askar and Ozkan (1992). The reliability of the test was found to be 0.81.

Treatment

This study was conducted over a 3-week period. A total of 67 students from two
science classes were involved in the study. The classroom instruction for both groups
was given by the same teacher. One of the classes was assigned as the experimental
group and other as the control group. Students from both groups studied the topic of
photosynthesis and respiration in plants during the same period of time in two
different ways. While experimental group was instructed using a 5E learning cycle
instruction, control group received a traditional science instruction. The topics
related to the photosynthesis and respiration in plants was covered as part of the
regular classroom curriculum in the science course. The classroom instruction for
both groups had six 40-minute periods per week.

The control group received the traditional instruction involving lessons using
lecture/ discussion methods to teach the target concepts. Teaching strategies relied
on teacher explanation and textbooks. The students studied the textbooks on their
own before the class hour. Then, the teacher explained the concepts related to
photosynthesis and respiration in plants and wrote notes on the chalkboard about
the definition of concepts. These concepts were producer, plants’ food, purpose of
photosynthesis, formula of photosynthesis, and respiration in plants. The primary
underlying principle was that knowledge resides with the teacher and that it is the
teacher’s responsibility to transfer that knowledge as the facts to students. After
teacher explanation, some concepts were discussed by teacher-directed questions.
After explaining the concepts, the teacher performed demonstrations related with the
target concepts given in the science textbook. Teacher’s demonstrations were exactly
followed the procedure given in the science textbook. The students did not actively
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participate in the demonstrations. They observed the teacher silently and asked
questions. At the end of the lesson, teacher asked several questions related to the
demonstrations, received the students’ responses and explained the results.

The students in the experimental group were instructed with the 5E learning
cycle instruction. Two separate 5E learning cycle lessons, one for the photosynthesis
and one for the respiration in plants were designed by focusing on objectives of the
lesson. In the first phase, engagement, the students’ interest and motivation were
promoted by asking the questions about photosynthesis and respiration. The
purpose of this phase was to capture students’ imagination. In this phase, for
example, the teacher asked several questions to activate the students’ prior
knowledge and stimulate their thinking such as; “What do you know about the food
for plants? “What is food for animals?” “How do plants and animals obtain their
food?” The teacher requested the students to discuss the questions with their peers.
After discussion session, students were presented with a description of van
Helmont's experiment in which a green plant was planted in a tub filled with soil
and left to grow considerably in size and weight. The students were asked to discuss
with their classmates what would have happened to the weight of the soil in the tub.
The purpose of this task was to probe students” conceptions about the role of soil in
photosynthesis. The second phase, exploration, was designed to give students
common, practical experiences, allowing them to build on their developing concepts
and skills. The students gathered information, tested out ideas, recorded
observations, experiment, and so on. They explored new materials and new ideas
with minimal guidance. This information enabled them to begin answering questions
initiated in the engagement phase. In this phase, for example, groups of students
conducted a small experiment to find out plant’s food. In this activity, using a small
piece of leaf and iodine reagent, they tested the presence of glucose as the end
product of photosynthesis. In this phase, students worked in small groups, engaged
in hands-on activity, collected data and discussed their observations and ideas with
their peers. The third phase, explanation, permitted the students to make sense from
their explorations. They were encouraged to find patterns, relationships, and
answers to questions discussed in previous phases. For example, as the students
discussed the results of the experiments conducted in the exploration phase, the
teacher used this information to introduce the concept of producer, food of plants,
the purpose of photosynthesis, what plants need for photosynthesis, what plants
produce as a result of the photosynthesis. The next phase, elaboration, gave the
students the opportunity to extend their knowledge of concepts to other contexts.
This phase was designed such a way that it challenged the students to further test
their ideas in one or more new situations. In the Elaboration phase, for example, the
students investigated possible factors affecting photosynthesis such as light,
chlorophyll and carbon dioxide. For this purpose, teacher wrapped one of the house
plant leaf 2-3 days ago by using the aluminium foil. The students had given
opportunity to test presence of sugar on the wrapped leaf and compared the results
with the experiment done in the Exploration phase. Based on their observations,
students discussed with their classmates about the necessity of light for the
photosynthesis. The final phase is evaluation in which students’ understandings
were assessed by asking several open-ended questions about photosynthesis and
respiration.



Egitim Aragtirmalar: | 67

Data Analysis

At the beginning of the unit, TOLT and PRCT were administered to participants
of the study. After receiving classroom instruction, they were given PRCT. In order
to confirm if there were any significant differences in their post-test means
attributable to treatment effect on their achievement, an analysis of covariance
(ANCOVA) was computed using their pre-test and reasoning abilities scores as
covariates. ANCOVA adjusts for initial differences between groups and allows for
comparison of groups while controlling for other variables which explain variance on
dependent variable. Two-way ANCOVA was used to statistically analyze the data
obtained from the test scores and gender. In this analysis, gender and treatment
were considered as independent variables and PRCT scores was considered as the
dependent variables. The analysis was performed with the significance level of a =
0.05 using Statistical Package for Social Sciences (SPSS).

RESULTS AND DISCUSSION

The first purpose of the present study was to find out whether there were any
statistically significant differences in the participants’ post-test achievement
regarding photosynthesis and respiration in plants. Two-way ANCOVA was carried
out, with treatment and gender difference as the independent variables, the students’
reasoning abilities and pre-test scores related to photosynthesis and respiration in
plants concepts as covariates, and post-test scores as the dependent variable. Table 1
contains the summary of ANCOVA comparing the mean scores of the performance
of the students both in the experimental and control groups with respect to post-test
scores. The analysis indicated significant effects for the covariates pre-test score, F(1,
61) = 5.88, p < 0.05; and TOLT score, F(1, 61) = 7.98, p < 0.05. The results also revealed
a significant treatment effect F(1, 61) = 6.85, p < 0.05. A medium effect size was found
for the treatment effect on the post-test scores (2 = 0.10). The students in the
experimental group who were engaged in the 5E learning cycle instruction
demonstrated better performance (M = 6.24; SD = 2.69) over the control group
students who were engaged in traditional instruction (M = 5.85; SD = 2.85). There
were no gender differences and no significant interaction effects between treatment
on understanding of the target concepts, F(1,60)= 0.07, p>0.05. This finding indicated
that mean difference for one factor does not depend on the levels of the other factor.
Finding no statistically significant effect of gender on the students’ achievement is
not surprising considering the findings in the literature showing that boys perform
better than girls in the physical sciences while the difference is not very large in other
subject areas (Erickson & Erickson, 1984; Young & Fraser, 1994).

Table 1. Summary of ANCOVA comparing the mean post-test scores

Source df  Mean square F P 72
Group 1 34.28 6.848 0.011*  0.10
Gender 1 8.697 1.737 0192  0.028
Pre-test 1 29.44 5881 0.018*  0.09
TOLT 1 39.975 7985 0.006*  0.12
Group*Gender 1 0.332 0.066  0.798  0.001
error 60 4.009

* p<0.05
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The second purpose of the study was to determine whether there were any
statistically significant differences in gain in concept achievement between students
enrolled in the 5E learning cycle instruction and those enrolled in a traditional
instruction. The results showed that there was a statistically significant difference
between the gain scores of students in the experimental and control groups in the
favour of experimental group (t=3.23, df =65, p<0.05). This implies that students in
the experimental group who engaged in the 5E learning cycle instruction achieved
greater improvement than those in the control group. While the average percentage
of students in experimental group holding correct answer had risen from 22.5% to
54.1%, a gain of 31.6%, the percentage of correct responses of the students in control
group had increased from 19.1% to 38.7%, a gain of 19.6%. After the treatment, a
striking difference in gain scores was detected between the experimental and control
groups on several items in the favour of experimental group (Table 2). For example,
after the treatment, in the item dealing with purpose of respiration produced higher
gains in the experimental group students (21.2%) compared to those in the control
group (2.9%). Students in the control group failed to realise that respiration is a
chemical process which occurs in all living cells of plants and animals to obtain
energy to live. Similarly, the higher gains achieved by the experimental group
students (42.4%) regarding the item measuring students’ understanding of the gases
taken by green plant in large amounts in the absence of light energy. The
corresponding figure was 23.6% for the control group students. Likewise, the
students” performance in the experimental group increased with gains of up to 24
percentages in the item dealing with the gases taken by green plant in large amounts
in the presence of light energy. Lower gain, on the other hand, was achieved by the
control group students (5.9%). Generally, the students taught by traditional
instruction had difficulty in understanding that “Oxygen gas is taken in by green
plants in large amounts when there is no light energy at all, because this gas is used
in respiration which takes place continuously in green plants” and “Carbon dioxide
gas is taken in by green plants in largest amounts in the presence of light energy,
because green plants make their food from this gas in the presence of light energy”.
In this study, a relatively lower gain of only 9.1 and 2.9 percentages was obtained by
experimental and control group students for the item assessing students
understanding of the most important benefit to green plants when they
photosynthesize. Participants of this study failed to realise that “the most important
benefit to green plants when they photosynthesize is conversion of light energy to
chemical energy, because during photosynthesis energy from the Sun is converted
and stored in glucose molecules”.
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Table 2. Percentage gains on photosynthesis and respiration in plants detected by the PRCT

Correct Items % gain

5E TI

1. Oxygen gas is taken in by green plants in large amounts when there is no
light energy at all, because this gas is used in respiration which takes 424  23.6
place continuously in green plants.

2. Carbon dioxide gas is taken in by green plants in largest amounts in the
presence of light energy, because green plants make their food from this 242 5.9
gas in the presence of light energy.

3. Respiration is a chemical process which occurs in all living cells of plants
and animals, because all living cells of plants and animals obtain energy 21.2  -2.9
to live through this process.

4. Respiration is a chemical process in which energy stored in food is
released using oxygen, because respiration provides the green plant 121  17.7
with energy to live.

5. Green plants respire all the time (whether there is light energy or when
there is no light energy) because green plants need energy to live and 424 265
respiration provides energy.

6. “glucose + oxygen —> energy + carbon dioxide + water ” represents the

process of respiration in plants, because green plants drive energy from
glucose using oxygen.

7. Amount of oxygen is not important for the process of photosynthesis,
because oxygen is not required for photosynthesis; it is a by-product of 212 20.5
photosynthesis.

8. The most important benefit to green plants when they photosynthesis is
conversion of light energy to chemical energy, because during
photosynthesis energy from the Sun is converted and stored in glucose
molecules.

212 29

9.1 29

CONCLUSION

Recent changes in science curriculum in Turkey have emphasized constructivist,
student-centred, inquiry based teaching. A teaching procedure that promotes this
effort, focusing on students’ conceptual understandings through inquiry-based
teaching, is the learning cycle (Lawson, 1995; Lawson, Abraham & Renner, 1989;
Marek & Cavollo, 1997). Through its fundamental nature, the learning cycle fosters
scientific inquiry by allowing students to question and formulate solvable problems;
to reflect on and construct knowledge from data; to collaborate and exchange
information while seeking solutions; and to develop concepts and relationships from
empirical experience. In line with this idea, the present study explored the
effectiveness of the 5E learning cycle on students’ achievement on photosynthesis
and respiration in plants. Regarding treatment effect, a significant difference in
favour of experimental group was found in both post-test and the gain scores. This
seems to be the results of the likely positive impact of instructional approach used to
teach the experimental group in contrast to the one used to teach the control group.
The students in the experimental group were actively engaged in constructing
knowledge. During each phase of the 5E learning cycle, students were actively
manipulating the materials, recorded the data, or analyzed the results. The students
were encouraged to discuss their findings in their group and with the class. By this
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way, student-student and student-teacher interactions were maximized. The teacher
acted as a facilitator. On the contrary, the students in the control group did not find
so much opportunity to work in small group, manipulate materials, or discuss their
ideas with peers. They read information from a textbook and discussion and
demonstrations were used to verify information from the textbook.

The 5E learning cycle has advantages over traditional instruction because it uses a
progression that moves the learner from simple to complex reasoning patterns or
concrete to abstract experiences (Rakow, 1986). It makes students aware of their own
reasoning by encouraging them to reflect on previous activities. Lawson, et al. (1989)
attributed the success of the learning cycle to a close correspondence with the way in
which humans construct knowledge. Researches indicated that there is a direct
correspondence between the elements of Piaget’s mental functioning model and the
phases of the learning cycle (Abraham & Renner, 1986, Marek, Laubach, Pedersen,
2003). For example, the exploration phase allows students to assimilate the essence of
the science concept through direct experiences. When students explore a new
concept through an exploration, their new experiences cause them re-evaluate their
past experiences. This produces disequilibrium in the student and s/he needs to
accommodate the concept to reach equilibration. The students in the learning cycle
group have the opportunity to explain, to argue, and to debate their ideas, which
allows them to accommodate the concept. The elaboration phase provides students
with opportunities to relate the newly developed science concept to everyday
applications and to other through a cognitive process Piaget called organization. In
this study, the 5E learning cycle instruction caused a statistically better acquisition of
photosynthesis and respiration in plants concepts than the traditional instruction in
the eighth-grade elementary students. This result is consistent with the results
reported by Abraham and Renner (1986), Gang (1995), Lawson, et al. (1989), Marek,
Cowan, and Cavallo (1994), Odom and Kelly (2001) and Ates (2005). These studies
indicated the learning cycle is an effective teaching approach that enhances student
outcomes. On the other hand, this study was limited to 67 eighth-grade elementary
students in two intact classrooms.

A well-developed 5E learning cycle instruction represents an alternative
approach designed to encourage students” understanding in science. For that reason,
teachers should be informed about usage and importance of the learning cycle as a
way of implementation of constructivism, and they can plan the instructional
activities accordingly. Their science lessons should allow students to examine the
adequacy of prior knowledge and provide opportunity to argue about and test those
beliefs. There should be sufficient resources and support for teachers in the use of the
learning cycle in science classrooms. Briefly, when favourable strategies are used, it is
highly feasible that these produce a significantly better acquisition of scientific
conception.



Egitim Aragtirmalar: | 71

REFERENCES

Abraham, M. R., & Renner, J. W. (1986). The sequence of learning cycle activities in high school
chemistry. Journal of Research in Science Teaching, 23, 121-143.

Alparslan, C., Tekkaya, C., & Geban, 0. (2003). Using the conceptual change instruction to
improve learning. Journal of Biological Education, 37, 133-137.

Amir, R., & Tamir, P. (1994). In dept analysis of misconceptions as a basis for developing
research-based remedial instruction: The case of photosynthesis. The American Biology
Teacher, 56, 94-100.

Anderson, C.W., Sheldon, T.H., & Dubay, ]. (1990). The effects of instruction on college
nonmajors’ conceptions of respiration and photosynthesis. Journal of Research in Science
Teaching, 27, 761-776.

Asc, Z., Ozkan, S. & Tekkaya, C. (2001). Students” misconceptions about respiration: A cross-
age study. Egitim ve Bilim, 120, 29-36.

Ates, S. (2005). The effectiveness of the learning-cycle method on teaching DC circuits to
prospective female and male science teachers. Research in Science and Technological
Education, 23, 213-227.

Barman, C. (1989). The learning cycle: Making it work. Science Scope, 12, 28-31.

Barman, C. R. (1993). The learning cycle: A basic tool for teachers, too. Perspectives in Education
and Deafness, 11, 7-11.

Bell, B. (1985). Students’ ideas about plant nutrition: what are they? Journal of Biological
Education, 19, 213-218.

Blank, L. M. (2000). A metacognitive learning cycle: A better warranty for student
understanding? Science Education, 84, 486-506.

Brooks, J.G., & Brooks, M.G. (1999). In search of Understanding: the Case for Constructivist
Classroom. Alexandria, VA: Association for Supervision and Curriculum Development.
Cavallo, AM.L. (1996). Meaningful learning, reasoning ability, and students’ understanding and

problem solving of topics in genetics. Journal of Research in Science Teaching, 33, 625-656.

Cavallo, A. M. L., & Laubach, T. A. (2001). Students’ science perceptions and enrollment
decisions in differing learning cycle classrooms. Journal of Research in Science Teaching, 38,
1029-1062.

Colburn, A. & Clough M. (1997). Implementing the learning cycle. The Science Teacher, 64, 30-33.

Driver, R.,, Asoko, H., Leach, J.,, Mortimer, E., & Scott, P. (1994). Constructing scientific
knowledge in the classroom. Educational Researcher, 23, 5-12.

Ehindore, O.]. (1979) Formal operational precocity and achievement in biology among some
Nigerian high school students. Science Education, 63, 231-236.

Erickson, G. L., & Erickson, L. J. (1984). Females and science achievement: evidence,
explanations, and implications. Science Education, 68, 63-89.

Gang, S. (1995) Removing preconceptions with a “learning cycle”. Physics Teacher, 33, 346-354.

Geban, O., Askar, P., & Ozkan, 1. (1992). Effects of computer simulated experiment and problem
solving approaches on students learning outcomes at the high school level. Journal of
Educational Research, 86, 5-10.

Griffard, P. B. & Wandersee, J. H. (2001). The two-tier instrument on photosynthesis: what does
it diagnose? International Journal of Science Education, 23, 1039-1052.

Haslam, F. & Treagust, D.F. (1987). Diagnosing secondary students’ misconceptions of
photosynthesis and respiration in plants using a two-tier multiple choice instrument.
Journal of Biological Education, 21, 203-211.

Johnson, M. A. & Lawson, A. E. (1998). What are the relative effects of reasoning ability and
prior knowledge on biology achievement in expository and inquiry classes? Journal of
Research in Science Teaching, 35, 89-103

Lavoie, D.R. (1999). Effects of emphasizing hypothetico-predictive reasoning within the science
learning cycle on high school student’s process skills and conceptual understandings in
biology. Journal of Research in Science Teaching, 36, 1127-1147.

Lawson, A.E. (1995). Science Teaching and the Development of Thinking. Belmont, CA: Wadsworth.

Lawson, A.E., Abraham, M.R. & Renner, ].W. (1989). A theory of instruction: Using the learning
cycle to teach science concepts and thinking skills. Monograph of the National Association
of Research in Science Teaching (Serial No. 1).



72 | Eurasian Journal of Educational Research

Lawson, A.E. & Thompson, L.D. (1988). Formal reasoning ability and misconceptions concerning
genetics and natural selection. Journal of Research in Science Teaching, 25, 733-746.

Lindgren, J.S., & Bleicher, R. (2005). Learning the learning cycle: The differential effect on
elementary preservice teachers. School Science and Mathematics, 105, 61-72.

Marek E.A. Laubach, T.A. & Pedersen, ]J. (2003). Preservice elementary school teachers’
understandings of theory based science education. Journal of Science Teacher Education, 14,
147-159.

Marek, E. A, & Cavallo, A. M. L. (1997). The Learning Cycle: Elementary School Science and Beyond.
Portsmouth, NH: Heinemann.

Marek, E.A., & Methven, S.B. (1991). Effects of the learning cycle upon student and classroom
teacher performance. Journal of Research in Science Teaching, 28, 41-53.

Marek, E.A., Cowan, C.C,, & Cavallo, A M.L. (1994). Students’ misconception about diffusion:
How can they be eliminated? American Biology Teacher, 56, 74-78.

Musheno, B.V., & Lawson, A.E. (1999). Effects of learning cycle and traditional text on
comprehension of science concepts by students at differing reasoning levels. Journal of
Research in Science Teaching, 36, 23-37.

Norman, K., & Caseau, D. (1995). The learning cycle: Teaching to the strengths of students with
learning disabilities in science classrooms. Journal of Science for Persons with Disabilities, 3, 18-25.

Odom, AL, & Kelly, P.V. (2001). Integrating concept mapping and the learning cycle to teach
diffusion and osmosis concepts to high school biology students. Science Education, 85, 615-635.

Piaget, J. (1964). Cognitive development in children: Development and learning. Journal of
Research in Science Teaching, 2, 176-186.

Rakow, S.J. (1986). Teaching science as inquiry. Bloomington, IN: Phi Delta Kappa.

Renner, J. W. (1986). Rediscovering the lab. The Science Teacher, 53, 44-45.

Renner, ] W., & Marek, E.A. (1990). An educational theory base for science teaching. Journal of
Research in Science Teaching, 27, 241-246.

Richardson, V. (Ed.). (1997). Constructivist Teacher Education. New York: Falmer.

Settlage, J. (2000). Understanding the learning cycle: Influences on abilities to embrace the
approach by preservice elementary school teachers. Science Education, 84, 43-50.

Stavy, R., Eisen, Y. & Yaakobi D. (1987). How students aged 13-15 understand photosynthesis.
International Journal of Science Education, 9, 105-115.

Sunal D. & Haas, M. (1992). Forest, Land and Water: Understanding our Natural Resources,
Department of Interior, Forest Service, Washington, DC (ERIC Document Reproduction
Service No. ED 354 157).

Tekkaya, C. & Balci, S. (2003). Ogrencilerin Fotosentez ve Bitkilerde Solunum Konularmdaki
Kavram Yanilgilarinin Saptanmasi. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 24, 101-
107.

Tobin, K., & Capie, W. (1981). Development and validation of a group test of logical thinking.
Educational and Psychological Measurement, 41, 413- 424.

Tobin, K., & Tippins, D.J. (1993). Constructivism as a referent for teaching and learning. In K.
Tobin (Ed.), The Practice of Constructivism in Science Education. Hillsdale NJ: Erlbaum.

Tobin, K., Tippins, D.J., & Gallard, A.]J. (1994). Research on instructional strategies for teaching
science. In D.L. Gabel (Ed.), Handbook on Research in Science Teaching and Learning. New
York: Merrill/ Prentice Hall.

Trowbridge, L.W., Bybee, R.W. & Powell, J. (2000). Teaching Secondary School Science: Strategies
for Developing Scientific Literacy. Columbus, OH: Merrill.

Wandersee, J. H. (1985). Can history of science help science educators anticipate students’
misconceptions? Journal of Research in Science Teaching, 23, 581-597.

Wilder M., & Shuttleworth, P. (2005). Cell inquiry: A 5E learning cycle lesson. Science Activities,
41,37-43.

Yager, R.E. (1993). The constructivist learning model. The Science Teacher, 58, 52-57.

Young, D. ], & Fraser, B. . (1994). Gender differences in science achievement: Do school effects
make a difference? Journal of Research in Science Teaching, 31, 857-871.



Egitim Aragtirmalar: | 73

|
OZET

Yapilandirict 6grenme kurami bireyin bilgiyi zihninde aktif olarak kendisinin ya-
pilandirdigini 6n goriir (Driver, Asoko, Lecah, Mortimer, & Scott, 1994, Yager, 1993).
Fen egitiminde uzun yillardir basariyla kullanilan 8grenme evreleri yaklasimi yapi-
landiric1 6grenme teorisiyle uyumlu bir 6grenme modelidir (Marek & Cavallo, 1997).
Bu yaklasimin 6grenmeye etkisi bir ¢ok arastirmaci tarafindan arastirilmis ve kav-
ramsal anlamay1 ve bilimsel stire¢ becerilerini gelistirdigi bulunmustur (Marek &
Methven, 1991; Barman, 1993; Gang, 1995; Norman & Caseau, 1995; Colburn &
Clough 1997; Marek & Cavallo; 1997; Lavoie, 1999; Musheno & Lawson, 1999; Blank,
2000; Cavallo & Laubach, 2001; Odom & Kelly, 2001; Lindgren & Bleicher, 2005).
Arastirmalar 6grenme evreleri yaklasiminin basarisini 8grencinin 6grenme siirecine
aktif katilimini saglamasina ve 6grencilerin sistemli bir sekilde birbirleriyle ve 6g-
retmen ile etkisimde bulunmasina baglamaktadir (Barman, 1989). 1960’1 yillarda
Robert Karplus'in gelistirdigi 6grenme evreleri tic basamaktan olusmaktadir: kes-
fetme, kavram sunumu ve kavram uygulamasi. Daha sonraki yillarda bu alanda ya-
pilan arastirmalar arttik¢a bu evrelerin sayilarinda artis olmus ve 5 evreli 6grenme
modeli gelistirilmistir. Bu basamaklar; giris (engage), kesfetme (explore), aciklama
(explain), derinlestirme (elaborate) ve degerlendirmedir (evaluation). Bu basamakla-
rin sayisi ne olursa olsun, 6grenme evreleri yaklasimi 6grencinin dogal diinyay1 6g-
renme ve anlamalarim tesvik ederek ve aktif katilimini saglayarak baglar. Ogretme-
nin rolii ise 8grenmeye elverisli bir ortam olusturmak ve 6grencilerin 6grenmelerine
rehberlik etmektir. Kesfetme etkinliklerinden sonra, 6gretmen bir tartisma ortami ya-
ratarak ogrencilerin gozlemlerini ve diistincelerini birbirleriyle paylasmasini saglar-
ken, bir yandan da yeni fen kavramlarin 6grencilerine sunar. Bir sonraki evrede ise,
ogrenciler yeni kazandiklar1 kavram ve becerileri yeni durumlara uygularlar.

Fen egitiminde kalic1 ve etkili 6grenmenin 6neminden yola cikarak, bu calis-
manin amact 5E 6grenme evreleri yaklasimmin ve geleneksel 6gretim ydnteminin
sekizinci sinif 6grencilerin fotosentez ve bitkilerde solunum konularindaki basarisina
olan etkisini arastirmaktir. Arastirmaya, ayni okulun iki farkli stnifinda okuyan to-
plam 67 sekizinci smuf 6grencisi katilmistir. Fotosentez ve bitkilerde solunum konu-
larindaki bilgi diizeyleri, Haslam ve Treagust (1987) tarafindan gelistirilen iki
asamali1 tam testi kullanilarak saptanmistir. Bu test 13 adet goktan se¢meli sorudan
olusmaktadir. Testin birinci kismi 6grencilerin kavram bilgisini, ikinci kismu ise bu
bilginin anlasilirligimi 6lgmektedir. Bu test, deney (n=33) ve kontrol (n=34) olarak
ikiye ayrilan gruplara tinitenin basinda 6n test ve sonunda son test olarak uygulan-
mistir. Ogrencilerin mantiksal diistinme yetenegini ise Tobin ve Capie (1981) tarafin-
dan gelistirilen Mantiksal Diistinme Yetenek Testi (TOLT) ile ol¢tilmiistiir. Bu test
dgrencilere {initenin baginda uygulanmustir. Ug hafta kadar siiren uygulama siras-
mda deney grubundaki dgrenciler dersi 5E 6grenme evreleri yaklasimyla islerken,
kontrol grubunda ise geleneksel 6gretim yontemi kullanilmistir. Verilerin analizi i¢in
cinsiyet ve uygulamanin fotosentez ve bitkilerde solunum konusundaki basarisi {iz-
erindeki etkisini 6l¢mek i¢in ortak varyans analizi (ANCOVA) kullanmilmistir. TOLT
ve On-test sonuglar1 ortak degisken olarak atanmustir. Arastirma bulgular1 hem 6n-
bilginin hem de mantiksal diistinme yeteneginin 6grencilerin fotosentez ve bitkilerde
solunum konusunda basarisi tizerinde anlamli bir fark yarattigini gostermistir (sira-
styla F(1, 61) = 5.88, p < 0.05; F(1, 61) = 7.98, p < 0.05). Ayrica son test sonugclari her iki
grup arasinda deney grubu lehine anlaml1 bir fark oldugunu ortaya koymustur (F(1,
61) = 6.85, p < 0.05). Bu calismanin sonucu, 5E 6grenme evreleri yaklasiminin 8. sinf
ogrencilerinin fotosentez ve bitkilerde solunum konusundaki basarilarinda etkili bir
yontem oldugunu gostermistir. Bununla birlikte, cinsiyetin basar1 {izerinde anlamh
bir etkisi bulunamamustir (p>.05).
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Theories of Secularization: From ‘Positivist
Certainty’ to a Mere Social Myth?

Sekiilerlesme Teorileri: Pozitivist Kesinlikten Sade bir
Sosyal Mit’e Dogru?

Kayhan DELIBAS®

ABSTRACT  Founding fathers of sociology Karl Marx (1969, pp.303-304; 1990, pp.63-64),
Emile Durkheim (1965, pp.75-476) and Max Weber (1974, pp.181-182)
shared the view that traditional religion was becoming more and more
trivial to the modern world. They all agreed that secularization was an
inevitable process (Giddens, 1993, p. 477). For more than one and a half
century, the following generations of sociologists did not question this
modernist view either. They viewed this process as an inevitable and
straight path in all of the modernizing societies. However, from the early
1970s and onwards, the modernist tradition, positivist sociology, and above
all the ‘grand narrative’ of modernity was put under an increasing
intellectual scrutiny. This new approach has led to a great diversification in
secularization theories. What had started as a “positivist certainty’ and an
indispensable feature of modernization, rationalization and urbanization,
came to be defined as a social myth. First of all, in order to examine the
existing theories of secularization, this paper aims to make an analytical
literature review. Secondly, existing theories of secularization will be
compared. Third, this paper aims to provide a broader understanding and
objective approach to the discussions on secularization in general.

Key Words: secularization theories, modernity, rationalization, positivist
sociology, social myth.

0z Sosyolojinin kurucular1 Karl Marx (1969, s.303-304; 1990, 5.63-64), Emile
Durkheim (1965, 5.475-476) ve Max Weber (1974, s.181-182) geleneksel
dinin giin sectikce modern diinyada onemini kaybettigi goriistinii
tastyorlardi. Bu diisiiniirlerin hemen hepsi laiklesmenin kaginilmaz bir
stire¢ olduguna inaniyorlardi. Bu kusag1 izleyen sosyologlar ytiiz elli yili
askin bir stire bu modernist goriisii sorgulamadilar. Onlar da tipki
kurucular gibi laiklesmeyi modernlesmekte olan toplumlarda kagimlmaz
ve engebesiz bir stire¢ olarak algiladilar. Fakat, 1970'lerden bu yana
modernist gelenek, pozitif sosyoloji anlayis1 ve hepsinden de ote
modernitenin ‘biiytik anlatisi’ giderek artan bir sekilde entellektiiel bir
elestiriye tabi tutulmaya baslandi. Bu yeni yaklasim bir sonucu olarak
sekiilerlesme teorilerinde biiyiik bir gesitlenme ortaya ¢ikti. Oyle ki bityiik
bir pozitivist kesinlik ve modernlesme, rasyonellesme ve kentlesmenin
ayrilmaz, vazgecilemez bir 6gesi olarak ortaya ¢ikan sekiilerlesme teorisi
sosyal bir mitoloji olarak tanimlanir hale geldi. Ik olarak, bu makale
mevcut sekiilerlesme/laiklesme teorileri ve literatiiriiniin analitik bir
incelemesini yapmay1 amaglamaktadir. Daha sonra mevcut teorilerin bir
karsilastirmas: yapilacaktir. Son olarak bu makale laiklesme konusunda
genel gecerli bir aciklamay1 ve objektif bir yaklasim cabalarina katki
yapmay1 amaclamaktadir.
Anahtar Sozciikler: Laiklesme teorileri, modernite, pozitivist sosyoloji,
rasyonellesme, sosyal mit.

“Yard. Dog. Dr., Adnan Menderes Universitesi, Kdelibas@adu.edu.tr
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INTRODUCTION

It has been observed that since the early 1990s the issue of secularization has been
at the heart of countless heated debate and the main actor in many political crises.
One of the aims of this paper is to review the existing secularization literature and
the main approaches. By doing so, I wish to offer a sociological background to the
current debate, that is extensively taking place in the academia, media and political
circles.

Comte, the naming father of sociology, observed that the history of humankind
has gone through three different stages. For him these stages represented different
sets of intellectual beliefs. He named the first stage as the ‘theological stage” in which
traditions, superstitions and religious beliefs dominated the social and intellectual
life. Comte believed that in the second ‘metaphysical stage” the superstitious and
religious believes would gradually lose their importance. In this stage, philosophy
would become more central to intellectual life. In the final stage that he named as the
‘positive stage’; religious and superstitious beliefs will disappear altogether and
human thinking and behaviors shall only be directed by science (Haralambos and
Holborn, 1994, p. 679).

The founders of sociology, Marx, Durkheim and Weber all shared the view that
traditional religion was becoming more and more trivial to the modern world. They
assumed that secularization was an inevitable process (Marx, 1969; Durkheim, 1965;
Weber, 1974)

For more than one and half century, this modernist positivist secularization
paradigm was taken for granted. In other words following the positivist tradition of
‘grand narrative’, the majority of sociologists did not question this over-ambitious
evolutionary positivist prediction (Lyotard, 1991, chap 8, 9 and 10; Giddens, 1993,
p.665). They viewed this process as an inevitable and straight path in all modernizing
societies. However, from the early 1970s and onwards the modernist tradition,
positivist sociology, and above all the ‘grand narrative’ of modernity was put under
an increasing intellectual scrutiny.

1- The Early Theories: The Time of ‘Positivist Certainties’

Like Comte, Marx, Durkheim and Weber, Tocqueville (1945) believed that since
the Protestant Reformation secularization has been a constant process lead to
weakening of the dogmas by which men live and, in time, to a trivialization of the
themes of culture. He argued that the Protestant reformers “subjected some of the
dogmas of the ancient faith to the security of private judgment.... In the seventeenth
century Bacon, in the natural science, and Descartes, in philosophy, abolished
received formulas, destroyed the empire of tradition, and overthrew the authors of
the school (pp. 4-5). In similar vein Nisbet (1970) endorses classical sociologists’
views of the process of secularization.

One of the leading scholars of secularization David Martin (1969) argued that the
word “secular” like “religious”, is amongst the richest of all in its range of meaning.
It is also full of internal contradictions of which the conventional dictionary scarcely
gives a hint. Nowadays the term ‘secularization” began to appear frequently in many
studies. Many of these studies are tending to deny “coherence of the concept” (p.48).
There is a serious confusion about the usage of the term” (Sommerville, 1998, p.249).
It is widely argued that the difficulty of definition of the term secularization arises
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from difficulties with the definition of religion. For example Wallis and Bruce (1992)
point out that:

The difficulties in arriving at simple measures of secularization begin with the
corresponding difficulty of defining religion; a distinction is often made between a
functional and a substantive definition of religion. Functional definitions identify
religion in terms of what it does. Substantive definitions identify religion in terms of
what it is. (p.9).

They add that both of these definitions of religion have their own problems.
Especially a functional definition of religion highlights the “ultimate problems”
which would vary from person to person and from culture to culture. Although the
substantive definition of religion may provide an answer for what the majority of
Westerners understood from religion, this may not be true for non-Western cultures.
The problem with the substantive definition focuses on the definition of
“supernatural” and different cultures have different views on the “supernatural”
(Wallis and Bruce, pp. 9-10).

Up until the 1970s, majority of sociologists perceived secularization as the
essential part of modernization, a worldwide/universal trend (Haynes, 1997, p.713).
Comte argued that human thought has passed through three stages: the theological,
the metaphysical and the positive (Swingewood, 1994, p.43). Some students of
secularization define it as a dividing line between otherworldliness and this
worldliness. To some others, secular mean non-religious, “lay” person, society or
institution. For some, secularization is separation of the institution of religion from
other institutions such as politics, education and state administration. Some might
define it as a total decline of the role and significance of religion, and finally, for
some, secularization means a universal phenomenon which was a by-product of
modernization and Enlightenment philosophy.

a- D. Martin’s Secularization Theory
Secularization: The Range of Meanings

Comte, Marx, Durkheim and Weber have described the concept of secularization
as the decline of the influence of religious institutions. In this process, the church
may be separated from the state as it in fact happened in many countries.
Secularization of teaching, legal systems, arts and administration, medicine and
welfare are some of the common characteristics of this process as well. Martin (1978)
pointed out that “religion becomes a private matter in a pluralist society where
different perspectives and metaphysics compete on equal terms.” (p. 48)

The second sphere of secularization is the secularization of religious customs,
practices and rituals (Martin, p. 48-50). It happens in the form of less frequency in
their practices like less frequent attendance at church services, less observation of
religious rules at home and so on. There are two other dimensions of secularization.
These are religious knowledge and conduct. Martin’s understanding of the
secularization of religious knowledge is based on the changing perception of moral
and traditional values. In time, traditional and religious values, standards, moral
norms, religious thinking and attitudes change. Thus, society becomes much more
tolerable towards situations or actions that were not tolerated before. The intellectual
dimension of secularization carries more weight than is usually thought. Intellectual
secularization involves the adoption of rationalistic, empirical and skeptical
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viewpoints, which in the end determines man’s devotion to the rational reason. The
rationalist analysis and understanding of the outside world gradually allowed
humankind to make predictions and increased man’s ability to control and
determine his relationship to nature.

Martin (1978) argued that religious institutions were seriously hampered by the
emergence of heavy industry. This industrial concentration created on the one hand a
homogeneous proletarian class in these areas, and on the other hand an urban space
where religious practices declined. The geographical and social mobility that came as
a result of this industrialization and urbanization has eroded the traditionally stable
religious communities. It followed the gradual differentiation of church from other
institutions like the jurisdiction, the official ideology, state administration, education
and so forth (Martin, pp. 2-3). More broadly, this dimension is also known as the
separation of religion/church from the state/ public spheres.

Also Martin has classified several patterns of secularization. The first pattern is
the Anglo-American and Scandinavian pattern which emerged out of a pluralist
culture and religion. He argued that these societies are highly liberal and governed
by democratic parliaments. There are no major deep historical religious divisions.
The legitimization system in these societies is ‘cumulative rather than alternative
systems’. Historically, neither ‘anti-clericalism nor large- scale secular religious
hostility had being rooted out in these societies’ (Martin, pp.27-30).

The second pattern consists of those societies that are based on a total monopoly
of Catholicism. For him all Catholic countries like Spain, Portugal, Italy and Belgium
have approximated to the monopoly model (1978, pp.19-21). He argued that there is
a substantial social tension in Catholic cultures and that these societies can be
referred as the system of authority. In those societies there usually exists a balance of
power between the different regions.

For him the mixed pattern is the product of mixed cultures. “‘Mixed cultures are
similar to the Protestant pluralist cultures. Basically, these societies are consisting of
both Protestant and Catholic faiths and the Catholic Church plays an important role
for the stability of the system by supporting the political left parties (1978, pp. 49-50).
The best example for this polarization is the radical role of Protestantism in France
and the radical role of Catholicism in Anglo-Saxon cultures. This pluralistic tendency
of mixed culture has provided a tolerant atmosphere for the liberalized elite centre
and eased sub-cultural integration. In this process both churches developed their
sub-cultural links with the opposite political parties and unions (Martin, p.52). This
polarization sets a fine balance in those mixed societies that doesn’t allow any of
these religious affiliations to become totally dominant in these societies. Thus, it can
be said that democratic and federalist systems are more likely to emerge in ‘mixed’
cultures like Germany.

“

Martin’s “general theory of secularization” was relatively applicable and it
seemed to explain the general secularization trend in most Western European
countries at the time of its formulation. However, there were some countries like
Cyprus, Lebanon and Israel where the process of secularization did not come about.

Critique of Martin’s Secularization Theory

Martin’s analysis focuses on the rival religious faiths, and the patterns of
secularization that are defined by these divisions. However, the question of pattern is
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more about a question of how secularization developed in a particular society rather
than why is secularization rooted in that society. It may be said that to explain the
process of secularization on the basis of religious or cultural divisions neglects the
crucial role of modernization, industrialization and urbanization, upon the process of
secularization. If secularization is simply the decline of religion and the importance
of religious institutions - it is mostly defined along this lines- then polarization along
the religious denominations should not be so significant. Nevertheless, in his
analysis he gave priority to the polarization on the axis of Protestant - Catholic;
Russian Orthodox Church against Western Ukraine and Romanian Orthodox Church
and so on.

It appears that the socioeconomic preconditions of the secularization have been
left out in favor of the religious-cultural conditions. By saying this, we are not
suggesting that the religion-cultural background was something that can be
neglected. However, the socio-economic conditions of secularization were at least of
the same importance if not more.

Another criticism about Martin’s general theory of the secularization is about the
numbers of patterns. It seems that almost any culture has its own pattern of
secularization. Finally, it can be said that Martin excluded the secularization
experiences that took place in some of the non-Western countries like Turkey. He
finally admits this deficit in his major work in a paper given a recent conference
(Martin, 2003).

b- Wallis and Bruce’s Theory of Secularization

Wallis and Bruce (1992) argued that there were three particularly prominent
features of modernization which the process of secularization emerged from. They
were social differentiation, societalization and rationalization (pp.11-12) Social
differentiation occurred in the process of transition from traditional, tight - knit
society to modern differentiated societies. It is generally argued that in traditional
societies, social life was organized around the family and village communities. Thus,
the division of labor was not specialized. Durkheim (1933 p. 130) called this type of
division of labor as mechanical solidarity. In those societies, the division of labor was
not apparent; individuals resembled each other very much and acted commonly.

There was no specialization in society and the social order was maintained
through commonly shared values and beliefs. Religion was one of them, Durkheim
(1933) pointed out that “Everybody professes and practices, without demurring, the
same religion; schisms and dissents are unknown; they would not be tolerated”
(p-135).The process of modernization had transformed these traditional societies into
modern, industrialized and urbanized societies where the division of labor was far
more specialized.

According to Wallis and Bruce (1992) “Social differentiation is the process by
which specialized roles and institutions are developed or arise to handle specific
features or functions previously embodied in, or carried out by, one role or
institution.” (p.12). With this increased specialization and institutionalization
specialist institutions arose to provide services such as education, health care,
welfare, and social control. Those services once all used to be in the domain of
religious institutions.
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The Church as the most powerful organization of the traditional society was at
the core of social organization and for this reason it was responsible for many
functions such as education, administration, health service and basic welfare
services. However, with the advent of modernization, these small communities and
their traditional life style gradually disappeared. Religion lost its function as a social
organizer and became a private matter of the individual. Weber's idea of
bureaucratic institutionalization and organizations is another example of this
transition.

The second aspect categorized by Wallis and Bruce (1992) is called societalization.
According to this account, modernization increasingly recreated social life out of the
local sphere. In other words, local, small-sized communities diminished and in place
of them came heterogeneous, large but condensed societies. Wallis and Bruce (1992)
argued that close-knit, integrated, small-scale communities diminished as a result of
mass-scale industrialization (p.13). Emergence of massive modern states combined
with the bureaucratic machine and massive urbanization, better characterized by
impersonal human relations, was the second crucial dimension of the modernization.

Since the modern society ‘increasingly became the locus of the individual’s life’,
religion had inevitably surrendered most of its functions, and strength. Once religion
enjoyed ultimate power; commonly sheared values and moral authority in the
community, but due to the development of anonymous urban spaces, religion
became more and more a private, individual matter. Thus, religion became a matter
of personal choice rather than a commonly obeyed system of rules, moral values,
norms or common celebrations.

It can be said that rationalization as the way of thinking and acting did enable
humankind to realize its potential in relation to the supernatural and to nature.
Rationalization, Wallis and Bruce (1992) argued, first of all, meant the technical
inventions and means that armed mankind to secure ‘this - worldly” ends. The
development of technology was the most useful outcome of rationalization. It was
the technically efficient machinery that enabled man to overcome the problems
arising from uncertainty and as a result of man’s dependency on fate. They (1992)
pointed out that:

The growth of technical rationality gradually displaced supernatural influence
and moral considerations from ever-wider areas of public life, replacing them by
considerations of objective performance and practical expedience (p. 40).

It can be said that rationalization was an act of liberation. In other words, it was
liberation from a vicious circle; from an ideological and mental jail that was built in
the past. Technological and scientific rationality had provided the tools and methods
of observation, analysis and predictions of our universe. In this process the sciences;
astronomy, physics, chemistry and biology played a crucial role. With this process,
the influence of the supernatural gradually faded away and the perception of this
world was transformed totally. It came to be seen as not the “testing ground” of
religious thinking where devoted Christians could secure a place in heaven, but
rather a place where the dream of heaven can be achieved.

They have classified five basic patterns that broadly explain specific historical
and cultural developments in the Western Europe. Wallis and Bruce (1992, p. 17)
argue that these historical and cultural patterns leads us to a ‘heuristic principal,
namely that social differentiation, societalization, and rationalization generate
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secularization except where religion finds or retains work to do other than relating
individuals to the supernatural’” This principal cannot be applied where religion
plays a significant role as the guardian of culture or became an anchor in a sea of
great uncertainties that were created by rapid cultural transition in a particular
society. Otherwise for them, religion loses its social and cultural significance, except
on these two occasions.

Like Martin, Wallis and Bruce (1992) too assume that religion is able to retain
some of its power, even flourish in some special circumstances. If a culture, identity
and sense of worth in a particular country is challenged or threatened by either an
alien religious threat or a radical process of secularization in these conditions,
secularization won’t be materialized (Wallis and Buruce, p.17). It is well known that
religion is capable of providing resources for the defense of a national, local, or
status-group’s culture. Poland, the Irish Republic, especially Northern Ireland and
Cyprus are some of the examples that indicate how religion transforms itself as the
defender of native culture against external threats. Today, in many regions of the
World there are conflicts, wars, even genocides that are supported and sustained by
religious convictions. Especially since the September 11 (2001) attacks, there has been a
growing anxiety amongst many as to whether we are entering into a total clash of
civilizations, in other words a clash between major religions.

In this context, the emergence and rapid rise of religious fundamentalisms in all
the major faiths have been explained as the defense of culture by so many
commentators. Religion and religious texts play a crucial role in the context of the
“defense of culture”. In order to provide an ideological backbone and a sense of
unity in the fight against the alien threat, the religious fundamentalists pragmatically
choose religious texts, refine and strengthen them (Marty and Appleby, 1994 p.1).
Religion also retains and flourishes in some circumstances where a rapid cultural
transition is present.

Wallis and Bruce (1992, p. 18) argue that in the context of a major cultural
transition, individuals mostly see a threat to their identity. In this case, religion can
provide resources for negotiating this transition.

It is also observed that immigrant populations become much more religious and
observe fundamental principles much more rigorously compared to their fellow
citizens. Wherever a particular religious or ethnic group became alienated or
threatened by either a rapid social or geographical change, this group would create
various religious institutions where it regained its self confidence and its sense of
continuity that is so vital for a coherent community. Like the Turkish migrant
workers in Germany, Arab migrants in France and Asian migrants in Britain,
migrant communities established their religious communities and institutions where
they can reassert their own culture and identity.

Martin’s study very much focuses on the relationship between culture and the
pattern of secularization in the West and North America. The second approach gives
priority to the socio-economic as well as to ideological preconditions of
secularization. Modernization and its three prevailing dimensions: differentiation,
societalization and rationalization have been highlighted as the preconditions of this
process. And then, Wallis and Bruce point out that under some conditions
secularization may not occur.
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These conditions are an external threat and a rapid cultural transformation. It is
rightly argued that in the case of a foreign threat to culture and identity, religion will
sustain itself by becoming a cultural defender. The other case is a rapid cultural
transformation. Rapid industrialization and urbanization causes immigration and
alienated urban space. Especially, immigrant masses face a loss of identity and a
sense of belonging to a particular group. These new urban areas are totally alien,
therefore migrant communities become more susceptible to a religious appeal, as
being the most familiar aspect of culture and identity.

However, there are some problems in Wallis and Bruce’s approach. The
relationship between the cause that is modernization, and its effect that is the
secularization process, is well balanced and explanatory, but it is not clear why a
cultural transition would cause a religious protest in one society but not in another.
Obviously, if it was the case for all societies, then the concept of secularization would
not exist.

2-The Later Theories
a- C. John Sommerville: Meanings of Secularization

It is evident that there are variety of meanings of secularization that are used
simultaneously. Perhaps the best example of the varieties of the meanings of
secularization is classified by Sommerville (1998). He points out that there is a great
deal of confusion over this concept. He then outlines six different meanings:
differentiation of social structure, transformation, transfer of activities, shift of
attention, secular society, religious population, and contrast to Christianity
(1998p.249).

For him if we discuss social structures or ‘societies” with regard to their structures
and symbol systems, secularization is used to mean differentiation in this structure.
In this case secularization is viewed as the separation of religion and religious
institutions, religious activities, religious groups or religiously inspired ideas from
the institutions that belong to the state or public sphere. Secular institutions such as
the jurisdiction, economy, education, health and politics, and the people who
represent them are not expected to have any religious connection nor publicly
express their personal religious views. Differentiation of religion and the state, as it
is mostly expressed, is one of the most common definitions of secularization.

If the subject matter is institutions, secularization would mean the transformation
of religiously characterized institutions (e.g. Church schools) into non-religious
institutions.

When discussing activities, secularization is used to mean the transfer of activities
from religious institutions to newly established non-religious institutions. For
example, the transfer of jurisdiction or education services from Church run schools
or religious jurisdiction to the secular modern schools or modern courts, are an
examples of the transfer of activities.

When talking about mentalities, we define secularization as a significant shift of
attention from the supernatural or “other Worldly” concerns to natural “Worldly’
concerns. In other words, this process is defined by the shift of mentality from
religiously oriented one into a rational and secular mentality.
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According to Sommerville (1998) societies and the major institutions of that
society can be secular but individuals that make up the society can be religious.
Obviously, this dual process has been source of great confusion in this area. He
points out that the secularization of a “society’” does not mean the secularization of
the population. For him these two sets of realities should be taken separately.

For him, the concept of secularization can only be used safely in relation to the
religion, if it is used in a generic sense. He points out that the term secularization is
ordinarily used in contrast to Christianity. However, he says, it is impossible to make
a universally acceptable definition of Christianity. It leaves us with the option of
defining religion generically and then identify the term secularization accordingly.

As summarized above, Sommerville has described several different meanings of
secularization. These meanings are circumstantial therefore it raises difficulties to
apply any of these particular meanings in a wider context. Since he is unable to make
an articulate definition he calls up on students of secularization to capture the
opportunity, which was created by the collapse of the ‘theory of secularization’, to re-
evaluate the process in the light of present data. On the other hand Glasner (1977)
defined the concept as a social myth..

b- Peter E. Glasner: Secularization As a Social Myth

Glasner argued that different forms of the secularization process can best be
classified according to their origins in the various definitions of religion, which are
their institutional, normative and cognitive roots (1977, pp.12-13). His first category
is based on the institutional definition of religion. According to this definition, the
process of secularization is perceived as i) decline ii) routinization, iii) differentiation,
and iv) disengagement. The second category that he described is based on the
normative definition of religion and secularization. For these scholars secularization
occurs as, i) transformation, ii) generalization, iii) desecralization and iv) secularism.
The third category is based on a cognitive definition of religion and secularization. In
this group secularization followed i) segmentation and ii) secularization (1977, p.13).

After examining various theories, Glasner has defined secularization as an
example of a social myth. Without delving further into this theoretical discourse I am
going to explore Glasner’s analogy of social myth in relation to the secularization
process. It seems that this analogy can offer an explanation for the current revival of
religious fundamentalism.

In his critical examination, Glasner (1977, p. 7) has strongly criticized the theories
of secularization that marked the nineteenth and twentieth centuries. For him the
commonly shared view of western sociologists, who perceived religious decline as
the prerequisite of secularization, was misleading. He argued that ‘church
attendance, membership and presence “at rites of passage’ have commonly been used
as the definition of Christianity. For many positivist sociologists, decline in the
church attendance, institutional participation, or church membership was a symbol
of the religious decline, and therefore the secularization of society. However he
strongly objects to this idea. For him, identifying religiosity with its institutional
manifestation was a grave mistake. He claims that this type of sociological
conceptualizations is indicative of one of the most important dimensions of social
mythology.
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Glasner (1977) employed Toulmin’s three main criteria to examine how the
process of secularization became a social myth. For him the following criterion are
the indicators of a social myth: a) if a concept is being used ideologically; b) if the
meaning of the concept can become extended or distorted by additional usage; c) and
finally, if a question being answered related directly to the concept used to answer it

(p. 10).

He draws attention to the ideological use of secularization, which is one of the
main criteria of social mystifications in contemporary sociology. It is true that the
concept, secularization, has been used by anti-religious ideologies and sociologists to
attack the traditional religious forms, and, equally by pro-religious groups to defend
its status quo. Purposeful analysis is taken independently from its context and they
are extended or distorted in order to reinforce these attacks. And finally,
secularization is held responsible for the biggest share of the presumed ills of
contemporary society by the pro-religious circles.

c- Jeffrey K. Hadden: Secularization as a Doctrine

Like Glasner, Hadden too criticize the ideological dimension of secularization.
Hadden (1987) takes one further step and claims that the concept of secularization is
“grounded in an ideological preference rather than a systematic theory.” (p.587). For
him, the theory of secularization has emerged in a historical era in which religion
was clearly seen as the ultimate obstacle to development of the mankind. The theory
of secularization for a long time, he suggested, “has not been subjected to a
systematic scrutiny because it has been a doctrine more than being a theory”
(Hadden, p.588). One of the reasons for his critical approach is the lack of empirical
support for the secularization theory.

Especially until the mid-twentieth century there was little empirical evidence
about the secularization process. Thus, he (1986) claimed that: “... secularization was
more than taken-for- granted; the idea of secularization became socialized.” (p. 588).
This socialization of the concept secularization was closely related to the hegemony
of the positivist tradition within the sociology.

He pointed out that sociology was born in an era in where the tension between
religion and liberal culture was on its peak. Therefore sociology’s understanding of
religion was shaped, by and large, by positivist philosophy. There were three levels
of tension between a religious order and an emerging liberal order. The first was the
Darwinian evolutionary worldview. For this worldview, religion was an obstacle
which was standing in the way of progress. The second was the French Revolution.
This revolution was against the crown, as well as the religious authority that was the
source of legitimacy of that crown. The third was the emergence of reason and
science. Both challenged religion’s “monopoly over understanding the working of
the mind and human consciousness.” (Hadden, p. 589).

From the early eighteenth century onwards the Enlightenment philosophy,
modernization and social revolutions, as well as in the scientific and technological
areas, all these factors, must have played a significant role in the process of making
of the secularization theory. Therefore it can be assumed that the founders of the
secularization theories paid less attention to empirical facts. In fact, the problem of
reliable data concerning secularization is still a problem. It is possible that there
were not much available data for a factual analysis but mostly predictions in line
with the Enlightenment philosophy.
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Conclusions

After this brief tour of the horizon of the concept of secularization what we can
say is that the process of secularization represents a significant turning point in the
history of mankind. As a progressive step forward it meant a major break with all the
forms of traditional and religious institutions, organizations, behaviors, customs and
thoughts.

From the sociological perspective it is an important task to understand the socio-
economic, political and cultural as well as the philosophical conditions that led or
facilitated the beginning of the secularization process. Since the early nineteenth
century the socio-economic conditions in which the secularization process emerged
have been well studied. However, there is still some confusion about these
preconditions of secularization. There is also confusion about whether the experience
of one country can be applied to another country? In other words there is
uncertainty about the applicability of the theory of secularization that is based on the
experience of a few Western societies in other Western or non-Western societies.

Perhaps the Reformation and Renaissance period can be considered as the
beginning of the secularization process. This era led to another much more
progressive epoch, the more Enlightenment philosophy; positivist science,
rationality, causality and finally modernization, which was a very special, turning
point in history. In close-knit feudal societies, religion and religious institutions used
to play a significant role in every aspect of social life. The industrial revolution that
began with the invention and intensified application of the steam engine to the
production process had revolutionized the type of production and relation of
production. Soon this process transformed the feudal societies of West Europe into
industrial modern societies.

European feudal society used to be organized around the Church, which had
unconstrained power and control up on these communities. However, once the
industrial production had begun and had stimulated an ever-growing need for a
larger workforce those small, close-knit rural communities begun to loosen up. This
process soon led to the emergence of the city and the concentration of masses of
population around those new production centers. As a result of this major
transformation and shake up of the social organization, the Church had lost is
strategic position, superiority and its centrality in those new urban communities and
its power gradually vanished. These new urban centers helped towards the
enlightenment of the new urban groups whose priority was not going to Church, but
worker organization, workmen clubs, trade unions and so forth. The industrial
revolution accelerated the development of natural sciences, new technologies, and
the accumulation of scientific knowledge.

What had started as a ‘modernist, positivist certainty” in nineteenth century came
to be seen as not more than an Enlightenment myth by the end of the twentieth
century. The critique of the concept started with Martin one of the leading scholars of
secularization. He (1969 p.48) argued that: “the word” “secular” like “religious”, is
amongst the richest of all in its range of meaning. It is also full of internal
contradictions of which the conventional dictionary scarcely gives a hint.

The concept of secularization has never been fully defined. Thus, over the years,
this concept has attracted much criticism. Perhaps it is an impossible task to find a
universally acceptable definition for this concept. The reason for this is the changing
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nature and definition of religion itself. Also the decline in church attendance is itself
problematic. In this sense one may not attend church ceremonies but could
experience a strong religious feeling. It is perfectly possible.

The history of secularization shows that early sociological scholars believed that
modernization and secularization walked hand to hand. It was argued that religion
may live on for a while but only in the private sphere. The logical conclusion of the
secularization discourse was simply this: religions was not any longer considered to
hold any social or political influence and therefore was not going to be capable of
providing an ideological or political resource, or inspire any sort of socio-political
movement as it used to do in the past. However, today this view is no longer
accepted. Since the early 1980s religious revivalism in all faiths in the world has been
thriving. Turkey, as a predominantly Muslim country, experienced an
unprecedented rise of religious revivalism too (Ayata, 1993, p. 65).

What is the state of the secularization paradigm at the beginning of the twenty-
first century? First of all, it can be said that the positivist certainty about the concept
of secularization was born out of a myth rather than a real social situation. The lack
of data on secularization is an important point that has generally been under
estimated by the majority of sociologists. Until the last quarter of twentieth century
this aspect was not taken seriously.

The second problem that can be identified with secularization theory was that it
originated from the modernist over optimism and, unchecked positivist
generalizations. It combined over-confidence in the process of rationalization,
modernization and the progressive assumptions of the ‘grand narrative’.

Thirdly, the ‘religious decline approach” which was that if perceived by many
students of secularization as one of the important indicators of secularization seems
to be responsible for some of the untested generalizations. In this regard, some
sociologists like Glasner (1977, p.7) opposed the view that considered any decline in
institutional participation, church attendance or membership as a religious decline.
For him church attendance, membership and other forms of religious rituals cannot
be used as the definition of Christianity, and declining church attendance was not
necessarily a compelling indicator of secularization. He believed that it was an error
to identify religiosity with its institutional manifestation. The latest studies indicate
that as a consequence of modern living conditions, significant numbers of people in
Western societies do not feel like attending church masses on Sundays, but
nevertheless they can experience strong spiritual/religious feelings.

Finally, it can be said that in some contexts and in some countries, the process of
secularization was political and at some point became a ‘sacralized’ concept.
Therefore, it had great ideological influence over the new generations of elites and
intellectuals, who instead of testing the general theory of secularization, readily took
it for-granted. Also, due to the sacralization and mystification of the concept, the
political and ideological atmosphere made it very difficult for new generation of
sociologists to develop alternative approaches.

Despite the fact that there have been many problems associated with the theory
of secularization, the secularization process is, undoubtedly, alive and kicking well.
It cannot be treated as a mere social myth. The early sociologists had not bothered,
perhaps out of necessity, to have empirical evidence to build their theory of
secularization, but the process was undoubtedly begun in their time. And this
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process has not been achieved to its final destination yet. What we have been
witnessing since the 1970s in the religious realm, is a temporary stage in the long
history of humankind. Today, secularization has been making progress even in those
most religious societies of the Middle East.
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Sekiilerlesme! kavraminin 1990’lardan bu tarafa hem sayisiz hararetli tartismanin
kalbinde yer aldig1 hem de bircok siyasal krizin ana aktorii oldugu soylenebilir. Bu
makalenin basta gelen amaci sekiilerlesme konusundaki literatiirii ve ana yaklasim-
lar1 ortaya konulmaktir. Bunu yaparak medyada, akademik ve siyasal cevrelerde
yaygin olarak tartistlan bu giincel konuya sosyolojik bir arka plan sunmak
amaclanmaktadir.

Comte insanlik tarihinin ti¢ farkli asamadan sectigini ileri stirmiistii. Ona gore
pozitivist asamada dine ve biiyiiye dayali inanglar tamamiyla ortadan kalkarak insa-
nin diistintisti ve davraniglar: buttintiyle pozitif bilim tarafindan yonlendirilecekti.
Marx, Durkheim ve Weber de din kurumunun her gecen giin modern diinya icin
onemsizlestigi gorisinii tasimaktaydilar. Bu diistiniirlerin hepside laiklesmenin
kacmilmaz bir siire¢ olduguna inanmuslardi.

Pozitivist gelenegin ana sdylemini takip eden sosyologlarin biiytik bir kesimi bu
¢ok iddiali, evrimci pozitivist 6ngoriiyti sorgulamadan kabul etmislerdi (Lyotard,
1991; Giddens, 1993, s. 665). Bu gruptaki diistiniirler sekiilerlesme stirecini kacinil-
maz ve geri doniilemez bir siire¢ olarak algilamislardi. Fakat, 1970’lerden itibaren
modernist gelenek, pozitivist sosyolojinin ana argiimanlar1 ve hepsinin de 6tesinde
modernitenin ‘ana anlatilar1 ‘giderek artan bir bi¢cimde entelektiiel bir incelemeye
tabi tutulmustu (Bruce, 2002).

Sekiilerlesme konusunun énde gelen diistiniirlerinden birisi olan David Martin’e
(1969, 5.48) gore ‘laiklik” kavrami tipk: ‘din” kavrami gibi anlami en genis, en zengin
olan kavramlardan birisidir.

Bircok yazar kavram konusundaki bu kargasa'min ve tamimlanmasindaki
glicliiklerin sebebinin din kavraminin tanimlanmasimdaki gticliikler oldugunu ileri
stirmiislerdir (Wallis ve Bruce 1992, s.9) Tipk: 18 ve 19. ytizyil diistintirleri gibi Mar-
tin de bircok perspektifin ve metafizigin esit diizlemlerde yaristig1 cogulcu toplum-
larda dinin bireyin 6zel alaninin bir parcasi haline gelecegini idda etmekteydi. Mar-
tine gore laiklesmenini ikici asamasinda dinsel aliskanliklarin, geleneklerin, pratik ve
ritiiellerin laiklesmesi gerceklesmektedir. Bir diger deyisle laiklesme camiye/kiliseye
daha az siklikla gitmek, dini kurallar1 daha az uygulamak vb biciminde ortaya
¢ikmaktadir.

Wallis ve Buruce’un (1992, s.11-12) laiklesme konusundaki katkilar1 da oldukga
dikkate degerdir. Onlar da genel olarak laiklesmeyle modernlesme arasinda dogru-
dan bir iliski oldugunu ileri stirmiislerdir. Bunlar: i) farklilasma ki bu 6zellikle is bo-
limt ve uzmanlasmanin artmasi anlamina gelmekteydi, ii) societalization (toplum-
lasma) sanayilesmeyle birlikte kapali feodal toplumun yikilmasiyla ortaya g¢ikan
kentlesmeye dayali endiistriyel toplumudur ve iii) rasyonellesme ki bireyin diisiince
sisteminin rasyonellesmesini sebep-sonug iliskisine dayali, diinyevi bir diinya
goriistiniin yayginlasip etkinlesmesi anlamina gelmektedir. Bu yazarlar genel olarak
laiklesmeye yol agan modernlesme ve onun unsurlarina degindikten sonra bu kura-
Iin bazt durumlarda bozuldugunu yani laiklesmenin gerceklesmedigini iddia
etmislerdir.

! Farkli anlamlara gelmelerine ragmen sekiilerlesme kavramiyla laiklesme kavrami sadece
Tiirkge 6zet igin birbirinin yerine kullanilmigtir.
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Sommervilen'in en 6nemli katkisi laiklesmenin ¢ok cesitli anlamlarda kullanil-
dig1, cok cesitli bicimde tanimlana bilecegini gostermesidir. Boylelikle o giine kadar
¢ok fazla sorgulanmamuis olan bu kavram ve tanimlari sorgulanmaya baslanmuistir.

Glasner laiklesme kavramini tamamuyla degisik bir bicimde ele almis 19. ytizyil-
dan bu yana stiregelen Ortodoks laiklesme anlayislarina karsi ¢ikarak bu konudaki
tartismalara yepyeni bir boyut getirmistir. O elestirel bir tutum takinarak klasik
sekiilerlesme teorilerine kuskuyla yaklasmis, dinin bu toplumlarda diistise ge¢mis
olmasinin laiklesme anlamina gelmeyecegi, bunun sadece dine verilen anlamin
degismesinden de kaynaklana bilecegini ileri stirmiisttir (1977, s.13). Ona gore bircok
pozitivist sosyolog sekiilerlesmeyi kilise ayinlerine katilmak, dini kurumlara,
kutlamalara: dogum, evlenme, vavtiz ve 6liim torenlerine katilma gibi ritiiellerdeki
diistis olarak tanimlamaktadirlar. Glasner’e gore bu bakis acis1 oldukca yanilticidir.
Her seyden 6te dini onun kurumsal menifestosuyla ¢zdeslestirmenin bir yanilg:
oldugunu ileri stirmektedir. Ona gore bu tiir kavramlastirmalar sosyal mitlerin
olusumunun en dnemli gostergelerinden birisidir.

Glasner gibi Haddende (1986, s.588) kavramin pozitivist, modernist sosyolojinin
anladig1 anlamda tarafsiz bir kavram olmadigini, zaman icerisinde ideolojik bir dokt-
rin haline geldigine dikkat ¢ekmektedir. Ona gore 19. yiizyilda ortaya ¢iktiginda
sekiilerlesme teorisi sistematik, elestirel bir temel yerine ideolojik tercihlere gore
sekillendirilmistir. Bununda 6tesinde bu kavram kutsallagtirilmistir.

Sonug olarak soyleyebiliriz ki laiklesmenin ortaya ¢ikip yayginlastigi toplumsal
kosullar1 anlayip analiz etmek sekiilerlesme siirecini anlamamiza yardimc: olacag:
gibi bu konudaki tartismalara de katkida bulunacaktir. Daha 6ncede degindigimiz
gibi sosyolojinin kurucular1 ve onlar1 takip eden sosyologlar modernlesmenin bir so-
nucu olarak laiklesmenin kaginilmaz ve geri doniilemez bir sekilde gelisecegini
varsaymislardi. Oysa 1970’lerden bu tarafa laiklesme tartismalarinin bu pozitivist
deterministik tutumu bir tarafa biraktiklari, hem sekiilerlesme kavraminin hem de
din kavraminin degismekte oldugunu gozlemleyip kavrami tartismadan kabul
etmektense onu hem epistemolojik hem de ampirik anlamda siki bir yeniden
degerlendirme stirecine tabi tutmuslardir.

Gelinen nokta modernlesmeyle laiklesmenin zorunluluk olarak bir arada gitmeye
bileceklerini gostermektedir. Erken donem sosyologlarinin moderniteye asir1 giiven-
leri, ve pozitivist sosyolojinin asir1 genellemeci tavri onlarin test edilmemis teoriler
kurmalarina yol acmissa da bu laiklesmenin tam anlamiyla bir sosyal mit olarak
tanimlanabilecegi anlamina gelmemektedir. Yirmi birinci ytizyilin basinda laiklesme
stirecinin canli ve oldukga iyi bir durumda oldugunu séyleye biliriz. Her ne kadar
kurucular laiklesmeyi olmus bitmis bir siire¢ olarak goérseler de biz bunun devam
etmekten olan bir stire¢ oldugunu, laiklesmenin en dindar Ortadogu toplumlarinda
bile 6nemli mesafeler kat etmekte oldugunu gozlemlenmektedir.
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. Ergenlerde Baglanma Stilleri ile Cocukluk
Istismarlar1 ve Suc¢luluk-Utan¢ Arasindaki Iliski

The Relationships Between Attachment Styles with Child Abuses
and Guilt-Shame in Adolescence

M. Engin DENIiZ"

oz Bu arastirmada, ergenlerin baglanma stilleri ile cocukluk déneminde yasa-
nan istismarlar ve bireyin yasadig1 sucluluk ve utang duygular1 arasindaki
iligkiler incelenmistir. Arastirma grubunu olusturan toplam 566 dgrencinin
3251 kiz ve 241'i ise erkek 6grencidir. Ogrencilerin yas ortalamast 18.80'dir
(Ss:1.05). Verilerin istatistiksel analizi Pearson korelasyon teknigi kullanila-
rak yapilmistir. Arastirma sonuglarma gore baglanma stillerinden korkulu
baglanma ile utang arasinda pozitif yonde, giivenli baglanma ile utang ara-
sinda ise negatif yonde anlamli bir iliski saptanmistir. Cocukluk istismarla-
rindan her tcii ile de (fiziksel istismar, duygusal istismar, cinsel istismar)
saplantili baglanma stili arasinda pozitif yonde anlamli bir iliski saptanmis-
tir. Sugluluk ile baglanma stilleri arasinda ise anlaml1 bir iliski bulunama-
mistir.

Anahtar Sozciikler: Baglanma stilleri, cocukluk istismarlari, sucluluk, u-
tang.

ABSTRACT  In this research, the relationships between attachment styles of adolescents
and the abuses experienced during childhood and the relationships
between the emotions of guilt and shame the individual experiences are
examined. A total of 325 female and 241 male students with the average age
of 18.80 (Sd=1.05) participated to the research. The Pearson Correlation
technique is used to analyse the data. According to the research findings,
shame was found to be positively correlated to the fearful attachment style
and found to be negatively correlated to the secure attachment style. In
addition, the preoccupied attachment style was found to be positively
correlated to three childhood abuses namely physical, emotional and
sexual abuses. No significant relationship between guilt and attachment
styles was found.

Key Words: Attachment styles, childhood abuse, guilt, shame.

*Yrd. Dog. Dr., S.U. Teknik Egitim Fakiiltesi Egitim Boliimii, Konya
engindeniz@selcuk.edu.tr
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Cocuk dogdugu andan itibaren biiyiime siireci igerisinde ailesiyle kurdugu etki-
lesimlerden ¢ikardig1 sonuglar: 6ztimseyerek kisiliginin ve ruhsal yapisinin temelle-

rini olusturmaktadir. Toplumlarin gelecegi olan ¢ocuk ve genglerin her yonden sag-
liklr yetistirilmeleri kisilik gelisimleri i¢in ¢ok 6nemlidir (Bayhan, 1998).

Bireyin dogdugunda annesiyle kurdugu iletisim tnceleri sadece ¢ocugun biyolo-
jik varliginin devamina hizmet ederken daha sonra bu etkilesim bicimi (baglanma)
igsellestirilerek bireyin hayatinin tiim yonlerini etkileyen bir etkilesim bi¢imi haline
gelir (Hamarta, 2004).

Bireyin ilk baglilig1 onun bakicisiyla olan gelisiminin ilk yillarinda kurdugu ilis-
kidir. Bu baglilik sevgi dolu ve destekleyici bir ortamda olusturuldugunda ¢ocukta
kendine giiven hissi uyandiracak, boylece yetiskinlige kolaylikla ge¢mesini saglaya-
caktir (Deniz, Hamarta ve Ari, 2005; Soysal, Ergenekon ve Aksoy,1999).

Bowlby (1980), baglanma davranisini, bir bireyin korktugunda bir figiirle iliski
kurmak ya da yakinlik aramak icin duydugu istek seklinde tanimlamustir. Temeli be-
beklik doneminde olusan baglanma davranisi, yetiskinlik donemindeki baglanma
davranisi tizerinde de etkili olmaktadr.

Baglanma davranisi baglanan kisi korktugunda, yorgun diistiigiinde ya da hasta-
landiginda acik bir sekilde ortaya ¢ikma egilimindedir. Baglanma figtirii olan kisi ko-
ruyucu ve sakinlestirici bir tutum sergilediginde ve yardim sagladiginda baglanma
davranist azalir. Bir baglanma figiirtintin olusu ve kendisine karst duyarli olusu bag-
lanan kiside gtiglii bir giivenlik hissi saglar. Baglanma davrarus: erken gocukluk do-
neminde agikca goriilmekle birlikte 6zellikle stresli zamanlar olmak tizere tiim hayat
boyunca gozlemlenebilmektedir ( Konyalioglu, 2002).

Baglanma stilleri ergenlik déneminde, ergenlerin baglanma davranislarimi ve ilgi-
lerini ebeveynlerinden ¢ok akranlarina yonlendirdikleri icin degisiklige ugrar. Ergen-
likteki bu degisiklikler sirasinda ergenin ¢ocukken bakimini tistlenen bireylere karsi
gelistirmis oldugu baglanma iliskisi nemli rol oynar. Ergenin ebeveyn figiirlerinden
akran gruplaria dogru yonelmesine ragmen erken baglanma iliskisi ergen i¢in kalic
ve glicli bir etkiye sahiptir (Hamarta, 2004).

Ergenlerin anne baba ile baglanma iligkisini inceleyen arastirmalar, ergenlik do-
neminde ailesi ile giivenli baglanma iliskisi icinde olan genclerin arkadaslik iliskile-
rinde daha basarili olduklarini, sosyal acidan kendilerini daha yetkin hissettiklerini
daha ytiksek diizeyde 6zsaygilarinin oldugunu, fiziksel agcidan daha saglikli oldukla-
rini1 gostermistir. Erken yaslarda ¢ocuklarmin gereksinimlerini kosulsuz ve tutarli o-
larak karsilayan, yakinlik ve sevgisini esirgemeyen, destekleyici ailelerin ¢ocuklar1
glivenli baglanma gelistirmektedir (Stimer ve Giingor, 1999a).

Bireyin baglanma bi¢imi kisilik gelisimi tizerinde ¢ok biiyiik bir 6neme sahiptir.
Shaver ve Brennan (1992) tarafindan 242 iiniversite 6grencisi tizerinde yapilan bir ¢a-
lismada, baglanma bigiminin bireyin kisiligi tizerindeki etkilerine yonelik énemli so-
nugclar elde edilmistir. Arastirmanin sonuglarma gore; giivenli baglanma stiline sahip
bireyler giivensiz baglananlara oranla daha az noérotik, daha disa doniik, daha az
kaygili ve daha sicak olduklari, kaginmali baglanma gelistirenlerin daha depresif,
daha uyumsuz olduklary, iliskilerinde daha doyumsuz olduklari ve iligkilerinin daha
kisa stirdiigii, korkulu baglananlarin ise sosyal iliskilerden kaginan, duygusal iliski
kuramayan yetiskinler olduklar1 saptanmustir.
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Giivensiz baglanma stilindeki bireyler ise daha ¢ok giivenli olmayan ailelere sa-
hip olduklarindan ergenlik déneminde kisilerarasi iliskilerinde daha ¢ok sorun ya-
sarlar. Ayrica giivensiz baglanma stiline sahip ergenlerde sug isleme, anti-sosyal
davranislar, diistik 6zsaygi, yakin iliski kurmada gticliik, yalnizlik hissi ve utang gibi
duygular yogun olarak yasanmaktadir ( Cooper, Shaver ve Collins, 1999).

Yapilan arastirmalar ebeveynlerin ¢ocuklarina kars: sergiledikleri tutumlarin ¢o-
cuklarin gelistirecekleri baglanma stili ile yiiksek diizeyde iliskili oldugunu goster-
mektedir. Ebeveyn iligkileri konusunda, giivenli baglanma stiline sahip ¢ocuklarin
ebeveynlerinin, giivenli olmayanlarin ebeveynlerinden daha fazla oranda ¢ocuklari-
nin gereksinimlerine duyarliik gosterdikleri ve doyum sagladiklariy; kaginan bag-
lanma stiline sahip ¢ocuklarin ebeveynlerinin, ¢ogunlukla, bedensel temastan hos-
lanmayan, azarlayici ve reddedici olduklari, 6zellikle de ¢ocuklarinin onlara en fazla
gereksinim duydugu anlarda geri ¢ekilme egilimi gosterdikleri; kaygili/kararsiz bag-
lanma stiline sahip ¢ocuklarin ebeveynlerinin ise, cocuklarinin gereksinimlerinden
¢ok, kendi gereksinimleriyle ilgilendikleri, kendi kaygilarmna odaklandiklar1 ve ba-
kim saglama konusunda ¢ogunlukla tutarsiz olduklar1 goériilmiistiir ( Levy, Blatt ve
Shaver, 1998).

Cocukluk déneminde anne veya bakim veren kisi ile yasadig: etkilesim sonucun-
da biligsel yapilar olusarak, cocugun bilgi edinme stirecini belirler ve sosyal iliskile-
rine yon verir (Aydmn, 2005). Baglanma figiirii modeliyle yetiskin baglanma stillerini
aciklamak igin Bartholomew ve Horowitz (1991), dortlii modeli gelistirmislerdir. Bu
baglanma stilleri, giivenli, kayitsiz, korkulu ve saplantil: stillerdir.

Bireylerin sosyal iliskilerine yon veren baglanma stilleri, kisiler arasi iliskilerde de
onemli bir belirleyici olabilir. Smith ve Briggs (1986)'e gore, bagkalarmin bulundugu
yerde tedirginlik ve kisitlanma duygusu olarak tanimlanabilen utang duygusu, kisi-
ler arasi iligkileri etkileyen tnemli etmenlerden birisidir (Akt: Giingdr, 2001). Eng
(1990)'a gore ise utang, bir yetersizlik ya da davramistaki uygunsuzlugun bilincine
varinca ortaya ¢ikan duygudur.

Bireyin sosyal iliskilerinde bu denli biiyiik 5neme sahip olan baglanma davrani-
sinin temellerinin atildig1 cocukluk yillarinda maruz kaldig istismar veya ihmal ya-
santilar ileriki yillarda psikososyal anlamda olumsuz etkilere ve baglanma bozuk-
luklarina neden olmaktadir (Perry, Dunyan ve Sturges, 1998).

Cocuklara yonelik istismar davranislarini inceleyen arastirmalarda gocuga yone-
lik istismarin genellikle aile i¢cinden bir birey tarafindan uygulandigini gostermekte-
dir. Istismarin yasandig: ailelerde aile-cocuk iliskisi zarar goriir. Cocugun ailesine ve
kendisine duydugu giiven zedelenir (Akbas, 2001). Bu giivensizlik cocugun baglan-
ma davranmisini da etkiler.

Yukaridaki arastirmalar ve aciklamalar dikkate alindiginda, bireylerin hem dav-
ranislarinin sekillenmesini hem de kisileraras: iligkilerini etkileyen ilk ¢ocukluk ya-
santilarinin birey icin ne denli énemli oldugu goriilmektedir. Bu durum, tiniversite
ogrencileri agisindan da onemlidir. Ogrencilerin giinliik yagantilarinda ya da egitim
ogretim etkinliklerindeki basarisinda, ilk ¢ocukluk yasantilarryla sekillenen baglan-
ma bicimleri etkili olabilmektedir. Cocukluk yillarindaki istismarlarda bireylerin
davramslar iizerinde etkili olabilir. Istismara ugrayan ¢ocuklar, ¢evresindeki insan-
lara giivenmeyebilir ve onlarla etkili iletisim kurmayabilir. Bu arastirmada, ¢ocukluk
yasantilariin, ergenlik donemindeki birey tizerinde yaratabilecegi etkilerin belir-
lenmesi, bu konuya hem anne-babalarin hem de egitimcilerin dikkatlerinin gekilmesi
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acgisindan onemli katkilar saglayacagi umulmaktadir. Dolayisiyla bu arastirmanin
amaci, baglanma stilleri ile cocukluk donemi istismarlar1 ve sugluluk-utang arasinda-
ki iligkilerin saptanmasidir.

YONTEM
Orneklem

Bu arastirmanin 6rneklemi, Selcuk Universitesinin farkl fakiiltelerinde (Mesleki
Egitim Fakiiltesi, Egitim Fakiiltesi, Teknik Egitim Fakiiltesi, Hukuk Fakiiltesi, Veteri-
nerlik Fakiiltesi) birinci stnifa devam eden 566 6grenciden olusmaktadir. Arastirma-
nin 6rneklemi, bu fakiiltelerde 6grenim gormekte olan 6grenciler arasindan tesadiifi
olarak secilmistir. Arastirma drneklemini olusturan 6grencilerin 325’1 (% 57.4) kiz ve
241’1 (% 42.6) ise erkek dgrencidir. Ogrencilerin yas ortalamast 18.80 (Ss:1.05) dir.

Verilerin Toplanmasi1 ve Analizi

Arastirmada gereksinim duyulan verilerin toplanmasinda, 6rneklemde belirtilen
tiniversite birinci sinif 8grencilerine Mliski Olcekleri Anketi, Cocukluk Orselenme Ya-
santilari Olgegi ve Sugluluk-Utang Olgegi uygulanmistir. Bu araglarin gecerlik ve gii-
venirlik bilgileri asagida sunulmustur.

Tliski Olcekleri Anketi

Griffin ve Bartholomew (1994) tarafindan gelistirilmistir. Olcegin Tiirkce'ye uyar-
lamas1 Stimer ve Giingdr (1999b) tarafindan yapilmustir. Mliski Olcekleri Anketi 17
maddeden olusmaktadir ve dort baglanma stilini (gtivenli, kayitsiz, korkulu, saplan-
til1) 6lgmeyi amaglamaktadir. Katilimeilardan ilk olarak 7 aralikli 6lgekler tizerinde
kendilerini ne derece tanimladigini belirtmeleri istenmistir (1=beni hi¢ tanimlamryor,
7=tamamen beni tanimliyor). Giivenli ve kayitsiz baglanma stilleri beser madde ile
olctiltirken, saplantili ve korkulu baglanma stilleri dérder madde ile 6l¢tilmiistiir. Alt
Olceklerden alman puana gore katilimcilar baglanma stilleri icerisinde hangi grupta
en yiiksek puan aldiysa o grupta degerlendirilmektedir.

Olgegin yurtdisinda yapilan calismalarda iliski Olcekleri Anketi alt 6lceklerinin
gorece diistik diizeyde i¢ tutarlilik katsayilarina sahip oldugu ancak kabul edilebilir
diizeyde test tekrar test giivenirligine sahip oldugu bulunmustur. Olgegin Tiirk ot-
neklemi tizerinde Stimer ve Giingor (1999b) tarafindan yapilan gegerlik ve giivenirlik
calismalarinda liski Olcekleri anketinin guvenli, kayitsiz, korkulu ve saplantil ol-
mak tizere dort faktdr yapisindan olustugu ayrica 6lgegin test tekrar test yontemi ile
tim boyutlarda giivenirlik katsayilarini .54 ile .61 arasinda degisen degerlerde hesap-
lanmustir (Stimer ve Giingor, 1999b).

Cocukluk Orselenme Yagantilar1 Olgegi

Bernstein ve arkadaslar1 (1994) tarafindan hazirlanan 6lcegin gegerlik ve giivenir-
lik calismast madde bagimlis bir grupla yapilmis 6lgegin fiziksel istismar, duygusal
istismar, cinsel istismar, duygusal ihmal ve fiziksel ihmal olmak tizere dort alt Slce-
ginin oldugu belirlenmistir. Bu arastirmada 6lcegin Cronbach alfa katsayilar1 0.79 ve
0.94 arasinda bulunmus gegerlik ve gtivenirligi yiiksek olarak saptanmistir (Aslan ve
Alparslan 1999).

Olgegin Tiirkgeye uyarlamasi Aslan ve Alparslan(1999) tarafindan yapilmistir.
Gegerlik ve giivenirlik calismasinda test giivenirligi 0.96 olarak saptanmustir. Olgegin
Tiirkce uyarlamasi ¢ alt lgekten olusmaktadir (fiziksel istismar, duygusal istismar,
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cinsel istismar). Ol(;egin puanlamast “hi¢bir zaman”, nadiren”, “bazen”, “siklikla” ve
“cok sik” yanitlarmna karsilik gelen 1-5 arasi likert tipi degerlendirme ile yapilmistir.

Sugluluk-Utang Olgegi

Sahin ve Sahin (1992) tarafindan gelistirilen 24 maddelik, 5'li Likert tipi kendini
degerlendirme tiirti bir dlgektir. Sugluluk ve utang duygular i¢in ayr1 ayr1 puanlan-
maktadir. Yiiksek puanlar, sugluluk ya da utang duygularinin yogunluguna isaret
eder. Yapilan giivenilirlik calismasinda 6lgegin i¢ tutarlilik Cronbach Alfa degeri “
sugluluk” alt boyutu i¢in 0.81, “utang” alt boyutu i¢in 0.80 olarak bulunmustur (Sa-
vasir ve Sahin, 1997).

BULGULAR

Ergenlerin baglanma stilleri ile ¢ocukluk dénemine ait istismar yasantilar: ara-
sindaki iligskinin belirlenmesine yonelik yapilan korelasyon analizi sonuglar1 Tablo
1’de verilmistir.

Tablo 1. Ergenlerde Baglanma Stilleri ve Cocukluk Dénemine Ait Istismarlar A-
rasindaki Iliski

Istismarlar  Korkulu Kayitsiz Giivenli  Saplantili

Fiziksel .006 .009 -.054 .084*

Duygusal .029 -.021 -.080 .095*

Cinsel -.002 -.032 -.035 .090*
P <.05

Tablo 1 incelendiginde ergenlerin baglanma stillerinden korkulu baglanma, ka-
yitsiz baglanma ve giivenli baglanma stilleri ile ¢ocukluk déneminde yasanilan is-
tismarlar arasinda anlamli diizeyde bir iliskiye rastlanmamistir (p> 0.05). Ancak sap-
lantili baglanma stili ile cocukluk trseleyici yasantilarinin her it (fiziksel istismar,
duygusal istismar, cinsel istismar) arasinda .05 diizeyinde pozitif yonde ve anlamli
bir iliski saptanmustr.

Ergenlerin baglanma stilleri ile sucluluk ve utan¢ duygular1 arasindaki iliskinin
belirlenmesine yonelik yapilan korelasyon analizi sonuglar: Tablo 2’de verilmistir.

Tablo 2. Ergenlerde Baglanma Stilleri ve Yasadiklar1 Sugluluk ve Utan¢ Duygusu
Arasmdaki liski

Sugluluk\Utan¢ Korkulu Kayitsiz Giivenli Saplantili

Sugluluk .016 -.043 -.066 -.045
Utang 206%** -.014 - 173%%* .063
P <.001

Tablo 2 incelendiginde ergenlerin baglanma stilleri ile sucluluk duygusu arasinda
anlaml1 bir iliski bulunmamustir (p> 0.05). Ancak korkulu baglanma stili ile utang
duygusu arasinda pozitif yonde ve anlamli bir iliski bulunmustur(p<0.001). Giivenli
baglanma stili ile utan¢ duygusu arasinda ise negatif yonde anlamli bir iliski oldugu
goriilmektedir (p<0.01). Kayitsiz ve saplantili baglanma stilleri ile ergenin yasadigt
utang duygusu arasinda ise anlamli bir iliski bulunmamustir.
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TARTISMA VE YORUM

Bu ¢alismada ergenlerin baglanma stilleri ile cocukluk dénemindeki istismar ya-
santilari, sucluluk ve utang duygular1 arasinda iliski olup olmadiginin belirlenmesi
amagclanmustir. Aragtirma sonuglari ¢ocukluk déneminde fiziksel istismara, duygusal
istismara ve cinsel istismara ugrama ile saplantili baglanma gelistirme arasinda an-
laml1 diizeyde bir iliskinin varligini géstermistir. Bu bulgu baglanma teorisinin teme-
lini olusturan ¢ocukluk yasantilarinin bireyin kisilik gelisiminin temelini olusturdu-
gu seklindeki varsayimi desteklemektedir (Anderson, 2001).

Cocuga istismar1 uygulayanin genellikle en yakinindaki kisilerden biri olmasi ve
baglanma davranisinin 6zellikle kisi tizerinde stres yaratan durumlarda artmasi is-
tismarin birey {izerinde saplantili baglanma yaratmasinda etkili olabilir. Ctinkii gii-
venli bir baglhiligin temeli ayn1 zamanda uygun zamanda kopma davranisinin gelisi-
mini icerir. Oysa travmatik bir ortamda istismara ugrayarak biiytiyen bir cocuk bu
saglikli kopma davranisini gelistirememesi arastirmamizda bulgularin isaret ettigi
saplantili baglanmanin nedeni olabilir. Ayrica arastirmamizdan elde ettigimiz bu
bulgu cocukluk ¢aginda istismar davranislarini yasayan bireyin iliskilerinde kaginan
kisilik ozellikleri gosterdigi ve baglanma bozuklugu gosterdigi seklindeki bilgi ile
uyumludur (Woke, Thomas ve Candela, 1996).

Mullen ve arkadaslar1 (1996) tarafindan yapilan bir arastirmadan elde edilen ¢o-
cukluk travmalarmnin post travmatik stres bozukluklari, diisiik 6zsaygi, sosyal iligki-
lerde bozulma, giivensiz baglanma, baglanma bozukluklari ile anlamli diizeyde ilis-
kili oldugu seklindeki bulgulari, saplantili baglanma ile cocukluk istismarlar1 arasin-
da anlaml diizeyde iliski oldugu seklindeki arastirma bulgumuzla uyumludur
(Mullen, Martin, Anderson, Romans ve Herbison,1996). Wark ve arkadaslar: tarafin-
dan 2003 yilinda 99 kiz 35 erkek toplam 134 tiniversite 6grencisi tizerinde yapilan bir
calismada elde edilen ¢ocukluk travma 6ykiisti bulunan kisilerde anlaml diizeyde
daha yiiksek oranda sosyal iliskilerde giicliik ve baglanma problemleri gortildugi
seklindeki bulgu da calismamizda elde ettig§imiz bulguyu destekler niteliktedir (
Wark, Kruczek ve Boley, 2003).

Ayrica istismarlarla saplantili baglanma stili arasinda anlaml iligkilerin olmasi,
saplantili baglanan bireylerin, iliskilere takintili olmasi ve stirekli iligkilerini diisiin-
me egiliminde olmas: (Bartholomew ve Horowitz, 1991) seklindeki kuramsal bilgi ile
aciklanabilir.

Arastirmadan elde edilen diger bir sonug ise giivenli, korkulu ve kayitsiz bag-
lanma stilleri ile ¢ocukluk istismarlar1 arasinda anlamli bir iliskinin olmadigidir. An-
cak bu bulgu National Adoption Information Clearinghouse (2005) tarafindan yapi-
lan bir arastirmadan elde edilen gtivenli baglanma stili ile cocukluk istismar ve ih-
malleri arasinda anlamli bir iliski oldugu seklindeki bulguyla ¢eliskilidir (NAIC,
2005).

Arastirmadan elde edilen giivenli baglanma ile utan¢ duygusu arasinda negatif
yonde anlaml1 bir iligskinin oldugu, korkulu baglanma ile utan¢ duygusu arasinda ise
pozitif yonde anlaml bir iliski oldugu seklindeki bulgu da farkli ¢alismalarda elde
edilen utang duygusunun temelinin ¢ocukluk yasantilara dayandigi, utang duygu-
su yasayan kisilerin kendilerine giiven problemlerinin oldugu, aile yasantilarnin so-
runlu oldugu, ailelerinden gerekli ilgi, sevgi ve giiveni gérmedikleri, cocukluklarin-
da sik sik farkli sekillerde cezalandirildiklari, reaktif baglanma bozukluklar1 oranla-
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rimin yiiksek oldugu seklindeki bulgularla uyumludur (Lewis, Alessandri ve
Sullivan, 1992; Ferguson ve Crowley, 1997). Ayrica Wells ve Hansen tarafindan yapi-
lan bir arastirmadan elde edilen giivenli baglanma stiline sahip bireylerde utang
duygusunun diisitk oldugu buna karsilik korkulu ve kaginan baglanma stiline sahip
bireylerde ise utan¢ duygusunun anlaml diizeyde daha yiiksek oldugu seklindeki
bulgu da arastirmamizi desteklemektedir (Wells ve Hansen, 2003).

Arastirma bulgular1 baglanma stillerinden korkulu baglanma ile utang duygusu
arasmnda ve ¢ocukluktaki istismarlarla saplantili baglanma arasinda pozitif yonlii bir
iliski oldugunu goritilmiistiir. Ayrica giivenli baglanma ile de utang duygusu arasmn-
da anlaml diizeyde negatif yonlii bir iliski saptanmigtir. Bu bulgular ¢ocukluk dé-
neminde anne-baba-gocuk iliskisinin 6nemini ortaya koymustur. Bu da anne baba e-
gitiminin, ailelere yonelik rehberlik hizmetlerinin bireyin gelisimindeki 6nemini gos-
termektedir. Ayrica ergenlere yonelik psikolojik damisma hizmetlerinde bu durum
goz ontinde bulundurulmasi, ergenin hem cevresiyle etkili iletisim kurma becerisi
gelistirmesi hem de akademik basaris1 acisindan 6nemlidir.
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SUMMARY
Introduction

The bases of child’s personality and psychology are constituted in its
development process by identifications from the results of its interactions with its
family. It is very important that the children and adolescents, who are the futures of
the societies, to be raised healthly in every aspects.

While the individual’s communication with his/her mother after the birth serves
for maintaining its biological existence, then, this attachment style becomes an
interaction style that affects individual’s life in every aspects by internalization
(Hamarta, 2004).

Bowlby (1980) defined the attachment behaviour as the desire of an individual to
get in touch or look for a closeness with a figure when he/she experiences fearful. An
attachment behaviour raised in infancy stage, is also effective on the attachment
behaviour in adult ages.

The cognitive domains of childs are formed by interactions with his/her mother
or attendant during childhood and these domains determine the child’s process of
obtaining information and his/her direct social interactions (Aydin, 2005).

Bartholomew ve Horowitz (1991) developed the Four Category Model to describe
the attachment styles which are secure, dismissing, fearful and preoccupied.

Research on child abuses show that the abuse generally comes from the members
of family. In the families in where abuse is experienced, the family-child relations
and the child’s self confidence and his/her trust to family becomes damaged (Akbas,
2001).

The aim of this study is to examine the relationships between attachment styles of
adolescents and the abuses experienced during childhood and the relationships
between attachment styles and the emotions of guilt and shame.

Method

The research adopts the method of general search model. A total of 566 Selcuk
University students whose 325 are female and 241 are male students attending
different faculties is employed in the research. The avarage age of the students is
18.80 with a standard deviation (Sd) of 1.05. The following instruments were used to
collect the research data.

Relationship Scales Questionnaire

This instrument was developed by Griffin and Bartholomew (1994) and adapted
to Turkish by Stimer and Giingor (1999b). Relationship Scales Questionnaire consists
of 17 items and is used to measure four attachment styles (secure, dismissing, fearful,
preoccupied). Firstly, the participants were asked to point out how they identify
themselves on 7-level scales. (1=does not identify me in any way, 7=exactly defines
me).

Childhood Trauma Questionnaire

This scale was developed and its validity and reliability tests were performed on
a drug addict group by Bernstein et al. (1994). Four sub-scales of the scale as physical
and emotional abuse, sexual abuse, emotional neglect and physical neglect were
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identified. The Cronbach alpha coefficients of the scale were found as between 0.79
and 0.94 and the validity and the reliability of the scale was found as meaningful as
adequate (Aslan and Alparslan, 1999).

The adaptation of the scale into Turkish was performed by Aslan and Alparslan
(1999). In the study of validity and reliability of the scale, the reliability coefficient
was found as 0.96. The Turkish form of the scale is composed of three sub-scales. The
scale is evaluated by Likert type as “never”, “rarely”, “sometimes”, “often” and

“very often”.
Guilt-Shame Scale

This is a 5-item Likert type scale consisting of 24 items based on self-evaluation
and developed by Sahin and Sahin (1992). It is assessed for each guilt and shame as
separately. High points sign the density of the emotions of guilt and shame. In the re-
liability study of the scale, Cronbach alpha value for “guilt” is found as 0.81 and for
“shame” as 0.80.

Results

According to the findings, the abuses experienced in childhood are not signifi-
cantly related to fearful, dismissing and secure attachment styles of adolescences
(p>0.05). However, preoccupied attachment style was found to be positively corre-
lated to each of physical abuse, emotional abuse and sexual abuse (p<0.05).

No significant correlations between guilt and attachment style were found
(p>0.05). A significant correlation in positive direction between fearful attachment
style and shame, a significant correlation in negative direction between secure at-
tachment style and shame were detected (p<0.001). No significant correlations be-
tween dismissing attachment style and shame and between preoccupied attachment
style and shame were found.

Discussion and Conclusion

The results of the research demonstrated that the preoccupied attachment style is
significantly related to physical, emotional and sexual abuse. This finding supports
the knowledge that the individual experienced abuse during childhood demonstrates
avoiding personality characteristics and attachment defects (Woke, Thomas and
Candela, 1996).

The findings of the research that there is a significant relation in negative
direction between secure attachment and the emotion of shame. In addition to this
one, it has been seen that there is a significant relation in positive direction between
fearful attachment and the emotion of shame. These finding support the other
findings of different researches show the facts like stems of the shame were brought
about in the childhood experiences and the individuals who experiences shame have
low self-esteem. These suffered people have a problematic family life. They do not
have the interest, love and confidency from their families and also they were
punished in different ways during their childood. Last but not least, their reactive at-
tachment disorder rates are high (Lewis, Alessandri and Sullivan, 1992; Ferguson
and Crowley, 1997).

The findings of the research demonstrated that there is a significant relation in
positive direction between fearful attachment style and the emotion of shame, and
between abuse in childhood and preoccupied attachment style. Furthermore, a sig-
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nificant relation in negative direction between secure attachment and the emotion of
shame was investigated. These findings underlined the importance of the interaction
of the child-parents during childhood. And this demonstrates the importance of the
parents’ education and the guidance services for the families in the individual’s de-
velopment.
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Ilkogretim Bilgisayar Ders Kitaplarindaki Hazirlik
Calismalarinin Incelenmesi

The Examination of Warm-Up Studies in Elementary School
Computer Textbooks

Deniz DERYAKULU"

0z Bu arastirma, ilkogretim sekizinci simif se¢meli bilgisayar ders kitaplarmimn
tinite baslarinda yer verilen hazirlik ¢alismalarini 6grenme ve gorev tiirii
acisindan ¢oziimlemeyi ve bu calismalarin 6grencilerce ne diizeyde ilgi ce-
kici, yararl1 ve arastirmaya deger bulundugunu belirlemeyi amaclamakta-
dir. Arastirma kapsaminda oncelikle sekiz ayr1 ders kitabinda yer alan 245
hazirlik ¢alismasi icerik ¢oziimlemesi teknigi ile incelenmistir. Coztimleme-
ler, hazirlik calismalarinin %81,6’sinin bildirimsel bilgilerin, %13,5'inin is-
lemsel bilgilerin; %95,1'inin kitaptaki icerik bilgilerinin, %4,9 unun ise kitap
dis1 bilgilerin 6grenilmesine yonelik gorevler oldugunu gostermistir. Daha
sonra, incelenen hazirlik ¢alismalarindan segilen 20 maddeden olusan bir
form 155 sekizinci siif 6grencisine uygulanmustir. Sonuclar, 6grencilerin
yaklasik yarisinin hazirlik ¢alismalarini orta diizeyde ilgi cekici ve yararli
buldugunu, her ti¢ 6grenciden birinin bu calismalar1 arastirmaya deger
bulmadigini, 8grencilerin en ¢ok ders kitab1 disindaki bilgilerin 6grenilme-
sine yonelik gorevleri ilging ve yararli buldugunu, 6zel okulda 6grenim go-
ren dgrencilerin devlet okulunda 6grenim gorenlere gore bu calismalar:
daha az ilgi cekici, yararli ve arastirmaya deger buldugunu gostermistir.

Anahtar Sozciikler: Ders kitaplari, hazirlik calismalari, bilgisayar 6gretimi.

ABSTRACT  The purpose of this study was to analyze warm-up studies in elementary
computer textbooks for grade eight in terms of learning and task types and
to reveal how students appraise these studies in terms of their
interestingness, usefulness and worthwhile. Content analysis of 245 warm-
up studies revealed that 81.6% of studies were required students learn
declarative knowledge, 13.5% of studies were required students learn
procedural knowledge whereas 95.1% of studies were related to knowledge
that included in the textbook and 4.9% of studies were related to
knowledge that not included in the textbook. Afterwards, a 20-item form
was administered to 155 eight-grade students. Results showed that
approximately half of students were assessed selected 20 studies as
averagely interesting and useful, and one of each three students was
assessed as not worthwhile. In addition, private school students as
compared to public school students were assessed studies as less
interesting, useful and worthwhile.

Key Words: Textbooks, warm-up studies, computer teaching.

*Yrd. Dog. Dr. Ankara Universitesi Egitim Bilimleri Fakiiltesi,
deryakul@education.ankara.edu.tr
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!
GIRis

Bilgi ve iletisim teknolojilerinin sinif i¢i 6gretim uygulamalarinda kullaniminin
giderek yayginlasmaya baslamasina karsin, ders kitaplar1 hala pek ¢ok disiplinin 6g-
retiminde temel bilgi kaynaklig: roliinti stirdtirmektedir. Arastirmalar, disiplin alan-
larina gore farklilasmakla birlikte, 6gretim siireclerinde en ¢ok kullanilan materyalle-
rin ders kitaplar1 oldugunu gostermektedir. Ornegin, A.B.D."de okuma gretimi sira-
sinda dgretmenlerin dgretim zamaninin yaklasik %75 ile %90’ ders kitaplara da-
yal1 etkinliklere ayirdiklar1 (Stein, Stuen, Carnine ve Long, 2001), fen 8gretmenlerinin
yaklagsik %90"min 6gretimi ders kitaplarma dayali olarak ytrittiikleri saptanmustir
(Weiss, Nelson, Boyd ve Hudson, 1989, Aktaran: Wu, Lee ve Lai, 2004). Ders kitaplar1
pek ¢ok 6gretmen icin derslerinin icerigini ve akisini belirlemede temel hareket nok-
tas1 olarak islev gormektedir. Bununla birlikte, ders kitaplarinin etkililigi uzun za-
mandir sorgulanmaktadir. Ders kitaplari, cogunlukla, iceriklerinin iyi diizenlenme-
mis olmasi, yanlis bilgiler icermeleri, ilgi cekici olmamalari, tarafli bakis agisina sahip
olmalari, kotii sayfa tasarimi, kalitesiz baski ve 6grenciyi edilgin kilan tek yonlii etki-
lesim zorunlulugu gibi noktalarda siklikla elestirilmektedirler (bkz. Chambliss ve
Calfee, 1989). Ders kitaplarinin icerik diizeni ve yapisal 6zellikleri, 6gretmenlerin si-
nif ici 6gretim stireclerinde bu kitaplar1 nasil kullanacaklarini ve 6grencilerin bu ki-
taplardan ne diizeyde 6greneceklerini belirleyici bir etkiye sahiptir. Ders kitaplarinin
tasariminda yazarlarin temel hareket noktasi, dersin 6gretim programudir. Bir diger
soyleyisle, o derste 6grencilere kazandirilmasi hedeflenen bilgi ve beceriler yazarlara
icerigi yapilandirma ve cesitli 6grenme etkinliklerine karar vermede yol gostermek-
tedir. Ote yandan, ders kitaplarinn ierik diizenini inceleyen aragtirmalar, cogu ders
kitabinin terimlerin ve olgularin sunumu agirlikli bir yapiya sahip oldugunu ortaya
koymus ve bu tiir icerik yapisina sahip ders kitaplari, 6grencileri igerik bilgilerini an-
lamaksizin ezberlemeye yonlendirdigi icin elestirilmislerdir (bkz. Harmon, Hedrick
ve Fox, 2000; Harniss, Dickson, Kinder ve Hollenbeck, 2001; Jitendra ve digerleri,
2001; Soyibo, 1995; Yager, 1983).

Ogrencilerin igerik bilgilerini daha kolay anlayabilmelerini destekleyecek tiirde
bir ders kitabinin tasariminda {i¢ temel 6zelligin dikkate alinmasi 6nerilmektedir.
Bunlar; (a) yapisal ipuclari, (b) anlasilirlik (metnin iceriginin ve yapisinin tutarhiligy)
ve (c) metnin igerigi ile 6grencilerin ge¢mis bilgileri arasinda iliski kurmay1 saglaya-
cak etkinliklerdir (bkz. Garner, 1987). Ders kitaplarinin yapisal 6zellikleri ile 6grenci-
lerin igerik bilgilerini kavrama diizeyleri arasindaki iliskileri inceleyen arastirmalarin
sonuglarma gore, dgrencilere icerik hakkinda ipucu veren igindekiler kismi, bolim
amaglari, ana ve alt basliklar ya da giriste sunulan boliim 6zetleri gibi yapisal ipugla-
11 metnin daha kolay anlasilmasina katki saglamaktadir (Chambliss ve Calfee, 1989;
Kinder, Bursuck ve Epstein, 1992). Ders kitaplarinin tinite baslangiclarinda yer veri-
len hazirlik calismalar: da 6grencileri ders kitabinin ilgili boliimiinde sunulacak ige-
rigi 6grenmeye zihinsel olarak hazirlayacak ogrenme gorevlerdir. Ogrencilerden ye-
rine getirmeleri istenen bu 6grenme gorevleri, onlarin konuyla ilgili ¢esitli kaynakla-
ra ulasmalarini, o kaynaklar1 kullanarak ve belirli zihinsel islemleri gerceklestirerek
bir #rtn olusturmalarini gerektirirler (Doyle, 1983, Aktaran: Woolfolk Hoy ve
Murphy, 2001). fyi tasarimlanmis hazirlik alismalari, grencilerin dikkatini ders ki-
tabinin ilerleyen kisimlardaki belirli bilgi birimleri tizerine yogunlastirmalarini sag-
layarak, ogrencilerin etkin bi¢cimde igerik bilgilerini 6grenmelerine yardim ederler.
Bu nedenle, hazirlik ¢alismalari ile 6grencilerden yerine getirmeleri istenen gorevin
genelde dersin, 6zelde de ders kitabinin ilgili {initesinin amaglariyla tutarli ve uyum-
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lu olmasi gereklidir. Eger, ders kitaplarindaki hazirlik ¢alismalari ile dersin/ tinitenin
amaglari tutarli ve uyumlu degilse, biiytik olasilikla 6grenciler bu calismalar dikkate
almayacaklardir. Bu arastirma, ilkdgretim sekizinci sinif bilgisayar ders kitaplarinin
tinite baglarinda yer verilen hazirlik calismalarini 6grenme ve gorev tiirii agisindan
¢ozlimlemeyi ve bu ¢alismalarin 6grencilerce ne diizeyde ilgi cekici, yararh ve arasti-
rilmaya deger bulundugunu belirlemeyi amaglamaktadir.

YONTEM
Model, Calisma Grubu, Verilerin Toplanmas1 ve Coziimlenmesi

Bu arastirma, tarama tiirti bir calismadir. Arastirmanin birinci amaci1 dogrultu-
sunda, M.E.B. Talim ve Terbiye Kurulu Baskanlig tarafindan ilk6gretim okullarinda
ders kitab olarak kullanilmas1 onaylanmis sekiz farkl: sekizinci sinif segmeli bilgisa-
yar ders kitabinin (bkz. Ek 1.) {inite baslarinda yer verilen toplam 245 hazirlik calis-
mas1 6grenme ve gorev tiirii agisindan igerik ¢oztimlemesi teknigi kullanilarak ince-
lenmistir. Arastirmada incelenen ders kitaplarinin sekizinci sinif ders kitaplari ile si-
nirlandirilmasinin nedeni, ilkogretim se¢meli bilgisayar dersi 6gretim programinin
dordiincti smiftan sekizinci smnifa kadar tiim konulari tekrarlayan bir yapiya sahip
olmasi ve yapilan 6n incelemelerde bazi yazarlarin, belirli bir tiniteyle/konuyla ilgili
olusturduklart hazirlik ¢alismalarini farklt sinif diizeyleri igin tasarimladiklar: ders
kitaplarinda tekrar tekrar kullandiklarinin saptanmasidir.

Arastirmada kullanilan icerik ¢6ztimlemesi teknigi bilindigi gibi, incelenen belge-
lerdeki s6zel ifade birimlerinin (6rnegin; sozciik, ctimle, paragraf, bolim vb.) arastiri-
lan konuya iliskin belirli bir kavramsal yapiy1 temel alan agik ve anlasilir bir siniflan-
dirma araciligryla cogunlukla frekans ve yiizde degerleri biciminde sayisallastirilma-
sina dayali bir tekniktir (Bailey, 1994; Fraenkel ve Wallen, 1996). Bu calismada ger-
ceklestirilen ¢oziimlemeler sirasinda bilgisayar ders kitaplarinin tinite baslarinda yer
verilen hazirlik calismalari, 6grenme tiirti acisindan Anderson’un (1985) bildirimsel
bilgiler (declarative knowledge) ve islemsel bilgiler (procedural knowledge) siniflama-
s1, gorev tiirti agisindan ise, arastirmaci tarafindan yapilandirilan kitaptaki icerik bilgi-
lerinin 6grenilmesine yonelik gorevler (KIBOYG) ve kitap dig: bilgilerin dgrenilmesine yone-
lik gorevler (KDBOYG) siniflamast temel alinarak ¢oziimlenmistir. Bildirimsel bilgiler,
bir seyin ne oldugunu anlatan bilgilerdir. Islemsel bilgiler ise, bir seyin nasil yapildi-
g1 yansitan bilgilerdir. KIBOYG tiirt olarak siniflanan goérevler, 6grenciyi ders ki-
tabinda yer verilen bilgilerin aynisin1 bulmaya y6nlendiren gorevlerdir. Dolayisiyla
bu tiir gorevler, yalmzca ders kitabr incelenerek ya da kullanilarak yerine getirilebi-
lirler. KDBOYG tiirii olarak siniflanan gorevler ise, 6grenciyi ders kitabinda dogru-
dan yer almayan tiirdeki bilgileri bulmaya yonlendiren gorevlerdir. Ogrenciler bu
ttr gorevleri yerine getirmek i¢in ders kitabinin disindaki kaynaklardan bilgi topla-
mak zorundadirlar.

Arastirmanin ikinci amaci dogrultusunda, ders kitaplarinin tinite baslarinda yer
verilen hazirlik ¢alismalarinin 6grencilerce ne diizeyde ilgi cekici, yararli ve arasti-
rilmaya deger bulundugunun saptanmasi icin ulasilan 245 hazirlik calismasindan se-
cilen, 8grenme tiirii agisindan sekiz tanesi bildirimsel, sekiz tanesi islemsel bilgilerin
ogrenilmesine yonelik, gorev tirii agisindan ise, 16 tanesi KiBOYG, 4 tanesi
KDBOYG olan toplam 20 galismadan olugan bir form ikisi 6zel, tici devlet okulu o-
lan toplam bes ilkogretim okulundan segilen 155 ilkdgretim sekizinci stuf 6grencisi-
ne uygulanmustir. Ogrencilerin 69'u (%44.5) kiz, 86’s1 (%55.5) erkektir; 94’11 (%60.6)
devlet okulunda, 61'i (%39.4) ise 6zel okulda 6grenim gormektedir. Grubun yas orta-
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lamasi 13.5'dir (en diistik=12, en ytiksek=15). Bu uygulamayla elde edilen verilerin
¢oziimlenmesinde frekans, ytizde ve kay-kare kullamilmistir. Formda yer alan 6rnek
bir madde soyledir; 1) Formatlama kavrami hakkinda arastirma yapiniz. Bu hazirlik
calismasi bence;

(@) () Higilgi cekici degil () Orta diizeyde ilgi cekici () Cok ilgi cekici
(b) () Hig yararh degil (') Orta diizeyde yararl () Cok yararh

(c) () Buarastirmay1 yapmazdim ( ) Bu arastirmay: yapardim

BULGULAR

Hkbgretim sekizinci sinif se¢meli bilgisayar ders kitaplarindaki hazirlik calismala-
rinin dgrenme tiirti agisindan icerik ¢oziimlemelerini dersin 6gretim programindaki
6zel amag ve davranislarla karsilastirabilmek igin oncelikle 6gretim programindaki
ozel amag ve davranislarin icerikleri 6grenme tiirii acisindan ¢oziimlenmistir. Bu ¢o-
ziimlemeler sonucu ulasilan sayisal dagilimlar Tablo 1."de verilmistir.

Tablo 1. [lkogretim 8. Simif Secmeli Bilgisayar Dersi Ogretim Programindaki Amag ve Davranisla-
rin Ogrenme Tiiriine Gore Coziimlenmesi

Ozel Amaclar Davraniglar
Say1 Amag BB IB Toplam

1 Bilgisayar birimlerini tantyabilme 0 5 5
2 Bilgisayar kullaniminda gerekli olan giivenlik snlemlerini 3 0 3

kavrayabilme
3  Fareyi kullanabilme 0 3 3
4 Bilgisayarda oyunlar oynayabilme 0 4 4
5  Fare kullanarak resim ¢izebilme 0 8 8
6 Klavyeyi kullanabilme 0 6 6
7  Bilgisayarda kayit yapip silebilme 0 5 5
8 Ozel bir ¢izim programinda hazir resimleri veya sekilleri 0 7 7

uygun bir yere yerlestirerek bir olay1 canlandirabilme
9 Canlandirdig: olay: agiklayabilme 2 4 6
10 Sesleri veya ses aletlerini ayirt edebilme 0 2 2
11 Basit bir veri tabani dosyasi olusturabilme 0 9 9
12 Onceden cizilmis olarak verilen grafikleri kullanabilme 4 6 10
13 Disketle ilgili islemler yapabilme 0 3 3
14 Kayit kullanabilme 0 6 6
15 Verilen bir 6devi bilgisayarda hazirlayabilme 0 4 4
16  Yaziciy1 kullanabilme 0 5 5
17  Bilgisayari bir iletisim araci olarak kullanabilme 1 2 3
18 Bilgisayarin giinliik yasamimizdaki 6nemini kavrayabilme 4 0 4

Toplam 14 79 93

Not: BB=Bildirimsel Bilgi; IB=Islemsel Bilgi.

Buna gore, sekizinci sinif 6gretim programinda yer alan 18 6zel amacin %27.78'i
(n=5) bildirimsel bilgi, %72.22'si (n=13) islemsel bilgi, 93 davramsin %15.05"i (n=14)
bildirimsel bilgi, %84.95"i (n=79) islemsel bilgi tiirti 6grenmeyi ongormektedir. Bilgi-
sayar dersi ogretim programindaki 6zel amag ve davranislar, dersin dogasi geregi
ogrencilerin biiytik 6l¢tide bir seyin nasil yapilacagini kapsayan islemsel bilgileri 6g-
renmelerini gerektirmektedir. Bilgisayar dersi sekizinci smif 6gretim programinda
yer alan ve bildirimsel bilgi tiirti 6grenmeyi dngoren 6rnek bir davrams soyledir;
“Odevlerini bilgisayarla yapmanin sagladig1 kolaylig1 agiklayarak sdyleme/yazma”.
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Islemsel bilgi tiirii 6§renmeyi ongoren bir davranis ise soyledir; “Aldig ders notla-
rindan olusan basit bir veri taban1 dosyasi olusturma”.

Tablo 2.de incelenen ders kitaplarindaki hazirlik ¢alismalarinin 6grenme ve go-
rev tird agisindan igerik ¢oztimlemeleri frekans ve yiizde dagilimlar: bigiminde ve-
rilmistir.

Tablo 2. Incelenen Ders Kitaplarindaki Hazirlik Calismalarinin Ogrenme ve Gérev Tiirii
Agisindan Coziimlenmesi

Ogrenme Tiirii f % Gorev Tiirii %
Bildirimsel Bilgi 200 81.6 KIBOYG 233 951
Islemsel Bilgi 33 135 KDBOYG 12 49
Diger 12 49 Diger - -
Toplam 245 100 Toplam 245 100

Incelenen 245 hazirlik caligmasinin %81.6's1 (n=200) bildirimsel, %13.5'i (n=33) is-
lemsel bilgi tiirti 8grenmeyi éngérmektedir. Hazirhik calismalarinin %4.9'u  (n=12)
ise, bu iki 6grenme tiirii kategorisinden hicbirine yerlestirilememistir. Asagida ilki
bildirimsel, ikincisi islemsel bilgilerin 6grenilmesini gerektiren, tictinciisii ise bu iki
ogrenme tiirti disinda “diger” kategorisi olarak smiflanan hazirlik calismalar: 6rnek-
leri verilmistir.

1) Bilgisayar ag1 nedir? Arastirmniz.
2) Bilgisayarda ¢izim islemi nasil yapilir? Arastirmiz.
3) Bir konu ile ilgili hazirlanmis grafigi sinifa getirerek arkadaslariniza gosteriniz.

Arastirma kapsaminda incelenen hazirlik calismalarinin gorev tiirii agisindan ice-
rik ¢oztimlemesi sonuglarma bakildiginda, %95.1'inin (n=233) ders kitabindaki icerik
bilgilerinin 6grenilmesine, %4.9’unun (n=12) ise ders kitabinda yer almayan bilgile-
rin 8grenilmesine yonelik gorevler oldugu goriilmektedir. Asagida ilki ders kitabin-
daki icerik bilgilerinin 6grenilmesine yonelik, ikincisi ise ders kitabinda yer almayan
bilgilerin 6grenilmesine yonelik gorevler olarak siniflanan iki 6rnek hazirlik ¢calisma-
s1 verilmistir.

1) Microsoft Excel programimin hangi amacla kullanildigin arastirniz.
2) Mimarlar ve grafikerlerin ¢izim ve projeleri nasil hazirladiklarini arastiriniz.

Arastirmanin ikinci amact dogrultusunda, 6grencilerin hazirlik calismalarini ne
derece ilgi ¢ekici, yararli ve arastirilmaya deger bulduklarinin saptanmasi igin ince-
lenen 245 hazirlik calismasindan segilen 20 maddeyi iceren formun 155 ilkdgretim
sekizinci smif dgrencisine uygulanmasindan elde edilen bulgular Tablo 3’de veril-
migtir.
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Tablo 3. Ogrencilerin Hazirlik Calismalarim ligi Cekici, Yararli ve Arastirmaya Deger Bulma Durumla-
rina Iligkin Frekans ve Yiizde Degerleri

(BB) Ilgi Cekicilik f % Yararlilik f %  Arastinlmaya Degerlik f %
Hig ilging degil 47 30.5 Hig yararl degil 27 17.7 Bu arastirmay1 yapmazdim 56 36.4
Orta diizeyde ilging 67 43.3 Orta diizeyde yararli 79 51.0 Bu arastirmay1 yapardim 99 63.6
Cok ilging 41 26.2 Cok yararh 49 31.3 Toplam 155 100
Toplam 155 100 Toplam 155 100
(IB) 11gi Cekicilik f % Yararlilik f % Arastirilmaya Degerlik f %
Hig ilging degil 46 29.6 Hig yararli degil 30 19.8 Bu arastirmay1 yapmazdim 55 35.6
Orta diizeyde ilging 66 42.8 Orta diizeyde yararli 68 43.5 Bu arastirmay1 yapardim 100 64.4
Cok ilging 43 27.4 Cok yararh 57 36.7 Toplam 155 100
Toplam 155 100 Toplam 155 100
(KB) ilgi Cekicilik f % Yararlilik f % Arastirllmaya Degerlik f %
Hig ilging degil 47 30.1 Hig yararh degil 29 18.7 Bu arastirmay1 yapmazdim 56 36.0
Orta diizeyde ilging 67 43.0 Orta diizeyde yararli 73 47.3 Bu arastirmay1 yapardim 99 64.0
Cok ilging 41 26.9 Cok yararh 53 34.0 Toplam 155 100
Toplam 155 100 Toplam 155 100
(KD) Ilgi Cekicilik f % Yararliik f % Arastirilmaya Degerlik f %
Hig ilging degil 40 26.1 Hig yararl degil 27 17.6 Bu arastirmay1 yapmazdim 49 31.8
Orta diizeyde ilging 50 32.4 Orta diizeyde yararli 57 36.6 Bu arastirmay1 yapardim 106 68.2
Cok ilging 65 41.5 Cok yararl 71 45.8 Toplam 155 100
Toplam 155 100 Toplam 155 100

_ Not: BB=Bildirimsel Bilgi; [B=Islemsel Bilgi; KB=Kitaptaki Bilgilerle flgili; KD=Kitap Dis1 Bilgilerle
Ilgili Calisma.

Ogrencilerin yartya yakin1 hem bildirimsel bilgilerin, hem islemsel bilgilerin, hem
de kitaptaki igerik bilgilerinin 6grenilmesini gerektiren goérevleri orta diizeyde ilgi
cekici ve yararh bulmuslardir. Ote yandan, yine dgrencilerin yaklagik yarisi kitap dist
bilgilerin 8grenilmesini gerektiren gorevleri ¢ok ilgi ¢ekici ve ¢ok yararli bulmuslar-
dir. Yaklasik her ti¢ 6grenciden biri ise, hazirlik calismalarimi alt kategorilere gore
farklilasmaksizin arastirmaya deger bulmamistir. Marek, Griggs ve Christopher
(1999), ogrencilerin ders kitaplarindaki okunmasi ya da yapilmast gorece daha az
zaman alic1 6grenme gorevlerini daha ¢ok tercih ettiklerini ve onlar1 daha ¢ok 6nem-
sediklerini belirtmektedirler. Bu arastirmaya katilan yaklasik her tic 6grenciden biri-
nin ¢alismalar1 yapmayacagini belirtmis olmasinin olas1 bir nedeni, hazirlik ¢alisma-
larinin gorece zaman alic1 gorevler olmasi olabilir.

Ogrencilerin, 6grenme ve gorev tiirtine gore hazirlik calismalarini ilgi cekici, ya-
rarli ve arastirmaya deger bulma durumlarinin cinsiyetlerine ve 8grenim gordiikleri
okul tiirtine gore farklilasip farklilasmadig: 20 hazirlik galismast icin ayr1 ayrt kay-
kare sinamalar1 ile incelenmistir. Kay-kare sinamalari cinsiyete gore anlamli farkli-
lasmalarin olmadigini, okul tiirtine gore ise tiim alt kategorilerde (birer hazirlik ¢a-
lismas1 disinda) istatistiksel agidan anlamli farklilasmalarin s6z konusu oldugunu
gostermistir. Buna gore, 6zel okulda 6grenim goren 6grenciler, hem bildirimsel bilgi-
lerin, hem islemsel bilgilerin, hem kitaptaki icerik bilgilerinin, hem de kitap disindaki
bilgilerin 6grenilmesini gerektiren hazirlik ¢alismalarini devlet okulunda 6grenim
goren 0grencilere gore anlamli olarak daha az ilgi ¢ekici, yararl ve arastirmaya deger
bulmaktadirlar. [20 hazirlik ¢alismast igin ti¢ farkl: kategorideki (ilgi ¢ekici, yararl: ve
arastirmaya deger bulma) kay-kare karsilastirmalarina iliskin sayisal degerler olduk-
ca fazla yer tuttugundan arastirma raporunda bu degerlere yer verilememistir. Tlgi-
lenenler arastirmacidan bu bilgilere ulasabilirler].



106 | Eurasian Journal of Educational Research

|
TARTISMA VE SONUC

Bu arastirma, ilkogretim sekizinci simif segmeli bilgisayar ders kitaplarinin tinite
baslarinda yer verilen hazirlik calismalarini 6grenme ve gorev tiirti agisindan ¢ozim-
lemek ve bu galismalarin 6grencilerce ne diizeyde ilgi cekici, yararli ve arastirmaya
deger bulundugunu belirlemek amaciyla gerceklestirilmistir. Arastirmada 6ncelikle
ilkogretim se¢meli bilgisayar dersi sekizinci sinif 6gretim programu incelenmis ve 6g-
rencilere kazandirilmas: hedeflenen davranislarin %15.05"inin bildirimsel bilgilerin,
%84.95'inin islemsel bilgilerin 6grenilmesini gerektirdigi saptanmistir. Ote yandan,
arastirma kapsaminda incelenen sekiz ayri bilgisayar ders kitabinda yer alan toplam
245 hazirlik ¢alismasinin %81.6’sinin bildirimsel bilgilerin, yalnizca %13.5"inin ise is-
lemsel bilgilerin 6grenilmesini gerektirdigi belirlenmistir. Bu bulgular, dersin 6gre-
tim programinda agirlikli olarak ongoriilen 6grenme tiirii ile ders kitaplarindaki ha-
g1n s6z konusu oldugunu ortaya koymaktadir. Benzer bir bulguya, Deryakulu (2003)
tarafindan gerceklestirilen ve ilkogretim se¢meli bilgisayar dersi 6gretim programi
ile bu derslerde uygulanan yazili snav sorulariin karsilastirildig bir arastirmada da
ulasilmistir. Bu calismada, ilkogretim se¢meli bilgisayar dersi 6gretim programinda
(1-2-3-4-5) 6grencilere kazandirilmasi hedeflenen davramislarin yaklasik %10"unun
bildirimsel bilgilerin, %901min ise islemsel bilgilerin 6grenilmesini gerektirdigi, buna
karsilik, arastirma kapsaminda incelenen 1171 yazili sinav sorusunun yaklasik
%88'inin bildirimsel, %12’sinin ise islemsel bilgi tiiri 6grenmeyi 6l¢tiigli saptanmus-
tir. Bilgisayar dersi 6gretim programi agirlikli olarak 6grencilerin islemsel bilgileri
ogrenmelerini gerektirmektedir. Bununla birlikte, gerek bu ders i¢in tasarimlanan
ders kitaplarinda, gerekse bu dersteki 6grenci basarisini 6l¢mek tizere 6gretmenlerce
olusturulan smavlarda yogun olarak bildirimsel bilgilerin 6grenilmesi tizerinde du-
ruldugunun saptanmasi oldukca diistindiirtictidiir. Bilindigi gibi, 6grenciler, 6gret-
menlerinin, 6grenme etkinliklerinin, 6gretim materyallerinin ya da smavlarda soru-
lan sorularin vurguladig: tiirdeki bilgileri 6grenmeye daha ¢ok egilimlidirler. Bu a-
rastirmanin ortaya koydugu bulgular da, bilgisayar ders kitaplarindaki hazirlik ca-
lismalarinin 6grencileri daha ¢ok bildirimsel bilgileri 6grenmeye yonlendirildigini
gostermektedir. Oysa, etkili bir bilgisayar 6gretimi stirecinde agirlik 6grencilerin bil-
gisayarla ilgili terimleri ve tamimlar1 ezberlemelerine degil, bilgisayar1 ustaca kul-
lanma becerisi gelistirmeleri i¢in gerekli islemsel bilgilere dayali uygulama etkinlik-
lerine verilmelidir. Ancak, arastirma bulgulari, bu hedefe ulasmada hem &gretmenle-
rin, hem de ders kitab1 tasarimcilarinin islemsel bilgilerin 6gretimi ve degerlendiril-
mesi konusunda egitime gereksinimleri oldugunu gostermektedir.

Bu arastirma ile ulagilan bulgulardan bir digeri de, incelenen hazirlik ¢alismalari-
nin %95.1'inin 6grencileri ders kitabinda yer alan icerik bilgilerini 6grenmeye, yal-
nizca %4.9’unun ise ders kitabinda yer alamayan bilgileri 6grenmeye yonlendirdigi-
dir. Ote yandan, yine bu arastirma, 6grencilerin ders kitabinda yer almayan bilgilerin
ogrenilmesini gerektiren hazirlik calismalarini ¢ok daha ilgi ¢ekici, yararli ve aras-
tirmaya deger bulduklarini ortaya koymustur. Genel bir ilke olarak, ders kitaplarinin
tinite baslarinda yer verilen hazirlik calismalarmin 6grencilerin dikkatini ¢ekmesi,
yeni konuya iliskin ilgi ve merak uyandirmasi, 6grencileri kitabin ilgili boltiimunii
ogrenmeye giidiilemesi ve yeni bilgileri 6grenmeyi kolaylastirmak {tizere ilgili onbil-
gileri etkin hale getirmeye katki saglamas1 gerekmektedir. Tahmin edilebilecegi gibi,
ogrencilerden ders kitabinda yer alan bilgileri s6zctigii sozctigtine tekrar etmelerini
isteyen hazirlik calismalar1 6grencilerde konuya kars: ilgi ve merak uyandirmayacak,
ogrencileri yeni bilgi ve becerileri 6grenmeye giidiilemeyecek, sonug olarak da 6g-
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renciler bu calismalar1 yapmak istemeyeceklerdir. Dolayisiyla, ders kitaplarinin tinite
baslarinda bu tiir hazirlik ¢alismalarina yer vermek, kitapta gereksizce yer kapla-
maktan ote islevsel bir deger tasimayacaktir. Bu nedenle, ders kitab1 yazarlarinn is-
levsel hazirlik calismalar: olusturabilmek i¢in 6gretmenlerin, 6grencilerin, igerik uz-
manlarinin ve dgretim tasarimcilarinin goriis ve deneyimlerinden yararlanmalar1 ge-
rekmektedir.

Arastirmada her ne kadar sayisal bir dokiimii yapilmasa da dikkat cekici bir di-
ger bulgu da bazi hazirlik calismalarinda gozlemlenen niteliksel yetersizliklerdir. Bu
yetersizliklerin basinda, 6grencilerden yerine getirmeleri istenen gorevin (hazirlik ¢a-
lismasinin), o tinite ile 6grencilere kazandirilmasi hedeflenen bilgi ve becerilerin edi-
nilmesine pek de dogrudan katki saglayacak nitelikte olmamasi ve ¢alismanin her-
hangi bir baglamimin olmamas1 gelmektedir. Asagida bu tiir hazirlik ¢alismalarimna i-
liskin birka¢ 6rnek verilmektedir.

1. Bilgisayarin kablolari ile diger elektronik cihaz kablolarimi karsilastirarak ara-
larindaki farki arastiriniz.

2. Bir yazicida kullanilan kagidi inceleyerek yazili yoklamalarda kullandigmiz
kagtlarla karsilastiriniz.

3. Anne veya babanizin veresiye (kredili) alis veris yaptiklar1 isyerlerine ait kre-
di kart veya bildirim cetvellerini inceleyerek icerigini 6greniniz.

4. Anket formu temin ederek icinde yer alan sorular1 inceleyeniz.
5. Bir gazete ya da dergiden grafik bularak yorumlamaya calisiniz.
6. Odevle ilgili bilgileri toplamak icin hangi kaynaklara bagvurursunuz?

Bu arastirmanin ortaya koydugu bir baska dikkate deger bulguya gore, 6zel o-
kulda 6grenim goren 6grenciler bilgisayar ders kitaplarindaki hazirlik ¢alismalarini
devlet okullarinda 6grenim goren 6grencilere gore istatistiksel yonden anlamli bi-
¢imde daha az ilgi gekici, yararli ve arastirmaya deger bulmaktadirlar. Bu durumun
olast bir nedeni, 6zel okulda 6grenim goéren 6grencilerin biiyiik bir ¢ogunlugunun
tist sosyo-ekonomik diizeydeki ailelerin ¢ocuklari olmalar1 ve cogunun evinde bilgi-
sayar bulunmas1 nedeniyle bilgisayar dersi ile kazanmalar1 hedeflenen pek ¢ok bilgi
ve beceriye 6nceden sahip olmalar olabilir. Dogal olarak 6grenciler, zaten sahip ol-
duklar1 bilgi ve becerilerle iligkili hazirlik ¢alismalarini ilgi cekici, yararl ve arastir-
maya deger bulmamus olabilirler.

fleride gerceklestirilecek galismalar, 6ncelikli olarak, bilgisayar gretmenlerinin
derslerinde kullandiklar1 6gretim yontemleri baglaminda ders kitaplarimni ne diizeyde
ve nasil kullandiklarini incelemeli, ayrica, ders kitaplarindaki cesitli 6gelerin (amag-
lar, hazirlik calismalari, 6grenme etkinlikleri, degerlendirme ¢alismalari, bolim sonu
testleri vb. gibi) bilgisayar dersinin dgretimindeki islevselligi konusunda 6gretmen-
lerin ve 6grencilerin goriis ve onerileri belirlenmelidir. Bu tiir arastirmalar, bilgisayar
ders kitaplarinin daha islevsel hale getirilmesinde yazarlara yol gosterici bilgiler sag-
layacaktir.
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SUMMARY
Introduction

Textbooks are major instructional tools that play an important role in content-
area teaching and learning at all grade level (Moore & Murphy, 1987; Harmon, Hed-
rick, & Fox, 2000). Today, despite of the spread of information and communication
technologies in the classrooms, research has indicated that teachers still rely heavily
on textbooks to supply content knowledge to their students. For example, estimates
suggest that textbooks serve as the basis for 75 to 90 percent of instruction in Ameri-
can classrooms (see Stein, Stuen, Carnine, & Long, 20001), and 90 percent of secon-
dary science teachers use science textbooks in their classroom instruction (Weiss,
Nelson, Boyd, & Hudson, 1989, as cited in Wu, Lee, & Lai, 2004). Indeed, textbooks
greatly influence the content students learn as well as the way in which they learn it
(Kinder, Bursuck, & Epstein, 1992). On the other hand, the quality and effectiveness
of textbooks has been questioned increasingly in recent years in light of research that
has indicated that many textbooks are inaccurate, packed with facts that are lacking
in concepts, poorly organized, and uninteresting (see Chambliss & Calfee, 1989).
However, text comprehension studies have identified three text characteristics that
affect comprehension: (a) structural signals, (b) coherence of text structure, and (c)
the match between text content and reader background (see Garner, 1987). A text-
book chapter with structural signals (learning aids) is more easily understood. Learn-
ing objectives, chapter outlines, warm-up studies, summaries, glossaries, discussion
questions, self-tests and the use of boldface or italics are the examples of structural
signals that can be found in textbooks.

Computer is an elective course in Turkish elementary school curriculum. The pur-
pose of this study was to analyze warm-up studies in Turkish elementary computer
textbooks in terms of learning and task types and to reveal how students appraise
these studies in terms of their interestingness, usefulness and worthwhile.

Method

After surveying computer textbooks in grades 4, 5, 6, 7, and 8, I chose to examine
grade eight textbooks for two reasons. First, the curriculum of elementary computer
course is spiral in nature and therefore eight-grade curriculum contains all early sub-
jects. Second, preview of the computer textbooks for all grades showed that some
textbooks authors use the same warm-up studies in textbooks for different grades
repeatedly. Eight eight-grade textbooks were evaluated and 245 warm-up studies
were found and analyzed in terms of learning and task type. To analyze the warm-
up studies’ contents in terms of learning type, Anderson’s (1985) (a) declarative
knowledge and (b) procedural knowledge classification was used. For analyzing
warm-up studies in terms of task type, I developed a classification that categorize
studies as (a) requires students learn knowledge that included in the textbook and (b)
requires students learn knowledge that not included in the textbook. To determine
how students appraise these studies in terms of their interestingness, usefulness, and
worthwhile, a 20-item form (items were drawn from 245 warm-up studies) was ad-
ministered to 155 eight-grade students. The distributions of students in terms of gen-
der and school type as follows; 69 were girl (44.5%), 86 were boy (55.5%); 94 (60.6%)
were from public schools, 61 (39.4%) were from private schools. The mean age of par-
ticipants was 13.5.
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Results

The content analysis of 245 warm-up studies revealed that 81.6% of studies were
required students learn declarative knowledge, 13.5% of studies were required stu-
dents learn procedural knowledge while the eight-grade computer curriculum were
required students learn heavily procedural knowledge (84.95%) rather than declara-
tive knowledge (15.05%). In addition, it was found that 95.1% of studies were related
to knowledge that directly included in the textbook and merely 4.9% of studies were
related to knowledge that not directly included in the textbook. Results also showed
that approximately half of students were assessed selected 20 studies as averagely in-
teresting and useful, and one of each three students was assessed studies as not
worthwhile. Finally, another result of this study showed that private school students
as compared to public school students were assessed warm-up studies statistically
significantly as less interesting, useful and worthwhile.

Conclusion

This study revealed that elementary computer textbooks” warm-up studies were
required students heavily learn declarative knowledge while the elementary com-
puter curriculum was required students learn heavily procedural knowledge. The
most important result of this study is detected imbalance between the two. As
known well, students are prone to learn content that stressed by teachers, textbooks,
learning tasks or test questions. Therefore, authors should take into consideration the
curriculum requirements when designing a textbook.
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[lkoégretim 5. Simif Fen Bilgisi Dersinde
Ogrencilere Kazandirilan Ogrenme Stratejilerinin
Ogrencilerin Akademik Basarilar1 Uzerindeki Etkisi

The Effect of Teaching Learning Strategies on the Academic
Success of The 5t Grade Primary School Students In
The Science Course

Nil YILDIZ DUBAN"

0z Bu arastirmada, ilkogretim 5. smuf fen bilgisi dersinde ogrencilere ka-
zandirilan 6grenme stratejilerinin 6grencilerin akademik basarilar1 ve ha-
tirda tutma diizeyleri tizerindeki etkilerini ortaya koymak amaglanmistir.
Arastirma deneme modellerinden éntest-sontest kontrol gruplu modele go-
re diizenlenmis, Eskisehir Merkez 11.Okulunda gerceklestirilmistir. Aras-
tirmada, kontrol grubunda geleneksel 6gretim, deney grubunda ise dgren-
me stratejilerinin kullanimiyla desteklenen bir 6gretim gerceklestirilmistir.
Verilerin toplanmasinda, arastirmaci tarafindan gelistirilen kisisel bilgiler
anketi ve “Is1 ve Istnin Maddedeki Yolculugu” tinitesine ait basari testi kul-
lanilmustir. Verilerin ¢oziimlenmesinde; elde edilen ontest, sontest ve kalici-
lik testi puan ortalamalar: ile puan dagilimlarimin standart sapmalar1 he-
saplanmuis, gruplar arasi karsilastirmalarda t testinden yararlamilmustir. El-
de edilen bulgular; ilkogretim 5.smuf fen bilgisi dersinde 6grenme stratejile-
rinin 6gretildigi deney grubunda bulunan 6grencilerin akademik basarilar
ve hatirda tutma diizeyleri ile 6grenme stratejilerinin 6gretilmedigi kontrol
grubunda bulunan 6grencilerin akademik basarilar1 ve hatirda tutma dii-
zeyleri arasinda deney grubu lehine anlamli bir fark oldugunu gostermistir.

Anahtar Sozciikler: ilkt’)g'retim, Fen Egitimi, Ogrenme Stratejileri.

ABSTRACT  This study attempted to identify the effect of teaching learning strategies on
the academic success and recalling levels of the 5% grade primary school
students in the science course. In this research, pre and post test controlled
group model was used. It was applied at I. Primary School in Eskisehir.
Traditional education was applied to the control group. The students in the
experimental group were supported with learning strategy instructions.
Personal information survey prepared by the researcher and a success test
of the unit “Heat and Heat Transfer through the Substance” was given to
students to collect data. The pre-test and post-test, average of recall test and
standard deviation of the scores were calculated. t-test was used to com-
pare the groups. The science course in which learning strategies are
thought to the 5t class primary school students, is more effective than tra-
ditional teaching methods which learning strategies are not taught in terms
of students” academic success and recall of taught items.

Key Words: Primary School, Science Education, Learning Strategies.

: Ars.Gor., Anadolu Universitesi, Egitim Bilimleri Enstitiisii, nily@anadolu.edu.tr
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GIRis
Cagdas toplumlarda, bireylerin gelisme ve degisimlere uyum saglayabilecek bi-
¢imde yetistirilmesi agisindan ilkogretim en 6nemli basamag1 olusturmaktadir. Co-
cugun, yasadigi toplumun onemli bir 6gesi oldugunu 6grenmesi, ilkogretim saye-
sinde gerceklesmektedir. Bu nedenle, pek cok tilkede oldugu gibi, tilkemizde de il-

kogretim orgiin egitimin temelini olusturmakta; diger egitim basamaklar1 da ilkog-
retime dayanmaktadir.

Fen 6gretiminde de ¢ocuklar icin en etkili donem, 6grencilere kalic1 aliskanlikla-
rin kazandirildigr ilkégretim donemidir. Ciinkii fen bilgisi bu yas donemindeki 6g-
rencilerde bilimsel merak uyandirarak, bilimsel tavir ve becerileri gelistirir. ilk(‘jgre-
tim bireylere karsilasacaklar1 sorunlar1 ¢o6zmede, toplum degerlerine uyum sagla-
mada ve toplum kurallarin1 uygulamada temel yeterlik kazandirir (Yasar, Sozer &
Giiltekin, 1999).

Fen egitiminde uygulanan 6gretim yontemlerinin, 6grencinin bilgiyi etkili ve ka-
lic1 bir bigimde 6grenmesindeki etkisi yadsinamaz. Son yillarda, fen egitiminde 6g-
retmen-merkezli geleneksel egitim terk edilerek sosyal etkilesimin daha fazla ol-
dugu, 6grencilerin 6grenme-6gretme siirecinde daha ¢ok sorumluluk ytiklendikleri
ogrenci-merkezli 6gretim yontemleri dnem kazanmustir (Sokmen & Bayram, 1998;
Yasgar & Selvi, 1999). Ogrenci merkezli 6gretim yontemlerinin en énemli boyutu 68-
rencilerin 6grenme stirecinde kendilerini yonlendirebilmeleri ve bu yonde 6zerk ve
bagimsiz 6grenme becerileri kazanabilmeleridir. Bir baska deyisle, 6grencilerin fen
bilgisi dersinde 6grenmeyi 6grenme becerisini kazanmalar1 gerekmektedir. Bu da,
ancak, fen bilgisi 6gretiminde 6grenme stratejilerine yer vermekle olanaklidir.

Ogrenme stratejisi, en yalin bicimiyle, bireyin kendi kendine 6grenmesini kolay-
lagtiran tekniklerin her biridir (Weinstein & Mayer, 1986). Ogrenme stratejileri; 6§-
renciyi bilingli 6grenci durumuna getirir, 6grencinin 6grenmedeki verimliligini arti-
r1r, dgrenciye bagimsiz 6grenebilme niteligi kazandirir, 8grencinin daha cok isteye-
rek ve zevk alarak 6grenmesine yardim eder, 6grencinin okul sonras: 8grenmelerine
temel hazirlar (Ozer, 2002).

Ogrenme stratejileri farkli bicimlerde siniflandirilmaktadir. Erden ve Akman
(2000) tarafindan yapilan ve {i¢ 6geli 6grenme stratejileri olarak adlandirilan sinif-
landirmada yineleme, anlamlandirma ve 6rgtitleme stratejileri yer almaktadir. Bu a-
rastirmada bu {i¢ strateji ele alinmustir.

Ogrenmeyi dgrenmenin 6nem kazandifi giiniimiizde 6grencilere dgrenme, ha-
tirlama, diistinme ve kendini giidiileme becerilerinin 6gretilmesi artik zorunluluk
durumuna gelmistir (Weinstein & Mayer, 1986). Ogretmenler, 6grenme siirecinin
planlayicisi ve diizenleyicisi olarak 6gretim siirecini diizenleyerek 6grencilerine reh-
ber olabilirler. Hazirlanan 6gretim etkinlikleri, verilen materyale uygun olan 6g-
renme stratejisinin segimiyle ve uygulanmasiyla amacina ulagacaktir. Ogrenme stra-
tejilerinin kullanimi sirasinda her bir stratejiye ait farkli yontemlerden yararlanmak
olanaklidir. Yapilan bu arastirmada, yineleme stratejisine ait satir-alt1 cizme yontemi,
anlamlandirma stratejisine ait 6zet ¢ikarma yontemi ve orgiitleme stratejisine ait olan
kavram haritas1 olusturma yéntemi kullanilmaistir.

Satir-alt1 ¢cizme, okunan metinde 6nemli diistincelerle 6nemli olmayanlarin ayirt
edilmesine dayanir. Satir-alt1 ¢izerken dikkat edilmesi gereken noktalar vardir. Satir-
alt1 ¢cizme isleminin beklenen verimi saglamasi icin su yol gostericilerden yararlani-
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labilir (http:/ /www.byu.edu;http:/ / www.csbsju.eduhttp:/ / www.edinboro. edu;
http:/ /www.und.nodak.edu; Stencel, 2001):
e Once verilen konunun tamamu sessizce okunmalidir. Boylece, konuyla ilgili
genel bir fikir edinilmis olur. Alti gizilecek yerlerin 6neminin fark edilmesinde
konunun igeriginin gézden gegirilmis olmasi ¢cok 6nemlidir.

e Dogru yerlerin alt1 cizilmelidir. Yeniden g6z atildiginda énemi olacak, bir an-
lam ifade edecek kelimelerin alt1 ¢izilmelidir.

e Satir-alt1 gizme konusunda tutarli bir yontem gelistirilmelidir. Ornegin, renkli
kalemler kullanma (kirmuzi, yesil, siyah, mavi), yildizlar koyma, daire icine
alma gibi. Boylece, konunun hangi kismini hatirlamak isterseniz o renkteki ka-
lemle gizilen yerlere bakmaniz yetecektir.

¢ Calismalarin timiinde ayni yontemlerle satir altlar1 ¢izilmelidir.

Ozet cikarma, ogrencilerin yeni kavramlari anlamalar1 ve hatirda tutmalarina
yardimci olmast agisindan okuma ve yazma etkinlikleri 6zellikle fen 6gretmenleri i-
cin giiclii araglar olabilir (Friend, 2002). Ozetleme, bir eser ya da konugmay: diigiinsel
6ztinii, amacini ve yapisini bozmadan ana hatlariyla kisaltmaktir. Ozetleme ile met-
nin amimsanmast ve anlasilmast kolaylasir. Ozet gikarirken 6ncelikli olarak parcanin
yeniden okunmasi ve ana noktalarin yakalanmasi gerekir. Ana fikirlerin belir-
tilmesinde satir-alt1 ¢cizme yonteminden de yararlanilabilir. Eger metnin daha 6nce-
den alt1 c¢izilmemisse, okunduktan sonra onemli yerlerin altt c¢izilebilir
(http:/ /www.auburn.edu; http://www .2.tltc.ttu.edu). Bdylece, 6nemli tanumlar ve
aciklamalar 6grenci tarafindan kavranarak kendi kelimeleriyle ifade edilmis olur.
Bunun icin de 6nemsiz bilgilerden kaginilmali, gereksiz ayrintilardan uzak durulmali
ve siirekli yinelenen bilgiler ¢ikarilmalidir (http:/ /userl.stritch.edu). Ozette, konu i-
cinde verilen drneklerin ve alisirmalarm yazilmasina gerek yoktur. Onemli olan, ana
fikrin ve onu destekleyen yardimci bilgilerin verilmesidir. Burada en 6nemli nokta,
ctimlelerin 8grenciye ait olmasidir (http:/ /www.2.tltc.ttu.edu).

Kavram haritas1, kavramlarin ve kavramlar arasindaki iliskilerin grafiksel bir
teknikle sunulmasidir (Novak & Gowin, 1998). Ogrencilerin kavram haritasmm olus-
tururken kullanacagi basamaklar soyle siralanabilir (Kindsvatter, Wilen & Ishler,
1996; Krajcik, Czerniak & Berger, 1999):

e Ders boyunca ya da metinde kullanilan anahtar kelime, kavram ve fikirler lis-

telenir.

o Kavramlar ve ana fikirler genel ve kapsamli olandan daha 6zel ve somut olana

dogru asamal1 bir sira iginde sayfanin en tistiinden asagiya dogru siralanr.

e Bu kavramlarin timi; dikdortgen, daire ya da oval bi¢iminde kutucuklarla

cevrelenir.

o Kutucuklar: birbirine baglayan cizgiler cizilir ve ¢izgilerin ucuna oklar konu-

larak hangi kavramdan hangisine gittigi belirlenir.

o Kavramlar arasindaki iliskiyi gostermek icin ¢izgilerin tizerine baglayic1 soz-

ciik ya da ctimleler yazilr.

Ogrenme stratejilerinin, yararlari ve gretimi konusundaki literatiir gz éniine a-
lindiginda, bu stratejilerden secilmis satir-alt1 ¢cizme, 6zet ¢ikarma, kavram haritasi
olusturma gibi yontemler kullanilarak 6grencilere kazandirilacak 6grenme stratejile-
rinin onlarin akademik basarilarini ne diizeyde etkiledigi ortaya konulabilir. Degisik
alan ve diizeylerde, cesitli egitim ortamlarinda yapilacak arastirmalar, 6grencilerin
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bilgiye ulasma becerileri kazanmasini ve boylece bilgi cagimmin yasandifl giniimiiz
kosullarina uyum saglamus bireyler yetistirilmesini saglayabilir.

Bu arastirmanin amaci; ilkogretim 5. sinif fen bilgisi dersinde 6grencilere kazan-
dirilan 6grenme stratejilerinin 6grencilerin akademik basarilari ve hatirda tutma dii-
zeyleri tizerindeki etkisini belirlemektir. Bu amagla iki denence olusturulmus ve bu
denencelerin sinanmast yoluna gidilmistir. S6z konusu denenceler séyledir:

1. ilkogretim 5. smif fen bilgisi dersinde grenme stratejilerinin 6gretildigi deney
grubunda bulunan 6grencilerin akademik basarilar1 ile 6grenme stratejilerinin
ogretilmedigi kontrol grubunda bulunan 6grencilerin akademik basarilar: ara-
sinda deney grubu lehine anlamli bir fark vardir.

2. Ilkogretim 5. smif fen bilgisi dersinde grenme stratejilerinin 6gretildigi deney
grubunda bulunan 6grencilerin hatirda tutma diizeyleri ile 6grenme stratejile-
rinin 6gretilmedigi kontrol grubunda bulunan 6grencilerin hatirda tutma dii-
zeyleri arasinda deney grubu lehine anlaml1 bir fark vardir.

Deneysel nitelikteki bu arastirmanin smirliliklar1 soyle belirlenmistir: Calisma;
2001-2002 ogretim yilinda Merkez 1.1.Okulu'nun 5-A ve 5-B siniflarindaki 6grenciler-
den elde edilen verilerle, 5. sinif fen bilgisi dersinin “Is1 ve Isinin Maddedeki Yolcu-
lugu” tinitesiyle ve deney grubunda kullanilan yontemler bakimindan satir-alt1 ¢iz-
me, 6zet ¢ikarma ve kavram haritas: olusturma yontemleri ile sinirlidir.

YONTEM

Arastirma, deneme modellerinden “&ntest-sontest kontrol gruplu model”e gore
diizenlenmistir. Deneysel nitelikteki bu arastirmanin evrenini, Eskisehir merkez il-
kogretim okullarmin birinci basamaginda okuyan 5. smuf dgrencileri olusturmakta-
dir. Orneklem icin merkez ilkogretim okullarindan yansiz atama ile Merkez I.1.Okulu
secilmistir.

Secilen okulda iki tane 5. stnif subesi bulundugundan bunlardan biri kontrol, di-
geri deney grubu olarak yine yansiz atama yontemiyle belirlenmistir. Bu durumda 5-
B subesi deney grubunu, 5-A subesi de kontrol grubunu olusturmustur. Deney gru-
bunda 30 6grenci, kontrol grubunda ise 25 6grenci 6rnekleme girmis ve bu 6grenciler
denklestirme islemine tabi tutulmustur. Arastirma kapsamina giren deneklerin ba-
gimsiz degisken disinda diger degiskenler bakimindan denklestirilmesi gerekmistir.
Clnkti arastirmada denenmek istenen bagimsiz degiskenlerin deney ve kontrol
gruplarinda kontrol altina alinmasi gerekmektedir. Degisken kontroliinden amag, ig
gecerligi artirmak, arastirma ile elde edilecek sonucun yalnizca denenen bagimsiz
degiskenden kaynaklanmasini saglamaktir (Karasar, 1998, s.92). Buna gore yapilan
denklestirmede, deney ve kontrol gruplarinda ayni sayida ve benzer 6zellikte denek
bulundurmaya ¢alisilmustir.

Arastirmanin denencelerinin sinanmasi ve denklestirmede kullanilmak tizere bir
anket ve bir de ontest-sontest-kalicilik testi olarak kullanilmak tizere Unite Basar1
Testi gelistirilmistir. Boylece, arastirmada kullanlacak veriler; 6grencilerin anket so-
rularma verdikleri yanitlardan ve Unite Bagar1 Testinden aldiklari puanlardan elde
edilmisgtir.

Deney ve kontrol gruplarmin denklestirilmesinde kullamilmak tizere, 6grenci
dosyalarindan, 6grenci tanima fislerinden, ilgili literatiirden ve bu konuda yapilmis
cesitli anketlerden yararlanilarak arastirmaci tarafindan bir taslak anket hazirlanmig-
tir. Bu taslak anket, tez yoneticisi ve uzmanlardan alinan goriis ve oneriler dogrultu-
sunda gerekli diizeltmeler yapilarak uygulamaya hazir duruma getirilmistir.
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Bu arastirmada, 6gretimi yapilan “Is1 ve Isinin Maddedeki Yolculugu” tinitesi ile
ilgili tinite basar1 testi gelistirilmistir. Bunun igin oncelikle ilgili tinitenin davranis a-
nalizi yapilarak, tinitenin amag ve davramissal amagclari belirlenmis, ilkogretim okul-
lar1 fen bilgisi 6gretim programinda yer alan 6grenci kazanimlarina ait soru sayilar1
arastirmaci tarafindan hazirlanan belirtke tablosunda verilmistir. Saptanan davramns-
larin her birini yoklamak icin 50 ¢oktan se¢meli test maddesi gelistirilmistir. Taslak
olarak hazirlanan testin, s6z konusu tinite ile ilgili davranislari istenilen bicimde 6l-
clip 6lgmedigi konusunda tez yoneticisi ve konu alan1 uzmanlarmin goriislerine bas-
vurulmustur. Bu goriis ve oneriler dogrultusunda gerekli diizeltmeler yapilmistir.
Boylece; her test maddesinin segilen tinite ile iligkili oldugu, tinitenin davranissal
amagclarmi kapsadig1 ve test maddelerinin agik-secik ve anlasilir oldugu sonuglarma
dayanilarak testin kapsam gegerligine sahip oldugu kanisina varilmustir. Testin gii-
venirligini belirlemek amaciyla “testi yarilama yontemi”nden yararlanilmustir. Once
yar1 testin giivenirligi ( r 1 1 ) hesaplanmus, sonra da testin biitiiniiniin giivenirligini
hesaplamak icin Spearman-Brown formiilii kullanilmigtir. Yapilan hesaplamalar so-
nucunda, testin gtivenirlik katsayis1 0.87 olarak bulunmustur.

“Denklestirilmis grup yontemi”’ne gore gerceklestirilen denklestirme islemi, 68-
rencilerin 4. smif fen bilgisi dersi karne notlarindan, anket uygulamas1 sonucu elde
edilen verilerden ve tinite basari testinin dntest olarak uygulamast sonucu dgrencile-
rin aldiklar1 puanlardan yararlanilarak yapilmistir. Sonug olarak her iki grupta 22'ser
6grenci olmak tizere toplam 44 6grenci denklestirilmistir.

Denel islem

Unite islenmeye baglamadan once iig giin stireyle 90'ar dakikalik siirelerle gren-
cilere satir-alt1 ¢cizme, 6zet ¢ikarma ve kavram haritas1 olusturma yontemleri 6gretil-
mistir. Uygulamalar sirasinda bu yontemler tanitilmis, yararlar: anlatilmis ve nasil
uygulanacag1 yapilan ¢rnek ¢alismalarla gosterilmistir. Hazirlanan ornekler fotokopi
olarak 6grencilere dagitilmis ve uygulama aninda da ayni metinler arastirmac tara-
findan saydamlarla yansitilarak, tiim deneklerin arastirmacinin yaptiklarimi rahatca
goriip, uygulamaya etkili bicimde katilmalar1 saglanmustir. Satir-alt1 ¢izme yontemi-
nin dgretimi sirasinda; kirmizi, siyah ve mavi renkteki kalemler hem arastirmaci ta-
rafindan saydamlar: ¢izmek tizere kullanilmis hem de deneklere bu renkteki kalem-
ler dagitilarak, deneklerin bunlar1 kullanmalar1 saglanmustir.

Unite islenmeye baglandiktan sonra, iiniteye iliskin olusturulan metinler, konular
islendikce dgrencilere ders sonrasinda ev 6devi olarak verilmis, onlardan 6grendik-
leri yontemlere uygun olarak metinleri caligmalar1 istenmistir. Ogrenciler kendilerine
verilen o gtinkii konuya iliskin metnin satir-altlarini ¢izmis, kimi zaman 6zet ¢ikara-
rak kimi zaman ise kavram haritalar1 olusturarak édevlerini yapmustir. Odevler ve-
rildikten bir sonraki giin ise 6grencilerin 6devlerini yapip yapmadiklar: arastirmact
tarafindan kontrol edilerek tiim deneklerin etkin bir bicimde uygulamaya katilmalar1
saglanmuistir.

Verilerin Coziimlenmesi

Elde edilen tntest, sontest ve kalicilik testi puanlarmin ortalamasi ile puan dag:-
limlarmin standart sapmalart hesaplanmistir. Gruplar arasi karsilastirmalarda t tes-
tinden yararlanilmis ve gruplarin puan ortalamalar: arasindaki farkin anlamlili1 .05
diizeyinde yorumlanmustir. Istatistiksel coziimlemelerde SPSS (Statistical Package for
the Social Sciences) paket programindan yararlanilmistir.
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BULGULAR VE YORUM

Arastirmanin birinci denencesinde, “Ilkogretim 5. smif fen bilgisi dersinde 63-
renme stratejilerinin 6gretildigi deney grubunda bulunan 6grencilerin akademik ba-
sarilar1 ile 6grenme stratejilerinin 8gretilmedigi kontrol grubunda bulunan dgrencile-
rin akademik basarilar: arasinda birinci grup lehine anlamli bir farkin olup olmadigt
” sinanmustir.

Bunun i¢in 6nce, deney ve kontrol grubundaki deneklerin “Is1 ve Istnin Madde-
deki Yolculugu” tinitesine ait bagar1 testinin éntest uygulamasinda aldiklar1 puanla-
rin aritmetik ortalamalar1 ve standart sapmalar1 hesaplanmis, ortalamalar arasindaki
fark t testi ile ssnanmustir. Deney ve kontrol gruplarmin tinite basar1 testinden aldik-
lar1 6ntest puanlarina iliskin bulgular Cizelge-1"de gosterilmistir.

Cizelge 1. Deney ve Kontrol Gruplarimin Unite Basart Testi Ontest Puanlarina Iliskin Bulgular

Ogrenci Gruplar N X Ss Sd t P
Kontrol Grubu 22 41.0909 7.9457
42 0.400 >0.05
Deney Grubu 22 42.2727 11.3691
t tablo: 2.02

Cizelge 1'de goruldugt gibi, deney grubundaki 6grencilerle kontrol (X=41.09)
grubundaki 6grencilerin ontestten elde ettikleri puan ortalamalar1 arasinda deney
(X=42.27) grubu lehine 1.18 puanlik fark vardir. Bu farkin anlamli olup olmadig:
gruplarin puan ortalamalarina t testi uygulanarak sinanmis ve t=0.40 degeri bulun-
mustur. Bu deger 42 serbestlik derecesinin 0.05 anlamlilik diizeyindeki 2.02 degerinin
altinda bulunmaktadar.

Bu sonug, her iki grubun aritmetik ortalamalar1 arasindaki farkin anlamli olma-
digimi gostermektedir. Yani deney ve kontrol gruplar: ntest basarilari agisindan bir-
birine benzemektedir denilebilir.

Daha sonra uygulamann etkililigini gozlemek amaciyla, deney ve kontrol grup-
larinin sontest puan ortalamalar: arasinda anlamli bir farkin bulunup bulunmadigina
bakilmustir. Deney ve kontrol gruplarinin 6grencilere kazandirilan 6grenme strateji-
lerinin akademik basarilarina etkisini 6lgmeye yonelik yapilan tinite basari testi
sontest puanlariyla ilgili bulgular Cizelge 2'de verilmistir.

Cizelge 2. Deney ve Kontrol Gruplarimin Unite Basart Testi Sontest Puanlarma Iliskin Bulgular

Ogrenci Gruplan N X Ss Sd t P
Kontrol Grubu 22 60.4545 14.1008

42 2.942 <0.05
Deney Grubu 22 71.5455 10.6714
t tablo: 2.02

Cizelge 2'den de anlasilacagi gibi, deney grubundaki o6grencilerle kontrol
(X=60.45) grubundaki 6grencilerin sontestten elde ettikleri puan ortalamalar1 ara-
sinda deney (X=71.54) grubu lehine 11.09 puanlik bir fark vardir. Bu farkin anlaml1
olup olmadig; t testi ile sinanmus ve t = 2.942 degeri bulunmustur. Bulunan bu deger
42 serbestlik derecesinin 0.05 anlamlilik diizeyindeki 2.02 tablo degerinden oldukga
buiytiktiir. Bu sonug; deney grubunda bulunan 6grencilerin akademik basarilar ile
kontrol grubunda bulunan 6grencilerin akademik basarilar1 arasmnda deney grubu
lehine anlamli bir fark oldugunu gostermektedir. Bu bulgulara goére arastirmanin bi-
rinci denencesi dogrulanmaktadir.
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Arastirmanin ikinci denencesinde, “ilkdgretim 5. siuf fen bilgisi dersinde 6g-
renme stratejilerinin 6gretildigi deney grubunda bulunan 6grencilerin hatirda tutma
diizeyleri ile 6grenme stratejilerinin 6gretilmedigi kontrol grubunda bulunan 6gren-
cilerin hatirda tutma diizeyleri arasinda birinci grup lehine anlamli bir fark olup ol-
madig1” smanmistir. Bunun igin, tinite basar testi deney ve kontrol grubundaki de-
neklere 21 giin sonra kalicilik testi olarak uygulanmus; bu testten aldiklar1 puanlarin
aritmetik ortalamalar1 ve standart sapmalart hesaplanmus; ortalamalar arasindaki
fark t testi ile smanmustir. Her iki grubun hatirda tutma diizeylerini belirlemek ama-
cyla uygulanan kalicilik testi puanlariyla ilgili bulgular Cizelge 3’te verilmistir.

Cizelge 3. Deney ve Kontrol Gruplarimn Kalicilik Testi Puanlarina Tliskin Bulgular

Ogrenci Gruplar1 N X Ss Sd t P
Kontrol Grubu 22 63.7273 12.8922
42 2.929 <0.05
Deney Grubu 22 74.0909 10.4467
t tablo: 2.02

Cizelge 3'te goruldugu gibi, deney grubundaki 6grencilerle kontrol (X=63.72 )
grubundaki 6grencilerin kalicilik testinden elde ettikleri puan ortalamalar: arasinda
deney (X=74.09) grubu lehine 10.37 puanlik bir fark vardir. Bu farkin anlamli olup
olmadi8 t testi ile stnanmis ve t=2.929 degeri bulunmustur. Bulunan bu deger 42
serbestlik derecesinin 0.05 anlamlilik diizeyindeki 2.02 tablo degerinden biiytikttir.
Bu sonug da; deney grubunda bulunan 6grencilerin hatirda tutma diizeyleri ile kont-
rol grubunda bulunan 6grencilerin hatirda tutma diizeyleri arasinda deney grubu
lehine anlaml1 bir fark oldugunu gostermektedir. Bu bulgulara gore arastirmanin i-
kinci denencesi de dogrulanmaktadr.

TARTISMA VE SONUC

Arastirmadan elde edilen bulgular, Arslan’in (1996) alt1 ¢izili materyalle ¢alisma
ve tam dgrenmenin akademik basar1 acisindan deney gruplari lehine oldugunu orta-
ya koyan calismasiyla benzerlik gostermektedir. Bu bulgular, Bailey’in (2001) satir-
alt1 cizme yonteminin kalicili1 artirdigina iliskin arastirma bulgulariyla da tutarlilik
gostermektedir.

Cakir'in (1995) ogrencilere 6zet yazma kurallariin 6gretilmesinin okudugunu
anlama becerisinde deney grubu lehine ilerleme kaydedilmesi 6zetleme yonteminin
etkililigi acisindan bu arastirma ile benzerlik gostermektedir. Gorgen’in (1997), 6zet-
leme ve bilgi haritas1 olusturma 6gretiminin metni 6grenme ve hatirlama diizeyine
etkisinin incelendigi arastirmasinin sonunda, deney ve kontrol gruplari arasinda ha-
tirda tutma diizeyinde anlamli bir farkin bulunmamasi bu arastirmanin bulgularina
ters diismektedir.

Bu arastirmada elde edilen bulgular, kavram haritas1 kullanmanin akademik ba-
sarty1 artirdigl sonuclarina ulasan Guastello (2000), Duru (2001), Kulaberoglu ve
Giirdal (2001), Ayvact ve Devecioglu (2002) ve Chang ve arkadaslarinin (2002) aras-
tirmalariyla da tutarlilik gostermektedir.

[kogretim 5. smnif fen bilgisi dersinde dgrencilere kazandirilan 6grenme stratejile-
rinin grencilerin akademik basarisi ve hatirda tutma dtizeyleri {izerindeki etkisini
ortaya koymak amaciyla yapilan bu ¢alismanin sonuglar: asagidaki gibidir:

1. Ogrenme stratejilerinin 6gretildigi deney grubunda bulunan dgrencilerin aka-

demik bagsarilar1 ile 6grenme stratejilerinin 6gretilmedigi kontrol grubunda
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bulunan 6grencilerin akademik basarilar1 arasinda anlaml bir fark bulunmus-
tur. Bu fark 6grenme stratejilerinin 6gretildigi grup lehinedir.

Ogrenme stratejilerinin 6gretildigi deney grubunda bulunan &grencilerin ha-
tirda tutma diizeyleri ile 6grenme stratejilerinin 6gretilmedigi kontrol gru-
bunda bulunan 6grencilerin hatirda tutma dtizeyleri arasinda anlaml bir fark
bulunmustur. Bu fark 6grenme stratejilerinin 6gretildigi grup lehinedir.

Gergeklestirilen bu arastirmanin ortaya koydugu bulgular 1s1ginda su oneriler ge-
listirilmistir:

Ogrencilere ogrenme stratejilerinin 6gretilebilmesi icin oncelikle bu stratejile-
rin 6grencilere nasil kazandirilacagr konusunda 6gretmenlere rehberlik ya-
pilmalidir. Bunun icin de 6gretmenlere 6grenme stratejilerini konu alan hiz-
met ici egitim verilmelidir.

Egitim fakiiltelerinin sinuf 8gretmenligi programinda 6grenim goren dgrenci-
lere 6grenme stratejileri ile ilgili bilgi ve beceriler kazandirilmalidir. Boylece,
o0gretmen adaylarinin meslege basladiklarinda “6grenmeyi 6grenme” konu-
sunda karsilasabilecekleri sorunlar en alt diizeye indirilebilir.

Milli Egitim Bakanligi'ndaki uzmanlar ile {iniversitelerdeki 6gretim elemanla-
rinin ortak ¢alismalariyla; 6grenme stratejilerinin tanitimi, nasil kullanilacagi
ve Ogrencilere nasil kazandirilacag: konusunda bilgilendirici kilavuz kitaplar
hazirlanmalidir.

Fen bilgisi derslerinde kullanilacak 6grenme stratejilerinden bu arastirmada
kullanilan yontemler disindaki farkli yontemler de ele alinmali ve deneysel ¢a-
lismalar desenlenerek, basarida etkili olabilecek diger yontemler de ortaya
konmalidir.

Ogrencilere kazandirilacak 6grenme stratejilerinin, 6grencilerin fen bilgisi
dersine kars1 tutumlar1 agisindan etkisi incelenmelidir.

Ogrenme stratejilerinin ogrencilerin akademik basarisi ve hatirda tutma dii-
zeyleri tizerindeki etkileri, farkli dersler ve farkli yas gruplarindaki dgrenciler
ele alinarak arastirilmalidar.
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I
SUMMARY

Nowadays where we live the age of science, the aim of the education should not
be to reload existing knowledge to students but to give the ability to achieve knowl-
edge. That is why students should be taught how to learn. The most effective way is
teaching to learn. To obtain this, students should be aware of the learning strategies,
their properties, why and in which situations they are used.

This study attempted to identify the effect of teaching learning strategies on the
academic success and recalling levels of the 5t grade primary school students in the
science course.

In this research, pre and post test controlled group model was used. It was ap-
plied in the second term of 2001-2002 academic year at I. Primary School in Eskisehir.
In this study 5-A and 5-B classes participated. One of the classes was control group
and the other was the experimental group selected randomly.

Personal information survey prepared by the researcher and a success test of the
unit “Heat and Heat Transfer through the Substance” was given to students to collect
data. Before the instruction was realized, the success test was applied to both control
and experimental group. By the help of the equalized group method, the students” 4th
class report cards, the data of the given survey, and the pre-test scores were equal-
ized to the experimental and control group to 22 students each group. Total was 44
students.

Three days before the students were to lecture the unit, the students in the ex-
perimental group were taught the learning strategies they should use and practice
was made. This process was not carried out with the control group. After the instruc-
tion, traditional education was applied to the control group. The students in the ex-
perimental group were supported with learning strategy instructions. After the ap-
plication, both the control and the experimental group were given a success test after
the unit as post-test.The learning levels of both groups were measured. Three weeks
after instruction, the unit success test was given as recall test to both groups and their
levels of recalling were measured.

The pre-test and post-test, average of recall test and standard deviation of the
scores were calculated. t-test was used to compare the groups. The groups’” average
difference was interpreted as .05 level.

The findings of the study are as follows:

1. The science course in which learning strategies are thought to the 5th class
primary school students, is more effective than traditional teaching methods
which learning strategies are not taught in terms of students’ academic suc-
cess.

2. The science course in which learning strategies are taught to the 5t class pri-
mary school students, is more effective than traditional teaching methods
which learning strategies are not taught in terms of recall of taught items.
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The Influences on Teacher Identity and the
Suggestions for the New Teacher Identities

Ogretmen Kimligini Etkileyen Etkenler ve Yeni Ogretmen
Kimlikleri Icin Oneriler

Sibel DURU"

ABSTRACT  In this review of literature, the researcher investigated the factors that may
affect teachers’ identities. The research shows that popular culture; prior
experiences in formal education, teacher education programs, and
workplace are the most influential factors for formation of teachers’
identities. Unfortunately, in spite of development new contemporary
theories and philosophies such as progressivism, constructivism common
teachers’ identities are mostly affected by positivist and behaviorist
perspectives, and these traditional identities create a resistance toward
professional growth. Therefore, the aim of this paper is to clarify different
influences on teachers’ identity formation and to summarize some
suggestions to develop teachers’ professional identity.

Key Words: Teacher identity, preservice teachers, and teacher educational
programs.

0z Bu alan yazin tarama calismasinda, arastirmaci 6gretmenlerin meslek ile
ilgili kimlik olusturmalarinda etkili faktorleri incelemistir. Arastirmalar,
poptiler kiiltiirtin, daha onceki formal egitim deneyimlerinin, dgretmen
yetistirme programlarmin ve calisma ortaminin dgretmenlerin dgretmen
kimliklerini ~olusturma siirecinde ¢ok etkili faktorler oldugunu
gostermektedir. Ne yazik ki, yeni cagdas kuramlarin ve felsefelerin
gelismesine ragmen, ornegin ilerlemecilik ve yapilandirmacilik, genel
ogretmen kimlikleri positivist ve davranisci bakis acilarindan etkilenmekte
ve bu geleneksel kimlikler profesyonel mesleki kimlik edinmede bir direng
yaratmaktadir. Bu nedenden dolayi, bu arastirmanin amaci 6gretmen
kimliklerini etkileyen degisik faktorleri acikliga kavusturmak ve
ogretmenlerin profesyonel mesleki kimliklerini gelistirmeleri icin bazi
oneriler sunmaktir.

Anahtar Sozciikler: Ogretmen kimligi, 6gretmen adaylari ve dgretmen
egitim programlari.

INTRODUCTION

Understanding influences on teachers’ identity formation is crucial if we want to
foster contemporary and democratic changes narrowly in education, broadly in
society. Examination of teacher identity formation not only helps us view existing
dominant traditional culture of teaching, but also allow us to create, and reconstruct
the possibilities for the new educational reforms, programs, paradigms, and change
educational processes for a better life.

* Indiana University, 417 N. Grant Apt. 6, Bloomington, IN, 47408, sduru@indiana.edu
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Briefly, teacher identity refers to how teacher make sense of themselves as
teachers. At the same time, we can describe teacher identity formation as a learning
process in which the teacher can learn, internalize, criticize and change the norms,
values and expectations of the culture that affect their beliefs, attitudes, actions and
decisions in their work. In fact, the formation of teacher’s identity is not a directional,
stable, and unchanging process. Rather, in the identity formation process, teachers
accept or change the culture of teaching, influence or are influenced, and develop
their own identity by interacting with people in different settings. In addition, the
formation of teacher identity is a continuing process that goes on throughout
teachers’ career.

Popular Culture

According to Weber & Mitchell (1995), the formation of teacher identity even
begins before school experiences by means of popular culture such as movies, books,
TV programs, and magazine. This early formation of teacher’s identity can be seen in
children’s plays, drawings, and later their expectations to school and teachers. In fact,
popular culture does not represent only prototypical characteristics of teachers, but
also stereotypical features of it. Positive and negative images of teachers in popular
culture may influence teachers’ identities. Although popular culture may be a way to
represent different positive images of teacher, the films, magazines, and books can be
used by dominant culture to spread their ideologies. Therefore, people unconsciously
may be assimilated into this culture. Then, understanding the hidden meaning of
images represented by popular culture can seem to be a crucial part to understand
both teachers” and preservice teachers’ beliefs, and attitudes (Weber & Mitchell,
1995).

For example, in the very popular film “Kindergarten Cop”, John Kimble, a police
officer, were on the trail of a killer. After dead of eyewitness who could testify the
killer, Kimble decided to contact the killer’s ex-wife who could be another witness to
justify the killer. To have enough evidence, Mr. Kimble began successfully working
as a kindergarten teacher in a school where the killer’s ex-wife was teaching. In the
film, opposite of the dominant belief about early childhood teacher, the character of
Mr. Kimble shows that early childhood education is not only women job. On the
other hand, the other message Mr. Kimble represented is that teacher is self made.
This message may reinforce common idea that teaching is natural job, teacher doesn’t
need professional knowledge, and everybody can teach. As mentioned below,
preservice teachers may internalize this kind of messages that negatively affect their
teacher identities, therefore, their learning process in teacher educational programs.

Grant (2002) also used popular films related to urban schools in order to
investigate preservice teachers’ preexisting identities, specifically their beliefs about
learning and teaching. The results of these study shows that popular films affected
preservice teachers’ beliefs about learning and teaching. In addition, preservice
teachers’ beliefs displayed inspired by these films: students should find right answer,
authentic learning means use of street language in the classroom, students
motivation refer to give the extrinsically reward of students. Preservice teachers
unconsciously internalized values traditional school relationships.

School Experiences

In addition, unlike many professions such as law and medicine, preservice
teachers come to teacher education programs with a lot of experiences and images
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related to their future occupation (Goodlad, 1990, Weber & Mitchell, 1995, Knowles
& Holt-Reynolds, 1991, Britzman, 1986). By taking into account positive and negative
sides of their own teachers, preservice teachers construct their initial teacher
identities what a teacher is, and what should be. A number of researche support that
preservice teachers’ these early experiences as students in their school life are one of
the most influential factors of formation of teachers’ identities (Zeichner & Gore,
1990; Richardson, V., 1996, Minor et.al., 2002, Smylie, 1995, Lortie, 1975, Flores, 2001).

Scholars indicate that preservice teachers as students experience mostly
traditional education in which they internalize the dominant cultural beliefs. The
examples of these beliefs would be that knowledge is given by teacher; learning to
teach occurs with “what works” experiences; and teacher should control the
classroom to provide the highest learning opportunities for students. Especially these
experiences that they had as students are mostly related to school achievement. In
addition, since majority of teachers and preservice teachers might be the members of
dominant culture, they may unconsciously adopt dominant discourse that can
restrict cultural diversity in society, and understanding any other pedagogical
discourses among teachers.

Teacher Education Programs

Another factor that affects teacher’s identity is, or should be the teacher education
programs. A number of research show that common teacher education programs do
not significantly influence teacher identity. The research suggests that professional
education of teachers reinforce or don’t impact preservice teachers’ preexisting
identities (Lortie, 1975; Zeichner & Gore, 1990; Knowles & Holt-Reynolds, 1991;
Zeichner & Tabachnick, 1981; Goodland, 1990; Britzman, 1986; Zeichner & Hoeft,
1996; Beyer, 1984).

Murray (1996) indicates that traditional teacher education programs reinforce
preservice and inservice teachers’ beliefs that teachers are knowledge user. This
belief also strengthens other beliefs that teaching is a craft and technical work,
instead of teaching as an intellectual and professional work.

Britzman (1986) points to the expectations of preservice teachers for teacher
educational programs. Preservice teachers’ preexisting identities can create a
resistance to accept new ideas about teaching and learning. According to Britzman
(1986), preservice teachers search for practical information related to classroom
control, because of their beliefs about the role of teachers as social controller. She also
concluded that teacher educational programs failed to demonstrate the value of
professional knowledge to student teachers.

However, it should not be forgotten that the different policy, programs,
structures, and applications in colleges of education may affect differently preservice
teachers” identities. Despite these differences, in teacher education programs,
preservice teachers cannot connect the implications of apply theories into practices,
they experience again traditional teaching with teacher educators, and field
experiences may not go beyond the “apprenticeship of observation”. Therefore, in
teacher education programs, preservice teachers may grasp the knowledge and
experiences that reinforce their pre-existing identities.



124 | Eurasian Journal of Educational Research

Workplace

Workplace is also another important factor of teachers’ identity formation
(Smylie, 1995; Zeichner & Gore, 1990; Lortie, 1975; Britzman, 1986; Flores, 2001). In
work place, the new teachers not only examine, evaluate, and accumulate their prior
knowledge, beliefs, and attitudes, but also learn institutional structures of their work
place. Institutional characteristics of school, the interactions between teachers and
administrators, among teachers, between teachers and students, and teacher and
parents and other social agents make teachers to create the new images of teaching.
In addition, the supplies of school, the physical conditions of classroom such as class
size, and the social structure of school and classroom are other factors that affect
teachers’ identities. As a result, professional growth of teachers is directly related to
workplace experiences (Cole, 1991; Smylie, 1995; Zeichner & Tabachnick, 1981; Liston
& Zeichner, 1980; Shulman, 1987).

Solomon et al. (1996) investigated the elementary teachers” beliefs and practices in
schools with different socioeconomic characteristics. They found that the teachers
working in high poverty schools have more traditional beliefs, and they use more
traditional practices than the teachers working in low-poverty and medium-poverty
schools. For example, the teachers in high-poverty schools were more skeptical
student’s learning; they had less constructivist approaches; and they were less
trusting of students. In addition, these teachers gave fewer opportunities to students
in order to participate in cooperative learning activities, and classroom planning.

Dharmadasa (2000) investigated elementary teachers’ beliefs related to
constructivism. The teachers participated in the study expressed that implementation
of constructivism in elementary schools was not so realistic because of traditional
structured classroom. In addition, they believed that class- size, space and materials
in school were other important elements to restrict the implementation of
constructivism. Furthermore, lack of teacher collaboration in school seemed another
factor to continue traditional teachers’ identities.

In addition to popular culture, teacher educational programs, and work-place
conditions, in their literature review, Zeichner & Gore (1990) express the influence of
significant adult role on teachers’ identity formation. Children, who would be a
teacher in the future, may take the model of significant people in their life such as
father, mother, and teacher.

In sum, many factors affect teachers’ identity formation. In fact, identity is a
socially constructed process. Each teacher’s identity formation will be affected
differently by different experiences, histories, and cultures. However, as mentioned
at the beginning of the paper, understanding of the teachers’ identities and identity
formation process may give a lot of information about schooling, educational
policies, and teacher educational programs. It also may give us new perspectives
about how to help preservice teachers critically understand social, political and
historical dimensions of their profession, and how to help preservice and in-service
teachers develop their professional growth.

Unfortunately, although there are exceptions in this socialization process,
teachers may internalize stereotypical images of teacher represented in popular
culture, cultural myths constructed in prior experiences; and dominant ideologies
reinforced in work place. In addition, even though teacher educational programs
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should place the centre of teacher socialization process, they may not create a change
and new images for student teachers. Although pre-existing images of teachers may
create resistance toward professional knowledge in teacher education programs,
ineffective teacher educational programs also don’t help preservice teachers to
understand theory- practice implication; rather they strengthen existing culture of
teaching. Furthermore, common school cultures reinforce dominant culture
ideologies.

As a result of these influences, teachers’ identities may reinforce the beliefs that;
e Teachers are self-made,

e Teachers are users of researches,

¢ And knowledge-givers,

e Teachers works depends on individualistic ideas therefore teachers work in
isolation,

e Teachers autonomy means teachers” authority,
e Schools are a mechanism for social control;

e There is a exact hierarchy in schools in which the role of teachers apply the
curriculum without understanding ethical dimensions of teaching;

e Teachers job is out of the political, social and historical agenda in society;
classroom management is the heart of the teaching;

e There is no needs conceptual understanding what is thought;
¢ Direct experiences is just way for learning to teach;
e Students’ personalities ( gender, race, ethnicity, and class) affect teaching;

e The teachers’ first responsibility is to be sure that all students learn what
teachers represents them, and get exact answers;

e Teachers should use child-centered curriculum without understanding power
relationship in classroom;

e Teacher is a technical job;

¢ Teaching is a women job...
New Images for Teachers

Although teachers’ identity formation is influenced by different factors in
different situations, research shows that teachers experiences as students are the
most influential factor, therefore, they enter the teacher professional education with
exact beliefs, expectations, attitudes related to being a teacher that can restrict the
understanding of their role as a profession (Zeichner & Tabachnick, 1981,
Richardson, 1996; Bird, et. al.,, 1993, Lortie, 1975, Minor, et. al., 2002, Zeichner &
Hoeft, 1996). In identity formation process, unfortunately, teachers mostly
unconsciously internalize dominant beliefs, values, and norms that include
stereotypical characteristics of teachers, and myths. As result, the role of teacher
education should be to help preservice teachers increase their knowledge about
themselves, develop habits of mind, their critical thinking skills, and their
collaborative abilities.

In order to do that, investigating student teachers’” stories is the way to build
professional identity (Britzman, 1986). However, student teachers’ recognition of
their existing teacher identities can not be enough for preservice teachers to develop
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alternative routes in teaching. As a result, in teacher education programs, teacher
educators should provide different opportunities such as different teaching
strategies, different assignments, high expectations, action research projects, and case
studies in which student teachers engage, so that student teachers not only critically
examine their beliefs, but also see and create other possibilities, and learn
professionally to teach. In other words, teacher education programs should foster
critical dissonance, and inquiry of pedagogy (Cochran- Smith, 1991; Carter & Doyle,
1996; Bird, et.al, 1993). In this process, preservice teachers should develop a sense of
identity that increases consideration of diversity, and social, political, and cultural
issues related to teaching and learning, and justice, equality, and equity for the whole
society.

In addition, Professional Development Schools is another way to develop
professional identity for both preservice and in-service teachers (Levine, 1996).
Professional Development Schools aim to create collaboration between faculty,
student teacher, parents, and administrators. Levine (1996) explain that the three
missions of Professional Development Schools as “ to support student learning for
understanding; to support teacher learning in deliberate ways; and to support
research and inquiry directed at the continuous improvement of practice” (p.634). In
most cases, student teachers don’t have a chance to connect theories into the practice,
or to evaluate practical implications of theories. Therefore Professional Development
Schools provide opportunities for students to make sense of “wisdom of practice”
(Shulman, 1987). In addition, Professional Development Schools stimulate
collaboration. In-service teachers in isolation may develop classroom routines that
can restrict their flexibilities, professional decisions, and development of their
teaching. Furthermore, teacher educators with isolation from schools may not have a
chance develop new alternatives for education. As a result, collaboration should be a
part of the profession identity.

However, although research shows the effects of field experiences and
cooperating teachers for preservice teachers to develop their pedagogical skills and
self- efficacy (Soodak & Podell, 1997; Li & Zhang, 2000; Kragler and Nierenberg,
1999; Volkman et al, 1992; Giebelhaus & Bowman, 2000), the quality of Professional
Development Schools may be affected by different factors such as structure of
schools, characteristics of cooperating teachers, and quality of supervision. The
quality of experiences in work place can be increased for providing field experiences
for student teachers in culturally diverse setting, such as urban, rural areas, private
and public schools (Zeichner & Hoeft, 1996). To provide culturally diverse settings
for field experiences can make many important contributions for preservice teachers
to view themselves within different cultures, to increase their professional strength to
uncertainty, and to learn from others who are different from themselves (Floden &
Clark, 1988, Zeichner & Hoeft, 1996, Smylie, 1995).

Critical theory-based field-experiences associated methods courses would also
help preservice teacher to develop professional identity (Adler & Goodman, 1986). In
this sense, student teachers can not only develop their sensibilities to the hidden
curriculum, but also reconstruct their knowledge by building theory and practice
relationships.

In addition, cooperating teachers would be another influence for student teachers
to develop their professional identity. Cooperating teachers in Professional
Development Schools should not be a traditional model for student teachers who
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learn by imitation. Rather, the role of cooperating teachers should be to create
discussions on classroom events, and experiences, to cooperate with student teachers
deciding and planning , for example, preparing lesson plans, and classroom
activities, and to help student teachers reflect on their actions, and observations. This
type of collaboration helps both preservice and in-service teachers learn together
how to teach.

Additionally, teacher educators should be the leaders for community building, by
initiating case studies and action research with in-service and preservice teachers,
and being critical actors especially for preservice teachers” professional development.
In this sense, common traditions in education, faculty as knowledge-makers and
teachers as knowledge-users, would be eradicated, because in these kinds of
experiences, teachers are not only practitioners of knowledge, and also they are a
part of knowledge-making.

Different teaching seminars in which faculty, student teachers, administrators,
and teachers participate would be another way to develop professional identity
(Cochran-Smith, 1991). These seminars can eradicate the isolation, teacher alienation,
and to foster the professional discussions that can create new possibilities for a better
world.

Finally, the materials should be carefully selected. Materials and methods
including ethnographic studies, real life histories, articles, and real examples should
help preservice teachers to view themselves, to develop their critical thinking skills,
and to increase sensibilities and flexibilities, and to look at teaching from multiple
perspectives.

CONCLUSION

The research shows that popular culture, experiences as students in schools,
teacher educational programs, and workplace conditions are the most important
factors that influence teachers’ identities. In addition, this literature review shows
that tradition in the culture of teaching is still affected mostly behaviorist, and
positivist theories. As educators, if we want to make a change in this culture, we
need to develop teachers’ professional identity. For this aim, it is necessary that
preservice, inservice teachers and teacher educators evaluate and examine their
existing beliefs, values, and attitudes and increase their self-awareness. In addition, it
is inevitably necessary to provide more opportunities for teachers to experience with
their professional identities and contemporary educational perspectives, and to
support strong collaboration between teachers, schools, family, and colleges of
education. In other words, closely examination of these influences can help us
understand the problems in education, and reconstruct new innovations, programs,
paradigms, and make possible changes in educational processes for more
contemporary, democratic and modern life.
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OZET

Egitim alaninda yapilmasi istenilen ¢agdas ve demokratik degisiklikler i¢in bu
degisiklikleri benimseyecek ve uygulayacak olan ogretmenlerin, 6gretmen
kimliklerini tanimak ve bu kimlik olusumunu etkileyen faktorleri incelemek onemli
gortinmektedir. Bu kimlikleri incelemek, bize, bir yandan var olan egitim kiilttirti
hakkinda kapsamli bilgi verirken ayni1 zamanda yeni egitim reform ve programlar1
yaratilmasi, var olan uygulamalarin tekrar gozden gecirilmesi siirecinde yeni
acilimlar sunacaktir.

Ogretmenlik  kimligi bir 6gretmenin kendini bir 63retmen olarak
degerlendirmesiyle ilgilidir. Ayrica 6gretmen kimliginin olusumuna bir 6grenme
stireci olarak da bakilabilir. Bu stire¢ igerisinde dgretmen alaniyla ilgili normlari,
degerleri ve kiilttirtin beklentilerini 6grenir, icsellestirir, elestirir veya degistirir.

Weber & Mitchell (1995)" e gore Ogretmen kimliginin olusumu ¢ok kiictik
yaslarda popitiler kiiltiir (TV programlari, kitaplar, filmler vb.) aracilig: ile baslar.
Popitiler kiiltiir sadece 8gretmenlikle ilgili olumlu ve olumsuz 6zellikleri sergilemekle
kalmaz, ayn1 zamanda toplumda var olan basat ideolojilerinde yayilmasina katkida
bulunabilir (Weber & Mitchell, 1995).

Ayrica 6gretmen egitimi programlarma baslamadan ¢nce, 6gretmen adaylarmnin
uzun yillar 6grenci olarak ilkogretim ve ortadgretimdeki deneyimleri de onlarin
ogretmen kimligi gelistirmelerinde en onemli faktorlerden birisidir. Arastirmalar
onceki bu okul deneyimlerinin 6gretmen adaylarinin gerek kimlik olusturmasinda ve
gerekse Ogretmen egitim programlarindan etkili bir sekilde yaralanilmasinda ok
onemli oldugunu vurgulamaktadirlar (Zeichner & Gore, 1990; Richardson, V., 1996,
Minor et.al., 2002, Smylie, 1995, Lortie, 1975, Flores, 2001).

Benzer sekilde profesyonel 6gretmen kimligi gelistirilmesinde 6gretmen egitim
programlari ¢ok onemli bir yere sahip olarak goriilme egilimindedir. Bununla
beraber beklentilerin tersine arastirmalar gostermistir ki, ©6gretmen egitim
programlar1 profesyonel kimlik gelistirilmesinde beklenilen 6l¢tide etkili olmadigt
gibi, var olan geleneksel 6gretmen kimliklerini pekistirici niteliktedir (Lortie, 1975;
Zeichner & Gore, 1990; Knowles & Holt-Reynolds, 1991; Zeichner & Tabachnick,
1981; Goodland, 1990; Britzman, 1986; Zeichner & Hoeft, 1996; Beyer, 1984).

Is alam1 ogretmen kimliginin olusumunda diger bir etkili etkendir. Is alam
icerisinde yeni 6gretmen is ortamuyla ilgili yeni 8grenmeler edinmekle kalmaz, ayni
zamanda kendi inang, bilgi ve tutumlarin tekrar gézden gecirme, degerlendirme ve
tekrar olusturma imkani bulur. Bu agidan bakildiginda &gretmenlik mesleginin
profesyonel gelisimi calisma alaninda edinilen deneyimlerle dogrudan iligkili
gortinmektedir (Smylie, 1995; Zeichner & Gore, 1990; Lortie, 1975; Britzman, 1986;
Flores, 2001)..

fleride belki de o6gretmen olacak bireylerin hayatindaki onemli kisiler de
(6gretmeni, annesi, babas1 vb.) yine 6gretmen kimligi olusturmada tnemli olabilir
(Zeichner & Gore, 1990).

Bu kimlik olusturma siirecinde ne yazik ki 6gretmenler genellikle geleneksel
ogretmen kimliklerini igsellestirirler. Bundan dolay1 profesyonel dgretmen kimligi
olusturma siirecinde &gretmen egitim programlart biiyiik énem tasir. Ogretmen
egitiminin rolt 6gretmen adaylarini yalnizca alanla ilgili profesyonel bilgi ve
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beceriyle donatmak degil, ayn1 zamanda onlarin kendilerini ve mesleklerini daha
yakindan tanimalarina, elestirel diistince ve isbirligi icerisinde calisma aliskanligt
gelistirmelerine yardimci olmak olmalidir.

Bu amaca ulagmak icin 6gretmen adaylarmin egitim ve 6gretimle ilgili inanglarin
ve bilislerini incelemek etkili bir yol olabilir. Bunun yan sira egitim fakiiltesi gretim
elemanlarmin degisik cagdas ogretim teknikleri ve degerlendirme metotlar:
kullanmalari, 6gretmen adaylarindan yiiksek beklenti icerisinde olmalari, 6gretmen
adaylarina dogrudan alan ve 6gretim ortamlari ile ilgili arastirma imkéani sunmalar:
gibi etkinlikler, 6gretmen adaylarmin profesyonel 6gretmen kimligi gelistirmelerine
katki saglayabilir.

Yine ogretim elemanlari, 6gretmen adaylari, 6gretmenler, okul miidiirleri ve
aileler arasinda isbirliginin  gelistirilmesi egitimde profesyonel anlayist
hizlandrrabilir. Ogretmen adaylariin kéy, sehir, 6zel ve resmi okullar gibi degisik is
ortamlarinda deneyim kazanmalarmmin saglanmasi 6gretmen kimliginin saglikli
gelisimi acisindan 6nemli goriinmektedir (Floden & Clark, 1988, Zeichner & Hoeft,
1996, Smylie, 1995). Metod dersleriyle birlikte kazandirilacak okul deneyimleri de
kuram-uygulama geligkisini azaltacaktir (Adler & Goodman, 1986).

Fakiilte 6gretim elemanlarmin, 6gretmenlerin, gretmen adaylarmin ve okul
miidiirlerinin katilacaklar1 degisik seminerlerin diizenlenmesi de profesyonel
ogretmen kimligini gelistirilmesinde diger 6nemli bir yoldur (Cochran-Smith, 1991).

Son olarak 6gretmen egitiminde kullanilacak materyallerin secimi ( gercek hayat
hikayeleri, gercek ornekler vb.) dgretmen adaylarinin hem var olan kimliklerini
gozden gecirmelerine, hem de profesyonel kimlik olusturmalarina yardimci olabilir.

Kisacas1 6gretmenlik profesyonel bir meslektir. Ancak onceki okul deneyimleri,
poptiler kiiltiir ve is alaninda yasanilan ve devam eden geleneksellik, 6gretmenlerin
ve dgretmen adaylarinin cagdas ve demokratik bir 6gretmen kimligi gelistirmelerine
engel olabilir. Bundan dolayr ogretmen kimligi gelisimini etkileyen etkenlerin
yakindan incelenmesi bize var olan egitim sorunlartyla ilgili bilgi vermekle kalmaz,
yeni programlarin, yeni anlayislarin ve yeni olusumlarin yaratilmasi ve
benimsenmesinde yardimci olur.
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Anaokulu ve Ilkégretimin Birinci Kademesinde
Sarki Ogretimi

Singing Education at First Level of Kindergarten and
Primary School

Mehlika DUNDAR*

0z Bu calismada, Anaokulu ve ilkﬁgretimin birinci kademesinde kulaktan
sarki 6gretimi sirasinda karsilasilan baslica giicliikler ve ¢6ztim onerileri ile
alinmaktadir. Sarki 6gretiminin bir alt basamagi olarak diisiiniilen aralikla-
rmn algillanmasina iliskin olarak, Gazi Universitesi Vakfi Gazi Anaokulu altt
yas grubu 6grencilerine, ticer bolimden meydana gelen 7 farkli aralik, pi-
yano; ses; uzun degerlerden olusan cocuk isimleri kullanilmak {tizere ii¢
farkl yolla sorulmus ve duyduklarin tekrar etmeleri istenmistir. Elde edi-
len veriler istatistiki yontemlerle analiz edilmistir. Sonugta, cocuklarin ara-
Iiklar1 algilama oranmn, uzun degerli ¢ocuk isimlerinin kullanuldig: “ara-
Iiklarla seslenme” yonteminde diger iki yontemden daha yiiksek oldugu
gozlenmistir. Elde edilen bulgular anaokulu ve ilkogretimin birinci kade-
mesinde miizik egitimi ve kulaktan sarki 6gretimi agisindan degerlendiril-
misgtir.

Anahtar Sozciikler: Miizik egitimi, sarki, sarki 6gretimi

ABSTRACT In this study, it is discussed the main difficulties at teaching to song by ear
which are faced at first level of kindergarten and primary school and the
suggestions of solutions. In relation of recognising the intervals which is
thought to be one of the below steps in teaching singing. It is asked to a
group of six-years-old students of the Gazi Kindergarten of Gazi Institute of
Gazi University, in three different ways; piano, voce and using the long
names of children which consists long values, and the students are expected
to repeat what they heard. The results are analysed using statistical ways.
Finally, it is realised that the percentage of the children’s recognising the
intervals is higher than the two other ways when “the musical call” way is
used in which the long children names are used. The received information
is examined in the terms of music teaching and of the education of teaching
to sing by ear at first level of Kindergarten and primary school.

Key Words: Music education, song, teaching singing

GIRIS
Miizik egitiminin temel boyutlarindan biri sark: soyleme egitimidir (Ucan, 1994).
Anaokulu ve onu izleyen ilkokulun birinci kademesinde miizik derslerindeki 6nemli
sorunlardan biri ¢ocuklarin ton i¢inde kalarak sarki sdylemelerini saglayabilmektir.
Miizik 8gretmeni bu yaslardaki cocuklara dogal olarak sarkiy: kulaktan 6gretecektir.
Mizik egitiminin temel boyutlarindan biri sarki soyleme egitimidir (Ugan, 1994).

*Yard. Dog. G.U, G.E.F, G.S.E.B, Miizik Egitimi A.B.D, Ankara, mehlika@gazi.edu.tr
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Ancak bu siniflarda kulaktan sark: 6gretimi sanildig1 kadar kolay degildir. Sarki bir-
¢ok dgeye sahiptir. Soz, ezgi, tartim, devinim, uyum ve anlatim gibi 6geleri kapsar
(Ucan, 1998). Sarkinin ritim, melodi, soz gibi dgelerini ¢ocuklarin bir biitiin olarak
kavrayabilmeleri 6zenli bir yaklasim gerektirmektedir. Anaokulu ve ilkdgretimin bi-
rinci kademesindeki cocuklar i¢in genellikle ritimlere kaslariyla cevap vermek ol-
dukca kolaydir (Gehrkens, 1944). Oysa bu yastaki ¢ocuklarin cogu, dogru sark: soy-
lemede tipki konusma dilinde oldugu gibi baz1 gtigliiklerle karsi karsiya kalabil-
mektedir. Baslangicta sarkiyr dogru tonda sdyleme bu giicliiklerden birisidir. Co-
cuklar genelde sarkiy1 soylemesi gereken tonda degil de sesini kalin tona yerlestire-
rek kullanmayi siirdiiriirler (Gehrkens, 1944). Ogretmenin sesini taklit ederek sesle-
rini biraz inceltip veya kalinlastirsalar da konusma tonu ile sarki sdyleme tonu ara-
sindaki farki yeterince kavrayamamuis olabilirler. Cocuklarin ¢ogu miizik egitiminin
baslangicinda ton iginde kalarak sarki soylemede zorluklarla karsilasabilir. Cocukla-
rin ton iginde kalarak sarki soylemeyi basarmasi onlarin hangi sarkiy1 soylediklerine
de baglidir. Sarkinin ses sinurlari, ¢ocuklarin sarkiy: rahatlikla soyleyebilecegi ses si-
nirlarina sahipse basari artar (Mills, 1995).

Sarki sdyleme aynm1 zamanda zihinsel bir islev olarak gortilmektedir. Bu nedenle
cocuklar, “sesi” diistinmeye tesvik edilmelidir. Sarki sdylemede zorluk cekenlere
once sesi daha tiz diistindiirmek, (sesini kalin sese yerlestirip stirdiirmesini engelle-
mek) daha sonra sesinin “diistindtigli sesi” takip etmesini saglamak gereklidir
(Gehrkens, 1944).

Ozetle, miizik egitiminin ilk adimlar1 sayabilecegimiz okul 6ncesi ve ilkogretimin
birinci kademesinde kulaktan sark: 6gretiminde seslerin arasindaki incelik ve kalin-
lik farkliliklarinin 6grenciler tarafindan kolay farkedilmedigi, sarkinin icerisinde ge-
¢en araliklarin algilanmasinda zorluklar yasandig: goriilmiistiir.

Ton icinde kalarak kulaktan sarki sdylemeyi 6grenme stirecinin uzamasi, dogru
gerceklesmemesi dgrencilerin, miizik dersine yonelik olumsuz tavir gelistirmelerine
ve basarisiz olma diistincesiyle de miizik derslerinde zorlanmalarina neden olabil-
mektedir. Oysa dogru ve temiz kulaktan sarki soyleyebilme miizik egitiminin kar-
masik ve onemli konularindan biri olarak goriilmektedir. Hatta okul 6ncesi ¢ocuklari
ve ilkogretimin birinci kademesi i¢in en kritik noktalardan biri olarak da kabul edile-
bilmektedir. Sesler arasindaki temel iliskileri kavrayabilme ve sesini dogru ve etkili
kullanabilme ilkogretim kurumlar1 miizik dersi genel amaglar: igerisinde de yer al-
maktadir (MEB, 1944).

Belirlenen nedenle; sarki 6gretiminin bir alt basamagi olarak; “aralik ogreti-
minde” uygun yontemler kullanilarak ton i¢inde kalinmasi ve boylece kulaktan sark:
ogrenme siirecinin kisaltilabilmesi hedeflenmelidir. Bu hedefe ulasilmasi; 6grenci ba-
sarist tizerinde hangi yontemin daha etkili oldugunun ve aralik 6gretiminin nasil
kolay hale getirileceginin bilinmesi ile olasidir.

YONTEM

Uygun yéntemi saptama yollarindan biri olarak Gazi Universitesi Vakfi, Gazi
Anaokulu 6 yas grubunu olusturan 20 6grenciye her biri {icer boliimden olusan 7
farklh aralik (Kigciik ikili=K.2; Buytik ikili=B.2; Kiiciik Ucli=K.3; Buytik ticli=B.3;
Tam 4'1ti=T4; Tam 5'1i=T5; 8'li=oktav) 3 farkl1 yontemle uygulanmis; Her aralik tii-
riine iliskin olarak 3 farkli soru sorularak, 7 soruda (7x3=21) 21 adet araligin isitsel
boyutu degerlendirilmeye tabi tutulmustur. Sorulan araliklarin ses sinirlari, ¢cocukla-
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rin ses smirlarina uygun olan ses genisliginden secilmistir. Her bir yontemde, so-
nuclar bir gozlemcinin esliginde dogru duydugu araliklara (+), duyamadig aralik-
lara (-) isaretleri kullanilarak gozlem kagidi iizerine isaretlenmistir. Ucer sorudan
olusan 7 farkl: aralik her 6grenciye 1 kere sorulmus, ikinci kez tekrar edilmemistir.

Birinci yontemde ticer sorudan olusan farkli 7 aralik piyanoda her ses bir vurus
ve melodik (yatay) aralik olarak ¢alinmis ve 8grenciden duydugunu tekrarlamasi is-
tenmistir. Ikinci yontemde araliklar, 6nce 6gretmen tarafindan sesle ayni hece iki
kere kullanilarak yatay ve her hece 1 vurus olarak sdylenmis, 6grenciden tekrar et-
mesi istenmistir. Ugtincti de ise araliklar 6gretmen tarafindan sesle uzun degerli (iki
vurustan olusacak sekilde) yatay ve gocuk isimleri kullamilarak “araliklarla ses-
lenme” yontemi kullanilarak sorulmustur.

Piyano, ses, ¢ocuk isimleri olmak tizere 3 degisken uygulanmistir. Araliklar veri-
lirken her bir degiskenin uygulanmasindan sonra 6l¢gme sonuglar1 gézlenmis, boylece
ogrencilerin hangi degiskenin uygulanisinda daha basarili olduklar1 bulunmaya cali-
silmigtir. Bu amagcla ayrica SPSS paket programinda 3 farkli yonteme gore basart fre-
kanslar1 bulunmus ve 3 farkli yontemle saglanan basar1 diizeylerinin birbirinden
farkli olup olmadigini gérmek amaciyla iki yonlii Anova yapilmustir.

BULGULAR VE YORUM

6 yasindaki 20 6grenciye 3 farkli degisken ile araliklar sorularak algilama diizey-
leri 6l¢tilmek istenmistir. Araliklarin her birinden 3’er aralik sorularak, hi¢ dogru ya-
nit veremeyen veya 1 araliga dogru yanit veren dgrenci basarisiz olarak, 2 ve 3 dogru
yanit verdiginde ise basarili olarak nitelendirilmistir.

Tablo 1. Ug farkli degiskene gire deneklerin bildikleri soru sayisindaki bagar: frekans

Piyano Ses Isim
Aralikdar Fr. % Fr. % Fr. %
K2 2 28,6 2 7,4 8 12,1
B2 3 42,9 6 22,2 14 21,2
K3 0 0,0 4 14,8 12 18,2
B3 1 14,3 4 14,8 8 12,1
T4 0 0,0 5 18,5 7 10,6
T5 1 14,3 4 14,8 10 1572
Okt. 0 0,0 2 7,4 7 10,6
Toplam 7 100 27 100 66 100

Tabloya gore 20 6grenciye piyano ile K.2'li aralig1 soruldugunda 2 kisi; B.2’li ara-
l1g1 soruldugunda 3 kisi; B.3'lii aralig1 ve T.5’li araliklar1 soruldugunda ise 1 kisi ba-
sartli olmustur. 8'1i (oktav) aralik; T.4'lii aralik; K.3'lu aralik; soruldugunda basarilt
olan olmamustir.

20 dgrenciye piyano ile 7 soru (aralik) soruldugunda, 140 sorudan 7’sinde basar1
elde edilmistir: Bu 7 soruluk basarinin, %42.9'u B.2'li araliginy; %28,6" s1 K.2'li arali-
giny; %14,3" i B.3" 1t araligmy; %14.3't T.5’li araligin1 duyabilmedeki basaridir. Bura-
dan, piyanodan araliklarin sorulmasinda en ¢ok B.2'li araliginin duyuldugu goriil-
mektedir. 6 yasindaki 20 6grenciye araliklar ses ile soruldugunda araliklar1 duya-
bilme basarilar1 tabloya gore, K.2'li aralik soruldugunda 2 kisi; B.2li aralik soruldu-
gunda 6 kisi; K.3'lii ve B.3’lii aralik soruldugunda 4 kisi; T.4'li aralik soruldugunda 5
kisi; T.5li aralik soruldugunda 4 kisi 8'li aralik soruldugunda ise 2 kisi olarak goriil-
mektedir.
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20 6grenciye ses ile 7 soru soruldugunda, 140 sorudan 27’sinde basar1 elde edil-
mistir. Bu 27 soruluk basarmin %22.2’si B.2’li; %74t K.2'li, %14.8'i B.3'lii; %14.8'1
K31, %18.51 T.4'lu, %14.81 T.5’li; %7.4'4 8'li aralig1 duyabilmekteki basaridir. Bu-
radan ses yontemi ile de en ¢ok B.2’li aralig1 duyabilmede basar: saglandig goriil-
mektedir.

20 6grencinin uzun degerlerle ¢ocuk isimlerinin kullanildig1 3. Yontemde aralik-
lar1 duyabilme basarilarina bakildiginda, 20 8grenciye K.2'li soruldugunda 8 kisi;
B.2’li soruldugunda 14 kisi; K.3'li soruldugunda 12 kisi; B.3’li soruldugunda 8 kisi;
T.4'lti aralik soruldugunda 7 kisi; T.5’li aralik soruldugunda 10 kisi; 8li aralik sorul-
dugunda 7 kisinin basarili oldugu gortilmistiir. 20 6grenciye cocuk isimleri kullani-
larak 7 soru soruldugunda, 140 sorudan 66’'sinda basari elde edilmistir. Bu 66 soru-
luk basarmmin % 21.2'si B.2'li; %12.1'i K.2'li;%12.1'1 B.3'lii; %18.2'si K.3'1ii; %10.6's1
TA4'T4; %15.2'si T.5'li; %10.6's1 8'li araligr duyabilmedeki basaridir. Buradan diger
yontemlerde oldugu gibi, cocuk isimlerinin kullanildig1 yontemde de en ¢ok B.2'li
aralig1 duyabilmede basari saglandig1 gortilmektedir.

Grafik 1. Ug farkli yontemle ilgili olarak basari durumu karsilastirmast
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Bu grafikte ¢ocuk isimlerinin kullanuldig: 3. Yontemin en basarili yontem oldugu
goriilmektedir. Simdi ise bu gorsel sonucu desteklemek amaciyla sorularin 3 farkl
sekilde sorulmasiyla saglanan basarinin birbirinden farkli olup olmadigini ve nasil
bir gelisim gosterdigini istatistiksel analiz yaparak inceleyelim. Bu inceleme igin
bagimh k gruba uygulanan islem ortalamalarmin farkliigini test eden iki yonli
Anova uygulanir. Bu analiz, bagimli k gruptan elde edilen verilerin analizini yapan
bir yontemdir. Incelemede 3 veri dizisi 20 kisi tizerinden olusturulmustur, boylece 3
bagimli 6rnek (grup) elde edilmistir.

Yukaridaki grafikten de anlasilacag: tizere piyano ile soruldugunda elde edilen
basari, ses ile soruldugunda elde edilen basar1 ve isim ve uzun stirelerle soruldu-
gunda elde edilen basar1 olmak tizere 3 islemimiz vardir. Birim olarak nitelendirilen
ise bir aralik i¢in 3 yontem sonucunda elde edilen basarili 5grenci sayilaridar.
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Tablo 2. Iki yonlii varyans analizi
Degisim Ortalama

< Kareler Serbestlik F
Kaynag: . kareler . . ... Sig.
Toplam1  derecesi Istatistigi
toplamu
Corrected Model 297,048(a 8
(@) 37,131
Intercept 476,190 1

476,190 17,994 ,000

Islem 257,238 2 128,619 230,769 000
Birim 39,810 6

6,635 62,331 ,000
Error 24,762 12 2063 3915 040
Total 798,000 21 ’ ’ !
Corrected Total 321,810 20

F1=3.215 birimlerin 6nemliligini; F»=62.331 islemlerin énemliligini gosterecek se-
kilde hesaplanmuistir. Bu F degerleri F dagilimi gosterirler.

F dagilimi tablosundan
F1 (6,12, 0.01)= 4.82 ve F2 (2, 12, 0.01)= 6.93 bulunmustur.

Birim icin tablo degeri (4.82)>3.215 oldugundan araliklar degistikce basarili 6g-
renci say1si ok farklilik gostermez. Islem igin tablo degeri (6.93)< 62.331 oldugundan
islemler arasinda 6nemli olciide fark vardir, uygulanan yontemin degisimi, basariy1
onemli 6lgiide etkiler.

Tablo 3. Basar: Ortalamalart

ISLEM Ortalama Standart Hata
1 1,000 ,543
2 3,857 ,543
3 9,429 ,543

Yukarida 3 farkli islemin (yontemin) basar1 ortalamalarini inceledigimizde 3'tincti
yontemin (isim) basar1 ortalamasmin oldukca yiiksek oldugu gortilmektedir. 6 ya-
sindaki 20 kisilik grup tizerine uygulanan 3 farkli yontemde, ¢ocuklarin araliklar:
farkedebilme basarisinda 6nemli bir fark bulunmaktadir. Araliklar degistikce basarili
ogrenci sayisi ¢ok farklilik gostermemekle beraber, uygulanan yontemin degismesi
ogrenci basarisini 6nemli olciide etkilemektedir. Bu calismadan elde edilen sonugla-
rin gdzlemin yapildigr grubun 6zelligine bagh olarak sekillenmis olabilecegi ihtimali
goz oniine alinsa da ¢ocuk isimlerinin kullanildig1 ve uzun degerlerin kullanildig:
“araliklarla seslenme” yonteminde hem insan sesinin kullanilmasi hem de ¢ocuk
isimlerinin kullanilmasiyla iletisim dili kurulmasinin, uzun degerlerle de dikkatin
artmasinin bagarty1 olumlu yonde destekledigi diistiniilmektedir.

SONUC

Kigtik ¢ocuklarin konusur gibi sesini pes seslere yerlestirip, ton icinde kalarak
kulaktan sarki soylemeyi basaramamalarinin én ¢nemli sebeplerinden birisi tiz ses
tiretebilme kabiliyetlerinin gelismemis olmasidir. Tiz ses tiretebilme kabiliyetini
gielistirmenin en etkili yollarindan biri “araliklarla seslenme” yontemidir (Gehrkens,
1944). Bu calismada uygulanan istatistiksel analiz de bunu dogrulamaktadir. “Ara-
liklar ile seslenme”, 6gretmenin araliklar1 kullanarak yaptigi miizikal seslenise 6g-
rencinin isitsel eslestirme yaparak, ayni araliklar ile cevap vermesidir. Bunlar iginde
en yaygin olan dgretmen tarafindan bir ¢cocugun isminin araliklar ile seslendirilmesi
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ve ad1 soylenen gocuk tarafindan ayni araliklar ile cevap verilmesidir. Onemli olan
Ogretmen hangi araliklar ile sorarsa 6grencinin o araliklar ile cevap vermesidir.
Meyva, ¢icek, hayvan isimleri ve giinliik hayatta kullanilan cesitli kelimeler ve ctim-
leler araliklarla seslenme yonteminde sik¢a kullanilmaktadir.

ONERILER

Secilen sarkilar kisa, kolay, dizekteki 5 ¢izgi ile sinirli ve uzun degerli notalar: ige-
recek bicimde olmalidir. Cocuklara sesi bulabilmeleri icin firsat tanimak amaciyla
uzun degerli notalar secilmeli ve sesi diisiinmeleri saglanmalidir. Heceleri uzun de-
gerleri iceren kisa sarkilar buna kolaylik saglayabilir (Gehrkens, 1944).

Miizik 6gretmeni sdzleriyle birlikte sarkinin tamamini birkag kez séylemeli, sonra
da ¢ocuklardan, 6gretmenin bu 6rnek séylemini izleyerek tiretebilecekleri en hafif ve
yumusak seslerle sarkiy1 tekrarlamalar1 istenmelidir. Cocuklarin bunu miikemmel
bir sekilde tekrarlamasi beklenmemeli, fakat onlara eglenceli bir oyunu izler gibi sar-
kinin igindeki incelik ve kalmliklari izlemelerine olanak saglanmalidir (Gehrkens,
1944).

Once sarkinin icerisindeki ctimlecikler, sonra da sarkinin tamami calistirilarak
kulaktan sarki 6gretimi gergeklestirilmelidir. Fakat profesyonel bir koro gibi ¢ocukla-
rin kusursuz soylemesi beklenmemelidir. C)gretmenin, birinci miizik ctimlesinin ku-
sursuz sdylenmesini isteyip, ikinci ve tigtincii ciimleye gegme fikri cocuklarin birinci
miizik ctimlesinde kalmasina ve sarkidan nefret etmelerine neden olabilir. Bir sarkiy1
calistiktan sonra bastan sona soyleyebilmek, sergileyebilmek, cocuga basarili olma
duygusunu tattiracak ve kendinde giiven gelismesine neden olacaktir.

Sarki 6gretiminde ¢ocugun yasamunin igerisinde yer alan olaylar1 sarkida konu
alan orneklere agirlik verilmelidir. Boylece sarkinin 6grenilmesi kolaylasacaktir. Co-
cuklara cazip gelen noktalardan biri de sozlerdeki fikirlerdir. Ton iginde kalarak
sarki soyleyemeyen ¢ocuklara gercekte melodinin icindeki incelik ve kalinliklar sez-
dirilmelidir. Bunlar1 farkettirmenin yolu aralik ¢alistirmasindan gecer. Bu calismalar
sirasinda araliklarin, matematiksel ifadesi degil, cesitli egitsel oyunlarla duyurulmas:
onemlidir. Sarki 6gretimi gerceklestirilirken, sarkilar sesin en giivenilir yerinde soy-
lenebilecek ozellikte secilmelidir. Cocuklarin ses sinirlarmi zorlamayacak ve zarar
vermeyecek sekilde sarki sylemelerine 6zen gosterilmelidir.
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I
SUMMARY

One of the important problems at first level of Kindergarten and following it at
primary school is that to provide the children to sing by ear in tune. At first level in
pre-school and in primary school, it is realised that the thinness and thickness differ-
ences between voices are not recognised easily by students and it is seen that they
have difficulties in recognising the intervals in the song. Using the appropriate ways
in teaching intervals must be aimed to make shorter the duration of learning to sing
by ear in tune. If the duration of learning to sing by ear takes longer, it makes the
students show negative behaviours towards music lessons and causes them to have
difficulties.

In this study, three substitutions are used; piano, voice and the children’s names.
While the intervals are being given, the results are examined after each substitute is
applied. In this way, it is tried to find out when the students are more successful in
which substitute application. For this reason, also with the program of SPSS;
according to 3 different ways, the wave of success is found and 2 sided ANOVA is
used to see whether the success levels are different one from another using these 3
different ways.

Finally, the percentage of the children’s recognising the intervals is seen to be
higher when “the musical call” way in which the long children names are used, than
the two other ways in which the intervals are asked using piano or voice.

The differences of thinness and thickness in melody must be felt to the children
who can’t sing respecting to tune. The achievement to this aim can be maintained by
the interval study. During these studies, it is important to make the intervals be
recognised using different educational toys ratter than using mathematical lecture of
intervals.
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Olusturmaci Anlayis Temelinde Fen Ogretimi ve
Fen Ders Kitaplar1: Bir ders kitabi iinitesi olarak
“Coziniirlik”

Teaching Science And Designing Science Textbooks In The Line
With Constructivist Views On Learning: A textbook unit on
Solubility

Filiz MIRZALAR KABAPINAR®

0z Bu calismada olusturmaci 6grenme ve 6gretme anlayis: tanitilmis, gelenek-
sel bilgi aktarimi anlayisi ile olan farkliliklar: tartisilmistir. Calismada olus-
turmaci anlayis temelinde gerceklesecek fen 6gretiminin ve yine bu anlayis
dogrultusunda yazilacak bir fen ders kitabinin temel tzellikleri tartisilmus-
tir. Son olarak, bir 6gretim materyali olarak fen ders kitaplarmin olustur-
maci anlayis temelinde nasil tasarlanacagini érneklemek amaciyla lise 1. s1-
nif kimya dersi tinitelerinden biri olan “¢6ztintirliik” ele almmustir.

Anahtar Sézciikler: Olusturmacilik, Fen Ogretimi, Coziinme, Coztiniirliik,
Fen Ders Kitab1

ABSTRACT In the present study, constructivist view of learning is introduced and its
difference from the conventional transmission view of learning is drawn.
Then, the main features of constructivist science teaching are listed and
how these features can be maintained in science textbooks are described in
detail. Finally, a textbook unit on solubility is presented so as to exemplify
how textbook, which took account of constructivist views on learning in
science, could be designed.

Key Words: Constructivism, Science Teaching, Dissolving, Solubility, Sci-
ence Textbooks

Olusturmaci Anlayis: Teori ve Genel Cerceve

Yillarboyu bilime yol gosteren pozitivist/akilc: paradigma, bilginin kesfedilmeyi
bekleyen ve bireyler arasinda degisim gostermeyen nesnel bir yapiya sahip oldugu-
nu savunmustur (Bagci Kilig, 2001; Glesne & Peshkin, 1992; Nussbaum, 1989; Yildi-
rim & Simsek, 2000). Diger bir deyisle, bilgi bireyin disindadir ve birey tarafindan
kesfedilir. Son yillarda bilim camiast bu varsaymm reddeden olusturmact paradig-
may1 tartismaktadir. Bu paradigma bilginin kesfedilmek yerine yorumlandigini, or-
taya ¢ikarilmak yerine olusturuldugunu savunur (Driver & Erickson, 1983; Wittrock,
1974; Yildirim & Simsek, 2000). Bu ¢ercevede 6grenme, bireyin bilgiyi yorumlama ve

*Yard. Doc¢.Dr., Marmara Universitesi, filizk@marmara.edu.tr
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insa etme stirecidir ve bu stireg, bireyin 6nceden insa ettigi diisiince bicimleri, dene-
yimleri, gézlem ve yorumlan tarafindan yonlendirilir. Ogrenme, O0grenenin mevcut
bilgisi dogrultusunda yeni bilgiyi anlamlandirdigi, yapilandirdigr bir stirectir
(Kabapinar, 2005a).

Olusturmaci 6grenme anlayisina gore, bilgi 6grenen tarafindan yorumlanir ve o-
lusturulur. Bu yorumlama ve olusturma siirecinin isleyisine iliskin farkli goriisler
One stirtilmiistiir. Bunlardan ilki, Jean Piaget'nin (1929) 6grenme kuramindan hare-
ket eden bilissel olusturmaci (cognitive constructivism) gortistiir. Bu gortise gore, bi-
rey yeni bilgiyi mevcut bilissel yapisi ile anlamlandirmaya, iliskilendirmeye calisir.
Kisacasi, her sey bireyin zihninde olup bitmektedir. Dolayisiyla bilgi tamamen birey
yapimi bir tirtindiir. Bilissel olusturmact anlayisi benimsemis olan fen egitimcileri
Ogrenme stirecini, bilginin bilim insanlar1 tarafindan tiretilmesi stirecine benzetmis,
ogrenciyi de bilim insan1 olarak tamimlamistir (Driver, 1985; Kuhn, 1989). Bu bag-
lamda hazirlanan 6gretim etkinliklerinde bilgi amag degil, 6grencinin bilimsel siireg
becerilerini gelistirmesi icin bir aragtir. Ote yandan, Lev Vygotsky'nin (1987) teori-
sinden hareket eden ve sosyokiiltiirel olusturmact (sociocultural constructivism) go-
riis, bilginin toplumun tyeleri arasinda paylasildigi ve yayildigini savunur. Dolayi-
styla toplum i¢inde kabul goren ortak bir anlamlandirma sézkonusudur. Bu goriise
gore, 6grenme bireyin icinde yasamakta oldugu kiilttirti igsellestirmesi stireci olup,
sosyokiiltiirel ortam olmaksizin gerceklesmesi olanakli degildir. Sosyokiiltiirel olus-
turmaci anlayisi benimsemis olan fen egitimcilerine gore (Driver, Asoko, Leach,
Mortimer & Scott, 1994; Edwards & Mercer, 1987; Leach & Scott, 2003; Wertsch, 1991)
fen 6grenmek fen kiiltiiriiniin bir parcas: olmak, dilini konusabilmek, fen kiiltiiriinde
yapilanlar1 anlayabilmek anlamina gelmektedir (Bakhtin, 1981; Lemke, 1990).

Bilginin olusum stirecine iliskin farkli mekanizmalar 6nerseler de, iki goriistin
birbirini tamamlayan yanlar1 bulunmaktadir. Nitekim bilissel olusturmaci anlayis
yanlis fikirlerin degisim stirecine iligskin aciklamalar getirirken, sosyokiiltiirel olus-
turmact anlayis fen kavramlarinin 6grenilmesi icin o kiiltiirden birinin rehberligine
olan gereksinime dikkat ¢ekmektedir. Bu nedenle bu ¢alismada her iki goriistin bir
sentezi kullanilmistir. Boylesi bir sentezde 6ne ¢ikan temel nokta, bireyin mevcut bil-
gisi 1s1¢1nda bilimsel stireg becerilerini kullanarak iginde yasadig1 sosyokiiltiirel or-
tamdaki bilgiyi (fen kiltiirtinii) anlamlandirdig1 ve olusturdugudur. Bir sonraki bo-
limde olusturmaci fen dgretimi ile olusturmact anlayis temelinde yazilmis fen ders
kitabmin temel 6zelliklerine ve 6gretim sirasindaki roliine deginilecektir.

Olusturmaci Anlayis Temelinde Fen Ogretimi ve Fen Ders Kitaplar

Olusturmaci anlayisa gore 6grenme, bilginin kaynagindan 6grencinin beynine di-
saridan bir transfer seklinde gerceklesmez. Dolayisiyla bu anlayis temelinde gercek-
lesecek olan fen 6gretiminde, bilgi hazir bir bicimde 6grenciye sunulmaz. Olustur-
maci fen 6gretmeni 6grencilerin bilimsel siire¢ becerilerini kullanarak bilgiyi olus-
turmasi igin ortam hazirlar. Ogrencilerden fen kavramlarini yorumlamalarini, gesitli
olaylar1 aciklamak tizere kullanmalarini, deney yapmalarint ve sonuglarini yorum-
lamalarini ister. Benzer sekilde olusturmaci anlayis temelinde yazilmis fen ders kitab1
da, 6grencilerin bilimsel bilgiyi yorumlamasi, olusturmasi ve kullanmasina yardimci
etkinlikler icerir. Ornegin, cesitli sézel ve gorsel kaynaklar sunar. Bunlar; konu ile il-
gili yazili materyaller, gorsel 6geler (resim, karikatiir, grafik vb), deney verilerine i-
liskin tablolar veya gazete haberleri olabilir. Ders kitab1 6grenciden bu kaynaklar:
yorumlamasini ve ¢ikarimda bulunmasini ister. Boylece 6grenci bilimsel stireg beceri-
lerinden inceleme, yorumlama ve ¢ikarimda bulunma basamaklarmi kullanmais olur.
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Ayrica, olusturmaci fen 6gretiminde deneyler cogunlukla bir problem durumu icere-
cek sekilde tasarlanir. Boylece, 6grenci s6z konusu problemin ¢oziimiine iliskin 6neri
ve tahminde bulunabilir, tahminini test edebilecegi deneyi tasarlayabilir, gerceklesti-
rebilir ve elde ettigi verileri yorumlayabilir. Gerek olusturmaci fen 6gretiminde ge-
rekse bu anlayis temelindeki bir ders kitabinda yukarida anilan arastirmaya dayal
deneylerin yanisira deneyin yapilisin1 adim adim aciklayan yonergeye dayali deney-
ler de kullanilir. Bu deneylerin amaci da, 6grencilerin bilimsel stire¢ becerilerini (61-
negin, yonergeleri izleyebilme, gozlem yapabilme, 6l¢tim aletlerini kullanabilme, di-
zenek kurabilme, siniflandirma yapabilme gibi) gelistirmektir.

Olusturmaci anlayisa gore, 6grencinin yeni bilgiyi anlamlandirma stirecindeki
hareket noktas: mevcut diistince bigimleridir. Bunun igin, 6gretim sirasinda 6grenci-
lere mevcut diistince bicimlerini aciga ¢ikaracak sorular sorulmali, tahmin yapmalari,
bilimsel fikirleri ya da deney sonuglarini yorumlamalar: istenmelidir. Bu etkinlikler
sirasinda dgrenciler, sahip olduklar: diisiince bicimlerini kullanmis, bu diistince bi-
¢imlerinin s6z konusu durumu agiklamaktaki yeterliginin farkina varmis olur. Ayri-
ca, bu etkinlikler sayesinde 6grencilerin bilimsel bilgiyi nasil yapilandirdiklar: da a-
¢1ga ¢ikarilmis olur. Bu durum ders kitabinda da temsil edilebilir. Nitekim, sondaj
sorusu olarak adlandirilan agik uglu kavramsal sorular (Driver & Erickson, 1983), tar-
tisma konusunu yaratacak karikatiirler veya kavram karikattirleri (Kabapinar, 2005b)
bu amagla kullanilabilecek 6gretim ve ders kitab: etkinlikleridir.

Olusturmaci anlayista 6gretimin odaginda bilgi degil, bilimsel stire¢ becerilerinin
edinimi yer almaktadir. Bu cercevede, gerek 6gretim gerekse fen ders kitabinda 6g-
rencilerin s6zii edilen becerilere ne 6l¢tide sahip oldugunu agiga ¢ikaracak alternatif
ol¢me ve degerlendirme etkinliklerinin kullanilmasi gereklidir. Ornek olarak, ders ki-
tabinda 6grencilerin 6lcim aletlerini kullanabilme, yonergeleri yerine getirebilme,
gozlem yapabilme, problem ¢6zebilme, arastirma yapabilme becerilerinin 8l¢tilmesi-
ni saglayacak performans degerlendirme etkinlikleri ile ilgili dereceleme 6lgekleri
(rubrik) bulunur (Kabapmar, 2005a). Yukarida anilan 6grenme etkinliklerinin ders
kitab1 formatinda nasil bigimlenecegini 6rneklemek amaciyla ortadgretim 9. siuf
kimya tinitelerinden birisi olan ¢6ziintirlik konusu asagida incelenmistir.

Olusturmaci Anlayis Temelinde Fen Ders Kitaplari: Teoriden Uygulamaya
Coziiniirliik Unitesinden Ornekler

Geleneksel fen 6gretiminde ders kitaplar1 6gretilmesi hedeflenen kavrama iliskin
sozel ve gorsel bilgiyi sunar ve bilginin nasil yorumlanmas: gerektigini 6rnekler. Or-
negin, ¢éztinme kavraminin tanimini yapar, ¢éztinmenin nasil gerceklestigini agiklar.
Ote yandan, olusturmaci 6grenme ortamu icin yazilan bir ders kitabi, geleneksel fen
ders kitabinda oldugu tizere ¢6ziinme kavramini tanimlayarak baslamaz. Aksine 6g-
rencilerin ¢oztinme kavramina iliskin 6gretim tncesi bireysel diistince bigimlerini be-
lirlemeye calisir. Ornek olarak Etkinlik 1’i kullanir.
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Etkinlik 1. Suya atilan sekere ne olur?

gormiissiintizdiir. Suya ilave ettikten ve karistirdiktan sonra,
seker kristallerini arttk goremezsiniz.

?

(5
a) Sizce seker kristallerine ne olmustur? =
b) Seker kristalleri suyun i¢inde midir? > > =
c) Seker kristalleri neden gériinmemektedir? ), @

Kaybolan seker kristalleri
Giindelik yasamda, sekerli su hazirlamis ya da hazirlanigsini l

Etkinlik 1'de goriildugii tizere, ders kitab1 birakin ¢oztinmenin tanimini yapmaysi,
s6z konusu kavrama deginmez bile. Bu etkinlik, dgrencilerin giindelik yasam dene-
yimleri sirasinda siklikla gozlemledikleri suya atilip karistirilan sekerin gortinmeme-
si durumundan yola ¢ikar ve 6grenciden sekere ne oldugunu aciklamasin ister. Bu-
nun nedeni, 6grencilerin mevcut diisiince bicimlerinin ne oldugunu, ¢6ztinme olayi-
n1 nasil yorumladigin belirlemektir. Sorularin yanindaki resimden anlasilacag tize-
re, etkinlik 6grencilerden sorulara yazili yanut vermesini istemektedir. Boylece, 6gre-
tim sirasinda 6grencilerin diistincelerindeki degisim izlenebilir.

Kahvaltida ¢evresindekilerle ¢cayina attigr sekerin erimesinden sdz eden, televizyon
reklamlarinda deterjanin suda eridigini duyan 6grencilerin ¢éziinme olayini erime ola-
rak isimlendirmesi dogaldir. Bu cercevede 6grenci “Sizce seker kristallerine ne ol-
mustur?” sorusuna “erimistir”, “sivilasmustir”, “yok olmustur” ya da onceki okul
deneyimleri nedeniyle “¢oziinmiistiir” seklinde yanutlar verebilir. Ogrencilerin kul-
lanmis olduklar1 bu kelimeler ile ne demek istediklerinin belirlenmesi gereklidir.
Ctinkii 6grenci “seker erimistir” derken “kat1 sekerin siv1 hale gectigini” diistinebile-
cegi gibi “kat1 sekerin su iginde giderek kiictildiigiinii ve gozle goriinmez kat1 parga-
ciklara dontistuglinti” de diistinebilir. Benzer bir durum ¢oziinme kelimesi igin de
gecerlidir. Nitekim yapilan arastirmalar, sekerin sudaki konumunu ¢6ziinme olarak
isimlendirdikleri halde olayn “sivilasma” ya da “eriyerek yok olma” biciminde ha-
yal eden 6grencilerin oldugu da ortaya koymustur (Cosgrove & Osborne, 1985;
Ebenezer & Erickson, 1996; Slone & Bokhurst, 1992). Tiim bu nedenlerden 6tiirii, et-
kinlikte “seker kristallerinin hala su i¢inde olup olmadig1” ve “neden goriinmedikle-
ri” sorular1 da sorulmustur.

Ogrenciler Etkinlik 1 ile mevcut fikirlerinin farkina varacaktir. Ancak bu
farkindalik 8grencinin fikrinin dogrulugunu arastirmasi igin yeterince motive edici
degildir. C)grenci karsit fikirler duymali, hangisinin dogru oldugunu bulmak tizere
harekete ge¢melidir. Bu durum fen ders kitabinda kavram karikatiirleri yardimiyla
kolayca olusturulabilir. Kavram karikatiirleri olusturmact anlayisin fen 6gretimine
kazandirdig 6gretim yontemlerinden birisidir (Keogh & Naylor, 1997; 1999). Etkinlik
2’de bir kavram karikatiirti goriilmektedir.
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Etkinlik 2. Coziinme bir katinin erimesi midir?

O erimedir. Seker
suda ¢oziiniir.

Seker kati
halden
sivi hale geger.

Coziinme ile erime
ayni olaydir.

Yukaridaki resimde Can, Idil ve Buket suya atilip karistirilan seker kristallerine ne oldugunu
tartismaktadir. a) Sizce kimin diistincesi dogrudur? Neden? b) Coziinme ile erime ayni olay
midir? ¢) Cozlinme ile erimenin ayni olay olup olmadigini nasil bulursunuz?

Tartisma formunda tasarlanan bu etkinlikte 6grenciler hangi karikatiiriin diisiin-
cesine katildiklarin1 ve nedenlerini acitklamak, diistincesinin dogrulugunu savunmak
durumunda birakilmaktadir. Hararetli bir tartisma sonrasinda, 6grenci ¢oziinme ile
erimenin ayni olay olup olmadigini belirlemek tizere yontem tnerebilir, buzun eri-
mesini sekerin sudaki durumunu ile karsilastirma yoluna gidebilir. Yine de ttim bun-
lar1 garanti altina alabilmek i¢in ders kitabi, Etkinlik 3’te oldugu tizere erime ve ¢6-
ziinme olaylarma iliskin 6rnekler sunabilir, 6grencilerden iki olaymn birbirlerinden
olan farklarini bulmalarin isteyebilir.

Etkinlik 3. Coziinme ile erime ayn1 midir?

Asagida giinliik yasamda sik¢a karsilastiginiz bazi olaylar resmedilmistir. Her birini dikkatlice
incelevin, benzerliklerine gore olavlari erime ve coziinme olarak iki arupta toblaviniz.

e \ :r:;\h: 'I g_j

S Sicaksuya  Tayada |-smlan
Suyaatilan ~ Sicaktakalan  Suyaatian Sicakta kalan 0 oy poset

graniir kahve mum svi deterjan  dondurma cay margarin
1 2 3 4 5 6
a) Hangi olaylari erime grubuna koydunuz? Bir kati maddenin erimesi icin ne gerekir?
b) Hangi olaylari ¢éziinme grubuna koydunuz? Bir katinin ¢dzlinmesi igin neye gerek vardir?

o

)  Erime ve ¢bziinme ayni olay midir?

Etkinlik 3'te 6grencilerden ders kitabinin kendisine sunmus oldugu gtindelik ya-
sam olaylarini benzerlik ve farkliliklarina gore siniflandirmasi beklenmektedir. Sinif-
landirma bilimsel siireg becerilerinin ilk ve en temel basamagidir. Ogrenci simiflan-
dirma yaparken giindelik yasamdan zaten bildigi erime olay1 icin tek bir katt madde
ve 1stnin gerekli oldugu ¢ikariminda bulunabilir. Bu ¢ikarimdan hareketle ¢oziinme
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olayinda iki farkli maddeye gereksinim oldugu fark edebilir; ¢6ziinmeyi erime ola-
yindan ayirt edebilecek kriterleri kendisi belirleyebilir. Etkinlik sonunda 6grenciler
iki olay arasindaki farki bulamazsa, 6grencilerden bireysel ya da grup olarak her iki
olay1 da deneyerek gozlemlemesi istenebilir. Bu gergevede ders kitabinda Etkinlik 4
yer alabilir.

Etkinlik 4. Coziinme ile erime arasindaki farklar

|
. ﬁ
| o . 2 ou . 9 ..
|® Erime ile ¢6ziinmenin ayni olup olmadigini bulmak i¢in

asagidaki deneyi yapiniz.

1. Isitya dayanikhi bir kaba 3 kasik toz seker koyun.

2. Deney tiiptinii mum alevi ya da ¢ok kisik bir ateste yavas yavas 1sitmaya baslayin.

3. Dikkat! Sekeri ¢ok yavas 1sitmalisiniz. Hizli 1sitmalarda seker yanar ve kahverengi bir
hal alir. Sekeriniz kahverengi olduysa deneyi tekrar yapmalisiniz.

4. Seker eriyip, siv1 hale gectiginde 1sitma islemini durdurun. Ne gozlemlediniz? Seker
hangi haldedir?

5. Bir cay bardag soguk suya 3 kasik toz seker ilave edip, karistirin.

6. Karisimdan bir kasik alip, bir saat camu tizerine koyun. Saat camini karisitmdaki su bu-

harlasana kadar bekletin. Ne gozlemlediniz? Seker hangi haldedir?

Etkinlik 4'te deneyin nasil yapilacagina iliskin yénerge verilmis ve 6grenciden bu
yonergeyi takip etmesi istenmistir. Bunun nedeni, sekerin kontrollii ve yavas 1sitil-
masinin gerekliligidir. Aksi halde 1sitilan seker erimez, yanarak bozunur. Yontem
dayatmasinda bulunmasi nedeniyle etkinlik olusturmaci fen 6gretiminin hedefleri ile
celisiyor gibi goriilebilir. Ancak daha 6ncede dile getirildigi tizere, yonergeleri takip
edebilmek bilimsel siireg becerilerinden birisidir. Ote yandan, biligsel olusturmact
anlayistan yola ¢ikarak diistincesinin yanlishigini ya da daha yumusak bir deyimle
yetersizligini gorebilmesi i¢in ders kitabinda Etkinlik 5’e yer verilebilir.

Etkinlik 5. Céziinmede iki farkli madde var, erimede tek

Erime ile ¢dzlinme ayni
olay ise, resimler neden

farkli??

& Maddenin
tanecikleri
bliyitecle
goriilmez.

Gorebildiginizi
disntn.

1.Erime kelimesinin yanindaki buyiitegle gérillen beyaz yuvarlaklar nedir?

2.Goziinme kelimesinin yanindaki blyitecte neden hem beyaz hem de siyah yuvarlaklar
¥, vardir?

3.Coztinme kelimesinin solunda su ve igine atilan kesme seker resmedilmistir. Bu durumda,

suya atilan gekere ne olmustur? Cézliinme blyutecinde gorilen beyaz ve siyah yuvarlaklar

neyi temsil etmektedir?
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Etkinlik 5'te erime ve ¢dztinme olay1 sonrast maddeye ve taneciklerine ne oldugu
bir biiyiiteg yardimiyla gorsellestirilerek sunulmustur. Ogrenciden beklenen bu gor-
sel bilgiyi degerlendirmesi ve bu cercevede tipki karikatiirde yer alan karakter gibi
mevcut diisiincesini sorgulamasidir. Boylece, ¢ziinme ile erimenin ayni olaylar ol-
dugu diistincesine sahip 6grenci bu diistincesinin yanlis olabilecegini fark edebilir ve
kisa stireli de olsa bilissel dengesizlik yasar. Bilissel olusturmaci anlayist benimse-
yenlere gore (Piaget, 1929; Cosgrove & Osborne, 1985; Posner, Strike, Hewson &
Gertzog, 1982) boyle bir durumda 6grencinin zihni bu dengesizligi giderme egilimi-
ne girecek ve mevcut bilissel yapisinda gerekli diizenlemeyi yapacaktir. Boylece, 6g-
renci mevcut bilissel yapisi ile agiklayamadigi durumu agiklayabilecegi yeni bir bilis-
sel yapiya ulasacaktir. O da, ¢dztinme icin iki maddeye gereksinim oldugu ve kat1
maddenin s1v1 igerisinde eriyerek yok olmadigidir. Etkinlik 5'te biiytiteclerde verilen
gorsel bilginin yorumlanmasina yardimeci bazi sorular da sorulmustur. Bu sorular ile
ogrencilerin erime ile ¢6ztinme arasindaki farki bulmalari, iki olaymn molekiiler dii-
zeyde nasil gerceklestigine iliskin ¢ikarimda bulunmalari istenmektedir. Ogrenci bu
etkinlik sirasinda kendisine sunulan goérsel kaynag: degerlendirecek, yorumlayacak
ve ¢oziinmenin ne oldugu ve nasil gerceklestigi konularinda tahminlerde bulunacak-
tir. Bu arada dikkat edilmesi gereken tnemli bir nokta bulunmaktadir. Ogrenciler
biiytiteg ile ilgili gorsel bilgiye iliskin yukarida anilan ¢ikarimi yaparken bir baska ¢1-
karimda daha bulunabilir. O da, “tanecikleri biiytiteg ile gorebiliriz” gikarmudir ki
bu ¢ikarim bir kavram yanilgisidir. Bunu engellemek amaciyla, etkinlikte “tanecikleri
biiyiiteg ile géremeyiz” hatirlatmasi kullanilmustir.

Olusturmaci anlayis temelinde yazilan fen ders kitabi 6grencinin bilgiyi olustur-
masina yardimei etkinlikler icermekle kalmaz. Ayni zamanda 6grencinin bilgiyi nasil
olusturdugunu belirlemeye yonelik etkinliklere de yer verir. S6z konusu etkinlikler-
de 6grenci, fen kavramlarmin isimlerini, tanimlarini, neden-sonug iligkilerini sorgu-
lar ve yorumlarda bulunur. Bunu bir érnekle agiklamak yararli olabilir. Ogrenciler
maddenin ayirt edici 6zelliklerini, dolayisiyla ayirt edici 6zellik kavramini daha ilkog-
retimin siralarinda 6grenmektedir. Farz edelim ki, 6grenciler kimya dersi kapsamin-
da ¢oziiniirlitk kavramint da 6grenmis olsun. Bu asamada, 6grencilerin bu iki kavrami
nasil yorumladig: ve iliskilendirdigini bulabilmek tizere Etkinlik 6 kullanilabilir.

Etkinlik 6. Coziiniirligiin tanim

Gozlindrliik katilar icin ayirt edici
bir 6zelliktir.

) a) Mete’nin soyledigi climle dogru mudur? b) Cozunurlik ayirt edici bir
ozellik midir? Neden? c) Ayirt edici 6zellik ne demektir?

Etkinlik 6 sirasinda dgrenci ¢oziintrlik ile ilgili
olusturmus oldugu diistince biciminden hareketle
kendisine sunulan ctimleyi yorumlamak, ne anlama geldigini aciklamak ve ctimlenin
dogrulugu hakkinda bireysel bir kaniya varmak durumundadir. Etkinlikte 6grenci-
lerden fen dilinde 6nemli bir yere sahip olan “ayirt edici 6zellik” kavraminin anla-
mun agiklamasi da istenmektedir. Bunun nedeni, ctimleyi yorumlayamayan 6grenci-
lerin hangi kavrami yorumlayamadigint bulmaktir. Sonug olarak etkinlik 6 sirasinda
ogrencinin gerek “coziintirlik” gerekse “ayirt edici 6zellik” kavramina iliskin birey-
sel anlamlandirmasi agiga ¢ikacaktir. Bu etkinligin bir devamu olarak, grencilerden
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¢oziiniirliigiin katilar i¢in ayirt edici bir 6zellik olup olmadigii bulmalari istenebilir.
Ornegin, ders kitabinda Etkinlik 7"ye yer verilebilir.

Etkinlik 7. Coztnirlik tanimmin dogrulugunu sinamak

[ | Gozinurlugun katilar icin ayirt edici bir 6zellik olup olmadigini nasil belirlersiniz? Bunun igin
‘UZ—L!?,* bir deney planlayip, gergeklestiriniz.

,/\ Gozlinen ile ¢oziict miktarlar arasindaki iliskiyi gosteren bir grafik giziniz.

Etkinlik 7 gercevesinde, 6grenciler kendi deneylerini tasarlayacak, kendi belirle-
dikleri malzemeleri kullanarak deneyi gerceklestirecek, degiskenleri kontrol edecek,
gozlem yapacak, veri toplayacak, elde ettikleri verileri yorumlayacak, tablo ve grafik
halinde sunacak ve béylece ctimlenin dogruluguna iliskin kendince bir sonuca vara-
caktir. Kisacasi, tipki bir bilim insani1 edasiyla planlamadan analiz asamasina kadarki
tiim bilimsel stireg becerilerini kullanacaktir.

SONUC

Olusturmaci paradigmanin icinde barmndirdig teorik kuramlar ve 6grencilerin
anlamalarina yonelik uygulamalarinin sonuglariyla yeniden sekillenen ve farklr bir
tanima kavusan 6grenme anlayisina gore, dgrenciler bilgiyi mevcut bilgileri dogrul-
tusunda yorumlamakta ve olusturmaktadir. Ister 6grenmenin biligsel boyutuna ister-
se sosyokiiltiirel boyutuna vurgu yapsin olusturmaci anlayis 6gretimin 6grencilerin
ogretim Oncesi diistince bigimlerine gore gergeklestirilmesi gerektigine dikkat cek-
mektedir. Bu gercevede, ogretmenin rolii radikal bir sekilde degismistir. Ogretmen,
ogrencilerin “6grenci bir bilim insanidir” benzetmesinin gerekleri olan 6gretim etkin-
liklerinde yer almalarini saglamak durumundadir. Boylesi bir fen 6gretiminde ders
kitabmn rolii de degismistir. Nitekim ders kitabi, 6grencilerin bilgiyi tiretmelerini
saglayacak etkinlikleri iceren bir yap1 sergilemek durumundadir.

Son yillarda, olusturmaci 6grenme anlayisinin tilkemizdeki fen egitimini 6nemli
olgiide etkiledigi goriilmektedir. Nitekim fen egitimcileri bu anlayisa dayali ve 6g-
rencilerin sahip olduklar1 diistince bicimlerini kullanan 6gretim yontemleri tasarla-
makta, etkililigini arastirmakta ve bu anlayisa paralel kitaplar yaymlamaktadir. Yine
bu anlayis dogrultusunda 2004 yilinda, ilk6gretim fen programlar: (M.E.B., 2004) ye-
niden yapilandirilmistir. Bu cercevede ismi “Fen ve Teknoloji” olarak degisen yeni
programda, etkinlikler 6grencilerin 6gretim 6ncesi bilgilerinin kullanimini saglaya-
cak, varsa kavram yanilgilarini giderecek bicimde diizenlenmistir. Ayrica program
bilginin yanisira beceri ve tutumlar1 8gretimin odagina alacak, fen 6gretiminde alter-
natif 6gretim ile 6l¢me ve degerlendirme yontemlerinin kullanimina olanak taniya-
cak, bicimde tasarlanmistir. Bu baglamda, ders kitaplar1 da bu degisimden payina
diiseni almaktadir. Nitekim yeni program ile uyumlu Fen ve Teknoloji ders kitaplari,
ogrenci calisma kitaplar1 ve 6gretmen kilavuz kitaplart yazilmaktadir. Tiim bunlar
Turk egitim sistemi adina umut verici gelismelerdir; Fen ve Teknoloji programinin
icerik agisindan eksikleri oldugunu, hazirlanmasi ve uygulanmasi asamalarinda ace-
leci davramildigm diistinsek dahi.

Tesekkiir

Cizdigi karikatiirler ile calismaya katkida bulunan Segil Giiltekin’e tesekkiirlerimi
sunarim.
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SUMMARY
Constructivist view of learning and teaching of science

The positivist/rationalist philosophy which was popular until the beginning of
the twentieth century assumed that once the knowledge acquired, it can be described
in absolutists terms such as “true”, “proven”, “confirmed”, “right” and “correct”
(Nussbaum, 1989, s. 531). This philosophical view assumes that knowledge can be
discovered and confirmed through careful observation and logic (Glesne & Peshkin,
1992; Yildirim & Simsek, 2000). In other words, knowledge is viewed as objective in
nature. In the beginning of the twentieth century, the influence of positiv-
ist/rationalist philosophy on learning had lessened as arguments were accumulated
againts the assumption of confirmed knowledge. This led to the proposal that
knowledge is not discovered rather that it is constructed by the human mind (Wit-
trock, 1974; Driver & Erickson, 1983; Glesne & Peshkin, 1992). This formed the basis
of the constructivist philosophy which denotes the learner as an active constructor of
his/her knowledge on the basis of the knowledge already held.

As stated above, constructivist philosophy proposes that knowledge is
constructed by the learner. There are a number of views concerning how the
knowledge construction process occurs. Two of these have been dominant over
others and have been influential in educational arena. One of these is cognitive
constructivist view based on Jean Paiget’s theory of learning (Piaget, 1929).
According to this theory, a person faced with new knowledge attempts to
understand it by using his/her existing cognitive structures. When these existing
structures are adequate to deal with the new knowledge then they are
preserve/strengthen their status in individual's cognitive structure (i.e. assimilation).
On the other hand, when the new information is in conflict with previously held
ideas a reorganisation of the existing knowledge (i.e., accommodation) occurs. This
process is similar to the work of scientists. As scientist do, students use their
ideas/theories and when necessary they change their ideas/theories in the face of
events or challenging ideas. Science teachers or textbooks need to provide
opportunities for students to use, debate and investigate their ideas so that they can
construct their own knowledge via scientific method. On the other hand, social
constructivist view based on Lev Vygotsky’s theory of learning (Vygotsky, 1987)
argues that learning is both personal and social construction. According to this view,
knowledge is shared between the members of the community. The learner
constructs/internalises this knowledge which emerges interactions on the social
plane. Thus, learning science is a process of enculturation and can only be achieved
through the use of its way of thinking and talking (Bakhtin, 1981; Leach & Scott,
2003; Lemke, 1990; Wertsch, 1991). In the line with this perspective, teachers or text-
books need to provide opportunities for students to communicate their personal
meanings and to internalise the meanings for the ideas. In this study, a synthesis of
cognitive and social constructivist views is adopted as we believe that the two views
complement and enhance each other due to the different mechanism for knowledge
construction process that they offer.

Designing Science Textbooks in the Line With Constructivist View of Learning

Science textbook designed in the line of constructivist view is neither a knowl-
edge source nor an authority. Instead, it possesses teaching activities which base
teaching on directly students’ ideas so as to enable them to be aware of their ideas
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and the ideas of others (Kabapnar, 2005a). For instance, on the topic of dissolving
textbook can start by posing questions such as “What happens to sugar on stirring
with water?”, “Why sugar crystals can not be seen after stirrring?”. During this activ-
ity, students will have the opportunity to share and exchange their ideas. Then, text-
book can have another activity where students are asked whether dissolving and
melting are the same. This activity might help students to exchange their ideas about
the two confusing concepts of dissolving and melting. Textbook might also ask stu-
dents to propose ways for testing their ideas concerning dissolving and melting.

Textbook designed in the line of the constructivist view needs to includes activi-
ties that enable students to practice scientific skills and thereby construct knowledge
using the scientific method. Thus, it presents raw data and primary sources that stu-
dents can interpret and make predictions. For instance, textbook might present pic-
tures of a number of phenomena from everyday life and ask students to decide
whether the phenomena are melting or dissolving. During this activity students have
to examine the everyday events presented by textbook and classified them as dissolv-
ing and melting. Alternatively, textbook might ask students to do experiments con-
cerning stirring of sugar in water and heating it. Then students might be asked to ex-
amine and compare the physical states of the sugar after the two experiments.

On adopting the constructivist view, textbook needs to pose open-ended concep-
tual questions rather than recall questions. For instance, it can ask “if physical state
affects solubility and how” or asks students to interpret and explain a sentence such
as “the solubility is a distinct feature for solids”. Giving life to the students-as-
scientist metafor, textbook sets up problems where students are given the autonomy
to direct their own inquiries, produce their own data and interpret them. For in-
stance, students can be asked to find out “What conditions affects the solubility of ta-
ble salt” or “Whether the solubility is a distinct feature for solids”. In this way, stu-
dents can design their own experiments, obtain their data, interpret them and come
to their own conclusion. In short, students construct their own knowledge by using
the scientific method.
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Bir Iletisim ve Catisma C6zme Beceri Egitimi
Programi1’nin Universite Ogrencilerinin Catisma
Cozme Beceri Diizeylerine Etkisi

The Effect Of A Communication And Conflict Resolution Skill
Training Program On The Conflict Resolution Skill Levels Of
University Students

T. Fikret KARAHAN"

0z Bu arastirmada, arastirmaci tarafindan gelistirilen 10 oturumluk fletisim ve
Catisma Cozme Beceri Egitimi Programi’nin tniversite dgrencilerinin ¢a-
tisma ¢ozme beceri diizeyleri tizerindeki etkisi incelenmistir. Calisma gru-
bu 2002-2003 6gretim yilinda Ondokuz May1s Universitesi'nde 6grenim go-
ren ve programa goniillii olarak katilmak isteyen 32 6grenciden olusturul-
mustur. Arastirma deseni olarak kontrol gruplu én-test son-test model kul-
lanilmus ve 16 6grenci deney, 16 6grenci kontrol grubuna alinmistir. Ogren-
cilerin catisma ¢dzme beceri diizeyleri Akbalik (2001) tarafindan gelistirilen
“Catisma Cozme Olgegi (CCO) Universite Formu ” ile lctilmiistiir. Verile-
rin analizinde Mann Whitney U Testi ve Wilcoxon Isaretli Siralar Testi kul-
lanilmustir. Arastirma bulgulary; 10 haftalik fletisim ve Catisma C6zme Be-
ceri Egitimi Programi’na katilan dgrencilerin ¢atisma ¢dzme beceri diizey-
lerinin, bu programa katilmayan 6grencilerin ¢atisma ¢ozme beceri diizey-
lerinden yiiksek oldugunu ortaya koymustur. (P<. 001) Elde edilen bulgu-
lar, Tletisim ve Catisma Cozme Beceri Egitimi Programi'nin, 6grencilerin ca-
tisma ¢ozme beceri diizeylerini olumlu yonde etkiledigi seklindedir.

Anahtar Sézciikler : {letisim ve catisma ¢ozme beceri egitimi programy, ca-
tisma ¢ozme becerisi, tiniversite 6grencisi

ABSTRACT In this resaarch, the effect of communication and conflict resolution skill
training program with 10 sessions which was developed by researcher on
the conflict resolution skill levels of university students are examined. The
study was carried out on the 32 students, 16 participants in the control
group, 16 participants in the experimental group who are students On-
dokuz Mayis University. The desing of the research was based on an ex-
perimental pre-test post-test model. Students” conflict resolution skill levels
was measured by means of “Conflict Resolution Scale” which was devel-
oped by Akbalik (2001). Data analysis was applied Mann Whitney U Test
and Wilcoxon Matched-Pairs Signed Ranks Test were applied for statistical
analysis. The research pointed out that conflict resolution skill levels of
students who attended communication and conflict resolution skill training
program were higher than those of others (P<.001) In general, results have
showed that Communication and Conflict Resolution Skill Training Pro-
gram may effect university students conflict resolution skill levels posi-
tively.

Key Words : Communication and conflict resolution skill training program,
conflict resolution skill, university student.

“Yrd.Dog.Dr., Ondokuz May1s Universitesi Egitim Fakiiltesi, fikretkarahan@hotmail.com
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GIRis
Birbirine uymayan ¢ikar, istek ve degerlerdeki farklilik (Deutsch, 1973; Akt; Ak-
balik, 2001) olarak tanimlanan gatisma; insan iliskilerinde kaginilmaz, ¢oziilmesi ge-
reken ve her yasam déneminde gozlenebilen bir anlasmazlik durumu olarak toplum-
sal yasama katilan biitiin bireyleri ilgilendirmektedir. Catisma ortaya ¢iktiginda ise

bireylerin ¢catisma karsisinda sergiledikleri tepkiler ve catisma ¢ozme becerileri sonu-
cu belirlemektedir.

Bireylerin catisma karsisinda kullandiklar: stratejileri Carter (2002) olumsuzdan
olumluya dogru; siddet kullanma, kaginma, isbirligi, kabul ve anlayis seklinde siif-
landirmaktadir. Kilmann ve Thomas da(1977) catisma karsisinda kullanilan stratejile-
ri; rekabet, , uzlasma, kaginma, uyum saglama ve isbirligine yonelme seklinde smuf-
landirmaktadir. Bunlardan sirasiyla; rekabet stratejisini kullanan birey benmerkezci
ve tartismaci tepkiler sergileyerek, isteklerini kendi ¢ikarlari dogrultusunda bagkala-
rina kabul ettirmeye calismaktadir. Uzlasma stratejisini kullanan birey karsilikli de-
gis-tokus anlayist icinde, iki tarafin da istediklerini elde edecek sekilde catismay1
¢ozmeye calismaktadir. Uzlasmanin saglanabilmesi icin gerektiginde iki tarafin da
kaybetmesi s6z konusu olabilmektedir. Kaginma stratejisini kullanan birey, catisma
karsisinda geri cekilme, ortamdan ayrilma ya da uzaklasma, sessiz kalma ve kaginma
gibi tepkileri sergilemektedir. Uyum saglama stratejisini kullanan birey catismay:
bastirarak ya da erteleyerek, problemi biiytitmeden uyumu stirdiirmeye ¢alismakta-
dir. I@birligine yonelen birey ise catisma yasadig: kisinin istek ve ihtiyaclaria saygi
gostererek, fikir birligi icinde ve iki tarafin da kazanabilecegi sekilde catismay1 ¢oz-
meye calismaktadir. Boylece birey catismay: kullanarak iligkilerini netlestirme ve ge-
listirme yoluna gitmektedir. Bireylerin sahip olduklar1 ¢atisma ¢6zme becerileri ise
burada siralanan strateji ve tepki bicimleri ile yakin iliski icindedir. O halde gittikce
karmasiklasan toplumsal yasamda bireylerin uyumlu bir yasam stirebilmesi i¢in, ca-
tisma ¢ozme becerilerinin hentiz okul ortaminda(Carter, 2002) iken kazandirilmasi
gerekmektedir.

Son yillarda ¢atisma ¢ozme konusunda yurt disinda yapilan arastirmalar, farkli
gelisim donemlerindeki (ergenler, cocuklar gibi) bireylerin ¢atisma ¢dzme becerileri-
ni gelistirmeye dontik programlar tizerinde yogunlasmaktadir. Ergenlere ve ¢cocukla-
ra doniik olan programlarin ise okullarda siddet kullanmay1 azaltmay1 amacladigt
goriilmektedir. (Brinson, Kottler ve Fisher,2004; Breunlin ve Ark,2002; Durant, Bar-
kin, Krowchuk, 2001; Sandy, Boardman, 2000; Lane-Garon, 2000; Cunningham, 1998;
Graves ve Ark.1997; Stevahn, Johnson, 1997; Pettit, 1995; Zhang, 1994; Dysinger,1993;
Inger, 1991). Arastirmacilar, okullarda ve diger toplumsal alanlarda siddetin artma-
siny; bireylerin iletisim ve ¢atisma ¢6zme becerilerinin zayif, kiiltiirel ve politik farkl-
liklarin fazla olmasina baglamaktadirlar. Gelistirdikleri catisma ¢6zme programlarry-
la da bireylerin; catisma karsisinda siddet kullanma ve saldirgan tepki verme yerine,
yapici ve isbirligine dayali ¢c6ztim becerilerini kazandirmay1 amaglamaktadirlar.

Problem

Giinliikk yasamin bagka insanlarla uyum icinde siirebilmesinin, diger degiskenler-
le birlikte bireylerin sahip olduklari iletisim ve catisma ¢6zme becerilerinin yeterlili-
gine bagli oldugu soylenebilir. Bu arastirmada, yapici ve isbirligine dayal iletisim ve
catisma ¢ozme becerilerinin, bireylere grup yasantisi yoluyla kazandirilabilecegi dii-
stincesiyle tiniversite 6grencilerine doniik olarak ve literatiir 1s181nda bir “Iletisim ve
Catisma Cozme Beceri Egitimi Programi” hazirlanmistir. Daha sonra da bu progra-
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min {iniversite dgrencilerinin ¢atisma ¢6zme becerileri tizerindeki etkililiginin arasti-
rilmas1 amaglanmistir. Burada aciklanan amaca dayali olarak asagidaki denenceler
test edilmistir :

1. Tletisim ve Catisma Cozme Beceri Egitimi Programi’'na katilan deney grubun-
daki 6grencilerin Catisma Cozme Olgegi (CCO) son-test toplam puanlari, bu
programa katilmayan kontrol grubundaki 6grencilerin son-test toplam puan-
larina gore daha ytiksektir.

2. lletisim ve Catisma Cozme Beceri Egitimi Programi’'na katilan deney grubu
dgrencilerinin CCO son-test toplam puanlari, &n-test toplam puanlarina gore
daha ytiksektir.

YONTEM

Arastirma; Iletisim ve Catisma Cézme Beceri Egitimi Programi’'nin tiniversite 6g-
rencilerinin catisma ¢dzme beceri diizeylerine etkisini incelemeye yonelik, 6n-test
son-test kontrol gruplu deneysel bir calismadir.

Evren ve Orneklem

Aragtirmada; 2002-2003 6gretim yilinda Ondokuz Mayis Universitesi Egitim Fa-
kiiltesi'ne devam eden 6grencilere duyuru yapilarak, grup yasantisina dayal1 10 otu-
rumluk “Tletisim ve Catisma Cozme Beceri Egitimi Progranmi” uygulanacag: bildi-
rilmistir. Bu programa belirlenen giin ve saatlerde, goniillii olarak katilabileceklerini
belirten 94 6grenciye “Catisma Cozme Olgegi (CCO)” on-test uygulamast yapilmustir.
Bu uygulama sonucunda “Catisma Cozme Olgegi” toplam puanlari, diger 6grencile-
re gore en diisiik olan dgrencilerden 32 kisilik bir calisma grubu arastirmanin 6rnek-
lemini olusturmustur. Arastirmanin gruplarini olusturmak i¢in seckisiz drnekleme
yontemiyle 16 kisiden olusan deney ve 16 kisiden olusan kontrol grubu olmak tizere
iki grup kurulmustur. Deney grubundaki 6grencilerin 8'i erkek, 81 kiz olup yaslar1
19-22 arasinda degismektedir. Kontrol grubu ise yaslart 18-21 arasinda degisen 9'u
erkek 7’si kiz 6grenciden olusmaktadir. Ogrenim gordiikleri bilim dallar1 agisindan
bakildiginda ise gruplardaki 6grencilerin; flkogretim Fen Bilgisi, llkogretim Matema-
tik, Muzik, Yabanci Diller ve Bilgisayar Teknolojileri C)gretmenligi boliimlerinde
1.,,2.3. ve 4. siuf diizeylerinde 6grenim gordiikleri gézlenmektedir. Catisma Cézme
Olgegi toplam puanlar1 agisindan deney ve kontrol gruplarinin denk olup olmadigini
test edebilme amaciyla, veriler tizerinde Mann Whitney U Testi uygulanmis ve iki
grubun CCO 6n-test toplam puan ortalamalari arasinda nemli bir farkliligm olma-
dig1 saptanmustir. Elde edilen sonug Tablo 1’de verilmistir.

Tablo 1. Deney ve Kontrol Grubuna Alinan Ogrencilerin CCO’nden Aldiklar:
On-test Toplam Puanlarina Iliskin Mann Whitney U Testi Sonuglar:

Gruplar n Sira Ortalamasi Sira Toplami U P
Deney 16 14.31 229.00 93.000 184
Kontrol 16 18.69 299.00 P >.05

Tablo 1" de yer alan istatistiksel veriler, deney ve kontrol gruplarinda bulunan
ogrencilerin, CCO on-test toplam puan ortalamalar: arasindaki farkin 0.05 diize-
yinde 6nemsiz oldugunu gostermektedir. Elde edilen bu sonuca dayal: olarak, aras-
tirmanin basinda deney ve kontrol gruplariin catisma ¢dzme beceri diizeyleri agi-
sindan denk sayilabilecegi sdylenebilir.
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Arastirma Deseni

Bu aragtirmada, arastirma deseni olarak Kontrol Gruplu On-test Son-test Model
kullanilmustir. Arastirmanin bagimsiz degiskeni olan iletisim ve catisma ¢6zme bece-
ri egitimi verilmeden 6nce, deney ve kontrol gruplarina Catisma Cézme Olgegi 6n-
test uygulamasi yapilmustir. Deney grubuna 10 oturumluk ve haftada bir buguk saat-
lik oturumlar seklinde iletisim ve catisma ¢ozme beceri egitimi verilmis,kontrol
grubuna ise hig bir islem yapilmamistir.On oturumluk iletisim ve catisma ¢6zme be-
ceri egitimi sonunda,programin grup iiyelerinin ¢atisma ¢6zme beceri diizeyleri tize-
rindeki etkililigini saptama amaciyla deney ve kontrol gruplarma Catisma Coézme
Olgegi son-test uygulamast yapilmistir.

Veri Toplama Arac1

Arastirmada problemin incelenebilmesi icin gerekli olan veriler Catisma Coézme
Olgegi ile toplanmustir.

Catisma Cozme Olcegi(CCO) - Universite Formu

Akbalik (2001) tarafindan gelistirilen 6lgek 55 maddeden olusmakta, alinabilecek
puanlar 55 ile 220 arasinda degismektedir. Yiiksek puan gatisma ¢ozme beceri diize-
yinin ytiksek oldugunu gostermektedir. Maddelere verilebilecek tepkiler ;“bana gok
uygun”, “bana oldukca uygun”, “bana biraz uygun”, “ bana hi¢ uygun degil” sek-
linde siralanmustir. Olgek; “Catisma Yasadig1 Kisiyi Anlamaya Calisma”, “Dinleme
Becerileri”, “Her ki Tarafin Gereksinimlerine Odaklanma”, “Sosyal Uyum” ve “Ofke
Kontrolii” olmak tizere bes alt 6lgekten olusmaktadir. Olgek gelistirilirken, Schrumpf
ve arkadaslar1(1991) ve McClelan(1997) gibi arastirmacilarin ¢atisma ¢6zmenin asa-
malarma doniik goriislerinden de yararlanilmustir. Olgekte bulunan maddelerin top-
lam puanla gosterdikleri korelasyon degerleri .27 ile .57 arasmnda degismektedir. Ol-
¢egin Cronbach Alpha giivenirlik katsayisi .91 olarak, alt 6lceklerin giivenirlik katsa-
yilari ise .75 ile .86 arasinda hesaplanmistir.Olgegin alt boyut toplam puanlarmin bir-
birleriyle ve dlgegin toplam puaniyla gosterdikleri Spearman korelasyon degerleri ise
21 ile .75 arasinda degismektedir.Olgegin yap1 gecerligini belirleme amaciyla tlgekte
bulunan maddeler faktor analizinde incelenmis ve eigen degeri 2'nin tizerinde bulu-
nan 5 faktor belirlenmistir.Bu faktorlerin eigen degerleri 9.75 ile 2.24 arasinda degis-
mekte olup, 6lcek faktorlerinin toplam agikladigi varyansin yiizdesi 38.3 olarak he-
saplanmustir.Bir faktorde bulunan maddenin ytiik degeri ile maddenin daha az iliskili
oldugu diger bir faktor yiikiindeki deger arasinda en az .12lik bir fark bulundugu
saptanmustir.Yapilan bu analizler 6lgegin yap1 gegerliginin bir kanit1 olarak kabul e-
dilmistir.

Islem Yolu

Arastirmanin bagimsiz degiskeni, on-test ve son-test uygulamalar1 arasinda ger-
ceklestirilen grup yasantisina dayal1 10 oturumluk Tletisim ve Catisma Cézme Beceri
Egitimi Programi’dir. Program, arastirmaci tarafindan bir ¢ok kaynaktan yararlanila-
rak eklektik bir yaklasimla gelistirilmistir (Breunlin ve Ark.2002; Durant ve Ark.
2001;Schroeder ve Ark.2000; Lane-Garon, 2000; Graves ve Ark.1997; Stevahn ve
Johson, 1997; Pettit,1995; Dysinger, 1993; Inger, 1991; Dokmen, 1995; Whirter, Voltan-
Acar, 1998; Gordon, 1998; Gordon ve Sands, 1998; Cagdas, 2002; Selcuk ve Giiner,
2000; Hazaleus ve Deffenbacher, 1986; Batlas ve Baltas, 1992; Ciiceloglu, 1995;Voltan-
Acar, 2002). Program ogretici, yasantisal, yapilandirilmis ve zaman simirli bir yapiya
uygun bicimde gelistirilmistir Bu arastirmada deney grubuna uygulanan, grup ya-
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santisina dayali Iletisim ve Catisma Cozme Beceri Egitimi Programi her hafta sonu
yaklasik bir bucuk saatlik oturumlar seklinde 10 oturumda gerceklestirilmistir. Otu-
rumlarda beceri ile ilgili yapilandirilmis bilgi sunma, beceri ile ilgili yasantiya ve se-
naryoya dayali rol oynama ve beceri ile ilgili devlendirme gibi uygulamalara yer
verilmistir. Her oturumdan sonra ise programa katilan deneklerle birlikte degerlen-
dirme yapilmis ve kazandiklar1 beceriyi gitinliik yasantiya aktarmalar: dogrultusun-
da odevlendirme yapilmistir. Oturumlar asagida dzetlenmistir:

[k oturumda tiyelerin tanismasi saglanmis ve 10 oturumluk beceri egitimi prog-
rami, grubun isleyisi ve oturumlara devam konusunda bilgilendirme yapilmis-
tir.Sonraki oturumlarda ise; iletisimde tanisma, selamlasma, kabul ve saygiyi ilete-
bilme, ego gelistirici dil kullanabilme, etkin dinleme becerisini kullanabilme, olumlu
ve olumsuz duygular1 ben dili ile ifade edebilme,baskalariyla empati kurabilme ve
sen basamaginda empatik tepki verebilme, 6fkeyi kontrol edebilme ve ben dili kulla-
narak ifade edebilme, ofke kontroliinde mizah ve gevsemeyi kullanabilme,catisma
karsisinda yasadig1 duygular: ve sergiledigi davranislar: rol oynama yoluyla grupta
sergileme, ge¢miste yasadig1 catismalar: grupla paylasma, catisma durumunda sergi-
lenen iletisim engellerinin farkina varabilme,catisma karsisinda yapic1 ve isbirligine
dayali tutum sergilemeye doniik rol oynama ve sonuglarini tartisma,catisma siire-
cinde bagkalarinin beden diline odaklanabilme ve temel duygular fark edebilme gibi
etkinliklere yer verilmistir Son oturumda da grup yasantisi ile ilgili duygular payla-
silmus, tiyelerle birlikte programin degerlendirmesi yapilmis ve Sevgi Bombardimani
oyunu ile program sonlandirilmistir.

Verilerin Analizi

Bu arastirmanin yiiriitiilmesi amaciyla olusturulan deney ve kontrol gruplarin-
daki dgrencilerin, CCO'nden aldiklar 6n-test ve son-test toplam puanlari aragtirma-
nin denencelerini test edecek sekilde diizenlenmistir. Verilerin analizinde Mann
Whitney U Testi ve Wilcoxon Isaretli Siralar Testi kullanilmis olup SPSS 10.0 paket
programindan yararlanilmistir. Sonuglarin yorumlanmasinda 0.05 hata pay1 tist de-
ger olarak almmustir.

BULGULAR

Bu boliimde arastirmanin denencelerini test edebilmek amaciyla yapilan istatis-
tiksel islemler sonucu elde edilen bulgulara ve ilgili tablolara yer verilmistir.

Denence 1: “Iletisim ve Catisma Cozme Beceri Egitimi Programi'na katilan 68-
rencilerin CCO son-test toplam puanlari, bu programa katilmayan dgrencilerin son-
test toplam puanlarma goére daha yiiksektir.”

Bu denenceyi test edebilme amaciyla deney ve kontrol grubundaki deneklerin
CCO son-test toplam puanlari {izerinde Mann Whitney U Testi uygulanmis ve sonug
Tablo 2'de verilmistir. Tablo 2'de yer alan istatistiksel veriler; deney ve kontrol gru-
bundaki dgrencilerin CCO son-test toplam puan ortalamalart arasindaki farkliligin
.001 diizeyinde deney grubu lehine 6nemli oldugunu gostermektedir. Bu sonug aras-
tirmanin birinci denencesini dogrulamaktadir.

Tablo 2. Deney ve Kontrol Grubundaki Ogrencilerin CCO Son-test Toplam ~ Puanla-
rina Hliskin Mann Whitney U Testi Sonuglar

Grup n Sira Ortalamas1  Sira Toplami U p
Deney 16 24.50 392.00 .000 .000
Kontrol 16 8.50 136.00 P<.001
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Denence 2: “Iletisim ve Catisma Cozme Beceri Egitimi Programi’na katilan deney
grubu grencilerinin CCO son-test toplam puanlari, én-test toplam puanlarina gore
daha ytiksektir.”

Bu denenceyi test edebilme amaciyla deney grubundaki deneklerin CCO on-test
ve son-test toplam puanlari tizerinde Wilcoxon Isaretli Siralar Testi uygulanmis ve
sonug Tablo 3'te verilmistir. Tablo 3’te yer alan istatistiksel veriler, deney grubundaki
ogrencilerin CCO 6n-test ve son-test toplam puan ortalamalar1 arasindaki farkhiligin
.001 duzeyinde onemli oldugunu gostermektedir. Bu sonug, arastirmanin ikinci
denencesini dogrulamaktadir.

Tablo 3. Deney Grubu Ogrencilerinin CCO On-test ve Son-test Toplam Puanlarina I-
liskin Wilcoxon Isaretli Siralar Testi Sonuclart

Sontest -Ontest n__ Sira Ortalamasi  Sira Toplamu V4 P
Negatif Sira 0 .00 .00 3.51 .000
Pozitif Sira 16 8.50 136.00 P<.001
Esit 0

TARTISMA VE YORUM

Bu arastirmada, yasadiklar1 catismalar: isbirligine dayal1 ve yapict bir bicimde
cozebilmelerine yardimei olma amaciyla tiniversite grencilerine doniik bir “Iletisim
ve Catisma Cozme Beceri Egitimi Programi” hazirlanmis ve tiniversite 6grencilerinin
catisma ¢ozme becerileri tizerindeki etkisi incelenmistir. Bu amacla 16’sar kisilik de-
ney ve kontrol gruplari olusturulmus ve deney grubunda bulunan bireylere 10 otu-
rum siiresince iletisim ve catisma ¢dzme beceri egitimi verilmistir. Bu program ile bi-
reylere,giinliik yasamlarinda ihtiya¢ duyduklar1 temel iletisim ve catisma ¢6zme be-
cerilerinin kazandirilmasi hedeflenmistir.Boylece programa katilan bireylerin insan-
larla daha etkili iletisim kurabilmeleri ve yasadiklar1 catismalar1 bariscil yollar-
la,siddet kullanmadan ve isbirligi icinde ¢6zebilmeleri miimkiin olabilecektir.

Arastirmada elde edilen bulgular; Iletisim ve Catisma Cézme Beceri Egitimi
Programi’nin 6grencilerin catisma ¢ozme beceri diizeylerini yiikseltmede etkili oldu-
gunu gostermektedir. Program kapsaminda grup tiyelerine; iletisimde tanisma, se-
lamlasma, kabul ve saygiyi iletebilme,ego gelistirici dil kullanma,etkin dinleme bece-
risini kullanabilme,olumlu ve olumsuz duygularimi ben dili kullanarak ifade edebil-
me,sen basamaginda empatik tepki verebilme,6fkeyi kontrol edebilme ve paylasa-
bilme, catisma karsisinda isbirligine dayali ¢6ztim tepkileri sergileme,iletisim ve ¢a-
tismada beden dilini anlayabilme gibi becerilerle ilgili uygulamalar yapilmustir.Bu
etkinliklerin grup tiyelerinin ¢atisma ¢ozme becerilerinin yiikselmesinde etkili oldu-
gu soylenebilir.Bu konuyla ilgili olarak yurt dis1 literatiirde de benzer bulgulara rast-
lanmakta olup bu arastirmanin bulgularmni destekledigi ve benzerlik tasidig goz-
lenmektedir. Degisik 6rneklem gruplari tizerinde yapilan arastirmalarin bulgulari in-
celendiginde, arastirmacilar tarafindan gelisim donemlerine uygun olarak gelistirilen
ve uygulanan catisma ¢ozme beceri egitimi programlarinin; bireylerin ¢atisma ¢6zme
becerilerini olumlu yonde etkiledigini gostermektedir (Breunlin ve Ark.2002; Durant
ve Ark. 2001;Schroeder ve Ark.2000;Lane-Garon,2000;Graves ve Ark.1997; Stevahn
ve Johson, 1997;Pettit, 1995, Dysinger, 1993;Inger,1991).Yurtdis: literatiir incelendi-
ginde, ulasilabilen programlarin cogunlugunun ilkogretim ve ortadgretim, bir kagi-
nin ise okul 6ncesi egitim (Sandy ve Boardman,2000;Cunningham,1998) 6grencilerine
yonelik oldugu ve temel catisma ¢o6zme becerilerinin kazandirilmasinda 6nemli dii-
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zeyde etkili oldugu rapor edilmektedir. Bu durum batili toplumlarda(6rnegin, Ame-
rikan Toplumu'nda) o©zellikle okullarda siddet ve saldirganligin tehlikeli boyutlara
ulasmasindan kaynaklanmaktadir. Okul ortamlar: acisindan  bakildiginda giint-
miizde siddet, saldirganlik ve uyusturucudan uzak, giivenli okul ortamlarinin yara-
tilmasi bir ¢ok toplumun 6nceligi haline gelmistir (Flannery,1998).Batil1 toplumlar ve
okul sistemleri ise sorunun ¢oziimiinii, catisma ¢dzme becerilerinin 6zellikle okulon-
cesi egitim ve ilkogretim déneminde kazandirilmasinda gormektedir. Batililasma 6z-
lemi iginde hizhi bir sekilde her yonden batili toplumlara benzemeye calisan toplu-
mumuzda da benzer sekilde hem okullarda hem de diger toplumsal kesimlerde sid-
det ve saldirganligin gittikce yayginlastigini, insana verilen degerin ve insana duyu-
lan saygmn gittik¢e azaldigini (yazili ve gorsel basindan da ) yillardir izlemekteyiz.
Ozellikle tiniversite 6grencileri arasmda politik goriis ayriligma dayanan anlasmaz-
liklarda da sik sik siddet kullanildig1 ve saldirganca tepkiler verildigi dikkat cek-
mektedir. Bu nedenle Tiirkiye’de de tiniversite, ortaggretim ve ilkogretim dgrencile-
rine yonelik catisma ¢dzme beceri egitimi programlarimin gelistirilmesine ve uygu-
lamaya koyulmasina ihtiya¢ duyulmaktadir. Tiirkiye’de ulasilabilen arastirmalardan
Kavalc'nin(2001) calismasi dikkat ¢ekmektedir. Kavalci, gelistirdigi 10 oturumluk
catisma ¢ozme beceri egitimi programinin uygulanmasi sonucunda, iiniversite 6g-
rencilerinin catisma ¢ozme beceri diizeylerini olumlu yénde etkiledigini saptamustir.

SONUC VE ONERILER

Sonuc olarak; Iletisim ve Catisma Cozme Beceri Egitimi Programi’na katilan bi-
reylerin, siddet kullanma ve saldirganca tepki verme yerine catismalari isbirligine
dayal1 bir yaklasimla ¢6zebilme dogrultusunda, yeni ve islevsel iletisim becerileri ka-
zanabildikleri sdylenebilir. Arastirmada elde edilen bulgular dogrultusunda su 6ne-
riler getirilebilir: 1. Arastirmaci tarafindan gelistirilen Iletisim ve Catisma Cézme Be-
ceri Egitimi Programi’nin etkililigini test etme amaciyla, tiniversite ve lise 6grencile-
rine doniik karsilagtirmali  arastirmalar yapilabilir. 2. Iletisim ve Catisma Coézme
Beceri Egitimi Programi'na katilan deney grubu 6grencilerinde gozlenen olumlu
gelismenin uzun siireli etkileri arastirilabilir.3. Aragtirmaci tarafindan gelistirilen Ile-
tisim ve Catisma Cozme Beceri Egitimi Programi’nin etkililigi, diger beceri egitimi
programlariyla karsilastirmali olarak arastirilabilir.4. Catisma ¢dzme konusunda 6g-
rencilere model olmasi gereken iiniversite 6gretim elemanlarinin ¢atisma ¢dzme be-
ceri diizeyleri arastirilabilir.
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I
SUMMARY

The aim of this study is to investigate the effect of the “Communication and Con-
flict Resolution Skills Training Program” on the levels of conflict resolution skills of
the university students. This research was conducted (applied) on the students at-
tending the Faculty of Education of Ondokuz Mayis University in the academic year
of 2002-2003. The design of the research was based on an experimental pre-test, post-
test model.

The experimental and control group of this research was totally composed of 32
students. 16 participants in the control group, 16 participants in the experimental
group. Students conflict resolution skill levels was measured by means of “Conflict
Resolution Scale” which was developed by Akbalik (2001). The Conflict Resolution
Scale as being pre-test and post-test were applied to the experimental and control
groups. After applying the pre-test the scores of the experimental and control group
was checked by Mann Whitney U Test whether there was a difference between. It
was found that there was no significant difference at the level of. 05. After this stage,
the Communication and Conflict Resolution Skill Training Program was given to the
16 students in the experimental group for ten weeks. Such a course was not given to
the control group.

The result of the research indicated that there was a significant difference be-
tween the scores of pre-test and post-test of conflict resolution skill levels with in the
experimental group at .001 level. The scientific founds through the statistical calcula-
tions was commented in the light of literature. It was found that there were the posi-
tive effects of the Communication and Conflict Resolution Skill Training Program on
the levels of conflict resolution skill levels of the university students.
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Universite Ogretim Uyelerinin Internet Uzerinden

Egitim Konusundaki Goriisleri

Perceptions of Faculty Members about Internet Aided Education

0z

ABSTRACT

Eylem KILIC?, Bahar BARAN?, Aysegiil BAKAR],
Kiirsat CAGILTAY}, E. ilhan KONUKSEVEN?
Nese YALABIK3, I. Hakki TOROSLU 4

Bu arastirmanin amaci, Tiirkiye'deki bazi iiniversitelerde gérev yapan 6g-
retim tiyelerinin Internet tizerinden egitim hakkinda goriis ve 6nerilerini,
derslerinde teknolojiyi kullanmalarina iliskin mevcut durumlarini ve gev-
rim ici ders gelistirme tecriibelerini ortaya cikartmaktir. Arastirma, 2003-
2004 6gretim yilinda, Orta Dogu Teknik Universitesi'nden 126, Mersin U-
niversitesi'nden 108, Zonguldak Karaelmas Universitesi'nden 41 ve Kocaeli
Universitesi nden 398 gretim {iyesinin katilimiyla gergeklestirilmistir. Veri
toplama araci acik uglu anket formudur. Sonug olarak, genelde dgretim -
yelerinin derslerin Internet ortaminda verilmesine iliskin olumlu diisiince-
ye sahip olduklar1 ancak uygulamadan 6nce bazi sartlarin yerine getirilme-
si gerektigi ve boyle bir projenin belirli alanlara uygulanabilecegi yontinde
gorisler ortaya ¢ikmustir. Ayrica, mevcut durumda katilimeilarin yaklasik
olarak yarisinin derslerinde web ortamindan yararlandiklar1 halde biiyiik
bir kisminin ¢evrim ici ders gelistirme tecriibesine sahip olmadig1 ortaya
akmustir.

Anahtar sozciikler: cevrim ici dersler, Internet, akademisyenler, uzaktan
egitim

The purpose of this study is to determine the perceptions of academicians
about Internet-aided education, to investigate their present situation of us-
ing technology in their courses and online course development experiences.
This study was conducted in academic year of 2003-2004 with 126 academi-
cians from the Middle East Technical University, 108 from Mersin Univer-
sity, 41from Zonguldak Karaelmas University, and 398 from Kocaeli Uni-
versity. AS a data collection method, an open-ended survey was used. The
result reveals that, faculty members, generally, have positive opinions to-
ward offering courses through the Internet. However, according to them
some requirements should be performed before the implementation and
such courses can only be offered in some specific subject areas. In addition,
in current situation, although approximately half of the participants uses

1 Eylem Kilig, Bahar Baran, Aysegiil Bakar, Kiirsat Cagiltay!, Ortadogu Teknik Universitesi,
Bilgisayar ve Ogretim Teknolojileri Egitimi Boltimdi, ekilic@metu.edu.tr
boztekin@metu.edu.tr, abakar@metu.edu.tr, kursat@metu.edu.tr

2 E. ilhan Konukseven, Ortadogu Teknik Universitesi, Makina Miihendisligi Bolimii, ko-

nuk@metu.edu.tr

3 Nese Yalabik, Ortadogu Teknik Universitesi, Enformatik Enstitiisii, yalabik@ceng.metu.edu.tr
4 1. Hakki Torosly, Ortadogu Teknik Universitesi, Bilgisayar Miihendisligi Bolimii,
toroslu@ceng.metu.edu.tr
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web environment for their courses, most of them do not have an online
course development experience.
Key Words: online courses, Internet, faculty members, distance education
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!
GIRiS

Stirekli egitime duyulan ihtiya¢ ve gelisen teknoloji sanal {iniversite kavramini
ortaya ¢tkartmistir. Yalabik, Onay ve Cagiltay (2003) sanal tiniversiteyi "bir tiniversi-
tede bulunmasi gereken egitim ve arastirma gibi temel etkinliklerinin biiyiik clctide
Internet tizerinden yiritildiigu egitim kurumu” olarak tanimlarlar. Bu baglamda,
iyi tasarlanmis bir sanal egitim projesi, bilgi toplumunun gerektirdigi yetkinliklerin
gelistirilmesini, tiim Tiirkiye'ye yayilacak standardize bir egitimin saglanmasini, is-
tihdam yaratilmasini, uzaktan egitimin kalitesinin ve basarisinin yiikseltilmesini,
standart ve kaliteli egitim materyallerinin olusturulmasini ve uluslararas: rekabete
imkan taninmasina yardimci olabilir (Yalabik, 2004).

Internet tabanli bir uzaktan egitim projesinin basaritya ulasmasi ig¢in bu projede
yer alan her bir 6grenin dikkatli bir sekilde incelenmesi gerekmektedir. Bu temelde,
egitim stirecinin tanimlanmasi ve islevsel 6gelerinin sistemli bir sekilde incelenmesi
onemlidir. Schlosser ve Anderson (1994) uzaktan egitimin islevsel 6gelerini “perso-
nel, programlama ve olanaklar” olarak belirlemislerdir. Personel 6gesi, 6gretmen,
ogrenci, ve destek amaclh calisanlardan (teknik, egitim personeli ve memur) olus-
maktadir.

Bu arastirmada ozellikle tizerinde durulan ve egitim sisteminin islevsel bir 6gesi
olan dgretmenin, Internet tabanl uzaktan egitimin basariya ulasilmasinda kritik bir
rolti bulunmaktadir. Internet tabanli uzaktan egitim stirecinde ¢evrim ici ders gelis-
tirmesi gereken ogretmen, dgretim metodunu degistirmeli, 6grenci ile etkilesime,
gorsel materyallere, bagimsiz ¢calisma aktivitelerine daha ¢ok dikkat etmelidir. Hal-
buki, genelde alinan 8gretmen egitimi ya da alan deneyimi Internet tabanli egitimde
onlarin etkili bir egitimci olmalarma ya da teknolojiyi basarili bir sekilde kendi ders-
lerinde kullanmalarina olanak saglamamaktadir (Schlosser & Anderson, 1994;
Galloway, 1999).

Internet tabanli uzaktan egitim siirecinde 6gretmenlerin tizerine bazi énemli rol-
ler diismektedir. Sammons’a gore (2003) dgretmenler birbiri ile iliskili bilgileri ve
kaynaklar1 dogru sekilde organize ederek bunu 6grencilere sunabilmeli, iletisim icin
kullanilacak araglarin organizasyonunu etkili bir sekilde yapabilmeli, ve ayrica egi-
tim stireci igerisinde bir rehber gibi calisarak 6grencilere onlarin 8grenmelerini kolay-
lastiric1 yonde destek olabilmelidir. Bunlara ilaveten, 6gretmenler Internet tabanli
uzaktan egitim stirecinde meydana gelebilecek olas1 problemlere kars: dikkatli olma-
l1, bir sorun ile karsilastig1 zaman ¢6ztim onerileri getirebilmeli ve gerektiginde 6g-
rencilere teknik destek saglayabilmelidir (Sammons, 2003). Bu nedenle, Internet ta-
banli uzaktan egitim siirecinin islevsel 6gelerinden biri olan dgretmen boyutunun
hangi asamada oldugunun belirlenmesi, Tiirkiye’de uygulanmas: diistiniilen egitim
projelerinin basariya ulasmasi icin 6ncelikli bir sorun olarak goriilmektedir.

Yukarida verilen literatiirle iliskili olarak bu arastirmada, egitimci kimligindeki
ogretim iyelerinin Internet tizerinden egitim konusundaki goriislerini 6grenmek,
derslerinde teknolojiyi kullanmalarina iliskin mevcut durumlarmi belirlemek ve ¢ev-
rim ici ders gelistirme tecriibelerini ortaya ¢ikartmak amaclanmustir.

YONTEM

Bu boliimde aragtirmanin amaci ve sorulari, evren ve 6rneklemi, arastirmanin ve-
ri toplama araclar1 ve verilerin nasil analiz edildigi konularina deginilecektir.

Arastirmanin Amaci ve Sorular1

Bu arastirmada, Tiirkiye’deki bazi tiniversitelerdeki 6gretim tiyelerinin derslerin
Internet ortaminda verilmesine iliskin goriislerini, derslerinde teknolojiyi kullanma-
larina iliskin mevcut durumlarint ve ¢evrim igi ders gelistirme tecriibelerini belirle-
mek amaciyla asagidaki agik uglu arastirma sorular: olusturulmustur;
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1. Arastirmaya katilan 6gretim tiyelerinin derslerin Internet ortaminda verilme-
sine iliskin gortisleri nelerdir?

2. Arastirmaya katilan 6gretim tiyelerinin derslerinde web ortamini kullanma
durumlari nasildir?

3. Arastirmaya katilan 6gretim tiyelerinin ¢evrim-ici (online) ders gelistirme tec-
riibelerine iligskin durumlar1 nedir?

Evren ve Orneklem

Aragtirmanin katilimcilari, Kocaeli Universitgsi, Orta Dogu Teknik Universitesi,
Mersin Universitesi ve Zonguldak Karaelmas Universitesi'ndeki profosér, dogent,
yardimci dogent ve 8gretim gorevlisi tinvanlarina sahip akademik personellerdir.

Arastirmanin evreni, 2003-2004 egitim-6gretim yilindaki verilere goére, Kocaeli
Universitesi'nden 586 (%24), Orta Dogu Teknik Universitesinden 983 (%40), Mersin
Universitesi'nden 507 (%21) ve Zonguldak Karaelmas Universitesinden 373 (%15)
kisi olmak {izere toplam 2449 akademik personelden olusmaktadir (YOK, 2003). A-
ragtirmanin 6rneklemi ise Kocaeli Universitesinden 398 (%59), Orta Dogu Teknik
Universitesi'nden 126 (%19), Mersin Universitesi'nden 108 (%16) ve Zonguldak Ka-
raelmas Universitesi'nden 41 (%6) kisi olmak {izere toplam 673 (%11) kisiden olus-
maktadir (Tablo 1).

Tablo 1. Universitelerdeki akademik personelin evren ve Grneklemdeki durumlar:
Evren Orneklem Orneklem/Evren

Say1 % Say1 % %
KOU 58 24 398 59 68
ODTU 983 40 126 19 13
Mersin 507 21 108 16 21
ZKU 373 15 41 6 11
Toplam 2449 673 Toplamda O/E=27

Universitelerden gelen yamit oranlari incelendiginde, ©rneklemin evrenin
%27’sini olusturdugu goriilmektedir. Buna gore drneklemi olusturan katilimer tini-
versitelerin oranlari ise sirastyla Kocaeli Universitesi %68, Orta Dogu Teknik Univer-
sitesi %13, Mersin Universitesi %21, Zonguldak Karaelmas Universitesi %11’dir (Tab-
lo 1).

Sonug olarak, evrende en buiyiik 6gretim tiyesi sayisina sahip tiniversite Orta Do-
gu Teknik Universitesi iken; drneklemde en biiyiik katilimer oran1 Kocaeli Universi-
tesi'ne aittir.

Arastirmanin Veri Toplama Araglar

Bu arastirmanin veri toplama araci, 6rneklemde yer alan {iniversitelerde gorev
yapmakta olan akademik personel tarafindan doldurulan ag¢ik uglu anket formlarin-
dan olusmaktadir. Bu anket formu, 3 agik uglu soruyu icermektedir. Bu sorular, 1-
Derslerin Internet ortaminda verilmesi konusundaki diistinceleriniz nelerdir?, 2-
Derslerinizde web ortamini destek amaglh kullaniyor musunuz?, 3- Cevrimici ders
gelistirmeyle ilgili tecriibeniz var mi? seklindedir.

Verilerin Analizi

Anketlerden elde edilen veriler,3 farkli arastirmaci tarafindan satir satir okuma
teknigiyle okunduktan sonra kodlamalar yapilmis ve bu asama sonucunda kategori-
ler olusturulmustur. Katilimcilarin birinci soruya verdigi cevaplar dogrultusunda
“sartlar ve oneriler”, “olumlu diisiinme nedenleri” ve “olumsuz diisiinme nedenle-
rinden” olusan 3 ayr1 kategori belirlenmistir. Ikinci ve ticiincii sorulara verilen cevap-
lar dogrultusunda “evet” ve “hayir” kategorileri belirlenirken; ikinci soru icin ayrica

"o

“dgretime destek amacl”, “ogrencilere dersle ilgili arastirma yaptirma”, “derse ha-
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zirlik asamasinda”, “ileride kullanilacak” seklinde 4 kategori belirlenmistir. Topla-
nan veriler MS Excel programina girilmis, betimsel istatistik metotlar1 kullanilarak
analiz edilmistir.

BULGULAR
Katilimcilarin Derslerin Internet Ortaminda Verilmesine iliskin Goriisleri

Arastirmaya katilan akademik personele ilk olarak derslerin Internet ortaminda
verilmesi konusundaki diistinceleri sorulmustur. Buna gore, yapilan analiz sonucun-
da toplam 673 katilimcinin 499'unun (%74) derslerin Internet tizerinden verilmesini
olumlu, 135’inin (%20) olumsuz karsiladig1 ortaya ¢ikmustir. Geriye kalan 5 (%1) kisi
bu konu hakkinda herhangi bir fikre sahip olmadiklarim belirtirken, 34 (%5) kisi bu
soruyu yanitsiz birakmustir.

Sonug olarak, katilimer akademik personelin biiyiik cogunlugunun derslerin In-
ternet ortaminda verilmesini olumlu karsiladiklar: belirlenmistir.

Derslerin Internet Uzerinde Verilmeden Once Saglanmast Gereken Sartlar ve O-
neriler

Katilimcilara derslerin Internet tizerinden verilmesi hakkinda goriislerileri sorul-
dugunda genel fikirlerini olumlu ve olumsuz olarak agiklamanin yaninda, Inter-
net’ten ders uygulamasina gecilmeden 6nce saglanmasi gereken bazi sartlar1 dile ge-
tirmisler ve 6nerilerde bulunmuslardir. Calismaya katilan toplam 673 kisiden bu ko-
nuyla ilgili 348 tane goriis gelmistir.

Buna gore, toplam 348 goriisten 168’1 (%48) Internet tizerinden egitimin yalnizca
bazi derslerde uygulanmasi gerektigi yontindedir. Bu konu hakkinda goriis belirten
katilimcilar ayn1 zamanda belirtilen derslerin neler olmas: gerektigi yontinde de go-
riis bildirmislerdir. Buna gore, 168 goriisten 76’s1 (%45) Internet tizerinden egitimin
kuramsal, sosyal ve kredisiz derslerde, 13"t (%8) yiiksek lisans ve doktora derslerin-
de, 311 (%2) teknik ve uygulamali derslerde uygulanmasidir. Diger bir 10 (%6) goriis
ise Internet {izerinden egitimin etkilesimli olmayan, 6gretim tiyesi sikintis1 cekilen,
secmeli dersler ve kalabalik siniflarda kullanilmali yoniindedir. Geriye kalan son 66
(%39) goriis ise boyle bir egitimin her derste kullanilamayacagin belirtmis ancak bu
konuda herhangi bir actklama yapmamustir.

“Baz1 dersler” “den sonra gortislerin 68'i (%20) klasik egitime destek olarak kulla-
nilmasi gerektigi, 66's1 (%19) uygulamanin gerceklesebilmesi icin alt yap1 ve teknik
destegin saglanmasi gerektigi, 28'i (%8) bu uygulamanin gerceklesmesi icin kaliteli
Ogretim tasariminin yapilmasi gerektigi, 8'i (%2) etkilesimin saglanmas1 durumunda
bu uygulamanin olumlu olacag yoniindedir. Geriye kalan 10 (%3) goriis ise devam
kontroliiniin saglanmas1 gerektigi, stirekli meslek ici egitimde kullanilmas1 gerektigi
ve sadece 6gretim amagl olarak kullanilmas: yoniindedir.

Sonug olarak, 8gretim tiyeleri 6zellikle Internet’ten egitimin her derste verileme-
yecegini vurgulamis ve ilk secenek olarak da kuramsal, sozel ve kredisiz dersleri 6-
nermislerdir.

Katiluncilarin Internet’ten Egitime Olummlu Bakma Nedenleri

Derslerin Internet ortaminda verilmesi hakkindaki olumlu fikre sahip 499 kisiden
bir kism1 olumlu diisiinme nedenlerini agiklamislardir. Buna gore, gortislerin 25
(%21) Internet tizerinden egitimin ¢agin geregi oldugu, 19'u (%16) derslerin Internet
ortaminda verilmesiyle tiniversiteler arasinda isbirliginin saglanacagi, bu sayede de
bilginin paylasilabilecegi ve herkesin kaliteli egitim alabilecegi, 14'ti (%12) zaman ka-
zandirici oldugu, mekan esnekligi sundugu ve egitim giderlerini azaltacagi, 13"t
(%12) tniversiteye gitme imkani olmayanlara, calisma hayat1 icinde olanlara veya
devam edemeyen 6grencilere avantaj saglayacagi, 12'si (%10) egitimde cesitlilik sag-
layacagi, 11'i (%9) daha genis kitlelere ulasma imkan1 verecegi, 10'u (%8) egitimin ka-
litesini arttiracagi, 7'si (%6) 6gretim {yesi eksikligini giderecegi yoniindedir. Geriye
kalan, 8 (%7) gortiste farkli noktalara deginilmistir. Bu goriisler Internet tizerinden
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egitimin kalicilik saglayacagy, etkilesimi artiracagi, motivasyonu saglayacagi, kolayca
glincellenebilecegi ve 6grenciyi arastirmaya yoneltecegidir.

Sonug olarak, 6gretim elemanlar1 6zellikle Internet’in cagin geregi oldugunu vur-
gulamuslar, cagin gerisinde kalmamak igin bu teknolojiye uyum saglanmas: gerekti-
gini soylemislerdir.

Katiluncilarin Internet’ten Egitime Olumsuz Bakma Nedenleri

Derslerin Internet ortaminda verilmesi ile ilgili olarak 6gretim tiyelerinin bir kis-
mi1 olumsuz diistinme nedenlerini aciklamislardir. Buna gore goriislerin 50’si (%30)
derslerin Internet ortaminda verilmesinin kendi alanina uygun olmadig, 41i (%24)
etkilesimi saglayamayacagi, 401 (%24) klasik egitimin yerini tutamayacagt, 16’s1 (%9)
uygulama imkan1 vermedigi i¢cin bdyle derslerin basarisiz olacagi, 9u (%5) egitimin
kalitesini diistirecegi yoniindedir. Geriye kalan 13 (%8) gortiste farkli noktalara degi-
nilmistir. Bu goriisler alt yapinin uygun olmamasi, 6grencilerin dersleri ciddiye al-
mamasi ve diizenli takip etmemeleridir.

Sonug olarak, derslerin Internet ortaminda verilmesine olumsuz bakan &gretim
tiyelerinin biiytik cogunlugu bdyle bir uygulamanin kendi alanlar1 i¢in uygun olma-
digr gortistindedirler.

Katilimcilarin Derslerinde Web Ortamini Destek Amacli Kullanma Durumla-
rina iligkin Sonuglar

Arastirmaya katilan akademik personele, Web ortamini derslerinde destek amagh
kullanip kullanmadiklar: sorulmustur. Toplam 673 akademik personelin 339'u (%50)
cesitli amaglarla kullandigini belirtirken, 316’s1 (%47) ise kullanmadigini belirtmistir.
18 kisi (%3) bu soruyu yanitsiz birakmustir.

Derslerde Web Ortaminin Kullanim Sekillerine Iliskin Sonuclar

Arastirmaya katilan akademik personelden, derslerinde web ortamin destek a-
macli kullanip kullanmadiklarin belirlemek icin sorulan soruya olumlu yanit veren-
lere, Web ortamini hangi amaglar icin kullandiklar1 da sorulmustur. Buna gore, go-
rislerin 126’s1 (%36) “6gretime destek amagh” (e-mail ile haberlesme, dgrencilere 6-
devlerin gonderilmesi, ders notlarinin sunulmasi, sorular sorulmas: - sorularin ce-
vaplanmasi vs.), 75’1 (%21) “arastirma amaglhi” (6grencilere konuyla ilgili detayl aras-
tirma yaptirma, ders kapsaminda projeler verip arastirma yapmaya sevk etme, ilgili
web sitelerinin adreslerini 6grencilere vererek onlar1 yonlendirme, kendi alanlariyla
ilgili arastirma yapma vs.), ve 144’ti (%41) de “derse hazirlik asamasinda” (alanlar1y-
la ilgili giincel bilgileri takip ederek ders notlarimi giincellestirme vs.) seklindedir. So-
ruyu yanitlayan 8 (%2) kisi ise su anda kullanmadiklarini ancak ilerleyen dénemler-
de kullanmaya baslayacaklarini belirtmislerdir.

Sonug olarak, derslerinde destek olarak web ortamini kullanan ve kullanmayan
akademik personelin oranlari birbirine ¢ok yakin ¢ikmistir. Ayrica 6gretim tiyelerinin
biiyiik kisminin web ortamindan 6zellikle derslere hazirlik asamasinda faydalandik-
lar1 goriilmektedir.

Cevrim ici Ders Gelistirme Tecriibelerine iliskin Sonuglar

Arastirmaya katilan akademik personele cevrim ici ders gelistirme tecriibesine
sahip olup olmadiklar1 sorulmustur. Soruya 673 kisiden 63't1 (%9) olumlu yanit ve-
rirken, 585’i (%87) olumsuz yanit vermistir. Geriye kalan 25 kisi (%4) de soruyu ya-
nitsiz birakmustir.

Sonug olarak, akademik personelin biiytik kismimin ¢evrim ici ders gelistirme tec-
riibesi olmadig: goriilmektedir.

SONUC VE ONERILER

Bugtine kadar Tiirkiye’de uzaktan egitim ile ilgili yapilan ¢alismalar Internet’in kulla-
nilmaya baslamasi ile beraber farkli bir boyut kazanmustir. Ancak, gesitli tiniversiteler ta-
rafindan Internet tizerinden gerceklestirilen mevcut uzaktan egitim uygulamalarinda
farkli tiniversitelerden akademisyenlerin ne diistindiikleri konusunda detayl bir calisma-
ya literattirde rastlanamamuistir.
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Bu calisma, dgretim tiyelerinin Internet {izerinden uzaktan egitim konusundaki
goriis, onerileri ve teknolojiyi kullanmalarina iliskin mevcut durumlarimni belirlemek
amaciyla gerceklestirilmistir. Bu temelde, arastirmaya katilan akademik personelin
derslerin Internet ortaminda uzaktan verilmesi konusundaki diistinceleri incelenmis
ve yapilan analiz sonucunda arastirmaya katilan 6gretim tiyelerinin biiytik cogunlu-
gunun derslerin Internet tizerinden verilmesi konusunda olumlu fikre sahip oldukla-
r1 ortaya ¢tkmustir. Ancak, katilimeilar olumlu ve olumsuz goriis belirtmenin yaninda
derslerin Internet ortaminda uzaktan verilmesine baglanmadan ¢nce saglanmasi ge-
reken bazi sartlar1 ve onerilerini belirtmislerdir. Bu sartlar ve 6neriler incelendiginde,
akademisyenlerin biiytik bir cogunlugunun gortisleri, Internet tizerinden verilen egi-
timden yalnizca bazi derslerde yararlanilmasi gerektigi ve 6zellikle kuramsal, sosyal
ve kredisiz derslerde uygulanmasi yoniindedir. Katilimcilar ayn1 zamanda, boyle bir
uygulamay1 olumlu ve olumsuz bakma nedenlerini de agiklamislardir. Buna gore,
Ogretim tiyelerinin derslerin Internet tizerinden verilmesi konusunda olumlu fikre
sahip olma nedenlerinin basinda Internet {izerinden egitimin ¢agin geregi oldugu ge-
lirken, olumsuz fikre sahip olma nedenlerinin basinda ise kendi alanlarina uygun
olmadig1 bu nedenle de basarili sonug almnamayacag: gelmektedir.

Bir bagka sonug olarak, derslerine destek olarak web ortamini kullananlarin sayis1
kullanmayanlara gore ¢ok farkli cikmamustir. Diger taraftan katilimcilarin biiytik
kismu bazi derslerin Internet tizerinden sunulmasma olumlu bakmaktadir. Aradaki
bu farkin tiniversitelerimizde bu konuda gerekli destek mekanizmalarmin kurulma-
mis olmasindan kaynaklandigi distintilmektedir. Ayrica, 6gretim tiyelerinin ders
yiikleri nedeni ile bu konuya zaman ayiramamasi da bir neden olarak goriilebilir.
Ayni zamanda, Internet’ten faydalanan katilimcilar Web ortamini derslerinde nasil
kullandiklar1 yoniinde de goriis belirtmistir. Bu goriisler incelendiginde, akademik
personelin bitytik ¢ogunlugunun web ortamini “derse hazirlik asamasinda” (alanla-
riyla ilgili gtincel bilgileri takip ederek ders notlarin giincellestirme vs.) kullandiklar:
goriilmektedir. Ayni zamanda, katilimcilarin Internet tabanli ders gelistirme tecriibe-
sine sahip olup olmadiklar1 soruldugunda ¢ok az bir kisminin ¢evrim i¢i ders gelis-
tirme tecriibesine sahip oldugu goriiliirken biiyiik cogunlugunun sahip olmadig go-
rilmistiir. Bunun da nedeni ¢ok biiytik ihtimalle 6gretim tiyelerine bu konularda
destek verecek bir 6gretim sistemi, tasarim destek birimi bulunmamasidir. Ikinci bir
olasilikta, {iiniversitelerimizin ¢ok azinda ogretim yonetim sistemi (learning
management system) bulunmas: ve bulunanlarda da bu sistemlerin 6gretim tiyeleri
tarafindan nasil kullanilacaginin bilinmemesidir.

Uzaktan egitim projelerinin basaril1 bir sekilde gerceklestirilmesi igin uzaktan egi-
timin temel 6gelerinden biri olan 6gretim tiyelerinin goriislerinin ve mevcut durum-
larinin belirlenmesi 6nem tasimaktadir. Bu calismadan elde edilen sonuclar gercek-
lestirilecek uzaktan egitim projelerinin basarrya ulasmasi yoniinde yol gosterici ola-
caktir. Teknolojinin ¢ok hizli ilerlemesi ve pek ¢ok yeniliklerin giinliik hayata ve do-
layisi ile egitime de girdigi bilinen bir gercektir. Bu kapsamda bu ¢alismanin da dii-
zenli periyotlarla tekrarlanmasi gerekmekte ve 6gretim tiyelerinin bu konu ile ilgili
gortislerindeki degisiklikler yakindan takip edilmelidir.
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SUMMARY

This study was conducted in the 2003-2004 academic year in order to identify the fac-
ulty members’ perceptions about Internet-aided distance education. An open-ended sur-
vey including 3 questions was used to determine faculty’s opinions. The participants of
the study were the faculty member of the Middle East Technical University (n=126, 19%),
Mersin University (n=108, 16%), Zonguldak Karaelmas University (n=41, 6%), and Kocaeli
University (n=398, 59%). The questions of open-ended survey aimed at collecting data
about the perceptions of academicians in terms of Internet-aided courses, whether they
use the Internet for their courses, and whether they have experience on online-course de-
velopment.

According to the responses, most of the academicians (n=499, 74%) have positive
opinions toward Internet-aided education whereas some of them (n=135, 20%) have nega-
tive. For this question, some of the participants defined 348 requirements and suggestions
in order to be successful in Internet-aided education. According to 168 (48%) opinions,
Internet-aided education should be applied to just some specific courses. For this item,
some of the respondents also identified their opinions in detail. In this respect, 76 opinions
over 168 is for Internet-aided education that claims that it should be used with theoretical
courses, social science courses and courses without practice, 13 opinions for master and
doctorate courses, and 3 opinions for technical and practical courses. Besides, according to
68 (20%) opinions, Internet-aided education should be used as a support to face-to-face
education; to 66 (19%) opinions, infrastructure of computer system at universities should
be strengthened before the application and also technical support should be provided dur-
ing the application; to 28 (8%) opinions, an instructional design of good quality should be
prepared and followed; to 8 (2%) opinions, interaction should be supported in order to
reach successful consequences in Internet-aided instruction; to 10 (3%) opinions, it should
be used only for professional development and training.

Some of the respondents explained the reasons why they have positive opinions to-
ward Internet-aided instruction. According to 25 opinions, Internet-aided education is a
necessity in this age; to 19 opinions, with this method cooperation among universities can
be provided, this makes it possible to share information, and therefore everyone can get
education with good quality; to 14 opinions, it supports flexibility in terms of time and
place; to 13 opinions, it provides advantages for the students who works or unable to at-
tend face-to-face courses; to 12 opinions, it presents different alternatives to traditional
education; to 11 opinions, this method makes it possible to reach large amount of stu-
dents; to 10 opinions, it enhances the quality of education; to 7 opinions, it decreases the
negative effects of lack number of faculty members .

In addition, some of the respondents explained the reasons why they have negative
opinions toward Internet-aided instruction. According to 50 opinions, Internet-aided edu-
cation is not a suitable with their areas; to 41 opinions, it does not support interaction; to
40 opinions, it is not a substitute for face-to-face education; to 16 opinions, doing practice
is impossible with this method, therefore, it fails with the courses necessitating practice; to
9 opinions, it decreases the quality of education.

According to the responses given for the second question, 339 (50%) academicians use
the Internet as a support for their courses whereas 316 (47%) do not. To the academicians
who gave positive response to this question, their aims of using the Internet was also
asked in order to get detailed information. In this respect, 126 opinions are “as a support
for education” (communication via e-mail, to present lecture notes, to take students’
homework, to ask - respond questions); 75 opinions are “to do research” (guide students
to do research in the scope of the courses, provide students with relevant web-site ad-
dresses, to do research for their own purposes); 144 opinions are “when getting be pre-
pared to lectures” (control the progresses and current information on their areas).

It is also asked to academicians whether they have experience on online-course devel-
opment. According to the responses, 63 (%9) academicians have online-course develop-
ment experience whereas 585 (87%) do not have.

Finally, it can be said that, academicians in general have positive opinions toward
Internet-aided instruction and half of them uses Internet particularly for preparing their
courses although most of them have not an online course development experience yet.
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Matematik Ogretmenlerinin Performanslarinin
Degerlendirilmesinde Yeni Bir Yaklasim

A New Approach For Evaluation Of Mathematics Teachers
Performances

Ahmet S.OZDEMIR*, Erdem YILMAZ**

0z Bu calismanin amaci, ilkogretim okullar1 6, 7 ve 8. smuf matematik
dersindeki smuf basarisini etkileyen faktorlerin; resmi ve ozel ilkogretim
okullarinda  gorev  yapan matematik  Ogretmenleri  agismndan
degerlendirilerek karsilastirilmasidir. Bu amag¢ dogrultusunda 6 alt
probleme yer verilmistir.Arastirma, 2002-2003 Egitim-Ogretim yilinda
Istanbul'un Anadolu yakasinda Kadikdy, Umraniye ve Uskiidar
ilgelerinden secilen 13 resmi ve 5 6zel ilkogretim okulunda gorev yapan 6,
7 ve 8. siif matematik 6gretmenleri, okul yoneticileri, bolge miifettislerinin
yani sira  Ogrenciler ve bu ogrencilerin velileri ile yapilmistir.Tarama
modeli olan bu arastirmada, veri toplama aract olarak anket kullanilmisgtir.
Calismanin ilk bolimii matematik 6gretmenlerinin kisisel ozellikleri ile
ilgili sorulardan, 2., 3., 4., 5. ve 6. bolumleri sirasiyla, 6grenciler, veliler,
ziimre Ogretmenleri, 6gretmenin kendisi ve okul yoneticisi tarafindan
yanitlanmis olan degerlendirme sorularindan, son boliimde ise okul
yoneticisi  tarafindan  yamtlanan sicil degerlendirme sorularmdan
olusmaktadir.Toplanan veriler SPSS (12.0) programi cercevesinde temel
istatistik fonksiyonlar1 kullanilarak analiz edilmis ve bulgularin 15181
altinda tartisma , sonug, 6neriler verilmistir.

Anahtar Sézciikler : Matematik Ogretmenleri , Performans, Performans
Faktorleri

ABSTRACT  The purpose of this study is to evaluate and compare the factors that affect
the success of class in mathematics courses in primary schools at 6, 7t
and 8t classes, from points of view of teachers who work in government
and private primary schools. Parallel with this purpose ; 6 subpurposes
took place.The research was carried out with mathematics teachers of 6,
7th, and 8th classes, school administrators, regional inspectors, and also with
students and parents of these students from 13 government and 5 private
primary schools chosen in Kadikdy, Umraniye and Uskiidar districts at
Anatolian side of Istanbul during 2002-2003 educational year. In this
research which is of scanning model, inquiry as used as data collection tool.
First chapter of the study consists of questions about personal
characteristics of mathematics teachers. 2nd, 3rd, 4th, 5th and 6th chapters of
the study consist of evaluation questions which were answered by
students, parents, class teachers, the teacher himself and school
administrator, in sequence. And last chapter consists of registry evaluation
questions answered by the school administrator. Data were analysed in
S.P.S.S (12.0) computer program. In data evaluation, Factors of mathematics
teachers performance were compared and the significance of data was
calculated.

Key Words : Mathematics Teachers , Performance , Factor of Performance
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Simifdaki 6gretim esas alindiginda, bu giigliikler, 6grencinin gelisim 6zelligi,
ogrenme ortami ve degerlendirme yontemi ile ilgili olabilir. Ogrenci istenilen
hedeflere erisemedigi zaman o6gretmen, gelisim siirecleri, 6grenme yontemleri,
ogrenme-ogretme kuramlar1 ve basartyr 6lgme ve degerlendirme teknikleri
alanindaki kendi bilgilerini, ya da bu bilgileri kullanmadaki yeterliligini gdzden
gecirmelidir (Ulgen, 1997: 237). Degerlendirme siirecinin iki temel amaci vardir.
Bunlardan birincisi, tiim o6grenciler icin belirli bir diizeyde nitelikli bir egitim
ogretimin saglanmasidir. Egitimde kalitenin artirilmasi icin olusturulacak kararlarda
degerlendirme siirecinden elde edilen bilgiler kritik bir role sahiptir. Degerlendirme
stirecinin ikinci amaci1 ise, oOgretmenlerin mesleki ve bireysel gelisiminde,
gelistirmeye agik alanlarin belirlenmesi ve 8gretimin etkililiginin gelistirilmesinde bu
alanlar tizerinde odaklanmay1 saglamaktir. Etkili bir degerlendirme sistemi, okulda
calisan profesyonel personel igin asgari bir yeterlik diizeyini giivence altina almakla
birlikte, her bir birey i¢in de bireysel bir mesleki gelisim yol haritasinin
olusturulmasini  saglar (MEB, EARGED, 2002: 2). lIsgorenin performansinin
degerlendirilmesi ¢rgiit ve isgdren acisindan nemlidir (MEB, EARGED, 2000: 1)”Bir
isgorenin, gorevini gerceklestirmek icin yaptigi her davrarnis bir edimdir. Edimin
(performance) kapsamina belli bir sayida parca iiretme, bir catismay: ¢6zme, bir
projeyi gerceklestirme, bir isi yapma gibi goreve doniik her is girmektedir. Yetenek,
yeterlik, caba, ugrasi edim degildir. Bunlar edime gotiirtilebilir ama elde edilen bir is
olmadigindan edim yoktur” (MEB, EARGED, 2000: 1, alint;; Basaran, 1985).
Performans degerleme; isgorenin nasil bir performans elde ettiginin tist yoneticileri
tarafindan yargilamasi siirecidir. Performans degerlemeye gecilmeden 6nce y6netim
tarafindan isgorene temel dayanak olan gorev tamimu verilir. Isgorenlerin gorev
tanimlarinin olmadig1 bir orgiitte performans degerlemesi saglikli bir bigimde
yapilamaz (MEB, EARGED, 2000: 2, alint;; Basaran, 1985). Degerlendirmedtlctitleri
olabildigince objektif ve acitk olmalidir. Degerlendirme stireci 6gretmenin kendine
glvenini ve saygmligini zedelemek yerine, giiven, saygi ve saygmligin tesis
edilmesine katki saglamalidir. Bu, 6gretmenin basarilarmin takdir edilmesi ve
gelistirilmeye acik yonlerinin belirlenerek, mesleki ve bireysel gelisim icin destek
saglanmasi ile mimkiindiir. Degerlendirme ve goézlem formlari objektif
degerlendirme Olgiitleri saglamakla birlikte, ©gretmenlerin 6zgiin ve yaratici
calismalar1 da tesvik ve takdir etmelidir. Tek bir kaynaktan ve yontemden elde
edilecek  Dbilgiler, ©gretmen performansinin  degerlendirilmesinde  yeterli
olmayacaktir. Bu nedenle g¢oklu veri kaynaklar1 (yonetici, miifettis, dgretmenin
kendisi, ztimre Ogretmenleri, 6grenci ve veli) ve ¢oklu yontemlerden(gozlem,
goriisme ve degerlendirme formlari) elde edilen bilgilerin birlikte ele alinmas1 ve
ogretmen performansinin biitiinciil bir yaklasimla degerlendirilmesi gerekir (MEB,
EARGED, 2002: 3).

Bu aragtirmanin problem ciimlesi: “Resmi ve Ozel Tlksgretim Okulunda Gorev
Yapan 6, 7 ve 8. Siif Matematik Ogretmenlerinin, Performanslar1 Farklilasmakta
midir?” seklindedir.

AMAC

Bu arastirmanin amaci; resmi ve 6zel ilkdgretim okulunda gorev yapan 6, 7 ve 8.
smif matematik ogretmenlerinin, performanslarinin degerlendirilerek karsilastiril-
masidir. Bu amag cercevesinde asagidaki sorulara cevap aranmustir.
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e Ogrenci ve veli degerlendirmelerine gore; resmi ve ozel ilkogretim
okullarinda gorev yapan matematik ogretmenlerinin, degerlendirme
olciitlerinden aldiklar: puanlar farklilagsmakta midir?

e Matematik Ogretmenlerinin, degerlendirme olciitlerinden aldiklar1 genel
degerlendirme puanlars; cinsiyete gore farklilasmakta midir?

e Sicil degerlendirmelerine goére; matematik 6gretmenlerinin degerlendirme
olgtitlerinden  aldiklar1 puanlar, mezun olduklar1 okul tiirtine gore
farklilagsmakta midir?

o Okul yoneticisi ~ degerlendirmelerine gore; matematik 6gretmenlerinin
degerlendirme olgiitlerinden aldiklar1 puanlar, meslekteki kidemlerine gore
farklilasmakta midir?

e Ozdegerlendirme degerlendirmelerine gore; matematik dgretmenlerinin
degerlendirme olctitlerinden aldiklar1 puanlar, son bes yilda aldiklar1 6diil
tiirtine gore farklilasmakta midir?

Arastirmanin Onemi

Matematik egitiminde verimliligin artmasinda en biiytik etkenin &gretmen
oldugu diustincesinden hareketle, matematik Ogretmenleri degerlendirilmistir.
Matematik egitiminin verimliligi; 6gretmenin performans: ile yakindan ilgilidir.
Nesnel olctitlerle olusturulmus bir 6gretmen degerlendirme sistemi, 6gretmenlerin
eksikliklerini gormelerini saglayacak, gidermelerine yardimci olacak ve gelisimlerini
destekleyecektir. Bu calismada EARGED tarafindan gelistirilen yeni bir 6gretmen
degerlendirme modeli kullanilarak; resmi ve 6zel ilkdgretim okullarinda gorev
yapan matematik 6gretmenleri degerlendirilerek karsilastirilmistir. Bu ¢alismadaki
bulgularin matematik egitiminin  gelistirilmesine katkida bulunacag1
dustintilmektedir. Bu arastirma, bu alanda yapilacak yeni arastirmalara kaynak teskil
edecektir.

Sayiltilar

e Arastirmaya katilan Ogrencilerin, velilerin, Ogretmenlerin ve okul
miidiirlerinin anket sorularimni cevaplarken gercek diistincelerini yansittiklar:
varsayilmustir.

e Bolge miifettislerin teftis notunu verdikleri zaman gercek diistincelerini
yansittiklar1 varsayilmustir.

Sinirliliklar
e Bu arastirma 2002-2003 egitim-6gretim y1li ile stnurlidir.

e Arastirma uygulanan anketlerle sinirhidir.

YONTEM

Bu boliimde arastirmanin modeli, evren ve drneklem, verilerin toplanmas: ve
verilerin ¢6ztimlenmesine iliskin bilgilerden olusmaktadir.

Aragtirmanin Modeli

Resmi ve 6zel ilkogretim okulunda gorev yapan 6, 7 ve 8. smf matematik
ogretmenlerinin, performanslarmin degerlendirilerek karsilastirilmasidir. Bu nedenle
aragtirmanin  yuritiilmesinde tarama modeli kullanilacaktir.Tarama modelleri,
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gecmiste ya da halen varolan bir durumu varoldugu sekliyle betimlemeyi amaglayan
arastirma yaklasimlaridir. Arastirmaya konu olan olay, birey ya da nesne, kendi
kosullar iginde ve oldugu gibi tanimlanmaya calisilir. Onlari, herhangi bir sekilde
degistirme, etkileme c¢abasi gosterilmez. Bilinmek istenen sey vardir ve oradadir.
Onemli olan, onu uygun bir bigimde gozleyip belirleyebilmektir(Karasar,1999: 77).

Evren ve Orneklem

Arastirmanin evrenini, 2002-2003 Egitim-Ogretim yilinda Istanbul ili Anadolu
yakasinda Kadikéy, Umraniye, Uskiidar ilgelerindeki 83 resmi ve 42 6zel ilkogretim
okullarinda gorev yapan matematik Ogretmenleri, okul midiirleri, bolge
miifettislerinin (teftis puanlar) yani sira 6grenciler ve bu 6grencilerin velileri
olusturmaktadir. Arastirmanin 6rneklemini ise 2002-2003 Egitim-Ogretim yilinda
Istanbul’'un Anadolu yakasinda Kadikoy, Umraniye ve Uskiidar ilcelerinden secilen
13 resmi ve 5 ozel ilkogretim okulunda gorev yapan 6, 7 ve 8. smif matematik
ogretmenleri (32 Ogretmen), okul yoneticisi (18 okul yoneticisi), bolge
miifettislerinin(teftis puanlar1) yan1 sira 6grenciler (817 6grenci) ve bu 6grencilerin
velileri (418 veli) olusturmaktadir.

Verilerin Toplanmasi

Bu arastirmada, veri toplama araci olarak anket kullanilmistir. Anket formlarimin
birinci bolumii matematik Sgretmenlerinin kisisel 6zellikleri ile ilgili sorulardan
olusmaktadir. Tkinci boliim 6grencilerin doldurduklari, matematik ogretmenleri ile
ilgili degerlendirme sorularindan olugsmaktadir. Ofrenci degerlendirmeleri,
matematik 6gretmeninin dersine girdigi siniflardan rastgele secilen bir smuftaki
dgrenciler tarafindan yapilmigtir. Ugtincii boliim velilerin doldurduklari, matematik
ogretmenleri ile ilgili degerlendirme sorularindan olusmaktadir. Dérdiincti bolim
ziimre Ogretmenlerinin  doldurduklar;, matematik 6gretmenleri ile ilgili
degerlendirme  sorularindan  olusmaktadir.  Besinci  bolim  matematik
ogretmenlerinin kendileri hakkindaki degerlendirme sorularindan olusmaktadir.
Altinct  bolum  okul miudiirlerinin - doldurduklari, matematik 6gretmenleri
degerlendirme sorularindan olusmaktadir. Yedinci bolim ise okul midirlerinin
doldurduklart matematik ©Ogretmenleri sicil degerlendirme sorularindan
olusmaktadir. Birinci boliimdeki anket, Ali UCAR'm (2001: 252) kisisel bilgi formu
gelistirilerek olusturulmustur. Diger anketler ise EARGED tarafindan gelistirilmistir.

Verilerin Céziimlenmesi

Ogrencilerin ve velilerin matematik 6gretmenleri ile ilgili degerlendirme formu
5'li likert tipinde olup, olumlu yargidan olumsuz yargiya dogru 20, 15, 10, 5 ve 0
seklinde puanlandirilmis ve olgek 400 puan tizerinden degerlendirilmistir. Ztimre
Ogretmenlerinin matematik 6gretmenleri ile ilgili degerlendirme formu 6’I1 likert
tipinde olup 1.si olumsuz yarg: digerleri olumlu yargidan olumsuz yargiya dogru 0,
16, 12, 8, 4 ve 0 seklinde puanlandirilmis ve olgek 400 puan {iizerinden
degerlendirilmistir. Matematik 6gretmenlerinin 6zdegerlendirme formu 51i likert
tipinde olup, olumlu yargidan olumsuz yargiya dogru 10, 7.5, 5, 2.5, 0 seklinde
puanlandirilmis ve 6lgek 400 puan tizerinden degerlendirilmistir.Okul yoneticisinin
matematik 6gretmenleri ile ilgili degerlendirme ve sicil degerlendirme formu 5'li
likert tipinde olup olumlu yargidan olumsuz yargiya dogrudur. Miifettislerin
matematik 6gretmenleri ile ilgili teftis notu 400lii puana doniistiiriilmiistiir.
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EARGED “Ogretmenlerin Performans Degerlendirme Modeli ve Sicil Raporlar
(2000)” adl1 bir arastirma yapmuistir. Bu arastirma sonucunda, ilkogretim okullarinda
gorev yapan dgretmenlerin performans degerlendirmesinin ve sicil raporlarimin kim
yada kimler tarafindan, hangi zaman araliklartyla diizenlenmesi — gerektigi,
Ogretmenlerin performans degerlendirilmesinde hangi yeterliklerin temel alinmasi
gerektigi, performans: etkileyen sorunlari belirlemek ile degerlendirme yontemi ve
sonuglarimin kullanilacag: yerler, sicil raporlarinin hangi dl¢titlere gore diizenlenmesi
gerektigi, karsilasilan sorunlar ve sonuclarin kullanilmasi ile ilgili olarak ilkogretim
okullarinda gorev yapan smif ve brans dgretmenleri, okul miidiirleri, ilkogretim
miifettigleri, il milli egitim midiir ve yardimcilari ile ilce milli egitim mudurlerinin
goriis ve oOnerilerini almak suretiyle bir degerlendirme modeli ortaya konmasi
amaglanmistir (MEB,EARGED, 2002: 80). Bu arastirma sonucunda anketlerdeki
katsayilar olusmustur.

Toplam Puan

Ogrenci goriisleri aldig puan x 0.05 = ... Puanlama
Veli gortisleri aldigi puanx 0.05 = ... CokIyi: 340 ve tizeri
Zumre 6gretmeninin goriisleri aldig1 puan x 0.05 = ... Tyi: 270-339
Ogretmenin kendi degerlendirmesi aldig1 puan x 0.10 = ... Orta: 200-269
Okul Midtirtiniin degerlendirmesi aldig1 puan x 0.35 = ... Kismen Yeterli: 100-199
Miifettis degerlendirmesi aldig1 puan x 0.40 = ... Yetersiz: 0-99

Bu puanlamanin % 60’1 alinip, sicil degerlendirme puanina eklenerek, matematik
ogretmeninin genel degerlendirme puani elde edilmistir.

Anketlerin uygulanmasi sonucunda elde edilen verilerin ¢6ztimlenmesinde SPSS
12.0 paket programi kullanilmistir.Verilerin analizinde kisisel bilgi formundan elde
edilen verilerin ytizde ve frekanslar1 kullantlmustir. Iligkisiz verilerin bir faktore gore
farklilasmasi {izerine yapilan istatistik i¢in 6nce verilerin normal dagilim gosterip
gostermediklerine bakilarak, iki birimli 6rneklemlerin analizinde Independent
Samples t-testi, ikiden fazla 6rneklemlerin analizinde Tek Faktorlii Varyans Analizi
(One-Way Anova) kullamlmustir.

BULGULAR VE YORUMLAR

Bu boltimde, bulgular ti¢ ana baslik altinda yorumlanmustir. Birinci baslik altinda,
matematik ogretmenlerinin kisisel bilgi formuna verdikleri cevaplara gore elde
edilen ytizde ve frekanslara yer verilmistir. Tkinci baglik altinda, Ogretmen
degerlendirme olgiitleri ile ilgili bulgular analiz edilmistir. Ugtincii baslik altinda ise
matematik 6gretmenleri ile ilgili degerlendirme olctitlerinin, kisisel bilgilere gore
bulgular1 analiz edilmistir.

Kisisel Bilgilere Iliskin Bulgular ve Yorumlari

Arastrmanin  yapildigi ilkogretim okullarinda gorev yapan matematik
ogretmenlerinin kisisel bilgiler formuna verdikleri cevaplara gore elde edilen
bulgular soyledir.Arastirmaya katilan matematik 6gretmenlerinin, 13’tintin erkek ve
19’unun ise bayan ¢gretmen oldugu goriilmektedir.Arastirmaya katilan matematik
ogretmenlerinin, 21’inin resmi ilkogretim okullarinda, 11’inin ise 6zel ilkogretim
okullarinda gorev yapmakta oldugu goriilmektedir. Arastirmaya katilan matematik
Ogretmenlerinin, 4'tintin egitim enstitiisi, 13’tintin egitim fakiiltesi, 15'inin ise fen
edebiyat fakiiltesi mezunu olduklar1 goriilmektedir. Arastirmaya katilan matematik
ogretmenlerinden, 5 yil ve daha az kideme sahip olanlarin sayisinin 11, 6-10 y1l arasi
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kideme sahip olanlarin sayisinin 10, 11-15 yil arasi kideme sahip olanlarin sayisinin 5
ve 2125 yil arast kideme sahip olanlarin sayisinin ise 6 oldugu
gortilmektedir. Arastirmaya katilan matematik dgretmenlerinin, 11’inin son bes yilda
hi¢ 6diil almadiklari, 5'inin tesekkiir, 11’inin takdir ve 5'inin ise maasla 6diillendirme
aldiklar1 gortilmektedir.

Ogretmen Degerlendirme Olgiitlerinden Elde Edilen Bulgular ve Yorumlar

Bu baslhik altinda, arastirmanin yapildig: ilkégretim okullarinda gorev yapan
matematik 6gretmenleri ile ilgili degerlendirme olciitlerinin bulgular1 alt problemler
dogrultusunda sunulmustur.Oncelikle matematik &gretmenlerinin &grenci, veli,
ziimre, 6zdegerlendirme, okul yoneticisi, miifettis, sicil ve genel degerlendirme
puanlarmin normal dagilima uygunlugu incelenmistir. Degerlendirme puanlarmin
normal dagilim gosterip gostermediginin tespiti, arastirmadaki alt problemlerin
hangi istatistik formiille test edileceginin belirlenmesi agisindan 6nemlidir. Daha
sonra dagilima uygun olan istatistik test kullanilarak bu veriler arasindaki iliski
incelenmistir.

Alt Problem.1

Ogrenci ve veli degerlendirmelerine gore; resmi ve 6zel ilkogretim okullarinda
gorev yapan matematik ogretmenlerinin, degerlendirme olctitlerinden aldiklar:
puanlar farklilagsmakta mudir? Kolmogorov-Simirnov testi sonucunda, 6grenci
degerlendirmelerine gore; resmi ilkogretim okullarinda gorev yapan matematik
ogretmenlerinin, degerlendirme olctitiinden aldiklar1 puanlarin normal dagilim
gosterdigi sdylenebilir (z = 0.44, p = 0.99 > 0.05). Ogrenci degerlendirmelerine gore;
ozel ilkogretim okullarinda gérev yapan matematik 6gretmenlerinin, degerlendirme
olctittinden aldiklar1 puanlarin normal dagilim gosterdigi soylenebilir (z=0.64,
p=0.80>0.05). Veli degerlendirmelerine gore; resmi ilkogretim okullarinda goérev
yapan matematik dgretmenlerinin, degerlendirme o&l¢titiinden aldiklar1 puanlarin
normal dagilim gosterdigi soylenebilir (z = 057 , p = 090 > 0.05). Veli
degerlendirmelerine gore; 6zel ilkdgretim okullarinda gorev yapan matematik
Ogretmenlerinin, degerlendirme Oolctitiinden aldiklar1 puanlarin normal dagilim
gosterdigi soylenebilir (z=0.57,p = 0.89>0.05).

Tablo 1. Ogrenci Degerlendirmelerine Gére; Resmi ve Ozel Ilkigretim Okullarinda
Gorev Yapan Matemaﬁk'Og”retmenlerinin, Degerlendirme Olc¢iitiinden Aldiklart Puanlarin
Farklilasma Durumu Ile 11gili t-Testi Sonuglari

Ogrenci Puanlar N X ss sd t p
Resmi ilkogretim Okulu 21  302.63 33.03
Ozel Tlkogretim Okulu 11 35220  33.76

30 -4.00 0.00

Tablo 1’de t-testi sonucunda ,6grenci degerlendirmelerine gore; resmi ve 6zel
ilkogretim okullarinda gorev yapan matematik 6gretmenlerinin, degerlendirme
olciitiinden  aldiklar1  puanlarda farklilasma oldugu soylenebilir (t=-4.00,
p=0.00<0.05). Buradan, ogrenci degerlendirmelerine gore; ozel ilkdgretim

okullarinda gérev yapan matematik dgretmenlerinin ( X =352.20), resmi ilkogretim

okullarinda gorev yapan matematik ogretmenlerinden ( X =302.63) daha basarili
oldugu séylenebilir.
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Tablo 2. Veli Degerlendirmelerine Gore; Resmi ve Ozel Tlkégretim Okullarinda Gérev
Yapan Matemafik Og”retmenlerinin, Degerlendirme Olciitiinden Aldiklar1 Puanlarin Farkl-
lagma Durumu lle 11gili t-Testi Sonuclar:

Veli Puanlar: N X ss sd t P

Resmi ilkogretim Okulu 21 314.51 31.22
Ozel Tlksgretim Okulu 11 357.41 22.78

30 -4.02 0.00

Tablo 2'de t-testi sonucunda ,veli degerlendirmelerine gore; resmi ve o6zel
ilkogretim okullarinda gorev yapan matematik Ogretmenlerinin, degerlendirme
olctittinden aldiklar1 puanlarda farklilasma oldugu soylenebilir (t=-4.0, p=0.00<0.05).
Veli degerlendirmelerine gore; 6zel ilkogretim okullarinda gorev yapan matematik

ogretmenlerinin ( X = 357.41), resmi ilkogretim okullarinda gorev yapan matematik
ogretmenlerinden ( X = 314.51) daha basarili oldugu soylenebilir.

Ogretmen Degerlendirme Olgiitlerinin Kigisel Bilgilere Gére, Bulgulari ve
Yorumlary: Bu baslik altinda, arastirmanin yapildig: ilk6gretim okullarinda gorev
yapan matematik 6gretmenleri ile ilgili degerlendirme olctitlerinin, kisisel bilgilere
gore bulgular yorumlanmwhr.@ncelikle matematik 6gretmenlerinin 6grenci, veli,
ztimre, 6zdegerlendirme, okul yoneticisi, miifettis, sicil ve genel degerlendirme
puanlarinin normal dagilima uygunlugu incelenmistir. Daha sonra dagilima uygun
olan istatistik test kullanilarak bu veriler arasindaki iliski incelenmistir.

Alt Problem.2

Ogrenci  degerlendirmelerinde; matematik &gretmenlerinin degerlendirme
olciitlerinden aldiklar1 puanlar, 6gretmenlerin cinsiyetine gore farklilasmakta midir?
Ogrenci degerlendirmelerine gore; matematik 6gretmenlerinin  degerlendirme
olciitiinden  aldiklart  puanlarin, cinsiyete gore normal dagilim gosterip
gostermediginin tespiti amaciyla uygulanan Kolmogorov-Simirnov testi sonuglarina
yer verilmistir.Ogrenci degerlendirmelerine gore; erkek matematik &gretmenlerinin
degerlendirme olctitiinden aldiklar1 puanlarin normal dagilim gosterdigi soylenebilir
(z=0.74,  p=0.65>0.05). Kolmogorov-Simirnov  Testi = sonunda,  dgrenci
degerlendirmelerine gore; bayan matematik O6gretmenlerin = degerlendirme
olctittinden aldiklar1 puanlarin normal dagilim gosterdigi soylenebilir (z= 0.87, p =
0.44>0.05).

~ Tablo 3. Ogrenci Degerlendirmelerinde; Matematik Ogretmenlerinin. Degerlendirme
Olgiitiinden Aldiklar: Puanlarin, Cinsiyete Gore Farklilasma Durumu Ile [Igili t-Testi
Sonuglart

Cinsiyet N Y ss sd t p
Bay 13 339.66 4141
Bayan 19 305.99 34.66

30 2.49 0.02

Tablo 3’de t-testi sonucuna gore, Ogrenci degerlendirmelerinde; matematik
ogretmenlerinin degerlendirme olctitinden aldiklar1 puanlarin cinsiyete gore
farklilastign soylenebilir. (t = 249 , p = 0.02 < 0.05) Buradan, &grenci

degerlendirmelerine gore; erkek matematik 6gretmenlerinin ( X = 339.66), bayan

matematik gretmenlerinden ( X = 305.99) daha basarili oldugu soylenebilir.
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Alt Problem.3

Sicil degerlendirmelerine gore; matematik ©gretmenlerinin degerlendirme
Olciitlerinden aldiklar1 puanlar, mezun olduklar: okul tiirtine gore farklilasmakta
mudir? Sicil degerlendirmelerinde; matematik 6gretmenlerinin aldiklar1 puanlarin,
mezun olduklar1 okul tiirtine gore normal dagilim gosterip gostermediginin tespiti
amaciyla uygulanan Kolmogorov-Simirnov testi sonuglarina yer verilmistir.

° Egitim enstitisiinden mezun olan matematik ogretmenlerinin, sicil
degerlendirme puanlarinin normal dagilim gosterdigi sdylenebilir (z = 0.88,
p =0.42 > 0.05).

e  Egitim fakiltesinden mezun olan matematik 6gretmenlerinin, sicil
degerlendirme puanlarinin normal dagilim gosterdigi soylenebilir (z = 0.68,
p=0.74 > 0.05).

e  Fen edebiyat fakiiltesinden mezun olan matematik 6gretmenlerinin, sicil
degerlendirme puanlarinin normal dagilim gosterdigi sdylenebilir (z = 0.56,
p =0.92 > 0.05).

Tablo 4. Sicil Degerlendirmelerinde; Matematik Ogretmenlerinin Aldiklar1 Puanlarin,
Mezun Olduklar: Okul Tiiriine Gore Farklilasma Durumu Ile Iigili Tek Yonli Varyans
Analizi Sonuclar

< Kareler Kareler
Varyansin Kaynag: Toplami sd Ortalamasi F P
Gruplar Arast 1376.19 2 688.09
Gruplar Ici 4769.31 29 164.46 418 0.03
Toplam 6145.50 31
Tablo 4'de tek yonlii varyans analizi sonuglarma gore, sicil

degerlendirmelerinde; matematik 6gretmenlerinin degerlendirme &lctitlerinden
aldiklar1 puanlarm, mezun olduklar: okul tiirtine gore anlamli bir sekilde farklilastigt
soylenebilir (F = 4.18 , p < 0.05). Tablo 5'da farklilasmanin hangi gruplar arasinda
oldugunu bulmak amaciyla Scheffe testi kullanilmistir.

Tablo 5. Sicil Degerlendirmelerinde; Matematik Og”retmenlerinin Aldiklar1 Puanlarin,
Mezun Olduklart Okul Tiiriine Gore Farklilasmamn Hangi Gruplar Arasinda Oldugunu
Bulmak Amactyla Scheffe Testi Sonuglar

Scheffe-Birim N Subset for alpha = 0.05

1 2
Fen Ed. Fak. 15 138.67
Egitim Fak. 13 146.54 146.54
Egitim Ens. 4 158.57
Anlamlilik 0.50 0.20

Tablo 5'da Scheffe testi sonuglarmma gore, sicil degerlendirmelerinde; egitim
enstitiisiinden mezun olan matematik 6gretmenlerinin, fen edebiyat fakiiltesinden
mezun olan matematik 6gretmenlerinden daha basarili olduklar1 s6ylenebilir.

Alt Problem.4

Okul yoneticisi degerlendirmelerine gore; matematik 6gretmenlerinin degerlen-
dirme olgiitlerinden aldiklart puanlar, meslekteki kidemlerine goére farklilasmakta
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midir?Okul yoneticisi degerlendirmelerinde, matematik 6gretmenlerinin aldiklar:
puanlarin, meslekteki kidemlerine gore normal dagiim gosterip gostermedigini
tespiti amaciyla uygulanan Kolmogorov-Simirnov testi sonuglarina yer verilmistir.

o 5 yil ve daha az kideme sahip olan matematik 6gretmenlerinin, okul yoneticisi
degerlendirme puanlarmin normal dagilim gosterdigi soylenebilir (z = 0.89,
p=0.41>0.05).

e 6-10 yil aras1 kideme sahip olan matematik 6gretmenlerinin okul yotneticisi,
degerlendirme puanlarmin normal dagilim gosterdigi soylenebilir (z = 0.90,
p =0.39 > 0.05).

e 11-15 yil arast kideme sahip olan matematik 6gretmenlerinin okul yoneticisi,
degerlendirme puanlarinin normal dagilim gosterdigi soylenebilir (z = 0.57,
p=090>0.05).

e 21-25 yil arast kideme sahip olan matematik 6gretmenlerinin okul yoneticisi,
degerlendirme puanlarinin normal dagilim gosterdigi soylenebilir (z = 0.62,
p=0.83>0.05).

Tablo 6. Okul Yéneticisi Degerlendirmelerinde; Matematik Ogretmenlerinin Aldiklar:
Puanlarin, Meslekteki Kidemlerine Gére Farklilagma Durumu [le [igili Tek Yonlii Varyans
Analizi Sonuglar

VaryansinKaynag: Kareler toplam1  sd  Kareler Ortalamas: F p
Gruplar Arasi 15421.81 3 5140.60

Gruplar Ici 44775.66 28 1599.13 322 0.04
Toplam 60197.47 31

Tablo 6'de tek yonli varyans analizi sonuclarina gore, okul yoneticisi
degerlendirmelerine  degerlendirmelerine goére matematik Sgretmenlerinin
degerlendirme olgtiitlerinde aldiklar: puanlarin meslekteki kidemlerine gore anlaml
bir sekilde farklilastig1 soylenebilir (F =3.2, p=0.04 <0.05).

Tablo 7. Okul Yéneticisi Degerlendirmelerinde; Matematik Ogretmenlerinin Aldiklar:
Puanlarin, Meslekteki Kidemlerine Gére Farklilasmanin Hangi Gruplar Arasinda Oldugunu
Bulmak Amaciyla Scheffe Testi Sonuclar

Kidem N 1 2
5 yil ve daha az 11 317.55
6-10 y1l 10 341.60 341.60
21-25 y1il 6 352.67 352.67
11-15 y1l 5 382.40
Anlamlilik 0.44 0.31

Tablo 7’de Scheffe testi sonuglarina gore, okul yoneticisi degerlendirmelerinde
11-15 yil aras1 kideme sahip matematik 6gretmenlerinin, 5 yil ve daha az kideme
sahip matematik 6gretmenlerinden daha basarili olduklar: soylenebilir. Matematik
Ogretmenlerinin; 6grenci, veli, ztimre, O6zdegerlendirme, miifettis ve sicil
degerlendirme puanlarmin, meslekteki kidemlerine goére normal dagilima
uygunlugu incelenerek degerlendirme o6lgiitlerinden aldiklar1 puanlarin normal
dagilhim gosterdigi gortlmiistiir. Ogrenci, veli, ztimre, 6zdegerlendirme, miifettis ve
sicil degerlendirmelerine gore; matematik ©gretmenlerinin, degerlendirme
olciitlerinden aldiklar1 puanlarin, kidemlerine gore farklilasip farklilasmadigini test
etmek amaciyla Tek Faktorli Varyans Analizi kullamilmistir. Fakat bu
degerlendirmelerde anlamli bir fark bulunmadig; igin bu tablolara yer verilmemistir.
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Alt Problem.5

Matematik ogretmenlerinin, degerlendirme o6lgiitlerinden aldiklar1 genel
degerlendirme  puanlary; meslekteki  kidemlerine goére farklilasmakta
midir?Matematik 6gretmenlerinin, degerlendirmelerine 6lctitlerinden aldiklar: genel
degerlendirme puanlarinin, meslekteki kidemlerine gére normal dagilim gosterip
gostermediginin tespiti amaciyla uygulanan Kolmogorov-Simirnov testi sonuglarina
yer verilmistir.

e 5 yil ve daha az kideme sahip olan matematik 6gretmenlerinin, degerlendirme
olciitlerinden aldiklar1 genel degerlendirme puanlarimin normal dagilim
gosterdigi soylenebilir (z = 0.68, p = 0.74 > 0.05).

e 6-10 yil aras1 kideme sahip olan matematik 6gretmenlerinin, degerlendirme
olciitlerinden aldiklar1 genel degerlendirme puanlarmmin normal dagilim
gosterdigi soylenebilir (z =0.41, p = 0.99 > 0.05).

e 11-15 yil aras1 kideme sahip olan matematik 6gretmenlerinin, degerlendirme
olciitlerinden aldiklar1 genel degerlendirme puanlarmmin normal dagilim
gosterdigi soylenebilir (z = 0.46 , p = 0.99 > 0.05).

e 21-25 yil aras1 kideme sahip olan matematik 6gretmenlerinin, degerlendirme
olciitlerinden aldiklar1 genel degerlendirme puanlarimin normal dagilim
gosterdigi soylenebilir (z =0.76 , p = 0.62 > 0.05).

Tablo 8. Matematik Ogretmenlerinin, Degerlendirme Olciitlerinden, Aldl_kla_rz Genel
Degerlendirme Puanlarinin, Meslekteki Kidemlerine Gore Farklilasma Durumu Ile 11gili Tek
Yonlii Varyans Analizi Sonuglari

Varyansin Kaynag: Kareler Toplami sd Kareler Ortalamasi F  p

Gruplar Arasi 3283.05 3 1094.35
Gruplar I¢i 19405.42 28 693.05 158 0.22
Toplam 22688.47 31

Tablo 8da tek yonli varyans analizi sonuglarma gore, matematik
ogretmenlerinin, degerlendirme olciitlerinden aldiklari genel degerlendirme
puanlarinin, kidemlerine gore farklilasmadigt soylenebilir. Buradan, degerlendirme
Olciitlerinden aldiklar1 genel degerlendirme puanlar1 sonucunda; matematik
ogretmenlerinin meslekteki kidemlerine gore; basarilari arasinda fark olmadig:
soylenebilir (F =158, p =0.22 > 0.05)

Alt Problem.6

Ozdegerlendirme  degerlendirmelerine gére; matematik  6gretmenlerinin
degerlendirme olgiitlerinden aldiklar1 puanlar, son bes yilda aldiklar1 6dil tiirtine
gore farklilasmakta m1d1r?Ozdegerlendirmelerinde, matematik dgretmenlerinin
degerlendirme puanlarinin, son bes yilda aldiklar 6diil tiirtine gore normal dagilim
gosterip gostermedigini tespiti amaciyla uygulanan Kolmogorov-Simirnov testi
sonugclarina yer verilmistir.

® Son bes yilda hi¢ 6diil almayan matematik 6gretmenlerinin, 6zdegerlendirme

puanlariin, normal dagilim gosterdigi sdylenebilir (z = 0.53 , p = 0.95 > 0.05).

e Son bes yilda tesekkiir alan matematik 6gretmenlerinin, 6zdegerlendirme

puanlarinin, normal dagilim gosterdigi sdylenebilir (z = 0.42, p = 0.99 > 0.05).
e Son bes yilda takdir alan matematik 6gretmenlerinin, 6zdegerlendirme
puanlarinin, normal dagilim gosterdigi sdylenebilir (z = 0.67, p = 0.78 > 0.05).
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e Son bes yilda maasla odiillendirme alan matematik ©gretmenlerinin,
6zdegerlendirme puanlarinin, normal dagilim gosterdigi soylenebilir (z = 0.50,
p=0.96 > 0.05).

Tablo 9. Ozdegerlendirmelerinde; Matematik Ogretmenlerinin  Degerlendirme
Puanlarinin, Son Bes Yilda Aldiklar: Odiil Tiiriine Gore Farklilasma Durumu Ile [igili Tek
Yonlii Varyans Analizi Sonuclar

Varyansin Kaynagi Kareler Toplami Sd Kareler Ortalamas:  F P

Gruplar Arast 16215.00 3 5405.00
Gruplar Ici 45573.86 28 1627.64 332 0.03
Toplam 61788.87 31

Tablo 9'da tek yonlii varyans analizi sonuglarina gore, tzdegerlendirmelerine
gore matematik 6gretmenlerinin degerlendirme puanlarmin, aldiklar1 6dil tiirtine
gore anlamli bir sekilde farklilastii soylenebilir. Takdir 6diilii alan matematik

ogretmenlerinin ( X = 349.32), hi¢ 6diil almayan matematik 6gretmenlerinden ( X =
297.96) daha basaril1 olduklar1 soylenebilir. (F =3.32, p = 0. 03 < 0.05)

TARTISMA

Gerek calisanin esitlik ilkesine uyulmasi istegi, gerekse organizasyonun yapilan
isin niteligine uygun bir ticret verme arzusu is analizinin énemini vurgulamaktadir
(Barutcugil, 2002: 183). Bu calisma EARGED tarafindan belirlenmis 6gretmen
yeterlikleri ~ gozontinde  bulundurularak  olusturulmus olan  performans
degerlendirmesine, yeni bir yaklasim getirmekte ve Barutcugil'in goriisleri bu
calismay1 desteklemektedir. Degerlendirilen ¢alisanlarin degerlendirme siirecine
katilimlari, degerlendirme stirecininin daha olumlu olmasini, ¢alisanlarin kendi
eksikliklerini gormesini ve giderebilmesini saglayabilir. Orgiitte performans
degerlendirme siireci, her ¢alisanin kendi degerlendirmesini yapmasiyla tamamlanur.
Calisanlarin kendi degerlendirmeleri onlar1 harekete geciren nedenleri, ihtiyaglarm,
arzularmi ve yonelimlerini anlamak icin ¢ok yararli araclardir (Palmer, 1993: 10-14).
Bu calismada degerlendirilenlerin degerlendirme siirecine katilimi saglanmustir.
Degerlendirme siirecine katilimlar1 dgretmenlerin degerlendirme siirecine olan
giivenlerini arttirmaktadir. Palmer’in goriisleri bu ¢alismay: destekler niteliktedir.
Palmer'in(1993: 30) bireysel performans hedefleri de calismay1 destekler niteliktedir.
Performans Degerlendirmesinde yeni bir yaklasim olan c¢alisma daha sonra bu
alanda yapilacak olan calismalara 151k tutacak niteliktedir.

SONUC VE ONERILER

Bu bolumde arastirmadan elde edilen sonuglar hakkinda bilgi verilmistir.
Ogrenci ve veli degerlendirmelerine gore; 6zel ilkogretim okullarinda gérev yapan
matematik ogretmenleri resmi ilkdgretim okullarinda goérev yapan matematik
ogretmenlerinden daha basarilidir. Sicil degerlendirmelerine gore; Egitim
Enstitiistinden mezun olan matematik 6gretmenleri Fen-Edebiyat fakiiltesinden
mezun olan matematik Ogretmenlerinden daha basarilidir. Okul yoneticisi
degerlendirmelerine gore; 11-15 yil aras1 kideme sahip olan matematik 6gretmenleri,
5 yil ve daha az kideme sahip olan matematik 6gretmenlerinden daha basarilidir.
Ozdegerlendirmelerine gore; son bes yilda takdir o6dili alan matematik
ogretmenleri, son bes yilda hi¢ 6diil almayan matematik 6gretmenlerinden daha
basarilidir. Arastirmadan elde edilen sonuglar 15181nda asagidaki oneriler getirilebilir.



Egitim Aragtirmalar1 | 177

Ogretmen degerlendirmede coklu veri kaynaklari kullanilmali, degerlendirme
sonuglart 6gretmene bildirilmeli, performansa yonelik geri bildirimlerden yola
cikarak, 6gretmenin performansini arttirmaya yonelik hizmet i¢i egitim verilmeli ve
stirekli gelisimi saglanmalidir. Ogretmenlerin degerlendirilmesinde; ders alan,
Ogrenme-ogretme siireclerinin yonetimi, planlama ve hazirlik, 6gretim yontemlerini
kullanma, egitim teknolojilerini kullanma, iletisim becerileri, sinif yonetimi ve
ogrencilerle iliskileri, ogrenci gelisimini izleme, degerlendirme ve kayit tutma,
ogrencilere rehberlik, kisisel 6zellikleri ve mesleki becerileri dogrultusunda kriterler
belirlenmeli ayrica 6gretmenin brans ozellikleride dikkate alinarak teftis sistemi
yeniden diizenlenmelidir. Ofretmen, ogrenciler arasindaki bireysel farkhiliklart
dikkate alarak gesitli 6gretim yontemleri kullanmali ve 6grenmeye rehberlik yaparak
ogrencinin derse aktif katilimimi saglamalidir. Ogretmen, ogrencilerin dikkatini
cekerek 6grenmeye motive etmeli, onlarin ilgi ve motivasyonlariin devamliligini
saglamalidir.Bu baglamda matematik dersi giinliik hayatla iliskilendirilerek
verilmeli, baz1 bilgilerin ezberlenmesine yonelik bir ders degil, 6grencilerde
diistinmeyi gelistirmeye yonelik bir ders olarak verilmelidir. Ogretmenler
alanlarindaki gelismeleri yakindan izlemelidir. Arasttrma  daha  fazla  ilgede
yapimalidir. Orta 8gretim okullarinda da benzer calisma yapilmalidir. Farkli brans
ogretmenleri icinde benzer ¢alisma yapilmalidir.Okul Yoneticisi degerlendirmelerine
gore, 11 ve 15 yil aras1 kideme sahip olan matematik dgretmenleri disinda; daha az
kideme sahip olan matematik 6gretmenleri tecriibeli 6gretmenlerin tecriibelerinden
yararlanmalidir. Daha fazla kideme sahip olan matematik dgretmenleri ise, Fakiilte-
Okul isbirligi cercevesinde yeni gelismelere yonelik calismalar yaptirilmalidir.
Ogrenci ve veli degerlendirmelerindeki sonuca goére resmi ilkogretim okullarmnda
gorev yapan matematik ogretmenlerinin 6grenci ve veli ile olan iliskilerini
gelistirmeye yonelik caligmalar yapilmalidir. Ogrenci degerlendirmelerine gore
bayan matematik ogretmenlerinin erkek matematik ogretmenlerinden daha az
basarili olma sebepleri arastirilmalidir. Sicil degerlendirme sonuglarina gore, Fen-
Edebiyat Fakiiltesi mezunlarina Tezsiz Yiiksek Lisans mecburiyeti devam etmelidir.
Ozdegerlendirme sonuglarma gore, matematik 6gretmenlerine belirlenen bagart
kriterlerine uygun sekilde takdir edici 6diiller verilmelidir.
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I
SUMMARY

The purpose of this study is to evaluate and compare the factors that affect the
success of class in mathematics courses in primary schools at 6, 7 and 8th classes,
from points of view of teachers who work in government and private primary
schools.The research was carried out with mathematics teachers of 6, 7 and 8th
classes, school administrators, regional inspectors, and also with students and
parents of these students from 13 government and 5 private primary schools
chosen in Kadikoy, Umraniye and Uskiidar districts at Anatolian side of istanbul
during 2002-2003 educational year.

In this research which is of scanning model, inquiry as used as data
collection tool. This study consists of seven chapters. First chapter of the study
consists of questions about personal characteristics of mathematics teachers. 2, 3,
4, 5 and 6th chapters of the study consist of evaluation questions which were
answered by students, parents, class teachers, the teacher himself and school
administrator, in sequence. And last chapter consists of registry evaluation
questions answered by the school administrator and data were analysed with basic
statistical functions in S.P.S.S (12.0 ) computer program. In data evaluation, Factors
of mathematics teachers performance were compared and the significance of data
was calculated. The research is important for helping preservice teachers to prepare
themselves to teaching and for helping course instructors and inservice teachers to
teach more efficiently. Research findings might be used to make new course designs
to have positive influences on students. That makes the research more important.
The problem sentence of the research is, "From Factors That Affect the access
of Class in Mathematics Courses in Primary Schools at 6, 7 and 8th sses;
does the success differ in Mathematics Teachers who Work in vernment and
Private Primary Schools?" Parallel with this problem; 20 sub problems took
place. The results obtained based on these sub problems may be as below:
According to student and parent evaluations; mathematics teachers who work
in private primary schools are more successful than the ones who work in
government primary schools. According to student evaluations; male
mathematics teachers are successful than the female ones. According to registry
evaluations; mathematics teachers graduated from education institute are
more successful th es graduated from faculty of natural sciences. According to
school administrator evaluations; mathematics teachers who have experience
of 11-15 years are more successful than the ones with 5 or less years of
experience.According to self-evaluations; mathematics teachers who were
granted an appreciation prize in last five years are more successful than the
ones who were not granted any prize in last five years. It is believed that many
schools would have similar problems.For this reason,more large-scale similar studies
similar should be conducted at all schools.In This way,many coparative studies
should be done. At the same time , with the findings that came out of this research.
There are given suggestions that will light the way of teachers and collegues.
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ABSTRACT
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Son yillarda Tiirkiye'de {iiniversite smavina giren ©grenci sayisindaki
artislar ve beraberinde tiniversiteyi kazanan 8grenci sayilarinin oransal de-
gerlerindeki azalis dikkat ¢ekmekte ve yapilan inceleme ve gozlemlerde
tiniversiteyi kazanan 6grencilerin agikta kalma korkusu ve benzer sebepler
ile bolum tercihi yaptiklar1 ancak daha sonra devam ettikleri boliimlerden
memnun olmadiklar: ve degistirmek istediklerini dile getirdikleri belirlen-
mistir. Bu amagla, Osmangazi Universitesi Iktisadi Idari Bilimler Fakiil-
tesi'ne 2003-2004 Egitim Ogretim yilinda kayit yaptiran, farkli boliimlerde
ve farkli smuflardaki 664 6grenciye anket uygulanmis ve bu 6grencilerin
devam ettikleri boliimlerini degistirmeyi isteyip istememeleri tizerinde et-
kili olan etmenler Chaid Analizi ile arastirilmistir.

Anahtar Sozciikler: Bolum Memnuniyeti, Chaid Analizi, Kategorik Veri,
Bonferroni Katsayis1.

Recent years in Turkey increase of the students, joining to university exam,
and the ratiol decrease of the students, winning this exam, extracts
attention. According to the observations and investigations, it is
determined that the successful students aren’t fully satisfied with their
choices and they made their choices by the fear of being a non-registered
status and wish to change their schools later on. With this purpose, a
questionnaire is applied to 664 students, attending to different departments
and different classes of Osmangazi University and Faculty of Economics
and Administrative Sciences. By this questionnaire, effects on, whether
they are satisfied with their departments or wish to change, is examined
with Chaid Analysis.

Key Words: Satisfaction with Department, Chaid Analaysis, Categorical
Data, Bonferroni Coefficient.
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GIRis
Son yillarda tiniversite smavina giren 6grenci sayisindaki artislara ragmen {ini-
versiteyi kazanan 6grenci sayilarinin oransal degerlerindeki azalisin dikkat gekici
boyutlara ulastig1 sdylenebilir. Universite 6grencileri ile girilen diyaloglarda da {ini-
versiteyi kazanan ogrencilerin agikta kalma korkusu ile boltim tercihi yaptiklar: ve

devam ettikleri boliimlerden memnun olmadiklar1 ve de devam ettikleri boliimleri
degistirmek istedikleri gozlemlenmistir.

Universitelerde istemedikleri alana yerlestiklerini beyan edenlerden bir kismu ye-
niden smava girmekte, bir kismu ise bir siire sonra bulunduklar: programin kendile-
rine uygun oldugunu fark ederek egitimlerine devam etmektedirler. Bir kimse iste-
medigi bir programa yerlestirilmisse bu ya kisinin Tercih Bildirim Formunu kodlar-
ken hata yapmus olmasindan, ya tercih edip listesine yazdigi alan hakkinda baslan-
gicta yanlis bilgi sahibi olmasindan ya da Tercih Bildirim Formunun son siralarina,
bos kalmasin diye, daha az istek duyduklar: programlar1 da yazmis olmalarindan
ileri gelmektedir (Kuzgun, 2005).

Universiteye gelen tgrencilerin biiyiik cogunlugunun kazandiklar: bslimii iste-
yerek ve bilerek tercih etmedikleri dustiniilmektedir. Bu 6grenciler gerek tiniversite
smavinda agikta kalma korkusu gerekse yapilan tercih hatalar1 nedeni ile bilingsiz bir
sekilde girdikleri bsltimii bir siire sonra benimsememekte ve devam ettikleri bslimii
degistirmek istemeleri problemi ile kars1 karsiya kalmakta olduklari, bunun da za-
man ve para agisindan kayiplara yol agmakta oldugu goriisleri ortaya atilmistir (I.
Genglik Surasi, 1988).

Cagdas bir toplumda ozgiir bir bireyin onemli gelisim gorevlerinden biri de
meslegini se¢mesidir. Bir kimsenin herhangi bir konuda dogru bir se¢me islemi ya-
pilabilmesi, ya da bagka bir deyisle, saglikli karar verebilmesi icin, her seyden tnce,
neler istedigini ve bunlari elde edebilmek igin ne gibi olanaklara sahip oldugunu
bilmesi gerekir. fyi bir tiniversiteye girme ugruna istemedigi bir boliime giren bir kisi
egitim ortamindan hosnut olsa bile, egitimin 6ziinden hosnut olamayacag: icin basa-
ril1 da olamayabilir (Kuzgun, 2005).

Milli Egitim Genglik ve Spor Bakanligi tarafindan diizenlenen I. Genglik Su-
rast’'nda 6n calisma raporu olarak sunulan “Yiiksek Ogrenim Gengliginin Sorunlart”
adli raporda tiniversite 8grencilerinin sorunlar1 genel hatlar ile ekonomik sorunlar,
fiziksel ve toplumsal ¢evreye uyum sorunlari, akademik sorunlar ve duygusal, cin-
sel, ahlaksal sorunlar olarak dile getirilmistir.

Ogrencilerin devam ettikleri bsliimden memnuniyetlerini arttirmak, bu bireyle-
rin gelecekte gorev alacaklar islerindeki performanslarmin da pozitif yonde artma-
sinda rol oynayabilir. Bu diistince ile ele alinan bireylerin bslim memnuniyetleri
tizerinde etkili olabilecegi diistiniilen degiskenler cok degiskenli istatistiksel analiz-
lerden birisi olan Chaid Analizi ile incelenmis ve etkileri ortaya konulmaya calisil-
mastir.

YONTEM

Chaid Analizi, kurulan modeldeki yordayicilar arasindaki karmasik etkilesimleri
belirledigi gibi, sonuglar1 anlasilabilir bir aga¢ diyagrami seklinde sunan bir tekniktir
(SmartDrill, 2001). Chaid Analizi islem yaparken degiskendeki farklilig1 guruplar ici
minimum, gruplar arasi maksimum olacak sekilde farkl: alt gruplara veya boltimlere
tekrarli olarak ayiran bir tekniktir. Bu yéntem karmasik bir veri setindeki yapiy1
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arastirir ve bu yonden de birtakim avantajlara sahiptir. Bu avantajlar; bagimli ve
ilgilenilen olaydaki tiim degiskenlerin 6lcii tipleri nominal (kategorik) ordinal veya
aralikli 6lgekle dl¢iilmiis olabilir ve bagimsiz degiskenlerin timiiniin aynu tip dlgekle
Ol¢tilmiis olmasina gerek yoktur. Ayrica analiz bir aga¢ diyagrami sunarak yorum-
larin kolay ve anlasilir bir sekilde yapilmasina olanak saglar.

Sekil 1'de bagimli degiskeni en ¢ok etkileyen homojen gruplara ayrilmis diger
degiskenler ve bu homojen gruplar1 en iyi sekilde aciklayan ve yine homojen olan alt
gruplar1 gosteren bir 6rnek agac diyagrami bulunmaktadir (Eherler, Lehmann, 2001).

Y

X2
X1

X3
X4

Sekil 1. Bagimli degiskeni agiklayan, homojen alt gruplardan olusmus degisken-
leri 6zetleyen diyagram ornegi.

Chaid Analizi'nde 6nce her bir yordayici icin en iyi deger bulunur, daha sonra
yordayicilar Kkarsilastirilarak en iyi yordayici belirlenir. Veri kiimesi secilen bu
yordayiciya gore tekrar gruplara ayrilir. Her bir alt grup bagimsiz olarak tekrar ana-
liz edilir ve daha sonraki alt gruplar olusturulur (Kass, 1980).

Hedef degiskene gore istatistiksel olarak énemli bir farklilik olmadiginda, her-
hangi bir diigtimdeki (node) en iyi ayirmay1 belirlemek i¢in tahmin edici degiskenin
uygun kategori ciftleri birlestirilir. Bu islem hicbir énemsiz ¢ift bulunmayana kadar
tekrarlanir. Sonucta en iyi tahmini veren degisken secilir ve dugtim ayrilir (Answer
Tree 1.0 Users Guide, 1998).

Chaid Analizi, kategorik degiskenlere iligskin veri kiimesini ve bagimli degiskeni
en iyi agiklayabilecek sekilde ayrintili homojen alt gruplara boler. Chaid Analizi
bagimli degiskeni homojen alt gruplara bélerken Ki-Kare anlamlilik testini kullana-
rak sonuca varir. Degiskenlerin boliinmeye uygun olup olmadigma Bonferroni
diizeltilmis p degeri kullanilarak karar verilir (Erbas S, Giines A, 1998).

Bagimli ve bagimsiz degiskenlerin iki ve daha fazla kategoriye sahip oldugu du-
rumlarda kullanilan Chaid Analizi verileri bagimli degiskeni agiklayan homojen alt
gruplara ayirirken ilk 6nce Tj0) istatistigini hesaplar ki bu cxd tablosu igin (j=1,2,.....,c)
bilinen Ki-Kare (X2) istatistigidir. Eger Tj()=max Tji ise en iyi jxd tablosu i¢in Ki-Kare
degeri elde edilmis olur ve bu durumda Tj() en anlamli olarak secilmis olur. Chaid
algoritmasi su sekilde isler;
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flk olarak her bir bagimsiz degisken icin, bagimli degiskenin kategorileri ile ba-
gimsiz degiskenin kategorileri arasinda ¢apraz tablo olusturulur.

2xd alt tablosunda bagimsiz degiskene ait anlamlilig1 en diisiik olan kategori
ciftleri bulunur. Birlesmeleri anlamli bulunan iki kategori birlestirilir bu birlesme bir
bilesik kategori olarak distiniiliir ve bu adim bagimsiz degiskenin kendi icindeki
birlesmeleri anlamsiz oluncaya kadar devam eder.

Ug ya da daha ok sayida orijinal kategori iceren bilesik kategorilerin her biri igin
birlesmenin tekrar ¢6ztimlendigi en 6nemli iki grup bulunur eger anlamlilik bir kri-
tik degerin altindaysa boliinme tamamlanarak ikinci adima doniiliir.

Optimum diizeyde birlestirilen bagimsiz degiskenlerin her birinin anlamlilig1 he-
saplanir, en ¢ok anlamlilig1 olan ayrilir. Eger bu anlamlilik kritik bir degerden bii-
yiikse secilen bagimsiz degiskenin birlestirilen kategorilerine gore veriler alt gruplara
boluntir.

Heniiz analiz edilmemis veriler i¢in birinci adima déntilir (Dogan, 2003).

Calismanin uygulama kisminda Osmangazi Universitesi Iktisadi Idari Bilimler
Fakdiltesine 2003-2004 Egitim Ogretim yilinda kayit yaptiran farkli boliimlerde ve
farkli simniflardaki 664 6grencinin devam ettikleri boliimlerini degistirmeyi isteyip
istememeleri iizerinde etkili olan etmenler arastirilmis ve bu etmenlerin 6nem dere-
celeri Chaid Analizi ile belirlenmeye calisilmistir. Calismadaki evren, Osmangazi
Universitesi Tktisadi Idari Bilimler Fakiiltesi'nin farkli béliimlerine 2003-2004 Egitim
Ogretim yilindan 6nce, 2003-2004 Egitim Ogretim yilinda ve 2003-2004 Egitim Ogre-
tim yilindan sonraki yillarda kayit yaptiracak 6grencilerin tamami’dir. Calismada ele
alman orneklem ise, Osmangazi Universitesi Iktisadi Idari Bilimler Fakiiltesi'nin
farkli boliimlerine 2003-2004 Egitim Ogretim yilinda kay1t yaptiran 6grencilerdir.

Calismada bagimsiz degiskenler olarak &grencilerin devam ettikleri boltimleri,
bolumii tercih sirasi, cevresinin devam ettigi boliime kars1 destegi, herhangi bir burs
yada kredi alma durumu, barinilan yer, cinsiyet ve son olarak su anki not ortalama-
lar1 ele alimirken, bagimli degisken olarak 6grencilerin halen devam ettikleri bolimii
degistirmeyi isteyip istememeleri dikkate alinmistir. S6zii edilen bu degiskenlere ait
veriler, ilgili 6gretim yilinin bahar déneminde ders zamanlarinda 6grencilere uygu-
lanan anketler aracilig1 ile derlenmistir. Yapilan ankette elde edilen bilgilere ait ay-
rintili bilgiler Tablo 1’de verilmistir. Calismada SPSS 11.5 ve Answer Tree 1.0 Paket
Programindan yararlanilmistir.
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Tablo 1. Anket sonucunda degiskenlere ait ayrintili bilgiler.

Tahmin Edici Dizey Diizey Tanim Birim sayis1-%
Sayis1
DEGISTIRME ISTEGI 5 1- Evet 267 %40,2
(Bagimli Degisken) 2- Hayir 397 %598
i§letme 172 %25,9
Isletme (1.0.) 131 %19,7
BOLUM 5 Iktisat 145 %21,8
Maliye 150 %22,6
Maliye (1.0) 66 %9,9
1-3 145 %21,8
4-7 185 %27,9
: 8-11 153 %23
TERCIH SIRASI 12-15 89 %134
16-19 63 %9,5
20+ 29 %44
1- Evet 433 %65,2
CEVRE DESTEGI 3 2- Hayir 54 %81
3- Tarafsiz 177  %26,7
. 1- Aliyor 439  %66,1
BURS-KREDI 2 2- Almiyor 225 %33,9
1- Aile Yam 105 %15,8
2- Devlet Yurdu 146 %22,1
- 3- Ozel Yurt 73 %11
BARINDIGI YER 6 4- Tek Bagima Evde 27 %4,1
5- Arkadasglarla Evde 256 %43,1
6- Diger 26 %39
o 1- Bay 414 %623
CINSIYET 2 2- Bayan 250 %37,7
NOT ORTALAMASI [0-4] 664 %100

Calismanin uygulama kisminda Chaid Analizi'ne yer verilmesinin nedeni, bu
analizin bagimli degisken tizerinde etkili olan etmenleri bir aga¢ diyagramu ile ifade
ederek, diger analizlere gore daha gorsel bir bicimde yorumlanmasmin miimkiin
olmasi ve hem kesikli hem de stirekli 6l¢tim degiskenlerinin ayn1 anda analize dahil
edilebilmesinin verdigi tistiinltiktiir.

BULGULAR

Yapilan Chaid Analizi sonucunda boliim degistirme istegini etkileyen, homojen
alt gruplardan olusmus bagimsiz degiskenler Sekil 2’de verilmistir.



184 | Eurasian Journal of Educational Research

DEGISTIR

Cat. % n
Evet 40,21 267
Hayr 59,79 397
Total (100,00} 664

—

| u
GEVREDEG
P-value=0,0000; Chi-sgquare=63,9185; d=1
1

1
Desteklemivor, Tarafsiz

I
Desteklivar
1

|
Cat. % h Cat. % h
Evet 2910 126 Evet 61,04 141

Hayir 70,90 307 Hayir 3896 90
Taotal (65,21) 433 Total (34,749 231

— I e

] ]
CIMSIYET TERCIH
P-value=0,0001; Chi-square=14,6767; di=1 P-value=0,0400; Chi-square=7,0350; di=1
! !

I ] I 1
Kadin Erkek 1-3,4-7:8-11;12-15;16-149 20wve Ostd
1 1 1 1
Cat. % n Cat. % n Cat. % n Cat % n

Evet 39,20 &4
Har 60,80 107
Total (26,51 176

Evet 2218 &7
Hawr 77,82 200

]

Total (38,70) 257

Evet 58,80 127
Hayir 41,20 88

I s—

Total (32,53 216

Evet 93,33 14
Hayir 6,67 1
Total (2,26) 15

NS

—

|
NOTORT
P-value=0,0006; Chi-square=16,0367; di=1
1

T 1
[017,2,17] (2174
1 1
Cat. % n Cat. % n
Evet 3362 39 Evet 1277 18

Hayr 87,23 123
Total (21,23 141

.

Hayr 66,38 77
Total (17,47} 116

—

Sekil 2. Ele Alinan Ogrencilerin Boliim Degistirme Istegini Etkileyen, Homojen Alt
Gruplardan Olusmus Bagimsiz Degiskenleri Ozetleyen Chaid Analizi Sonuglar.

Yapilan analiz sonucu Sekil 2 incelendiginde, ankete katilan 664 6grencinin
%40,21’i devam ettigi bolumii degistirmek isterken, %59,79unun devam ettikleri
bolimlerinden memnun oldugu ve dolayisiyla degistirmek istemedikleri belirlen-
mistir. Ankete katilan 8grencilerin devam ettikleri boltimu degistirmeyi isteyip iste-
memeleri tizerinde en 6nemli etmenin, cevre destegi oldugu goriilmektedir. Yapilan
analiz sonucunda, mevcut gevresi devam ettigi boliimii destekleyen 6grenciler bir
gurupta toplanirken, Devam ettigi boliime mevcut cevresi tarafsiz kalan ve destek-
lemeyen 6grencilerin ise diger grupta yer aldig1 goriilmektedir. Devam ettigi bolum
mevcut gevresi tarafindan desteklenen 6grencilerin %29,10'u devam ettikleri bolim-
lerini degistirmek isterken, %70,90'lik biiytik bir kesim 6grencinin devam ettigi bo-
limii degistirmek istemedigi belirlenmistir. Cevresi devam ettigi boliime kars: taraf-
s1z olan ve desteklemeyen 6grencilerin ise %61,04'ti devam ettigi boltimlerini degis-
tirmek isterken, %38,96'lik kismimnin boltimlerini degistirmek istemedikleri belirlen-

mistir.



Egitim Aragtirmalar1 | 185

Devam ettigi bolim mevcut gevresi tarafindan desteklenen 6grenciler tizerinde
bolimlerini degistirme isteklerinin cinsiyetlere gore farklilik gosterdigi saptanmis ve
Bayanlarin %39,20'si devam ettigi bolimii degistirmek isterken bu oran erkeklerde
%22,18 dir. Yine bu gurup iginde, yani cevresinden destek goren erkek dgrencilerin
devam ettikleri boltimleri degistirmeyi isteyip istememeleri {izerinde not ortalamala-
rinin etkili oldugu ve not ortalamasi 0-2,17 arasinda olanlarin homojen bir grupta
toplandig1 ve bu 6grencilerin de %33’tintin devam ettigi bolumii degistirmek ister-
ken, % 66,38'inin devam ettigi bolumi degistirmegi istemedigi belirlenmistir. Not
ortalamasi 2,17-4 arasinda olan diger 6grencilerin ise %12,77’si devam ettigi bolimii
degistirmek isterken, %87,23’tintin devam ettigi bolimii degistirmeyi istemedigi
belirlenmistir.

Devam ettigi boltimleri gevresi tarafindan desteklenmeyen ya da gevresinin taraf-
s1z kaldig1 6grencilerin bolim degistirme diistinceleri tizerinde, bolimlerini tercih
edis siralarinin 6nemli bir etken oldugu ve homojen iki grup agisindan, boliim tercih
siras1 1-19 olanlar bir grupta toplanmakta, devam ettigi bolumiin tercih siras1 20 ve
tistti olan 6grenciler ise diger bir grupta yer almaktadirlar. Halen devam ettikleri
bolim tercihleri 20 ve st sirada olan dgrencilerin %93,33 gibi biiytik bir kismimnin
devam ettigi bolimu degistirmeyi istedikleri, tercihleri 20'nin altinda olan diger
ogrencilerin ise %58,80'inin devam ettigi bolimi degistirmeyi istedikleri yapilan
Chaid Analizi sonucunda belirlenmistir.

TARTISMA VE YORUM

Bu calismada Osmangazi Universitesi Iktisadi idari Bilimler Fakiiltesi grencile-
rinin boliim memnuniyetlerini, dolayisiyla devam ettikleri bolimii degistirmeyi
isteyip istememeleri tizerinde etkili olan degiskenlerin Chaid Analizi ile belirlenmesi
amagclanmistir. Yapilan bu ¢alisma sonucunda, ¢evresinden destek almayan ve bo-
liim tercihini 20 ve tist siralarda yapan 6grencilerin devam ettikleri boliimii degistir-
meyi daha ¢ok diistintirken; ¢evresinden destek alan ve not ortalamasi 2,17'nin tize-
rinde olan erkek &grencilerin devam ettikleri boliimlerinden memnun olduklar:
dolayisiyla degistirme diistincesinde olmadiklar1 belirlenmistir. Devam ettikleri
bolimleri son siralarda tercih eden 6grencilerin istemeyerek tercih yapmalarimin
sonucunda bolim degistirme isteklerinin devam ettigi agik¢a goriilmektedir.

Calismada ele aliman 6grencilerin %40,21 gibi biiytik bir oraninin devam ettigi
bolumii degistirmeyi istedigi, bu diistince {izerinde de yakin ¢evrenin ¢énemli bir rol
oynadig1 belirlenmistir. Universite 6grencilerinin béliim tercihlerini yaparken yakin
arkadaglar1 ve ailelerinin etkisinde kaldiklar1 yapilan gozlemler sonucunda tespit
edilmistir. Ogrencilerin basarilarin1 ve devam ettikleri boliimlere karsi heveslerini
arttirmak, gerek tiniversiteye hazirlik déneminde saglanan rehberlik uygulamala-
rinda gerekse {iniversite zamaninda verilen egitimlerle saglanabilir. Ayrica yakin
¢evrenin de bu konuda duyarli olmas: ve bireyi destekleyici bir takim davraruslar
sergilemesi de o bireyin diistincelerinde etkili rol oynayabilir.
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SUMMARY

In this study Chaid Analysis is used to examine students” satisfaction about their
departmental preferences. Chaid Analysis is a type of statistical analysis which forms
homogenous sub-groups to determine the effects of independent variables on
dependent variables and presents the results as a form of a tree diagram. Compared
to other analysis techniques Chaid analysis has an advantage (better, superior) in
terms of presenting both categorical and ongoing (continuous) variables in this
study.

In this study data is conducted through a survey given to 664 students who
enrolled and studied in 2003-2004 year and who attended to different programs of
the faculty of Economics and Administrative Sciences of Osmangazi University in
order to determine these students’ satisfaction on their preference about their
programs. For this reason students were asked if they would prefer changing their
programs to which they have attended. The reasons of their answers have also been
explored through different questions on the subjects such as the names of their
programs, their program choice ranks in the university exams, any support from
their close friends and relatives about their program choices, any scholarship or
fellowship that they are taking, their accommodation situation, their sex and their
GPA in the time of the data collection.

As the result of the analysis 40.2% of students stated that they would like to
change their programs. However, 59.8% of students were happy with their programs
and they would rather continue (stay) in their department.

It is determined that community support is the most effective factor on students
who would like to stay or change their departments. Students” sex made a difference
in the choices of the students who receive community (environmental) support. In
the male students’ choices the difference was determined in their GPAs. The 29.10 %
of students who receive community support would prefer changing their
departments whereas the 61.04 % of students who don’t receive any support on their
choices and decisions would rather change their department. In the students who
don’t have any community support the effective factor was determined as the order
of the departmental choice in the list of the university entrance exam. Two
homogenious groups are formed; one group includes the students whose
departmental choices are in the first 20 in the university entrance exam choice list,
and the other group’s choices are below the first 20 in the list. In the university
entrance exam choice list, among the students who enrolled their schools from their
first 20 choices in the list, 93.33 % of students would want to change their programs.
Among the students who enrolled their schools from below the first 20 choices in the
list, 58 % of students prefered departmental change.

The results show that educational success of the students, being the future of the
society, depends on their voluntary departmental choices as well as community
support such as their family, relatives and friends. To take a positive step in this
matter, students should be well-informed about the departments and programs of
the schools to make smart choices considering their potentials since it is important
for them to enjoy their education.
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Egitim Sendikalarindan Ogretmenlerin
Beklentileri

Teachers” Expectations From The Education Unions
Ruhi SARPKAYA*

oz Arastirmanin amaci, egitim sendikalarindan 6gretmenlerin beklentilerinin
neler oldugunu saptamaktir. Arastirmanin evreni, Manisa Merkez ilgedeki
ilkogretim ve ortadgretim okullarinda goérev yapan 1814, orneklemiyse,
1811 ilkogretim, 208'i ortadgretim 6gretmeni olmak tizere 389 6gretmenden
olusmustur. Arastirma verileri, 5'li Likert tipi olcekle toplanmistir. Aras-
tirmanin 6nemli baz1 sonuglar sdyledir: Ogretmenlerin 6lgegin alt boyutla-
rma iliskin en yiiksek beklentileri 6zliik haklar1 boyutunda (X=4,51), en dii-
stik beklenti ise, dayanisma boyutundadir (X=3,81). Ogretmenlerin egitim
sendikalarindan en diistik beklentisi “Okullarda din egitiminin yaygimlasti-
rilmaya calismas1”dir (X=2,83); en yiiksek beklentisi ise “Egitimin her ka-
demesinde her tiirlii cinsiyet ayrimciligina karsi ¢ikilmasi” dir (X=4,59).

Anahtar sozciikler: Ogretmen, sendikal beklenti, 6rgiitlenme

ABSTRACT  The aim of this research is to determine the expectations of teachers from
the education unions. The sample population consisted of 1814 teachers
working in the schools in the center district of Manisa province and the
sample consisted of 389 teachers. The research data were collected through
Likert type scale. The main result of the survey is that: Teachers’ highest
levels of expectations are in the personnel rights dimension (X=4.51), their
lowest levels of expectations are of the solidarity dimension (X=3.81).
Teacher’s lowest level of the union-related expectation was The study of
spreading education of religion at school’s” (X=2.83) and the highest level
expectation was “Opposing to every sexual discrimination at every level of
education” (X=4.59).

Key Words: Teacher expectations, teacher unions, organization.

GIRIS

Turkiye’deki sendikacilik hareketleri, demokratiklesme cabalarma kosut olarak
yari feodal ve yar1 somiirge kosullar icinde dogmaya baslamistir. Bu giine kadar ge-
cen siirede de Tiirkiyenin feodalizmin kalmntilarindan tiimiiyle styrilmis ve sanayi-
lesmis bir tilke haline gelmesi miimkiin olmamuistir. Bu durum, Tiirkiye’deki sendikal
hareketlerde, belli bir simf bilincinin egemen 6ge olmayisinin basta gelen nedenle-
rindendir (Isikli, 1995). Diinyada oncelikle 6zel isletmelerdeki iscilere sendikal haklar
verilmis, kamu kesiminde calisanlara 6zellikle de memurlara sendika hakk: daha geg
ve sinirh dzgiirliiklerle tanmmustir (Gersil, 1997). Bu durum, Tiirkiye’de de benzer bir
seyir izlemistir.

* Ruhi Sarpkaya, Adnan Menderes Unv. Egitim Fakiiltesi, rsarpkaya@adu.edu.tr
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Tirkiye’de ilk ogretmen orgiitii, 1908'de Enctimen-i Muallimin’le kuruldu.
1909’da baskani tutuklanarak kapatildi. Bu gelismeden sonra, 6gretmenler 1963 yili-
na gelinceye kadar, orgiitlenmelerini hep “dernek” statiisiinde stirdiirdiiler
(Altunya, 1996).

Ogretmen orgiitlenmesinde 1961 Anayasasmin getirdigi 6zgiirliik ortamu bir do-
niim noktas1 olmustur. 1961 Anayasanin 46. maddesiyle kamu gorevlilerine de sen-
dika hakki tanindi. Bu Anayasaya dayali olarak 1965'te ¢ikarilan ‘Devlet Personeli
Sendikalar1 Kanunu’ toplu pazarlik ve grev hakkini icermiyordu (Canman, 1995;
Altunya, 1998). Bu yasaya dayanarak ilk memur sendikas1 1965'te, Tiirkiye Devlet
Biiro Gorevlileri Sendikasi adiyla kuruldu. Memur sendikalarinin en onemlileri,
1965'te kurulan Tiirkiye Ogretmenler Sendikasi (TOS) ve Tiirkiye flkokul Ogretmen-
leri Sendikasi’yd1. Bu iki sendikanin 15-19 Aralik 1969’ta gerceklestirdikleri “Biiytik
Ogretmen Boykotu” Tiirkiye'deki en énemli grevlerin basinda gelmektedir (Kog,
1992; Gersil, 1997).

Ogretmenlerin bu &rgiitlii uyanisi, kisa zamanda egemen giicleri de uyandirmistt.
Nitekim 12 Mart 1971’de yapilan askeri darbenin ardindan 1961 Anayasasinin 46.
maddesindeki “calisanlar” sozctigii yerine “isciler” sozctigti kondu. Ayrica 119.
Madde su bicime sokuldu: “Memurlar siyasi partilere ve sendikalara iiye olmazlar”
TOS, bu yasal diizenlemelerden sonra, kendi tiyelerine “Tiim Egitim ve Ogretim E-
mekgileri Birlesme ve Dayamisma Dernegi” ni (TOB-DER) kurdurdu. TOB-DER de
1980 askeri darbesinden sonra kapatildi. Yoneticilerin ¢ogu hapse atildi, stiriildil
(Baykurt, 2000; Kog, 1992).

12 Eyliil 1980 askeri darbesinden sonra, 1986’da sekiz 6gretmenin onctilugtinde
ABECE adinda bir egitim dergisi ¢ikarildi. Dernekler yasasi 8gretmenlerin dernekle-
re tiye olmasini engelliyordu. Bu ytizden ABECE dergisi etrafinda toplananlar, emek-
li dgretmenlere “Egitimciler Dernegi’ni (EGIT-DER) kurdurdular. Egit-Der’in asil
kurulus amaci, 6gretmenlere sendikalasma yolunu agmakti. EGIT-DER’in ve akade-
mik gevrelerin gabalariyla 1981 Anayasasinda memurlarin sendikalasmasini yasakla-
yan ya da serbest birakan bir hiikiim olmadig1 saptandi. Bu durum, memur sendika-
larinin kurulusuna hukuksal bir zemin olusturdu. Ayrica Tiirkiye'nin imzaladig1 ILO
sozlesmeleri, Insan Haklar1 Avrupa sézlesmesi gibi belgeler de i¢ hukuku baglayict
belgeler olarak kabul edildi. 28 May1s 1990’da Egitim Is Kolu Kamu Gérevlileri Sen-
dikas1 (Egitim-Is) kuruldu. Bu sendika 1971den sonra kurulan ilk memur sendikasi
oldu. 13 Kasim 1990’da Egitim ve Bilim Emekgileri Sendikast (Egit-Sen) kuruldu
(Altunya, 1998).

Bugiin Tiirkiye’de Egitim-Sen (Demokratik sol), Tiirk-Egitim-Sen (Milliyetci sag)
ve Egitim-Bir (Muhafazakar sag) gibi farkli ideolojilere sahip dgretmen sendikalar:
bulunmaktadir (Giines & Giines, 2003). Ancak 2002’de ¢ikarilan memur sendikalar:
yasastyla memurlara grev ve toplu sdzlesme hakki taninmamistir. Ancak 2003 yilina
girerken Tirkiye'deki ogretmenler, 1971’de ellerinden zorla alinan haklarini (grev,
toplu s6zlesme hakki harig) tekrar elde edebilmislerdir.

Tiirkiye’de memur sendikaciiginin gelisimindeki bu zorlu stireg, 6gretmenlerin
sendikal beklentilerini de etkilemistir. Cevik’e (2000) gore, Tiirkiye’de sendikacilik
genis bir kitle hareketi olarak degil, cekirdek kadro orgiitlenmesi olarak ortaya cik-
mustir. Kitlesellik zaman-zaman yakalanmis, ancak bu durum siirekli olmamustir.
Gezen de (2001) Turkiye’deki memur sendikalarinin kitlesellesmemesinin baslica ne-
denini, sendika yoneticilerinin belli bir ideolojiye yogunlasan siyasal tutumlarinda
gormektedir. Yillarca 6gretmen sendikalarma yasakgi, simirlayict ve suglayici yakla-
san devletin tavri, dgretmenlerin sendikalardan beklentilerini de etkilemektedir. Bu
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nedenle dgretmenler siyasal risk almaktan kaginmakta ve kurulu sendikalara daha
temkinli yaklasmaktadirlar. Nitekim Top (1999) arastirmasinda, Bakanlik yoneticile-
rinin 6gretmen sendikalarmin 6gretimsel konularla ilgili kararlara olumlu yaklas-
makta oldugunu, politik konulardaki kararlara katilmalarina ise olumsuz yaklas-
makta olduklarin1 bulmustur.

Tag'm (1995) ilkogretim Ogretmenlerinin egitim sendikalarmdan beklentilerini
saptadig1l arastirmasma gore, dgretmenlerin sendikalardan en ¢nemli beklentileri
sunlardir: Ekonomik haklarin diizenlenmesi, egitim sorunlarimin ¢6ztimiinde Bakan-
lI1iga sendikanin yardimei olmasi, iiyelerine hukuksal yardim yapmasi, atamalarda ve
yiikseltmelerde sendikalarn etkili olmasidir.

Erdem’in (1996) arastirmasinda da ilkdgretim 6gretmen ve yoneticileri egitim
sendikalarindan su isteklerin gerceklesmesini beklemektedirler: Ortak mesleki, eko-
nomik, dzliik haklar1 koruyup gelistirmeleri, Atatiirk ilke ve Devrimlerini korumala-
11, sendika i¢i demokrasiyi isletmeleri, ulusal, laik, cagdas egitim sisteminin gergek-
lestirilmesi ve egitim sendikalarinin egitim sektoriinde herkese acik olmasi.

Goruldugu gibi Tirkiye'deki ogretmenlerin sendikal miicadeleleri zorlu bir sii-
recten ge¢mistir. Bu ¢alismada, 6gretmenlerin yillarca miicadele ederek elde ettikleri
sendikalarindan ne bekledikleri saptanmaya calisilmustir.

PROBLEM CUMLESI

[lkogretim ve ortadgretim ogretmenlerinin egitim sendikalarindan beklentileri
nelerdir?

Alt Problemler

1. Ogretmenlerin sendikal beklentileri 6lcegin boyutlarma (6zliik, kadin-erkek
esitligi, dayarusma, dini ve milli duyarlilik ve toplumsal duyarhlik) gore
hangi diizeydedir ?

2. Ogretmenlerin en yiiksek ve en diisiik diizeydeki sendikal beklentileri neler-
dir?

3. Olgegin alt boyutlariyla iligkili olarak 6gretmenlerin sendikal beklentileri on-
larin kisisel degiskenlerine gore (Cinsiyet, ceza alip almamalarina, sendikala-
ra tiyelik durumlarina gore, kidem, mezun olunan okul, brans ve okul ka-
demelerine) anlaml1 bir farklilik gostermekte midir?

YONTEM
Evren ve Orneklem

Arastirmanin evrenini, Manisa Merkez ilcedeki resmi ortacgretim ve ilkogretim
okullarinda gorev yapan 1814 dgretmen olusturmaktadir. Evrenden 6rneklem alma
isleminde, oranh kiime 6rnekleme yontemi izlenmistir. 11 ilkogretim okulunda ¢ali-
san ogretmenlerin 450’si rastlantisal 6rnekleme teknigiyle 6rnekleme dahil edilmis,
ancak bu ogretmenlerin 181'i anketi yanitlamistir. 9 Ortadgretim okulunda galisan
300 6gretmen rastlantisal ornekleme teknigiyle érnekleme alinmis, ancak 208 6gret-
men anketi yanitlamistir. Sonug olarak arastirmanin 6rneklemi, ilkégretim okullarin-
dan 181, ortadgretim okullarindan 208 olmak tizere 389 dgretmenden olusturulmus-
tur.

Veri Toplama Araci

Aragtirma kapsaminda, 6gretmenlerin sendikal beklentilerini tlgmek amaciyla
“Ogretmenlerin Egitim sendikalarma iliskin Beklentilerini Belirleme Olgegi” gelisti-
rilmistir. Bu dlgegin gelistirilmesine yonelik olarak yapilan ¢alismalar su sekilde dzet-
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lenebilir: flk olarak, arastirmaci tarafindan ilgili yerli ve yabanci alanyazin incelen-
mistir. Erdem’in (1996) “Ilkokul Ogretmenlerinin ve Yoneticilerinin Egitim Sendika-
larindan Beklentileri” adl1 6lcegi incelenmis, alanyazin taramasi sonucunda belirle-
nen yeni maddeler de eklenerek olusturulan 72 maddelik olgek formu, uzman gori-
stine sunulmustur. Uzmanlardan alinan degerlendirme sonucunda son bi¢imi verilen
56 maddelik form, Manisa ili Merkez ilcede gorev yapan toplam 389 ilkdgretim ve
ortadgretim dgretmenine uygulanmustir. Olgek 5'li Likert tipindedir. Beklenti diizey-
lerini belirlemeye yonelik, “Asagida verilen sendikal amaclar sizce ne kadar énemli
olmalidir?” sorusuna karsilik “gok 6nemli (5), onemli (4), kararsizim (3), az énemli
(2), 6nemsiz (1)” secenekleri siralanmigtir.

Faktor analizine gecilmeden 6nce, maddelerin anti-imaj korelasyon katsayilarina
bakilmis ve .50'nin altinda olan maddeler atilmistir. Daha sonra, 6lgegin faktor yapi-
sin1 belirlemek icin temel bilesenler fakt6r analizi yapilmustir. Faktor analitik calisma
birkag kez tekrarlandiktan sonra, lgegin 6z degeri 1.00'1n iizerinde olan bes faktor-
den olustugu ve bu faktorlerin toplam varyansin % 57.70" ini acikladig1 gorulmiuistir.
Ayrica 6lgegin Kaiser-Meyer-Olkin 6rneklem yeterliligi degerinin .80 oldugu ve bu
degerin yeterli oldugu ortaya ¢ikmistir. Coztime ulasmak igin 6 iterasyon yeterli ol-
mustur. Boylece yorumlanmas: kolay, basit ve kararli bir oriintii elde edildigi diisii-
niilmektedir.

Bes faktorlii ve varimaks dontistiirme yontemine gore bulunan bu ¢éztimde, fak-
tor ytikleri incelenmis ve faktor ytiikleri .50'nin altinda olan maddeler ve birden fazla
faktore yiiklenen faktor yiikleri arasindaki farki .25’ten az olan maddeler clcekten ¢i-
karilmistir. Olgekte kalan toplam 19 maddenin 4’ birinci faktore (a:69), 5'i ikinci fak-
tore (a:71), 3"t tigtincii faktore (a:.80) 4'ti dordiincii faktore (a:67), 3’ besinci faktore
(a:68) yerlesmistir.

Cizelge 1.0gretmenlerin Egitim sendikalarma Tliskin Beklentilerini Belirleme Olgegi Alt Ol-
cekler, Alt Olgeklerde Yer Alan Maddeler ve Maddelerin Kaynag:

Alt Olgekler | Maddeler

1. Uyelerine daha yeterli {icret saglamaya galismasi (Erdem, 1996)
Ozliik Haklari| 3. Uyelerinin akademik haklarini koruyarak gelistirmesi (Erdem, 1996)
Olgegi 4. Uyelerinin egitim kogullarm geligtirmesi

9. Uyelerinin ekonomik haklarmi koruyarak gelistirmesi (Erdem, 1996)
20. Mesleki yasamda kadin-erkek esitliginin saglanmasi (Erdem, 1996)
26. Uyelerinin mesleki gelisimine katkida bulunmast

Igalilllﬁ E (I;')I;el('i 31. Kadin iiyelerinin mesleki faaliyetlerini kolaylastirmasi (Erdem, 1996)
Sitist Hlees 34. Kadin iiyelerinin 6zelliklerinden dogan ek haklarini almasi
37. Egitimin her kademesinde her tiirlii cinsiyet ayrimciligina kars: ¢ikilmasi
53. Uyelerinin cikarlar: dogrultusunda yardimlagma sandig1 kurmast
Dayanisma = — .
Olcegi 54. Uyelerinin gocuklari igin yurtlar agmasi

55. Uyelerinin beslenme kogullarini iyilegtirmesi

5. Sendikal etkinliklerde, Tiirk milletinin boliinmez biitiinliigiinii savunmasi
Dini ve Milli | 21. Okullarda din egitiminin yayginlastirilmaya galismasi

Degerler 30. Milli degerlere bagl egitim sisteminin gerceklestirilmeye ¢alisilmas: (Er-
Olgegi dem, 1996)

46. Egitim sisteminin manevi degerlere 6nem vermesini savunmasi

28. Sendikal haklarin (grevi,toplu s6zlesme vb.) elde edilmesine calismasi

;(I)Jpl:rrlrlllsl i;(l 40. Toplumsal sorunlar karsisinda sendikanin diisiincelerini aciklamasi
ol 3; 5i 49. Toplumsal sorunlarin ¢6ziimii i¢cin mesru ve demokratik bask giicii olus-

turmasi (Erdem, 1996)




192 | Eurasian Journal of Educational Research

Bu arastirmada istatistiksel teknik olarak frekans, yiizde, ortalama, standart sap-
ma, t-testi ve tek yonlii varyans analizinden yararlanilmistir. Varyans analizi sonu-
cunda anlamh bir fark ¢iktiginda farkin kaynagmni bulmada Scheffe, Dunnett C,
Tukey HSD testleri kullanilmistir. Anlamlilik testlerinin hepsinde alfa degeri a=.05
diizeyinde kabul edilmistir. Arastirma verilerinin ¢6ztimlenmesinde, SPSS 11.0 ista-
tistik paket programi kullanilmistir.

BULGULAR
Asagida olcek araciligiyla elde edilen bulgulara yer verilmistir.
Birinci Alt Probleme iliskin Bulgular

Cizelge 3'te, 6gretmenlerin egitim sendikalarindan beklentilerinin tlgegin alt bo-
yutlarma gore ne diizeyde oldugunu gosteren ortalamalar verilmistir.

Cizelge 2. Ogretmenlerin Egitim Sendikalarindan Beklentilerinin Olgegin Boyut-
larina Gore Ortalamalar:

Alt Boyutlar N X S

Ozliik haklar: 389 451 54
Kadin-Erkek Esitligi 389 431 .63
Dayanisma 389 3.81 1.05
Dini ve Milli Degerler 389 389 84
Toplumsal Duyarlilik 389 435 72

Cizelge 2'de 6gretmenlerin olcegin alt boyutlarina iliskin en ytiiksek beklentileri-
nin “ozlitkk haklar’” boyutunda (X=4.51) “cok 6nemli” diizeyinde oldugu goriilmek-
tedir. En diistik beklenti ise, dayanmisma boyutunda (X=3.81) “6nemli” diizeyindedir.
Ogretmenlerin diger alt boyutlara iliskin beklentileri de “cok énemli” ve “6nemli”
diizeyindedir.

Tkinci Alt Probleme iliskin Bulgular

Cizelge 3'te, olgekle elde edilen verilere gore, 6gretmenlerin egitim sendikalarin-
dan en yiiksek ve en diisiik tiger beklentisi siralanmustir.

Cizelge 3. Ogretmenlerin Egitim Sendikalarindan En Yiiksek Ve En Diistik Uger Beklentisi
Madde

No Maddeler X S
En diisiik 21  Okullarda din egitiminin yayginlastirilmaya calismasi 2.83 147
beklentileri| 55 Uyelerinin beslenme kosullarin iyilestirmesi 3.69 1.28

46  Egitim sisteminin manevi degerlere nem vermesini savunmas: 3.85 1.23

Egitimin her kademesinde her tiirlii cinsiyet ayrimciligina kars:

En yiiksek 37 cikilmasi 43975
beklentileri| 3  Uyelerinin akademik haklarmn koruyarak gelistirmesi 455 .75
9  Uyelerinin ekonomik haklarini koruyarak geligtirmesi 454 .70

N: 389

Cizelge 3 ‘e gore dgretmenlerin egitim sendikalarindan en diistik ti¢ beklentisi s1-
rayla sunlardir: “Okullarda din egitiminin yaygmlastirilmaya calismas1” (x=2.83)
“kararsizim”, ”Uyelerinin beslenme kosullarin iyilestirmesi” (x=3.69) ve “Egitim sis-
teminin manevi degerlere 6nem vermesini savunmasi” (x=3.85). Ogretmenlerin son
iki maddeye iligkin beklentileri “6nemli” diizeyindedir.
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Cizelge 3’e gore, dgretmenlerin egitim sendikalarindan en yiiksek ti¢ beklentisi
sirayla sunlardir: “Egitimin her kademesinde her tiirlii cinsiyet ayrimciligina karsi
cikilmast” (x=4.59), “Uyelerinin akademik haklarini koruyarak gelistirmesi” (x=4.55)
ve “Uyelerinin ekonomik haklarmi koruyarak gelistirmesi” (x=4.54). Ogretmenlerin
bu ti¢ maddeye iliskin beklentileri “cok énemli” diizeyindedir.

Uciincii Alt Probleme fliskin Bulgular

Cizelge 4'te 6lgegin alt boyutlar ile iligkili olarak, 6gretmenlerin beklentilerinin
onlarin kisisel degiskenlerine gore anlamli bir farklilik gosterip gostermedigine ba-
k11m1§t1r.L

Disiplin Cezas1 Durumuna Gore t- Testi Sonuglar:

Alt Boyutlar CezaDurumu N X S sd t p

Dini ve Milli Degerler Var 61 3.55 1.06 387 - .000*
Yok 328 3.95 0.77 3.521

Toplumsal Duyarlilik Var 61 466 044 .000*
Yok 328 430 0.75 387 3.687

Ozliik haklar Var 61 452 047 972
Yok 328 4.51 0.55 387036

Dayanisma Var 61 3.82 1.16 387 ,046 964
Yok 328 3.81 1.03

Kadin erkek esitligi Var 61 443 0.60 .86
Yok 328 4.29 0.63 387 1721

*p<.05

Cizelge 4’e gore, “Dini ve milli degerler” ve “Toplumsal duyarlilik” alt boyutla-
rinda, 6gretmenlerin beklentileri, sendikal etkinliklerinden dolay1 ceza alip almadik-
larma gore p<.05 diizeyinde anlamli bir farkliik gostermektedir. Sendikal etkinlik-
lerden dolay: bir disiplin cezas1 alan 6gretmenler, almayanlara gore, “Dini ve milli
degerler” alt boyutunda daha diisiik; “Toplumsal duyarlilik” alt boyutunda daha
yiiksek diizeyde beklentiye sahiptirler. “Ozliik haklar1” “Dayanisma” ve “Kadin er-
kek esitligi” alt boyutlarinda ise p<.05 diizeyinde anlamli bir farklilik yoktur.

Cizelge 5. Olgegin Alt Boyutlar ile {liskili Olarak Ogretmenlerin Beklentilerinin Bir Sendi-
kaya iiye Olup Olmamaya Gore T- Testi Sonuglar:

Alt Boyutlar Uye Oll{p olmama N X S sd t p

Dini ve Milli Degerler Uygz;‘; i iég Zg g:zg 387 -4783 000

Toplumsal Duyarlilik UyEZZgﬂ iég iég gg; 387 3.994 .000*

Ozliik haklar ;’2; igg ﬁ; 8::; 387 82 Al2

Dayarisma ;’;‘lr( iég i?g 1:% 387 1277 202

Kadmn erkek esitligi ;’2; igg jéz g:gg 387 -643 521
*p<.05

Cizelge 5’e gore, “Dini ve milli degerler” ve “Toplumsal duyarlilik” alt boyutla-
rinda, 8gretmenlerin beklentileri, bir egitim sendikasina tiye olup olmadiklarina gore
p<.05 diizeyinde anlamli bir farklilik gostermektedir. Bir egitim sendikasina iiye olan

1 Aciklama [al]: Arastirma soru-

nuz ile tablonuz arasinda farklilik

var. Nicin 6l¢egin alt boyutlari ile

karsilastirma yapar iken iki alt bo-
yutu aldiniz. Diger alt boyutlar1 da
eklemelisiniz.
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ogretmenler, olmayanlara gore, “Dini ve milli degerler” alt boyutunda daha diistik;
“Toplumsal duyarlilik” alt boyutunda ise daha yiiksek diizeyde beklentiye sahiptir-
ler. “Ozliik haklar1”, “Kadin-erkek esitligi” ve “Dayanisma” alt boyutlarinda ise
p<.05 diizeyinde anlaml1 bir farklilik yoktur.

Cizelge 6. Olcegin Alt Boyutlar: ile Mliskili Olarak Ogretmenlerin Beklentilerinin Uye Ol-
duklari Sendikaya Gore T- Testi Sonuglar]

Alt Boyutlar Sendika Tiirii N X S sd t P
Dini ve Milli Degerler ?E‘:ﬁ“};gﬁ; g 15697 igg SZZ 224 -6.895 000*
Toplumsal Duyarlilik ig;tll(n};gsj; Sen 15697 iig 822 224 1171 .243
Ozliik haklari %‘:ﬁ“ﬁ;‘t’; —— 15697 i:i; 8:;‘; 224 1943 053
Dayanisma Tork Byt Bon 59 a1 104 2 S 60
Kadimn erkek esitligi ?ifﬁrggii; - 15697 i:gg 81% 224 3327 001
*p<.05

Cizelge 6'ya gore, “Dini ve milli degerler” ve “Kadin-erkek esitligi” alt boyutla-
rinda, 6gretmenlerin beklentileri, tiye olduklar: egitim sendikasina goére p<.05 diize-
yinde anlamli bir farklilik gostermektedir. Egitim-Sen’ e tiye olan 6gretmenler, Tiirk
Egitim-Sen’e tiye olanlara gore, “Dini ve milli degerler” alt boyutunda daha diistik;
“Kadmn-erkek esitligi” alt boyutunda ise, daha yiiksek diizeyde beklentiye sahiptirler.
“Ogzliik haklart”, “Toplumsal duyarliik” ve “Dayamisma” alt boyutlarinda ise p<.05
diizeyinde anlaml1 bir farklilik yoktur.

Yapilan t-testi sonucunda 6gretmenlerin beklentilerinin, “6zlitk haklar1” (kadin
X: 4.52, Erkek X: 4.51, t:.276), "Kadin-erkek esitligi” (Kadin X: 4.36, Erkek X: 4.27,
t:1.397), “Dayanisma” ( Kadmn X: 3.80, Erkek X: 3.83, t:-.263), “Dini ve milli degerler”
(Kadin X: 3.87, Erkek X: 3.90, t:-.437) ve toplumsal duyarlilik (Kadin X: 4.30 Erkek X:
4.39, t:-1.121) alt boyutlarinda cinsiyete gore p<.05 diizeyinde anlamli bir farklilik
gostermedigi saptanmustir.

Gore Varyans Analizi Sonuglar:

Alt Boyutlar Kaynak KT sd KO F p
Dini ve milli degerler Gruplararast  1.932 5 386 548 .740

Grupici 270.341 383 .706

Toplam 272273 388

Gruplararast  5.862 5 1172 .046*
Toplumsal duyarlilik Grugigi 196542 383 513 2285

Toplam 202404 388
i Gruplararasi 3.898 5 .780 .018*
Ozltik haklar Grupici 108400 383 283 2754

Toplam 112.297 388
Dayanisma Gruplararas1  8.437 5 1.687 175

Grupi¢i 418.224 383 1.092  1.545

Toplam 426.661 388

Gruplararast  3.266 5 .653 142
Kadin erkek esitligi Grupigi 150.131 383 392 1.666

Toplam 153.396 388

*p<.05

1 Aciklama [a2]: Diger alt

boyutlarida buraya eklemelisiniz.
Diger boyutlar1 nigin ayirdiginiz
belli degil.

Aciklama [a3]: Tekrar tim tab-
lolari tiim alt boyutlara gore ver-
melisiniz. Aksi takdirde problemi-
niz ile yanitiniz arasinda farklilik
ortaya ¢ikacaktir. Bu nedenle ya
problemi degistirin ya da tabloyu
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Cizelge 7'ye gore, “Ozliik haklar1” ve “Toplumsal duyarlilik” alt boyutlarinda,
ogretmenlerin beklentileri, kideme gore P<.05 diizeyinde anlamli bir farklilik gos-
termektedir. Farklarmn hangi kidem gruplar arasinda oldugunu bulmak igin “Ozliik
haklar1” alt boyutunda Dunnett C, “Toplumsal duyarlilik” alt boyutunda ise Tukey
HSD analizleri yapilmistir. Bu durumda, “Ozliik haklar1” alt boyutunda 11-15 yil a-
ras1 kideme sahip 6gretmenler (X=4.74), 16-20 y1l (X=4.46) ve 21-25 y1l (X=4.47) aras1
kideme sahip tgretmenlere gore daha yiiksek bir beklentiye sahiptirler. “Toplumsal
duyarlilik” alt boyutunda ise 11-15 yil arast kideme sahip 6gretmenler (X=4.60), 0-5
yil (X=4.21) ve 21-25 yil (X=4.27) aras1 kideme sahip 6gretmenlere gore daha yiiksek
bir beklentiye sahiptirler. “Dayanisma”, “Kadin-erkek esitligi” ve “Dini ve milli de-
gerler” alt boyutlarinda ise p<.05 diizeyinde anlaml1 bir farklilik yoktur.

Gore Varyans Analizi Sonuglar:

Alt Boyutlar Kaynak KT sd KO F p
Gruplararast 7.239 4 1.810 "
Dini ve milli degerler  Grupigi 265.034 384 690 2622055
Toplam 272.273 388
Gruplararast 5.845 4 1.461 N
Toplumsal duyarliik  Grupici 196.560 384 512 2855 024
Toplam 202404 388
Gruplararasi 5.309 4 1.327 "
Ozliik haklar Grupici 106.988 384 279 4764 001
Toplam 112297 388
Gruplararast 5.595 4 1.399  1.276 279
Dayanisma Grupici 421.066 384 1.097
Toplam 426.661 388
Gruplararast 1.793 4 448  1.135 339
Kadn erkek esitligi ~ Grupigi 151.604 384 395
Toplam 153.396 388
*p<.05

Cizelge 8’e gore, “Ozliik haklar1”, “Dini ve milli degerler” ve “Toplumsal duyar-
lihk” alt boyutlarinda 6gretmenlerin beklentileri, branslarina gore p<.05 diizeyinde
anlamlt bir farklilik gostermektedir. Farklarin hangi kidem gruplar1 arasinda oldu-
gunu bulmak igin “Ozliik haklar1” alt boyutunda Scheffe, “Dini ve milli degerler” ve
“Toplumsal duyarlilik” alt boyutlarinda ise Tukey HSD analizleri yapilmustir. Bu du-
rumda, “Ozlitkk haklar1” alt boyutunda sosyal bilgiler brangindaki ogretmenler
(X=4.64), Fen bilimleri bransindaki 6gretmenlere (X=4.32) gore daha yiiksek bir bek-
lentiye sahiptirler. “Dini ve milli degerler” alt boyutunda sosyal bilgiler bransindaki
ogretmenler (X=3.80), meslek dersleri bransindaki 6gretmenlere (X=4.32) gore daha
diistik bir beklentiye sahiptirler. “Toplumsal duyarlilik” alt boyutunda ise, sosyal
bilgiler bransindaki dgretmenler (X=4.43), Fen bilimleri bransindaki dgretmenlere
(X=4.11) gore daha ytiksek bir beklentiye sahiptirler. “Dayamisma” ve “Kadimn-erkek
esitligi” alt boyutlarinda ise p<.05 diizeyinde anlaml1 bir farklilik yoktur.

Yapilan varyans analizleri sonucunda, 6gretmenlerin beklentileri, 6lgegin alt bo-
yutlarinda, okul kademesine (ilkogretim 1. ve 2. kademe ve ortadgretim) ve mezun
olduklar1 okula gore p<.05 diizeyinde anlaml1 bir farklilik gostermemektedir.

Aciklama [a4]: Tim boyutlara
yer verin ve yorumlari tekrar ya-
ZIn.
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TARTISMA VE SONUCLAR

Ogretmenlerin lgegin alt boyutlarina iliskin en yiiksek beklentileri “6zliik hakla-
r1” boyutunda “¢ok 6nemli” diizeyindedir. Bu boyutun icerigine bakildiginda, eko-
nomik ve akademik haklarla ilgili beklentilerin oldugu goriilmektedir. Nitekim iki
biiytik egitim sendikasinin en ¢ok seslendirdikleri sorunlarin basinda, ekonomik ko-
sullarin diizeltilmesi ve genel egitim sorunlarinin ¢oziilmesi gelmektedir (Egitim-
Sen, 2005; Tiirk Egitim-Sen, 2005). Top“un (1999) arastirmasinda, 6zliik haklar: konu-
sunda ogretmenler, sendikalarin kararlara katilmasimi “gok” diizeyinde istemistir.
Yine Erdem’in (1996) ve Tas'in (1995) arastirmasinda, 6gretmenlerin 6zliik haklarmin
gelistirilmesinde yiiksek diizeyde beklentiye sahip olduklari ileri stiriilmektedir.

Ogretmenlerin “dayanisma” alt boyutundaki beklentilerinin daha diisiik diizey-
de olmas, son yillardaki kiiresellesme ideolojisinin dogal bir etkisi olarak goriilebilir.
Ciinkti yeni kapitalist sistemin 6ziinti dayanisma degil, bireycilik olusturmaktadir
(Giindiiz, 2004; Kizilgelik, 2002).

Ogretmenlerin en diisiik beklentileri icinde “Okullarda din egitiminin yayginlas-
tirllmasi i¢in galisilmasi” birinci sirada ve “Egitim sisteminin manevi degerlere 6nem
vermesini savunmas1” maddesi de tigtincii sirada yer almaktadir. Bu bulgu, egitim
sistemimizin Cumhuriyetle birlikte baslayan laiklesme siirecinin tam olmasa da ba-
sartya ulastiginin bir gostergesi olabilir. Tam olmasa da diyoruz, ¢iinkii egitim siste-
mimizin laiklesme siireci 6zellikle 1980 sonrasinda kesintiye ugramistir (Karakiitiik,
2001; Sarpkaya, 1997; Tanilli, 1996). Din egitimiyle ilgili, ogretmenlerin beklentileri-
nin ortalamalar1 nitel olarak “kararsizim” segenegine karsilik gelmektedir. Bu du-
rum, ogretmenlerin laiklik ve din egitimi konusunda yeterince bilin¢lendirilmeme-
sinden kaynaklanabilir.

Ogretmenlerin en diisiik beklentileri icinde “Egitimin her kademesinde her tiirlit
cinsiyet ayrimciligina karsi ¢ikilmas1” (x=4.59) maddesi birinci sirada yer almaktadir.
Ogretmenlerin, sendikalardan cinsiyet ayrimciligina karst ¢ikmalarini beklemeleri
olumlu bir davranistir. Ancak bu beklentilerinin egitim sistemimize ¢ok olumlu ve
yaygin bicimde yansidigini soylemek zor goriintiyor. Nitekim Helvacioglu (1996) ve
Gok (2004) egitim sistemimizde cinsiyetciligin yaygin oldugunu ileri siirmektedir.
Turkoglu (1999) da arastirmasinda, kadin 6gretmenlerin egitim sistemi ve sendikal
etkinliklerde fiilen ayrimcilikla karsilastigini ileri stirmektedir.

Egitim-Sen’e iiye olan 6gretmenler, Tiirk Egitim-Sen’e tiye olanlara gore, “Dini ve
milli degerler” alt boyutunda daha dusiik; “Kadin-erkek esitligi” alt boyutunda ise
daha yiiksek diizeyde beklentiye sahiptir. Bu durum, iki sendika arasindaki, sendikal
anlayis farkindan kaynaklaniyor olabilir. Tiirk Egitim-Sen miicadelesini, tilkenin ge-
nel sosyal, politik ve ekonomik sorunlarindan daha ¢ok egitim sorunlariyla sinirlan-
dirma egilimindedir. Ayni1 zamanda, Tiirk Egitim-Sen sorunlarin ¢6ziimiinde sag i-
deolojik yonelimli bir politika izlemektedir. Sag ideolojiler de genelde dini ve milli
degerlere daha ¢ok vurgu yaparlar. Egitim-Sen ise egitim sorunlarini tilkenin genel
sorunlarmdan ayri olarak diistinmemektedir. Bu nedenle Egitim-Sen hem 6gretmen-
lere 6zgti sorunlar1 hem de toplumsal ve politik sorunlar dile getirmektedir. Egitim-
Sen sol ideolojik y6nelimli bir politika izlemektedir. Sol ideolojiler ise genelde yerel-
den daha ¢ok evrensel degerlere vurgu yaparlar (Giines ve Giines, 2003; Kongar
1993; Egitim-Sen, 2005; Tiirk Egitim-Sen, 2005).
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“Orzliik haklar1” alt boyutunda 6gretmenlerin beklentileri, kideme gore anlamh
bir farklilik gostermektedir. “Ozliik haklar1” alt boyutunda 11-15 y1l arasi kideme sa-
hip 6gretmenler, 16-20 yil ve 21-25 yil aras1 kideme sahip 6gretmenlere gore daha
yiiksek bir beklentiye sahiptirler. 11-15 yil aras1 kideme sahip 6gretmenler, kidem o-
larak meslek yasamlarinin ortasinda sayilirlar. Bu durum, onlarin 6zliik haklar1 ko-
nusunda daha duyarli olmalarinin nedeni olabilir. Ciinkii 11-15 yil aras1 kideme sa-
hip 6gretmenler, 6zlitk haklarim koruma ve gelistirme konusunda yeterli bilgi ve
deneyimi kazanmis ve kendilerini gelistirmek icin firsatlar1 degerlendirmek istemek-
tedirler. 16 yil ve daha fazla kideme sahip 6gretmenler ise artik 6zliik haklarinin bir
cogunu elde ettikleri icin daha diisiik bir beklenti i¢cinde olabilirler.

“Toplumsal duyarlilik” ve “Ozliik haklar1” alt boyutlarinda, sosyal bilimler bran-
sindaki 6gretmenler, Fen bilimleri bransindaki 6gretmenlere gore daha yiiksek bir
beklentiye sahiptirler. Bu bulgu, sosyal bilimler branslarindaki dgretmenlerin gor-
diikleri egitim ve isledikleri derslerin igerigi nedeniyle toplumsal konularla daha ilgi-
li ve toplumsal sorunlara daha duyarli olduklarim gosterebilir. Sosyal bilimler bran-
sindaki 8gretmenlerin bu ozellikleri, onlar1 6zliik haklar1 konusunda da daha duyarl
yaptigini soyleyebiliriz.

Bat1 toplumlarindaki sendikalarin, daha ¢ok ekonomik konularla ilgilenme egili-
minde olduklar: soylenebilir. Ne var ki, hepsi olmasa da bir ¢ogu daha genis siyasi
egilimlere sahiptirler. Toplumun yapisint degistirmeyi ya da en azindan buna yar-
dim etmeyi amagclarlar (Jackson, 1996). Tiirkiye’de de benzer bicimde egitim sendika-
larindan Egitim-Sen daha genis bir siyasi egilimle, toplumsal doniisiimde rol almaya
istekli goriiltirken, Tiirk Egitim-Sen daha ¢ok ekonomik istemleri 6n plana ¢ikarmak-
tadir. Ogretmenler ise sendikalarindan éncelikle zliik haklarmin (ekonomik iyiles-
tirme ve mesleki gelisim vb.)korunarak gelistirilmesini ve toplumsal sorunlara du-
yarli olmalarini beklemektedirler.
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SUMMARY

The first education organization of Turkey was founded under the name
“Enctimen-i Muallimin” (Teachers” Council). In 1909, the chairman of the council was
arrested and the council was closed down. After these developments, teachers con-
tinued their organizations under “association” status. The freedom environment of
the 1961 Constitution brought to the teachers’ organization became a turning point
for teacher organizations. The most important civil servant unions were Turkish
Teachers” Union and Turkish Primary School Teachers” Union, both were founded in
1965. Today, there are three main unions having different ideologies orientations in
Turkey, such as Egitim-Sen, Tiirk-Egitim-Sen and Egitim-Bir (Giines & Giines, 2003).

Problem Statement

What are the expectations of teachers’ primary school and secondary school from
their unions?

Sub-problems

1. What is the level of the teachers’ expectations in the sub-dimensions (person-
nel, women-man equality, solidarity, religious and national sensitiveness, so-
cial sensitiveness) of the scale?

2. What is the highest and lowest level of the union-related expectations of the
teachers?

3. Depending on the sub-dimensions of the scale, do the teachers’ expectations
from unions demonstrate a meaningful difference according to their personal
variables (gender, whether they have been sentenced or not, whether they
member to a union, their rank in the school, the school they have been gradu-
ated from, and their branch)?

The Method

The population of the survey consisted of the teachers giving service in the center
of Manisa province. The sample consisted of 389 teachers of which 181 were primary
school teachers and 208 secondary schools teachers.

In the development of the scale, Erdem’s scale named as “the expectations of
Primary School teachers and administrators from the education Unions” and data’s
which were got by searching thoroughly literature. Five-option scale was in Likert
type.

Before factor analysis, anti-image correlation coefficients of items were examined
and the ones under .50 were excluded. In order to determine the factor structure of
the scale, factor analysis was made with principle components. After repeating the
study of factor analysis a few times, five factors having pure value of above 1.00 were
seen and these factors’s reflected %57.70 of the total variance. Kaiser-Meyer-Olkin
sample’s sufficiency value of scale was .80 and it was found adequate.

In this survey, frequency, percentage, average, standard deviation, t-test and one-
way variance analysis were used. In all of the meaningfulness tests, the alpha value
was accepted as a =.05.
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Conclusions

Teachers” lowest level of expectation from the education unions was “The study
of spreading education of religion at schools (X: 4.59)” and the highest level was
“opposing to every sexual discrimination at every level of education (X: 4.59)”. In the
sub-dimensions of the scale, teacher’s highest expectations were about “personnel
Rights (X: 4.51), the lowest expectations were about “solidarity (X: 3.81).

Teachers’” expectation showed a meaningful significance according to the fact that
if they had been punished because of union’s activates or if they had been a member
of an education union in sub-dimensions like “Religious and national values” and
“Social Sensitivity” and according to which union they had been the member of in
sub-dimensions like “Women-Man Equality”, and according to their seniority in sub-
dimensions like “Personnel Rights” and “Social Sensitivity”. Their expectations
showed a meaningful significance in the level of p<.05 according to their branches in
sub-dimensions like “Personnel Rights” and “Social and National Values” and “So-
cial Sensitivity”. The teacher’s expectations didn’t show a meaningful significance
according to sex, school seniority and where they graduated from within the level of
p<.05 at the low dimensions of the scale.
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Right of Education and Distance Learning
Egitim Hakki ve Uzaktan Ogretim
Kiymet SELVI*

ABSTRACT In this study, distance learning programs and their applications which are
carried out by Anadolu University were analyzed within the context of the
right of education. Qualitative research method was applied. In the first
part of study, the concept of right of education was analyzed within the
context of international and national laws. Additionally, basic aims,
applications and features of the distance learning were examined. In the
second part of the study features of the distance learning programs were
analyzed in this context. The study showed that distance learning programs
which are carried out by Anadolu University provides a number of
individuals who lives in different parts of the country and who are at
various ages and have different qualifications with the opportunity to use
the right of education. However, inflexibility of programs, the high costs of
technological infrastructure, the lack of financial support for economical
disadvantageous individuals is the main disadvantages of right of
education.

Key Words: Distance education, open learning, right of education.

0z Bu ¢alismada, Anadolu Universitesi tarafindan yiiriitiilen uzaktan 6gretim
programlar1 ve bunlara iliskin uygulamalar, egitim hakki kavrami bagla-
minda analiz edilmistir. Calismada nitel arastirma yontemi uygulanmistir.
Calismanin birinci boliimiinde uluslararasi s6zlesmeler ve ulusal yasalar
agisindan egitim hakki kavrami analiz edilmistir. Ayrica, uzaktan 6gretimin
temel amaci, uygulamalar1 ve ozellikleri incelenmistir. Calismanin ikinci
boliimiinde uzaktan 6gretim programlar: egitim hakk: kavrami baglaminda
analiz edilmistir. Arastirma sonucunda, Anadolu Universitesi tarafindan
yiiriitiilen uzaktan egitim programlarmn, farkli bolgelerde yasayan, her
yastan ve farkhi nitelikteki ¢ok sayidaki bireye egitim hakkini kullanma
olanag sagladig1 saptanmustir. Ancak, programlarin yapisinin esnek olma-
masl, teknolojik altyaprmin ¢ok pahali olmasi, gelir diizeyi diistik bireylerin
sisteme girisinin desteklenmemesi egitim hakki agisindan 6nemli olum-
suzluklardir.

Anahtar Sozciikler: Uzaktan egitim, acik 6gretim, egitim hakki.

INTRODUCTION

The Right of education can be described as an individual’s opportunities to
receive education from the preschool to university. Definition of the right of
education is still being discussed, because the concept of right of education changes
along with the developments in the concepts of right, democracy, and of human
rights. Right of education stated in the cultural right is described as second-
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generation human rights. The right of education is described in international
conventions, laws and constitutions of the countries. Based on these descriptions, the
concept of the right of education has been tried to be determined. It is taken account
context of human rights and is the most difficult right to be legalized by regulations
(Nowak, 1997, 210).

Right of education involves equal opportunities. Equal opportunity means that
the education should be opened and reachable by the society without segregation in
the frame of foreseen conditions (Ulug, 2000). Equal opportunities also mean giving
these opportunities to every individual in an equal way. Ulug (2000) states that
making common standards related with educational atmosphere prevalent in
country level and cost of education for an individual are also involved in equal
opportunities concept.

Right of education is the one that an individual should have during his/her
entire life. Because every individual may want to use his/her right without limiting
throughout to a certain part of his/her life (Giilmez, 2000). All countries should carry
out their responsibilities about foreseeing right of education based on the
international laws they have singed. So as to utilize the right of education to make
education reachable for all the people, all countries should review and guide the
practices (Giilmez, 2000). The rights of education have a solid base in international
law on human rights. It has been laid down in several universal and regional human
rights documents (Benedek & Nikolova, 2003). International and national documents
related with description of right of education and related articles of the law were
shown as follows: United Nations Documents, European Council Documents and
National Documents which describe right of education.

United Nations Documents are composed of Universal Declaration of Human
Rights, Article 26, (1948), International Economic, Social and Cultural Rights
Contract, Article 13 (1966), the Convention on the Elimination of All Forms of
Discrimination Against Women, Article 10 (1979), the Children Rights Contract,
Article 28, 29 (1989). European Council Document is composed of European Social
Contract, Article 10 (1965). National Documents that describe right of education are
composed of Turkish Republic Constitutions, Article 42 (1982), National Education
Basic Law, Article 7, 8, 9, 38 (1973), Higher Education Law numbered as 2547, Article
5 (1982) (TBMM, 2001; Benedek & Nikolova, 2003).

Distance Learning Programs

Distance Learning programs are carried out in a conventional college, university,
school system or training department of the faculty (Moore & Kearsly, 1996). The
earliest development of distance and open learning at university level was
introduced in 1970s in the United Kingdom (Mills, 1999). Distance and Open
Learning programs were started in 1982 in Turkey. It has been carried out by
Anadolu University in accordance with the distance learning principles. The
characteristics of the distance learning are extended accessibility independence of the
learning location, methodological flexibility and equality of opportunity (Peters,
2001). Distance and open learning systems are often confused with each other.
Distance learning and open learning are linked together as a single concept
(Unterhalter et al., 2000). “The term of distance learning and/or distance education
refers to the teaching-learning arrangement in which the learner and teacher are
separated by geography and time” (William et al, 1999, 2). Open Learning is an
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educational system for utilizing the educational programs, generally well organized
in a higher educational level and either mandatory or voluntary using distance
learning processes (Marland, 1997). “Open learning has become the catchword or
slogan used for the same things as distance learning and open learning is often used
to refer to institutions” (William et al, 1999, 2). Open Learning is neither a system nor
a technique but is an education utilization process that gives the opportunity and
technology of the distance learning program to the learners, and in which instructors’
roles change providing with learners more control opportunities on how, where,
when and what to learn focusing on learners’ needs (Marland, 1997).

“Most of countries, such as Chine, Turkey, Great Britain, France, India and
Pakistan have established several large-scale distance learning colleges or mega
universities that enroll hundreds of thousands of students” (Picciano, 2001, 200).
These programs are arranged in accordance with the distance, and the formal
learning principles. Therefore, it is necessary to discuss principles of both formal and
distance learning programs. In both formal and distance learning programs, it is
necessary to plan learning objectives beforehand to teach in accordance with the
program. While formal education has a rigid and inflexible system, it has been easier
to make new arrangements within the distance learning programs for individuals
and social needs, due to the scientific and technological changes, in both practice and
theory. For example, in formal education programs there is an age limit for starting
and attending the primary education system. Individuals who are over this age limit
can neither start nor attend in this system. While a 21-year-old individual cannot
attend primary education programs in formal education system, he/she can
participate in primary education programs and writing and reading courses in
distance learning system.

Formal education programs are long programs and give diplomas for program
graduates. Distance Learning Programs in Anadolu University give diplomas to
graduates, too. Even if these programs are based on giving diplomas, their practices
and procedures are different from those of formal education system. Entrance
requirements of Distance Learning Programs, learning-teaching processes and
arrangements and practices related to evaluation and feedbacks are different from
those of formal education. Contents of the curriculum of distance learning and
formal education may be the same but there are differences in their purposes.
According to Chander (1991), distance learning should be given besides formal
education and it should be parallel to formal education system, applications should
be so flexible that it should reach all ages, sexes, economic classes and the individuals
in distance residences, it should provide opportunities for both in-service and
lifelong learning and use communication technologies for providing broad-content
education.

The distinctions and similarities between distance learning and formal learning
are obvious and distance learning has another feature which differ it from the formal
learning: distance learning conjures up different images to different people in
different settings. Distance learning can refer to a wide variety of instructional
delivery system including technology-enhanced offerings such as audio, video,
computer-based, assisted instruction, instructional TV, microwave, cable network,
correspondence courses, broadcast television, and computer mediated instruction
(Picciano, 2001; Shoemaker, 1998). Distance learning includes elements “sometimes
optional, sometimes compulsory of face to face tuition within their programs” (Tight,
1996, 94).
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METHOD

The purpose of this study was to evaluate the distance learning programs and the
applications carried at Anadolu University in the context of the right of education.
Qualitative research method was applied in this study. “Qualitative research focuses
on process, meaning and understanding the product of a qualitative study”
(Merriam; 1998, 8). The primary instruments of qualitative research include
interviews, observation and documents. This study based on document analysis. The
documents include printed materials such as yearbooks, school budgets, pupil case
files, curriculum guides, test scores and non printed materials such as picture, video
tapes, films, drawing and other illustrations (Charles & Mertler, 2002; Hitchcock &
Hughes, 1995; McMillan, 2004; Merriam, 1998; Smith & Glass, 1987).

Document analysis was completed through third main phases in this study.
During the first phase of document analysis, the researcher found out primary and
secondary source of document related to the research topic. In this phase three types
of primary document were found. The first type of document was international
documents related to definition of concepts of right of education. The second type of
document was national documents related to definition of concepts of right of
education. The third type of document was about the distance learning programs
and applications carried out at Anadolu University. At the end of the first phase of
document analysis, the researcher decided to analyze United Nation Documents as
international documents, because United Nation Documents were primary and main
documents in the other international documents.

In the second phase, the documents collected during the first phase of document
analysis were classified and evaluated. In this phase, the concept of right of
education based on international documents and national documents, and also
characteristics of distance learning programs were analyzed.

During the third phase of document analysis, the distance learning programs and
their applications were analyzed and evaluated according to the international and
national views of right of education.

FINDINGS

The concept of right of education in Distance Learning programs and
applications were evaluated according to the explanations related to the concept of
rights of education done by the international documents and national documents.

The Distance Learning programs and applications were evaluated; according to
following the United Nations Documents

1. Universal Declaration of Human Rights, Article 26,
2. International Economic, Social and Cultural Rights Contract, Article 13,
3. Children Rights Contract, Article 28.

In accordance with the first item of the 26th Article of Universal Declaration of
Human Rights, “Education in technical and professional fields is reachable to
everybody” and “Higher education should be reachable for everybody according to
their skills” (TBMM, 2001, 207). Distance Learning Programs are reachable for
everybody in accordance with this statement and as it is clearly seen that everybody
has the necessary requirements to enroll to Distance Learning Programs without any
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limit in capacity of cadres. On the other hand, only in 2001-2002 educational periods,
two programs had capacity problems.

There is a statement in paragraph “b” of the 13th Article of the International
Contract on Economic, Social and Cultural Rights Contract as “taking all
measurements, secondary, technical and professional education should be made
reachable and open for everyone via making education free of charge for every one”
(TBMM,, 2001, 88). The application of this statement can be seen in Open High School
application which is a program of Distance Learning. Individuals who are too old to
attend the secondary school or have not any chance to attend to secondary education
because of any reason can apply Open High School programs.

u_r
C

Paragraph of the 13t Article of the International Economic, Social and
Cultural Rights Contract foresees that “higher education should be reachable in
every proper way and especially free of charge, for everyone in accordance with their
skills” (TBMM, 2001, 88). When the statement “every proper way of higher
education” and “in accordance with their skills higher education should be reachable
for everyone” were evaluated for Distance Learning Programs, it was seen that
various learning-teaching processes such as face to face teaching, teaching via TV,
books, video conferences, CDs, and other computer based teaching methods could
meet the requirements of the statement “education in every proper way”. For
example, the masters program on “Management of Information”, which is given via
the Internet, is an example of the higher education given in a different way. “The
higher education is open for everyone according to their skills” can be evaluated in
the context of equality in entrance requirements and variety in the program types.

There is a statement “basic education should be encouraged and empowered for
the individuals who could not have a chance to graduate from basic education”
(TBMM, 2001, 88) in the paragraph “d” of the 13th Article of the International
Economic, Social and Cultural Rights Contract. This statement’s application can be
seen in Distance Learning Programs started for Turkish citizens who have been
living in West European Countries. These programs provide people who do not have
a formal education with using their right of education.

However, there is an important inadequacy related with the principle of
prevailing free, continuous non-charged, education emphasized in paragraph “b, and
¢” of the 13t Article of the International Economic, Social and Cultural Rights
Contract is that the necessary measurements have not been taken for successful and
poor people to use their right of education. This is also the criticized dimension of the
system.

There is a statement “Using all appropriate tools, higher education should be
made ready for everyone” (TBMM, 2001, 149) in paragraph “c” of the first division of
28th Article of the Children’s Bill of Rights. Two determinations related with right of
education were made in this article. The first one was “using all appropriate tools”,
and the second one was “higher education should be open for everybody according
to their skills.” “Using all appropriate tools” shows that the kind of actualizing
education programs should be evaluated in the context of the right of education. In
this point, various teaching methods such as face to face teaching, learning from TV,
books, videoconference, CD’s and computers serve the right of education including
individual and group learning styles.
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Related with the actualizing the statement “higher education should be open for
everybody depending on their skills”, two applications can be talked about. The first
one is giving students enrolling right to a second university program while attending
a first one. The second one is making programs open for students by giving the
opportunity to them to complete a four-year program after graduating from a two-
year program, transferring to a four-year program in accordance with their skills.

The Distance Learning programs and their applications were evaluated according
to following the National Documents;
1. TR (Turkish Republic) Constitutions, Article 42,
2. The Turkish National Ministry of Education Basic Law, Article 7, 8, 9, 38,
3. The Turkish Higher Education Council /Higher education Law numbered as
2547, Article 5.

42nd Article of Turkish Republic constitution not only describes education right as
giving all opportunities to the individuals in order not to deprive them from
education but also (T.C. Anayasasi, 1995) foresees education and teaching to reach
the universal standards (Balci, 1998). When Anadolu University Distance Learning
Programs were examined, it was seen that they have caught the universal standards
especially within actualizing education programs. It can also be said that processes of
intensive and appropriate use of technology during the provision of education
programs, contacting students, giving teaching service, and evaluating the results,
are utilized in accordance with universal standards.

Anadolu University has started Distance Learning Programs in accordance with
the concept of West European Programs in 2000-2001 education years. These
programs are related to the statement “primary education is the right of every
Turkish citizen” in the 7th Article of National Education Basic Law and related to the
right of education described in the same article. This is a new application related to
the right of education described in the 7th Article of National Education Basic Law.

There is no application related to the statement “necessary help that no charge
education, financial aid awarded to students, etc. is given to the successful students
in poor condition in order to take them in higher education phases” (T.C. Milli
Egitim Bakanlig1, 1998, 6-7), which is related with continuity of right of education, in
the 8th Article of National Education Basic Law.

According to the 9th Article of National Education Basic Law which is related
with to equal opportunities “it is essential for individuals to continue their general
and professional education lifelong”. It is seen that lifelong education-content of the
statement “besides helping youngsters conform with their lives and work fields,
taking necessary measurements for providing continuous education for adults is also
an education mission” (T.C. Milli Egitim Bakanligi, 1998, 7) is actualized via open
learning programs. Shortly, it can be said that education practice stated in 9th Article,
is actualized via open learning programs. When statistics related to individuals” ages
and professions are reviewed, it is seen that 60 % of the enrolled students are at the
ages between 25 and 44. Majority of the students in this age group have a job. When
statistics related to their professions are examined, it is seen that they are managers
either in state or private institutions, civil servants, workers, soldiers, secretaries,
salesmen, teachers, officers, policemen, etc. (AOF 6grenci istatistikleri, 2004).

The statements “measurements related to equal opportunity are taken in
education” (Hatiboglu, 1995, 15) given in the paragraph “e” of 5t Article of Higher
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Education Law numbered as 2547 related to basic principles, and “higher education
is not free, or charged, but necessary help (no charge education, financial aid
awarded to students, etc.) is given to the successful students in poor economical
condition in order to take them in higher education phases” given in the 38th Article
of National Education Basic Law, (T.C. Milli Egitim Bakanlig1, 1998, 20) describe the
equal opportunities in education and foresee taking necessary measurements to meet
the education fee of especially successful students in poor economical condition.
Formal students have the right to take both higher education scholarship and
university scholarship. However, open learning students have right to take only the
higher education scholarship.

DISCUSSION AND SUGGESTIONS

Approximately 677.353 students graduated from open learning programs which
started in 1982, until 2003-2004, and the number of the enrolled students in the
program was 678.986 in 2003-2004 terms (http://ogrsayi.anadolu.edu.tr/ozet.htm.).
Until 2003-2004 terms total 38 programs included four-year programs, two-year
programs and two-year completion programs and masters programs were started.
Variety of the programs, numbers of the graduate and present students show that
programs have been effective in the context of using right of education.

If distance learning programs are to be evaluated generally within the context of
opportunity equality, it can be seen that they are open for everyone in some certain
conditions. If the statistics of the ages of students are analyzed, it can be seen that
there is a target group at ages between 17 and 80 (AOF 6grenci istatistikleri, 2004).
This shows that programs are open to everyone without any discrimination.
Enrolling, consultancy and examination services are given in 79 province, Cyprus,
and six western European countries with total 103 exam centers
(http:/ /www.aof.anadolu.edu.tr/a0521.htm). As open learning reaches to
everywhere, even to the villages which are the smallest residents, by means of
various service presentations and wide service network and the individuals take the
educational services at their homes, it actualizes “being reachable and near” principle
of opportunity equality in education. Additionally, providing educational services in
the residents of the students lessens transportation, housing and nutrition costs of the
students. Therefore, it helps individuals use their right of education effectively.

That Distance Learning Programs are open to a variety of student at certain age
group of employee, youngsters, inmates, the disabled people is another dimension
that needs to be evaluated. The programs given in the level of secondary and higher
education for the those people who are deprived of educational services after
mandatory education due to the economic reason can help those people actualize
their educational objectives by using education opportunities.

Diploma equality between the graduates of open learning programs, the contents
of which are the same with formal ones, but different in implementation processes,
and the graduates of formal programs reflects the principle of opportunity equality
in education.

That the students are provided free movement with vertical transferring
opportunities in the programs is another feature that needs to be evaluated in the
context of right of education. Additionally, they do not have horizontal transferring
opportunities. This situation affects the provision of the rights of education
negatively.
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Using common standards in planning, practicing implementation and evaluation
of open learning programs show that a principle is followed in providing equal
opportunities in education. However, the fact is that these common standards are not
appropriate for everyone and they contradict with the understanding of equal
opportunities in education.

There is a need for utilizing technology-CD, TV programs etc. and for benefiting
from learning teaching form processes ut everybody can not meet the cost of them,
and this effects the equal opportunity principle negatively. Building technology
infrastructure is very expensive and it is impossible for individuals to meet the cost
of it. “This represents a kind of double inequality for those who cannot access
conventional provision” (Yates, 2000, 236). Additionally, the students of open
learning programs have to buy books, audio and videocassettes, CDs, mails, tests
and experiment equipments. Buying all of them as compulsory may affect the right
of education of those who are successful but coming from families in poor economic
conditions or with below average incomes.

Distance Learning Programs’ students do not have horizontal transferring right
between programs and universities is a question needs to be answered for using
right of education. Necessary arrangements should be made to give the free
movement right to the students in and between programs and universities based on
certain conditions such as student competency, interests etc.

The fact that the education should be free, without charge, which shows the social
dimension of education, provides the right of education with actualization. It is
necessary to meet the cost of education for people who are economical
disadvantaged but who want to use the right of education. Necessary arrangements
should be made for the continuity of the education without forcing the people who
are unable to pay the cost of education and buy the right of education.

Distance Learning Programs have broad options besides high standard programs
which help use right of education. Distance learning should have not only the
programs giving diplomas, but also the programs giving certificates. Distance
learning certificate programs, actualizing life long education principles are
requisition of right of education. For that reason, informal education programs based
on certificate given should be prepared and practiced by reorganizing the system.

Distance learning system should continuously try to solve the problems in formal
education. Distance learning should serve the people who do not have a chance to
enter both formal and distance learning. Distance learning is a challenge and is a
trend in continuing higher education in the last years (Shoemaker, 1998). Distance
learning will be an important element of the future education and training systems
and may offer some responses to the world’s educational challenges (Williams et al,
1999). Distance learning gives the autonomy for learners, and distance learning
system supports democracy, human right and rights of education.
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OZET

Giris

Acik 6gretim, bireyin ihtiyaglar1 tizerine odaklanmus, bireylere nasil, nerede, ne
zaman ve ne Ogrenecegi gibi konularda daha fazla kontrol olanaklar1 sunan ve
agirlikli olarak uzaktan egitim yontemleri ve egitim teknolojisi olanaklarini kullanan,
Ogretici rollerinin farklilastigi egitim uygulamas: olarak tanimlanmaktadir
(Marland,1997). Orgiin egitim programlari daha kat1 ve esnetilemeyen bir yapiya
sahipken, uzaktan egitim sistemi birey ve toplumun ihtiyaglarini kargilama dogrul-
tusunda yeni diizenlemeler yapilmasina olanak veren esnek bir yapiya sahiptir. Or-
negin, orgiin egitim programlari kapsaminda yiiriitiilen ilkogretim sistemi iginde
kalma 21 yas ile sinirliyken, 21 yasindan biiytik bir birey uzaktan egitim ya da yaygin
egitim kapsaminda diizenlenen ilkdgretim programina veya okuma yazma kursuna
katilabilmektedir.

Anadolu Universitesi'nde 1982 yilinda baglatilan ve giiniimiize kadar uygula-
malar1 yayginlagtirilarak devam eden Agik Ogretim (AO) programlarinin diizen-
lenme ve uygulanma ilkeleri 6rgiin egitim sisteminden farklhidir. Yiirtitiilen uzaktan
ogretim uygulamalar ile Ttirkiye, Cin, Ingiltere, Fransa, Hindistan ve Pakistan gibi
tilkelerde ytiiz binlerce bireye (Picciano, 2001) egitim firsat1 sunulmaktadir.

Egitim hakki, insan haklarinin gelisim stirecinde ikinci kusak haklar olarak ta-
nimlanan kiilttirel haklar icinde yer almakta olup, daha ¢ok uluslararas: s6zlesmeler
ve tilkelerin anayasa ve yasalarinda tanimlanmaktadir. Hak, 6zgtirliik, demokrasi ve
insan haklarindaki gelismeler dogrultusunda egitim hakki kavraminin kapsaminda
da degisiklikler olmaktadir. Egitim hakki, ¢rgiin egitim programlar: agisindan her
bireyin kendi kapasitesi dogrultusunda okul 6ncesinden yiiksek &gretime kadar
egitimden yararlanabilme hakki olarak tanmimlanmaktadir. Ancak, egitim hakk: bi-
reylerin tiim yasamlar1 boyunca kullanmalar: ve yararlanmalar: gereken bir haktir.
Bu nedenle bireyler yasamlarmn belli bir dénemi ile sinirli kalmaksizin egitim hak-
kindan yararlanmak isteyebilirler (Giilmez, 2000).

Bu calismada, egitim hakki kavraminin kapsami, Birlesmis Milletler ve Avrupa
Konseyi tarafindan kabul edilen uluslararasi belgeler ile Anayasa, Milli Egitim Temel
Kanunu, Yiiksek Ogretim Kanunu gibi ulusal belgeler taranarak ortaya konulmustur.
Anadolu Universitesi tarafindan yiiriitiilen uzaktan 6gretim programlari ve bunlara
iliskin uygulamalar ulusal ve uluslararasi belgelerden tanimlanan “egitim hakk1”
baglaminda degerlendirilmistir.

YONTEM

Calismada nitel arastirma tiirlerinden biri olan dokiiman analizi uygulanmustir.
Dokiiman analizi ti¢ asamada gercgeklestirilmistir. Birinci asamada egitim hakki ile
ilgili birinci ve ikinci derecede 6nemli olan uluslararasi ve ulusal belgeler taranmustur.
Elde edilen dokiimanlar incelendikten sonra, ¢calismanin birinci derecede 6nemli olan
dokiimanlarin analizi ile sinirlandirilmasina karar verilmistir. Birlesmis Milletler ve
Avrupa Konseyi tarafindan yaymlanmis olan uluslararasi dokiimanlar, ulusal yasa-
lar ve Anadolu Universitesi tarafindan uygulanan uzaktan egitim programlari birinci
derecede 6nemli dokiimanlar olarak kabul edilmistir. Calismanin ikinci asamasinda,
arastirma kapsaminda incelenmesi uygun goriilen dokiimanlarda egitim hakki ile
ilgili yapilmis olan agiklamalar analiz edilmistir. Bu asamada ayrica, Anadolu Uni-
versitesinde uygulanan uzaktan egitim programlarinin temel 6zellikleri incelenmis-
tir.

Calismanin tiglincti asamasinda, uygulanmakta olan uzaktan egitim programimin
yapist ve uygulamalarmin uluslararas: ve ulusal dokiimanlarda aciklanan egitim
hakkini saglamada ne derece yeterli oldugu degerlendirilmistir. Bu asamada uzaktan
Ogretim programlary; program tiirleri, programa giris kosullari, program hedef kitle-
sinin Ozellikleri, programlarin gerceklestirilme bicimi, 6grenme-dgretme siirecleri,



Egitim Aragtirmalar1 |211

degerlendirme ve geribildirim verme, programlar arasindaki yatay ve dikey gecis
olanaklari, bireysel ihtiyaclara cevap verme, 6grenci giderleri gibi boyutlar acisindan
egitim hakki baglaminda degerlendirilmistir.

BULGULAR

Degerlendirmeler sonucunda, Anadolu Universitesi tarafindan yiriitiilen uzak-
tan ogretim programlari ve uzaktan egitim sisteminin en énemli 6zelliginin, farkl
bolgelerde yasayan geng, yasli, calisan ve calismayan farkli ozelliklere sahip cok
sayidaki bireyin egitim hakkini kullanmasina olanak vermesi olarak saptanmustir. Bu
acidan bakildiginda, uzaktan egitiminin hedef kitle taniminin ¢ok genis olmasi ve
ogrenme-dgretme siirecindeki gesitlilik egitim hakkimin kullanilmasii olumlu etki-
leyen 6zelliklerdir. Ancak, programlarin yapisinin esnek olmamasi, 6zellikle yatay ve
dikey gecislerin yetersiz olmasi, sadece diplomaya dayal1 programlarin uygulanmasi,
uygulamalar icin gerekli olan teknolojik altyapinin ¢ok pahali olmasi ve hizli degis-
mesi, bolgeler arasinda teknolojik alt yapiy1 elde etme ve kullanma agisindan farkli-
liklar olmasi, gelir diizeyi diisiik basarili bireylerin sisteme girisinin ve programlara
devaminin desteklenmemesi egitim hakkimin kullanilmasini olumsuz etkileyen 6zel-
likler olarak saptanmustir.

Tartisma

AO programlarindan 2003-2004 &gretim yilina kadar yaklasik 677.353 dgrenci
mezun olurken, 2003-2004 6gretim yilinda yaklasik olarak 678.989 6grencinin kayitl
oldugu goriilmektedir (http://ogrsayi.anadolu.edu.tr/ozet.htm.). 2003-2004 6gretim
yilina kadar dort yillik lisans, iki yillik 6n lisans ve lisans tamamlama programlarin-
dan olusan toplam 38 program acilmustir. Programlardaki cesitlilik, mezun ve mev-
cut dgrenci sayilart AO programlarinin egitim hakkinin kullanilmasinda etkili oldu-
gunu gostermektedir.

AO programlari egitimde firsat esitligi sunma agisindan degerlendirildiginde ise
programlarm belli bir 6n kosul cercevesinde herkese agik oldugu goriilmektedir. AO
Ogrenci yas istatistikleri 1nce1end1g1nde 17 yas ile 80 yas arasinda bir hedef kitle ol-
dugu goriilmektedir (AOF 6grenci istatistikleri, 2004). Bu da programlarin yas ayrimi
olmaksizin her yastan bireye agik oldugunu gostermektedir. AO Egitim hizmetinin
sunumundaki gesitlilik ve yaygin hizmet ag1 nedeniyle en kiigiik yerlesim birimi olan
koylere dahi ulasmis olmasi ve egitim hizmetinin bireylerin yasadiklar1 mekanlara ve
ortamlara gottirtilmesi, egitimde firsat esitliginin “yakin ve ulagilabilir olma” ilkesi-
nin gerceklestirmektedir. AO programlarimin hedef kitle 6zellikleri ve program tiirle-
rindeki cesitlilik egitim hakkini olumlu olarak etkiledigi saptanmistir. Ekonomik,
bolgesel ve kiiltiirel nedenlerle zorunlu egitimden yararlanamayan veya zorunlu
egitimden sonra egitim yasantisina ara veren bireylere ilkogretim, ortadgretim ve
yiliksek 6gretim diizeyinde sunulan programlar ile egitim hakkimi kullanmas: i¢in
olanak sunmaktadir.

Orgiin programlarla kapsamlar: ayni1 ancak gerceklestirilme siirecleri farkli olan
AQ programlarmdan mezun olan bireylerle 6rgiin programlardan mezun bireylerin
diploma denkliginin olmasi egitimde esitlik ilkesini gerceklestirmektedir.

AO programlarinin sadece dikey gecis imkanlari ile 6grenciye programin iginde
hareket ozgtirltigii saglamasi egitim hakki baglaminda degerlendirilmesi gereken
diger bir ozelliktir. Programa kayitli 6grencilerin yatay gecis haklarinin olmamasi ise
egitim hakkinin saglanmasint olumsuz etkilemektedir.

Bireyleri diplomaya gotiiren programlarin yani sira uzaktan egitimin sertifika
programlarin da kapsamasi gerekir. Bu nedenle sertifikaya dayali yaygin egitim
programlarinin acilmasi icin yapi icinde yeni bir diizenleme yapilarak bu programla-
rin hazirlanmasi ve uygulamaya konulmasi gerekmektedir. Uzaktan egitim kapsa-
minda diizenlenecek olan ve yasam boyu egitim ilkesinin gerceklestirilmesini sagla-
yan sertifika programlar: egitim hakki kavrammin bir geregidir.
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English Language Proficiency and Academic
Attainment

Ingilizce Dil Yeterligi ve Akademik Basar:
Nehir SERT"

ABSTRACT  This correlational case study aims at concurrently examining to what
extend academic attainment is related to aspects of English language
proficiency (listening, speaking, reading and writing) and knowledge of the
rules of grammar in the departments of medicine and economics where the
medium of instruction is English at Hacettepe University. It also establishes
the degree of association between the academic success and knowledge of
the rules of grammar nullifying the effects of General English Language
Proficiency. The data collected from the students and the lecturers through
questionnaires are used to explain the unique features of learning/teaching
situations. Using the findings, suggestions are put forward as to the targets
to design more effective curricula in the School of Foreign Languages.

Key Words: Proficiency, ELT curriculum, English medium instruction.

0z iliskisel tarama modeli niteligindeki bu arastirma ile Hacettepe Universitesi
Ingilizce Tip Boliimii ve Ingilizce Iktisat Bolumii 1. smif dgrencilerinin
akademik bagarilarmin, 1ngilizce dil yeterliligi (dinleme, konusma, okuma,
yazma) ve dilbilgisi (kurallar1 bilgisi) smavlar1 puanlar ile olan iliskisi
eszamanl olarak incelenmistir. Bu desende, ingilizce dil yeterliligi sabit-
lendiginde, dilbilgisi kurallar1 bilgisinin akademik basari ile iliskisinin olup
olmadiginin saptanmasi da amaglanmustir. Ogretim elemanlari ve 6grenci-
lere uygulanan anketler aracilig ile 6grenme ve 6gretme siireglerinin 6z-
gin kosullar1 belirlenmeye calisilmistir. Elde edilen sonuglar dogrultu-
sunda, H. U. Yabanc Diller Yiiksek Okulunda, daha etkin ingilizce egitim
programlarinin tasarlanmasi konusunda 6neriler getirilmistir.

Anahtar Sozciikler: Yeterlilik, Ingilizce egitim programi, Ingilizce egitim.

INTRODUCTION

Most prominent universities in Turkey operate in English, and the students,
before starting their academic education through the medium of English, are
prepared in the school of foreign languages for their academic situation. In
preparatory classes, knowledge of the rules of grammar is overemphasized, and the
students appear to be unable to benefit from communication skills in English.
Consequently, English Medium Instruction (EMI) influences academic achievement
of the students negatively (Carkoglu et al., 2001; Dalkiz, 2002; Erdem and
Morgil, 1992; Tevruz, 1989, cited in Cingi 1992).

Research into EMI remained limited with the studies cited above in Turkey. Most
of the research conducted abroad was either in native English speaking contexts or in

* Baskent University, nsert@baskent.edu.tr, Baglica Kampusu, Eskisehir Yolu 20. Km.
06530, Baglica/ Ankara
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the countries where English had the status of second or third language. According to
the survey of literature conducted by Rea (1987), there was not systematic association
between language proficiency and measures of academic achievement. In her point
of view, several factors contributed to these inconclusive results. These included, for
example, the characteristics of the samples rarely held constant, differing in size,
nationality, subject specific orientation, level and so on. On the other hand, a
comprehensive review of research on the use of first and second languages in
education, carried out for the World Bank (Dutcher, 1994 cited in Tucker 1999),
examined three different types of countries: (1) those with no (or few) mother tongue
speakers of the language of wider communication (e.g., Haiti, Nigeria, the
Philippines), (2) those with some mother tongue speakers of the language of wider
communication (e.g., Guatemala); and (3) those with many mother tongue speakers
of the language of wider communication (e.g., Canada, New Zealand, the United
States). It concluded that success in school depended upon the child’s mastery of
cognitive/academic language, which was very different from the social language
used at home.” Graham (1987: 505), who examined the relationship between ELP and
academic achievement, stated that “while the research clearly shows that many
factors other than English proficiency are important to academic success, there may
be for each institution, or even for each program, a minimum level below which lack
of sufficient proficiency in English contributes significantly to lack of academic
success.” Data in a study by Saville-Troike (1984), who also examined the issue on
samples of students aged between 6-11, provided evidence of a positive high
relationship between vocabulary knowledge and academic success. However,
Saville-Troike (1984) concluded that morphological knowledge and speaking skills of
the students did not correlate with their academic success. In fact, speaking skills
indicated negative correlational patterns with it. In the study of Light et al (1987 cited
in Robinson 1991) there was a low correlation between results of the language test
(The Test of English as a Foreign Language (TOEFL) and students’ subsequent GPA.
They suggested that criteria including professors’ evaluation and students’
perceptions of their own success should be examined. In Low and Lee’s study (1985
cited in Robinson 1991), content area lecturers used a questionnaire (which they
themselves had helped construct) to record their reactions to the linguistic content of
students” assignments. These reactions were then matched with the students’ initial
language test results. Some significant correlation was found, but Low and Lee were
extremely cautious about building upon this. Al-Musavi and Al-Ansari (1999), who
compared predictive validity of TOEFL with that of FCE taking grade point average
(GPA)s of the students as criteria for academic success, found high correlations
between GPA of the students and both TOEFL and FCE tests. They further reported
grammar sub-test of the TOEFL, and the cloze and word formation tests of the FCE
to have the strongest predictive power on the scores of GPA.

Although most of the studies, the findings of which have been summarised above
show that academic success requires a minimum level of language proficiency,
inconsistency has been observed in relation to the components of language
proficiency which have been the major predictors of academic success. Many
researchers (Alderson 1981; Underhill 1987; Rea 1987; Light et al. 1987 (cited in
Robinson 1991); Hughes 1989; Davies 1990; Alderson Clapham and Wall 1995)
attribute this to the methodological variation in the studies. In conclusion, there
seems to be a variety of measures with potentially very different constructs that may
contribute to the ambiguity in the findings of the previous studies. Furthermore,
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particular needs of every academic situation can affect the degree of association. For
instance, Sville-Troike (1984) suggests writing skills be of importance relying on the
findings which reveal the fact that spoken skills emphasizing social interaction and
using non-verbal clues has no association with the academic success as mentioned
above. But, it is possible to assert that language proficiency of a subject group
consisting of students who mostly use their writing skills in their academic situation
may indicate different correlational patterns with academic success from that of the
students whose academic situation demands some other skills rather than writing
skills. In this context, a methodological framework which reveals unique features of
different academic situations can possibly explain the reasons for different degrees of
association of components of language proficiency with academic success in different
academic situations.

METHODOLOGY

This correlational case study aims at concurrently examining to what extend
academic attainment is related to aspects of English language proficiency (listening,
speaking, reading and writing) and knowledge of the rules of grammar while
revealing the lecturers” and the students’” perceptions of the instruction and the use
English in the English medium departments of medicine and economics at Hacettepe
University. In order to increase the validity of the study, the following framework is
provided: 1) A subject group consisting of the students of the same age who have the
same linguistic, cultural, and educational background from the same departments of
the same university has been chosen to ensure homogeneity as Rea (1987) did in her
study. 2) Another group consisting of the students of similar background in the
Turkish medium departments of the same faculties has been established for better
interpretation and understanding of the differences in the academic situations. But
still, another instrument to explain the differences between academic situations that
may affect results is also needed. 3) Accordingly, an instrument which reveals the
lecturers” and students’ perceptions of their own academic situation is constructed as
well. Within this framework, the following questions are addressed to achieve
aforementioned aims:

1.  Isthere arelationship between ELP and academic attainment?

2. Is there a relationship between the aspects of ELP (listening, speaking,
reading, and writing) and academic attainment in isolation, and which
aspect of ELP is the major predictor in each subject group?

3. Is there a relationship between knowledge of the rules of grammar and
academic attainment, and is it predictor of academic attainment when ELP
is nullified?

4. Are the UEE scores of the English medium students higher than those of the
Turkish medium students?

5. Are the GPAs of the English medium students higher than those of the
Turkish medium students?

6.  How do the students and lecturers think they use EMI?

a) How do the perceptions of the students in the departments of medicine
and economics differ in this respect?
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b) How do the perceptions of the students who have taken preparatory
courses differ from the ones who have not taken preparatory courses in
this respect?

Subjects: The grammar and FCE tests were to be administered to the first year
students who had taken preparatory courses in the English Medium Departments of
Medicine and Economics at Hacettepe University. However, only 14 of 52 medical
students and 22 of 41 economics students agreed to take both the grammar test and
the FCE test. The GPAs of the same students were used as criteria for academic
success. 14 of 207 medical students and 22 of 107 economics students who took the
same education in the Turkish medium departments were chosen randomly to use
their GPAs. It is possible to expect the GPAs of the English medium students to be
higher than those of the Turkish medium students since the students who take
higher scores in the UEE enrol in English medium departments. Questionnaires
designed to report the students’” and the lecturers’ perceptions of their academic
situations were given to all of the subjects (250) including the students who were
exempt from further English in preparatory classes before studying in their academic
field for two reasons: 1) To compare their perceptions with those of the students who
acquired their English in the school of foreign languages in order to determine their
particular difficulties, which can be helpful in designing more effective curricula for
preparatory classes. 2) To learn more about the academic situation of the students.

Instruments: Two different sets of language tests were used to determine the
knowledge of the rules of grammar and language proficiency. The former was
designed by the researcher, the latter was one of the former examination papers
(June 1998) of FCE. These tests were administered to the English medium first year
students who took preparatory classes in the School of Foreign Languages in the
Departments of Medicine and Economics. The grade point averages (GPA)s of the
students both in the Turkish and English medium departments were used as criteria
for academic success. The University Entrance Exam (UEE) scores of all groups were
also used to indicate the demographic structure of the students. The data revealing
the lecturers’ and the students’ perceptions of their own academic situation as
criteria for academic success other than GPAs of the students were collected by
means of questionnaires.

FCE is a reference-based test of English proficiency consisting of five subtests at
intermediate level. The interrater reliability of the oral interview section was
estimated using a random sampe of 15 students. It was, w=.411; X2(2) =4,105, p>.05.
Other estimated values of the reliability were as follows: For the reading
comprehension test a=.86 and KR20=.87, for the use of English test a=.65 and
KR20=.70, and for the listening test a=.69 and KR20=.69. Intra-rater reliability of the
writing test was r=0.91. Finally, as the required time for FCE was too long, each part
of it was administered at different times to assure reliability.

A decontextualized discrete-point item test which reflected the philosophy of
language teaching in preparatory classes was used to measure knowledge of the
rules of grammar of the subject group. As a first step, literature was reviewed and
experts of the field were consulted to satisfy content validity. After piloting a 150
itemed draft form of the grammar test on 212 students, construct validity of it was
computed using factorial analysis. The items, the first factorial loading values of
which were below .30 were excluded. The following procedure was item analysis to
examine the quality of remaining items. Item total correlations were calculated to



216 | Eurasian Journal of Educational Research

estimate item discrimination index. Items below .30 were excluded. The same
procedure reapplied on remaining items showed that total correlations for all items
were above .30. To see if the items discriminated between good and poor students,
an independent t-test was also used. T values and total item correlations for each
item were significant at a=.01 level. This result indicated that items in this test
discriminated well among the testees. Coefficient alpha, Kuder Richardson KR 20,
and Spearman Brown split-half were calculated for internal consistency of the test
(a=.97; KR20=.97; Spearman Brown split-half=.94). As a last step experts were
reconsulted and the test-retest technique was used. The association between two
applications (.957) showed the stability of the test scores over time. Consequently, the
test with 100 discrete-point items each of which had 5 options was ready.

Statistical analysis of the group results: Descriptive statistics concerning scores
of academic achievement, language proficiency, and the rules of grammar of the
subject groups are given in Table 1.

Table 1 Descriptive Statistics Concerning Scores of GPA, FCE, and Grammar Test (N=36)

Variable )_( S Median | Lowest Value | Highest Value
Academic Achievement 64.74 16.90 68.00 19.00 91.75
Language Proficiency 112.61 | 24.04 117.45 54.79 161.76
Reading 24.85 7.76 26.31 7.72 35.09
Writing 20.55 5.72 18.82 7.06 32.94
Use of English 21.64 5.72 22.40 6.40 29.87
Listening 20.03 5.37 21.33 8.00 32.00
Speaking 25.52 5.05 25.90 14.60 37.40
Rules of Grammar 67.13 11.72 66.00 41.00 88.00

For both English medium departments of medicine and economics, the
correlational coefficient (r=0.656; p<.01) between academic success and ELP indicated
that academic achievement of students would be high if their ELP grades were high
as well. A similar positive relationship between the rules of grammar grades of
students and their GPAs was found (r=0.505; p<.01). However, when the association
between GPA and grammar was computed taking ELP as a control variable in case
the association found before could be affected by ELP, partial correlational coefficient
(-0.0285; p>.05) confirmed that the positive correlation was actually a result of the
influence of ELP. And, the rules of grammar had no association with academic
success again when the use of English was partialled out (r=0.1056; p>.05). Likewise,
multiple regression analysis based on partial correlational test technique (Table 2)
revealed that while ELP was the major predictor of academic success (T=3.18; p<.01),
grammar scores had a negative correlation with academic success and they were not
predictors of academic success at all (T=-0.16; p>.05).

Table 2. Results of Multiple Regression Analysis Concerning the Relation of
Academic Achievement with Language Proficiency and Rules of Grammar (N=36)

Variable B SEp B T P
Proficiency 048 | 015 | 0.68 | 3.18 | .003
Rules of grammar -0.05 | 0.30 | -0.03 | -0.16 | .871
Constant 14.03 | 12.91 - 1.08 | .285
R=0.656, R2=0.43

F(2;33)=12.46, p=000
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Regression analysis (Table 3) indicated that the listening test was the major
predictor of academic achievement (T=3.38; p<.01). According to the P coefficient
(0.55), the listening test was the major predictor too, while the speaking test was the
second major predictor. Other analyses showed that all variables of language
proficiency demonstrated positive correlational patterns with general language
proficiency and with GPA.

Table 3. Results of Regression Analysis Concerning the Relationship between
Academic Achievement and Scores of ELP Test (N=36)

Variable B SEp B T P
Reading 0.09 0.40 0.04 0.22 .823
Writing 0.27 0.68 0.09 0.39 .693
Use of English 0.06 0.72 0.02 0.08 .936
Listening 1.73 0.51 0.55 3.38 .002
Speaking 0.56 0.49 0.16 1.14 264
Constant 6.64 11.57 - 0.57 570
R=0.738, R2=0.54

F(5;30 )=7.19, p=000

When the data from each subject group was analyzed separately, different results
which could be explained with differences in academic situations were obtained. For
instance, the findings indicated that listening skills had predictive power on
academic success in the Department of Medicine (r=0.830; p<.01), whereas speaking
skills did have predictive power on academic success in the Department of
Economics (r=0. 587; p<.01).

The English medium students could be expected to be more successful in their
academic fields than the Turkish medium students seeing that they got higher scores
in the UEE (English medium department of medicine: (558.73), Turkish medium
department of medicine: (547.94) [t(6=3.53; (p<.05)]). However, their GPA (8=69,64)
was relatively lower than that of the Turkish medium students (8=72,71 [t(26=059;
(p>.05)]. But, UEE of the first year students in the English medium department of
economics who took English preparatory classes were not compared to those of the
students in the Turkish medium department since those students entered the
university before 1999 when UEE system was different. But, GPA of the English
medium students (8=61,62) and that of the Turkish medium students (8=61,06) were
almost the same [t(26=059; (p>.05)].

Analysis of the data which compared the students who studied in preparatory
classes in the school of foreign languages with the ones who acquired their English
through some other means indicated that preparatory courses were not effective
enough to prepare students for EMI. For example: More students who took
preparatory courses than the students who were exempt from further English stated
that:

1.  They had difficulties in understanding lectures (x2=6.56, p<.05).

2. They read Turkish resources in order to compensate for the problem

mentioned above (x2=8.90, p<.05).

3. They had difficulties in taking notes (x2=6.83, p<.05).

4. They could not perform well in exams owing to their limited English

(32.3%) (x2=9.75, p<.05).
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When the data collected from the English medium departments of medicine and
economics was analyzed, significant differences between the groups was found in
the following items. More students in the department of economics stated that:

1. Their lecturers spoke Turkish in the lessons (economics:82.6%; medicine:

39.%) (x2=18.23, p<.05

2. They took notes in Turkish (economics: 48.1%; medicine: 17.8%) (x2=15.09,

p<.05).

3.  Their lecturers were tolerant to their linguistic mistakes in the

exams(economics: 85.4%; medicine: 26.7 %) (x?=39.32, p<.05).

4. Their lecturers let them write in Turkish in the exams (economics: 64.6 %;

medicine: 18.3 %) (x2=26.31, p<.05).

However, more students in the department of medicine stated that they asked
their questions in Turkish during the break time when their lecturers did not let them
speak Turkish in the lessons (medicine:80.0%; economics: 51%). (x2=12.93, p<.05).

The data collected from the lecturers was only used to get an idea about the
problems inasmuch as it was not possible to apply any statistical analyses on them
due to the limited number of individuals in the subject group (13 in the department
of medicine, 6 in the department of economics). Nevertheless, the lecturers gave
valuable information about differences between the academic situations of the two
departments when they were asked to write down any idea related to their academic
situation: It was clear that the students in the department of medicine did not have
to discuss about the subject material in the lessons because the content area was not
open to discussion, and for that reason they had to understand their lecturers well to
master their subject material, while in the department of economics, students needed
to share ideas to master content material. It was stated that in the department of
medicine students were asked multiple choice questions in the exams while in the
department of economics, essay type exams were mostly used.

Reporting, summarizing, and interpreting the results: Findings indicate that
there is a correlation between the grades of ELP test and the GPA of the students,
and ELP is the major predictor of academic achievement. The students studying
through the medium of Turkish are relatively more successful than the students who
study the same content material in English at the faculty of medicine although their
UEE scores are lower. On the other hand, GPAs of the students studying the same
content area through the medium of Turkish and English at the faculty of economics
are almost the same. The data obtained from the questionnaires can explain this. It
indicates that students and lecturers use much more Turkish in their academic
situation in the department of economics than the students in the department of
medicine in spite of the fact that the language of education is English. Therefore,
GPAs of the students in the English medium department of economics who actually
have their education partly in Turkish are almost the same as those of the students in
the Turkish medium department of economics. Conversely, in the department of
medicine where only limited use of Turkish is allowed, students are less successful in
their academic field than Turkish medium students due to the effect of ELP.

While the listening sub-test of ELP is the major predictor of the academic success
in the department of medicine, a similar correlational pattern has been observed
between the speaking sub-test and academic success in the department of economics.
The questionnaires again can give us information about the difference: In the
department of medicine, firstly, students are expected to grasp the information given
in the lessons without criticising or arguing about it since their subject material is not
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open to discussion. Secondly, students are asked multiple choice items in the exams
about what they have been taught in the lessons. Put differently, they have to listen
to their lecturers well in order to succeed in the exams. And thirdly, only restricted
use of Turkish is allowed in classes. Even though they are allowed to ask questions in
Turkish during the break time, they need to understand their lecturers well to be able
to ask proper questions. In the light of this information, the GPAs of the students
mostly depend on their listening skills which enable them to understand lectures. As
for the department of economics, the students can acquire the subject material better
by interacting and communicating with their lecturers and each other to share ideas.
The demographic analysis of the students gives further information that, the
percentage of the students who had English medium secondary education before
(45.4%) is almost the same as that of the students who trust their English to
participate in the lesson (45%). Thus, some students in the subject group actively
exchange information in English in the lessons depending on their English medium
secondary education, and thereby, they can master their content area which entails
critical thinking. These results can explain why the speaking sub-test is the major
predictor of academic success.

DISCUSSION

It is clear from the data that intensive teaching of the grammatical rules in the
school of foreign languages does not help the students much in their academic
situation.

It can also be problematic for the students to share the same learning
environment with the ones who do not have serious cognitive language problems in
terms of their academic education. Demographic analysis of the students indicates
that most of the students who passed the exemption test have acquired their English
through English medium secondary education for years. Therefore, one of the
problems may lie in the period of time spent in the school of foreign languages
which seems not to be long enough to prepare the students who do not have
sufficient English background to get their academic education with those who have
been experienced EMI for years before. In this context, prolonging the period of
education may be very helpful solve the problems in the academic situation using a
criterion that determines ELP levels of the students. Another solution may demand a
change in the Higher Education Law. According to this law, placement of candidates
into English medium departments is based upon their scores other than English. A
different calculation system which includes English scores may help choose the
students with the minimum level of required English. It is also possible to claim, as
another source of the problem, that aspects of ELP correlates differently with
academic success at different academic situations since the way the students and
lecturers use English are not the same in different departments. So, awareness of
specific needs of different academic situations plays a key role in identifying
behavioral objectives of the curriculum. In other words, needs assessment can be a
first step in designing the curriculum of preparatory classes at the school of foreign
languages in order to determine specific skills which the academic situation of the
students requires. The curriculum of post- preparatory courses should be revised as
well, since it aims at developing the reading skills of the students which are not the
strongest predictors of the academic success in the departments under question. In
this respect, dynamic syllabuses can be suggested on the basis of ongoing needs
analyses which reflect the changing needs of the students. Besides, concurrent
administration of post-preparatory classes and academic education can provide
coordination between English teachers and lecturers to find solutions to the
problems of the students before they deteriorate during their education.
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Ogretmenlerin, Ogrenci Catigmalarimi Coziim
Strateji ve Taktiklerinin Sosyal Olusturmacilik
Perspektifinden Incelenmesi*

Examination Of Teachers” Conflict Resolution Strategies And Tactics
From The Perspective Of Social Constructivism

Abbas TURNUKLU*
Meltem ILLEEZ**

(o) 4 Bu arastirmanin amaci, Ogretmenlerin, Ogrenci catismalarini ¢ozim
stratejilerini  ve taktiklerini sosyal olusturmacilik perspektifinden
incelemektir. Calisma tabakali, basit tesadiifi ve uygun orneklem secim
teknikleri kullanlarak secilmis 709 dgrenci, 75 6gretmen ve 21 yonetici ile
calisilarak gerceklestirilmistir. Arastirmanin sonucunda dgretmenlerin
ogrenci catismalarini ¢ézmek icin kullandig stratejilere iliskin 6grenci,
Ogretmen ve yonetici gorisleri arasinda farkliiklar bulunmustur.
Ogretmenlerin hic biri kendisinin yikic1 ¢atisma ¢oziim strateji ve taktik-
lerini kullandiklarmi belirtmezken, 6grencilerin %17’ si dgretmenlerin
kullandiklarmi  belirtmistir. Benzer bicimde, 6gretmenlerin %82" si
kendilerinin yapici catisma ¢oziim strateji ve taktiklerini kullandiklarimi
belirtirken, 6grencilerin %53'ti belirtmistir. Bununla birlikte kullamlan
catisma ¢oztim taktiklerine bakildiginda, en ¢ok 6ne ¢ikan taktik “konusma,
tecriibelerini aktarma ve 6giit vermedir”. Yoneticiler, gretmenlerin 6grenci
catismalariyla karsilastiklarinda, sorunla basa ¢ikmaya calismak yerine,
siklikla yonetime yansitma yolunu sectiklerini vurgulamaktadirlar.
Arastirmada elde edilen sonuglar sosyal olusturmacilik kurami baglaminda
incelendiginde, 6gretmenlerin 6grencilerin “yapict ve igbirlikli” ¢atisma
¢oziim strateji ve taktiklerine iliskin bilgi ve becerilerini olusturmalarina
sinirh diizeyde katkida bulunduklarimi saptanmustir.

Anahtar Sozciikler: Catisma ¢6ziim stratejileri, sosyal olusturmacilik.

ABSTRACT  The purpose of this research was to examine teachers’ conflict resolution
strategies and tactics from the perspectives of social constructivism. The
research was carried out with 705 students, 75 teachers, and 21 school
administrators whom were selected by using stratified, simple random, and
convenience sampling. As a result of the research, it is found that there
were differences among students’, teachers’, and school administrators’
perceptions about teachers’ conflict resolution strategies and tactics.
Whereas 17% of students claim that their teachers use destructive conflict
resolution strategies and tactics, none of the teachers claim that they use
them. Similarly, although 82% of teachers state that they use constructive
conflict resolution strategies and tactics in order to solve students conflicts,
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53% of the students state the same perceptions. When conflict resolution
strategies and tactics were examined, giving advice and speaking with
students were the most frequent tactics. School administrators claim that
teachers frequently reflect students’ conflicts to themselves, instead of
manage them. If the research results were examined according to the
perspectives of social constructivism, it can be said that teachers have
limited contribution to their students’” developing knowledge and skills
about conflict resolution.

Key Words: Conflict resolution strategies, and social constructivism.

GIRIS

En genel aciklamasiyla “catisma”, kisiler arasinda “birbirleriyle uyumlu olmayan et-
kinlikler” s6z konusu oldugu zaman ortaya ¢ikan bir durum olarak tanimlanmaktadir
(Deutsch, 1971; aktaran Borisof, 1998:2). Okulda her bir sifta 20-60 arasi farkh kiilttir,
deger, kisilik, hedef 6zelliklerine sahip 6grencilerin egitim gibi temel bir amag i¢in rasgele
bir araya getirilmesi nedeniyle, kisiler arasi catismalar okul ortammda dogal ve kagmnilmaz
olarak ortaya gikmaktadir. Ogrenci catismalarmin nasil yonetilecegi ise 6nemli bir egitim
sorunudur. Okullar, sadece belirli bilgilerin 6grencilere aktarildi1 ve 6grencilerinde al-
maya ¢alistig1 yerler degil, ayn1 zamanda yasam becerilerinin de kazanildig ve kazanduril-
dig yerlerdir. Bu nedenle, kisiler arasi iliskilerin stirdiirtilmesine yonelik temel bir beceri
olan “catisma ¢oziim” becerilerinin 6grencilere kazandirilmas: énemli bir egitim konusu-
dur.

Kisilerarasi catismalarmn ¢oziimiine yonelik beceriler, didaktik bir yontemle 6grencilere
aktarilan beceriler degil aksine, sosyokiiltiirel ortamda dogal ve dogaclama olarak yasa-
nirken, bizzat 6grenilen becerilerdir. Bu nedenle, okul ortaminin temel belirleyicileri olan
ve ogrencilerin de zamanlarimn 6nemli bir boltimiinii birlikte gecirdikleri 6gretmenlerin,
ogrenci catismalarmi ve anlasmazliklarim ¢oziim stratejileri, 6grenciler i¢in hem bir model
hem de yasayarak ve kendi sorunlarim dogrudan ¢6zerek 6grendikleri bir durum olarak
ortaya ¢tkmaktadir.

Bu baglamda okullarda, dgrenci catismalarimin yonetimine ve ¢oziimiine yoénelik iki
temel yaklasimin s6z konusu oldugu soylenebilir. Birincisi, 8grencilerin davraruslar1 ve
catismalart tizerindeki dis (6gretmen, mudiir, veli vb.) denetim, etki ve miidahaledir.
Digeri ise, 8grencinin davramslar: ve catismalari tizerinde i¢ (6grencinin yine kendisinin)
denetim, etki ve miidahaledir (Johnson ve Johnson, 1992). Aslinda bu yaklasimlar en genel
anlamiyla yetiskin merkezli ve 6grenci merkezli yaklasim olarak da siniflandirilabilir.

Yetiskin merkezli geleneksel yaklasimda 6gretmen, miidiir ya da veli 6grenci catis-
malarmi 6diil ve ceza sistemi kullanarak denetlemeye ve yonetmeye calisir. Bu yakla-
simda, 6grenciler kendi davraruslar tizerinde yetkilendirilmezler. Dolayisiyla kendi dav-
ramglarint kontrol etme becerisi kazanamazlar (Sweeney ve Carruthers, 1996). Ogrencinin
davranisinin nasil kontrol edilecegi, denetlenecegi, yonlendirilecegi ve neyin dogru /
yanlis ya da neyin istenir / istenmez oldugunun belirlenmesinde yetiskinin rolii daha
belirleyicidir. Bu yaklasimimn en énemli dezavantaji, 6grenciye kendi davranslarini denet-
leme, yonlendirme ve karar verme hakkim ya tamimamasi ya da smurh tammasidir. Daha
genis anlamda 6grenciyi disa bagimli bir kimlik ve kiiltiir iginde toplumsallagtirmasidr.

Bu yaklasimin tam karsisinda yer alan 6grenci merkezli yaklasim ise, 6grenciye kendi
davranislari, catismalar1 ve genel anlamda yasamu hakkinda karar verme, secim yapma,
denetleme, degerlendirme ve girisimde bulunma becerisi kazandirmay1 vurgular (Lane ve
McWhirter, 1992). Kisinin 6z denetim ve 6z yonetiminin giiclendirilmesini hedefler. Bu
yaklasimin temel amaci, 6grenciyi kendisiyle ytizlestirmek ve dogru davranist hem kendi-
sinin hem de diger kisinin gereksinmelerini karsilayacak bicimde yine 6grenciye bul-
durtmaktr.
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Ogrencilerin catismalarina nasil yaklagim gosterilecegi “olusturmacilik” kuramimin
15181 altinda incelendiginde stireg daha da belirginlesecektir. Oncelikle olusturmacilik
ogrenme ya da anlam olusturma kuramudir. Birey, kendi anlamim, daha 6nceki bildigi ve
inandig1 diistincelerle etkileserek yine kendisi olusturur (Richardson, 1997). Bu baglamda
olusturmacilik, 6gretimin aciklanmasina ya da tarimlanmasima degil, 6grenmeye iliskin
bir kuramdir (Fosnot, 1996). Sosyal olusturmacilik kuramu, {iretilen bilgi ve becerilerin
bireysel olmak yerine, toplumsal etkilesim igerisinde birey tarafindan bizzat aktif olarak
olusturuldugunu ve icsellestirildigini vurgulamaktadir. Bu baglamda bilgi, bireyin disari-
dan pasif olarak dogrudan aldigt bir sey degil, sosyal etkilesim igerisinde aktif olarak
olusturdugu, yapilandirdig ve igsellestirdigi bir seydir (Lee ve Greene, 1999). Ogrendi,
sosyal yasama iliskin bilgisini, kendisi disindaki bireylerle etkilesim icerisinde olusturdugu
icin, kisinin diger yetiskinlerle olan problem ¢o6zme diyaloglar1 oldukca tnem kazan-
maktadir.

Bu baglamda 6gretmenlerin, 6grenci ¢atismalarim ¢oziim stratejilerinin sosyal olus-
turmacilik kuramina dayali olarak incelenmesinin nedeni, 6grencilerin kisiler aras1 catis-
malarin ve anlasmazliklarin ¢oztimiine iliskin bilgilerini ve becerilerini didaktik bir bi-
cimde, dersler, ogiitler, akil vermeler, yonergeler, emirler ve yazili kurallar yoluyla degil,
bizzat dogrudan girdikleri problem ¢6zme diyaloglar1 ve sosyal etkilesimler yoluyla olus-
turduklar tezidir. Bu baglamda, bir yetiskin olarak 6gretmenlerin 6grenci ¢atismalarin ve
anlasmazliklarim ¢6zerken takindig tavir ve rol, 6grencinin hem catisma ¢oziimiiyle ilgili
bilgi ve beceri kazanmasma etki etmekte hem de bilissel gelisimine katkida bulunmakta-
dir.

Sosyal olusturmacilik kuramma gore, birey ve toplum birbirine ayrilmaz bicimde bag-
lidir. Birey kendini diger bireylerle kurdugu sosyal etkilesimler yoluyla yapilandirir (Er-
nest, 1996). Ogrenci, sosyal etkilesim siirecinde bilgiyi ve anlami, problem ¢ozme etkinlik-
leri yoluyla miizakere ederek olusturur. Dolayisiyla olusturulan anlam, sosyal etkilesimin
ve miizakerenin bir tirtintidiir. Bu baglamda 6grencilerin, sorunlarmin ¢6ztimiinde en stk
bagsvurduklar kisiler olan 6gretmenlerin rolii, onem kazanir. Bir yetiskin olarak 6gretme-
nin &grencinin olast gelisim potansiyeli {izerindeki rolii incelenmelidir. Oretmen ya da
daha yeterli bir akran, 6grencinin sosyal ve kiiltiirel deneyimlerine rehberlik yapar ve
kolaylagtirir. Ogrenciler yetiskinlere ait anlamlar1 ve deneyimleri, onlarla girdikleri igbirligi
ve etkilesim yoluyla 6grenirler. Bu stireg 6zellikle “problem ¢6zme diyaloglari” yoluyla
gerceklesir (Jaramilla, 1996). Rogoff (1990) bu siireci klavuzlu katihm (guided
participation) modeliyle agiklamaktadir. Ogrenci kiiltiirel ve toplumsal etkinliklere, bir
yetiskinin kilavuzlugunda katilir. Dolayisiyla yetiskin ve 6grenci arasmnda, usta ¢irak iliski-
sine benzer bir iligki ortaya ¢ikar. Bir yetiskin olarak 6gretmen, 8grenciyle girdigi problem
¢6zme diyaloglarinda “catismalarin ¢oziimiinde” 6grenciye “rehberlik” yapar. Bu stirecte
Ogretmen sorulariyla, aciklamalariyla, diyalog tarziyla hem 6grenciye model olur, hem de
bu yolla problemin diger bir ifade ile catismanin yapici ¢oztimiinde 6grenciye kilavuzluk
eder.

Verilen bu alan yazin bilgilerinin 15181 altinda arastirmamin amaci, lise diizeyinde 6g-
renci ¢atismalarini 6gretmenlerin ¢6ziim stratejilerini, 6grencilerin, 6gretmenlerin ve okul
yoneticilerinin bakis agisindan incelemektir. Bu hedef dogrultusunda arastirmada dort
sorunun yaniti aranmaktadir. Bunlar: Ogretmenler alt sosyo-ekonomik cevrelerde bulu-
nan liselerde, 6grenci catisma ve anlagmazlilari ile nasil basa ¢tkmaktadir? Ogretmenlerin,
ogrenci catismalariyla basa ¢ikma stratejileri, sosyal olusturmacilik kuramina gore nasil
bir yonelim gostermektedir? Bay ve bayan 6grencilerin goriisleri arasinda istatistiki olarak
anlamh bir farklilik var mudir? Ogrenci, 6gretmen ve yonetici goriisleri arasinda farklilik
var mudir?
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YONTEM

Veri Toplama Araclari: Arastirmada, alt sosyo-ekonomik cevrelerde bulunan genel li-
selere devam eden dgrenciler arasinda yasanan catismalarm ¢oziim stratejilerine iligkin
ogrencilerden ve 6gretmenlerden veri toplamak icin anket, okul yoneticilerinden veri
toplamak icin ise goriisme protokolii kullamlmustir. Arastirmada uygulanan anketlerden
ilk ikisi sadece acik uglu sorulardan olusan dgrenci ve dgretmen anketidir. Digeri ise acik
uclu sorulardan olusan anketlerden elde edilen verilerin, icerik analizi sonuglarma gore
yapilandirilmus, kapali uclu sorulardan olusturulmus 6grenci anketidir.

Ogrencilerden ve gretmenlerden daha ayrintilh ve derin bilgi elde etmek icin, anket
sorular1 agik uglu olarak sorulmustur. Anket sorularmin acik uglu olmasi 6grencilerin, “her
soruya kendi diistincelerini 6zgfirce katma firsatin1” vermektir (Babbie, 1990:45; Gall, Borg
and Gall, 1996:295; Oppenheim, 1996:112). Dolayisiyla &grenciler ve ogretmenler,
kisileraras1 catismalara ve anlasmazliklara iliskin gortislerini, kendi ctimleleriyle tarum-
lama ve agiklama firsati elde etmistir. Acik uclu sorularla elde edilen veriler 6nce igerik
analizi teknigiyle analiz edilerek, belirli kategoriler ¢ikarilmis, daha sonra ise bu kategoriler
tizerine kurulu kapali uglu sorulardan olusan anket gelistirilmistir. Dolayisiyla ayni 6r-
nekleme hem agik uglu sorulardan olusan hem de kapali uglu sorulardan olusan anket
uygulanarak verilerdeki tutarlilik da test edilmistir.

Hem o6grencilere hem de 6gretmenlere uygulanan ilk anketteki sorularmn tiimii agik
uclu oldugu igin, ankete iliskin gegerlik ve giivenirlik galismast stirecinde, sadece gegerlik
calismasi yapilmustir. Gegerlik calismasinda, “yiiz gortints gecerligi” (Hovardaoglu, 2000)
egitim fakiiltesinde calisan gretim tiyelerinin ve okullarda calisan 6gretmenlerin goriisle-
rine bagvurularak gerceklestirilmistir.

Gtivenirlik analizi stirecinde ise, analiz anket icin degil, analizi yapan aragtirmaci icin
gerceklestirilmistir. Bu baglamda arastirmacimn metindeki anlam 6beklerini ve temalari
onceden belirlenmis kategorilere ne kadar tutarli ve dogru kodladigini tespit etmek icin
“kodlama giivenirligine” bakilmistir (Silverman, 1993; Miles ve Huberman, 1994; Kvale,
1996; Bakeman ve Gottman, 1997). Arastirma verilerinden alinan bir grup veri, bir hafta
arayla iki kez ayni kategorilerle, arastirmaci tarafindan kodlanarak, aragtrmacimnin kendi
tutarliigma bakmak yoluyla gerceklestirilmistir. Arastrmacinin kodlama giivenirlik kat-
sayist “.95” bulunmustur.

Arastirmada, calisilan okullarda yonetici sayisi siirlt oldugu icin, yoneticilerle anket
uygulamak yerine “goriisme” yapilmustir. Goriisme stirecinde okul yoneticilerinden kar-
silastirmal1 veri elde etmek icin, “yar1 yapilandirilnus” goriisme teknigi kullamlmustir.
Gortisme sorulart agik uglu anket sorularma paralel olarak gelistirilmistir. Bu yaklasimin
nedeni aym sorunun yanitiny, farkli okul tiyelerinde aramaktir. Béylece aynt soru 6gren-
ciye, 6gretmene ve yoneticiye degisik tekniklerle yoneltilerek hem elde edilen sonuglarin
dogrulugu ve giivenirligi test edilmis hem de cesitleme (triangulation) teknikleri arasinda
yer alan veri gesitlemesine (Denzin, 1989) ait kisi cesitlemesinin geregi yerine getirilmistir.

Orneklem: Arastirma; fzmir’de, Konak merkez ilcede (toplam 14 genel lise), alt sosyo-
ekonomik cevrelerde bulunan 7 genel lisede dokuzuncu ve onuncu simf 6grencileri ve bu
yas grubuna derse giren 6gretmenler ve okul yoneticileriyle ¢alisilarak gerceklestirilmistir.
Aragtirma orneklemi sirayla “tabakali, kiime ve uygun” (Balci, 2000: 95-96; Yildirim ve
Simsek, 1999:66-67; Fink, 1995:10-11) 6rneklem segim teknikleri kullanilarak olusturul-
mustur.
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Acik uglu sorulardan olusan 6grenci ve 6gretmen anketi 2002-2003 akademik yilinm
bahar déneminde uygulanmustir. Anketler 177’si bayan 182’si bay olmak tizere toplam 359
Ogrenciye ve 47’si bayan 28’1 bay olmak tizere toplam 75 6gretmene uygulannustir. Elde
edilen sonuglara gore yapilandirilan ikinci anket ise 2003-2004 akademik yilin bahar do-
neminde 185’i bayan 165'i bay olmak {izere toplam 350 6grenciye uygulanmustir. Yar
yapilandirilmis gortisme 21 okul yoneticisiyle cahisilarak 2003-2004 akademik yilinda
gerceklestirilmistir. Yoneticilerin 20’si bay 1'i de bayandir. Bay ve bayan okul yoneticisi
oramindaki farkliigin nedeni bazi okullarda bayan yoneticilerinin ¢ok az, bazilarinda ise
hi¢ olmamasidir.

Verilerin Analizi: Calismada kapali uglu sorulardan olusan anketten elde edilen veri-
ler, istatistiksel analiz teknikleri kullamilarak analiz edilmistir. Buna karsin, acik uglu soru-
lardan olusan hem 6grenci hem de 6gretmen anketinden elde edilen nitel verilerin kapal
uclu sorulardan olusan anketten elde edilen sonuglarla karsilastirilabilmesi igin, igerik
analizi teknigi (Silverman, 1993; Manning ve Cullum-swan, 1998; Yildirim ve Simsek, 1999,
Bilgin, 1999; Bilgin, 2000) kullanilmustir. Dolayisiyla nicel sonuglar elde edilmistir. Boylece
her iki anket tiiriinden elde edilen sonuglarin karsilagtirilabilmesi miimkiin olmustur.

Verilerin analizi ve bulgularm sunumu stirecinde, verilen catisma ¢oztim taktikleri,
arastirmanin verilerinden ¢ikarilmus, stratejiler ise literatiire bagh olarak belirlenmistir. Bu
baglamda taktikler, {i¢ temel catisma ¢oziim stratejisi olan “isbirlikli yapici biittinlestirici,
yikici ve kaginma,” cercevesinde (Bodine, Crawford ve Schrumpf, 2002; Lulofs ve Cahn,
2000; Schrumpf, Crawford ve Bodine, 1997, Fisher, Ury & Patton, 1991) yeniden
kategorilendirilmistir.

Okul yoneticileriyle yapilan gortismelere ait verilerin sunumunda, kisilere iliskin de-

”,ou

mografik dzellikler kisaltmalarla sunulmustur. “Den: Meslekte deneyim”; “y. den: Yonetici

7,

olarak deneyim”; “M. yard.: Mudiir yardimcisi”.

BULGULAR VE TARTISMA

Ogretmenlerin kendilerine yansiyan 6grenci catismalartyla bag etmek iin kullandiklart
catisma ¢oziim strateji ve taktiklerine iliskin 6grenci, 6gretmen ve yonetici goriisleri Tablo
1, 2 ve 3'de yer almaktadir. Tablo 1'de gortildtigii gibi, 6gretmenlerin kendilerine yanstyan
ogrenci catismalariyla basa ¢ikmak igin kullandiklari ¢atisma ¢oziim stratejilerine iliskin
Ogrenci gorisleri dort temel kategoride toplanmustir. Bunlar “isbirlikli, yapic, biittinlesti-
rici strateji %53”, “yikici strateji %177, “disaridan yardim alma %7” ve “diger %23” katego-
risi icerisinde yer alan taktiklerdir. Belirtilen stratejilere ait catisma ¢oztim taktiklerinden en
yiiksek yiizdelik degerlere sahip olarak, ii¢ taktik gze carpmaktadir. Bunlar “Ogrencilerle
konusma, tecriibelerini aktarma, 6gtit verme %34”, “Her iki 6grenciyi dinleme, sorunun
¢oztimiinde arabuluculuk yapma %14” ve “Sorunun 6gretmene yansimamasi %16” tak-
tikleridir. Bunun disindaki taktiklerin yiizdelik degerleri oldukga diisiiktiir. Ogrenci go-
riiglerine dayal olarak, tabloda sunulan bu yiizdelik degerlerden 6gretmenlerin 6grenci
catisma ve anlasmazhklarina iliskin ¢oziim strateji ve taktiklerinin isbirlikli, yapic1 ve
biittinlestirici yonelimli oldugu, gortilmektedir. Bununla birlikte, 6gretmen davramslarmm
yetiskin odakl1 bir yapicilik icerdigi soylenebilir. Bu yargmn nedeni “sorunu taraflara
¢ozdiirme” tekniginin sadece bir kisi tarafindan belirtilmesi ve “her iki 6grenciyi dinleme,
sorunun ¢dziimiinde arabuluculuk yapma” taktiginin % 14 gibi bir oran icermesidir.
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Tablo 1. Ogretmenlerin égrenci catismalarin ¢oziim strateji ve taktikleri (icerik analizi sonuglari)

Bayan Bay Toplam
Stratejiler Taktikler 177) (182) (359)
F % F % F %

61 36 58 32 119 34

Ogrencilerle konusma, tecriibelerini aktarma, ogiit

igbirlikdi, ‘P]ferl{n fkl ogrenciyi dinleme, sorunun ¢oziimiinde
biitiinlesti- srencry ’ ¢ 27 16 2 12 49 14
rici, yapict arabuluculuk yapma
sh-a{te'iler Taraflar1 baristirma 7 4 9 5 16 5
) Sorunu taraflara ¢6zdiirme - - 1 1 1 0
Sorunu smif¢a tartisarak uygun bir ¢oziim bulma. 1 1 - - 1 0
Toplam 9 57 90 50 186 53
Fiziksel siddet uygulama (Ogrenciyi dsvme.) 1 1 11 6 12 3
Sozel siddet (Ogrenciye kizma, bagirma, azarlama,
3 2 3 2 6 2
Yakact hakaret etme)
strateiiler Ogrencileri uyarma. 4 2 8 4 12 3
) Ogrencileri bagindan savma; ilgilenmeme. 11 6 9 5 20 6
Tehdit etme. 3 2 4 2 7 2
Ogrenciyi cezalandirma 1 1 4 2 5 1
Toplam 23 14 39 21 62 17
Disaridan Ogrencinin velisi ile goriigme. 1 1 3 2 4 1
samca Psikolojik darusma ve rehberlik servisinden yardim
yardim alma 1 1 - -1 0
alma Okul yonetimine bildirme; disipline verme 4 2 17 9 21 6
Toplam 6 4 20 11 26 7
Hig boyle bir sorunum olmadi 11 6 3 2 14 4
Diser Sorunun dgretmene yansimamast 27 16 28 15 55 16
& Cozememe 7 4 4 2 11 3
Toplam 45 26 35 19 80 23
Genel toplam 170 100 184 100 354 100

Ogretmenlerin kullandiklart gatisma goziim strateji ve taktikleri sosyal olusturmacilik
kuramu cercevesinde degerlendirildiginde ti¢ taktigin kuramla ilintili oldugu goértilmistir.
Bunlar “her iki 6grenciyi dinleme, sorunun ¢éziimiinde arabuluculuk yapma”, “taraflart
baristirma” ve “sorunu taraflara ¢ozdiirme”dir. Bu taktiklere iliskin toplam ytizdelik dege-
rin %20 olmasy, oldukga az 6gretmenin sosyal olusturmacilik kurami cercevesinde, catisma
coziim strateji ve taktiklerini kullandigini gostermektedir. Diger yandan, “Ogrencilerle
konusma, tecriibelerini aktarma, 6giit verme” taktiklerinin sosyal etkilesim odakli gibi
gortinmesine karsin, “problem ¢ozme ve miizakere” tekniklerinden 6te, monolog tarzi bir
icerige sahip ve ogretici olduklari icin, sosyal olusturmacilik agisindan etkili bir yol olma-
dig1 soylenebilir.

Bay ve bayan 6grencilerin, 6gretmenlerinin catisma ¢oztim strateji ve taktiklerine ilis-
kin goriisleri arasinda toplam frekans degerleri tizerinden istatistiksel bir farklilik olup
olmadigimi test etmek icin yapilan X2 analizinde anlaml bir farklilasma X2 =12,58, sd=3,
P<.05, n=359) saptanmustir. Bay ve bayan &grenciler, 6gretmenlerin kendi sorunlarmi
¢6zimii igin farkl stratejileri ve taktikleri degisen oranlarda kullandiklarim belirtmislerdir.

Bay ve bayan dgrencilerin goriislerine dayal olarak, 6gretmenlerin kullandiklar: stra-
tejilerin dagilimi kendi icinde karsilastirildiginda ise, hem bayan (X2 =107,79, sd=3, P<.05,
n=170) hem de bay 6grencilerin (X2 =60,48, sd=3, P<.05, n=184) algilar1 arasinda, anlaml
bir fark bulunmustur. Hem bay hem de bayan ¢grencilerin “isbirlikli, biittinlestirici, ya-
pict” stratejiyi daha gok tne ¢ikardig saptanmustur.
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Ogretmenlerin catisma ¢oziim stratejilerinin saptanmasma iliskin icerik analizi sonug-
lar1, kapali uclu sorulardan olusan anket haline getirilip survey teknigine uygun olarak
tekrar ayn1 6grencilere uygulanarak elde edilen sonuglar Tablo 2'de yer almaktadir. Tablo
2'de de bir 6nceki tabloda (1) yer alan sonuglara benzer bir yonelim tespit edilmistir. Og-
renciler, 6gretmenlerin en sik kullandiklar1 catisma ¢oztim taktiklerini su sekilde belirt-
mislerdir: ”Ogrencilerle konusma, tecriibelerini aktarma, 6giit verme (% 57,1), her iki
ogrenciyi dinleme, sorunun ¢6ztimiinde arabuluculuk yapma (% 33,7), taraflar1 baristirma
(% 27,7)". Yartlarda “igbirlikli, btittinlestirici, yapic1” strateji ve taktiklerin daha ¢ok ¢ne
¢ikarildigy goriilmektedir. Buna karsin, en seyrek kullanilan taktikler ise sunlardir: Okul
disindan destek alma (% 3,4), tehdit etme (% 3,7), fiziksel siddet uygulama (6grenciyi
dovme) (% 4,3), 6grenciyi cezalandirma (% 5,1), 6grencileri basindan savma; ilgilenmeme
(% 54), cozememe (% 7,7), sozel siddet (kizma, bagirma, azarlama, hakaret etme) kul-
lanma (% 8,6), okul yonetimine bildirme (% 10,6). Ogrenciler, 6gretmenlerin siddete yone-
lik “y1ikic1” strateji ve taktikleri ok seyrek kullandiklarini belirtmislerdir.

Tablo 2. Ogretmenlerin 6grenci catigmalarim ¢iziim  strateji ve taktikleri (kapah uglu sorulardan olugan
anket sonuglari)

Catisma Bayan Bay Toplam
¢ozim Catisma ¢oziim taktikleri (185) (165) (350)
stratejileri F % F % F %

Ogrencilerle konusma, tecriibelerini

s 113 611 87 527 200 571
aktarma, 6gtit verme.

Isbirlikli,  per ki sgrenciyi dinleme,
yapial V€ gorunun goziimiinde arabuluculuk yapma
biitiinlesti-

68 368 50 303 118 337

.. .. Taraflar1 barisirma 48 259 49 297 97 277

rici  strateji-

ler Sorunu taraflara ¢ozdiirme 30 162 36 21,8 66 189
Sorunu siifca tartisarak uygun bir ¢6ziim 38 205 33 200 71 203
bulma.
Flnnksel siddet uygulama (6grenciyi 3 16 12 73 15 43
dovme)
Sozel siddet (kizma, bagirma, azarlama,

Yikici hakaret etme) kullanma. 1686 14 85 30 86

stratejiler ~ Ogrencileri uyarma 4 238 40 242 84 240
C)grencileri basmdan savma; ilgilenmeme. 8 43 11 6,7 19 54
Tehdit etme. 3 16 10 6,1 13 3,7

5

16

Ogrenciyi cezalandirma 27 13 79 18 51
Ogrencinin velisi ile goriisme. 86 31 188 47 13,4
Okul yonetimine bildirme 13 70 24 145 37 106
Disandan 4 sk Dan Rehberlik
yardim alma ~ <0 sma ve kehber 30 162 15 91 45 129
servisinden yardim alma.
Okul disindan destek alma. 2 1,1 10 6,1 12 34
Hig boyle bir sorunum olmadi 63 341 25 152 88 251
Diger Sorunlarimi 6gretmenlere yansitmama 47 254 36 218 83 23,7
Cozememe. 6 32 21 127 27 7,7

Ogrencilerin, tgretmenlerin gatisma ¢oziim strateji ve taktiklerine iligkin goriigleri
Tablo 1 ile karsilastirldiginda, yiizdelik degerler bakimindan, oldukca ¢nemli artiglar
goriilmektedir. Bununla birlikte en yiiksek orandaki artislar isbirlikli, yapici ve biittinlesti-
rici stratejilere ait taktiklerde goriilmektedir. Burada veri toplama teknigi agismdan ilging
bir goriintim ortaya ¢tkmaktadir. Ogrencilerin acik ve kapali uglu anket sorularma verdik-
leri yarutlar yiizdelik degerler bakimindan birbirinden nemli farklilik gostermektedir. Bu
nedenle elde edilen sonuglar hem aragtirma sonucu olmak bakimindan hem de “yéntem
bilim” bakimindan oldukga anlamlidar.
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Sonuglar, sosyal olusturmacilik kurami gergevesinde degerlendirildiginde 6gretmenle-
rin kullanmus olduklart “isbirlikli, yapic1 ve biittinlestirici strateji” ye iliskin taktiklerden
tictintin kuramla ilgili oldugu dustintilmektedir. Bunlar “Her iki 6grenciyi dinleme, soru-
nun ¢oztimiinde arabuluculuk yapma” “taraflart baristirma” ve “sorunu taraflara ¢6z-
diirme” dir. Ug taktigin dagihmma bakildiginda 6grencilerin en azindan %30'u (her bir
ogrenci bu tig taktikten farkli bir tanesini de isaretlemis olabilir) 5gretmenlerin bu taktikleri
kullandiklarmi séylemektedir. Sosyal olusturmacilik kuramimn odagmnda yer alan prob-
lem ¢6zme, miizakere, tartisma (Jaramilla, 1996) gibi etkilesim stireglerinin kullanildig
soylenebilir. Benzer bicimde 6grencilerin belirttikleri “Ogrencilerle konusma, tecriibelerini
sine karsm, bu davranislarn sosyal olusturmacilikla paralelligin kurulmasi bir onceki
tabloda da oldugu gibi kolay goriinmemektedir. Ciinkii sosyal olusturmaciligin ve 6grenci
merkezli sorun ¢6zme stratejilerinin odaginda, yetiskinin sorunu problem ¢6zme ve mii-
zakere yoluyla ¢ozerek hem 6grencinin olast gelisim potansiyeline (Vygotsky, 1978) kat-
kida bulunma, hem de usta cirak iliskisi icerisinde (Rogoff, 1990) miizakere ederek 6gren-
cinin bilissel ve duyussal gelisimine katkida bulunma s6z konusudur. Bu yaklasimdan,
boyle bir sonucun ¢ikarilmasi gii¢ gibi gortinmektedir.

Ogretmenlerin, 6grenci catismalarini nasil ¢ozdiiklerine iliskin hem kendilerinin ve
hem de &grencilerin goriislerine iliskin sonuglar karsilastirmali olarak Tablo 3'de veril-
mektedir.

Tablo 3. Ogretmenlerin dgrenci atigmalarim ¢oziim stratejilerinin Ggrenci ve §retmen goriislerine bagl
olarak incelenmesi (icerik analizi sonuglari)

Stratejiler Taktikler Ogrenci  Ogretmen
(359) (75)
F % F %

Ogrencilerle konusma, tecriibelerini aktarma, 6giit 119 34 3 45

Isbirlikli, VHeer“f; ssrencivi dinl sptiminde arab
biitiinlestirici, grenciyi dinleme, sorunun ¢éziimiinde arabu- 6 ;4 54 o5
luculuk yapma
Z;E:Siler Taraflar1 baristirma 16 5 5 5
) Sorunu taraflara ¢ézdiirme 1 0 7 7
Sorunu smifca tartisarak uygun bir ¢éziim bulma. 1 0 - -
Toplam 186 53 79 82
Fiziksel siddet (Ogrenciyi dovme.) 12 3 - -
Sozel siddet (Ogrenciye kizma, bagirma, azarlama, 6 5
Yakicr I}akaret. et’rpe)
stratefiler Ogrencileri uyarma. 12 3 - -
Ogrencileri basindan savma; ilgilenmeme. 20 6 - -
Tehdit etme. 7 2 - -
Oprenciyi cezalandirma 5 1 - -
Toplam 62 17 - -
Ogrencinin velisi ile goriisme. 4 1 5 5
Disaridan Psikolojik damsma ve rehberlik servisinden yardim 1 0 9 9
yardimalma alma
Okul yonetimine bildirme; disipline verme 21 6 2 2
Toplam 26 7 16 16
Hig boyle bir sorunum olmadi 14 4 - -
Diger Sorunun dgretmene yansimamast 55 16 - -
Cozememe 11 3 - -
Toplam 80 23 - -

Genel toplam 354 100 95 100
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Tablo 3'deki sonuglar diger iki tabloyla (1 ve 2) benzerlikler gostermektedir. Buna kar-
sin, 6gretmenlerin ve 6grencilerin gortisleri arasinda ytizdelik oranlar bakimindan farkl-
liklar soz konusudur. Hem 6gretmenlerin hem de 6grencilerin “isbirlikli, biittinlestirici,
yapic1” stratejiyi one ¢ikarmalarina karsmn, 6grenci yarutlarinin % 53’1, 6gretmen yanitlari-
min ise % 82'si 6gretmenlerin “igbirlikli, bittinlestirici, yapic1” stratejiyi kullandigim gos-
termektedir. Benzeri bir farklihik “yikict” strateji icin de s6z konusudur. Ogrencilerin % 17’
si ogretmenlerin kendilerine yansityan 6grenci catismalarim yikic strateji ve taktiklerle
¢ozdiiklerini belirtirken, 8gretmenler, kullandiklar1 yikici catisma ¢oziim strateji ve taktik-
lerine iliskin bilgi vermemislerdir. Bunun nedeni, anket sorularimn agtk uglu olmasi nede-
niyle 8gretmenler olas1 siddet iceren uygulamalar1 yazmaktan cekinmeleri ve sosyal kabul
edilebilirlik cercevesinde yamt yazmis olmalari olabilir. Benzeri bir farkliik “disaridan
yardim alma” ve “diger kategorisi” i¢in de so6z konusudur. Bu farkliliklarin, 6gretmenlerin
kendilerine yonelik algilar1 ve degerlendirme bicimleri ile sorunu bizzat yasayan 6grenci-
lerin gérme ve algilama bicimleri arasindaki farkliliktan kaynaklandig1 soylenebilir. Og-
retmenlerin ve dgrencilerin hem ilgi alanlarmdaki farkhiliklar ve hem de odaklarlan &ge-
lerdeki farklilhiklar buna neden olarak gosterilebilir.

Okul yoneticilerinin 6gretmenlerin dgrenci catismalariyla basa ¢ikma stratejilerine ilis-
kin goriigleri iki temel yaklasimin etrafinda bigimlenmektedir. Bunlarm ilki, 6gretmenlerin
catismalart bizzat ¢cozmeye kalkismalari, digeri ise okul yonetimine yansitmalaridir. Okul
yoneticileri, dgretmenlerin sorunlar1 ¢ncelikle iletisim kurarak ¢6zmeye calistiklarim be-
lirtmektedirler. Bu yaklasima iliskin veriler asagida yer almaktadur.

“Ogrenciyle empati kuruyor. Nasihat veriyor. Deneyimlerini anlatiyor.” (Den:20;
Y.den: 12:Bay;M.yard.)

“Ogretmenler kendi ¢szmeye calisiyor. Cozemediginde rehberlik servisine ya da bize
getiriyor ...” (Den:21;Y.den:10:Bay;M.yrd.)

“...0grencinin gercek sorunlarma inerek dgrencinin sorunlarim ¢oziiyorlar...” (Den:20;
Y.den: 3: Bay; M.yard.)

“Ogretmen kendi icinde hakh haksiza karar verir. Uyarr. Karsilikli birbirinden 6ziir
dilemelerini saghyor. Velilerini cagirip rehberlik servisine gonderiyor.” (Den:25;Y.den:5:
Bay; M.yrd.)

Yukaridaki alntilarda da goriildiigi gibi, yoneticiler gretmenlerin kendilerine yansi-
yan sorunlari karsilikh iletisimle, konusarak ¢ozmeye calistiklarint belirtmislerdir. Bununla
birlikte, burada temel bir sorun yer almaktadir. Bu sorun 6gretmen mitidahalelerinde
“nasihat”, “akil verme”, “deneyimlerini anlatma” ve “hakliya haksiza karar verme” gibi
yetiskin odakli yaklasimlardir. Bu yaklasimlar 6ziinde iletisim odakli miidahale gibi
gortinmesine karsim, yetiskin miidahalesi uzun dénemde 6grencide sorunlarmin ¢6ziimii
icin bir dis yetke ya da otoritenin gereksinimine yonelik bir 6z yaratma olasiigmdan do-
lay1 da, yikic1 bir miidahale gibi gortinmektedir. Yonetici goriislerinden 6grencinin soru-
nun ¢oziimiine katilmasini saglama ve sorun ¢ézme siirecinde kilavuzluk yapma (Rogoff,
1990) gibi sosyal olusturmaciligin 6nermelerine yer verilmedigi anlasiimaktadir.

Yoneticiler tarafindan gretmenlerin 6grenci ¢atismalarini, kimi zaman ¢ncelikle emek
harcayarak, kimi zaman da hi¢ emek harcamadan dogrudan yénetime basvurarak ¢6z-
meye calistiklar1 da vurgulanmaktadir. Bu konudaki yonetici gortisleri asagida yer al-
maktadir.

“Onlar genellikle posta memuru gibi, bilhassa bayan 6gretmenler, dogan problemleri
okul idaresine getirmekle ¢oziim bulur. Sorunu idareye getirir.” (Den:25;Y.den: 23: Bay;
Mudiir)
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“...sorundan kacarak elini tasin altina sokmadan, ¢cocugu toplayip yallah bize getiri-
yorlar. Coztim sizde diyor. Ne yaparsanz yapm diyor. Halbuki 6grenciyi bizden iyi
taniyor. Dersine giriyor. Ozellikle yeni nesil geng 6gretmenlerin %80'i boyle.” (Den:19;
Y.den:6: Bay;M.yrd.)

“Genel egilim, sorunu okul miidurluginiin ¢ozmesini bekliyor. Bu 6grencinin bura-
dan gitmesini istiyor. Ama boyle diisinmeyen arkadaslarda var. Ogretmenler sorunun
kendisinin ¢zecegini diistinmiiyorlar. Ogretmenler egitimciliklerinden &te yetkilerini
kullanmak istiyorlar.” (Den:23;Y.den:8:Bay;Miidiir.)

Yukaridaki alntilarda goriildiigii gibi, bazi okul yoneticilerinin goriisleri, 6gretmenle-
rin sorun tizerinde hi¢ ¢aba harcamadan dogrudan okul yonetimine yansitma ve disiplin
yonetmeliklerine basvurma egilimi gosterdigine iliskindir. Yine bazi yoneticiler elestiriyi
bir adim daha ileri gotiirerek, giintimiiz dgretmenlerinin sadece 6gretimle, yani bilissel
alanla mesgul oldugunu, 6te yandan 6grencilerin egitimiyle diger bir anlatimla sosyal ve
duygusal gelisimleriyle yeteri kadar ilgilenmediklerini vurgulamaktadirlar. Dolayisiyla,
miinferit sorunlar yetkeci miidahalelerle bastirilsa veya ortadan kaldirilsa bile, sorunlarin
gercek nedeni olan sosyal ve duygusal gelisimin eksikligi ya da yetersizligi nedeniyle bir
dontistim saglanamamaktadir.

SONUC VE ONERILER

Bu arastirmada, tizerinde durulan temel konu, lise 6gretmenlerinin kendilerine yansi-
yan 6grenci catismalarimi ¢dzmek icin nasil bir yaklagimu o6lctit aldigidr. Ogrenci catisma-
larma, 8gretmenlerin nasil yaklastigmna iliskin olarak, sorunu bizzat yasayan dgrenci, so-
runa miidahale eden gretmen ve dolayli olarak katilan yonetici noktasindan bakildiginda
dort temel yaklasim ortaya ¢ikmaktadir: Sorunu yapici olarak dgrenci odakl ¢ozme diger
bir anlatimla sorunu yaratanlara ¢ozdiirme yaklasimi; Sorunu yapici olarak ¢ézme ancak
yargic gibi dogruya yanlisa karar verme; Sorunu yikici olarak siddet kullanarak ¢6zme;
Sorunun ¢oziimiinii disarida arama.

Bu ¢alismanin sonucunda, birinci strateji olan 6grenci odakli, sorunu taraflara ¢ozdiir-
menin seyrek olarak segilen bir yaklasim oldugu ortaya gikmaktadir. Ogrencilerin sosyal
ve duygusal gelisimlerine ve kisiler aras1 ¢atismalar1 yapici sekilde ¢oztimlemelerine ilis-
kin, bilgilerini ve anlamlarim gelistirmelerine en fazla katkida bulunan bu yaklasimin,
diger yaklasimlara gore ¢ok seyrek kullanildigy goriilmektedir. Hem 6grenciler hem 68-
retmenler ve yoneticiler, 6gretmenlerin yetiskin odakl yapic1 catisma ¢oztimiinii daha ¢cok
kullandiklarmi vurgulamaktadirlar. Yikicr yaklasimin kullamildigimi - sadece 6grenciler
belirtmektedirler. Son yaklasim olan sorunun ¢oztimiinii disarida arama yaklagimin ise
ozellikle sorunu bizzat yasayan yani kendisine bagvurulan yoneticiler vurgulamaktadirlar.
Tkindi, tigiincti ve dérdiincii yaklasimlarm en énemli ortak yan, dis denetimi gerektirme-
sidir. Soruna bu noktadan baktigimizda Sweeney ve Carruthers (1996)'m belirtmis oldugu
gibi dis denetim ve yetke odakli yaklagimlarda, dgrenciler kendi davraruslarin kontrol
etme, denetleme ve yonlendirme becerileri kazanamamaktadirlar. Bu nedenle 6gretmenle-
rin, 8grenci catismalarim ¢6ziim strateji ve taktikleri tizerinde dikkatlice durulmas: gerek-
mektedir.

Elde edilen bu sonug, sosyal olusturmaciligin temel 6nermeleri arasinda yer alan yiiz
ylize sosyal etkilesim, mtizakere, iletisim, problem ¢6zme, dilin etkili kullanimu, diyalog,
yetiskin rehberligi gibi eylemlerin 6gretmen davramslarinda az gortildigiint gostermek-
tedir. Dolayisiyla 6gretmenler, 6grenci ¢atismalari ¢ozerken sadece sorunu ¢dzmeyip,
Ogrencinin ¢atisma ¢oziimiine ve sosyal duygusal gelisim alanmna iliskin bilgi ve anlam
olusturmalarma da yol actiklar1 i¢in, 6gretmen davrarslari tizerinde hem akademik hem
de hizmet i¢i egitim yoluyla daha ciddi olarak durulmasina gereksinim vardur.
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I
SUMMARY

Since schools and classrooms are multicultural places, conflicts between or among
students exist as a natural and an unavoidable part of social interactions. Because of this,
teacher’s conflict resolution strategies and tactics as an adult have great importance on the
students” social life at the school. Students construct knowledge, meaning, and skills about
their conflict resolution strategies and tactics based on how they manage their conflicts
under the guidance of teachers at the school. Therefore, when teachers meet students’
conflicts inside or outside of the classroom, their conflict resolution strategies not only
solve students” problems but also become role model for the students. Because of this,
teachers are highly active in their efforts to facilitate students” gaining constructive conflict
resolution skills. In addition to this, interpersonal conflicts among students are critical for
their social and emotional development. If teachers create a cooperative and constructive
atmosphere and promote students’ constructive conflict resolution skills, students’
progress will be more advanced than before. Under the light of these, the purpose of this
research was to examine teachers’ (who are working in high schools that are located
on low socioeconomic areas) conflict resolution strategies and tactics from the
perspectives of social constructivism.

Quantitative (survey) and qualitative (semi-structured interview) research
techniques were used together in order to answer the same questions in the research.
The research was carried out with 705 students, 75 teachers, and 21 school
administrators whom were selected by using stratified, simple random, and
convenience sampling. In order to collect data, two student and one teacher
questionnaire, which include only open and closed ended questions, were used. In
addition to these, semi-structured interview scale was also used in order to collect
data from school administrators. Qualitative data were analyzed using content
analysis techniques. Besides, quantitative data were also analyzed using statistical
techniques such as frequency, percentage and chi square.

As a result of the research, it is found that there are differences among students’,
teachers’, and school administrators’ perceptions about teachers’ conflict resolution
strategies and tactics. Whereas 17% of students claim that teacher use destructive conflict
resolution strategies and tactics, none of the teachers claim that they use them. Similarly,
although 82% of teachers state that they use constructive conflict resolution strategies and
tactics in order to solve students conflicts, only 53% of students state the same perceptions.
When conflict resolution strategies and tactics were examined, giving advice and speaking
with students were the most frequent tactics. School administrators claim that teachers
frequently reflect students” conflicts to themselves, instead of managing them on their
own. In addition to this, it is found that in terms of making students solve their own
conflicts, student centered conflict resolution tactics are not frequent conflict resolution
tactics that are used by teachers. Whereas 19% of students claim that teachers make
students solve their own conflicts, 37 % teachers claim the same. Therefore, there is a
difference between teachers’ perception about themselves and students’ perception about
teachers. If the research results were examined from the perspectives of social
constructivism, it can be said that teachers have limited contribution to students’
developing knowledge and skills about conflict resolution.
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Ogretmen Adaylar1 ve Ogretmenlerin Bilgi
Okuryazarligr Oz-yeterliklerinin Karsilagtirilmasi

Comparison of Prospective Teachers” and Teachers” Information

Literacy Self - efficacy
Yasemin KOCAK USLUEL"

0z Bu calismada {iiniversitelerin ilkdgretim boliimlerinde okuyan 6gretmen
adaylar1 ile 6gretmenlerin bilgi okuryazarlig1 6z-yeterlikleri incelenmis; 6g-
retmen ve dgretmen adaylarmin oz-yeterliklerinin, cinsiyet ve bilgisayar
kullanim diizeyine gore farklilik gosterip gostermedigi arastirilmustir.
Arastirma verilerinin toplanmasinda Akkoyunlu ve Kurbanoglu (2004) ta-
rafindan gelistirilmis olan Bilgi Okuryazarligi Oz-yeterlik tlgegi kullaml-
mistir. 1702 6grencinin verdigi yanitlara gore olcekten elde edilen puanlar
tizerinde temel bilesenler analizi yapilmis; faktor ytiklerinin dort bilesen
tizerinde toplandig goriilmiis ve 20 maddelik tlcegin Cronbach a giivenir-
lik katsayis1 0.90 olarak bulunmustur. Yapilan analizler sonucunda hem 6g-
retmen adaylarinin hem de 6gretmenlerin bilgi okuryazarlig1 6z- yeterlik-
leri yiiksek bulunmustur. Ofretmen adaylar1 ve 6gretmenler arasinda 68-
retmenler lehine fark oldugu; cinsiyete gore ise anlamli farklilik olmadig:
goriilmiistiir. Bilgisayar kullanim diizeyinin bu fark tizerinde etkili oldugu
sonucuna ulasilmistir.

Anahtar Sozciikler: bilgi okuryazarligi, oz-yeterlik, bilgi ve iletisim
teknolojileri

ABSTRACT  In this study, prospective teachers’, who enrolled in Turkish Universities -
Department of Primary Education, and teachers’ self efficacy beliefs for
information literacy was examined. Besides, their self efficacy beliefs for
information literacy were also searched according to their gender, grade,
level of their computer usage. Information Literacy Scale developed by
Akkoyunlu and Kurbanoglu (2004) was conducted to 1702 prospective
teachers and 289 teachers. Component analysis and varimax rotated
methods were used. Factor loads and reliabilities of items in the scale were
recalculated. According to these results, factor loads were gathered in four
component and Cronbach a was found as .90 for the scale with 20 items.
Results showed that both prospective teachers” and teachers’ self efficacy
beliefs for information literacy were quite high. Further analysis has also
shown that significant differences were found between prospective
teachers’ and teachers’ self efficacy beliefs for information literacy.
However, there were no significant differences between their self efficacy
beliefs according to their gender.

Key Words: Information literacy, self-efficacy, information and
communication technologies

* Hacettepe Universitesi, Egitim Fakiiltesi, kocak@hacettepe.edu.tr
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Tarihsel stirece bakildiginda bireylerden sahip olmalar1 beklenen becerilerin
yasanilan cagmn ozelliklerine ve gereksinimlerine gore degisim gosterdigi dikkati
cekmektedir. Bilgi ¢ag1 olarak adlandirilan ¢agimizda bilgi temel bir gereksinim
olarak 6n plana ¢ikmaktadir. Bu gereksinim, bireylerin bilgiye nasil ulasilacagini
bilmesini, onu uygun bicimde kullanmasi1 ve kullanim sonuglarmn
degerlendirmesini; baska bir deyisle bilgi okuryazari olmasmi gerektirmektedir
(ACRL, 2000, p. 1, ALA, 1989). Ancak, giiniin kosullar1 dikkate alindiginda bilgiye
ulasma konusunda teknolojideki gelismelerin yarattif1 ortamin etkileri nedeniyle
bilgi ¢oklugu/karmasasi ve gereginden fazla bilginin ortamda bulunmas: sorunu
vardir. Dolayisiyla sorun sadece bilgiye ulasma degil; gerekli, dogru bilgiye,
zamaninda ulasma ve onu etkin kullanmay1 da bilgi okur yazarliginin odak
noktalarindan birisi haline getirmekte; diger agidan da bilgi okuryazarligimn
onemini bu anlamda artirmaktadir. Bilgi okuryazarlig kisaca bilgiye ulasma ve
bilgiyi kullanma becerisi (AASL/AECT, 1998) olarak tanimlanmaktadir. Toplumsal
sisteme,  bireylerinden yasam boyu Oogrenme becerilerine sahip olmalarini
beklemekte; stirekli olarak bilgisini yenileyebilen, degisime ayak uydurabilen,
gelismeleri takip edebilen ve bilingli bir bilgi tiiketicisi olmanin yani sira bilgi
tiretebilen bireylere gereksinim duymaktadir (Akkoyunlu ve Kurbanoglu, 2003). Bu
durum ise dgretmenlerin rollerini degistirmekte, daha ¢ok bir yol gosterici olarak
belirlemektedir. Cesitli bilgi kaynaklarinin oldugu kadar bilgisayar teknolojilerinin
de kullanimimi gerektiren bu yeni yapilanma bilgi okuryazarligi ve teknoloji
okuryazarlig1 becerilerinin gelistirilmesini zorunlu kilmaktadir. Tim bu gelismeler
ogrencilerin oldugu kadar onlar1 yonlendirme sorumlulugunu tstlenen
ogretmenlerin de s6z konusu becerilerle donatilmasi geregini ortaya ¢ikartmistir.

Ogretmenlerin, soz konusu becerileri etkin ve etkili bir sekilde kullanabilmeleri
icin bu alanda kendilerine giivenmeleri, bir baska deyisle, giiclii 6z-yeterlik inanci
gelistirmeleri gerekmektedir. Oz-yeterlik ‘bireyin belli bir performansi gostermek
icin gerekli etkinlikleri diizenleyip basarili bir bicimde gerceklestirme kapasitesi
hakkinda kendine iliskin yargisidir’ (Bandura, 1986, 391) ve Bandura’ya gore (1997,
241) dgretmenlerin yeterliklerine iliskin inanglar1 6gretmenlerin 6gretimsel etkinlik-
leri kadar egitim stirecindeki genel uyumlarini da etkilemektedir. Nitekim 6gret-
menlerin dz-yeterlikleriyle 6gretim siirecinde planlama ve sinif ici uygulamalar: ara-
sinda iliski bulunmaktadir (Pajares 1992). Oz-yeterligi yiiksek olanlar hedeflerine
ulasmada kararli, hata ya da yenilgilerle bas etmede daha giiclii iken 6z yeterlikleri
diistik olanlar ise kendilerine tehdit olarak gordiikleri zor isleri yapmaktan kagin-
makta, herhangi bir caba gostermemekte ve vazge¢me egilimindedirler (Bandura,
1994). Bu nedenle, bilgi okuryazarlig1 6z-yeterlik inanc1 yiiksek olan dgretmenlerin,
O0grenme siirecini diizenlemeleri ve 6grencilerine bu becerileri kazandirmalarinin
daha kolay olacag ileri siirtilebilir (Pajares 1992).

Sonug olarak, 6gretmenlerin bilgi okuryazarlig1 becerilerine sahip olmasimin ti¢ agidan
onemli getirileri olabilecegi ileri stirtilebilir. Birincisi &gretmenlerin mesleki anlamdaki
gelisimleri; ikicisi, Ogrenciyi iginde yasadifi toplumun, cagin gereksinimlerini
kasilayabilecek donanimda yetistirerek bireyi giicli kilmasy; tigtinciisii  toplumda
gereksinimi duyulan bireyin yetismesini saglayarak topluma katkida bulunmasi. Ayrica,
ALA (1989) 6gretmen yeterliklerinin bilgi okuryazarlig: yeterliklerini de kapsayacak sekilde
yeniden belirlenmesi gerektigini vurgulamaktadr.
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Ogretmenlerin bilgi okuryazarligi becerilerine sahip olmalarmin énemi berabe-
rinde 6gretmen yetistiren kurumlarda okuyan 6grencilerin bu becerileri kazanmis
olarak mezun olmalarinin getirecegi yararlara da dikkati ¢ekmektedir. Bu nedenle,
ogretmen adaylarinin ve 6gretmenlerin bilgi okuryazarlik 6z-yeterliklerini incelemek
bu ¢alismanin amacini olusturmaktadar.

Problem

1.  Ogretmen adaylari ve dgretmenlerin bilgi okuryazarhigi oz-yeterlikleri
hangi diizeydedir?

2. Ogretmen adaylari ve &gretmenlerin bilgi okuryazarhigl oz-yeterlikleri
arasinda anlamli bir farklilik var midir?

3. Ogretmen adaylar1 ve dgretmenlerin bilgi okuryazarhigmn alt boyutlar:

acisindan

a. Bilginin analizi ve degerlendirilmesi

b. Bilgiye erisimde BIT kullanim1

c. Bilgi kaynaginin gosterimi

d. Bilgiye erisimde kiitiiphane kullanimi 6z-yeterlikleri arasinda anlaml

bir farklilik var midir?
YONTEM
Arastirma Grubu

Aragtirma grubu Tiirkiye'nin farkli bolgelerinde (I Anadolu, Marmara, Dogu
Anadolu, Ege) ilkdgretim boliimleri olan 7 tiniversitede, anketi yanitlayan 1702 6g-
retmen adayz ile Tiirkiye'nin farkli yorelerinden 289 6gretmenden olusmaktadir.

Arastirma grubunda yer alan 6gretmen adaylarmin % 61'ini kiz 6grenciler, %
39'unu erkek dgrenciler olusturmaktadir. Ogretmen adaylarmin % 23'i birinci smf;
% 22’si ikinci sinif, % 29"u tigiincii sinif ve % 26’s1 dordiincii sinifa devam etmektedir.
Siniflara gore grencilerin dengeli dagildig goriilmektedir. [lkogretim bslimii ana-
bilim dallarma goére ogrencilerin % 24’ti Matematik Egitimi, %18'i Okul Oncesi Egi-
timi, % 12’si Fen Bilgisi Egitimi, % 33'ti Siuf Ogretmenligi ve % 13’ii ise Sosyal Bilgi-
ler 8gretmenligi anabilim dallarinda 6grenim gormektedirler.

Arastirma grubunda yer alan 6gretmenlerin % 44’tinii kadinlar, % 56’siu erkek-
ler olugturmaktadir. Ogretmenlerin % 55’1 ilkogretim, % 45'i orta gretim okullarinda
gorev yapmaktadir. Siif ogretmeni olarak gorev yapan ogretmenler %34, cesitli
branslarda alan 6gretmeni olarak gorev yapan ogretmenler %66’dir. Kidemlerine
gore 1-5 yildir gorev yapan ogretmenler %15 ile en diisiik ytizdeyi 16 yil ve daha
fazla siiredir calisan 6gretmenler %34 ile en yiiksek ytizdeyi olusturmaktadir.

Ogretmen Adaylar1 ve Ogretmenlerin Bilgisayar Kullanimlar1

Ogretmen ve 6gretmen adaylariin bilgisayar kullanimlar1 diizey ve stire olmak
tizere iki agidan irdelenmistir. Ogretmen adaylarinin % 30'u baslangic diizeyinde, %
63’1 orta diizeyde ve % 7’si ileri diizeyde bilgisayar kullandiklarini belirtmislerdir.
Bilgisayar1 ne kadar stiredir kullandiklar1 sorusuna dgrencilerin %151 bir yildan az;
%50'si 1-3 yildir; %25’i 4-6 yildir; %10"u alt1 yildan uzun bir siiredir kullandiklar ya-
nitint vermislerdir. Ogretmen adaylarinin devam ettikleri siniflara gore bilgisayar sii-
resine bakildiginda 6nemli bir cogunlugun bilgisayar kullanmaya tiniversitede ya da
universiteye gelmeden birkag yil 6nce basladig: dikkati cekmektedir.
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Ogretmenlerin ise tiimii bilgisayar kullanmay: bildiklerini ifade etmislerdir. %
34’1 baslangic diizeyinde, % 52’si orta diizeyde ve % 14’ti ileri diizeyde bilgisayar
kullandiklarmi belirtmislerdir. Bilgisayar1 ne kadar siiredir kullandiklar1 sorusuna
dgretmenlerin %11’i bir yildan az; % 42’si 1-3 yildir; % 25'i 4-6 yildir; % 22'si alt1 yil-
dan uzun bir siiredir kullandiklar1 yanitin1 vermislerdir.

Tablo 1 .Cinsiyet ve bilgisayar kullanum agisindan ogretmen adayr ve 6gretmenlerin
dagilim

Statii
Ogretmen Aday1  Ogretmen
Cinsiyet Kadmn 1041 128
Erkek 661 161
TOPLAM 1702 289
BT kullanim Diizeyi Baslangic 502 98
Orta 1081 150
Teri 119 41
TOPLAM 1702 289

Veri Toplama Araglar1

Verilerin toplanmasinda kisisel bilgi formu ve “Bilgi Okuryazarhg Oz-yeterlik
Olgegi” (Akkoyunlu ve Kurbanoglu, 2004 ) kullanilmistir.

Kisisel Bilgi Formu: Kisisel bilgi formu cinsiyet, , anabilim dal1/brans ve bilgisa-
yar kullanimina iliskin 5 sorudan olusmaktadir.

Bilgi Okuryazarligi Oz-yeterlik Olcegi (BOYO): Bilgi Okuryazarhigi Oz-yeterlik
Olgegi 28 maddeden olusmaktadir. Olgek 7'1i likert tipindedir. Secenekler kendime
hi¢ gtivenmiyorum (1), kararsizim (4), kendime ¢ok giiveniyorum (7) olarak puan-
lanmustir. 5 6zel, 14 devlet ilk ve ortadgretim kurumunda gesitli branslardaki toplam
374 6gretmene uygulanan 28 maddelik olcegin Cronbach a giivenirlik katsayisi da
.907 bulunmustur. Olgegin gegerliginin olgiitii olarak ise, maddelerin ayirt edicilikle-
rinin medyaninin .495 bulunmasi gosterilmektedir.

Bu calismada 6lgekte yer alan maddelerin faktor yiikleri ve giivenirlikleri yeni-
den hesaplanmistir. Buna gore faktor yiiklerinin 4 bilesen tizerinde toplandig go-
rilmistiir. Verilerin temel bilesenler analizine uygunlugu Kaiser-Meyer-Olkin
(KMO) Kkatsayist ve BarlettSphericity testi ile incelenmistir. Buna gore KMO'nun de-
geri yiiksek (.948) ve Barlett testinin anlaml1 ¢ikmasi (p<0.00) verilerin segilen analiz
i¢in uygun oldugunu gostermistir. Temel bilesenler analizi sonuglarina gore 20 mad-
denin 6z degeri (eigenvalue) 1'den biiyiik olan dort faktor altinda toplandig goriil-
mustur.

Olusan tiim faktérlerin toplam varyans: agiklama ytizdesi %53 olarak bulun-
mustur. Buna gore faktorlerde yer alan maddelerin sozel yapilart incelendiginde
”bllgmm analizi ve degerlendirilmesi” ile 11g111 oz—yeterllk maddelerinin 1. faktorde;

“tarama stratejileri gelistirme ve bilgiye erisim icin BIT kullanimi”na yonelik 6z-ye-
terlik maddelerin 2. faktorde; “erisilen bilgilerle ilgili bibliografya yazim ve dii-
zeni”ne yonelik 6z—yeterlik maddelerin 3. faktoérde ve “bilgiye erisim icin kiittipha-
neden yararlanma” ile ilgili 6z-yeterlik maddelerin 4. faktorde toplandig1 goriilmek-
tedir. Bu nedenle 1. faktére “bilginin analizi ve degerlendlrllme51 oz-yeterligi”
(BADO) 2. faktsre “bilgiye erisimde BIT kullamimu 6z-yeterligi” (BEBO); 3. faktore

“bilgi kaynagimin gosterimi 6z-yeterligi” (BKGO) 4. faktore “bilgiye erisimde kiittip-

hane kullanim 6z-yeterligi” (BEKO) ismi verilmistir. Temel bilesenler analizi sonug-
lar1 Tablo 2'de verilmistir.
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Bilgi Okuryazarligi Oz-yeterlik Algi Olgeginin tiimii ve alt dlgekler icin giivenir-
lik calismas1 Cronbach a katsayist hesaplanarak yapilmistir. Buna gore 20 maddelik
6lcegin Cronbach a gtivenirlik katsayisi 0.90 olarak bulunmustur. Alt tlceklere gore
Cronbach a giivenirlik katsayilari, Bilginin analizi ve deerlendirilmesine yonelik 6z-ye-
terlik algis1 (BADO) alt lgegi icin .80; Bilgiye erisimde BIT kullanimina yonelik 6z-yeterlik
algist alt dlcegi icin (BEBO) .83; Bilgi kaynaginin gdsterimine yonelik oz-yeterlik algist
(BKGO) alt vlgegi icin .82; Bilgiye erisimde kiitiiphane kullanimina yonelik z-yeterlik al-
g1s1 (BEKO) alt olgegi icin .80 olarak hesaplanmistir.

Tablo 2. Bilgi okuryazarhigi 6z-yeterlik 6lcegi temel bilesenler analizi sonuclar

Bilgi Okuryazarhg Oz yeterlik Olcegi }Eslll:rzazrlzlenn Madde Faktor Yiikleri

17. Elde ettigim yeni bilgiyi bildiklerimle 1. Faktor: Bilginin

iliskilendirmekte analizi ve bol7 /A1 147 063 193
27. Yaptigim arastirmalardan kendim igin ileriye degerlendirilmesi

doniik dersler gikartmakta bo27 692 134 178 214
28. Yaptgim calismalari (yazih ve/veya sozlii

sunumlari) kendi kendime elestirmekte bo28 1690 050 208 100
16. Okudugum bilgi kaynaklari arasindaki benzer

ve farkli noktalar1 saptamakta bol6 1689 /122 129 249
15. Belli bir kaynagin belli bir gereksinimi

karsilamaya uygun olup olmadigna karar bol5 628 ,155 ,223 ,181

vermekte
14. Bilgi kaynaklarm dogruluk, giivenirlik, tamhk,

tarafsizlik ve giincellik gibi 6lgiitler agisindan bold 573 172 261 ,139

degerlendirmekte
11. Internet bilgi arama araglarini (arama motorlar;, 2. Faktor: Tarama

rehberler, ileri arama motorlar1 gibi) kullanmakta ~ Stratejileri boll 171 & 112 ,130
18. Web kaynaklarmu degerlendirmekte Gelistirme Ve bol8 122 ,693 201 ,054
3. Bilgisayarla tarama yaparken konu, dil, tarih Bilgiye Erisim

sinurlamasi gibi smirlamalar yapmakta I¢in BIT bo3 085 R 123 171
4. Tarama stratejileri gelistirmekte (anahtar stzciik Kullanmu

belirleme, Boole isleglerini kullanma, vb.) bod 059 060 151 014
7. Elektronik kaynaklar1 kullanmak konusunda bo7 183,683 ,100 ,073
5. Gereksimin duydugum bilgiyi nasil ve nerede bo5 200 J§ 147 194

bulacagim konusunda
22. Kaynakga/bibliyografya hazirlamakta 3. Fakor: Bilgi bo22 /164 141 ,787 ,129
23. Kaynakganin diizeni, kaynaklar hakkinda kaynagmin

aktarilan kisa bilginin diizeni konularinda gosterimi bo23 169 158 756 /195
24. Farkh tiir kaynaklarla ilgili (kitap, makale, tez,

bildiri, web sitesi) kaynakgada bilgi aktarmakta bo24 /184 251 /6% 188
25. M?’rm icinde bilgi kaynagm belirtmekte bo25 363 211 589 167

(gonderme ve alint1 yapmakta)
9. Kiitiiphane katalogunu kullanmak konusunda 4. Faktor: Bilgiye bo9 190 ,136 ,147 818
8. Kiitiiphanede aradigim bulmak konusunda erismede bo8 274 075 163 777
10. Katalogda kaydin gordiigiim kaynag: kiitiiphane

kiitiiphanede bulmakta kullanimm bol0 188 109 123 178
12. Farkh kiittiphaneleri kullanmak konusunda bol2 159 ,179 309 544

20 maddelik Bilgi Okuryazarligi Oz-yeterlik Algi Olgeginden almabilecek en
yiiksek puan 140’dir. Alt dlgeklere gére BADO ve BEBO'den almabilecek en yiiksek
puan 42; BKGO ve BEK(Ydan alinabilecek en yiiksek puan ise 28 dir.

Verilerin Coziimlenmesi

Verilerin ¢oztimlenmesinde %, frekans, t testi ve iki faktorlii varyans analizi ya-
pilmustir.
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BULGULAR VE YORUM
1. Ogretmen adaylar1 ve dgretmenlerin bilgi okuryazarlik 6z- yeterlikleri
hangi diizeydedir?
Tablo 3. Ogretmen adaylar: ve §§retmenlerin bilgi okuryazarligi 6z-yeterlik diizeyi
. Alinabilecek Alinabilecek =
Statit N Minimum puan Maksimum puan X 5
BADO (::)gretmen aday1 1702 6 42 33,66 6,915
Ogretmen 289 34,75 7,617
= Ogretmen aday1 1702 29,87 7,637
BEB - 42
O Ogretmen 289 6 30,31 8,329
»  Ogretmen aday1 1702 20,11 5,670
BKGO Ogretmen 289 4 28 21,07 6,326
= Ogretmen aday1 1702 21,36 5,277
BEKO Opretmen 289 4 28 2276 5,611
- Ogretmen aday1 1702 105,00 19,957
BOYO Ogretmen 289 20 140 108,89 24,127

Tablo 3’e gore 6gretmen adaylar1 ve 6gretmenlerin bilgi okuryazarlig1 6z-yeterlik
algilarmin yiiksek oldugu sdylenebilir. Buna benzer olarak alt dlgeklerdeki 6z-yeter-
liklerinin de ortanin {iisttinde oldugu, buna ragmen en diisiik 6z-yeterlik algisinin
bilgiye erisimde BIT kullamim 6z-yeterlik algist oldugu dikkati gekmektedir. Bu du-
rum bilgiye erisim icin BIT’in 6gretmen aday1 ve ogretmenlerin yasaminda yeterince
yer almadig1 izlenimini vermektedir. Bu nedenle dgretmen yetistiren boliimlerde
okutulan BIT derslerinin ayr1 bir 6nem kazanmaktadir. Ogretmenler icin de bilgisa-
yar okuryazarlhigina iliskin verilen hizmet ici egitimlerde ayrica bilgiye erisimde
BiT’in kullanimima yer verilmesinin énemli goriilmektedir. Verilen egitimler, uygu-
lamalari artiracak; uygulamalar ise deneyimleri artiracaktir. Bilindigi gibi 6z yeterlik
inanglarmin temel kaynaklarindan biri de dogru deneyimledir (Bandura, 1986).

2. Ogretmen adaylarinin ve 6gretmenlerin bilgi okuryazarlig1 6z-yeterlikleri
arasinda anlaml bir farklilik var midir?

Ogretmenlerin ve 6gretmen adaylarimin cinsiyet ve BIT kullanimu dikkate alina-
rak hesaplanan 6z-yeterlik puanlarinin ortalamalar1 ve standart sapmalar1 Tablo 4’te
gosterilmistir.

Tablo 4. Ogretmen adaylar: ve 6§retmenlerin cinsiyet ile BIT kullanim diizeylerine gore bilgi okuryazarhigt
oz-yeterlik puanlart

BIT Kullanim  Cinsiyet Statii X ss N
Kadin Ogretmen Aday1 98,07 19,642 325
Ogretmen 96,54 30,143 54
Baslangig =0
Erkek (_?gretmen Aday1 96,01 20,007 177
Ogretmen 95,34 23,940 44
Ogretmen Aday1 108,13 18,120 672
Kadin =0
Orta Qgretmen 112,24 19,296 58
Erkek Qgretmen Aday1 106,29 20,251 409
Ogretmen 114,12 18,846 92
Kadin Qgretmen Aday1 116,68 15,207 44
fleri Qgretmen 125,88 14,787 16
Erkek Ogretmen Aday1 114,37 21,651 75
Ogretmen 121,48 20382 25

Tablo 4 incelendiginde baslangic diizeyinde hem erkek hem de kiz &gretmen
adaylarmin ortalamalar1 6gretmenlerin ortalamasindan daha yiiksek iken orta ve
ileri dtizey BIT kullaniminin tersine ogretmenlerin ortalamalarmmn ogretmen
adaylarindan daha ytiksek oldugu gorulmiistiir.
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Ogretmen adaylar1 ve dgretmenlerin bilgi okuryazarlig1 6z- yeterlikleri (BOYO)
arasindaki farkin anlamli kabul edilip edilemeyecegi t testi ile sinanmis ve farkin
p=-000 diizeyinde anlamli oldugu sonucuna varilmistir. Tablo 5'te goriildugii gibi
okuryazarlig1 6z-yeterliklerinin daha ytiksek olmasinin yetistirecekleri 6grencilere de
yansimasi, onlara da bu becerileri kazandiracak 6grenme ortamlar: diizenlemeleri
beklenir. Diger yandan {iniversitede 8grenim gormekte olan 6gretmen adaylar1 igin
bilgi okuryazarlig1 becerilerini kazandirmaya yonelik dersler ya da boltimler ve kii-
tiiphaneler arasinda islevsel bir oryantasyonun gerceklestirilmesinin yarar1 agiktir.

Tablo 5. Ogretmen adaylar: ve 5gretmenlerin bilgi okuryazarligi 6z-yeterlik diizeylerinin
karsilastirilmast

Statii N X ss t p.
Ogrenci 1702 105,00 19,957
- ’ ! 2,963 ,003
Ogretmen 289 108,89 24,127

BOYO

Ogretmen adaylar1 ve 6gretmenlerin bilgi okuryazarlig1 6z-yeterlik diizeyleri ara-
sindaki farkin anlamli ¢ikmasi {izerine; cinsiyet ve bilgisayar kullanim diizeyinin bu
farkin ortaya ¢tkmasma kaynaklik edebilecegi sayitlisindan hareketle iki faktorlii
varyans analizi yapilmistir. Varyans analizinin sonuglari Tablo 6’da gosterilmistir.

Tablo 6. Ogretmen adaylar: ve G§retmenlerin cinsiyet ve bilgisayar kullanim diizeyine
gore bilgi okuryazarligr dz-yeterlik puanlarimin ANOVA sonuglart
Varyansin Kareler Kareler

Kaynag Toplamu Sd Ortalamas1 F P
Statii 3121,198 1 3121,198 8,062 005
Cinsiyet 239,554 1 239,554 619 432
BIT Kullaimu ~ 59044,688 2 29522344 76,260 000
Statii*Cinsiyet 206,136 1 206,136 532466
Satu”BIT 3098,110 2 1549,055 4001 018
Kullanimi1

Tablo 6 incelendiginde cinsiyetlerine gore 6gretmen adaylar1 ve dgretmenlerin
bilgi okuryazarlig1 6z-yeterliklerinin anlaml bir farklilik olusturmadig: goriilmekte-
dir. BIT kullanim diizeyleri acisindan ise 6gretmen adaylar1 ve 6gretmenlerin bilgi
okuryazarli1 6z-yeterlikleri arasinda anlaml bir farkligin oldugu dikkati gekmekte-
dir. Oysa 6grenci ve dgretmenlerin BIT kullanimlarmin karsilastiriimasi amactyla
yapilan t testi sonucunda anlamli bir farklilik bulunmamustir. Buna bagh olarak BIT
kullanim diizeyinin 6gretmen adaylar: ve 6gretmen gruplar: arasinda farkin ortaya
cikmasinda etkili oldugu; dolayisiyla 6grencilerin BIT kullanim diizeylerinin yiik-
selmesi durumunda farkliligin olusmayacag: diistiniilebilir.

3. Ogretmen ve 6gretmen adaylarinin bilgi okuryazarliginin alt boyutlar1 agi-
sindan

a. Bilginin analizi ve degerlendirilmesi
b. Bilgiye erisimde BIT kullanimu
c. Bilgi kaynagimn gosterimi

d. Bilgiye erisimde kiittiphane kullanimi 6z-yeterlikleri arasinda anlamli bir
farklilik var midir?



240 | Eurasian Journal of Educational Research

Daha once de belirtildigi gibi bilgi okuryazarlig1 6z- yeterlik maddelerine temel
bilesenler analizi yapildiginda 6lcegin 4 alt boyuttan olustugu belirlenmisti. Her bir
alt boyut icin 6gretmen ve dgrencilerin bilgi okuryazarlig1 6z-yeterlikleri arasindaki
farkin anlaml kabul edilip edilemeyecegi t testi ile sinanmis, sonuglar Tablo 7’de ve-
rilmistir.

Tablo 7. Ogretmen adaylar: ve 6gretmenlerin bilgi okuryazarligi 6z-yeterliginin alt bo-
yutlara gore karsilagtirilmas

Statii N X ss t p-
S Ogret d 1702 33,66 6,915
BADO - gretmen aday1 2,437 015
Ogretmen 289 34,75 7,617
S Ogret d 1702 29,87 7,637
BEBO - gretmen aday1 87 375
Ogretmen 289 30,31 8,329
5 Ogret d 1702 20,11 5,670
BKGO - gretmen aday1 2612 009
Ogretmen 289 21,07 6,326
S Ogret d 1702 21,36 5,277
BEKO - gretmen aday1 4134 000
Ogretmen 289 22,76 5,611
.. Ogretmen adayr 1702 105,00 19,957
BOYO . 2,963 ,003
Ogretmen 289 108,89 24,127

Tablo 7 incelendiginde diger alt boyutlarda 6gretmen adaylar1 ve 6gretmenlerin
bilgi okuryazarlig1 6z-yeterlikleri arasinda anlaml diizeyde farklilik olmasina karsin
“bilgiye erisimde BIT kullanimi 6z-yeterligi-BEBO alt boyutunda anlamli bir farklilik
goriilmemektedir. Bu durumun Tablo 1’de verildigi gibi en diisiik 6z-yeterligin bil-
giye erisimde BIT kullanimu oz-yeterlik algis1 olmasiyla dogrudan iligkili oldugu
ifade edilebilir. Bir baska deyisle, hem 6gretmen adaylari, hem de 6gretmenler icin
bilgiye erisimde BIT kullanimi konusunda sorunlar olmasi aradaki farkin azalmasim
saglamistir.

TARTISMA VE SONUC

Ogretmen adaylar1 ve 6gretmenlerin bilgi okuryazarligi 6z-yeterliklerini belirle-
mek ve karsilastirmak amaciyla yapilan bu calismada her iki grubun da 6z-yeterlik
algilarinin “bilgiye erisimde bilgi ve iletisim teknolojilerinin kullanimi 6z-yeterligi-
BEBO” disinda yiiksek oldugu goriilmektedir. Bu yaniyla olumlu olarak degerlendi-
rilebilecek bu saptama diger yandan BIT’in goreceli de olsa diisiik cikmast acisindan
diistindiirticiidiir. Ciinkii enformasyonun hizla ¢ogalip tiiketildigi bir ortamda bu
hiza erigebilmek ve dogru bilgiyi zamaninda elde edebilmek BIT becerilerine sahip
olmakla miimkiindiir. Bu becerilerin kazanilmasinda ise 6z-yeterlik algisinin 6nemli
rol oynadig1 arastirmalarla da saptanmistir (Askar Umay 2000; Compeau ve Higgins
1995). Bu nedenle ilkogretim béliimlerinin 2. sinif ders programinda yer alan bilgisa-
yar derslerinde, bilgiye erisimde BIT olanaklarindan nasil yararlanilabilecegine ilis-
kin somut uygulamalar ve projeler yapilmasimin katki saglayacag: diistintilmektedir.
Bu kapsamda bilgisayar okuryazarlig1 ders saatlerinin artirilmasi, ders igeriklerinin
gozden gecirilmesi, 8grencilerin bu dersten kazandiklar1 becerilerin diger derslerde
de kullandirilarak gelistirilmesi ve kalic1 olmasi saglanabilir.
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Arastirmada 6gretmen adaylar1 ve 6gretmenlerin bilgi okuryazarlig1 6z-yeterlik-
leri (BOYO) arasinda 6gretmenler lehine anlamli bir farklilik bulunmustur. Ogret-
menlerin bilgi okuryazarligi 6z-yeterliklerinin daha yiiksek olmas: yetistirecekleri
ogrencilere de yansimasi beklenmektedir. Diger yandan tiniversitede 6grenim gor-
mekte olan dgretmen adaylari i¢in bilgi okuryazarlig1 becerilerini kazandirmaya yo-
nelik dersler ya da tiniversitelerin boltimleri ile tiniversite kiitiiphaneleri arasinda
islevsel bir oryantasyonun gerceklestirilmesinin yarari agiktir.

Ogretmenlere ise hizmet ici egitimlerle bu tiir becerilerin kazandirilmasi énem
kazanmaktadir. S6z konusu hizmet i¢i egitim programlarinin diizenlenmesinde
egitim fakiilteleri, bilgisayar egitimi ve dgretim teknolojileri boliimler, bilgi ve belge
yonetimi boéliimleri ve okul kiitiiphanecilerinin is birliginin saglanmasi1 6neriler
arasinda yer almasi gereken diger bir konudur (Akkoyunlu ve Kurbanoglu, 2004).
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LONG SUMMARY
Introduction

In the current information society, information has become one of the basic
necessities of people. These necessities urge people to be information literates
(ACRL, 2000, p. 1; ALA, 1989). The American Library Assosication (ALA) defines
information literacy as “a set of abilities requiring individuals to "recognize
information when it is needed and have the ability to locate, evaluate, and use the
needed information effectively" (ALA, 1989). As well as information literacy skills,
technology literacy, which is closely related to information technology skills, are also
very important. Information literacy skills enable people to initiate, sustain, and
extend lifelong learning through abilities which require the use of technologies.
Information literates necessarily develop some technology skills and use technology
to locate, evaluate, and use information effectively.

Education today should invest in programs to empower people to find, evaluate,
use, and communicate information effectively and responsibly so that teachers can
have enough  information and technology literacy skills. Both information and
technology literacy skills as a priority for all areas of education including teacher
training are required (AASL & AECT, 1998; ACRL, 2000). Nowadays, there are many
discussions all around the world to infuse information literacy requirements into the
programs of teacher education schools. Because of their mentor roles, teachers
should not only possess information literacy skills but also feel confident and
competent in the use of these skills. In other word, teachers should develop high
level self-efficacy beliefs for information literacy skills.

Self-efficacy refers to a belief in one’s ability to successfully perform specific tasks
(Bandura, 1994). Self-efficacy beliefs are based on four principle sources of
information: previous experiences, vicarious experiences, social persuasion, and
emotional states (Bandura, 1986; 1994). Hence, besides possessing information
literacy skills, teachers of today’s societies must also feel competent and confident in
the use of these skills. Therefore attainment of high sense of self-efficacy beliefs is as
important as possessing information literacy skills.

In this article, prospective teachers’ and practicing teachers’ self efficacy beliefs
for information literacy was examined. Furthermore, their self efficacy beliefs for
information literacy were also searched according to their gender, grade, level of
their computer usage.

Methods

During the research, 1702 students and 289 teachers took part as subjects. A
Personal Information Form and an Information Literacy Scale developed by
Akkoyunlu and Kurbanoglu (2004) were conducted to 1702 prospective teachers and
289 teachers. The Personal Information Form was prepared to get information
regarding their gender and their usage level of computer.

The Information Literacy Scale was a 7 Likert type with 28 item. Cronbach a was
found as .90 according to application of the instrument with 20 items . Component
analysis and varimax rotated methods were also used. Factor loads and reliabilities
of items in the scale were recalculated. According to these results, factor loads were
gathered in four components and Cronbach a was found as .90 for the scale with 20
items.
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Results
According to the results, findings were summarized as below:

a. Both prospective teachers’” and teachers self efficacy beliefs for information
literacy are quite high and their self efficacy according to the sub - scales are
also high. However, results showed that the lowest self-efficacy belief belongs
to the use of information and communication technologies in order to access
information.

b. Further analysis has also shown that significant differences were found
between prospective teachers’ and teachers’ self efficacy beliefs for
information literacy. Additionally, usage level of computer has been found
effective on the differences. However, there were no significant differences
between their self efficacy beliefs according to their gender.

c. According to sub-scales, significant differences were also found between
prospective teachers’” and teachers’ self efficacy beliefs for information literacy,
except the use of information and communication technologies in order to
access information.

Discussion and Conclusion

Results in this article showed that in the age of information, teachers need to have
both information and technology literacy skills in order to mentor their students and
to create an effective learning environment for them.

It is recommended to develop include and maintain information and technology
literacy instruction in in-service teacher training programs for teachers in
cooperation with education specialists, librarians, and government authorities.

Informing teachers and teacher candidates about the importance of information
and technology literacy skills prior to the instruction programs will affect the overall
success and empower teachers. Methods have to be developed to increase the level
and the strength of teachers’ self-efficacy beliefs regarding to their information
literacy knowledge and skills.
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