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From the Editor in Chief

Beginning with this issue, “International Journal of Curriculum and Instructional Studies” continues its
publication life with a new format. Doi number has been obtained with this issue. Besides, our journal has
been indexed in Google Academic and we have applied for the other indices.

In this issue, the names of the authors who contributed to our journal along with the titles of their
articles are as follows: Ahmet DOGANAY and Mediha SARI “Effect of Undergraduate Education on the
Educational Philosophies of Prospective Teachers: A Longitudinal Study”, Cansu YILDIZ and Mine Canan
DURMUSOGLU “The Family Involvement in Different Early Childhood Curricula and Approaches in the
World”, Alev ELMALI OZSARAY and Altay EREN “Achievement Emotions, Epistemic Curiosity, and Graded
Performance of Undergraduate Students in English Preparatory Classes”, Tarik BASAR and Esed YAGCI
“Teacher Views on the Curriculum of Elementary School Third Grade Science Course”, Nurtagc USTUNDAG,
Didem AYDOGAN and Ruken AKAR VURAL “Developing Protective Factor Scale for Classroom Teachers: A
Validity and Reliability Study”, Harun SERPIL and Simer AKTAN “Didaktik in Continental European
Pedagogy: An Analysis of Its Origins and Problems”, Serdar CIFTCi, Meltem CENGEL and Baris OZKAYA
“Information Technology Teachers’ Perceived Roles and Status”.

We would like to express our gratitude to all authors who shared their studies in our journal and would
like to thank to the referees who scrutinized all articles. We are also grateful for our honorable Editor Prof.
Dr. Ozcan DEMIREL and Deputy Editors Prof. Dr. Melek DEMIREL and Prof. Dr. Ahmet OK, English
Proofreader Assoc. Prof. Dr. A. Cendel KARAMAN and Turkish Proofreader Assoc. Prof. Dr. Nese TERTEMIZ
for their valuable contribution for the publication of our journal’s issues 1-7. We would also like to thank
our members of the Editorial Board.

The 6" International Congress on Curriculum and Instruction will be held in 11-12-13 October 2018 with
the partnership of Kars Kafkas University, Faculty of Education and we look forward to seeing you at the
congress. | call on all educators who work in the field of curriculum and instruction both in Turkey and all
around the world to submit scientifically high-quality and original studies to our journal and wish happiness
and success.

With my best regards

Prof. Dr. Kiymet SELVi
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Bas Editérden

“Uluslararasi Egitim Programlari ve Ogretim Calismalari Dergisi”, bu sayidan itibaren yeni bir formatta
yayin hayatina devam etmektedir. Bu sayidan itibaren Doi numarasi alinmistir. Ayrica dergimiz Google
Akademik tarafindan taranmaya baslanmis, diger indekslere de basvuru yapiimistir.
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Cocukluk Egitimi Program ve Yaklasimlarinda Aile Katihmi”, Alev ELMALI OZSARAY ve Altay EREN “ingilizce
Hazirlik Siniflarindaki Ogrencilerin Basari Duygulari, Bilgiye Yénelik Meraki ve Ders Basarisi”, Tarik BASAR ve
Esed YAGCI “ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programina Yonelik Ogretmen Gorisleri”, Nurtag
USTUNDAG, Didem AYDOGAN ve Ruken AKAR VURAL “ilkokul Ogretmenleri icin Koruyucu Faktér Olcegi
Gelistirme: Gegerlik ve Guvenirlik Calismasi”, Harun SERPIL ve Siimer AKTAN “Kita Avrupasi Pedagojisinde
Didaktik: Temelleri ve Problemleri Uzerine Bir inceleme”, Serdar CiFTCi, Meltem CENGEL ve Baris OZKAYA
“Bilisim Teknolojileri Ogretmenlerinin Algilanan Rolleri ve Statiileri” baslikl makaleleri ile dergimize katkida
bulunmuglardir.
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Esenlik dileklerimle

Prof. Dr. Kiymet SELVi
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Introduction

Despite the fact that various factors such as family, friends, and media have effects on individuals’
development processes, schools have meanings much beyond these factors since they are institutions which
give education professionally. Teachers are the main actors of the professional education services in schools.
Characteristics of the type of people to be developed are indicated by teachers’ professional knowledge and
skills as well as their attitudes and values about education, school, and information; namely their educational
philosophies. Hence, there is a consensus among educators about the fact that teachers’ values and beliefs
about education and learning affect the teaching practices (Austin & Reinhardt, 1999; Brown & Rose, 1995;
Ediger, 2000; Elisasser, 2008; Kagan, 1992; Nespor, 1987). Philosophical view and understanding enable
teachers to have a look at the outcomes of their decisions about education, learning and teaching from a wider
perspective (Roosevelt, 2011). In order for teachers to make the right decisions about classroom practices, they
should be aware of what they are doing and why they are doing so, which requires a solid philosophical
approach (Winch, 2012).

According to Ertlirk (1988, p.11), education philosophy as a product is a series of values and a system of
premises which are used as a base in guiding and evaluating the practices; and educational philosophy as a
process is a pursuit for reaching the “whole” in education by constantly investigating these values and premises
in a critical way. Kumral (2014) sees education philosophy as ideas about all school-related dimensions and
processes and efforts to explain these ideas. Teachers’ education philosophy is formed by teachers’ beliefs,
views and values about how they should educate students and what the aim and content of education should
be. Teaching practices in every school are affected by teachers’ beliefs about school and teaching (Livingston,
McClain & DeSpain, 1995). Gutek (1995) also states that the method and style chosen by the teacher is affected
by philosophy, political theory, religion, art and literature. Questions such as

- What kind of a teacher should | be?

- What should I prioritize in education?

- How should | view students?

- How should | approach knowledge and how should | conceptualize it? Form base for the philosophical
approach that should be developed in teachers.

What philosophical approaches could teachers have? An analysis of the related literature indicates the main
educational approaches as perennialism, essentialism, progressivism, re-constructionism (Demirel, 1999;
Ornstein & Hunkins, 2014; Keles, 2013; S6nmez, 1996), and existentialism (S6nmez, 1996; Weshah, 2013).
Wiles and Bondi (1984), in the Philosophy Preference Assessment Form they developed in order to investigate
teachers’ philosophical preferences, mentioned educational philosophies as perennialism, idealism, realism,
experimentalism, and existentialism. When this form was adapted to Turkish by Doganay and Sari (2003), they
were faithful to the original form. Despite the fact that researchers know that perennialism approach is based
on idealism and realism, interfering with these five dimensions defined in the original study by Wilse and Bondi
seemed inappropriate. As data were collected using this data collection tool, the education philosophies were
dealt in line with the framework defined by Wiles and Bondi. However, the main drawback in this concept in
terms of the Turkish national education system is that it did not include any items related to the constructivist
philosophy, which has been used as a base in the curricula and practices in recent years. The data collection
tool in question is not a scale; it is a form that enables to express views, which made it possible to add items
reflecting constructivist views. In line with this, as the other educational philosophies were represented with 8
items for each, constructivist philosophy was also represented with eightv items. Identification of the items to
be included in the data collection tool initially started with review of the related literature (Aldridge, Fraser &
Taylor, 2000; Aydin, 2007; Brooks & Brooks, 1993; Defhlefs, 2002; Fosnot 1996; Hove & Berv, 2000; Kim, Fisher,
Fraser, 1999; Marzano, 2000; Merill, 1991; Olsen, 2000; Taylor, Fraser & Fisher, 1997; Yager, 1991) and
identification of the statements that reflected the fundamental principles of this philosophy. The identified
principles were analyzed by five experts in the field of Education Programs and Instruction; eight items were
chosen in line with these experts’ feedback. Brief information about these philosophical thoughts is as follows:

Perennialism: Perennialism, which highlights traditional values, sees the goal of education as developing
students’ mind and morality (Ornstein & Hunkins, 2014, p.52). For perennialists, as people have unchangeable
nature, the real education should also be universal and unchangeable (Gutek, 2001, p.306). Students should be
provided with knowledge and values that are valid every time and everywhere; therefore, importance should
be given to the instruction of classics (Demirel, 2002, p.24-25).
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Idealism: |dealist educators, who believe that the good, right and beautiful are basically the same every
time and everywhere, they have an educational understanding that is based on the truths that derive from
religious, philosophical, historical, literal and artistic products. According to this approach, education is a
process of grounding and developing the potential in people, and learning is a stimulation process which makes
students recall the truth in their minds (Gutek, 2001, p.33-34). While the main role of school is to provide
education and instruction, pursue knowledge, and develop mind, the main duty of the idealist teacher is to
help young students about their mental development (Buyukdivenci, 1988).

Realism: According to realists, who claim that human knowledge exists independently and is real (Tozlu,
1997, p.50), mind gets information from the world instead of creating its own world; and instruction of real
world knowledge to students is the duty of the teacher, who has the initiative and who decides what
information students will learn (Bliytikdivenci, 1989). Information about all disciplines should reflect reality, be
organized, and the content should be designed according to the students’ development, readiness, and
learning and teaching principles (S6nmez, 1996, p.95). While students are given the information required for
expertise, classroom environments should be designed in a regular and strictly disciplined way like in the
nature (Wiles and Bondi, 1984, p.52).

Experientialism (Progressivism): According to Dewey, one of the pioneers of this philosophy, schools and
classrooms are the smallest social models where teachers work together and find solutions to the problems
they encounter altogether (Kale, 2009, p.321). Statements such as always being open to growth, realizing and
sustaining democracy, balancing both society and person, using scientific methods, recognizing no information
as certain truth, improving students’ minds and potential abilities through their own experiences, and teaching
thinking are among the main educational goals of this philosophy (S6nmez, 1991, p.107). The teacher, whose
main duty is to guide students, should regulate educational settings and in these settings encourage students
to collaborate rather than compete (Demirel, 2002, p.27). Progressivists reject memorization, teacher and
course book authority, and threat and beating as discipline; they also emphasize learner-centeredness and
highlight activities and experiences rather than verbal and mathematical skills (Ornstein & Hunkins, 2014, p.62).

Existentialism: According to existentialists, nature of knowledge depends on the individual’s personal
experiences; people form their ideas and thoughts based on their previous knowledge and experiences (Malik
& Akhter, 2012). According to existentialists, who perceive education as an activity which enables people to
experience success, failure, the ugly and beautiful, war, complexity, and pain honestly without exaggerating,
people should choose and regulate their educational experiences by themselves and be responsible for bearing
the consequences of these experiences (S6nmez, 1991, p.131, p.135). Students should be seen as individuals at
school, and they should be allowed to take active roles in the formation of their own education; the teacher
and student should work together in order to shape learning. In this philosophy, the education program does
not include a set of rules or directions that should be followed. Students should have the right to decide what is
worth learning; the teacher should decide on the thing that should be most beneficial for students to learn
(Malik & Akhter, 2012).

Constructivism: This approach, which is related to the nature of knowledge and learning (Hove and Beryv,
2000), has become an influential philosophical thought that has affected educational practices since 1990s
(Marzano, 2000; Brooks & Brooks, 1993). According to constructivists, learning happens in mind as a result of
the interaction of previous knowledge and experiences and new information and experiences (Defhlefs, 2002).
Merill (1991) states that this process is a personal interpretation of the outer world. Constructivism gives
importance to the learning process rather than the learning product, and in this process teachers have duties
such as creating conditions that motivate students, creating problem situations, stimulating students’ prior
knowledge, and forming a social environment which supports positive attitudes towards learning to learn
(Olsen, 2000). Aydin (2007, p.63) states that the constructivist approach, with its views about existence,
involves deep disengagements from the traditional approach, information and value and reports that the most
important of all these disengagements is the emphasis on subjectivity of information in a way that blunts the
objectivity. In their undergraduate education or professional processes teachers might adopt one or more of
these philosophies at various degrees. How do teachers gain the philosophical understanding? Limited number
of studies show that undergraduate teacher education is an important factor for teachers to gain philosophical
approach (Aslan, 2014; Austin & Reinhardt, 1999; Doganay, 2011; Roosevelt, 2011). Roosevelt (2011) reports
that Educational Philosophy course in the undergraduate teacher education program enables to identify
teachers’ educational purposes in various dimensions and levels and help them to think and evaluate
reflectively.
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The Gap in the Literature and the Notion for the Study

Review of the literature that has been accessed showed that philosophical understandings are mainly
investigated in quantitative studies that are descriptive in nature. Various studies have investigated
philosophical beliefs/views of pre-service teachers (Altinkurt, Yilmaz & Oguz, 2012; Doganay & Sari, 2002,
Duman, 2008; Ekiz, 2005; 2007; Erbas, 2013; Kanath & Schreglman, 2014; Livingston, McClain & DeSpain, 2001),
philosophical views of teachers and education inspectors (Ustiiner, 2008), and school administrates’
philosophical understandings (Karadag, Baloglu & Kaya, 2009). Aslan (2014) investigated the effect of the
Educational Philosophy course on prospective kindergarten teachers’ philosophical preferences. Doganay
(2011) conducted a longitudinal study and investigated the effect of non-thesis master program on secondary
school field teaching prospective teachers’ philosophical preferences. Beside these, Roosevelt (2011)
investigated the place and effect of Educational Philosophy course in the teacher education program. Winch
(2012) investigated the place of the Educational Philosophy through document screening method in England
and found that it decreased gradually.

National studies on the issue mainly focused on the description of educational philosophies of teachers,
prospective teachers, and administrators. An investigation of the effects of prospective teachers’ philosophical
approaches via a longitudinal method might provide more detailed and clearer findings in relation to the
effects of undergraduate teacher education on philosophical approaches. Some teaching departments (for
instance pre-school teaching) have the Educational Philosophy course, but many departments do not. It is clear
that an investigation of four-year pre-service teacher education on the philosophical approach would provide
important findings. It is hoped that the study will shed light to curriculum development studies in relation to
the place and importance of education philosophy in undergraduate teacher education.

Purpose of the Study
The main purpose of this study is to conduct a longitudinal analysis of the changes in pre-service teachers’
educational philosophies throughout their education in the Faculty of Education. In line with this general
purpose, the study aimed to find answers to the following questions:
- Does the undergraduate education at the Faculty of Education have a significant change in prospective
teachers’ educational philosophy?
- Does four-year undergraduate education at the Faculty of Education cause a significant change in pre-
service teachers’ educational philosophy according to gender?
- Does four-year undergraduate education at the Faculty of Education cause a significant change in pre-
service teachers’ educational philosophy according to according to the departments?

Method

Study Design

The study adopted panel study model of longitudinal research method, which is one of the developmental
research model. Panel research is based on the comparison of measurements taken from the same sample in
different times (Borg & Gall, 1989). Dependent variable of the study is prospective teachers’ philosophical
understandings. Class level, gender and the department they attended were the independent variables.
Educational philosophies of the pre-service teachers in various departments of the Faculty of Education were
measured at the end of every academic year. This way, four different measurements were obtained from the
same group throughout four years.

Target Population and Sample

Target population of the study was first year students who were enrolled in Cukurova University Education
Faculty in the 2009-2010 academic year. Sample was formed using proportional cluster sampling method
considering the total number of first year students from each department. Although initially more students
were selected, analysis was conducted with 323 students from four groups who completed the data collection
tools in all four groups because it would not be possible to reach some students in the following measurement
times. Of all the students, 185 were female (57.30%), 138 were male (42.70%). Prospective teachers’ ages were
found to range from 17 and 35. In addition, 23 (7.10%) of the teachers were enrolled in the Turkish Teaching
department, 32 (9.90%) were in Social Studies Teaching department, 27 (8.40%) were in Art Teaching
department, 29 (9.90%) were in Education of Religion and Ethics teaching department, 28 (8.70%) were in
Computer and Instructional Technologies department, 16 (5.00%) were in English Language Teaching
department, 35( 10.80%) were in Psychological Counselling and Guidance department, 66 (20.40%) were in
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Primary Teaching department, 24 (7.40%) were in Science Teaching department, and 43% (13.30) were in Pre-
school Teaching department.

Data were collected using the “Philosophy Preference Assessment Form” (PPAF) developed by Wiles and
Bondi (1992, p.80) and adapted to Turkish by Doganay and Sari (2003). The form is a 40-item measurement
tool responded on a 5-point Likert scale. Items 6, 8, 10, 13, 15, 31, 34 and 37 are about perennialism; items 9,
11, 19, 21, 24, 27, 29 and 33 are about idealism; items 4, 7, 12, 20, 22, 23, 26 and 28 are about realism; items 2,
3, 14, 17, 25, 35, 39 and 40 are about experientialism, and items 1, 5, 16, 18, 30, 32, 36 and 38 are about
existentialism. This study added 8 items about constructivism to the Philosophy Preference Assessment Form; a
48-item form was then applied. Total score and arithmetic mean score of each educational philosophy were
calculated by adding teachers’ responses given on a 5-point Likert scale. Accordingly, the educational
philosophy with the highest mean score was accepted as their first preference, and the assessments were done
accordingly. The lowest score to be obtained from each sub-scale is 5 while the highest score is 40.00 Reliability
of the scale was retested in this study. Table 1 demonstrates Cronbach’s alpha internal consistency coefficients
as a result of this analyses, four different practices, and the values obtained from the adaptation conducted by
Doganay and Sari (2003).

Table 1.
Reliability values for Philosophy Preference Assessment Form.

Applications Cronbach’s Alpha
Original application (Doganay & Sari, 2003) .81
Application in the first year .84
Application in the second year .83
Application in the third year .86
Application in the fourth year .84

Analysis of the Data

Existence of any significant changes in pre-service teachers’ philosophical views from the first through the
fourth year was identified using one-factor ANOVA for repeated measures. To assess whether gender and
department factors created a significant change throughout four years, ANOVA for mixed measures was
performed.

Findings
Findings about the Changes in Prospective Teachers’ Educational Philosophies formed by the Undergraduate
Program

One-factor ANOVA for repeated measures was used in order to identify whether there were significant
changes in the philosophical views of prospective teachers from the first through the fourth year. Table 2
presents arithmetic mean and standard deviation values that reflect changes in prospective teachers’
philosophical understandings throughout their undergraduate education.

An analysis of the ANOVA results of the repeated measures in relation to the changes in prospective
teachers’ philosophical approaches indicated no significant differences in the realism (F(2.87-630.22] = .35,
p>.05], experientialism (F(3-696) =.12, p>.05] and constructivism (F(3-735) = 2.31, p>.05] philosophies;
however, there was a significant difference in perennialism (F(3-645) = 10.24, p>.001], idealism (F(3-696) =
7.79, p<.001]and existentialism (F(3-729) = 12.29, p<.001] philosophies from the first through the fourth year.
Changes in the perennialism and idealism philosophies demonstrate a decrease from the first through the
fourth year. In both philosophies the highest means were obtained in the first year and the lowest means were
obtained in the fourth year (for perennialism first measure X = 27.69- fourth measure: X=25.77; for idealism
first measure: X= 26.30- fourth measure: X=25.02]. Another philosophy that showed a significant change in pre-
service teachers’ understanding was existentialism. For this philosophy, measurements for arithmetic mean
scores from the first through the fourth year were 24.76, 26.08, 25.52, and 26.42 respectively. ANOVA results
indicate that the changes in the four measurements were significant in the existentialism approach. These
differences between the means were in favor of the second year measurement in the measurements between
the first year and second year and in favor of the fourth year measurement in the measurements between the
first and third year measurements.
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Table 2.
Means and Standard Deviation Values and Variance Analysis Results about PPAF.
Measure 1" year 2" year 3"year 4" year
Philosophy N X SD X SD X SD X SD F Difference N>
Perennial. 216 27.69 434 26.69 436 2635 425 2577 423  Fpgess=10.24* 1>2 .04
1>3
1>4
Idealism 233 2630 3.49 25.61 329 2517 3.14 25.02 3.26 F3.606 = 7.79* 1>3 .03
1>4
Realism 220 28.87 3.90 29.05 3.85 2920 331 29.05 3.60 F87-630.22) = .35 P>.05 .00
Experiment. 233  31.69 4.46 31.75 4.19 31.73 3.73 31.90 3.74  Fz06) =.12 P>.05 .00
Existential. 244 2476 3.59 26.08 3.84 2552 331 2642 3.36 F3.929 =12.29% 2>1 .04
4>1
4>3
Constructiv. 246 32.76 3.83 32.02 4.32 3244 4.06 32.82 4.11  Fpggas =231 P>.05 .00
*p<.00

Findings about the Changes in Prospective Teachers’ Educational Philosophies throughout the
Undergraduate Program according to Gender
The second research question aimed to explore whether the four-year undergraduate program indicated
any differences in the Philosophy Preference Assessment Form (PPAF) according to gender. Table 3
demonstrates the results of the two-factor variance analysis for mixed measures performed for this purpose.
According to the two-factor variance analysis results shown in Table 3, no significant differences were found
in prospective teachers’ perennialism [F(3-642) =.83, p>.05), realism [F(2.88-629.57)=2.04, p>.05],
experientialism [F(3-693) =1.36, p>.05], existentialism [F(3-726)=1.70, p>.05] and constructivism [F(3-
732)=2.23, p>.05] philosophical approaches throughout four years. In other words, interaction of gender and
the scores in four measurements displayed no significant differences [F (3-693) =2.77, p>.05]. The only
philosophical approach that displayed significant difference throughout the undergraduate program was
idealism [F(3-693) =2.77, p>.05]. Throughout four years, mean scores of female students in the idealism
philosophy were 26.40, 25.64, 25.18 and 24.55 respectively and those of male students were 26.05, 25.56,
25.16 and 25.73 respectively. Here, while there was a similar decrease in the second and third year female and
male prospective teachers, in the fourth year males had higher idealism scores in comparison to females.
Table 3.
Two-way ANOVA Results for Mixed Measures belonging to PPAF Scores according to Gender.

Measure 1% year 2" year 3" year 4™ year Group X Factor
Philosophy Gender N X SD X SD X SD X SD F n*
Perenn. Female 130 27.44 3.93 26.03 4.10 26.01 4.30 25.22 4.01 Fea)=.83 00
Male 86 28.08 491 27.68 4.57 26.86 4.13 26.61 4.42 p>.05)
Idealism Female 140 26.46 3.41 25.64 3.42 25.18 3.01 24.55 3.34  Fgee3) =2.77* o1
Male 93 26.05 3.6 25.56 3.10 25.16 3.35 25.73 3.03 P<.05
Realism Female 125 29.17 3.64 28.76 3.98 29.30 3.15 28.81 3.78  F(288-62957)=2.04 00
Male 95 28.47 4.21 29.43 3.66 29.07 3.52 29.36 334 p>.05
Experim. Female 135 32.13 3.42 32.11 3.69 31.92 3.36 31.77 3.94  Fie93 =1.36 00
Male 98 31.10 5.55 31.24 4.77 31.47 4.18 32.08 3.48 p>.05)
Existent Female 143 24.95 3.27 26.45 3.75 25.55 3.19 26.26 3.37  Fi76)=1.70 00
" Male 101 24.49 4.01 25.56 3.94 25.49 3.50 26.65 3.34  p>.05) '
Construc Female 147 33.10 3.36 32.30 4.10 32.82 3.80 32.57 456  Fi732)=2.23 00
. Male 99 32.26 4.39 31.60 4.63 31.86 4.38 33.20 3.31 p>.05) )
*P<.05

Findings about the Changes in Prospective Teachers’ Educational Philosophies throughout the
Undergraduate Program according to the Departments they attended

Another variable investigated in the study was the departments pre-service teachers attended. Two-way
ANOVA for mixed measures was conducted in order to identify whether there were any significant differences
in prospective teachers’ educational philosophies throughout their education and to compare this change
according to departments. Results are demonstrated in Table 4.
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Table 4.
Two-way ANOVA Results for Mixed Measures belonging to PPAF Scores according to Departments
1% year 2" year 3rd year 4th year Group X Factor
Department N X SD X SD X SD X SD F Difference n?
TR 19 28.00 3.52 28.57 3.92 25.47 4.53 24.89 3.58 F(27-618) = .75** ERAE>ART .10
SS 20 28.00 426 27.85 3.92 2455 496 25.75 4.25 ERAE>PCG
ART 15 26.53 3.39 25.00 3.66 26.06 3.93 2340 3.22 ERAE K>PST
g ERAE 21 31.47 3.64 28.90 4.26 27.85 3.88 28.04 4.80
.‘_g CET 17 25.94 5.81 26.88 541 2741 3.58 2747 4.03
S ELT 12 28.83 3.29 26.08 3.62 25.16 5.73  24.00 3.97
E PCG 23 28.21 4.39 23.34 4.96 24.56 2.74 25.39 4.32
PT 36 26.69 440 26.38 4.03 27.16 3.33 2733 4.00
ST 17 28.47 5.03 29.23 417  26.88 536 2588 4.12
PST 36 26.41 3.35 25.83 3.04 27.02 4.34 24.36 3.89
TR 20 25.50 3.39 25.45 2.68 24.25 3.04 24.50 3.72 F(27-669) =1.69* ART>TR .06
SS 22 26.22 3.57 26.27 2.60 2440 3.99 26.18 2.66 ART>ELT
ART 18 27.88 411 25.33 3.48 27.00 3.21 24.77 3.84 ART>PCG
€ ERAE 22 26.00 3.30 25.77 3.80 23.86 3.10 24.90 3.49 ART>PST
2 CET 15 25.33 418 26.00 3.89 2593 2.81 26.53 3.64 PT>TR
g ELT 12 24.83 2.97 25.33 2.74 24.66 3.77 24.33 2.64 PT>ELT
- PCG 29 27.27 3.54 24.24 3.84 24.03 3.25 24.55 3.01 PT>PCG
PT 44 26.00 3.77 26.18 2.80 26.56 2,51 2540 3.11 ST>TR
ST 16 27.18 294 27.50 336 2493 2.74 25.18 2.97 ST>ELT
PST 35 26.25 2.70 24.82 3.21 25.22 2.38 24.22 3.34 ST>PCG
TR 18 29.44 3.03 30.61 3.38 29.50 3.18 29.61 3.77 F (25.89-604.28) TR>ART .08
SS 25 29.68 412  30.12 3.38 2860 4.88 30.52 2.98 =2.03** TR>ELT
ART 15 28.20 3.40 26.33 4.67 30.00 2.56 27.86 2.41 SS>ART
£ ERAE 22 29.63 3.04 28.54 3.43 28.90 1.99 28.27 3.56 SS>ELT
2 CET 16 25.62 561 29.31 475  29.00 2.68 30.06 3.23 PT>ART
E ELT 11 29.09 2.80 28.00 3.49 28.90 3.85 25.54 5.27 PT>CET
PCG 23 29.34 4.16 28.26 2.68 27.91 3.66 28.73 3.48 PT>ELT
PT 39 29.25 421 30.05 3.48 29.76 2.53  30.07 3.27 PT>PCG
ST 13 28.38 2.78 30.07 3.01 28.69 428 2738 440
PST 38 28.68 3.65 2826 4.48 29.86 3.17 29.05 3.17
TR 19 31.84 2.54 30.94 2.69 3047 3.18 3042 3.22 F(27-669) PT>TR .07
SS 25 32.68 3.02 3236 4.00 30.20 6.00 31.96 3.14 =2.05%** PT>ART
g ART 19 31.89 3.85 29.47 6.00 32.47 3.23 31.89 2.42 PT>CET
-r_% ERAE 21 33.19 3.82 3223 2.84 3147 2.33  30.66 3.81 PT>ST
e CET 18 27.55 8.05 3155 6.68 31.11 5.10 32.72 3.06 PT>PCG
2 ELT 12 33.50 239 30.75 5.04 3250 4.01 29.50 7.65 PST>TR
§ PCG 27 31.07 394 3103 3.24 3125 3.20 30.92 4.49 PST>PCG
wopT 43 31.62 5.16 32.62 482 32.95 2.52 3388 2.92 PST> CET
ST 14 31.07 3.49 3164 159 31.57 3.89 31.07 2.99
PST 35 32.25 3.55 32.65 2.54 32.28 3.13 32.48 2.77
TR 22 24.54 3.03 2418 444 2495 3.19 25.90 2.75 F(26.14-679.78) PST>TR .57
SS 23 25.21 486 26.69 249  26.13 466 25.56 3.53 =1.57*
e ART 17 25.58 4.74 25.00 2.78 25.05 3.07 26.41 3.77
2 ERAE 26 24.42 3.28 25.19 3.61 2446 2.84 26.50 3.58
2 CET 18 24.72 4.18 24.33 3.88 24.83 3.34 26.00 3.14
p_,% ELT 13 25.76 1.64 25.69 295 26.38 3.22 2446 4.5
2 PCG 26 24.53 3.13  25.07 3.69 2484 3.67 26.61 3.28
“opr 43 24.30 3.73 2744 423 2576 3.12  27.60 3.02
ST 16 23.81 3.25  25.00 3.26  25.00 2.52 25.62 2.84
PST 40 25.22 3.26  28.37 3.43  26.82 2.84 2692 3.39
TR 20 33.65 2.83  32.00 335 32,60 2.77 32,90 3.17 F(27-708) =2.28%* PT>ST .08
SS 25 33.84 3.61 3232 3.61 30.36 6.44  33.28 3.18 PST>ST
€ ART 17 32.23 3.81 30.58 6.01 3176 3.32 3188 3.19
2 ERAE 26 33.19 2.60 3219 3.41 3265 297 3180 4.62
*('3, CET 16 28.75 6.87 32.18 5.29 3243 3.53 33,50 2.33
5 ELT 15 34.73 3.30 3240 551 3366 4.25 29.60 7.95
S PCG 28 32.14 394 3192 399 3167 463 3321 3.24
© opr 40 32.75 3.43 3197 495 3355 3.20 34.90 2.77
ST 18 31.00 254 3111 2.16 30.11 3.73 30.61 5.19
PST 41 33.70 3.16 32.65 449 33.80 3.42 3317 3.61

Note: TR: Turkish; SS: Social Studies, ART: Art, ERAE: Education of Religion and Ethics; CET: Computer and Educational Technology, ELT:
English Language; PCG: Psychological Counseling and Guidance; PT: Primary Teaching; ST: Sciences Teaching; PST: Pre-school Teaching
departments.
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An overall analysis of Table 4 indicates that all the philosophies demonstrated a significant increase
according to departments throughout four years. An analysis of the results in terms of perennialism philosophy
showed an increase in CET and primary teaching departments from the first through the last year. All the other
departments apart from these showed a general decrease through the fourth year. In the fourth year, when
the last measurements were performed, the highest score belonged to ERAE department prospective teachers,
and the lowest score belonged to Art teaching department. In this philosophy, the differences according to
departments were significant; in other words, the common effect of being in different departments and
repeated measurement factors had significant effects on prospective teachers’ educational philosophies [F(27-
618) = 2.75, P<.00, I’]2 = .10]. According to the results of Bonferroni multiple comparison test, which was
performed in order to analyze the source of the difference, indicated significant differences in favor of the
ERAE teaching department among the departments of ERAE teaching and art teaching, PCG and pre-school
teaching.

An analysis of the results in terms of the idealism philosophy showed that while there was a significant
decrease in all dimensions throughout the years, there was an increase in the idealism scores of the
prospective teachers who attended to the CET department. While CET was the department that had the
highest idealism score in the fourth year, the department that had the lowest score was Pre-school teaching.
ANOVA results showed that the changes in prospective teachers’ idealism scores had significant differences
according to the departments [F(27-669) = 1.69, p<.05, N2 = .06]. Results of the LSD multiple comparison test,
which aimed to examine between which departments these differences existed, showed that there were
significant differences in favor of the Art teaching department among the Turkish, English, PCG and pre-school
teaching departments; in favor of the primary teaching department among the primary teaching and Turkish,
English and PCG departments; and in favor of the Science teaching department among Science teaching,
Turkish, English and PCG departments. An analysis of Table 4 in terms of realism philosophy indicated
significant changes in pre-service teachers’ PPAF scores throughout the four years according to the
departments they attended [F(25.89-604.28) =2.03, P<.05, I’]2 = .08]. While in this approach there was an
increase in Social Studies, Pre-school and CET from the first through the fourth year, a decrease was noted in
PCG and Science teaching departments. While the department with the highest realism score in the fourth
year, when the latest measurement was performed, was Social Studies (X= 30.52), English Language Teaching
department had the lowest score (X= 25.54). Significant differences between the groups were analyzed using
LSD multiple comparison test, which indicated significant differences in favor of the Turkish teaching
department among Turkish teaching and Art and English Language teaching departments; in favor of the Social
Studies teaching among Social Studies teaching and Art and English Language teaching; and in favor of primary
teaching among primary teaching, Art, CET, PCG, and English Language teaching.

An analysis of the results in terms of experientialism philosophy indicated a decrease from the first through
the fourth year in prospective teachers’ scores in the Turkish, Social Studies, Education of Religion and Ethics,
and English Language teaching departments; there was an increase in CET and primary teaching departments.
As for the Art, Science, and Pre-school teaching departments, no significant changes were found throughout
the undergraduate education; the mean scores were almost the same throughout the years. In the fourth year,
when the last measurements were performed, the department that had the highest experientialism score was
primary teaching, and the department that had the lowest score was English Language teaching. An analysis of
the ANOVA results throughout the four years for the comparison of the changes that happened in groups
indicated significant differences [F(27-669) =2.05, p<.00, r]2 =.07]. Results of the LSD multiple comparison test
which aimed to find out the reasons for these differences between the groups showed significant differences in
favor of the primary teaching department among priary teaching, Turkish, Art, CET, Science, and PCG
departments and in favor of the Pre-school teaching department among Pre-school teaching, Turkish, PCG and
CET departments.

ANOVA results were analyzed in terms of the existentialism approach, which indicated a decrease in the
English Language teaching department from the first through the fourth year and an increase in the other
departments. While the department with the highest existentialism mean score in the fourth year was primary
teaching (X= 27.60), the department with the lowest score was English Language teaching (X= 24.46). Table 5
demonstrates the comparison of the changes in prospective teachers’ educational philosophies according to
departments throughout their undergraduate education, which indicated significant differences [F(26.14-
679.78) =1.57, p<.05, I’]2 = .05]. According to the Bonferroni multiple comparison test results which aimed to
examine the sources of these differences and find out the departments which demonstrated differences
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indicated that the difference was significant in favor of the Pre-school teaching department between the Pre-
school teaching and Turkish teaching departments.

An analysis of pre-service teachers’ scores in relation to the constructivism philosophy indicated
significant differences according to the departments throughout the years [F (27-708) =2.28, p<.00, nz =.08].In
this philosophical approach, there was an increase from the first through the fourth year in the CET, PCG, and
primary teaching departments; a decrease, however, was noted in English Language teaching and Science
teaching departments. While in the fourth year the department with the highest constructivism score was
primary teaching (X=34.90), English Language Teaching was the department with the lowest score (X=29.60).
Results of Bonferroni multiple comparison test, which aimed to investigate the source of the differences
showed that the difference was in favor of the primary teaching department between the primary teaching and
Science teaching departments and in favor of the Pre-school teaching department between Pre-school and
Science teaching departments.

Discussion and Conclusion

The initial result of the present study was about the change in prospective teachers’ educational
approaches that happened throughout four years. Accordingly, while there were no significant changes in the
realism, experientialism and constructivism philosophies; perennialism, idealism and existentialism
philosophies showed significant changes from the first through the fourth year. While there was a decrease in
prospective teachers’ perennialism and idealism mean scores throughout four years, there was an increase in
the existentialism mean scores. These findings are in line with the findings reported by Doganay (2011).
Doganay also reported a decrease in the proportion of pre-service teachers who preferred perennialism and
idealism philosophies first in the second measurement; there was an increase in the proportion of those who
adopted existentialism as the first preference. These results signal that educational philosophies of primary
teachers go through a change from the traditional through a modern one throughout their undergraduate
education.

Very close mean scores of pre-service teachers in the first and fourth years in the experientialism and
constructivism philosophies might first indicate a negative judgement. However, it is important to note that the
highest mean scores all the measurements throughout four years belonged to experimental and constructivist
education philosophies, and all mean scores were over 30. When it is considered that the highest scores to be
obtained from the scales is 40, the case could become clearer. In this regard, what could be regarded as a
positive finding is that this approach is at least preserved in education faculties. On the other hand, the highest
scores were found to be related to experientialism and constructivism, which are closely related to
experientialism. This finding is supported with other studies in the literature. For instance, Aslan (2014),
Cagirgan-Gilten and Batdal-Karaduman (2010), Caliskan (2013), Coban (2007), Doganay and Sari (2001),
Duman (2008), Livingston and Mc Clain (1995), Tekin and Ustiin (2008) also reported that experientialism was
the first philosophy preference of teachers and pre-service teachers. Studies conducted by Altinkurt, Yilmaz
and Oguz (2012) and Tunca, Alkin-Sahin and Oguz (2015) also reported that experientialism was one of the
philosophies that had the highest scores. This case might have resulted from the fact that although in practice
there are examples of traditional philosophies such as perennialism and essentialism, despite the fact that
many times things are written on paper only, Turkish education system from pre-school to university is
constructed with the expressions of the progressivist educational philosophy.

It was found that prospective teachers’ philosophical approaches displayed no significant changes according
to gender throughout four years except from the idealism philosophy. For the idealism philosophy, mean
scores for female and male prospective teachers showed a similar decrease in the first, second and third year
female and male prospective teachers’ idealism scores. In the fourth year, the decrease in male prospective
teachers’ idealism scores demonstrated a slight increase, and they had higher idealism scores in comparison to
female prospective teachers. On the other hand, given the idealism scores of prospective teachers in four years
and closer mean scores in all measurements, gender does not seem to be an important variable in education
philosophies. Similar findings reported by Doganay and Sari (2003) also support this finding.

Pre-service teachers’ educational philosophies throughout four years indicated significant differences in
terms of all education philosophies. This case might indicate that the undergraduate education created a
change in pre-service teachers’ education philosophies in all departments. However, of course the direction of
change is as important as the change itself. Throughout the undergraduate education, one expects to see a
general decrease in traditional educational philosophies and an increase in modern educational philosophies.
An analysis of the changes in pre-service teachers’ educational philosophies according to departments in terms

9
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of this general expectation showed that there was an increase throughout four years in the department of CET
and primary teaching in the perennialism philosophy, in CET in idealism philosophy, and in Turkish, Social
Studies, Pre-school and CET in the realism philosophy. There was a decrease in other departments. On the
other hand, from the first through the fourth year, there was a decrease in Turkish, Social studies, ERAE, PCG
and English Language teaching departments in the experientialism philosophy, which is accepted as modern
understandings; in English language teaching department in existentialism philosophy, in Turkish, Social
Studies, Art, ERAE, English and Science teaching departments in the constructivism philosophy. There was an
increase in the other department. These findings suggest that the changes in prospective teachers’ educational
philosophies throughout four years in their undergraduate program might not be in the direction of increasing
modern education philosophies in all departments. However, this judgement should not be exaggerated
because the highest scores in pre-service teachers’ last measurements were found to focus on experientialism
and constructivism approaches almost in all departments. Hence, it can be expected that in their professional
life after graduation pre-service teachers will not experience important problems about adapting educational
programs that are prepared in line with the progressivist and constructivist approaches.

On the other hand, an analysis of the change in pre-service teachers’ education philosophies according to
departments throughout their education indicated that idealism, realism and experientialism philosophies had
differences mainly between the departments; other philosophies showed no significant differences according
to most departments. For instance, in the perennialism philosophy, only ERAE, Art, PCG and pre-school
teaching departments displayed differences; the other departments showed no differences. In a similar vein, in
the existentialism approach while only pre-school and Turkish language teaching departments displayed
differences, in the constructivism approach only Science teaching department was found to differ from primary
teaching and Pre-school teaching departments; there were no significant differences between the other
departments. From this point of view, results of the present study seem to be in line with the other studies in
the literature. Teachers who participated in the studies conducted by Doganay and Sari (2003), Ustiiner (2008),
Tunca, Alkin-Sahin and Oguz (2015) displayed no differences in their educational philosophies according to
their fields. Similarly, Doganay (2011) found that educational philosophies of prospective teachers in the non-
thesis master program displayed no significant differences according to departments; Duman (2008) found that
only one department was different from others. On the other hand, Ekiz (2007), Alkin-Sahin, Tunca and Ulubey
(2014) reported that pre-service teachers displayed significant differences in their philosophical approaches
according to their departments. These findings which are different in the related literature might be an
indicator of the fact that it is still too early to reach any judgements about this issue and that there are so many
other studies needed.

In line with the results of the present study, throughout the four-year education in education faculties,
there seemed to be a generally positive change in prospective teachers’ educational philosophies in the
framework of the modern educational approach. On the other hand, given the progressivism philosophy which
forms base for the curriculum in the Turkish education system, the change pre-service teachers’ educational
philosophies was found to be inadequate; with the increase in class level, some departments displayed an
increase in the mean scores of perennialism, idealism and realism philosophies, which are accepted as
traditional philosophies. An analysis of the findings in terms of the pre-school teaching department which has
the educational philosophy course in its program showed that it was among the highest two departments in
the experientialism, existentialism and constructivism philosophies. This finding suggests that educational
philosophy course might have effects on the development of modern philosophical approaches. In this regard,
education faculty programs should be revised, and precautions should be taken both on paper and in practice
in order to help pre-service teachers to internalize the modern educationan approach. Instructors to prepare
these programs should be equipped with the modern educational approach so that they can educate teachers
who have the required qualities. In this regard, it could be beneficial to conduct similar studies with the
participation of teachers, prospective teachers and instructors.
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TURKCE SURUM

Giris

Bireylerin yetisme sirecglerinde aile, arkadas cevresi, medya gibi bircok faktér etkili olsa da okul,
profesyonelce egitim verilen bir kurum oldugundan biitin bu faktorlerin 6tesinde bir anlam tasimaktadir.
Okullardaki profesyonel egitim hizmetlerinin bas aktorleri égretmenlerdir. Ogretmenlerin profesyonel diizeyde
sahip olduklari bilgi ve beceriler kadar egitime, okula, 6grencilere, bilgiye vb. yonelik tutum ve degerleri kisaca
egitim anlayislari da yetisecek insan tipinin niteliklerinin dnemli bir belirleyicisidir. Nitekim 6gretmenlerin egitim
ve 6grenmeyle ilgili sahip olduklari deger ve inanislarin 6gretim uygulamalarini etkiledigi konusunda egitimciler
arasinda bir gorus birligi olusmustur (Austin & Reinhardt, 1999; Brown & Rose, 1995; Ediger, 2000; Elisasser,
2008; Kagan, 1992; Nespor, 1987). Felsefi bakis agisi ve anlayis 6gretmenlerin egitim, 6grenme ve 6gretme
hakkinda verecekleri kararlarin dogurgularina daha genis bir perspektiften bakma firsati verir (Roosevelt, 2011).
Ogretmenlerin siniftaki uygulamalar hakkinda dogru kararlar verebilmeleri icin, neyi nicin yaptiklarinin
bilincinde olmalari gerekir. Bu da saglam bir felsefi anlayisi gerekli kilar (Winch, 2012).

Ertlirk’e (1988, p.11) gbre Urln olarak egitim felsefesi, egitim etkinliklerini kilavuzlamada ve uygulamalari
degerlendirmede temel alinan degerler biitinl ve sayiltilar dizgesi; slire¢ olarak ise, bu degerler ve sayiltilar
elestirel bir bigimde sirekli inceleyerek egitimde "tiume" ulasma ugrasidir”. Kumral (2014) egitim felsefesini,
okulla ilgili tim boyut ve sireglerle ilgili fikirler ve bu fikirleri agiklama c¢abalari olarak gérmektedir.
Ogretmenlerin 6grencilerin nasil egitilmeleri gerektigi, egitimin amag ve igeriginin ne olmasi gerektigi
konusundaki inang, goris ve degerleri onlarin egitim felsefesini olusturur. Her siniftaki 6gretim uygulamalari
ogretmenlerin okul ve 6grenme hakkindaki inanglarindan etkilenir (Livingston, McClain & DeSpain, 1995).
Gutek’in (1995) de belirttigi gibi 6gretmenin sectigi yontem ve stili felsefe, siyasal kuram, din, sanat ve
edebiyattan etkilenir.

- Ben nasil bir 6gretmen olmaliyim?

- Egitimde neleri 6n planda tutmaliyim?

- Ogrencileri nasil gérmeliyim?

- Bilgiye nasil yaklasmaliyim ve onu nasil kavramsallastirmaliyim? vb. sorular 6gretmenlerde gelistirilmesi
gereken felsefi anlayisin temelini olusturur.

Ogretmenler hangi felsefi anlayislara sahip olabilirler? Alanyazin incelendiginde belli basl egitim
anlayislarinin daimicilik, esasicilik, ilerlemecilik, yeniden kurmacilik (Demirel, 1999; Ornstein & Hunkins, 2014;
Keles, 2013; S6nmez, 1996) ve varolusculuk (Weshah, 2013; Sénmez, 1996) seklinde ele alindigi gérilmektedir.
Wiles ve Bondi (1984) ise o6gretmenlerin felsefi tercihlerini incelemek Uzere gelistirdikleri Felsefi Tercih
Degerlendirme Formu’nda egitim felsefelerini daimicilik, idealizm, realizm, deneyselcilik ve varolusguluk
seklinde ele almislardir. Bu form Doganay ve Sari (2003) tarafindan Tirkgeye uyarlanirken orijinaline sadik
kalinmistir. Her ne kadar daimicilik anlayisinin idealizm ve realizm felsefelerine dayali bir anlayis oldugu
arastirmacilar tarafindan bilinse de Wilse ve Bondi’'nin orijinal g¢alismasinda tanimladigi bu bes boyuta
midahale edilmesi uygun bulunmamistir. Calismada da veri toplama araci olarak bu form kullanildigindan,
egitim felsefeleri Wiles ve Bondi’nin tanimladigi ¢ergevede ele alinmistir. Ancak, Tirkiye milli egitim sistemi
acisindan formda gorilen temel eksiklik, son yillarda egitim programlari ve uygulamalarda temel alinan
yapilandirmaci anlayisla ilgili madde icermemesi olmustur. S6z konusu veri toplama araci, bir 6lgek degil bir
goriis belirleme formu oldugundan yapilandirmaci anlayisi yansitan maddeler eklenmesinde sakinca
gorilmemistir. Bu dogrultuda diger egitim anlayislari formda sekizer madde ile temsil edildiklerinden,
vapilandirmacilikla ilgili olarak da sekiz madde eklenmistir. Gorls formuna eklenecek maddelerin
belirlenmesinde 6ncelikle alanyazin taramalari yapilmis (Aldridge, Fraser & Taylor, 2000; Aydin, 2007; Brooks &
Brooks, 1993; Defhlefs, 2002; Fosnot 1996; Hove & Berv, 2000; Kim, Fisher, Fraser, 1999; Marzano, 2000;
Merill, 1991; Olsen, 2000; Taylor, Fraser & Fisher, 1997; Yager, 1991) bu anlayisin temel ilkelerini yansitan
ifadeler belirlenmeye calisiimistir. Belirlenen bu ilkeler Egitim Programlari ve Ogretim alaninda gérev yapmakta
olan bes uzmana inceletilerek gelen gorisler dogrultusunda en ¢ok benimsenen sekiz madde segilmistir.
Asagida bu akimlarla ilgili kisa bilgiler yer almaktadir.

Daimicilik: Geleneksel degerlere vurgu yapan daimicilik, egitimin hedefini 6grencilerin zihnini ve ahlakini

gelistirmek olarak gorir (Ornstein & Hunkins, 2014, p.52). Daimicilere gore insan dogasinin degismez bir yapisi
oldugundan, temel egitim modelleri de degismez; dogru, evrensel ve degismez oldugu icin gercek egitim de
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evrensel ve degismez olmalidir (Gutek, 2001, p.306). Ogrencilere her zaman ve her yerde gegerli olan bilgi ve
degerler kazandirilmali, bunun igin de klasiklerin 6gretimine 6nem verilmelidir (Demirel, 2002, p.24-25).

idealizm: lyi, dogru ve giizelin temelde degismedigini, her zaman her yerde ayni oldugunu savunan idealist
egitimciler, dinsel, felsefi, tarihsel, edebi ve sanatsal eserlerden cikarilan dogrulari temel alan bir egitim
anlayisina sahiptir. Bu anlayisa gore egitim, insandaki potansiyeli temellendirme ve gelistirme sireci iken;
O6grenme, 6grencinin zihnindeki dogrulari hatirlamasi i¢in uyarilmasi sirecidir (Gutek, 2001, p.33-34). Okulun
temel gorevi egitim ve 6gretimde bulunmak, bilgi pesinde kogmak ve akl gelistirmek iken; idealist 6§retmenin
esas islevi, genglerin akil gelisimlerine yardimci olmaktir (Biiylikdiivenci, 1988).

Realizm: insan bilgisinin bagimsiz olarak var ve gercek oldugunu savunan realistlere (Tozlu, 1997, p.50) gére
akil, kendi dlnyasini olusturmak yerine dinyadan bilgi almaktadir; dinyanin gergek bilgisini 6grenciye
kazandirmak da inisiyatifi elinde bulunduran ve 6grencinin hangi bilgileri 6grenecegine karar veren 6gretmenin
gorevidir (Blyukdlvenci, 1989). Her disiplinle ilgili 6gretilecek bilgi, gercegi yansitmali, organize edilmis olmali
ve igerik; Ogrencinin gelisimine, hazirbulunugluguna, 6grenme-6gretme ilkelerine gore diizenlenmelidir
(S6nmez, 1996, p.95). Ogrencilere uzmanlik icin gereken bilgiler kazandirilirken, sinif ortamlari dogadaki gibi
diizenli ve kati disiplinli bir sekilde diizenlenmelidir (Wiles & Bondi, 1984, p.52).

Deneyselcilik (ilerlemecilik): Bu akimin oOncilerinden olan Dewey’e gbre okul ve sinif kavramlari,
o6grenenlerin birlikte ¢ahlstiklari, karsilastiklari problemlere hep beraber ¢dziimler bulduklari en kigik toplum
modelleridir (Kale, 2009, p.321). Surekli degismeye agik olma, demokrasiyi gergeklestirme ve yasatma, hem
toplum hem de kisiyi dengede tutma, bilimsel yéntemi kullanma, higbir bilgiyi mutlak dogru kabul etmeme,
ogrencilerin kendi yasantilari yoluyla zihnini ve gizil yeteneklerini gelistirme, diisiinmeyi 6gretme gibi ifadeler
bu anlayisin temel egitim hedefleri arasinda yer almaktadir (Sonmez, 1991, p.107). Temel gorevi 6grencilere
rehberlik etmek olan 6gretmen, demokratik egitim ortamlari diizenlemeli ve bu ortamlarda 6grencileri
yarismaya degil, isbirligine 6zendirmelidir (Demirel, 2002, p.27). ilerlemeciler ezbere dayali &grenmeyi,
o6gretmen ve kitap otoritesini, disiplin olarak gdzdagi ve dayagi reddederek 6grenen lizerinde odaklanmis; sozel
ya da matematiksel beceriler yerine etkinlik ve deneyimlere vurgu yapmiglardir (Ornstein & Hunkins, 2014,
p.62).

Varolusguluk: Varolusgulara gore bilginin dogasi, kisinin bireysel deneyimlerine baglidir; insanlar fikir ve
duslncelerini 6nceki bilgi ve deneyimlerine dayali olarak sekillendirirler (Malik & Akhter, 2012). Egitimi, insanin
basariyl, basarisizhgi, ¢irkini, gizeli, savasimi, karmasikhgi, aclyi abartmadan; fakat duriistce karsilayan
yasantilar gecirmesini saglayan bir etkinlik olarak ele alan varolusculuga gore insan, kendi egitim yasantilarini
kendisi secmeli ve diizenlemeli, bunlarin sonuglarindan da kendisi sorumlu olmaldir (S6nmez, 1991, p.131,
p.135). Okulda cocuklar birer birey olarak gorilmeli ve kendi egitimlerinin sekillendirilmesinde etkin rol
almalarina izin verilmelidir; 6gretmen ve 68renen 6grenmeyi gerceklestirmek icin birlikte calismalidir. Bu
anlayista egitim programi izlenmesi gereken bir dizi kurallar veya direktifler icermez. Ogrenciler kendileri igin
neyin 6grenilmeye deger oldugu konusunda se¢me hakkina sahip olmali; 6gretmen, neyin 6gretilmesinin
Ogrenciler igin en yararli olacagini kararlastirmalidir (Malik & Akhter, 2012).

Yapilandirmacilik: Bilginin dogasina ve 6grenmeye iliskin bir felsefi yaklasim olan (Hove & Berv, 2000) bu
anlayis, 1990’lardan sonra egitim uygulamalarini etkileyen glicli bir akim haline gelmistir (Marzano, 2000;
Brooks & Brooks, 1993). Yapilandirmaciliga gore 6grenme, Onceki bilgi ve deneyimlerle yeni bilgi ve
deneyimlerin etkilesimi sonucunda, zihinde gergeklestirilir (Defhlefs, 2002). Merill’e (1991) gore bu siireg dis
diinyanin kisisel bir yorumudur. Yapilandirmacilikta 6grenme Uriiniinden ¢ok 6grenme slireci 6Gnemsenir ve bu
slirecte 6gretmenin, ogrencileri gldileyecek kosullar yaratma; problem durumlari yaratma; 6grencilerin 6n
bilgilerini uyarma; 6grenmeyi 6grenmeye karsi olumlu tutumlari destekleyen sosyal bir ortam yaratma gibi
temel gorevleri vardir (Olsen, 2000). Yapilandirmaci yaklasimin varlik, bilgi ve degere bakisiyla geleneksel
anlayistan koklu kopuslar icerdigini belirten Aydin (2007, p.63), bu kopuslardan en 6nemlisinin bilgideki
nesnelligi 6rseleyecek kadar 6znellige yapilan vurgu oldugunu belirtmektedir.

Ogretmenler gerek hizmet dncesi egitimlerinde gerekse hizmet siirecinde bu anlayislardan bir veya birkagini
cesitli derecelerde benimseyebilirler. Acaba 6gretmenler felsefi anlayisi nasil kazanirlar? Yapilan sinirli sayida
arastirma, hizmet Oncesi 6gretmen egitiminin 6gretmenlerin felsefi anlayis kazanmalarinda énemli bir etken
oldugunu gostermektedir (Aslan, 2014; Austin & Reinhardt, 1999; Doganay, 2011; Roosevelt, 2011). Roosevelt
(2011) hizmet 6ncesi 68retmen egitimi programindaki egitim felsefesi dersinin 6gretmen adaylarinin ¢cok farkh
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boyut ve diizeylerdeki egitim amaclarini belirleyip, tzerinde yansitici distinmelerini ve degerlendirmelerini
sagladigini belirtmektedir.

Alanyazindaki Bogluk ve Arastirmanin Gerekgesi

Ulasilabilen kaynaklara dayali olarak yapilan alan yazin taramasinda, felsefi anlayislarin daha ¢ok betimsel
nitelikteki nicel arastirmalarla ele alindigi gérilmektedir. Cesitli arastirmalarda ilk ve ortadgretim 6gretmenleri
ile 6gretmen adaylarinin felsefi inanglari/gorusleri (Altinkurt, Yilmaz & Oguz, 2012; Doganay & Sari, 2002,
Duman, 2008; Ekiz, 2005; 2007; Erbas, 2013; Kanath & Schreglman, 2014; Livingston, McClain & DeSpain, 2001),
dgretmen ve egitim miifettislerinin (Maarif mifettisi) felsefi anlayislari (Ustiiner, 2008) ve okul yéneticilerinin
felsefi anlayislari (Karadag, Baloglu & Kaya, 2009) incelenmistir. Aslan (2014) deneysel bir ¢alismada, egitim
felsefesi dersinin okul 6ncesi 6gretmen adaylarinin felsefi tercihlerine etkisini arastirmistir. Doganay (2011) ise
tezsiz yuksek lisans egitiminin ortadgretim alan 6gretmenligi 6gretmen adaylarinin felsefi tercihlerine etkisini
boylamsal bir calisma ile incelemistir. Bunlarin disinda, Roosevelt (2011) egitim felsefesi dersinin 6gretmen
egitimi programindaki yerini ve etkisini nitel bir bakis agisiyla incelemistir. Winch (2012) ise, belgesel tarama
yontemiyle ingiltere’de 6gretmen egitiminde egitim felsefesi dersinin yerini incelemis ve gittikce azaldig
saptamasini yapmistir.

Yurt iginde konuyla ilgili yapilan ¢alismalarin daha ¢ok 6gretmen, 6g8retmen adaylari ve yoneticilerin felsefi
anlayislarinin  betimlenmesi seklinde yapildigi gorilmektedir. Dort yillik lisans egitiminin boylamsal bir
yontemle, 6gretmen adaylarinin felsefi anlayislari izerindeki etkisinin incelenmesi, hizmet dncesi 6gretmen
egitiminin felsefi anlayislara etkisini degerlendirme konusunda daha ayrintili ve net bir bulgu sunabilir. Bazi
ogretmenlik bolimlerinde (6rnegin okul oncesi 6gretmenligi) egitim felsefesi dersi bulunmasina karsin bircok
bolimde bu ders bulunmamaktadir. Bolimler agisindan dort yillik hizmet 6ncesi 6gretmen egitiminin felsefi
anlayislara etkisinin incelenmesinin de 6nemli bulgular ortaya koyacagi aciktir. Calismanin hizmet oOncesi
O0gretmen egitiminde egitim felsefesinin yeri ve 6nemi konusunda, program gelistirme calismalarina sk
tutacagl umulmustur.

Aragtirmanin Amaci
Bu arastirmanin genel amaci, egitim fakiltesindeki 6grenim sirecinde, 6gretmen adaylarinin egitim
felsefelerinde olusan degisimin boylamsal bir sekilde incelenmesidir. Bu genel amag dogrultusunda su sorulara
yanit aranmistir:
- Egitim fakultesindeki lisans egitimi 6gretmen adaylarinin egitim felsefelerinde anlamli bir degisime neden
olmakta midir?
- Egitim fakultesindeki dort yillik lisans egitimi 6gretmen adaylarinin egitim felsefelerinde cinsiyete gore
anlamli bir degisime neden olmakta midir?
- Egitim fakultesindeki dort yillik lisans egitimi 6gretmen adaylarinin egitim felsefelerinde boélime goére
anlamli bir degisime neden olmakta midir?

Yontem

Aragtirmanin Modeli

Arastirma, gelisimsel arastirma modellerinden boylamsal arastirma yénteminin panel arastirmasi modeline
gore desenlenmistir. Panel arastirmasi bir 6rneklemden ayni degiskene ait farkli zamanlarda yapilan dlg¢limlerin
karsilastirilmasi esasina dayanmaktadir (Borg & Gall, 1989). Arastirmanin bagimh degiskeni 6gretmen
adaylarinin felsefi anlayislaridir. Sinif diizeyi, cinsiyet ve egitim gorilen bolim bagimsiz degiskenler olarak
belirlenmistir. Cukurova Universitesi Egitim Fakiiltesinin cesitli béliimlerinde egitim géren 6gretmen
adaylarindan olusan bir 6rneklemin felsefi anlayislari, her 6gretim yilinin sonunda 6lgtilmastiir. Boylelikle ayni
gruptan dort yil boyunca dort 6lglim elde edilmistir.

Evren ve Orneklem

Arastirmanin ¢alisma evrenini 2009-2010 Egitim yilinda Cukurova Universitesi Egitim Fakiiltesinin birinci
sinifinda egitim goren oOgrenciler olusturmustur. Calisma evreninden her bolimin birinci siniftaki toplam
o6grenci sayilar géz oninde bulundurularak oranli kiime ornekleme yontemiyle 6rneklem olusturulmustur.
Baslangicta daha fazla sayida 6grenci secilmesine karsin, ilerleyen zaman icindeki 6lclimlerde bazi 6grencilere
ulasmak mimkin olmadigindan, her doért sinifta da 6lgme aracini yanitlayan toplam 323 6grenciden elde edilen
veriler iizerinden analizler yapilmistir. Ogretmen adaylarinin 185’i (%57.30) kadin, 138’i (%42.70) erkektir.
Orneklemi olusturan égretmen adaylarinin yaslari 17-35 arasinda degismektedir. Ogretmen adaylarinin 23’u
(%7.10) Tirkce Ogretmenligi, 32’si (%9.90) Sosyal Bilgiler Ogretmenligi, 27’si (%8.40) Resim Ogretmenligi, 29'u
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(%9.90) Din Kiltirii ve Ahlak Bilgisi Ogretmenligi, 28’i (%8.70) Bilgisayar ve Ogretim Teknolojileri (BOTE)
Ogretmenligi, 16’s1 (%5.00) ingilizce Ogretmenligi, 35’i (%10.80) Psikolojik Danisma ve Rehberlik (PDR), 66’si
(%20.40) Sinif Ogretmenligi, 24’0 (%7.40) Fen Bilgisi Ogretmenligi ve 43’ (%13.30) Okuléncesi Ogretmenligi
bélimlerinde 6grenim gérmektedir.

Veri Toplama Araglari

Bu arastirmada veriler, Wiles ve Bondi (1993, 80) tarafindan gelistirilen ve Doganay ve Sari (2003) tarafindan
Tirkgeye uyarlanan “Felsefi Tercih Degerlendirme Formu” (FTDF) kullanilarak toplanmistir. Bu form besli Likert
tipinde 40 maddeden olusan bir 8lgme aracidir. Olgekteki 6, 8, 10, 13, 15, 31, 34 ve 37. maddeler daimicilik; 9,
11, 19, 21, 24, 27, 29 ve 33. maddeler idealizm; 4, 7, 12, 20, 22, 23, 26 ve 28. maddeler realizm; 2, 3, 14, 17, 25,
35, 39 ve 40. maddeler deneyselcilik; 1, 5, 16, 18, 30, 32, 36 ve 38. maddeler de varoluscu felsefeye iliskindir.
Bu arastirmada Felsefi Gorlis Degerlendirme Formuna yapilandirmacilikla ilgili 8 madde eklenerek toplam 48
maddelik bir form uygulanmistir. Ogretmenlerin begsli bir derecelendirme iizerinden bu maddelere verdikleri
yanitlar toplanarak her bir egitim felsefesinin toplam puani ve aritmetik ortalamasi hesaplanmistir. Buna gore
en vyiksek ortalamaya sahip egitim felsefesi 6gretmenlerin ilk tercihleri olarak kabul edilmis ve
degerlendirmeler de bunun Gzerinden yapilmistir. Her bir alt boyuttan alinabilecek en diisik deger 5, en yiiksek
deger ise 40'tir. Calismada o6lgegin glvenirligi yeniden incelenmistir. Bu incelemeler sonucunda elde edilen
Cronbach alfa i¢ tutarlik katsayilari, yapilan doért ayri uygulama ile Doganay ve Sari’nin (2003) uyarlama
calismasinda elde edilen degerleri gosterecek sekilde Tablo 1’'de verilmistir.
Tablo 1.
Felsefi Goriis Degerlendirme Formundan Elde Edilen Giivenirlik Degerleri.

Uygulamalar Cronbach Alpha
Original application (Doganay & Sari, 2003) .81
Birinci siniftaki uygulama .84
ikinci siniftaki uygulama .83
Ugiinci siniftaki uygulama .86
Doérdiincu siniftaki uygulama .84

Verilerin Analizi

Orneklemi olusturan 6gretmen adaylarinin birinci siniftan dérdiincii sinifa felsefi anlayislarinda anlamli bir
degisim olup olmadigini belirlemek icin yinelenmis dlciimler i¢in tek faktorlit ANOVA testi kullanilmistir. Cinsiyet
ve boélim faktorlerinin dort yil boyunca olgilen felsefi anlayislarda anlamh bir degisim yaratip yaratmadigini
belirlemek igin ise karisik dlgiimler icin ANOVA tercih edilmistir.

Bulgular

Lisans Programinin Ogretmen Adaylarinin Egitim Felsefelerinde Yarattigi Degisime iliskin Bulgular

Orneklemi olusturan égretmen adaylarinin birinci siniftan dérdiincii sinifa felsefi anlayislarinda anlamli bir
degisim olup olmadigini belirlemek amaciyla yinelenmis oOlgiimler icin tek faktdrli ANOVA kullaniimistir.
Ogretmen adaylarinin felsefi anlayislarinda lisans egitimi boyunca gerceklesen degisimi yansitan aritmetik
ortalama ve standart sapma degerleri Tablo 2’de sunulmustur.

Yillara gore 6gretmen adaylarinin felsefi anlayislardaki degisime iliskin yinelenmis 6lglimler ANOVA sonuglari
incelendiginde realizm (F(2.87-630.22]= .35, p>.05], deneyselcilik (F(3-696) =.12, p>.05] ve yapilandirmacilik
(F(3-735) = 2.31, p>.05] anlayiglarinda anlamli bir degisimin gerceklesmedigi; daimicilik (F(3-645) = 10.24,
p>.00], idealizm (F(3-696) = 7.79, p<.00] ve varolusguluk (F(3-729) = 12.29, p<.00] anlayislarinda ise birinci
siniftan dérdiinci sinifa dogru anlamli bir farklilasmanin gergeklestigi gorilmektedir. Daimicilik ve idealizm
anlayislarinda gortlen degisim, birinci siniftan dordiinci sinifa dogru dists yoniindedir. Her iki anlayista da en
ylksek ortalamalar birinci sinifta en diisik ortalamalar ise dérdinci sinifta elde edilmistir (Daimicilik igin I.
Olgiim X = 27.69-1V. Olciim X=25.77; idealizm icin I. Olgiim X= 26.30-1V. Olciim X=25.02]. Ogretmen adaylarinin
anlayislarinda anlamli degisim olusan diger felsefe ise varolusculuktur. Bu anlayista birinci siniftan dordinci
sinifa dogru yapilan dort o6lcime ait aritmetik ortalamalar sirasiyla 24.76, 26.08, 25.52, 26.42’dir. Yapilan
ANOVA sonuglar varolusculuk felsefesinde dort 6l¢clim icin elde edilen bu ortalamalardaki degisimin anlamli
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oldugunu gostermektedir. Ortalamalar arasindaki bu farklar, ikinci siniftaki 6lgtimle birinci siniftaki 6lglim
arasinda, ikinci siniftaki 6lglim lehine; dérduincl siniftaki 6lgtimle birinci ve lguncl siniftaki dlgimler arasinda
dordunci siniftaki 6lgim lehine gergeklemistir.

Tablo 2.

FTDF Puanlarina Ait Aritmetik Ortalama ve Standart Sapma Dederleri ile Varyans Analizi Sonuglari

Olgim I. Sinif II. Sinif . Sinif IV. Sinif
Felsefe N X Ss X Ss X Ss X Ss F Fark n*
S1>52 .04
Daimicilik 216 27.69 4.34 26.69 4.36 26.35 4.25 25.77 4.23 F(3-645) = 10.24* S1>S3
S1>54
idealizm 233 26.30 3.49 2561 329 2517 3.14 25.02 3.26 F(3-696) = 7.79* zizzi 03
Realizm 220 28.87 3.90 29.05 3.85 2920 331 29.05 3.60 F(2.87-630.22) = .357 P>05 .00
Deneyselcilik 233 31.69 446 3175 419 31.73 3.73 31.90 3.74 F(3-696) = .12 P>.05 .00
S$2>S1
Varolusguluk 244 24.76  3.59 26.08 3.84 2552 331 26.42 3.36 F(3-729) = 12.29* S4>S1 .04
S4>S3
Yapilandir-macilik 246 32.76 3.83 32.02 4.32 32.44 4.06 32.82 4.11 F(3-735)=2.31 P>.05 .00
*p<.001

Lisans Programinin Basindan Sonuna Ogretmen Adaylarinin Egitim Anlayislarinda Cinsiyete Gore Olusan
Degisime iliskin Bulgular

Arastirmanin ikinci sorusu dort yillik lisans programinin Felsefi Tercih Degerlendirme Formuna (FTDF) gére
o6gretmen adaylarinin egitim anlayislarinda cinsiyet agisindan bir degisim yaratip yaratmadigini incelemeye
yoneliktir. Bu amaci gerceklestirmek Uzere yapilan karisik olgciimler icin iki faktoérli varyans analizi sonuglari
Tablo 3’te gosterilmistir.

Tablo 3’te gosterilen iki faktorli varyans analizi sonuglarina gére 6gretmen adaylarinin daimicilik [F(3-642)
=.83, p>.05), realizm [F(2.88-629.57)=2.04, p>.05], deneyselcilik [F(3-693) =1.36, p>.05], varolusculuk [F(3-
726)=1.70, p>.05] ve yapilandirmacilik [F(3-732)=2.23, p>.05] felsefi anlayislarinda birinci siniftan dérdiincu
sinifa anlamli farkhliklar goértlmemistir. Bir bagka deyisle cinsiyet ile dort 6lgim puanlari etkilesimi anlamli fark
yaratmamistir. Lisans programi boyunca anlaml fark gerceklesen tek felsefi anlayis idealizm olmustur [F(3-693)
=2.77, p>.05]. idealizm anlayisinda kadin dgrencilere ait ortalamalar dért yil boyunca sirasiyla, 26.40, 25.64,
25.18 ve 24.55 iken; erkek 6grencilere ait ortalamalar 26.05, 25.56, 25.16 ve 25.73’tlir. Burada birinci, ikinci ve
Ucunct siniflarda kadin ve erkek 6gretmen adaylarinda benzer bir diisis yasanirken dérdiinci sinifta erkeklerin
kadinlardan daha yuksek idealizm puanina sahip olduklari gérilmektedir.

Tablo 3.
Cinsiyete Gére FTDF Puanlarina Ait Karisik Olciimler icin iki Faktérlii Varyans Analizi Sonuclari.

Olgiim 1. Sinif II. Sinif 1l. Sinif IV. Sinif Grup X Faktor
Felsefe Cinsiyet N X Ss X Ss X Ss X Ss F n*
Daimicilik. Kadin 130 27.44 3.93 26.03 4.10 26.01 4.30 25.22 4.01 F(3-642) =.83 00
Erkek 86 28.08 491 27.68 4.57 26.86 4.13 26.61 4.42 p>.05)
idealizm Kadin 140 26.46 3.41 25.64 3.42 25.18 3.01 24.55 3.34 F(3-693) =2.77* o1
Erkek 93 26.05 3.6 25.56 3.10 25.16 3.35 25.73 3.03 P<.05
Kadin 125 29.17 3.64 28.76 3.98 29.30 3.15 28.81 3.78 F(2.88-
Realizm  pryek 95 2847 421 2943 366 2907 352 2936 334 62955:2);2'04 00
Deneysel-  Kadin 135 32.13 3.42 32.11 3.69 31.92 3.36 31.77 3.94 F(3-693) =1.36 00
cilik Erkek 98 31.10 5.55 31.24 4.77 31.47 4.18 32.08 3.48 p>.05) '
Varoluggu- Kadin 143 24.95 3.27 26.45 3.75 25.55 3.19 26.26 3.37 F(3-726)=1.70 00
luk Erkek 101 24.49 4.01 25.56 3.94 25.49 3.50 26.65 3.34 p>.05) ’
Yapilandir  Kadin 147 33.10 3.36 32.30 4.10 32.82 3.80 32.57 4.56 F(3-732)=2.23 00
macilik Erkek 99 32.26 4.39 31.60 4.63 31.86 4.38 33.20 3.31 p>.05) ’
*P<.05

Lisans programinin basindan sonuna 6gretmen adaylarinin egitim anlayislarinda okuduklari béliime gore
olugan degisime iligkin bulgular

Calismada ele alinan bir diger degisken 6gretmen adaylarinin okuduklari bélimdur. Egitim fakiltesindeki
dort yillik lisans egitimi boyunca Ogretmen adaylarinin egitim felsefelerinde bdéliimlere goére anlamli bir
degisimin olusup olusmadigini incelemek ve bu degisimi bolimlere gore karsilastirmak amaciyla karisik
olglimler icin iki yonli ANOVA yapilmis ve elde edilen sonuglar Tablo 4’te gosterilmistir.
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Tablo 4.
Béliime Gére FTDF Puanlarina Ait Karisik Olgiimler icin ki Yénlii ANOVA Sonuclari.

Olgim 1. Simif II. Sinif I, Sinif IV. Sinif Grup X Faktor

Bslim N X Ss X Ss X Ss X Ss F Fark n?

TR 19 2800 352 2857 392 2547 453 2489 358

SB 20 28.00 426 27.85 392 2455 496 2575 4.25

RS 15 2653 339 2500 3.66 26.06 3.93 23.40 3.22
~ DKAB 21 3147 364 2890 426 27.85 3.88 28.04 4.80
% BOTE 17 2594 581 26588 541 27.41 358 27.47 4.03 ;g;;e*ls) - g;::;f;R 10
£ NG 12 2883 329 2608 3.62 2516 573 24.00 3.97 DKAB K500
O PDR 23 2821 439 2334 496 2456 274 2539 4.32

SO 36 26.69 440 2638 4.03 27.16 333 2733 4.00

FB 17 2847 503 2923 417 26588 536 2588 4.12

00 36 2641 335 2583 3.04 27.02 434 2436 3.89

TR 20 2550 339 2545 268 2425 3.04 2450 3.72 RS>TR

SB 22 2622 357 2627 260 2440 399 2618 2.66 RS>ING

RS 18 27.88 411 2533 348 27.00 321 2477 3.84 RS>PDR
g DKAB 22 2600 330 2577 3.80 23.86 3.10 2490 3.49 RS>00
S BOTE 15 2533 418 26.00 3.89 2593 2.81 2653 3.64 F(27-669) SO>TR 06
3 NG 12 2483 297 2533 274 2466 377 2433 2.64 =1.69* SO>ING :
= PDR 29 2727 354 2424 384 2403 325 2455 3.01 SO>PDR

SO 44 2600 377 2618 280 2656 251 2540 3.11 FB>TR

FB 16 2718 294 2750 336 2493 274 2518 2.97 FB>ING

00 35 2625 270 24.82 321 2522 238 2422 334 FB>PDR

TR 18 2944  3.03 3061 3.38 2950 3.18 29.61 3.77

SB 25 2968 412 3012 338 2860 4.88 30.52 298 TR>RS

RS 15 2820 3.40 2633 467 30.00 256 27.86 2.41 TR>ING
g DKAB 22 2963  3.04 2854 343 2890 199 2827 3.56 F(25.89- SB>RS
S BOTE 16 2562 561 2931 475 29.00 2.68 30.06 3.23 604.28) SB>ING 08
g ING. 11 2909 280 2800 349 2890 3.85 2554 527 . ol SO>Rs

PDR 23 2934 416 2826 268 2791 366 2873 3.48 SO>BOTE

SO 39 2925 421 3005 3.48 2976 253 30.07 3.27 SO>ING

FB 13 2838 278 30.07 3.01 2869 428 2738 4.40 SO>PDR

00 38 28.68  3.65 2826 4.48 29.86 3.17 29.05 3.17

TR 19 31.84 254 3094 2.69 3047 318 3042 3.22

SB 25 3268 3.02 3236 4.00 3020 600 3196 3.14 SO>TR
_ RS 19 31.89  3.85 2947 6.00 32.47 323 31.89 2.42 SO>RS
= DKAB 21 3319  3.82 3223 284 3147 233 3066 3.81 SO>BOTE
3 BOTE 18 2755 805 31.55 6.68 31.11 510 3272 3.06 F(27-669) sO>FB 07
g ING. 12 3350 239 3075 5.04 3250 4.01 29.50 7.65 =2.05%** SO>PDR :
& PDR 27 31.07 394 31.03 324 3125 320 3092 4.49 00>TR

SO 43 3162 516 3262 482 3295 252 3388 292 00>PDR

FB 14 3107 349 31.64 159 31.57 3.89 31.07 2.99 00> BOTE

00 35 3225 355 32,65 254 3228 3.13 3248 277

TR 22 2454  3.03 2418 444 2495 319 2590 2.75

SB 23 2521 486 2669 249 2613 466 2556 3.53
_ RS 17 2558 474 2500 278 25.05 3.07 2641 3.77
2 DKAB 26 2442 328 2519 361 2446 284 2650 3.58 i
% BOTE 18 2472 418 2433 3.88 24.83 334 2600 3.14 F(26.14- 00>TR o
2 iNG. 13 2576  1.64 2569 2.95 2638 3.22 24.46 415 679.78)=1.57* ‘
S PDR 26 2453 313 2507 3.69 2484 367 2661 328

sO 43 2430 373 2744 423 2576 3.12 2760 3.02

FB 16 23.81 325 2500 3.6 25.00 252 2562 2.84

00 40 2522 326 2837 343 2682 284 2692 3.39

TR 20 3365 2.83 3200 335 3260 277 3290 3.17

SB 25 33.84 361 3232 361 3036 644 3328 3.18
% RS 17 3223 3.81 3058 6.01 31.76 3.32 31.88 3.19
S DKAB 26 3319 260 3219 3.41 3265 297 3180 4.62
E BOTE 16 2875 6.87 3218 529 3243 353 3350 233 F(27-708) SO>FB 08
g iNG. 15 3473 330 3240 551 33.66 425 29.60 7.95 =2.28%* 00>FB ‘
= PDR 28 3214 394 3192 399 3167 463 3321 324
£ 50 40 3275 343 3197 495 3355 320 3490 277

FB 18 31.00 254 3111 216 3011 373 3061 5.19

00 41 3370 3.6 3265 449 3380 342 3317 361

Not: TR: Tiirkce; SB: Sosyal Bilgiler, RS: Resim; DKAB: Din kiiltiirii ve ahlak bilgisi; BOTE: Bilgisayar ve égretim teknolojileri; ING: ingilizce;
PDR: Psikolojik danisma ve rehberlik; SO: Sinif 6§retmenligi; FB: Fen bilimleri; 0OO: Okuléncesi é§retmenligi béliimlerini ifade etmektedir.
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Tablo 4 genel olarak incelendiginde, birinci siniftan dérdinci sinifa bitin felsefi anlayislarda béliime gére
anlamli degisimler olustugu goriilmektedir. Analiz sonuglar daimicilik felsefesi acisindan incelendiginde BOTE
ve sinif 6gretmenligi bolimlerinde doérdiinci sinifa dogru puanlarda bir artig gorilirken, bunlar digindaki diger
butlin bélimlerde dordiinci sinifa dogru genel olarak bir disls oldugu anlasilmaktadir. Son 6lgimun yapildig
dordinci sinifta en yiliksek ortalama DKAB bolimiindeki, en dlsik ortalama ise resim ogretmenligi
bolimindeki 6gretmen adaylarina aittir. Bu anlayista bélimlere gore elde edilen farklarin anlaml oldugu; bir
baska deyisle farkli bolimlerde olmak ile tekrarli dlgim faktérlerinin 6gretmen adaylarinin egitim felsefesi
anlayislar Gzerindeki ortak etkisinin anlamh oldugu gortlmektedir [F(27-618) = 2.75, P<.00, I’]2 = .10]. Bu
farklarin kaynagini incelemek amaciyla yapilan Bonferroni c¢oklu karsilagtirma testi sonuglarina gére DKAB
O0gretmenligi ile resim 6gretmenligi, PDR ve okul6ncesi 6gretmenligi bolimleri arasindan DKAB 6gretmenligi
lehine anlamli fark bulunmaktadir.

Sonuglar idealizm anlayisi agisindan incelendiginde diger tim boélimlerde birinci siniftan doérdiinct sinifa
dogru bir diisis egilimi gézlenirken BOTE’de okuyan &gretmen adaylarinin idealizm puanlarinda artis oldugu
gorilmektedir. Dérdiincii sinifta en yiiksek idealizm puanina sahip bélim BOTE iken en diisiik puana sahip
bolim okuldncesi 6gretmenligidir. ANOVA sonuglarina gore 6gretmen adaylarinin idealizm puanlarindaki
degisimde bolimlere gore anlamli farklar bulunmaktadir [F(27-669) = 1.69, p<.05, N2 =.06]. Bu farklarin hangi
bolimler arasinda oldugu incelemek amaciyla yapilan LSD ¢oklu karsilastirma testi sonuglarina gore resim ile
Tirkce, Ingilizce, PDR ve okuldncesi &gretmenligi bélimleri arasinda resim &gretmenligi lehine; sinif
dgretmenligi ile Tiirkce, ingilizce ve PDR bélimleri arasinda sinif 8gretmenligi lehine; fen bilimleri 6gretmenligi
ile Tirkge, ingilizce ve PDR béliimleri arasinda fen bilimleri 6gretmenligi bélimii lehine olacak sekilde anlamli
farklar bulunmaktadir.

Tablo 4 realizm anlayisi bakimindan incelendiginde 6gretmen adaylarinin FTDF puanlarinda okuduklari
boliime gore birinci siniftan dérdiinci sinifa dogru anlamli degisimler yasandigi gérilmektedir [F(25.89-604.28)
=.2.03, P<.05, I’]2 =.08]. Bu felsefede sosyal bilgiler, okuléncesi ve BOTE’de birinci siniftan dérdiincii sinifa dogru
bir artis gozlenirken, PDR ve fen bilimleri 6gretmenligi bolimlerinde bir dislis oldugu gorilmektedir. Son
Olgimiin yapildigi dérdinci sinifta en yiksek realizm puanina sahip bolim sosyal bilgiler (X= 30.52) iken en
diisiik puana sahip béliim ingilizce 6gretmenligidir (X= 25.54). Gruplar arasinda elde edilen anlamli farklar LSD
coklu karsilastirma testiyle incelendiginde, Tiirkce &gretmenligi ile resim ve ingilizce dgretmenligi arasinda
Tiirkge 6gretmenligi lehine; sosyal bilgiler dgretmenligi ile resim ve ingilizce 6gretmenligi arasinda sosyal bilgiler
ogretmenligi lehine; sinif gretmenligi ile resim, BOTE, PDR ve ingilizce 6gretmenligi arasinda sinif 6gretmenligi
lehine olacak sekilde anlaml farklar bulundugu gézlenmistir.

Sonuglar deneyselcilik felsefesi agisindan incelendiginde de 6gretmen adaylarinin puanlarinda Tirkge, sosyal
bilgiler, din kiiltiirii ve ahlak bilgisi ve ingilizce 6gretmenligi béliimlerinde birinci siniftan dérdiinci sinifa dogru
bir diisiis; BOTE ve sinif 6gretmenligi béliimlerinde ise bir artig gériilmektedir. Resim, fen bilimleri ve okuléncesi
ogretmenligi bolimlerinde ise lisans programinin basindan sonuna bir degisimden s6z edilemeyecegi,
ortalamalarin doért yil boyunca neredeyse aynen korundugu gézlenmektedir. Son dlciimlerin yapildigi dérdinci
sinifta en ylksek deneyselcilik puanina sahip bolim sinif 6gretmenligi iken en disiik puana sahip boélim
ingilizce &gretmenligidir. ANOVA sonuglar birinci siniftan dérdiincii sinifa gruplarda yasanan degisimin
karsilastiriimasi bakimindan incelendiginde anlamh farklarin bulundugu gérilmektedir [F(27-669) =2.05, p<.00,
nz = .07]. Gruplar arasindaki bu farklarin kaynagi incelemek amaciyla yapilan LSD coklu karsilastirma testi
sonucunda ise sinif dgretmenligi ile Tiirkce, resim, BOTE, fen bilimleri ve PDR béliimleri arasinda sinif
dgretmenligi bolimi lehine; okuldncesi 6gretmenligi ile Tirkce, PDR ve BOTE béliimleri arasinda okuléncesi
o6gretmenligi bolimi lehine anlamli farklar oldugu ortaya ¢ikmustir.

ANOVA sonuglari varolusculuk felsefesi bakimindan incelendiginde ingilizce 6gretmenligi bélimiinde birinci
siniftan dordincl sinifa bir diisis gézlemlenirken diger bolimlerde artis oldugu anlasiimaktadir. Dordinci
sinifta en yiksek varolusculuk ortalamasina sahip bolim sinif 6gretmenligi (X= 27.60) iken, en dusuk
ortalamaya sahip b&lim ingilizce 6gretmenligidir (X= 24.46). Tablo 5, dgretmen adaylarinin lisans programi
boyunca, egitim anlayislarinda gerceklesen degisimin okuduklari bolime goére karsilastirilmasi bakimindan
incelendiginde gerceklesen degisimin anlamli oldugu gérilmektedir [F(26.14-679.78) =1.57, p<.05, I’]2 =.05]. Bu
farklarin kaynagini incelemek amaciyla yapilan Bonferroni ¢oklu karsilastirma testi sonuglarina gére Gruplar
arasindaki bu farkin hangi boliimler arasinda oldugunu incelemek amaciyla yapilan Bonferroni c¢oklu
karsilastirma testi sonuglari incelendiginde ise farkin, okul dncesi 6gretmenligi ile Tiirkgce 6gretmenligi bolima
arasinda okuldncesi 6gretmenligi lehine anlamli oldugu anlasiimaktadir.
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Ogretmen adaylarinin yapilandirmacilik anlayisina iliskin puanlari incelendiginde birinci yildan dérdiincii yila
gerceklesen degisimin bolimlere gére anlamh farliliklar gosterdigi belirlenmistir [F(27-708) =2.28, p<.00, n’ =
.08]. Bu felsefi anlayista BOTE, PDR ve sinif gretmenligi béliimlerinde birinci siniftan dérdiinci sinifa dogru bir
yiikselis goriliirken; ingilizce ve fen bilimleri 6gretmenligi béliimlerinde puanlarda bir diisiis gézlenmektedir.
Dérdunciu sinifta en yiksek yapilandirmacilik puanina sahip bolim sinif 6gretmenligi (X=34.90) iken en dusik
puana sahip bolim ingilizce dgretmenligidir (X=29.60). Egitim felsefesi puanlarinda belirlenen farklarin
kaynagini incelemek amaciyla yapilan Bonferroni ¢oklu karsilastirma testi sonuglarina gore sinif 6gretmenligi ile
fen bilimleri 6gretmenligi arasinda sinif 6gretmenligi lehine; okul oncesi ile fen bilimleri 6gretmenligi arasinda
ise okuloncesi 6gretmenligi lehine anlaml farklar bulunmaktadir.

Tartisma ve Sonug

Calismada ulasilan ilk sonug 6gretmen adaylarinin egitim anlayislarinda dért yil boyunca olusan degisime
iliskindir. Buna gore realizm, deneyselcilik ve yapilandirmacilik anlayislarinda anlamli bir degisim s6z konusu
degilken; daimicilik, idealizm ve varolusculuk felsefi anlayislarinda birinci siniftan dérdinci sinifa dogru anlamh
bir farklilasma olusmustur. Ogretmen adaylarinin daimicilik ve idealizm puan ortalamalarinda birinci siniftan
dordinci sinifa dogru bir disls yasanirken varolusguluk puan ortalamalarinda yukselis goriilmektedir. Bu
bulgular Doganay’in (2011) elde ettigi bulgulara paraleldir. Doganay’in galismasinda da birinci 6lgiimden ikinci
Olcime daimicilik ve idealizm anlayislarini birinci tercih olarak belirten 6gretmen adaylarinin orani diigmisken;
varolusgulugu birinci tercih olarak benimseyenlerin oraninda artis belirlenmistir. Bu sonuglar, lisans egitimi
siirecinde 6gretmen adaylarinin egitim anlayislarinin gelenekselden ¢agdasa dogru bir degisim gecirdigine isaret
etmektedir.

Ogretmen adaylarinin deneyselcilik ve yapilandirmacilik anlayislarinda birinci ve dérdiincii yillara ait
ortalamalarin oldukga yakin olmasi ilk bakista olumsuz bir kaniya yol agabilir. Ancak sunu belirtmek gerekir ki,
dort yil boyunca yapilan bitin olgiimlerde en yiksek ortalamalar zaten deneyselci ve yapilandirmaci egitim
felsefelerine aittir ve tiim ortalamalar 30’un iizerindedir. Olgeklerden alinabilecek en yiiksek puanin 40 oldugu
distnildiginde durum daha da netlik kazanmaktadir. Bu agidan bakildiginda egitim fakiiltelerinde bu
anlayislarin en azindan korunmus olmasi da olumlu kabul edilebilir. Ote yandan en yiiksek ortalamalarin
deneyselcilik ve onunla yakin iliskili olan yapilandirmaciliga ait olmasi, alanyazindaki baska arastirmalarla da
desteklenen bir bulgudur. Ornegin Aslan (2014), Cagirgan-Giilten ve Batdal-Karaduman (2010), Caliskan (2013),
Coban (2007), Doganay ve Sari (2003), Duman (2008) Livingston ve McClain (1995), Tekin ve Ustiin’iin (2008)
yaptigl arastirmalarda da o6gretmen ve Ogretmen adaylarinin ilk felsefi tercihlerinin deneyselcilik oldugu
belirlenmistir. Altinkurt, Yilmaz ve Oguz (2012) ile Tunca, Alkin-Sahin ve Oguz (2015) tarafindan yapilan
calismalarda da en yiiksek ortalamalara sahip anlayiglardan birinin deneyselcilik oldugu gorilmustir. Bu durum,
uygulamada daimicilik ve esasicilik gibi geleneksel felsefelerin 6rneklerine siklikla rastlansa da Tirkiye egitim
sisteminin okuldncesinden yiksekdgretime tim kademelerde, cogu zaman kagit tzerinde de olsa, ilerlemeci
egitim anlayisinin sdylemleri dogrultusunda yapilandirilmis olmasinin bir sonucu olabilir.

Ogretmen adaylarinin felsefi anlayislarinda cinsiyete gére birinci siniftan dérdiincii sinifa idealizm felsefesi
disindaki diger biitiin felsefi anlayislarda anlamli bir degisimin séz konusu olmadigi belirlenmistir. idealizm
anlayisinda ise kadin ve erkek 6gretmen adaylari icin hesaplanan aritmetik ortalamalar incelendiginde birinci,
ikinci ve Ulglnci siniflarda kadin ve erkek 6gretmen adaylarinin idealizm puanlarinda benzer bir disls
yasandigl; dordinci sinifta ise erkek 6gretmen adaylarinin idealizm puanlarindaki distsiin hafif bir artisa
donistigt ve kadinlardan daha yliksek idealizm puanina sahip olduklari anlasiimaktadir. Bununla birlikte
6gretmen adaylarinin dort yila ait idealizm puanlari dikkate alindiginda, ortalamalarin tiim élgimlerde birbirine
oldukga yakin olmasi, cinsiyetin egitim felsefesi lGzerinde 6nemli etkileri olan bir degisken olmadigina isaret
etmektedir. Doganay ve Sari’nin (2003) yaptigl calismada da cinsiyete gore 6gretmenlerin egitim felsefesi
anlayislarinda anlamli farklar bulunmamis olmasi bu yargiyi desteklemektedir.

Bolimlere gore 6gretmen adaylarinin birinci siniftan dordiinci sinifa egitim anlayislarinda tiim felsefeler
acisindan anlamh bir farkhlik oldugu gorilmektedir. Bu durum, lisans egitiminin tim bolimlerde 6gretmen
adaylarinin egitim anlayisinda degisim yarattigi seklinde yorumlanabilir. Ancak elbette dnemli olan degisim
kadar, bu degisimin yonudir. Lisans egitimi boyunca genel olarak geleneksel egitim anlayislarinda diisme,
cagdas egitim anlayislarinda ise yikselme yoniinde bir degisimin olmasi beklenir. Bu genel beklenti agisindan
6gretmen adaylarinin egitim felsefelerindeki degisim boélimlere gore incelendiginde, geleneksel anlayislar
olarak kabul edilen daimicilik felsefesinde BOTE ve sinif dgretmenligi bolimlerinde; idealizm felsefesinde
BOTE’de; realizm felsefesinde ise Tiirkge, sosyal bilgiler, okul &ncesi ve BOTE’de birinci siniftan dérdiincii sinifa
dogru bir artis; diger bélimlerde disiis yasandigi gériilmektedir. Ote yandan cagdas anlayislar olarak kabul
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edilen deneyselcilik felsefesinde Tiirkge, sosyal bilgiler, DKAB, PDR ve ingilizce dgretmenligi bolimlerinde;
varolusculuk felsefesinde ingilizce 6gretmenligi béliimiinde, yapilandirmacilik felsefesinde ise Tiirkce, Sosyal
bilgiler, resim, DKAB, ingilizce ve fen bilimleri 6gretmenligi béliimlerinde birinci siniftan dérdiinci sinifa dogru
bir dislis, diger bolumlerde bir artis gozlenmektedir. Bu bulgular 6gretmen adaylarinin egitim felsefesi
anlayislarinda egitim fakiltesindeki dort yil boyunca gerceklesen degisimin her bolimde cagdas egitim
anlayisini ylkseltmek yoninde olmayabilecegine isaret etmektedir. Ancak bu vyarglyi da abartmamak
gerekmektedir. Clinkli nihayetinde 6gretmen adaylarinin son dlgiimlerinde en yliksek ortalamalar neredeyse
bitin bolumler icin deneyselcilik ve yapilandirmacilik anlayislarinda yogunlasmaktadir. Bu agidan bakildiginda
o0gretmen adaylarinin mezuniyet sonrasi meslek yasamlarinda ilerlemeci ve yapilandirmaci bir anlayisla
hazirlanan egitim programlarina uyum saglamada 6nemli problemler yasamayacaklari umulabilir.

Ote yandan, dgretmen adaylarinin egitim felsefesi anlayiglarinda birinci siniftan dérdiinci sinifa bélimlere
gore gerceklesen degisim, egitim felsefesi akimlari bakimindan incelendiginde idealizm, realizm ve deneyselcilik
anlayislarinda daha ¢ok béliim arasinda farklar oldugu; diger felsefelerde ise béltiimlerin gogunun digerlerinden
anlamli bir sekilde farklilasmadigi goriilebilir. Ornegin daimicilik anlayisinda sadece DKAB 6gretmenligi bélimii
resim, PDR ve okuldncesi 6gretmenliginden farkhlasirken diger bélimler birbirinden farklilasmamistir. Benzer
sekilde varolugguluk felsefesinde sadece okul oOncesi ile Tirkce 6gretmenligi bolumleri birbirinden
farklilagmisken, Yapilandirmacilikta sadece fen bilimleri 6gretmenliginin sinif 6gretmenligi ve okul Oncesi
o0gretmenligi bolimlerinden farkhlastigi, diger bolimler arasinda herhangi bir anlamli farkliigin olmadig
gorilmektedir. Bu agidan bakildiginda arastirma bulgularinin alanyazindaki diger arastirma bulgularina
paralellik gdsterdigi séylenebilir. Doganay ve Sari (2003), Ustiiner (2008), Tunca, Alkin-Sahin ve Oguz’un (2015)
calismalarina katilan 6gretmenlerin egitim felsefeleri branslarina gére anlamh fark gostermemistir. Benzer
sekilde Doganay (2011) da tezsiz yliksek lisans programindaki 6gretmen adaylarinin egitim anlayislarinin
bolime gore anlamh fark gostermedigini bulgulamis; Duman (2008) ise sadece bir bolimin digerlerinden
farklilastigini ortaya koymustur. Ote yandan Ekiz (2007), Alkin-Sahin, Tunca ve Ulubey (2014) ise 6gretmen
adaylarinin, egitim felsefesi anlayislarinda okuduklari bolimlere gére anlamh farkhliklar oldugunu ortaya
koymustur. Alanyazinda farkli yonlerde olan bu bulgular, bu konuda yargiya varmak igin heniiz erken
oldugunun, ¢ok sayida baska arastirmalara gereksinim duyuldugunun birer gostergesi olarak ele alinabilir.

Calismada ulasilan sonuglar dogrultusunda, egitim fakiiltelerindeki doért yillik egitim sirecinde, 6gretmen
adaylarinin egitim felsefelerinde ¢agdas egitim anlayisi cercevesinde genel olarak olumlu kabul edilebilecek bir
degisimin gerceklestigi soylenebilir. Bununla birlikte, 6gretmen adaylarinin egitim felsefelerinde, Turkiye egitim
sisteminde uygulanmakta olan egitim programlarinin dayandigi ilerlemecilik felsefesi bakimindan gergeklesen
degisimin yeterli dizeyde olmadigi; bazi bolimlerde ise sinif dizeyi yikseldikgce geleneksel anlayislar olarak
kabul edilen daimicilik, idealizm ve realizm puan ortalamalarinda bir artis gdzlendigi belirlenmistir. Programinda
egitim felsefesi dersi bulunan okul oOncesi 6gretmenligi bolimi agisindan bulgular degerlendirildiginde;
deneyselcilik, varolusculuk ve yapilandirmacilik anlayislarinda en yiksek ilk iki bolim arasinda oldugu goze
carpmaktadir. Bu da egitim felsefesi dersinin cagdas felsefi anlayislar gelistirme konusunda bir etkisinin
olabilecegini gostermektedir. Bu baglamda, egitim fakiiltesi programlarinin gézden gegirilerek 6gretmen
adaylarinin gagdas egitim anlayisini igsellestirmelerini saglayacak sekilde, hem kagit lzerinde hem de
uygulamada gereken onlemlerin alinmasi gerektigi sdylenebilir. Hazirlanacak bu programlarin uygulayicisi olan
ogretim elemanlarinin da ¢agdas egitim anlayisiyla donatilmasi, yetistirecekleri O6gretmenlerin istenen
niteliklere kavusturulmasinda énemlidir. Bu bakimdan benzer konuda yapilacak arastirmalarin, 6gretmenleri,
6gretmen adaylarini ve 6gretim elemanlarini kapsayacak sekilde artirilmasinda da yarar goriilmektedir.
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Introduction

Following the change in the perception of child in the world, childhood has started to be seen as a separate
developmental period. Scientific research into childhood and child education has pioneered the development
of contemporary programs and approaches in education. Developed and developing countries have aimed to
implement reforms at the system level, create modern institutions and develop new programs and models in
education for more quality and effective education (Karip & Koksal, 1996). Reynolds (1998) identified the eight
principles of effective programs as follows: targeting children and families at high risk, initiating program
involvement at early ages, providing comprehensive children development services, active and multi-
dimensional parent involvement, child-centred program approach, teacher-children ratios, development of
staff and teachers through continuous training, and systematic evaluation and monitoring.

Considering the entire life of an individual, some periods are considered as more critical than others in
terms of development. The early years of life, called early childhood, are very important for the next life of the
individual. Experiences offered the child in the early childhood will affect all aspects of the child's development
in addition to his/her learning experience. The main objective of early childhood education is to develop and
implement a quality education program considering the developmental characteristics and needs of children.
Early childhood education, which cannot be left to coincidences, should be managed by serious, systematic and
scientific organizations (Ari, 2003). In order to achieve the ideal objectives of pre-school education, student-
centred programs based on children's interests, needs, abilities and developmental characteristics should be
designed besides-improving the physical infrastructures of the pre-school education institutions and qualities of
their teachers and this program should incorporate family involvement into the education (Disek & Donmez,
2012). To develop children's social-emotional skills, self-care skills, motor skills and cognitive and linguistic skills
as a whole and to direct these skills towards their interests and abilities, family support is needed along with
the quality pre-school education (Demirel, 2005). A quality early childhood program cannot yield intended
results without family involvement. Morrison (1978) defined family involvement as a process which will
eventually catalyse the potentials of families to explore family strengths and skills and to use them for the
benefit of both themselves and their children (cited in Erkan, 2015).

The studies regarding family involvement suggest that children who have effective communication and
cooperation with their parents and teachers are academically more successful in school life, can easily adapt to
the school and show positive behaviours and attitudes more frequently compared to other children (Epstein,
2011; Henderson, Mapp, Johnson & Davies, 2007; Sheldon, 2003). Family involvement studies also contribute
to early literacy, early improvement of mathematical skills and social-emotional development of the children
(Van Voorhis, Maier, Epstein, Lloyd & Leung, 2013). Marcon (1999), who conducted a study on a group of four-
year-old children continuing in pre-school education from low-income families, stated that family involvement
develops children's expressive language skills, academic skills, and playing behaviours positively. In a study
conducted by Rimm-Kaufman, Pianta, Cox and Bradley (2003) based on teacher reports about 223 children, it
was found that children whose families were participating in the education were more prepared for school
than their peers, achieved higher success in language and mathematics and interacted with their friends more
often. Studies show that family involvement significantly contributes to all aspects of children development.

Temel, Aksoy and Kurtulmus (2015) examined the family involvement studies in early childhood education
in seven dimensions: family education activities, family communication activities, participation of parents in
educational activities, individual interviews, home visits, participation of parents in management and decision
making processes and family support program. Family education activities include educational meetings and
conferences; family communication activities include phone calls, booklets, tape recordings, photos,
announcement panels, newsletters, letters and correspondence, portfolio files, meetings, school visits, arrival
and departure times, Internet and suggestions boxes. The participation of parents in school trips, material-
making activities or daily activities such as language and music represents the participation dimension of
parents in activities. Individual meetings cover providing information about the children’s developmental
tendencies, informing parents about children’s strengths and weaknesses which should be supported and
informing parents about special issues. With home visits, teachers have the opportunity to observe the home
environment, home responsibilities and child-parent relationships of the child. In the involvement process of
parents in management and decision-making processes, which is the final dimension, the opinions of the
parents are consulted on new issues and those considered to be suitable are implemented (Temel et al. 2015).
Early childhood programs and approaches around the world can give more importance to different dimensions
of family involvement, or include different adaptations and implementations according to their philosophy,
objectives and goals.
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Although there are studies analyzing early childhood programs and approaches individually in the literature
(Aslan, 2005; Camlikaya, 2007; Giiler & Yaltirik, 2011; Inan, 2012; Korkmaz, 2005; Mutlu, Ergisi, Ayhan & Aral,
2012; Oguz & Koksal Akyol, 2006; Weiss, 2013), there are also a few studies that examined the approaches
together. The study conducted by Tuncer (2015), examined Open Education, Waldorf, Montessori, Reggio
Emilia, Primary Years Program, High Scope and Head Start programs and approaches in terms of their plans and
practices, the roles of teachers, features and materials of the pre-school education and compared them with
MEB 2013 Preschool Education Program. Yasar-Ekici (2015) analyzed Reggio Emilia, High Scope, Waldorf and
Montessori approaches comparatively in terms of theoretical basis, the educational environment and the role
of teacher.

As a result of literature review, it has been found that there are many studies carried out on the different
dimensions of the approaches. However, these studies have not included family involvement. From this point
forth, the dimension of family involvement in Primary Years Program (PYP), Montessori, Reggio Emilia, Creative
Curriculum and Te Whariki programs have been comprehensively analyzed and compared in this study. It is
believed that the comparative analysis of family involvement dimensions of different early childhood programs
and approaches will significantly contribute to the literature. Moreover, by explaining family involvement of
different approaches in details will provide a guideline for pre-school teachers, researchers, program
developers and policymakers to provide quality services for children and their families and will contribute to
the development of quality pre-school education programs.

In this study, a literature review was conducted by examining the relevant national and international
literature for the purpose of analyzing the family involvement aspects of the Primary Years Program,
Montessori, Reggio Emilia, Te Whariki and the Creative Curriculum which are among early childhood education
programs and approaches. Fink (2009) defines literature review studies as the evaluation and synthesis of the
existing sources and documents by researchers by using systematic and explicit methods. There are several
types of review articles. The review article can identify a phenomenon, rearrange an existing theory, or create a
new one. Regardless of the type of review, the objective is to organize, integrate and evaluate previous studies
by scrutinizing the literature to clarify a specific problem or subject. Such articles do not follow a standard
format as in research reports. It consists of introduction, body and conclusion sections instead of introduction,
methodology, results and discussion parts. The introductory section should specify the basic structure and
purpose of the article. The introduction is of great importance as it is supposed to attract readers' attention
(Morrison, 2004; Weed, 1997).

Family Involvement in Early Childhood Education Programs Abroad
The literature review of the family involvement dimension of early childhood education programs and
approaches examined in the study are as follows:

Primary Years Program (PYP)

The PYP, which was developed by the International Baccalaureate Organization (IBO) in Switzerland in 1968,
defined the importance of family involvement as support of the family for the school in every aspect. In this
program, students, parents, teachers, other school personnel and administration are the stakeholders of school
community. Schools regularly contact with parents to inform them about the events in the school to encourage
parental support (IBO, 2014). Parents are informed and participative in Primary Years Program. It is very
important for families to know the system and develop similar approaches at home for the effectiveness of the
program. A student who questions, analyzes and reaches a conclusion at school should take part in the
decision-making process at home by demonstrating these skills; otherwise, his/her acquisitions cannot be
transformed into behaviours and stay limited merely with activities at school. This objective of the program is
to create family environments which, in general, have improved the ability to think together and the skills of
reasoning in family life. The activities carried out by children are shared with their families during portfolio days
(Camlikaya, 2007).

Parents support the learning process of students in Primary Years Program. It is important to inform parents
about what happens in the class and school. Teachers can ask for evidence on the children's learning at home
environment to help parents be informed about what happens in the school. Sharing the works of children
throughout the year helps to improve the communication between children and families for the development
of learning and acquisitions. Parents are invited to school to exchange opinions on the works of students, which
gives them the message that their comments and opinions are valuable. Communication between teachers and
parents can be in the form of written notes, telephone calls, meetings, and conferences. Conferences are held
where children can talk about the research topics they chose. Parents get an idea about the learning process of
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their children by participating in such conferences. Additionally, the program organizes meetings for parents.
Parents are informed about their children's learning process, needs and school curriculum in these meetings.
The exhibitions organized at the end of the school year are an important indication of integration of students
and parents into the program. The year-end exhibition is a product of a large collaboration. Parents contribute
to the evaluation process with teachers and children through exhibitions (IBO, 2002).

Montessori Approach

Family involvement plays an important role in this approach developed by Maria Montessori in the early
20th-century in Italy. In order for children to fully benefit from Montessori education, it is important for
parents to understand the purposes of pedagogy and to support their children's holistic development. The
quality and level of cooperation with parents vary from country to country in this approach. For instance,
parents are invited to schools to observe and contribute to their children's learning and development in the
United Kingdom. Furthermore, parents contribute to the learning process of their children by providing
teachers with some information about their activities at home (Isaacs, 2012). Many Montessori schools offer
training programs to the families. In this approach, training programs based on the Montessori philosophy are
developed and parental involvement programs in learning process are prepared for parents (Danisman, 2012).
According to Villegas and Biwer (1987), family involvement in the program aims to facilitate the integration of
different ages in the class, the development of academic skills; and to improve the positive attitudes of the
families towards the school (cited by Temel & Toran, 2017). The school regularly communicates with families
about their children’s academic, physical and social development within the scope of the program. This
communication usually takes place in the form of family-teacher meetings and written reports (Korkmaz,
2005). Additionally, practitioners working with the young age group inform parents about the daily routines of
their children such as sleeping patterns, dietary habits, toilet habits, and participation in activities on a daily
basis (Isaacs, 2012). In order to create a positive school atmosphere, it is aimed to go beyond cooperative
relationship with families to establish quality relationships between the school and families (Korkmaz, 2005).
Strategies such as regular meetings, school journal, special days, family training programs, admissions of new
families, open board meetings, yearbooks, and cooperation with family associations have been implemented
during the studies conducted for this purpose.

Reggio Emilia

The Reggio Emilia approach, developed in Italy by Loris Malaguzzi after World War Il, regards families as
educational partners. Home and society should be recognized as important learning environments in children's
lives. Coordination between teachers, parents, and children are highly valued and the concept of 'learning
group' is considered as a very important aspect of the Reggio Emilia approach (Giudici, Rinaldi & Krechevsky,
2001). Parents are children's first and constant educators. The collaboration between practitioners and parents
in early childhood has a positive influence on children's development and learning. Rinaldi (1985) lists the
opportunities of family involvement as class meetings, small group meetings, individual parent-teacher
meetings, themed meetings, meetings with a specialist, study sessions, laboratory work, holidays and
celebrations (cited by Sahin, 2017). Bennett (2001) states that parents can also participate in the training
program by making various arrangements in the learning environment (planting trees in the garden, preparing
materials for the class, etc.). According to the approach, there are important messages behind showing respect
towards parents as partners. Parents can positively contribute to children's learning and development by
providing permanent and comprehensive learning settings. Parents have the right to play a central role in
deciding on the care and education of the child at all levels. Successful relationships between parents and
teachers have beneficial and long-lasting effects on children's education. Teachers should pay attention to the
information given by parents about their children. In the Reggio Emilia approach, "Parental Rights" concept
defines what parents can expect from the school and vice versa. It also underlines that parents should be a part
of the school structure, rather than only playing a limited role in a certain part of the school structure. The
school is aware of its responsibility to show parents how they understand and evaluate the children (Thornton
& Brunton, 2009).

Teachers carefully listen to the words parents have chosen to describe their children, especially at the
beginning of the program. This information given by parents will help to prepare the appropriate environment
and support for the children in order to adapt to the educational environment and benefit efficiently from
learning experiences. Parents and children attend the acquaintance meetings and acquire information about
the school before the beginning of kindergarten. This approach expects teachers to pay attention to cultural
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differences and create a learning environment where all children can receive positive messages. Some parents
may have difficulty in understanding the approach; in this case teachers should be aware of the fact that these
parents may need more encouragement and support.

Teachers should inform parents about the layout of the classroom environment, what has been done in the
learning environment and what happened that day. In this approach, documentation has an important role.
Parents arriving at the end of the day to get their children will receive a diary that includes photos taken by the
teacher throughout the day and recorded child comments. In this way, parents might begin to talk with their
children about their activities in the kindergarten on that day. Moreover, portfolios or other products that
children prepared individually or as a group are shown to parents on their arrival and departure times and
these products are sent home at regular intervals (Edwards, 2002). In this approach, it was emphasized that by
giving an ID card which includes photographs of the employees, the building plan, and typical day-trips to the
parents, parents would feel like a part of the environment. Parents participate in group meetings with
teachers, workshop trainers, and pedagogues to discuss and share ideas on projects and topics related to the
class. Parents also play a role in the management of centres by participating in early childhood councils
(Thornton & Brunton, 2014).

Creative Curriculum

The Creative Curriculum was developed in the United States in 1979. According to this program, home and
school are two important worlds of the child. Children interconnect these two worlds every day. If a positive
and respectful communication is established between home and school, the child would feel safe. However, if
the relation between the family and school are severed due to lack of interest, understanding or cooperation,
the child will be negatively affected. A teacher who believes in the role of the family in children education and
is aware of what the child can accomplish with family cooperation can establish a right partnership with the
family. The Creative Curriculum has addressed five issues that are significant for teacher-parent cooperation.
These are getting to know families, hosting families, communicating with families, establishing partnerships
with families in child learning and guiding them when the families have difficulties. Within the scope of getting
to know families, the program emphasizes the importance of understanding cultural differences of the families
and differences that may affect school relations such as different family structures, differences in personality
and characteristics of parents, differences in the education level of parents, socioeconomic status and health
problems. It is underlined that getting to know family members is a prerequisite for the child's development
and during this process family members should not be generalized or labelled.

According to the program, the initial communication with the family is crucial. The first meeting with the
families provides the teacher with great benefits to recognize the parents and establish positive relationships.
The first contact with family members may be in the form of a home visit or a meeting during the school
register. To obtain information about the family during registration, the school may ask the family to fill out
forms or might ask parents some questions during the meetings. It can be useful to identify families with
special talents and interest during registration for better communication with children in the classes. Home
visits are of paramount importance in the program. Parents feel more comfortable in their own environment
than they do at school. Home visits at the beginning of the school year are the first step of connecting school
and home for a child who doesn’t have not any previous experience in school settings. The program underlines
that teachers should inform the families before the visits to decide on the time together. Teachers should
encourage parents to talk about themselves by asking questions and they should aim to get to know parents
not to judge them. According to the program, hosting families is important to make parents feel a sense of
belonging to the program. Introducing the setting and program created at school may cause parents to feel
that they belong to the process and play a role in the program. The environment should carry positive
messages. Teachers can create a pleasant environment to host the families. Post and suggestion boxes can be
placed at the class entrances for each family. Reading sources can be recommended for parents. A notice board
can be created to announce program events. When a child participates in a program for the first time, parents
wonder what their children will learn. The "Parental Guide to Pre-school Education" is offered to parents in the
Creative Curriculum. The content of this guide which describes the philosophy of the program and its aims for
the child is briefly explained to the parents and they are asked to read it later. The families are invited to the
class to share their interests, how they have spent the day, and the expectations of the first day of the school.
However, "Letters to the Families" at the end of each session of the Creative Curriculum explains what the
children will do, how the teacher supports the children, and how families can help this process at home.

Another important component of the family involvement dimension of the Creative Curriculum is
communicating with families. The trust between teachers and parents develops over time and relies on
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experiences gained through a positive and respectful framework. Just as in other programs, teachers in the
Creative Curriculum have the opportunity to communicate informally with parents during arrival and departure
times every day. In addition to the informal communication, there are also official ways to communicate such
as daily or weekly newsletters, telephone calls, e-mail, Internet, class website, appreciation notes, diaries and
automatic telephone messaging systems. Furthermore, not only parents but other family members can also be
included in the program. Grandparents can devote more time than parents, participate in a program by reading
books, teaching games, and helping special activities in the class.

Parents can participate in the program by making various arrangements or additions to the learning
centres. They can share their cultures (cooking events, presenting artistic objects, singing, storytelling, etc.),
their professions or skills. Teachers organize meetings with parents to provide information and share programs.
During the meetings, families express their evaluation on the program and contribute to the improvement of
the program. The teacher also provides solutions to the families having various problems and being under
stress. As a result, the families know that the sources of the program are open to them for the solution (Dodge,
Colker & Heroman, 2008).

Te Whariki

The Te Whariki program was developed in 1996 by the New Zealand Ministry of Education. Collaboration is
a fundamental concept in the early childhood philosophy of New Zealand. Te Whariki emphasizes the central
position of parents. This program deems the family as one of the collaborators in early childhood education. It
aims to expand children's knowledge by maintaining a strong connection between family, school and the
environment (Zhang, 2013). Te Whariki's early childhood services include play-oriented and community-based
kindergartens administered by both teachers and parents. According to Te Whariki program, children learn and
develop when their culture, their knowledge and the society they live in are internalized and when the adults in
their lives support them by working together. It is important that teachers and parents develop meaningful
relationships and respect each other's aspirations and expectations for the development of children. Children's
learning and development are facilitated when culturally appropriate means of communication are used and
when the parents, people, and society participated in the curriculum. In this program, cultural diversity and
different family structures are respected. The teacher should have information about the families of the
children in order to reflect these structures properly in the program.

How the family is treated is important for the success of children in their first years. Parents and students
are welcomed. Activities such as a shared lunch, trips or outdoor activities enable parents and teachers to
gather. It is essential for teachers to work closely with parents to support the transition of children to the
school environment and to communicate regularly with parents about their children’s changing interests,
needs, and development. The program has a reference library where teachers can inform the parents about
nutrition, physical activity and growth of their children. The portfolios, which include children's photographs,
products, teacher observation records and children's learning stories-provides parents with opportunities both
to get an idea about their children's learning process and to contribute to the process with their own
observations and recommendations. When programs are planned, the needs and opinions of early childhood
providers, teachers and parents are taken into consideration in order for children to receive quality education
and services (New Zealand Ministry of Education, 1996).

Discussion, Conclusion and Implications

It is seen that family involvement in early childhood contributes to the child's overall development,
supports the child's readiness for school, enhances positive behaviours, and contributes to the future academic
success in the school (Epstein, 2011; Henderson et al. 2007; Rimm-Kaufman et al. 2003; Sheldon, 2003).
Considering the significant benefits of family involvement for children; family involvement seems to be an
important dimension of a successful and effective program. In general, although there are minor differences in
the extent of family involvement depending on the philosophy and principles of the programs, it is seen that all
the programs analyzed have considered family involvement as an important dimension of their programs. All
programs include family involvement activities that will strengthen family-school communication and
collaboration, such as family meetings, individual meetings and portfolios including photos of children,
teacher's observation records, and children's learning stories. Although the objectives of the programs vary
according to the approaches and philosophy of the programs, all programs accept the family as the first and
most important educator of the child (Temel & Toran, 2017).

The Primary Years Program emphasizes family’s knowledge on the system and their comprehensive support
for the school. According to the program, it is very important for families to have a good knowledge of the
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system and develop similar approaches at home for the effectiveness of the program. A student who
questions, analyzes and reaches the conclusion at school takes part in the decision-making process at home by
using these skills. Exhibitions, where children share their work at the end of the school year, are an important
aspect of family involvement for the Primary Years Program (Camlikaya, 2007; I1BO, 2002). According to the
family involvement understanding of the Montessori program, contacting regularly with parents about the
academic, physical and social development of children or their situation during the day is an important aspect
in the program.

In the Montessori approach, informing families about the program facilitates the integration of different
ages in the class and the development of academic skills and also develops positive attitudes in families
towards the school. Montessori schools aims to establish quality relationships between school and family.
Family involvement activities include regular meetings, school newspapers, special days, family training
programs, new family admissions, open board meetings, annuals and cooperation with family associations
(Danisman, 2012; Temel & Toran 2017). In the Reggio Emilia approach, "Parental Rights" concept defines what
parents can expect from the school and vice versa. It also underlines that parents should be a part of the school
structure rather than playing a limited role in certain part of school structure. The approach underlines the
importance of documentation. Through documentation, parents can have an idea of what their children are
doing at school with a diary which includes photos taken by the teacher throughout the day and recorded
children comments (Edwards, 2002; Thornton & Brunton, 2014). The Creative Curriculum integrates families
into education by using a variety of methods in order to enable parents to understand, evaluate and support
their children's development. Families take responsibilities for providing materials for the program, sharing
their cultures (cultural material, clothing, food, songs, stories, picture sharing, etc.), sharing their professional
experience or skills, participating in an activity and designing a program (Dodge et al. 2008). The Te Whariki
program, as other programs, considers the family as one of the partners in early childhood education.
According to Te Whariki program, children learn and develop when their culture, their knowledge and the
society they live in are internalized and when the adults in their lives support them by working together. In this
program, cultural diversity and different family structures are respected (New Zealand Ministry of Education,
1996; Zhanq, 2013).

When the programs and approaches are evaluated together, it can be seen that the common features of
Reggio Emilia and the Creative Curriculum are home visits, inviting the families and various arrangements of
parents in the class to contribute to the learning process. While experience sharing and interactions with
parents at school are emphasized in all approaches, the Reggio Emilia approach is a step forward compared to
the other programs with its documentation system and the Primary Years Program stands out by its year-end
exhibitions. The Primary Years Program and the Montessori approach underline the families' understanding of
the program for the efficient implementation of the program. In terms of cultural differences, Reggio Emilia,
the Creative Curriculum and Te Whariki give importance to the acceptance of the cultural structures of the
families by educators and the positive treatment towards the families in order to ensure children’s highest level
of development and progress.

When schools develop their own educational programs, the quality and efficiency of their programs will
increase if they use different family involvement studies of early childhood education programs and
approaches. In this context, all stakeholders should work in cooperation to develop a family involvement
dimension of a quality preschool education program. Curriculum designers and educators need to analyze
family involvement studies of different early childhood education programs and approaches in details and
incorporate the suitable ones for their own culture, for children and for their families into their programs.
Schools and educators should be provided with the necessary infrastructure and equipment. Legal regulations
for the education policies of a country should be implemented by the decision makers and law makers of the
education ministries of the countries. The development of early childhood education programs of good quality
supported by the effective implementation of school, family and community cooperation should strengthen
the educational policies of the countries. Early childhood education programs in the world should be
considered within the cultural context of the children and the family. Effective family involvement in the
program should be ensured and programs should be planned and implemented within the social policies
achieving social inclusion. Quality family involvement activities result in raising children who are fair,
responsible, happy, in good physical and mental health condition. Those children also have equal education
opportunities. In this way healthy, happy and productive families are formed. These families also provide
important contributions to the development and improvement of the society.
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TURKCE SURUM

Giris

Dinyada c¢ocuk algisinin degisimi ile gocukluk ayri bir gelisim dénemi olarak gorilmeye baslanmistir.
Cocukluk dénemine ve g¢ocuk egitimine yonelik yapilan bilimsel arastirmalar, egitimde ¢agdas program ve
yaklagimlarin gelistiriimesine oncilik etmistir. Gelismis ve gelismekte olan (lkeler, daha kaliteli ve etkili bir
egitim icin sistem duzeyinde reformlar gergeklestirmeyi, modern kurumlar olusturmayi ve egitimde yeni
program ve modeller gelistirmeyi hedeflemislerdir (Karip & Koksal, 1996). Reynolds (1998), etkili egitim
programlarinin sekiz prensibini, ylksek risk altindaki cocuk ve aileleri hedefleme, programa katilimin erken
yaslarda baslatiimasi, ¢ocuk gelisimi hizmetlerinin kapsamli olarak saglanmasi, aktif ve ¢ok yonli ebeveyn
katilmi, gocuk merkezli program yaklasimi, 6gretmen ¢ocuk oranlari, personelin ve 6gretmenlerin egitimlerle
diizenli gelisimi ve sistematik degerlendirme ve izleme olarak siralamistir.

Bireyin tim yasami disunuldigiinde bazi donemlerin gelisimsel agidan daha kritik dénemler olarak ele
alindig1 gérulmektedir. Erken gcocukluk dénemi olarak adlandirilan yasamin ilk yillari, bireyin sonraki yasami igin
oldukga 6nemlidir. Erken ¢cocukluk déneminde, ¢ocuga erken yaslarda sunulacak deneyimler, cocugun 6grenim
hayatinin yaninda ¢ocugun gelisiminin tiim alanlarini da etkileyecektir. Erken ¢ocukluk egitiminde temel amag,
cocuklarin gelisim o6zelliklerini ve ihtiyacglarini géz 6ninde bulundurarak kaliteli bir egitim programinin
hazirlamak ve uygulamaktir. Erken cocukluk egitimi, tesadiflere birakilamayacak kadar ciddi, sistemli ve
bilimsel bir organizasyon ile yonetilmelidir (Ari, 2003). Okul Oncesi egitimin ideal amagclarinin
gerceklestirilebilmesi icin okul dncesi egitim kurumunun fiziksel 6zellikleri ve 6gretmen niteligi gibi boyutlarin
yaninda gocugun ilgi, ihtiyag, yetenek ve gelisim Ozelliklerine gore hazirlanmis, aileyi de egitimin igine alan
O6grenci merkezli bir program olusturulmalidir (Disek & Donmez, 2012). Cocuklarin sosyal-duygusal
becerilerinin, 6z bakim becerilerinin, bilissel ve dil becerilerinin, motor becerilerinin bir biitiin halinde
gelistirilerek, ilgi ve yetenekleri dogrultusunda yonlendirilebilmeleri igin nitelikli bir okul dncesi egitiminin
yaninda aile destegi de gereklidir (Demirel, 2005). Nitelikli bir erken ¢ocukluk programi aile katilimi boyutu
olmadan disiiniilemez. Morrison (1978) aile katilimini, ailelerin glglerini ve becerilerini kesfetmek ve onlari,
kendileri ve c¢ocuklari yararina kullanmak amaciyla potansiyellerini harekete gecirecek bir siire¢ olarak
tanimlamistir (Cited in. Erkan, 2015).

Aile katihmina iliskin yapilan ¢alismalar incelendiginde, ebeveynleri ve 6gretmenleri etkili iletisim kuran ve
isbirligi saglayan ailelerin ¢ocuklarinin okul yasantisinda akademik olarak daha basarili olduklari, okula daha
kolay uyum sagladiklari, olumlu davranis ve tutumlari daha sik sergiledikleri goriilmektedir (Epstein, 2011;
Henderson, Mapp, Johnson & Davies, 2007; Sheldon, 2003). Aile katihmi ¢alismalari ayrica, ¢cocuklarin erken
okuryazarlik, erken matematik becerileri ve sosyal duygusal gelisimlerine de katkida bulunmaktadir (Van
Voorhis, Maier, Epstein, Lloyd & Leung, 2013). Marcon (1999) disik gelirli ailelerden gelen ve okul oncesi
egitim kurumuna devam eden dort yas cocuklari ile yaptigi arastirmada, aile katiliminin gocuklarin ifade edici dil
becerilerini, akademik becerilerini, oyun davranislarini olumlu yonde gelistirdigini ifade etmistir. Rimm-
Kaufman, Pianta, Cox ve Bradley (2003) tarafindan gergeklestirilen, 223 ¢ocuga iliskin 6gretmen raporlarina
dayanan arastirmada, aile katilimi gdsteren ailelerin gocuklarinin akranlarina gére daha yliksek okula hazir
bulunusluk becerilerine sahip olduklari, dil ve matematikte daha yliksek basari elde ettikleri ve akranlari ile
daha sik etkilesim kurduklari belirtilmistir. Yapilan arastirmalar, aile katilimi ¢alismalarinin ¢gocugun tiim gelisim
alanlarina 6nemli katkilari oldugunu gostermektedir.

Erken cocukluk egitiminde aile katihm calismalarini Temel, Aksoy ve Kurtulmus (2015), aile egitim
etkinlikleri, aile iletisim etkinlikleri, ebeveynlerin egitim etkinliklerine katilimi, bireysel gorismeler, ev
ziyaretleri, ebeveynin yonetim ve karar verme siireglerine katilimi ve aile destek programi olmak lzere yedi
boyutta ele almislardir. Aile egitim etkinlikleri icerisinde, egitim toplantilari ve konferanslar; aile iletisim
etkinlikleri icerisinde telefon gortsmeleri, kitapgiklar, teyp/video kayitlari, fotograflar, duyuru panolari,
biltenler, mektup ve yazismalar, gelisim dosyalari, toplantilar, okul ziyaretleri, gelis-gidis zamanlari, internet ve
dilek kutulari yer almaktadir. Ebeveynlerin gezi, materyal yapimi gibi etkinliklere ya da dil ve miuzik gibi glinlik
etkinliklere katilim géstermesi, ebeveynlerin etkinliklere katilimi boyutunu ifade etmektedir. Bireysel goriisme,
cocugun gelisim alanlari ile ilgili bilgi verme, yetenekli oldugu ve desteklenmeye ihtiya¢ oldugu dusinilen
alanlari ve ebeveynlerle paylasma ve 6zel durumlarla ilgili aileye bilgi verme gibi konular icermektedir. Ev
ziyaretleri ile 6gretmen, ¢cocugun ev ortami, evde aldig1 sorumluluklar ve ebeveyn gocuk iliskilerini gozlemleme
firsati bulur. Son boyut olan ebeveynin yonetim ve karar verme siireglerine katiliminda ise yeni ortaya ¢ikan
durumlarda ailelerin goérusleri alinir ve uygun olanlar uygulamaya gecirilir (Temel et al. 2015). Diinyada
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uygulanan erken gocukluk program ve yaklasimlari, aile katihmi boyutunda kendi felsefe, amag ve hedeflerine
gore bazi noktalara daha ¢ok 6nem verebilir ya da farkl uyarlama ve uygulamalar igerebilir.

Alan yazina bakildiginda, erken ¢ocukluk program ve yaklasimlarini tek tek inceleyen galismalar yer alsa da
(Aslan, 2005; Camlikaya, 2007; Giiler & Yaltirik, 2011; inan, 2012; Korkmaz, 2005; Mutlu, Ergisi, Biitiin Ayhan &
Aral, 2012; Oguz & Koksal Akyol, 2006; Weiss, 2013), bir arada ele alan az sayida arastirmaya rastlanmistir.
Tuncer (2015) tarafindan yapilan galismada erken ¢ocukluk egitimi program ve yaklasimlarindan; Acik Egitim,
Waldorf, Montessori, Reggio Emilia, ilk Yillar Programi, High Scope, Head Start programlarini amaglari, plan ve
uygulamalari, 6gretmenlerin rolleri, okul 6ncesi egitim kurumunun 6zellikleri ve materyalleri agisindan MEB
2013 programi ile karsilastirilarak incelenmistir. Yasar-Ekici (2015), Reggio Emilia, High Scope, Waldorf &
Montessori yaklasimlarini kuramsal temel, egitim ortami ve Ogretmenin roli agisindan karsilastirarak
incelemistir.

Alan yazin taramasi sonucunda incelenen yaklasimlarin farkh boyutlariyla ilgili bircok ¢alisma yapildig
gorilmistir. Ancak bu yaklasimlarin aile katihmi boyutu ile ilgili ¢calismalara rastlanmamistir. Bu noktadan
hareketle, yapilan galismada ilk Yillar Programi (PYP), Montessori, Reggio Emilia, Yaratici Program (Creative
Curriculum) ve Te Whariki programlarinin aile katiimi boyutu derinlemesine incelenmis ve karsilastiriimistir.
Calismada, farkli erken gocukluk program ve yaklasimlarinin aile katihmi boyutlarinin karsilastirmali olarak
incelenmesinin alan yazina 6nemli bir katki saglayacagi dusunilmektedir. Ayrica bu ¢alisma ile farkl
yaklagimlardaki aile katilimi galismalarinin detaylica tanitilmasi ¢ocuklara ve ailelerine nitelikli hizmet sunmak
icin okul Oncesi egitim Ogretmenlerine, alan arastirmacilarina, program gelistirici ve politika yapicilara yol
gosterecek ve kaliteli okul 6ncesi egitim programlari gelistirmelerine katki saglayacaktir.

Calismada erken gocukluk egitim program ve yaklasimlarindan ilk Yillar Programi, Montessori, Regio Emilia,
Te Whariki ve Yaratici Program'in aile katihm boyutlarinin incelenmesi amaciyla ilgili ulusal ve uluslararasi alan
yazin taranarak derleme tiiriinde bir arastirma ortaya konulmustur. Fink (2009) literatlir tarama arastirmalarini,
var olan alan kaynak ve belgelerin, arastirmacilar tarafindan degerlendirilip ve sentezinin yapilmasi, sistemli ve
acik bir yontemin kullanildigi arastirmalar olarak tanimlamistir. Derleme niteli§indeki makalenin birkag tiri
bulunmaktadir. Derleme makale bir fenomeni tanimlayabilir, var olan bir teoriyi yeniden diizenleyebilir ya da
bir yenisini olusturabilir. Derlemenin tirl ne olursa olsun, amag belirli bir problemi ya da konuyu acikliga
kavusturmak igcin literatlriin  taranarak Onceki c¢alismalarin  dizenlemesi, bitlinlestirilmesi ve
degerlendirilmesidir. Bu tir makaleler arastirma raporlarindaki gibi standart bir format izlememektedir. Giris,
yontem, sonug ve tartisma bollimlerinin yerine, giris, gelisme ve sonug bélimlerinden olusur. Giris bélimiinde
temel yapi ile bu makalenin yazilma amaci belirtilmelidir. Okuyucunun ilgisinin ¢ekilmesi agisindan giris bolimu
son derece 6nemli bir bolumdur (Morrison, 2004; Weed, 1997).

Yurt Digsindaki Erken Cocukluk Egitim Programlarinda Aile Katilimi
Arastirmada incelenen erken ¢ocukluk egitimi programi ve yaklagimlarinin aile katilimi boyutuna iliskin alan
yazin asagida yer almaktadir.

ilk Yillar Programi (PYP)

Uluslararasi Bakalorya Organizasyonu (IBO) tarafindan 1968 yilinda isvicre'de gelistirilen PYP'de aile
katiliminin 6nemi, ailenin okulu her anlamda desteklemesi olarak ifade edilmistir. Programda okul toplulugu
ogrencilerin, velilerin, 6gretmenlerin, diger okul personelinin, idarenin ve yénetim organinin yer alabilecegi
okulun paydaslaridir. Ebeveyn destegini tesvik etmek icin okullar diizenli olarak ebeveynleri okuldaki olaylardan
haberdar etmek icin onlarla iletisim kurar (IBO, 2014). ilk Yillar Programinda, veliler bilgili ve katilimcidirlar.
Ailelerin sistemi tanimalari ve evde de benzer yaklasimlar gelistirmeleri programin isleyisi acisindan ¢ok
onemlidir. Okulda sorgulayan, analiz eden ve sonuca varan 6grenci, evde de bu becerileri gostererek karar alma
sireclerine dahil olmalidir, aksi takdirde kazanimlari davranisa déniisemez ve okulda yapilan etkinlikler ile sinirli
kalir. Programdaki bu amag¢ genel anlamda aile yasantisinda, birlikte disinme, neden ve sonuglari
degerlendirme becerisini gelistirmis aile ortamlari olusturabilmeyi hedefler. Cocuklarin gergeklestirdikleri
calismalar gelisim dosyasi glinlerinde aileler ile paylasilir (Camlikaya, 2007).

ilk Yillar Program’inda veliler, 6grencilerin 6grenme siireclerine destek saglarlar. Sinifta ve okulda neler
yasandigi hakkinda velilerin bilgilendiriimesi énemlidir. Ogretmen, cocuklarin 6grenmelerine iliskin ev
ortamindan bir kanit isteyerek, velilerin okulda neler yapildig ile ilgili bilgilenmesine yardimci olabilir.
Cocuklarin yil icinde yaptiklari galismalarin ailelerle paylasilmasi, ¢ocuklar ve aileler arasinda 6grenme ve
kazanimlardaki gelisim Uzerine paylasimlar yapilmasini saglar. Veliler, 6grencilerin ¢calismalariyla ilgili gorus
alisverisinde bulunmak (izere okula davet edilirler, bu sekilde onlara yorum ve distincelerinin degerli oldugu
mesaiji verilir. Ogretmen ve veliler arasindaki iletisim, yazili notlar, telefon goriismeleri, bulusma ve konferanslar
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yolu ile gergeklesir. Programda cocuklarin segtikleri arastirma konulari hakkinda konusacaklari konferanslar
dizenlenir. Veliler bu konferanslara katilarak, ¢ocuklarinin 6grenme siregleri hakkinda fikir sahibi olurlar.
Bunun yaninda programda velilere yonelik toplantilar diizenlenir. Veliler gocuklarinin 6grenim durumlari,
ihtiyaclari ve okul programi hakkinda bilgilendirilirler. Programda yilsonunda diizenlenen sergiler, 6grencilerin
ve velilerin programla bitinlesmelerinin 6nemli bir géstergesidir. Yilsonu sergisi, genis bir isbirligi Grinaddar.
Sergiler araciligiyla veliler degerlendirme siirecine dahil olarak gocuklar ve 6gretmenlerle birlikte degerlendirme
siirecine katkida bulunurlar (IBO, 2002).

Montessori Yaklagimi

20. yizyilin baslarinda italya'da Dr. Maria Montessori tarafindan gelistirilen yaklasimda aile katilmi oldukca
onemlidir. Cocuklarin Montessori egitiminden tam olarak yararlanmasi icin, ebeveynlerin pedagojinin
amaglarini anlamalari ve gocuklarinin batincil gelisimlerini desteklemeleri 6nemlidir. Yaklasimda, ebeveynlerle
isbirliginin niteligi ve diizeyi ulkeden llkeye degismektedir. Birlesik Krallik'ta ebeveynler ¢ocuklarinin 6grenme
ve gelisimlerine katkida bulunmak ve ¢ocuklarini gézlemlemek igin okullara davet edilmektedirler. Ayrica aileler
evde yaptiklari faaliyetlere iliskin 6gretmenlere bilgi saglayarak ¢ocuklarinin 6grenme sireglerine katkida
bulunmaktadirlar (lsaacs, 2012). Bircok Montessori okulunda ailelere egitim programlari sunulmaktadir.
Yaklasimda, Montessori felsefesine iliskin bir egitim programi diizenlenir ve ebeveynler icin 6grenme sirecine
katim programi hazirlanir (Danisman, 2012). Villegas ve Biwer (1987) programdaki aile katiliminin, siniftaki
farkh yaslarin entegrasyonunun kolaylastiriimasini, akademik becerilerin gelisiminde kolaylklar saglanmasini,
ailelerin okula karsi olumlu tutumlar gelistirilmesini amagladigini ifade etmistir (Cited in Temel & Toran, 2017).
Yaklagimda okul ¢ocuklarin akademik, fiziksel ve sosyal gelisimleri hakkinda, ailelerle diizenli araliklarla iletigsim
kurar. Bu genellikle aile-6gretmen gortsmelerini ve yazili raporlari igerir (Korkmaz, 2005). Ayrica yaklagimda
kiglk yas grubunda goérev alan uygulayicilar, cocuklarin uyku diizeni, beslenmesi, tuvalet aliskanligi ve cocugun
etkinliklere katihmi gibi glinlik rutinleri s6zlii ya da yazih bir sekilde glinlik olarak ebeveynlerle paylasir (Isaacs,
2012). Pozitif bir okul atmosferi yaratmak amaciyla, ailelerle isbirliginin 6tesine gecmeye calisilir ve okul-aile
arasinda nitelikli iliskiler kurmak amaglanir (Korkmaz, 2005). Bu amacgla yapilan ¢alismalarda diizenli toplantilar,
okul gazetesi, 6zel glinler, aile egitim programlari, yeni aile kabulleri, agik yonetim kurulu toplantilari, yilliklar,
aile dernekleri ile isbirligi gibi stratejiler izlenmistir.

Reggio Emilia

Il. Diinya Savasi sonrasi Loris Malaguzzi tarafindan italya'da gelistirilen Reggio Emilia yaklasimi, aileleri
egitim paydaglari olarak goriir. Ev ve toplum, cocuklarin hayatlarinda énemli 6grenme ortamlari olarak
taninmalidir. Egitimciler, ebeveynler ve ¢ocuklar arasindaki esgiidiim son derece degerlidir ve '6grenme grubu'
kavrami Reggio Emilia yaklasiminin ¢cok 6nemli bir yonidir (Giudici, Rinaldi & Krechevsky, 2001). Ebeveynler
cocuklarin ilk ve sirekli egitimcileridir. Uygulayici ve ebeveynlerin erken c¢ocukluk ortamlarinda beraber
calismalari, cocuklarin gelisim ve 6grenmeleri tizerinde olumlu etkiye sahiptir. Rinaldi (1985), aile katihmi ile
ilgili sunulan firsatlari, sinif toplantilari, kiiciik grup toplantilari, bireysel ebeveyn 6gretmen gérismeleri, konulu
toplantilar, bir uzmanla toplanti, ¢alisma oturumlari, laboratuvar ¢alismalari, tatiller ve kutlamalar olarak
siralamaktadir (Cited in. Sahin, 2017). Bennett (2001), ailelerin ayni zamanda 6grenme ortamlarinda cesitli
dizenlemeler yaparak (bahgeye aga¢ dikmek, sinif igin materyaller hazirlamak vb.) egitim programina katilim
gosterdiklerini ifade etmistir. Yaklasima gore ebeveynlere, paydas olarak saygl gostermenin arkasinda yatan
o6nemli mesajlar vardir. Ebeveynler kalici ve kapsamli bir 6grenme ortami saglayarak ¢ocuklarin 6grenme ve
gelisimlerine olumlu katkida bulunabilirler. Ebeveynler, cocugunun bakim ve egitimiyle ilgili her diizeyde karar
vermede merkezi bir rol oynama hakkina sahiptirler. Ebeveynler ve egitimciler arasindaki basarili iliskiler,
cocuklarin egitiminde faydali ve uzun siiren etkilere sahiptir. Bu yaklasimda egitimcilerin ebeveynlerin
cocuklarina dair paylasimlarini dikkate almalari Gnemlidir. Reggio Emilia yaklasiminda bir ebeveynin okula iliskin
ve okulun ebeveyne iliskin neler bekleyebilecegini tanimlayan "Ebeveyn Haklarl", ebeveynlerin okul yapisinin
bir boliminde belirli bir rol oynamasindan ziyade, okul yapisinin bir pargasi olmasinin énemini anlatir. Okul,
cocuklari nasil anladiklarini ve degerlendirdiklerini, ebeveynlere gosterme sorumlulugunun farkindadir
(Thornton & Brunton, 2009).

Ogretmenler dzellikle program baslangicinda, ebeveynlerin cocuklari tanimlamak icin sectikleri kelimeleri
dikkatlice dinlerler. Ogretmenlerin ebeveynlerden alacaklari bu bilgiler, cocugun egitim ortamina uyum
saglamasi 6grenme deneyimlerinden verimli bir sekilde yararlanmasi igin dogru ortami ve destegi saglamalarina
yardimci olacaktir. Cocuklar anaokuluna baslamadan 6nce ebeveynler ve ¢ocuklar tanisma partilerine katilirlar
ve okullari hakkinda bilgi sahibi olurlar. Yaklasimda o6gretmenlerden kilturel farkhhklarni gdz oOniinde
bulundurmalari ve tiim cocuklarin olumlu mesajlar alabilecegi bir 6grenme ortami yaratmalari beklenir. Bazi
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ebeveynler yaklasimi anlamada zorlanabilirler, 6gretmenler velilerin daha ¢ok tesvik ve destege ihtiyag
duyabileceklerinin farkinda olmalidirlar. Ogretmenler velilere, sinif ortaminin diizeni, grenme ortaminda neler
yapildigl ve bir gliniin nasil gectigi hakkinda bilgi vermelidirler. Yaklasimda dokiimantasyon &nemlidir. Giin
sonunda ¢ocugunu almak igin gelen ebeveynler, giin boyunca 6gretmen tarafindan gekilen fotograflar ve
kaydedilen ¢ocuk yorumlarinin oldugu bir glinligu incelerler. Boylelikle anne-baba, ¢ocuguyla giin icinde ne
yaptiklarini konusmaya baslayacaktir. Bunun yaninda gocuklarin bireysel veya grup halinde ortaya gikardiklari
portfolyolar ya da diger Griinler, gelis-gidis zamanlarinda ebeveynlere gosterilir ve belli araliklarla eve génderilir
(Edwards, 2002). Yaklasimda velilerin, ¢calisanlarin fotograflari, binanin plani ve tipik bir gliniin akisini igeren bir
kimlik kartina sahip olmalarinin, kendilerini ortamin bir pargasi gibi hissetmelerine yardimci olacag ifade
edilmistir. Veliler sinifa iliskin proje ve konularla ilgili fikirleri tartismak ve paylasmak lzere 6gretmenler, atolye
egitimcileri ve pedagoglarla grup toplantilarina katilirlar ve ayni zamanda erken gocukluk konseylerine katilarak
merkezlerin yonetiminde rol oynarlar (Thornton & Brunton, 2014).

Yaratici Program (Creative Curriculum)

Yaratici Program, 1979 yilinda Amerika'da ortaya ¢ikmistir. Bu programa gore, ev ve okul gocugun iki dnemli
diinyasidir. Cocuklar bu iki diinya arasinda her giin kopri kurarlar. Eger ev ve okul arasinda olumlu ve saygili bir
iletisim kurulursa cocuk kendini glivende hisseder. Ancak aile ve okul ilgisizlik, anlayis eksikligi veya isbirligindeki
yetersizlik nedeniyle birbirlerinden ayrilirsa gocuk bundan olumsuz yénde etkilenir. Cocugun egitiminde ailenin
roliine inanan ve ishirligi ile cocugun neler basarabileceginin farkinda olan bir 6gretmen, ailelerle dogru bir
ortaklik kurabilir. Yaratici Program, aileleri tanimak, aileleri karsilamak, ailelerle iletisim kurmak, cocugun
O0grenmesinde aileler ile ortaklik kurmak, ailelerin zorlandigi durumlarda onlara yol gosterici olmak gibi
O0gretmen-aile isbirligi icin dnemli olan bes bashgi ele almistir. Programda, aileleri tanimak baslig altinda, farkli
aile yapilarini, ebeveynlerin kisilik ve mizag 6zelliklerini, ebeveynlerin egitim diizeyi, sosyoekonomik durumu,
saglk problemleri gibi okul ile iliskisini etkileyebilecek farkhliklarini ve ailenin sahip oldugu kalttrel farkliliklari
anlamanin 6nemine vurgu yapilmistir. Aileleri tanimanin ¢ocugun ilerlemesi icin bir 6n kosul oldugu ve aileleri
tanirken onlari genellememek ve etiketlememek gerektigine dikkat ¢ekilmistir.

Programa gore, aile ile kurulacak ilk iletisim ¢ok énemlidir. Ailelerle ilk bulusma onlari tanima ve olumlu
iliskiler kurma agisindan 6gretmene biiyik kazanglar saglar. Ailelerle kurulacak ilk iletisim ev ziyareti ya da okula
kayit esnasinda goriisme seklinde olabilir. Okula kayit sirasinda ailelere iliskin bilgi edinmek igin ailelere formlar
doldurtulabilir ya da gérismelerde yonlendirilen sorular araciligiyla velilerden bilgi toplanabilir. Kayit esnasinda
ozel yetenekleri ve ilgileri olan aileleri tespit etmek, sinifta ¢ocuklarla paylasimda bulunmalari icin yararli
olabilir. Programda ev ziyaretleri olduk¢a onemlidir. Aileler kendi ortamlarinda okul ortamina gore daha
rahattirlar. Senenin basinda yapilan ev ziyaretleri, okul ortaminda bulunmayan bir ¢ocuk icin okul ile ev
arasinda kopri olusturmanin ilk yoludur. Programda, 6gretmenlerin ziyaretten once ailelere haber vererek
bilgilendirmeleri ve zamani kararlastirmalarinin 6nemi belirtilmistir. Ogretmenler, aileleri yargilamak icin degil
onlari tanima ve iliski kurma amaciyla gitmeli ve sorular sorarak aileleri kendileri hakkinda konusmaya tesvik
etmelidirler. Programa gore, ailelerin karsilanmasi, ailelerin programa olan aidiyetleri igin dnemli bir noktadir.
Sinifta yaratilan ortam ve programi tanitma, ailelere onlarin da sirece ait olduklarini ve oynayacaklari bir rol
oldugunu hissettirebilir. Cevre, olumlu mesajlar tasimalidir. Ogretmen aileleri karsilama icin hos bir ortam
olusturabilir. Her aile i¢in sinif girisinde posta ve 6neri kutulari ayarlanabilir. Ebeveynlere okumalari ve goz
atmalari icin kaynaklar onerilebilir. Program etkinliklerini giincellemek igin bir duyuru panosu olusturulabilir.
Cocuklar bir programa ilk kez dahil olduklarinda aileler ¢ocuklarin ne 6grenecegini merak ederler. Yaratici
Program’da ebeveynler igin “Okul Oncesi Egitimi Ebeveyn Rehberi” yer almaktadir. Programin felsefesini ve
cocuk icin amaglarini anlatan bu rehberde yer alan igerik ailelere kisaca agiklanir ve daha sonra okumalari
istenir. Ailelere sinif gezdirilerek, farkli ilgi alanlari, gliniin nasil gectigi, okulun ilk glintine iliskin beklentiler
paylasilir. Bununla beraber Yaratici Program’in her bolimiiniin sonunda yer alan “Ailelere Mektup”, ¢ocuklarin
ne yapacagini, 6gretmenin ¢ocuklari nasil destekledigini ve ailelerin bu silirece evde nasil yardimci olacagini
anlatir.

Yaratici Program’in aile katihm boyutunun bir diger onemli bileseni ise ailelerle iletisim kurmaktir.
Ogretmenler ve aileler arasindaki giiven, zamanla gelisir ve olumlu ve saygili bir cercevede gerceklesen
deneyimlere baglidir. Diger programlarda oldugu gibi Yaratici Programda da 6gretmenler her giin ebeveynler ile
gidis-gelis zamanlarinda resmi olmayan iletisim firsatina sahiptir. Bunun yaninda glinlik veya haftalik biltenler,
telefon goriismeleri, e-posta, internet, sinif web sitesi, tesekkiir notlari, gilinliikler, otomatik telefon mesaj
sistemleri gibi resmi iletisim yollari da programda yer almaktadir. Ayrica programda sadece ebeveynleri degil
diger aile bireyleri de programa dahil olabilirler. Bliylikanne ve bliylikbabalar, ebeveynlerden daha fazla zaman
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ayrilabilir, sinifta ¢ocuklara kitap okuma, oyun 6gretme, 6zel aktivitelere yardim etme gibi programa katilim
gosterebilirler.

Programda aileler, 6grenme merkezlerine cesitli diizenlemeler ya da eklemeler yaparak, kiltirlerini
paylasarak (yemek pisirme etkinlikleri, sanatsal nesneleri tanitma, sarki 6gretme, hikdye anlatimi vb.), meslek
ya da bir yetenegi paylasarak programa katilim gosterebilirler. Ogretmen bilgi ve programlari paylasmak igin
aileler ile toplantilar diizenler. Yapilan toplantilarda aileler de programa iliskin degerlendirmelerini ifade ederler
ve programin iyilestirmesine yonelik ¢calismalara katki saglarlar. Bunlarin yaninda 6gretmen cgesitli sorunlar
yasayan ve stres altinda olan ailelere ¢6ziim yollarini gosterir ve aileler ¢6ziim igin kaynaklarin onlara agik
oldugunu bilirler (Dodge, Colker & Heroman, 2008).

Te Whariki

Te Whariki programi 1996 yilinda Yeni Zelanda Milli Egitim Bakanlhgi tarafindan gelistirilmistir. Yeni
Zelanda'nin erken gocukluk felsefesinde igbirligi temel bir kavramdir. Te Whariki ebeveynlerin merkezdeki
konumunu vurgular. Bu program aileyi erken gocukluk egitiminin ortaklarindan biri olarak goriir. Bu program
aile, okul ve cgevre arasindaki baglantiyi gli¢li tutarak, ¢ocuklarin bilgi dagarciklarini genisletmeyi amaglar
(Zhang, 2013). Te Whariki'de erken ¢ocukluk hizmetleri, 6gretmenler ve ebeveynler tarafindan yonetilen oyun
merkezli toplum temelli anaokullarini icermektedir. Te Whariki'ye gére cocuklar, kilturleri, bilgi birikimleri ve
iclerinde yasadiklar toplum benimsendiginde ve hayatlarindaki yetiskinler is birligiyle hareket ederek onlari
desteklediklerinde &grenir ve gelisirler. Ogretmenin ve ailelerin anlamli iliskiler gelistirmesi, cocuklarin gelisimi
icin birbirlerinin istek ve beklentilerine saygli duymalari 6nemlidir. Cocuklarin 6grenme ve gelisimleri, kilturel
acidan uygun iletisim yollari kullanildiginda ve ebeveynlerin, kisilerin, toplumun mifredata katilimlari
saglandiginda kolaylasir. Programda, kiltiirel cesitlilige ve farkli aile yapilarina saygi duyulur. Ogretmen bu
yapilari programa uygun sekilde yansitabilmek icin gocuklarin aileleri hakkinda bilgi sahibi olmalidir.

Cocuklarin ilk yillarinda basaril bir gegis icin ailenin nasil karsilandigi 6nemlidir. Ebeveynler ve 6grenciler
memnuniyetle karsilanirlar. Paylasilan bir 6gle yemegi, gezi veya acik hava etkinlikleri gibi aktiviteler, ebeveyn
ve dgretmenlerin bir araya gelmesini saglar. Ogretmenlerin, cocuklarin okul ortamina gegisini desteklemek igin
ebeveynlerle yakin isbirligi icerisinde calismasi ve gocuklarin degisen ilgi alanlari, ihtiyaglari ve gelisimleri
hakkinda diizenli olarak iletisim kurmalari esastir. Programda, 6gretmenlerin beslenme, gocuklarin fiziksel
aktivitesi ve blylmesi konularina yonelik ebeveynler ile paylasabilecekleri bir referans kitiiphanesi
bulunmaktadir. Programda fotograflari, ¢ocuklarin Grlinleri, 6gretmenin goézlem kayitlarini ve ¢ocuklarin
o6grenme hikayelerini iceren portfolyolar, ebeveynlere cocuklarinin 6grenme siireci hakkinda fikir edinmeleri,
kendi gozlem ve Onerileri ile siirece katkida bulunma firsati sunar. Programlar planlanirken ¢ocuklarin kaliteli
egitim ve hizmet almalari icin erken ¢ocukluk hizmet saglayicilarinin, 6gretmenlerin ve ebeveynlerin ihtiyaclari
ve gorusleri dikkate alinir (New Zeland Ministry of Education, 1996).

Tartisma, Sonug ve Oneriler

Erken cocukluk doneminde aile katiliminin, ¢ocugun tim gelisim alanlarina katkida bulundugu, cocugun
okula hazirbulunuslugunu destekledigi, olumlu davranislari arttirdig1 ve cocugun ileriki okul basarisina katkida
bulundugu gorilmektedir (Epstein, 2011; Henderson et al. 2007; . Rimm-Kaufman et al. 2003; Sheldon, 2003).
Aile katihminin ¢ocuk icin dnemli giktilari géz 6niinde bulunduruldugunda, aile katiminin, basarili ve etkili bir
programin 6nemli bir boyutu oldugu anlasiimaktadir. Genel olarak incelendiginde, programlarin felsefe ve
prensipleri dogrultusunda aile katilimi boyutunda kiiglk farkhliklar yer alsa da, incelenen biitiin programlarin
aile katihmini énemsedikleri ve programlarinin énemli bir boyutu olarak ele aldiklar goriilmektedir. Bitiin
programlarda ailelere yonelik toplantilar, bireysel gériismeler, cocuklarin fotograflarini, Grlinlerini, 6gretmenin
gozlem kayitlarini ve ¢ocuklarin 6grenme hikayelerini iceren portfolyo paylasimi gibi aile-okul arasindaki iletisim
ve ishirligini gliclendirecek aile katilim calismalari yer almaktadir. Programlarin amaglari, programlarin yaklasim
ve felsefelerine gore degisse de, biitlin programlar aileyi cocugun ilk ve en énemli egitimcisi olarak kabul eder
(Temel ve Toran, 2017).

ilk Yillar Programi’'nda ailelerin sistemi tanimalari ve okulu her anlamda desteklemelerinin (izerinde
durulmustur. Programa gore ailelerin programi taniyarak ve evde de benzer yaklasimlar gelistirmeleri
programin isleyisi acisindan ¢ok dnemlidir. Okulda sorgulayan, analiz eden ve sonuca varan 6grenci, evde de bu
becerileri gostererek karar alma sureglerine dahil olur. Yil sonunda, ¢ocuklarin calismalarini paylastiklari sergiler
ise ilk Yillar Programi aile katilimi ¢alismalarinin dnemli bir boyutudur (Camlikaya, 2007; 1BO, 2002). Montessori
programinin aile katilimi boyutu incelendiginde, cocuklarin akademik, fiziksel ve sosyal gelisimleri hakkinda ya
da gin igindeki durumlar ile ilgili ailelerle diizenli araliklarla iletisim kurmak 6nemli bir nokta olarak
gorilmektedir. Montessori yaklasiminda aileleri programa iliskin bilgilendirmek siniftaki farkli yaslarin

34



Cansu Yildiz, Mine Canan Durmusoglu — Uluslararasi Egitim Programlari Dergisi, 8(1), 2018, 23-38

bitunlestirilmesini kolaylastirir, akademik becerilerin gelisiminde kolayliklar ve ailelerin okula karsi olumlu
tutumlar gelistirmesini saglar. Montessori okullari, okul-aile arasinda nitelikli iliskiler kurmayi amaglamistir. Bu
amagla yapilan aile katilimi ¢alismalari arasinda diizenli toplantilar, okul gazetesi, 6zel glinler, aile egitim
programlari, yeni aile kabulleri, agik yonetim kurulu toplantilari, yilliklar, aile dernekleri ile isbirligi yapmak yer
almaktadir (Danisman, 2012; Isaacs, 2012; Korkmaz, 2005; Temel & Toran 2017). Reggio Emilia yaklasiminda bir
ebeveynin okula iliskin ve okulun ebeveyne iliskin neler bekleyebilecegini tanimlayan "Ebeveyn Haklan",
ebeveynlerin okul yapisinin bir bélimiinde belirli bir rol oynamasindan ziyade, okul yapisinin bir pargasi
olmasinin énemini anlatir. Yaklasim dokiimantasyonun tizerinde durur. Dokiimantasyon yoluyla ebeveynler,
gun boyunca 6gretmen tarafindan cgekilen fotograflar ve kaydedilen gocuk yorumlarinin oldugu bir glinliik
sayesinde ¢ocuklarinin okulda neler yaptiklari ile ilgili fikir sahibi olurlar (Edwards, 2002; Thornton & Brunton,
2014). Yaratici Program da aileleri cocuklarinin gelisimlerini anlamak, degerlendirmek, desteklemek igin cesitli
yontemler kullanarak egitimin igerisine katmaktadir. Aileler, program icin materyal saglama, kiltirel
paylasimlar yapma (kiltirel materyal, giysi, yemek, sarki, hikaye, resim paylasimi vb.), mesleki veya yeteneklere
yonelik paylasimda bulunma, bir ¢alismaya katilma ve programin olusturulma asamasina katilma konusunda
sorumluluk almaktadirlar (Dodge et al. 2008). Te Whariki programi da diger programlar gibi aileyi erken
gocukluk egitiminin ortaklarindan biri olarak goriir. Te Whariki’'ye goére gocuklar, kulturleri, bilgi birikimleri ve
iclerinde yasadiklari toplum benimsendiginde ve hayatlarindaki yetiskinler is birligiyle hareket ederek onlari
desteklediklerinde 6grenir ve gelisirler. Programda, kultiirel gesitlilige ve farkh aile yapilarina saygi duyulur
(New Zealand Ministry of Education, 1996; Zhang, 2013).

Program ve yaklasimlar bir arada degerlendirildiginde, Reggio Emilia ve Yaratici Program’in ortak 6zellikleri
arasinda, 6nemle durulan ev ziyaretleri, ailelerin karsilanmasi ve ailelerin sinifta ¢esitli dizenlemeler yaparak
o6grenme slrecine katkida bulunmalar yer almaktadir. Okulda gerceklestirilen deneyim ve etkilesimlerin
ailelerle paylasilmasi tiim yaklasimlarda yer alsa da, Reggio Emilia yaklasiminda dékiimantasyon bir adim daha
dne cikarken; ilk Yillar Programinda ise yil sonu sergileri éne ¢ikmaktadir. ilk Yillar Programi ve Montessori
yaklasimi, programin verimli islemesi igin ailelerin programi anlamalarini 6nemsemektedirler. Kiltirel
farkliliklar agisindan bakildiginda, Reggio Emilia, Yaratici Program ve Te Whariki’de ¢ocuklarin programlarda en
st diizey gelisim ve ilerlemeyi saglayabilmeleri icin ailelerin kiltlrel yapilarinin egitimciler tarafindan kabul
edilmesi ve ailelerin bu anlamda olumlu karsilanmasina 6nem verilmistir.

Okullar kendi egitim programlarini olustururken farkli erken cocukluk egitim program ve yaklasimlarinin aile
katilimi calismalarini kullandiklarinda programlarindaki kalite ve verim artacaktir. Bu baglamda nitelikli bir okul
oncesi egitim programinin aile katilim boyutunu olusturmak igin tiim paydaslar isbirligi icinde ¢alismaldir.
Program gelistiricilerin ve egitimcilerin farkli erken ¢ocukluk egitim program ve yaklagimlarinin aile katilimi
¢alismalarini detayh inceleyerek kendi kiltlrlerine, c¢ocuklarina ve ailelerine uygun olan c¢alismalari
programlarina katmalari gerekmektedir. Okul ve egitimcilere bu konuda gereken alt yapi, donanim saglanmali
ve Ulkelerin egitim bakanliklarinin karar vericileri ve kanun koyuculari tarafindan dlkelerin egitim politikalarinda
yasal diizenlemelerin yapilmasi gerekmektedir. Kaliteli erken ¢ocukluk egitim programlarinin gelistiriimesi, okul,
aile ve toplum isbirliginin etkili bir sekilde uygulanmasi ile desteklenerek ulkelerin egitim politikalarini glclu
kilmalidir. Diinyada erken gocukluk egitimi programlari, cocugun ailesi ve kulturi ile birlikte ele alinmali, ailenin
programa etkin olarak katimi saglanmali, toplumla i¢ ice olmayl basaran sosyal politikalar biinyesinde
programlar planlanmali ve uygulanmalidir. Nitelikli aile katihmi ¢alismalar sayesinde mutlu, ruh ve beden
saghg yerinde olan, adil, sorumluluk sahibi, esit egitim firsatlari olan gocuklar ve dolayisiyla saghkli, mutlu,
Uretken aileler olusur. Bu aileler de toplumun gliclenmesi ve kalkinmasinda 6nemli katkilar saglarlar.
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Introduction

With the increasing extent of communication among countries, which cannot be compared to the past, the
requirement and importance of learning a foreign language is understood more in Turkey with each passing
day (Koru & Akesson, 2011). However, in the English Proficiency Index, Turkey ranks 51st among 72 countries,
and 25th among European countries where there are 26 countries in total (Education First-English Proficiency
Index, 2016). In addition, according to the TOEFL (Test of English as a Foreign Language) exam results for the
year 2012, Turkey ranks 116th together with Ethiopia, and Sudan in the list where there are 162 countries
(Educational Testing Service, 2016).

These results indicate that teaching English as a foreign language is a major concern for Turkey. Therefore,
it can be argued that it is important to focus on the individual differences variables that are related to the
graded performance regarding English classes and learning English. Considerable research carried out in this
context in the relevant literature. Findings from these studies showed that important individual difference
variables such as achievement goals (Pintrich & Schunk, 1996) perceived instrumentality (student perception
on the value of a course serving the purpose/utility value of achieving their future-related goals) and future
time perspective (Ozgetin & Eren, 2010) are significantly and positively associated with graded performance
regarding English classes.

On the other hand, in the relevant literature, there appears to be less research on the relationships
between affective variables and the graded performance (Lopez & Aguilar, 2013). Moreover, attitude change
ranks the first among the affective variables focused on these studies (Baggeci, 2004; Saracaloglu, 1995). In
addition to the attitude variable, which is focused in these studies, it is also necessary to examine different
affective variables. Indeed, the findings obtained in previous studies showed that the feelings of the students
about their success in learning environments and their epistemic curiosity are closely related to both the
quantity and the quality of the learning processes (Coleman, 2014; Litman & Jimerson, 2004; Pekrun, 2006).
However, there are no studies conducted on the relationship between emotional and epistemic curiosity and
the success of English classes. In this context, the role of positive and/or negative emotions and curiosity,
especially epistemic curiosity, in the learning process have long been acknowledged (Artino & Stephens, 2007;
Berlyne, 1960; Fowler, 1965). Therefore, it is important to examine the possible relationships of these variables
together with graded performance regarding English classes. A detailed examination of the achievement
emotions of students in their English language classes and their predictions of the course achievement of their
epistemic curiosity can provide a comprehensive view for teachers/lecturers about individual difference
variables that need to be taken into consideration in increasing success in English language classes. This may
provide a robust theoretical framework for future curriculum development in terms of both planning the
learning-teaching processes and in terms of the use/development of more effective teaching methods and
techniques. It can be said that this statement is valid for every level of education. However, for universities
(Higher Education Council, 2007), whose main objective is to raise individuals who can reach scientific
knowledge about their fields, who can analyze this knowledge by interpreting it and who are able to create
new knowledge, this can be predicted to be much more evident due to the fact that they constitute the main
source of high quality workforce supply. For this reason, the aim of the research is to examine the relations
between achievement emotions of university students studying in preparatory classes, epistemic curiosity and
course achievements in English classes. In this respect, answers for three questions were sought within the
context of the present study: (a) What are the levels of students' achievement emotions and epistemic
curiosity levels in English classes? (b) Are there significant relationships between students' achievement
emotions in English classes, epistemic curiosity, and course achievement? (c) Do students’ epistemic curiosity
and the achievement emotions in English classes significantly predict their graded performance regarding
English classes?

Conceptual Framework

Epistemic curiosity: In the relevant literature, Curiosity has been studied through different concepts such as
social curiosity (Renner, 2006), perceptual curiosity, and epistemic curiosity (Berlyne, 1954). Among them,
epistemic curiosity, which can be briefly defined as “desire to know” (Berlyne, 1954, 187), is highly related to
important pedagogical variables such as motivation, learning and academic achievement because of its
characteristic of being an important driving force behind discovery-related behaviors (Litman, 2008, 2010). The
approaches on epistemic curiosity can be summarized around two perspectives. Loewenstein (1994) defined
the epistemic curiosity as the feeling of deprivation caused by the lack of information perceived by the
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individual between what is known and what is desired to be known; and claimed that as the lack of information
perceived by the individual decreased, the deprivation feeling increased, and the desire for learning was
exacerbated. The second is Curiosity as a Feeling of Interest as defined by Spielberger and Starr (1994).
Spielberger and Starr (1994) noted that epistemic curiosity might be explained with the feeling of interest
emerging when new and interesting stimuli appears for the individual at optimal level.

Conversely, Litman and Jimerson (2004) suggested that the epistemic curiosity might be explained by both
the feeling of deprivation and the feeling of interest. While Curiosity as a Feeling of Interest, according to
Litman and Jimerson (2004) and Litman (2008, 2010), corresponds to the pleasure of learning and discovering
new things, Curiosity as a Feeling of Deprivation refers to the feeling of deprivation caused by the lack of
information perceived by the individual between what is known and what is desired to be known, which is in
line with the definition of Loewenstein (1994).

Curiosity as a Feeling of Interest arises through the interest that individuals feel when they are exposed to

stimuli about an interesting topic that they know little or do not have any information about, and this, in turn,
leads them to learn. Curiosity as a Feeling of Deprivation leads individuals to learn depending on the level of
lack of knowledge they perceive between what they know and what they want to know (Litman, 2005, 2008,
2010). Litman (2005) suggested that the feelings of deprivation in the individual caused by the feeling of
deprivation increased the need for learning more than the pleasure caused by interest. Indeed, the findings
obtained through research in different contexts (e.g., pre-service teachers, high school students) support this
prediction (Eren, 2009, 2011; Litman, 2008, 2010; Litman, Hutchins & Russon, 2005). For example, Eren (2009)
found that university students’ Curiosity as a Feeling of Interest did not significantly relate to their mastery
goals and performance-approach goals whereas their Curiosity as a Feeling of Deprivation did. However, it does
not mean that Curiosity as a Feeling of Interest is less important than Curiosity as a Feeling of Deprivation. As a
matter of fact, Curiosity as a Feeling of Interest and Curiosity as a Feeling of Deprivation are moderately and
positively related to each other (Eren, 2011; Litman, 2008; Sorrentino & Roney, 2000). Nevertheless,
information seeking behaviors of individuals who are motivated by Curiosity as a Feeling of Interest are acted
through the interest they perceive about information as a whole rather than the lack of information they feel.
This is due to the fact that Curiosity as a Feeling of Deprivation and Curiosity as a Feeling of Interest are related
to feelings with different valence (i.e., positive vs. negative emotions). Specifically, curiosity as a Feeling of
Deprivation is accompanied by negative emotions like tension and uneasiness whereas Curiosity as a Feeling of
Interest is accompanied by positive feelings like pleasure and enjoyment.
In the light of these explanations, it may be claimed that it is important to consider Curiosity as a Feeling of
Interest together with Curiosity as a Feeling of Deprivation in order to examine epistemic curiosity in a
comprehensive manner. Thus, in the current study, students’ epistemic curiosity was examined through the
mentioned two-factor structure (Litman & Jimerson, 2004).

Achievement emotions:

Unlike other emotional theories/models, in the Control-Value Theory of Achievement Emotions originally
developed by Pekrun (2006), emotions are defined as a series of psychological processes that contain
interrelated affective, cognitive and motivational dimensions. More precisely, achievement emotions refer to
the emotions that students feel about academic tasks (e.g., homework, exams, projects), processes (e.g.,
thinking, interpreting) and situations (e.g., obtaining a successful/unsuccessful result from a test) (Pekrun,
2006; Pekrun et al., 2002). In this sense, the concept of control refers to the control perceived about tasks,
processes, and situations (e.g., the degree of autonomy perceived by a student about the selection of the
assignment topic), and the concept of value refers to the cognitive appraisals assigned to the results of these
processes and situations (e.g., the degree of importance perceived by a student to complete the assignment
successfully) (Pekrun, 2006). The interaction between the perceived control and value are the determinants of
both the focus of emotions felt by the students (result-oriented/process-oriented emotions) and the valence
(positive/negative emotions) as well as the tendency to act accordingly (activating/deactivating emotions).

The Control-Value Theory of Achievement Emotions allows a multidimensional classification of achievement-
related emotions. In this respect, a student's enjoyment with the learning process during any class can be
described as an activating emotion because it is positive, process-oriented and motivates the student to
participate in the process. However, the relaxation felt by the student after completing and submitting a
homework assignment can be defined as a positive, yet deactivating emotion because it no longer requires the
student to engage with another task regarding this homework. Similarly, the anxiety felt by a student during an
exam can be described as an activating emotion because the anxiety felt by a student on the test is negative,
process-oriented and motivates the student to do something to decrease the level of his/her anxiety. The
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boredom felt by the student during classes is negative and process-oriented, yet deactivating emotion because
it leads students to detach a task at hand behaviorally or mentally.

It is also important to highlight that achievement emotions are felt as a result of the cognitive appraisals
(Pekrun, 2006). For example, if completing an assighment on mathematics is considered important, and if the
perceived control of the homework is high, completing the homework may lead to positive emotions (e.g.,
pride). This may affect the motivation and achievement for the following assignment. Indeed, achievement
emotions are significantly related to students’ self-regulation skills, motivations for learning, and academic
achievement according to their valence, focal points and the activation characteristics (Artino, Holmboe &
Durning, 2012; Daniels et al., 2009; Frenzel, Pekrun & Goetz, 2007; Pekrun, Frenzel, Goetz & Perry 2007). Both
because of this, and also because it is the unique theory allowing to examine students’ achievement emotions
in educational settings comprehensively, students’ achievement emotions regarding English classes were
examined based on the Control-Value Theory of Achievement Emotions framework in the present study.

Method
The survey method was used in the study. The design of the study was exploratory correlational design. This
design enables the examination of the relationships between the variables of a study in an inductive manner
(Creswell, 2009; Fraenkel & Wallen, 2006), and is used in situations where there is little or no evidence
regarding the relationships between the research variables.

The Universe and the Sample of the Study

The universe of the study consisted of a total of 3,200 preparatory class students attending Hacettepe
University and Abant Izzet Baysal University in the 2014-2015 academic year. The sample of the study consisted
of 475 randomly selected undergraduate students (female = 200; male = 275) from the universe. Of them, 234
were enrolled in Hacettepe University and 241 were enrolled in Abant lzzet Baysal University. Furthermore,
204 students were Anatolian High School graduates, 176 students were General High School graduates, 33
were Science High School graduates, 44 were Vocational High School graduates, and 18 were Teacher Training
High School graduates. The average age of the students was 19.38 (SD = 1.00).

Research Instruments

The Epistemic Curiosity Scale: The Epistemic Curiosity Scale, originally developed by Litman (2008) and
adapted into Turkish by Eren (2009, 2011), was used to assess students’ epistemic curiosity. The scale consists
of two factors: Curiosity as a Feeling of Interest (e.g., | find it fascinating to learn new information) and
Curiosity as a Feeling of Deprivation (e.g., | work like a fiend at problems that | feel must be solved), each of
which contains five items. The students were asked to respond to the items in the scale with their English
classes in mind. Students responded to the items of the scale on a four-point Likert-type scale ranging from 1
(almost never) to 4 (almost always).

The Achievement Emotions Questionnaire: In order to assess students’ achievement emotions, the
Achievement Emotions Questionnaire was used. The questionnaire was originally developed by Pekrun, Goetz
and Perry (2005, Pekrun, Frenzel, Goetz & Perry, 2007) and adapted into Turkish by the author of the present
study by using the Committee Approach (Dérnyei, 2010). Originally, the items were written for mathematics
classes. However, due to the scope of the present study, the items were slightly modified and the term
‘mathematics class/this class’ was replaced by the term ‘English class’. The questionnaire consists of three
parts: class-related, learning-related and test-related. Because the current study focused on the English classes,
class-related section of the Achievement Emotions Questionnaire was used. This part consists of 19 items that
formed six factors: enjoyment (Four items: e.g., | look forward to my English class); anxiety (Four items: e.g.,
When thinking about my English class, | get nervous), boredom (Three items: e.g., | think the English class is
boring); anger (Four items: e.g., | get irritated by my English class.); shame (Two items: e.g., When | say
something in my English class, | feel like embarrassing myself) and pride (Two items: e.g., | think | can be proud
of my knowledge in English). The students responded on the items in the scale based on the response options
ranged from 1 (I definitely disagree) to 5 (I definitely agree).

Two separate Confirmatory Factor Analyses (CFA) were conducted to examine whether the factor
structures of the research instruments would be confirmed in the current sample. The results showed that the
factor structures of both the Achievement Emotions Questionnaire (x2 (137) = 361.09; CFI = .99; NNFI = .98;
RMSEA = .06; SRMR = .03) and the Epistemic Curiosity Scale had good fit to the current data (x2(34) = 87.72; CFI
= .97; NNFI = .96; RMSEA = .06; SRMR = .04) (Kline, 2011). In addition, Cronbach’s coefficients alphas for
enjoyment (a = .87), anxiety (a = .89), boredom (a = .89), irritability (a = .80), shame (a = .65) subscales as well
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as the alphas for the Curiosity as a Feeling of Interest (a = .68) and Curiosity as a Feeling of Deprivation (a = .81)
subscales were adequate.

Graded performance regarding English classes: For the graded performance regarding English classes, the
average scores of the students received from the exams taken in English classes throughout two semesters and
the average scores received by the students from the proficiency test which was conducted at the end of the
academic year were used.

Procedure and the Data Analysis

After the required permissions were received, the data were collected by the first author of the present
study at a time that was appropriate for the lecturers of the English classes. The Achievement Emotions
Questionnaire and the Epistemic Curiosity Scale were given to the students with instructions that included the
purpose of the study and explanations on how to respond on the items of the scales. In the administration
process, any questions from students were answered and additional explanations were made when necessary.
The administration process lasted approximately 20 minutes. A series of one-sample t tests were conducted to
answer the first research question. A zero-order (Pearson) correlation analysis was conducted to answer the
second research question. In order to answer the third research question, a multiple regression analysis was
conducted in which the aspects of epistemic curiosity and the achievement emotions (enjoyment, anxiety,
boredom, anger, shame, and pride) were determined as independent variables, whereas the graded
performance regarding English classes was determined as the dependent variable (Field, 2009). In the
regression analysis, although they were not the focus of this study, the demographic variables (i.e., age,
gender, graduated high school type, and the university) were also included because they could significantly
affect the dependent variables. In order to investigate the findings obtained through the regression analysis
with a more reliable approach, a structural model was created in which the variables found to be significantly
related to the graded performance regarding English courses were determined as the independent variables,
whereas the graded performance regarding English classes was determined as the dependent variable. This
model was examined through the Structural Equation Modeling (SEM) analysis.

Findings

The Results of One-Sample t Tests

As seen in Table 1, the t values that were computed in relation to the epistemic curiosity and achievement
emotions did not significantly differ from the test values which were computed based on the midpoints of the
scales (e.g., the midpoint for anxiety factor was computed as (4x3) 12) (all p values > .05). This means that the
levels of students’ achievement emotions regarding English classes and the epistemic curiosity are moderate.
Table 1.
The Results of the One-sample t Tests.

Variable Test Value X SD t p
Curiosity as a Feeling of Interest 12.5 14.76 2.44 .02 .99
Curiosity as a Feeling of Deprivation 12.5 14.15 3.47 .03 .97
Enjoyment 12 11.08 3.35 .01 .99
Anxiety 12 11.70 3.88 .03 .98
Boredom 9 10.04 3.99 .02 .98
Anger 12 15.82 3.17 .01 .99
Shame 6 6.26 2.47 .01 .99
Pride 6 6.46 2.46 .01 .99

The Results of Correlation Analysis

When the sample is relatively large, which is the case in the present study, the magnitude of the correlation
coefficients should be taken into account in interpreting the relationships between the research variables
rather than the significance levels because of the possibility that even small correlation coefficients may be
statistically significant in large samples (Field, 2009). As seen in Table 2, both Curiosity as a Feeling of Interest
and Curiosity as a Feeling of Deprivation were positively and moderately related to graded performance
regarding English classes. Achievement emotions were moderately and selectively related to graded
performance regarding English classes. Specifically, enjoyment and pride were positively and moderately
associated with graded performance, whereas, with coefficients ranging from -.42 to -.57, anxiety, boredom,
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anger and shame were negatively correlated with graded performance. Achievement emotions, on the other
hand, were selectively and moderately related to Curiosity as a Feeling of Interest with correlation coefficients
ranged in magnitude from -.46 to .46, while they were selectively, yet somewhat weakly related to Curiosity as
a Feeling of Deprivation with correlation coefficients ranged in magnitude from -.32 to .33.

Table 2.
Correlation Analysis Results.
Variable 1 2 3 4 5 6 7 8 9
1. Graded Performance -
2. Curiosity as a Feeling of Interest .50 -
3. Curiosity as a Feeling of Deprivation 46 .30 -
4. Enjoyment A48 46 .33 -
5. Anxiety -.54 -31 -31 -.52 -
6. Boredom -.57 -.46 -.30 -.57 .58 -
7. Anger -.56 -.43 -.32 -.56 .61 .78 -
8. Shame -42 -43 -.20 -.48 43 71 .63 -
9. Pride .54 46 .29 .64 -.54 -.68 -.68 .52 -

Note: All correlation coefficients are significant at p < .01 level of significance.

The Results of Multiple Regression Analysis

As seen in Table 3, both Curiosity as a Feeling of Interest and Curiosity as a Feeling of Deprivation
significantly and positively predicted graded performance regarding English classes. Among the achievement
emotions, only anxiety and boredom significantly, yet negatively predicted graded performance. Notably, these
results are free from the effects of the university where the participants enrolled, high school types the
participants graduated from, and the gender and age variables (all p values > .05). In fact, the demographic
variables explained only 1% of the total variance in graded performance whereas the epistemic curiosity and
achievement emotions explained 50% of the total variance.

Table 3.

Multiple Regression Analysis Results.
Variables B S.E. B t p VIF
University .08 .85 .00 .09 .92 1.10
Gender .70 .85 .03 .82 41 1.07
Age 21 .43 .02 49 .62 1.09
High School Type .01 .38 .00 .02 .98 1.05
Curiosity as a Feeling of Interest 1.17 .20 .23 5.78%** .00 1.48
Curiosity as a Feeling of Deprivation .81 13 22 6.25%** .00 1.21
Enjoyment .02 17 .01 13 .89 2.02
Anxiety -71 14 -.22 -5.00%** .00 1.80
Boredom -.50 .19 -.16 -2.59* .01 3.62
Anger -.34 .23 -.09 -1.49 13 3.15
Shame .21 .24 .04 .85 .39 2.19
Pride .51 .26 .10 1.95 .05 2.48

***p < .001; *p < .05; Note: S.E.= Standard Error; B = Standardized Beta Coefficient; VIF = Variance Inflation
Factor; VIF values are smaller than 5 (Field, 2009).

The results of Structural Equation Modeling Analysis

A structural model was created based on the correlational patterns that appeared as a result of the multiple
regression analysis (Figure 1); and this model was investigated through SEM analysis. As a result of the SEM
analysis, it was observed that the structural model had good fit to the current data (x?(126)= 313.70; CFI = .98;
NNFI = .97; RMSEA = .06; SRMR = .04). Similar to the results of the regression analysis, the results of the SEM
analysis showed that the Curiosity as a Feeling of Interest, Curiosity as a Feeling of Deprivation, boredom, and
anxiety significantly and selectively predicted graded performance regarding English classes.
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Figure 1. The Structural Model of the Predictors of Graded Performance regarding English Class.

Discussion, Conclusion and Suggestions

The results of the one-sample t tests showed that students in the English preparatory classes had a positive
and negative sense of accomplishment regarding English classes and a moderate level of interest in knowledge.
This finding of the study can be considered as a sign showing that the students feel many positive and negative
achievement emotions in English classes. Given the fact that English classes, similar to other classes, are
learning environments that provide stimuli that can lead students to feel both positive (e.g., enjoyment, pride)
and negative emotions (e.g., boredom, anxiety) (e.g., the anxiety of an approaching English exam, a student is
happy with a correctly answered question, the monotony of the subject causing annoyance), it can be said that
this finding is not surprising. Indeed, it can be expected that positive and/or negative achievement emotions
can be felt as a result of the feedback (positive/negative achievement-related feedback) of various
communicative activities (e.g., verbal, written) in English classes which are the learning environments where
communication activities are used in an intensive manner. This finding is in line with the findings reported by
Goetz, Frenzel, Hall and Pekrun (2008) demonstrating that students often felt achievement emotions in
academic settings. The results obtained via the one-sample t tests also showed that students experienced both
Curiosity as a Feeling of Deprivation and Curiosity as a Feeling of Interest in their English classes. This finding of
the present study gains an understandable appearance when it is taken into consideration that the
communication processes that take place during classes (e.g., providing feedback) can stimulate not only
emotions, but also the epistemic curiosity (Kang et al., 2009).

Another noteworthy finding is that the epistemic curiosity and achievement emotions were felt at a
moderate level by the students in English classes rather than at a strong or weak level. This finding of the study
might be related to the fact that the activities/assignments (e.g., examinations, tasks) in English classes are not
perceived as either difficult or easy by the students. For example, in his study where the role of graphic
organizers in vocabulary teaching were examined, ilter (2016) reported that positive achievement emotions
were felt more strongly in the experimental group that were taught through graphic organizers than in the
control group.

Although there are no studies conducted on epistemic curiosity within this context, it could be expected
that using appropriate teaching techniques (e.g., communication games) together with effective materials such
as three-dimensional visuals may arouse Curiosity as a Feeling of Interest in students. In addition, depending on
the deprivation feeling that will be caused by the missing information perceived between the old and new
information on the subject matter, it may also be expected that this and similar materials arouse Curiosity as a
Feeling of Deprivation (at least in moderately) in English classes. The results of the correlation analysis revealed
that the achievement emotions and graded performance regarding English classes were significantly and
selectively associated with each other. The results also showed that Curiosity as a Feeling of Interest and
Curiosity as a Feeling of Deprivation were significantly and positively associated with graded performance.
Given that the epistemic curiosity and emotions are reciprocally associated with perceived ability, self-efficacy,
academic achievement and academic self (Putwain and Deveney, 2009) and also given the significant roles of
emotions in explaining student behavior in educational settings and academic achievement (Berlyne, 1954;
Litman, 2008, 2010; Loewenstein, 1994; Skinner, Furrer, Marchand & Kindermann, 2008), it may be understood
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why these variables were significantly related to the graded performance. In fact, the results obtained through
correlation analysis were in line with the findings demonstrating that epistemic curiosity was positively and
strongly related to cognitive activity levels (Tamdogon, 2006), learning (Day, 1982), and academic achievement
and in accordance with the Pekrun's (2006) findings showing that negative emotions (e.g., anxiety) were
negatively associated with academic achievement, whereas positive emotions (e.g., pride) were positively
related to academic achievement.

On the other hand, the results of correlation analysis showed that the relationships between achievement
emotions and Curiosity as a Feeling of Interest were stronger than that of their associations with Curiosity as a
Feeling of Deprivation. One possible reason for this is that Curiosity as a Feeling of Interest has a more positive
affective content than Curiosity as a Feeling of Deprivation (Litman, 2008). Another possible reason is that a
positive feeling like interest increases the motivations of students to learn English more when compared to a
negative feeling like deprivation. This explanation is also consistent with the fact that interest is a strong source
of motivation (Hidi, 2006). In turn, this may lead students to feel more positive emotions, but less negative
emotions, during English classes. However, because the current research is carried out based on the
correlational design by using a cross-sectional data, these explanations are at least partly controversial, albeit
reasonable. Thus, experimental studies are needed to infer causality regarding the current topic.

Results of the multiple regression analysis and SEM analysis showed that the boredom and anxiety
significantly predicted graded performance regarding English classes. It is noteworthy to mention that negative
emotions such as boredom and anxiety, but not positive achievement emotions such as enjoyment,
significantly predicted the graded performance. This can be because only two positive achievement emotions
(i.e., enjoyment and pride) and four negative achievement emotions (i.e., shame, boredom, anger, and anxiety)
were considered in the study. Indeed, this may cause to suppress the effects of positive achievement emotions
on graded performance regarding English classes by the effects of negative achievement emotions. Notably, it
is intriguing to observe that demographic variables accounted for only 1% of the total variance related to the
graded performance and that the Anatolian High Schools were described as one of the high schools that the
participants of this study were graduated from. This is because the hours of foreign language lessons in
Anatolian high schools are more than that of those in other types of high schools. This result can be interpreted
as graded performance regarding English classes depends on the quality rather than the quantity of the class
hours. However, because the present study did not focus on the quality of English language classes, this
interpretation is quite controversial, albeit reasonable. It is obvious that this interpretation requires further
investigations.

In relation to the results showing that the graded performance regarding English classes was significantly
predicted by boredom and anxiety, but not by shame and anger can be explained by the fact that boredom is a
negative and deactivating emotion (that lead students to wander away from the learning environment in a
behavioral/mental sense). The mentioned characteristic of boredom makes it difficult to detect it in
educational settings such as classrooms (Pekrun, 2006) and increases the likelihood of boredom in affecting
achievement negatively unlike activating negative emotions such as anger and shame (Bridgeland, Dilulio &
Morison, 2006). This explanation is consistent with the results of previous research which showed that
boredom was significantly and negatively correlated with course achievement (Pekrun, Goetz, Daniels,
Stupnisky & Perry, 2010). In contrast to boredom, anxiety is an activating emotion. However, the likelihood of
anxiety in causing disruptive behaviors might be lower than other negative and activating achievement
emotions, such as anger and shame, because it is an expectation-oriented emotion. Thus, anxiety, similar to
boredom, may cause reactions that are difficult to detect in educational settings. A student’s engagement with
other topics rather than preparing for an exam, dealing with other topics, and moving away from the lesson by
daydreaming in order to reduce the anxiety created by her/his expectation of failing a test that will be taken in
the near future may be given as examples of such reactions. In turn, this may increase the negative effect of
anxiety on graded performance regarding English classes, when compared to other negative emotions. These
explanations are also consistent with the results of previous studies in which the relationship between anxiety
and graded performance regarding foreign language courses were examined (Batumlu & Erden, 2007; Salim,
2004; Worde, 2003).

The results of the regression analysis and SEM analysis also showed that Curiosity as a Feeling of Interest
and Curiosity as a Feeling of Deprivation significantly predicted students’ graded performance regarding English
classes. Although the types of epistemic curiosity are characterized by different feelings, they consist of a
common content that converge on the axis of new knowledge acquisition (Litman, 2008). Moreover, there are
findings in the relevant literature showing that both curiosity factors are positively and strongly related to
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academic achievement/course achievement (Eren & Coskun, 2016; Serin, 2010). Therefore, it can be expected
that the mentioned curiosity types may significantly and positively predict graded performance regarding
English classes.

Based on the abovementioned findings of the present study, three important conclusions can be derived.
First, English lessons in preparatory classes are not the environments that are deprived of epistemic curiosity
and positive and negative achievement emotions. Second, achievement emotions and epistemic curiosity are
significantly and selectively related to graded performance regarding English classes. Third, and more
importantly, negative achievement emotions, particularly boredom and anxiety, negatively predict graded
performance regarding English classes whereas Curiosity as a Feeling of Interest and Curiosity as a Feeling of
Deprivation positively predict graded performance regarding English classes.

Therefore, lecturers of the English preparatory classes should consider that their students feel positive
emotions such as enjoyment and pride together with negative feelings such as anxiety, boredom, shame, and
anger during the classes and that, among them, particularly boredom and anxiety are negatively related to
graded performance regarding English classes. In this respect, it can be said that the attempts of lecturers to
reduce anxiety (e.g., by creating a positive and supportive classroom climate) and boredom (e.g., by informing
students about cognitive approach strategies that are effective in reducing boredom (Nett, Goetz & Daniels,
2010) during English classes will contribute to increase graded performance regarding English classes. However,
lecturers can increase their students’ graded performance regarding English classes not only by reducing the
level of feeling of negative emotions such as anxiety and boredom but also through activities that can stimulate
epistemic curiosity. These activities would be visual (e.g., interesting, static and/or dynamic visuals) and
auditory (e.g., music) stimuli (Berho & Defferding, 2005) as well as imaginary activities that are designed to
increase situational interest (Dogru & Eren, 2016). Although the aforementioned results of the study may
enable to make these and similar educational suggestions, the results should be cautiously interpreted in
future studies because the current study only included students from English preparatory classes of two
different universities, the graded performance regarding English classes was assessed based on the results of
exams prepared by the lecturers, and it was conducted based on a relatively small sample. Therefore, findings
that will be obtained from future studies that are conducted based on a large number of universities and larger
samples of students, and assessed graded performance through standardized achievement tests, may
contribute to the investigation of the generalizability of the present results. Additionally, the results of future
empirical studies in which epistemic curiosity or achievement emotions are manipulated may enlarge the
correlational framework obtained in the present study because they facilitate to make causal inferences.
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TURKCE SURUM

Giris

Ulkeler arasindaki iletisimin gecmisle kiyaslanamayacak &lgiide artmasiyla, Tirkiye’de yabanci dil
dgrenmenin geregi ve 6nemi giin gectikce daha fazla anlasilmaktadir (Koru & Akesson, 2011). Buna ragmen,
ingilizce Yeterlilik Endeksi siralamasinda Tiirkiye 72 (ilke igerisinde 51. sirada, 26 Avrupa Ulkesinin yer aldig
siralamada ise 25. sirada yer almaktadir (Education First-English Proficiency Index, 2016). Ayrica, 2012 yilinda
gerceklestirilen TOEFL (Test of English as a Foreign Language) sinav sonuglarina gore, 162 ulkenin yer aldig
listede Tirkiye, Habesistan ve Sudan ile birlikte 116. sirada yer almaktadir (Educational Testing Service, 2016).

Bu sonuglar, bir yabanci dil olarak ingilizce 6gretiminin Tiirkiye agisindan énemli bir problem durumu
olduguna isaret etmektedir. Dolayisiyla, ingilizce 6grenmeyle ve ingilizce ders basarisiyla iligkilenen bireysel
farkhhk degiskenlerine odaklanmanin 6nemli oldugu ifade edilebilir. Konuyla ilgili alanyazinda bu baglamda
gerceklestirilen dikkate deger sayida arastirma bulunmaktadir. Bu arastirmalardan elde edilen bulgular, basari
amaglari (Pintrich & Schunk, 1996), algilanan aragsallik (6grencilerin, bir dersin kendi amaclarina hizmet etme
derecesine/fayda degerine iliskin algilar)) ve gelecek zaman perspektifi (Ozcetin & Eren, 2010) gibi énemli
bireysel farklik degiskenlerinin, ingilizce ders basarisiyla anlamli diizeyde ve olumlu y&nde iliskilendigini
gostermistir.

Diger taraftan, konuyla ilgili alanyazinda duyussal degiskenlerin ingilizce ders basarisiyla iliskilerinin
arastinldigi oldukca az sayida arastirma bulunmaktadir (Lopez & Aguilar, 2013). Ustelik bu arastirmalarda
odaklanilan duyussal degiskenlerin basinda tutum degiskeni gelmektedir (Bagceci, 2004; Saracaloglu, 1995).
Tutumun yani sira farkli duyussal degiskenlerin de incelenmesi gereklidir. Nitekim arastirmalar araciligiyla elde
edilen bulgular, 6grencilerin egitim ortamlarinda hissettikleri basariyla ilgili duygularin ve bilgiye yonelik
meraklarinin 6grenme siirecinin hem niceligiyle hem de niteligiyle yakindan iliskili oldugunu goéstermistir
(Coleman, 2014; Litman & Jimerson, 2004; Pekrun, 2006). Ancak, alanyazinda duygular ve bilgiye yonelik
merakin, ingilizce ders basarisiyla iliskilerinin incelendigi bir ¢alismaya rastlanmamistir. Oysa olumlu ve/veya
olumsuz duygularin ve merakin, 6zellikle de bilgiye yonelik merakin, 6grenme siirecindeki rolleri uzun
zamandan bu yana bilinmektedir (Artino & Stephens, 2007; Berlyne, 1960; Fowler, 1965). Dolayisiyla, s6z
konusu degiskenlerin ingilizce ders basarisiyla olasi iliskilerinin sorgulanmasi énemlidir. Ogrencilerin ingilizce
derslerinde hissettikleri basari duygulariyla bilgiye yonelik meraklarinin ders basarisini yordama durumlarinin
ayrintil olarak incelenmesi; ingilizce ders basarisinin artirilmasinda dikkate alinmasi gereken bireysel farklilik
degiskenleriyle ilgili olarak, 6gretmenlere/6gretim elemanlarina kapsamh bir bakis acisi saglayabilir. Bu da
siraslyla, ileride gerceklestirilecek program gelistirme c¢alismalarina, hem 6grenme-6gretme siireglerinin
planlanmasi agisindan hem de daha etkili 6gretim yontem ve tekniklerin kullaniimasi/gelistiriimesi agisindan
saglam bir kuramsal cerceve saglayabilir. ifade edilen &nemin, egitimin her kademesi icin gegerli oldugu
soylenebilir. Ancak, temel hedefi, alaniyla ilgili bilimsel bilgilere ulasabilen, bunlari yorumlayarak analiz edebilen
ve yeni bilgi(ler) olusturabilen bireyler yetistirmek olan Gniversiteler (Yiksekogretim Kurulu, 2007) agisindan bu
o6nemin, niteligi ylksek is glici arzinin baslica kaynagini olusturmalari nedeniyle ¢ok daha belirgin oldugu
ongorilebilir. Bu nedenle, arastirmanin amaci, hazirlik siniflarinda 6grenim goéren Universite 6grencilerinin
ingilizce derslerine iliskin basari duygulari, bilgiye yénelik meraklar ve ders basarilari arasindaki iliskilerin
incelenmesi olarak belirlenmistir. Bu amag dogrultusunda {i¢ soruya yanit aranmistir: (a) Ogrencilerin ingilizce
dersine iliskin basari duygulari ve bilgiye ydnelik merak diizeyleri nedir? (b) Ogrencilerin ingilizce dersine iliskin
basari duygulari, bilgiye ydnelik meraklari ve ders basarilari arasinda anlamli iliskiler var midir? (c) Ogrencilerin
ingilizce dersine iliskin bilgi kaynakli meraklari ve ingilizce dersine iliskin basari duygulari ingilizce ders
basarilarini anlaml diizeyde yordamakta midir?

Kavramsal Cergeve

Bilgiye Yénelik Merak: Konuyla ilgili alanyazinda merak, sosyal merak (Renner, 2006), algisal merak ve
bilgiye yonelik merak (Berlyne, 1954) gibi farkli kavramlar araciligiyla incelenmektedir. Bunlar arasinda, kisaca
“bilme arzusu” (Berlyne, 1954, 187) olarak tanimlanabilen bilgiye yénelik merak, kesif davranislarinin ardinda
yatan 6nemli bir itici glic olma 6zelligi nedeniyle motivasyon, 6grenme ve akademik basari gibi egitim bilimsel
anlamda 6nemli degiskenlerle yakindan iliskilidir (Litman, 2008, 2010). Bilgiye yonelik meraka iliskin yaklasimlar
iki bakis acisi etrafinda 6zetlenebilir. Birincisi, Loewenstein (1994) tarafindan tanimlanan yoksunluk hissi olarak
meraktir. Loewenstein (1994) bilgiye yonelik meraki, bilinenle bilinmek istenen arasinda birey tarafindan
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algilanan bilgi eksikliginin neden oldugu yoksunluk hissi olarak tanimlamis, bireyin algiladigi bilgi eksikligi
azaldikga hissedilen yoksunluk duygusunun arttigini ve 6grenme arzusunun siddetlendigini 6ne slirmustir.
ikincisi ise, Spielberger ve Starr (1994) tarafindan tanimlanan ilgi hissi olarak meraktir. Spielberger ve Starr
(1994) bilgiye yonelik merakin, yeni ve ilgi ¢ekici uyaranlarin bireyi optimal diizeyde uyarmasiyla ortaya ¢ikan
ilgi hissiyle agiklanabilecegini ifade etmislerdir.

Diger taraftan, Litman ve Jimerson (2004) bilgiye yonelik merakin hem yoksunluk hissiyle hem de ilgi hissiyle
aciklanabilecegini 6ne slirmislerdir. Litman ve Jimerson (2004) ile Litman, 2008, 2010)’a gore ilgi hissi olarak
merak (curiosity as a feeling of interest) yeni seyler kesfetmekten ve 6grenmekten zevk almaya karsilik gelirken,
yoksunluk hissi olarak merak (curiosity as a feeling of deprivation), Loewenstein’in (1994) tanimiyla paralel
bicimde, bilinenle bilinmek istenen arasinda birey tarafindan algilanan bilgi eksiklig§inden kaynaklanan
yoksunluk hissini ifade etmektedir.

ilgi hissi olarak merak, bireylerin hakkinda ¢ok az sey bildikleri ya da bilgilerinin olmadigi ilgi cekici bir
konuyla ilgili uyaranlara maruz kaldiklarinda hissettikleri ilgi araciligiyla ortaya ¢ikmakta ve bu da bireyleri
o6grenmeye yoneltmektedir. Yoksunluk hissi olarak merak ise, bireylerin herhangi bir konuda ne bildikleri ile
neyi/neleri bilmeyi arzuladiklari arasinda algiladiklari bilgi eksikliginin dizeyine bagh olarak bireyleri 6grenmeye
yoneltmektedir (Litman, 2005, 2008, 2010). Litman (2005), yoksunluk hissinin bireylerde olusturdugu gerginligin
ve huzursuzlugun 6grenme ihtiyacini, ilginin olusturdugu haz duygusuna kiyasla daha fazla artiracagini one
sirmustlr. Nitekim farkli baglamlarda gergeklestirilen (6gretmen adaylar, lise 6grencileri) arastirmalar
araciligiyla elde edilen bulgular, bu 6ngoriyu destekler niteliktedir (Eren, 2009, 2011; Litman, 2008, 2010;
Litman, Hutchins & Russon, 2005). Ornegin, Eren (2009) iniversite dgrencilerinin ilgi hissi olarak meraklarinin
degil, yoksunluk hissi olarak meraklarinin 6grenme amaclari ve performansa yaklasma amaglariyla anlamh
dizeyde iliskilendigini saptamistir. Ancak bu, ilgi hissi olarak merakin yoksunluk hissi olarak meraktan daha az
onemli oldugu anlamina gelmemelidir. Nitekim ilgi hissi olarak merak ve yoksunluk hissi olarak merak tiirleri
birbiriyle orta diizeyde ve olumlu yonde iliskilenmektedir (Eren, 2011; Litman, 2008; Sorrentino & Roney, 2000).
Diger taraftan, ilgi hissi olarak merak araciligiyla motive olan bireylerin bilgiye ulasma davraniglari, hissettikleri
bilgi eksikliginden cok, bilgi biitiiniine yodnelik olarak hissettikleri ilgi araciligiyla harekete gegirilmektedir. Bu
durum, yoksunluk hissi olarak merak ve ilgi hissi olarak merakin farkh bag-degerine (valence - duygularin olumlu
ya da olumsuz olma o6zelligi) sahip duygularla iliskili olmasindan kaynaklanmaktadir. Nitekim yoksunluk hissi
olarak meraka gerginlik ve huzursuzluk gibi olumsuz duygular, ilgi hissi olarak meraka ise hoslanma ve keyif
alma gibi olumlu duygular eslik etmektedir.

Bu agiklamalar 1s1ginda, ilgi hissi olarak merak ve yoksunluk hissi olarak merakin bir arada ele alinmasinin,
bilgiye yonelik merakin kapsamli bicimde incelenmesi agisindan 6nemli oldugu ifade edilebilir. Bu nedenle,
arastirmada, 6grencilerin bilgiye yonelik meraki sz konusu iki faktorli yapi aracihgiyla incelenmistir (Litman &
Jimerson, 2004).

Basari duygulari: Diger duygu teorilerinden/modellerinden farkh olarak, Pekrun (2006) tarafindan
gelistirilen basari duygularinin kontrol-deger teorisinde duygular, birbirleriyle iliskili duyussal, bilissel ve
motivasyonla ilgili boyutlari olan bir dizi psikolojik stire¢ olarak tanimlanmaktadir. Daha agik bir ifadeyle, basari
duygulari okullar gibi basari odaginin belirgin oldugu ortamlarda, 6grencilerin akademik gorevlerle (6devler,
projeler vb.), sireglerle (diistinme, yorumlama vb.) ve durumlarla (bir sinavdan basarili/basarisiz sonug elde
etme) ilgili olarak hissettikleri duygulari ifade etmektedir (Pekrun, 2006; Pekrun et al., 2002). Kontrol kavrami
soz konusu gorevler, sirecler ve durumlara iliskin olarak algilanan kontrole (6rnegin, bir 6grencinin 6dev
konusunun seciminde ne oranda s6z sahibi oldugu), deger kavrami ise bunlarin sonucuna atfedilen degere
(6rnegin, bir 6grencinin 6devini basariyla tamamlamasinin kendisi icin ifade ettigi dnem) yonelik bilissel
degerlendirmeleri ifade etmektedir (Pekrun, 2006). Algilanan kontrol ve deger arasindaki etkilesim, 6grenciler
tarafindan hissedilen duygularin hem odaginin (sonu¢ odakli/sire¢ odakli duygular) ve bag-degerinin
(olumlu/olumsuz  duygular), hem de davranista bulunma egilimine yol agma durumunun
(aktiflestirici/pasiflestirici duygular) belirleyicisi konumundadir.

Basari duygularinin kontrol-deger teorisi, basari duygularinin ¢ok boyutlu bir siniflamasina olanak
saglamaktadir. Buna gore, bir 6grencinin herhangi bir ders esnasinda 6grenmeden aldigi keyif olumlu, sireg
odakh ve 6grenciyi slirece katilmaya motive etmesi nedeniyle aktiflestirici bir duygu olarak ifade edilebilir.
Ancak, 6grencinin bir 6devi tamamlayip 6gretmenine teslim ettikten sonra hissettigi rahatlama, 6devle ilgili
baska bir goreve odaklanmayi gerektirmemesi nedeniyle olumlu, ancak pasiflestirici bir duygu olarak
tanimlanabilir. Benzer bigcimde, bir 6grencinin herhangi bir dersin sinavinda hissettigi kaygi olumsuz, siireg
odakli ve 6grencinin hissettigi kaygiyl azaltmak icin bir seyler yapmaya yonelmesi nedeniyle aktiflestirici bir
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duygu olarak betimlenebilir. Ogrencinin derste hissettigi can sikintisi ise olumsuz ve siire¢ odakli, ancak
Ogrenciyi dersten davranissal/zihinsel olarak uzaklagmaya yonelttigi icin pasiflestirici bir duygu olarak ifade
edilebilir.

Bunlarla birlikte, basari duygularinin biligsel bir degerlendirmenin sonucu olarak hissedildiklerinin
vurgulanmasi da dnemlidir (Pekrun, 2006). Ornegin, matematik dersiyle ilgili bir 6devin tamamlanmasi dnemli
goriliyorsa ve 6deve iliskin algilanan kontrol yiiksekse, 6devin tamamlanmasinin olumlu duygularin (gurur vb.)
hissedilmesine yol agmasi mimkindir. Bu da sirasiyla, bir sonraki goreve yonelik motivasyonu ve basariyi
etkileyebilmektedir. Nitekim basari duygulari bag-degerlerine, odak noktalarina ve etkinlestirme 6zelliklerine
gore Ogrencilerin 6z-dlizenleme becerileriyle, 6grenmeye yonelik motivasyonlariyla ve akademik basarilariyla
anlamli diizeyde iliskilendirilmektedir (Artino, Holmboe & Durning, 2012; Daniels et al., 2009; Frenzel, Pekrun &
Goetz, 2007; Pekrun, Frenzel, Goetz & Perry 2007). Hem bu nedenle, hem de 6grencilerin egitim ortamlarinda
basariyla ilgili olarak hissettikleri duygularin kapsamh bicimde incelenmesine olanak saglayan yegane teori
olmasi nedeniyle, bu calismada dgrencilerin ingilizce derslerinde hissettikleri basariyla ilgili duygular, basari
duygularinin kontrol-deger teorisi kapsaminda incelenmistir.

Yontem
Arastirmada tarama yontemi kullaniimistir. Arastirmanin deseni ise agimlayici iliskisel desendir (Exploratory
Correlational Design). S6z konusu desen, arastirmanin odaginda yer alan degiskenler arasindaki iliskilere yonelik
az sayida kanit bulundugu ya da hi¢ bulunmadigi durumlarda kullanilan ve degiskenler arasindaki iliskilerin
timevarima dayal bir bakis agisiyla incelenmesine olanak saglayan bir desendir (Creswell, 2009; Fraenkel &
Wallen, 2006).

Evren ve Orneklem

Arastirmanin evrenini, 2014-2015 akademik yilinda Hacettepe Universitesi ve Abant izzet Baysal
Universitesinde dgrenim géren toplam 3200 hazirlik sinifi 8grencisi olusturmustur. Arastirmanin drneklemini ise
evrenden rastgele segilen toplam 475 6grenci olusturmustur (Kiz = 200; Erkek = 275). Ogrencilerin 234’
Hacettepe Universitesinde, 241’i ise Abant izzet Baysal Universitesinde 6grenim gdrmektedir. Ogrencilerin
204’4 Anadolu Lisesi, 176’si Genel Lise, 33’U Fen Lisesi, 44’ Meslek Lisesi ve 18'i ise 6gretmen lisesi
mezunudur. Ogrencilerin yas ortalamasi 19.38’dir (SS = 1.00).

Veri Toplama Araglar

Bilgi Kaynakli Merak Olgegi: Ogrencilerin bilgiye ydnelik meraklar Litman (2008) tarafindan gelistirilen ve
Eren (2009, 2011) tarafindan Tiirkge ’ye uyarlanan Bilgi Kaynakli Merak Olgegi araciligiyla élgiilmistir. Olgme
araci, ilgi hissi olarak merak (Benim icin yeni seyler 6grenmek blyileyicidir) ve yoksunluk hissi olarak merak
(Problemler (zerinde, ¢ozlinceye kadar diskiinliik derecesinde calisirim) seklinde adlandirilan ve her biri bes
madde iceren iki faktérden olusmaktadir. Ogrencilerden, 6lgme aracinda yer alan maddeleri ingilizce derslerini
akilda tutarak degerlendirmeleri istenmistir. Ogrenciler 6lcme aracinda yer alan maddelere iliskin gériislerini, 1
(neredeyse asla) ile 4 arasinda (neredeyse her zaman) arasinda degisen degerlerle ve esit araliklarla siralanan
secenekleri dikkate alarak belirtmislerdir.

Basari Duygulari Olgegi: Ogrencilerin ingilizce derslerine yonelik olarak hissettikleri basari duygularinin
olcilmesi amaciyla, Pekrun, Goetz ve Perry (2005; Pekrun, Frenzel, Goetz & Perry, 2007) tarafindan gelistirilen
ve komite yaklasimi ¢cercevesinde (Dornyei, 2010) arastirmaci tarafindan Tiirk¢e’ye uyarlanan Basari Duygulari
Olgegi kullanilmistir. Olgme aracinda yer alan maddeler matematik dersine yénelik olarak yazilmistir. Ancak, bu
arastirmanin odak noktasini ingilizce derslerinin olusturmasi nedeniyle, maddelerdeki ‘matematik dersi’ ifadesi,
‘ingilizce dersi’ ifadesiyle degistirilmistir. Basari Duygulari Olcegi derse, dgrenmeye ve sinava yonelik olmak
lizere (i¢ ayri béliimden olusmaktadir. Bu calismada ingilizce ders basarisina odaklaniimasi nedeniyle, Basari
Duygulari Olgeginin ‘derse iliskin duygular’ bélimii kullaniimistir. Olgegin séz konusu bélimi alti faktérden ve
toplam 19 maddeden olusmaktadir. Bunlar; keyif (Dért madde: ingilizce dersini dért gdzle beklerim), kaygi (Dort
madde: ingilizce dersini disiindigiimde gergin hissederim), can sikintisi (U¢ madde: ingilizce dersleri bence
sikicidir), sinirlilik (D6ért madde: ingilizce dersi beni sinirlendirir), utanc¢ (iki Madde: ingilizce dersinde bir sey
sdyledigimde kendimi utandirdigimi hissederim) ve gurur (iki Madde: ingilizce bilgimle gurur duyarim)
faktorleridir. Ogrenciler 8lcme aracinda yer alan maddelere iliskin gériislerini, 1 (kesinlikle katilmiyorum) ile 5
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(kesinlikle katilyorum) arasinda degisen degerlerle ve esit araliklarla siralanan secgenekleri dikkate alarak
belirtmislerdir.

Olgme araclarinin, bu arastirmanin érneklemi kapsaminda yapi gecerliklerinin sorgulanmasi amaciyla iki ayri
dogrulayici faktér analizi (DFA) gergeklestirilmistir. DFA sonucunda hem Basari Duygulari Olgeginin (x2(137) =
361.09; CFl =.99; NNFI =.98; RMSEA =.06; SRMR =.03) hem de Bilgi Kaynakli Merak 6lceginin faktor yapilarinin
bu arastirmanin érnekleminden elde edilen verilerle iyi bir uyum gosterdigi saptanmistir (x2(34)= 87.72; CFl =
.97; NNFI = .96; RMSEA = .06; SRMR = .04) (Kline, 2011). Ayrica, keyif (a = .87), kaygi (o = .89), can sikintisi (a =
.89), sinirlilik (o = .80), utang (a = .65) ve gurur (a = .67) faktorleri icin hesaplanan Cronbach alfa katsayilari ile
ilgi hissi olarak merak (o = .68) ve yoksunluk hissi olarak merak (a = .81) faktorlerinin i¢ tutarlilik giivenirliklerine
yonelik olarak hesaplanan alfa katsayilari da yeterli bulunmustur.

ingilizce ders basarisi:

ingilizce ders basarisi icin, 6grencilerin iki dénem siiresince ingilizce derslerinde gerceklestirilen sinavlardan
aldiklari puanlarla, yilsonunda yapilan yeterlik sinavindan aldiklari puanlarin 100’lik not sistemine goére
hesaplanan ortalamalari kullanilimistir.

Veri Toplama Siireci ve Analizi

Gerekli izinler alindiktan sonra, veriler birinci yazar tarafindan ve 6gretim elemanlarinin uygun goérdukleri
zaman dilimlerinde toplanmistir. Basari Duygulari Olgegi ve Bilgi Kaynakh Merak Olcegi arastirmanin amacini ve
maddelere iliskin gorlslerin nasil belirtilmesi gerektigine iliskin agiklamalari iceren birer yénergeyle 6grencilere
verilmistir. Uygulama siirecinde 6grencilerden gelen sorular yanitlanmis ve gerektiginde ek aciklamalar
yapilmistir. Uygulama yaklasik 20 dakika slirmistir. Arastirmanin birinci sorusunun cevaplanmasi igin bir dizi
tek orneklem t testi gerceklestirilmistir. Arastirmanin ikinci sorusunun cevaplanmasi iginse sifir-sira (Pearson)
korelasyon analizi gergeklestirilmistir. Arastirmanin Ggilinci sorusunun yanitlanmasi amaciyla da bilgiye yonelik
merak faktérleri ile basari duygularinin (keyif, kaygi, can sikintisi, sinirlilik, utang ve gurur) bagimsiz ve ingilizce
ders basarisinin bagiml degisken olarak belirlendigi ¢oklu regresyon analizi gerceklestirilmistir (Field, 2009).
Regresyon analizinde, bu arastirmanin odak noktasinda yer almamalarina ragmen, bagimh degiskeni anlamli
diizeyde etkileyebilmeleri nedeniyle, demografik degiskenler de (yas, cinsiyet, mezun olunan lise tiirii ve
o6grenim gorilen Universite) regresyon analizine dahil edilmistir. Regresyon analizi sonucunda elde edilen
bulgularin daha giivenilir bir yaklasimla sorgulanmasi amaciyla, ingilizce ders basarisiyla anlamli diizeyde
iliskilendigi saptanan degiskenlerin bagimsiz, ingilizce ders basarisinin ise bagimli degisken olarak belirlendigi
yapisal bir model olusturulmustur. S6z konusu model, yapisal esitlik modellemesi (YEM) analizi araciligiyla
sorgulanmistir.

Bulgular

Tek Orneklem t Testi Sonuglari

Tablo 1’e bakildiginda, bilgiye yonelik merak ve basari duygulariyla ilgili olarak hesaplanan t degerlerinin,
dlgceklerin orta noktalarindan hareketle hesaplanan test degerlerinden (Ornegin, kaygi faktéri icin bu deger 4 x
3 = 12’dir) anlaml diizeyde farkhlagsmadigi gériilmektedir (tim p degerleri > .05). Bunun anlami, 6grencilerin
ingilizce derslerinde hissettikleri basari duygulariyla bilgiye yénelik meraklarinin orta diizeyde oldugudur.
Tablo 1.
Tek Orneklem t Testi Sonuglari.

Degisken Test Degeri X SS t p
ilgi Hissi Olarak Merak 12.5 14.76 2.44 .02 .98
Yoksunluk Hissi Olarak Merak 12.5 14.15 3.47 .03 .96
Keyif 12 11.08 3.35 .01 .98
Kaygi 12 11.70 3.88 .03 .97
Can Sikintisi 9 10.04 3.99 .02 .98
Sinirlilik 12 15.82 3.17 .01 .99
Utang 6 6.26 2.47 .01 .99
Gurur 6 6.46 2.46 .01 .99

Korelasyon Analizi Sonuglari
Bu arastirmanin o6rneklemi gibi gorece blylk o6rneklemlerde, kiiclik korelasyon katsayilarinin bile
istatistiksel olarak anlamli ¢ikabilmesi nedeniyle (Field, 2009), degiskenler arasindaki iliskilerin
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yorumlanmasinda korelasyon katsayilarinin anlamhlik diizeylerinden ¢ok, biayiklukleri dikkate alinmistir. Tablo
2’de gorildigi gibi, hem ilgi hissi olarak merak hem de yoksunluk hissi olarak merak, ingilizce ders basarisiyla
olumlu yénde ve orta diizeyde iliskilenmistir. Basari duygulari ise, bag-degerlerine gére, ingilizce ders
basarisiyla orta diizeyde ve segici bicimde iliskilenmistir. Nitekim keyif ve gurur ingilizce ders basarisiyla orta
diizeyde ve olumlu yénde iliskilenirken, kaygi, can sikintisi, sinirlilik ve utang ingilizce ders basarisiyla,
biyuklikleri -.42 ile -.57 arasinda degisen korelasyon katsayilariyla orta diizeyde, ancak olumsuz yonde
iliskilenmistir. Diger taraftan, basari duygulari ilgi hissi olarak merakla, byuklikleri -.46 ile .46 arasinda degisen
korelasyon katsayilariyla orta dizeyde ve secici bicimde iliskilenirken, yoksunluk hissi olarak merakla,
buyuklikleri -.32 ile .33 arasinda degisen korelasyon katsayilariyla, gérece zayif ve segici bicimde iliskilenmistir.
Tablo 2.

Korelasyon Analizi Sonuglari.

Degisken 1 2 3 4 5 6 7 8 9
1. Ders Basarisi -

2. ilgi Hissi Olarak Merak .50 -

3. Yoksunluk Hissi Olarak Merak .46 .30 -

4. Keyif 48 46 33 -

5. Kaygi -.54 -.31 -.31 -.52 -

6. Can Sikintisi -.57 -.46 -.30 -.57 .58 -

7. Sinirlilik -.56 -43 -.32 -.56 .61 .78 -

8. Utang -42 -43 -.20 -.48 .43 71 .63 -

9. Gurur .54 .46 .29 .64 -.54 -.68 -.68 .52 -

Not: Tum korelasyon katsayilari p < .01 dizeyinde anlamlidir.

Coklu Regresyon Analizi Sonuglari

Tablo 3’e bakildiginda, hem ilgi hissi olarak merakin hem de yoksunluk hissi olarak merakin ingilizce ders
basarisini anlamli diizeyde ve olumlu yonde yordadigi goriilmektedir. Basari duygulari arasinda ise, yalnizca
kaygi ve can sikintisi ingilizce ders basarisini anlamli diizeyde, ancak olumsuz yénde yordamistir. Ustelik bu
sonuglar, 6grenim gorilen Universite, mezun olunan lise tird, cinsiyet ve yas degiskenlerinin etkilerinden de
bagimsizdir (tim p degerleri > .05). Nitekim demografik degiskenler ingilizce ders basarisina iliskin toplam
varyansin yalnizca %1’ini aciklarken, bilgiye yonelik merak ve basari duygulari toplam varyansin %50’sini
actklamiglardir.

Tablo 3.

Coklu Regresyon Analizi Sonuglari.
Degiskenler B S.H. B t p VIF
Universite .08 .85 .00 .09 .926 1.10
Cinsiyet .70 .85 .03 .82 415 1.07
Yas 21 .43 .02 .49 .624 1.09
Lise tlrd .01 .38 .00 .02 .988 1.05
ilgi Hissi Olarak Merak 1.17 .20 .23 5.78%** .000 1.48
Yoksunluk Hissi Olarak Merak .81 13 22 6.25%** .000 1.21
Keyif .02 17 .01 13 .898 2.02
Kaygi -71 14 =22 -5.00%** .000 1.80
Can Sikintisi -.50 .19 -.16 -2.59* .010 3.62
Sinirlilik -.34 .23 -.09 -1.49 136 3.15
Utang 21 .24 .04 .85 .394 2.19
Gurur .51 .26 .10 1.95 .051 2.48

***p <.001; *p < .05; Not: S.H. =Standart Hata; § = Standartlastirilmis Beta Katsayisi; VIF = Varyans Enflasyon
Faktoru; VIF degerleri 5'ten kiiguktur (Field, 2009).

Yapisal Esitlik Modellemesi Analizi Sonuglari

Coklu regresyon analizi sonucunda ortaya ¢ikan iliskisel 6rlintliniin sorgulanmasi amaciyla yapisal bir model
olusturulmus (Sekil 1) ve bu model YEM araciligiyla sorgulanmistir. YEM analizi sonucunda, s6z konusu modelin
bu arastirmanin érnekleminden elde edilen verilerle iyi bir uyum sergiledigi saptanmistir (x>(126)= 313.70; CFI =
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.98; NNFI = .97; RMSEA = .06; SRMR = .04). YEM analizi sonuglari, regresyon analizi araciligiyla elde edilen
sonuglarla oldukga benzer bicimde, ilgi hissi olarak merak, yoksunluk hissi olarak merak, can sikintisi ve kaygi
degiskenlerinin ingilizce ders basarisini anlamli diizeyde ve secici bicimde yordadigini gdstermistir.

basari

Chi-Sguare=313.70, df=12€, P-value=0.00000, RM3SEA=0.05€

Sekil 1: ingilizce ders basarisinin yordayicilarina iliskin yapisal model.

Tartisma, Sonug ve Oneriler

Tek 6rneklem t testleri araciligiyla elde edilen sonuglar, hazirlik sinifi grencilerinin ingilizce derslerinde
hissettikleri olumlu ve olumsuz basari duygulariyla bilgiye yonelik meraklarinin orta dizeyde oldugunu
gdstermistir. Arastirmanin bu bulgusu, 8grencilerin ingilizce derslerinde basariyla ilgili birgok olumlu ve olumsuz
duyguyu hissettiklerinin bir gostergesi olarak degerlendirilebilir. ingilizce derslerinin, tipki diger dersler gibi,
o6grencilerin hem olumlu (keyif alma, gurur duyma vb.) hem de olumsuz duygulari (can sikintisi, kaygi)
hissetmelerine yol acabilen uyaranlar saglayan 6grenme ortamlari olduklari diisiinildiigiinde (6rnegin, ingilizce
dersinin yaklasmakta olan sinavinin kaygiya yol agmasi, derste dogru olarak yanitlanan bir sorunun 6grenciyi
mutlu etmesi, dersteki monotonlugun can sikintisina yol agmasi vb.), bu bulgunun sasirtici olmadigi séylenebilir.
Nitekim iletisim etkinliklerinin yogun olarak kullanildigi 6grenme ortamlari olan ingilizce derslerinde, cesitli
iletisim etkinliklerinin (s6zli, yazilh vb.) sonucu olarak verilen donitlerin (basariyla ilgili olumlu/olumsuz
donitler vb.), olumlu ve/veya olumsuz basari duygularinin hissedilmesine neden olmasi beklenebilir. Bu bulgu
Goetz, Frenzel, Hall ve Pekrun’un (2008), basari duygularinin akademik ortamlarda siklikla hissedilen duygular
olduguna yonelik bulgulariyla da paraleldir. Tek 6rneklem t testleri araciligiyla elde edilen sonuglar, 6grencilerin
ingilizce derslerinde hem yoksunluk hissi olarak meraki hem de ilgi hissi olarak meraki deneyimlediklerini de
gostermistir. Derslerde gerceklesen iletisim silireclerinin (dénit verme vb.) yalnizca duygular degil, bilgiye
yonelik meraki da uyarabilecegi dikkate alindiginda (Kang et al., 2009), arastirmanin bu bulgusu anlasilabilir bir
gorinime kavusmaktadir.

Dikkat cekici bir diger bulgu ise, basari duygulariyla bilgiye yonelik merakin ingilizce derslerinde égrenciler
tarafindan giicli ya da zayif bicimde degil, orta diizeyde hissedilmeleridir. Arastirmanin bu bulgusu, ingilizce
derslerindeki etkinliklerin/gorevlerin (sinavlar, ddevler vb.) 6grenciler tarafindan zor ya da kolay olarak
algilanmamalariyla ilgili olabilir. Ornegin, kelime 6gretiminde grafik diizenleyicilerin roliiniin incelendigi
calismasinda ilter (2016), olumlu basari duygularinin grafik diizenleyicilerin kullanildig1 deney grubunda, kontrol
grubuna goére, daha fazla hissedildigini saptamistir. Bilgiye yénelik merak ile ingilizce ders basarisina iliskin bu
baglamda gercgeklestiriimis bir ¢alisma bulunmamasina ragmen, lg¢ boyutlu gorseller gibi bazi materyallerin
uygun oOgretim teknikleriyle (iletisim oyunlari vb.) kullanilmasinin, 6grencilerde ilgi hissi olarak meraki
uyandirmasi beklenebilir. Ayrica, konuya iliskin dnceki bilgilerle yeni bilgiler arasinda algilanan bilgi eksikliginin
dgrencilerde yaratacagl yoksunluk hissine bagl olarak, bu ve benzeri materyallerin ingilizce derslerinde
yoksunluk hissi olarak meraki uyandirmasi da beklenebilir.

Korelasyon analizi araciliiyla elde edilen sonuclar, basari duygularinin ingilizce ders basarisiyla anlamli
diizeyde ve secici bicimde iliskilendiklerini ortaya koymustur. Sonuglar ayrica, ilgi hissi olarak merak ve
yoksunluk hissi olarak merakin ingilizce ders basarisiyla anlamli diizeyde ve olumlu yonde iliskilendigini de
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gostermistir. Duygularin ve bilgiye yonelik merakin algilanan yetenek, 6z-yeterlik, akademik basari ve akademik
benlik gibi degiskenlerle iliskili oldugu (Putwain ve Deveney, 2009) ve 6grenci davranislarinin ve ders basarisinin
aciklanmasindaki rolleri dikkate alindiginda (Berlyne, 1954; Litman, 2008, 2010; Loewenstein, 1994; Skinner,
Furrer, Marchand & Kindermann, 2008), bu degiskenlerin 6grencilerin Ingilizce ders basarisiyla neden
iliskilendigi anlasilabilir. Nitekim korelasyon analizi araciligiyla elde edilen sonuglar, hem bilgiye yénelik merakin
bilissel etkinlik dizeyleriyle (Tamdogon, 2006), 6grenmeyle (Day, 1982) ve akademik basariyla olumlu yonde ve
gicli bicimde iliskilendigine yonelik bulgularin elde edildigi arastirmalarla, hem de olumsuz duygularin (kaygi
vb.) akademik basariyla olumsuz yénde, olumlu duygularin ise (6rnegin gurur) akademik basariyla olumlu yonde
iliskilendigine yonelik bulgular Pekrun’un (2006) ¢alismasiyla tutarlidir.

Diger taraftan, korelasyon analizi aracihgiyla elde edilen sonuglar, basari duygularinin ilgi hissi olarak
merakla olan iliskilerinin, yoksunluk hissi olarak merakla olan iliskilerine gére daha gugli oldugunu da
gostermistir. Bunun bir olasi nedeni, ilgi hissi olarak merakin, yoksunluk hissi olarak meraka gére daha olumlu
bir duyussal icerige sahip olmasi olabilir (Litman, 2008). Bir diger olasi nedeni ise, ilgi gibi olumlu bir hissin,
yoksunluk gibi olumsuz bir hisse gére, dgrencilerin ingilizce 6grenmeye ydnelik motivasyonlarini daha fazla
artirmasi olabilir. Bu agiklama ilginin glicli bir motivasyon kaynagi oldugu gercegiyle de tutarhdir (Hidi, 2006).
Bu da sirasiyla, 6grencilerin ingilizce derslerinde olumlu duygulari daha fazla, olumsuz duygulari ise daha az
hissetmelerine yol agabilir. Ancak, bu arastirmanin iliskisel bir desenden hareketle gergeklestirilmesi ve kesitsel
verilere dayali olmasi, bu agiklamayl kismen de olsa tartismali hale getirmektedir. Dolayisiyla, s6z konusu
actklamanin gelecekte yapilacak arastirmalari gerektirdigi soylenebilir.

Coklu regresyon analizi sonuglari ile YEM analizi sonuglari, can sikintisi ve kaygi duygularinin ingilizce ders
basarisini anlamli diizeyde yordadigini gostermistir. Olumlu basari duygularinin degil, can sikintisi ve kayg gibi
iki olumsuz basari duygusunun ingilizce ders basarisini yordamasinin dikkat gekici oldugu ifade edilebilir. Bu
sonug, arastirmada yalnizca iki olumlu basari duygusuna karsi (keyif ve gurur), dért olumsuz basari duygusunun
(utang, can sikintisi, sinirlilik, kaygi) dikkate alinmis olmasina baglh olarak agiklanabilir. Nitekim bu durum,
olumlu basari duygularinin ingilizce ders basarisi tizerindeki etkilerinin, olumsuz basari duygulari tarafindan
baskilanmasina yol agabilir. Onemli olarak, demografik degiskenlerin ingilizce ders basarisina iliskin toplam
varyansin yalnizca %1’ini agiklamasi ve bu degiskenler arasinda mezun olunan lise tirlerinden biri olarak
Anadolu liselerinin de yer almasi diisiindirtcudir. Clinkli Anadolu liselerindeki yabanci dil derslerinin saatleri,
diger liselere gére daha fazladir. Arastirmanin bu sonucu, ingilizce derslerindeki basarinin ders saatlerinin
niceliginden ¢ok, niteligine bagh oldugu seklinde yorumlanabilir. Ancak bu arastirmada ingilizce derslerinin
niteligine odaklaniimamis olmasi, bu yorumu mantikl olmasina ragmen tartismali hale getirmektedir.
Dolayisiyla, bu yorumun gelecekte yapilacak arastirmalari gerektirdigi aciktir.

ingilizce ders basarisinin neden utang ve sinirlilik tarafindan degil de can sikintisi ve kaygi tarafindan anlamli
diizeyde yordandigi ise, can sikintisinin olumsuz bir duygu olmasinin yaninda, pasiflestirici bir duygu olma
ozelligiyle (6grencileri 6grenme ortamindan davranissal/zihinsel anlamda uzaklastiran bir duygu olma 6zelligi)
actklanabilir. Can sikintisinin s6z konusu 6zelligi, sinirlilik ve utang gibi aktiflestirici olumsuz duygulardan farkh
olarak, siniflar gibi egitim ortamlarinda saptanmasini giiclestirmekte (Pekrun, 2006) ve bu da can sikintisinin
basariyl olumsuz yonde etkileme olasiligini artirmaktadir (Bridgeland, Dilulio & Morison, 2006). Bu agiklama,
can sikintisinin ders basarisiyla anlamh dizeyde ve olumsuz yonde iliskilendiginin saptandigl arastirmalarla
tutarhdir (Pekrun, Goetz, Daniels, Stupnisky & Perry, 2010). Kaygl degiskeni ise can sikintisinin aksine,
aktiflestirici bir duygudur. Ancak kayginin dersin akisini bozucu davranislara yol agma olasiligi, beklenti odakli
bir duygu olmasi nedeniyle, sinirlilik ve utanc¢ gibi diger olumsuz ve aktiflestirici duygulardan daha disilik
olabilir. Bu nedenle kaygi, tipki can sikintisi gibi, egitim ortamlarinda saptanmasi gii¢ tepkilere neden olabilir. Bir
6grencinin yakin gelecekte yapilacak olan bir dersin sinavindan basarisiz olma beklentisinin yarattigi kaygiyi
azaltmak icin derse hazirlanmak yerine baska konulara odaklanmasi, hayal kurarak zihinsel anlamda dersten
uzaklasmasi, bu gibi tepkilere iliskin 6rnekler olarak verilebilir. Bu da sirasiyla, kayginin diger olumsuz duygulara
gore Ingilizce ders basarisi {izerindeki olumsuz etkisini artirabilir. Bu yorumlar, kayginin yabanci dil ders
basarisiyla iliskili olarak incelendigi egitim arastirmalarindan elde edilen sonuglarla da tutarhdir (Batumlu &
Erden, 2007; Salim, 2004; Worde, 2003).

Regresyon analizi ve YEM analizi araciligiyla elde edilen sonuglar ayrica, ilgi hissi olarak merak ve yoksunluk
hissi olarak merakin ingilizce ders basarisini anlaml diizeyde yordadigini da géstermistir. Bilgiye yonelik sz
konusu merak tarleri farkl hislerle betimlenmelerine ragmen, yeni bilgi elde etme arzusu ekseninde birlesen
ortak bir icerige sahiptirler (Litman, 2008). Ustelik konuyla ilgili alanyazinda, her iki merak tiiriiniin de akademik
basariyla/ders basarisiyla olumlu yonde ve gli¢lt bicimde iliskilendigine yonelik bulgular da mevcuttur (Eren &
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Coskun, 2016; Serin, 2010). Dolayisiyla, soz konusu merak tiirlerinin ingilizce ders basarisini anlamli diizeyde ve
olumlu yonde yordamalari beklenebilir.

Arastirmanin yukarida tartisilan bulgularindan hareketle tG¢ 6nemli sonug ¢ikarilabilir. Birincisi, hazirlik
siniflarindaki ingilizce derslerinin, olumlu ve olumsuz basari duygularindan ve bilgiye yénelik meraktan yoksun
ortamlar olmadigidir. ikincisi, basari duygularinin ve bilgiye yonelik merakin, ingilizce ders basarisiyla anlamli
diizeyde ve segici bicimde iliskilendikleridir. Uglinciisii ve daha énemlisi, dzellikle can sikintisi ve kaygi gibi
olumsuz basari duygularinin ingilizce ders basarisini olumsuz yénde, ilgi hissi olarak merakla yoksunluk hissi
olarak merakin ise ingilizce ders basarisini olumlu yénde yordadigidir.

Dolayisiyla, hazirlik siniflarinda ingilizce derslerine giren égretim elemanlari, égrencilerinin derslerde gurur
duyma ve keyif alma gibi olumlu duygularla birlikte kaygi, can sikintisi, utang, sinirlilik gibi olumsuz duygulari da
hissettiklerini ve bunlar arasinda &zellikle can sikintisi ve kayginin ingilizce ders basarisiyla olumsuz yénde
iliskilendigini dikkate almalidirlar. Buna gére, dgretim elemanlarinin ingilizce derslerinde kaygiyi (6rnegin,
olumlu ve destekleyici bir sinif iklimi olusturma) ve can sikintisini azaltmaya yonelik girisimlerinin (6rnegin, can
sikintisinin azaltilmasinda etkili olan bilissel yaklasma stratejileri konusunda 6grencileri bilgilendirme, (Nett,
Goetz & Daniels, 2010), ders basarisinin artiriimasina katki saglayacagi soylenebilir. Bununla birlikte, 6gretim
elemanlari derslerinde yalnizca kaygi ve can sikintisi gibi olumsuz duygularin hissedilme diizeylerini azaltarak
degil, bilgiye yonelik meraki uyandirabilecek etkinlikler araciligiyla da &grencilerinin ingilizce ders basarisini
artirabilirler. Bunlar, gorsel (ilgi cekici statik ve/veya dinamik gorseller vb.) ve isitsel (mizik vb.) uyaranlar iceren
etkinlikler olabilecegi gibi (Berho & Defferding, 2005), durumsal ilgiyi artirmaya yonelik hayal etkinlikleri de
olabilir (Dogru & Eren, 2016). Yukarida 6zetlenen sonuglar, egitim bilimsel anlamda bu ve benzeri 6nemli
onerilerde bulunma olanagl saglamasina ragmen, bu arastirmanin yalnizca iki farkli Universitenin ingilizce
hazirlik siniflarinda dgrenim gdéren 6grencileri icermesi, ingilizce ders basarisinin dgretmenler tarafindan
hazirlanan sinavlarin sonuglarina dayal olarak degerlendirilmesi, gorece kigik bir 6rneklemden ve iliskisel bir
desenden hareketle gergeklestirilmesi gibi sinirhliklari nedeniyle, gelecekte yapilacak arastirmalarda dikkatle
yorumlanmalidir. Dolayisiyla, ¢ok sayida Universitenin yer aldig, daha buylk orneklemlerden hareketle
gerceklestirilen ve ingilizce ders basarisinin standart basari testlerinin sonuglarina dayali olarak degerlendirildigi
arastirmalardan elde edilecek bulgular, bu arastirmadan elde edilen sonuglarin genellenebilirliginin
sorgulanmasina katki saglayabilir. Ayrica, bilgiye yonelik merakin ya da basari duygularinin manipile edilecegi
deneysel arastirmalarin sonuglari, nedensellik ¢ikarimina imkan saglamalari nedeniyle, bu arastirmada elde
edilen iliskisel cergeveyi genisletebilir.
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Introduction

Today, there is a scientific and technological competition among countries. The countries that are aware of
this situation consider science courses as the address to be placed near the top in this competition.
Accordingly, they also review science education in schools and make radical innovations in science programs
(Cepni & Cil, 2013). In other words, the countries wishing to take the lead in scientific and technological
competition know that effective science education can only be achieved through well-prepared curricula. One
of the most important indicators of an effective science education is the training of science literate individuals.
In this respect, it has been aimed to educate science literate individuals primarily in the science programs that
have been developed since 2005 in our country. Science literate individuals are defined in the science
curriculum as “the ones who can research-inquire, make effective decisions, solve problems, communicate
effectively and the ones who have self-confidence, are open to cooperation and are life-long learners with the
awareness of sustainable development” (MEB, 2013). It is an irrefutable fact that the individuals who have
these characteristics and who are science literate can find a place near the top in the science and technology
race thanks to these qualities.

According to Fidan (1986), "all the activities planned to realize the objectives set out the curriculum design
and the outlook of these in application constitutes the curriculum". Curriculum includes specific objectives,
educational situations that enable achieving these goals, and test cases that show how well these goals have
been achieved.

One of the most important ways to decide how effective a curriculum developed on the basis of the three
values mentioned above in practice is to consult the opinions of teachers who are the practitioners of the
program. When the literature is reviewed, it is observed that the majority of curriculum evaluation studies
conducted in Turkey have also been performed based on teachers' opinions. The studies conducted by Yigit and
Kurt (2002), Ozdemir (2006), Aydin (2007), Seker (2007), Kara (2008), Topal (2009), Boyaci (2010), Aybek and
Aslan (2015) are some examples to this. This study also aimed to determine the effectiveness of the Primary
School Third Grade Science Curriculum started to be implemented since 2014-2015 academic year based on
teachers’ views.

2013 Science Curriculum was developed as a reflection of 4 + 4 + 4 education system. The curriculum has
been gradually implemented throughout the country since the 2013-2014 academic year. While the program
started to be applied at the middle school level in 2013-2014 academic year beginning from the fifth grade, it
started to be applied in 2014-2015 academic year at the primary school level from the third grade.

With the gradual introduction of the new Science Curriculum since 2013-2014 academic year, the Science
and Technology Curriculum developed in 2005 was also gradually abolished. As it is seen from the name of the
curricula, the name of the course "Science and Technology" has been changed to "Science" with the new
curriculum.

The most important innovation that the new curriculum has brought in terms of science education is giving
science lessons in the first years, beginning from the 3rd grade. In the previous curriculum, which was called
Science and Technology developed in 2005, science lessons had been given in primary school starting from the
4th grade. So, with the new curriculum, students have started having science lessons one year before. Within
the scope of the research, teachers were asked about their opinions on giving science lesson at 3rd grade level.
It is believed that the opinions of teachers who are practitioners of this change are very valuable. These views
will help provide a perspective on all dimensions of the curriculum, in other words, implicit, neglected, and
extra curriculum dimensions apart from the formal applied curriculum.

In the 2013 Curriculum, as in every grade level, there are outcomes and topics at the level of 3rd grade, but
there are no examples for the activities related to the outcomes and topics. In the Curriculum of Primary School
3rd Grade Science Course, there are no examples of activities aimed at the evaluation process that will show
the whether goals have been achieved or not during teaching- learning process. The reason why there are no
activity examples in the curriculum is that the teachers might have been expected to find appropriate activities
taking the individual differences of students and environmental conditions into account both in the evaluation
and teaching-learning process. However, in the 2005 Curriculum, there had been examples of activities that
would guide teachers towards the teaching-learning process as well as the evaluation process.

In this context, although it is the teachers' responsibility to create activities for the teaching-learning or
evaluation process, it may be helpful to include sample activities in the program in terms of guiding teachers in
creating their own activity examples. In addition, it can be said that the teachers will need more assistance
when considering the fact that teachers were not given a guidebook, which had been previously given with the
2005 curriculum, along with the 2013 curriculum regarding science course. Many studies on science curricula
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support this view. It has been determined that in the studies done by Gokge (2006), Bayrak (2009), Topal
(2009), Kilig (2010) and Demirtas (2012) teachers make use of the teacher's guidebook while applying the
program. In this study, teachers who are the practitioners of this program were asked about their opinions. It is
thought that the opinions of the teachers about the fact that the activity samples are not included in the
primary school 3rd grade science curriculum is very important. Thus, it can be determined whether teachers
need sample activities to guide them while preparing their activity examples or not.

In the research, the opinions of the teachers about the changes in the science education with the new
curriculum, as well as the goals of the program, the content, the teaching-learning and evaluation processes,
the duration of the lesson, the difficulties encountered while applying the program have been tried to be
determined. The findings are expected to provide significant contributions in the course of the reorganization
and development of the curriculum.

Within the scope of the research, teachers' views towards the curriculum were asked at the end of 2014-
2015 academic year, when the program first started to be implemented at the 3rd grade level. In the study, it is
thought that teachers' views on the strengths and weaknesses of the curriculum and the problems they have
encountered in practice in the first year implementation of the curriculum would provide important clues for
the early decisions about the program.

Purpose of the Research

This research was carried out in order to evaluate the Primary School 3rd Grade Science Teaching
Curriculum which was started to be implemented in 2014-2015 academic year in terms of acquisition, content,
learning-teaching processes and evaluation dimensions based on teacher opinions.

Method
Research Model
The study was a qualitative study conducted using general screening model. According to Karasar (2006),
this model is a screening regime on the whole or the sample of the universe to arrive at a general judgement
about the universe in an environment composed of a large number of elements.

Sampling

In the survey, primary schools located in Ankara province were divided into three groups as "upper level,
middle level and lower level" in terms of achievement level. In order to determine upper, middle and lower
level schools, the primary schools in the province of Ankara were ranked according to average the 2011 SBS
(Level Placement Exam) scores. According to this ranking, the schools in the first 27% were upper level, the
schools in the lower 27% were lower, and the rest was determined as first 27% and the lower 27% were
medium level schools. In the study, the teachers who were interviewed were determined by maximum
diversity sampling method which is one of the purposeful sampling methods. In the study, it was taken as basis
for teachers to work in different schools in terms of success level in accordance with maximum diversity
sampling method. Accordingly, a total of 36 classroom teachers, 12 of each of the school groups, were
interviewed. Numerical data related to the demographic information of the interviewed teachers are
presented in Table 1.

Table 1.

Numerical Data Related to Teachers' Demographic Information.

School Achievement Gender Seniority

Level Male Female 0-5 years 5-10 years 10-20 years 20 years
and over

Senior level 5 7 2 3 3 4

Intermediate level 4 8 3 3 3 3

Lower level 1 11 2 3 5 2

Data Collection Tool

A semi-structured interview form was prepared by the researcher in order to determine the opinions and
suggestions of the teachers who are the practitioners of the 3rd grade science curriculum. The opinions of a
total of 7 experts working as classroom teachers, curriculum development and assessment about the prepared
draft interview form were obtained and necessary revisions were made in the interview form in line with the
feedbacks. Harmonization among experts was calculated using the Krippendorff alpha technique. The
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calculated alpha value is 0.84. This value also indicates that there is a high level of compliance among the
experts who were interviewed (Krippendorff, 2004). Moreover, in order to test the clarity and functioning of
the questions in the prepared interview form, pre-application was carried out with 5 primary school 3rd grade
teachers and it was determined that the teachers generally well understood the questions in the interview
form. After the preliminary application, the interview form consisting of 12 questions was finalized.

Analysis of Data

The semi-structured interviews with teachers were recorded on a voice recorder upon their consents. Each
interview recorded on the voice recorder was then transcribed by the researcher. Content analysis was
performed on the transcript data. For this purpose, the obtained data was examined and the codes were first
determined for each interview question, and then similar codes were put together to create themes. Teachers'
views towards the curriculum were also described on the basis of the determined codes and themes and
described data was interpreted in the light of these representations. Within the scope of the research, direct
citation for each interview question was also included in order to reflect teachers' views on the curriculum. In
addition, frequency and percentage calculations were done for each school group classified as upper, middle
and lower level in terms of the determined code and the success level of the themes.

In order to determine the reliability of the codes generated by the researcher, the data obtained from the
interview form was also coded by another researcher and the codes determined by both researchers were
compared. The reliability between the codes determined by both researchers was calculated using the formula
proposed by Miles and Huberman (1994) (Number of consensus unions / Consensus union + Number of
consensus). Within the scope of this formula, the percentage of agreement between the two researchers or
the identified codes was calculated as 0.88. According to Yildirnm and Simsek (2011), it can be said that the
reliability the interview data is sufficient when it is 70% and above (Yildirm & Simsek, 2011).

Findings
Being Informed About The Program
The opinions obtained from the interviews with the teachers regarding the interview question "Did teachers
have any information about the curriculum before the Curriculum of Primary School 3rd Grade Science Course
was implemented?" and the frequency distributions related to these opinions are presented in Table 2.

Table 2.
Frequency Distribution of Teachers' Views on Information about the Curriculum.
T -

op Middle Sub Total
Theme Codes Group Group Group

f f f f
Oplnlons.Regardlng Ihat;l no information about the 11 12 11 34
Information About the curriculum
Program | have informed about the 1 i 1 )

curriculum myself via internet

When Table 2 is reviewed; it seems that the vast majority of teachers did not have any information about
the curriculum before the 3rd Grade Science Teaching Curriculum started to be implemented. Some of the
teachers' views on this question are as follows:

UT-8: (Teacher working at a school in the upper group as an achievement level):

"...No information was given. When we started the curriculum program, seminar work, we would have the science
lesson this year in the 3rd grade. Then we were informed. No prior information was given..."

MT-4: (Teacher working in a middle school group as an achievement level):

"...No, we did not know about the curriculum. We came in September. It was a surprise. They said you have a science
class...”

ST-2: (Teacher who works in a sub-group as an achievement level):

"...I just downloaded the contents of the curriculum from the sites | followed on the internet and followed them by
myself. In other words, | have the knowledge as a result of my own studies. Neither at the end of the 2nd year, nor at the
beginning did | get any information..."
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Teaching Science Course at the 3rd Grade

The opinions obtained from the interviews with the teachers regarding the interview question "What are
the opinions of teachers about the teaching the Science course at the 3rd grade?" and the frequency
distributions related to these opinions are presented in Table 3.
Table 3.
Frequency Distribution of Opinions of Teachers about teaching Science Course in Grade 3 at Primary School.

Top Middle Sub

Total
Theme Sub-theme Codes Group Group Group ota

f f f f

| think that the

| think it is positive students increase their 7 8 9 24

. . that the science topics .
science course in the . . knowledge on science
are given in the

3™ grade of primary Science course | think students are
school prepared for the 4" 8 4 6 18
grade science class

Opinions on the

When Table 3 is reviewed; it is seen that in all three school groups, all of the teachers have positive views
about giving science subjects in the third year of primary school. It was determined that 7 teachers working in
the upper group; 8 teachers in the middle group and 9 teachers in the lower group thought that giving science
courses in the 3rd grade primary school increased students' science knowledge. In addition, 8 teachers working
in the upper group; 4 teachers in the middle group and 6 teachers in the sub-group found the 3rd grade science
course as helpful since it prepares students for the 4th grade science course. Some of the teachers' views on
this question are as follows:

UT-7: "...Well; Very good in terms of being a preparation for the 4th grade in the 3rd year..."

MT-12: "...In fact it's good that they were separated. Positive. There are so many topics in life science; as if | were in the
science department, and it seemed to be useless in the meantime. Or it was very boring in the lesson of life science. It is
good to separate science. It is more interesting for the children. Also, it seems to me that they felt they grew up since they
took a separate science course..."

ST-8: "...The present topics were not in the curriculum in the past years, for example, electricity topic or the structure of
world. So | think it's good. Positive, because they used to meet with the topic for the first time in the 4th grade and it used to
be harder. At least it is a step, as simple as they would understand. It's good. Positive, | think...”

Achievements of the Curriculum

The opinions obtained from the interviews with the teachers regarding the interview question "What are
the views of teachers on their achievements in the curriculum of the 3rd grade primary science course?" and
the frequency distributions related to these opinions are presented in Table 4.

Table 4.
Frequency Distribution of Teachers' Opinions about Curriculum Achievements.
Middle
T Total
Theme Codes op Group Group Sub Group ota
f f f f
Achievements are appropriate to 11 11 11 33
. the level of students
Opinions

Achi itable fi
Regarding the ~ /\chievements are suitable for 11 10 10 31
Gains meaningful learning

Achievements are available with

11 5 2 18
school resources

When Table 4 is examined, it is seen that 11 teachers in each of the three school group found the
achievements appropriate for the level of the students. It was determined that 11 teachers working in the
upper group and 10 teachers in the middle and lower groups thought that the achievements were appropriate
for meaningful learning, meaning that the achievements were not in a fashion that led students to
memorization.

Some of the teachers' views on this question are as follows:

UT-10: “...So achievements can be reached. We are a bit lucky as a school, having the laboratory but | do not know
about other schools...”
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MT-9: "...The achievements are absolutely appropriate for the level. Absolutely appropriate, so we did not have any
problems...”
ST-1: ".../ find it appropriate to learn meaningfully; not learning by heart..."

Topics covered in the program

The opinions obtained from the interviews conducted with the teachers regarding the interview question
"What are the opinions of teachers about the topics covered in the curriculum of the 3rd grade science
course?" and the frequency distributions related to these opinions are presented in Table 5.
Table 5.
Frequency Distribution of Teachers' Opinions about the Topics in the Program.

Middle

Theme Codes Top Group Group Sub Group Total
f f f f
Opinions on Topics are appropriate for the level 1 10 10 31
the topics of s’Fudents . .
Topics are suitable for achievements 11 10 10 31
Topics are related to daily life 12 12 10 34

When Table 5 is examined; all of the teachers working in upper and middle group; and 10 teachers in the
sub-group found the subjects in the curriculum related to daily life. Some of the teachers' views on this
question are as follows:

UT-7: “The achievements were perfectly equaled, that is, the topics are related to the achievements..."

MT-9: "... Associated with everyday life. So it has the information that age group can use in daily life. So when you teach
the children about the subject, they can give examples from their daily lives ..."

ST-11: "...That is good for the level of my students. Suitable for grade 3. We have never had difficulty...”

The Lack of sample Activities in the Curriculum

The opinions obtained from the interviews with the teachers regarding the interview question "What are
the views of teachers on the absence of sample activities for teaching-learning and assessment processes in the
curriculum of the 3rd grade science course?" and the frequency distributions related to these opinions are
presented in Table 6.

Table 6.
Frequency Distribution of Teachers' Opinions about Lack of Sample Activities in the Curriculum.
Middle
Top G Sub G Total
Theme Codes op faroup Group ub aroup ota
f f f f
Th houl |
Opinions Regarding the ere.s' FJu dbe e?(amp es 12 11 11 34
of activities for guidance
absence of Sample
. | do not see the lack of
Activities in the o
sample activities as a - 1 1 2

Curriculum L
deficiency

When Table 6 is examined, 11 teachers working in the middle and lower groups and all teachers in the
upper group think that the teachers should be provided with sample activities in the curriculum in terms of
guidance. Some of the teachers' views on this question are as follows:

UT-10: "...So it would have been better if there were. It could have been more guiding...”

MT-11: "...So we see that; even if there is not, it could be. Because the teacher is doing it himself...”

ST-7: "...It would be good if there were because it is easy for us. At least, it is an example in our hands...”

Adequacy of Activities Conducted in Teaching-Learning Process

The opinions obtained from the interviews with teachers on the interview question "What are the opinions
of teachers on the adequacy level of the teaching-learning process they conducted in order to achieve the
objectives of the program?" and the frequency distributions related to these opinions are presented in Table 7.
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Table 7.
Frequency Distribution of Teachers' Opinions on the Sufficiency of Activities Performed in the Teaching-Learning
Process.

Middle
Top Gro Sub Gro Total
Theme Codes p froup Group ub faroup °
f f f f
I make it relevant by linking the
2 11
subjects to daily life 4 >
| .conduct enpugh activities using 5 4 3 9
visual materials in class
Comments on I make it enough by doing frequent
the adequacy . gh by . gireq 2 3 1 6
L repetition on the subject
of the activities . .
. . I make it enough by doing
in the teaching- . . 1 2 - 3
. experiments about the subjects
learning
In class, | do enough group work to
process . 2 - - 2
make sure it is enough
I think the lab is inadequate because
. . 1 - 3 4
it does not have enough equipment
I think classroom is inadequate as it i 1 i 1

is crowded

When Table 7 is reviewed, since the 4 teachers who work in the upper group relate the subjects to daily life,
and 4 teachers who work in the middle group use visual materials in class, it can be seen that 5 teachers who
work in the sub-group found the activities they had done during the teaching-learning process to be sufficient
because they associated the subjects with daily life. In addition, it was determined that 1 teacher working in
the upper group and 3 teachers in the lower group found the activities they had done during the teaching-
learning process to be inadequate because the laboratory did not have sufficient equipment. Some of the
teachers' views on this question are as follows:

UT-9: "...I mostly assign the children group work. Here they worked in groups. Those children who were not willing to
work then joined them...”

MT-4: "...Repeating often, even the weakest student in general is much better, because you give enough space and
time...”

ST-4: "...It was more permanent in children when | taught visually. They liked more and more...”

Preferred Assessment Tools

The opinions obtained from the interviews with teachers regarding the interview question “What are the
opinions of the teachers about the assessment tools they prefer to determine achievements of the objectives
of the curriculum?” and the frequency distributions related to these opinions are presented in Table 8.
Table 8.
Frequency Distribution of Teachers' Opinions about Assessment Tools They Prefer.

Theme Codes Top Group I\(l,‘l:-::f Sub Group Total
f f f f
Multiple choice test 8 9 9 26
Opinions on True-false test 2 2 3 7
preferred Work sheets 1 2 2 5
Participation in the course 2 2 1 5
assessment .
tools Oral presentation 2 1 1 4
Self and peer evaluation 2 1 1 4
Student product file 2 1 1 4

When Table 8 is examined; it is seen that 8 teachers working in the upper group, 9 teachers who worked in
the middle group and the sub group preferred the multiple choice test. Some of the teachers' views on this
question are as follows:

UT-4: "...There is a file that every student has put in all the work s/he has done, and | think this file gives enough
information about what the learner has learned..."
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MT-8: "...At the end of each topic, | distribute the work sheets related to that subject to the students and | have an idea
about how much the students have learned according to their work sheets..."
ST-12: "...I usually prepare and administer multiple-choice tests consisting of ten questions to the students..."

Duration of the Course

The opinions obtained from the interviews with the teachers regarding the interview question "What are
the opinions of teachers on the duration of the primary school 3rd grade science course?" and the frequency
distributions related to these views are presented in Table 9.
Table 9.
Frequency Distribution of Teachers' Opinions about Course Duration.

Middle
T Total
Theme Codes op Group Group Sub Group ota
f f f f
Opinions The.tl.me given for the course is 1 7 9 27
sufficient
Related to the . .
The time given for the course must
Course - 2 1 3
Duration be reduced
The time given for the course should 1 3 5 6

be increased

When the Table 9 is reviewed it can be seen that 11 teachers working in the upper group, 7 teachers in the
middle group and 9 teachers in the lower group found the time allocated for the 3rd grade science courses in
primary school as sufficient.

Some of the teachers' views on this question are as follows:

UT-7: "...Enough, that is enough for the subjects. So 3 hours is really nice for the topics...”

MT-7: "...Time is enough. So these subjects match up with these achievements...”

ST-4: "...| now say that | finished the units earlier. The duration should be reduced now. For example, it would be much
better if it was given to Math instead..."

Difficulties Encountered While Applying The Program

The opinions obtained from the interviews with the teachers regarding the interview question "What are
the views of the teachers about the difficulties they experienced when applying the Curriculum of Primary
School Science Course, which was first implemented in the 2014-2015 year?” and the frequency distributions
related to these opinions are presented in Table 10.
Table 10.
Frequency Distribution of Teachers’ Opinions on whether They Had any Difficulties While Applying the
Curriculum.

Middle
Theme Codes Top Group Group Sub Group Total
f f f f
OpInIOI"IS I ha've npt experienced any 9 6 8 )3
Regarding the difficulties
Difficulty of

Implementin | had some difficulties because of 3 6 4 13
P . & the lack of teacher's guidebook
the Curriculum

When Table 10 is reviewed; 9 teachers working in the upper group,6 teachers in the middle group and 8
teachers in the lower group seem not to have a difficulty while applying the program.

Some of the teachers' views on this question are as follows:

UT-7: "...We had nothing with our guidebook. It's also difficult because we do not have a guide book...”

MT-3: "...It would be easier if we had our guide book...”

ST-11: "...I never had difficulty. Not such an extra work, did not bring a load, did not have difficulty...”
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Strengths of The Curriculum

The opinions obtained from the interviews with the teachers regarding the interview question "What are
the views of the teachers on the strengths of the curriculum for the 3rd Grade Science Course in primary
school?” and the frequency distributions related to these opinions are presented in Table 11.
Table 11.
Frequency Distribution of Teachers' Views on the Strengths of the Curriculum.

Middle

Theme Codes Top Group Group Sub Group Total
f f f f
Opinions about  Relevance to daily life 7 8 6 21
the strengths Students’ interest in science 4 4 4 12
of the Appropriateness for students’ level 2 5 3 10
curriculum Preparation of students for the 4" 4 5 6

grade Science Course

When Table 11 is reviewed, 7 teachers working in the upper group, 8 teachers working in the middle group
and 6 teachers working in the sub-group regarded the program to be related to daily life as one of the
strengths of the program. Some of the teachers' views on this question are as follows:

UT-9: "...So the science is more about the kitchen in your home. It's my pleasure to go to the program because it's about
what we see around. So it's about the child’s life. For example; Here is the water. The child is living in it, he sees it in the
kitchen, he sees electric vehicles at home. | mean, it's so nice that it's about the child's life..."

MT-3: "...It was suitable for the level of the children, | think the strongest side was it...”

ST-8: "...I had some concerns when | first heard about science course at the 3rd grade, how could be taught at the level
of the 3rd grade, but they have simplified things very intensely. So it's good. It is a preparation for 4th grade...”

Weaknesses of the Curriculum

The opinions obtained from the interviews carried out with the teachers regarding the interview question
"What are the views of teachers on the weaknesses of the Curriculum for the 3rd grade Science Class in
Primary School ?” and the frequency distributions related to these opinions are presented in Table 12.
Table 12.
Frequency Distribution of Teachers' Views on the Weaknesses of the Curriculum.

Middle

Theme Codes Top Group Group Sub Group Total
f f f f
N No examples of activities in the 7 6 6 19

Opinions on the program

weaknesses of Lack of school equipment 1 4 6 11
the curriculum No student workbook 4 3 3 10
No teacher manual 2 2 3 7
Short topics 1 2 - 3

When Table 12 is reviewed, 7 teachers working in the upper group, 6 teachers who work in the middle
group and in the sub-group determined the lack of sample activities as one of the weaknesses of the
curriculum. Some of the teachers' views on this question are as follows:

UT-3: "...Weak due to lack of a study book for students...”

MT-2: "...The school equipment is not fully equipped...”

ST-10: "...There are not any samples, we tried to complete it ourselves. There had to be some activities, it would have
been much better. They are missing..."

Suggestions Regarding the Curriculum

The opinions obtained from the interviews conducted with the teachers regarding the interview question
"What are the recommendations of the teachers for the development of the curriculum of the 3rd grade
science course at the end of their implementations?” and the frequency distributions related to these opinions
are presented in Table 13.
Table 13.
Frequency Distribution of Teachers’ Suggestions Related to Curriculum.
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Middle
Top G Sub G Total
Theme Codes op faroup Group ub roup ota
f f f f
Sample .aCtIVItIES should be put into 3 8 7 23
the curriculum
Student workbooks should be 5 4 4 13
Suggestions prepared
. Laboratory materials should be sent
Regarding 1 5 6 12
Program to schools
& Teacher guidebooks should be
3 3 3 9
prepared
Topics should be detailed 1 2 2 5
Textbook should be visually
. - 1 2 3
enriched

When Table 13 is reviewed; 8 teachers who work in the upper group and the middle group and 7 teachers
who work in the lower group recommend that there should be activity examples in the curriculum. Some of the
teachers' views on this question are as follows:

UT-12: "...Will be much more successful if activities are placed...”

MT-2: "...If the workbook and the teacher's guidebook are given to you by the Ministry of National Education; | believe
there will be much more success in science class...”

ST-11: "...I do not think that the resources in the school that is the resources in the laboratory are adequate. The
materials for primary schools should be further developed by the ministry; | think it will be funnier and more efficient for
children to learn the lessons...”

Discussion, Conclusion and Recommendations

When the findings obtained within the scope of the research were examined, it was determined that no
information was given to the teachers about the Science Curriculum, to be implemented for the first time at
the third grade before its nation-wide implementation. Demirtas, Arslan, Yarar and Tutkun (2015) also found
similar results about the curriculum of the 5th grade science course implemented for the first time in the 2013-
2014 academic year. The teachers participated in their study stated that they were not informed about the
curriculum. Teachers who are not informed about the curriculum are likely to encounter problems in the
process of applying a curriculum which will be implemented in that specific year for the first time. Many studies
on science curricula support this view. Studies conducted by Savran, Cakiroglu and Ozkan (2002), Akpinar,
Giinay and Hamurcu (2005), Oz (2007), Seker, (2007), Yangin (2007), Kara (2008), Tekbiyik and Akdeniz (2008)
and Unayagyol (2009) also revealed that one of the main problems teachers faced during the implementation
of science curricula was not being adequately informed about the curriculum.

Another important finding of the research is that in all three school groups, all of the teachers' find it
positive that science subjects should be given as a separate course under the name of Science at the 3rd grade
level. Similar findings have been obtained in many studies related to this topic in the field. Aybek and Aslan
(2015), Calisoglu, Tortum, Erismis and Kogyigit. (2015), Ciftci, Saban, Giindiiz and Olag (2015), Unisen and Kaya
(2015) and Yildinnm and Glingor Akgilin (2015) found that teachers were positive about giving science courses at
the third grade level. In the first year of the Science Course, which was first offered in the 2014-2015 academic
year, administering the science course at the 3rd grade can be interpreted as a positive step for the primary
school science education depending on the teachers’ views who are the practitioners of the curriculum.
Teachers whose opinions were asked stated that the science course given in the 3rd grade increased the
students' knowledge of science. In other words, the teachers think that in the 3rd grade science course,
students are more interested in science than Life Science course. The study done by Topal (2009) supports this
view. Topal’s study (2009), classroom teachers stated that the students' knowledge of science subjects in
science lessons is higher than that of science subjects in life science lessons. In addition, the teachers again
stated that the students of the 3rd grade Science Course are prepared for the 4th grade Science Course. In
other words, the teachers thought that the third grade science course better prepared students for the fourth
grade science course than the life science course did. The studies done by Demir (2006) and Topal (2009) also
support this view. In Demir's (2006) study, it was determined that classroom teachers found that they did not
have enough life science lessons to prepare students for science classes. According to classroom teachers in
Topal’s study (2009), life science course partly prepared students for the science course.
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Another finding that draws attention about the results of the research is that, majority of teachers think
that there should be example activities in the curriculum as a guide for the teachers. Teachers think that giving
example activities in the curriculum will help them to plan teaching-learning and evaluation processes. In the
science course applied for the first time in 2014-2015 academic year, when it is thought that teachers were not
informed about the program and the teacher guidebooks were not given for the lessons; it may be fairly
natural that teachers want to example activities to be included in the curriculum. The reason why the teachers
request activity samples in the curriculum may be the involvement of such activities in the previous '2005
Science and Technology Course Curriculum for teachers because the studies conducted by Dogan (2009) and
Kurtulus and Cavdar (2011) on the 2005 curriculum show that teachers have positive thoughts about the
example activities in the curriculum. In the study conducted by Dogan (2009), it was determined that the
teachers have largely adopted and tried to apply the activities provided with the curriculum. Kurtulus and
Cavdar (2011) also revealed that the teachers found the activities in the curriculum as interesting and helpful
for permanent learning.

Teachers generally point out that the program is overall positive but have some deficiencies. Teachers view
the lack of activity samples as one of the missing aspects of the program. Teachers view the absence of a
student workbook, which can be instead used as a way to reinforce what students learn, is another missing
element of the curriuculum. Similar findings have been found in many studies on the Science Curriculum.
Regarding the 3rd grade science curriculum, Calisoglu et al. (2015), Farmer et al. (2015) and Yildirrm and
Gungor Akgln (2015) and regarding the 5th grade science curriculum Demirtas et al. (2015) found that the
teachers considered the absence of student workbooks as an important deficiency about the curriculum. In
addition, as a success level, especially the teachers working in the middle and lower group schools stated that
the weakness of the curriculum is due to the lack of equipment at schools. Similar findings have been obtained
in many studies on science curricula. It was determined that the teachers considered the lack of equipment at
schools as a negative feature of the curriculum in the studies conducted by Ozdemir (2006), Seker (2007), Kara
(2008) and Boyaci (2010). When the literature on science courses is examined, it is seen that one of the main
problems faced by teachers in the implementation of science curricula is the lack of equipment at schools. The
studies conducted by Akdeniz et al. (2002), Savran et al. (2002), Oz (2007), Erdem (2009), Unayagyol (2009),
Demirtas (2012), Aybek and Aslan (2015) and Calisoglu et al. (2015), Ciftci et al. (2015) and Yildirim and Glingor
Akgiin (2015) have revealed findings supporting this view.

On the basis of the results obtained in the research, it might be possible to suggest that the teachers who
were not informed about the Curriculum of the 3rd Grade Science Course, should be provided with in-service
training seminars and/or courses. Other suggestions based on the findings of the study could be the inclusion
of sample activities towards teaching-learning and assessment processes, preparation of a guidebook for
teachers when they apply the curriculum and preparation of a workbook that could help students reinforce
what they have learned in the 3rd grade science course. Final suggestion that can be made in the direction of
the opinions of the teachers working in the middle and lower group schools is that their opinions about the
tools they need in science courses can be obtained and the necessary tools and materials could be send to the
school laboratories to make them sufficient enough for the science courses.
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TURKCE SURUM

Girig

GUnUmuzde, tlkeler arasinda bilimsel ve teknolojik bir yaris yasanmaktadir. Bu durumun farkinda olan
Glkeler yarista Oon siralarda yer almanin adresi olarak ise fen derslerini gormektedirler. Bu dogrultuda da
okullardaki fen egitimini tekrar gézden gecirmekte, fen programlarinda kokli yenilikler yapmaktadirlar (Cepni &
Cil, 2013). Yani bilimsel ve teknolojik yarista 6n siralarda yer almak isteyen Ulkeler, etkili bir fen egitiminin ancak
iyi hazirlanmis egitim programlari araciligiyla saglanabileceginin farkindadir. Etkili bir fen egitiminin en énemli
gostergelerinden birisi ise fen okuryazari bireylerin yetistirilmesidir. Bu dogrultuda, Glkemizde de 2005 yilindan
itibaren gelistirilen fen programlarinda oncelikle fen okuryazari bireyler yetistirmek amaglanmistir. Fen
okuryazari bireyler ise fen programinda; “arastiran-sorgulayan, etkili kararlar verebilen, problem ¢ozebilen,
kendine glivenen, isbirligine acik, etkili iletisim kurabilen, stirdirilebilir kalkinma bilinciyle yasam boyu 6grenen
bireyler” olarak tanimlanmaktadir (M.E.B., 2013). Ulkelerin, bilim ve teknoloji yarisinda da ancak programda
belirtilen bu 6zelliklere sahip bireyler bir baska deyisle fen okuryazari bireyler sayesinde 6n siralarda kendisine
yer bulabilecegi ise yadsinamaz bir gergektir.

Fidan’a (1986) gore, “verilen hedefleri gerceklestirmek Ulzere planlanan tim faaliyetler egitim program
tasarisini ve bunlarin uygulamadaki gériinimu ise egitim programini olusturmaktadir”. Bir egitim programi ise
belli hedefleri, bu hedeflere ulasiimasini saglayan egitim durumlarini ve bu hedeflere ne derece ulasildigini
gbsteren sinama durumlarini icermektedir.

Yukaridaki ic 6ge esas alinarak gelistirilen bir egitim programinin uygulamada ne diizeyde etkili olduguna
karar verebilmenin en 6dnemli yollarindan birisi ise programin birer uygulayicisi olan 6gretmenlerin gorislerine
basvurmaktir. Alan yazin incelendiginde, Tirkiye’de yapilan program degerlendirme c¢alismalarinin biylk
¢ogunlugunun da 6gretmen gorislerine dayall olarak gergeklestirildigi goriilmektedir. Akdeniz, Yigit ve Kurt
(2002), Gzdemir (2006), Aydin (2007), Seker (2007), Kara (2008), Topal (2009), Boyaci (2010), Aybek ve Aslan
(2015) vb. calismalar 6rnek olarak verilebilir. Yapilan bu calismada da ilk kez 2014-2015 6gretim yilinda
uygulamaya konulan ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programinin etkililigi programi, ilk kez 2014-
2015 68retim yilinda uygulayan 6gretmenlerin gorusleri dogrultusunda belirlenmeye calisiimistir.

2013 Fen Bilimleri Dersi Ogretim Programi, 4+4+4 egitim sisteminin bir yansimasi olarak gelistirilmis bir
programdir. Program, 2013-2014 o&gretim yilindan itibaren Ulke capinda kademeli olarak uygulanmaya
baslanmistir. Program, ortaokul diizeyinde 2013-2014 6gretim yilinda, besinci siniflardan itibaren uygulanmaya
baglarken; ilkokul dizeyinde ise 2014-2015 o&gretim yilinda, Uglnct siniflardan itibaren uygulanmaya
baslanmistir.

Yeni Fen Bilimleri Dersi Ogretim Programi’nin 2013-2014 6gretim vyilindan itibaren kademeli olarak
uygulanmaya baslanmasiyla birlikte, 2005 yilinda gelistirilen Fen ve Teknoloji Dersi Ogretim Programi da
kademeli olarak uygulamadan kaldirilmistir. Program isimlerinden de anlasilacagi lizere yeni programla birlikte
“Fen ve Teknoloji” olan dersin adi “Fen Bilimleri” olarak degistirilmistir.

Yeni programin fen egitimi agisindan getirdigi en dnemli yenilik ise ilkokullarda fen derslerinin 3. siniflardan
itibaren verilmeye baslanmasidir. Bir dnceki programda yani 2005 yilinda gelistirilen Fen ve Teknoloji Dersi
Ogretim Programinda fen dersleri ilkokullarda 4. siniftan itibaren verilmekteydi. Yani yeni programla birlikte
ogrenciler fen derslerini bir yil 6nceden almaya baslamislardir. Arastirma kapsaminda, 6gretmenlere bu duruma
iliskin yani 3. sinif dizeyinde fen dersinin verilmesine iliskin gorusleri de sorulmustur. Dersin uygulayicilari olan
ogretmenlerin yapilan bu degisiklige iliskin goruslerinin oldukca degerli oldugu disinilmektedir. Bu goérusler,
resmi programin disinda uygulanan, 6rtik, ihmal edilen ve ekstra program boyutlarina da baska bir ifadeyle
programin bitin boyutlarina iliskin bir bakis agisi kazandirilmasina yardimci olacaktir.

2013 Programinda, her sinif diizeyinde oldugu gibi 3. sinif diizeyinde de kazanimlar ve konular yer almakta
fakat kazanimlar ve konulara iliskin etkinlik 8rnekleri bulunmamaktadir. Yani ilkokul 3. Sinif Fen Bilimleri Dersi
Ogretim Programinda, kazanimlara ulasiimasini saglayacak ogretme-6grenme siirecine yonelik veya bu
kazanimlara ulasihp ulasiimadiginin belirlenmesini saglayacak degerlendirme siirecine yonelik etkinlik 6rnekleri
yer almamaktadir. Programda etkinlik 6rneklerine yer verilmemesinin nedeni, gerek 0Ogretme-6grenme
sirecinde gerekse de degerlendirme sirecinde 6gretmenlerin 6grencilerin bireysel 6zelliklerini, cevresel
kosullari vb. durumlari dikkate alarak kendi sinifina uygun etkinlikleri kendilerinin bulmalarini saglamak olabilir.
Oysaki 2005 Programinda gerek Ogretme-0grenme siirecine gerekse de degerlendirme siirecine yonelik
ogretmenlere rehberlik edecek etkinlik 6rnekleri yer almaktaydi. Bu baglamda, 6gretme-6grenme veya
degerlendirme surecine yonelik etkinlikleri olusturmak oOgretmenlerin sorumlulugunda olmasina ragmen,
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O0gretmenlere kendi etkinlik orneklerini olustururken yol gosterici olmasi agisindan ornek etkinliklerin
programda yer almasinin da yararh olabilecegi distinilebilir. Ayrica 2013 fen programiyla birlikte 6gretmenlere
2005 fen programina yonelik verilen 6gretmen kilavuz kitabinin da verilmedigi diisintldiigiinde 6gretmenlerin
bdyle bir yardima daha fazla ihtiya¢ duyacaklari sdylenebilir. Fen programlari ile ilgili yapilan bir¢ok ¢alisma da
bu gorisii desteklemektedir. Gokge (2006), Bayrak (2009), Topal (2009), Kilig¢ (2010) ve Demirtas (2012)
tarafindan vyapilan c¢alismalarda, 6gretmenlerin programi uygularken, 6gretmen kilavuz kitabindan
yararlandiklari belirlenmistir. Yapilan bu calismada, programin uygulayicilari olan 6gretmenlerin bu konudaki
gorisleri de alinmistir. ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programinda etkinlik &rneklerinin yer
almamasina iliskin 6gretmenlerin gorislerinin olduk¢a 6nemli oldugu distntlmektedir. Clinkl boylelikle
O0gretmenlerin, etkinlik 6rneklerini olustururken kendilerine yol gosterici 6rnek etkinliklere ihtiya¢ duyup
duymadiklari da tespit edilebilecektir.

Arastirmada, 6gretmenlerin yeni programla birlikte fen egitiminde meydana gelen bu degisikliklere iliskin
gorislerinin yanisira, programin hedef, icerik, 6gretme-6grenme ve degerlendirme siireci, ders siresi, program
uygulanirken karsilasilan zorluklar gibi boyutlara yonelik de gorisleri tespit edilmistir. Boylece programin
uygulamadaki etkililigi batlin boyutlariyla belirlenmeye ¢alisiimistir. Elde edilen bulgularin, programin yeniden
dizenlenmesi ve gelistiriimesi asamalarinda 6nemli katkilar saglayacagi beklenmektedir.

Arastirma kapsaminda, O6gretmenlerin programa yonelik gorisleri, programin 3. sinif diizeyinde ilk kez
uygulanmaya baslandig§i 2014-2015 6gretim yilinin sonunda alinmistir. Yapilan arastirmada, 6gretmenlerin
programin glcli ve zayif yonlerine iliskin gorlslerinin ve uygulamada karsilastiklari sorunlarin programin
uygulandigi ilk yilda belirlenmesinin programla ilgili alinacak erken kararlar i¢in 6nemli ipuclari saglayacagi
dusinilmektedir.

Arastirmanin Amaci

Bu arastirma, ilk kez 2014-2015 6gretim yilinda uygulamaya baslanilan ilkokul 3. Sinif Fen Bilimleri Dersi
Ogretim Programini kazanim, icerik, dgrenme-dgretme siirecleri ve degerlendirme boyutlari agisindan
o6gretmen gorisleri dogrultusunda degerlendirmek amaciyla yapilmistir.

Yontem
Arastirma Modeli
Arastirma, nitel bir calisma olup genel tarama modeli kullanilarak gergeklestirilmistir. Karasar’a (2006) gore, bu
model, ¢cok sayida elemandan olusan bir evrende evren hakkinda genel bir yargiya varmak i¢in evrenin timi
veya evrenden alinacak érneklem lizerinde yapilan tarama diizenlemeleridir.

Orneklem

Arastirmada, 6ncelikle Ankara ilinde yer alan ilkokullar basari diizeyi acisinda “list diizey, orta dizey ve alt
dizey” olmak Uzere U¢ gruba ayrilmistir. Arastirmada, Ust diizey, orta dlizey ve alt diizey okullari belirlemek igin
ise Ankara ilinde yer alan ilkokullar, 2011 SBS (Seviye Belirleme Sinavi) puan ortalamalarina gore siraya
dizilmistir. Bu siralamaya gore, ilk %27’lik dilimde yer alan okullar st dlzey, alt %27’lik dilimde yer alan okullar
alt diizey ve ilk %27’lik dilim ile alt %27’lik dilim disinda kalan okullar ise orta diizey olarak belirlenmistir.
Arastirmada, gorisleri alinan 6gretmenler ise amagli 6rnekleme yontemlerinden biri olan maksimum gesitlilik
ornekleme yontemi ile belirlenmistir. Arastirmada, maksimum cesitlilik 6rnekleme yontemine uygun olarak
o6gretmenlerin basari diizeyi agisindan farkli okullarda gérev yapmalari esas alinmistir. Bu dogrultuda, okul
gruplarinin her birinden 12’ser olmak tzere toplam 36 sinif 6gretmeniyle gériisme yapilmistir. Gériisme yapilan
ogretmenlerin demografik bilgilerine iliskin sayisal veriler Tablo 1’de verilmistir.

Tablo 1.
Ogretmenlerin Demografik Bilgilerine iliskin Sayisal Veriler.

Cinsiyet Kidem
Okulun Basari Duzeyi Erkek Kadin 0-5 yil 5-10 yil 1020y 20Vilve

tizeri

Ust diizey 5 7 2 3 3 4
Orta dlizey 4 8 3 3 3 3
Alt diizey 1 11 2 3 5 2
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Veri Toplama Araci

ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programina iliskin programin uygulayicilari olan 6gretmenlerin
gorislerini ve onerilerini belirlemek amaciyla arastirmaci tarafindan yari yapilandiriimis bir gériisme formu
hazirlanmistir. Hazirlanan taslak goriisme formuna iliskin sinif 6gretmeni, program gelistirme ve 6lgme-
degerlendirme uzmanlarindan olusan toplam 7 uzmanin gorisleri alinmis ve gelen dénitler dogrultusunda
gorisme formunda gerekli diizeltmeler yapilmistir. Gérusleri alinan uzmanlar arasindaki uyum ise Krippendorff
alfa teknigi ile hesaplanmistir. Yapilan hesaplama sonucunda alfa degeri 0.84 olarak belirlenmistir. Bu deger de
gorusleri alinan uzmanlar arasinda ytiksek diizeyde uyum oldugunu gostermektedir (Krippendorff, 2004). Ayrica
hazirlanan goriisme formunda yer alan sorularin anlasilirhigini ve islerligini test etmek amaciyla 5 ilkokul 3. sinif
O0gretmeniyle 6n uygulama yapilmis ve bu 6n uygulama sonucunda 6gretmenlerin gérisme formunda yer alan
sorulari genel olarak anlasilir bulduklari tespit edilmistir. On uygulama sonrasinda ise 12 sorudan olusan
gorisme formuna son hali verilmistir.

Verilerin Analizi

Ogretmenlerle gerceklestirilen yari yapilandiriimis gériismeler, 8gretmenlerin izni alinarak, ses kayit cihazina
kaydedilmistir. Daha sonra ses kayit cihazina kaydedilen her bir gériisme, arastirmaci tarafindan transkript
edilmistir. Transkripti yapilan veriler Gzerinde ise igerik analizi yapilmistir. Bu amagcla, elde edilen veriler
incelenerek oncelikle her bir gériisme sorusu igin kodlar belirlenmis ve daha sonra benzer kodlar bir araya
getirilerek temalar olusturulmustur. Ogretmenlerin programa yénelik gériisleri de belirlenen bu kod ve temalar
esas alinarak betimlenmis ve bu betimlemeler 1siginda gérisme verileri yorumlanmistir. Arastirma kapsaminda,
o6gretmenlerin programa iliskin gorislerini yansitabilmek igin her bir gérlisme sorusu icin dogrudan alintilara da
yer verilmistir. Ayrica belirlenen kod ve temalarin basari diizeyi agisindan Ust, orta ve alt diizey olarak ayrilan
her bir okul grubu igin frekans ve ylizde hesaplamalari gergeklestirilmistir.

Arastirmaci tarafindan olusturulan kodlarin givenirliginin belirlenmesi amaciyla, gériisme formundan elde
edilen veriler baska bir arastirmaci tarafindan da kodlanmig ve her iki arastirmaci tarafindan belirlenen kodlar
karsilastirilmistir. Her iki arastirmaci tarafindan belirlenen kodlar arasindaki glivenirlik ise Miles ve Huberman
(1994) tarafindan onerilen formul (Gorus birligi sayisi / Gorls birligi + Gorls ayrihigr sayisi) kullanilarak
hesaplanmistir. Bu formiil kapsaminda, belirlenen kodlara iliskin iki arastirmaci arasindaki uyusum yizdesi 0.88
olarak hesaplanmistir. Yildirim ve Simsek’e (2011) gore bu yiizdenin %70 ve lzeri olmasi yeterli oldugundan
dolayi goérusme verilerinin analizi igin givenirligin saglandigi séylenebilir (Yildirim & Simsek, 2011).

Bulgular
Program Hakkinda Bilgi Sahibi Olma
“Ogretmenlerin, ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programi uygulanmaya baslanmadan énce programa
iliskin herhangi bir bilgileri var miydi?” gériisme sorusuna iliskin olarak 6gretmenlerle yapilan gériismelerden
elde edilen gorisler ve bu goruslere iliskin frekans dagilimlari Tablo 2’de verilmistir.
Tablo 2.
Ogretmenlerin Program Hakkindaki Bilgilerine iliskin Gériislerinin Frekans Dagilimi.

Ust Grup Orta Grup Alt Grup Toplam

Tema Kodlar r : ; r
Program Pro_gram hakkinda herhangi bir 1 12 1 34
. bilgim yoktu

Hakkindaki .
Bilgilere iliskin Program hakkinda internet

A.g.. 3 aracihgiyla kendim bilgi sahibi 1 - 1 2
Gorugler

oldum

Tablo 2 incelendiginde; ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programi uygulanmaya baslamadan énce
O0gretmenlerin blyik ¢ogunlugunun programa iliskin herhangi bir bilgiye sahip olmadiklari goértulmektedir.
Ogretmenlerin bu soruya iliskin gériislerinden bazilari asagida verilmistir:

U0-8: (Basari diizeyi olarak iist grupta yer alan bir okulda gérev yapan égretmen):

“...Hi¢ bilgi verilmedi. Program, seminer ¢alismalarina basladigimizda dendi iste 3. sinifta bu sene fen bilgisi dersini
isleyecediz. O zaman haberimiz oldu. Onceden hicbir bilgilendirme yapilmad....”

00-4: (Basari diizeyi olarak orta grupta yer alan bir okulda gérev yapan 6Gretmen):

“..Hayir, programa iliskin bilgimiz yoktu. Eyliil ayinda geldik. Siirpriz. Fen dersiniz var dendi...”

AO-2: (Basari diizeyi olarak alt grupta yer alan bir okulda gérev yapan égretmen):
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“..Sadece internetten takip ettigim sitelerden programin igerigiyle ilgili seyleri indirdim ve kendim takip ettim. Yani kendi
calismalarim sonucunda bilgi sahibi oldum. Yoksa bununla ilgili ne sene sonunda yani 2. sinifi bitirirken ne de sene basinda
bize bir bilgi iletilmedi...”

3. Sinif Diizeyinde Fen Bilimleri Dersinin Verilmesi

“Ogretmenlerin, 3. sinif diizeyinde Fen Bilimleri dersinin verilmesine ilgili gorisleri nelerdir?” gériisme
sorusuna iliskin olarak 6gretmenlerle yapilan gériismelerden elde edilen gorisler ve bu gorislere iliskin frekans
dagilimlari Tablo 3’de verilmistir.

Tablo 3.
Ogretmenlerin Illkokul 3. Sinifta Fen Bilimleri Dersinin Verilmesine Iliskin Gériislerinin Frekans Dagilimi.
.. Orta
Ust Gru Alt Gru Toplam
Tema Alt Tema Kodlar P Grup P P
f f f f
. Fen Ogrencilerin fen
ilkokul 3. renct N
konularinin bilimlerine olan ilgilerini 7 8 9 24
Sinifta Fen . . . e
s . Fen Bilimleri artirdigini disiiniyorum
Bilimleri . sy o
. dersinde Ogrencileri 4. sinif Fen
Dersinin . . . . .
. . verilmesini Bilimleri dersine
Verilmesine - 8 4 6 18
ce olumlu hazirlayici nitelikte
lliskin Gorugler . R
buluyorum oldugunu dustnidyorum

Tablo 3 incelendiginde; her (¢ okul grubunda da 6gretmenlerin tamaminin fen konularinin ilkokul 3. sinifta
Fen Bilimleri dersinde verilmesini olumlu bulduklari gériilmektedir. Ust grupta gérev yapan 7 dgretmenin; orta
grupta 8 Ogretmenin ve alt grupta ise 9 6gretmenin ilkokul 3. sinifta Fen bilimleri dersinin verilmesinin
ogrencilerin fen bilimlerine olan ilgilerini artirdigini diisiindtkleri belirlenmistir. Ayrica (ist grupta goérev yapan 8
o6gretmenin; orta grupta 4 6gretmenin ve alt grupta ise 6 6gretmenin ilkokul 3. sinif Fen bilimleri dersini,
dgrencileri 4. sinif Fen bilimleri dersine hazirlayici nitelikte buldugu tespit edilmistir. Ogretmenlerin bu soruya
iliskin goruslerinden bazilari asagida verilmistir:

U0-7: “..Simdi séyle; 3. siniftan 4. sinifa bir hazirlik olmasi bakimindan ¢ok giizel...”

00-12: “..Aslinda iyi olmus ayirmalari. Olumlu. Hayat bilgisinin iginde o kadar ¢ok konu var ki; bir de fen bilimleri girdim
mi sanki arada kaynayip gidiyormus gibi oluyordu. Ya da hayat bilgisi dersi boguluyordu. Fen bilimlerinin ayrilmasi iyi olmus.
Cocuklarin daha ¢ok ilgisini ¢ekiyor. Bir de ne biliyim daha mi biyiidiik diye hissettiler kendilerini ayri bir ders almalari
ilgilerini ¢ekti yani glizel oldu...”

AO-8:“..Yani su anki konular gecen yillarda yoktu hayat bilgisinde. Oyle elektrik konusu, diinyanin yapisi falan yoktu.
Yani bence iyi olmus. Olumlu. Ciinkii en azindan 4. sinifta ilk defa karsilasiyorlar ve daha zor oluyor. En azindan bir basamak
olmus oldu, basit diizeyde anlayacaklari kadar. lyi olmus. Olumlu, bence...”

Programda Yer Alan Kazanimlar

“Ogretmenlerin, ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programinda yer alan kazanimlara iliskin
gorusleri nelerdir?” gorlisme sorusuna iliskin olarak 6gretmenlerle yapilan gériismelerden elde edilen gorisler
ve bu gorislere iliskin frekans dagilimlari Tablo 4’de verilmistir.
Tablo 4.
Ogretmenlerin Programda Yer Alan Kazanimlara iliskin Gériislerinin Frekans Dagilimi.

Ust Grup Orta Grup Alt Grup Toplam

T Kodl

ema odlar f f f f
Kazanimlar, 6grencilerin seviyesine 11 1 11 33
uygun

!(laze.mlrnnla‘r.a Kazanimlar, anlamh 6grenme igin 11 10 10 31

lliskin Gorugler  uygun
Kazanimlara okulun mevcut 11 5 2 18

kaynaklariyla ulasilabilir

Tablo 4 incelendiginde; her lg¢ okul grubunda da 11’er 68retmenin kazanimlari, 6grencilerin seviyesine
uygun bulduklari gériilmektedir. Ust grupta gérev yapan 11 6gretmenin; orta ve alt grupta ise 10’ar 6gretmenin
kazanimlari, anlamh 6grenme i¢in uygun bulduklari yani kazanimlarin 6grenciyi ezbere yonlendirici nitelikte
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olmadigini diisiindiikleri tespit edilmistir. Ogretmenlerin bu soruya iliskin gériislerinden bazilari asagida
verilmistir:

U00-10: “..Yani kazanimlar ulagilabilir. Biz okul olarak da biraz sanslyiz laboratuvar anlaminda ama baska okullar icin
bilemiyorum...”

006-9: “..Kazanimlar seviyeye kesinlikle uygun. Kesinlikle uygun yani biz herhangi bir sikinti yasamadik...”

AO-1:“..Ben anlamli 6§renmeye uygun buluyorum; ezbere yénelik dedil...”

Programda Yer Alan Konular

“Ogretmenlerin, ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programinda yer alan konulara iliskin goérisleri
nelerdir?” gorisme sorusuna iliskin olarak 6gretmenlerle yapilan gorismelerden elde edilen gorisler ve bu
gorislere iliskin frekans dagilimlari Tablo 5’de verilmistir.
Tablo 5.
Ogretmenlerin Programda Yer Alan Konulara iliskin Gériislerinin Frekans Dagihmi.

Ust Grup Orta Grup Alt Grup Toplam

T Kodl
ema odlar f f f f
o Konular, 6grencilerin seviyesine 1 10 10 31
Konulara lliskin  uygun
Gorusler Konular, kazanimlara uygun 11 10 10 31
Konular, giinlik yasamla iliskili 12 12 10 34

Tablo 5 incelendiginde; (st ve orta grupta gorev yapan oOgretmenlerin tamaminin; alt grupta ise 10
dgretmenin konulari giinlilk yasamla iliskili bulduklari belirlenmistir. Ogretmenlerin bu soruya iliskin
gorislerinden bazilari asagida verilmistir:

U0-7:"...Kazanimlari cok giizel denklestirmis, yani konular kazanimlarla alakali, iliskilendirilmis...”

00-9: “...Giinliik yasamla iliskili. Yani bu yas grubunun giinlik hayatinda kullanmasi gereken bilgiler var. Yani ¢ocuga,
konuyu anlattiginiz zaman kendi glinlik hayatindan érnekler verebiliyor...”

AD-11:“...Yani benim &grencilerimin seviyesine uygun. 3. sinif igin uygun. Hic zorlanmadik...”

Programda Etkinlik Orneklerine Yer Verilmemesi

“Ogretmenlerin, ilkokul 3. Simif Fen Bilimleri Dersi Ogretim Programinda 6gretme-6grenme ve
degerlendirme siireglerine yonelik etkinlik 6rneklerinin yer almamasina iliskin goérisleri nelerdir?” gérisme
sorusuna iliskin olarak 6gretmenlerle yapilan gériismelerden elde edilen gorisler ve bu gorislere iliskin frekans
dagihimlari Tablo 6’da verilmistir.
Tablo 6.
Ogretmenlerin Programda Etkinlik Orneklerinin Yer Almamasina iliskin Gériislerinin Frekans Dagihmi.

Ust Grup Orta Grup Alt Grup Toplam

T Kodl

ema odlar f f f f
Pro-grémda \fol goste.rla olmasi agisindan etkinlik 12 11 1 34
Etkinlik ornekleri olmal
Orneklerinin
Yer Etkinlik 6rneklerinin olmamasini bir

- . - 1 1 2

Almamasina eksiklik olarak gormiyorum

iliskin Gérusler

Tablo 6 incelendiginde; orta ve alt grupta gorev yapan 11’er 6gretmenin; Ust grupta ise 6gretmenlerin
tamaminin yol gosterici olmasi agisindan programda etkinlik 6rneklerinin olmasi gerektigini belirttikleri
gorilmektedir. Ogretmenlerin bu soruya iliskin gériislerinden bazilari asagida verilmistir:

U0-10:“..Yani evet olsa daha iyi olabilirdi. Daha yol gésterici olabilirdi tabi...”
00-11: “..Yani sunu gérdiik ki; hani olmasa da olur. Ciinkii hani 6§retmen kendisi yapiyor zaten...”
AO-7:“..0lsa iyi olur yani. Hani bizim icin kolay oluyor. En azindan elimizde bir 6rnek oluyor...”

Ogretme-6grenme Siirecinde Yapilan Etkinliklerin Yeterligi

“Ogretmenlerin, programin hedeflerine ulasmayi saglamak Uzere sinifta gerceklestirdikleri 6gretme-
6grenme sirecinin yeterligine iliskin gorusleri nelerdir?” gériisme sorusuna iliskin olarak 6gretmenlerle yapilan
gorismelerden elde edilen gorisler ve bu goruslere iliskin frekans dagilimlari Tablo 7’de verilmistir.
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Tablo 7.
Ogretmenlerin Ogretme-Odrenme Siirecinde Yaprmus Olduklari Etkinliklerin Yeterligine lliskin Goriislerinin
Frekans Dagilimi.

UstGrup  OrtaGrup  Alt Grup Toplam

Tema Kodlar f f f f
Konulari glinlik yasamla
iliskilendirerek yeterli olmasini 4 2 5 11
sagliyorum
Derste, gorsel materyaller kullanarak 5 4 3 9
. yeterli olmasini sagliyorum
Ogretme- Konularla ilgili sik tekrar yaparak
Ogrenme ) & ) yap 2 3 1 6
b yeterli olmasini sagliyorum
Strecinde Konularla ilgili deneyler yaparak
Yapilmig Olan . & ,y vap 1 2 - 3
o yeterli olmasini sagliyorum
Etkinliklerin Derste, grup ¢alismalari yaptirarak
Yeterligine > Brup gailsm yap 2 - - 2
iliskin Gériisler yeterli olmasini sagliyorum
? 3 Laboratuvar yeterli donanima sahip
olmadigl i¢in yetersiz oldugunu 1 - 3 4
diisiiniyorum
Sinif mevcudu kalabalik oldugu igin i 1 i 1

yetersiz oldugunu disiiniyorum

Tablo 7 incelendiginde; Uist grupta gorev yapan 4 6gretmenin konulari glinlik yasamla iliskilendirdikleri icin;
orta grupta gorev yapan 4 O6gretmenin derste gorsel materyaller kullandiklar igin; alt grupta gbrev yapan 5
o6gretmenin ise konulari ginliik yasamla iliskilendirdikleri icin 6gretme-6grenme siirecinde yapmis olduklari
etkinlikleri yeterli bulduklari tespit edilmistir. Ayrica Ust grupta gorev yapan 1 O6gretmenin ve alt grupta 3
O0gretmenin laboratuvarin yeterli donanima sahip olmamasi nedeniyle 6gretme-6g§renme sirecinde yapmis
olduklari etkinlikleri yetersiz bulduklari belirlenmistir. Ogretmenlerin bu soruya iliskin gérislerinden bazilari
asagida verilmistir:

UB-9:“..Daha ¢ok ben grup ¢alismasi verdim ¢ocuklara. iste grup icinde calistilar. O ¢alismaya istekli olmayan ¢ocuklar da o
zaman aralarina katildr...”

00-4: “...Sik tekrar, siiresi sey oldudu igin fazla oldudu igin tekrara fazla yer verdigin icin, genelde en kétii 6Grenci bile daha
iyi...”

AO-4:“..Cocuklara anlatirken gérsel olarak anlattigim icin ¢ocuklarda daha kalici oldu. Daha da hoslarina gitti...”

Tercih Edilen Olgme Araglan

“Ogretmenlerin, programin hedeflerine ulasiip ulasiimadigini belirlemek igin tercih ettikleri &lgme
araglarina iliskin gorusleri nelerdir?” gorlisme sorusuna iliskin olarak 6gretmenlerle yapilan gériismelerden elde
edilen gorusler ve bu gorusglere iliskin frekans dagilimlari Tablo 8'de verilmistir.

Tablo 8.
Ogretmenlerin Tercih Ettikleri Olcme Araglarina iliskin Gériislerinin Frekans Dagilimi.
Ust Orta Alt Toplam
Tema Kodlar Grup Grup Grup
f f f f
Coktan segmeli test 8 9 9 26
Dogru-yanlis testi 2 2 3 7
. W oa — Calisma kagitlari 1 2 2 5
-(r;%r:[;;(fgllen Olgme Araglarina Iliskin Derse katilim 5 5 1 5
S6zli sunum 2 1 1 4
Ozvve akra.n ) 1 1 4
degerlendirme
Ogrenci tiriin dosyasi 2 1 1 4

Tablo 8 incelendiginde; 6lgme araci olarak st grupta gérev yapan 8 6gretmenin; orta grupta ve alt grupta
goérev yapan 9’ar 6gretmenin ¢oktan segcmeli testi tercih ettikleri tespit edilmistir. Ogretmenlerin bu soruya
iliskin goruslerinden bazilari asagida verilmistir:
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U0-4:“..Her égrencinin derste yapti§i biitiin ¢alismalari koydudu bir dosyasi var ve bence bu dosya 6grencinin derste
neler 6grendigi hakkinda yeterli bilgiyi veriyor...”

00-8: “..Ogrencilere her konu bitiminde o konuyla ilgili ¢calisma kdditlari daditiyorum ve o ¢alisma kdditlarina gére
6grencilerin konuyu ne kadar égrendikleri hakkinda bir fikir sahibi oluyorum...”

AO-12:“..Genellikle on sorudan olusan coktan secmeli testler hazirlayip, égrencilere uyguluyorum...”

Ders Siiresi

“Ogretmenlerin, ilkokul 3. sinif Fen Bilimleri dersi icin verilen siireye iliskin gérisleri nelerdir?” gériisme
sorusuna iliskin olarak 6gretmenlerle yapilan gériismelerden elde edilen gorusler ve bu goruslere iliskin frekans
dagihimlari Tablo 9’da verilmistir.
Tablo 9.
Ogretmenlerin Ders Siiresine iliskin Gériislerinin Frekans Dagihmi.

Ust Grup Orta Grup Alt Grup Toplam

Tema Kodlar P f f f
Ders Suresine Ders igin verilen sire yeterli 11 7 9 27
iliskin Belirtilen  Ders icin verilen siire azaltilmali - 2 1 3
Gorugler Ders igin verilen sire artiriimali 1 3 2 6

Tablo 9 incelendiginde; (st grupta goérev yapan 11 6gretmenin; orta grupta 7 6gretmenin ve alt grupta ise 9
dgretmenin ilkokul 3. sinif Fen Bilimleri dersi icin verilen siireyi yeterli bulduklari gériilmektedir. Ogretmenlerin
bu soruya iliskin gorislerinden bazilari asagida verilmistir:

U0-7:“..Yeterli, yani konularina gére yeterli. Yani 3 saat gercekten konularina gére ¢ok giizel...”

00-7: “..Siire yeterli. Yani bu konular, bu kazanimlarla bu siire értiisiiyor...”

AO-4:“..Su anda diyorum ya ben iiniteleri erken bitirdim. Siire olarak su anda azaltimali. Onun yerine mesela
matematige verilse ¢ok daha iyi olur...”

Program Uygulanirken Karsilagilan Zorluklar

“Ogretmenlerin, ilk kez 2014-2015 &gretim yilinda uygulamaya baglanilan ilkokul 3. Sinif Fen Bilimleri Dersi
Ogretim Programini uygularken yasadiklari zorluklara iliskin gériisleri nelerdir? gériisme sorusuna iliskin olarak
o6gretmenlerle yapilan goriismelerden elde edilen gorisler ve bu gorislere iliskin frekans dagilimlari Tablo 10°da
verilmistir.
Tablo 10.
Ogretmenlerin Programi Uygularken Zorluk Yasayip Yasamadiklarina iliskin Gériislerinin Frekans Dagilimi.

Ust Grup Orta Grup Alt Grup Toplam

T Kodl
ema odlar f r f f
Program Zorluk yasamadim 9 6 8 23
ggﬁﬁf?;rkaenr:“ Ogretmen kilavuz kitabinin
3 P olmamasindan dolayi zorluk 3 6 4 13

Yasaniimadigina

iliskin Gérusler yasadim

Tablo 10 incelendiginde; Ust grupta gérev yapan 9 6gretmenin; orta grupta 6 6gretmenin ve alt grupta ise 8
dgretmenin programi uygularken bir zorluk yasamadiklari gériilmektedir. Ogretmenlerin bu soruya iliskin
gorislerinden bazilari asagida verilmistir:

U0-7: “...Elimizde ilgili sey yoktu, kilavuz kitabimiz. Kilavuz kitap olmadidi igin de zorlandik...”

00-3:“..Kilavuz kitabimiz olsaydi daha kolay olurdu...”

AO-11:“..Hic zorlanmadim. Cok ekstra béyle bir fazlalik, bir yiik getirmedi, zorlanmadik...”

Programin Giiglii Yonleri

“Ogretmenlerin, ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programinin giiclii olan yénlerine iliskin gorisleri
nelerdir? gorisme sorusuna iliskin olarak 6gretmenlerle yapilan goriismelerden elde edilen gorisler ve bu
gorislere iliskin frekans dagilimlari Tablo 11’de verilmistir.
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Tablo 11.

Ogretmenlerin Programin Giiclii Yonlerine lliskin Gériislerinin Frekans Dagilimi.

Ust Grup Orta Grup Alt Grup Toplam

Tema Kodlar f f f f
Gunluk yagsamla iliskili olmasi 7 8 6 21
Ogrencilerin ten bilimlerine ilgi 4 4 4 12
Programin duymasini saglamasi
Guglu Yonlerine  Ogrencilerin seviyesine uygun
e 2 5 3 10
Iliskin Gorasler  olmasi
Ogrencileri 4. sinif Fen Bilimleri 4 i 5 6

dersine hazirlayici nitelikte olmasi

Tablo 11 incelendiginde; Ust grupta gorev yapan 7 6gretmenin; orta grupta gorev yapan 8 6gretmenin ve alt
grupta gorev yapan 6 6gretmenin ise programin ginliik yasamla iliskili olmasini programin giicli yonlerinden
birisi olarak gérdiikleri belirlenmistir. Ogretmenlerin bu soruya iliskin gériislerinden bazilari asagida verilmistir:

U0-9:“..Yani séyle fen bilimleri daha béyle evindeki mutfakla ilgili. Iste cevresinde gérdiikleriyle ilgili oldugu icin benim
hosuma gitti program. Yani cocudun yasantisiyla ilgili. Ornedin; iste suyun halleri. Cocuk bunu yasiyor, mutfakta gériiyor,
iste elektrikli araglar evinde gériiyor ¢ocuk. Yani daha ¢ok yani cocugun yasantisiyla ilgili oldugu igin gtizel...”

00-3:“..Cocuklarin seviyesine uygundu, bence en giiclii yani buydu...”

AO-8:“..Ben fen gelecek denildiginde hani biraz diisiindiim acikcasi nasil olacak hani 3. sinif diizeyine diye ama
basitlestirmisler hani ¢cok yogunlastirmamislar konulari. O agidan iyi. 4. sinifa hazirlik oluyor...

Programin Zayif Yonleri

“Ogretmenlerin, ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programinin zayif olan yénlerine iliskin goriigleri
nelerdir? gériigme sorusuna iliskin olarak 6gretmenlerle yapilan gérismelerden elde edilen gorisler ve bu
gorislere iliskin frekans dagilimlari Tablo 12'de verilmistir.
Tablo 12.
Ogretmenlerin Programin Zayif Yénlerine iliskin Gériislerinin Frekans Dagilimi.

Ust Grup Orta Grup Alt Grup Toplam

T Kodl

ema odlar f f f f
Programda etkinlik 6rneklerinin yer 7 6 6 19
almamasi

Programin Zayif ~ Okullardaki arag gereg eksikligi 1 4 6 11

Yonlerine iliskin -~ Ogrenci calisma kitabinin olmamasi 4 3 3 10

Gorusler Ogretmen kilavuz kitabinin 5 5 3 7
olmamasi
Konularin ¢ok kisa olmasi 1 2 3

Tablo 12 incelendiginde; Ust grupta gorev yapan 7 6gretmenin; orta grupta alt grupta gorev yapan 6’sar
O0gretmenin ise programda etkinlik orneklerinin yer almamasini programin zayif yonlerinden biri olarak
gordiikleri belirlenmistir. Ogretmenlerin bu soruya iliskin gériislerinden bazilari asagida verilmistir:

U0-3:“..Ogrencilere yénelik bir ¢alisma kitabinin olmamasi yéniinden zayif...”

00-2:“..0kul arag gereglerinin tam tesekkiillii olmamast...”

AO-10:“..Ornekler eksik, biz onu kendimiz tamamlamaya ¢alistik. Etkinlikler olmaliydi, olsa ¢ok daha giizel olurdu. Onlar
eksik...”

Programa iliskin Oneriler

“Ogretmenlerin, uygulamalari sonucunda ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programinin
gelistiriimesine yonelik o6nerileri nelerdir? gorisme sorusuna iliskin olarak 6gretmenlerle yapilan
gorismelerden elde edilen gorisler ve bu goruslere iliskin frekans dagilimlari Tablo 13’de verilmistir.

Tablo 13 incelendiginde; Ust grupta ve orta grupta gorev yapan 8’er 6gretmenin ve alt grupta goérev yapan 7
dgretmenin ise programa etkinlik érneklerinin konulmasini dnerdikleri belirlenmistir. Ogretmenlerin bu soruya
iliskin goruslerinden bazilari asagida verilmistir:

U0-12:“..Etkinlikler konulursa cok daha basarili olur...”

00-2:“..Calisma kitabi ve 6Gretmen kilavuzunu seneye milli editim cikartirsa; fen dersinde cok daha basarili olunacagina
inaniyorum...”
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AO-11:“..0kuldaki kaynaklarin yani laboratuvardaki kaynaklarin ¢ok yeterli oldugunu diisiinmiiyorum. ilkokullarin
materyallerinin bakanlik tarafindan daha gelistirilmesi lazim ki; ¢ocuklara daha eglenceli ve daha verimli bir sekilde ders
isleyelim diye diisiiniiyorum...”

Tablo 13.
Ogretmenlerin Programa liskin Onerilerinin Frekans Dagilimi.

UstGrup  OrtaGrup  Alt Grup Toplam

Tema Kodlar

f f f f
Programa etkinlik érnekleri 3 3 7 23
konulmali
Ogrenci galisma kitaplari 5 4 4 13
hazirlanmall
Programa iliskin Oj(ullar'a IabF)ratuvar malzemeleri 1 5 6 12
o gonderilmeli
Oneriler . .
Ogretmen kilavuz kitaplar
3 3 3 9
hazirlanmall
Konular detaylandiriimah 1 2 2 5
Ders kitabi gorsel agidan i 1 5 3

zenginlestirilmeli

Tartisma, Sonug ve Oneriler

Arastirma kapsaminda elde edilen bulgular incelendiginde, ilkokul 3. sinif diizeyinde ilk kez uygulanacak olan
Fen Bilimleri Dersi Ogretim Programina iliskin program uygulanmaya baslamadan énce 6gretmenlere herhangi
bir bilgilendirmenin yapilmadigi belirlenmistir. Demirtas, Arslan, Yarar ve Tutkun (2015) tarafindan 2013-2014
dgretim yilinda ilk kez uygulamaya baslanan ilkokul 5. Sinif Fen bilimleri Dersi Ogretim Programina yénelik
yapilan ¢alismada da benzer bir bulgu elde edilmis ve yapilan g¢alismada Ogretmenler program hakkinda
bilgilendirilmediklerini belirtmistir. Programa iliskin herhangi bir bilgilendirme yapilmayan 6gretmenlerin
ozellikle de o yil ilk kez uygulanacak bir dersin programinin uygulanmasi sirecinde sorunlarla karsilasma
ihtimalleri oldukga yiiksektir. Fen programlari ile ilgili yapilan bircok calismada bu gérisi destekler niteliktedir.
Savran, Cakiroglu ve Ozkan (2002), Akpinar, Giinay ve Hamurcu (2005), Oz (2007), Seker, (2007), Yangin (2007),
Kara (2008), Tekbiyik ve Akdeniz (2008) ve Unayagyol (2009) tarafindan yapilan g¢alismalarda, 6gretmenler fen
programlarinin uygulanmasi siirecinde karsilastiklari baslica sorunlardan birisinin program hakkinda yeterince
bilgilendirilmemek oldugunu belirtmistir.

Arastirma sonucunda elde edilen bir diger énemli bulgu ise her ¢ okul grubunda da 6gretmenlerin
tamaminin fen konularinin 3. sinif diizeyinde Fen Bilimleri adi altinda ayri bir ders olarak verilmesini olumlu
bulmalaridir. Alanyazinda bu konuyla ilgili yapilan bircok calismada da benzer bulgular elde edilmistir. Aybek ve
Aslan (2015), Calisoglu, Tortum, Erismis ve Kogyigit (2015), Ciftci, Saban, Giindiiz ve Olag (2015), Unisen ve Kaya
(2015) ve Yildinm ve Glingor Akgilin (2015) tarafindan yapilan galismalarda, 6gretmenlerin Fen Bilimleri dersinin
3. sinif diizeyinde verilmesini olumlu bulduklari belirlenmistir. ilk kez 2014-2015 &gretim yilinda verilmeye
baglanan Fen Bilimleri dersinin uygulandigi ilk yilda dersin uygulayicilari olan 6gretmenler tarafindan olumlu
olarak degerlendirilmesi ise dersin 3. siniflarda verilmesinin ilkokul fen egitimi agisindan dogru bir adim oldugu
seklinde yorumlanabilir. Gérusleri alinan 6gretmenler, 3. sinifta verilen Fen Bilimleri dersinin 6grencilerin fen
bilimlerine olan ilgilerini artirdigini belirtmistir. Yani 6gretmenler, 3. sinif Fen Bilimleri dersinde 6grencilerin fen
bilimlerine olan ilgilerinin Hayat Bilgisi dersine gbore daha fazla oldugunu disiinmektedir. Topal (2009)
tarafindan yapilan g¢alisma da bu gorisiu desteklemektedir. Topal (2009) tarafindan yapilan ¢alismada, sinif
ogretmenleri 6grencilerin fen derslerinde fen konularina olan ilgilerinin hayat bilgisi derslerinde fen konularina
olan ilgilerinden daha fazla oldugunu belirtmistir. Ayrica yine O6gretmenler, 3. sinif Fen Bilimleri dersinin
ogrencileri 4. sinif Fen Bilimleri dersine hazirlayici nitelikte oldugunu belirtmistir. Yani 6gretmenler, 3. sinif Fen
Bilimleri dersinin Hayat Bilgisi dersine oranla 6grencileri 4. Sinif Fen Bilimleri dersine daha iyi hazirladigini
dusinmektedir. Demir (2006) ve Topal (2009) tarafindan yapilan calismalar da bu goérisi desteklemektedir.
Demir’in (2006) yapmis oldugu calismada, sinif 6gretmenlerinin, 6grencileri fen derslerine hazirlamada hayat
bilgisi derslerini yetersiz bulduklari belirlenmistir. Topal'in (2009) yapmis oldugu c¢alismada ise sinif
ogretmenlerine gore hayat bilgisi dersi 6grencileri fen dersine kismen hazirlamaktadir.
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Arastirma sonucunda, dikkat ¢eken bir diger bulgu ise 6gretmenlerin biyik ¢ogunlugunun yol gosterici
olmasi agisindan programda etkinlik érneklerinin olmasi gerektigini diisinmeleridir. Ogretmenler, programda
etkinlik orneklerine yer verilmesinin 6gretme-6grenme ve degerlendirme siireglerini planlamada kendilerine
yardimci olacagini diistinmektedir. 2014-2015 o&gretim yilinda ilk kez uygulanan Fen Bilimleri dersinde,
ogretmenlere programa yonelik bilgilendirmenin yapilmadigi ve derse yonelik 6gretmen kilavuz kitaplarinin da
verilmedigi dusindldiginde; 6gretmenlerin programda etkinlik 6rneklerinin yer almasini istemeleri oldukga
dogal karsilanabilir. Ogretmenlerin, programda etkinlik drnegi istemelerinin nedeni ise bir dnceki programda
yani 2005 Fen ve Teknoloji Dersi Ogretim Programinda 6gretmenlere yénelik bu tiir etkinliklerin yer almasi
olabilir. Cinki Dogan (2009) ve Kurtulus ve Cavdar (2011) tarafindan 2005 programina yoénelik yapilan
¢alismalar, 6gretmenlerin programda yer alan etkinlik 6rneklerine iliskin olumlu duslincelere sahip oldugunu
gostermektedir. Dogan (2009) tarafindan yapilan ¢alismada, 6gretmenlerin programda yer alan etkinlikleri
blylk oranda benimsedikleri ve uygulamaya calistiklari belirlenmistir. Kurtulus ve Cavdar (2011) tarafindan
yapilan galismada ise 6gretmenlerin programda yer alan etkinliklerini ilgi cekici ve kalici 6grenmeyi saglayici
nitelikte bulduklari belirlenmistir.

Ogretmenler genel olarak programi olumlu bulmakla birlikte eksik yénlerinin oldugunu da belirtmislerdir.
Ogretmenler, etkinlik 6rneklerinin programda yer almamasini programin eksik yonlerinden biri olarak
gormektedir. Ogretmenler, 6grencilerin derste &grendiklerini pekistirmelerini saglayacak ogrenci calisma
kitabinin olmamasini da yine programin eksik ydnlerinden biri olarak gérmektedir. Fen Bilimleri Dersi Ogretim
Programina yonelik yapilan bircok calismada da benzer bulgulara ulasimistir. Calisoglu vd. (2015), Ciftci vd.
(2015) ve Yildirim ve Giingdr Akgiin (2015) tarafindan 3. Sinif Fen Bilimleri Dersi Ogretim Programina; Demirtas
vd. (2015) tarafindan da 5. Sinif Fen Bilimleri Dersi Ogretim Programina yénelik yapilan calismalarda,
ogretmenlerin 6grenci calisma kitaplarinin olmamasini 6nemli bir eksiklik olarak gordikleri belirlenmistir.
Ayrica basari diizeyi olarak 6zellikle orta ve alt grup okullarda goérev yapan 6gretmenler, programin bir diger
zayIf yonu olarak ise okullardaki arag-gereg eksikligini belirtmislerdir. Fen programlarina yonelik yapilan bir¢ok
calismada da benzer bulgulara ulasilmistir. Ozdemir (2006), Seker (2007), Kara (2008) ve Boyaci (2010),
tarafindan yapilan calismalarda, 6gretmenlerin okullardaki arac¢ gereg eksikligini programin olumsuz bir 6zelligi
olarak gordikleri belirlenmistir. Alanyazinda fen dersine yonelik yapilan calismalar incelendiginde de
ogretmenlerin fen programlarinin uygulanmasinda karsilastiklari baslica sorunlardan birisinin okullardaki arag
gereg eksikligi oldugu gorilmektedir. Akdeniz vd. (2002), Savran vd. (2002), Oz (2007), Erdem (2009), Unayagyol
(2009), Demirtas (2012), Aybek ve Aslan (2015), Calisoglu vd. (2015), Ciftci vd. (2015) ve Yildirim ve GUngor
Akglin (2015) tarafindan yapilan ¢alismalarda bu gorusili destekleyen bulgular elde edilmistir.

Arastirmada elde edilen sonuglara dayanarak, ilkokul 3. Sinif Fen Bilimleri Dersi Ogretim Programi ile ilgili
herhangi bir bilgilendirme yapilmayan 6gretmenlere yeni programla ilgili hizmet ici egitim seminerleri, kurslari
vb. diizenlenmesi onerilebilir. Ayrica 6gretmenlerin 6nerilerinden de yola cikilarak, 6gretme-6grenme ve
degerlendirme slireclerine yonelik etkinlik o6rneklerinin programa eklenmesi, programi uygularken,
ogretmenlere rehberlik edecek bir 6gretmen kilavuz kitabinin hazirlanmasi ve de 6grencilerin 3. sinif Fen
Bilimleri dersinde 6grendikleri bilgileri pekistirmelerini saglayacak bir 6grenci ¢alisma kitabinin hazirlanmasi
dnerilebilir. Ozellikle orta ve alt grup okullarda gérev yapan ogretmenlerin gériisleri dogrultusunda
getirilebilecek bir diger oneri ise okullardan fen derslerinde ihtiyag duyduklari arag-gereglerle ilgili goruslerin
alinmasi ve bu arag-gereglerin okullara génderilerek okul laboratuvarlarinin yeterli donanima sahip hale
getirilmesi olabilir.

Bilgilendirme
Bu calisma birinci yazarin ikinci yazar danismanhginda hazirlanan doktora tezinden dretilmistir.
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Introduction

The most important professional element determining the functioning of education system and the quality
of service provided are teachers. Whether actions to be taken to improve quality will be successful or not will
be shaped depending on motivation and occupational skills of teachers. In order to raise healthy generations
and to be able to achieve success aimed at education, teachers are expected to have characteristics like having
peace in themselves, showing respect for their occupation, cope with difficulties and have characteristics like
being resilient and being open to new ideas (Kirrmoglu, Yildirrm & Temiz, 2010). Teachers should be aware of
the needs of students, create a positive and supportive classroom environment, have critical thinking and be
able to use different instructional techniques in the classroom, find solutions against problems (Beltman,
Mansfield & Price, 2011). Positive work conditions and a work environment based on cooperation and a strong
support from school administration would change school atmosphere especially in disadvantaged schools and
all efforts improving student-teacher relationship would provide benefit in increasing job satisfaction and
productivity of teachers (Gu & Day, 2013). Therefore, it is important to strengthen the teacher, who is the
building block of the system. Strengthening is used for making people working in an institution more energetic
and motivated (Dogan & Kilig, 2008). Strengthening aims individuals to gain necessary information, skills and
belief to cope with problems emerging in work environments (Altinkurt, Turkkas Anasiz & Ekinci, 2016). Short
(1994) states that it is possible to strengthen teachers by involving them in decision making processes, utilizing
from occupational development opprtunities, autonomy and having characteristics, like occupational self-
efficacy. Teachers will gain strength as they acquire new knowledge and experiences and as they transfer these
experiences and abilities to classroom environment.

As a starting point for teacher strengthening studies, it is an important requirement to increase resilience
characteristics of teachers. Resilience means the coping ability of individuals when they face with a problem
(Strumpfer, 2001). When the literature is reviewed, varying definitions of resilience can be found; a process
bringing coping skills against destructive, stressful or challenging life events (Richardson, Neiger, Jensen &
Kumpfer, 1990), the process of self-actualization and maturation (Higgins, 1994), capacity of resisting to
distress and self-perpetuating (Wolin & Wolin, 1993), individual’s ability to recover himself/herself after facing
difficulties, effectively managing stressful and risky conditions (Goldstein and Brooks, 2005), individuals’
successful recovery after negative effects of situations containing risk and ability of reinstatement (Masten,
2001). While the common point of those definitions is individual’s facing with distress and emphasizing the
coping ability with this stress; there are also definitions as being successful, easily adapting to new situations
and the skill of social adaptation (Luthar & Cicchetti, 2000), successful adaptation capacity of the individual
despite difficult or threatening conditions (Masten, Best & Garmezy, 1990).

Although the structure of resilience is a structure which has been investigated since 1970s (Luthar, Cicchetti
& Becker, 2000), what attracts attention is that in studies examining resilience especially in the context of
disadvantaged groups and school, the concept of academic resilience is used. Within this context, in school-
based resilience studies, not only strengthening the resilience of the student but also strengthening the
resilience of the teacher along with a whole school approach comes to the forefront (Henderson and Milstein,
2003). Resilience of teacher is defined by Bobek (2002) as a dynamic process arising from the interaction of
teacher and environment over time. In another definition, Patterson, Collins and Abbott (2004) explain teacher
resilience as teachers’ use of occupational skills effectively despite difficult conditions in order to reach the
purposes of the school. Day and Gu (2014) explain that teacher resilience is not only a capacity to cope with
difficult conditions but also has a meaning of having characteristics necessary for strong commitment to
occupation, occupational self-efficacy and motivation to encourage students for achievement. Brunetti (2006)
defines teacher resilience as teachers’ continual commitment towards teaching process despite difficult
conditions. Henderson and Milstein (2003) describe teacher resilience as coping with stressful conditions and
capacity for adaptation, being able to improve social, academic and occupational competence when facing with
stressful conditions or under daily life stresses.

Studies related to resilience emphasize the necessity of investigating the risk factors that caus the negative
conditions in which the person faces and the protective factors which help the individual remain standing
under difficult conditions (Kumpfer, 1999; Luthar, Cicchetti & Becker, 2000; Rutter, 1990). Risk factors are
described as stressful situations increasing the possibility of emergence of negative conditions (Kumpfer, 1999;
Richardson, Neiger, Jensen & Kumpfer, 1990; Richman & Fraser, 2001). Risk factors could be biological or
genetic, but they can also arise from environmental factors and could also be the combination of both factors
(Richman & Fraser, 2001). Low socioeconomic level, poverty, domestic pressure and violence, educational level
of parents, structural disorders and disease symptoms in parents, premature birth, divorce, maltreatment,
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parenting at an early age, homelessness, natural disaster or war can be given as examples of risk factors
(Masten, 2001; 2014; Rutter, 1990; Werner & Smith, 1992; 2001). As examples of risk factors teachers face
with; disadvantaged students, negative student behaviors, having difficulty in classroom management, non-
supportive administration, insufficiency of equipment, negative relationships with parents of students and
colleagues, disadvantaged geographical location of the school, heavy work load and insufficient time can be
given (Beltman, Mansfield & Price, 2011; Day, 2012; Kaldi, 2009; Sinclair, 2008).

In resilience approaches, the focus point is on the description of protective factors which help to protect
individuals from negative effects of risk factors (Masten, Cutuli, Herbers & Reed, 2007). Protective factors are
described as situations which decrease negative effects of risk factors, increase welfare in stressful and tough
living conditions (Kiplinger & Browne, 2014) and at the same time developing healthy adaptation and
competences of individual (Masten, 1994). Individual characteristics which can be approached as protective
factors are characteristics like social competence, communication skills, sense of humor, internal locus of
control, self-efficacy, problem solving skills, autonomy, sense of future and purpose (Benard, 2004; Giirgan,
2006; Henderson & Milstein, 2003; Masten, Best & Garmezy, 1990; Rutter, 1985; Waters & Sroufe, 1983).
Protective factors other than individual characteristics and related to the environment of the individual can be
given under the headings of family, school and society (Dryden, Johnson, Howard & McGuire, 1998; Masten,
Best & Garmezy, 1990; Rutter, 1985; Werner & Smith, 1992; 2001). According to Howard and Johnson (2004),
commitment to the institution, belief in self-efficacy, support of family, friend, colleague and administration
function as protective factors in teachers. Behaviors of administration and the work environment are stated to
have protective roles in the sustainability of teacher resilience (Brunetti, 2006; Riolli & Savicki, 2003). In easily
recovering from difficult conditions teachers face and their successful adaptation to changes, mutual
supportive personal, occupational and peer/colleague relationships play an important role (Sammons, Day,
Kington, Gu, Stobart & Smees, 2007). According to Howard and Johnson (2004), protective factors which affect
the lives of teachers have a learnable, sustainable and improvable characteristic. Teachers can have job
satisfaction and fulfill their responsibilities by this way (Brunetti, 2006).

The Necessity to Develop Protective Factor Scale for Primary School Teachers

When related literature is reviewed, it can be seen that existing measurement tools focus on adults, family,
bilateral relations (couples relationships) or students and there are resilience measurement tools focusing on
the investigation of structure of resilience and can be used culturally in child and adolescent studies
(Arastaman, 2011; Aydogan, Terzi, Esici & Tomar, 2012; Gizir & Aydin, 2006; Ozcan, 2005), in couples and
families (Aydogan, 2014; Kaner & Bayrakl, 2010), in adults (Baruth & Carroll, 2002; Basim & Cetin, 2011;
Connor & Davidson, 2003; Glrgan, 2006; Savi Cakar, Karatas & Cakir, 2014; Terzi, 2006; Wagnild & Young,
1993). However, the measurement tools towards improving resilience characteristics of teachers are little if
any (Tagay & Demir, 2016).

In order for individuals to be successful in their occupational and private lives, it is important to know risks
and protective factors they have to show resilience characteristics. In this way, negative effects of risk factors
could be reduced; protective factor characteristics can be improved. Although there are no certain criteria that
could be used when defining a variable as a risk factor or as a protective factor, it can be seen that both
concepts are approached from individual, familial or environmental frames and their classifications look like
each other (Coleman & Hagell 2007). Cognitive, affective, environmental and social characteristics of the
individual all affect each other and they have a common effect on resilience (Hjemdal, 2007; Werner & Smith,
2001). In many studies, researchers mention about positive effects of individual, familial and social protective
factors under difficult conditions by taking ecological approach into consideration (Fraser, 1997; Pinheiro,
2006; Werner & Smith, 2001). Ecological system approach emphasizes reciprocal interaction of inner and outer
forces affecting behaviors of individuals (Danis, 2006). According to ecological model, in defining the concept of
resilience, environmental/social factors like family and friends take an important place (Ungar, 2013). Ungar
(2012) laid emphasis on approaching resilience with its individual, familial and social dimensions and stated
that the most effective way for the development of the individual is to understand the relationship between
the individual and the environment she/he lives in. Bronfenbrenner (1979) stresses the importance of planning
studies based on ecological approach towards increasing the resilience of individuals by taking into
consideration their values, attitudes and perceptions. Benard (2004) proposes that studies aiming to increase
resilience should be made by taking the interaction of individuals’ self-control mechanisms with environment
into account. It is necessary to determine factors affecting student-teacher resilience and providing a school
atmosphere that will improve this characteristic in order to obtain an effective education (Arastaman, 2011).
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It is obvious that based on the explanations in the related literature, when the social/ecological dimension
of the school is taken into account, interventions and approaches aiming to strengthen teachers could have an
effect directly on students. Accordingly, it is thought that strengthening both individual and environmental
resources of teachers would make an important buffering effect against negative effects of risks at school while
working under difficult circumstances and working with disadvantaged groups. In interventions towards
increasing teacher resilience, it is crucial to determine teachers’ past negative experiences or negative
consequences they are in at present and protective factors that help them cope with those negative
circumstances. In order to investigate and determine the variables which affect life quality of teachers in
individual, institutional and occupational dimensions, it was needed to develop a measurement tool. In this
respect, it is expected from the measurement tool to help determine protective factors which teachers have
and lead the way through increasing resilience for any interaction. The purpose of this study is to develop a
valid and reliable measurement tool in order to determine protective factors that the teachers have within the
context of cultural characteristics.

Method
In this study, the descriptive survey model was used. Survey models are research approaches aiming to
describe a situation or event much the same (Karasar, 2010). The descriptive survey model is a research model
examining the current situations and characteristics of events or entities under their own conditions (Kaptan,
1998). The information about participants, data collection tools and process steps of the study are presented
below.

Participants

The population of the study includes classroom teachers working at primary schools in Efeler District, Aydin
city center. While determining the sample size, the following dimensions were taken into account: When the
sample size is under 300, it should be 5-10 times more than the number of items, when the sample size
exceeds 300, stable results are achieved (Kass & Tinsley, 1979; cited in Can, 2016). Tabachnick and Fidell (1996)
suggest a sample size including at least 300 samples for factor analysis. As a result, reaching at least 300
teachers was aimed and without choosing a sample, the whole population was tried to reach. Totally, 348
teachers were included in the study. Primary school teachers were informed about the study and their consent
was obtained. Personal information about participant teachers was given in Table 1.
Table 1.
Personal Information about Participants.

f % X sd
Gender Female 196 56.30
Male 136 39.10
Total 332 95.40
Age 20-30 age 15 4.30
31-40 age 75 21.60
41-50 age 143 41.10 45.30 .90
51-60 age 96 27.60
Over the age of 61 11 3.20
Total 340 97.70
Professional 0-10 years 27 7.80
seniority 11-20 years 79 22.70
21-30 years 117 33.60 23.10 .94
31-40 years 68 19.50
Over 41 years 5 1.40
Total 296 85.10

When Table 1 is reviewed, in the category of gender, 196 of 332 respondent teachers (56.30 %) were
female, 136 (39.10 %) of them were male. When the age group is reviewed, the distribution is as follows;
between 20-30 age range there are 15 respondents (4.30 %), between 31-40 age range there are 75
respondents (21.60 %), between 41-50 age range there are 143 respondents (41.10 %), between 51-60 age
range there are 96 respondents (27.60 %) and over the age of 61, there are 11 respondents (3.20 %). The mean
age of the participants is x=45.30 and standard deviation is ss=.90. The professional seniority of teachers show
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a distribution as follows; between 0-10 years, there are 27 students (7.80 %), between 11-20 years there are 79
teachers (22.70%), between 21-30 years there are 117 teachers (33.60 %), between 31-40 years there are 68
teachers (19.50 %) and over 41 years there are 5 teachers (1.40 %). Mean professional seniority of participants
is X=23.10 and standard deviation is ss=.94. In the Risk Form applied to participants, there are possible risk
conditions teachers can face in their occupational life. Participants are asked to define risky conditions they
face if there any. The distribution of participants’ answers to the risky conditions they faced in the past about
their occupation is given in Table 2.

Table 2.
Risky Conditions the Teachers Faced in the Past about Their Occupation.
f %
District that threats the security 176 24.40
The school in a disadvantaged position 120 16.60
The students in a disadvantaged situation 97 13.40
The students speaking different languages 90 12.40
A long period of unemployment 69 19.50
Serious problems with parents of students 58 9.50
Serious problems with their colleagues 40 5.50
Frequent change in their place of duty 20 2.70
Damage to personal belongingness by students 20 2.70
Serious conflicts with school administration 9 1.20
Experiencing official investigation 6 .80
Violence from students 5 .60
Total 721 100

When Table 2 is examined, 176 teachers (24.40 %) stated that they worked in a district that threats the
security of teachers. While 120 teachers (16.60 %) stated that the school they work as a teacher has a
disadvantaged position, 97 teachers (13.40 %) stated that there are disadvantaged students in their school and
90 teachers (12.40 %) stated that there are students speaking different languages in their school. 69 teachers
(19.50 %) stated that they experienced a long period of unemployment, 58 (9.50 %) teachers stated they
experienced serious problems with parents of students and 40 (5.50 %) teachers said that they experienced
serious problems with their colleagues. In addition, teachers stated problems like frequent change in their
place of duty (20, 2.70 %), damage to personal belongingness by students (20, 2.70 %), serious conflicts with
school administration (9, 1.20 %), experiencing official investigation (6, .80 %) and experiencing violence from
students (5, .60 %).

Data Collection Tools

In this study, Protective Factor Scale for Primary School Teachers, Risk Form and Personal Information Form
were used as data collection tools. The process steps related to development of the scale and information
about Risk Form and Personal Information Form are presented below:

The Process Steps
In the development process of the Protective Factor Scale, the steps taken are given below:
1. Description of the concept to be measured: Within the scope of this study, protective factor for teachers is
defined conceptually as characteristics which help teachers actualize their occupational purposes and minimize
the effects of negative work circumstances. In this research study, research findings explaining resilience in
teachers (Beltman, Mansfield & Price, 2011; Brunetti, 2006; Day, 2012; Day & Gu, 2014; Gu &Day, 2013;
Henderson & Milstein, 2003; Kaldi, 2009; Riolli & Savicki, 2003; Sinclair, 2008) in literature were used as a base
in defining protective factor characteristics of teachers.
2. Determining the purpose of measurement tool: The scale developed within the scope of the study aims to
determine protective factors that teachers possess.
3. Generating the item pool: While generating the item tool, first of all, protective factor characteristics which
teachers could have were screened using related literature within the scope of an ecological approach (Benard,
2004; Bronfenbrenner, 1979; Ungar, 2012; 2013).

In the second phase, the measurement tools assessing protective factors were investigated. In this phase,
studies on related concepts like protective factors, risk factors, resilience, psychological resilience,
psychological hardiness, strength to recover and measurement tools used in these studies were investigated. In
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this context, Resilience Scale developed by Wagnild and Young (1993), Bruth Protective Factors Inventory
developed by Bruth and Carroll (2002), Connor and Davidson Resilience Scale (2003), California Resilience Scale
High School Verison adapted to Turkish by Ozcan (2005), Resilience Scale developed by Giirgan (2006), Child
and Youth Resilience Scale-CYRM 28 adapted by Aydogan, Terzi, Cakir and Tomar (2012), Student Resilience
Scale developed by Arastaman (2011), Family Resilience Scale developed by Kaner and Bayrakh (2010),
Psychological Resilience Scale for Adults developed by Friborg et. al. (2003) and adapted to Turkish by Basim
and Cetin (2011), Relational Resilience Scale developed by Aydogan (2014), Adult Resilience Scale developed by
Ryan and Caltabiano (2009) and adapted to Turkish by Savi Cakar, Karatas and Cakir (2014), Occupational
Resilience Scale developed by Tagay and Demir (2016) were utilized in the study.

In the third phase, the protective factors were tried to be described via interviews with teachers. 5 primary

school teachers were interviewed. In choosing teachers for interviews, having risk factors like working in
disadvantaged districts, having been investigated before were determined as criteria. Teachers were asked
about what kind of difficulties they have had in their lives and how they have coped with those difficulties.
According to the answers teachers gave, item writing process took place taking into account the difficulties
they have experienced, their coping methods and individual characteristics they have. After completing these
phases, the item pool constituted was placed logically according to literature and sent for expert opinion.
4. Expert Opinion: The content validity, comprehensibility and appropriateness of the items which took place in
the item pool, were investigated by expert opinions. The content validity is described as making a decision
about the representation level of the measurement tool (Tan, 2014, p.188); it is the indicator of whether the
items of a measurement tool are sufficient or not in terms of quantity and quality for measuring what is aimed
to be measured and it can be evaluated with expert opinion (Blyukoztiirk, 2012). For this purpose, opinions of
one assessment and evaluation, two psychological counselling and guidance, one Turkish education and five
curriculum development experts were obtained. In accordance with expert opinions, some items were
excluded from the scale and some items were edited. For example; items of “I can lead forth my students” and
“I feel confident about my occupational skills” were excluded and instead of the item “I have difficulty in
classroom management”, item “l may have difficulty in classroom management” was replaced. The draft scale
prepared was transformed into a 53-item form.

The evaluation of the items in the scale was made appropriate to a 7-point Likert type and graded as
follows; 1: strongly disagree, 2: disagree, 3: mildly disagree, 4: neither agrees nor disagrees, 5: mildly agree, 6:
agree, 7: strongly agree. 7-point Likert type was chosen because in the studies of Preston and Colman (2000),
scales including 2, 3 or 4 choices were found to have least, scales including 5 to 6 choices were found to have
middle and scales consisting of 7-10 choices were found to have highest validity, reliability and user choice
value.

An instruction including why the scale was prepared and answering choices were added and a draft scale
form was obtained. Together with the prepared scale form, Personal Information Form and Risk Form, in order
to determine the risk conditions which teachers have in their own lives were applied to the teachers.

Personal Information Form: In the Personal Information Form, which was prepared by the researchers of the
study, there are questions about gender, age, professional seniority, years of working at the school they are
currently working.

Risk Form: In the Risk Form developed by the researchers, there are risk conditions teachers could face in their
occupational lives. Participants are demanded to state the risky conditions they face if there is any. In order to
make them state how much they are influenced from each condition, a gradation was made (1: did not affect,
2: affected mildly, 3: neither affected nor not affected, 4: affected, 5: affected very much).

5. Conducting Trial Application: In order to conduct trial application of the 53-item draft prepared together
with the Personal Information Form and Risk Form in fall semester of the 2017-2018 education year, focus
group discussions were carried out with eight teachers doing doctorate at Adnan Menderes University
Curriculum and Teaching Doctoral Program. The articipants mainly consisted of primary school teachers.
Teacher interviews lasted about 30 minutes. Teachers were required to read and evaluate the draft form
carefully and according to their suggestions, the items which were difficult to understand were corrected. For
instance, in the Risk Form, some examples were added for some of the items, the statement “l am appreciated
by my students’ parents” was changed into “l win recognition of my students’ parents.”

6. Carrying out the actual application: This application was carried out on 348 primary school teachers. It was
targeted to make the data collection process in all primary schools taking place in Aydin city Efeler district and
totally 21 primary schools were included. All teachers in these schools were tried to reach by face to face
interactions or via school administrators.
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Data Analysis

The prepared draft scale form was applied to 354 primary school teachers working at primary schools of
Aydin city Efeler district in the fall semester of 2017-2018 education year. In the analysis of obtained data, SPSS
23.0 and AMOS 22.0 statistics package programs were used. 5 scales which were detected to be filled up
incompletely, wrongly or randomly were excluded from the study. By doing missing data analysis, the data was
completed with the method of mean value assignment. In order to examine outliers from data, the scores were
transferred into Z scores. A value out of a Z score between -3 and +3 range was excluded. As a result of
excluding totally 6 participants from the study, analyses were conducted with 348 participants. In order to test
validity of the scale, exploratory factor analysis and confirmative factor analysis were conducted. For criterion
validity, General Self-Efficacy Scale and the Pearson correlation coefficient in between were calculated and in
order to test reliability, Cronbach Alpha inner consistency coefficient was found and for test-retest reliability,
Pearson correlation coefficient between two calculations was calculated.

Findings
Findings Related to Construct Validity of Protective Factor Scale for Primary School Teachers

The relevance of the research sample and for factor analysis were examined with Kaiser-Meyer-Olkin (KMO)
and Barlett Sphericity test. In order to evaluate the relevance of data structure for factor analysis, KMO is
expected to be over 0.60. The significance of chi-square statistic calculated is an indicator of the relevance of
data matrix (Blyukoztirk, 2012, p.126). The values obtained from the research is as follows; Kaiser Meyer Olkin
= .92, Bartlett's Test of Sphericity = 9799.75, df=1378. p=.00. In the light of this information, it can be said that
the data obtained is significant. The factors emerged out of the study were subjected to axis rotation. After
rotating the axis, while the load of items over a factor increases, their loads on other factors decrease. In this
way, they find items giving them high correlation and factors can be interpreted more easily (Blytkoéztirk,
2012, p.126). In order to determine factor structure related to the scale, principal components analysis and as a
rotation method, varimax out of vertical rotation methods were chosen.

In exploratory factor analysis, the principal components analysis out of the most used factoring techniques
was utilized. In determining the factor structure of the scale; the factor load value that is .45 or over, difference
between two load values that is at least .10, and eigenvalue of each factor at least 1 were taken into account
(Baylkoztirk, 2012 p.124-125). Besides that, some items were excluded from the scale because of their
insufficiency in terms of number under a factor (i13, i26) or placing the item under a theoretically inappropriate
dimension (i3, i33).

As a result of exploratory factor analysis based on these information, totally 35 items which were not
suitable to the criteria above or inconsistent with each other in terms of meaning or content were excluded
from the scale and the factor analysis was repeated. The scale emerged after exploratory factor analysis
consists of 18 items and explains 62.40 % of the total variance and consists of 4 dimensions. The scree plot
graphic of the scale can be seen in Figure 1.

Eigenvalue
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Component Number
Figure 1. Scree plot

The first dimension explains 20.40 of the total variance about the scale, the second dimension explains
15.07 % of the total variance related to scale, the third dimension explains 13.90 % of the total variance related
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to the scale and the fourth dimension explains 13.01 % of the total variance related to the scale. In multi-
dimensional research designs, it is accepted as sufficient for the explained variance to be in between 40 % and
60 % (Tavsancil, 2005). Within this frame, it could be seen that the contribution of the described factor to total
variance is sufficient. Their factor loads range from .47 to .83. As a result of exploratory factor analysis, in the
four factor scale, the distribution of items to factors was analyzed in terms of content and by taking expert
opinions into account they were named as individual characteristics, job satisfaction, institutional commitment
and perception of administrative support. The findings related to exploratory factor analysis are presented in
Table 3.

Table 3.
Findings Related to Exploratory Factor Analysis.
Individual Job Institutional Perception of Administrative
Dimensions Characteristics  Satisfaction Commitment Support
item35 .83
item34 77
item32 .59
item44 .79
item50 72
item19 .50
item17 .79
item39 A7
item18 .82
item23 .64
item31 .73
item48 .73
item51 .73
item24 .58
item12 77
item22 72
item4 .70
item11 .62
Explained Variance 20.40 15.07 13.90 13.01

Total Variance Explained: 62.40

In order to test four-factor structure obtained from Exploratory Factor Analysis, confirmatory factor analysis
was conducted. The first value to be investigated in the structure emerging as a result of the analysis is p-value.
Although this value is not desired to be significant, p value is usually significant because of the excess of the
number of samples or variables (Cokluk, Sekercioglu & Buytikoztirk, 2010). Therefore, other goodness of fit
indices should be examined. When the ratio of chi-square value to the degree of freedom ( x?/sd) is examined,
this ratio is found as 3.54. If this ratio is in the range of 0-2, it means an excellent fit, if it is between 2 to 3, it
means a good fit and if it is between 3 to 5 it means an average (acceptable) fit (Cokluk et. al., 2010; Hooper,
Coughlan & Mullen, 2008). GFI and CFl value was found as .88, RMSEA value is found as .086. Although these
values are in an acceptable range (Hu & Bentler, 1999), in order to make factor structure fit better,
modification suggestions were examined. Modification suggestions give clues related to executable corrections
for the model to fit better (Kline, 2011, Meydan & Sesen, 2015). When the suggestions are examined,
appropriately to the theoretical structure, correction suggestions came up among error terms of some items
under the first factor (el and e2, el and e5) and among error terms of some items under the second factor (e7
and e9, e8 and el10) and a correction process was conducted. As a result of renewed confirmatory factor
analysis, four-factor structure is presented in Figure 2:
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Figure 2. Confirmatory factor analysis model

When values related to the model emerged after confirmative factor analysis were investigated, it was
found that correlation values range between .43 and .85 between items and the factors they are related with.
Goodness of fit indices related to the model (Bayram, 2013; Byrne, 1998; Cokluk et. al., 2010; Hooper et al.,
2008; Hu & Bentler, 1999; Kline, 2011; MacCallum, Browne & Sugawara, 1996; Schumacker & Lomax, 2010;
Tabachnick & Fidell, 1996) is presented in Table 4:

Table 4.
Findings Related to Confirmatory Factor Analysis.
Statistics Perfect fit Good fit Pre-modification values Post-modification values
X2 /sd 0< x 2/sd<2 2<x 2/sd<3 3.54 2.95
RMSEA O<RMSEA<.05 .05<RMSEA<.08 .08 .07
GFI .95< GFI .90< GFI .88 .90
AGFI .90<AGFI<1 .85<AGFI<.90 .84 .85
IFI .95<IFI .90<IFI .88 91
CFI .95<CFI .90<CFI .88 91

P value of the model obtained as a result of confirmative factor analysis is significant at .00 level. x?/sd ratio
of the model was found as 2.95 (368.91/125 = 2.95). In this framework, because x2/sd ratio is under 3, it can
be said that the fit is at an appropriate level. When RMSEA is examined, a fit index at .07 level is obtained.
Because RMSEA is under .08, it is possible to evaluate fit as good (Cokluk et. al., 2010). A GFl value at .90 means
good fit and an AGFI value at .85 means an acceptable level of fit (Kline, 2011; Schumacker & Lomax, 2010). IFI
and CFl values were calculated as .91 and their fit is accepted as good (Hu & Bentler, 1999; Kline, 2011).

Findings Related to Criterion Validity of Protective Factor Scale for Primary School Teachers

In order to test the criterion validity, General Self-efficacy Scale adapted into Turkish by Aypay (2010) was
used. The relationship of the scale with the General Self-efficacy Scale was examined. The correlation values
between Protective Factor Scale for Primary School Teachers and General Self-efficacy Scale are presented at
Table 5.
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Table 5.
The Correlation Values Between Protective Factor Scale for Primary School Teachers and General Self-efficacy
Scale.

Individual Job Institutional Perception of Protective Factor
Characteristics  Satisfaction Commitment Administrative Scale Total
Support
General Self-efficacy e 3% 18 22% 35*
Scale
p<.01*

Pearson correlation coefficient between mean scores of these two scales was found significant with r=.35,
p<.01. This result means that this scale has a positive and significant relationship with General Self-efficacy
Scale. The highest level of correlation among dimensions was found (r=.44, p<.01) with sub-dimension of
individual characteristics of the scale. Positive, low and significant correlations were found with job satisfaction
sub-dimension at r=.23, p<.01, with institutional commitment sub-dimension at r=.18, p<.01 and with
administrative support dimension at r=.22, p<.01. Absolute value of the correlation coefficient between .70-
1.00 is defined as a high level correlation, between .70-.30 is defined as an average correlation and between
.30-.00 is defined as a low level of correlation (Blyukoztirk, 2012).

Findings Related to the Reliability of Protective Factor Scale for Primary School Teachers

In order to calculate the inner consistency of the scale, Cronbach Alpha values of the total scale and its sub-
dimensions and item total score coefficients were calculated. Cronbach alpha inner consistency coefficient was
calculated as .87 for the total score, .86 for the first sub-dimension, .74 for the second sub-dimension, .78 for
the third dimension and .72 for the fourth dimension. When corrected item total correlation was examined for
each item, it was seen that they ranged between .33 and .67. It can be asserted about item total score
correlation that the items at .30 or over can differentiate individuals at a desirable level (Blyukoéztiirk, 2012,
p.183).

Four weeks after the first application of the scale, it was applied to 38 teachers once again and test-retest
reliability coefficient was calculated for both tests. Test retest reliability coefficient was found .96. This
coefficient is expected to be over .80 or with a more flexible approach, not to be under .70 (Alpar, 2010).
Between two applications, when pearson correlation coefficients were examined for dimensions, it was found
.96 (p<.01) for the first sub-dimension, .98 (p<.01) for the second dimension, .94 (p<.01) for the third
dimension and .97 (p<.01) for the fourth sub-dimension. Thus, despite the time period passed, findings
obtained from the individuals were found to be consistent. Starting from these findings, it can be asserted that
the scale obtained is sufficiently reliable.

Validity and reliability analysis results of the scale show that the scale can be a measurement tool that can
be used to determine protective factors primary school teachers have. The scale consists of 18 items and has a
four-factor structure. These factors are named as individual characteristics (occupational self-perception and
perception of competence), job satisfaction, institutional commitment/belongingness, perception of
administrative support. The scale is a 7-point Likert-type degraded as 1 (strongly disagree) to 7 (strongly agree).
The lowest possible score of the scale is 18 and the highest possible score of the scale is 126. tem examples of
the dimensions are presented in Table 6:

Table 6.
Item Examples from the Scale.
Individual Characteristics: Occupational Self- | feel confident about my abilities. (item 44)
Perception and Perception of Competence | like the characteristics | have. (item 50)
Job Satisfaction | believe that the job | chose is appropriate to my personal
characteristics. (item 17)
I would choose the same job if | had to. (item 39)

Institutional Commitment/Belongingness | feel myself belonging to the school | work. (item 24)
| feel myself peaceful at my school. (item 51)
Perception of Administrative Support | receive feedback from school administration so that | can

improve myself. (item 4)
| feel fair when tasks are distributed at my school. (item 12)
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Discussion and Conclusion

The purpose of this study is to develop a valid and reliable measurement tool in order to determine the
protective factors primary school teachers have. As a result of the analyses conducted, it was found that the
scale presents a four-factor-construct. These factors are titled as individual characteristics (occupational self-
perception and perception of competence), job satisfaction, institutional commitment/belongingness,
perception of administrative support. When similar measurement tools are examined, it can be seen that in
Resilience Scale developed by Giirgan (2006), an eight factor structure is noticeable including being strong,
being assertive, being optimistic, developing relationships, foresight, attaining goals, leading and being
investigator. In Bruth Protective Factors Inventory developed by Baruth and Carroll (2002), a four-protective-
factor- construct emerged including agreeable personality, supportive environment, less stress factors and
balancing experiences. In Psychological Resilience Scale for Adults adapted into Turkish by Basim and Cetin
(2011) consists of six sub-dimensions including self-perception, sense of future, structural style, social
competence, familial adjustment and social resources.

Individual characteristics dimension emerged in the scale structure (occupational self-perception and
perception of competence) come out as an important factor in teachers’ coping with stress and difficulties they
experience in school. In many research studies, it is emphasized that individual characteristics play an
important role in increasing resilience of individuals and individual characteristics like self efficacy, problem
solving skills and social competence have protective factor characteristics (Benard, 2004; Giirgan, 2006;
Henderson & Milstein, 2003; Masten, Best & Garmezy, 1990). Teachers’ perception of competence related to
the occupation also functions as a protective factor to increase teacher resilience (Day & Gu, 2014; Howard &
Johnson, 2004). Perception of high competence about teaching and having self-confidence about teaching skills
also play an important role in teacher resilience (Mansfield, Beltman, Price & McConney, 2012). Tschannen-
Moran, Woolfolk Hoy and Hoy (1998) argues that whether it depends on an objective evaluation or not, when
teachers believe that they have effective teaching skills, their perception of professional competence and their
commitment to occupation becomes stronger.

Another sub-dimension of the scale appears as job satisfaction. Stanford (2001) states that resilient
teachers are individuals whose job satisfaction is high and can get support from the people around them.
According to Youssef and Luthans (2007), there are significant relationships between resilience and job
satisfaction. It is crucial for teachers to establish satisfying relationships in their job and in their family life to
get pleasure out of life and to look at the future with hope in order to have resilient individual characteristics
(Irmak & lIzgar, 2015). Teachers whose job satisfaction are high have a positive classroom climate and can cope
with difficult conditions more easily (Grayson & Alvarez, 2008).

It is supported by some studies that institutional commitment/belongingness characteristic, which is
another sub-dimension, functions as a protective factor. These studies reflect that there is a significant
relationship at the same direction between resilience of individuals and their institutional commitment (Geng,
2014; Howard & Johnson, 2004; Yelboga, 2006; Youssef & Luthans, 2007). It is argued that resilient individuals
can cope more easily with stressful conditions they face and their sense of commitment to their institutions will
be higher (Cetin & Basim, 2011).

Another factor structure emerging from the scale is the perception of administrative support. In many
studies, it is emphasized that teachers’ being in supportive relationships with their colleagues and
administration in the schools they work has a promoting effect on their occupational lives (Brunetti, 2006; Gu
& Day, 2013; Riolli & Savicki, 2003; Sammons, Day, Kington, Gu, Stobart & Smees, 2007). Howard and Johnson
(2004), in their studies, stated that teachers share not only their problems but also their life experiences with
their colleagues with whom they established a supportive relationship and this makes them feel relaxed during
the day and cope with the stress more easily. Tait (2008) underlines that social and emotional support and
communication skills have great importance in minimizing the negative effects of stress and developing
resilience. Sezgin (2012) states that teachers can show a higher level of resilience in a school environment that
ensures them to participate in decision making processes, based on trust and cooperation is supported.

In order to test the criterion validity, the relationship of the scale with the General Self-Efficacy Scale was
investigated and it was found that the scale had a positive and significant relationship with the General Self-
Efficacy Scale. The highest relationship between dimensions was about individual characteristics sub-
dimension. Because self-efficacy is an individual characteristic which has a protective function, it is an expected
result that it presents a higher relationship with individual characteristics. For the criterion validity, General
Self-Efficacy Scale was used because in many studies self-efficacy presents a protective function and self-
efficacy is higher in resilient individuals (Benard, 2004; Castro, Kelly & Shih, 2009; Gizir, 2004; Girgan, 2006;
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Henderson & Milstein, 2003; Masten, 2014; Masten, Hubbard, Gest, Tellegen, Garmezy & Ramirez, 1999;
Tschannen-Moran & Woolfolk Hoy, 2007; Tait, 2008; Terzi, 2008).

When the analyses related to reliability of the scale were investigated, Cronbach alpha inner consistency
coefficient was found .87; test-retest reliability coefficient is found .96. As a result, it can be stated that the
scale obtained is a valid and reliable measurement tool for determining the protective factors teachers have.

In spite of the negativities teachers could face, resilience has an important function in ensuring
communication between teachers and their students, maintaining the education successfully and high
occupational performance teachers attain (Ocak & Guler, 2017). Just as mentioned in the literature, the
resilience of individuals is affected by many individual, familial and environmental factors. Individual and
occupational protective factor characteristics which they have are important in increasing resilience of
teachers. Therefore, in determining these characteristics of teachers, the developed measurement tool can be
used. It is thought to be important to develop programs which will increase teachers’ protective factor
characteristics and resilience, to conduct studies which reinforce teachers and to use measurement tools
developed to evaluate efficiency of those programs and studies.

Limitations of the Study and Suggestions for Future Studies

This study was conducted with teachers working at primary schools in Aydin city Efeler district. Within the
scope of validity studies of the measurement tool which is planned to be developed, exploratory and
confirmatory factor analyses were conducted with the same sample. Validity and reliability results obtained
from the study are limited to the sample of the study. Repeating validity and reliability analyses in studies
which will be conducted with teachers working in different branches and working conditions would contribute
to the understanding of teachers’ protective factor characteristics and conceptual structure of the teacher
resilience and to the increment of availability of the measurement tool.

The difficulty experienced in achieving teachers is another limitation of the study. In the study, it was aimed
to reach all primary schools in Aydin city Efeler district and about five hundreds forms were given to the
primary school teachers at 21 primary schools. While responses from some teachers were obtained through
face to face application of the scale and answers were taken spontaneously, others were reached through
school administrations. In both situations, some of the forms returned unanswered. Therefore, encouraging
teacher participation in studies regarding teachers might increase the efficiency of these studies. Finally,
although parent and student relationships are seen as an important dimension affecting occupational
motivation of teachers, no dimension measuring this characteristic emerged in the scale. So, the measurement
tools which will to be developed might focus on shareholder interactions.
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TURKCE SURUM

Giris

Egitim sisteminin isleyisini ve verilen hizmetin niteligini belirleyen en 6nemli profesyonel 6ge
ogretmenlerdir. Niteligin gelistiriimesi i¢in atilacak adimlarin basariya ulasip ulasmamasi 6gretmenlerin
motivasyonlari ve mesleki becerilerine bagl olarak sekillenmektedir. Saghkli bireyler yetistirebilmek ve egitim
ogretimde hedeflenen basarilara ulasabilmek icin 6gretmenlerin kendileriyle barisik olmalari, mesleklerine
saygl duymalari, zorluklarla miicadele etmeleri, dayanikl, yeniliklere agik olma gibi 6zellikler tasimalari beklenir
(Kinmoglu, Yildinm & Temiz, 2010). Ogretmenler; dgrencilerin ihtiyaclarinin farkina varabilmeli, olumlu ve
destekleyici bir sinif ortami olusturabilmeli, elestirel diistinebilmeli ve sinifta farkli 6gretim tekniklerini
kullanabilmeli, problemlere ¢6ziim yollar gelistirebilmelidir (Beltman, Mansfield & Price, 2011). Olumlu ¢alisma
kosullari ve isbirligine dayanan calisma ortami ve gicli yonetim destegi, Ozellikle dezavantajli konumda
bulunan okullardaki okul iklimini ve 6grenci 6gretmen iliskisini gelistirici cabalarin tim{ 6gretmenlerin is
tatminini ve verimliligini artirmaya yarar saglamaktadir (Gu & Day, 2013). Bu nedenle sistemin yapitasi olan
o6gretmeni giglendirmek onemlidir. Gliglendirme, bir kurumda galisanlarin daha enerjik hale getirilmesi, motive
edilmesi anlaminda kullaniimaktadir (Dogan & Kilig, 2008). Guglendirme, bireylerin ¢alistiklari ortamlarda
ortaya c¢itkan sorunlarin Ustesinden gelmek igin gerekli bilgi, becerilere ve inanca sahip olmalarini
amaclamaktadir (Altinkurt, Ttirkkas Anasiz & Ekinci, 2016). Short (1994), 6gretmenlerin gii¢clendirilmesinin karar
alma sirecine katilim, mesleki gelisim olanaklarindan yararlanma, 6zerklik ve mesleki 6zyeterlik gibi 6zelliklere
sahip olmasiyla mimkin oldugunu belirtmektedir. Ogretmenler, yeni bilgi ve deneyimler edindikce, bu
deneyimleri ve yeteneklerini sinif ortamina aktardikca giiglenecektir.

Ogretmen giiclendirme ¢alismalari icin gikis noktasi olarak, gretmenlerin yilmazlik (resilience) dzelliklerini
artirmaya yonelmek énemli bir gereksinimdir. Yilmazlik, bireylerin bir sorunla karsi karsiya kaldiklarinda onunla
basa cikabilme kabiliyetini ifade eder (Strumpfer, 2001). Alanyazin incelendiginde, yilmazlikla ilgili, yikic, stresli
ya da zorlayici yasam olaylariyla bas etme becerisi kazandiran siire¢ (Richardson, Neiger, Jensen & Kumpfer,
1990), kendini gerceklestirme ve olgunlasma sireci (Higgins, 1994), sikintiya dayanma ve kendini yenileme
kapasitesi (Wolin & Wolin, 1993), bireyin yasaminda karsilastig1 gicliikler karsisinda kendini toparlayabilmesi,
stresli ve riskli durumlari etkili sekilde yonetebilmesi (Goldstein & Brooks, 2005), bireylerin risk iceren
durumlarla karsilastiklarinda bu durumun olumsuz etkilerinden basariliyla kurtulmalari ve 6énceki durumlarina
donebilme yetenegi (Masten, 2001) seklinde tanimlarin oldugu gorilmektedir. Bu tanimlarin ortak noktasi
bireyin bir sikintiyla karsilagsmasi ve bu sikintiyla bas edebilme yetenegini vurgulamasi iken; basarili olma, yeni
durumlara kolay adapte olma ve toplumsal uyum becerisi (Luthar & Cicchetti, 2000), zorlu veya tehdit edici
kosullara ragmen bireyin basarili uyum saglama kapasitesi (Masten, Best & Garmezy, 1990) seklinde
tanimlamalar da yapilmaktadir.

Yilmazlik yapisi 1970’lerden bu yana incelenen bir yapi olmakla birlikte (Luthar, Cicchetti & Becker, 2000)
yilmazligi o6zellikle dezavantajli gruplar ile okul baglaminda inceleyen calismalarda akademik yilmazhk
kavraminin kullanildigi dikkat cekmektedir. Bu baglamda okul temelli yilmazlik g¢alismalarinda yalnizca
o6grencinin yilmazhgini giglendirme degil beraberinde tim okul yaklasimiyla 6gretmen yilmazligini gliclendirme
calismalari da 6n plana ¢ikmaktadir (Henderson & Milstein, 2003). Ogretmen yilmazhg Bobek (2002)
tarafindan, 6gretmen ile cevresinin zaman icindeki etkilesimi sonucu olusan dinamik bir slre¢ olarak
tanimlanmaktadir. Bir diger tanimlamada ise Patterson, Collins ve Abbott (2004) 6gretmen yilmazligini,
ogretmenlerin zor kosullara ragmen mesleki becerilerini okulun amaclarina ulasmak icin etkili bir sekilde
kullanmalari olarak agiklamaktadir. Day ve Gu (2014) 6gretmen yilmazhiginin yalnizca zor kosullarla basa ¢ikma
kapasitesi degil ayni zamanda meslege glicli baghlik duyma, mesleki 6zyeterlik ve motivasyon gibi 6grencileri
basariya tesvik etmek icin gerekli 6zelliklere sahip olma anlamina geldigini ifade etmektedir. Brunetti’nin (2006)
tanimlamasinda 6gretmen yilmazligi, 6gretmenlerin zor kosullara ragmen 6gretme siirecine yonelik baglhligini
surdirebilmesi olarak ele alinmaktadir. Henderson ve Milstein (2003) 6gretmen yilmazhgini sikintili durumlarla
basa ¢cilkma ve uyum saglama kapasitesi, stresli durumlara maruz kaldiginda veya giinliik yasam stresi altinda
sosyal, akademik ve mesleki yeterligini gelistirebilme olarak tanimlamaktadir.

Yilmazlikla ilgili calismalar bireyin icinde bulundugu olumsuz kosullarin olusmasina veya devam etmesine
sebep olan risk faktorleri ile bireyin zor kosullar altinda ayakta kalabilmesine yardimci olan koruyucu faktorlerin
arastinlmasinin gerekliligine vurgu yapmaktadir (Kumpfer, 1999; Luthar, Cicchetti & Becker, 2000; Rutter,
1990). Risk faktorleri olumsuz bir durumun ortaya c¢ikma olasihigini artiran sikintih durumlar olarak
tanimlanmaktadir (Kumpfer, 1999; Richardson, Neiger, Jensen & Kumpfer, 1990; Richman & Fraser, 2001). Risk
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faktorleri, biyolojik veya genetik olabilecegi gibi cevresel etmenlerden de kaynaklanabilir ve her iki etmenin
birlesiminden de meydana gelebilir (Richman & Fraser, 2001). Disik sosyoekonomik diizey, yoksulluk, aile igi
baski ve siddet, ebeveynlerin egitim seviyesi, yapisal bozukluklar ve anne babada gorilen hastalik belirtileri,
prematire dogum, bosanma, kétlii muamele, erken yasta anne baba olma, evsizlik, dogal felaket veya savas risk
faktorlerine ornek olarak verilebilir (Masten, 2001; 2014; Rutter, 1990; Werner & Smith, 1992; 2001).
Oretmenlerin karsi karsiya kaldiklar risk faktérlerine érnek olarak, dezavantajli durumda olan égrenciler,
olumsuz 6grenci davranislari, sinif ydonetiminde zorlanma, destekleyici olmayan yénetim, arag gereg yetersizligi,
velilerle ve meslektaslarla olumsuz iliskiler, okulun cografi konum dezavantaji, agir is ylikii ve zaman yetersizligi
(Beltman, Mansfield & Price, 2011; Day, 2012; Kaldi, 2009; Sinclair, 2008) verilebilir.

Yilmazlik yaklasimlarinda, bireyleri risk faktérlerinin olumsuz etkilerinden korumaya yardimci olan koruyucu
faktorlerin tanimlanmasina odaklaniimaktadir (Masten, Cutuli, Herbers & Reed, 2007). Koruyucu faktorler, risk
faktorlerinin olumsuz etkisini azaltan, stresli veya zorlu yasam sartlarinda refahi artiran (Kiplinger & Browne,
2014) ayni zamanda saglkh uyumu ve bireyin yeterliklerini gelistiren durumlar (Masten, 1994) olarak
tanimlanmaktadir. Koruyucu faktérler olarak ele alinabilecek bireysel Ozellikler; sosyal yeterlilik, iletisim
becerileri, mizah duygusu, i¢ kontrol odagi, 6zyeterlik, problem ¢ézme becerileri, 6zerklik, gelecek ve amag
duygusu gibi ozellikler olarak belirtiimektedir (Benard, 2004; Giirgan, 2006; Henderson & Milstein, 2003;
Masten, Best & Garmezy, 1990; Rutter, 1985; Waters & Sroufe, 1983). Bireyin kisisel 6zellikleri disinda kalan,
icinde bulundugu cevreye iliskin koruyucu faktorler ise; aile, okul ve toplum basliklari altinda toplanmaktadir
(Dryden, Johnson, Howard & McGuire, 1998; Masten, Best & Garmezy, 1990; Rutter, 1985; Werner & Smith,
1992; 2001;). Howard ve Johnson’a (2004) gore kuruma baglilik, 6zyeterlik inanci, aile, arkadas, meslektas ve
yonetim destegi 6gretmenlerde koruyucu faktor olarak islev gérmektedir. Yonetimin davranislarinin ve ¢alisma
ortaminin 6gretmen yilmazhginin sirdirilebilmesinde koruyucu bir roli oldugu ifade edilmektedir (Brunetti,
2006; Riolli & Savicki, 2003). Ogretmenlerin karsilastiklari zor durumlardan ¢abuk toparlanma ve degisikliklere
basarili bir sekilde uyum saglamalarinda karsilikli destekleyici kisisel mesleki ve akran/meslektas iliskileri Gnemli
rol oynamaktadir (Sammons, Day, Kington, Gu, Stobart & Smees, 2007). Ogretmenlerin yasamlarina etki eden
koruyucu faktérler, Howard ve Johnson’a (2004) gore Ogrenilebilir, strdurilebilir ve gelistirilebilir 6zellik
gostermektedir. Ogretmenler bu sekilde mesleki doyuma ulasabilir ve sorumluluklarini yerine getirebilir
(Brunetti, 2006).

ilkokul Ogretmenleri icin Koruyucu Faktér Olgegi Gelistirme Gereksinimi

ilgili alanyazin incelendiginde, mevcut élgme araglarinin yetiskinler, aile, ikili iliskiler (cift iliskileri) veya
ogrencilere odaklandiklari, yilmazlk yapisini incelemeye yonelik kulturel olarak kullanilabilecek cocuk ve ergen
galismalarinda (Arastaman, 2011; Aydogan, Terzi, Esici & Tomar, 2012; Gizir & Aydin, 2006; Ozcan, 2005),cift ve
ailelerde (Aydogan, 2014; Kaner & Bayrakh, 2010), yetiskinlerde (Baruth & Carroll, 2002; Basim & Cetin, 2011;
Connor & Davidson, 2003; Girgan, 2006; Savi Cakar, Karatas & Cakir, 2014; Terzi, 2006; Wagnild & Young,
1993) yilmazlik 6lgme araglarinin bulundugu dikkat c¢ekmektedir. Ogretmenlerin yilmazhk &zelliklerini
guclendirmeye yonelik 6lgme araglarinin yok denecek kadar az oldugu (Tagay & Demir, 2016) goriilmektedir.

Bireylerin mesleki ve 6zel yasamlarinda basarili olabilmeleri, yilmazhk 6zelligi gésterebilmeleri igin sahip
olduklar risk ve koruyucu faktorlerinin bilinmesi 6nemlidir. Boylece risk faktorlerinin olumsuz etkileri
azaltilabilir, koruyucu faktor ozellikleri gelistirilebilir. Bir degiskeni risk faktérii veya koruyucu faktor olarak
tanimlarken kullanilabilecek kesin bir kriter bulunmamakla birlikte, her iki kavramin da bireysel, ailesel ve
cevresel acgilardan ele alindigl ve yapilan siniflamalarin birbirine benzer oldugu gorilmektedir (Coleman &
Hagell 2007). Bireyin bilissel, duyussal, cevresel ve sosyal olarak tim 6zellikleri birbirini etkilemektedir ve
yilmazlik Gzerinde ortak bir etkiye sahiptir (Hjemdal, 2007; Werner & Smith, 2001). Bircok calismada
arastirmacilar; ekolojik yaklasimi da g6z 6niinde bulundurarak bireysel, ailevi ve toplumsal koruyucu faktorlerin
zor kosullar altindaki olumlu etkilerinden s6z etmektedirler (Fraser, 1997; Pinheiro, 2006; Werner & Smith,
2001). Ekolojik sistem yaklasimi, bireylerin davranislarina etki eden i¢ ve dis kuvvetlerin karsilikli etkilesimlerine
vurgu yapmaktadir (Danis, 2006). Ekolojik modele goére, yilmazlik kavraminin tanimlanmasinda aile, arkadas gibi
cevresel/toplumsal faktorler 6nemli yer tutmaktadir (Ungar, 2013). Ungar (2012) yilmazligin bireysel, ailesel ve
toplumsal boyutlariyla ele alinmasi gerektigine vurgu yapmis ve bireyin gelisimi icin en etkili yolun birey ile
cevresi arasindaki iliskiyi anlamak oldugunu belirtmistir. Bronfenbrenner (1979), bireyin yilmazligini artirmaya
yonelik calismalarin ekolojik yaklasima dayali olarak, ¢alisma yapilacak bireylerin degerleri, tutumlari, algilari ve
inanglari géz 6ninde bulundurularak planlanmasinin gerekliligi Gzerinde durmaktadir. Benard (2004) yilmazligi
artirmaya yonelik calismalarin, bireylerin 6z kontrol mekanizmasinin gevresiyle etkilesimi dikkate alinarak
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yapilmasini 6nermektedir. Okullarda 6grenci-6gretmen yilmazligina etki eden faktorlerin saptanmasi ve bu
ozelligi gelistirecek okul ikliminin saglanmasi etkili bir egitim 6gretim icin gereklidir (Arastaman, 2011).

ilgili alanyazindaki aciklamalar temel alinarak, okulun sosyal-ekolojik boyutu gdz 6niine alindiginda,
O0gretmenleri guglendirmeye yonelik midahale ve yaklagimlarin dogrudan &grenciler Uzerinde etkisinin
olabilecegi aciktir. Dolayisiyla 6gretmenlerin zor sartlar altinda ve dezavantajli gruplar ile birlikte calisirken hem
bireysel hem de gevresel kaynaklarini gliclendirmenin okulda bulunan risklerin olumsuz etkilerine karsi dnemli
bir tampon gorevi yapacagl disuniilmektedir. Ogretmen yilmazligini artirmaya yonelik olarak yapilacak
girisimlerde 6gretmenlerin gegmiste gegirdikleri olumsuz yasantilar ya da su anda igcinde bulunduklari olumsuz
kosullar ile bu olumsuz kosullarla bas etmelerine yardimci olan koruyucu faktorleri belirlemek 6nem
tasimaktadir. Ogretmenlerin yasam kalitesini etkileyen degiskenlerin bireysel, kurumsal ve mesleki boyutlarda
incelenerek belirlenmesi amaciyla 6lgme aracini gelistirme gereksinimi duyulmustur. Bu anlamda, gelistirilen
olgme aracinin 6gretmenlerin sahip oldugu koruyucu faktorleri belirlemeye yardimci olmasi ve yilmazhgi artirici
her tirla etkilesim adina yol géstermesi beklenmektedir. Bu arastirmanin amaci, kiltirel 6zellikler baglaminda
ogretmenlerin sahip oldugu koruyucu faktorleri belirlemek amaciyla gecerli ve gilvenilir bir 6lgme araci
gelistirmektir.

Yontem

Bu arastirmada betimsel tarama modeli kullaniimigtir. Tarama modelleri, bir durum veya olayi oldugu gibi
betimlemeyi amaclayan arastirma yaklasimlaridir (Karasar, 2010). Betimsel tarama modeli, olay veya varliklarin
mevcut durum ve ozelliklerini kendi kosullarinda inceleyen arastirma modelidir (Kaptan, 1998). Arastirmanin
calisma grubu, veri toplama araglari ve islem basamaklarina iliskin bilgilere asagida yer verilmistir.
Calisma Grubu

Arastirmanin evrenini Aydin ili merkez Efeler ilgesi ilkokullarinda ¢alisan sinif 6gretmenleri olusturmaktadir.
Orneklem biiyiikliigi belirlenirken su 6lgiitler dikkate alinmistir: Orneklem sayisi 300’iin altindaysa madde
sayisinin 5 ila 10 kati arasinda olmasi gerektigi, 6rneklem sayisi 300’U gectiginde kararli sonuglara ulagildig
belirtiimektedir (Kass & Tinsley, 1979; cited in Can, 2016). Tabachnick ve Fidell (1996) tarafindan da faktor
analizi icin en az 300 6rneklem sayisina ulasiimasi 6nerilmektedir. Bu nedenle calismada en az 300 68retmene
ulasmak hedeflenmis ve 6rneklem secimine gidilmeden evrenin tamamina ulasilmaya calisiimistir. Arastirmaya
toplam 348 6gretmen dahil edilmistir. Sinif 6gretmenleri ¢alismaya yonelik olarak bilgilendirilmis ve gondlla
katilimlarinin saglanmasina 6zen gosterilmistir. Calismaya katilan 6gretmenlere ait kisisel bilgiler Tablo 1'de
sunulmustur.
Tablo 1.
Katiimcilara iliskin Kisisel Bilgiler.

f % X SS
Cinsiyet Kadin 196 56.30
Erkek 136  39.10
Toplam 332 95.40
Yas 20-30 yas 15 4.30
31-40 yas 75 21.60
41-50 yas 143 4110 4530 .90
51-60 yas 96 27.60
61 yas ve Ustl 11 3.20
Toplam 340 97.70
Mesleki 0-10 yil 27 7.80
Deneyim 11-20 yil 79 22.70
21-30yil 117 33.60 23.10 .94
31-40yil 68 19.50
41 yil ve Gstl 5 1.40
Toplam 296 85.10

Tablo 1 incelendiginde cinsiyet kategorisine yanit veren 333 6gretmenden 196’sinin (56.30%) kadin,
136’sinin (39.10%) erkek oldugu gorilmektedir. Yas grubu kategorisi incelendiginde dagilimin 20-30 yas
araliginda 15 (4.30%), 31-40 yas araliginda 75 (21.60%), 41-50 yas araliginda 143 (41.10%), 51-60 yas araliginda
96 (27.60%) ve 61 yas ve Usti 11 (3.2%) seklinde oldugu gorilmektedir. Katilimcilarin yas ortalamasi x=45.30 ve
standart sapmasi ss=.90’dir. Ogretmenlerin mesleki deneyimleri ise; 0-10 yil araliginda 27 (7.8%), 11-20 yil
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araliginda 79 (22.70%), 21-30 yil arahiginda 117 (33.60%), 31-40 yil araliginda 68 (19.50%) ve 41 yil ve Ustl 5
(1.40%) seklinde dagilim gostermektedir. Katilimcilarin mesleki kidem ortalamasi X=23.10 ve standart sapmasi
ss=.94'dir. Katiimcilara uygulanan Risk Formu’nda 6gretmenlerin mesleki yasamlarinda karsilasabilecekleri risk
durumlari yer almaktadir. Katihmcilardan karsilastiklari riskli durumlar var ise onlari belirtmeleri istenmektedir.
Katilimcilarin daha 6nce yasadiklarini belirttikleri meslege yonelik riskli durumlara verdikleri yanitlarin dagilimi
Tablo 2.’de sunulmustur.

Tablo 2.
Ogretmenlerin Okul ve Mesleki Baglamda Karsi Karsiya Kaldiklari Risk Durumlari.
f %

Guvenligi tehdit eden bir bolgede galisma 176 24.40
Gorev yapilan okulun dezavantajli konumda 120 16.60
olmasi
Dezavantajli durumda 6grencilerin olmasi 97 13.40
Farkh dilde konusan 6grencilerin olmasi 90 12.40
Uzun sire issiz kalma 69 19.50
Velilerle ciddi sorunlar yasama 58 9.50
Meslektaslarla ciddi catismalar yasama 40 5.50
Gorev yapilan yerin ¢ok sik degismesi 20 2.70
Kln;:lsel 'e§yalar|n Ogrenciler tarafindan zarar 20 270
gérmesi
Okul yonetimiyle ciddi catismalar yasama 9 1.20
Adli sorusturma gegirme 6 .80
Ogrencilerden siddet gérme 5 .60
Toplam 721 100

Tablo 2 incelendiginde 176 (24.40%) 6gretmenin glivenligini tehdit eden bir bolgede calistigini belirttigi
gorilmektedir. 120 (16.60%) 0gretmen gorev yaptiklari okulun dezavantajli konumda oldugunu belirtirken 97
(13.40%) 68retmen calistiklari okulda dezavantajli durumda 6grencilerin oldugunu, 90 (12.40%) 6gretmen farkli
dilde konusan 6grencilerin oldugunu ifade etmislerdir. 69 (19.50%) 6gretmen uzun siire issiz kalma sikintisi
yasadiklarini, 58 (9.50%) 6gretmen velilerle ciddi sorunlar yasadiklarini, 40 (5.5%) 6gretmen meslektaslarla ciddi
sorunlar yasadiklarini belirtmislerdir. Bunlarin yaninda 6gretmenler, gorev yapilan yerin ¢ok sik degismesi (20,
2.70%), kisisel esyalarin 6grenciler tarafindan zarar gérmesi (20, 2.70%), okul yonetimiyle ciddi ¢atismalar
yasama (9, 1.20%), adli sorusturma gegirme (6, .80%) ve 6grencilerden siddet gérme (5, .60%) seklinde sikintilar
yasadiklarini belirtmislerdir.

Veri Toplama Araglari

Bu calismada veri toplama araci olarak ilkokul Ogretmenleri icin Koruyucu Faktér Olcegi, Risk Formu ve
Kisisel Bilgi Formu kullaniimistir. Olgegin gelistiriimesine iliskin islem basamaklari ile Risk Formu ve Kisisel Bilgi
Formu’na iliskin bilgiler asagida yer almaktadir:

islem Basamaklari

ilkokul Ogretmenleri icin Koruyucu Faktér Olcegi’nin gelistiriime siirecinde asagidaki islem basamaklar takip
edilmistir:
1.0l¢iilecek kavramin tanimlanmasi: Bu arastirma kapsaminda kavramsal olarak 6gretmenlerde koruyucu
faktor, 6gretmenlerin mesleki amaclarini gergeklestirebilmesine ve olumsuz calisma kosullarinin etkilerini en
aza indirebilmesine yardimci olan oOzellikler seklinde tanimlanmistir. Arastirmada 6gretmenlerin koruyucu
faktor ozelliklerinin tanimlanmasinda ilgili literatiirde 6gretmenlerde yilmazhgi agiklayan arastirmalar (Beltman,
Mansfield & Price, 2011; Brunetti, 2006; Day, 2012; Day & Gu, 2014; Gu &Day, 2013; Henderson & Milstein,
2003; Kaldi, 2009; Riolli & Savicki, 2003; Sinclair, 2008) temel alinmistir.
2.0Icme aracinin amacinin belirlenmesi: Arastirma kapsaminda gelistirilen dlcek, 6gretmenlerin sahip olduklar
koruyucu faktorleri belirlemeyi amaclamaktadir.
3.Madde havuzunun olusturulmasi: Madde havuzu olusturulurken ilk olarak 6gretmenlerin sahip olabilecegi
koruyucu faktor ozellikleri, ekolojik yaklasim baglaminda ilgili alanyazin (Benard, 2004; Bronfenbrenner, 1979;
Ungar, 2012; 2013) taranarak incelenmistir.
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ikinci asamada koruyucu faktorleri degerlendiren 6lgme araglari incelenmistir. Bu asamada koruyucu
faktorler, risk faktorleri, yilmazlik, psikolojik saglamlik, psikolojik dayaniklilik, kendini toparlama giici gibi iligkili
kavramlara iliskin ¢alismalar ve bu calismalarda kullanilan 6lgme araglari incelenmistir. Bu baglamda, Wagnild
ve Young (1993) tarafindan gelistirilen Psikolojik Dayanikliik Olgegi, Baruth ve Carroll (2002) tarafindan
gelistirilen Bruth Koruyucu Faktérler Envanteri, Connor ve Davidson Yilmazlik Olgegi (2003), Ozcan’in (2005)
Tiirkge’ye uyarlamasini yaptigi California Yilmazlik Degerlendirme Olgegi Lise Versiyonu, Giirgan’in (2006)
gelistirdigi Yilmazlik Olcegi, Aydogan, Terzi, Cakir ve Tomar (2012) tarafindan Tiirkce’ye uyarlanan Cocuk ve
Gengler igin Yilmazlk Olgegi, Arastaman’in (2011) gelistirdigi Ogrenci Yilmazhigi Olcegi, Kaner ve Bayrakl (2010)
tarafindan gelistirilen Aile Yilmazlik Olcegi, Friborg ve arkadaslari (2003) tarafindan gelistirilen, Basim ve Cetin
(2011) tarafindan Tiirkge’ye uyarlanan Yetiskinler icin Psikolojik Dayanikhlik Olcegi, Aydogan (2014) tarafindan
gelistirilen iliskisel Yilmazlik Olgegi, Ryan ve Caltabiano (2009) tarafindan gelistirilen ve Savi Cakar, Karatas ve
Cakir (2014) tarafindan Tiirkce’ye uyarlanan Yetiskin Yilmazlik Olcegi, Tagay ve Demir (2016) tarafindan
gelistirilen Ogretmenler icin Mesleki Dayaniklilik Olgegi’nden faydalaniimistir.

Ugilincti asamada ise dgretmenler ile yapilan gdriismeler araciigiyla koruyucu faktérler tanimlanmaya
cahsiimistir. 5 sinif 6gretmeniyle gériismeler yapilmis, gorisme yapilacak 6gretmenlerin se¢ciminde daha 6nce
dezavantajli bolgelerde ¢alismis olma, sorusturma gecgirme gibi risk faktorlerine sahip olmalar 6l¢iit olarak
alinmistir. Ogretmenlere yasamlarinda ne gibi zorluklarla karsilastiklari ve bu durumlarla nasil basa ciktiklarina
yonelik sorular yoneltilmistir. Ogretmenlerin verdikleri yanitlara gére, yasamig olduklar giicliikler, bu
gicliiklerle basa ¢ikma yontemleri, sahip olduklari bireysel 6zellikler de dikkate alinarak madde yazim sireci
gerceklestirilmistir. Bu asamalarin tamamlanmasiyla birlikte olusturulan madde havuzu alanyazina uygun
sekilde mantiksal olarak yerlestirilmis ve uzman goriisiine sunulmustur.
4.Uzman gériisii: Madde havuzunda yer alan maddelerin kapsam gecerligi, anlasilabilirligi ve uygunlugu uzman
gorisleri ile incelenmistir. Kapsam gecerliligi, 6lgme aracinin temsil etme dizeyi hakkinda bir karara varma
(Tan, 2014, p.188) olarak tanimlanir, bir 6lgme aracinin maddelerinin 6lgilmek isteneni 6lgmede nicelik ve
nitelik olarak yeterli olup olmadiginin géstergesidir ve uzman goérisliyle degerlendirilebilir (Buylikdztirk, 2012).
Bu amacla bir 6lgme ve degerlendirme, iki psikolojik danisma ve rehberlik, bir Tiirkce egitimi ve bes program
gelistirme uzmaninin gorisiine basvurulmustur. Uzman gorisleri dogrultusunda bazi maddeler olgekten
ctkarilmis bazi maddelerde ise diizeltmeler yapilmistir. Ornegin; “6grencilerime liderlik edebilirim” ve “mesleki
becerilerim yoniinden kendime glvenirim” maddeleri c¢ikartilmis, “sinif yonetimini saglamakta zorlanirim”
yerine “sinif yonetimini saglamakta zorluk yasayabilirim” ifadesi kullanilmistir. Hazirlanan taslak o6lgek 53
maddelik bir forma donusturialmustir.

Olgekteki maddelerin degerlendirilmesi 7’li likert tipine uygun olarak 1: tamamen katiimiyorum, 2:
katilmiyorum 3: az katilmiyorum, 4: ne katiliyorum ne katilmiyorum, 5: az katiliyorum, 6: katiliyorum, 7:
tamamen katiliyorum seklinde derecelendirilmistir. 7’li likert tipinin tercih edilmesinde Preston ve Colman’in
(2000) arastirmalarinda 2, 3 ve 4 secenekten olusan olceklerin en distk, 5 ve 6 secenekten olusan oOlgeklerin
orta, 7-10 secenekten olusan 6lgeklerin ise en yiksek gecerlik, glvenirlik ve kullanici tercihi degerlerine sahip
olduklari belirtiimektedir.

Olgegin ne amagla hazirlandigini igeren bir yénerge ve cevaplama secenekleri eklenerek taslak dlcek formu
olusturulmustur. Hazirlanan o6lgek formu ile birlikte Kisisel Bilgi Formu ve 6gretmenlerin kendi yasam
alanlarinda sahip olduklari risk durumlarini belirlemek tizere Risk Formu 6gretmenlere uygulanmigtir.

Kisisel Bilgi Formu: Arastirmacilar tarafindan hazirlanan Kisisel Bilgi Formu’nda 6gretmenlerin cinsiyeti, yasi,
mesleki kidemi, bulunduklari okulda kag yildir gérev yaptiklari sorulari yer almaktadir.

Risk Formu: Arastirmacilar tarafindan gelistirilen Risk Formu’nda mesleki yasamlarinda karsilasabilecekleri risk
durumlari yer almaktadir. Katilimcilardan karsilastiklari riskli durumlar var ise onlari belirtmeleri istenmektedir.
Her bir durumun karsisinda onlari ne kadar etkiledigini belirtmeleri amaciyla derecelendirme yapilmistir (1: hig
etkilemedi, 2: az etkiledi, 3: ne etkiledi ne etkilemedi, 4: etkiledi, 5: ¢cok etkiledi).

5.Deneme uygulamasinin yapiimasi: Olusturulan 53 maddelik taslagin, Kisisel Bilgi Formu ve Risk Formu ile
birlikte deneme uygulamasi icin 2017-2018 egitim 6gretim yili giiz yariyihinda Adnan Menderes Universitesi
Egitim Programlari ve Ogretim Doktora Programi’nda &grenim gérmekte olan sekiz 6gretmenle odak grup
goriismesi yapilmistir. Katiimcilar agirlikli olarak ilkokul égretmenlerinden olusmaktadir. Ogretmenlerle yapilan
goriisme yaklasik olarak 30 dakika stirmiistiir. Ogretmenlerin taslak formu dikkatlice okuyup degerlendirmeleri
istenmis ve Onerileri dogrultusunda anlasiimasinda zorluk yasanan maddelerde dizeltmeler yapilmistir.
Ornegin, risk formunda bazi ifadelerin yanina érnekler eklenmis, “velilerim tarafindan takdir goriirim” ifadesi
“velilerim tarafindan takdir edilirim” seklinde degistirilmistir.

99



Nurtag Ustiindag, Didem Aydogan, Ruken Akar Vural — Uluslararasi Egitim Programlari Dergisi, 8(1), 2018, 83-110

6.Asil uygulamanin yapilmasi: Bu uygulama 348 sinif 6gretmeni Uzerinde gergeklestirilmistir. Veri toplama
surecinin Aydin ili Efeler ilgesi sinirlari igerisinde yer alan tim ilkokullarda gergeklesmesi hedeflenmis ve
toplamda 21 ilkokula ulasiimistir. Bu okullarda gérev yapan tiim ilkokul 6gretmenlerine yiz yiize ve okul
idarecileri araciligiyla ulagiimaya gahsiimistir.

Veri Analizi

Hazirlanan taslak 6lgek formu 2017-2018 egitim 6gretim yili gliz yariyilinda Aydin ili Efeler ilgesinde yer alan
ilkokullarda gorev yapan 354 sinif 6gretmenine uygulanmistir. Elde edilen verilerin analizinde SPSS 23.0 ve
AMOS 22.0 paket programlari kullanilmistir. Eksik, hatali veya rastgele dolduruldugu tespit edilen 5 6lgek
arastirmadan gikarilmistir. Eksik veri analizi yapilarak ortalama deger atama yontemiyle veriler tamamlanmistir.
Veriler Gizerinde aykiri degerleri incelemek icin puanlar Z puanina gevrilmistir. Z puani -3 ile +3 araliginin disinda
olan bir deger veri setinden ¢ikarilmistir. Toplamda 6 katiimcinin arastirmadan gikarilmasi sonucu 348 katilimci
ile analizler yapiimistir. Olgegin gecerligini test etmek amaciyla agimlayici ve dogrulayici faktér analizi
uygulanmistir. Olgiit gecerligi icin Genel Ozyeterlik Olgegi ile arasindaki pearson korelasyon katsayis,
guvenirligini test etmek amaciyla Cronbach alpha ig¢ tutarlilik katsayisi ve test-tekrar-test givenirligi igin iki
olciim arasindaki pearson korelasyon katsayisi hesaplanmistir.

Bulgular
ilkokul Ogretmenleri igin Koruyucu Faktor Olgegi’nin Yapi Gegerliligine Ait Bulgular

Arastirma o6rnekleminin faktor analizi icin uygunlugu Kaiser-Meyer-Olkin (KMO) ve Barlett (Sphericity)
kiresellik testi ile incelenmistir. Faktor analizi icin veri yapisinin uygunlugunu degerlendirmek icin KMO’nun
.60’dan yilksek c¢ikmasi beklenir. Hesaplanan ki-kare istatistiginin anlamli ¢ikmasi, veri matrisinin uygun
oldugunun bir gostergesidir (Bliylikoztirk, 2012, p.126). Arastirmada elde edilen degerler Kaiser Meyer Olkin =
.92, Bartlett's Test of Sphericity= 9799.75, df=1378. p= .00 seklindedir. Bu bilgiler 1s1ginda elde edilen degerlerin
anlamli oldugu soylenebilir. Arastirmada ortaya c¢ikan faktorler eksen doéndirmesine tabi tutulmustur.
Eksenlerin dondurilmesi sonrasinda maddelerin bir faktérdeki yliku artarken, diger faktorlerdeki yikleri azalir.
Boylece faktérler, kendileriyle yiiksek iliski veren maddeleri bulurlar ve faktérler daha kolay yorumlanabilir
(Buylkoztiirk, 2012, p.126). Olcege iliskin faktér yapisini belirlemek amaciyla temel bilesenler analizi ve
doéndirme yontemi olarak da dik dondirme yontemlerinden varimax segilmistir.

Acimlayic faktor analizinde, en sik kullanilan faktérlesme tekniklerinden biri olan temel bilesenler analizi
tekniginden vyararlaniimistir. Olcegin faktdér yapisinin belirlenmesinde; faktér yiik degerinin, .45 ya da daha
yiksek olmasi, iki yiik degeri arasindaki farkin en az .10 olmasi, her bir faktériin 6z degerinin en az 1 olmasi
(Buyukoztiirk, 2012, p.124-125) dikkate alinmistir. Bunun yaninda, bir faktoriin altinda yeterli sayida madde
toplanmadigi (m13, m26), maddenin kuramsal olarak uygun olmayan bir boyuta yerlesmesi gerekgesiyle bazi
maddeler (m3, m33) dlcekten c¢ikariimistir.

Bu bilgilere dayanarak yapilan agimlayici faktor analizi sonucunda, yukaridaki élgitlere uymayan, anlam ve
icerik acisindan birbiri ile tutarh olmayan toplam 35 madde 6lgekten cikarilarak faktor analizi tekrarlanmistir.
Yapilan agimlayici faktor analizi sonucunda elde edilen 18 maddelik 6lgek toplam varyansin % 62.40°ini
aciklamakta ve 4 boyuttan olusmaktadir. Olgcegin scree plot grafigi Sekil 1’de yer almaktadir.

T T T T T T T T T T T T T T T T T T
1 2 3 4 B 3 7 8 @ 10 1 12 13 14 15 16 17 18

Madde Numarasi

Ozdeger

Sekil 1. Scree plot grafigi.
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Birinci boyut 6lgege iliskin toplam varyansin % 20.40"ini, ikinci boyut olgege iliskin toplam varyansin %
15.07’sini, lglincl boyut dlgege iliskin toplam varyansin % 13.90'in1, dérdiincli boyut toplam varyansin %
13.01'ini agiklamaktadir. Cok faktorli desenlerde agiklanan varyansin % 40 ila % 60 arasinda olmasi yeterli kabul
edilir (Tavsancil, 2005). Bu cergevede, tanimlanan faktorlerin toplam varyansa yaptigi katkinin yeterli oldugu
gorilmektedir. Faktor yukleri .47 ile .83 arasinda yer almaktadir. Yapilan acimlayici faktor analizi sonucunda 4
faktorli bir yapiya sahip olan 6lgekte maddelerin faktorlere dagihmi icerik agisindan analize tabi tutulmus ve
uzman gorisleri dikkate alinarak bireysel 6zellikler, mesleki doyum, kurumsal baghhk ve yonetsel destek algisi
olarak isimlendirilmistir. Agimlayici faktor analizine iliskin bulgular Tablo 3’te sunulmustur:

Tablo 3.
Acimlayici Faktér Analizine iliskin Bulgular

Bireysel Kurumsal Yonetsel Destek
Boyutlar Ozellikler Mesleki Doyum Baghhk/Aidiyet Algisi
m35 .83
m34 77
m32 .59
m44 .79
m50 72
m19 .50
m17 .79
m39 A7
m18 .82
m23 .64
m31 73
m48 73
m51 73
m24 .58
m12 77
m22 72
m4 .70
m11 .62
Aciklanan varyans 20.40 15.07 13.90 13.01

Aciklanan toplam varyans: 62.40

Acimlayici faktor analizinde elde edilen dort faktorli yapiyr test etmek amaciyla dogrulayici faktor analizi
yapilmistir. Analiz sonucu ortaya ¢ikan yapida incelenmesi gereken ilk deger p degeridir. Bu degerin manidar
cikmasi istenmemekle birlikte, p degeri 6rneklemin veya degisken sayisinin fazlaligindan dolayi genellikle
manidar ¢ikmaktadir (Cokluk, Sekercioglu ve Blyukoéztirk, 2010). Bu nedenle diger uyum iyiligi indeksleri
incelenmelidir. Kikare degerinin serbestlik derecesine orani ( x?/sd) orani incelendiginde bu oranin 3.54 oldugu
gorilmustdr. Bu oranin 0-2 arasinda olmasi miikemmel uyuma, 2-3 arasinda olmasi iyi uyuma ve 3-5 arasinda
olmasi orta diizeyde (kabul edilebilir) uyuma isaret eder (Cokluk et al., 2010; Hooper, Coughlan & Mullen,
2008). GFI ve CFI degerinin .88, RMSEA degerinin ise .086 oldugu gorilmustir. Bu degerler kabul edilebilir
sinirlar igerisinde yer almasina ragmen (Hu ve Bentler, 1999) faktor yapisinin daha iyi uyum saglamasi amaciyla
modifikasyon 6nerileri incelenmistir. Modifikasyon 6nerileri modelin daha iyi uyum saglamasi icin yapilabilecek
diizeltmelere iliskin ipuclari vermektedir (Kline, 2011, Meydan & Sesen, 2015). Oneriler incelendiginde
kuramsal yapiya uygun olarak; birinci faktér altinda yer alan bazi maddelerin hata terimleri arasinda (h1 ve h2,
h1l ve h5) ve ikinci faktér altinda yer alan bazi maddelerin hata terimleri arasinda (h7 ve h9, h8 ve h10)
dizeltme oOnerileri ortaya c¢ikmis ve dizeltme islemleri yapilmistir. Yenilenen dogrulayici faktér analizi
sonucunda dort boyutlu yapi Sekil 2’de sunulmustur:

101



Nurtag Ustiindag, Didem Aydogan, Ruken Akar Vural — Uluslararasi Egitim Programlari Dergisi, 8(1), 2018, 83-110

m35

=
812
“{

51 @
O
NE m51 13

@

70 &

° ’,60 m22 1%

2
@

m11 (15

Sekil 2. Dogrulayici faktor analizi 6l¢iim modeli

Dogrulayici faktor analizi sonucunda ortaya ¢ikan modele iliskin degerler incelendiginde maddeler ile iliskili
olduklar faktorler arasindaki korelasyon degerlerinin .43 ile .85 arasinda degistigi gorilmustiir. Modele iligkin
uyum iyiligi indeksleri (Bayram, 2013; Byrne, 1998; Cokluk et al., 2010; Hooper et al., 2008; Hu & Bentler, 1999;
Kline, 2011; MacCallum, Browne & Sugawara, 1996; Schumacker & Lomax, 2010; Tabachnick & Fidell, 1996)
Tablo 4’te sunulmustur:

Tablo 4.
Dogrulayici Faktér Analizi Bulgulari.

Modifikasyon Modifikasyon
istatistikler Miikemmel uyum iyi uyum Oncesi Degerler Sonrasi Degerler
X2 /sd 0< x 2/sd<2 2<x 2/sd<3 3.54 2.95
RMSEA 0<RMSEAZ<.05 .05< RMSEA<.08 .08 .07
GFI .95< GFI .90< GFI .88 .90
AGFI .90<AGFI<1 .85<AGFI<.90 .84 .85
IFI .95<IFI .90<IFI .88 91
CFI .95<CFI .90<CFI .88 .91

Dogrulayici faktdr analizinde elde edilen modelin p degeri .00 diizeyinde manidardir. Modele ait x%/sd orani
2.95 (368.91/125 = 2.95) olarak bulunmustur. Bu cercevede x2/sd oraninin 3’iin altinda olmasi nedeniyle
uyumun iyi oldugu ifade edilebilir. RMSEA incelendiginde .07 diizeyinde bir uyum indeksi elde edilmistir.
RMSEA'nin .08’den kiiglik olmasi nedeniyle uyumun iyi olarak degerlendirilmesi mimkindir (Cokluk et al.,
2010). GFI degerinin .90 olmasi iyi uyuma, AGFIl degerinin .85 olmasi kabul edilebilir diizeyde uyuma isaret
etmektedir (Kline, 2011; Schumacker & Lomax, 2010). IFl ve CFl degeri .91 olarak hesaplanmis olup uyumun iyi
oldugu gorilmektedir (Hu & Bentler, 1999; Kline, 2011).
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ilkokul Ogretmenleri igin Koruyucu Faktér Olgegi’nin Olgiit Gegerliligine Ait Bulgular

Olgiit gecerligini sinamak amaciyla Aypay’in (2010) Tiirkge’ye uyarlamasini yaptigi Genel Ozyeterlik Olcegi
kullanilmistir. Olgegin Genel Ozyeterlik dlgegi ile iliskisi incelenmistir. ilkokul Ogretmenleri icin Koruyucu Faktor
Olgegi ile Genel Ozyeterlik Olgegi arasindaki korelasyon degerleri Tablo 5’te sunulmustur.
Tablo 5.
ilkokul Ogretmenleri igin Koruyucu Faktér Olgedi ile Genel Ozyeterlik Olcedi Arasindaki Korelasyon Dederleri.

Bireysel Mesleki Kurumsal Yonetsel Destek  Koruyucu Faktor
Ozellikler Doyum Baghlik Algisi Olgegi Toplam
Genel Ozyeterlik Olcegi 44* .23* .18* 22 .35%

* p<.01*

iki 6lgegin ortalama puanlari arasindaki pearson korelasyon katsayisi r=.35, p<.01 manidar bulunmustur. Bu
sonug 6lcegin Genel Ozyeterlik Olgegi ile pozitif ve anlaml bir iliskisinin oldugunu gdstermektedir. Boyutlar
arasinda en yuksek iliskinin 6lgegin bireysel 6zellikler alt boyutuyla (r=.44, p<.01) oldugu gorilmustir. Mesleki
doyum alt boyutuyla r=.23, p<.01, kurumsal baghlik alt boyutuyla r=.18, p<.01 ve yonetsel destek algisi
boyutuyla r=.22, p<.01 olmak lzere pozitif yonde, disik ve anlaml iligskiler bulunmustur. Korelasyon
katsayisinin mutlak deger olarak .70-1.00 arasinda olmasi ylksek, .70-.30 arasinda olmasi orta,.30-.00 arasinda
olmasi diistik diizeyde iliski olarak tanimlanmaktadir (Blylkoztirk, 2012).

ilkokul Ogretmenleri igin Koruyucu Faktor Olgegi’nin Giivenirligine Ait Bulgular

Olgegin ic tutarligini hesaplamak amaciyla toplam ve alt boyutlarin Cronbach Alpha degerleri ile madde
toplam puan katsayilari hesaplanmistir. Cronbach alpha i¢ tutarllik katsayisi 6lgegin tamami igin .87, ilk alt
boyut icin .86, ikinci alt boyut i¢in .74, lglnci alt boyut igin .78, dordinci alt boyut icin .72 olarak
hesaplanmistir. Her bir maddenin duzeltilmis madde toplam korelasyonu incelendiginde .33 ile .67 arasinda
degistigi gortlmistir. Madde toplam puan korelasyonu ile ilgili olarak .30 ve daha yiiksek olan maddelerin
bireyleri iyi derecede ayirt ettigi sdylenebilir (Blylukoztirk, 2012, p.183).

Olgegin ilk uygulanisindan dért hafta sonra 38 6gretmene yeniden uygulanmasi sonucu bu iki teste iliskin
test tekrar test glivenirlik katsayisi hesaplanmistir. Test tekrar test glivenirlik katsayisi .96 olarak bulunmustur.
Bu katsayinin .80’in lizerinde olmasi daha esnek olarak, 70’in altina diismemesi beklenir (Alpar, 2010). iki
uygulama arasinda alt boyutlarin pearson korelasyon katsayilari incelendiginde, birinci alt boyut igin .96 (p<.01),
ikinci alt boyut igin .98 (p<.01), lglinci alt boyut igin .94 (p<.01) ve dérdiinci alt boyut igin .97 (p<.01) oldugu
gorilmugtir. Boylece kisilerden elde edilen bulgularin gegen zamana nazaran tutarh oldugu gorilmustir. Bu
bulgulardan hareketle elde edilen 6lgegin yeteri derecede giivenilir oldugu ifade edilebilir.

Olcege iliskin gecerlik ve giivenirlik analizi sonuglari dlgegin ilkokul 6gretmenlerinin sahip oldugu koruyucu
faktorleri belirlemede kullanilabilecek bir 8lcme araci oldugunu géstermektedir. Olgek 18 maddeden olusmakta
olup 4 faktorli bir yapiya sahiptir. Bu faktorler bireysel 6zellikler (mesleki benlik algisi ve yeterlik algisi), mesleki
doyum, kurumsal baglilik/aidiyet, ydnetsel destek algisi olarak isimlendirilmistir. Olgek 1 (tamamen
katiimiyorum) ve 7 (tamamen katiliyorum) seklinde derecelendirilen 7’li likert tipi bir 8lgme aracidir. Olgekten
alinabilecek en diisiik puan 18, en yiliksek puan ise 126’dir. Boyutlara iliskin madde 6rnekleri Tablo 6'da
sunulmustur:

Tablo 6.
Olcege iliskin Grnek Maddeler.

Bireysel Ozellikler: Mesleki Benlik Yeteneklerime giivenirim. (madde 44)

Algisi ve Yeterlik Algisi Sahip oldugum ozellikleri begenirim. (madde 50)

Mesleki Doyum Sectigim meslegin kisilik 6zelliklerime uygun olduguna inanirim. (madde
17)
Se¢me sansi verilse yine ayni meslegi secerim. (madde 39)

Kurumsal Baglilik/Aidiyet Kendimi ¢alistigim okula ait hissederim. (madde 24)
Okulumda kendimi huzurlu hissederim. (madde 51)

Yonetsel Destek Algisi Okul yonetiminden kendimi gelistirebilecek geri bildirimler alirim.
(madde 4)
Okulumda goérev dagihmi yapilirken adil davranildigini hissederim.
(madde 12)

103



Nurtag Ustiindag, Didem Aydogan, Ruken Akar Vural — Uluslararasi Egitim Programlari Dergisi, 8(1), 2018, 83-110

Tartisma ve Sonug

Bu galismanin amaci 6gretmenlerin sahip oldugu koruyucu faktorleri belirlemek lizere gegerli ve glivenilir bir
o6lgme araci gelistirmektir. Yapilan analiz sonucunda o6lgegin dort faktorli bir yapi sergiledigi sonucu elde
edilmistir. Bu faktorler; bireysel 6zellikler (mesleki benlik algisi ve yeterlik algisi), mesleki doyum, kurumsal
baglilik/aidiyet ve yonetsel destek algisi olarak isimlendirilmistir. Benzer 6lgme araglarn incelendiginde;
Giirgan’in (2006) gelistirdigi Yilmazlik Olcegi’nde giiclii olma, girisimci olma, iyimser olma, iliski kurma, éngér,
amaca ulasma, lider olma ve arastirici olma olmak Uzere 8 faktorli bir yapi elde ettigi gériilmektedir. Baruth ve
Carroll'in (2002) gelistirdigi Bruth Koruyucu Faktorler Envanteri’'nde uyumlu kisilik, destekleyici ¢evre, az stres
faktorleri, dengeleyici deneyim olmak tzere dért koruyucu faktér yapisi ortaya ¢ikmistir. Basim ve Cetin (2011)
tarafindan uyarlanan Yetiskinler icin Psikolojik Dayanikhlik Olgegi, kendilik algisi, gelecek algisi, yapisal stil,
sosyal yeterlik, aile uyumu ve sosyal kaynaklar olmak Uzere alti alt boyuttan olugmaktadir.

Olgek yapisinda ortaya cikan bireysel 6zellikler (mesleki benlik algisi ve yeterlik algisi) boyutu égretmenlerin
okulda yasadigl zorlanmalar ve guglikler ile basa c¢ikabilmelerinde 6nemli bir faktér olarak karsimiza
cikmaktadir. Birgok arastirmada bireysel 6zelliklerin bireylerin yilmazhigini artirmada 6nemli bir role sahip
oldugundan bahsedilmekte ve Ozyeterlik, problem ¢dzme becerileri, sosyal yeterlilik gibi bireysel 6zelliklerin
koruyucu faktor 6zelligi gosterdigi ifade edilmektedir (Benard, 2004; Girgan, 2006; Henderson & Milstein,
2003; Masten, Best & Garmezy, 1990). Ogretmenlerin meslege yonelik yeterlik algisi da 6gretmen yilmazligini
artirmaya yonelik koruyucu faktér olarak islev gérmektedir (Day & Gu, 2014; Howard & Johnson, 2004).
Ogretmenlige iliskin yiiksek yeterlik algisi ve dgretmenlik becerilerine yénelik 6zgiivene sahip olmanin da
o6gretmen yilmazlhiginda 6nemli bir rolii oldugu belirtilmektedir (Mansfield, Beltman, Price & McConney, 2012).
Tschannen-Moran, Woolfolk Hoy ve Hoy (1998), objektif bir degerlendirmeye gore etkili olsun veya olmasin,
ogretmenler, etkili 6gretmenlik becerilerine sahip olduklarina inanirlarsa mesleki yeterlik algilarinin ve meslege
baghliklarinin daha gii¢lii oldugunu savunmaktadirlar.

Olgegin diger alt boyutu mesleki doyum olarak karsimiza gikmaktadir. Stanford (2001) yilmaz égretmenlerin
mesleki doyumlari ylksek, cevresindeki insanlardan destek alabilen bireyler oldugunu belirtmektedir. Youssef
ve Luthans’a (2007) gére de, yilmazlikla mesleki doyum arasinda anlamli iliskiler bulunmaktadir. Ogretmenlerin
mesleginde ve aile yasaminda doyum saglayici iliskiler kurabilmeleri, yasamdan keyif almalari ve gelecege
umutla bakmalari yilmaz bir birey 6zelligi tasimalari icin dnemlidir (Irmak & Izgar, 2015). is doyumu yiiksek olan
ogretmenler calisma ortamlarinda olumlu bir sinif iklimine sahiptir ve zorlu durumlarla daha kolay basa
¢ikabilmektedir (Grayson & Alvarez, 2008).

Olgegin diger alt boyutu olan kurumsal baglilik/aidiyet 6zelliginin koruyucu faktér islevi gérdigii goriisi
cesitli arastirmalarda desteklenmektedir. Bu galismalar bireylerin yilmazligi ile kurumsal baghhklari arasinda
ayni yoénla ve anlamli iliskinin bulundugunu ifade etmektedir (Geng, 2014; Howard & Johnson, 2004; Yelboga,
2006; Youssef & Luthans, 2007). Yimaz bireylerin karsilastiklari stresli durumlarla daha kolay basa
cikabilecekleri, gorev yaptiklari kurumlara baglilik hissinin de yiiksek olacagl savunulmaktadir (Cetin & Basim,
2011).

Olgekte ortaya cikan bir diger faktdr yapisi ise yonetsel destek algisidir. Bircok arastirmada égretmenlerin
cahstiklari kurumlarda meslektaslariyla ve yoénetimle destekleyici iliskiler icerisinde olmalarinin mesleki
yasamlarini kolaylastirici bir etkiye sahip oldugu vurgusu yapilmaktadir (Brunetti, 2006; Gu & Day, 2013; Riolli &
Savicki, 2003; Sammons, Day, Kington, Gu, Stobart & Smees, 2007). Howard ve Johnson (2004) ¢alismalarinda,
ogretmenlerin destekleyici iliski kurduklari meslektaslariyla yalnizca sorunlarini degil, ayni zamanda yasam
deneyimlerini de paylastiklarini, bunun da kendilerini giin icinde rahatlamis hissetmelerini, stresle daha kolay
basa cikmalarini sagladigini belirtmektedirler. Tait (2008), sosyal ve duygusal destek ile iletisim becerilerinin
stresin olumsuz etkilerini en aza indirmek ve yilmazligi gelistirmek icin blyik 6neme sahip oldugunu
vurgulamaktadir. Sezgin (2012), 6gretmenlerin karar siireglerine katilmalarini saglayan, glivene dayali, isbirligi
ile desteklenen bir okul ortaminda 06gretmenlerin daha ylksek diizeyde yilmazlik gosterebilecegini
belirtmektedir.

Olciit gecerligini test etmek amaciyla dlgegin Genel Ozyeterlik lgegi ile iliskisi incelenmis ve 6lgegin Genel
Ozyeterlik Olcegi ile pozitif ve anlamli bir iliskisinin oldugu sonucuna ulasilmistir. Boyutlar arasinda en yiiksek
iliskinin bireysel 6zellikler alt boyutuyla oldugu gériilmistiir. Ozyeterligin koruyucu islevi olan bireysel bir 6zellik
olmasi dolayisiyla bireysel 6zellikler alt boyutuyla daha yiiksek iliski vermesi beklenen bir sonuctur. Olgiit
gegerligi icin Genel Ozyeterlik Olcegi’nin kullaniimasinin nedeni, pek cok arastirmada 6zyeterligin koruyucu
faktor islevi gordugi ve yilmaz bireylerin 6zyeterliginin yiksek oldugu belirtiimektedir (Benard, 2004; Castro,
Kelly & Shih, 2009; Gizir, 2004; Giirgan, 2006; Henderson & Milstein, 2003; Masten, 2014; Masten, Hubbard,
Gest, Tellegen, Garmezy & Ramirez, 1999; Tschannen-Moran & Woolfolk Hoy, 2007; Tait, 2008; Terzi, 2008)
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Olgegin giivenirligine iliskin analizler incelendiginde Cronbach alpha i¢ tutarlilik katsayisi .87, test tekrar test
glvenirlik katsayisi .96 olarak hesaplanmistir. Sonug olarak elde edilen 6lgme aracinin, 6gretmenlerin sahip
olduklari koruyucu faktorleri belirlemeye yonelik olarak kullanilabilecek gecerli ve giivenilir bir 6lgme araci
oldugu ifade edilebilir.

Karsilasabilecekleri olumsuzluklara ragmen 6gretmenler ve egitim verdikleri 6grenciler arasindaki iletisimin
saglanmasi, egitimin basarili bir sekilde siirdlrilmesi ve 6gretmenlerin mesleki performanslarinin yiliksek
olmasinda 6gretmen yilmazliginin 6nemli bir islevi oldugu dusinilmektedir (Ocak & Giiler, 2017). Bireylerin
yilmazligi ilgili alanyazinda da bahsedildigi gibi bireysel, ailesel ve ¢evresel pek ¢ok faktérden etkilenmektedir.
Ogretmenlerin yilmazliginin artmasinda sahip olduklari bireysel ve mesleki koruyucu faktér 6zellikleri dnem
tasimaktadir. Dolayisiyla 6gretmenlerin bu o6zelliklerinin belirlenmesinde gelistirilen 6lgme aracindan
yararlanilabilir. Ogretmenlerin koruyucu faktér 6zelliklerini ve yilmazligini artirici programlarin gelistiriimesi,
ogretmenleri glclendirme calismalarinin gerceklestiriimesi ve bu programlar ile calismalarin etkililiginin
degerlendirilmesinde gelistirilen 6lgme aracinin faydali olacagi disinilmektedir.

Arastirmanin Sinirliliklan ve Gelecek Arastirmalar igin Oneriler

Bu galisma Aydin ili Efeler ilgesinde yer alan ilkokullarda gorev yapan ilkokul 6gretmenleriyle ylruttilmustir.
Gelistirilmesi planlanan 6lgme aracinin gegerlik ¢alismalari kapsaminda agimlayici ve dogrulayici faktor analizi
ayni orneklemde gergeklestirilmistir. Calismada elde edilen gegerlik ve glvenirlik sonuglar calismanin
ylrataldigu érneklemle sinirhdir. Farkh branslarda ve farkh calisma kosullarinda gérev yapan 6gretmenlerle
ylritilecek ¢alismalarda gecerlik ve giivenirlik analizlerinin yenilenmesi, 6gretmenlerin sahip oldugu koruyucu
faktor ozelliklerinin  ve 6gretmen yilmazliginin kavramsal yapisinin anlasilmasina, Olgme aracinin
kullanilabilirliginin artmasina katki saglayacaktir.

Ogretmenlere ulasmada yasanan zorluk calismanin diger sinirliigi olarak karsimiza ¢ikmaktadir. Calismada
Aydin ili Efeler ilgesinde yer alan tim ilkokullara ulasiimaya galisilmis ve 21 ilkokulda yaklasik olarak bes yiz
form ilkokul 6gretmenlerine dagitilmistir. Ogretmenlerin bir kismindan yiiz yiize uygulama yapilarak aninda
yanit alinmis, bir kismina okul idarecileri araciligiyla ulasilmistir. Her iki durumda da formlarin bir kismi yanitsiz
olarak geri donmistiir. Ogretmenlerle yiiriitilmesi planlanan calismalarda 6gretmenlerin katilimini tesvik
etmek calismalarin verimliligini artirmada yararl olabilir. Son olarak, veli ve 6grenci iliskileri 6gretmenlerin
mesleki motivasyonlarini etkileyen onemli bir boyut olarak gérilmekle birlikte 6lgekte bu oOzelligi 6lgmeye
yonelik bir boyut ortaya ¢ikmamistir. Bu nedenle gelistirilecek d6lgme araglarinin paydas iliskileri boyutuna
odaklanmasi énerilebilir.

Bilgilendirme

Bu calisma birinci yazarin doktora tezinden tlretilmistir. Bu calisma XV. European Conference on Social and
Behavioral Sciences’ta sozIi bildiri olarak sunulmustur.
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Introduction

Considering its usage in the Turkish and English contexts, the word “didactic” does not seem to have any
positive connotations. Expressing an interaction based on a certain discipline between the teacher and the
student, this word is often used negatively in the literature of education research (Kansanen, 1995; Westbury,
2000). As the dominant paradigm in the field of curriculum and instruction, an Anglo-American perspective
appears to dictate the definition of almost all concepts (Pinar, Reynolds, Slattery, & Taubman, 2008; Tahirsylaj,
2017). However, especially in the context of the internationalization of curriculum studies, attempts to
determine new and different perspectives seem to be gaining ground as well. For example, the re-
conceptualization which began to develop at the beginning of the 1970s, the Neo-Marxist curriculum analyses,
critical theory, and poststructuralist curriculum thought, can be given as some examples for these new
perspectives. In addition to these diverse perspectives emerging in the curriculum theory, approaches that are
developed in relation to different philosophical traditions addressing the paradigm of curriculum and
instruction from different angles, especially with regards to the internationalization of curriculum studies have
drawn attention. As such, the didactic tradition dominant in the Continental Europe and Scandinavian
educational thought has been carefully studied as a new venue of research in the field of curriculum and
instruction (Deng, 2015, 2016; Gundem, 2000; Kansanen, 1995; Kiinzli, 1998, 2013; Kruger, 2008; Westbury,
Hopmann & Riquarts, 2000). What is the meaning of this concept attracting such considerable attention in the
field of curriculum and instruction? What does “didactic” really mean and how does it differ from the Anglo-
American curriculum paradigm? When the root and philosophical context of the word “didactic” is examined, it
becomes clear that it is an important conceptual approach that directs the teaching process. It can be
described both as a science that comprises all the variables of the learning and teaching process including the
formal / informal dimension (Dolch, 1965 cited in Gundem, 2000), and as a method used for the formation of
the new generations through education. The origins of this word can be traced back to the ancient Greek word
“didaskein/didaskio” meaning “to be a teacher” or “to teach” (Antel, 1952; Hopmann, 2007). Over time, this
meaning has expanded to include more comprehensive and detailed connotations. When the evolution of this
concept is examined, it can be seen that there is a certain meaning attached to it that has been developing
since the time of Plato and Aristotle, expanded by Thomas Aquinas, Hugh of Saint Victor, Quintillianus,
Comenius and Racitus. In particular, the Didaktika Magna written by Comenius was the first systematic work
on the subject published in Europe (Hopmann, 2007). Unlike his predecessors, Comenius conceptualized
“didactic” as the sequencing of the education process. More recently, in addition to the contributions made by
some German educators like Salzmann and Basedow, Herbart has also made remarkable contributions to the
development of didactic by following in the footsteps of Swiss educator Pestalozzi. However, the development
of a philosophical approach to the didactic perspective, and thus the birth of a rich philosophical socio-
pedagogical orientation has become possible only through Wilhelm Dilthey’s humanist pedagogy. The
theoretical framework of our study is this humanist pedagogy [Geistteswisseschaftliche Padagogik]. This paper
is outlined as a four distinct yet interrelated sections. The first part describes the historical development of
didactic. The second part focuses on the contributions made by Herbartian pedagogy to didactic. The third
section discusses the concept of “Bildung” and its contributions to the didactic perspective in its Diltheyan
sense. The fourth part compares the Anglo-American Curriculum and instruction perspective with that of the
didactic.

Research on Didactic in Turkey

Studies on didactic issues in Turkey focus largely on teacher training and teaching processes. In other
words, they mostly pertain to subject-specific teacher education and the teaching processes of all the subjects.
Regarding the studies that focus on didactic in the context of teacher education, Baki (2010) analyzes didactic
in terms of subject-specific teaching competencies. He underscores the importance of didactic in teaching
subjects, and the relationship between teacher education and subject teaching. However, his study does not
include any discussion of the historical or philosophical contexts, but instead merely focuses on a particular
instructional context. In their study, Yildirnm and Vural (2014) focus on the problem of teacher training and
pedagogical formation (teaching certification), in which didactic is mentioned only once. Under the title
"Finnish Model in Teacher Training," the authors mention didactic as part of Finnish teachers' pre-service
training. The historical, social and philosophical aspects of didactic are not discussed in this study either. Gok
and Erdogan's (2017) study adapted the didactic situations theory to the field of mathematics teaching, as one
strand of the field of general didactics for subject teaching. The subject didactics, one of the two main aspects
of didactics, is a study of different approaches to the teaching of any academic subject. Their study does not
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touch upon the philosophical and historical evolution of didactic either. Another similar study on the theory of
didactic situations was conducted by Bastiirk Sahin, Sahin and Tapan Broutin (2017), who used didactic only as
an approach to teach a subject (mathematics), and did not include any discussions of the developmental
process or historical background of didactic. In the research conducted by Yurdatapan and Sahin (2012),
"didactic transformation theory" was used in the evaluation of teacher knowledge, and the reflection of the
transposed didactic approach, a dominant approach in the French didactic tradition, is emphasized in subject
teaching. An overall analysis of the didactic research literature in Turkey thus indicates that didactic is mostly
used to carry out research on subject teaching or content knowledge, but no conceptual framework is provided
about what didactic really is. Therefore, the current study is expected to fill this extant gap in the Turkish
research literature.

Method

This is a qualitative study that examines the development and origins of didactic in continental Europe.
Qualitative research is generally used for an in-depth study of the facts or phenomena. It aims to describe the
historical roots of didactics and its development in a philosophical context. The main data source for this study
is the related literature. The literature was analyzed via document analysis, which is a qualitative research
method used in analyzing the relevant literature with specific techniques. The method of document analysis
involves the collection of data from written materials containing information on the cases or phenomena
targeted for investigation in a form suitable for the purpose of research (Yildirm and Simsek, 2008). For
document analysis, the literature regarding the specific research problem is of great importance. Obtaining the
related literature according to the purpose of the problem is the first step in document analysis. The books
included in the literature used in this study were obtained by accessing as many original copies as possible, and
certain parts of the works without accessible original copies were used as they pertain to the research
problem. Although indexed journals were preferred as the sources for the cited articles, some web pages were
also utilized. The article searches were based on keywords, and the full-length articles cited in the
bibliographies of the key didactic books were obtained from various university databases. In the research
process, a literature review regarding the research problems was carried out and the necessary resources were
categorized. Each resource was critically read and coded vis-a-vis the research problems. The notes classified
according to the coding were then used in the analysis of each problem. In the document analysis, it was first
tested whether the obtained literature was related to the problems of the research in order to ensure its
reliability and validity. In this process, researchers explored the sources separately, and sought a consensus on
the adequacy of the obtained literature sources. In addition, agreement on the code and the themes revealed
by the research problems was sought. Further consensus was also ensured for the notes taken about the
literature regarding their relevance to the research problems. The research problems of this study are the
following: (1) What trajectory has didactic followed in the historical continuity? (2) What are the contributions
made by Herbartian pedagogy to didactic? (3) How have the relationships of the humanist pedagogy with
didactic developed? (4) What are the similarities and differences between the Didactic tradition and the Anglo-
American curriculum thought? Our study was designed to answer these four questions.

The Evolution of Didactic

Hopmann (2007) proposed a conceptual framework that clearly defines the historical evolution of didactic.
According to this framework, the historical development of didactic was driven by three main concepts which
are ordering, sequencing and selection. The first step in the development of didactic concerns the question of
how to determine the order of the subjects to be taught. In other words, how should the subject be
systematized, and what kind of order should be followed in its presentation to the student? This specific
meaning of the concept is found in the texts by Plato and Aristotle of the Ancient Greece. In the dialogue called
“Meno,” Socrates explains how to solve a geometry problem to a slave. In their dialogue, the only thing
Sokrates does is asking the slave meaningful questions that progress in a certain order. Each answer given to a
question raises another question. While the point made by Socrates here demonstrates the epistemology of
the idealist philosophy, it actually underlines the key dimensions of the teaching process (Jarvis, 2006). When
didactic is approached from Socrates’ perspective, the primary role of the teacher is initiating and facilitating
the interaction between the learner and the content. The content becomes meaningful through the questions
asked by the teacher during the learning process. With its origins in the Ancient Greece, how was the didactic
approach transferred to Europe?
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The heritage of the ancient Greek civilization was transferred to Europe by the Islamic world (Gutas, 1999;
Hodgson, 1974; Makdisi, 1981). In this transfer process, Europe learned about the ancient Greek classics, but
more importantly, it was introduced to the cultural contributions made by the Arab-Andalusians. This heritage
played a significant role in Europe's rise out of its Dark Age (Saliba, 2007). Naturally, European thinkers were
influenced by the Islamic civilization's view of learning and teaching. This influence bears the marks of some
important Middle Age philosophers’ perspectives on the teaching process. In other words, didactic became a
problem of European philosophers in the middle ages. For these philosophers who taught Dominican and
Franciscan schools of thought in the monasteries, didactic played a key role in allowing them to grasp some
difficult and ambiguous issues. One of these philosophers, Hugh of Saint Victor, was one of the first to study
didactic. Hugh describes the teaching process as a disciplined action and emphasizes that learning can take
place only through a disciplined process in a disciplined environment (Hopmann, 2007; Roest, 2000; Rorem,
2009). Another Catholic philosopher, Thomas Aquinas, developed Hugh's thoughts further. In his work titled
“Summa Theologica,” he underscores the importance of the learner’s active role in the learning process, and
defines the teacher as a person helping the student in this process (Copleston, 1962; DeWulf, 1959).

The second step in the evolution of didactic is sequencing, which appeared during the reform era in Europe.
After the Renaissance, especially after the struggle with the church, the events that took place during the
reform era caused the didactic to acquire a new dimension. The bloody fights against the Catholic Church
brought a major breakthrough in terms of the spread of Protestantism. A more important development than
this spread of Protestantism was the quest that began in the field of education and social welfare (Lindberg,
2010). The most important result of this quest was the debate about the nature of the teaching process.
Obviously, the thinker who made the most significant contribution to the didactic thinking of the reform era is
Comenius. This Protestant pastor of the Czech Republic, who lived between 1592 and 1670, is perhaps one of
the greatest thinkers leaving an indelible mark on the history of pedagogy and didactic. For Comenius, who
lived in Europe in a time of a rapid pace of reform, schools were vitally important for the happiness of society
and for the development of Christianity. For Comenius, who saw education as the main driver of social
development, the most urgent problem was the inefficient and useless education delivered at schools. The
most important dilemma of this useless education was the teaching methods. If reforms could be made in
methods, schools could be the places where the light would shine and dissipate the darknesses. As a first step
in solving these problems, he wrote a course book. It is possible to find the earliest foundations of didactics in
this work bearing the name of Orbis Sensualium Pictus. In this book, with short stories, Comenius gradually
introduces the world to young children. Written by him later, and elaborating on the pedagogical principles of
“from closer to farther” and “from known to unknown,” which are used in teaching even today, Didactica
Magna is one of the pioneering books explaining the basic principles of didactic (Leek, 2011; Lukas & Munjiza,
2014). Comenius describes his own didactic system in terms of the interrelationship among three Latin
concepts: Omnes, omnia and omnino (Siljander & Sutinen, 2012). Omnes [Everybody] signifies the school
system. Beginning from childhood, a graded education system must be designed for everybody. Thus, Omnes
means “an individual to be educated.” Omnia means knowledge [everything or all kinds of information]. It is
only possible for individuals to be enlightened if they have knowledge. Omnino [with all perceptions] refers to
the method (Gundem, 1992; Menck, 2014). Therefore, the relationship between the teacher and the learner is
built through knowledge forms the basis of didactic. In this relationship, Comenius views sequencing as the key
concept. The presentation of information to the learner in small pieces and in stages is the essence of
Comenian didactic. Comenius states the basic aims of didactic as follows:

The following must be the primary purposes of our education: finding a teaching method whereby teachers

teach less but learners learn more, and turning the schools into the environments where instead of

noisiness, reluctance, and waste of effort more pleasant time and a definite development prevail. In this
way, the Christian community can be redeemed from the darkness, confusion, and disorder, and reach

light, peace, and order (Comenius, 1907, p.5).

The third step in the evolution of didactic is selection. Didactic constitutes the basis of what to teach
students. However, didactic did not have this meaning until the end of the 18th century and the beginning of
the 19th century. The Seven Year Wars that affected the whole of Europe, followed by the French Revolution
and the Napoleonic wars in the following years led to a debate on what to teach the new generations in order
to help them fight the chaos in Europe. The idea of teaching useful information, as stressed by Comenius,
instead of teaching everything to everyone resulted in an expansion in the meaning of didactic. This idea was
first applied by the Prussians. In the Prussian state, while the education bureaucracy was being created, some
important regulations and directives were made about how teachers were to give lessons and what to look for
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when choosing subjects (Blackbourn, 1998; Levinger, 2000). With these arrangements of the Prussian
education bureaucracy, the first written curriculum was officially created by the state (Hopmann, 2007).
Goodson (2004) and Westbury et al (2016) share the same view, who see the plan [Normalplan fir Gymnasien]
implemented by Prussia right after the Waterloo Battle in 1816 as a comprehensive effort by the state with the
aim of making education a social product. With this plan, curricula were prepared by the government in
accordance with school levels, textbooks were printed, schedules were organized, and some detailed rules
were made regarding the prizes and examinations to be given. Thus, the selection of knowledge was included
among the basic meanings of didactic. Indeed, this was nothing more than asking, in continental Europe, “What
knowledge is of most worth?” which was also asked by Herbert Spencer in the Anglo-Saxon world. For the first
time in continental Europe, education had become a social product and the reconstruction of new generations
by subjecting them to a certain cultural formation (shaping) took place in Germany. The effectiveness and
efficiency of such a formation process is a systemic and structural problem. Didactic attempts to solve this
problem, which is at the nexus of all actions to be performed regarding schools. The basic function of didactic is
to make sure the schools effectively perform their task of shaping the individuals in a cultural, mental and
spiritual sense. However, before this task can be accomplished, this cultural shaping needs to be
philosophically analyzed. This is the point that the concept of Bildung comes into play. This concept, which is
translated in to English simply as “education,” and into Turkish as “terbiye” or “egitim,” is undergirded by some
profound meanings and philosophical implications. Eduard Spranger, a prominent 20th century pedagogue,
defines the concept of Bildung as follows:

"*Bildung' is the formation of an individual's essence which is acquired by cultural influences and which is

homogeneous, structured, and suitable to be developed; this formation of his essence enables the

individual to objectively valuable cultural achieve ments, and it enables him to experience (to comprehend)
objective cultural values. Bildung' "is formation of the individual's essence; for, we would not consider
transient characteristics as "Bildung'... Further, "Bildung' is homogeneous and structured, i.e. manifold and
yet comprehensive. A person with a quite one-sided psychic culture would not be called ‘gebildet'
(educated); but also not the multi-sided one, who is dispersing to all directions without contours and who
has no centre, no firm essence, no form." Real "Bildung' always contains "developmental dispositions and
continuous growth, because principally, it is nothing else than a refined result of development... This
refinement is achieved by cultural influences... By the cultural influences themselves, an objective content
of value is represented..."They enable the person to understand a cultural content on the one hand; on the
other hand, they rouse in himself value-creating forces which again transform understanding and
experience to objective cultural values (achievements)... For these experiencing and creative forces there
must also exist a personal centre, and by relating the cultural values to it in a homogenous way, the raw

individuality rises to a formed individuality or to a fully educated (‘gebildete') personality (Spranger, 1968,

pp.24-26).

During its development in continental Europe, Didactic’s crossing paths with Bildung was quite crucial.
Bildung, as a concept produced in the cultural context of the German pedagogy, has brought the didactic
perspective to a more sophisticated level. At this stage, the significant roles played by Comenius and Wolfgang
Ratke in building the German didactic is of particular notice. Both of them shared the common goal of finding a
method to build the teaching process in an efficient and effective way (Kansanen, 1995). The German didactic
perspective, developing under the leadership of Ratke, gradually assumed a new meaning colored by the
concept of Bildung. This movement, especially guided by the idealistic character of the German philosophy, has
led to the formation of a rich pedagogical accumulation and the development of the different dimensions of
the didactic. In this developmental process, especially the end of the 18th century and the 19th century
witnessed some significant events. This period was crucial in the process of didactic’s integration into the
human sciences or humanist pedagogy. Regarding this process, the first thing to analyze here is Johann
Fredrich Herbart and the Herbartian didactic that was later refined and systematized by his followers.

Herbart and the Herbartian Didactic
Johann Fredrich Herbart (1776-1841) is a systematic and doctrinal philosopher who made a significant
contribution to the development of American pedagogy with his views, and left behind an important didactic
legacy in the history of pedagogy (Hilgenheger, 1993; Gutek, 2013). His most important contribution was
making pedagogy a scientific and systematic field of study, based on the scientific principles applied since
Locke. In other words, he pioneered the formation of the scientific pedagogy. For Herbart, scientific means a
rational, logical and philosophical system. Science is not used here in a positivist sense but in an idealistic
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philosophical context. Undoubtedly, Herbart’s contribution to the field of didactic is his synthesizing the
Bildung concept with didactic, and constructing the theory of an approach called “educative instruction.” The
basic aim of Didactic is to present the teaching process in a rational and logical system, order, and sequencing.
This Bildung process is possible not only by implementing certain technical steps but also providing a
comprehensive structure. That is, didactic must consider some key variables to be able to realize the Bildung.
Egemen (1965) defines three of these key variables as the administration, teaching and discipline.
Administration refers to the child’s protection from all kinds of harmful effects in the school environment,
ensuring obedience, and getting him/her accustomed to a certain organizational order. Teaching refers to all
kinds of actions towards making the child well-behaved, knowledgeable, and skillful. The purpose of teaching,
for Herbart, is to discipline/ educate (Bildung) the child. An education that only provides dry facts without
instilling discipline, making certain habits adopted, and ensuring the learner’s adaptation to the social
environment is not really education. Discipline means that these formative processes of the individual take
place within a certain system. Therefore, it is not possible to talk about any character formation without a
system.

Another remarkable dimension of this theory proposed by Herbart is the system that it introduced to
didactic. Called “Formal Steps,” Herbart outlines a framework to serve the purposes of the Bildung. According
to this framework, for a course to be educative, it needs to include the steps of (1) Preparation, (2)
Presentation, (3) Association, (4) Sistematization, and (5) Application (Herbart, 1904, p.59). These steps
proposed by Herbart for the didactic process were to make teaching both more effective and efficient, which
had been an objective since Comenius’ time. However, the Herbartian didactic, although criticized for limiting
the teaching process to a mechanical dimension and thus killing creativity, achieved something that could not
have been achieved up to that point and transformed didactic into a methodology. In the post-Herbart period,
his followers, especially Tuiskon Ziller, Wilhelm Rein, and Ludwig Striimpell made great contributions to the
improvement of the Herbartian didactic theory. While it was later overshadowed by the Work School
(Arbeitschule) especially from the 20th century onwards, thanks to this humanist pedagogical reinterpretation,
it achieved the recognition it deserved. Approached as a certain technical process by Herbart, Didactic assumed
a deeper philosophical character as illuminated with the humanist pedagogy. This philosophical character
contributed to an effective and in-depth debate of a wide range of educational concepts, while paving way for
the growth of diverse didactic perspectives. Wolfgang Klafki and Eric Weniger, two of the most influential
didactic theoreticians of the 20th century, are among the most distinguished architects of this process. Wilhelm
Dilthey and his approach to human sciences contributed to the birth of a new pedagogical tradition: humanist

pedagogy.

Humanist Pedagogy and Didactic

Arguably, the most important point in the historical development of the didactic approach is its integration
into the German pedagogy. Indeed, a critical analysis of the history of pedagogy reveals that the German
pedagogy followed a different course in the evolution of education as a science distinct from philosophy.
Notably, this line of development of the German pedagogy created the basis for a strong pedagogical discourse
that had a clear impact on the American pedagogy in the 1875-1925 period (Gutek, 2013; McNeil, 2015; Ohles,
1978). The development of the humanist educational science is vital to understand the roots of Didactic, since
the most fruitful interaction of Didactic with Bildung was enabled by the humanist pedagogy, even if it was
adopted by different schools of thought in the 20th century.

While the humanist pedagogy has deep philosophical roots, its major development occurred in the 1910-
1920 period. The humanist pedagogy, based on the philosophical-historical work of Friedrich Schleiermacher
(1768-1864) and Wilhelm Dilthey (1833—1911), was intellectually refined into a more systematic structure in
this period. Therefore, while its systematization was realized in the early 20th century, this pedagogical
approach was dominant in the 19th century Germany. Contributing to the formation of a very important
tradition, the humanist pedagogy also contributed to the creation of a rich perspective within the Didactic
tradition. Herman Nohl, Theodor Litt, Eduard Spranger, Wilhelm Flitner and Erich Weniger are some of the
leading pedagogues and didacticians of this humanist school. Nohl and Weniger’s followers Wolfgang Klafki and
Klaus Mollenhauer, who represent another branch of this school called “Goéttingen School,” are some of the
first names that come to mind regarding Didactic (Biesta, 2013; Van Manen, 2015; Wulf, 2014). Tréhler (2003)
explains the developmental process of humanistic pedagogy [Geisteswissenschaftliche Padagogik] on the basis
of some factors like institutional literature and scientific publishing. The strongest among these factors is the
central role played by idealist philosophy in the German philosophical tradition. The strong effect of idealism
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on the German literature, and its treatment of humans as spiritual beings had a significant impact on the
evolution of humanist pedagogy. Particularly, Wilhelm Dilthey’s conceptualization of it brought a new
dimension to the development of this tradition. Therefore, Dilthey’s interpretations can be said to lie at the
heart of the humanist pedagogy and Didactic. Dilthey reinterpreted the idealistic philosophy with a historical
and human-centered perspective. According to Dilthey, the human is a historical, social and cultural entity, and
therefore, understanding the human can only take place in a historical, social and cultural context. The main
characteristic that makes a human a human is his/her historical entity. All artifacts [artificial facts] produced by
man, that is, language, art, philosophy, law, literature, and education, only have meaning in a certain socio-
cultural context with their specific historical time frame and historical identity attached to them (Bulhof, 1980).
Education and all concepts related to education are a part of this world of meaning as well. Pedagogy has an
important place in the human sciences because it refers directly to the human being - with sorrows, pains,
worries and joys. Therefore, for Dilthey, pedagogy is not a natural science but a human science. With this
perspective, he vehemently opposes to the classical positivist definition of humans and science. For Dilthey, the
task of the pedagogy is to determine how homogeneous the structure within which a historical social reality
emerges at a specific time is, to identify the nature of the elements that affect it based on the contributions of
these elements to the formation of this homogenous structure, and to discover the unique dimensions of this
social historical reality by defining the factors governing its development. Only in this way the human nature
can be understood, and the effect of all the artifacts on the human can be analyzed. It can be used to examine
the context of student and teacher relations in the class, as well as the elements that influence the
actualization of the didactic process. As the key concerns of Didactic, the selection of content to be taught, the
systematization of the content, and the learning of it through interactions with the students are also among the
most important issues that such a human sciences pedagogy emphasizes. Curricula and textbooks, which guide
the teaching process in schools, are prepared by adults on the basis of certain ideological and ethical beliefs,
determining the way schools educate the future citizens. The analysis of this process in terms of the learner,
the content and the teacher, should be carried out philosophically. The method used here is hermeneutic.
Thus, human sciences pedagogy accepts hermeneutics as its primary method. The humanist pedagogy
describes all its concepts, including didactic, from this hermeneutical perspective. The definition of education
by Herman Nohl, who has an important place in this tradition, aligns with this perspective as well. According to
Nohl (1949), education is the relationship between an adult and a developing entity that perceives and shapes
its own life. Once education has been defined in this way, the didactic perspective becomes clearer. With this
definition of education, Nohl (1949) manifests his belonging to a different philosophical world. However, a
different philosophical world is also present in the Anglo-American curriculum and instruction field. These two
traditions try to solve similar problems with different questions.

Curriculum and Didactic: Different Questions but the Same Phenomena

Didactic is a field that emphasizes the philosophical dimension of understanding the nature of the learning
and teaching process as a fundamental problem, but at the same time examines the processes involved in a
socio-pedagogical perspective. Not satisfied with the technical analyses of the teaching process, this approach
advocates for an in-depth analysis of all dimensions of learning and teaching, and with different conceptual
frameworks it proposes, proposes a new perspective on the pedagogy debates, particularly on the construction
of the teaching process. As can be seen from the questions asked during the didactic process, it reflects a
viewpoint that is grounded more in the idealist philosophy conceptualizing pedagogy as a human science,
rather than driven by questions posed by the positivist or experimental perspectives. What does it mean to be
a child? What is the difference between a child and an adult? What are the dimensions and meaning of the
relationship between the child and the educator? What are the educational objectives? What are the general
characteristics of educational outcomes? What are the socio-pedagogical aspects of these characteristics? How
can these educational objectives gain legitimacy? What does the thing that we want children to become in the
future mean for the children? What are the differences between educating and teaching a child? (Danner,
1994). These are the questions asked by Didactic in general, thinking that the nature of the interaction with the
students in the school and the classroom environment can be determined more clearly. Klafki (1995) tackles
these questions in a different dimension, stressing the need for a profound didactic analysis of the learning and
teaching process. According to Klafki (1995), the questions that need to be asked in the didactic process are as
follows: (1) How much does the content presented to the student in the teaching process open up a broad or
general understanding of reality? (2) In the minds of children in my class, what is the significance of this course
content regarding the experience, knowledge, ability or skill already available to them? (3) What is the

117



Suimer Aktan, Harun Serpil — Uluslararasi Egitim Programlari Dergisi, 8(1), 2018, 111-134

significance of the subject for the future of the child? (4) How is the content structured? (5) How much of the
content determined by these questions should be permanent (minimum information) to qualify as acquired
knowledge? This didactic model, as proposed by Klafki (2000), was criticized by student movements that
emerged towards the end of the 60'sfor being too rigid and conservative. Klafki then revised this model to
construct a critical constructivist didactic model. Rather than being technical, this model is more socio-
pedagogically oriented. Influenced by the critical theory of the Frankfurt School, which served as the most
important social research center of the period, Klafki succeeded in creating a new perspective within the
humanist pedagogy. This new didactic perspective consists of two main dimensions. The first dimension relates
to teaching and learning [objectives, content, methods, and forms of regulation], and the second dimension
includes school-related social processes and social conditions (Klafki, 1998).

Conditional analysis
Analysis of the concrete, problem-oriented, and socio-cultural background of the learner(s), the teacher(s), and the instution(s).

| | | |

Reasoning coherence Thematic structuring Possibilities of media Methodological
presentation structuring

1 Importance for the
present

#I 4 Thematic structure |<— 6 Accessability through [@— 7 Process of teaching

2 Importance for the media and learning
future l
5 Verification and
3 Exemplary importance assessability

Figure 1. Klafki’s Critical Constructivist Didactic Model
Source: Zierer, K. & Seel, N.M. (2012). General Didactics and Instructional Design: Eyes like twins, A transatlantic dialogue about similarities
and differences, about the past and the future of two sciences of learning and teaching, p.7.

Although there are different didactic perspectives in German-speaking countries and Scandinavian
countries, this study highlights the main problems of the didactic approach that developed from the humanist
pedagogy. When the development of the pedagogy in the US is examined, it is clear that the tradition of
German pedagogy, and especially the Herbartian school, played an influential role in American pedagogy for a
certain period of time. Despite this effect, a combination of factors such as the rapid development of
experimental and educational psychology in the US, the development of the field of curriculum in 1918 with
the publications of Franklin Bobbitt, and the Taylorist management approaches caused the Herbartian tradition
to weaken towards the mid-1920s in the US. Particularly by the end of the 1800's, graduates from large and
well-established universities in Germany (such as Halle, Leipzig, Jena) where about fifty American educators
received their PhDs had now lost their influence and began to keep a low-key profile. This period was no longer
the age of philosophy or history, but rather the age of an educational science that operated according to the
rules of natural sciences, a fact that was summarized well by the American educational historian Ellen C.
Lagemann: "You cannot understand the history of American education without accepting that John Dewey lost
in the 20th century and that Edward L. Thorndike won" (Lagemann, 1989, p. 185). Thorndike's win was also the
victory of the technical scientific paradigm in the field of curriculum studies, required by the Zeitgeist of the
period as well. The Eight Year Study is, from this point of view, an important milestone in addressing the issues
of curriculum and instruction in a serious way. Only ten years later, Ralph W. Tyler, Hilda Taba, Benjamin
Bloom, who are the authors of the world's most influential books in the field of curriculum, actively
participated in this project. Tyler proposed the program development model with the experience he gained
from this study. Tyler's curriculum development model is completely school-focused. This model, which clearly
reflects the technical scientific and linear dimension, addresses learning and education in the context of
behavioral change and assigns a critical role to educational psychology in determining objectives. Although this
model also includes educational philosophy, the task of philosophy is only determining the consistency and
importance of the objectives. In his book titled Basic Principles of Curriculum and Instruction, Tyler (1949) asks
the following questions about curriculum development: (1) What are the educational objectives that the school
wants to achieve? (2) What learning experiences are needed to achieve these objectives? (3) How can these
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learning experiences be organized effectively? (4) How do we determine if these objectives have been
achieved? (Tyler, 1949, p.2). A closer look into Tyler’s questions reveals that these questions are appropriate
for measurement by their nature, and that they require technical expertise. In the period following Tyler,
especially the studies conducted on instructional design in the US have almost always based their models on
the Tyler Rationale. The basic aim of the instructional design models is sequencing the teaching process in a
logical-analytical way to ensure effective learning. Thus, each step of the teaching process can be designed in a
linear and related manner, just like an engineering project which means less philosophy, but more educational
psychology and instructional design.

Hopmann and Riquarts (1995) investigate the difference between curriculum and didactic in three levels as
lesson planning, research process and theory. The questions both traditions ask in these levels are important in
terms of reflecting the diverging perspectives of the two traditions. During the planning level, the curriculum
focuses primarily on the "how," and the didactic on the "what" and "why" questions. The questions in the
didactic process are asked according to the nature of the Bildung, so it is always central to the process. Table 1
compares these two traditions.

Table 1.
Comparison of the Didactics and Curriculum Approaches.

Level Curriculum Didactics
1. Lesson Planning
core question how what and why
content as object example
aims as task goal (direction)
lesson plan as course action frames of experience
teaching as enactment licensed
2. Research
focus individual teacher art of teaching, Didactics

teacher thinking

analysis (hermeneutic)

(interpretative)
assessment of student achievement professional
successful teaching (scores & standing) appropriateness,

reflection
3. Theory
function preparation initiation
sequence subject matter Bildung comes first

comes first

Source: Westbury, I., Hopmann, S., & Riquarts, K. (2000). Teaching as a reflective practice: The German didaktik
tradition. Mahwah, NJ: Lawrence Erlbaum Associates, p.18.

Discussion, Conclusion and Implications

With its own philosophical foundations and historical trajectory, the didactic tradition developed in
continental Europe represents a different pedagogical tradition than the Anglo-American curriculum approach.
After reaching a certain level of sophistication with the work of Comenius and Raticus, this pedagogical
tradition was then systematized by J.F. Herbart's contributions. However, it was Diltheyan pedagogy that
reinterpreted Didactic in a certain philosophical tradition. Arguing that as a branch of human sciences,
pedagogy would have problems understanding the human if it acted with a structure like natural sciences,
Dilthey approached pedagogy as a science that studied the human within his/her historical, cultural and social
context. What pedagogy has to do to progress is to analyze, understand and reinterpret problems from a
historical point of view. The foundation of a philosophical pedagogy is a hermeneutical perspective based on
understanding. Starting to develop as a humanist pedagogy, this movement made a remarkable progress,
especially in Germany, and became increasingly popular at universities. The contribution of the idealist
philosophical roots of humanist pedagogy to this progress is undeniable. Based on German romanticism, and
the work of philosophers like Fichte, Herder and Humboldt, this pedagogy soon became highly inspiring and
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influential. This movement, which has continued to develop since the beginning of the 20th century, has
maintained its influence after both world wars. Didactic, whose main purpose is to realize an effective and
efficient teaching process, is clearly distinguished from the American educational science tradition, as it
achieves this aim in a philosophical context. Because Bildung, a central concept in the didactic tradition, aims to
cultivate individuals who are aware of their own realities and have culturally adapted to their social life, it has
had to be philosophical by its own didactic nature. After the Second World War, the influence of
Americanization in Europe has manifested itself in the didactic field, and some didactic models have emerged
that closely resemble the American educational sciences. However, Wolfgang Klafki, one of the representatives
of the humanist pedagogy, developed a new didactic structure by synthesizing the tradition of humanist
pedagogy with the critical theory of the Frankfurt School. This point of view stands out with its uniqueness and
originality among the other didactic models. The originality of this Klafkian perspective undoubtedly stems
from its roots in Dilthey’s work. Revising his model to strengthen its social dimension after having been inspired
by the Frankfurt School and critical theory towards the end of the 60s, Klafki represents a stronger
philosophical and socio-pedagogical stance compared to the other didactic instruction models.

So what can such a point of view contribute to the field of curriculum and instruction in general? The
reason for the wide adoption of the Anglo-American curriculum approach discourse, especially in the years
following the Second World War, was not only because the US was the dominant power in the global
hegemonic order, but also because the American scientific curriculum perspective was problem-solution
oriented and the techno-scientific paradigm offered easy and feasible solutions especially for the problems in
mass schooling, curriculum, and teaching. This prevalent discourse gained even further popularity with the rise
of the US hegemony and the cold war threat. Even in Germany, since the late 60s, the American-centered
educational research paradigm has become stronger and didactic models have been developed in accordance
with the techno-scientific paradigm. From this point of view, it can be said that the Tyler Rationale was the
peak of this ascension process. Despite this rising popularity of the Anglo-American approach, the existence of
a crisis in the field of curriculum and instruction was first expressed by Joseph Schwab. With the Tyler Rationale
and instructional design models enjoying their golden age, Schwab’s criticisms and the structure he suggested
were not met with popular approval. However, from the 70s onwards, his arguments provided a substantial
basis for the intellectual Neo-Marxist and Re-conceptualizationist pedagogical movements. Schwab suggested a
theoretical model that was very similar to the German didactic tradition. Could the didactic based on German
humanist pedagogy be a solution for the crisis experienced by the Anglo-American curriculum and instruction
field? What was to be placed at the heart of the education process, the objectives, or the human being? Did
the Anglo-American curriculum and instruction thought developed in the context of management approaches
targeting mass production such as Taylorism and Fordism think philosophically enough on some points
regarding the humans? This is exactly the point stressed by Schwab (1969: 1): “The field of curriculum is
moribund, unable by its present methods and principles to continue its work and desperately in search of new
and more effective principles and methods”.

What can the curriculum and instruction studies in Turkey gain from the didactic tradition? Obviously, the
techno-scientific curriculum theory in Turkey has a very firm basis. In Turkey, especially from the 1960
onwards, since the structuring of the educational sciences programs in the faculties of education and
publication of curriculum research has mostly been performed according to this technical-scientific tradition,
and because the postgraduate programs are designed by this perspective, the continental European
pedagogical discourses have remained quite weak, silent, and somehow disregarded. The most significant
contribution of the humanistic pedagogy is the emphasis it places on the view that education is not to be seen
only from a perspective that is dominated by positivism, but on the contrary, from a human-oriented
perspective that puts the human in the center of the whole education process. The continental European
didactic tradition and humanist pedagogy can also help save the curriculum studies field from being a pure field
of engineering by contributing to some comprehensive analyses of the teaching and learning process through
its hermeneutic and phenomenological methods. It can also be argued that the semantic web provided by the
humanist pedagogical didactic approach regarding the concepts such as learning, teaching, school, and culture,
will further enhance the Turkish curriculum studies. Viewing pedagogy not as discrete pieces, but as a whole
studying the phenomenon called “human” is perhaps the most important benefit to be gained by the field of
curriculum and instruction from the didactic tradition. Another potential benefit is its contribution to the
teaching process by analyzing a multitude of factors affecting education through various disciplinary lenses,
without limiting it to a simple teaching and learning process. Thanks to Didactic, educational concepts can be
approached by not only technical procedures and asking “how” questions, but also asking “why” questions
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focusing on meaning and thus achieving multi-dimensional analyses. Different analyses of the teaching process
may help solve the instructional crises experienced. For instance, an alternative explanation might be proposed
for the root causes of the low success rates at the PISA exam when they are analyzed in light of teacher-
student relationships rather than purely technical problems. All in all, it could be argued that both the Anglo-
American curriculum and instruction and Didactic come up with different solutions for the same problems by
using different methods. Common to both traditions is an effort to make the teaching process effective and
efficient. Since the scope of this study is limited to the historical development of Didactic, not all the didactic
models are discussed in detail. Further, the dialogue between Didactic and Curriculum is not elaborated on at
length. Further studies on various models of Didactic may help bring a wider recognition and deeper
appreciation of this lesser-known pedagogical tradition in Turkey.
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TURKCE SURUM

Giris

Tiirkce ve ingilizce baglamlarda kullanimina bakildiginda didaktik kelimesinin anlami ¢ok olumlu degildir.
Ogretmen ve 6grenci arasinda belirli bir disipline dayali etkilesimi ifade eden bu kelime egitim alan yazininda
cogu kez olumsuz anlamda kullaniimaktadir (Kansanen, 1995; Westbury, 2000). Program ve 6gretim alaninda
egemen olan anlayis dogrultusunda neredeyse tim kavramlarin tanimlanmasinda Anglo-Amerikan kokenli bir
perspektifin egemen oldugu soylenebilir (Pinar, Reynolds, Slattery, & Taubman, 2008; Tahirsylaj, 2017). Bu
bakis agisinin yaninda o6zellikle program calismalarinin uluslararasilagmasi baglaminda yeni ve farkh bakis
acilarinin belirlenmesine yénelik girisimlerin giinlimiizde oldukgca etkin oldugu gériilmektedir. Ornegin 1970li
yillarin baslarinda gelismeye baslayan yeniden kavramsallastirmacilik, Neo-Marxist program céziimlemeleri,
elestirel teori, postyapisalci program disiincesi bu yeni yaklasimlara ve perspektiflere 6rnek olarak verilebilir.
Program teorisinde ortaya c¢ikan yeniden kavramsallastirmacilik, elestirel teori ve Neo-Marxizm gibi farkh
perspektifler yaninda farkli felsefi geleneklerle baglantili olarak gelisen program ve 6gretim paradigmasini farklh
acilardan ele alan yaklasimlarda 6zellikle program ¢alismalarinin uluslararasilasmasi siirecinde dikkat cekmistir.
Bu baglamda Kita Avrupasi’'nda ve iskandinav iilkelerinde egemen olan didaktik gelenek, program ve 6gretim
alaninda yeni bir arastirma konusu olarak dikkatli bir sekilde islenmektedir (Deng, 2015, 2016; Gundem, 2000;
Kansanen, 1995; Kiinzli, 1998, 2013; Kruger, 2008; Westbury, Hopmann & Riquarts, 2000). Program ve 6gretim
alaninda oldukca dikkat ¢eken bu kavramin anlami nedir? Didaktik gercekten ne anlama gelmektedir ve Anglo-
Amerikan program paradigmasindan farki nedir? Didaktik kelimesinin kdkeni ve felsefi baglami ele alindiginda
aslinda didaktigin 6gretim slrecine yon veren onemli bir kavramsal yaklasim oldugu goérilmektedir. Kavram
incelendiginde, 6grenme ve 6gretme siirecine iliskin tim degiskenleri iceren ve formal / informal boyutu da
biinyesinde barindiran bir bilim olarak tanimlanabildigi gibi (Dolch, 1965 Akt. Gundem, 2000), yeni yetisen
kusaklarin egitim araciligi ile bigcimlendirilmesinde kullanilacak ydntem ve igerigin secimi olarak da
tanimlanabilmektedir. Kavram ile ilgili bu teknik ve ayrintih tanimlar simdilik bir yana birakilacak olursa
kelimenin kdkenleri eski Yunanca’da bulunabilir. Eski Yunanca’da didaskein/didaskio kelimesi 6gretmen olmak
veya egitmek anlamlarina gelmektedir (Antel, 1952; Hopmann, 2007). Anlam, 6zellikle zaman icerisinde daha
kapsamli ve ayrintili bir boyut kazanmistir. Kavramin zaman icerisindeki evrimi incelendiginde ise Eflatun ve
Aristo’dan itibaren gelisen bir anlam boyutu oldugu gorilmektedir. Bu anlam yapisi Thomas Aquinas, Saint
Victor'lu Hugh, Quintillianus, Comenius ve Racitus tarafindan genisletilmistir. Ozellikle Comenius’un kaleme
aldig1 Didaktika Magna bu konuda Avrupa’da yapilan ilk sistemli incelemedir (Hopmann, 2007). Comenius
kendisinden oncekilerden farkh olarak didaktik kavramini 6gretim siirecinin asamalandiriimasi olarak
kavramsallastirmistir. Almanya’da Comenius ve Racitus sonrasi donemde Salzmann, Basedow gibi egitimcilerin
katkilarinin yaninda isvigreli Pestalozzi’nin yolundan ilerleyen Herbart ve Herbart sonrasi pedagojinin didaktigin
gelisimine o6nemli katkilar sundugu soylenebilir. Bununla birlikte didaktik perspektifte felsefi baglamin
kurgulanmasi ve bodylece zengin bir felsefi sosyo-pedagojik yonelimin dogusu Wilhelm Dilthey’in himanist
pedagoji perspektifi ile miimkin olmustur. Bu ¢alismanin teorik baglamini da yine Dilthey’in hiimanist pedagoji
[Geistteswisseschaftliche Padagogik] perspektifi olusturmaktadir. Calisma, dort ayri fakat birbiriyle iliskili bolam
olarak kurgulanmistir. Birinci bolimde didaktigin gelisim ¢izgisi betimlenmistir. ikinci b&limde Herbart
pedagojisinin didaktige katkilari irdelenmistir. Uglincii bélim Dilthey’ci gelenek baglaminda “Bildung” kavrami
ve didaktik perspektife donik katkilari islenmis ve dérdiinci bolimde ise Anglo-Amerikan program ve 6gretim
perspektifi ile didaktik stire¢ karsilastiriimistir.

Tiirkiye’de Didaktik Uzerine Calismalar

Tirkiye'de didaktik konusuna iliskin ¢alismalar biylk oranda 6gretmen egitimi ve 6gretim sireci odakhdir.
Bir diger ifade ile 6gretmen egitiminin alan egitimi boyutu ile herhangi bir akademik alanin 6gretimine iliskin
yaklagimlar baglaminda ele alinmistir. Didaktige 6gretmen egitimi baglaminda deginen c¢alismalar icinde Baki
(2010) didaktigi alan 6gretimine iliskin yeterlilikler baglaminda ele alir. Calismada didaktigin alan 6gretimindeki
onemine dikkat cekilirken 6gretmen egitimi ile alan 6gretimi arasindaki iliskiye dikkat ¢ekilmistir. Bununla
beraber ¢alisma da herhangi bir tarihsel-felsefi analiz yer almamakta ve salt alan 6gretimi baglami kullaniimistir.
Yildirnm ve Vural (2014) yaptiklari ¢alismada 6gretmen yetistirme ve pedagojik formasyon sorunu Uzerinde
durmuslardir. Calismada didaktik sadece bir yerde gecmektedir. “Ogretmen Yetistirmede Finlandiya Modeli”
bashgl altinda yazarlar Finli 6gretmenlerin meslek 6ncesi egitimde aldiklari bir ders olarak didaktikten s6z
etmislerdir. Bu ¢alismada da didaktigin tarihsel-sosyal ve felsefi baglamda ne olduguna deginilmemistir. Gok ve
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Erdogan (2017) yaptiklari calismada genel didaktikten ziyade alan 6gretimi alanindaki didaktik egilimlerden biri
olan didaktik durumlar teorisini matematik 6gretimi alanina uyarlamiglardir. Didaktigin iki ana boyutundan biri
olan alan didaktigi herhangi bir akademik alanin 6gretimine iliskin farkli yaklasimlari irdeleyen bir ¢alisma
alanidir. Bu galismada da didaktigin felsefi ve tarihsel gelisim siirecine deginilmemistir. Didaktik durumlar
teorisine iliskin bir diger benzer calismada Bastirk Sahin, Sahin ve Tapan Broutin (2017) tarafindan yapilmistir.
Bu calismada da yazarlar didaktigi yalnizca alan (matematik) 6gretimine iliskin bir yaklasim olarak ele almis
fakat didaktigin gelisim slrecine veya tarihi arka planina deginmemislerdir. Yurdatapan ve S$ahin (2012)
tarafindan yapilan calismada 6gretmen bilgilerinin degerlendiriimesinde “didaktiksel doénisiim teorisi”
kullanilmig, 6zellikle Fransiz didaktik geleneginde etkin bir akim olan transpoze didaktik yaklasiminin yine alan
Ogretimine iliskin yansimalari Uzerinde durulmustur. Tirkiye’de didaktik ile ilgili ¢alismalar genel olarak
degerlendirildiginde, didaktigin daha ¢ok alan 6gretimi veya alan bilgisi baglaminda ele alindigi fakat didaktigin
aslinda ne olduguna iliskin herhangi bir kavramsal cergevenin ¢alismalarda yer almadigi gorilmektedir.
Dolayisiyla yapilan bu galisma ile Tiirkge alanyazindaki bir boslugun doldurulacagi disliniilmektedir.

Yontem

Kita Avrupa’sinda didaktigin gelisimini ve temellerini inceleyen bu galisma nitel bir arastirmadir. Nitel
arastirmalar genelde olgu veya olaylarin derinlemesine incelemesinde kullanilmaktadir. Calisma, didaktigin
temellerini ve gelisim gizgisini tarihsel ve felsefi baglam icinde betimlemeyi amaglamistir. Calismanin temel veri
kaynagi olan konu ile ilgili alan yazin, nitel arastirma yontemleri iginde yer alan dokiiman analizi kullanilarak
degerlendirilmistir. Dokiiman analizi yontemi, arastirilmasi hedeflenen olgu veya olgular hakkinda bilgi iceren
yazili materyallerden verilerin arastirma amacina uygun bicimde toplanmasini kapsamaktadir (Yildirrm ve
Simsek, 2008). Dokiiman analizi igin arastirma problemleri ile ilgili alanyazin bliyik bir 6nem tasimaktadir.
Problem climlesi ve calismanin amaci dogrultusunda ilgili alanyazin elde edilmesi dokiiman analizinde ilk
adimdir. Bu galismada kullanilan alanyazin iginde yer alan kitaplar olabildigince orijinal kopyalarina ulasilarak
elde edilmis, orijinal kopyalari olmayan eserlerin ise arastirma problemine iligskin belirli bolimleri kullaniimigtir.
Makale olarak olabildigince indeksli dergiler tercih edilse de web sayfalarindan da yararlaniimistir. Makale
taramalarinda anahtar kelimelerden yararlanilarak konu ile ilgili temel kitaplarin bibliyografyalarinda verilen
makaleler de Universite veri tabanlarindan elde edilmistir. Arastirma siirecinde, arastirmanin problemleri
baglaminda alan yazin taramasi yapilimis ve gerekli kaynaklar siniflandirilmistir. Her bir kaynak problemler
dogrultusunda elestirel bir sekilde okunmus ve ilgili probleme goére maniel olarak kodlanmistir. Yapilan
kodlamaya goére ayrilan notlar daha sonra her bir problemi irdelemek amaciyla kullaniimigtir. Dékiiman
analizinde siirecin glvenirligi ve gecerligini temin igin ilk olarak elde edilen alanyazinin arastirmanin problemleri
ile iligkili olup olmadigi test edilmistir. Bu siirecte arastirmacilar ayri ayri kaynaklari irdelemis ve kaynaklarin
yeterliligi ile ilgili gorus birligi aranmistir. Diger bir dnlemde arastirma problemleri ile ortaya konulan kod ve
temalar Uzerinde goris birliginin aranmasidir. Okunan kaynaklardan elde edilen notlarin problemler ile ne
derece iliskili oldugu konusunda da goris birligi aranmistir. Arastirmanin dort temel problemi vardir. (1)
Didaktigin tarihsel sureklilik igindeki gelisimi nasil bir seyir izlemistir? (2) Herbart¢l pedagojinin didaktige olan
katkilari nelerdir? (3) Hiimanist pedagojinin didaktik ile olan iliskileri nasil bir gelisim géstermistir? (4) Didaktik
gelenek ile Anglo-Amerikan program dusiincesi arasindaki farkliliklar ve benzerlikler nelerdir? Calisma bu dort
soruya cevap verebilecek sekilde kurgulanmistir.

Didaktigin Gelisim Cizgisi

Hopmann (2007) didaktigin gelisim cizgisini net bir sekilde belirleyen kavramsal bir cerceve énermistir. Buna
gore didaktigin tarihsel agidan gelisim ¢izgisi (ic ana kavram etrafinda sekillenmistir. Bu lg¢ ana kavram,
siralama, asamalilik ve se¢imdir. Didaktigin gelisim cizgisindeki ilk adim 6gretilecek konunun siralanmasinin
nasil belirlenecegi sorusu ile ilgilidir. Bir diger ifade ile konu nasil bir diizene konulup nasil bir sira ile 6grenciye
sunulacaktir? Kavramin bu anlami Eski Yunan’da Eflatun ve Aristoteles’in metinlerinde bulunmaktadir. Meno
isimli diyalogda Sokrates bir koleye geometrik bir problemin ¢6zimini anlatmaktadir. Sokrates ve kole
arasindaki diyalogda Sokrates’in tek yaptigi anlamli, belli bir sira icerisinde ilerleyen sorular sormaktir. Her bir
soruya verilen yanit arkasindan baska bir soruyu getirmektedir. Sokrates’in burada vurguladigi nokta her ne
kadar idealist felsefenin epistemolojisini gosterse de aslinda 6gretim siireci hakkinda temel boyutlar
vurgulamaktadir (Jarvis, 2006). Sokrat’in perspektifinde didaktige bakildiginda 6gretmenin temel goérevi igerik
ile dgrenen arasinda gergeklesen etkilesimi kolaylastiran ve etkilesimi baslatan olmasidir. icerigin anlam
kazanmasi 6gretmenin siireg icerisinde sordugu sorularla mimkiin olmaktadir. Didaktigin kokenlerinin Eski
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Yunan medeniyetinde sakli oldugu daha 6nce vurgulanmisti. Bu sakh perspektif nasil oldu da Avrupa’ya aktarildi
ve bir 6gretim geleneginin olusum siireci bagladi?

Eski Yunan medeniyetinin mirasi islam diinyasi tarafindan Avrupa’ya aktarilmistir (Gutas, 1999; Hodgson,
1974; Makdisi, 1981). Bu aktarim siirecinde Avrupa hem eski Yunan klasiklerini tanimis fakat daha da 6nemlisi
Arap-Endulis kiltirel katkisini da 6grenme imkani bulmustur. Bu miras Avrupa’nin ortagag denilen dénemden
ctkisinda 8nemli bir etki yapmistir (Saliba, 2007). Dogal olarak islam medeniyetinin égrenme ve dgretime iliskin
bakis agisi da Avrupali dusindrleri etkilemistir. Bu slireg icinde ortagagin énemli filozoflarinin 6gretim siirecine
iliskin perspektiflerini gormek mimkiindir. Bir diger ifade ile didaktik konusu ortacagda Avrupa filozoflarinin
problemi haline gelmistir. Manastirlarda Dominikgi ve Fransisci ekollere iliskin dersler veren bu filozoflar igin
didaktik zor ve muglak konularin anlasilmasi igin bir anahtar roli oynamistir. Bu filozoflardan biri olan Saint
Victor’lu Hugh didaktik konusunda ilk tetkiklerden birine imza atmistir. Hugh, 6gretim surecini disiplinli bir
eylem olarak nitelemekte ve 6grenmenin ancak disiplinli bir ¢evre ve disiplinli bir sire¢ neticesinde
gerceklesecegini vurgulamaktadir (Hopmann, 2007; Roest, 2000; Rorem, 2009). Bir diger Katolik filozof Thomas
Aquinas da vyillar sonra Hugh’un dastincelerini daha farkli bir boyuta tasimistir. Summa Theologica isimli
eserinde 6grenme slirecinde 6grencinin faaliyetini 6Gnemsemis ve 6gretmeni bu sireg icinde 6grenciye yardim
eden olarak tanimlamistir (Copleston, 1962; DeWulf, 1959).

Didaktigin gelisim gizgisinde ikinci 6nemli adim ise asamaliliktir. Avrupa’da reform ¢agl olarak anilan
donemde gergeklesmistir. Ronesans sonrasi 6zellikle kilise ile miicadelenin ardindan reform ¢aginda meydana
gelen gelismeler didaktigin anlam olarak yeni bir boyuta tasinmasina neden olmustur. Katolik kilisesine karsi
baslatilan ve kanl olarak gegen miicadele Protestanligin yayilmasi acisindan 6nemli bir kirllma noktasi
olmustur. Protestanligin yayilmasindan daha 6nemli bir gelisme ise egitim ve sosyal refah alaninda baslayan
arayistir (Lindberg, 2010). Bu arayisin en 6nemli sonucu ise Ogretim siirecinin niteligine iliskin girisilen
tartismalardir. Reform c¢aginin didaktik disincesine en o6nemli katkiyt sunan dastniri ise kuskusuz
Comenius’tur. 1592-1670 vyillari arasinda yasayan Cekya’li Protestan papaz belki de pedagoji ve didaktik
tarihinde silinmez bir iz birakmis blyiik diistiinirler arasinda yer almaktadir. Avrupa’da reform ¢agi biitin hizi ile
surerken yasama baglayan Comenius igin okullar toplumun mutlulugu ve Hristiyanhigin gelismesi igin hayati
derecede 6nemliydi. Toplumsal gelisme dlstincesinin kaynagini egitimde géren Comenius i¢in en dnemli sorun
mevcut okullarda verilen verimsiz ve ise yaramayan egitimdi. Bu ise yaramaz egitimin en 6nemli agmazi 6gretim
yontemleriydi. Eger yontemlerde bir reform gergeklesebilirse okullar aydinligin yayildigi yerler olabilirdi. Bu
sorunlarin ¢éziiminde ilk adim olarak bir ders kitabi yazmistir. Orbis Sensualium Pictus adini tasiyan bu eserde
didaktigin temellerini bulmak muimkindir. Comenius, kiigciik ve kisa hikayeler ile asamali bir sekilde kiiguk
¢ocuklara dunyayi tanitmaktadir. Daha sonra kaleme alinan Didactica Magna ise 6gretimde bugin bile
kullanilan yakindan uzaga, bilinenden bilinmeyene ilkelerinin agiklandigi didaktigin temel ilkelerini agiklayan
oncl kitaplardan biridir (Leek, 2011; Luka$ & Munjiza, 2014). Comenius, kendi didaktik sistemini {i¢ Latince
kavramin birbiri ile iliskisi baglaminda tanimlar: Omnes, omnia ve omnino (Siljander & Sutinen, 2012). Omnes
[Herkes] kavram olarak okul sistemine isaret eder. Herkes icin cocukluktan baslayarak kademeli bir egitim
sistemi tasarlanmalidir. Dolayisiyla Omnes egitilecek birey anlamina gelir. Omnia [her sey veya her tirli bilgi]
bilgidir. Bireylerin aydinliga ¢cikmasi ancak onlarin bilgi sahibi olmasi ile mimkiindiir. Omnino [Biitiin duyularla]
ise yonteme karsilik gelir (Gundem, 1992; Menck, 2014). Boylece didaktigin temeli 6gretmen ile 6grenci
arasinda bilgi vasitasi ile kurulan iliskidir. Bu iliskide Comenius, asamaliligi anahtar bir kavram olarak gorr.
Ogrenciye sunulacak bilgi kiigiik parcalar halinde ve asamali olarak sunulmasi Comenius didaktiginin esasidir.
Comenius i¢in didaktigin temel amaglari sunlardir:

Didaktigimizin temel amaci sunlar olmalidir: 6gretmenlerin daha az ogrettigi fakat 6grencilerin daha ¢ok

o6grendigi bir 6gretim metodunu aramak ve bulmak, okullari glirtiltiinlin, isteksizligin ve israf edilen emegin

degil fakat daha fazla hos vakit gecirilen ve kesin bir gelismenin oldugu ortamlar haline getirmek. Boylece

Hristiyan toplulugunun karanliktan, kafa karisikligindan ve fitneden kurtularak aydinliga, huzura ve diizene

ulagsmasidir (Comenius, 1907, p.5).

Didaktigin gelisim gizgisinde Uglnci adim ise segimdir. Didaktik, 6grenciye ne 6gretileceginin de esasini
teskil etmektedir. Didaktigin bu anlam cercevesini kazanmasi 18. ylzyilin sonu ile 19. ylzyihin baslarinda
gerceklesmistir. Tum Avrupay! etkileyen Yedi Yil Savaslari, arkasindan gelen Fransiz Devrimi ve takip eden
yillarda Napolyon savaslari ile Avrupa’da ortaya c¢ikan kargasa ile micadelede yeni yetisen kusaklara nelerin
Ogretilmesi gerektigi sorusunun tartisiilmasina neden olmustur. Comenius’un ifade ettigi her seyi herkese
ogretmek yerine ise yarar bilgiyi 6gretme disincesi didaktigin anlaminin genislemesini saglamistir. Bu fikri ilk
kesfeden ve uygulayanlar Prusyallardir. Prusya devletinde egitim birokrasisi olusturulurken 6gretmenlerin
dersleri nasil verecekleri ve konulari segerken nelere dikkat etmeleri gerektigine iliskin 6nemli diizenlemeler
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yapilmistir (Blackbourn, 1998; Levinger, 2000). Hopmann (2007) Prusya egitim birokrasisinin bu diizenlemeleri
ile devlet tarafindan yazili ve resmi olarak ilk egitim programinin ortaya ciktigini vurgular. Bu konuda Goodson
(2004) ve Westbury vd. (2016) ayni goriisu paylasir ve Prusya’nin Waterloo Savasinin hemen ertesinde 1816
yilinda uygulamaya koydugu plani [Normalplan fiir Gymnasien] devletin egitimi sosyal bir Girin haline getirmek
amaci ile yaptig1 kapsamh bir uygulama olarak degerlendirir. Bu plan ile devlet eli ile okul kademelerine uygun
egitim programlari hazirlanmis, ders kitaplari basilmis, okullar icin zaman tablolar diizenlenmis, verilecek
oduller ve sinavlar ile ilgili kapsamli diizenlemeler yapilmistir. Béylece didaktigin temel anlamlari igine bilginin
secimi de girmistir. Bu aslinda Anglo-Sakson diinyasinda Herbert Spencer tarafindan dile getirilen en degerli
bilgi nedir [What knowledge is of most worth?] sorusunun kita Avrupa’sinda sorulmasindan baska bir sey
degildir. Egitimin sosyal bir Grin haline gelmesi ve yeni yetisen kusaklarin belirli bir kulttrel formasyona
(bigimlendirmeye) tabi tutularak yeniden insa edilmesi Kita Avrupa’sinda ilk defa Almanya’da gergeklesmistir.
Boyle bir formasyon surecinin etkili ve verimli olmasi ise belirli bir sistem ve yapi problemidir. Didaktik bu
asamada devreye girmekte ve okullar ile ilgili yapilacak tim eylemlerin odak noktasinda yer almaktadir.
Didaktigin temel islevi, okullarin bireylere verecegi kiiltiirel, zihinsel ve ruhsal anlamda bigimlendirme gorevinin
etkili bir sekilde icrasidir. Ama bu icranin gerceklesmesinden énce bu kiltirel bicimlenmenin felsefi baglamda
tahlili gerekmektedir. iste burada devreye Bildung kavrami girmektedir. Kavram ingilizceye basit bir sekilde
“education,” Tirkce'ye ise terbiye / egitim olarak ¢evrilse de asil anlami oldukca derin ve felsefidir. 20. ylzyilhn
onde gelen pedagoglarindan Eduard Spranger, Bildung kavramini su sekilde tanimlamigtir:
Bildung, kilturel etkilerle elde edilen ve homojen, yapilandirilmis ve gelistiriimeye uygun olan bireyin
6zUndn olusumudur; 6zindn bu olusumu, bireyi nesnel olarak degerli kiltiirel basarilara gétirir ve nesnel
kalturel degerleri deneyimlemesine (kavramasina) olanak tanir. Gegici 6zelliklere dayanmadigi icin Bildung
esasen bireyin 6zlinin olusumudur. Bildung homojen ve yapilandiriimis, yani kapsamli ve ¢ok katmanl bir
sirectir. Sadece tek boyutlu ruhsal klltiri olan kisiye “gebildet” (egitimli) denemeyecegi gibi ¢cok boyutlu
fakat merkezi bir odak noktasindan veya saglam bir 6zden yoksun, daginik ve bigimsiz bir bireye de egitimli
denemez. Gergek anlamda Bildung, her zaman gelisimsel egilimler ve siirekli biyumeyi kapsar, ¢linkl
Bildung gelisim sirecinin rafine bir sonucundan baska bir sey degildir. Bu rafine sonug ise bireye etki eden
kalturel etmenler (toplumun benimsedigi degerler silsilesi) ile mimkin olabilir. Bu degerler silsilesi hem
bireyin icinde bulundugu toplumun kiltirel degerlerini anlamasini hem de kendi kltirel diinyasini yeniden
sekillendirmesini saglar. Kalturel etkiler, nesnel bir deger icerigini temsil eder. Bunlar bir yandan kisinin
kalturel icerikleri anlamasini saglarken diger yandan da kisinin ruhunda kendini anlamaya ve deneyimlerini
nesnel kiltirel degerlere (kazanimlara) donistirmeye yonelik deger Uretici glgleri uyandirir. Bu deneyimler
ve glgler igin kisisel bir merkezin de bulunmasi gerekir. Kiltiirel degerleri homojen bir sekilde bu merkezle
iliskilendirerek, ham bireysellik tam egitimli (gebildete) kisilige ylikselir (Spranger, 1968, pp.24-26).
Didaktigin, Kita Avrupa’sindaki gelisim gizgisinde Bildung kavrami ile bulugsmasi oldukga énemlidir. Alman
pedagojisinin kiltirel baglaminda Uretilen bir kavram olarak Bildung, didaktik perspektifini farkli bir boyuta
getirmistir. Bu asamada 6zellikle Comenius ve Wolfgang Ratke’nin Alman didaktik geleneginin insasindaki rolleri
blyuktlr. Her ikisinin de ortak amaci 6gretim siirecinin etkili ve verimli bir sekilde nasil insa edilecegine iliskin
bir yol bulmaktir (Kansanen, 1995). Almanya’da Ratke’nin &nciliginde gelisen didaktik perspektif zaman
icerisinde Bildung kavrami dogrultusunda yeni bir anlam kazanmaya baslamistir. Ozellikle Alman felsefesinin
idealist karakterinin yon verdigi bu hareket ayni zamanda hem zengin bir pedagojik birikimin olusmasina neden
olmus hem de didaktigin farkh boyutlarda gelismesini saglamistir. Bu gelisim siirecinde 06zellikle 18. yizyilin
sonu ile 19. ylzyil 6nemli gelismelere sahne olmustur. Didaktigin insan bilimleri veya hiimanist pedagojinin bir
parc¢asl olma sirecinde bu donem 6nem tasimaktadir. Bu siireg icinde ilk incelenmesi gereken Johann Fredrich
Herbart ve takipgileri tarafindan sistematik hale getirilen Herbart’¢i didaktiktir.

Herbart ve Herbart’¢i Didaktik

Johann Fredrich Herbart (1776-1841) pedagoji tarihinde didaktik agisindan 6nemli bir miras birakmis,
gorusleri ile Amerikan pedagojisinin gelisimine katki saglamis, sistemli ve doktriner bir filozoftur (Hilgenheger,
1993; Gutek, 2013). Herbart'in en onemli katkisi Locke’dan itibaren bilimsel esaslara dayali olarak, calisilan
pedagojinin bilimsel, sistematik bir yapiya kavusmasina doniik yaptigi calismalardir. Diger bir ifade ile bilimsel
pedagojinin olusmasinda onci rol oynamistir. Herbart icin bilimselden kasit akil, mantik ve felsefe baglaminda
olusan bir sistem anlamindadir. Bilim burada pozitivist bir anlam icinde degil idealist bir felsefi baglam icinde
kullanilan bir ifadedir. Herbart’in didaktik alanina katkisi kuskusuz Bildung kavraminin didaktik ile birlestirilmesi
ve egitici 6gretim adi verilen bir yaklasimin teorisini kurgulamasidir. Didaktigin temel gayesi 6gretim sirecinin
akilci ve mantikh bir diizen, sira ve asamalilik igcinde 6grenciye sunulmasidir. Bu egitici —Bildung- siireci yalnizca
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belirli teknik adimlarla degil ayni zamanda kapsamli bir yapi icinde mimkindir. Yani didaktik, Bildung’'u
gerceklestirmek icin bazi anahtar niteliginde degiskenlerle beraber irdelenmelidir. Egemen (1965) bu ig
anahtar degiskeni idare, 6gretim ve disiplin olarak tanimlar. idarenin anlami cocugun okul ortaminda her tiirli
zararl etkiden korunmasi, séz dinlemesi, cocugun belli bir diizene alistiriimasidir. Ogretim ise cocugun ahlakl,
bilgili ve becerikli olmasina iliskin her tirli eylemdir. Herbart'ta 6gretimin gayesi ¢ocugu terbiye —bildung-
etmektir. Terbiye etmeyen, c¢ocuga belli aliskanliklari kazandirmayan, onun sosyal cevreye uyumunu
saglayamayan ve sadece kuru bilgiler veren bir 6gretim, 6gretim degildir. Disiplin ise bireyin bu sireglerinin belli
bir sistem iginde gerceklesmesidir. Dolayisiyla sistem olmaksizin herhangi bir bicimlendirmeden s6z etmek
mumkiin degildir.

Herbart’in ileri strdigl bu doktrinin bir bagka yonu de kugkusuz didaktik boyutuna getirdigi sistemdir.
Formal Basamaklar olarak anilan bu teoride Herbart, bildung gayesine hizmet edecek didaktik bir gergeve sunar.
Buna gore bir dersin egitici olabilmesi icin (1) Hazirlik, (2) Sunum, (3) iliskilendirme, (4) Sistematizasyon ve (5)
Uygulama gereklidir (Herbart, 1904, p.59). Herbart'in didaktik surece iliskin sundugu bu basamaklar hem
ogretimi daha etkili hale getirecek hem de Comenius’tan beri ileri sirilen verimliligi getirecektir. Bununla
beraber Herbart didaktigi, 6zellikle 6gretim sirecini mekanik bir boyuta hapsettigi ve yaraticiligi engelledigi
noktasinda elestirilse bile o gline kadar yapilmayani yapmis ve didaktigi bir yontembilim haline getirmistir.
Herbart sonrasi donemde 6zellikle takipgileri olan Tuiskon Ziller, Wilhelm Rein, Ludwig Striimpell, Herbartgi
didaktik teorinin gelisimine katki saglamislardir. Bununla beraber &zellikle 20. yiizyllin baslarindan itibaren is
Okulu [Arbeitschule] karsisinda degerini kaybetse de himanist pedagojinin elinde yeniden hak ettigi yeri
almistir. Herbart’in belirli bir teknik streg olarak ele aldigi didaktige hiimanist pedagoji daha derin felsefi bir
boyut kazandirmistir. Bu felsefi boyut ilk olarak egitime iliskin tim kavramlarin etkili bir sekilde ve
derinlemesine tartisiimasina katki sagladigi gibi farkli didaktik perspektiflerin de gelismesine zemin
hazirlamistir. 20. ytzyihn en etkili didaktik teorisyenlerinden olan Wolfgang Klafki, Eric Weniger bu sirecin
mimarlari arasindadir. Wilhelm Dilthey ve onun insani bilimler yaklasimi ise yeni bir pedagojik gelenek olan
hiimanist pedagojinin dogusunu saglamstir.

Hiimanist Pedagoji ve Didaktik

Didaktik anlayisin gelisim ¢izgisinin belki de en 6nemli boyutu, onun Alman pedagojisinin icine girisi
olmustur. Gergekten de pedagoji tarihi elestirel bir sekilde incelendiginde egitimin felsefeden ayri bir bilim
olarak gelisiminde Alman pedagojisinin farkl bir mecrada ilerlemis oldugu net bir sekilde gorilebilir. Bir diger
onemli boyut, Alman pedagojisinin bu gelisim ¢izgisinin daha sonraki donemlerinde Amerikan pedagojisinde de
1875-1925 yillari arasinda etkili bir pedagojik sdylemin temeli olmasidir (Gutek, 2013; McNeil, 2015; Ohles,
1978). Himanist egitim biliminin gelisimi didaktigin temellerini anlamak i¢in 6nemlidir, zira 20. yizyilda farkli
ekollere bolinmis olsa bile pedagojik gelenek iginde didaktigin Bildung kavrami ile en zengin etkilesimi
hiimanist pedagoji ile mimkin olmustur.

HUmanist pedagoji her ne kadar felsefi anlamda derin koklere sahipse de gelisimi 1910-1920 arasi donemde
gerceklesmistir. Friedrich Schleiermacher (1768-1864) ve Wilhelm Dilthey (1833-1911) in felsefi tarihsel
calismalari Uzerine temellenen himanist pedagoji bu donemde sistematik bir yapi halinde kurgulanmistir.
Dolayisiyla sistematik hale getirilmesi 20. ylUzyilin baglarinda olsa da 19. yizyilda Almanya’da egemen olan
pedagojik bir anlayistir. Olduk¢a énemli bir gelenegin olusmasina katki saglayan hiimanist pedagoji, didaktik
gelenek icerisinde de zengin bir perspektifin olusmasina katki sunmustur. Herman Nohl, Theodor Litt, Eduard
Spranger, Wilhelm Flitner ve Erich Weniger bu ekoliin yetistirdigi 6nemli pedagog ve didaktikgilerdir. Yine bu
okul icinde farkli bir kol olarak gelisen Gottingen Okulu blinyesinde yetisen Nohl ve Weniger’'in takipcileri
Wolfgang Klafki ve Klaus Mollenhauer giniimiizde didaktik denildiginde ilk akla gelen isimler arasindadir
(Biesta, 2013; Van Manen, 2015; Wulf, 2014). Troéhler (2003) hiimanistik pedagoji [Geisteswissenschaftliche
Padagogik] nin gelisim sirecini kurumsal yazin ve bilimsel yayincilik gibi belirli bazi etkenlere dayali olarak
aciklar. Bu etkenler icinde en gi¢li olan damar Alman felsefi geleneginde idealist felsefenin merkezi bir
noktada olmasidir. idealist felsefenin Alman edebiyatini sekillendirmesi ve insani ruhsal bir varlik olarak ele
alma disiincesi hiimanist pedagojinin gelisim cizgisinde dnemli bir yer tutar. Bu gelenegin gelisimi 6zellikle
Wilhelm Dilthey’in kavramsallastirmasi ile yeni bir boyuta ulagsmistir. Dolayisiyla hiimanist pedagoji ve
didaktigin merkezinde Dilthey’in yorumlari yer alir denilebilir. Dilthey, idealist felsefeyi tarih ve insan merkezli
bir bakis acisiyla yeniden yorumlamistir. insan Dilthey’e gore tarihsel, sosyal ve kiiltlirel bir varlktir. Bu
nedenden dolay! insani anlamak ancak tarihsel, sosyal ve kiiltiirel bir baglamda gerceklesebilir. insani insan
yapan temel &zellik onun tarihsel bir varlik olmasidir. insanin ortaya koydugu tiim artefaktalar [yapay olgular]
yani dil, sanat, felsefe, hukuk, edebiyat ve egitim ancak kendi tarihsel zaman dilimi ve tarihsel kimligi ile belirli
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bir sosyo-kiiltiirel baglam icinde anlam kazanir (Bulhof, 1980). Bu anlam diinyasinda egitim ve egitime iliskin
kavramlar da vardir. Pedagoji dogrudan dogruya insani — acilari, dertleri, kederleri ve sevingleri ile — konu ettigi
icin insani bilimler icinde 6nemli bir yere sahiptir. Bundan dolayi pedagoji Dilthey icin bir doga bilimi degil insani
bir bilimdir. Bu perspektifi ile klasik pozitivist insan ve bilim kavramina da acgik¢a tepki gbsterir ve cephe alir.
Dilthey icin pedagojinin gorevi herhangi bir zaman diliminde ortaya ¢ikan tarihsel toplumsal gergekligin ne
kadar homojen bir yapi icinde olustugu, bu yapiyi etkileyen unsurlarin yapisini ve bu homojen yapinin
olusumuna olan katkilarini teshis etmek ve gelisimini yoneten etkenleri tanimlayarak bu sosyal tarihsel
gercekligin 6zgiin boyutlarini kesfetmektir. insanin dogasinin anlasilmasi ancak béyle miimkiin olabilir ve insani
etkileyen tim artefaktalarin insan lzerinde tesiri de ancak bdyle ¢6ziimlenebilir. Bu durum sinifta 6grenci ve
O0gretmen iliskisi baglamini inceleyebilecegi gibi, didaktik surecin gergeklesmesine etki eden unsurlarin da
¢6zlimlenmesini saglar. Didaktigin en 6nemli konulari arasinda yer alan &gretilecek icerigin segimi, igerigin
sistematiklestirilmesi ve bunun &grenci ile etkilesim sirecine konularak 6grenilmesi de insan bilimleri
pedagojisinin tzerinde 6nemle durdugu bir problemdir. Okullarda yapilan 6gretim sirecini yonlendiren egitim
programlari ve ders kitaplari vyetiskinler tarafindan belirli ideolojik ve etik egilimler baglaminda
hazirlanmaktadir. Okullar bu sayede gelecegin yurttaslarini yetistirmektedirler. Bu sirecin ¢ézimlenmesi ve
didaktik strecin 6grenen, igerik ve 6gretmen baglaminda analizi felsefi bir baglam icinde yapilmalidir. Burada
kullanilan bu yontem ise hermendétiktir. Bdylece insani bilimler pedagojisi hermenétigi kendisi igin temel bir
yontem olarak kabul etmektedir. Himanist pedagoji didaktik dahil olmak Uzere tim kavramlarini bu
hermendtik perspektif ile tanimlamaktadir. Bu gelenek iginde 6nemli bir yeri olan Herman Nohl'un egitim
tanimi da yine bu perspektif dogrultusundadir. Nohl’a (1949) goére egitim bir yetiskin ile kendi yasamini idrak
eden ve sekillendiren, gelismekte olan bir varlik arasindaki iliskidir. Egitimi bu sekilde tanimladiktan sonra
didaktik perspektif daha bir netlik kazanir. Nohl (1949) egitim tanimi ile farkh bir felsefi diinyaya olan aidiyetini
gostermektedir. Bununla beraber bir baska ve farkl felsefi diinya da Anglo-Amerikan egitim programi ve
Ogretim alaninda mevcuttur. Bu iki gelenek farkli sorular ile benzer problemleri cozmeye ¢alismaktadir.

Egitim Programi ve Didaktik: Farkl Sorular ile Ayni Olgular

Didaktik, temel problem olarak 6grenme ve 6gretim silirecinin dogasini anlamaya yonelik felsefi boyutu agir
basan fakat ayni zamanda sosyo-pedagojik bir perspektifi de icinde bulunduran siirecleri inceleyen bir alandir.
Sadece 6gretim sirecinin teknik analizi ile yetinmeden 6grenme ve 6gretimin tim boyutlari ile derinlemesine
tahlil edilmesini savunan bu yaklasim ileri strdtgi farkli kavramsal cerceveler ile pedagoji tartismalarina ve
ozellikle 6gretim siirecinin ingasina yonelik yeni bir bakis agisi énermektedir. Didaktik slireg¢ iginde sorulan
sorulara bakildiginda gorilecegi gibi didaktik siire¢ pozitivist veya deneysel bir bakis agisindan cevaplanacak
tirden sorularla degil, daha fazla idealist felsefe temelinde gelisen ve pedagojiyi insani bir bilim olarak
kavramsallastiran bir bakis agisini yansitir. Cocuk olmanin anlami nedir? Bir ¢cocuk ve yetiskin arasindaki fark
nedir? Cocuk ve egitimci arasindaki iliskinin boyutlari ve anlami nedir? Egitim amaclari nelerdir? Egitimle
ulasilmak istenen sonuglarin genel 6zellikleri nelerdir? Bu 6zelliklerin sosyo-pedagojik acidan temelleri nedir?
Bu egitim amaclari nasil mesruiyet kazanabilir? Cocuklarin gelecekte olmasini istedigimiz seyin cocuklar icin
anlami nedir? Bir ¢ocugun egitilmesi ve 6gretilmesi arasindaki farkhliklar nelerdir? (Danner, 1994). Bu sorular
didaktigin genel baglamda sordugu sorulardir. Boylece okul ve sinif ortaminda yapilacak ve Ogrencilerle
girilecek etkilesimin dogasinin daha net bir sekilde belirlenebilecegi disiinilmektedir. Klafki (1995) bu sorulari
daha farkh bir boyuta tasir. BoOylece 6grenme ve 0Ogretim sirecinin derinlikli bir didaktik analizinin
yapilabilecegini vurgular. Klafki’ye (1995) gére didaktik siirecte sorulmasi gereken sorular sirasi ile (1) Ogretim
siirecinde 6grenciye sunulan icerik ne kadar genis veya genel bir gerceklik anlayisini 6grenciye agmaktadir? (2)
Sinifimdaki ¢ocuklarin zihninde bu s6z konusu ders igeriginin, deneyimin, bilginin, yetenegin veya becerinin
(zaten onlarda mevcut bulunan) 6nemi nedir? (3) Konunun ¢ocugun gelecegi acisindan &nemi nedir? (4) icerik
nasil yapilandiriimistir? (5) Edinilmis bilgi olarak nitelendirilebilmesi icin bu sorularla belirlenen igerigin ne
kadari kalict olmahdir (minimum bilgi)? Klafki (2000) tarafindan ileri siirilen bu didaktik model 60’li yillarin
sonlarina dogru gelisen 6grenci hareketleri tarafindan kati ve muhafazakar olarak elestirilmistir. Klafki daha
sonra bu modeli revize ederek elestirel yapilandirmaci bir didaktik model kurgulamistir. Klafki’'nin bu modeli
teknik boyutlarin yaninda daha fazla sosyo-pedagojik bir yonelime sahiptir. Doneminin en 6nemli sosyal
arastirmalar merkezi olarak islev goren Frankfurt Okulu’nun elestirel teorisinden etkilenen Klafki, hiimanist
pedagoji icinden yeni bir perspektif olusturmayi basarmistir. Bu yeni didaktik perspektif iki ana boyuttan
olusmaktadir. ilk boyut dgretim ve okula iliskindir [hedefler, igerik, ydntem ve diizenleme bicimleri] ikinci boyut
ise okul ile ilgili sosyal slregler ve sosyal kosullari ihtiva etmektedir (Klafki, 1998).
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Kosullu Analiz

Somut, problem-temelli, d@rencilerin, Gfretmenlerin ve kurumlarn sosyo-kiiltiirel pegmigine dayal: analiz
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konunun énemi ¢ erigilebilirlik slireci
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Sekil 1. Klafki’nin Elestirel Yapilandirmaci Didaktik Modeli.

Kaynak: Zierer, K. & Seel, N.M. (2012). General Didactics and Instructional Design: Eyes like twins, A transatlantic dialogue about similarities
and differences, about the past and the future of two sciences of learning and teaching, p.7.

Kita Avrupa’sinda Almanca konusulan iilkelerde ve iskandinav (lkelerinde farkli didaktik perspektifler
oldugu halde bu galismada himanist pedagojiden gelisen didaktik anlayisinin temel problemleri Gzerinde
durulmustur. Pedagojinin Amerika’daki gelisim cizgisi incelendiginde, Alman pedagoji geleneginin ve 6zellikle
Herbart’¢i okulun Amerikan pedagojisinde belli bir donem etkili bir rol oynadigi agik¢a gorilmektedir. Bu
etkisine kargin Amerika’da deneysel psikoloji ve egitim psikolojisinin gelisiminin oldukg¢a hizli olmasi, egitim
programi alaninin 1918 yilinda Franklin Bobbitt’in yayinlari ile gelismeye baslamasi ve Taylorist ydonetim anlayisi
gibi faktorlerin birlesimi Amerika’da Herbartgi gelenegin 1920’li yillarin ortalarina dogru zayiflamasina neden
oldugu gorilmektedir. Ozellikle 1800°1i yillarin sonlarina degin yaklasik olarak elli civarinda Amerikali
egitimcinin doktora calismasini yaptigi Almanya’nin biiyik ve kokli Gniversitelerinden (Halle, Leipzig, Jena gibi)
mezun egitimciler artik bu dénemde etkilerini kaybetmis ve kendi kabuklarina cekilmislerdir. Bu donem artik
felsefenin, tarihin degil doga biliminin kurallarina gore isleyen bir egitim biliminin ¢agidir. Amerikali egitim
tarihgisi Ellen C. Lagemann’in ifadesi ile “20.yy."da John Dewey’in kaybettigini ve Edward L. Thorndike’in
kazandigini kabul etmeden Amerikan egitim tarihini anlayamazsiniz” so6zii bu noktada ¢ok anlamlidir.
(Lagemann, 1989, p.185). Thorndike’in kazanmasi ayni zamanda program alaninda da teknik bilimsel
paradigmanin zaferi demekti ve dénemin Zeitgeist’i bunu zorunlu kiliyordu. Sekiz Yil Calismasi bu agidan
bakildiginda program ve 6gretime iliskin sorunlarin ciddi bir sekilde ele alindigi 6nemli bir asamadir. Fazla degil
sadece on yil sonra diinyada program alaninda en etkili kitaplarin yazarlari olan Ralph W. Tyler, Hilda Taba,
Benjamin Bloom bu projede aktif olarak yer aldilar. Yine Tyler bu calismadan elde ettigi deneyimle program
gelistirme modelini ileri strdl. Tyler'in program gelistirme modeli bitlni ile okul odakli bir modeldir. Teknik
bilimsel ve lineer boyutu ¢ok net bir sekilde gosteren model 6grenme ve egitimi davranis degisikligi baglaminda
ele almakta ve egitim psikolojisine hedeflerin tespit edilmesinde kritik bir rol vermektedir. Her ne kadar bu
modelde egitim felsefesi de bulunsa da burada felsefenin gorevi yalnizca hedeflerin tutarlilk boyutunu ve 6nem
sirasini belirlemektir. Tyler'in 1949 yilinda kaleme aldigi Egitim Programlarinin ve Ogretimin Temel ilkeleri
baslkli eserinde program gelistirme ile ilgili sordugu sorular sunlardir: (1) Okulun gerceklestirmek istedigi
egitimsel amaglar nelerdir? (2) Bu amaclara ulasabilmek icin hangi 6grenme deneyimlerine ihtiyag vardir? (3) Bu
ogrenme deneyimleri etkili bir sekilde nasil dizenlenebilir? (4) Bu amaglara ulasilip ulasilmadigini nasil
belirleriz? (Tyler, 1949, p.2). Tyler'in sorulari incelendiginde bu sorularin dogasi geregi 6lgmeye uygun oldugu,
teknik uzmanlik gerektirdigi acikca goriilmektedir. Tyler sonrasi donemde 6zellikle Amerika’da 6gretim tasarimi
lizerine yapilan calismalar neredeyse her zaman Tyler Rasyonelini ele alarak modellerini kurgulamislardir.
Ogretim tasarim modellerinin temel amaci etkili bir 6grenme siirecinin gerceklesmesi icin &gretim siirecinin
mantiksal-analitik bir sekilde siralamaktir. Boylece 6gretim siirecinin her bir adimi dogrusal olarak ve iliskili bir
sekilde tipki bir mihendislik projesi gibi tasarlanabilecektir. Bu ise daha az felsefe fakat daha fazla egitim
psikolojisi ve 6gretim tasarimi demektir.

128



Suimer Aktan, Harun Serpil — Uluslararasi Egitim Programlari Dergisi, 8(1), 2018, 111-134

Hopmann ve Riquarts (1995) program ve didaktik arasindaki farki ders planlama, arastirma siireci ve kuram
olarak ii¢ boyutta incelemislerdir. Ug ayri seviyede her iki gelenegin sordugu sorular iki gelenegin bakis agisini
yansitmasi noktasinda ©6nemlidir. Dersin planlanmasi sirecinde program temel olarak “nasil” Uzerine
odaklanirken didaktik “ne” ve “nigin” sorularina odaklanmaktadir. Bir diger ifade ile didaktik sirecte sorular
aslinda Bildung’un dogasina uygun sekilde sorulur. Bir diger ifade ile Bildung her zaman merkezdedir. Tablo
1’de bu karsilastirma verilmistir.

Tablo 1.
Didaktik ve Program Geleneginin Karsilastirilmasi.
Seviye Program Didaktik
1. Ders Planlama
cekirdek soru nasil ne ve nigin
icerik nesne ornek
amaglar gorev (is) amag (yon)
ders plani ders eylemi deneyim cerceveleri
Ogretim uygulama lisanslandirma (yetkinlik kazandirma)

2. Arastirmanin odak noktasi

Bireysel 6gretmen Ogretme sanati, Didaktik
O0gretmen disinmesi analiz (hermonitik)
Basarili 6gretimin (yorumsal)
degerlendirilmesi Ogrenci basarisi profesyonel
(notlar & basari derecesi) uygunluk,
yansitma
3. Kuram
islev hazirhk Baslatma (intisap)
siralama ders konusu 6nce gelir Bildung 6nce gelir

Kaynak: Westbury, |., Hopmann, S., & Riquarts, K. (2000). Teaching as a reflective practice: The German
Didaktik tradition. Mahwah, NJ: Lawrence Erlbaum Associates, s.18.

Tartisma, Sonug ve Oneriler

Kita Avrupasi’nda gelisen didaktik gelenek kendine ait felsefi temelleri ve gelisim gizgisi ile Anglo-Amerikan
program ve Ogretim yaklasimindan farkli bir pedagojik gelenegi temsil etmektedir. Bu pedagoji gelenegi
Comenius ve Raticus’un g¢alismalari ile belli bir asamaya gelmis daha sonra J.F. Herbart’in katkilari ile belirli bir
sisteme kavusmustur. Bununla beraber didaktigi belli bir felsefi gelenek icinde yeniden yorumlayan Dilthey’ci
pedagoji olmustur. insani konu alan bir bilim olarak pedagojinin doga bilimleri benzeri bir yapi ile hareket
etmesinin insani anlama konusunda problemler yasayacagini ileri siiren Dilthey, pedagojiyi insani tarihsel,
kilturel ve sosyal baglam icinde inceleyen bir insan bilimi olarak ele almistir. Pedagojinin gelisimi icin yapmasi
gereken tarihsel agidan sorunlari irdelemek, anlamak ve yeniden yorumlamaktir. Felsefi bir pedagojinin temeli
anlamaya dayali hermenoétik perspektiftir. Hiimanist pedagoji olarak gelismeye baslayan bu hareket 6zellikle
Almanya’da oldukga saglam bir mecrada ilerlemis ve Universitelerde kisa zamanda kendine genis yer bulmustur.
Kuskusuz bunun nedenleri igcinde himanist pedagojinin idealist felsefeye uzanan koéklerinin katkisi inkar
edilmez. Alman romantizmi, Fichte, Herder ve Humboldt gibi dislintrlere dayali olarak ilerleyen bu pedagoji
kisa zamanda etkili bir duruma gelmistir. 20. ylizyilin baslarindan itibaren gelismeye devam eden bu hareket her
iki diinya savasindan sonra da etkisini slirdiirmistiir. Temel problemi etkili ve verimli bir 6gretim sirecini
gerceklestirmek olan didaktik, bu amacini felsefi bir baglam icinde yaparak Amerikan egitim bilim geleneginden
acik bir sekilde ayrilir. Didaktik gelenek icinde yer alan ve merkezi bir kavram olan Bildung, toplumsal yasama
kilturel agidan uyum saglamis ve kendi gercekligini idrak eden bireyleri yetistirmeyi hedefledigi icin didaktik
dogasi geregi felsefi olmak zorunda kalmistir. ikinci Diinya Savas’nin ardindan Avrupa’da Amerikalasmanin
etkisi didaktik alanda da kendini gdstermis ve Amerikan egitim bilimine yakin didaktik modeller ortaya ¢ikmistir.
Bununla beraber hiimanist pedagojinin temsilcilerinden olan Wolfgang Klafki hiimanist pedagoji gelenegini
Frankfurt Okulu’nun elestirel teorisi ile sentezleyerek yeni bir didaktik yapi ortaya koymustur. Bu bakis agisi
diger didaktik modeller icinde 6zgiin ve orijinalligi ile dikkat cekmektedir. Klafki'nin 6ne strdigi bu perspektifin
6zglinlGgl kuskusuz koéklerinin Dilthey’e kadar uzanmasinda yatmaktadir. Altmish yillarin sonlarina dogru
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Frankfurt Okulu ve elestirel teorinin katkilari ile modelini daha fazla toplum baglaminda yenileyen Klafki, diger
didaktik 6gretim modelleri ile kiyaslandi§inda daha fazla felsefi ve sosyo pedagojik bir yénelimi temsil
etmektedir.

Oyleyse béyle bir bakis agisinin genel olarak program ve 6gretim alanina katkilari neler olabilir? Anglo-
Amerikan program ve 6gretim anlayisinin 6zellikle 1. Dinya Savasini takip eden yillarda egitim alaninda genel
kabul goren bir sdylem olmasinin temel nedeni Amerika’nin diinya hegemonyasinda egemen gii¢ haline
gelmesinin yaninda sonug odakl Amerikan egitim bilimi perspektifinin 6zellikle kitlesel okullasma, program ve
o6gretim alaninda getirdigi teknik bilimsel paradigmanin kolay ve uygulanabilir ¢6ziimler sunmasidir. Bu egemen
sdylem Amerikan hegemonyasinin yiikselisi ve soguk savas tehdidi ile daha da yayginlasmistir. Oyle ki
Almanya’da bile 60’li yillarin sonlarindan itibaren Amerikan merkezli egitim arastirmasi paradigmasi
guglenmeye baslamis ayrica teknik bilimsel paradigmaya uygun didaktik modeller gelistirilmistir. Bu agidan
bakildiginda Tyler Rasyoneli bu yiikselis stirecinin taci olmustur denilebilir. Bu ylkselis stirecine karsin program
ve Ogretim alaninda bir krizin varhigi ilk defa Joseph Schwab tarafindan dile getirilmistir. Tyler Rasyoneli ve
o6gretim tasarim modellerinin altin ¢agini yasadigi bir siireg icinde Schwab’in elestirileri ve dnerdigi yapi her ne
kadar genel anlamda bir kabul gérmediyse de 70’li yillardan itibaren entelektlel agirlikl Neo-Marxist ve
Yeniden kavramsallastirmaci gibi pedagojik hareketler igin énemli bir temel olmustur. Schwab 6ne strdugu
teorik yapida Alman didaktik gelenegine cok benzeyen bir model 6nermektedir. Alman hiimanist pedagojisine
dayal didaktik Anglo-Amerikan program ve 6gretim alaninin yasadigi kriz icin bir ¢6zim olabilir miydi? Egitim
surecinin odak noktasina hedefleri mi yoksa insani mi yerlestirmek gerekiyordu? Taylorizm ve Fordizm gibi
kitlesel Uretimi hedefleyen yonetim yaklasimlari baglaminda gelisen Anglo-Amerikan program ve 6gretim
diistincesi acaba insana dénuk bazi noktalarin lizerinde yeterince felsefi anlamda distiindi mi? Schwab’in
(1969:1) “mevcut yontem ve ilkeleri ile isini yapamayan program alanindaki ciddi kriz alanin can g¢ekismesine
neden oluyor; alanin acilen yeni ve daha etkili ilke ve yontemlere ihtiyaci var” derken vurguladig tam da bu
noktadir.

Turkiye’deki program ve 6gretim ¢alismalari didaktik gelenekten ne kazanabilir? Turkiye’de teknik bilimsel
program teorisinin oldukga glgli temellere sahip oldugu agiktir. Turkiye’de 6zellikle 1960 sonrasi donemde bu
konu ile ilgili yapilan yayinlarin ve egitim fakultelerinde egitim bilimleri bolimlerinin 6rgatlenmesi her zaman
bu teknik bilimsel gelenege gore yapildigindan ve master doktora programlari da bu perspektif dogrultusunda
tasarlandigindan dolayi kita Avrupasi gelenegine iliskin pedagojik séylemler oldukc¢a sig ve sessiz kalmis bir
sekilde gormezden gelinmistir. Hiimanistik pedagojinin en 6nemli katkisi egitimi sadece pozitivist bir baglamin
egemenliginde degil tam tersine insan odakli bir boyuttan ve insani 6zne yapan bir perspektiften algilanmasi
gerektigine iliskin bakis agisinin dnemine yaptigi vurgudur. Kita Avrupasi didaktik gelenegi ve hiimanist pedagoji
ayni zamanda hermendétik, fenomenolojik analiz gibi yontemlerle 6grenme ve 6gretme siirecinin dogasina
iliskin kapsamli analizlerin yapilmasina katki saglayarak alani salt bir mihendislik alani olmaktan kurtarabilir.
Didaktik gelenek icinde hiimanist pedagoji ¢izgisinde gelisen didaktik yaklasimin 6grenme, 6gretim, okul, kaltir
gibi kavramlara yonelik olarak olusturdugu anlam aginin Turkiye’deki program calismalari icin de ayri bir katki
ve zenginlik saglayacagi ileri sirilebilir. Pedagojiyi birbirinden ayri parcalar halinde degil, fakat insan denilen
fenomeni inceleyen bitiincil bir alan olarak ele almak belki de didaktik gelenegin program ve 6gretim alanina
kazandiracagi ilk kazanimdir. Bir diger dnemli kazanim da egitimi sadece 6g§renme ve 6gretme siireci ile degil
tam tersine 6grenme ve O0gretme sirecini etkileyen farkl degiskenleri farkli disiplinler araciligi ile inceleyerek
ogretim sirecine katki saglamasidir. Sadece teknik yonergelerle ve nasil sorusu ile degil fakat anlam odakh ve
nicin sorusu esliginde egitim ve egitime iliskin kavramlara yaklasilabilir ve ¢ok boyutlu analizler yapilabilir.
Ogretim siirecine iliskin farkli analizler belki de yasanilan kriz durumlarinin ¢éziilmesine katki sunabilir. Ornegin
PISA sinavindaki basarisizligin nedenleri salt teknik sikintilarla degil belki de 6gretmen ve 6grenci arasindaki
iliskinin dogasinin ¢éziimlenmesi ile farkli bir sekilde kavranabilir. Sonug olarak hem Anglo-Amerikan program
ve 6gretim dusiincesinin hem de didaktigin ayni sorunlar Gzerinde farkli yontemlerle farkli cevaplar bulduklari
soylenebilir. Her iki gelenegin de ortak noktasi 6gretim sirecini etkili ve verimli yapma ¢abasidir. Bu ¢alismada
problem sadece didaktigin gelisiminin tarihsel seyri ile sinirh oldugu igin farkl didaktik modeller
incelenmemistir. Ayrica didaktik ile program arasindaki diyalog da bu calismada ¢ok ayrintih olarak
islenmemistir. Cesitli didaktik modelleri ile ilgili daha fazla ¢alisma yapilmasi Tiirkiye’de az bilinen bu pedagojik
gelenegin daha yaygin bicimde taninmasi ve takdir gérmesi agisindan faydali olacaktir.
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Introduction

"Who is the information technology teacher" is a question that must be answered for those who choose IT
profession as a "profession". Asking this question is a beginning of thinking on a "profession" carried out with
the identity of information technology teacher. Even such question shows us that a professional of this field is
aware of the feelings of existential concerns of the discipline and the activities he carried out or expected to be
carried out and the desires to work through and act out on them. Anyone who defines her/himself as a
member of a profession needs such an existential anxiety (Ozsoy, Unal, Ozdemir, Buyruk, & Demir, 2011). Since
the attributions that are valid cannot be attributed permanently; how should the existence of the profession of
IT teacher be understood or expressed? By the way it claimed to be (ontological dimension), by the originality
of what it did and the way to do (epistemological and methodological dimension) or the belongingness of the
community overdetermined both of them.

In the current study, it is aimed to investigate the perception about the responsibilities and roles assigned
to IT teachers in Turkey. It is not possible for a group of profession who do not care about themselves to
produce consistent and valid ideas and practices. The ability to produce scientific knowledge for an IT teacher
as a profession depends on the educator's ability to self-criticize (autoreflexivite), to objectify, approach
critically and persist her/himself. As long as s/he achieves it, it can be possible for her/him to keep aloof
critically between her/himself and the world of education and science s/he lives in. Human identity is not given
all the time with birth at once: Identity is built from childhood and must be rebuilt throughout life. The
individual never builds his identity on his own: Identity depends on the judgments of others as much as the
own definitions and orientations of the individual. As regards the concept of identity, it is possible to reach
many different definitions. According to Turkish Language Association's dictionary; identity is defined as "All of
the conditions that make one person a certain person with the signs, qualities and characteristics peculiar to
human as a social identity; all of the characteristics identifying the document, identity card, identification card,
identity or any object that presents the people" (TLA, 2018). The other definitions related to identity are as
follows: "Semantic (interpretation) source that is given for and by social actors and built by the individualization
process (Berktay, 2003), answer or answers given by people, groups, societies or communities for the questions
"who are you?", "where are you from?" (Giveng, 1994), a kind of "information" socially produced and
transferred to individual by socialization (Birkok, 1994), complex, plural and nested forms of belonging (Kdksal,
Hortagsu & Koksal, 2009).

Occupational identity can be defined as a definition of a profession of a professional field by the individual,
other important persons related to that profession, reference groups and perceptions of information and skills
required to be known and exhibited about the field by the practitioner of this profession (Robson, 1998).
However, Wiles (2013) notes that occupational identity includesunderstanding the information specialized to
that field, values and norms related to that profession and incorporating the information and values in
professional competence. From this point of view, occupational identity also includes the occupational
definition and identity structures that are shaped by common interaction with professional group members in
which the individual is included (Nuttman-Shwartz, 2017). In addition to these effects, the continuous
interaction of the individual with the socio-cultural environment is emphasized in the formation of identity.
Troman (2007) states that occupational identity depends on political, academic and professional contexts and
when these interactions differ, the occupational identity will also be influenced by this process.

Identity development can be seen as a continuous interaction between individuals and socio-cultural
environments (Sevig, Higlen & Adams, 2000). According to Troman (2007); the meaning of occupational
identity depends on political, academic and professional dimensions and when these dimensions differ, the
occupational identity will also change. Tanner and Arnett (2009) claims that individuals represent and live
global media, and physiologic and developmental effect of the globalization cannot be ignored in everywhere.
As a result of globalization, today most people in the world are developing a cultural identity that is part of
their culture and some part of which is arising from awareness of their relationship with global cultures
(Nuttman-Shwartz, 2017). According to sociocultural identity theories; in order to develop new practices, an
identity should be built supporting these practices (Holland, Lachiotte, Skinner & Cain, 2001; Taylor, 2017).

Teacher identity can be expressed as being known and defined as a specific field teacher by himself and
others. This identity points to a complex process in which the teacher is constantly changing as s/he learns
better about the subject, her/his students and the subject matter taught. Teacher identity is important for
different identities, especially for the potential to influence students. Studies related to teacher identity
indicate that teachers' values, beliefs and targets are one of the important structures that affect and form
teaching experiences, determine how and in which way they develop, determine their attitudes towards
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changes of education. In addition to this, it can be said that there are important relationships between
concepts such as motivation, competence, work satisfaction, work commitment, and teacher perception of
professional identity, and all are influential in the formation of occupational identity (Ni & Guzdial, 2012).

In order to develop teacher identity, required researches should be carried out .It is especially important to
put the identities of IT technology teachers together with fast developing technology. The efforts that
individuals have shown in adapting to technology reveal the relationship between technology and the
individual. It is expected that IT teachers, who need to be leaders and pioneers in technology, will be able to
adapt quickly in their profession and help their students (and their environment).At this stage, it is necessary to
present how the identity of IT technology teachers, their roles, duties and responsibilities are perceived. This
study aims to examine how the perception of the role and responsibilities assigned to the IT teachers in Turkey
and reveal the current status of IT teachers’ identity in Aydin district.

Method

The research focuses on explaining the current situation using qualitative research methods. In the
qualitative research method, the social construction of reality is emphasized. According to this, there is no
single observable reality, but rather a number of facts or events that can be interpreted in different ways
(Merriam, 1998).The determination of the present situation is an important indicator for the situation to be
carried out. It is aimed to find answers to questions such as what, how and why in the study by revealing the
current status. Studies related to determine the current situation allow the investigation of the cases in detail
that the researcher cannot control (Merriam, 1998; Yildirrm & Simsek, 2005).

Within the scope of the research, maximum diversity sampling was preferred. . Inmaximum diversity
sampling, cases from a particular diversity spectrum are selected (Glesne & Peshkin , 1992).The aim here is to
reflect the diversity of the individuals who may be the party to the problem in maximum. Thus, what we are
trying to do is not to make generalizations to universe by providing the diversity, but to show what kinds of
partnerships and similarities exist between the various situations (Yildirim & Simsek, 2005). For this purpose, it
is aimed to discuss with the students of IT teaching, someone working as IT teacher and a teaching staff in IT
teaching department. Interviews were made with 4 students from IT teaching department (2 women, 2 men), 3
IT teachers (2 women, 1 male) and 3 instructors in IT teaching department (1 woman and 2 men). Some
demographic information about participants is summarized below:

Table 1.
Some Demographic Information about the Participants.
Nickname Age Gender Status
Can 21 M IT teaching student
Ozgiir 21 M IT teaching student
Meltem 21 F IT teaching student
Hilal 22 F IT teaching student
Eser 35 M IT teacher
Elif 35 F IT teacher
Ezgi 31 F IT teacher
Mine 29 F Instructor
Ogulcan 50 M Instructor
Altay 38 M Instructor

Semi-structured interview forms were used in the study. In these sort of interviews, during the interview,
the interviewee is completely free for a free interview. The researcher makes tiny distractions about continuing
on the concerned problem and focusing on that subject. Through interview techniques, people's experiences,
perceptions, thoughts and emotions are tried to be interpreted contextually by open-ended questions (Tailor,
2005). Witzel and Reiter (2012) states three key principles that are important in shaping the problem-centered
interview process: (1) It is problem-centered in the sense of addressing a social problem basic objective
dimensions of which have been determined by the researcher before the interview (2) It is case-oriented due
to the fact that boundaries of the interview are gathered around a certain phenomenon and a completed
vehicle is not used. (3) It is process-oriented because a flexible analysis of scientific problems are collected and
tested gradually, so detection and association of particular items in this process reveal gradually and step by
step by regulating with the methods used.
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In the current study, data collection tool was developed by the researchers. IT teacher interview form used
in the interview consist of 12, IT teachers candidate interview form consists of 16 and IT teaching department
instructors interview form consisted of 16 questions. Semi-structured interview forms were assessed by two
survey evaluators and one domain expert, process of expert opinion was carried out and validity checks were
made.

In the analysis of interviews with the shortest duration of 18 minutes and the longest 54 minutes, all
interviews were transferred to the Word media. A total of 135 pages of raw data were analyzed. In the analysis
of the data, NVVIO qualitative analysis program was used. Content analysis and descriptive analysis were
performed during the analysis of the data.

Findings
Themes arising from the data were analyzed by NVIVO package program and the table related to the
observation frequency of these themes are as follows.

Table 2.
Obtained Themes and Observation Frequency of These Themes.
Order Theme Number of people Number of related citations
1 Expectations from IT teachers 10 41
2 Qualifications of ideal IT teacher 10 33
3 IT teacher status 10 35
4 IT teaching as epistemic group 10 30
5 Relevance / autonomy of the field 9 20

Theme 1. Expectations from IT Teachers

Under the heading of Expectations from IT Teachers, it was tried to show not only definitions of IT teacher’s
profession officially, but also to reveal what kind of expectations they face in practice arising both from their
colleagues and school administrations. The sub-themes under this theme are given in Table 3, followed by
examples and explanations.
Table 3.
Sub-themes about Expectations from IT Teachers.

Data input in central Ministry of Education online System

Repair and maintenance of many equipment in the school / technician

Guidance on the purchase of equipment for colleagues and school administrators in relation
to technology related in-school and out-of-school needs

Preparation of technological equipment and presentations at meetings where technology is
required

To support colleagues about Fatih project and EBA contents

Technology leadership

Guidance in Tubitak projects

IT teachers are assigned in many places from data entry related to Ministry of Education Information
System, to repairment of many technical equipment (printer, smart board) (Can, Student). It is seen that they
are considered as a "technician" due to fact that they sometimes have to deal with the repair and maintenance
works of technical equipments (Can, Student; Altay, Instructor). A teacher describes his own situation as
follows:

"When | first began my profession, | was considered as information network repairman. | made a lot of effort to
overcome it in every school where | worked."(Eser, IT Teacher)

In addition to these tasks, they have indicated that they have to deal with individual repairment
requirements of their colleagues from time to time:

"As the name implies, you are the teacher, you are being educated as a teacher. We aim to make contribution for
education and teaching not repairs any broken computer, but people expect it. For example they can say or ask ‘you are an
IT teacher, my mobile phone is out of order, which type of mobile should | buy?’ Apart from that they can talk like ‘my
computer is broken, can you format it?’, ‘Come on you can do it, | don't want to go anywhere else.” Sometimes if your
principal is not a good leader, s/he can try to take advantage from you, you can see you are abused." (Ezgi, IT Teacher)

An instructor expresses the situation of Computer and Instructional Technology Education Teachers as:

"As far as | can observe, they are also working as information technicians in practice." (Mine, Instructor)
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In addition to this, it is also defined as the person who takes the role of the technology leader in the school
and a person who is consulted when having trouble in any software or purchasing the technological hardware
(Altay, Instructor).

According to the interview data, there are participants who indicate that the expectations related to the
teachers are related to the status they are in:

"When IT teachers are a formatter teachers or ITC (Information Technology Counsellor) teacher in school, their
responsibilities increase. Therefore, in general, IT Counsellors is the responsible of school in the sense of technology as a
formatter while they are in the position of counsellor for students and teachers. That is why we are overloaded." (Can,
Student)

A teacher working as an IT Counsellor describes a part of his daily routine as follows:

"If someone needs help from me, | try to support related teachers about contents of Fatih project or Educational
Information Network." (Eser, IT teacher)

Educational Information Network is a social education platform carried out by Ministry of National
Education. It is designed for teachers to share content related to IT and to increase their technological
competency. In the findings obtained from the participant interviews, it is observed that IT teachers are tasked
with the tasks of the Educational Information Network support staff. In other words, there is a need for IT
teachers to guide other teachers about Educational Information Network. In addition, it is mentioned that
there are expectations such as preparing the presentation files, organizing technical equipment of the school
and making them ready in the meetings held in the school:

"A meeting takes place and the teacher is assigned by the vice principal of the school. They request from the teacher to
adjust delineascope etc. The speech will be prepared, slide etc. will be prepared...” (Meltem, Student)

Some of the expectations for IT teachers seem quite unusual:

"For example, there is a problem. In the first semester of the last year, the school bell didn't work in the first school day.
The principle wanted it to be repaired. Therefore, the school ring is under the responsibility of IT teacher. He writes what to
do (in internet blog). Everybody write something under this blog. So, they try to find a solution by trial and error. He always
thanks to each of them." (Hilal, Student)

In some schools, works, which are academic and contribute to school, are expected from the IT teacher:

"The school administration expects excellent works from IT teacher that achieve success in Math. For example, these
works will bring excellent successes in TUBITAK projects and competitions. We applied for TUBITAK. | wrote 3 projects of 20
projects of our school." (Eser, IT Teacher)

In general when findings are examined, we can list the followings as expectations from the IT teachers:
repairment and maintenance of technical software in the school, guiding related to software purchase of in-
school and out-of-school requirements about technology of colleagues and school principals, preparation of
technological equipment and presentation in meetings requiring technology, supporting to related colleagues
about Fatih project and Educational Information Network, leading of technology, data entry operations on
Ministry of National Education Information System Network, guiding in Scientific and Technological Research
Council of Turkey projects.

Theme 2: Qualifications of an Ideal IT Teacher

Within the ideal IT teacher qualities, the most frequently encountered quality is related to keeping
her/himself up to date. The sub-themes under this theme are given in Table 4, followed by examples and
explanations.
Table 4.
Sub-themes about Qualifications of an Ideal IT Teacher.

Following-up new progresses in the field

Using technology in daily life

Being able to work interdisiplinary

Prevailing on theoretical concepts related to learning and teaching
Dealing with technology related issues

Example statements of this view are given below:
...... (IT teacher) Developing technology should be followed, for example when a new software comes out, it should be
searched concernedly and shared with the students. All innovations in technology should be followed and reflected in the
courses if possible." (Can, Student)

"You are close to technology and it constantly develops, you should closely follow it. Something you learnt this year may
be unnecessary for you the next year. Or it may become old. Therefore, innovations should be closely followed. You need to
progress yourself constantly." (Ezgi, IT Teacher)
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"Considering the dimension of education, s/he should be able to follow the general progress, the progress related to the
field." (Mine, Instructor)

However, the emphasis on the point of following developments can change. For example; while Ozgiir
(Student) emphasizes the hardware, "S/he should know the hardware, software and internal parts of the computer,
s/he should express her/himself to her/his students easily and smoothly”, Hilal (Student) emphasizes the
implementation of the developments to their own daily life. "I think an IT teacher should use the last version of
everything. | evaluate it as using iPhone .For example; s/he should use the latest version of flash disc with the largest
capacity".

Apart from the basic theme of following developments, two participants emphasize the quality of carrying
out interdisciplinary works:

"At first, in general IT teacher should be the teachers who use technology integration more actively. They can also carry
out the studies related to content integration in their working places apart from their own teaching fields." (Mine,
Instructor)

"Due to both its structure in the faculties and secondary school, he should head towards some interdisciplinary studies.
For a moment, it was said that there is no need for teacher recruitment, everyone knows how to use computer.” (Ogulcan,
Instructor)

Again, the same participant emphasizes the theoretical knowledge about learning and teaching in the
Computer and Teaching Technologies Education training:

"The theoretical knowledge remains in your hands. It satiates us. | also tell it to kids. Don't protect the porterage of the
profession; this is the work for engineering. Will you be able to compete with engineers in the future? No. With whom you
will compete? You will compete with the theoretical part. You will say | know the education. You will say | know the learning
and teaching. You will know what prevents learning, what distractor is or which one is more effective in screen design. You
will know these and say them with your reasons." (Ogulcan, Instructor)

Another participant emphasized some personal characteristics:

"Motivation is important, enthusiasm, motivation ... apart from this you have to be hungry to work and investigate for
examination.” (Altay, Teaching staff)

The reason for this is explained by the same participant as:

"Works that are related to IT and IT teaching always have to work determinedly. Because after a while you're getting
stuck, you're giving up. Therefore, if there is motivation / enthusiasm or something positive, there will be progress. In
conclusion, if you're blocked in a place, you cannot make progress. Therefore, it is necessary to try to study and make
research and spend time at the computer." (Altay, Instructor)

In general, the followings are at the forefront among the qualities of an ideal teacher: following the
developments related to her/his field, using them in her/his daily life, being inclined to interdisciplinary work,
having full knowledge of theoretical concepts besides practice dimension of her/his field, having high
motivation related for using and coping with the technology.

Theme 3. The Status of IT Teachers

One of the questions addressed to the participants was related to how they assessed the status of the IT
teaching field. The sub-themes under this theme are given in Table 5, followed by examples and explanations.
Table 5.
Sub-themes about the Status of IT Teachers.

Gaining importance due to increased technology integration
Decreasing importance due to absence of IT questions at high-stakes
IT Teacher Placement Numbers

IT Teaching as a "technical" staff

One of the participants talked about how technological know-how is a means of increasing the individuals’
status in every period:

“I mean IT teachers, IT specialists or computer professionals, no matter how you call them, have always had a valuable
aspect. For instance, even a person who can use the photocopier is valuable. You consult a competent person when you
want to print your double-sided identity card. In the past, the ones who use the typewriter was valuable. IT teachers will be
valuable when they are different from others, know something better than others and are in a leadership position in the field
of IT. Everything related to the computer or the technology is changing but there is one thing that does not change: the
Internet. This network is always there, it does not change.” (Altay, Instructor)

Another participant emphasized that using this technology is a facilitating aspect of the school process:

“I think (Ministry of) National Education is pleased that the IT teachers are in schools. For rapid flow of work and
information guidance service. Sometimes, the administrators leave the directors in a tight spot. In this case, we are at a
position where they can trust as a teacher who intervenes the situation and helps him. The top-down status of the officers in
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schools is principal, deputy head of the school, IT, school counselor and BT counselor respectively. We are among the
teachers who can be trusted in school. And for this reason, | think we are valuable. We save the day when we intervene
something, no matter how small it is.” (Elif, IT Teacher)

Another interviewer explained his situation as follows:

“As an IT teacher, we are at a different position than other departments since we are appointed. You feel special. | do
not know whether it is the comfort that the course or branch brings, but | think its status is higher than the other branches.”
(Ozgiir, Student)

A teacher emphasized the examination system developed for the assessment of the students who had
primary education in the stage of transition to secondary education, and went into operation in 2013-2014
school year as a result of the Decision of Ministry of National Education.

“Parents do not care much about our lessons because it is not in the examinations of transition from primary to
secondary education unlike mathematics, Turkish and science, or because it is not considered as important. In addition, the
kids see it as a game. In my opinion, this is slowly falling into place. My students don't consider my lessons as a playground
but it has not been possible to give this insight to their parents for now. At least, for me.” (Elif, IT Teacher)

“I mean, in comparison with the branches of science, mathematics and Turkish, ours is disadvantaged in this respect.”
(Ozgiir, Student)

Similarly, an instructor explained the status of the IT teaching field as follows:

"In our case, the teacher's value is perceived as follows: You are valuable as the number of questions of the high-stake
tests in that field. Because you must be tutoring, you must make much money. And you are valuable that much.” (Ogulcan,
Instructor)

However, it seems that those who associate the status of teacher with the number of assignments are
mostly undergraduates:

“Among other branches, Preschool, English and Religious Culture and Moral Knowledge Teaching are in demand now.
They are more like to be assigned. Their statuses are higher than us. ... And social status is something like this: When it
comes to computers, everyone thinks “It's a good job.” (Can, Student)

There were also participants who assessed the status of IT teachers negatively:

“I think that as a result of being seen as too much technical staff, the teacher's status can somewhat lose dignity among
colleagues, too.” (Mine, Instructor)

"One of the former Ministers of National Education said that there is no need for IT teachers, because everyone knows
how to turn computer on and off. | don't think this perception has changed a lot. Likewise, there is a similar reflection in
assignments. Robotics and good advertising of robotics has made a positive change. It has begun to change the point of
view towards the teachers in our branch.” (Mine, Instructor)

Some of the participants pointed out that the IT teachers’ status will become more important, especially
because of the increasing use of technology in society and the facilitating role of technology integration in
schools. However, there are participants who point out that the lack of questions about the Computer course
in the high-stake testing will reduce the importance of this field. Besides, especially undergraduate students
associate the IT teachers' status with the number of positions assigned in KPSS (Public Personnel Selection
Examination). In addition to this, there are those who think that the perception towards IT teacher referred to
in previous findings as a "technical" staff negatively affects the status of the profession.

Theme 4. IT Teachers as an Epistemic Group
The behaviors of IT teachers as an epistemic group were examined by interview questions. These questions
have been considered to address the existing structure and expected situations.
The sub-themes under this theme are given in Table 6, followed by examples and explanations.
Table 6.
Sub-themes about IT Teaching as an Epistemic Group.

The Ministry of Educations’ effort on establishing a social network
Association of Information Technologies (NGO-Civil Society Organization)
Social media

Academic organizations

One of the participants stated the current situation related to this theme as follows:

“For two years, we, as IT teachers, come together. With the approval of the Governorate, courses were held at schools.
There have been teachers from Aydin and the districts. In general, there were teachers from the city center. We did studies
on robotics ourselves. Later, we had an exhibit for them, we exhibited the works and projects conducted there. We also have
a WhatsApp group, and a group on the Internet. We meet together with our close friends. We're doing something, but are
these adequate or not? For example, there are more than 270 teachers but just 10 of them are gathering. There are 270
teachers working in the city center and all the districts.” (Elif, IT Teacher)
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According to the current situation, this view provides information on informal structuring. An example of
formal structuring is seen in the following teacher's view:

“I think that the Association of Information Technologies is really pushing us from one point to another. We used to have
working hours starting at eight and ending at five o'clock, like assistant managers, and we were not able to get out until this
time, depending on the tolerance of the management. So, thanks to the Association of Information Technologies, our
working hours are now withdrawn to 15:30.” (Ezgi, IT Teacher)

Views of some lecturers on this theme are as follows:

“... there is (epistemic grouping), | mean, there are also Civil Society Organizations, even if they are not very common.
Apart from that, there are web sites, facebook groups created with individual efforts. There are symposiums related to our
branch such as ICITS (International Conference on Information Technology and Science). They are usually places that enable
unifying and sharing.” (Altay, Instructor)

Another lecturer emphasized the requirements on this theme:

“Actually, it has to be. Of course, there is grouping in this sense, such as the worldwide structure of engineers. Maybe
such things are needed in our country. It is beneficial for IT teachers and CEIT teachers to be organized like CSOs, where they
come together and commiserate, with the approach of 'United we stand, divided we fall'.” (Mine, Instructor)

The following quotations on the opinions expressed in the interview point to the fact that the students are
also trying to form epistemic groups:

“In this regard, they developed a system called "CEIT grad" for grads only. | think a communication system is being
developed. Under all the universities, a project called "CEIT grads" has been developed. I'm not exactly sure that the grads
can communicate with each other with this project, but | know that they communicate with each other related to the
materials.” (Can, BT Teaching Student)

“Recently, we are negotiating the representatives of the congress organized for IT teachers. There are also those from
Ege University. He even came here the other day. He is the representative. Now in the congress. We have a WhatsApp
group. Representatives of all the universities. There are twenty universities and we are consulting with them. Another
congress going to be organized in Kastamonu. What can we do? They have projects. How are we going to present the
projects? | am announcing this to my friends, as well. We thought to submit a project this year, we already have our own
project class. | mean, to complete the projects we are doing before the congress.” (Meltem, IT Teaching Student)

Among the IT teachers as an epistemic group, there are the woks of Ministry on establishing a social
network. However, participation in those is very limited. Apart from this, the Association of Information
Technologies assumes the role of a CSO related to the formation of such a group and seems to be effective in
acquiring some occupational rights. The social media groups also have a role in the communication of the
professions in case of need. In academic sense, ICITS (International Conference on Information Technology and
Science) has a unifying function. However, there are also participants who find the professionalization studies
very limited.

Theme 5. Relationality/Autonomy of the Field

Under this theme, the relationship to the related fields and self-existence (autonomy) of the field are
discussed. The sub-themes under this theme are given in Table 7, followed by examples and explanations.
Table 7.
Sub-themes about Relationality/Autonomy of the Field.

Technology leadership in the context of IT relationality
IT coordinator teachers in the context of IT relationality
Coding teachers in the context of autonomy

Participants, who especially emphasized the responsibility of technology guidance of computer teachers,
underlined the need to work in collaboration with other teachers:

“...For example, | should investigate the teaching materials the Turkish teacher can use to direct them. Preparing or
directing the content. "I should say 'Look, there is an activity here, you can use it'...” (Elif, IT Teacher)

“I think computer teachers have no autonomy from other branches. In fact, there is a situation like helping all the
branches, it is like guidance.” (Ezgi, IT Teacher)

“More like a coordinator actually. In other words, according to the need of the teacher, we make a requirement list and
try to provide those to the students. How can we provide them to the students ideally? Which appliance can optimally
provide this?...” (Mine, Instructor)

However, there are also participants who stated there is an autonomous aspect of the field of IT teaching,
considering the increased programming courses:

“...There should be someone in school who works at the formatter teacher only and responsible for the technical
equipment. There must be another responsible person for programming courses, and a combination of them creates a
synergy, and better things can actually be produced.” (Hilal, IT Teaching Student)
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However, there are also participants who emphasize interdisciplinary teaching even in the education
involving programming:

“..1 think my first priority should be interdisciplinary education. ...Because the students can learn the programming
themselves, providing that they know the algorithm. | teach them Python, and they will learn C#. Or another language. But
what is important is that in interdisciplinary education, they should know they can transform what they have learned in
mathematics into a program using algorithms. Or they should know that they can integrate what they have learned in
physics into mathematics by creating an algorithm.” (Eser, IT Teacher)

There are participants who emphasized the relationality of the field related to IT teaching and the approach
underlining the technology guidance, and think that another IT teacher should be assigned for programming
education. One of the points that participants emphasize is that every school should have a technology guide,
that another IT teacher should be assigned if computer lesson is to be given at school, and that these teachers
work in co-operation.

Discussion, Conclusion and Recommendations

This study focuses on the identity of IT teachers. In the qualitatively designed study, findings obtained
under the themes of the expectations from IT teachers, qualifications of ideal IT teacher, status of IT teacher, IT
teaching as an epistemic group and relationality/autonomy of the field were presented.

It seems that IT teachers are distributed over a wide area such as the maintenance and the repairment of
the technical equipment in the school, guidance of their colleagues and school managers in their needs in and
out of the school on the purchase of equipment related to the technology, preparation of the technological
equipment and presentations at the meetings where technology is required, supporting the colleagues about
Fatih project and contents of Educational Informatics Network (EBA), leading technology, data entry
procedures on Mebbis, and guidance in TUBITAK projects. According to these findings obtained from IT
teachers, prospective IT teachers and instructors working in the field of IT teacher training, IT teachers should
take on tasks in many issues related to technology. It may be said that some of these tasks are indeed the
fundamental duty, while others are an irrelevant expectation. It is not a good idea to perceive IT teachers as
technical staff. In today's conditions, it can be said that the teachers have fulfilled these tasks altruistically or
compulsorily.

In the general qualifications report of the teaching profession published by the Ministry of National
Education in 2017, qualifications are expressed under the titles “professional knowledge”, “professional skills”
and “attitude and values”. One of the qualifications for “managing the teaching and learning process” in the
field of “professional skills” is stated as “effective use of information and communication technologies in the
teaching and learning process” (General Directorate of Teacher Training, 2017). When this qualification is
interpreted, it is expected that all teachers should be able to use IT technologies effectively as a general
professional qualification. It can be said that it will be beneficial to examine the teachers' technology
competencies and to overcome their deficiencies, if any. At this point, it can be said that the competencies of
other teachers to use technologies are highly related to the expectations from IT teachers. Teachers who want
to use the technology themselves but do not have qualification when choosing and using the relevant
technology are expecting much from the IT teacher at this point. In their study carried out with 163 teachers,
Ciire and Ozdener (2008) pointed out that teachers' attitudes towards information and communication
technologies are positive but they have significant deficiencies.

Topu and Goktas (2012) addressed the roles of IT teachers and expectations from them in their study.
Similar to the results of this study, it was concluded that IT teachers had to assume many roles in their schools
other than their duties. In the related work, as the reason of this it is suggested that the IT teachers are
considered as experts, technical service personnel and civil servants by their social circle. In other words, it can
be said that people's point of view and perceptions play a decisive role in the job definition and identity of IT
teachers.

According to the views of the participants, there are findings that expectants do not know limits and
teachers are expected to write projects and do tasks that have academic outputs. According to a participant's
opinion (Ozgiir, 21, Student), the fact that the expectations are so high causes IT teaching to be perceived as a
troublesome task in comparison with other branches. At this point, it may not be enough for IT teachers just to
know their own duties and responsibilities to draw professional boundaries. Occupational identity can be
defined as perceptions of the definition of that job as a professional field by the individuals' themselves, other
important persons related to the job and reference groups, and the knowledge and skills that the occupant
needs to know and display (Robson, 1998). However, Wiles (2013) states that occupational identity involves
the specialized knowledge related to that field, the values and norms related to the work done, and the
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integration of information and values in professional competence. From this point of view, occupational
identity includes the definition of the profession and identity structures that are shaped by the common
interaction with the professional group members involved (Nuttman-Shwartz, 2017). At this point, it is
considered important for IT teachers to raise awareness of other branch teachers about the duties and
responsibilities of IT teachers.

According to the research findings, among the qualifications of an ideal teacher are, following the
developments related to their field, using them in daily life, being tend to work interdisciplinary, having a
command not only of the application of the field, but also of the theoretical concepts, keeping high motivation
in using and coping with the technology come to the forefront. The other situation arising from research
findings emphasizes that prospective IT teachers need to improve themselves continuously. Rapidly evolving
technology and technology education approaches trigger this situation. In this context, a new study can be
made by examining the current situation. With this study, it can be determined at which level the teachers
adapt themselves to the development. Also, it can be examined whether the adaptation to the developments
(if any) is made by individual efforts of the teachers or structured activities under the Ministry of National
Education. It will lead to more accurate results by ensuring the teachers keep up with the developments in a
planned and programmed matter.

Some of the participants point out that the IT teachers’ status will become more important, especially
because of the increasing use of technology in society and the facilitating role of technology integration in
schools. However, there are participants who point out that the lack of questions about the Computer course
in the high-stake tests will reduce the importance of this field. Researchers who addressed the effects of high-
stakes testing on the educational programs point out that the fields such as painting, music that are not
questioned in these tests are devaluated in educational programs (Apple, 1995; Au, 2009). Besides, especially
undergraduate students associate the IT teachers' status of with the number of positions assigned in KPSS
(Public Personnel Selection Examination). This can be assessed in the context of the effects of the selection and
elimination by high-stakes testing on the identities of individuals (Au, 2009). There are also those who think
that perceiving IT teachers as "technical" personnel which is referred to in previous findings, negatively affects
the status of the profession.

Social networking and information sharing are enabled through EBA portal. This situation can be
interpreted that Ministry of National Education encourages the interaction between IT teachers as an epistemic
group. Apart from this, the Association of Information Technologies assumes the role of a CSO related to the
formation of epistemic group and seems to be effective in acquiring some occupational rights. Apart from that,
the social media groups have a role in the communication of the professions in case of need. In academic
sense, ICITS (International Conference on Information Technology and Science) has a unifying function.
However, there are also participants who find the professionalization studies very limited.

Whether IT teachers should only work within their own classes or work interdisciplinary is a controversial
subject until today. Current popular educational approaches, especially such as programming, robotics,
FeteMM, reveal the need for interdisciplinary work. Interdisciplinary work, expectations of social circle, and in
addition, the fundamental duty of teaching, show that IT teachers' responsibilities extend to a wide range. In
this context, the tasks of "technical staff" that will not be regarded as the fundamental duty, but are fulfilled
altruistically or compulsorily, can give beneficial results in terms of lessening the burden of IT teachers by
assigning the necessary staff. Generally speaking, there are also participants who emphasize the relationality of
the field related to IT teaching and the approach underlining the technology guidance, and think that another
IT teacher should be assigned for programming education. One of the points that participants emphasize is that
every school should have a technology guide, that another IT teacher should be assigned if computer lesson is
to be given at school, and that these teachers work in co-operation.
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Appendix

Appendix 1: Interview form for IT Teachers

1.

O N hA WD

10.
11.
12.
13.

14.
15.
16.
17.

18.
19.
20.

21.

22.

Can you talk a little bit about yourself?

Can you describe an average school day of yours?

What do you like about your profession?

What are the challenges in your profession?

How do you describe yourself and the work you do? To whom do you call an IT teacher?

What kind of qualities do you think a good IT teacher should have?

Are there features, qualities that distinguish an IT teacher from other teachers? What are these?
Do you see IT teaching as a separate / autonomous field? Why? How do you relate to other course
areas?

How do you describe the status of a computer teacher as a teaching area?

How do you define your own role or roles in school?

What are the most basic functions of an IT teacher at a school?

Are there any difficulties you are experiencing as a computer teacher? Could you give an example?
What kind of expectations do school administrators have from your branch? How many of these
expectations do you think originate from your branch?

What kind of expectations does other branch teachers' have from your branch?

Are there studies that you co-operate with other branch teachers at your school? What are these?
What difficulties do you have when evaluating and grading your students?

Is there a network where you can share your problems and solutions with other IT teachers? Do you
see teachers in Turkey as a group that share common priorities among each other?

Do you think that the IT teachers are accepted by the Ministry of National Education?

Do you feel important / valuable as an IT teacher? Why?

How much of your potential and competences do you think you are using? (What kind of measures
can be taken from MoNE or the school in order to increase this?)

In recent years, many different changes have been made regarding the positions of IT teachers in
schools. IT coordinator teacher, Technological leadership teacher etc. How do you evaluate the effects
of these changes on IT teaching?

What are your views on the future of IT teacher education?

The position in MoNE,

The position as a social status in the society,

The position as a professional group (epistemic community) with common values and norms?

Appendix 2: Interview for IT Candidates

1.

oukwnN

10.

11.
12.

13.
14.

Can you talk a little bit about yourself?
How did you decide to become an IT teacher?
What kind of qualities do you think a good IT teacher should have?
Was there a figure that influenced you when you decided to become an IT teacher?
Are there features, qualities that distinguish an IT teacher from other teachers? What are these?
What is your description for an IT teacher? What kind of duties and responsibilities does an IT teacher
have? In the class? At school? City / county?
Do you see IT teaching as an autonomous/reflexive field? Why? How do you relate it to other course
areas? Could you explain?
How do you see the status of an IT teacher as a teaching field?
a. Arethere any factors that affect your opinion?
What difficulties do you think IT teachers can experience? Would you give an example?
Do school administrators have different expectations from IT teachers, and other branch teachers, if
so, what are these?
What kind of expectations do other branch teachers have from IT teachers?
Do you have any communication with the other universities’ IT students or staff? Do you exchange
views on the lessons and contents of other schools?
How do you evaluate the status of IT teachers according to other teaching areas?
Do you feel important / precious as a student in a school that teaches you IT education? Why?
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In recent years, many different changes have been made regarding the positions of IT teachers in
schools. IT coordinator teacher, Technological leadership teacher etc. How do you evaluate the effects
of these changes on IT teaching?

What are your views about the future of IT teacher education?

The position in MoNE,

The position as social status,

The position as a professional group (epistemic community) with common values and norms?

Appendix 3: Interview form for IT Department’ Staff

1.

2
3.
4

v

O N

10.

11.
12.
13.
14.
15.

16.

Can you talk a little bit about yourself?

. What kind of qualities do you think a good IT teacher should have?

Are there any features, qualities that distinguish an IT teacher from other teachers?

How do you describe an IT teacher? What kind of duties and responsibilities do they have? In the
class? At school? City / county?

Do you see IT teaching as an autonomous/reflexive field? Why? How do you relate to other course
areas?

How is the status of an IT teacher as a teaching area?

How do you describe the role or roles of an IT teacher in school?

What are the most basic functions of an IT teacher at school?

Do IT teachers encounter difficulties? Could you give an example?

Do school administrators have different expectations from IT teachers and other branch teachers,? If
so, what?

What kind of expectations have other branch teachers from IT teachers ?

Is there a network where you can share your problems and solutions with other universities?

What do you think about the IT teachers’ status in the Ministry of National Education?

Do you feel important as a staff who teaches about IT? Why?

In recent years, many different changes have been made regarding the positions of IT teachers in
schools. IT coordinator teacher, technological leadership teacher etc. How do you evaluate the effects
of these changes on IT teaching?

What are your views about the future of IT education?

a. The position in MoNE,
b. The position as social status,
c. The position as a professional group (epistemic community) with common values and norms?
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TURKCE SURUM

Giris

“Bilisim teknolojileri (BT) 6gretmeni kimdir?” sorusu, BT &gretmenligini kendine “meslek” olarak segenler
icin mutlaka yanitlanmasi gereken bir sorudur. Bu soruyu sormak, BT 6gretmeni kimligiyle yapilan “is” tzerine
diisinmeye baslamaktir. Bu meslege iliskin bireyin yaptigi ya da kendisinden yapmasi beklenen etkinliklerle ilgili
varolussal kaygilar hissetmesi ve bunlari disa vurup Gzerlerinde kafa yormasi s6z konusu olmaktadir. Kendini bir
meslegin Uyesi olarak tanimlayan herkesin bdylesi varolussal bir kaygiyi giitmesi beklenmektedir (Ozsoy, Unal,
Ozdemir, Buyruk, & Demir, 2011). BT &gretmenligi mesleginin varolusunu, ona siirekli gegerliligi olan 6z
nitelikler atfedilemeyecegine gore; oldugunu iddia ettigi seyle mi (ontolojik boyut), yaptiklari ve yapma
bigimindeki 6zglinlikle mi (epistemolojik ve metodolojik boyut), yoksa bunlarin her ikisini de Ust-belirleyen
topluluk aidiyetiyle mi anlamak ve agiklamak yerinde olacaktir.

Mevcut arastirma ile Turkiye’de BT 6gretmenine yiklenen sorumluluklarin ve rollerin neler olduguna iliskin
alginin incelenmesi hedeflenmistir. Kendi Uzerine disinmeyen bir meslek grubunun tutarli ve gecerli bir
disiince ve pratik Gretmesi mimkin olamamaktadir. Bir meslek grubu olarak BT 6gretmenine dair bilimsel
bilginin  Uretilebilmesi, egitim bilimcinin 6z yansitma (autoréflexivité) becerisine, yani kendini
nesnelestirmesine, kendine elestirel bir mesafeden bakabilmesine, kendi lzerine dusliinebilmesine baghdir.
Bunu basarabildigi olclide ve slrece, igcinde yasadigl egitim ve bilim dilinyasiyla arasina elestirel bir mesafe
koyabilmesi miimkiin olacaktir.

insan kimligi, dogumla birlikte bir defada tiim zamanlar icin verilmis degildir: Kimlik gocukluktan itibaren
insa edilir ve yasam boyunca yeniden insa edilmelidir. Birey, kimligini asla tek basina insa etmez: Kimlik, bireyin
kendi tanimlari ve yonelimleri kadar 6tekinin yargilarina da baglidir. Kimlik kavramina iliskin olarak, birgok farkh
tanima ulagsmak mimkindir. Turk Dil Kurumu sézligline goére kimlik; “Toplumsal bir varlik olarak insana 6zgi
olan belirti, nitelik ve o6zelliklerle, birinin belirli bir kimse olmasini saglayan sartlarin butiinG; kisinin kim
oldugunu tanitan belge, kimlik belgesi, tanitma karti, hiiviyet ve herhangi bir nesneyi belirlemeye yarayan
ozelliklerin butlini” (TDK, 2018) olarak ifade edilmektedir. Kimlikle ilgili diger tanimlara bakilacak oldugunda;
Toplumsal aktorlerin kendileri icin ve kendileri tarafindan verilmis ve bireysellesme sireci ile insa edilmis olan
anlam(landirma) kaynagi (Berktay, 2003), kisilerin, gruplarin, toplum veya topluluklarin, “kimsiniz?”,
“kimlerdensiniz?” sorularina verdikleri yanit ya da yanitlar (Glveng, 1994), sosyal olarak Uretilmis ve
sosyallestirme yoluyla ferde aktarilmis olan bir tiir “bilgi” (Birkok, 1994), karmasik, cogul ve i¢ ice gegcmis aidiyet
bigimleri (Koksal, Hortagsu ve Koksal, 2009) olarak ifade edildigi gérilmektedir.

Alanyazinda sunulan bu bilgiler 1s18inda, bireylerde ve toplumda olusan kimlik algisinin da énemli oldugu
soylenebilir. Bir meslek olarak BT ogretmenligi ele alindiginda mesleki kimlik kavraminin da incelenmesi
gerekmektedir. Mesleki kimlik, bireyin kendisinin, meslek ile iliskili diger 6nemli kisilerin ve referans gruplarinin
o isi bir profesyonel alan olarak tanimlamasi ve bu meslegi icra eden kisinin alana iliskin bilmesi ve sergilemesi
gereken bilgi ve becerilere iliskin algilar olarak tanimlanabilir (Robson, 1998). Bununla birlikte, Wiles (2013)
mesleki kimligin, o alana iliskin 6zellesmis bilgiler, yapilan ise iliskin degerler ve normlari anlama ve profesyonel
yeterlilikte bilgi ve degerleri bitiinlestirmeyi icerdigini belirtmektedir. Bu agidan bakildiginda, mesleki kimlik,
meslek tanimi ve bireyin dahil oldugu profesyonel grup lyeleri ile ortak etkilesimi ile de sekillenen kimlik
yapilarini icermektedir (Nuttman-Shwartz, 2017). Bu etkilerin yani sira, kimligin sekillenmesinde bireyin sosyo-
kilturel cevresi ile slirekli etkilesimi vurgulanmaktadir. Troman (2007) mesleki kimligin anlaminin siyasi,
akademik ve profesyonel baglama bagimli oldugunu, bu etkilesimler farklilastiginda, mesleki kimligin de bu
slirecten etkilenecegini belirtmektedir.

Kimlik gelisimi bireyler ve sosyo-kiltiirel ¢evreleri arasinda surekli bir etkilesim olarak gorilebilir (Sevig,
Higlen ve Adams, 2000). Troman (2007), mesleki kimligin anlaminin politik, akademik ve profesyonel boyutlara
bagh oldugunu ve bu boyutlarin birbiriyle etkilesimi degistikce, kimliginde degisim gosterecegini belirtmektedir.
Tanner ve Arnett (2009), bireylerin zihinlerinde temsil ettigi kiiresel ortam olgusununun ve kiresellesmenin
psikolojik ve gelisimsel etkisinin gdz ardi edilemeyecegini ifade etmektedir. Kiiresellesmenin bir sonucu olarak,
bugiin diinyadaki insanlarin ¢ogu, kiltlrlerinin bir pargasi olan ve bir kismi kiiresel kilttrlerle olan iliskilerinin
farkindahgindan kaynaklanan bir kiltir kimligini gelistirmektedir (Nuttman-Shwartz, 2017). Sosyokiiltirel kimlik
teorilerine goére; yeni uygulamalari gelistirmek igin, bu uygulamalari destekleyen bir kimlik insa edilmelidir
(Holland, Lachiotte, Skinner ve Cain, 2001; Taylor, 2017).

Mevcut ¢alismada ele alinan temel yapi taslarindan birisi BT 6gretmenlerine yiiklenen rollerdir. Bu roller ele
alindiginda 6gretmen kimliginin de irdelenmesinde fayda vardir. Ogretmen kimligi, kendi ve digerleri tarafindan
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belirli bir alan 6gretmeni olarak bilinmek ve tanimlanmak olarak ifade edilebilir. Bu kimlik, 6gretmenin kendini,
Ogrencilerini ve 6grettigi konu alanini daha iyi bildikge stirekli olarak degismekte olan karmasik bir stirece isaret
etmektedir. Ogretmen kimligi, farkli kimlikler arasinda, 6zellikle grencileri etkileme potansiyeli agisindan énem
tasimaktadir. Ogretmen kimligine iliskin calismalar, 6gretmenlerin degerleri, inanclari ve hedeflerinin dgretim
deneyimlerini etkileyen ve sekillendiren, bir 6gretmen olarak nasil ve ne sekilde gelistiklerini belirleyen ve
egitime iliskin degisimlere yonelik tutumlarini belirleyen 6nemli yapilardan biri olduguna isaret etmektedir.
Bununla birlikte, motivasyon, yeterlik, is doyumu, ise bagllk gibi kavramlar ile 6gretmen mesleki kimlik algisi
arasinda 6nemli iliskiler oldugu ve bu kavramlarin meslege dair kimligin olusmasinda etkili oldugu soylenilebilir
(Ni & Guzdial, 2012).

Ogretmen kimliginin gelismesi icin gerekli arastirmalarin yapilmasina ihtiyac vardir. Ozellikle hizl gelisen
teknolojiyle birlikte BT ogretmenlerinin kimliklerinin ortaya konulmasi 6énem arz etmektedir. Bireylerin
teknolojiye uyum saglama yolunda gdstermis olduklari ¢abalar, teknoloji ile birey iliskisini ortaya koymaktadir.
Teknoloji konusunda lider ve oncl gorevlerinin olmasi gereken BT 6gretmenlerininin alaninlarindaki gelisime
uyumu hizh olarak saglamalari ve 6grencilerine (ve ¢cevresine) yardimci olmalari beklenmektedir. Bu asamada
BT teknolojisi 6gretmeni kimliginin ne oldugunun, rol, gorev ve sorumluluklarin nasil algilandiginin ortaya
konulmasi gerekmektedir. Bu ¢alismada Tirkiye’de BT 6gretmenine yiiklenen rollerin ve sorumluluklarin nasil
algilandiginin incelenmesi ve BT dgretmenligi kimliginin Aydin ili'ndeki mevcut durumunun ortaya konulmasi
amagclanmistir.

Yontem

Arastirmada nitel arastirma yontemleri kullanilarak, mevcut durumun ortaya konulmasina odaklanilimistir.
Nitel arastirma yonteminde, gercgekligin sosyal insasina vurgu yapilir. Buna gore goézlenebilir tek bir gercek
yoktur, bunun yerine ¢ok sayida gercek ya da bir olayin farkli sekillerde yorumlanmasi vardir (Merriam, 1998).
Mevcut durumun tespiti, olmasi gereken duruma iliskin yapilacaklar icin 6nemli bir gostergedir. Tarama
tirtnde bir desen segilen ¢alismada mevcut durumun ortaya konulmasi ile ne, nasil, nigin gibi sorulara cevap
aranmasi hedeflenmektedir. Mevcut durumun tespitine yonelik ¢alismalar arastirmacinin kontrol edemedigi
olgulari detayli bicimde incelenmesine imkan sunmaktadir (Merriam, 1998; Yildinnm & Simsek,2005).

Arastirma kapsaminda, 6rnekleme tirlerinden maksimum gesitlilik 6rneklemesi tercih edilmistir. Maksimum
cesitlilik orneklemesinde, belirli cesitlilik yelpazesinden durumlar segilir (Glesne & Peshkin, 1992). Buradaki
amag, probleme taraf olabilecek bireylerin cesitliligini maksimum derecede yansitmaktir. Boylelikle yapilmaya
cahisilan, cesitliligi saglamak yoluyla evrene genellemeler yapmak degil, cesitlilik gésteren durumlar arasinda ne
tir ortakliklar ve benzerlikler oldugunu ortaya koymaktir (Yildirrm & Simsek, 2005). Bu amagla, BT 6gretmenligi
boliminde okuyan, BT 6gretmeni olarak gérev yapan ve BT 6gretmenligi bélimiinde 6gretim elemani olarak
gorev yapan katilimcilarla gérisilmesi hedeflenmistir. BT 6gretmenligi béliminde okuyan 4 6grenci (2 kadin, 2
erkek), BT 6gretmenligi yapan 3 kisi (2 kadin, 1 erkek) ve BT 6gretmeni yetistirme alaninda gorev yapan 6gretim
elemani 3 kisi (1 kadin ve 2 erkek) ile gorlismeler yapilmistir. Bu katiimcilarin segimindeki etken ulasilabilir
evren olmasidir. Katilimcilara iliskin bazi demografik bilgiler asagida 6zetlenmistir:

Tablo 1.

Katiimcilara iliskin Bazi Demografik Ozellikler.

Kod isim Yas Cinsiyet Statii

Can 21 E BT 6gretmenligi 6grencisi
Ozgiir 21 E BT 6gretmenligi 6grencisi
Meltem 21 K BT 6gretmenligi 6grencisi
Hilal 22 K BT 6gretmenligi 6grencisi
Eser 35 E BT 68retmeni

Elif 35 K BT 68retmeni

Ezgi 31 K BT 6gretmeni

Mine 29 K Ogretim elemani
Ogulcan 50 E Ogretim elemani

Altay 38 E Ogretim elemani

Arastirmada yari yapilandiriimis goriisme formlari kullaniimistir. Bu tir gorismelerde, gériisme sirasinda,
gorisilen kisi serbest bir soylesi icin tamamen 06zglr birakilir. Arastirici yalnizca ilgilenilen sorun Uzerinde
devam edilmesi, konuya donilmesi hususunda titiz davranir. Gorisme teknigi araciligiyla, insanlarin
deneyimleri, algilari, distnceleri ve duygulari agik uglu sorularla, baglamsal olarak yorumlanmaya calsilir
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(Tailor, 2005). Witzel ve Reiter (2012), sorun-merkezli goriisme sirecinin sekillenmesinde 6nemli olan ¢ temel
ilkeyi belirtmektedir: (1) Gorismeden 6nce arastirici tarafindan temel nesnel boyutlari saptanmis bir toplumsal
sorunun ele alinmasi anlaminda sorun merkezlidir. (2) Gorismenin sinirlarinin belirli bir olgu etrafinda
toplanmasi ve tamamlanmis bir aracin kullaniimamasindan dolayi olgu yonelimlidir. (3) Bilimsel sorunlarin
esnek analizi, verilerin asamali olarak toplanmasi ve sinanmasi, slrecgte belirli 6gelerin saptanmasi ve
iliskilendirilmesinin kullanilan yontemlerle oynayarak yavas yavas ve asamali bir tarzda agiga c¢ikarilmasi gibi
nedenlerden dolayi slire¢ yonelimlidir.

Mevcut arastirmada veri toplama araci olarak arastirmacilar tarafindan birbirine paralel ¢ form
gelistirilmistir. Veri toplama sirecinde BT 6gretmeni goriisme formu (Ek 1), BT 6gretmenligi adaylari gérisme
formu (Ek 2) ve BT 6gretmenligi bolimi 6gretim elemanlar goriisme formu (Ek 3)  kullaniimistir. Yari
yapilandiriimis gorisme formlari iki 6lgme degerlendirme ve bir alan uzmani tarafindan degerlendirilerek
uzman goriisu stireci gerceklestirilmis ve gegerlik kontrolleri saglanmistir.

En kisasi 18 dakika ve en uzunu 54 dakika olan gériismelerin analizinde, tim goriismeler Word ortamina
aktarilmistir. Toplam 135 sayfa ham veri analiz edilmistir. Verilerin analizinde NVIVO nitel analiz programi
kullaniimistir. Verilerin analizi sirasinda icerik analizi ve betimsel analiz yapilmistir.

Bulgular
NVIVO paket programi ile analiz edilen verilere iliskin olarak ortaya gikan temalar ve bu temalarin gézlenme
sikligina iliskin tablo asagida belirtilmistir.

Tablo 2.
Elde Edilen Temalar ve Bu Temalarin G6zlenme Sikliklari.
Sira Tema Deginen kisi sayisi ilgili alint1 sayisi
1 BT 6gretmeninden beklentiler 10 41
2 ideal BT &gretmeni nitelikleri 10 33
3 BT Ogretmeni statiisii 10 35
4 Epistemik grup olarak BT 6gretmenligi 10 30
5 Alanin iliskiselligi/6zerkligi 9 20

Tema 1. BT Ogretmeninden Beklentiler

BT 6gretmeninden beklentiler bashgi altinda, yalnizca resmi olarak BT 6gretmeninin gérev tanimlari degil,
ayni zamanda uygulamada gerek meslektaslarindan gerekse okul yoneticilerinden kaynaklanan ne tir
beklentiler ile karsi karsiya olduklari ortaya konmaya galisiimistir. Bu tema altinda karsilasilan alt temalar Tablo
3’te verilmis, sonrasinda, bu alt temalara gorismelerde nasil deginildigine iliskin 6rnek ifadeler ve agiklamalar
sunulmustur.
Tablo3.
BT Ogretmeninden Beklentilere iliskin Alt Temalar.

MEBBIS’e (Milli Egitim Bakaligi Bilisim Sistemi) veri girisi

Okuldaki pek cok ekipmanin tamiri ve bakimi/ teknisyenlik

is arkadaslarinin ve okul yéneticilerinin teknolojiye iliskin okul ici ve okul disi
gereksinimlerinde donanim alimina iliskin rehberlik etmek

Teknoloji gerektiren toplantilarda teknolojik ekipmanlarin ve sunumlarin hazirhgi
Fatih projesi ve EBA igerikleri ile ilgili meslektaslarina destek olmak

Teknoloji liderligi yapmak

Tubitak projelerinde rehberlik

BTE 6gretmenleri okulda Milli Egitim Bakanhgi Bilisim Sistemi (MEBBIS) e iliskin veri girislerinden (Elif, BT
Ogretmeni), pek cok teknik ekipmanin tamirine (yazici, akilli tahta) kadar pek ¢ok alanda gérev almaktadir (Can,
Ogrenci). Ozellikle teknik ekipmanlarin tamir ve bakim isleleri ile zaman zaman ilgilenmek zorunda olmalari, bir
“teknisyen” olarak algilanmalarina neden oluyor gibi gériinmektedir (Can, Ogrenci; Altay, Ogretim elemani). Bir
ogretmen kendi durumunu soyle tanimlamaktadir:

“llk géreve basladiginda bilisim tamircisi olarak gériiniiyordum. Bunu gérev yapti§im her okulda asmak icin ¢ok ¢aba
sarf ettim.” (Eser, BT Ogretmeni)

Bu gorevlere ek olarak zaman zaman 6gretmen arkadaslarinin bireysel tamir talepleri ile de ilgilenmek
zorunda kaldiklarini belirtmislerdir:
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“Ad lizerinde siz 6gretmensiniz, zaten 6gretmen olarak yetistiriliyorsunuz. Amacimiz egitim égretime katki saglamak.
Yani tutup da bozuk olan bir bilgisayari yapmak degil, ama insanlarin beklentisi bu olmuyor, “sen bilisim dgretmenisin:
telefonum bozuldu, nasil tip telefon almaliyim?” diyerek bunu bile sorabiliyor mesela. Onun haricinde “bilgisayarim bozuldu,
format atabilir misin?”, “Baskasina gitmeyeyim, hadi sen bu isi hallet” tarzinda. Bazen eder ¢alistiginiz kisi idareci anlaminda
iyi bir idareci degilse, yani nasil séyleyeyim? Farkli bir kisiyse kullanmaya ¢alisabiliyor iyi niyetli yaklasiyorsaniz bunun su
istimal edildigini gérebiliyorsunuz.” (Ezgi, BT Ogretmeni)

Bir 6gretim elemani ise BOTE (Bilgisayar ve Ogretim Teknolojileri Egitimi) 6gretmenlerinin durumunu sdyle
ifade etmektedir:

“Gézlemledigim kadariyla su anda uygulamadaki kissmda bilgi islem personeli olarak da ¢alisiyorlar.” (Mine, Ogretim
Elemani)

Bununla birlikte okulda teknoloji liderligi gorevi listlenen, herhangi bir yaziimda sikinti yasandiginda veya
teknolojik donanim satin alinirken bilgi danisilan kisi olarak da tanimlanmaktadir (Altay, Ogretim Elemani).
GoOrUsme verilerine gore 6gretmene iliskin beklentilerin icinde bulundugu stati ile iliskili oldugunu belirten
katilimcilar da bulunmaktadir:

“Bilisim &dretmenleri okulda formatér Ggretmen ya da BTR (Bilisim Teknolojileri Rehber Odretmeni) é§retmen
olduklarinla sorumluluklari daha ¢ok artiyor. Bu genelde BTR’ de d&drencilere ve Ggretmenlere rehberlik etme
durumundayken formatorliik gérevinde bir nevi okulun teknoloji bakimindan sorumlusu oluyor. Bu yiizden ¢ok yiik biniyor.”
(Can, Ogrenci)

BTR 6gretmeni olarak galisan bir 6gretmen glinlik rutininin bir pargasini tanimlarken soyle ifade etmektedir:

“Benden yardim isteyen olursa Fatih projesiyle ilgili ya da EBA (Egitim Bilisim Adi) icerikleri ile ilgili 6Gretmen arkadaslara
destek olmaya ¢alisiyorum” (Eser, BT 6gretmeni)

EBA, Milli Egitim Bakanhg tarafindan yiiriitiilen sosyal bir egitim platformudur. Ogretmenlerin bilisimle ilgili
icerikleri paylagsmalari ve teknoloji ile ilgili yeterliliklerinin artirilmasi igin tasarlanmigtir. Katilimci
gorismelerinde elde edilen bulgularda BT 6gretmenlerinin EBA destek personelinin yapmasi gereken gorevleri
Uslendikleri gorilmektedir. Diger bir ifade ile BT 6gretmenlerinin EBA konusunda diger 6gretmelere rehberlik
etmeleri gereksinimi bulunmaktadir. Buna ek olarak, okulda gerceklestirilen toplantilarda, toplantiya iliskin
sunum dosyas! hazirlama, okulun teknik ekipmanini diizenleme ve hazir hale getirme ile ilgili beklentiler
olduguna da deginilmektedir:

“Toplanti falan oluyor égretmen miidiir yardimcisi tarafindan gérevlendiriyor. Projeksiyondu vs. hepsinin ayarlanmasini
istiyor. Konusma hazirlanacak, slayt hazirlanacak, bir sey hazirlanacak...” (Meltem, Odrenci).

BT 6gretmenlerine iliskin beklentilerin bazilari oldukga sira disi gérinmektedir:

“Ornedin bir problem yasaniyor. Gegen sene ilk dénem, okulun basladi§i giin okul zili ¢alismamis. Miidiir bunu
yapacaksiniz demis.... Ne yapacadim diye yazmis paylasmis (internet blogunda). Herkes altina bir seyler yaziyor. Deneme
yanilma yéntemiyle ¢6ziim yolu bulmaya calisiyor yani. O hep tesekkiir ediyor.” (Hilal, Ogrenci)

Kimi okullarda ise, BT 6gretmeninden akademik ve okula katki sunacak isler beklenmektedir:

“Okul idaresi bilisim éGretmeninden miikemmel seyler bekliyor... Matematikte basarilar sadlayacak. Atiyorum TUBITAK
yanismalarinda TUBITAK projelerinde muhtesem seyler cikartacak kiigiik bir érnek vereyim su an TUBITAK basvurusu yaptik.
Bizim okulun 20 tane projenin 3 tanesini ben yazdim.” (Eser, BT Ogretmeni)

Genel olarak bulgular incelendiginde, BT 6gretmeninden beklentiler igerisinde, okuldaki teknik donanimlarin
tamir ve bakimi ile ilgilenmek, is arkadaslarinin ve okul yoneticilerinin teknolojiye iliskin okul i¢i ve okul digi
gereksinimlerinde donanim alimina iliskin rehberlik etmek, teknoloji gerektiren toplantilarda teknolojik
ekipmanlarin ve sunumlarin hazirlig, Fatih projesi ve EBA igerikleri ile ilgili meslektaslarina destek olmak,
teknoloji liderligi yapmak, Mebbis (Milli Egitim Bakanhgi Bilisim Sistemleri Agi) Gizerindeki veri giris islemleri,
Tubitak projelerinde rehberlik gibi noktalara isaret edilmektedir.

Tema 2. ideal BT Ogretmeninin Nitelikleri

ideal BT dgretmeni nitelikleri igerisinde, en sik karsimiza ¢ikan nitelik kendini giincel tutmayla alakalidir. Bu
tema altinda karsilasilan alt temalar Tablo 4’de verilmis, sonrasinda, bu alt temalara gorismelerde nasil
deginildigine iliskin 6rnek ifadeler ve agiklamalar sunulmustur.
Tablo 4.
ideal BT Ogretmeninin Niteliklerine iliskin Alt Temalar.

Alanina iliskin gelismeleri takip etme

Ginlik yasaminda kullanma

Disiplinler arasi galismaya yatkin olma

Ogrenme ve dgretme ile ilgili kuramsal kavramlara hakim olma
Teknoloji kullanimina iliskin sorunlarla bas etme
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Bu gorise iliskin 6rnek ifadeler asagida sunulmaktadir:

“.. (BT égretmeni) Gelisen teknolojiyi takip edebilmeli mesela yeni bir yazilm ¢iktiginda bunlari ilgi duyarak arastirmali
ogrencileri ile paylasmall. Teknolojide her ¢ikan yenilige takip edebilmeli ve bunlari derslerine yansitabilme olanadi varsa
kullanmali.” (Can, Ogrenci)

“Teknolojiyle ¢ok i¢ igesiniz siirekli gelisen bir teknoloji var bunu ¢ok yakindan takip etmeniz gerekiyor. Bu sene
6grendiginiz bir seyi belki seneye ¢ok gereksiz olabiliyor. Veya geg¢mis eskimis olabiliyor. Onun igin yenilikleri ¢ok hizli bir
sekilde takip etmek gerekiyor. Siirekli kendinizi yenilemeniz gerekiyor.” (Ezgi, BT Ogretmeni)

“Ogretim boyutuna bakacak olursak genel gelisimi, alan ile ilgili gelismeleri takip edebiliyor olmasi lazim.” (Mine,
Ogretim elemani).

Bununla birlikte, gelismeleri takip etme noktasinda yapilan vurgular degisebilmektedir. Ornegin; Ozgiir
(Ogrenci) donanim vurgusu yaparken “Bir kere bilgisayarin donanimini yazilimini i¢ parcalarini ¢ok iyi bilmesi lazim
égrencilerine karsi kendini telaffuz etmesi lazim iyi bir sekilde telaffuz etmesi lazim”, Hilal (6grenci) gelismelerin kendi
gunliik yasamlarinda uygulanmasina vurgu yapmaktadir “Bence BT dgretmeni her seyin en son olanini kullanmali
bana goére. Yani buna iPhone telefon kullanmak gibi degerlendiriyorum. Mesela bir flash bellek son ¢ikan ve en boyutu biiyiik
olan flash bellegi kullanmali”.

Gelismeleri takip etme temel temasinin disinda, iki katilimci disiplinler arasi c¢alismalari yiratilebilecek
nitelikte olmaya vurgu yapmaktadir:

“BT dogretmeni genel olarak teknoloji kaynastirmasini daha aktif kullanabilen 6gretmenler olmali éncelikle. Kendi
6gretim alanlarinin disinda, mevcut gdrev yaptiklari yerlerde icerik entegrasyonu ile ilgili ¢alismalar da yapabiliyorlar.”
(Mine, Ogretim elemani)

“Hem fakiiltelerdeki yapisi, hem de ortaégretimdeki yapisi nedeniyle biraz disiplinler arasi calismaya yénelmesi lazim. Bir
ara 6Gretmen alimlarina gerek yok, herkes bilgisayar biliyor gibi seyler séylendi.” (Ogulcan, Ogretim elemani)

Yine ayni katilimci, BOTE egitimlerinde 6grenme ve égretmeye iliskin kuramsal bilgilere vurgu yapmaktadir:

“Sizin elinizde kalan kuramsal bilgidir. Bizi doyuran odur. Cocuklara da séyliiyorum. Bakin isin hamalligina sahip
¢ctkmayin, bu mihendislik isi. Yarin bir giin siz miihendis ile yarisabilecek misiniz? Hayir. Siz kiminle yarisacaksiniz. Kuramsal
kisim ile yarisacaksiniz. Eitimi ben bilirim diyeceksiniz. Odrenmeyi édretmeyi ben bilirim diyeceksiniz. Bak, ekran
tasariminda sen sunu yaparsan, su égrenmeyi engeller, su ¢eldiricidir, sunu yaparsan daha etkili olur. Bunu sen bileceksin ve
gerekgelerini gostererek séyleyeceksin.” (Ogulcan, Ogretim elemant).

Diger bir katilimci ise bazi kisisel 6zelliklere vurgu yapmaktadir:

“Motivasyon 6nemli, heves, motivasyon... Bunun disinda ¢alismaya ve arastirmaya, sorgulamaya a¢ olmasi gerekiyor
(Altay, Odretim elemant).

Bunun gerekgesini ise ayni katimci soyle agiklamaktadir:

“Bilisimle alakali isler, BT 6gretmenligi ile alakali isler hep bir azimle ¢alismay! gerektiriyor. Ciinki bir yerden sonra
tikaniyorsunuz, pes ediyorsunuz. Durum bdyle oldugu icin motivasyon/ heves oldugunda, olumlu bir tutum oldugunda
ilerleme kaydedilebiliyor. Sonugta bir yerde tikandiginizda vazgegiyor, ilerleme kaydedemiyorsunuz. Buna istinaden okumak-
arastirmak bilgisayar basinda mesai harcamaya calismak gerekiyor.” (Altay, Odretim elemani)

Genel olarak bakildiginda, ideal bir 6gretmeninin nitelikleri arasinda, alanina iliskin gelismeleri takip etme,
ginlik yasaminda kullanma, disiplinler arasi ¢alismaya yatkin olma, alanin sadece uygulama boyutuna degil,
0grenme ve O6gretme ile ilgili kuramsal kavramlara hakim, teknoloji kullanma ve teknolojiyi kullanirken
karsilasilan sorunlar ile bas etmeye iliskin motivasyonu yiiksek olma nitelikleri 6n plana ¢ikmaktadir.

Tema 3. BT Ogretmeni Statiisii

Katilimcilara BT 6gretmenligi alaninin statlisiin( nasil degerlendirdiklerine iliskin soru yoneltilmistir. Bu tema
altinda karsilasilan alt temalar Tablo 5’te verilmis, sonrasinda, bu alt temalara goriismelerde nasil deginildigine
iliskin 6rnek ifadeler ve agiklamalar sunulmustur.
Tablo 5.
BT Ogretmeni Statiisii iliskin Alt Temalar.

Artan teknoloji entegrasyonu nedeniyle 6nem kazanma

Merkezi sinavlarda, bilgisayar dersi ile ilgili soru olmamasi nedeniyle dGneminin azalmasi
BT 6gretmenligi atama sayilari

“Teknik” bir personel olarak BT Ogretmenligi

Katihmcilardan biri teknoloji bilmenin her dénemde bireylere bir statii kazandirma araci olmasindan soyle
bahsetmektedir:

“Yani simdi BT égretmenleri, bilisimciler, bilgisayarcilar nasil adlandirirsaniz bunlarin hep dederli bir tarafi vardi. Mesela
fotokopi makinasini kullanabilen insan bile degerli. Arkali énlii bir niifus clizdani ¢ektirecediniz zaman bilen bir kisiye
danisiyorsunuz. Eskiden daktilo kullanan dederliydi. Bilisim anlaminda BT égretmenleri lider konumunda oldugu zaman diger
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insanlardan farkl daha iyi bir seyler bilen oldugu zaman kiymetli olacak. Bilgisayarla ilgili ya da teknolojiyle ilgili her sey
degisiyor ama dedismeyen bir sey var internet su anda bu ag hep var, dedismiyor.” (Altay, Ogretim elemani)

Bagka bir katilimci ise bu teknoloji kullanmanin okuldaki stregleri kolaylastirici bir tarafi oldugunu
vurgulamaktadir:

“Bence Milli Egitim (Bakanligi) bilisim 6gretmeninin okullarda olmasindan memnun. Islerin hizli akisi icin, bilisim
rehberligi hizmeti icin. Bazen mudiirleri idarecileri ¢aresiz durumda kalabiliyor. Bu durumda ona yardimci olan, miidahale
eden bir 6gretmen olarak glivenebilecekleri bir pozisyonda oluyoruz. Statii olarak miidir, miidiir yardimcisi, BT rehber
6gretmen arkasindan rehber 6gretmen geliyor. Okulda giivenilebilecek dgretmenlerden biriyiz. Bu nedenle bence degerliyiz.
Ufak da olsa o kiigiiciik bir seye miidahale edince giinii kurtarmis oluyoruz.” (Elif, BT Ogretmeni)

Baska bir gériismeci kendi durumunu soyle agiklamaktadir:

“BT égretmeni olarak, atandigimizdan itibaren diger béliimlere gére daha farkli pozisyonda oluyoruz.
Kendini farkli hissediyor insan. Bilmiyorum dersin veya béliimiin getirdigi rahatliktan mi, ama statisi diger
béliimlere gére bence bize gére daha yiiksek” (Ozgiir, Ogrenci).

Bir 6gretmen 2013-2014 yilinda Milli Egitim Bakanhgi'nin almis oldugu kararlar neticesinde yirirlige alinmig
olan temel egitim goren 6grencilerin ortadgretime gecme asamasinda degerlendirilmesi icin gelistirilen sinav
sistemine vurgu yapmaktadir:

“Velilere Matematik, Tiirk¢e, Fen Bilgisi kadar Teoglarda (Temel Egitime Giris Sinavlarinda) olmadigi i¢in ya da bu
anlamda énemli gériinmedigi icin verilen dersimizi cok 6nemsemiyorlar. Oyun araci olarak gériiyor ¢ocuklarda. Ben kendi
adima bu durumun yavas yavas oturdugunu diistiniiyorum. Benim dersimi égrencilerim oyun oynama yeri gérmiiyor ama
annelerine babalarina bu anlayisi kazandirmak heniiz miimkiin degil miimkiin olmadi en azindan kendi adima.” (Elif, BT
Ogretmeni)

“Yani mesela fen bilgisi 6gretmenligi matematik Tiirk¢e alanlariyla karsilastirildiginda daha dezavantajli bir konumda bu
agidan.” (Ozgiir, Ogrenci)

Benzer sekilde bir 6gretim elemani ise BT 6gretmenligi alaninin statiisiini soyle agiklamaktadir:

“Bizde 6gretmenin degeri séyle algilaniyor: merkezi sinavlarda kag soru ¢ikiyorsa, siz o alanda o kadar degerlisiniz.
Ciinkii o kadar ézel ders veriyorsunuzdur, o kadar para kazaniyorsunuzdur. O kadar kiymetlisinizdir.” (Ogulcan, 6gretim
elemani)

Bununla birlikte 6gretmenligin statlsiini atama sayilari ile iliskilendirenlerin daha ¢ok lisans 6grencileri
oldugu gorilmektedir:

“Diger branslarda su anda Okul Oncesi, Ingilizce ve Din Kiiltiirii revacta. Bunlarin alimi daha cok. Statii olarak bizden
daha iyi bir konumdalar. ... Toplumsal statii de sdyle bir sey: Bilgisayar denildiginde herkes ‘Giizel bir meslek’ diye
diisiiniiyor.” (Can, Odrenci)

BT 6gretmenliginin statlistinu olumsuz degerlendiren katilimcilar da bulunmaktadir:

“Cok fazla teknik personel olarak gériildigi igin, sayginliginin meslektaslar arasinda da biraz yitirilebildigini
diisiintiyorum.” (Mine, égretim elemani)

“Iki dénem énceki Milli E§itim bakani, BT &dretmenine gerek yok, ciinkii herkes bilgisayari acip kapatmayi biliyor
demisti. Béyle bir alginin ¢ok fazla dedistigini diisiinmiiyorum. Keza atamalarda da benzeri bir yansima séz konusu. Bu
robotik, robotigin iyi reklam yapmasi olumlu bir degisime sebep oldu. Bizim alanimizdaki 6gretmenlere bakis agisini
degistirmeye basladi.” (Mine, 6gretim elemani)

Genel olarak bakildiginda, katihmcilardan bazilari BT 6gretmeninin statlisiniin 6zellikle toplumda artan
teknoloji kullanimi ve okullarda teknoloji entegrasyonunun kolaylastirici roli nedeniyle 6nem kazanacagina
deginmektedir. Merkezi sinavlarda, Bilgisayar dersi ile ilgili soru olmamasinin bu alanin 6nemini azaltacagina
deginen katihmcilar bulunmaktadir. Bununla birlikte 6zellikle lisans 6grencileri, BT 6gretmenliginin statlsini
KPSS’de (Kamu Personeli Segme Sinavi’nda) agilan kadro sayilari ile iliskilendirmektedir. Onceki bulgularda
deginilen BT 6gretmeninin “teknik” bir personel olarak algilanmasinin, meslegin statiisiini olumsuz etkiledigini
distnenler bulunmaktadir.

Tema 4. Bir Epistemik Grup Olarak BT Ogretmenligi

BT ogretmenlerinin epistemik grup olarak davranma davranislari goriisme sorulari ile incelenmistir. Bu
sorular ile var olan yapi ve olmasi beklenen durumlarin ele alinmasi distintilmustir. Bu tema altinda karsilasilan
alt temalar Tablo 6’da verilmis, sonrasinda, bu alt temalara gorismelerde nasil deginildigine iliskin 6rnek
ifadeler ve agiklamalar sunulmustur.
Tablo 6.
Bir Epistemik Grup olarak BT Ogretmenligine iliskin Alt Temalar.

Bir sosyal ag olusturulmasina iliskin Bakanligin calismalari
Bilisim Teknolojileri Dernegi (STK-Sivil Toplum Kurulusu)
Sosyal medya

Akademik organizasyonlar
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Bu temaya iliskin katilimcilardan biri mevcut durumu soyle ifade etmektedir:

“Biz iki senedir BT gretmenleri olarak bir araya geliyoruz. Valilik onayi ile okullarda kurs yapildi.il merkezinden ve
ilcelerden gelen 6gretmenler oldu. Genelde merkezdeki 6gretmenler vardi. Kendimiz robotik ¢alismalari yaptik. Daha sonra
onlarla ilgili sergi yerimiz oldu orada yapilan ¢alismalari projeleri sergiledik. Gene bir WhatsApp grubumuz var, internet
lizerinde de grubumuz var. Kendi samimi oldugumuz arkadaslarimizla bir araya geliyoruz. Bir seyler yapiyoruz, ama yeterli
mi, dedil mi? Mesela 270 kusur 6§retmen var 10 kisi falan anca toplaniyor. il merkezi ve tiim ilceleri ile birlikte ¢alisan 270
o6gretmen var.” (Elif, BT égretmeni)

Mevcut duruma gore bu goris informal yapilanma hakkinda bilgi sunmaktadir. Formal yapilanmaya &rnek
ise asagidaki 6gretmen gorisiinde goérilmektedir:

“Bilisim Teknolojileri Dernegi var. Onlar bizim adimiza gergekten bizi bir noktadan bir noktaya tasidiklarini
diistiniiyorum biz eskiden midiir yardimcilari gibi sekizde baslardi beste biterdi mesai saatimiz vardi bu saatten énce
idarenin hosgériisiine bagl tabii ama ¢ikamiyorduk. Mesai saatlerimizin simdi 15:30’a g¢ekilmesi Bilisim Teknolojileri
Derneginin sayesinde oldu yani.” (Ezgi, BT 6gretmeni)

Bu temaile ilgili 6gretim Uyesi gorislerine érnekler asagida sunulmaktadir:

“... (epistemik gruplasma) var yani bununla ilgili hani ¢cok yaygin olmasa da sivil toplum kuruluslari da yani STK (Sivil
Toplum Kurulusu)’lar da var. Onun disinda bireysel ¢abalarla olusturulan web siteleri, facebook gruplari var. Bizim bransla
ilgili mesela ICITS (Uluslararasi Bilgisayar ve Ogretim Teknolojileri Sempozyumu) gibi sempozyumlar var. Onlar genelde
birlestirici ve paylasim saglayan yerler oluyor.” (Altay, 6gretim elemani)

Bu tema ile ilgili bir diger 6gretim Gyesi gereklilikleri vurgulamaktadir:

“Aslinda olmasi gerekiyor. Tabi odalasma bu anlamda iste sey miihendislerin diinya genelinde béyle bir yapisi var.
Ulkemizde belki béyle seylere ihtiyag var. BT 6Gretmenlerinin BOTE 6Gretmenlerinin bir araya gelip dertlerini vs. paylasacadi
noktada birlikten kuvvet dogar mantiginin da béyle STK'lar vs. seylere gitmekte fayda var.” (Mine, 6gretim elemani)

Gorugsmede ifade edilen gorise dair asagida sunulan alintilar 6grencilerin de epistemik grup olusturma
cabalari olduguna isaret etmektedir:

“Bununla ilgili sadece mezun kismi ile ilgili BOTE mezunu diye bir sistem gelistirdiler. Galiba buradan birbirlerine
haberlesme sistemi gibi yapiliyor diye biliyorum. Biitiin iiniversiteler kapsaminda BOTE mezunlari diye bir proje gelistirildi.
Burada mezunlarin birbirinde haberlesebildiginden tam emin degilim, ama materyal kisminda birbirleriyle haberlesiyor diye
biliyorum.” (Can, BT 6gretmenligi 6grencisi)

“Bu aralar BT é§retmenlerine yénelik diizenlenen kurultayin temsilcileri ile gériisiiyoruz. Ege Universitesi'nden de var.
Hatta gegen giin geldi buraya, gériistiyoruz. O temsilcisi. Su an Kurultay'da. Whatsapp grubumuz var. Temsilcileri iste biitiin
iniversitelerin. 20 (niversite var onlarla birlikte konusma igerisindeyiz. Simdi yeni Kurultay olacak Kastamonu'da. Ne
yapabiliriz? Projeler var, projeleri ne sekilde sunacagiz. Ben bunu kendi arkadaslarima da duyuruyorum. Proje génderelim bu
sene, su an zaten kendi proje dersimiz var, dedik. Yani kendi yaptigimiz projeyi (kurultaya) yetistirelim.” (Meltem, BT
6gretmenligi égrencisi)

Epistemik bir grup olarak BT 6gretmenleri arasinda, bir sosyal ag olusturulmasi ile ilgili Bakanhgin calismalari
bulunmaktadir. Ancak bunlara katiim oldukga sinirhdir. Bunun disinda Bilisim Teknolojileri Dernegi boyle bir
grubun olusmasi ile ilgili bir STK islevi Gstlenmekte ve meslege iliskin bazi haklarin kazanilmasinda etkin gibi
goriinmektedir. Bunun disinda sosyal medya mecralari meslek tyelerinin ihtiyac halinde haberlesebilmeleri ile
ilgili bir rol tGstlenmektedir. Akademik anlamda ise ICITS (Uluslararasi Bilgisayar ve Ogretim Teknolojileri
Sempozyumu) birlestirici bir fonksiyon lstlenmektedir. Bununla birlikte, mesleklesme anlaminda galismalari
oldukga sinirli bulan katihmcilar da bulunmaktadir.

Tema 5. Alanin iliskiselligi /Ozerkligi

Bu tema altinda alanin iliskiselligi ve kendi basina olma durumu (6zerkligi) ele alinmistir. Bu tema altinda
karsilasilan alt temalar Tablo 7’de verilmis, sonrasinda, bu alt temalara gériismelerde nasil deginildigine iliskin
ornek ifadeler ve agiklamalar sunulmustur.
Tablo 7.
Alanin lliskiselligi/Ozerkligine iliskin Alt Temalar.

BT Alaninin iliskiselligi baglaminda teknoloji rehberligi
BT Alaninin iliskiselligi baglaminda formatér 6gretmenler
BT Alaninin 6zerkligi baglaminda kodlama 6gretmeni

Ozellikle bilgisayar gretmenliginin teknoloji rehberligi sorumluluguna vurgu yapan katilimcilar, diger
ogretmenler ile isbirligi icinde ¢alisiimasi gerektigine vurgu yapmaktadir:

“..Mesela Tiirkce 6gretmeninin hangi égretim materyallerini kullanabilecegini arastirmaliyim onlara yénlendirmeliyim
igerik hazirlama ya da icerigi yénlendirme. “Bak burada etkinlik var, bunu kullanabilirsin” demeliyim...” (Elif, BT 6gretmeni)

“Bilgisayar 6gretmenlerinin diger branslardan bir bagimsizigi yok bence aslinda séyle bir durum da var biitiin branglara
yardim etme rehberlik gibi gegiyor yani bir yerde.” (Ezgi, BT 6gretmeni)
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“Daha ¢ok bir koordinatér gibi aslinda. Yani égretmeninin ihtiyacina gére bir ihtiyag listesi de ¢ikarip ne gibi eksikler var,
bunu égrenciyle nasil bulusturmaya g¢alisiyoruz. Bunu en iyi 6grenci ile nasil bulusturabiliriz. Bunu en iyi sunabilecek arag
nasil bir aragtir....” (Mine, 6gretim elemani)

Artan kodlama egitimleri gbz online alindiginda, BT Ogretmenligi alaninin 6zerk bir boyutu oldugunu
belirten katilimcilar da bulunmaktadir:

“...Okulda sadece formatér 6gretmen kadrosu ile gérev yapan ve teknik ekipmanla sorumlu biri olmali. Kodlama egitimi
ile ilgili baska sorumlu biri olmali ve bunlarin bir arada olmasi bir Sinerji yaratir ve daha iyi isler aslinda béylece (retilebilir.”
(Hilal, BT égretmenligi égrencisi)

Kodlama igeren egitimler de bile disiplinlerarasi 6gretimi vurgulayan katilimcilar da bulunmaktadir:

“...Benim birincil 6nceligim disiplinler arasi egitim olmasi diye diisiinliyorum ben. ...Ciinkii kodlamay ¢cocuk algoritmayi
bildikten sonra kendi de her sekilde ¢ézebilir. Ben onu bugiin Python anlatirim o gider c# dgrenir. Baska bir dil 6grenir. Ama
6nemli olan disiplinler arasi editimde matematikte 6grendigi seyi algoritmayi kullanarak bir programa déniistiirebilecegini
bilmesi lazim. Ya da fizikte égrendidi bir seyi bir algoritma olusturarak matematige entegre edebilecedini bilmesi lazim.”
(Eser, BT 6gretmeni)

Genel olarak bakildiginda, BT 6gretmenligine iliskin olarak alanin iliskiselligine vurgu yapan ve teknoloji
rehberligini vurgulayan bakis acisi ve kodlama egitimi icin ayri bir BT 6gretmeninin tahsis edilmesi gerektigini
disinen katilimcilar bulunmaktadir. Katilimcilarin vurguladigi noktalardan birisi, her okulda teknoloji rehberinin
olmasi gerektigi, eger okulda bilgisayar dersi verilecekse bu ders icin ayri bir BT 6gretmeni tahsis edilmesi
gerektigi ve bu 6gretmenlerin isbirligi icinde ¢alismasina iliskindir.

Tartisma, Sonug ve Oneriler

Bu calismada BT 6gretmenligi kimligi konusuna odaklaniimistir. Nitel olarak tasarlanan calismada BT
o6gretmeninden beklentiler, ideal BT 6gretmeni nitelikleri, BT 6gretmeni statisi, epistemik grup olarak BT
6gretmenligi ve alanin iliskiselligi/dzerkligi temalar altinda elde edilen bulgular sunulmustur.

BT Ogretmenlerinin gorevi olarak algilanan islerin, okuldaki teknik donanimlarin bakimi ve tamiri, is
arkadaslarinin ve okul yoneticilerinin teknolojiye iliskin okul ici ve okul digi gereksinimlerinde donanim alimina
iliskin rehberlik etmek, teknoloji gerektiren toplantilarda teknolojik donanim ve sunumlarin hazirligi, Fatih
projesi ve EBA igerikleri ile ilgili meslektaslarina destek olmak, teknoloji liderligi yapmak, Mebbis tzerindeki veri
giris islemleri, Tubitak projelerinde rehberlik etme gibi genis bir alana dagildigi goriilmektedir. BT 6gretmenleri,
BT 6gretmen adaylari ve BT 6gretmeni yetistirme alaninda gérev yapan 0gretim elemanlari gorislerine gore
elde edilen bu bulgular; BT 06gretmenlerinin teknolojiyle alakali birgok konuda gorev (stlenmelerinin
gerekliligini géstermektedir. Bu gorevlerden bazilarinin gergekten asli gorev oldugu, bazilarinin ise yerinde
olmayan bir beklenti oldugu sdylenelebilir. BT 6gretmeninin teknik personel gibi algilanmasi ¢ok yerinde bir
durum degildir. Ginimiz sartlarinda 6gretmenlerin fedakarlikla ya da mecburiyetle bu gorevleri yerine
getirdikleri sdylenilebilir.

MEB 2017 yilinda yayinlanmis olan 6gretmenlik meslegi genel yeterlilikleri raporunda yeterlilikler, “mesleki
bilgi”, “mesleki beceri” ve “tutum ve degerler” baslklari altinda ifade edilmistir. TUm 6gretmenler icin yapilan
bu genel mesleki yeterliliklerden “mesleki beceriler” yeterlilik alani “6g8retme ve 6grenme siirecini yonetme”
yeterliliklerinden bir tanesi “68retme ve 6grenme siirecinde bilgi ve iletisim teknolojilerini etkin olarak kullanir”
olarak ifade edilmistir (Ogretmen Yetistirme Genel Miidiirliigii, 2017). Bu yeterlilik maddesi yorumlandiginda,
tim oOgretmenlerden genel mesleki yeterlilik olarak BT teknolojilerini etkin olarak kullanma becerisi
beklenmektedir. Ogretmenlerin teknoloji yeterliliklerinin incelenmesi ve var ise eksikliklerin giderilmesinin
faydal olacagi soéylenilebilir. Bu noktada, diger 6gretmenlerin teknolojileri kullanma vyeterliklerinin BT
o6gretmeninden beklentiler ile oldukga ilgili oldugu séylenebilir. Kendileri teknolojiyi kullanmak isteyen ancak
gerek ilgili teknolojiyi secerken, gerekse ilgili teknolojiyi kullanirken yeterlilik gosteremeyen 6gretmenler, bu
noktada BT 6gretmeninden ¢ok sey beklemektedir. Ciire ve Ozdener (2008) 163 o6gretmen ({zerinde
gerceklestirdikleri calismalarinda, 6gretmenlerin bilgi ve iletisim teknolojilerine yonelik tutumlarinin olumlu
oldugu, ancak dnemli eksikliklerinin bulunduguna isaret etmektedir.

Topu ve Goktas (2012) yapmis olduklari ¢alismada BT 6gretmenlerinin Ustlendikleri rolleri ve onlardan
beklentileri ele almislardir. Bu ¢alismada mevcut calisma sonuglarina benzer olarak; BT 6gretmenlerinin
okullarinda gérevleri disinda birgok rol iistlenmek durumunda kaldiklari sonucu elde edilmistir. ilgili calismada
bu durumun gerekgesi olarak; BT 6gretmenlerinin ¢evreleri tarafindan uzman, teknik servis elemani ve memur
gibi gortlmeleri ileri strllmistir. Diger bir ifade ile insanlarin bakis agilari ve algilama bigimleri BT
ogretmenlerinin gorev tanimini ve kimligini belirleyici rol oynamaktadir denilebilir.

Katihmcilarin gorislerine gore beklentilerin sinir tanimadigi, 6gretmenlerden proje yazma ve akademik
baglamda giktilari olan islere varan gorevlerin yapilmasi beklenildigine dair bulgular bulunmaktadir. Bir katilimci
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gorisiine gore (Ozgir, 21, Ogrenci) beklentilerin gok olmasi diger branslara gére BT 6gretmenliginin zahmetli
bir gorev olarak algilanmasina sebep olmaktadir. Bu noktada BT 6gretmenlerinin sadece kendi gérev ve
sorumluluklarini bilmesi mesleki sinirlarin gizilmesi agisindan yeterli olmayabilmektedir. Mesleki kimlik, bireyin
kendinin, meslek ile iliskili diger dnemli kisilerin, referans gruplarin o isi bir profesyonel alan olarak tanimlamasi
ve bu meslegiicra eden kisinin alana iliskin bilmesi ve sergilemesi gereken bilgi ve becerilere iliskin algilar olarak
tanimlanabilir (Robson, 1998). Bununla birlikte, Wiles (2013) mesleki kimligin, o alana iliskin 6zellesmis bilgiler,
yapilan ise iliskin degerler ve normlari anlama ve profesyonel yeterlilikte bilgi ve degerleri bitinlestirmeyi
icerdigini belirtmektedir. Bu acgidan bakildiginda, mesleki kimlik, meslek tanimi ve bireyin dahil oldugu
profesyonel grup lyeleri ile ortak etkilesimi ile de sekillenen kimlik yapilarini icermektedir (Nuttman-Shwartz,
2017). Bu noktada diger brans 6gretmenlerine de, BT 6gretmenlerinin gérev ve sorumluluklarina iliskin bilincin
kazandirilmasi, BT 6gretmenligi icin 6nemli gorilmektedir.

Arastirma bulgularina goére, ideal BT 6gretmeninin nitelikleri arasinda, alanina iliskin gelismeleri takip etme,
teknolojiyi ginlik yasaminda kullanma, disiplinler arasi ¢alismaya yatkin, alanin sadece uygulama boyutuna
degil, kuramsal kavramlarina da hakim olma, teknoloji kullanma ve bas etme ile ilgili motivasyonu ylksek olma
nitelikleri 6n plana ¢ikmaktadir. Arastirma bulgulariyla ortaya ¢ikan diger durum, BT 6gretmeni adaylarinin
surekli olarak kendini gelistirme gereksinimidir.. Hizli gelisen teknoloji ve teknolojiye iliskin egitim yaklasimlari
bu durumu tetiklemektedir. Bu baglamda mevcut durum incelenerek yeni bir ¢alisma yapilabilir. Bu ¢alisma ile
dgretmenlerin ne diizeyde kendilerini gelismelere adapte ettikleri tespit edilebilir.  Ogretmenlerinin
teknolojideki gelismelere uyum saglamalarinin sadece bireysel c¢abalar ile mi yoksa Milli Egitim Bakanlig
biinyesinde yapilandirilmis etkinliklerle mi saglanacagl iredelenmesi gereken bir konudur. Ogretmenlerin
gelismelere ayak uydurmalarinin planli programh bir bicimde saglanmasiyla daha saglikh sonuglar ortaya
koyacaktir.

Arastirmada katilimcilardan bazilari BT 6gretmenin statisliniin 6zellikle toplumda artan teknoloji kullanimi

ve okullarda teknoloji entegrasyonunu kolaylastirici roli nedeniyle 6nem kazanacagina deginmektedir. Merkezi
sinavlarda, Bilgisayar dersi ile ilgili soru olmamasinin bu alanin énemini azaltacagina deginen katilimcilar
bulunmaktadir. Ozellikle, merkezi sinavlarin (High-stakes testing) egitim programlari {zerindeki etkilerine
deginen arastirmacilar, bu sinavlarda soru sorulmayan resim, muzik gibi alanlarin egitim programlarinda deger
kaybina ugradigina deginmektedir (Apple, 1995; Au, 2009). Ozellikle lisans 6grencileri, BT &gretmenliginin
statiislini KPSS’de (Kamu Personeli Se¢me Sinavi’nda) acilan kadro sayilari ile iliskilendirmektedir. Bu durum da,
merkezi sinavlar ile yapilan ve se¢cimeve eleme islemlerinin bireylerin kimlikleri Gzerindeki etkileri cergevesinde
degerlendirilebilir (Au, 2009). Onceki bulgularda deginilen BT 6gretmeninin “teknik” bir personel olarak
algilanmasinin, meslegin statiisiinii olumsuz etkiledigini diisiinenler de bulunmaktadir.
EBA portali ile sosyal ag olusturulmasi ve bilgi paylasimi saglanmasi gergeklestiriimektedir. Bu durum MEB’nin
epistemik bir grup olarak BT 6gretmenleri arasinda etkilesimin olmasini tesvik ettigi bigiminde yorumlanabilir.
Bunun disinda Bilisim Teknolojileri Dernegi epistemik grup olusmasi ile ilgili bir STK islevi Gstlenmekte ve
meslege iliskin bazi haklarin kazanilmasinda etkin gibi gérinmektedir. Bunun disinda sosyal medya mecralari
meslek Uyelerinin ihtiya¢ halinde haberlesebilmeleri ile ilgili bir rol Gstlenmektedir. Akademik anlamda ise ICITS
(Uluslararasi Bilgisayar ve Ogretim Teknolojileri Sempozyumu) birlestirici bir fonksiyon tistlenmektedir. Bununla
birlikte, mesleklesme anlaminda galismalari oldukga sinirli bulan katilimcilar da bulunmaktadir.

BT 6gretmenlerinin sadece kendi gérev tanimlari igerisinde alaniyla ilgili isleri stirdlirmeleri yada disiplinler
arasi c¢alismalara agirhk vermeleri s6z konusu olabilir. Bu iki durumdan hangisinin tercih edilecegi yada
dgretmenlerin hangi role ne kadar agirlik verecekleri tartismali bir konudur. Ozellikle kodlama, robotik, FeteMM
gibi popiler olan gilincel egitim yaklasimlari disiplinler arasi calisma gereksinimini ortaya koymaktadir.
Disiplinler arasi ¢alisma, ¢evreden beklentiler ve buna ek olarak asli gérev olan 6gretmenlik, BT 6gretmenlerinin
sorumluluklarinin genis bir alana yayildigini gostermektedir. Bu baglamda asli gorev sayilmayacak fakat
fedakarlik ya da mecburiyetler nedeniyle yerine getirilen “teknik personel” boyutundaki gérevler, gerekli
gorevli tahsisleri ile BT 6gretmenlerinin ylikiintin hafifletilmesi agisindan faydali sonuglar verebilir. Genel olarak
bakildiginda, BT 6gretmenligine iliskin olarak alanin iliskiselligine vurgu yapan ve teknoloji rehberligini
vurgulayan bakis acgisi ve kodlama egitimi icin ayri bir BT 6gretmeninin tahsis edilmesi gerektigini dislinen
katiimcilar da bulunmaktadir. Katihmcilar, her okulda teknoloji rehberinin olmasi gerektigi, eger okulda
bilgisayar dersi verilecekse bu ders igin ayri bir BT 6gretmeni tahsis edilmesi gerektigi ve bu 6gretmenlerin
isbirligi icinde ¢alismasinin gerekliligini vurgulamaktadirlar.
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Ekler

Ek 1: BT Ogretmeni Goriisme Forumu Sorulari

O N hEWNRE

10.
11.
12.
13.

14.
15.
16.
17.

18.
19.
20.

21.

22.

Hocam kendinizden biraz bahseder misiniz?
Hocam bize ortalama bir is glinlintizi anlatir misiniz?
Mesleginiz sevdiginiz yonleri nelerdir?
Mesleginiz sizi zorlayan yonleri nelerdir?
Siz kendinizi ve yaptiginiz isi nasil tanimliyorsunuz? Size gore BT 6gretmeni kime nedir?
iyi bir BT 6gretmeninin ne tiir nitelikleri olmasi gerektigini diisiinliyorsunuz?
BT 6gretmenini diger 6gretmenlerden ayiran dzellikler, nitelikler var midir? Bunlar nelerdir?
BT 6gretmenligini ayri/6zerk bir alan olarak gériyor musunuz? Neden? Size gore diger ders alanlari ile
nasil iligkileri var?
BT 6gretmenliginin bir 6gretmenlik alani olarak stattisiind nasil tanimliyorsunuz?
Okulda kendi roliinizii ya da rollerinizi nasil tanimliyorsunuz?
Okuldaki BT 6gretmeninin en temel islevleri neler?
BT &gretmeni olarak yasadiginiz giigliikler var mi? Ornek verebilir misiniz?
Bransinizdan kaynakh olarak okul yoneticilerinin sizden ne tiir beklentileri vardir? Bu beklentilerin ne
kadarinin sizin bransinizdan kaynakli oldugu diistinliyorsunuz?
Bransinizdan kaynakli olarak diger 6gretmen arkadaslarinin sizden ne tir beklentileri var?
Okulunuzdaki diger brans 6gretmenleri ile ortak yurittiigliniiz calismalar var mi? Bunlar neler?
Ogrencilerinizi degerlendirir ve not verirken ne tiir gii¢liikler yasiyorsunuz?
Diger BT 6gretmenleri ile sorun ve ¢ozlimlerinizi paylasabileceginiz bir ag var mi? Tirkiye’de BT
ogretmenlerinin ortak 6ncelikleri paylasan bir grup olarak gériiyor musunuz?
BT 6gretmenliginin Milli Egitim Bakanligi catisindan kabul gérdtgini disindyor musunuz?
Siz kendinizi BT 6gretmeni olarak dnemli/kiymetli hissediyor musunuz? Neden?
Kendi potansiyel ve yeterlilikleriniz ne kadarini kullandiginiz distinlyorsunuz? (Bunu arttirmak igin
MEB ya da okul binyesinden ne tiir 6nlemler alinabilir?)
Son yillarda BT 6gretmenlerinin okullarda pozisyonlartiile ilgili pek ¢ok farkli degisiklik yapildi. Formator
ogretmen, okul BTR 6gretmeni vb. uygulamalari gibi... Siz bu degisikliklerin BT 6gretmeni Gzerindeki
etkilerini nasil degerlendiriyorsunuz?
BT 6gretmenliginin gelecegine iliskin gorusleriniz nelerdir?
MEB icindeki yeri,

b. Toplumsal stati olarak yeri,

Ortak deger ve normlari olan bir mesleki grup (epistemik cemaat) olarak yeri?

Ek 2: BT Ogretmenligi Adaylari Goriisme Formu

1.

w

10.

11.

12.

Hocam kendinizden biraz bahseder misiniz? (Hangi okuldan mezun, ne kadar siireden beri aktif olarak
o6gretmen, nerelerde ve hangi tiir okullarda, hangi gérevlerde gorev yapti?)
BT 6gretmenligi boliminil nasil segtiniz? bu bélimde 6grenci olmaktan memnun musunuz?
iyi bir BT 8gretmeninin ne tiir nitelikleri olmasi gerektigini diisiiniiyorsunuz?
BT 6gretmenligi ile ilgili model aldiginiz, sizi etkileyen bir figiir var mi? Bu modelin nasil 6zellikleri
vardi?
BT 6gretmenini diger 6gretmenlerden ayiran ozellikler, nitelikler var midir? Bunlar nelerdir?
BT Ogretmenini nasil tanimliyorsunuz? BT 6gretmeni kime denir? Ne tir goérev ve sorumluluklari
vardir? Sinifta? Okulda? il/ilgede?
BT 6gretmenligini ayri/6zerk bir alan olarak gériyor musunuz? Neden? Size gore diger ders alanlari ile
nasil iliskileri var? Agiklar misiniz?
BT 6gretmenliginin bir 6gretmenlik alani olarak statiisiin( nasil goériiyorsunuz?

Bu gorislinizu etkileyen faktérler var mi?
BT 6gretmenlerinin ne tir giicliikler yasayabileceginizi diistiniiyorsunuz? Ornek verir misiniz?
Branstan kaynakli olarak okul yoneticilerinin BT 6gretmenlerinden, diger 6gretmenlerden farkl
beklentileri var midir? Varsa nelerdir?
Branstan kaynakli olarak diger 6gretmen arkadaslarinin BT 6gretmenlerinden ne tiir beklentileri
vardir?
Diger universitelerdeki BT Ogretmeni yetistiren boltiimler/fakilteler ile iletisiminiz var mi? Diger
okullardaki dersler ve igerikleri ile ilgili goriis alis-verisinde bulunuyor musunuz?
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13.
14.

15.

16.

a.
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BT 6gretmenliginin diger 6gretmenlik alanlarina gore statlistinl nasil degerlendiriyorsunuz?
Siz kendinizi BT 6gretmeni yetistiren bir okulda 6grenci olarak 6nemli/kiymetli hissediyor musunuz?
Neden?
Son yillarda BT 6gretmenlerinin okullarda pozisyonlari ile ilgili pek ¢ok farkh degisiklik yapildi. Formator
ogretmen, okul BTR 6gretmeni vb. uygulamalari gibi... Siz bu degisikliklerin BT 6gretmeni kimligi
Gzerindeki etkilerini nasil degerlendiriyorsunuz?
BT 6gretmenliginin gelecegine iliskin gorusleriniz nelerdir?

MEB igindeki yeri,

b. Toplumsal statu olarak yeri,

C.

Ortak deger ve normlari olan bir epistemik grup olarak.

Ek 3: BT Egitimi Boliimii Ogretim Elemani Gériisme Formu

1.

w

O 0N O

Hocam kendinizden biraz bahseder misiniz? (Hangi okuldan mezun, ne kadar siireden beri aktif olarak
o6gretmen, nerelerde ve hangi tiir okullarda, hangi gorevlerde gorev yapti?)

iyi bir BT 6gretmeninin ne tir nitelikleri olmasi gerektigini diisiinliyorsunuz?

BT 6gretmenini diger 6gretmenlerden ayiran ozellikler, nitelikler var midir?

Hocam siz BT o6gretmenini nasil taniliyorsunuz? BT Ogretmeni kime denir? Ne tiir gorev ve
sorumluluklari vardir? Sinifta? Okulda? il/ilede?

BT 6gretmenligini ayri/6zerk bir alan olarak goriiyor musunuz? Neden? Size gére diger ders alanlari ile
nasil iligkileri var? Acgiklar misiniz?

BT 6gretmenliginin bir 6gretmenlik alani olarak statiistind nasil gériiyorsunuz?

Okulda BT 6gretmenlerinin roliini ya da rollerinizi nasil tanimliyorsunuz?

Okuldaki bir BT 6gretmeninin en temel islevleri neler?

BT dgretmenlerinin yasadiklari giiglikler var mi? Ornek verebilir misiniz?

. Branstan kaynakli olarak okul yoneticilerinin BT 06gretmenlerinden, diger 6gretmenlerden farkli

11.

12.

13.
14.

15.

beklentileri var midir? Varsa nelerdir?

Branstan kaynakli olarak diger 6gretmen arkadaslarinin BT 6gretmenlerinden ne tir beklentileri
vardir?

Diger Universitelerdeki BT 6gretmeni yetistiren bolumler/fakilteler ile sorun ve c¢6zimlerinizi
paylasabileceginiz bir ag var mi? Tirkiye’de BT 6gretmenligi alanini ortak éncelikleri paylasan bir grup
olarak goriyor musunuz?

BT 6gretmenliginin Milli Egitim Bakanligi ¢atisindaki statlsiind nasil degerlendiriyorsunuz?

Siz kendinizi BT 6gretmeni yetistiren bir 6gretim Uyesi olarak 6nemli/kiymetli hissediyor musunuz?
Neden?

Son yillarda BT 6gretmenlerinin okullarda pozisyonlari ile ilgili pek ¢ok farkli degisiklik yapildi. Formator
o6gretmen, okul BTR 6gretmeni vb. uygulamalari gibi... Siz bu degisikliklerin BT 6gretmeni kimligi
Gzerindeki etkilerini nasil degerlendiriyorsunuz?

16. BT 6gretmenliginin gelecegine iliskin gorisleriniz nelerdir?

a.

MEB icindeki yeri,

b. Toplumsal stati olarak yeri,

C.

Ortak deger ve normlari olan bir mesleki grup (epistemik cemaat) olarak yeri?
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