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Introduction

Every individual belonging to a nation carries the culture, language, religion, beliefs, customs and traditions
of that nation. As two parts of a whole which are impossible to be separated, language and culture exist
simultaneously and interconnected. As Gliveng (1996) emphasizes, it is culture that feeds language, and what
exists in language also exists in culture. Language is the reflection and habitat of culture. The cultural richness,
consciousness and originality of a society are echoed in language. For this reason, language is one of the most
robust and indispensable indicators of the culture of a society and therefore of the way of life.

Since language and culture are not thought to be separated from each other, they are interdependent and
interconnected in interaction. The relationship between these two entities can be clarified by using various
tools. Formulaic expressions are one of these tools. As “language elements that shed light on our attitude”
(Bulut, 2012, p.1118), formulaic expressions are linguistic communication tools that provide emotion transfer
and interaction in important situations in human and community life such as birth, marriage and death
(OGzdemir, 2000).

Every society has its own expressions in certain situations that are mentioned in specific cases. These
expressions have to be used in certain circumstances, in a particular context, under certain conditions. Vardar
(2002) refers to two types of context: internal context and external context. Internal context or intralinguistic
context is “a unit or set of units that surround a linguistic unit, precede or follow it, influence it in several
situations, determine its meaning and value” (p.30). External context or extralinguistic context is defined as “all
data on the situation, and the non-linguistic, social, cultural and spiritual experience and knowledge of the
speaker and the listener” (p.30). Formulaic expressions that cannot be thought to be free from context are
evaluated in two ways: formulaic expressions with intralinguistic context and formulaic expressions with
extralinguistic context.

Formulaic expressions with intralinguistic context may correspond to a previous expression and a
continuation of expressions mentioned during the conversation as well as before expressions and thoughts to
be transferred later. insallah, Allah daim etsin, Allah muhtag etmesin, etc. expressed in the sense of positive
thoughts and wishes, Hayrolsun, Allah korusun, Hafazanallah, Allah esirgesin, Masallah, etc. expressed to get
rid of evil, Allah biyiik, Agzini hayra a¢, Giin dogmadan neler dogar, Allahin dedigi olur, etc. in some cases,
when you can't be sure, take refuge in a great power and hope for something and to prevent possible
negativity can be shown as examples of formulaic expressions.

A situation or environment must be formed so that formulaic expressions with extralinguistic context can
be said. In Turkish, the formulaic expression bir yastikta kocayin is said to married couples; it is not said to new
friends. Otherwise it leads to a meaningless expression that cannot be established. Formulaic expressions are a
series of sayings in which good opinions are expressed, allowing individuals of a society to keep their
relationships alive and dynamic. They make interpersonal relationships vivid and sustainable. It is precisely for
this reason that Aksan (1996, 2000, 2002, 2003, 2005a, 2005b, 2008) defines formulaic expressions as
relationship expressions. According to him, formulaic expressions or relationship expressions are words that
have been tradition to be said in certain situations in every society, patterns or various stereotypes that reveal
emotions and non-linguistic elements are mostly used to describe and explain these expressions (2013, p.163).
Similarly, Bilgin (2006) defines formulaic expressions as “customary expressions to be said in certain situations”
(p. 75).

Kula (1996) thinks that expressions that are used in certain communication situations such as good wishes,
condolences, birth, separation etc. are culture units (formulaic expressions) and they tell us about Turkish
culture. According to him, these expressions are the nomenclature where language culture becomes evident.

Cotuksoken (1994) argue that formulaic expressions are mainly made up of non-language contexts.
Formulaic expressions are “words used in various contexts among the members of a society such as thanking,
apologizing, requesting, meeting, welcoming/seeing off a passenger, voicing a request” (p.28). According to
him, formulaic expressions can be called contextual words or words of welcome.

Speech Acts

Formulaic expressions are part of communication which is in vocabulary and that humans realize with
language. Formulaic expressions are used in everyday language, during oral communication, in written texts,
decorated with the culture of the nation who speaks the same language. These are stereotyped units in form of
words or sentences. Austin and Searle are the first researchers to address the concept of formulaic expressions
within the framework of the theory of speech acts. The theory of speech acts is a theory of language philosophy
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created by Austin and his student, Searle. Formulaic expressions are part of the theory of speech acts, a theory of
language, and the smallest units of communication that man performs with language. According to Austin (1970),
“to say something is to do something” (p.15). In other words, while speaking, a speaker simultaneously performs
an act. Thus, linguistic communication is not only about transmitting a message, but also has a performative
function. In the concept of speech act, act refers to action while speech refers to language (Celebi, 2014).

Austin developed these thoughts on the relationship between speech and act, based on Wittgenstein who
believed that speech is a certain form of action and words or expressions will gain meaning only through their use
in sentences. It is very important to know the context in which it is used, its place, its time, and to whom it is said
in order to understand any speech.

According to Austin (1970), there are three kinds of speech acts: locutionary, illocutionary and perlocutionary.
Locutionary act is a grammatical speech act that does not need extralinguistic units in its interpretation and
explanation (Vardar, 2002). When it comes to illocutionary and perlocutionary acts, both are based on locutionary
acts. lllocutionary act is the simultaneous occurrence of the speech and the action implied by the speech of the
speaker. In other words, speech and action are synonymous in illocutionary act (such as war announcement, etc.).
In this case, there is indirectness between speech and act. In perlocutionary act, the speaker has an intention to
indirectly influence the listener (such as persuasion and deterrence). In other words, perlocutionary act is an act
which aims to influence the listener, depending on the intent of the speaker (Kiran & Kiran, 2013).

Locutionary act is an act of speech production. It is lexical, morphological and syntactic. To say something is to
produce meaningful units of a vocabulary, to place them in a meaningful order according to a grammar. In short,
locutionary act is to produce sentences through grammatically correct words. According to Austin (1970),
phonetic, phatic and rhetic acts are also realized with locutionary act. Phonetic acts are performed when
locutionary act is composed of sounds; phatic acts are performed when locutionary act is expressed in words and
rhetic acts are performed when these words are significantly interpreted and explained. Thus, sentences are
formed through words appropriate to grammar and language structure. In utterances tebrik ederim and yolunuz
agik olsun , all phonetic, phatic and rhetic acts are realized. Because these utterances are composed of certain
voices, expressed with words and realized as rhetic acts by achieving their semantic contexts with the speech acts
of congratulation (tebrik ederim) and well wishing (yolunuz acik olsun).

Illocutionary act is an act which affects the relationship between the speaker and the receiver. Each
locutionary act has a content of illocutionary act. For example, when saying “I need a computer”, the speaker
expresses his/her desire to buy a computer. And when saying “do you know what time it is?” s/he pushes the
receiver to hurry (Kiran & Kiran, 2013). lllocutionary act include acts realized while performing locutionary acts.
The power of illocutionary act emerges while pushing people to do things by language. For example, illocutionary
acts are performed such as announcing, asking questions, giving information, ordering, making a request, making
appointments (Celebi, 2014).

Levinson (1992) considers perlocutionary act as effect that is created by speech, and as the part which shows
the result or the effect of the speech. Perlocutionary act allows the speaker to effect on the listener. For example,
in an electoral speech, a perlocutionary act may provoke enthusiasm, a certain thought, a belief (Kiran & Kiran,
2013).

From what has been said so far, it can be said on the connection between speech acts and formulaic
expressions: locutionary act is a simple grammatical statement, closed to extralinguistic items. In this respect,
each formulaic expression can be considered as locutionary act. However, a number of factors, such as context
and space, lead formulaic expressions in the form of simple locutionary act to become illocutionary or
perlocutionary acts. For example, the formulaic expression giinaydin, one of the greeting speech acts and, said in
the morning hours, gets rid of temporality and gains a new semantic content with the effect of the context change
when it comes to give an ironical reaction to somebody who understands something hardly and lately. In this new
context, the formulaic expression giinaydin becomes a locutionary act. Because when the listener is told about
this formulaic expression, s/he simultaneously understands that s/he realizes a situation hardly and lately. A
speaker performs an illocutionary act when s/he says “I need a computer” to a salesperson at a computer store
because s/he declares directly and simultaneously his/her intent to buy a computer. This illocutionary act
becomes a perlocutionary act when the speaker says it to a person who is likely to buy him/her this computer
(such as his/her father or boss) because this will influence the person to buy a computer. As can be seen, the basic
components of the illocutionary act are simultaneity and directness between speech and act. Perlocutionary act
does not have these components. As basic components, perlocutionary acts have duration and indirectness,
instead. Duration means time passed between speech and act which is expected to be performed; as the effect is
not instantaneous, it is indirect.
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Formulaic Expressions

Formulaic expressions are stereotypes used in certain situations and times. Turkish is a very rich language in
terms of formulaic expressions. There are possible formulaic expressions to be used for almost every situation.
These expressions make communication much easier in the language. They prevent word extravagance, are
quickly learned and kept in mind. Another reason for the widespread use of formulaic expressions is that they can
be told and understood in a short time without much effort in oral and written communication (Wray, 2002).
Formulaic expressions are interesting expressions which are stored in the memory of a society and facilitate
expression in speech. Especially in speaking, stereotyped units, which were previously stored in memory, can be
easily remembered and immediately used by the speakers and quickly understood by the listeners, too (Gokdayi,
2008). It is the shortest, most effective, and linguistic expression of a situation. Whenever a situation arises, it is
the case that the expression concerning this situation comes to mind first.

The specific expressions of each society will undoubtedly give clues about the history, culture, structure and
life of that society. Turkish formulaic expressions give information about the identity of Turkish society and shed
light on its culture. Formulaic expressions seem to show how rich is Turkish. For example, when the formulaic
expressions hayirli olsun, giile giile kullan(in), iyi gtinlerde kullan(in) are told to someone who buys a new item in
Turkish society, s/he has to respond by saying daha iyisi senin/sizin olsun, tesekkiir ederim or sag ol(un). As can be
seen, the presence, place of use, frequency and variety of formulaic expressions are due to culture. In other
words, culture requires the use of these expressions. As previously mentioned, Kula (1996) considers formulaic
expressions as culture units since he regards this relationship as very powerful. Culture unit is the place where the
culturality of language becomes evident. For example, culture units (formulaic expressions) which are told in case
of condolences, birth or separation tell us about the relationship established by individuals belonging to that
community.

Proverbs, idioms, reduplications, and compound words as other elements that make up vocabulary, create
syntax with at least two words coming in succession whereas formulaic expressions can also be formed in one
word. Alo, selam, aferin, yasasin, tamam, liitfen, etc. are formulaic expressions with one word. Formulaic
expressions can be seen with different sentence structures such as Allahin adini verdim (sentence), Allah igin
(prepositional phrase), rica etsem (optative sentence), selam séyle (imperative sentence), tesekkiir ederim
(present tense), ucuz atlattik (past tense) etc. In this case, it is seen that formulaic expressions do not only
consist of words, but can also appear as a sentence and thus have their syntactic features.

Formulaic expressions are used frequently because they are generally composed of few words and are units
that immediately come to mind. Liitfen, merhaba, pardon, peki, buyurun, ¢ok yasa, sen de gér, kolay gelsin,
tebrikler, insallah, are examples of formulaic expressions with few words. On the other hand, there are also
commonly used formulaic expressions in long sentences of 4-10 words. Bir varmis bir yokmus, evvel zaman
icinde kalbur saman iginde, Allah’in emri peygamberin kavliyle (kizinizi oglumuza istiyoruz), benim hakkimda ne
diistiniiyorsan Allah sana x mislini versin, yedigin ictigin senin olsun gezdigin gérdigiin yerleri anlat, X
belediyesinin bana verdigi yetkiye dayanarak siz(ler)i kari koca ilan ediyorum, are examples of sentences
frequently used as formulaic expressions with many words.

Based on the above mentioned features, it can be said that the use of formulaic expressions in Turkish
requires a certain context, a certain time and a certain place and messages desired to be given in formulaic
expressions, quintessentially composed with few words or long sentences in some cases, are fully compatible
with the context.

Formulaic expressions are mostly used literally, but there are some expressions that can be misunderstood
if perceived in the true sense. In order to prevent such misunderstandings, it is necessary to teach how these
expressions are used. Students should be taught that the formulaic expressions such as giile giile kullanin, yerin
kulagi var, tas ¢atlasa and buyurun are not used in the real sense but carry a figurative meaning. Otherwise,
very different situations may arise. For example, being said to someone who buys a new item, the expression
glile giile kullanin does not mean “use it by laughing”. It is a formulaic expression presenting a wish for the
person who buys a new item so that s/he is happy while using it. Yerin kulagi var is also one of the formulaic
expression with a figurative meaning. This expression is meant to speak quietly, as it can be heard by someone.
Although it means literally command and order, the formulaic expression buyurun is one of the multifunctional
expressions that we say to welcome someone coming to a shop or store, to show that we listen to someone
who asks something or to allow someone who wants to do something. In some cases, more than one formulaic
expression may come to mind simultaneously for some speech acts, but in connection with the situation, the
speaker chooses among them the appropriate one. For example, although there are many formulaic
expressions used in the context of asking how people are, nasilsin, ne haber, nasil gidiyor, ne var ne yok, are
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used in informal situations while nasilsiniz is employed in formal situations. Among formulaic expressions with
similar functions, the appropriate one is selected for the same situation.

The number of works related to formulaic expressions cannot be said sufficient in the literature of Teaching
Turkish as a foreign language. There are theoretical studies on formulaic expressions in Turkish, thesis and
articles about the reflections of formulaic expressions in Anatolian dialects (Bulut, 2012; Gokdayi, 2011),
research articles aiming to examine formulaic expressions in Turkish textbooks which are used in schools
(Okuyan, 2012; Canbulat & Dilekgi, 2013; Bursali & Unal, 2015), articles which analyze formulaic expressions
only in one of the textbooks of Turkish as a foreign language (Tiim & Sarkmaz, 2012; Unsal, 2013; Tiim & Uguz,
2014) but no studies that integrally examine formulaic expressions in textbooks of Turkish as a foreign language
have been found. The present study, which aims to address this shortcoming, will seek answers to the
following questions:

Based on these problems, the present study seeks answers to the following questions:

1. Which speech acts and formulaic expressions are used in textbooks of Turkish as a foreign language?
What is the relationship between formulaic expressions in terms of frequency of use?
3. Do the frequency and variety of the use of formulaic expressions differ in textbooks and workbooks of

Turkish as a foreign language?

N

Method
Research Design

The data of the study were collected through document review. Document review covers the analysis of
written materials containing information on incidents or facts intended to be investigated (Yildirnm & Simsek,
2005).

Criteria of formulaic expression

Besides the study of Gokdayi (2011), no studies have been found that provide concrete criteria for
evaluating any expression as formulaic expression in literature. Gokdayi (2011) presented five criteria for any
word to be considered as formulaic expression: structure, meaning, function, context and frequency.

The structure criterion refers to the linguistic phenomenon of stereotypes. For example, the formulaic
expression Ayran ictik ayri (mi) diistiik cannot be converted to formats such as Kahve ictik ayri (mi) diistiik or
Ayran ictik diye ayrilmayalim; similarly, the formulaic expression Sakalimiz yok ki s6ziimiiz dinlensin cannot be
converted to a format such as Biyigimiz yok ki s6ziimiiz dinlensin, either. In the present study, if one of the
elements of any formulaic expression was removed or replaced by another element, the expression was not
considered as formulaic and excluded from the analysis. On the other hand, as in the examples yolun (uz) agik
olsun and sadlicakla kal(in), morphological changes were considered acceptable and included in the analysis.

With the meaning criterion, it is emphasized that formulaic expressions are generally used in their literal
meanings, but some expressions are metaphorical, they may create confusion if they are taken with their real
meaning, and therefore the meaning in which they are used should be given correctly. For example, her iste bir
hayir vardir is one of the formulaic expressions with metaphorical meaning and it should not be taken in its
literal meaning by a person who learns Turkish as a foreign language. This expression means that bad events
that happen would be auspicious, at that time or later. While teaching this formulaic expression, it should be
taught that hayir is not meant to reject but that it is a word that is said to be good, useful and auspicious.

The function criterion indicate that expressions ready to be used are used both quickly and in most
appropriate way without any need to produce words by thinking in certain communication situations. For
example, when it comes to communicating with someone who has recently lost their relatives, in this difficult
situation, the use of formulaic expressions such as Allah rahmet eylesin, nur iginde yatsin, topragi bol olsun, etc.
instead of trying to speak by thinking within the framework of condolence shows this aspect of the function
criterion.

The relationship among the context of communication and space and time is expressed with the context
criterion. The expression that best suits the situation of communication is selected by this criterion. For
example, Allah bir yastikta kocatsin is not a formulaic expression to be said to singles (situation) and those who
have been married for many years (time). It is an expression that is told only to newlyweds.

The frequency is not to be understood as the quantitative use of any formulaic expression. Because not only
there may be other stereotypical expressions quantitatively used a lot (e.g. proverbs, idioms, etc.) but also
expressions of little use, quantitatively speaking. Thus, frequency should be understood as a) first expressions
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that come to mind in a particular case, b) same expressions coming to mind when the same situation of
communication occurs. In case of illness, gegmis olsun and Allah acil sifalar versin are the first formulaic
expressions that come to mind, and these are the expressions which will continue to be mentioned in the
recurrence of illness.

The criteria of structure, meaning, function, context, and frequency, presented by Gokdayi (2011), do not
seem to be concrete criterion for the selection of formulaic expressions, but rather to provide a better
understanding of the nature of these expressions. Because, it is not possible to distinguish formulaic
expressions from other stereotypes (proverbs, idioms, reduplications, and compound words) on the basis of
these criteria. For example, the formulaic expression elinize sadlik, the proverb bir elin nesi var iki elin sesi var,
the idiom el ele vermek and the reduplication el ele in the sentence El ele verip bu isin listesinden geldiler, the
compound words el isi, el yapimi, etc., briefly, the common ground of all these uses are the criteria of
structure, meaning, function, context and frequency. Therefore, more criteria are needed. We think that
reliable distinction can only be made by adding a criterion which can be called sense of structural-functional
familiarity. For example, as Turkish language speakers, we have familiarity with the expression that el ele
vermek is not a reduplication but idiom. We also know that el ele vermek will not be a proverb because
proverbs are linguistic structures that carry statements, and often with more elements than reduplications,
idioms and stereotypes.

Data Collection and Analysis

The database of the study consists of three textbooks of Turkish as a foreign language: Yeni Hitit, Istanbul,
and Izmir.

Speech acts were first determined in all the books and formulaic expressions of these speech acts were
classified according to their meanings and contexts. Thus, the frequency and variety of formulaic expressions in
the textbooks and workbooks of Turkish as a foreign language was studied.

The data obtained by document analysis were analyzed by content analysis. The fundamental process in
content analysis is to bring together similar data within the framework of certain concepts and themes and to
interpret them in a way that the reader can understand them (Yildirm & Simsek, 2005). Within the framework
of this fundamental objective, main categories and sub-categories should first be determined and defined and
context units (word, sentence, paragraph, etc.) should then be selected for the analysis (Yildirm & Simsek,
2005; Balci, 2009). Accordingly, all books which constitute the corpus were searched unit by unit, from the
expressions in these units, the ones that met the criteria of being formulaic expressions were determined as
formulaic and others were excluded from the analysis. Formulaic expressions obtained at the end of the survey
were classified under the main category of speech acts in terms of their context and semantic content and
were prepared for content analysis.

Results
Speech Acts and Formulaic Expressions

Three sets of Turkish as foreign language textbooks in the corpus were searched and expressions which met
the criteria of being formulaic expressions were determined as formulaic. 193 formulaic expressions meeting
these criteria were found in the textbooks and workbooks. These expressions were identified as subcategories
linked to 21 speech acts considered as main categories: anger, apologizing, asking a question, asking how
someone is, astonishment, attention getting, condolence, congratulating, consent, desire, greeting,
invitation, joy, order/request, presentation, rejection, responding, saying goodbye, thanking, welcoming and
well wishing. These speech acts are shown in Table 1. The vertical reading of the table provides information
about the numbers of speech acts in the textbooks while the horizontal reading provides comparative
information concerning the numbers of speech acts among the textbooks.

The speech acts in the textbooks were analyzed after their use frequencies had been coded as very highly
(30 and over), highly (between 10-20), moderately (between 5-10), slightly (between 2-5) and very slightly (use
only once). Accordingly, well wishing and responding were used very highly, greeting, saying goodbye,
consent, thanking and asking a question highly, asking how someone is, invitation, attention getting,
welcoming and astonishment moderately, apologizing, congratulating, order /request and presentation
slightly and condolence, anger, desire, rejection and joy very slightly.
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Table 1.
Number of Speech Acts and Formulaic Expressions in the Textbooks of TFL.
Speech acts istanbul A1-A2 izmir A1-A2 Yeni Hitit A1-A2 Total
1 Well wishing 13* 11 12 36
2 Responding 12 9 12 33
3 Greeting 6 6 5 17
4 Saying goodbye 6 5 4 15
5 Consent 5 5 4 14
6 Thanking 5 3 5 13
7 Asking a question 4 3 4 11
8 Asking how someone is 3 2 4 9
9 Invitation 2 2 3 7
10 Attention getting 3 1 2 6
11 Welcoming 2 2 2 6
12 Astonishment 1 2 3 6
13 Apologizing 1 2 2 5
14 Congratulating 1 1 2 4
15 Order /request 1 1 1 3
16 Presentation 1 1 1 3
17 Condolence 1 0 0 1
18 Anger 0 1 0 1
19 Desire 1 0 0 1
20 Rejection 0 0 1 1
21 Joy 1 0 0 1
Total 69 57 67 193

* shows the number of formulaic expressions of the well wishing speech act.

A detailed examination of speech acts and formulaic expressions included in the TFL textbooks revealed
that Istanbul set had 19 speech acts and 68 formulaic expressions, Izmir set 17 speech acts and 65 formulaic
expressions and Yeni Hitit set 17 speech acts and 65 formulaic expressions.

The formulaic expressions of the speech act well wishing afiyet olsun, ¢ok yasa, gecmis olsun, hayirli olsun,
iyi yolculuklar and kolay gelsin were used in all the three textbooks; basarilar dilerim, giile giile kullanin/giile
glle giyin/ iyi giinlerde kullanin in Izmir and Yeni Hitit; hayirli isler, iyi sanslar in Istanbul and Yeni Hitit. Allah
bagislasin, insallah, iyi dersler, iyi tatiller and yolunuz ag¢ik olsun were preferred only by Istanbul; darisi basina,
hayirlisi olsun and iyi galismalar only by Izmir; masallah and serefe only by Yeni Hitit. The formulaic expressions
of the speech act responding giile giile, hos bulduk, iyilik/iyilik-saglik, iyiyim, maalesef, memnun oldum and rica
ederim were used in all the three textbooks; alo in Izmir and Yeni Hitit; elbette, fena degil and énemli degil in
Istanbul and Yeni Hitit. Bir sey degil found place only in Yeni Hitit; eh iste only in Istanbul and sen de gér/hep
beraber only in Izmir.

The formulaic expressions of the speech act greeting glinaydin, iyi giinler, merhaba and selam were
employed in all the three textbooks; iyi aksamlar in Istanbul and Yeni Hitit and selam séyle only in Izmir. The
formulaic expressions of the speech act saying goodbye gériismek lizere, gériisiiriiz, hosca kal(in) and iyi glinler
took place in all the three textbooks; kendine iyi bak in Istanbul and Yeni Hitit; iyi eglenceler only in Izmir and iyi
geceler only in Istanbul. The formulaic expressions of the speech act consent peki, tabi and tamam were used
in all the three textbooks; elbette in Izmir and Yeni Hitit; buyur(un) and hay hay only in Izmir and memnuniyetle
only in Istanbul. The formulaic expressions of the speech act thanking sag ol(un), tesekkiir ederim and
tesekkiirler were preferred by all the three textbooks; eline(ize) saghk by Istanbul and Yeni Hitit and agzina
saglik only by Istanbul. The formulaic expressions of the speech act asking a question nasil yardimci
olabilirim/yardimci olabilir miyim and neyiniz var/sikdyetiniz nedir were used in all the three textbooks; baska
bir arzunuz/baska bir sey var mi/baska bir seye ihtiyaciniz var mi and borcum ne kadar in Istanbul and Yeni Hitit
and nakit mi kredi karti mi only in Yeni Hitit.

The formulaic expressions of the speech act asking how someone is nasilsin(iz) and ne haber took place
used in all the three textbooks and ne var ne yok only in Istanbul. Buyur(un) and ha(y)di of the speech act
invitation were found in all the three textbooks. The formulaic expression of the speech act attention getting
pardon was used in all the three textbooks; affedersiniz in Istanbul and Yeni Hitit and bakar misin(iz) and 6ziir
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dilerim only in Istanbul. The formulaic expression of the speech act welcoming buyurun and hos geldiniz found
place in all the three textbooks. The formulaic expression of the speech act astonishment dyle mi was
employed in all the three textbooks; Allah Allah and hay Allah only in Yeni Hitit.

The formulaic expression of the speech act apologizing 6zlir dilerim was used in Izmir and Yeni Hitit; pardon
in Istanbul and affedersiniz 1zmir and only in Yeni Hitit. The formulaic expression of the speech act
congratulating tebrikler was found in all the three textbooks and géziin(iiz) aydin and tebrik ederim only in Yeni
Hitit. Liitfen of the order /request speech act and buyurun of the presentation speech act were used in all the
three textbooks.

Basin(iz) sag olsun, baska sefere and yasasin of the speech acts respectively condolence, desire and joy
were found only in Istanbul; Allah Allah of the speech act anger only in Izmir and maalesef of the speech act
rejection only in Yeni Hitit.

Frequencies of Speech Acts

The formulaic expressions were examined in terms of their frequencies and frequencies of the speech acts
and formulaic expressions are given in Table 2. The horizontal reading provides comparative information about
the frequencies of speech acts among the textbooks while the vertical reading of the table provides
information concerning the frequencies of speech acts in the textbooks. In total, 1274 formulaic expressions
were found when examined in terms of their frequencies: Istanbul 442, Izmir 429 and Yeni Hitit 403.

Table 2.
Frequencies of Speech Acts and Formulaic Expressions in the Textbooks of TFL.

Speech acts istanbul A1-A2 izmir A1-A2 Yeni Hitit A1-A2 Total
1 Well wishing 90 77 62 229
2 Responding 80 80 60 220
3 Saying goodbye 37 62 52 151
4 Greeting 46 36 61 143
5 Consent 38 53 26 117
6 Thanking 44 36 31 111
7 Asking a question 36 23 20 79
8 Invitation 16 9 20 45
9 Asking how someone is 7 16 15 38
10 Welcoming 8 10 10 28
11 Apologizing 14 8 6 28
12 Attention getting 10 7 9 26
13 Astonishment 4 3 8 15
14 Order /request 1 3 9 13
15 Congratulating 3 1 7 11
16 Presentation 3 3 4 10
17 Desire 0 0 3 3
18 Anger 0 2 0 2
19 Joy 2 0 0 2
20 Condolence 2 0 0 2
21 Rejection 1 0 0 1

Total 442 429 403 1274

When the relationship between the numbers and frequencies of formulaic expressions is examined, it is
generally observed that there is a direct proportion between quantity and frequency, in other words, the
frequencies of formulaic expressions increase as their numbers increase. However, some of the speech acts
had a descent in the order of use frequency since their frequencies were lower than their quantities while
some others had an ascent because their frequencies were higher than their quantities. Consequently, the
frequencies of the speech acts greeting, asking how someone is, attention getting, astonishment and
congratulation were lower than their quantities whereas the frequencies of saying goodbye, invitation,
welcoming, apologizing and order /request were higher.
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Formulaic Expressions in the Textbooks and Workbooks

The textbooks and workbooks were compared in terms of frequency and diversity of use and the results are
given in Table 3a and Table 3b. With the data obtained, the third research question was tried to be answered in
two stages: whether informational contents related to speech acts and formulaic expressions is transferred
from the textbooks into the workbooks (being able to carry informational contents into the workbooks);
whether informational contents not presented in the textbooks are included in the exercise books (requesting
unpresented informational contents).

Table 3a.
Frequencies of Speech Acts and Formulaic Expressions in the Textbooks and Workbooks of TFL.
& 3 @ £ ap S
"g ) » - 2 g ) '5 g - :t'g' © €
s § % § Pgrs 2 538 5 2%
a o © c 2 E S o0 o s T T o =X 9
Books G £ S8 23 88& = - & 23
istanbul Textbook 67 46 33 26 28 28 30 6 6 4 3
istanbul Workbook 23 34 13 11 10 16 6 1 8 6 5
Total 90 80 46 37 38 44 36 7 14 10 8
Textbook/Workbook 65.68 26.09 60.61 57.70 64.29 42.86 20.00 83.34 25.00 33.34 40.00
Difference %
izmir Textbook 58 58 27 36 47 25 19 9 8 6 9
izmir 19 22 9 26 6 11 4 0 1 1 1
Workbook
Total 77 80 36 62 53 36 23 9 9 7 10
Textbook/Workbook 67.25 62.07 66.67 27.78 87.24 56.00 78.95 100.00 87.50 83.34 88.89
Difference %
Yeni Hitit Textbook 38 33 38 31 14 18 9 9 16 4 8
Yeni Hitit Workbook 24 27 23 21 12 13 10 6 4 5 2
Total 62 60 61 52 26 31 19 15 20 9 10
Textbook/Workbook 36.85 18.19 39.48 32.26 14.29 27.78 10.00 33.34 75.00 20.00 75.00
Difference %
Table 3b.
Frequencies of Speech Acts and Formulaic Expressions in the Textbooks and Workbooks of TFL.
g £
® » 3
5 § = £ 5 5 5
= i e H 2 3 5 & g
gz £ ¢ 5 3 & b & % .
Books % £ 8 < < 8 & a 3
istanbul Textbook 6 11 3 1 3 1 2 0 1 2
istanbul Workbook 0 3 0 0 0o 1 0 0 0 0
Total 6 14 3 1 3 2 2 0 1 2
Textbook/Workbook 100.00 72.73 100.00 100.00 100.00 .00 100.00 .00 100.00 100.00
Difference %
izmir Textbook 1 8 1 2 2 0 2 0 0 0
izmir 2 0 0 1 1 0 0 0 0 0
Workbook
Total 3 8 1 3 3 0 2 0 0 0
Textbook/Workbook 50.00 100.00 100.00 50.00 50.00 .00 100.00 .00 .00 .00
Difference %
Yeni Hitit Textbook 6 6 4 4 3 0 0 2 0 0
Yeni Hitit Workbook 2 0 3 5 1 0 0 1 0 0
Total 8 6 7 9 4 0 0 3 0 0
Textbook/Workbook 66.67 100.00 25.00 20.00 66.67 .00 .00 50.00 .00 .00

Difference %
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When examining the transferability of informational contents about speech acts and formulaic expressions
from the textbooks into the workbooks, it is seen that Yeni Hitit presented the speech act of invitation (6/0);
Izmir the speech acts of welcoming (9/0), invitation (8/0), congratulation (1/0), anger (2/0); Istanbul the
speech acts of attention getting (6/0), congratulation (3/0), astonishment (1/0), apologizing (3/0), anger (2/0),
desire (1/0), joy (2/0) in their textbooks but they did not put these speech acts in their workbooks.

In order to compare the sets of Turkish as foreign language textbooks in terms of transferability rate of
informational contents from the textbooks into the workbooks, difference of transferability rate for each
speech act given in the Table 3 was examined. When fifty percent (half) of difference is determined as base
limit, it is found that 11 speech acts in Izmir (asking a question, order/request, asking how someone is,
presentation, well wishing, responding, thanking, greeting, saying goodbye, astonishment, apologizing), 6 in
Istanbul (welcoming, asking how someone is, thanking, invitation, consent, responding) and 5 in Yeni Hitit
(asking a question, order/request, attention getting, apologizing, rejection) were presented with lower
frequencies in the workbooks than the textbooks.

When examining Table 3a and 3b in terms of soliciting, in the workbooks, unpresented informational
contents about speech acts and formulaic expressions, it is found that none of the unpresented informational
contents was requested in the workbooks.

Discussion, Conclusion and Suggestions

The aim of this study was to compare formulaic expressions in three Turkish as foreign language textbooks.
Data obtained to answer to the first research question revealed that speech acts are used in five levels: very
highly, highly, moderately, slightly and very slightly. It can be evaluated that the frequency ordering of these
speech acts and formulaic expressions reflected from the textbooks does not present a serious contradiction
about frequency use of these expressions in daily life. Essential speech acts of daily activities such as greeting,
saying goodbye, thanking, asking how someone is seem to take their place in the textbooks with frequencies
close to each other.

However, one of the notable findings in the present study is that the speech acts of well wishing and
responding were used approximately twice as much as these basic speech acts in the textbooks. Formulaic
expressions of giving wishes such as afiyet olsun, ge¢mis olsun, hayirli olsun and kolay gelsin are used in Turkish
not only for well wishing but also for greeting and maintaining communication in a sense. The
multifunctionality of these expressions can be taught to explain why well wishing is the most used speech act
in all the textbooks. As for responding, it seems to be an intersecting speech act which contains in itself several
answers for many formulaic expressions. Thus, hos bulduk responded to the formulaic expression of welcoming
hos geldin(iz); eh iste, fena dedil, iyilik/iyilik-saglik, iyiyim responded to the formulaic expression of asking how
someone is nasilsin(iz); giile giile responded to the formulaic expression of saying goodbye hosca kal(in) are
examples of this situation.

The textbooks seem to approach failure in terms of presenting a balanced representation for some
interrelated formulaic expressions. For example, the formulaic expression of responding sen de gér/hep
beraber is found only in one textbook although the formulaic expression of well wishing ¢cok yasa appears in all
the three textbooks. The formulaic expression rica ederim to be responded to the formulaic expressions of
thanking sag ol(un), tesekkiir ederim, tesekkiirler is found in all the three textbooks, énemli degil in two
textbooks and bir sey degil in only one textbook. Similarly, while the formulaic expressions of asking how
someone is nasilsin(iz) and ne haber are found in all the three textbooks, formulaic expressions iyilik/iyilik-
saglik, iyiyim to be positively responded also figure in all the textbooks; fena degil and eh iste to be responded
neither positively nor negatively appears respectively in two and one textbooks. Interestingly, the formulaic
expressions kétiyim/iyi degilim/keyifsizim/keyfim yok/tadim yok which will be negatively responded to these
questions are not found in any of the textbooks. This lack may be caused by the concern that negative
formulaic expressions should be limited while presented to be taught to target language students. The same
concern may also explain very slight use of speech acts that require negative formulaic expressions such as
anger, rejection and condolence in the textbooks. But, just like formulaic expressions with positive content
submitted by speech acts such as well wishing, greeting, thanking, etc. tend to reflect everyday life as it is,
speech acts and formulaic expressions of anger, rejection and condolence are indispensable parts of daily life
and should be presented and taught as it is.

Although the efforts of the textbooks to reflect speech acts and formulaic expressions from daily life are not
considered as unsuccessful in terms of type and quantity, there are some formulaic expressions which are not
found in the textbooks although they are frequently used in everyday life. Allaha ismarladik for the speech act
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of saying goodbye; efendim for responding in telephone; Allah yolunu(zu) acik etsin, Allah zihin agikhigi versin,
Allah kolaylik versin; Allah nazardan saklasin, nazar degmesin, Allah saklasin/esirgesin for the speech act of
well wishing; daha asagi olmaz mi for the speech act of asking a question in shopping context are some
examples. The fact that the formulaic expression of well wishing iyi dersler, that we're used to hearing in
school environments, is only found in one textbook and other expressions of this kind, such as basarilar,
basarilar diliyorum, are missing, can also be shown as another example of this lack.

With the first research question, which allows to handle speech acts and formulaic expressions regarding
type and quantity, these acts and expressions were examined in terms of their relations with each other,
especially in relation to their balanced representations. An order of use frequency for these expressions was
created based on the first data. By means of the data obtained from the second research question, the
formulaic expressions were discussed in terms of their frequency compared to their quantities. In general
terms, although there is a direct ratio between high quantity and frequency, a decline was observed in order of
use frequency for the speech acts greeting, asking how someone is, attention getting, astonishment and
congratulating due to their low frequency compared to their quantity. There is an increase in the speech acts
of saying goodbye, invitation, welcoming, apologizing, order/request which have high frequency compared to
their quantity. In other words, there are speech acts with low quantity but high frequency of formulaic
expressions and speech acts with high quantity but low frequency of formulaic expressions. For the first case,
i.e. for low quantity- high frequency, it can be said that reinforcement is stronger than representation while for
the second case, i.e. for high quantity-low frequency, representation is stronger than reinforcement. In fact,
the textbooks would be stronger in relation to formulaic expressions if both cases, i.e. representation and
reinforcement, were given equal importance.

The trace of representation and reinforcement was also driven with data obtained by the third research
question. The textbooks were then examined in terms of their ability to carry informational contents related to
speech acts and formulaic expressions into the workbooks and whether they request in the workbooks
informational contents not included in the textbooks. Apart from a few speech acts, all the three textbooks
were able to carry informational contents concerning formulaic expressions into the workbooks. In addition, no
textbook put into the workbooks informational contents that are not already presented in the textbooks. With
these properties, the sources in the corpus seem to have succeeded in the representation of formulaic
expressions in the textbooks and workbooks. However, the same success is far from being in question for
reinforcement. Because, only one of the books used half of the speech acts and formulaic expressions in the
workbooks while others much less.

The present study revealed that the concepts of representation and reinforcement regarding speech acts
and formulaic expressions in the textbooks and workbooks of Turkish as a foreign language. Based on the
findings discussed so far, it is possible to underline three results within the framework of these concepts. First,
textbooks may have difficulties in providing a balanced representation of interrelated formulaic expressions
they contain. Second, although they are frequently used in everyday life, a number of formulaic expressions
cannot be included in textbooks, i.e. they cannot be represented. Third, informational contents about speech
acts and formulaic expressions in textbooks can be represented being carried into workbooks but they are not
reinforced as they are less used in workbooks.

Based on these results, it can be suggested that textbooks to be prepared in the future should  take great
care to determine and ideally contain formulaic expressions from daily life which are indispensable for linguistic
communication. It will also be very important for these expressions to be meticulously represented in
textbooks without being overlooked. Again, it would be appropriate for the future textbooks to completely
carry into 4workbooks informational contents about speech acts and formulaic expressions and not to request
in workbooks informational contents which are not already presented in textbooks. Moreover, a stronger
reinforcement of the subject matter would be provided if workbooks in the future contain more formulaic
expressions and related exercises than those in textbooks. The present study is limited to three Turkish as
foreign language textbooks: Yeni Hitit, Istanbul, and Izmir. Further studies on formulaic expressions would offer
more holistic assessments when they add in their corpus more textbooks and workbooks.
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TURKCE SURUM

Giris

Bir millete ait olan her birey, o milletin kiiltirind, dilini, dinini, inanglarini, 6rf ve adetlerini icinde tasir. Bir
biitinun birbirinden ayrilmasi olanaksiz iki pargasi olan dil ve kiltiir es zamanli ve birbirleriyle baglantili olarak
vardirlar. Glveng (1996)’in de vurguladigi gibi, dili besleyen kiltiirdir, dilde var olan, kiiltiirde de vardir. Dil,
kiltirin yansima ve yasam alanidir. Bir toplumun kiiltiirel zenginligi, bilinci, 6zgiinligu dilde yanki bulur. Bu
nedenle dil, bir toplumun kdilturtnin, dolayisiyla da yasam bigiminin en saglam ve en vazgegilmez
gostergelerinden birisidir.

Dil ve kdltlr birbirinden ayri disinilmedigi icin birbirini gerekli kilar ve etkilesim icinde kenetlenmis bir
halde bulunur. Bu iki varlik arasindaki iliski, cesitli araclardan yararlanilarak belirginlestirilebilir. iste kalipsozler®,
bu araglardan birisidir. “Tutumumuza 1sik tutan dil 6geleri” (Bulut, 2012, p.1118) olan kalipsozler dogum,
evlenme, 6lim gibi insan ve toplum yasamindaki dnemli durumlarda duygu aktarimi ve etkilesim saglayan dilsel
iletisim araclaridir (Ozdemir 2000).

Her toplumun kendi kiiltiiri icinde, belirli durumlarda sdylenmesi adet olmus belli basli sézleri vardir. Bu
sozler belirli sartlar altinda, belirli bir durumda, belirli bir baglam igerisinde kullanim gerektirir. Vardar (2002) iki
tir baglamdan séz eder: i¢ baglam ve dis baglam. i¢ baglam ya da dil ici baglam “bir dil birimini cevreleyen,
ondan 6nce ya da sonra gelen, bircok durumda s6z konusu birimi etkileyen, onun anlamini, degerini belirleyen
birim ya da birimler bitinia”’dir (p.30). “Duruma, konusucu ve dinleyicinin dil disi toplumsal, ekinsel, ruhsal
nitelikli deneyim ve bilgilerine iliskin verilerin tim” ise dis baglam ya da dil disi baglam olarak tanimlanir
(p.30). Baglamdan arinik olmasi distintilemeyen kalipsozler, dil ici ve dil disi baglaml kalipsoézler olmak Uzere iki
sekilde degerlendirilir.

ic baglama dayali kalipsdzler konugsma esnasinda daha énce séylenmis bir séze ve onun devami niteliginde
soylenen sozlere karsilik olabildigi gibi daha sonra iletilecek olan sézlerden ve disiincelerden 6nce de
kullanilabilir. Olumlu diistinceler, istekler anlaminda séylenen (insallah, Allah daim etsin, Allah muhtag etmesin,
vb.), kotilikleri defetmek isteyenlerce dile getirilen (Hayrolsun, Allah korusun, Hafazanallah, Allah esirgesin,
Masallah, vb.) ve bazi durumlar karsisinda, emin olunamadiginda yiice bir giice siginip bir seyler ummak ve olasi
olumsuzlugun 6ninu kesmek adina soylenen (Allah biiyiik, AGzini hayra ag, Giin dogmadan neler dogar, Allahin
dedigi olur, vb.) sozler kalipsoz 6rnekleri olarak gosterilebilir.

Dil digi baglamla iliskili kalipsdzlerin séylenmesi icin ise mutlaka bir durum ya da ortamin olusmasi gerekir.
So6z gelimi, Tarkiye Tirkgesinde, Bir yastikta kocayin kalipsozu evli giftlere séylenir, yeni arkadas olanlara
soylenmez. Aksi durumda iliski kurulamayan anlamsiz bir ifadenin ortaya ¢cikmasina yol agar.

Kalipsozler, bir topluma ait bireylerin iliskilerini canli ve dinamik tutmasini saglayan iyi dislincelerin disa
vuruldugu s6z ya da sozler dizisidir. Kisilerarasi iliskileri canli ve stirdlralebilir kilar. Aksan (1996, 2000, 2002,
2003, 2005a, 2005b, 2008), iste tam da bu nedenle kalipsozleri ayni zamanda iliski sézleri olarak niteler. Ona
gore iliski sézleri ya da kalip sézler “her toplumda belli durumlarda sdylenmesi gelenek olmus soézler, duygulari
aciga vuran kaliplar, cesitli basmakalip sozler”’dir ve bu sozleri tanimlamak ve agiklamak igin ¢ogunlukla dil digi
unsurlardan yararlanilir (2013, p.163). Bilgin (2006) de kalipsézleri benzer bigcimde “belli durumlarda séylenmesi
gelenek olmus sozler” (p.75) biciminde tanimlar.

Kula (1996), belirli iletisim durumlarinda kullanilan iyi dilek, bassaghgi, dogum, ayrilik vb. sozlerin kiiltiir
birim (kalipsdz) oldugunu ve bunlarin Tirk kiltiri hakkinda bize bilgi verdigini disliniir. Bu sozler ona goére dilin
kalturelliginin belirginlestigi adlandirmalardir.

Cotuksoken (1994) kalipsozlerin gogunlukla dil disi baglamlarla olustugunu 6ne sirer. Kalipsézler “Toplumun
bireyleri arasinda tesekkiir etme, 6ziir dileme, rica etme, tanisma, yolcu karsilama/ugurlama, bir istegi dile
getirme gibi cesitli baglamlarda kullanilan sézlerdir” (p.28). Kalipsozler bu bakimdan arastirmaciya gore
baglamsal s6zler ya da karsilama sézleri olarak da adlandirilabilir.

1Kallpsijzler alanyazininda kalips6z kavramini kimi arastirmacilar ayri -kalip séz-, (Aksan 1996, 2000, 2002, 2003, 2005a, 2005b, 2008; Kula
1996; Unsal 2013) kimi arastirmacilar ise bitisik —kalipséz- yazmay! yeglemislerdir (Bilgin 2006; Cotukséken 1994, 2002). Temel anlamlarini
yitirerek bir araya gelen sozclklerin olusturdugu birlesik sézctklerin bitisik yazilmasi gerektigi kuralindan hareketle, kalips6z ve sézeylem
kavramlarinin bitisik yazilmasi gerektigini dislinmekteyiz.
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Soz Edimleri (S6zeylemler)

Kalipsozler, s6z varliginda yer alan ve insanin dille gerceklestirdigi iletisimin bir pargasidir. Kalipsozler ayrica
gunlik dilde, s6zIU iletisim esnasinda, yazili metinlerde sikga kullanilabilen, ayni dili konusan milletin kiltirayle
bezenmis ve kaliplasma biciminde kelime ya da climle yapisi olabilen birimlerdir. Austin ve Searle, s6z edimleri
kurami (speech-acts) cercevesinde kalipsdz kavramini dizgeli olarak ele alan ilk arastirmacilar olarak karsimiza
¢tkmaktadirlar. S6z edimleri kurami, Austin’in ortaya attigi, 6grencisi Searle tarafindan gelistirilmig bir dil felsefesi
kuramidir. Kalipsozler ise bir dil felsefesi kurami olan séz edimi kuraminin bir pargasi ve insanin dille
gerceklestirdigi iletisimin en kiictk birimleridir. Austin (1970)’e gore “séylemek, yapmaktir” (p.15). Yani konusucu
bir sey soylerken ayni zamanda bir edim gerceklestirir. Boylece dille saglanan iletisim yalnizca bir bildiriyi
iletmekten ibaret degil ayni zamanda edimsel bir isleyise de sahiptir. S6z edimi kavraminda edim, eyleme; soz ise
dile gobnderme yapmaktadir (Celebi, 2014).

Austin, soz ile edimin iliskisi Gstline bu dusiinceleri Wittgenstein’in sézin belli bir eylem bigimi oldugunu ve
sozcuklerin ya da anlatimlarin ancak cimlede kullanimlariyla anlam kazanacag gorisiinden hareketle
gelistirmistir. Herhangi bir s6zlin anlagilmasi i¢in hangi baglamda kullanildiginin, yerinin, zamaninin ve kime
soylendiginin bilinmesi ¢cok 6nemlidir.

Austin (1970)’e gore (g tur dil edimi vardir: diizséz, edims6z ve etkiséz. Diizs6z, dilbilgisi kurallarina uygun,
yorumlanmasinda ve anlamlandiriimasinda dil disi 6gelere gereksinimi olmayan sozlerdir (Vardar, 2002). Edimsoz
ve etkisoze gelince, her ikisi de diizsoz lizerine temellenir. Edims6z, konusucunun s6zi ile s6zlin icerdigi eylemin
ayni anda gergeklesmesidir. Yani edimsozde soz ile edim es zamanlidir (savas ilani vb. gibi). Bu durumda soz ile
edim arasinda bir dolaysizlik da s6z konusudur. Etkisdzde ise konusucunun dinleyiciyi dolayli bir bicimde etkileme
niyeti s6z konusudur (ikna ve caydirma sozceleri gibi). Yani etkis6z konusunun niyetine bagl olarak, alici Gzerinde
etki yapmaya yonelik edimdir (Kiran & Kiran, 2013).

Dizs6z edimi bir s6z Giretme edimidir. Sozliksel, bicimbilimsel ve sdzdizimsel gérinimdir. Bir sey séylemek,
bir s6z dagarcigina ait anlamh birimler Gretmek, onlari dilbilgisine uygun olarak anlamh bir siraya gore
yerlestirmektir. Kisacasi diizsoz dilbilgisine uygun olarak sozcikler araciligiyla timceler Gretmektir. Austin (1970)’e
gore dlizs6z edimi ile seslendirme, dillendirme ve anlamlandirma edimleri de gergeklesmis olur. Diizs6z ediminin
belirli seslerden olusmasiyla seslendirme edimi, dile ait birtakim sozciiklerle ifade edilmesiyle dillendirme edimi ve
bu sozclklerin anlamli bir sekilde yorumlanip agiklanmasiyla da anlamlandirma edimi gergeklesir. Boylece,
dilbilgisine ve dil yapisina uygun soézcukler araciligiyla timceler olusmaktadir. Tebrik ederim ve yolunuz agik olsun
sozceleri seslendirme, dillendirme ve anlamlandirma edimlerinin hepsinin birden gerceklestigi 6rneklerdir. Zira
belirli seslerden olusan s6z konusu sézceler, sdzciiklerle anlatim bulmus, ayni zamanda kutlama (tebrik ederim) ve
iyi dilekte bulunma (yolunuz acik olsun) s6zeylemleri olarak anlambilimsel baglamlarina kavusarak anlamlandirma
edimi olmuglardir.

Edimsdz, konusucuyla alici arasindaki iliskiyi etkileyen bir olgu niteligindeki bir sdzdir. Her diizsézliin bir
edimséz icerigi vardir. Ornegin, “bilgisayara ihtiyacim var” derken, konusucu bilgisayar satin alma istegini dile
getirir. “Saatin kag oldugunu biliyor musun?” derken ise aliciy1 acele etmeye iter (Kiran & Kiran, 2013). Edimsozler,
diizs6z ediminde bulunurken gerceklestirilen edimleri kapsar. Dil yoluyla kisilere bir is yaptirilirken edimséz gigleri
ortaya cikar. Ornegin, bildirimde bulunma, soru sorma, bilgi verme, emretme, rica etme, randevu alma
edimsozleri gerceklesmektedir (Celebi, 2014).

Levinson (1992), etkis6z edimini, s6zlin yarattigl etki, s6z edimin sonucunu ya da etkisini gosteren bolim
olarak degerlendirmektedir. Etkis6z, konusucunun alici Uzerinde dolayli bir etki yapmasini saglayan sozdir.
Ornegin bir secim séylevinde etkisdz coskuya, belli bir diisiinceye, sava inanmaya yol agabilir (Kiran & Kiran, 2013).

Su ana kadar sdylenenlerden, s6z edimleri kurami ve kalipsdzleri baglantisi icin sunlar séylenebilir: Diizs6z,
dilbilgisi kurallarina uygun, dil disi 6gelere kapali, s6ziin tasidigi yalin bildirimdir. Bu acidan her kalips6z bir diizs6z
olarak kabul edilebilir. Bununla birlikte baglam ve uzam gibi birtakim etkenler yalin dizs6z konumundaki
kalipsdzleri edimséz ya da etkisdz olmaya yoneltir. Ornegin, selamlasma sézeylemlerinden olan ve sabah
saatlerinde sdylenen giinaydin kalipsozi, dinleyicinin bir durumu geg kavramasina alayh tepki vermek s6z konusu
oldugunda zamansalliktan siyrilir ve baglam degisikliginin etkisiyle yeni bir anlamsal igerik kazanir. Bu yeni
baglamda Giinaydin kalipsozi artik bir edimséze dontismustir. Zira dinleyici kendisine bu kalipsdz sdylendiginde
es zamanli bigimde bir durumu geg kavradiginin ayrimina varir. “Bana bilgisayar lazim” diizs6zun( dile getiren bir
kisi bu sozl bir bilgisayar satis magazasinda satis gorevlisine soylediginde bilgisayar alma niyetini es zamanli ve
dolaysiz dile getirecegi icin edimsoz; ayni dlizs6zi kendisine bu bilgisayari almasi olasi bir kisinin yaninda (babasi
ya da patronu gibi) soylediginde sdz konusu kisiyi bilgisayar almasi yoniinde etkileyecegi icin etkis6z gerceklesmis
olur. Goruldigu lizere edimsoézin temel bilesenleri s6z ile edim arasindaki eszamanlilik ve dolaysizliktir. Etkisozde
ise bu ozellikler yoktur. Bunlar yerine etkisdziin temel bilesenleri olarak siire ve dolaylilik vardir. Sire, s6z ile
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gerceklesmesi beklenen edim arasinda gegen belirli bir zamandir; etki anlk olarak ortaya ¢ikmadigi igin dogrudan
elde edilmez yani dolaylidir.

Kalipsozler

Kalipsozler, belli durumlar ve zamanlarda kullanilan basmakalip sozlerdir. Tiirkiye Tirkgesi kalipsozler
acisindan oldukga zengin bir dildir. Neredeyse her durum ve her zaman igin kullanilmasi olanakli kalipsozler
vardir. Bu sozler dilde iletisimi olduk¢a kolaylastirmaktadirlar. S6zciik savurganhgini 6nlerler, hizl 6grenilir ve
akilda kalici olurlar. Kalipsozlerin yaygin kullaniimasinin bir baska nedeni s6zIi ve yazili iletisim sirasinda ¢ok
fazla caba gerektirmeden kisa zamanda soylenip anlasilabilmelerindendir (Wray, 2002). Kalipsézler, toplumun
belleginde duran ve konusmada anlatimi kolaylastiran kimi zaman séylenisi renkli sdzlerdir. Ozellikle konusma
ediminde, daha 6nceden bir bitiin haline getirilip bellekte 6ylece saklanan kaliplasmis birimler, konusanlarca
kolayhkla animsanip hemen kullanilabildigi gibi, dinleyici(ler) tarafindan da g¢abucak algilanabilmektedir
(Gokdayi, 2008). Uzlagimsal olarak bir durumun en kisa, en etkili ve dizgeli bir dilsel anlatimidir. Bir durum her
ortaya ciktiginda dizgesel bir bicimde o anlatimin ilk akla gelmesi durumudur.

Her toplumun kendine 6zgl s6zleri kuskusuz o toplumun ge¢misi, kiiltird, yapisi ve yasamiyla ilgili ipuglar
verir. Tlrkiye Tirkgesinin soz varligindan olan kalipsozler de, Tirk toplumunun kimligi hakkinda bilgi verirken
diger yandan kultirine de 1sik tutmaktadir. Kalipsézler, Tirkiye Tlrkgesinin ne kadar zengin oldugunu gosterir
niteliktedir. S6z gelimi, Tiirk toplumunda yeni bir esya alan birisine hayirli olsun, giile giile kullan(in), iyi
glinlerde kullan(in) kahpsozlerinden biri séylendigi zaman esya sahibi kisinin de, daha iyisi senin olsun, tesekkiir
ederim ya da sag olun demesi gerekir. Goruldugu Uzere, kalipsdzlerin varligi, kullanim yeri, sikhgi ve gesitliligi
kiltirden kaynaklanmaktadir. Bagka bir deyisle kiltlr, bu birimlerin kullanilmasini zorunlu kilmaktadir. Kula
(1996) bu iliskiyi cok glcli gordiigi icin kalipsozleri, daha 6ncede deginildigi gibi, kdiltiir birimler olarak kabul
etmektedir. Kiiltir birim dilin kiiltirelliginin belirginlestigi yerdir. Ornegin bassagligi dileme, dogum, ayrilik vb.
durumlarda séylenen kiltir birimler (kalipsozler), o topluma ait bireylerin kurduklari iliski hakkinda bize bilgi
verir.

S6z varligini olusturan diger 6geler olarak atasozleri, deyimler, ikilemeler ve birlesik sdzciiklerin hepsi en az
iki s6zcligin art arda gelmesiyle s6zdizimi olustururken kalipsozler tek kelimeyle de olusabilmektedirler. Tek
sozcuklii olan kalipsozler: Alo, selam, aferin, yasasin, tamam, liitfen vb. sozlerdir. Kalipsozler farkli climle
yapilariyla da karsimiza ¢ikabilmektedir. Bunlar: Allahin adini verdim (cimle), Allah igin (edat 6begi), rica etsem
(istek ciimlesi), selam séyle (emir ciimlesi), tesekkiir ederim (genis zaman), ucuz atlattik (gegmis zaman) vb... Bu
durumda kalipsézlerin yalnizca sézciiklerden ibaret olmadigi, ciimle olarak karsimiza cikabilecegi ve bdylece
dizimsel 6zelliklerinin de oldugu gérulmektedir.

Genellikle az sozciukten olustuklari ve akla hemen gelen birimler olduklari igin kalpsozler sik
kullanilmaktadir. S6z gelimi, liitfen, merhaba, pardon, peki, buyurun, ¢ok yasa, sen de gér, kolay gelsin,
tebrikler, insallah, vb. az sozclkten olusan kalipsozlere 6rnektir. Diger taraftan kullanimi ¢ok yaygin 4-10
sozcukten olusan uzun ciimleler halinde kalip s6zler de vardir. Bir varmis bir yokmus, evvel zaman iginde kalbur
saman icinde, Allah’in emri peygamberin kavliyle (kizinizi oglumuza istiyoruz), benim hakkimda ne
diistiniiyorsan Allah sana x mislini versin, yedigin ictigin senin olsun gezdigin gérdigiin yerleri anlat, X
belediyesinin bana verdigi yetkiye dayanarak siz(ler)i kari koca ilan ediyorum, gibi cimleler yaygin olarak
kullanilan ve sézclk sayisinin fazla oldugu kalipsozlerdendir.

Yukarida s6zu edilen ozelliklerden yola ¢ikarak Tirkcede yer alan kalipsézlerin kullaniminda belli bir
baglamin, belli bir zamanin ve belli bir yerin olmasi gerektigini, 6zli geregi az sdzcikten kimi durumlarda ise
uzun climlelerden olusabilen kalipstzlerde verilmek istenen iletinin baglama tam anlamiyla uygun duistigu
soylenebilir.

Kalipsozler, ¢cogunlukla gercek anlamiyla kullanilir ama bazi kalipsézler vardir ki gercek anlaminda algilanirsa
yanhs anlamalara yol acabilir. iste bu yanhs anlamayi engellemek icin bu sézlerin ne anlamda kullanildiginin
ogretilmesi gerekir. Giile giile kullanin, yerin kulagi var, tas ¢atlasa ve buyurun gibi kalipsoézlerin gercek anlamda
kullanilmadigi aslinda mecazi bir anlam tasidigi bilgisi verilmelidir. Aksi durumda anlatilmak istenenle ¢ok farkh
durumlar ortaya ¢ikabilir. S6z gelimi, yeni bir esya alan biri icin séylenen Giile giile kullanin giilerek kullanmalari
anlamina gelmez. Yeni bir esya alan kisinin s6z konusu egyay! kullandikga mutlu olmasi ve memnun kalmasi
anlaminda soylenen bir kalipsozdir. Yerin kulagi var ifadesi yine mecazi bir anlam tasiyan kalipsozlerden biridir.
Bu kalipsoz, birileri duyabilecegi icin sessiz konusulmasi gerektigi anlami tasimaktadir. Gergek anlami emir ve
buyruk anlamina gelse de buyurun kalips6zi bir magazaya, diikkana gelen birini karsilamak, bir sey soran birini
dinledigimizi gostermek ve bir sey yapmak isteyen birine izin verme anlaminda soéyledigimiz cok islevli
kalipsozlerden biridir. Bazi durumlarda kimi sdzeylemler igin birden fazla kalips6z es zamanli olarak akla gelir
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ama durumla baglantil olarak konusucu bunlardan uygun olani seger. S6z gelimi, hal hatir sorma baglaminda
kullanilan pek ¢ok kalipséz olmasina ragmen resmi olmayan durumlar s6z konusu oldugunda nasilsin? ne
haber? nasil gidiyor? ne var ne yok? kullanilirken resmi ve ciddi ortamlarda nasilsiniz? kalipsdzinin kullanimi
tercih edilmektedir. Ayni durum igin benzer islevli kalipsézler arasindan uygun olani segme durumu mevcuttur.
Tiurkcenin yabanci dil olarak o6gretimi alanyazininda kalipsézler ile ilgili ¢alismalarin sayisi yeterlidir
denilemez. Var olan ¢alismalar icerisinde Turkcedeki kalipsozlerle ilgili kuramsal kitaplar, kalipsézlerin Anadolu
agizlarindaki yansimalarini incelemeye donik tez ve makaleler (Bulut, 2012; Goékdayi, 2011), okullardaki Tirkce
ders kitaplarinda yer alan kalipsozleri incelemeyi amaglamis arastirma makaleleri (Okuyan, 2012; Canbulat &
Dilekgi, 2013; Bursali & Unal, 2015), yine yabancilara Tiirkge 6gretimi ders kitaplarindan yalnizca biri icindeki
kalipsdzleri inceleme konusu yapan makaleler (Tim & Sarkmaz, 2012; Unsal, 2013; Tim & Uguz, 2014)
bulunmakla birlikte yabancilara Tiirkge 6gretimi ders kitaplarindaki kalipsozleri biittncil olarak karsilastirmali
inceleyen makale ya da tez calismasina rastlanamamistir. Bu eksigi gidermeyi amacglayan mevcut calisma
asagidaki sorulara yanit arayacaktir:
1. Yabancilara Turkge 6gretimi ders kitaplarinda hangi sézeylemler hangi kalipsozlerle kullaniimaktadir?
2. Kullanim sikliklari bakimindan kalipsoézler arasinda nasil bir iliski vardir?
3. Kahpsoz kullanim siklik ve gesitlilikleri Tlrkge 6gretimi ders ve alistirma kitaplarina gore degisiklik gdsteriyor
mu?

Yontem
Aragtirma Modeli

Arastirmanin verileri dokiiman incelemesi yoluyla toplanmistir. Dokiman incelemesi, arastiriimasi
amaglanan olgu ya da olgular hakkinda bilgi iceren yazili materyallerin ¢6ztimlemesini kapsar (Yildirm & Simsek,
2005).

Kalips6z Olabilme Olgiitleri

Alanyazinda Gokdayi (2011)'nin galismasi disinda, herhangi bir ifadenin kalips6z olarak degerlendirilmesini
saglayacak somut olgiitler sunan herhangi bir calismaya rastlanamamistir. Gékdayi (2011), herhangi bir s6ziin
kalips6z sayilabilmesi igin bes 6lclit sunmustur: yapi, anlam, islev, baglam ve siklk.

Gokdayi (2011)'nin yapi bashigiyla verdigi 6lciit, kaliplasma dilsel olgusuna gonderme yapar. S6z gelimi Ayran
ictik ayri (mi) distiik kalipsdzU Kahve ictik ayri (m1) diistiik ya da Ayran ictik diye ayrilmayalim gibi bicimlere ya
da Sakalimiz yok ki séziimiiz dinlensin kalipsdzl Biyigimiz yok ki séziimiiz dinlensin gibi bicimlere
donUstirilmez. Mevcut ¢alismada donmus nitelikli kalipsézlerin 6gelerinden biri gikarilarak ya da bu 6ge yerine
baska bir 6ge kullanildiginda ifade kalipsdz olarak degerlendirilmemis ve ¢éziimleme disi birakilmistir. Buna
karsilik Yolun(uz) agik olsun ve Saglicakla kal(in) 6rneklerinde oldugu gibi bicimbilimsel degisiklikler kabul
edilebilir degerlendirilmis ve ¢dziimlemeye katilmistir.

Anlam olcitl ile kalipsozlerin genelde gercek anlamlariyla kullanildiklarini ama bazi kalipsézlerin mecaz
agirhkli oldugunu, bunlarin gercek anlamlariyla alinmasinin karmasa yaratacagi, dolayisiyla hangi anlamda
kullanildiginin dogru sekilde verilmesi gerektigini vurgular. Ornegin, her iste bir hayir vardir kalipsdzii mecazi bir
anlam taslyan kalipsozlerden biri oldugu icin Tirkgeyi yabanci dil olarak 6grenen bir kisi tarafindan gergek
anlamda alinmamasi ilkesiyle verilmelidir. Bu kalips6z, basa gelen kétii bir olayin ya o an ya da daha sonra
farkina varilacak hayirli seylere vesile olacagl anlami tagimaktadir. S6z konusu kalipséz 6gretilirken hayir
kelimesinin reddetme amagli s6éylenen bir s6z olmadigi aksine iyi, faydali ve hayirli anlaminda sdylenen bir s6z
oldugu 6gretilmelidir.

Gokdayi (2011) islev olc¢ita ile belirli iletisim durumlarinda dislinerek sdzce tretmeye gerek kalmadan
halihazirda, kullanima hazir bulunan ifadelerin hem hizli hem de duruma en uygun bicimde devreye sokulmasi
durumunu dile getirmektedir. Ornegin, yakinini yeni kaybetmis birisiyle iletisim kurmak séz konusu oldugunda,
bu zor durumda, taziye gercevesinde dislinerek s6z bulmaya calismak yerine kullanima hazir Allah rahmet
eylesin, Nur iginde yatsin, Topragi bol olsun vb. gibi kalipsézlerin kullanilmasi islev Olg¢iitiiniin bu yonini
gostermektedir.

Baglam 6lciitii ile iletisim durumu, uzam ve zaman arasindaki iliskiler dile getirilir. icinde bulunulan iletisim
durumuna en uygun olan kalipséz bu 6lciit ile segilir. Ornegin Allah bir yastikta kocatsin kalipsdzii bekarlara
(durum) ve ¢ok uzun yillardir evli olanlara (zaman) sdylenen bir kalipséz degildir. S6z konusu kalips6z, sadece
yeni evlenenlere sdylenen bir kalipsézdiir.
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Siklik herhangi bir kalipsoziin niceliksel olarak ¢ok kullanimi olarak anlasilmamalidir. Zira niceliksel olarak ¢ok
kullanilan kaliplasmis baska ifadeler de olabilecegi gibi (atasézleri, deyimler vb.) nicel anlamda az kullanilan
kalipsozlerin varhgl da s6z konusudur. Boylece siklik a) belirli bir durumda akla ilk gelen kalipsoz(ler), b) ayni
iletisim durumunun tekrarinda akla yine ayni kalipsoz(ler)'in gelmesi (istikrar) olarak anlasiimahdir. Hastalk
durumlarinda Gegcmis olsun, Allah acil sifalar versin kalpsozleri akla ilk gelen kalipsozlerdir ve hastalik
durumlarinin tekrarlanmasinda soylenilmeye devam eden kalipsézler de yine bunlardir.

Gokdayi (2011)'nin sundugu yapi, anlam, islev, baglam ve siklik dlgitleri kalipsozleri ayiklamada somut birer
oOlgiit olmaktan ote kalipsozlerin dogasinin daha iyi anlasiimasini saglamaya donik bilgiler gérinimindedir. Zira
kalipsozleri kaliplasmis diger dil birimlerinden (atasézii, deyim, ikileme ve birlesik sézciikler) yalnizca bu
Olgutlere dayanarak ayirt edebilmek pek olasi goriinmemektedir. S6z gelimi, Elinize saglik kalipsozu, Bir elin nesi
var iki elin sesi var atasozl, El ele verip bu isin lstesinden geldiler timcesindeki el ele vermek deyimi, el ele
ikilemesi ve el isi, el yapimi vb. birlesiklerin ortak paydalari yapi, anlam, islev, baglam ve siklik 6lcitleridir.
Dolayisiyla bunlardan daha fazla bir dlgite gerek duyulmaktadir. Saglikh ayirnrmin ancak bu olgitlere yapisal-
islevsel asinalik duygusu diye adlandirilabilecek bir 6l¢it eklenerek yapilabilecegi dusiincesindeyiz. S6z gelimi,
dil konusurlari olarak el ele vermek anlatiminin bir ikileme degil deyim oldugu konusunda asinalik sahibiyizdir. E/
ele vermek anlatiminin atas6zi olmayacagini da biliyoruz ¢linkii atasézlerinin yargi tasiyan timce yapilar ve
genellikle ikilemeler, deyimler ve kalipsdzlerden daha fazla 6ge barindiran dilsel yapilar oldugunu bilmekteyiz.

Verilerin Toplanmasi ve Analizi

Arastirmanin veri tabanini YTO’de kullanilan Yeni Hitit, istanbul, ve izmir, olmak lizere ii¢ 6gretim seti
olusturmaktadir.

Bitlinceyi olusturan tim kitaplarda ilk olarak sozeylem tirleri belirlenmis, bu sézeylem tirlerine ait
kalipsozler anlam ve baglamlarina gore siniflandirilmistir. Béylece Turkiye Tirkgesi’nin séz varligindaki 6nemli
bilesenlerden biri olan kalipsézlerin YTO ders ve alistirma kitaplarindaki kullanim siklik ve cesitlilikleri
arastinlmistir.

Dokiiman incelemesiyle elde edilen veriler igerik analiziyle ¢6ziimlenmistir. icerik analizinde temelde yapilan
islem, birbirine benzeyen verileri belirli kavramlar ve izlekler cercevesinde bir araya getirmek ve bunlari
okuyucunun anlayabilecegi bicimde diizenleyerek yorumlamaktir (Yildinm & Simsek, 2005). Bu temel amag
¢ercevesinde oOncelikle ¢o6ziimleme birimi olarak ana ulamlar (kategoriler) ile alt ulamlarin belirlenip
tanimlanmasi, ardindan da ¢oziimlemenin yapilacagi baglam biriminin (s6zciik, timce, paragraf...) secilmesi
gerekir (Yildinm & Simsek, 2005; Balci, 2009). Bu dogrultuda, biitiinceyi olusturan kitaplar tnite tnite taranmis,
bu Unitelerde yer alan ifadelerden kalips6z olma olgitlerini karsilayanlar kalipsozler olarak belirlenmis, digerleri
¢6zimleme disinda tutulmustur. Tarama sonunda elde edilen kalipsozler, anlamsal icerikleri ve baglamlari
bakimindan s6zeylem ana ulamlari altinda siniflandirilmis ve igerik ¢éziimlemesine hazir duruma getirilmistir.

Bulgular
Sozeylemler ve Kalipsozleri

Biitinceyi olusturan Ug¢ Tlrkce 6gretim seti Unite Unite taranmis ve bu Unitelerde yer alan ifadelerden
kalipsdz olma 6lgiitlerini karsilayanlar kalipsdzler olarak belirlenmistir. YTO Tiirkge ders ve alistirma kitaplarinda
kalips6z olma oOlgutlerini karsilayabilen 193 adet kalips6z saptanmistir. Alt ulamlar olarak belirlenen bu
kalipsozler ana ulam olarak 21 tane s6zeyleme baglanmistir: cevap verme, davet, dikkat cekme, emir/rica, hal
hatir sorma, iyi dilekte bulunma, karsilama, kizma, kutlama, onay, o6ziir dileme, ret, selamlagsma, sevinme,
soru sorma, sasirma, takdim, taziye, temenni, tesekkiir etme ve vedalagsma. S6z konusu sézeylemler Tablo
1’de gosterilmistir. Tablonun dikey okunmasi, s6zeylem tirlerinin ayni kitap icerisindeki kalipsdéz miktarlari
hakkinda bilgi verirken, yatay okunmasi sézeylem ve kalips6z miktarlarinin kitaplar arasi karsilastirmali bilgisini
sunmaktadir.

Ders kitaplarinda s6zeylemler toplam kullanim sikliklari bakimindan ¢ok ylksek (30 ve Uzeri), ytksek (10-20
arasl), orta (5-10 arasi), az (2-5 arasi) ve ¢ok az (yalnizca bir kez kullanim) biciminde siniflandirilarak
¢o6ziimlenmistir. Buna gore, iyi dilekte bulunma ve cevap verme cok yiiksek, selamlasma, vedalasma, onay,
tesekkiir etme ve soru sorma yiksek, hal hatir sorma, davet, dikkat cekme, karsilama ve sasirma orta, oziir
dileme, kutlama, emir-rica ve takdim az, taziye, kizma, temenni, ret ve sevinme ise ¢ok az miktarda
kullaniimustir.
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YTO setlerinde hangi sézeylem ve kalipsézlerin yer aldigi ayrintili incelendiginde istanbul setinde 19
sdzeylem ve bu sdzeylemlere ait 68 kalipsdz; izmir setinde 16 sdzeylem ve 57 kalipsdz ve Yeni Hitit setinde 17
sozeylem ve 65 kalips6z bulgulanmistir.

Tablo 1.
Tiirkce Ogretimi Ders Kitaplarindaki S6zeylemler ve Sézeylemlere ait Kalips6z Miktarlari.

S6z eylemler istanbul A1-A2 izmir A1-A2 Yeni Hitit A1-A2 Toplam
1 iyi dilekte bulunma 13* 11 12 36
2 Cevap verme 12 9 12 33
3 Selamlasma 6 6 5 17
4 Vedalasma 6 5 4 15
5 Onay 5 5 4 14
6 Tesekkiir etme 5 3 5 13
7 Soru sorma 4 3 4 11
8 Hal hatir sorma 3 2 4 9
9 Davet 2 2 3 7
10 Dikkat cekme 3 1 2 6
11 Karsilama 2 2 2 6
12 Sasirma 1 2 3 6
13 Oziir dileme 1 2 2 5
14 Kutlama 1 1 2 4
15 Emir /Rica 1 1 1 3
16 Takdim 1 1 1 3
17 Taziye 1 0 0 1
18 Kizma 0 1 0 1
19 Temenni 1 0 0 1
20 Ret 0 0 1 1
21 Sevinme 1 0 0 1

Toplam 69 57 67 193

*Bu satirda verilen rakamlar iyi dilekte bulunma s6zeyleminin kalipsz miktarini géstermektedir.

iyi dilekte bulunma sézeylemine ait afiyet olsun, ¢ok yasa, gecmis olsun, hayirl olsun, iyi yolculuklar, kolay
gelsin kalipsézleri her {i¢ kitapta; basarilar dilerim, giile giile kullanin/giile giile giyin/ iyi giinlerde kullanin izmir
ve Yeni Hitit'te, hayirli isler, iyi sanslar istanbul ve Yeni Hitit'te kullanilmislardir. Allah badislasin, insallah, iyi
dersler, iyi tatiller ve yolunuz acik olsun yalnizca istanbul’da; darisi basina, hayirlisi olsun ve iyi calismalar
yalnizca izmir'de; masallah ve serefe de yalnizca Yeni Hitit'te yeglenmistir. Cevap verme sdzeylemine ait giile
giile, hos bulduk, iyilik/iyilik-saghk, iyiyim, maalesef, memnun oldum ve rica ederim her (¢ kitapta; alo izmir ve
Yeni Hitit'te, elbette, fena dedil ve 6nemli dedil istanbul ve Yeni Hitit'te kullanilmislardir. Bir sey dedil yalnizca
Yeni Hitit'te; eh iste yalnizca istanbul’da; sen de gér/hep beraber yalnizca izmir’de yer bulmustur.

Selamlagma s6zeylemine ait glinaydin, iyi giinler, merhaba ve selam kalipsozleri her ¢ kitapta; iyi aksamlar
istanbul ve Yeni Hitit'te; selam séyle ise yalnizca izmir’'de kullanilmistir. Vedalasma sdzeylemi kalipsézlerinden
gériismek lizere, gériisiiriiz, hosca kal(in) ve iyi giinler her g kitapta; kendine iyi bak istanbul ve Yeni Hitit'te
kullanilmustir. fyi eglenceler yalnizca izmir'de, iyi geceler ise yalnizca istanbul’da yer almistir. Onay sézeylemi
kalipsézlerinden peki, tabi ve tamam her (¢ kitapta; elbette izmir ve Yeni Hitit'te kullanilmistir. Buyur(un) ve
hay hay yalnizca izmir’de; memnuniyetle ise yalnizca istanbul’da yer bulmustur. Tesekkiir etme sézeylemine ait
sad ol(un), tesekkiir ederim ve tesekkiirler kalipsozleri her (¢ kitapta; eline(ize) sadlik istanbul ve Yeni Hitit'te
kullanilmistir. Agzina saglik ise yalnizca istanbul’da vardir. Soru sorma sdzeylemi kalipsdzlerinden nasil yardimei
olabilirim/yardimci olabilir miyim ve neyiniz var/sikdyetiniz nedir her g kitapta; baska bir arzunuz/baska bir sey
var mi/baska bir seye ihtiyaciniz var mi ve borcum ne kadar istanbul ve Yeni Hitit'te kullanilmislardir. Nakit mi
kredi kartr mi yalnizca Yeni Hitit'te yer almistir.

Hal hatir sorma sdzeylemi kalipsozlerinden nasilsin(iz), ne haber her g kitapta, ne var ne yok ise yalnizca
istanbul’da yer almistir. Davet sézeylemine ait buyur(un) ve ha(y)di Ug kitapta da vardir. Dikkat ¢ekme
sozeylemi kalipsozii pardon her ¢ kitapta; affedersiniz istanbul ve Yeni Hitit'te kullanilmistir. Bakar misin(iz) ve
6ziir dilerim ise yalnizca istanbul’da yer bulmustur. Karsilama sézeylemi kalipsozleri olan buyurun ve hos
geldiniz Gg kitapta da kullanilmiglardir. Sasirma s6zeylemi kalips6zii 6yle mi (g kitapta da yer almis, Allah Allah
ve hay Allah ise yalnizca Yeni Hitit'te kullaniimistir.
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Oziir dileme sozeylemi kalipsdzii 6ziir dilerim izmir ve Yeni Hitit'te, pardon da istanbul ve izmir'de
kullanilmigtir. Affedersiniz ise yalnizca Yeni Hitit'te yer bulmustur. Kutlama sozeylemi kalipsozlerinden tebrikler
her Ug kitapta, géziin(iiz) aydin ve tebrik ederim ise yalnizca Yeni Hitit'te kullaniimistir. Emir-rica sozeylemi
kalipsozi litfen Ug kitapta da kullaniimistir. Takdim s6zeylemine ait kalips6z buyurun yine her (g kitapta da yer
almstir.

Taziye, temenni ve sevinme sozeylemleri kalipsozleri olan, sirasiyla, basin(iz) sag olsun, baska sefere ve
yasasin yalnizca istanbul’da; kizma sézeylemine ait Allah Allah kalipsézii yalnizca izmir'de; ret sdzeylemi
kalipsozlerinden maalesef ise yalnizca Yeni Hitit'te kullanilmiglardir.

Kalips6z Sikliklar

Kalipsozler, sikliklari bakimindan incelenmis ve s6zeylem tiirleri ile s6zeylemlere ait kalipsoz sikliklari Tablo
2’de verilmistir. Tablonun yatay okunmasi s6zeylemlerin kitaplar arasi kalipsoz sikliklarini; dikey okunmasi da
ayni kitapta sozeylemler arasi kalipséz sikliklarini gbstermektedir. S6zeylemler kalipsoz turlerinin sikliklarina
gore incelendiginde toplam 1274 kullanim bulunmustur. inceleme sonucunda lstanbul’un 442, izmir'in 429 ve
Yeni Hitit'in 403 kalipsoz kullandigi gorilmastar.

Tablo 2.
Tiirkge Ogretimi Ders Kitaplarindaki Sézeylemler ve Sézeylemlere ait Kalipséz Sikliklari.

S6z eylemler istanbul A1-A2 izmir A1-A2 Yeni Hitit A1-A2 Toplam
1 iyi dilekte bulunma 90 77 62 229
2 Cevap verme 80 80 60 220
3 Vedalasma 37 62 52 151
4 Selamlasma 46 36 61 143
5 Onay 38 53 26 117
6 Tesekkiir etme 44 36 31 111
7 Soru sorma 36 23 20 79
8 Davet 16 9 20 45
9 Hal hatir sorma 7 16 15 38
10 Karsilama 8 10 10 28
11 Oziir dileme 14 8 6 28
12 Dikkat cekme 10 7 9 26
13 Sasirma 4 3 8 15
14 Emir /Rica 1 3 9 13
15 Kutlama 3 1 7 11
16 Takdim 3 3 4 10
17 Temenni 0 0 3 3
18 Kizma 0 2 0 2
19 Sevinme 2 0 0 2
20 Taziye 2 0 0 2
21 Ret 1 0 0 1

Toplam 442 429 403 1274

Kalipsdz miktarlari ile kalipséz sikliklari arasinda nasil bir iliski oldugu incelendiginde, genel olarak, miktar
yiksekligi ile siklik arasinda dogru oranti oldugu, diger bir deyisle, sézeylemlere ait kalipséz miktarlari arttik¢a
kalipsoz sikliklarinin da arttigi gozlenmektedir. Buna karsin, miktarlarina oranla sikliklari daha diisiik oldugu igin
bazi s6zeylemlerin siralamadaki yerleri asaglya dogru, miktarlarina oranla sikliklari daha yiksek oldugu igin de
bazi s6zeylemlerin siralamadaki yerleri yukariya dogru az da olsa degismistir. Buna gore, selamlagma, hal hatir
sorma, dikkat ¢cekme, sasirma, kutlama sézeylemlerinin miktarlarina oranla sikliklari daha diisik, vedalasma,
davet, karsilama, 6ziir dileme, emir-rica s6zeylemlerinin sikliklari ise miktarlarina oranla daha yuksektir.

Ders ve Alistirma Kitaplarinda Kalipsézler

Ders ve alistirma kitaplari kullanim siklik ve gesitlilikleri bakimindan karsilastirilmis, sonuglar Tablo 3a ve
3b’de verilmistir. Elde edilen verilerle Gglincli arastirma sorusuna iki diizlemde yanit verilmeye calisiimistir:
kalipsozler ve ait olduklari sézeylemler ile ilgili bilgisel iceriklerin ders kitaplarindan alistirma kitaplarina aktarilip
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aktariimadigi (bilgisel icerileri alistirma kitaplarina tasiyabilme); ders kitaplarinda sunulmayan bilgisel igeriklerin
ahistirma kitaplarinda yer alip almadigi (sunulmayan bilgisel icerigi isteme).

Tablo 3a.
Tiirkce Ogretimi Ders ve Alistirma Kitaplarinda Sézeylemlere ait Kalipséz Sikliklari.
g g o] ©
& E ¥ > Bz 22 £ < = £ 2
) S 8 & & = £ T T3 I s 2
Kitaplar 8§ 8 % & £88 <253 e E ©® 3
istanbul Ders Kitabi 67 46 33 26 28 28 30 6 6 4 3
istanbul Alistirma Kitabi 23 34 13 11 10 16 6 1 8 6 5
Toplam 90 80 46 37 38 44 36 7 14 10 8
Ders K./Alistirma K. Fark  65.68 26.09 60.61 57.70 64.29 42.86 20.00 83.34 25.00 33.34 40.00
%
izmir Ders Kitabi 58 58 27 36 47 25 19 9 8 6 9
izmir Alistirma Kitabi 19 22 9 26 6 11 4 0 1 1 1
Toplam 77 80 36 62 53 36 23 9 9 7 10
Ders K./Alistirma K. Fark  67.25 62.07 66.67 27.78 87.24 56.00 78.95 100.00 87.50 83.34 88.89
%
Yeni Hitit Ders Kitabi 38 33 38 31 14 18 9 9 16 4 8
Yeni Hitit Alistirma 24 27 23 21 12 13 10 6 4 5 2
Kitabi
Toplam 62 60 61 52 26 31 19 15 20 9 10
Ders K./Alistirma K. Fark  36.85 18.19 39.48 32.26 14.29 27.78 10.00 33.34 75.00 20.00 75.00
%
Tablo 3b.
Tiirkce Ogretimi Ders ve Alistirma Kitaplarinda S6zeylemlere ait Kalipséz Sikhklari.
Books
()
£ £
= g 2 3 -
- [J] ©
a o ~ 7 O = h [~ = n
istanbul Textbook 6 11 3 1 3 1 2 0 1 2
istanbul Workbook 0 3 0 0 0o 1 0 0 0 0
Total 6 14 3 1 3 2 2 0 1 2
Textbook/Workbook 100.00 72.73 100.00 100.00 100.00 .00 100.00 .00 100.00 100.00
Difference %
izmir Textbook 1 8 1 2 2 0 2 0 0 0
izmir 2 0 0 1 1 0 0 0 0 0
Workbook
Total 3 8 1 3 3 0 2 0 0 0
Textbook/Workbook 50.00 100.00 100.00 50.00 50.00 .00 100.00 00 .00 .00
Difference %
Yeni Hitit Textbook 6 6 4 4 3 0 0 2 0 0
Yeni Hitit Workbook 2 0 3 5 1 0 0 1 0 0
Total 8 6 7 9 4 0 0 3 0 0
Textbook/Workbook 66.67 100.00 25.00 20.00 66.67 .00 .00 50.00 .00 .00

Difference %
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Ders kitaplarindaki kalipsozler ve ait olduklari sozeylemler ile ilgili bilgisel igeriklerin alistirma kitaplarina
aktarilma durumlari incelendiginde, Yeni Hitit'in yalnizca davet (6/0), izmir’in; karsilama (9/0), davet (8/0),
kutlama (1/0), kizma (2/0) olmak iizere dért, istanbul’un; dikkat gekme (6/0), kutlama (3/0), sasirma (1/0),
6zir dileme (3/0), kizma (2/0), temenni (1/0), sevinme (2/0) olmak lzere yedi sézeylemi ders kitaplarinda
sundugu ancak bunlara alistirma kitaplarinda yer vermedigi goériilmektedir. YTO setlerini ders kitaplarinda
sunulan igeriklerin alistirma kitaplarina aktarilma oranlari bakimindan karsilastirmak amaciyla, Tablo 3’teki her
bir s6zeylem igin verilen aktarilma oran farklari incelenmistir. Ylzde elli (yar yariya) fark cikan so6zeylemler
taban sinir olarak belirlendiginde, izmir'de on bir (soru sorma, emir/rica, hal hatir sorma, takdim, iyi dilekte
bulunma, cevap verme, tesekkiir etme, selamlasma, vedalasma, sasirma, oziir dileme), istanbul’da alti
(karsilama, hal hatir sorma, tesekkiir etme, davet, onay, cevap verme) ve Yeni Hitit'te bes (emir/rica, soru
sorma, dikkat gekme, 6ziir dileme, ret) s6zeylemin ders kitaplarina oranla alistirma kitaplarinda dusik siklikla
sunuldugu bulgulanmistir.

Tablo 3a ve 3b, ders kitaplarinda sunulmayan sézeylemler ve icerdikleri kalipsézlere iliskin bilgisel iceriklerin
alistirma kitaplarina tasinip tasinmadigini baglaminda incelendiginde, sunulmayan hicbir bilgisel icerigin
alistirma kitaplarinda yer almadigi gérilmektedir.

Tartisma, Sonug ve Oneriler

Bu calisma yabancilara Tirkce 6gretmekte kullanilan Tirkce 6gretim setlerindeki kalipsozleri birbirleriyle
bitunlikli olarak karsilastirmayr amaglamistir. Birinci arastirma sorusuna yanit i¢in elde edilen veriler, kalipséz
miktarlari bakimindan, s6zeylemlerin ¢ok yiiksek, yuksek, orta, diisiik ve ¢ok disik oranlarda kullanildigini
ortaya koymustur. YTO kitaplarindan yansiyan sézeylemler ve kalipsézleri ile ilgili bu siklik siralamasinin séz
konusu kalipsozlerin glindelik yasamdaki basvuru sikliklari ile distiniildiglinde, glindelik yasamdaki kullanimlara
ciddi bir aykirilik sunmadig1 degerlendirilebilir. Selamlasma, vedalagsma, tesekkiir etme, hal hatir sorma gibi
gindelik yasamin olmazsa olmaz edimlerine ait s6zeylemler birbirine yakin sikliklarla ders kitaplarinda yerlerini
almis gériinmektedirler.

Buna karsin, mevcut ¢alismada dikkat ¢eken bulgulardan bir tanesi, iyi dilekte bulunma ve cevap verme
sozeylemlerinin s6zi edilen bu temel edimlere ait kalips6z miktarlarindan ders kitaplarinda yaklasik iki kat fazla
yer almig olmasidir. Afiyet olsun, ge¢mis olsun, hayirli olsun ve kolay gelsin gibi iyi dilek aktaran kalipsozlerin
iyilik dileme 6zellikleri yaninda bir bakima, selamlama ve iletisimi stirdiirme islevleriyle de kullaniliyor olmalari
iyi dilekte bulunma’nin tiim kitaplarda neden en ¢ok kullanilan s6zeylem tiri oldugunu agiklamaya yardimci
olacagi dusunulebilir. Cevap verme sézeylemi ise birgcok sézeylem tiri kalipsdziine yanit barindiran, kavsak
niteliginde bir s6zeylem goériinimindedir. Nitekim karsilama s6zeylemi kalipsozii olan hos geldin(iz)'e verilen
hos bulduk; hal hatir sorma s6zeylemi kalips6zii olan nasilsin(iz)’a verilen eh iste, fena dedil, iyilik/iyilik-saglik,
iyiyim; vedalagma sozeylemi kalips6zi olan hosca kal(in)'a verilen giile giile kalpsozleri bu durumu ornekler
niteliktedir.

Bulgular dikkatle incelendiginde, ders kitaplarinin birbirleriyle baglantili bazi kalipsézler igin dengeli temsil
sunmakta basarisizliga yaklastiklari gériilmektedir. Ornegin, iyi dilekte bulunma sozeylemine ait olan cok yasa
kalipsozi her (g kitapta da yer alirken bu kalipséze yanit niteliginde olan cevap verme sézeylemine ait sen de
gbr/hep beraber kalipsézi yalnizca bir kitapta bulunmaktadir. Tesekkiir etme s6zeylemi kalips6zlerinden olan
sag ol(un), tesekkiir ederim, tesekkiirler kalpsozlerine cevap olarak rica ederim her Ug kitapta bulunurken
6énemli degil iki kitapta, bir sey degil ise yalnizca tek kitapta yer almaktadir. Benzer bigcimde, hal hatir sorma
sozeylemi kalipsozleri olan nasilsin(iz) ve ne haber tim kitaplarda varken bu kalipsézlere olumlu yanit olarak
verilen iyilik/iyilik-saghk, iyiyim tim kitaplarda, ne olumlu ne olumsuz yanit niteligindeki fena dedil iki kitapta,
eh iste de tek kitapta yer almaktadir. ilging bicimde, bu sorularin olumsuz yaniti olabilecek kétiiyim/iyi
degilim/keyifsizim/keyfim yok/tadim yok vb. kalipsézleri butiincedeki hicbir kitapta bulunmamaktadir. Bu
yokluga hedef dil 6grencilerine olumsuzluk yikli kalhps6z aktarimini sinirlandirmak kaygisi neden olmus olabilir.
Ayni kaygl kizma, ret ve taziye gibi olumsuz nitelikli kalipsézler gerektiren s6zeylemlerin ders kitaplarinda ¢ok
dusik miktarlarda kullaniimasini da agiklayabilir. Oysaki iyi dilekte bulunma, selamlagma, tesekkiir etme vb.
sozeylemlerle sunulan olumlu igerikli kalipsozler nasil glindelik yasami oldugu gibi yansitmaya yoneliyorsa ayni
bicimde kizma, ret ve taziye sézeylem ve kalipsozleri de bu yagamin olmazsa olmaz pargalaridir.

Ders kitaplarinin glindelik yasamdaki s6zeylemler ve bunlara ait kalipsozleri tiir ve miktar baglaminda
yansitma cabalari basarisiz sayllamasa da glindelik yasamda sik kullanilmasina karsin ders kitaplarinda
bulunmayan bir takim kalipsozler s6z konusudur. Vedalagma sézeylemi icerisindeki Allaha ismarladik; telefona
cevap verme baglamindaki efendim; iyi dilekte bulunma sézeylemi kapsaminda Allah yolunu(zu) agik etsin,
Allah zihin ag¢ikhigi versin, Allah kolaylik versin; Allah nazardan saklasin, nazar degmesin, Allah
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saklasin/esirgesin; alisveris baglaminda soru sorma sozeylemi kapsamindaki daha asagi olmaz mi gibi
kalipsozler bunlardan bazilaridir. Gundelik yasamda egitim-6gretim ortamlarinda duymaya alisik oldugumuz iyi
dilekte bulunma s6zeylemi kalipsézi iyi derslerin yalnizca bir kitapta bulunmasi, basarilar, basarilar diliyorum
gibi baska kalipsozlerin yoklugu da bu duruma 6rnek gosterilebilir.

Sozeylemler ve kalipsézlerin tiir ve miktar diizleminde ele alinmasina olanak sunan birinci arastirma
sorusuyla s6z konusu sézeylemler ve kalpsozler birbirleriyle iliskileri, 6zellikle de dengeli temsilleri bakimindan
incelenmis, ilk verilerle miktarlar Gzerinden bir kullanim sikligi siralamasi olusturulmustu. ikinci arastirma
sorusuyla elde edilen veriler yoluyla da kalipsézler, miktarlarina oranla sikliklari baglaminda ele alinmigtir. Genel
anlamda miktar yiksekligi ile siklik arasinda bir dogru oranti gézlemlense de miktarlarina oranla sikliklarinin
diisik olmasi dolayisiyla selamlagma, hal hatir sorma, dikkat cekme, sasirma ve kutlama sézeylemlerinde
kullanim siklig1 siralamasinda inis gozlemlenmistir. Sikliklari miktarlarina oranla daha yiiksek olan vedalagma,
davet, karsilama, 6ziir dileme, emir-rica sdzeylemlerinde ise yiikselis s6z konusudur. Yani kalips6z miktari
dusiak, kullanim sikligi yiksek sézeylemler ve kalips6z miktari yiiksek, kullanim sikhgi diisik sdzeylemler s6z
konusudur. ilk durum, yani diisiik miktar-yiiksek siklik icin, pekistirme temsilden daha giicli; ikinci durum, yani
ylksek miktar-diisiik sikhk icin de temsil pekistirmeden glicli denebilir. Aslinda her iki durumunun, hem temsil
hem de pekistirmenin, birlikte 6nemsenmesi ders kitaplarini kalipsézler yoniinden daha gliclii kilabilirdi.

Temsil ve pekistirmenin izi Gglnci arastirma sorusuyla elde edilen verilerle de strllmugtir. Ders kitaplari bu
kez, kalipsézler ve ait olduklari s6zeylemler ile ilgili bilgisel igerileri alistirma kitaplarina tasiyabilme ve ders
kitaplarinda sunulmayan bilgisel icerigi alistirma kitaplarinda isteme durumlari bakimindan incelenmistir. Birkag
sozeylem disinda, her Ug ders kitabi da kalipsézlerle ilgili bilgi icerigini alistirma kitaplarina tasiyabilmistir. Ayrica
hicbir kitap sunulmayan hicbir bilgisel icerigi alistirma kitaplarina almamistir. Bu 6zellikleriyle butlincedeki
kaynaklar, ders ve alistirma kitaplarindaki kalipsozlerin temsil islemini basarmis gérinmektedirler. Ancak ayni
basari, pekistirme isleminde s6z konusu olmaktan uzak gibidir. Zira kitaplardan yalnizca bir tanesi sundugu
sozeylemler ve kalipsézlerin yarisini, digerleri ise ¢cok daha azini alistirma kitaplarinda ders kitaplarina oranla
daha fazla kullanmustir.

Mevcut calisma, YTO ders ve alistirma kitaplarindaki sézeylemler ve kalipsézlerle baglantili olarak temsil ve
pekistirme kavramlarinin énemli oldugunu gostermistir. Su ana kadar tartisilan bulgulardan hareketle bu
kavramlar cercevesinde (¢ sonucun altini ¢izmek olanakhdir. Birincisi, ders kitaplarinin, biinyelerinde
barindirdiklari, birbirleriyle baglantili kalipsdzleri dengeli bir temsil ile sunmada zorlanabildikleridir. ikincisi,
gindelik yasamda sik kullanilmalarina karsin bir takim kalipsozlerin ders kitaplarinda yerlerini alamadiklari, yani
temsil edilemedikleridir. Uglinciisti, ders kitaplarindaki sdzeylemler ve kalipsézler ile ilgili bilgisel iceriklerin
ahstirma kitaplarina tasinarak temsil edilebildigi ancak alistirma kitaplarinda daha az kullanilarak giicli
pekistirme yoluna girilemedigidir.

Bu sonuclardan yola cikarak, ileride hazirlanacak YTO ders kitaplarinin giindelik yasamda dilsel iletisimin
vazgecilmezi olan kalipsozleri belirlemede ve bunlari bilnyelerine tasimada yiksek titizlik gostermeleri
onerilebilir. Titizlikle belirlenecek bu kalipsozlerin ders kitaplarinda birbirleriyle baglantilari gozden kagiriimadan
temsil edilmeleri de oldukga dnemli olacaktir. Yine, gelecekte hazirlanacak YTO ders kitaplarinin kalipsézlerle
ilgili bilgisel icerikleri alistirma kitaplarina eksiksiz tasiyabilmesi ve ders kitaplarinda sunulmayan bilgisel
icerikleri alistirma kitaplarinda istememeleri yerinde olacaktir. Ayrica, gelecegin YTO setlerindeki alistirma
kitaplarinin ders kitaplarindakilerden daha fazla kalips6z ve baglantili alistirma icermesi kalipsozler konusunun
daha giiclii pekistirilmesine olanak sunabilir. Mevcut ¢alisma istanbul, izmir ve Yeni Hitit yabancilar icin Tiirkce
ogretim setleriyle sinirhdir. Kalipsozler konusunda gelecekte yiritilecek ¢alismalarin, bitiincelerine daha fazla
sayida YTO ders ve alistirma kitaplari eklemeleri daha biitiinciil degerlendirmeler sunacaktir.
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Introduction

Education is the study of gaining desired behaviors containing practices having their objectives set. Bolat
(2014) stated that curricula are the most important element in organizing learning experiences. Textbook being
another major factor is the study material included in the written and printed materials group which
constitutes the basis of the student's learning experiences. Textbook plays a vital role, especially in prose
learning.

In the literature we come across with different opinions about the role of text in learning. According to one
view, text is a dynamic force enabling the development and change of students. According to another study,
text is rather memorized. This memorization directs student-teacher interactions. Students also try to
comprehend the text as it is without adding comments. In text design of the textbooks, students' characteristic
such as their level, interests, expectations need to be defined. In the 20th century, textbooks were considered
to be important in education; however, nowadays there are different opinions about this issue. There are also
studies arguing that textbooks have begun to lose importance as teaching materials for the preparatory phase
of learning lives and teaching materials designed in line with the new technologies and computerized teaching
would be more important. The use of new technologies in education facilitates educational activities as a result
of the interaction of more sensory organs when compared to traditional methods (Balaman, 2016; Balaman &
Tlysliz, 2011; Yanpar, 2006).

Soong and Yager (1993) emphasized that most of the students consider textbooks as the source of all the
information and the students’ parents react to this situation when the textbooks are not used in the same
sense. Unal and Pideci (2000) stated that the textbooks provide the students with the opportunity such as
being prepared for the course, reaching abstract information in a wide range of information, to be able to
jointly use them in homework and group works. Demirel (1999) emphasized the importance of textbooks for
students to achieve the qualifications required by the curriculum and books are most widely used among the
visual aids during educational period. After determining the objectives of a course and defining indicative
behaviors the selection of the tools and equipment to be used to acquire these behaviors are of great
importance. Therefore, the textbook having an important place among them has to be qualified. Aslantas and
Demirci (2016) emphasized that textbooks are important to further develop students’ creativity and for that
reason textbooks should have some sort of qualifications.

Textbooks should have some characteristics in order for them to serve the objectives in teaching-learning
environment. Unsal and Giines (2003) state that overall achievement of a textbook can be understood by
investigating some basic criteria such as physical properties, content-presentation alignment, visual
presentation language and narration. Arslan and Ozpinar (2009) focused on some components like compliance
with curriculum, preparatory studies, assessment and evaluation, scientific content, language and narration,
visual order, design principles and elements to investigate textbooks.

Yalin (1996) also underlined that in overall assessment of textbooks in our country, the primary issue is
mostly the regard paid to the content of books. In terms of students’ learning motivation and achievement, in
textbooks the use of visual order leveraging the learning level of the information contained in the text is so
important. Visual aids, enables students to recover relevant concept from abstractness and make a sense for
processes. Dursun and Esgi (2008) emphasized that visual aids in textbooks have some major functions such as
informing students, supporting information, directing attention by arousing interest, summarizing the subjects,
illustrate relationships between cases and facts, and making complex topics that are hard to envisage easier to
understand.

Yesilyurt and Gul (2008); Yildiran (2007); Altunoglu and Atav (2005) defined in their studies that the
evaluation of textbooks in terms of visual aid was neglected and textbooks are inadequate in this aspect. Ozay
and Hasenekoglu (2007); Yalin (1996); Giines (2002); Kabapinar (2003) pointed out that textbooks containing
effective visual aids assist students’ learning process and those without visual aids negatively affect learning.
Kabapinar (2003) claims that visual aids depending on their functions assist students in revealing and using
their existing thinking styles and determining their interpretation styles of new information. Besides the
emphasis on the importance of using visual aids Isik (2008), Alpan (2004), Yalin (1996) and Esgi (2005) stated
that teachers do not prefer visual aids as for the priority order in the use of textbooks.

When the curricula of different levels of education are examined some sort of inadequacies and
unnecessary repetitions can be observed for many of the textbooks used throughout the learning lives. These
books without any positive effects on student achievement drags their readers to rote learning and
incuriousness. In order to increase effectiveness in education, to assist schools in reaching their objectives and
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to create positive effects on student achievement it is considered as necessary and beneficial to organize
textbooks in line with today’s conditions and requirements and to conduct research studies on textbooks.

Prose learning, in relation to a course presented with visual or audio method is a method of learning where
abstracting, level, scheme, regression, material organization, question and visual order principles are
considered. Abstracting means that students’ efforts to learn information about the main idea rather than
details in a text. Level refers to learning and remembering certain information from a text. According to the
scheme principle, people use their own narrative forms to understand new information. Students’ trends on
syllogizing about cause and effect relation to the text is the regression principle. Material organization is the
organization of the subjects included in the textbooks around general principles. Supporting the subjects with
pictures and figures in prose learning is the principle of visual order. When the studies on the textbooks are
examined, it is determined that the texts are prepared based on abstraction, level, schema, shift, material
organization, exercise and also the visual order principles increase motivation.

Thompson and Wiggins (1988) emphasized in his study that the textbooks in which main themes are
emphasized, supported with pictures, main and sub-topics are consistent, there are concepts in chapter
beginnings and questions at the end are better learned. Tyree (1994) stated that text comprehensibility is
affected by readability, subjects’ being attractive and sense-making strategies of students besides the
organizers. Alpan (2004) stated that a well-organized text is more suspenseful for a reader. The idea that
textbooks are designed according to students means that learning experiences and outcomes meet the needs
of the students. In books, it is important to give general principles and concepts first and detailed information
later.

Purpose of the Research

In this study, the importance of organizing textbooks according to the principles of learning is emphasized
in order to increase the effectiveness of education. It was aimed to find out whether there is a meaningful
difference in total level and in information, comprehension, practical levels and in terms of permanent
behavior change between books with and without questions prepared according to student’s achievement and
prose learning principles and utilization of traditional textbook. The study aimed to understand whether there
is a significant difference in the level of knowledge, comprehension, application level and permanent
behavioral change between the use of traditional textbook and the books which were prepared according to
the principles of student success and text learning. The study was initiated with the assumption that textbooks
prepared in accordance with prose learning principles would be more efficient.

There is a meaningful difference between the total achievements of the group for whom the textbook was
prepared in accordance with prose learning principles in high school psychology course and the group for
whom the textbook was supported with questions and also was written in accordance with these procedures
and the group where traditional textbook was applied in terms of;

e their total achievement,

e their knowledge level,
e comprehension level achievement,
e application level achievement and

e permanent behavior change (recall).

Method
Study Group

The research model is an experimental study using the pretest-posttest control group experimental design.
The population of the study consisted of 114 students from Ankara Cebeci Atatiirk Vocational High School of
Health and the sample of the study consisted of 114 students who were in the second grade of the same high
school, taking the psychology course and who agreed to participate in the study. The study was conducted on
three groups, each consisting of 38 students.

While the textbook prepared in accordance with prose learning principles but with no questions other than
trail test was applied to one of the experimental groups and the textbook which was also prepared in
accordance with these principles however supported with questions in each subsection was applied to the
other experimental group. Meanwhile, the control group followed the traditional textbook. The Traditional
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textbook is the textbook which was decided to be taught in courses by Ministry of National Education and is
widely used in Turkey.

Limitations

e The study was limited to a period reserved for data obtained as a result of achievement test and target
behaviors intended to be gained for the students from the Motivation and Perception chapters selected to
implement prose learning principles in psychology textbook,

e “Prose Learning” with its given definitions in the study,
e Students attending high school psychology classes and period when the course was given.

In the study, three groups that were equalized according to the variables of reading comprehension and
pre-test scores, were formed; namely the one with questions, the one without questions, and the one that
followed the traditional textbook. The students were randomly assigned to the groups. In terms of these
variables, one-way analysis of variance was performed among the groups to observe the difference; however,
no difference was found. In order to determine the level of reading comprehension of the students, who were
not different from each other in terms of age, gender and the lessons taken in these three groups, the verbal
ability test was applied. Practices for two chapters selected in the book are presented below as Table 1 and
Table 2.

Table 1.
Test Pattern Motivation.

Groups Test Empiric Process Test Time 6 Weeks Test
G1 T1 Without questions T2 No process T3
G2 T2 With question T2 T3
G3 T3 Traditional Textbook T2 T3

G1, G2 illustrate test groups and G3 illustrates control groups. Pre-test was applied to each three groups
before the process. The test used, was illustrated as t in the patterns.
Table 2.
Test Pattern Perception.

Groups Test Empiric Process Test Time 6 Weeks Test
G1 T1 Without question T2 T3
G2 T2 With question T2 No process T3
G3 T3 Traditional Textbook T2 T3

In the analyses, the differences between the average scores of knowledge, comprehension, application
level and total achievement scores of the test scores and cognitive area of all 3 groups were examined. Also, in
order to see the difference between groups in terms of permanent behavioral change, the difference between
the above mentioned levels of cognitive domain and the mean of total achievement scores were also observed.

Data Collection Tool

In the research, the achievement test prepared by the researcher to in accordance with the target
behaviors at the levels of knowledge, comprehension and application regarding the motivation and perception
chapters of the psychology textbook to be used as the process material and text evaluation scale covering the
principles of learning from the prose were used. Opinions of the instructors and students were taken about the
prepared texts. In the curriculum, goals written from knowledge level to application level were transformed
into observed student behaviors. The objectives were expressed in a way to cover behavioral characteristics,
and then the measurement tools were developed based on these behaviors.

At the level of knowledge, there are questions that give students the opportunity to display or write about
the properties of any object, and the information goes from concrete to abstract. At the level of
comprehension, students should be able to translate and interpret the information they obtained in the
previous stage. Being able to see the similarities and differences between the relationships is the desired
behaviors at this level. In the application step, the student is expected to solve a new problem based on the
objectives at knowledge and comprehension levels. At this level, the students are expected to apply the
principles and generalizations to the new situations in relation to the issues of motivation and perception. In
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the traditional high school psychology textbook used as a textbook in the research, there are no principles and
concepts at the beginning. There are few discussion and review questions at the end of the topic. At the end of
the subject, there are no test questions measuring the achievement of the behaviors desired to be gained in
the section. The prepared textbook carries these qualities. In the research, it was seen that the classification of
the target behavior was a valid classification in terms of the scope when the psychology textbook was analyzed
according to the target behaviors in terms of motivation and perception.

Two separate achievement tests and an evaluation scale to evaluate the text covering prose learning
principles were prepared in order to gather these data. In the study, education status for motivation and
perception subjects of the psychology textbook were analyzed. Classification of the target behavior determined
as a result of analyses was found to be a valid classification in terms of scope. Then the targets were listed
starting from the knowledge level to the application level. Then a separate table of specification was prepared
for both sections and the number of questions in these tables were shown according to the weight of the
behaviors covered by the targets. In the scope of the validity of achievement tests, the experts who were
consulted in the determination of the target behaviors were reconsulted and opinions of five psychology
experts were taken by reflecting the behaviors of the items covered by the tests within the framework of the
subjects specified in the psychology course and being independent of each other for adequate sampling, items
that reached consensus up to 75.00% were sorted in terms of knowledge, comprehension and application
levels and two separate trial forms each compromising 70 items were prepared and trial applications were
delivered to a group given psychology course and test and test score analysis were made according to
application results and by taking advantage of the table of specification 40 test items were selected without
harming the test’s scope validity and achievement tests were created. KR20 reliability coefficient of the tests
was rx=.83 in the motivation unit and rx=.85 for perception.

Analysis of Data

Chapter 1 prepared without questions was applied to 1st Group and the text supported by questions was
applied to 2nd Group and the control group was delivered the traditional psychology textbook being currently
read. Chapters were completed within 6 course hours in three weeks. Teaching was carried out under the
supervision of a psychology teacher, but without teacher's contribution. During the learning experiences,
students were not applied to variables such as feedback, correction, reinforcer, clues and verbal explanation.
Direct teaching was done from books. Students summarized their work on the paper to support their self-study
throughout their learning experiences and used their own learning methods. The students’ self-definitions
illustrating how they studied when the chapters were completed was evaluated by the researcher. Materials
prepared during the empiric process were distributed to the students at the beginning of each lesson and were
collected at the end of the lesson together with the study notes. The researcher tried to keep realization of the
process under predetermined conditions. He also attended the classes regularly and filled out an observation
form for his students from time to time. At the end of the study, the students in test and control groups, also
presented short information about the textbooks with written materials they currently use. Students'
responses to the follow-up test (Motivation; 25, Perception; 20 questions) at the end of the chapters were
evaluated.

In this study, the pre- and post-test scores of the students in the experimental and control groups and the
knowledge, comprehension, application and total achievement scores were obtained in terms of permanent
behavior change.

The tests were applied three times to the students who formed the experimental and control groups in
order to obtain the pre-test, post-test and recall test measures. Two other practitioners were employed in the
test applications. It was observed that the 40-minute-period given for the application was sufficient. In the
research, the experimental groups and the control group that read the traditional textbook did not read the
texts prior to lessons uncontrolled variables affected groups equally.

Testing procedure in course hours were completed by ensuring regular attendance of students to school in
application days. In the 1st subject in order to observe cognitive field’s difference between achievement
averages in knowledge, comprehension, application and in total level the difference between averages of pre-
test score and final-pre-test scores were analyzed and for the permanence, the difference between
achievement averages between 3rd test and final test was examined. The same application was made
separately for the perception unit. The significance level was taken as p <.01 in the statistical analyses. Since
the groups were independent from each other, one-way analysis of variance was conducted in all three groups
to analyze the effect of the textbooks on the three levels of cognitive domain and the effect on the overall
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achievement. As a result of this procedure F values were found meaningful. When the difference between the
average of the pre-test results and the mean of the last test was examined with the variance analysis, there
was a significance level of .01 between the groups and the independent t test was used.

Results

In this section, the data collected about the samples and assumptions were analyzed by using appropriate
statistical techniques and presented as charts. The results of the one-way analysis of variance for the students'
reading comprehension and pre-test scores were examined and as a result no significant difference was found
between comprehension test average of three groups. In light of this information, it can be claimed that groups
are equivalent in terms of this variable. Similarly, there was no significant difference between the pre-test
scores of all three groups. Considering the findings related to the evaluation of the prepared text, the results
obtained from the scale study are presented below separately for the instructors and students.

Findings on the Evaluation of the Prepared Text
Table 3.
Average Points Given by Instructors to Questions Asked for Evaluation of Prepared Text

Average Points

N X S.D.
Form 7 14.57 .78
Subject delivery and quality 7 33.14 2.11
Convenience for student 7 14.57 .53
Text layout 7 58.14 2.26

When Table 3 is examined, it can be claimed that with these results, form of the prepared textbooks,
delivery and the quality of subjects, suitability for the students and the text layout were found sufficient by
instructors.

Table 4.
Average Points by the Students to the Questions Directed for the Evaluation of the Prepared Text.

Average Scores

N X S.D.
Form 76 14.10 .90
Subject delivery and quality 76 33.01 1.57
Convenience for student 76 14.26 91
Text layout 76 59.27 1.53

With this result, it can be claimed that form of the prepared textbooks, delivery and the quality of subjects,
suitability for the students and the text layout were found sufficient by the students.

Findings on Motivation

Groups and Total Level of Achievement
Table 5.
Variance Analysis for Achievement Score of Groups in Motivation Unit Total Level.

Variance Source Total Squares Freedom Degree Average Squares Total F
Intergroup 874.32 2 437.16  70.62*
Intragroup 686.12 111 6.18

Total 1561.24

p <.01

According to the results of analysis of variance, as seen in Table 5, there is a significant difference between
the total achievement scores of the groups at a level of .01. t test was applied to determine among which
groups this difference originated from. These data are shown in Table 6.
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Table 6.

Motivation Unit Total Level Achievement Scores and t Values of the Groups.

Groups N X  Achievement X AchievementS t without question Traditional t
With question 38 23.44 1to2=1.66 1to3=.57 23.72 124.00*
Without question 38 21.78 2t03=5.70 2to3=.59 - 81.43*
Traditional 38 15.00 1to3=7.44 1to3=.54 - -
*p <.05

According to data in Table 6, it can be claimed that there is a significant difference between the groups in
terms of total achievements at .05 significance level and “74” freedom rate. According to these results, it is
possible to claim that textbooks prepared according to the prose learning principles with questions and the
textbooks prepared without questions had a significant effect on total level of achievement when compared to
traditional books. The fact that this difference is seen in favor of the group receiving textbook with questions
can be attributed to the fact that the questions significantly affected the total achievement scores.

Groups and Achievement in Knowledge Level

Table 7.

Variance analysis for Groups’ Motivation Unit Knowledge Level Achievement Scores.

Variance Source Squares Total Freedom Rate Average Squares Total F
Intergroup 68.96 2 34.48 6.54*
Intragroup 584.97 111 5.27

Total 653.93

*p <.01

According to the variance analysis results as can be seen in Table 7, there is a significant difference at .01
level between groups’ knowledge level achievement scores t test was applied to determine among which
groups this difference originated from. These data are shown in Table 8.

Table 8.
Motivation Unit Knowledge Level Achievement Scores and t Values of the Groups.

Groups N X AchievementX AchievementS twithout question Traditional t
With question 38 10.18 1to2=.58 .39 14.50* 41.60*
Without question 38 9.60 2to3=1.50 44 - 30.00*
Traditional 38 2.10 1to3=2.08 .45 - -
*p <.05

According to data in Table 8, it can be claimed that there is a significant difference between the groups in
terms of knowledge level achievements at .05 significance level and “74” freedom rate. According to these
results, it is possible to claim that textbooks prepared according to the prose learning principles with questions
and the textbooks prepared without questions had a significant effect on knowledge level achievement when
compared to traditional books. The fact that this difference is seen in favor of the group receiving textbook
with questions can be attributed to the fact that the questions significantly affected the total achievement
scores.

Groups and Achievement in Comprehension Level

Table 9.

Variance analysis for Groups’ Motivation Unit Comprehension Level Achievement Scores.

Variance Source Squares Total Freedom Rate Average Squares Total F
With question 46.96 2 23.48 7.41%*
Without question 350.97 111 3.16

Total 397.93

p<.01
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The F value according to the variance analysis results shows that there is a significant difference between
comprehension level achievements among the groups at .01 level t test was applied to determine among which
groups this difference originated from. These data are shown in Table 10.

Table 10
Motivation Unit Comprehension Level Achievement Scores and t Values of the Groups.

Groups N X AchievementX AchievementS t without question Traditional t
With question 38 5.07 1to2=.35 37 8.75%* 41.25%*
Without question 38 5.42 2t03=2.00 .34 - 50.00*
Traditional 38 3.42 1to3=1.65 31 - -
*p <.05

According to data in Table 10, it can be claimed that there is a significant difference between the groups in
terms of comprehension level achievements at .05 significance level and “74” freedom rate. According to these
results, it is possible to claim that the textbooks prepared according to the prose learning principles with or
without questions had a significant effect on comprehension level achievement compared to traditional books.
The fact that this difference is seen in favor of the group receiving the textbook with questions can be
attributed to the fact that the questions significantly affected the knowledge level achievement scores.

Groups and Achievement in Practice Level
Table 11.
Variance analysis for Groups’ Motivation Unit Application Level Achievement Scores.

Variance Source Squares Total Freedom Rate Average Squares Total F
Intergroup 202.18 2 101.09 18.96*
Intragroup 592.31 111 5.33

Total 794.49

p<.01

The F value according to the variance analysis results shows that there is a significant difference between
application level achievement among the groups at .01 level t test was applied to determine among which
groups this difference originated from. These data are shown in Table 12.

Table 12.
Motivation Unit Practice Level Achievement Scores and t Values of the Groups.

Groups N X  AchievementX AchievementS t without question Traditional t
With question 38 8.23 l1to2=1.52 .55 25.33* 62.16*
Without question 38 6.71 2to3=2.21 .50 - 36.83*
Traditional 38 4.50 1to3=3.73 .52 - -
*p <.05

According to data in Table 12, it can be claimed that there is a significant difference between the groups in
terms of application level achievements at .05 significance level and “74” freedom rate. According to these
results, it is possible to claim that the textbooks prepared according to the prose learning principles with
questions and the textbooks prepared without questions had a significant effect on application level
achievement when compared to traditional books. The fact that this difference is seen in favor of the group
receiving the textbook with questions can be attributed to the fact that the questions significantly affected
knowledge level achievement scores.

Groups and Retention (Permanent Change in Behavior)

Table 13.

Variance Analysis for Groups’ Motivation Unit Total Level Permanency Scores.

Variance Source Squares Total Freedom Rate Average Squares Total F
Intergroup 1370.01 2 685.00 96.75*
Intragroup 785.92 111 7.08

Total 2155.93

p <.01
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The F value according to the variance analysis results shows that there is a significant difference between
total level permanency scores among the groups at .01 level t test was applied to determine among which
groups this difference originated from. These data are shown in Table 14.

Table 14.

Motivation Unit Total Level Retention Scores and t Values of the Groups.

Groups N X Achievement X Achievement S  t without question Traditional t
With question 38 22.86 1t02=2.13 .62 30.43* 136.33*
Without question 38 20.73 2t03=6.05 .65 - 86.43*
Traditional 38 14.68 1t03=8.18 .54 - -
*p <.05

Findings on Perception

Groups and Total Level of Achievement

Table 15.

Variance Analysis for Groups’ Perception Unit Total Level Achievement Scores.

Variance Source Squares Total Freedom Rate Average Squares Total F
Intergroup 683.38 2 341.69 35 63
Intragroup 1062.05 111 9.57

Total 1745.43

p <.01

The F value found, shows us that there is a significant difference between significance level total
achievements. t test was applied to determine among which groups this difference originated from. These data
are shown in Table 16.

Table 16.
Perception Unit Total Level Achievement Scores and t Values of the Groups.

Groups N X Achievement X Achievement S t without question Traditional t
With question 38 10.76 1to2=2.53 .69 31.25* 74.75%*
Without question 38 8.23 2t03=3.45 .73 - 41.12*
Traditional 38 4.78 1t03=5.98 .70 - -
*p <.01

According to data in Table 16, it can be claimed that there is a significant difference between the groups in
terms of total level achievement at .05 significance level and “74” freedom rate. According to these results, it is
possible to claim that the textbooks prepared according to the prose learning principles with questions and the
textbooks prepared without questions had a significant effect on total level achievement when compared to
traditional books. The fact that this difference is seen in favor of the group receiving the textbook with
questions can be attributed to the fact that the questions significantly affected knowledge level achievement
scores.

Groups and Achievement in Knowledge Level

Table 17.

Variance Analysis for Groups’ Perception Unit Information Level Achievement Scores.

Variance Source Squares Total Freedom Rate Average Squares Total F
Intergroup 140.13 2 70.07 22 24%
Intragroup 349.81 111 3.15

Total 489.93

p <.01
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The F value according to the variance analysis results shows that there is a significant difference between
groups for information level achievement at .01 level t test was applied to determine among which groups this
difference originated from. These data are shown in Table 18.

Table 18.
Perception Unit Knowledge Level Achievement Scores and t Values of the Groups.

Groups N X Achievement X Achievement S  t without question Traditional t
With question 38 3.97 1to2=5.39 40 107.80* 41.60*
Without question 38 1.42 2to3=.47 42 - 9.40*
Traditional 38 1.89 1t03=2.08 A7 - -
*p <.05

According to data in Table 18, it can be claimed that there is a significant difference between the groups in
terms of knowledge level achievement at .05 significance level and “74” freedom rate. According to these
results, it is possible to claim that the textbooks prepared according to the prose learning principles with our
without questions had a significant effect on knowledge level achievement when compared to traditional
books. The fact that this difference is seen in favor of the group receiving the textbook with questions can be
attributed to the fact that the questions significantly affected knowledge level achievement scores.

Groups and Achievement in Comprehension Level

Table 19.

Variance Analysis for Groups’ Perception Unit Comprehension Level Achievement Scores.

Variance Source Squares Total Freedom Rate Average Squares Total F
Intergroup 130.59 2 65.30 12.85*
Intragroup 564.42 111 5.08

Total 695.01

p <.01

The F value according to the variance analysis results shows that there is a significant difference between
groups for comprehension level achievement at .01 level t test was applied to determine among which groups
this difference originated from. These data are shown in Table 20.

Table 20.

Perception Unit Comprehension Level Achievement Scores and t Values of the Groups.

Groups N X Achievement X Achievement S  t without question Traditional t
With question 38 3.47 1to2=.21 .49 3.50* 47.40%*
Without question 38 3.26 2t03=2.16 .58 - 30.85*
Traditional 38 1.10 1to3=2.37 .46 - -
*p <.05

According to data in Table 20, it can be claimed that there is a significant difference between the groups in
terms of comprehension level achievement at .05 significance level and “74” freedom rate. According to these
results, it is possible to claim that the textbooks prepared according to the prose learning principles with or
without questions had a significant effect on comprehension level achievement when compared to traditional
books. The fact that this difference is seen in favor of the group receiving the textbook with questions can be
attributed to the fact that the questions significantly affected knowledge level achievement scores.

Groups and Achievement in Practice Level

Table 21.

Variance Analysis for Groups’ Perception Unit Application Level Achievement Scores.

Variance Source Squares Total Freedom Rate Average Squares Total F
Intergroup 36.70 2 18.35 4.37%*
Intragroup 465.86 111 4.20

Total 502.56

p<.01
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The F value according to the variance analysis results shows that there is a significant difference between
groups for application level achievement at .01 level t test was applied to determine among which groups this
difference originated from. These data are shown in Table 22.

Table 22.

Perception Unit Practice Level Access Points and t Values of the Groups.

Groups N X Achievement X Achievement S  t without question Traditional t
With question 38 3.34 1to2=.48 49 8.00* 27.40%*
Without question 38 2.86 2t03=.89 .54 - 14.63*
Traditional 38 1.97 1to3=1.37 42 - -
*p <.05

According to data in Table 22, it can be claimed that there is a significant difference between the groups in
terms of application level achievement at .05 significance level and “74” freedom rate. According to these
results, it is possible to claim that the textbooks prepared according to the prose learning principles with or
without questions had a significant effect on comprehension level achievement when compared to traditional
books. The fact that this difference is seen in favor of the group receiving the textbook with questions can be
attributed to the fact that the questions significantly affected knowledge level achievement scores.

Groups and Retention (Permanent Change in Behavior)

Table 23.

Variance Analysis for Groups’ Perception Unit Total Level Permanency Scores

Variance Source Squares Total Freedom Rate Average Squares Total F
Intergroup 1145.07 2 572.54  57.20*
Intragroup 1111.18 111 10.01

Total 2256.25

p<.01

According to the results of variance analyses, it is observed that there is a significant difference at .01
significance level between groups’ total level permanency scores. t test was applied to determine among which
groups this difference originated from. These data are shown in Table 24.

Table 24.
Perception Unit Total Level Retention Scores and t Values of the Groups.

Groups N X Achievement X Achievement S  t without question Traditional t
With question 38 26.23 1to2=3.87 .69 48.37* 86.22%*
Without question 38 22.36 2to3=3.89 74 - 43.22%*
Traditional 38 18.47 1t03=7.76 74 - -
*p <.05

According to the date given in Table 24, it is possible to claim that it significantly affected the achievement
in total level between the groups at .05 significance level and “74” freedom rate. According to these results, it
is possible to claim that the textbooks prepared according to the prose learning principles with or without
questions had a significant effect on total achievement when compared to traditional books. The fact that this
difference is seen in favor of the group receiving the textbook with questions can be attributed to the fact that
the questions significantly affected the total achievement scores.

The findings supported the assumptions that textbooks are more effective when prepared in line with prose
learning principles among the groups in terms of total achievements knowledge, comprehension, application
and permanent behavior change in the beginning of the study.

There is a significant difference among total achievements of the group in which the textbook that was
prepared according to the principles of prose learning in high school psychology course and the group in which
the book was supported with questions written in accordance with these principles and the group in which
traditional textbook was applied and these differences are;

e Between their total achievements,
o Between knowledge levels achievements,
e Between comprehension level achievement,
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e Between application level achievement and
e |In terms of permanent behavior change (recall).

Supporting the hypothesis with the findings, and supported with questions increase student success when
compared to traditional books. The textbooks prepared in this way can be claimed to be effective in reinforcing
the knowledge and strengthening the memorization by means of intermittent iterations, such as basic
concepts, sample experiments, summaries and questions in the subject subheadings. The subjects that are
organized and described in a significant manner and presented with a style attracting students’ attention and
the learning environments in which the learning subheading is effective on learning the whole and reinforcing
learning via tests at the end of subjects can be more persistent.

Discussion, Conclusion and Implications

In this study, which was conducted to evaluate the effects of textbooks that were prepared in line with
prose learning principles without questions and textbooks written with these principles and also supported
with questions on student achievement when compared to traditional textbooks;

1. It was observed that the textbooks prepared in line with prose learning principles with or without
guestions were more effective on total achievement when compared to traditional textbook. This effect
was mostly in favor of the group using the textbook with questions.

2. It was determined that the textbooks prepared in line with prose learning principles with or without
questions were more effective on knowledge level of the cognitive field when compared to the traditional
textbook. This effect was mostly in favor of the group using the textbook with questions.

3. It was observed that the textbooks prepared in line with prose learning principles with or without
questions were more effective on students’ comprehension level achievements when compared to the
traditional textbook. The significant difference observed among the groups in Unit 1 (Motivation) is found
to be in favor of the group using the textbook without questions.

4. It was observed that the textbooks prepared in line with prose learning principles with or without
qguestions were more effective on students’ application level when compared to the traditional textbook.
This effect was mostly in favor of the group using the textbook with questions.

5. It was observed that the textbooks prepared in line with prose learning principles with or without
qguestions were more effective on students’ total achievement in terms of permanency when compared to
the traditional textbook.

The significant difference especially observed in favor of the group with questions when compared to the
group studying traditional textbook prepared in accordance with prose learning principles and supported with
and without questions can be attributed to questions prepared both in accordance with prose learning
principles and knowledge, comprehension, application levels of the cognitive field. Bloom, Englehart, Furst, Hill
and Krathwohl (1956) mentioned three types of learning as cognitive, affective and psycho-motor. Based on
the level of learning, these areas are divided into sub-headings. In the study, the reasons of studying the first
three steps in the conventional taxonomy of Bloom et al. (1956) in the level of knowledge, comprehension,
application, analysis, synthesis and evaluation can be explained by the gradual ordering of the desired
behaviors in education from simple to complex and the learning at these levels is a prerequisite for high level
cognitive learning. The results of this study investigating the effects of text learning principles on knowledge,
comprehension and application levels may contribute to the preparation of new textbooks for the levels of
analysis, synthesis and evaluation.

The fact that textbooks prepared in accordance with prose learning principles were more effective on
students’ total achievement in terms of permanency when compared to the traditional textbook and the
significant difference observed among the groups in favor of the group using the textbook with questions
emphasize the importance of supporting visual order and knowledge with exercises prepared according to
prose learning principles in textbooks. Bodur (2016) emphasizes that text and image complement each other in
books and that the topics are understood more easily by supporting the scripts with visual elements.

Dindar (1995); Ergin and Goziitok (1996) emphasized that no place was given in teachers’ textbooks to
visual aids attracting student’s attention and giving interesting information. They also stated that the
preparation and printing phases for the textbook should be reviewed by experts. Kabapinar (2001) compared
Turkish and British Science books in terms of visual elements and found that visual aids used in British
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textbooks are three times more than the visuals used in Turkey. Sahin (2004) stated that the texts included in
the book became attractive with visual aids. In his study, Coskun (2003) emphasized the importance of
supporting the content with pictures, photographs, graphics, tables and figures. Duman (2003) specified the
importance of preparing book content as up-to-date, objective, directing individual to thinking rather than
memorization and enabling problem solving, discovering and developing critical thinking and in compliance
with principles of prose learning.

Cerci (2016) emphasized the books’ basic role in education along with its essential elements as purpose,
content, teacher-student responsibility and as questions. As it can be seen in these studies that when
textbooks are arranged in line with prose learning principles, student success increases textbooks should be
arranged very well in terms of content, expression, visuality and teaching. Prose learning principles are very
important to complement these characteristics.

Since there is a result in the study that textbooks prepared according to prose learning principles have more
effect on total achievement when compared to traditional textbook, teachers should use books based on these
principles in order to increase student achievement and efficiency in education during their learning
experiences.

Since the effects of textbooks with and without questions prepared according to the prose learning
principles are more than the traditional textbooks on cognitive field’s information, comprehension, application
levels, the s efficiency of the subjects in the secondary school textbooks should be evaluated separately within
the framework of the targets at these levels.

Since the textbooks prepared according to prose learning principles had more effect on students’ total
comprehension level achievement when compared to traditional textbook, students should be given
opportunities to give examples based on behaviors, e.g., interpretation, giving examples based on the
knowledge they obtained in knowledge step via course notes during their studies.

Since it was observed that the textbooks prepared according to prose learning principles without questions
and textbooks supported with questions had more effect on students’ application level achievements when
compared to the traditional textbook, the objectives of the sections in the books used in psychology and other
courses in secondary education should be revised based on the principles of prose learning and students
should be given opportunities to use the problem solving pattern for each course.

Since the textbooks prepared according to prose learning principles without questions and the textbooks
supported with questions had significant effect on students’ total achievements in terms of recalling when
compared to the traditional textbook according to these principles, the exercises increasing the permanence of
learning should be prepared carefully while organizing the textbook.

Textbooks should be renewed by making arrangements taking into account of the changing objectives
through in curriculum development studies rather than traditional methods based on memorization.

New studies on textbooks covering prose learning principles can be conducted on wider groups and at
different class levels. New studies investigating the effects of books based on these principles within longer
periods of time should be organized. Activities in textbooks should enhance the cognitive solicitation level.

Studies about prose learning principles that have already determined to have effects on knowledge,
comprehension, application levels of cognitive field should also be carried out at the levels of analysis,
synthesis and evaluation phases to find out whether they will be effective or not.
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TURKCE SURUM

Giris

Egitim, hedefleri belirlenmis uygulamalari iceren istendik davranislari kazandirma calismalaridir. Bolat
(2014), 6grenme yasantilarinin diizenlenmesinde en énemli unsurun egitim programlari oldugunu belirtmistir.
Diger onemli faktor olan ders kitabi, 6grencinin 6grenme yasantilarina temel olan, yazili ve basili geregler
grubunda yer alan ¢alisma materyalidir. Ozellikle metinden 6grenmede, ders kitabi &nemli rol oynamaktadir.

Alan yazinda 6grenmede metnin roliine yonelik farkl goruslerle karsilasilmaktadir. Bir gérise gére metin
Ogrencinin gelisimini ve degisimini saglayan dinamik bir gligtur. Bir baska calismaya gore, metin daha ¢ok
ezberlenir. Bu ezberleme 6grenci-6gretmen etkilesimini yonlendirir. Ayrica 6grenciler yorum katmadan metni
oldugu gibi 6grenmeye calisirlar. Ders kitaplarinin metin tasariminda 6grencinin dizeyi, ilgileri, beklentileri,
algilama bigimi gibi o6zelliklerinin, tanimlanmasi gereklidir. 20. ylzyilda ders kitaplari 6gretimde 6nemli
goriilirken, glinimizde bu konuda farkli gériisler paylasiimaktadir, Ogrenme vyasantilarinin hazirliginda,
o6gretim materyali olarak ders kitaplarinin artik dneminin azaldigi, yeni teknolojilere uygun hazirlanmis 6gretim
materyallerinin, bilgisayarla 6gretimin daha 6nemli olacagini savunan ¢alismalar da bulunmaktadir. Egitimde
yeni teknolojilerin kullanimi, geleneksel ydnteme gore daha fazla duyu organinin etkilesimde bulunmasi sonucu
egitim Ogretim faaliyetlerini kolaylastirmaktadir (Balaman, 2016; Balaman & Tiystliz, 2011; Yanpar, 2006).

Soong ve Yager (1993) calismalarinda, 6grencilerin biyik bir kisminin bitln bilgilerin kaynagi olarak ders
kitabini gorduklerini, ayni sekilde ders kitaplarindan yararlanilmadiginda 6grenci, velilerinin de bu duruma tepki
gosterdiklerini vurgulamislardir. Unal ve Pideci (2000), ders kitaplarinin, 6grencilerin derse hazirlikli gelebilmesi,
genis bilgilere 6zet halde ulasabilmesi, 6dev ve grup c¢alismalarinda ortak kullanilabilmesi gibi imkanlar
sagladigini  belirtmislerdir. Demirel (1999) 6grencilerin, mufredat programi ile hedeflenen niteliklere
ulagsmasinda ders kitaplarinin 6nemini vurgulamis, egitim-6gretim silirecinde yer alan gorsel araglar iginde en
fazla kitaplarin kullanildigini belirtmistir. Bir dersin hedefleri belirlenip, onlarin gostergesi olan davraniglar
tanimlandiktan sonra egitim durumlari dizenlenmesi asamasinda, bu davranislarin kazanimi icin kullanilacak
arag ve gereclerin secimi 6nemlidir. Bunlar arasinda dnemli bir yeri olan ders kitabinin nitelikli olma zorunlulugu
vardir. Aslantas ve Demirci (2016) cocuklarin 6grendiklerini uygulamalarinda, yaraticiliklarinin gelismesinde
ders kitaplarinin énemli oldugunu bu nedenle, ders kitaplarinin bazi niteliklere sahip olmasinin geregini
vurgulamislardir.

Ders kitaplarinin 6gretme-6grenme ortaminda amacina hizmet etmesi igin bazi 6zelliklere sahip olmasi
gerekmektedir. Unsal ve Giines (2003), bir ders kitabinin basarisini genel olarak, fiziksel &zellikler icerik-sunum
siralamasi, gorsel sunum dil, anlatim gibi temel kriterlerin incelenmesiyle anlasildigini belirtmektedirler. Arslan
ve Ozpinar (2009) ise calismalarinda ders kitaplarini incelemek icin 6gretim programina uygunlugu, hazirlik
calismalari, 6lgme degerlendirme, bilimsel icerik, dil ve anlatim, gorsel dizen, tasarim ilke ve 6geleri basliklarini
dikkate almislardir.

Yalin (1996) da Ulkemizde genel olarak ders kitaplari degerlendirilirken 6ncelikle kitabin igeriginin dikkate
alinan unsur oldugunu belirtmistir. Ders kitaplarinda 6grencinin 6grenmeye motivasyonu, basarisi bakimindan
metindeki bilgilerin 6grenilme durumunu arttiran gorsel dizenin kullanimi ¢ok 6nemlidir. Gorsel Ogeler,
ogrencide ilgili kavramin soyutluktan kurtarilmasini ve sireclerin anlamlandirilmasini saglamaktadir. Dursun ve
Esgi (2008); Kibarkaya (1996), ders kitaplarindaki gorsel 6gelerin 6grencilere bilgiyi verme, bilgileri destekleme,
ilgi cekerek dikkati yonlendirme, konulari 6zetleme, olgular veya kavramlar arasindaki iliskileri gosterme,
zihinde canlandiriimasi gii¢ olan karisik konulari daha kolay anlasilir kilma gibi ¢ok 6nemli islevleri oldugunu
vurgulamislardir.

Yesilyurt ve Gl (2008); Yildiran (2007); Altunoglu ve Atav (2005), calismalarinda ders kitaplarinin gorsel
ogeler agisindan degerlendirilmesinin ihmal edildigini ve kitaplarin bu yénden yetersiz oldugunu agiklamislardir.
Ozay ve Hasenekoglu (2007); Yalin (1996); Giines (2002); Kabapinar (2003) calismalarinda, etkili gérsel 6geler
iceren ders kitaplarinin 6grencilerin 6grenmelerine yardimci oldugunu, olmayanlarin da 6grenmeyi olumsuz
etkiledigini gostermislerdir. Kabapinar (2003) yaptig calismasinda gorsel 6gelerin, islevlerine gore, 6grencilerin
var olan disinme bicimlerinin agiga c¢ikarilmasina, kullanilmasina ve yeni bilgiyi yorumlama bigimlerinin
belirlenmesine yardimci oldugunu séylemektedir. Gorsel 6gelerin kullaniminin 6neminin vurgusu yaninda Isik
(2008), Alpan (2004), Yalin (1996) ile Esgi (2005) 6gretmenlerin ders kitabi kullanimindaki dncelik sirasinda,
gorsel 6geleri tercih etmediklerini agiklamislardir.
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Farkh 6gretim dizeylerinin ders programlari incelendiginde, 6grenme yasantilari esnasinda kullanilan ders
kitaplarinin ¢ogunda birtakim yetersizlikler, gereksiz tekrarlar goriilmektedir. Ogrenci erisisi izerinde olumlu
etkisi olmayan bu kitaplar okuyanlari ezbercilige, ilgisizlige striiklemektedir. Egitimde etkililigi arttirmak, okulun
hedeflerine ulagmasina yardimci olmak, 6grenci erisisi lizerinde olumlu etkiler yaratabilmek igin, ders
kitaplarinin ginin kosullari ve gereksinimlerine gore diizenlenmesi, bunun icin de ders kitaplari Gzerinde
arastirmalar yapilmasi gerekli ve yararl gorilmektedir.

Metinden 6grenme, gorsel ya da isitsel bicimde sunulan bir derse iliskin olarak, soyutlama, diizey, sema,
vardama, materyal orgitlenisi, soru ve gorsel diizen ilkelerinin dikkate alindigi bir 6grenme bigimidir.
Soyutlama, 6grencilerin bir metinde ayrintilardan ¢ok, ana fikirle ilgili bilgileri 6grenmek igin ¢aba gostermesidir.
Duzey, bir metinden belli bir bilgi b6liminu 6grenme ve hatirlamay ifade eder, $Sema ilkesine gore, insanlar
yeni bir bilgiyi anlamak icin kendi anlatim sekillerini kullanirlar. Ogrencilerin metindeki neden — sonug iligkileri
hakkinda ¢ikarim yapma egilimleri vardama ilkesidir. Materyal orgitlenisi, ders kitaplarinda yer alan konularin
genel ilkeler etrafinda orgiitlenmesidir. Metinden 6grenmede konularin resim ve sekiller ile desteklenmesi
gorsel dizen ilkesidir. Ders kitaplari konusunda yapilan calismalara bakildiginda, soyutlama, dizey, sema,
vardama, materyal Orgitlenisi, alistirma ve gorsel dizen ilkelerini temel alarak hazirlanan metinlerin
motivasyonu arttirdigi belirlenmistir. Thompson ve Wiggins (1988) 6gretimde, ana fikirlerin vurgulandigl,
resimlerle desteklenen, ana ve alt baghklarin tutarlihigina dikkat edilen, bélim baslarinda kavramlar, sonlarinda
Ozet ve sorularin bulundugu ders kitaplari ile konularin daha iyi 6grenildigini ¢alismasinda vurgulamistir. Tyree
(1994) ise metnin anlasilirligini; organize edicilerin yaninda okunabilirlik, konunun ilging olmasi ve 6grencinin
anlamlandirma stratejilerinin etkiledigini belirtmistir. Alpan (2004), calismasinda, iyi 6rgitlenmis bir metnin
okur icin daha siirlkleyici oldugunu ifade etmistir. Ders kitaplarinin, 6grenciye gére olmasi, 6grenme yasantilari
ve sonucunun Ogrenci gereksinimlerini karsilamasi demektir. Kitaplarda, once genel ilke ve kavramlarin
verilmesi ve bunu ayrintili bilgilerin izlemesi 6nemlidir

Aragtirmanin Amaci

Arastirmada, Ogrencilerin daha basarili olmalari dolayisiyla egitimde etkililigi arttirabilmek icin ders
kitaplarinin metinden &grenme ilkelerine gére diizenlenmesinin dnemi Uzerinde durulmaktadir. Ogrenci
basarisi ve metinden 6grenme ilkelerine gére hazirlanan sorusuz ve sorulu kitaplar ile okutulmakta olan
geleneksel ders kitabinin kullanilmasi arasinda toplam dizeyde bilgi, kavrama ve uygulama dizeylerinde ve
kalci izli davranis degisikligi bakimindan anlamli bir fark olup olmadigini anlamak amaglanmistir. Metinden
o6grenme ilkelerine gore hazirlanan ders kitaplarinin belirtilen bu diizeylerde daha etkili olacagi varsayimlari ile
¢alismaya baglanmistir.

Lise psikoloji dersinde, metinden 6grenme ilkelerine gore hazirlanan ders kitabinin kullanildigi grup ile bu
ilkelere gore yazilan ancak sorularla desteklenmis olan kitabin kullanildigi grubun toplam erisileri ile geleneksel
ders kitabinin uygulandigi grubun;

e Toplam erisileri,

e Bilgi diizeyleri erisisi arasinda,

e Kavrama dlizeyi erisisi arasinda,

e Uygulama diizeyi erisisi arasinda ve

e Kalici izli davranis degisikligi (hatirlama) bakimindan aralarinda anlamli bir fark vardir.

Yontem
Calisma Grubu

Arastirma modeli, 6n test-son test denk kontrol gruplu deney deseninden yararlanilarak yapilan deneysel bir
calismadir. Calismanin evrenini, Ankara Cebeci Atatirk Saglk Meslek Lisesi 6grencileri, drneklemi ise, ayni
lisede 2. sinifta 6grenim goren, psikoloji dersini almakta olan ve ¢alismaya katilmayi kabul eden 114 6grenci
olusturmustur. Her biri 38 6grenciden olusan (g grup Uzerinde ¢alisma yapilmistir. Gruplarin birine, metinden
o6grenme ilkelerine gore hazirlanan, ancak izleme testi disinda sorulara yer verilmeyen ders kitabi, diger gruba,
yine bu ilkelere gore hazirlanan, her alt bélimde sorularla desteklenen ders kitabi uygulanirken, kontrol grubu
geleneksel ders kitabini izlemistir. Geleneksel ders kitabi, Mili Egitim Bakanligi Tarafindan derslerde
okutulmasina karar verilen Tirkiye’de yaygin olarak kullanilan ders kitabidir.
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Sinirhiliklar

e Arastirma, psikoloji ders kitabinda, metinden 6grenme ilkelerini uygulamak igin secilen glidiilenme ve
algilama boéltimlerinin 6grencilere kazandirmak istedigi hedef davraniglari kapsayan, erisi testleri sonucunda
elde edilen veriler ve bu deneysel ¢alisma igin ayrilan bir donemlik sure ile,

e Calismada, “Metinden Ogrenme” verilen tanimiyla,

e Calisma, lise psikoloji dersi alan 6grenciler ve dersin verildigi donem ile sinirlandiriimigtir.

Calismada, okudugunu anlama, 6n test puanlari degiskenlerine gére denklestirilmis, sorusuz, sorulu ve
geleneksel ders kitabini takip eden {i¢c grup olusturulmustur. Ogrenciler random yolla gruplara atanmistir. Bu
degiskenler bakimindan gruplar arasinda farkliigi gorme amaciyla tek yonla varyans analizi uygulanmis ve
farkhlik bulunmamistir. Yas, cinsiyet, alinan dersler bakimindan aralarinda fark bulunmayan bu li¢ gruptaki
ogrencilerin okuduklarini anlama diizeylerinin belirlenmesi amaciyla s6zel yetenek testi uygulanmistir. Kitapta
secilen iki bollim icin ayri yapilan uygulamalar Tablo 1 ve Tablo 2 halinde asagida sunulmustur.

Tablo 1.

Deney Deseni Glidiilenme.

Gruplar Test Denel islem Test Zaman 6 Hafta Test
G1 T1 Sorusuz T2 islem Yok T3
G2 T2 Sorulu T2 T3
G3 T3 Geleneksel Ders Kitabi T2 T3

G1, G2 deney gruplarini, G3 ise kontrol gruplarini gostermektedir. Her (¢ gruba da denel islemden 6nce 6n
test uygulanmistir. Kullanilan test desende t ile gosterilmistir.

Tablo 2.

Deney Deseni Algilama.

Gruplar Test Denel islem Test Zaman 6 Hafta Test
G1 T1 Sorusuz T2 islem Yok T3
G2 T2 Sorulu T2 T3
G3 T3 Geleneksel Ders Kitabi T2 T3

Analizlerde her ¢ grubun test puanlari ve bilissel alanin bilgi, kavrama, uygulama diizeyi erisileri ile toplam
erisi puanlarinin ortalamalari arasindaki farka bakilmistir. Ayrica kalici izli davranis degisikligi bakimindan
gruplar arasindaki farki gorebilmek icin, bilissel alanin yukarida agiklanan dizeyleri ile toplam erisi puanlarinin
ortalamalari arasindaki farka da bakilmistir.

Veri Toplama Araci

Arastirmada, islem materyalleri olarak kullanilacak psikoloji ders kitabi giidiilenme ve algilama béliimlerinin
ogrencilere, bilgi, kavrama, uygulama dizeylerinde kazandirmak istedigi hedef davranislar dogrultusunda,
arastirmaci tarafindan hazirlanmis erisi testleri ile metinden 06grenme ilkelerini kapsayan metinleri
degerlendirme olcegi kullaniimistir. Hazirlanan metinler hakkinda 6gretim elemanlari ve 6grencilerin gérusleri
alinmistir. Ogretim programinda, bilgi diizeyinden uygulamaya kadar yazilan hedefler gézlenir 6grenci
davranislarina donistirialmustir. Hedefler, davranigsal 6zellikleri kapsayacak sekilde ifade edilmis sonra da bu
davranislara dayali 6lgme araglari gelistirilmistir. Bilgi diizeyinde, 6grencilerin herhangi bir nesne ile ilgili
ozellikleri tanima ya da yazma gibi davranislar gostermelerine firsat veren sorular bulunmakta ve bilgiler
somuttan soyuta dogru gitmektedir. Kavrama diizeyinde 6grencinin onceki asamada elde ettigi bilgileri,
cevirmeleri ve yorumlamalar gerekmektedir. iliskiler arasinda benzerlik ve farkliliklari gérebilme bu diizeyde
istenilen davranislardir. Uygulama basamaginda 6grencinin bilgi ve kavrama basamaklarindaki hedeflere dayali
olarak karsilastigl yeni bir sorunu ¢dézmesi istenir. Bu diizeyde 6grencilerin glidilenme ve algilama konulari ile
ilgili olarak ilke ve genellemeleri yeni durumlara uygulamalarini saglayan davranislar beklenmektedir.

Arastirmada ders kitabi olarak kullanilan geleneksel lise psikoloji ders kitabinda baslangicta ilke ve kavramlar
bulunmamakta, konular teorik metinler tarzinda sunulmus, yeni bulgu ve uygulamalar bakimindan eski olan
bilgiler gorsel diizenle desteklenmemistir. Konu alt bagliklari sonunda az sayida tartisma ve inceleme sorulari
bulunmaktadir. Konunun sonunda bolimde kazandirilmak istenilen davranislarin kazanilma durumunu 6élgen
test sorulari bulunmamaktadir. Hazirlanan ders kitabi ise bu nitelikleri tasimaktadir.
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Arastirmada psikoloji ders kitabinin, glidilenme ve algilama konularina iliskin egitim durumlarinin hedef
davraniglara gore analizi yapildi§inda, belirlenen hedef davranis siniflamasinin kapsam yoniinden gegerli bir
siniflama oldugu gorilmustiir. Daha sonra hedefler bilgi dizeyinden baslanarak, uygulama dilzeyine kadar
listeye islenmis, her iki bolim igin ayri bir belirtke tablosu hazirlanmis bu tablolarda hedeflerin kapsadiklari
davranislarin agirliklarina gére, soru sayisi gésterilmistir. Erisi testlerinin kapsam gecerligi konusunda daha 6nce
hedef davranislarin belirlenmesi asamasinda basvurulan uzmanlara tekrar danisilmis, testlerin kapsadigi
maddelerin psikoloji dersinde belirlenen konular cergevesinde 6grencilere kazandirmak istedigi davranislari
yansitarak, onlari yeterli 6rnekleme konusunda birbirinden bagimsiz olarak, bes psikoloji uzmani goériisiine
basvurulmustur, %75.00 oraninda goéris birligine varilan maddeler, bilgi, kavrama, uygulama diizeylerine gére
siralanarak 70’er maddeden olusan iki ayri deneme formu hazirlanmig, deneme uygulamalari psikoloji dersini
almakta olan bir gruba verilerek, uygulama sonuglarina gore test ve test puani analizleri yapilmis, belirtke
tablosundan yararlanilarak, testin kapsam gecerligi zedelenmeden iki ayri konu icin 40’ar test maddesi
secilerek, erisi testleri olusturulmustur. Elde edilen testlerin KR20 glivenirlik katsayisi giidiilenme (nitesinde
rx=.83, algilama konusunda rx=.85dir.

Verilerin Analizi

Sorusuz hazirlanan boliim 1. gruba, sorularla desteklenen metin 2. gruba uygulanmis, kontrol grubuna ise,
halen okutulmakta olan geleneksel psikoloji ders kitabi verilmistir. Bélimler, 6 saatlik ders siresi iginde Ug
haftada tamamlanmistir. Ogretim psikoloji dgretmeninin gdzetiminde ancak &gretmenin katkisi olmadan
gerceklestirilmistir. Ogrenme yasantilari esnasinda, dgrencilere, doénit, dizeltme, pekistireg, ipucu, sézel
aciklama gibi degiskenler uygulanmamistir. Kitaplardan dogrudan égretim yapilmistir. Ogrenciler, 6grenme
yasantilari esnasinda kendi kendilerine galismalarinda destek olacak sekilde kagitlara ¢alismalarini 6zetlemisler,
kendi 6grenme ydntemlerini kullanmislardir. Ogrencilerin nasil galistiklarini gésteren kendi agiklamalari,
bolimler tamamlandiginda arastirmaci tarafindan degerlendirilmistir. Denel islem siliresince hazirlanan
materyaller her ders basinda 6grencilere dagitilmis, ders sonlarinda galisma notlari ile birlikte toplanmistir.
Arastirmaci, denel islemin belirlenen kosullarda gerceklesmesini kontrol altinda tutmaya calismistir. Ayrica
derslere dizenli bir sekilde katilarak 6grenciler icin zaman zaman goézlem formu doldurmustur. Deney ve
kontrol grubundaki 6grenciler, ¢alismalarinin sonunda, kullandiklari yazili materyallere, kendilerine uygulanan
ders kitaplari hakkinda kisa bilgiler de sunmuslardir. Ogrencilerin bolim sonlarinda yer alan izleme testine
iliskin cevaplar (Gudilenme; 25, Algilama; 20 soru) degerlendirilmistir.

Bu ¢alismada, deney ve kontrol grubundaki 6grencilerin 6n ve son test puanlari ve bu puanlardan elde
edilen bilgi, kavrama, uygulama erisileri ve toplam erisileri, 6grencilerin kalici izli davranis degisikligi(hatirlama)
bakimindan erisi puanlari elde edilmistir. Hazirlanan testler, 6n test, son test ve hatirlama testi 6lgllerini elde
etmek Uzere deney ve kontrol gruplarini olusturan 6grencilere lg¢ kez uygulanmistir. Test uygulamalarinda
arastirmacinin yaninda iki uygulayici daha gérev almistir. Uygulama icin verilen 40 dakikalik stirenin yeterli
oldugu gozlenmistir. Arastirmada, metinden 6grenme kitabini okuyan deney ve geleneksel kitabi okuyan
kontrol gruplari, derslerine, kitaplarini okumadan gelmislerdir. Kontrol edilemeyen degiskenler, gruplari esit
sekilde etkilemistir. Ogrencilerin uygulama giinlerinde okula diizenli gelmeleri saglanarak, giin icinde test verme
islemi tamamlanmistir. 1. konuda, biligsel alanin bilgi, kavrama, uygulama ve toplam diizeydeki erisi
ortalamalari arasindaki farka bakabilmek igin 0n test puanlari, son-6n test ortalamalari arasi farka ve kalicilik
icin uygulanan 3. test ile son test arasindaki erisi ortalamalari arasindaki farka bakilmistir. Ayni uygulama
algilama konusu i¢in de yapilmistir.

istatistik analizlerde anlamlilik diizeyi p <.01 olarak alinmistir. Gruplar birbirinden bagimsiz oldugu icin her
li¢ grupta da ders kitaplarinin bilissel alanin (¢ diizeyi ve toplam erisi Gzerindeki etkisinin ¢dzlimlenmesi igin tek
yonli varyans analizi yapilmistir. Bu islem sonucunda F degerleri anlamh bulunmustur. Her iki konuda belirtilen
diizeylerde, son-0n test erisi ortalamalari ile kalicilik bakimindan uygulanan 3. test ile son test erisi ortalamalari
arasindaki fark varyans analizi ile test edildiginde gruplar arasinda .01 manidarlik diizeyinde anlamlilik
ciktigindan, independent t testi kullanilmistir.

Bulgular

Bu bolimde 6rneklem ve varsayimlar ile ilgili toplanan veriler uygun istatistiksel teknikler kullanilarak analiz
edilmis ve tablolar halinde sunulmustur. Orneklem ile ilgili bulgularda 6grencilerin okudugunu anlama ve 6n
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test puanlari ile ilgili tek yonli varyans analizi sonuglarina bakilmis ve sonugta her tig grubun okudugunu anlama
testi ortalamalari arasinda anlamh bir fark bulunmamustir. Bu bilgiler 1siginda gruplarin bu degisken agisindan
denk olduklari sdylenebilir. Yine ayni sekilde her U¢ grubun 6n test puanlari arasinda da anlaml bir fark
bulunmamistir. Hazirlanan metnin degerlendirilmesi ile ilgili bulgulara bakildiginda, 6lgek ¢alismasindan elde
edilen sonuglar, 6gretim elemanlari ve 6grenciler icin ayri olmak lizere asagida sunulmustur.

Hazirlanan Metnin Degerlendirilmesi ile ilgili Bulgular

Tablo 3.
Hazirlanan Metnin Dederlendirilmesine iliskin Sorulan Sorulara Ogretim Elemanlari Tarafindan Verilen Ortalama
Puanlar.

Ortalama Puanlar

N X S.S.
Sekil 7 14.57 78
Konunun islenis ve niteligi 7 33.14 2.11
Ogrenciye uygunluk 7 14.57 .53
Metnin dlzeni 7 58.14 2.26

Tablo 3 incelediginde, hazirlanan ders kitaplarinin seklini, konularin islenis ve niteligini, 6grenciye
uygunlugunu ve metin dizeni bakimlarindan 6gretim elemanlarinin yeterli bulduklari séylenebilir.

Tablo 4.
Hazirlanan Metnin Dederlendirilmesine iliskin Sorulan Sorulara Ogrenciler Tarafindan Verilen Ortalama Puanlar.

Ortalama Puanlar

N X S.S.
Sekil 76 14.10 .90
Konunun islenis ve niteligi 76 33.01 1.57
Ogrenciye uygunluk 76 14.26 .91
Metnin diizeni 76 59.27 1.53

Bu sonug ile ders kitaplarinin, sekil, konunun islenis ve niteligi, 6grenciye uygunlugu ve metin dizeni
bakimindan 6grenciler tarafindan da yeterli bulunduklari séylenebilir.

Giidiilenme Konusuna iligkin Bulgular

Gruplar ve Toplam Diizeydeki Erisi

Tablo 5.

Gruplarin Giidiilenme Unitesi Toplam Diizeydeki Erisi Puanlarina Ait Varyans Analizi.

Varyansin Kaynagi Kareler Toplami Serbestlik Derecesi  Ortalama Kareler Toplami F
Gruplar Arasi 874.32 2 437.16  70.62*
Gruplar ici 686.12 111 6.18

Toplam 1561.24

p <.01

Yapilan varyans analizi sonugclarina gore, Tablo 5'te gorildiGgi gibi gruplarin toplam erisi puanlari arasinda
.01 manidarlik dizeyinde anlamh bir fark gérilmektedir. Bu farkin hangi gruplar arasinda oldugunu belirlemek
icin t testi yapilmistir. Bu veriler Tablo 6’da gosterilmistir.

Tablo 6.

Gruplarin Giidiilenme Unitesi Toplam Diizeydeki Erisi Puanlari ve t Dederleri.

Gruplar N X Erisi X ErisiS Sorusuzt Geleneksel t
Sorulu 38 23.44 1lile2=1.66 lile3=.57 23.72 124%*
Sorusuz 38 21.78 2ile3=5.70 2ile3=.59 - 81.43*
Geleneksel 38 1500 1lile3=7.44 lile3=.54 - -
*p <.05
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Tablo 6’daki verilere gore .05 anlamlilik diizeyi ve ‘74’ serbestlik derecesinde gruplar arasinda toplam
erisiler agisindan anlamh bir fark oldugu séylenebilir. Bu sonuglara gére, metinden 6grenme ilkelerine gore
sorulu, sorusuz sekilde hazirlanan ders kitaplarinin geleneksel kitaba gore toplam diizeydeki erisiyi anlaml
sekilde etkiledigini soylemek mimkiindiir. Bu farkin en fazla sorulu ders kitabini alan grup lehine gorilmesi,
sorularin toplam erisi puanlarini anlamli olarak etkiledigi sonucuna baglanabilir.

Gruplar ve Bilgi Diizeyindeki Erisi

Tablo 7.

Gruplarin Giidiilenme Unitesi Bilgi Diizeyi Erisi Puanlarina ait Varyans Analizi.

Varyansin Kaynagi Kareler Toplami Serbestlik Derecesi  Ortalama Kareler Toplami F
Gruplar Arasi 68.96 2 34.48 6.54*
Gruplar igi 584.97 111 5.27

Toplam 653.93

p <.01

Yapilan varyans analizi sonuglarina gore, Tablo 7’de goruldiigi gibi gruplarin bilgi diizeyi erisi puanlari
arasinda .01 manidarhk dizeyinde anlamh bir fark goriilmektedir. Bu farkin hangi gruplar arasinda oldugunu
belirlemek igin t testi yapilmistir. Bu veriler Tablo 8'de gosterilmistir.

Tablo 8.

Gruplarin Giidiilenme Unitesi Bilgi Diizeyi Erisi Puanlari ve t Dederleri.

Gruplar N X Erisi X ErisiS Sorusuzt Geleneksel t
Sorulu 38 10.18 lile2=.58 .39 14.50* 41.60*
Sorusuz 38 9.60 2ile3=15 44 - 30.00*
Geleneksel 38 210 1ile3=2.08 .45 - -
*p <.05

Tablo 8'deki verilere gore .05 anlamlilik diizeyi ve ‘74" serbestlik derecesinde gruplar arasinda bilgi diizeyi
erisisi bakimindan anlamli bir fark oldugu soylenebilir. Bu sonuglara gore, metinden 6grenme ilkelerine gore
sorulu, sorusuz sekilde hazirlanan ders kitaplarinin geleneksel kitaba gore bilgi dlizeyindeki erisiyi anlamli sekilde
etkiledigini soylemek mimkindir. Bu farkin en fazla sorulu ders kitabini alan grup lehine gérilmesi, sorularin bilgi
diizeyi erisi puanlarini anlamli olarak etkiledigi sonucuna baglanabilir.

Gruplar ve Kavrama Diizeyindeki Erisi

Tablo 9.

Gruplarin Giidiilenme Unitesi Kavrama Diizeyi Erisi Puanlarina Ait Varyans Analizi.

Varyansin Kaynagi Kareler Toplami Serbestlik Derecesi  Ortalama Kareler Toplami F
Gruplar Arasi 46.96 2 23.48 7.41%*
Gruplar ici 350.97 111 3.16

Toplam 397.93

p <.01

Yapilan varyans analizi sonuglarina gore, bulunan F degeri .01 diizeyinde gruplar arasinda kavrama dizeyi
erisisi bakimindan anlamli bir farkin oldugunu gostermektedir. Bu farkin hangi gruplar arasinda oldugunu
belirlemek igin t testine basvurulmustur. Bu veriler Tablo 10’da gosterilmistir.

Tablo 10.

Gruplarin Giidiilenme Unitesi Kavrama Diizeyi Erisi Puanlari ve t Dederleri.

Gruplar N X Erisi X ErisiS Sorusuzt Geleneksel t
Sorulu 38 5.07 lile2=.35 37 8.75* 41.25*
Sorusuz 38 5.42 2ile3=2.00 .34 - 50.00*
Geleneksel 38 3.42 lile3=1.65 31 - -
*p <.05
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Tablo 10’daki verilere gore .05 anlamlilik diizeyi ve ‘74’ serbestlik derecesinde gruplar arasinda kavrama
diizeyi erisisi bakimindan anlaml bir fark oldugu sdylenebilir. Bu sonuglara gore, metinden 6grenme ilkelerine
gore sorulu, sorusuz sekilde hazirlanan ders kitaplarinin geleneksel kitaba gére kavrama dlizeyindeki erisiyi
anlamli sekilde etkiledigini sdylemek mumkindar. Bu farkin en fazla sorulu ders kitabini alan grup lehine
gorilmesi, sorularin bilgi dizeyi erisi puanlarini anlaml olarak etkiledigi sonucuna baglanabilir.

Gruplar ve Uygulama Diizeyindeki Erisi

Tablo 11.

Gruplarin Giidiilenme Unitesi Uygulama Diizeyi Erisi Puanlarina Ait Varyans Analizi.

Varyansin Kaynagi Kareler Toplami Serbestlik Derecesi  Ortalama Kareler Toplami F
GruplarAra5| 202.18 2 101.09 18.96*
Gruplar Igi 592.31 111 5.33 ’
Toplam 794.49

p <.01

Yapilan varyans analizi sonuglarina gore, bulunan F degeri .01 diizeyinde gruplar arasinda uygulama diizeyi
erisisi bakimindan anlamli bir farkin oldugunu gostermektedir. Bu farkin hangi gruplar arasinda oldugunu
belirlemek igin t testine bagvurulmustur. Bu veriler Tablo 12’'de gosterilmistir.

Tablo 12.

Gruplarin Giidiilenme Unitesi Uygulama Diizeyi Erisi Puanlari ve t Dederleri.

Gruplar N X Erisi X ErisiS Sorusuzt Geleneksel t
Sorulu 38 823 1lile2=1.52 .55 25.33* 62.16*
Sorusuz 38 6.71 2ile3=221 .50 - 36.83*
Geleneksel 38 450 1lile3=3.73 .52 - -
*p <.05

Tablo 12’deki verilere gore .05 anlamlilik diizeyi ve ‘74" serbestlik derecesinde gruplar arasinda uygulama
diizeyi erisisi bakimindan anlaml bir fark oldugu sdylenebilir. Bu sonuglara gore, metinden 6grenme ilkelerine
gore sorulu, sorusuz sekilde hazirlanan ders kitaplarinin geleneksel kitaba gore uygulama diizeyindeki erisiyi
anlamli sekilde etkiledigini séylemek mimkiindir. Bu farkin en fazla sorulu ders kitabini alan grup lehine
gorilmesi, sorularin bilgi dizeyi erisi puanlarini anlamli olarak etkiledigi sonucuna baglanabilir.

Gruplar ve Hatirlama (Kalici izli Davranis Degisikligi)

Tablo 13.

Gruplarin Giidiilenme Unitesi Toplam Diizeyde Kalicilik Puanlarina Ait Varyans Analizi.

Varyansin Kaynagi Kareler Toplami Serbestlik Derecesi  Ortalama Kareler Toplami F
Gruplar Arasi 1370.01 2 685.00 96.75*
Gruplar igi 785.92 111 7.08

Toplam 2155.93

p <.01

Yapilan varyans analizi sonuglarina gore, bulunan F degeri .01 diizeyinde gruplarin toplam diizeydeki kalicilik
puanlari arasinda anlaml bir farkin oldugu gérulmektedir. Bu farkin hangi gruplar arasinda oldugunu belirlemek
icin “t “testine basvurulmustur. Bu veriler Tablo 14’te gosterilmistir.

Tablo 14.

Gruplarin Giidiilenme Unitesi Toplam Diizeyde Kalicilik Puanlari ve t Degerleri.

Gruplar N X Erisi X ErisiS Sorusuzt Geleneksel t
Sorulu 38 2286 1lile2=2.13 .62 30.43* 136.33*
Sorusuz 38 20.73  2ile3=6.05 .65 - 86.43*
Geleneksel 38 1468 1lile3=8.18 .54 - -
*p<.05
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Algilama Konusuna iliskin Bulgular

Gruplar ve Toplam Diizeydeki Erisi

Tablo 15.

Gruplarin Algilama Unitesi Toplam Diizeydeki Erisi Puanlarina Ait Varyans Analizi.

Varyansin Kaynagi Kareler Toplami Serbestlik Derecesi  Ortalama Kareler Toplami F
Gruplar Arasi 683.38 2 341.69 35.63*
Gruplar igi 1062.05 111 9.57

Toplam 1745.43

p <.01

Bulunan F degeri .01 anlamhlik diizeyinde toplam erisiler arasinda anlamh bir farkin oldugunu
gostermektedir. Bu farkin hangi gruplar arasinda oldugunu belirlemek igin t testine basvurulmustur. Bu veriler
Tablo 16’da gosterilmistir.

Tablo 16.

Gruplarin Algilama Unitesi Toplam Diizeydeki Erisi Puanlari ve t Degerleri.

Gruplar N X Erisi X ErisiS Sorusuzt Geleneksel t
Sorulu 38 10.76 lile2=2.53 .69 31.25% 74.75%*
Sorusuz 38 8.23 2ile3=3.45 73 - 41.12*
Geleneksel 38 478 1lile3=5.98 .70 - -
*p <.05

Tablo 16’daki verilere gore .05 anlamhlk diizeyi ve ‘74’ serbestlik derecesinde gruplar arasinda toplam
diizeydeki erisiyi anlamli sekilde etkiledigini sdylemek muimkindir. Bu sonuglara gére, metinden 6grenme
ilkelerine gore sorulu, sorusuz sekilde hazirlanan ders kitaplarinin geleneksel kitaba goére toplam diizeydeki
erisiyi anlamli sekilde etkiledigini soylemek mimkindir. Bu farkin en fazla sorulu ders kitabini alan grup lehine
gorilmesi, sorularin toplam erisi puanlarini anlamli olarak etkiledigi sonucuna baglanabilir.

Gruplar ve Bilgi Diizeyindeki Erisi

Tablo 17.

Gruplarin Algilama Unitesi Bilgi Diizeyi Erisi Puanlarina Ait Varyans Analizi.

Varyansin Kaynagi Kareler Toplami Serbestlik Derecesi  Ortalama Kareler Toplami F
Gruplar Arasi 140.13 2 70.07  22.24*
Gruplar ici 349.81 111 3.15

Toplam 489.93

p <.01

Yapilan varyans analizi sonuglarina goére, bulunan F degerleri .01 diizeyinde gruplar arasinda bilgi dizeyi
erisisi bakimindan anlamh bir fark oldugunu gostermektedir. Bu farkin hangi gruplar arasinda oldugunu
belirlemek igin t testi yapilmistir. Bu veriler Tablo 18’de gosterilmistir.

Tablo 18.

Gruplarin Algilama Unitesi Bilgi Diizeyi Erisi Puanlari ve t Degerleri.

Gruplar N X Erisi X ErisiS Sorusuzt Geleneksel t
Sorulu 38 397 1lile2=5.39 40 107.80* 41.60*
Sorusuz 38 1.42 2ile3=.47 42 - 9.40*
Geleneksel 38 1.89 1lile3=2.08 47 - -
*p <.05

Tablo 18’deki verilere gore .05 anlamlilik diizeyi ve ‘74’ serbestlik derecesinde gruplar arasinda bilgi dizeyi
erisisi bakimindan anlaml bir fark oldugu séylenebilir. Bu sonuglara gore, metinden 6grenme ilkelerine gore
sorulu, sorusuz sekilde hazirlanan ders kitaplarinin geleneksel kitaba gore bilgi diizeyindeki erigiyi anlamli
sekilde etkiledigini soylemek mimkiindiir. Bu farkin en fazla sorulu ders kitabini alan grup lehine gorilmesi,
sorularin bilgi diizeyi erisi puanlarini anlamli olarak etkiledigi sonucuna baglanabilir.
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Gruplar ve Kavrama Diizeyindeki Erisi

Tablo 19.

Gruplarin Algilama Unitesi Kavrama Diizeyi Erisi Puanlarina Ait Varyans Analizi.

Varyansin Kaynagi Kareler Toplami Serbestlik Derecesi  Ortalama Kareler Toplami F
Gruplar Arasi 130.59 2 65.30 12.85*
Gruplar igi 564.42 111 5.08

Toplam 695.01

p <.01

Yapilan varyans analizi sonuglarina gore, bulunan F degeri .01 diizeyinde gruplar arasinda kavrama dizeyi
erisisi bakimindan anlamli bir farkin oldugunu gostermektedir. Bu farkin hangi gruplar arasinda oldugunu
belirlemek igin t testine basvurulmustur. Bu veriler Tablo 20’de gdsterilmistir.

Tablo 20.

Gruplarin Algilama Unitesi Kavrama Diizeyi Erisi Puanlari ve t Degerleri.

Gruplar N X Erisi X ErisiS Sorusuzt Geleneksel t
Sorulu 38 3.47 lile2=.21 49 3.50* 47.40*
Sorusuz 38 326 2ile3=2.16 .58 - 30.85*
Geleneksel 38 1.10 1lile3=237 .46 - -
*p <.05

Tablo 20’deki verilere gore .05 anlamlilik diizeyi ve ‘74’ serbestlik derecesinde gruplar arasinda kavrama
dizeyi erisisi bakimindan anlamli bir fark oldugu séylenebilir. Bu sonuglara gore, metinden 6grenme ilkelerine
gore sorulu, sorusuz sekilde hazirlanan ders kitaplarinin geleneksel kitaba gore kavrama dizeyindeki erisiyi
anlamli sekilde etkiledigini sdylemek mumkindir. Bu farkin en fazla sorulu ders kitabini alan grup lehine
gorilmesi, sorularin bilgi diizeyi erisi puanlarini anlamli olarak etkiledigi sonucuna baglanabilir

Gruplar ve Uygulama Diizeyindeki Erisi

Tablo 21.

Gruplarin Algilama Unitesi Uygulama Diizeyi Erisi Puanlarina Ait Varyans Analizi.

Varyansin Kaynagi Kareler Toplami Serbestlik Derecesi  Ortalama Kareler Toplami F
Gruplar Arasi 36.70 2 18.35 4.37*
Gruplar igi 465.86 111 4.20

Toplam 502.56

p <.01

Yapilan varyans analizi sonuglarina gore, bulunan F degeri .01 dizeyinde gruplar arasinda uygulama diizeyi
erisisi bakimindan anlamli bir farkin oldugunu gostermektedir. Bu farkin hangi gruplar arasinda oldugunu
belirlemek icin t testine basvurulmustur. Bu veriler Tablo 22’de gdsterilmistir.

Tablo 22.

Gruplarin Algilama Unitesi Uygulama Diizeyi Erisi Puanlari ve t Degerleri.

Gruplar N X Erisi X ErisiS Sorusuzt Geleneksel t
Sorulu 38 3.34 lile2=.48 .49 8.00* 27.40*
Sorusuz 38 2.86 2ile3=.89 .54 - 14.63*
Geleneksel 38 197 1lile3=1.37 42 - -
*p <.05

Tablo 22’deki verilere gore .05 anlamlilik diizeyi ve ‘74’ serbestlik derecesinde gruplar arasinda uygulama
dizeyi erisisi bakimindan anlamli bir fark oldugu séylenebilir. Bu sonuglara gore, metinden 6grenme ilkelerine
gore sorulu, sorusuz sekilde hazirlanan ders kitaplarinin geleneksel kitaba gore kavrama dizeyindeki erisiyi
anlamli sekilde etkiledigini soylemek mimkiindiir. Bu farkin en fazla sorulu ders kitabini alan grup lehine
gorilmesi, sorularin bilgi diizeyi erisi puanlarini anlamli olarak etkiledigi sonucuna baglanabilir.
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Gruplar ve Hatirlama (Kalici izli Davranis Degisikligi)

Tablo 23.

Gruplarin Algilama Unitesi Toplam Diizeyde Kalicilik Puanlarina Ait Varyans Analizi.

Varyansin Kaynagi Kareler Toplami Serbestlik Derecesi  Ortalama Kareler Toplami F
Gruplar Arasi 1145.07 2 572.54  57.20*
Gruplar igi 1111.18 111 10.01

Toplam 2256.25

p <.01

Yapilan varyans analizi sonuglarina goére, gruplarin toplam dizeydeki kalicihk puanlari arasinda .01
manidarlik diizeyinde anlamli bir farkin oldugu goérilmektedir. Bu farkin hangi gruplar arasinda oldugunu
belirlemek igin t testine basvurulmustur. Bu veriler Tablo 24’te gosterilmistir.

Tablo 24.

Gruplarin Algilama Unitesi Toplam Diizeyde Kalicilik Puanlari ve t Dederleri.

Gruplar N X Erisi X ErisiS Sorusuzt Geleneksel t
Sorulu 38 26.23 1lile2=3.87 .69 48.37* 86.22*
Sorusuz 38 2236 2ile3=3.89 74 - 43.22%*
Geleneksel 38 18.47 1lile3=7.76 74 - -
*p <.05

Tablo 24’deki verilere gore .05 anlamhlk dizeyi ve ‘74’ serbestlik derecesinde gruplar arasinda toplam
dizeydeki erisiyi anlamh sekilde etkiledigini séylemek mimkiindiir. Bu sonuglara gére, metinden 6grenme
ilkelerine gore sorulu, sorusuz sekilde hazirlanan ders kitaplarinin geleneksel kitaba goére toplam diizeydeki
erigiyi anlamli sekilde etkiledigini soylemek mumkiindiir. Bu farkin en fazla sorulu ders kitabini alan grup lehine
gorilmesi, sorularin toplam erisi puanlarini anlaml olarak etkiledigi sonucuna baglanabilir.

Bulgular, arastirmanin baslangicinda toplam erisileri, bilgi, kavrama, uygulama ve kalici izli davranis
degisikligi bakimlarindan gruplar arasinda metinden 6grenme ilkelerine gére hazirlanan ders kitaplarinin daha
etkili oldugu varsayimlarini desteklemistir.

Lise psikoloji dersinde metinden 6grenme ilkelerine goére hazirlanan ders kitabinin kullanildigi grup ile, bu
ilkelere gore yazilan ancak sorularla desteklenmis olan kitabin kullanildigi grubun toplam erisileri ile geleneksel
ders kitabinin uygulandigi grubun;

e Toplam erisileri arasinda,

o Bilgi diizeyleri erisisi arasinda,

e Kavrama diizeyi erisisi arasinda,

e Uygulama diizeyi erisisi arasinda ve

e Kalici izli davranis degisikligi (hatirlama) bakimindan aralarinda anlamli bir fark vardir.

Denencelerin elde edilen bulgular ile desteklenmesi, metinden 6grenme ilkelerine gére hazirlanan ve
sorular ile desteklenen ders kitaplarinin, geleneksel kitaplara gore, 6grenci basarisini arttiran ozelliklerine
baglanabilir. Bu sekilde hazirlanan ders kitaplari 6grencileri calismaya guduleyerek, konu alt basliklarinda temel
kavramlar, 6rnek deneyler, 6zetler, sorular, aralikh tekrarlar yolu ile bilgilerin pekistirilmesinde ve hatirlamanin
giclendirilmesinde etkili olmustur denebilir. Konularin anlamli bir sekilde diizenlenip, aciklandigi, 6grencinin
ilgisini ceken bir tarzda sunuldugu, alt bashklarin 6grenilmesinin, bitiiniin 6grenilmesinde etkili oldugu ve konu
sonlarinda testler yolu ile 6grenmenin pekistirildigi 6grenme yasantilari esnasinda kazanilan bilgiler daha kalici
olabilmektedir.

Tartisma, Sonug ve Oneriler

Metinden 6grenme ilkelerine gore hazirlanan sorusuz, bu ilkelere gore yazilan ancak sorularla desteklenmis
olan ders kitaplarinin, geleneksel ders kitabina goére 6grenci erisisi lzerindeki etkilerini degerlendirmek
amaciyla yapilan bu arastirmada;

1. Metinden 6grenme ilkelerine gore hazirlanan sorulu ve sorusuz ders kitaplarinin, geleneksel ders kitabina
gore toplam erisi Gzerinde daha fazla etkisi oldugu gorilmdstir. Bu etki en fazla sorulu ders kitabi kullanan
grup lehine olmustur.
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2. Metinden 6grenme ilkelerine gore hazirlanan sorulu ve sorusuz ders kitaplarinin geleneksel ders kitabina
gore bilissel alanin bilgi diizeyinde daha etkili oldugu belirlenmistir. Bu etki en fazla sorulu ders kitabini
kullanan grup lehine bulunmustur.

3. Metinden 6grenme ilkelerine gére hazirlanan sorulu ve sorusuz ders kitaplarinin, geleneksel ders kitabina
gore, 6grencilerin kavrama diizeyi erisileri tizerinde daha etkili oldugu gorilmdstir. 1. Ginitede (Gudilenme)
gruplar arasinda goérilen anlamh fark, sorusuz ders kitabini kullanan grup lehine bulunmustur.

4. Metinden 6grenme ilkelerine gére hazirlanan sorulu ve sorusuz ders kitaplarinin, geleneksel ders kitabina
gore, 6grencilerin uygulama dizeyi erisileri Gizerinde daha etkili oldugu goérilmustir. Bu etki, en fazla sorulu
ders kitabini kullanan grup lehine bulunmustur.

5. Metinden 6grenme ilkelerine gére hazirlanan sorulu ve sorusuz ders kitaplarinin, geleneksel ders kitabina
gore kalicilik bakimindan 6grencilerin toplam erisileri lizerinde daha etkili oldugu gorilmustir.

Gruplar arasinda, metinden 6grenme ilkelerine gére hazirlanan sorusuz ve sorularla desteklenen gruplarda,
geleneksel ders kitabini alan gruba gore, 6zellikle sorulu grup lehine ¢ikan anlamh fark hem metinden 6grenme
ilkelerine hem de zihinsel alanin bilgi, kavrama, uygulama diizeylerine uygun sekilde hazirlanan 6grenmeyi
destekleyen sorulara baglanabilir. Bloom, Englehart, Furst, Hill ve Krathwohl (1956) bilissel, duyussal ve psiko-
motor olmak lizere li¢ dgrenme tiiriinden sdz etmistir. Ogrenme diizeylerini temele alarak bu alanlari alt
basliklara ayirmistir. Calismada Bloom vd.’nin (1956) geleneksel taksonomisinde zihinsel alanla ilgili bilgi,
kavrama, uygulama analiz, sentez degerlendirme dlzeylerinden ilk ¢ basamagin ¢alisilmasinin nedenleri,
egitimde istendik davranislarin basitten karmasiga asamali bir sekilde siralanmalari ve bu dlzeydeki
ogrenmelerin, st dizey bilissel 6grenmeler icin 6n kosul olmalari ile agiklanabilir. Metinden 6grenme
ilkelerinin bilgi, kavrama, uygulama dizeylerindeki etkisini arastiran bu g¢alismanin sonuglar analiz, sentez ve
degerlendirme dizeyleri icin yeni ders kitaplarinin hazirhgina katki getirebilir. Metinden 6grenme ilkelerine
gore hazirlanan ders kitaplarinin, geleneksel ders kitabina gore kalicilik bakimindan 6grencilerin toplam erisileri
lizerinde daha etkili olmasi, gruplar arasinda goérilen anlamli farkin, sorulu ders kitabini kullanan grup lehine
bulunmasi ders kitaplarinda, metinden 6grenme ilkelerinin, Ozellikle gorsel dizenin ve O6grenilenlerin
alistirmalar ile desteklenmesinin 6nemini vurgulamaktadir. Bodur (2016) kitaplarda yazi ve goriintinin birbirini
tamamladigini ve yazilarin gorsel 6gelerle desteklenmesi ile konularin daha kolay anlasildigini vurgulamaktadir.

Dindar (1995); Ergin ve Goziitok (1996) arastirmalarinda, 6gretmenlerin ders kitaplarinda 6grencinin
dikkatini c¢eken, ilging bilgiler veren, gorsel Ogelere yer verilmedigini, ders kitabinin hazirhg ve basimi
asamalarinin konu uzmanlari tarafindan ele alinmasi gerektigini vurgulamislardir. Kabapinar (2001), Turk ve
ingiliz Fen kitaplarini gorsel 6geler agisindan karsilastirdigi arastirmasinda, ingiliz ders kitaplarinda bulunan
gorsel 6gelerin, Turkiye'deki kitaplarda kullanilanlardan ti¢ kat daha fazla oldugunu belirtmistir. Sahin (2004)
kitabin icerdigi metinlerin gorsel malzemeyle ¢ekici hale geldigini belirtmis, Coskun (2003) ¢alismasinda, icerigin
resim, fotograf, grafik, tablo ve sekillerle desteklenmesinin 6nemini vurgulamistir. Duman (2003) kitap
iceriginin, giincel, objektif, ezber yerine, bireyi diisindiirmeye yonlendiren problemi ¢6zmeyi, kesfetmeyi ve
elestirel diisinmeyi gelistirmesinin ve kitaplarin metinden 6grenme ilkelerine uygun hazirlanmasinin énemini
belirtmistir.

Cerci'de (2016) ders kitaplarinda yer alan etkinlikleri amag, icerik, 6gretmen, 6grenci sorumlulugu ve sorular
seklinde temel unsurlari ile kitaplarin egitimdeki temel roliinii vurgulamistir. Bu ¢alismalarda da goruldigi gibi,
ders kitaplari metinden 6grenme ilkelerine gore dizenlendiginde, 6grenci basarisini arttirmaktadir. Ders
kitaplari icerik, anlatim, gorsellik ve 6gretim acisindan cok iyi diizenlenmelidir. Metinden 6grenme ilkeleri, bu
niteliklerin tamamlanmasinda ¢cok énemlidir.

Calismada, metinden 6grenme ilkelerine gore hazirlanan ders kitaplarinin, geleneksel ders kitabina gore
toplam erisi Gzerinde daha fazla etkide bulundugu sonucu bulundugundan, 6gretmenler 6grenme yasantilari
esnasinda Ogrenci basarisi ve egitimde verimin artmasi bakimindan bu ilkeleri esas alan kitaplari
kullanmalidirlar.

Metinden 6grenme ilkelerine gére hazirlanan sorusuz ve bu ilkelere gore hazirlanan sorulu ders kitaplarinin,
geleneksel ders kitabina goére bilissel alanin bilgi, kavrama, uygulama dizeylerinde daha fazla etkisi
belirlendiginden, orta Ogretim ders kitaplarinda yer alan konularin ayri ayri bu diizeylerdeki hedefler
cercevesinde yeterlilikleri degerlendirilmelidir.

Metinden 6grenme ilkelerine gbre hazirlanan ders kitaplarinin geleneksel kitaplara goére 6grencilerin
kavrama diizeyi erisileri Gzerinde daha etkili oldugu sonucu bulundugundan 6grencilere ¢alismalari esnasinda
kullandiklari ders notlari aracihigi ile bilgi basamaginda elde ettikleri davranislara dayali 6rnegin yorumlama,
eslestirme, drnekler verme gibi davranislar yapmalarina firsat verilmelidir.
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Metinden 6grenme ilkelerine gore hazirlanan sorusuz ve sorularla desteklenen ders kitaplarinin, geleneksel
ders kitabina gore, 6grencilerin uygulama diizeyi erisileri lzerinde daha etkili oldugu gorildigiinden, orta
o6gretimde psikoloji ve diger derslerde kullanilan kitaplarda yer alan boliimlerin, bilissel alanin uygulama diizeyi
ile ilgili hedefleri, metinden 6grenme ilkelerine dayali olarak goézden gegirilerek diizenlemeler yapilmal,
6grenciye her ders icin problem ¢6zme 6riinttsini kullanacak firsatlar verilmelidir.

Metinden 6grenme ilkelerine gore hazirlanan sorusuz ve sorularla desteklenen ders kitaplarinin, geleneksel
ders kitabina gore hatirlama bakimindan 6grencilerin toplam erisileri tizerinde anlamli etkisi bulundugundan bu
ilkelere gore, ders kitaplari diizenlenirken, 6grenilenlerin kalicihigini arttiran alistirmalar 6zenle hazirlanmalidir.

Ders kitaplari, bilgi yukleyici, ezbercilige dayanan geleneksel yontem anlayisi yerine, program gelistirme
¢alismalarinda, degisen amaglarin gbz 6niinde tutuldugu, diizenlenmeler yapilarak yenilenmelidir.

Metinden 6grenme ilkelerini kapsayan ders kitaplari ile ilgili yeni arastirmalar, daha genis gruplar lizerinde
farkh okul ve farkli sinif diizeylerinde yapilabilir. Bu ilkeleri esas alan kitaplarin, kalici izli davranis degisikligi
bakimindan etkisini daha uzun sireler icinde arastiran yeni ¢alismalar dizenlenmelidir. Ders kitaplarindaki
etkinlikler bilissel istem diizeyini arttirmalidir.

Bilissel alanin bilgi, kavrama, uygulama diizeyleri {izerinde etkisi oldugu belirlenen metinden 6grenme
ilkelerinin, alanin analiz, sentez, degerlendirme gibi ileri dlizeyleri Gizerinde de etkili olup olmadigini belirleyecek
¢alismalar planlanmalidir.
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Social studies is a course that enables students to play an active role in the society, and be able to have an
in-depth interpretation of social life. This is because they acquire the knowledge, skills, attitudes and values
that are necessary to become an active citizen by means of this course. Furthermore, the course also aims at
raising students who are aware of problems that exist at the national and global levels, are sensitive to these
problems, and can take part in figuring out a solution for them. In this way, great emphasis is laid on students'
self-awareness of the social life.

Social studies is seen as an area of study that ensure students' participation to the society and highlight
their development of social relationships (Shamsi, 2004), in which social and humanistic sciences are integrated
to improve their citizenship competencies and the subject matters of these sciences are simplified in a way that
is suitable to the students' levels (Akdag, 2009; NCSS, 1994, cited in Stockard, 1995). It is a course that help
students gain knowledge, comprehend the instructional processes and become active citizens (Zarillo,
2012/2016). In other words, this course covers subject matters related to real life and the society by
considering students' comprehension levels (inan, 2014). The social studies course attempts to deliver the
academic knowledge produced in social sciences in a simplified way by taking into account students'
developmental levels, readiness, interests and needs (Kabapinar, 2009). Accordingly, social studies is a course
the contains areas of social sciences such as history, geography, philosophy, sociology, anthropology, law,
archaeology and economy.

The social studies course includes knowledge, skills, values and beliefs (Maxim, 2006). The course also
covers skills such as questioning, thinking, language arts, visual arts, performing arts, technology and
participation. Social and current issues in daily life are discussed in the scope of the social studies course. By
means of these subject matters included in the course, it is aimed to raise citizens who have gained democratic
values, become aware of their responsibilities and developed thinking skills. To put it differently, this course
features the acquisition of citizenship values that lead to an understanding of citizenship (Deveci & Cengelci,
2008; Zarillo, 2012/2016). Moreover, in the course, students are taught communicative skills to create a
democratic society and active participation skills to become the global citizens of the 21st century, apart from
analysing and problem-solving skills (Burz & Marshall, 1998). Therefore, the content of the course should be
delivered by providing multi-cultural and global perspectives, interpreting phenomena and events in relating
with the past, present and future, and encouraging students to use the knowledge and skills necessary to cope
with difficulties they may encounter in life (Merryfield & Remy, 1995).

The objective of the social studies course is to enable students to develop their social understanding (i.e.
knowledge related to the society) and citizenship competencies (i.e. democratic citizenship) (Parker, 2011). In
the framework of this objective, the social studies course make students be aware of social problems,
understand why the solution of problems is not easy, and address the values and possible solutions that need
to be considered (Preston, 1974, cited in Kilicoglu, 2009). The outcomes that the social studies course aims to
achieve can be listed as follows (Chapin, 2006):

e Gaining the knowledge that students and the society need in social sciences

e Gaining the skills such as creative and critical thinking, reading and writing

o Adopting the values needed in democratic societies such as equality, justice and freedom

e Developing citizenship and social participation that include active involvement in school and the classroom

In social studies education, outcomes are discussed under the titles of knowledge, skills, attitudes-values
and social participation. These titles that constitute the universal objectives of social studies can be explained
as follows (Michaelis & Garcia, 1996 cited in Oztiirk 2006):

e Knowledge: It includes the knowledge that citizens need, and is obtained through the requirements of
scientists, current issues, individuals and the society.

o Skills: They pertain to the efforts, thinking and interpersonal skills that are necessary for active citizenship.

e Attitudes-values: They are related to the attitudes and values that are necessary for democratic citizenship.

e Social participation: It covers the development of individual, social and political skills to gain the knowledge,
skills and values for social participation.

The national objectives of the social studies course are determined when the universal objectives of the
course are interpreted by countries in a way to fit into their contexts form (Oztiirk, 2006). In this respect, this
course that has been taught with the title of social studies in the Turkish context since 1968 has particular
objectives that need to be achieved at the national level. The national objectives of the social studies curricula,
as stated by the Turkish Ministry of National Education (MEB, 2018), include educating students who love the
nation and the motherland, and know their rights and responsibilities as well as democratic rules. In addition,
the national objectives also emphasise following Ataturk's principals and revolutions, being willing to maintain
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modern values, adopting the superiority of law and equality before the law, formation of a national
consciousness, perception of change and sustainability, and critical thinking skills. Moreover, it is stated that
students should be taught to be sensitive to environmental and social issues, pay attention to national
economy, use information and communication technologies effectively, mind scientific ethics, develop their
communicative skills for participation, and become virtuous people with self-awareness. According to the 2018
social studies curriculum, students are expected to acquire knowledge and skills with regard to communication
in the mother tongue and foreign languages, mathematical and technological competencies, digital
competency, learning how to learn, social and citizenship-related competencies, taking initiative and
entrepreneurship, and cultural awareness. Additionally, students are expected to gain the basic values of
justice, friendship, honesty, patience, love, responsibility, patriotism and helpfulness.

Determining the extent to which these objectives and outcomes of the social studies curriculum are
achieved and, if not achieved, revealing the reasons behind are of significance for the success of the
curriculum. This is because students' acquisition of the outcomes at the end of the instructional process is an
indicator of the fact that the objectives of the program are achieved. In this sense, there is a need to address
the objectives of the social studies curriculum based on the views of elementary school teachers as the
practitioners, and identify the problems encountered with respect to the outcomes. The outcomes of the
curriculum form the basis for selecting and organising the content, implementing and assessing the
instructional process effectively.

In the literature, there are studies that determine the views on the social studies curriculum (Doganay &
Sari, 2008; Giiltekin, Glirdogan-Bayir & Go6z, 2004; Yapici & Demirdelen, 2007), focus on the outcomes in a
learning domain within the social studies course (Cakmak & Taskiran, 2015), evaluate the social studies
outcomes taxonomically (Demir, 2015; Gazel & Erol, 2012), report the effect of different instructional
approaches on the outcomes in the social studies course (Gloria & Afolabi, 2013; Gultekin, 2005; McCulley &
Osman, 2015), and compare the outcomes implemented in different periods (Okta, 2008). However, no studies
have been found determining the problems encountered with regard to the outcomes of the social studies
curriculum. In this respect, the aim of this study was to determine the outcomes in which problems were
encountered in terms of achievement, and reveal the problems experienced in this process. The following
research questions were addressed based on this aim:

e What are the outcomes of the social studies course that students have difficulty in achieving based on
elementary school teachers' views?

e What are the problems that make it difficult to achieve these outcomes based on elementary school
teachers' views?

e What are the suggestions of elementary school teachers for the achievement of these outcomes?

Method

Research Design

Mixed-method approach was adopted in this study. Mixed methodology refers to combining quantitative
and qualitative methods to expand a research question (Creswell, 2009). More specifically, explanatory
sequential design, a kind of mixed-method design, was employed in the study. Explanatory sequential design
initially starts with gathering and analysing quantitative data. In the following step, qualitative data are
gathered and analyzed. The researcher then interprets how the qualitative results explain the quantitative
results (Creswell & Plano Clark, 2011/2014). In the present study, explanatory sequential design was preferred
because elementary school teachers' views on the outcomes in which students have difficulty in achieving in
the social studies course were to be determined by means of the quantitative research method, and the
problems experienced with regard to these outcomes were to be revealed through the qualitative research
method.

Participants

The quantitative data of the study were gathered from elementary school teachers who worked in the
Tepebasi district of Eskisehir province, and who taught elementary fourth graders and were selected through
simple random sampling. A total of 120 elementary school teachers participated in the quantitative part of the
study. Eighty-seven of the participants were female and 33 were male. On the other hand, the qualitative data
were collected from 18 elementary school teachers among the larger group who stated to have had problems
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in achieving the social studies course outcomes. Criterion sampling was used to gather the qualitative data, and
having had problems with regard to the outcomes was set as the criterion. Twelve of these teachers were
female and six were male, and 10 were graduates of elementary education programs while the remaining eight
graduated from other faculties. While four of these elementary school teachers had a professional experience
of 10-15 years, four teachers had 16-20 years, six teachers had 21-25 years, one teacher had 26-30 years, two
teachers had 35-40 years and one teacher had 41 years of teaching experience.

Data Gathering Process and Instruments

The data were gathered by following two steps. In the first step, the quantitative data were obtained, and
in the second step, the qualitative data were collected. These steps can be further elaborated as follows:

Gathering the quantitative data: A questionnaire developed by the researcher was employed in the
collection of the quantitative data. After the questionnaire was drafted, it was presented to field experts for
feedback. The opinions of 13 field experts, five of whom were from curriculum and teaching, five from
elementary education and three from social studies education, were taken. They were asked to evaluate the
questionnaire based on the aims of the study. Considering the modifications suggested by the experts, the
instruction section was modified and the questionnaire was finalised. Furthermore, the questionnaire was
piloted with ten elementary school teachers who were not included in the main study. These teachers did not
state any problems regarding the questionnaire. This questionnaire consisted of 33 outcomes included in the
social studies curriculum. The elementary school teachers were asked to respond to the items in the
questionnaire in the form of yes, partly yes and no regarding whether or not they experienced any problems in
achieving the course outcomes. The data were gathered by the researcher herself. The researcher firstly
explained the aim of the study to the teachers, and then asked them to fill in the questionnaire for any
problems related to the outcomes based on their observation of students. While the teachers were responding
to the items of the questionnaire, the researcher determined those who had problems regarding the
outcomes.

Gathering the qualitative data: Semi-structured interviews were used in the study to gather the qualitative
data. The semi-structured interview form was developed after the quantitative data were analysed. It
contained ten questions towards the problems that the elementary school teachers experienced in attaining
five outcomes, and their suggestions for the solutions of these problems. The interview questions were also
presented to the same field experts for their feedback, and accordingly, the necessary modifications were
made on the interview form. The interviews were individually conducted by the researcher herself, and ranged
from 9 to 45 minutes.

Data Analysis

In the study, the quantitative data obtained through the questionnaire were analysed by using SPSS.
Frequency, a kind of descriptive statistics, was used in the analysis of these data. Accordingly, the outcomes
that were included in the social studies curriculum and in the ones which there were problems in the
instructional process were determined. The outcomes to which the elementary school teachers responded as
"yes" were addressed in this scope. As for the analysis of the interview questions prepared based on the
outcomes determined, descriptive analysis was used. MAXQDA was utilised to analyse the qualitative data. The
themes related to the outcomes in the interview questions were formed. The problems and relevant
suggestions were coded under these themes.

Following the interviews, the coding process was conducted independently by the researcher and another
researcher who was an expert in social studies education, and then the codes were compared to finalise the
analysis of the qualitative data based on discussions. Besides, the teachers who participated in the study were
represented with numbers (e.g. T1, T2, etc.) while presenting the qualitative findings.

Results
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Outcomes That Teachers Stated to Have Problems in the Social Studies Curriculum

Based on the data obtained through the questionnaire, the outcomes problematic to achieve were

determined. Accordingly, the teachers' views on the outcomes are presented in Table 1.
Table 1.

Frequency Distribution of the Outcomes in Terms of Having Problems in the Instructional Process.

§
>
8
o » =
Z  Outcomes g 5 S
Individual and the Society
1 Students make inferences about individual identity by examining an official identity document. - 15 105
2 Students put the main events of their lives in a chronological order. - 10 110
3 Students know their individual interests, needs and abilities. - 35 85
4 Students put themselves into the shoes of other individuals who have different characteristics. 12 73 35
5 Students respect the different characteristics of other individuals. - 44 76
Culture and Heritage
6 Students draw a family tree of their past by using verbal, written and visual resources as well as - 18 102
objects.
7 Students provide examples by examining the elements that reflect the national culture in their - 38 82
families and environment.
8 Students compare the traditional children's games with the current ones in terms of change and - 22 98
continuity.
9 Students understand the importance of the War of Independence considering the lives of the - 55 65
heroes.
People, Places and Environments
10 Students make inferences about the location of a place in their environment. 19 58 43
11 Students draw a sketch of the places they use in their daily life. - 38 82
12 Students distinguish the natural and humanistic elements in the environment where they live. - 10 110
13  Students observe the weather events in their environment, and express the findings in illustrated - 24 96
graphics.
14  Students make inferences about the geographical characteristics of their environment. - 51 69
15 Students take the necessary precautions for natural disasters. - 46 74
Science, Technology and the Society
16  Students classify the technological products in the environment based on their usage areas. -1 109
17 Students do research about the inventors of the technological products they use and the 11 66 43
development of these products in the course of time.
18 Students compare the usage of technological products in the past and present. - 20 100
19 Students generate ideas for designing unique products based on the needs in their environment. 15 62 43
20  Students use the technological products without harming themselves, others and the nature. - 47 73
Production; Distribution and Consumption
21 Students make conscious choices by distinguishing wishes and needs. - 32 88
22 Students recognise the main economic activities in their families and environment. - 33 87
23 Students exhibit conscious consumer behaviours as responsible individuals. - 35 85
24 Students form a sample budget of their own. - 58 62
25  Students use the resources around them without wasting. 13 66 41
Active Citizenship
26  Students become aware of their rights as children. - 14 106
27  Students take the responsibility of their words and actions in the family and school. - 55 65
28  Students recommend the educational and social activities that they regard as necessary in school - 59 61
life.
29  Students explain the relationship between their country's independence and individual freedom. - 34 86
Global Links
30 Students know various countries around the world. - 32 88
31 Students comprehend Turkey's relations with its neighbours and other Turkish republics. - 42 78
32 Students compare the cultural elements of other countries with those of our country. - 50 70
33  Students respect other cultures. - 33 87
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As shown in Table 1, the outcomes included in the fourth grade social studies curriculum are presented
according to learning domains. In this regard, 12 of the elementary school teachers stated that they had
problems in the outcome “Students put themselves into the shoes of other individuals who have different
characteristics.” under the learning domain “Individual and the Society”, while 73 teachers reported to partially
have problems in this outcome. Nineteen elementary school teachers expressed to have problems regarding
the outcome “Students make inferences about the location of a place in their environment.” under the learning
domain “People, Places and Environments”, whereas 58 teachers said they partially had problems. The
elementary school teachers also stated to have problems related to the outcomes “Students do research about
the inventors of the technological products they use and the development of these products in the course of
time.” and “Students generate ideas for designing unique products based on the needs in their environment.”
under the learning domain “Science, Technology and the Society”. For the former outcome, 11 elementary
school teachers reported to have problems and 66 said to have problems partially, while for the latter outcome
15 teachers asserted that they had problems and 62 teachers said they had problems only partially. Thirteen
elementary school teachers indicated that they had problems in the outcome “Students use the resources
around them without wasting.” under the learning domain “Production, Distribution and Consumption”, but 66
teachers stated that they partially had problems. The elementary teachers were found to partially have
problems in the outcomes under the learning domains “Culture and Heritage”, “Active Citizenship” and “Global
Links”. Based on the data presented in Table 1, it can be concluded that most of the elementary school
teachers fully had problems in five of the 33 outcomes included in the social studies curriculum.

Problems Experienced in Relation to the Outcomes, and Solutions

Based on the findings obtained in the study, the outcomes in which the elementary school teachers had
problems are represented in Figure 1.

E E

Students put themszzlves into the shoes of other Students use the resources around them without
individuals who have different characteristics, viasting.

Problems Experienced in Relation to the Outcomes

B— —B
Students make inferences about the location of 3 place Students generate ideas for designing unique products
in their environment, @ bazed on the needs in their environment.

Students do research about the inventors of the
technological products they use and the development of
these products in the course of time.

Figure 1. Outcomes that teachers stated to have problems in the social studies curriculum.
As is seen in Figure 1, the teachers were found to have problems related to the outcomes “Students put

themselves into the shoes of other individuals who have different characteristics.”, “Students make inferences
about the location of a place in their environment.”, “Students do research about the inventors of the
technological products they use and the development of these products in the course of time.”, “Students
generate ideas for designing unique products based on the needs in their environment.” and “Students use the
resources around them without wasting.”

The problems experienced by the teachers with regard to the outcomes and the solutions they put forward
are presented in Table 2.

As is seen in Table 2, the problems experienced with regard to the outcome of students' put themselves
into the shoes of other individuals who have different characteristics included the parents' perspective, not
having received preschool education, school-parent conflicts, students' prior learning, computer games, having
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been raised as selfish individuals and the abstractness of the outcome. As one of the teachers who thought that
parents' perspectives had negative effects in the achievement of this outcome said, “I think this is because of
the child's parents' perception till that time. It is not easy to change this. Whatever you say, his mind is
processed with ethnic discrimination. | had great difficulty in this respect (T9),” another teacher said, “The
parents' perspective imposes the child not to play with that particular peer, and the child does as he/she is
told. It is because of the parents (T18).” One of the teachers who referred to the disagreements between the
school and parents as a problem said, “When the child goes home, he/she tells his/her parents, 'My teacher
does not confirm what you say, he/she says something different.' At this point, we don't know what parents
say. Children sometimes feel trapped between parents, the school and the society. Most of what we teach
doesn't comply with the society, and that's why children are usually in a dilemma (T8).” The same teacher also
thought that students' prior learning was another issue, and said, “Children have certain behaviours due to
their prior learning experiences. They don't want to change them. They want to maintain them and think that
they are right. | had great difficulty in this respect (T8).” One of the teachers who argued that the outcome was
abstract for that age group said, “I think it's too abstract. It's quite difficult to think from the perspective of
another person. Children can't do this due to their age (T17).”

Table 2.
Problems Experienced in the Outcomes of the Social Studies Curriculum, and Solutions.

Outcomes

Problems

Solutions

Students put themselves into
the shoes of other individuals
who have different
characteristics.

Students make inferences
about the location of a place
in their environment.

Students do research about
the inventors of the
technological products they
use and the development of
these products in the course
of time.

Students generate ideas for
designing unique products
based on the needs in their
environment.

Students use the resources
around them without wasting.

Parents' perspective

Not having received preschool
education

School-parent conflict
Students' prior learning
Computer games

Having been raised as a selfish
person

Abstractness of the outcome
Students' knowing only about their
immediate environment
Abstractness of the outcome

Including words of foreign origin
Students' not being interested in
research

Being loaded with information
Unable to understand the
characteristics of previous periods
Readily-available information being
presented

Limited imagination

Misguidance of teachers

Low level of awareness
School-parent conflict

Parental education
Diversifying the activities
Opportunity training

Organising field trips

Using materials

Expressing the outcome in a
concrete way

Reading books

Setting a model

Using reinforcers

Giving examples from Turkish
scientists

Forming a free environment
Having students to play creative
games

Using the laboratory

Enabling students to think
Parental education

Setting a model

Organising campaigns

The elementary school teachers stated that the problems regarding this outcome could be solved through
parental education, opportunity training and conducting various activities. One of the teachers who suggested
parental education said, “I think parents should also be trained related to this issue. There should be seminars
from time to time (T1),” while another teacher referred to his/her previous experience and said, “Parental
education should come into play. It is not about one person being of importance, but everybody. I'm from
Istanbul. Parents' educational level was lower there, but they could be guided more easily. Here, it is difficult to
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guide the parents. They always say 'we already know about it'. They don't accept their mistakes at all. That's
what | find difficult the most (T7)”. One of the teachers who suggested diversifying the activities as a solution
for the problems regarding this outcome said, “There should be more activities like drama, theatre, etc.
because these are more effective (T11)”. Whereas another teacher said “Physical activities classes can be
increased so that students can spend more time out with friends. They can visit the elderly. They can go to
animal shelters. The legal procedure for visiting such institutions can be facilitated (T10).” On the other hand,
the elementary school teacher who emphasized the opportunity training said “Today, learning resources are
abundant. Yet, developing a behaviour, the educational dimension is more difficult. Details are not missed in
this dimension, not even the ones that you miss. Therefore, you need to intervene with everything and be fair
(T4).”

All of the teachers expressed abstractness as a problem for the outcome that aims to enable students to
make inferences about hte location of a place in their environment. One of the teachers who touched upon this
issue referred to students' cognitive developmental levels and said, “They can't comprehend the concept of
direction. The class remains too abstract. Problems emerge in this age group due to lack of experience. It is
difficult for them to visualise this in their minds (T17).” Another teacher who thought that this outcome was
abstract said, “This subject matter is too difficult for them to overcome (T10).” Emphasising the lack of real-life
connection, another teacher said, “When the environment differs, learning doesn't occur. It remains too
abstract. It can't be conveyed to real life (T9).”

The elementary school teachers stated that the problem about this outcome due to its abstractness can be
solved by organising field trips, using materials and making the outcome more concrete. One of the teachers
who mentioned field trips referred to students' experiential learning by saying, “It should go beyond the
classroom. Field trips can thus be an opportunity. Children learn these in field trips by experiencing them at
first hand. Trips and observations should be included. Therefore, it is not something that we can teach in the
classroom (T15).” Another teacher who stated similar views said, “Field trips should be organised... | think that
children can learn these by only going out and seeing the actual places individually (T7).” One of the teachers
who thought using materials can contribute to the teaching of this subject matter said, “A variety of materials
should be used. The topic can be taught by also using different places (T11).” Another teacher who said, “It
should be made simple. It should be at the level in which children can understand and feel it (T10),” argued
that the outcome should be more concrete and be expressed in a way children can understand.

The problems that the elementary school teachers expressed for the outcome “Students do research about
the inventors of the technological products they use and the development of these products in the course of
time.” were including words of foreign origin, and were related to students' not being interested in research,
being loaded with information, and not being able to understand the characteristics of previous periods. One of
the teachers, who thought the words of foreign origin, or in other words the names of scientists/inventors
were problematic, said, “But they had great difficulty about these foreign scientists. They couldn't remember
the names (T16),” while another teacher said, “Another thing is there are a lot of foreign names. Pronunciation
is also a problem. It's difficult for them to remember these names (T4).” The teacher who referred to students'
not being able to understand the characteristics of previous periods said, “When we have everything like a cell
phone, landline and the Internet, they have difficulty in understanding how people used to communicate with
letters or birds (T3).”

For this outcome to be achieved, the teachers provided suggestions such as reading books, setting a model,
using reinforcers and giving examples from Turkish scientists. One of the teachers who highlighted the
importance of reading said, “Children's imagination should be fostered. We should make them feel that they
can do something. In this way, we can motivate them. We shouldn't just say 'Read!', the one who says this
should also do it. Children should see their parents reading. Parents should also be productive. So should be
the teachers. We shouldn't hinder their curiosity or discourage them. We should ask them questions and take
the questions they ask to us seriously. We set a model for them (T15),” and thus stated the necessity for both
parents and teachers to be a model. Another teacher who mentioned giving examples from Turkish scientists
said “We should get down to our essence and start from there. We should start from our own scientists (T10)".
One of the teachers who thought reading books was important featured the negative effects of technology by
saying, “I think children should get away from technology, and read books instead (T18).”

As for the outcome that focuses on students' generating ideas for designing a product, the teachers
mentioned problems such as presenting students readily-available information, their limited imagination, and
misguidance of teachers. In this regard, one of the teachers who perceived presenting readily-available
information as a problem said, “We present children everything. We photocopy worksheets, teach the
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subjects. We don't direct them to research that much. And everything is ready on the Internet. We don't even
need to do research... (T14).” Another teacher mentioned students' imagination, and said, “It's all about
imagination, and these children don't have it. They think they would do it wrong. They don't have any
creativity. They can stand being bored of something. They even put aside the paper by saying that they can't
draw a picture (T16).” One of the teachers who thought teachers' misguidance was a problem said, “I think this
is about teachers' guidance. They are quite influential. If they don't do anything, children can't achieve this
outcome (T8).” Another teacher who touched upon a similar issue said, “It's the teachers' misguidance. We
should believe that children can do things on their own and tell this to their parents. It may be due to teachers'
being a hard-liner (T13).”

Regarding this outcome, the elementary school teachers stated suggestions such as forming a free
environment, having students to play creative games, using the laboratory, and enabling students to think. One
of the teachers who argued that students should be encouraged to think said, “We should orient children
towards different ways of thinking. Contexts should be created for them to think. They should be asked
questions frequently (T11).” Another teacher who suggested the use of a laboratory touched upon the
implementation process by saying, “I think laboratories should be used more often. Children should see what
can be done. | think it would be beneficial in that sense (T14).” The teacher who thought playing creative
games was a solution for this outcome said, “Designing different games. Doing things that would reveal their
creative intelligence and abilities (T7).”

With respect to the outcome regarding students' not wasting resources, the teachers asserted problems
including students' low level of awareness and the conflicts between the school and parents. One of the
teachers who mentioned awareness said, “They are just not aware of it. We should first raise their awareness
(017),” while another teacher said, “They just can't understand that resources may run out. They think it is
limitless. | think they should feel the absence of certain things. Bread, water, etc. ... they should be aware that
they may harm others when they consume resources insensibly (T15).” One of the teachers who thought
school-parent conflicts could be a problem said, “The most important thing is students' showing this behaviour
outside the school. This is what differs an educated person from an uneducated one. You are an educated
person and you should set an example with your behaviours, Not just with words. With your actions and what
you do. ... Again, the actions of individuals at home are important. Parents should also be supportive in this
regard (T4).”

The elementary school teachers suggested parental education, setting a model and organising campaigns
for the problems related to this outcome. Accordingly, one teacher who thought organising campaign would
work said, “Campaigns can be started with the whole class. In this way, students can use the resources they
have more sensibly (T12).” One of the teachers drew attention to parental education by saying, “Education
starts in family. Only personality education is completed at school. We don't have a magical wand (T16).”
Similarly, another teacher who thought parental education was important said, “l think parents should be
taught, before their children. They need to know what poverty is... They need to ask their parents' help. We
should also educate parents (T14).” One of the teachers who argued that setting a model was of significance
said, “Children take their teachers as an example. Therefore, teachers need to be careful in all their behaviours
and set a model (T13),” emphasising teachers' role.

Discussion, Conclusion and Implications

The primary aim of this study was to determine the outcomes in which problems were encountered in
terms of achievement, and reveal these problems experienced in social studies instruction. The elementary
school teachers were found to have problems related to the outcomes “Students put themselves into the shoes
of other individuals who have different characteristics.”, “Students make inferences about the location of a
place in their environment.”, “Students do research about the inventors of the technological products they use
and the development of these products in the course of time.”, “Students generate ideas for designing unique
products based on the needs in their environment.” and “Students use the resources around them without
wasting.” It can thus be argued that the elementary school teachers had problems in the outcomes that aims to
gain skills such as empathy, perception of space, research and creative thinking. Similar to this finding of the
study, Gultekin, Glirdogan-Bayir and G6z (2004) reported that the outcomes included in the 2005 social studies
curriculum were partially adequate according to elementary school teachers. This finding also shows that the
outcomes in the social studies curriculum have defects regarding the acquisition of certain skills. On the other
hand, in another study by Mutluer (2013) who examined the skills in the social studies course based on teacher
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views, the teachers were found not to possess sufficient knowledge on skill acquisition in this course, and had
problems in teaching the skills specified in the curriculum. For this reason, the problems that the elementary
school teachers in the present study reported to have in skill-based outcomes could be due to their lack of
knowledge.

The elementary school teachers mentioned parents' perspectives, computer games, students' prior learning
and their having been raised as selfish individuals as the problems related to the outcome that featured
empathy and included students' thinking from the perspectives of others who have different characteristics. In
addition, they also emphasised the conflicts between the school and parents. The fact that parents affect their
children's school achievement have been demonstrated in research studies (Dam, 2008). Therefore, it can be
argued that parents can also be influential on their children's behaviours at school. Besides, family forms the
first learning environment for children. The family has great importance in the behaviours children exhibit
outside their immediate environment (Ciftci, 1991). Consequently, certain behaviours acquired in the family
environment are vitally important. Parents' attitudes towards raising a child also affect the child's being a
healthy individual (Boyaci, 2012). Parents' wrong attitudes may cause selfishness in children, and this can be an
obstacle for their showing empathy towards others. As a matter of fact, the elementary school teachers mostly
suggested parental education for this skill. Additionally, it was already reported that computer games cause
children to show less empathy (Carnegay et al., 2007 cited in Burak & Ahmetoglu, 2015). This finding overlaps
with the elementary school teachers' views in which they perceived computer games as a problem that hinder
showing empathy. In this respect, the elementary school teachers suggested parental education for this
outcome to be achieved. Family lies behind the problems that the elementary school teachers mentioned with
regard to this outcome. Activities that raise awareness towards empathy can thus be organised for parents.

The elementary school teachers expressed abstractness as a problem for the outcome “Students make
inferences about the location of a place in their environment.” that features the skill of perceiving space. In a
study on the skills specific to the social studies curriculum, social studies teachers also reported to have
problems in teaching the skills of perceiving space (Taskiran, Bas & Bulut, 2016). In this regard, teachers can be
said to have some shortcomings in teaching this skill specific to the social studies course. Furthermore, the
elementary school teachers' regarding this outcome as abstract can also be addressed in terms of its wording.
Outcomes should be suitable to students' developmental level, and be followed in a complementary sequence
(Henson, 2006). For this reason, the fact that elementary school students are in the concrete operational stage
according to Piaget's cognitive development the steps should be taken into consideration while setting
outcomes. On the other hand, the elementary school teachers suggested organising field trips, using materials
and making the outcome more concrete to make students acquire this outcome. Maps, a globe, and with the
development of technology, animations and digital maps are among the materials that can be used to develop
the skills of perceiving space. Moreover, the use of digital maps and animations has a significant contribution to
students' skills of perceiving space (Aktlirk, Yazici & Bulut, 2013). Therefore, the teachers' suggestion of using
materials can be of significance in terms of making this outcome more concrete. In this scope, elementary
school teachers should design activities in which students go through concrete experiences and use materials
accordingly by considering their developmental levels.

For the outcome “Students do research about the inventors of the technological products they use and the
development of these products in the course of time.”, the elementary school teachers emphasised the
problems such as the inclusion of words of foreign origin, students' not being interested in research, being
loaded with information, and not being able to understand the characteristics of previous periods. In Mutluer
(2013), teachers mentioned problems related to in teaching skills, and these problems were students' coming
to class without any preparation and not doing the preliminary activities about the subject matters. This could
be associated with students' not being interested in research. In the units covered in the scope of this outcome,
the names of scientists and their inventions are addressed. Students' having problems in remembering the
names of scientists and pronouncing their names were mentioned as other problems by the teachers. Yet,
since starting foreign language instruction at an early age would contribute to children's cognitive development
(ilter & Er, 2007), such activities can be implemented in parallel with foreign language classes. The primary
emphasis of the social studies course is on students' establishing a connection between the past, present and
future. For this reason, teachers should include activities by which students can perceive the characteristics of
previous periods. The elementary school teachers offered some suggestions for this outcome such as students'
reading books and giving examples from Turkish scientists. Moreover, elementary school teachers can also
make use of different instructional methods and techniques in the process of making students acquire this kind
of outcomes, and enable them to know scientists. They can thus use materials like videos and photographs.
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The elementary school teachers deemed the lack of students' imagination, teachers' misguidance and
providing students readily-available information as problems in achieving the outcome “Students generate
ideas for designing unique products based on the needs in their environment.” The critical thinking skill can be
defined as the state of using imagination (Craft, 2003). Hence, students' not using their imagination can be
regarded as a problem in gaining this skill, as also stated by the teachers in the present study. However,
teachers' including activities in which students use their imagination are of great importance in teaching this
skill. Besides, providing students with readily-available information by teachers is part of traditional teaching
methods (Ozmen, 2004). That is why, as stated by the teachers in the present study, teachers should ask
questions that make students think, make use of creative games and form free environments for them, or in
other words, use student-centered methods. In the literature, it is argued that divergent questions that would
enable students to think should be asked to develop creative thinking skills (Doganay, 2006). This is consistent
with the teachers' views in the present study. The elementary school teachers suggested the use of
laboratories in the instruction of these skills in the social studies course. In this regard, Ayva (2010) reported
that students perceived the use of laboratories in the social studies course as positive, enhanced their
performance in the class and improved their academic achievement.

As for the outcome regarding students' not wasting resources, the elementary school teachers asserted
problems that were students' low level of awareness and the conflicts between the school and parents. In the
study by Tay and Yildirim (2009), parents were reported to have the view that students should be taught the
value of sensitivity to be raised as environmentalist individuals and gain the consciousness of saving. Based on
their finding, it can be argued that parents care about the environmental and saving consciousness, and
associate this with values education. However, in the present study, the elementary school teachers stated that
parents did not apply what was learned at school. For this reason, the teachers emphasised parental education
and setting a model with regard to this outcome.

As a result, the elementary school teachers can be said to have problems in achieving the social studies
course outcomes due to different characteristics of students, teachers and parents. The teachers featured
parents at the bottom of the problems experienced, and stated that what is learned at school should be
applied at home. Furthermore, they were also aware of the problems that arise from themselves in some of
the outcomes. Therefore, elementary school teachers should use various methods and techniques that suit the
outcomes in the instructional process, and make use of various materials to make the subject matters
concrete.

The following suggestions can be offered based on the findings of the study:

e Elementary school teachers experience problems in the instruction of skills in the social studies course.
Hence, teachers' weaknesses should be determined, and in-service trainings should be organised to
improve these aspects.

e The elementary school teachers who participated in this study stated that they had problems in turning the
outcomes into practice due to parents. For this reason, the necessary seminars for families can be held, and
parental education can be provided.

e This study focused on outcomes of the social studies course. Therefore, the problems encountered in
relation to the outcomes of different courses can also be determined.

e In the present study, the problems experienced in the outcomes of social studies course outcomes were
addressed based on teachers’ views. Such problems can also be investigated by employing other data
sources and data gathering techniques.

e The problems that the elementary school teachers experienced with regard to the social studies course
outcomes can be evaluated in the scope of curriculum development studies
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TURKCE SURUM

Giris

Sosyal bilgiler, 6grencilerin toplumsal yasamda etkin olarak rol alabilmeleri ve toplumsal yasami
derinlemesine yorumlayabilmelerini saglayan derslerden biridir. Clinkii 6grenciler bu ders araciligiyla etkin
vatandas olabilmenin gerektirdigi bilgi, beceri, tutum ve degerleri kazanirlar. Ayni zamanda 6grencilerin bu
dersle hem ulusal hem de evrensel boyutta var olan sorunlarin farkinda, bu sorunlara karsi duyarl ve bu
sorunlarin ¢ézimiinde sorumluluk alabilecek nitelikte yetismesi amaclanir. Boylece 6grencilerin toplumsal
yasam anlaminda bilinglenmesi 6nemsenir.

Sosyal bilgiler, 6grencilerin topluma katilmalarini saglayan ve onlarin sosyal iliskiler gelistirmesini
6nemseyen (Shamsi, 2004), sosyal ve beseri bilimlerin 6grencilerin vatandaslk yeterliklerini gelistirmek adina
bitunlestirildigi ve bu bilim alanlarinin konularinin 6grenci diizeyine uygun olarak sadelestirildigi bir calisma
alani (Akdag, 2009; NCSS, 1994’den Akt: Stockard, 1995) olarak gérilmektedir. Sosyal bilgiler insan Uzerine
calisan, Ogrencilerin bilgi edinmesine, 6grenme siireglerini kavramasina ve etkin birer vatandas olmasina
yardimci olan bir derstir (Zarillo, 2012/2016). Baska bir ifadeyle bu ders, 6grencilerin kavrama duzeyleri
gozetilerek sosyal bilimlerin gercek yasama ve yasanilan topluma iliskin konulara yer vermektedir (inan, 2014).
Sosyal bilgiler dersi, sosyal bilimler alaninda (retilen akademik bilgiyi 6grencilerin gelisim duzeyleri,
hazirbulunusluklari, ilgi ve gereksinimlerini dikkate alarak basitlestirilmis bicimde vermeye calismaktadir
(Kabapinar, 2009). Buna gore sosyal bilgiler; tarih, cografya, felsefe, psikoloji, sosyoloji, antropolji, hukuk,
arkeoloji ve ekonomi gibi sosyal bilim alanlarini igerisinde barindiran bir derstir.

Sosyal bilgiler dersi bilgi, beceri, deger ve inanislari icermektedir (Maxim, 2006). Ayni zamanda bu ders
sorgulama, diisiinme, dil sanatlari, gorsel sanatlar, sahne sanatlari, teknoloji ve katihm gibi kategorileri icinde
barindirmaktadir. Gunliik yasam igerisinde meydana gelen toplumsal ve giincel olaylar sosyal bilgiler dersinin
kapsaminda ele alinmaktadir. Sosyal bilgiler dersi igerisinde yer alan bu konular araciligiyla demokratik degerleri
kazanmis, sorumluluklarinin farkinda olan ve dlslinme becerileri gelismis vatandaslarin yetistirilmesi
saglanmaktadir. Baska bir deyisle, bu ders vatandaslik anlayisina 6nciliik eden vatandaslik degerlerinin
kazandirilmasini 6n plana gikartmaktadir (Deveci & Cengelci, 2008; Zarillo, 2012/2016). Ayni zamanda sosyal
bilgiler dersinde 6grencilere analiz etme ve problem ¢ézmenin yani sira demokratik bir toplumun olusumunu
saglamak amaciyla iletisim ve 21. ylzyilin kiresel vatandaslari olmak icin etkin katilim becerileri
kazandirilmaktadir (Burz & Marshall, 1998). Bu nedenle dersin igeriginin; ¢ok kilttrli ve kiiresel bakis agilari
sunarak, olgu ve olaylari gegmis, buglin ve gelecek arasinda bag kurarak, yerel, ulusal, bolgesel ve kiiresel
baglantilar olusturarak ve 6grencilere yasamda karsilasilacak giigliiklerle bas edebilmeleri icin gerekli bilgi ve
becerileri kullanmalari saglanarak ele alinmasi gerekmektedir (Merryfield & Remy, 1995).

Sosyal bilgiler dersinin amaci, 6grencilerin sosyal anlayis (topluma iliskin bilgi) ve vatandaslk yeterliklerini
(demokratik vatandaslik) gelistirmelerine yardim etmektir (Parker, 2011). Bu amag ¢ergevesinde sosyal bilgiler,
ogrencilerin toplumsal sorunlarin farkinda olmalarini, sorunlarin ¢déziimiiniin neden kolay olmadigini, sorunlarin
¢Oziimlinde hesaba katilmasi gereken degerleri ve olasi ¢6ziimleri ele almalarini saglamaktadir (Preston, 1974
cited in Kiligoglu, 2009). Sosyal bilgiler dersinin genel olarak kazandirmasi gereken amaclar séyle ifade edilebilir
(Chapin, 2006):

® Sosyal bilimler alaninda 6grencinin ve toplumun gereksinim duydugu bilgileri kazandirma

o Elestirel ve yaratici diisinme, okuma, yazma vb. becerileri edindirme

o Esitlik, adalet, 6zgirliik gibi demokratik toplumlarin gereksinim duydugu degerleri kazandirma
o Okulda ve sinifta etkin olmayi iceren vatandaslik becerilerini ve sosyal katilimi gelistirme.

Sosyal bilgiler dersinin 6gretiminde amaglar; bilgi, beceri, tutum-deger ve sosyal katilim basliklari altinda ele
alinmaktadir. Sosyal bilgilerin evrensel amaglarini olusturan bu basliklar séyle agiklanabilir (Michaelis & Garecia,
1996 cited in Oztiirk 2006):

e Bilgi: Vatandaslarin gereksinim duydugu bilgiyi icerir ve bilim alanlarinin, glincel olaylarin, bireyin ve
toplumun gereksinimlerinden elde edilir.

e Beceri: Etkin vatandaslik icin gerekli olan ¢calisma, diistinme, kisiler arasi becerileri igerir.

e Tutum-deger: Demokratik vatandaslik icin gerekli tutum ve degerleri ele alir.

o Sosyal katilim: Toplumsal katilim igin gerekli bilgi, beceri ve degerlerin kazandirilmasina iliskin olarak kisisel,
sosyal ve siyasal becerilerin gelistirilmesini kapsar.
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Sosyal bilgiler dersinin evrensel amaglarini, Ulkelerin kendine uygun bir bigimde yansitmalari ve
yorumlamalari dersin ulusal amaglarinin olusmasini saglar (Oztiirk, 2006). Tiirkiye’de de 1968 yilindan
glniimize kadar sosyal bilgiler adi altinda okutulan bu dersin 6gretim programinda ulusal baglamda
kazandirmasi gereken Ozel amaglari bulunmaktadir. Sosyal bilgiler 6gretim programinin ulusal olarak
dizenlenmis 6zel amaclari MEB (2018) tarafindan 6grencilerin vatan ve millet sevgisini kazanmis, demokratik
kurallari hak ve sorumluklarini bilen vatandaslar olarak yetismesi biciminde ifade edilmistir. Ayrica o6zel
amagclarda Atatirk ilke ve inkilaplarina bagl, cagdas degerleri yasatmaya istekli olmasi, hukukun GstinlGgiuni
ve yasalar 6niinde esitligi benimsemesi, milli bilincin olusmasi, degisim ve surekliligi algilamasi, mekani algilama
ve elestirel diisinme becerilerinin gelismesi dnemsenmistir. Bunlara ek olarak 6grencilerin ¢evre ve sosyal
konulara duyarli olmasi, milli ekonomiyi &nemsemesi, bilgi ve iletisim teknolojilerini etkili olarak kullanabilmesi,
bilimsel ahlaki gbézetmesi, katihmi dnemseyerek iletisim becerilerini gelistirmesi, kendini taniyan erdemli
insanlar olarak yetismesi gerektigi belirtilmistir. 2018 sosyal bilgiler 6gretim programinda 6grencilerin Turkiye
Yeterlikler Cergevesinde anadilde ve yabanci dillerde iletisim, matematiksel ve bilim/teknolojide yetkinlikler,
dijital yetkinlik, 6grenmeyi 6grenme, sosyal ve vatandaslikla ilgili yetkinlikler, inisiyatif alma ve girisimcilik,
kiiltirel farkindalk ve ifadeyi kazanmalari istenmistir. Ogretim programinda buna ek olarak 8grencilerin kék
degerler olarak ifade edilen adalet, dostluk, diristlik, sabir, sevgi, sorumluluk, vatanseverlik ve yardimseverlik
degerlerini kazanmalari beklenmektedir.

Sosyal bilgiler 6gretim programinda dngorilen bu amag ve kazanimlara ne kadar ulasildiginin belirlenmesi
ve ulasilamadiysa nedenlerinin ortaya g¢ikarilmasi programin basarisi icin 6nemlidir. Clinki 6gretme-6grenme
slreci sonucunda 6grencilerin kazanimlara ulasmis olmasi programin amaglarina ulasildiginin bir gostergesidir.
Bu anlamda, sosyal bilgiler 6gretim programi kazanimlarinin, programin uygulayicisi olan sinif 6gretmenlerinin
gorisleri dogrultusunda ele alinmasina ve kazanimlara iliskin yasanan sorunlarin belirlenmesine gereksinim
bulunmaktadir. Ciinkl programin kazanimlari gerek igerigin segimi ve diizenlenmesine gerek 6grenme-6gretme
stirecinin etkili bir bicimde olusturulmasina gerekse degerlendirmeye temel olusturmaktadir.

Alanyazinda, sosyal bilgiler 6gretim programina iliskin goérlslerin belirlendigi (Doganay & Sari, 2008;
Gultekin, Gurdogan-Bayir & Go6z, 2004; Yapici & Demirdelen, 2007), sosyal bilgiler dersinde belirlenen bir
o6grenme alanindaki kazanimlarin ele alindigi (Cakmak & Taskiran, 2015), sosyal bilgiler kazanimlarinin
taksonomik agidan degerlendirildigi (Demir, 2015; Gazel & Erol, 2012), birgcok arastirmada da uygulanan farkl
ogretim yaklasimlarinin sosyal bilgilerdeki kazanimlara etkisinin ortaya konuldugu (Gloria & Afolabi, 2013;
Glltekin, 2005; McCulley & Osman, 2015), farkli yillarda uygulamaya konulmus sosyal bilgiler 6gretim programi
kazanimlarinin karsilastirildigi (Okta, 2008) arastirmalar bulundugu ortaya ¢ikmistir. Oysa sosyal bilgiler 6gretim
programi kazanimlarina iliskin yasanan sorunlarin belirlenmeye galisildigl bir arastirmaya rastlanmamistir. Bu
baglamda, bu arastirmada sinif 6gretmenlerinin gorisleri dogrultusunda sosyal bilgiler 6gretim programinda
ulasiimasi konusunda sorun yasanan kazanimlarin belirlemesi ve bu kazanimlara ulasmada yasanan sorunlarin
ortaya cikarilmasi amaglanmistir. Bu amag kapsaminda su sorulara yanit aranmustir:

o Sinif 6gretmenlerine gore 6grencilerin ulasmada sorun yasadiklari sosyal bilgiler dersi kazanimlari nelerdir?
o Sinif 6gretmenlerine gore bu kazanimlara ulasmayi gliglestiren sorunlar nelerdir?
o Sinif 6gretmenlerinin bu kazanimlara ulasma konusundaki 6nerileri nelerdir?

Yontem
Arastirmanin Modeli

Bu arastirma karma yontem ile gerceklestirilmistir. Karma yontem arastirma sorusunu genisletmek amaciyla
nicel ve nitel arastirma yontemlerinin bir arada kullaniimasidir (Creswell, 2009). Arastirmada karma
yontemlerden agimlayici siralayici desen kullanilmistir. Agimlayici sirali desen birincil olarak nicel verilerin
toplanmasi ve ¢oziimlenmesiyle baslar. Bu asamanin ardindan nitel verilerin toplanmasi ve ¢éziimlenmesi gelir.
Arastirmaci nitel sonugclarin nicel sonuglari nasil agiklayacagini yorumlar (Creswell & Plano Clark, 2011/2014).
Bu kapsamda arastirmada once sinif 6gretmenlerinin sosyal bilgiler dersinde sorun yasadiklari kazanimlara
iliskin gorsleri nicel arastirma yontemi ile daha sonra sinif 6gretmenlerinin bu kazanimlara iliskin yasadiklari
sorunlar nitel arastirma yontemi ile belirlendigi icin arastirma deseni olarak agimlayici siralayici desen tercih
edilmistir.

Calisma Grubu

Arastirmanin nicel verileri Eskisehir ili Tepebasi ilcesinde calisan ve dordinct siniflart okutan sinif
o6gretmenlerinden basit tesadifi 6rnekleme yoluyla toplanmistir. Arastirmanin nicel bélimune toplam 120 sinif
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ogretmeni katilmigtir. Bu 6gretmenlerin 87’si kadin, 33’0 erkektir. Arastirmanin nitel verileri ise bu 6gretmen
grubundan sosyal bilgiler dersi kazanimlarina ulasmada sorun yasadiklarini belirten 18 sinif 6gretmeninden
toplanmistir. Arastirmanin nitel verilerinin toplanmasinda o6lgit orneklemeden yararlanilmis, kazanimlarin
edindirilmesi strecinde sorunlar yasama Olglit olarak belirlenmistir. Nitel verilerin toplandigi sinif
ogretmenlerinin 12’si kadin, 6’sI erkek; 10’u sinif 6gretmenligi, 8'si diger fakiltelerden mezundur. Arastirmaya
katilan sinif 6gretmenlerinin 4G 10-15 yil, 4’G 16-20 yil, 6’s1 21-25 yil, 1’i 26-30 yil, 2’si 35-40 yil ve 1’i 41 yil ve
Gizeri mesleki deneyime sahiptir.

Veri Toplama Siireci ve Araglari

Arastirmanin verileri iki asamada toplanmistir. Birinci agamada nicel veriler, ikinci agamada nitel veriler
toplanmistir. Bu asamalar s6yle agiklanabilir:

Nicel verilerin toplanmasi: Nicel verilerinin toplanmasinda arastirmaci tarafindan hazirlanan anketten
yararlanilmistir. Arastirmada anket hazirlandiktan sonra alan uzmanlarinin goriisiine sunulmustur. 5’i egitimde
program gelistirme ve degerlendirme, 5’i sinif 6gretmenligi ve 3’U sosyal bilgiler 6gretmenligi olmak Uzere
toplam 13 alan uzmaninin goriisiine basvurulmustur. Alan uzmanlarindan anketi, arastirmanin amaglari
dogrultusunda degerlendirmeleri istenmistir. Daha sonra uzmanlardan gelen diizeltmeler dikkate alinarak
anketin yonergesinde diizenlemeler yapilmis ve ankete son hali verilmistir. Ayrica anketin, arastirma kapsamina
alinmayan 10 sinif 6gretmeniyle 6n uygulamasi yapilmistir. Bu uygulama kapsaminda 6gretmenlerin ankete
iliskin herhangi bir sorun belirtmedigi ortaya ¢ikmistir. Anket dordiinci sinif sosyal bilgiler programinda yer alan
33 kazanimdan olusmaktadir. Sinif 6gretmenlerinden ankette yer alan kazanimlara ulasma sirecinde sorun
yasaylp yasamadiklari konusunda evet, kismen ve hayir biciminde yanit vermeleri istenmistir. Veriler
arastirmacinin  kendisi tarafindan toplanmistir. Arastirmaci oncelikle 6gretmenlere arastirmanin amacini
acitklamis, daha sonra 6gretmenlerin kazanimlara iliskin sorun yasama durumunu 6grenci gézlemlerini de
dikkate alarak yanitlamasini istemistir. Ogretmenler anket sorularini doldururken arastirmaci kazanimlar
konusunda sorun yasayan 6gretmenleri belirlemistir.

Nitel verilerin toplanmasi: Arastirmada nitel verilerin toplanmasinda yari yapilandiriimis gériismeden
yararlanilmistir. Yari yapilandiriimis gériisme formu nicel veriler analiz edildikten sonra hazirlanmistir. Yari
yapilandirimis gériisme formunda sinif 6gretmenlerinin kazandirmada sorun yasadiklari 5 kazanima iliskin
yasanan sorunlari ve bunlara yonelik ¢dzim o6nerilerini ele alan toplam 10 soru bulunmaktadir. Gériisme
sorulari yine ayni alan uzmanlarinin gorislerine sunulmus, uzmanlarin gorisleri dogrultusunda goriisme
formuna son bicimi verilmistir. Gorlismeler arastirmacinin kendisi tarafindan bireysel olarak yapilmistir.
Gortgmeler 9 dakika ile 45 dakika arasinda stirmusgtdr.

Verilerin Analizi

Arastirmada oOncelikle anketten elde edilen nicel veriler SPSS araciligiyla ¢éziimlenmistir. Bu verilerin
¢6zimlenmesinde betimsel istatistiklerden frekanstan yararlaniimistir. Buna gore dérdiinci sinif sosyal bilgiler
o6gretim programinda yer alan ve 6gretim siirecinde sorun yasanan kazanimlar belirlenmistir. Bu kapsamda sinif
o6gretmenlerinin sorun yasadigina dair “evet” yanitini verdigi kazanimlar ele alinmistir. Belirlenen kazanimlara
gore hazirlanan goriisme sorularinin analizinde ise betimsel analizden yararlaniimistir. Nitel verilerin analizinde
MAXQDA programi kullaniimistir. Gorlisme sorularinda yer alan kazanimlar temalari olusturmustur. Bu temalar
altinda yer alan sorunlar ve 6neriler kodlanmustir.

Gorusmeler yapildiktan sonra kodlamalar arastirmaci ve sosyal bilgiler 6gretimi konusunda uzman baska bir
arastirmaci tarafindan ayri ayri yapilmis; daha sonra kodlamalar igin bir araya gelinerek gerekli tartismalar
yapilmis ve nitel verilerin analizine son bigimi verilmistir. Ayrica nitel bulgularin sunumunda katilimci
dgretmenler 01, 02 biciminde numaralandirilarak dogrudan alintilara yer verilmistir.

Bulgular

Sosyal Bilgiler Ogretim Programinda Sorun Yasanan Kazanimlar

Arastirma kapsaminda hazirlanan anket yoluyla elde edilen verilerden sosyal bilgiler 6gretim programinda
ulasilmasi konusunda sorun yasanan kazanimlar belirlenmistir. Buna gore kazanimlara iliskin 6gretmenlerin
gorisleri Tablo 1’de sunulmustur.
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Tablo 1.

Sosyal Bilgiler Ogretim Programindaki Kazanimlarin Sorun Yasanma Durumlarina fliskin Frekans Dagilimlari

E -
° - -]
Z  Kazanimlar E S E
Birey ve Toplum
1 Resmf kimlik belgesini inceleyerek kisisel kimligine iliskin ¢ikarimlarda bulunur. - 15 105
2 Yasamina iliskin belli basli olaylari kronolojik siraya koyar. - 10 110
3 Bireysel ilgi, ihtiyac ve yeteneklerini tanir. - 35 85
4 Kendisini farkh 6zelliklere sahip diger bireylerin yerine koyar. 12 73 35
5 Diger bireylerin farkl 6zelliklerini saygi ile karsilar. - 44 76
Kaltir ve Miras
6 So6zll, yazil, gorsel kaynaklar ve nesnelerden yararlanarak ailesinin gegmisine dair soyagaci - 18 102
olusturur.
7 Ailesi ve gevresindeki milli kiiltiiri yansitan 6geleri arastirarak 6rnekler verir. - 38 82
8 Geleneksel ¢ocuk oyunlarini degisim ve streklilik agisindan glnumuizdeki oyunlarla - 22 98
karsilastirir.
9 Milli Miicadele kahramanlarinin hayatlarindan hareketle Milli Miicadele’nin 6nemini kavrar. - 55 65
insanlar, Yerler ve Cevreler
10  Gevresindeki herhangi bir yerin konumu ile ilgili gikarimlarda bulunur. 19 58 43
11  Gunluk yasaminda kullandigi mekanlarin krokisini gizer. - 38 82
12 Yasadigi cevredeki dogal ve beseri unsurlari ayirt eder. - 10 110
13  Cevresinde meydana gelen hava olaylarini gozlemleyerek bulgularini resimli grafiklere aktarir. - 24 96
14  Yasadigi yerin cografi 6zellikleri ile ilgili ¢ikarimlarda bulunur. - 51 69
15 Dogal afetlere yonelik gerekli hazirhklari yapar. - 46 74
Bilim, Teknoloji ve Toplum
16  Cevresindeki teknolojik Grtinleri, kullanim alanlarina gére siniflandirir. -1 109
17  Kullandigi teknolojik Griinlerin mucitlerini ve bu Urlinlerin zaman igerisindeki gelisimini 11 66 43
arastirir.
18 Teknolojik Grtinlerin gegmisteki ve bugtinkl kullanimlarini karsilastirir. - 20 100
19 Gevresindeki ihtiyaglardan yola ¢ikarak kendine 6zgl Urlnler tasarlamaya yonelik fikirler 15 62 43
gelistirir.
20 Teknolojik tirlinleri kendisine, baskalarina ve dogaya zarar vermeden kullanir. - 47 73
Uretim; Dagitim ve Tiiketim
21  Istek ve ihtiyaclarini ayirt ederek ikisi arasinda bilingli secimler yapar. - 32 88
22 Ailesi ve yakin gevresindeki baglica ekonomik faaliyetleri tanir. - 33 87
23 Sorumluluk sahibi bir birey olarak bilingli tiketici davranislari sergiler. - 35 85
24 Kendine ait 6rnek bir bltge olusturur. - 58 62
25  Gevresindeki kaynaklari israf etmeden kullanir. 13 66 41
Etkin Vatandaslik
26 Cocuk olarak haklarinin farkina varir. - 14 106
27  Aile ve okul yagsamindaki s6z ve eylemlerinin sorumlulugunu alir. - 55 65
28  Okul yagaminda gerekli gordugu egitsel sosyal etkinlikleri 6nerir. - 59 61
29  Ulkesinin bagimsizligi ile bireysel 6zgiirligi arasindaki iliskiyi aciklar. - 34 86
Kuresel Baglantilar
30 Dinya uzerindeki gesitli Glkeleri tanitir. - 32 88
31 Turkiye'nin komsulari ve diger Tiirk Cumhuriyetleri ile olan iliskilerini kavrar. - 42 78
32 Farkh Glkelere ait kiiltiirel unsurlarla tilkemizin sahip oldugu kilttrel unsurlari karsilastirir. - 50 70
33 Farkli kilturlere saygi gosterir. - 33 87

Tablo 1'de gorildigi gibi, dordinci sinif sosyal bilgiler 6gretim programinda yer alan kazanimlar 6grenme
alanlarina gore verilmistir. Buna gore, sinif 6gretmenlerinin 12’si “Birey ve Toplum” 6grenme alanindaki
“Kendisini farkh ozelliklere sahip diger bireylerin yerine koyar.” kazanimina iliskin sorun yasadiklarini ifade

ederken, 73’0 kismen sorun yasadigini belirtmistir. “insanlar, Yerler ve Cevreler” 6grenme alanindaki

“Cevresindeki herhangi bir yerin konumu ile ilgili ¢tkarimlarda bulunur.” kazanima iligskin sinif 6gretmenlerinin
19'u sorun yasadigini, 58’i kismen sorun yasadigini ifade etmistir. Sinif 6gretmenleri “Bilim, Teknoloji ve
Toplum” 6grenme alaninda “Kullandigi teknolojik Grinlerin mucitlerini ve bu Grlinlerin zaman icerisindeki
gelisimini arastinir.” ve “Cevresindeki ihtiyaclardan yola ¢ikarak kendine 6zgi Griinler tasarlamaya yonelik
fikirler gelistirir.” kazanimlarina ulasma konusunda sorun yasadiklarini ifade etmislerdir. Buna gore “Kullandigl
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teknolojik Grlnlerin mucitlerini ve bu Urinlerin zaman igerisindeki gelisimini arastirir.” kazanimina ulasma
konusunda sinif 6gretmenlerinin 11'i sorun yasadigini, 66’si kismen sorun yasadigini ifade ederken;
“Cevresindeki ihtiyaglardan yola cikarak kendine 6zgl Urinler tasarlamaya yonelik fikirler gelistirir.” kazanimi
konusunda 15’i sorun yasadigini, 62’si kismen sorun yasadigini ifade etmistir. Sinif 6gretmenlerinin “Uretim,
Dagitim ve Tuketim” 6grenme alaninda yer alan “Cevresindeki kaynaklari israf etmeden kullanir.” kazanimina
iliskin 13’tinlin sorun yasadigini, 66’sinin kismen sorun yasadigini belirttikleri géralmustur. Sinif 6gretmenlerinin
“Kiltir ve Miras”, “Etkin Vatandaslik” ve “Kiiresel Baglantilar” 6grenme alaninda yer alan kazanimlarda kismen
sorun yasadigl ortaya ¢ikmistir. Buna gore Tablo 1'de yer alan verilere gore sinif 6gretmenlerinin gogunlugunun
sosyal bilgiler 6gretim programinda yer alan 33 kazanimdan 5’inde tamamen sorun yasadiklari ifade edilebilir.

Kazanimlara iliskin Yasanan Sorunlar ve C6ziim Onerileri

Arastirmada elde edilen bulgular isiginda sinif 6gretmenlerinin sorun yasadigi kazanimlar Sekil 1'de
gosterilmigtir.

= =8

Kendisini farkl ézelliklere sahip diger bireylerin yerine  Cevresindeki kaynaklan israf etmeden kullanir,
kayar.

E B

Cevresindeki herhangi bir yerin konumu ile ilgili ——saren Ya;anail Kazanimar ™ Cevresindeki iktiyaclardan yola ckarak kendine dzgil

cikanmlarda bulunur., driinler tazarlamaya yénelik fikirler gelistirir,

Kullandigi teknolgjik drinlerin mucitlerini ve bu Grinlerin
zaman icerisindeki geligimini arastinr.,

Sekil 1. Sosyal bilgiler 6gretim programinda sorun yasanan kazanimlar

” u

Sekil 1'de goruldigu gibi “Kendisini farkh 6zelliklere sahip diger bireylerin yerine koyar.”, “Cevresindeki
herhangi bir yerin konumu ile ilgili ¢ikarimlarda bulunur.”, “Kullandigi teknolojik trinlerin mucitlerini ve bu
Urinlerin zaman igerisindeki gelisimini arastirir.”, “Cevresindeki ihtiyaglardan yola gikarak kendine 6zgu Urlinler
tasarlamaya yonelik fikirler gelistirir.”, ve “Cevresindeki kaynaklari israf etmeden kullanir.” kazanimlarinda
sorun yasadiklari ortaya ¢ikmistir.

Sinif 6gretmenleri tarafindan sorun yasanildigi belirtilen bu kazanimlar, kazanimlara iliskin sorunlar ve
¢6zim Onerileri Tablo 2'de sunulmustur. Tablo 2’de gorildigu gibi 6grencilerin kendisini farkli 6zelliklere sahip
bireylerin yerine koymasini amaclayan kazanima iliskin ailenin bakis agisi, okuldncesi egitim almama, okul-aile
catismasi, sahip olunan 6n 6grenmeler, bilgisayar oyunlari, 6grencilerin bencil yetismesi ve kazanimin soyut
olmasi sorunlarinin yasandigi ortaya ¢ikmistir. Buna gore bu kazanima iliskin ailenin bakis agisinin olumsuz
etkileri oldugunu diisiinen sinif 6gretmenlerinden biri goérisini “O zamana kadar gocugun ailesinin algisi
bence. Bunlari degistirmek kolay olmuyor. Siz ne derseniz deyin. Onun kafasina etnik ayrimcilik islemis ve ben o
konuda ¢ok sikinti yasadim (09)” biciminde belirtirken, bir digeri “Ailenin bakis agisi, anne sen o gocukla
oynamayacaksin diyor, cocuk oynamiyor. Aileden kaynaklh (018)” biciminde belirtmistir. Bu kazanima iliskin
okulla aile arasinda yasanan uyumsuzluklari sorun olarak ifade eden 6gretmenlerden biri gorlisiini “Cocuk eve
gidince anne 6gretmenim sizin soylediginizi soylemiyor baska seyler séyliiyor, diyor. Burada aile ne diyor onu
bilmiyoruz. Cocuk bazen aile, okul, toplum arasinda kaliyor. Anlattigimiz ¢ogu seyde toplumla uymuyor bu
yiizden ¢ocuk siirekli ikilemde kaliyor (38)” biciminde agiklamistir. Ayni 6gretmen ¢ocuklarin sahip oldugu én
o6grenmelerin baska bir sorun oldugunu dustinerek goérisinid “Cocuklarin daha onceki yasantilarindan
davranislar var. Cocuklar bunlari degistirmek istemiyorlar. Devam ettirmek istiyorlar ve bunun dogru oldugunu
disiiniiyorlar. Bu konuda zorlandim ben (08)” biciminde dile getirmistir. Kazanimin yas grubuna gore soyut
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oldugunu distinen 6gretmenlerden biri ise bu gorlsiini “Cok soyut kaldigini diisinlyorum. Kendini baska
birinin yerine koyma cok zor bir sey. Yas itibari ile cocuk bunu diisiinemiyor (017)” bigiminde ifade etmistir.

Tablo 2.

Sosyal Bilgiler Ogretim Programindaki Kazanimlarda Yasanan Sorunlar ve C6ziim Onerileri.

Kazanimlar

Sorunlar

Co6ziim Onerileri

Kendisini farkh 6zelliklere
sahip diger bireylerin yerine
koyar.

Cevresindeki herhangi bir
yerin konumu ile ilgili
¢ikarimlarda bulunur
Kullandigi teknolojik Grtinlerin
mucitlerini ve bu Grlnlerin
zaman igerisindeki gelisimini
arastirir.

Cevresindeki ihtiyacglardan
yola ¢ikarak kendine 6zgi
Urlinler tasarlamaya yonelik
fikirler gelistirir.
Cevresindeki kaynaklari israf
etmeden kullanir.

Ailenin bakis agisi

Okul6ncesi egitim almama
Okul-aile gatismasi

On 6grenmeler

Bilgisayar oyunlari

Bencil yetisme

Kazanimin soyut olmasi
Yalnizca yakin gevresini tanima
Kazanimin soyut olmasi

Yabanci sozciklerin agirlikli olmasi
Arastirmayi sevmemeleri

Bilgi agirlikli olmasi

Gegmis donemin 6zelliklerini anlama

Hazir bilginin sunulmasi
Hayal gliclinlin sinirli olmasi
Ogretmenlerin yanlis yénlendirmesi

Farkindaliklarinin dusiik olmasi
Okul-aile gatismasi

Aile egitimi
Etkinlikler gesitlendirilmeli
Firsat egitimi

Geziler diizenleme

Materyal kullanma

Kazanimin somut ifade edilmesi
Kitap okuma

Model olma

Pekistire¢ kullanma

Tirk bilim adamlarindan 6rnek
verme

Ozgiir bir ortam olusturulmali
Yaratici oyunlar oynatiimali
Laboratuvar kullanilmali
Dislinmeyi saglama

Aile egitimi

Model olma

Kampanyalar diizenleme

Sinif 6gretmenleri bu kazanima iliskin yasanan sorunlarin aile egitimi, firsat egitimi ve farkh etkinliklerin
gerceklestirilmesi ile c¢ozilebilecegini dile getirmislerdir. Buna goére aile egitimini ¢dzim olarak goren
ogretmenlerden biri bu gorisini “Ailelerin de bu konuda egitilmesi gerektigini diisinllyorum. Zaman zaman
seminerler verilmesi gerektigini (01)” bigiminde aciklarken bir digeri goriisiinii “Veli egitiminin devreye girmesi
gerekiyor. Bir kisinin degil de herkesin &nemli olmasi. Ben istanbul’dan geldim. Orada egitim seviyesi daha
diistikt velilerin ama daha kolay yonlendirilebiliyorlardi. Burada veliyi yonlendirmek de sikinti. Ben biliyorum
diyorlar siirekli. Yanlisini kesinlikle kabul etmiyorlar. Ben en ¢ok bu konuda sikinti ¢ektim (07)” bigiminde
aciklayarak énceki deneyimlerine de yer vermistir. Etkinliklerin ¢esitlendirilmesini bu kazanima iliskin bir ¢6ziim
olarak goren sinif 6gretmenlerinden biri bu gorisiini “Cok etkinlik yapiimasi lazim. Drama, tiyatro vs. yapilmali.
Ciuinki bunlar etkili oluyor daha ¢ok (011)” biciminde ifade ederken, bir digeri buna yonelik gériisiinii “Fiziksel
etkinlik derslerinin artirihp disarda arkadaslari ile birlikte hayata gecgirmeleri. Yaslilara ziyaretler olabilir. Hayvan
barinaklarina vs. kurumlara ziyarette yasal siiregler kolaylastirilabilir (010)” biciminde ifade etmistir. “Artik
0grenim kaynaklari cok genis. Ama davranis gelistirmek, egitim boyutu daha zor. Egitim boyutunda da ayrintiyi
kesinlikle atlamazlar. Sizin kagirdiginizi bile kagirmazlar. Bu yizden her seye aninda midahale ve adil olmak
gerekiyor (04)” biciminde gériislerini aciklayan sinif 8gretmeni ise firsat egitimini 6n plana ¢ikarmistir.

Ogrencilerin cevresindeki herhangi bir yerin konumu ile ilgili cikarimlarda bulunmasini amaclayan kazanima
iliskin tim o6gretmenler kazanimin soyut olmasini bir sorun olarak ifade etmislerdir. Buna gbre bu sorunu ele
alan 6gretmenlerden biri bu gorisiini “Yon kavramini oturtamiyorlar. Ders ¢ok soyut kaliyor. Bu yas grubunda
deneyimleri olmadigi igin sikintilar g¢ikiyor. Zihinlerinde canlandirmalari ¢ok zor (017)” bigiminde agiklayarak
ogrencilerin biligsel gelisim diizeyini ele almistir. Yine bu kazanimin soyut oldugunu disiinen bir diger 6gretmen
ise bu konudaki gériisiinii “Konu onlara agir geliyor (010)” biciminde ifade etmistir. Baska bir dgretmen ise bu
konudaki goriisini yasamla baglanti kurulmadigini da vurgulayarak “Ortam degisince 6grenme gerceklesmiyor.
Soyut kaliyor birazda. Yasama gegciremiyor (09)” biciminde aciklamistir.

Sinif 6gretmenleri bu kazanimin soyut olmasindan kaynakli sorunun gezi diizenleme, materyal kullanma ve
kazanimi somutlastirma ile ¢oziilebilecegini ifade etmislerdir. Buna gore geziyi 5hemseyen 6gretmenlerden biri
bu goértsind “Sinifin disina ¢ikilmali. Bunun igin gezilerimiz firsattir. Bunlar gezilerle ¢ocuk bizzat yasayarak
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dgreniyor. Gezi gbzlem olmasi lazim. Bu nedenle sinifta anlatilacak bir sey degil (015)” biciminde agiklayarak
O0grencinin yaparak yasayarak 6grenmesini ele almistir. Benzer gorisleri ifade eden diger bir 6gretmen ise
gorislerini “Cevre gezileri yapilmasi gerekiyordu... Ama bunlari ¢ocuklarin gezerek gorerek 6grenebilecegini
diisiintiyorum (07)” biciminde aciklamistir. Materyal kullaniminin bu konunun &gretimine katki saglayacagini
diusinen 6gretmenlerden biri bu gorlisiint “Degisik materyaller kullaniimali. Degisik mekanlar kullanilarak konu
anlatilabilir (011)” biciminde agiklamistir. “Daha basite indirgenebilir. Cocuklarin anlayabilecegi, hissedebilecegi
diizeyde olmali (010)” biciminde gériis bildiren bir dgretmen ise kazanimin daha somut ve cocuklarin
anlayabilecegi bicimde ifade edilmesi gerektigini belirtmistir.

Sinif 6gretmenleri 6grencilerin  teknolojik Grinlerin zaman igindeki gelisimini arastirir.” kazanimda
yasadiklari sorunlari yabanci sozciiklerin agirlikli olmasi, 6grencilerin arastirmayi sevmemeleri, kazanimin bilgi
agirlikl olmasi ve 6grencilerin gegmis dénem 6&zelliklerini anlayamamasi biciminde ele almislardir. Yabanci
sozcliklerin agirhikli olmasini baska bir ifadeyle bilim adamlarinin isimlerini bu konuda sorun olarak goren
o6gretmenlerden biri bu gortsini “Ama bu yabanci bilim adamlarinda bayagi bir zorlandilar. Akillarinda kalmadi
(016)” biciminde agiklarken bir digeri “Bir de cok yabanci isim var. Orada telaffuz sikintisi da var. Akilda
tutmalari cok zor oluyor ve ¢ok fazla isim var (04)” biciminde agiklamistir. “Her sey cep telefonu, ev telefonu,
internet varken o dénemde mektupla, kuslarla haberlesmenin seyini anlamakta biraz giicliik cekiyorlar (03)”
biciminde goruglerini aciklayan 6gretmen ise gecmis donemin Ozelliklerini 6grencilerin anlayamadiklarini
vurgulamistir.

So6zii edilen kazanimin sonuca ulasabilmesine iliskin 6gretmenler kitap okuma, model olma, pekistireg
kullanma ve Tirk bilim adamlarindan 6rnek verme 6nerilerinde bulunmuslardir. Buna gére model olmaya iliskin
gorislerini acgiklayan 6gretmenlerden biri bu gorisini okumanin énemini de belirterek “Cocuklarin hayal
dinyasi genisletilmeli. Cocuklarin bir seyler yapabilecegini onlara hissettirmeliyiz. Boylece onu motive
edebiliriz. Oku dememeli. Bunu diyen de yapmali. Cocuk okumayi anne ve babada gérmeli. Ailede Uretken
olmali. Ogretmenler de ayni sekilde. Meraklarini kirmayacagiz ve kinamayacagiz. Onlara sorular soracagiz ve
bize sorulan sorular hafife almayacagiz. Model olacagiz (015)” bigciminde ifade ederek hem ailenin hem de
dgretmenin model olmasi gerektigine deginmistir. “Oziimiize inip kendi icimizden hareket etmeliyiz. Kendi
biyiik ilim ve bilim adamlarimizda yola ¢ikmaliyiz (010)” biciminde gériislerini agiklayan bir 6gretmen ise Tiirk
bilim adamlarindan 6rnek vermeyi 6nemsemistir. Kitap okumanin énemli oldugunu distinen bir 6gretmen ise
bu goriisiinii “Bence cocuklarin teknolojiden uzaklasip kitap okumalari gerekiyor (018)” bigiminde agiklayarak
teknolojinin olumsuz etkisinden s6z etmistir.

Ogrencilerin bir iriin tasarlamasina ydénelik fikir gelistirmesini dnemseyen kazanima iliskin dgretmenler
hazir bilginin sunulmasini, 6grencilerin hayal giciinin sinirl olmasini ve 6gretmenlerin 6grencileri yanlis
yonlendirmesini sorun olarak gormuslerdir. Buna gore hazir bilginin sunulmasini sorun olarak goren
ogretmenlerden biri bu gorisiini “Cocuklara her seyi hazir veriyoruz. Fotokopi cekip veriyoruz, konulari biz
anlatiyoruz. Arastirmaya cok fazla yonlendirmiyoruz. Her sey internette hazir vaziyette duruyor. Arastirmamiza
gerek kalmiyor ki... (014)” bigiminde ifade etmistir. “Tamamen hayal giicii ve bu ¢ocuklarda yok. Yanlis yapariz
diye distintyorlar. Yaraticiliklari yok. Canlarinin sikilmasina firsat vermiyorlar. Resmi bile ¢izemiyorum diyerek
bir kenara atiyorlar (016)” biciminde gérislerini aciklayan bir dgretmen ise ¢ocuklarin hayal giiciine
deginmistir. Ogretmenlerin yanhs yénlendirmesini bu konudaki bir eksiklik géren sinif 6gretmenlerinden biri bu
gorisiinii “Bence bu konunun égretmenin yénlendirmesi {izerine oldugunu diisiiniiyorum. Ogretmen etkili bu
konuda. Eger o bir sey yapmazsa ¢ocuklar bu kazanima ulasamazlar (08)” biciminde goriis belirtmistir. Benzer
sorunu ele alan bir diger 6gretmen ise bu goriisiini “Ogretmenlerin yanls yénlendirmesi. Cocugun kendi basina
bir seyler yapabilecegine inanmamiz lazim ve ailelere anlatmamiz lazim. Sabit fikirlerde kalmasindan dolayi
olabilir 8gretmenlerin (013)” bigciminde dile getirmistir.

Sinif 6gretmenleri bu kazanima iliskin 6zglir bir ortam olusturma, yaratici oyunlar oynama, laboratuar
kullanma ve &grencilerin disiinmelerini saglama konusunda &nerilerde bulunmuslardir. Ogrencilerin
disiinmesinin saglanmasi gerektigini distinen sinif 6gretmenlerinden biri bu gorisini “Cocugu bir takim
dusiincelere sevk etmemiz lazim. Cocugun distinmesi icin ortamlar hazirlanmali. Cocuga siki sik sorular
sorulmali (011)” biciminde agiklamistir. Buna yénelik olarak laboratuvar kullanilmasi gerektigini ifade eden bir
diger 6gretmen ise gorlstini “Laboratuvarin daha ok kullanilmasi lazim bence. Neler yapilabilir, cocuk onu
gdérmeli. O anlamda faydali olacagini diisiiniiyorum (014)” bigiminde agciklayarak uygulama siirecine
deginmistir. Yaratici oyun oynamayi bu kazanima iliskin ¢6ziim olarak goren bir 6gretmen ise bu goérusini
“Farkh oyunlar tasarlayabilmek. Onlarin yaratici zekalarini ortaya ¢ikaracak, yeteneklerini ortaya cikaracak
seyler yapabilmek (07)” bigiminde agiklamistir.

226



Omiir Giirdogan Bayir — Uluslararasi Egitim Programlari Dergisi, 8(2), 2018, 209-232

Ogrencilerin kaynaklari israf etmemesine iliskin bu kazanima yonelik olarak 6gretmenler &grencilerin
farkindalklarinin distik olmasini ve okul-aile g¢atismasini sorun olarak gormislerdir. Buna gore 06grenci
farkindaliklarinin distk oldugunu ifade eden 6gretmenlerden biri bu gorlisint “Farkinda degiller. Farkindahk
duygusunun gelistirilmesi gerekiyor (017)” biciminde agiklarken ayni sorunu bir diger 6gretmen “Kaynaklarin
tikenebilecegini kafalarinda oturtamiyorlar. Yani sinirsiz zannediyorlar. Bence bazi seylerin yoklugunu
cekmeleri gerekiyor. Ekmek, su... birey bir seyi bilingsizce tikettiginde baskalarina zarar verdiginin farkinda
olmal (015)” biciminde aciklamistir. Okul-aile catismasini bir sorun olarak géren dgretmenlerden biri bu
gorisiini “En 6nemli nokta okulun disinda gostermesi. Egitimli insanla egitimsiz insani ayiran en 6nemli nokta
bunlardir. Siz egitimli insansiniz ve davranislarinizla 6rnek olmak zorundasiniz. Soyleyerek degil. Hareketle ve
yaptiklarinizla. ... Yine ev kullanimi ¢cok &nemli. Ailenin de bu konuya destek vermesi lazim (04)” biciminde ele
alarak okul digi davraniglara yansimaya dikkat ¢ekmistir.

Sinif 6gretmenleri bu kazanima iliskin olarak aile egitimi, model olma ve bu konuda kampanyalar
diizenlemeyi 6nermislerdir. Buna gére kampanyalar diizenlemenin énemli olabilecegini distinen bir 6gretmen
bu konudaki gériisiini “Sinifca kampanya baslatilabilir. Bdylece elindeki kaynaklari bilinglice kullanabilir (012)”
biciminde agiklamigtir. “Egitim ailede baslar. Okulda sadece karakter egitimi tamamlanir. Bizimde elimizde sihirli
degnek yok. Bu nedenle 6nemli olan aile egitimi (016)” bigiminde gérislerini agiklayan dgretmenlerden biri aile
egitimine dikkat ¢cekmistir. Benzer bigcimde aile egitiminin dnemli oldugunu dislinen bir diger 6gretmen ise bu
gorilistini “Cocuklardan 6nce anne babaya anlatmak gerekiyor bence. Yoklugun ne oldugunu bilmesi gerekiyor...
Anne babadan yardim istenmesi gerekiyor. Aileyi de egitmeliyiz (014)” bigciminde ifade etmistir. Model olmanin
bu konuda 6nemli oldugunu disiinen bir 6gretmen ise gorislerini “Cocuklar 6gretmenlerini 6rnek aliyorlar.
Ogretmenlerin her konuda dikkat etmesi gerekiyor ve rol model olmasi gerekiyor (013)” biciminde aciklayarak
o6gretmenlerin gérevine vurgu yapmistir.

Tartisma, Sonug ve Oneriler

Arastirmada, sinif 6gretmenlerinin gorusleri dogrultusunda sosyal bilgiler 6gretim programinda ulasiimasi
konusunda sorun yasanan kazanimlarin belirlenmesi ve bu kazanimlara ulasmada yasanan sorunlarin ortaya
cikarilmasi amaglanmistir. Bu kapsamda sinif 6gretmenlerinin “Kendisini farkli 6zelliklere sahip diger bireylerin

” o«

yerine koyar.”, “Cevresindeki herhangi bir yerin konumu ile ilgili ¢ikarimlarda bulunur.”, “Kullandigi teknolojik
Grlinlerin mucitlerini ve bu Urtnlerin zaman igerisindeki gelisimini arastirir.”, “Cevresindeki ihtiyaglardan yola
cikarak kendine 6zgl Urinler tasarlamaya yonelik fikirler gelistirir.”, ve “Cevresindeki kaynaklari israf etmeden
kullanir.” kazanimlarinda sorun yasadiklari ortaya ¢cikmistir. Sinif 6gretmenlerinin sorun yasadigi bu kazanimlar
dikkate alindiginda sinif 6gretmenlerinin empati, mekani algilama, arastirma ve yaratici diisiinme gibi becerileri
ele alan kazanimlarda sorun yasadiklari séylenebilir. Arastirmanin bu bulgusuna paralel olarak Giiltekin,
Gurdogan-Bayir & G6z (2004) tarafindan yapilan arastirmada da sinif 6gretmenleri 2005 sosyal bilgiler programi
kazanimlarini becerileri edindirme bakimindan kismen yeterli bulmuslardir. Bu bulgu sosyal bilgiler 6gretim
programinda yer alan kazanimlarin, bazi becerileri kazandirma konusunda eksiklikleri oldugunu géstermektedir.
Baska bir agidan bakildiginda da Mutluer (2013) tarafindan sosyal bilgiler 6gretmenleriyle sosyal bilgiler
dersindeki becerilere yonelik yapilan arastirmada, 6gretmenlerin bu derste beceri kazandirma konusunda
yeterli bilgiye sahip olmadiklari ve bu dersteki becerilerin kazandirilmasinda sorun yasadiklari sonucuna
ulasilmistir. Bu nedenle bu arastirmada da sinif 6gretmenlerinin beceri kazandirma konusundaki kazanimlara
yonelik yasadiklari sorunlar bilgi eksikliklerinden kaynakli olabilir.

Sinif 6gretmenleri 6grencilerin kendilerini farkli 6zelliklere sahip diger bireylerin yerine koymasi gerektigini
iceren empati becerisine yonelik kazanimina iliskin sorunlarin ailenin bakis agisi, bilgisayar oyunlari, 6grencilerin
on o6grenmeleri ve bencil yetismeleri oldugunu belirtmislerdir. Ayrica okul-aile ¢atismasini da 6n plana
cikarmiglardir. Ailenin ¢ocuklarin okul basarisini etkiledigi arastirmalar tarafindan da ortaya konulmustur (Dam,
2008). Dolayisiyla ailenin gocuklarin okuldaki davranislarinda da etken oldugu ifade edilebilir. Ayrica ¢ocuklarin
ilk 6grenme ortamini aile olusturmaktadir. Cocuklarin sergileyecegi davranislarda ailelerin 6nemi buyuktir
(Ciftci, 1991). Bu nedenle ailede kazanilan birtakim 6grenmelerin 6nemli oldugu ifade edilebilir. Ailenin ¢ocuk
yetistirme konusundaki tutumlari da ¢ocugun saglikli bir birey olmasini etkilemektedir (Boyaci, 2012). Anne
babalarin yanhs tutumlari, cocuklarin bencil olarak yetismelerine neden olabilir. Bu durum, ¢ocuklarin empati
kurmasinin éninde bir engeldir. Nitekim sinif 6gretmenleri bu beceriye yonelik olarak 6ncelikle aile egitimini
onermislerdir. Buna ek olarak bilgisayar oyunlarinin gocuklarin daha az empati kurmasina neden oldugu
sonucuna ulasiimistir (Carnegay et al., 2007 cited in Burak & Ahmetoglu, 2015). Bu bulgu sinif 6gretmenlerinin
empatiye iliskin olarak bilgisayar oyunlarini bir sorun olarak goérmeleri yoniindeki gorlslerini destekler
niteliktedir. Bu kapsamda sinif 6gretmenleri bu kazanimin sonuca ulasabilmesi igin aile egitimini dnermiglerdir.

227



Omiir Giirdogan Bayir — Uluslararasi Egitim Programlari Dergisi, 8(2), 2018, 209-232

Sinif 6gretmenlerinin bu kazanima iliskin belirttikleri sorunlarin temelinde aile yatmaktadir. Dolayisiyla ailelere
empatiye iliskin farkindalik kazandiracak etkinlikler planlanabilir.

Sinif 6gretmenleri “Cevresindeki herhangi bir yerin konumu ile ilgili ¢cikarimlarda bulunur.” kazanimi
baglaminda mekani algilamaya yonelik beceriye iliskin olarak kazanimin 6grenci diizeyine gére soyut oldugunu
ifade etmislerdir. Sosyal bilgiler 6gretmenleri ile sosyal bilgiler 6gretim programinin kendisine 6zgl becerilerinin
kazandirilmasina yonelik calismada da Ogretmenlerin mekani algilama becerisini kazandirmada sorun
yasadiklari belirlenmistir (Taskiran, Bas ve Bulut, 2016). Bu baglamda 6gretmenlerin sosyal bilgiler dersinin
kendisine 6zgli bu beceriyi kazandirma konusunda birtakim eksiklikleri oldugu ifade edilebilir. Ayrica sinif
o6gretmenlerinin bu kazanimi soyut bulmasi amag yazim ilkeleri agisindan da ele alinabilir. Amaglar 6grencilerin
gelisim diizeyine uygun olmali, gelisimsel agidan uygun ve tamamlayici bir sira takip edilmelidir (Henson, 2006).
Bu nedenle ilkokulda 6grenim goren 6grencilerin Piaget’in bilissel gelisim basamaklarina gére somut islemler
déneminde oldugu, kazanimlarin yazilmasinda dikkate alinmalidir. Sinif 6gretmenleri bu kazanimi edindirmek
icin gezi yapma, materyal kullanma ve kazanimin somut olmasi 6nerilerinde bulunmuslardir. Mekani algilama
becerilerinin gelistirilmesinde harita, kiire, teknolojinin gelisimi ile birlikte animasyonlar, dijital harita vb.
kullanilabilecek materyaller arasinda yer almaktadir. Ayrica dijital harita ve animasyon kullanimi 6grencilerin
mekani algilama becerilerini artirma bakimindan anlamli bir farklilik géstermektedir (Akturk, Yazici & Bulut,
2013). Bu nedenle, 6gretmenlerin materyal kullanimi Onerisinin bu kazanimin somutlastiriimasi agisindan
onemli oldugu ifade edilebilir. Bu kapsamda sinif 6gretmenleri 6grencilerin gelisim dlzeylerini géz 6nlinde
bulundurarak 6grencilerin somut yasantilar gecirecekleri etkinlikler tasarlamali ve buna yonelik materyaller
kullanmalidir.

Sinif 6gretmenleri “Kullandigi teknolojik Grinlerin mucitlerini ve bu Grlnlerin zaman igerisindeki gelisimini
arastinr.” kazaniminda Ogrencilerin arastirmayr sevmemeleri, kazanimin bilgi agirlikh olmasi, 6grencilerin
gecmis donemin ozelliklerini algilayamamasi sorunlarini 6n plana gikarmislardir. Mutluer (2013) tarafindan
yapilan arastirmada 6gretmenler beceri kazandirmada 6grencilerin derse hazirliksiz gelmelerinin ve konularla
ilgili 6n ¢alisma yapmamalarinin bir sorun oldugunu ifade etmislerdir. Bu da 0Ogrencilerin arastirmayi
sevmemeleri ile iliskilendirilebilir. Bu kazanimin geregi olarak islenen konularda bilim adamlarinin isimleri ve
yaptiklari icatlar da ele alinmaktadir. Ogrencilerin zaman zaman bilim adamlarinin isimlerini akilda tutma ve
telaffuz etme konusunda sorunlar yasamalari, 6gretmenler tarafindan ele alinan bir baska sorun olarak dile
getirilmistir. Ancak yabanci dil 6gretiminin erken yaslarda baslamasi cocuklarin bilissel gelisimine katki
saglayacagi icin (ilter & Er, 2007) bu tiir etkinlikler yabanci dil 6gretimi ile paralel yiiritilebilir. Sosyal bilgiler
dersinin temel vurgusunda o6grenciler gegmis, bugiin ve gelecek baglantisi yer almaktadir. Bu nedenle
o0gretmenlerin bu kazanim kapsaminda 6grencilere gecmis donem 6zelliklerini algilayabilecekleri etkinliklere yer
vermeleri gerekmektedir. Sinif 6gretmenlerinin bu kazanima iliskin olarak 6grencilerin kitap okumasi ve Tirk
bilim insanlarindan da ornekler verilmesi gibi 6nerilerde bulundugu goérilmistir. Sinif 6gretmenleri bu tir
kazanimlarin edindirilmesi siirecinde farkli 6gretim yontem ve tekniklerinden yararlanarak 6grencilerin bilim
adamlarini tanimasini saglayabilir. Bunun igin video, fotograf vb. materyallerden yararlanabilir.

Sinif 6gretmenleri “Cevresindeki ihtiyaclardan yola ¢ikarak kendine 6zgi Grlinler tasarlamaya yonelik fikirler
gelistirir.” kazaniminin kazandirilamamasinda 6grencilerin hayal giictiniin sinirli olmasini, 6gretmenlerin yanlis
yonlendirmeler yapmalarini ve hazir bilgiyi 6grencilere sunmalarini sorun olarak gérmektedirler. Yaratici
diistinme becerisi hayal glicini kullanma durumu (Craft, 2003) olarak da tanimlanabilir. Dolayisiyla 6grencilerin
hayal gliclini kullanmamalari 6gretmenlerin de belirttigi gibi bu beceriyi kazandirmada bir sorun olarak ifade
edilebilir. Ancak bu beceriyi kazandirmada 6gretmenlerin 6grencilerin hayal giictini kullanabilecekleri
etkinliklere yer vermeleri 6nem tasimaktadir. Ayrica 6gretmenler tarafindan o6grencilere hazir bilginin
sunulmasi geleneksel &gretim yéntemlerinin bir pacasidir (Ozmen, 2004). Bu nedenle &gretmenlerin kendi
onerilerinde de yer verdigi gibi yaraticilig gelistirme konusunda disinmeyi saglayacak sorular sormasi, yaratici
oyunlardan yararlanmasi ve 6grencilere 6zgiir ortamlar olusturmasi baska bir ifadeyle 6gretmenlerin 6grenci
merkezli yontemleri kullanmasi gerekir. Alanyazinda yaratici diisinme becerilerinin 6gretiminde 6grencilerin
dusinmelerini saglayacak iraksak sorularin sorulmasi (Doganay, 2006) gerektigi ifade edilmistir. Bu durum
ogretmenlerin gorislerini destekler niteliktedir. Sinif 6gretmenleri sosyal bilgiler dersinde bu becerinin
ogretimine iliskin olarak laboratuvarlarin kullanilmasi gerektigini Onermistir. Ayva’nin (2010) yaptigi
arastirmada, 6grencilerin sosyal bilgiler dersinde laboratuvar kullanimini olumlu buldugu, derste daha etkin
olmalarini sagladigi ve akademik basarilarini artirdigi sonuglari elde edilmistir.

Sinif  6gretmenleri  “Cevresindeki kaynaklari israf etmeden kullanir.” kazanimda 6grencilerin
farkindaliklarinin diisiik olmasini ve okul —aile ¢atismalarini sorun olarak ele almislardir. Tay ve Yildirim (2009)
tarafindan yapilan arastirmada velilerin, 6grencilerin gevreci yetismesi ve tasarruf bilincini 6grenmesi igin
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duyarlilik degerinin 6gretilmesi gerektigine iligkin gorUslerinin oldugu ortaya c¢ikmistir. Bu arastirmaya
dayanarak velilerin gevre bilinci ve tasarruf bilincini 6nemsedikleri ve bunu deger 6gretimi ile iliskilendirdikleri
ifade edilebilir. Ancak bu arastirmada sinif O6gretmenleri, ailenin okulda 6grenilenleri uygulamadigini
belirtmiglerdir. Bu nedenle sinif 6gretmenleri bu kazanima iliskin olarak aile egitimini ve model olmayi
vurgulamislardir.

Sonug¢ olarak sinif 6gretmenlerinin sosyal bilgiler 6gretim programi kazanimlarina ulasmada 6grenci,
ogretmen ve aile kaynakli sorunlar yasadiklari soylenebilir. Sinif 6gretmenleri yasanan sorunlarin temelinde
aileyi 6n plana c¢ikarmislar ve okulda 6grenilenlerin ailede uygulanmasi gerektigini belirtmislerdir. Ayrica sinif
ogretmenlerinin bazi kazanimlarda kendilerinden kaynakli da sorunlarin farkinda olduklari ortaya ¢ikmistir. Bu
nedenle sinif 6gretmenleri 6gretme-6grenme sirecinde kazanimlara uygun olacak farkh yontem-teknikleri
kullanmali, konulari somutlastirmak igin degisik materyallerden yararlanmalidir.

Arastirmadan elde edilen sonuglar dogrultusunda su oneriler getirilebilir:

o Sinif 0gretmenleri sosyal bilgiler 6gretim programinda beceri 6gretimine iliskin kazanimlarda sorunlar
yasamaktadir. Bu nedenle sinif 6gretmenlerinin bu konudaki eksiklikleri belirlenerek buna yonelik hizmet igi
egitimler gerceklestirilebilir.

o Sinif 6gretmenleri kazanimlarin uygulamaya gecirilmesi konusunda aileden kaynakli sorunlar yasadiklarini
ifade etmislerdir. Bu nedenle, ailelere gerekli seminerler diizenlenerek aile egitimleri gergeklestirilebilir.

e Bu arastirma sosyal bilgiler 6gretim programi kazanimlarini ele almistir. Bu nedenle farkl derslerin
kazanimlarina iliskin yasanan sorunlar belirlenebilir.

e Bu arastirmada sosyal bilgiler 6gretim programi kazanimlarina iliskin yasanan sorunlar 6gretmen gorusleri
dogrultusunda ele alinmistir. Bu nedenle, yasanan sorunlar diger veri kaynaklari ve veri toplama teknikleri
de ise kosularak belirlenebilir.

o Sinif 6gretmenlerinin sosyal bilgiler 6gretim programi kazanimlari konusunda yasadiklari bu sorunlar
program degerlendirme ve gelistirme ¢alismalari kapsaminda degerlendirilebilir.
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Introduction

In last decade, mobilization increased especially due to increasing technology and welfare level and there
are so many people on the move in different contexts. Migration movements caused people to move all around
the world. Unfortunately, forced migration movements occurred because of war, famine and contagious
diseases. Syrian War has had huge effects both inside and outside of the country. Syrian War, which started in
2011, caused 5.5 million people to migrate from Syria (UNHCR, 2016a). Turkey, Lebanon, Iraq, Iran, Jordan,
Egypt and some European countries host these refugees. Turkey’s geographical position makes it the leader
country in context of hosting refugees. In addition to that, The Geneva Convention, which was signed by Turkey
in 1951, accepts refugees those who only migrate from Europe and this situation still continues in that
geographical limitation (United Nations High Commissioner for Refugees Representation in Turkey, 1961). This
causes arguments about the naming of individuals from Syria who migrated to Turkey forcibly. In the first
stage, refugees were called as "guests" but then they were registered as people who are in Temporary
Protection. According to Republic of Turkey, Ministry of Interior Directorate General of Migration Management
there are 3.594.232 people who are within scope of Contemporary Protection in 2018 (Turkish Ministry of
Interior Directorate General of Migration Management, 2018). Increasing number of refugees has some
significant effects on countries. It is of great importance for countries to recover and improve their systems in
terms of infrastructure, education and health systems. Refugees’ effects are not only limited to sharing
resources. Demographic effects are also inevitable. Besides, different policies implemented by countries have
an impact on refugees. It is critical to regulate the rights of refugees to live in humanitarian conditions in the
country such as education, health and participation in the workforce. Especially when the young refugee
population is considered, refugee youth should be well educated as well as every young person. These young
refugees’ effects on countries are the same with young citizens’ effects. As a result, these young people should
be well educated.

Considering the fact that 48.00% of the total of refugees are under the age of 18, the applied education
policies are important for the future of both Turkey and refugee children. Turkey’s refugee education policy is
highly critical for refugee children to sustain their lives and adaptation to society. Syrian refugees’ mother
tongue is Arabic, which is different from Turkish. As a result, these refugee children basically have a language
barrier. To solve this problem, curriculum of schools should be revised. If these arrangements will not take
place, not only Turkey but also other host countries will face with a wide range of problems like early child
marriage, child labor and employment of refugees in illegal ways. Turkey has been taken highly important steps
to decrease child marriage, but if it is not focused on refugee education, this problem may re-emerge in
society. To avoid these problems, host countries should focus on education. Turkey provides free education for
Syrian children but there is not any legal article, which states that refugees’ education, is mandatory until
university. For Turkish citizens, there is a system called 4+4+4 and all Turkish citizens have to get education
until university. From this perspective, Syrian students do not have the same opportunity as Turkish citizens.
There are number of difficulties that Syrian refugees face, such as language barrier of both families and
children, economic conditions, prejudices towards refugees. Unfortunately, due to these difficulties, 61 per
cent of refugee children who are at school age cannot be enrolled to primary or secondary education in Turkey
(UNHCR, 2016b). Syrian students are going to Temporary Training Centers. These centers are located in some
government schools. Refugee children get education after Turkish children’s classes finish. In these centers,
Syrian curriculum is covered and given by Syrian teachers. In addition, Turkish teachers give Turkish classes. By
2017-2018 academic year, Syrian students are supposed to integrate into Turkish government schools with
Turkish students. However, Turkish education system is not based on integration and identity based curriculum
has been taught in Turkish governmental schools. There is no also class or curriculum that emphasizes the
importance of multiculturalism. There is no class that Syrian children will understand the Turkish culture or vice
versa. Due to lack of multiculturalization and adaptation, prejudices against refugees have started to occur as
acts of hate crime both in Turkey and around the world (“Altin icin Komsularini Oldiiren Suriyeliler Tutuklandi”,
2018). To eliminate prejudices, the education system should be based on multiculturalism and global values
should be told to students. In addition, hate speech against refugees has increased all around the world. Some
examples about hate speech in Turkey can be seen in real life and social media unfortunately. To have a
peaceful society, youth that are more conscious should be raised in a multicultural form. In this paper, initially
the situation of refugees around the world is discussed and then specifically, some solution proposals to the
educational lives of refugees are presented.
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An “Issue” of the Contemporary World: Refugees

As Ormsby stated, since 2011, the number of displaced people around the world has increased more than
50 per cent (2017). Year 011 was so critical because Syrian War started and affected 5.5 million people, caused
them to become refugees (UNHCR, 2016a). Forced migration caused them to leave their country like Afghans
and South Sudanese people. “Forced migration is not something we discover but something we make”
(Working, No & Turton, 2003, p. 3-17). Political and economic problems not only do affect refugees’ lives but
also all the world. Displacement can cause so many problems in host countries. In addition, refugees’ traumas,
identity fights and struggle for life is so depressing (Silove et al., 1997). One of the most significant effects of
forced migration is that it affects all people from all socioeconomic backgrounds. A person can be a millionaire,
an intellectual or a worker but all of them can be affected by migration at the same time. Also, it may be
nonvisible for so many people but children are affected from forced migration issue so much. They may have
trauma, chronic diseases during the migration process and afterwards (Gans, 2009). Life standards of
immigrants decreases steadily after migration. However, to survive in these standards refugees need support
from local authorities, NGO’s (Non-Governmental Organizations) and societies. One of the ways to increase
refugees’ life standards is education. Giving them an appropriate education and creating a common culture
would affect their lives profoundly.

Adapting to a new culture is hard for refugees because they migrate into societies that have a very different
structure from theirs. As an example, 90 per cent of top 10 countries, which accept high number of refugees,
are developing countries. To stay in camps in a developing or developed country is perceived irrational by
refugees. They seek job opportunities in these countries rather than staying in a shelter. UNHCR states that in
Turkey, 91 per cent of refugees are living in cities (2017b). Turkish government gives work permits to refugees.
Okyay states that, at the end of 2016, 13,298 Syrian refugees had work permits (2017). Considering the adult
number of refugees in Turkey, this number is low. Some of these refugees are entrepreneurs who have opened
their own restaurants or companies but still there are so many blue-collar workers. But unfortunately, a high
number of illegal labor exists, too. Business owners view migrants as cheap labor and employ them illegally
(Erdogan, 2018). Especially due to hard economic conditions in big cities, high house rents and high prices lead
children to become worker. Though this is illegal, refugee children are forced to work. The United States
Department of Labor also states that in textile, furniture and manufacturing sectors child labor has been
increasing, and these children get less than half of the wages that are given to adults.

Pakistan is the second country that hosts the highest number of refugees. Most of the refugees in Pakistan
have come from Afghanistan. Around 1.4 million refugees are living in Afghanistan. Afghan refugees also live in
some European countries and Iran. Most of the Afghan refugees are living in Iran and Pakistan, which are
developing countries. Also in 2016, in Iraq 953.447 and in Turkey 118.116 Afghan refugees are living (UNHCR,
2016a). Developed countries have fewer Afghan refugees compared to developing countries (Human Rights
Watch, 2017). Due to political issues between Afghanistan and Pakistan, as a host country Pakistan has been
implementing refoulement to these refugees. UNHCR numbers showed that in 2016, 1.737.882 refugees came
back to Afghanistan though they had lack of humanitarian resource and job opportunities (2017b). In Afghan
refugees’ case, the number of children refugees are high, too. More than half of the Afghan refugee population
is children (UNHCR, 2017b). Moreover, 74 percent of Afghan refugees living in Pakistan are below the age of 24
(UNHCR, 2016a). Giving education for these children is crucial because there is a non-negligible existence of
terror in that geography. Education has a huge place to keep these children safe and add value to their lives.

Lebanon is the third country that hosts highest number of refugees. Lebanon hosts 1 million Syrian
refugees (UNHCR, 2016a). Lebanon has some advantages concerning refugees due to its geographical
proximity. The language of Lebanon is the same as Syria, Arabic. In addition, cultural differences are possibly
fewer than Turkey or any other country that Syrian refugees are living in. However, Jesri states that there are
not any formal camps spread around Lebanon (2015). This situation may affect the access to education in a
negative way because if the government cannot gather refugees, it is hard to follow their needs.

Iran is the fourth country that hosts the highest number of refugees. Not only does Iran host Afghan
refugees but it also hosts Syrian refugees. There are 979.435 refugees in Iran (UNHCR, 2016a). Afghan refugees
can attend schools like the citizen of Iran. In Iran, refugee children are getting education based on country’s
curriculum (UNHCR, 2016b). This situation is critical because this curriculum is not multicultural and does not fit
to refugees’ culture.

In addition to the Iran and Lebanon, so many people have become refugees due to conflicts in South
Sudan. Almost one third of the population of South Sudan is displaced. “More than 1.7 million South Sudanese
have fled the country and an estimated 7.5 million people are in need of urgent humanitarian assistance inside
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South Sudan, including more than 1.9 million internally displaced people (IDPs)” (UNHCR,2017a). Sudanese
people mostly migrate to neighborhood countries and all these countries are not developed countries like
Sudan or developing countries. IRRA (International Refugee Rights Association) states that in Uganda there are
1 million South Sudanese refugees (2017). Due to economic conditions of host countries, refugee education is
not so successful. UNHCR states that almost 65 per cent of these children cannot have access to education
(2016a).

From all these examples, it can be clearly seen that migration movements affect children so deeply. These
refugee children are getting education in cultures that they weren’t born into. Moreover, some refugee
children were born into a society that is very different from their families. For instance, according to AFAD
(Disaster and Emergency Management), until July 2017, 224.750 children were born in Turkey (2017). As time
passes, these refugee children will grow up in a multicultural world. Possibly, they will be bilingual, learn their
mother tongue in home and learn the host country's official language in schools or during social activities.
These refugee children will possibly have conflict with their identity in their minds. If the education system is
redesigned based on refugee identity, global values and cultural combination, refugee children can be saved
and reintroduced to society.

All in all, more than half of the refugees around the world are children (UNHCR, 2016a) and these children
need to get proper education like normal citizen children do. Countries’ approach toward them maybe
different but they should meet certain needs of refugee children to a certain extent because these children are
not bounded with national borders but they are the world’s children. To save children, education is an
important mechanism. In the next part of this paper, multicultural socialization and refugees’ identity are
discussed. After that, a curriculum proposal for refugee children in Turkey is given presented.

Education, Multicultural Socialization and Reconstruction of the Identity

Different countries and different people have different cultures. Globalization is a value that creates a new
culture that everyone can meet in a common point. A Turkish person can wear blue jeans and a Japanese can
wear blue jeans too. The spread of internet and social media also play a significant role here. These channels
showed people that culture is not only restricted with the borders of countries. From these examples, it can be
easily said that people from different backgrounds, cultures and countries establish a new culture that is called
global culture. Multicultural socialization is another part of global culture. Multicultural socialization process is
a significant way of having values, behaviors and cognitions from a different culture via social mechanisms.
Education is one of the most effective social mechanism that combines cultures, discover talents and shapes
identities.

Education encourages the improvement of human abilities and possibilities. With a specific end goal to
locate the self and to investigate the potential that the individual has, the individual need to teach her psyche
and soul. The individual distinguishes herself in light of the education that he/she has. Education begins in the
family and proceeds through all lifetime. The education that is gotten from the family is the essential
determinant of the personality development. Data that is found out from guardians that children have, the
condition that children grow up, the racial or religious gathering that children have a place or companions that
children play with are operators for the character development.

Vincent (2003) says that education is not only a question of the activity of the political rights but it is the
way to the verbalization or generation of the character. In a few nations, education is an unquestionable
requirement; however, in some others like African nations it is an extravagance. Despite the fact that education
is a required commitment by the law, it assumes a key part on the development of the personality. Because of
the cultural assimilation, refugees sometimes attempt to restructure their personality when they are in contact
with another culture. Displaced individuals are uncovered refugees and therefore, they feel a need for
reassemble and they reproduce their personality in like manner.

An administration approach, which looks out to end the clash between the two societies for the benefits of
both parties, should give more social roles and responsibilities to immigrants in order to integrate them with
the locals. So displaced people can build their character as indicated by the social part that they play in the
public. In any case, it is precise for displaced people to adjust in a new society and culture. Regardless of the
fact that they fled from the war, individuals had their own particular societies in their recollections and
comprehensions. They should not to be torn from this culture since recollections that they have are vital and
are essential for the development of the character.

236



Kamil Arif Kirkig, Ayse Perihan Kirkig, Seyma Berberoglu — Uluslararasi Egitim Programlari Dergisi, 8(2), 233-254

The Place of Bilingualism in Refugees’ Education

Dewey & Dewey state that education is a process of living not just a preparation for future life and
education adds value to people not only in academic ways but also in social ways (2008). The combination of
learning, values, cultures, and behaviors is also part of education. Nowadays, the aim of education has changed
sharply. Value creation part of education has decreased because education has been served as a mechanical
system. Meyer states that in today’s world, education does not look like a process but it is more like a product
(as cited in Bauman, 2003). Curricula are not based on improving creativity and exploring talents. All children sit
the same exams even though their talents, cognitions are different.

Unfortunately, people see education as a bridge only to enter workforce system. Education’s role on
combining cultures, has been undervalued and focus has been mostly being part of workforce. To solve this
issue, multiculturalism should be brought forward in education system and curricula. “Multicultural education
is also a reform movement that is trying to change schools and other educational institutions so that students
from all social-classes, gender, racial, language and cultural groups will have equal opportunity to learn” (Banks
& McGee Banks, 2010, p. 4-481). Language classes are crucial in multicultural education. Especially in the
education of refugees, bilingualism is of great importance because growing up in a society where the mother
tongue is not spoken can go as far as to distance the main cultures of refugee children and even to forget their
mother tongue over time. The advancement of bilingualism with sound educational foundations is important
for establishing a healthy bridge between different cultures.

Bilingualism is using two languages fluently. “The concept of bilingualism refers to the state of a linguistic
community in which two languages are in contact with the result that two codes can be used in the same
interaction” (Hamers & Blanc, 2000, p. 6-49). Bilingualism is a way of cultural interactions between people. A
country that has a huge culture mosaic, like Turkey, bilingualism is a way to connect cultures. Families,
traditions and schools serve as a bridge on bilingualism. As stated above, there are 22.5 million refugees
around the world. Communication among host countries’ citizens and refugees is important. Bilingualism of
refugees also supports multicultural connections. Multiculturalism is not restricted with one culture’s
adaptation to another culture. When each culture learns language, values and traditions of each other,
embraces them, and uses them in their daily lives, multicultural socialization occurs. In a research conducted by
Sunny Man Chu Lau, students from Canada and Burma became pen pals. Students from Burma were mostly
refugees and Burmese students wrote some parts of letters in Burmese language while Canadians wrote in
English to increase bilingualism practices. At the end of this research, students’ perspectives about using
different language were more positive and lost their fear of learning different cultures (Sunny, 2017).
Bilingualism in multicultural societies should not be restricted with one cultural or ethnic group. Bilingualism of
refugees cannot be the only source of multiculturalism because people living in a host country should develop
bilingual skills; this type of interconnection will be more helpful for both sides.

The place bilingualism in refugee education is critical because by learning a new language, refugee
children’s identity can be shaped. As Blau and Duncan stated, “The most important means for immigrant
groups and other ethnic minority groups to be absorbed into the mainstream culture may be education” (as
quoted by Bankston & Zhou, 1995, p. 3-17). Multicultural education does not aim absorption but adaptation.
Thus, combination of multicultural education with bilingualism aims at increasing the adaptation process not
absorption. In past, some absorption examples can be seen in different countries. The Congress of United
States of America, made a legislation in 1906 that states, that if a person cannot speak English, she or he
cannot have a right to be a citizen (as quoted by Bankston & Zhou, 1995). These restrictions in countries, limits
multicultural environment. Researchers conducted based on bilingualism showed that bilingual children keep
their bonds with their native culture and show adaptation to other culture so bilingualism has favorable effects
on children culture (Bankston & Zhou, 1995). Memories of children in their native culture keep alive with
bilingualism. “In such a world, memory was an asset and the further back it reached and the longer it lasted the
more valuable it was” (Bauman, 2003, p. 21). When host countries are aware of the fact that memory is a huge
asset for refugee children and shape education system based on multicultural values, refugee children can have
a better future.

To conclude, multiculturalism shows itself hugely in bilingual education. Considering the fact that there are
22.5 million refugees around the world and almost 3 million of them are living in Turkey, a new curriculum for
Turkish education system based on multicultural values can be crucial. To break prejudices for each other, to
understand cultures better and to have a healthy cultural mosaic in society, reforms are needed in Turkish
education system. In the next parts, refugee education in Turkey is analyzed and a curriculum proposal for
Turkey is given.
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Refugees’ Education in Turkey

Syrian War have affected a number of refugees in Turkey considerably. More than half of the refugees are
children. Unfortunately, only 39 per cent of Syrian refugee children can have a chance to continue their
education life in Turkey (UNHCR, 2016b). Children cannot go to school due to economic problems, psychologic
problems, traumatic backgrounds or language barrier. Turkish government gives temporary settlement
document to Syrian refugees and with this document, every child can attend government schools without
paying any money. In some Turkish schools, Turkish government opened a center called Temporary Education
Centre. Because of the location and establishment missions of these centers refugee children start education
after Turkish children finish school. In these Temporary Education Centers, Syrian curriculum has been
delivered and children learn Turkish in addition to that curriculum. By 2017-2018 fall semester, refugee
children can start Turkish schools and most of the Temporary Education Centers have been closed all around
Turkey to adapt refugee students into Turkish schools (Personal Communication with Ministry of Education of
Eyup District).

Unexpected rates of migration from Syria not only surprised Turkey but also surprised other countries. After
migration, Turkish government started to find solutions for refugee education. Transitory Education Centers
are one example of it. Still, some refugee children are going to schools that are not legal. UNICEF give monetary
support to Transitory Education Centers. UNICEF pays teacher’s salary and refugee children’s monthly
transportation payments in some Transitory Education Centers (UNICEF, 2015). Turkish Ministry of National
Education states that, most of these Transitory Education Centers would be closed in 2017-2018 Fall semester
and Syrian students would start regular Turkish schools and only minority of these Transitory Education Centers
will continue (Ministry of National Education [Milli Egitim Bakanligi], 2016a).

The crucial issue in refugee education is that education can play a supportive role in their adaptation to
society but can also have a huge effect on shaping their identities. When Syrian children start education in
Turkish schools, they will get classes that focus on Turkish history and Turkish culture. Unfortunately, Turkish
education system for elementary, secondary and high schools is not multicultural approach but on Turkish
culture. Losing or breaking identity should not be aim of Turkish education system. However, due to lack of
multiculturalization in Turkish curriculum, refugee children’s identity may break. Moreover, to have a good
education life, the integration of family is important.

School and family are two different social institutions and are shaped by different expectations.
These different institutions have to meet in a common point about children’s education. The
problem gets more significant for the first grades because the most basic studying and learning skills
form in that year (Simsek & Tunaydin, 2002, p. 12-16).

In refugee families, the rate of integration to education system is low. Even some families do not know how
to send their children to schools. Language barrier and lack of information play a significant role here. Even if
teachers observe some problems in students, they cannot tell their families because neither teachers know
families’ native languages nor families know teachers’ native language. A research made by Mercan Uzun and
BUtlin (2016) is like a proof of the statements mentioned above. In Samsun, Turkey, teachers who worked with
Syrian refugee children in pre-schools stated that they had communication problems both with families and
with students. Additionally, teachers observed that some students had hygienic and psychological problems
but when they tried to tell these families, they could not have a good communication because of language
barrier.

Language barrier is not only limited to preschool children. Communication problem may raise among
different age groups. Considering the fact that every child’s learning and adapting process is different, learning
process takes time. Even though Turkish classes are given in Transitory Education Centers, because all students
are Syrian, children do not have any chance to practice speaking Turkish language. In addition, in Turkish
society there are some prejudices towards refugees, especially to Syrian refugees. For instance, in Twitter,
there are some hashtags about Syrian refugees based on hate speech (#SyriansGetOut), (#SyriansBackHome).
Due to some distorted news about Syrians, some Turkish people get angry with them. When families have
prejudices towards refugees, their children also have prejudices. This situation creates a barrier between Syrian
and Turkish children’s friendship and Syrian refugees’ integration to Turkish society. Considering the fact that
friendship ties and attitudes towards each other is significant in childhood in many senses, prejudices of
families which transfer to children negatively affect Syrian refugees’ integration to Turkish society.
Furthermore, economic conditions of refugee families are another important problem for refugee children’s
education. In Turkey, refugees who have Temporary Protection Document can have access to free education
and free health services, but some government schools may require some money for school services in
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registration. Moreover, some cultural trips organized during semester, stationary and clothing expenses are
other problems for refugees. Considering the fact that Syrian refugee families have high number of children, it
is hard for them to meet all children’s need.

Some families find illegal solutions to meet their needs. Child labor is one of the most significant problems.
Human Rights Watch’ report states that according to A Support to Life Survey, conducted in different cities of
Turkey, in istanbul, at least one child works in 1/3 Syrian households and half of these children are working in
textile industry, in Sanliurfa average age of a child laborer is 14 and in Hatay almost 50 per cent of children
refugees are working (2015). Additionally, in Human Rights Watch’ report there are some interviews with
Syrian refugee children who have been working since they came to Turkey (2015).

Additionally, an important factor that causes refugee children to work at a young age is the lower level of
education of their families. According to AFAD, 79.80% of adult refugees are graduated from middle school and
primary school (2017). From this result, it can be easily concluded that not only refugee children but also adult
refugees need education. Although younger refugees can learn Turkish in government schools, there is not any
attempt for adult refugees on language learning from government. Some NGO’s like AID (Alliance of
International Doctors) give vocational and language courses for Syrian refugee adults but there is not any
government attempt about opening a vocational course for refugee adults. Municipalities have vocational
courses for Turkish citizens. For instance, Istanbul Metropolitan Municipalities course centers for gaining
professionalism called ISMEK (Istanbul Vocational Training Courses) are free. These courses are almost all
around Istanbul. It is a good opportunity to get education in these centers but there is not any concrete step
from municipality to create place for refugees in these centers. Also, in Public Education Centre’s Turkish for
Foreigners classes has opened but refugee families do not have information about it or due to limited budget,
they cannot access to these centres.

In spite of these problems, Turkish government made regulation about refugees’ employment. According to
this regulation, refugees who have Temporary Protection Document and want to be employed can get work
permit from Turkish MOI (Ministry of Interior). Refugees can get work permit after 6 months from enrollment
to Temporary Protection Document. This regulation gives quota for Turkish businesses that for each workplace
the number of workers who have work permit cannot exceed 10 per cent of the total employee number. This
regulation also keeps Turkish citizens’ employment rights but it may nevertheless affect Turkish employees in a
negative way. As reported by World Bank Syrian, the employment of refugees in Turkish labor force will
negatively affect informal Turkish labor force regardless of gender or educational level or age (Del Carpio &
Wagner, 2015). To avoid this, new work areas for refugees can be created and job opportunities for Turkish
citizens can be expanded.

To conclude, Syrian refugee children’s adaptation to Turkish education system and Turkish society is an
important step but it is not enough. To sustain their adaptation, families also have to integrate into society.
Social, monetary and psychological support for all refugees is crucial. Moreover, having a multicultural
curriculum can bring benefits for both refugee and Turkish students. Gaining professionalism and language
classes for adults is also important for preventing child labor and increasing refugees’ literacy level. In addition,
government should share refugee education responsibility with municipalities and NGO’s. Refugee education
and integration is not one-sided issue and is not only limited to refugees. If all people from different
backgrounds and different cultures can meet in at a common point and support each other, problems can be
solved easily.

Proposal for A New Multicultural Plan for The Refugee Education in Turkey

It is significant for refugee children to learn the language of the host country in terms of their education.
Preschool, primary school and secondary school education are especially important for language development
(Stevens, 2016).

One of the means that will help refugee children absorb the culture of the country they are being sheltered
is the education they receive at school (Andriessen & Phalet, 2002). Subjects that are going to be given are
determined within the weekly schedules of schools. Schedules of primary and secondary schools of Turkish
National Education Ministry are shaped for the students living in the country. Education at all schools is carried
out in accordance with these weekly lesson schedules. Refugee children receive education together with the
children of this country in parallel with the lesson schedules prepared for them. Subjects in their present
weekly programs are taught in accordance with the curriculum prepared for these lessons by the Ministry of
National Education. Present curriculum includes learning goals and aims written for the Turkish citizens residing
in Turkey. Curricula is defined as “a mechanism of experiences including all activities related to the teaching of
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a lesson which is planned for the individual to gain inside or outside school” by Demirel (2005, p. 6). When this
definition is taken into consideration, education of the refugee children can only be carried out with the
syllabus considering the fact that they have been receiving education at same schools and will go on doing so.
To achieve this, both education programs and weekly schedules in which courses in the education programs
are determined ought to be structured bearing the multi-cultural structure in mind.

As stated before, refugees should be supported for a sustainable life in every aspect. Each individual of the
refugee society needs education as well as nutrition, shelter and a hygienic environment. Refugees can use
every kind of educational facility in their national education system. However, they are not able to have
education according to the same or similar learning targets or attainments when they migrate to a new country
as they reside in a new country with a different education system and school structure. Owing to all these facts,
a new education model and school environment are needed for the refugee children. Host countries should
provide education opportunities for the children regardless of the school type they are attending. Otherwise,
refugee children cannot adapt themselves to the culture of the host country. There is a possibility of problems
arising from two different scopes, one being in the aspect of the hosting country and the other being from the
aspect of the refugees, as they cannot receive official education. Furthermore, it will be more difficult for the
refugee children to be part of the community in the future if they do not have education at their budding ages.
Therefore, every host country should think, design and practice a unique education system for refugee
students.

The curriculum of refugee children should be different from both education systems: from the program of
the host country and that of their own country. An effective and sufficient education system, a well-designed
weekly schedule and a curriculum, involving multiculturalism and designed for the lessons in this schedule
should be evaluated so comprehensively that it should cover every topic that children might need to learn now
and in their future lives because existing educational systems and curricula need to be revised according to the
changes occurring as a result of movements of migration in the globe. Sustainable changes suitable for the
multicultural structure and parallel with the changes occurred after migration should be made so that there
can be an egalitarian sharing among all the individuals of the community and in order for democracy to be
settled (Salinas, 2006).

It is advised that an effective and proper syllabus should meet the needs of social conditions and provide
students who are expected to achieve their goals with necessary knowledge and skills (Aykag, 2014, p. 42).
Curriculum for the refugees having the chance to live in the host country or his own motherland should be
designed properly for the two situations mentioned before, considering the multiculturalism possibility.
Curricula, which are prepared considering the differences and regard the culture of the host country and the
homeland, can raise awareness in students about multi-cultural life. First, curricula including cultural properties
of the host country and cultural elements of the refugees’ motherlands must be designed. Thus, while refugee
students will be able to acquire cultural characteristics of the host country, they will also be able to learn both
their own and the global culture (Banks, 2014). Current situation will be able to add awareness of living
together with different cultures and achievement of respecting different cultures both to the native and
migrated students. By looking at these ideas and with the aim of preventing assimilation, curriculum of the
subjects that are in the weekly schedules of refugees should comprise both languages, that of the native
language and their own. At the same time, the curricula should include Mathematics, Science, Art and P.E.
Other two important courses are Psychological Guidance, Counselling, and Religious Education.

The curricula of these courses should be designed in a way that blends the cultures of both countries and
the global culture so that a refugee student will be able to use the things he has learned within this syllabus in
different multi-cultural environments. Syllabus of courses in the weekly schedules should be planned, involving
the similarities and differences between the new culture and mother culture.

As it will be seen in the attachment, in tables 1 and 2, alternative weekly schedules are proposed for a
system in which refugees are involved. Considering refugee students, the first alternative, is a weekly lesson
program consisting of Arabic and Culture courses. In table 2, a weekly program is prepared for a curriculum in
which Science, Technology, Engineering and Mathematics are predominant, taking STEM teaching model into
consideration. Multiculturalism is the foundation of Scientific and Technological Curriculum.

Table 1
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General Educational Plan for Turkish Primary and Secondary Schools.

Type of School Primary School Secondary School

Courses\ Grades 1. 2 3. 4. 5. 6. 7. 8.
Arabic * 0 1 1 1 4 4 4 4
Turkish 7 6 5 5 5 5 5 5
Maths 5 5 4 4 4 4 4 4
Science 3 3 4 4 4 4 4 4
Arts 2 2 2 2 2 2 2 2
Music 2 2 2 2 2 2 2 2
Sports 2 2 2 2 2 2 2 2
Guidance & P. 1 1 2 2 2 2 2 2
Counseling

Religion 2 2 2 2 2 2 2 2
Culture 3 3 3 3 2 2 2 2
Life Skills 1 1 2 2 2 2 2 2
English 2 2 2 2 3 4 4 4
Game 4 4 3 3 1 0 0 0
Required Lecture 34 34 34 34 35 35 35 35
Hours/Week

Table 2

STEM Approach Weekly Course Plan for Syrian Refugee Students.

Type of School Primary School Secondary School
Courses/Grades 1. 2. 3. 4, 5. 6. 7. 8.
Arabic * 0 1 1 1 4 4 4 4
Turkish 7 6 5 5 5 5 5 5
Maths 5 5 4 4 4 4 4 4
Science 3 3 4 4 4 4 4 4
Arts 2 2 2 2 2 2 2 2
Music 2 2 2 2 2 2 2 2
Sports 2 2 2 2 2 2 2 2
Guidance & P. 1 1 2 2 2 2 2 2
Counseling

Religion 2 2 2 2 2 2 2 2
Culture 3 3 3 3 2 2 2 2
English 2 2 2 2 3 4 4 4
Game 4 4 3 3 1 0 0 0
Required Lecture 33 33 33 33 35 35 35 35
Hours/Week

*In secondary school Arabic has been chosen as elective class. If students select, other elective language
classes will be given.

Discussion, Conclusion and Implications

Refugees are global citizens; though, most countries do not want to integrate them, or have failed to
integrate them to the society. Integration concept is basically should not be in the way of assimilation but in
general it should be a concept that establishing a social system which meets with all parties demands in
society. Considering the fact that education plays a major role in the formation of identity and integration,
precautions should be carefully taken in the scope of education and current curricula should be revised. The
most significant method of overcoming the issue of refugees is to give them a proper education. Developing a
syllabus appropriate for the weekly schedule taking multiculturalism into consideration and integrating STEM
education system are appreciated as two ways of raising the sense of belonging and the adaptation of refugees
to the society. Holistic and global function of STEM teaching approach cannot be ignored in terms of
integration to the society they live in by means of education.

The effect of technology cannot be denied in the process of globalization. Internet use, contributing to the
advance of technological development day by day has made the teaching of Mathematics and Science more
Engineering and Technology-based. Technology-based teaching approach in Mathematics, Science and
Engineering has been widespread, known as STEM. STEM teaching approach, which has been applied in many
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countries as soon as it appeared, aims at students’ adoption to interdisciplinary perspective. The fundamental
aim of STEM is to bring up students who can use Mathematics and Scientific Studies as technology-productive
based and can use this in the social, business and global enterprises (Kirki¢ & Kirkig, 2018, p.39).

Educational experiences of people from different cultures living in the same environment has been a
prevalent situation in the globalizing world. Silicon Valley is a leading place, known worldwide, where
technological inventions are made. Most of the scientists working in Silicon Valley come from different
countries. 37.80 % of those living in Silicon Valley are immigrants and every 24 minutes a new immigrant comes
to the valley (2018, Silicon Valley Population Clock). The practice of STEM based teaching approach in the
immigrants’ schools will support different cultures to learn together in producing technology as in the example
of Silicon Valley. Thus, there will be an opportunity of culturally socializing and the blending of the cultures. In
American University of Beirut, STEM education is given to the immigrant students, which helps them adapt to
the education and the society they live in (Muller, 2017). In the STEM report prepared by the Turkish Ministry
of Education (Turkish Ministry of National Education MEB, 2016b), it has been suggested that STEM teaching
approach should be integrated into the preparatory process of curriculum of different subjects. There is not a
universal approach to the refugee education as there is in other educational issues; however, there is a need to
comprise structures that will enhance cultural adaptation and integration. Although mentalities that will help
this adaptation have not been put into practice, though constructed, in scopes such as Medicine, a universal
paradigm (a series of values), which will develop abilities at an individual level has not been constructed yet in
education.

Yildiran states that there is a new frame for a universal integration and adaptation. According to Yildiran,
this frame can be neither a Western or Eastern nor Northern or Southern one. This frame can be made up with
the culture of every individual and what he has brought from his heritage (Yildiran, 2006, p. 440-441). Weekly
lesson schedules that have been proposed are appropriate for the characteristics of people from different
cultures, blended with the cultural features of the culture they come from and the one they live in now, and
aiming at raising an awareness of global cultures. It is proposed to the Turkish Ministry of Education that
weekly lesson schedules should be evaluated and curricula should be designed in accordance with the situation
resulting from the evaluation.
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TURKCE SURUM

Giris

Her ne kadar tasinma/yer degistirme, gelisen teknoloji ve refah seviyesi nedeniyle artmis olsa da farkl
baglamlarda hareket halinde olan ¢ok sayida insan vardir. Gog¢ hareketleri, tim dinyada insanlarin
hareketliligine neden olmustur. Maalesef, savas, kitlik ve bulasici hastaliklar nedeniyle zorunlu go¢ hareketleri
ortaya ¢cikmistir. Son on yila bakildiginda, 2011’de baslayan Suriye savasi, 5,5 milyon kisinin Suriye’den gog
etmesine neden olmustur (UNHRC, 2016a). Tirkiye, Liibnan, Irak, iran, Urdiin, Misir ve bazi Avrupa Ulkeleri
Suriyeli miiltecilere ev sahipligi yapmaktadir. Turkiye'nin cografi konumu, onlara ev sahipligi yapma konusunda
Tlrkiye'yi liderlige tasimaktadir. Buna ek olarak, Tlrkiye’nin 1951 yilinda imzaladigi Cenevre Sézlesmesi’'nde
mdlteciligi sadece Avrupa’dan gelen bireyler olarak tanimasi ve bu cografi sinirin hala devam etmesi, zorunlu
goc ile Suriye’den gelen bireylerin adlandiriimasi konusunda tartismalara yol agmistir (Birlesmis Milletler
Miilteciler Yiksek Komiserligi Tiirkiye Temsilciligi, 1961). ilk etapta misafir olarak adlandirilan miilteciler
sonrasinda Gegici Koruma kapsaminda Tiirkiye’de kayit altina alinmaya ¢alisilmistir. igisleri Bakanhg Gog
idaresi'ne gore Tiirkiye’de 2018 yili itibariyle Gegici Koruma kapsaminda 3.594.232 kisi bulunmaktadir (2018).

Artan sayida miiltecinin, tlkeler izerinde 6nemli bir etkisi oldugu gdzlemlenmektedir. Ulkeler, artan miilteci
nifusuyla birlikte altyapi, egitim, saglk gibi bazi sistemlerini iyilestirmek ve gelistirmek durumunda kalmaktadir.
Miiltecilerin etkileri sadece kaynak paylasimiyla sinirli degildir. Ozellikle de cok sayida geng miiltecinin oldugu
varsayilirsa demografik sonuglar da kaginilmazdir. Bu geng¢ miiltecilerin Glkeler Gzerindeki etkileri, geng
vatandaslarin etkileriyle aynidir. Buna ek olarak, tlkelerin uyguladigi farkli politikalarin da milteciler Gzerinde
etkisi vardir. Miiltecilerin llkede insani sartlarda yasamasi igin gereken egitim, saglik ve is gliciine katilma gibi
haklarin diizenlenmesi kritik 5nem tasimaktadir. Ozellikle geng miilteci niifus gz éniinde bulunduruldugunda,
her gencin oldugu gibi multeci genclerin de iyi egitilmeleri gerekmektedir.

Tirkiye’de 18 yas altinda bulunan multecilerin oraninin %48.00 oldugu dikkate alindiginda, uygulanan
egitim politikalari hem miilteci cocuklarin hem de Tirkiye’nin gelecegi agisindan énemlidir. Tiirkiye'nin egitim
politikasi, milteci ¢cocuklarin hayatlarini idame ettirmeleri ve topluma adapte olmalari agisindan ince elenip sik
dokunmasi gereken bir konudur. Suriyeli go¢menlerin anadilleri géz 6niinde bulunduruldugunda gorilmektedir
ki, gobgmen cocuklarin 6ncelikle dil engeli bulunmaktadir. Bu problemi ¢dzebilmek icin okul 6gretim programlari
yeniden gézden gegirilmelidir. Ogretim programlarinda bu diizenlemeler yapilmazsa, sadece Tiirkiye degil, diger
ev sahibi tlkeler de erken gocuk evliligi, cocuk isciligi ve gdgmenlerin yasadisi galistirilmasi gibi genis gesitlilikte
sorunla karsi karsiya kalacaktir. Tirkiye, ¢ocuk evliligini azaltmak igin senelerdir ¢cok 6nemli adimlar atmistir
fakat midltecilerin egitimine odaklanilmaz ise bu problemler yeniden ortaya cikacaktir. Tirkiye, Suriyeli
cocuklara Ucretsiz egitim saglamaktadir ancak gogmenlerin egitimini iniversiteye kadar zorunlu kilan hukuksal
bir madde maalesef bulunmamaktadir. Tirkiye vatandaslari icin 4+4+4 adi verilen bir sistem ile tim Turkiye
vatandaslar Universiteye kadar egitim almak zorundadir. Bu agidan bakildiginda, Suriyeli 6grenciler, Tirkiyeli
ogrenciler ile esit firsatlara sahip degildir.

Suriyeli gd¢menlerin karsilastiklari ¢ok sayida zorluk bulunmaktadir. Hem ailelerin hem de gocuklarin dil
engeli, ekonomik sartlar, gogmenlere karsi dnyargilar sorunlarin kaynagi olarak 6ne gikmaktadir. Maalesef bu
zorluklar nedeniyle Tiarkiye’deki gogmen gocuklarin % 61.00°i okul ¢aginda olduklari halde ilkokula ya da
ortaokula kayit olamamaktadir (UNHCR, 2106b). Suriyeli ¢cocuklar Tirkiye tarafindan kurulan Gegici Egitim
Merkezleri'nde egitim almaktadir. Gegici Egitim Merkezleri hem kamplarda hem de milteci sayisinin yiksek
oldugu sehirlerde kurulmustur. Sehirlerde bulunan bu merkezlerden bazilari devlet okullarinin igerisinde
bulunmaktadir. G¢gmen c¢ocuklar, Tirkiye vatandasi 6grencilerin dersleri sona erdikten sonra giiniin kalan
kismindaki bir zamanda Gegici Egitim Merkezleri'nde egitim almaktadir. Gegici Egitim Merkezleri'nde Suriye
mifredati takip edilmekte ve 6gretmenler de Suriye kokenli 6gretmenlerden olusmaktadir. Ayrica Tirkge
dersleri, Turkiyeli 6gretmenlerce verilmektedir. 2017-2018 egitim-0gretim vyilinda, Suriyeli 6grencilerin,
Tlrkiyeli 6grencilerle beraber, Tirkiye devlet okullarina entegre edilmesi Gegici Egitim Merkezleri’nin
kapatilmasi planlanmistir. Gliniimiizde, Gegici Egitim Merkezleri'nin bircogu kapatilmis, Suriyeli miulteci
cocuklarin devlet okullarina gecisi saglanmistir. Ancak Turkiye devleti okullarindaki egitim sistemi entegrasyona
dayanmamaktadir. Cok kaltlrluliige dayah bir ders ya da 6gretim programi Tiirkiye’de devlet okullarinda
gorilmemektedir. Suriyeli ve Turkiyeli cocuklarin karsilikli birbirlerinin kiltirlerini anlayabilecekleri bir ders bile
bulunmamaktadir (MEB, 2018). Cok kultirlilik ve adaptasyon eksikligi nedeniyle diinya genelinde ve Tirkiye
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toplumunda gécmenlere yénelik dnyargilar bas gdstermeye baslamistir (Tyler, 2006, p. 192). Onyargilari
onlemek adina, egitim sistemi ¢ok kiilturlilGgi temel almali ve 6grencilere evrensel degerler anlatiimalidir.
Ayrica tim diinyada go¢menlere karsi nefret séylemleri artmis durumdadir (Bunar, 2007, p. 167).

Tirkiye’de de gerek sosyal hayatta gerekse sosyal medyada gorilebilen érnekler vardir (“Altin igin Komsularini
Oldiiren Suriyeliler Tutuklandi”, 2018). Baris dolu bir toplum icin daha bilingli bir genclik ok kiiltiirli bir kimlikle
yetistirilmeli, egitim sistemleri buna gore tasarlanmalidir. Bu makalede 6ncelikle diinya genelinde miiltecilerin
durumundan bahsedilecek daha sonra da 6zel olarak Turkiye bazinda miltecilerin egitim hayatinin gelistirilmesi
icin ¢c6zim onerileri sunulacaktir.

Cagdas Diinyanin “Sorunu”: Miilteciler

Ormsby’nin de ifade ettigi gibi, 2011’den bu yana tiim diinyada yer degistiren insanlarin sayisi % 50.00 ‘den
fazla artmistir (2017). 2011 yil Suriye’de savasin basladigi yil olarak son yillardaki gégmen sayisinin artisi
acisindan oldukga 6nemli bir tarihtir. Bu tarihten itibaren bugline kadar 5,5 milyon kisi gd¢gmen olmaya
zorlanarak Suriye disina ¢tkmak durumunda kalmistir (UNHCR, 2016a). Zorunlu gég onlari, Afgan ve Giiney
Sudanlilar gibi, Glkelerini terk etmeye zorlamistir. “Zorunlu gog, bizim kesfettigimiz degil bizzat bizim
yaptirdigimiz bir sey” (Working & Turton, 2003, p. 3-17) ve uluslararasi alanda gergeklestirilen hamleler zorunlu
gocun kesfedilen degil olusturulan bir olgu oldugunu ortaya koymaktadir.

Siyasi ve ekonomik sorunlar, sadece gogmenlerin hayatini degil, tiim dinyayi etkilemektedir. Yer degistirme,
ev sahibi Ulkelerde kaynaklarin paylasimi, kiiltirel degisim gibi bircok soruna yol agabilmektedir. Ayrica
gogmenlerin travmalari, kimlik savaglari ve hayat miicadeleleri {izlici bir bicimde hayatlarina yansimaktadir.
Zorunlu goglin en 6nemli etkilerinden biri, tiim sosyo-ekonomik altyapilardan gelen insanlari etkileyebilmesidir.
Kisi milyoner, aydin ya da bir isci olabilir ama gocten dolayi ayni etkiye ayni anda maruz kalabilir. Bircok insan
farkinda olmasa da, anne-babalarini savasta kaybetmeleri, yeni bir Glkede yasamak zorunda kalmalari ve
cocukluk evresinde almalari gereken egitim, saglik gibi hizmetlerden yararlanamamalari nedeniyle, gog
konusunda en ¢ok cocuklar etkilenmektedir. Ornegin, géc siirecinde ve sonrasinda travma ve kronik hastaliklar
gorilmektedir (Silove et al., 1997). GO¢ sonrasi multecilerin hayat standartlari istikrarli olarak dismektedir
(Gans, 2009). Ne var ki, bu standartlarda yasayabilmek icin multeciler, sigindiklari tlkede devletin, yerel
yetkililerin, sivil toplum kuruluglarinin ve derneklerin destegine ihtiya¢ duymaktadir. Gé¢menlerin hayat
standartlarini ylkseltmenin bir yolu egitimdir. Go¢gmenlere uygun bir egitim saglamak, ortak bir kiltur
olusturabilmeleri bakimindan yasamlarini derinden etkileyen bir faktérdir. Sahin tarafindan yapilan ¢alismada,
Almanya’da yasayan Turklerin ortak bir kiltir olusturmalari icin egitimin anlamh dizeyde etkili oldugu
belirlenmistir (Sahin, 2010).

Yeni bir kiltire adapte olmak miulteciler i¢in ok zordur giinki genel olarak kendi yapilarindan farkli yapisi
olan toplumlara gé¢ etmektedirler. Ornegin, en cok gdégmen kabul eden ilk 10 iilke incelendiginde % 90.00’inin
gelismekte olan llke oldugu gorilmektedir. Gelismekte olan veya gelismis (lkelerde kamplarda kalmak
gocmenler icin mantiksiz olarak algilanmaktadir. Barinmaktan ziyade bu (lkelerde is imkanlari aramak
multecilere daha cazip goriinmektedir. UNHCR Tirkiye’de gégmenlerin % 91.00’inin sehirlerde yasamakta
oldugunu belirtmektedir. Bu durum bahsedildigi gibi gelismekte olan lkelerde daha iyi is ve yasam sartlarina
sahip olmak icin sehirlere go¢ edildiginin bir gostergesidir. Tirkiye hikimeti go¢menlere is izni vermektedir
(2017). Bu gogmenlerden bazilari, kendi restoranlari veya sirketlerini agan yatirimcilardan olusmakta, bir kismi
da mavi yakali olarak galismaktadir. Maalesef, yiiksek oranda yasadisi calisma da mevcuttur. Ozellikle de biyiik
sehirlerdeki zor ekonomik kosullardan ve yiiksek ev kiralarindan dolayi, yiiksek fiyatlar ailelerin gocuklarini
¢alismaya itmesiyle sonuglanmaktadir. Ayrica, is yeri sahipleri gogmenleri ucuz is glici olarak géormekte ve
kacak olarak calistirmaktadir (Erdogan, 2018).

Yasadisi olmasina ragmen, resit olmayan milteci ¢cocuklar ¢alismaya mecbur kalmaktadir. Amerika Birlesik
Devletleri Calisma Birimi de ¢ocuk isciliginin, tekstil, mobilya ve tretim sektorlerinde artmakta oldugunu ve bu
cocuklarin yetiskinlere verilen Ucretin yarisini aldiklarini belirtmektedir. Tirkiye’de ¢ocuk isciligi konusunda
oldukga buyiik sorunlar bulunmaktadir. Ekonomik sorunlar, hukuksal diizenlemelerdeki yetersizlikler, yogun
olarak yasanan i¢ ve dis gocler nedeniyle, Uluslararasi Calisma Teskilati verilerine gore, Tirkiye’de sayilari
yaklasik olarak 1,600 000 gocugun is giiciinde yer aldigi belirtilmektedir (“Cocuk Isciligi”, 2018). Avrupa Birligi
lilkelerinde ise pek ¢ok ilkede cocuk isciligi yok denecek diizeyde olmasina ragmen, italya’da %5.00 ve
Romanya’da %1.00 diizeyinde gocuk isciligi verileri bulunmaktadir (Tat, 2016). Farkli tlkelerin gdgmen sayilari,
gocmenlerin kdkenleri ve Glke icindeki yasam kosullari gesitlilik gbstermektedir.
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Tirkiye’den sonra Pakistan, en ¢ok gd¢men agirlayan ikinci uUlke olarak bilinmektedir. Pakistan’daki
gogmenlerin ¢ogu Afganistan’dan gelmistir. Toplamda, 1.4 milyon gé¢men Afganistan’da yasamaktadir. Afgan
gdcmenler ayni zamanda Avrupa llkeleri ve iran’da yasamaktadir. Ayni zamanda 2016 yili verilerine gére Irak’ta
953,447 ve Tirkiye’de de 118.116 Afgan gégmen yasamaktadir. Az gelismis lilkelerde gelismekte olan ulkelere
gore daha az Afgan miilteci bulunmaktadir (Human Rights Watch, 2017). Afganistan ve Pakistan arasindaki
politik meselelerden dolayi, ev sahibi llke olarak Pakistan, bu miiltecilere Ulkelerine geri donmeleri icin baski
uygulamaya baslamistir. UNHCR verileri 2016’da, 1.737.882 miiltecinin, Afganistan’da insan kaynaklari ve is
imkanlarindan yoksun olmalarina ragmen Afganistan’a geri dondiiklerinden bahsetmektedir (2017b). Afgan
milteciler vakasinda ¢ocuk miiltecilerin sayisinin da ¢ok fazla oldugu géze gcarpmaktadir. Afgan milteci niifusun
yarisindan ¢ogunun ¢ocuk oldugu belirtilmistir (UNHCR, 2017). Dahasi, Pakistan’da yasayan Afgan miiltecilerin
% 74.00°U0 24 yas altindadir (UNHCR, 2016a). Bu c¢ocuklara egitim vermek hayati édneme sahiptir ¢lnki
bulunduklar cografyada goz ardi edilemeyecek o6l¢lide bir terér problemi bulunmaktadir. Cocuklari giivende
tutmak ve hayatlarina deger katmak icin egitimin dnemi bayuaktar.

Libnan, dinya genelde en fazla milteci barindiran Gglinct Ulkedir. Libnan’da 1 milyon Suriyeli milteci
bulunmaktadir (UNHCR, 2016a). Liilbnan’in Suriye’ye cografi yakinhgi nedeniyle Suriyeli miltecilerle ilgili bazi
avantajlari bulunmaktadir. Ornegin dil anlaminda Liibnan’da da Arapga dili ana dildir ve Suriyeli miilteciler igin
dil sorunu olmamaktadir. Ayrica, kulturel farkhhklar, Tirkiye’de Suriyeli miltecilerin yasadigi kiltir sorunu ile
kargilastinldiginda daha azdir. Bu durumlara ek olarak, Jesri, tim Lubnan’a yayilmis olarak resmi kamplarin
bulunmadigini ifade etmektedir (2015). Bu durum egitime erisimi olumsuz olarak etkilemektedir ¢lnki
hikimet miltecileri bir araya toplayamaz ise onlarin ihtiyaclarini karsilamak zorlasacaktir.

iran diinya genelinde en cok miilteci agirlayan dérdiinci {lkedir. iran sadece Afgan degil, ayni zamanda
Suriyeli miiltecileri de agirlamaktadir. UNHCR verilerine gore iran’da 979.435 miilteci bulunmaktadir (2016a).
Afgan miiltecilere egitim alaninda bakildiginda, iran vatandaslari gibi okullara devam edebilmektedir. iran’da
multeci ¢ocuklar Ulkelerinin 68retim programina dayali egitim almaktadir (UNHCR, 2016b). Bu durum Afgan
multeciler igin kritik 6Gneme sahiptir ¢linkiu bu 6gretim programi ¢ok kulturli degildir ve buna ilave olarak
mdltecilerin kiltiriine de uygun degildir.

iran ve Lubnan’a ek olarak, Giiney Sudan’daki karisikliklar nedeniyle, cok sayida insan da miilteci olmak
zorunda kalmistir. Gliiney Sudan nifusunun yaklasik Ggte biri yerlerinden olmustur. “1,7 milyon Giiney Sudanli
Glkeden kagmis ve yaklasik 7.5 milyon kisi Glney Sudan sinirlar igerisinde acil insani yardim ihtiyaci
duymaktadir ve bunlarin icinde 1.9 milyon kiside tlke icinde go¢ edenlerden olusmaktadir” (UNHCR, 2017a).
Sudanlilar daha ¢ok komsu llkelere goc etmektedir. Gog ettikleri Glkeler tipki Sudan gibi gelismemis ya da
gelismekte olan ulkelerdir. Uluslararasi Miilteci Haklari Dernegi Uganda’da 1 milyon Gliney Sudanli miilteci
oldugunu bildirmektedir (2017). Ev sahipligi yapan llkelerin ekonomik durumlarindan dolayr milteci egitiminin
fazla basarili olmadigi belirtilmekle birlikte, UNHCR bu ¢ocuklarin neredeyse %65.00’inin egitime erisememekte
oldugunu soylemektedir (2016a).

Tim bu o6rneklerden gorildigi Gzere, go¢ hareketlerinin cocuklari ¢ok derinden etkiledigi net olarak
anlasilmaktadir. Gogmen ¢ocuklar icinde dogmadiklar kiiltirlerde egitim almak zorunda kalmaktadir. Ayrica,
bazi gd¢men cocuklar ailelerinden cok daha farkli bir kiiltire dogmaktadir. Ornegin AFAD’a gore, Suriye
Krizi'nden sonra go¢ akimlari basladigindan, Temmuz 2017’ye kadar 224.750 ¢ocuk Tirkiye ‘de dogmustur.
Zaman gegtikge bu cocuklar kendi kultiirlerinden farkl olan bir toplumda biiylyerek ¢ok kultiirli bireyler haline
gelecektir. Muhtemelen cift dilli olacaklar, anadillerini evde 6grenecekler, ev sahibi llkenin resmi dilini okul da
ya da sosyal aktivitelerde Ogreneceklerdir. Bu géocmen cocuklar muhtemelen zihinlerinde kimlik ikilemi
yasayacaktir. Eger egitim sistemi gogmenlerin kimligi, diinya capinda degerler ve kiltirel kombinasyona gore
yeniden diizenlenirse, milteci cocuklar kurtarilabilir ve topluma yeniden kazandirilabilir.

Kisaca Ozetlemek gerekirse, diinyadaki miiltecilerin yarisindan ¢ogu ¢ocuk grubudur (UNHCR, 2016a). Bu
¢ocuklarin da normal vatandas g¢ocuklar gibi egitim gérmeye ihtiyaglari vardir. Cocuklarin gégmen olarak
yasadiklari Ulkeler tarafindan onlara karsi sergilenen yaklasimlar farkli olabilir ancak go¢ edilen llke ve
gocmelerin - kendi Ulkelerinin  kiltlrleri arasinda egitim sisteminin  de katkisiyla bir entegrasyon
saglanamadiginda, gocmen cocuklarin giderek marjinallesme olasiligi artacaktir (Sahin, 2010). Cocuklan
kurtarmak icin egitim énemli bir mekanizmadir ve Diinya Cocuklari olarak adlandirdigimiz miilteci ¢ocuklarin
egitimi hem kendi gelecekleri hem de diinyanin gelecegi icin 6nem tasimaktadir. Bu ¢alismanin bir sonraki
boliminde gok kiiltirli sosyallesme ve miulteci kimligi tartisilacak, daha sonra Tirkiye’deki milteci ¢ocuklar
icin 6gretim programi tavsiyesinde bulunulacaktir.
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Egitim, Cok Kiiltiirlii Sosyallesme ve Kimligin Yeniden Olusturulmasi

Farkh Glkelerin ve farkli kisilerin de farkh kalturleri olur fakat kiiresellesme herkesin ortak bir noktada
bulusabilecegi yeni bir kiltiir olusturmustur. Ornegin kiiresellesme sayesinde bir Tirkiyeli de kot pantolon
giyebilir, bir Japonyal da. Her iki Ulkenin vatandasi da kendi milliyetlerini belli edecek kiyafetler yerine
kiresellesen diinyada farkh kiltiirden insanlarin erisebilecegi kiyafetleri giymeye baslamistir. Sadece kiyafet
alaninda degil egitim, davranislar, is hayati vb. bircok alanda kiiresellesme gériilmektedir. internet ve sosyal
medyanin yayginlagmasi burada 6nemli bir rol oynamaktadir. Bu kanallar insanlara kultirin sadece ulke
sinirlariyla kisith olmadigini gostermistir. Bu 6rneklerden yola cikarak, farkh ge¢mislerden, kiltirlerden,
Glkelerden, gelen insanlarin kiresel kiltir denen vyeni bir kaltir olusturdugunu kolaylikla soylemek
mimkiindir. Cok kaltarlulik ve sosyallesme, kiresel kiltlrin bir diger yoni olarak karsimiza ¢ikmaktadir. Cok
kilturlh sosyallesme sireci, sosyal mekanizmalar yoluyla farkli bir kiltlirden degerler, davranislar ve biling
edinme yoludur. Egitim, kalturleri birlestiren, yetenekleri kesfeden ve kimlikleri sekillendiren sosyal
mekanizmalar igerisinde en etkili olanidir.

Buna ek olarak egitim, insan yetenek ve imkanlarinin gelisimini genis Ol¢lide tesvik eder. Kendi yerini
belirleme ve bireyin sahip oldugu potansiyeli arastirma gibi nihai 6zellikli hedefi ile birey ruhunu ve psikolojisini
egiterek onlari glglt kilmak, egitim kurumlarinin gorevi olarak degerlendirilmektedir (Eryilmaz, 2013). Birey
kendisini sahip oldugu egitim yolu ile fark ettirir. Egitim ailede baslar ve tim yasam boyunca devam eder.
Aileden alinan egitim kisisel gelisimin en 6nemli belirleyici etkenidir. Sahip olunan ebeveynlerden gelen
ozellikler, yetisme sartlari, ait olunan etnik ya da dini topluluk ya da birlikte olunan arkadas gruplari karakter
gelisiminin 6nemli faktorlerdir. Vincent (2003), egitimin sadece siyasi haklar faaliyeti olmadigini, 6te yandan
karakterin olusturulmasi veya ifade edilmesine giden yol oldugunu belirtmektedir.

Gocmenler bazen kiltirel asimilasyon nedeniyle baska bir toplumla iletisim halindeyken kisiliklerini yeniden
yapilandirmayi denerler. Bir yandan da bu bireyler kendilerini ait olduklari topluluklarla ayirt ederler. Yerinden
olmus kisiler desifre olmus bir kesimdir. iste bu nedenle, ev sahibi millet icerisinde var olan bir toplanma yeri
ihtiyaci hisseder ve kisiliklerini bu sekilde yeniden insa ederler.

iki topluluk arasindaki gekismeyi sona erdirmenin toplumun yararina oldugu ilkesini gézeten bir ydnetim
anlayisi, go¢ eden kimseleri yerel toplum ile kaynastirmak icin onlara daha ¢ok sosyal rol ve sorumluluk
vermelidir (Lordoglu & Aslan, 2016). Bu nedenle yerlerinden olmus bireyler, genel toplumda oynadiklari roller
ve aldiklari sorumluluklar itibariyle karakterlerini olusturabilirler. Yine de, temel olan yerinden olmus kisilerin
tamamen yeni topluma ve kiltlre her yoéniyle, kendi kilturlerini dislamadan adapte olmasidir. Savastan yeni
kacmis olmalari gergegini goz ardi edersek, bireyler kendi anilari ve algilarinda kendi toplumlarina sahiplerdi ve
algilarindaki bu anilardan, bu kiltiirden koparilmamalari gerekmektedir.

Gogmenlerin Egitiminde Cift Dilliligin Yeri

Dewey, egitimin gelecek yasam icin hazirlik degil, bir yasam sireci oldugunu ve egitimin insanlara sadece
akademik olarak degil ayni zamanda sosyal olarak da deger kattigini belirtmektedir (1897). Ogrenme, degerler,
kilturel davraniglar bileskesi de egitimin parcasidir. Ginimuzde, egitimin amaci keskin bir sekilde degismistir.
Egitimin deger Gretme kismi, egitim mekanik bir sistem olarak hizmet etmeye basladigi i¢in azalmistir. Meyer,
egitimin gliinimlzde bir sireg gibi degil fakat daha gok bir Griin gibi gérindugini belirtir (as cited in Bauman,
2003). Ogretim programlari, yaraticihigl gelistirme ve yetenekleri kesfetmeye dayali degildir. Tim cocuklar,
yetenekleri, bilisleri farkli olmalarina ragmen ayni sinavlari olmaktalar.

Bu duruma ek olarak maalesef, insanlar egitimi isglici sistemine giris kdprisi olarak gérmektedir. Egitimin
kaltdrleri, insanlari birlestirme rold insanlar tarafindan kiigimsenmis ve odak noktasi sadece is glici olmustur.
Bu meseleyi ¢ozebilmek igin, ¢ok kaltlrlulik, egitim sistemi ve 6gretim programlarinda yer almahdir. “Cok
kaltarlh egitim, tim sosyal siniflardan, cinsiyet, etnik, dil ve kiltir gruplarindan olan 6grencilerin esit 6grenme
firsatlarina sahip olabilmeleri igin bir reform hareketidir” (Banks & Banks, 2010, p. 481). Cok kiiltiirli egitimde
dil siniflari gereklidir. Ozellikle de miiltecilerin egitiminde cift dilliligin 6nemi ¢ok biyiiktiir

Yukarida belirtildigi gibi, tim diinyada yaklasik 22.5 milyon milteci vardir. Ev sahibi tlke vatandaslariyla
gocmenler arasindaki iletisim olduk¢a 6nemlidir. Miltecilerin cift dilliligi ayni zamanda ¢ok kaltlrla iliskileri de
desteklemektedir. Cok kultarlalik kisinin kendi kiltiriiniin daha alt dizeyde kalip baska kiltlriine adapte
olmasi, kisaca asimilasyona ugramasi olarak degerlendirilmemelidir. Her kiltlr bir digerinin dilini, degerlerini,
geleneklerini 6grenip kucaklarsa, ginlik yasantisinda kullanirsa, ¢ok kaltlrli sosyallesme ortaya cikar. Sunny
Man Chu Lau’nun ylrGttigi arastirmada, Kanada ve Burmali 6grenciler mektup arkadasi olurlar. Burmal
Ogrencilerin birgogu miltecidir ve Burmalilar mektuplarinin bir bolimini Burma dilinde yazarlarken
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Kanadalilar, cift dillilik pratiklerini artirmak igin ingilizce yazarlar. Bu arastirmanin sonunda dgrencilerin farkli bir
dil kullanmaya yonelik bakis agilari daha pozitiflesmis ve 6grenciler farkli dil 6grenmeye olan korkularindan
kurtulmuslardir (Sunny, 2017). Cok kultirli toplumlarda cift dillilik tek bir etnik ya da kiltirel grupla
sinirlandiriilmamalidir. Miltecilerin gift dilli olusu ¢ok kaltirliltgin tek bir kaynagi olamaz. Cuinki ev sahibi
lilkede yasayan insanlar cift dil yeteneklerini gelistirmelidir. Bu tiir bir etkilesim her iki taraf icin de ¢cok daha
faydali olacaktir.

Cift dilliligin malteci egitimindeki yeri oldukga 6nemlidir ¢linkii yeni bir dil 6grenerek milteci cocugun kimligi
sekillenebilir. Blau ve Duncan’in belirttigi izere, “Go¢gmen gruplar ile diger etnik azinlik gruplarin ana akim
kiltire katilimlari icin en 6nemli arag egitim olabilir’ (Akt. Bankston & Zhou, 1995). Cok kiltlrlu egitim,
asimilasyon veya erime degil, adaptasyondur. Boylece, ¢ok kulturli egitim ile cift dilliligin birlesimindeki amag
asimilasyon degil adaptasyon siirecini gelistirmektir. Gegmiste bazi asimilasyon 6rnekleri farkl kiltirlerde
goriilebilir. ABD kongresinin, 1906 da gecirdigi bir yasa, bir kisi ingilizce konusamiyorsa vatandas olma hakki
olmadigini belirtmektedir (Bankston & Zhou, 1995). Ulkelerdeki bu kisitlamalar, ¢ok kiltiirli cevreyi
kisitlamaktadir. Cift dillilikle ilgili arastirmalar, ¢ift dilli cocuklarin kendi kiltirleriyle baglarini sirdirdikleri ve
diger kiiltiire de adapte olabildiklerini gdstermektedir ve bu nedenle ¢ift dilliligin ¢ocuklarin kiiltirleri Gzerinde
olumlu etkileri vardir (Bankston & Zhou, 1995). Cocuklarin kendi kultlrlerindeki anilari ¢ift dillilik sayesinde
canh kalmaktadir. “Boyle bir diinyada, ani kazanimdir ve ne kadar geriye dayaniyorsa ve ne kadar uzun
surliyorsa o kadar degerlidir” (Bauman, 2013). Ev sahibi tlkeler aninin milteci ¢ocuklar igin blyik bir kazanim
oldugunun farkina vardiklarinda ve egitim sistemini ¢ok kultlrli degerlere gore sekillendirdiklerinde, miilteci
cocuklar daha iyi bir gelecege sahip olabilecektir.

Sonug olarak, ¢ok kultarlulik kendisini ¢ift dilli egitimde gostermektedir. Tim diinyada 22.5 milyon milteci
oldugu ve bunlarin yaklasik 3 milyonunun Tirkiye’de yasadigi degerlendirildiginde, Tirk egitim sisteminde ¢ok
kalturlh degerlere dayali yeni bir 6gretim programina oncelikle ihtiya¢ duyuldugu gorilecektir. Birbirine karsi
olan oOnyargilari yikmak igin, kiltlrleri daha iyi anlamak ve toplumda saglikh bir kiiltirel mozaige sahip
olabilmek igin Turkiye'nin egitim sisteminde reformlara ihtiyag bulunmaktadir. Sonraki béliimlerde Tirkiye’ deki
gocmenlerin egitimi analiz edilecek ve Tirkiye icin bir Ogretim programi olusmasi yoninde O&neride
bulunulacaktir.

Tiirkiye’de Miiltecilerin Egitimi

Suriye Savasi Turkiye’deki miltecilerin sayisini 6nemli 6lctide etkilemistir. Tlrkiye’de bulunan miiltecilerin
yarisindan ¢ogu cocuktur. Suriyeli gogmen cocuklarin, maalesef, sadece %39.00’u egitim hayatlarini Tlrkiye’'de
sirdirme sansina sahiptir (UNHCR, 2016b). Cocuklar, ekonomik ve psikolojik problemler, travmatik ge¢cmis ya
da dil engeli nedeniyle okula gidememektedir. Tirkiye devleti, Suriyeli gogmenlere gegici oturma izni vermekte
ve bu izinle her gocuk devlet okullarina herhangi bir Gicret 6demeksizin gidebilme imkani olusmaktadir. Tirkiye
belirli bolgelerde “Gegici Egitim Merkezi” adi verilen merkezler agilmistir. Bu egitim merkezlerinin konumu ve
kurulus misyonundan dolayi, multeci ¢ocuklar, Turkiye vatandasi 6grenciler ile birlikte 6grenim gérmemektedir.
Gegici Egitim Merkezleri’'nde, Suriye mifredati devam ettirilmekte ve bu 6gretim programina ek olarak ¢ocuklar
Tirkce de o6grenmektedir. Milteci ¢ocuklar, Turkiye Devleti okullarina 2017-2018 Guz doneminde 6grenim
gormeye baslayabilecektir ve Gegici Egitim Merkezleri, milteci 6grencileri Tiirkiye Devleti okullarina adapte
edebilmek icin tim Tirkiye’de yavas yavas kapatilmaya baslanacaktir (MEB, 2016). Suriye’den beklenmedik
oranda gog, sadece Tirkiye'yi degil diger Ulkeleri de sasirtmistir. Go¢ sonrasi, Turkiye devleti gogmen egitimi
icin ¢dziimler bulmaya calismistir. ilk etapta, Suriyelilerin kisa siire sonra llkelerine dénecegi varsayilarak Gegici
Egitim Merkezleri kurulmustur. Fakat halen, bir kissm gé¢men cocuklar yasal olmayan okullara gitmektedir.
UNICEF gibi farkli sivil toplum kuruluslari, Gegici Egitim Merkezlerine maddi anlamda destek vermektedir.
UNICEF, Gegici Egitim Merkezlerindeki 6gretmen maaslarini ve gé¢cmen cocuklarin aylik tasima Ucretlerini
o6demektedir (UNICEF, 2015). MEB, bu gegcici egitim merkezlerinin cogunu 2017-2018 Gliz doneminde kapatmis
ve Suriyeli 6grencilerin dizenli olarak devlet okullarina baslamasini saglamistir, sadece az sayida Gegici Egitim
Merkezi egitime devam etmektedir(MEB, 2016a).

Tirkiye’de milteci egitimiyle ilgili kritik mesele sudur ki, egitim miulteci ¢cocuklarin topluma uyumunda
destekleyici bir rol oynamakta fakat ayni zamanda kimliklerin sekillenmesinde de biyuk bir etkiye sahip
olmaktadir. Suriyeli miilteci ¢cocuklarin egitim hayatina katihmini ve devamliligini negatif etkileyen iki sebep
bulunmaktadir. Birincisi, multeci ¢ocuklarin yasal olmayan bicimde cesitli is alanlarinda ¢alistiriimasi ve egitim
hayatindan uzak kalmalaridir. Milteci ¢cocuklarin geng yasta ¢alismalarina sebep olan 6nemli faktérlerden biri
ailelerin bu konuda bilingsiz ve egitim seviyelerinin diisik olmasi olabilir. AFAD’a gore Tirkiye’de yasayan
Suriyeli yetiskin miiltecilerin %79.80’i ilkokul veya ortackul mezunudur. ikincisi ise Suriyeli cocuklar devlet
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okullarinda egitim almaya basladiklarinda, Tirkiye tarihi ve kiltird ile ilgili dersler almak zorunda kalmalaridir.
Maalesef ilk, orta ve lisedeki egitim sistemi ¢ok kulturli yaklagima degil, Turkiye kiltiirine dayahdir. Kimlik
kaybi ya da bozulmasi Tirkiye egitim sisteminin amaci olmamalidir ve bunun icin haftalik ders cizelgelerinde yer
alan derslerin 6gretim programi ¢ok kulturliliige dayali olacak sekilde gelistiriimelidir. Buna ek olarak, iyi bir
egitim hayati icin ailenin egitim hayatina katilimi da 6nemlidir. Bazi STK'lar, AID (Uluslararasi Doktorlar ittifaki)
gibi, Suriyeli milteci yetiskinler icin mesleki ve dil kurslari vermektedir, ancak miilteci yetiskinler i¢in bir mesleki
kurs agma konusunda herhangi bir hikimet girisimi bulunmamaktadir. Belediyelerin Tirk vatandaslar icin
mesleki kurslari vardir. Ornegin, istanbul Biiyiiksehir Belediyesi'nin ISMEK (istanbul Mesleki Egitim Kurslari) adli
profesyonelligi kazanma kurslari {cretsizdir. Bu kurslarin hemen hemen hepsi istanbul civarindadir. Bu
merkezlerde egitim almak iyi bir firsattir, ancak bu merkezlerde miiltecilere yer agmak icin belediyeden su ana
kadar somut bir adim atilmamistir. Ayrica, Halk Egitim Merkezi'nin Yabancilar icin Tirkge dersi agilmistir, ancak
mdlteci aileler bu konuda bilgi sahibi olmadiklari veya sinirli biitgeye sahip olmalari nedeniyle bu merkezlere
erisememektedirler.
Okul ve aile, iki farkh sosyal kurum ve farkli beklentilerle sekillenmektedir. Bu iki farkh kurum,
cocuklarin egitimi noktasinda ortak bir noktada bulusmak zorundadir. Problem, birinci siniflarda daha
onemli hale gelmektedir ¢iinkli en temel ¢alisma ve 6grenme becerileri ilk yil atiimaktadir (Simsek &
Tunaydin, 2002, p. 12-16).

Miilteci ailelerde egitim sistemine ¢ocuklarinin katimini saglama oraninin diisiik oldugu, multeci gocuklarin
okullasmaya katihm oraninin duslklGglinden anlasilabilir. Hatta bazi aileler, c¢ocuklarini nasil okula
gondereceklerini, kayit edeceklerini bile bilmemektedir. Dil engeli ve bilgi eksikligi burada ¢ok 6énemli bir rol
oynamaktadir. Ogretmenler, grencilerde bazi problemler gézlemlese bile, ailelerine bunlari anlatamamaktadir,
¢linkli ne aileler 6gretmenin ne de 6gretmen ailelerin ana dilini bilmektedir. Mercan Uzun ve Biitiin (2016)‘Un
yaptigl c¢alisma, yukaridaki ifadenin ispati gibidir. Tirkiye’nin Samsun ilinde Suriyeli gé¢men ailelerin
anaokulundaki cocuklariyla c¢alisan 6gretmenler, hem ailelerle hem de cocuklariyla iletisim problemleri
yasadiklarini ifade etmislerdir. Ayrica, 6gretmenler, bazi 6grencilerin saglik ve psikolojik anlamda problemleri
oldugunu da gozlemlemistir. Ancak bunlari ailelerle paylasmak istediklerinde, dil engeli nedeniyle, iyi bir iletisim
saglayamadiklari arastirmada yer almistir.

Dil engeli sadece okul 6ncesi cocuklarla sinirli degildir. Farkli yas gruplarinda farkli iletisim problemleri
ortaya cikabilir. Her ¢cocugun 6grenme ve adapte sireci farkli oldugu gerceginden hareketle, 6grenme sireci
her 6grenci icin zaman almaktadir. Gegici Egitim Merkezlerinde Tirkge dersleri verilmesine ragmen, diger
dersler Arapc¢a oldugu igin, cocuklarin Tirkce konusma pratigi sanslari bulunmamaktadir. Ayni zamanda,
Tiirkiye toplumunda miiltecilere, 6zellikle de Suriyeli olanlara karsi &nyargi bulunmaktadir. Ornegin, Twitter’'da,
nefret  sOylemine dayall, Suriyelilerle ilgili  hashtagler olusturulmustur  (#SuriyelilerDefolsun,
#SuriyelilerEvineDonsin). Suriyelilerle ilgili carpitiimis haberlerden dolayi Tirkiye vatandaslari, gécmenlere
nefret sdyleminde ve 6fke dolu davranislarda bulunmustur. Toplumda yetiskin aile bireylerinin miltecilere 6n
yargilari oldugunda, cocuklarinin da onyargilari olmasi muhtemeldir. Cocuklukta birbiriyle iliskilerin ve
davranislarin birgogunda 6nemli oldugu g6z oniine alindiginda, ¢ocuklara aktarilan ailelerin ényargilari Suriyeli
mdltecilerin Tirk toplumuna entegrasyonunu olumsuz yonde etkilemektedir. Bu durum da Tirkiye ve Suriyeli
¢ocuklarin arkadasliklarina ve Suriyeli go¢cmenlerin Tirkiye toplumuna entegrasyonunda engel teskil
etmektedir. Dahasi, gé¢men ailelerin ekonomik durumlari da gé¢men gocuklarin egitimi agisindan da énemli bir
problem teskil etmektedir.

Tiurkiye’de gecici koruma izni olan go¢menler, Ucretsiz egitim ve (cretsiz saghk hizmetlerine
erisebilmektedir. Ancak bazi devlet okullarinin kayit esnasinda okul hizmetleri icin para istemekte oldugu
gozlemlenmistir. Ayrica, okullarin organize ettigi kiltiir turlari, kirtasiye masraflari, kiyafet masraflari gogmenler
icin bilylk problem olusturmaktadir. Suriyeli gd¢men ailelerin g¢ocuk sayisinin fazla oldugu gergegini
disindldiginde, ailelerin tiim c¢ocuklarinin egitim ihtiyacini karsilamalari olduk¢a zordur. Bazi aileler
cocuklarinin ihtiyaglarini karsilamak igin yasadisi ¢dzlimlere basvurmaktadir. Bu yasadisi “¢cdziimlerden” en
onemlisi ¢ocuk isciligidir. Acik Toplum Vakfi'nin (Open Society Foundation) Yasam Arastirmasina Destegi
raporunda belirttig§ine gére ki bu arastirma Tirkiye’nin farkli sehirlerinde yiritilmistir, istanbul’da Suriyeli
hanelerin 1/3’inde en az 1 cocuk calismakta ve bu cocuklarin yarisi tekstil sektériinde calismaktadir.
Sanliurfa’da ¢ocuk iscilerin ortalama yasi 14 olarak gézlemlenmekte ve Hatay’da miilteci cocuklarin yaklasik
%50.00’si calismaktadir (2016). Milteci ¢ocuklarin geng yasta calismalarina sebep olan en 6nemli faktor de,
ailelerin dlsik egitim seviyesi olabilir.
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Sonug olarak, Suriyeli milteci ¢ocuklarin Tirkiye egitim sistemi ve toplumuna adapte olmalari 6nemli bir
adim ancak yeterli degildir. Milteci ¢ocuklarin adaptasyonunu siirdiirebilmeleri igin aileler de topluma adapte
olmalidir. Tim gé¢cmenler icin sosyal, finansal ve psikolojik destek oldukca 6nemlidir. Dahasi, ¢ok kiltirli bir
egitimin hem Turkiyeli hem de multeci 6grenciler icin pek ¢ok faydasi vardir. Yetiskinler igcin meslek edinme ve
dil dersleri, ¢ocuk isciligini 6nlemek ve gé¢cmenlerin okur-yazarlik seviyesini artirmak da topluma adaptasyon
konusunda ¢ok dnemlidir. Ayrica, devlet, miilteci egitimi sorumlulugunu belediye ve STK'lar ile paylasmalidir.
Milteci egitimi ve entegrasyonu tek tarafli bir mesele degildir. Kisacasi bitiinlesme sadece miiltecilerle de
sinirl degildir. Farkh geg¢mislerden gelen kisiler ve farkli kilturler bir noktada bulusabilirse ve birbirini
destekleyebilirse, problemler kolaylikla ¢oziilecektir.

Tiirkiye’de Miilteci Egitimi igin Yeni Bir Cok Kiiltiirlii Plan Onerisi

Miilteci gocuklarin egitimi agisindan ev sahibi tlkenin dilini 6grenmek 6nemlidir. Dil gelisimi agisindan,
ozellikle okul oncesi, ilkokul ve ortaokul egitimi 6nem tasimaktadir (Stevens, 2016). Milteci ¢ocuklarin
egitiminde, barindiklar llkenin kiltlrini 6zuimsemelerini saglayacak araglardan biri de okulda aldiklari
egitimdir (Andriessen & Phalet, 2002). Okul egitiminde verilecek dersler ise haftalik ders cizelgelerinde
belirlenmektedir. Milli Egitim Bakanligi ilkokul ve ortaokul ders cizelgeleri (ilkede yasayan 6grenciler igin
olusturulmustur. Tim okullardaki egitim bu haftalik ders gizelgelerine gére gerceklestiriimektedir. Miilteci
cocuklar, Tarkiye’de bulunan okullarda lkenin gocuklari ile birlikte onlar icin hazirlanmis ders cizelgeleri ile
egitim almaktadir. Mevcut haftalik ders gizelgelerinde bulunan dersler de Milli Egitim Bakanligi tarafindan bu
dersler igin olusturulmus 6gretim programlarina gore yapilmaktadir. Mevcut 6gretim programlar Tiirkiye’de
yasamakta olan Turkiye vatandaslari olan ¢ocuklara gore yazilmis 6grenme amag ve hedeflerini kapsamaktadir.
Demirel (2005, p. 6) tarafindan 6gretim programi icin “6gretim programi, okul ya da okulun disinda bireye
kazandirilmasi planlanan bir dersin 6gretimiyle ilgili olan tim etkinlikleri icine alan yasantilar diizenegidir”
tanimi yapilmistir. Bu tanim dikkate alindiginda gégmen cocuklarin egitimleri, ancak gégmen cocuklarin da ayni
okullarda egitim aldigi ve alacagl hususunu goz 6niinde bulunduran 6gretim programlari ile yapilabilir. Bunun
icin hem Ogretim programlari hem de bu 6gretim programlarindaki derslerin belirlendigi haftalik ders
cizelgeleri, cok kultlrlu bir yapiya da dikkat edilecek sekilde yapilandiriimalidir.

Daha once de belirtildigi gibi, miilteciler, ev sahibi uUlkede surdirilebilir bir hayat icin her ydonden
desteklenmelidir. Miilteci toplumunun her bir Uyesi, gida, barinma, saglkli ortama oldugu kadar egitime de
ihtiyac duymaktadir. Miilteciler, kendi Ulkelerinde yasarken, kendi milli egitim sistemlerine gére her tilrli
egitsel imkani kullanabilir. Ancak yeni bir llkeye gog¢ ettiklerinde ayni veya benzer 6grenme hedefleri ve
kazanimlara gore egitim almamaktadir. Clinka farkh bir egitim sistemi ve okul yapisi olan yeni bir Glkede ikamet
etmektedirler. Bu gibi nedenlerden dolayi, gé¢gmen c¢ocuklar igin yeni bir egitim yapisi ve okul cevresi
gerekmektedir. Ev sahibi llkeler, cocuk hangi okul tiirine devam ediyor olursa olsun, ¢cocuklar igin egitim firsati
saglamak zorundadir. Aksi takdirde, milteci ¢ocuklar, ev sahibi llkenin kaltiriine uyum saglayamaz. Resmi
egitim alamamalarindan dolayi biri ev sahibi tlke agisindan digeri de miilteciler agisindan olmak lzere iki farkli
alandan sorunlar ¢cikma olasiligi bulunmaktadir. Ustelik miilteci cocuklar gelisme caglarinda egitim gérmezler ise
toplumun bir parcasi olmak onlar icin gelecekte daha zor olacaktir. Bu nedenle, her ev sahibi llke, milteci
cocuklar icin essiz bir egitim sistemi disliinmeli, tasarlamali ve uygulamalidir. Milteci ¢ocuklarin 6gretim
programlari, her iki egitim sisteminden de farkl olmalidir (ev sahibi llkenin ve kendi llkelerinin programindan).
Etkili ve yeterli bir egitim sistemi, iyi tasarlanmis haftalik ders gizelgesi ve bu ¢izelgede bulunan dersler icin
olusturulmus ¢ok kulttrliligu dikkate alan 6gretim programlari ile genis kapsamda degerlendirilmelidir.

Oyle ki cocuklarin hem simdiki hem de gelecek yasamlarinda ihtiyag duyabilecekleri her konuyu
icerebilmelidir. Clinki degisen diinyada ortaya ¢ikan go¢ hareketleriyle mevcut egitim yapilarinin ve 6gretim
programlarinin degisimlere gore yenilenmesi gerekmektedir. Demokrasinin yerlesebilmesi ve toplumun tim
bireyleri arasinda esitlik¢i bir paylasimin olmasi icin egitimde gog ile ortaya cikan degisimlere paralel, ¢cok
kaltarla yapiya uygun, sirdarilebilir degisimler gerceklestirilmelidir (Salinas, 2006).

Etkili ve iyi bir 6gretim programinin, hedeflerine ulasmasi beklenen 6grencilere gerekli olan bilgiyi, becerileri
saglamasi gerektigi ve toplumsal kosullara uygun olmasi 6nerilmektedir (Aykag, 2014, p. 42). Ev sahibi Glkede ya
da kendi memleketinde yasama olasiligi olan multeciler igin 6gretim programi ¢ok kultirlilik olasihigina gére ve
daha o©nce bahsedilen iki duruma uygun sekilde planlanmalidir. Gerek miiltecileri barindiran gerekse
mdltecilerin geldigi llke kultirina de dikkate alan, farkhliklari géz 6éniinde bulundurarak hazirlanmis 6gretim
programlarin 6grencileri ¢ok kiltiirli yasam konusunda bilinclendirebilir. Oncelikle ev sahibi tilkenin kiltir
ozellikleri ve ev sahibi lilkeye go¢ eden gdocmenlerin geldikleri Glkelerin kiltlrel 6gelerinin de icinde oldugu
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programlar hazirlanmalidir. Boylece go¢gmen 6grenciler ev sahibi {ilkenin kiltlrel 6zelliklerine sahip olurken,
diger taraftan kendi kiltirlerini ve diger diinya Ulkelerinin kaltirlerini de 6grenecektir (Banks, 2014).

Gelinen nokta farkl kultirlerin bir arada yasama farkindahgi ve farkl kiltiirlere saygi kazanimlarini hem yerli
hem de gégmen 6grencilere kazandirabilecektir. Bu fikirlerden yola ¢ikarak ve asimilasyonu énlemek amaciyla,
mdltecilerin haftalik ders cizelgelerinde bulunan derslerin 6gretim programlari, her iki dili de —anadil ve
geldikleri yerin dili- kapsamalidir. Ayni zamanda, Matematik, Fen, Resim ve Beden Egitimi dersleri de 6gretim
programi dahilinde olmalidir. Diger iki 6nemli ders ise, Rehberlik ve Psikolojik Danismanlik ile Din Egitimi
dersleridir. Bu derslerin 6gretim programlari gogten 6nce ve sonra yasanan ulkelerin kiltirleriyle birlikte diinya
kilturlerini de iceren tarzda harmanlanarak verilmelidir ki, miilteci bir 6grenci, bu egitim programinda
ogrendiklerini farkh gok kualtirli ortamlarda kullanabilmelidir. Haftalik ders cizelgelerinde belirtilen derslerin
O0gretim programlari farkh kultirlerden gelen farkliliklari ve benzerlikleri igerecek sekilde olusturulmahdir. Ek
kisminda goriilecegi lizere Tablo 1 ve Tablo 2’de Tirkiye’de miiltecilerin de egitime dahil oldugu bir sistem icin
alternatif haftalik ders cizelgeleri 6nerileri gorilmektedir. ilk alternatif milteci dgrencileri de géz 6niinde
bulundurarak Arapga ve kiltir derslerinin eklenmesiyle olusan bir haftalik ders gizelgesidir. Tablo 2’de ise STEM
egitim modeli g6z 6niinde bulundurularak bilim, teknoloji, mihendislik ve matematik egitimi agirhkh bir
o6gretim programi igin haftalik ders gizelgesi tasarlanmistir. Bu iki sistemde de, ¢ok kilturlllik, bilim ve teknoloji
Ogretim programlarinin temelini olusturmustur.

Tablo 1.
ilk ve Ortaokullar icin Haftalik Ders Cizelgesi.

Okul Diizeyi ilkokul Ortaokul

Dersler/Siniflar 1. 2 3. 4. 5. 6. 7 8.
Arapga * 0 1 1 1 4 4 4 4
Tlrkee 7 6 5 5 5 5 5 5
Matematik 5 5 4 4 4 4 4 4
Fen 3 3 4 4 4 4 4 4
Sanat 2 2 2 2 2 2 2 2
Miuizik 2 2 2 2 2 2 2 2
Spor 2 2 2 2 2 2 2 2
Rehberlik ve Psikolojik 1 1 2 2 2 2 2 2
Danigsmanlik

Din 2 2 2 2 2 2 2 2
Kaltar 3 3 3 3 2 2 2 2
Yasam Becerileri 1 1 2 2 2 2 2 2
ingilizce 2 2 2 2 3 4 4 4
Oyun 4 4 3 3 1 0 0 0
Haftalik Tavsiye Edilen 34 34 34 34 35 35 35 35
Ders Saatleri

Tablo 2.

STEM Yaklasimli Haftalik Ders Cizelgesi.

Okul Diizeyi ilkokul Ortaokul

Dersler/Siniflar 1. 2. 3. 4, 5. 6. 7 8

Arapga * 0 1 1 1 4 4 4 4

Turkge 7 6 5 5 5 5 5 5

STEM Egitimi 8 8 9 9 10 10 10 10
Sanat 2 2 2 2 2 2 2 2

Mizik 2 2 2 2 2 2 2 2

Spor 2 2 2 2 2 2 2 2

Rehberlik ve Psikolojik 1 1 ) ) ) ) ) )

Danismanlik

Din 2 2 2 2 2 2 2 2

Kalttr 3 3 3 3 2 2 2 2

ingilizce 2 2 2 2 3 4 4 4

Oyun 4 4 3 3 1 0 0 0

Haftalik Tavsiye Edilen 33 33 33 33 35 35 35 35

Ders Saatleri

* Ortaokulda Arapga segmeli derstir. Eger 6grenciler isterse diger segmeli dil dersleri verilebilir.
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Tartisma, Sonug ve Oneriler

Milteciler diinya vatandaslaridir ancak cogu ulke onlari entegre etmek istememektedir ya da topluma
entegre etmek konusunda basarisiz olmustur. Egitimin, gerek kimlik olusumunda gerekse entegrasyonda
o6nemli roll oldugunu disundliirse, 6zellikle egitim alaninda dikkatli dnlemler alinmali ve 6gretim programlari
revize edilmelidir. Entegrasyon kavrami temel olarak asimilasyon yolunda olmamali, ancak genel olarak
toplumdaki tiim taraflarin talepleri ile bir araya gelen bir sosyal sistem kurmasi bir kavram olmahdir. Tlrkiye'de
multeciler “sorununun” Ustesinden gelmenin en 6nemli yolu onlara uygun bir egitim vermektir. Cok
kiltarlalugun de dikkate alindigi bir haftalik ders gizelgesine uygun 6gretim programi gelistirmek ve STEM
egitim sistemini entegre etmek, aitlik duygusunu ve miiltecilerin topluma uyumunu artiracak iki yol olarak
degerlendirilmektedir. STEM 6gretim yaklasiminin bitlincil ve kiresel olan islevi, miltecilerin egitim sistemi ile
yasadiklari topluma entegrasyonunda dikkate alinmasi gereken bir husustur.

Kiiresellesen diinyanin bu siirecinde teknolojinin etkisi yadsinamaz. internet kullaniminin teknoloji gelisimini
her gegen glin arttirmasi, matematik, fen 6gretimlerini daha miihendislik ve teknoloji odakh hale getirmistir.
Matematik, fen ve mihendislik alanlarindaki teknoloji odakli 6gretim yaklasimi STEM adiyla yayginlasmaya
baslamistir. Ortaya cikisi ile diinya genelinde pek ¢ok tlkede uygulanan STEM 06gretim yaklasimi, 6grencileri
disiplinler arasi bakis agisini benimsemelerini hedeflemektedir. Ogrencilerin bilimi, matematik ve miihendislik
alanlarini teknoloji Gretme odakli kullanarak okul, toplum, is ve kiresel girisimlerde hayata gecirebilen
ogrenciler olarak yetistirilmesi, STEM yaklasimin temel amacidir (Kirki¢ & Kirkig, 2018, p. 39).

Farkh kaltirlerden gelen kisilerin ayni ortamlarda yasayacaklari 6gretim deneyimleri, kiiresellesen diinyada
her gegen yil daha da yayginlasan bir durumdur. Silikon Vadisi, teknolojik buluslarin yapildigi diinya ¢apinda
bilinen oncl bir yerdir. Silikon vadisinde ¢alisan bilim insanlarinin biyik bir kismi farkh tlkelerden gelmistir.
Silikon vadisinde yasayanlari %37.80’i gégmendir ve vadiye her yirmi dort dakikada bir gogmen gelmektedir
(Silicon Valley, 2018). STEM temelli 6gretim yaklasiminin miltecilerin 6grenim goérecegi okullarda uygulanmasi,
Silikon vadisi 6rneginde oldugu gibi farkh kultirlerin teknoloji tGretme konusunda birlikte 6grenmelerini
destekleyecektir. Boylelikle kiltiirel olarak kaynasmalarina, kiltiirlerin harmanlanmasina da olanak saglanmis
olacaktir. Beyrut Amerikan Universitesi’nde “Miilteci Cocuklar icin STEM” egitimleri yapilmakta ve miilteci
cocuklarin egitimleri gerceklestirilirken yasadiklari toplumla kaynasmalarini saglanmaktadir (Muller, 2017).
Tirkiye Milli Egitim Bakanhg tarafindan hazirlanan STEM raporunda, STEM 6gretim yaklasiminin cesitli
derslerin 6gretim programlarinin hazirlik siireglerine katilmasi énerilmistir (Milli Egitim Bakanlhigi [MEB], 2016b).

Milteci ¢ocuklarin egitimi konusunda, diger egitim konularinda oldugu gibi evrensel bir yaklasim
bulunmamakla beraber, kiltlrel olarak kaynasmayi ve butlinlesmeyi saglayacak yapilarin olusturulmasina
ihtiyac duyulmaktadir. Bu kaynasmay saglayacak dusince yapilari, tip gibi alanlarda oldugu gibi, tamamen
yasama yansitilamamis olsa da, olusturulmus olmasina ragmen egitim alaninda bireysel dizeyde yetenekleri
gelistirecek evrensel bir paradigma (degerler dizisi) henliz hayata yansitilabilmis degildir. Yildiran, evrensel
biitinlesme ve kaynasma igin yeni bir ¢cerceveye ihtiya¢ duyuldugunu belirtmektedir. Yildiran’a gore bu ¢erceve
ne bati, ne dogu, ne kuzey, ne de giiney ¢ercevesi olamaz. Bu gergeve farkl kiltirlerdeki her bireyin kiltiriine
ve gecmis mirasindan getirdikleri ile olusturulabilir (Yildiran, 2006, p. 440-441). Onerimiz olan haftalik ders
cizelgeleri de farkh kultirlerden gelen kisilerin Ozelliklerine uygun, geldikleri ve yasamaya devam ettikleri
toplumun kiiltirel 6zellikleri ile harmanlanmis, dinya kiltarleri farkindaligi olusturmayi hedefleyen bir amag
tasimaktadir. Haftalik ders cizelgesi onerilerinin degerlendirilmesi ve degerlendirme sonuglarina gore ortaya
cikan duruma uygun ders 6gretim programlarinin hazirlanmasi Tirkiye Milli Egitim Bakanhgi’na énerilmektedir.

Bilgilendirme

Bu calisma 29-30 Eylul 2017 tarihinde DAKAM's Interdisciplinary Studies Meeting'de sozIi bildiri olarak
sunulmustur.

Bu calismada Suriye’den Tirkiye’ye zorunlu goég ile gelen bireyler milteci olarak adlandinlmistir. Turkiye
tarafindan Gegici Koruma Altinda olan bireyler olarak nitelendirilseler de bu makalede miilteci olarak
adlandiriimalari yazarlarin ortak gorislidir. Yazarlar, tim bu insanlarin yasal olarak miilteci olmalarini, daha
fazla haktan faydalanmalarini ve yasamlarini daha iyi kosullarda stirdiirmelerini umut etmektedir.
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Introduction

One of the most important criteria of social development is the increase of knowledge and handing down
this knowledge to future generations. In this sense, under today’s circumstances where changes and
developments in science and technology are rapid, the importance of education system is becoming more and
more prominent in raising individuals who can adapt to these circumstances. The most significant component
that determines the process of education system and the quality of service provided is the teacher. Thus, the
quality of education also refers to quality of teachers. So, taking all the components of education into
consideration, it is thought that the process of teacher training is of vital importance.

In teacher training, particularly in the early years of teacher education, it is mentioned that preservice
teachers should be made aware of the fact that teaching is a job that requires expertise in this field (Simsek,
2005); it is also mentioned that preservice teachers should be endeared to the job of teaching since it would
not be right to expect loving teaching to happen naturally after starting this job (Yilman, 1987). Studies (Basbay,
Unver & Biimen, 2009; Duman & Yakar, 2017; Gomleksiz & Kan, 2012; Otluoglu, 2002) reveal that preservice
teachers, particularly during their preservice training, need to gain positive affective qualities toward teaching
in addition to the required knowledge and skills. Among the positive affective qualities toward teaching as a job
are being open to developments and innovations, loving human beings-students, being patient, being reliable,
having high self-efficacy (Celikten, Sanal & Yeni; 2005; Ozkan & Arslantas, 2013) and many others.

Self-efficacy, which is one of the important components of affective qualities, is a concept frequently dealt
with in educational research. Tschannen-Moran and Hoy (2001) maintain that teachers’ self-efficacy
perceptions affect students’ success, motivation and development of their self-efficacy perceptions. Likewise,
Pajares (1996) emphasizes that one of the leading perceptions which influence teachers’ vocational success
and productivity is self-efficacy perception. On the other hand, Azar (2010) puts forth that preservice teachers’
self-efficacy perceptions start in the preservice training process and develop and are shaped in line with their
experiences in the teaching process.

The origin of the concept “self-efficacy’” goes back to Bandura’s (1977) Social Learning Theory (Social
Cognitive Theory) and this concept is defined as “one’s belief in his/her own capacity in order to enhance
his/her knowledge and skills to the targeted level”. Schunk (1991) defines self-efficacy as the most important
precursor of individual’s behaviors. It is also pointed out that individual’s self-efficacy is desired to be high and
that those with high self-efficacy beliefs, be them learners or teachers, do not fear of being unsuccessful and
are determined to cope with obstacles (Gliven & Baltaoglu, 2017). Teachers’ self-efficacy perceptions that are
reflected in classroom activities have a very important influence on providing quality teaching (Ashton, 1984;
Lortie, 1975; Tobin, Tippin & Gallard 1994; Tschannen-Moran & Hoy, 2001; Wolfolk & Hoy, 1990). As
Brousseau, Book and Byers (1988) explain, it is necessary to bear in mind that teachers’ and preservice
teachers’ vocational self-efficacy perceptions and ideas that are formed throughout their educational lives are
influenced by teacher training institutions. The concept “self-efficacy” is usually referred to in different
dimensions such as “general self-efficacy”, “teacher self-efficacy”, “emotional self-efficacy”, “social self-
efficacy” while the concept “academic self-efficacy” is regarded as a different dimension of self-efficacy, which
is prevalent at all levels of academic life (Bandura, 1997; Ekici, 2012).

Schunk (1991) defines academic self-efficacy as individuals’ beliefs in being able to perform the assigned
academic tasks successfully at certain levels. Similarly, academic self-efficacy is defined by Zimmerman (1995)
as student’s belief in his/her ability to accomplish an academic task. In many studies in literature, academic
self-efficacy is also defined as student’s self-confidence in the learning process, his/her being more persistent
in the time of studying, ability to use different learning strategies, capacity to organize his/her performance
effectively (Chemers, Hu & Garcia, 2001; Joo, Bong & Choi, 2000). Bandura (1993) maintains that students with
high academic self-efficacy do not see the problems as a threat but as difficulties to cope with and master.
Bandura (1993) also states that students with high academic self-efficacy set goals to cope with difficulties and
they stick to their academic goals. It is stated that students with high self-efficacy are more successful in exams,
show higher performance and resistance to cope with problems, set higher goals while students with low
academic self-efficacy make less effort to solve problems (Lent, Broun & Larkin, 1984). It is known that
academic self-efficacy not only affects learning and learning performance, but it also expresses students’
various abilities such as self-assessment and self-control (Zimmerman & Martinez-Pons, 1998). Studies
emphasize that affective factors as well as cognitive factors are influential in students’ academic success and
that academic self-efficacy has a significant place in affective factors (Alsop & Watts, 2000; Duit & Treagust,
2003; Thompon & Mintzes, 2002).
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Therefore, it is suggested that taking self-efficacy levels into consideration when organizing educational and
teaching activities and applying the programs is of great significance in qualified teacher training in order for
preservice teachers to maintain a quality pre-service training process (Aydin, 2010; Chemers, Hu & Garcia,
2001;). Academic self-efficacy can be regarded as one of the most important factors that will lead the
preservice teachers to vocational success because it is very hard for an individual who has low self-efficacy
perception to be successful. In this respect, it could be maintained that doing research on preservice teachers’
views of their academic self-efficacy is important not only for themselves but also for their students since these
preservice teachers will be involved in the future education system (Terzi & Tezci, 2007; Unlii, 2011). There is a
need for further research in order for preservice teachers to have a more positive attitude towards teaching as
a job, to feel more sufficient in their jobs, and for their academic self-efficacy levels to be defined and
improved. Although there seems to be quite many studies on self-efficacy in the faculty of education (Akbulut,
2006; Cakir, 2005; Cakir, Kan & Siimbiil, 2006; Capri & Celikkaleli, 2008; Chemers, Hu & Garcia, 2001; Ekici,
2008; Morgil, Secken & Yiicel, 2004; Oguz & Topkaya, 2008; Ozdemir, 2008; Pajares, 1996; Phan 2012), it is
noteworthy that the number of studies on academic self-efficacy is low. For example, Aktas (2017) conducted a
research on the relationship between theology students’ academic motivation levels and their academic self-
efficacy. In another study, academic motivations and academic self-efficacy levels of preservice teachers of
physical education were examined in terms of some variables (Alemdag, Oncii & Yilmaz, 2014). Reading
anxieties and academic self-efficacy beliefs of secondary school students were examined in terms of different
variables in another study (Arslan, 2017). Therefore, it is suggested that the results of this study will contribute
to evaluation of the efficiency of teacher training institutions.

Aim of the Study

The aim of this study is to examine preservice teachers’ academic self-efficacy perceptions in terms of
variables such as gender, field of study in high school and department at the university. In line with this aim,
answers were sought for the following questions:

1. Is there a significant difference between preservice teachers’ academic self-efficacy perceptions in terms of
gender?

2. Is there a significant difference between preservice teachers’ academic self-efficacy perceptions in terms of
field of study in high school?

3. Is there a significant difference between preservice teachers’ academic self-efficacy perceptions in terms of
their departments at the university?

Method
Model of the Study

This study was carried out through survey model in which data were collected in order to find out certain
characteristics of a group and the collected data are described within their own conditions (Karasar, 2005).

Population and Sample

Population of the study consisted of 1272 freshmen students from six departments of Gazi Faculty of
Education in Gazi University in spring semester of 2017-2018 academic year. Convenience sampling method
was applied in the study. Convenience sampling removes the restrictions in time, money and work force; it
enables to reach the sampling easily and perform an application (Buyikoztirk, Kilig-Cakmak, Akgiin, Karadeniz
& Demirel, 2016). The reason for the researcher to choose this sampling type is that she teaches professional
teaching knowledge in the faculty where she works at the same time. Thus, data were collected from the
departments of Fine Arts Education, Maths and Science Education, Turkish Language and Social Sciences
Education, Primary Education, Special Education and Foreign Languages Education. A total of 637 freshmen
preservice teachers from these departments were conducted a questionnaire. 47 questionnaires were
excluded from the study because of various reasons (blank items, missing information in personal details, etc.).
297 of 1272 freshmen students need to be taken as the sample of the study regarding £ 5.00% margin of error
(Krejcie & Morgan, 1970). So, 653 participants of the study would well represent the population of the study.
Demographic details of the preservice teachers in the sample of the study are given in Table 1.
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Table 1.

Demographic Details of the Preservice Teachers.

Variable f %

Gender Female 498 76.30
Male 155 23.70
Total 653 100

Field of Study in Turkish Language-Maths 162 24.80

High School Science-Maths 228 34.90
Social Sciences 263 40.30
Total 653 100

Department at Fine Arts Education 72 11.00

University Maths and Science Education 179 27.40
Turkish Language and Social Sciences Education 114 17.50
Primary Education 119 18.20
Special Education 83 12.70
Foreign Languages Education 86 13.20
Total 653 100.00

Of the preservice teachers participating in this study 498 (76.30%) were female, 155 (23.70%) were male;
162 (24.80%) studied Turkish Language and Maths, 228 (34.90%) Science and Maths, 263 (40.30%) Social
Sciences in High School. 72 (11,00%) now study Fine Arts Education, 179 (27.40%) Maths and Science
Education, 114 (17.50%) Turkish Language and Social Sciences Education, 119 (18.20%) Primary Education, 83
(12.70%) Special Education and 86 (13.20%) Foreign Languages Education at their university.

Data Collection Tools

The data collection tool used in this study had two parts. In the first part preservice teachers were asked
about their personal details. The second part included “Academic Self-Efficacy Scale” developed by Owen and
Froman (1988) and adapted into Turkish by Ekici (2012). Adaptation of the scale into Turkish was done with the
students of Faculty of Education. Therefore, it was found acceptable for the scale to be applied to the students
studying in the Faculty of Education. Five point Likert scale consisted of 33 items and three sub-dimensions.
The items in the scale were classified depending on the degree of agreement, 1 being “Very little”, 2 “Little”, 3
“Partly agree”, 4 “Agree”, 5 “Strongly agree”. Limits between the items are as follows:

1 Very little 1.00-1.80
2 Little 1.81-2.60
3 Partly agree 2.61-3.40
4 Agree 3.41-4.20
5 Strongly agree 4.21-5.00

The minimum point to be taken form the scale is 33 whereas the highest is 165. In the adaptation study
made by Ekici (2012), in the context of validity study of the original scale, confirmatory factor analysis and
varimax technique has been used. At the end of the varimax rotation a total of three factors the eigen value of
which were 6,951,3,478 and 1,280 has come out. After the analysis a 33 item scale which explained the 45.8%
of the total variance. The Cronbach Alpha reliability coefficient for the whole scale was determined as .86
(Ekici, 2012).

Analysis of the Data

In the process of analyzing the collected data, firstly, whether the data had normal distribution or not was
tested. To this end, central distribution, coefficient and kurtosis values were examined on the distribution of
total number that was taken for the factors forming the scale. Also, Kolmogorov-Smirnov test was used. Thus, it
was found that the score of the academic self-efficacy scale had normal distribution. In addition, homogeneity
of variances of the measurements was examined through Levene F test. In the analysis of the data depending
on the sub-problem, percentages, frequencies, arithmetic means, standard deviation, Kruskal Wallis and t test
analyzes were employed. While comparisons regarding the total score of academic self-efficacy scale in terms
of gender were made via t test, comparisons regarding the total score of academic self-efficacy scale in terms
of the variables of field of study in high school and department at university were made via Kruskall Wallis H
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test, which is the nonparametric counterpart of one-way analysis of variance (ANOVA). In testing the
significance of the differences, the level of significance was accepted as .05.

Results
Findings Regarding Preservice Teachers’ Academic Self-Efficacy Perceptions in terms of Gender

In order to compare preservice teachers’ self-efficacy in terms of gender, normality of the distributions was
tested first, and according to Kolmogorov Smirnov test results the distributions were found normal (K-
Sfemale=.04; p=.06>.05; K-Smale=.05; p=.20>.05). Moreover, homogeneity of the variances of the
measurements were examined via Levene test, and it was found that the requirement of homogeneity of the
variances was met (F= 2.344, p<005). Accordingly, t test for independent samples, which is a parametric test,
was applied in order to compare the total score means of teacher trainers’ academic self-efficacy perceptions
in terms of gender. The results are shown in Table 2.

Table 2.
Preservice teachers’ Academic Self-Efficacy Perceptions in terms of Gender.

Gender N X S sd t P
Female 498 3.22 .57 651 -1.10 .27
Male 155 3.28 51

The results revealed that there is no significant difference between score means in terms of gender (t (651)
= -1.10, p>.05). It was observed that score means of female and male preservice teachers’ academic self-
efficacy perceptions are very close to each other (3.22 and 3.28) and they are in “partly agree” range. In other
words, it could be maintained that preservice teachers’ academic self-efficacy perceptions do not differ in
terms of gender.

Findings Regarding Preservice Teachers’ Academic Self-Efficacy Perceptions in terms of Their Fields of Study
in High School

Normality of the distributions was tested in order to compare total score means in the scale for preservice
teachers’ academic self-efficacy in terms of their fields of study in high school. Kolmogorov Smirnov test results
revealed that the distributions were normal (K-STM=.06; p=.20>.05; K-SSM=.05; p=.20>.05; K-S SocialSci=.04;
p=.20>.05). Kruskal Wallis H. test was applied (p<.05) since variances were not homogeneous (degree of
freedom of Levene test value: 2-650) although normality of distributions was provided according to the results
of analysis. The data are shown in Table 3.

Table 3.
Preservice teachers’ Academic Self-Efficacy Perceptions in terms of Their Fields of Study in High School.

Field of Study N Mean Rank sd x> P
Turkish-Maths 162 323.93 2 .34 .84
Science-Maths 228 332.90

Social Sciences 263 323.78

Results of the analysis reveal that there is no statistically significant difference between the total scores of
preservice teachers’ academic self-efficacy perceptions in terms of their fields of study in high school (p>.05). In
other words, it could be stated that fields of study in high school do not influence teacher trainers’ academic
self-efficacy perceptions.

Table 4 shows that there is no statistically significant difference between total scores of teacher trainers’
academic self-efficacy perceptions in terms of their departments ("x" A"2" =9.49; p>.05). In other words, it
might be suggested that preservice teachers’ academic self-efficacy perceptions are similar in terms of their
departments at university. When median values of the departments were examined, it was found out as: M
(Fine Arts Education) = 3.40; M (Maths and Science Education) = 3.27; M (Turkish Language and Social Sciences
Education) = 3,22; M (Primary Education) = 2.27; M (Special Education) = 3.18; M (Foreign Languages
Education) = 3,24. When median values of preservice teachers were examined, it was seen that the scores
were very close to each other and they were in “partly agree” range.
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Findings regarding Preservice Teachers’ Academic Self-Efficacy Perceptions in terms of Their Departments

In order to compare total score means in the scale for teacher trainers’ academic self-efficacy in terms of
their departments, first the normality of the distributions was tested. Kolmogorov Smirnov test results
revealed that distributions were normal (K-Sginearts=-09; p=.20>.05; K-Spaths-science £du.=-05; p=.20>.05); K-Strkish-
SocialSci Edu.=-07; P=20>05); K'SPrimaryEducationz'07; P=20>05), K'SSpeciaIEducationz-OG; p=20>05): K'SForeignLang.Eduz-OG;

p=.20>.05).

Table 4.

Preservice teachers’ Academic Self-Efficacy Perceptions in terms of Their Departments.

Departments N Mean Rank sd X2 p
Fine Arts Education 72 376.01 5 9.49 .09
Maths and Science Education 179 340.03

Turkish Language and Social Sciences Education 114 309.76

Primary Education 119 320.76

Special Education 83 293.31

Foreign Languages Education 86 322.84

Table 4 shows that there is no statistically significant difference between total scores of teacher trainers’
academic self-efficacy perceptions in terms of their departments ("x" A"2" =9.49; p>.05). In other words, it
might be suggested that teacher candidates’ academic self-efficacy perceptions are similar in terms of their
departments at university. When median values of the departments were examined, it was found out as: M
(Fine Arts Education) = 3.40; M (Maths and Science Education) = 3.27; M (Turkish Language and Social Sciences
Education) = 3.22; M (Primary Education) = 2.27; M (Special Education) = 3.18; M (Foreign Languages
Education) = 3.24. When median values of teacher candidates were examined, it was seen that the scores were
very close to each other and they were in “partly agree” range.

Discussion, Conclusion and Implications

In this study it was found that there is no significant difference between preservice teachers’ academic self-
efficacy perceptions and gender variable. Most studies in literature support this finding (Aktas, 2017; Alemdag,
2015; Alemdag, Oncii & Yilmaz, 2014; Altungekic, Yaman & Koray, 2005; Arslan, 2017; Choi, 2005; Cevik, 2011;
Demirtas, Coémert & Ozer, 2011; Donmus, Akpinar & Eroglu, 2017; Ekici, 2008; Friedman & Kass, 2002;
Friedman, 2003; Gengtirk & Memis, 2010; Guldl, 2015; Glveng, 2011; Girol, Altunbas & Karaaslan, 2011;
Giizel, 2017; Kahyaoglu & Yangin, 2007; Oguz, 2012; Saracaloglu, Yenice & Ozden, 2013; Tschannen-Moran &
Woolfok Hoy, 2007). For example, in their study which was carried out with students studying Computer and
Educational Technologies; Cuhadar, Glindiiz and Tanyeri (2013) found that there was no significant difference
between students’ academic self-efficacy perceptions in terms of gender variable. Likewise, the results of
Eroglu, Yildirrm and Sahan’s study (2017) revealed that there was no significant difference between students’
academic self-efficacy levels in terms of gender variable. Tunca and Alkin-Sahin’s study (2014) revealed that
female and male preservice teachers regarded themselves to be at the same level in terms of their academic
self-efficacy beliefs.

There are studies which support the findings of this research is available (Biricik, 2015; Gliven & Baltaoglu,
2017; Pekdemir, 2015; Satici, 2013; Yagci & Aksoy, 2015; Yilmaz, Yilmaz & Turk, 2010; Usher and Pajares, 2008).
Some studies reveal that female preservice teachers’ academic self-efficacy perceptions were at higher degrees
than those of male preservice teachers (Aktas, 2017; Aydin, Omiir & Argon, 2014; Cevik, 2011; Ko¢ & Arslan,
2017) while some other studies revealed that male preservice teachers’ academic self-efficacy perceptions
were at higher degrees than those of female preservice teachers (Bleicher, 2004; Demirtas, Comert & Ozer,
2011; Durdukoca, 2010; Morgil, Secken & Yicel, 2004). The result which reveals that there is no significant
difference between teacher trainers in terms of gender variable could be regarded as a positive one when the
fact that academic self-efficacy belief needs to be gained by both genders alike is taken into consideration.

Results of the study revealed that preservice teachers’ academic self-efficacy perceptions did not differ in
terms of their fields of study in high school. In literature, there are some studies that found no significant
differences between preservice teachers’ academic self-efficacy perceptions in terms of their fields of study in
high school (Altuncekic, Yaman & Koray, 2005; Saracaloglu, Yenice & Ozden, 2013). One of these studies is on
general self-efficacy, the other is on self-efficacy in Science teaching. On the other hand, there are many
studies which do not support the results of this study (Alemdag et al., 2014; Altungekig, Yaman & Koray, 2005;

260



Glilgin Kezban Saracoglu — Uluslararasi Egitim Programlari Dergisi, 8(2), 255-274

Biricik, 2015; Cakir, Kan & Siinbiil, 2006; Demir, 2008; Demirtas, Cémert & Ozer, 2011; Girbiiztiirk & Sad, 2009;
Koger, 2014; Oguz, 2012; Pekel, 2016; Yagci & Aksoy, 2015). This finding of the study is similar to that of
another study carried out in 2013 (Saracoglu, Yenice & Ozden. However, that study is on general self-efficacy
perception. On the other hand, Altungeki¢, Yaman and Koray (2005) carried out their study on self-efficacy
belief in Science teaching. Yet, this study is on academic self-efficacy. So, it could be suggested that their
findings do not overlap with this study.

A study conducted in 2011 revealed that preservice teachers’ self-efficacy perceptions differed significantly
in terms of their fields of study in high school (Giirol, Altunbas & Karaaslan, 2011). The study also highlighted
that the difference was in favor of preservice teachers who studied social sciences in high school while it was to
the detriment of those who studied science. Similarly, Cakir, Kan and Stinbil’s study (2006) showed that self-
efficacy perceptions of preservice teachers who studied social sciences in high school were higher than those
who studied science and maths.

In this study, when preservice teachers’ self-efficacy perceptions were examined in terms of their
departments it was found out that there was no statistically significant difference. Thus, it could be stated that
the department variable does not influence academic self-efficacy belief. There are studies the results of which
overlap with this study (Cubukcu & Girmen, 2007; Demir, 2013; Elkatmis, Demirbas & Ertugrul, 2013; Eroglu,
Yildirnm & Sahan, 2017; Glven & Baltaoglu,2017; Kavrayici & Bayrak, 2016; Oguz, 2009; Saracaloglu, Yenice &
Ozden, 2013; Uysal & Késemen, 2013). Eroglu, Yildirim and Sahan (2017) found in their study that there was no
significant difference between the self-efficacy levels of students studying in the Faculty of Physical Education
in terms of department variable. Likewise, Saracoglu, Yenice and Ozden’s study (2013) revealed that there was
no statistically significant difference between the self-efficacy perceptions sub-dimension and total scores of
preservice teachers studying Science Education, Social Sciences Education and Primary Education in terms of
their departments.

Looking at the results of this study, it could be stated that the variable of field of study in high school does
not influence academic self-efficacy belief. One reason for this could be that participants are yet freshmen in
the Faculty of Education. Besides, it could be suggested that experiences and outcomes gained by preservice
teachers throughout their undergraduate years may well contribute positively to their academic self-efficacy.
Another reason why there was no difference between the two variables could be that participants preferred
teaching as an occupation regardless of their fields of study in high school.

In this study, when preservice teachers’ self-efficacy perceptions were examined in terms of their
departments, it was found out that there was no statistically significant difference. Thus, it could be maintained
that the department variable does not influence academic self-efficacy beliefs. There are studies the results of
which overlap with this study (Cubuk¢u & Girmen, 2007; Demir, 2013; Elkatmis, Demirbas & Ertugrul, 2013;
Eroglu, Yildirnm & Sahan, 2017; Gliven & Baltaoglu,2017; Kavrayici & Bayrak, 2016; Oguz, 2009; Saracaloglu,
Yenice & Ozden, 2013; Uysal & K&semen, 2013). Eroglu, Yildirim and Sahan (2017) found in their study that
there was no significant difference between the self-efficacy levels of students studying in the Faculty of
Physical Education in terms of department variable. Likewise, Saracoglu, Yenice and Ozden’s study (2013)
revealed that there was no statistically significant difference between the self-efficacy perceptions sub-
dimension and total scores of preservice teachers studying Science Education, Social Sciences Education and
Primary Education in terms of their departments.

Literature review of relevant studies indicate that there are quite a lot of studies in which researchers found
significant difference between preservice teachers’ self-efficacy perceptions in terms of their departments as
variables (Altungekic, Yaman & Koray, 2005; Aydin, Omiir & Argon, 2014; Biricik, 2015; Gengtiirk & Memis,
2010; Demirtas, Comert & Ozer, 2011; Donmus, Akpinar & Eroglu 2017; Giirol, Altunbas & Karaaslan, 2011;
Giveng, 2011; Tabancali & Celik, 2013). Ozgiil and Diker’s study (2017) revealed that there were significant
differences between preservice teachers’ social status scores, sub-dimension of academic self-efficacy, and
their departments. This difference was indicated to be between the departments of Physical Education and
Sports Management. In their study carried out in all departments of Faculty of Education at indnii University,
Demirtas, Comert and Ozer (2011) stated that self-efficacy perceptions differed significantly in terms of
departments. Their study also revealed that students studying Turkish Language, Art and Computer Education
had the highest mean rank in “Participation” sub-dimension; students studying Music, Art and Social Sciences
Education had the highest mean rank in “Management” sub-dimension; in “Total” scores, on the other hand,
students studying Turkish Language, Social Sciences, Music and Art Education had the highest mean rank. It
could be inferred from the literature review that the difference between the findings of the studies which
revealed significant difference in terms of department variable and those of this study may result from the
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difference between students’ departments. For example, Ozgiil and Diker (2017) carried out their study with
students doing their Master’s in Physical Education and Sports program at the Institute of Health Sciences.
Another reason could be the differences in class levels. Participants of Ozgiil and Diker’s study (2017) were
postgraduate candidates and participants of Demirtas, Cémert and Ozer’ study (2011) were senior students at
the Faculty of Education. On the other hand, sample of this study includes freshmen students at the Faculty of
Education. Thus, this might be the cause of differences between the findings of relevant studies and those of
this study.

It was found out in this study that preservice teachers’ academic self-efficacy levels are in “partly sufficient”

range. In other words, the study revealed that preservice teachers have academic self-efficacy at a medium
level. However, academic self-efficacy levels of preservice teachers, who are volunteered to become teachers,
are expected to be higher (Akbay & Gizir, 2010; Haycock, McCarthy & Skay, 1998; Klassen, Krawchuk & Rajani,
2007). In literature there are studies which support this finding (Gliven & Baltaoglu, 2017; Giivenc, 2011; Gizel,
2017; Uysal & Késemen, 2013) as well those which do not (Ozdemir, 2008, Yesilyurt, 2013). The fact that this
study was carried out with freshmen students in the Faculty of Education could be a reason for academic self-
efficacy levels not being within the expected range yet. Hence, Orhan and Akkoyunlu (2003) found in their
study that as high school students’ ages increase, their self-efficacy perceptions get higher.
In addition, unfavorable experiences that preservice teachers have throughout their studies may well have an
adverse effect on their self-efficacy perceptions. Relevant studies in literature revealed that academic self-
efficacy levels were usually high. Oguz (2012) found in his study that academic self-efficacy perceptions of
primary school preservice teachers were at high levels. Similarly, Yilmaz, Gircay and Ekici’s study (2007)
revealed that academic self-efficacy levels of university students were at high levels. Still another study carried
out by Yalmanci and Aydin (2014) showed that self-efficacy levels of science preservice teachers were at high
levels.

In conclusion, findings of the studies indicate that there is no significant difference between self-efficacy
levels of students studying at the Faculty of Education in terms of gender, their fields of study in high school
and their departments at university. Findings also show that self-efficacy levels of these students are partly
sufficient. Hidden curriculum could be applied to preservice teachers in order to enhance the development of
their self-efficacy. Besides, it is maintained that more practice could be included in preservice teachers’
specialized field courses and pedagogical courses hand in hand with theory in order to support the
development of their self-efficacy. Teaching with such well-balanced curriculum throughout the process of
education is believed to be effective. Studies aiming to identify lecturers’ self-efficacy could be planned and
carried out. Qualitative research could be carried out in order to thoroughly examine the finding that
preservice teachers’ self-efficacy perceptions are in “partly sufficient” range. In addition, longitudinal studies
could be conducted in order to monitor preservice teachers throughout their university lives.
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TURKCE SURUM

Giris

Toplumsal gelismenin en 6nemli kriterlerinden biri, bilgi birikiminin artmasi ve bu birikimin gelecek nesillere
kazandirilmasidir. Bilim ve teknolojideki degisim ve gelismelerin oldukga hizli ilerledigi giinimiz kosullarinda,
bu duruma uyum saglayacak bireylerin yetistirilebilmesi icin egitim sisteminin 6nemi giderek artmaktadir.
Egitim sisteminin isleyisini ve verilen hizmetin niteligini belirleyen en 6nemli 6ge ise 6gretmendir. Dolayisiyla
egitim kalitesi denildiginde 6gretmen kalitesi akla gelmektedir. Bu nedenle egitimin butln bilesenleri dikkate
alindiginda 6gretmen yetistirme siirecinin hayati bir 5neme sahip oldugu distiniilmektedir.

Ogretmenligin profesyonel bir meslek oldugu bilincinin kazandirilmasi (Simsek, 2005) ve meslek sevgisinin
asllanmasinin hizmet 6ncesi egitim siirecinin ilk yillarindan itibaren baslamasi gerektigi, zira bu gelisimlerin
sonradan olusacagini beklemenin ciddi bir yanilgi oldugu Yilman (1987) tarafindan dile getiriimektedir.
Ogretmen adaylarina egitim siireci icinde dgretmenlige ydnelik sadece bilgi ve beceri degil ayni zamanda
duyussal ézelliklerin kazandirilmasi gerektigi bircok ¢alismada (Basbay, Unver & Biimen, 2009; Duman & Yakar,
2017; Gémleksiz & Kan, 2012; Otluoglu, 2002) vurgulanmaktadir. Ogretmenlik meslegine yénelik duyussal
ozellik olarak; gelisme ve yeniliklere agik olmak, insani-6grenciyi sevmek, sabirl olmak, giivenilir olmak, 6z
yeterligi yiksek olmak (Celikten, Sanal & Yeni; 2005; Ozkan & Arslantas, 2013) gibi daha pek cok &zelligi
siralamak mimkdndr.

“Oz yeterlik” kavrami egitim arastirmalarinda sikca ele alinmakta ve duyussal dzelligin dnemli dgelerinden
biri olarak gorilmektedir. Ogretmenlerin mesleki basarilari ve verimliligini artirmada 6z yeterlik algilarinin
o6nemli oldugu (Pajares, 1996), ne kadar yiksek 6z yeterlik algisina sahip ise; onlarin yetistirecegi 6grencilerin
basarisi, giidiilenmesi ve 6z yeterlik algilarinin gelismesinin de o kadar etkili olacagi, Tschannen-Moran ve
Hoy’'un (2001) savundugu goérusler arasinda yer almaktadir. Azar (2010) 6gretmen adaylarinin 6z yeterlik
algilarinin, hizmet 6ncesi egitim strecinde baslayip 6gretim sireci igerisinde yasadigi deneyimlerle gelistigini ve
sekillendigini vurgulamaktadir.

Oz yeterlik kavrami Bandura’nin (1977) “Sosyal Ogrenme Kuram!” teorisine dayanmakta; “kisinin bilgisini ve
becerilerini hedefledigi dlizeye ulastirmak icin kendi 06grenebilme yetenegine olan inanc’” seklinde
tanimlanmaktadir. Schunk (1991) 06z vyeterliligi bireyin davranislarinin en 6nemli yordayicisi olarak
adlandirmaktadir. Ogretmen veya &gretmen adaylarinin yiiksek 6z vyeterlik algisina sahip olmasi, onlarin
basarisizliktan korkmadiklarini ve karsilasabilecekleri zorluklarla bas etmede kararli davrandiklarini
gostermektedir (Guven & Baltaoglu, 2017). Nitelikli bir 6grenme-6gretme ortaminin yaratilmasinda en énemli
etki 6gretmenin 6z yeterlik algisidir (Ashton, 1984; Lortie, 1975; Tschannen-Moran & Hoy, 2001; Wolfolk & Hoy,
1990; Tobin, Tippin & Gallard, 1994). Egitimcilerin meslekleri ile ilgili 6z yeterlik algilarini gelistirme konusunda
egitim gordikleri kurumlardan etkilendikleri yapilan arastirmalarda kanitlanmistir (Brousseau, Book & Byers,
1988). Oz yeterlik kavrami, “genel 6z yeterlik”, “6gretmen 6z vyeterligi”, “duygusal 6z yeterlik”, “sosyal 6z
yeterlik” gibi farkli boyutlarda ele alinmakla birlikte bireyin egitim hayatinin her boyutunda (bilgi, beceri ve
tutum gibi) etkili oldugu belirlenen “akademik 6z yeterlik” kavrami da 6z yeterligin farkh bir boyutu olarak
tanimlanmaktadir (Bandura, 1997; Ekici, 2012).

Schunk (1991) akademik 06z yeterlik kavramini, bireylerin belirlenen akademik gorevleri belirlenmis
seviyelerde basariyla uygulayabilmelerine iliskin inanclari olarak ifade edilmistir. Benzer bir tanim ise
Zimmerman (1995) tarafindan “6grencinin akademik bir isi basariyla tamamlayabilmesine iliskin inanc1” olarak
yapilmistir. Alan yazinda yapilan birgok ¢alismada akademik 6z yeterlik 6grencinin 6grenme sirecinde kendine
glivenmesi, 6grenebilmek igin calisma siiresinde daha israrli olmasi, farkli 6grenme stratejilerini kullanabilmesi
ve kendi performansini diizenleme kapasitesi olarak da tanimlanmaktadir (Chemers, Hu & Garcia, 2001; Joo,
Bong & Choi, 2000). Bandura (1993) yiiksek akademik 6z yeterlilige sahip 6grencilerin sorunlari tehdit gibi degil,
ustalasmasi gereken zorluklar olarak gordiklerini ve zorluklarla basa c¢ikmak icin hedefler koyduklarini,
belirledikleri akademik hedeflere bagli olduklarini ifade etmektedir. Yiiksek akademik 6z yeterlik inancina sahip
ogrencilerin sinavlarda daha basarili olduklari, problemlerle bas edebilmek icin daha yiksek performans ve
diren¢ gosterdikleri, daha ylksek hedef belirledikleri ancak dusik akademik 6z yeterlik algisina sahip
ogrencilerin ise sorun ¢dzmek icin daha az gaba sergiledikleri belirtilmektedir (Lent, Broun & Larkin, 1984).
Akademik 6z yeterliligin sadece 6grenmeyi ve 6grenme performansini etkilemekle kalmadigi, 6grencilerin kendi
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kendini denetleme, 6z degerlendirme gibi gesitli yeteneklerini de ifade ettigi bilinmektedir (Zimmerman &
Martinez-Pons, 1988).

Arastirmalar 6grencilerin akademik agidan basarili olabilmelerinde bilissel faktorlerle birlikte duyussal
faktorlerin de etkili oldugunu; akademik 6z yeterliligin ise duyussal faktorler arasinda 6nemli bir yere sahip
oldugunu (Alsop & Watts, 2000; Duit & Treagust, 2003; Thompon & Mintzes, 2002) vurgulamaktadir.
Dolayisiyla 6gretmen adaylarinin hizmet oncesi egitim slrecini nitelikli stirdlirebilmeleri icin egitim-6gretim
etkinlikleri planlanirken ve uygulanirken akademik 6z yeterligin bilinmesinin nitelikli 6gretmen yetistirmede
oldukg¢a 6nemli oldugu (Aydin, 2010; Chemers, Hu & Garcia, 2001) dislnilmektedir. Meslek yasaminda
o6gretmen adayini basariya tasiyabilecek etkili 6geler arasinda akademik 6z yeterlikten s6z etmek mimkindiir.
Clnkl kendi akademik 6z yeterlik algisi disik olan bireyin basariya ulasmasi oldukga zordur. Bu noktadan
hareketle gelecegin 6gretmenlerinin akademik 6z yeterliklerine iliskin gérislerinin belirlenmesi sadece kendileri
icin degil, yetistirecekleri 6grenciler icin de oldukca 6nemli oldugu distnitlmektedir. Alan yazinda, 6zellikle
egitim fakiltelerinde 6z yeterlikle ilgili pek ¢ok arastirmanin bulunmasina ragmen (Akbulut, 2006; Cakir, 2005;
Chemers, Hu & Garcia, 2001; Capri & Celikkaleli, 2008; Ekici, 2008; Morgil, Secken & Yicel, 2004; Oguz &
Topkaya, 2008; Ozdemir, 2008; Pajares, 1996; Phan, 2012) akademik 6z yeterlilige ydnelik arastirmalarin az
oldugu gériilmektedir. Ornegin Aktas (2017)ilahiyat fakiltesi 6grencilerinin akademik giidiilenme diizeyleri ile
akademik 6z yeterlik iligkisini arastirmistir. Bir baska calismada ise Beden Egitimi 6gretmen adaylarinin
akademik motivasyonlari ve akademik 6z yeterlikleri bazi degiskenler dikkate alinarak incelenmistir (Alemdag,
Oncii & Yilmaz, 2014). Ortaokul dgrencilerinin okuma kaygilari ve akademik 6z yeterlik inanclarinin gesitli
degiskenler agisindan incelenmesi bir baska g¢alisma (Arslan, 2017) olarak alan yazinda yer almaktadir. Bu
arastirma sonuglarinin 6gretmen vyetistiren egitim fakiiltelerinin etkililigini degerlendirme boyutunda katki
saglayabilecegi diisiintilmektedir.

Arastirmanin Amaci

Bu calismada; 6gretmen adaylarinin akademik 6z yeterlik algilari cinsiyet, mezun olduklari alan ve 6grenim
gordikleri bolimler arasinda anlamli fark olup olmadigi belirlenmeye calisilmistir. Bu amag ¢ergevesinde su
sorulara yanit aranmigtir:

1. Ogretmen adaylarinin cinsiyetlerine gére akademik 6z yeterlik algilari arasinda anlamli bir fark var midir?

2. Ogretmen adaylarinin mezun olduklari lise alan tiiriine gére akademik 6z yeterlik algilari arasinda anlamli bir
fark var midir?

3. Ogretmen adaylarinin 8grenim gérdiikleri béliimlere gére akademik 6z yeterlik algilar arasinda anlamli bir
fark var midir?

Yontem
Arastirmanin Modeli

Bu arastirmada O6gretmen adaylarinin akademik 6z yeterlik algilar ile bazi degiskenler arasindaki iliskiyi
saptamak icin tarama modeli kullanilmistir. Tarama modeli bir durumu var oldugu sekliyle ortaya koymayi
saglayan bir arastirma yontemidir. Arastirmaya konu olan birey, konu, nesne vb. kendi kosullari iginde ve
oldugu gibi tanimlanmaya calisilir (Karasar, 2015).

Evren ve Orneklem

Arastirmanin evrenini 2017-2018 6gretim yili bahar déneminde, Gazi Universitesi, Gazi Egitim Fakiltesi’nin
6 boliminde ve birinci sinifinda okuyan 1272 &grenci olusturmaktadir. Orneklemi belirlemede uygun
ornekleme yénteminden faydalanilmistir. Uygun 6rnekleme yontemi zaman, para ve isglici agisindan var olan
sinirliliklar ortadan kaldirip, érnekleme kolay ulasma ve uygulama yapma firsati saglamaktadir (Blytkoéztirk,
Kilig-Cakmak, Akgiin, Karadeniz & Demirel, 2016). Bu calismada arastirmacinin bu 6rnekleme tiriini segmesinin
nedeni gorev yaptig fakiltede ayni zamanda 6gretmenlik bilgisi derslerini yiritiyor olmasidir. Buna gore Glizel
Sanatlar Egitimi Bolim{, Matematik ve Fen Bilimleri Egitimi Bolum, Tirkge ve Sosyal Bilimler Egitimi Bolumd,
Temel Egitim Bolimii, Ozel Egitim Bolimii ve Yabanci Dil Egitimi Bélimiinde veriler toplanmistir. Bu béliimlerde
6grenim goéren toplam 650 birinci sinif 6gretmen adayina anket uygulanmis, 47 anket cesitli sebeplerle (bos
madde, kisisel bilgilerdeki eksiklikler vb.) calisma kapsami disinda birakilmistir. Bu dogrultuda 653 6gretmen
adayil bu ¢alismanin 6rneklemini olusturmustur. Yukarida belirtilen toplam 1272 birinci sinif 6grencisinin + % 5
hata payina gore 297’sininérnekleme alinmasi gerekmektedir (Krejcie & Morgan, 1970). Dolayisiyla arastirmaya
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katilan 653 kisi arastirma evrenini temsil edebilecek orandadir. Orneklemde yer alan &gretmen adaylarinin
demografik 6zellikleri Tablo 1'de gérilmektedir.

Tablo 1.

Ogretmen Adaylarinin Demografik Ozellikleri.

Degisken f %
Cinsiyet Kadin 498 76,30
Erkek 155 23,70
Toplam 653 100
Mezun Olduklari Alan Tari  Tirkce-Matematik 162 24,80
Fen- Matematik 228 34,90
Sosyal 263 40,30
Toplam 653 100
Ogrenim Gordiikleri Glizel Sanatlar Egitimi Bolimi 72 11,00
Bolumler Matematik ve Fen Bilimleri Egitimi Bolumu 179 27,40
Tirkge ve Sosyal Bilimler Egitimi Bolim 114 17,50
Temel Egitim BOlimi 119 18,20
Ozel Egitim BOlUmi 83 12,70
Yabanci Dil Egitimi Bolima 86 13,20
Toplam 653 100

Bu arastirmaya katilan 6gretmen adaylarinin 498’i (%76.30) kadin, 155’i (%23.70) erkektir. Ogretmen
adaylarinin 162’si (%24.80) Tirkce-Matematik, 228'i (%34.90) Fen-Matematik ve 263’0 (%40.30) sosyal
alanlardan mezun 6grencilerdir. Ogretmen adaylarinin 72’si (%11.00) Giizel Sanatlar Egitimi Bélimi, 179’u
(%27.40) Matematik ve Fen Bilimleri Egitimi Bolimi, 114’0 (%17.50) Tirkge ve Sosyal Bilimler Egitimi Bolima,
119'u (%18.20) Temel Egitim B&limi, 83l (%12.70) Ozel Egitim Bdlimii ve 86’si (%13.20) Yabanci Dil Egitimi
Bolimiinde 6grenim gérmektedir.

Veri Toplama Araglari

Calismada kullanilan veri toplama araci iki bélimden olusmaktadir. ilk bélimde &gretmen adaylarina ait
kisisel bilgiler sorulmustur. ikinci béliimde Ekici’nin (2012) Tirkgeye uyarladigi, Owen ve Froman’a (1988) ait
“Akademik Oz yeterlik Olgegi” yer almistir. Olgegin Tiirkceye uyarlama calismasi egitim fakiiltesi 6grencileri ile
yapiimistir. Bu nedenle 8lgegin yine egitim fakiiltesi égrencilerine uygulanmasi uygun gérilmistir. Olgekte 33
madde olusmaktadir. Olcekteki maddelere dgretmen adaylarinin katilma dereceleri 1 “oldukca az”, 2 “az”, 3
“kismen fazla”, 4 “fazla”, 5 “oldukc¢a fazla” seklinde siniflandirilmistir. Maddeler arasindaki sinir asagidaki gibi
belirlenmistir.

1 Oldukega az 1,00-1,80
2 Az 1,81-2,60
3 Kismen fazla 2,61-3,40
4 Fazla 3,41-4,20
5 Oldukca fazla 4,21 -5,00

Olgekten alinabilecek en diisiik puan 33, en yiiksek puan ise 165'tir. Ekici (2012) tarafindan yapilan uyarlama
calismasinda, orijinal Olgegin gecerlik calismalari kapsaminda dogrulayici faktér analizi ve dik dondirme
(varimax) teknigi kullanilmistir. Varimax déndiirme islemi sonucunda eigen degeri 6,951,3,478 ve 1.280 olan
toplam (g faktor ortaya ¢ikmistir. Analiz sonucunda toplam varyansin % 45.80’ini agiklayan 33 maddelik 6lgek
elde edilmistir. Olgegin bitiiniine yénelik Cronbach Alpha giivenirlik katsayisi. 86 olarak tespit edilmistir (Ekici,
2012).

Verilerin Coziimlenmesi

Arastirmada elde edilen verilerin ¢6ziimlenmesi sirecinde, 6ncelikle verilerin normal dagihm gosterip
gostermedigi test edilmistir. Bu temelde; 6lcegi olusturan faktorler icin alinan toplam puanin dagilimi tizerinde
merkezi dagilim, carpiklik ve basiklik degerleri incelenmis, ayrica Kolmogorov-Smirnov Testinden
yararlanilmistir. Buna gore akademik 6z yeterlik dlgegi puaninin normal dagilim goésterdigi gérilmistir. Ayrica
olciimlerin varyanslari homojenligi de Levene F testi ile incelenmistir. Alt problemlere bagh olarak verilerin
¢6zimlenmesinde ylzde, frekans, aritmetik ortalama, standart sapma, Kruskal-Wallis ve t testi analizi
uygulanmistir. Cinsiyet degiskenine gére Akademik Oz yeterlik Olcegi toplam puanina iliskin karsilastirmalar t
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testi ile yapilirken, mezun olunan alan ve égrenim goérdiikleri bdlim degiskenine gére Akademik Oz yeterlik
Olgegi toplam puanlarina iliskin karsilastirmalar tek yénlii varyans analizinin (ANOVA) parametrik olmayan
karsilig Kruskall Wallis H Testi ile yapilmistir. Farkhliklarin anlamlihginin test edilmesinde anlamhlik diizeyi. 05
olarak kabul edilmistir.

Bulgular
Ogretmen Adaylarinin Cinsiyetlerine Gére Akademik Oz Yeterlik Algilarina iliskin Bulgular

Ogretmen adaylarinin cinsiyete gére akademik 6z yeterliklerinin karsilastirilmasi icin dncelikle dagilimlarin
normalligi test edilmis, Kolmogorov Smirnov testi sonuglarina gére dagilimlarin normal oldugu belirlenmistir (K-
S kadin=.04; p=.06>.05; K-S erkek=.05; p=.20>.05). Ayrica Ol¢limlerin varyanslari homojenligi de levene testi ile
incelenmis ve varyanslarin homojenligi kosulunun saglandigi belirlenmistir (F= 2.344. p<.05). Buna gore
o6gretmen adaylarinin cinsiyetlerine gore akademik 6z yeterlik algilari toplam puan ortalamalarini karsilastirmak
amaciyla parametrik bir test olan bagimsiz 6rneklemler icin t testi yapilmis ve elde edilen sonug¢ Tablo 2’'de
gosterilmigtir.

Tablo 2.

Ogretmen Adaylarinin Cinsiyetlerine gére Akademik Oz Yeterlik Algilari.

Cinsiyet N X S sd t p
Kadin 498 3.22 .57 651 -1.10 .27
Erkek 155 3.28 .51

Elde edilen bulguya goére cinsiyet acisindan puan ortalamalari arasinda anlamli farkliik olmadigi
belirlenmistir(t(651)= -1.10. p>.05). Kadin ve erkek 6gretmen adaylarinin akademik 6z yeterlik algi puan
ortalamalari birbirine oldukga yakin (3.22 ve 3.28) ve kismen fazla araliginda oldugu gorilmektedir. Baska bir
deyisle 6gretmen adaylarinin akademik 6z yeterlik algilarinin cinsiyete gore degismedigi sdylenebilir.

Ogretmen Adaylarinin Mezun Olduklari Alan Tiiriine Gére Akademik Oz- Yeterlik Algilarina iliskin Bulgular

Ogretmen adaylarinin ortadgretim mezuniyet alanlarina gére akademik &z yeterlik 6lcegi toplam puan
ortalamalarini karsilastirmak amaciyla dagilimlarin normalligi test edilmistir. Kolmogorov Smirnov testi
sonuglarina gére dagilimlarin normal oldugu belirlenmistir (K-STM=.06; p=.20>.05; K-SFM=.05; p=.20>.05; K-S
Sosyal=.04; p=.20>.05). Analiz sonuglarina gore dagilim normalligi saglanmasina ragmen varyanslar homojen
olmadigi i¢in (Levene testi degeri serbestlik derecesi 2-650) Kruskal-Wallis H. Testi uygulanmistir (p<.05). Elde
edilen veriler Tablo 3’te sunulmustur.

Tablo 3.
Ogretmen Adaylarinin Mezun Olduklari Alan Tiiriine Gére Akademik Oz Yeterlik Algilari.

Mezun Olunan Alan N Sira Ortalamasi sd x2 p
Tirkge-Matematik 162 323.93 2 .34 .84
Fen-Matematik 228 332.90

Sosyal 263 323.78

Analiz sonuglari, 6gretmen adaylarinin akademik 6z yeterlik algilarinin toplam puanlari ile mezun olunan
alan tirl degiskenine gore istatistiksel olarak anlamli bir farklilik olmadigini géstermektedir (p>.05). Baska bir
deyisle, mezun olunan lise alan tirinin 6gretmen adaylarinin akademik 6z yeterlik algilarini etkilemedigi
soylenebilir.

Ogretmen Adaylarinin Béliimlerine Gére Akademik Oz yeterlik Algilarina iliskin Bulgular

Ogretmen adaylarinin béliimlerine gére akademik 6z yeterlik 6lgegi toplam puan ortalamalarini karsilastirmak
amaciyla oncelikle dagihmlarin normalligi test edilmistir. Kolmogorov Smirnov testi sonuglarina gore
dagihmlarin normal oldugu belirlenmistir (K-S Glizel Sanatlar=.09; p=.20>.05; K-S Matematik-Fen Bil.=.05;
p=.20>.05); K-S Tiirkge-Sosyal Bil.=.07; p=.20>.05); K-S Temel Egitim=.07; p=.20>.05); K-S Ozel Egitim=.06;
p=.20>.05); K-S Yabanci Dil=.06; p=.20>.05). Ancak yapilan Levene testi sonuglarina goére varyanslar homojen
¢tkmadigi icin (F=2.018 p<.05) parametrik test kullanma kosulu saglanamamis ve verilerin Kruskall Wallis testi
ile cozimlenmesine karar verilmistir. Elde edilen veriler Tablo 4’te sunulmustur.
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Tablo 4.

Ogretmen Adaylarinin Béliimlerine Gére Akademik Oz yeterlik Algilari

Bolimler N Sira Ortalamasi sd X2 P
Glizel Sanatlar Egitimi Bolima 72 376.01 5 9.49 .09
Matematik ve Fen Bilimleri Egitimi Bolumu 179 340.03

Tirkge ve Sosyal Bilimler Egitimi Bolimdi 114 309.76

Temel Egitim BolUm 119 320.76

Ozel Egitim BOIUm 83 293.31

Yabanci Dil Egitimi Bolimu 86 322.84

Tablo 4 incelendiginde, 6gretmen adaylarinin akademik 6z yeterlik algisi toplam puanlarinin 6grenim
gordikleri bolime gore istatistiksel olarak anlamh bicimde farklilasmadigi gorilmektedir ("x" A"2" =9.49;
p>.05). Diger bir deyisle, 6gretmen adaylarinin 6grenim gordikleri béliimlere goére akademik 6z yeterlik
algilarinin benzer 6zellikler gosterdigi soylenebilir. Bolimlerin medyan degerleri incelendiginde: M (Glizel
Sanatlar Egitimi Bolimi)=3.40; M (Matematik ve Fen Bilimleri Egitimi Bolimi)=3.27; M (Tirkce ve Sosyal
Bilimler Egitimi Bélimii)=3.22; M (Temel Egitim B6limii)=2.27; M (Ozel Egitim B6limii)=3.18; M (Yabanci Dil
Egitimi B8limii)=3.24 oldugu belirlenmistir. Ogretmen adaylarinin medyan deger puanlari incelendiginde;
puanlarin birbirine oldukga yakin oldugu ve “kismen fazla” araliginda yer aldigi gériilmektedir.

Tartisma, Sonug ve Oneriler

Bu arastirmada, 6gretmen adaylarinin akademik 6z yeterlik algilari ile cinsiyet degiskeni agisindan anlamh
bir farkliigin olmadigi saptanmistir. Alan yazindaki aragtirmalarin gogunun bu bulguyu destekler nitelikte
oldugu gorilmektedir (Aktas, 2017; Alemdag, 2015; Alemdag, Oncii & Yilmaz, 2014; Altungekic, Yaman & Koray,
2005; Arslan, 2017; Choi, 2005; Cevik, 2011; Demirtas, Cdmert & Ozer, 2011; Donmus, Akpinar & Eroglu 2017;
Ekici, 2008; Friedman & Kass, 2002; Friedman, 2003; Gengtilirk & Memis, 2010; Guldi, 2015; Giveng, 2011;
Gurol, Altunbas & Karaaslan, 2011; Guzel, 2017; Kahyaoglu & Yangin, 2007; Oguz, 2012; Saracaloglu, Yenice &
Ozden, 2013; Tschannen-Moran & Woolfok Hoy, 2007). Ornegin, Cuhadar, Giindiiz ve Tanyeri’'nin (2013) egitim
fakiltesinin bir bolimindeki 6grenciler ile yaptigl calismada 6gretmen adaylarinin akademik 6z yeterlik algilar
ile cinsiyet degiskeni arasinda 6ge farklilik olmadigi sonucuna ulasmislardir. Eroglu, Yildirnm ve Sahan’in (2017)
spor bilimleri fakiiltesindeki 6grenciler ile yaptigl arastirma sonucu da bu bulguyu destekler niteliktedir. Tunca
ve Alkin-Sahin’in (2014) arastirmasinda da kadin 6gretmen adaylari ile erkek 6gretmen adaylarinin kendilerini
akademik 6z yeterlik inanci agisindan ayni yeterlikte degerlendirdikleri ortaya ¢ikmistir.

Alan yazinda bu arastirmanin sonucunu desteklemeyen arastirmalar da bulunmaktadir. Biricik, 2015; Gliven
& Baltaoglu, 2017; Pekdemir, 2015; Satici, 2013; Yagcl & Aksoy, 2015; Yilmaz, Yilmaz & Tirk, 2010; Usher &
Pajares, 2008). Arastirmalarin bir kisminda kadin 6gretmen adaylarinin erkek 6gretmen adaylarindan daha
yiiksek akademik 6z yeterlik algisina sahip oldugu belirlenirken (Aktas, 2017; Aydin, Omiir & Argon, 2014; Cevik,
2011; Kog & Arslan, 2017), bir kisim arastirmada da erkek 6gretmen adaylarinin kadin 6gretmen adaylarindan
daha yiiksek akademik 6z yeterlik algisina sahip oldugu (Bleicher, 2004; Demirtas, Comert & Ozer, 2011;
Durdukoca, 2010; Morgil, Secken & Yiicel, 2004) goriilmektedir. Arastirmaya katilan 6gretmen adaylari arasinda
cinsiyet degiskeni acisindan farkhhk ¢tkmamasi her iki cinsiyet icin akademik 6z yeterlik inancinin benzer sekilde
kazandirilmasi gerektigi distiniildigiinde olumlu bir sonug olarak degerlendirilebilir.

Arastirmada 6gretmen adaylarinin akademik 6z yeterlik algilari ile mezun olduklari alan tiri degiskenine
gore istatistiksel olarak anlamli bir farkhlik olmadigi belirlenmistir. Alan yazin incelendiginde, 6gretmen
adaylarinin akademik 6z yeterlik algilarinin mezun olduklari alan tiirtine gore farklilik géstermedigini belirleyen
calismalar (Altungekic, Yaman & Koray, 2005; Saracaloglu, Yenice & Ozden, 2013) olmakla birlikte ki bu
arastirmalardan biri genel 6z yeterlik, digeri de fen 6gretiminde 6z yeterlik ile ilgili yapilmis arastirmalardir,
cogunlukla desteklemeyen arastirmalarin (Alemdag et al., 2014; Altuncekic, Yaman & Koray, 2005; Biricik, 2015;
Cakir, Kan & Siinbiil, 2006; Demir, 2008; Demirtas, Cdmert & Ozer, 2011; Gurbiiztiirk & Sad, 2009; Koger, 2014;
Oguz, 2012; Pekel, 2016; Yagci & Aksoy, 2015;) oldugu gorilmektedir. Arastirmanin bu bulgusu ile 2013 yilinda
(Saracaloglu, Yenice ve Ozden) yapmis olan bir arastirma bulgusu benzer &zellikler géstermektedir. Ancak bu
arastirma bulgusu genel 6z yeterlik algisi Gzerinde yapilmis bir arastirmadir. Altungekig, Yaman ve Koray’'in
(2005) arastirmasinda ise fen 6gretimine yonelik 6z yeterlik inanci Uzerinde galisiimistir. Oysa bu arastirma
akademik 06z yeterlik Uzerine yapilmistir. Dolayisiyla bu arastirma bulgusu ile ortlismedigini séylemek
mimkindir.
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2011 yilinda yapilan bir arastirmada, 6gretmen adaylarinin 6z yeterlik algilari ile mezun olduklari bolim
degiskeni arasinda anlamli farklilik oldugu ve bu farkliligin sosyal alan mezunu 6gretmen adaylari lehine, fen
alanindan mezun olan 6gretmen adaylarin ise aleyhine oldugu belirlenmistir (Glrol, Altunbas & Karaaslan,
2011). Ayni sekilde Cakir, Kan ve Siinbil ‘Gn (2006) “Ogretmenlik meslek bilgisi ve tezsiz yiiksek lisans
programlarinin tutum ve 6z yeterlik agisindan degerlendirilmesi” baslikli ¢calismalarinda da benzer sonuglarin
elde edildigi goriilmektedir.

Bu arastirma sonuglarina gére mezun olunan alan degiskeninin akademik 6z yeterlik inanci Uzerinde etkili
olmadigl séylenebilir. Bunun bir sebebi; katilimcilarin heniiz fakiilte birinci sinif 6grencisi olmalari; bir baska
nedeni ise hangi alandan mezun olurlarsa olsunlar 6gretmenlik meslegini tercih etmis olmalari olabilir. Dort
yillik lisans egitimleri surecinde edinecekleri deneyimler ve kazanimlarla akademik 6z yeterliklerinin olumlu
yonde gelisebilecegi distinulmektedir.

Arastirmada 6gretmen adaylarinin 6grenim gordikleri bolimler ile akademik 6z yeterlik algilari arasindaki
farkhlik incelendiginde, istatistiksel agidan anlamli bir farklihk tespit edilmemistir. Bu durumda bolim
degiskeninin akademik 6z yeterlik algisi Gizerinde etkili olmadigi séylenebilir. Bu arastirma bulgusu ile paralellik
gosteren arastirmalar (Cubukgu & Girmen, 2007; Demir, 2013; Elkatmis, Demirbas & Ertugrul, 2013; Eroglu,
Yildirnm & Sahan, 2017;Gliven & Baltaoglu,2017; Kavrayici & Bayrak, 2016; Oguz, 2009; Saracaloglu, Yenice &
Ozden, 2013; Uysal & Késemen, 2013) bulunmaktadir. Eroglu, Yildirnm ve Sahan (2017), arastirmalarinda spor
bilimleri fakiiltesi 6grencilerinin akademik 6z yeterlik dizeylerinin bélim degiskenine gore istatistiksel olarak
anlamli bir farkliik gostermedigini tespit etmislerdir. Yani sira Saracaloglu, Yenice, Ozden (2013)
arastirmalarinda g farkh bolim arasinda akademik 6z yeterlik algisi agisindan istatistiksel olarak anlamli bir
farkhlik olmadigi sonucuna ulasmislardir.

ilgili alan yazin incelendiginde, 6gretmen adaylarinin &z yeterlik algilarinin 6grenim gérdikleri bdlim
degiskenine gore anlamli bir farklilik gésterdigine iliskin arastirmalarin oldukga fazla oldugu (Altungekig, Yaman
& Koray 2005; Aydin, Omiir & Argon, 2014; Biricik, 2015; Gengtiirk & Memis, 2010; Demirtas, Cémert & Ozer,
2011; Donmus, Akpinar & Eroglu 2017; Giirol, Altunbas & Karaaslan, 2011; Gliveng, 2011; Tabancal & Celik,
2013) goriilmektedir. Ozgiil ve Diker'in (2017) arastirmasinda akademik 6z yeterlik alt boyutlarindan sosyal
statl alt boyut puanlari ile mezun olduklari bélimler arasinda anlamli farkliliklar oldugu, bu farkliligin beden
egitimi 6gretmenligi ve spor yoneticiligi arasinda oldugu belirlenmistir. Demirtas, Cémert ve Ozer (2011) inénii
Universitesi egitim fakiiltesinin tim bélimlerinde gerceklestirdikleri arastirmada, 6z yeterliligin bolimlere gére
anlamli farklilik gosterdigini belirlemislerdir. Ayrica 6z yeterligin bazi alt boyutlarinda (katilim, yénetim gibi) ve
toplam boyutta bazi bolimler arasinda farkhlik oldugu bulgusuna ulasmislardir. Bélim degiskenine gére anlamli
bir farklilik gosteren arastirma bulgulari ile bu g¢alisma bulgularinin farklilik géstermesinin 6rnekleme alinan
dgrenci gruplarinin alan farkindan kaynaklanabilecegi diisiiniilmektedir. Ornegin; Ozgiil ve Diker (2017) Saglk
Bilimleri Enstitlisii, Beden Egitimi ve Spor Yiksek Lisans programi oOgrencileri ile arastirmayi
gerceklestirmislerdir.

Bir baska neden ise sinif diizeyi farkhliklari olabilir. Yine Ozgiil ve Diker’in (2017) arastirma grubu lisansiistii
egitim dgrencileri, Demirtas, Comert ve Ozer’in (2011)arastirma grubunun egitim fakiiltesi son sinif 6grencileri
olmasi, bu arastirmada ise egitim fakiiltesi birinci sinif 6grencilerinin 6érnekleme alinmis olmasi bu farkhhgin
nedeni olabilir.

Arastirmada 6gretmen adaylarinin akademik 6z yeterlik diizeylerinin “kismen yeterli” oldugu ortaya
cikmistir. Baska bir degisle 6gretmen adaylarinin akademik 06z vyeterliklerinin orta dlizeyde oldugu
gorilmektedir. Oysa 6gretmenlik meslegini tercih eden adaylarin akademik 6z yeterliklerinin daha yliksek
dizeyde olmasi beklenmektedir (Akbay & Gizir, 2010; Haycock, McCarthy & Skay, 1998; Klassen, Krawchuk &
Rajani, 2007). Alan yazinda bu bulguyu destekleyen arastirmalarin yaninda (Glven & Baltaoglu, 2017; Glveng,
2011; Giizel, 2017; Uysal & Kdsemen, 2013), desteklemeyenler de yer almaktadir (Ozdemir, 2008, Yesilyurt,
2013). Bu arastirmanin egitim fakiltesi birinci sinif 6grencileri ile yapilmis olmasi akademik 6z yeterligin
istenilen diizeyde heniiz olmamasinin bir sebebi olabilir. Nitekim Orhan ve Akkoyunlu (2003) lise 6grencilerinin
yaslari ilerledikce akademik 6z yeterlik algilarinin ylkseldigini bulmuslardir.

Ayrica, 6gretmen adaylarinin egitimleri boyunca karsilasabilecekleri olumsuz deneyimler de akademik 6z
yeterlik algilarini negatif yonde etkileyebilir. Yapilan alan yazin taramasinda 6grencilerin akademik 6z yeterlik
algi diizeyinin genellikle yiiksek bulundugu gériilmiistiir. Ornegin, 2012 yilinda Oguz tarafindan yapilan
arastirma sonuglari 6gretmen adaylarinin akademik 06z vyeterlik algilarinin yiiksek seviyede oldugunu
gostermektedir. Yilmaz, Gurgay ve Ekici (2007) ile Yalmanci ve Aydin (2014) tarafindan yapilan ¢alismalarda da
benzer sonuca ulagiimistir.
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Sonug olarak ¢alismadan elde edilen bulgular, egitim fakultesi 6grencilerinin akademik 6z yeterlik diizeyleri
cinsiyet, mezun olunan alan turi ve 6grenim gordikleri bolim degiskeni agisindan anlamh bir farklilik
olmadigini ve kismen yeterli oldugunu gostermektedir. Ogretmen adaylarina akademik &z yeterliklerinin
gelisimini desteklemek amaciyla értiik program uygulanabilir. Ortiik program cercevesinde sosyal sorumluluk
projeleri gibi akran etkisinin saglanacagi etkinlikler akademik 06z yeterlikleri artirabilir. Ayrica 6gretmen
adaylarinin akademik 6z yeterliklerinin gelistirilebilmesi icin 6gretim etkinlikleri siirecinde kuram-uygulama
baglantisinin etkili olacagi diisiiniilmektedir. Ogretim elemanlarinin akademik &z yeterliklerinin belirlenmesine
yonelik arastirmalar planlanip yiiriitiilebilir. Ogretmen adaylarinin akademik 6z yeterlik algilarinin kismen yeterli
¢ikmasina iliskin derinlemesine incelemelerin yapilabilecegi nitel desenli arastirmalar yirGtilebilir. Bunun
yaninda 6gretmen adaylarinin hizmet 6ncesi egitimleri sirecinde ve bu konular dogrultusunda arastirmalara
yer verilebilir.

Bilgilendirme

Bu calisma 11-13 Ekim 2018 tarihleri arasinda Kars’ta diizenlenen 6. Uluslararasi Egitim Programlari ve
Ogretim Kongresi’nde sozIii bildiri olarak sunulmustur.
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Introduction

The development of teacher training processes has recently been the subject of much discussion within
educational research. Maxwell and Schwimmer’s (2016) research emphasizes teachers’ role as moral models
for their students from the beginning of formal teacher education. In the international literature, a recent
trend has been to place greater emphasis on establishing ethical standards for the teaching profession (Barrett,
Headley, Stovall & Witte, 2006; Barrett, Casey, Visser & Headley, 2012; Campbell, 2000; Weil, 2005) and
integrating course(s) developed in accordance with these standards into teacher training programs.

Ethical standards and ethical principles for the teaching profession will help teachers make more consistent,
transparent and rational decisions in different situations they encounter. However, only a limited number of
studies have been conducted on this topic. The Turkish Higher Education Council’s (HEC) proposal on teaching
profession ethics is noteworthy within the national literature on teaching profession ethics. The HEC (2007)
proposed establishing "elective courses for the training of professional ethics in teacher education programs”
(p.4) like those in Europe and the US in its explanation of the programs to be implemented in HEC institutions.
However, examining the courses in these higher education institutions’ teacher training programs, “teaching
profession ethics” is not among the compulsory courses. Instead, topics related to teaching profession ethics
are generally discussed for one or two weeks as part of other education courses. Thus, standards for teaching
profession ethics are needed and lessons must be developed on this topic in order to increase the quality of
teacher education and thus also of students’ education. In 2015, Turkey’s Ministry of National Education
(MoNE) established six professional ethics principles for educators, which are as follows: (1) ethical principles in
relation to students, (2) ethical principles for the education profession, (3) ethical principles in relation to
educators, (4) ethical principles in relation to parents, (5) ethical principles in relation to school management
and society, and (6) ethical principles related to school administrators’ relationships with teachers, students
and parents.

Professional ethics is defined as "the totality of behaviors that the parties have to obey or avoid" (Turkish
Language Association, 2016). Ethics norms shaped by values, experiences, culture and philosophy help people
decide what behavior is right or wrong (Miller, 2000; Singer, 1993). Ethical studies are used to determine the
standards of "good", "wanted", "loyal", "accepted", "should be supported", "right or wrong", and "acceptable
and unacceptable" (Gozitok, 1999, p. 85). As in other professions, education has its own ethical principles.
McKelvie-Sebileau (2011) set out principles for teaching profession ethics in 24 countries and examined the use
of them. The most prominent themes were values (respect, equality, honesty, dedication, etc.); relationships
with others (colleagues, students, parents, etc.); gender issues (sexual discrimination, harassment, etc.); and
occupational competences (knowledge, pedagogy, etc.) (p.19). Campbell (2000) similarly emphasized the
importance of teachers' actions regarding ethical principles in relation to the environment and suggested that
teachers had different relationships in their working lives: with their students, with other teachers, with school
administrators, with ministries, and with parents. They must act in keeping with their responsibility to all of
these stakeholders. Teaching profession ethics are also referred to in Turkish higher education law. Higher
Education Act No. 2547 lists among the purposes of higher education training students who are "free and
respectful of scientific thinking and human rights" (Article 5) and "balanced and healthy in spirit, morality and
feeling" (Article 6) (p. 5350).

Pre-service teachers should be able to define ethical and unethical behaviors and attitudes in the teaching
profession and act accordingly. Unethical behavior by teachers can lead students to interpret these behaviors
as appropriate or correct even though they are not. For this reason, teachers should demonstrate ethical
behavior and serve as role models. Carrying out studies on professional ethics in teacher education is of great
importance, since teachers are role models for their students through their attitudes and behaviors and
influence their students’ ethical development indirectly or directly. Unfortunately, ethical rules for teachers are
not generally written down. The development of professional ethics principles can be seen as a sign of the
profession’s maturation (Lovat, 1998, p. 4) and can guide professional practitioners (Haynes, 1998, p.42).
Barrett et al. (2006, p. 422; 2012, p. 891) addressed the lack of standardized professional ethics principles and
criticized the existence of different ethical principles in different US states. The need for additional studies in
this regard was also mentioned by Campbell (2000). Culture has been observed to shape people’s behaviors
and interactions. McKelvie-Sebileau (2011) stated that the codes of the teaching profession developed in
different countries, regions or provinces take on different tones and address different phenomena (e.g. social
media use), but have similar general qualities.

A number of scales measuring teachers' perceptions of professional ethics exists (Aydogan, 2011; Barrett et
al., 2006; 2012; Forsyth, 1980; Goziitok, 1999; Kumar & Kaur, 2014; Ozbek, 2003; Oztiirk Aynal, Kumandas &
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Ersanli, 2013; Pelit & Glger, 2006; Poisson, 2009; Sevim, 2014; Tabachnick, Keith-Spiegel & Pope, 1991; Yilmaz,
2005). These scales mainly have a multi-dimensional factor structure except one (Aydogan, 2011). To illustrate,
Barrett et al. (2006) developed a scale to detect teachers’ perceptions of professional ethics with a three-
dimensional structure: boundary violations, non-professional inattentive (behavior), and subjective evaluation.
Barrett et al. (2012) further refined this three-factor structure and applied it to social media. The three factors
identified were as follows: boundary violations, carelessness in teaching, and subjective assessment. Oztiirk
Aynal, Kumandas and Ersanli (2013) applied a four-dimensional structure in their ethical scale for preschool
teachers: the teacher's responsibilities to himself/herself and the child, the teacher’s responsibilities to the
profession and to his/her colleagues, the teacher’s responsibilities to families and to society, and the teacher’s
responsibilities to children with special education needs. In another study, Pelit and Gliger (2006) developed a
three-dimensional scale for teacher candidates encompassing relations to students, to the teaching profession
(job-related responsibility) and to colleagues.

Currently, international scales are usually developed for teachers working in different countries and
cultures (Barrett et al., 2006; 2012; Keith-Spiegel & Pope, 1991; Kumar & Kaur, 2014; Poisson, 2009;
Tabachnick, Keith-Spiegel & Pope, 1991). The scales developed in Turkey are generally related to specific
teaching fields (Aynal, Kumandas & Ersanh, 2013; Ozbek, 2003) and/or do not contain material related to
technology and/or the changing nature of media use (G6ziitok, 1999; Pelit & Guiger, 2006; Yilmaz, 2005). The
relevant literature shows that the use of technology and social media is an important point to consider in the
context of teachers’ professional ethics (Barrett et al., 2006; 2012). For example, Barrett et al. (2012) consider
the use of social media to be an ethics violation in their comprehensive field work on teacher ethics. They refer
to studies in different countries finding out that the unethical use of social media causes teachers to be fired or
suspended from their work. This highlights the importance of addressing social media and technology in ethical
rules.

Examining the national and international literature makes clear the need for a scale measuring pre-service
teachers’ perceptions of professional ethics, considering social, cultural and technological changes. Thus, the
aim of this study was to develop a scale to determine pre-service teachers’ perceptions of professional ethics in
faculties of education in Turkey.

Method

Survey research study design which is one of the mostly used designs in social sciences as well as
psychology and health was employed in this study. Data were collected from a large group of pre-service
teachers in Study 1 and in Study 2.

Study 1: Initial Scale Development and Exploratory Factor Analysis
Item generation

An item pool regarding pre-service teachers' perceptions of professional ethics in three successive and
complementary steps was generated. A thorough review of the relevant literature, examination of codes of
ethics in teacher education in different countries (Australia, Canada, France, Netherlands, UK, USA) as well as in
Turkey, and analysis of the existing scales currently used to assess teachers' perceptions of professional ethics
were carried out initially. In the second stage, structured brainstorming sessions on the “key characteristics of
good teachers” and “acceptable/unacceptable behaviors in the teaching profession” with pre-service teachers
from different departments at two different major Turkish universities were held. In the final stage, the item
pool was generated on the basis of (a) the basic concepts in the literature, (b) existing scales on teachers’
professional ethics (Barrett et al. 2006, 2012; Goziitok, 1999; Keith-Spiegel & Pope, 1991; Kumar & Kaur, 2014;
Pelit & Giiger, 2006; Poisson, 2009; Sevim, 2014; Tabachnick, Ei & Bowen, 2002; Yilmaz, 2005), (c) the results of
the brainstorming sessions held with pre-service teachers, (d) codes of professional ethics for teachers
established by the MoNE (2015), (e) cultural values and norms, and (f) our professional experience as teacher
educators. After eliminating parallel items, a pool of 67 items on a Likert Scale ranging from 1 (Definitely
unethical) to 5 (Definitely ethical) was generated.

Content and face validity

After the items were written, expert feedback from four university faculty members in Measurement and
Evaluation, two faculty members in Curriculum and Instruction, one faculty member in Turkish Language and
Literature (total seven experts), and three teachers was obtained in order to ensure content and face validity.
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The experts focused on the clarity of the instructions and items as well as the items' appropriateness in
measuring pre-service teachers' perceptions of professional ethics. In addition to the experts, we asked two
pre-service teachers to review the scale using a think-aloud protocol. Just like the experts, the teacher
candidates commented on the clarity of the instructions and items as well as the items’ appropriateness for
measuring the construct and suggested an estimated duration for the scale. The scale was modified based on
the experts' and students, reviews, and had 60 items at the end of the revision process.

Procedure

The data collection process took place from April 2016 to February 2017. The scale was administered to 220
pre-service teachers in their final year of teacher education at two major public universities in Ankara, Turkey,
during class hours and with the permission of course instructors. The pre-service teachers were given
information about the study and participated in the study on a voluntary basis. They were asked to provide
demographic information on their gender and department and to mark the extent to which they found the
statements in the scale to be ethical.

Participants

The study’s sample encompassed 220 pre-service teachers (175 female, 45 male) in their final year of
university (seniors) enrolled in different majors at two major public universities in Ankara, Turkey. The reason
seniors were selected as participants is that they had already completed all educational courses and thus likely
had more awareness of professional ethics in teaching than students in earlier years. Convenience sampling
was used to recruit the participants in two different public universities. In this study, we tried to obtain the
largest possible number of participants, as suggested by Henson and Roberts (2006). Table 1 presents the
demographics of the study participants. The students were majoring in classroom teaching (n=92), English
language teaching (n=41), mathematics education (n=15), computer education and instructional technologies
(n= 14), early childhood education (n=13), guidance and psychological counseling (n= 13), science and
technology teaching (n=11), physical education and sports, (n= 9), German language teaching (n=7), French
language teaching (n=4), and physics education (n=1).

Table 1.
Distribution of the Participants by Gender and the Department.

University A University B

(n=182) (n=38)
N % N %
Gender Male (n=45) 35 19.20 10 26.30
Female (n=175) 147 80.80 28 73.70
Department Classroom Teaching (n=92) 92 50.50 0 .00
English Language Teaching (n=41) 29 15.90 12 31.60
Mathematics Education (n=15) 13 7.10 2 5.30
Computer Education and Instructional Technologies (n=14) 3 1.60 11 28.90
Early Childhood Education (n=13) 6 3.30 7 18.40
Guidance and Psychological Counseling (n=13) 11 6.00 2 5.30
Science and Technology Teaching (n=11) 10 5.50 1 2.60
Physical Education and Sports (n=9) 7 3.80 2 5.30
German Language Teaching (n=7) 7 3.80 0 .00
French Language Teaching (n=4) 4 2.20 0 .00
Physics Education (n=1) 0 .00 1 2.60

Data analysis
SPSS 23 for Windows was used to analyze the data. An exploratory factor analysis (EFA) with maximum
likelihood extraction and a varimax rotation was performed to investigate the factorial structure of the scale.

Results

Kaiser-Meyer-Olkin (KMO) test was used to measure sampling adequacy and Bartlett's test of sphericity to
measure the data’s suitability for factor analysis. As can be seen in Table 2, the KMO measure of sampling
adequacy was .94 (>.60), suggesting that the sample size was adequate for the analysis (Tabachnick & Fidell,
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2007). Moreover, Bartlett's test of sphericity was significant at the .00 level (x2 = 6332.89, DF = 903, p=.00),
indicating the suitability of the data for factor analysis (Blyukoztlrk, 2004).

Table 2.

KMO and Bartlett's Tests Analysis Results.

Kaiser-Meyer-Olkin Measure of Sampling Adequacy .94

Bartlett's Test of Approx. Chi-Square 6332.89
Sphericity Df. 90
Sig. .00

As can be seen in Table 3, the results of the EFA with maximum likelihood extraction and a Varimax rotation
showed that there were nine factors with an eigenvalue larger than 1. The factorial structure of the scale was
determined on the basis of both the conceptual framework and empirical results. The first factor accounted for
39.36 of the variance, with an eigenvalue that was 5 times larger than the eigenvalue of the second factor
(2.46). This indicates that a single factor was strongly predictive of pre-service teachers’ perceptions of
professional ethics.

Table 3.
Total Variance Explained.

Factor Total % of Variance Cumulative %
1 16.93 39.36 39.36
2 2.46 5.73 45.10
3 1.98 4.61 49.70
4 1.64 3.80 53.50
5 1.42 3.29 56.79
6 131 3.05 59.84
7 1.22 2.84 62.68
8 1.12 2.61 65.29
9 1.03 2.40 67.69
10 .98 2.27 69.97
42 11 .26 99.79
43 .09 21 100.00

The scree plot showing the eigenvalue components (see Figure 1) revealed that there was one obvious
dimension after the bending point. Including the second and third factors in the analysis revealed that the
items did not cluster within these factors in a conceptual way. Thus, factor loadings below .45 were excluded
from the analysis, and consecutive analyses were conducted using Varimax rotation, forcing the items to load
onto a single factor. Table 4 presents the items’ factor loadings, item-total correlations, and the variance they
accounted for. The final scale consisted of 43 items with a uni-dimensional structure which accounted for 39.36
of the variance.
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Figure 1. Scree test graphic.

Cronbach’s alpha coefficient of the scale was calculated to examine the internal consistency reliability. The
Cronbach’s alpha coefficient of the scale was .96, above the suggested threshold level of .70 in the social
sciences (Murphy & Davidshafer, 2005). This revealed the high internal consistency reliability of this
measurement tool.

Discussion

In study 1, a uni-dimensional 43-item scale to investigate pre-service teachers’ ethical perceptions was
developed. In order to do so, 17 items were eliminated as a result of the EFA; the remaining items were
reordered and renumbered, and the instrument was finalized. Among the excluded items were "accepting gifts
from the students"”, "not meeting dress code", and "collecting money from students". The final instrument was
titled the “Professional Ethics Scale for Pre-Service Teachers”. Some of the scale items are: “using school
supplies for non-school purposes”; “Spending course time on unrelated activities”; and “being indifferent to
the injustices students are exposed to”. Responses were given a 5-point Likert-type scale: “I definitely don’t
find it ethical”, “l don’t find it ethical”, “Not sure”, “I find it ethical”, “I definitely find it ethical”.

Study 2: Confirmatory Factor Analysis

In study 2, a confirmatory factor analysis was employed using a data set of 724 participants to test and
confirm the uni-dimensional structure of the 43-item scale obtained through exploratory factor analysis in
study 1.

Procedure

The data collection process took place from October to December 2017. The scale was administered to 724
senior pre-service teachers enrolled in different departments at four major public universities in Ankara,
Turkey, during class hours and with the permission of the course instructors. Pre-service teachers were
furnished with information about the study and were asked to participate on a voluntary basis. They provided
demographic information on their gender and department, and were asked to mark the extent to which they
found the statements in the scale to be ethical.
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Table 4.
Items’ Factor Loading Scores Item,-Total Correlations and the Variance They Accounted for.

Items Factor Item-Total Items Factor Loadings Item-Total
Loadings Correlation Correlation
Item 1 46 A48 Item 23 .48 A4
ltem 2 .62 .62 Item 24 .63 .61
Item 3 .49 47 Item 25 .69 .65
Item 4 .52 .51 Item 26 .68 .66
ltem 5 .58 .57 Item 27 .73 .70
Iltem 6 .53 .53 Iltem 28 .77 .73
Item 7 .57 .55 Item 29 .68 .67
Item 8 .56 .55 Item 30 .68 .67
Iltem 9 A5 46 Iltem 31 .76 .73
Item 10 .52 .53 Item 32 .67 .67
Item 11 .57 .57 Item 33 .74 71
ltem 12 .53 51 Item 34 .63 .63
Item 13 A8 A48 Item 35 .51 .51
Item 14 .55 .55 Item 36 .67 .65
ltem 15 73 .72 Item 37 .73 71
Item 16 .63 .62 Item 38 .75 72
Item 17 .63 .63 Item 39 .64 .63
Item 18 46 A7 Item 40 .66 .62
Iltem 19 48 .50 Iltem 41 .70 .68
Item 20 .50 .50 Item 42 .63 .63
Item 21 A48 A7 Item 43 71 .69

Iltem 22 .58 .54
Accounted Variance 39.36% Total Variance 16.93

Participants

724 senior pre-service teachers (596 female, 127 male) enrolled in different majors at four major public
universities, including the two public universities in Study 1, in Ankara, Turkey, were involved in the study.
Convenience sampling was used to recruit the participants. Table 5 presents the demographics of the study
participants. The students were majoring in English language teaching (n=197), early childhood education
(n=117), science and technology education (n=103), classroom teaching (n=93), mathematics education (n=73),
computer education and instructional technologies (n=69), Turkish language teaching (n= 38), and primary
school mathematics education (n= 33).

Data analysis

A confirmatory factor analysis was applied to a data set of 724 participants to test and confirm the uni-
dimensional structure obtained in the exploratory factor analysis in study 1. The analysis was conducted in
LISREL 9.30.
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Table 5.
Distribution of the Participants by Gender and the Department (n=724).
University A University B University C University D
(N=43) (N=241) (N=324) (N=116)
N % N % N % N %
Gender Male (n=127) 19 44.20 31 12.90 50 15.40 27 23.30
Female ( n =596) 24 55.80 209 87.10 274 84.60 89 76.70
Department English Language 0 .00 66 33.50 75 38.10 56 28.40
Teaching (n =197)
Early Childhood 0 .00 30 25.60 87 74.40 0 .00
Education (n =117)
Science and Technology 0 .00 31 30.10 72 69.90 0 .00
Education ( n =103)
Classroom Teaching (n 0 .00 33 35.50 60 64.50 0 .00
=93)
Mathematics Education 0 .00 43 58.90 30 41.10 0 .00
(n=73)
Computer Education and 43 62.30 0 .00 0 .00 26 37.70
Instructional
Technologies (n =69)
Turkish Language 0 .00 38 100.00 0 .00 0 .00
Teaching (n =38)
Primary School 0 .00 0 .00 0 .00 33 100.00
Mathematics Teaching (n
=33)

Note: One participant did not provide gender and department information.

Results

Table 6 presents the maximum likelihood estimates for the 43-item Professional Teaching Ethics Scale;
squared multiple correlations (R2) of the observed variables and t values for the factor loadings showing the
significance of the relationship. Figure 2 presents the confirmatory factor analysis model.

The t-values of all items were significant (p<0.05), indicating that the relation between the latent variable
and each item was significant and that no items needed to be excluded from the scale. Fit indexes
demonstrated the data’s suitability to the uni-dimensional model established in Study 1. Table 7 shows the fit
indexes of the 43-item model of the Professional Teaching Ethics Scale.

The model fit was assessed using Hu and Bentler’s (1999) two-index strategy. Standardized root mean
square residual (SRMR) was used and supported by the root mean square error of approximation (RMSEA),
comparative fit index (CFl), non-normed fit index (NNFI), normed fit index (NFI), and relative fit index (RFI). As
can be seen in Table 7, the ratio of chi-square to degrees of freedom was X2(860)=3338.32, p<0.01; the root
mean square error of approximation (RMSEA) = .06; standardized root mean square residual (SRMR) = .06;
comparative fit index (CFI) = .95; goodness-of-fit index (GFI) = .69; non-normed fit index (NNFI) = .94; normed
fit index (NFI) = .94; relative fit index (RFI) = .93. The results indicated that the model fit the data, as all fit
indexes except GFl were acceptable and suggest valid results. Figure 2 shows the path diagram of the scale
items’ lambda (factor-loading) values.

The Cronbach’s alpha coefficient of the scale was computed to assess the internal consistency reliability.
The Cronbach’s alpha coefficient of the scale was .96 in study 2 as well, showing that the scale had high internal
consistency reliability as a tool to assess pre-service teachers’ perceptions of professional teaching ethics.

Discussion

Study 1 produced a uni-dimensional 43-item, 5-point Likert-type scale. We conducted study 2 to test the
uni-dimensional structure established in study 1. The results of study 2 confirmed that the uni-dimensional
scale measured pre-service teachers’ perceptions of professional ethics in teaching. The results further
suggested that the scale is a valid and reliable instrument.
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Table 6.
Confirmatory Factor Analysis Results (n=724).
Item Parameter Estimates R’ tvalue
1 27 13 6.94
2 .23 .16 3.82
3 21 .08 3.86
4 20 .18 3.56
5 32 .27 6.03
6 40 32 8.88
7 21 .26 3.03
8 44 .40 10.40
9 34 .26 7.30
10 39 27 10.20
11 44 33 12.20
12 30 31 5.14
13 36 .29 6.39
14 46 30 12.60
15 41 51 9.91
16 39 41 7.56
17 30 .26 5.18
18 42 24 10.40
19 45 37 10.80
20 49 34 13.00
21 34 37 5.65
22 29 30 4.89
23 30 38 4.88
24 30 42 5.50
25 .28 34 4.92
26 30 37 6.25
527 38 37 8.56
528 29 42 5.17
529 37 39 7.50
S30 38 41 8.44
s31 36 47 8.87
532 39 A4 9.22
533 36 43 7.18
s34 .52 .46 18.30
535 51 37 13.00
S36 42 43 11.50
537 46 .48 13.40
538 39 A7 9.28
S39 48 45 16.20
540 38 .46 7.37
s41 46 A4 14.10
542 49 44 13.80
543 40 45 8.14
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Figure 2. CFA model.

General Discussion

This research developed and validated a scale to investigate pre-service teachers’ perceptions of
professional ethics in teaching. To this end, a 43-item uni-dimensional scale was developed in accordance with
the relevant literature, existing scales assessing teaching professional ethics, the results of the brainstorming
sessions held with the pre-service teachers, codes of professional ethics for teachers established by the MoNE
(2015), cultural values and norms, and our professional experience as teacher educators.
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Table 7.

Goodness Fit Indices of Professional Teaching Ethics Scale Items.

Goodness Fit Indices Acceptable Value
X*/sd <5 Medium level fit 3338.32/860=3.88

<3 Good level fit

GFI >0.90 .69
CFI >0.90 .95
NFI >0.90 .94
NNFI >0.90 .94
RFI >0.85 .93
S-RMR <0.08 .06
RMSEA <0.08 .06

Note: GFI = goodness-of-fit index; CFl = comparative fit index; NFI = the normed fit index; NNFI = non-normed fit index; RFI
= the relative fit index; SRMR = standardized root mean square residual; RMSEA = root mean square error of approximation

The development and validation of the scale was carried out in two studies. Study 1 produced a single
factor scale that accounted for 39.36 % of the variance with an eigenvalue that was 5 times larger than the
eigenvalue of the second factor. Among the items eliminated were lending students money, accepting gifts
from the students, collecting money from students, and being friends with students on social networking sites
such as Facebook. These results might be explained in part by the relationship between culture and ethics
(Sorokin, 2017). As Hofstede (1983) defines culture as “collective mental programming” and cultural norms can
affect and shape ethical codes. Thus, it seems possible that the eliminated items mostly did not work in the
Turkish context as Turkish pre-service teachers might have found the items mostly right. These results further
support the idea of McKelvie-Sebileau (2011) who suggests that codes of teaching profession might take on
different tones and different phenomena in different countries.

In study 2, the uni-dimensional scale produced in study 1 was tested and confirmed via confirmatory factor
analysis. The results indicate that the model fit the data, as all fit indexes except GFl were acceptable.
According to the results of study 1 and study 2, the 43-item scale is a valid and reliable tool for examining pre-
service teachers’ perceptions of professional ethics. The Cronbach’s alpha coefficient of the scale was .96 in
both studies 1 and 2, indicating high internal consistency reliability.

In the literature, there exist many scales exploring teachers’ ethical perceptions (Aydogan, 2011; Barrett,
2006; 2012; Kumar & Kaur, 2014; Ozbek, 2003; Oztiirk Aynal, Kumandas & Ersanli, 2013; Kumar & Kaur, 2014;
Poisson, 2009; Sevim, 2014; Tabachnick, Keith-Spiegel & Pope, 1991; Yilmaz, 2005) with a limited focus on pre-
service teachers (Goziitok, 1999; Pelit & Guiger, 2006; Yilmaz & Altinkurt, 2009). In contrast to the earlier
studies which suggest a multi-dimensional structure to assess pre-service teachers’ ethical perceptions, this
study proposes a uni-dimensional structure to investigate pre-service teachers’ ethical perceptions, which is
consistent of that of Aydogan (2011) who collected data from a Turkish context.

This scale can be used to develop interventions and/or training programs to increase pre-service teachers'
awareness of professional ethics. It could be initially used to identify pre-service teachers’ perceptions of
teaching professional ethics, with the results used to develop specific interventions and/or trainings. A
limitation of this study is that participants in Study 1 and Study 2 were selected using convenience sampling,
which limits the generalizability of the results. In future studies, the scale can be administered to larger
samples using random sampling techniques.
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TURKCE SURUM

Giris

Ogretmen egitimi sireglerinin gelistirilmesi {izerine yapilan tartismalar son zamanlarda egitim
arastirmalarinin gikis noktasini olusturmaktadir. Maxwell ve Schwimmer'in (2016) arastirmasi, 6gretmenlerin
orgliin O6gretmen egitiminin baslangicindan itibaren 6grencilerine yonelik ahlaki modeller olarak rollni
vurgulamaktadir. Uluslararasi alan yazinda, 6gretmenlik meslek etigine yonelik standartlarin olusturulmasi
(Barrett, Headley, Stovall & Witte, 2006; Barrett, Casey, Visser & Headley, 2012; Campbell, 2000; Weil, 2005) ve
bu standartlar dogrultusunda gelistirilen ders(ler)in 6gretmen egitimi programlarina entegre edilmesi hususuna
vurgu yapilmigtir.

Ogretmenlik meslegine yonelik bu tiir etik standartlarin, etik ilkelerin ya da etik kodlarin gelistirilmesi,
ogretmenlerin karsilasacaklari farkli durumlar karsisinda daha tutarli, seffaf ve rasyonel karar almalarina olanak
saglayacaktir. Ancak, bu konuda yapilan ¢alismalarin sayisi oldukga sinirlidir. Ogretmenlik meslek etigi izerine
yapilan ulusal alan yazin incelendiginde, YOK'in 6gretmenlik meslek etigi (zerine yaptigi oneri dikkat
cekmektedir. YOK’'iin (2007) egitim fakiltelerinde uygulanacak programlar hakkindaki agiklamasina gére,
“Avrupa’da ve Amerika’da 6gretmen egitimi programlarinda yer alan meslek etiginin kazandirilmasina yonelik
secmeli derslerin acilmasi” onerilmektedir (p. 4). Ancak, egitim fakulteleri 6gretmen yetistirme programlarinda
bulunan dersler incelendiginde, “6gretmenlik meslek etigi” adi altinda bir dersin zorunlu dersler arasinda
olmadigl ve 6gretmenlik meslek etigi ile ilgili konularin genellikle diger egitim dersleri ¢atisi altinda bir veya iki
haftalik ders saati siiresince tartisildigl goriilmektedir. Buradan hareketle, 6gretmen egitiminin ve dolayisiyla
egitimin kalitesini artirmak icin 6gretmenlik meslek etigine yonelik standartlara ve bu kapsamda gelistirilen
derslere ihtiyag vardir. 2015 yilinda, Milli Egitim Bakanligi (MEB), egitimciler igin alti mesleki etik ilkesi
belirlemistir: (1) 6grencilerle ilgili etik ilkeler, (2) egitim meslegi icin etik ilkeler, (3) egitimciler ile ilgili etik ilkeler
(4) ebeveynlerle ilgili etik ilkeler, (5) okul yonetimi ve toplumla ilgili etik ilkeler ve (6) okul yéneticilerinin
o6gretmen, 6grenci ve velilerle olan iliskilerine iliskin etik ilkeler.

Etik “cesitli meslek kollari arasinda taraflarin uymasi veya kaginmasi gereken davranislar bitiini” olarak
tanimlanmaktadir (TDK, 2016). Degerler, tecriibeler, kiltiir ve felsefe ile sekillenen etik normlar, hangi
davranisin dogru ya da yanlis oldugu hususunda karar vermemize yardimci olur (Miller, 2000; Singer, 1993). Etik

N7

cahismalari sonucunda “iyi”, “istendik”, “kayda deger”, “kabul goriir”, “desteklenmesi gereken”, “dogru ya da
yanlig”, “kabul edilen ve edilemeyen” davranis standartlari belirlenir (Gozitok, 1999, p. 85). Diger mesleklerde
oldugu gibi, 6gretmen egitimi de kendi etik kodlarina sahiptir. McKelvie - Sebileau’nun (2011) 24 ilkede
6gretmenlik meslek etigine yonelik kodlari belirledigi ve kullanimini inceledigi ¢alismasinda kabul edilir/dogru
o6gretmen davranislari arasinda 6ne c¢ikan temalari sirasiyla degerler (saygi, esitlik, dirastlik, adanmislik, vb.);
digerleri ile iliskiler (meslektaslar, 6grenciler, veliler, vb.); cinsiyet konulari (cinsel ayrimcilik, taciz, vb.); ve
mesleki yeterlilikler (bilgi, pedagoji, vb.) olarak siniflanmistir (p. 19). Campbell (2000) paralel bir goérisle
ogretmenlerin gevresi ile olan iliskilerinde etik kodlar gercevesinde hareket etmesinin dnemine deginerek,
ogretmenlerin, ¢calisma hayatlarinda 6grencileri ile, diger 6gretmenler, okul yoneticileri, bakanhk, ebeveynler,
toplum ve birey olarak kendileri de dahil olmak uzere farkl iliskiler yurtttiklerini ve bu paydaslardan sorumlu
hareket etmek durumunda olduklarini belirtmistir. Ogretmenlik meslek etigi ile ilgili ifadeler YOK kanununda da
yer almaktadir. 2547 Sayili Yiiksekdgretim Kanunu’na gore, yiksekogretimin amaglari arasinda 6grencilerin “hir
ve bilimsel dislince giiciine, insan haklarina saygili” (Madde 5); “ruh, ahlak ve duygu bakimindan dengeli ve
saglikli sekilde gelismis” (Madde 6) yetistirilmesi hedeflenmektedir (p. 5350).

Genel itibariyla, 6gretmen adaylar 6gretmenlik meslek etiginde etik olan ve olmayan davranis ve tutumlari
tanimlamak ve buna gére hareket etmek durumundadir. Ogretmenlerin etik olmayan davranislari, 8grencileri
bu davranislarin uygun ya da dogru olduguna dair bir yanlisa yonlendirebilmektedir. Bu nedenle, 6gretmenler
rol-model olarak etik davranislar géstermek durumundadir. Ogretmenlerin, tutum ve davranislariyla
o6grencilerine rol model olduklari ve 6grencilerinin etik gelisimlerini dolayli veya dolaysiz olarak etkiledikleri
dusindldiginde, 6gretmen egitiminde meslek etigi ile ilgili calismalarin yapilmasi blylik 6nem tasimaktadir.
Ancak, ne yazik ki 6gretmenler icin bu kurallar genel olarak yazili degildir. Mesleki etik kodlarinin gelistirilmesi,
meslekteki olgunlasmanin bir isareti olarak gorilebilecegi gibi (Lovat, 1998, p. 4); meslegi icra edenlere rehber
olmasi yoniyle de (Haynes, 1998, p. 42) 6nem tasimaktadir. Barrett ve dig. (2006, p. 422; 2012, p. 891) mesleki
etik kodlarini standart hale getirmeye yonelik ¢alismalarin azligina deginmis, Amerika’da farkli eyaletlerde farkh
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etik kodu uygulamalarinin varligini elestirmislerdir. Bu konuda yapilacak ¢alismalara duyulan ihtiyag Campbell
(2000) tarafindan da dile getirilmistir. Kiiltlrin, insanlarin birbirlerine karsi davranislarini ve etkilesimlerini
sekillendirici 6zelliginden hareketle, McKelvie - Sebileau (2011) tarafindan da belirtildigi gibi 6gretmenlik
meslek etigi kodlari farkl tlkelerde, bolgelerde ya da eyaletlerde farkl tonlarda ve kodlarda (6rn: sosyal medya
kullanimi) ancak genel anlamda benzer niteliklerle gelistigi gézlemlenmektedir.

Ogretmenlerin dgretmenlik meslek etigine yonelik algilarini tespit etmeye yénelik cok sayida 6lcek
bulunmaktadir (Aydogan, 2011; Barrett et al., 2006; 2012; Forsyth, 1980; Goziitok, 1999; Kumar & Kaur, 2014;
Ozbek, 2003; Oztiirk Aynal, Kumandas & Ersanli, 2013; Pelit & Giiger, 2006; Poisson, 2009; Sevim, 2014;
Tabachnick, Keith-Spiegel & Pope, 1991; Yilmaz, 2005). Bu 6l¢ekler, aralarinda sadece biri hari¢ (Aydogan, 2011)
cok boyutlu faktér yapisindadir. Ornegin, 6gretmenlerin mesleki etik algilarini tespit etmek icin gelistirdikleri
¢alismada, Barrett vd. (2006) dlgeklerinin ti¢ boyutlu bir yapiya sahip oldugunu belirtmektedirler. Bu faktorler
sinir ihlali, profesyonel olmayan dikkatsiz (davranislar) ve 6znel degerlendirme olarak gruplanmistir. Barrett vd.
(2012) ayni 6lgegi sosyal medyayi da kapsayacak sekilde gelistirip uyguladiklari bir diger ¢calismalarinda yine Ug
faktorli bir yapi dikkat ¢ekmektedir. Bu faktorler, birinci calismada ortaya c¢ikan faktorlerle benzerlik
gostermektedir ve sirasiyla soyledir: sinir ihlali faktorl, 6gretimde dikkatsizlik ve 6znel degerlendirme. Okul
dncesi 6gretmenleri icin gelistirdikleri etik 6lgegi calismasinda, Oztiirk Aynal, Kumandas ve Ersanli (2013)
Olgegin dort boyutlu bir yapidan olustugunu belirtmektedir. Bu faktorler 6gretmenin ¢ocuga ve kendisine karsi
sorumluluklari, 6gretmenin meslek ve meslektagina karsi sorumluluklari, 6gretmenin aileye ve topluma karsi
sorumluluklari, 6gretmenin 6zel egitime gereksinimi olan ¢ocuklarla ilgili sorumluluklari olarak adlandiriimistir.
Bir baska calismada ise, Pelit ve Glicer (2006), 6gretmen adaylarina yonelik gelistirdikleri 6lcegin 6grencilerle
iliskiler, 6gretmenlik meslegi (gorevle ilgili sorumluklar) ve meslektaslarla iliskiler olmak (zere U¢ boyuttan
olustugunu raporlamislardir.

Mevcut uluslararasi alan yazinda olgekler genellikle farkh Glkelerde ve kiltirlerde gorev yapmakta olan
O6gretmenler igin gelistirilmistir (Barrett et al., 2006; 2012; Keith-Spiegel & Pope, 1991; Kumar & Kaur, 2014,
Poisson, 2009; Tabachnick, Keith-Spiegel & Pope, 1991). Ulkemizde gelistirilen &lcekler de genellikle belli
dgretmenlik branslarina yéneliktir (Aynal, Kumandas & Ersanli, 2013; Ozbek, 2003) ve/ya cogunlukla teknoloji
ve degisen medya kullanimi ile ilgili maddeleri icermemektedir (Goziitok, 1999; Pelit & Giicer, 2006; Sevim,
2014; Yilmaz, 2005). ilgili alan yazin, 6gretmen etigi kapsaminda degerlendirilmesi gereken &nemli bir noktanin
teknoloji ve sosyal medya kullanimi oldugunu géstermektedir (Barrett et al., 2006; 2012). Ornegin Barrett vd.
(2012) 6gretmen etigi Gzerine yaptiklari kapsamli alan yazin ¢alismasinda 6gretmenlik meslegindeki etik kural
ihlallerinden birinin sosyal medyanin kullanimi oldugunu vurgulamaktadir. Calismalarinda, sosyal medyanin etik
olmayan bir sekilde kullanimindan dolayi farkh tlkelerde 6gretmenlerin islerinden ¢ikarildigi veya agiga alindig
¢alismalari referans olarak gostermektedir. Bu da sosyal medya ve teknoloji kullaniminin da etik kurallar
cercevesinde degerlendirilmesinin 6nemini vurgulamaktadir.

Ulusal ve uluslararasi alan yazin incelendiginde, 6gretmen adaylarinin 6gretmenlik meslek etik algilarini
gincel sosyal, kultlrel ve teknolojik degisiklikler dogrultusunda tespit etmeye yoénelik bir 6lcege gereksinim
duyulmaktadir. Bununla baglantili olarak bu galismanin amaci, Tirkiye’de egitim fakiltelerinde bulunan
o6gretmen adaylarinin meslek etigine yonelik algilarini tespit etmek amaciyla 6gretmen adaylarina 6zgi giincel
bir 6lgcek gelistirmektir.

Yontem

Bu calismada betimsel arastirma deseni kullanilmistir. Betimsel arastirma deseni, psikoloji ve saghk
alanlarinin yani sira, sosyal bilimlerde de en ¢ok kullanilan desenlerden biridir. Bu desen araciligiyla, ¢alisma 1
ve 2’de genis 6lcekli bir grup 6gretmen adayindan veri toplanmustir.

Calisma 1: Temel Olgek Gelistirme Asamasi ve Agimlayici Faktér Analizi

Birbirini izleyen ve tamamlayici U¢ asamada Ogretmen adaylarinin mesleki etik deger algilarinin
belirlenmesine ydnelik bir madde havuzu gelistirildi. Oncelikle, ilgili alan yazini kapsamli olarak degerlendirildi.
Tirkiye’nin yani sira farkh Ulkelerde (Avustralya, Kanada, Fransa, Hollanda, ingiltere, Amerika) 6gretmen
egitimine yonelik etik kodlari incelendi ve 6gretmen adaylarinin mesleki etik deger algilarini belirlemek igin
kullanilan mevcut 6lgekler incelendi. ikinci asamada, iki farkli biyik devlet Gniversitesinde farkli branslarda
o6grenim goren 6gretmen adaylari ile “iyi 6gretmenin temel 6zellikleri” ve “6gretmenlik mesleginde dogru kabul
edilebilir/edilemez davranislar” konulu yapilandirilmis beyin firtinasi oturumlari gergeklestirildi. Son asamada,
(a) alan yazindaki temel kavramlar, (b) 6gretmenlik meslek etigine yonelik mevcut 6lgekler (Barrett et al., 2006;
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2012; Goziitok, 1999; Keith-Spiegel & Pope, 1991; Kumar & Kaur, 2014; Pelit & Giliger, 2006; Poisson, 2009;
Sevim, 2014; Tabachnick, Ei & Bowen, 2002; Yilmaz, 2005), (c) 6gretmen adaylari ile yapilan beyin firtinasi
oturumlarinin sonuglari, (d) MEB (2015) tarafindan 6gretmenler icin belirlenen mesleki etik kodlari, (e) kulttrel
degerler ve normlar ve (f) 6gretmen egitimcileri olarak mesleki tecriibemizden hareketle bir madde havuzu
olusturuldu. Birbiri ile paralel nitelikteki maddeleri elemek suretiyle, 1 (Kesinlikle etik bulmuyorum) ile 5
(Kesinlikle etik buluyorum) arasinda degisen 5’li Likert tipi 67 maddelik bir madde havuzu elde edildi.

igerik ve Gériiniis Gegerligi

Maddeleri yazdiktan sonra, icerik ve goriiniis gegerligini saglamak amaciyla, Olgme ve Degerlendirme ana
bilim dalindan dort gretim Gyesi, Egitim Programlari ve Ogretim ana bilim dalindan iki 6gretim Gyesi, Tiirk Dili
ve Edebiyati anabilim dalindan bir 6gretim Uyesi (toplam yedi uzman) ve ¢ 6gretmenden uzman goriisl alindi.
Uzmanlar, maddelerin 6gretmen adaylarinin mesleki etik deger algilarinin belirlenmesine uygunlugunun yani
sira yonlendirmelerin ve maddelerin agikhgl Uzerine gorus bildirdiler. Uzmanlarin yani sira, iki 6gretmen
adayindan da sesli distinme protokoll kullanarak 6lgegi degerlendirmesi istendi. Uzmanlar gibi, 6gretmen
adaylari da 6lgegin kavrami 6lgmesi hususundaki uygunlugunun yani sira, dlcekteki yonergelerin ve maddelerin
acikhg Gzerine goris bildirdiler ve 6lcegin yanitlanmasina ydnelik siire bazinda degerlendirme yaptilar. Olcek,
uzmanlarin ve 6grencilerin gorisleri 1siginda revize edildi ve revizyon silreci sonrasinda 60 maddelik bir 6lcek
elde edildi.

Veri Toplama Siireci

Veri toplama siireci, Nisan 2016 ve Subat 2017 tarihleri arasinda gerceklestiriimistir. Olcek, Ankara,
Tirkiye’de bulunan iki blyilik devlet Universitesinde ders saatleri icinde, ders yuriticilerinden alinan izinler
dogrultusunda uygulanmistir. Ogrenciler ¢alisma hususunda bilgilendirilmis, génilliilik esasina gére uygulama
gerceklestirilmistir. Katilimcilardan, cinsiyetleri ve bolumleri ile ilgili demografik bilgi vermeleri ve Olgekte
belirtilen ifadeleri ne kadar etik bulduklari ile ilgili yanitlarini isaretlemeleri istenmistir.

Katilimcilar

Arastirmanin 6rneklemini, Tirkiye’de Ankara ilindeki iki devlet Universitesinde son sinif diizeyinde farkh
branslarda 6grenim goren toplam 220 (175 Kadin; 45 Erkek) 6gretmen adayi olusturmaktadir. Son sinif
ogrencilerinin katilimci olarak secilmesinin sebebi, bu 6grencilerin tim egitim derslerini tamamlamis olmalari
ve buradan hareketle, 6nceki siniflardaki 6grencilere kiyasla, 6gretmenlik meslegi etigi hususunda daha fazla
farkindaliga sahip olabilecekleri diisiincesidir. iki devlet {iniversitesindeki katilimcilari ¢alismaya dahil etmek igin
uygun 6rnekleme yontemi kullanilmistir. Bu ¢alismada, Henson ve Roberts’in (2006) 6nerdigi gibi, ulasilabilecek
en biyldk katihmcr sayisi elde edilmeye cahsiimistir. Tablo 1, katiimcilarin demografik 06zelliklerini
gostermektedir. Ogrenciler, sinif dgretmenligi (n=92), ingilizce dgretmenligi (n=41), matematik dgretmenligi
(n=15), Bilgisayar ve Ogretim Teknolojileri Egitimi (n= 14), Okul Oncesi Ogretmenligi (n=13), Rehberlik ve
Psikolojik Danismanlik (n= 13), Fen ve Teknoloji 8gretmenligi (n=11), Beden Egitimi ve Spor Ogretmenligi (n=9),
Almanca Ogretmenligi (n=7), Fransizca Ogretmenligi (n=4), ve Fizik Ogretmenligi (n=1) béliimlerinde 6grenim
gormekte idi.

Veri Analizi

Veri analizi SPSS 23 paket programi ile gerceklestirilmistir. Olcegin faktdr yapisini belirlemek amaciyla,
maximum olasilik ¢cikarmasi ve Varimax dondirme teknigi ile agimlayici faktor analizi (AFA) yapilmistir.

Bulgular

Veri setinin faktor analizi icin yeterli olup olmadigini tespit etmek amaciyla Kaiser-Meyer-Olkin (KMO)
orneklem yeterlilik testi ve verinin faktor analizine uygunlugunu tespit etme amaciyla Bartlett'in Kiiresellik Testi
kullanilmigtir. Tablo 2'de goruldiigu tizere, 43 maddelik dlgek igin elde edilen KMO 6rneklem yeterlilik degeri .94
(>.60) olarak bulunmustur. Bu deger, 6rneklem sayisinin analiz i¢in yeterli oldugunu gostermektedir
(Tabachnick & Fidell, 2007). Ayrica, Bartlett'in kiiresellik testi .00 degerinde manidardir (x2 = 6332.89, df = 903,
p=.00). Bu bulgu verinin faktor analizine uygun oldugunu ortaya koymaktadir (Bliytkoztirk, 2004).
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Tablo 1.
Katimcilarin Cinsiyet ve Béliime Gére Dagilimlari (n=220).
Universite A Universite B
(n=182) (n=38)
N % N %
Cinsiyet Erkek (n=45) 35 19.20 10 26.30
Kadin (n=175) 147 80.80 28 73.70
Bélim Sinif Ogretmenligi (n=92) 92  50.50 0 .00
ingilizce Ogretmenligi (n=41) 29  15.90 12 31.60
Matematik Ogretmenligi (n=15) 13 7.10 2 5.30
Bilgisayar ve Ogretim Teknolojileri Egitimi (n=14) 3 1.60 11 28.90
Okul Oncesi Ogretmenligi (n=13) 6 3.30 7 18.40
Rehberlik ve Psikolojik Danismanhk (n=13) 11 6.00 2 5.30
Fen ve Teknoloji Ogretmenligi (n=11) 10 5.50 1 2.60
Beden Egitimi ve Spor Ogretmenligi (n=9) 7 3.80 2 5.30
Almanca Ogretmenligi (n=7) 7 3.80 0 .00
Fransizca Ogretmenligi (n=4) 4 2.20 0 .00
Fizik Ogretmenligi (n=1) 0 .00 1 2.60
Tablo 2

KMO ve Bartlett's Testi Analiz Sonuglari.

Kaiser-Meyer-Olkin Ornekleme Yeterligi Olgiimii .93

Bartlett's Testi

Yaklasik Chi-Square 6332.89
Serbestlik derecesi 903
Onemlilik .00

Tablo 3’te gorildugu gibi, maksimum olasilik ¢ikarmasi ve Varimax déndiirme teknigi ile yapilan agimlayici
faktér analizi sonuglari, 6zdegeri 1’den biiyiik olan 9 faktdr oldugunu géstermektedir. Olgcegin faktdr yapisina
hem kavramsal ¢erceve hem de ampirik sonuglar dogrultusunda karar verilmistir. Birinci faktoriin agikladigi
toplam varyans 39.36 olup, bu faktériin 6zdegeri (16.93) ikinci faktorin 6zdegerinden (2.46) 5 kat blyuktir. Bu

da tek bir boyutun gicli bir sekilde, 6gretmen adaylarinin mesleki etik algilarini yordadigini géstermektedir.

Tablo 3.

Faktérlerin Agikladigi Varyanslar.

Faktor Ozdegerler Varyans Yiizdesi Toplam Varyans Yiizdesi
1 16.93 39.36 39.36
2 2.46 5.73 45.10
3 1.98 4.61 49.70
4 1.64 3.80 53.50
5 1.42 3.29 56.79
6 131 3.05 59.84
7 1.22 2.84 62.68
8 1.12 2.61 65.29
9 1.03 2.40 67.69
10 .98 2.27 69.97
42 11 .26 99.79
43 .09 21 100.00
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Ozdeger bilesenlerini gdsteren Scree Plot Grafigi, kirlma noktasindan sonra belirgin tek bir boyut oldugunu
gostermektedir. Birinci faktorden sonraki iki ve ¢ faktor dikkate alinarak yapilan analizlerde maddelerin
kavramsal agidan birden fazla faktor altinda toplanmadigl gorilmustir. Bu dogrultuda, faktor yuki .45ten
kiicik maddeler analizden ¢ikarilmis, maddeler tek bir faktére zorlanarak, Varimax dondirme teknigi ile art
arda analizler gergeklestirilmistir. Tablo 4, maddelerin faktor yiklerini, madde toplam korelasyonlarini ve
acikladigl varyans degerini géstermektedir. Son durumda elde edilen 43 maddelik 6lgek, varyansin 39.36'sini
karsilayan tek boyutlu bir yapiya sahiptir.

Scree Plot

=
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Sekil 1. Scree Plot grafigi.

Ayrica, Olgegin i¢ tutarlilik glvenirligini saptamak amaciyla Cronbach alpha guvenilirlik katsayisi
hesaplanmistir. Olgcegin Cronbach alpha giivenirlik katsayisi, .96’dir. Bu bulgu, sosyal bilimler igin énerilen. 70
kriterinin Gstindedir (Murphy & Davidshafer, 2005). Bu da bu 6lgme aracinin yiksek i¢ tutarlihk glvenirligine
sahip oldugunu ortaya koymaktadir.

Tartisma

Bu calismada, 6gretmen adaylarinin meslek etigine yonelik deger algilarini tespit etmek amaciyla 43
maddelik tek boyutlu bir dlcek gelistirilmistir. Bunu gerceklestirmek icin, AFA sonucunda 17 madde elenmis,
maddeler yeniden siralanmis, numaralandiriimis ve 6lgek son haline getirilmistir. Cikarilan maddeler arasinda,
“6grencilerden gelen hediyeleri kabul etmesi”, “Okula yonetmelige uygun olmayan kilik - kiyafet ile gelmesi” ve
“dgrencilerden her hangi bir nedenle para toplamasi” bulunmaktadir. Son &lgek, “Ogretmen Adaylari igin
Mesleki Etik Olcegi” olarak adlandiriimistir. Bazi dlcek maddeleri su sekildedir: “okul malzemelerini ders disi
amaglar icin kullanmasi”; “ders siresini ders ile iliskisiz etkinliklerle harcamasi”; “6grencilerin maruz kaldig
haksizliklara karsi kayitsiz kalmasi”. Yanitlar, 5’li Likert tipi 6lcek Uzerinde verilmektedir: “Kesinlikle etik

bulmuyorum”, “Etik bulmuyorum?”, “Kararsizim”, “Etik buluyorum”, “Kesinlikle etik buluyorum”.

Calisma 2: Dogrulayici Faktor Analizi

Calisma 2'de, calisma 1’de a¢imlayici faktor analizi ile elde edilen 43 maddelik tek boyutlu Glgegin yapisini
test etmek ve dogrulamak amaciyla 724 katiimcinin oldugu bir veri seti kullanilarak dogrulayici faktor analizi
gerceklestirilmistir.
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Tablo 4.
Maddelerin Faktér Yiikleri, Madde Toplam Korelasyonlari ve Agikladigi Varyans Degeri.

Madde Faktor Yiki Madde Toplam Madde Faktoér Yakii Madde Toplam
Korelasyonu Korelasyonu

Madde 1 46 .48 Madde 23 A48 44
Madde 2 .62 .62 Madde 24 .63 .61
Madde 3 .49 A7 Madde 25 .69 .65
Madde 4 .52 .51 Madde 26 .68 .66
Madde 5 .58 .57 Madde 27 .73 .70
Madde 6 .53 .53 Madde 28 77 .73
Madde 7 .57 .55 Madde 29 .68 .67
Madde 8 .56 .55 Madde 30 .68 .67
Madde 9 .45 46 Madde 31 .76 .73
Madde 10 .52 .53 Madde 32 .67 .67
Madde 11 .57 .57 Madde 33 74 71
Madde 12 .53 .51 Madde 34 .63 .63
Madde 13 A48 .48 Madde 35 .51 .51
Madde 14 .55 .55 Madde 36 .67 .65
Madde 15 .73 72 Madde 37 .73 71
Madde 16 .63 .62 Madde 38 .75 72
Madde 17 .63 .63 Madde 39 .64 .63
Madde 18 46 47 Madde 40 .66 .62
Madde 19 48 .50 Madde 41 .70 .68
Madde 20 .50 .50 Madde 42 .63 .63
Madde 21 A48 47 Madde 43 71 .69
Madde 22 .58 .54

Aciklanan varyans %39.36  Ozdeger16.93

Yontem

Veri toplama siireci, Ekim ve Aralik 2017 tarihleri arasinda gerceklestirilmistir. Olcek, Ankara, Tiirkiye’de
bulunan dort biyik devlet Universitesinde son sinif diizeyinde farkl branslarda 6grenim goren 220 6gretmen
adayina, ders saatleri icinde, ders yiriitiiciilerinden alinan izinler dogrultusunda uygulanmistir. Ogrenciler,
calisma hususunda bilgilendiriimis ve gonulli 6grencilerle uygulama gerceklestirilmistir. Katihmcilardan,
cinsiyetleri ve bolumleri ile ilgili demografik bilgiler edinilmis ve Olcekte belirtilen ifadeleri ne kadar etik
bulduklariile ilgili yanitlarini isaretlemeleri istenmistir.

Katilimcilar

Birinci calismada yer alan iki devlet Universitesi de dahil olmak tzere, Ankara, Tlrkiye’de dort blylk devlet
Gniversitesinde son sinif diizeyinde farkl branslarda 6grenim goéren 724 6gretmen adayi (596 kadin, 127 erkek)
calismaya katilmistir. Katihmcilari belirlemek igin uygun 6rnekleme yéntemi kullanilmistir. Tablo 5, katilimcilarin
demografik 6zelliklerini gdstermektedir. Ogrenciler, ingilizce Ogretmenligi (n=197), Okul Oncesi Ogretmenligi
(n=117), Fen ve Teknoloji Ogretmenligi (n=103), Sinif Ogretmenligi (n=93), Matematik Ogretmenligi (n=73),
Bilgisayar ve Ogretim Teknolojileri Egitimi (n=69), Tirk Dili Ogretmenligi (n=38) ve ilkégretim Matematik
Ogretmenligi (n=33) boéliimlerinde 6grenim gérmekte idi.
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Tablo 5.
Katimcilarin Cinsiyet ve Béliime Gére Dagilimlari (n=724).
Universite A Universite B Universite C Universite D
(N=43) (N=241) (N=324) (N=116)
N % N % N % N %
Cinsiyet  Erkek (n=127) 19 44.20 31 12.90 50 15.40 27 23.30
Kadin ( n =596) 24 55.80 209 87.10 274 84.60 89 76.70
Bélim ingilizce Ogretmenligi (n =197) 0 .00 66  33.50 75 38.10 56 28.40
Okul Oncesi Ogretmenligi (n =117) 0 .00 30 25.60 87 74.40 0 .00
Fen ve Teknoloji Ogretmenligi 0 .00 31 30.10 72 69.90 0 .00
(n=103)
Sinif Ogretmenligi (n =93) 0 .00 33 35.50 60 64.50 0 .00
Matematik Ogretmenligi (n =73) 0 .00 43  58.90 30 41.10 0 .00
Bilgisayar ve Ogretim Teknolojileri 43 62.30 0 .00 0 .00 26 37.70
Egitimi (n =69)
Tirkge Ogretmenligi (n =38) 0 .00 38 100.00 0 .00 0 .00
ilkégretim Matematik Ogretmenligi 0 .00 0 .00 0 .00 33 100.00
(n=33)

Not. Bir katilimci cinsiyet ve bolim bilgilerine dair sorulari yanitlamamistir.

Veri Analizi

Calisma 1’'de agimlayici faktér analizi ile elde edilen tek boyutlu yapiyi test etmek ve dogrulamak amaciyla
724 Kkisilik bir veri seti lzerinde dogrulayici faktér analizi yapilmistir. Analiz, Lisrel 9.30 programinda
gergeklestirilmistir.

Bulgular

Tablo 6, 43 maddelik Ogretmenlik Meslegi Etik Olgeginin maksimum olasilik kestirimlerini ve coklu
korelasyon karesi (R2) degeri ve iliskinin manidarhigini gésteren t degerlerini gostermektedir. Sekil 2, dogrulayici
faktor analizi modelini géstermektedir.

Model uyumu, Hu ve Bentler’in (1999) iki indeks gosterme stratejisi kullanilarak 6l¢lilmistir. Standardize
edilmis kok ortalama kare artik (SRMR) kullaniimistir ve bu kok ortalama kare yaklasim hatasi (RMSEA),
karsilastirmali uyum indeksi (CFl), normlastiriimamis uyum indeksi (NNFI), normlastiriimis uyum indeksi (NFl) ve
goreli uyum indeksi (RFI) ile desteklenmistir. Tablo 7’de goruldigu gibi ki-karenin serbestlik derecesine orani=
X2(860)=3338.32, p<0.01, kok ortalama kare yaklasim hatasi (RMSEA) = .06; Standardize edilmis kok ortalama
kare artik (SRMR) = .06; karsilastirmali uyum indeksi (CFl) = .95; uyum iyiligi indeksi (GFI) = .69;
normlastiriimamis uyum indeksi (NNFI) = .94; normlastiriimis uyum indeksi (NFl) = .94; géreli uyum indeksi (RFI)
=.93"tur. Sekil 2, 6lcek maddelerinin lamda (faktoér yiik) degerlerine iliskin yol grafigini gostermektedir.

Olgegin i¢ tutarhlik glivenirligini saptamak amaciyla Cronbach alfa giivenilirlik katsayisi hesaplanmistir.
Olgegin Cronbach alfa giivenirlik katsayisi, ikinci ¢alismada da. 96’dir. Bu bulgu, 8lgegin, dgretmen adaylarinin
mesleki etik algilarinin belirlenmesine yonelik bir arag olarak, yiksek i¢ tutarhlik giivenirligine sahip oldugunu
ortaya koymaktadir.

Tim maddelerin t degerleri anlamlidir (p<0.05). Bu da ortik degisken ve her bir madde arasindaki iliskinin
anlaml oldugunu ve 6&lgcekten herhangi bir madde cikarilmasina gerek olmadigini géstermektedir. Uyum
indeksleri, verinin, calisma 1’de ortaya konulan tek boyutlu modele uyum gosterdigini ortaya koymaktadir.
Tablo 7, 43 maddelik Ogretmenlik Meslegi Etik Olceginin uyum indekslerini gdstermektedir.

Tartisma

Calisma 1 ile tek boyutlu, 43 maddelik Likert tipi bir 6lgek elde edilmistir. Calisma 2, ¢alisma 1’de elde edilen
tek boyutlu yapiyr test etmek amaciyla gergeklestirilmistir. Calisma 2’nin sonuglari, tek boyutlu oOlgegin,
6gretmen adaylarinin 6gretmenlik meslegine yonelik algilarini 6l¢tiglint dogrulamistir. Sonuglar, ayrica, dlgegin
gecerli ve glivenilir bir ara¢ oldugunu ortaya koymaktadir.
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Tablo 6.
Dogrulayici Faktor Analizi Sonuglari (n=724).

Madde No Kestirim Degeri R’ t degeri
1 .27 13 6.94
2 .23 .16 3.82
3 21 .08 3.86
4 .20 .18 3.56
5 .32 .27 6.03
6 .40 .32 8.88
7 21 .26 3.03
8 44 .40 10.40
9 .34 .26 7.30
10 .39 .27 10.20
11 44 .33 12.20
12 .30 31 5.14
13 .36 .29 6.39
14 46 .30 12.60
15 41 .51 9.91
16 .39 41 7.56
17 .30 .26 5.18
18 42 .24 10.40
19 .45 .37 10.80
20 .49 .34 13.00
21 .34 .37 5.65
22 .29 .30 4.89
23 .30 .38 4.88
24 .30 42 5.50
25 .28 .34 4.92
26 .30 .37 6.25
S27 .38 .37 8.56
S28 .29 42 5.17
S29 .37 .39 7.50
S30 .38 41 8.44
S31 .36 A7 8.87
S32 .39 44 9.22
S33 .36 43 7.18
S34 .52 46 18.30
S35 .51 .37 13.00
S36 42 43 11.50
S37 46 .48 13.40
S38 .39 A7 9.28
S39 A48 A5 16.20
S40 .38 46 7.37
S41 46 44 14.10
S42 .49 A4 13.80
S43 40 A5 8.14
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Tablo 7.

Ogretmen Adaylari icin Mesleki Etik Olcedi Maddelerinin Faktér Yapisi icin Uyum lyilik indeksleri.

Uyum iyilik indeksleri Kabul Edilebilir Sinir Deger

X2/sd <5 Orta duzeyde 3338.32/860=3.88
<3 lyi uyum

GFI >0.90 .69

CFI >0.90 .95

NFI >0.90 .94

NNFI >0.90 .94

RFI >0.85 .93

SRMR <0.08 .06

RMSEA <0.08 .06

Not. GFI = uyum iyiligi indeksi; CFl = karsilastirmali uyum indeksi; NFI = normlastinlmis uyum indeksi; NNFI =
normlastiriilmamis uyum indeksi; RFl = goreli uyum indeksi; SRMR = Standardize edilmis kok ortalama kare artik; RMSEA =
kok ortalama kare yaklasim hatasi

Genel Tartisma

Bu calismada, 6gretmen adaylarinin meslek etigine yonelik algilarini tespit etmek amaciyla bir 6lgek
gelistirilmis ve gegerligi test edilmistir. Bu amagla, ilgili alan yazin, 6gretmenlik meslek etigini 6lcen mevcut
Olcekler, 6gretmen adaylari ile yapilan beyin firtinasi oturumlarinin sonuglari, MEB (2015) tarafindan
ogretmenler icin belirlenen mesleki etik kodlari, kiltiirel degerler ve normlar ve 6gretmen egitimcileri olarak
mesleki tecriibe dogrultusunda 43 maddelik tek boyutlu bir 6lcek gelistirilmistir.

Olgegi gelistirmek ve gecerligini test etmek icin iki calisma yapilmistir. Calisma 1, ikinci faktdriin
o6zdegerinden bes kat daha biyik bir 6zdegere sahip olan varyansin % 39.36'sini acgiklayan tek faktorlu bir 6lgek
ortaya koymustur. Olcekten cikarilan maddeler arasinda, dgrencilere bor¢ para vermek, 6grencilerden hediye
kabul etmek, 6grencilerden para toplamak ve Facebook gibi sosyal paylasim sitelerinde 6grencilerle arkadas
olmak gibi maddeler mevcuttur. Bu sonuglar kismen kultir ve etik arasindaki iliski ile agiklanabilir (Sorokin,
2017). Hofstede (1983), kiltiiri “ortak zihinsel programlama” olarak tanimlamaktadir ve kiltiirel normlar etik
kurallari etkileyip sekillendirebilir. Buradan hareketle, Tirk 6gretmen adaylarinin bu maddeleri ¢ogunlukla
dogru bulmus olma olasiligindan dolayi, maddelerin Tirk baglaminda ¢ogunlukla calismadigi distinilebilir. Bu
sonuglar, 6gretmenlik mesleginin kodlarinin farkh Glkelerde farkh tonlarda ve farkli kodlarla yer alabilecegini
One stiren McKelvie-Sebileau (2011) fikrini daha da desteklemektedir.

Calisma 2'de, dogrulayici faktor analizi ile Calisma 1'de dretilen tek boyutlu Olgek test edilmistir ve
dogrulanmistir. GFI digindaki tim uyum indeksleri kabul edilebilir oldugu igin, sonuglar modelin veriye
uydugunu goéstermektedir. Calisma 1 ve Calisma 2'nin sonuglarina goére, 43 maddelik Olgek, 6gretmen
adaylarinin meslek etigi algilarini incelemek icin gegerli ve giivenilir bir aractir. Olgegin Cronbach alfa katsayisi,
1. ve 2. calismada. 96'dir. Bu deger, yliksek i¢ tutarlilik giivenilirliginin bir gdstergesidir.

Alan yazinda, 6gretmenlerin etik algilarini arastiran pek ¢ok 6lgek bulunmaktadir (Aydogan, 2011; Barrett,
2006; 2012; Kumar & Kaur, 2014; Ozbek, 2003; Oztiirk Aynal, Kumandas & Ersanli, 2013; Kumar & Kaur, 2014;
Poisson, 2009; Sevim, 2014; Tabachnick, Keith-Spiegel & Pope, 1991; Yiimaz, 2005), ancak hizmet oncesi
o6gretmenlere yonelik sinirl bir odak mevcuttur (Gozutok, 1999; Pelit & Giiger, 2006; Yilmaz & Altinkurt, 2009).
Hizmet 6ncesi 6gretmenlerin etik algilarini degerlendirmek icin ¢ok boyutlu bir yapiya isaret eden daha 6nceki
calismalarin aksine, bu calisma ile 6gretmen adaylarinin etik algilarini incelemek icin tek boyutlu bir yapi
onerilmektedir, bu da Turk baglaminda veri toplayan Aydogan’in (2011) ¢alismasi ile uyumludur.

Olgek, 6gretmen adaylarinin dgretmen egitiminde meslek etigi tzerine farkindaliklarini artirmak {izere
gelistirilecek uygulamalarda ve/ya egitim programlarinda kullanilabilir. Gelistirilen 6lcek araciligiyla 6gretmen
adaylarinin 6gretmenlik meslegine yonelik algilari tespit edildikten sonra, ¢alisma sonuglarina goére egitimler
ve/ya uygulamalar gelistirilebilir. Bu g¢alismanin bir sinirliigi, Calisma 1 ve Calisma 2'deki katiimcilarin,
sonuglarin genellenebilirligini sinirlayan uygun 6rnekleme yontemi kullanilarak segilmis olmasidir. Gelecekte
ylratilecek calismalarda, olgcek tesadifi ornekleme yontemi kullanilarak daha genis katilimci kitlesine
uygulanabilir.

Bilgilendirme

Bu calismanin bir bdlimd, 4. Uluslararasi Egitim Programlari ve Ogretim Kongresi’'nde (ICCI-EPOK) bildiri olarak
sunulmustur (27-30 Ekim 2016, Antalya, Turkiye)
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