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From the Editor in Chief

Dear producers and consumers of knowledge,

| would like to share the happiness of being with you again with first issue of Pegem Journal of
Education and Instruction (PEGEGOG) in 2020. Initially, | want to thank you for the increasing interest for
our journal.

In this issue, | am pleased to inform you that our journal has started to be indexed in ERIC database
as well. With this good news, there has been a significant increase in the number of submissions to our
journal. Although this interest in our journal has pleased us, | would like to inform that we will be more
selective in order to improve our publication quality. Therefore, | recommend you, dear science
producers, to carefully examine the author's guide before submitting your article.

Ninety seven manuscripts were submitted to PEGEGOG in the last three months. Of these, about
19.00% were accepted for publication. This is good news for our journal. On the other hand, | have to
indicate that there were critical problems in terms of format within these articles as stated in the
previous issue. First of all, unfortunately we had to reject some articles as in many of them there were
texts very similar to ones in different articles. At first step, we scan all articles in i-Thenticate program to
determine the exact quotations from other resources. After this scan, we reject the articles detected to
have exact quotations at a high rate without initiating peer-review process. Apart from that, we also
send back the articles not written in an academic format not to disturb our reviewers unnecessarily.

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

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

Sincerely yours,

Prof. Dr. Ahmet DOGANAY
Editor in Chief
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Editérden

Degerli bilgi Uretici ve tiketicileri,

Pegem Egitim ve Ogretim Dergisi’nin (PEGEGOG) 2020 yilinin ilk sayisi ile sizlerle bir kez daha beraber
olmaktan duydugum mutlulugu paylasmak istiyorum. Oncelikli olarak dergimize olan ilginin surekli
artmasi nedeniyle sizlere tesekkiir etmek isterim.

Bir 6nceki sayimizda sizlere dergimizin ERIC veri tabaninda da taranmaya basladigini bildirmistim.. Bu
guzel haberle birlikte dergimize basvuru sayisinda ciddi bir artis oldu. Dergimize gosterilen bu ilgi bizi
sevindirmis olsa da yayin kalitemizi daha Ust seviyelere tasimak amaciyla daha segici davranacagimizi
bildirmek isterim. Bu nedenle siz degerli bilim Greticilerinin makale basvurularini yapmadan 6nce yazar
rehberini dikkatli incelemesini dGnermekteyim.

PEGEGOG dergisine, son (¢ ay icinde 97 makale basvurusu yapilmistir. Bunlarin yaklasik% 19.00’u
yayina kabul edilmistir. Bu, dergimiz igin sevindirici bir haberdir. Ancak liziilerek belirtmem gerekiyor ki,
onceki sayida belirttigimiz gibi bu makalelerin bazilarinda format agisindan énemli sorunlar vardi.
Oncelikle bircok yazarimizin makalesindeki metinlerin baska makale ya da metinlerle birebir benzerligi
nedeniyle Gziilerek ret etmek zorunda kaldik. Bize gelen tim makaleleri ilk 6nce I-thenticate programiyla
diger kaynaklardan birebir alintilari belirlemek icin tarilyoruz. Bu tarama sonucunda yiksek oranda
birebir alinti oldugu belirlenen makaleleri hakem siirecine gondermeden ret ediyoruz. Bunun disinda, bir
akademik makale formatina uymayan calismalari da hakemlerimizi bos yere yormamak adina geri
geviriyoruz.

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

Bu sayimizda da her zaman oldugu gibi hakem degerlendirme siireci tamamlanan ve daha 6nce DOI
numarasl verdigimiz on makaleyi siz degerli bilgi Ureticisi ve tiiketicilerinin hizmetine sunuyoruz. Egitim
bilimlerinin gesitli alanlarinda yapilan bu g¢alismalarin yararli olmasini ve egitim uygulamalarina ve egitim
bilimleri alanindaki kuramsal bilgi birikimine katki yapmasini diliyor, gelecek sayida bulusmak dilegiyle en
icten saygilarimi sunuyorum.

Prof. Dr. Ahmet DOGANAY
Bas Editér
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An investigation of grade level and gender-based science achievement gaps in
schools with different science achievement levels

Omer ACAR ™
®Kocaeli University, College of Education, Kocaeli/Turkey @ CrossMark

Article Info Abstract

Science achievement gap between fifth, sixth, and eighth grades and boys and girls in

DOI: 10.14527/pegegog.2020.001 . ! . > e
low and high performing schools were under investigation in the present study. In

Article History: accordance with this purpose, three schools were selected to represent high
Received 19 Febuary 2019 performing schools and two schools were selected to represent low achieving schools
Revised 26 July 2019 for their performance on a nationwide exam. A total of 612 fifth, 816 sixth, and 604
Accepted 06 October 2019 eighth grade students in high achieving schools and 231 fifth, 364 sixth, and 328 eighth
Online 24 December 2019 grade students in low achieving schools constituted the study sample. Students’ end of

semester science grades were used as their science achievement measure. Results
Keywords: showed that students’ science achievement decreased from 5th grade to upper grades
Science achievement, both in low and high achieving schools. In addition, they showed girls’ science
Achievement, achievement was higher than boys in several grade levels both in low and high
Gender. achieving schools. Finally, results showed that science achievement gap between

genders is more evident in high achieving schools.

Article Type:
Research paper

Farkli fen basari diizeylerine sahip okullarda sinif diizeyi ve cinsiyete dayal
fen basari farkliliklarinin arastirilmasi

Makale Bilgisi 0z

Bu calismada, dislik ve ylksek performans gosteren okullarda besinci, altinci ve

DOI: 10.14527/pegegog.2020.001 R L X X . X .
sekizinci sinifta okuyan Ogrenciler ile kiz ve erkek 6grenciler arasindaki fen basari

Makale Gegmisi: farklari incelenmistir. Bu amag dogrultusunda yiiksek basarili okullari temsilen Temel
Gelis 19 Subat 2019 Egitimden Ortadgretime Gegis Sinavi’'nda merkez ilcede en basarili on okul iginden Ugu
Dizeltme 26 Temmuz 2019 ve dustk basarili okullari temsilen ise basari siralamasina goére son on okul iginden ikisi
Kabul 06 Ekim 2019 secilmistir. Calisma orneklemini, ylksek basarili okullarda toplam 612 besinci, 816
Cevrimici 24 Aralk 2019 altinci ve 604 sekizinci sinif 6grencisi; diistk basarili okullarda ise 231 besinci, 364

altinci ve 328 sekizinci sinif 6grencisi olusturmustur. Ogrencilerin fen bilimleri dersi
Anahtar Kelimeler: doénem sonu notlarl fen basari 6lgutli olarak kullanilmistir. Sonuglar 6grencilerin fen
Fen basarisi, basarisinin hem dugsiik hem de yilksek basarili okullarda besinci siniftan Ust siniflara
Bagar, gidildikge dustigunu gostermistir. Ayrica sonuglar, kiz 6grencilerin fen basarisinin hem
Cinsiyet. duguk hem de yuksek basarili okullarda gesitli sinif seviyelerinde erkek 6grencilerden

daha yuksek oldugunu gdstermistir. Son olarak arastirmanin sonuglari, kiz ve erkek
Makale Tiirii: 6grenciler arasindaki fen basari farkinin, yiiksek basari gosteren okullarda daha belirgin
Ozgiin makale oldugunu gostermistir.
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Introduction

The importance of raising scientifically literate students, who will be citizens of their country and
take active roles in solving their countries’ future problems, is emphasized in both national and
international educational reports related to education (Ministry of National Education [MEB], 2013,
2017; NGSS Lead States, 2013). From the perspectives of raising scientific literate citizens and science for
all, reducing the science achievement gaps between students is necessary and this situation is closely
related to a nation’s scientific and economic stance in the future with regard to other nations (MEB,
2013, 2017; National Research Council, 1996; NGSS Lead States, 2013). Therefore science achievement
gap between different student populations in Turkey which has been revealed in the results of national
and international assessments is a problematic circumstance for policy makers in education (Alacaci &
Erbas, 2010; Dincer & Uysal, 2010; Egitimi Arastirma ve Gelistirme Dairesi Baskanligi [EARGED], 2009).

In this respect, science achievement gap observed between schools is one of the major problems
related to science education in Turkey (Alacaci & Erbas, 2010; The Organisation for Economic Co-
operation and Development [OECD], 2016a, 2016b; Yildirim, Yildirim, & Ceylan, 2017). The results of the
studies which examined national or international student performance assessments are consistent on
the issue that there is a considerable science achievement gap between low achieving schools (LAS) and
high achieving schools (HAS) in Turkey (Acar, 2017; EARGED, 2009; OECD, 2013, 2016b). To gain more
insight to the reasons behind this achievement gap, studies have compared several characteristics of
LAS and HAS. Results of these studies show that LAS and HAS differ by their socio-economic profile
(Alacaci & Erbas, 2010; Dincer & Uysal, 2010), geographical region (Sirin, 2005), educational resources,
instructional time and teachers' use of science instruction method (Ceylan & Berberoglu, 2007; Kalender
& Berberoglu, 2009; Martin, Mullis, Foy, & Stanco, 2012; OECD, 2016a).

Studies also demonstrate that Turkish students’ science motivation and achievement decrease and
their undesirable attitudes toward science increase as grade level increases. For instance, Cavas (2011)
found that students' interest in science learning and motivation in science lesson decreased, and
negative attitudes toward science increased as their grade level increased from 6" to 8" grade. Akpinar,
Yildiz, Tatar and Ergin (2009) showed that students’ interest towards science, enjoyment from science
and science experiments decreased whereas their science anxiety increased as their grade level
increased from 6™ grade to g™ grade. Similarly, Senler and Sungur (2009) found that middle school
students’ (6th and 8™ grades) self-concept and task value beliefs in science lesson were lower than that
of elementary school students (4th and 5" grades). Finally, Bursal (2013) found that 7" and 8™ graders’
science achievement was significantly lower than that of their previous grades. In conclusion, findings of
these studies show that interests and motivations related to science of middle school students decrease
and undesirable attitudes towards science among them increase as their grade level increases. The
reasons for this undesirable situation can be listed as science curriculum being more abstract for later
grades, the use of ineffective teaching methods and techniques, emphasis more on students’
performance assessment rather than their participation to the science lesson, student's negative
prejudice against science, and other family and society based factors (Akpinar et al., 2009; Cavas, 2011;
Senler & Sungur, 2009).

On the other hand, there is also science achievement gap in middle school years between genders in
favor of girls in Turkey. This result has also been pronounced by reports of Program for International
Student Assessment that were published over the years (e.g., OECD, 2013, 2016b). Results of national
student performance assessments also reveal that girls outperform boys in science (e.g., Atalmis, Avgin,
Demir, & Yildirim, 2016; Bursal, 2013; EARGED, 2009). Furthermore, this superiority is also evident in the
comparisons of in-class science examinations and grades (Acar, Tirkmen, & Bilgin, 2015; Boz, Yerdelen-
Damar, Aydemir, & Aydemir, 2016; Bursal, 2013; Engin-Demir, 2009). Even Bursal (2013) has revealed
that this gender based achievement gap widens as grade level increases.
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Problem Statement

Although Bursal (2013) showed that decrease in grade level achievement starts by 7" grade and is
still evident in the 8" grade, the author did not investigate this issue in LAS and HAS contexts. That is to
say, little is known about the relation of this result to grade and gender level differences in LAS and HAS.
Investigation of these achievement gaps separately for LAS and HAS is meaningful because these schools
differ considerably by their school SES index, educational staff profile, and educational resources they
provide (Atar, 2014; Hacieminoglu, Ertepinar, Yilmaz-Tuzln, & Cakir, 2015; Martin et al., 2012; Sirin,
2005). In addition to scarcity of studies examining grade level achievement differences in LAS and HAS,
small number of studies examined the gender-based science achievement gap in LAS and HAS. A study
by Bursal, Buldur and Dede (2015) sought gender-based science achievement gap in schools with low
SES index. The authors found that girls score higher than boys in science starting from the 5" grade and
this achievement gap seems to increase through later grades. However this study is limited in that it did
not take into account gender-based achievement gap in HAS context. Major driving research motivation
for the present study is to identify the achievement gaps by grade level and gender separately for HAS
and LAS to help policymakers in education take necessary cautions for reducing achievement gaps in
these contexts. This study aims to fill these aforementioned gaps in the literature by addressing the
following research questions:

1. What are the science achievement differences between grade levels in LAS and HAS?

2. Is there any science achievement difference between boys and girls at the 5" 6", and 8™ grade in
LAS and HAS?

3. Does gender-based science achievement gap differ by grade level in LAS and HAS?

Method
Research Design

In this study, whether the independent variables (i.e., grade level and gender) would make a
difference on the dependent variable (i.e., science achievement) is examined. Correlational comparative
survey research model matches appropriately with this research aim. Groups are formed according to
the independent variables and any difference regarding the dependent variable between these groups is
examined in this model (Karasar, 2009).

Sample

This research was implemented in a metropolitan city in Turkey. Three criteria were taken into
consideration for selecting LAS and HAS. First, both LAS and HAS must have been selected from state
schools because achievement gap between schools has been more evident in state schools. Second, LAS
and HAS should have been selected from ten lowest and ten highest performing schools respectively in
this city in a nationwide student exam which was used to place students in high schools. Finally, LAS
should have been selected from a district in which mostly people with low socio-economic status were
living and HAS should have been selected from a district in which mostly people with high socio-
economic status were living because students were accepted to middle schools based on their residence
in Turkey. The last two criteria were necessary for maintaining the properties of these school types
which were determined in the literature. As a consequence, three schools were selected as representing
HAS and two schools were selected as representing LAS which fitted into these criteria. To prove the
appropriateness of this selection, separate one way analysis of variances (ANOVA’s) was performed for
each grade level where the school type is the independent variable and the science semester grades are
the dependent variable. It was observed that ANOVA results were consistent for each grade level. That
is, students in HAS had higher science grades than their peers in LAS at the 5 grade (Myas = 88.10 , Mas
= 71.39, F(1, 842) = 273.18; p < .00), 6" grade (Muas = 81.36, Myas = 65.18, F(1, 1178) = 266.71; p < .00),
and the 8" grade (Myas = 82.52, M, = 68.13, F(1, 930) = 143.03; p < .00). Number of students for each
grade level at LAS and HAS can be seen in Table 1.
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Table 1.
Distribution of Students according to Grade Level and Gender.
Grade Level Gender N Total
HAS 5 Girl 288 612
Boy 324
6 Girl 380 816
Boy 436
8 Girl 309 604
Boy 295
LAS 5 Girl 96 231
Boy 135
6 Girl 158 364
Boy 206
8 Girl 145 328
Boy 183

Data Collection Tools

Science achievement: Students’ semester grades for science were used as science achievement
measure. This measure was computed as a weighted average of the students’ performance in the
following assessments: three in-class exams, in-class activity participation, and a project. It can be said
that students’ science semester grades which were computed in this way are a more valid measure of
science achievement because weighted average of both students’ examination and in-class performance
assessments were taken into account in this measure. Besides, it was found that science course
achievement, which was an average of student in-class performance assessments, had positive and
statistically significant correlation with students’ scientific reasoning skills (Johnson & Lawson, 1998;
Lawson, Banks, & Logvin, 2007). Similarly, Topgu and Yilmaz-Tuziin (2009) showed that 4th, Sth, 6th, and
g™ grade students’ epistemological beliefs and metacognitive skills predicted their science semester
grades significantly. In addition, results of the analyses of students’ semester grades found by Bursal
(2013) are in accordance with results of analyses of students’ science scores in a national student
science evaluation exam (EARGED, 2009). The fact that science semester grades have significant
correlation with scientific reasoning skills, epistemological beliefs, and metacognitive skills which are
important variables in science and the similarity of the results of the analyses of these grades with the
results of the analyses of other science achievement measures show that these grades can be a valid
measure of science achievement. Furthermore it was found that middle school students’ school
achievement grades which were calculated by taking an average of their semester grades and their
scores on a national student exam which were used to place students in high schools had high
correlation coefficient which was above .70 (MEB, 2018).

Data Analysis

For answering the first research question, an ANOVA was performed in which grade level was the
independent variable and science semester grade was the dependent variable. First, homogeneity of
variances assumption was checked for this analysis. According to the results of the Levene test,
homogeneity of variances assumption was not met for HAS (F(2, 2030) = 72.83, p < .05) but this
assumption was met for LAS (F(2, 920) = .42, p > .05). Therefore, Welch’s adjusted F test was performed
to test if group means were equal in HAS. When a significant result in Welch’s test was obtained then
Games-Howell test for post-hoc comparisons was performed to pinpoint this significance. Since this
assumption was met in LAS, ANOVA was performed directly in LAS. Then post-hoc comparisons with
Bonferroni adjustment for experiment-wise alpha were performed when a significant result was
obtained for LAS.
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It was seen that ANOVA was appropriate for examining the second research question. Therefore,
whether homogeneity of variances assumption was met for this analysis was investigated. Results
showed that this assumption was not met at 5" and 8" grade (F(1, 610) = 7.03, p < .05; F(1, 602) =
16.17, p < .05 respectively) and met at 6" grade (F(1, 814) = 3.17, p > .05) in HAS. On the other hand,
this assumption was met at the 5t (F(1, 229) = .11, p > .05), 6" (F(1, 362) = 2.62, p > .05), and gt grade
(F(1, 326) = .85, p > .05) in LAS. As a conclusion, Welch's test was performed for the grade levels where
homogeneity of variances assumption was not met (i.e., 5" and 8" grades in HAS) and ANOVA was
performed for other grade levels (i.e., 6" grade in HAS and 5" 6" and 8" grade in LAS).

For the third research question, the interaction term in a two way ANOVA was examined in which
gender and grade level were independent variables. When a significant result was found from this
analysis, then, planned comparisons were performed to pinpoint the place of this significance.

Results

Descriptive statistics related to students’ science semester grades for each grade level in LAS and
HAS can be seen in Table 2. Welch’s adjusted F test was performed to test if the group means related to
grade level were equal in HAS. Result of this test showed that grade level has an effect on science grades
(F(2, 1278.17) = 54.63; p < .00). Results of Games-Howell test for post-hoc comparisons revealed that 5
grade students’ science grades (M = 88.10) were higher than those of 6" and 8" grade students (M =
81.36, M = 82.52 respectively; p < .00 for each comparison). However, the comparison between 6" and
g™ grade students’ semester grades did not reveal any significant difference (p > .05). On the other
hand, ANOVA performed for students in LAS also revealed a significant effect of grade level on science
grades (F(2, 920) = 8.79; p < .00). Besides, results of post-hoc comparisons with Bonferroni adjustment
showed that there was a significant difference only between 5™ (M =71.39) and 6" (M = 65.18) grade
students’ semester grades (p <.00).

Table 2.
Science Final Grades according to School Type and Grade Level.
Grade Level M Sd
HAS 5 88.10 11.12
6 81.36 14.68
8 82.52 17.34
LAS 5 71.39 17.29
6 65.18 17.84
8 68.13 17.90
Table 3.
Science Final Grades According to Grade Level and Gender.
Grade Level Gender M Sd
HAS 5 Girl 89.56 10.47
Boy 86.78 11.52
6 Girl 82.41 13.82
Boy 80.45 15.34
8 Girl 85.58 15.33
Boy 79.31 18.72
LAS 5 Girl 74.60 16.93
Boy 69.11 17.24
6 Girl 68.00 16.95
Boy 63.01 18.25
8 Girl 70.17 18.20
Boy 66.52 17.54
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Mean and standard deviation scores related to science semester grades of boys and girls according
to their grade level and schools type can be seen in Table 3. An ANOVA, where gender was the
independent variable and science semester grade, the dependent variable, was performed for 6" grade
and Welch’s F test was performed both for 5" and 8" grades in HAS. Results of the Welch’s F test
showed that girls scored higher than boys at the 5 (F(1, 609.70) = 9.77; p < .01) and gt grade (F(1,
568.47) = 20.18; p < .00) in HAS. However, it was found that this difference was not statistically
significant at the 6" grade (F(1, 814) = 3.63; p > .05) in HAS according to the result of the ANOVA. On the
other hand, ANOVA results for LAS showed that girls outperformed boys significantly at the 5" (F(1, 229)
=5.78; p <.05) and 6" grade (F(1, 362) = 7.10; p < .01) but achievement difference between genders did
not reach to a significant level at the g™ grade (F(1, 326) = 3.39; p > .05).

Two way ANOVAs were performed both for LAS and HAS, where grade level and gender were
independent variables, for the examination of the interaction between gender and grade level. Results
showed that the interaction term between these two variables was significant for HAS (F(2, 2026) =
4.10; p < .05) but not for LAS (F(2, 917) = .21; p > .05). To pinpoint the place of this significant result in
HAS, several comparisons were performed. First comparison revealed that gender-based science
achievement difference was similar at the 5" and the 6" grades (F(1, 2026) = .28; p > .05). On the other
hand, the result of the second comparison revealed that this difference was significant between 5" and
g grades (F(1, 2026) = 4.41; p < .05). As can be observed from Table 3, this difference was higher in the
g™ grade than the 5" grade. Similarly, the result of the third comparison showed that gender-based
science achievement gap significantly differ between 6" and 8" grades (F(1, 2026) = 7.68; p < .01). As
can be seen in Table 3, this difference is higher in the g™ grade.

Discussion, Conclusion & Implementation

There were three research questions that were investigated in the present study. The first research
question was about the grade level science achievement differences in LAS and HAS. The second
research question was related to gender-based science achievement differences at each grade level in
LAS and HAS. Final research question concerned if the gender-based science achievement difference in
both school types was similar between grade levels. Results regarding the first research question
revealed that students’ science achievement decreased in HAS from the 5™ grade to the 6" and 8™
grades. In addition, they showed students’ science achievement decreased in LAS only from the 5"
grade to the 6" grade. On the other hand, results regarding the second research question showed that
girls scored higher than boys at the 5™ and 8" grade in HAS, and 5" and 6" grade in LAS. Finally, results
regarding the third research question revealed that science achievement difference between girls and
boys was higher at the g"" grade than the 5" and 6™ grade in HAS. On the other hand, the interaction
between grade level and gender did not make a significant effect on students’ science achievement in
LAS. This result implies that gender-based science achievement difference is consistent across grade
levels in LAS.

It seems that transition from 5" to 6™ grade was crucial for students both in LAS and HAS because
their science achievement decreased from 5™ to 6™ grade in both schools types. Although there was a
slight increase in science achievement from 6" towards 8" grade both in LAS and HAS, it was observed
that science achievement of students in HAS was still statistically lower at the g™ grade compared to 5"
grade. Slight increase in students’ science achievement from 6" towards 8" grade both in LAS and HAS
can be related to students’ study of science more for preparing of a nationwide exam implemented in
Turkey which is used to place them in high schools. Similar results were found by previous studies in that
students’ attitudes towards science, motivation, and achievement tend to decrease through senior
years of middle school (Akpinar et al., 2009; Bursal, 2013; Cavas, 2011). According to the results of the
present study, it is recommended that science educators should pay attention to how they present the
scientific content to students specifically in 6" grade both in LAS and HAS because nature of science
curriculum content, i.e., whether it is abstract or concrete, and of science learning environment, i.e.,
whether it is student-centered or teacher-centered, may have caused this decrease in science
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achievement (Akpinar et al., 2009; Cavas, 2011; Senler & Sungur, 2009). More clearly, abstract science
concepts can be taught more effectively by using modelling, interactive computer simulations and
analogies in order to make them more concrete to students. These strategies would strengthen student
learning which would affect achievement positively in turn. Furthermore, more student-centered
teaching approaches such as 5E model, predict-observe-explain, and argumentation can be used in
science lesson for fostering student participation which would enhance student motivation, learning and
then achievement.

It was found that science achievement of girls was higher than boys at the 5 grade both in LAS and
HAS. This result is consistent with the result of Bursal et al. (2015) who found that gender-based science
achievement gap started with the 5™ grade in favor of girls in LAS. However, results of the present study
contribute to the science achievement literature in Turkey by showing that this result also holds true for
the gender-based science achievement gap in HAS contexts. Furthermore, the results show that gender-
based science achievement gap still continues at the 6" grade in LAS and at the g grade in HAS. The
latter result regarding the significant achievement difference between genders in HAS at the g grade
was also found by Acar (2017). Despite the emphasis on the importance of implementation of student-
centered teaching in science classrooms by MEB (2006, 2013), teachers still mostly use teacher-centered
science teaching approaches in Turkey. This kind of instruction may be more suitable for girls’ science
learning and this may have induced the gender-based achievement gap (Stark & Gray, 1999).

The results regarding the final research question revealed that gender-based science achievement
gap is a problem, especially in HAS, that needs attention. That is, results showed that girls’ science
achievement advantage compared to boys increased as their grade level increased in HAS contexts.
Similarly, Bursal (2013) pointed out that gender-based science achievement gap increased in favor of
girls as the grade level increased in middle school years. However, little was known about the relation of
this finding to the gender-based achievement gap in LAS and HAS. The present study showed that the
fact that gender-based science achievement gap increase from lower to upper grades found by Bursal
(2013) is valid only in HAS contexts. On the other hand, gender-based science achievement gap was
consistent between the grade levels in LAS according to the results of this study. That is to say, girls
outperformed boys at each grade and the quantity in this superiority did not change significantly over
grade levels in LAS. In light of these results, it is recommended to policymakers in education that they
should take serious steps for preventing the increase of gender-based science achievement gap
especially in HAS. For instance, more space in science curriculum, science textbooks, and in-service
teacher workshops may be given to guided inquiry science instruction where both teacher and students
are active in order to make science teaching more attractive for both genders.

Students’ semester science grades were used as science achievement measure in this study. It would
have been better to use a test having same or parallel items as achievement measure for comparison of
grade levels but such a test would not be valid for each grade level. For instance, although an initiative
of determination of primary school students’ achievement from 4th through 8th grades was
implemented in Turkey, it was observed that average item difficulty and item discrimination were not
equal in these exams for each grade level (see EARGED, 2009). Therefore, achievement comparisons of
grade levels would be problematic in such circumstances.

In this study, HAS and LAS were selected based on school performances on an exam administered
nationwide from schools in a metropolitan city. However, these schools may not accurately reflect the
HAS and LAS profile in Turkey in this way. Therefore, future research can apply a more comprehensive
criterion for selection of these schools such as selecting LAS only from geographical regions having low
SES and selecting HAS only from geographical regions having high SES in the country.
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Turkish Version

Girig

Ulkelerinin vatandasi olacak ve iilkelerinin gelecekteki problemlerinin ¢dziimiinde aktif rol alacak fen
okuryazari 6grencilerin yetistirilmesinin 6nemi, egitimle ilgili hem ulusal hem de uluslararasi raporlarda
vurgulanmaktadir (Milli Egitim Bakanligi [MEB], 2013, 2017; NGSS Lead States, 2013). Fen okuryazari
vatandaslar yetistirebilmek igin 6grenciler arasindaki fen basari farklarinin azaltiimasi zorunludur. Bu
durum bir ulusun diger uluslara nazaran gelecekteki bilimsel ve ekonomik durusu ile de yakindan ilgilidir
(MEB, 2013, 2017; National Research Council, 1996; NGSS Lead States, 2013). Bu nedenle, ulusal ve
uluslararasi 6grenci degerlendirmelerinin sonuglarinda agikga goériilen Tirkiye'de farkh 6grenci gruplar
arasindaki fen basari farkhliklar, egitim politikalarini belirleyenler igin sorunlu bir durum teskil
etmektedir (Alacaci & Erbas, 2010; Dincer & Uysal, 2010; Egitimi Arastirma ve Gelistirme Dairesi
Baskanligi [EARGED], 2009).

Okullar arasinda gézlemlenen fen basari farki, Turkiye’de fen egitimiyle ilgili en biiylk sorunlardan
birisidir (Alacaci & Erbas, 2010; The Organisation for Economic Co-operation and Development [OECD],
2016a, 2016b; Yildinm, Yildirm, & Ceylan, 2017). Ulusal veya uluslararasi 6grenci performans
degerlendirmelerinin sonuglarini inceleyen g¢alismalar, Tirkiye’de diistik basarili okullar (DBO) ile yiiksek
basarili okullar (YBO) arasinda 6nemli bir fen basarn farki oldugunu belirtmektedirler (Acar, 2017;
EARGED, 2009; OECD, 2013, 2016b). Bu basari farkinin arka planindaki nedenleri daha iyi anlayabilmek
icin; calismalar DBO ve YBO'nun bazi oOzelliklerini karsilastirmislardir. Bu calismalarin sonuglari, fen
basarisi farkli okullarin sosyo-ekonomik profil (Alacaci & Erbas, 2010; Dincer & Uysal, 2010), cografi
bélge (Sirin, 2005), egitim kaynaklari, 6gretim zamani ve 6gretmenlerin fen 6gretim yontemi kullanimi
acilarindan farklilik gosterdigini gostermektedir (Ceylan & Berberoglu, 2007; Kalender & Berberoglu,
2009; Martin, Mullis, Foy, & Stanco, 2012; OECD, 2016a).

Ayrica alanyazin, sinif seviyesi yukseldikge Tiurk 6grencilerin fen bilimleri dersine yonelik
motivasyonlarinin ve basarilarinin distigiini ve fen bilimlerine yonelik istenmeyen tutumlarin ise
ogrencilerde arttigini  gostermektedir. Ornegin, Cavas (2011) sinif seviyesinin altidan sekize
ylkselmesiyle birlikte 6grencilerin fen 6grenimine olan ilgilerinin azaldigini, fen bilimlerine yonelik
olumsuz tutumlarinin arttigini ve fen dersindeki motivasyonlarinin diistigina bulmustur. Akpinar, Yildiz,
Tatar ve Ergin (2009), 6grencilerin fen bilimlerine karsi ilgilerinin sinif seviyelerinin 6. siniftan 8. sinifa
yukselmesiyle azaldigini; buna karsin fen bilimlerine yonelik kaygilarinin ise arttigini bulmuslardir. Benzer
sekilde, Senler ve Sungur (2009), ortaokul 6grencilerinin (6. ve 8. siniflar) fen dersindeki benlik algilarinin
ve dersteki 6grenci uygulamalarina atfettikleri degerin, ilkokul 6grencilerinden (4. ve 5. siniflar) daha
distk oldugunu bulmustur. Son olarak, Bursal (2013), 7. ve 8. sinif 6grencilerinin fen basarisinin, gegmis
siniflardaki basarilarindan anlamli derecede disiik oldugunu bulmustur. Sonu¢ olarak c¢alismalarin
bulgulari, sinif seviyesi arttik¢a ortaokul 6grencilerinin fen dersine yonelik tutumlarinin olumsuzlastigini,
ilgilerinin azaldigini ve motivasyonlarinin da distigliini géstermektedir. Bu olumsuz durumun sebepleri
arasinda, fen bilimleri dersi igeriginin sinif seviyesi ylkseldikce daha soyut olmasi, etkili olmayan 6gretim
yontem ve tekniklerinin kullanilmasi, fen dersinde katiimdan ¢ok 6grenci performansinin 6lgiilmesinin
on plana ¢ikmasi, 6grencinin fen dersine karsi olumsuz ényargisi ve aile ve topluma dayal diger faktorler
siralanabilir (Akpinar et al., 2009; Cavas, 2011; Senler & Sungur, 2009).

Diger taraftan, Tirkiye'de ortaokul yillarinda kizlar lehine cinsiyete dayali fen basari farki da
bulunmaktadir. Cinsiyete dayali bu basari farki, uluslararasi 6grenci degerlendirme programi sonug
raporlarinda da vurgulanmistir (6rn. OECD, 2013, 2016b). Benzer sekilde ulusal captaki 6grenci
performans degerlendirmelerinin sonuglari da kiz 6grencilerin fen bilimleri dersinde erkek 6grencilerden
daha yiksek performans gosterdigini ortaya koymaktadir (6rn. Atalmis, Avgin, Demir, & Yildirim, 2016;
Bursal, 2013; EARGED, 2009). Ayrica cinsiyete dayal bu basari farki, fen bilimleri dersi sinav sonuglarinda
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ve not ortalamalarinda da belirgindir (Acar, Tlirkmen, & Bilgin, 2015; Boz, Yerdelen-Damar, Aydemir, &
Aydemir, 2016; Bursal, 2013; Engin-Demir, 2009). Hatta Bursal (2013), sinif seviyesinin yiikselmesiyle
beraber cinsiyete dayal bu basari farkinin arttigini ortaya koymustur.

Problem Durumu

Bursal (2013) sinif seviyesinde fen basarisi disisliniin 7. sinifta basladigini ve bu dislsin 8. sinifta
hala belirgin oldugunu gosterse de; bu konuyu DBO ve YBO baglaminda incelememistir. Diger bir
ifadeyle, bu sonucun DBO ve YBO baglaminda sinif ve cinsiyet diizeyindeki farkliliklar ile iliskisi hakkinda
cok az sey bilinmektedir. Bu basari farklarinin DBO ve YBO igin ayri olarak arastiriimasi anlamhdir, ¢linki
bu okullar okul SES indeksi, egitim personeli profili ve sagladiklari egitim kaynaklari bakimindan énemli
Olctide farklilik gostermektedir (Atar, 2014; Hacieminoglu, Ertepinar, Yilmaz-Tuziin, & Gakir, 2015;
Martin et al.,, 2012; Sirin, 2005). DBO ve YBO'da sinif diizeyinde basari farkliliklarini inceleyen
calismalarin azligl yaninda az sayida calisma DBO ve YBO'da cinsiyete dayali basari farkini incelemistir.
Bursal, Buldur ve Dede (2015) tarafindan yapilan bir calismada, SES indeksinin dusik oldugu okullarda
cinsiyete dayali fen basari farki incelenmistir. Yazarlar, kiz 6grencilerin 5. siniftan itibaren erkek
ogrencilerden fen dersinde daha yiksek puan aldigini ve bu basari farkinin daha sonraki siniflarda
arttigini bulmuslardir. Ancak bu ¢alisma, YBO baglaminda cinsiyete dayali basari farkini dikkate almadigi
icin sinirhidir.  Mevcut c¢alismanin siriikleyici temel arastirma motivasyonu, egitimde politika
belirleyicilerin YBO ve DBO’da 6grenciler arasi basari farklarini azaltmak igin gerekli dnlemleri almalarina
yardimci olmak agisindan; basari farklarini sinif diizeyine ve cinsiyete gére YBO ve DBO’da ayri olarak
belirlemektir. Bu c¢alisma, asagidaki arastirma sorularina cevap arayarak literatlirde s6zli edilen
bosluklari doldurmayi amaglamaktadir:

1. Sinif seviyeleri arasinda fen basari farkliliklari DBO ve YBO'da nelerdir?

2. Kiz ve erkek 6grenciler arasinda DBO ve YBO'da 5., 6. ve 8. sinifta herhangi bir fen basari farki var
midir?

3. Cinsiyete dayali fen basari farki DBO ve YBO'da sinif seviyesine gore farkllik gésteriyor mu?

Yontem
Arastirma Modeli

Bu arastirmada bagimsiz degiskenler olan sinif diizeyi ve cinsiyetin bagiml degisken olan fen basarisi
Uzerinde fark olusturup olusturmayacagi incelenmistir. Bu arastirma amacina uyan model ise nicel
arastirma yoéntemi altinda olan karsilastirma tiri iliskisel tarama modelidir. Bu modelde bagimsiz
degiskene goére gruplar olusturulur ve bagimh degiskene gore bu gruplar arasinda farklilik olup
olmadigina bakilir (Karasar, 2009).

Orneklem

Bu arastirma Kocaeli’nin izmit ilcesinde uygulanmistir. DBO ve YBO’nun segimi icin {i¢ kriter géz
oniinde bulundurulmustur. Birinci olarak, basari farki devlet okullari arasinda daha belirgin oldugu icin
hem DBO hem de YBO devlet okullarindan secilmeliydi. ikinci olarak DBO ve YBO, Temel Egitimden
Ortadgretime Gegis (TEOG) sinavinda bu ilcede sirasiyla en disik ve en yiksek performans gésteren on
okul icinden segilmeliydi. Son olarak ortaokula 6grenci secimi ikametgaha gore yapildigindan; DBO disiik
sosyo-ekonomik statllye sahip bir mahalleden ve YBO ise yliksek sosyo-ekonomik statiiye sahip bir
mahalleden secilmeliydi. Son iki kriter, literatiirde de belirtiien DBO ve YBO'nun ozelliklerini saglamak
acisindan gerekliydi. Sonug olarak bu kriterlere uyan YBO'yu temsilen ¢ ve DBO’yu temsilen de iki okul
secilmistir. Bu sec¢imin uygunlugunu kanitlamak icin, okul tliriniin bagimsiz degisken ve fen dénem sonu
notlarinin bagimh degisken oldugu tek yonli varyans analizleri (ANOVA’lari) her bir sinif seviyesi igin
uygulanmistir. ANOVA sonuglarinin her bir sinif seviyesi icin tutarli oldugu goézlemlenmistir. Yani
YBO’daki 6grenciler 5. sinifta (Mygo = 88.10 , Mpgo = 71.39, F(1, 842) = 273.18; p < .00), 6. sinifta (Mygo =
81.36, Mpgo = 65.18, F(1, 1178) = 266.71; p < .00) ve 8. sinifta (Mygo = 82.52, Mpgo = 68.13, F(1, 930) =
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143.03; p < .00) DBO’daki akranlarindan daha yiksek fen notu almislardir. Tablo 1'de her bir sinif seviyesi
icin DBO ve YBO’daki 6grenci sayisi gdsterilmistir.

Tablo 1.
Sinif Diizeyi ve Cinsiyete Gére Ogrenci Dagilimi.
Sinif Diizeyi Cinsiyet N Toplam
YBO 5 Kiz 288 612
Erkek 324
6 Kiz 380 816
Erkek 436
8 Kiz 309 604
Erkek 295
DBO 5 Kiz 96 231
Erkek 135
6 Kiz 158 364
Erkek 206
8 Kiz 145 328
Erkek 183

Veri Toplama Araglar

Fen basanisi: Ogrencilerin fen bilgisi dénem sonu notlar fen basar &lgiitii olarak kullanilmistir. Bu
olclim sirasiyla su 6grenci performans degerlendirmelerinin agirlikli ortalamasi olarak hesaplanmistir: ti¢
sinif ici sinav, sinif-igi etkinliklere katilim ve bir proje. Bu sekilde hesaplanan 6grencilerin fen dénem sonu
notunun fen basarisi icin daha gecerli bir 6lcim oldugu séylenebilir ¢clinki bu 6lgimde 6grencilerin hem
sinav hem de sinif i¢ci performans degerlendirmelerinin agirlikh ortalamalari dikkate alinmistir. Ayrica
ogrencilerin sinif igindeki performans degerlendirmelerinin agirlikli ortalamasinin alindigi fen dersi
basarisi ile 6grencilerin bilimsel diisinme becerilerinin istatistiksel olarak anlamli ve olumlu iliski iginde
oldugu bulunmustur (Johnson & Lawson, 1998; Lawson, Banks, & Logvin, 2007). Benzer sekilde Topgu ve
Yilmaz-Tuziin (2009) 4., 5., 6. ve 8. sinif Ogrencilerinin epistemolojik inanglarinin ve (Ustbilissel
becerilerinin, 6grencilerin fen bilimleri dersi dénem sonu notlarini istatistiksel olarak anlamh sekilde
yordadigini bulmuslardir. Ayrica Bursal’in (2013) 6grencilerin fen donem sonu notlarinin analizinden elde
ettigi sonuclar, 6grencilerin ulusal fen degerlendirme sinavindan aldiklari fen puanlarinin analiz
sonuglariyla értiismektedir (EARGED, 2009). Fen Bilimleri donem sonu notlarinin fen bilimlerinde 6nemli
degiskenler olan bilimsel dislinme becerileri, epistemolojik inanglar ve lstbilissel beceriler ile anlamh
iliski gostermesi ve bu notlarla yapilan analiz sonuglarinin diger fen basarisi dlgimlerinin analiz
sonuglariyla benzerlik géstermesi; bu notlarin fen basarisi igin gegerli ve glivenilir bir 6lglim olabilecegini
gosterir. Ayrica ortaokul 6grencilerinin dénem sonu notlarinin ortalamalari alinarak hesaplanan okul
basari puanlari ile Liselere Gegis Sinavi‘'nda elde ettikleri puanin .70’in Uzerinde bir korelasyon
katsayisina sahip oldugu bulunmustur (MEB, 2018).

Verilerin Analizi

ilk arastirma sorusunu cevaplamak icin, sinif diizeyinin bagimsiz ve fen bilimleri dersi dénem sonu
notunun bagimli degisken oldugu bir ANOVA uygulanmistir. Oncelikle, bu analiz icin varyanslarin
homojenligi varsayimi kontrol edilmistir. Levene testinin sonuglarina gére YBO igin varyanslarin
homojenligi varsayimi karsilanmamustir (F(2, 2030) = 72.83, p < .05) ancak DBO i¢in bu varsayim
karsilanmistir (F(2, 920) = .42, p > .05). Bu nedenle, Welch’in diizeltilmis F testi, grup ortalamalarinin
YBO’da esit olup olmadigini test etmek icin uygulanmistir. Welch’in testinde 6nemli bir sonug elde
edildiginde, bu Onemi tam olarak belirleyebilmek icin Games-Howell c¢oklu karsilastirmalar testi
uygulanmistir. Bu varsayim DBO'da gergeklestiginden, DBO’da dogrudan ANOVA uygulanmistir. Daha
sonra, DBO i¢in anlamli bir sonug elde edildiginde, deneysel alfa degeri icin Bonferroni diizeltmesinin
kullanildigi coklu karsilastirmalar yapilmistir.
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ANOVA’nin ikinci arastirma sorusunu incelemek igin uygun oldugu gorilmustir. Bu nedenle, bu
analiz icin varyanslarin homojenligi varsayiminin saglanip saglanmadigi incelenmistir. Sonuglar, bu
varsayimin YBO’da 5. ve 8. sinifta saglanmadigini (sirasiyla F(1, 610) = 7.03, p < .05; F(1, 602) = 16.17, p <
.05); 6. sinifta ise saglandigini (F(1, 814) = 3.17, p > .05) gostermistir. Diger taraftan bu varsayim DBO’da
5. (F(1, 229) = .11, p > .05), 6. (F(1, 362) = 2.62, p > .05) ve 8. siniflarda (F(1, 326) = .85, p > .05)
saglanmistir. Sonug¢ olarak, Welch testi varyanslarin homojenligi varsayiminin saglanmadigi sinif
seviyeleri icin (YBO’daki 5. ve 8. siniflar) ve ANOVA ise diger sinif seviyeleri icin (YBO’daki 6. sinif ve
DBO’daki tim siniflar) uygulanmistir.

Uglincli arastirma sorusu icin, cinsiyet ve sinif seviyesinin bagimsiz degisken oldugu iki yénli
ANOVA'daki etkilesim terimi incelenmistir. Bu analizden anlaml bir sonug bulundugunda ise bu anlamli
sonucun yerini tam olarak belirleyebilmek icin planli kargilastirmalar yapilmistir.

Bulgular

Her sinif seviyesi icin 6grencilerin YBO ve DBO'da fen bilimleri dénem sonu notlari ile ilgili betimleyici
istatistikler Tablo 2'de verilmistir. Sinif seviyesiyle ilgili grup ortalamalarinin YBO’da esit olup olmadigini
test etmek icin Welch'in diizeltilmis F testi uygulanmistir. Bu testin sonucu, sinif seviyesinin fen notlari
Uzerinde etkili oldugunu gostermistir (F(2, 1278.17) = 54.63; p < .00). Games-Howell ¢coklu karsilastirma
testinin sonuglari, 5. sinif 6grencilerinin fen bilimleri notlarinin (M = 88.10), 6. ve 8. sinif 6grencilerine
gore (sirasiyla M = 81.36, M = 82.52; her bir karsilastirma igin p < .00) daha yiksek oldugunu ortaya
koymustur. Ancak, 6. ve 8. sinif 6grencilerinin donem sonu notlari arasindaki karsilagstirma igin anlamh
bir fark bulunmamistir (p > .05). Ote yandan, DBO'daki &grenciler igin uygulanan ANOVA da sinif
diizeyinin fen notlari Gzerinde anlamh bir etkisi oldugunu ortaya koymustur (F (2, 920) = 8.79; p < .00).
Bununla birlikte Bonferroni dizeltmesinin kullanildigi coklu karsilastirmalarin sonuglari sadece 5. (M =
71.39) ve 6. sinif 6grencilerinin dénem sonu notlari (M = 65.18) arasinda anlamli bir fark oldugunu
gostermistir (p <.00).

Tablo 2.
Okul Tipi ve Sinif Diizeyine Gére Fen Bilimleri D6nem Sonu Notlari.
Sinif Diizeyi M Ss
YBO 5 88.10 11.12
6 81.36 14.68
8 82.52 17.34
DBO 5 71.39 17.29
6 65.18 17.84
8 68.13 17.90
Tablo 3.
Sinif Diizeyi ve Cinsiyete Gére Fen Bilimleri D6nem Sonu Notlari.
Sinif Diizeyi  Cinsiyet M Ss
YBO 5 Kiz 89.56 10.47
Erkek 86.78 11.52
6 Kiz 82.41 13.82
Erkek 80.45 15.34
8 Kiz 85.58 15.33
Erkek 79.31 18.72
DBO 5 Kiz 74.60 16.93
Erkek 69.11 17.24
6 Kiz 68.00 16.95
Erkek 63.01 18.25
8 Kiz 70.17 18.20
Erkek 66.52 17.54

11



Omer ACAR — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 01-16

Tablo 3'te, sinif seviyelerine ve okul tirlerine gore kiz ve erkek 6grencilerin fen dersi donem sonu
notlarina iliskin ortalama ve standart sapma puanlari goriilmektedir. Cinsiyetin bagimsiz degisken ve fen
dénem sonu notunun bagimli degisken oldugu ANOVA YBO'’daki 6. siniflar ve Welch’in F testi de bu
okullardaki hem 5. hem de 8. siniflar igin uygulanmistir. Welch F testinin sonuglari, YBO’da kizlarin
erkeklere gére 5. (F(1, 609.70) = 9.77; p < .01) ve 8. sinifta (F(1, 568.47) = 20.18; p < .00) daha yiksek
puan aldigini ortaya koymustur. Ancak ANOVA sonucu bu farkin YBO’da 6. sinifta istatistiksel olarak
anlamh olmadigini géstermistir (F (1, 814) = 3.63; p > .05). Diger taraftan DBO icin ANOVA sonuglari,
kizlarin 5. ve 6. siniflarda erkeklerden anlaml sekilde daha iyi performans gosterdigini (sirasiyla F(1, 229)
=5.78; p <.05; F(1, 362) = 7.10; p < .01) ancak kiz ve erkek 6grenciler arasindaki basari farkinin 8. sinifta
anlaml diizeye erismedigini géstermistir (F(1, 326) = 3.39; p >.05).

Sinif diizeyi ile cinsiyet arasindaki etkilesimin incelenmesi igin, sinif diizeyi ve cinsiyetin bagimsiz
degisken oldugu iki yonli ANOVA’lar hem DBO hem de YBO igin uygulanmistir. Sonuglar, bu iki degisken
arasindaki etkilesimin, YBO icin anlamh oldugunu (F(2, 2026) = 4.10; p < .05) fakat DBO igin anlamli
olmadigini géstermistir (F(2, 917) = .21; p > .05). YBO icin bulunan bu anlamh sonucun yerini tam olarak
belirleyebilmek icin cesitli karsilastirmalar yapilmistir. ilk karsilastirmanin sonucu, cinsiyete dayal fen
basari farkinin 5. ve 6. siniflarda benzer oldugunu ortaya koymustur (F(1, 2026) = .28; p > .05). Diger
taraftan, ikinci karsilastirmanin sonucu, bu farkin 5. ve 8. siniflar arasinda anlamh oldugunu ortaya
koymustur (F(1, 2026) = 4.41; p < .05). Tablo 3'ten de goriilebilecegi gibi, bu fark 8. sinifta 5. siniftan
daha yuksektir. Benzer sekilde, Gglincli karsilastirmanin sonucu cinsiyete dayal fen dersi basari farkinin
6. ve 8. siniflar arasinda anlamli olarak farkh oldugunu gostermistir (F(1, 2026) = 7.68; p < .01). Tablo
3'ten de gorilebilecegi gibi, bu fark 8. sinifta daha yuksektir.

Tartisma, Sonug ve Oneriler

Bu calismada {i¢ arastirma sorusu incelenmistir. ilk arastirma sorusu icin DBO ve YBO'da sinif
seviyesinde fen basari farkhliklar incelenmistir. ikinci arastirma sorusu igin DBO ve YBO’da her bir sinif
seviyesinde cinsiyete dayali fen basari farki incelenmistir. Son arastirma sorusu igin ise her iki okul
tirliinde cinsiyete dayali fen basari farkinin sinif seviyeleri arasinda benzer olup olmadig incelenmistir.
ilk arastirma sorusu icin bulunan sonuclar, YBO'da fen basarisinin égrencilerin 5. siniftan 6. ve 8. siniflara
dogru ilerlediklerinde dustiglini ortaya koymustur. Ayrica, sonuglar DBO'da fen basarisinin 6grencilerin
yalnizca 5. siniftan 6. sinifa ilerlediklerinde distiglinii géstermistir. Diger taraftan ikinci arastirma sorusu
icin bulunan sonuglar, kiz 6grencilerin YBO'da 5. ve 8. sinifta, DBO'da ise 5. ve 6. sinifta erkek
ogrencilerden daha ylksek fen basarisina sahip oldugunu gostermistir. Son olarak Gglinci arastirma
sorusuyla ilgili sonuglar, YBO'da kiz ve erkek 6grencilerin arasindaki fen basari farkinin, 8. sinifta 5. ve 6.
siniftan daha yiiksek oldugunu ortaya koymustur. Ote yandan, sinif diizeyi ve cinsiyet arasindaki
etkilesim, DBO’da 6grencilerin fen basarisi Gizerinde anlamli bir etki olusturmamistir. Bu sonug, cinsiyete
dayali fen basari farkinin DBO'da sinif seviyeleri arasinda tutarli oldugunu disindiirmektedir.

5. siniftan 6. sinifa gecgisin hem DBO hem de YBO’da okuyan o6grenciler igin kritik oldugu
gorilmektedir ¢linkl fen basarisi her iki okul tipinde de 6grenciler 5. siniftan 6. sinifa dogru ilerlediginde
diismustir. Fen basari ortalamasinda hem DBO hem de YBO'da 6grenciler 6. siniftan 8. sinifa
ilerlediginde hafif bir artis olmasina ragmen; YBO’da okuyan 6grencilerin 8. siniftaki fen basarisinin 5.
siniftakine gore hala istatistiksel olarak daha diisiik oldugu gézlemlenmistir. Ogrencilerin fen basarisinin
hem DBO hem de YBO'da 6. siniftan 8. sinifa dogru biraz yiikselmesi, 6grencilerin Liselere Gegis Sinavi'na
hazirlanmasina ve dolayisiyla fen bilimleri dersine daha ¢ok ¢alismalarina baglanabilir. Daha 6nce yapilan
calismalarda da ortaokulun son siniflarina dogru o6grencilerin fen bilimlerine yonelik tutumlarinin
olumsuzlastigl, motivasyonlarinin ve basarilarinin ise distigi bulunmustur (Akpinar et al., 2009; Bursal,
2013; Cavas, 2011). Bu galismanin sonuglarina gére, hem DBO hem de YBO'da 6zellikle 6. sinifta okuyan
ogrencilere fen egitimcilerinin fen dersi mifredatini nasil sunduguna dikkat etmeleri gerektigi tavsiye
edilebilir. Clinkd fen bilimleri dersi 6gretim programinin igeriginin dogasl, yani soyut veya somut olup
olmamasi, ve fen 6grenme ortamlarinin dogasi, yani 6grenci merkezli veya 6gretmen merkezli olup
olmamasi, 6grencilerin fen basarisinin diismesinde etken olmus olabilir (Akpinar et al., 2009; Cavas,
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2011; Senler & Sungur, 2009). Daha acik bir ifadeyle, soyut fen kavramlari, modelleme, etkilesimli
bilgisayar simiilasyonlari ve analojiler kullanilarak somutlastirilip 6grencilere daha iyi 6gretilebilir. Bunun
sonucu olarak da 06grencilerin basarilari artabilir. Ayrica 5E modeli, tahmin-gdzlem-agiklama ve
argimantasyon gibi 6grenci merkezli 6gretim yaklasimlari, 6grencilerin katilimini tesvik etmek igin fen
dersinde daha fazla kullanilabilir. Boylelikle 6grencilerin derse olan motivasyonlari artabilir ve basarilar
olumlu sekilde etkilenebilir.

Kiz 6grencilerin fen basarisinin 5. sinifta hem DBO hem de YBO'da erkek 6grencilerden daha yiiksek
oldugu bulunmustur. Bu sonug, cinsiyete dayal fen basari farkinin DBO’da kiz 6grenciler lehine 5. sinifla
beraber basladigini tespit eden Bursal vd. (2015) sonuglari ile tutarhdir. Bununla birlikte bu ¢alismadaki
sonuglar, bu sonucun YBO baglamindaki cinsiyete dayal fen basari farki icin de gecerli oldugunu
gostererek; Tirkiye’de fen basarisi Uzerine galisan arastirmacilara katki sunmaktadir. Ayrica, bu
calismanin sonuglari cinsiyete dayali fen basari farkinin DBO’da 6. sinifta ve YBO’da 8. sinifta hala devam
ettigini gostermektedir. Bu ¢alismada bulunan YBO'da 8. sinifta kiz 6grenciler lehine anlamli basari
farkina iliskin sonug, Acar’in (2017) YBO'da ayni sinif diizeyi icin buldugu sonug ile tutarlidir. MEB (2006,
2013) tarafindan 6grenci merkezli 6gretimin fen derslerinde uygulanmasinin 6nemine vurgu yapilmasina
ragmen, 6gretmenler Tirkiye’de hala agirlkl olarak 6gretmen merkezli fen 6gretim yaklasimlarini
kullanmaktadirlar. Bu tir bir 6gretim, kiz 6grencilerin fen 6grenme stillerine uygun olabilir ve bu da
cinsiyete dayali basari farkini tetiklemis olabilir (Stark & Gray, 1999).

Son arastirma sorusu ile ilgili sonuglar, cinsiyete dayali fen basari farkinin 6zellikle YBO’da dikkat
edilmesi gereken bir problem oldugunu ortaya koymustur. Diger bir deyisle, sonuglar YBO baglaminda
kiz 6grencilerin erkek 6grencilere nazaran fen basarisindaki Ustlinliklerinin sinif seviyesi yikseldikge
arttigini géstermistir. Benzer sekilde, Bursal (2013) da ortaokul yillarinda sinif seviyesi arttikca cinsiyete
dayal fen basari farkinin kizlar lehine arttigini gézlemlemistir. Bununla birlikte, DBO ve YBO baglaminda
cinsiyete dayali basari farkiyla ilgili cok az sey bilinmekteydi. Bu ¢alismada elde edilen sonuca gore,
Bursal (2013) tarafindan bulunan alt siniflardan Ust siniflara dogru cinsiyete dayali fen basari farki
artisinin sadece YBO baglaminda gegerli oldugu gdzlemlenmistir. Ote yandan, bu ¢alismanin sonuglarina
gore cinsiyete dayali fen basari farki, DBO'da sinif seviyeleri arasinda degismemektedir. Baska bir deyisle,
kiz 6grenciler her sinifta erkek 6grencilerden daha iyi performans gostermistir ve bu performans
Ustinlugindeki miktar, DBO'da sinif seviyelerine gore anlaml bir bicimde degismemistir. Bu sonuglar
Isiginda egitim politikalarina yon verenlere, 6zellikle YBO'da cinsiyete dayali fen basari farkinin artmasini
dnlemek icin ciddi énlemler almalari tavsiye edilebilir. Ornegin fen bilimleri dersini kiz ve erkek
ogrenciler icin daha ¢ekici hale getirebilmek igin; hem 6gretmenin hem de 6grencilerin aktif oldugu
o6gretmenin rehberligi esliginde arastirma sorgulamaya dayali fen Ogretimine, fen bilimleri ders
mifredatinda, fen bilimleri ders kitaplarinda ve hizmet ici 6gretmen seminerlerinde daha fazla yer
verilebilir.

Bu calismada o6grencilerin fen bilimleri dersi donem sonu notlari fen basarisi 6l¢lisi olarak
kullanilmistir. Sinif seviyelerini karsilastirmak icin ayni veya paralel maddelere sahip bir testi basari
Olgisi olarak kullanmak daha iyi olabilirdi ancak boyle bir test her sinif seviyesi igin gecerli olmayacakti.
Ornegin, ilkdgretim okulu dgrencilerinin 4. siniftan 8. sinifa kadar olan basarilarini belirleme girisimi
Tirkiye’de yapilmis olmasina ragmen, bu sinavlardaki ortalama madde zorlugunun ve madde
ayiricithginin her sinif seviyesi icin esit olmadigi gorilmustir (bakiniz EARGED, 2009). Dolayisiyla sinif
seviyelerinin basari karsilastirmalari bu tiir durumlarda problemli olacaktir.

Bu calismada, YBO ve DBO bir biyiiksehirdeki okullardan tlke ¢apinda yapilan TEOG sinavindaki okul
performanslarina bakilarak secilmistir. Ancak secilen bu okullar Tirkiye’deki YBO ve DBO profilini tam
olarak yansitmamis olabilir. Bu nedenle gelecekteki arastirmalar, bu okul profillerini daha iyi
yansitabilmek i¢in DBO'yu sadece Turkiye’deki sosyo-ekonomik statlisi diisiik olan cografi bolgelerden
ve YBO'’yu da sadece sosyo-ekonomik statiisii yiksek olan cografi bolgelerden segebilir.
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Introduction

The first-year process, which is a process of transition to university, is defined as “changing period,
imbalance, a process of making an internal balance about the gains and losses” as a vital transition
process (Cowan, 1991). In other words, the first-year process, which is university transition period, is
expressed as a critical process with regard to psychological, social and identity development in which
students at the transition stage create a new social environment and start to make serious career plans
(Pascarella & Terenzini, 1991). When it is discussed in terms of identity development, this process
coincides with what Arnett calls “Emerging Adulthood” period. Arnett (2000) expresses in his “Emerging
Adulthood” theory that the age period of 18-25 years which includes the first year of the university has
different characteristics from the former adolescence period and the subsequent adulthood period, and
this period in which experimentations on work, love and world view are realized will be the source of
adulthood period. In other words, Arnett (2004) emphasizes in his theory that the development of
identity is not completed in adolescence period and the critical process related to identity development
is the emerging adulthood period that starts at the age of 18 and may continue until the end of the 20s
including the transition to university phase. This period between adolescence and adulthood brings
many opportunities and difficulties (Arnett, 2000). Arnett (2016) emphasizes that the compatibility of
students to university in transition period may also be the source of adaptation in their transition to
business life.

The first-year students who are in period of transition to the university are faced with many changes
due to both the characteristics of the Emerging Adulthood period put forward by Arnett and the nature
of the transition stage to the university. During the period of transition to the university, many students
leave their families, start to live in different environmental conditions, and face new experiences such as
different circle of friends and academic environment. In other words, the first year in the process of
transition to university is considered as a complex process which is dealt with in many aspects
(Pascarella & Terenzini, 1991).

Students may experience stress and anxiety problems after the first, second and third months of
university although most students perceive the transition from high school to university which is a vital
transition process as success and failure (Pancer, Hunsberger, Pratt, & Alisat, 2000). The researches
show that these difficulties in the transition process occur in many areas, notably economic (Astin,
1984), academic performance (Tinto, 1993; Wolfe & Johnson, 1995), social relations (Astin, 1984; Wintre
& Yaffe, 2000), cultural change (Pascarella & Terenzini 2005; Tinto, 1993), psychological / emotional
health (Mohr, Eiche, & Sedlacek, 1998; Pritchard & Wilson 2003; Tinto, 1993). Wintre et al. (2009) state
that these changes in the first year of the university bring about a multi-dimensional adaptation process,
and that adaptation or maladaptation in this process affects the whole life. Research shows that
mismatch in this process may cause negative circumstances such as risk behaviors (Fromme, Corbin, &
Kruse, 2008; Parks, Romosz, Bradizza, Yaping, & Hsieh, 2008), and school drop (Tieu, 2008). Therefore, it
is stated that the first year may develop the potentials of university students, but also a negative
adaptation process may turn into a preventive process in developmental and academic dimensions
(Wintre at al. 2009).

When the researches on adaptation to university during the transition process are examined, it is
seen that the studies are gathered in two main areas. The first one is based on student's socio-
emotional past experiences (family structure, personality structure, parental attachment style, cognitive
level, intelligence, identity development, etc.) and environmental-oriented studies based on student's
coming to university and the structure and characteristics of school environment (such as student-
faculty cooperation) (Wintre et al. 2008). Wintre et al. (2009) state that discussing the transition process
to university through socio-developmental perspective has been achieved together with the Emerging
Adulthood Theory. In other words, the adaptation of students to university is not discussed only by the
developmental or identity characteristics they bring or by evaluating only the environmental conditions.
In line with this, Arnett (2016) states that every student in the first year of university use his/her specific
methods of adaptation and coping and that these methods are the result of not only the environment or
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developmental features but also the interaction of them. In other words, it is stated that university
adaptation in the first year is formed not only as a result of student or university environment, but also
the interactive interaction of both structures.

The Student-University Match (SUM) Questionnaire, which was adapted within the scope of this
study, was conducted by Wintre et al. (2008) and developed within the scope of General Systems
approach. The General Systems Theory (GST) (Sameroff, 1995) does not define the individual as a
function of the environment. The individual has an active and complex structure within the interaction
of environment-individual (Wapner & Demick, 1998). The main subject in theory is not individual-
environment interaction. Individual-environment interaction is considered from a holistic perspective,
not from a linear one. The main subject in GST is individual-environmental match. This match
corresponds to real and complex life situations. According to this perspective, any confusion in one of
the systems affects other systems (Wapner & Demick, 1998). In other words, the result is not only the
effect of the individual, but also the environment. The result is emerged as a consequence of individual-
environment interaction (Sameroff, 1995).

As Arnett (2016) points out, the period of emerging adulthood, as in many developmental periods,
covers noticeable areas of change. The formation of the cognitive development of students,
restructuring of social roles and the adaptation to university in transition period are the concurrent
changes in a complex structure which are taken into consideration in this period. In summary, according
to the general systems approach, adaptation in the transition process to university is realized by the
interaction of university and student (Wapner & Demick, 1998). In other words, according to this
approach, students' individual development and interaction of environmental factors should be taken
into consideration in order to understand the adaptation of students to university.

Wintre et al. (2008) prepared The Student-University Match (SUM) Questionnaire within the
framework of the Person-Environment Fit (PEF) model, which was discussed within scope of General
Systems Theory suggested by Eccles, Lord, and Roeser (1996). Eccles et al. report that the negative
psychosocial and behavioral outcomes that occur during the transition phase are due to the negative
matching of individual needs and environmental opportunities. In other words, they state that no
matter how good the motivation of individuals is, expected adaption cannot be ensured and individuals
cannot be fully motivated and satisfied if individuals’ needs and social environment resources do not
match well. This situation refers to individual-environment match (fit). It is emphasized that the fact that
the university environment does not match the developmental needs of the first-year students will
cause a decrease in students' motivation, interest, performance and behavior (Eccles, Lord, & Roeser,
1996). Researches about university compliance support this point of view. For example, university regret
is considered as student failure, university failure or a combination of the two (Mohr, Eiche, & Sedlacek,
1998). These studies link the university regret to negative situations and events in the sense of
university and student (Smith, 1991); Winters, Bowers, Gordner, and Lange (2006), on the other hand,
state that regret is not occurred with the only negative perspective. Wintre et al. (2006), in their
longitudinal study, examined students' regrets in terms of students' perceptions. As a result of the
study, they found that students who left university had four different categories. These are transition to
another university, transition to another higher education institution, leaving university voluntarily and
leaving university enforcedly due to academic failure. They found that 29.40% of the students made a
transition to another university, 29.40% of them went to another higher education institution, 32.00% of
them left the university voluntarily and only 9.20% of them did not continue because of academic
failure. As a result, it is emphasized in this approach that students experience school drop due to not
only academic failure or unfavorable situation but also due to the fact that the university is not able to
meet their interests and needs.

As a result, examining the first-year adaption which is university transition phase is a process that is
discussed with complex and different theoretical approaches. This necessitates the use of different
compliance scales to measure compliance in this process. It has been determined that there are a
limited number of measurement tools in the studies conducted in Turkey in order to determine
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compliance level of university students. There are following scales: University Life Scale developed by
Aladag, Kagnici, Tuna, and Tezer (2003), Adaptation Difficulties Scale developed by Stroebe, Van Vliet,
Hewstone, and Willis (2002) and adapted into Turkish by Duru (2008), “Personal Adaptation” and “Social
Adaptation” subscales of Hacettepe Personality Inventory developed by Ozguven (1989) and University
Life Adaptation Scale developed by Aslan (2015). However, the first year in the university is considered
as a process with its own characteristics. When the literature is examined, it is seen that there is no
measurement tool that evaluates the first-year adaptation process to the university in terms of
university-student match perception. Therefore, it is thought that this scale, which is adapted into
Turkish, will be the source of studies to determine the adaptation levels of the students who are in the
first year of the transition phase.

Method
Research Design

Findings on the reliability of the scale were determined using the internal consistency coefficient. In
order to carry out the validity analysis of the scale, the criterion-related validity and construct validity
were tested. In addition, in parallel with the original scale, the relationship with students' weighted
composite score average was examined.

Study Group

In the process of adaptation of The Student- University Match (SUM) Questionnaire into Turkish, in
parallel to the process of developing the original scale, data were collected from 6 different universities
across Turkey and application was conducted on a sample group consisting of 698 freshmen. The
gender, the university, the points and the type of programs, the grade level and the distribution by the
faculty of the mentioned students are summarized in Table 1. The data obtained from 698 participants,
whose descriptive statistics were presented in Table 1, were checked in terms of the presence of missing
data and end values. In the context of adaptation, the data provided by the students who did not
respond to 20.00% or more of items of a measurement tool (n = 9) were considered as inadequate. In
addition, it is suggested to make z standard score conversion to the data obtained from all dimensions
and sub-dimensions and to consider the scores that are outside the range of -3 to 3 standard points are
extreme values and to exclude them from the analysis because they are in a structure that disrupts the
normal distribution (Tabachnick & Fidell, 2013). In the conducted extreme value analyses, it is seen that
the data of 8 students, except the data of the students with the missing data presented above, had
extreme value qualities in various dimensions and sub-dimensions and they were excluded from the
analysis. When the missing data step that form the data control was evaluated as a whole, data of 17
students were removed from the data set and all analysis were performed with a data set consisting of
681 people.

Data Collection Tools

Together with The Student-University Match Questionnaire, University Life Scale and Personal
Information Form were applied to the participants.

The Student-University Match Questionnaire: The Student-University Match Questionnaire
developed by Wintre, Knoll, Pancer, Pratt, Poliviy, Birnie-Lefcovitch, and Adams (2008) consists of 17
items. The scale measures the matching characteristics of the students’s individual goals and needs and
the opportunities provided by the university. The Likert-type scale is rated between 0 (absolutely no fit)
and 5 (great fit). The scale consists of items within the scope of the social dynamics of the university (7
items), academic difficulties (5 items), program eligibility (3 items) and physical environment (2 items).
The high scores obtained from the scale indicate the perception of university-student positive match
whereas the low scores indicate the negative-matching perception. Cronbach’s Alpha Reliability
Coefficient range of the scale is between .80 and .93.
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Table 1.

Demographic Variables.

Variable Group Frequency (f) Percent (%)

Gender Women 454 65.10
Men 243 34.80
Unstated 1 .01

University Hacettepe 183 26.90
Kastamonu 71 10.40
Kars Kafkas 118 17.30
Ahi Evran 95 14.00
Cukurova 158 23.20
Balikesir 56 8.20

Faculty Education 340 49.90
Literature 27 4.00
Law 33 4.80
Engineering 40 5.90
Economics and Administrative Sciences 40 5.90
Medicine 2 .30
Nursing 122 17.90
Physical Training and Sports 7 1.00
Vocational High School 70 10.30

Score and Program Type  Turkish and Math 334 49.00
Science and Math 199 29.20
Turkish and Social 71 10.40
Two-Year Degree 77 11.30

Grade Level 1. Grade 641 94.10
Prep Class 38 5.60
Unstated 2 .30

Translation Study of the Scale. After the written permission for the Turkish translation was taken
from the responsible author who developed the scale, the scale was translated by the researcher. After
that, the original scale items and translations were presented to three different field experts. Each
expert was asked for his/her opinion on the items and their translation, and a correction was requested
if necessary. Each item and translation suggestions were evaluated and a test form of the scale was
developed accordingly. Within the scope of the test application; the scale was applied on 56 first grade
students from the Department of Psychological Counseling and Guidance of Hacettepe University.
During the application process, they were asked to evaluate each item in terms of comprehensibility and
to write their thoughts about the items which they had difficulty in understanding near that item on the
scale. In addition, opinions about the items were taken one-to-one when required. The average
application time was determined during the test application. Each form of 56 students was examined
and no incoherent item was found.

University Life Scale: The scale developed by Aladag, Kagnici, Tuna, and Tezer (2003) is a 7-degree
Likert-type measuring instrument consisting of 48 items and each item has a value among the range of
"does not suit me at all" - "completely suitable for me". High score refers to compliance and low score
refers to incompatibility. The scale consists of six sub-dimensions including adaptation to university
environment, emotional adaptation, personal adaptation, opposite sex relationships, academic
adaptation and social adaptation. Correlations among the subscales change between .33 and .48 and
correlations of the subscales with the total score change between .64 and .77. The Cronbach Alpha
Coefficients of the subscales were calculated respectively; .80 for adaptation to university environment,
.79 for emotional adaptation, .76 for personal adaptation, .73 for relationships with opposite sex, .70 for
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academic adaptation, and .63 for social adaptation. The internal consistency coefficient for the whole
scale was calculated as .91.

Personal Information Form: |t was prepared by the researchers in order to obtain information about
gender, university, faculty, department, undergraduate program type, score in university entrance exam
and percentage variables of the participants.

Data Collection

Before starting the research, permission was received from Hacettepe University Ethics Commission.
In the research, easily accessible situation sampling method was used with the aim of giving researchers
speed and practicality. The scales used in the research were applied to the students in classroom
environment. Before the application, the students were informed about the aim of the research and
scales were applied to the students who were volunteer. The application duration approximately
changed between 25-35 minutes.

Data Analysis

In order to test the construct validity of the scale, the construct in the original form developed by
Wintre et al. (2008) has been tested using confirmatory factor analysis. The internal consistency of the
scale was calculated using Cronbach's alpha coefficient method. A single-factor structure in its original
form developed by Wintre et al. (2009) was tested using confirmatory factor analysis to test the
construct validity of the scale. In addition to this, it is stated that in case of high university-student
match at the time of the development of SUM, the academic relationship with the scores obtained from
the scales is expected to be positive (Wintre et al., 2009). In this respect, the relationship between the
Turkish version of the scale and the average weighted composite score of the students was examined.

Results
Findings Related to Reliability

Findings related to the reliability of the scale were determined using the internal consistency
coefficient method.

Internal consistency coefficient: Evidences for the reliability of the adapted tool were obtained by
using the internal consistency coefficient which is one of the single application-based reliability
determination methods. The Cronbach Alpha coefficient, which is a measure of reliability in terms of
internal consistency of multiple scoring instruments, was calculated. Cronbach Alpha is a coefficient that
gives results about the internal consistency as to whether items measure the same psychological
structure or not based on inter-item correlations (Cronbach, 1951). In Social Sciences, .70 and higher
Cronbach Alpha coefficients are accepted as expected levels in terms of internal consistency (Nunnaly,
1978).

Table 2.
Cronbach Alfa Results.

Number of Cronbach Alfa Coefficient Cronbach Alfa Coefficient
Sub-Dimensions/Scale items Turkish Application Application in Original Language
Social, Personal and 9 .85 -
Environmental Adaptation
Academic and Intellectual 8 .83 -
Adaptation
SUM-Whole Scale 17 .90 .87

The internal consistency coefficients calculated with the Cronbach Alpha coefficient were high on the
scale level and the sub-dimensions existing in the SUM. It was observed that the 17 items included in
the SUM made consistent measurement in social, personal and environmental adaptation, and
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academic and intellectual adaptation sub-scales and in the whole of the scale and the measurements
were higher than satisfactory level in terms of internal consistency. In summary, it can be argued that
the items at the level of the whole scale and of all sub-dimensions measure homogeneously the same
psychological structure.

Findings Related to Validity

Item-item and item-total score correlations: In the inventories developed to be used in educational
sciences and psychology, each item in the scope is expected to make a meaningful contribution to the
scale total score and have a statistically significant relationship with the total scale (Clark & Watson,
1995). Although there are different opinions that change according to dimension structure of the scale
in terms of the correlation level between the item and scale total scores, the item total score
correlations are expected to be statistically significant and at the level of .30 and above (Tabachnick &
Fidell, 2013). As it is seen in the table, all 17 items have relationship at positive, significant and medium
level with the scale total score. In line with this result, it can be stated that the items have the necessary
relationship with the scale total score. As seen in Table 3; item-item, item-sub-dimension and item-total
score correlations were given for the SUM. All 17 items have a positive, significant and moderate
relationship with the sub-dimension that they represent and the scale total score. Accordingly, it is seen
that the items have the desired meaningful and positive relationship with the total score of the scale.

Table 3.

Item-Item, Item-Sub-Dimension and Item-Total Score Correlations.

Item Total SD1'SD2% m1* m2* m3* m4* m5* m6* m7* m8 m9 m10* m1l m12* m13 m14 m15 m16
m1* 69 .75 517

m2* 617 677 .46 48"

m3* 65 687 .51 .49 48"

ma* 56 .64 .39 .40 357 37

m5* 6777837 49" 48" 437 427 617

m6* 427 517267 277137 197 217 297

m7* 717 747 567 527 497 427 357 457 367

m8 627 527647 367317317357 36 247 517

m9 687 607 .68 .47 36 .40 357 38" .22 537 .60

m10* 747 747 627 527 48 477 417 487 217 517 447 547

mi1l 707 607 .70 .43 377 44" 2777 387 227 427 377 477 567

mi12* 697 65 .64 .44 38 407 297 40 .17 .43 387 437 537 627

m13 607 47767347277 357 247 347137 347 277 327 427 457 507

mi14 557 407 627 260 297 317237267 .20 .29 267 28" 327 .36 .34 417

m15 547 387 647 277 247 287237 307.097 .26 .30 257 337 .28 .36 .387 .40

m16 56 387 .67 27 .27 287 .16 27 .14 277 257 307 327 .35 377 .37 .33 .397
m17 647 477 747 337 337 357 257 337147 36 .337 .37 417 .43 417 417 397 427 697

SD' Sub -Dimension 1: Social, Personal and Environmental Adaptation SD? Sub -Dimension 2: Academic and Intellectual Adaptation
* Items associated with the first sub-dimension due to factor structure ** The correlation coefficient is significant at .01 level

Criterion-related validity: The correlations of The Student- University Match (SUM) Questionnaire
which was adapted for Turkish culture and University Life Scale (ULS) which was adapted with the aim of
collecting evidence for the criterion-related validity of the SUM were examined and the results are given
in Table 4 below.

As it is seen in Table 4, there are significant relationships between the subscale and the scale total
score of the SUM and the subscale and the scale total score of the University Life Scale (in the range of
r=.11, p<.05 and r=.38, p<.05). These results indicate that the scores obtained from the scales that were
used to measure the variables and proved to make valid and reliable measurement are connected with
each other, and the expected relations are theoretically confirmed as observed relations.
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Table 4.
SUM and ULS Correlations.

Sub- Dimensions/ SUM- SUM- SUM ULS ULS ULS ULS ULS ULS

Scale sD1 SD2 Total SD1 SD2 SD3 SD4 SD5 SD6
SUM-SD2 727

SUM Total 94" 92"

ULS SD1 54" 477 557

ULS SD2 11" 217 12" a”

ULS SD3 22" 267 257 43" 44"

ULS SD4 18" 177 197 387 46 397

ULS SD5 127 137 147 387 527 347 47

ULS SD6 19”7 177 197 497 537 49”7 40”7 397

ULS Total 34" 327 36 760 787 68 69 69 73"

Construct Validity

Confirmatory Factor Analysis results: The adaptation level between the measurement model of the
adapted measuring tool which was presented at the time it was developed and the data obtained in the
Turkish culture in the scope of the research was tested with Confirmatory Factor Analysis (CFA).
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Figure 1. Confirmatory Factor Analysis (CFA).
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Table 5.

Model Adaptation Indices Obtained by CFA for SUM.
Application x? x%/df RMSEA CFl GFI NFI NNFI
Application in Turkish 526.05 4.57 .08 97 91 .96 .96

In the examination of the factor structure of the scale, firstly the structure in which the items
represented two factors were examined and it is observed that the results regarding the goodness of fit
were close to the acceptable limits (RMSEA=.08, CFI=.97, GFI=.91, NFI=.96, NNFI=.93). In line with the
expression of the fact that the error variances of the items representing the same dimension can be
correlated (Kline, 2005), the modification suggestions that enhance the goodness of fit by the LISREL
software are examined and it was found appropriate to correlate the error variances of between the
items 4th and 5th; 8th and 9th; 16th and 17th. When the fit indices obtained as a final result of this
process are examined; it is seen that the data fit well with the model according to the RMSEA index (<=
.08), and according to CFl, GFI, NFl and NNFI (>=.90; Bentler, 1990; Kline, 2005). It is seen that the rate of
chi-square degree of freedom is also acceptable (<=6.00; Steiger, 2007). Additional investigations
showed that all the path coefficients between the latent variables in the model and the items
representing them on the scale were statistically significant. According to this, it can be stated that the
data obtained in the Turkish culture by the measurement tool fit to the measurement model with two
sub-dimensions proposed in the original development study of the scale. Furthermore, the high path
coefficient (.91) between the two latent variables shows that conceptually, two latent variables (social,
personal, environmental adaptation and academic and intellectual adaptation) are quite similar.

Relation with Academic Achievement

It is stated that the academic relationship is expected to be positive with the scores obtained from
the scales in the case of high adaptation to university or high university-student compliance in the
development of the SUM (Wintre et al., 2008; Wintre et al., 2009). In this respect, the relationship
between the Turkish adaptation of the scale and the average weighted composite score of the students
is examined and the results are given in Table 6 below.

Table 6.
Relation SUM and Academic Achievement.
SUM-SD1 SUM-SD2 SUM-Total
.06 .05 .06

As it can be seen in Table 6, although there seems to be a relationship between the sub-dimensions
and total score of the SUM with the average weighted composite score of the students, it is not possible
to mention about a meaningful relationship as the correlation coefficient is very low in terms of level (r =
.06, p> .05). At this point, the sample can be enlarged and made more heterogeneous to make the
relationship meaningful; some cultural factors may also be effective in the lack of meaning.

Discussion, Conclusion & Implementation

The results of this study which was conducted for the purpose of adapting the Student-University
Match (SUM) Questionnaire into Turkish show that SUM is a valid and reliable measurement tool. For
the reliability study of the scale, firstly Cronbach Alpha reliability coefficient was calculated and it was
found as .87. Cronbach Alpha is a coefficient that gives results about the internal consistency as to
whether the items measure the same psychological structure or not based on inter-item correlations
(Cronbach, 1951) and .70 and higher Cronbach Alpha coefficients are accepted as expected levels in
terms of internal consistency in social sciences (Nunnaly, 1978). Therefore, as a result of the internal
consistency coefficient calculated by the Cronbach Alpha coefficient of the adapted scale, it was
observed that all of the 17 items included in the SUM were above the satisfactory level in terms of
internal consistency.
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Within the scope of the studies on the validity of the SUM, firstly item-item and item-total score
correlations were calculated. In the scales developed to be used in educational sciences and psychology,
each item in the scope is expected to make a meaningful contribution to the scale total score and have a
statistically significant relationship with the total scale (Clark, 1995). Although there are different
opinions that change according to dimension structure of the scale in terms of the correlation level
between the item and scale total scores, the item total score correlations are expected to be statistically
significant and at the level of .30 and above (Tabachnick & Fidell, 2013). In this sense, it is stated that all
17 items of the SUM have relationship at positive, significant and medium level with the scale total
score. As it is also explained in the findings section, when the fit indices of the scale are examined, it is
determined that, the data were in good fit with the model according to the RMSEA index and according
to CFI, NFI and NNFI. In addition to this, it is also determined that the rate of chi-square degree of
freedom is acceptable.

The transition period to university includes many stress factors because it includes new social and
academic environment adaptation requirements such as establishing new relationships, reshaping
previous friends and family relationships, gaining new academic study habits, and acquiring new roles in
the development of identity (Fisher, 1994; Gall, Evans, & Bellerose, 2000; Parker, Summerfeldt, Hogan,
& Majeski, 2004; Oswald & Clark, 2003). On the other hand, in the studies on transition process to
university, it is stated that a dynamic transition process has a high level of relationship with the quality
of university adaptation process (Tinto, 1982; Wintre et al., 2008). In other words, the positive result of
university-student match of the first-year students in the transition period to the university is also an
important predictor of the adaptation levels of the first-year students. Fisher and Hood (1987) describe
the two-month period before starting the university and the six-week period after starting the university
as the psycho-socially challenged and absent-mindedness process. Tinto (1993) describes the transition
process to university as a key process in university success in the long term. In other words, the first year
of the transition period to university is considered as an important predictor of the academic success of
the students in the second, third and subsequent years. Moreover, it is stated that the university drop-
out, which was considered as a result of the university mismatch, was seen at the intention or action
level before the second year (Adelman, 2006; Sidle & McReynolds, 2009). As a result, there may be
situations such as not being able to integrate with the university, unwillingness for adaptation to the
university, and to move away from academic actions, and it can be turned into a vicious circle
throughout the entire university process (Adelman, 2006). Therefore, it is considered that the
determination of university-student match, which is stated as a significant predictor of adaptation to the
university, may be the source of realizing preventive studies for university drop-out.

The first year of the university transition period is expressed as one of the most critical adaptation
processes throughout the entire university and adult life because it is a period in which the university
students reconsider their expectations from the university, the quality of the communication with other
students, academic and administrative staff, the rules of the new academic environment and methods
of study, and the personality characteristics they brought to the university (Swanson, Vaughan, &
Wilkinson, 2017; Tinto, 1993). That being said, the match that is an important predictor of university
students' adaptation to the university in the first year refers to the match between the developmental
needs of the beginner university students and the opportunities offered by the university (Wintre et al.,
2008; Wintre et al., 2009).

Studies related to university compliance are process based studies that examine the adaptation to
the university by considering university factors and non-university factors together (personality
characteristics of the students, resources provided by the university, communication with academic
staff, internal motivation and goals of the students, non-university activities, peer relations etc.) and
examining the effects of these factors on the adaptation of the students who are in transition process.
These studies have effectively dealt with the factors affecting the adaptation levels of the students in
the transition period, but have failed to explain how students experience, perceive, and manage these
factors in the process (Clark, 2005). For this reason, studies related to the transition process to the
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university have developed towards the studies on how students manage their processes and thus how
the university factors and student factors affect each other including the perceptions of the students
(Clark, 2005; Feldt, Graham, & Dew, 2011; Wintre et al., 2008). Determining the level of university-
student match is emphasized as one of the most important factors in this process (Wintre et al., 2008).
Therefore, it is thought that the determination of university-student matching levels perceived by the
first-year students can be directly effective on adaptation process to the university and the
psychological and social consequences of the adaptation process. The adaptation process of the first-
year students to the university is discussed with a multidimensional structure as mentioned before. In
this context, it is thought that the determination of the university-student matching level will be a
source for adaptation programs based on university. For this reason, the Student-University Match
(SUM) Questionnaire was adapted into Turkish with the aim of measuring the matching level of the first-
year students who are at the transition stage to the universities. In summary, validity studies indicate
that the scale can measure in a valid way the structures that it aims to measure. In conclusion, SUM is a
measurement tool that can be used in researches about the first-year university students’ adaptation to
university in order to measure university students' perceptions about university-student matching levels
in the first year of university education.
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Turkish Version

Girig

Universiteye gecis siireci olan ilk yil siireci yasamsal bir gegis siireci olarak “degisim periyodu,
dengesizlik, kazang ve kayiplarla ilgili i¢csel bir denge kurma sireci” olarak tanimlanmaktadir (Cowan,
1991). Baska bir ifadeyle Universiteye gegis slreci olan ilk yil sirecinin gecis asamasindaki 6grencilerin
kendilerine yeni bir sosyal cevre yarattiklari, ciddi kariyer planlari yapmaya basladiklari, psikolojik, sosyal
ve kimlik gelisimi ile ilgili kritik bir sire¢ olarak ifade edilmektedir (Pascarella & Terenzini, 1991). Kimlik
gelisimi agisindan ele alindiginda ise bu siire¢ Arnett’in “Beliren Yetiskinlik” dénemi olarak adlandirdigi
strece denk gelmektedir. Arnett (2000) “Beliren Yetiskinlik” kuraminda Universitenin ilk yil siirecini de
kapsayan 18-25 yas arasindaki dénemin kendisinden dnce gelen ergenlik ile kendisinden sonra gelen
yetiskinlik dénemlerinden farkli 6zelliklere sahip oldugunu, bu dénemi yetiskinlik donemine kaynakhk
edecek is, ask ve diinya gorusl alanlarinda denemelerin gerceklestigi donem olarak ifade etmektedir.
Baska bir ifadeyle Arnett (2004), 6ne slrdigi kuraminda ergenlik doneminde kimlik gelisiminin
tamamlanmadigini, kimlik gelisimi ile ilgili kritik stirecin Uiniversiteye gegis agamasini da kapsayan 18
yasindan baslayip 20’li yaslarin sonuna kadar devam edebilen beliren yetiskinlik dénemi oldugunu
vurgulamaktadir. Ergenlik ve yetiskinlik donemleri arasinda bulunan bu dénem ise beraberinde birgok
firsat ve gigligu getirmektedir (Arnett, 2000). Arnett (2016), lniversiteye gegis asamasinda olan
ogrencilerin Universite uyumlarinin bu 6grencilerin is yasantisina gegislerinde de kaynaklk edebilecegini
vurgulamaktadir.

Universiteye gecis asamasinda olan ilk yil égrencileri hem Arnett’in dne siirdiigii Beliren Yetiskinlik
dénemi Ozelliklerine bagh olarak hem de Universiteye gegis asamasinin kendi dogasindan kaynakli olarak
bircok degisimle karsi karsiya kalmaktadirlar. Universiteye gecis siirecinde 6grencilerin biyiik bir kismi
ailelerinin yanindan ayrilmakta, farkh gevresel kosullarda yasamlarini surdiirmeye baglamakta, farkli
arkadas cevresi, akademik cevre gibi yeni yasantilarla karsi karsiya kalmaktadirlar. Bir diger ifadeyle
Universiteye gecis slrecinde ilk yil bircok acgidan ele alinan kompleks bir slre¢ olarak
degerlendirilmektedir (Pascarella & Terenzini, 1991).

Ogrencilerin ¢ogu yasamsal bir gecis siireci olan liseden Uiniversiteye gecis siirecini, basari ve
basarisizlik olarak algilasalar da Gniversitenin ilk, ikinci ve lglncl ayini takiben stres ve anksiyete
problemleri yasayabilmektedirler (Pancer, Hunsberger, Pratt, & Alisat, 2000). Yapilan arastirmalar gegis
surecindeki bu glgliklerin ekonomik (Astin, 1984), akademik performans (Tinto, 1993; Wolfe & Johnson,
1995), sosyal iliskiler (Astin, 1984; Wintre & Yaffe, 2000), kiltlrel degisim (Pascarella & Terenzini 2005;
Tinto 1993), psikolojik/duygusal saglik (Pritchard, & Wilson 2003; Mohr, Eiche, & Sedlacek, 1998; Tinto,
1993) basta olmak lzere bircok alanda ortaya ciktigini géstermektedir. Wintre vd. (2009), Universite ilk
yilinda meydana gelen bu degisimlerin ¢ok boyutlu uyum siirecini de beraberinde getirdigini ve bu
slirecteki uyum veya uyumsuzlugun tim yasami etkiledigini ifade etmektedir. Yapilan arastirmalar bu
stirecteki uyumsuzlugun beraberinde riskli davraniglar (Fromme, Corbin, & Kruse, 2008; Parks, Romosz,
Bradizza, Yaping, & Hsieh, 2008), okul terki (Tieu, 2008) gibi olumsuz durumlara neden olabildigini
gostermektedir. Bu nedenle ilk yil, Gniversite 6grencilerinin potansiyellerini gelistirici oldugu kadar,
olumsuz bir uyum sirecinin gelisimsel ve akademik boyutlarda engelleyici bir siirece donisebilecegi de
ifade edilmektedir (Wintre et al., 2009).

Universiteye gecis siirecinde {niversiteye uyum ile ilgili arastirmalar incelendiginde calismalarin iki
temel alanda toplandigi goériilmektedir. ilki 6grencinin sosyo-duygusal acidan gecmis yasantilari (aile
yapisi, kisilik yapisi, anne-baba baglanma bigimi, bilissel diizeyi, zeka, kimlik gelisimi, vb.) ile tiniversiteye
gelmesini temel alan c¢alismalar ile okul gevresinin yapisini ve karakteristik 6zelliklerini temel alan
(6grenci- fakiilte is birligi gibi) cevre odakl ¢alismalar oldugu goriilmektedir (Wintre et al., 2008). Wintre
vd. (2009), Beliren yetiskinlik kurami ile birlikte Gniversiteye gecis slirecinin sosyo-gelisimsel bakis agisi
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ile ele alinmasinin saglandigini ifade etmektedir. Baska bir ifadeyle (niversiteye geciste 6grencilerin
uyumlari sadece getirdikleri gelisimsel veya kimlik Ozellikleri ile veya sadece c¢evresel kosullar
degerlendirilerek ele ainmamaktadir. Arnett (2016), buna paralel olarak iniversite ilk yil sirecinde her
0grencinin kendine 6zgl uyum ve basetme yontemleri kullanmakta oldugunu ve bu yéntemlerin sadece
cevre veya gelisimsel dzellikler degil her ikisinin etkilesimi sonucu olustugunu ifade etmektedir. Baska bir
ifadeyle ilk yil Giniversite uyumu sadece 6grenciden veya sadece (iniversite ¢evresinden kaynaklanan
nedenlerle degil her iki yapinin interaktif bir sekilde etkilenmesi sonucu olustugu ifade edilmektedir.

Bu c¢alisma kapsaminda uyarlamasi gergeklestirilen Universite- Ogrenci Eslesme 6lgegini Wintre vd.
(2008), Genel Sistemler yaklasimi kapsaminda gelistirmislerdir. Genel sistemler Kurami (GSK) (Sameroff,
1995), bireyi gevrenin bir fonksiyonu olarak tanimlamamaktadir. Birey, ¢evre-birey etkilesimi igerisinde
aktif ve kompleks bir yapiya sahiptir (Wapner & Demick, 1998). Kuramda temel konu birey cevre
etkilesimi degildir. Birey cevre etkilesimi dogrusal bir bakis acisiyla degil holistik bakis agisiyla ele alinir.
GSK’ da temel konu birey-cevre uyumudur. Bu uyum, gercek ve karmasik yasam durumlarina karsihk
gelmektedir. Bu bakis agisina gore sistemlerin birinde olan karisiklik diger sistemleri etkilemektedir
(Wapner & Demick, 1998). Bir diger ifadeyle ortaya ¢ikan sonug ne sadece bireyin ne de sadece g¢evrenin
etkisiyle ortaya ¢ikmaktadir. Cevre ve birey etkilesimi sonucu ortaya ¢ikmaktadir (Sameroff, 1995).

Arnett (2016)'in, belirttigi gibi gelisimsel birgok donemde oldugu gibi beliren yetiskinlik donemi de
fark edilebilir diizeyde degisim alanlarini kapsamaktadir. Universiteye gecis déneminde olan &grencilerin
biligsel gelisimindeki olusumlar, sosyal rollerin yeniden yapilandiriimasi ve Universiteye uyumu bu
dénemde gdz 6niinde bulundurulan es zamanli ve kompleks yapida degisimleridir. Ozetle, genel
sistemler yaklasimina gore Universiteye gegis siirecinde uyum Universite- 6grenci interaktif etkilesimi ile
gerceklesmektedir (Wapner & Demick, 1998). Baska bir ifadeyle bu yaklasima goére o6grencilerin
Universiteye uyumunu anlamak icin 6grencilerin bireysel gelisimleri ile cevresel faktorlerinin
etkilesiminin g6z 6niinde bulundurulmasi gerekmektedir.

Wintre vd. (2008), Universite - Ogrenci Eslesme Olgegi'ni Eccles, Lord, ve Roeser (1996), tarafindan
ortaya atilan Genel Sistemler Kurami kapsaminda ele alinan Person- Environment Fit (PEF) modeli
cercevesinde hazirlamislardir. Eccles ve arkadaslari gecis asamasinda ortaya ¢ikan negatif psikososyal ve
davranissal sonuclarin bireysel ihtiyaclar ile cevresel firsatlarin olumsuz eslesmesinden kaynakli
oldugunu ifade etmektedirler. Baska bir ifadeyle bireylerin motivasyonlari ne kadar iyi olursa olsun
bireysel ihtiyaclar ile sosyal cevre kaynaklari iyi eslesmedigi stirece beklenen uyum saglanamayacagini,
bireylerin tam olarak motive ve tatmin olamayacaklarini ifade etmektedirler. Bu durum birey cevre
uygunlugunu (fit) ifade etmektedir. Universite cevresinin ilk yil &grencilerinin gelisimsel ihtiyaclari ile
eslesmemesinin 6grencilerin motivasyon, ilgi, performans ve davranislarinda disiise neden olacagi
vurgulanmaktadir (Eccles, Lord, & Roeser, 1996). Universite uyumu ile ilgili yapilan arastirmalar bu bakis
acisini destekler niteliktedir. Ornegin Universiteye iliskin pismanligin dgrenci basarisizlig, Universite
basarisizligl veya ikisinin birlesimi olarak ele alinmaktadir (Mohr, Eiche, & Sedlacek, 1998). Bu calismalar
Universite pismanligini tniversite ve 6grenci agisindan negatif durum ve olaylara baglarlarken (Smith,
1991); diger taraftan Wintre, Bowers, Gordner, ve Lange (2006), pismanligin sadece negatif bakis acisiyla
olusmadigini ifade etmektedirler. Wintre vd. (2006), boylamsal ¢alismalarinda, 0grencilerin
pismanliklarini 6grencilerin algilari yoninden incelemislerdi. Arastirma sonucunda Universite terkini
gerceklestiren Ogrencilerin dort farkl kategoride toplandigini tespit etmislerdir. Bu gruplar baska bir
Universiteye gecis, baska bir yliksekdgrenim kurumuna gegis, gonilli olarak Universiteyi terk ve
akademik basarisizliktan kaynakli zorunlu terk seklindedir. Ogrencilerin %29.40’iiniin bir baska
Universiteye gecis yaptigini, %29.40’Unln bir baska bir yiksekdgrenim kurumuna gegis yaptigini,
%32.00'sinin gonillu olarak Gniversiteyi terk ettigini, sadece %9.20’sinin akademik olarak basarisizliktan
kaynakli devam etmedigini ortaya koymustur. Sonug olarak bu yaklasimda 6grenciler sadece akademik
basarisizlik veya olumsuz durumdan kaynakli okul terki yasamamakla birlikte, Giniversitenin kendi ilgi ve
ihtiyaglarini karsilayamamasi nedeniyle de okul terki gerceklestirdikleri vurgulanmaktadir.
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Sonug olarak Universiteye gecis asamasi olan ilk yil Gniversite uyumunun incelenmesi kompleks ve
farkli kuramsal yaklagimlarla ele alinan bir siregtir. Bu durum bu sirecteki uyumu 6lgmek igin farkl
uyum Olgeklerinin kullanilmasini zorunlu kilmaktadir. Tirkiye’ de Universite 6grencilerinin uyum
dizeylerini belirlemeye yonelik yapilan calismalarda sinirli sayida 6lgme araglarinin oldugu tespit
edilmistir. Aladag, Kagnici, Tuna, ve Tezer (2003) tarafindan gelistirilen Universite Yasam Olgegi, Stroebe,
Van Vliet, Hewstone, ve Willis (2002) tarafindan gelistirilen ve Duru (2008) tarafindan Tirkge’ye
uyarlamasi yapilan Uyum Zorluklari Olgegi, Ozgiiven (1989), tarafindan gelistirilen Hacettepe Kisilik
Envanteri “Kisisel Uyum” ve “Sosyal Uyum” alt 6lgekleri, Aslan (2015), tarafindan gelistirilen Universite
Yasamina Uyum Olgekleri bulunmaktadir. Ancak tiniversitede ilk yil, kendi karakteristik 6zellikleri olan bir
sureg olarak degerlendirilmektedir. Alan yazin incelendiginde Universite ilk yil uyum siirecini Universite
o6grenci eslesme algisi agisindan degerlendiren bir 6lgme araci bulunmadig gorilmektedir. Bu nedenle
Tirkgeye uyarlamasi yapilan olgegin ilk yil gecis asamasinda olan 6grencilerin uyum dizeylerini
belirlemeye yonelik yapilacak ¢alismalara kaynaklk edecegi distinilmektedir.

Yontem
Arastirma Modeli

Olgegin glivenirligine iliskin bulgular ic tutarliik katsayisi kullanilarak belirlenmistir. Olcegin gecerlik
analizlerini gergeklestirmek amaciyla olgiit dayali gegerlik ve yapi gegerligi test edilmistir. Ayrica orijinal
Olgege paralel olarak 6grencilerin agirlikh basari puani ortalamalari ile iliskisi incelenmistir.

Calisma Grubu

Universite- Ogrenci Eslesme Olgeginin Tiirkgeye uyarlanmasi siirecinde, orijinal 6lgegin gelistirilmesi
sirecine paralel olarak Tiarkiye capinda alti farkh Gniversiteden veri toplanmis, 698 Universite
6grencisinden olusan bir 6rneklem grubu tizerinde uygulama gergeklestirilmistir. S6z konusu 6grencilerin
cinsiyet, egitim gordukleri Universite, puan ve program tird, sinif diizeyi ve fakillteye gore dagilimlar
Tablo 1'de 6zetlenmistir. Tablo 1’de betimsel istatistikleri sunulan 698 kisiliden elde edilen veriler, kayip
veri ve ug degerlerin bulunup bulunmamasi anlaminda kontrol edilmistir. Uyarlama kapsaminda, bir
o6lgme aracinin madde sayisinin %20.00’si ve daha fazlasina yanit vermeyen o6grencilerin (n=9)
sagladiklar veriler yetersiz olarak degerlendirilmistir. Buna ek olarak, tiim boyut ve alt boyutlarda elde
edilen veriler z standart puan donustirmesi yapilacak -3.00 ile 3.00 standart puan araligi disinda olan
veriler ug deger olarak nitelendirilmektedir ve normal dagihmi bozan bir yapida olduklarindan analiz disi
birakilmalari 6nerilmektedir (Tabachnick & Fidell, 2013). Gergeklestirilen u¢ deger analizlerinde yukarida
sunulan kayip veriye sahip 6grencilerin verileri disindaki 8 6grenciye ait verilerin gesitli boyut ve alt
boyutlarda ug deger niteligi tasidigi gortlmis ve analiz disi birakilmistir. Veri kontroliini olusturan kayip
veri basamagi bir bitiin olarak degerlendirildiginde toplam 17 6grenciye ait veriler, veri setinden
cikarilmis ve tiim analizler 681 kisiden olusan veri seti ile gerceklestirilmistir.

Veri Toplama Araglari

Katilimcilara Universite-Ogrenci Eslesme Olcegi ile birlikte Universite Yasami Olcegi ve Kisisel Bilgi
Formu uygulanmistir.

Universite-Ogrenci Eslesme Olgegi: Wintre, Knoll, Pancer, Pratt, Poliviy, Birnie-Lefcovitch, and Adams
(2008), tarafindan gelistirilen Universite- Ogrenci Eslesme Olcegi 17 maddeden olusmaktadir. Olgek
o6grencinin bireysel amag ve ihtiyaglari ile lniversite tarafindan saglanan firsatlarin eslesme niteligini
olgmektedir. Likert tipi olan o6lgek 0 (kesinlikle uyusmuyor) ile 5 (mikemmel uyusuyor) puan arasinda
derecelendirilmektedir. Olgek, iiniversitenin sosyal dinamikleri (7 madde), akademik zorluklar (5 madde),
program uygunlugu (3 madde), fiziksel ¢evre (2 madde) kapsaminda maddelerden olusmaktadir.
Olgekten alinan yiiksek puanlar niversite-dgrenci olumlu eslesme algisini, diisiik puanlar ise olumsuz
eslesme algisini ifade etmektedir. Olgegin Cronbach’s alpha giivenirlik kat sayisi araligi .80 ile. 93
arasindadir.
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Tablo 1.

Demografik Degiskenler.

Degisken Grup Frekans (f) Yiizde (%)

Cinsiyet Kadin 454 65.10
Erkek 243 34.80
Belirtilmemis 1 .01

Universite Hacettepe 183 26.90
Kastamonu 71 10.40
Kars Kafkas 118 17.30
Ahi Evran 95 14.00
Cukurova 158 23.20
Balikesir 56 8.20

Fakilte ve Yiksekokul Egitim 340 49.90
Edebiyat 27 4.00
Hukuk 33 4.80
Muhendislik 40 5.90
iktisadi ve idari Bilimler 40 5.90
Tip Fakiltesi 2 .30
Hemsirelik 122 17.90
Beden Egitimi ve Spor YO. 7 1.00
Meslek YO. 70 10.30

Puan ve Program Turu Tirkce ve Matematik 334 49.00
Fen ve Matematik 199 29.20
Tirkce ve Sosyal 71 10.40
On Lisans 77 11.30

Sinif Dizeyi 1.Sinif 641 94.10
Hazirlik 38 5.60
Belirtilmemis 2 .30

Olcegin ceviri ¢calismasi: Olcegi gelistiren sorumlu yazardan Tirkce cevirisi icin gerekli izin yazili
olarak alindiktan sonra 6lgegin cevirisi arastirmaci tarafindan gergeklestirilmistir. Ardindan orijinal 6lgek
maddeleri ve gevirileri Ug farkli alan uzmanina sunulmustur. Her bir uzmana ilgili madde ve gevirisi ile
ilgili gorlist sorulmus ve gerek gérmeleri durumunda diizeltme talep edilmistir. Her bir madde ve geviri
onerileri degerlendirilerek 6lgegin deneme formu olusturulmustur. Deneme uygulamasi kapsaminda;
dlcek Hacettepe Universitesi PDR Balimii'nde okuyan 56 birinci sinif 8grencisine uygulama yapiimistir.
Uygulama siirecinde her bir maddeyi anlasilirlik yéniinden degerlendirmeleri, anlamakta zorlandiklari
madde ile ilgili dislincelerini dlgek lizerinde madde yanina yazmalari istenmistir. Ayrica gerekli durumda
bire bir maddelerle ilgili gorlis alinmistir. Deneme uygulamasinda ortalama uygulama sireci tespit
edilmistir. 56 6grencinin her bir formu incelenmis anlasiimayan bir maddeye rastlanmamistir.

Universite Yasami Olgedi: Aladag, Kagnici, Tuna, ve Tezer (2003) tarafindan gelistirilen ve 48
maddeden olusan Olgek 7 dereceli likert tlri bir 6lgme araci olup her bir madde "bana hig¢ uygun degil" -
"bana tamamen uygun" araliginda bir deger almaktadir. Yiiksek puan uyumu, disik puan ise
uyumsuzlugu ifade etmektedir. Olgek; Universite Ortamina Uyum, Duygusal Uyum, Kisisel Uyum, Karsi
Cinsle iliskiler, Akademik Uyum ve Sosyal Uyum olmak {izere toplam alti alt boyuttan olusmaktadir. Alt
olgekler arasi korelasyonlar .33 ile .48 arasinda degismekte olup alt Olgeklerin toplam puanla
korelasyonlari ise .64 ile .77 arasinda degismektedir. Alt 6lceklerin Cronbach Alpha katsayilari sirasiyla;
iniversite ortamina uyum icin .80, duygusal uyum igin .79, kisisel uyum icin .76, karsi cinsle iliskiler igin
.73, akademik uyum icin .70, sosyal uyum igin .63, olarak hesaplanmistir. Olgegin tiimiine iliskin ic
tutarhlik katsayisi .91 olarak hesaplanmistir.
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Kisisel Bilgi Formu: Katiimcilara ait cinsiyet, Universite, fakilte, boélim, lisans puan tilrd, lisans giris
puan ile yuzdelik degiskenleriyle ilgili bilgilerin elde edilmesi amaciyla arastirmacilar tarafindan
hazirlanmistir.

Verilerin Toplanmasi

Arastirmaya baslamadan ©nce Hacettepe Universitesi etik komisyonundan izin alinmistir.
Arastirmada, arastirmacilara hiz ve pratiklik kazandirmasi amaciyla kolay ulasilabilir durum 6érneklemesi
yontemi kullanilmistir. Arastirmada kullanilan olgekler 6grencilere sinif ortaminda uygulanmistir.
Uygulama 6ncesinde 6grencilere arastirmanin amaci hakkinda bilgi verilmis ve génilli olan 6grencilere
olgekler uygulanmistir. Uygulama yaklasik olarak 25-35 dakika arasinda degismistir.

Verilerin Analizi

Olgegin yapi gegerligini test etmek icin dogrulayici faktér analizi kullanilarak Wintre vd. (2008),
tarafindan gelistirilen 6zgiin formundaki yapi test edilmistir. Olgegin i¢ tutarligi Cronbach alfa katsayisi
yontemi ile hesaplanmistir. Olgegin gecerlik calismasi icin yapi gegerligini test etmek icin dogrulayici
faktor analizi kullanilarak, Wintre vd. (2009) tarafindan gelistirilen 6zglin formundaki tek faktorli yapi
test edilmistir. Bununla birlikte UOEQ gelistiriime asamasinda Universite-6grenci eslesmesinin yiiksek
olmasi durumlarinda &lgeklerden elde edilen puanlarla akademik iliskinin pozitif olmasinin beklendigi
belirtilmistir (Wintre et al., 2009). Bu agidan, Tirkge uyarlamasi yapilan 6lgegin 6grencilerin agirhkh
basari puani ortalamalari ile iliskisi incelenmistir.

Bulgular
Giivenirligine iliskin Bulgular
Olgegin giivenirligine iliskin bulgular i¢ tutarlilik katsayisi yéntemi kullanilarak belirlenmistir.

i¢ Tutarllik Katsayisi: Uyarlanan aracin giivenirligine iliskin kanitlar tek uygulamaya dayali giivenirlik
belirleme yontemlerinden olan ig tutarlilik katsayisi ile elde edilmistir. Coklu puanlanan 6lgme araglarinin
i¢ tutarhihklari anlaminda glivenirlik 6lcisi olan Cronbach Alfa katsayisi hesaplanmistir. Cronbach Alfa,
maddeler arasi korelasyonlara dayali olarak maddelerin ayni psikolojik yapiyi 6lgtiip 6lgmedigine dair i¢
tutarlilik anlaminda sonug veren bir katsayidir (Cronbach, 1951). Sosyal bilimlerde .70 ve daha yiksek
Cronbach Alfa katsayilari i¢ tutarhlik agisindan ulasilmasi beklenen dizeyler olarak kabul edilmektedir
(Nunnaly, 1978).

Tablo 2.
Cronbach Alfa Sonuglari.

Madde Cronbach Alfa Katsayisi Cronbach Alfa Katsayisi
Alt Boyut/Olgek Sayisi Tirkge Uygulama Orijinal Dilde Uygulama
Sosyal, Kisisel ve Cevresel Uyum 9 .85 -
Akademik ve Entelektiiel Uyum 8 .83 -
UOGEO-Tiim Olgek 17 .90 .87

Cronbach Alfa Katsayisi ile hesaplanan ic tutarlilik katsayilari, dlcek diizeyinde ve UOEQ’de var olan
alt boyutlarda yiiksek diizeydedir. UOEQ’de yer alan 17 maddenin Sosyal, Kisisel ve Cevresel Uyum ile
Akademik ve Entelektiiel Uyum alt boyutlarinda ve olgegin bir bitin olarak timinde tutarli dlgme
yaptigi ve ic tutarlilik agisindan tatmin edici seviyenin Ustiinde oldugu gériilmistir. Ozetle, dlgek igin
tiim olgek diizeyinde ve alt boyutlar diizeyinde maddelerin homojen olarak ayni psikolojik yapiyr 6l¢ctigu
savunulabilir.

Gegerlige iliskin Bulgular

Madde-Madde ve Madde-Toplam Puan Korelasyonlari: Egitim bilimleri ve psikolojide kullaniimak
Uzere gelistirilen envanterlerde, kapsamda yer alan her maddenin, 6l¢cek toplam puanina anlamli bir
katki saglamasi ve 0Olgek toplami ile arasinda istatistiksel agidan manidar bir iliskisi olmasi
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beklenmektedir (Clark & Watson, 1995). Madde ile 6lgek toplam puanlari arasindaki iliskinin diizeyi
acisindan oOlgegin boyut yapisina gore degisen farkh gorlsler bulunsa da madde toplam puan
korelasyonlarinin istatistiksel agidan manidar ve .30 ve Ustliinde olmasi beklenmektedir (Tabachnick &
Fidell, 2013). Tabloda goruldugu Gzere, 17 maddenin timu, 6lgek toplam puani ile pozitif, manidar ve
orta dizeyde iliskiye sahiptir. Bu sonug dogrultusunda maddelerin 6lgek toplam puani ile gerekli iliskiye
sahip oldugu ifade edilebilir. Tablo 3’de goriilduigi tizere UOEQ icin madde-madde, madde-alt boyut ve
madde-toplam puan korelasyonlari verilmistir. 17 maddenin timu, temsil ettikleri alt boyut ve 6lcek
toplam puani ile pozitif, manidar ve orta diizeyde iliskiye sahiptir. Buna gore, maddelerin 6lgek toplam
puant ile istenen manidar ve pozitif iliskiye sahip oldugu goérilmektedir.

Tablo 3.

Madde-Madde ve Madde-Toplam Puan Korelasyonlari.

Madde Toplam AB1' AB2” m1* m2* m3* m4* m5* m6* m7* m8 m9 m10* m1l m12* m13 m14 m15 m16
m1* 69 .75 517

m2* 617 .67 46" 48"

m3* 65 .68 517 .49 48"

ma* 56 .64 397 .40 357 377

m5* 67737 497 48" 437 427 61”7

mé* 427 517 267 277137 197 217 297

m7* 717747 567 527 49" 427 357 457 367

m8 627527 647 367 317 317 357 367 247 517

m9 68 60 .68 .47 36 .40 35 387 227 537 .60

m10* 747 747 627 527 48" 477 417 487 217 517 447 547

mi1 707 .60 70" 43" 377 447 277 387 227 427 377 477 567

m12* 697 .65 .64 .44 38 .40 297 .40 17 437 387 437 537 627

m13 607 .47 677347 277 357 247 347 137 347 277 327 427 457 507

m14 55 .40 .62 .26 297 317 .23 .26 .20 .29 26 287 327 367 347 417

m15 547 387 647 277 247 287 237 307 .09 267 307 257 337 .28 .36 .38 .40

m16 56 .38 .67 27 277 .28 .16 27 147 277257 307 327 35 377 .37 .33 397
m17 647 477 747 3373377 357 257337 147 36,337 .37 417 437 417 417 397 427 697

AB1 Alt Boyut 1: Sosyal, Kisisel ve Cevresel Uyum
* Faktor yapisi dolayisiyla ilk alt boyutla iligkili maddeler

AB2 Alt Boyut 2: Akademik ve Entelektiiel Uyum
**Korelasyon katsayisi .01 diizeyinde manidardir.

Ol¢iit Dayanakh Gecgerlik: Tiirk kiltiiri igin uyarlanan Universite- Ogrenci Eslesme Olgeginin 6lgiit
dayanakl gegerligine dair kanit toplamak amaciyla uyarlanan &lgegin Universite Yasami Olgegi (UYO) ile
korelasyonlari incelenmis, sonuglar asagida yer alan Tablo 4’te verilmistir.

Tablo 4.
UGEGD ile UYO Korelasyonlari.
UOEO- UOEO- UOEO UYO UYO UYO UYO UYO UYO
Alt Boyut/Olgek AB1 AB2 Toplam AB1 AB2 AB3 AB4 AB5 AB6
UOEO-AB2 72"
UOEO Toplam 947 927
UYO AB1 54" 47" 557
UYO AB2 11" 217 12" T
UYO AB3 22" 26" 257 43" 44"
UYO AB4 18" 177 197 387 46" 397
UYO AB5 127 137 147 387 527 347 427
UYO AB6 19”7 177 197 497 537 497 40" 397
UYO Toplam 347 327 367 767 787 687 69" 69 .73
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Tablo 4’te gorildugl Gzere, UOEQ’'niin alt boyut ve &lgek toplam puani ile Universite Yasam
Olgeginin alt boyut ve &lcek toplam puanlari arasinda manidar iliskiler bulunmaktadir (r=.11, p<.05 ve
r=.38, p<.05 araliginda). Bu sonuglar, kavramsal olarak iliskisi olmasi degiskenleri olgen, gegerli ve
guvenilir 6lgme yaptigl kanitlanan o6lgeklerden alinan puanlarin iligkili oldugunu ifade etmekte; teorik
olarak beklenen iliskileri gbzlenen iliskiler olarak dogrulanmasini saglamaktadir.

Yapi Gegerligi

Dogrulayici Faktér Analizi sonuglari: Uyarlanan 6lgme aracinin, gelistirildikleri sirada sunduklari
o6lgme modeli ile arastirma kapsaminda Tirk kiltiirinde elde edilen veriler tarafindan hangi olgide
uyum gosterdigi Dogrulayici Faktor Analizi (DFA) ile test edilmistir.
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Sekil 1. Dogrulayici Faktor Analizi (DFA).
Tablo 5.
UOGEOD icin DFA ile Elde Edilen Model Uyum indeksleri.
Uygulama x? x*/sd RMSEA CFI GFI NFI NNFI
Tirk¢e Uygulama 526.05 4.57 .08 .97 91 .96 .96

34



Dilek AVCI, Tiirkan DOGAN — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 17-40

UOEO olgeginin faktdr yapisina yonelik incelemede dncelikle maddelerin iki faktérii temsil ettigi yap!
incelenmis ve uyum iyiligine iliskin sonuglarin kabul edilebilir sinirlara yakin oldugu (RMSEA=.08, CFI=.97,
GFI=.91, NFI=.96, NNFI=.96) gorulmistir. Ayni boyutu temsil eden maddelerin hata varyanslarinin
iliskilendirilebilecegi (Kline, 2005) ifadesi dogrultusunda LISREL yazilimi tarafindan uyum iyiligini artirici
modifikasyon &nerileri incelenmis ve 4. ve 5.; 8. Ve 9.; 16. ile 17. maddelerinin hata varyanslarinin
iliskilendirilmesi uygun gorilmistir. Bu islem sonunda nihai olarak elde edilen uyum indeksleri
incelendiginde; RMSEA indeksine gore verilerin modele iyi uyum gosterdigi (<=.08), CFl, GFI, NFI ve
NNFlI'a gore iyi uyum gosterdigi (>=.90; Bentler, 1990; Kline, 2005) gorulmektedir. Ki-kare serbestlik
derecesi oraninin da kabul edilebilir oldugu gorilmektedir (<=6.00; Steiger, 2007). Yapilan ek
incelemelerde, modeldeki gizil degiskenler ile onlari Olgekte temsil eden maddeler arasindaki yol
katsayilarinin tiimiiniin istatistiksel olarak manidar oldugu gérilmistiir. Buna gore, 6lgme araciyla Tirk
kiltirinde elde edilen verilerin 6lgegin orijinal gelistirme c¢alismasinda 6nerilen iki alt boyutlu 6lgme
modeline uyum gosterdigi ifade edilebilir. Ayrica, iki gizil degisken arasindaki yliksek yol katsayisi (.91),
kavramsal olarak iki gizil degiskenin (Sosyal, Kisisel, Cevresel Uyum ile Akademik ve Entelektiiel Uyum)
oldukga benzer oldugunu géstermektedir.

Akademik Bagari ile iligki

UOGEOQ olgeginin gelistiriimesi asamasinda da Universiteye uyum saglama ya da Universite-6grenci
uyumu yiksek olmasi durumlarinda olgeklerden elde edilen puanlarla akademik iligskinin pozitif
olmasinin beklendigi belirtilmistir (Wintre et al., 2008; Wintre et al., 2009). Bu agidan, Tiirkge uyarlamasi
yapilan olgegin 6grencilerin agirlikli basari puani ortalamalari ile iliskisi incelenmis ve sonuglar asagidaki
Tablo 6’da verilmistir.

Tablo 6.
UGEOD lle Agirlikli Basari Puani Ortalamalari ile iliski.
UOEG-AB1 UOEG-AB2 UOEO-Toplam
.06 .05 .06

Tablo 6’da da gériilecegi izere, UOEQ alt boyutlari ve toplam puani ile 6grencilerin agirlikli basari
puani ortalamalari arasindaki iliski var gibi gérinmesinde ragmen korelasyon katsayisi diizey olarak
oldukga distik oldugundan manidar bir iliskiden bahsedilememektedir (r=.06, p>.05). Bu noktada, iliskiyi
manidar hale getirmek icin 6rneklem biyGtulip daha heterojen hale getirilebilir; iliskinin manidar
olmamasinda kiiltiirel bazi faktorler de etkili olabilmektedir.

Tartisma, Sonug ve Oneriler

Universite- Ogrenci Eslesme Olgegi (UOEO) nin Tiirkce ‘ye uyarlanmasi amaciyla gergeklestirilen bu
arastirmanin sonuglari; UOEQ’NIN gecerli ve giivenilir bir 6lcme araci oldugunu géstermektedir. Olcegin
glvenirlik calismasi icin Oncelikle Cronbach Alfa gilivenirlik katsayisi hesaplanmis ve .87 olarak
bulunmustur. Cronbach Alfa, maddeler arasi korelasyonlara dayali olarak maddelerin ayni psikolojik
yaplyl o6l¢lip dlgmedigine dair i¢ tutarliik anlaminda sonug veren bir katsayidir (Cronbach, 1951) ve
sosyal bilimlerde .70 ve daha yiksek Cronbach Alfa katsayilari i¢ tutarhlik agisindan ulasiimasi beklenen
diizeyler olarak kabul edilmektedir (Nunnaly, 1978). Dolayisiyla uyarlamasi yapilan 6lgegin Cronbach Alfa
katsayisi ile hesaplanan ic tutarlilik katsayisi, UOEQ’de bulunan 17 maddenin timii i¢ tutarhlik agisindan
tatmin edici seviyenin lstiinde oldugu gorilmustar.

UOGEG’nin gegerligine iliskin calismalar kapsaminda, ilk olarak madde-madde ve madde-toplam puan
korelasyonlari hesaplanmistir. Egitim bilimleri ve psikolojide kullaniimak {zere gelistirilen olceklerde,
kapsamda yer alan her maddenin, 6lgcek toplam puanina anlamli bir katki saglamasi ve 6lgek toplami ile
arasinda istatistiksel agidan manidar bir iliskisi olmasi beklenmektedir (Clark, 2005). Madde ile 6lgek
toplam puanlari arasindaki iliskinin diizeyi agisindan 6lgcegin boyut yapisina gére degisen farkh gorisler
bulunsa da madde toplam puan korelasyonlarinin istatistiksel agcidan manidar ve .30 ve Ustiinde olmasi
beklenmektedir (Tabachnick & Fidell, 2013). Bu baglamda, UOEQ’nin 17 maddenin tiimi, dlcek toplam
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puani ile pozitif, manidar ve orta diizeyde iliskiye sahip oldugu belirlenmistir. Ayrica bulgular bélimiinde
de agiklandigi gibi olgegin uyum indeksleri incelendiginde; RMSEA indeksine gore verilerin modele iyi
uyum gosterdigi, CFl, NFI ve NNFI'a goére de iyi uyum gosterdigi saptanmistir. Buna ek olarak ki-kare
serbestlik derecesi oraninin da kabul edilebilir oldugu belirlenmistir.

Universiteye gecis siireci, yeni iliskilerin kurulmasi, daha énceki arkadas ve aile iliskilerinin tekrar
bicimlendirilmesi, yeni akademik ¢alisma aliskanliklarinin kazanilmasi ve kimlik gelisimi ile ilgili yeni
rollerin edinilmesi gibi yeni sosyal ve akademik ¢evreye uyum gerekliliklerini barindirmasi nedeniyle
bircok stres faktoriini icermektedir (Fisher, 1994; Gall, Evans & Bellerose, 2000; Parker, Summerfeldt,
Hogan & Majeski, 2004; Oswald & Clark, 2003). Bununla birlikte Gniversiteye gegis sireci ile ilgili yapilan
¢alismalar dinamik bir gegis siirecinin Universiteye uyum surecinin kalitesi ile yuksek diizeyde iligki
oldugu ifade edilmektedir (Tinto, 1982; Wintre et al., 2008). Baska bir ifadeyle Universiteye gegcis
strecindeki ilk yil 6grencilerinin Universite-6grenci eslesmesinin olumlu olmasi ilk yil 6grencilerinin uyum
diizeylerinde de 6nemli bir yordayicidir. Fisher ve Hood (1987) Universiteye baslamadan iki ay dnce ve
basladiktan sonra alti haftalik sireci psikososyal agidan yogun zorlanmali ve dalginlik (absent-
mindedness) siireci olarak ifade etmektedirler. Tinto (1993) Universiteye gecis slirecini uzun vadede
iniversite basarisinda kilit bir siireg olarak ifade etmektedir. Baska bir ifadeyle {iniversiteye gegis sireci
olan ilk yil 6grencinin ikinci, Gglinci ve sonraki yillardaki akademik basarisinda 6nemli bir yordayici olarak
kabul edilmektedir. Bununla birlikte Gniversite uyumsuzlugunun bir sonucu olarak ele alinan (niversite
terkinin de niyet veya eylem diizeyinde ikinci yildan 6nce oldugu gorildigu ifade edilmektedir
(Adelman, 2006; Sidle & McReynolds, 2009). Buna bagh olarak Universite ile butinlesememe,
Universiteye uyum saglamak istememe, akademik eylemlerden uzaklasma gibi durumlar
gerceklesebilmekte ve tim Universite slreci boyunca devam eden bir kisirdongliye dénusebilmektedir
(Adelman, 2006). Bu nedenle Universiteye uyumun 6énemli bir yordayicisi olarak ifade edilen Universite-
O0grenci  eslesmesinin  belirlenmesinin  Universite  terkine  yonelik  6nleyici  ¢alismalarin
gerceklestiriimesinde kaynaklik edebilecegi disiinilmektedir.

Universiteye gecis sirecinde olan ilk yil, Gniversiteye yeni baslayan 6grencilerin niversiteden
beklentilerini, diger 6grencilerle, akademik ve idari personelle kurduklari iletisimin niteligini, yeni
akademik ortamin kurallarini ve calisma yontemlerini, 6grencilerin (niversiteye getirdikleri Kkisilik
ozelliklerini tekrar gozden gecirdikleri bir dénem olmasi itibariyle de tiim Universite ve yetiskinlik yasami
boyunca en kritik uyum sireclerinden biri olarak ifade edilmektedir (Swanson, Vaughan & Wilkinson,
2017; Tinto, 1993). Bununla birlikte ilk yil Gniversite 6grencilerinin Giniversiteye uyumlari igin 6nemli bir
yordayici olan eslesme ise Universiteye yeni baslayan 6grencilerin gelisimsel ihtiyaglari ile Gniversitenin
sundugu firsatlarin eslesmesini (match) ifade etmektedir (Wintre, 2008; Wintre et al., 2009).

Universite uyumu ile yapilan ¢alismalarda Gniversiteye uyumu liniversiteye ait faktorler ile Giniversite
disi faktorleri bir arada ele alarak (6grencinin kisilik ozellikleri, Gniversitenin sagladigi kaynaklar,
akademik personelle iletisim, 6grencinin i¢sel motivasyonu ve amaglari, Gniversite disi faaliyetler, akran
iliskileri vb.) bu faktorlerin 6grencilerin gecis slirecindeki uyumlarina etkilerini inceleyen siire¢ temelli
cahismalardir. Bu galismalar 6grencilerin gegis slirecindeki uyum diizeylerini etkileyen faktorleri etkili bir
sekilde ele almis ancak 6grencilerin bu faktérleri nasil deneyimlediklerini, algiladiklarini ve sireg
icerisinde nasil yonettiklerine iliskin agiklamada yetersiz kalmislardir (Clark, 2005). Bu nedenle
iniversiteye gecis sireci ile ilgili calismalar 6grencilerin siireglerini nasil yonettiklerini ve dolayisiyla
o6grencilerin algilarini da iceren ve 6grenciye ait ve Universiteye ait faktorlerin birbirini nasil etkiledigini
ele alan calismalara dogru gelismistir. (Clark, 2005; Feldt, Graham & Dew, 2011; Wintre et al., 2008).
Universite- 6grenci eslesme diizeyinin belirlenmesinin ise bu siirecte en temel faktérlerden biri olarak
vurgulanmaktadir (Wintre et al., 2008). Bu nedenle ilk yil 6grencilerinin algiladiklari Gniversite- 6grenci
eslesme diizeylerinin tespit edilmesi Universiteye uyum siregleri ve uyum sirecinin psikolojik, sosyal
sonuglari ile dogrudan etkili olabilecegi diisiiniilmektedir. ilk yil 6grencilerinin Universiteye uyum siireci
ise daha once de belirtildigi gibi ¢cok boyutlu bir yapi ile ele alinmaktadir. Bu kapsamda Universite-
o6grenci eslesme dlzeyinin tespitinin Gniversite temelli olusturacak uyum programlarina kaynaklik
edecegi disiinilmektedir. Bu nedenle Universite-Ogrenci Eslesme Olgegi’'nin (iniversiteye gecis
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asamasinda olan ilk yil 6grencilerinin lniversiteleri ile eslesme dizeylerini 6lgmek amaciyla Turkceye
uyarlanmistir. Ozetle, gecerlilik calismalari, 6lgegin 6lcmeyi amagladigi yapilari gecerli bir sekilde
dlcebildigine isaret etmektedir. Sonug olarak, UOEQ’nin, ilk yil Gniversite dgrencilerinin (iniversite-
O0grenci eslesme diizeylerine yonelik algilarini 6lgmek amaciyla; baska bir deyisle, ilk yil Gniversite
ogrencilerinin uyumlari ile ilgili yapilacak arastirmalarda kullanilabilir bir 6lgme aracidir.
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Introduction

In the recent years, when the change is experienced rapidly, organizations have to continually
innovate in their organizational structure, process and management ways in order to survive, compete
with other organizations and make a difference. Such a rapid change brings out the possibility that
everything can change at any moment and creates uncertain environments where it is difficult to predict
beforehand (Camlibel, 2003); because today with the increasing change speed, certain conditions
disappear whereas uncertainty is spread quickly and easily (Basar-Neyisci, 2008). Most of the
organizations try to preserve their existence in these environments that are chaotic, complex and are
full of unknown, and even they try to avoid uncertainty; however as they try to avoid uncertainty, more
unknown is created. Thus, chaos is inevitable for organizations that can not live in a simple and stable
environment. Chaos theory indicates a system in which the relations are not linear, that creates
unexpected results and conditions like complex systems such as organizations (Akbaba-Altun, 2001).
Increasingly complex systems, global relations and the proliferation of interactions add uncertainty to
the uncertainty of organizations (Arslan, 2013). That’s why the managers can not ignore uncertainty that
exits in their organizations and admit that their organizations cannot survive in an environment that is
unchanging, stable and easily predicted (Basar-Neyisci, 2008; Polat, 2015). From this perspective,
uncertainty, combating uncertainty, exploiting uncertainty and avoiding uncertainty become important
in organizations to survive.

Definitions of Uncertainty

Many definitions have been made in literature about uncertainty. One of them is that uncertainty is
a condition where the direction of change is known, but the possibility of occurrence of events and
events is unpredictable (Kasperson, 2008). According to another definition, uncertainty is a property of a
situation with negative or detrimental effects for the individual (Lazarus & Folkman, 1984, as cited in
Karakus & Yardim, 2014). In the light of this, uncertainty can be described as an important mental
assessment of employees as a result of their perception of organizational change (Karakus &Yardim,
2014). Milliken (1987) describes the uncertainty as the inability of individuals to predict possible
situations and consequences, whereas Ersanli and Uysal (2015) stated that uncertainty is a source of
anxiety and stress for individuals.

One of the factors that affect the effective and efficient functioning of schools, preventing the
managers from conducting their management processes, reducing the motivation of employees and the
academic performance, in brief preventing the development of organizations by adapting the era is
uncertainty (Arslan, 2013; Helsing, 2007; Smithson, 2008). Even in schools which have started the day by
keeping their daily routines can meet with unexpected and unpredictable events and regularity can be
replaced with irregularity. Due to this, schools are qualified as systems which are nonlinear, chaotic, that
have unpredictable processes and have uncertainty inside (Akbaba-Altun, 2001). Smithson (2008),
determined that uncertainty can be perceived positive as well as negative. Individuals have ideas that
rely on some uncertainties as being good or bad or changeable. Therefore, some individuals tend to
create and maintain uncertainty, rather than reducing or eliminating it. Uncertainty can thus lead to a
number of dilemmas and solutions in management and supervision. In this respect, turning the
uncertainty into an opportunity also contributes to the effective functioning of schools and allows
managers to review their crisis management skills. In short, when organizations predict the future and
future possibilities and take precautions, they accept change and uncertainty, and turn chaos into
opportunities for success (Ercetin & Kayman, 2014). Agikalin (1998, as cited in Bakioglu & Demiral, 2013)
states that chaos is a vital opportunity for leaders; he states that the postman knocks on the door twice,
first one is the chaos and the latter depends on the ability of the leaders to manage the chaos. In this
respect, Argliden (2002) stated that understanding the uncertainty is the basis for making the right
decisions.
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Uncertainty in Educational Organizations

Schools are organizations that evolve in an unpredictable environment, which have many different
dynamics within themselves, interact with many different variables within and around them. There are
no fixed and always valid formulas for the success of the school, administrators, teachers and students.
Each institution has a number of ways to go in certain situations, and there are many uncertain factors
that can naturally influence the success, presence and stability of organizations in schools (Radford,
2006). There have been lots of variables that cause uncertainty at schools. Among them the lack of
knowledge, randomness, complexity and change can be mentioned (Arslan, 2013). At the same time,
again teachers may experience uncertainties due to the complex nature of their profession, which
focuses on human relations, includes understanding, predicting, evaluating others’ feelings, thoughts
and behaviors. Some, however, state that this often causes teachers to experience burnout, fatigue,
inertia or anxiety, while others indicate that there have been a reason to avoid the development of
practices, pessimism and fatigue. In her study, Helsing (2007) stated that when teachers' attitudes
towards uncertainty were examined, their attitudes towards uncertainty also changed in the face of
positive or negative perceptions of uncertainty. Helsing determined that teachers were afraid and
anxious when they perceived uncertainty as negative, they tried to prevent uncertainty, they perceived
uncertainty as risky, but when they perceived it as positive, they think that uncertainty can turn into an
opportunity, it becomes exciting for them and increases the level of expertise.

Management of Uncertainty

While managing the uncertainty, flexible and adaptable uncertainty management strategies are
recommended. However, one of the complex ideas about uncertainty management stems from the fact
that some of the managers believe that the world is certain and therefore open to predictions or that it
is uncertain and therefore completely unpredictable (Arslan, 2013). However as mentioned before,
while managing uncertainty, transforming them into opportunities for the organization by using flexible
strategies will play a role in increasing the effectiveness of organizations by creating more permanent
solutions (Ozdemir & Cemaloglu, 1999). In an environment of uncertainty in which everything is always
changing and making it difficult to predict, a school administrator can ensure the continuity of
educational services against needs, responsibilities and problems that the changes and innovations
require by indicating the necessary flexibity, by managing the conflicts, chaos and crises (Ertlirk-Kayman,
2008). Organizational managers and employees can benefit from open and accountable technologies
including internet based social networks (twitter, facebook, blogger, etc.) in order to ensure an effective
administrative process and service quality in their organizations and to eliminate uncertainty. Therefore,
organizations should consider alternative leadership approaches such as open, transformational and
cultural leadership as well as new leadership approaches in the face of uncertainty (Polat, 2015). Even
practitioners in schools are more than visionary leaders who plan a specific roadmap for any route; they
should be the person at the head of the canoe who can respond quickly to conditions that are unclear
and unpredictable, to respond to rapidly changing conditions, adequate knowledge and equipment
(Arslan, 2013). However, one of the methods frequently applied by organizations to struggle with
uncertainty is the avoidance of uncertainty. The avoidance of uncertainty can be explained through the
anxiety level towards situations that have lack of knowledge, the subjects that are not clear and certain
about the employees and the changes that bother the society (Sofyalioglu & Aktas, 2001). When the
members of an organization tend to avoid uncertainty, members there tend to take risks and are likely
to tolerate uncertainty (Rogovsky & Schuler, 1997). However, if the tendency to avoid uncertainty is
high, it is inevitable that the individuals who make up that society will be aggressive and nervous with
the concern created by uncertainty (Robbins, 1998). According to Pulat (2010), the uncertainty
avoidance feature is related to the precautions that people have taken and how they feel against
uncertainty and non-stationary situations.

When the literature is examined, it is seen that various studies about organizational uncertainty have
been made (Allen, Jimmieson, Bordia, & Irmer; 2007; Arslan, 2013; Bakioglu & Demiral, 2013; Basar-
Neyisci, 2008; Bodde, van derWel, Driessen, Wardekker & Runhaar, 2018; Campbell, 2007; Demiral,
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2014; Englund & Frostenson; 2017; Erguvan, 2015; Ersanh & Uysal, 2015; Gordon, 2006; Helsing, 2007;
Hui & Lee, 2000; Oswald, 2013; Roelofs & Nieuwenhuis, 2016; Twyford, Le Fevre & Timperley; 2017;
Smithson, 2008; Schechter & Asher, 2012; Polat; 2015; Rast, Hogg & Giessner, 2013; Uysal, 2015). At the
end of their research Bakioglu and Demiral (2013) found that the school administrators mention the
errors in planning as one of the reasons of uncertainty; they also mentioned that they consult with the
legislation, also sometimes they feel pessimistic and that uncertainty creates stress and pressure on
them. Basar-Neyisci (2009) in her study found out that due to the bureaucratic school culture of the
school administrators, they reduce tendencies to show low levels of uncertainty avoidance behavior.
Also, in the related research, the level of avoidance of uncertainty was found to be higher in the
managers with higher seniority. Polat (2015) revealed a positive relationship between managers’ open
leadership styles and organizational uncertainty and between managers’ acceptance of social networks
and organizational uncertainty. In this research, in the dimensions such as the insufficiency of
information flow among the members of the organization about any topic or situation in the
organization, not having enough information about the network of causal relationships in the process,
long time feedback, it is determined that managers have higher organizational uncertainty than other
employees.

In the light of these, it is thought that this research and the opinions of teachers about organizational
uncertainty after the face to face conversation with them in a holistic manner will provide various
alternatives about how uncertainty can be solved for the institutions that have uncertainty and will
contribute to the effective and efficient functioning of the institutions. Likewise, it is important to
determine the reactions of education institutions against uncertainty, the consequences of uncertainty
and coping methods. In addition, the number of studies dealing with organizational uncertainty by using
qualitative data collection techniques is almost negligible. From this perspective, it can be expected that
the findings from the present study will fill this gap in the literature and provide ideas and suggestions
for teachers, managers, policy makers for similar situations. The following sub-objectives were sought
for this main purpose.

e What are the views of participants about the meaning of organizational uncertainty?

e What are the views of the participants about the causes of organizational uncertainty?

e What are the views of the participants about the results of organizational uncertainty?

e What are the views of the participants on coping strategies with organizational uncertainty?

e What are the suggestions of the participants regarding the elimination of organizational uncertainty?

Method
Research Design

This research which aims to give suggestions to school administrators, teachers, policy makers and
researches on the meaning of uncertainty, its results, coping methods and the elimination of uncertainty
conducted via qualitative research methods. The research is in phenomenological pattern of qualitative
research methods. In the researches using phenomenology, data sources are individuals or groups that
are living or reflecting the phenomenon of the research and one of the most important data collection
tools is interviewing. At the same time, the focus is on phenomena that phenomenology is known, but
have no in-depth and detailed understanding; goal is to reveal the experiences, perceptions and
meanings of an individual (Yildirrm & Simsek, 2016). In short, with the phenomenology researches it is
aimed to reveal out the perceptions and meanings regarding the phenomena based on the individuals’
experiences. In this context, the organizational uncertainty phenomenon was carried out based on the
experiences of teachers.
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Participants

In this research, maximum diversity and criterion sampling method was used. The study group
consisted of 14 teachers working in Ankara in the 2017-2018 academic year. The criterion in this study is
that teachers have served for at least two years in their school. The reason for this is that they have a
detailed perspective on the uncertainty in the school they are working in. The reason for using the
maximum diversity sampling technique in the study is to provide the diversity of the working group.
Variables such as gender, branch, seniority, age, working time in school, educational status were taken
as the sources of diversity in determining the teachers to be selected for the study group. Demographic
characteristics of the teachers in the study group are shown in Table 1 below.

Table 1.

Demographic Information of the Participants.

Participant Sex Branch Seniority Age School Seniortiy Educational Status
01 M Social Sci. 4 27 2 Graduate

02 M Class Teac. 10 32 2 Undergraduate
03 F Primary Mat. 5 26 3  Graduate

04 M Geography 20 42 8 Graduate

05 M Class Teac. 4 26 2 Undergraduate
06 F Science 2 23 2 Undergraduate
07 M English 3 27 3 Undergraduate
08 F English 6 28 3 Undergraduate
09 M Class Teach. 2 25 2 Undergraduate
010 F Preschool 16 45 2 Undergraduate
011 M English 4 35 2 Undergraduate
012 M Class Teach. 10 33 2 Undergraduate
013 M Class Teach. 5 33 3 Graduate

014 F Class Teach. 4 32 2 Graduate

When Table 1 is examined, it is seen that 9 of the participants in the study group were male and 5
were female teachers. Considering the branches of the participants, it is seen that 6 of them are class, 1
is social studies, 1 is primary school mathematics, 1 is geography, 1 is science and 2 is English. While the
seniority of the participants varies between 2 and 20 years, the ages range from 22 to 45 years. Their
school seniority is at least 2 and maximum 8. When the educational status is examined, it is seen that 9
of them are undergraduated 5 of them are graduated.

Data Collection Tools

The semi-structured interview form developed by the researcher was used as a data collection tool.
While creating the semi-structured interview form, the literature related to organizational uncertainty
was examined in detail and various items were determined in order to determine teachers’ views on
organizational uncertainty. The specified items were submitted to the expert opinion and the necessary
arrangements were made as a result of the feedback from the experts and the form was finalized. In this
context, five questions were included in the interview form for the purpose of the study. Some of the
questions are; “What do you think of the reasons of uncertainty at schools?” or “What do you think of
the results of organizational uncertainty at schools?”

Data Collection

The data were collected in the 2017-2018 academic year with the data collection tool developed in
the research. Interviews by using semi-structured interview form were conducted via 14 teachers.
Before the interview, the aim of the research is mentioned and by the informed consent the researcher
told the participants that they are free to leave duing the interview when they wanted. Interviews were
recorded using a voice recorder after the approvals of the participants. The interviews ranged from 45
minutes to 65 minutes.
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Data Analysis

In the analysis of the data, content analysis was used. The purpose of the content analysis is to reach
the concepts and relationships that can explain the data obtained. The essence of the process is to
organize and interpret the data similar to each other within the framework of certain concepts and
themes in a way that the reader can understand (Yildirnm & Simsek, 2016). The analysis of the data is
carried out by using open coding in which repeated codes are determined in order to obtain conceptual
categories from the data and axis coding to establish connections between the categories (Merriam,
2009). Open coding is also called micro-analysis coding. The purpose of open coding is to identify, name,
categorize and identify the facts in the text. Comparisons are made with respect to similarities and
differences between events and behaviors, and data are categorized by asking questions. Axis coding is
the process of associating the codes obtained in open coding with deduction and induction; at this
stage, categories are associated with sub-categories and their relationships are tested (Bas & Akturan,
2008). In this context, in this research, the expressions that best reflect the meaning among the data
obtained with voice recording were categorized by a concept, sentence or word, and open coding was
used to categorize, and axis coding was used to combine the categories developed during coding. As a
result, the themes, categories and codings determined according to the conceptual framework were
presented and the statements were presented in tables. The categories and codes which were found
under each theme are brought together, tables are formed accordingly and each table were presented
and explained in detail under the related research question. In the analysis of the data, direct quotations
were taken into consideration in order to reflect the views of the participants, taking into account the
striking, explanatory and different examples. (Unver, Talu-Biimen & Basbay, 2010)

Validity-Reliability of the Study

There are various methods to increase the internal validity (credibility), external validity
(transferability), internal reliability (consistency) and external reliability (confirmability) of the research
conducted by using qualitative data collection technique. In this context, internal validity is tried to be
provided by expert examination, participant confirmation, direct quotations from the findings,
consistency of data collection tool and findings with the literature. External validity is tried to be
provided by the detailed description of the research method. Internal reliability is tried to be provided
by the consistency of research results with the data whereas external reliability is tried to be provided
by detailed description of data collection process and analysis (Yildirnm & Simsek, 2016). In the analysis
of data and direct quotations, the study group of the study was represented by the abbreviation “0”
and numbers.

Results

Findings from the interviews about the questions determined in the research are presented in the
tables below.

Teachers’ Views on the Meaning of Organizational Uncertainty

The views of the teachers on the meaning of organizational uncertainty are given in Table 2.

Table 2.

The Views on the Meaning of Organizational Uncertainty.
Categories Participants n
Unpredictability 01 1
Irregularity 02, 03, 67, 010, 014 5
Complexity 04, 011 2
Obscurity 05, 06, 012, 013 4
Anxiety 08, 09 2
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When Table 2 is examined, it is seen that participants mentioned the meaning of uncertainty under
the categories such as unpredictability (n = 1), irregularity (n = 5), complexity (n = 2), obscurity (n = 4)
and anxiety (n = 2). Some participants’ views on the meaning of organizational uncertainty are as
follows;

Organizational uncertainty can be explained by unpredictability. Because the situations which we
cannot predict, can lead to an uncertain stalemate. If there is a wonder about how to do what in a
school, the employees do not know how to do and if they experience a dilemma, the situation of
uncertainty arises (01).

Organizational uncertainty can be explained by irregularity. Uncertain situations generally bring
about irregularity. Uncertainty brings into my mind an irregular complex environment where
everything can happen at once (03).

Organizational uncertainty can be explained by confusion because schools with their own internal
dynamics and complex structures brings about complexity. Job descriptions should be clear where
and by whom, where and what to do. Students, teachers, managers and parents must fulfill their
duties and responsibilities on time. When they do not do their responsibilities, complexity and
irreqularity comes, team spirit cannot be formed up (04).

Organizational uncertainty can be explained by irregularity. Because at schools generally instead of a
certain plan, program or regularity, it is acted with daily projects to save the day. For this reason,
teachers cannot know or plan exactly what to do. For example; the teacher is not given a precise
definition of a task and the teacher can not predict when and what to do (07).

Uncertainty can be explained by anxiety. Because ambiguous situations always create anxiety in
people. It is often preferable to have everything under control. The fact that most things in people’s
lives are regularly planned is a relief. Psychologically, unplanned or ambiguous situations at the last
moment make everyone uneasy. In particular, the uneasiness of people due to the uncertainties in
their institutions decreases the efficiency in the institutions (08).

Teachers’ Views on the Causes of Organizational Uncertainty

The views of the teachers on the reasons of organizational uncertainty are given in Table 3.

Table 3.

The Views on the Reasons of Organizational Uncertainty.

Categories Codes Participants n

Internal Administrator 01, 03, 04, 05, 06, 010 6

Uncertainty Teacher 06 1
Lack of communication 06, 67, 011, 012, 013, 014 6
Job 07, 08, 09 3
Innovation applications 07, 69, 011 3
School culture 01, 63, 04, 66 4
Circulation 02, 64 2
Lack of planning 07,08,09,010,011 5
Organizational memory 04 1

Environmental Educational policies 03, 04, 09,010,013 5

Uncertainty Change 010 1
External stakeholders 06 1

When Table 3 is examined, it is seen that participants mentioned the reasons of uncertainty under
the categories such as internal uncertainty and environmental certainty. Under the internal uncertainty,
administrator (n = 6), teacher (n = 1), lack of communication (n = 6), job (n = 3), innovation applications
(n = 3), school culture (n = 4), circulation (n = 2), lack of planning (n = 5) and organizational memory (n
=1) codes are found. Under the environmental uncertainty category educational policies (n = 5), change
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(n = 1) and external stakeholders (n = 1) codes are found. Some participants’ views on the reasons of
organizational uncertainty are as follows;

48

The uncertainty experienced in the educational environment stems from the lack of instructional
leaders. The vision and mission of the school should be clearly stated and the employee should
participate in the decision-making process. The person who will provide this is the managers who will
assume the role of instructional leader. If there is an uncertainty in the school environment, there is
also a leader problem that cannot follow the school’s goals, problems and functioning (01).

I think as constant teacher and administrator should be exchanged. Especially in the third service
areas (02).

In my opinion the most important factor is the administrator. Uncertainties may occur in school if a
school principal is not qualified and competent to perform his / her duties. If a school principal can be
sparing and determined to have leadership characteristics, there will be no ambiguity in the school.
As a second factor, our education system, which is constantly changing, can lead to uncertainties and
confusion in the school. A system should be established where the education system is seated and
everyone knows what to do (03).

Very frequent changes of managers, loss of memory of school, lack of leadership of qualified and
determined people, change of education system too much, change of teaching programs very often,
the thought that | could not have any other job so | must be a teacher, people who do not come to
the profession to be a teacher are all the reasons (04).

The main reason is administrators’ not having enough competency. There have been problems in
dealing with difficulties (O5).

I think that the lack of clarity about the demands of the administration, the frustration of the
teachers towards the students and the school, the attitudes of the parents towards the school and
the disagreements among the teachers are the main reasons (06).

Lack of communication between the school administration and the teachers; failure to carry out the
tasks to be performed within a certain plan, school administration’ not completing the task definition
of the students and their effort to be seen nice to the parents and their desire from the teachers to
work short term tasks out of the field for top authority (07).

| think that there may be some reasons such as unforeseen, unscheduled or under-planned situations
in the schools, deficiencies in the plan-program, making wrong decisions and not being equal (O8).

The reason for the uncertainty in schools is not giving the work to the competent, what teachers will
do in the face of difficulties in adapting to sudden change policies of the state, how to behave
accordingly, especially the confusion and anxiety teachers feel who try to do the best. Another reason
is that there are many pointless and unnecessary tasks school administrators who seem to be doing
something, load to teachers (09).

The uncertainties in schools are caused by mistakes and deficiencies in planning, lack of
understanding of the purpose of the changes to be made, innovations, economic situation,
interpersonal conflicts and communication problems. Changes which have started with good
intentions but explained sufficiently, cause confusion and turmoil due to uncertainty. | think that
changes that cannot be planned adequately and that cannot accommodate possible problems and
solutions increase uncertainties. For example uncertainty in the process after TEOG was removed
caused confusion, tension and unnecessary concern in all 8th grade students and their parents, and
even stressed the students’ enthusiasm for working. | also think that schools have the same energy
loss. Then it brings an irregularity that it can take a long time before everything gets back to its old
order (010).

Uncertainty may be the result of unplanned as well as predisposition. The school management should
make a plan in advance for possible situations. Apart from this, lack of division of labor and lack of
communication can be seen as reasons of uncertainty (011).
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Teachers’ Views on the Results of Organizational Uncertainty

The views of the teachers on the results of organizational uncertainty are given in Table 4.

Table 4.

The Views on the Results of Organizational Uncertainty.

Categories Codes Participants
Organizational Results Team Work 01, 02, 04, 010

Decision participation
Organizational goals
Organizational Climate
Organizational trust
Entropy
Organizational gossip
Inertia

Change opportunity
Executive competencies
Collectivism

Use of uncertainty

02, 63

07

03, 06, 08

05, 68

03

05

02, 64, 66

01, 62, 63, 05, 68
03, 07, 611, 012
03, 08, 09, 012, 015
04, 010

Individual Results Quitting the job 01, 03, 05,015

P PR RPNWRRPWERERMAANOPMNOOWERRENWERENDND|IS

Lack of job satisfaction o1
Motivation 01, 64, 014
Lack of concentration 07

Torture syndrome 07
Intolerance 05, 08, 09,
Decrease in organizational loyalty 011, 613
Future worry 012
Developing skills 014
Quickness in decision making 09

When Table 4 is examined, it is seen that participants mentioned the results of uncertainty under the
categories such as organizational and individual results. Under the organizational results category, team
work (n = 4), decision participation (n = 2), organizational goals (n = 1), organizational climate (n = 3),
organizational trust (n = 2), entropy (n = 1), organizational gossip (n = 1), inertia (n = 3), change
opportunity (n = 5), executive competencies (n = 4), collectivism (n = 5), use of uncertainty (n = 2) codes
are found; whereas under the individual results category, quitting the job (n=4), lack of job satisfaction
(n = 1), motivation (n=3), lack of concentration (n = 1), torture syndrome (n = 1), intolerance (n=3),
decrease in organizational loyalty (n = 2), future worry (n = 1), developing skills (n = 1), quickness in
decision making (n = 1) codes are found. Some participants’ views on the results of organizational
uncertainty are as follows;

It has negative consequences in the context of the organization and cannot contribute to the process.
From task distribution to sense of responsibility, striking results can be emerged out. As for individual
results, it is clear that job satisfaction decreases; so individual’s motivation can also decrease. The
negative process’ followed by professional and emotional burn out is an inevitable consequence (01).

| think that students are lacking in teamwork because the branches are not active enough in terms of
organizational results. | think that individual decisions may cause uncertainty. School administrators’
taking decisions by themselves is also another reason. Where uncertainty exists, team spirit
decreases (02).

When organizaitonal results are examined, it is seen that uncetainty affects organizaitonal health
negatively. It makes it difficult for the organization to achieve its purpose and negatively affect the
organizational climate of interpersonal communication. From an individual point of view, there may
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be people who turn uncertainities into advantages. If you do not turn advantage, you are not
affected negatively (O3).

Individuals cannot find a reason to come together. Therefore, uncertainty negatively affects team
spirit. The person does not want to take action because he does not know the future. So the loss of
motivation occurs. However, a person may spend more time and effort to be in the front by thinking
about the possibility of a positive outcome in the future and that nobody will take this possibility into
consideration. In general, uncertainty is a concern. Person is prone to depression (04).

May cause the organization to lose confidence. It can become an irresistible situation for individuals
in organizations. Uncertainty causes unknown. As a result whispers begin. Rumors cannot be
avoided. Thus, individuals fill up. As a result, organization lose blood (O5).

Organizationally; creates a restless and unsafe environment. Individually; creates reluctance to
school and reduces work efficiency. | do not think that uncertainty creates a positive result. There is
no other result (06).

Reluctance and cooling against the institution studied, not being able to focus on teaching as a
teacher, changing the perceptions of the school by deviating from the educational objectives of the
students (07).

Uncertainty adversely affects organizational culture, individuals within the organization and
individuals’ relations with each other. When | evaluate individually, uncertainty irritates me, negative
effects. For example, there is a recent situation about being more than the norm, but my school
administrators do not enlighten me on this issue, they say is not certain. This situation makes me
uneasy, | do my best with the questions in my mind such as will | continue to work with my friends at
the same school next year, or will | be assigned to a very far place Uncertainty may even reflect on
teachers’ behavior towards each other, their behavior to school administrators, and sometimes even
to students. Although we have a professional way to manage our business life, as teaching is an
emotional profession, breaking points can emerge out in the end. There is a situation where the
people do not rely school administrators’ behaviors and do not trust them. (08).

Teachers, parents even they do not notice, students suffer from the uncertainty. A work should be
started with the best and the most perfect done, and as good as possible. But we, or rather the
experienced individuals who should be an example to us, without having to work themselves, without
too much fatigue, save the day and achieve minimum objectives. This is a result that should not be,
shameful and pathetic (09).

It causes move away from the goals of the organization, the spirit of unity and togetherness, chaos,
all kinds of energy loss; low levels of motivation, anxiety, tension, helplessness and stress in
individuals. But on the other hand, we may encounter situations in which uncertainty can be
benefited. During working with the uncertain situation, new doors can be opened to the innovations
in the exchange of ideas with the stakeholders. It also strengthens interpersonal relationships.
Managers can also find the opportunity to show themselves when managing uncertainties (010).

In terms of organizational results, the entire organization can be adversely affected. But it can also be
vice versa, because it is unclear how exactly the uncertainty will come to an end. Individually the
positive and negative results of uncertainty can not be guessed. In addition, uncertainty may have a
negative effect for another individual while giving a positive result to an individual. Uncertainty may
lead the parents to confront the school administration with teachers. It can increase anxiety level
(0112).

Teachers’ Views on the Strategies Struggling with Organizational Uncertainty

The views of the teachers on the strategies struggling with organizational uncertainty are given in
Table 5. When Table 5 is examined, it is seen that participants mentioned the struggling strategies with
organizational uncertainty under the categories such as consultation, cooperation, time out, planned
management, culture and individual.
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Table 5.

The Views on the Struggling Strategies with Organizational Uncertaint.

Categories Codes Participants n

Consultation Top management 01, 06, 08,011 4
Law-Regulations 02, 010, 013 3
Guidance service 01, 06 2
Experienced Colleagues 04,05 2
Similar practices 06 1

Cooperation Administrators- employees 04, 08, 69 3
Colleagues 02, 08, 011 3
Team spirit 06 1

Time out Unresponsiveness 01, 03, 69 3

Planned management Correct planning 02, 09,012 3
B plan 05, 08 2
Decision participation 07, 010 2
Readiness for change 01, 014 2

Culture Being learning organization 07 1

Individual Take initiative 04 1
Acceptance 03 1

Under the oncultation category, top management (n = 4), law-regulations (n = 3), guidance service (n
= 2), experienced colleagues (n = 2) and similar practices (n = 1) codes are found. Under the cooperation
category, administrators- employees (n = 3), colleagues (n = 3), team spirit (n = 1) codes are determined
whereas under time out category unresponsiveness (n = 3) code is found. Under planned management
category, correct planning (n = 3), B plan (n = 2), decision participation (n = 2), readiness for change (n =
2) codes, under culture category, being learning organization (n = 7) code and under individual category,
take initiative (n = 4) and acceptance (n = 1) codes are found. Some participants’ views on the struggling
strategies with organizational uncertainty are as follows;

Help is obtained in case of uncertainty. With the help of top management and guidance service, the
environment of uncertainty is being tried to be eliminated. Since the history of mankind, people have
been interacting with each other and they have cooperated with each other. In the first communities,
while the men were dealing with hunting, the female members of the family assisted with gathering.
The cooperation between the first ages and the present has brought new developments, inventions
and civilization. Collaboration should be provided not only for teachers but also for students from
primary school in the school environment and should be transferred to the new generation within the
approach of transfer of citizenship in social sciences. In case of disruption and negative
communication, the time release method can be applied for a short time (01).

Especially in schools affiliated to the Ministry of Education, it is delayed and ignored. Parents in
schools, teachers should work in cooperation. Students should be introduced to teamwork habits
(62).

Our teachers often use strategies to drop time or ignore as far as | observe. Taking help or solving the
problems together is not familiar in our schools or | have never met with these kinds of situations
(03).

| think taking time, cooperation and getting help are the most effective factors in solving uncertainty.
Foresight managers have big business. The manager must have leadership skills and should be able
to make the right decisions at the right time. All uncertainties will be solved if a harmonious and
interactive education environment is established between schools, teachers, parents and students.
Managers should be able to take initiative when it comes to solving uncertainties. Help is required if
necessary (04).
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In general, getting help from top management is applied. Ignoring, leaving it to time is not preferred.
Teachers are not adequately informed during periods of uncertainty. Therefore, a cooperation cannot
be achieved. There was a management technique | read before. According to this technique,
organizational managers will prepare in advance despite all possible problems. Plans against all kinds
of problems are expected to be prepared in an immediate situation, the plan should be implemented
instantly (05).

In order to solve the uncertain situations, strategies for quitting and ignoring are rarely used, and
sometimes these strategies can be used for political purposes. | think that if there is a serious
situation, these should not be implented, instead should be intervene with. Assistance should be
provided in cooperation with other teachers with the help of the guidance service (06).

Sometimes it is left to time, but it is more ignored. If the uncertainty is related to the administrative
part, it is eliminated or dismissed as soon as possible. As a solution; teachers or even students should
be involved in the process of making decisions about the institution. Expectations from teachers
should be more properly defined and appropriate to their professional qualifications. These
expectations should not only satisfy the school administration. Determined objectives should be long-
term and contribute to this process. It should be ensured that parents are informed about the
decisions taken about the school. Corporate culture should be tried to be created and learning
organizations should be formed instead of organizational cynicism (07).

Teachers, students and parents prefer to contact school administrators for help. Generally, managers
can find very easy solutions such as quitting and ignoring. They seek solutions quickly in situations
that concern them (08).

Although communication, cooperation and coordination with the parent group are often difficult, we
cooperate with teachers in their work on a human structure. My general attitude towards
uncertainties is primarily to keep quiet and watch the process better. Then | try to think about what
to do and offer a solution to a step or a person who can (09).

In general, the parents, teachers and the environment try to cooperate in uncertain situations in our
school. Their support is requested for the current situation. If this can not be done, help is demanded
from the upper management or peers or from other schools. Ignoring and dropping to time usually
doesn’t make things easier; very rarely it works. | think it is necessary to run the decision-making
mechanism together and go to the conclusion and eliminate the uncertainty.

To follow developments, to be prepared for changes, to be calm and patient to act in a determined,
self-confident, honest manner, working in cooperation to eliminate the uncertain situation seems to
play an effective role (010).

Depending on the situation of uncertainty, assistance can be requested and sometimes ignored. Here
the nature and effects of more uncertainty are more important. School management, family and
teachers should be in a clear and understandable manner while communicating. In order to prevent
uncertainty, planning should be done, coordinated and working in harmony. The source of
uncertainty, its reasons should be focused more (011).

Teachers’ Suggestions on Coping with Organizational Uncertainty

The suggestions of the teachers on coping with organizational uncertainty are given in Table 6. When
Table 6 is examined, it is seen that participants mentioned suggestions on coping with organizational
uncertainty under the categories such as for administrators, for teachers and for the organization.
Under the for administration category, leadership qualities (n = 5), cooperation with employees (n = 4),
finding the resource (n = 2), creating safe environment (n = 1), providing internal motivation (n = 1)
codes are determined. Under the for teachers category, emotional maturity (n = 1) and professional
specialization (n = 2) codes and under the for the organization category open aims (n = 2), vision
creation (n = 3), activities supporting change (n = 4), solution oriented decisions (n = 2), crisis
management (n = 3) and strong school cultre (n = 4) codes are found. Some participants’ views on the
suggestions on eliminating organizational uncertainty are as follows;
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Table 6.

The Suggestions on Coping with Organizational Uncertainty.

Categories Codes Participants n

For Administrators Leadership qualities 02, 03, 07, 09, 012 5
Cooperation with emloyees 01, 05, 013, 014 4
Finding the resource 011, 013 2
Creating safe environment 013 1
Providing internal motivation 01 1

For Teachers Emotional maturity 05 1
Professional specialization 04,07 2

For the Organization =~ Open aims 09, 012 2
Vision creation 03, 05, 08 3
Activities supporting change 02, 06, 010, 011 4
Solution-oriented decisions 04, 011 2
Crisis management 05, 09, 012 3
Strong school culture 01, 07, 09, 011 4

Cooperation between teachers and administration should be ensured, communication should be
strengthened and intrinsic motivation should be provided. An environment should be created in which
the teacher sees the school not as a workplace, but as a home and family environment in which he
enjoys being present. Managers need to leave the executive profile to save the day and move to the
leader profiles that shape the future, make decisions and implement (01).

Coordinated work system, planned and scheduled management system and planned work can be
useful for avoiding uncertainty (02).

To clear the uncertainty, we need to clarify everything. There must be a local system in the first place.
Then there must be an administrative staff that manages this system well and trained teachers who
know what to do (03).

First of all, regardless of age, teachers with high emotional maturity should come to the fore in the
selection of teachers. In this way, when possible problems are experienced, cooperation with teachers
with high emotional maturity will be shared by sharing experiences. Principals of schools should be
open to teachers. Otherwise, teacher to teacher relations in the same organization will be damaged
and mutual trust will be lost. A paternalist leader who has good relations with teachers against such
situations must be in the administrative staff (O5).

| think that the guidance service should work more actively in order to eliminate the uncertainty, the
teachers should strengthen the cooperation among themselves and the managers should change
their attitudes (06).

Provide equality. Plan the program regularly. Do not turn hidden works. Inform teachers. Let the
managers be professional in the work and in the school environment. The teachers we call
administrative buddy do not face any situation for some reason, they do not experience uncertainty,
and if there is a possibility, there is an immediate solution. But for some reason others do not have
the same solution. | think it’s better for everyone to be professional (08).

I would recommend that the work to be done should be given to people with the capacity to do that
job, | would suggest that efficient system and education should not be conducted as trial and error
but the system and understanding in systematic schools should be imposed and that mentors should
be provided for adapting new teachers to the profession (09).

What can be done differently; good planning, getting everyone’s opinions, and trying to calculate
possible failure situations, considering solutions and different alternatives about them, establishing a
good communication with all components (010).

53



Didem KOSAR — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 41-76

No problems should be ignored, since the effects of uncertainty can affect everyone positively or
negatively, they should go to their source and eliminate them. The opinions and suggestions of each
individual in the organization should be taken into consideration. (011).

Discussion, Conclusion & Implementation

As a result of this study which aims to offer suggestions to the teachers, principals, policy makers
who compose up the internal and external stakeholders of the school and the researchers about the
meaning of uncertainty at schools, its reasons, results, how to overcome uncertainty, it is found that
teachers identified uncertainty as unpredictability irregularity, complexity, obscurity, anxiety. It has
been determined that the causes may be of internal and environmental origin. Teachers stated that
organizational uncertainty has both organizational and individual consequences. Strategies for coping
with organizational uncertainty include consultation, collaboration, time-out, planned management,
culture and individual strategies; and suggestions for administrators, teachers and the organization have
been put forward regarding the elimination of uncertainty.

As a result of the interview with the teachers, it was revealed that the participants defined
organizational uncertainty as unpredictability, disorder, confusion, obscurity, and anxiety. Helsing (2007)
showed that teachers defined ambiguity in different ways which is partly close to the findings of this
research. Some define uncertainty as the main cause of teacher anxiety, frustration, burnout and poor
teaching, while others claim that uncertainty protects teachers against pessimism, guilt and frustration.
The reasons such as not deciding on what to do at school due to some reasons, having dilemmas about
some unsolved situation about who can solve it, and the thoughts that if | tell my thoughts what kind of
reasons can affect me are important in defining uncertainty as such.

The teachers pointed out that the reasons for uncertainty are the internal causes, such as managers,
teachers, communication, tasks, innovation practices, school culture, circulation, lack of planning,
organizational memory, environmental policies, change and external stakeholders. This finding of the
study is similar to the findings of Giirses and Helvaci (2011), Demiral (2014), Polat (2015), iraz (2004),
Bodde, van der Wel, Driessen, Wardekker and Runhaar (2018) and Hameiri and Nir’s (2016) study
results. Girses and Helvaci (2011) found that when teachers are not informed adequately within the
scope of the exchange period, they do not accept the change when their administrators could not
manage the change effectively. Polat (2015) showed that organizational uncertainty is high when
information is not clear. Demiral (2014) found the reasons of organizational uncertainty as the mistakes
and deficiencies in planning, unplanned changes, frequent changes in educational legislation, lack of
support of school administrators and senior authorities, economic inadequacies, taking decisions from
the center without consulting the implementers about the planned changes, the legislation is open to
interpretation, there are gaps that cause different practices, timing errors in the implementation of the
changes, conflicts among the stakeholders of the school, the inability to fully explain the purpose and
why of change to the society, insufficient in-service training to prepare managers for changes,
researching possible results in planning lack of evaluation process. Iraz (2004) also states that
uncertainty arises when managers do not have sufficient awareness to predict changes in their
environment. Bodde et al. (2018) have identified the reasons for organizational uncertainty in their
research as uncertainty about variability, defining future activities, defining change, values, interests and
perceptions. In their study, Hameiri and Nir (2016) concluded that environmental uncertainty makes it
difficult for the school principal to raise funds for the school and to collaborate with teachers. From this
point of view, it can be said that when teachers who are going to experience change are not sufficiently
informed, when some innovation applications are made before they are ready for change, when their
managers fail to manage change effectively from time to time, it can be said that there is resistance to
innovation practices in schools. At the same time, lack of good planning process in schools, lack of
communication and information flow between teachers and administrators, problems in creating strong
school culture due to constant teacher exchange may cause uncertainty. Uncertainty arises when
managers do not have enough awareness to predict changes in their environment; in this way, it is
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important to influence the environment in a way that meets the organizational needs and prepare the
organization for change.

The results of the uncertainty of teachers, teamwork, participation in the decision, organizational
objectives, organizational climate, organizational trust, entropy, organizational gossip, inertia,
opportunity to change, executive competencies, collectivism, to benefit from uncertainty; individual
results such as quitting, lack of job satisfaction, motivation, lack of concentration, tumbler syndrome,
intolerance to uncertainty, decrease in organizational commitment, future anxiety, ability to develop
skills and quick decision making. This result of the study resembles to the results of the studies
conducted by Demiral (2014), Erguvan (2015), Sar, Isiklar and Aydogan (2012), Karakus and Yardim
(2014), Schechter and Asher (2012), Suzawa (2013) and Helsing (2017). Demiral (2014) stated that the
results of uncertainty as pressure and stress, future anxiety in administrators, teachers, students and
parents, decrease in motivation and commitment, internal conflicts and planning problems. Erguvan’s
(2015) study with university students concluded that uncertainty leads to intolerance in students and
low level of psychological well-being in this context. Sar, Isiklar and Aydogan (2012) in their study
conducted with 710 teachers whose life satisfaction is analysed found out that the individuals’ life
satisfaction who can not tolerate uncertainty decreases. Additonally Karakus and Yardim (2014)
supporting the finding of this study found out that uncertainty increases job intention by reducing job
satisfaction. Schechter and Asher (2012) concluded that when the ambiguity feelings of the principal
increased, organizational learning mechanisms decreased at school. Hameiri and Nir (2016) on the other
hand, conclude that uncertain conditions negatively affect organizational-school health in a similar way
to this finding. In his study, Suzawa (2013) stated that uncertainty is generally associated with
intolerance, whereas uncertainty is a condition that must be embraced and not tolerated. It was
revealed that embracing uncertainty should be perceived as being open to new ideas during teaching
and not thinking in narrow patterns. On the other and, Helsing (2007) in his study found that there have
been some studies putting forward that violated standards, routine teaching, charges of dismissal,
conservatism, and the compliance are the reactions to uncertainty. According to these findings, it is seen
that uncertainty in schools may lead to some negative and partially positive results. From this point of
view, in schools where there is uncertainty, there is no clarity in purposes, role distributions and
responsibilities; can be said to cause organizational gossip. Likewise, when employees don’t know what
to do, worry about the future, they can leave work and experience burnout. However, it should not be
underestimated that when uncertainty is seen as an opportunity, new ideas may emerge, create time
for decision-making, enable people to gain experience and develop skills.

Teachers expressed counseling, cooperation, time-lag, planned management, culture and individual
strategies as strategies to cope with organizational uncertainty in schools. This finding of the research is
similar to that of Demiral (2014), Bodde et al. (2018) and Helsing (2007). Demiral (2014) identified the
coping strategies in her study as follows; to seek appropriate solutions to the regulations, to consult the
deputy principals, experienced managers of other schools, senior management, teachers, guidance
service, informal leaders in the school, to investigate similar practices in the past, to examine the
regulations in other areas, to take risks, to take initiative, to bring teamwork to the forefront, waiting for
the uncertainty to pass and flowing, providing an atmosphere of mutual trust within the organization,
researching practices elsewhere, acting solution-oriented, taking flexible decisions, focusing on the
problem, and first of all trying to identify the problem. Bodde et al. (2018) identified coping strategies as
adaptable management, being a mentor, offering different alternatives, a visionary leader, stakeholder
engagement, consultation, decision making, more detailed analysis, expert opinion and knowledge.
Helsing (2007) emphasized the importance of cooperation in reducing the uncertainty of teachers in
their research. From this point of view, according to teachers’ opinions, it can be considered as creating
effective cooperation between managers and employees, making information flow clearly, operating
management processes in line with a certain plan, creating a common culture, are the ways for coping
with uncertainty.
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In order to cope with organizational uncertainty, teachers made suggestions for administrators,
teachers and the organization. These recommendations include leadership characteristics, collaboration
with employees, finding resources, creating an atmosphere of trust, providing intrinsic motivation,
emotional maturity, professional specialization, clear goals, vision formation, and activities to support
change, solution-oriented decisions, crisis management and strong school culture. The results of this
study are partly similar to the findings of Demiral (2014), Iraz (2000), Polat and Doyuran-Goktiirk (2005),
Allen, Jimmieson, Bordia and Irmer (2007) and Hameiri and Nir (2016). In the study of Demiral (2014),
managers concluded that rapid decision making in uncertain situations, turning crisis periods into
opportunities, being cool-headed, forming a crisis management team, quick decision making and
focusing on the solution are effective in removing uncertainty. Iraz (2000) also revealed that there are
two important ways to influence the environment in a way to respond to organizational needs and
prepare the organization for change in eliminating the uncertainty that arises. Polat and Doyuran-
Gokturk by finding out positive relation between the tendency of avoiding uncertainty and trust to top
management in their research which aimed to determine the relationship between the school
administrators’ power distance and avoidance of uncertainty with trust to top management, suggested
that inservice training and seminars should be organizaed to improve the school principals’ avoidance
values of uncertainty. Allen, Jimmieson, Bordia, and Irmer (2007) concluded that communication and
having more information about change is an important variable in reducing organizational uncertainty.
Schechter and Asher (2012) showed that the most important factor in preventing uncertain situations in
schools is that the school has the characteristics of a learning organization. In their study, Hameiri and
Nir (2016) stated that environmental uncertainty affects organizational health and that prevention can
be achieved by developing a shared vision of the leaders, providing academic cooperation and
strengthening the cooperation between colleagues. From this point of view, in order to cope with the
organizational uncertainty in schools, working together in a team spirit and cooperation in the
atmosphere of trust, ensuring that the administrator of the institution fulfills the responsibility of
creating, maintaining and developing a strong school culture, approaching the problems from a
multidimensional perspective and taking decisions with the employees for the most appropriate
solution, management skills and implementation of crisis management principles play an important role.

When the results presented as a whole were evaluated based on the opinions of the teachers
participating in the research, it was observed that the uncertainty means unpredictability, disorder,
confusion, obscurity, and uneasiness for the teachers; they stated that uncertainty can emerge
internally and environmentally, have organizational and individual results, and coping strategies include
consultation, collaboration, time-out, planned management, culture and individual strategies.
Uncertainty of teachers is unpredictable, considering that it is known as unknown, when determining
the change and innovation policies to be applied in institutions, not only the policy makers, but also the
people who will be affected by the decision and the practitioners should be determined and prepared
for the change. In addition, innovations should be implemented considering the social, cultural and
economic environment variables in which schools are located. Because the environment and employee
characteristics of each school and the conditions of the school vary. When uncertainty is not eliminated,
it is determined that success in schools decreases and teachers’ motivation to work decreases. So the
awareness of school administrators about uncertainty should be increased and in case of uncertainty,
crisis management should be provided in order to intervene in the crisis without damaging the
institution. Teachers stated that they can not do anything if they do not have enough awareness on a
subject and this makes them feel anxious, accordingly, the flow of information within the organization
should gain clarity and duties and responsibilities should be clearly defined and information pollution
should be prevented. Considering that the method and pattern adopted by the research do not allow
the generalization of the results, it can be stated that by carrying out the subject in different samples
and with different methods, different and detailed results can be obtained.
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Turkish Version

Girig

Degisimin hizh sekilde yasandigl giinimuizde orgitler varhklarini sirdirebilmek, diger orgiitlerle
rekabet edebilmek ve fark yaratabilmek adina yapi, siire¢ ve yonetim sekillerinde stirekli yenilik yapmak
durumunda kalmaktadirlar. Bu denli hizh bir degisim, her an her seyin degisebilme ihtimalini
beraberinde getirmekte ve 6nceden tahmin etmenin zorlastigl belirsizlik ortamlarini yaratmaktadir
(Camlibel, 2003); ¢lnki giniimizde artan degisim hizi ile kesinlik durumu yok olurken, belirsizlik daha
kolay sekilde yayilmaktadir (Basar-Neyisci, 2008). Cogu 6rgut de bu kaotik, karmasik, bilinmeyenlerle
dolu belirsiz ortamlar icerisinde varlklarini korumaya calismakta hatta belirsizlikten kaginmaya
calismaktadir; ancak belirsizlikten kaginma orgitler icin ¢ok daha fazla bilinmeyen yaratmaktadir.
Boylelikle basit ve duragan bir ortamda yasayamayan 6rgitler icin kaos kaginilmaz olmaktadir. Nitekim
Kaos teorisi de orgltler gibi karmasik sistemlerde iliskilerin dogrusal olmadigini, umulmadik sonuglar ve
tahmin edilemeyen durumlar olusturan bir sistemin varligina isaret etmektedir (Akbaba-Altun, 2001).
Giderek karmasiklasan sistemler, kiiresel iligskiler ve etkilesimlerin g¢ogalmasi orgiitlerin belirsizligine
belirsizlik katmaktadir (Arslan, 2013). Bu nedenle yoneticiler kurumlarinda yasanan belirsizligi yok
sayamamakta ve orgitlerinin degismeyen, duragan ve kolay tahmin edilebilir ortamlar igerisinde
yasamadigini kabul etmektedirler (Basar-Neyisci, 2008; Polat, 2015). Bu agidan bakildiginda orgiitlerde
ozellikle egitim orgitlerinde belirsizlik, belirsizlik ile micadele etme, belirsizlikten yararlanma ve
belirsizlikten kaginma énemli konular haline gelmektedir.

Belirsizlige iliskin Tanimlar

Belirsizlige iliskin alanyazinda pek ¢ok tanimlama yapilmistir. Bunlardan bir tanesi belirsizligin
degisimin yonunin bilindigi, ancak olaylarin ve olaylarin sonuglarinin gergeklesme ihtimalinin tahmin
edilememesi durumu oldugu seklindedir (Kasperson, 2008). Bir baska tanima goére belirsizlik, birey igin
olumsuz veya zarar verici etkileri olan bir duruma ait 6zelliklerdir (Lazarus & Folkman, 1984, akt. Karakus
& Yardim, 2014). Bu dogrultuda, belirsizlik calisanlarin 6rgitsel degisim algilari sonucunda yaptiklari
o6nemli bir zihinsel degerlendirme olarak tanimlanabilmektedir (Karakus & Yardim, 2014). Milliken (1987)
ise belirsizligi bireylerin olasi durumlari ve sonuglari dogru tahmin edememeleri olarak tanimlarken,
Ersanli ve Uysal (2015) belirsizligin kisiler icin kaygi ve stres kaynagi oldugunu ifade etmislerdir.

Okullarin etkili ve verimli isleyisine etki eden, yoneticilerin yonetim siireglerini yuritmelerine engel
olan, okul iklimine zarar veren, tim ¢alisanlarin motivasyonunu dugsirip atalete siirtikleyen, akademik
performansi distiren kisaca kurumun ¢aga uyum saglayarak gelismesini engelleyen faktorlerden birisi de
belirsizliktir (Arslan, 2013; Helsing, 2007; Smithson, 2008). Giine rutini koruyarak planl baslayan
okullarda dahi 0Ongorilemeyen, umulmadik olaylar gelisebilmekte ve dizen halini dizensizlik
alabilmektedir. Bu nedenle okullar dogrusal olmayan, kaotik ve siiregleri tahmin edilemeyen belirsizligi
barindiran sistemler olarak nitelendirilebilmektedir (Akbaba-Altun, 2001). Smithson (2008), belirsizligin
olumsuz olabilecegi gibi olumlu olarak da algilanabilecegini belirtmistir. Bireylerin bazi belirsizliklerin iyi
ya da kotl, bazilarininsa degistirilebilir olduguna dayanak olusturan distnceleri bulunmaktadir. Bu
nedenle bazi bireyler, belirsizligi azaltmak ya da ortadan kaldirmak yerine, belirsizlik yaratmaya ve
sirdirmeye mevyilli olmaktadirlar. Belirsizlik, bdylece yonetim ve denetimde birtakim agmazlara ve de
¢ozlimlere araci olabilmektedir. Bu ag¢idan degerlendirildiginde belirsizlik ortamini firsata ¢evirmek de
okullarin etkili isleyisine katkida bulunabilmekte, yoneticilerin kriz yonetim becerilerini godzden
gecirmelerine olanak saglamaktadir. Kisacasi oOrgitler gelecegi ve gelecekte olusabilecek olasiliklari
tahminleyip 6nlem alabildiklerinde, degisim ve belirsizligi kabul edip kaosu basari igin firsata
donistiirebilmektedirler (Ergetin & Kayman, 2014). Agikalin (1998, as cited in. Bakioglu & Demiral, 2013)
karmasanin liderler icin yasamsal bir firsat oldugunu; postacinin kapiyi iki defa galdigini, birincisinin
kaosa ikincisinin ise yoneticilerin karmasayl yonetme becerisine bagl oldugunu vurgulamaktadir. Bu
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dogrultuda Argiiden (2002) belirsizligi iyi anlamanin dogru kararlar verebilmenin temelini olusturdugunu
ifade etmistir.

Egitim Orgiitlerinde Belirsizlik

Okullar; kendi igerisinde ¢ok sayida farkli dinamik bulunduran, kendi igerisindeki ve gevresindeki pek
cok farkh degiskenle etkilesim icerisinde olan, 6ngorilemezligin bulundugu bir ortamda evrilen
orgutlerdir. Okulun, yoneticilerin, 6gretmenlerin, 6grencilerin basarisi igin sabit ve her zaman gegerli, her
duruma uygun formiilleri yoktur. Her kurumun belli durumlarda izleyecegi ¢ok sayida yol vardir ve
orgitlerin dogal olarak okullarin da basarisini, varligini ve istikrarini etkileyebilecek belirsiz bircok etken
bulunmaktadir (Radford, 2006). Bir baska ifade ile okullarda belirsizlige sebep olan pek ¢ok degisken
bulunmaktadir. Bunlardan bazilari bilgi eksikligi, rasgelelik, karmasiklik, degisim olarak belirtilebilir
(Arslan, 2013). Ayni zamanda yine 6gretmenler digerlerinin duygu, dislnce ve davraniglarini anlamayi,
tahmin etmeyi, degerlendirmeyi iceren kisaca insan iliskilerine odaklanan mesleklerinin karmasik dogasi
geregi belirsizlikler yasayabilmektedirler. Ancak bazilari bu durumun ¢ogu zaman &gretmenlerin
tikenmislik, yorgunluk, atalet ya da endise yasamasina sebep oldugunu belirtirken bazilar da
uygulamalarin gelismesi, karamsarlik ve yorgunluktan kurtulmak icin bir sebep olduguna isaret
etmektedirler. Helsing (2007) yapmis oldugu arastirmasinda 6gretmenlerin belirsizlige iliskin tutumlarini
incelediginde belirsizligi olumlu ya da olumsuz algilamalari karsisinda belirsizlige iliskin tutumlarinin da
degistigini ifade etmistir. Helsing 6gretmenlerin belirsizligi olumsuz olarak algiladiklarinda korktuklari,
belirsizligi 6nlemeye iliskin girisimlerde bulunmaya ¢alistiklari, belirsizlik durumunu riskli gordikleri
ortaya konurken olumlu olarak algiladiklarinda ise belirsizligin her ne kadar endise verici olsa da bir
firsata donusecegini, kendileri icin heyecana donistigini, bilgi dazeylerini artirdigini ve de
uzmanlasmalarina katki sagladigini distindiklerini belirlemistir.

Belirsizligin Yonetimi

Belirsizligi yonetirken esnek ve uyarlanabilir belirsizlik yonetimi stratejilerinin kullaniimasi
onerilmektedir. Ancak, belirsizlik yonetimiyle ilgili karmasik dislincelerden biri yoneticilerin bazilarinin
diinyanin belirlilik tagidigini ve bu nedenle kesin éngorilere agik oldugunu ya da belirsizlik tasidigini ve
bu nedenle tiimiyle kestirilemez oldugunu disinmelerinden kaynaklanmaktadir (Arslan, 2013). Oysa
daha once de belirtildigi gibi belirsizlik yonetilirken esnek stratejiler kullanilarak orgiit icin firsata
donustirilmesi daha kalici ¢ozimler yaratarak oOrgitlerin etkililigini artirmada rol oynayacaktir.
(Ozdemir & Cemaloglu, 1999). Her seyin her zaman degistigi ve tahmin etmenin oldukca zorlastig
belirsizlik ortaminda, bir okul yoneticisi yeniliklerin ve degisimin gerektirdigi ihtiyag, sorumluluk ve
problemler karsisinda gereken esnekligi gostererek, yasanan catismalari, kaos ortamini ve krizleri
ydneterek, egitim hizmetlerinin devamliligini saglayabilir (Ertiirk-Kayman, 2008). Orgiit yéneticileri ve
calisanlari 6rgutlerinde etkin bir yonetsel stire¢ ve hizmet kalitesini saglamak ve belirsizligi giderebilmek
icin ginimuz kosullarina uygun olarak gerektiginde internet tabanli sosyal aglar da (twiter, facebook,
blogger, vb) dahil olmak tzere aciklik ve hesap verebilirligi saglayici teknolojilerden yararlanabilirler.
Dolayisiyla orgilitler belirsizlik karsisinda yeni liderlik yaklagimlarinin yani sira agik, dénistiimcu, kultirel
liderlik gibi alternatif liderlik yaklasimlarini da gdz onliinde bulundurmalidirlar (Polat, 2015); hatta
okullardaki uygulayicilar, herhangi bir rota icin 6zel bir yol haritasi planlayan vizyoner lider olmaktan 6te;
belirsiz ve 6ngorilemez zorluklarin oldugu hizlica degisen kosullara, yeterli bilgi ve donanima, duruma
6zgli ve hizlica cevap verebilerek uyum saglayabilen kanonun basindaki kisi olma 6zelligi gbostermelidirler
(Arslan, 2013). Ancak orgutlerin belirsizlikle miicadele de siklikla basvurduklari yontemlerden birisi
belirsizlikten kaginmadir. Belirsizlikten kaginma herhangi bir konuya iliskin bilgi diizeyinin yetersiz kaldigi,
orglt calisanlari ile ilgili acik ve belirgin olmayan konularin ya da degisim hareketlerinin toplumu rahatsiz
ettigi durumlara iliskin duyulan tedirginlik diizeyi ile agiklanabilmektedir (Sofyalioglu & Aktas, 2001). Bir
Orgitu olusturan tyelerin belirsizlikten kaginma egilimleri dislikse oradaki tyeler risk almaya meyillidir
ve belirsizligi tolere edebilme ihtimalleri ylksektir (Rogovsky & Schuler, 1997). Ancak belirsizlikten
kaginma egilimi yliksekse o toplumu olusturan bireylerin belirsizligin yarattigi endise ile agresif, saldirgan
ve sinirli olmalar kaginilmazdir (Robbins, 1998). Belirsizlikten kaginma ozelligi Pulat’a (2010) goére
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bireylerin belirsizlik ve duragan olmayan durumlar karsisinda hissettikleri ve korunmak igin aldiklari
onlemleri ile ilgilidir.

Alanyazin incelendiginde orgtsel belirsizlik ile ilgili ¢esitli calismalarin yapildigi goriilmektedir (Allen,
Jimmieson, Bordia, & Irmer; 2007; Arslan, 2013; Bakioglu & Demiral, 2013; Basar-Neyis¢i, 2008; Bodde,
van derWel, Driessen, Wardekker & Runhaar, 2018; Campbell, 2007; Demiral, 2014; Englund &
Frostenson; 2017; Erguvan, 2015; Ersanh & Uysal, 2015; Gordon, 2006; Helsing, 2007; Hui & Lee, 2000;
Oswald, 2013; Roelofs & Nieuwenhuis, 2016; Twyford, Le Fevre & Timperley; 2017; Smithson, 2008;
Schechter & Asher, 2012; Polat; 2015; Rast, Hogg & Giessner, 2013; Uysal, 2015). Bakioglu ve Demiral
(2013) yapmis olduklari arastirma sonucunda okul yoneticilerinin belirsizliklerin sebeplerinden birisinin
planlamadaki hatalar olarak degerlendirdikleri, belirsizlik durumlarinda dncelikle mevzuata danistiklari,
bazilarinin belirsizlik aninda karamsarliga kapildiklari ve belirsizligin yoneticiler izerinde stres ve baski
yarattigl sonucuna ulasmislardir. Basar-Neyisci (2008) arastirmasinda okul maddrlerinin goérev yaptiklari
okullarin kiltirinin birokratik yapilardan olusmasinin yoneticilerin diisik dizeyde belirsizlikten
kacinma davranisi gosterme egilimlerini azalttigi sonucuna ulasmistir. Ayrica ayni arastirmada kidemi
ylksek olan yoneticilerde belirsizlikten kaginma dizeyinin daha yiksek oldugu bulunmustur. Polat
(2015) ise galismasinda yoneticilerin agik lider olma stilleri ile 6rgitsel belirsizlik, yoneticilerin sosyal
aglari benimseme durumlari ile 6rgutsel belirsizlik arasinda pozitif yonde bir iliskinin varligini ortaya
koymustur. S6z konusu ¢alismada yoneticilerin orglitte herhangi bir konu veya durum hakkinda 6rgut
Uyeleri arasinda bilgi akisinin yetersiz oldugu, siirecteki nedensel iliskiler aginin 6rgit lyelerince
yeterince bilinememesi ve o6rgitte geri bildirim durumunun uzun zaman almasi boyutlarinda
yoneticilerin diger calisanlara oranla daha yiiksek diizeyde 6rgiitsel belirsizlik yasadiklari belirlenmistir.

Bu bilgiler 1siginda bu arastirma ile 6gretmenlerin oérgitsel belirsizlige iliskin goruslerini kendileri ile
bire bir gérlisme sonrasi onlarin bakis agisi ile btiincll bir sekilde ortaya konmasinin belirsizlik yasayan
kurumlara belirsizligin nasil giderilebilecegine iligskin gesitli alternatifler sunmasina, kurumlarin etkili ve
verimli isleyisine katkida bulunmasina etki edecegi disiinilmektedir. Ayni sekilde glinlimizde 6zellikle
egitim kurumlarinin belirsizlik karsisindaki tepkilerini, belirsizligin dogurdugu sonuglari ve bas etme
yontemlerini belirlemek 6nemli gérilmektedir. Ayrica 6gretmenlerin gorisleri alinarak nitel veri toplama
teknigi kullanilarak orgutsel belirsizligi ele alan calisma sayisi oldukga azdir. Bu agidan bakildiginda
mevcut arastirmadan elde edilecek bulgularin alan yazindaki bu boslugu doldurmasi ve benzer durumlar
icin 6gretmenler, yoneticiler, politika yapicilar icin nemli bir veri kaynagini teskil ederek fikir ve 6neri
sunmasi beklenebilir. Bu ana amag dogrultusunda asagidaki alt amaglara cevap aranmistir. Katiimcilarin;

o Orgiitsel belirsizligin anlamina iliskin gérisleri nasildir?

o Orgiitsel belirsizligin sebepleri hakkinda gériisleri nasildir?

o Orgiitsel belirsizligin sonuclarina iliskin gériisleri nasildir?

o Orgiitsel belirsizlikle bas etme stratejilerine iliskin gérisleri nasildir?
o Orgiitsel belirsizligin giderilmesine iliskin dnerileri nelerdir?

Yéntem
Arastirmanin Deseni

Okullarda yasanan orgutsel belirsizligin anlami, nedenleri, sonuglari, belirsizle bas etme stratejileri ve
belirsizligin giderilmesi hakkinda okullarin i¢ ve dis paydaslarini olusturan midirlere, 6gretmenlere,
politika yapicilara ve ayrica arastirmacilara Oneriler sunmak icin 6gretmenlerin gorislerini ortaya
koymayi amaclayan bu c¢alisma, nitel arastirma yontemi kullanilarak yuratalmdistiir. Arastirma nitel
arastirma yontemlerinden fenomenoloji desenindedir. Fenomenolojinin kullanildigi arastirmalarda veri
kaynaklari arastirmanin odaklandigi olguyu yasayan veya bu olguyu yansitabilecek birey veya gruplardir
ve en 6nemli veri toplama araglarindan biri gériismedir Ayni zamanda fenomenoloji arastirmalarinda
farkinda olunan ancak derinlemesine ve ayrintili bir anlayisa sahip olunmayan olgulara
odaklaniimaktadir; amag; bireyin bir olguya iliskin yasantilarini, algilarini ve buna yikledigi anlamlari
ortaya cikartmaktir (Yildirm & Simsek, 2016). Kisacasi fenomenoloji ile kisilerin deneyimlerinden ve
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yasantilarindan hareketle olguya iliskin gelistirdikleri algi ve anlamlar ortaya konmaya ¢alisiilmaktadir. Bu
baglamda bu arastirmada orglitsel belirsizlik olgusu 6gretmenlerin deneyimlerine dayali olarak
aciklanmaya gahsiimistir.

Calisma Grubu

Amacl 6rnekleme yontemlerinden maksimum cesitlilik ve 6lglit 6rnekleme yontemi kullanilan bu
arastirmada, calisma grubunu, 2017-2018 6gretim yilinda Ankara ilinde gorev yapmakta olan 14
o6gretmen olusturmaktadir. Bu galismada olgit, 6gretmenlerin bulunduklari okulda en az iki yil gorev
yapmis olmalaridir. Bunun sebebi gérev yapmakta olduklari okulda yasanan belirsizlige iliskin ayrintili bir
bakis acisina sahip olmalaridir. Calismada maksimum cesitlilik 6rnekleme teknigi kullaniima nedeni ise
¢alisma grubunun cesitliliginin saglanmasidir. Arastirmanin ¢alisma grubuna segilecek 6gretmenlerin
belirlenmesinde cinsiyet, brans, kidem, yas, okulda ¢alisma siresi, 6grenim durumu gibi degiskenler
cesitlilik kaynagi olarak alinmistir. Arastirmanin g¢alisma grubunda yer alan 6gretmenlerin demografik
ozellikleri asagida Tablo 1'de gosterilmektedir.

Tablo 1.

Calisma Grubuna Ait Demografik Bilgiler.

Katilima Cinsiyet Brang Kidem Yas Okul Kidemi Ogrenim D.
01 E Sos. Bil. 4 27 2 Y. Lisans
02 E Sinif Ogt. 10 32 2 Lisans
03 K ilk. Mat. 5 26 3 Y. Lisans
04 E Cografya 20 42 8 Y. Lisans
05 E Sinif Ogt. 4 26 2 Lisans
06 K Fen Bilimleri 2 23 2 Lisans
07 E ingilizce 3 27 3 Lisans
08 K ingilizce 6 28 3 Lisans
09 E Sinif Ogt 2 25 2 Lisans
010 K Okul Oncesi 16 45 2 Lisans
011 E ingilizce 4 35 2 Lisans
012 E Sinif Ogt 10 33 2 Lisans
013 E Sinif Ogt 5 33 3 Y. Lisans
014 K Sinif Ogt 4 32 2 Y. Lisans

Tablo 1 incelendiginde ¢alisma grubunda yer alan katilimcilarin 9’unun erkek 5’inin kadin 6gretmen
olduklari gérilmektedir. Katilimcilarin branslari gz éniine alindiginda 6’sinin sinif, 1’inin sosyal bilgiler,
1’inin ilkégretim matematik, 1’inin cografya, 1’inin fen bilimleri ve 2’sinin de ingilizce oldugu
gorilmektedir. Katihmcilarin mesleki kidemleri 2 ile 20 yil arasinda degisirken yaslari 22 ve 45
araligindadir. Calistiklari okuldaki kidemleri en az 2 en ¢ok 8dir. Ogrenim durumlari incelendiginde
9’unun lisans 5’inin ylksek lisans mezunu oldugu gorilmektedir.

Veri Toplama Araci

Arastirmada veri toplama araci olarak arastirmaci tarafindan gelistirilen yari yapilandiriimis goériisme
formu kullanilmistir. Yari yapilandirilmis gériisme formu olusturulurken orgltsel belirsizlik ile ilgili
alanyazin ayrintili olarak incelenmis ve 6gretmenlerin orgiitsel belirsizlige iliskin goruslerini saptamak
amaci ile ¢esitli maddeler belirlenmistir. Belirlenen maddeler uzman gorisiine sunulmus ve uzmanlardan
gelen geribildirimler sonucunda gerekli dizenlemeler yapilmis ve forma son hali verilmistir. Bu baglamda
gorisme formunda arastirmanin amacina uygun bes adet soru yer almistir. Bu sorulardan bazilari
“Okullarda yasanan belirsizliGin sebepleri hakkinda neler diisiinliyorsunuz?”, “Okullarda yasanan
belirsizligin ne gibi sonuglara yol agtigini diisiinliyorsunuz?” seklindedir.
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Verilerin Toplanmasi

Arastirmada gelistirilen veri toplama araci ile veriler 2017-2018 6gretim yilinda toplanmistir. Yari
yapilandiriimis goérisme formu kullanilarak 14 0&gretmen ile gorismeler yapilmistir. Gorismeye
baslamadan 6nce katilimcilara arastirmanin amaci agik bir sekilde belirtilmis bilingli onam gozetilerek
yapilacak goérismeye katilip katilmama konusunda 06zglir olduklari ve diledikleri anda gérismeyi
birakabilecekleri soylenmistir. Katihmcilarin onaylari alindiktan sonra ses kayit cihazi kullanilarak
gorismeler kayit altina alinmistir. Yapilan gorismeler yaklasik 45 dakika ile 65 dakika arasinda
degismistir.

Verilerin Analizi

Verilerin analizinde, icerik analizi kullaniimistir. igerik analizinin amaci, elde edilen verileri
aciklayabilecek kavramlara ve iliskilere ulagsmaktir; 6ziinde yapilan islem, birbirine benzeyen verileri
belirli kavramlar ve temalar gercevesinde bir araya getirerek bunlari okuyucunun anlayabilecegi bir
bicimde organize etmek ve yorumlamaktir (Yildirm & Simsek, 2016). Verilerin analizi, verilerden
kavramsal kategoriler elde etmek amaciyla tekrar eden kodlarin belirlendigi acik kodlama ile kategoriler
arasinda baglantilar kurmak amaciyla yapilan eksen kodlama ile gergeklestirilmektedir (Merriam, 2009).
Acik kodlama, mikro analiz kodlama olarak da isimlendirilmektedir. Agik kodlamada amag¢ metindeki
olgunun kimliginin belirlenmesi, adlandirilmasi, kategorize edilmesi ve tanimlanmasidir. Olaylar ve
davranislar arasinda benzerlikler ve farklilara iliskin olarak karsilagstirmalar yapilir ve veriye sorular
sorarak veri kategorizelestirilir. Eksen kodlama ise agik kodlamada elde edilen kodlari timdengelim ve
timevarim ile digerleri ile iliskilendirme sirecidir; bu asamada kategoriler alt kategorilerle
iliskilendirilmekte ve aralarindaki iliskiler test edilmektedir (Bas & Akturan, 2008). Bu baglamda bu
arastirmada da ses kaydi ile elde edilen veriler arasinda yer alan anlami en iyi yansitan ifadeler bir
kavram, climle ya da sézciikle isimlendirilerek kategorilendirmek igin agik kodlama, kodlama siiresince
gelistirilen kategorileride bir araya getirmek igin eksen kodlama yapilmistir. Sonugta, kavramsal
cerceveye uygun olarak belirlenen tema, kategori ve kodlamalar yapilarak ifadeler tablolar halinde
sunulmustur. Her bir tema altinda yer alan kategori ve kodlar bir araya getirilerek tablolar olusturulmus
ve her bir tablo, ilgili arastirma sorusunun altinda verilerek ayrintili sekilde agiklanmistir. Verilerin
analizinde ise katilimcilarin gorislerini yansitabilmek amaci ile ¢arpici, aciklayici, farkli 6rnekler dikkate
alinarak (Unver, Talu-Biimen & Basbay, 2010) dogrudan alintilara yer verilmistir.

Gegerlik-Givenirlik Calismasi

Nitel veri toplama teknigi kullanilarak vyiritilen arastirmalarda arastirmanin i¢c gegerligini
(inandinicilik), dis gecerligini (aktarilabilirlik/transfer edilebilirlik), i¢ glvenirlik (tutarlik) ve dis
glvenirliligini (teyit edilebilirlik) artirmak igin gesitli yontemler mevcuttur. Bu baglamda arastirmada ig
gecerlik, uzman incelemesi, katiimci teyidi, bulgularin dogrudan alintilarla verilmesi, veri toplama
aracinin ve bulgularin ilgili alan yazinla tutarhligi ile saglanmaya calisiimistir. Dis gecerlik, arastirma
yonteminin ayrintili olarak tanimlanmasiyla gerceklestirilmeye calisiimistir. Arastirma sonuglarinin
verilerle tutarhigina iliskin tutarlik incelemesiyle i¢ glivenirlik, veri toplama siirecinin ve analizinin ayrintih
betimlenmesi yoluyla da dis givenirlik saglanmistir. (Yildirrm & Simsek, 2016). Verilerin analizinde ve
dogrudan alintilarda arastirmanin galisma grubunu olusturan égretmenler “0O” kisaltmasi ve numaralarla
temsil edilmistir.

Bulgular

Arastirmada belirlenen sorulara iliskin gériismelerden elde edilen bulgular asagida tablolar halinde
sunulmustur.

Ogretmenlerin Orgiitsel Belirsizligin Anlamina iliskin Goriisleri

Arastirmaya katillan o6gretmenlerin oOrgitsel belirsizligin anlamina iliskin gorisleri Tablo 2’de
belirtilmistir.
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Tablo 2.

Orgiitsel Belirsizligin Anlamina iliskin Gériisler.
Kategoriler Katihmailar n
Tahmin Edilemezlik 01 1
Diizensizlik 02, 03, 07, 010, 014 5
Karmasa 04, 011 2
Bilinmezlik 05, 06, 012, 013 4
Tedirginlik 08, 09 2

Tablo 2 incelendiginde katimcilarin orgitsel belirsizligin anlamini tahmin edilemezlik (n = 1),
dizensizlik (n = 5), karmasa (n = 2), bilinmezlik (n = 4) ve tedirginlik (n = 2) kategorilerinde
degerlendirdikleri goriilmektedir. Bazi katiimcilarin 6rgltsel belirsizligin anlamina iliskin gorisleri
asagida belirtilmistir.

Orgiitsel belirsizlik tahmin edilemezlik ile aciklanabilir. Ciinkii énceden kestiremedigimiz, 6ngériide
bulunamayip tahmin edemedigimiz durumlar belirsiz ¢tkmaza diismemize neden olabilir. Bir okulda
neyin nasil yapilacagi konusunda bir acaba var ise, nasil yapilacagini ¢alisanlar bilemiyor ve bir ikilem
yasiyorlarsa iste orada belirsizlik durumu ortaya cikiyor (01).

Orgiitsel belirsizlik diizensizlik ile agiklanabilir. Ciinkii belirsiz durumlar genelde diizensizli§i de
yaninda getirir. Belirsizlik demek her an her seyin olabilecedi diizensiz karmasik bir ortami aklima
getiriyor (03).

Orgiitsel belirsizlik karmasa ile agiklanabilir. Ciinkii kendi i¢ dinamikleri ve karmasik bir yapisi olan
okullarda belirsizlik karmasa getirir. Neyin nerede kim tarafindan ve nasil yapilacadi, gérev tanimlari
net olmalidir. Ogrenci, 6§retmen, yénetici ve veli iizerine diisen gérev ve sorumluluklarini zamaninda
yerine getirmelidir. Getirmedi§i anda karmasa ve diizensizlik olusur. Ekip ruhu olusmaz (04).

Orgiitsel belirsizlik diizensizlik ile aciklanabilir. Ciinkii okullarda belli bir plan, program ve diizen yerine
glini kurtarma projeleri ile hareket edilmektedir. Bu sebeple, 6gretmenler de ne yapacagini tam
olarak bilememekte ve planlayamamaktadir. Ornedin; Ggretmene verilen bir gérevin tam olarak
tanimlamasi yapilmamakta ve 6dretmen de neyi ne zaman yapacadini kestirememektedir (07).

Belirsizlik tedirginlik ile agiklanabilir. Clinkii belirsiz olan durumlar daima kisilerde tedirginlik yaratir.
Cogunlukla her seyin kontrol altinda olunmasi tercih edilir. insanlarin hayatlarindaki cogu seyin
diizenli 6nceden planli olmasi onlari rahatlatir. Psikolojik olarak son anda ortaya ¢ikan plansiz ya da
belirsiz durumlar herkesi huzursuz eder. Ozellikle kisilerin kurumlarinda belirsizlikler sebebiyle
yasadiklan tedirginlikler ve huzursuzluklar kurumlardaki verimi diisiiriir (O8).

Ogretmenlerin Orgiitsel Belirsizligin Sebeplerine iliskin Goriisleri

Arastirmaya katilan Ogretmenlerin orgltsel belirsizligin sebeplerine iliskin gorisleri Tablo 3’te
belirtilmistir. Tablo 3 incelendiginde katilimcilarin 6rgiitsel belirsizligin sebeplerini i¢sel belirsizlik ve
cevresel belirsizlik olarak degerlendirdikleri gériilmektedir. i¢sel belirsizlik kategorisinde yénetici kaynakli
(n = 6), 6gretmen kaynakli (n = 1), iletisim eksikligi (n = 6), gorev kaynakh (n = 3), yenilik uygulamalari (n =
3), okul kaltara (n = 4), sirkilasyon (n = 2), planlama eksikligi (n = 5) ve orgilitsel bellek (n =1) kodlari yer
almaktadir. Cevresel belirsizlik kategorisinde ise egitim politikalari (n = 5), degisim (n = 1) ve dis
paydaslar (n = 1) belirtilen kodlar arasinda yer almaktadir. Bazi katiimcilarin orgitsel belirsizligin
sebeplerine iliskin gorisleri asagida belirtilmistir.

Egitim-6gretim ortaminda yasanan belirsizlik 6gretimsel lider eksikliginden kaynaklanir. Okulun
vizyonu ve misyonu acik bir sekilde belirtilmeli ve ¢alisan personel karar alma siireglerine katiimalidir.
Bunu saglayacak kisi de 6gretimsel lider roliinii tistlenecek miidiirlerdir. Okul ortaminda bir belirsizlik
var ise okulun amacglarini, sorunlarini ve isleyisini takip edemeyen lider sorunu da vardir (01).

Siirekli 6G§retmen ve idareci dedisimi olarak diisiiniiyorum. Ozellikle 3. Hizmet bélgelerinde (02).
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Tablo 3.

Orgiitsel Belirsizligin Sebeplerine iliskin Gériisler.

Kategoriler Kodlar Katihmcilar n

igsel Belirsizlik Yénetici kaynakli 01, 03, 04, 05, 06, 010 6
Ogretmen kaynakli 06 1
iletisim eksikligi 06, 07, 011, 012, 013, 014 6
Gorev kaynakli 07, 08, 09 3
Yenilik uygulamalari 07, 69, 011 3
Okul kaltari 01, 03, 04, 06 4
Sirkiilasyon 02, 04 2
Planlama eksikligi 07,08,09,010,011 5
Orgiitsel Bellek 04 1

Cevresel Belirsizlik Egitim politikalar 03, 04, 09,010,013 5
Degisim 010 1
Dis paydaslar 06 1

Bence en 6nemli faktér yonetici. Bir okul miidiirii gérevini layikiyla yapacak kapasitede ve yeterlikte
degdilse okulda belirsizlikler olusabilir. Bir okul yéneticisi liderlik ézelliklerini tasiyorsa tutumlu ve
kararl olabiliyorsa okulda belirsizliklerin yasanmasi s6z konusu olmayacaktir. ikinci bir faktér olarak
sirekli degistirilen yapboza dénen egitim sistemimiz de okulda belirsizliklere ve karmasaya yol
agabilir. Egitim sisteminin oturmus ve herkesin gérevini ve ne yapacagini bildigi bir diizen
olusturulmali (03).

Yéneticilerin ¢ok sik dedismesi, Okulun hafizasinin kaybolmasi, Liyakat sahibi ve kararl kisilerin
yénetici yapilmamasi, Egitim sisteminin c¢ok fazla degismesi, Odretim programlarinin cok sik
degismesi, Hicbir sey olamadim bari égretmen olayim diyen, meslede isteyerek gelmeyen kisilerin
dgretmen olmasi (04).

Genelde idarecilerin yetersiz olmasi temel nedendir. Karsilasilan giigliiklerle basa ¢ikmada sorunlar
yasanmakta (O5).

idarenin istekleri konusunda agik ve net olamamasi, é§retmenlerin égrencilere ve okula karsi olan
bikkinligi, ailelerin okula karsi tutumlari ve égretmenlerin kendi aralarindaki anlasamamaziiklarindan
kaynaklandigini diisiiniiyorum (06).

Okul idaresi ve 6gretmenler arasindaki iletisim eksikligi, Yapilmasi gereken islerin ve verilen gérevlerin
belli bir plan déhilinde yapilmamasi, Okul idaresinin de égrencilere gérev tanimlarini tam yapmamasi
ve dgrenci ve velilere karsi sirin gériinme ¢abasi, Okul idaresinin égretmenden uzun vadede degil kisa
vadede iist mercilere yaranabilecedi alan disi gérevleri istemesi (07).

Okullarda daha 6ncesinde yeterince planlanmamis, programlanmamis ya da yetersiz planlanmis
durumlar, plan programda eksiklikler, yanlis kararlar verilmesi, idare yanlisi kararlar verilmesi, esitlik
gézetilmemesi gibi sebepler olabilir diye diisiiniiyorum (O8).

Okullarda yasanan belirsizligin sebebi isin ehline verilmemesi, devletin ansizin degisen politikalari
karsisinda 6gretmenlerinde bu duruma uyum saglamada yasadigi zorluklar karsisinda ne yapacaklari,
nasil davranacaklarini, ézellikle isini vicdani agisindan iyi bir sekilde yapmaya ¢alisarak hassasiyet
glOsteren Ggretmenlerin yasadigi tedirginlik ve karisikliktir. Diger bir nedense belli dénemlerde is
yapiyor géziiken okul yéneticilerinin gercekten is yapan 6gretmenler lizerinde kurdugu anlamsiz ve
gereksiz bircok istir (09).

Okullarda yasanan belirsizlikler planlamalarda yapilan hatalar ve eksiklikler, yapilacak degisimlerin
amacinin yeterince anlasilamamasi, yenilikler, ekonomik durum, kisiler arasi ¢atismalar ve iletisim
sorunlarindan kaynaklanmaktadir. iyi niyetle baslatilan ancak yeterince anlatilamayan anlasilamayan
degisimler belirsizlik dolayisiyla karmasa ve kargasaya sebep olmaktadir. Yeterince planlanamayan,
olasi sorun ve ¢éziimleri icerisinde barindiramayan degisimler belirsizlikleri arttirir diye diistinliyorum.
Mesela TEOG kaldirildi denildikten sonraki siirecteki belirsizlik tiim 8.sinif 6grenci ve velilerinde
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karmasa, gerilim ve gereksiz endise yaratmis, égrencilerin ¢alisma sevkini duraklatmis velilerde bile
strese sebep olmustur. Okullarda da ayni sekilde enerji kaybi ortaya g¢ikardigini disiiniiyorum.
Ardindan bir diizensizlik getiriyor ki her seyin eski diizenine kavusmasi, ¢alismalarin tekrar yoluna
girmesi uzun zaman alabiliyor (010).

Belirsizlik, plansizhigin bir sonucu olabilecegi gibi éngdriisizliikten de kaynaklanabilir. Okul yénetimi
olasi durumlar icin énceden bir plan yapmalidir. Bunun disinda is béliimi eksikligi ve iletisimsizlik de
belirsizligin sebepleri arasinda gésterilebilir (011).

Ogretmenlerin Orgiitsel Belirsizligin Sonuglarina iliskin Goriisleri

Arastirmaya katilan Ogretmenlerin Orgltsel belirsizligin sonuglarina iliskin gorisleri Tablo 4’te
belirtilmistir.

Tablo 4.

Orgiitsel Belirsizligin Sonuclarina iliskin Gériisler.

Kategoriler Kodlar Katihmailar n

Orgiitsel Sonuglar Takim Calismasi 01, 02, 04, 610 4
Karara katilim 02,03 2
Orgiitsel amaclar 07 1
Orgiit iklimi 03, 06, 08 3
Orgiitsel giiven 05, 08 2
Entropi 03 1
Orgiitsel dedikodu 05 1
Atalet 02, 04, 06 3
Degisim firsati 01, 02, 03, 05, 08 5
Yénetici yeterlikleri 03, 07, 011, 012 4
Kolektivizm 03, 08, 09, 012, 015 5
Belirsizlikten yararlanma 04, 610 2

Bireysel Sonuglar isten ayrilma 01, 03, 05,015 4
is doyumu eksikligi 01 1
Motivasyon 01, 64, 014 3
Konsantrasyon Eksikligi 07 1
Tulumbaci sendromu 07 1
Belirsizlige tahammiilsiizliik 05, 08, 09, 3
Orgiitsel bagllikta diists 011, 613 2
Gelecek endisesi 012 1
Yetenekleri gelistirme 014 1
Karar vermede cabukluk 09 1

Tablo 4 incelendiginde katilimcilarin 6rgltsel belirsizligin sonuglarini 6érgiitsel ve bireysel sonuglar
olmak tizere iki farkli kategoride degerlendirdikleri goriilmektedir. Orgiitsel sonuglar kategorisinde takim
calismasi (n = 4), karara katihm (n = 2), 6rgitsel amaglar (n = 1), 6rgit iklimi (n = 3), 6rgutsel given (n =
2), entropi (n = 1), orglitsel dedikodu (n = 1), atalet (n = 3), degisim firsati (n = 5), yonetici yeterlikleri (n =
4), kolektivizm (n = 5), belirsizlikten yararlanma (n = 2) kodlari yer alirken bireysel sonuglar kategorisinde
isten ayrilma (n=4), is doyumu eksikligi (n = 1), motivasyon (n=3), konsantrasyon eksikligi (n = 1),
tulumbaci sendromu (n = 1), belirsizlige tahammiulstizlik (n=3), 6rgltsel bagllikta azalma (n = 2), gelecek
endisesi (n = 1), yetenekleri gelistirme (n = 1), karar vermede ¢abukluk (n = 1) gibi kodlar yer almaktadir.

Orgiit badlaminda olumsuz sonuglar dodurur ve isleyise katki sadlanamaz. Gérev dadiimindan
sorumluluk duygusuna kadar vurdumduymaz sonuglar ortaya ¢ikarabilir Bireysel olarak baktigimizda
belirsizlik is doyumunu azaltir, dolayisiyla is doyumu azalan bireyin motivasyonu da diisebilir. Art arda
yasanan olumsuz siireci ise mesleki ve duygusal tiikenmisligin takip etmesi kaginilmaz bir sonug olur
(01).
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Orgiitsel olarak 6zellikle ziimrelerin yeterince faal c¢alhsmamasindan 6tiirii 6grencilerin takim
calismasi konusunda eksik oldugunu diisiiniiyorum. Bireysel olarak alinan kararlarin belirsizlige neden
olabilecegini diisiintiyorum. Okul midiiriiniin tek basina karar almasi. Belirsizligin mevcut oldugu bir
okulda birlikteligin zayif olacagini diistiniiyorum (02).

Orgiitsel sonuglara baktigimizda érgiitsel sadhgi olumsuz etkiler belirsizlikler. Orgiitin amacina
ulasmasini zorlastirir ve érgiit iklimini kisiler arasi iletisimi olumsuz etkiler. Bireysel agidan
baktigimizda belirsizlikleri avantaja ¢eviren kisiler olabilir kurumlarda. Eger avantaja ¢cevirtmiyorsaniz
olumsuz etkilenmemeniz miimkiin degil (O3).

Bireyler bir araya gelmek igin bir sebep bulamazlar. Bu yiizden belirsizlik ekip ruhunu olumsuz etkiler.
Kisi gelecegi tam olarak bilmediginden harekete ge¢mek istemez. Bu yiizden motivasyon kaybi olusur.
Ancak kisi gelecekte olumlu sonuglar olma ihtimalini diisiinerek ve baskalarinin bu ihtimali géz éniine
almayacagini diisiinerek éne ¢ikmak icin daha ¢ok ¢aba harcayabilir. Genel olarak belirsizlik bir kaygi
yaratir. Kisi depresyona meyilli olur (04).

Orgiitiin giiven kaybetmesine neden olabilir. Orgiitlerde yer alan bireyler icin dayaniimaz bir durum
haline gelebilir. Belirsizlik, bilinmemezliGe neden olur. Bunun sonucunda fisiltilar baslar.
Dedikodularin é6niine gegilemez. Béylece bireyler kendilerini doldurusa getirirler. Sonucunda bireysel
sonuclar érgiitiin de kan kaybetmesine neden olur (O5).

Orgiitsel olarak; huzursuz ve giivensiz bir ortam olusturuyor. Bireysel olarak; okula kars: isteksizlik
yaratir ve is verimliligini distrdr. Belirsizligin olumlu bir sonug¢ yarattigini diisiinmemekteyim. Baska
bir sonucu yoktur (06).

Cahsilan kuruma karsi isteksizlik ve sojuma yasanmasi, Ogretmen olarak egitim &6gretim
faaliyetlerine odaklanamama, Ogrencilerin editim-6gretim hedeflerinden saparak okul algilarinin
degdismesi (07).

Belirsizlik érgiit kiiltiiriind, 6rglit icerisindeki bireyleri ve bireylerin birbirleriyle iliskilerini dahi olumsuz
etkiler. Bireysel dederlendirdigimde belirsizlik beni tedirgin eder, olumsuz etkiler. Mesela son
zamanlarda norm fazlasi olmam ile ilgili bir durum séz konusu ancak okul yéneticilerim bu konuda
beni aydinlatmiyorlar, belli degil diyorlar. Bu durum beni tedirgin ediyor, seneye ayni okulumda ayni
arkadaslarimla ¢alismaya devam edebilecek miyim, ya ¢ok uzak bir yere resen atanirsam gibi
sorularla derslere girip ctkmak ne kadar saglikh olabilirse o kadar elimden geleni yapiyorum. Belirsizlik
oégretmenlerin birbirine olan davranislarini, okul yéneticilerine ve hatta bazen dégrencilere olan
davranislarina bile yansiyabilir. Her ne kadar profesyonel bir sekilde is hayatimizi y6netmeye ¢alissak
da 6gretmenlik neticede duygusal bir meslek ve de ister istemez kirlma noktalari yasayabiliriz. Okul
yéneticilerinin sézlerine davranislarina itimat etmeme, givenmeme gibi durumlar séz konusu
olmaktadir (08).

Belirsizligin cefasini ve huzursuzlugunu égretmenler, veliler ve 6zellikle fark etmeseler dahi égrenciler
cekmektedir. Her zaman en iyisi ve en milkemmelinin yapilmasi diisiiniilerek bir ise baslanmalidir ve
olabildigince iyi isler ortaya ¢ikarilmalidir. Fakat bizler, daha dogrusu bize érnek olmasi gereken
deneyimli bireyler kendilerini ise kosmadan, ¢ok fazla yorulmadan, giinii kurtarip asgari diizeyde
amaglari gerceklestirmektedirler. Bu olmamasi gereken bir sonugtur, utang verici ve acinasidir (09).

Orgiitsel olarak amaclardan uzaklasmaya, birlik ve beraberlik ruhunun azalmasina, karmasaya, her
tirlii enerji kaybina; bireylerde motivasyon diistikliigii, endise, gerginlik, ¢aresizlik, baski ve strese yol
acar. Belirsizlikten fayda saglanabilecedi durumlara da rastlayabiliriz. Belirsizlik durumu ile yapilan
calismalar sirasinda paydaslarla yapilacak fikir alisverislerinde yeniliklere kapi acilmis olabilir. Kisiler
arasi iliskileri gliclendirebilir. Yéneticiler belirsizlikleri yonetirken kendilerini gésterme firsati da
bulabilir (010).

Orgiitsel sonug acisindan tiim érgiit olumsuz etkilenebilir. Ancak tersi bir durum da séz konusu olabilir
clinkii belirsizligin tam olarak nasil sonuglanacagi 6n gériilemez. Bireysel olarak da belirsizligin
olumlu ya da olumsuz sonuglari kestirilemez. Ayrica belirsizlik bir birey icin olumlu bir sonug¢
dogururken baska bir birey icin olumsuz yénde olabilir. Belirsizlik durumu veli ile okul yénetimini,
dgretmenleri karsi karsiya getirebilir. Kaygi diizeyini artirabilir (011).
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Ogretmenlerin Orgiitsel Belirsizlikle Bas Etme Stratejilerine iliskin Goriisleri

Arastirmaya katilan 6gretmenlerin orgltsel belirsizlikle bas etme stratejilerine iliskin gérigleri Tablo
5’te belirtilmistir.

Tablo 5.

Orgiitsel Belirsizlikle Bas Etme Stratejilerine iliskin Gériisler.

Kategoriler Kodlar Katihmcilar n

Danisma Ust Yonetim 01, 06, 08,011 4
Yasa-Yonetmelikler 02, 010, 013 3
Rehberlik servisi 01, 06 2
Tecriibeli Meslektaslar 04,05 2
Benzer uygulama 06 1

isbirligi Yénetici- calisanlar 04, 08, 09 3
Meslektaslar 02, 68, 011 3
Takim ruhu 06 1

Zamana birakma Tepkisizlik 01, 03, 09 3

Planli yénetim Dogru planlama 02, 09,012 3
B plani 05, 08 2
Karara katma 07, 610 2
Degisime hazirlama 01,014 2

Kiiltir Ogrenen &rgiit olma 07 1

Bireysel inisiyatif alma 04 1
Kabullenme 03 1

Tablo 5 incelendiginde katilimcilarin 6rgutsel belirsizlikle bas etme stratejilerini danisma, isbirligi,
zamana birakma, planh yonetim, kiltir ve bireysel kategorilerinde degerlendirdikleri gorilmektedir.
Katihmcilar danisma kategorisinde Ust yonetim (n = 4), yasa-yonetmelikler (n = 3), rehberlik servisi (n =
2), tecriibeli meslektaslar (n = 2) ve benzer uygulamalar (n = 1) kodlarini belirtmislerdir. isbirligi
kategorisinde ise yonetici- galisanlar (n = 3), meslektaslar (n = 3), takim ruhu (n = 1) kodlari belirtilirken
zamana birakma kategorisinde tepkisizlik (n = 3) kodu belirtilmistir. Planli yoénetim kategorisinde dogru
planlama (n = 3), B plani (n = 2), karara katilma (n = 2), degisime hazirlama (n = 2) kodlari, kaltir
kategorisinde 6grenen o6rgiit olma (n = 7) kodu ve bireysel kategorisinde ise inisiyatif alma (n = 4) ve
kabullenme (n = 1) kodlari belirtilmistir. Bazi katihmcilarin konuya iliskin gérisleri asagida belirtilmistir.

Belirsizlik durumunda yardim alma yoluna basvuruluyor. Ust yénetim ve rehberlik servisi yardimiyla
belirsizlik ortami ortadan kaldirilmaya ¢alisiliyor. insanlik tarihinden bu yana insanlar birbirleri ile
etkilesim yasamislar ve isbirligi yoluna gitmislerdir. ilk topluluklarda erkekler avcilik ile ugrasirken
ailenin kadin bireyleri toplayicilik ile yardimda bulunmustur. ilk ¢agdan giiniimiize yasanan isbirligi
beraberinde yeni gelismeleri, icatlari ve medeniyeti getirmis. isbirli§i okul ortaminda sadece
6égretmenler agisindan degil ilkokuldan itibaren édgrencilere de asilanmali ve sosyal bilimlerde
vatandaslik aktarimi yaklasiminin igcinde yeni nesile aktarilmalidir. Aksamalarin ve olumsuz iletisimin
yasandi§i durumlarda zamana birakma yéntemi kisa bir siire icin uygulanabilir (01).

Ozellikle MEB’e badli okullarda zamana birakarak ve gérmezlikten gelinerek gecistiriimektedir.
Okullarda veli idare 6gdretmenler isbirligi icinde cahsiimalidir. Ogrencilere takim ¢calismasi aliskanhdi
getirilmelidir (02).

Ogretmenlerimiz genelde zamana birakma ya da gérmezden gelme stratejilerini  kullaniyor
g6zlemledigim kadariyla. Yardim alma isbirligi icinde sorunlari ¢éziime kavusturma bizim
okullarimizin yabanci oldudu konular heniiz ya da ben 6yle dek geldim hep bilemiyorum (03).

Bence zamana birakma, isbirlidi ve yardim alma belirsizligin ¢éziimiinde en etkili faktérlerdir. Ongérii
sahibi yéneticilere biiyiik is diismektedir. Yénetici liderlik vasiflarina sahip olmali dogru zamanda
dogru kararlari verebilmelidir. Okullarda yénetici, 6gretmen, veli ve égrenciler arasinda uyumlu ve
etkilesimli bir egitim ortami olusturuldugu takdirde tiim belirsizlikler ¢é6ziilecektir. Yéneticiler
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belirsizliklerin ¢6ziimiinde yeri geldiginde Inisiyatif alabilmelidir. Gerektigi takdirde yardim alinmalidir
(64).

Genelde (ist yénetimden yardim alma gergeklesir. Gérmezlikten gelme, zamana birakma pek tercih
edilmez. Ogretmenler belirsizlik dénemlerinde yeterince bilgilendirilmez. Bu yiizden bir is birligi
saglanamaz. Onceden okududum bir ybnetim teknigi vardi. Bu teknige gére, érgiit yéneticileri
yasanabilecek her tiirlii soruna karsin énceden hazirlik yaparlar. Her tiirlii soruna karsi planlari hazir
bir sekilde bekler. Olumsuz durum yasandiginda aninda planin uygulamasina gegilir (05).

Belirsizlik durumlarini ¢6zmek amaciyla nadiren de olsa zamana birakma ve gérmezlikten gelme
stratejileri kullaniliyor, bazen politik amagli da bu stratejiler kullanilabiliyor. Ortada ciddi bir durum
varsa bunlarin uygulanmamasi gerektigini miidahale edilmesi gerektigini diisiiniiyorum. Rehberlik
servisinden yardim alarak diger 6Gretmenlerle is birligi icerisinde ¢6ziim iiretilmelidir (O6).

Bazen zamana birakilmaktadir fakat daha ¢ok gérmezlikten gelinmektedir. EGer yasanan belirsizlik
idari kismi ilgilendiriyorsa en kisa siirede bir sekilde ortadan kaldiriimakta veya siimen alti
edilmektedir. Céziim olarak; kurum ile ilgili alinan kararlar siirecine égretmenler hatta égrenciler de
dahil edilmelidir. Ogretmenden beklenenler daha diizgiin tanimlanmali ve mesleki yeterliliklerine
uygun olmalidir. Bu beklentiler sadece okul idaresini tatmin edici nitelikte olmamalidir. Belirlenen
hedefler uzun soluklu olmali ve bu siirece katki saglanmalidir. Okul ile ilgili alinan kararlarda velilerin
de haberdar olmasi saglanmalidir. Kurum kiiltiirii olusturulmaya ¢alisiimali ve 6rgiitsel sinizm yerine
dgrenen 6rgiitler olusturulmalidir (07).

Ogretmenler, 6grenciler ve veliler yardim almayi okul yéneticilerine basvurmayi tercih ediyor.
Yéneticiler ise genelde zamana birakma, gérmezlikten gelme gibi ¢ok kolay ¢6ziimler bulabiliyorlar.
Kendilerini ilgilendiren durumlarda cabucak ¢éziim yollari ararlar (08).

Cogunlukla veli grubuyla iletisim, is birligi ve koordinasyon zor olsa da biz 6gretmenlerin insani bir
yapinin izerinde sergiledigi emeklerle is birligi icinde ¢éziilmektedir. Belirsizlikler karsisinda genel
tutumum; éncelikle sessiz kalarak siireci izlemek ve daha iyi anlamaktir. Daha sonrasinda
yapilacaklari diisiinmek ve bir adim ya da yapabilecek kisilere ¢6ziim énerisi sunmayi deniyorum (09).

Okulumuzda yasanan belirsizlik durumlarinda genel olarak velilerle, 6Gretmenlerle, cevreyle isbirligi
yapilmaya calisiliyor. icinde bulunulan durum ile ilgili olarak onlarin destedi isteniyor. Bu
yapilamadigi, durumlarda (st yénetimden, ya da emsal kisilerden, diger okullardan yardim alma
yoluna gidilmekte. Gérmezlikten gelme ve zamana birakma genellikle isleri kolaylastirmiyor. Cok
nadiren ise yaradigi oluyor. Hep birlikte karar alma mekanizmasini ¢alistirip sonuca gitmek ve
belirsizligi ortadan kaldirmak gerekir diye diistiniiyorum. Gelismeleri takip etmek, dedisimlere
hazirlikli olmaya ¢alismak, sakin ve sabirli davranmak kararl, 6zgiivenli, diiriist bir sekilde, isbirligi
icerisinde ¢alismak belirsizlik durumlarinin ortadan kaldiriimasinda etkili rol oynar diye diisiiniiyorum
(610).

Belirsizligin durumuna gére yardim da istenebiliyor bazen gérmezden de gelinebiliyor. Burada daha
cok belirsizligin niteligi ve etkileri daha ¢ok énemli. Okul yénetimi, aile ve 6gretmenler, net ve anlasilir
bir tslupla iletisim halinde olmalilar. Belirsizligin ortaya ¢ikmamasi icin mutlaka planlama yapilmali,

koordineli ve uyum iginde ¢alisiimali. Belirsizligin kaynadi, nedenleri (lizerinde daha ¢ok durulmali
(0112).

Ogretmenlerin Orgiitsel Belirsizligin Giderilmesine iliskin Onerileri

Arastirmaya katillan 6gretmenlerin orgitsel belirsizligin giderilmesine iliskin onerileri Tablo 6’da

belirtilmistir. Tablo 6 incelendiginde katiimcilarin 6rgitsel belirsizligin giderilmesine iliskin énerilerini
yOneticiye, 6gretmene ve oOrgite yonelik yaptiklari gorilmektedir. Yoneticiye yonelik kategorisinde
liderlik 6zellikleri (n = 5), calisanlarla isbirligi (n = 4), kaynagi bulma (n = 2), gliven ortami yaratma (n = 1),
icsel motivasyon saglama (n = 1) kodlari belirlenmistir.

67



Tablo 6.

Orgiitsel Belirsizligin Giderilmesine lliskin Oneriler.

Didem KOSAR — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 41-76

Kategoriler Kodlar Katihmcilar n
Yéneticiye ydnelik Liderlik dzellikleri 02, 03, 07, 09, 012 5
Calisanlarla isbirligi 01, 05, 013, 014 4
Kaynagi bulma 011, 013 2
Giliven ortami yaratma 013 1
icsel motivasyon saglama 01 1
Ogretmene yénelik Duygusal olgunluk 05 1
Mesleki uzmanlasma 04,07 2
Orgiite yonelik Acik hedefler 09, 012 2
Vizyon olusturma 03, 05, 08 3
Deg.|§|.m| destekleyici 02, 06, 010, 011 4
etkinlikler
Coéziim odakli kararlar 04, 011 2
Kriz ydnetimi 05, 09, 012 3
4

Gucla okul kaltira

01, 07, 09, 611

Ogretmene yonelik kategorisinde duygusal olgunluk (n = 1) ve mesleki uzmanlasma (n = 2) kodlari,
orgilite yonelik kategorisinde ise agik hedefler (n = 2), vizyon olusturma (n = 3), degisimi destekleyici
etkinlikler (n = 4), ¢6ziim odakh kararlar (n = 2), kriz yonetimi (n = 3) ve gicli okul kiltird (n = 4), kodlari
belirtilmistir. Bazi katimcilarin bu konudaki gérusleri asagida belirtilmistir.
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Ogretmenler ve idare arasinda isbirligi saglanmali, iletisim kuvvetlendirilmeli ve icsel motivasyon
saglanmalidir. Ogretmenin okulu is yeri gibi dedil de bulunmaktan haz aldigi ev aile ortami gibi
gordiigi bir ortam yaratilmalidir. Miidiirlerin giinii kurtaracak yénetici profilinden ¢ikip gelecegi
sekillendiren, kararlar alacak ve uygulayip uygulatabilecek lider profillerine gegmeleri gerekmektedir
(61).

Koordineli ¢alima sistemi, planl ve programli yénetim sistemi ve planl ¢alismanin; belirsizligin éniine
gecebilecedini diisiiniiyorum (02).

Belirsizligi giderebilmek icin netlestirmek lazim her seyi. Yerli yerine oturmus bir sistem olmasi lazim
en basta. Sonra bu sistemi iyi yéneten idari bir kadro ve ne yapacadini bilen yetismis 6gretmenler
(63).

Oncelikle éGretmenlerin seciminde yas énemsenmeden, duyqusal olgunluk seviyeleri yiiksek olanlar
6n plana ¢ikmalidir. Bu sayede olasi sorunlar yasandidinda, duygusal olgunlugu yiiksek olan
égretmenler ile yasanilanlar paylasilarak is birligi saglanabilecektir. Okullarin yéneticileri
6gretmenlere karsi agik olmalidir. Aksi halde ayni 6rgiitte yer alan idareci égretmen iliskileri
zedelenecek, karsilikli giiven kayiplari yasanacaktir. Bu tiir durumlara karsi égretmenlerle iyi iliskiler
kuran paternalist bir liderin mutlaka idari kadroda yer almasi gereklidir (O5).

Belirsizligin giderilmesi igin rehberlik servisinin daha aktif ¢calismasi gerektigini, gretmenlerin kendi
aralarindaki is birligini gliglendirmelerini ve yédneticilerin tutumlarini degistirmeleri gerektigini
diisiiniiyorum (06).

Esitlik olsun. Plan program diizenli yapilsin. Gizli sakli isler ¢evirilmesin. Ogretmenler bilgilendirilsin.
Yéneticilerin islerinde ve okul ortaminda profesyonel olsunlar. idare kankasi diye tabir ettigimiz
6égretmenler nedense higbir durumla karsi karsiya kalmiyorlar, belirsizlik yasamazlar, bir ihtimal
olursa da aninda ¢6ziim bulunur. Ama baskalarina nedense ayni ¢6ziim bulunmaz. Herkes
profesyonel olsun bence her sey daha giizel olur (08).

Yapilmasi gereken islerin isi yapabilecek kapasitede insanlara verilmesini, olusturulmasi gereken
verimli sistemin ve edgitim anlayisinin deneme yanilma olarak gergeklestiriimesinin yerine sistemli
okullardaki sistemin ve anlayisin empoze edilmesini, mesleGe baslayan yeni &gretmenlere
dgretmenlik yapma konusunda mentérlerin saglanmasini énerebilirim (09).
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Farkli olarak ne yapilabilir; iyi bir planlama, herkesin gériislerinin alinmasi, olasi aksaklik durumlarinin
hesap edilmeye ¢calisiimasi, bunlarla ilgili ¢6ziim ve farki alternatiflerin diisiinilmesi, tiim bilesenlerle
iyi bir iletisim kurulmasi (010).

Higbir sorun gérmezden gelinmemeli, belirsizligin doguracagi sonug¢lardan olumlu ya da olumsuz
herkesin etkilenebileceginden hareketle kaynadgina gidip ortadan kaldiriimal, Orgiitteki her bireyin
goriis ve énerileri dikkate alinmalidir (011).

Tartisma, Sonug ve Oneriler

Okullarda yasanan belirsizligin ne ifade ettigi, nedenleri, sonuglari, kurumlarda nasil giderilebilecegi
hakkinda okullarin i¢ ve dis paydaslarini olusturan madirlere, 6gretmenlere, politika yapicilara ve ayrica
arastirmacilara oneriler sunmak icin 6gretmenlerin gorislerini ortaya koyma amacindaki bu calisma
sonucunda 6gretmenlerin belirsizligin tahmin edilemezlik, diizensizlik, karmasa, bilinmezlik, tedirginlik
anlamlarina geldigi konusunda goris bildirdikleri belirlenmistir. Sebeplerinin i¢sel ve gevresel kaynakli
olabilecegi ortaya konmustur. Ogretmenler &rgiitsel belirsizligin hem &rgiitsel hem de bireysel bir takim
sonuglar dogurdugunu ifade etmislerdir. Orgitsel belirsizlikle bas etme stratejileri arasinda danisma,
isbirligi, zamana birakma, planli ydnetim, kiltir ve bireysel stratejiler belirlenmis; belirsizligin giderilmesi
konusunda ise yoneticilere, 6gretmenlere ve 6rgite yonelik dneriler ortaya konmustur.

Ogretmenlerle yapilan gériisme sonucunda katihmcilarin 6rgiitsel belirsizligi tahmin edilemezlik,
dizensizlik, karmasa, bilinmezlik, tedirginlik olarak anlamlandirdiklari ortaya konmustur. Helsing (2007)
yapmis oldugu arastirmasi sonucunda bu arastirmanin bulgularina kismen yakin olarak 6gretmenlerin
belirsizligi farkl sekillerde tanimladigini ortaya koymustur. Bazilari belirsizligi, 6gretmen kaygisi, hayal
kirikhg, tikenmislik ve zayif 6gretimin ana nedeni olarak tanimlarken digerleri, belirsizligin 6gretmenleri
karamsarlik, sugluluk ve hayal kirikligina karsi korudugunu iddia etmektedir. Ogretmenlerin belirsizligi
anlamlandirmalarinda okullarinda cesitli sebeplere bagli olarak yasanan ne yapacagini bilememe, ortaya
cikan ve ¢oziilemeyen durumlarda kimin hangi sebeple durumu diizeltebilecegi konusunda ikilemler
yasama, bu durum karsisinda fikrimi beyan edersem neyle karsilasabilirim bilinmezligi kendilerinin
belirsizligi bu sekilde anlamlandirmalarinda etkili olmus olabilir.

Ogretmenler belirsizligin sebeplerinin yénetici, 6gretmen, iletisim, gérev, yenilik uygulamalari, okul
kiltard, sirktlasyon, planlama eksikligi, orgitsel bellek olmak izere igsel, egitim politikalari, degisim ve
dis paydaslar olmak lzere gevresel sebepleri olduguna dikkat ¢ekmislerdir. Arastirmanin bu bulgusu
Girses ve Helvac’nin (2011), Demiral (2014), Polat (2015), iraz (2004), Bodde, van der Wel, Driessen,
Wardekker ve Runhaar (2018) ve Hameiri ve Nir’in (2016) yapmis olduklari arastirma bulgulari ile kismen
benzerlik gostermektedir. Glrses ve Helvaci (2011) degisim siresi kapsaminda 6gretmenlere yeterli
derecede bilgilendirme yapilmadiginda, yoneticilerinin degisimi etkili yonetemedigi durumlarda
ogretmenlerin degisimi kabul etmedikleri sonucunu ortaya koymuslardir. Polat (2015) c¢alismasinda
bilginin acik olmadigl durumlarda orgiitsel belirsizligin yiksek diizeyde oldugunu ortaya koymustur.
Demiral (2014) o6rgitsel belirsizligin sebeplerini planlamada yapilan hatalar ve eksiklikler, hazirliksiz
yapilan degisimler, egitim mevzuatinda sik degisim yapilmasi, okul yoneticilerinin Ust yonetimlerce
desteklenmemesi ve yetkilerinin az olmasi, ekonomik yetersizlikler, yapilmasi planlanan degisimlerle ilgili
uygulayicilara danisilmadan merkezden kararlarin alinmasi, mevzuatin yoruma agik, farkl uygulamalara
sebep olan bosluklarin olmasi, degisimlerin uygulanmasinda zamanlama hatalari yapilmasi, okulun
paydaslari arasinda yasanan g¢atismalar, degisimin amaclarinin ve neden gerekli oldugunun topluma tam
olarak anlatilamamasi, yoneticileri degisimlere hazirlayacak hizmet ici egitimlerin yeterli olmamasi,
planlama yaparken olasi sonuglarin arastirlmamasi, degisim siirecinde bir izleme ve degerlendirme
siirecinin olmamasi olarak belirlemistir. iraz (2004) da calismasinda yéneticilerin ¢evrelerinde meydana
gelen degisimleri tahmin etmede yeterli farkindaliga sahip olmadiklarinda belirsizligin ortaya ¢iktigini
belirtmektedir. Bodde vd. (2018) yapmis olduklari arastirmalarinda orgitsel belirsizligin sebeplerini
degiskenlik, gelecekteki faaliyetlerin tanimlanmasi, degisimin, degerlerin, ilgilerin ve algilarin
tanimlanmasi hakkindaki belirsizlikler olarak ortaya koymusladir. Hameiri ve Nir (2016) calismalarinda
cevresel belirsizligin okul mudirinin okula kaynak yaratmasini ve de 6gretmenlerle isbirligi yapmasini
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zorlastirdigl sonucuna ulasmislardir. Buradan hareketle degisim konusunda degisimi yasayacak olan
O0gretmenlerin yeterince bilgi sahibi olmadiklarinda, degisime hazir olmadan birtakim yenilik
uygulamalari yapildiginda, yoneticilerinin degisimi etkili ydnetme konusunda zaman zaman yetersiz
kaldiklarinda okullarda belirsizlikle beraber yenilik uygulamalarina direng gosterildigi sdylenebilir. Ayni
zamanda okullarda iyi planlama sirecinin yiritilememesi, 6gretmenler ve yoneticiler arasinda iletisim
ve bilgi akisi eksiklikleri, siirekli 6gretmen degisimi sebebi ile glicli okul kiltird olusturmada yasanan
sikintilar belirsizlige sebep oluyor olabilir. Yoneticiler gevrelerinde meydana gelen degisimleri tahmin
etmede yeterli farkindaliga sahip olmadiklarinda belirsizlik ortaya ¢ikmaktadir; bu sekilde ortaya gikan
belirsizligi gidermede cevreyi orglitsel ihtiyaglara cevap verecek sekilde etkilemek ve orgiitii degisime
hazirlamak 6nemli gérilmektedir.

Ogretmenler belirsizligin sonuglarini takim calismasi, karara katilim, érgiitsel amaglar, 6rgit iklimi,
orgitsel glven, entropi, orgitsel dedikodu, atalet, degisim firsati, yonetici yeterlikleri, kolektivizm,
belirsizlikten yararlanma olmak {zere orgutsel; isten ayrilma, is doyumu eksikligi, motivasyon,
konsantrasyon eksikligi, tulumbaci sendromu, belirsizlige tahammiilstzlik, orgitsel baghlikta azalma,
gelecek endisesi, yetenekleri gelistirme, karar vermede ¢abukluk olmak tizere bireysel sonuglar seklinde
belirtmislerdir. Arastirmanin bu bulgusu Demiral (2014), Erguvan (2015), Sar, Isiklar ve Aydogan (2012),
Karakus ve Yardim (2014), Schechter ve Asher (2012), Suzawa (2013) ve Helsing’in (2017) yapmis
olduklari arastirma bulgulari ile kismen ortismektedir. Demiral (2014) arastirmasinda belirsizligin
sonuglarinin baski ve stres, yoneticilerde, 6gretmenlerde, 6grencilerde ve velilerde gelecege dair endise,
motivasyon ve baglilikta disis, kurum ici catismalar, planlama sikintilari olarak ifade etmistir. Erguvan’in
(2015) Universite ogrencileri ile yaptigi arastirmada belirsizligin 6grencilerde tahammiilsizlige bu
baglamda da duslik duzeyde psikolojik iyi olusa neden oldugu sonucuna ulasilmistir. Sar, Isiklar ve
Aydogan (2012) atama bekleyen 710 6gretmen adayinin yasam doyumunu yordayan degiskenleri
inceledikleri arastirmalarinda belirsizlige tahammil edemeyen bireylerin yasam doyumlarinin dustigini
saptamistir. Ayrica, Karakus ve Yardim (2014) yapmis olduklari arastirmalarinda bu arastirmanin
bulgusunu da destekler sekilde belirsizligin isten ayrilma niyetini artirarak is doyumunu azalttig
sonucuna ulasmisladir. Schechter ve Asher (2012) yapmis olduklari arastirmalarinda midiriin belirsizlik
duygular arttiginda okulda orgilitsel 6grenme mekanizmalarinin azaldigi sonucuna ulasmisladir. Hameiri
ve Nir (2016) ise arastirmanin bu bulgusuna benzer sekilde belirsizlik durumlarinin érgit-okul saghigini
negatif yonde etkiledigi sonucuna ulagsmislardir. Suzawa (2013) yaptigi calismasinda belirsizligin genelde
tahammulsizlik ile iligkilendirildigini; aksine belirsizligin tahammiil edilmesi gereken degil kucaklanmasi
gereken bir durum oldugunu ifade etmistir. Belirsizligi kucaklamanin ise 6gretim esnasinda yeni fikirlere
acik olma, dar kaliplarda diisiinmeme olarak algilanmasi gerektigini ortaya koymustur. Helsing (2007) ise
calismasinda ihlale ugramis standartlar, rutin 6gretim, isten ayrilmaya varan suglamalar, tutuculuk ve de
uymanin belirsizlige verilen tepkiler oldugunu ortaya koyan calismalar oldugunu belirtmistir. Bu bulgular
dogrultusunda okullarda belirsizligin bir takim olumsuz ve kismen de olsa olumlu sonuglara yol
acabilecegi gorilmektedir. Buradan hareketle, belirsizligin yasandigi okullarda amaglarda, rol
dagihmlarinda, sorumluluklarda aciklik olmadigi igin galisanlar arasindaki iliskilerin zarar gérmekte
oldugu bunun da kapali okul iklimine; orgitsel dedikoduya sebep oldugu soylenebilir. Ayni sekilde
calisanlar ne yapacaklarini bilemediklerinde, gelecek konusunda endise duyduklarinda isten
ayrilabilmekte ve tikenmislik yasayabilmektedirler. Ancak belirsizlik bir firsat olarak gorildiginde yeni
fikirlerin ortaya cikabilecegi, karar vermek icin zaman vyaratabilecegi, kisilerin tecriibe kazanmasini
saglamasi, yeteneklerin gelistiriimesi gibi sonuglar dogurabilecegi de géz ardi edilmemelidir.

Ogretmenler okullarda o6rgiitsel belirsizlikle bas etme stratejileri olarak danisma, isbirligi, zamana
birakma, planh yonetim, kiltlir ve bireysel stratejileri ifade etmislerdir. Arastirmanin bu bulgusu,
Demiral’in (2014) yapmis oldugu arastirma bulgusu ile benzerlik gostermektedir. Demiral (2014)
calismasinda bas etme stratejilerini su sekilde belirlemistir; yonetmeliklere uygun ¢6ziim yolu aramak,
siraslyla mudir yardimcilarina, diger okullarin tecriibeli yoneticilerine, ist yonetime, 6gretmenlere,
rehberlik servisine, okuldaki informal liderlere danismak, gecmisteki benzer uygulamalari arastirmak,
baska alanlardaki yonetmelikleri incelemek, risk almak, inisiyatif kullanmak, ekip calismasini 6n plana
cikarmak, belirsizligin ge¢cmesini bekleyip akisina birakmak, kurum icinde karsihkli gliven ortami
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saglamak, baska yerlerdeki uygulamalari arastirmak, ¢oziim odakl davranmak, esnek kararlar almak,
soruna odaklanarak, oncelikle sorunu tanimlamaya calismak. Bodde vd. (2018) yapmis olduklari
arastirmalarinda bas etme stratejilerini uyarlanabilir bir yonetim, mentér olma, farkh alternatifler
sunma, vizyoner bir lider, paydas katilimi, danisma, birlikte karar verme, daha ayrintili analiz etme,
uzman goérusi alma, bilgi sahibi olma olarak belirlemislerdir. Helsing (2007) yapmis oldugu arastirmada
ogretmenlerin belirsizliklerini azaltmada isbirliginin 6nemli oldugunu vurgulamistir. Buradan hareketle
ogretmenlerin gorlslerine gore yonetici ve galisanlar arasinda etkili bir isbirliginin olusturulmasi, bilgi
akisinin agik bir sekilde yapilmasi, belli bir plan dogrultusunda yonetim sireglerinin isletilmesi, ortak bir
kiltar yaratiimasi, belirsizlikle bas etme yontemleri olarak disunilebilir.

Orgiitsel belirsizligin giderilmesine iliskin 6gretmenler ydneticilere, dgretmenlere ve érgiite ydnelik
oneriler getirmislerdir. Bu oneriler arasinda liderlik 6zellikleri, ¢calisanlarla isbirligi, kaynagi bulma, gliven
ortami yaratma, i¢sel motivasyon saglama, duygusal olgunluk, mesleki uzmanlasma, acik hedefler, vizyon
olusturma, degisimi destekleyici etkinlikler, ¢c6ziim odakli kararlar, kriz yonetimi ve gicli okul kiltira
bulunmaktadir. Arastirmada ortaya konan bu sonuclar Demiral (2014), iraz (2000), Polat ve Doyuran-
Goktiurk (2005), Allen, Jimmieson, Bordia ve Irmer (2007) ve Hameiri ve Nir'in (2016) yapmis oldugu
arastirma bulgulari ile kismen benzerlik géstermektedir. Demiral’in (2014) arastirmasinda da yoneticiler
belirsizlik durumlarinda hizli karar vermenin, kriz donemlerini firsata doénustiirmenin, sogukkanli
olmanin, kriz yonetim ekibi olusturmanin, hizli karar vermenin, ¢6ziime odaklanmanin belirsizligin
giderilmesinde etkili oldugu sonucuna ulasmistir. iraz (2000) da calismasinda ortaya cikan belirsizligi
gidermede cevreyi orglitsel ihtiyaglara cevap verecek sekilde etkilemek ve 6rgiti degisime hazirlamanin
iki 6Gnemli yol oldugunu ortaya koymustur. Polat ve Doyuran-Goktiirk’iin (2005), okul mudirlerinin gli¢
mesafesi ve belirsizlikten kaginma egilimlerinin Ustlerine gliven dizeyi ile iliskisini ele aldiklari
arastirmalarinda ise belirsizlikten kaginma egilimi ile Ustlere gliven arasinda pozitif iliski saptanmis ve
okul mudurlerinin belirsizlikten kaginma degerlerinin gelistiriimesine iliskin hizmet i¢i egitim ve
seminerler diizenlenmesi 6nerilmistir. Allen, Jimmieson, Bordia ve Irmer (2007) yapmis olduklari
arastirmalarinda iletisimin ve degisime iliskin daha ¢ok bilgi sahibi olmanin 6rgitsel belirsizligi azaltmada
onemli bir degisken oldugu sonucuna ulasmislardir. Schechter ve Asher (2012) ise okullarda belirsiz
durumlarin 6niine gecilmesindeki en 6nemli etkenin okulun 6grenen bir 6rgit 6zelligi tasimasi oldugunu
ortaya koymuslardir. Hameiri ve Nir (2016) ¢alismalarinda cevresel belirsizligin 6rgiit saghgini etkiledigini
bunu 6nlemenin ise liderlerin paylasimci bir vizyon gelistirmeleri, akademik isbirligini saglamalari ve
meslektaslari arasi isbirligini gii¢lendirme ile gerceklesebilecegini belirtmislerdir. Buradan hareketle
okullarda orgutsel belirsizligin giderilmesinde tim ¢alisanlarin birlikte ekip ruhu ve isbirligi icinde giiven
ortaminda ¢alismasinin, kurumun yoneticisinin glicli bir okul kaltirG yaratma, sirdirme ve gelistirme
sorumlulugunu yerine getirmesinin, sorunlara ¢ok boyutlu bir perspektifle yaklasip en uyun ¢6zim igin
calisanlarla birlikte karar alinmasinin, yoneticinin kriz yonetim becerilerine sahip olmasinin ve kriz
yonetim ilkelerini uygulamasinin 6nemli rol oynadigi soylenebilir.

Arastirmaya katilan 6gretmenlerin gorislerine dayal olarak ortaya konan sonuglar bir biitiin olarak
degerlendirildiginde, 6gretmenlerin belirsizligin tahmin edilemezlik, diizensizlik, karmasa, bilinmeazlik,
tedirginlik anlamlarina geldigini; icsel ve c¢evresel kaynakli olarak ortaya cikabilecegini, orgitsel ve
bireysel bir takim sonuglar dogurdugunu, bas etme stratejileri arasinda danisma, isbirligi, zamana
birakma, planli yénetim, kiltir ve bireysel stratejiler oldugunu ifade etmislerdir. Ogretmenlerin
belirsizligi tahmin edilemez, bilinmezlik olarak ifade ettikleri g6z 6niinde bulunduruldugunda kurumlarda
uygulanacak degisim ve vyenilik politikalari belirlenirken sadece politka yapicilar degil karardan
etkilenecek kisiler ve uygulayicilar ile isbirligi icinde belirlenmeli, kisiler degisime hazirlanmalidirlar.
Ayrica, okullarin icinde bulundugu sosyal, kiltirel, ekonomik c¢evre degiskenleri gbéz Onilinde
bulundurularak yenilikler uygulanmalidir. Clnk{ her okulun bulundugu cevre ve calisan ozellikleri,
okulun sartlari degiskenlik gostermektedir. Belirsizlik gideriimediginde okullarda basarinin distGga,
ogretmenlerin  galisma motivasyonlarinin  distiglu  belirlenmistir; bu  baglamda 6zellikle okul
yoneticilerinin belirsizlikle ile ilgili farkindaliklari artirilmali ve belirsizlik durumunda ortaya ¢ikabilecek
krize kuruma zarar gelmeden midahale edebilmeleri icin kriz ydonetimi konusunda egitimler verilmelidir.
Ogretmenler bilgilerinin olmadig konularda nasil bir girisimde bulunacaklarini bilemediklerini bu
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durumun kendilerinde endise yarattigini ifade etmislerdir bu dogrultuda kurum iginde bilgi akisi netlik
kazanmali, gorev ve sorumluluklar net bir sekilde tanimlanmali ve bilgi kirliligi 6nlenmeye ¢alisiimahdir.
Aragtirmanin benimsedigi yontem ve desenin, ortaya ¢ikan sonuglarin genellenmesine imkan vermedigi
gdz oOnilinde bulunduruldugunda, s6z konusu konunun farklh &6rneklemlerde ve farkl yontemle
gerceklestirilerek konuya iliskin daha farkli ve ayrintili sonuglara ulasilabilecegi ifade edilebilir.
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Bu arastirmada, bir devlet Universitesindeki 6gretimin niteliginin yiikseltebilmesine
katki sunabilecek bulgulara ulasmak icin dgrenimleri sirasinda Ogretimde Planlama ve
Degerlendirme (OPD) dersini alan degisik alanlardaki doktora &grencilerinin yansitici
disinme becerilerinin gelistirilmesi amaglanmistir. Eylem arastirmasi tdrlerinden
Teknik/Bilimsel/isbirlikli desen kullanilarak yiriitiilen ve iki eylemin gerceklestirildigi
arastirmaya, 2016 Bahar (n= 47) ve Guz (n= 33) dénemlerinde toplam 80 doktora
dgrencisi katilmistir. Veriler, Yansitici Diisinme Diizeyini Belirleme Olgegi ve OPD
Dersine Yonelik Tutum Olgegi ile toplanmistir. Birinci eylemde uygulanan programin
temel etkinlikleri kiicik grup calismasi, gercek 6grencilere 6gretim, yansitici yazilar
yazma ve geribildirimdir. Ek olarak, ikinci eylemde katiimcilar yansitici dislinmeye
daha ¢ok tesvik edilmis, yansitici tartismalara katilmis ve izleme testleri almistir.
Arastirmanin betimsel istatistik sonuglari her iki eylemin, katilimcilarin sirasiyla
yansitma, anlama, elestirel yansitma ve aliskanhk diizeylerine ulagmalarini sagladigini
gostermistir. Katihmcilarin OPD dersine yénelik tutumlari ise disik bulunmustur.
ilerideki eylemler icin; katiimcilarin kuram-uygulama baglantisi yoluyla yansitici
disinme dizeylerini gelistirmeleri amaciyla kendi alanlarinda 6gretim deneyimi
edinmeleri ve yansitma etkinliklerini bu deneyimleri tizerine yapmalari 6nerilmistir.
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Introduction

A great number of studies have indicated that university teachers receive very little education on
teaching skills (Erginer & Dursun, 2005; Roche & Marsh, 2000). Universities in Turkey are criticized for
failing to provide planned and official training for teachers concerning teaching competencies (Council
of Higher Education [YOK], 2000a). However, learning teaching competencies should not be seen as an
intrinsic process. Particularly novice university teachers need education to enhance teaching skills
(Erginer & Dursun, 2005; Hodkinson & Taylor, 2002). Such education must be provided in a programmed
way (Stokking, Leenders, De Jong, & Van Tartwijk, 2003) and regularly at certain periods starting as of
undergraduate studies (Erginer & Dursun, 2005). Until they participate in such educational activities,
university teachers may consider themselves as good teachers; however, once they start receiving this
type of education, their opinions might change, their definitions regarding teaching may be altered, they
may become aware of their teaching approaches, their teaching self-efficacy could be improved
(Postareff, Lindblom-Ylanne, & Nevgi, 2007), the academic circle where they can have educational
discussions may be enlarged (Van Waes, Van den Bossche, Moolenaar, Stes, & Van Petegem, 2015), and
their reflective thinking skills may be developed as well (Nevgi & Lofstrom, 2015; Stewart, 2014). Since
doctoral programs are generally chosen to become an academician in Turkey (YOK, 2000b) the present
study went through an action research process with the aim of improving doctoral students’ reflective
thinking skills through theory-practice connection so as to help them better prepare for teaching.

Educational Programs and Practices for Novice University Teachers

In many countries, novice university teachers’ education on teaching is held through part-time
classes during one year (Stewart, 2014). In addition, different professional development programs are
implemented as well (Dall’ Alba, 2005; Hodkinson & Taylor, 2002; Nevgi & Léfstrom, 2015). In Finland,
for instance, in the first stage of a training program for university teachers, participants complete five
courses that require part-time attendance and include 25 credits of European Credit Transfer and
Accumulation System (ECTS) in basic learning and teaching knowledge and skills in 1.5 years. In the
second stage, eight courses are included covering studies on subject field specific teaching strategies (35
ECTS in total) and 20 credits out of the total 60 ECTS of the program consist of teaching practices (Nevgi
& Lofstrom, 2015). Carroll (1977) further claims that preparation for teaching service should be a part of
the educational process throughout master’s and doctoral degree programs. On this basis, the present
study focused on the preparation for teaching service of students attending different doctoral programs.

In Turkey, studies concerning university teachers’ education on teaching have gained impetus upon
the YOK’s decision ‘University teachers attending graduate studies shall take two of the pedagogical
formation courses (Development and Learning [DL]; Instructional Planning and Evaluation [IPE])" in 1999.
These courses aim at providing basic teaching skills (BUmen, 2006; Kiirim, 2007). DL and IPE courses
were taught in 38 universities in the fall semester of the 2005-2006 academic year (Kiiriim, 2007). Yet, in
the spring semester of 2016-2017, these courses were offered in 11 universities. Thus, the number of
universities teaching these courses has fallen significantly.

Studies concerning DL and IPE courses have examined experiences in the process of running the
courses (Blimen, 2006; Kirim, 2007), students’ attitudes towards these courses, their gains (Blimen,
2006) and definitions of ‘effective teaching’ (Akpinar-Wilsing & Paykog, 2004; Unver, 2013). Kiirim
(2007) found that most participants’ perspectives of teaching changed after completing these courses.
According to Unver’s study (2013), the definition of teaching made by 35.50% of the doctoral students
taking these courses was transformed from being teacher-centered to student-centered. Consequently,
there is still a need for programs providing university teachers with a broader perspective on teaching
beyond solely transferring teaching techniques to them (Dall’ Alba, 2005; Postareff, Lindblom-Yldnne, &
Nevgi, 2008).

Changing perspectives on teaching can be supported by studies attaining theory-practice connection.
For example, in Ireland, similar to Turkey, university teachers carried out practices with real students
and consequently stated that their viewpoints on learning and teaching had changed in a program
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consisting of ‘Learning and Teaching in Higher Education’ and ‘Designing Curricula and Assessment
Strategies’ modules (Donnelly, 2008). Likewise, Unver (2013) stated that doctoral students taking DL and
IPE courses can build connections between learning and teaching theories and their own fields through
teaching experiences with real university students.

Reflective Thinking for Teaching Quality in Higher Education

Reflective thinking may contribute to broadening and changing university teachers’ perspectives on
teaching (Martin & Lueckenhause, 2005; Postareff et. al., 2008). According to Prosser, Martin, Trigwell,
Ramsden, and Middleton (2008), for instance, reflective thinking may help them to better understand
the subject matter they teach. Improving reflective thinking is also significant in terms of scrutinizing
teaching practices. Thus, university teachers can organize their instruction (Lindblom-Ylanne, Nevgi, &
Trigwell, 2011). However, in Turkey, only one study has been found concerning reflective thinking skills
of university teachers, which states that the university teachers at a state university have high reflective
thinking tendencies (Tlimkaya & Hurioglu, 2013). Hence, there is a need for further studies on reflective
thinking levels of university teachers in Turkey.

In addition to the classifications made considering the timing (Schén, 1983; Wilson, 2008) and phases
(e.g. Kember et. al., 2000; Larrivee, 2008; Lee, 2008; Shulman, 1987; Van Manen, 1977) of reflection;
there are eclectic (e.g. Griffiths & Tann, 1992; Valli, 1997) and cyclical classifications (Korthagen &
Vasalos, 2005) as well. Wilson (2008) proposed a classification in the form of reflections over ‘reflection-
on-action as past’, ‘reflection-in-action as present’ and ‘reflection-for-action as future’. This classification
addresses reflections made before, during and after teaching practices. Van Manen (1977) defined the
levels of ‘technical rationality’ focusing on measurable outcomes, ‘practical action’ explaining the
theoretical basis underlying these consequences and ‘critical reflection’ questioning educational, ethical
and cultural considerations. The eclectic typology of reflection suggested by Valli (1997) consists of
‘technical rationality’, ‘reflection-in and on-action’, ‘deliberative reflection’, ‘personalistic reflection’ and
‘critical reflection’. The cyclical model called ‘core reflection’ by Korthagen and Vasalos (2005) involves
the phases of specifying the problems concerning teaching, being aware of the ideal teaching and
learning situation and the factors inhibiting it, determining the core qualities required for reaching the
ideal, implementing core qualities and trying a new action. Korthagen and Vasalos (2005) state that, in
order to make reflective thinking continuous, it could be helpful to ask the questions ‘What is the ideal
situation, the situation the teacher wishes to attain?’ and ‘What are the factors that inhibit reaching this
ideal?’ (p. 54). In these classifications, reflection proceeds from explaining teaching in accordance with
research findings towards scrutinizing theoretical basis of these explanations. It is seen that as the
phases progress, reflection extends from the personal to the social and that the most extensive phase is
critical reflection. University teachers’ ability to reflect at the higher stages of these classifications and
use of the cyclical model in particular (Korthagen & Vasalos, 2005) could enable them to sustain their
professional development as well as contributing to the improvement of the quality of higher education.

As stated by Allen and Casbergue (1997), reflective thinking should not be considered to occur
intrinsically, but it must be developed through activities. For instance, micro-teaching with video
recordings may foster reflection-on-action and reflection-in-action. Guided discussions could extend
teacher’s field of reflection from the individual towards the social. Action research, on the other hand, is
considered compatible particularly with the cyclical classification of Korthagen and Vasalos (2005).

In order to foster reflective thinking, it should never be sufficient to achieve in monotonous tasks,
but one must go on with the question ‘Why?’ regarding teaching practices (Wakefield, 1996). Thus, it
may be possible to acquire skills to scrutinize theoretical bases of teaching practices. In addition, it could
improve the ability to notice problems concerning teaching and to reflect on their solutions.

Improving the level of reflection requires more reading, planning and thinking about teaching. These
actions can only be taken by individuals who hold positive attitudes towards the program they
participate in. University teachers’ voluntary and deliberative participation in the teaching process may
be beneficial, especially to initiate reflection. Novice university teachers’ attitudes towards the IPE
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course may be negative at the beginning (Akpinar-Wilsing & Paykog, 2004; Biimen, 2006) and it takes
time and effort to turn their attitudes into positive (Unver, 2013). Thus, the relation between attitudes
towards the IPE course and level of reflective thinking can be examined.

Aim of the Present Study

The present study aimed at improving reflective thinking skills of individuals taking the IPE course as
part of their doctoral studies so as to contribute to the enhancement of the quality of instruction at a
state university. To this end, the research question was designed as ‘How reflective thinking skills of
doctoral students taking IPE courses could be improved?’

It is expected that the action process of the study will help increase reflective thinking levels of
doctoral students who are already employed as instructors or have a future possibility to work as an
instructor at a certain level and enable them to use their reflection skills after taking the IPE course.
Thus, they can display behaviors of continuous thinking and questioning for the quality of teaching
practices. This, in turn, may support the improvement of teaching practices at the university where the
study was conducted. In addition, other universities intending to offer education on reflective thinking
to their instructors could learn from the effective and ineffective activities of the two actions carried out
in the present study. The number of universities offering education in teaching to their instructors is
gradually decreasing. The present study may also be helpful for universities to increase studies
concerning the issue.

Method
Research Design

Since action research studies are conducted by researchers and participants working in cooperation
(Somekh, 2006) and the process of action research is similar to the reflective thinking cycle (Schon,
1983), the present study was conducted in action research design. The study employed
Technical/Scientific/Cooperative design among the types of action research. This design basically aims to
describe the action process (Yildinm & Simsek, 2016) and examines the effects of a given theoretical
structure with the cooperation of researchers and practitioners (Berg, 2001). As the present study
examined the effect of university teachers’ activities based on theory-practice connection on their
reflective thinking levels; and since the participants taking the IPE course were in cooperation with the
undergraduate students they implemented their educational practices with during the study process,
Technical/Scientific/Cooperative design was selected and the action process is described in detail.

Participants

The participants of this study consisted of individuals attending doctoral programs in different fields
and taking the IPE course in the spring and fall semesters of 2016 at a state university. In the spring
semester of 2016 when the first action of the study was conducted, 55 persons were taking the IPE
course. Data were collected from 50 of these students on voluntary basis and data from 47 individuals
who filled out the data collection instruments completely were included in the analysis. In the fall
semester when the second action was implemented, 58 students attended the IPE course, data were
collected from volunteering 40 students and data from 33 of them who responded completely were
included in the analysis. As seen in Table 1, fields of study of the students whose data were included in
the process of analysis are Natural and Applied Sciences (n= 38), Social Sciences (n= 29) and Health
Sciences (n= 13). Approximately half of the participants (n= 36) have no teaching experience while only
six of them hold experience of seven years and more.

Data Collection Tools

Reflective Thinking Scale: Data concerning the participants’ reflective thinking levels were collected
using the Reflective Thinking Scale developed by Kember et. al. (2000) and adapted into Turkish by Basol
and Evin-Gencel (2013).
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Table 1.
Teaching Fields and Experiences of Participants.
Teaching Fields Teaching Experience (Years)
Natural Health Social 3or 10 and
Sci. Sci. Sci. None less 4-6 7-9 more
n n n n n n n n
First Action 22 5 20 22 10 9 3 3
Second Action 16 8 9 14 9 10
Total 38 13 29 36 19 19 3 3

The adaptation study of the 5-point Likert scale consisting of 16 items was carried out with 1413 faculty
of education students. As a result of the exploratory factor analysis (EFA), factor loadings of the scale
ranged between .54 and .79.Comparative fit indices in the confirmatory factor analysis (CFA) (xz/df=
4.48, p= .00, CFl= .93, NNFI= .92, RMSEA= .07, GFl= .93, AGFI= .90) showed quite a good fit with the
measurement model as well. Cronbach’s Alpha internal consistency coefficient of the scale was found as
.77. The scale consists of the subscales of habitual action, understanding, reflection and critical
reflection from the lowest to the highest as defined by Mezirow (1991). The habitual action subscale
includes items concerning actions learned before and done automatically; understanding concerns items
about actions requiring thinking over and using knowledge; reflection subscale includes items about
problem solving and attributing meaning to phenomena and events; and critical reflection consists of
items related to the individual’s awareness of his/her perceptions, thoughts, emotions and actions (cited
in Kember et. al., 2000).

Attitude Scale towards IPE Course: In the initial development study of the 5-point Likert type scale,
Blmen (2006) applied the 54-item trial form on 67 doctoral students and included 26 items with high t
values calculated over total scores into the final form of the scale. In the present study, the trial session
was held with 207 doctoral students. Kaiser-Meyer-Olkin (KMO) coefficient was calculated as .96 and
Bartlett test was found significant (x2= 4188.80, df= 325, p<.01). EFA results showed that factor loadings
of all 25 items except for the forth item of the scale fell into the same factor and this factor explained
54.25% of the total variance. As a result of the EFA performed by excluding item four from the scale, the
variance explained by this factor increased to 56.10%. Factor loadings of the items ranged between .47
and .86. The results of the CFA showed x= 576.17; df= 267; xz/df= 2.16; p=.00; GFI= .81, NNFI= .98, IFl=
.98, CFl= .98, SRMR= .04 and RMSEA= .08. As these values meet the criteria suggested by Brown (2006)
and Cole (1987), it was concluded that the scale had high fit with the theoretical construct. Cronbach’s
Alpha reliability coefficient was found as .96.

Data Analysis

Techniques of descriptive statistics were employed on the data obtained from the Reflective
Thinking Scale. Accordingly, participants’ scores over the subscales and the whole of the scale were
determined. Means of total scale scores were also calculated for participants who do or do not have
teaching experience; and who work in the teaching field of natural, health and social sciences for both
actions. In order to determine the participants’ attitudes towards the IPE course, total scores they got
over the related scale were calculated.

The Role of the Researchers

Researchers who had been teaching the IPE course for 12-13 years undertook the role of the
practitioner as well. Hence, they had the opportunity to make observations and gain experience at each
step of the study. The fact that they are experienced may enable them to consider a number of
contextual variables. However, due to their role as the practitioner, they may have overlooked some
data concerning the action process.
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The Stages of the Action

The stages defined by Johnson (2012) were performed during the action process of this research
(Figure 1).

1.
Identifying
the problem
10. Offering 2. Preparation
suggestions for the before the
next action plan action
9. Discussion over .
the results of the e Plaqnlng
first and second the f'rSt
actions action
81£.Ot?ta|n|ng LIs 4. Implementing
indings of the - -
second action the first action
7. Implementing 5. Obtaining
the second the findings of
action the first action
6. Planning
the second
action

Figure 1. Stages of the action.

As seen in Figure 1, data revealing the need for the improvement of teaching services at the
university where the study was conducted influenced the Identifying the Problem stage (Blimen, 2006;
Unver, 2010, 2013). For example, Unver (2010) concluded that 64.90% of undergraduate students
evaluated their instructors as “competent” and “very competent”. Moreover, among the cases which
allow for conducting action research in education, O’Hanlon (2003) also includes the cooperation held
by creating unofficial groups by colleagues working at a given institution. Based on their experience and
observations, instructors who have been teaching the IPE course for 12-13 years have noticed that
restricting the objectives and processes of the course to basic teaching skills only would fail to be
sufficient for the participants in the long run, and considered that the program should be improved to
extend the effect of the course suggesting that practitioners and participants should work in
cooperation to this end.

In the Preparation for the Action Stage, two instructors teaching the IPE course held discussion
meetings on theories and approaches that could be used for the course to be effective in the long term.
Taking their own teaching experience into consideration, instructors discussed whether teaching
practices of the IPE course could be strengthened through with concepts like critical thinking, reflective
thinking, theory-practice connection and such approaches as project based learning, action research etc.
These discussion meetings were held in nearly one-hour sessions a day, once a week, during
approximately one month in the planning period for the spring semester of 2016. Finally, the instructors
came to the agreement that theory-practice connection and reflective thinking can be the key concepts.

Kirim (2007) states that the IPE course sometimes fails to meet the participants’ needs and suggest
conducting a needs analysis to solve the problem. Based on this suggestion, at the beginning of the 2016
spring semester, participants’ needs concerning the IPE course were determined with a questionnaire
consisting of four open-ended questions. The most frequently needed topics appeared to be teaching
skills, measurement and evaluation, active learning strategies, motivating university students, and
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communicating with them. Since the Technical/Scientific/Cooperative action research aims to test or
evaluate a practice within a predetermined theoretical framework (Berg, 2001), a curriculum was
developed for the IPE course by this study in order to meet the participants needs within the theoretical
framework of theory-practice connection and reflective thinking. The following activities were included
in the curriculum in the first action plan (Bruster & Peterson, 2013; Cruickshank, Bainer, & Metcalf,
1995; Spalding & Wilson, 2002; Yaffe, 2010):

e Working with small groups: Works of participants from similar doctoral fields of study in groups of 2-
5.

e Teaching real students: Participants’ designing, implementation and evaluation of a program by
specifying the needs of voluntary undergraduate students at the faculty of education.

o Reflective writings: Participants’ filling out the structured group evaluation form after the
implementation. Video-recording the implementations and handing these recordings to the
participants as soon as possible to help them with reflective writings.

e feedback: Giving feedback to the participants by undergraduate students, other doctoral students in
class, group peers and the university teachers of IPE about their program designs and
implementations. Participants’ filling out the Evaluation form for Group Activities and Self-evaluation
Form for Group Activities which were designed to make participants’ feedback systematic.

In the Implementation of the First Action, doctoral students from similar fields had small-scaled
program development experiences in groups. They worked with undergraduate students in this process.
During classes, such reflective questions were often asked: “What are the main problems in teaching of
your field?”, “Which program design approach(es) is the most appropriate for your field, why?” and
students were encouraged to ask similar questions as well. Discussions were held over current problems
in teaching. Participants doing their PhD in similar fields worked in groups of 2-5 and designed small
scale programs in their field considering the needs of undergraduate students. They applied these
programs in 60-90-minute sessions with the participation of undergraduate students. During group
activities, undergraduate students, other doctoral students outside the group and the course instructors
individually filled out the Evaluation Form for Group Activities which included 10 teacher qualities like
“Effective interaction with students” and “working in harmony as a group”, each of which being scored
over 10, as well as an explanations/comments section. Following the practice, the practitioner group
members evaluated themselves through verbal self-criticism and also received verbal feedback from the
undergraduate students, other doctoral students outside group and the course instructor. The practices
were video-recorded; each group was given their own video and asked to watch and discuss over it
outside the class as a group. Each member of the practitioner group filled out the Self-evaluation Form
for Group Activities. The form consisted of two sections in which each group member scored themselves
and the other group members over 100 points and responded to four open-ended questions like “What
are the possible reasons behind your positive and negative teaching behavior during your
presentation?” and “What would you change if you were to do the same activity again?”. At the end of
the first action, the Reflective Thinking Scale was applied as planned beforehand.

As seen in Table 2, participants stated that this action support them in obtaining the skills at the
reflection (X= 16.85), understanding (X= 15.87), critical reflection (X= 13.06) and habitual action (X=
11.06) subscales of the Reflective Thinking Scale. Mean of the participants’ total scale scores (X= 56.85)
revealed that their reflection skills improved quite well concerning the highest possible score (80) on the
scale. However, it was determined that certain skills still need improving particularly those in the critical
reflection subscale.

When the participants’ mean total scores on the Reflective Thinking Scale were compared according
to their teaching fields, it was found that mean total scores of the participants from health sciences (X=

47.80) were lower than the scores of those from natural (X= 57.86) and social (X= 58.00) sciences. While
mean total scores of the participants with no teaching experience was 57.59 in the Reflective Thinking
Scale, mean total scores for the participants with varying years of experience were detected as 56.20.
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Table 2.

Doctoral Students’ Reflective Thinking and Attitudes towards IPE Course Scores in the Firt Action .
Dimensions of Reflective Thinking  Teaching Fields n X SD
Habitual Action Natural Sci. 22 11.14 2.49

Health Sci. 5 9.60 241
Social Sci. 20 11.35 2.25
Total 47 11.06 2.39
Understanding Natural Sci. 22 16.14 2.14
Health Sci. 5 14.00 4.69
Social Sci. 20 16.05 1.88
Total 47 15.87 2.43
Reflection Natural Sci. 22 17.18 1.47
Health Sci. 5 14.20 4.76
Social Sci. 20 17.15 1.53
Total 47 16.85 2.19
Critical Reflection Natural Sci. 22 13.41 2.46
Health Sci. 5 10.00 3.08
Social Sci. 20 13.45 3.80
Total 47 13.06 3.27
Total Natural Sci. 22 57.86 5.09
Health Sci. 5 47.80 8.47
Social Sci. 20 58.00 4.70
Total 47 56.85 6.10

At the Planning the Second Action step, discussions were held over the results of the first action and
the main problems were listed as follows: 1) There was a two-week delay in the scheduled time. 2)
Some groups focused on teaching the subject matter rather than experiencing teaching and reflecting
on it. 3) The fact that some individuals were less willing in the class decreased group performance. 4)
Due to concurrent implementations, participants could not observe the performances of all groups. 5)
Only a small number of undergraduate students could participate in the implementations of some
groups. In this respect, in addition to the Reflective Thinking Scale, the Attitudes towards IPE Course
Scale was planned to be applied as well; and it was decided to maintain the studies included in the first
action plan and to enhance the program through the following activities:

e More motivation to think reflectively: Explaining more clearly that the main goal of the course is to
improve reflective thinking and how reflection is defined at the beginning of the semester.

o Reflective discussion: More frequent inclusion of questions and discussions that can stimulate
reflective thinking in the theoretical aspect of the course.

e Teaching real students: A more detailed explanation of the benefits of the study for undergraduate
students in order to increase their participation.

e Reflective writings: Encouraging the participants to fill in the Self-evaluation Form for Group
Activities in detail after the implementation.

e formative tests: Holding three quizzes in the first nine weeks of the semester in order to promote
participants’ readings on the course resources and allocate more time for practical studies.

e Feedback: Giving more detailed feedback based on theory concerning the program designs and
implementations prepared by small groups.

At the Implementation of the Second Action step, at the beginning of the semester, undergraduate
students were provided with a more detailed explanation about the advantages of the study; reflective
thinking was defined to the doctoral students and they were explained that the long-term goal of the
course was to help them improve in this respect. In the first eight weeks of the course, while
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pedagogical knowledge was taught, participants were asked questions concerning the practices in their
faculties and related discussions were held. The quizzes were held as planned. Small groups studied
each other’s program designs and gave verbal feedback to one another. Teachers provided detailed
verbal and/or written feedback on the program designs as well. Reference was made to the theoretical
background in feedbacks and the groups were asked to explain the reasons behind the choices of their
program designs. Activities in the first action were performed similarly during the second action too.
Before filling out the Self-evaluation Form for Group Activities, the participants were given additional
encouraging explanation to watch their video recordings outside the class, discuss over it face to face
with the group members and respond to the open-ended questions on the form in detail. Upon
completing the second action, the Reflective Thinking Scale and Attitude Scale towards IPE Course were
applied. In addition, evaluation meetings of 40-45 minutes were held in the last week of the semester
during which the participants assessed the IPE course in terms of improving their reflective thinking
skills.

According to Table 3, participants indicated that this action support them in obtaining the skills at
the reflection (X= 16.18), understanding (X= 14.73), critical reflection (X= 12.21) and habitual action (X=
11.85) subscales of the Reflective Thinking Scale. Means of the participants’ total scale scores (X= 54.97)
reveal that their reflection skills improved quite well concerning the highest possible score (80) on the
scale yet it shows that certain skills still need improving particularly those in the critical reflection
subscale.

Table 3.

Doctoral Students’ Reflective Thinking and Attitudes towards IPE Course Scores in Second Action.
Dimensionf of Reflective Thinking  Teaching Fields n X SD
Habitual Action Natural Sci. 16 12.19 2.04

Health Sci. 8 12.63 2.92
Social Sci. 9 10.56 2.74
Total 33 11.85 2.53
Understanding Natural Sci. 16 14.75 2.74
Health Sci. 8 15.63 .92
Social Sci. 9 13.89 2.52
Total 33 14.73 2.39
Reflection Natural Sci. 16 16.38 2.80
Health Sci. 8 15.75 2.66
Social Sci. 9 16.22 1.64
Total 33 16.18 2.44
Critical Reflection Natural Sci. 16 13.19 2.86
Health Sci. 8 10.13 2.42
Social Sci. 9 12.33 3.91
Total 33 12.21 3.24
Total Natural Sci. 16 56.50 6.84
Health Sci. 8 54.13 5.33
Social Sci. 9 53.00 5.10
Total 33 54.97 6.09
Attitudes towards IPE Course Natural Sci. 18 77.44 5.40
Health Sci. 8 77.38 3.62
Social Sci. 9 80.22 3.19
Total 35 78.14 461

When the participants’ mean total scores on the Reflective Thinking Scale were calculated according
to their teaching fields, it was found that mean total scale scores of the participants of three teaching

fields were found to be closer to each other (health, X= 54.13; natural, X= 56.50; social, X= 53.00). Mean
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total scores of the participants with no teaching experience in the Reflective Thinking Scale was
calculated as 55.00. For the participants with varying years of experience, mean total score was 54.95.

Considering that it could be influential on the process of running the IPE courses and therefore
participants’ gaining reflective thinking skills, Attitude Scale towards IPE course was applied at the end

of the second action and the mean total scores were found to be similar in the three fields (health, X=
77.38; natural, X= 77.44; social, X= 80.22). Participants’ levels of attitude towards the course is seen to
be low (X=78.14) compared with the highest possible score on the attitude scale (125) (Table 2).

Discussion, Conclusion and Implications
Discussion Over the Results of the First and Second Actions

At the end of both actions, participants’ perceptions concerning their reflective thinking levels were
higher at the understanding and reflection subscales whereas they were found to be relatively lower at
the critical reflection and habitual action subscales. These findings show that participants’ reflective
thinking levels are centered on the second and third levels. It could be taken positively that the means at
the habitual action level are lower than those at understanding and reflection, which indicates that
participants contemplate their teaching and manage to solve problems (Kember et. al., 2000). Low
scores on the critical reflection, which is the highest level of reflection, may have resulted from the
limited action times.

Objectives, content and teaching activities of the IPE course program are elaborated on and
interpreted below since they are considered to be effective on improving participants’ reflective
thinking levels.

The IPE curriculum includes the following two objectives intended for improving reflective thinking:
1) Being able to decide on the appropriateness of the program design developed. 2) Willingness to
improve his/her own teaching processes. Education of university teachers is limited, also officially, to
learning and teaching theories only (YOK, 2007). As seen in the results of the needs analysis carried out
in the present study, novice university teachers’ expectation also improve their teaching skills (Erginer &
Dursun, 2005). In this regard, like stated in Unver’s study (2013), it becomes difficult to reach higher
goals other than the main teaching skills in this course. Therefore, there is a need for specifying the
objectives to broaden participants’ perspectives in the program.

The course content consisted of the strands proposed by the YOK. The intensity of this content has
been addressed as an important problem (Biimen, 2006; Kiiriim, 2007; Unver, 2013). Since reflective
thinking takes a long time to improve (Allen & Casbergue, 1997), the intensive course content may be a
critical obstacle for programs aiming at developing such skills. Although this problem was foreseen at
the beginning of the study, improvement of reflective thinking was seen worthy to be tried and put
effort on. Moreover, most of the information covered by the course content is needed to prepare and
practice a small scale program.

The first action included activities that required the participants to design a small-scale program,
teach with real students and write reflective pieces. Additionally, activities to encourage reflective
thinking, discussions and formative tests were implemented in the second action. The findings show
that these activities improved the participants’ reflective thinking levels at a certain degree. It is possible
to further comment on the positive and negative effects of the activities as follows.

In the first place, some participants were observed to feel responsible for and excited about teaching
undergraduate students in their own fields of study. These participants may have tended to think more
about their teaching. Some participants, on the other hand, made the impression that they did not see
the students of the faculty of education as “real students” considering their own fields. These
viewpoints may have caused them to perceive the practice of teaching these students as a temporary,
one-time-only occasion or to find it meaningless to think about.
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Second, participants’ teaching practices were performed in the last three-four weeks of the term
while reflective discussions were included throughout the term upon receiving theoretical knowledge. In
this regard, each group was given their own practice videos and was asked to watch them and fill out
the Self-evaluation Form for Group Activities outside the class. Discussions were not held over video
recordings in class. Quite a limited time could be allocated for face to face feedback and reflective
discussions. In short, the fast and intensive flow of the course could have inhibited the participants from
thinking, digesting the theory and analyzing the practices by connecting them to theory. Moreover, the
fact that reflective writings were intended for evaluation, as noted by Hobbs (2007), may have
interfered with the natural course of reflection.

Third, it was observed that some of the participants saw the small scale program preparation and
practice activity merely as an assignment to be done within the scope of the course. When the practice
was completed, they left the impression that they felt no need to reflect on the previous action with the
feeling of fulfilling the assignment. For instance, some were observed to respond to the open-ended
questions on the Self-evaluation Form for Group Activities without much elaboration.

Fourth, some groups or participants kept focusing on teaching the subject matter in the preparation
and practice processes. Thus, their reflections remained limited to how to teach the content and the
subject matters. Some groups were even observed to work with the opinion that “The more information
we teach, the better performance we show.” This perspective may have restricted their reflections to
the content only.

Fifth, it was noticed that some participants referred to the theory while giving feedback. Also,
feedback provided by undergraduate students was observed to include detailed and realistic reflections.
Participants, therefore, could have started to think from other aspects which they could not see
themselves. As a matter of fact, as pointed out by Roehrig, Bohn, Turner, and Pressley (2008),
explanatory feedback could stimulate reflective thinking.

Although the participants are from different teaching fields, they have similar perceptions of
reflective thinking levels. In the present study, the participants prepared and implemented a small scale
program for the same target population —undergraduate students of the faculty of education. Although
these programs covered the participants’ teaching fields, they may have failed to provide the
participants with an exact and natural experience of field teaching. Therefore, when teaching students
in their own fields in the future, the participants may possibly display higher level reflection behaviors
like noticing problems, solving them (Korthagen & Vasalos, 2005) and analyzing them with a broader
perspective (Stanley, 1998).

It was found that participants with no teaching experience had similar reflective thinking levels with
those who had varying years of experience. This finding is compatible with Kirim’s (2007) and
Lindblom-Ylanne et. al.’s (2011) findings but contradicts with Tiumkaya and Hurioglu (2013) who found
that reflective thinking levels increase in parallel with professional experience. In fact, teaching
experience may provide the teacher with the opportunity to contemplate problems more. Thus,
experienced teachers gain reflection experiences for different situations. Thus, as stated by Valli (1997)
and Van Manen (1977), past experiences are used for technical reflection. On the other hand, if teaching
is questioned based on theory, experience may contribute to reflection. In other words, teaching
experience alone may not be sufficient for reflective thinking.

Attitude scores of the participants towards the IPE course are low, which is similar to Biimen’s (2006)
finding. In fact, preparing and implementing a small scale program within the scope of the IPE course is a
rather unfamiliar and complex task for participants from other fields. Therefore, it took some
participants until the middle of the semester, even until the end for some others to understand this
task. This could have generated negative effects on the scores of attitude towards the course.
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As a consequence, actions in the present study improved the participants’ reflective thinking levels
to some extent, but they still need improving in this respect. This conclusion contradicts with the
findings of Stewart (2014) and, Nevgi and Lo6fstrom (2015). For instance, Nevgi and Lofstrom (2015)
found that a program consisting of 13 courses and 60 ECTS credits increased the participants’ reflective
thinking levels.

Suggestions for the Next Action Plan

A third action plan was designed in line with the results of the two actions implemented in the
present study which included the following main activities:

e Explaining the theory concerning reflective thinking and motivating for reflection: Inclusion of
objectives directly related with reflective thinking in the IPE course program. Reducing the course
content and teaching theoretical information concerning reflective thinking in more detail to
participants during the semester; motivating participants to think reflectively through reflection
activities and verbal persuasion.

e Implementing reflective thinking activities: Allowing for more questions and discussions that could
stimulate reflective thinking at the theoretical and practical aspects of the course. Including such
activities as keeping reflective diaries and holding discussions over video recordings in small or large
groups into the program.

o Working with real students: Participants’ gaining teaching experiences with students from their own
fields and doing their reflection activities with these real students in order to increase both theory-
practice connection and reflective thinking. Participants’ carrying out action research on instruction
in their own fields under the guidance of IPE course instructors.

e Formative Assessment and Feedback: Using process evaluation techniques like performance
assessment, authentic evaluation etc. instead of paper-and-pencil tests and communicating the
results to participants in order to reduce their assessment anxiety. Giving the theory based detailed
feedback on small groups’ curriculum designs and practices especially in writing.

The third action plan is considered to be beneficial to universities wishing to develop reflective
thinking through theory-practice connection by producing contextual solutions. In order for such action
plans to be implemented, IPE should not be limited to a single semester; it could be extended over two
semesters, for instance. Thus, time allowed for reflective thinking activities can increase and participants
can think in more detail on their curriculum designs and practices.
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Turkish Version

Girig

Bircok arastirma, 6gretim elemanlarinin, 6gretim becerileri konusunda ¢ok az egitim aldiklarini
gostermektedir (Erginer & Dursun, 2005; Roche & Marsh, 2000). Tiirkiye'deki Gniversiteler, 6gretim
elemanlarina ogretim vyeterliklerine iliskin planli ve resmi egitim verememekle elestirilmektedir
(Yiksekdgretim Kurulu [YOK], 2000a). Oysa dgretim yeterliklerinin 6grenilmesi dogal bir siire¢ olarak
gorilmemelidir. Ozellikle, deneyimsiz 6gretim elemanlari, bu konuda egitime gereksinim duymaktadir
(Erginer & Dursun, 2005; Hodkinson & Taylor, 2002). Bu egitimler, programh bir bicimde (Stokking,
Leenders, De Jong, & Van Tartwijk, 2003) ve lisansustiinden baslayarak belirli araliklarla dizenli olarak
(Erginer & Dursun, 2005) gergeklestiriimelidir. Ogretim elemanlari bu tiir egitimlere katilmadiklarinda iyi
ogreticiler olduklarini dislnebilirler; ancak egitim almaya basladiklarinda disinceleri degisebilir,
o6gretim kavramina iliskin tanimlar farkhlasabilir, uyguladiklari 6gretim yaklasimlarinin farkina varabilir,
ogretim 0z yeterlik algilari yikselebilir (Postareff, Lindblom-Ylanne, & Nevgi, 2007), 6gretim lzerinde
tartisabilecekleri akademik gevreleri genisleyebilir (Van Waes, Van den Bossche, Moolenaar, Stes, & Van
Petegem, 2015) ve yansitici diisinme becerileri gelisebilir (Nevgi & Lofstrom, 2015; Stewart, 2014).
Tiirkiye’de doktora programlari genellikle 6gretim elemani olmak igin tercih edildiginden (YOK, 2000b)
bu arastirmada, doktora 6grencilerinin 6gretim hizmetine daha iyi hazirlanmalari igin yansitici distinme
becerilerini kuram-uygulama baglantisi yoluyla gelistirilmesi amaciyla bir eylem arastirmasi sireci
deneyimlenmistir.

Deneyimsiz Ogretim Elemanlari igin Egitim Programlari ve Uygulamalar

Bircok tilkede, goreve yeni baslayan 6gretim elemanlarinin, 6gretim hizmetine iliskin egitimleri bir yil
boyunca kismi zamanl derslerle gerceklestiriimektedir (Stewart, 2014). Bunun yaninda, farkli mesleki
gelisim programlari da uygulanmaktadir (Dall’ Alba, 2005; Hodkinson & Taylor, 2002; Nevgi & Lofstrom,
2015). Ornegin; Finlandiya’da 6gretim elemanlar icin diizenlenen bir egitim programinin birinci
asamasinda, 25 Avrupa Kredi Transfer Sistemi (AKTS) temel 6grenme-6gretme bilgi ve becerilerinin yer
aldigi, kismi zamanli olarak devam edilen bes ders, yaklasik 1,5 yil icinde tamamlanmaktadir. ikinci
asamada konu alanina 6zgl 6gretim stratejilerine iliskin calismalari iceren sekiz ders (toplam 35 AKTS)
yer almaktadir. Toplam 60 AKTS olan bu programin 20 AKTS'si 6gretim uygulamalarindan olusmaktadir
(Nevgi & Lofstrom, 2015). Hatta Carroll’a (1977) gore 68retme gorevine hazirlik, yuksek lisans ve doktora
programlari boyunca 6gretim sirecinin bir pargasi olmaldir. Buna dayanarak bu arastirma, degisik
doktora programlarina devam eden 6grencilerin 6gretim hizmetine hazirlanmalarina odaklanmistir.

Turkiye'de, 6gretim elemanlarinin, 6gretim hizmetine yonelik egitim almalarina iliskin ¢alismalar
YOK'iin 1999 yilindaki “Lisansiistii 6grenim goren arastirma gorevlilerinin pedagojik formasyon
derslerinden ikisini (Gelisim ve Ogrenme [GO]; Ogretimde Planlama ve Degerlendirme [OPD]) almalari”
karariyla hizlanmistir. Bu derslerde temel 6gretim becerilerinin edinilmesi amaglanmaktadir (Biimen,
2006; Kiiriim, 2007). GO ve OPD dersleri 2005-2006 giiz déneminde 38 {niversitede okutulmustur
(Ktrtim, 2007). 2016-2017 bahar déneminde ise bu dersler 11 liniversitenin lglinde biitlin enstitiilerde,
sekizinde bazi enstitlilerde; 10’'unda zorunlu, birinde se¢meli olarak yurutilmektedir. Dolayisiyla, bu
dersleri veren Universitelerin sayisinda belirgin bir azalma olmustur.

GO ve OPD derslerine iliskin calismalarda; derslerin yiriitiilmesi siirecinde yasananlar (Biimen, 2006;
Karim, 2007), 6grencilerin bu derslere yonelik tutumlari, erisileri (Bimen, 2006) ve ‘etkili 6gretim’
tanimlari (Akpinar-Wilsing & Paykog, 2004; Unver, 2013) incelenmistir. Kiriim (2007), bu dersler
sayesinde katihmcilarin gogunun 6greticilige bakis acilarinin degistigini bulmustur. Unver’in (2013)
calismasinda ise, bu dersleri alanlarin %35.50’inin 6gretim tanimlari, 6gretmen-merkezliden 6grenci-
merkezliye donlismustir. Dolayisiyla, bu derslerde, 6gretim elemanlarina 06gretim tekniklerinin
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aktarilmasinin 6tesinde, daha genis bir bakis agisi kazandirabilecek programlara gereksinim stirmektedir
(Dall’ Alba, 2005; Postareff, Lindblom-Yldnne, & Nevgi, 2008).

Ogretime bakis agisinin degismesini kuram-uygulama baglantisini saglayan calismalar destekleyebilir.
Ornegin irlanda’da Tirkiye’dekine benzer sekilde “Yiiksekégretimde Ogrenme ve Ogretim (Learning and
Teaching in Higher Education)” ve “Egitim Programlarini Tasarlama ve Degerlendirme (Designing
Curricula and Assessment Strategies)” modiillerinden olusan bir programda, 6gretim elemanlari gergek
ogrencilerle uygulamali galismalar yapmislar ve sonugta 6grenme-6gretmeye iliskin bakis agilarinin
degistigini belirtmislerdir (Donnelly, 2008). Unver (2013) de, GO ve OPD derslerini alan doktora
Ogrencilerinin, gergcek (Universite 6grencileriyle Ogretim uygulamalari yaparak, 6grenme-6gretme
kuramlari ile kendi alanlari arasinda baglanti kurabileceklerini belirtmistir.

Nitelikli Yiiksekdgretim igin Yansitici Diisiinme

Ogretim elemanlarinin égretime bakis acilarinin genislemesi ve farklilasmasinda yansitici diisiinmenin
katkisi olabilir (Martin & Lueckenhause, 2005; Postareff et. al., 2008). Ornegin, Prosser, Martin, Trigwell,
Ramsden ve Middleton’a (2008) gore, yansitici disinme, Ogretim elemanlarinin 6grettikleri konu
alaninin kavramsal yapisini daha iyi anlamalarini saglayabilir. Yansitici dislinmeyi gelistirmek, 6gretim
uygulamalarini sirekli irdeleme agisindan da 6nemlidir. Boylece, 6gretim elemanlari 6gretimlerini
duzenleyebilirler (Lindblom-Ylanne, Nevgi, & Trigwell, 2011). Ancak Turkiye’de 6gretim elemanlarinin
yansitici disiinme becerileriyle ilgili yalnizca Tumkaya ve Hurioglu’nun (2013) bir devlet Universitesindeki
O0gretim elemanlarinin yansitici disinme egilimlerinin yiksek oldugunu ortaya koyan galismasina
rastlanmistir. Dolayisiyla, Turkiye’de Ogretim elemanlarinin yansitici disinme diizeylerine iliskin
arastirmalara gereksinim vardir.

Yansitmanin zamanlamasini (Schon, 1983; Wilson, 2008) ve asamalarini (6r. Kember et. al., 2000;
Larrivee, 2008; Lee, 2008; Shulman, 1987; Van Manen, 1977) dikkate alarak yapilan siniflamalarin
yaninda, dermeci (eklektik) (6r. Griffiths & Tann, 1992; Valli, 1997) ve dongusel (Korthagen & Vasalos,
2005) siniflamalar da vardir. Wilson (2008) “gecmisteki eylem Uzerinde”, “su anki eyleme iliskin” ve
“gelecekteki eylem icin” yansitma biciminde bir siniflama yapmistir. Bu siniflama 6gretim uygulamalari
oncesinde, sirasinda ve sonrasinda yapilan yansitmalara isaret etmektedir. Van Manen (1977) 6lgllebilir
sonugclara agirhk verilen “teknik akilciik”, bu sonuglarin altinda yatan kuramsal temellerin agiklandig
“uygulamay! yansitma” ve egitim, etik ve kiltirel degerlerin sorgulandigi “elestirel yansitma”
asamalarini tanimlamistir. Valli’'nin (1997) dermeci siniflamasi teknik akilcilik, eylem sirasinda ve
sonrasinda yansitma, bilingli yansitma, kisisel yansitma ve elestirel yansitma boyutlarindan olusmaktadir.
Korthagen ve Vasalos’un (2005) “temel yansitma” adini verdikleri dongisel model ise, 6gretim
problem(ler)ini belirleme; ideal 6gretme-6grenme durumunu ve bunu sinirlandiran etmenlerin farkina
varma; ideale ulasmak igin gerekli temel nitelikleri saptama; temel nitelikleri uygulama ve yeni
davranislari deneme adimlarini icermektedir. Korthagen ve Vasalos (2005), yansitici dislinmenin
siirekliligini saglamak icin “ideal durum, &gretmenin gerceklestirmek istedigi durum nedir?” ve “Bu
ideale ulasmayi engelleyen etmenler nelerdir?” (s. 54) sorularinin yardimci olabilecegini belirtmektedir.
Bu siniflamalarda yansitma; 6gretimi, arastirma bulgularn dogrultusunda agiklamadan, bu agiklamalarin
kuramsal temellerini irdelemeye dogru ilerlemektedir. Yansitmanin, asamalari ilerledikge kisiselden
toplumsala dogru genisledigi ve en kapsamli asamanin elestirel yansitma oldugu gériilmektedir. Ogretim
elemanlarinin bu siniflamalarin Gst basamaklarinda yansitma yapabilmeleri ve 6zellikle dongtisel modeli
(Korthagen & Vasalos, 2005) kullanmalari, hem mesleki gelisimlerini sUrdirmelerini hem de
ylksekogretimin niteliginin ylikselmesini saglayabilir.

Allen ve Casbergue’nun (1997) belirttikleri gibi, yansitici distinmenin 6gretim deneyimiyle dogal
olarak olusabilecegine giivenmemek; gelistirilmesi icin etkinlikler yapmak gerekmektedir. Ornegin, video
kayitli mikro-6gretim, eylem Uzerinde ve eylem icin yansitmay! destekleyebilir. Gidimli tartismalar,
Ogreticinin yansitma alanini kisiselden toplumsala dogru genisletebilir. Eylem arastirmalari ise, 6zellikle
Korthagen ve Vasalos’un (2005) dongisel siniflamasina uygun gérinmektedir.
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Yansitici disinmenin ilerlemesi icin tekdiize islemlerde basarili olmakla yetinilmemeli, 6gretim
uygulamalarina iliskin “Neden?” sorusunu sormaya devam edilmelidir (Wakefield, 1996). Boylece
O0gretim uygulamalarinin kuramsal dayanaklarini irdeleme becerisi edinilebilir. Ayrica, 6gretimle ilgili
sorunlari gérme ve bu sorunlarin ¢6ziimu tzerinde diisinme davraniglari gelistirilebilir.

Yansitma dizeyinin yukselmesi, 6gretime iliskin daha fazla okumayi, planlamayi ve dusinmeyi
gerektirmektedir. Bu tlUr eylemleri ise, ancak aldig egitime yonelik tutumu olumlu olan bireyler
gerceklestirebilir. Ozellikle, yansitmanin baslamasi igin, 6gretim elemanlarinin egitim siirecine gondllii ve
bilingli olarak katilmalari yararli olabilir. Ogretim elemanlarinin OPD dersine yénelik tutumlari
baslangicta olumsuz olabilmekte (Akpinar-Wilsing & Paykog, 2004; Bimen, 2006) ve tutumlarin olumlu
duruma getirilmesi icin caba ve zaman harcanmaktadir (Unver, 2013). Bu nedenle, OPD dersine ydnelik
tutum ile yansitici diisinme duzeyinin iliskisi incelenebilir.

Arastirmanin Amaci

Bu arastirmada bir devlet Universitesindeki 6gretimin niteliginin yikseltebilmesine katki sunabilmek
icin doktora &grenimleri sirasinda OPD dersini alan bireylerin yansitici disiinme becerilerinin
gelistiriimesi amaclanmistir. Buna goére arastirmanin temel sorusu “Farkli alanlardaki doktora
dgrencilerinin yansitici diisiinme becerileri OPD dersi kapsaminda nasil gelistirilebilir?” seklinde
olusturulmusgtur.

Arastirmanin eylem sirecinde yapilan ¢alismalar sayesinde halihazirda 6gretim elemani olarak
¢alisan ya da ileride galisma olasiligl olan doktora 6grencilerinin yansitict diisinme dizeylerinin belirli
oranda yiikselebilecegi ve OPD dersinden sonra da yansitma becerilerini kullanabilecekleri
beklenmektedir. Boylece 6gretim uygulamalarinin niteligi icin slrekli olarak distinme ve sorgulama
davraniglari gosterebilirler. Dolayisiyla arastirmanin yapildigi Gniversitenin 6gretim uygulamalarinin
gelisimine destek saglanabilir. Yani sira, 6gretim elemanlarina yansitici diisinme konusunda egitim
vermeyi amaglayan Universiteler bu arastirmada gergeklestirilen iki eylemin etkili olan ve olmayan
etkinliklerinden dersler cikarabilirler. Tirkiye’de Ogretim elemanlarina 6greticilik boyutunda egitim
veren Universitelerin sayisi giderek azalmaktadir. Bu arastirma, Uiniversitelerin bu konudaki ¢alismalarini
arttirmalarina da katki sunabilir.

Yontem
Arastirmanin Modeli

Eylem arastirmalarinin katiimcilar ile arastirmacilarin isbirligi icinde calisilarak yuritilmesi (Somekh,
2006) ve eylem arastirma sirecinin yansitici diistinme dongusu ile benzerlik géstermesi (Schon, 1983) bu
arastirmanin eylem arastirmasi deseniyle yiritilmesinde etkili olmustur. Arastirmada, eylem
arastirmasi tiirlerinden Teknik/Bilimsel/isbirlikli desen uygulanmistir. Bu desende temel olarak eylem
siirecinin betimlenmesi amacglanmakta (Yildirnm & Simsek, 2016) ve belirli bir kuramsal yapinin etkileri,
arastirmaci ve uygulayicilarin isbirligiyle incelenmektedir (Berg, 2001). Bu arastirmada da 6gretim
elemanlarinin  egitiminde kuram-uygulama baglantisina dayali etkinliklerin, yansitict distiinme
diizeylerine etkisi incelendiginden; arastirma siiresince arastirmacilar, OPD dersini alan katilimcilar ve
katimcilarin ~ 6gretim  uygulamalarini  gergeklestirdikleri lisans  ©6grencileri arasinda isbirligi
kuruldugundan Teknik/Bilimsel/isbirlikli desen tercih edilmis ve eylem siireci ayrintili betimlenmeye
cahsiimistir.

Katilimcilar

Arastirmaya bir devlet Universitesinde 2016 Bahar ve Giiz dénemlerinde OPD dersini alan degisik
alanlarda doktora o6grenimi gérmekte olan bireyler katilmislardir. Arastirmanin birinci eyleminin
gerceklestirildigi 2016 Bahar déneminde, OPD dersini 55 kisi almistir; gondlliilik esasiyla bunlarin
50’sinden veri toplanmistir; veri toplama araglari eksiksiz doldurulan 47 kisinin verileri analize dahil
edilmistir. ikinci eylemin uygulandigi 2016 Giiz déneminde ise, OPD dersine 58 kisi devam etmis; gondillii
olan 40 kisiden veri toplanmis ve bunlardan veri toplama araglari eksiksiz doldurulan 33’tn{n verileri
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analiz edilmistir. Tablo 1’de goriildiGgi gibi, verileri analiz siirecine alinan katilimcilarin 6gretim alanlari
Fen Bilimleri (n= 38), Sosyal Bilimler (n=29) ve Saghk Bilimleri (n= 13) olarak siralanmistir. Katihmcilarin
yaklasik yarisinin (n= 36) 6gretim deneyimi bulunmamaktadir; yedi yil ve lizerinde deneyimi olan yalnizca
alti kisidir.

Tablo 1.
Katilimcilarin Ogretim Alanlari ve Deneyimleri.
Ogretim Alani Ogretim Deneyimi (Yil)
3ve 10 ve
Fen B. SaghkB. Sosyal B. Yok daha az 4-6 7-9 lizeri
n n n n n n n n
Birinci eylem 22 5 20 22 10 9 3 3
ikinci eylem 16 8 9 14 9 10
Toplam 38 13 29 36 19 19 3 3

Veri Toplama Araglari

Yansitici Diisiinme Diizeyini Belirleme Olgedi: Katimcilarin yansitici diisiinme diizeylerine iliskin
veriler Kember ve arkadaslarinin (2000) gelistirdigi; Basol ve Evin-Gencel’in (2013) Tirkceye uyarladiklari
Yansitici Diisinme Diizeyini Belirleme Olgegi ile toplanmistir. Besli Likert tipinde, toplam 16 maddeden
olusan bu 6lgegin uyarlama galismasi 1413 egitim fakiltesi 6grencisiyle gergeklestirilmistir. Agimlayici
faktor analizi sonucunda 6lgegin maddelerinin faktor yikleri .54-.79 arasinda yer almigtir. Dogrulayici
faktor analizi sonucuna gore karsilastirmali uyum indeksleri de ()(Z/sd= 4.48, p= .00, CFl= .93, NNFI= .92,
RMSEA= .07, GFI= .93, AGFI= .90) 8lcme modeli ile oldukga iyi uyum gdstermistir. Olgegin Cronbach
Alpha i¢ tutarliik katsayisi .77 olarak hesaplanmistir. Olcek, Mezirow’un (1991) yansitici diisiinme
dizeylerini en dusikten en yiiksege dogru tanimladigi aliskanlik, anlama, yansitma ve elestirel yansitma
boyutlarindan olusmaktadir. Aliskanlik boyutu 6nceden 6grenilmis ve otomatik olarak yapilan eylemlere;
anlama lzerinde distinerek ve bilgiyi kullanmayi gerektiren eylemlere; yansitma problem ¢ézme ve olgu
ve olaylara bireysel anlam yiklemeye; elestirel yansitma ise, bireyin algilarinin, dusuncelerinin,
duygularinin ve eylemlerinin farkinda olmasina iliskin maddeleri icermektedir (as cited in Kember et. al.,
2000).

OPD Dersine Yénelik Tutum Olgedi: Besli Likert tipindeki 6lcegin ilk gelistirme calismasinda Biimen
(2006), 54 maddelik deneme formunu 67 doktora 6grencisi Gzerinde uygulamis ve toplam puanlar
lizerinde hesapladig t degerleri yliksek olan 26 maddeyi 6lgegin son haline almistir. Bu arastirmada ise,
Olcegin deneme uygulamasi 207 doktora 6grencisiyle yapilmistir. Kaiser-Meyer-Olkin (KMO) katsayisi .96
olarak hesaplanmis ve Bartlett testi anlamli (x’= 4188.80, sd= 325, p<.01) bulunmustur. Dolayisiyla
verilerin agimlayici faktor analizi (AFA) yapmak icin uygun oldugu anlasiimistir. AFA sonucunda 6lgegin
dordiinci maddesi haricindeki 25 maddenin faktor yik degerlerinin ayni faktor icinde yer aldig1 ve bu
faktoriin toplam varyansin %54.25’ini agikladigl bulunmustur. Dordiincii madde ¢ikarilarak hesaplanan
AFA sonucunda bu faktériin agikladigr varyans %56.10’a yikselmistir. Maddelerin faktor yik degerleri
.47 ile .86 arasinda yer almistir. Dogrulayici faktér analizi sonucunda x?= 576.17; sd= 267, xz/sd= 2.16; p=
.00; GFI= .81, NNFI= .98, IFI= .98, CFl= .98, SRMR= .04 ve RMSEA= .08 olarak hesaplanmistir. Bu degerler
Brown (2006) ve Cole’lin (1987) onerdikleri olgltleri karsiladigindan, 6lgegin kuramsal yapi ile yiiksek
uyum gosterdigi yargisina ulasilmistir. Olgegin Cronbach Alfa giivenirlik katsayisi ise .96 olarak
hesaplanmistir.

Veri Analizi

Yansitict Diisinme Diizeyini Belirleme Olceginden elde edilen veriler lizerinde betimsel istatistik
teknikleri kullanilmistir. Buna gore, katiimcilarin, 6lcegin alt boyutlari ve timiinden aldiklari toplam
puanlar belirlenmistir. Her iki eylem icin ayrica, 6gretim deneyimi olan ve olmayan; 6gretim alani fen,
saghk ve sosyal bilimler olan katilimcilarin 6lgek toplam puanlarinin ortalamasi hesaplanmistir.
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Katilimcilarin OPD dersine yonelik tutumlarinin belirlenmesi icin ilgili 6lcekten aldiklar toplam puanlar
hesaplanmistir.

Arastirmaci Rolii

OPD dersini 12-13 yildir veren arastirmacilar, iki eylem siirecinde de uygulayici rolini
Ustlenmislerdir. Dolayisiyla arastirmanin her asamasina iliskin gdzlem ve yasanti edinme olanaklari
bulunmaktadir. Deneyimli olmalari, kurumsal bircok degiskeni butincil olarak distinmelerini
saglayabilir. Ancak uygulayici rolleri nedeniyle, eylem siirecine iliskin bazi verileri gdzden kagirmis
olabilirler.

Eylem Siirecinin Agamalari

Bu arastirmanin eylem siirecinde, Johnson’in (2012) tanimladigi agsamalar uygulanmistir (Sekil 1).

1. Problemi
belirleme
10. ileriki 2. Eylem
eylem plani igin oncesi
Oneriler sunma hazirlik
9. Birinci ve ikinci 3. Birinci
eylemin sonuglari eylemi
lizerine tartisma planlama
8. ikinci eylemin 4. Birinci
bulgularina eylemi
ulasma uygulama
7. ikinci 5. Birinci eylemin
eylemi bulgularina
lama ) ulasma
T 6. ikinci
eylemi
planlama

Sekil 1. Eylem siirecinin agsamalari.

Sekil 1'de gorildugi gibi Problemi Belirleme asamasinda, arastirmanin yapildigi Gniversitede 6gretim
hizmetlerinin gelistirilmesine ydnelik ihtiyaci ortaya koyan bulgular etkili olmustur (Biimen, 2006; Unver,
2010, 2013). Ornegin, Unver (2010), lisans dgrencilerinin %64.90'unun 6gretim elemanlarini “yeterli” ve
“cok yeterli” olarak degerlendirdiklerini belirlemistir. Ayrica, O’Hanlon (2003) egitim alaninda eylem
arastirmasi yapilabilecek durumlar arasina, bir kurumda gbérev yapan meslektaslarin resmi olmayan
gruplar olusturarak gerceklestirdigi isbirliklerini de almistir. OPD dersini 12-13 yildir veren &gretim
Uyeleri, deneyimlerine ve gozlemlerine dayali olarak dersin hedeflerini ve isleyisini temel 6gretim
becerileriyle sinirlandirmanin katilimcilara uzun vadede yetmeyecegini fark etmisler; dersin etkisinin
genisletilmesi icin programin iyilestirilmesini ve bu konuda uygulayicilarin ve katilimcilarin isbirligi igcinde
cahismalarinin gerekli oldugunu disinmdslerdir.

Eylem Oncesi Hazirlik asamasinda, OPD dersini veren iki 6gretim Uyesi dersin uzun vadede etkili
olabilmesi icin yararlanilabilecek kuramlar ve yaklasimlar lizerinde tartisma toplantilari yapmislardir. Bu
toplantilarda dgretim (yeleri, kendi 6gretim deneyimlerini de dikkate alarak OPD dersinin &gretim
uygulamalarinin elestirel disiinme, yansitici disinme, kuram-uygulama baglantisi vb. kavramlar ile
projeye dayali 6grenme, eylem arastirmasi vb. yaklasimlarla gliclendirilip glglendirilemeyecegini
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tartismislardir. Bu tartisma toplantilari, 2016 bahar donemi planlama siirecinde; yaklasik bir ay, haftada
bir glin, glinde yaklasik birer saat sure ile gerceklestirilmistir. Sonugta kuram-uygulama baglantisi ve
yansitici diginmenin anahtar kavramlar olabilecegi konusunda goris birligine variimistir.

Kirim (2007) OPD dersinin katilimcilarin gereksinimlerini kargilamada bazen yetersiz kaldigini
belirtmekte ve sorunun ¢6zUmu igin ihtiya¢ analizi yapilmasini 6nermektedir. Buna dayanarak, bu
arastirmada 2016 Bahar déneminin basinda dort acik uglu sorudan olusan bir anketle katilimcilarin OPD
dersiyle baglantil ihtiyaglari belirlenmistir. En ¢ok ihtiya¢ duyulan basliklar 6gretim becerileri, 6lgme ve
degerlendirme, Ogrenciyi glidileme, etkin 6grenme ve iletisim olarak siralanmistir.
Teknik/Bilimsel/isbirlikli eylem arastirmasi deseninde dnceden belirlenmis kuramsal bir gerceve icinde
bir uygulamayi test etmek ya da degerlendirmek (Berg, 2001) amaclandigindan, bu arastirmada OPD
dersi icin kuram uygulama baglantisi ve yansitici diisinme kuramsal ¢ergevesi dahilinde katihmcilarin
belirlenen ihtiyaglarini karsilayabilecek bir 6gretim programi hazirlanmistir. Birinci eylem planinda,
o6gretim programinda asagidaki temel etkinliklere yer verilmistir (Bruster & Peterson, 2013; Cruickshank,
Bainer, & Metcalf, 1995; Spalding & Wilson, 2002; Yaffe, 2010):

e Kiiciik grupla ¢alisma: Benzer alanlarda doktora 6grenimi goéren katiimcilarin 2-5 kisilik gruplar
halinde calismalari.

e Gercek égrencilere 6gretim yapma: Katilimcilarin, egitim fakiltesi lisans 6grencilerinden gonillu
olanlarin ihtiyaglarini belirleyerek bir program tasarlamalari, uygulamalari ve degerlendirmeleri.

e Yansitici yazilar yazma: Uygulama sonrasinda katilimcilarin yapilandiriimis grup degerlendirme
formunu doldurmalari. Yansitici yazilarda yardimci olmasi icin uygulamalarin video kaydinin yapiimasi
ve bu kayitlarin katilimcilara en kisa stirede iletilmesi.

e Geribildirim: Katilimcilara, hazirladiklari program tasarilarina ve uygulamalarina iliskin lisans
dgrencisi, siniftaki diger doktora ogrencileri, grup arkadaslari ve OPD dersinin 6gretim Uyeleri
tarafindan geribildirim verilmesi. Katihmcilarin geribildirimlerini sistematik hale getirebilmek icin
hazirlanan Grup Calismalarini Degerlendirme Formu ve Grup Calismalari icin Kendini degerlendirme
Formunu doldurmalari.

Birinci Eylemi Gergeklestirme asamasinda, benzer alanlardaki doktora 6grencileri gruplar halinde,
kiguk olgekli program gelistirme deneyimi edinmislerdir. Bu siirecte lisans 6grencileriyle ¢calismislardir.
Ders icinde “Alaninizin 6gretiminde yasanan temel sorunlar nelerdir?”, “Alaniniz icin hangi program
tasarim yaklasim(lar)i en uygundur, neden?”, vb. yansitici sorular sormaya O6zen gosterilmis,
katiimcilarin da bu tarz sorular sormalari tesvik edilmistir. Ogretimle ilgili giincel sorunlar {izerinde
tartisilmistir. Benzer alanlarda doktora 6grenimi géren katilimcilarin olusturduklari 2-5 kisilik gruplar,
lisans ogrencilerinin ihtiyacglari dogrultusunda kendi alanlariyla iliskili kigtk olgekli bir program
hazirlamislardir. Hazirladiklari programlari, lisans 6grencilerinin katilimiyla 60-90 dakikalik stirelerde
uygulamislardir. Grup uygulamalari sirasinda lisans 6grencileri, grup disindaki diger doktora 6grencileri
ve dersin 6gretim (iyeleri, her biri 10 iizerinden puanlanan “Ogrencilerle etkili iletisim kurma”, “grup
olarak uyumlu calisma” gibi toplam 10 Ogretici 6zelligini iceren ve agiklama/yorum kisminin da
bulundugu Grup Calismalarini Degerlendirme Formunu bireysel olarak doldurmuslardir. Uygulama
sonrasinda, uygulamay gerceklestiren grup lyeleri sézli olarak 6z elestiri yapmislar; lisans 6grencileri,
grup disindaki diger doktora 6grencileri ve dersin 6gretim Uyesi de gruba sozll geribildirim vermislerdir.
Uygulamalar video ile kaydedilmis; her gruba kendi video kaydi iletilmis ve ders disinda izleyip grupca
Uzerinde tartismalari istenmistir. Uygulamayi yapan grubun her lyesi, Grup Calismalari icin Kendini
Degerlendirme Formu’nu doldurmustur. Formda her bir grup Uyesinin “Sunumunuzdaki olumlu ve
olumsuz 6gretici davranislarinizin nedenleri neler olabilir?”, “Ayni ¢calismayi tekrar yapsaniz, neleri
degistirirsiniz?” vb. dort agik uclu soru ile kendisinin ve grubun diger Uyelerinin performansini 100
izerinden puanlandirdigi iki bolim yer almistir. Birinci eylemin sonunda, planlandigi gibi, Yansitici
Diisiinme Diizeyini Belirleme Olgegi uygulanmustir.
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Tablo 2.

Doktora Odrencilerinin Birinci Eylemdeki Yansitici Diisiinme ve OPD Dersine Yénelik Tutum Puanlari.
Yansitici Diisiinme Boyutlari Ogretim Alani n X SS
Aliskanlik Fen B. 22 11.14 2.49

Saghk B. 5 9.60 241
Sosyal B. 20 11.35 2.25
Toplam 47 11.06 2.39
Anlama Fen B. 22 16.14 2.14
Saglk B. 5 14.00 4.69
Sosyal B. 20 16.05 1.88
Toplam 47 15.87 2.43
Yansitma Fen B. 22 17.18 1.47
Saglik B. 5 14.20 4.76
Sosyal B. 20 17.15 1.53
Toplam 47 16.85 2.19
Elestirel yansitma Fen B. 22 13.41 2.46
Saghk B. 5 10.00 3.08
Sosyal B. 20 13.45 3.80
Toplam 47 13.06 3.27
Toplam Fen B. 22 57.86 5.09
Saglik B. 5 47.80 8.47
Sosyal B. 20 58.00 4.70
Toplam 47 56.85 6.10

Tablo 2’de gériildiigi gibi, katiimcilar bu eylemde Yansitici Diisiinme Diizeyini Belirleme Olgeginin
sirastyla yansitma (X= 16.85), anlama (X= 15.87), elestirel yansitma (X= 13.06) ve aliskanlik (X= 11.06)
boyutlarindaki becerileri edinmelerini destekledigini belirtmislerdir. Katilimcilarin 6lcek toplam puan
ortalamasi (X= 56.85), yansitma becerilerinin, 6lcekten alinabilecek en yiiksek puana (80) gére oldukgca
gelistigini gostermistir. Ancak ozellikle elestirel yansitma boyutundaki beceriler olmak (zere halen
gelistiriimesi gereken beceriler oldugu distinilmastar.

Katiimcilarin, Yansitici Diisinme Diizeyini Belirleme Olcegi toplam puan ortalamalari, 6gretim
alanlarina gore karsilastirildiginda 6gretim alani saghk olan katilimcilarin 6lgek toplam puan ortalamalari
(X= 47.80), fen (X= 57.86) ve sosyal (X= 58.00) alanlarindakilerden daha disiik bulunmustur. Ogretim
deneyimi olmayan katiimcilarin Yansitici Diisinme Diizeyini Belirleme Olgegi toplam puan ortalamasi
57.59 iken farkh sirelerde olmakla birlikte 6gretim deneyimi olan katihmcilarin Olgek toplam puan
ortalamasi ise 56.20 oldugu tespit edilmistir.

ikinci Eylem Planini Olusturma asamasinda, birinci eylemin sonuclari tartisiimis ve temel sorunlar
soyle siralanmistir: 1) Tasarlanan zamana gore iki haftalik gecikme olmustur. 2) Bazi gruplar 6gretimi
deneyimlemek ve Uzerinde disiinmekten ¢ok konu 6gretimine odaklanmistir. 3) Bazi bireylerin derse
isteklilik duzeyinin distk olmasi gruplarin performansini distirmistir. 4) Es zamanh uygulamalar
nedeniyle katimcilar, bitin gruplarin performansini gdzlemleme sansi bulamamistir. 5) Bazi gruplarin
uygulamasina az sayida lisans oOgrencisi katilabilmistir. Buna goére ikinci eylemin sonunda Yansitici
Disiinme Diizeyini Belirleme Olgegine ek olarak OPD Dersine Yénelik Tutum Olgeginin de uygulanmasi
planlanmis; birinci eylem planindaki ¢alismalarin strdirilmesi ve asagidaki etkinliklerle glclendirilmesi
kararlastiriimistir:

e Yansitici diisiinmeye daha ¢ok glidiileme: Donemin basinda katilimcilara, dersin temel amacinin
yansitici disinmeyi gelistirmek oldugunun ve yansitici diisinmenin nasil tanimlandiginin daha net bir
bicimde agiklanmasi.
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e Yansitici tartisma: Dersin kuramsal boyutunda vyansitict disiinmeyi uyarabilecek sorular ve
tartismalara daha ¢ok yer verilmesi.

e Gergek édgrencilere 6gretim: Lisans 6grencilerinin katilimini arttirmak igin ¢alismanin onlar agisindan
yararlarinin daha ayrintili agiklanmasi.

e Yansitici yazilar yazma: Katilimcilarin uygulama sonrasinda, Grup Calismalari igin Kendini
Degerlendirme ayrintili olarak doldurmalari igin tesvik edilmesi.

e izleme testleri: Dersin kuramsal temellerini kisa sirede 6gretebilmek, katilimcilarin dersin
kaynaklarini okumalarini arttirmak ve uygulama galismalarina daha fazla siire ayirabilmek i¢in donem
sonu sinavi yerine dénemin ilk dokuz haftasinda g kiiglk sinav yapilmasi.

e Geribildirim: Kiguk gruplarin hazirladiklari program tasarilarina ve uygulamalarina iliskin kurami
temel alan daha ayrintili geribildirim verilmesi.

ikinci Eylemi Gergeklestirme asamasinda, dénemin basinda, lisans 6grencilerine ¢alismanin yararlari
daha ayrintih agiklanmis; OPD dersini alan doktora 6grencilerine yansitici diisiinme tanimlanmis ve
dersin uzun vadedeki amacinin, bu yonde gelismelerini saglamak oldugu belirtilmistir. Dersin ilk sekiz
haftasinda kuramsal bilgiler islenirken kendi kurumlarindaki uygulamalara iliskin sorular sorulmus ve
tartisma etkinlikleri yapilmistir. Planlanan kiiglik sinavlar gergeklestirilmistir. Kiiglik gruplar birbirlerinin
program tasarilarini incelemisler ve birbirlerine sézlii geribildirim vermislerdir. Ogretim Uyeleri de
program tasarilarina iliskin ayrintili yazili ya da sozli geribildirim vermistir. Geribildirim verilirken
kuramsal temele gondermeler yapilmis ve gruplarin program tasarilarindaki tercihlerinin gerekgelerini
aciklamalari istenmistir. Birinci eylemdeki uygulamalar ikinci eylem sirasinda da benzer sekilde
gerceklestirilmistir. Ek olarak katiimcilara, Grup Calismalari icin Kendini Degerlendirme Formunu
doldurmadan 6nce 6gretim uygulamalarinin video kaydini ders disinda izlemeleri, grup olarak bir araya
gelip lzerinde yiiz ylze tartismalari ve formdaki agik uglu sorulari ayrintili yanitlamalari igin tesvik edici
aciklamalar daha fazla yapilmistir. ikinci eylemin sonunda, Yansitici Diisiinme Diizeyini Belirleme Olgegi
ve OPD Dersine Yonelik Tutum Olcegi uygulanmistir. Ayrica dénemin son haftasinda katilimcilardan OPD
dersinin yansitici distinme becerilerini gelistirme acgisindan isleyisine iliskin 40-45 dakika siren
degerlendirme toplantilari yapiimistir.

Tablo 3’e gore, katiimcilar bu eylemin, Yansitici Diisinme Diizeyini Belirleme Olgeginin sirasiyla
yansitma (X= 16.18), anlama (X= 14.73), elestirel yansitma (X= 12.21) ve aliskanlik (X= 11.85)
boyutlarindaki becerileri edinmelerini destekledigini ifade etmislerdir. Katihmcilarin 6lcek toplam puan
ortalamasi (X= 54.97), yansitma becerilerinin, dlcekten alinabilecek en yiiksek puana (80) gére oldukca
gelistigini ancak ozellikle elestirel yansitma boyutundaki beceriler olmak Uzere halen gelistirilmesi
gereken beceriler oldugunu géstermektedir.

Katilimcilarin, Yansitici Diisinme Diizeyini Belirleme Olcegi toplam puan ortalamalari, &gretim
alanlari temel alinarak hesaplandiginda, g alandaki katilimcilarin 6lgek toplam puan ortalamalari birinci
eyleme gore birbirine daha yakin bulunmustur (saglik, X= 54.13; fen, X= 56.50; sosyal, X= 53.00).
Ogretim deneyimi olmayan katilimcilarin Yansitici Diisiinme Diizeyini Belirleme Olgegi toplam puan
ortalamalar ikinci eylemde 55.00 olarak hesaplanmistir. Farkh silrelerde olmakla birlikte 6gretim
deneyimi olan katilimcilarin 6lgek toplam puan ortalamasi ise 54.95 degerindedir.

OPD dersinin isleyisini ve dolayisiyla katilimcilarin yansitici diisiinme becerilerini edinmelerini
etkileyebilecegi disiincesiyle, ikinci eylemin sonunda hesaplanan OPD dersine ydnelik tutum toplam

puan ortalamalar ¢ alanda benzerlik gostermistir (saglik, X= 77.38; fen, X= 77.44; sosyal, X= 80.22).
Tutum oOlgeginden alinabilecek en yiksek puanla (125) karsilastirildiginda, katihmcilarin derse yonelik

tutum diizeylerinin (X=78.14) disiik oldugu gorilmektedir (Tablo 3).
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Tablo 3.

Doktora Odrencilerinin ikinci Eylemdeki Yansitici Diisiinme ve OPD Dersine Y6nelik Tutum Puanlari.
Yansitici Diisiinme Boyutlari Ogretim Alani n X SS
Aliskanlik Fen B. 16 12.19 2.04

Saghk B. 8 12.63 2.92
Sosyal B. 9 10.56 2.74
Toplam 33 11.85 2.53
Anlama Fen B. 16 14.75 2.74
Saglk B. 8 15.63 .92
Sosyal B. 9 13.89 2.52
Toplam 33 14.73 2.39
Yansitma Fen B. 16 16.38 2.80
Saglik B. 8 15.75 2.66
Sosyal B. 9 16.22 1.64
Toplam 33 16.18 2.44
Elestirel yansitma Fen B. 16 13.19 2.86
Saghk B. 8 10.13 2.42
Sosyal B. 9 12.33 3.91
Toplam 33 12.21 3.24
Toplam Fen B. 16 56.50 6.84
Saglk B. 8 54.13 5.33
Sosyal B. 9 53.00 5.10
Toplam 33 54.97 6.09
OPD dersine yénelik tutum Fen B. 18 77.44 5.40
Saglk B. 8 77.38 3.62
Sosyal B. 9 80.22 3.19
Toplam 35 78.14 4.61

Tartisma, Sonug ve Oneriler
Birinci ve ikinci Eylemin Sonuglari Uzerine Tartisma

Her iki eylemin sonucunda da, katilimcilarin yansitici diisinme diizeylerine iliskin algilari, anlama ve
yansitma boyutlarinda daha yliksekken; elestirel yansitma ve aliskanlik boyutlarinda gorece daha distk
¢itkmistir. Bu bulgular, katihmcilarin yansitici distinme dizeylerinin ikinci ve Uglinci duzeyde
yogunlastigini gostermektedir. Aliskanlik diizeyindeki ortalamalarin anlama ve yansitmadan daha disiik
olmasi olumlu karsilanabilir. Clinkd bu bulgu, katilimcilarin 6gretimleri (izerinde distindukleri ve
problemleri ¢ozmeye basladiklari anlamina gelmektedir (Kember et. al., 2000). Yansitmanin en st
diizeyi olan elestirel yansitma puanlarinin diisiik olmasinin nedeni ise eylem stirelerinin sinirliligi olabilir.

Katilimcilarin yansitici disiinme diizeylerinde ilerlemelerini etkileyebilecegi disiincesiyle, OPD
dersinin programinin hedefleri, icerigi ve 6gretim etkinlikleri asagida irdelenmis ve yorumlanmistir.

OPD dersinin programinda yansitici diisiinmeyi gelistirmeye yonelik iki hedef vardir: 1) Hazirladig
program tasarisinin uygunluguna karar verebilme. 2) Kendi 6gretim sireglerini gelistirmeye isteklilik.
Resmi olarak da, 6gretim elemanlarinin egitimleri; 6gretim kuramlari, yontem ve tekniklerini
dgrenmeleriyle (YOK, 2007) sinirl tutulmaktadir. Bu arastirmanin ihtiyag analizi sonuglarinda gériildiigi
lzere, 6gretim elemanlarinin beklentileri de, 6gretim becerilerini gelistirmektir (Erginer & Dursun, 2005).
Bu durumda, Unver’in (2013) calismasinda oldugu gibi, bu derste temel dgretim becerilerinin disinda ve
daha Ust dizeyde amaglara ulasiimasi giliclesmektedir. Dolayisiyla, programda katilimcilarin bakis
acilarini genisletmelerine yonelik hedeflerin belirlenmesine ihtiyag vardir.
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Dersin icerigi YOK’iin &nerdigi konu basliklarindan olusmustur. Bu igerigin yogun olmasi dnemli bir
sorun olarak nitelendirilmistir (Blimen, 2006; Kiiriim, 2007; Unver, 2013). Yansitic diisiinme uzun siirede
gelisebileceginden (Allen & Casbergue, 1997), yogun igerik, bu tir becerileri gelistirmeyi amaglayan
programlar igin ciddi bir engel olabilir. Bu sorun arastirmanin basinda 6ngoérilmesine ragmen; yansitici
disinmenin gelistiriimesi, denemeye ve ¢aba harcamaya deger gorilmustir. Ayrica, kiguk o6lgekli
program hazirlama ve uygulama ¢alismasi i¢in dersin icerigindeki cogu bilgiye ihtiyag vardir.

Birinci eylem kapsaminda kiiglik olgekli bir program tasarlama, gercek 6grencilere 6gretim yapma ve
yansiticl yazilar yazma etkinlikleri gercgeklestirilmistir. Ek olarak, ikinci eylemde, yansitici dislinmeye
guduleyici etkinlikler, yansitici tartismalar ve izleme testleri uygulanmistir. Bulgular, bu etkinliklerin,
katiimcilarin yansitici dislinme duzeylerini belirli 6lglide gelistirdigini gostermektedir. Bununla birlikte,
etkinliklerin olumlu ve olumsuz etkilerine iliskin asagidaki yorumlar yapilabilir.

Birincisi, katihmcilarin bazilarinin lisans 6grencilerine, kendi alanlarina iliskin 6gretim yapmaktan
sorumluluk ve heyecan duyduklari goézlemlenmistir. Bu katilimcilar 6gretimlerine iliskin daha fazla
diisinmeye yonelmis olabilirler. Bazi katilimcilardan ise, egitim fakdiltesi 6grencilerini kendi alanlar
acisindan “gercek 6grenci” olarak nitelendirmedikleri izlenimi edinilmistir. Bu bakis acilari, bu
Ogrencilere 6gretim uygulamasini gegici, bir kereligine yapilmis bir etkinlik olarak algilamalarina ya da
izerinde dislinmeyi anlaml bulmamalarina neden olmus olabilir.

ikincisi, katiimcilarin égretim uygulamalari dénemin son {ic-dért haftasinda gergeklestirilmis,
yansiticl tartismalara ise donem boyunca kuramsal bilgiler 6grenildikge yer verilmistir. Bu durumda her
gruba kendi uygulama videosu verilmis ve ders disinda izleyip Grup Calismalari igin Kendini
Degerlendirme Formunu doldurmalari istenmistir. Video kayitlar Gzerinde sinifta tartisilamamistir.
Siniftaki ylz ylze geribildirim verme ve yansitici tartismalara da oldukga sinirli zaman ayrilabilmistir.
Ozetle, dersin hizli ve yogun etkinliklerle siirmesi katilimcilarin durup diisiinmelerini, kurami
o6zumsemelerini ve uygulamalarini kuramla iliskilendirerek analiz etmelerini engellemis olabilir. Ayrica,
yansitici yazilarin degerlendirme amagh olmasi (Hobbs, 2007) da, yansitma sirecinin dogalligini
engellemis olabilir.

Uciinciisii, bazi katilimcilarin kiigiik 6lgekli program hazirlama ve uygulama calismasini, yalnizca ders
kapsaminda yapilmasi gereken bir 6dev olarak algiladiklari gézlemlenmistir. Uygulama bitince, 6devin de
bittigi duygusuyla gecmisteki eylem (izerinde yansitmaya girmedikleri izlenimi edinilmistir. Ornegin,
bazilarinin Grup Calismalari icin Kendini Degerlendirme Formundaki ac¢ik uclu sorulara yanitlarini fazla
derinlemesine disinmeksizin yazdiklari gérilmstir.

Dordiincusl, bazi gruplar ya da katiimcilar program hazirlama ve uygulama silrecinde konu
o0gretimine odaklanmaktan vazgegcememislerdir. Bu durumda yansitmalari igerik ve konunun nasil
ogretilecegi boyutlariyla sinirh kalabilmistir. Hatta bazi gruplarin “Ne kadar ¢ok bilgi 6gretirsek, o kadar
iyi performans gostermis oluruz” dislincesiyle galistiklarina tanik olunmustur. Bu bakis agilari, onlarin
yansitmalarini icerikle sinirlandirmis olabilir.

Besincisi, bazi katilimcilarin, grup uygulamalarina iliskin geribildirim verirken kurama atif yaptiklarina
tanik olunmustur. Ayni zamanda, lisans 6grencilerinin geribildirimlerinin ayrintili ve gercekgi yansitmalar
icerdigi gozlemlenmistir. Katilimcilar, bu sayede, kendilerinin géremedikleri agilardan da disiinmeye
baslamis olabilirler. Nitekim Roehrig, Bohn, Turner ve Pressley’in (2008) belirttikleri gibi, geribildirimin
aciklayici olmasi yansitici diislinmeyi uyarabilir.

Katilimcilarin 6gretim alanlarinin farkl olmasina karsin yansitici diisinme diizeylerine iliskin algilari
benzerlik gostermektedir. Bu arastirmada katilimcilar ayni hedef kitle -egitim fakiltesi lisans 6grencileri-
icin kiclk oOlcekli bir program hazirlamis ve uygulamislardir. Bu programlar katilimcilarin 6gretim
alanlarini kapsamasina ragmen, onlara tam ve dogal bir alan 6gretimi deneyimi yasatamamis olabilir.
Dolayisiyla, katilimcilar ileride kendi alanlarindaki 6grencilere 6gretim yaparken problemleri fark etme,
¢6zme (Korthagen & Vasalos, 2005) ve daha genis bir bakis agisiyla analiz etme (Stanley, 1998) gibi Ust
diizey yansitma davranislari gosterebilirler.
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Arastirmada 6gretim deneyimi olmayan ve farkh sirelerde deneyimi olan katilimcilarin yansitic
dusiinme diizeylerinin de benzer oldugu bulunmustur. Bu bulgu, Kiiriim (2007) ile Lindblom-Yldnne ve
arkadaslarinin (2011) bulgularini desteklemektedir; ancak Timkaya ve Hurioglu'nun (2013) mesleki
deneyim arttikga yansitici diisiinme duzeyinin yikseldigi bulgusuyla ¢elismektedir. Aslinda, 6gretim
deneyimi 6greticiye daha fazla problem lzerinde dislinme sansi verebilir. Boylece, deneyimli 6greticiler
farkh durumlar igin yansitma yasantisi edinebilirler. Nitekim Valli (1997) ve Van Manen’in (1977)
belirttikleri gibi, teknik yansitma icin gecmisteki deneyimlerden yararlaniimaktadir. Ote yandan,
deneyim, 6gretim lzerinde kurami temel alarak sorgulama yapilirsa yansitmaya katki getirebilir. Baska
bir deyisle, 6gretim deneyimi yansitici diisinme igin tek basina yeterli gériilmeyebilir.

Katiimcilarin OPD dersine yonelik tutum puanlari, Bimen’in (2006) bulgusuna benzer bicimde diisiik
diizeydedir. Esasen OPD dersi kapsaminda kiigiik bir program hazirlama ve uygulama calismasi, farkli
alanlardaki katilimcilar icin oldukca yabanci ve karmasik bir calismadir. Dolayisiyla, bu ¢alismanin
anlasilmasi dénemin yarisina kadar, hatta bazi katilimcilar igcin dénemin sonuna kadar sirmustir. Bu
durum, derse yonelik tutum puanlari Gzerinde olumsuz etkiler yaratmis olabilir.

Sonug olarak, bu arastirmadaki eylemler, katilimcilarin yansitici diisinme dizeylerini bir miktar
gelistirmistir, fakat bu agidan halen gelismeye ihtiyaglari vardir. Bu sonug, Nevgi ve Lofstrom’in (2015) ve
Stewart’in (2014) bulgulariyla gelismektedir. Ornegin Nevgi ve Léfstrém (2015), 13 ders ve toplam 60
AKTS igeren bir programin, katilimcilarin yansitici diisinme diizeylerini ylkselttigini belirlemislerdir.

ileriki Eylem Plani igin Oneriler

Bu arastirmada uygulanan iki eylemin sonuglari dogrultusunda hazirlanan Ugiinci eylem planinda
asagidaki temel etkinliklere yer verilmistir:

e Yansitici diisinmeye iliskin kurami aciklama ve giidiileme: OPD dersinin programina yansitici
disinme ile dogrudan ilgili hedefler eklenmesi. Dersin icerigini azaltarak doénem boyunca,
katimcilara yansitici diisinmeye iliskin kuramsal bilgilerin daha ayrintili 6gretilmesi; katiimcilarin
yansitma etkinlikleri ve s6zel ikna kullanilarak yansitici digsinmeye gidilenmeleri.

e Yansitici disiinme etkinliklerini uygulama: Dersin kuramsal ve uygulama boyutunda yansitic
distinmeyi uyarabilecek sorular ve tartismalara daha ¢ok yer verilmesi. Programa yansitici glinlikler
yazma ve video kayitlar lzerinde kiglik ya da bilylk grup tartismalari yapma gibi etkinlikler
eklenmesi.

e Gergek égrencilerle ¢calisma: Hem kuram-uygulama baglantisini hem de yansitici diisiinmeyi arttirmak
icin katilimcilarin  kendi alanlarindaki 6grencilerle 6gretim deneyimi edinmeleri ve yansitma
etkinliklerini bunlar tGizerinde yapmalari. OPD dersinin gretim tyelerinin rehberliginde katilimcilarin
kendi alanlarinin 6gretimine iliskin eylem arastirmalari yapmalari.

e Siire¢c dederlendirme ve Geribildirim: Katihmcilarin degerlendirme kaygisini azaltmak icin kagit-kalem
testleri yerine performans degerlendirme, 6zgiin degerlendirme vb. siire¢ degerlendirmeye yonelik
tekniklerin kullanilmasi ve sonuglarin katihmcilara iletilmesi. Kiiglik gruplarin hazirladiklari program
tasarilarina ve uygulamalarina iliskin kurami temel alan daha ayrintili geribildirimlerin 6zellikle yazil
olarak verilmesi.

Ugiincii eylem planinin, baglam merkezli ¢dziimler ireterek kuram—uygulama baglantisi yoluyla
yansiticl diisiinmeyi gelistirmek isteyen Universitelere katki sunabilecegi diisiinlilmektedir. Bu ya da
benzeri eylem planlarinin uygulanabilmesi icin OPD dersinin bir dénemle sinirl tutulmamasi, drnegin iki
déneme yayilmasi yararl olabilir. Boylelikle yansitici disiinme etkinliklerine ayrilan sire artabilir ve
katilimcilar program tasarilari ile uygulamalari Gzerinde daha ayrintili distnebilirler.
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Introduction

Societies have been trying to develop socially, culturally and economically to meet their needs and to
improve their quality of life. If we look at the development as a complex and endless process, it is
necessary to produce more and more information in order to manage systems more effectively,
efficiently and economically. For this reason, the quest for qualified manpower has been increasing day
by day and attention has been directed to education which has organic and functional links to all areas
of society. Education means gaining desirable behaviours such as knowledge, skill and attitude in order
to reach goals that are determined in accordance with the needs of the society. Individual development
and social progress cannot be expected to be achieved without education. In the same way, it is
inevitable for a society consisting of educated people to look at the future with confidence. Therefore,
the aim of educational organizations is to provide society with qualified people (Kogak & Baskan, 2013).

Together with the contemporary missions and visions adopted in educational organizations, subjects
such as goals, objectives, tools and materials, methods in education have started to change. Teachers,
managers and inspectors, who are the cornerstones of educational system, need consultancy and
professional development facilities in specified subjects and at determined times to keep up with this
change. One of the ways to achieve these needs is the contemporary audit approach (Memduhoglu &
Zengin, 2012).

Contemporary audit approach is the term which has emerged with the rapid increase of knowledge
production, the transition to participatory and democratic practices in the understanding of
management, the experience of organizational structures and social transformations (Karakus, 2010).
The concept of classical supervision which has bureaucratic practices has lost its validity to a great
extent with the adoption of this new concept (Glickman, Gordon & Ross-Gordon, 2005; Sullivan & Glanz,
2000). With the change in the understanding of educational supervision, an interactive and participatory
consultation or guidance process has started, and educational inspectors have had a new role which
increases the quality of education and training and improves teacher and student learning (Kowalski &
Brunner 2005; Nelson & Sassi 2000; Sergiovanni & Starratt 2007; Swaffield & MacBeath 2005; Weiss &
Weiss 2001; Zepeda 2001).

In parallel with the development in educational supervision in the world, a number of researches
regarding contemporary audit approach have been conducted in Turkey, too. However, these studies
revealed that the problems related to educational supervision continued and they could not meet needs
(Arslantas, 2007; Balaban, 2005; Ciger, 2006; Doganay, 2006; Diindar, 2005; ilgan, 2006; Giilcan, 2003;
Karakis, 2007; Korkmaz, 2007; Korug, 2005; Sahin, 2005; Tasar, 2000; Uyanik, 2007; Uygur, 2006; Yavuz,
1995; Yildinim, 2007). Along with modern audit approach, it is understood from the researches that the
unannounced inspections that decrease teacher motivation have disappeared (Celik, 2017); audit
systems are updated and guidance-oriented perspective comes to the forefront (Bayar, 2017), an audit
system is expected where all stakeholders have a say in audit activities (Yilmaz, 2017), an audit system
with peer review that affects school culture and climate positively becomes effective (Akar, 2016) and
an audit system is expected where investigation and examination tasks that reduce the quality of the
audit are separated from the audit activity.

The difficulties of implementation due to the similarity of general principles of contemporary audit
approaches, the lack of detailed planning, the examination of central organization's control system
rather than rural areas, the fact that there are superficial results rather than in-depth research, and the
lack of an audit model covering all these have led to inability to obtain sufficient level of efficiency from
the researches related to auditing. According to Memduhoglu and Zengin (2012), the research done on
the educational audit in Turkey is usually confined to one or two segments of the stakeholders in the
education system and researches that provide a holistic assessment reflecting the views of all
stakeholders are needed. It was also stated that different audit approaches of Sullivan and Glanz (2000)
would contribute to education and it would be beneficial to conduct some research in this context.
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Internal Audit

It is assumed that internal audit system, which is one of the contemporary audit approaches, was
first implemented in large trade centers in Italy in the 13th century (Yilanci, 2006). In parallel with
structural changes occurring during the industrial revolution, accounting audits in Europe, which were
similar to audits today, started and this structure of audit was moved to North America by Europeans. In
1789, with the establishment of the ministry of treasury in the USA, the appointment of a controller and
an internal auditor was proposed and the importance of the internal audit function in the public sector
was remarked (Aslan, 2018).

Significant developments in the internal audit began in the 20th century. Simultaneously with the
increase in the number of personnel working in companies, organizational structures have transformed
into organizations that are more complex, whose trade volume is rapidly expanding and spreading to
different geographical regions. At the same time, with the positive growth of citizens' expectations, a
transition to the period, in which knowledge, efficiency and technology are attained, transparent and
accountable corporate governance has gained importance and information and technology are always
used, has been completed. With these developments, internal audit activities started to gain importance
rapidly (IDKK, 2008).

Nowadays, the internal audit has become a professional job in accordance with contemporary
management and audit approach has been ensured by the establishment of the Institute of Internal
Auditors (lIA). 1A was established in 1941 in New York. The IAA, which is assumed to have expanded by
opening agencies in Toronto in 1944 and in London in 1948, has become a large family of more than
185,000 members in 170 countries (lI1A, 2018).

It is seen that accounting and financial weight definitions were made in the first stage of internal
audit development and then the institution focused on all kinds of tangible and intangible activities
(Pehlivanh, 2004). According to today's definitions, internal audit is a system which contributes to
management by measuring and evaluating the effectiveness and efficiency of the internal control
system (Pickett, 2006) and which helps the organization to achieve its goals with a systematic and
disciplined approach, (Baumgarter & Hamilton, 2004; Goénen & Celik, 2005). According to Adiloglu
(2010), in addition to the suitability of past operations, internal audit is the type of audit that offers a
systematic, standards-based and risk-oriented understanding by limiting personal initiatives of internal
inspectors as much as possible, and that aims to shape future activities.

Unlike the classical audit approach of the internal audit system, it can be accepted that internal audit
system is one of the contemporary audit approaches that makes people valuable by international
standards, only evaluating risky areas, sharing findings with audited unit, giving recommendations about
findings, giving direction to future planning, and guiding future planning as well as supervision
(consultancy) activities.

It can be said that audit, which is one of the management processes, has an important role in
achieving the objectives of educational organizations. Expectations towards new generation audit
approaches, called contemporary audit approaches, are increasing. Models of contemporary audit
approaches such as clinical audit (Altinok, 2013; Durmus, 2014; Korug, 2005; Senol, 2009; Ulger, 2005;
Yavuz, 1995), 360 degree performance evaluation (Dagal, 2012; Ernalbant, 2015; Memunoglu, 2015;
Olcay, 2016; Sengdl, 2010), instructional control (Deniz, 2017; Yildirim, 2009), artistic control (Dilekgi,
2012), developmental control (Ozyildirim, 2014) and differentiated control (ilgan, 2006; Yavuzer, 2015)
were examined. But internal audit, which is one of these approaches, and an audit model proposal
conducted in the countryside based on the opinions of all stakeholders were not found in the literature.
Starting from this point, establishing an audit model according to the opinions of teachers,
administrators and inspectors working in public institutions and schools affiliated to the ministry of
national education in Nevsehir constitutes the basis of this study.
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Purpose of Research and Sub-problems

The adaptation of the internal audit system into educational organizations and the preparation of a
model proposal on this issue have been evaluated to give a different perspective to educational
supervision. The present study aims to provide an inspection model for the Provincial Directorates of
National Education (PDNE) in accordance with contemporary audit approaches. The research problem
has been defined as follows: “What should be the supervision model of Provincial Directorates of
National Education?” The sub-problems of the research are as follows:

1. What is the level of adoption of the elements required by the internal audit system (teachers,
institution managers, school administrators, inspectors)?

2. For the participants (teachers, institution managers, school administrators, inspectors), what is the
level of applicability of the elements required by the internal audit system?

3. What kind of supervision model should the PDNE have in terms of purpose, structure and process
dimensions?

Method
Research Design

This research has been conducted by using the mixed research model that is increasingly employed
in educational sciences (Gokgek et al., 2013). This method, in which qualitative and quantitative
methods are used together and provide an opportunity for a deep investigation (Creswell & Plano Clark,
2011), means using two or more ways of data collection and analysis in one research (Greene, Krayder &
Mayer, 2005).The mentioned model has been chosen in order to answer the research questions in a
more detailed way, to present strong evidences, to increase generalizability of the results, and to
produce information regarding the theory and the applicability (Johnson & Onwuegbuzie, 2004).

When the literature on mixed method research typologies (designs) is examined; Creswell (2003),
Morse (2003), Johnson and Onwueqbuzie (2004), Leech and Onwuegbuzie (2009) typologies were used
more frequently. Creswell's (2003) typology was preferred due to the ease of model selection. Creswel
has a total of six basic designs: sequential explanatory, sequential exploratory, sequential
transformative, concurrent triangulation, concurrent nested, concurrent transformative. Of these
designs, sequential explanatory was used. In this design, qualitative data are collected and analyzed
after quantitative data are collected and analyzed. Qualitative data are used to confirm, explain and
increase quantitative data. The analysis of the data is interrelated and combined in the data
interpretation and discussion sections (Baki & Gokgek, 2012). In this study, the adoption and application
levels of the internal audit system were analyzed with the quantitative data collection tool prepared in
parallel with the sequential explanatory pattern characteristics. Then, according to these analyzes, a
data collection tool to be used in the qualitative method was created and an audit model was designed
according to the PDNE.

The design based on the quantitative dimension in the sequential explanatory is cross-sectional
survey. The survey design is a research approach that aims to describe the past or present situation as it
is (Karasar, 2012). In the survey design, studies are conducted on larger samples and generalizations can
be made on the views of the participants (Fraenkel & Wallen, 2006). On the other hand, the cross-
sectional survey design is the one in which data collection process takes place at a time in studies with
different characteristics and large sample size. The design on which the qualitative dimension of the
research is based is phenomenological desing. Phenomenology is a research design in which participants
make sense of their experiences from their own perspectives (McMillan, 2004; Richards & Morse, 2007).
In this research, this design was used because the participants made sense of their experiences about
educational supervision according to their own opinions.
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Participants

In order to obtain the quantitative data for the research, the scale prepared by the researcher was
applied to all teachers, administrators and inspectors in Nevsehir and the population was reached for
Nevsehir Province. The participants of the research consisted of a total of 4038 people, namely 3576
teachers, 452 managers and 10 education supervisors working in the official institutions and schools in
the center of Nevsehir and Acigoél, Avanos, Derinkuyu, Gllsehir, Hacibektas, Kozakh and Urgup districts
in 2017. The total number of teachers and managers in Nevsehir Province was provided via e-mail from
Human Resources Directorate of Nevsehir Provincial Directorate of National Education. The number of
provincial/district national education directors and assistants, branch managers and educational
inspectors was presented orally by the Directorate of Educational Inspection. In addition, as the number
of inspectors was low in Nevsehir, 44 educational inspectors of the Ministry of National Education
(MoNE) who participated in the “Seminar on Improving the Professional Competencies of Ministry of
Education Inspectors” in Antalya on 05-09.02.2018 were also included and the total number of
participants in the research was 4082. 829 people participated in the scale development, 3253 people
participated in the final implementation of the developed scale in this research.

In order to obtain the qualitative data of the research, maximum variation sampling method was
used. In the maximum variation sampling, homogeneous and variable participants are selected which
are related to the problem (Grix, 2010). The purpose of maximum variation sampling is to investigate
different aspects of the problem (Marczyk et al., 2005). In this type of sampling, the factors that will
provide the most information should be determined (Neuman & Robson, 2014). In this context, semi-
structured interviews were conducted with the provincial/district national education director, his
assistants and branch managers and educational inspectors appointed in person. In addition, teachers
who had experience of classroom supervision for at least five years and educational inspectors working
in the MoNE were included in the qualitative study. In the selection of these personnel, it is assumed
that the level of knowledge of the staff is sufficient, they know how to conduct an audit in schools and
that they have experience about the functioning of the audit workflow diagram. Although there is not a
clear number about the number of participants in qualitative research (Creswell, 2007), interviewing
with a large number of participants in the phenomenological research does not mean that more
information will be collected (Bas & Akturan, 2013) and it will be difficult to analyze if there is a large
number of participants (Giler, Halicioglu & Tasgin, 2013; Ersoy, 2016; Yildirnm & Simsek, 2013). The
distribution of the population created by the method described above is shown in Table 1.

As seen in Table 1, participants who took part in scale development were not included in the
quantitative study. The location of the inspectors in the central organization of the MoNE was shown as
Ankara. There are 1708 people who filled out the Adoption and Applicability Scale of the Internal Audit
System (AASIAS) within the scope of the quantitative study and 69 people whose data were collected
through interview form during the qualitative study. The descriptive statistics of the participants are
presented in Table 2.

Data Collection Tools

Two different data collection tools were used to collect quantitative and qualitative data. The scale
developed by the researcher was used to obtain the quantitative data and the semi-structured interview
form developed again by the researcher was used to obtain the qualitative data.

Quantitative data collection: The Adoption and Applicability Scale of the Internal Audit System
(AASIAS) developed by the researcher was used. In order to develop the scale, the steps which are,
respectively, drafting, item creation, scale organization, carrying out the trial of the scale, conducting
the item analysis and performing the reliability and validity analyses were applied (Rust & Golombok,
1997). It is recommended to start with an item pool which has at least three or four times more items
than the number of items to be included in the final scale (Slavec & Drnovsek, 2012). Aguinis et al.
(2009) argued that any item pool should have at least 60 items when it is first created. In this context,
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since it is aimed to have 30-40 items in the final scale, it is considered that it is appropriate to start with
131 items written in the item pool as a result of the literature review.

Table 1.
Numbers of the Participants Reached Regarding the Population (Pop.) and Study Group (S.G.)
Quantitative Study Qualitative Study
Place Teacher Manager Inspector Total Teacher Manager Inspector Total
Center Pop./S.G. 1427 142 10 1579 5 7 10 22
App. 632 71 - 703 5 6 6 17
Acigol Pop./S.G. 271 27 - 298 1 2 - 3
App. 151 25 - 176 1 2 - 3
Avanos Pop./S.G. 220 29 - 249 3 2 - 5
App. 142 23 - 165 3 1 - 4
Derinkuyu Pop./S.G. 285 27 - 312 1 1 - 2
App. 154 21 - 175 1 1 - 2
Gulsehir Pop./S.G. 227 29 - 256 2 1 - 3
App. 125 20 - 145 2 1 - 3
Hacibektas Pop./S.G. 112 20 - 132 1 2 - 3
App. 72 15 - 87 1 2 - 3
Kozakli Pop./S.G. 166 24 - 190 2 3 - 5
App. 103 17 - 120 2 3 - 5
Urgiip Pop./S.G. 170 23 - 193 4 3 - 7
App. 71 22 - 93 4 1 - 5
Ankara Pop./S.G. - - 44 44 - - 44 44
App. - - 44 44 - - 27 27
Total Pop./S.G. 2878 321 54 3253 19 21 54 94
App. 1450 214 44 1708 19 17 33 69

When receiving feedback from experts, they were asked to place an “X” mark in the appropriate box
under the headings ‘appropriate’, ‘should be corrected and ‘should be omitted’ for each item. In the first
stage, six internal auditors working in different institutions were consulted and the item pool was
reduced to 74 items. In the second stage, four internal auditors working in different institutions were
consulted and the item pool was reduced to 54 items. 13 internal auditors consisting of five experts in
the field of education management, two experts in the field of assessment and evaluation, four experts
in the field of Turkish Language and Grammar, and two internal auditors who received their PhDs were
interviewed in the third stage. Three questions were removed and 12 questions were changed to form a
draft scale with 51 items. The content validity rate was calculated as .87 using the Lawshe Technique
and it was accepted as it was greater than .54 for the minimum value of 13 persons.

In the scale development process, firstly the scale was piloted with 20 teachers from different fields
and levels and it was confirmed that the scale was filled out in about 13 minutes and the questions in
the item pool were clear and understandable. In order to perform factor analysis while developing the
scale, different studies were conducted about the sample size to be reached. Guilford (1954) stated that
the sample number during scale development studies had to be at least 200 whereas Aleamoni (1976)
stated that it had to be 400. Comrey and Lee (1992) considered sample size with 100 as weak, with 200
as average, with 300 as good, with 500 as very good and with 1000 as perfect. On the other hand, some
researchers stated that the number of participants to be contacted should be at least five times more
than that of the items (Tabachnick & Fidell, 2013; Tavsancil, 2002). In line with this information, the
sample group selected to be administered the scale consisted of 829 people and valid feedback was
obtained from 526 people in this group. Taking into consideration that the number of the items in the
draft scale was 51, it is seen that the study has been carried out with 10 times more participants and it
fulfilled all the requirements above.
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Table 2.
Descriptive Statistics of the Participants.

Quantitative Study Qualitative Study

Personal Information f % f %
Gender Woman 869 50.87 27 39.13
Man 839 49.12 42 60.87
Age 20-25 106 6.21 2 2.90
26-30 383 22.42 9 13.04
31-35 422 24.71 18 26.09
36-40 292 17.10 17 24.64
41-45 226 13.23 13 18.84
46 and over 279 16.33 10 14.49
Length of 1-5 399 23.36 5 7.25
Service 6-10 457 26.76 8 11.59
11-15 290 16.98 17 24.64
16-20 217 12.70 18 26.09
21-25 197 11.53 12 17.39
26 and over 148 8.67 9 13.04
Educational  Associate Degree Program 56 3.28 5 7.25
background BA 1506 88.17 58 84.06
MA/MS 143 8.37 6 8.70
PHD 3 .18 - -
Job Teacher 1450 84.89 19 27.54
Institutional Manager 33 1.93 17 24.64
School Manager 181 10.60 - -
Inspector 44 2.58 33 47.83
Field Turkish 131 7.67 5 7.25
Mathematics 134 7.85 7 10.14
Science 104 6.09 2 2.90
Social Science 126 7.38 3 4.35
Guidance 44 2.58 2 2.90
Classroom Teaching 545 31.91 8 11.59
Pre-School 114 6.67 2 2.90
Foreign Language 108 6.32 3 4.35
Religion Education 73 4.27 2 2.90
Other 329 19.26 35 50.72
Institution Primary School 630 36.89 6 8.70
Middle School 582 34.07 6 8.70
High School 356 20.84 5 7.25
Kindergarten 50 2.93 2 2.90
Institution 46 2.69 23 33.33
Ministry 44 2.58 27 39.13
Work Place Provincial Center 590 34.54 44 63.77
District 531 31.09 13 18.84
Town 215 12.59 6 8.70
Village 372 21.78 6 8.70
Total 1708 100.00 69  100.00

The analysis of the peak values was made by making use of the Mahalanobis distances before the
factor analysis was performed. The subjects having a Mahalanobis distance value above the chi-square
table value are determined as end value and omitted from the data. For this process, it is suggested to
take the .01 meaningful value into consideration (Blyukoztirk, 2003). When the possibilities of
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Mahalanobis distance points in the chi-square distribution were considered, some against values were
determined in the data of 10 participants and the data belonging to these participants were excluded
from the analysis (Tabachnick & Fidell, 2013). The scale development process was carried out with 516
participants.

Factor analysis is one of the most frequently used techniques to obtain evidence for the construct
validity in scale studies in social sciences (Cokluk, Sekercioglu & Biyilkoztiirk, 2010). For this reason, it
was paid attention that the load given to a factor was .40 or above and there was not any overlapping
item by having a difference of less than .10 in terms of the loads given to more than one factor. It was
also taken into account that at least 3 items give that factor load over .40 for the factor formation. The
varimax vertical rotation was used by removing the items that do not comply with this rule and 14 items
were excluded from the scale. The analysis of the AASIAS which consists of 37 items in its final version
was made through K1 method and its eigenvalue was seen to have eight factors over one. Also, as the
K1 method was considered to be inadequate to determine the correct number of factors (Hayton et al.,
2004; Horn, 1965; Linn, 1968; Silverstein, 1977; Zwick & Velicer, 1986), it was decided that Parallel
Analysis and MAP test methods, which are effective methods for determining the number of factors, to
be used as additional evidence (Kogak, Cokluk & Kayri, 2016). Analyzes were made with commands in
the R software {psych} package. It was confirmed that the AASIAS was eight-factored as the true
eigenvalue was greater than the parallel (random) eigenvalue in the first eight factors in the Parallel
Analysis, and the smallest MAP value was reached in the eighth step in the MAP test.

For the acceptability of the AASIAS, exploratory factor analysis was applied to the internal audit
system’s adoption and applicability dimensions separately. As a result of the analysis, it was seen that
the values of 37 items collected in eight dimensions according to the varimax rotation process were in
accordance with the above mentioned minimum load values, no overlapping items and the number of
factors related to the factor. The variance of the adoption dimension of the internal audit for 37 items
was found to be 66.16%, KMO value was .92 and the Bartlett test- x2(37, N=516) = 10576.12, p<.00- was
significant. It was found, in the applicability dimension of internal audit, that the variance for 37 items
was 66.06%, KMO value was .92 and the Bartlet test-xz(37, N=516) = 10454.41, p<.00- was significant.
In addition, as a result of the analysis, it was understood that the correlation between the mean and
standard deviation values of the eight dimensions in the AASIAS and the correlation between these
dimensions were found to be positively significant at .01 level. Within the framework of the reliability
study of the scale, Cronbach Alpha reliability coefficient and test-retest reliability done at three-week
intervals are given in Table 3.

Table 3.
AASIAS and the Reliability Coefficients Regarding Sub-Dimensions.
Adoption Applicability

Variables Cronbach Alpha Test -ReTest  Cronbach Alpha Test -ReTest
AASIAS .94 .74 .94 .75
Inspector and Plan/Program .93 .70 .93 .73
Counseling .87 .64 .86 .59
Reports .81 .59 .82 .51
Risk Analysis .82 .65 .82 .60
Audit Models .89 .70 .88 .68
Audit .68 .51 .70 .54
QADP .80 .69 .79 .64
Organizational Structure 71 71 72 .62

According to Table 3, it can be implied that the reliability coefficients of the AASIAS are very good.
The audit sub-dimension is very close to the acceptable but not at the desired level. However, when
evaluated with other sub-dimensions, it can be said that the whole scale is reliable.
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Alternative fit indices obtained from the DFA results to determine the construct validity of the
AASIAS and the alternative fit indices of the final implementation after the completion of development
stages of the AASIAS are shown in Table 4.

Table 4.
Alternative Fit Indices According to Aasias Confirmatory Factor Analysis.
Adoption Applicability
Scale Final Scale Final Acceptable
Fit Indices Develop. Implem. Develop. Implem. Fit Resources
x’/df 2.91 2.25 2.82 4.18 <5.00 Bollen (1989), Simer
IFI .97 .98 .97 .98 >.90 (2000)
RMSEA .06 .05 .06 .05 <.08 Browne and Cudeck
SRMR .06 .05 .06 .05 <.08 (1993), Hu and Bentler
(1999), Siimer, (2000),
Byrne (1998)
GFI .84 .88 .85 .90 >.85 Anderson and Gerbing
AGFI .82 .85 .82 .88 >80 (1984), Joreskog and
Sérbom (1993), Cole
(1987), Marsh, Balla and
McDonald (1988)
NFI .95 .96 .95 .98 >.90 Bentler (1992), Simer
CFI .97 .98 .97 .98 >.95 (2000)

As the stages of development of the AASIAS shown in Table 4 were at an acceptable level, the final
implementation was started. As a result, the population consisting of all the managers, inspectors and
teachers working within the Nevsehir Provincial Directorate of National Education was reached. After
829 participants in the scale development group were removed, the final implementation was started
with 3253 participants. It can be said that confirmatory factor analysis is also acceptable in the final
application.

Qualitative data collection: The interview form developed by the researcher was used to collect
qualitative data. First of all, the literature related to the article subject was examined and clear and
easily comprehensible ten interview questions were prepared to answer the sub-problems of the
research. Six deputy inspectors at the Nevsehir PDNE were asked to give feedback on these interview
questions and it was decided to divide one question into two and other corrections were made to
interview questions in order to make it easier to understand. Corrected interview questions were sent
to six MoNE inspectors to check whether the questions were clear and comprehensible. Inspectors
responded to all the questions, but it was noticed that there were no questions about the audit reports
and whether there were any issues to be added. Two more questions on these issues were added to the
interview questions. The questions of the new interview form were presented to 11 experts including
five experts of education management, two experts of measurement and evaluation, and four experts of
Turkish Language and grammar and by adding demographic information part to the interview form, the
final form of the interview was created. The latest interview form consisting of 13 questions were
applied to two educational inspectors from PDNE and no negative situations were encountered. The
demographic information was added to the prepared interview form and it was finalized.

Validity and reliability in qualitative studies are evaluated differently from quantitative studies
(Yildirnm & Simsek, 2013). In qualitative studies, it was stated that there should be credibility instead of
validity and reliability (Guba & Lincoln, 1982) and some criteria of credibility were determined (Houser,
2015). It is recommended to specify one or more of these criteria (Creswell, 2003). In this context,
participants’ approval, expert feedbacks, triangulation and consistency of these criteria increase the
credibility of the qualitative study.
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Data Analysis

In the first stage of the research, the processing and analysis of the quantitative data and in the
second stage, the processing and analysis of the qualitative data were examined. Descriptive statistics
were used for quantitative data; descriptive analysis and content analysis were used for qualitative data.

Quantitative data analysis: SPSS 20, R software and Lisrel 8.80 were used in the analysis of the
AASIAS. The average weight of the data was calculated to have the mean in the verbal expression. The
lowest score was evaluated as 1 and the highest score was evaluated as 5 in the scale. When the limits
and the given weights of the options were determined, they were taken as follows: none between 1.00-
1.79, low between 1.80-2.59, medium between 2.60-3.39, great extent between 3.40-4.19 and
completely between 4.20-5.00.

Qualitative data analysis: The descriptive analysis is a type of qualitative data analysis, which
includes the interpretation and summarization of the data according to the themes agreed previously.
The purpose of content analysis is to reach the concepts that can explain the data obtained (Yildirm &
Simsek, 2013). In this analysis, classification and comparison are done after the data are organized
(Cohen, Manion & Morrison, 2007). The data summarized in the descriptive analysis were deeply
examined in content analysis; concepts and themes that could not be noticed were revealed. In this
context, the steps followed in the analysis of qualitative data are explained below.

1. The researcher tried to reflect the views of the people who participated in the research by putting
aside his knowledge, experience and prejudices about the subject.

2. The semi-structured interviews lasted between 18-74 minutes and the average duration of these 23
interviews is 37 minutes. The voice recordings obtained during these interviews were transcribed.
Important ideas in these transcriptions together with the interview forms completed by 27
inspectors and 19 teachers were highlighted and marked.

3. The marked ideas were rearranged in line with the sub-problems and the unnecessary statements
were removed from the transcript.

4. All expressions were coded, similar expressions were grouped and temporary themes were formed
by re-evaluating the transcripts.

5. Temporary themes were evaluated together with the codes and finalized and themes were fully
formed.

Eight themes that are associated with the quantitative data and reached according to the sub-
problem of the research are given in Table 5.

Table 5.
Themes according to Qualitative Data.
Sub - Problem Themes/ Dimensions
What kind of supervision model should the  Inspector and Plan/Program
Provincial Directorates of National Counseling Activities
Education have in terms of purpose, Reports
structure and process dimensions? Risk Analysis
Audit Models

Audit Activities
Quality Assurance and Development Program (QADP)
Organizational Structure

112



Ali Erkan BARIS, Giilsiin ATANUR BASKAN — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 103-146

Findings

In parallel with the sub-problems, firstly the adoption of elements by the participants that require
the internal audit system and the applicability level of these elements were discussed based on
guantitative data. Then, with the help of qualitative data, what kind of audit model the PDNE should
have in terms of purpose, structure and process dimensions was discussed.

What is the Level of Adoption of the Elements Required by the Internal Audit System?

The descriptive statistics showing the distribution of the views of the participants about the adoption
of the internal audit system are given in Table 6.

Table 6.
Descriptive Statistics Regarding Adoption Of Internal Audit System.
Participants Teachers Ins. School Inspectors
(General) Managers Managers

Variables X sd X sd X sd X sd X sd
Adoption of Internal Audit System 403 45 4.02 .68 419 .60 410 .72 4.22 71
Inspector and Plan/Program 388 .58 385 .86 4.10 .74 399 91 436 .72
Counseling 435 62 434 96 445 81 444 98 4.42 .99
Reports 434 58 433 99 4.49 1.07 441 1.03 4.63 .76
Risk Analysis 405 .70 4.04 91 426 .97 4.12 1.02 429 1.10
Audit Models 359 104 359 93 3,67 .91 343 1.00 433 1.00
Audit 4.44 57 443 114 445 1.08 455 117 4.32 91
QADP 4.15 .69 4.16 1.07 4.26 1.01 422 113 3.63 1.05
Organizational Structure 3.54 .84 3.55 93 3.86 1.01 3.54 95 311 .96

As seen in Table 6, the average of the opinions on the adoption of the internal audit system is 4.03.
This shows that the internal audit system elements are highly adopted by the participants. It was seen

that the highest average was in the control dimension ( X = 4.44) and the lowest average was in the
organizational structure dimension ( X = 3.54) in adoption of internal audit system.

What is the Level of Applicability of the Elements Required by the Internal Audit System?

Descriptive statistics showing the distribution of the views of the participants about the applicability
of the internal audit system are presented in Table 7.

Table 7.
Descriptive Statistics Regarding Applicability of Internal Audit System.

Participants Ins. School

(General) Teachers Managers Managers Inspectors
Variables X sd X sd X sd X sd X sd
Adoption of Internal Audit System 352 69 350 .68 3.77 .60 3.57 .72 3.73 71
Inspector and Plan/Program 3.38 .86 3.35 .86 3.77 .74 3.43 91 3.89 72
Counseling 384 9% 382 9% 4.11 .81 393 .98 3.84 .99
Reports 3.77 100 375 99 394 107 3.81 1.03 4.3 .76
Risk Analysis 336 .93 335 91 3.62 .97 333 1.02 3.58 1.10
Audit Models 359 94 358 93 365 .91 3.68 1.00 3.60 1.00
Audit 349 113 346 114 3.72 1.08 3,59 117 378 .91
QADP 3.69 108 3.68 1.07 3.75 101 3.76 1.13 3.41 1.05
Organizational Structure 3.34 94 334 93 3.46 1.01 3.36 95 3.05 .96
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According to Table 7, the average of the views on the applicability of the internal audit system is
3.52. This shows that the elements of the internal audit system are thought to be highly applicable by
the participants. It was seen that the highest average was in counseling dimension ( X =3.84; high) while
the lowest average was in organizational structure dimension (Y=3.34; medium) in applicability of
internal audit system.

What Kind of Supervision Model should the Pdne have in terms of Purpose, Structure and Process
Dimensions?

In societies where knowledge is dominant, education systems should be reviewed in terms of
purpose, structure, process and results (Stinbil, 2007). Purpose, structure and process dimensions are
among the basic dimensions of educational organizations (Bursalioglu, 1987). In this context, the audit
model is examined in three stages in the light of the purpose, structure and process dimensions. The
first stage is the purpose dimension. Glndiiz (2012) likened each organization to a structure that was
built to achieve a certain purpose. On the other hand, Aydin (1986) defined the purpose of the audit as
improving the process itself. In this scope, the purpose dimension which is reason for the other two
stages was obtained from the legal regulations, the theoretical basis of the research and the related
researches. The second and third stages were created using the eight dimensions used in the data
collection tools of the study. The structure dimension which is the second stage was obtained from the
data regarding the organizational structure whereas the process dimension which is the third stage was
obtained from the data regarding inspector and plan/program, counseling, reports, risk analysis, audit
models, audit and QADP.

Purpose dimensions: The purpose dimension was investigated through data obtained from the areas
related to educational supervision at the legal regulations, the theoretical basis of the research and the
related researches.

Organizations are effective to the extent that they can fulfill their intended objectives. The
touchstone of effective and productive organizations is their objectives. The objectives of the
organization are essential for all kinds of events. Organizational objectives have a function to guide
effective and efficient strategies, methods, policies and principles (Hicks, 1979). Therefore, it is not
possible to have a good process and get good results without a well-defined goal. In this context, the
purpose of educational supervision is to improve school achievement and education by providing
educational equality and to increase student achievement (Blase & Blase 2002). In short, the purpose of
the audit is to make the system work better. In order to serve this purpose, in this study, the internal
audit system among the contemporary audit methods was tried to be adapted to the provincial
organization audit system of the MoNE. In this context, the data obtained in the qualitative dimension of
the research are coded for each teacher, administrator and inspector and are presented in Table 8.

Table 8.
Participants’ Opinions on the Theme and Codes of the Purpose Dimension.
Teacher Institution Manager Inspector
(19) (17) (33)

Purpose Model f % f % f %
To achieve goals in cooperation 14 74.00 5 29.00 4 12.00
To increase the quality of education. 9 47.00 4 24.00 11 64.00
To increase teacher's knowledge. 13 68.00 6 35.00 17 52.00
To increase students’ success. 4 21.00 2 12.00 11 33.00

As seen in Table 8, the purpose is thought to be the core of the model. It can be said that the audits
are carried out in mutual consultation and that a control model accepted by everyone is among the
expectations.
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Structure dimensions: In light of the data collected from the individual interviews and interview
forms, the structure dimension was examined. Codes formed according to the themes determined in
the qualitative dimension of the research are shown in Table 9.

Table 9.
Participants’ Opinions on the Theme and Codes of the Structure Dimension.
Teacher Institution Inspector
(19) Manager (17) (33)
Themes Codes f % f % f %
Organizational should not be attached to the PDNE. 3 16.00 16 94.00 31 94.00
Structure should be attached to the ministry 2 11.00 2 12.00 11 33.00
should be attached to the Inspection - .00 7 41.00 13 39.00
Board to be established in the region.
should be attached to the governor. - .00 3 18.00 3 9.00
the current arrangement is - .00 1 6.00 2 6.00
appropriate.
should be attached to somewhere 17 89.00 16 94.00 30 91.00

that can make independent decisions.

As can be seen in Table 9, the most important issue by almost all participants is thought to be the
independence of the inspectors. Moreover, the fact that the inspectors are not attached to the PDNE is
one of the other important issues. It is seen that the level of adoption of the current audit system is
quite low.

Process dimensions: Alfonso, Firth, and Neville (1975) dealt the audit with the process dimension
and accepted the process as a combination of the objectives and subsystems of the audit. In this
respect, the process dimension was formed with the study of sub-dimensions which were suitable for
the purpose and structure model.

In the light of the data collected from the individual interviews and interview forms, the process
dimension was examined. In the qualitative dimension of the research, the data obtained from the semi-
structured interviews and interview forms were analyzed by coding. The themes and codes that came to
light in the analysis of the data are presented in Table 10.

Table 10 shows the frequency of using themes and codes. It is understood that more changes are
expected in terms of inspector and plan/program, counseling and audit dimensions.

Discussion, Conclusion and Implications

This research has shown that the participants have largely adopted the internal audit system and
found it applicable. In addition, the inspectors have fully adopted the internal audit. It is a very
important point that the inspectors, who are the implementers of the audit, adopt the internal audit
completely. Yaman (2008) found similar results in his study on the adoption and applicability of the
internal audit. In his research, he examined the adoption and applicability of internal auditing by taking
the opinions of managers and auditors working in the central organization of the MoNE. Then he
determined that it was adopted and found applicable by the participants in other dimensions except the
ones to be activated and improved with implementation standards.

In addition to the fact that the internal audit system is a model which is adopted in accordance with
the opinions of teachers, administrators and inspectors and is applicable for the PDNE, the subjects
which are missing or need to be developed were obtained by the qualitative study and these were
adapted to the PDNE. An audit model for the purpose, structure and process dimensions of the PDNE
was created and explained below.
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Table 10.
Participants’ Opinions on the Theme and Codes of the Process Dimension.
Teacher Institution Inspector
(19) Manager(17) (33)

Themes Codes f % f % f %

Inspector and Expectations from the inspectors are 11 58.00 10 59.00 18 55.00

Plan/Program guidance and education leadership.

Inspectors should be in different branches. 7 37.00 12 71.00 19 58.00
There must also be inspectors from 5 26.00 9 53.00 7 21.00
graduates of other fields.

Inspectors make so many investigations that 4 21.00 7 41.00 12 36.00
they don't have time for guidance.

Inspectors are insufficient in terms of 7 37.00 6 35.00 1 3.00
knowledge and skill.

The number of inspectors is inadequate. 4 21.00 4 24.00 18 55.00
Schools should be inspected by inspectors. 7 37.00 1 6.00 3 9.00
Inspectors should eliminate their 15 79.00 7 41.00 4 12.00
communication weaknesses via in-service

trainings.

In-service training for inspectors should be 11 58.00 3 18.00 12 36.00
offered by academicians specialized in

education management.

Counseling Guidance and audit groups should be 5 26.00 7 41.00 14 42.00
separated.

The priority in guidance should be those 9 47.00 4 24.00 19 58.00
who have just started the job and have been

found inadequate by the manager.

Guidance should be conducted during the 4 21.00 5 29.00 5 15.00
seminar period.

Demands for guidance should be available 9 47.00 2 18.00 2 6.00
on MEBSIS.

Audit Reports Audit reports should be short and concise. - .00 7 41.00 12 36.00

Risk Analysis The risk assessment of schools should be 9 47.00 10 59.00 22 67.00
made according to the determined criteria.

Audit Models There should be an audit for the courses. 2 11.00 6 35.00 17 52.00
There should be an audit for the 5 26.00 6 35.00 20 61.00
management.

Audit The audit standards should be in different 6 32.00 9 53.00 12 36.00
categories.

Parents and students should also be 1 5.00 2 18.00 2 6.00
included in the audit.

Heads of the departments should also be 8 42.00 2 18.00 1 3.00
included in the audit.

The audit is made best by the school 15 79.00 7 41.00 5 15.00
administrators.

Inspector and audit are bothering me. 15 79.00 5 29.00 2 6.00
The heads of the departments should be in 8 42.00 3 18.00 4 12.00
charge of the audit.

The assistant principals should be taken out 3 16.00 9 53.00 5 15.00
of paperwork and included in the audit.

Long but few inspections should be 6 32.00 5 29.00 6 18.00
performed.

The current audit system is appropriate. 3 16.00 1 6.00 9 27.00

QADP Inspectors' performance should be checked. 11 58.00 7 41.00 3 9.00
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Purpose Model

According to Ozmen and Giingdr (2008), the purpose of the educational audit is to provide guidance
to achieve objectives set. Advising or guidance is possible to occur with the leadership of education
(Celik, 2000). It was put forward in this study that the educational leadership which is one of the
fundamental values of the modern audit approach was one of the most anticipated behaviors from the
inspectors. According to the teachers' opinions, it was seen that teachers could not get knowledge and
experience they needed from their peers or school management and it was inferred that they had needs
in terms of guidance under the umbrella of educational leadership.

According to Holland and Garmann (2001), the main condition worsening the field is the
transformation of educational supervision into teacher supervision. In order not to allow this
transformation, it is expected that the audit and guidance are conducted by mutual consultation in the
light of the determined objectives and thus our teachers, who we consider as the milestone of
education, have a voice in the education audit. Making our teachers valuable will increase their
motivation by letting them gain the dignity they deserve and will help our children grow more confident.
In this context, it is impossible to think of adopting an audit model that does not have positive values of
the common values of contemporary audit approaches such as educational leadership, cooperative,
participant, supportive, mutual communication (Glanz, 2005). These terms should be indispensable
elements of the purpose model.

Structure Model

It is important that inspectors are organized at the provincial level. The significant point is that
almost all participants have stated that inspectors should be independent and objective. On the basis of
complaints about this issue; it is understood from the interviews that the inspectors can be influenced
by the sequential superiors, politics, different opinions and people we describe as familiar or
acquaintances. In addition, it is considered that the common opinion of all the participants is that
inspectors are not to work as part of the MoNE. At the same time, the fact that all inspectors are directly
attached to the MoNE in hierarchical terms may cause and increase in MoNE’s workload and slow
information exchange due to the unhurried effect-reflect-report trio. It may also result in the fact that
inspectors cannot behave in communication with MoNE as comfortably as in the regional inspection
boards. In this context, it is considered that the fact that inspectors are hierarchically attached to the
inspection boards to be established in the regions is the most effective method. Kurum and Cingir (2017)
also stated that it was not appropriate for inspectors to work under the PDNE. In the proposal, it was
stated that the establishing the audit regions would be appropriate. Oztiirk (2014) stated that it would
be appropriate to change the structure of the audit organization and switch to the regional system.
Karakaya (2002) also stated that it was proper for inspectors to take part in an independent audit model
from the PDNE and the governorships. On the other hand, Ozmen and Sahin (2010) emphasized the
necessity of organization at the regional level in order to prevent the pressure and interventions of local
groups.

It is also important to note where and how many regional inspection boards should be established. It
would not be correct to think of the location and the number of regional inspection boards only in terms
of geographical regions in the country and answer as 7. These regions are to be determined in light of
the variables such as culture, educational status, educational statistics, population density, socio-
economic development level and geographical location through a detailed study. Development agencies
can be an example of this kind of organization. They have been organized according to the above
mentioned features. Establishing a region for only Istanbul, or establishing three different regions to
cover the northern, central and southern provinces of Eastern Anatolia, which need more development,
may be good examples. According to TEM-SEN (2018), the current audit system is beyond expectations.
It is also stated that inspection boards are to be established in at least 12 regions by considering some
features such as socio-economic development level of provinces, their populations, the number of
personnel and institutions there and work density. In light of the explanations made, it is considered
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that guidance and audit presidencies to be established at provincial level are appropriate to be attached
to the inspection boards to be established in regions and to be directly connected to MoNE in these
boards.

Process Model

The job descriptions of inspectors should be determined first. In the current situation, it is
understood from the opinions of the participants that the inspectors spend a large part of their time
investigating and examining. Since the expectation from the inspectors assigned at provincial level is
guidance, these inspectors should not be in charge of investigation or review. It has also been
emphasized in previous studies (Balaban, 2005; Balci et al., 2007; Basar, 2000; Dongel, 2006;
Memduhoglu et al., 2007; Memduhoglu & Taymur, 2009; Sahin, 2005; Tasar, 2000; Taymaz, 2012;
Uyanik, 2007; Yildinm, 2007) that investigators conducting investigations in contemporary auditing
approaches cannot provide guidance. However, criticism about the lack of much change has always
been there (Kapusuzoglu, 1988; Karagdzoglu, 1977). It may be appropriate for managers to conduct
investigation as in other institutions. In addition, inspectors can be demanded from the ministry if
necessary.

Teachers find the concepts of audit and inspector cold, repulsive and disturbing. It is necessary to
work more on these concepts and find solutions for it (Green, 2005). Gordon recommends “professional
development” instead of “audit” and “training leader” instead of “inspector” (Holland & Garman, 2001).
Although names are not very important here, it is thought that changing practice will increase teacher
motivation. In addition, it was emphasized that inspectors could not provide sufficient guidance to
teachers (Aksit, 2006; Gokalp, 2010; Kayik¢i & Kuralay, 2011; Oktar, 2010; Ovali, 2010; Ozdemir, Ozan
Boydak & Akgiin, 2011). The reason for this is that inspectors are better in planning and legislation than
guidance and it is stated that inspectors act within the framework of formal patterns (Arslantas, 2007).
In this context, it can be acceptable that separating inspectors who will carry out audit from those who
will provide guidance would be beneficial. It is deemed appropriate to qualify the ones who will carry
out guidance as “education experts” and the ones who will carry out the audit as “inspectors”. Besides,
since the basic expectation of teachers is guidance, it is expected that the number of education experts
in the provinces to be more than the number of inspectors. At the same time, it is also expected that the
graduates of different departments of universities to be inspectors. Therefore, it would be appropriate if
those who are appointed as inspectors graduate from faculties such as law, finance, economics and
public administration and education specialist graduate from educational sciences. Inspectors will only
communicate with school management by conducting an administrative audit. Education experts, on
the other hand, will provide guidance to both school administration and teachers on educational
matters. The current contrast will be eliminated with this planning. In the current case, although
inspectors have educational sciences background, it can be said that they review the system,
performance, finance, conformity and process-result audits, and briefly, give administrative audit
instead of course audit. It is considered beneficial if education experts who will do guidance are from
different fields. In addition to this, it can be considered that sharing responsibility among all schools at
provincial level and giving them one to one responsibility will increase the quality of education in
accordance with the principle of equality in authority and responsibility from the principles of
organization.

There are many discussions about teacher or lesson supervision (Aksu & Mulla, 2009; Badavan, 1994;
Samanci, Tascloglu & Cetin, 2009; Seylim, 2009; UNESCO, 2007; Yaman, 2009; Yavuz & Yildirim, 2009).
According to this study, it is possible to say that the course audit will be done by selected school
administrators and heads of schools to be selected according to the knowledge, skills and experience at
provincial level. Altun (2014) concluded that, according to teachers' views, teacher supervisions should
be conducted primarily by school administrators and head of departments. Yildirim and Demirtas (2012)
stated that in the new audit model, increasing the authority and responsibilities of school administrators
and a school-based supervision approach were adopted. Aslanargun and Goksoy (2013) stated that,
although there are some concerns, it is the most appropriate method to conduct the course supervision
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by qualified school administrators. Qualified school administrators are expected to have sufficient
knowledge of management processes and apply this information (Agaoglu, 2002; Balci, 1993; Basaran;
1993; Cakir, 2006; Drysdale et al., 2009; Ozden, 1999; Sagir, 2011). In the current regulation, the course
audit is performed by school administrators. However, it was stated that the selection of school
administrators by interview based on non-objective criteria or only an exam do not show the true
competence (Apa, 2017). In addition, it is understood from the interviews done that a large proportion
of the school vice presidents’ work load is just paperwork. Therefore, it is thought that an officer to be
charged in school will be beneficial in this term.

Ozberk and Atanur Baskan (2018) stated that teacher evaluation models of the countries that have
been successful in education can be examined and in this context, it is stated that risk-based audits are
performed in many successful countries, especially in the Netherlands (Kurum & Cingir, 2017). Katipoglu
(2014) stated that risk-based supervision is adopted and implemented by inspectors in schools. In this
study, it was accepted by the participants that it was appropriate to carry out audits on a risk basis.
Thanks to risk-based supervision, there will be no supervision in successful schools and positive
motivation will be provided to teachers or administrators. There will also be more time and opportunity
for schools that are considered unsuccessful.

It is understood from the research that the inspectors who will carry out audit activities and the
education specialist who will conduct guidance activities should take in-service training on
communication from academicians or communication experts in certain periods. With this in mind,
considering that there are 93 education faculties and 45 educational institutes in our country (YOK,
2019), it can be said that academicians specialized in the field of education management and
supervision have a lot to add to inspectors and education experts. This study could also be the beginning
of a model called the third generation universities, based on transforming scientific data from university
into community benefit.

It is understood from the research that control standards should be different according to regions. It
is obvious that the schools in Cankaya District of Ankara and Kozakl District of Nevsehir will differ in
terms of facilities. It is necessary to eliminate injustice caused by this difference. Therefore, it is
considered appropriate to determine audit standards according to service regions specified in the MoNE
Assignment and Relocation Regulation. According to this, three service regions have been formed by
grouping provinces according to teacher needs, geographical situation, economic and social
development level, transportation conditions and service requirements. In addition, educational
institutions which are similar in terms of degree of difficulty in assigning teachers and working are
grouped and divided into six service areas. Service points are given according to three service regions
and six service areas. Audit standards should also be prepared by the MoNE in parallel with these
service regions and service areas. While the audit standards of the first service region and the first
service area are high or more, the auditing standards should be reduced or diminished as they move to
the lower service regions and service areas.

Inspectors and education experts should be supervised by the ministry or regional inspection boards
as part of the quality assurance and development program. The performance of inspectors and
education experts should be assessed through transparent criteria. According to Beycioglu and Dénmez
(2009), inspectors should be supervised and improve themselves by self-criticism.

In audit activities, the priority of the audit is the preparation of three-year audit plan and annual
audit programs. A three-stage process is required for the preparation of this plan and program. First, the
audit universe of all institutions and schools in the province should be prepared. All processes and
activities should be determined and identified by visiting each and every school and institution.
Preparing the audit universe is a long-term thing and therefore should be prepared in detail because the
other stages are planned accordingly in the second stage, risk analysis of all processes and activities in
audit universe should be performed. It should be evaluated according to impact and probability factors.
Some categories such as social impact, financial impact, reputational impact and irregularity impact in
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the frame of the impact factor and academic success, number of students, type of school, disciplinary
events, socio-economic structure of school environment, absenteeism and addiction in the scope of
probability factor can be counted. According to these categories, the following risk analysis model can
be applied, with the effect and probability scores being taken between one and five points. According to
the risk analysis model, those in the range of 1-9 are non-critical low-level risks. Those in the range of
10-18 are medium level risks that can cause problems. Those in the 19-25 point range can be classified
as high-level risks that should be a priority and may cause serious problems. The third stage is to
prioritize the audit areas. The audit areas are prioritized by starting from the highest score taken
according to the risk analysis for all processes and activities in the audit universe. An annual audit
program is prepared according to the number of inspectors present, and it is sent to relevant
institutions or schools. Risk analyses are updated every year and audit programs are renewed. After the
audit program is prepared, the audit is carried out in three stages. These are preliminary work, fieldwork
and reporting stages. The preliminary study provides an understanding of the activity or process to be
audited, effective and efficient fieldwork, and focus on the right areas in the audit. The overall aim of
this phase is to gather information on the subject of the audit and to determine the audit tests to be
applied in the field study. At this stage, preliminary research on the subject related to the audit is done
firstly. Then, an opening meeting is held with the relevant manager and the related teacher group.
Information about the purpose, scope, method, benefits and audit processes of the audit is shared in
this meeting. After that, the risks are determined and controls are created accordingly. Tests are formed
to evaluate the controls. And finally, a task schedule and a risk control matrix are created. The task
schedule shows when the inspectors are to perform the tests. The risk control matrix shows which
control model to be done and which test to be applied to the risk. The second stage is field work, which
is the application of the tests determined in the preliminary study. In this study, audit tests are
performed, test results are analyzed and audit findings are gathered according to these analyzes. The
third stage begins with sharing audit findings with the audited entity. The aim is to prevent
misunderstandings and to understand whether the unit agrees on findings and recommendations in
mutual consultation. Then, at the closing meeting, it is confirmed that both sides fully understand each
other in the findings. The audited entity must submit an action plan at an appropriate time, taking into
account the findings and the results of the closing meeting. The concrete activities to be carried out in
this plan include who will be responsible for these activities and when these activities will be completed.
After taking the action plans from the audited unit, the audit report is prepared. The purpose of the
audit, the scope of the audit, the method of inspection, determinations, recommendations, action plan,
significance level of the findings, audit opinion, good practices and successful performances are
indicated in the audit report (iDKK, 2013).

Guidance activities should be carried out at regular intervals and they increase the knowledge and
skills (EURYDICE, 2012; Kart, 2009). These activities will take an important place for teachers and school
administrators. Given the number of more than one million teachers, it is impossible to provide in-
service training for all teachers. However, this drawback can be eliminated through guidance activity.
Guidance activities will be important for teachers and school administrators when they are considered
as personal development. Guidance activities can be planned in two stages. In the first stage, there
should be teachers who have just started their profession and cannot reach the criteria determined by
their managers. The most difficult and hardest period of new teachers is seen as this period (Balcl,
2000). This period is a transition period for teachers' professional socialization (Hoy & Woolfolk, 1990). It
is stated that the guidance activity to be carried out for the beginners is the most important factor in
ensuring the institutional loyalty and commitment of the teachers (Lay et al., 2005). School
administrators, on the other hand, stated that they should fulfill instructional leadership skills by guiding
teachers' development (Botello & Glasman, 1999). At this stage, teachers should be trained with one-to-
one guidance in the vocational study programs called the seminar period. The scope of this guidance
should be very detailed and practical. In the second stage, all personnel must be provided with
aforementioned guidance during the school year. The aim of this guidance should be to increase the
morale and motivation of teachers and administrators because it is stated that morale and motivation
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values are one of the most important factors determining the quality of teachers (Johnson, 2008). This
guidance should cover general issues, expectations and conjuncture. Guidance activities should also be
separated as planned and unplanned. Planned guidance activities should be announced before the
school year starts. In the case of unplanned guidance, teachers and school administrators should be
responsible. It should be possible to respond quickly to the guidance demands via MEBBIS or through a
different communication way. Basic philosophy of guidance activities should start with adopting the idea
that teachers, administrators, education experts or inspectors are all on the same ship and it should end
with the idea that everyone should contribute to this voyage. Teachers should not be scared that an
education expert has come to the school. In contrast, a positive atmosphere should be created for them.

In line with the findings and conclusions of the research, suggestions for researchers and
practitioners are presented in two parts.

Suggestions for researchers:

 This research covers state schools and educational institutions of the MoNE. Similar research can be
conducted in private schools and educational institutions.

¢ A detailed study of the risk assessment indicated in this research can be carried out. The criteria
according to which the risk assessment will be carried out are important. In addition, the supervision
and guidance periods to be determined according to the risk scores of schools or institutions can be
planned according to the number of inspectors or education experts.

e Studies in which audit standards will be determined according to all provinces, districts and schools
in Turkey would be beneficial.

e Studies can be conducted to determine the locations of the inspection boards to be established in
the regions and the number of inspectors to work in these boards.

¢ A number of innovations can be brought to the educational audit by conducting different studies on
contemporary auditing approaches.

e Different studies can be carried out to ensure the effectiveness and efficiency of the guidance
activities that are increasing day by day.

Suggestions for practitioners:

¢ Teachers or school administrators do the supervision in the current practice. However, it appears
that there are concerns about the choice of school administrators. Therefore, the selection criteria
for school administrators should be fair, transparent and merit-based. It may also be appropriate to
support selected school administrators through training seminars.

* One of the most important elements in educational system is teachers. It will be useful to appoint
teachers who are successful as provincial head in provincial level as a result of supervision or
guidance activities. Also, it would be appropriate to transfer knowledge, skills and experience of
these successful teachers through seminars in workshops with other teachers.

Acknowledge

This article was produced by Ali Erkan BARIS from Hacettepe University, Institute of Educational
Sciences, Department of Educational Administration Supervision, Planning and Economics, Adaptation of
Internal Audit System to Sub-Provincial Supervisory System in the Ministry Of National Education and A
Modal Proposal.

121



Ali Erkan BARIS, Giilsiin ATANUR BASKAN — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 103-146

Turkish Version

Girig

Toplumlar, ihtiyaglarini karsilamak ve yasam kalitesini artirmak icin sosyal, kiltirel ve ekonomik
olarak gelisim gosterme c¢abasindadir. Gelisimin karmasik ve sonu olmayan bir sire¢ oldugu
distntldigiinde, sistemleri daha etkili, verimli ve ekonomik yénetebilmek icin her gegen gin artan bir
sekilde bilgi Gretilmesi gerekmektedir. Bu itibarla nitelikli insan glci arayisi her gegen giin artmis ve
dikkatler toplumun tiim alanlariyla organik ve islevsel bagl bulunan egitime ydnelmistir. Egitim,
toplumun ihtiyaglarina gore belirlenen hedeflere ulagilabilmesi icin bilgi, beceri, tutum gibi istendik
davranislarin kazandirilmasidir. Egitim olmadan bireysel gelisimin ve toplumsal kalkinmanin olmasi
beklenemeyecegi gibi, egitimli insanlardan olusan bir toplumun gelecege glvenle bakmasi da
kacinilmazdir. Egitim orgutlerinin amaci da topluma nitelikli insan kazandiriimasidir (Kocak & Baskan,
2013).

Egitim Orgltlerinde benimsenen ¢agdas misyon ve vizyonlarla birlikte; egitimdeki amag, hedef, arag
ve geregler, yontem gibi konular degismeye baslamistir. Egitim sisteminin temel taslari olan
o6gretmenler, yoneticiler ve mifettislerin bu degisime ayak uydurabilmesi icin belirlenmis konularda ve
belirlenmis zamanlarda danismanhga ve mesleki gelisime ihtiyaglari vardir. Bu ihtiyaglari saglamanin
yollarindan biri gagdas denetim yaklasimlaridir (Memduhoglu & Zengin, 2012).

Cagdas denetim yaklasimlari; bilgi Gretiminin hizla artmasi, yonetim anlayisinda katilimci ve
demokratik uygulamalara gecilmesi, orglitsel yapilarin ve sosyal donislimlerin yasanmasiyla birlikte
ortaya c¢ikan bir kavramdir (Karakus, 2010). Bu kavramin blyik 6lcide benimsenmesi ile birlikte
birokratik uygulamalari olan klasik denetim anlayisi gegerliligini kaybetmistir (Glickman, Gordon & Ross-
Gordon, 2005; Sullivan & Glanz, 2000). Egitim denetimindeki anlayisin degisimi ile birlikte, etkilesimli ve
katiimli bir danismanlk veya rehberlik siireci baslamig, maarif mufettislerinin egitim ve 6gretimin
niteligini artiran, 6gretmen ve 6grenci 6g§renmesini gelistiren yeni bir rolii ortaya ¢ikmistir (Kowalski &
Brunner 2005; Nelson & Sassi 2000; Sergiovanni & Starratt 2007; Swaffield & MacBeath 2005; Weiss &
Weiss 2001; Zepeda, 2001).

Dinya’da egitim denetiminde yasanan gelisimlere paralel olarak, Turkiye’de de cagdas denetim
yaklasimi ile ilgili bircok arastirma yapilmistir. Ancak bu arastirmalarda egitim denetimi ile ilgili sorunlarin
devam ettigi ve ihtiyaglara cevap veremedigi ortaya konulmustur (Arslantas, 2007; Balaban, 2005; Ciger,
2006; Doganay, 2006; Diindar, 2005; Giilcan, 2003; ilgan, 2006; Karakis, 2007; Korkmaz, 2007; Korug,
2005; Sahin, 2005; Tasar, 2000; Uyanik, 2007; Uygur, 2006; Yavuz, 1995; Yildirim, 2007). Cagdas denetim
yaklasimiyla birlikte; 6gretmen motivasyonunu disiren habersiz denetimlerin kalktigi (Celik, 2017),
denetim sistemlerinin gelistirilerek rehberligin 6n plana ciktigi (Bayar, 2017), denetim faaliyetlerinde
tim paydaslarin s6z sahibi oldugu (Yilmaz, 2017), okul kaltGrand ve okul iklimini olumlu yonde katki
saglayan meslektas denetimin etkin olmaya basladigi (Akar, 2016), denetimin kalitesini disuren
sorusturma ve inceleme goérevlerinin (Celebi, Oviir & Eravci, 2017) denetim faaliyetinden ayrildigi bir
denetim sisteminin beklentiler arasinda oldugu yapilan arastirmalardan anlasiimaktadir.

Cagdas denetim yaklasimlarinin genel ilkelerinin birbirine benzemesinden kaynakli uygulama
zorluklari, detaylandirilmis planlama yapilmamasi, genellikle tasradan ziyade merkezi 6rgiitiin denetim
sisteminin incelenmesi, derinlemesine arastirmadan ziyade yizeysel sonuglarin bulunmasi ve tim
bunlari kapsayan bir denetim modeli sunulmamasi, denetim ile ilgili arastirmalardan yeterli seviyede
verim alinamamasina neden olmustur. Memduhoglu ve Zengin’e (2012) goére, Tirkiye’de egitim
denetimi konusunda yapilan arastirmalarin genellikle egitim sisteminde bulunan paydaslardan bir ya da
iki kesimin gorusleriyle sinirh kaldigini, tim paydaslarin goriisiini yansitan batincil bir degerlendirme
ortaya koyan arastirmalara gereksinim duyuldugunu belirtmistir. Ayrica Sullivan ve Glanz’in (2000) farkli
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denetim yaklasimlarinin egitime katki saglayacagi ve bu kapsamda arastirma yapilmasinin faydal olacagi
belirtilmistir.

i¢ Denetim

Cagdas denetim yaklasimlarindan biri olan i¢ denetim sisteminin ilk olarak 13.yy.’da italya’da ticaret
yapilan buyik merkezlerde uygulandigi varsayilmaktadir (Yilanci, 2006). Sanayi devriminin ortaya
cikmasiyla birlikte meydana gelen yapisal degisimlere paralel olarak, Avrupa’da glinlimiiz denetimlerine
benzerlik gésteren muhasebe denetimleri baslamis ve bu denetim yapisi Avrupalilar tarafindan Kuzey
Amerika’ya tasinmistir. 1789 yilinda ABD‘de hazine bakanliginin kurulmasiyla birlikte, bir kontrol6r ve bir
ic denetgi atanmasi 6ngoériilmis ve kamu sektériinde i¢ denetim fonksiyonun 6nemi belirtilmistir (Aslan,
2018).

ic denetimde &nemli gelismeler 20. yiizyilda baslamistir. Sirketlerde calisan personel sayisinin
artmasina paralel olarak; 6rgit yapilart daha karmasik, islem hacmi hizla ¢ogalan ve farkli cografi
bolgelere yayilan kurumlar haline dénismistiir. Ayni zamanda vatandas beklentilerinin pozitif yonde
cogalmasiyla birlikte; etkililik, verimlilik ve ekonomikligin 6n plana ciktigi, seffaf ve hesap verilebilir
kurumsal yénetimlerin 6nem kazandigi, bilginin ve teknolojinin her daim kullanildigl bir déneme gegis
yapilmistir. Bu gelismeler i1siginda, i¢ denetim faaliyetleri hizla 8nem kazanmaya baslamistir (IDKK, 2008).

i¢ denetimin, cagdas ydnetim ve denetim anlayisina uygun, profesyonel bir meslek haline gelmesi ig
Denetgiler Enstitlstiniin (I1A) kurulmasiyla olmustur. IIA 1941 yiinda New York’ta kurulmustur. 1944
yilinda Toronto ve 1948 yilinda Londra’da temsilcilikler agarak genisleyen ve suanda Diinya’da ig
denetimi temsil ettigi varsayilan lIA, 170 lilkede 6rgilitlenmis ve 185.000 Uyeyi asmis biyik bir aile haline
gelmistir (1A, 2018).

ic denetim ile ilgili yapilan ilk tanimlarda muhasebe ve finansal agirlik tanimlari yapildigi, daha
sonralari ise kurumun maddi ve maddi olmayan her tiirlii faaliyeti odaklandigi gériilmektedir (Pehlivanli,
2004). Gunumuzde yapilan tanimlarda i¢ denetim; kurumun i¢ kontrol sisteminin etkililigini ve
verimliligini 6lgmek ve degerlendirmek suretiyle yonetime katki saglayan (Pickett, 2006), sistematik ve
disiplinli bir yaklasimla 6rgutiin hedeflerini gergeklestirmesine yardimci olan bir sistemdir (Baumgarter &
Angela, 2004; Gonen & Celik, 2005). Adiloglu’'na (2010) goére, ic denetim kurumun ge¢misteki
islemlerinin uygunlugunun yaninda gelecekteki faaliyetlerin sekillendiriimesini amaclayan, i¢ denetgilerin
kisisel inisiyatiflerini mimkin oldugunca sinirlandirarak, sistemli, standartlara goére ve risk odakli bir
anlayis sunan denetim turidar.

ic denetim sisteminin klasik denetim anlayisindan farkl olarak; uluslararasi standartlari olan, sadece
riskli alanlari degerlendiren, tespit edilen bulgulari denetlenen birimle paylasarak karsilikli istisareyi 6n
planda tutan, bulgularla ilgili énerilerde bulunan, gelecek planlamalarina yon veren ve denetimin
yaninda rehberlik (danismanlik) faaliyetleriyle insani degerli kilan ¢agdas denetim yaklasimlarindan birisi
oldugu kabul edilebilir.

Yonetim sireglerinden denetimin, egitim orgltlerinde hedeflenen amaglara ulasiimasinda énemli
rolii oldugu séylenebilir. Ozellikle cagdas denetim yaklasimlari olarak adlandirilan yeni nesil denetim
yaklasimlarindan beklentiler ¢ogalmaktadir. Cagdas denetim yaklasimlarindan klinik denetim (Altinok,
2013; Durmus, 2014; Korug, 2005; Senol, 2009; Ulger, 2005; Yavuz, 1995), 360 derece performans
degerlendirmesi (Dagal, 2012; Ernalbant, 2015; Memunoglu, 2015; Olcay, 2016; Sengil, 2010),
ogretimsel denetim (Deniz, 2017; Yildirim, 2009), sanatsal denetim (Dilekgi, 2012), gelisimsel denetim
(Ozyildirim, 2014) ve farklilastiriimis denetim (ilgan, 2006; Yavuzer, 2015) modelleri incelenmistir. Ancak
ic denetim ile tiim paydaslarin gorisleri alinarak tasrada yapilan bir denetim model 6nerisi ¢alismasina
alanyazinda rastlanilmamistir. Buradan hareketle Nevsehir ilinde MEB’e bagli resmi kurum ve okullarda
gorevli 6gretmen, yonetici ve miufettislerin gorislerine gore bir denetim modeli olusturmak, bu
calismanin temelini olusturmaktadir.
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Arastirmanin Amaci ve Alt-Problemler

ic denetim sisteminin egitim 6rgitlerine uyarlanmasi ve bu konuyla ilgili bir model énerisinin
hazirlanmasinin, egitim denetimine farkli bir bakis agisi kazandiracag degerlendirilmistir. Bu
aragtirmanin amaci; il milli egitim midarlikleri (MEM) icin cagdas denetim yaklasimlarina uygun bir
denetim modeli sunmaktir. Arastirmanin problem ciimlesi; “il MEM’in denetim modeli nasil olmaldir?”
seklinde dizenlenmistir. Arastirmanin alt problemleri ise su sekildedir;

1. i¢ denetim sisteminin gerektirdigi unsurlarin katilimcilar (6gretmen, kurum yéneticileri, okul
yoneticileri, maarif mifettisleri) tarafindan benimsenme durumu nedir?

2. i¢ denetim sisteminin gerektirdigi unsurlarin katiimcilar (6gretmen, kurum yéneticileri, okul
yoneticileri, maarif mifettisleri) tarafindan uygulanabilir bulunma dizeyi nedir?

3. I MEM i¢in amacg, yapi ve siire¢ boyutunda nasil bir denetim modeli olmalidir?

Yontem
Arastirma Modeli

Bu arastirma, egitim bilimlerinde kullanim orani her gegen giin artan karma yontem arastirmasi
(Gokgek et al., 2013) kullanilarak yuratilmistir. Nicel ve nitel arastirma yontemlerin birlikte kullanildigl,
derinlemesine inceleme imkani veren karma yéntem arastirmasi (Creswell & Plano Clark, 2011), iki ya da
fazla veri toplama ve analiz yapma yolunun tek arastirmada kullaniimasidir (Greene, Krayder & Mayer,
2005). Arastirma sorularini daha detayli bir sekilde cevaplayabilmek ve giiclii deliller sunabilmek,
sonuglarin genellenebilirligini artirabilmek, teori ve uygulamaya donik bilgiler Uretebilmek icin bu
yontem secilmistir (Johnson & Onwuegbuzie, 2004).

Karma yontem arastirma tipolojileri (tasarimlari) hakkinda alanyazin incelendiginde; Creswell (2003);
Morse (2003); Johnson ve Onwueqbuzie (2004); Leech ve Onwuegbuzie’nin (2009) tipolojilerinin daha
¢ok kullanildigi gérulmis olup, model se¢iminde sagladigi kolaylik nedeniyle Creswell’in (2003) tipolojisi
ele alinmistir. Creswel’in sirali agiklayici, sirali arastirici, sirali donlisimsel, eszamanli lGggenleme, es
zamanli icice gegmis, eszamanli donlsiimsel olmak Uzere toplam alti temel tasarimi olup, bunlardan
sirali agiklayici olarak adlandirilan arastirma deseni kullanilmigtir. Sirali agiklayici desende; nicel veriler
toplanip analiz edildikten sonra nitel veriler toplanip analiz edilir. Nitel veriler, nicel verileri teyit etmek,
actklamak ve artirmak i¢in kullanilir. Verilerin analizleri birbiriyle iliskili olup, veri yorumlama ve tartisma
boluimlerinde birlestirilir (Baki ve Gokgek, 2012). Bu arastirmada sirali aciklayici desen ozellikleri
paralelinde, oncelikle hazirlanan nicel veri toplama araci ile i¢ denetim sisteminin benimsenme ve
uygulanabilme diizeyleri analiz edilmis, daha sonra bu analizlere gore nitel yéntemde kullanilan veri
toplama araci olusturularak il Milli Egitim Miidirliikleri igin denetim modeli hazirlanmistir.

Siral agiklayici desende nicel boyutunun temellendirdigi desen kesitsel tarama desenidir. Tarama
deseni, ge¢cmiste ya da halen var olan durumu oldugu sekliyle betimlemeyi amacglayan arastirma
yaklasimidir (Karasar, 2012). Tarama deseninde arastirmalar, daha bulylk orneklemler Uzerinden
yapilmakta olup, belirlenen katilimci gérusleri tizerinden genelleme yapilabilen ¢alismalardir (Fraenkel ve
Wallen, 2006). Kesitsel tarama deseni ise, farkli 6zellikteki ve 6rneklemi biylk olan arastirmalarda veri
toplama siirecinin bir seferde gergeklestigi desenlerdir. Arastirmanin nitel boyutunun temellendirildigi
desen fenomenoloji (olgu bilim) desenidir. Fenomenoloji, katilimcilarin kendi bakis acilarina gore
deneyimlerini anlamlandirdiklari arastirma desenidir (McMillan, 2004; Richards ve Morse, 2007). Bu
arastirmada katilimcilar egitim denetimi ile ilgili deneyimlerini kendi goruslerine gére anlamlandirdiklari
icin bu desen kullaniimistir.

Calisma Grubu

Arastirmanin nicel verilerinin elde edilmesinde; Nevsehir ilinde gorevli tim dgretmen, ydnetici ve
miifettislere arastirmaci tarafindan hazirlanan &lcek uygulanmis ve Nevsehir ili icin evrene ulasilmistir.
Arastirmanin evreni; 2017 yilinda Nevsehir ilinin merkezi dahil, Acigdl, Avanos, Derinkuyu, Giilsehir,
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Hacibektas, Kozakl ve Urgiip ilgelerindeki MEB’e bagh resmi kurum ve okullarda gérev yapan 3576
O0gretmen, 452 yonetici ve 10 maarif mifettisi olmak lzere toplam 4038 kisiden olusmaktadir. Nevsehir
ilindeki toplam 6gretmen ve yénetici sayisi Nevsehir il Milli Egitim MidurlGgu Insan Kaynaklari
Mudurlaginden e-mail yoluyla; il/ilce milli egitim midir ve yardimcilari, sube mudirleri ile maarif
miifettis sayisi Maarif Mifettis Baskanligindan so6zli olarak alinmistir. Ayrica mufettis sayinin Nevsehir
ilinde az olmasindan dolayr 05-09.02.2018 tarihinde Antalya’da Bakanlik Maarif Miifettislerinin Mesleki
Yeterliliklerinin Gelistiriimesi Seminerine katilan 44 MEB maarif mifettisi de arastirmaya dahil edilerek,
arastirma 4082 kisi ile yapilmistir. Arastirmada 829 kisi 6lgek gelistirmeye, 3253 kiside gelistirilen Olgegin
uygulanmasi agamalarina katilmistir.

Aragtirmanin nitel verilerinin elde edilmesinde; amacgh érnekleme tekniklerinden maksimum gesitlilik
ornekleme tekniginden faydalanmistir. Maksimum gesitlilik 6rneklemesinde problem ile ilgili olan ve
kendi icinde benzesik ve degisken katilimcilar segilir (Grix, 2010). Maksimum cesitlilik 6rneklemesinin
amaci problemin farkh boyutlarini arastirmaktir (Marczyk et al., 2005). Bu 6rneklem cesidinde en fazla
bilgi elde etmeyi imkan verecek etkenler belirlenmelidir (Neuman & Robson, 2014). Bu kapsamda il/ilge
milli egitim midirl, yardimcilar ile asaleten atanan sube midirleri ve maarif mufettisler ile yari
yapilandiriimis goériisme yapilmistir. Ayrica daha dnceden en az bes yil boyunca sinif denetimi tecriibesi
olan 6gretmenler ile MEB’de gorevli maarif mifettisleri nitel calismaya dahil edilmistir. Bu personelin
se¢iminde, bilgi ve birikim seviyelerinin yeterli bir seviyede oldugu, kurumlarda ve okullarda nasil bir
denetim yapildigini, denetim is akis semalarinin isleyisi hakkinda deneyimi olan il milli egitim personeli
oldugu varsayillmistir. Katilmci sayisinin nitel arastirmalarda ne kadar olacagi ile ilgili net bir sayi
olmamakla birlikte (Creswell, 2007), fenomenoloji arastirmalarinda fazla sayida katihmci ile gérisme
yapmanin daha fazla bilgi toplanacagi anlamina gelmedigi (Bas & Akturan, 2013) ve katilimci sayisinin
fazla olmasi durumunda analiz yapmanin zorlasacagi belirtilmistir (Guler, Halicloglu & Tasgin, 2013;
Ersoy, 2016; Yildinm & Simsek, 2013). Yukarida agiklanan yontemle olusturulan evrenin ilgelere gore
dagihmi Tablo 1’de sunulmustur.

Tablo 1.
Evrene ve Calisma Grubuna Ulasma Durumuna iliskin Katiimcilarin Sayisal Bilgileri.
Nicel Calisma Nitel Calisma
Yer Adi Ogretmen Yonetici Miifettis Toplam Ogretmen Yonetici Miifettis Toplam
Merkez Calisma G. 1427 142 10 1579 5 7 10 22
Uygulanan 632 71 - 703 5 6 6 17
Acigol Calisma G. 271 27 - 298 1 2 - 3
Uygulanan 151 25 - 176 1 2 - 3
Avanos Calisma G. 220 29 - 249 3 2 - 5
Uygulanan 142 23 - 165 3 1 - 4
Derinkuyu  Calisma G. 285 27 - 312 1 1 - 2
Uygulanan 154 21 - 175 1 1 - 2
Gilsehir Calisma G. 227 29 - 256 2 1 - 3
Uygulanan 125 20 - 145 2 1 - 3
Hacibektas  Calisma G. 112 20 - 132 1 2 - 3
Uygulanan 72 15 - 87 1 2 - 3
Kozakh Calisma G. 166 24 - 190 2 3 - 5
Uygulanan 103 17 - 120 2 3 - 5
Urglip Calisma G. 170 23 - 193 4 3 - 7
Uygulanan 71 22 - 93 4 1 - 5
Ankara Calisma G. - - 44 44 - - 44 44
Uygulanan - - a4 44 - - 27 27
Toplam Calisma G. 2878 321 54 3253 19 21 54 94
Uygulanan 1450 214 44 1708 19 17 33 69
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Tablo 1’e gore olgek gelistirmeye katilanlar nicel ¢calismada yer almamistir. MEB merkez teskilatinda
gorevli mifettislerin yeri Ankara olarak gdsterilmistir. (ciimle silindi)Nicel ¢alisma kapsaminda iDSBUO
dolduran 1708 kisi, nitel ¢alisma kapsaminda goriisme formu ile veri toplanan 69 kisi bulunmaktadir.
Katilimcilara ait betimsel istatistikler Tablo 2’de sunulmustur.

Tablo 2.
Katilimcilara ait Betimsel Istatistikler.
Nicel Calisma Nitel Calisma
Kisisel Bilgiler f % f f
Cinsiyet Kadin 869 50.87 27 39.13
Erkek 839 49.12 42 60.87
Yas 20-25 106 6.21 2 2.90
26-30 383 22.42 9 13.04
31-35 422 24.71 18 26.09
36-40 292 17.10 17 24.64
41-45 226 13.23 13 18.84
46 ve lzeri 279 16.33 10 14.49
Kidem 1-5 399 23.36 5 7.25
6-10 457 26.76 8 11.59
11-15 290 16.98 17 24.64
16-20 217 12.70 18 26.09
21-25 197 11.53 12 17.39
26 ve Uzeri 148 8.67 9 13.04
Egitim On Lisans 56 3.28 5 7.25
Durumu Lisans 1506 88.17 58 84.06
Yiiksek Lisans 143 8.37 6 8.70
Doktora 3 .18 - -
Gorev Ogretmen 1450 84.89 19 27.54
(Meslek) Kurum Yoneticisi 33 1.93 17 24.64
Okul Yoneticisi 181 10.60 - -
Miufettis 44 2.58 33 47.83
Brans Tirkce 131 7.67 5 7.25
Matematik 134 7.85 7 10.14
Fen Bilimleri 104 6.09 2 2.90
Sosyal Bilimler 126 7.38 3 4.35
Rehberlik 44 2.58 2 2.90
Sinif 545 31.91 8 11.59
Okul Oncesi 114 6.67 2 2.90
Yabanci Dil 108 6.32 3 4.35
Din Kltird 73 4.27 2 2.90
Diger 329 19.26 35 50.72
Kurum ilkokul 630 36.89 6 8.70
Ortaokul 582 34.07 6 8.70
Lise 356 20.84 5 7.25
Anaokulu 50 2.93 2 2.90
Kurum 46 2.69 23 33.33
Bakanlik 44 2.58 27 39.13
Calistigi Yer il Merkezi 590 34.54 44 63.77
ilce Merkezi 531 31.09 13 18.84
Belde 215 12.59 6 8.70
Koy 372 21.78 6 8.70
Toplam 1708 100.00 69 100.00

126



Ali Erkan BARIS, Giilsiin ATANUR BASKAN — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 103-146

Veri Toplama Araglari

Bu arastirmada nicel ve nitel verilerin toplanmasinda iki farkl veri toplama araci kullaniimigtir. Nicel
verilerin elde edilmesinde arastirmaci tarafindan gelistirilen 6lgek; nitel verilerin elde edilmesinde ise
yine arastirmaci tarafindan gelistirilen yari yapilandirilmig gériisme formu kullaniimistir.

Nicel verilerin toplanmasi: Arastirmaci tarafindan gelistirilen i¢ Denetim Sisteminin Benimsenme ve
Uygulanabilme Olgegi (iDSBUO) kullanilmistir. Olgek gelistirme igin; sirasiyla taslak hazirlanmasi,
maddelerin olusturulmasi, oOlcegin diizenlenmesi, deneme uygulamasinin gerceklestiriimesi, madde
analizlerinin yapilmasi ile givenilirlik ve gecerlilik calismalarinin yapilmasi adimlari uygulanmistir (Rust &
Golombok, 1997).

Son sekli verilecek 6lgekte yer alacak madde sayisinin en az Ui¢ ya da dort kati kadar madde havuzu ile
baslanmasi 6nerilmektedir (Slavec & Drnovsek, 2012). Madde havuzu olusturulurken en az 60 madde ile
baslanmasi gerektigini savunulmustur (Aguinis et.al., 2009). Bu kapsamda; nihai 6lgcekte 30-40 arasi
madde olmasi hedeflendigi icin, alan yazin taramasi sonucunda madde havuzuna yazilan 131 madde ile
baslanmasinin uygun oldugu degerlendirilmistir. Uzman goriisi alinirken her bir maddenin yanina
“uygun”, “dlzeltiimeli” ve “cikartilmal’” ifadelerine yer verilmis, uygun olan kutucuga “X” isareti
koyulmasi belirtilmistir. Birinci asamada farkli kurumlarda ¢alisan alti i¢ denetgiye sorulmus ve madde
havuzu 74 maddeye indirilmistir. ikinci asamada farklh kurumlarda galisan dért i¢ denetgiye sorulmus ve
madde havuzu 54 maddeye indirilmistir. Uglinci asamada; egitim yonetimi alaninda uzman bes Kkisi,
olgme ve degerlendirme alaninda uzman iki kisi, Tirk Dili ve dilbilgisi alaninda uzman doért kisi ve
doktorasini yapmis iki i¢ denetci olmak lzere toplam 13 kisiden uzman gorisleri alinmistir. Ug soru
cikartilmis ve 12 soru degistirilerek 51 maddelik taslak o6lgek olusturulmustur. Lawshe Teknigi
kullanilarak kapsam gecerliligi orani .87 olarak hesaplanmis ve 13 kisi icin minimum deger olan .54’ten
biylk oldugu icin kabul edilmistir.

Olgek gelistirme siirecinde dncelikle evreni yansitabilecek farkl brans ve farkli kademe seviyesinden
20 6gretmene pilot uygulama yapilarak, 6lgek formunun yaklasik 13 dakikada dolduruldugu ve madde
havuzundaki sorularin agik ve anlasilir oldugu teyit edilmistir. Olcek gelistirirken faktér analizi
yapabilmek icin ulasilacak 6rneklem blyiklGgu ile ilgili farkli calismalar yapilmistir. Guilford (1954), dlgek
gelistirme calismalarinda orneklem sayisinin en az 200; Aleamoni (1976) ise 400 olmasi gerektigini
belirtmistir. Comrey ve Lee (1992), 6rneklem biyukligu olarak 100’G zayif, 200°U orta, 300’ iyi, 500°G
cok iyi ve 1000’'i mikemmel olarak degerlendirmistir. Bazi arastirmacilar ise madde sayisinin en az bes
kati kadar kisiye ulasiimasi gerektigini ifade etmistir (Tabachnick & Fidell, 2013; Tavsancil, 2002). Bu
actklamalar neticesinde, 6lgek gelistirmek icin secgilen érneklem grubu 829 kisi olup, bu gruptaki 526
kisiden gecerli donit alinmistir. Taslak 6lgegin madde sayisinin 51 oldugu dikkate alindiginda, on
katindan fazla sayida kisiyle ¢calisma yapildigi ve yukaridaki dlgutleri karsiladig1 gorilmektedir.

Faktor analizi yapilmadan 6nce uc¢ degerlerin analizi Mahalonobis uzakliklarindan yararlanilarak
saptanmistir. Ki-kare tablo degerinin lizerinde bir Mahalonobis uzakligi degerine sahip olan denekler, ug
deger olarak belirlenmekte ve verilerden gikarilmaktadir. Bu islemler icin .01 manidar degerinin dikkate
alinmasi 6nerilmektedir (Buyukoztiirk, 2003). Mahalonobis uzakliklari puanlarinin ki-kare dagihmindaki
olasiliklarina .01 manidar deger dikkate alinarak bakildiginda on katilimciya ait veride aykiri degerler
tespit edilmis ve bu katiimcilara ait veriler analizden ¢ikarilmistir (Tabachnick & Fidell, 2013). Olgek
gelistirme silirecine 516 katilimciya ait verilerle devam edilmistir.

Faktor analizi, sosyal bilimlerde olcek gelistirme calismalarinda yapi gecerligine iliskin kanit elde
etmek amaciyla en sik kullanilan tekniklerden biridir (Cokluk, Sekercioglu & Buyukoztiirk, 2010). Bu
itibarla, bir faktore verdigi yikiin .40 ve (zeri olmasi, birden fazla faktore verdigi ylikler agisindan .10
altinda bir farkin olusup binisik madde olusmamasi ve faktoriin olusmasi icin en az li¢ maddenin o
faktore .40 Uzerinde yik vermesine dikkat edilmistir. Bu kurallara uymayan maddeler sirayla gikartilarak
tekrar varimax dik dondiirme yontemi kullanilmis ve sonugta 14 madde oOlgekten cgikarilmistir. Son haliyle
37 maddeden olusan IDSBUO; K1 ydntemiyle analizi yapilmis ve dzdegeri birin (izerinde sekiz faktor
olustugu gorilmdistiir. Ayrica K1 yonteminin dogru faktor sayisini tespit etmede yetersiz oldugu
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durumlara rastlanildig icin (Hayton et.al., 2004; Horn, 1965; Linn, 1968; Silverstein, 1977; Zwick &
Velicer, 1986), faktor sayisi belirlemede etkili yontemler olan Paralel Analiz ve MAP testi yontemlerinin
ek kanit olarak kullaniimasina karar verilmistir (Kogak, Cokluk & Kayri, 2016). R yazilimi {psych}
paketindeki komutlar ile analizler yapilmistir. Paralel Analizde sadece ilk sekiz faktérde gergek 6zdegerin
paralel (random) o6zdegerden biyilk oldugu, MAP testinde ise sekizinci basamakta en kigik MAP
degerine ulasildigi igin IDSBUO’niin sekiz faktérlii oldugunu teyit edilmistir.

iDSBUO’nin kabul edilebilirligi igin, i¢c denetim sisteminin benimsenme (iDSB) boyutu ile i¢c denetim
sisteminin uygulanabilme (iDSU) boyutuna ayri ayri agimlayici faktér analizi yapilmistir. Yapilan analiz
sonucunda varimax dondiirme islemine gore sekiz boyutta toplanan 37 maddeye ait degerlerin yukarida
anlatilan asgari yuk degerleri, binisik madde olmamasi ve faktore ait madde sayisi kullarina uygun oldugu
gorilmistir. ic denetimin benimsenme boyutunun 37 madde icin aciklanan varyans % 66.16 olup, KMO
degerinin .92 ve Bartlett testinin, x2(37, N=516) = 10576.12, p<.00, manidar oldugu bulunmustur. i¢
denetimin uygulanabilir bulunma boyutunda 37 madde igin agiklanan varyans % 66.06 olup, KMO
degerinin .92 ve Bartlett testinin, X2(37, N=516) = 10454.41, p<.00, manidar oldugu bulunmustur. Ayrica
iDSBUO’de yer alan sekiz boyuta iliskin ortalama ve standart sapma degerleri ile bu boyutlar arasindaki
iliskinin korelasyon degerleri .01 diizeyinde pozitif yonde manidar oldugu yapilan analiz sonucundan
anlasilmistir. Olgegin giivenirlik calismalari kapsaminda ise Cronbach’s Alpha giivenirlik katsayisi ve (g
hafta araliklarla yapilan test tekrar test glivenirligi ile ilgili degerler Tablo 3’te verilmistir.

Tablo 3.
IDSBUO ve Alt Boyutlarina iliskin Giivenirlik Katsayilari.

Benimseme Uygulanabilme
Degiskenler Cronbach Alpha Test Tekrar Test Cronbach Alpha Test Tekrar Test
iDSBUO .94 74 .94 .75
Mifettis ve Plan/Program .93 .70 .93 73
Danismanhk .87 .64 .86 .59
Raporlar .81 .59 .82 .51
Risk Analizi .82 .65 .82 .60
Denetim Tirleri .89 .70 .88 .68
Denetim .68 .51 .70 .54
KGGP .80 .69 .79 .64
Orgiit Yapisi 71 71 72 .62

Tablo 3’e gore IDSBUO’niin giivenirlik katsayilarinin ¢ok iyi oldugu séylenebilir. Denetim alt boyutu
kabul edilebilir seviyeye ¢ok yakin olmakla birlikte, istenen seviyede degildir. Ancak diger alt boyutlarla
birlikte degerlendirildiginde, tim &lcegin giivenilir oldugu sdylenebilir. IDBSU 6lgek gelistirme yapi
gecerliliginin tespit edilebilmesi icin yapilan DFA sonuglarindan elde edilen alternatif uyum indeksleri ile
iDSBUO’niin gelistirme asamalari tamamlandiktan sonra nihai uygulamanin alternatif uyum indeksleri
Tablo 4’te gosterilmistir. Tablo 4’te gosterilen IDSBUO gelistirme asamalari kabul edilebilir diizeyde
oldugu icin nihai uygulamaya gecilmistir. Bu itibarla Nevsehir il MEM biinyesinde calisan tim ydnetici,
miifettis ve 6gretmenlerden olusan evrene tamamen ulasiimis olup, 6lcek gelistirme grubundaki 829
katimci gikartildiktan sonra 3253 katilimciyla nihai uygulamaya gegilmistir. Nihai uygulamada da
dogrulayici faktor analizinin kabul edilebilir diizeyde oldugu soylenebilir.

Nitel verilerin toplanmasi: Nitel verilerin toplanmasinda arastirmaci tarafindan gelistirilen goériisme
formu kullanilmistir. Oncelikle makale konusu ile ilgili alan yazin incelenmis, arastirmanin alt
problemlerine cevap verebilecek agik, net ve kolay anlasilabilir on gorlisme sorusu hazirlanmistir.
Goriisme sorulari Nevsehir il MEM’de gérevli alti maarif miifettisine gdsterilmis ve bir sorunun ayrilarak
iki soru haline getirilmesine karar verilmis ve anlasilirhgin daha kolay olmasi icin gériisme sorularinda
diizeltmeler yapilmistir. Diizeltme yapilan goérisme sorulari MEB’de goérevli alti maarif mifettisine
gonderilmis, sorularin aglk, net ve kolay anlasilir olup olmadigi kontrol edilmistir. Hazirlanan tim
sorulara mifettisler cevap vermistir ancak denetim raporlari ile ilgili ve ilave edilecek herhangi bir husus
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olup olmadigina dair herhangi bir sorunun sorulmadigi fark edilmis ve bu konularla ilgili iki soru daha
goriisme sorularina eklenmistir. Yeni hazirlanan gériisme formu sorulari egitim yonetimi alaninda uzman
bes kisi, 6lcme ve degerlendirme alaninda uzman iki kisi, Ttrk Dili ve dilbilgisi alaninda uzman dort kisi
olmak Uzere toplam 11 uzmanin goriisine sunulmus ve demografik bilgiler gériisme formuna ilave
edilerek goérisme formunun son hali olusturulmustur. Ayrica katilimcilarin sorulari yanlis anlamasini
diizeltmek ve derinlemesine bilgi elde edebilmek igin alternatif soru ile sondalar hazirlanmistir.
Hazirlanan 13 maddeli gériisme sorulari il MEM’den iki maarif miifettisine uygulanmis ve herhangi bir
menfi durumla karsilasiimamistir.

Tablo 4.
IDBSUOG Dogrulayici Faktér Analizine Gére Alternatif Uyum indeksleri.
Benimseme Uygulanabilme Kabul

Uyum Olgek Nihai Olcek Nihai Edilebilir

indeksleri  Gelistirme Uygulama Gelistirme Uygulama Uyum Kaynaklar

Xz/sd 291 2.25 2.82 4.18 <5.00 Bollen (1989), Simer (2000)

IFI .97 .98 .97 .98 2.90

RMSEA .06 .05 .06 .05 <.08 Browne ve Cudeck (1993), Hu ve

SRMR .06 .05 .06 .05 <.08 Bentler(1999), Siimer, (2000),
Byrne (1998)

GFI .84 .88 .85 .90 >.85 Anderson ve Gerbing (1984),

AGFI .82 .85 .82 .88 >.80 Joreskog ve Sorbom (1993), Cole
(1987), Marsh, Balla ve McDonald
(1988)

NFI .95 .96 .95 .98 >.90 Bentler (1992), Simer (2000)

CFI .97 .98 .97 .98 2.95

Nitel calismalarda gegerlilik ve giivenirlik, nicel ¢alismalardan farkh degerlendirilir (Yildirnm & Simsek,
2013). Nitel calismalarda gegerlilik ve glivenilirlik yerine inandiricilik olmasi gerektigi ifade edilmis (Guba
& Lincoln, 1982) ve inandiricihgin bazi kriterleri belirlenmistir (Houser, 2015). Bu kriterlerden bir ya da
daha fazlasinin belirtilmesi 6nerilmektedir (Creswell, 2003). Bu kapsamda nitel calismada katilimci
teyidinin alinmasi, uzman incelemesinin olmasi, lUggenlemenin yapilmasi ve bu kriterlerin birbirini
desteklemesi, calismanin inandiriciigini artirmaktadir.

Verilerin Analizi

Arastirmanin ilk asamasinda nicel verilerin islenmesi ve ¢6ziimlenmesi, ikinci agamada nitel verilerin
islenmesi ve ¢6zlimlenmesi incelenmistir. Nicel veriler icin betimleyici istatistiklerden, nitel veriler igin
betimsel analiz ve igerik analizinden yararlaniimistir.

Nicel verilerin analizi: iDSBUO’nin analizinde SPSS 20, R yazilimi ve Lisrel 8.80 kullanilmistir. Verilerin
ortalamasinin sozel anlatima donistirilmesi icin ortalama agirligi hesaplanmistir. Olgekte en disiik
puan 1 ve en yiksek puan 5 biciminde degerlendirilmistir. Seceneklerin sinirlari ve verilen agirliklar
belirlendiginde; 1.00-1.79 arasi hig, 1.80-2.59 arasi diistk, 2.60-3.39 arasi orta, 3.40-4.19 arasi buyik
oOlglide ve 4.20-5.00 arasi tamamen biciminde ele alinmistir.

Nitel verilerin analizi: Betimsel analiz, elde edilen verilerin daha 6nceden kararlastiriimis temalara
gdre yorumlanmasi ve dzetlenmesini iceren nitel veri analiz tiiriidiir. igerik analizinde amag elde edilen
verileri aciklayabilecek kavramlara ulasabilmektir (Yildirrm ve Simsek, 2013). Bu analizde veriler
diizenlendikten sonra siniflandirma ve karsilastirma yapilmaktadir (Cohen, Manion & Morrison, 2007).
Betimsel analizde 6zetlenen veriler, icerik analizinde derinlemesine incelenmis ve fark edilemeyen
kavramlar ve temalar ortaya ¢ikarilmistir. Bu kapsamda nitel verilerin analizinde izlenen yol asagida
actklanmistir.

1. Arastirmaci, konu hakkinda sahip oldugu bilgi, tecriibe ve onyargilarini kenara birakip, sadece
arastirmaya katilan kisilerin gérislerini yansitmaya calismistir.
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2. Yari yapilandirmal gorismeler 18-74 dakika arasinda gerceklesmis olup, 23 gorismenin ortalamasi
yaklasik 37 dakikadir. Bu goriismeler esnasinda alinan ses kayitlari, tam olarak transkriptlere
aktarilmig, 27 mufettis ve 19 6gretmenin doldurdugu gorisme formlari ile birlikte, &nemli goérilen
tespit ve fikirler isaretlenerek belirlenmistir.

3. lsaretlenen fikirler alt problemler paralelinde yeniden diizenlenmis ve gereksiz ifadeler transkriptten
cikarilmstir.

4. Transkriptler tekrar degerlendirilerek tiim ifadeler kodlanmis, benzer ifadeler gruplandirilarak gegici
temalar olusturulmustur.

5. Gegici temalar, kodlamalar ile birlikte degerlendirilerek son sekli verilmis ve temalar tam olarak
olusturulmustur.
Nicel veriler ile iliskilendirilen ve arastirmanin alt problemine gore ulasilan sekiz tema Tablo 5’te
verilmistir.

Tablo 5.
Nitel Verilere Gére Temalar.
Alt Problem Temalar/Boyutlar
il Milli Egitim MUdrligi icin amag, yapi ve siireg Mifettis ve Plan/Program
boyutunda nasil bir denetim modeli olmahdir? Danismanlik Faaliyetleri
Raporlar
Risk Analizi

Denetim Turleri

Denetim Faaliyetleri

Kalite Glivence ve Gelistirme Programi (KGGP)
Orgiit Yapisi

Bulgular

Bulgular alt problemlere paralel olarak, 6nce nicel verilere gore i¢c denetim sisteminin gerektirdigi
unsurlarin katihmcilar tarafindan benimsenme durumu ve uygulanabilir bulunma dlzeyi tartisiimis,
sonra nitel verilerle desteklenerek il MEM icin amag, yap! ve siire¢ boyutunda nasil bir denetim modeli
olmasi gerektigi tartisiimistir.

i¢ Denetim Sisteminin Gerektirdigi Unsurlarin Katiimcilar Tarafindan Benimsenme Durumu Nedir?

Katihmcilarin i¢ denetim sistemini benimsemesine iliskin gorislerinin dagilimini gosteren betimsel
istatistik Tablo 6’da yer almaktadir.

Tablo 6.
ic Denetim Sisteminin Benimsenmesine iliskin Betimsel [statistikler.
Katihmcilar Kurum Okul Maarif
(Genel) Ogretmenler Yoneticileri  Yoneticileri  Miifettisleri
Degiskenler X ss X ss X ss X ss X ss
ic Denetim Sisteminin 4.03 45 4.02 .68 4.19 .60 4.10 72 422 71

Benimsenmesi
Mdfettis ve Plan/Program 3.88 .58 3.85 .86 4.10 .74 3.99 91 4.36 .72

Danismanlik 4.35 .62 434 .96 4.45 .81 4.44 .98 4.42 .99
Raporlar 4.34 .58 433 99 449 1.07 4.41 103 4.63 .76
Risk Analizi 4.05 .70 4.04 91 4.26 97 412 102 429 110
Denetim Tirleri 3,59 1.04 3.59 93  3.67 91 343 1.00 433 1.00
Denetim 4.44 57 443 114 445 1.08 455 1.17 432 91
KGGP 4.15 .69 416 107 426 101 422 113 363 1.05
Orgiit Yapis 3.54 .84 3.55 93 386 101 354 95 311 .96
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Tablo 6’ya gore, i¢c denetim sisteminin benimsenmesine iliskin gorislerinin ortalamasi 4.03’tir. Bu
durum i¢ denetim sistemi unsurlarinin katihimcilar tarafindan yiksek diizeyde benimsendigini

gdstermektedir. IDSB’de en yiiksek ortalamanin denetim boyutunda ( X =4.44), en diisiik ortalamanin ise
orgiit yapisi boyutunda ( X =3.54) oldugu gorilmustir.

i¢c Denetim Sisteminin Gerektirdigi Unsurlarin Katihimcilar Tarafindan Uygulanabilir Bulunma Diizeyi
Nedir?

Katihmcilarin i¢ denetim sistemini uygulanabilir bulunmasina iliskin gérislerinin dagilimini gésteren
betimsel istatistik Tablo 7’de yer almaktadir.

Tablo 7.
ic Denetim Sisteminin Uygulanabilmesine iliskin Betimsel statistikler.
Katiimcilar Kurum Okul Maarif
(Genel) Ogretmenler Yoneticileri  Yoneticileri  Miifettisleri
Degiskenler X ss X ss X ss X ss X ss
i(; Denetim Sisteminin 3.52 .69 350 .68 3.77 .60 3.57 .72 3.73 71

Benimsenmesi
Mifettis ve Plan/Program 3.38 .86 3.35 .86 3.77 .74 343 91 3.89 .72

Danismanlik 3.84 96 3.82 96 4.11 .81  3.93 98 3.84 .99
Raporlar 3.77 100 3.75 99 394 107 381 1.03 4.13 .76
Risk Analizi 3.36 93 335 91 3.62 97 333 1.02 358 110
Denetim Turleri 3.59 94 3.58 .93 3.65 91 368 100 3.60 1.00
Denetim 349 113 346 114 372 1.08 359 117 3.78 91
KGGP 369 108 368 107 375 101 376 113 3.41 1.05
Orgiit Yapis 3.34 94 334 93 346 101 3.36 .95 3.05 .96

Tablo 7’'ye gore, i¢ denetim sisteminin uygulanabilir bulmasina iliskin gorislerin ortalamasi 3.52’dir.
Bu durum i¢ denetim sistemi unsurlarinin katihmcilar tarafindan yiksek dizeyde uygulanabilir
bulundugunu gostermektedir. iDSU’da en yiiksek ortalama danismanlik boyutunda ( X =3.84; biyiik
olctide), en diisiik ortalama 6rgit yapisi boyutunda ( X =3.34; orta) gérilmustiir.

il MEM icin Amag, Yapi ve Siire¢ Boyutunda Nasil Bir Denetim Modeli Olmalidir?

Bilginin egemen oldugu toplumlarda egitim sistemlerinin amag, yapi, stire¢ ve sonuglar bakimidan
gozden gecirilmesi gerekmektedir (Stnbdil, 2007). Amag, yap! ve slire¢ boyutlari egitim 6rgltlerinin
temel boyutlari arasinda yer almaktadir (Bursalioglu, 1987). Bu kapsamda amag, yap! ve siire¢ boyutlari
Isiginda denetim modeli lic asamada incelenmistir. Birinci asama amag boyutudur. Giindiiz (2012), her
orgitu belli bir amaci gergeklestirmek lizere olusturulmus yapiya benzetmis, Aydin (1986) ise denetimin
amacini siireci gelistirmek olarak tanimlamistir. Bu kapsamda diger iki asamanin gerekgesi konumunda
olan amag¢ boyutu; yasal mevzuatlar, arastirmanin kuramsal temeli ve ilgili arastirmalardan elde
edilmistir. ikinci ve (glincii asama, arastirmanin veri toplama araglarinda kullanilan sekiz boyut
kullanilarak olusturulmustur. ikinci asama olan yapi boyutu 6rgiit yapisi verilerinden; {iciincii asama olan
sure¢ boyutu mufettis ve plan/program, danismanlik, raporlar, risk analizi, denetim tirl, denetim ve
KGGP verilerinden elde edilmistir.

Amag boyutu: Yasal mevzuatlar, arastirmanin kuramsal temeli ve ilgili arastirmalardaki egitim
denetimi ile ilgili alanlarindan elde edilen bilgilerden amag¢ boyutu incelenmistir. Orgiitler, hedefledigi
amaglari yerine getirebildigi olcliide etkilidirler. Etkili ve verimli orgitlerin mihenk tasi amagclaridir.
Orgiitiin amaglari, her tiirli etkinlik icin zaruridir. Orgiitsel amaclar; etkili ve verimli stratejilerin,
yontemlerin, politika ve ilkelerin belirginlestiriimesinde kilavuzluk yapan bir isleve sahiptir (Hicks, 1979).
Bu itibarla iyi belirlenen amag olmadan, iyi bir slire¢ gecirmek ve iyi sonu¢ almak mimkin degildir. Bu
kapsamda egitim denetiminin amaci; egitimsel esitligi saglayarak okul basarisi ile 6gretimi gelistirmek ve
o6grenci basarisini artirmaktir (Blase & Blase 2002). Kisaca 6zetlersek, denetimin amaci sistemi daha iyi
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calisir hale getirmektir. Bu amaca hizmet etmek icin ise bu ¢alismada ¢agdas denetim yontemlerinden i¢
denetim sistemi milli egitim bakanhg tasra orgiiti denetim sistemine uyarlanmaya c¢alisiimistir. Bu
kapsamda nitel calisma ile elde edilen veriler her bir 6gretmen, yonetici ve mufettis icin kodlanmis ve
Tablo 8’de sunulmustur.

Tablo 8.
Amag Boyutu Tema ve Kodlarina iliskin Katilimci Gériisleri.
Ogretmen Kurum Yéneticisi Maarif Miifettisi
(19) (17) (33)

Amag¢ Modeli f % f % f %
is birligi icinde hedeflere ulasmaktir. 14 74.00 5 29.00 4 12.00
Egitimin kalitesini ve niteligini artirmaktir. 9 47.00 4 24.00 11 64.00
Ogretmenin bilgisini artirmaktir. 13 68.00 6 35.00 17 52.00
Ogrenci basarisini artirmaktir. 4 21.00 2 12.00 11 33.00

Tablo 8’e gore, ama¢ modelin 6ziinde 6gretmen oldugu distnlebilir. Denetimlerin karsilkli istisare
icerisinde yapilmasinin ve bu itibarla herkes tarafindan kabul edilen bir denetim modelin beklentiler
icinde oldugu soylenebilir.

Yapi: boyutu: Bireysel gorisme ve gorlisme formlarindan toplanan veriler 1siginda yapi boyutu
incelenmistir. Arastirmanin nitel boyutunda belirlenen temalara gore olusturulan kodlar Tablo 9’da
gosterilmistir.

Tablo 9.
Yapi Boyutu Tema ve Kodlarina fliskin Katilimci Gériisleri.
Ogretmen Kurum Maarif Miifettisi
(19) Yoneticisi (17) (33)
Temalar Kodlar f % f % f %
Orgiit il Milli Egitim Mudurine bagli olmamalidir. 3 16.00 16 94.00 31 94.00
Yapisi bakanlga bagl olmali. 2 11.00 2 12.00 11 33.00
bolgede kurulacak Teftis Kuruluna bagli olmalidir. - .00 7 41.00 13 39.00
valiye bagh olmal. - .00 3 18.00 3 9.00
mevcut diizenleme yerindedir. - .00 1 6.00 2 6.00
bagimsiz karar verebilecek bir yerde olmaldir. 17 89.00 16 94.00 30 91.00

Tablo 9’a gore, neredeyse tim katilmcilar tarafindan en énemli konunun mufettislerin bagimsizhg
oldugu disiiniilmektedir. Ayrica miifettislerin il MEM’e bagl olmamalari diger 6nemli konulardan biridir.
Mevcut denetim sisteminin benimsenme dizeyinin ise oldukga dislik oldugu gorilmektedir.

Siire¢ boyutu: Alfonso, Firth ve Neville (1975) denetimi slire¢ boyutuyla ele almis ve siireci denetimin
amag ve alt sistemlerin bir bilesimi olarak kabul etmistir. Bu itibarla amag¢ ve yapi modeline uygun, alt
boyutlarin incelenmesiyle siire¢ boyutu olusturulmustur. Bireysel gorlisme ve goriisme formlarindan
toplanan veriler 1s18inda sire¢ boyutu incelenmistir. Arastirmanin nitel boyutunda yari yapilandirmali
gorisme ve gorisme formu verileri kodlanarak analiz edilmistir. Verilerin analizinde ortaya ¢ikan temalar
ve kodlar Tablo 10‘da sunulmustur. Tablo 10’da belirlenen temalar ve kodlarin kullanilma sikhigi
gosterilmistir. Mufettis ve plan/ program, danismanlik ve denetim boyutlarinda daha fazla degisiklik
beklentisi oldugu anlasiimaktadir.

Tartisma, Sonug ve Oneriler

Bu arastirmada katilimcilarin i¢ denetim sistemini bliylik Olclide benimsedigi ve uygulanabilir
bulundugu gorilmustir. Ayrica maarif mufettisleri ic denetimi tamamen benimsemistir. Denetimin
uygulayicisi olan maarif mufettislerinin i¢ denetimi tamamen benimsemesi ¢ok 6nemli bir noktadir.
Yaman da (2008) i¢ denetimin benimsenmesi ve uygulanabilir bulunmasi ile ilgili yaptigi ¢alismada
benzer sonuglara ulasmistir. Arastirmasinda, MEB merkez teskilatinda calisan yonetici ve denetgi
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gorislerini alarak i¢c denetimin benimsenme ve uygulanabilirligini incelemis ve uygulanma standartlari ile
etkinlestiriimesi ve gelistirilmesi disindaki diger boyutlarda katilimcilar tarafindan blyuk Olglide
benimsendigi ve uygulanabilir bulundugu saptamistir.

Tablo 10.
Siire¢ Boyutu Tema ve Kodlarina lliskin Katilimci Gériisleri.
Ogretmen Kurum Maarif
(19) Yoneticisi (17)  Miifettisi (33)
Temalar Kodlar f % f % f %
Mifettis ve Mifettislerden beklenti rehberlik ve egitim 11 58.00 10 59.00 18 55.00
Plan/Program liderligidir.
Mifettisler farkh branslarda olmalidir. 7 37.00 12 71.00 19 58.00
Farkh bolim mezunlarindan da mifettis 5 26.00 9 53.00 7 21.00
olsun.
Mifettisler sorusturma yapmaktan, 4 21.00 7 41.00 12 36.00
rehberlige zaman ayiramiyor.
Miifettislerin bilgi ve becerileri yetersizdir. 7 37.00 6 35.00 1 3.00
Miifettis sayisi yetersizdir. 4 21.00 4 24.00 18 55.00
Okullar mifettise zimmetlenmelidir. 7 37.00 1 6.00 3 9.00
Mifettisler hizmet igi egitiminde iletisim 15 79.00 7 41.00 4 12.00
zafiyetlerini gidersin.
Mifettislerin hizmet igi egitimlerini egitim 11 58.00 3 18.00 12 36.00
yonetiminde uzmanlasmis akademisyenler
versin.
Danismanlik Rehberlik ve denetimi yapan gruplar 5 26.00 7 41.00 14 42.00
ayrilmalidir.
Rehberlikte dncelik, meslege yeni baglamis 9 47.00 4 24.00 19 58.00
ve yonetici tarafindan yetersiz bulunan
kisiler olmahdir.
Rehberlik seminer doneminde yapilmaldir. 4 21.00 5 29.00 5 15.00
MEBBIS iizerinden rehberlik istegi olmaldir. 9 47.00 2 18.00 2 6.00
Denetim Denetim raporlari az ve 6z olmalidir. - .00 7 41.00 12 36.00
Raporlari
Risk Analizi Okullarin risk degerlendirmesi belirlenen 9 47.00 10 59.00 22 67.00
kriterlere gore yapiimalidir.
Denetim Tuiri Ders denetimi olmalidir. 2 11.00 6 35.00 17 52.00
idare denetimi olmaldir. 5 26.00 6 35.00 20 61.00
Denetim Denetim standartlari farkli kategorilerde 6 32.00 9 53.00 12 36.00
olmahdir.
Denetimlerde veli ve 6grenciler de olsun. 1 5.00 2 18.00 2 6.00
Denetimlerde ziimre bagkanlari da olsun. 8 42.00 2 18.00 1 3.00
En iyi denetimi liyakatli okul muduri yapar. 15 79.00 7 41.00 5 15.00
Miifettis ve denetim beni rahatsiz ediyor 15 79.00 5 29.00 2 6.00
Zumre baskanlari denetimde goérev alsin. 8 42.00 3 18.00 4 12.00
Okul madur yardimcilari evrak isinden 3 16.00 9 53.00 5 15.00
kurtarilip, denetime dahil edilsin.
Siresi uzun ama az sayida denetim 6 32.00 5 29.00 6 18.00
yapilmalidir.
Mevcut denetim sistemi uygundur. 3 16.00 1 6.00 9 27.00
KGGP Mifettislerin performanslari kontrol 11 58.00 7 41.00 3 9.00

edilmelidir.

ic denetim sistemi 6gretmen, ydnetici ve miifettislerin gorislerine gére benimsenen ve il MEM icin
uygulanabilir bulunan bir model olmakla birlikte, eksik ya da gelistiriimeye ihtiya¢ duyulan konular nitel
calisma ile elde edilmis ve il MEM denetim sistemine uyarlanmistir. il MEM icin amag, yap! ve siire¢
boyutunda bir denetim modeli olusturulmus ve asagida aciklanmistir.
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Amag Modeli

Ozmen ve Giingdr'e (2008) gore egitim denetiminin amaci belirlenen hedeflere ulasmak icin yol
gostericilik yapmaktir. Yol gostericilik ya da yonlendiricilik ise egitim liderligi ile olur (Celik, 2000). Cagdas
denetim anlayisinin temel degerlerinden olan egitim liderligi ise, mufettislerden en fazla beklenen
davranislardan bir tanesi oldugu bu arastirmada ortaya konulmustur. Ogretmen gériislerine gore,
ogretmenlerin akranlarindan ya da okul ydnetiminden gereksinim duyduklari bilgi ve deneyimleri
alamadiklari gérilmis ve egitim liderligi adi altinda rehberlik ihtiyaclari oldugu degerlendirilmistir.

Holland ve Garmann’e (2001) goére alani kirleten temel durum, egitim denetiminin O6gretmen
denetimine dénismesidir. Bu dénisime izin vermemek igin denetim ve rehberligin belirlenen amaglar
1siginda karsilikli istisare ile yapilmasi ve bu itibarla egitimin mihenk tasi olarak varsayilan 6gretmenlerin
egitim denetiminde s6z sahibi olmasi beklenmektedir. Ogretmenleri degerli kilmak, onlara hak ettigi
sayginligi kazandirip motivasyonunu artiracak, gelecegin teminati ¢cocuklarin daha 6zgiivenli yetismesine
yardimci olacaktir. Bu kapsamda c¢agdas denetim yaklasimlarinin ortak degerlerinden egitim liderligi,
isbirlikci, katilimci, destekleyici, karsilikli iletisim gibi olumlu terimlerin (Glanz,2005) olmadigi bir denetim
modeli gliniimiiz sartlarinda kabul edilmesi disliniilemez. Bu terimler ama¢ modelinin vazgecilmez
unsurlari olmalidir.

Yapi Modeli

il diizeyinde maarif mifettislerinin tegkilatlanmasi énem arz etmektedir. Onemli olan nokta,
arastirmada neredeyse tim katiimcilarin ifade ettigi mifettislerin bagimsiz ve tarafsiz kalabilmesi
noktasidir. Bu konudaki sikayetlerin temelinde; mifettislerin sirali amirlerden, siyasetten, goris
farkhhklarindan ve tanidik ya da es-dost olarak adlandirilanbilen kisilerden etkilenebilecegi, yapilan
goérismelerden anlasiimaktadir. Ayrica maarif mifettislerinin il MEM’e bagl olarak calismasinin uygun
olmadigr tim katilimcilarin ortak gorisii oldugu disiiniilmektedir. Ayni zamanda tim mifettislerin
MEB’e hiyerarsik bakimdan direk olarak bagli olmasi; MEB'in is yukini artirmasina, etki-tepki-rapor
Uglistnun yavaslayip hizli bilgi alis verisinin olmamasina, miifettislerin MEB ile iletisiminde bdlge teftis
kurullarindaki kadar rahat hareket edememesine neden olabilir. Bu kapsamda mifettislerin bolgelerde
olusturulacak teftis kurullarina hiyerarsik olarak bagl olmasinin en etkili yontem oldugu
diistinilmektedir. Kurum ve Cingir da (2017), miifettislerin il MEM’e bagh calismalarinin uygun
olmayacagini belirtmistir. Yapilan o6neride ise denetim bolgelerinin kurulmasinin uygun olacagi
belirtilmistir. Oztiirk (2014) denetim &rgiit yapisinin degisip, bolge sistemine gecilmesinin uygun
olacagini belirtilmistir. Karakaya da (2002) miifettislerin il MEM ve valiliklerden bagimsiz bir denetim
modelinde yer almasinin uygun oldugunu belirtmistir. Ozmen ve Sahin (2010) ise, maarif miifettislerinin
yerel gruplarin baski ve mudahalelerinin 6nline gecilebilmesi icin bdlge dizeyinde o6rgiitlenmenin
saglanmasi gerektigini vurgulamistir.

Olusturulacak bolge teftis kurullarinin nereye ve kag¢ adet kurulmasi gerektigi de dikkat edilmesi
gereken bir konudur. Bolge teftis kurullarinin yerini ve sayisini sadece cografi bolge olarak dislintip yedi
cevabini vermek dogru olmayacaktir. Bu bolgeler; insanlarin kiltiir, egitim seviyesi, egitim istatistikleri,
nifusun yogunlugu, bolgesel kalkinma, sosyo-ekonomik gelismislik siralamasi, cografi konum vb.
degiskenler i1siginda detayh bir arastirma yapilarak belirlenmelidir. Kalkinma ajanslari bu 6rgiitlenmeye
drnek olabilir. Kalkinma ajaslari yukarida sayilan 6zelliklere gére teskilatlanmislardir. Sadece istanbul
iline ait bir bdlgenin kurulmasi ya da gelisime daha ¢ok ihtiya¢ duyalan dogu Anadolu bélgesine kuzey,
orta ve glney illerini kapsayacak Ug¢ farkli bolgenin kurulmasi uygun érnekler olabilir. TEM-SEN (2018),
mevcut denetim sisteminin beklentilerden ¢ok oldugunu ima etmis; illerin sosyoekonomik gelismislik
dizeyleri, nifuslari, personel ve kurum sayisi, is yogunlugu vb. 6zellikleri dikkate alinarak azami 12
bolgede teftis kurullarinin olusturulmasi gerektigini belirtmistir. Yapilan agiklamalar i1siginda, il diizeyinde
olusturulacak rehberlik ve denetim baskanliklari bolgelerde olusturulacak teftis kurullarina, bu
kurullarda MEB’e hiyerarsik olarak direk bagli olmalarinin uygun oldugu degerlendirilmistir.
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Siireg Modeli

Mifettislerin gérev tanimlari 6ncelikle iyi belirlenmelidir. Halihazirda miifettisler zamaninin biyuk bir
kismini sorusturma ve inceleme faaliyeti ile gegirdigi katihmcilarin gérislerinden anlagilmaktadir. il
dizeyinde gorevlendirilen mufettislerden beklenti rehberlik olduguna gore, bu mufettislerin sorusturma
ya da inceleme gorevi bulunmamasi gerekir. Cagdas denetim yaklasimlarinda sorusturma yapan
miifettislerin rehberlik yapamayacaklari daha 6nce yapilan arastirmalarda da (Balaban, 2005; Balci et.al.,
2007; Basar, 2000; Dongel, 2006; Memduhoglu et.al., 2007; Memduhoglu & Taymur, 2009; Sahin, 2005;
Tasar, 2000; Taymaz, 2012; Uyanik, 2007; Yildirim, 2007) vurgulanmis, ancak ¢ok fazla bir degisimin
olmadigr ile ilgili elestiriler devam etmistir (Kapusuzoglu, 1988; Karagdzoglu,1977). Sorusturma
faaliyetlerini diger kurumlarda oldugu gibi yoneticilerin yapmasi uygun olabilir. Ayrica gerekli hallerde
bakanliktan mufettis talep edilebilmelidir.

Ogretmenler denetim ve miifettis kavramlarini soguk, itici, rahatsiz edici bulmaktadirlar. Bu kavram
Uzerinde daha fazla ¢alismak ve ¢6ziim 6nerileri bulmak gerekmektedir (Green, 2005). Gordon denetim
kavrami yerine mesleki gelisim, mifettis yerine egitim lideri isimlerini Gnermektedir (Holland & Garman,
2001). Burada 6nemli olan isimler olmamakla birlikte, uygulama acisindan degisime gidilmesi 6gretmen
motivasyonunu artiracagl disliniilmektedir. Ayrica miifettisler 6gretmenlere yeterli seviyede rehberlik
yapamadigi vurgulanmistir (Aksit, 2006; Gokalp, 2010; Kayikel ve Kuralay, 2011; Oktar, 2010; Ovali, 2010;
Ozdemir, Ozan Boydak ve Akgiin, 2011). Bunun sebebi olarak miifettislerin planlama ve mevzuat
konularinda rehberlige gore daha iyi olduklari ve mifettislerin daha ¢ok formal kaliplar ¢ercevesinde
hareket ettikleri belirtilmistir (Arslantas, 2007). Bu kapsamda denetim ve rehberlik faaliyetlerini icra
edecek mifettisleri kendi icerisinde ayirmanin faydali olacagi kabul edilebilir. Denetimi yapacak kisileri
miifettis, rehberligi yapacak kisileri egitim uzmani olarak nitelendirmenin uygun oldugu
degerlendirilmistir. Ayrica 6gretmenlerin temel beklentisi rehberlik olduguna gore, illerde bulunacak
egitim uzmani sayisinin miifettis sayisindan ¢ok olmasi beklenmektedir. Ayni zamanda Universitelerin
farkh bélimlerinden mezun olmus kisilerin mifettis olmasi beklentiler arasindadir. Bu itibarla mifettis
olarak atananlarin, Gniversitelerin hukuk, maliye, iktisat, kamu yonetimi gibi bolimlerden mezun olmasi,
egitim uzmanlarinin ise egitim bilimlerinden mezun olmasi uygun olacaktir. Mifettisler sadece idari
denetim yaparak, okul yénetimi ile iletisime gegecektir. Egitim uzmanlari ise hem okul yonetimi hem de
o6gretmenlere egitim ile ilgili konularda rehberlik hizmeti verecektir. Bu planlama ile mevcut durumdaki
tezatlk da ortadan kalkacaktir. Mevcut durumda; mifettisler egitim kokenli olmalarina ragmen ders
denetimi yerine sistem, performans, mali, uygunluk ve siire¢-sonug denetimleri, kisaca idari denetim
yaptiklari séylenebilir. Rehberlik yapacak egitim uzmanlarinin da farkh branslardan olmasinin fayda
saglayacagi degerlendiriimektedir. Bununla birlikte orgiitleme ilkelerinden yetki ve sorumluluk denkligi
ilkesi geregi, il bazindaki tim okullarin egitim uzmanlarina paylastirilip, birebir sorumluluk vermenin
egitim kalitesini artiracagi duslnulebilir.

Ogretmen veya ders denetimiyle ilgili yapilan bircok elestiri vardir (Aksu & Mulla, 2009; Badavan,
1994; Samanci, Tascloglu & Cetin, 2009; Seylim, 2009; UNESCO, 2007; Yaman, 2009; Yavuz & Yildirim,
2009). Bu arastirmaya gore ders denetimini liyakatle segilmis okul yoneticileri ve il dizeyinde bilgi, beceri
ve deneyime gore segcilecek zlimre baskanlarinin yapmasinin beklentiler iginde oldugu soylenebilir. Altun
da (2014) 6gretmen gorislerine gore, 6gretmen denetimini oncelikle okul yoneticilerinin ve zimre
baskanlarinin yapmasi gerektigi sonucuna ulasmistir. Yildirnm ve Demirtas da (2012) yeni denetim
modelinde okul middrlerinin yetki ve sorumluluklarinin artirilmasi ve okul merkezli bir denetim
anlayisinin benimsendigini belirtmistir. Aslanargun ve Goksoy da (2013) ders denetiminin bazi kaygilar
olsa da liyakatli okul midurleri tarafindan yapilmasinin en uygun metot oldugunu belirtmistir. Liyakatli
okul midirlerinden beklenen, yonetim siiregleri konusunda yeterli bilgiye sahip olup, bu bilgiyi
uygulayabilmesidir (Agaoglu, 2002; Balci, 1993; Basaran; 1993; Cakir, 2006; Drysdale et al., 2009; Ozden,
1999; Sagir, 2011). Mevcut diizenlemede de ders denetimini okul yoneticileri yapmaktadir. Ancak okul
yoneticilerinin sadece sinavla ya da objektif olmayan kriterlere gére milakatla segilmesinin liyakat
temeline dayanmadigi belirtilmistir (Apa, 2017). Ayrica okul mudir yardimcilarinin is yukindn bayak bir
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oranini evrak islerinin olusturdugu yapilan gérismelerden anlasilmakta olup, okullara atanacak bir
memur ile insan kaynagini daha etkili kullanilmaya baslanabilecegi dusiinilmektedir.

Ozberk ve Atanur Baskan (2018), egitimde basarili olmus Ulkelerin 6gretmen degerlendirme
modellerinin incelenebilecegini ifade etmis ve bu kapsamda Hollanda basta olmak Uzere birgok basarili
lkede risk esasl denetimin yapildigi belirtilmistir (Kurum ve Cingir, 2017). Katipoglu (2014) risk esash
denetimin mufettisler tarafindan benimsendigi ve okullarda uygulanabilir oldugunu ifade etmistir. Bu
arastirmada da denetimlerin risk esasl yapiimasinin uygun oldugu katiimcilar tarafindan kabul
edilmistir. Risk esasli denetim sayesinde basarili okullarda denetim olmayacak, 6gretmen veya
yoneticilere olumlu motivasyon saglanacaktir. Ayrica basarisiz olarak kabul edilen okullara daha gok
zaman ve daha ¢ok imkan tanima olasiligi ortaya ¢ikacaktir.

Denetim faaliyetini icra edecek miifettisler ile rehberlik faaliyetini icra edecek egitim uzmanlarinin
iletisim konusunda akademisyenler ya da iletisim uzmanlari tarafindan belirli periyodlarla hizmet igi
egitime alinmasinin da fayda saglayacagi, yapilan arastirmadan anlasiimaktadir. Bununla birlikte,
tilkemizde 93 egitim fakiiltesi ve 45 egitim bilimleri enstitiisii bulundugu dikkate alindiginda (YOK, 2019),
egitim yonetimi ve denetimi alaninda uzmanlasmis akademisyenlerin mifettislere ve egitim uzmanlarina
katacaklari ¢ok fazla konu oldugu degerlendirilebilir. Bu ¢alisma ayni zamanda Uglinci nesil Universite
olarak adlandirilan, tiniversitedeki bilimsel verileri toplum faydasina dénustiirmeyi esas alan bir modelin
de baslangici olabilir.

Bolgelere gore denetim standartlarinin farklilagmasi gerektigi, yapilan arastirmadan anlagiimaktadir.
Ankara’nin Cankaya llgesi ile Nevsehir'in Kozakli ilgesindeki okullarin imkanlarina gore farkhlik
gosterecegi asikardir. Bu farkliliktan kaynaklanan adaletsizligi gidermek gerekir. Bu itibarla denetim
standartlarinin, MEB Atama ve Yer Degistirme Yonetmeliginde belirtilen hizmet bolgelerine gore
belirlenmesinin uygun olacagi dusiinilmektedir. Buna gére 6gretmen ihtiyaci, cografi durum, ekonomik
ve sosyal yonden gelismiglik diizeyi, ulasim sartlari ile hizmet gereklerinin karsilanmasi yoniinden
benzerlik gosteren iller gruplandirilarak i¢ hizmet bolgesi olusturulmustur. Ayrica, 6gretmen atamasi ve
¢alistirlmasinda glglik derecesi bakimindan benzerlik gosteren egitim kurumlari gruplandirilarak alti
hizmet alanina ayrilmistir. U¢ hizmet bélgesi ve alti hizmet alanina gére hizmet puani verilmektedir.
Denetim standartlari da bu hizmet bolgeleri ve hizmet alanlarina paralel olarak MEB tarafindan
hazirlanmalidir. Birinci hizmet bélgesinin ve birinci hizmet alaninin denetim standartlari yliksek veya
fazla iken, alt kademe hizmet bolgesi ve hizmet alanlarina gectikce denetim standartlari da azaltiimali
veya dusarilmelidir.

Mifettislerin ve egitim uzmanlarinin kalite giivence ve gelistirme programi kapsaminda bakanlik ya
da bolge teftis kurullarinca denetlenmesi gerekmektedir. Miifettislerin ve egitim uzmanlarinin
performanslari belirlenen seffaf kriterlere gére degerlendirilmelidir. Beycioglu ve Donmez’e (2009) gore
de mifettisler denetlenmeli ve 6zelestiri yaparak kendilerini gelistirmelidir.

Denetimde faaliyetlerinde; oOncelikle ¢ yilik denetim plani ve vyillik denetim programlarin
hazirlanmalidir. Bu plan ve programin hazirlanmasi icin ti¢ asamali bir stire¢ gerekmektedir. Birincisi, ilde
bulunan tim kurum ve okullarin denetim evreni hazirlanmalidir. Her kuruma ve okula gidilip, buralarin
rontgeni ¢cekilmeli ve tim sireg ve faaliyetler belirlenmelidir. Denetim evrenini hazirlamak uzun soluklu
bir is olup, detayl hazirlanmalidir. Ciinkii diger asamalar denetim evrenine gére planlanmaktadir. ikinci
asamada risk analizi yapilmalidir. Denetim evrenindeki tiim sireg ve faaliyetlerin risk analizi yapilmaldir.
Risk analizi etki ve olasilik faktérlerine gore degerlendirilmelidir. Etki faktoriinde sosyal etki, mali etki,
itibar etkisi, usulsiizlik etkisi; olasilik etkisinde akademik basari, 6grenci sayisi, okul tiird, disiplin olaylari,
okul ¢evresinin sosyo-ekonomik yapisi, devamsizlik, bagimlilik kategorileri olabilir. Bu kategorilere gore
etki ve olasilik puanlari bir ile bes arasinda alinacak sekilde risk analiz modeli uygulanabilir. Risk analiz
modeline gore 1-9 puan araligindakiler, kritik olmayan dusik dizeyli riskler; 10-18 puan araligindakiler
problemlere neden olabilecek orta diizeyli riskler, 19-25 puan araligindakiler éncelikli olmasi gereken ve
ciddi problemlere neden olabilecek yiiksek diizeyli riskler olarak siniflandirilabilir. Ugiincii asama
denetim alanlarinin 6nceliklendirilmesidir. Denetim evreninde bulunan tim siire¢ ve faaliyetler igin
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yapilan risk analizine gore alinan en yiksek puandan baslanarak denetim alanlari 6nceliklendirilir.
Mevcut mifettis sayisina gore yillik denetim programi hazirlanir ve ilgili kurumlara veya okullara
gonderilir. Risk analizleri her yil glincellenerek denetim programlari yenilenir. Denetim Programi
hazirlandiktan sonra, denetim {ic asamada yapilir. Bunlar 6n galisma, saha ¢alismasi ve raporlama
asamalaridir. On calisma, denetimi yapilacak faaliyet ya da siirecin anlasilmasini, saha galismasini etkili
ve verimli bir sekilde yirutilmesini ve denetimde dogru alanlara yogunlasmayi saglar. Bu asamanin
genel amaci denetim konusuyla ilgili bilgileri toplamak ve saha galismasinda uygulanacak denetim
testleri belirlemektir. Bu asamada oncelikle denetim ile ilgili konuda 6n arastirma yapilir. Daha sonra ilgili
yonetici ve ilgili 6gretmen grubu ile agilig toplantisi gergeklestirilir. Bu toplantida; denetimin amaci,
kapsami, yontemi, faydalari ile denetim suregleri hakkinda bilgi paylagimi yapilir. Daha sonra riskler
belirlenir ve buna gore kontroller olusturulur. Kontrolleri 6lgmek igin testler olusturulur. En son olarak da
gorev is programi ve risk kontrol matrisi olusturulur. Gorev is programi, uygulanacak testlerin hangi
miifettis tarafindan ne zaman yapilacagini gosterir. Risk kontrol matrisinde ise, hangi riske hangi
kontroliin yapilacagini ve hangi testin uygulanacagini gdsterir. ikinci asama saha calismasidir. Saha
calismasi, ©6n calismada belirlenen testlerin uygulanmasidir. Bu c¢alismada, denetim testleri
gerceklestirilir, test sonuglarinin analizi yapilir ve bu analizlere gore denetim bulgulari olusturulur.
Uglincii asama denetim bulgularinin denetlenen birimle paylasiimasi ile baslar. Buradaki amag yanls
anlasilmalari 6nlemek ve karsilikli istisare ile bulgular ve oOnerilere denetlenen birimin katilip
katilmadigini anlamaktir. Daha sonra kapanis toplantisinda, bulgularda yer alan hususlarda her iki tarafin
birbirini tam olarak anladigi teyit edilir. Denetlenen birimin, bulgulara katilmasi ve kapanis toplantisi
sonuglarini da dikkate alarak, uygun bir zamanda eylem plani sunmasi gerekmektedir. Bu planda
yapilmasi gereken somut faaliyetlere, bu faaliyetlerden kimin sorumlu olacagl ve bu faaliyetlerin ne
zaman tamamlanacagi bilgisi bulunur. Denetlenen birimden eylem planlari alindiktan sonra, denetim
raporu hazirlanmaya baslanir. Denetim raporunda; denetimin amaci, denetimin kapsami, denetimin
yontemi, tespitler, dneriler, eylem plani, bulgunun 6nem diizeyi, denetim gorisi, iyi uygulamalar ve
basarili performanslar belirtilir (IDKK, 2013).

Rehberlik faaliyetleri; belli araliklarla yapilmasi gereken, bilgi ve becerilerini artiran, gelistirici bir
strectir (EURYDICE, 2012; Kart, 2009). Bu faaliyetler kisisel gelisim olarak dustintldiglinde 6gretmen ve
okul yoneticileri icin 6nemli bir yer tutacaktir. Bir milyonun lzerinde 6gretmen sayisi dikkate alindiginda,
tim Ogretmenlere hizmet ici egitim verilmesi imkansizdir. Ancak rehberlik faaliyeti ile bu eksiklik
giderilebilir. Rehberlik faaliyetleri, kisisel gelisim olarak dusiinildiginde 6gretmen ve okul yoneticileri
icin 6nemli bir yer tutacaktir. Rehberlik faaliyetleri iki asamada planlanabilir. Birinci asamada, meslege
yeni baslamis ve yoneticileri tarafindan belirlenen kriterlere ulasamayan 6gretmenler olmalidir. Meslege
yeni baslayan 6gretmenlerin en zor ve en giic dénemi, bu dénem olarak goriilmektedir (Balci, 2000). Bu
donem 6gretmenlerin mesleki sosyallesme icin bir gecis donemidir (Hoy ve Woolfolk, 1990). Meslege
veni baslayanlara yapilacak rehberlik faaliyetinin, 6gretmenlerin kurumsal aidiyetini ve meslege
baghhgini saglamada en o6nemli etken oldugu belirtilmistir (Lay vd., 2005). Okul mduddurleri ise
ogretmenlerin gelisimine rehberlik ederek oOgretimsel liderlik vasiflarini yerine getirmesi gerektigi
belirtilmistir (Botello ve Glasman, 1999). Bu asamada, yilda iki kez yapilan seminer dénemi olarak
adlandirilan mesleki calisma programlarinda birebir rehberlikle 6gretmenler vyetistiriimelidir. Bu
rehberligin kapsami ¢ok detaylandiriimis ve uygulamali olmalidir. ikinci asamada ise, egitim ve dgretim
yili boyunca kesintisiz tiim personele yapilmalidir. Bu rehberligin amaci 6gretmen ve yoneticilerin moral
ve motivasyonunu artirmak olmalidir. Clinki moral ve motivasyon degerlerinin 6gretmen niteligini
belirleyici en 6nemli unsurlardan biri oldugu ifade edilmektedir (Johnson, 2008). Bu rehberligin kapsami
ise genel konulari, beklentileri ve konjonktiiri kapsamalidir. Rehberlik faaliyetleri planli ve plansiz olarak
da ayrilmalidir. Planh rehberlik faaliyetleri egitim ve 6gretim yili baslamadan yayinlanmalidir. Plansiz
rehberlikte ise, s6z sahibi 6gretmen ve okul yéneticileri olmalidir. MEBBIS (izerinden ya da farkli bir
iletisim Gizerinden hizli bir sekilde rehberlik istegine cevap verilebilmelidir. Rehberlik faaliyetlerinin temel
felsefesi; 6gretmen, yonetici, egitim uzmani veya mifettislerin ayni gemide oldugunu kabullenmekle
baslamali, geminin limana ulasabilmesi icin herkesin katkisinin olmasi gerektigi anlayisiyla bitirilmelidir.
Ogretmenler egitim uzmani okula geldi diye cekinmemeli aksine mutlu olacak bir iklim olusturulmalidir.
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Arastirma sonucunda elde edilen bulgular ve sonuglar dogrultusunda, arastirmaya ve uygulamaya
yonelik éneriler iki kisimda sunulmustur.

Arastirmaya yonelik 6neriler sunlardir;

e Bu arastirma MEB’e bagli resmi okul ve kurumlari kapsamaktadir. Ozel okul ve kurumlarda benzer
arastirmalar yapilabilir.

e Bu arastirmada belirtilen risk degerlendirmesi ile ilgili detay ¢alisma vyapilabilir. Risk
degerlendirmesinin hangi kriterlere gére yapilacagi énem arz etmektedir. Ayrica okul ya da
kurumlarin risk puanlarina gére belirlenecek denetim ve rehberlik siirelerinin, mifettis veya egitim
uzmanlarinin sayisina gére planlanmasi yapilabilir.

* Denetim standartlarinin Tirkiye’deki tiim iller, ilceler ve mimkiinse okullara gore belirlenecek
calismalar faydalh olabilir.

¢ Bolgelerde kurulacak teftis kurullarinin yerleri ve bu kurullarda c¢alisacak miifettis sayilarinin
belirlenmesine yonelik calismalar yapilabilir.

* Cagdas denetim yaklasimlariyla ilgili farkh calismalar yapilarak, egitim denetimine yenilik getirilebilir.

¢ Her gegen giin 6neminin arttigi belirtilen rehberlik faaliyetlerinin etkililigini ve verimliligini saglamak
icin farkh calismalar yapilabilir.

Uygulamaya yonelik éneriler sunlardir;

e Ogretmen ya da ders denetimini mevcut uygulamada okul yoneticileri yapmaktadir. Ancak okul

middrlerinin secimi ile ilgili endiselerin oldugu anlasilmaktadir. Dolayisiyla okul mudurlerinin

seciminde belirlenecek kriterlerin adaletli, seffaf ve liyakate dayali olmasi gerekmektedir. Ayrica
segilen okul mudirlerinin egitim seminerleriyle desteklenmesi uygun olabilir.

e Egitim sisteminde en 6énemli unsurlardan birisi 6gretmenlerdir. Denetim ya da rehberlik faaliyetleri
sonucunda basarili olan 6gretmenleri il diizeyinde zlimre bagkani yapilmasinin ve bu personelin bilgi,
beceri ve tecriibesini seminer ya da konferanslarla diger 6gretmenlere aktarmasinin uygun olacagi
distnulebilir.

Bilgilendirme

Bu makale, Ali Erkan BARIS'In Hacettepe Universitesi Egitim Bilimler Enstitiisii Egitim Yonetimi Teftisi
Planlamasi ve Ekonomisi Béliimiinde 'i¢ Denetim Sisteminin Milli Egitim Bakanhgi Tasra Orgiitii Denetim
Sistemine Uyarlanmasi ve Bir Model Onerisi' doktora tezinden iretilmistir.
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Introduction

Art and artist education is a creativity-intense education where creativity is constantly central. In this
education, the aim is to produce original art works by successfully combining information and creativity.
In this respect, playwriting education involves learning processes in which theatre theories and
techniques are combined with creativity. The teaching process, on the other hand, consists of dramatic
structural factors (personification, contrast and conflict, action, chain of events, space, atmosphere,
etc.) and genres (tragedy, comedy, drama, mockery, etc.) in addition to relevant practices. Studies on
playwriting education lie within this framework (Dune, 2009; Egri, 1982; Googch, 1998; Greig, 2005;
May, 2011; Neipris 2005; Nutku, 1999; Smiley, 2005). Undergraduate level playwriting courses are
practical workshop courses in which the teacher uses his/her aesthetical and technical knowledge to
evaluate and guide students to write texts after doing various writing exercises.

One of the most interesting but seldom examined issues in this regard is the effective and productive
use of creativity. Gardiner states that the most widespread myth about creativity is that it is an intrinsic,
unknown, unanalyzable, incomprehensible, immeasurable and mysterious talent (Gardiner, 2016). A
similar approach is common, with regard to writing in general and with regard to playwriting in
particular. Writing is thought to have a demonic meaning (Gardiner & Anderson, 2017). In short, a
contradiction constitutes the basis of the general idea about writing. Although technical knowledge is
central to writing and it may be improved by using various techniques, in fact, it mainly requires a
special creative potential that the author inherently bears by birth. One of the significant problems that
is faced during playwriting education revolves around this idea. On one hand, students are expected to
use their creative potential in the most efficient and original manner. On the other hand, expectations
from students are limited by the idea that creativity is a constant potential. At this point, writers may
have blocks in mounting or writing stages. While planning the mounting details, everything may become
very complicated for the student, who indeed has dramatic structural knowledge. Teachers' role is
evident here helping students solving their problems. The teacher may guide the students or give them
some more time to think. This stage may be overwhelming both for the student and the teacher, and
raises the following questions: is it enough to know the necessary dramatic structure to write a
successful play, how may creative thinking be activated, how can creativity be used more effectively and
efficiently, is there a method that may boost creativity? For instance, can the Six Thinking Hats
Technique, which is a system that is used to develop creative solutions, be used in playwriting education?
One might think that teachers already use the available questions that are useful in the playwriting
process. However, in the literature, there have been no sets of systematically or methodologically
available questions discussed in an academic framework; all the studies remain limited to sharing
experiences, hence we hope that our study contributes to contemporary literature.

This study aims to solve the above-mentioned problems and defines its purpose as to research
whether the creative thinking technique, Six Thinking Hats, is usable in playwriting education. In this line
of thinking, the main question asked on which the study is as follows: What is the impact of the Six
Thinking Hats Technique on the thinking and production of playwriting students when mounting from
dramatic material?

In order to answer the research question in accordance with the above stated purpose, available
literature was reviewed. Sections include: available literature on playwriting education, creativity and
creativity theories, Six Thinking Hats Technique, and theoretical frameworks. Then the Six Thinking Hats
Technique was implemented during the mounting practice, and its usability was tested via a case study.

The limitations and scope can be explained as follows: this research may be discussed as an example,
but the results are limited to the group in which the research was conducted. The research group
contained students who completed third terms in dramatic writing education. Other creative writing
practices like poetry, fiction and short story writing were excluded. In this research, the use of Six
Thinking Hats Technique in dramatic writing education was examined only in the ‘composing’ stage;
other stage of writing a play like dialogue and characterization design were excluded from the scope.
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Creativity, Arts and Playwriting Education

The creativity concept is a multifaceted concept that is defined in different ways in different
disciplines like science, arts, politics, education, economics, etc. Creativity, which is considered to be an
alternative to notions like intelligence and talent, is generally associated with novelty and defined as a
method of problem solving. However, defining creativity was only possible after the emergence and
spread of psychology as a modern discipline in the 20" century. The first studies that aimed to define
and discuss creativity were conducted in Stanford University by Lewis Terman in 1959 (Andreasen,
2017). The most widespread definition of creativity is the ability to develop new ideas or concepts, or to
set new connections between already existing ideas and concepts (Erez & Erez, 2017). A set of notions
such as creative person, creative product and creative process were used while discussing creativity. For
example, Wallas (1926) argues that creative thinking process is made of four stages; preparation,
incubation, illumination and verification, hence he has a processual approach. Authors like Lowenfeld
(1957), MacKinnon (1962), Guilford (1968) and Torrance (1988) also focused on the processual aspect of
creativity and they believe that the concept is an individual way of thinking. Calling creativity “a
potential power”, Lowenfeld (1957) defines it as the innate ability of human beings to solve problems
instinctively and underlines the conditions that are necessary for creativity to emerge. Read (1948), who
puts forth a definition that focuses on creative products, explaining that creativity may be both
considered as being created from nothing, i.e. making something that has never existed come into
being, or using an existing material in a new way or adopting an existing material to a new situation. The
close relationship between creativity and art is frequently emphasized but scientific studies on this issue
are few. The results of the available studies are highly controversial and their accuracy is debated.
Literature review shows that the relationship between creativity and art education is frequently
researched, though only globally, in the last twenty years. However, there are almost no studies about
the relationship between creativity and playwriting education. The only two authors who conducted
studies on the issue at hand were Paul Gardiner and Michael Anderson (Gardiner 2014, 2016, 2017;
Gardiner & Anderson 2015, 2017).

In his Ph.D. dissertation, Gardiner (2014) studied the relationship between playwriting education and
creativity focusing on teacher-student relation. At first, he began to examine the instruction of the core
elements of playwriting education, i.e. dramatic structure and theoretical knowledge. The research was
then extended to include participation, creativity and teacher-student dynamics. It was discovered that
teachers tend to have an assumption that students have natural creativity and writing potentials.
Gardiner believed that this assumption is like the concept Noble Savage —a concept which was first used
in the 17" century by John Dryden (as cited Gardiner, 2014) to imply that the “savage” in question is not
“corrupted by civilization”. Noble Savage is also a humanist concept that represents the goodness that is
intrinsic in human nature. This indicates that teachers consider themselves as workshop managers or
moderators rather than instructors. Still, this notion may be viewed as an anthropological confession on
the part of Western civilization the extent that students are assumed to have natural creativities and
production potentials; they may be expected to automatically activate this creativity that turns the
teaching process into solely an exchange of ideas. Similarly, Evjakova (2017) argues that instructor-
student relation during production lessons in drama education “resembles” the relationship between
the actor/actress and the director. However, he states that the instructor establishes this relationship
more like a workshop manager or sometimes even a psychological consultant, which supports
Gardiner’s thesis. Summing up, the relationship between playwriting education and creativity is
determined mostly by teachers’ approaches and the education process turns into a process of sharing
ideas in order to stimulate existing potentials rather than the transfer of knowledge from one party to
another. Furthermore, Gardiner adds that the Noble Savage approach does not support or develop
students’ creativities, and instructors are usually not pleased with their products although they believe
that students have creative potentials. Gardiner emphasizes that the ability to improve creativity should
be supported by an intense learning period, and that a theory-based approach may be more effective.
Our study focuses on this point and discusses the possibility to support student creativity by using
techniques like the Six Thinking Hat Technique.
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Taking into account playwriting as a tool that develops creativity and self-expression rather than only
considering it in the context of theatre or aesthetics, Gardiner and Anderson (2015) investigated in
research middle and high school students during a playwriting certification program. They found out
that the instructors in this program believed in the creative potential inherent in students (what
Gardiner called Noble Savage in his earlier study), so they “expected” that this creativity would be
activated. Gardiner (2016) suggests that creativity in art education is assumed by the instructor to be a
constant, incomprehensible, untouchable, mystical presentiment or potential-what may be referred to
as “the myth of intrinsic creativity”. Gardiner argues that playwriting is not a talent that is activated by
an innate mythical creativity, and that creativity is not really a qualification; both are teachable in his
opinion (Gardiner, 2016, 2017; Gardiner & Anderson, 2017). This point of view paves the way for new
methods that may improve and support creativity in playwriting education.

The Six Thinking Hats Technique

Measuring creativity is as important as defining it. The first test, which was used to measure
creativity scientifically, was developed in 1966 in the United States of America known as Torrance Tests
of Creative Thinking (TTCT). These tests became highly popular. They consist of 10 tests that measure
verbal and non-verbal (shape based) creativity. Today, TTCT is used as a scale in many fields, including
hiring processes and education evaluations (Torrance, 1988). TTCT is based on the studies of its
forefather, Alfred Binet and Lewis Terman (as cited in Andreasen, 2017), who tried to prove the
measurability of creativity by focusing on the relationship between creativity and intelligence. Their
study on the measurability of creativity was followed by further studies that aimed to enhance creativity
and creative thinking with practical suggestions. The most systematic practical suggestion is the Six
Thinking Hats Technique developed by Edward de Bono (2015).

The Six Thinking Hats Technique was designed as an alternative thinking, communication and
reasoning method by a Maltese psychologist, Edward De Bono. His book titled Six Thinking Hats, which
was published by Oxford University in 1985, was translated into Turkish in 1997 (De Bono, 2015). The six
hats in this method that ensure that knowledge and thoughts are produced or stated systematically,
symbolize different manners or behavioral patterns. The method was put forth as an alternative to
traditional ways of thinking. It aims to move individuals away from stereotyped frames of mind and give
them different perspectives. Used for thinking on complex matters, this technique may be effective in
both group and individual creativity studies. The Six Thinking Hats Technique makes it sure that groups
plan their thinking process consistently and in a detailed manner, which leads to more effective thinking
together as a group. Bono defines complexity as the biggest enemy of thought and suggests that the Six
Thinking Hats Technique should be as plain and simple as possible. According to Bono, thoughts become
“separable” thanks to this technique. Knowledge can be separated from creativity, emotions can be
separated from reason, and the most accurate results can thus be reached. The technique also makes it
possible for individuals to think outside usual boundaries, which separates ego from performance. The
technique, which is used by groups to find solutions to complex problems, consists of six hats with
different colors. Each colored thinking hat represents a critical point of view, a different behavioral role.
These roles may in general be listed as follows: The White Hat represents information; The Red Hat
represents emotions; The Yellow Hat represents optimism; The Black Hat represents pessimism; The
Green Hat represents creativity; The Blue Hat represents control (De Bono, 2015; Geissler, Edison &
Wayland, 2012; Sheth, 2012; Vernon & Hocking, 2014). The following questions can be raised while
considering each hat that Bono put forth to symbolize a different aspect of thinking:

e The White Hat: What do we have? What other information do we need? What is the missing
information? What kind of questions should be raised?

e The Red Hat: What does this situation make you feel? What do you think about this issue?

e The Black Hat: What is the worst-case scenario? What kind of problem it causes?

e The Yellow Hat: What is the benefit of thinking problem? What are the positive aspects of this
situation? What advantages does it yield?

e The Green Hat: What else is possible? How can this problem be solved using different methods?
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e The Blue Hat: What is the solution? What do you think? What should be done next? What have we
achieved so far?
When reviewing the available literature, we noticed that the studies that focus on creativity and the
Six Thinking Hats Technique have been mainly conducted in the fields of educational sciences and
business administration. This technique sounds to be promising, which can be adopted in different
educational fields, and be instrument in developing creative thinking in playwriting education.

It is worth noting that reviewing the literature on the Six Thinking Hats Technique chronologically
suggests that experimental studies are increasingly yielding more constructive and positive results. For
instance, the Six Thinking Hats Technique was adopted in one of the first studies of its kind conducted by
graduate students in discussion platforms; yet this study was not influential enough. On the other hand,
data from the last tests of the same study revealed that the current technique could be adopted by
students in the future (Carl, 1996). In a later dated study, Belfer (2001) stated that the Six Thinking Hats
Technique can successfully be used in a learning environment that mainly uses computer based
communication and underlines the guiding skills of the instructor in this environment. Besides, another
author examined the extent to which the Six Thinking Hats Technique might be used by primary school
students to improve high level thinking skills, metacognition, and calculation methods; the study
indicated positive results (Paterson, 2006). In addition, Gregory and Masters (2010) reached some
efficient and influential conclusions in their work on teacher candidates that learn this technique and
implement it especially while teaching about the cyber world. Furthermore, Geissler, Edison and
Wayland (2012) investigated the implementation of the Six Thinking Hats Technique on graduate level
business administration students to develop critical thinking, creativity, communication, conflict
resolution and group work skills. This would increase students' values as future employees. The
researches applied this technique during marketing lessons in order to better prepare the students to
the business world, and developed some interactive thinking and debate games based on this
technique. This experimental study showed that students did not only learn the technique, but also
participated in the discussions in a more stable manner, developed empathy skills, and increased their
levels of cooperation. The researchers also prepared some surveys to apply to students in various
courses, and reported the results of these surveys. They stated that their games continued to be played;
they were easily applied when the aim was to focus on a subject or develop a particular perspective,
students were keen on continuing to play them in the future. Dhanapal and Ling (2013), on the other
hand, used both qualitative and quantitative data to question how effective the technique was in
improving the academic performances of 6" grade high school students by supporting their creativity
and increasing their attention. The results indicated that the technique provided a successful thinking
strategy, but the researchers also noted that there were differences between students depending on
other factors such as interest, behavior, and values.

The technique has also been considered as a possible solution to be used in family and couples’
therapy (Li, Lin, Nelson, & Eckstein, 2008). A study suggested that, as a creative thinking technique, the
Six Thinking Hats should be integrated as an innovative component to special education programs at
work places (Azeez, 2016). In addition, the Six Thinking Hats Technique was used by nurses in
conducting family interviews and focusing on the problem in question. It facilitated the communication
between patient, relatives, and health employees (Cioffi, 2016).

In the field of business administration, the technique has been defined as a high level thinking
technique (McAleer, 2007) and it was used to improve creative individual and group thinking. The
content of the hats has been reinterpreted as six different sub-categories of the human brain’s ability to
think, and it was argued that the technique would be influential especially in decision making by
creating definite ideas focusing on the problem (Sheth, 2012). The Six Thinking Hats Technique is also
considered to have the potential to form the basis for a holistic approach in human resources’ analyses
of profit, theme, limitations and solution oriented (Patre, 2016). Another study that examines the Six
Thinking Hats Technique in the context of business administration and economy underlines that this
technique can be used as an effective method in education (Kivunja, 2015).
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Considering the available literature on the Six Thinking Hats Technique in Turkey, all studies have
investigated the technique at hand focusing on the field of educational science. One of the first
publications tackled the Six Thinking Hats Technique during science lessons in the 6", 7" and 8" high
school grades in Turkey, it is obvious that both students and teachers had a positive impression about
the technique (Koray, 2005). The implementation of the technique as a creative thinking and education
technique in primary school social sciences (Ayaz Can & Semerci, 2007), revolution history (Altikulag &
Akhan, 2010), German (Kirmizi, 2012), language education in the cyber environment (Bezir & Baran,
2014), natural sciences (Yilmaz, Arici, & Dilber, 2017) courses has also been investigated and it was
concluded that the technique affected positively academic success and learning levels of students.
Furthermore, Ayaz Can and Semerci (2007) clarified that students were more inclined towards using the
White Hat. The Six Thinking Hats Technique has also shown positive impacts on the speech and self-
expression skills of students (Orhan, Kirbas, & Topal, 2912). In another study, teachers and teacher
candidates argued that this technique was more instrumental compared to traditional methods (Giines
& Demir, 2013). For Unsal, 2017, the current technique is one of the most successful methods of active
learning. The technique was also examined with regard to its impacts on the enhancement of creativity
during brainstorming and its effect on critical thinking while writing (Bodur, 2018).

Building on the literature reviewed above, there are no studies that analyze the relationship
between creativity, Six Thinking Hats Technique and performing arts education, particularly the
relationship between playwriting education and creativity. We hope that the present study will
contribute to the field in this regard. The Six Thinking Hats Technique being a creative thinking
technique might pave the way to using creative potential effectively in playwriting education and
reaching a higher performance. The main approach is that creativity is not a constant potential, that it
may be developed by using proper tools.

Method

This study consists of two stages. The technique was implemented and a semi-experimental method
was used in the first stage. In the second stage, a qualitative method was used and participants’ views
about the implementation of the technique were examined.

The First Stage of the Study

In the first stage, the Six Thinking Hats Technique was implemented by the participants while writing
a dramatic text. Story-plot composing, which is one of the most important elements of playwriting
education, was chosen for the implementation.

In addition, the implementation model detailed below was tested as a pilot study by one of the
researchers of this study. The sentence that would be given to the participants was first turned into a
plot by the researcher in two ways: using and non-using the Six Thinking Hats Technique. In this sense,
the researcher was able to learn and experience how, at which stage, in which context the technique
could be used. The pilot implementation and how the group implementation could be conducted were
discussed by the researchers of this study.

The workshop took four hours following these steps:

Meeting: After introducing the participants to each other, the rules of the workshop were explained.
These rules were voluntary and equal participation on one hand, and that the workshop would not be
graded for an academic purpose on the other. Later, an exercise was made in order to break to ice and
to remind the participants that different ways of perception and thinking were possible. Here, the
participants were asked to draw a house and a button on a paper, and a short evaluation was made
about different types of vision and perception.

Implementation: The participants were given some papers that contained a sentence suitable to
produce a dramatic structure. They were given 30 minutes to turn these sentences into a dramatic text;
i.e. to make a plot using these sentences. The exercise sentence that was suitable to turn into a dramatic
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text was randomly selected from the book, Yaratici Yazarlik Defteri (Cavusoglu, 2018) (Notes on Creative
Writing), which includes a set of practices about creative writing. This sentence was: "You learn such a
thing about your family secrets from the chest in the basement of the house that your view of life
changes completely. You find out that..." (Cavusoglu, 2018, p. 10).

Sharing experiences: After all participants completed making their plots, they were asked about the
most difficult thing during the workshop and at which stages of plot making they blocked. Each
participant was given equal amount of time to speak. Here the purpose was to make the participants
define the problems by themselves, and to motivate them determining the issue that they need to
reconsider and fix. One of the participants was the moderator and guided the group during these
discussions. In the end of sharing experiences, it was suggested that creative thinking technique may be
influential in asking the participants about the right choices to solve a problem that they had faced, and
then solving the problem per se. It was underlined that the Six Thinking Hats Technique may be used
with this aim and the participants were asked to listen to the following presentation bearing in mind
their experiences that they had and the problems that they faced during the current stage.

Presentation (Six Thinking Hats Technique): The technique was presented in 20 minutes,
emphasizing the main characteristics, intended purpose, the used areas, and some basic questions.

Implementation: Blank papers were distributed to the participants this time, and asked to reevaluate
their plots by using the Six Thinking Hats Technique in 30 minutes. They were asked to start from the
problems that they mentioned while sharing their experiences, and to re-write using their questions.

Evaluation: After all participants completed their second plot, they were asked whether the
technique was effective practically in developing their plots, whether it was useful, and they were given
the floor to share their experiences. The workshop ended after a final exercise to break the ice.

The Second Stage of the Study

In this stage, a survey including 7 questions was distributed to the participants. The main objective of
the survey was to collect the participants’ viewpoints on creativity and the Six Thinking Hats Technique
that they used in playwriting.

Data collection instruments: The questions of the survey that was made in the second stage of the
study were multiple choice and open—ended questions as follows:

Q.1. In your opinion, which of the following statements is true?

e Creativity is an innate potential in an individual.

¢ An individual may increase his/her creative potential, or use it more effectively.
e Individuals who have greater creative potentials become artists.

e Creativity does not matter. What is important is to study and be patient.

e Creativity cannot be interfered, or directed by reason or logic.

Q.2. Have you ever heard of the Six Thinking Hats Technique?

Q.3. If you have, how did you know about the Six Thinking Hats Technique?

Q.4. Do you think that the Six Thinking Hats Technique is useful while making a plot?
Q.5. At what stage of the plot making process was this technique particularly useful?
Q.6. Which hat was more instrumental in guiding your study?

Q.7. Do you think that the Six Thinking Hats Technique is something that you may use in your play
writing studies in the future?
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The first question of the survey aims to learn about the participants’ ideas about creativity, hence
they would have the issues of creativity and creative thinking in mind while answering the other
questions. The other questions were asked to know whether the participants had an idea about the
technique, and their experiences after using the technique.

Data collection: The survey was prepared by using SurveyMonkey and sent survey’s link to the
participants via WhatsApp. The data were collected in the same day of the implementation.

Data analysis: The answers were analyzed by using content analysis.
Participants

As the present study aims to test the use of The Six Thinking Hats Technique in playwriting teaching,
the participants were selected from the students who were educated in playwriting. The participants
consisted of 8 sophomore dramatic writing students who have completed their third semester in a
public university Department of Performing Arts, Dramatic Writing Majors in Turkey. Total number of
students who completed third semester in Playwriting education was 11. Participants were selected
from the volunteers by snowball method. In dramatic writing education, it is expected that the students
learn how to compose a story-plot by the end of the third semester. This is the reason behind choosing
this group of the participants in the current study who are also expected to have developed plot making
skills which indicates the necessary skills required to make the first plans to produce a text using a
dramatic potential material from that. These participants were thus chosen for this study. Of the 11
participants, 4 were women and 7 were men. Their ages ranged from 21 to 26, they come from different
socio-economic backgrounds. Gender was not considered as a variable in this study, the genders of the
participants were purely random. It should be noted that the effect of gender of the participants on the
ability to construct or use the technique may be the subject of another study.

Findings
Findings of the Pilot Implementation

Before the group implementation, one of the researchers made a pilot study by using the Six
Thinking Hats Technique during plot making from a sentence that has dramatic potential. This pilot
implementation aimed at discovering, experiencing and evaluating possible outcomes of the group
implementation. The researcher assumed that the Six Thinking Hats Technique could be implemented in
two different levels: 1) the author may approach the issue by using the thinking hats, and 2) the author
may produce action by considering that the main character uses the thinking hats.

Findings of the First Stage (The Experimental Stage) of the Study

During the first implementation, the participants made a plot by using the dramatic material they
were given after being introduced to each other. They stated that the difficulties that they encountered
at this stage were as follows: 2 participants "thought that producing a finale was difficult"; 2 participants
"found it hard to make a creative and original plot"; 1 participant revealed that "finding nods was a
challenge”; 2 participants "faced some obstacles while making the plot in general"; 1 participant stated
that "there wasn’t anything that was particularly challenging". Taking into account these comments, it is
possible to argue that the participants mostly found it difficult to produce and direct action when they
turned the material into a dramatic structure. All the participants also expressed that they "found it hard
to build the relationship between space and event". They stated that during the second stage, when
they used the Six Thinking Hats Technique and relevant viewpoints (the hats and their corresponding
questions), they were able to better focus on the problems that they had while making the plot and they
found it easier to solve these problems".

One of the findings was "the participants followed different paths while implementing the
technique". Some participants implemented "the hats to the entire plot as well as to themselves as the
authors”. For example:
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The white hat: What is the sexual orientation of the mother? We need to know why she makes this
huge sacrifice.

The red hat: This situation makes me feel that, as the author, | have to distance myself from
excessive emotionality. Otherwise, | may not be able to preserve my objectivity about the issue. Such a
case would affect the genre because | would like to write a drama that has touches or comedy rather
than a heavy tragedy.

The blue hat: | decided not to write a hopeless final. After this encounter, after the shock of finding
out about the big secret, the story will end with a young man who is able to forgive the lie that he has
been told, who is able to accept everything as it is.” (Participant X’s study)

Another path that the participants followed while implementing the technique was to give details
about the stages of the plot by using the Six Thinking Hats Technique (especially the white and red hats),
and restructure it in a way that will produce action. For instance:

Before using the technique: “I found the man that has been haunting our family. | located him but
my family told me to stay away.”

After using the technique: “It turns out that | have a sibling. All these years, | thought | was an only
child. There is a man that has been haunting our family. There must be a reason why he is doing that. |
located him but when | told my family that | would solve the problem, they told me to stay away.”
(Participant Y’s study)

Before using the technique: “The child goes down to the basement, finds the hidden chest and tries
to open it.”

After using the technique: “The child goes down the basement and finds the chest that has been
hidden by his father.” (Participant Z’s study)

The participants were not directed towards a particular way of using the technique. They were
allowed to choose any hat they wanted and use the corresponding questions. All participants had
positive opinions about how the Six Thinking Hats Technique shaped their study.

Findings of the Second Stage of the Study (the Survey)

Participants' opinions about the technique that they used were shown in the survey. 85.71% of the
participants answered the first question about creativity-potential-performance as an individual may
increase his/her creative potential, or use it more effectively. 72.43 % of them thought that creativity is
an innate potential. 14.29 % of the participants equally supported the idea that people with greater
creative potentials become artists, and the idea that working hard is more important than being
creative.

All participants except one (87.50 %) said that they had not heard about the Six Thinking Hats
Technique before. The one that had heard about the technique learnt it during an implementation at
primary school level. 85.00 % of the participants found useful the Six Thinking Hats Technique in
dramatic plot making exercises. 57.00 % of the participants stated that the technique made it possible to
think in a more organized and multi-directional manner. The most frequently used hat was the white
hat (42.86 %). It was followed by the red (14.29 %), the black (14.29 %), the green (14.29 %), and the
blue hats (14.29 %), which were all used equally. The yellow hat was never used (.00 %). All of the
participants (100.00 %) had positive ideas about using the technique in future studies.

Discussion, Conclusion and Implications

Art education, raising artists and producing artistic works is a highly controversial and complex issue,
both within and outside the academia. Myths saying that technique can be taught, skills that are
necessary to build a structure can be gained, but creative inventions can only be made by using an
innate creative potential still exist. Leaving aside whether this view is correct or not and taking into

155



Ozlem BELKIS, Yunus Emre GUMUS — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 147-168

account playwriting lessons in which creativity is actively used; it is evident that technical and
aesthetical knowledge are given to students at different stages of the curriculum. What is observed is
that students face some difficulties in using technical knowledge and skills about structure to make
creative and original inventions and innovations. They find it challenging thinking in a way to provoke
creativity, or to find the creative way of thinking. This study tested the usability of the Six Thinking Hats
Technique to develop creative thinking among playwriting students. The general finding of the study
was that the technique is useful and facilitative in plot making.

The Six Thinking Hats Technique can be used as a problem solving method while making the plot
initially from dramatic material (the questions of the hats can be used only when necessary, like in
crises, nods or finals). In addition, the technique may be implemented to individual characters while
directing action. The implementation supported certain aspects of the technique that is also suggested
by current literature: flexibility in implementation; giving a strategic form to ways of thinking, which is
usable in many different disciplines; making this process funny and applicable for everyone while aiming
to be conscious about thinking and its changes, and to improve thinking (McAleer, 2007; Sungur, 1997).
Findings of the implementation coincide with the idea that the Six Thinking Hats Technique aims to
organize the activity of thinking, which makes it possible for the thinker to think step by step rather than
thinking about everything at the same time (De Bono, 2015).

The participants thought that creativity is an innate potential. This approach is, as Gardiner (2016)
underlines, one of the most widespread myths about creativity and it may sometimes obstruct creative
activity. On the other hand, the participants also thought that creative potential can be used better, that
it can be increased. This indicates that they will be open to technical suggestions and studies that aim to
increase creative performance. This attitude was proven by their positive ideas about and approaches
towards the Six Thinking Hats Technique. Although none of the participants (except for one) had ever
heard about the technique before, they thought that it supported and facilitated creativity while making
a plot. Except for one, all participants stated that the technique formed a more planned way of thinking
thanks to the availability of different points of view. Such opinions about the technique are in line with
Lowenfeld (1957) and Maslow’s (as cited in Onur & Zorlu, 2017) definition of creativity as an innate
problem solving capacity or an associative act of thinking.

The technique helps the students simplifying their thoughts and giving them a chance to focus on a
particular point. This makes it possible to establish different points of view regarding the establishment
and development of dramatic structure. The Six Thinking Hats Technique may be suggested as a thinking
practice to be used during plot making and other stages of playwriting education.
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Turkish Version

Girig

Sanat ve sanatgi egitimi yaraticiligin yogun ve siirekli olarak merkezde oldugu bir egitimdir. Bu egitim
siiresince bilgi ile yaraticiigin bir araya getirilerek 6zgiin Grlinler elde edilmesi hedeflenir. Oyun yazarlig
egitimi de tiyatro teorisi ve teknikleri yaninda yaraticigin aktif olarak kullanildigi 6grenme sireglerini
kapsar. Bu sureglerin 6gretilmesi ise genellikle dramatik yapi ogeleri (kisilestirme, karsitlik ve ¢atisma,
aksiyon, olay dizisi, mekan, atmosfer, vb) ile tirlerin (tragedya, komedya, dram, fars, vb.) 6gretilmesi ve
bunlarla ilgili temrinlerden olusur. Oyun yazma 6gretimi Gzerine olan galismalar bu ¢ergevededir (Dune,
2009; Egri, 1982; Googch, 1998; Greig, 2005; May, 2011; Neipris 2005; Nutku, 1999; Smiley, 2005;).
Lisans diizeyindeki oyun yazarhgi dersleri de egiticinin oyun yazarhgina yonelik estetik ve teknik bilgisi ile
ogrencilerin ¢ok cesitli yazma egzersizleriyle Urettikleri metinlerin degerlendirilmesi, yonlendirilmesiyle
ilerleyen uygulamali atélye dersleridir.

Burada dikkati ceken ve ¢cogunlukla da golgede kalan konu, yaraticilik meselesi, yaraticihigin verimli ve
etkili bir sekilde kullanilmasidir. Gardiner’in belirttigine gére en yaygin yaraticilik miti, yaraticigin igsel,
bilinmez, kavranamaz, analiz edilemez, 6lgllemez gizemli bir yetenek oldugu yonindedir (Gardiner,
2016). Genelde yazarlikta, 6zelde oyun yazarliginda da benzer bir anlayis yaygindir ve yaraticiligin
daemonik bir anlam tasidigi distinulir (Gardiner & Anderson, 2017). Kisacasi yazarlk hakkindaki genel
kaninin temelinde aslinda bir celiski yatar. O da yazmanin her ne kadar teknik bilgiye yaslansa, gesitli
tekniklerle gelistirilebilse de aslinda yazara ait 6zel, derin ve dogustan gelen bir yaraticilik potansiyeline
dayandigina iliskin inanistir. Oyun yazarhig 6gretiminde karsilasilabilecek dikkate deger meselelerden
birisi tam bu noktada belirmektedir. Ogrenciden bir yandan dramatik yap bilgisi ile yaratici potansiyeli
en 6zglin, en verimli sekilde harekete gecirmesi beklenir; diger yandan yaraticiigin sabit bir potansiyel
oldugu fikri, 6grenciden beklentiyi sinirlar. Bu noktada oyunu kurgulama veya yazma asamasinda
tikanmalar olusabilir; dramatik yapi bilgisi ile ayni anda kurgulama ayrintilarini planlamaya c¢alisan
6grenci icin her sey karmasik hale gelebilir. Bu asamada genellikle egitmen devreye girerek 6grenciye
problemi ¢6zmesinde yardimci / yol gosterici olabilir veya 6grencinin yeniden diisinmesi i¢in ona zaman
taniyabilir. Hem egitmen hem de 6grenciye sorumluluk yikleyen, kimi zaman da bunaltici olabilen bu
noktada su sorular akla gelmektedir: ihtiyac duyulan dramatik yapi bilgisine sahip olmak tatmin edici bir
oyun yazmak icin yeterli midir? Yaratici diisiince nasil harekete gecirilebilir, daha verimli ve etkili bir
sekilde nasil kullanilabilir? Yaraticilidi olumlu yénde etkileyecek bir yéntem olabilir mi? Ornedin, yaratici
¢oziimler gelistirmek igin sistemli bir diisiince izlegi olan Alti Sapkali Diisiince Teknigi, oyun yazarligi
egitiminde kullanilabilir mi? Akla, oyun yazimi slirecinde isletilebilecek ¢esitli sorularin zaten bulundugu,
egiticilerin gerektigi zaman bu sorularl cesitlendirerek kullandiklari gelebilir. Ne var ki bu konuda
deneyim paylasimindan 6teye giden, akademik bir ¢alisma cergevesinde tartisiimis bir yontem ya da soru
dizgesine rastlanmamistir. Calismamizin bu baglamda alanyazina katki sunacagi umulmaktadir.

Calismamiz, belirtilen bu problemlere ¢6ziim aramak igin yola ¢ikmis ve amacini, oyun yazarligi
6dgretiminde bir yaratici distiinme pratigi olan Alti Sapkali Diisiinme Teknigi’nin kullanilabilirligini
arastirmak, olarak tanimlamistir. Saptanan bu amag¢ baglaminda arastirmanin temel sorusu soyle
olusturulmustur: Alti Sapkali Diisiinme Teknigi’nin dramatik malzemeden kurgu (retme c¢alismasi
sirasinda oyun yazarhgi égrencisinin diisiinme ve lretimine etkisi nasildir?

Belirtilen amag¢ dogrultusunda arastirmanin sorusuna yanit aramak icin 6ncelikle oyun yazarligi
egitimi/6gretimi, yaraticilik ve teorileri, Alti Sapkali Distinme Teknigi basliklarinda literatir arastirmasi
yapilmis, teorik cerceve incelenmistir. Daha sonra Alti Sapkali Disinme Teknigi'nin kurgulama
baglaminda uygulamasi denenmis, 6rnek bir uygulama yapilarak kullanilabilirligi incelenmistir.
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Arastirmanin kapsam ve sinirhliklari soyle agiklanabilir: Bu arastirma bir 6rnek olarak tartismaya
acilabilir, fakat arastirmanin sonuglari uygulamanin yapildigi grupla, 3. S6émestri tamamlamis dramatik
yazarlk lisans 6grencileriyle sinirlidir. Arastirmada siir, roman ve 6ykl yazarhg gibi diger yaratici yazarhk
alanlari disarida tutulmustur. Arastirmada Alti Sapkali Dislinme Teknigi’nin dramatik yazarlik egitiminde
sadece ‘kurgulama’ asamasinda kullanilmasi incelenmis, oyun metni yazarligi 6gretimindeki diger
birimler olan diyalog ve kisilestirme tasariminda uygulanmasi kapsam disinda birakilmistir.

Yaraticilik, Sanat ve Oyun Yazarhigi Egitimi

Yaraticihk kavrami bilim, sanat, siyaset, egitim, iktisat gibi farkh disiplinlerin farkli sekilde
tanimlayarak kendi alanlarina uyguladiklari ¢ok yonli bir fenomendir. Zeka ve yetenek kavramlarinin
alternatifi olarak ele alinan, genellikle yenilik ve problem ¢6zme yontemi olarak tanimlanan yaraticilik
bilimsel ancak 20. Yizyilda, psikolojinin modern bir disiplin olarak yayginlasmasi ile miimkin olmustur.
Yaraticihgin tanimlanmasi ve arastirilmasi ydniindeki ilk calismalar Stanford Universitesi'nde Lewis
Terman o6nderliginde 1959’da gergeklestirilmistir (Andreasen, 2017). Yaraticilik en yaygin kabul edilen
tanimlamaya gore yeni diisiince ya da kavramlar Uretebilmek ya da bilinen distince ve kavramlar
arasinda yeni baglar olusturabilmektir (Erez & Erez, 2017). Yaraticilik yaratici kisi, yaratici Griin ve yaraticl
siire¢ basliklariyla ele alinmaktadir. Ornegin Wallas (1926) yaratici disiince sirecinin hazirlik, kulugka,
aydinlanma ve dogrulama olmak lizere dort asamadan olustugunu savunarak siiregsel bir yaklasim
benimser. Lowenfeld (1957), MacKinnon (1962), Guilford (1968) ve Torrance (1988) gibi yazarlar da
yaraticihgin siiregle olan ilgisi Uzerine odaklanarak kavrami bireysel bir diisence bicimi olarak ele
almislardir. Lowenfeld (1957) ise potansiyel bir glic olarak adlandirdig yaraticihg insanlarin dogustan
sahip oldugu icgiudisel bir problem ¢6zme yetenegi olarak tanimlarken ortaya ¢ikmasi igcin uygun
kosullarin olusmasi gerektigini vurgulamistir. Yaratici Grin baglaminda bir tanim ortaya koyan Read
(1948) igin yaraticihk daha 6nce higbir sekli olmayan bir seyin varlik kazanmasi, yoktan var etme de
olabilir, var olan bir malzemenin yeni bicimde kullanimi ya da uyarlanmasi da olabilir.

Yaraticilik ile sanat arasinda gugli bir bag kurulmakla birlikte bu konudaki bilimsel galismalarin sayisi
sinirlidir; varilan sonuglarin, yapilan arastirmalarin kesinligi de sahada kuskuyla karsilanmaktadir. Yine de
yayinlara bakildiginda yaraticilik ile sanat egitimi arasindaki iliskilerin, son yirmi yilda yurt disinda sinirh
da olsa ilgi gérdiigu ve calisma Uretildigi sdylenebilir. Ancak konuyu oyun yazarhgi baglaminda irdeleyen
calismalarin sayisinin yok denecek kadar az oldugu vurgulanmalidir. Az sayidaki ¢alisma da Paul Gardiner
ve Michael Anderson’a (Gardiner 2014, 2016, 2017; Gardiner & Anderson 2015, 2017) aittir.

Oyun vyazarhg egitimi ile yaraticilk arasindaki iliskiyi 0gretmen ve 0Ogrencilerin deneyimleri
cercevesinde bir doktora tezi kapsaminda inceleyen Gardiner (2014), baslangigta bu egitimin
temelindeki dramatik yapi ve teorik bilgi aktarimina odaklanmis, arastirma zamanla katilim, yaraticilik,
o6gretmen-6grenci dinamigi gibi boyutlari da kapsayacak sekilde gelismistir. Bu egitim sirasinda
egiticilerin 6grencilerin dogal olarak bir yaraticilik ve yazma potansiyeline sahip olduklarina dair 6n
kabulleri oldugu saptanmistir. Gardiner bu 6n kabullii Noble Savage kavramina benzetir, bunun da
o6gretmenlerin kendilerini bir egitici olarak degil de bir atdlye yoneticisi, bir moderatér olarak
gormelerine neden oldugunu 6ne slrer. Asil yerli ya da Soylu vahsi olarak gevrilebilecek ve ilk kez 17.
ylizyilda John Dryden tarafindan kullaniimis bu kavram, ‘uygarhk tarafindan bozulmamis’ anlamini tasir.
Noble Savage, ayrica, insanligin dogasinda getirdigi iyiligi temsil eden himanist bir kavramdir. Bu
kavram, bati uygarliginin antropolojik bir glinah ¢ikarmasi olarak da nitelenebilir. Burada da 6grencilerin
dogal bir yaraticilik ve Gretme potansiyeline sahip oldugu distnildigiinde bunun kendiliginden hareke
gececegi de ongorilmekte, 6gretme sireci daha ¢ok bir fikir alis verisi yapma siirecine donliismektedir.
Evjakova (2017) da tiyatro egitimi icinde yer alan prodiksiyon derslerinde egitici-6grenci arasindaki
iliskinin oyuncu-yonetmen arasindaki iliskiye ‘biraz’ benzedigini, ancak daha ¢ok atdlye yoneticisi, yer yer
psikolojik danisman olarak da bu iliskinin kuruldugunu ileri sirmis, boylelikle Gardiner’in tezini
desteklemistir. Kisaca, oyun yazarligi egitimi ve yaraticilik arasindaki iliskinin egitmenin yaklasimi ile
belirlendigi, egitimin igeriginin bir bilgi aktarimi slirecinden ayrilip var olan potansiyelin ortaya
cikarilmasina odaklanan bir atélye siirecine donistigl soylenebilir. Ancak burada Gardiner’in 6ne
sirdigli onemli bir nokta vardir, o da Noble Savage vyaklasiminin 6grencilerin yaraticihgini
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desteklemedigi, gelistirmedigi; ote yandan Ogrencilerinde bir yaraticilk potansiyeli olduguna
inanmalarina ragmen egitmenlerin de sonugtaki tirinden memnun kalmadiklaridir. Gardiner yaraticilig
gelistirmeye iliskin becerinin yogun bir 6grenme sireciyle desteklenmesi gerektigini, teorik bilgiye
dayanan bir yaklasimin daha etkili olabilecegini vurgular. Bizim ¢alismamiz da bu noktaya odaklanarak
ogrencilerin yaraticihginin bir teknikle, 6rnegin Alti Sapka Dusinme Teknigi ile desteklenmesini
sinamakla iliskindir.

Oyun yazmayi, tiyatro veya estetik baglaminda degil, genel anlamiyla egitimin icinde yaraticihg ve
kendini ifadeyi gelistirici bir ara¢ olarak ele alan Gardiner ve Anderson (2015), ortadgretim ve lise
ogrencileriyle oyun yazarligi sertifika programi Gzerinden bir ¢calisma yapmislardir. Buradaki egiticilerin
Ogrencideki yaratici potansiyele (Gardiner’in 6nceki galismasinda Noble Savage olarak nitelenen)
inandiklari, bu nedenle bu potansiyelin harekete gecmesini ‘bekledikleri’ bulgulanmistir. Gardiner’in
(2016) belirttigine goére sanat egitimi baglaminda yaraticilk, egitici tarafindan, bireyde bulunan
degismez, kavranamaz, midahale edilemez, mistik bir ice dogus, bir potansiyel olarak kabul edilmektedir
ve bu durum ‘i¢sel yaraticiik miti’ olarak adlandirilabilir. Gardiner oyun yazarhginin dogustan gelen
mistik bir yaraticilikla harekete gecen bir beceri olmadigini, yaraticiligin da gergek bir nitelik olmadigini,
her ikisinin de 6gretilebilir oldugunu ileri strer (Gardiner, 2016, 2017; Gardiner & Anderson, 2017). Bu
bakis acisi da oyun yazarhgi egitiminin kapilarini, yaraticiligi gelistirme ve destekleme potansiyeli tasiyan
metotlara agar.

Alti Sapkali Diisiinme Teknigi

Yaraticihgin 6lglilmesi, tanimlanmasi kadar 6nemsenen bir konudur. Bilimsel kriterlere bagh kalinarak
yorumlanmaya ihtiya¢ duyulan yaraticihigi 6lgmek icin ilk kez 1966’da Amerika Birlesik Devletleri’'nde bir
test gelistirilmistir: Torrance Yaratici Dlsiince Testi. Bliylk ilgi géren bu test, sdzel ve sekilsel alanda
yaraticihgl oOlgen toplam 10 alt testi icermektedir. Torrance testi bugiin ise alimlardan egitim
degerlendirmelerine kadar pek ¢ok alanda kullanilan bir 6lgek halini almistir (Torrance, 1988). Bu testin
oncdlleri Alfred Binet ve Lewis Terman’in yaraticiigin zekayla olan iligkisi izerine yaptiklari ¢alismalarla
zekanin olgulebilirligini kanitlayan ¢alismalarina dayanmaktadir (aktaran: Andreasen, 2017). Yaraticiligin
olgilebilecegine iliskin calismalari, yaraticihgl ve yaratici disinmeyi gelistirmeyi amaclayan calismalar,
uygulama onerileri izlemistir. Edward de Bono’nun (2015) gelistirdigi Alti Sapkali Dislinme Teknigi,
bunlarin en sistematik gériinenidir.

Alti Sapkali Dusinme Teknigi, Maltali psikolog Edward De Bono tarafindan tasarlanmis alternatif bir
diisinme teknigi, bir iletisim ve akil yiritme ydntemidir. Oxford Universitesi’'nden Bono’nun 1985
yilinda kaleme aldigi Six Thinking Hats isimli kitap dilimize 1997 yilinda ¢evrilmistir (De Bono, 2015). Bilgi
ve dusiincenin belirli bir sistem dahilinde Gretilmesini/ifade edilmesini saglayan bu yontemde alti sapka
birbirinden farkh tutumlari, davranis rollerini sembolize eder. Geleneksel disinmenin alternatifi olarak
ortaya atillan yontem, bireylerin kaliplasmis dislince yapisindan uzaklasarak farkli bakis acilar
kazanmalarini hedefler. Karmasik konular Gizerine disiinmek icin kullanilan bu teknik, grup ¢alismalarinin
vani sira bireysel yaraticilik ¢alismalarinda da uygulanir. Alti Sapkal Distinme Teknigi gruplarin diisinme
sirecini detayli ve tutarh bir sekilde planlamalarini ve bdylelikle daha etkili bir sekilde beraberce
distinebilmelerini saglar. Karmasikligi diisiincenin en blyik dismani olarak tanimlayan Bono, Alti
Sapkal Diisiince Tekniginin miimkin oldugu kadar basit ve sade kalmasindan yanadir. Bono’ya goére bu
teknik sayesinde dusiince ayristirilabilmektedir. Bilgi yaraticiiktan, duygular akildan bagimsiz
degerlendirilmekte ve boylelikle en dogru sonuca ulasilabilmektedir. Bu teknik ayrica insanlarin alisildik
disiinme tarzinin disina ¢ikmasini saglayarak ego ve performansi da birbirinden ayristirmaktadir.
Karmasik sorunlara ¢ozim uretebilmek icin kullanilan bir grup disiinme yontemi olan Alti Sapkali
Dislinme Tekniginde farkli renklerdeki diisinme sapkalari birbirinden farkh alti kritik gorisa alti farkl
davranis roliini temsil eder. Genel hatlariyla bu roller su sekilde siralanir; Beyaz Sapka bilgiyi, Kirmizi
Sapka duygulari, Sari Sapka iyimserligi, Siyah Sapka kotlimserligi, Yesil Sapka yaraticiligi ve Mavi Sapka da
kontroll temsil eder (De Bono, 2015; Geissler, Edison & Wayland, 2012; Sheth, 2012; Vernon & Hocking,
2014). Bono’nun onerdigi diusince acilarini temsil eden renkli sapkalara iliskin su sorular ortaya
konulabilir:
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e Beyaz sapka: Elimizde ne var? Var olan bilgiler nelerdir? Daha baska hangi bilgiler gerekiyor? Eksik
bilgiler nelerdir? Gerekli bilgiler nasil elde edilir? Ne tir sorular sorulmahdir?

e Kirmizi sapka: Bu durum ne hissettirdi? Bu konu hakkinda ne disliniiyorsun?

e Siyah sapka: En ko6ti ihtimalle ne olabilir? Bunun bize ne gibi zararlari olabilir?

e Sari sapka: Bunun faydasi nedir? Bu durumun olumlu yonleri nelerdir? Hangi avantajlari saglyor?

e Yesil sapka: Daha bagka ne olabilir? Bu sorun degisik yollarla nasil ¢éziimlenebilir?

e Mavi sapka: Hangi karara vardin? Ne diislinlyorsun? Bundan sonra ne yapmaliyiz? Su ana kadar neler
basardik?

Alanyazina bakildiginda ¢alismamizin konusu olan yaraticilik ve Alti Sapkali Disiinme baglamindaki
calismalarin daha ¢ok egitim bilimleri ve isletme alanlarinda Uretildigi gorilmektedir. Bu teknik, farkh
Ogretim alanlarinda kullanilabilecegi gibi oyun yazarligi 6gretiminde yaratici distinceyi gelistirmek igin de
yol gosterici olabilir.

Alti Sapkall Dislinme Teknigi UGzerine yapilan ¢alismalar kronolojik bir yaklasimla incelendiginde
dzellikle deneysel calismalarin gittikce daha olumlu ve yapici sonuglar Urettigi belirtilebilir. Ornegin bu
alanda yapilan ilk galismalardan birisinde yiiksek lisans 6grencilerinin tartisma platformlarinda Alti
Sapkali Disiinme Teknigi kullanilmis, fakat kayda deger bir etkinin gériilmedigi bildirilmistir. Ote yandan
ayni ¢alismanin son test verilerinde bu yéntemin 6grencilerce ileride kullanilacagina iliskin bulgulara da
rastlanmistir (Carl, 1996). Daha sonra yapilan bir ¢alismada, Belfer (2001) 6grenciler arasindaki 6zellikle
bilgisayar ortamindaki iletisimin ve egiticinin bu iletisimi yonlendirmedeki becerisinin 6nemine vurgu
yaparak Alti Sapkal Disiinme Teknigi'nin boylesi bir 6grenme ortaminda basarili olabilecegini ortaya
koymustur. 2006 tarihli bir calismada ise Alti Sapkali Dislinme Tekniginin ilkokul 6grencilerinin lst diizey
diisinme becerisi, Ustbilis ve hesaplama yontemlerini 6grenme siireglerinde gelistirici bir yontem olarak
kullaniimasi arastirilmis, olumlu yonde sonuglar alinmistir (Paterson, 2006). Gregory ve Masters (2010)
bu teknigi 6gretmen adaylarinin 6grenme ve Ogretme sireglerinde, Ozellikle de sanal dinyanin
o6grenilmesinde kullanilip kullanilamayacagini arastirmislar, gelistirici ve verimli sonuglar elde etmislerdir.
Geissler, Edison ve Wayland (2012) ise isletme egitimi alan lisans 6grencilerin elestirel duslnce,
yaraticilik, iletisim, anlasmazlik ¢6ziimd ve grup g¢alismalari becerileri gibi ¢alisan degerini ylkseltecek
becerileri kazanmalari icin Alti Sapkali Digstinme tekliginin kullaniimasi Uzerine g¢alismislardir.
Arastirmacilar is dinyasi icin 6grencileri daha iyi hazirlayabilmek amaciyla bu teknigi pazarlama
derslerine uyarlamislar, bu teknige dayanan etkilesimli dislince ve tartisma oyunlari gelistirmislerdir. Bu
deneysel calismanin sonuglari 6grencilerin teknigi 6grenmekle kalmayip daha dengeli bir tartisma
gelistirebildiklerini, empati becerilerinin gelistigini ve isbirligi dizeylerinin yikseldigini gostermistir.
Arastirmacilar gelistirdikleri egitimi gesitli kurslarda alan 6grencilerle daha sonra yaptiklari anketlerde de
bu teknigin kullaniimaya devam ettigini, bir konuya odaklanmak, 6zel bir perspektif gelistirmek gerektigi
zamanlarda kolayca uygulandigi ve uygulanmaya da devami yolunda istekli olduklarini bildirmektedirler.
Dhanapal ve Ling (2013) yaraticiligi desteklemede ve altinci sinif 6grencilerinin ilgilerini arttirarak daha
iyi bir akademik performans gostermelerindeki etkilili§i hem nitel hem nicel verilere dayanarak
arastirmislardir. Calismanin sonuglari, teknigin basarili bir diisinme stratejisi sundugunu gostermis, 6te
yandan 6grencilerin tutum, deger, ilgi alani gibi baska faktorlere bagh olarak da farkhlik gosterdigi
izlenmistir.

Teknik, ayrica aile ve cift terapisinde, terapistin danisma esnasinda kullanabilecegi bir sorun ¢ézme
yontemi olarak (Li, Lin, Nelson, & Eckstein, 2008) ele alinmistir. Sosyal Hizmet uzmanlari ile yapilan bir
calismada yaratici distinme teknigi olarak Alti Sapkali Distinme tekniginin inovatif bir bilesen olarak
isyerindeki kisiye 6zel egitim programlarina entegre edilmesi 6nerilmektedir (Azeez, 2016). Hemsireler
icin aile gorismelerini yonetmekte ve soruna odaklanmakta bir yontem olarak ele alinan Alti Sapkali
Dlstinme Teknigi, hasta ailesiyle saglk calisanlarinin gériisme sirecinde olumlu tutumu destekleyici
bulunmustur (Cioffi, 2016).

isletme alanindaki galismalarda ise iist diizey yaratici diisiinme olarak tanimlanan (McAleer, 2007) bu
teknik bireysel diisiince ile grup ortak yaratici disiinmeyi gelistirmek icin kullanilmis, insan beyninin alt
farkh distince yetenegi olarak yorumlanmis ve 6zellikle karar verme asamasinda soruna odaklanarak net
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distnceler Gretmede basarili sonuglara ulasilacagi ileri srilmustir (Sheth, 2012). Alti Sapkal Dislinme
Tekniginin insan kaynaklari analizlerinde de konsept, kar, sinirliliklar ve ¢ézimlere yonelik butlincil bir
kavrayisa zemin olacagl diisinulmustlr (Patre, 2016). Alti Sapkali Disiinme Teknigini yine isletme ve
ekonomi baglaminda arastiran bir baska g¢alisma da bu teknigin efektif bir egitim ydntemi olarak
kullanilabilecegini vurgulamaktadir (Kivunja, 2015).

Alti Sapka Dustinme Teknigi konusundaki yurt ici ¢calismalara bakildiginda, bu galismalarin tiimiiniin
egitim bilimleri alaninda gerceklestirildigi gorilmektedir. Konuyla ilgili yayinlanmis ilk ¢alismalardan
birisinde 6., 7. ve 8. sinif fen derslerinde Alti Sapka Duslinme Teknigi bir 6gretim teknigi olarak
kullanilmis hem 6gretmen hem 6grencilerin goruslerinin olumlu yénde oldugu belirtilmistir (Koray,
2005). Alti Sapkali Diisiinme Tekniginin ilkdgretim sosyal bilgiler (Ayaz Can & Semerci, 2007). inkilap
Tarihi (Altikulag & Akhan, 2010), Almanca (Kirmizi, 2012), sanal ortamda dil 6gretimi (Bezir & Baran,
2014), fen bilimleri (Yilmaz, Arici, & Dilber, 2017) derslerinde yaratici diisinme ve 6gretim teknigi olarak
kullanilmasi arastirilmis, 6grencilerin 6grenme diizeyleri ve akademik basarilarinda olumlu yénde
sonuglar alindigl, daha etkili oldugu belirtilmistir. Ayrica bir calismada (Ayaz Can & Semerci, 2007)
ogrencilerin beyaz sapkay! kullanmak konusunda daha israrli davrandiklari aktarilmaktadir. Alti Sapkall
Dusunme Tekniginin 6grencilerinin konugsma ve ifade becerilerinin artirilmasinda da olumlu etkisi oldugu
ortaya konmustur (Orhan, Kirbas, & Topal, 2912). Ogretmenler ve dgretmen adaylari ile yapilan bir
¢alismada (Gilines & Demir, 2013) bu teknigin geleneksel yontemlere gére daha basarili, bir baska
¢alismada (Unsal, 2017) ise aktif 6grenme yontemlerinin en basarililarindan biri oldugu saptanmistir.
Teknik ayrica yazarken elestirel disiincenin (Bodur, 2018), beyin firtinasi ¢calismalarinda da yaraticiligin
gelistiriimesine etkisi bakimindan da incelenmistir.

Goruldugu gibi yaraticilik, Alti Sapkali Dusinme Tekligi ile genelde sahne sanatlari, 6zelde oyun
yazarhgi egitimi arasindaki iliskiyi inceleyen bir ¢alisma bulunmamaktadir. Calismamiz bu baglamda ilgili
alan yazina katkida bulunmayi da hedeflemektedir. Oyun yazarligi egitiminde yaratici potansiyelin etkili
bir sekilde kullanilmasi ve daha doygun bir performansa ulasilmasi igin bir yaratici disinme pratigi olan
Alti Sapkali Diisiinme Teknigi’nin kullanilabilirligi arastirilirken temel yaklagim, yaraticili§in sabit bir
potansiyel olmadigi, gelistirilebilecegi ve bunun i¢in araglara ihtiya¢ duydugudur.

Yontem

Bu calisma, iki asamalidir. ilk asamada teknigin denenmesi hedeflenmis ve yari deneysel bir yéntem
kullanilmistir. ikinci asamada uygulama hakkindaki gériislerin incelenmesi hedeflenmis, nitel veri
toplama ve analiz yontemi kullanilmigtir.

Calismanin ilk Asamasi

Bu asamada, Alti Sapkali Diisiinme Teknigi'nin dramatik metin olustururken kullanilmasi denenmis,
deneme igin oyun yazarligl egitiminin en ¢ok Uzerinde durulan birimlerinden birisi olan malzemeyi
kurgulama asamasi segilmistir. Asagida aktarilan uygulama modeli, arastirmacilardan birisi tarafindan
pilot uygulama olarak denenmistir. Yani grup ¢alismasinda katilimcilara verilecek olan climle dnce Alti
Sapkali Duslinme Teknigi kullanilmadan, sonra da bu teknik kullanilarak arastirmaci tarafindan
kurgulanmis, boylece teknigin nasil, hangi asamalarda, hangi baglamlarda kullanilabilecegine iliskin bir
deneyim ve dislince alani olusturulmustur. Pilot uygulama ve grup uygulamasinin nasil yapilabilecegine
iliskin olasiliklar arastirmacilarca degerlendirilmistir.

Uygulama dort saatlik bir atolye seklinde asagida sunulan asamalarda gergeklestirilmistir:

Tanisma: Burada, tanismadan sonra atolye kurallari agiklanmustir. Bunlar, katiimin istege baglh olmasi,
bu atolyenin akademik egitim cercevesinde bir notlamaya tabi tutulmayacagl ve herkesin esit katilim
gosterebilmesidir. Ardindan farkli algilama ve diisiinme bicimlerinin varligini hatirlatmayi amacglayan bir
buz kirma egzersizi yaptirilmistir. Burada katilimcilardan bir dakika icinde kendilerine dagitilan kagida bir
ev ve bir digme cizmeleri istenmis cesitli farkliliklar ve gérme bigimleri, algi ve imgelerdeki farkli ifadeler
tizerine kisa bir degerlendirme yapilmistir.
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Uygulama: Katilimcilara dramatik yapi Gretmeye uygun bir ciimlenin yer aldigi kagitlar dagitilmis, 30
dakika streleri oldugu ve bu sure iginde verilen climleyi dramatik bir metne donustirmeleri, yani verilen
cimleden bir kurgu tretmeleri istenmistir. Verilen egzersiz ciimlesi, bir dizi yazma temrini (alistirmasi)
iceren Yaratici Yazarlik Defteri (Cavusoglu, 2018) adh kitaptan dramatik yapiya donustiirilmeye elverisli
olanlar arasindan rastgele secilmistir. S6z konusu climle sudur: "Evin bodrum katindaki sandikta aile
sirlariniz sakh ve Oyle bir sey Ogreniyorsunuz ki hayata bakisiniz tamamiyla degisiyor. Meger..."
(Cavusoglu, 2018, p. 10).

Deneyim paylasimi: Tim katihmcilarin kurgu ¢alismasi bittikten sonra bu ¢alisma esnasinda en ¢ok hangi
noktada zorlandiklari, kurgulamanin hangi asamasinda tikanma yasadiklari sorulmustur. Her katilimciya
esit konusma siiresi taninarak gorisler alinmistir. Burada amag, katilimcilarin yaptiklari calismada ortaya
¢ikan problemleri kendilerine saptatmak, hangi noktanin yeniden diisiinme ve tamir edilmesi gereken
konu oldugunu belirlemektir. Bu deneyim paylasimi sirasinda arastirmacilardan birisi moderatér olmus,
grubu yonlendirmistir. Deneyim paylasiminin sonunda yaratici disiinme tekniklerinin, karsilasilan bir
problemin ¢6ziiminde dogru sorularin sorulmasinda ve meselenin ¢6ziime kavusmasinda etkili
olabilecegi belirtilerek, Alti Sapkali Dislinme Tekniginden bu konuda yararlanilabilecegi vurgulanmis,
izleyen sunumu az onceki deneyim ve karsilastiklarini disiindiikleri problemleri de dislinerek
dinlemeleri 6nerilmistir.

Sunum (Alt1 Sapkali Diisiinme Teknigi): Teknik, ana hatlari, kullanim amaci ve alanlari da belirtilerek
temel soru basliklarinin da yer aldigi 20 dakikalik bir sunum ile aktariimistir.

Uygulama: Katilimcilara bu kez bos kagitlar dagitilarak yine 30 dakika icinde, 6nceki uygulamada
olusturduklari kurguyu Alti Sapkali Dislinme Teknigi ile yeniden degerlendirmeleri, deneyim
paylasiminda ifade ettikleri sorunlardan baslayarak sapkalari ve sorularini kullanarak yeniden yazmalari
soylenmistir.

Degerlendirme: Tim katimcilarin ikinci kurgu calismalari bittikten sonra teknigin, kurgularini
gelistirmede faydali, kullanigh olup olmadigi sorulmus, deneyimlerini paylagmalari istenmistir. Son olarak
yapilan bir buz kirma egzersizi ile atélyenin sona erdigi bildirilmistir.

Calismanin lkinci Asamasi

Bu asamada, grup uygulamasinin ardindan katilimcilarin gorislerini 6grenmek amaciyla 7 soruluk bir
anket uygulanmistir. Bu anket, katilimcilarin yaraticilik hakkindaki yargilari ve uygulamada kullandiklari
Alti Sapkali Daslinme Teknigi hakkindaki gorislerini 6grenmeyi amaclamaktadir.

Veri toplama araglari: ikinci asama olarak planlanan anket sorulari ¢oktan se¢meli ve agik uglu su
sorulardan olusturulmustur:

1. Sizce asagidaki ifadelerden hangisi dogru?

e Yaraticilik bireyde dogustan gelen bir potansiyeldir.

e Birey, yaraticilik potansiyelini daha iyi kullanabilir, arttirabilir.

e Yaraticilik potansiyeli digerlerinden fazla olan bireyler sanatgi olurlar.
Yaraticilik dnemli degildir, 6nemli olan ¢calismak ve sabirdir.
Yaraticiiga midahale edilemez, akil ve mantikla yonlendirilemez.
Alti Sapkali Dislinme Teknigini daha 6nce duymus muydunuz?

Alti Sapkayi Disiinme Teknigini daha 6nce duyduysaniz nereden duymustunuz?
Alti Sapkali Dislinme Tekniginin dramatik kurgu calismasinda faydali oldugunu disiiniiyor musunuz?

Bu teknik, kurgulama siirecinde hangi asamada nasll isinize yaradi?

O v R W N

Calismanizi yonlendirirken hangi renkteki sapkanin daha islevsel oldugunu diisiinliyorsunuz?

. Alti Sapkali Diistinme Tekniginin sonraki oyun yazarligi ¢calismalarinizda kullanabileceginiz bir teknik
oldugunu disiinliyor musunuz?
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Anketin ilk sorusunda katilimcilarin yaraticiik hakkindaki yargilarinin 6grenilmesi amaglanmistir.
Boylece bu sorulari yanitlarken 6ncelikle yaraticilik ve yaratici dislinmeye yénelmeleri hedeflenmistir.
Sonraki sorular Alti Sapkali Dislinme Teknigi, teknigin bilinirligi ve kullanim deneyimi hakkindaki
goruslerin 6grenilmesini hedeflemistir.

Verilerin toplanmasi: Anket, SurveyMonkey programi kullanilarak hazirlanmis, anket linki WhatsApp
uygulamasi araciliglyla katimcilara génderilmistir. Veriler uygulamanin yapildigi gin toplanmistir.

Verilerin analizi: Sorulara verilen yanitlar icerik analizi kullanilarak kodlanmistir.
Katilimcilar

Bu arastirmada, Alti Sapkali Dislinme Teknigi’nin oyun yazarligi 6gretiminde kullaniminin denenmesi
amagladig icin katiimcilar da oyun yazarhigi egitimi alan 6grencilerden segilmistir. Katimcilar, bir devlet
Universitesinde Sahne Sanatlari B6limi Dramatik Yazarlik Ana Sanat Dal’nda oyun yazarlig egitimi alan
UglncU yariyill 6grencileri (11 kisi) arasindan gonillilik esasina gore kartopu yontemi ile secilmis 8
kisiden olusmaktadir. Dramatik yazarlik egitiminde 6grencinin Uglincli yariyihin sonunda dramatik
potansiyel taslyan bir malzemeden dramatik bir metin tiretmek icin ilk planlamayi, yani kurgu yapma
becerisini, kazanmis olmasi beklenir. Katilimcilar, hedeflenen uygulama igin bu nedenle segilmislerdir.

11 katihmcinin 4’G kadin, 7’si erkektir, yaslari 21-26 arasinda degismekte, farkli sosyo-ekonomik
diizeylerden gelmektedirler. Cinsiyet, bu arastirmada bir degisken olarak ele alinmamistir, katihmcilarin
cinsiyetleri tamamen tesadufidir. Belirtilmelidir ki, katilimcilarin cinsiyetinin kurgulama becerisine veya
teknigi kullanmaya etkisi bagka bir arastirmanin konusu olabilir.

Bulgular
Pilot Uygulamaya iliskin Bulgular

Planlanan grup uygulamasindan once arastirmacilardan biri, dramatik niteligi doygun olan climleden
kurgu dretme ¢alismasini  Alti Sapkali Dislinme Teknigi kullanarak pilot uygulama olarak
gerceklestirmistir. Bu 6n uygulama ile amaclandigi gibi, grup uygulamasinin olasiliklari degerlendirilmis,
deneyimlenmistir. Bu pilot uygulamada Alti Sapkali Diislinme Tekniginin iki farkh sekilde uygulanabilir
oldugu gorulmistir: 1) yazarin duslince sapkalarini kullanarak konuya yaklasmasi, aksiyonu lretmesi 2)
ana karakterin duslnce sapkalarini kullandigini diistinerek aksiyon tretilmesi.

Calismanin Birinci Asamasi Olan Deneysel Uygulamaya iliskin Bulgular

Grup uygulamasinda tanisma bélimiinden sonraki birinci uygulamada katilimcilar kendilerine verilen
dramatik malzeme ile bir oyun kurgusu olusturmuslar, burada zorlandiklari noktalari soyle ifade
etmislerdir: 2 katilimci final Gretmekte, 2 katilimci 6zglin ve carpici bir kurgu olusturmakta, 1 katiimci
diigim noktalari bulmakta, 2 katiimci kurgunun genelinde zorlandigini belirtirken 1 katiimci herhangi
bir konuda zorlanmadigini ifade etmistir. Bu ifadelerden yola ¢ikarak 6grencilerin malzemeyi dramatik
yapilya donustirirken en c¢ok zorlandiklari asamanin aksiyon uretmek ve yonlendirmek oldugu
soylenebilir. Katilimcilar ayrica mekan ve olay arasindaki iliskiyi kurmakta zorlandiklarini da ifade
etmislerdir. Alti Sapkali Disinme Teknigi ve ilgili bakis acilari (sapkalar ve sorulari) kullanarak yaptiklari
ikinci uygulamada ise kurgulamada karsilastiklari sorunlara daha iyi odaklandiklarini ve sorunu daha
kolay ¢6zdiklerini belirtmislerdir.

Teknigin uygulanmasinda katilimcilarin farkh yollar izledikleri gorilmustir. Bazi katilimcilar Alti
Sapkali Dusinme Teknigine iliskin sapkalari kurgunun tamamina ve vyazar olarak kendilerine
yéneltmislerdir. Ornegin:

Beyaz sapka: Annenin cinsel yonelimi nedir? Bu biyilk fedakarhgi ne icin yaptiginin bilgisi gerekiyor.

Kirmizi sapka: Bu durum vyazar olarak bana agdal bir duygusalliktan uzak kalmam gerektigini
hissettiriyor. Aksi taktirde konuya olan mesafemi koruyamayabilirim. Bu durum tiiri de belirleyecektir.
Clink0 agir bir trajedidense yer yer komedi unsurlarinin oldugu bir dram yazmak isterim.
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Mavi sapka: umutsuz bir final yazmama kararim pekisti. Bu ylizlesme sonrasinda kendisinden
saklanan buylik gercegin sokundan sonra, kendisine sdylenen yalani affeden ve her seyi oldugu gibi
kabul edebilecek bir geng kalir hikayeden geriye.” (Katilimci X’in ¢alismasi)

Teknigin uygulanmasinda katihmcilarin izledikleri bir bagka yol ise kurgunun asamalarinin Alti Sapkali
Daslinme Teknigi ile (6zellikle de beyaz ve kirmizi sapkalar ile ) ayrintilandiriimasi, aksiyon Uretecek
sekilde boyutlandiriimasidir. Ornegin:

Teknigi kullanmadan 6nce: “Ailemize musallat olan adami buldum. Yerini tespit ettim, ancak ailem
uzak durmami séyledi.”

Teknigi kullandiktan sonra: “Meger bir kardesim varmis. Bunca yildir tek ¢ocugum saniyordum.
Ailemize musallat bir adam var. Bize musallat olmasinin, rahatsiz etmesinin bir sebebi olmali. Yerini
arastirdim, buldum. Sorunu ¢o6zecegimi soyledigimde ailem uzak durmami soyledi.” (Katilimci Y'nin
calismasi)

Teknigi kullanmadan 6nce: “Cocuk, bodrum katina inip hep sakli olan sandigi bulur ve agmak igin
ugrasir.”

Teknigi kullandiktan sonra: “Cocuk, bodrum katina inip babasi tarafindan saklanmis olan sandig
bulur.” (Katilimci Z'nin galismasi)

Katihmcilara teknigin kullanimi konusunda bir yénlendirme yapilmamistir. Her biri istedikleri sapka ve
sorularini kullanarak cahsmislardir. Alti Sapkal Distince Teknigi’'nin ¢alismayi nasil sekillendirdigine
iliskin tum katiimcilar olumlu ifadeler kullanmislardir.

Calismanin ikinci Asamasi Olan Ankete iliskin Bulgular

Katihmcilarin deneyimledikleri teknik hakkindaki gorisleri anket araciligiyla 6grenilmistir. Katihmcilar
yaraticilik-potansiyel-performans baglamindaki ilk soruda bireyin yaraticilik potansiyelini daha iyi
kullanabilecegini/artirabilecegini (%85.71) ve vyaraticlhigin bireyde dogustan gelen bir potansiyel
oldugunu (%71.43) dusinmektedirler. Katilimcilar, yaraticilik potansiyeli digerlerinden fazla olan
bireylerin sanat¢i oldugu ve yaraticiligin degil iscilig§in daha 6nemli oldugu fikirlerini esit oranlarda
(%14.29) benimsemislerdir.

Alti Sapkali Dusinme Teknigi'ni biri hari¢ diger katilimcilar daha o6nce duymadiklarini ifade
etmislerdir. Bir katilimci ilkégretim diizeyindeki bir uygulamada karsilastigini belirtmistir. Katihmcilarin %
85.00'i Alt1 Sapkali Dislinme Teknigi’nin dramatik kurgu calismasinda kullanilmasini faydali bulmuslardir.
Bu katihmcilarin %57.00’si teknigin daha planli ve daha ¢ok agidan disiinmeyi olanakh kildigini
belirtmistir. Uygulamada en yogun olarak beyaz (%42.86) sapkanin kullanildigi gorilmektedir. Kirmizi
(%14.29), siyah (%14.29), yesil (%14.29) ve mavi (%14.29) sapkalar esit oranda kullanilirken sari sapkanin
hi¢ kullanilmamis oldugu belirtilmistir. Katilimcilarin tamami gelecek ¢alismalarinda bu teknigi kullanmak
konusunda olumlu tutum tasidiklarini ifade etmislerdir.

Tartisma, Sonug ve Oneriler

Sanat egitimi, sanatgl yetistirme ve eser lUretme gerek akademi icinde gerekse disinda oldukga
karmasik ve tartismal bir yapidir. Teknigin Ogretilebilecegi, yapinin kurulmasiyla ilgili becerinin
kazandirilabilecegi fakat yaratici buluslarin ancak dogustan gelen yaraticilik potansiyeli ile ilgili oldugu
mitler bugiin de kabul gérmektedir. Bu gorisiin dogru ya da yanlishgini bir kenara birakarak yaraticiligin
aktif olarak kullanildigi oyun yazarligi derslerine bakilacak olursa, oyun yazarhgina iliskin teknik ve estetik
bilginin 6grenciye mifredat icinde gesitli asamalarda kazandirildigi muhakkaktir. Gézlenen, 6grencilerin
bu teknik yapi bilgi ve becerisini daha yaratici ve 6zglin bir bulusla ifade etmekte, yaraticiligi kiskirtacak
dislinceyi ya da dislince bicimini bulmakta zorlandiklari yénindedir. Bu ¢alisma, oyun yazarlgl
o6gretiminde o6grencilerin yaratici disiinceyi gelistirebilmeleri icin Alti Sapkali Disinme Teknigi’nin
kullanilmasini sinayan bir calismadir ve genel sonug, teknigin kurgulama asamasinda faydali ve
kolaylastirici oldugudur.
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Alti Sapkali Distinme Teknigi 6zlinde bir problem ¢6zme yontemi olarak, dramatik malzemenin ilk
kurgusunda kullanilabilecegi gibi (sapka sorularinin ilk asal digim noktasi, kriz ya da final gibi belirli
bélimlerde sadece ihtiyag aninda uygulanmasi da s6z konusu olabilir) oyun kisilerine de aksiyonu
yonlendirmeleri igin tek tek yoneltilebilir. Alti Sapkali Dislinme Teknigi’'nin uygulamada esneklik
tanimasi, farkli disiplinlerin kullanimina uygun olarak disiinme sirecine stratejik bir form kazandirmasi,
diisinmenin farkinda olmayi, degisimini ve disiincenin gelistiriimesini hedeflerken bu sireci eglenceli ve
herkes icin uygulanabilir kilmasi (McAleer, 2007; Sungur, 1997) gibi Ozelliklerinin gergeklestirilen
uygulamada deneyimlenmistir. Arastirmanin grup uygulamasinda ulasilan bulgular, Alti Sapkali Dislinme
Teknigi'nin “dlisiinme faaliyetlerini belli bir diizene sokmak ve bdylece diigtinliriin her seyi ayni anda
degil her defasinda bir disinme faaliyetini gerceklestirmesini saglamak” (De Bono, 2015) amaciyla da
ortlismektedir.

Katihmcilar, yaraticiligin dogustan gelen bir potansiyel oldugunu distinmektedirler. Bu yaklasim,
Gardiner’in (2016) de vurguladigi gibi yaraticilik konusundaki en yaygin mitlerden birisidir ve yaratici
faaliyetler igin zaman zaman engelleyici olabilir. Ote yandan katilimcilarin yaraticilik potansiyelinin daha
iyi kullanilabilecegini, arttirilabilecegini distindikleri de gorilmektedir. Bu da yaraticilik performansini
yukseltmek icin ¢calisma ve teknik dnerilere agik ve isbirlikgi bir tutum gostereceklerini disiindlirmustur.
Nitekim kendilerine sunulan Alti Sapkali Diisiinme Teknigi’ne yaklasimlari ve kullanmaya iliskin olumlu
tutumlari da bunu dogrulamigtir. Biri hari¢ diger tim katilimcilar 6nceden hi¢ duymadiklari, bilmedikleri
bu teknigin kurgulamada kolaylik sagladigini, yaraticiigi destekledigini ifade etmislerdir. Katiimcilarin
biri hari¢ timi bu teknigin farkh bakis agilari sayesinde daha planl bir disiinme bigcimi olusturdugu
gorusindedirler. Teknik hakkinda bildirilen bu gorisler, yaraticilligi dogustan gelen icgtidiisel bir problem
¢6zme kapasitesi ya da ¢agrisima dayali bir diistinme eylemi gibi ifadelerle tanimlayan Lowenfeld (1957)
ve Maslow gibi arastirmacilarin gorusleriyle (Maslow’dan akt. Onur & Zorlu, 2017) de uyumludur.

Teknigin 6grencilere dislincelerini sadelestirmede ve tek bir noktaya odaklanmakta yardimci oldugu
gorildugu icin dramatik yapinin kurulmasi ve isletilmesine iliskin farkl agilarin gelistiriimesi bu diisgiinme
teknigi ile mimkiin olabilmistir. Alti Sapkali Diisiinme Teknigi’nin oyun yazarhg 6gretiminin kurgulama
asamasinda ve diger asamalarinda bir diisiinme pratigi olarak kullaniimasi énerilebilir.
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Introduction

The world has turned into a huge village as a result of developments in the social, political, economic
and cultural areas. Learning a foreign language has become a necessity in order to communicate in
these areas. Therefore, teaching and learning English as the dominant language of the world has been
supported by governments and authorities in the world (Chang, 2006). In parallel with these
developments, as a global language, English is necessary and as a result, English exists in the curriculum
of various levels of education including both primary and higher education. Although students learn
English throughout their lives, it is seen that they cannot have a good command of English when they
are still at university (Karci Aktas & Glindogdu, 2018; Tumen Akyildiz & Taysi, 2017). Without doubt,
these problems are mostly seen in preparatory classes of foreign language schools. Preparatory classes
take place as compulsory or optional learning of English in the first year of university. The importance of
preparatory schools can be understood better from the mission stated as “Teaching English to a level
that will be needed in the following years to students with a little English”. In order to fulfill this mission,
preparatory schools should have a good quality curriculum which should be improved through the
findings of studies. Despite this fact, curriculum developers and teaching staff focus on the teaching
process more than the evaluation process nowadays. In this case, materials and curricula are developed
without being based on the findings of studies. Studies planned after exams are focused on the new
program objectives to be applied. Thus, the inefficient parts of the curricula cannot be determined.
Moreover, most preparatory school curricula are in contrast with the principles of curriculum
development (inal & Aksoy, 2014).

Curriculum evaluation can be defined as making decisions on the efficiency of a curriculum through
various data collection tools, and it concerns all the stakeholders, including teaching staff and students
who are directly affected by the implementation of the curriculum (Demirel, 2006; Erden, 1998).
Carrying out curriculum evaluation studies, which is described as the first step of curriculum
development by Erden (1998), is necessary to obtain productive performance (Demirel, 2006). Obtaining
the views of all stakeholders can help the development of the curriculum and learning opportunities
(Bellon & Handler, 1982). Not only the four foci (objectives, content, learning-teaching process and
evaluation) should be given importance, but all the elements affecting the curriculum should also be
evaluated. In other words, questions such as what the goals of the curriculum should be and how they
should be determined, whether they are consistent with the aims of stakeholders, how the operations
function, whether the communication and decision-making process is efficient, whether the physical
conditions and the number and quality of school personnel are sufficient, whether the responsibilities
are stated somewhere, and how the teachers are supported professionally, should be answered
thoroughly. In each curriculum evaluation study, various models and approaches are seen to be used
depending on the aim of the study and the variables dealt with. The major elements of this framework
include the four areas of focus (goals, organization, operations, and outcomes), the status descriptions,
analysis activities and the curriculum improvement components. The first focus includes the program
goals and philosophy. The second step is organization, which includes resources, communication,
decision making, planning, current programs, renewal activities and structure. Operations, which include
educational goals, content, teaching/learning strategies, and assessment, can generate information
about the day-to-day functioning of the program. The last focal point is outcomes, which reveals the
achievement level of students’ learning and perceptions of students’ motivation. Status descriptions are
preliminary overviews which provide some information about the four focus areas. During the analysis
activities, the four focus areas are screened and assessed through the views of stakeholders. For the
curriculum improvement components step, the recommendations of stakeholders are gathered. The
main reason for using the Bellon and Handler Model is the organization step which does not exist in
other evaluation models. Resources, communication, decision-making processes, planning, programs,
feedback and evaluation, and structure all take place in organization, which are crucial points in the
learning and teaching process in preparatory schools. The status of these processes should be defined
and evaluated, and suggestions should be made by stakeholders. Aydin Adnan Menderes University
(AADU) School of Foreign Languages implements its own curriculum and determines teaching materials
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on its own. Thus, decision-making and communication processes are crucial for curriculum development
and implementation. A curriculum should be evaluated according to different perspectives. Although
numerous studies have been made at the level of elementary and secondary education, there are few
studies associated with higher education English curricula. These studies were conducted using the CIPP
model while few international and national studies have been made using the Bellon and Handler
Model. As a result of the literature review, international and national studies can be summarized as
stating that: More attention should be given to communicative skills, amendments should be made for
assessment tools and various activities should be applied to motivate students and arouse their interest
(Altmisdért, 2009; Balint, 2009; Chang, Kim & Lee, 2015; Griffee, 1999; inal & Aksoy, 2014; Karatas,
2007; Karci Aktas & Gindogdu, 2018; Kiely, 2003; Kose, 2012; Maneth, 2012; Mede, 2012; Nam, 2005;
Ozkanal, 2009; Oner, 2015; Ozdoruk, 2016; Sahin, 2006; Sen Ersoy & Kiiriim Yapicioglu, 2015; Oztiirk,
2017; Oziidogru, 2017; Tiryaki, 2009; Tsou & Chen, 2014; Tung, 2012; Timen Akyildiz & Taysi, 2017;
Yilmaz, 2011 ). International and national studies using the Bellon and Handler model can be
summarized as stating that: Programs considering students’ needs and interests should be made and
more attention should be given to communicative skills, especially speaking skills. There are also studies
indicating lack of motivation as the main reason of students’ failure (Al-Nwaiem, 2012; Atbas, 1999;
Erdem, 1999; Erozan, 2005; Tercanlioglu, 1990; Yel, 2009).

In addition to the scarcity of studies associated with higher education English curricula, although
AADU School of Foreign Languages education was launched in the 2009-2010 academic year, its English
curriculum had not been evaluated systematically and scientifically. Hence, a research study was
conducted by gathering the views of various stakeholders including teaching staff, administrators and
students of the preparatory school and also of lecturers and students of other departments. Through
the data collected, feedback will be given about the AADU School of Foreign Languages English
curriculum, and therefore, a contribution will be made to curriculum evaluation literature and to English
language teaching. Moreover, it may serve as a model for decisions to be taken by schools that have
similar curricula in different universities in Turkey.

The study aimed to contribute to the curriculum development process by evaluating the preparatory
class English curriculum at AADU School of Foreign Languages according to the Bellon and Handler
model. In line with the main purpose of the study, the following research questions were specified in the
curriculum evaluation study:

1. What are the status descriptions of the goals, organization operations and outcomes?

2. How do teaching staff, administrators and students of the preparatory school and lecturers and
students of other departments evaluate the English Preparatory School Curriculum within the scope
of the goals, organization, operations and outcomes?

3. What are the suggestions of teaching staff, administrators and students of the preparatory school
and lecturers and students of other departments about the development of the English Preparatory
School Curriculum within the scope of the goals, organization, operations and outcomes?

Method
Research Design

The Bellon and Handler curriculum evaluation model was used in the study. Curriculum evaluation
should include all stakeholders involved in the curriculum process. Thus, the curriculum will be
strengthened and therefore the students' learning opportunities will be improved with the integrated
data that are obtained (Bellon & Handler, 1982). In this context, the program does not only examine the
objectives, content, educational backgrounds and assessment processes of the evaluation; at the same
time, it is of great benefit to evaluate all the elements that affect the curriculum. This is also in line with
the spirit of the case study method. In this context, it is thought that different questions such as what
the objectives of the school should be and how they should be determined, whether they are consistent
with stakeholder objectives, how curriculum elements work, whether the communication and decision-
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making process is positive in the school, whether the physical facilities are sufficient, whether all
persons in the school (including service and administrative staff) are adequate, how and where the
duties and responsibilities of each human resource are indicated, and how the teaching staff are
supported professionally, can be answered in depth with this model.

The study was designed as a case study, which narrows down a broad field of study into one
researchable topic and aimed to reach qualitative and quantitative data. A case study is an in-depth
investigation of a particular situation. Utilization of both qualitative and quantitative techniques
enriches the evaluation of the curriculum through various views of stakeholders (Fitzpatrick, Sanders &
Worthen, 2004; Yildinm & Simsek, 2016). Case studies are based on limited systems (Merriam, 1998),
which give detailed and real-life information (Usun, 2012). This means: Limited participants, limited time
and a limited place (Bassey, 2003). In this study, the limited place is the AADU School of Foreign
Languages English Preparatory Classes. Participants are limited to 310 English preparatory class
students, 26 English lecturers, 26 lecturers of other departments and 24 students of other departments.
Moreover, the English preparation program is limited to one year. The reasons for the preference for a
case study are these: 1) In order to answer the questions of this evaluation study and because these
questions reveal the views of all stakeholders related to the English Preparatory Curriculum of AADU
School of Foreign Languages, the case study was estimated as the most appropriate research design,
and 2) the researcher has the opportunity to examine each factor associated with the curriculum and to
make comments through in-class observations. In this case study, a “single case holistic design” was
utilized because of the evaluation of a single school and a single curriculum (Yildirim & Simsek, 2006). In
the quantitative part of the study, the data were gathered through a scale and questionnaires while in
the qualitative part, the data were gathered through interviews, classroom observations and document
analysis.

Participants

Demographic information of the English lecturers is presented in Table 1. Demographic information
of the English preparatory school students is presented in Table 2. Information about English
preparatory students interviewed is presented in Table 3. Information about English lecturers
interviewed is presented in Table 4.Information about students of other departments interviewed is
presented in Table 5. Information regarding lecturers of other departments interviewed is presented in
Table 6.

Table 1.
Demographic Information of English Lecturers.

f %

Gender Male 13 50.00
Female 13 50.00

Total 26 100.00

Type of Degree Bachelor 17 65.40
MA 7 26.90

PhD 2 7.70

Other - -

Total 26 100.00

Experience 1-5 years 1 3.80
6-10 years 5 19.20

11-15years 10 38.50

16-20 years 4 15.40

21 years and over 6 23.10

Total 26 100.00

172



Canay KARCI AKTAS, Kerim GUNDOGDU — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 169-214

Table 2.
Demographic Information of English Preparatory School Students.
f %

Department Compulsory 238 76.80
Elective 72 23.20
Total 310 100.00

Gender Male 177 57.10
Female 133 42.90
Total 310 100.00

High School Vocational 23 7.40
Anatolian 192 61.90
Private 32 10.30
Other 63 20.30
Total 310 100.00

Duration of English learning 0-5 years 46 14.80
6-10 years 242 78.10
11 years and over 22 7.10
Total 310 100.00

Weekly hours of English at high none 10 3.20

school 1-3 hours 44 14.20
4-6 hours 205 66.10
Over 6 hours 51 16.50
Total 310 100.00

Table 3.

Information about English Preparatory Students Participating In the Interview.

Codes Gender Level High School Type Department

S1 Female Intermediate Anatolian Compulsory/ English literature

S2 Female Intermediate Anatolian Compulsory/ English literature

S3 Male Intermediate Anatolian Compulsory/ Engineering

S4 Female Pre-int. Anatolian Compulsory/International Relations

S5 Male Pre-int. General Compulsory/ Engineering

S6 Female Pre-int. Anatolian Compulsory/International Relations

S7 Female Pre-int. Anatolian Compulsory/ Engineering

S8 Female Pre-int. Anatolian Compulsory/ Engineering

S9 Female Pre-int. Anatolian Compulsory/ Engineering

S10 Female Elementary Anatolian Compulsory/ Engineering

S11 Male Elementary Anatolian Compulsory/ Engineering

S12 Female Elementary Anatolian Compulsory/ Engineering

S13 Female Elementary Anatolian Compulsory/ Engineering

S14 Male Elementary Anatolian Compulsory/ Engineering

S15 Male Elementary Anatolian Compulsory/ MA Student

S16 Female Elementary Vocational Optional/Tourism

S17 Female Elementary Vocational Optional/Tourism

S18 Male Elementary Vocational Optional/Tourism
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Table 4.

Information about Lecturers Participating in the Interview.

Codes  Gender Experience Type of Degree

L1 Male 11 years and over Bachelor

L2 Female 5-10 years Bachelor

L3 Male Over 20 years Bachelor

L4 Male Over 20 years Bachelor

L5 Female 15-20 years Bachelor

L6 Male 11 years and over Bachelor

L7 Male 11 years and over Bachelor

L8 Female 11 years and over Bachelor

L9 Female 11 years and over Bachelor

L10 Male 11 years and over MA

L11 Male 5-10 years Bachelor

L12 Male 11 years and over MA

L13 Male 5-10 years Bachelor

Al Male 11 years and over MA

A2 Male 15-20 years Bachelor

Table 5.

Information about Students of Other Departments Participating in the Interview.

Codes Gender Year High School Type Department

SOD 1 Female 1 Anatolian Engineering

SOD 2 Female 1 Anatolian Engineering

SOD 3 Male 3 Anatolian Engineering

SOD 4 Male 3 Anatolian Engineering

SOD 5 Female 2 General Engineering

SOD 6 Female 2 Anatolian Engineering

SOD 7 Male 4 General Engineering

SOD 8 Male 4 Anatolian Engineering

SOD 9 Female 4 Vocational Tourism

SOD 10 Female 4 Vocational Tourism

SOD 11 Female 3 Vocational Tourism

SOD 12 Female 3 Vocational Tourism

SOD 13 Female 2 Vocational Tourism

SOD 14 Male 2 Vocational Tourism

SOD 15 Male 1 Vocational Tourism

SOD 16 Female 1 Vocational Tourism

SOD 17 Female 4 Anatolian International Relations
SOD 18 Male 4 Anatolian International Relations
SOD 19 Female 3 Anatolian International Relations
SOD 20 Female 3 Anatolian International Relations
SOD 21 Male 2 Anatolian International Relations
SOD 22 Male 2 Anatolian International Relations
SOD 23 Female 1 Anatolian International Relations
SOD 24 Male 1 Anatolian International Relations
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Table 6.

Information about Lecturers of Other Departments Participating in the Interview.

Codes Gender Department Faculty

LOD 1 Male Tourist Guidance Tourism

LOD 2 Female Tourist Guidance Tourism

LOD 3 Female Accommodation Management Tourism

LOD 4 Female English Tourism

LOD 5 Female Tourist Guidance Tourism

LOD 6 Female English Tourism

LOD 7 Female Travel Management Tourism

LOD 8 Female Travel Management Tourism

LOD 9 Male Accommodation Management Tourism

LOD 10 Female English Tourism

LOD 11 Male Electric and Electronic Engineering

LOD 12 Female Food Engineering

LOD 13 Male Computer Engineering

LOD 14 Female Civil Engineering

LOD 15 Female Food Engineering

LOD 16 Male Food Engineering

LOD 17 Male Civil Engineering

LOD 18 Male Computer Engineering

LOD 19 Male Electric and Electronic Engineering

LOD 20 Male Electric and Electronic Engineering

LOD 21 Male International Relations Economics & Management
LOD 22 Male International Relations Economics & Management
LOD 23 Female International Relations Economics & Management
LOD 24 Male International Relations Economics & Management
LOD 25 Male International Relations Economics & Management
LOD 26 Male Physics Science & Literature Faculty

The number of participants of the study was limited to 310 English preparation class students, 26
English lecturers, 26 lecturers of other departments and 24 students of other departments
(International Relations [English medium] Department, Faculty of Tourism and Faculty of Engineering).
Courses in international relations department and faculty of engineering, for which preparatory
education is compulsory, are 100.00% in English while courses in tourism faculty are 30.00% in English
and preparatory education is optional for this faculty. The number of participants, on whom quantitative
research methods were applied, was not determined using a sampling method. The total number of
teaching staff at the preparatory school was 28, but 26 out of the 28 lecturers responded to the
questionnaires during the 2016-2017 academic year.

Without using a sampling method, the aim was to reach 332 preparatory school students during the
2016-2017 academic year. 328 students at the preparatory school were handed out an English learning
motivation scale while 310 preparatory school students were given questionnaires. The reason for the
difference between the numbers of students was that 10 students started studying at their departments
in the second term of 2016-2017 academic year.

For interviews with preparatory school students, 18 students were determined using ‘typical case
sampling’, one of the ‘purposeful sampling methods’ (Patton, 1990). The students typically went into
their classes and participated in the survey. They were from different levels of classes, nine from
elementary classes, six from pre-intermediate classes and three from intermediate classes. Saturation
was commonly taken to indicate that, on the basis of the data that had been collected or analyzed
hitherto, further data collection and/or analysis were unnecessary. 13 preparatory school lecturers and
two administrators were interviewed till data saturation was reached.
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Students from other departments to be interviewed with the criteria that they should be selected
among students who have studied in preparatory class were determined according to ‘criterion
sampling’, one of the ‘purposeful sampling methods’. A total of 24 participants were selected, two
students from each grade level (1st, 2nd, 3rd and 4th grades). The number of participants for lecturers
from other departments was randomly determined on the basis of continuing to collect data up to the
stage (satisfaction point), where concepts and processes that may answer research questions began to
repeat. A total of 26 lecturers from other departments were interviewed.

Observation classes were defined as teacher-based classes and student-centered classes, in which
various techniques and materials were used. According to this criterion, four teacher-based classes (in
which the direct instruction method, question-answer and discussion techniques were applied, the
teacher was the single authority in the classroom, and the learner had a passive role [just as a listener]
and was dependent on course books) and four student-centered classes (in which various methods and
techniques were applied, the learner was a participant, and various materials were used as well as
course books) were determined. The Main Course, Listening-speaking, Reading-writing and Grammar
classes of the lecturers were observed. They were involved voluntarily in the research. Thus, the results
of the observation and interviews were compared and confirmed.

Data Collection Tools and Procedures

In this section, the quantitative and qualitative data collection tools and numbers of participants are
presented in detail in Table 7.

Table 7.
Data Collection Tools and Numbers of Participants.
AADU Prep Other
Tools Participants Departments

Motivation Scale (to define the status descriptions of the model and related 328 students -
to the first question of the curriculum evaluation study)

Questionnaires (to define the status descriptions, analysis activities and 26 lecturers -
curriculum improvement components of the model and related to all three 310 students
questions of the study)

Interviews (to define the status descriptions, analysis activities and 13 lecturers 26 lecturers
curriculum improvement components of the model and related to all three 18 students 24 students
questions of the study) 2 administrators
Observation (to define the status descriptions and analysis activities 4+4=8 four hours -
elements of the model and related to the first and second questions of the with each
study) lecturer, totally

32 hours
Document Analysis (to define the status descriptions of the model and Official website of preparatory
related to the first question of the curriculum evaluation study) school,

Written documents at head office
and coordinator offices,
Students’ handbook,

English coursebooks, workbooks,
teachers’ books,

Attendance sheets

English Learning Motivation Scale: The English learning motivation scale was developed in order to
determine the motivation levels of the students in response to one of the four focus areas in the Bellon
and Handler Model called outcomes. After reviewing the literature for the terms of motivation,
motivation towards learning English, and motivation towards learning a foreign language, a 42-item pool
was formed. The content validity, comprehensibility and appropriateness of the items were investigated
by obtaining expert opinions. For this purpose, the opinions of six lecturers in educational sciences and
three lecturers in English teaching were obtained. The experts in educational sciences evaluated the
questionnaire items in terms of education (teaching and learning) generally while the English teaching
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experts evaluated the items in terms of English teaching. In accordance with the expert opinions, six
items were excluded from the scale. The draft scale consisted of 36 items. A pilot study was then applied
to preparatory school students in a public university in izmir and Mugla provinces. The evaluation of the
items in the scale was transformed into a 5-point Likert type and graded as follows; 1: ‘strongly
disagree’, 2: ‘moderately disagree’, 3: ‘neither agree nor disagree’, 4: ‘moderately agree’, and 5:
‘strongly agree’. The 15-item final scale was applied to 328 preparatory school students at Aydin Adnan
Menderes University in the 2016-2017 academic year.

Lecturer and student questionnaires: The lecturer and student questionnaires were prepared based
on the elements of the Bellon and Handler Model. After reviewing the literature, the questions were
corrected through the suggestions of the educational sciences and English teaching experts. The experts
in educational sciences evaluated the questionnaire items in terms of education (teaching and learning)
while the English teaching experts evaluated the items with respect to English teaching. A pilot study
was conducted with 281 preparatory students and 10 lecturers at the university in izmir. After the
questions were corrected in terms of language and field experts’ suggestions, the final student form,
consisting of 12 parts and 178 questions, and the final lecturer form, consisting of 14 parts and 182
questions, were completed. Some open-ended questions were included in both forms (in the student
questionnaires, 10 open-ended questions, and in the lecturer questionnaires, 14 open-ended questions
were included). Both questionnaires include questions related to these subjects: Personal information of
the participants, what kind of preparatory education is needed (ESP or general English), expectation to
reach the desired level of achievement, priority of skill areas, current status of some skill areas, difficulty
level of language learning areas, importance (desired status) of several teaching / learning activities and
materials and their actualization (current status), questions related to English courses, lecturers and
course books, importance of several assessment types, suggestions of participants with regard to
contributing to improving the curriculum. Briefly, all three questions can be answered through the
guestionnaire items.

Lecturer and student interview forms: A pre-interview study was made before the main interviews
with the participants. The steps of this pilot study were as follows: deciding on and designing the
questions, putting the questions in order, and preparing for recording and conducting the pilot study.
The questions were formed according to the steps and elements of the Bellon and Handler Model.
However, the interview questions to be asked to the lecturers of other departments were created
according to the departments’ status descriptions and lecturers’ suggestions about preparatory
education. Draft forms were submitted to five educational sciences and qualitative research experts.
After correction, interviews with three lecturers and students at the preparatory school and three
lecturers and four students of other departments were made. 30 interview questions were prepared in
parallel with each other based on the elements of the Bellon and Handler Model. The final interview
forms were applied to 18 preparatory school students, 13 English lecturers and two administrators of
Aydin Adnan Menderes University School of Foreign Languages and to 24 students and 26 lecturers of
other departments. All interviews were made by the researcher herself. The duration of an interview
with an English lecturer was approximately 1.50-2 hours, with a preparatory school student, about 30
minutes, with a lecturer of other departments, 1-2 hours on average, and with a student of other
departments, approximately 1-2 hours. The data were noted down when the recorder was not
permitted by some participants. The questions of the interview forms (except the forms for lecturers of
other departments) were under these headings: Attitudes of students towards learning English at
preparatory school, organization (resources, organizational processes, programs, communication,
decision-making process, structure, renewal activities), operations (educational goals, content,
teaching/learning process, assessment), and outcomes (student achievement). The interview forms for
lecturers from other departments include these questions: Whether English education is necessary or
not for their departments, at what level should students' English proficiency and language skills be, and
the suggestions of the lecturers related to these elements of preparatory education: educational goals,
physical facilities, content, materials, activities and assessment.
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Observation forms: A semi-structured observation form was prepared. Observations were made on
main course, grammar, listening-speaking and reading-writing classes. Thus, the functioning of day-to-
day activities was compared with the views of the lecturers and confirmed. Observations were made by
the researchers and lasted 32 hours over a period of three-and-a-half weeks in the 2016-2017 academic
year. The recording of observation findings was completed by noting them down in running record
format. The observation includes the following elements: Physical condition of classrooms, activities
done, materials used, attitudes, roles of lecturers and students, and student-lecturer interaction. The
physical conditions of the classrooms were the same and big enough for students to have classes. There
appeared to be no visuals, but a projector and computer existed in the classrooms. The lighting and
heating systems were in good condition. For student-centered classrooms, the seating arrangement was
U-shaped as well as traditional.

Document analysis: The explanation stage of current situation in the research was completed via the
official website of the preparatory school, written documents at head office and coordinator offices, the
students’ handbook, student coursebooks, workbooks, teachers’ books and attendance sheets. Thus,
status descriptions were supported by document analysis. Current information related to English
education was generated from guidelines, regulations and student handbook found on the official
website of the school. The averages of students’ grades were calculated and these were referred to the
element of outcomes (student achievement) of the Bellon and Handler Model. The number of students
in each classroom was reached through the attendance sheets. Through the analysis of the course
books, teachers’ books and workbooks, the current status of the educational goals, content and
activities suggested by these books was put forward.

Validity and Reliability

English Learning Motivation Scale: In order to test the validity of the scale, exploratory factor
analysis and confirmatory factor analysis were conducted. For the relevance of the research sample, the
Kaiser-Meyer-Olkin (KMO) and Bartlett Sphericity tests were performed. The values obtained from the
research were as follows: Kaiser-Meyer-Olkin= .83, Bartlett's Test of Sphericity= 11.20, p=.01. Thus, it
can be said that the data obtained were significant. The factors that emerged from the study were
subjected to axis rotation. In order to determine factor structure related to the scale, varimax vertical
rotation method was chosen. In determining the factor structure of the scale, factor loading values
of .45 or over, difference between two loading values of at least .10, and eigenvalue of each factor of at
least 1 were taken into account (Buyukoztiirk, 2002). As a result of the exploratory factor analysis, a
four-factor scale was developed. In order to test the four-factor structure obtained from the exploratory
factor analysis, confirmatory factor analysis was conducted. Different goodness-of-fit indexes were
examined (x’=167.62, N=219, df=84, p=.00, RMSEA=.06, GFI=.90, AGFI=.86, CFI=.96, NNFI=.95, RMR=.05
ve SRMR=.06). The values were found to be at the acceptable level. Acceptable levels are: For SD/X2,
1/3 was stated as the acceptable level because it has to be near 1/5. For RMSEA, the value must be near
0. A value under .05 is supposed to be perfect while a value under .08 shows that it is at the acceptable
level. GFI value must be .90 or over. This shows goodness-of-fit. For AGFI, a value of .95 and over shows
it is perfect whereas values between .90 - .94 show that they are at the acceptable level. Also, values of
CFl= .90 and over, NNFI (TLI)= .95 and over show that the values are claimed to be at the acceptable
level (Capik, 2014). In order to test the reliability of the scales, Cronbach’s alpha values were found to be
over .80 (Karci & Giundogdu, 2018).

Lecturer and student questionnaires: In order to measure the internal consistency or reliability of
the items of the scales in the questionnaires, Cronbach’s alpha values were calculated. The values are
given below:

1- Cronbach’s alpha value of items related to the English courses and lecturers is: (21 items) .90
2- Cronbach’s alpha value of items related to the main course book is: (14 items) .86

3- Cronbach’s alpha value of items related to the reading-writing course book is: (8 items) .91
4- Cronbach’s alpha value of items related to the listening-speaking course book is: (8 items) .92
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Qualitative data collection tools: Lincoln and Guba (1985) suggested a trustworthiness framework
focusing on four major areas.

1- Credibility: This topic was realized through triangulation of data (different stakeholders took part
in the research), triangulation of researchers (more than one researcher was responsible for the
observations), methodological triangulation (more than one data collection tool, namely scale,
questionnaires, interviews, observations and document analysis, were used). Two research assistants
helped the researcher observe the classes and a 12-hour pilot study was done for the reliability of the
study. Thus, the observation notes were focused on and discussed, and problems were solved. After
comparing the notes of the observers, it was understood that there was no inconsistency among the
notes and observations made.

Moreover, in order to measure the reliability of the interview forms, various forms (preparatory
school student forms, English lecturer forms, lecturer forms from other departments, student forms
from other departments) were analyzed by eight researchers, who had previous qualitative research
experience. Three preparatory school student forms, three English lecturer forms, four lecturer forms
from other departments, and four student forms from other departments were chosen randomly and
the texts in these 14 forms were coded separately by the 8 researchers. Then, in order to measure the
reliability level, the researchers came together to discuss and come to an agreement about different
codes. Also, for the forms chosen randomly and coded by the researchers, the reliability formula
suggested by Miles and Huberman, namely (Reliability=Consensus/(Consensus+Dissidence)x100.00) was
used for calculating the reliability of the study (Miles & Huberman, 1994). Reliability rates were found to
be 83.00% for student forms from other departments, 75.00% for lecturer forms from other
departments, 77.00% for preparatory school student forms and 74.00% for English lecturer forms as a
result of the analysis. According to Miles and Huberman (1994), the rate is valid for the reliability of the
research when it is over 70.00%.

2- Transferability: This study, despite the fact that the findings were related to one specific foreign
language school, namely, that of Aydin Adnan Menderes University, offered an example within a
broader group of preparatory school students in a similar context.

3- Dependability: In this study, this issue was addressed by describing and explaining the processes
of the study in detail.

4- Confirmability: This issue was achieved by applying respondent validation to make sure that the
researchers’ interpretations were consistent with their views. Participants were asked to confirm that
the interpretations were consistent with their perceptions and reflected their actual views. Moreover,
audit trail was used. There were three independent reviewers to comment on the processes of the
research step by step, and to verify that they were consistent at both the literature and methodological
stages.

Data Analysis

Analysis of quantitative data: Data obtained through the ‘English Learning Motivation Scale’ and
‘Lecturer and Student Questionnaires’ were entered into computer and frequencies (f), percentages (%),
means (X) and standard deviations (sd) of the scale, and means (X) and standard deviations (sd) of the
questionnaires were analyzed with SPSS 17.00 software.

Analysis of qualitative data: Data obtained from the interviews and observations were entered into
computer in Word form. Descriptive and content analysis techniques were used for the interview data
while descriptive analysis was made for the observation data. Preparatory school students were coded
as S1, S2; English lecturers as L1, L2; students from other departments as SOD1, SOD2; lecturers from
other departments as LOD1, LOD2. Frequencies of codes were calculated via MAXQDA 12. The stages of
coding, categorizing and creating themes were defined as follows: Key words were coded by revising the
sentences word by word and highlighted. Then, the categories were derived from the codes and turned
into themes. The codes, categories and themes were presented and explained in a way that the reader
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could understand. After that, the themes were interpreted according to the elements of the Bellon and
Handler Model and conclusions were drawn by the researcher. The titles, themes, sub-themes
(categories), codes and frequencies of sample interview forms are presented in Table 8.

Table 8.
Sample Coding List of English Preparatory School Student Interview Forms.

-

Title Theme Category Codes

[EEY
[e)]

Resources Sufficient number of academics Sufficient
Change of lecturers between terms Positive
Negative
No comment
Appropriateness of materials GR- boring
Expensive books
Insufficient skills books
Physical facilities Positive
Negative seating
No internet
Lack of environmental
landscaping

ORGANIZATION
AU WOUAO®NONSN

Findings

Findings were gathered through the research presented below. Status descriptions, analysis activities
and curriculum improvement components are presented in the order of the elements in the Bellon and
Handler Model.

Status Descriptions of English Preparatory Curriculum

There were no documents clearly specifying the philosophy, objectives and standards of the B1 level
put forward by the Common European Framework. The general purpose of the curriculum was stated
as: “In the Aydin Adnan Menderes University Foreign Language Education Guidelines, the goal of
teaching English is stated as to teach students to learn grammar rules, to improve their vocabulary, and
to express themselves verbally and in writing.” The general purpose stated in the guidelines was in
parallel with the lecturers’ views on the General English that was taught at the preparatory school. The
hours of classes and the materials used differed at various levels of classes. Though the use of
supplementary materials was forbidden in classes due to the aim of standardization, some lecturers
were observed to use a variety of materials in classes. Some of the articulated needs for instructional
materials and equipment were: language labs, smartboards, and a self-access center, but not many
serious problems were expressed by the stakeholders. Moreover, there were no visual aids on the walls
of classrooms. The number of students could exceed 30 sometimes while in some classes they were
fewer than 10. Development and renewal programs of the lecturers were carried out as in-service
training provided by publishers of coursebooks. Lecturers were supported towards completing
postgraduate education while they did their jobs.

The stakeholders were asked whether there were any written position descriptions which clearly
defined roles and responsibilities at AADU. Most of the interviewees, including the administrators, said
‘no’. The roles and responsibilities of students were stated in the Students’ Handbook despite the fact
that they claimed that they had not known about it or seen it anywhere. There were four units of
committees (planning, material development, in-service training, and testing) in the organization. Their
roles and responsibilities were not described in writing. The flow of communication was defined by
stakeholders as that they used some different types of communication such as Electronic Information
Management System (EIMS/EBYS), Student Information System (SIS/OBIS), social media, phones and
face-to-face. There was no chance of discussing problems with the head of the school throughout the
year, but only at the beginning and end of the academic year. Another concern in the organizational
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processes sub-section was the way educational and administrative decisions were made, and whether
lecturers took part in these decisions. Educational and administrative decisions seemed to be made
collaboratively during staff meetings. However, mostly, the administrators were the only authority to
make such decisions. One of the lecturers indicated his/her negative view as: “Lecturers seemed to be
involved in decision making but it is open to question. Administrators make the decisions and inform us
(lecturers) about those decisions.” (L5).

There were no planning activities of any sort at the preparatory school of AADU. According to one of
the interviewees, this was due to the lack of a written curriculum. The only planning activity, if any, was
the pacing schedule which outlined which units should be covered based on the academic calendar.

The program sub-section investigated whether there were separate skills classes (reading, writing,
speaking, listening, grammar and vocabulary classes), the answer was ‘yes’, except for teaching
vocabulary, although this was stated in the general purpose of the curriculum.

The feedback and evaluation sub-section of the organization section aimed at identifying whether
there was an exchange of feedback among the lecturers, administrators and all personnel at school.
There was no evaluation program designed to help improve the performance of the lecturers,
administrators and all personnel at school. There was an exchange of feedback among the lecturers but
there was none between administrators and lecturers. This issue was indicated by one of the lecturers
and administrators as: “There is no exchange of feedback between administrators and lecturers. There is
an exchange of feedback among the lecturers especially with the ones | get on well with.” (L10). “There is
no strict structure at school. So, there is an exchange of feedback among all the staff.” (A2).

When the coursebooks were investigated, the contents of the listening-speaking and reading-writing
classes were in parallel with each other. The topics of the Main Course were seen as mostly from
everyday life. According to the in-class observations, the activities implemented in classes of the
teacher-based and student-centered groups might vary. In the teacher-based classes, the lecturers
preferred mostly lecturing, translation and question-answer whereas, in the student-centered ones,
lecturers focused on group and pair work mostly as well as activities similar to the teacher-based ones.
Two of the students from other departments stated that, in previous years, a variety of activities were
done in English classes, especially in skill classes. The roles of the students differed in the classes of
teacher-based and student-centered groups. In the student-centered ones, the students were more
responsible than the students in the teacher-based classes. All the tests were prepared and
administered by the testing unit of the preparatory school. Tests, visas, and final exams assessed all
skills including speaking. Home assignments and assessments of student performance were realized by
the lecturers.

The outcomes of the program investigated through this study were discussed in terms of affective
considerations such as students’ general attitudes towards the program, their motivation towards
learning English, and whether students reached the desired level of English proficiency in terms of the
stated general goals of the program, as inferred from the results of the questionnaires and the interview
findings. It appeared that the majority of preparatory school students seemed to be interested or
positive about learning English, but a few students indicated that they were dissatisfied due to the
negative experience of the program. Some lecturers claimed that there was an obvious lack of
motivation among students which, as the results suggested, could be attributed to several factors. One
of the lecturers stated: “Some students have the ability and desire to learn English, but some don’t. They
are obliged to learn because their classes will all be in English. The ones who are reluctant to learn can
give the reason of boring materials and classes.” (L9). The second set of items in the lecturer and
student questionnaires asked them for their opinions on whether the students reached the aimed
proficiency level upon completion of the program. According to 61.90 % of the students and 80.80 % of
the lecturers, this was not achieved basically.
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According to the interviews of students in other departments, preparatory education could not meet
their needs and expectations, which caused disappointment for most students. This was due to a lack of
professional English. One of the students in another department pointed out this issue as: “Preparatory
education didn’t meet my needs and expectations because there was no professional English. Thus, |
couldn’t improve my English.” (SOD20). The lecturers in other departments verified the opinions of the
students in these words: “The English competence of our students is not at the desired level. They also
say so. We have problems because of students who cannot understand what they read or hear.”
(LOD17).

The term ‘motivation’ was emphasized by Bellon and Handler. According to the findings obtained
from the scale of motivation towards learning English, students had a desire to learn English, but they
were not satisfied with the current English preparatory curriculum (Karci & Giindogdu, 2018).

Analysis Activities of English Preparatory Curriculum

In this section, findings related to how stakeholders evaluated the elements of the model are
presented. It was stated in the status descriptions that the four skills, grammar and vocabulary were
included in the general purpose of the program. The interviewees answered no to the question whether
the learning environment was appropriate for teaching and learning all skills and learning areas
(listening, speaking, reading, writing, grammar and vocabulary). One lecturer stated: “The goals of the
curriculum were not realized because there was no chance to practice.” (L6). The physical facilities were
not seen as an important problem by the interviewees. No serious problems were expressed related to
lack of instructional materials and equipment. The students in other departments expressed that they
were educated in a different building (out of campus, boiling in summer, freezing in winter) so they had
negative views towards the physical facilities. This was cited in the sentences, “/ had a roommate whose
department was tourism. S/he told me s/he was freezing in that building. | didn’t feel like | was studying
at university. We felt like we were in fifth grade of high school.” (SOD6). The lecturers mostly agreed that
support for postgraduate education by the head of the school was sufficient while in-service training
was not considered sufficient. Roles and responsibilities were not clearly identified, according to the
interviews. Thus, there might be some problems caused by this issue. The four units at school, excluding
the testing unit, were seen as incompetent. This was stated by one of the lecturers and one of the
administrators as: “The testing unit operates well but the others do not. There is a contrast in books. The
main course books are at the intermediate level while the grammar books are at elementary.” (L13),
“...The testing unit is very active but the others are not so.” (Al).

Not all of the interviewees were pleased with the flow of communication. Some of the preparatory
school students indicated that the flow of communication between the lecturers and students was
positive: “We ask questions to our advisory teacher. S/he is interested in our questions.” (S3) On the
other hand, “No one asked us anything about our problems.” (SOD5). Lecturers stated that the flow of
communication between the lecturers and administrators was equally positive and negative: “There is
no formal flow of communication. We can ask any question.” (L2), “There is a group of lecturers who get
on well with the administrators while some do not see the administrators much. Neither is good in my
opinion.” (L6).

The current system of decision making was not found to be effective by most of the lecturers
whereas three of them stated that this process was carried out positively. Here are the positive and
negative views: “The lecturers are asked to decide on educational issues but the final decision is made by
the head of the school. For administrative decisions, it is the task of the administrators and not the
teaching staff.” (L11), “It is open to question whether the lecturers are involved in the process of decision
making. It is not appropriate.” (L2).

Currently there are no planning activities of any sort at school. This issue was found negative by the
lecturers and administrators. One of the lecturers stated that for intermediate classes the pacing was
not good because of lack of planning: “If they don’t interfere with our classes and the implementations in
classes, we can do good things. As there is no good pacing for intermediate classes, there is nothing to
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do.” (L9). One administrator said that there was no planning process: “There is no process of planning.”
(A1). According to all stakeholders, listening-speaking classes in general were not effective. It appeared
that there were problems related to the hours of listening-speaking classes while some stakeholders
emphasized the importance of teaching. These are the views of three stakeholders: “The lecturers
taught reading, listening and speaking well but they were not sufficient. Foreign students speak English
fluently, but | feel unhappy not to speak as well as them. | will not speak English well, and they will ask
me how | graduated from this school.” (SOD7), “The most difficult thing is to acquire skills. The more
practice we do, the better we learn English. The hours of listening-speaking classes are too few.” (S5),
“The most important thing is not whether there are too many hours of classes, but the teaching of
them.” (L10).

Based on nine interviewees’ statements, there was sufficient exchange of feedback between the
administration and the lecturers, and among the lecturers themselves. One of the preparatory school
students pointed out that the aim of curriculum-B1 level was below the real levels of students while
many students in other departments reported that the level of teaching had been above the levels of
students in the previous years. One lecturer stated that B1 level did not meet the needs of students in
the sentence, “The aims don’t meet the needs of students. Our aim is to make the students reach a
certain level, but we have to establish our goals according to the levels of students. The aims may be
below or above their real levels.” Students, lecturers and administrators of preparatory school students
viewed the contents of the classes as positive (appropriate for their levels and interests, meaningful and
real-life-like) while in other departments, students’ opinions were equally negative (above or below
their levels and not appropriate for their interests, not meaningful and not real-life-like) and positive
(appropriate for their levels and interests, meaningful and real-life-like). As with the results of the
questionnaires, students found main course books to be partially positive whereas lecturers’ views were
in a positive direction. Skills books were indicated as boring and insufficient by almost all stakeholders.

According to the results of the questionnaires, both students and instructors perceived speaking
skills as “the most difficult” and “the most important” while reading skills were seen as “the least
difficult” by both groups but “the least important” one differed between the students’ and lecturers’
opinions. According to lecturers, it was grammar while students stated that it was reading. The common
reason for having difficulty in skills was lack of practice. In other parts of the questionnaires, the findings
related to the importance and existence levels of some areas showed that the students did not learn
anything professionally due to lack of professional English classes. Out-of-class activities were perceived
as important but non-existent. Students seemed to “disagree” with the contribution of speaking-related
activities to their speaking skills. Students appreciated the value of immediate teacher correction of oral
mistakes. Interviews indicated that both students and lecturers perceived various activities as positive
while traditional ones were seen as negative. According to the findings of the observations, student-
teacher interaction was found to be positive in student-centered classes.

All types of assessment in both questionnaires were identified as “important” and “satisfactory”
except the assessment of students’ performance/project work. This was “moderately satisfactory”. The
means and standard deviations of the views of lecturers and students related to the different evaluation
types are indicated in Table 9. Oral exams also seemed to be negatively influenced by their function.
Due to possible different approaches towards assessment of oral and writing skills by lecturers, oral and
written exams might not be objectively evaluated. These issues were emphasized in the sentences of
the interviewees as: “Time given for the oral exams is not sufficient.” (S6), “Writing and oral assessment
is not made objectively.” (L10).

Based on the results of the interviews, there seemed to be a general dissatisfaction among students
and lecturers with their real performance. Thus, students’ levels of success were perceived as low by
preparatory school lecturers. Preparatory school students thought more positively about their own
levels of success. Lecturers and students in other departments had similar views to the lecturers at the
preparatory school. The views related to the students’ levels of success were presented as: “When
students study, they achieve.” (S7), “Students of engineering have little competence to succeed in
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English. Their competence in speaking is not satisfactory. They can’t get what is meant in texts or in the
questions in English exams.” (LOD26).

Table 9.
Views of Prep School Lecturers and Students Related to Assessment Types.
Lecturers Students
X Sd X Sd
3.46 (3.19) .58(.63) 1.Grammar and vocabulary sections of exams 3.42(2.96) .72(.81)
3.69(3.00) .47(.69) 2. Listening tests 3.37 (2.77) .75 (.85)
3.61(3.03) .49(.59) 3. Reading tests 3.27(2.75) .75(.84)
3.34(2.80) .56(.63) 4. Writing tests 3.35(2.87) .75(.88)
3.19(2.61) .63(.57) 5. Oral exams 3.66(2.87) .63(.88)
)

3.73(1.96) .45(.66 6. Assessment of students’ performance/project work 2.66 (2.37) 1.04 (.98)

*Without parentheses, the mean and standard deviation values are related to the importance/need of the items.
**With parentheses, the mean and standard deviation values are related to the existence of the items.

Curriculum Improvement Components of English Preparatory Curriculum

In this section, findings related to stakeholders’ suggestions are presented. As the suggestions of
stakeholders, by taking the needs of all stakeholders into consideration, the goals and objectives of the
program should be stated in detail. This suggestion was explained in one lecturer’s and one
administrator’s interviews as: “At first, the needs of students should be determined. Their needs can be
determined by making interviews with the teaching staff and the students of other departments. We
may not meet all the needs of everyone but at least of some of them. We can teach professional English
at the preparatory school. Lecturers and students both at the preparatory school and in other
departments should explain their opinions by having a meeting and decide on a curriculum.” (L10),
“Stakeholders should come together for needs analysis to learn about the needs of students,
departments and society we live in. This can be done, of course.” (Al).

As a part of the investigations of the goals area, instructors and students were asked what kind of
English would be more beneficial for the students. It appeared in the interviews and questionnaires that
almost all of the instructors thought general English should be taught to students while the students
claimed that both general English and English for Specific Purposes (ESP) should be learnt, since it would
be more relevant to their future careers, and in this way, they would be more motivated to learn
English. Thus, professional English as a class should be added to the English preparatory curriculum. This
case was explained in these sentences as: “Terms related to their departments should be given, at least.”
(L1), “The topics should be related to our departments.” (S8). Some of the articulated needs for
instructional materials and equipment were: language labs, smartboards, a self-access center and
physical facilities. As was commonly expressed by lecturers and administrators, written descriptions of
roles and responsibilities were needed so that the roles and responsibilities of lecturers and
administrators could be clearly identified. Lecturers stated that it would be useful to define the
responsibilities of units in the curriculum planning. One of the lecturers indicated this as: “The definition
of responsibilities of the planning unit should include more, such as making needs analysis and
curriculum evaluation questionnaires. For the materials development unit, their task is not only to choose
coursebooks. Supplementary materials and extra activities should also be prepared.” (L12).

It appears in the interviews as a common view that current students and graduates should take part
in the decision-making process. One of the students explained this as: “Senior students’ views can
contribute to the decision-making process.” (510). The English Preparatory curriculum should be revised
and updated. This was stated by one of the lecturers as: “Plans are made weekly, but for pacing
objectives these should be written down. There should be a kind of evaluation to decide whether the
students did well or not during the term.” (L12). How much time should be allotted for each class should
be decided according to the needs of departments. “Each department has different needs, so the class
priority varies. For instance, in engineering, the need is for productive skills. On the other hand, for social
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sciences, reading comprehension and grammar are more important than others”, was expressed by one
of the lecturers. All of the lecturers indicated that an evaluation mechanism would be useful and
motivating as long as it aimed to provide the lecturers with constructive feedback and support in areas
that they might be lacking in. As for who and what should be evaluated, interviewees commonly stated
that in addition to evaluating student progress, lecturer performance, coursebooks, the testing system,
and other materials should be evaluated upon objective and carefully designed criteria. All of the
stakeholders agreed on implementing various activities in classes such as educational games, songs and
films, and also stated that conversation clubs could give the opportunity to speak fluent English. These
opportunities were suggested by some stakeholders as: “Activities like films and songs can be applied in
classes. It is forbidden. Everyone should implement these. Lecturers should be flexible in implementing
these. Native speakers can join the classes.” (L9), “Native speaker students at this university can join
conversation clubs to help the students improve their English.” (LOD2).

There should be power sharing in classes, according to some interviewees. “Self-confidence is lacking
for us but sometimes the roles of students and teachers can change.” (S8), “The lecturer should be the
facilitator. Sometimes the roles of students and teachers can change.” (A1) were the utterances of one
student and one administrator. In oral exams, students merely spoke for five minutes on a topic. They
require more choices. Process-oriented evaluation should be given more importance. Lecturers in other
departments emphasized the importance of skill-based measurement tools as: “Exams should measure
the real performance of students. They should be skill-based. Students have to be able to write essays on
any topic and understand and answer the questions of reading texts.” (LOD14). Things to do to improve
the level of success and competences of students were determined by stakeholders as boosting
motivation, challenging to learn, and a high level of English education. The views are given below:

L2: We should boost the motivation of students. | don’t know how we can do this, but we should. We
should break down prejudices towards English.

L6: We should give more importance to skill-based classes and change the materials and operation of
skill classes.

LOD3: Students should graduate at advanced level, or at least at upper-intermediate level.
In addition to these, two lecturers emphasized that preparatory education should be compulsory.

LOD2: Preparatory classes of tourism should be given in Kusadasi. Preparatory education should be
compulsory so that they will start studying here, gaining a great deal of experience.

LOD17: Learning English is necessary for engineering students. Our students will work in the
construction field, which is one of the most important sectors for doing business abroad. The
commonly used language is English, so it is necessary for the students to learn it.

Discussion, Conclusion and Implications

This study aimed to evaluate the English preparatory curriculum at Aydin Adnan Menderes
University School of Foreign Languages according to the Bellon and Handler Model. The results of the
study are presented in accordance with the elements of the Bellon and Handler model, and this study’s
similarities and differences with other studies are put forth in this part.

The status description of general purpose was identified as: “The program at AADU aims to give
students six English language skills (listening, speaking, reading, writing, grammar and vocabulary), as
they will need to pursue English-medium courses in their departments.” Yet there were no written
documents clearly specifying philosophy, goals and objectives. Moreover, general English teaching was
provided at AADU School of Foreign Languages. In a study done by the British Council (2015), the
common aim of 24 universities’ preparatory education was to reach B2 level. In addition, as well as
general English, it was concluded that ESP was taught in these universities. In the report made by METU
in 2002, it was stated that there were some discrepancies such as lack of smartboards and insufficiency
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of copier rooms- though there were eight at that time. That the same results were obtained at AADU
School of Foreign Languages at this time can be said to be meaningful. Another aspect, that the school
supported staff development or renewal programs (in-service training, seminars, postgraduate studies,
etc.) to improve competencies of teaching staff has similarity with Tercanhoglu’s (1990) study, but is
different from the findings of Atbas’s (1999). In Ege University’s English preparatory curriculum (2017),
each level of students was taught various classes with different hours, while this study found that there
were standard hours of classes for each level. Separate class applications for each skill were also found
in Mede’s (2012) study. Vocabulary teaching was stated as a crucial skill in the general-purpose
statement in this study, which coincides with the findings of Cengizhan’s (2007) and Tekin’s (2015)
studies.

A lack of a collaborative decision-making process was encountered in some other research studies,
too (Atbas, 1999; Tercanlioglu, 1990). For the aim of standardization, a variety of materials and activities
were not to be used during the classes, yet in class observations, it was seen that, in student-centered
classes, lecturers used various materials and activities. On the one hand, there are similar findings which
stated that various materials were used (Mede, 2012; Timen Akyildiz & Taysi, 2017), on the other hand,
there are different findings which reported that various materials were not used in classrooms (Canlier
Bekem, 2010; Erozan, 2005; Oner, 2000; Paker, 2006; Tekin, 2015; Yildiz, 2004). One can conclude that
there were no out-of-class activities; on the other hand, some universities, such as DEU, Ege, METU and
PAU implemented out-of-class activities including conversation clubs, competitions, festivals and
conferences. All skills were assessed, which is not in parallel with the findings of Altmisdért’s (2009) and
Paker’s (2012) studies. According to Bellon and Handler (1982), the term ‘motivation’ has an important
effect on learning and teaching English. In this study, it was found that current students at the
preparatory school had higher motivation levels than former students. The reasons for the desire of
students was put forward as the aims of finding a good and well-paid job or career, and communicating
with people from other countries. The importance and effects of extrinsic motivation were found in a lot
of studies (Jung, 2006; Kirkgoz, 2009; Sen Ersoy & Kirliim Yapicioglu, 2015). It can be said that the main
reason for former students’ failure was lack of motivation. This finding was indicated in other studies,
too (Cakir, 2007; Kabaharnup, 2010; Karatas, 2007; Paker, 2012).

As an indication of this study, an evaluation of the elements was made through the views of the
stakeholders. It can be understood that the goals and objectives of the preparatory school curriculum
were not in accordance with the needs of the students and departments. This issue made all
stakeholders dissatisfied with the current curriculum. This finding is in parallel with the findings of
studies such as those of Al-Nwaiem (2012) and Akpur et al. (2016). One can conclude that students do
not have the desire to learn in a class given by the teachers they disapprove of in this study, as reported
in other studies (Baggeci & Cinkara, 2009; Tekin, 2015; Ozdoruk, 2016). Crowded classes affect learning
and implementing some activities, especially interactive ones, which can be negative (Blyiukduman,
2005; inal & Aksoy, 2014; Kabaharnup, 2010; Tung, 2010;). Students and lecturers complained about
crowded classes and not having the opportunity to reach all the students in their classes. Decision-
making and planning processes were said to be ineffective, as was stated in different studies (Al-
Nwaiem, 2012; Atbas, 1999; Mawed, 2016; Tiryaki, 2009). Listening and speaking classes were found to
be insufficient to develop communicative skills properly (Al-Nwaiem; 2012; Erozan, 2005; Gékdemir,
2005; Karci Aktas & Gundogdu, 2018). Thus, especially the objectives of the speaking skill were
perceived not to be reached despite the fact that speaking was seen as the most important skill to learn
(Atbas, 1999; Balint, 2009; Erdem, 1999). One cannot claim that materials met the needs of stakeholders
when the goals and objectives were not in accordance with the needs of the stakeholders (Altmisdort,
2009; inan & Yiiksel, 2012; Tavil, 2006; Tercanlioglu, 1990). The inappropriateness of skills classes and
materials was also stated in other studies (Al-Nwaiem, 2012; Oziidogru, 2017; Sorug, 2012; Yel, 2009). In
addition, teacher- and grammar-based teaching was a leading problem, so that students had difficulty in
communicating with each other and they became bored with the repeated activities, as stated in various
studies (Coskun, 2011; Demirtas & Sert, 2010; Dinger et al., 2010; Sert et al., 2013; Tung, 2010; Timen
Akyildiz & Taysi, 2017).
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No matter how many evaluation tools were used, as was stated in this study, the implementation of
oral exams was found to be inappropriate (Sen Ersoy & Kirim Yapicioglu, 2015; Tiryaki, 2009; Young,
1991). The inappropriateness of evaluation caused unreal performance assessments of the students
(Demirtas & Sert, 2010; Ozdoruk, 2016). This problem caused the students and lecturers in other
departments to believe that they had insufficient levels of English (Gomleksiz, 2002; Paker, 2012; Tekin,
2015).

Curriculum improvement components were explained briefly by giving suggestions. Taking the views
of all stakeholders into consideration, needs analysis can be stated as the priority thing to be done in
curriculum development (Akpur et al., 2016; Altmisdort, 2009; Atbas, 1999; Aydin et al., 2017; Brown,
1995; Mede & Akyel, 2014; Tsou & Chen, 2014; Tung, 2010; Yumuk, 1989; ). Apart from this, it is clear
that in order to improve communicative skills of students, foreign lecturers can contribute. This
suggestion coincides with the results of different studies (Erdem, 1999; Tiryaki, 2009; Yildiz, 2004).

As for suggestions regarding the organization element, professional in-service training should be
provided for development and renewal of lecturers (Al-Nwaiem, 2012; Mappiasse & Sihes, 2014).
Almost all of the lecturers and administrators stated that an evaluation mechanism would be useful and
motivating as long as it aimed to provide the lecturers with constructive feedback and support in areas
that they might be lacking in. As for who and what should be evaluated, interviewees commonly stated
that in addition to evaluating student progress, instructor and other staff performance should be
evaluated upon objective and carefully designed criteria. This finding is in parallel with the findings of
the studies by Atbas (1999), Sabuncuoglu (2006) and Chen (2009).

Suggestions related to communication, structure and the decision-making process can be sequenced
as these: It was concluded that the communication among all the stakeholders should be appropriate.
Roles and responsibilities of lecturers and administrators should be clearly stated in written documents.
It is thought-provoking that in the decision-making process, lecturers did not take part, so this should be
rectified in order to satisfy teaching staff. There are similar studies (Al-Nwaiem, 2012; Atbas, 1999;
Cosaner, 2013; Ekmekgi, 1983; Erdem, 1999; Gomleksiz, 2002; Karatas, 2007).

Moreover, it was indicated that teaching of professional English should start in preparatory school
and that the content should be relevant to Turkish culture, as some studies also state (Akar, 1999;
Erozan, 2005; Ekiz & Sire Kaya, 2016; Kdse, 2012; Ozkanal, 2009; Tarnapolsky, 2016; Timen Akyildiz &
Taysl, 2017). On the other hand, there is a study by Al-Nwaiem (2012), which emphasized that the
content of the curriculum should be relevant to the culture of the target language. It was claimed that
students felt culturally closer and learned English better and faster. The suggestion of making use of a
variety of technological materials was put forward in other studies, too (Al-Darwish, 2014; Erdem, 1999;
Ozkanal, 2009). A variety of activities and materials boost the level of students’ motivation and they
have more desire to learn English. Thus, it was stated in some studies that various and enjoyable
activities should be implemented (Kémir et al., 2005; Sen Ersoy & Kiirim Yapicioglu, 2015).

By allocating more responsibilities and enabling involvement of students in classroom activities
more, there should be power sharing, which was emphasized in the studies by Erozan (2005), Gokdemir
(2005), Yildiz (2006) and Karafil and Ari (2016). For the evaluation system, there should be changes in
the implementation of oral exams. The use of process-oriented evaluation should be focused on rather
than product-oriented evaluation. There are similar findings in other studies (Oztiirk, 2017; Yildiz, 2004).
Optional preparatory education was not preferred by stakeholders. Manap Davras and Bulgan (2012)
suggested excluding optional preparatory education and continuing with compulsory education.

To sum up, not having written and detailed goals and objectives of the program causes problems in
forming different elements (content, activities and assessment) of the program. Insufficient physical
facilities are another area to improve. In-service training was found to be inefficient; therefore, it should
be improved. Communication between lecturer and student was perceived to be positive; however,
communication between administration and other stakeholders should be enhanced. During the
decision-making process, participation of lecturers was low and there was a lack of participation by
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students. These can cause some problems such as miscommunication. It was stated that there were no
out-of-class activities or varied activities in class. Teaching of skills, especially speaking and listening,
should be given equal importance. It was determined that the level of students’ motivation towards
learning English was high at first; however, their level of motivation faded away due to grammar- and

tea
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9.

10.
11.

12.
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cher-based teaching. It was stressed that there were some problems in the assessment of students.
The following recommendations can be made based on the results and comments of this study:

The needs and interests of students and the needs of departments should be taken into
consideration before planning a program. Goals and objectives should be written clearly and in detail
according to these needs.

Physical facilities such as language labs, smartboards, a self-access center and so forth should be
improved.

In order to develop and renew lecturers’ professional knowledge, in-service training, workshops and
seminars should be organized on a regular basis and lecturers should be encouraged to join these
kinds of educational activities.

In addition, measures should be taken to promote the flow of communication such as institutional
transparency in management of the school.

Time to be allotted for each class can be adapted to the needs of departments. Professional English,
which is to be taught by experts in the domain, should be added to the preparatory curriculum, or
inclusion of Academic English should be organized properly.

Students can be given the opportunity to interact with each other through some facilities such as
conversation and reading clubs.

For a more efficient running of the program, it is essential that roles and responsibilities are clearly
defined.

Participation of all stakeholders in decision making for the curriculum should be enabled.

A resource center providing instructors with supplementary materials would also be an important
contribution to the quality of instruction.

Teaching of vocabulary should be given enough importance as well as the four skills of the language.

Grammar is a prioritized area in teaching English. Nevertheless, teaching of the four skills (listening,
speaking, reading, and writing) should be given more importance.

Not only product-oriented evaluation but also process-oriented evaluation should be included in the
curriculum.
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Turkish Version

Girig
Toplumsal, siyasi, ekonomik, kiltiirel vb. alanlarda yasanan degisimler sonucunda diinya biyik bir
koye donlasmistir. Bu alanlarda diger ulkelerle iletisimi saglayabilmek icin yabanci dil 6grenmek
zorunluluk haline gelmistir. Bu ylizden ¢ogu alanda hakimiyetini koruyan bir yabanci dil olarak

ingilizcenin &grenilmesi ve dgretilmesi diinyadaki hiikiimetler ve yetkililer tarafindan desteklenmis ve
uygulamaya konmustur (Chang, 2006).

Tiirkiye’de de kiiresel dil olan ingilizcenin égrenilmesi uzun zamandir bir gereksinim halini almis ve
bunun sonucu olarak da ingilizce ders olarak ilkokulun ilk yillarindan baslayarak iniversiteyi de icine
alacak sekilde programlarda yerini almistir. Ancak 6gretim hayatlarinin neredeyse basindan itibaren
ingilizce dgrenen bireylerin tiniversite yillarina geldiklerinde bu dili yeterli diizeyde kullanamadiklari
gorilmektedir (Karci Aktas & Giindogdu, 2018; Tiimen Akyildiz & Taysi, 2017). ingilizce 6grenme
sorununun yiksekdgretime yansimasinin belirgin olarak goéruldigt yerler Universitelerin  hazirhk
okullari/siniflaridir. Hazirlik okullari/siniflart zorunlu ya da istege bagh hazirlk egitimi gibi modellerle
universitelerin ilk yillarinda yerini almaktadir. Hazirlk okullarinin énemi “Ingilizcesi yeterli olmayan
dgrencilere kisa siirede lisans Ggrenimleri boyunca ihtiya¢ duyacaklari seviyede ingilizce 6§retme”
misyonu ile daha iyi anlagiimaktadir. Boylesi bir gorevi yuklenen hazirhk okullarinin da bunu
gerceklestirmek icin bilimsel arastirma bulgulari dogrultusunda gelistirilmis nitelikli 6gretim
programlarina sahip olmalari gerekmektedir. Glinimiizde ise yabanci dil 6gretiminden sorumlu 6gretim
gorevlileri ve program sorumlulari, program degerlendirme siirecinden c¢ok 06gretim sirecine
odaklanmaktadirlar. Bu amagla, bilimsel arastirma bulgularina dayanmayan programlar ve materyaller
gelistiriimektedir. Yapilan sinavlar sonrasi planlanan ¢alismalar, uygulanacak yeni program hedeflerine
yogunlasmaktadir ve bunun sonucunda uygulanan programlarin eksiklikleri zamaninda tespit
edilememektedir. Ayrica, bircok hazirlik okulu programinin program gelistirme ilkeleri ile ters dustigu
gorilmektedir (inal & Aksoy, 2014).

Program degerlendirme, program gelistirme sirecinde yer alan tim paydaslari ilgilendiren, 6zellikle
program uygulayicilari olan 0Ogretim gorevlileri, 6gretmenler ile programdan dogrudan etkilenen
ogrencileri kapsayan, cesitli veri toplama araglari ile programin etkililigine karar verme sireci olarak
tanimlanabilir (Demirel, 2006; Erden, 1998). Program gelistirmenin ilk adimi olan (Erden, 1998) program
degerlendirme galismalarinin yapilmasinin, programdan istenilen verimin alinmasi agisindan gerekli
oldugu belirtiimektedir (Demirel, 2006). Program degerlendirme ¢alismasinda tim paydaslarin
goruslerine basvurulmasi, programin ve 6grenme olanaklarinin gelistirilmesini saglar (Bellon & Handler,
1982). Bu baglamda, program degerlendirmenin yalnizca dort temel 68esi olan hedefler, icerik, egitim
durumlari ve 6lgme-degerlendirme sireglerinin incelenmesi degil; ayni zamanda programi etkileyen tiim
unsurlarin degerlendirilmesi gerekmektedir. Diger bir deyisle, okulun amaglari neler olmali ve nasil
belirlenmeli; paydas hedefleri ile uyumlu mu; program 6geleri nasil isliyor; okuldaki iletisim ve karar
verme sireci olumlu mu; fiziksel olanaklar yeterli mi; okuldaki tim kisiler yeterli mi; her bir insan
kaynaginin gorev ve sorumluluklari nasil ve nerede belirtiliyor, 6gretim gorevlileri mesleki agidan
desteklenmekte midir gibi farkh sorular yanitlanmalidir (Bellon & Handler, 1982). Her bir program
degerlendirme calismasinda farkli modeller ve yaklasimlarin kullanildigi gérilmektedir. S6z konusu olan
model ve yaklasimlarin her biri degerlendirmenin amacina ve ele alinacak degiskenlere gore farklilik
gosterebilmektedir. Bu calismada kullanilan Bellon ve Handler Modeli’'nin program degerlendirme
cercevesini dort ana birim olusturmustur. Bunlar dort ana odak noktasi (amaglar, organizasyon, islemler
ve ciktilar), mevcut durum agiklamasi, analiz etkinlikleri ve toplam gelistirme birimleridir. Dort ana odak
noktasindan birincisi olan amaglar, programin amaglari ve felsefesini icermektedir. Organizasyon ana
odak noktasinda ise programin kaynaklar, iletisim, karar alma, planlama, programlar, dénit ve
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degerlendirme, yapisi yer almaktadir. islemler ana odak noktasinda programin isleyisine (hedefler, igerik,
islenis, 6lgme degerlendirme) dair bilgiler bulunmaktadir. Son ana odak noktasi olan giktilarda ise
ogrencilerin basari ve motivasyon dizeylerine iliskin algilari yer almaktadir. Mevcut durum
aciklamasinda dort ana odak noktasini iceren genel bir bakis ortaya konulur. Analiz etkinlikleri
asamasinda doért ana odak noktasina iliskin paydaslarin gérusleri alinir. Toplam gelistirme birimlerinde
ise bu dort ana odak noktasina yonelik paydas 6nerileri yer almaktadir. Bu arastirmada Bellon ve Handler
Modeli’nin tercih edilmesindeki en dnemli husus diger modellerde yer almayan organizasyon asamasinin
detayli bir sekilde degerlendirilebilmesidir. Organizasyon asamasinda yer alan birimler olan kaynaklar,
iletisim, karar alma, planlama, programlar, doniit ve degerlendirme, yapi degiskenleri 6zellikle hazirlik
okullari/siniflarinda 6grencilerin 6grenmesini ve 06gretim elemaninin 6gretmesini etkileyen 6nemli
etkenlerdir. Bunlarin mevcut durumunun agiklanmasi, degerlendirilmesi ve programla iligkisi olan kisiler
tarafindan énerilerin belirtilmesi biyiik bir énem tasimaktadir. Aydin Adnan Menderes Universitesi
(AADU) Yabanci Diller Yiiksekokulu kendi programini olusturan, ders arag-gereclerini belirleyen,
uygulayan bir Universite birimi olarak yer almaktadir. Bu baglamda programin karar alma ve iletisim
boyutlari, programin gelistirilmesi ve uygulanmasinda buyik bir rol oynamaktadir. Programin 6zellikle bu
yonleriyle de degerlendirilmesi gerekmektedir. Clinkii program degerlendirmede farkl unsurlarin da ele
alinmasi degerlendirmenin gok yonli yapilmasini saglamaktadir.

ilkdgretim ve ortadgretim diizeyinde ingilizce programlarini degerlendiren bircok calisma
bulunmaktadir. Ancak yiiksekdgretim ingilizce programlarini inceleyen calismalar az sayidadir.
Yiiksekogretimde vyapilan ingilizce program degerlendirme calismalarinda cogunlukla CIPP
degerlendirme modelinin kullanildig1 goriilmektedir ancak Bellon ve Handler degerlendirme modelinin
kullanildigi yurtdisi ve yurtici calismalara pek rastlanmamistir. Yapilan alanyazin taramasinda karsilasilan
yurtici ve yurtdisi calismalarini sdyle 6zetlemek mimkindir: Bu ¢alismalarda ortak dneri olarak iletisim
becerilerine 6nem verilmesi gerektigi, 6lgme degerlendirme araglarinda degisiklik ve 6grencilerin
motivasyon ve ilgilerini artirmaya yonelik etkinlikler yapilmasi gerektigi belirtilmistir (Altmisdort, 2009;
Balint, 2009; Chang, Kim & Lee, 2015; Griffee, 1999; inal & Aksoy, 2014; Karatas, 2007; Karci Aktas &
Giindogdu, 2018; Kiely, 2003; Kdse, 2012; Maneth, 2012; Mede, 2012; Nam, 2005; Oner, 2015; Ozdoruk,
2016; Ozkanal, 2009; Sahin, 2006; Sen Ersoy & Kiiriim Yapicioglu, 2015; Oztiirk, 2017; Oziidogru, 2017;
Tiryaki, 2009; Tsou & Chen, 2014; Tung, 2012; Timen Akyildiz & Taysi, 2017; Yilmaz, 2011). Bellon ve
Handler degerlendirme modelinin kullanildigi yurtici ve yurtdisi calismalarini ise soyle 6zetlemek
mimklndur: Bu ¢alismalarin ortak noktalari ise 6grencilerin ihtiyaglari ve ilgilerine gére programlarin
yapilandiriimasi ve Ozellikle konusma gibi iletisim becerilerine 6nem verilmesi gerektigi belirtilmistir.
Ogrencilerin basarisizlik nedenlerinin basinda ise motivasyon azligi gelmektedir (Al-Nwaiem, 2012;
Atbas, 1999; Erdem, 1999; Erozan, 2005; Tercanlioglu, 1990; Yel, 2009;).

Yiiksekogretimde yapilan ingilizce programlarini degerlendirme ¢alismalarinin az olmasinin yani sira
2009-2010 egitim 6gretim yilinda 6gretime baslamasina ragmen AADU Yabanci Diller Yiiksekokulu
ingilizce hazirlik programinin sistemli ve bilimsel calismalarla degerlendiriimemis olmasi bu calismanin
yapilmasinin bir baska nedenidir. Bu baglamda &gretim gorevlileri, yiiksekokul ydneticileri, ingilizce
hazirlik sinifina devam eden &grenciler, hazirlik egitiminin ardindan 6grencilerin ingilizce kullanmaya
devam ettikleri programlarda ders veren 6gretim elemanlarinin ve bu programlarda 6grenim gérmekte
olan égrencilerin gorisleri alinmistir. Arastirma ile toplanacak verilerin 6zellikle AADU Yabanci Diller
Yiiksekokulu ingilizce hazirlik programina yénelik déniit saglamasi, program degerlendirme alanyazinina
ve alana katki saglamasi, benzer programlara sahip okullarin alacaklari kararlarda 6rnek teskil etmesi
umulmaktadir.

Bu arastirmanin genel amaci, ADU Yabanci Diller Yiiksekokulu ingilizce hazirlik programini Bellon ve
Handler Modeline gére degerlendirerek olasi programlarin gelistiriime slrecine katki sunabilmektir.
Arastirmanin genel amaci dogrultusunda belirlenen program degerlendirme sorulari sunlardir:

1. ingilizce hazirlik programinin amaglar, organizasyon, islemler ve ciktilar boyutlari agisindan mevcut
durumu nasildir?
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2. ingilizce hazirlik programi 6grencileri, égretim gorevlileri, yoneticileri, dis birim &grencileri ve dis
birim 6gretim elemanlari programin; amaglar, organizasyon, islemler ve ciktilar boyutlarini nasil
degerlendirmektedirler?

3. Iingilizce hazirlik programi dgrencileri, 6gretim gorevlileri, yéneticileri, dis birim &grencileri ve dis
birim 0Ogretim elemanlarinin programin amaglar, organizasyon, islemler ve g¢iktilar boyutlarinin
gelistiriimesi ve iyilestirilmesine yonelik énerileri nelerdir?

Yontem
Arastirmanin Modeli

Calismada Bellon ve Handler program degerlendirme modeline bagvurulmustur. Program
degerlendirme, program sirecinde yer alan tim paydaslari kapsamalidir. Boylelikle programin
giclenmesi ve dolayisiyla elde edilecek bitiuncil verilerle 0Ogrencilerin 6grenme olanaklarinin
gelistiriimesi saglanir (Bellon & Handler, 1982). Bu baglamda, programin yalnizca degerlendirmenin
hedefler, icerik, egitim durumlari ve 6lgme-degerlendirme sireglerinin incelenmesi degil; ayni zamanda
programi etkileyen tiim unsurlarin da degerlendirilmesi blyiik yarar saglar. Bu ayni zamanda durum
calismasi yonteminin de ruhuna uygun diismektedir. Bu baglamda, okulun amaclari neler olmali ve nasil
belirlenmeli; paydas hedefleri ile uyumlu mu; program 6geleri nasil isliyor; okuldaki iletisim ve karar
verme slireci olumlu mu; fiziksel olanaklar yeterli mi; okuldaki tim kisiler (hizmet ve idari personel dahil)
yeterli mi; her bir insan kaynaginin goérev ve sorumluluklari nasil ve nerede belirtiliyor, 6gretim
elemanlari mesleki agidan nasil desteklenmektedir gibi farkli sorularin bu model ile derinlemesine
yanitlanabilecegi dislinilmustar.

Nitel arastirma desenlerinden durum c¢alismasi Uzerine kurgulanarak vyapilan bu program
degerlendirme calismasinda, calisilan durum ile ilgili betimsel nitel ve nicel verilere ulasiimasi
amagclanmistir. Durum ¢alismalari, belirli bir durumun derinlemesine analiz edilmesine dayanmaktadir.
Calismada kullanilan nitel ve nicel veri toplama teknikleri, degerlendirme ve yorumlamanin
zenginlestirilmesi i¢in gesitli gorls agilarindan yararlanma olanagini saglamasi bakimindan avantajhdir
(Fitzpatrick, Sanders & Worthen, 2004; Yildirrm & Simsek, 2006). Durum c¢alismasi, sinirli bir sistem
Gzerine kurulu (Merriam, 1998) olan daha ayrintili ve gergege yakin bilgiler veren (Usun, 2012) bir
calisma tiridir. Bu durum Bassey (2003) tarafindan sinirh sayida katilimci, sinirli bir siire ve sinirli yer
baglaminda degerlendirilmistir. Bu calismada AADU Yabanci Diller Yiiksekokulu ingilizce Hazirlik siniflari
sinirli alan olarak yer almaktadir. Calismaya katilanlar olarak 310 ingilizce hazirlik 6grencisi, 26 ingilizce
okutmani, 26 dis birim dgretim elemani ve 24 dis birim 6grencisi ile sinirlidir. Ayrica ingilizce hazirhk
programi bir yil siireyle sinirlidir. Bu ¢galismada durum galismasinin tercih edilmesinin nedenleri sunlardir:
1) Arastirma sorularinin yanitlanmasi ve bu sorularin ADU Yabanci Diller Yiiksekokulu ingilizce Hazirlik
programinda yer alan 6grenci ve 6gretim elemani, dis birim 6grenci ve 6gretim elemanlarinin goruslerini
yansitmasi amaciyla en uygun arastirma deseninin durum ¢alismasi olmasi, 2) Arastirmacinin, arastirma
bulgularini yorumlayabilmek icin katilimcilarin sinif ici gézlemleri ve programa iliskin tiim etkenlerini
arastirmasi da durum calismasini tercih etmede etkili olmustur. Durum ¢alismasinda, tek bir okulun ve
programin degerlendirilmesi yapilacagindan, “bitincil tek durum deseni” kullanilmistir (Yildirm &
Simsek, 2006).

Nitel ve nicel veriler, hazirlik siniflarinda 6grenim gérmekte olan 6grencilere uygulanan olgek, anket
ve goriismeler Ingilizce hazirlik 6gretim gérevlilerine uygulanan anket ve goriismeler, dis birim
o6grencileri ve 0gretim elemanlari ile yapilan gorismeler ile hazirlik siniflarinda yapilan goézlemler ve
dokiman analizi yoluyla toplanmustir.

Katilimcilar

Calismaya katilan ingilizce 6gretim gorevlilerine ait demografik bilgiler Tablo 1’de sunulmustur.
Calismada vyer alan ingilizce hazirlik sinifi égrencilerinin demografik bilgileri Tablo 2’de sunulmustur.
Gériisme yapilan ingilizce hazirlik grencilerine ait bilgiler Tablo 3’te sunulmustur.
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Tablo 1.
ingilizce Odretim Gérevlilerinin Demografik Ozellikleri.
f %
Cinsiyet Erkek 13 50.00
Kadin 13 50.00
TOPLAM 26 100.00
Ogrenim Durumu Lisans 17 65.40
Yiiksek lisans 7 26.90
Doktora 2 7.70
Diger - -
TOPLAM 26 100.00
Kidem 1-5yil 1 3.80
6-10 yil 5 19.20
11-15yil 10 38.50
16-20 yil 4 15.40
21 yil ve Uzeri 6 23.10
Toplam 26 100.00
Tablo 2.
ingilizce Hazirlik Ogrencilerinin Demografik Ozellikleri.
f %
Bolim Zorunlu 238 76.80
istege bagl 72 23.20
Toplam 310 100.00
Cinsiyet Erkek 177 57.10
Kadin 133 42.90
Toplam 310 100.00
Mezun Olunan Lise Meslek Lisesi 23 7.40
Anadolu Lisesi 192 61.90
Ozel Lise 32 10.30
Diger 63 20.30
Toplam 310 100.00
ingilizce 6grenmede gegen siire 0-5yil 46 14.80
6-10 yil 242 78.10
11 yil ve Gzeri 22 7.10
Toplam 310 100.00
Lisede alinan ingilizce ders saati hig 10 3.20
1-3 saat 44 14.20
4-6 saat 205 66.10
6 saatten fazla 51 16.50
Toplam 310 100.00

Gériisme yapilan ingilizce hazirlik programinda gérevli 6gretim gorevlilerine ait bilgiler Tablo 4’te
verilmistir. Hazirhk sinifina devam etmis ancak hali hazirda artik kendi bolimlerinde 6grenim géren (dis
birim) 6grencilere ait kisisel bilgiler Tablo 5’te verilmistir. Calisma kapsaminda tniversite dis birimlerinde
gorev yapan ingilizce hazirlik 6gretim gérevlilerinin ézellikleri Tablo 6’da verilmistir.

Arastirmanin katiimcilarin, AADU Yabanci Diller Yiiksekokulu'nda 6grenim gérmekte olan 310
hazirlik 8grencisi; ayni kurumda gérev yapan 26 ingilizce 6gretim gérevlisi; yiizde yiiz ingilizce 8grenimi
géren ve zorunlu hazirlik egitimi alan Nazilli iktisadi ve idari Bilimler Fakiiltesi Uluslararasi iliskiler
(ingilizce) Bolimii; Mithendislik Fakiiltesi ve yiizde otuz ingilizce 6grenimine tabi ve istege bagl hazirlk
egitimi alan 24 6grenci ile Kusadasi Turizm Fakiltesi'nde gbérev yapmakta olan 26 6gretim elemani
olusturmaktadir.
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Tablo 3.

Gériismeye Katilan ingilizce Hazirlik Ogrencilerinin Ozellikleri.

Kod Cinsiyet Kur Mezun Olunan Lise Boliim

01 Kadin Ust kur Anadolu Lisesi Zorunlu/ingiliz Dili ve Ed.

02 Kadin Ust kur Anadolu Lisesi Zorunlu/ ingiliz Dili ve Ed.

03 Erkek Ust kur Anadolu Lisesi Zorunlu/Miihendislik

04 Kadin Orta kur Anadolu Lisesi Zorunlu/ Uluslar arast iliskiler
05 Erkek Orta kur Super lise Zorunlu/ Muhendislik

06 Kadin Orta kur Anadolu Lisesi Zorunlu/ Uluslar arast iliskiler
67 Kadin Alt kur Anadolu Lisesi Zorunlu/ Muhendislik

08 Kadin Alt kur Anadolu Lisesi Zorunlu/ Muhendislik

09 Kadin Alt kur Anadolu Lisesi Zorunlu/ Muhendislik

610 Kadin Alt kur Anadolu Lisesi Zorunlu/ Muhendislik

011 Erkek Alt kur Anadolu Lisesi Zorunlu/ Miithendislik

012 Kadin Alt kur Anadolu Lisesi Zorunlu/ Miihendislik

013 Kadin Alt kur Anadolu Lisesi Zorunlu/ Muhendislik

014 Erkek Alt kur Anadolu Lisesi Zorunlu/ Muhendislik

015 Erkek Alt kur Anadolu Lisesi Zorunlu/ Yiiksek Lisans

016 Kadin Alt kur Meslek Lisesi istege bagli/Turizm Fakiiltesi
017 Kadin Alt kur Meslek Lisesi istege bagli/ Turizm Fakdltesi
018 Erkek Alt kur Meslek Lisesi istege bagli/ Turizm Fakiiltesi
Tablo 4.

Goériisme Yapilan ingilizce Hazirlik Ogretim Gérevlilerinin Ozellikleri.

Kod Cinsiyet Kidem Ogrenim Durumu
0.E.1 Erkek 11 yil Gizeri Lisans

0.E.2 Kadin 5-10 yil Lisans

0.E.3 Erkek 20 yil Gzeri Lisans

O.E. 4 Erkek 20 yil Gzeri Lisans

0.E.5 Kadin 15-20 yil Lisans

O.E.6 Erkek 11 yil Gizeri Lisans

0.E.7 Erkek 11 yil Gizeri Lisans

0O.E.8 Kadin 11 yil Gizeri Lisans

0.E.9 Kadin 11 yil Gizeri Lisans

0.E. 10 Erkek 11 yil Gzeri Yiiksek Lisans
0.E.11 Erkek 5-10 yil Lisans

0.E. 12 Erkek 11 yil Gizeri Yiiksek Lisans
0.E. 13 Erkek 5-10 yil Lisans

Y1 Erkek 11 yil Gzeri Yiksek Lisans
Y2 Erkek 15-20 yil Lisans

Nicel verilerin toplanmasi
belirlenmeden AADU Yabanci Diller Yiiksekokulu ingilizce Hazirlik Programinda 2016-2017 egitim
dgretim yilinda gérev yapmakta olan 28 ingilizce dgretim gdrevlisinden 26’sina ulasiimistir.

asamasinda, anket formlarinin uygulanmasi igin Orneklem

grubu

Arastirmada ikinci grup katihmcilari ingilizce hazirlik programi 6grencileri olusturmaktadir. Olgek ve
anket formlarinin uygulanmasi igin érneklem grubu belirlenmeden AADU Yabanci Diller Yiiksekokulu
ingilizce Hazirlik Programinda 2016-2017 egitim 6gretim yilinda 6grenim gdrmekte olan 332 hazirlik
dgrencisine ulasmak amaglanmistir. Olcek formu uygulamasinda 328 hazirlik sinifi 6grencisine 6lcek
formlari dagitilirken, 310 hazirlik sinifi 6grencisine anket formlari dagitilmistir. Aradaki farkin nedeni ise
2. donemde 10 6grencinin sdmestr tatilinde yapilan muafiyet sinavindan basarili olup bdélimlerine

gitmeleridir.
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Tablo 5.

Gériisme Yapilan Dis Birim Odrencilerinin Ozellikleri.

Kodu Cinsiyet Sinif Mezun Olunan Lise Boliim

D.0.1 Kadin 1 Anadolu Lisesi Mihendislik

D.0.2 Kadin 1 Anadolu Lisesi Miihendislik

D.0.3 Erkek 3 Anadolu Lisesi Miihendislik

D.0.4 Erkek 3 Anadolu Lisesi Miihendislik

D.0.5 Kadin 2 Genel lise Miihendislik

D.0.6 Kadin 2 Anadolu Lisesi Mihendislik

D.0.7 Erkek 4 Genel lise Miihendislik

D.0.8 Erkek 4 Anadolu Lisesi Miihendislik

D.0.9 Kadin 4 Meslek Lisesi Turizm Fakaltesi
D.0. 10 Kadin 4 Meslek Lisesi Turizm Fakaltesi
D.0.11 Kadin 3 Meslek Lisesi Turizm Fakiltesi
D.0.12 Kadin 3 Meslek Lisesi Turizm Fakiltesi
D.0.13 Kadin 2 Meslek Lisesi Turizm Fakaltesi
D.0. 14 Erkek 2 Meslek Lisesi Turizm Fakiltesi
D.0. 15 Erkek 1 Meslek Lisesi Turizm Fakiltesi
D.0. 16 Kadin 1 Meslek Lisesi Turizm Fakiltesi
D.0.17 Kadin 4 Anadolu Lisesi Uluslararasi iliskiler
D.0. 18 Erkek 4 Anadolu Lisesi Uluslararasi iliskiler
D.0. 19 Kadin 3 Anadolu Lisesi Uluslararasi iliskiler
D.0.20 Kadin 3 Anadolu Lisesi Uluslararasi iliskiler
D.0.21 Erkek 2 Anadolu Lisesi Uluslararasi iliskiler
D.0. 22 Erkek 2 Anadolu Lisesi Uluslararasi iliskiler
D.0.23 Kadin 1 Anadolu Lisesi Uluslararasi iliskiler
D.0.24 Erkek 1 Anadolu Lisesi Uluslararasi iliskiler
Tablo 6.

Gériisme Yapilan Dis Birim Odretim Elemanlarina Ait Bilgiler.

Kodu Cinsiyet Boliim Fakilte

D.O.E. 1 Erkek Turizm Rehberligi Turizm

D.O.E.2 Kadin Turizm Rehberligi Turizm

D.O.E.3 Kadin Konaklama isletmeciligi Turizm

D.O.E. 4 Kadin Okutman Turizm

D.O.E.5 Kadin Turizm Rehberligi Turizm

D.O.E.6 Kadin Okutman Turizm

D.O.E. 7 Kadin Seyahat isletmeciligi Turizm

D.O.E. 8 Kadin Seyahat isletmeciligi Turizm

D.O.E.9 Erkek Konaklama islt. Turizm

D.O.E. 10 Kadin Okutman Turizm

D.O.E. 11 Erkek Elektrik Elektronik Mihendislik

D.O.E. 12 Kadin Gida Miihendislik

D.O.E.13 Erkek Bilgisayar Mihendislik

D.O.E. 14 Kadin insaat Mihendislik

D.O.E. 15 Kadin Gida Mihendislik

D.O.E. 16 Erkek Gida Miihendislik

D.O.E. 17 Erkek insaat Miihendislik

D.O.E. 18 Erkek Bilgisayar Mihendislik

D.O.E. 19 Erkek Elektrik Elektronik Mihendislik

D.0.E. 20 Erkek Elektrik Elektronik Mihendislik

D.0.E. 21 Erkek Uluslar arast iligkiler Nazilli I.I.B.F.

D.O.E. 22 Erkek Uluslar arast iliskiler Nazilli I.I.B.F.

D.O.E. 23 Kadin Uluslar arast iliskiler Nazilli I.I.B.F.

D.O.E. 24 Erkek Uluslar arast iliskiler Nazilli I.I.B.F.

D.O.E. 25 Erkek Uluslar arast iligkiler Nazilli I.i.B.F.

D.O.E. 26 Erkek Fizik Fen-Edebiyat Fakultesi
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Gorusme yapilacak 6grenciler ‘amagli 6rnekleme’ (Patton, 1990) yontemlerinden “tipik durum
orneklemesi” kullanilarak tipik olarak derslerine devam sorunu olmayan, 6lgek ve anket maddelerine
yanit vermis, ingilizce hazirlik siniflarinda égrenim gérmekte olan dgrenciler arasindan segilmislerdir.
Gorugmeler alt kur (dokuz 6grenci), orta kur (alti 6grenci) ve Ust kurdan (li¢ 6grenci) olmak tizere toplam
18 &grenciyle veri doyumuna ulasincaya kadar yapilmistir. Ogretim gorevlileri icin katilimcr sayisi,
arastirma sorularina yanit olabilecek kavramlarin ve siireclerin tekrar etmeye basladigi asamaya (doyum
noktasi) kadar veri toplamaya devam edilmesi temel alinarak belirlenmistir. Bu dogrultuda goriismeye
gonilli olan 13 hazirlik dgretim gorevlisi ve ingilizce dersine katilan iki yonetici ile gériismeler
yapilmistir. Hazirlik sinifinda 6grenim gormis 6grenciler arasindan segilmesi 6lgiitl ile gorusllecek dig
birim 6grencileri amacgh ornekleme yontemlerinden 6lgit 6rnekleme ile belirlenmistir. Her sinif
duzeyinden (1., 2., 3. ve 4. siniflar) ikiser 6grenci toplam 24 katilimci olarak belirlenmistir. Dis birim
o6gretim elemanlari icin katilimci sayisi, arastirma sorularina yanit olabilecek kavramlarin ve siireglerin
tekrar etmeye basladigl asamaya (doyum noktasi) kadar veri toplamaya devam edilmesi temel alinarak
rastgele belirlenmistir. Toplamda 26 dis birim 6gretim elemani ile gériisme yapilmistir.

Gozlem siniflar ise sinif icinde farkh yontemler ve teknikler uygulayan 6gretim gorevlileri olarak
O0gretmen merkezli 6gretim yapan ve 0Ogrenci merkezli 6gretim yapan diye ikiye ayrilmaktadir.
Uygulamalardan kaynaklanan farkliliklar géz éniinde bulundurularak 6gretmen merkezli 6gretim yaptig
dusunilen dort ogretim gorevlisi (derslerinde diiz anlatim, soru-cevap ve tartisma gibi yontemler
uygulanan, 6gretmenin tek otorite oldugu, 6grencinin pasif olarak dinleyici rolde oldugu ve ders
kitaplarina bagimhhgin oldugu siniflarda gérev yapmakta olanlar) ile 6grenci merkezli 6gretim yaptigi
farz edilen dort 6gretim gorevlisi (farkli yontemler uygulanan, 6grencinin aktif olarak katilimci rolde
oldugu, farkli materyallerin de oldugu siniflarda goérev yapmakta olanlar) gonillilik esasina gore
belirlenmistir.

Veri Toplama Araglari ve Siireci

Tablo 7’de uygulanan o6lgme araglari, katihmci sayilari ve uygulanan program degerlendirme
modelinin hangi asamalari ve ¢alismanin program degerlendirme sorularindan hangilerine yanit verdigi
yer almaktadir.

ingilizce Ggrenmeye Yénelik Motivasyon Olgedi: ingilizce 6grenmeye yoénelik motivasyon &lcegi,
Bellon ve Handler modeli’'nde yer alan dort ana odak noktasindan ciktilar biriminde yer alan 6grencilerin
motivasyon diizeylerinin belirlenmesi agisindan gelistirilmistir. Motivasyon, ingilizce 6grenmeye yénelik
motivasyon ve yabanci dil 6grenmeye yonelik motivasyona iliskin alanyazin taramasindan sonra 42
maddelik bir havuz olusturulmustur. Maddelerin kapsam gegcerligi, anlasilabilirligi ve uygunlugu uzman
gorisleri dogrultusunda incelenmis ve Egitim Bilimleri alanindan alti, ingilizce 6gretimi alanindan ise (g
o6gretim elemaninin gorisleri dogrultusunda bazi maddeler dlgekten cikarilarak 36 maddelik bir 6lcek
hazirlanmistir. Egitim Bilimleri uzmanlari genel olarak egitim acisindan ve ingilizce dgretim uzmanlari
ingilizce egitimi acisindan maddeleri degerlendirmislerdir. Pilot calisma izmir ve Mugla’daki devlet
tniversitelerinin Yabanci Diller Yiiksekokullarinda 6grenim gérmekte olan ingilizce hazirlik siniflarindaki
ogrencilere uygulanmistir.  “Tamamen katiliyorum=5"”, “blylk olgide katiliyorum=4", “kismen
katilyorum=3", “cok az katiliyorum=2", “hi¢ katilmiyorum=1" seklinde derecelendirilen 15 maddelik
nihai 6lgek, ADU Yabanci Diller Yiiksekokulu ingilizce hazirlik programinda 2016-17 egitim 6gretim yilinda
o6grenim gérmekte olan 328 6grencinin donitleriyle sonuglanmistir.

Ogretim elemani ve égrenci anketleri: Bellon ve Handler modelinde yer alan asamalar temel alinarak
ingilizce hazirlik 6gretim gorevlisi ve dgrencileri icin benzer sorular kapsayan iki ayri anket formu
gelistirilmistir. Alanyazin taramasi yapildiktan sonra belirlenen maddeler alan uzmani (Egitim Bilimleri)
genel olarak egitim agisindan ve dil uzmani (ingilizce egitimi) olan kisilerin ingilizce egitimi agisindan
dnerileri dogrultusunda diizeltiimistir. Pilot calisma igin izmir'deki bir Gniversitenin Yabanci Diller
Yiiksekokulu’ndaki 281 6grenci ve 10 6gretim elemanina anketler uygulanmistir. Alan ve egitim
uzmanlarinin énerilerinden sonra anketler son halini almistir. Nihai formlar 12 béliimden ve toplam 178
sorudan olusmakta ve acgik uglu sorular da bulunmaktadir. Nihai 6gretim elemani formu 14 bélimden ve
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toplam 182 sorudan olusmakta ve yine bazi boélimlerin sonunda agik uglu sorular da bulunmaktadir
(Ogrenci anketleri icin toplam 10 acik uglu soru, 6gretim elemani anketleri icin toplam 14 agik uclu soru).
Nihai anketler 310 hazirlik &grencisine ve 26 ingilizce dgretim gérevlisine uygulanmistir. Ogrenci ve
Ogretim Elemani Anketi su boyutlara yénelik maddelerden olusmaktadir: Katihmcilarin kisisel bilgileri,
hazirlik 6gretiminin nasil olmasi gerektigi, istenilen seviyeye ulasma beklentisi, en 6nemli/6nemsiz dil
o6grenme alanlan, belli dil alanlarinda mevcut durum, dil 6grenme alanlarinin zorluk derecesi, dil
dgrenme ve 6gretme tekniklerinin dnemlilik ve gerceklestirebilirlik derecesi, ingilizce derslerine yénelik
sorular, akademik personele yonelik sorular, ders kitaplarina yonelik sorular, belli degerlendirme
tirlerine yénelik 6nem ve yeterlilik derecesi, katilimcilarin programin iyilestiriimesi ve gelistiriimesine
y6nelik 6nerileri. Kisaca modelin tiim sorularina (mevcut durum, analiz etkinlikleri ve toplam gelistirme
birimlerine yonelik sorulara) yanit verecek maddeler ankette yer almaktadir.

Tablo 7.
Uygulanan Veri Toplama Araclari ve Katilmci Sayilari.
Uygulanan Olgme Araglari Yabanci Diller Yiiksekokulu Dis Birimler

Olgek (Modelin mevcut durum agiklamasina ydnelik 328 dgrenci -
program degerlendirme galismasinin 1. sorusunu

yanitlamaktadir)

Anket (Modelin mevcut durum agiklamasi, analiz 26 Ogretim gorevlisi -
etkinlikleri ve toplam gelistirme birimlerine yonelik 310 6grenci

¢alismanin tiim sorularini yanitlamaktadir)

Gorisme(Modelin mevcut durum agiklamasi, analiz 13 6gretim gorevlisi 26 6gretim elemani
etkinlikleri ve toplam gelistirme birimlerine yonelik 18 6grenci 24 dgrenci
calismanin tiim sorularini yanitlamaktadir) 2 ybnetici

GoOzlem (Modelin mevcut durum agiklamasi ve 4+4=8 Ogretim gorevlisinin 4’er ders -

analiz etkinliklerine yonelik ¢alismanin 1. ve 2. saati toplam 32 saat

sorularini yanitlamaktadir)

Dokiman Analizi (Modelin mevcut durum Okulun resmi web sitesi,

aciklamasina yonelik program degerlendirme Yonetici ve koordinatérlerde bulunan yazili belgeler,
¢alismasinin 1. sorusunu yanitlamaktadir) Ogrenci el kitabi,

ingilizce ders kitaplari, Alistirma kitaplari, Ogretmen kitaplari,
Ogrenci sinif listeleri

Ogretim elemani ve égrenci gériisme formlari: Ogrencilerle nihai gériismeler dncesi 6n goriisme
yapilmistir. Hazirlik programini degerlendiren goriisme formlarinda yer almasi disiinilen sorular
oncelikle Bellon ve Handler degerlendirme modelinin asamalari ve bu asamalarda yer alan unsurlar
dikkate alinarak hazirlanmistir. Ancak dis birimlerde gérev yapmakta olan 6gretim elemanlarinin
goruslerini belirlemek amaciyla hazirlik programinin isleyisine yonelik degil, 6grencilerin bolimlerdeki
mevcut durumlarina ve hazirlik programinin isleyisine yonelik dnerileri sorulmustur. Hazirlanan taslak
goriisme formlari, AADU Egitim Bilimleri alaninda ¢alismakta olan ve nitel arastirma tecriibesi olan bes
o6gretim elemaninin gorislerine sunulmustur. Yapilan donit ve diizeltmeler sonucunda bigcimlendirilmis
ve pilot uygulamasi érneklem /arastirma kapsami disinda kalan (g ingilizce okutmani ve rastgele segilen
t¢ ingilizce hazirlik programi 6grencisi, yine dis birimlerde gérev yapmakta olan ii¢ 6gretim elemani ve
rastgele secilen dort dis birim 6grencisine yapilmistir. Yapilan diizeltmeler sonucunda, Bellon ve Handler
degerlendirme modelinin asamalari ve unsurlari altinda birbirine paralel formlar seklinde toplam 30 adet
soru hazirlanmistir. Nihai goriisme formlari Yabanci Diller Yiksekokulu’'nda gorev yapan 13 Ogretim
gorevlisi, 2 yonetici ve ayni okulda 6grenim gérmekte olan 18 6grenciye, dis birimlerde gorev yapan 26
ogretim gorevlisi ve dis birimlerde 6grenim gérmekte olan 24 6grenciye uygulanmistir. Tim gorismeler
arastirmaci tarafindan yapilmis olup, bir goériismenin ortalama siresi hazirhk programi 6gretim
elemanlari i¢in ortalama 1,5-2 saat, hazirlik programi 6grenciler icin ortalama 30 dakika, dis birim
6gretim elemanlari igin 1-2 saat ve dis birim 6grencileri icin 40-60 dakika olarak hesaplanmistir. Ses kayit
cihazina izin verilmeyen durumlarda veriler not alma teknigi ile toplanmistir. ingilizce hazirlik grenci ve
O6gretim gorevlisi, dis birim 6grenci gorisme formlarinda yer alan sorular su basliklar altinda yer
almaktadir: Ogrencilerin ingilizce ©6grenmeye yénelik bakis acilari, Organizasyon (Kaynaklar,
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Organizasyon siireci, Programlar, iletisim, Karar alma siireci, Yapi, Déniit ve degerlendirme), islemler
(Programin hedefleri, icerigi, islenisi, Degerlendiriimesi), Ciktilar (Ogrenci Basarisi). Dis birim &gretim
elemani sorulari sunlari icermektedir: ingilizce egitiminin bélimleri icin gerekliligi var midir, 6grencilerin
ingilizce yeterlilikleri, dil becerileri ne dizeyde olmalidir, ingilizce hazirlik egitimi icin su boyutlardaki
Onerileri nelerdir (Amaglar, fiziksel durum, icerik, materyal/arag-gereg, etkinlikler, degerlendirme).

Gozlem formlari: Gozlemler yari yapilandinimis gézlem olarak uygulanmistir. Gozlem calismalari
dgretim gorevlilerinin  Temel ingilizce, dilbilgisi, dinleme-konusma ve okuma-yazma derslerini
kapsayacak sekilde ylrGtalmustir. Boylece programin isleyisi ile o6gretim gorevlilerinin goérusleri
kiyaslanarak sinif ici uygulamalarin sonucunda 0&gretim gorevlilerinin gorlsleri teyit edilmistir.
Aragtirmacilar tarafindan yapilan goézlemler, 2016-2017 egitim-6gretim yili bahar doneminde farkh
siniflarda 3,5 hafta, toplam 32 saat olarak gercgeklestirilmistir. Gozlemin kaydedilmesi asamasinda
gozlemler goézlemci tarafindan tutulan kayitlar ile yaziya aktarilmistir. Gozlem boyutlari sunlar
icermektedir: Gozlenen siniflarin fiziksel durumlari, siniflarda yapilan etkinlikler, kullanilan materyaller,
o6grenci ve 6gretim gorevlisi davranislari, etkilesimi ve rolleri. Gézlem yapilan siniflarin birbirinin aynisi
oldugu, yeterli blytklikte oldugu, siniflarda gorsellerin bulunmadigi, aydinlatma ve isitmanin iyi oldugu,
projeksiyon cihazi ve bilgisayarin bulundugu ancak o6grenci merkezli yaklagima sahip ©gretim
gorevlilerinin gozlendigi siniflarda sira dizeninin geleneksel oldugu kadar U seklinde de oldugu
gorulmistir.

Dokiiman incelemesi: Arastirmada mevcut durum agiklamasi asamasi okulun resmi web sitesi,
yonetici ve koordinatérlerde bulunan yazili belgeler, égrenci el kitabi, ingilizce kitaplari, 6gretmen
kitaplari, alistirma kitaplari, 6grenci sinif listeleri gibi yazili belgeleri kapsayarak dokiman analizi
gerceklestirilmistir. Boylece Bellon ve Handler Modeli’nde yer alan mevcut durum agiklamasi dokiiman
incelemesi ile desteklenmistir. Okulun resmi web sitesindeki yonerge, yonetmelik ve 0Ogrenci el
kitaplarindan ingilizce egitimine dair mevcut bilgiler toplanmistir. Ogrencilerin iki yilin sonundaki basari
ortalamalari hesaplanmis ve modelin giktilar boyutunda yer alan 6grenci basarisi hesaplanmistir. Ogrenci
sinif listeleri ile siniftaki 6grenci sayilarina ulasiimistir. ingilizce derslerinde kullanilan kitaplar, 6gretmen
kitaplari, alistirma kitaplari incelenerek modelin islemler boyutunda yer alan kitaplar tarafindan énerilen
hedefler, icerik, etkinliklerin mevcut durumu ortaya konmustur.

Gegerlik ve Giivenirlik

ingilizce 6grenmeye Yénelik Motivasyon Olgedi: Motivasyon dlceginin gecerliginin ortaya konmasi
amaciyla agimlayici faktor analizi ve dogrulayici faktér analizi yapilmistir. Ancak, faktér analizinin
uygulanabilir olup olmadiginin da belirlenmesi gerekmektedir. Bu amagla mevcut drneklemden elde
edilen verilerin uygun olup olmadigini belirlemek igin yapilan KMO testi ve Bartlett testi uygulanmistir.
S6z konusu islemler yapilmistir ve taslak olcege iliskin KMO degeri .826; Bartlett testi sonucu ise 11.2
olarak bulunmustur. Bu deger .01 dizeyinde anlamli bulunmustur. Faktorlerin daha kolay
tanimlanabilmesi ve yorumlanabilmesi icin varimax dik dondirme teknigi uygulanmistir. Madde faktor
ylk degerinin genellikle .45 ve daha yiiksek olmasi ve iki madde arasindaki yik degerlerinin en az .10
olmasi istenmektedir (Blylukoztirk, 2002). Yapilan agimlayici faktor analizi sonucunda 6lgegin 6z degeri
1’den biyiik 4 faktérde toplandigi gériilmistir. On uygulama gruplarinin yanitlamis olduklari élgek
maddelerine 6nce Agimlayici Faktér Analizi, daha sonra nihai 6lcek maddelerine Dogrulayici Faktor
Analizi uygulanmistir. DFA’da sinanan modelin yeterliginin belirlenmesi igin ¢ok sayida uyum indeksi
kullanilmaktadir. Calismanin madde uyum indeksi degerlerine bakildiginda uyumun iyi diizeyde oldugu
gorilmistir (x’=167.62, N=219, sd=84, p=.00, RMSEA=.06, GFI=.90, AGFI=.86, CFI=.96, NNFI=.95,
RMR=.05 ve SRMR=.06). Uyum indeksi kabul edilebilir degerleri sunlardir: sd/x* i¢in 1/3 iyi uyumdur. 1/5
genelde kabul edilebilir sinirdir. RMSAE degeri icin 0’a yakin degerler vermesi istenir. .05 ve kigik
degerler milkemmel , .08 ve kiiglik degerler ise modelin karmasikligi olan kabul edilebilir degeri gosterir.
GFI= .90 ve Qzeri iyi uyum olarak kabul edilir. AGFI= .95 ve lzeri mikemmel uyumu .90-.94 ise tatminkar
diizeyde uyumu gosterir. CFl= .90 ve Uzeri iyi uyum, NNFI (TLI) = .95 ve Uzeri iyi uyumu gosterir (Capik,
2014). Olgegin giivenirligini test etmek amaciyla maddelerin cronbach alfa degerleri hesaplanmis ve alfa
degerleri .80’in tizerinde ¢ikmistir (Karci & Glindogdu, 2018).
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Ogretim elemani ve 6grenci anketleri: Pilot uygulamada anket formlarinda yer alan élgeklerdeki
puanlar arasinda bir tutarhhigin olup olmadigini saptamak amaciyla Cronbach-Alpha glvenirlik hesabi
yapilmistir. Galismada bulunan giivenirlik degerleri asagidaki gibiir:

1-ingilizce derslerine ve &gretim elemanlarina yénelik maddelerin (21 madde) Cronbach Alpha degeri:
.90
2- Main course (Temel ingilizce) ders kitabina ydnelik maddelerin (14 madde) Cronbach Alpha degeri: .86
3- Okuma yazma kitabina yénelik maddelerin (8 madde) Cronbach Alpha degeri: .91
4- Dinleme konusma kitabina yonelik maddelerin (8 madde) Cronbach Alpha degeri: .92 olarak
bulunmustur.
Nitel veri toplama araglari: Nitel arastirmalarda gegerlik ve glivenirligi saglamak amaciyla Lincoln ve
Guba (1985)' nin ileri strdiikleri dort 6lgut icin asagidaki galismalar yapilmistir:

1. Glvenilir olma asamasi sunlar gercgeklestirilerek saglanmistir: Veri cesitlemesi (Arastirmada farkh
paydaslar calisma grubunu olusturmustur), arastirmaci cesitlemesi (Gozlem yapilirken birden fazla
arastirmaci arastirmaya katkida bulunmuslardir), yontemsel cesitleme (Arastirmada olcek, anket,
gorisme, gozlem, dokiiman analizi birden fazla veri toplama tekniginden yararlaniimistir). Gézlem veri
toplama tekniginde gbzlem tecriibesi olan iki arastirma goérevlisi arastirmaciya yardimci olmuslar ve
gozlem sonuglarinin glivenirligi icin pilot ¢alisma (12 ders saati) da yapilarak gozlem konulari Gzerinde
durulmus ve sorunlar giderilmistir. Gozlem yapildiktan sonra gozlemler arasindaki uyuma bakilmistir.
Pilot gozlem sonuglar karsilastirilarak gozlemcilerin aldiklari notlar arasinda uyusmazlk olmadig
anlasiimistir. Uyumun iyi oldugu alinan not karsilastirmalari yapildiktan sonra anlasilmis ve gozlem
yapma islemi devam ettirilmistir.

Ayrica icerik analizi ve betimsel analiz yapilan gériisme formlarinin giivenirligini saglamak amaciyla
her bir gériisme formu tiri (ingilizce hazirlik 6grencileri gériisme formu, ingilizce hazirhk 6gretim
elemanlari goriisme formu, dis birim 6gretim elemanlari gérisme formu, dis birim 6grenci gorisme
formu) igin nitel arastirma deneyimine sahip ikiser arastirmaci tarafindan analiz edilmistir. Rastgele
secilen g ingilizce hazirlik 6grencileri gériisme formu, (¢ ingilizce hazirlik gretim elemanlari gériisme
formu, doért dis birim 6gretim elemanlari gérisme formu ve doért dis birim 6grenci gorisme formu olmak
lzere toplam 14 gérisme formunda yer alan metinler iki arastirmaci tarafindan ayri ayri kodlanmis,
daha sonra analizler arasindaki tutarliligi incelemek lzere bir araya gelinmistir. Farkli kategoriler altinda
ele alinan durumlar tartisilmis ve uzlasilmaya cahlisilmistir. Bununla birlikte, iki kodlayici tarafindan
kodlanan ve segkisiz yolla belirlenen gérisme formlari icin Miles ve Huberman’in (1994) o6nerdigi
glvenirlik formaline [=g6rus birligi / (gbrus birligi +gorus ayrihg)*100.00] gore iki kodlayici arasindaki
uyusma katsayisi hesaplanmis ve bu katsayisi Dis Birim Ogrenci Gériisme Formlari icin %83.00, Dis Birim
Ogretim Elemani Gériisme Formlari igin %75.00, Hazirlik Birimi Ogrenci Gérlisme Formlari icin %77.00 ve
Hazirlik Birimi Ogretim Elemani Gériisme Formlari icin %74.00 olarak elde edilmistir. Miles ve Huberman
(1994) arastirma igin givenirlik hesabinin %70.00’in lzerinde ¢ikmasini kabul edilebilir olarak ifade
etmektedir.

2. Transfer edilebilirlik, verilerin yalnizca ADU’nin bir birimi olan Yabanci Diller Yiiksekokulu’ndan
toplanmasi sonucunda elde edilen arastirma bulgularinin benzer baglamlar (ortamlar) icin de
kullanilabilir olmasi s6z konusudur.

3. Gulvenirlik: Bu asama arastirmanin her bir islem ve asamasinin detayli olarak sunulmasi ile
saglanmistir.

4. Dogrulanabilirlik: Yapilan yorumlarin katihmcilarin gorislerini tam ve dogru olarak yansitip
yansitmadigi katihmci teyidi ile saglanmustir. Katilimcilara verdikleri yanitlar ile yapilan yorumlar arasinda
uyum olup olmadigini teyit etmeleri istenmistir. Ayrica denetleme yontemi ile arastirmanin her
asamasinin hem alanyazin hem ydntemsel slre¢ olusturmaya uygun olup olmadigl belirlenmis, bu
amagla U¢ bagimsiz kisiden yardim alinmistir.
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Verilerin Analizi

Nicel verilerin analizi: ‘ingilizce Ogrenmeye Yonelik Motivasyon Olgegi’ ve ‘Ogretim Gérevlisi ve
Ogrenci anketleri'nde yer alan maddelerden elde edilen veriler dnce bilgisayar ortamina girilmis ve
frekans (f) ve ylzde (%) dagilimlari ve ortalama (X) ve standart sapmalar (ss) SPSS 17.0 paket
programindan yararlanilarak ¢ézimlenmistir.

Nitel verilerin analizi: Gorisme ve gozlem verileri, word formatinda bilgisayar ortamina aktarilarak
diizenlenmistir. Arastirmada gériisme verileri hem betimsel hem de igerik analizine basvurularak analiz
edilirken gozlem verileri yalnizca betimsel analiz ile ¢dziimlenmistir. ingilizce hazirhk 6grencileri icin 01,
02,... seklinde, ingilizce hazirlik dgretim elemanlan igin 0.E1, O.E2,... seklinde, ingilizce hazirlik okulu
yoneticileri icin Y1, Y2 seklinde, dis birim &grencileri icin D.01, D.02,... seklinde, dis birim &gretim
elemanlari igin D.0.E1, D.0.E2,... seklinde kodlar kullaniimistir. Nitel verilerin analizinde sayisal istatistik
yapilarak frekanslarin hesaplanmasi Maxqda 12 programiyla yapilmistir. Metinlerde yer alan cimleler
kelime kelime tekrar okunarak anahtar kavramlar kodlanmistir ve renkli olarak isaretlenmistir. Kodlardan
yola cikilarak, verileri genel cercevede agiklayabilen kategorilere ulasiimis ve kodlari belirli kategoriler
altinda toplayan temalar semsiye kavram olarak bulunmustur. Temalar, kodlar ve kategoriler
okuyucunun anlayabilecegi sekilde sunulmus ve agiklanmistir. Temalandirmada Bellon ve Handler
degerlendirme modelinin asamalari/basliklari ana temalar olarak kabul edilmistir. Tablo 8’de katilimcilar
ile yapilan goériismelerin analizinden elde edilen tema, alt tema, kodlamalar ile bu kodlamalara ait
frekans hesaplamalarini iceren 6rnek analiz bilgilerine yer verilmistir.

Tablo 8.

ingilizce Hazirlik Ogrenci Gériisme Formlari Ornek Kodlama Listesi.
Asama Tema Alt Tema (Kategori) Kodlar f
Kaynaklar Akademik personelin sayica yeterligi Yeterli 16
Dénem arasi okutman degisikligi Olumlu 7
~ Olumsuz 2
9 Fikri yok 9
2 Materyal/arag-gerec yeterliligi GR- sikici, tekrar 6
’%‘ Fiyati pahal kitaplar 4
5 ‘Skill’ kitaplarinin yetersizligi 5
Qé Okul ve sinifin fiziksel olanaklari Olumlu 6
Siralarin olumsuzlugu 3
internet yoklugu 5
Cevre diizenlemesi eksikligi 4

Bulgular

Bulgularin sunumunda ingilizce hazirlik programinin amaglar, organizasyon, islemler ve ciktilar
boyutlarina iliskin mevcut durum agiklamasi, paydaslarin bu boyutlara iliskin gorisleri ve onerilerini
iceren degerlendirme sorulari sirasina uyulmustur.

ingilizce Hazirlik Programinin Mevcut Durum Agiklamasi

Yapilan dokiiman incelemesi sonucunda programin genel amaci haricinde 6grencilere kazandiriimasi
hedeflenen Avrupa Ortak Cercevesi tarafindan belirlenmis olan B1 diizeyindeki 6grenci yeterliklerinin ve
program felsefesinin hicbir yazili kaynakta sunulmadigi tespit edilmistir. Genel amag ise soyle ifade
edilmistir: “AADU Yabanci Dil Egitimi Yonergesi’nde ingilizce 6dretiminin amaci, é§renciye Ingilizcenin
temel kurallarini 6gretmek, Ingilizce kelime bilgisini gelistirmek, Ingilizcede okudugdunu ve duydugunu
anlayabilmesini ve kendisini sézIi ve yazili olarak ifade edebilmesini saglamaktir.” Yonergedeki genel
amag ifadesi ile bazi 6gretim gorevlilerinin genel ingilizce ogretimi yapildigina dair gorisleri
ortlismektedir. Kullanilan kitaplar ve ders saatleri seviyelere gére farklilasmaktadir. Standartlasma
amaciyla farkli kaynak kullanimina izin verilmedigi ancak yapilan gozlemler dogrultusunda 6grenci

199



Canay KARCI AKTAS, Kerim GUNDOGDU — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 169-214

merkezli 6gretim yapan 6gretim gorevlilerinin farkli kaynaklardan da yararlandigi gérilmustir. Okul ve
siniflarin bazi teknolojik arag gereclere sahip oldugu ancak halen eksikliklerin (akilli tahta, dil laboratuari,
kutlphane, vs.) mevcut oldugu belirlenmistir. Ayrica siniflarda gorsel hicbir materyale rastlanmadigi
sonucuna ulasiimistir. Sinif mevcutlarinin  degiskenlik gostererek zorunlu hazirlik egitimi goren
siniflardaki 6grenci sayisinin bazen 30’u astigl, istege bagh hazirlik egitimi alan siniflarda ise bu sayinin
10’un altinda bile kalabildigi gorilmustir. Ogretim goérevlilerinin mesleki gelisim destegi hizmet igi
egitimler yoluyla, kitaplari satin alinan yayinevleri aracigiyla saglanmaktadir. Ogretim gérevlilerinin
lisansiisti egitim almalarina, asli gérevlerini aksatmamak kosuluyla izin verilmektedir. AADU’de yonetici
ve Ogretim gorevlisi rol ve sorumluluklarinin agik¢a herhangi bir yazili kaynakta yer alip almadig
paydaslara sorulmus ancak yéneticiler de dahil olmak lzere tiim paydaslar ‘hayir’ yanitini vermislerdir.
Ogretim gorevlileri ise &grenci rol ve sorumluluklarinin Ogrenci El Kitabinda yazili olarak belirtildigini
ifade etmisler ancak 6grenciler kendi rol ve sorumluluklarina iliskin bilgileri olmadigini belirtmislerdir.
Okulun programinin isleyisinde dort komisyonun (program hazirlama, materyal hazirlama, hizmet igci
egitim ve sinav hazirlama) yer aldigi ancak bu birimlerin rol ve sorumluluklarinin da herhangi bir
kaynakta yazilmadigi tespit edilmistir. Ogrenciler, 6gretim gérevlileri ve ydneticiler arasindaki iletisimin
zaman zaman resmi (yiiksekokul eposta adresi, EBYS, OBIS) kimi zaman ise resmi olmayan (sosyal ag,
telefon, yliz yize) araglarla saglandigi goriilmektedir. Yil igerisinde herhangi bir toplantinin yapilmadig
yalnizca sene basi ve sonunda toplantilar yapildig tespit edilmistir. Karar alma mekanizmasinin islemesi
nadiren akademik kurul toplantilari araciligiyla 6gretim elemanlari tarafindan, cogu zaman yoneticiler ve
yoneticilerin gorevlendirmis oldugu birim baskanlari ve yonetim kurulu ve yiksekokul kurulu toplantilari
sonucunda gerceklesmektedir. Bu durumdan dert yanan bir 6gretim gorevlisi sdyle bir géris bildirmistir:
Toplantilarda konusuluyor ama karar alma siirecinde ne kadar yer aliyoruz orasi tartisilir. idare ve
ogretim elemanlari tartisiyor ama idare karar alip bizlere (6gretim gérevlilerine) eposta yoluyla bildiriyor
(O.E5).

Yabanci Diller Yiksekokulu’nda planlama etkinliklerinin olmadigi goérilmektedir. Bu durumun, bir
Ogretim eleman tarafindan yazili bir programin olmamasindan kaynaklandigi belirtilmistir. Planlama
siireci, eger varsa, ders kitaplarinda yer alan konularin ders saatleri ve haftalara gére bolinmesi islemi ile
sonucglanmaktadir. Dért temel beceri (dinleme-konusma, okuma-yazma) ve dilbilgisinin 6gretilmesine
yonelik dersler verilmekte ancak programin genel amacinda yer alan kelime bilgisi ayrica ders olarak
ogretilmemektedir. Yabanci Diller Yuksekokulu’'nda 6gretim gorevlilerini ya da yoneticileri, idari ve
hizmet personelini degerlendiren bir sistemin olup olmadigina verilen yanit dizenli ve planl bir
degerlendirmenin olmadigl yoniindedir. Ogretim gdrevlilerinin kendi aralarinda déniit alisverisinin
saglandigini ancak 6gretim gorevlisi ve yonetim arasinda donit alisverisinin gerceklesmedigi bir 6gretim
gorevlisinin su ifadesiyle ortaya konmustur: “idareden simdiye kadar déniit almadim, onlara déniit
vermedim. Okutman arkadaslardan iletisimim iyi olanlara déniit veriyorum” (O.E10). Bu goriise aksi bir
goris bir yonetici tarafindan “Yénetim olarak resmi bir yapimiz yok. Arkadaslar bize gelip birebir déniit
verebiliyorlar, biz de ayni sekilde onlara.” (Y2) cimlesiyle agiklanmistir.

ingilizce ders kitaplari incelendiginde, dinleme-konusma ve okuma-yazma derslerinin konulari
gogunlukla birbirine paralel olarak hazirlandigi goriilmistiir. Temel ingilizce dersinin konularinin daha
cok guinliik hayattan oldugu anlasilmaktadir. Sinif i¢ci gbzlemler sonucunda 6gretmen merkezli ve 6grenci
merkezli Ogretim yapan 0Ogretim gorevlilerinin uyguladiklari sinif igi etkinliklerin farkhlastig
gorilmektedir. Ogretmen merkezli 6gretim yapan 6gretim gorevlileri anlatim, soru-cevap, ceviri gibi
etkinlikleri tercih ederken 6grenci merkezli 6gretim yapan 6gretim gorevlilerinin anlatim, soru-cevap gibi
etkinliklerin yani sira grup, ikili calisma gibi farkh etkinlikleri de kullandiklari gézlenmistir. Daha 6nceki
yillarda ise oyun, yarisma, sarki gibi farkl etkinliklerin derslerde yer aldigi iki dis birim 6grencisinin
ifadelerinden anlasilmaktadir. Ogrencilerin sinif igindeki rolleri dgrenci merkezli ve égretmen merkezli
siniflarda farklilasmaktadir. Ogrencilerin 6grenci merkezli 6gretimde daha fazla sorumluluk sahibi
olduklari gorilmistiir. Olgme-degerlendirme boyutunda yiiksekokulun sinav hazirlama birimi tarafindan
tim sinavlarin yapildigi ve gerceklestirildigi goriilmustir. Kisa sinavlar, arasinavlar, yilsonu sinavinda tim
becerilerin (konusma da dahil) olculdugl, ev 6devleri ve 6grenci performansinin degerlendirilmesi
seklinde degerlendirmenin oldugu da gortlmustir.
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Ciktilar boyutunda 6grencilerin programa yénelik tutumlari, ingilizce 6grenmeye yénelik motivasyon
dizeyleri, hedeflere ulasip ulasamadiklari gibi sorular anketler ve gériusmeler yoluyla belirlenmistir.
ingilizce hazirlik 6grencilerinin sene basinda ve sonunda istek diizeylerinin ¢ok fazla farklilasmadigi ancak
birkag 6grencinin hazirlk egitiminden dolayi hayal kirikhgina ugradiklarini ifade ettikleri gérilmustur.
Ancak o6gretim gorevlileri 6grencilerde genel olarak bir isteksizlik oldugunu, bu durumun birtakim
nedenlerden kaynaklandigini ifade etmislerdir. Bir &gretim gorevlisinin “(Ogrencilerin) Bir kisminin
gercekten yetenekleri var, istekleri var. Bir kismi (fakiiltedeki) dersleri ingilizce olacadi icin zorunlu olarak
dgrenmek istiyorlar. isteksiz 6§renciler isteksizlik nedenlerinin kitaplarin monotonlugu ve derslerin sikici
olmasindan kaynaklandigini séyliiyorlar.” (0O.E9) sbzleriyle ifade edilmistir. Ogretim gérevlilerinin
ogrencilerin istenilen hedeflere ulasip ulasamadiklarina iliskin gorisleri soruldugunda 6grencilerin %
61.90’u ve 6gretim gorevlilerinin %80.80’i istenilen diizeye ulasilamadigini belirtmislerdir.

Gorusmeler dogrultusunda hazirhik egitiminin dis birim 6grencilerinin ihtiyaglarini ve beklentilerini
karsilama diizeyi cogu Ogrenciye goére yeterli diizeyde degildir. Bu durumun mesleki ingilizcenin
olmamasindan kaynaklandigi bir 6grenci tarafindan soyle dile getirilmistir: “(Hazirhk egitimi)
beklentilerimi karsilamadi. Ben daha fazla meslege yénelik olur, bilgimi ilerletirim diye diisiinmiistim.”
(D.020). Dis birim &gretim elemanlari da 6grencilerin ingilizce yeterliklerinin istenilen diizeyde
olmadigini  dogrulamislardir:  “Ogrencilerimizin ingilizce yeterligi bekledigimiz kadar iyi degil.
Odrencilerimiz zayif olduklarini kendileri de séyliiyorlar. Biz okudugunu ve dinledigini anlayamayan
dgrencilerden dolayi sikinti yasiyoruz.” (D.0.E17). Ciktilar boyutunda yer alan ve Bellon ve Handler
tarafindan &zellikle vurgulanan ingilizce 6grenmeye yonelik motivasyon diizeyinin belirlenmesine iliskin
yapilan 8lcek yanitlari sonucunda &égrencilerin ingilizce grenmeye istek duyduklari, ancak derslerin
isleyisinden memnun olmadiklari gérilmustir (Karci & Giindogdu, 2018).

ingilizce Hazirlhik Programinin Analiz Etkinlikleri

Calismada yer alan dort ana odak noktasini paydaslarin nasil degerlendirdigine iliskin ikinci alt amacin
bulgulari bu bolimde sunulmustur. Alti temel beceri olan dinleme, konusma, okuma, yazma ve kelime
bilgisi ve dil bilgisinin programin genel amag ifadesinde yer aldigi mevcut durum agiklamasinda
verilmisti. Bu becerilerin 6grenme ortamina uygunluguna iliskin soruya ¢ogu 6gretim gorevlisi olumsuz
yanit vermislerdir. Bunlardan birisi su sekildedir: “Ders disi pratik imkani olmayan bir ortamda
bulunuldudundan hedefler gerceklestirilememektedir.” (0.E6). Okul ve siniflardaki birtakim eksikler
olmasina ragmen olanaklarin genel olarak paydaslar tarafindan olumlu algilandigi tespit edilmistir. Ancak
dis birim 6grencilerinin 6nceki yillarda baska bir binada (garsinin icinde, kisin soguk, yazin sicak bir bina)
o6grenim gérmesi sonucunda bina ile ilgili olumsuz gérislere sahip olduklari gorilmustir. Bu durumu bir
dis birim 6grencisi soyle agiklamistir: “Turizmden oda arkadasim vardi. Orasi ¢ok soguk, 6liiriim ben
orada deyip gitmiyordu okula. Esnafla i¢ ice okumak ¢ok zordu. (Universite ortamindan) dislanmis bir
yerdi. Ben kendimi o dénemde (iniversiteye gelmis gibi hissetmiyordum. Bir dershane ya da kursa gidiyor
gibiydik hatta o bile dedil. Lise 5 diyorduk orasi icin.” (D.06). Lisansiistii egitimin desteklenmesi
cogunlukla yeterli gorilirken seminerlerin bazi 6gretim goérevlileri tarafindan yetersiz gorildigl ortaya
cikmistir. Gériisme sonuglarina gore, 6gretim gorevlisi ve yoneticilerle rol ve sorumluluklarinin agikga
yazili olarak belirtiimemesinden kaynakl bazi sorunlar olabildiginden s6z edilmistir. Mevcut durum
acitklamasinda bahsedilen program isleyisinde yer alan dort komisyonun (sinav hazirlama birimi harig)
calismasinin yeterli bulunmadigi bir 6gretim elemani ve yoneticinin su sozleriyle ortaya konmustur:
“Sinav hazirlama aktif bir sekilde, diizgiin isliyor ama materyal ve digerleri aktif degil. Segilen kitaplarda
da tezathk var. Elementary gramer kitabi var ama MC (Main Course) kitaplari intermediate diizeyde.”
(0.E13), “... Stnav hazirlama birimi ¢ok aktiftir ancak digerleri o kadar degil.” (Y1).

Gorisilen kisilerin hepsinin iletisim seklinden memnun olmadiklari gériilmektedir. ingilizce hazirlik
ogrencileri 6gretim gorevlileri ile iletisimlerinin olumlu oldugunu ifade etmislerdir. “Danisman hocaya
soruyoruz (sorularimizi). Y hoca cok ilgili.” (03), “Hocalardan, idareden bir sikinti var mi sorusunu ben hi¢
duymadim.” (D.05). Ogretim gorevlileri yoneticiler ile iletisimin esit sayida olumlu ve olumsuz oldugunu
ifade etmislerdir. “Asiri resmi bir ortam yok. Gidip derdimizi anlatabiliyoruz.” (0.E2), “idari personel ile
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asirt samimi olup ¢ok fazla iletisimi olan bir grup oldugu gibi sadece toplantidan toplantiya idareyi géren
bir grup daha vardir. Ikisi de bence uygun degil.” (0.E6).

Ogretim gorevlileri bircogu karar alma siirecinin isleyisinin olumsuz, lic 6gretim gérevlisi ise olumlu
oldugunu belirtmislerdir. Hem olumlu hem olumsuz gorusler iki 6gretim gorevlisinin su ifadeleriyle
aktanlmistir: “Egitim ile ilgili karar alinirken okutman arkadaslara miimkiin oldugunca soruluyor ama
ufak tefek gériis ayriliklarinda da en son nokta bu kurula (yénetim kuruluna) kaliyor. Yénetim ile ilgili
kararlar yénetimin isi, okutmanlarin degil.” (0.E11), “Karar alma siirecinde okutmanlar olarak ne kadar
yer aliyoruz orasi tartisilir. Uygun degil bence.” (0.E2).

Planlama sirecinin olmadigi, 6gretim gorevlilerinin ve yoneticilerin planlama siirecine iligkin
goruslerinin yogunluklu olarak olumsuz oldugu ifade edilmistir. Bir 6gretim goérevlisi Gst kur siniflarinda
planlamadaki eksiklikten kaynaklanan bazi bosluklar olustugunu ve bu nedenle sikinti yasadiklarini séyle
dile getirmistir: “Karismazlarsa ekstra seyler yapabiliyoruz siniflarda. Ust kurlarda hizl gidiliyor tabii,
kitaplar da az oldugu icin hep bosluklar oldu.” (O.E9). Ayrica planlama siirecinin olmadig bir ydnetici
tarafindan su sekilde aktarilmistir: “Béyle bir stire¢ yok.” (Y1). Tim program paydaslari dinleme-konusma
dersinin yetersiz oldugunu vurgulamislardir. Dinleme-konusma ders saatlerinin yetersiz oldugunu
belirten paydaslar oldugu gibi énemli olanin ders saatinin azaltilmasi veya artirilmasi degil, islenisin
oldugunu savunanlar da bulunmaktadir. Beceri derslerine yonelik paydas gorusleri su sekildedir:
“Reading, listening ve speaking derslerinde hocalar iyi veriyordu aslinda ama yeterli degildi bence.
Buradaki yabanci égrenciler sakir sakir konusuyorlar. Ben kendimden utaniyorum. Bir ay sonra mezun
olacagim. ingilizce bilmiyorum. Ben is aramaya gittifimde is yerinde bana konus diyecekler
konusamayinca nasil ingilizce mezun oldun diyecekler.” (D.07), “En zor kazanilan sey beceriler. Kulak
dolgunlugu oldugunda hersey kolay yerlesiyor. Dinleme konusma derslerinin saati az.” (05), “Derslere
kag saat ayrildigi dedil, islenisin nasil oldugu énemlidir.” (0.E10).

Ogretim gorevlilerinin birbirleri ve yéneticiler ile yapilan déniit aligverisine iliskin ‘yeterli’ yanitini
verenler dokuz kisidir.

B1 (orta) diizey ingilizcenin ingilizce hazirlik 6grencilerinin seviyelerinin altinda oldugunu ancak dis
birim 6grencileri dnceki yillarda yer alan hedeflerin seviyelerinin tGstiinde oldugunu vurgulamislardir. Bu
diizeyin &grencilerin ihtiyaclarini karsilamadigl bir 6gretim gérevlisinin  “Odrencilerin ihtiyaglarini
karsilamiyor hedefler. Belli hedefe yiikseltmek amacimiz ama yanhs yapiyoruz hedefe ulastirma
stirecinde. Odrencilerin diizeylerine gére hareket etmek lazim. Cok altinda ya da iistiinde de yer alabiliyor
hedefler.” sézlerinden anlasiimaktadir. ingilizce hazirhk 6grencileri, égretim gorevlileri ve yéneticileri
derslerin konularini genellikle olumlu (6grencilerin seviyelerine, ilgilerine uygun, anlamli, gergek hayatta
kullanilabilecek) olarak degerlendirirlerken dis birim 6grencileri énceki yillarda konularin olumlu (kendi
seviyelerine, ilgilerine uygun, anlamli, gercek hayatta kullanilabilecek) ve olumsuz (kendi seviyelerinin ya
altinda ya Ustlinde, ilgilerine uygun olmayan, anlamli olmayan, gercek hayatta kullanima uygun olmayan)
oldugunu dile getirmislerdir. Anketlere gére, Temel ingilizce kitaplarini &grenciler kismen olumlu
bulduklarini, 6gretim gorevlileri olumlu bulduklarini ifade etmislerdir. Paydaslarla yapilan gériismeler
sonucunda dil beceri kitaplarinin sikici ve yetersiz oldugu ortaya konmustur.

Anketler sonucunda, konusma becerisi hem 6grenciler hem de 6gretim gorevlileri tarafindan en
onemli ve en zorlanilan beceri olarak gorilirken 6grenciler ve 6gretim goérevlileri en az zorlanilan
becerinin okuma becerisi oldugunu, 6gretim gorevlileri en 6nemsiz becerinin dil bilgisi oldugunu
belirtirlerken 6grenciler en &nemsiz becerinin okuma becerisi oldugunu ifade etmislerdir. Ogrencilerin
becerilerin 6grenilmesinde zorluk yasamalarinin ortak nedeni uygulama eksikligidir. Anketlerin baska bir
bolimiinde yer alan etkinliklerin dnem ve gerceklesme derecelerine iliskin maddeler, 6grenciler ve
dgretim gorevlileri tarafindan su sekilde degerlendirilmistir: Ogrencilerin alanlarina iliskin bilgi
edinmediklerini ¢linkii icerikte alanlarina dair herhangi bir seyin yer almadigi, sinif disi etkinliklerin ve
materyallerin 6nemli gorilmesine karsin gerceklesmedigi, konusma etkinliklerinin konusma becerilerini
gerceklestirmedigi, ©6gretim gorevlilerinin so6zIi hatalari aninda dizeltmesinin 6nemli oldugu ve
gerceklestigi tespit edilmistir. Gorismelerde tim paydaslar farkli etkinlikleri olumlu olarak algiladigini
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ogretmen merkezli etkinlikleri daha olumsuz olarak goérdiklerini belirtmislerdir. Ayrica sinif igi etkilesime
bakildiginda gozlemler, 6grenci-6gretim gorevlisi etkilesiminin 6grenci merkezli 6gretim yapilan
siniflarda olumlu oldugunu géstermektedir.

Anketlerden ¢ikan sonuglara gore, olgme-degerlendirmeye iliskin tim degerlendirme turleri
ogrenciler ve 06gretim gorevlileri tarafindan onemli ve vyeterli olarak gorilirken performans
degerlendirme/proje kismen vyeterli olarak belirtilmistir. ingilizce hazirlik 6gretim gorevlileri ve
ogrencilerinin degerlendirme tirlerine iliskin gorisleri Tablo 9’da yer almaktadir.

Tablo 9.
Ogretim Gérevlilerinin ve Odrencilerin Degerlendirme Tiirlerine iliskin Gériisleri.

Hazirlik Birimi

Ogretim Gorevlileri Ogrencileri
X Ss X Sd
3.46(3.19) .58(.63) 1. Sinavlarin gramer ve kelime bolimleri 3.42 (2.96) .72 (.81)
3.69(3.00) .47(.69) 2. Dinleme quizleri 3.37 (2.77) .75 (.85)
3.61(3.03) .49(.59) 3. Okuma quizleri 3.27(2.75) .75(.84)
3.34(2.80) .56(.63)  4.Yazma quizleri 3.35(2.87) .75 (.88)
3.19(2.61) .63(.57) 5. Konusma sinavlari 3.66(2.87) .63(.88)
3.73(1.96) .45(.66) 6. Performans degerlendirme/ Proje 2.66(2.37) 1.04(.98)

*Parantez i¢inde belirtilmeyen ortalama ve standart sapma verileri 6nem/gereklilik derecesine iligkindir.
**Parantez iginde belirtilen ortalama ve standart sapma verileri gergeklesme derecesine iliskindir.

Ogrenciler konusma sinavlarinin yapilisinin olumsuz oldugunu, &gretim gérevlileri konusma ve yazma
becerilerinin degerlendirilmesinin 6znel oldugunu bir 6grenci ve 0Ogretim gorevlisi su sozleriyle
anlatmistir: “Cok az siire veriliyor speaking quizi icin.” (06), “Writing ve speaking dederlendirmesi cok
oznel.” (0.E10).

Tum paydaslar gercek basari/performans konusunda genel bir memnuniyetsizlik ifade etmislerdir.
Hazirlik 6gretim gorevlileri 6grencilerin basari diizeylerini olumsuz olarak degerlendirmislerdir. Hazirlik
Ogrencileri basari dizeylerini daha olumlu degerlendirirken, dis birim 6gretim gorevlileri ve dis birim
Ogrencileri basari diizeylerini hazirlik 6gretim gorevlileri gibi olumsuz olarak degerlendirmislerdir. Bir dis
birim 6grenci ve 6gretim elemaninin basari dizeyine iliskin gorlsleri su sekilde siralanmistir: “Bizim
dénemimizde basari iyiydi. Ama bizim dénemden kimse konusamiyor.” (D.07), “Béliimiim ve miihendislik
ddrencilerinin Ingilizce yeterlikleri yok denecek kadar azdir. Konusma seviyeleri bir soru sormaya dahi
yeterli dedil. Metinleri okuduklarinda anlamiyorlar, hatta sinaviarda sorulan sorularin ingilizcelerini
anlayamiyorlar.” (D.0.E26).

ingilizce Hazirlik Programinin Toplam Gelistirme Birimleri

Calismada yer alan doért ana odak noktasina iliskin paydaslarin onerilerinin yer aldigi son alt amacin
bulgulari bu bolimde sunulmustur. Paydaslarin onerileri dogrultusunda, tim paydaslarla isbirligi
yapilarak bolimlerin ve kisilerin ortak ihtiyaglarini belirlemeye yonelik bir ihtiya¢ analizi yapilmal ve
programin amaclari ve hedefler bu ihtiyaglara gore sekillenmeli ve amaclar ve hedefler programda
detayh olarak belirtilmelidir. Bu Oneriyi bir 6gretim gorevlisi ve bir yonetici gorismelerde soyle
aciklamislardir: “Oncelikle édrencilerin ihtiyaglarinin belirlenmesi lazim. Hizmet verdigimiz béliimlerle
gériismeler yapip ihtiyaclari belirlenmeli. Ogrencilerle gériisme yapip ihtiyaclarini sorabiliriz. Herkesin
ihtiyacini karsilayamayabiliriz ama bir kismini gerceklestirebiliriz. Hazirlik siniflarinda mesleki Iingilizce
égretilebilir. Onun igin hizmeti veren okutmanlar, hizmet verilen béliimler ve 6grenciler bir araya getirilip
goériisleri dogrultusunda ortak hedefler belirlenmelidir.” (0.E10), “ihtiya¢ analizi i¢in paydaslarin bir araya
gelmesi gerekir. Odrencilerin, béliimlerin ihtiyaglari, iginde bulundugumuz toplumun ihtiyaglari ve
bunlarin 6grenilmesi. Elbette yapilabilir.” (Y1).

Amaclar incelendiginde, hazirlikta dgretim gorevlileri ve 6grencilere nasil bir ingilizce &grenilmesi
gerektigi soruldugunda, 6gretim gorevlileri genel ingilizce dgretimine devam edilmesi gerektigini,
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dgrenciler ise hem genel hem de ézel amacl ingilizcenin dgretilmesi gerektigini yapilan gériismelerde ve
anketlerde savunmaktadirlar. Boylelikle is, kariyer ve bolimleri agisindan yararli olacak ingilizceyi de
dgrenmis olacaklar ve ingilizce 8grenmeye ydnelik motivasyonlari daha fazla olacaktir. Bunun igin
mesleki ya da meslekiye giris niteliginde bir dersin programa eklenmesi gerektigi konusunda paydaslar
hemfikirdirler. Bu durum su sekilde agiklanmistir: “Mesleki ingilizce, en azindan kelime bilgisi verilmeli.”
(0.E1), “Béliimlerimize yénelik konular olmal.” (08). Okul ve siniflardaki eksikliklerin giderilmesi dnerisi
hem dis birim 6grencileri hem de dis birim 6gretim elemanlari tarafindan yapilmistir. Bu eksiklikler akilli
tahta, gorseller, dil laboratuari, kiitiphane vs. olmamasi olarak ifade edilmistir. Ogretim gorevlileri ve
yoneticilerin gorev ve sorumluluklarinin yazili olarak belirtiimesi sonucunda birtakim belirsizliklerin
ortadan kalkabilecegi belirtilmistir: “Program hazirlama biriminin gérev taniminda daha fazlasi olmal.
ihtiyag analizi, program dederlendirme anketleri de bu gérevlerden olmali. Materyal hazirlamanin isi
sadece kitap secmek dedildir. Ek materyaller ve etkinlikler de hazirlanmahdir.” (0.E12).

Gériisme sonuglarina gére, karar alma siirecinin islemesine dair ingilizce hazirhk programindaki
6grenciler mezun 6grenci/mevcut 6grenci katilimi olmal seklinde 6nerilerde bulunarak 6grencilerin de
karar alma sirecinde yer almasi gerektigini vurgulamislardir. Bir 6grenci bu oneriyi “Karar alma
siirecinde égrencilerden ézellikle st siniflardaki grencilerden yararlaniimali.” (310) ifadesini kullanarak
aktarmistir. Programlarin giincellenerek detaylandiriimasi gerektigi “Haftalik planlar yapiliyor ve pacing
(ilerleme hizi) dedigimiz olayda hedef-davranislarin yazilmasi gerekir. Yil sonunda ne kadarina
ulasildigina dair bir dederlendirmenin yapilmasi gerekiyor.” (0.E12) ile agiklanmistir. Bélimlerin
ihtiyaclarina gore ders saati uygulamasi olmasi gerektigi bir 6gretim gorevlisi tarafindan soyle dile
getirilmistir: “Konusmamiz gerekir tiim paydaslarla. Béliimlerin ihtiyaglarina gére belirlemeliyiz ders
saatlerini de. Ornedin, miihendislikte iretici beceriler 6n planda tutulmasi gerekirken sosyal bilimlerde
okuma, anlama ve dilbilgisi digerlerinden énceliklidir.” (0.E6). Ogretim gorevlilerinin  de
degerlendirilmesi gerektigi ancak bu islemin yapilirken yapici ve motive edici olunmasi gerektigi ve
Ogretim gorevlilerinin eksiklerinin giderilmesine yonelik mesleki agidan destegin olmasi gerektigi
aciklanmistir. Kimin ve neyin degerlendirilmesi gerektigi sorusuna paydaslar 6grenci basarisinin
degerlendirilmesinin yani sira 6gretim gorevlisinin performansi, ders kitaplari, sinav sistemi ve diger
materyallerin 6nceden belirlenen olgltlere gére ve nesnel bir sekilde degerlendirilmesi gerektigini
belirtmislerdir. Tum paydaslarin oyun, sarki, film gibi farkl etkinlik uygulamalari ve ders disi konusma
uygulamasini artiracak konusma kullpleri olmasi gerektigi konusunda hemfikir olduklari gorilmastir. Bu
durumu farkh paydaslar su sekilde dile getirmislerdir: “Film, sarki aktiviteleri olabilir. Film de
izletemiyoruz ki. Yasak. Herkes yaparsa 6yle. Aktiviteler konusunda biraz daha serbest olabilmeli hocalar.
Diziler olabilir. Native speakerlar olabilir.” (0.E9), “Universitede egitim alan, Ingilizcesi iyi olan yabanci
uyruklu égrenciler ile ‘speaking club’ olusturulabilir.” (D.0.E2).

Gorusmeler dogrultusunda sinif icinde giic paylasimi olmasi gerektigi bir 6grenci ve bir yoneticinin
“Ogretmen dinleyici, 6§renci anlatici olabilir ancak (6grencilerde) ézgiiven eksikligi var.” (08), “Ogdretmen
kolaylastirici olmali. Odrenci de yeri geldiginde éGretmen gibi olabilmeli. Roller cok kati olmamali.” (Y1)
sozleriyle netlesmektedir. Konusma sinavlarinda 6grencilere 5 dakika sire verilip segcenek sanslari
olmadan konusmalari istenmektedir. Daha fazla segenekli ve 6zellikle siire¢ odakli degerlendirmenin 6n
plana gikariimasi gerektigi hem 6grenciler hem de 6gretim gorevlileri tarafindan belirtilmistir. Dis birim
ogretim elemanlari 6lgme degerlendirmede boélimlere gore farklilk gdsteren beceri agirlikli 6lgme
araclarinin olmasi gerektigini bir ogretim elemani soyle anlatmistir: “Sinavlar 6grencilerin gergek
basarilarini tespit eden sinavlar olmalidir. Dedigim gibi becerilere yénelik ama éncelikle reading ve
writingi gelistirici ve onlari élgen sorular sorulmalidir. Essay yazabilmeliler herhangi bir konu hakkinda.
Okuma par¢asini anlayip sorularini cevaplayabilmeliler.” (D.0.E14). Ogrencilerin ingilizce yeterliklerini ve
basari dlzeyini artirmak amaciyla yapilmasi gerekenler paydaslar tarafindan motivasyonun ve
uygulamanin artirilmasi, zorlayicilik olmasi, daha iist seviye ingilizce gretiminin olmasi gerektigi seklinde
ifade edilmistir. Bu Onerilerin yer aldig bazi paydas gorusleri su sekilde siralanmigtir:

0.€2: Ggrencinin motivasyonunu artirmak gerek. Nasil yapariz bilmiyorum. Ingilizceye karsi 6nyargiyi
kirmak gerek.
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0.E6: Uretime daha ¢ok 6nem veren bir programimiz olmal, skill derslerinin islenisini ve materyalini
degistirmeliyiz.

D.0.E3: Advanced seviyede olmalilar (6§renciler) mezun olduklarinda yeterliyiz diyebilmeleri icin. En
azindan upper intermediate seviyede olmalilar.

Ayrica hazirlik sinifinin zorunlu olmasi gerektigi iki dis birim 6gretim elemani tarafindan soyle dile
getirilmistir:

D.0.E2: Ek olarak hazirlik sinifi Kusadas’nda da olmali. Hazirlik zorunlu olmali ki égrenciler buraya

belli bir tecriibe ve birikimle gelsin.

D.0.E17: Birimimiz &grencileri icin ingilizce gereklidir. Bunun nedeni birimimiz dgrencileri mezun
oldugunda insaat sektoriinde ¢alisacaklar. Tirk insaat sektorli yurtdisina agilmis en onemli
sektorlerden birisi. Calisan muhendislerin yurtdisinda is yapma potansiyeli oldukga yiiksek.
Yurtdisinda gecerli en temel dilin ingilizce oldugunu diisiiniirsek ingilizce egitimi gerekli.

Tartisma, Sonug ve Oneriler

Bu calisma, AADU Yabanci Diller Yiiksekokulu ingilizce Hazirlik programini Bellon ve Handler modeli
kullanilarak degerlendirmeyi amaglamaktadir. Bu program degerlendirme calismasinin sonuglari Bellon
ve Handler modeli agamalarina uygun bir sekilde bu bélimde sunulmus ve ilgili alanyazin ile benzerlik ve
farkliliklari ortaya konulmustur.

Bellon ve Handler modelinin ilk agsamasi olan mevcut durum agiklamasinda programin genel amaci
“AADU Yabanci Diller Yiiksekokulu’nda 6grenim gérmekte olan 6drencilere béliimlerindeki ingilizce
agirlikli dersleri takip edebilecek diizeyde alti temel dil becerisi olan dinleme, konusma, okuma, yazma,
dil bilgisi ve kelime bilgisinin kazandirilmasi” olarak ifade edilmistir. Ancak ne yeterlikler ne de amag ve
hedef climleleri acikga yazili olarak belirtilmistir. Yine yazili olarak belirtimemesine ragmen genel
ingilizcenin &gretimi s6z konusudur. British Councilin (2015) 24 iniversitede yaptigl arastirmada ise
dgrencilere B2 diizeyi yeterliklerinin kazandirilmasi amaglanmis ve genel ingilizce &gretimi kadar &zel
amagli ingilizce dgretiminin de gerceklestigi ortaya konmustur. 2002 ODTU raporunda ODTU Yabanci
Diller Yiiksekokulu’nun programi degerlendirilmis ve o yillarda olan birtakim eksikliklerin (akilli tahtanin
olmamasi, sekiz fotokopi odasinin yetersizligi) bu dénemde AADU Yabanci Diller Yiiksekokulu’nda devam
ediyor olmasi ve bir fotokopi odasinin bile olmamasinin buyik bir eksiklik oldugu sdylenebilir. Bu
calismada oOgretim gorevlileri mesleki gelisim acgisindan desteklenmektedir. Bu bulgu, Tercanlioglu’nun
(1990) calismasi ile benzerlik, Atbas’in (1999) calismasi ile farkhlik gostermektedir. Her kur diizeyine
farkli ders ve ders saati uygulamasi yapilan Ege Universitesi YDYO programi (2017) ile bu ¢alismanin
program uygulamalari arasinda farkhliklar bulunmaktadir. Ancak tim beceriler icin ayri dersler olmasi
Mede’nin (2012) bulgulan ile ortlismektedir. Programin genel amacinda yer alan kelime bilgisinin
o6gretimi bu calismada s6z konusu degildir. Kelime bilgisi 6gretiminin olmamasi Cengizhan (2007) ve
Tekin’in (2015) bulgulari tarafindan desteklenmektedir.

Karar alma siirecinin 6nemli goriildigu Bellon ve Handler program degerlendirme modelinde yonetici
kadrosunda yer alanlar disindaki Ogretim gorevlilerinin ve 0Ogrencilerin karar alma slirecinde
bulunmamasina baska calismalarda da rastlanmaktadir (Atbas, 1999; Tercanlioglu, 1990). Okuldaki
standartlasma c¢abasi ile farklh arag-gerec¢ kullanimina ve etkinliklere izin verilmedigi tespit edilmistir.
Ancak yapilan sinif i¢i gézlemleri dogrultusunda 6grenci merkezli yaklasimi olan 6gretim gorevlilerinin
farkh arag gereclerden yararlandigi ve farkl etkinlik uygulamalari yaptirdigi goértlmastir. Farkh arag-
gereg ve etkinlik uygulamasinin oldugu (Mede, 2012; Timen Akyildiz & Taysi, 2017) ve olmadigi (Canlier
Bekem, 2010; Erozan, 2005; Oner, 2000; Paker, 2006; Tekin, 2015; Yildiz, 2004) calismalar
bulunmaktadir. Sinif disi etkinliklerin yer almadigi calismada ortaya cikmistir. Ote yandan bazi
niversitelerin (DEU, Ege, ODTU, PAU) farkli sinif disi etkinlik uygulamalarinin (konusma kuliipleri,
yarismalar, festivaller, konferanslar) oldugu tespit edilmistir. TUm becerilerin 6lglilmesine yonelik arag
kullanimi bu galismada mevcuttur. Ulasilan bu bulgu Altmisdért (2009) ve Paker (2012)'in ¢alisma
bulgulari ile ayni dogrultuda degildir.
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Bellon ve Handler (1982)’a gére, motivasyon ingilizce 8greniminde ve égretiminde yer alan en 6nemli
etkenlerden biridir. Hazirlik dgrencilerinin ingilizce 6grenmeye yénelik motivasyon diizeylerinin yiiksek
seviyede oldugu bu ¢alismada ortaya konmus ve bunun is, kariyer ve iletisim kurma amagclarindan
kaynaklandigi belirlenmistir. Ozellikle digsal motivasyonun égrencilerin 6grenmesini etkiledigi bulgular
destekleyen bir¢ok calisma bulunmaktadir (Jung, 2006; Kirkgoz, 2009; Sen Ersoy & Kiirim Yapicioglu,
2015). Dis birim 6grencilerinin ise derslerden basarisiz olmalarinin en 6nemli nedeni motivasyon azligidir
(Cakir, 2007; Kabaharnup, 2010; Karatas, 2007; Paker, 2012).

Bellon ve Handler modelinin ikinci asamasi olan analiz etkinliklerinin ortaya konulmasinda tim
paydaglarin dort ana odak noktasindaki unsurlari nasil degerlendirdiklerine iliskin gorusleri
dogrultusunda program amaglarinin 6grencilerin ve bdéliimlerin ihtiyaglarina yonelik olmadigi ve bu
durumun memnuniyetsizlik yarattigi tespit edilmistir. Bu bulguyla ayni dogrultuda olan ¢alismalar
alanyazinda bulunmaktadir (Akpur et al.,2016; Al-Nwaiem, 2012). Ogrencilerin akademik ve kisisel
ozelliklerini begenmedikleri 6gretim elemanlarindan ders almak istemedikleri (Bagceci & Cinkara, 2009;
Ozdoruk, 2016; Tekin, 2015;) bu calismada da goriilmektedir. Bazi siniflarin kalabalik olmasi, 6gretim
uygulamalarini ve dgrencilerin 6grenmesini olumsuz ydénde etkilemektedir (Biiyiikduman, 2005; inal &
Aksoy, 2014; Kabaharnup, 2010; Tung, 2010). Bu calismada da 6grencilerin ve 6gretim goérevlilerinin bazi
siniflarin kalabalik olmasi ve 6grenciyle birebir ilgilenme olanaginin olmamasindan sikayetci olduklari
belirlenmistir. Bu modelin organizasyon siirecinde yer alan karar alma siireci ve planlamanin yetersiz
oldugu baska ¢alismalarda da bulunmaktadir (Al-Nwaiem, 2012; Atbas, 1999; Mawed, 2016; Tiryaki,
2009;). ik edinilmesi gereken beceriler olan dinleme ve konusma becerileri derslerinin yetersiz oldugu
bulgusuna baska c¢alismalarda da rastlanmistir (Al-Nwaiem; 2012; Erozan, 2005; Gokdemir, 2005; Karcl
Aktas & Glindogdu, 2018). Bu baglamda 6zellikle konusma becerisine yonelik hedeflerin gerceklesmedigi
goriilmektedir. Halbuki en 6nemli gorilen beceri konusma becerisidir (Atbas, 1999; Balint, 2009; Erdem,
1999;). Derslerin hedefleri paydaslarin hedefleri ile uyum gostermemekle birlikte materyallerin
ihtiyaglara uygun olmadigi tespit edilmistir (Altmisdért, 2009; inan & Yiiksel, 2012; Tavil, 2006;
Tercanhoglu, 1990). Ozellikle dil beceri dersleri ve kitaplarinin yetersizligi bircok calismada belirtilmistir
(Al-Nwaiem, 2012; Oziidogru, 2017; Sorug, 2012; Yel, 2009). Ayrica derslerde dil bilgisi agirlikh ve
o6gretmen merkezli 6gretimin 6n planda olmasi, 6gretimde olumsuzluklarin basinda gelmektedir. Dil
bilgisi ve 0©gretmen agirlikh Ogretim nedeniyle Ogrenciler iletisim kurma konusunda zorluklar
yasadiklarini ve strekli ayni seylerin 6gretilmesinden dolayi sikildiklarini ifade etmislerdir (Coskun, 2011;
Demirtas & Sert, 2010; Dinger et al.,2010; Sert et al.,2013; Tung, 2010; Timen Akyildiz & Taysi, 2017).

Her ne kadar tiim becerilere yonelik 6lgme araglari kullanilsa da bu galismada oldugu gibi konusma
sinavlarinin yapilisini olumsuz olarak degerlendiren galismalar bulunmaktadir (Sen Ersoy & Kiriim
Yapicioglu, 2015; Tiryaki, 2009; Young, 1991). Degerlendirmenin yetersizligi 6grencilerin gercek
basarisi/performansini ortaya koymamaktadir (Demirtas & Sert, 2010; Ozdoruk, 2016). Bu durum
ozellikle béliimlerde égrencilerin kendilerini ve 6gretim elemanlarinin 8grencilerin ingilizce diizeylerinde
yetersiz olduklarini diisinmelerine yol agmaktadir (Gomleksiz, 2002; Paker, 2012; Tekin, 2015).

Bellon ve Handler modelinin son asamasi olan toplam gelistirme birimleri adi altinda tim paydaslarin
dort ana odak noktasina iliskin 6nerileri dogrultusunda program amaglarinin tiim paydaslarin gorisleri
alinarak ihtiyag analizi sonucunda belirlenmesi gerektigi bircok calismada da dile getirilmistir (Akpur et
al.,2016; Altmisdort, 2009; Atbas, 1999; Aydin et al., 2017; Brown, 1995; Mede & Akyel, 2014; Tsou &
Chen, 2014;Tung, 2010; Yumuk, 1989; ). Bunun disinda 6grencilerin dili uygulama 6zellikle dinleme ve
konusma becerilerini gelistirmek icin yabanci 6gretim goérevlilerinin istihdam edilmesi 6nerisine Erdem
(1999), Tiryaki (2009) ve Yildiz (2004)'in ¢alismalarinda rastlanmistir.

Organizasyon boyutuna yonelik Onerilerde 6gretim gorevlilerinin mesleki gelisiminin saglanmasi
amaciyla profesyonel bir hizmet i¢i destegine ihtiya¢ bulundugu sdylenebilir. Bu durum benzer
calismalarda da karsimiza ¢ikmaktadir (Al-Nwaiem, 2012; Mappiasse & Sihes, 2014). Bu c¢alismada
ogretim gorevlilerinin degerlendirilmesi sirasinda yapici ve motive edici olunmasi gerektigi ve 6gretim
gorevlilerinin eksiklerinin giderilmesine yonelik mesleki agidan destek saglanmasi gerektigi belirtilmistir.
Kimin ve neyin degerlendirilmesi gerektigi konusunda 6grenci basarisinin degerlendirilmesinin yani sira
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o6gretim gorevlisinin performansi, ders kitaplari, sinav sistemi ve diger materyallerin énceden belirlenen
Olgltlere gore ve nesnel bir sekilde degerlendirilmesi gerektigi Atbas (1999), Sabuncuoglu (2006) ve
Chen (2009)’in calismalarinda da rastlanmistir.

Organizasyon boyutunda yer alan iletisim, yapi, karar alma siirecine iliskin olarak tum paydaslar
arasinda iyi bir iletisimin olmasi, gérev ve sorumluluklarin yazili olarak agik¢a belirtilmesi ve 6grenci,
ogretim gorevlisi gibi isleyisin icinde yer alan paydaslarin da karar alma sirecinde yer almasi gerektigi
(Al-Nwaiem, 2012; Atbas, 1999; Cosaner, 2013; Ekmekgi, 1983; Erdem, 1999; Gomleksiz, 2002; Karatas,
2007;) gibi bulgularin, ayni zamanda oneri olarak da bu ¢alismada yer alabilecegi séylenebilir.

Ayrica mesleki bir icerigin hazirlik sinifinda verilmeye baslanmasi ve Tirk kiltiriine yakin bir igerik
Onerileri ile baska ¢alismalardaki bulgular benzerlik géstermektedir (Akar, 1999; Ekiz & Sire Kaya, 2016;
Erozan, 2005; Kose, 2012; Ozkanal, 2009; Tarnapolsky, 2016; Timen Akyildiz & Taysi, 2017). Bu
calismalarin aksine Al-Nwaiem (2012)’in calismasinda hedef dilin kultlrine yakin bir icerigin olmasi
gerektigi, boylelikle 6grencilerin o kiltiire daha yakin olarak dili daha kolay 6grenecegi savunulmustur.
Teknolojik arag-gereg ve farkli materyallerden yararlanma olanaklarinin saglanmasi gerektigi bulgusuna
ulasiimistir. Baska calismalarda da benzer dneriler belirtilmistir (Al-Darwish, 2014; Erdem, 1999; Ozkanal,
2009). Farkliliklar &grencilerin motivasyonunu artirmakta ve ingilizce 6grenmeye daha fazla ilgi
duymasina neden olmaktadir. Bu nedenle farkli ve eglenceli etkinlikler sinif iginde uygulanmahdir
(Komdir et al.,2005; Sen Ersoy & Kiiriim Yapicioglu, 2015).

Ogrencilerin sinif i¢i katihm ve sorumluluklarinin artirilarak giic paylasimi olmasi gerektigi Erozan
(2005), Gokdemir (2005), Yildiz (2006) ve Karafil ve Arn (2016)'nin bulgulari tarafindan
desteklenmektedir. Bu c¢alismada yer alan &lgme-degerlendirme alt boyutuna yoénelik konusma
sinavlarinin yapilisinda degisiklik yapilmasi geregi ile sadece sonuca degil, stirece yonelik degerlendirme
yapilmasi gerektigi gibi bulgularin da yer aldigi diger calismalar (Oztiirk, 2017; Yildiz, 2004)
bulunmaktadir. Okul basarisini etkileyen unsurlardan olan istege bagh hazirlik egitimi uygulamasina pek
sicak bakilmadigi goriilmektedir. Manap, Davras ve Bulgan (2012) da g¢alismalarinda istege bagli hazirlik
egitiminin kaldirilarak zorunlu hazirlik egitim uygulamasinin olmasini énermislerdir.

Sonug olarak, programin amag ve hedeflerinin detayl ve yazili olarak belirtiimemesi programin diger
ogelerinin (icerik, etkinlikler, degerlendirme) olusturulmasinda sorunlara neden olmaktadir. Fiziksel
olanaklardaki yetersizlikler programda iyilestiriimesi gereken bir baska yondiir. Ogretim gorevlilerinin
hizmetici egitimi yetersiz bulmalarindan dolayi bu konuda iyilestirilmeye gidilmesi 6nerisi yer almaktadir.
Ogrenci ve dgretim gorevlisi arasindaki iletisimin olumlu olarak algilanmasina ragmen yénetim ve diger
paydaslar arasindaki iletisimin gelistirilmeye ihtiyaci bulunmaktadir. Karar alma sirecinde O6gretim
gorevlilerinin katiliminin az olmasi, 6grenci katiliminin hi¢ olmamasi iletisimsizlik gibi bazi sorunlara
neden olabilmektedir. Sinif disi etkinliklerin olmadigi, sinif icinde ise farkli etkinliklere yer verilmedigi
belirtilmistir. Konusma ve dinleme basta olmak Uzere dil becerilerinin 6gretimine esit diizeyde dnem
verilmedigi ifade edilmistir. Ogrencilerin ingilizce 6grenmeye yonelik motivasyonlarinin baslangicta
ylksek diizeyde oldugu; ancak dilbilgisi ve 6gretmen agirlikh 6gretim nedeniyle motivasyonlarinin
siirecte giderek azaldigi tespit edilmistir. Ogrencilerin degerlendirilmesinde bazi sorunlar yasandig
vurgulanmistir.

Tim bu sonuglardan ve yorumlardan yola ¢ikilarak asagidaki énerilerde bulunulabilir:

1. Ogrencilerin ilgi ve ihtiyaglarina ve bélimlerin ihtiyaglarina gére bir program olusturulmasi
onerilebilir. Ayrica programin amaglari ve hedefleri acikc¢a, detayli olarak yazili hale getirilmelidir.

2. Dil laboratuari, kitap odasi, akilli tahta vb. fiziksel ve teknolojik olanaklar iyilestirilmelidir.

3. Ogretim gorevlilerinin mesleki gelisiminin saglanmasi bir diizene baglanmali ve dgretim gorevlilerinin
alanlarina iliskin kongre, calistay ve seminerlere daha fazla katilmalari tesvik edilmelidir.

4. Ogretim gorevlileri ve yéneticiler arasinda olumsuz iletisim olusmamasi amaciyla okulun isleyisinde
daha fazla seffaflik gerekmektedir.

5. Ders programinda bazi derslere ayrilan saatler yeniden dlzenlenerek boélimlere uygun hale
getirilmelidir. Programa Teknik ingilizce dersi eklenmeli, ders alan uzmani olan dgretim elemanlari
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tarafindan verilmelidir ya da Akademik ingilizce dersini dahil etme ile ilgili gerekli diizenlemeler
yapilmaldir.

Ogrencilerin birbirleriyle etkilesimde bulunabilecegi ortamlar diizenlenip konusma, okuma kuliipleri
gibi sosyal ortamlar olusturulmalidir.

Programin daha fazla islerliginin olmasi igin tiim paydaslarin gorev ve sorumluluklari daha detayli ve
acik bir sekilde belirtilmelidir.

Karar alma siirecine bitiin paydaslarin katiiminin saglanmasi gerekmektedir.

Materyal birimi tarafindan tim 6gretim elemanlarinin siniflarda kullanabilecekleri ek materyal paketi
olusturulmalidir.

Ogrencilerin doért temel dil becerisinin yani sira kelime bilgisine de gerekli énem verilmelidir.

Dilbilgisi agirlikh 6gretim yerine dilin dort becerisinin gelistiriimesine yonelik 6gretim yapilmahdir.

12. Yalnizca sonug degerlendirme degil, siire¢ degerlendirme de programda yer almalidir.
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Introduction

Mathematics is in the lead of the branches of science which never lose their value and have a
gradually increasing value. Mathematics, which we use intensively in our daily life as well as in science,
takes the first place in countries' curriculum (Polat, 2010). With an effective mathematics education, in
our country and the world, it is aimed to raise individuals keeping up with the developing technology
and science, being able to think analytically, taking matters critically and adopting solution-oriented
thinking. However, especially in Turkey, mathematics is regarded by most individuals in compulsory
basic education as a disliked and fearsome subject. Liking, understanding and learning mathematics is
possible through getting acquainted with its structure. The mathematical structure is understood
through the examination of patterns in mathematics and revealing the mathematical relationships
(Hargreaves, Shorrocks-Taylor & Threlfall, 1999).

One of the fundamental subjects of mathematics is the concept of pattern. The concept of pattern
was given place for the first time in the mathematics curriculum put into practice in 2004 in Turkey
(Ministry of National Education, 2004). Pattern can be defined as "development of events or objects via
following one another regularly" (Turkish Language Society, 2018). In our daily life, there is an order, a
rule, that is to say, a pattern in general sense in many matters (Palabiyik & Akkus-ispir, 2011). In other
words, patterns are structures which individuals encounter in every area of daily life and they also
continuously appear before us mathematically. When they are taken in hand mathematically, it is
observed that patterns are cases appearing as a result of the repetition of a shape or a movement in a
certain order and taking place in a certain rule. When it is considered from the necessity of determining
and explaining similar and different characteristics of mathematical concepts, patterns cover basic skills,
which are fundamental in mathematics teaching and, from this aspect, they are very important (Papic,
2007). Characteristics such as recognizing, maintaining and creating patterns are essential abilities in
comprehending the order of mathematics and making generalizations (Burns, 2000). Also helping to
develop students' abstract thinking skills, patterns are a significant factor in the development of their
algebraic thinking. Moreover, the subject of patterns covers the skills which are regarded as necessary
to understand functions and relationships in algebra at all grade levels (National Council of Teachers of
Mathematics [NCTM], 2000). That is to say, in the formation of basic concepts in the area of algebra, the
representation of patterns in different ways and symbolically is important (Ministry of National
Education [MoNE], 2009). Likewise, since they are in relation with number sets, measurements, and
geometry concepts, patterns contribute to students' understanding of relationships between math
concepts and mathematical thinking. The contribution of making sense of these relationships to
individuals is also important (Hargreaves et al., 1999; as cited in Ozdemir, Dikici & Kiltiir, 2014).

Algebra which is one of the most important subfields of mathematics take place in each field in the
mathematics. Students, who learn arithmetic with numbers and geometry with shapes, make the
transition to algebra using letters and symbols (Ersoy & Erbas, 2005). Algebra consists of two basic
topics: Variables and equations (Knuth, Alibali, McNeil, Weinberg & Stephens, 2005; cited in: Erdem &
Sarpkaya-Aktas, 2018). The search for different ways of effective teaching of algebra has made it
necessary for researchers to use pattern in the transition to algebra (Palabiyik & Akkus-ispir, 2011).
Patterns, which have a vital role in and effect on the understanding of many mathematical concepts,
were given together with algebra education starting from the middle school seventh grade in the years
when the traditional teaching approach was adopted in Turkey. However, in the mathematics
curriculums put into practice between the years 2005-2018, it started to take place at all grade levels
starting from the nursery school as the subject of "Patterns and Relationships" (MEB, 2005, 2009, 2017
& 2018). In this way, it was planned to have students better understand the subject of algebra, an
abstract concept, which they will encounter in the advancing middle school grades. In this scope, in the
2009 Mathematics Course Curriculum in Ministry of National Education, elementary school students are
made to study firstly on repetitive patterns. Then, students work on completing a missing part of a
pattern, continuing a pattern, discovering relationships in a pattern and finding the rule in a pattern
(MEB, 2009). In the 6th-8th grades, "students' generalizing the rule in a pattern and stating it in letters"
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is also included as a basic skill. Moreover, in the Middle School Mathematics curriculum prepared in
2013, in the fifth grade, the concept of pattern was included in the sub-learning area of "Numbers and
Operations." At the sixth-grade level, too, it was projected to have students work on finding the desired
term in number patterns and making sense of algebraic expressions (MEB, 2013). Hence, it was aimed
for the first time to have students engage in the acquisitions related to the area of learning "Algebra."
Then, with the Mathematics Course Teaching Programs for the Elementary and Middle School 1th, 2nd,
3rd, 4th, 5th, 6th, 7th and 8th grades put into practice in 2017 and 2018, the teaching of the concept of
“pattern” was attached importance in the acquisitions of the elementary and middle school
mathematics course. In this scope, in the 2018 program, in the first three grades (1st-3rd grades), the
subject of "Geometric Patterns" is included in the "Geometry" unit in a way to have students attain 2
acquisitions during 6 lesson hours in the first-grade, 2 acquisitions during 5 lesson hours in the second-
grade and 1 acquisition during 3 lesson hours in the third-grade. The acquisitions included in the
program in these grades are students' finding a certain geometric pattern through experiences,
determining the relationship in a pattern, whose elements are objects, geometric shapes or objects,
finding the missing part, and create a geometric pattern with three elements at most in the first grade.
At the second and the third grades, there are acquisitions enabling students to determine and complete
the missing elements in a repetitive pattern, see relationships in a pattern, create patterns having the
same relationship by using different materials, do coatings and draw the coating pattern on a dotted or
graph paper (MEB, 2018). Moreover, in the 2018 Mathematics Course Teaching Program, the acquisition
included in the subject of "Natural Numbers" of the "Numbers and Operations" unit in the fourth-
grade," and stated as "students create increasing or decreasing number patterns according to a certain
rule and explain its rule" and similarly the subject of pattern included in the same unit and subject and
stated as "students create the desired steps of the number and shape patterns with given rules" in the
fifth-grade was not included in the sixth-grade. Instead of this, it was included with the acquisition
stated as "students express the rule of number patterns in letters and find the desired term of the
pattern, whose rule is expressed, with a letter" in the "Algebraic expressions" subject of the "Algebra"
unit in the seventh-grade." That the subject of patterns has started to be attached importance and
revisions have been made on the patterns in each renewed program in recent years in Turkey indicates
the importance of the subject of patterns.

When previous studies made in this area are examined, it is observed that most of these studies also
investigated the concepts related to patterns and some were made at the elementary level (MacGregor
& Stacey, 1993; Palabiyik & Akkus-ispir, 2011; Tanisli, 2008; Yaman, 2010) and others were made at the
university level (Tanigh, Kose & Camci, 2017; Yaman & Umay, 2013; Yesildere & Akkog, 2010, 2011). Of
these studies, the study made by MacGregor and Stacey (1993) examined how the students aged 14-15
years saw the patterns and write their rules. As a result of the study, it was seen that the students had
difficulty interpreting function tables and creating algebraic rules. Moreover, in a study by Tanisl (2008)
aiming to determine the fifth-grade students' understandings and comprehending patterns, the
repetitive, constant and increasingly changing patterns were investigated. As a result of the study, it was
found that determining the unit of repetition in the repetitive patterns was an important factor in being
able to continue the pattern to a finite step, finding the numerical relationship between the shapes and
creating a repetitive pattern. Moreover, in the same study, it was also found that the students defined
the relationship in the pattern by associating it with the preceding term or by taking in hand the natural
structures of the terms in the pattern in the number pattern activities. Moreover, in the study made by
Yaman (2010), too, it was aimed to determine the elementary school students' comprehension styles in
relation to the concept of pattern. As a result of the administration of an achievement test including
questions in the form of tables, number sequences, shape patterns and pattern problems belonging to
the repetitive, linearly expanding and increasingly changing patterns to the students, it was explained
that success increased with the grade level, and it was reported that the students had difficulty writing
the algebraic expressions requiring the use of symbols. In a study made by Yesildere and Akkog (2010), it
was aimed to determine the strategies which a total of six pre-service teachers used to teach how to
find the rule of the number patterns by using micro-teaching activities. As a result of the study, it was
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determined that the pre-service teachers had some difficulties related to patterns. Moreover, the study
made by Palabiyik and Akkus-ispir (2011) aimed to examine the effects of the pattern-based and the
non-pattern-based algebra teaching on the seventh-grade students' algebraic thinking skills and
attitudes toward mathematics. As a result of the study, it was found that the students learned algebra
conceptually better with the pattern-based algebra teaching. Moreover, in another study made by
Yesildere and Akkog (2011), it was aimed to examine the mathematics teachers' pattern generalization
processes. As a result of the study, it was observed that the pre-service teachers made an effort to
determine the common characteristics in a way to find only the next term in the pattern. From these
studies, it is understood that students have insufficient knowledge and some difficulties in relation to
the subject of "Patterns" having been given more place in programs in recent years. In a study made by
Yaman and Umay (2013), the changes in the students' performance levels related to mathematical
patterns according to the grade levels were examined in terms of presentation styles of patterns. As a
result of the study, significant differences were determined in the students' performance levels related
to the mathematical patterns at different grade levels according to their pattern presentation styles.
Moreover, Tanisli et al. (2017) aimed to examine the middle school mathematics pre-service teachers'
making generalizations by considering the patterns and discover the verifications which they used for
the generalizations. The findings of the study indicated that the pre-service teachers used explicit and
implicit reasoning in the process of generalization of the patterns and adopted deductive and inductive
methods in the verification process.

It was understood in these examinations made within the scope of literature that most of the studies
made in this area focused on kinds of patterns which individuals can use or examined difficulties related
to this subject. As a result, it was explained in these studies that patterns were among the subjects
which students had difficulty comprehending and there were already some difficulties related to the
concept of pattern. However, it is clear that students' beliefs and attitudes related to this concept may
also have an effect on the learning and the use of patterns. For this reason, different from these studies,
in this study, it is aimed to determine and examine the students' beliefs, understandings, and
comprehensions in relation to the concept of pattern and also thoughts about the structure of the
concept of pattern. Hence, the students' viewpoints of pattern will be taken in hand and evaluated, and
the reasons of the students' difficulties in this area will be investigated. One way of revealing individuals'
perceptions and viewpoints about a subject is metaphors. For, individuals create mental images, that is
to say, metaphoric structures, by establishing relationships between abstract concepts and known
concrete concepts and use these metaphors for concepts while expressing their opinions (Saban, 2005).

Metaphors are "means used to mention and describe a new phenomenon or an object by using the
characteristics of the things we know" (Lakoff & Johnson, 2005). They are also defined as "a powerful
mental modeling mechanism which individuals use to understand and structure their own worlds"
(Arslan & Bayrakgi, 2006). More generally, metaphors present a viewpoint directing an individual to
think about a phenomenon (Shuell, 1990; cited in: Saban, 2003). In short, metaphors are mental tools
used to reveal students' perceptions and learning styles during their mental developments (Ocak &
Gindiz, 2006). For this reason, metaphors are frequently used in education, and it is likely to encounter
many studies made especially on the use of metaphors in mathematics education.

Some of these studies (Bahadir & Ozdemir, 2012; Cassel & Vincent, 2011; Erdogan, Yazlk & Erdik,
2014; Giler, Akgiin, Ocal & Doruk, 2012; Giner, 2013; Sahin, 2013; Sevindik, Sezgin-Memnun &
Cenberci, 2016; Sengiil & Katranci, 2012; Sengiil, Katranci & Gerez-Cantimer, 2014; Yetim-Karaca & Ada,
2018) are the studies investigating different concepts such as mathematics, mathematics teacher and
mathematics course by means of metaphors. Of these studies made in recent years (Bahadir & Ozdemir,
2012; Erdogan et al., 2014; Giler et al., 2012; Sevindik et al., 2016; Sengll & Katranci, 2012), it was
aimed to determine the metaphors especially related to the concept of "mathematics." Of these,
Bahadir and Ozdemir (2012) explained mathematics under five categories, namely "game", "tool for
calculation", "element of fear", "sweet" and "a forgotten element." Moreover, in this study, they
explained that the students thought that mathematics is composed of only numbers and operations.
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Moreover, as a result of the study made by Erdogan et al. (2014), it was reported that the mathematics
pre-service teachers' metaphors in relation to the concept of mathematics were gathered under 14
categories and the great majority of the pre-service teachers explained mathematics with the
metaphors which they generated in the categories of "unlimited", "disconnected", "simply necessary",

"amusing", "cumulative" and "compulsory." It was also understood that some of the students explained

mathematics with metaphors in the categories of "guiding", "universal", "requiring continuity", "hardly
solve-able", "mind developing" and "with a single solution". Moreover, as a result of the study made by
Giler et al. (2012), it was understood that the mathematics pre-service teachers explained mathematics
with metaphors which they created in relation to the concept of mathematics under five different
categories, namely "infinity", "viewpoint", "requirement", "guiding" and "life itself." Moreover, Sevindik
et al. (2016) determined from the vocational high school students' metaphors that more than half of
them perceived mathematics negatively. Sengiil and Katranci (2012) reported that the elementary
school second stage students perceived the concept of "mathematics" mostly as equivalent to the

concepts of "life", "puzzle", "game", "world", "universe", "water" and "book."

However, some of the studies (Cassel & Vincent, 2011; Giiner, 2013) focused on teaching. Of these,
in the study made by Cassel and Vincent (2011), the elementary school pre-service teachers' metaphors
about the teaching of mathematics and science were examined. As a result of the study, it was found
that the students' classroom experiences shaped their attitudes toward the subject, teacher, and
learning. It was also reported that the students' attitudes changed to negative from elementary
education to middle school education and as the classroom experiences of the elementary pre-service
teachers increased, they created their own in-classroom methods and these experiences shaped their
attitudes toward mathematics and science learning and teaching. Gliner (2013) investigated the twelfth-
grade students' metaphors in relation to the learning of mathematics. As a result of the study, it was
reported that these students explained the learning of mathematics in eight different categories,
namely acting out the unknown, driving a vehicle, difficulty of learning mathematics, deriving pleasure
from learning mathematics, the difficulty of learning mathematics. However, in the studies made by
Sahin (2013) and Sengiil et al. (2014), the metaphors related to the "mathematics teacher" were put
forward as well. Of these, Sahin (2013) made a study with the aim of examining the pre-service teachers'
metaphors related to three concepts, namely the mathematics teacher, mathematics and the course of
mathematics. As a result of the study, it was found that the pre-service teachers perceived the
mathematics teacher as the most knowing and authoritarian and the mathematics as "intelligence",
"enjoyable", "necessary", "talent", "difficult", "success." Moreover, it was explained that the least
preferred metaphors related to the concept of mathematics were "unnecessary", "authoritarian" and
"easy". Moreover, Sengil et al. (2014) examined whether there were any differences between the
metaphors which the middle school students created in relation to the concept of mathematics teacher
according to gender and found that the metaphors did not show statistically significant differences
according to gender in their study. Moreover, Yetim-Karaca and Ada (2018) tried to determine the
students' perceptions in relation to mathematics and the mathematics teacher in their study. As a result
of the study, most of the students explained the course of mathematics as difficult, boring and
complicated and some of them defined the course as an easy and amusing course. Moreover, it was also
explained in the study that some of the students stated that success at the course of mathematics
required being intelligent.

Some of the studies made on metaphors in mathematics education (Cansiz-Aktas & Aktas, 2013;
Horzum &Yildirim, 2016; Sezgin-Memnun, 2015; Sezgin-Memnun, Din¢ & Aydin, 2018; Toluk-Ucar,
Piskin, Akkas & Tasli, 2010; Turhan-Turkhan & Yesilpinar-Uyar, 2016; Yee, 2012) were the studies
examining different mathematical phenomena such as mathematical proof, mathematics problem,
geometry and function via metaphors. Of these, in the study made by Cansiz-Aktas and Aktas (2013), it
was aimed to examine the metaphors of the students from the mathematics department related to
proof. As a result of the study, it was observed that the resource and the reasons of the students'
metaphors were mostly related to the clarifying of the proving procedure. Moreover, in the study made
by Horzum and Yildirim (2016), it was aimed to reveal the high school students' perceptions related to
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geometry. As a result of the study, it was reported that the students explained their metaphors under 10
categories over a total of 49 different metaphors. It was determined that most of the students had
either positive or neutral perceptions of geometry, but one-fourth of them had negative perceptions.
Moreover, the students having a negative perception emphasized the complex, boring, difficult and
unlimited aspects of geometry.

In the study made by Sezgin-Memnun in 2015, it was aimed to determine the students' metaphors
related to the mathematics problem. As a result of the study, it was explained that the metaphors
gathered under eight categories, namely ‘"difficult/complex", ‘"requiring labour/skill",
"enjoyable/amusing", "use of strategy", "advantage/contribution to knowledge acquisition",
"frightening/boring", "important/valuable" and "convenience." Sezgin-Memnun et al. (2018) aimed to
determine the students' metaphors about the concept of function, a mathematical concept. In the
study, they identified 149 valid metaphors in a total of 8 categories. As a result of the study, they
explained that while more than half of the students considered the concept of function as "difficult,"
some of the students found this concept as "easy". Toluk-Ucar et al. (2010) made a study taking in hand
the elementary school students' metaphors related to mathematics from every aspect. As a result of the
study, it was understood that the students interpreted mathematics mostly as "calculation," "numbers"
and "operations." However, the students interpreted "solving mathematical problems" as "solving test
questions" and "success at mathematics" as "calculating rapidly and correctly." Similarly, they reported
that the students considered that being intelligent was enough for success at mathematics and
mathematicians were generally non-social, lonely, introverted, quiet and nervous individuals engaged
with numbers. Moreover, in the study made by Turkhan and Uyar (2016), it was determined that the
metaphors which the middle school students created in relation to the mathematical problem were
gathered under 7 categories and the most-frequently created 4 metaphors were "life", "game",
"labyrinth" and "friend." Moreover, Yee (2012) carried out a study with the aim of determining how the
students perceived solving mathematical problems via the participation of students and teachers. As a
result of the study, it was reported that the students created consistent metaphors and the teachers'
use of metaphors in the lesson was effective. However, it was observed in the analyses that the number
of the metaphor studies made on mathematical definitions and concepts in different areas was limited
and these studies examined the concepts which were different from the one taken within the scope of
this study.

The use of metaphors considered particularly to help students to concretize abstract mathematical
concepts for different mathematical concepts may make important contributions to mathematics
teaching. For this reason, it is considered that carrying out a metaphor study related to "patterns,"
which are one of the fundamental subjects of mathematics, underlying the formation of algebra, having
come into prominence as a result of the course program regulations and revisions made in recent years
in Turkey and taking place in mathematics course programs starting from nursery school today,
considered to be difficult-to-understand for students and examples of which are encountered very
frequently in daily life, will make an important contribution to the field. In other words, it’s being the
concept having come into prominence following the program revisions made in recent years and also
especially underlying the learning of such high school subjects as function became effective on the
inclusion of the concept of "pattern" within the scope of this study. Since, the studies on this subject
point to the difficulty in learning the concept of “pattern” , obtaining ideas about students' thoughts and
knowledge levels about the concept of pattern and having teachers acquire different viewpoints about
the teaching of the concept of pattern is rather important. For this reason, in this study, it was aimed to
examine the middle school fifth, sixth and seventh-grade students' perceptions about the concept of
pattern and, in this scope, reveal the participant students' metaphors about the concept of pattern. For
this aim, answers were sought for the following research questions:

1. What are the metaphors which the fifth-grade students have in relation to the concept of pattern?
2. What are the metaphors which the sixth-grade students have in relation to the concept of pattern?
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3. What are the metaphors which the seventh-grade students have in relation to the concept of
pattern?

4. Under which conceptual categories can the metaphors which the fifth, sixth and seventh grade
students have in relation to the concept of pattern be gathered in terms of common characteristics?

5. Do the categories explaining the metaphors produced by the fifth, sixth and seventh grade students
about the concept of pattern indicate significant differences according to grade level?

Method

This part includes detailed information about the model, sample, data collection and data analysis of
the study carried out with the aim of determining the middle school students' ways of perception of the
concept of pattern and metaphoric perceptions in relation to this concept.

Research Design

This study aims to examine the fifth, sixth and seventh-grade students' ways of perception of the
concept of "pattern" and metaphors in relation to this concept was carried out via the
"phenomenological" design. The aim of this research studies is not to make a generalization but to
define phenomena (Akturan & Esen, 2008). In these studies, individual perceptions related to a
phenomenon are revealed, analyzed and evaluated (Yildirnm & Simsek, 2013). Similarly, in this study,
too, how the students perceived and made sense of the concept of "pattern" will be examined starting
from their viewpoints. For this reason, in this study, the "phenomenological" design was used.

Study Group

This study was carried out with the participation of a total of 135 middle school students studying in
Central Anatolia Region of Turkey during the 2017-2018 educational year. In the selection of the
students, the "convenience sampling method" was used. One of the researchers was applied the form in
a school which near to her living area. Besides, volunteer students were attended to the research. In
order to take in hand, the research problem in a broader framework, the participants of the study were
selected from among the fifth, sixth and seventh-grade students. Since the study data was collected in
the last weeks of the spring semester and this period of time coincided with the intensive studying and
examination period for the eight-grade students, they were not included in the study. In the following
table, detailed information was given about the participant students.

Table 1.
Information about Fifth, Sixth, and Seventh Grade Participants.
Fifth Grade Sixth Grade Seventh Grade All
f % f % f % f %
Female 32 23.70 34 25.19 18 13.33 84 62.22
Male 15 11.10 29 21.48 7 5.20 51 37.78
Total 47 34.80 63 46.67 25 18.53 135 100.00

As it is understood from the information included in the table, 62.22% of the participant students
were female, and 37.78% of them were male. Moreover, 34.8% of the students were the fifth grade,
46.67% of them were the sixth-grade, and 18.53% of them were the seventh-grade students.

Data Collection and Procedure

For data collection, a short open-ended form was used. Each of students was asked to complete the
statement of "A pattern is like .... because ...." included in the form by one of the researchers and this
form was used as the data collection tool. The data of the study were collected during the spring
semester of the 2017-2018 educational year and, in this stage, the students were asked to write a
concrete statement, that is to say, a metaphor about the pattern in the first space included in the first
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part of the questionnaire and explain in detail the reason(s) why they wrote that metaphor in the
second space.

The data collection procedure was completed as a result of the practices of about 20 minutes at each
grade level. Before the collection of the data, the students were given the necessary information about
what they were asked to do and explained that participation in the study was based on voluntariness.

Data Analysis

The stage of the data analysis made within the scope of the study, firstly the procedure of
transferring into computer of a total of 107 forms belonging to the participant 38 fifth-grade, 49 sixth-
grade, and 20 seventh-grade students was completed. Then, these forms were evaluated separately at
each grade level. In the analysis of the metaphors, the content analysis method was used. In the content
analysis, the aim is to organize and classify the obtained data and present it to the reader in a digitized
format (Tavsancil & Aslan, 2001). In this scope, the obtained data was transformed into systematic data
and categorized. In this stage, the metaphors developed by the students were analyzed in three stages,
namely determination, classification, and categorization of the metaphors, and interpreted.

In this stage, firstly with the aim of determining the themes, the valid metaphors were read
separately by two different researchers. In the analysis of the obtained research data, in the stage of
determining the metaphors, the metaphors which the fifth, sixth and seventh-grade students
developed, and the reasons of these metaphors were coded and listed in alphabetical order. In the stage
of classification of the metaphors, similar metaphors were classified according to their characteristics
which they shared with other metaphors. In other words, the valid metaphors which the students
created were listed and grouped by considering their frequency values. In the categorization stage, the
metaphors were examined and analyzed one by one in terms of common characteristics associated with
the concept of pattern. In this scope, the valid metaphors were detailed according to the grade levels
and placed into categories determined by the researchers. In this stage, after the analysis of the
explanations made by the students, the metaphor answers, which were likely to be included in more
than one category, were counted as invalid and not included in any category. The categories were
determined and presented by considering the findings obtained from previous studies made in this area
and the students' ways of explaining the data/metaphors obtained within the scope of this study. The
metaphors were gathered under 6 different categories, namely "repetition/iteration", "being sequential
and orderly", "having a rule", "continuity", "shape" and "other" by associating each metaphor with a
certain theme. After that, the categorized metaphors were reviewed by one of the researchers two
weeks later, and the categories related to the metaphors were revised finally. Following this, these
metaphors and the tables belonging to the categories were presented in the findings section together
with percentage and frequency values. Finally, the research findings were supported with direct
guotations where necessary. Moreover, whether the metaphors grouped in accordance with the themes
differ according to the grade levels was examined via the applied chi-square test. During the whole
analysis process of the study, in the listing, tabulation, and categorization of the obtained data, some
programs was used. The significance level was taken as 0.05 for the applied chi-square test.

Validity and reliability: The validity and reliability of this qualitative study were based on the
strategies of credibility /consistency and transferability (Yildirrm & Simsek, 2013, pp. 264-272). In this
scope, to achieve the plausibility and the consistency, separate evaluations and categorizations were
made by the researchers. Following the joint evaluations made by the researchers for the differences
between the groupings, the categories were finally revised. Hence, the quality of the study was
increased. For example, while the regular patterns of the ones having a certain rule were evaluated by
some researchers in the same category, as a result of the joint evaluations, they were taken in separate
categories. Transferability tried to be achieved via detailed description and evaluation of the cases and
the characteristics obtained in the study. In addition, attention was paid to the classification of the
research data in accordance with the content analysis, reorganization and interpretation according to
the themes determined.

222



Selin CENBERCI, Dilek SEZGIN MEMNUN, Hasibe iNCE — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 215-250

Results

In this section, students' perceptions and metaphors in relation to the concept of ‘pattern’ were
explained and interpreted in sub-headings in accordance with the research problems. Within the scope
of this study, the participants created a total of 107 valid metaphors in relation to the concept of
'pattern'. These metaphors which the students created were gathered under a total of 6 categories and
presented in the following tables. These metaphors and the created categories are given below.

Results Related to the First Research Question

The first sub problem of this study was stated as "What are the metaphors which the fifth-grade
students have in relation to the concept of pattern?" Related to this research problem, a total of 38
metaphors created by 47 fifth grade students were given in Table 2 with their frequency and percentage
values.

Table 2.

Frequency and Percentage Values related to the Fifth Grade Students' Metaphors.
Metaphor f % Metaphor f %
1 Night-day 4 10.53 16 Alphabet 1 263
2 Phases of the moon 2 527 17 Tree 1 263
3  Months 2 5.27 18 Leapyear 1 2.63
4 Seasons 2 5.27 19 Wardrobe 1 2.63
5 Shapes 2 527 20 Dailyplan 1 263
6 Movement of sun, earth&moon 2 5.27 21 Human 1 2.63
7 Number of days in the months 1 2.63 22 TurkishNationalAnthem 1 2.63
8 Evening news 1 263 23 Ant 1 2.63
9 Friendship-love 1 263 24 Book 1 263
10 Flying horses 1 2,63 25 School bell 1 263
11  Sunrise and sunset 1 2.63 26 Game 1 2.63
12 The Sun-the earth-the moon 1 263 27 Window 1 2.63
13 morning-evening 1 263 28 Clock 1 2.63
14  Lightning-thunder 1 2,63 29 Caterpillar 1 263
15 The school start and finish times 1 263 30 Star 1 263
Total 38 100.0

As a result of the analyses, it was determined that the fifth grade students created 30 different
metaphors in relation to the concept of pattern and the total number of created metaphors was 38. The
frequencies of the created metaphors changed between 1 and 4. It was observed that the most
frequently repeated metaphors were ‘night-day’, ‘phases of the moon’, ‘months’, ‘the movements of
the sun, the earth and the moon’, ‘seasons’ and ‘shapes.” Below are given examples related to these
metaphoric perceptions of the fifth-grade students.

"A pattern is like the movements of the sun, the earth and the moon because they continuously
repeat."
"A pattern is like a tree because trees blossom and yield fruit and they repeat this every spring."

Results Related to the Second Research Question

The second research question was stated as "What are the metaphors which the sixth-grade
students have in relation to the concept of pattern?" and a total of 49 metaphors created by a total of 63
sixth grade students in relation to this research problem were examined. The findings related to this
were presented in Table 3. As a result of the examination of the table, it was determined that the sixth
grade students, whose metaphors were counted as valid, created 34 different metaphors about the
concept of pattern and the total number of metaphors was 49.
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Table 3.

Frequency and Percentage Values related to the Sixth Grade Students' Metaphors.
Metaphor f % Metaphor f %
1 Daily life 4 8.18 18 Houses 1 2.04
2 Lessons 3 6.13 19 Rule of life 1 2.04
3 Human life/life 3 6.13 20 Worship 1 2.04
4 Night-day 2 4.08 21 Human 1 2.04
5 Days 2 4.08 22  Ant 1 2.04
6 Rule 2 4.08 23 The crown of math 1 2.04
7 Mathematics 2 4.08 24 Colours 1 2.04
8 Clock 2 4.08 25 Hour wheel 1 2.04
9 Number 2 4.08 26 Number on the clock 1 2.04
10 Train 2 4.08 27 Rank 1 2.04
11 Road 2 4.08 28 Ranking 1 2.04
12 Screw of a car 1 2.04 29 Water 1 2.04
13 Adjustable apparatus 1 2.04 30 Train wagon 1 2.04
14 Cycle-circle 1 2.04 31 Ironed linen 1 2.04
15 Mountain 1 2.04 32 Saltin a meal 1 2.04
16 School timetable 1 2.04 33  Walking 1 2.04
17 World 1 2.04 34 Time 1 2.04
Total 49  100.0

Moreover, it was understood from the analyses made that the frequencies of these metaphors
changed between 1 and 4. As a result of the analyses, it appeared that the most frequently repeated
metaphors were "daily life", "lessons" and "human life". The examples related to the sixth-grade

students' perceptions about this concept were given below:

is a pattern. Hence, life is impossible without patterns."

Results Related to the Third Research Question

The third research question included within the scope of this study was stated as "What are the
metaphors which the seventh-grade students have in relation to the concept of pattern?" In this stage,
firstly a total of 25 seventh grade students created a total of 20 different metaphors about "pattern".

"A pattern is like mathematics because there is a rank among them like mathematics."
"A pattern is like a life because the heart repeats the same procedures while pumping blood. And this

These created metaphors were presented in Table 4 below with their frequency values.

Table 4.

Frequency and Percentage Values related to the Seventh Grade Students' Metaphors.
Metaphor f % Metaphor f %
1 Clock 3 15.00 9 Human 1 5.00
2 Months 2 10.00 10 Seasons 1 5.00
3 Days of the week 2 10.00 11 School 1 5.00
4  Block of apartments 1 5.00 12 Onion 1 5.00
5 Baby 1 5.00 13 Limitless 1 5.00
6 Building 1 5.00 14 Candy Crush Saga 1 5.00
7 Number of flowers 1 5.00 15 Train-wagon 1 5.00
8 World 1 5.00 16 Attendance sheet 1 5.00
Total 20 100.00

As a result of the examination of the table, it was observed that the great majority of the metaphors
created by the seventh grade students were created by one participant. It was also observed that the
most frequently repeated metaphor was ‘clock.” It was determined that the metaphors created by two

participants were ‘months’ and ‘days.’ Below are given the examples related to these metaphors.
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"A pattern is like the game of Candy Crush Saga because it becomes more difficult at each level."
"A pattern is like the world because it has an order."

Results Related to the Fourth Research Question

The findings related to the fourth research question included in this study and stated as "Under
which conceptual categories can the metaphors which the fifth, sixth and seventh grade students have in
relation to the concept of pattern be gathered in terms of common characteristics?" were included in
this section. In this context, it was examined which characteristic of the concept of "pattern" was
emphasized by the valid metaphors that the fifth, sixth and seventh grade students produced regarding
the concept of "pattern” regardless of grade level. As a result of this, 107 valid metaphors of a total of
135 students were taken in hand and presented under a total 6 different conceptual categories. These
categories were presented in detail in the following tables.

Category 1. Repetition/iteration: In this category included under the name of "repetition/iteration"
related to the concept of pattern, the metaphors fitting for the definition that the elements in an object
or event set follow one another were gathered. The metaphors gathered under this category were
tabulated according to the grade levels and presented in Table 5.

Table 5.
Students' Metaphors for Repetition/Iteration Category.
Fifth Grade Sixth Grade Seventh Grade

Metaphor f % Metaphor f % Metaphor f %
Months 2 5.27 Daily life 2 4.08 Days 2 10.00
Tree 1 2.63 School timetable 1 2.04 Seasons 1 5.00
Night-day 1 2.63 World 1 2.04 Months 1 5.00
Clock 1 2.63 Lesson 1 2.04
Turkish National Anthem 1 2.63 Life 1 2.04
School start&finish times 1 2.63 Ant 1 2.04
School bell 1 2.63 Clock 1 2.04
Movements of the sun, 1 2.63
earth and world

Total: 9 23.68 Total: 8 16.32 Total: 4 20.00

When Table 5 is examined, it is understood that 9 fifth grade students created a total of 8 different
metaphors, 8 sixth grade students created a total of 7 different metaphors and 4 seventh grade students
created 3 different metaphors under the "repetition/iteration" category of the concept of pattern.
According to the grade levels, the most frequently repeated metaphors were "months", "daily life" and
"days", respectively. Some students’ opinions related to the metaphors included under this category
were given below:

"A pattern is like the movements of the sun, the earth and the moon because they continuously

repeat.”

"A pattern is like daily life because it always repeats."

"A pattern is like days because they repeat."

Category 2. Being sequential and orderly: In the category of "being sequential and orderly" related
to patterns, the metaphors stating that the concept of pattern were gathered. These were gathered
under this category were tabulated according to the grade levels and presented below. When Table 6 is
examined, it is observed that 15 fifth grade students created a total of 12 different metaphors, 15 sixth
grade students created a total of 13 different metaphors and 7 seventh grade students created a total of
7 different metaphors under the category of the patterns’ "being sequential and orderly". Under this
category, while the metaphors most frequently repeated by the fifth-grade students were "night-day"
and "seasons," the ones most frequently repeated by the sixth-grade students were "night-day" and
"days".
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Table 6.
Students” Metaphors for the Category of Being Sequential and Orderly.
Fifth Grade Sixth Grade Seventh Grade
Metaphor f % Metaphor f % Metaphor f %
Night-day 3 7.90 Night-day 2 4.08 Months 1 5.00
Seasons 2 5.27 Days 2 4.08 Building 1 5.00
Evening news 1 2.63 Adjustable apparatus 1 2.04 Flower 1 5.00
Alphabet 1 2.63 Lessons 1 2.04 World 1 5.00
Phases of the moon 1 2.63 Daily life 1 2.04 School 1 5.00
Shapes 1 2.63 Rule of life 1 2.04 Clock 1 5.00
Star 1 2.63 Worship 1 2.04 Att. sheet 1 5.00
Sunrise and sunset 1 2.63 Human 1 2.04
Book 1 2.63 Mathematics 1 2.04
Morning-evening 1 2.63 Number on the clock 1 2.04
The movement of the sun, 1 2.63 Number 1 2.04
earth and moon
Number of days in a month 1 2.63 Rank 1 2.04
Ranking 1 2.04
Total: 15 39.47 Total: 15  30.60 Total: 7 35.00

Moreover, it appeared that, under this category, the metaphors created by the seventh-grade
students were each uttered by one participant. Examples from the metaphors included under this
category were given below.

"A pattern is like the number of days in a month on the calendar because they are in different

lengths, January has 31 days and then 30."

"A pattern is like a life of one day because life goes on in succession. | think lives of humans are a

pattern.”

"A pattern is like an attendance sheet because the attendance sheet is sequential.”

Category 3. Regularity of the pattern: It was observed that five of the fifth-grade students, three of
the sixth-grade students and two of the seventh-grade students created metaphors by emphasizing the
concept of pattern. The metaphors gathered under this category were tabulated according to the grade
levels and presented in Table 7.

Table 7.
Students’ Metaphors for the Category of Being Sequential and Orderly.
Fifth Grade Sixth Grade Seventh Grade

Metaphor f % Metaphor f % Metaphor f %
Leap year 1 2.63 Rule 2 4.08 Clock 1 5.00
Phases of the moon 1 2.63 Clock 1 2.04 Train-wagon 1 5.00
Movements of sun, earth&moon 1 263
Daily plan 1 263
Lightning-thunder 1 263

Total: 5 13.15 Total:3 6.12 Total: 2 10.00

When Table 7 is examined, it is observed that the fifth-grade students created 5 different
metaphors, sixth grade students created 3 different metaphors and the seventh grade students created
2 different metaphors under the category of "the pattern's having a rule". It is observed that most of the
metaphors created according to the grade levels were created by one participant. Moreover, it was
understood from the analyses that only 10 of these metaphors stated by the participants took this
characteristic into consideration. The examples of the metaphors included under this category were
given below:
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"A pattern is like a rule because a pattern is not possible without a rule."

"A pattern is like a leap year because it has a rule of taking place once every four years"

"A pattern is like a clock, time because there is a rule between two numbers. Just as the time
difference on a clock is the same, there are seconds. One is no longer or shorter than another. The
interval is the same; it has a rule."

Category 4. Continuity of pattern: This category, called the continuity of the pattern, is the category
under which the metaphors covering the characteristic of the patterns' regularly continuing and
expanding structures were gathered. The metaphors gathered under this category were tabulated
according to the grade levels and presented in Table 8.

Table 8.
Students’ Metaphors for the Category of the Pattern's Continuity.
Fifth Grade Sixth Grade Seventh Grade

Metaphor f % Metaphor f % Metaphor f %

Human 1 2.63 Mountain 1 2.04 Block of apartments 1 5.00
Lessons 1 2.04 Baby 1 5.00
House 1 2.04 Human 1 5.00
Number 1 2.04 Clock 1 5.00
Water 1 2.04 Infinity 1 5.00
Walking 1 204
Time 1 2.04

Total: 1 2.63 Total: 7 14.28 Total: 5 25.00

When Table 8 is examined, it is observed that only one of the fifth-grade students created
metaphors under the category of "the continuity of pattern." Moreover, 7 sixth grade students were
able to create a total of 7 different metaphors and 5 seventh grade students were able to create 5
different metaphors. The metaphors created according to the grade levels were the metaphors created
by one participant. Some student opinions about the metaphors under this category were given below
according to the grade levels.

"A pattern is like a human because it always increases and decreases."

"A pattern is like time because it always lasts."

"A pattern is like infinity because the beginning of a pattern is known but its end is unknown."

Category 5. Pattern as a shape: Starting from the shapes used while forming a pattern and the
shapes which students encounter in pattern questions, the metaphors created by the student were
gathered in the category of 'the pattern as a shape'. The metaphors gathered under this category were
tabulated according to the grade levels and presented in Table 9.

Table 9.
Students’ Metaphors for the Category of 'The Pattern as a Shape.
Fifth Grade Sixth Grade

Metaphor f % Metaphor f %
Wardrobe 1 2.63 Train 2 4.08
Ant 1 2.63 Road 2 4.08
Window 1 2.63 Cycle-circle 1 2.04
Shape 1 2.63 Ironed linen 1 2.04
Caterpillar 1 2.63 Train wagon 1 2.04

Total: 5 13.15 Total: 7 14.28

When Table 9 is examined, it is observed that 5 fifth grade students created a total of 5 different
metaphors and 7 sixth grade students created a total of 5 different metaphors under the category of
"The pattern as a shape". However, the seventh-grade students did not create any metaphors under this
category. It is considered that this obtained result arose from the fact that the algebra-intensive subjects
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are taught at the seventh-grade level. The most frequently repeated metaphors which the sixth-grade
students created were the metaphors of "train" and "road." Some student opinions about the
metaphors included under this category were given below according to the grade levels.

"A pattern is like a train wagon because shapes of patterns are regular.”

"A pattern is like a window because it is composed of panes."

Category 6. Other: Since the metaphors created by 3 of the fifth-grade students, 9 of the sixth-grade
students and 2 of the seventh-grade students were not included in any category, they were gathered
under the category of "other" and presented. The metaphors gathered under this category were
tabulated according to the grade levels and presented in Table 10.

Table 10.
Students’ Metaphors for the 'Other' Category.

Fifth Grade Sixth Grade Seventh Grade
Metaphor f % Metaphor f % Metaphor f %
Friendship/Love 1 2.63 Life 2 4.08 Onion 1 5.00
Flying horses 1 2.63 Screw of the car 1 2.04 CandyCrushSaga 1 5.00
Game 1 2.63 Daily life 1 2.04

Mathematics 1 2.04
Crown of math 1 2.04
Colors 1 2.04
Hour wheel 1 2.04
Saltin a meal 1 2.04
Total: 3 7.91 Total: 9  18.40 Total: 2 10.00

It is eye-catching that it was the sixth-grade students that created most metaphors (9 metaphors)
under the category of 'other'. Samples in this category were given below:

"A pattern is like a game because it is amusing."

"A pattern is like the crown of mathematics because it ornaments and shapes."

"A pattern is like colors; because colors are formed from one another, the pattern resembles it."

Results Related to the Fifth Research Question

While an answer was sought for the fifth research question included in the study and stated as "Do
the categories explaining the metaphors produced by the fifth, sixth and seventh grade students about
the concept of pattern indicate significant differences according to grade level?" the metaphors created
by the students were evaluated and compared in the context of 6 different categories determined
within the scope of this study.

For this comparison, the Chi-Square Test was used. In order to administer this test, firstly frequency
and percentage values were calculated to determine the categories under which the metaphors created
by the students. The frequency and the percentage values of the metaphors included under these
conceptual categories were given in Table 11. From the above table, it is observed that the participant
students created more metaphors in the category of "Being sequential and orderly" compared to the
other categories (Fifth grade 39.47%; Sixth grade 30.61%; Seventh grade 35.00%; All 34.58%). However,
it is observed that few metaphors were created by the fifth-grade students in the category of ‘the
continuity of the pattern’ (2.63%). Moreover, while the least number of metaphors in the sixth-grade
students (6.12%) were in the category of "The pattern's having a rule", the least number of metaphors in
the seventh-grade students (.00%) were in the category of "The pattern as a shape."

When the general picture is examined, it is observed that the fifth, sixth and seventh grade students
created metaphors mostly under the categories of "Being sequential and orderly" and "Repetition and
iteration" (34.58% and 19.63%, respectively). However, it was also determined that they created fewest
metaphors under the category of "The pattern's having a rule" (9.35%).
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Table 11.
Frequency and Percentage Values of the Conceptual Categories according to Grade Levels.
Fifth Grade Sixth Grade Seventh Grade Total
Categories f % f % f % f %
Repetition-Iteration 9 23.69 8 16.32 4 20.00 21 19.63
Being sequential, Orderly 15 39.47 15 30.60 7 35.00 37 34.58
A pattern's having a rule 5 13.15 3 6.12 2 10.00 10 9.35
Continuity of a pattern 1 2.63 7 14.28 5 25.00 13 12.15
The pattern as a shape 5 13.15 7 14.28 0 .00 12 11.21
Other 3 791 9 18.40 2 10.00 14 13.08
Total 38 100.00 49 100.00 20 100.00 107 100.00

The results of the Chi-Square applied with the aim of investigating if the metaphors which the fifth,
sixth and seventh grade students created in relation to the concept of pattern changed according to the
grade levels were given in Table 12. According to the Chi-Square Test result (x2=20.45; p=.16), there
were no significant differences between the grade levels and the metaphors included in different
categories.

Table 12.
Analysis Results related to the Comparison of Metaphors according to the Grade Levels.
Value df p
Pearson Chi-Square 20.45° 15 .16
Likelihood Ratio 20.28 15 .16
N of Valid Cases 107

Discussion, Conclusion & Implementation

In this study, the students' ways of understanding the concept of "pattern" were revealed via
metaphors. The metaphors created by the students within the scope of this study were grouped in 6
different dimensions. In this scope, the created groups related to the concept of pattern appeared as
the dimensions of repetition/iteration, being sequential and orderly, being regular, and continuity of the
pattern, shape and the category of other including the valid metaphors not grouped under the other
categories.

An important part of the students emphasized the sequential and orderly (34.58%) and
repeating/iterating (19.63%) aspects of the concept of pattern in the metaphors which they created.
These points to the fact that the students were more acquainted with the repeating and hence
sequential and orderly pattern examples from lessons and course books. In the analyses, it was
observed that the examples generally used in course books and lessons for the pattern started with the
sequences of numbers or shapes repeating in a certain order. This reached result seems to support the
result obtained by Yaman (2010) that the kind of pattern at which the students were most successful
was the repeating patterns. In this context, it can be stated that the repetitive visuals presented
concretely to students are more understandable and permanent than the patterns with a certain rule.
Moreover, in the analyses, it was observed that the fifth-grade students created the highest number of
metaphors related to these two categories.

The findings obtained in this study indicate that few of the students (9.35%) created metaphors in
relation to the fact that the concept of pattern is required to have a rule. The fact that the students
emphasized this situation little in this study supports their difficulties in determining pattern rule and
writing it as an algebraic expression revealed by previous research. It is considered that this arose from
the fact that in this study the students could not use the regularity characteristic of the pattern
sufficiently in their thought structures due to these difficulties which they experienced.
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The other two categories arising in this study were the categories of continuity of the pattern and
shape. When the metaphors created by the students in relation to the category of continuity were
examined, it was understood that especially the sixth and the seventh-grade students, though few
created metaphors within the scope of this category. On the contrary, when the metaphors included in
the category of shape were looked in, it was also observed that only the fifth and the sixth-grade
students created metaphors highlighting this aspect of the pattern. This can be attributed to the fact
that continuity is also highlighted in the practices done with the aim of determining the rule of the
pattern in the seventh-grade programs. In addition, it was understood that the fifth grade students
produced metaphors that emphasized the regularity of the pattern while they produced the least
number of metaphors regarding its continuity. In this context, the fact that the students highlighted
more the continuity aspect of the pattern instead of its shape as their grade levels increased points to
the fact that as the grade levels increased, the students started to internalize and understand the
concept of pattern completely. These results seem to support the finding obtained in the studies carried
out by Yaman and Umay (2013) and Yaman (2010) indicating that student achievements concerning
pattern increased as their grade levels raised.

Moreover, when the metaphors created within the scope of this study were examined, it was
observed that the fifth grade students created metaphors by looking at the characteristics belonging to
the concept of pattern from a broader perspective and the students at this grade level did not take the
expanding characteristic of the pattern into consideration. Considering the concept of pattern is
fundamental in teaching algebra, it was revealed that the sixth and seventh grade students did not have
a grasp of the concept of pattern sufficiently in mathematical sense during the transition to algebra.
Moreover, it was understood from the metaphors that the concept of pattern was rather a concept
remembered with examples from daily life and progressing in a certain order for middle school students.
This makes the role of the teacher in the learning of this concept important. Besides this, it is also eye-
catching that the examples given by the students in relation to the concept of pattern such as days,
months, night-day were greatly similar. This result seems to support the result obtained in the study
made by Lannin, Barker and Townsend (2006) pointing out that one of the factors affecting students'
approaches was teacher's interaction. For, it was understood from the analyses made within the scope
of this study that when the teachers of the students at different grade levels were the same, they used
similar examples and explanations. Moreover, it is also eye-catching that the metaphors created by the
fifth, sixth and seventh grade students in different categories in relation to the concept of pattern did
not differ significantly according to the grade levels. It could be understand that the students at
different grade levels created similar metaphors.

In addition, the metaphors were used as a tool in revealing all grade students' perceptions in relation
to the concept of “pattern” and it was found as a result of the analyses that the students created
metaphors in relation to the concept of “pattern” not based on their positive and negative aspects but
mostly based on the characteristics of the concept of “pattern”. As it is seen in the obtained results, the
students generally focused on the repetition characteristic of the “pattern”.

The results obtained within the scope of this study indicated that the middle school students having
worked on different patterns starting from the nursery school ages created metaphors primarily in this
way as a result of the works on the pattern highlighting the sequential and repetitive characteristics of
the pattern. This situation points out the importance of including works where different characteristics
of the pattern are also emphasized starting from small classes. This study was carried out with a group
of student who study in only one region and one city. It was organized with only middle school students
except eighth grade students.

Further studies may include students from different grades and regions. In studies to be made on the
pattern, designs and practices aiming to teach the concept of pattern could be included. Moreover, in
future studies, students' insufficient knowledge, mistakes, and misperceptions about different
mathematical concepts like the concept of pattern can be determined through metaphors. Lessons can
also be prepared by teachers with the aim of helping students consolidate their knowledge. In this way,
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problems arising from mathematical concepts could be solved without leading to new problems in
different concepts, which are based on the concept under examination, that is to say, without causing
any learning deficiency.

The researchers to make studies on metaphors are suggested to determine student opinions about
different subjects/concepts or the same subject over broader samples. Moreover, reasons for opinions
can be examined in detail also by including the interview technique in future studies.
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Turkish Version

Girig

Bilim dallari icinde degerini higcbir zaman yitirmeyen ve degeri glin gegtikce artan alanlarin basinda
matematik gelmektedir. Bilim de oldugu kadar ginliik hayatimizda da agirlikli olarak kullandigimiz
matematik, Glkelerin egitim programlarinda en 6n sirada yer almaktadir (Polat, 2010). Etkili bir
matematik egitimi ile Glkemizde ve dlinyamizda, gelisen teknolojiye ve bilime ayak uydurabilen, analitik
diisiinebilen, konulara elestirel yaklasan ve ¢6zim odakli disinen bireylerin yetistirilmesi
amagclanmaktadir. Bununla birlikte, 6zellikle de tilkemizde matematik ¢ogu bireyler tarafindan zorunlu
temel egitimde karsilasildiginda sevilmeyen ve korkulan bir ders olarak gorilmektedir. Matematigin
sevilmesi, anlasiimasi ve 6grenilmesi de yapisinin taninmasi ile mimkindir. Matematikte yer alan
ortntilerin incelenmesi, matematiksel iliskilerin ortaya koyulmasi ile matematik yapi anlasilabilmektedir
(Hargreaves, Shorrocks-Taylor & Threlfall, 1999).

Matematigin temel konularindan birisi de 6riintii kavramidir. Oriintii kavrami, ingilizcede “pattern”
sozcugune karsilik gelmekte olup, bu kavrama ilk kez 2004 yilinda uygulamaya koyulan matematik
programinda (Milli Egitim Bakanligi, 2004) yer verilmistir. Oriintli “olay veya nesnelerin diizenli bir
bicimde birbirini takip ederek gelismesi” seklinde tanimlanabilir (Turk Dil Kurumu, 2018). Gunlik
hayatimizda birgok konuda bir diizen, bir kural yani genel anlamiyla bir 6riintli yer almaktadir (Palabiyik
& Akkus-ispir, 2011). Baska bir ifadeyle, &riintiiler bireylerin giinliikk hayatin her alaninda karsilastiklari
vapilar olmakla birlikte, matematiksel olarak da siirekli karsimiza ¢itkmaktadir. Matematiksel olarak ele
alindiginda ise, orlintiler bir seklin veya hareketin belirli bir diizen icinde tekrar etmesiyle ortaya ¢ikan
ve belirli bir kural icinde gergeklesen durumlardir. Matematik kavramlarinin birbirleri ile benzer ve farkl
ozelliklerinin belirlenmesini ve agiklanmasini gerektirmesi acisindan distnildiginde, o6runtiler
matematik 6greniminde temel olan becerileri kapsamakta ve bu yoniyle bliylik 6nem arz etmektedir
(Papic, 2007). Baska bir ifadeyle, oruntileri tanima, devam ettirme ve olusturma gibi Ozellikler
matematigin dizenini kavramada ve genelleme yapmada ¢ok 6nemli yeteneklerdir (Burns, 2000).
Ogrencilerin soyut diisiinme gelisimine de yardimci olan &riintiiler, cebirsel diisinme gelisiminde de
onemli bir etkendir. Ayrica, orlintliler konusu butiin sinif dizeylerinde fonksiyonlarin ve iliskilerin
anlasilmasinda da cebir icin gerekli gorilen becerileri kapsamaktadir (National Council of Teachers of
Mathematics [NCTM], 2000). Yani, cebir alanindaki temel kavramlarinin olusmasinda 6runtulerin farkh
bicimlerdeki gosterimi ve sembolik ifadesi 6nemlidir (Milli Egitim Bakanlig [MEB], 2009). Benzer sekilde;
sayl kiimeleri, olgller ve geometri kavramlari ile de iliskili oldugundan, oriintiiler 6grencilerin
matematiksel kavramlar arasindaki iliskileri anlamalarina ve dolayisiyla matematiksel disiinmeye de
katkilar saglar. Bu iliskileri anlamlandirabilmenin bireylerdeki saglayacagi katki da ayrica 6nemlidir
(Hargreaves et al.., 1999; as cited in Ozdemir, Dikici & Kiiltiir, 2014).

Bircok matematik kavraminin anlasiimasinda 6nemli bir role ve etkiye sahip olan orintiler,
Tirkiye'de geleneksel 6gretme yaklasiminin uygulandigi yillarda cebir egitimi ile birlikte ortaokul yedinci
siniftan  itibaren verilmekteydi. 2005-2018 yillari arasinda uygulamaya koyulan matematik
programlarinda ise, “Oriintii ve iliskiler” konusu olarak anaokulundan itibaren tiim sinif diizeylerinde yer
almaya baslamistir (MEB, 2005; 2009; 2017; 2018). Boylelikle, 6grencilerin ilerleyen ortaokul siniflarinda
karsilasacaklari cebir konusunun soyut bir kavram olmakla birlikte daha iyi anlasiimasi saglanmasi
planlanmistir. Bu kapsamda, 2009 yili Matematik Dersi Programi'nda, ilkokuldaki 6grencilerin ilk olarak
tekrarli Orlntller Uzerinde c¢alismalari saglanmaktadir. Ardindan, bir o6rintinin eksik kisminin
tamamlanmasi, devam ettirilmesi, 6rinttdeki iliskilerin kesfedilmesi ve 6rintiideki kuralin bulunmasiyla
ilgili ¢alismalar yapmaktadirlar (MEB, 2009). ilkégretimin 6-8. siniflarinda temel beceri olarak
"6grencilerin orintudeki kurah genellemesi ve harfle ifade etmesi" de yer almaktadir. 2013 yilinda
diizenlenen Ortaokul Matematik Programi'nda ise, besinci sinifta "Sayilar ve islemler" alt 6grenme alani
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icerisinde 6runtl kavramina yer verilmistir. Altinci sinif diizeyinde de, 6grencilerin sayi érintilerinde
istenilen terimi bulmalari ve cebirsel ifadeleri anlamlandirmalar Uzerinde ¢alismalar yapilmasi
ongorilmistir (MEB, 2013). Boylelikle, 6grencilerin ilk kez "Cebir" 6grenme alanina iliskin kazanimlar ile
mesgul olmalari amaglanmistir. Ardindan, 2017 ve 2018 yilinda uygulamaya koyulan ilkokul ve Ortaokul
1,2,3,4,5,6,7, ve 8. siniflar icin Matematik Dersi Ogretim Programlari ile de 6riintii kavraminin 6gretimine
ilkokul matematik dersi kazanimlarinda agirlik verilmistir. Bu kapsamda, 2018 yili programinda ilk Ug
sinifta (1-3. siniflar) "Geometri" (initesi igerisinde birinci sinifta 2 kazanim ve 6 ders saati, ikinci sinifta 2
kazanim ve 5 ders saati ve Uglnci sinifta da 1 kazanim ve 3 ders saati olacak sekilde "Geometrik
Oriintiiler" konusu yer almaktadir. Bu siniflarda programda yer alan kazanimlar ise, birinci sinifta
ogrencilerin belirli bir geometrik 6runtliyl deneyimlerle bulmalar; 6geleri nesneler, geometrik sekiller
veya cisimler olan bir érintideki iliskinin belirlenmesi ve eksik birakilan 6genin bulunmasi, en g¢ok g
dgeli geometrik 6riintii olusturmalari bicimindedir. ikinci ve Ggilincii sinifta da sirasiyla; tekrarlayan bir
ortntlide eksik birakilan 6geleri belirleyerek tamamlama ve bir orlintideki iliskileri gorerek farkli
malzemeler ile ayni iliskiye sahip orlintller olusturma; kaplama yapmaya, yaptigl kaplama orintisina
noktali ya da kareli kagit izerine ¢izmeye imkan veren kazanimlar yer almaktadir (MEB, 2018). 2018 yili
Matematik Dersi Ogretim Programi'nda, doérdiincii sinifta "Sayilar ve islemler" {initesi icerisinde "Dogal
Sayilar" konusunda "Belli bir kurala gore artan ya da azalan sayi oriintileri olusturur ve kuralini agiklar"
biciminde ve besinci sinifta da benzer sekilde ayni {inite ve konu igerisinde "Kurali verilen sayi ve sekil
orlntulerinin istenen adimlarini olusturur" yer alan 6riinti konusu altinci sinifta yer almamistir. Bunun
yerine, yedinci sinifta "Cebir" (initesi icerisinde "Cebirsel ifadeler" konusunda "Sayi ériintilerinin kuralini
harfle ifade eder, kural harfle ifade edilen orlintlinin istenilen terimini bulur" bicimindeki kazanim ile
yer almistir. Son yillarda Turkiye'deki programlarda orintiler konusunda agirlikh olarak yer verilmeye
baslanmasi ve her yenilenen programda orintiiler konusuna yeni diizenlemeler yapilmasi da, érintiler
konusunun énemli oldugunu gosterir niteliktedir.

Bu alanda yapilan arastirmalar incelendiginde, bu arastirmalarin ¢ogunlukla orlintt kavrami ile iligkili
olan kavramlari da ele aldigi ve bazilarinin ilkégretim (MacGregor & Stacey, 1993; Palabiyik & Akkus-
ispir, 2011; Tanisli, 2008; Yaman, 2010) bazilarinin da (iniversite (Tanish, Kése & Camci, 2017; Yaman &
Umay, 2013; Yesildere & Akkog, 2010; 2011) dizeyinde yapilmis arastirmalar oldugu gorilmustir. Bu
arastirmalardan, MacGregor ve Stacey (1993) yapilan arastirmada, 14-15 yas grubundaki 6grencilerin
ortntlyla gorme ve kuralini yazma durumlari incelenmistir. Arastirmanin sonucunda, Ogrencilerin
fonksiyon tablolarini yorumlarken ve cebirsel kurallar olustururken zorlandiklari agiklanmistir. Palabiyik
ve Akkus-ispir (2011) tarafindan yapilan arastirmanin sonucunda ise, ériintii temelli olan ve &riintii
temelli olmayan cebir 6gretiminin yedinci sinif 6grencilerinin cebirsel disinme becerilerine ve
matematige karsi tutumlarina olan etkilerinin incelenmesi amaclanmistir. Calismanin sonucunda, oriinta
temelli cebir 6gretimi ile 6grencilerin kavramsal olarak cebiri daha iyi 6grendikleri sonucuna ulasiimistir.
Tanish (2008) tarafindan, ilkogretim besinci sinif 6grencilerinin 6rintilere iliskin anlama ve kavrama
bicimlerini belirlemeyi amacglayan ¢alismada ise tekrarlayan, sabit degisen ve artarak degisen oOrlintilere
yer verilmistir. Arastirmanin sonucunda, tekrar eden oriintiilerde tekrar birimini belirlemenin; ériintly
sonlu bir adima devam ettirebilmede, sekiller arasi sayisal iliskinin bulunmasinda ve tekrarlayan bir
orintl olusturulmasinda énemli bir etken oldugu belirlenmistir. Ayrica, ayni ¢calismada 6grencilerin sayi
orintlsu etkinliklerinde, drintudeki iliskiyi bir 6nceki terimle iliskilendirerek ya da érintiideki terimlerin
dogal yapisini ele alarak tanimladiklari sonucuna ulasiimistir. Tanish vd. (2017) ise, ortaokul matematik
6gretmen adaylarinin orintileri dikkate alarak genellemelerini incelemeyi, genellemeler icin ortaya
koyduklari dogrulamalari kesfetmeyi amacglamislardir. Calisma bulgularinin neticesinde, 6gretmen
adaylarinin éruntileri genelleme siirecinde belirgin ve belirgin olmayan muhakemeleri kullandiklari ve
dogrulama sirecinde ise tiimdengelim ve timevarim yontemlerini benimsedikleri ortaya koyulmustur.
Yaman (2010) tarafindan gergeklestirilen arastirmada da, ilkogretim 6grencilerinin 6rinti kavramina
iliskin kavrama bigimlerinin belirlenmesi amaglanmistir. Ogrencilere tekrarlayan, dogrusal genisleyen ve
artarak degisen oOrlntulere ait tablo, sayi dizisi, sekil orlintlisii ve 6riinti problemi formundaki sorularin
ver aldigi bir basari testinin uygulanmasi sonucunda, sinif diizeyi ile basarinin artigi agiklanmis ve
o6grencilerin sembol kullanmayi gerektiren cebirsel ifadelerin yaziminda zorluklar yasadigi raporlanmistir.
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Yaman ve Umay (2013) tarafindan yapilan ¢alismada, 6riintilerin sunum bigimleri agisindan 6grencilerin
matematiksel orintiler ile ilgili performanslarinin sinif seviyelerine gore gosterdigi degisim
incelenmistir. Calismanin sonucunda, 6grencilerin 6riinti sunum bigimlerine gore farkli sinif
dizeylerinde matematiksel oruntilerle ilgili performanslarinda anlamli farkliliklar oldugu tespit
edilmistir. Yesildere ve Akkog (2010) tarafindan gercgeklestirilen arastirmada, mikro-6gretim etkinlikleri
kullanilarak toplam alti 6gretmen adayinin sayi érintilerinin kuralini bulmayi 6gretmede kullandiklar
stratejilerin tespit edilmesi amaglanmistir. Calismanin sonucunda, 6gretmen adaylarinin érintilerle ilgili
birtakim glicliklere sahip oldugu belirtilmistir. Yesildere ve Akkog¢ (2011) tarafindan yapilan bir diger
arastirmada ise, matematik O6gretmen adaylarinin orintlleri genelleme sireglerinin incelenmesi
amaglanmistir. Calismanin sonucunda, 6gretmen adaylarinin 6riintiide yalnizca bir sonraki terimi
bulmay saglayacak sekilde ortak ozellikleri belirlemeye ¢aba harcadiklari gézlemlenmistir. Yapilan bu
arastirmalardan, son yillarda programlarda daha fazla yer verilmeye baslanan "Oriintiiler" konusunda
ogrencilerin eksiklikleri ve guglikleri bulundugu anlasilmaktadir. Literatlir kapsaminda yapilan bu
incelemelerde, bu alanda yapilan ¢alismalarda ¢ogunlukla bireylerin kullanabildikleri 6rinti bicimlerine
odaklanildigl ya da bu konudaki zorluklarinin ele alindigi ve calisildigi anlasilmistir. Sonug olarak da,
ortntilerin 6grencilerin kavramada giglik cektikleri konular arasinda yer aldigi ve hali hazirda oriinti
kavrami ile ilgili birtakim sikintilarin oldugu bu arastirmalarda agiklanmistir. Bununla birlikte, ériintilerin
O0grenimi ve kullaniminda 6grencilerin bu kavrama iliskin inang ve tutumlarinin da etkili olabilecegi
asikardir. Bu nedenle, yapilan bu arastirmalardan farkli olarak bu arastirmada 6grencilerin oriintu
kavramina yonelik sahip olduklari inanglarinin, anlama ve kavrama bigimlerinin ayrica ériintl kavraminin
yapisi ile ilgili distincelerinin tespit edilip irdelenmesi kararlastirilmistir. Boylelikle 6grencilerin 6riintliye
bakis acilari da ele alinip degerlendirilecek ve 6grencilerin bu alandaki zorluklarinin ve sikintilarinin
nedenleri arastirilacaktir. Bireylerin bir konudaki algilarinin ve bakis agilarinin ortaya ¢ikarilmasinin bir
yolu ise metaforlardir. Clinkl bireyler diisiincelerini ifade etmede, soyut olan kavramlar ile bilinen somut
kavramlar arasinda iliski kurarak zihinsel imgeler yani metaforik yapilar olusturmakta ve kavramlar igin
bu metaforlari kullanmaktadirlar (Saban, 2005).

Metaforlar, "yeni bir olguyu veya nesneyi bildigimiz seylerin 6zelliklerini kullanarak anlatmak ve tarif
etmek icin kullanilan araglar"dir (Lakoff & Johnson, 2005). "Bireylerin kendi diinyalarini anlamalarina ve
yapilandirmalarina yonelik glicli bir zihinsel modelleme mekanizmas!" olarak da tanimlanmaktadir
(Arslan & Bayrakgl, 2006). Daha genel bir ifadeyle, metaforlar bir olgu hakkinda diistinmeye yonelten bir
bakis agisi sunmaktadirlar (Shuell, 1990; as cited in Saban, 2003). Kisacasi, metaforlar 6grencilerin
zihinsel gelisimi esnasindaki algilarini ve 6grenme bigimlerini ortaya ¢ikarmada kullanilan zihinsel
araglardir (Ocak & Gindiiz, 2006). Bu nedenle, metaforlar egitimde siklikla kullaniimaktadir ve 6zellikle
de matematik egitiminde metaforlarin kullanildigi bircok arastirmaya rastlanmaktadir.

Bu arastirmalarin bir kismi (Bahadir & Ozdemir, 2012; Cassel & Vincent, 2011; Erdogan, Yazlk &
Erdik, 2014; Giiler, Akgiin, Ocal & Doruk, 2012; Giiner, 2013; Sevindik, Sezgin-Memnun & Cenberci,
2016; Sahin, 2013; Sengiil & Katranci, 2012; Sengiil, Katranci & Gerez-Cantimer, 2014; Yetim-Karaca &
Ada, 2018) matematik, matematik 6gretmeni ve matematik dersi gibi farkh kavramlarin metaforlar
araciligi ile incelendigi calismalardir. Son yillarda yapilan bu arastirmalardan Bahadir ve Ozdemir (2012),
Erdogan vd. (2014), Giiler vd. (2012), Sevindik vd. (2016) ile Sengiil ve Katranci (2012) tarafindan yapilan
arastirmalarda, ozellikle "matematik" kavramina yonelik metaforlarin belirlenmesi amaglanmistir.
Bunlardan Bahadir ve Ozdemir (2012) matematigi "oyun", "hesap araci", "korku &gesi", "tath" ve
"unutulan bir 6ge" olmak Uzere 5 kategori de acgiklamistir. Ayrica, bu arastirmada 6grencilerin
matematigi yalnizca sayi ve islemlerden ibaret olarak diisindtugini de agiklamistir. Erdogan vd. (2014)
tarafindan yapilan arastirmanin sonucunda ise, matematik 6gretmeni adaylarinin matematik kavramina
iliskin metaforlarinin 14 kategoride toplandigi ve adaylarin biiylik ¢ogunlugunun matematigi "sinirsiz",
baglantisiz", "basitce gerekli", "eglenceli", "yigilmali" ve "zorunlu" kategorilerinde Urettikleri
metaforlarla acikladiklari rapor edilmistir. Ogrencilerin bir kisminin da, matematigi "yol gdsterici",
"evrensel", "slireklilik gerektiren", "ancak c¢o6zilebilen", "zihin gelistirici" ve "tek ¢6zUmlu"
kategorilerindeki metaforlarla acikladiklari anlasilmistir. Giler vd. (2012) tarafindan gergeklestirilen
calismanin sonucunda da, matematik 6gretmen adaylarinin matematik kavramina yonelik metaforlarinin
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"sonsuzluk", "bakis acisi", "gereksinim", "yol gosterici" ve "hayatin kendisi" olmak Uzere 5 farkl
kategoride urettikleri metaforlarla agikladiklar anlasiimistir. Sevindik vd. (2016) ise, ¢alismalarinda
meslek lisesi 6grencilerinin yarisindan fazlasinin matematik hakkindaki metaforik algilarinin matematigi
olumsuz algiladiklari belirlenmistir. Sengiil ve Katranci (2012), ilkégretim ikinci kademe 6grencilerinin
"matematik” kavramini ¢ogunlukla "hayat", "bulmaca", "oyun", "diinya", "evren", "su" ve "kitap"
kavramlari ile es anlamli olarak algiladiklarini rapor etmislerdir. Arastirmalardan bir kismi (Cassel &
Vincent, 2011; Giner, 2013) ise 6gretime odaklanmistir. Bu arastirmalardan Cassel ve Vincent (2011)
tarafindan yapilan arastirmada, ilkogretim 6gretmen adaylarinin matematik ve bilim 6gretimi hakkindaki
metaforlari incelenmistir. Calismanin sonucunda, sinif deneyimlerinin konuya, 6gretmene ve 6grenime
yonelik tutumlarini sekillendirdigi aciklanmistir. ilkdgretimden ortadgretime &grencilerin tutumlarina
negatife donustigl, ilkdogretim Ogretmen adaylarinin da sinif deneyimleri arttikga kendi sinif igi
metotlarini Urettigi ve bu deneyimlerin de matematik ve fen 6grenimi ve 6gretimine iliskin tutumlarini
sekillendirdigi belirtilmistir. Gliner (2013) ise, on ikinci sinif 6grencilerinin matematik 6grenmeye yonelik
metaforlarini arastirmistir. Calismasinin sonucunda, bu 6grencilerin matematik 6grenmeyi bilinmeyeni
oynamak, bir arag¢ kullanmak, matematik 6grenmenin zorlugu, matematik 6grenmekten keyif almak,
matematik 6grenmenin eziyeti olmak Uzere sekiz farkli kategoride agikladiklari raporlanmistir. Bununla
birlikte; Sahin (2013) ve Sengll vd. (2014) tarafindan yapilan arastirmalarda ise "matematik 6gretmeni"
ne iliskin metaforlar da ortaya koyulmustur. Bu kapsamda S$ahin (2013), 6gretmen adaylarinin
matematik 6gretmeni, matematik ve matematik dersi olmak lzere bu t¢ kavrama ydnelik sahip olduklar
metaforlari incelemek amaciyla bir arastirma yapmistir. Yapilan galismanin sonucunda, adaylarin
matematik 6gretmenini en ¢ok bilgili ve otoriter; matematigi "zeka", "zevkli", "gerekli", "yetenek", "zor",
"basari" olarak algiladiklari sonucuna ulasmistir. Ayrica, matematik kavrami ile ilgili en az tercih edilen
metaforlari ise "gereksiz", "otoriter" ve "kolay" seklinde agiklamistir. Sengil vd. (2014) tarafindan
yapilan c¢alismada da, ortaokul 6grencilerinin matematik 6gretmeni kavramina iliskin Grettikleri
metaforlar arasinda cinsiyete gore farklilasma olup olmadigi incelenmis ve metaforlarin cinsiyete gore
istatistiksel olarak anlamh bir fark olusturmadigi sonucuna ulasilmistir. Ayrica, Yetim-Karaca ve Ada
(2018) ise, yaptiklari arastirmada 6grencilerin matematik ve matematik 6gretmenine yonelik algilarini
belirlemeye calismislardir. Arastirmanin sonucunda, 6grencilerin bircogu matematik dersini zor, sikici ve
karmasik olarak agiklamis, bir kismi ise dersi kolay ve eglenceli bir ders olarak ifade etmislerdir. Ayrica,
bazi Ogrencilerin matematik dersinde basarili olmak icin zeki olmanin gerektigini belirttikleri bu
arastirmada agiklanmistir.

Matematik egitiminde metaforlar Gzerinden yapilan ¢alismalarin bir kismi (Cansiz-Aktas ve Aktas,
2013; Horzum ve Yildirim, 2016; Sezgin-Memnun, 2015; Sezgin-Memnun, Ding ve Aydin, 2018; Toluk-
Ugar, Piskin, Akkas ve Tash, 2010; Turhan-Tiirkhan ve Yesilpinar-Uyar, 2016; Yee, 2012) ise matematik
ispati, matematik problemi, geometri, ve fonksiyon gibi farkli matematik olgularinin metaforlar
Uzerinden incelendigi calismalardir. Bu arastirmalardan Cansiz-Aktas ve Aktas (2013) tarafindan yapilan
calismada, matematik bolimi o6grencilerinin  ispat konusundaki metaforlarinin incelenmesi
amaglanmistir. Yapilan galismanin sonucunda, Ogrencilerin metaforlarinin kaynak ve nedenlerinin
cogunlukla kanitlama isleminin acikliga kavusturulmasi hakkinda oldugu gorilmdistir. Horzum ve Yildirim
(2016) tarafindan yapilan arastirmada, lise 6grencilerinin geometriye iliskin algilarini ortaya ¢ikarma
amaglanmistir. Calismanin sonucunda, 6grencilerin metaforlarini 10 kategori altinda toplam 49 farkli
metafor (izerinden agcikladiklari rapor edilmistir. Ogrencilerin cogunlugunun geometri hakkinda olumlu
veya notr algiya sahip olduklari, dortte birinin ise olumsuz algilara sahip olduklari belirlenmistir. Olumsuz
alglya sahip Ogrenciler ise, cogunlukla geometrinin karmasik, sikici, zor ve sinirsiz olma yonlerini
vurgulamiglardir. Sezgin-Memnun tarafindan 2015 vyilinda gerceklestirilen ¢alismada, ortaokul
ogrencilerinin matematik problemine yonelik sahip olduklari metaforlarin belirlenmesi amaglanmistir.
Calismanin sonucunda metaforlarin "Zor/karmasik", "emek/beceri gerektirme", "zevkli/eglenceli",
"strateji kullanimi", "fayda/bilgi kazanimina katki", "korkutucu/sikici", "6nemli/degerli" ve "kolaylik"
olmak lizere sekiz kategori altinda toplandigi agiklanmistir. Sezgin-Memnun vd. (2018) tarafindan yapilan
arastirmada matematiksel bir kavram olan fonksiyon kavrami ile ilgili 6grencilerin metaforlarinin
belirlenmesi amaglanmistir. Calismada, toplam 8 kategoride 149 gecerli metafor tanimlamislardir.
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Calismanin sonucunda da, 6grencilerin yarisindan fazlasinin fonksiyon kavramini "zor" bir kavram olarak
dusunirken, bazi 6grencilerin bu kavrami "kolay" bulduklarini agiklamislardir. Toluk-Ugar vd. (2010),
ilkogretim 6grencilerinin matematigi her yoni ile ele alan bir metafor ¢alismasi yapmiglardir. Calismanin
sonucunda, 6grencilerin matematigi cogunlukla "hesaplama", "sayilar" ve "islemler" olarak yorumladigi
anlasilmistir. Bununla birlikte, 06grenciler "matematik problemi ¢6zme'"yi "test sorusu ¢ézme",
"matematikte basarili olma"yi ise "hizli ve dogru hesap yapma" olarak yorumlamislardir. Benzer sekilde,
ogrencilerin matematikte basari icin zeki olmanin yeterli oldugunu ve matematikgilerin genelde sayilarla
ugrasan, sosyal olmayan, yalniz, ice kapanik, sessiz ve sinirli bireyler oldugunu ifade ettiklerini rapor
etmiglerdir. Turhan-Turkhan ve Yesilpinar-Uyar (2016) tarafindan gergeklestirilen arastirmada ise,
ortaokul 6grencilerinin  matematik problemine yonelik olusturduklari metaforlar 7 kategoride
toplanmistir ve en c¢ok Uretilen 4 metaforun “yasam”, "oyun", "labirent" ve "arkadas" oldugu
belirlenmistir. Yee (2012) ise, 6grencilerin matematiksel problem ¢ézmeyi nasil algiladiklarini belirlemek
amaciyla, 6grenci ve 6gretmenlerin katilimiyla bir calisma gergeklestirmistir. Calismanin sonucunda,
ogrencilerin tutarh metaforlar Urettigi ve derste 6gretmenlerin metafor kullaniminin etkili oldugu rapor
edilmistir. Bununla birlikte, yapilan incelemelerde matematiksel tanimlar ve kavramlar lzerine yapilan
metafor ¢alismalarinin farkli alanlarda yapilmig sinirli sayida ¢alisma bulundugu ve bu ¢alismalarin da
arastirma kapsamina alinan kavramdan farkli kavramlar oldugu gériilmistir. Ozellikle &grenciler igin
soyut olan matematik kavramlarinin somutlastiriimasina yardimci oldugu disiinilen metaforlarin, farkli
matematik kavramlari igin kullanimi matematik 6gretimine 6nemli katkilar saglayabilir. Bu nedenle, bu
calismada cebirin olusturulmasinda temel olan, son yillarda Tirkiye'de yapilan ders programi diizenleme
ve degisiklikleri sonucunda 6n plana ¢ikmis ve giliniimiizde anaokulundan itibaren matematik dersi
programlarinda yer almakta olan, 6grenciler agisindan anlasiimasi gii¢ kabul edilen ve glnlik hayatta da
orneklerine sikga rastlanilan matematigin temel konularindan "oriintuler" ile ilgili gerceklestirilecek bir
metafor calismasi gerceklestirilmesinin alana onemli katki saglayacagi disiinilmektedir. Baska bir
ifadeyle, "orintld" kavraminin yapilan bu arastirma kapsamina alinmasinda son yillarda yapilan program
degisikliklerinin ardindan 6n plana ¢ikmis ve 6zellikle de fonksiyon gibi lise konularinin 6grenimi icin de
temel olusturan kavram olmasi etkili olmustur. Ayrica, ortaokul 6grencilerinin "orantia" kavrami ile ilgili
algilarinin tespit edilmesinin yaninda 6grencilerin cebire gegis sirecinin ve cebirsel disinme yapisinin
temel etmenlerine yonelik ilgi ve tutumlarinin ortaya cikarilmasi da saglanabilir. Bu konuda yapilan
arastirmalar da, 6rtintii kavramini 6grenmedeki zorluga isaret etmektedir. Bu kapsamda, 6grencilerin
orintu kavrami ile ilgili dusiincelerine ve bilgi dizeylerine iliskin fikirler elde edilmesi ve orlinti
kavraminin 6gretimine iliskin farkh bakis agilari kazandirilmasi hususlari oldukga énemlidir. Bu nedenle,
bu arastirmada ortaokul besinci, altinci ve yedinci sinif 6grencilerinin orlinti kavramini algilamalarinin
incelenmesi ve bu kapsamda arastirmaya katilan Ogrencilerin 6riinti kavramina yonelik olarak
metaforlarin ortaya koyulmasi amaclanmistir. Bu amagla, asagida yer alan arastirma problemlerine
cevap aranmistir:

1. Ortaokul besinci sinif 6grencilerinin 6rintl kavramina iliskin sahip olduklari metaforlar nelerdir?

2. Ortaokul altinci sinif 6grencilerinin 6riintl kavramina iliskin sahip olduklari metaforlar nelerdir?

3. Ortaokul yedinci sinif 6grencilerinin 6riintli kavramina iliskin sahip olduklari metaforlar nelerdir?

4. Ortaokul besinci, altinci ve yedinci sinif 6grencilerinin 6rinti kavramina yonelik sahip olduklari
metaforlar ortak 6zellikler bakimindan hangi kavramsal kategoriler altinda toplanabilir?

5. Ortaokul besinci, altinci ve yedinci sinif 6grencilerinin 6riintii kavramina yonelik olarak Urettikleri
metaforlar sinif diizeylerine gore farklilasmakta midir?

Yontem

Bu bolimde; ortaokul 6grencilerinin 6riinti kavramini algilayis bicimlerinin, bu kavrama yonelik sahip
olduklari metaforik algilarinin belirlenmesi amaciyla gercgeklestirilen arastirmanin modeline, ¢alisma
grubuna, verilerin toplanmasi ve analiz edilmesine iliskin detayl bilgilere yer verilmistir.
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Arastirma Modeli

Ortaokul begsinci, altinci ve yedinci sinif 6grencilerinin “6riintid” kavramini algilayis bicimleri ile bu
kavrama yonelik sahip olduklari metaforlarin incelenmesini amaglayan bu galisma, arastirma desenini
nitel arastirma yontemlerinden biri olan "olgubilim" (fenomenoloji) deseni aracihgl ile
gerceklestirilmistir. "Olgubilim" arastirmalarinda amag genelleme yapmak degil, olgulari tanimlamaktir
(Akturan & Esen, 2008). Bu calismalarda, olguya iliskin bireysel algilar ortaya cikartilir, incelenir ve
degerlendirilir (Yildinm & Simsek, 2013). Benzer sekilde, bu arastirmada da “6rinti” kavrami igin
ogrencilerin bireysel bakis acilarindan hareketle nasil algilayip anlamlandirdiklarinin incelenmesi
gerceklestirilecektir. Bu nedenle de, bu ¢alismada "olgubilim" deseni kullanilmistir.

Calisma Grubu

Bu arastirma, 2017-2018 egitim-6gretim yilinda Konya ilinde 6grenim goren toplam 135 ortaokul
ogrencisinin katihmiyla gercgeklestirilmistir. Arastirma problemini daha genis bir cercevede ele almak igin,
calismanin katihmcilar besinci, altinci ve yedinci sinif diizeyindeki 6grenciler arasindan belirlenmistir.
Arastirma verilerinin bahar déneminin son haftalarinda toplanmasi, bu zaman diliminin sekizinci sinif
ogrencilerinin yogun calisma ve sinav donemlerine denk gelmesi nedenleri ile sekizinci sinif 6grencileri
¢alismaya dahil edilmemislerdir. Ayrica, bu 6grencilerin belirlenmesinde, "kolay ulasilabilir" érnekleme
yontemi esas alinmis ve Ogrencilerin gonillilik durumlarina da dikkat edilmistir. Asagida yer alan
tabloda, arastirmaya katilan 6grencilere iliskin detayl bilgilere yer verilmistir.

Tablo 1.
Arastirmaya Katilan Besinci, Altinci ve Yedinci Sinif Ogrencileri.
Begsinci Sinif Altinci Sinif Yedinci Sinif Timu
f % f % f % f %
Kiz 32 23.70 34 25.19 18 13.33 84 62.22
Erkek 15 11.10 29 21.48 7 5.20 51 37.78
Toplam 47 34.80 63 46.67 25 18.53 135 100.00

Tabloda yer alan bilgilerden de gorildigiu lizere, arastirmaya katilan 6grencilerin %62.22’si kiz,
%37.78'i ise erkek 6grencidir. Ayrica, arastirmaya katilan 6grencilerin %34.80'i besinci, %46.67'si altinci
ve %18.53'U de yedinci sinif 6grencisidir.

Verilerin Toplanmasi

Arastirmaya katilan ortaokul 6grencilerinin ‘Oriintd’ kavramina iliskin algilarini ortaya ¢ikarabilmek
icin, her birinden veri toplama araci olarak kullanilan formda yer alan "Oriintii ...... gibidir, ctnkd ..."
climlesini tamamlamalari istenmistir. Arastirmanin verileri, 2017-2018 bahar yariyilinda toplanmis ve bu
asamada 6grencilerden anketin birinci bolimiinde yer alan ilk bosluga oriinti ile ilgili somut bir ifade
yani bir metafor yazmalari, ikinci bosluga ise bu metaforu yazma nedenlerini detayli bir bicimde
actklamalari istenmistir. Verileri toplama islemi, her sinif seviyesinde yaklasik 20 dakikalik uygulamalar
sonucunda tamamlanmistir. Verilerin toplanmasindan 6nce, 6grencilere kendilerinden istenene iliskin
uygun bilgiler verilmistir ve arastirmaya katilimin gondlliliik esasina gore oldugu da agiklanmistir.

Verilerin Analizi

Ogrencilerin doldurduklari formlar, ilk 6nce dikkatli bir sekilde okunmustur. ilk okuma sirasinda, bir
metafor olusturulmamis olan ya da 6rlinti kavrami ile iliskili olmayan formlar (toplam 28 form) gecersiz
sayllarak ¢alisma disinda tutulmustur.

Arastirma kapsaminda gergeklestirilen verilerin analizi asamasinda, ilk olarak arastirmada yer alan
38'i besinci sinif, 49'u altinci sinif, 20'si yedinci sinif 6grencilerine ait olan toplam 107 formun bilgisayar
ortamina aktarilma islemi tamamlanmistir. Ardindan, bu formlar her sinif dizeyinde ayri ayri
degerlendirilmistir. Metaforlarin ¢dziimlenmesinde, icerik analizi yontemi kullanilmistir. icerik analizinde
amag, elde edilen bulgularin diizenlenmesi, siniflandiriimasi ve sayisallastirilmis bir bicimde okuyucuya
sunulmasidir. Bu kapsamda, elde edilen veriler sistemli verilere donistirilmis ve kategorilestirilmistir.
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(Tavsancil & Aslan, 2001). Bu asamada da, oOgrencilerin gelistirdikleri metaforlar metaforlarin
belirlenmesi, siniflandiriimasi ve kategorilestiriimesi olmak Uzere (¢ asamada analiz edilmis ve
yorumlanmistir.

Bu asamada, oncelikle gecerli metaforlar temalarin belirlenmesi amaciyla iki farkh arastirmaci
tarafindan ayri ayri okunmustur. Elde edilen arastirma bulgularinin analizinde, metaforlarin belirlenmesi
asamasinda arastirmaya katilan ortaokul besinci, altinci ve yedinci sinif 6grencilerinin gelistirdikleri
metaforlar ve bu metaforlarin nedenleri alfabetik siraya gore kodlanmis ve listelenmistir. Metaforlarin
siniflandirilmasi  asamasinda, benzer metaforlar diger metaforlarla ortak 6zelliklerine goére
siniflandiriimigtir. Bagka bir ifadeyle, 6grencilerin urettikleri gegerli metaforlar frekans degeri gbz 6niine
alinarak siralanmig ve gruplanmistir. Kategorilestirme asamasinda ise, metaforlar ériintii kavrami ile
iliskili ortak ozellikleri agisindan tek tek irdelenmis ve analiz edilmistir. Bu kapsamda, gegerli metaforlar
sinif  diizeylerine gore detaylandirilmis ve arastirmacilar tarafindan belirlenen kategorilere
yerlestirilmislerdir. Bu asamada, 6grenciler tarafindan yapilan agiklamalar incelendiginde birden fazla
kategoriye dahil olabilecek metafor yanitlari gecgersiz sayilarak hicbir kategoriye dahil edilmemistir.
Belirlenen kategoriler, daha 6nce bu alanda yapilan ¢alismalarda elde edilen bulgular ve bu arastirma
kapsaminda elde edilen verilerin/metaforlarin agiklamalarinin 6grenciler tarafindan ortaya koyulus
bicimi goz 6niinde bulundurularak olusturulmus ve sunulmustur. Her bir metafor belli bir tema ile
iliskilendirilerek "tekrar etme/yenileme", "ardisik ve diizenli olma", "kuralli olma", devamhlik", "sekil" ve
"diger" olmak Uzere toplam 6 farkh kategori altinda toplanmistir. Ardindan, kategorize edilen metaforlar
arastirmacilardan biri tarafindan iki hafta sonrasinda gbzden gegirilmis ve metaforlara iliskin kategorilere
son sekli verilmistir. Ardindan da, bu metaforlar ve kategorilere ait tablolar ytzde ve frekans degerleri ile
birlikte bulgular kisminda sunulmustur. Son olarak, arastirma bulgulari gerekli yerlerde dogrudan
alintilarla desteklenmistir. Temalara uygun olacak sekilde gruplanan metaforlarin sinif diizeylerine gore
farkhlasip farkhlasmadigi ise, gerceklestirilen ki-kare testi araciligi ile incelenmistir. Calismanin tiim analiz
siirecinde; elde edilen verilerin listelenmesinde, tablolastirilmasinda ve kategorilestirilmesinde Microsoft
Office Excel 2010 ve SPSS Statistics 22 programlar kullanilmistir.Uygulanan ki-kare testi icin anlamhhk
diizeyi .05 olarak alinmustir.

Arastirmanin Gegerlik ve Guvenilirligi

Bu nitel arastirmanin gegerlik ve givenirliginde, inandiricihk/tutarlilk ve aktarilabilirlik stratejileri
esas alinmistir (Yildinm & Simsek, 2013: 264-272). Bu kapsamda, inandiriciigin ve tutarliligin saglanmasi
icin arastirmacilar tarafindan ayri ayri degerlendirme ve kategorilendirmeler yapilmistir. Bu stratejiler,
arastirmacilar tarafindan ayri ayri gruplamalar arasindaki farkhhklarin, arastirmacilar tarafindan yapilan
ortak degerlendirilmesi akabinde kategorilere son seklinin verilmesi ile saglanmistir. Boylelikle,
arastirmanin niteligi de arttirilmistir. Ornegin, ériintilerin diizenli olmasi ve belirli bir kuralinin olmasi
bazi arastirmacilar tarafindan ayni kategoride incelenirken yapilan ortak degerlendirme sonucunda ayri
kategorilerde ele alinmistir. Aktarilabilirlik, arastirmada elde edilen durumlarin ve 6zelliklerin ayrintili bir
bicimde betimlenmesi ve yorumlanmasi ile saglanmaya c¢alisilmistir. Ayrica, arastirma verilerinin icerik
analizine uygun olacak bigcimde siniflandiriimasi, belirlenen temalara gore yeniden diizenlenmesi ve
yorumlanmasina da dikkat edilmistir.Arastirma bulgularina iliskin rapor yaziminda da, arastirma
verilerinin akla yatkinlik, bireylerin deneyimlerine uygunluk ve okunurluk 6zelliklerini tasimasina da 6zen
gosterilmistir.

Bulgular

Bu bolliimde, arastirmaya katilan ortaokul besinci, altinci, yedinci sinif 6grencilerinin ‘Orintd’
kavramina yonelik algilari ve sahip olduklari metaforlar arastirma problemlerine uygun olarak alt
baslklar halinde agiklanmis ve yorumlanmistir. Bu arastirma kapsaminda, arastirmaya katilan altinci,
yedinci ve sekizinci sinif O6grencileri "6rinti" kavramina iliskin toplam 107 gecerli metafor
olusturmuslardir. Ogrencilerin Urettikleri bu metaforlar toplam 6 kategori altinda toplanmis ve asagida
yer alan tablolarda sunulmustur. Bu metaforlar ve olusturulan kategorilere asagida yer verilmistir.
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Birinci Arastirma Problemine iliskin Bulgular

Bu arastirmanin birinci alt problemi "Ortaokul besinci sinif égrencilerinin ériinti kavramina iliskin
sahip olduklari metaforlar nelerdir?" seklindedir. Bu arastirma problemine iliskin olarak, arastirmaya
katilan 47 besinci sinif 6grencisinin ortaya koydugu toplam 38 metafor frekans ve ylizde degerleri ile
birlikte Tablo 2'de verilmistir.

Tablo 2.
Besinci Sinif Ogrencilerinin Metaforlarina iliskin Yiizde ve Frekans Degerleri.
Metafor f % Metafor f %
1 Gece-glindiiz 4 10.53 16 Alfabe 1 263
2 Ayin evreleri 2 527 17 Agag 1 263
3  Aylar 2 527 18 Artikyil 1 263
4 Mevsimler 2 527 19 Dolap 1 263
5 Sekiller 2 527 20 Gunlik plan 1 263
6 Glines, diinya ve ay hareketi 2 527 21 insan 1 263
7 Aylardaki glin sayisi 1 263 22 istiklal Marsi 1 263
8 Aksam haberleri 1 2.63 23 Karinca 1 2.63
9 Arkadaslik-sevgi 1 263 24 Kitap 1 263
10 Ath karinca 1 2,63 25 Okulzili 1 263
11 Gunesin dogup batmasi 1 263 26 Oyun 1 263
12 Gilines-diinya-ay 1 2.63 27 Pencere 1 2.63
13 Sabah-aksam 1 263 28 Saat 1 263
14  Simgek-gok giriltiisi 1 263 29 Tirtl 1 263
15 Okula giris ¢ikis saati 1 263 30 Yildz 1 263

Toplam 38 100.0

Yapilan incelemeler sonucunda, arastirmaya katilan besinci sinif 6grencilerinin orinti hakkinda
toplam 30 farkli metafor (rettikleri ve Uretilen toplam metafor sayisinin38 oldugu belirlenmistir.
Uretilen metaforlarin sikhgi 1 ile 4 arasinda degismektedir. En ¢ok tekrarlanan metaforlarin ise ‘gece-
gindiz’, ‘ayin evreleri’, ‘aylar’, ‘glines diinya ve ay hareketleri’, ‘mevsimler’ ve ‘sekiller’ olarak ifade
edildigi gorilmustir. Asagida da, besinci sinif 6grencilerinin bu metaforik algilarina iliskin 6rneklere yer
verilmistir.

"Oriintii giines, diinya ve ay hareketleri gibidir; ¢iinkii onlar siirekli tekrarlar."

"Oriintii adag¢ gibidir; ¢iinkii adaclar cicek acip meyve verirler bu islemi her ilkbaharda

gerceklestirirler."

ikinci Arastirma Problemine iliskin Bulgular

ikinci arastirma problemi "Ortaokul altinci sinif 6grencilerinin ériintii kavramina iliskin sahip olduklar:
metaforlar nelerdir?" biciminde olup bu arastirma problemine iliskin olarak arastirmaya katilan toplam
63 altinci sinif 6grencisinin Grettigi toplam 49 metafor incelenmistir. Buna iliskin bulgularda Tablo 3’te
sunulmustur.

Tablonun incelenmesi sonucunda, arastirmaya katilan ve metaforu gecerli sayilan altinci sinif
6grencilerinin ortntld hakkinda 34 farkl metafor Urettigi ve Uretilen toplam metafor sayisinin ise 49
oldugu belirlenmistir. Ayrica, yapilan incelemelerde bu metaforlarin frekanslarinin 1 ve 4 arasinda
degiskenlik gdsterdigi anlasiimistir. incelemeler sonucunda, en ¢ok tekrarlanan metaforlar ise “giinliik
hayat”, “dersler” ve “insan hayat1” seklinde ortaya g¢ikmistir. Altinci sinif 6grencilerinin 6riintl hakkindaki
metaforik algilariile ilgili drneklere asagida yer verilmistir:

"Oriintii matematik gibidir; ¢iinkii matematik gibi aralarinda bir sira vardir."

"Oriintii hayat gibidir; ciinkii kalp bize kan pompalarken ayni islemleri tekrarliyor. Buda ériintii

oluyor. Dolayisiyla 6riintii olmazsa hayat olmaz."
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Tablo 3.

Altinci Sinif Ogrencilerinin Metaforlarina iliskin Frekans ve Yiizde Degerleri.
Metafor f % Metafor f %
1 Ganluk hayat 4 8.18 18 Evler 1 2.04
2 Dersler 3 6.13 19 Hayat kural 1 2.04
3 insan hayati/hayat 3 6.13 20 ibadet 1 2.04
4  Gece-giindiiz 2 4.08 21 insan 1 2.04
5 Gilnler 2 4.08 22 Karinca 1 2.04
6 Kural 2 4.08 23 Matematigin bas taci 1 2.04
7 Matematik 2 4.08 24 Renkler 1 2.04
8 Saat 2 4.08 25 Saat carki 1 2.04
9 Sayi 2 4.08 26 Saatteki sayi 1 2.04
10 Tren 2 4.08 27 Sira 1 2.04
11 Yol 2 4.08 28 Siralama 1 2.04
12 Arabanin vidasi 1 2.04 29 Su 1 2.04
13 Ayarli diizenek 1 2.04 30 Tren vagonu 1 2.04
14 Cember-daire 1 2.04 31 Utdla carsaf 1 2.04
15 Dag 1 2.04 32 Yemekteki tuz 1 2.04
16 Ders programi 1 2.04 33 Ydruyls 1 2.04
17 Dinya 1 2.04 34 Zaman 1 2.04
Toplam 49  100.0

Ugiincii Arastirma Problemine iligkin Bulgular

Bu arastirma kapsaminda yer alan Uglncli arastirma problemi ise, "Ortaokul yedinci sinif
6grencilerinin 6riintti kavramina iliskin sahip olduklari metaforlar nelerdir?" seklinde belirlenmistir. Bu
asamada, ilk olarak bu arastirmaya katilan toplam 25 yedinci sinif 6grencisi "6rinti" hakkinda toplam 20
farkh metafor tretmislerdir. Bu metaforlar, Tablo 4’te frekans degerleri ile birlikte asagida sunulmustur.

Tablo 4.

Yedinci Sinif Ogrencilerinin Metaforlarina iliskin Frekans ve Yiizde Degerleri.
Metafor f % Metafor f %
1 Saat 3  15.00 9 insan 1 5.00
2 Aylar 2 10.00 10 Mevsimler 1 5.00
3 Haftanin ginleri 2 10.00 11 Okul 1 5.00
4  Apartman 1 5.00 12 Sogan 1 5.00
5 Bebek 1 5.00 13 Sonsuz 1 5.00
6 Bina 1 5.00 14 Seker oyunu 1 5.00
7  Cicek sayisi 1 5.00 15 Tren-vagon 1 5.00
8 Dinya 1 5.00 16 Yoklama listesi 1 5.00
Toplam 20 100.00

Tablonun incelenmesi neticesinde, arastirmaya katilan yedinci sinif 6grencilerinin metaforlarin biiytk
cogunlugunun birer katihmci tarafindan dretildigi goriilmustiir. En ¢ok tekrarlanan metaforun ‘saat’
oldugu goriilmektedir. ikiser katilimci tarafindan iretilen metaforlar ise ‘aylar’ ve ‘giinler’ olarak
belirlenmistir. Asagida bu metaforlara iliskin 6rneklere yer verilmektedir.

"Oriintii seker oyunu gibidir; ¢ciinkii her seviyede zorlasiyor."

"Oriintii diinya gibidir; ¢iinkii bir diizene sahiptir."
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Dordiincii Arastirma Problemine iliskin Bulgular

Bu arastirmada yer alan "Ortaokul besinci, altinci ve yedinci sinif égrencilerinin 6riintii kavramina
yénelik sahip olduklari metaforlar ortak 6zellikler bakimindan hangi kavramsal kategoriler altinda
toplanabilir?" seklindeki dordiincl arastirma problemine iliskin elde edilen bulgulara da bu kisimda yer
verilmistir. Bu kapsamda, arastirmaya katilan besinci, altinci ve yedinci sinif 6grencilerinin "oriintd"
kavramina iliskin olarak Urettigi gecerli metaforlarin sinif seviyesine bakilmadan oriinti kavrami ile ilgili
hangi 6zelligi vurguladigl incelenmistir. Bunun sonucunda, arastirmaya katilan toplam 135 ortaokul
ogrencisinin gegerli 107 metaforu toplam 6 farkli kavramsal kategori de ele alinmis ve sunulmustur. Bu
kavramsal kategoriler, asagida yer alan tablolarda detayli bir sekilde sunulmustur.

Kategori 1. Tekrar etme/Yineleme: Oriintli kavramina iliskin olarak "tekrar etme/yineleme" adi
altinda yer verilen bu kategoride, nesne veya olay kiimesindeki elemanlarin birbirini takip etmesi
tanimina uygun olan metaforlarin toplanmistir. Bu kategori altinda toplanan metaforlar sinif diizeylerine
gore tablolastirilarak Tablo 5’te sunulmustur.

Tablo 5.
Tekrar Etme/Yineleme Kategorisi icin Ogrencilerin Urettikleri Metaforlar.
Besinci Sinif Altinci Sinif Yedinci Sinif

Metafor f % Metafor f % Metafor f %
Aylar 2 5.27 Gunlik hayat 2  4.08 Ginler 2 10.00
Agag 1 2.63 Dersprogrami 1 2.04 Mevsimler 1 5.00
Gece-glindliz 1 2.63 Dinya 1 2.04 Aylar 1 5.00
Gines, dinya ve ay h. 1 2.63 Ders 1 2.04
istiklal marsi 1 2.63 Hayat 1 2.04
Okula giris ¢ikis saati 1 2.63 Karinca 1 2.04
Okul zili 1 2.63 Saat 1 2.04
Saat 1 263

Toplam: 9 23.68 Toplam: 8 16.32 Toplam: 4 20.00

Tablo 5 incelendiginde, 6riintl kavraminin "tekrar etme/yineleme" kategorisi altinda 9 besinci sinif
ogrencisi toplam 8 farkli metafor, 8 altinci sinif 6grencisi toplam 7 farkli metafor ve 4 yedinci sinif
Ogrencisinin ise 3 farkli metafor Urettikleri anlasilmistir. Sinif seviyelerine gore, en ¢ok tekrarlanan
metaforlar sirasiyla; "aylar", "giinliik hayat" ve "glinler" metaforlaridir. Bu kategori altindaki metaforlar
hakkinda bazi 6grenci goriislerine de asagida yer verilmistir:

"Oriintii giines, diinya ve ay hareketleri gibidir; ¢ciinkii onlar siirekli tekrarlar.”

"Oriintii giinliik hayat gibidir; ¢linkii her zaman tekrarlanir."”

"Griintii glinler gibidir; ¢linkii tekrar eder."

Kategori 2. Ardisik ve diizenli olma: Oriintiilere iliskin "ardisik ve diizenli olma" kategorisinde,
ortntl kavraminin sistematik bir dizende oldugunu ifade eden metaforlar toplanmistir. Bu kategori
altinda toplanan metaforlar, sinif diizeylerine gore tablolastirilarak asagida Tablo 6'da sunulmustur.

Tablo 6 incelendiginde, oriintilerin "ardisik ve diizenli olma" si kategorisi altinda 15 besinci sinif
ogrencisinin toplam 12 farkh metafor, 15 altinci sinif 6grencisinin toplam 13 farkh metafor ve 7 yedinci
sinif 6grencisinin toplam 7 farkli metafor (rettigi gorilmistir. Bu kategori altinda, besinci sinif
o6grencileri tarafindan en ¢ok tekrarlanan metaforlar, “gece-giindiiz” ve “mevsimler” seklinde iken,
altinci sinif 6grencileri tarafindan en ¢ok tekrarlanan metaforlar ise "gece-glindiiz" ve "glinler"
bicimindedir. Ayrica, bu kategori altinda yedinci sinif 6grencileri tarafindan olusturulan metaforlarin
birer katihmci tarafindan sodylendigi ortaya c¢ikmistir. Bu kategori altinda yer alan metaforlardan
orneklere de asagida yer verilmistir.

"Oriintii takvimdeki aylarin cektigi giin sayisi gibidir; ¢iinkii takvim giinleri belirli araliklarla ¢eker

ocak 31 sonra 30 gibi."
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"Oriintii bir giinliik hayat gibidir; ¢linkii hayat ardi ardina devam eder. Bence insanlarin hayati
Oriintadir."

"Oriinti yoklama listesi gibidir; ¢ciinkii yoklama siralidir."

Tablo 6.
Ardisik ve Diizenli Olma Kategorisi icin Ogrencilerin Urettikleri Metaforlar.
Besinci Sinif Altinci Sinif Yedinci Sinif
Metafor f % Metafor f % Metafor f %
Gece-giindiiz 3 7.90 Gece-glindiiz 2 4.08 Aylar 1 5.00
Mevsimler 2 5.27 Giinler 2 4.08 Bina 1 5.00
Aksam haberleri 1 2.63 Ayarlidizenek 1 2.04 Cicek 1 5.00
Alfabe 1 2.63 Dersler 1 2.04 Dinya 1 5.00
Ayin evreleri 1 2.63 Gunluk hayat 1 2.04 Okul 1 5.00
Aydaki giin sayisi 1 2.63 Hayat kurah 1 2.04 Saat 1 5.00
Gines, diinya ve ay h. 1 2.63 ibadet 1 2.04 Yoklama list. 1 5.00
Gunesin dogup batm. 1 2.63 insan 1 2.04
Kitap 1 2.63 Matematik 1 2.04
Sabah-aksam 1 2.63 Saatteki sayi 1 2.04
Sekiller 1 2.63 Sayi 1 2.04
Yildiz 1 2.63 Sira 1 2.04
Ranking 1 2.04
Toplam: 15 39.47 Toplam: 15 30.60 Toplam:7  35.00

Kategori 3. Oriintiiniin kuralli olmasi: Arastirmaya katilan besinci sinif 8grencilerinden 5, altinci sinif
ogrencilerinden 3 ve sekizinci sinif 6grencilerinden 2 tanesinin 6riinti kuralina vurgu yaparak metaforlar
trettikleri goralmustir. Bu kategori altinda toplanan metaforlar sinif diizeylerine gore tablolastirilarak
asagida Tablo 7’de sunulmustur.

Tablo 7.
Ardisik ve Diizenli Olma Kategorisi icin Ogrencilerin Urettikleri Metaforlar.
Besinci Sinif Altinci Sinif Yedinci Sinif

Metafor f % Metafor f % Metafor f %
Artik yil 1 2.63 Kural 2 4.08 Saat 1 5.00
Ayin evreleri 1 2.63 Saat 1 2.04 Tren-vagon 1 5.00
Glines dlinya ve ayin h. 1 263
Gunluk plan 1 263
Simsek-gok gurultisi 1 263

Toplam: 5 13.15 Toplam:3 6.12 Toplam: 2 10.00

Tablo 7 incelendiginde, "6rintinin kuralli olmasi" kategorisi altinda besinci sinif 6grencileri 5 farkli
metafor, altinci sinif 6grencileri 3 ve yedinci sinif 6grencileri de 2 farkh metafor Gretmislerdir. Sinif
seviyelerine gore, Uretilen metaforlarin cogunlukla birer katihmci tarafindan ifade edildigi goriilmektedir.
Ayrica, katilimcilar tarafindan ifade edilen bu metaforlarin yalnizca 10 tanesinin bu 6zelligi dikkate aldig
da yapilan incelemelerden anlasiimistir. Bu kategori altindaki metafor 6rneklerine asagida yer verilmistir:

"Oriintii artik yil gibidir; ¢iinkii dért yilda bir olmak iizere kurali vardir."

"Oriintii kural gibidir; ¢iinkii 6riintii kuralsiz olmaz."

"Oriintii bir saat bir zaman gibidir; ¢ciinkii iki say! arasi bir kural vardir. Bir saatteki zaman farkinin

ayni oldudu gibi saniyeler vardir. Birisi uzun birisi kisa degildir. Aralk aynidir kurallidir."”

Kategori 4. Oriintiiniin devamliligi: Oriintiiniin devamliligr adi verilen bu kategori, driintiiniin diizenli
devam eden ve genisleyen yapilar olma 6zelligini kapsayan metaforlarin toplandigi bir kategoridir. Bu
kategori altinda toplanan metaforlar sinif diizeylerine gére tablolastirilarak Tablo 8'de sunulmustur.
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Tablo 8.
Oriintiiniin Devamliligi Kategorisi icin Ogrencilerin Urettikleri Metaforlar.
Besinci Sinif Altinci Sinif Yedinci Sinif

Metafor f % Metafor f % Metafor f %

insan 1 2.63 Dag 1 2.04 Apartman 1 5.00
Dersler 1 2.04 Bebek 1 5.00
Ev 1 2.04 insan 1 5.00
Sayi 1 2.04 Saat 1 5.00
Su 1 2.04 Sonsuz 1 5.00
Yarayas 1 204
Zaman 1 2.04

Toplam: 1 2.63 Toplam: 7 14.28 Toplam: 5 25.00

Tablo 8 incelendiginde, "6rintiiniin devamlligl" kategorisinde besinci sinif 6grencilerinden sadece bir
6grencinin metafor Urettigi gorllmustir. Ayrica, 7 altinci sinif 6grencisi toplam 7 farkh metafor ve 5
yedinci sinif 6grencisi 5 farkli metafor Uretebilmistir. Sinif seviyelerine gore Uretilen metaforlar, birer
katimci tarafindan (retilen metaforlardir. Bu kategori altindaki metaforlar hakkinda bazi 6grenci
goruslerine sinif dlizeylerine gore asagida yer verilmistir.

"Oriintii insan gibidir; ¢ciinkii her zaman artar ve azalir."

"Oriintii zaman gibidir; ¢ciinkii her zaman siirer.”

"Oriintii sonsuz gibidir; ¢linkii ériintiiniin baslangici belli ama sonu belli degildir."

Kategori 5. Sekil olarak oriintii: Sekil olarak 6rintu kategorisinde, 6riinti olusturulurken kullanilan
sekil ve orlintu sorularinda 6grencilerin karsilarina g¢ikan sekillerden hareketle, 6grenciler tarafindan
uretilen metaforlar toplanmistir. Bu kategorideki metaforlar sinif diizeylerine gore tablolastirilarak Tablo
9’da sunulmustur.

Tablo 9.
Sekil Olarak Oriintii Kategorisi icin Ogrencilerin Urettikleri Metaforlar.
Besinci Sinif Altinci Sinif

Metafor f Metafor f Metafor f
Dolap 1 2.63 Tren 2 4.08
Karinca 1 2.63 Yol 2 4.08
Pencere 1 2.63 Cember-daire 1 2.04
Sekil 1 2.63 Utila carsaf 1 2.04
Tirtil 1 2.63 Trenvagonu 1 2.04

Toplam: 5 13.15 Toplam: 7 14.28

Tablo 9 incelendiginde, "Sekil olarak oriinti" kategorisi altinda 5 besinci sinif 6grencisi toplam 5 farkl
metafor ve 7 altinci sinif 6grencisi toplam 5 farkli metafor Gretmislerdir. Yedinci sinif 6grencileri
tarafindan da bu kategori altinda metafor lretilmemistir. Elde edilen bu sonucun, yedinci sinif diizeyinde
cebir agirlikh konulara yer verilmesinden kaynaklandigi distnilmektedir. Altinct sinif 6grencileri
tarafindan olusturulan metaforlardan en ¢ok tekrarlanan metaforlar ise; "tren" ve "yol" metaforlaridir.
Bu kategori altindaki metaforlar hakkinda bazi 6grenci gorislerine sinif diizeylerine gore asagida yer
verilmistir.

"Oriintii tren vagonu gibidir; ¢iinkii 6riintii sekilleri diizgiindiir"

"Oriintii pencere gibidir; ¢iinkii béliim bélimdiir"

Kategori 6. Diger: Arastirmaya katilan besinci sinif 6grencilerinden 3’0, altinci sinif 6grencilerinden
9'u ve vyedinci sinif Ogrencilerinden 2'sinin Urettigi metaforlar herhangi bir kategoriye
yerlestirilemediginden, "diger" kategorisi altinda toplanmis ve sunulmustur. Bu kategori altinda toplanan
metaforlar da, sinif dlizeylerine gére tablolastirilarak asagida Tablo 10’da sunulmustur.
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Tablo 10.
Diger Kategorisi icin Odrencilerin Urettikleri Metaforlar.
Besinci Sinif Altinci Sinif Yedinci Sinif
Metafor f % Metafor f % Metafor f %
Arkadashk/Sevgi 1 2.63 Hayat 2 4.08 Sogan 1 5.00
Atli karinca 1 2.63 Arabanin vidasi 1 2.04 Seker oyunu 1 5.00
Oyun 1 2.63 Gunlik hayat 1 2.04
Matematik 1 2.04
Mat. bas taci 1 2.04
Renkler 1 2.04
Saat garki 1 2.04
Yemekteki tuz 1 2.04
Toplam: 3 7.91 Toplam:9  18.40 Toplam: 2 10.00

Diger kategorisi adi altinda en ¢ok metaforu (9 adet) altinci sinif 6grencilerinin tGretmis olmalari
dikkat gekicidir. Bu kategorideki 6grenci gorislerinden 6rneklere de asagida yer verilmistir:

"Oriintii oyun gibidir; ¢iinkii eglencelidir."

"Oriintii matematidin bas taci gibidir; ¢iinkii matematigi siisler ve sekillendirir."

"Oriintii renkler gibidir; ¢ciinkii renkler birbirleriyle olustuklari icin ériintiide ona benziyor."

Besinci Arastirma Problemine iliskin Bulgular

Bu arastirmada yer alan "Ortaokul besinci, altinci ve yedinci sinif égrencilerinin ériintii kavramina
yénelik olarak drettikleri metaforlar sinif diizeylerine gére farkhilasmakta midir?" seklindeki beginci
arastirma problemine cevap aranirken, 6grencilerin ortaya koydugu metaforlar arastirma kapsaminda
belirlenen 6 farkl kategori baglaminda degerlendirilmis ve karsilagtirilmistir.

Bu karsilastirma igin ki-kare testi kullanilmistir. Bu testin yapilabilmesi igin dncelikle 6grencilerin
urettikleri metaforlarin hangi kategori altinda olduguna iliskin frekans ve ylzde degerleri hesaplanmistir.
Asagida, bu kavramsal kategoriler altinda yer alan Tablo 11'de metaforlarin sinif diizeylerine goére
frekans ve ylzde degerleri yer almaktadir.

Tablo 11.
Kavramsal Kategorilerin Sinif Diizeylerine Gére Frekans ve Yiizde Degerleri.
Besinci Sinif Altinci Sinif Yedinci Sinif Toplam
Kategoriler f % f % f % f %
Tekrar Etme-Yineleme 9 2369 8 16.32 4 20.00 21 19.63
Ardisik, Diizenli Olma 15 39.47 15 30.60 7 35.00 37 34.58
Oriint.Kuralli Olmasi 5 13.15 3 6.12 2 10.00 10 9.35
Oriintiiniin Devamlilig 1 263 7 14.28 5 25.00 13 12.15
Sekil Olarak Oriinti 5 13.15 7 14.28 0 .00 12 11.21
Diger 3 791 9 18.40 2 10.00 14 13.08
Toplam 38 100.00 49 100.00 20 100.00 107 100.00

Yukaridaki tabloya gore, arastirmaya katilan 6grencilerin “Ardisik ve dizenli olma” lizerinde diger
kategorilere gére daha fazla metafor trettikleri goriilmektedir (Besinci sinif %39.47; Altinci sinif %30.61;
Yedinci sinif %35.00; Timi %34.58). Bununla birlikte, besinci sinif 6grencileri tarafindan Uretilen en az
sayida metaforlarin ‘Oriintiiniin devamliligr’'(%2.63) kategorisinde oldugu gériilmektedir. Ayrica, altinci
sinif 8grencilerinde en az metafor iiretimi (%6.12) “Oriintiiniin kuralli olmasi” kategorisinde iken, yedinci
sinif 6grencilerinde en az metafor (%.00) tretimi ise “Sekil olarak 6riintl’ kategorisindedir.
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Genel tabloya bakilacak olunursa; ortaokul besinci, altinci ve yedinci sinif 6grencilerinde en ¢ok
“Ardisik ve dizenli olma” ve “Tekrar etme ve yineleme" (Sirasiyla %34.58 ve %19.63) kategorilerine
iliskin metaforlar Urettikleri gériilmektedir. Bununla birlikte, en az “Oriintiiniin kuralli olmasi” (%9.35)
kategorisine iliskin metafor uretildigi de belirlenmistir.

Besinci, altinci ve yedinci sinif 6grencilerinin 6riintl kavramina iliskin olarak trettikleri metaforlarin
sinif diizeylerine gbre degisip degismediginin arastirlmasi amaciyla gerceklestirilen Ki-Kare Testi
sonuglarina ise Tablo 12'de yer verilmistir. Elde edilen Ki-kare Testi’nin sonucuna (x2= 20.45; p= .16)
gore, sinif dizeyleri ile farkli kategorilerde yer alan metaforlar arasinda anlamli bir farkhhk
bulunmamustir.

Tablo 12.
Metaforlarin Sinif Diizeylerine Gére Karsilastiriimasina iliskin Analiz Sonuglari.
Deger sd p
Pearson Chi-Square 20.45° 15 .16
ihtimal orani 20.28 15 .16
n 107

Tartisma, Sonug ve Oneriler

Ortaokul besinci, altinci ve yedinci sinif 6grencilerinin “6riintli” kavramini algilayis bigimlerinin
metaforlar araciligiyla ortaya koyuldugu bu arastirmada, arastirmaya katilan 6grencilerin 6rinti
kavramina iliskin gecerli toplam 107 metafor olusturduklar elde edilen bulgulardan anlasiimistir. Bu
metaforlarin 38’i besinci sinif, 49’u altinci sinif ve 20’si yedinci sinif 6grencisi tarafindan uretildigi
raporlanmistir.

Bu arastirma kapsaminda, O©grenciler tarafindan Uretilen metaforlar 6 farkli boyutta
gruplandirilmistir. Bu kapsamda olusturulan gruplar; 6ériinti kavramina iliskin tekrar etme/yineleme,
ardisik ve diizenli olma, kuralli olma, 6riintiiniin devamliligi, sekil boyutlari ile bunlarin higbirine dahil
edilemeyen gecerli metaforlarin yer aldigi diger kategorisi olarak ortaya ¢ikmistir.

Bu arastirmaya katilan 6grencilerin 6nemli bir kismi Grettikleri metaforlarda 6rinti kavraminin
ardisik ve diizenli olma (%34.58) ve tekrar eden/yinelenen (%19.63) yapilar olmasina vurgu yapmislardir.
Bu durum, ogrencilerin tekrarlayan ve dolayisiyla da ardisik ve dizenli olan 6riinti 6rneklerine
derslerden ve ders kitaplarindan daha fazla asina olduklarina isaret etmektedir. Yapilan incelemelerde,
ders kitaplarinda ve derslerde genellikle 6riinti icin kullanilan 6rneklerin belirli diizende tekrar eden
sayllar veya sekiller dizileri ile basladig goriilmektedir. Ulasilan bu sonug Yaman (2010) tarafindan elde
edilen ortaokul 6grencilerinin en basarili olduklari orlinti cesidinin tekrarlayan orintiler oldugu
sonucunu destekler niteliktedir. Bu baglamda, somut olarak 6grenciye sunulan yinelemeli gorsellerin,
belirgin kurali bulunan o6riintllere gére de daha anlasilir ve kalici oldugu séylenebilir. Ayrica yapilan
incelemelerde, bu iki kategoriye iliskin en ¢ok sayida metaforu besinci sinif 6grencilerinin lrettigi
gorulmistir.

Bu arastirmada elde edilen bulgular, 6grencilerin az bir kisminin da (%9.35) oriinti kavraminin kuralli
olmasina yonelik metafor trettiklerini gdstermektedir. Bu arastirmada bu durumu az sayida vurgulamis
olmalari ise, 6grencilerin yapilan arastirmalarda ortaya ¢ikan orinti kuralini belirleme ve cebirsel ifade
olarak yazma konusunda zorluklar yasandigini destekler niteliktedir. Bu durumun, bu arastirmada
o6grenciler yasadiklari bu zorluklardan dolayi 6rinti ile ilgili distince yapilarinda 6riintiinin kurallihk
ozelligini yeterli diizeyde kullanamamalarindan kaynaklandigi dislintilmektedir.

Bu arastirmada ortaya cikan diger iki kategori ise &riintiiniin devamliligi ve sekil kategorileridir.
Ogrencilerin devamlilik kategorisine iliskin olarak trettikleri metaforlar incelendiginde, az sayida olmakla
birlikte ozellikle altinci ve yedinci sinif 6grencilerin bu kategori kapsaminda yer alan metaforlar
trettikleri anlasilmistir. Aksine, sekil kategorisindeki metaforlara bakildiginda da, sadece besinci ve
altinci sinif 6grencilerinin  6rintinin bu yoénini ortaya koyan metaforlar Gretmis olduklar da
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gorilmuistir. Bu durum, yedinci sinif programlarinda ériintiintin kuralinin belirlenmesine yonelik olarak
yapilan galismalarda devamliliginin da 6n plana ¢ikmasina baglanabilir. Ayrica, yapilan incelemelerde en
¢ok besinci sinif 6grencilerinin oriintinin kuralli olma yénini vurgulayan metaforlar Uretirken,
devamhligina iliskin olarak da en az sayida metaforu urettikleri anlasilmistir. Bu baglamda, 6grencilerin
sinif dlizeyi arttikga ortintlinlin sekil yerine devamlilik yonin( daha ¢ok ortaya koymalari sonucu da, sinif
dizeyi arttikga 6grencilerin oriintl kavramini tam anlami ile igsellestirmeye ve anlamaya basladiklarina
isaret etmektedir. Ulasilan bu sonuglar da, Yaman (2010) tarafindan gergeklestirilen ¢alismanin
sonucunda elde edilen sinif diizeyi artikga oriintl konusu ile ilgili 6grenci basarilarinin arttigi yoniinde
yapilan agiklamalari destekler niteliktedir.

Bu arastirma kapsaminda uretilen metaforlar incelendiginde ise, besinci sinif 6grencilerinin oriinti
kavramina ait Ozelliklere daha genis agidan bakarak metaforlar Urettikleri ve bu sinif diizeyindeki
ogrencilerin orlntinidn genisleyen bir yapida olma 6zelligini dikkate almadiklarina isaret etmektedir.
Oriintli kavraminin cebir &gretiminde temel oldugu disiinildigiinde, arastirmaya katilan altinci ve
yedinci sinif 6grencilerinin cebire gecis asamasinda orinti kavramina matematiksel anlamda yeterince
hakim olamadiklari sonucu da ortaya ¢ikmaktadir. Ayrica, Urettikleri metaforlardan oriinti kavrami
ortaokul 6grencileri icin daha ¢ok giinliik hayattan verilen 6rneklerle hatirlanan, belirli bir sira halinde
ilerleyen kavram olarak ortaya g¢ikmaktadir. Bu da, 6gretmenin bu kavramin 6grenimindeki rolini
onemli kilmaktadir. Bunun yaninda, 6rinti ile ilgili 6grenciler tarafindan verilen giinler, aylar, gece-
gindiz gibi 6rneklerin biyik oranda benzerlik géstermesi de dikkat ¢ekmektedir. Ulasilan bu sonug da,
Lannin, Barker ve Townsend (2006) tarafindan gerceklestirilen arastirmanin sonucunda elde edilen
ogrenci yaklasimlarini etkileyen faktorlerden birinin 6gretmen etkilesimi oldugu sonucunu destekler
niteliktedir. Clnkl bu arastirma kapsaminda yapilan incelemeler ayni zamanda farkli sinif diizeyindeki
ogrencilerin derslerine giren 6gretmenin ayni olmasi durumunda benzer 6rnekleri ve agiklamalari
kullandiklari anlagilmistir. Ayrica ortaokul besinci, altinci ve yedinci sinif 6grencilerinin érintii kavramina
iliskin olarak Urettikleri farkl kategorilerde yer alan metaforlarin sinif diizeylerine gére anlamli bicimde
farkhlasmamis olmasi da dikkat cekicidir. Bu durum, istatistiksel olarak farkli sinif dizeylerindeki
ogrencilerin benzer tirden metaforlar Gretmis olduklarina isaret etmektedir.

Sonug olarak, bu arastirmada metaforlar besinci, altinci ve yedinci sinif 6grencilerinin 6rinti
kavramina iliskin sahip olduklari algilari ortaya ¢ikarmada arastirma araci olarak kullanilmis ve yapilan
incelemelerde Ogrencilerin 6rinti kavrami ile ilgili metaforlarinin olumlu ya da olumsuzdan ziyade
¢ogunlukla oriinti kavraminin &zeliklerine yonelik olusturuldugu ortaya koyulmustur. Elde edilen
sonuglarda gorildagl lizere 6grenciler genellikle o6rintli  kavraminin  tekrar etme 6zelligine
odaklanmaktadir.

Bu arastirma kapsaminda elde edilen sonuglar, anaokulu yaslarindan itibaren farkli 6rintiler
Uzerinde c¢alismalar yapmis olan ortaokul 6grencilerinin o6rintlinin agirlikh olarak ardisiklik ve
tekrarlama ozelliklerini 6n plana gikaran bu 6riintl ¢calismalarinin sonucunda bu yonde metaforlari agirlik
olarak Urettikleri gorilmistir. Bu durum, orlintlinin farkh tirden ozelliklerinin de 6n plana ¢iktig
calismalara kiiciik siniflardan itibaren yer verilmesinin dnemine isaret etmektedir. Oriintii konusunda
yapilacak olan arastirmalarda, 6riinti kavraminin 6grenimine yonelik tasarimlara ve uygulamalara yer
verilebilir. Ayrica yapilacak olan farkli ¢alismalarda, metaforlar araciligiyla 6rintt kavrami gibi farkl
matematik kavramlar icin 6grencilerin sahip olduklari eksik bilgileri, hatalari ve yanilgilari belirlenebilir.
Ardindan, 6gretmenler tarafindan 6grencilerin bu bilgileri pekistirmesine yonelik dersler olusturulabilir.
Bu sekilde, matematik kavramlara iliskin olarak ortaya ¢ikan problemler incelenen kavramin temel teskil
ettigi farkh kavramlarda yeni problemlere yol agmadan yani 6grenme eksikligi olusmadan ¢oziilebilir.
Metafor Gzerinden galismalar yapacak olan arastirmacilara, farkh konularda/kavramlara iliskin veya ayni
konu Uzerinde daha genis orneklemler Uzerinden 6grenci gorislerinin belirlenmesi Onerilmektedir.
Ayrica, yapilacak olan c¢alismalarda goriisme teknigine de yer verilerek gorislerin nedenlerinin
derinlemesine incelenmesi de saglanabilir.
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Cevrimigi 03 Subat 2020 maddelerin, toplam varyansin %68.00’ini agikladigi anlasiimistir. Elde edilen alti

faktorli yapinin dogrulanmasi igin 255 6gretmenden olusan bir ¢alisma grubundan veri
Anahtar Kelimeler: toplanarak, Dogrulayici Faktér Analizi (DFA) yapilmistir. DFA sonucunda benzer
Ogretmen duygusu, sonuglar elde edilmis, model dogrulanmig ve model uyum indekslerinin mikemmel ya
Dilsel esdegerlik, da kabul edilebilir degerlere sahip oldugu gériilmustiir. Olcegin yapi gegerliginin
Adaptasyon. saglanmasindan sonra, giivenirlik analizleri gerceklestirilmistir. i¢ tutarlik giivenirligi

kapsaminda elde edilen Cronbach alfa (=.92), Spearman-Brown (=.67) ve Guttman
Split-Half (=.80) katsayilari 6lgegin istenilen dizeyde i¢ tutarliga sahip oldugunu
gostermistir.
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Introduction

Emotions are a dynamic part of life, and all organizations, including schools, are full of emotions,
either positive or negative (Hargreaves, 1998). A human being is a creature that does not have a
mechanical structure but rather consists of emotions. Considering human emotions is of critical
importance in order for the individual to feel cared for, increase his/her motivation, have sense of
belonging to the environment s/he lives in and maintain a healthy relationship with his/her environment
(Argon, 2015). When the subject is taken into account in the context of the school, it can be said that
the emotions experienced by teachers, who are an important stakeholder of the school organization,
should be taken into consideration in the organization of school and learning experiences.According to
Hargreaves (1998), teaching involves practices in which emotions are found. In this process, learning and
teaching includes the understanding of emotions, as well. In the continuation of teaching profession,
teachers' emotions are an inseparable part of the process and emotions have an important role in
achieving the goal of teaching. Consideration of teachers' feelings at schools provides significant
contributions to increasing teachers' performance (Argon, 2015), creating a positive school climate
(Collie, 2006), developing positive relationships with students (Brown, Vesely, Mahatmya, & Visconti,
2018), increasing student success (Beilock, Gunderson, Ramirez, & Levine, 2010; Frenzel, Goetz,
Stephens, & Jacob, 2009) and improving the quality of teaching (Tsang, 2018).

Teachers experience many emotions in their professional lives, from happiness, anger, pride to pity
(Frenzel, 2014). When the literature on teacher emotions is examined, it is seen that the emotions
experienced by teachers are examined under two categories as positive and negative, although there is
no consensus on the subject. In the category of positive emotions, happiness (Frenzel, Ludtke, Pekrun, &
Sutton, 2009; Sutton & Wheatley, 2003), love (Rodrigo-Ruiz, 2016) and pride (Darby, 2008; Sutton &
Harper, 2009) are among the emotions often mentioned while anger (Frenzel, 2014; Sutton & Wheatley,
2003), anxiety (Frenzel, 2014; Sutton & Wheatley, 2003), shame and guilt (Frenzel, 2014) are mostly
focused in the category of negative emotions. Factors such as high motivation levels, academic success
and willingness of students to participate in the course contribute to the positive emotions of happiness,
love and pride in teachers. On the other hand, some others as students’ failure or inappropriate
behaviors may trigger teachers’ emotions of anger, anxiety, shame and guilt and these are reported in
various studies (Becker, Meller, Goetz, Frenzel, & Taxer, 2015; Frenzel et al., 2016; Sutton & Harper,
2009). Positive or negative emotions experienced by teachers can cause them to feel burnout,
encounter emotional load or get excited (Frenzel et al. 2009). These feelings experienced by teachers in
their professional lives have the power to influence many variables such as classroom management,
classroom climate and instructional behaviors (Frenzel, 2014).

It is important to know the feelings experienced by teachers and the situations that reveal these
feelings, to regulate learning environments and to help teachers to have a healthy professional life
(Argon, 2015). In the context of emotions experienced by teachers in school environment, it can be said
that most of the studies that have been conducted so far (Bosch et al., 2016; Goetz, Frenzel, Pekrun,
Hall, & Lidtke, 2007; Goetz, Lidtke, Nett, Keller, & Lipnevich, 2013; Mainhard, Oudman, Hornstra,
Bosker, & Goetz, 2018; Martinez-Sierra & Garcia-Gonzalez, 2017; Ruiz et al., 2016; Sahla & Senthil
Kumar, 2016; Varlander, 2008) focus on emotions experienced by students, the international studies
examining teacher emotions (Becker et al., 2015; Khajavy, Ghonsooly, Fatemi, & Frenzel, 2018; Nichols,
Schutz, Rodgers & Bilica, 2017; Taxer & Frenzel, 2017; Taylor & Newberry, 2018) remain relatively
limited, and studies in Turkey (Basim, Begenirbas, & Can-Yalgin, 2013; Durak & Seferoglu, 2017;
Seferoglu, Yildiz, & Avci Yiicel, 2014) are more about teacher burnout. However, in order to prevent
teachers from experiencing the feeling of burnout, the process leading to this result, the concept of
emotional labor, and what emotions they experience in this process need to be known and understood
well. In this way, necessary measures can be taken before teachers face burnout, which is very difficult
to return, so that they can lead a more productive and healthy professional life. In addition, knowing the
emotions of teachers is extremely vital, as the emotions experienced by teachers are likely to affect the
emotions of their students, who are in their sphere of influence and who take their teachers as their role
models.
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The current study is significant in the sense that it enables the use of a scale developed for
determining teacher emotions and it helps to increase the number of studies in Turkey on teacher
emotions and sources of these emotions. In the light of the above points, the purpose of this study is to
provide the linguistic equivalence, validity and reliability of the Teacher Emotion Questionnaire (TEQ)
developed by Buri¢, Sliskovi¢ and Macuka (2018), and to adapt it into Turkish.

Method

In this study, the adaptation of the TEQ developed by Buri¢, Sliskovi¢ and Macuka (2018) into Turkish
and the examination of technical characteristics of the scale were carried out via survey design.

Study Group

In the study, validity and reliability studies were conducted with different study groups with the sum
of 978 people.

Validity study group: The validity studies of the scale included two different study groups for
exploratory and confirmatory factor analyses.

Exploratory Factor Analysis (EFA) study group: The EFA study group consisted of 601 people; 580
teachers and 21 instructors in different districts in Istanbul. The teachers were from 21 different
branches and the main branches were English (n = 185; 30.00%), secondary school mathematics (n = 83;
18.00%) and science (n = 79; 13.00%). Table 1 provides information on the study group:

Table 1.

Information on EFA Study Group.

Demographic Information f %

Gender Female 390 65.00
Male 211 35.00

Professional experience 0-2 years 48 8.00
3-5years 66 11.00
6-10 years 99 16.00
11-15 years 94 16.00
16-20 years 145 24.00
21 years and more 149 25.00

Level of education Associate degree 26 4.00
Bachelor’s degree 403 67.00
Master’s degree 154 26.00
Doctorate degree 18 3.00

Institution State 531 88.00
Private 70 12.00

Education level Preschool 18 3.00
Primary school 83 14.00
Middle school 165 28.00
High school 314 52.00
University 21 3.00

Total 601 100.00

Confirmatory Factor Analysis (CFA) study group: The CFA study group consisted of 255 people; 249
teachers and 6 instructors in different districts in Istanbul. The teachers were from 17 different branches
and the main branches were English language (n=72; 28.00%), Turkish language and literature (n=41;
16.00%) and secondary school mathematics (n=35; 13.00%). The information on the study group is given
in Table 2:
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Table 2.

Information on CFA Study Group.

Demographic Information f %

Gender Female 159 62.00
Male 96 38.00

Professional experience 0-2 years 17 7.00
3-5 years 26 10.00
6-10 years 46 18.00
11-15 years 39 15.00
16-20 years 55 22.00
21 years and more 72 28.00

Level of education Associate degree 11 4.00
Bachelor’s degree 172 67.00
Master’s degree 68 27.00
Doctorate degree 4 2.00

Institution State 221 87.00
Private 34 13.00

Education level Preschool 13 15.00
Primary school 38 5.00
Middle school 87 34.00
High school 111 44.00
University 6 2.00

Total 255 100.00

Reliability study group: The reliability study group of the TEQ consisted of 122 people; 117 teachers
and 5 instructors in different districts in Istanbul. The teachers were from 17 different branches and the
main branches were primary school teaching (n=33; 27.00%), science (n=29; 24.00%), and English (n=22;
18.00%). The information on the study group is given in Table 3.

Table 3.

Information on Reliability Study Group.

Demographic Information f %

Gender Female 77 63.00
Male 45 37.00

Professional experience 0-2 years 11 9.00
3-5years 22 18.00
6-10 years 24 20.00
11-15 years 19 15.00
16-20 years 29 24.00
21 years and more 17 14.00

Level of education Associate degree 5 4.00
Bachelor’s degree 76 58.00
Master’s degree 40 33.00
Doctorate degree 6 5.00

Institution State 31 25.00
Private 91 75.00

Education level Preschool 5 4.00
Primary school 29 24.00
Middle school 24 17.00
High school 59 48.00
University 5 4.00

Total 122 100.00
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Data Collection Tool

The Teacher Emotion Questionnaire (TEQ) was developed by Buri¢, Sliskovi¢ and Macuka in 2018.
The original scale is in English. There are 35 items in the scale. The answers to the TEQ, which is a five-
point Likert-type scale, may be (1) strongly disagree, (2) disagree, (3) neither agree nor disagree, (4)
agree and (5) strongly agree. The scale consists of six dimensions that measure teacher emotions. These
dimensions are joy, pride, love, anger, fatigue/exhaustion and hopelessness.

The joy dimension consists of five items; it defines the emotion that emerges because of the
motivation of learning in students, the positive atmosphere in the classroom and the achievement of
teaching goals. There are six items in the pride dimension, which explains the emotion triggered by
student achievement, learning interest and personal success. Love is a dimension with six items, the
sense of love and compassion for students is explained in this dimension. The anger dimension consists
of five items and describes the feeling that is felt because of disruption of the course flow due to
students' misbehavior. There are seven items in the fatigue/exhaustion dimension and they explain the
feelings of tiredness, numbness and exhaustion as a result of the teaching work. There are six items in
the dimension of hopelessness and the items in this dimension clarify emotions such as helplessness,
discouragement, and vulnerability that are perceived because of student amotivation and unwillingness.
The dimensions and the items under each dimension are shown in Table 4.

Table 4.

The Dimensions and Items of TEQ.

Dimensions Items

Joy 1,2,3,4,5

Pride 6,7,8,9, 10,11

Love 12, 13, 14, 15, 16, 17
Anger 18, 19, 20, 21, 22
Fatigue/exhaustion 23, 24, 25, 26, 27, 28, 29
Hopelessness 30, 31, 32, 33, 34,35

The TEQ is a psychometric based scale that was developed to explain teachers’ emotions with a
multidimensional approach. Within the scope of validity and reliability studies conducted by Buric,
Sliskovi¢ and Macuka and having the aim of explaining the emotions experienced by teachers, both in
the instruction and interaction process with students, the TEQ has a process of development that takes
into account the five-step, qualitative and quantitative, confirmatory and exploratory approaches. In the
first step of the scale development process, 25 teachers were interviewed with the semi-structured
interview technique based on qualitative research design. The codes, categories and themes that were
reached were analyzed and a pool of 92 items was created. In the second step, 92 items were reduced
to 68 after the necessary analyses and the form obtained was applied to 300 secondary school teachers.
The collected data were analyzed by EFA and the number of items decreased to 35 as a result of the
analyses. In the third step of the scale development process, 35 items were applied to a new group of
315 participants, and the data were analyzed by CFA. In the fourth step, to ensure criterion validity of
the scale, the relationship between variables such as demographic variables, job satisfaction, emotional
load, emotional exhaustion and psychological well-being were examined with a study group of 391
teachers. In the fifth and last step of the study, with 1314 teachers, apart from the reliability of the
scale, teachers' self-efficacy perceptions, the values attributed to the profession, and the intention to
quit the job were examined. As a result, it was revealed that the TEQ was a valid and reliable scale with
necessary psychometric characteristics.
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Procedure

Within the scope of the present study, Turkish adaptation, validity and reliability procedures were
initiated respectively.

Turkish adaptation: The Turkish adaptation study of the scale consists of translation (Nasser, 2005),
back translation (Brislin, 1986) and test-retest studies. The translation of the original form of the scale
into Turkish included five lecturers, who were graduates of Department of English Language and
Literature and worked in a school of foreign languages of a university. Two of these lecturers also had a
PhD degree in educational sciences. Five different lecturers that had the same qualifications were
included in the back translation process. Two different language professors whose mother tongue was
English were consulted for the examination of the consistency between the new English form and the
original form. Finally, 70 teachers that knew both Turkish and English participated in the test-retest
study to examine the consistency between the Turkish and English forms of the scale. 57 of these
teachers were female and 13 were male. 51 of the teachers had bachelor's degree, 17 of them had
master’s degree and three of them had doctorate degree. Of the teachers participating in the study, 44
were employed in private, 26 in state institutions, working in various educational levels and various
branches.

Prior to the use of the original form of the TEQ and start of adaptation studies to Turkish, the
necessary permissions were obtained from the researchers who developed the scale via electronic mail.
The focus of each step of the translation process was to obtain the best equivalent for each item in the
original scale in Turkish. Within the scope of this study, the original form of the scale, which was in
English, was translated into Turkish by five independent lecturers. The five different forms were
examined by the researcher and an educational scientist and were collected in a single Turkish form.
Two different field experts evaluated the obtained Turkish form in contextual, linguistic and
methodological aspects. In accordance with the opinions of the experts, necessary revisions were made
and the final version of the Turkish form was reached.

The second phase of Turkish adaptation study consisted of back translation procedure. Within the
scope of back translation process, the Turkish form was translated into English by five lecturers. The five
forms obtained were collected in a single English form by the researcher and an educational scientist.
The obtained English form and the original form were compared by two different lecturers whose native
language was English. After comparison, both lecturers stated that the translation form and the original
form reflect the same views.

In the third phase of the Turkish adaptation study, a test re-test was conducted to test the
consistency between the original form and the obtained Turkish form. The test-retest study started with
answering the English version of the scale. After a 20-days interval, the same teachers answered the
Turkish version and the statistical analyses were made to compare the responses. As a result of
statistical analyses, expert opinion was necessary to ensure the linguistic equivalence of some items.
After necessary corrections, a retest-retest study was conducted for the related items and the linguistic
equivalence process was completed after the statistical analyses.

Validity: There are various types of validity to test the validity of a measurement tool. Construct
validity is one of them. Construct validity can be defined as a way to show the accuracy of the signals
related to the theoretical structure to be measured (Balci, 2007). One of the frequently used methods to
measure the construct validity is factor analysis. Factor analysis is a type of statistics that aims to
achieve conceptually related dimensions by combining interrelated variables (Bluyukoztirk, 2018). The
purpose of factor analysis is to see whether the items on a scale are divided into fewer factors that
exclude each other (Balci, 2007).Exploratory and confirmatory factor analyzes were sequentially
performed in order to test the construct validity of the TEQ and to verify the structure at the original
scale.
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Exploratory Factor Analysis (EFA): EFA is a type of analysis performed to determine under how many
subheadings the items of a measurement instrument are collected and to determine the relationship
between them (Seger, 2017). EFA is used to collect more variables under fewer latent factors (Kline,
2005). EFA starts with the calculation of the size of the sample to be studied and the computations of
the data structure for the study before starting the analysis. The criteria used at this stage are the
Kaiser-Meyer-Olkin (KMO) and Bartlett's sphericity test. The high KMO value means that each variable in
the scale will be perfectly predicted by other variables (Cokluk, Sekercioglu, & Blyukoztirk, 2016).

In the EFA study, two criteria were used to determine in which factors the items were loaded and
which items should remain in the scale. The first criterion was the maximum factor load value. The
factor loadings that are between .30 and .59 indicate a moderate level of relationship while .60 and
more indicate a high level of relationship (Blytikéztirk, 2018). In addition, the lower limit for the factor
load values of each variable is accepted as .32 (Tabachnick & Fidell, 2001). The second criterion is about
the overlapping factor load values and it is expected that the difference between the maximum two
factor load values of an item is minimum .10 (Bliytkoéztirk, 2018). For this reason, the cutting point was
accepted as .32 and the necessary estimations were made. The EFA study consists of the steps of
sampling adequacy, the choice of variance and the decision of the rotation method. Within the scope of
the present study, compliance tests for factor analysis were started with statistical analyses on the
adequacy of sample size. The KMO coefficient was calculated and Bartlett Sphericity Test was performed
for the suitability of the sample to factor analysis. After the mentioned tests, the necessary results
related to EFA were obtained by using principle component analysis and varimax rotation technique and
the EFA study of the scale was completed. The analyses carried out within the scope of EFA were
performed in SPSS 25.0 program.

Confirmatory Factor Analysis (CFA): Based on the variables observed through a model that has
already been created, the analysis to establish the factors is called CFA. The purpose of CFA is to verify a
predetermined structure (Yaslioglu, 2017). CFA is carried out to determine whether a structure or model
previously identified with EFA has been verified (Secger, 2017). In the context of CFA, The Chi-Square
Goodness of Fit Index (GFl), Adjusted Goodness of Fit Index (AGFI), Comparative Fit Index (CFl), Normed
Fit Index (NFI) and Root Mean Square Error of Approximation (RMSEA) are used to reveal the fit indices
(Buyiikéztiirk, Akgiin, Ozkahveci, & Demirel, 2004).

In order to determine whether the theoretical structure obtained by EFA can be verified, a model fit
test was carried out with CFA. In this respect, GFl, AGFI, CFl, NFI and RMSEA indices were used by using
multiple fit indices for CFA. The acceptable fit for GFI, AGFI and CFlI was determined as > .95 (Hu &
Bentler, 1999; Simsek, 2007) while it was <.08 for RMSEA (Cokluk et al., 2016; Simsek, 2007). If the
model fit indices meet the specified criteria, it is assumed that the structure obtained has a perfect fit
(Karagbz, 2016). The analyses conducted within the scope of CFA were carried out in AMOS 25.0
program.

Reliability: One of the frequently conducted studies to determine the reliability of a measurement
tool is internal consistency reliability and the other is the test-retest relationship. Internal consistency
reliability is performed to determine whether there is any consistency between the points obtained
from all items of the scale (Karasar, 2014). The test-retest relationship occurs when the respondent
responds to the same measurement tool twice within a specific interval, assuming that the respondent
is not affected by learning, remembering, or forgetting. The correlation coefficient between the scores
obtained from two separate measurements is accepted as a measure of the reliability of the test
(Baykal, 1994).

Internal consistency reliability and test-retest study were conducted within the scope of the studies
regarding the reliability of the Turkish version of the TEQ. Cronbach alpha coefficient, correlation
between forms, Spearman-Brown coefficient and Gutman Split-Half coefficients were investigated for
internal consistency reliability.For the test-retest process, the Turkish version of the scale was applied to
the teachers twice in four weeks’ interval. The reliability analysis of the TEQ was performed in SPSS 25.0
program.
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Results
Results on Turkish Adaptation Study

The correlation and t-test results within the context of the linguistic equivalence study are presented
in Table 5 and Table 6. As seen in Table 5, when all items are examined, except for the second item (p>
.05), there was a moderate and high positive correlation between responses given in the original form
and the Turkish form, except for the second item (p <.05).

When Table 6 is examined, it was found that there was a statistically significant difference between
the scores of the teachers on the English and Turkish forms in items 6, 11, 15, 18, 22, 24 and 35 (p <.05)
and there is no significant difference (p>.05) in the other items.

Table 5.

Pearson Product-Moment Correlation Coefficients for Turkish Adaptation.

Item No n r p Item No n r p
Trl & Engl 70 .50 .00 Tr19 & Engl9 70 42 .00
Tr2 & Eng2 70 -.05 .66 Tr20 & Eng20 70 .40 .00
Tr3 & Eng3 70 .35 .00 Tr21 & Eng21 70 44 .00
Tr4 & Eng4 70 43 .00 Tr22 & Eng22 70 .55 .00
Tr5 & Eng5 70 .60 .00 Tr23 & Eng23 70 .51 .00
Tr6 & Engb 70 41 .00 Tr24 & Eng24 70 31 .00
Tr7 & Eng7 70 .55 .00 Tr25 & Eng25 70 .53 .00
Tr8 & Eng8 70 71 .00 Tr26 & Eng26 70 .52 .00
Tr9 & Eng9 70 .63 .00 Tr27 & Eng27 70 46 .00
Tr10 & Engl10 70 .52 .00 Tr28 & Eng28 70 .53 .00
Trll & Engll 70 .39 .00 Tr29 & Eng29 70 47 .00
Tr12 & Engl2 70 .55 .00 Tr30 & Eng30 70 .57 .00
Tr13 & Engl3 70 .75 .00 Tr31&Eng31 70 .54 .00
Trl4 & Eng 14 70 .65 .00 Tr32 & Eng32 70 .60 .00
Trl5 & Engl5 70 .60 .00 Tr33 & Eng33 70 .52 .00
Trl6 & Engl6 70 .65 .00 Tr34 & Eng34 70 .63 .00
Trl7 & Engl7 70 .48 .00 Tr35 & Eng35 70 .58 .00
Tr18 & Eng18 70 44 .00

Although the correlation and t-test analyses performed within the context of linguistic equivalence
study were not problematic in both of them, as a result that 2, 6, 11, 15, 18, 22, 24 and 35 were found to
be problematic items, a professor in the field of English Language Education and an expert in the field of
Educational Sciences were consulted. In line with the common opinions of the experts, the items were
changed and a Turkish adaptation study was conducted with a group of 30 people to check the linguistic
equivalence of the items. The results of the study are presented in Table 7.

As seen in Table 7, there was a moderate and high positive and significant relationship between the
responses to items in the original form and Turkish form (p <.05). On the other hand, there was no
statistically significant difference between the responses to the items in the original form and the
Turkish form (p> .05).As all studies conducted within the scope of linguistic equivalence indicated that
the items in the scale had linguistic equivalence, the next step in the adaptation of the scale started.
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Table 6.
Paired Samples t-test Results for Turkish Adaptation .
t-test t-test

Item No n X sd Sey t df p ItemNo n X sd Sey t df P

1Trl 70 484 .36 .04 63 69 .53 19 Tr19 70 1.98 1.08 12 -.49 69 .62
Engl 70 481 .39 .01 Engl9 70 2.05 1.21 .14

2 Tr2 70 494 .23 .02 -37 69 .70 20 Tr20 70 2.77 1.14 13 191 69 .06
Eng2 70 495 .20 .02 Eng20 70 2.47 1.24 .14

3 Tr3 70 490 .34 04 -33 69 .74 21 Tr21 70 2.30 1.12 13 .20 69 .84
Eng3 70 491 .28 .03 Eng21 70 2.27 1.14 13

4 Trd 70 4.82 37 .04 -127 69 .20 22 Tr22 70 2.52 1.09 13 2.27 69 .02
Engd 70 4.88 .32 .03 Eng22 70 2.24 1.13 .13

5 Tr5 70 4.88 .40 .04 .30 69 .76 23 Tr23 70 3.60 1.13 .13 -1.45 69 .15
Eng5 70 4.87 .47 .05 Eng23 70 3.78 1.01 12

6 Tré 70 450 .79 .09 -2.70 69 .00 24 Tr24 70 2.30 1.04 12 -2.23 69 .02
Engb 70 4.74 .52 .06 Eng24 70 2.64 1.14 .13

7 Tr7 70 450 .73 .08 -1.63 69 .10 25 Tr25 70 2.90 1.28 15 -1.04 69 .30
Eng7 70 4.62 .64 .07 Eng25 70 3.05 1.32 .15

8 Tr8 70 468 .69 .08 46 69 .64 26 Tr26 70 2.64 1.10 13 -1.54 69 12
Eng8 70 4.65 .65 .07 Eng26 70 2.84 1.11 13

9 Tr9 70 474 .52 .06 .24 69 .81 27 Tr27 70 2.34 1.12 13 -1.92 69 .05
Eng9 70 4.72 .61 .07 Eng27 70 2.62 1.25 .14

10 Trl0 70 454 .79 .09 -32 69 .74 28 Tr28 70 2.37 1.05 12 -1.54 69 12
Engl0 70 457 .71 .08 Eng28 70 2.57 1.17 .14

11 Trl1l 70 450 .81 .09 -230 69 .02 29 Tr29 70 2.27 1.00 12 -1.15 69 .25
Engll 70 4.71 .54 .06 Eng29 70 2.42 1.18 .14

12 Trl2 70 422 95 .11 41 69 .68 30 Tr30 70 2.58 1.17 14 -41 69 .67
Engl2 70 4.18 .90 .10 Eng30 70 2.64 1.28 .15

13 Tr13 70 458 69 .08 154 69 .12 31 Tr31 70 2.40 1.08 12 =75 69 A5
Engl3 70 4.48 .81 .09 Eng31 70 2.50 1.21 .14

14 Trl4 70 437 .88 .10 155 69 .12 32 Tr32 70 2.45 1.13 .13 .92 69 .35
Engl4d 70 422 95 .11 Eng32 70 2.34 1.16 13

15 Tr15 70 454 69 .08 319 69 .00 33 Tr33 70 2.60 1.13 13 1.38 69 17
Engl5 70 4.28 .80 .09 Eng33 70 2.41 1.16 13

16 Trl6 70 3.68 1.16 .13 71 69 .47 34 Tr34 70 2.48 1.18 .14 .82 69 41
Englé 70 3.60 1.23 .14 Eng34 70 2.38 1.15 .13

17 Tr17 70 455 .67 .08 166 69 .10 35 Tr35 70 2.68 1.22 14 2,01 69 .04
Engl7 70 440 .85 .10 Eng35 70 2.41 1.24 .14

18 Tr18 70 2,55 1.08 .12 -3.84 69 .00
Engl8 70 3.11 1.21 .14

Results on Validity Study
In this section, findings related to exploratory and confirmatory factor analyzes are presented.

Results on EFA study: The results of KMO and Bartlett Sphericity Tests performed within the scope of
the AFA study are presented in Table 8. As shown in Table 8, KMO coefficient was .93; The Bartlett test
x* value was 14717.76 (p <.001). The KMO coefficient was higher than .60 and the Barlett’s test showed
significant significance at the level of p = .00 (p <.05), indicating that the number of samples and data
was suitable for factor analysis (Karagoz, 2016). As a result of the EFA which was made to determine the
dimensions of the TEQ, it was concluded that the scale consisted of a total of six dimensions, as in the
original form. The factor eigenvalue line graph also refers to this six-dimensional structure. In Table 9,
item total correlation, factor load values, common factor variance and total variance values of the
dimensions of the scale are shown.
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The fact that the variance explained in the six factors was equal to the values indicated in Table 10
and the fact that the factor eigenvalue in Figure 1 was also divided into six factors similarly supported
the opinion that the scale had six factors. The values obtained can be interpreted as the total variance
ratios of each dimension are adequate. When the item factor loadings are examined, it is seen that the
lowest factor load value is .49 and the highest load value is .85, the factors dividing into six factors. In
other words, the Turkish version of the scale has similar characteristics with the English form, which has
six factors.

Table 7.
Correlation and t-Test Analyses of the Changed Items.

Pearson product-moment

correlation coefficients Paired samples t-test

Item No N r p Item No X sd Se t df p

Tr2 & Eng2 30 .66 .00 Tr2 4.20 71 .13 .90 29 .37
Eng2 4.10 .75 .13

Tr6 & Engb 30 .57 .00 Tr6 3.36 .96 17 -1.04 29 .30
Eng6 3.53 .62 11

Trll & Engll 30 72 .00 Tr11 4.10 .80 .14 .90 29 .37
Engll 4.00 .83 .15

Trl5 & Engl5 30 .74 .00 Tri15 3.50 1.07 .19 .49 29 .62
Engl5 3.43 .97 17

Trl8 & Engl8 30 74 .00 Tri18 3.40 1.00 .18 -1.36 29 .18
Engl8 3.60 85 15

Tr22 & Eng22 30 74 .00 Tr22 2.23 1.04 .18 -.52 29 .60
Eng22 2.30 .83 .15

Tr24 & Eng24 30 .78 .00 Tr24 2.06 .69 12 -1.16 29 .25
Eng24 2.20 .76 13

Tr35 & Eng35 30 .62 .00 Tr35 2.73 .78 14 1.54 29 .13
Eng35 2.56 .67 12

Table 8.

KMO Coefficient and Bartlett’s Test Results.

KMO coefficient .93

Bartlett’s Test X? 14717.76

df 595
Sig. .00

The correlation values obtained for each dimension of the scale are given in Table 10. As shown in
Table 10, there is a positive relationship between happiness, pride and love; a negative relationship
between love, fatigue and hopelessness; there is a positive correlation between fatigue, anger and
hopelessness. The results obtained are similar to results mentioned in the literature and the correlation
results in the original form of the scale. Figure 1 shows the eigenvalue line graph.

After the construct validity of the scale was obtained with EFA, the study continued with CFA to test
the accuracy of the obtained factors.

Results on CFA study: Table 11 shows the fit index values obtained from CFA result. As shown in
Table 11, while GFI = .90 (.90 F GFl, .95, good fit), AGFI = .91 (.90 < AGFI £ .95, good fit) and NFI =.92 (.90
< NFI £ .95, perfect fit) indicate good fit values, other fit indices show that the model fits perfectly. The
values of chi-square/degree of freedom x*/df=2.10 (0< x2 /df<2, perfect fit); RMSEA=.05 (<.05, perfect
fit) and CFI=.95 (.90< CFI | .95, perfect fit) indicate that the related index values fit perfectly. Considering
all the values, it can be said that the TEQ has an acceptable model. The path diagram for the model is
shown in Figure 2.
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Table 9.
EFA results of the TEQ.
Item Total Item Factor Total
Dimensions Item no Correlation(**) Loadings Communality variance (%)
Joy 1 21 .70 .53 27.84
2 .25 .84 77
3 .28 .85 .81
4 .28 .79 .75
5 .29 .75 71
Pride 6 .24 .49 .53 50.83
7 27 .62 .57
8 .29 .69 .70
9 .23 .65 .59
10 .36 71 .64
11 .22 .81 72
Love 12 17 77 .70 56.33
13 .16 71 .75
14 13 .83 .80
15 21 .69 .68
16 .20 .63 .54
17 .10 .63 .63
Anger 18 44 72 .63 60.88
19 .58 .60 .64
20 .58 .54 .58
21 .57 73 .70
22 .60 .61 .63
Fatigue / 23 .51 .66 .49 64.79
Exhaustion 24 .58 .76 .67
25 .61 .79 .70
26 .63 .83 .75
27 .67 .75 73
28 .65 .81 .76
29 .63 .76 .69
Hopelessness 30 .56 .72 .69 68.17
31 .58 .78 77
32 .66 .78 .80
33 .63 .80 .79
34 .58 .79 .75
35 .51 .68 .55
**Correlation is significant at p<.01 level.
Table 10.
Correlation Values of the TEQ.
Joy Pride Love Anger Fatigue/Exhaustion Hopelessness
Joy - .66** S1%*
Pride .66** - .60**
Love S51** .60** - - 11** - 18%*
Anger - .62%* .63%*
Fatigue / Exhaustion - 11%* 62** - .66**
Hopelessness -.18** .63%* .66%* -

**Correlation is significant at the level of p<.01.
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Figure 1. Eigenvalue line graph

Table 11.
Fit Index Values of the TEQ and Acceptable Fit Values.

Fit values obtained

Fit measure Good fit Acceptable fit from the scale Goodness of fit
X'/df .00< x2/df<2.00 2.00 <x°/df <3.00 2.10 Perfect fit

GFI .95<GFI<1.00 90 < GFI£.95 .90 Good fit

AGFI .95<AGFI<1.00 90 < AGFI £.95 91 Good fit

CFI .95<CFI<1.00 .90< CFl £.95 .95 Perfect fit

NFI .95<NFI<1.00 90 < NFI£.95 .92 Good fit
RMSEA .00<RMSEA<.05 .00 £ RMSEA £.08 .05 Perfect fit

As shown in Figure 2, the happiness dimension has a factor loading between .11 and .59 while it is
between .23 and .84 for pride dimension; .21 and .83 for love dimension; .19 and .78 for anger
dimension; .32 and .86 for exhaustion/fatigue dimension; and .45 and .89 for hopelessness dimension.
On the other hand, while there is a significant and positive relationship between love and happiness
(r=.47), anger and fatigue/exhaustion (r=.68), fatigue/exhaustion and hopelessness (r=.59), there is a
significant and negative relationship between love and despair (r =-.42). This confirms the correlation
values obtained in EFA.

Results on Reliability Study

Table 12 presents the results on the internal consistency and test-retest of the TEQ. As shown in
Table 12, the Cronbach alpha coefficient values, which were examined within the scope of internal
consistency, are between .71 and .92. The degree of internal consistency increases as the reliability
coefficient increases as it approaches to 1 and decreases as it approaches 0 (Rubin & Babbie, 2009;
Salkind, 2010). On the other hand, the Cronbach alpha coefficient of the original form of the scale varies
between .81 and .90 in different measurements. These findings indicate that the Turkish version of the
scale provides internal consistency reliability (Blyukoztirk, 2018; Seger, 2017). In addition, test-retest
results show that the dimensions of the scale are sufficiently reliable.
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Table 12.

The Results on the Internal Consistency and Test-Retest of the TEQ.

Dimensions of TEQ Internal consistency Test-retest
Joy 71 81
Pride .86 .83
Love .81 .87
Anger .76 .82
Fatigue/exhaustion .90 .83
Hopelessness .92 .88

Discussion, Conclusion and Implications

As in any other profession in which there is interaction with people, emotions come into play in
teaching profession and affect the stakeholders of the interaction in a positive or negative way
(Hargreaves, 1998). Teachers experience many positive or negative emotions, such as joy, pride, anger,
disappointment, anxiety, shame and pity in their professional lives (Frenzel, 2014). These emotions take
their roots from many sources such as student achievement, students’ misbehavior, relationships with
students, and effective teaching (Frenzel, Goetz, Ludtke, Pekrun, & Sutron, 2009; Hargreaves, 2000).
These experiences may result in teachers’ feeling burnout, emotional load or excitement (Frenzel,
Goetz, Stephens, & Jacob, 2009). The emotions experienced by the teachers have the power to
influence the class dynamics such as classroom management, classroom climate and instructional
behaviors to a great extent (Frenzel, 2014).

Teacher burnout is a field in which a lot of research has been done and the variables causing burnout
has been wondered. There may be many reasons for burnout, but one of these reasons is that the
feelings experienced by teachers in the process of facing burnout are not known enough and the
necessary precautions are not taken. Actually, burnout is directly related to the emotional burden which
stems from the expression of emotions in a different way from those experienced in the inner world
(Kim, 2016) and the increasing concentration of negative emotions (Maslach & Jackson, 1984).
Emotional burden and failure to resolve negative emotions may cause teachers to face serious problems
such as burnout. This can be found in various studies in the literature. For example, Akin, Aydin, Erdogan
and Demirkasimoglu (2014) concluded that emotional burden is an important predictor of burnout.
Similarly, Kenworthy, Fay, Frame and Petree (2014) concluded that the negative emotions experienced
by teachers could be considered as a risk factor for teachers to develop burnout. Considering all these, it
is important to know the emotions of the teachers, to prevent and solve possible future problems more
easily.

The emotions experienced by teachers have the power to influence the students in teachers’ sphere
of influence significantly (Meyer & Turner, 2006). There is a healthy environment for student motivation
and success in classrooms where teachers have positive emotions (Yan, Evans, & Harvey, 2011). From
this point of view, it is important to know the teachers' emotions, to transform negative emotions into
positive ones and to create a non-threatening learning environment. In fact, research in the literature
supports this argument. For example, Yoon (2002) aimed to investigate teacher-student relationships in
her study and concluded that teachers’ stress and negative emotions negatively affected students’
perspective on their teachers. In another study, Fried, Mansfield and Dobozy (2015) concluded that the
emotions experienced by teachers were an important predictor of the atmosphere in the classroom. In
short, knowing the emotions of teachers has an important role in solving teacher and student oriented
problems that affect the learning environment.

The purpose of this study was to study the linguistic equivalence, validity and reliability of the TEQ
that was developed by Buri¢ et al. (2018) within the context of adaptation into Turkish culture. The
study was carried out in three different study groups with a total number of 978 participants from
diverse branches, professional experiences, levels of education, and types of institution, departments
and branches. In addition, 12 instructors, two of whom were foreign nationals and seven field experts
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participated in the first phase (Turkish adaptation) of the study. After the completion of the translation
process of the scale into Turkish, the test-re-test result was conducted with correlation and t-test
analyses of the data obtained from Turkish and English forms. After the linguistic equivalence of the
scale was achieved, EFA and CFA were performed to ensure the construct validity of the scale. As a
result of EFA, it was found that the scale had a six-factor structure; item-factor loads ranged from .49 to
.85, and items in the scale explained 68% of the total variance. Similar results were obtained from CFA
as a result of the six-factor structure obtained for verification of the obtained structure. After the
construct validity of the scale, reliability analysis was conducted. Within the framework of the reliability
studies, the internal consistency reliability of the scale was examined and a test-retest study was
performed in the form of applying the Turkish version of the scale twice in four weeks’ intervals.
Cronbach’s alpha, Spearman-Brown and Guttman Split-Half coefficients obtained within the scope of
internal consistency reliability showed that the scale had the desired internal consistency. On the other
hand, the data obtained from the test-retest result showed that the scale gave similar results in
repeated measurements and thus a reliable measurement tool.

In conclusion, all of the linguistic equivalence, validity and reliability studies of the scale indicate that
the Turkish version of the SCA is a valid and reliable form. To that end, the following suggestions can be
made regarding the use of the TEQ:

e The TEQ can be used to examine the relationship between the emotions of teachers and their self-
efficacy perceptions, job satisfaction or professional burnout and to determine the predictive power of
teachers' emotions in various professional decisions.

e The TEQ can also be used to develop solutions to potential problems by investigating how these
feelings experienced by teachers in their professional lives affect them.

e In the context of the current study, the Turkish version of the TEQ can be used to determine the
positive and negative emotions experienced by teachers working in an institution, and experimental
studies can be conducted with an aim to decrease the negative emotions.

e Since the responses to the TEQ may include subjective responses related to teachers' personal
emotions, future studies can be supported by qualitative data collection tools such as observation and
interview, and studies can be strengthened through multiple data collection processes.
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Turkish Version

Girig

Duygular hayatin dinamik bir parcasidir ve okullar da dahil olmak Gzere, insanlarin bulundugu tim
organizasyonlar, olumlu ya da olumsuz duygularla doludur (Hargreaves, 1998). insan, mekanik bir yapiya
sahip olmayan, aksine duygulardan olusan bir varliktir. insan duygularinin dikkate alinmasi, bireyin
onemsendigini hissetmesi, motivasyonunun artmasi, icinde bulundugu ortama aidiyet duymasi ve
cevresiyle olan iliskilerini saglikli bir bicimde devam ettirebilmesi agisindan kritik bir 6neme sahiptir
(Argon, 2015). Konu okul baglaminda ele alindiginda, okul organizasyonunun énemli bir paydasi olan
o6gretmenlerin yasadigl duygularin, okul ve 6grenme yasantilarinin dizenlenmesinde dikkate alinmasi
gereken bir parametre oldugu soylenebilir.

Hargreaves’e (1998) gore 6gretmenlik icinde duygularin bulundugu pratikler barindirir. Bu siregte
dgrenme ve dgretme, duygulari anlama isini de kapsar. Ogretmenlik mesleginin devam ettirilmesinde,
ogretmenlerin duygulari slirecin ayrilmaz bir parcasidir ve 6gretim isinin amacina ulasmasinda
duygularin 6nemli bir payi vardir. Okullarda 6gretmenlerin duygularinin dikkate alinmasi; 6gretmenlerin
performanslarinin artmasi (Argon, 2015), olumlu bir okul iklimi olusturma (Collie, 2006), 6grencilerle
olumlu iliskiler gelistirme (Brown, Vesely, Mahatmya, & Visconti, 2018), 6grenci basarisini artirma
(Beilock, Gunderson, Ramirez, & Levine, 2010; Frenzel, Goetz, Stephens, & Jacob, 2009) ve 6gretim
kalitesinin artirilmasi (Tsang, 2018) gibi noktalarda egitim kurumlarina énemli katkilar saglar.

Ogretmenler mutluluktan, &fkeye, gururdan acimaya kadar pek ¢ok duyguyu mesleki yasamlarinda
deneyimlerler (Frenzel, 2014). Ogretmen duygularina yénelik literatiir incelendiginde, konu hakkinda
tam bir uzlagma olmamasina ragmen, 6gretmenlerin deneyimledigi duygularin olumlu ve olumsuz olmak
lzere iki kategori altinda incelendigi gorilmektedir. Olumlu duygular kategorisinde siklikla bahsedilen
duygular arasinda mutluluk (Frenzel, Lidtke, Pekrun, & Sutton, 2009; Sutton & Wheatley, 2003), sevgi
(Rodrigo-Ruiz, 2016) ve gurur (Darby, 2008; Sutton & Harper, 2009) gorulirken, olumsuz duygular
kategorisinde en cok 6fke (Frenzel, 2014; Sutton & Wheatley, 2003), kaygi (Frenzel, 2014; Sutton &
Wheatley, 2003), utang ve sucluluk (Frenzel, 2014) duygulari (izerinde durulmaktadir. Ogrencilerin
motivasyon diizeylerinin yliksek olmasi, akademik basari elde etmeleri ve derse katilim konusunda istekli
olmalari gibi etkenler 6gretmenlerde mutluluk, sevgi, gurur gibi olumlu duygularin ortaya cikmasina
katkida bulunurken, 6grenci basarisizligi ya da 6grencilerin uygunsuz davranislari gibi aksi durumlarin,
ogretmenlerde o6fke, kaygi, utan¢ ve sucluluk duygularini tetikledigi cesitli arastirmalarda (Becker,
Meller, Goetz, Frenzel, & Taxer, 2015; Frenzel et al., 2016; Sutton & Harper, 2009) ifade edilmektedir.
Ogretmenlerin deneyimledigi olumlu ya da olumsuz duygular, onlarin titkenmislik hissine kapilmalarina,
duygusal yik hissetmelerine ya da heyecan duymalarina neden olabilir (Frenzel, Goetz, Stephens, &
Jacob, 2009). Ogretmenlerin mesleki yasamlarinda deneyimledikleri bu duygularin, sinif ydnetimi, sinif
iklimi, 6gretimsel davranislar gibi bircok degiskeni etkileme giicii bulunmaktadir (Frenzel, 2014).

Ogretmenlerin yasadigi duygularin ve bu duygulari ortaya c¢ikaran durumlarin bilinmesi, dgrenme
ortamlarinin diizenlenmesi ve 6gretmenlerin saglkli bir mesleki yasam strmeleri agisindan énemlidir
(Argon, 2015). Okul ortaminda 6gretmenlerin deneyimledigi duygular ¢ergevesinde konu ele alindiginda,
bugiline kadar yapilmis arastirmalarin (Bosch et al., 2016; Goetz, Frenzel, Pekrun, Hall, & Lidtke, 2007;
Goetz, Liidtke, Nett, Keller, & Lipnevich, 2013; Mainhard, Oudman, Hornstra, Bosker, & Goetz, 2018;
Martinez-Sierra & Garcia-Gonzalez, 2017; Ruiz et al.,, 2016; Sahla & Senthil Kumar, 2016; Varlander,
2008) c¢ogunlugunun oOgrencilerin deneyimledigi duygulara odaklandigi, 6gretmen duygularinin
belirlenmesine yonelik yurtdisi arastirmalarin (Becker et al., 2015; Khajavy, Ghonsooly, Fatemi, &
Frenzel, 2018; Nichols, Schutsz, Rodgers, & Bilica, 2017; Tazer & Frenzel, 2017; Taylor & Newberry,
2018) gorece sinirli kaldigi, Tirkiye’de yapilan arastirmalarin (Basim et al. 2013; Durak & Seferoglu,
2017; Seferoglu, Yildiz, & Avci Yiicel, 2014) ise daha ¢ok 6gretmen tikenmisligi Gzerine yogunlastig
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soylenebilir. Oysa Ogretmenlerin tikenmislik duygusu sonucuyla karsilasmasinin 6nlenmesinde, bu
sonuca gotiren sirecin ve duygusal yik gibi kavramlarin iyi bilinmesi ve onlarin bu siirecte ne gibi
duygular deneyimlediklerinin anlasilmasi gerekir. Bu sayede 6gretmenler geri donlsi ¢ok zor olan
tikenmislikle karsi karsiya kalmadan 6nce gerekli tedbirler alinarak, onlarin daha verimli ve saglikh bir
mesleki yasam stirmeleri saglanabilir. Ayrica, 6gretmenlerin yasadiklari duygular, etki alanlarinda olan ve
rol model olduklari 6grencilerin de yasayacagi duygulari etkileme olasihg tasidigi icin, bu duygularin
bilinmesi son derece hayati bir 6neme sahiptir.

Mevcut arastirma, 6gretmen duygularinin belirlenmesine yonelik olarak gelistirilmis olan bir dlgegin,
Tirkiye'de yurutilen 6gretmen duygu arastirmalarinda bir 6lgme araci olarak kullaniimasi ve 6gretmen
duygulariyla, bu duygularin kaynaklari ya da etkilerine yonelik arastirmalarin artiriimasi agisindan
onemlidir. Yukarida anlatilanlar 1siginda, bu arastirmanin amaci Buri¢, Sliskovi¢ ve Macuka (2018)
tarafindan gelistirilen Ogretmen Duygu Anketi’nin (ODA) dilsel esdegerlik, gegerlik ve giivenirlik
¢alismasini yaparak Tirkgeye uyarlanmasini saglamaktir.

Yontem

Bu arastirmada, Buri¢, Sliskovi¢ ve Macuka (2018) tarafindan gelistirilen ODA’nin Tirkgeye
adaptasyonu ve 6lgegin teknik dzellikleri genel tarama deseniyle gergeklestirilmistir.

Calisma Grubu

Arastirmada gecerlik ve glvenirlik calismalari siirecinde farkl galisma gruplarini iceren toplam 978
kisiyle cahsiimustir.

Gegerlik ¢alisma grubu: Olgegin gecerlik calismalari kapsaminda dogrulayici ve agimlayici faktér
analizleri igin iki farkh galisma grubu yer almistir.

Acimlayici Faktér Analizi (AFA) calisma grubu: AFA galisma grubunu istanbul ilinde farkli ilgelerden
580 6gretmen ve 21 6gretim gorevlisi olmak lizere toplam 601 kisi olusturmaktadir. Katilan 6gretmenler
21 farkh branstan olup, agirlikli olarak katilim gésteren branslar ingilizce 6gretmenligi (n=185; %30.00),
orta 6gretim matematik 6gretmenligi (n=83; %18.00) ve fen bilimleri 6gretmenligidir (n= 79; %13.00).
Calisma grubuna ait bilgiler Tablo 1’de yer almaktadir.

Tablo 1.

AFA Calisma Grubuna Ait Bilgiler.

Demografik Bilgiler f %

Cinsiyet Kadin 390 65.00
Erkek 211 35.00

Profesyonel Deneyim 0-2 yil 48 8.00
3-5yil 66 11.00
6-10 yil 99 16.00
11-15yil 94 16.00
16-20 yil 145 24.00
21 yil ve Usti 149 25.00

Egitim Diizeyi On Lisans 26 4.00
Lisans 403 67.00
Yiiksek Lisans 154 26.00
Doktora 18 3.00

Calisilan Kurum Devlet kurumu 531 88.00
Ozel kurum 70 12.00

Calisilan Egitim Kademesi Okul 6ncesi 18 3.00
ilkokul 83 14.00
Ortaokul 165 28.00
Lise 314 52.00
Universite 21 3.00

Toplam 601 100.00
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Dogrulayici Faktér Analizi (DFA) ¢calisma grubu: DFA ¢alisma grubunu istanbul ilinde farkl ilcelerden
249 6gretmen ve 6 6gretim gorevlisi olmak lzere toplam 255 kisi olusturmaktadir. Katilan 6gretmenler
17 farkh branstan olup, agirlikh olarak katim gdésteren branslar ingilizce 6gretmenligi (n=72; %28.00),
Tark dili ve edebiyati 6gretmenligi (n=41; %16.00) ve orta 6gretim matematik 6gretmenligidir (n=35;
%13.00). Calisma grubuna ait bilgiler Tablo 2’de yer almaktadir:

Tablo 2.

DFA Calisma Grubuna Ait Bilgiler.

Demografik Bilgiler f %

Cinsiyet Kadin 159 62.00
Erkek 96 38.00

Profesyonel Deneyim 0-2 yil 17 7.00
3-5yil 26 10.00
6-10 yIl 46 18.00
11-15yil 39 15.00
16-20 yil 55 22.00
21 yil ve Ustl 72 28.00

Egitim Duzeyi On Lisans 11 4.00
Lisans 172 67.00
Yiiksek Lisans 68 27.00
Doktora 4 2.00

CGahisilan Kurum Devlet kurumu 221 87.00
Ozel kurum 34 13.00

Caligilan Egitim Kademesi Okul dncesi 13 15.00
ilkokul 38 5.00
Ortaokul 87 34.00
Lise 111 44.00
Universite 6 2.00

Toplam 100.00

Giivenirlik ¢alisma grubu: ODA'nin giivenirlik calisma grubunu istanbul ilinde farkli ilcelerden 117
o6gretmen ve 5 6gretim gorevlisi olmak lzere toplam 122 kisi olusturmaktadir. Katilan 6gretmenler 17
farkh branstan olup, agirlkh olarak katilim gosteren branslar sinif 6gretmenligi (n=33; %27.00), fen
bilimleri gretmenligi (n=29; %24.00), ve ingilizce 6gretmenligidir (n=22; %18.00). Calisma grubuna ait
bilgiler Tablo 3’te yer almaktadir.

Veri Toplama Araci

Ogretmen Duygu Anketi (ODA), Buri¢, Sliskovi¢ ve Macuka tarafindan 2018 yilinda gelistirilmistir.
Olgegin dili ingilizcedir. Olgekte 35 madde yer almaktadir. Besli likert tipi bir dlcek olan ODA’ya verilen
yanitlar (1) kesinlikle katilmiyorum, (2) katilmiyorum, (3) kararsizim, (4) katihyorum ve (5) kesinlikle
katiliyorum seklinde degisiklik gdsterebilir. Olcek 6gretmen duygularini dlgen alti boyuttan olusmaktadir.
Bu boyutlar mutluluk, gurur, sevgi, 6fke, yorgunluk ve umutsuzluk seklindedir. Mutluluk boyutu bes
maddeden olusmaktadir ve 6grencilerdeki 6§renme motivasyonu, siniftaki olumlu atmosfer ve 6gretim
hedeflerine ulasilmasi sonucu ortaya ¢ikan bir duyguyu tanimlamaktadir. Gurur boyutunda alti madde
ver almaktadir ve bu boyut, 6grenci basarisi, 6grenme ilgisi ve kisisel basari sonucu tetiklenen duyguyu
actklamaktadir. Sevgi, alti maddeden olusan bir boyuttur ve bu boyutta 6grencilere karsi duyulan sevgi
ve sefkat duygusu aciklanmaktadir. Ofke boyutu, bes maddeden olusmaktadir ve hayal kirikligi ile
ogrencilerin  kétt davranislarindan kaynakh ders akisinin bozulmasi sonucu hissedilen duyguyu
tanimlamaktadir. Yorgunluk boyutunda yedi madde yer almaktadir ve bu maddeler 6gretme isi sonucu
hissedilen yorgunluk, hissizlik, tikenme gibi duygulari agiklamaktadir. Umutsuzluk boyutunda toplam alti
madde yer almaktadir ve bu boyuttaki maddeler 6grenci motivasyonsuzlugu ve isteksizligi sonucu
hissedilen caresizlik, cesaretin kirllmasi, savunmasizlik gibi duygulara aciklik getirmektedir. Buri¢ ve
digerlerinin (2018) alti boyutta tanimladigi 6lgegin boyutlari ve boyutlarin altinda yer alan maddeler
Tablo 4’te gorilmektedir.
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Tablo 3.

Giivenirlik Calisma Grubuna Ait Bilgiler.

Demografik Bilgiler f %

Cinsiyet Kadin 77 63.00
Erkek 45 37.00

Profesyonel Deneyim 0-2 yil 11 9.00
3-5yil 22 18.00
6-10 yil 24 20.00
11-15 yil 19 15.00
16-20 yil 29 24.00
21 yil ve Gsti 17 14.00

Egitim Diizeyi On Lisans 5 4.00
Lisans 76 58.00
Yiksek Lisans 40 33.00
Doktora 6 5.00

Galisilan Kurum Devlet kurumu 31 25.00
Ozel kurum 91 75.00

Calisilan Egitim Kademesi Okul 6ncesi 5 4.00
ilkokul 29 24.00
Ortaokul 24 17.00
Lise 59 48.00
Universite 5 4.00

Toplam 100.00

Tablo 4.

ODA’nin Boyutlari Ve Maddeler.

Boyutlar Maddeler

Mutluluk 1,2,3,4,5

Gurur 6,7,8,9,6 10, 11

Sevgi 12, 13, 14, 15, 16, 17

Ofke 18,19, 20, 21, 22

Yorgunluk 23, 24, 25, 26, 27, 28, 29

Umutsuzluk 30, 31, 32, 33, 34,35

ODA, 6gretmenlerin duygularina psikometrik temelli ve ¢ok boyutlu bir yaklasimla agiklik getirmek
amaciyla gelistirilmis bir 8lcektir. Olgegin Buri¢, Sliskovié ve Macuka tarafindan yapilan gegerlik giivenirlik
calismalari kapsaminda 6gretmenlerin gerek 6gretim, gerek 6grencilerle ilgilenme ve etkilesim siirecinde
yasadigl duygularin aciklanmasi amaciyla gelistirilen ODA, bes basamakli, nitel ve nicel, dogrulayici ve
acimlayici yaklasimlarin dikkate alindigi bir gelistirilme siirecine sahiptir. Olgek gelistirme siirecinin birinci
adiminda, nitel arastirma deseni temel alinarak, yari-yapilandirilmis goriisme teknigi ile 25 6gretmenle
goriisme yapilmistir. Elde edilen kodlar, kategoriler ve temalar incelenerek 92 maddelik bir havuz
olusturulmustur. ikinci adimda, olusturulmus olan 92 madde, gerekli analizler ve incelemelerden sonra
68’e duslriilmis ve elde edilen form 300 ortaokul brans 6gretmenine uygulanmistir. Toplanan veriler
acimlayici faktér analizi (AFA) teknigi ile ¢oziimlenmis ve analizler sonucunda madde sayisi 35’e
diismistiir. Olgek gelistirme siirecinin tglincii adiminda, 315 kisilik yeni bir ¢alisma grubuna 35 madde
uygulanarak, elde edilen veriler dogrulayici faktér analizi (DFA) ile ¢ozimlenmistir. Dérdiincii adimda,
6lgegin oOlclt gecerliginin saglanmasi amaciyla, 391 oOgretmenle c¢alisilarak, Olcekle demografik
degiskenler, mesleki tatmin, duygusal yik, duygusal tikenmislik ve psikolojik iyilik hali gibi degiskenler
arasindaki iliski incelenmistir. Arastirmanin besinci ve son adiminda 1314 6gretmenle calisilarak, olgegin
givenirlik calismasinin yani sira, 6gretmenlerin 6z-yeterlik algisi, meslegi atfettigi deger, isten ayrilma
niyeti gibi degiskenleri yordama giicii incelenmistir. Sonug olarak, ODA’nin gerekli psikometrik dzellikleri
taslyan, gecerli ve giivenilir bir 6lcek oldugu ortaya ¢ikmistir.
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islem
Mevcut arastirma kapsaminda sirasiyla Turkgeye uyarlama, gegerlik ve glivenirlik islemleri yapiimistir.

Tiirkceye uyarlama: Olcegin Tirkceye uyarlama calismasi ceviri (Nasser, 2005), geri ceviri (Brislin,
1986) ve test-tekrar test calismalarindan olusmaktadir. Olcegin 6zgiin formunun Tiirkceye ceviri
grubunda bir (iniversitesinin yabanci diller yiiksekokulunda gérev yapmakta olan ingiliz Dili ve Edebiyati
bolimU mezunu bes 6gretim gorevlisi yer almaktadir. Bu 6gretim gorevlilerinden ikisi ayni zamanda
Egitim Bilimleri alaninda doktora derecesine sahiptir. Olgegin geri ceviri siirecinde ayni niteliklere sahip
farkli bes 6gretim gorevlisi yer almistir. Elde edilen yeni ingilizce form ve orijinal form arasindaki
tutarhiligin incelenmesinde anadili ingilizce olan iki farkli dil uzmanindan gériis alinmistir. Son olarak,
dlgegin Tirkce ve ingilizce formlar arasindaki tutarliigin incelenmesi icin yapilan test-tekrar test
galismasina Tiirkge ve ingilizce bilen 70 &gretmen katilmistir. Bu 6gretmenlerin 57’si kadin, 13’{ erkektir.
Ogretmenlerin 51’i lisans, 17’si yiiksek lisans ve licli doktora derecesine sahiptir. Calismaya katilan
ogretmenlerin 44’G 6zel, 26’s1 devlet kurumlarinda, gesitli egitim kademelerinde ve cesitli branslarda
gbrev yapmaktadir.

ODA’nin 6zgiin formunun kullaniimasi ve Tiirkgeye uyarlama calismalarina baslanmasi éncesinde,
dlcegi gelistiren arastirmacilardan gerekli izinler elektronik posta araciligiyla alinmistir. Olgegin Tiirkceye
uyarlanmasi sliresince devam eden ceviri islemlerinin her asamasinda odak noktasi, 6zgiin 6lgekte yer
alan her bir maddenin Tirkcedeki en iyi karsihgini elde etmektir. Bu galisma kapsaminda oncelikle
dlcegin ingilizce olan 6zglin formu bes 6gretim gorevlisi tarafindan birbirlerinden bagimsiz bir sekilde
Tirkceye cevrilmistir. Elde edilen bes ayri form, arastirmaci ve bir egitim bilimleri uzmani tarafindan
incelenerek, tek bir Tirk¢e formda toplanmistir. Elde edilen Tiirk¢e form, baglamsal, dilbilimsel ve
yontembilimsel acidan iki farkli alan uzmani tarafindan degerlendirilmistir. Uzmanlarin gorisleri
dogrultusunda gerekli diizeltmeler yapilarak Tiirkge forma son hali verilmistir.

Tirkgeye uyarlama calismasinin ikinci asamasini, geri ceviri islemleri olusmaktadir. Geri geviri
islemleri kapsaminda Turkge form, bes ayri 6gretim gorevlisi tarafindan birbirlerinden bagimsiz bir
sekilde ingilizceye gevrilmistir. Elde edilen bes ayri form, arastirmaci ve bir egitim bilimleri uzmani
tarafindan tek bir ingilizce formda toplanmustir. Elde edilen ingilizce form ve 6zgiin 6lcek anadili ingilizce
olan iki farkli 6gretim gorevlisi tarafindan karsilastirilmistir. Karsilastirma sonrasinda, her iki 6gretim
gorevlisi de ceviri form ve 6zglin formun ayni gorisleri yansittigini ifade etmislerdir.

Tirkceye uyarlama calismasinin Gglnci asamasinda, 6zgin form ve elde edilen Tirkce form
arasindaki tutarliligin test edilmesi igin test tekrar test ¢alismasi yapilmistir. Test-tekrar test ¢alismasina
dlgegin ingilizce formunun &gretmenler tarafindan yanitlanmasiyla baglanmistir. ingilizce formun
uygulanmasindan sonra 20 giin ara verilmistir. Ayni 6gretmenler 20 giin sonra Tirkce formu
yanitlamislardir ve yanitlarin karsilastirilmasi icin gerekli istatistiki analizlerle devam edilmistir. istatistiki
analizler sonucunda bazi maddelerin dilsel esdegerligi konusunda tekrar uzman goéristine basvurulmus
ve gerekli diizeltmeler yapilmistir. Diizeltmelerden sonra ilgili maddeler icin yeniden test-tekrar test
calismasi yapilmis ve istatistiksel analizler sonrasinda dilsel esdegerlik stireci tamamlanmistir.

Gegerlik: Bir 6lgme aracinin gegerlik ¢calismasini yapmak icin kullanilacak gesitli gegerlik turleri vardir.
Yap! gegerligi, bunlardan biridir. Olgiilmek istenen kuramsal yapiya iliskin belirtilerin dogrulugunu
bilimsel olarak gostermek, yapi gecerligi olarak ifade edilebilir (Balci, 2007). Yapi gegerliginin
olgllmesinde sikhkla basvurulan yontemlerden biri faktor analizidir. Faktor analizi, birbiriyle iliskili
degiskenleri bir araya getirerek, kavramsal olarak birbiriyle iliskili boyutlar elde etmeyi amaclayan bir
istatistik taradar (Buyukoztlirk, 2018). Faktér analizi yapilmasindaki amag, bir oOlgekte yer alan
maddelerin, birbirini dista tutan daha az sayida faktére ayrilip ayrilmadigini gérmektir (Balci, 2007).
ODA’nin yapi gegerligini test etmek ve orijinal dlcekteki yapiyi dogrulamak icin sirasiyla agimlayici ve
dogrulayici faktor analizleri yapilmistir.
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Acimlayici Faktér Analizi (AFA): Agimlayici faktor analizi (AFA) bir 6lgme aracinda bulunan maddelerin
kag alt baslik altinda toplandigini belirlemek ve aralarinda ne tir bir iliski oldugunu ortaya ¢ikarmak igin
gerceklestirilen bir analiz tiiradir (Seger, 2017).AFA, daha fazla sayidaki degiskeni, daha az sayida gizil
faktorler altinda toplamak amaciyla kullanilir (Kline, 2005). AFA, analize baslamadan 6nce ¢alisilacak olan
orneklemin biyUklGginin ve veri yapisinin ¢alisma igin uygunlugunu test etmeye dair hesaplamalarin
yapilmasiyla baslar. Bu asamada yararlanilan dlgitler Kaiser-Meyer-Olkin (KMO) ve Bartlett kiiresellik
testidir. KMO degerinin ylksek olmasi 6lgekteki her bir degiskenin, diger degiskenler tarafindan
miikemmel bir bicimde tahmin edilecegi anlami tasir (Cokluk, Sekercioglu & Biiylikoztirk, 2016).

AFA g¢alismasinda maddelerin hangi faktorlerde yuklendigine ve hangi maddelerin 6lgekte kalacagina
iki olglt kullanilarak karar verilmistir. Birinci 6lglt, maddeye ait olan en buyuk faktor yiik degeridir.
Faktor ylklerinin 0.30-0.59 arasi olmasi orta diizey, 0.60 ve Ustl olmasi yiiksek dizey iliski olduguna
isaret etmektedir (Blyukoztirk, 2018). Ayrica her bir degiskenin faktor yik degerleri igin alt sinir 0.32
olarak kabul edilmektedir (Tabachnick & Fidell, 2001). ikinci 6lgiit, faktér yiik degerlerinin binisik olma
durumuyla ilgilidir ve bir maddenin en yuksek iki faktér yik degeri arasindaki farkin minimum 0.10
olmasi beklenir (Blylkoztirk, 2018). Bu sebeple, madde azalmasi i¢in kestirim noktasi 0.32 kabul
edilerek gerekli islemler yapilmistir.

AFA calismasi faktor analizine uygunluk, varyans segimi ve déndirme yontemine karar verilmesi
adimlarindan olugmaktadir. Mevcut arastirma kapsaminda, faktor analizine uygunluk testleri, drneklem
biyikliginiin yeterliligine iliskin istatistiksel analizlerle baslanmistir. Orneklemin faktér analizine
uygunlugu icin Kaiser-Meyer-Olkin (KMO) katsayisi hesaplanmis ve Bartlett Kiiresellik Testi yapilmistir.
Belirtilen testlerden sonra, temel bilesenler analizi ve varimax dondirme teknigi kullanilarak AFA'ya
iliskin gerekli bulgular elde edilmis ve 6lcegin AFA calismasi tamamlanmistir. AFA kapsaminda yapilan
analizler SPSS 25.0 programinda gergeklestirilmistir.

Dogrulayici Faktér Analizi (DFA): Onceden olusturulan bir model araciligiyla gézlenen degiskenlerden
yola gikarak, faktorleri olusturmaya yonelik analiz, DFA olarak adlandirilir. DFA’nin yapilmasindaki amag,
onceden belirlenmis bir yapinin dogrulanmasidir (Yaslioglu, 2017). DFA, daha 6nce AFA ile belirlenmis
olan bir yap! ya da modelin dogrulanip dogrulanmadigini tespit etmek amaciyla gerceklestirilir (Seger,
2017). DFA kapsaminda model uyumunun ortaya cikarilmasi icin Ki-Kare lyilik Uyum Testi (Chi-Square
Goodness of Fit), lyilik Uyum indeksi (Goodness of Fit Index, GFl), Diizeltilmis lyilik Uyum indeksi
(Adjusted Goodness of Fit Index, AGFI), Karsilastirmali Uyum indeksi (Comparative Fit Index, CFl),
Normlastiriimis Uyum indeksi (Normed Fit Index, NFI) ve Yaklasik Hatalarin Ortalama Karekdki’diir (Root
Mean Square Error of Approximation, RMSEA) gibi uyum indeksi degerlerinden yararlanilir (Blyukoztirk,
Akgiin, Ozkahveci & Demirel, 2004).

AFA ile elde edilen teorik yapinin dogrulanip dogrulanmayacagini tespit etmek amaciyla DFA ile
model uyum testi gerceklestirilmistir. DFA igin ¢coklu uyum indeksleri kullanilarak, GFI, AGFI, CFl, NFI ve
RMSEA indekslerinden yararlaniimistir. GFI, AGFl ve CFl i¢in uyum Olgutt >.95 (Hu & Bentler, 1999;
Simsek, 2007); RMSEA icin uyum 6lgiiti <.08 olarak kabul edilmistir (Cokluk et al., 2016; Simsek, 2007).
Model uyum degerlerinin belirlenmis olan o6lciitleri karsilamasi durumunda, elde edilen yapinin
miikemmel bir uyuma sahip oldugu kabul edilir (Karagdz, 2016). DFA kapsaminda yapilan analizler AMOS
25.0 programinda gergeklestirilmistir.

Giivenirlik: Bir 6lgme aracinin givenirliginin belirlenmesi amaciyla siklikla yapilan galismalardan biri ig
tutarlik givenirligi, digeri test-tekrar test iliskisidir. i¢ tutarlik giivenirligi, dlcegin tim maddelerinden
alinan puanlar arasinda herhangi bir tutarlilik olup olmadigini belirlemek amaciyla yapilir (Karasar, 2014).
Test-tekrar test iliskisi, O0lgme aracini yanitlayan kisinin, 6grenme, hatirlama ya da unutmadan
etkilenmeyecegi varsayilarak, ayni lgme aracina belirli bir arayla iki kez yanitlamasi ile gerceklesir. iki
ayri olgimden elde edilen puanlarin arasindaki iliski katsayisi, testin glvenirliginin 6l¢tisi olarak kabul
edilir (Baykal, 1994).
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ODA’nin Tiirkge formunun giivenirligine iliskin ¢alismalar kapsaminda i¢ tutarlik giivenirligi ve test-
tekrar test calismasi yapilmistir. i¢ tutarlik givenirligi icin élcegin boyutlarinin Cronbach alfa katsayisi
incelenmis, test-tekrar test islemi igin 6lgegin Turkge formu Ogretmenlere dort hafta arayla iki kez
uygulanmustir. ODA’nin giivenirlik analizleri SPSS 25.0 programinda gerceklestirilmistir.

Bulgular

Tiirkgeye Uyarlama Calismasina iliskin Bulgular

Dilsel esdegerlik calismasi kapsaminda yapilan korelasyon ve t-testi analizi sonuglari Tablo 5 ve Tablo
6’da yer almaktadir:

Tablo 5.

Dilsel Esdegerlik Pearson Momentler Carpimi Korelasyon Katsayilari.

Madde No n r p Madde No n r p
Trl & ingl 70 .50 .00 Tr19 & ing19 70 42 .00
Tr2 & ing2 70 -.05 .66 Tr20 & ing20 70 .40 .00
Tr3 & ing3 70 .35 .00 Tr21&ing21 70 44 .00
Tr4 & ing4 70 43 .00 Tr22 &ing22 70 .55 .00
Tr5 & ing5 70 .60 .00 Tr23 &Iing23 70 .51 .00
Tr6 & ing6 70 41 .00 Tr24 &ing24 70 31 .00
Tr7 & ing7 70 .55 .00 Tr25 & ing25 70 .53 .00
Tr8 & ing8 70 71 .00 Tr26 &ing26 70 .52 .00
Tr9 & ing9 70 .63 .00 Tr27 & ing27 70 46 .00
Tr10 & ing10 70 .52 .00 Tr28 & ing28 70 .53 .00
Tr11 & ingl1 70 .39 .00 Tr29 & ing29 70 A7 .00
Tr12 & ing12 70 .55 .00 Tr30&ing30 70 .57 .00
Tr13 & ing13 70 .75 .00 Tr31&ing31 70 .54 .00
Trl14 & ing 14 70 .65 .00 Tr32 &ing32 70 .60 .00
Trl5 & ingl15 70 .60 .00 Tr33 &ing33 70 .52 .00
Tr16 & ing16 70 .65 .00 Tr34 &ing34 70 .63 .00
Tr17 & ing17 70 48 .00 Tr35 & ing35 70 .58 .00
Tr18 & ing18 70 A4 .00

Tablo 5’te gorildigi gibi, tim maddeler incelendiginde, ikinci madde disinda (p>.05), 6zgin form ve
Tirkge forma verilen yanitlar arasinda, ikinci madde disinda, orta ve yiksek dizeyde pozitif yonde ve
anlamliiliski bulunmaktadir (p<.05).

Tablo 6 incelendiginde, 6gretmenlerin ingilizce ve Tiirkce forma verdikleri yanitlar arasinda, 6, 11, 15,
18, 22, 24 ve 35. maddelerden elde edilen puanlar arasinda istatistiksel olarak anlamh farkhlik oldugu
(p<.05), diger maddelerin higbirinde istatistiksel olarak anlamh farkhlik olmadigi (p>.05) gorilmektedir.

Dilsel esdegerlik ¢calismasi kapsaminda yapilan korelasyon ve t-testi analizlerinin her ikisinde de
sorunlu olmasa da, 2, 6, 11, 15, 18, 22, 24 ve 35. maddelerin sorunlu maddeler oldugu yoniinde bir
sonuc elde edildigi icin, ilgili maddelerin Tirkceye cevirisi konusunda ingiliz Dili Egitimi alaninda bir
profesor ve Egitim Bilimleri alaninda bir uzmandan tekrar géris alinmistir. Uzmanlarin ortak goérusleri
dogrultusunda maddelerde degisiklik yapilmis ve maddelerin dilsel esdegerliginin kontrolii amaciyla 30
kisilik bir grupla yeniden dilsel esdegerlik galismasi yapilmistir. Calismanin sonucunda elde edilen
bulgular Tablo 7’de verilmistir.
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Tablo 6.
Dilsel Esdegerlik Iliskili Grup t-testi Sonuglari.
t-testi t-testi

MaddeNo n X ss Se; t sd p MaddeNo n X ss  Sey t sd P

1Trl 70 4.84 36 .04 .63 69 .53 19 Tr19 70 1.98 1.08 12 -49 69 .62
ingl 70 4.81 .39 .01 ingl9 70 2.05 1.21 .14

2 Tr2 70 494 23 .02 -37 69 .70 20 Tr20 70 2.77 1.14 13 191 69 .06
ing2 70 495 .20 .02 ing20 70 2.47 124 .14

3 Tr3 70 490 34 .04 -33 69 .74 21 Tr21 70 230 1.12 13 .20 69 .84
ing3 70 491 .28 .03 ing21 70 2.27 114 .13

4 Trd 70 4.82 .37 .04 -1.27 69 .20 22 Tr22 70 2.52 1.09 13 2.27 69 .02
ingd 70 4.88 .32 .03 ing22 70 224 113 .13

5 Tr5 70 488 .40 .04 .30 69 .76 23 Tr23 70 3.60 1.13 13 -1.45 69 .15
ings5 70 4.87 .47 .05 ing23 70 3.78 1.01 .12

6 Tr6 70 450 .79 .09 -2.70 69 .00 24 Tr24 70 2.30 1.04 12 -2.23 69 .02
ing6 70 4.74 52 .06 ing24 70 2.64 114 .13

7 Tr7 70 450 .73 .08 -1.63 69 .10 25 Tr25 70 290 1.28 15 -1.04 69 .30
ingZ7 70 4.62 .64 .07 ing25 70 3.05 1.32 .15

8 Tr8 70 4.68 .69 .08 46 69 .64 26 Tr26 70 2.64 1.10 .13 -1.54 69 12
ing8 70 4.65 .65 .07 ing26 70 2.84 111 .13

9 Tr9 70 474 .52 .06 24 69 .81 27 Tr27 70 2.34 1.12 13 -1.92 69 .05
ingg 70 472 .61 .07 ing27 70 262 125 .14

10 Tr10 70 454 79 .09 -32 69 .74 28 Tr28 70 2.37 1.05 12 -1.54 69 12
inglo0 70 457 .71 .08 ing28 70 257 117 .14

11 Trl11 70 450 .81 .09 -230 69 .02 29 Tr29 70 2.27 1.00 12 -1.15 69 .25
ingll 70 471 .54 .06 ing29 70 2.42 1.18 .14

12 Trl2 70 422 95 .11 41 69 .68 30 Tr30 70 2.58 1.17 14 -41 69 .67
ingl2 70 4.18 .90 .10 ing30 70 2.64 1.28 .15

13 Trl13 70 458 69 .08 154 69 .12 31 Tr31 70 2.40 1.08 12 -75 69 A5
ingl3 70 4.48 .81 .09 ing31 70 250 1.21 .14

14 Trl4d 70 437 88 .10 155 69 .12 32 Tr32 70 245 1.13 13 .92 69 .35
ingld 70 422 95 .11 ing32 70 234 116 .13

15 Tr15 70 454 69 .08 319 69 .00 33 Tr33 70 260 1.13 .13 1.38 69 17
ingls 70 4.28 .80 .09 ing33 70 2.41 1.16 .13

16 Trl6 70 3.68 1.16 .13 71 69 .47 34 Tr34 70 248 1.18 14 .82 69 41
ingle 70 3.60 1.23 .14 ing34 70 2.38 1.15 .13

17 Trl7 70 4.55 .67 .08 166 69 .10 35 Tr35 70 2.68 1.22 14 2.01 69 .04
ingl7 70 4.40 .85 .10 ing35 70 241 124 .14

18 Tr18 70 255 1.08 .12 -3.84 69 .00
ingls 70 3.11 1.21 .14

Tablo 7’de goruldigi gibi, maddelerin 6zgiin form ve Tirkge forma verilen yanitlari arasinda orta ve

ylksek diizeyde pozitif yonde ve anlamli iliski bulunmaktadir (p<.05). Diger taraftan, maddelerin 6zgiin
form ve Tiirkge forma verilen yanitlari arasinda istatistiksel olarak anlamli farkhlik bulunmamaktadir
(p>.05). Dilsel esdegerlik kapsaminda yapilan tim calismalar oOlcekteki maddelerin dilsel esdegerlik
tasidigina isaret ettigi icin, 6lcegin adaptasyonunda bir sonraki adima gegilmistir.

Gegerlik Calismasina iliskin Bulgular

Bu béliimde agimlayici ve dogrulayici faktor analizlerine iliskin bulgular yer almaktadir.

(KMO) ve Bartlett Kiresellik Testi sonuglari Tablo 8'de yer almaktadir.

AFA calismasina iliskin bulgular: AFA calismasi kapsaminda gerceklestirilen Kaiser-Meyer-Olkin
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Tablo 7.
Degisiklik Yapilan Maddelerin Korelasyon ve t-testi Analizi Sonuglari.

Pearson momentler ¢arpim korelasyonu

katsayilari iliskili grup t-testi

Madde No N r p Madde No X ss Se t sd p

Tr2 & ing2 30 .66 .00 Tr2 4.20 71 .13 .90 29 .37
ing2 4.10 75 13

Tr6 & ingb 30 .57 .00 Tr6 3.36 .96 17 -1.04 29 .30
ing6 3.53 .62 A1

Tr1l & ingll 30 .72 .00 Tri1 4.10 .80 14 .90 29 .37
ingl1 4.00 83 15

Trl5 & ing15 30 74 .00 Tri15 3.50 1.07 .19 .49 29 .62
ingl5 3.43 .97 17

Tr18 & ing18 30 74 .00 Tri18 3.40 1.00 .18 -1.36 29 .18
ing18 3.60 .85 .15

Tr22 & ing22 30 74 .00 Tr22 2.23 1.04 .18 -.52 29 .60
ing22 2.30 .83 .15

Tr24 & ing24 30 .78 .00 Tr24 2.06 .69 12 -1.16 29 .25
ing24 2.20 .76 13

Tr35 & ing35 30 .62 .00 Tr35 2.73 .78 .14 1.54 29 .13
ing35 2.56 67 12

Tablo 8.

KMO Katsayisi ve Bartlett Testi Sonuglari.

KMO Katsayisi .93

Bartlett Testi X? 14717.76

sd 595
Sig. .00

Tablo 8'de gorildigiu gibi, KMO katsayisi .93; Bartlett testi X degeri 14717.76 (p<.001) olarak
bulunmustur. KMO katsayisinin .60’tan ylksek olmasi ve Barlett testinin p=.00 (p <.05) dizeyinde
anlamlilik géstermesi, verilerin ve érneklem sayisinin faktor analizi icin uygun olduguna isaret etmektedir
(Karagoz, 2016).

ODA’nin boyutlarini tespit etmek icin yapilan AFA sonucunda, 8lcegin 6zgiin formunda oldugu gibi
toplam alti boyuttan olustugu sonucuna varilmistir. Faktor 6z deger cizgi grafigi de bu alti boyutlu yapiya
isaret etmektedir. Tablo 9’da alti boyuttan olusan 6lgegin boyutlarina ait madde toplam korelasyon,
faktor yiik degerleri, ortak faktor varyansi ve toplam varyans degerleri yer almaktadir:

Elde edilen degerler, her bir boyutun toplam varyans oranlarinin yeterli degerler oldugu seklinde
yorumlanabilir. Madde yik degerleri incelendiginde en disik faktor yik degerinin .49, en ylksek yuk
degerinin .85 oldugu maddelerin alti faktére ayrildigi gériilmektedir. Diger bir deyisle ingilizce formda
alti faktorli olan 6lgegin, Tirkge formu da benzer 6zellikler tasimaktadir.

Alti faktorde agiklanan varyansin Tablo 10’da belirtilen degerlere olmasi ve Sekil 1’de yer alan faktor
6z deger cizgi grafiginde benzer bicimde alti faktore ayrilmasi, 6lgegin alti faktorli oldugu gorislini
desteklemistir. Madde ayirt edicilik gicinin incelenmesi kapsaminda 6lgegin boyutlarina iliskin elde
edilen korelasyon degerleri Tablo 10’da yer almaktadir.

Tablo 10’da gorildugi gibi, mutluluk, gurur ve sevgi arasinda pozitif yonde anlamli bir iliski; sevgi,
yorgunluk ve umutsuzluk arasinda negatif yonde anlamh bir iliski; yorgunluk ofke ve umutsuzluk
arasinda pozitif yonde anlamli bir iliski bulunmaktadir. Elde edilen sonuglar gerek literatiirde bahsedilen
degerler arasindaki iliskilerle, gerek o6lcegin 6zgiin formunda yapilan korelasyon sonuglariyla benzer
sonuglar tasimaktadir. Sekil 1'de faktér 6z deger ¢izgi grafigi yer almaktadir.
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Tablo 9.
ODA’nin AFA Sonuglari.
Madde toplam  Madde faktor Toplam
Boyutlar Madde korelasyonu(**) yiikleri  Ortak varyans varyans (%)
Mutluluk 1 21 .70 .53 27.84
2 .25 .84 77
3 .28 .85 .81
4 .28 .79 .75
5 .29 .75 71
Gurur 6 .24 .49 .53 50.83
7 27 .62 .57
8 .29 .69 .70
9 .23 .65 .59
10 .36 71 .64
11 .22 .81 72
Sevgi 12 17 77 .70 56.33
13 .16 71 .75
14 13 .83 .80
15 21 .69 .68
16 .20 .63 .54
17 .10 .63 .63
Ofke 18 44 72 .63 60.88
19 .58 .60 .64
20 .58 .54 .58
21 .57 73 .70
22 .60 .61 .63
Yorgunluk 23 .51 .66 .49 64.79
24 .58 .76 .67
25 .61 .79 .70
26 .63 .83 .75
27 .67 .75 .73
28 .65 .81 .76
29 .63 .76 .69
Umutsuzluk 30 .56 .72 .69 68.17
31 .58 .78 77
32 .66 .78 .80
33 .63 .80 .79
34 .58 .79 .75
35 .51 .68 .55
**Korelasyon p<.01 diizeyinde anlamhdir.
Tablo 10.
Olgedin Boyutlarina lliskin Korelasyon Dederleri.
Mutluluk Gurur Sevgi Ofke Yorgunluk Umutsuzluk
Mutluluk - .66** 51%*
Gurur .66** - .60**
Sevgi S51** .60** - - 11 - 18%*
Ofke - B2** .63**
Yorgunluk - 11%* .62%* - .66**
Umutsuzluk - 18%* .63** .66** -

**Korelasyon p<.01 diizeyinde anlamhdir.
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Scree Plot

Eigenvalue

Component Number
Sekil 1. Faktor 6z deger ¢izgi grafigi.
AFA calismasiyla olgegin yapi gegerligi saglandiktan sonra, elde edilen faktorlerin dogrulugunu test
etmek icin analizlere dogrulayici faktor analizi (DFA) ile devam edilmistir.

DFA c¢alismasina iliskin bulgular: Tablo 11'de DFA sonucu elde edilen uyum indeks degerleri
gorilmektedir:

Tablo 11.

nin Uyum Indeks Degerleri ve Uyum Indekslerinin Kabul Sinirlari.

Uyum Miikemmel uyum Kabul edilebilir Olgekten elde edilen

indeksleri degerleri uyum degerleri uyum degeri Uyum derecesi
X'/sd .00< %2/sd<2.00 2.00 < x°/sd < 3.00 2.10 Miikemmel uyum
GFI .95<GFI<1.00 .90 < GFI<.95 .90 fyi uyum
AGFI .95<AGFI<1.00 .90 < AGFI < .95 91 iyi uyum

CFI .95<CFI<1.00 .90< CFl£.95 .95 Mikemmel uyum
NFI .95<NFI<1.00 .90 < NFI £.95 92 iyi uyum

RMSEA .00sRMSEA<.05 .00 < RMSEA £.08 .05 Mikemmel uyum

Tablo 11'de goruldugi tzere GFI=.90 (.90 < GFI £ .95, iyi uyum), AGFI=.91 (.90 < AGFI < .95, iyi uyum)
ve NFI=0.92 (.90 < NFI £ .95, milkemmel uyum) degerleri modelin iyi uyum gosterdigine isaret ederken,
diger uyum indeksleri modelin mikemmel uyum go6sterdigini ortaya koymaktadir. Ki-kare/serbestlik
derecesi x2/sd=2.10 (.00< )(2 /sd<2.00, mikemmel uyum); RMSEA=.05 (<.05, miukemmel uyum) ve
CFI=.95 (.90< CFI < .95, miukemmel uyum) degerleri, ilgili uyum indeks degerlerinin miikemmel bir
uyuma sahip oldugunu gdstermektedir. Tim degerler g6z éniinde bulunduruldugunda, ODA’nin kabul
edilebilir diizeyde bir model niteligine sahip oldugu soylenebilir. Modele iliskin yol semasi Sekil 2’de
gorilmektedir:
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Sekil 2. ODA’nIn yol semasi.

Sekil 2’de gorildugi gibi mutluluk boyutu .11 ile .59; gurur .23 ile .84; sevgi .21 ile .83; o6fke .19 ile
.78; yorgunluk .32 ile .86 ve umutsuzluk .45 ile .89 arasinda faktor yik degerlerine sahiptir. Diger
taraftan, sevgi ve mutluluk (r=.47), 6fke ve yorgunluk (r=.68), yorgunluk ve umutsuzluk (r=.59) gibi
boyutlar arasinda anlamh ve pozitif yonde iliskiler varken, sevgi ve umutsuzluk (r=-.42) boyutlari arasinda
anlamh ve negatif yonde iliski bulunmaktadir. Bu durum, AFA’da elde edilen korelasyon degerlerini
dogrulamaktadir.
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Giivenirlik Calismasina iliskin Bulgular

Tablo 12’de ODA’nin i¢ tutarlik giivenirligi ve test-tekrar test calismalarina iliskin bulgular yer
almaktadir:

Tablo 12.

ODA ¢ Tutarlik ve Test-Tekrar Test Sonuclari.

ODA’ya ait boyutlar i¢ tutarhk Test-tekrar test
Mutluluk 71 .81
Gurur .86 .83
Sevgi .81 .87
Ofke .76 .82
Yorgunluk .90 .83
Umutsuzluk .92 .88

Tablo 12’de gorildugi gibi, ic tutarlik kapsaminda incelenen Cronbach alfa katsayisi .71 ve .92 arasi
degismektedir. i¢ tutarlilik derecesi giivenirlik katsayisi 1.00’e yaklastikca artarken, .00’a yaklastikca
azalir (Rubin & Babbie, 2009; Salkind, 2010). Diger taraftin Olgegin 6zglin formunun Cronbach alfa
katsayisi farkli olcimlerde .81 ile .90 arasi degisiklik gostermektedir. Bu bulgular, 6lcegin Tirkce
formunun i¢ tutarhk glvenirligini sagladigina isaret etmektedir (Bliyukoztiirk, 2018; Seger, 2017). Diger
taraftan test-tekrar test sonuglari, 6lgegin boyutlarinin yeterli derecede glivenirlige sahip oldugunu
gostermektedir.

Tartisma, Sonug ve Oneriler

insanlarla etkilesimin oldugu her meslekte oldugu gibi 6gretmenlikte de duygular devreye girer ve
etkilesimin paydaslarini olumlu ya da olumsuz bir sekilde etkiler (Hargreaves, 1998). Ogretmenler,
mesleki yasamlarinda mutluluk, gurur, 6fke, hayal kirikhgi, kaygi, utan¢ ve acima gibi olumlu ya da
olumsuz birgok duyguyu deneyimlerler (Frenzel, 2014). Bu duygular 6grenci basarisi, 6grencilerin
uygunsuz davranislari, 6grencilerle olan iliskiler, etkili 6gretim gibi birgok kaynaktan beslenebilir (Frenzel,
Goetz, Liidtke, Pekrun, & Sutron, 2009; Hargreaves, 2000). Deneyimlenen bu duygular 6gretmenlerin
tiikenmislik, duygusal yik ya da heyecan hissetmeleriyle sonuglanabilir (Frenzel, Goetz, Stephens, &
Jacob, 2009). Ogretmenlerin deneyimledikleri duygular, sinif ydnetimi, sinif iklimi, 6gretimsel davranislar
gibi sinif dinamiklerini biyulk 6l¢lide etkileme glicline sahiptir (Frenzel, 2014).

Ogretmen tiikenmisligi, (izerine cokca arastirma yapilan ve neden olan degiskenlerin merak edildigi
bir konu alanidir. Tikenmisligin pek ¢ok nedeni olabilecegi gibi, bu nedenlerden biri de 6gretmenlerin
tikenmislik sonucuyla ylzlesme siirecinde yasadigi duygularin yeterince bilinmemesi ve gerekli
tedbirlerin ainmamasidir. Tikenmislik, aslinda i¢ diinyada siirekli yasanilan duygularin dis diinyaya farkli
bir bicimde vurulmasi sonucu olusan duygusal yiik (Kim, 2016) ve olumsuz duygularin giderek artan bir
hizda yogunlasmasiyla (Maslach & Jackson, 1984) dogrudan iliskilidir. Yasanilan duygusal ylik ve olumsuz
duygularin ¢éziime ulastirilmamasi 6gretmenleri tiikenmislik gibi ciddi sorunlarla karsi karsiya birakabilir.
Bu durum literatiirde cesitli arastirmalara da konu olmustur. Ornegin Akin, Aydin, Erdogan ve
Demirkasimoglu (2014) gerceklestirdigi arastirmada duygusal yuakian, tikenmisligin onemli bir
belirleyicisi oldugu sonucuna varmistir. Benzer bir sekilde, Kenworthy, Fay, Frame ve Petree (2014),
ogretmenlerin yasadiklari olumsuz duygularin, 6gretmenlerin tikenmislik gelistirmesi konusunda bir risk
faktoru olarak degerlendirilebilecegi sonucuna ulagmistir. Tiim bunlar géz 6niinde bulunduruldugunda,
o6gretmenlerin duygularinin bilinmesi, gelecekte karsilasilabilecek olasi problemlerin dnlenmesi ve daha
kolay ¢oziilebilmesi icin dGnemlidir.

Ogretmenlerin yasadiklari duygular onlarin etki alanlarinda bulunan &grencilerini dnemli 6lgiide
etkileme giicline sahiptir (Meyer & Turner, 2006). Ogretmenlerinde olumlu duygularin hakim oldugu
siniflarda 6grenci motivasyonu ve basarisi icin saglikh bir ortam olusur (Yan, Evans, & Harvey, 2011). Bu
acidan bakildiginda, 6gretmenlerin  duygularinin  bilinmesi, bu duygularin olumlu duygulara
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donistirilmesi ve ihmh bir 6grenme ortami olusturulmasi agisindan 6nemlidir. Nitekim literatiirde
bulunan arastirmalar, bu argiimani destekler niteliktedir. Ornegin Yoon (2002) dgretmen-6grenci
iliskilerini arastirmayi amagladigi calismasinda 6gretmenlerin stres ve olumsuz duygularinin, 6grencilerin
O0gretmenlere olan bakig agisini olumsuz yonde etkiledigi sonucuna varmistir. Diger bir arastirmada,
Fried, Mansfield ve Dobozy (2015) 6gretmenlerin deneyimledikleri duygularin siniflardaki atmosfer
lizerinde 6nemli bir belirleyici oldugu sonucuna varmistir. Kisacasi, 6gretmen duygularinin bilinmesi,
o6grenme ortamini etkileyen o6gretmen ve Ogrenci odakli problemlerin ¢éziimiinde 6nemli bir role
sahiptir.

Bu arastirmanin amaci Burié¢ ve digerleri (2018) tarafindan gelistirilmis olan ODA’nin Tiirk kiiltiriine
uyarlanmasi gergevesinde dilsel esdegerlik, gegerlik ve guvenirlik galismasini yapmaktir. Aragtirma farkli
brans, deneyim, egitim dizeyi, kurum, kademe ve branslardan toplam 978 kisilik t¢ farkli calisma grubu,
ikisi yabanci uyruklu toplam 12 6gretim gorevlisi ve yedi alan uzmaniyla yarittlmustir. Veri ¢ézimleme
islemleri 6lgegin Tiirkgceye ceviri sirecinin tamamlanmasinin ardindan test-tekrar test sonucu Tirkge ve
ingilizce formlardan elde edilen verilerin korelasyon ve t-testi analizleriyle baslamistir. Olcege ait dilsel
esdegerlik saglandiktan sonra, Olgegin yapi gegerliginin saglanmasi icin AFA ve DFA yapilmistir. AFA
sonucunda olgegin alti faktorlii bir yapiya sahip oldugu, madde faktor yiklerinin .49 ile .85 arasinda
degistigi ve Olgekte bulunan maddelerin, toplam varyansin %68’ini acikladigi anlasiimistir. Elde edilen alti
faktorli yapinin dogrulanmasi igin gergeklestirilen DFA sonucunda benzer sonuglar elde edilmis, model
dogrulanmis ve model uyum indekslerinin mikemmel ya da kabul edilebilir degerlere sahip oldugu
anlasilmistir. Olgegin yapi gecerliginin saglanmasindan sonra, giivenirlik analizleriyle devam edilmistir.
Guvenirlik calismalari kapsaminda 6lgegin i¢ tutarlik glivenirligi incelenmis ve 6lcegin Turkce formunun
ayni gruba dért hafta arayla iki kez uygulanmasi seklinde test-tekrar test calismasi yapilmistir. i¢ tutarlik
givenirligi kapsaminda elde edilen Cronbach alfa, Spearman-Brown ve Guttman Split-Half katsayilari
oOlgegin istenilen diizeyde i¢ tutarliga sahip oldugunu gostermistir. Diger taraftan, test-tekrar test sonucu
elde edilen veriler, dlgegin tekrarlanan olglimlerde benzer sonuglar verdigini, dolayisiyla giivenilir bir
6lgme araci oldugunu ortaya koymustur.

Sonug olarak, olcekle ilgili yapilmis olan dilsel esdegerlik, gecerlik ve glivenirlik calismalarinin timi,
ODA’nin Tiirkge formunun gecerli ve giivenilir bir form olduguna isaret etmektedir. Bu cercevede
ODA’nin kullanimina iliskin asagidaki énerilerde bulunulabilir:

e Ogretmenlerin duygularinin, 6gretmenlerin duygulariyla ve 6z yeterlik algilari, mesleki doyum, mesleki
tikenmislik gibi degiskenler arasindaki iliskinin, 6gretmenlerin duygularinin gesitli mesleki kararlari
yordama glicliniin incelenmesinde kullanilabilir.

e Ogretmenlerin mesleki yasamlarinda deneyimledikleri bu duygularin onlari nasil etkiledigi arastirilarak,
olasi problemlere ¢dziim 6nerileri gelistiriimesinde ODA’dan yararlanilabilir.

e Mevcut arastirma kapsaminda Tirkceye uyarlanan ODA’nin kullanimi ile bir kurumda calisan
o6gretmenlerin olumlu ya da olumsuz hangi duygulari deneyimledikleri belirlenerek, olumsuz duygulari
azaltmaya yonelik deneysel galismalar yapilabilir.

e ODA olgegine verilen vyanitlar 6gretmenlerin duygulari hakkinda &znel yanitlar olabilecegi icin,
gelecekte yapilacak olan arastirmalar gbzlem ve gorlisme gibi nitel veri toplama araglariyla
desteklenerek, arastirmalar ¢oklu veri toplama siiregleriyle giglendirilebilir.
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Introduction

Mathematics grows alongside the evolution of human life. Being an essential element in all areas of
life, the mathematics is one of the most important essential sciences to solve everyday life problems. In
addition, it plays a fundamental role in scientific development and its application to most of the
sciences, for example physics, biology, etc. Mathematics with its various branches is a necessity. Also, it
has a role in the development of correct thinking skills and the ability to cope with life problems. In
mathematics, word problems play mediate between mathematics and realistic events (Chassapis, 2010).
Word problems help students to use mathematical concepts on realistic events, and it connects
mathematics to real-world situation (Barwell, 2011). Word problems provide an opportunity to utilize
mathematical tools, strengthen the linkage between mathematics and the real world, provide a
platform for developing new concepts and skills and using thinking and exploration for problem solving
(Verschaffel, Greer, & De Corte, 2000).

Word problems consist of numbers and words used by students to apply mathematical instructions
in the context of problem solving (Pfannenstiel, Bryant & Porterfield, 2015). Word problems provide
textual information to a problem that cannot be represented mathematically (Rasmussen & King, 2000;
Timmermans et al., 2007). Translating word problems into symbols is undeniably one of the essential
processes in solving word problems which plays a significant role in current mathematics education
(Boonen, van der Schoot, van Wesel, de Vries, & Jolles 2013; Timmermans, Van Lieshout, & Verhoeven,
2007).

The literature indicates that many numbers of students in secondary schools have inadequate
understanding of mathematical concepts and skills in solving word problems (KNEC, 2007; MOEST,
2001). In addition, this seems to be one of the hardest things for elementary school students (Bardillion,
Jr. 2004). Zawaiza and Gerber (1993) revealed that the translation of the problem’s language into
concepts that represent mathematically, the errors in the calculations, and planning the solution were
among the difficulties encountered by students to solve word problems. In addition, the lack of
understanding the sense of algebraic symbols, the incorrect interpretation of texts and the difficulties in
translating from text phrases into mathematical equations are among difficulties in word problems
solving process (Ng & Lee, 2009). A study conducted by Cruz and Lapinid (2014) revealed that
negligence, misunderstanding, and uncommon words are some of the difficulties that face students in
translating word problems. Many studies have shown that unsuccessful teaching is one of these reasons
(Bernardo, 1999) while others indicate lack of lingual knowledge (Bernardo, 2002). Yeo (2009) found
that, some of students were slow to resolve the problem, others could not translate the problem into
mathematical format, and others had trouble in solving the problem because they did not understand
the problem or found it hard. In another study, Tindowen, Ramirez and Sales (2019) concluded that the
lack of comprehension, lack of vocabulary, incorrect use of operation, interchanging of values and
negligence were the difficulties that students faced in solving word problems.

Some students find it difficult to solve word problems; however, if problems given to students have
certain numbers or equations, they are easy for them. Gooding (2009) recommends that students
continue to practice solving word problems so that they can acquire skills and gain knowledge about
strategies to solve this type of problems. According to Polya (1957), solving word problems are among
important skills and students will learn methods to solve this type of problems when they concentrate
and then imitate what others do when solving these problems. In another study conducted by
Bernadette (2009), the most important strategies that can help overcome the difficulties faced by
students in solving problems reported as follows: discussion in groups on problem-solving strategies,
using games to solve problems, and presenting graphical representations of word problems.

Aniano (2010) reported that the level of difficulties in translating worded problems to symbols was
one of the operators that identify students' problem-solving skills. This is supported by Vista (2010) who
argue that the level of students’ understanding of translating sentences into symbols had an impact on
students' achievement in solving problems.
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Many studies in the literature have focused on word problems and identifying difficulties faced by
students in solving such problems. Thus, it has been understood that the main difficulty in solving word
problems is to understand the problem statement (Boonen et al., 2013; Lee, Ng, & Ng, 2009; Thevenot,
2010), and students are in dire need of a full development of the problem before trying to solve it
(Swanson, Orosco, & Lucier, 2014). In order for students to become creative in solving word problems, it
is necessary to provide them with the correct procedures and methods through teaching, besides
practice in solving problems. Thus, students will attain a higher level of thinking in solving this type of
problem . Therefore, there is a need to determine whether students in secondary schools have skills in
solving word problems. It is difficult to measure whether students understand a topic or concept
correctly. Therefore, there is an increasing trend towards the use of measurement methods in
mathematics teaching (Incikabi, & Sancar-Tokmak, 2012). The Structure of the Observed Learning
Outcomes (SOLO) model is a taxonomy used to assess students' knowledge (Biggs & Collis, 1991; Pegg &
Tall, 2005). The SOLO Taxonomy is used to rank students' ability to answer problems following five-level
hierarchy: pre-structural (the lowest level), uni-structural, multi-structural, relational, and extended
abstract (the highest level) (Jimoyiannis, 2013). There are many studies using SOLO Taxonomy in
mathematics at different levels in the literature (Lam & Foong, 1996; Pegg & Coady, 1993). Many
previous studies have shown that the application of SOLO Taxonomy in education help students identify
and prepare the better answer (Putri, Mardiyana, & Saputro, 2017).

The current study aimed to investigate Libyan and Turkish students' levels of thinking in terms of
solving quadratic word problems based on SOLO Taxonomy. Being in line with the stated aim, answers
to the following questions were sought in the study:

1. What are Libyan and Turkish students’ thinking levels when solving quadratic word problems in one
variable based on SOLO Taxonomy?

2. Is there a difference between Libyan and Turkish students' thinking levels when examining quadratic
word problems with one variable based on SOLO Taxonomy?

Method
Research Design

As it is descriptive in nature, the present study used case study approach, one of the qualitative
research methods, which allows to determine the attitudes, successes, and ideas of the group of
participants (Schumacher & McMillan, 2006). The problem-solving skills that the students applied to the
quadratic word problems were analysed according to the answers obtained by the developed
measurement tool. SOLO Taxonomy was used to explain and examine the students’ thinking skills. The
qualitative data obtained from the measurement tool prepared in English and Turkish were analysed.

Participants

The participants of this study consisted of 27 Libyan students at a high school from Tripoli and 27
Turkish students at a high school from Kastamonu. The study was undertaken in the spring midterm of
the 2017-2018 academic year. As the schools were willing to open their doors to carry out the study,
convenient sampling was the primary choice for the participant selection (Patton, 1987). Since these
students were in the high grade and were about to finish high school, the participants had already
studied quadratic word problems and they had the knowledge of quadratic word problems in order to
solve the questions asked in this study; and so it was assumed that they had sufficient knowledge
concerning quadratic word problems.

Data Collection Tools

In the study, a three-question test regarding quadratic word problems was given to the students as
data collecting tool (Table 1). The data of the study were obtained through this test. The test was
conducted in the spring of 2018 when the students had completed the subject of quadratic word
problems.
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Tablel.
Test Problems.

1. The length of a rectangle is 5 cm greater than its width. If we know that the area is equal to 36 cm’,
what is the length and width of the rectangle?

2. We have two consecutive odd numbers. The result of multiplying the two numbers equals 15. What
are these numbers? Show how you found your answer?

3. A square with an edge length (x + 3) and a rectangle with side lengths (2x +3) and (3x- 5) have the
same area.
a. Find equation based on variable x
b. Find the solution to the equation in part (a)
c. Find the square area

Each problem in the test was designed to reflect the algebraic thinking of the students. Academics’
views on mathematics education were taken in order to determine whether the questions were
appropriate and valid in terms of language, level, and content. For the reliability of data obtained from
the test, the compatibility between the encoders was taken into considered. After the student's answers
were encoded independently by two supervisors, the Cohen’s Kappa concordance coefficient was
calculated. Results of Cohen’s kappa coefficient were .81. This result is enough for measuring the
consistency of the encoder analysis.

Data Analysis

In this study, the students' responses were analysed based on SOLO Taxonomy and in accordance
with the descriptive research method. The students' responses were examined in detail and their
thinking levels regarding the quadratic word problems based on SOLO Taxonomy were analysed. The
thinking levels of SOLO Taxonomy and how these assessments were undertaken are explained in Table
2.

Table 2.
Assessments for Each Level based on SOLO Taxonomy.

No. Level response Indicator

1 Pre-structural e Student cannot understand the problem.
e Student does not have any information.
e Unrelated responses.
¢ Solving the problem is meaningless.
e Usually, the answers students give are not related to the desired
answers.
e Misinterpretation of the problem.
2 Uni-structural e Student understanding of the problem is limited.
e Student usually focuses on one aspect of the problem.
e Student can establish a relationship but very limited.
3 Multi-structural e Student can establish a more complex relation.
e Student uses more than one aspect of the problem but cannot
connect these aspects.
4 Relational e Student can generalize the relation.
e Student gives a rule or formula for the relation.
e Student understands all the aspects of the problem in relation to the
answer, and therefore, they can connect these aspects in this level.
5 Extended abstract e Student creates new things.
e Student goes beyond the problem to develop a new strategy to reach
a solution.
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Findings

In this section, the responses of the Libyan and Turkish students were analysed based on SOLO
taxonomy, then the results obtained were presented in graphs with examples from students. At least
one sample was presented for each level from both countries. They were carefully selected to represent
other similar solutions.

Findings Relating to the First Research Question

First problem: This section presents the results of the analysis of the students’ responses to the first
problem.

51.85%

M Libya 5
22.22% 25.93%

B Turkey 18.52%

3.70%
.00% = .00%

Blank PSL USL MSL RSL

Figure 1. SOLO Taxonomy of the answer to the first problem.

According the first problem, Figure 1 shows that Libyan eight students were at the relational-
structural level (RSL), and seven students were at the multi-structural level (MSL). Of the participants,
3.70% (n=1) had pre-structural (PSL) and 18.52% (n=5) had uni-structural (USL) thinking levels, and the
remaining 22.22% did not even attempt to solve the problem. Here, it can be observed that there was
only one student at PSL, and students failed to solve the problem to due to their misinterpretation. It
was found that the five students with USL had limited comprehension concerning the requirements of
the problem and focused only on one aspect of the problem. The seven students at MSL revealed the
different aspects of the subject in their responses; however, they failed to produce a meaningful result.
The remaining eight students were at RSL, and their responses to the given data were consistent and
coherent.

Results from the analysis of the students’ responses to the first problem prove that, most of the
Libyan students can succeed in progressing toward advanced thinking levels. Based on the SOLO
Taxonomy thinking levels, students with high levels of understanding are able to reach the relational
level and those with a moderate understanding can reach the multi-structural level; however, students
with a low understanding are only able to reach the level of pre-structural thinking or possibly the uni-
structural level.

Referring to Figurel, there were 11 Turkish students at RSL, 14 students at MSL, the rest was at USL
(n=2), constituting 7.41%, and there were no students that left this problem blank. However, it is
observed that the students with USL had limited comprehension concerning the requirements about the
problem and they only focused on one aspect of the problem. There were 14 students at MSL, who
reveal different aspects of the subject in their responses; however, they could not produce a meaningful
result. There were 11 students (n = 11) at RSL, who give responses that are consistent and coherent with
the given data.
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Based on the results of the Turkish students, it can be stated that most can succeed in advancing
toward advanced thinking levels in this problem. It is concluded that, based on SOLO Taxonomy,
students with a high level of understanding are able to reach the relational level, those with a moderate
understanding can reach the multi-structural level, and those with a low understanding can attain the
level of uni-structural thinking.

Considering the first question, both the Libyan and Turkish students could reach the uni-structural,
multi-structural, and relational levels. However, some of the Turkish students showed a higher level of
thinking than the Libyan students, which can be interpreted as the Turkish students had a better
understanding of the word problem than the Libyan students. The following samples give examples of
answers that are acceptable at USL, MSL and RSL:

The length of a rectangle is Scm greater than its width. If we know the area is equal to 36
cm?, what is the length and width of the rectangle?

X CYR+2 ) =20

Figure 2. A Libyan student’s answer to the first problem.

) Bir dikddrtgenin uzunlugu genisliginden S cm daha bayaktdr. Alanin 36 cm?'ye esit
oldugunu biliyorsak, dikdértgenin uzunlugu ve genisligi nedir?

X AS

2rS - n =26

Figure 3. A Turkish student’s answer to the first problem.

Figure 2 and 3 show that these two students had the knowledge to find the solution and had an
understanding of translating word problems into symbols, however, even if they were only one step
away from the solution, the students could not complete the problem. For this reason, the students’
answers were accepted to be at USL.

The length of a rectangle is Scm greater than its width. If we know the area is eq sal to 36
tm?, what is the length and width of the rectangle?

Figure 4. A Libyan student’s answer to the first problem.

Bir dikddrtgenin uzunlugu genisliginden 5 cm daha biylktdr. Alanin 36 cm?'ya esit
oldugunu biliyorsak, dikdértgenin uzunlugu ve genisligi nedir?
7 - 7 ,)' L ( f . /7) ()
\f \ 7 (L = &

! U // X A

- ('/ ’ (( v L‘
—7 /\ (3 ‘J‘,I (ARSI
of D 7
Figure 5. A Turkish student’s’ answer to the first problem.
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As shown in Figures 4 and 5, these two students could provide a correct answer to this problem,
which suggests that they had the necessary knowledge and skills to present a solution using the right
method. The students took on a good step for the solution but did not complete the solution. For this
reason, the students’ answers were accepted to be at MSL.

Spposc width X K+t ——
& Le(j""’ X+ 5 ‘ Recause The [8/':8“1 1S ht hf‘}-"'f:
x(Xx+5):3€ ‘ x:—?-o

x4 §x -3€=0 | :fz'

(x+‘?)(/‘"’)=o (.//clff,, f(-f"ﬂ’l"hng"q

Figure 6. A Libyan student’s answer to the first problem.

) Bir dikddrtgenin uzunlugu genisliginden 5 cm daha biyiktir. Alanin 36 cm?'ye esit

oldugunu biliyorsak, dikdértgenin uzunlugu ve genisligi nedir? X+&
(x+5)-« = 3¢ b G ORE T X
_ x *
o e 4 ¥ 9,
st 5?:\-‘3]-'5""
L vznhie <4

Figure 7. A Turkish student’s answer to the first problem.

As shown in Figures 6 and 7, these two students were able to provide a correct answer to this
problem, which suggests that they had the necessary knowledge and skills to present a solution using
the right method, the students took on a good step in the solution, and the students were able to solve
the problem by using appropriate steps. For this reason, the students’ answers were accepted to be at
RSL.

Second problem: This section presents the results of the analysis of the students’ responses to the
second problem.

63.00%
51.85%
m Libya
B Turkey 22.23%
18.50%
0,
sl %1100
4.00%
3.70% g%
r T - T T T
Blank PSL usL MSL RSL

Figure 8. SOLO Taxonomy of the answers to the second problem.

According to the second problem, Figure 8 shows that there were a small number of Libyan students
at MSL (n=3) and RSL (n=4). 62.96% of the sample consisted of 17 students at MSL and USL while six
participants (22.23%) did not answer the second question. Since the low-level students could reach the
pre-structural level of thinking, the proportion of students at this level was higher than the other levels.
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Therefore, from this result, it can be said that most of these students were not successful in
advancing to the levels of advanced thinking in the second problem.

For the Turkish students, a minority of students (n=3) were at RSL and a small number of students
(n=5) were at MSL. Here, it is observed that a total of 22 students with MSL and USL formed 81.50 % of
the sample, and only one student (3.70%) failed to respond to this problem. Since low-level students
could reach the pre-structural level of thinking, and the proportion of students at this level was higher
than the other levels, it can be stated that most of the students could not succeed in progressing toward
advanced thinking levels in the second problem. Therefore, the students’ answers to this problem
cannot be assessed as a product of advanced thinking.

A few students from each of the countries were able to achieve the full answer. We note that the
highest percentage of students who answered this question were Libyan students, which can be
interpreted as they had a greater understanding of the word problems than the Turkish students.
However, this represents a low percentage, which indicates that other students in the Libyan group had
difficulty in understanding and translating word problems into mathematical symbols. Besides, there
were students who failed to solve the quadratic equation, whose answers could not be assessed as a
product of advanced thinking. Below are examples of answers that are accepted at USL, MSL, and RSL.

)| We have two consecutive odd numbers. The result of multiplying the two numbers
equals 15. What are these numbers? Show how you found your answer

Figure 9. A Libyan student’s answer to the second problem.

| Ardigik iki tek sayinin g¢arpimi 15’tir. Bu sayilar nelerdir? Cevabi nasil buldugunuzu
agiklayiniz.

x {KJ.J_]-P'T

xX=3

/

Figure 10. A Turkish student’s answer to the second problem.

Figures 9 and 10 show that these two students had the knowledge to find the solution and
understand translation of word problems into symbols, even though the students took a step forward
towards the solution, they did not complete the solution. For this reason, the students’ answers are
accepted to be at USL.

We have two consecutive odd numbers. The result of multiplying the two numbers
equals 15. What are these numbers? Show how you found your answer.

A
/

I

Figure 11. A Libyan student’s answer to the second problem.

=0
= X517
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Ardisik iki tek sayinin carpimi 15°tir. Bu sayilar nelerdir? Cevabi nasil buldugunuzu
agiklayiniz.

X (_\{+2J S

N/
q ot

Figure 12. A Turkish student’s answer to the second problem.

As shown in Figure 11 and 12, these two students could provide a correct answer to this problem,
which suggests that they had the necessary knowledge and skills to present a solution using the right
method. The students took on a good step for the solution, and able to use appropriate step but did not
complete the solution. For this reason, the students’ answers were accepted to be at MSL.

We have two consecutive odd numbers. The result of multiplying the two numbers
equals 15. What are these numbers? Show how you found your answer.

RIS 15 gen sy
RULR=15:=0 Kei-h = E)
v"\,_ 5 4 = y L:""C) - - __,.:
e A s [ Bl

Figure 13. A Libyan student’s answer to the second problem.

| Ardisik iki tek sayinin garpimi 15°tir. Bu sayilar nelerdir? Cevabi nasil buldugunuzu
agiklayiniz.

o (p+) -8

nZ+2n-1$>2 N3 na2S
“Inrs) a3 =2
N n=3

Figure 14. A Turkish student’s answer to the second problem.

The answers given in Figures 13 and 14 show that these two students had the necessary knowledge
to find the solution and understand word problems. The students took the appropriate steps to achieve
the solution and completed the analysis of the quadratic equation. This indicates that the students had
the skills to translate the problem presented in words into mathematical symbols and solve the
quadratic equation. For this reason, both students’ answers were accepted as RSL.

The third problem: This section presents the results of the analysis of the students’ responses to the
third problem, which is in three parts.

Problem 3 - Part A: Figure 15 shows that most students from both countries could respond to this
part of the problem correctly, but the highest percentage belongs to the Turkish students. This can be
explained by the ability of most students to understand word problems, the relationship between
symbol representations and algebraic laws, and their use in solving equations. Therefore, it can be said
that most of the students could progress toward advanced thinking_in this problem. The following
figures give examples of answers that were accepted at USL and MSL:
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66.67%

48.159
 Libya 33.33%
B Turkey
18.52%
14.81% 11.00%
.00%. .00% .00%
Blank PSL usL MSL RSL

Figure 15. SOLO Taxonomy of the students’ answers to the third question: Part A.

“(a) Find equation is in the variable x.
v 2\ [ Z A, ~ )
/ = ()X FK){D5I <5 )
('}C/T;),(’)’u 3)_(1\,/\—‘ _)/\ -/
Figure 16. A Libyan student’s answer to third problem- Part A.

(a) x degiskenine bagh denklemi bulunuz.
) = 2
(}(&4) (x+ 3) = |xe )
Figure 17. A Turkish student’s answer to third problem -Part A.

The answers given in Figure 16 and Figure 17, where one step of the question is answered, show that
the student expressed the equation algebraically in the variable x, had a correct solution knowledge, but
was unaware that the letter used (x) was variable and might have different values. For this reason,
student's answer was accepted as at USL.

(a) Find equation is in the variable x.

(N3 (1e3) 2 (20430 (3)5) =,

) Z L,y (7 P
P //-[7 LéX"/( /\- ":\ ie , |
AdbAt 77 0.0 o i B 2 3

- ’ P 7 Y :"‘,,:. by ! - ,._,
N IOy L) S e
{ 5

o/ o

Figure 18. A Libyan student’s answer to third problem- Part A.

292



Awatef ELAZZABI, Ahmet KACAR — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 283-316

(a) x degiskenine bagli denklemi bulunuz.

s 2.
2ot 2+ AU EY T ORSIOX £ Ik —13
= ' = SXT=Fx -2y
Figure 19. A Turkish student’s answer to third problem -Part A.

Figures 18 and 19 reveal that students from both countries had a good response in translating the
example from verbal to symbols and could construct the quadratic equation; therefore, they were at
MSL.

Problem 3 - Part B: The analysis of the students' solutions to Part B of the third problem is as follows:
22.23% of the students in the Libyan group answered at PSL, 3.70% at USL, and 11.11% at MSL; those
who left this item blank constitute 62.96% of the participants. For the Turkish students, 14.82% of the
students responded at PSL, 3.70% at USL, 51.85% at MSL, and 29.63% of the participants left this item
blank.

Figure 20 clearly shows that most Libyan students did not answer this problem; thus, only a small
proportion of students were able to successfully complete this part. In contrast, the 51.85% of the
Turkish students gave correct answer. This shows that the levels of algebraic thinking of Turkish
students in terms of analytical thinking skills and solving quadratic equations were better than those of
the Libyan students in relation to this problem. It can be said that most of the Turkish students could
succeed in advancing toward advanced thinking in quadratic word problems, and their answers to the
problem could be assessed as a product of advanced thinking. Below are examples of student solutions
at MSL.

62.96%

M Libya 29.63%

B Turkey

.00%.00%

. 3.70%3.70%

Blank PSL usL MSL RSL

Figure 20. SOLO Taxonomy of the students’ answers to the third problem: Part B.

(b) Then find the solution of this equation.

-l " A ‘ o Y '-x 911 1 ,:-,q
5% Ak -9 =zo KXot I UTH-Usga(-2u) FaF
.'"- z«;
s 90-98

2N

Figure 21. A Libyan student’s answer to third problem: Part B.
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(b) Buldugunuz denklemin ¢dzliimiini yapiniz.
Sy ?x-ﬁ'tl = O
= +% (5% fR) - &x-3)
A "%
Figure 22. A Turkish student’s answer to third problem: Part B.

The answers given in Figure 21 and Figure 22, where one step of the question is answered, show that
the student expressed the equation algebraically in the variable x, had a correct solution knowledge, but
was unaware that the letter used (x) was variable and might have different values. For this reason,
student's answer was accepted as at USL.

(b) Then find the solution of this equation.

= wC. N B

N T -0
o, = \
(X2)C5n38) =0 (= 5-)
=\ =y
x —
Figure 23. A Libyan student’s answer to third problem: Part B.
(b) Buldugunuz denklemin ¢6zGmuna yapiniz.
s 2o xAJ —brP—x—-S
Se? —Ax =24= O (S=e?) -7
o \1\
' \\ — i
< :‘-\\ p—
~ =

Figure 24. A Turkish student’s answer to third problem: Part B.

In Figures 23 and 24, students could solve the second part of the third problem and had experience
in using the difference between squares to solve the quadratic equation. After students completed this
solution, their answers were considered as at MSL.

Problem 3 - Part C: As seen in Figure 25, the level of the students' solutions related to this part of the
problem is as follows: 33.33% of the Libyan students answered at PSL, .00% at USL, 11.11% at MSL, and
55.56% of the participants left this part blank. For the Turkish students, 14.82% answered at PSL, .00 %
at USL, 51.85% at MSL, and those that left this item blank constituted 33.33% of the participants. Most
of the Libyan students did not respond to this part of the problem unlike the Turkish students, of whom
33.33% provided correct answers. Thus, it can be determined in this part of the problem that Turkish
students' algebraic thinking levels were better than those of Libyan students. The following are
examples of solutions from students at MSL.
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35001 51.85%

33.33% 33.33%
M Libya

B Turkey

.00%.00%

Blank PSL USL MSL RSL

Figure 25. SOLO Taxonomy of the students’ answers to the third problem: Part C.

" (c) Find a square area.

/‘ Bt £ /é,'z,f/ // /{/ 4 /5/7%

| 4 ] z - >
- 4 .- { ,;,_.b,t 3‘5
(Aa3r(Xe3) (N +3) =(2+3) = ¢
§ T
B T
€)
Figure 26. A Libyan student’s answer to third problem: Part C.

-

-(c) Karenin alanimi bulunuz.

D=2y h- W

Figure 27. A Turkish student’s answer to third problem: Part C.

In Figures 26 and 27, the students had the skills to solve part C of the third problem and had
experience in mathematics laws in this area. Having completed the problem, the students’ answers
were accepted as MSL.

Findings Related to the Second Research Question

This section presents the results of the analysis of the responses of the Libyan and Turkish students
to all three problems.
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48.15%

M Libya

21.50%

[ | Turkey 16.30%

12.00%
8.89%

Blank PSL uUSL MSL RSL

Figure 28. Overall analysis of the responses of the Libyan and Turkish students to the three problems.

Figure 28 shows that 36.30% of those who left problems blank were Libyan students and 16.29%
were Turkish students, which were considered as a high percentage especially for Libyan students. This
result is due to 1) lack of understanding of the problem, 2) difficulties in translating word problems, or 3)
negligence.

Turkish students with thinking level at MSL were predominantly 48.15%. Furthermore, if the blank
part in Figure 28 for both countries was eliminated, the levels of Turkish students would be high. For the
Libyan students, the figure indicates a distribution close to the symmetry, meaning that the level of
students was suitable for the level of the test used in this study; besides, comparing the students of the
two countries, the percentage of the Turkish students with thinking levels at MSL and RSL in the
problems was greater than the Libyan students. This also explains that Turkish students had higher level
of proficiency and skills in solving quadratic word problems.

Discussion, Conclusion and Implications

The objective of this study is to investigate the thinking levels of Libyan and Turkish students based
on the SOLO Taxonomy in solving quadratic word problems. 27 Libyan and 27 Turkish students were
tested on quadratic word problems and their knowledge and thinking levels were analysed based on
SOLO Taxonomy.

Problems analysis by SOLO Taxonomy does not only reveal students' inefficiency or efficiency, but
also provides information about their thinking levels and their cognition; thus, SOLO Taxonomy can be
used as a tool to measure mathematical thinking levels of students. Moreover, SOLO Taxonomy is used
to evaluate the problem-solving procedures of the students and, in addition, their understanding level
of the concepts (Lian & Idris, 2006; Pegg & Tall, 2005) within the field of mathematics.

In this study, SOLO Taxonomy provided information about the thinking levels of the students on
quadratic word problems. According to the results, 9.00% of the Libyan students were at RSL, 21.50% at
MSL, 21.50% at USL, 12.00% at PSL, and 36.30% left the problems blank. For the Turkish students,
10.37% were at RSL, 48.15% at MSL, 16.29% at USL, and 8.89% at PSL, and 16.29% left the problems
blank.

The findings and the data analysis concerning the level of student thinking based on SOLO Taxonomy
in solving quadratic word problems showed that 36.30% of Libyan students and 16.29 % of Turkish
students left the problems blank, this means that students failed in translating word problems into
mathematical expressions. Lack of comprehension of problem is among the main reasons why students
failed in translating word problems into mathematical expression; also, this result of the study coincides
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with the study of Zentall and Ferkis (1993). Students' difficulty in visualizing and representing the
problem is also one reason of their failure in translating word problems (Angateeah, 2017).
Furthermore, the reasons for students not being able to solve problems in this study are that they are
careless, unable to think about or understand the problem, and this coincides with the result of Yeo's
(2009) study.

In addition, 12.00% of Libyan students had PSL while the proportion of Turkish students who had this
level of thinking was 8.89%. Some of these students answered the questions with some variables not
included in the problems, meaning that their response was unrelated to the problem (Tindowen,
Ramirez & Sales, 2019). In addition, misinterpretation of the problem by students is another reason for
failure in solving word problems. The result of this study coincides with the claim that many of students
encounter difficultly in solving of problems because they misunderstand some words (Krulik & Rudnick,
1996).

21.50% of Libyan students had USL and while the proportion of Turkish students who had this
thinking level was 16.29%. These results show that the students had little or poor knowledge in tackling
quadratic word problems even though it is was topic that they have been introduced to in high school.
Their weak knowledge in word problems is due to their wrong ideas or misconceptions. The finding is
also consistent with Booth (1984).

The findings of the study also support Roslina's (1997) research which reported that the majority
low- and intermediate-level students have difficulty in understanding algebraic expressions and
performing algebraic operations.

The findings showed that 48.15% of the Turkish students had MSL and 10.37% had RSL, and this is
considered as a good result. This indicates that a large proportion of the Turkish students could succeed
more in progressing toward advanced thinking in these problems compared to the Libyan students.
Students at these levels have a written answer that requires conceptual and operational knowledge.
Conceptual and operational information are integral components of each other, and they are essential
for superiority of students in mathematics (Hiebert & Carpenter, 1992). In the light of these findings, the
ability of students to solve word problems depends on how they translate sentences into mathematical
symbols (Bardillion Jr., 2004). The methods used by secondary school students to solve word problems
contribute to their understanding and mathematical skills. (Silver, 1992; Verschaffel, Greer & De Corte,
2002). Level of students’ understanding of translating sentences into symbols has had an impact on
students' achievement in solutions to problems (Vista, 2010).

The study concluded that some students lacked the skill to translate quadratic word problems into
mathematical expressions, this is due to;
1. Misinterpretation of the problem,
The difficulty of understanding and translating the word problems into mathematical symbols,

Inability to understand the problem,

H w N

Negligence.

Based on Potter and Kustra (2012) PSL should be excluded from the level of thinking because
students usually have no idea about subject to learn. In this case, we can say that the findings of the
study indicated that a large proportion of the Libyan and Turkish students could succeed in progressing
toward advanced thinking in these problems. However, the findings indicated that, compared to the
Libyan students, Turkish students were better than Libyan students. In the light of the findings and
conclusion derived from the study, the researchers highly recommend the following:

In order to overcome the shortcomings faced by students in solving quadratic word problems, the
researchers recommend supporting primary school students so that they develop their thinking skills
and improve their mathematical skills by encouraging them to use various representations and
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strategies to solve problems. In addition, students' thinking skills should be improved by enabling them
to participate in activities that improve their thinking skills. Methods and techniques applied by the
teacher in the classroom play an important role in the development of thinking skills; therefore, modern
teaching methods should be used to develop thinking skills of students. Curriculum developers and
authors should be familiar with students' levels, help students understand verbal expressions by
designing examples in mathematics curriculum in a clearer way and create opportunities for students to
relate word problems with mathematical ideas and concept. Finally, the researchers also recommend,
for further studies, determining the difficulties of students in word problems.
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Turkish Version

Girig

Matematik, insan yasaminin gelisimi ile birlikte blyir. Yasamin tiim alanlarinda temel bir 6ge olan
matematik, glinlik yasam problemlerini ¢gzmede en dnemli temel bilimlerden biridir. Ayrica, bilimsel
gelismede ve bilimlerin ¢ogunlugunda, 6rnegin fizik, biyoloji vb. uygulamalarda temel bir rol oynar.
Cesitli dallariyla matematik gerekliliktir. Ayrica dogru disiinme becerilerinin gelistirilmesinde ve yasam
problemleriyle basa ¢ikma becerilerinde rol oynar. Matematikte sozel problemler matematik ile gercek
olaylar arasinda baglanti kurulmasina aracilik eder (Chassapis, 2010). Sézel problemler, 6grencilerin
matematiksel kavramlari gergekgi olaylar tzerinde kullanmalarina yardimci olur ve matematigi gergek
diinya durumuna baglar (Barwell, 2011). Sézel problemler, matematiksel araglari kullanma, matematik
ile gercek dlinya arasindaki baglantiyi gliclendirme, yeni kavram ve beceriler gelistirmek icin bir platform
saglama ve problem ¢dzme icin diisinme ve arastirma olanaklari sunmaktadir (Verschaffel, Greer & De
Corte, 2000). Sozel problemler, 6grencilerin problem ¢6zme baglaminda matematiksel yonergeleri
uygulamak igin kullandiklari sayi ve sézciiklerden olusur (Pfannenstiel, Bryant & Porterfield, 2015). Sozel
problemler, matematiksel olarak temsil edilemeyen bir problem igin metin halinde bilgi saglar
(Rasmussen & King, 2000; Timmermans et al., 2007). Sozel problemleri sembollere ¢evirmek, mevcut
matematik egitiminde 6nemli bir rol oynayan sbdzel problemleri ¢6zmede inkar edilemez temel
sireglerden biridir (Boonen, van der Schoot, van Wesel, de Vries, & Jolles 2013; Timmermans, Van
Lieshout & Verhoeven, 2007).

Literatiir, ortadgretim okullarindaki pek ¢ok 6grencinin sézel problemleri ¢6zmede, matematiksel
kavram ve becerileri anlamada yetersiz oldugunu gostermektedir (KNEC, 2007; MOEST, 2001). Ayrica,
bu, ilkokul 6grencileri igin en zor seylerden biri gibi gérinmektedir (Bardillion, Jr. 2004). Zawaiza ve
Gerber (1993) tarafindan yapilan bir calismada yazarlar, problemin dilini matematiksel olarak ifade eden
kavramlara cevirmenin, hesaplamalardaki hatalarin ve ¢6zimin planlanmasinin 6grencilerin sézel
problemleri ¢ozmede karsilastiklari giiclikler arasinda oldugunu ortaya koymustur. Buna ek olarak,
cebirsel sembollerin anlamini bilme eksikligi, metinlerin yanlis yorumlanmasi ve metin ifadelerini
matematiksel denklemlere gevirme zorluklari, s6zel problemlerin ¢6ziim sirecinde karsilasilan zorluklar
arasindadir (Ng & Lee, 2009). Cruz ve Lapinid (2014) tarafindan yapilan arastirma dikkatsizlik, yanls
anlama ve nadir bulunan kelimelerin 6grencilerin sdzel problemleri gevirmede karsilastiklari zorluklardan
bazilar oldugunu ortaya koymustur. Bircok calisma basarisiz 6gretimin bu sebeplerden biri oldugunu
gosterirken (Bernardo, 1999), bazilari ise dil bilgisi eksikligini éne siirmektedir (Bernardo, 2002). Yeo
(2009) bazi 6grencilerin problemi ¢ézmek icin yavas hareket ettigini, bazilarinin problemi matematiksel
formata ceviremedigini, bazilarinin problemi ¢6zmekte zorlandiklarini, ¢linkii problemi anlamadiklari
veya zor bulduklarini tespit etmistir. Tindowen, Ramirez ve Sales (2019) tarafindan yapilan baska bir
calismada ise yazarlar, anlama eksikliginin, kelime eksikliginin, yanhs islem kullaniminin, degerlerin
birbirinin yerine ge¢cmesinin ve dikkatsizligin 6grencilerin problem ¢dzmede karsilastiklari giglikler
oldugu sonucuna varmislardir.

Bazi 6grenciler s6zel problemleri ¢ozmekte zorlanirlar. Ancak; 6grencilere verilen problem belirli sayi
ve denklemlere sahipse, onlar igin bu kolaydir. Gooding (2009), 6grencilerin bu tir problemleri ¢dzme
stratejileri hakkinda bilgi edinmeleri ve beceri kazanmalari igin sozel problemleri ¢ézme pratigi
yapmalarini énermektedir. Polya'ya (1957) gore, sozel problemler énemli beceriler arasindadir ve
o6grenciler bu problemleri ¢ozerken motive olarak ve baskalarinin yaptiklarini taklit ederek bu tir
problemleri ¢6zme yontemlerini 6greneceklerdir. Bernadette (2009) tarafindan yapilan bir baska
calismada, 6grencilerin problem ¢ozmede karsilastiklari gigliiklerin Uistesinden gelmelerine yardimci
olabilecek en 6nemli stratejiler su sekilde bildirilmistir: gruplar halinde problem ¢6zme stratejileri
lizerine tartisma, problem ¢ozmek icin oyun kullanma ve sozel problemlerin grafiksel gdsterimlerini
sunma.
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Aniano (2010), sozel problemleri sembollere gevirmedeki zorluk seviyesinin 6grencilerin problem
¢6zme becerilerini belirleyen faktérlerden biri oldugunu bildirmistir. Ogrencilerin ciimleleri sembollere
¢evirmeyi anlama dizeylerinin, 6grencilerin sorunlara ¢éziim Uretmedeki basarilarini etkiledigi, Vista
(2010) tarafindan desteklenmektedir.

Literatlirdeki bircok calisma, sozel problemlere ve bu tir problemlerin ¢d6ziiminde 6grencilerin
karsilastiklari  zorluklarin  belirlenmesine odaklanmistir. Bu nedenle, sozel problemleri ¢dzme
konusundaki ana zorlugun, problemin ifadesini anlamak oldugu anlasiimistir (Boonen et al., 2013; Lee,
Ng, & Ng, 2009; Thevenot, 2010). Bunun yaninda 6grenciler sorunu ¢dzmeye calismadan 6nce problemin
tam olarak gelismesine ihtiya¢ duyarlar (Swanson, Orosco & Lucier, 2014). Ogrencilerin sézel problemleri
¢6zmede yaratici olmalari igin onlara problem ¢dzme pratiginin yani sira 6gretme yoluyla dogru islemleri
ve yontemleri kullanmalarini saglamak gerekir. Boylece, 6grenciler bu tir bir problemi ¢ézmede daha
ylksek distinme diizeyi elde edeceklerdir. Bu nedenle, ortadgretimdeki 6grencilerin sézel problemleri
¢6zme becerisine sahip olup olmadiklarini belirlemeye ihtiyag vardir. Ogrencilerin bir konuyu veya
kavrami dogru anlayip anlamadiklarini 6lgmek zordur. Dolayisiyla matematik 6gretiminde 6lgme
yontemlerinin kullanilmasi yéniinde artan bir egilim vardir (incikabi & Sancar-Tokmak, 2012).
Gozlemlenebilen Ogrenme Ciktilarinin Yapisi (SOLO) modeli, 8grencilerin bilgilerini degerlendirmek igin
kullanilan bir taksonomidir (Biggs & Collis, 1991; Pegg & Tall, 2005). SOLO Taksonomisi, 6grencilerin
problemleri cevaplama becerisini agagidaki bes seviyeden olusan hiyerarside siralamak icin kullanilir.
Yap! 6ncesi (en disik seviye), tek yonli yapi, ¢coklu yonli yapi, iliskilendirilmis yapi ve soyutlanmis yapi
(en st seviye) (Jimoyiannis, 2013). Matematikte SOLO Taksonomisi’ni literatiirde farkh diizeylerde
kullanan bir¢ok calisma vardir (Lam & Foong, 1996; Pegg & Coady, 1993). Daha 6nce yapilan pek cok
¢alisma, egitimde SOLO Taksonomisi'nin uygulanmasinin 6grencilerin cevaplari daha iyi belirlemelerine
ve hazirlamalarina yardimci oldugunu gostermistir (Putri, Mardiyana & Saputro, 2017). Yukaridan
anlagildigi Gizere, SOLO Taksonomisi matematik egitimi alanindaki gesitli konularda kullaniimaktadir.

Bu calisma Libyali ve Tiirk 6grencilerin distinme dizeylerini SOLO Taksonomisi’ne dayanarak ikinci
dereceden s6zel problemleri ¢6zme agisindan incelemeyi amaglamistir. Belirtilen amag dogrultusunda,
arastirmada asagida verilen arastirma sorularina yanitlar arandi:

1. SOLO Taksonomisi’'ne gore, ikinci dereceden ve bir degiskenli s6zel problemleri ¢ézerken Libyali ve
Tirk 6grencilerin disiinme dizeyleri nelerdir?

2. ikinci dereceden ve bir degiskenli sézel problemler SOLO Taksonomisi’ne dayali olarak incelendiginde
Libyali ve Tirk 6grencilerin diislinme diizeyleri arasinda bir fark var midir?

Yontem
Arastirma deseni

Calismada, dogasi geregi betimsel oldugundan, katilimci grubun tutumlarini, basarilarini ve fikirlerini
belirlemek igin kullanilan, nitel arastirma yontemlerinden biri olan, durum c¢alismasi yaklasimi
kullaniimistir (Schumacher & McMillan, 2006). Ogrencilerin ikinci dereceden sézel problemlere
uyguladiklari ¢ézme becerileri, gelistirilen 6lgme araci ile elde edilen cevaplara gére analiz edilmistir.
Ogrencilerin diisiinme becerilerini agiklamak ve incelemek icin SOLO Taksonomisi kullaniimistir. ingilizce
ve Tirkce olarak hazirlanan 6lgme aracindan elde edilen nitel veriler analiz edilmistir.

Katilimcilar

Arastirmanin katilimcilari, Libya-Trablus'taki bir lisede 6grenim goren 27 Libyali ve Tirkiye-
Kastamonu'daki bir lisede 6grenim goren 27 Tiirk 6grenciden olusmustur. Calisma, 2017-2018 egitim
ogretim yili bahar déneminde yapilmistir. Okullar arastirma igin kapilarini agmaya istekli olduklarindan,
katilimci 6rneklemesinde uygun 6rnekleme yontemi kullaniimistir (Patton, 1987). Bu 6grenciler liseyi
bitirmek Gzere olduklarindan, ikinci dereceden sozel problemleri daha 6nceden derslerinde konu olarak
islemislerdir. Dolayisiyla bu ¢alismada sorulan sorulari ¢o6zmek icin ikinci dereceden sézel problemler
hakkinda bilgileri vardi. Bu nedenle ikinci dereceden sozel problemler hakkinda yeterli bilgiye sahip
olduklari varsayilimistir.
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Veri Toplama Araglari

Arastirmada, veri toplama araci olarak 6grencilere ikinci dereceden sozel problemlere iliskin Ug
soruluk test uygulanmistir (Tablo 1). Calismanin verileri bu test ile elde edilmistir. Test, 6grencilerin ikinci
dereceden s6zel problemler konusunu tamamladiklari 2018 baharinda gergeklestirildi.

Tablo 1..
Test Problemleri.

1. Bir dikdortgenin uzunlugu genigliginden 5 cm daha buyuk. Alanin 36'ya esit oldugunu biliyorsak,
dikdortgenin uzunlugu ve genisligi nedir?

2. iki ardisik tek sayimiz var. iki sayinin ¢arpiminin sonucu 15'e esittir. Bu sayilar nedir? Cevabi nasil
buldugunuzu gosteriniz.

3. Bir kenar uzunlugu (x + 3) olan bir kare ile kenarinin uzunluklari (2x +3) ve (3x - 5) olan dikdértgen
ayni alana sahiptir.
a. xdegiskenine bagli olan denklemi bulunuz
b. (a) bolimindeki denklemin ¢ozimini bulunuz
c. Karenin alani bulunuz

Testteki her bir arastirma sorusu o6grencilerin dislncelerini yansitacak sekilde tasarlanmistir.
Sorularin dil, seviye ve icerik agisindan uygun ve gecerli olup olmadigini belirlemek icin matematik
egitimi alanindaki akademisyenlerin gorusleri alinmistir. Testten elde edilen verilerin giivenilirligi igin,
kodlayicilar arasindaki uyumluluk gézéniinde bulundurulmustur. Ogrencilerin cevaplari iki denetleyici
tarafindan bagimsiz olarak kodlandiktan sonra, Cohen’in Kappa uyum katsayisi hesaplanmistir. Cohen’in
kappa katsayisinin sonuglari .81’dir. Kodlayici analizinin tutarhihiginin élgtlmesi ile ilgili bu sonucun yeterli
oldugu disliniilmektedir.

Veri Analizi

Bu calismada 6grencilerin cevaplari SOLO Taksonomisi'ne ve betimleyici arastirma yontemine gore
analiz edilmistir. Ogrencilerin cevaplari detayl bir sekilde incelenmis, ikinci dereceden sézel problemlere
iliskin diisinme diizeyleri SOLO Taksonomisi’'ne dayanarak analiz edilmistir. SOLO Taksonomisi’'nin
diisiinme dizeyleri ve bu degerlendirmelerin nasil yapildigi, Tablo 2'de agiklanmistir.

Tablo 2.

SOLO Taksonomisi’ne Dayanan Her Seviye Igin Dederlendirmeler..
No Diizeyler Gosterge

1 Yapi Oncesi e Ogrenci problemi anlayamaz.

e Ogrencinin bilgisi yoktur.
o ilgisiz cevaplar vermistir.
e Problemi ¢ozmek anlamsizdir.
o Genellikle 6grencilerin verdigi cevaplar istenen cevaplarla ilgili degildir.
e Problemiyanlis yorumlar.
2 Tek Yonla Yapi e Ogrencinin problemi anlama yetisi sinirhdir.
e Ogrenci genellikle problemin bir yéniine odaklanir.
e Ogrenci bir iliski kurabilir ama ¢ok sinirlidir.
3 Cok Yonli Yapi e Ogrenci daha karmasik bir iliski kurabilir.
e Ogrenci, problemin birden fazla yéniinii kullanir ancak bu yénleri birbirleriyle
iliskilendiremez.
4 iliskilendirilmis e Ogrenci iliskiyi genellestirebilir.
Yapi o Ogrenci iliski icin bir kural ya da formiil verir.
e Ogrenci problemin cevabina iligkin tiim yénleri anlar ve bu yénleri iliskilendirebilir.
5 Soyutlanmig Yapi e Ogrenci yeni seyler yaratir.
o Ogrenci problemin ¢6ziimiine ulasmanin &tesine gegip yeni bir strateji gelistirir.
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Bulgular

Bu bélimde, Libyali ve Tiirk 6grencilerin cevaplari SOLO Taksonomisi’ne gore analiz edilmis, elde
edilen sonuglar 6grencilerden alinan orneklerle grafikler halinde sunulmustur. Her iki tilkeden de her
seviye icin en az bir érnek verilmistir. Ornekler diger benzer ¢oéziimleri temsil etmek icin dikkatlice
secilmislerdir.

Birinci Arastirma Sorusuna iliskin Bulgular

Bu boliimde, oOgrencilerin birinci arastirma sorusuna verdikleri yanitlarin analizinin sonuglar
sunulacaktir.

%51.85
%40.74
M Libya
o %22.22
B Turkiye
%3.70
%.00 - %.00
Bos YO TYY CYy iy

Sekil 1. Birinci arastirma sorusunun cevabinin SOLO Taksonomisi.

Sekil 1, Libya'daki sekiz grencinin iliskilendirilmis yapi diizeyinde (iY) ve yedi 6grencinin de ¢ok yénli
yap! diizeyindedir (CYY) oldugunu géstermektedir. Katihmcilarin % 3.70'i (n = 1) yapi 6ncesi (YO) ve %
18.52'si (n = 5) tek yonlu yapr (TYY) dusinme diizeyine sahipken, geri kalan % 22.22'si problemi
¢6zmemislerdir. Burada, YO'de yalnizca bir &grencinin oldugu ve &grencilerin yanlis yorumlamalar
nedeniyle problemi ¢ozemedikleri gorilmektedir. TYY grubundaki bes 6grencinin problemin gereklerine
iliskin sinirh bir kavrayisa sahip oldugu ve problemin yalnizca bir yéniine odaklandig tespit edilmistir.
CYY'deki yedi 6grenci, cevaplarinda problemin farkh yonlerini ortaya koymus ancak, anlamli bir sonug
iretmeyi basaramamislardir. iY'deki kalan sekiz 6grencinin verdikleri cevaplar uygun ve tutarlidir.

Ogrencilerin birinci probleme verdikleri yanitlarin analizinden elde edilen sonuglara dayanarak,
Libyal 6grencilerin gogunun ileri diisinme diizeylerine dogru ilerlemede basarili olabilecegi sdylenebilir.
SOLO Taksonomisi dislinme seviyelerine dayanarak, yliksek diizeyde anlama yetisine sahip 6grenciler
iliskilendirilmis yapi asamasina, ortalama anlayisa sahip olanlar ¢ok yonlG yapi asamasina ulasabilir.
Ancak, anlama yetisi diisiik olan 6grenciler yalnizca yapi 6ncesi diisiinme diizeyine veya muhtemelen tek
yonll yapi diizeyine ulasabilir gériinmektedirler.

Sekil 1'e bakildiginda, iY’de 11 Tiirk dgrenci, CYY’de 14 dgrenci, TYY' de de 2 6grenci bulunmakta, bu
arastirma sorusunu bos birakan 6grenci hi¢ yoktur. Bununla birlikte, TYY grubundaki ogrencilerin,
arastirma sorusuyla ilgili gereksinimler konusunda sinirh bir kavrayisa sahip olduklari ve sorunun sadece
bir yoniine odaklandiklari gérilmektedir. CYY'de olup, cevaplarinda problemin farkh yonlerini ortaya
koyan 14 6grenci vardir; ancak anlamli bir sonug iiretememislerdir. iY’de olup verilen bilgilerle uyumlu
ve tutarli cevaplar sunan 11 6grenci (n = 11) bulunmaktadir.

Tiurk ogrencilerin sonuglarina bakildiginda bu problemde ileri diisinme seviyelerine ilerlemede
cogunun basarili olabilecegi sdylenebilir. SOLO Taksonomisi’ne gore, yuksek dizeyde bir anlama yetisine
sahip 6grencilerin iliskilendirilmis yapi asamasina erisebildikleri, ortalama bir anlama yetisi olanlarin ¢ok
yonlu yapi asamasina ulasabilecegi ve disik bir anlama yetisine sahip olan 6grencilerin tek yonli yapi
dizeyine ulasabilecegi sonucuna varilmistir.
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Birinci arastirma sorusu gézoniinde bulunduruldugunda, hem Libyali hem de Tirk 6grencilerin TYY,
CYY ve IY diizeylerine ulasabildikleri bulgulanmistir. Bununla birlikte, bazi Tirk 6grenciler, Libyali

ogrencilerden daha yiksek bir dislince diizeyi gostermislerdir. Bu, Tiirk 6grencilerin s6zel problemlerde

Libyah 6grencilerden daha iyi olduklar seklinde yorumlanabilir. Asagidaki &rnekler, TYY, CYY ve iY'de
kabul edilebilir cevaplardan bazilaridir:

The length of a rectangle is S5cm greater than its width, If we know the area is equal to 36
cm?, what is the length and width of the rectangle?

Y( X+ 5 ) =20

Sekil 2. Libyali bir 6grencinin birinci arastirma sorusuna verdigi cevap.

| Bir dikdGrtgenin uzunlugu genislizinden 5 cm daha bhyGktdr., Alanin 36 cm?'ye esit
oldugunu biliyorsak, dikdartgenin uzunlugu ve genisligi nedir?

A D

xf‘S - A =2l

z'c

P

Sekil 3. Bir Tiirk 6grencinin birinci arastirma sorusuna verdigi cevap.

Sekil 2 ve 3'te verilen cevaplar, bu iki 6grencinin ¢6ziiml bulma bilgisine sahip oldugunu ve sézel
problemleri sembollere ¢evirme anlayisina sahip olduklarini, ancak 6grencilerin ¢6ziime yalnizca bir adim

uzaklikta olsalar da ¢6zimi tamamlayamadiklarini gostermektedir. Bu nedenle, 6grencilerin cevaplari
TYY'de kabul edilmistir.

The length of a rectangle is Sem greater than its width. If we know the area is equal to 36
:m?, what is the length and width of the rectangle?

LD ) O~

L o
15720230

L . - 4 -0
}(__, -‘- [) L "'_"-__/)(" -

Sekil 4. Libyali bir 6grencinin birinci arastirma sorusuna verdigi cevap.

Bir dikddrtgenin uzunlugu genisliginden 5 e¢m daha biylktir. Alanin 36 cm?'ya esit
oldugunu biliyorsak, dikdértgenin uzunlugu ve genisligi nedir?

17 o _gf'f%(’ a
\f: )\ '\(."'(‘ ’r.’)
"*D"‘ - L IR
«*5 AT

’ (=R ”‘r\:,{:.
) -

Sekil 5. Bir Tlirk 6grencinin birinci arastirma sorusuna verdigi cevap.

Sekil 4 ve 5'te gosterildigi gibi, bu iki 6grenci birinci arastirma sorusuna dogru cevap sunabilmislerdir.
Bu da dogru yontemi kullanarak bir ¢6zim sunmak icin gerekli bilgi ve becerilere sahip olduklarini

gdstermektedir. Ogrenciler ¢6ziim igin iyi bir adim atmislar ancak ¢éziimii tamamlayamamislardir. Bu
nedenle 6grencilerin cevaplari CYY'de kabul edilmistir.

303



Awatef ELAZZABI, Ahmet KACAR — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 283-316

SpposSC W idth X X+9q:0 )
L Legtht X+ 5 ’ Because The Length is Wt nggaivie
x(Xt+5):3¢ K:—?_o
X% 5x -36=0 x-a:

. X -4 _
{Xfc”('x-q):o ' :/-"Af!’l *('ehsil..:"if‘;—?

Sekil 6. Libyali bir 6grencinin birinci arastirma sorusuna verdigi cevap.

) Bir dikdértgenin uzunlugu genigliginden 5 cm daha bdyiktdr. Alamin 36 cm?'ye esit

olduunu biliyorsak, dikdértgenin uzunlugu ve genisligi nedir? X+5
(x+s Yoo = 34 YETx -1¢ = X
L. x *
X+Sa ™ 16 x "i
N==3 qenislizi =¢
X=+4 Uz‘m]h{'- =4

Sekil 7. Bir Tlirk 6grencinin birinci arastirma sorusuna verdigi cevap.

Sekil 6 ve 7'de goruldigu gibi, bu iki 6grenci birinci arastirma sorusuna dogru cevap verebilmislerdir.
Bu da dogru yontemi kullanarak bir ¢6zim sunmak icin gerekli bilgi ve beceriye sahip olduklarini,
ogrencilerin ¢ézime dogru iyi bir adim attiklarini ve uygun adimlari kullanarak birinci arastirma sorusunu
¢6zebildiklerini gstermektedir. Bu nedenle égrencilerin cevaplari iY'de kabul edilmistir.

ikinci Arastirma Sorusuna iliskin Bulgular

Bu boliim, 6grencilerin ikinci probleme verdikleri yanitlarin analizinin sonuglarini icermektedir.

%63.00

M Libya

B Turkiye %22.23

%3.70 o op %4.00
|

Bos YO TYY oYy iy

Sekil 8. ikinci arastirma sorunun cevabinin SOLO Taksonomisi.

ikinci arastirma sorusuna goére Sekil 8, CYY (n=3) ve iY’de (n=4) az sayida Libyal &grenci oldugunu
gostermektedir. Orneklemin %63.00'U TYY ve TYY’deki 17 dgrenciden olusurken, alti katilimer (%22.23)
ikinci soruya cevap verememistir. Diisiik seviyeli dgrenciler, YO diisiinme diizeyine erisebildiklerinden,
bu diizeydeki 6grencilerin orani diger diizeydekilerden daha yiiksektir. Bu nedenle, bu sonugtan, bu
dgrencilerin  ¢cogunun ikinci arastirma sorusunda ileri diisinme diizeylerine ilerlemede basarili
olamadiklari séylenebilir. Tiirk dgrencilerde ise, cok az sayida dgrenci (n = 3) iY’de ve yine az sayida
Ogrenci (n = 5) CYY'de bulunmaktadir. Burada, CYY'den ve TYY’den toplam 22 6grencinin 6rneklemin %
81.50'ini olusturdugu ve sadece bir 6grencinin (% 3.70) bu probleme cevap veremedigi goriilmektedir.
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ikinci arastirma sorusunda disiik seviyeli dgrencilerin, YO disiinme diizeyine ulasabildikleri ve bu
dizeydeki 6grencilerin orani diger diizeydekilere gore daha yiiksek oldugu igin, 6grencilerin gogunun
ileri diisginme dizeylerine ilerlemede basarili olamadiklari séylenebilir. Bu nedenle, 6grencilerin bu
probleme verdikleri cevaplar, ileri diisinme {rlinli olarak degerlendirilemez.

Her iki tlkeden de birka¢ 6grenci tam cevaba ulagsmayi basarmistir. Bu soruya cevap veren
ogrencilerin en yliksek ytzdesinin Libyal 6grencilerde oldugu dikkat ¢cekmistir, bu da sozel problemleri
Tirk 6grencilerden daha iyi anladiklari seklinde yorumlanabilir. Ancak bu, distk bir ylizdeyi temsil ediyor
ve Libya grubundaki diger 6grencilerin sézel problemleri anlama ve matematiksel sembollere ¢evirmede
zorluk yasadiklari bulgusunu degistirmiyor. Ayrica ikinci dereceden denklemi ¢ozemeyen, cevaplari ileri
diisiinme Griinii olarak degerlendirilemeyen 6grenciler de vardir. Asagida, TYY, CYY ve iY’de kabul edilen
cevaplara ornekler verilmistir:

| We have two consecutine odd numbers The resu’t of multiplying the two numbers

cquals 15 What are these numbers? Show how you found your answer

Sekil 9. Bir Libyal 6grencinin ikinci arastirma sorusuna cevabi.

| Ardigik iki tek sayinin ¢arpimi 15tir. Bu sayilar nelerdir? Cevabi nasil buldugunuzu
agiklayiniz.

x {KJ.J_]-P'T

-

X=15

=,

Sekil 9 ve 10'da verilen cevaplar, bu iki 6grencinin ¢6zimi bulma ve sézel problemlerin sembollere
donistiriilmesi bilgisine sahip oldugunu gostermektedir. Ancak, ¢6ziime dogru bir adim atmis olsalar da,
ogrencilerin ¢6zimi tamamlayamadiklari gériilmektedir. Bu nedenle, 6grencilerin cevaplari TYY'de kabul
edilmistir.

Sekil 10. Bir Turk 6grencinin ikinci arastirma sorusuna cevabi.

We have two consecutive odd numbers. The result of multiplying the two numbers
equals 15. What are these numbers? Show how you found your answer.

.\A

‘ XhH) =20
k\i — 3\\ ~ \5!

Sekil 11. Bir Libyali 6grencinin ikinci arastirma sorusuna cevabi.
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Ardisik iki tek sayinin carpimi 15°tir. Bu sayilar nelerdir? Cevabi nasil buldugunuzu
agiklayiniz.

X (_\{+2J S

N/
2 ot

Sekil 12. Bir Turk 6grencinin ikinci arastirma sorusuna cevabi.

Sekil 11 ve 12'de gosterildigi gibi, bu iki Ogrenci ikinci arastirma sorusuna dogru cevap
verebilmislerdir. Bu da dogru yontemi kullanarak bir ¢6ziim sunmak igin gerekli bilgi ve becerilere sahip
olduklarini  géstermektedir. Ogrenciler ¢dziim igin iyi bir adim atmiglar ancak ¢&zimii
tamamlayamamiglardir. Bu nedenle 6grencilerin cevaplari CYY'de kabul edilmistir.

We have two consecutive odd numbers. The result of multiplying the two numbers
equals 15. What are these numbers? Show how you found your answer.

AR )= 15 -

. . f— N
. '\_> s

-~ \

' » X=-5 >~ (Nos)
L )\'.\' A+~ B =0 .’;.“3-5’5’;".‘;;’

Sekil 13. Bir Libyali 6grencinin ikinci arastirma sorusuna cevabi.

Sl

| Ardistk iki tek sayinin carpimi 15’tir. Bu sayilar nelerdir? Cevabi nasil buldugunuzu
agiklayiniz.

o (~+2) o8

nz+2n-1Ss=>> N3 n42=5
it e IEVER
na n=3 -
Sekil 14. Bir Turk 6grencinin ikinci arastirma sorusuna cevabi.

Sekil 13 ve 14'te verilen cevaplar, bu iki 6grencinin ¢6zimi bulmak icin gerekli bilgiye sahip
oldugunu ve sézel problemleri anladiklarini géstermektedir. Ogrenciler ¢dziimii elde etmek icin uygun
adimlari atip, ikinci dereceden denklemin analizini tamamlamislardir. Bu durum, 6grencilerin kelimelerle
sunulan problemi matematiksel sembollere ¢evirme ve ikinci dereceden denklemi ¢dézme becerisine
sahip olduklarini géstermektedir. Bu nedenle, her iki 8grencinin de yanitlari iY olarak kabul edilmistir.

Ugiincii Arastirma Sorusuna iliskin Bulgular

Bu bolimde, 6grencilerin ¢ bolimden olusan Uglinci probleme verdikleri yanitlarin analizinin
sonuglarini sunulmustur.

Sekil 15, her iki Gilkeden 6grencilerin ¢cogunun lglUnci arastirma sorusunun a) sikkina dogru cevap
verebildigini, ancak en yiksek oranin Tirk 6grencilere ait oldugunu gostermektedir. Bu, ¢ogu 6grencinin
sozel problemleri, sembol gosterimleri ile cebirsel yasalar arasindaki iliskiyi ve denklem ¢dzme
konusundaki kullanimlari anlayabilme yetisiyle agiklanabilir. Bu nedenle, 6grencilerin ¢ogunun bu
problemde ileri disinme seviyelerine dogru ilerleyebilecegi séylenebilir. Asagidaki cevaplar, TYY ve
CYY’de kabul edilen cevaplara 6rneklerdir:
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%66.67
%48.15
m Libya %33.33
H Tirkiye
%18.52
%14.81 %11.00
%7.41
%.00 . % 00 %.00
Bos Y6 TvY cvy iy

Sekil 15. Uglincii arastirma sorusu a) sikkinin cevaplarinin SOLO Taksonomisi.

“(a) Find equation is in the variable x.

" Ny 4 )

O+ 307 +3)= (Ax+3)(2-5)

/-

Sekil 16. Libyali bir 6grencinin Uglincl arastirma sorusunun a) sikkina verdigi cevap.

| (a) x degiskenine bagh denklemi bulunuz.
o 2
(x+1) «(k+3) = (xe)

Sekil 17. Bir Tlrk 6grencinin Gglincl arastirma sorusunun a) sikkina verdigi cevap.

Sorunun a) sikkinin cevaplandigi Sekil 16 ve Sekil 17'de verilen cevaplar, 6grencilerin, denklemi x
degiskenine gore cebirsel olarak ifade ettiklerini, dogru bir sekilde ¢6ziim bilgisine sahip olduklarini,
ancak kullanilan harfin (x) degisken oldugundan ve farkli degerlere sahip olabileceginden habersiz
olduklarini gostermektedir. Bu nedenle, 6grencilerin cevabi TYY diizeyinde kabul edilmektedir.

(a) Find equation is in the variable x.

(A1) {193y = (T3)(30-5) =

z L e -
¢ V454 /A ax .
v, L. 0 b A8 X-4HL 45 1
X $bA+7+ ) (] 0 N l‘(,- sy 7Y
2. T i s ( ."" ;.' ‘, /- . / ! E: b Loty
2 G A 1x-1% 5

- o

=

Sekil 18. Libyali bir 6grencinin tGglncl arastirma sorusunun a) sikkina verdigi cevap.
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(a) x degiskenine bagli denklemi bulunuz.

[ .7 - il

(% +2) - @42) =(Tx12)-(3x-5)
wDiek Dog, 2% B = b7\:;'—-\()% +Ax ~-15
. ' = SxT=Fx -2y

Sekil 19. Bir Tiirk 6grencinin tglincl arastirma sorusunun a) sikkina cevap.

Sekil 18 ve 19, her iki tGlkeden 6grencilerin, 6rnegi sdzelden sembollere gevirme konusunda iyi bir
yanit verdiklerini ve ikinci dereceden denklemi olusturabildiklerini gostermektedir; bu nedenle CYY’'de
olduklari kabul edilmistir.

%62.96

H Libya

H Tirkiye

%11.1

%3.70%3.70
TYY

%.00%.00

Bos YO

cYY iy

Sekil 20. Ugiincii arastirma sorusunun b) sikkinin cevaplarinin SOLO Taksonomisi.

Ogrencilerin (iclincii arastirma sorusunun b) sikkina iliskin ¢dziimlerinin analizi su sekildedir: Libya
grubundaki 6grencilerin %22.23'i YO’de, % 3.70'i TYY'de, %11.11'i CYY’de cevap vermistir. Bu sikki bos
birakanlar ise katilimcilarin %62.96'sini olusturmustur. Tirk &grencilerin %14.82'si YO'de, % 3.70'i
TYY'de, %51.85'i CYY'de yanit vermis ve katimcilarin %29.63'U bos birakmistir.

Sekil 20, Libyali 6grencilerin ¢ogunun Uglncl arastirma sorusunun b) sikkina cevap vermedigini
actkca gostermektedir; bu nedenle, Ogrencilerin sadece kiigik bir kismi bu sikki basariyla
tamamlayabilmistir. Buna karsilik, Tiirk 6grencilerin %51.85'i dogru cevap vermistir. Bu, Turk 6grencilerin
analitik distinme becerileri ve ikinci dereceden denklemlerin ¢6zimi agisindan cebirsel diisinme
duzeylerinin, bu problemle ilgili olarak Libyal 6grencilerden daha iyi oldugunu gostermektedir. Tirk
ogrencilerin ¢ogunun ikinci dereceden s6zel problemlerde ileri diisinme seviyelerine dogru ilerlemeyi
basarabildiklerini ve problemin cevaplarinin ileri diisinmenin bir {riinU olarak degerlendirilebilecegi
soylenebilir. Asagida, CYY’'de 68renci ¢ozlimlerine 6rnekler verilmistir.

(b) Then find the solution of this equation.

=3 ' Xz =T | ‘ 'l"\('A (1) 71,k 0d
5% k- -Uzo  Xetf UTH-Usga(-2u) -FaFed
T

z 20-33

s |

Sekil 21. Libyal bir 6grencinin UGglnci arastirma sorusunun b) sikkina verdigi cevap.
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(b) Buldugunuz denklemin ¢dzlimini yapiniz.
5x2- Ix-324 = O
= +2 (5 fR) - &k-3)
R '3

Sekil 22.Bir Turk 6grencinin Gglincl arastirma sorusunun b) sikkina verdigi cevap.

Sorunun b) sikkinin cevaplandigi Sekil 21 ve Sekil 22'de verilen cevaplar, 6grencilerin denklemi x
degiskeninde cebirsel olarak ifade ettiklerini, dogru bir sekilde bir ¢6zim bilgisine sahip olduklarini,
ancak kullanilan harfin (x) degisken oldugundan ve farkli degerlere sahip olabileceginden habersiz
olduklarini géstermektedir. Bu nedenle, 6grencinin cevabi TYY dizeyinde kabul edilmektedir.

(b) Then find the solution of this equation.

. ol R B
SY - X-2Y =0

P ~

Sekil 23. Libyal bir 6grencinin UGglncl arastirma sorusunun b) sikkina verdigi cevap.

(b) Buldugunuz denklemin ¢6zGmund yapiniz.

s P xA+D —orT—x IS

Sx? - A =24 O (S=e T} -7
/ -3 g S =
x=_®
=y =

Sekil 24. Bir Turk 6grencinin Uglincli arastirma sorusunun b) sikkina verdigi cevap.

Sekil 23 ve 24'te, 6grenciler lglnci problemin ikinci bolimini ¢ozebilmisler ve ikinci dereceden
denklemi ¢dzmek icin kareler arasindaki farki kullanma konusunda tecriibeleri vardir. Ogrenciler bu
¢6zUimi tamamladiklarindan dolayi, cevaplari CYY olarak kabul edilmektedir.

enbie %51.85

%33.33
M Libya

B Turkiye

%.00 %.00

%.00 %.00

Bos YO TYY cYY iy

Sekil 25. Ugiincii arastirma sorusunun c) sikkina cevaplarinin SOLO Taksonomisi.

309



Awatef ELAZZABI, Ahmet KACAR — Pegem Egitim ve Ogretim Dergisi, 10(1), 2020, 283-316

Sekil 25'te gorildigi gibi, 6grencilerin Gglincl arastirma sorusunun c) sikkina iliskin ¢éziimlerinin
diizeyleri séyledir: Libyali &grencilerin %33.33'G YO’de, % .00 TYY'de ve %11.11'i CYY'de
cevaplamislardir ve katiimcilarin % 55.56'si bu bélimu bos birakmistir. Tirk 6grenciler igin, % 14.82'si
YO’'de, %0 TYY'de, %51.85'i CYY’'de cevap vermistir ve bu maddeyi bos birakanlar katilimcilarin
%33.33'tni olusturmaktadir. Libyali 6grencilerin ¢ogu, Tirk 6grencilerden farkh olarak, c) sikkina cevap
verememistir. Bu nedenle, c) sikkinda Tiark oOgrencilerin cebirsel disiinme dlzeylerinin Libyah
ogrencilerden daha iyi oldugu soylenebilir. Asagidakiler CYY'deki 6grencilerden ¢6ziim 6rnekleridir:

" (c) Find a square area.

e oo < Al X il

% 7 > 7
Aazi (e 3yl X43) =(23) = {=7 %
(3

Sekil 26. Libyali bir 6grencinin tglincl arastirma sorusunun c) sikkina verdigi cevap.

-

'(c) Karenin alanim bulunuz.

Sekil 27. Bir Tlirk 6grencinin tglincl arastirma sorusunun c) sikkina verdigi cevap.

Sekil 26 ve 27'de, 6grenciler tglincl arastirma sorusunun c) sikkini ¢6zme becerisine ve bu konudaki
matematik vyasalarinda deneyime sahiptirler. Uglincii arastirma sorusunu tamamladiktan sonra
ogrencilerin cevaplari CYY olarak kabul edilmistir.

Arastirma Sorularinin Tamamu ile ilgili Bulgular

Bu bolimde, Libyal ve Tirk 6grencilerin her ¢ probleme verdikleri yanitlarin analizinin sonuglari ele
alinmaktadir.

%48.15

%36.30

M Libya

B Turkiye %16.30

%12.00
%8.89

%9.00 7010.37

Bos YO TYY cYY iy

Sekil 28. Libyal ve Turk 6grencilerinin aragtirma sorularinin tamamina verdikleri cevaplarin genel analizi.
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Sekil 28, arastirma sorularini bos birakanlarin %36.30'unu Libyali 6grencilerin, %16.29'unu Turk
ogrencilerin olusturdugunu gostermektedir. Bu sonug; 1) arastirma sorularinin anlasilamamasi, 2) sézel
problemlerin gevirisinde giiglikler veya 3) ihmalkarhktan kaynaklanabilir.

Dusunme dizeyleri CYY'de olan Turk 6grenciler agirlikli olarak % 48.15'dir. Ayrica, her iki ulke igin
Sekil 28'deki bos kisim elimine edilirse, Turk 6grenci dlizeyleri yiuksek olacaktir. Libyal 6grenciler icin bu
rakam simetriye yakin bir dagilima isaret eder. Bu, 6grenci diizeyinin bu ¢alismada kullanilan arastirma
sorulari seviyesine uygun oldugu anlamina gelir. Ayrica, iki Glkenin 6grencileri karsilastirildiginda, Turk
dgrencilerin CYY diisiinme diizeyleri ve problemler arasinda 1Y’deki yiizdeleri Libyali 6grencilerden daha
yuksektir. Bu durum Turk 6grencilerin ikinci dereceden sozel problemleri ¢6zme konusundaki yeterlilik
ve becerilerinin de daha yuksek oldugunu agiklar.

Tartisma, Sonug ve Oneriler

Bu calismanin amaci, Libyali ve Tirk 6grencilerin ikinci dereceden sézel problemleri ¢ozmedeki
diisinme dizeylerini SOLO Taksonomisi’'ne gore arastirmaktir. 27 Libyali ve 27 Turk 6grenci ikinci
dereceden sozel problemler Uzerinde test edilmis ve bu konudaki bilgi ve dislince dizeyleri SOLO
Taksonomisi’'ne dayanilarak analiz edilmistir.

SOLO Taksonomisi ile problem analizi sadece 6grencilerin yeterliligi ya da yetersizligini ortaya
koymakla kalmaz, ayni zamanda disiinme diizeyleri ile bilis diizeyleri hakkinda da bilgi verir. Boylece,
SOLO Taksonomisi 6grencilerin matematiksel diisiinme seviyelerini 6lgmek igin bir ara¢ olarak
kullanilabilir. Ayrica SOLO Taksonomisi, 6grencilerin problem ¢dzme islemlerini degerlendirmek ve ilave
olarak matematik alanindaki kavramlari (Lian & Idris, 2006; Pegg & Tall, 2005) degerlendirmek i¢in de
kullanilmaktadir.

Bu ¢alismad, SOLO Taksonomisi, ikinci dereceden bir bilinmeyenli sézel problemler hakkinda
Ogrencilerin disiinme duzeyleri ile ilgili bilgi saglamistir. Elde edilen sonuglara goére, Libyali 6grencilerin
%9.00'unun iY’de, % 21.50'inin CYY’de, % 21.50'inin TYY'de, %12'sinin YO’de oldugu ve % 36.30'unun
problemleri bos biraktigi gériilmistir. Tirk 6grenciler igin %10.37'si 1Y’'de, %48.15'i CYY’'de, % 16.29'u
TYY de ve %8.89'u YO’dedir ve %16.30'u ise problemleri bos birakmistir.

ikinci dereceden sézel problemlerin ¢dziimiinde SOLO Taksonomisi’ne dayanan égrenci disiinme
diizeylerine iliskin bulgular ve veri analizi, Libyali 6grencilerin %36.30, Tlrk 6grencilerin ise %16.30’unun
problemleri bos biraktigini, dolayisiyla 6grencilerin s6zel problemleri matematiksel ifadelere gevirmekte
basarisiz olduklarini gostermektedir. Ayrica problemi anlama eksikligi 6grencilerin sézel problemleri
matematiksel ifadeye ¢evirmede basarisiz olmalarinin ana nedenlerindendir. Calismanin bu sonucu,
Zentall ve Ferkis'in (1993) calismasiyla 6rtiismektedir. Ogrencilerin problemi gérsellestirme ve ifade
etmedeki zorluklari, sdzel problemleri cevirmede basarisiz olmalarinin sebeplerinden biridir (Angateeah,
2017). Ayrica, 6grencilerin bu calismada problemleri ¢cozememelerinin sebepleri, dikkatsiz olmalari,
problemi disiinememe veya anlayamamalaridir. Bu sonug¢ Yeo'nun (2009) arastirmasinin sonucuyla
drtiismektedir. Ek olarak, Libyal 6grencilerin %12‘sinin diisiinme seviyeleri YO’de, Tiirk &grencilerin ise
% 8.89’unun diisiinme seviyeleri YO’dedir. Bu &grencilerin bazilari sorulara problemde bulunmayan baz
degiskenlerle cevap vermislerdir; bu da onlarin cevaplarinin problemle ilgisi olmadigi anlamina geliyor
(Tindowen, Ramirez & Sales, 2019). ilave olarak, problemin &grenciler tarafindan yanlis yorumlanmasi,
sozel problemleri ¢ozmede basarisiz olmalarinin baska bir nedenidir. Bu galismanin sonucu birgok
o6grencinin problem ¢ézmede zorlandiklari iddiasiyla ortismektedir. Clnkl bazi kelimeleri yanhs
anlamaktadirlar (Krulik & Rudnick, 1996).

Libyali 6grencilerin yaklasik %21.50'si TYY’de, Tirk 6grencilerin ise %16.29'u TYY’dedir. Bu sonuglar,
o6grencilerin lisede ogrendikleri bir konu olmasina ragmen, ikinci dereceden bir bilinmeyenli sozel
problemlerle islem yapmakta az veya c¢ok az bilgiye sahip olduklarini géstermektedir. S6zel problemler
konusundaki zayif bilgileri, yanhs dusiinceleri veya yanhs anlamalarindan kaynaklanmaktadir. Bulgu,
Booth (1984) ile de tutarlidir.
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Arastirmanin bulgulari ayrica, disiik ve orta seviye Ogrencilerin ¢ogunlugunun cebirsel ifadeleri
anlamada ve cebirsel islemleri gerceklestirmede zorluk yasadiklarini bildiren Roslina'nin (1997)
arastirmasini da desteklemektedir.

Bulgular, Tiirk 8grencilerin %48.15'inin CYY’de ve % 10.37'sinin iY’de oldugunu géstermistir ve bu iyi
bir sonug olarak degerlendirilmistir. Libyali 6grencilerin %21.50'si CYY’de, %9'u ise 1Y'deydi. Bu, Tiirk
ogrencilerin blylik bir kisminin, Libyali 6grencilere kiyasla bu tir problemlerde ileri disinme
seviyelerine dogru ilerlemekte daha basarili olabilecegini gostermektedir. Bu seviyelerdeki 6grenciler
kavramsal bilgi ve islem gerektiren yazil bir cevaba sahiptir. Kavramsal bilgi ve islem birbirinin ayriimaz
bir pargasidir ve 6grencilerin matematik basarisi igin ¢ok 6nemlidir (Hiebert & Carpenter, 1992).

Bulgular 1siginda, 06grencilerin sozel problemleri ¢dzme yetenekleri, ciimleleri matematiksel
sembollere nasil cevirdiklerine baghdir (Bardillion Jr.,, 2004). Ortadgretim Ogrencilerinin sézel
problemleri ¢cozmek igin kullandiklari yontemler, problemleri anlamalarina ve matematiksel becerilerine
katki saglar (Silver, 1992; Verschaffel, Greer & De Corte, 2002). Ogrencilerin ciimleleri sembollere
cevirme becerileri, 6grencilerin problemlere yonelik ¢éziimlerde basarilarini etkilemistir (Vista, 2010).

Mevcut calisma, bazi 6grencilerin ikinci dereceden sézel problemleri matematiksel ifadelere ¢evirme
becerisine sahip olmadiklari sonucuna varmistir. Bu durumun

1. Problemin yanlis yorumlanmasi,

2. Sozel problemleri anlama ve matematiksel sembollere doniistiirme zorlugu,
3. Problemianlama yetersizligi,

4. ihmalkarlik.

sebeplerinden kaynaklandigi gozlenmistir.

Potter ve Kustra'ya (2012) dayanarak, YO diizeyi diisiinme diizeyleri arasindan ¢ikarilmalidir. Clinkii
ogrencilerin genellikle konu hakkinda bir fikri yoktur. Bu durumda g¢alisma bulgularinin, Libyali ve Turk
Ogrencilerin buyik bir kisminin bu problemlerde ileri dusinme seviyelerine ilerlemede basarili
olabilecegini gosterdigini soyleyebiliriz. Ancak, Libyall 6grenciler ve Turk 6grenciler karsilastinldiginda,
bulgular Tirk 6grencilerin Libyali 6grencilerden daha iyi oldugunu géstermektedir.

Arastirmadan elde edilen bulgular ve sonuclar 1siginda, asagidakileri oneriler gelistirilmistir.

ikinci dereceden bir bilinmeyenli sézel problemleri ¢6zmede 6grencilerin karsilastigi eksikliklerin
Ustesinden gelmek icin ilkogretimdeki 6grencilerin matematiksel becerilerini gelistirmek adina diisinme
becerilerini gelistirmeleri desteklenmeli, problemleri ¢ozmek igin ¢esitli temsil ve stratejileri kullanmaya
tesvik edilmelidir.

Ogrencilerin diisiinme becerilerini gelistiren etkinliklere katilmalari saglanarak diisiinme yetenekleri
gelistiriimelidir.

Sinifta 6gretmenin uyguladigl ydontem ve teknikler, diisiinme becerilerinin gelistiriilmesinde dnemli bir
rol oynar. Bu nedenle 6grencilerin dislinme becerilerini gelistirmek icin modern 6gretim yontemleri
kullaniimalidir.

Program gelistiricileri ve yazarlar matematik miufredatindaki 6rnekleri daha net bir yontemle
tasarlayarak 6grencilerin sozel ifadeleri anlamalarini saglamak igin 6grencileri iyi tanimal ve 6grencilerin
sozel problemleri matematiksel fikirler ve kavramlarla iliskilendirebilmeleri igin firsatlar yaratmalidir.

Son olarak, 6grencilerin s6zel problemlerdeki zorluklarini belirleyen daha fazla ¢alisma yapilabilir.
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