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From the Editor in Chief

Dear producers and consumers of knowledge,

I would like to share the happiness of being with you again with 9" Volume 1™ first issue of Pegem
Journal of Education and Instruction (PEGEGOG) in 2019. | hope you could find time to have a rest after
your busy schedule. Initially, | want to thank you for the increasing interest for our journal.

There has been 98 articles sent for publication to our journal. This is good news for our journal. On
the other hand, | have to indicate that there were critical problems in terms of format within these
articles as stated in the previous issue. First of all, unfortunately we had to reject some articles as in
many of them there were texts very similar to ones in different articles. At first step, we scan all articles
in i-Thenticate program to determine the exact quotations from other resources. After this scan, we
reject the articles detected to have exact quotations at a high rate without initiating peer-review
process. Apart from that, we also send back the articles not written in an academic format not to disturb
our reviewers unnecessarily.

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

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

Sincerely yours,

Prof. Dr. Ahmet DOGANAY
Editor in Chief
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Editérden

Degerli bilgi Uretici ve tiketicileri,

Pegem Egitim ve Ogretim Dergisi’nin (PEGEGOG) 2019 yili ilk sayisi olan 9. Cilt 1. Sayr'si ile sizlerle bir
kez daha beraber olmaktan duydugum mutlulugu paylasmak istiyorum. Yogun bir ¢alisma déneminin
ardindan umarim dinlenme firsati bulabiliyorsunuzdur. Oncelikli olarak dergimize olan ilginin siirekli
artmasi nedeniyle sizlere tesekkiir etmek isterim.

Dergimize bir 6ncesi sayinin yayimlanmasindan itibaren 98 makale basvurusu olmustur. Bu, dergimiz
icin sevindirici bir haberdir. Ancak Gzilerek belirtmem gerekiyor ki, 6nceki sayida belirttigimiz gibi bu
makalelerin bazilarinda format agisindan &nemli sorunlar vardi. Oncelikle bircok yazarimizin
makalesindeki metinlerin baska makale ya da metinlerle birebir benzerligi nedeniyle tziilerek ret etmek
zorunda kaldik. Bize gelen tiim makaleleri ilk 6nce I-thenticate programiyla diger kaynaklardan birebir
alintilar belirlemek igin tariyoruz. Bu tarama sonucunda yiiksek oranda birebir alinti oldugu belirlenen
makaleleri hakem siirecine gondermeden ret ediyoruz. Bunun disinda, bir akademik makale formatina
uymayan ¢alismalari da hakemlerimizi bos yere yormamak adina geri geviriyoruz.

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

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

Prof. Dr. Ahmet DOGANAY
Bas Editér
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The purpose of this research is to examine the views of middle school mathematics
teachers about the usability of VUstat and TinkerPlots software in data processing
learning in the Curriculum of Mathematics Teaching in Middle School (5th, 6th, 7th
and 8th grades). In the study, the phenomenology design from qualitative research
patterns was employed. The study group was determined by maximum variation
sampling method of purposeful sampling methods. The number of middle school
mathematics teachers in the study group is 14. Pre-Interview Form, Activity Forms,
Software Evaluation Forms and Focus Group Interview Form were used as the data
collection tool in the research. The analysis and interpretation of the data was done by
content analysis. The results of the research show that teachers have some problems
regarding the use of technology in teaching mathematics and that VUstat and
TinkerPlots software can be used in statistical teaching even though they have certain
deficiencies. Some suggestions were made according to the results of the research.

Ortaokul matematik 6gretmenlerinin Vustat ve Tinkerplots yazilimlarinin veri
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isleme 6grenme alaninda kullanilabilirligi ile ilgili goriisleri
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Introduction

The word ‘statistics’ which is becoming more and more commonly used in media such as
newspapers, television and internet, means numerical expression of the data gathered for any sample
group (Arici, 1998). Having some basic knowledge in statistics is important for being able to better
comprehend and assess information in daily life. Statistical learning can be described as statistical
problem solving, deduction and backing up results by explaining factors behind those results. (Garfield,
1995).

Statistics in mathematics curriculum appears to be a field that usually prompts negative response
(Baloglu, Kogak & Zelhart, 2007; Cakmak & Durmus, 2015; Dogan, 2009). Even though secondary school
students are said to enjoy statistics and do not perceive it as unnecessary or boring (Gursoy, Gliler &
Celik, 2014), primary school students struggle with visualizing data clusters, analyzing and interpreting
data (Jones, Thornton, Langrall, Mooney, Perry & Putt, 2000). Sixth grade students have been observed
to have difficulty with deceptive charts and arithmetical equations, while eighth grade students appear
to have difficulty with creating pie charts, interpreting data based on quarters, interpreting histogram
and in using related measures of central tendency (Cakmak & Durmus, 2015), and it has been seen that
they tend to be more successful with reading line charts compared to reading pie charts and histograms
(Kaynar & Halat, 2012). Most students are also known to struggle with standard deviation, which is the
basis of statistical deduction (Rubin, Hammerman, & Konold, 2006).

The report titled Guidelines for Assessment and Instruction in Statistics Education [GAISE] published

by American Statistical Association (ASA) in 2016 suggests the following in teaching of statistics:

1. Emphasis on statistical literacy and enhancing statistical thinking,
. Using actual data,
. Emphasis on conceptual understanding rather than practical information,
. Encouragement towards active learning in class,
. Using technology to enhance data analysis and conceptual understanding,
. Carrying out evaluations in order to measure and improve learning,

. Teaching statistics as a process of problem solving and decision making,

0O N OO 1 A W N

. Giving students experience in multi-variable thinking due to the solution of any problems in the
world we live in being based on multiple factors (p. 6).

The suggestions in the report appear to be focused on meeting the expectations for making the
teaching of statistics easier. Researchers also point out that through the use of active methods in
teaching, students will have the opportunity to build certain statistical data, use statistical language and
applying their acquired knowledge (Koparan & Kaleli Yilmaz, 2014). Therefore, students should be
pointed towards taking part in activities based on their own observations and experience where they
produce the information themselves (Ekin6zi & Sengtil, 2007) and teachers must try various student-
centered approaches and activities in teaching rather than conventional teaching methods while
observing the results (Garfield, 1995). In short, rearranging the contents of teaching, presentation and
management of statistics in a way that encompasses actual day-to-day problems that students have in
their lives (Snee, 1993) and taking advantage of technology for relaying knowledge and visualizing
concepts (Garfield & Ahlgren, 1988) will contribute dramatically to purposeful teaching of statistics.
Therefore, using Information and Communication Technologies (ICT) is of utmost importance in creating
learning-teaching environments that will make teaching of statistics easier.

ICT tools used for teaching of statistics must direct students towards active attendance while
constructing information as they do and think and contemplating on the events that they observe and
improve the ability of advanced thinking (Ben-Zvi, 2000). Statistical software must allow the students to
easily enter data; access graphical demonstrations and numerical data easily; be able to easily correlate
statistical language and daily language; to easily visualize and re-arrange data through creative methods;
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to navigate between data, charts and graphs while interpreting their correlation; and to establish
causative connections between data (Fitzallen & Brown, 2006). Another point to note in teaching
statistics with ICT is that teachers must add variety to the number of ICT tools. The reason is that a tool
which is good for converting data into charts may not be good for demonstrating samples (Chance, Ben-
2vi, Garfield & Medina, 2007). In that case, there is a need to identify what kind of ICT tools might be
better for certain learning outcome.

It is safe to say that active usage of ICT will contribute positively to teaching of statistics. For
instance, even though it might be boring for students to constantly draw charts, box graphs, histograms
etc. (Biehler, Ben-Zvi, Bakker & Makar, 2013), use of ICT may help create a more positive attitude.
Researchers note that use of ICT tools in teaching of statistics increases success rate (Celik & Cevik,
2011; Dogan, 2009), contributes to permanent acquisition of knowledge (Celik & Cevik, 2011; Dilek,
Tarimer & Sakal, 2007), affects behavior positively (Dogan, 2009), and encourages active engagement
(Celik & Cevik, 2011). However, the literature also shows certain situations that might interfere with the
usage of ICT. These obstructions are described as the tool in hand to be incompatible with the learning
outcome in teaching of statistics; cynicism of teachers towards ICT; lack of physical environment and
infrastructure; lack of ICT training for teachers, the idea that usage of ICT would waste time; and the
thought that the teaching method might fail if ICT is used (Chance et. al., 2007).

In today’s world, there are a great number of software programs that can be used in statistics
teaching and one of these software programs is TinkerPlots. TinkerPlots is a data analysis tool that has
simulation abilities for developing statistical reasoning skills of especially secondary education age group
and presents a dynamic learning environment. (Biehler et. al., 2013; Fitzallen & Brown, 2006). With a
plain, clear and useful interface, it involves a data card system for organizing data in the drawing
window. It allows students to prepare more than one graphic displays with a data document, analyse
the data quickly, display the result tables and add written comments while making statistical research.
By allowing examining a series of data in various respects, it not only makes interpretation easier but
also contributes to meaningful learning (Fitzallen & Brown, 2006; Watson & Donne, 2009). These are not
a Turkish version of the software and not free of charge. Researchers indicate that if used in early ages,
it develops students’ deductional reasoning and students find it interesting and enjoyable (Koparan &
Kaleli Yilmaz, 2014). Also, it helps students to comprehend questions more easily thanks to its
modelling. While its colouring feature makes it easier to compare multiple variables on graphics, it is
time-saving (Ozbay, 2012) and will allow students to observe and analyse the median and mode of the
given data cluster (Fitzallen, 2007; Yilmaz, 2013) in addition to providing a compatible learning
environment appropriate for elementary and secondary school students (Fitzallen, 2007).

Another software that can be used in teaching of statistics is VUstat. VUstat software offers plentiful
options to make correct sense of the concepts in the field of learning statistics and probability. With the
help of software data tools and simulations, it is possible to teach students from different levels the
concepts of probability and statistics. The software is developed by Piet van Blokland and Carel van de
Giessen, and localized in Turkish and and a Turkish version was created for using in teaching statistics by
Hatice Akkog and Sibel Yesildere-imre (Akko¢ & Yesildere-imre, 2015). The software can be used free of
charge. In literature, there is no study referring to the use of VUstat software in teaching of statistics.

The research discusses teachers’ viewpoints on the use of VUstat and TinkerPlots among ICT tools,
which can be used in teaching of statistics and probability. In literature, it is indicated that there is a
need for studies focusing on the issues related to teaching of statistics and probability (Ulutas & Ubuz,
2008). It has also been reported that ICT is integrated with curricula and the studies that will contribute
to teachers’ career developments are insufficient (Sert, Kurtoglu, Akinci & Seferoglu, 2012) whilen the
ICT tools, which can be used in teaching of statistics, are not used widely enough in the studies focusing
on the ICT tools used in teaching of mathematics (Aldemir & Tatar, 2014).
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The study is considered important as it focuses on teaching of statistics, and it includes opinions of
teachers on two different software products which can be used in statistics teaching and which have not
been properly studied within the literature before. The study searches for answers to the question
“What do teachers think about usage of VUstat and TinkerPlots programs which can be used for
statistics teaching?”.

Method
Research Design

Phenomenology, one of the qualitative research designs, was applied in this study. Phenomenology
focuses on events that we are aware of but which we do not have a detailed and in-depth
understanding, and it creates an appropriate research ground to investigate events that are not
completely foreign to us but that we do not fully understand (Yildirrm & Simsek, 2011). In short,
phenomenological approach deals with defining a fact according to experiences of individuals or a group
(Christensen, Johnson & Turner, 2015). In the study, middle school mathematics teachers were
requested to express their opinions about achieving learning outcomes about data processing included
in middle school mathematics curriculum by the help of the software programs TinkerPlots and VUstat.
Their opinions required a comprehensive and profound study, which led this research to be done in
phenomenology design.

Study Group

Study group was determined according to maximum variation sampling method of the purposeful
sampling methods. The aim in this method is to reveal common or similar aspects in varying conditions
(Yildirnm & Simsek, 2011). It is essential to specify the characteristic features or criteria for the sample so
that the sample by this method can be functional (Patton, 2014).

In the study, the schools were selected from different neighbourhoods of Mersin in terms of social
and economic conditions, student population in both school and classroom, and availability of
interactive boards. The number of middle school mathematics teachers in the working group is 14. The
number of mathematics teachers in study group is 14. Their distribution in terms of gender, age range
and seniority is given in Table 1.

Table 1.
Distribution of Teachers in Study Group in terms of Gender, Age Range and Seniority.
Gender Female P2, P6, P11, P3, P5, P9, P10
Male P1, P8, P4, P7, P12, P14, P13
Age Range 25-30 P2, P6, P11, P1, P8
31-35 P3, P4, P7,P12, P14
36-40 P5, P9, P10, P13
Seniority 1-5 year P6, P1
6-10 year P2, P3, P11, P8, P12, P14
11-15 year P5, P9, P10, P4, P7, P13

It is seen in Table 1 that the number of female and male teachers in study group is equal, their age
range vary between 25 and 40, and their seniority is mostly between 6 and 15 years.

Table 2 shows the situation of teachers in study group in terms of having interactive board in their
school. It is seen in Table 2 that the number of teachers who have interactive board in their classrooms
are close to the ones who do not.

Situations and aims of using technology in mathematics education of the teachers are given in Table
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Table 2.

Situations of Teachers in Terms of Having Interactive Board in Their School.
Situation of having interactive board in their school. Participants
Yes P4, P5, P7, P8, P9, P10, P12, P14
No P1, P2, P3, P6, P11, P13

Table 3.

Situations and Aims of Using Technology in Mathematics Education of the Teachers.

Situations and aims of using technology in mathematics education  Participants

Assessment and evaluation P4, P6, P11, P12, P13
Preparing activity P3, P6, P7, P11, P13
Lecturing P4, P6, P8, P10
Preparing question and test P1, P4, P5

Not using technology P2, P14

Most of the teachers in the study group seem to use technology in teaching mathematics. Two of the
teachers state that they do not use technology. Teachers stated that technology is mostly used in
teaching mathematics for assessment and evaluation and activity preparation. The most common
technological materials used by the teachers are given in Table 4.

Table 4.
The Most Common Technological Materials Used by the Teachers.
The most common technological materials Participants
Interactive Board P4, P5, P7, P9, P10, P12
Ready sources from the Internet P5, P7, P8, P9, P10
Office Programs P7, P10, P11, P12, P13
Geogebra P3, P4, P8, P11
SPSS P11, P12
Zipgrade P4, P5
Notver P4, P5
EBA P4, P6
Sketchpad P8
Cabri P3
Mathtype P4
Video P6
Powtoon P6
Prezi P6
Plickers P6
Kahoot P6
Antropi teach P7

It is seen that the technological material that teachers in the working group mostly use is the
interactive blackboard. The interactive blackboard is followed by available resources from the internet,
and office programs. It is seen that the number of teachers who use the software exclusively developed
for mathematics is few.

Data Collection Tools

” u ” o«

As data collection tools, “Pre-interview Form”, “Activity Forms”, “Software Evaluation Forms” and
“Focus Group Discussion Form” were used for the research. These data collection tools were developed
with regard to the related literature (Ar, 2016; Bayturan, 2011; Cakiroglu, Given & Akkan, 2008; Demir
& Basol, 2014; Hangiil &Uzel, 2010; MNE, 2013a; MNE, 2013b; MNE, 2015; Onal &Cakir; 2016; Yenilmez
& Karakus, 2007).
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Pre-interview form was applied to specify demographic features of participants, to learn their
purposes for using technology, their knowledge about the place of technology in mathematics
curriculum, whether they use any software programs in mathematics teaching and what conditions
should be provided to make use of technology in mathematics teaching.

In order to receive TinkerPlots and VUstat software related opinions of the participants, “Activity
Forms”, in which 9 activities for TinkerPlots software and 9 activities for VUstat software are included,
were developed taking into account the acquirements of the “Data Processing Learning Area” of the
Middle School Mathematics (5th, 6th, 7th and 8th grades) Curriculum. Activity forms were formed in
three sections as "class level", "learning outcome" and "activity application". The class level indicates the
grade level of the prepared activity while learning outcome shows the achievement of the objective.
Activity application starts with a problem situation, the solution steps of the problem are explained step
by step by supporting screen images. Thus, each participant followed the steps and analyzed the
solution of the problem related to the learning outcome by the help of the software. The seven
specialists who have been teaching mathematics for at least five years were asked for their opinions to
determine whether the activities were objective-oriented.

Participants expressed their thoughts about the software's ability to achieve the related learning
outcomes with the "Software Evaluation Form". The form is composed of three parts: "instruction",
"thinking about whether the software can bring the relevant achievement" and "detailed explanation of
opinions". In the instruction section, it was emphasized that the evaluation was made for the software,
not for the activity, in order to demonstrate the capacity of the software for the related learning
outcomes. Participants were asked to choose between "Yes", "Partially" or "No" in regards with whether
the activity would achieve the related learning outcome. In the last part, a broad explanation for the
answer given in the previous section is requested.

Focus Group Discussion was planned to take participants’ overall opinions about TinkerPlots and
VUstat software programs once they finished their activities via the software programs. The reasons for
this technique can be listed as it enables to interview with more participants in short time, the
participants all of who are secondary school mathematics teachers have similar experiences, the
interaction between participants will create an advantage of data richness due to the topic of
discussion, and what is to be discussed is not a kind of personal or controversial issue (Patton, 2014). A
"Focus Group Interview Form" was prepared for the Focus Group Interview. Six questions on the form
were addressed to participants. Questions are structured as "General impression about VUstat
software", "General impression about TinkerPlots software", "Concerns that can be encountered with
VUstat or TinkerPlots software", "Contribution of VUstat or TinkerPlots software to teaching
mathematics" and "Participants want to add".

Implementation Process and Data Collection

The implementation of the research took 5 days. Each participant brought their personal computer
along, the software programs were installed in their computers on the first day and then we got
together in the meeting room. After meet and greet, they were explained about the aim of the study
and the importance of their participation. Then they were asked to fill in “Pre-interview Form”.

In the next three days, they were given “Activity Forms” and “Evaluation Forms” in accordance with
activity numbers in order to take their opinions about TinkerPlots and VUstat software programs. They
were given enough time to do the activities and make evaluations. Both forms were distributed to them
simultaneously and collected back.

Focus group discussion was done on the fifth day to gather the opinions of the teachers about
TinkerPlots and VUstat. They were taken to focus group discussion in two groups. The groups were
drawn by lot on the fourth day of the study. They were first briefed about focus group discussion, were
informed that recording would be done and notes would be taken, and their approval was received. The
researcher was moderator of the discussion and taking notes was assigned to an independent person. It
took about 50 minutes with the first group and 56 minutes with the second group.

6
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Data Analysis

Content analysis was applied in the analysis and the interpretation of data. It is used for attaining the
concepts and relationships to explain the obtained data. Therefore, it is required that the obtained data
should first be conceptualized, then these concepts should be organized rationally and the themes
explaining the data should be constructed (Yildirm & Simsek, 2011).

The data obtained in the study were analyzed in four stages (Yildirrm & Simsek, 2011). Coding
process of data was done in the first stage. Content analysis can be done in qualitative research by
creating codes from data as well as making use of the codes determined beforehand (Yildirnm & Simsek,
2011). In this study, pre-determined codes are preferred because they include the use of technology in
mathematics teaching and a specific theoretical framework is defined in this area. The “Evaluation
Forms” of participants filled out after “Activity Forms” and transcripts of interviews through “Focus
Group Discussion Form” were analyzed in regard with code list created as a result of literature search.
These codes are "fun-enjoyable, visual, interesting, embodied, persistent, teaching assistant, numerous
repetitions, reinforcement, time saving, active participation, discoverer, easy to use feature, language
advantage, geometry, difficult issues, , discipline, superficiality, dulling of ability to work, difficulties in
planning lessons, failure to provide classroom control, permanence, communication, teacher control,
abundant practice, different materials" (Atasoy, Uzun & Ayglin, 2015; Ar, 2016; Bayturan, 2011; Baydas,
Goktas & Tatar, 2013; Cakiroglu, et. al., 2008; Demir & Basol, 2014; Gokkurt, Deniz, Soylu & Akgiin,
2012; Hangiil & Uzel, 2010; Kutluca & Zengin, 2011; MNE, 2013a; MNE, 2013b; MNE, 2015; Onal & Cakir,
2016; Tatar, Kagizmanl & Akkaya, 2014; Tatar, Zengin & Kagizmanli, 2013; Yanik, 2013; Yavuz & Can,
2010; Yenilmez & Karakus, 2007; Yildirrm & Demir, 2015; Zengin, Kagizmanli, Tatar & isleyen, 2013;
Zengin & Tatar, 2014). These codes are used as they are in the study, or are re-expressed in a different
way. New codes that reflect the views of the participants and are not listed are also included. The
“Evaluation Forms” of the participants were coded by two different mathematics instructors. The voice
records taken during focus group discussion were transformed into transcripts which were later coded
by two people experienced in qualitative research and also three people experienced in mathematics
teaching.

In the second stage, based on the codes obtained by different people in the first stage, the themes
that can explain the data in general and the codes under specific categories were determined. For this
purpose, the codes were taken together, their common features were identified and brought together
under categories. Along with the detailed coding in the first stage and thematic coding in the second
stage, a system with which the obtained data can be organized was developed in the third stage. By this
way, it was made easier to define and interpret the data according to particular facts. Before going
through the fourth stage, the themes and the codes obtained were shared with coders and their
confirmation was received. In the fourth stage, the findings which were defined and presented in detail
were interpreted and inferences were made accordingly (Yildirnm & Simsek, 2011).

Persuasiveness, Transferability, Consistency, Confirmability

Validity in qualitative research is explained with persuasiveness and transferability while reliability is
explained with consistency and confirmability (Yildinm & Simsek, 2011). Regarding the construct of
persuasiveness of the study, the participants were selected among volunteers, a variety of data
collection tools were applied, and specialist people in qualitative research were asked to give
suggestions during design of process and data analysis.

The data were ensured to be original and described in detail to provide transferability. Therefore,
exact quotations was frequently given from both evaluation forms and focus group discussions.
Moreover, data collection process was explained in detail in the Method part. Since qualitative research
tends to reach both general and specific information, it is important to select data sources to reflect
such diversity. In line with this purpose, purposeful sampling was preferred during determining the
participants in the study (Yildirnm & Simsek, 2011).
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To ensure consistency, similar studies were examined while data collection tools were being
developed. Data collection tools were designed by the help of the tools in the reviewed studies. In
addition, previously determined codes were applied during data analysis (Yildirim & Simsek, 2011). All of
the data collection tools, the raw data, the codes, the expert reviews and the feedback were kept by the
researcher to prove confirmability of the study. All the data collection tools were presented in
attachment. The interaction between the participants and the researcher was kept limited during
implementation of the research. There were no contact at all with the participants about research
subject during the research or free time. The researcher did not keep in touch with participants during
activities and filling out evaluation forms but made contact only for support in technical issues.

Findings
Participants’ Views about VUstat software After Activities Stage

In evaluation forms at the end of the activity forms, the participants were asked the question
“Regarding the learning outcome given at the beginning of activity, do you think that you can achieve
this learning outcome via VUstat software?” Their answers to this question are given in Table 5.

Table 5.
Views of Participants about Capacity of VUstat Software in Attaining the Learning Outcomes.

Attaining the Learning

Act. Outcome (f)
No Learning Outcome Yes Partially No
1 5.3.1.2. Students will be able to collect the data or select relevant data 13 1 -

according to research questions and display them in frequency table and
column chart according to data compatibility.

2 5.3.1.3. Students will be able to organize the data in tree diagram. 12 2 -

3 5.3.2.1. Students will be able to summarize and interpret the data shown 11 3 -
in frequency table, column chart or tree diagram.

4 6.4.1.3. Students will be able to show the data about two different groups 10 3 1
in dual frequency table or column chart.

5 6.4.2.1. Students will be able to calculate and interpret aritmetic mean of 7 5 2
a data set.

6 6.4.2.2. Students will be able to calculate and interpret range of a data 7 5 1
set.

7 6.4.2.3. Students will be able to apply aritmetic mean and range in 6 8 -
comparing and interpreting the data of two different groups.

8 7.4.1.1. Students will be able to make and interpret the pie chart about a 12 2 -
data set

9 7.4.1.2. Students will be able to make and interpret the line chart about 9 4 1
the data.

10 7.4.1.3. Students will be able to find and interpret the mean, median and 7 6 1
mode of a data set.

11 7.4.1.4. Students will be able to show the data about research questions 13 1 -

in pie chart, frequency table, column chart or line chart and alternate
inbetween these charts.

12 8.4.1.1. Students will be able to make and interpret histogram about a 11 3 -
data set.

It can be said that the views of the participant's on VUstat software at the point of achieving the
learning outcomes are generally positive and that the software is more successful than the learning
outcomes including the data, the frequency table, the column chart, the tree chart, the circle chart, the
line chart and the histogram conversion. It can be said that participants do not have the same thoughts
in the learning outcomes requiring operations such as arithmetic mean, median and mode.
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Following the question “Regarding the learning outcome given at the beginning of activity, do you
think that you can attain this learning outcome via VUstat software?”, the participants were asked
another question “Considering your answer above, what do you think about achieving this learning
outcome via VUstat software?”. Table 6 shows the themes and the codes obtained from participants'
responses to this question.

Table 6.
Themes and Codes Obtained from Participants’ Opinions about VUstat Software’s Capacity to Achieve
the Learning Outcomes.

Themes Positive/Negative Codes f
Motivation to learn Positive Active participation provider 4
Entertaining 2

Remarkable 1

Contribution to achieve the Positive Facilitating to evaluate 42
learning outcomes Facilitating to comprehend 7
Providing to explore 6

Obtaining error-free results 4

Providing permanence 1

Negative Blunting process skill 21

Raising difficulties in evaluation 9

Features of the software Positive Saving on time 21
Practicality 16

Positive visuality 10

Negative Existence of deficiencies 17

Insufficient visuality 4

Based on the participants’ positive opinions about VUstat software, it was most emphasized that the
software would make interpretation easy, save time, be practical and have a positive visualisation. On
the other hand, negative opinions about VUstat highlight that it would weaken operational skills, have
inadequacies, make interpretation difficult and have weak visualisation.

Participants’ Views about TinkerPlots software After Activities Stage

In evaluation forms at the end of the activity forms, the participants were asked the question
“Regarding the learning outcome given at the beginning of activity, do you think that you can attain this
learning outcome via TinkerPlots software?”. Their answers to this question are shown in Table 7.

Participants' TinkerPlots software's overall view of achieving learning outcomes is generally positive,
and it can be said that the software is more effective in calculating and interpreting a data set's spelling,
in using arithmetic mean and gaps in comparing two data sets, and in acquiring arithmetic mean and
interpretation. It can be said that the participants have the same thoughts in the learning outcomes
involving the creation of columns, circles and line graphs but not in histograms and in learning outcomes
involving finding the median, median and mode of a data set.

Following the question “Regarding the learning outcome given at the beginning of the activity, do
you think that you can attain this learning outcome via TinkerPlots software?”, they were asked another
question “Considering your answer above, what do you think about attaining this learning outcome via
TinkerPlots software?”. The responses and the themes and codes obtained from participants' responses
to this question are given in Table 8.
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Table 7.
Views of Participants about Capacity of TinkerPlots Software in Attaining the Learning Outcomes.

Attaining the Learning

Act. Outcome (f)

No Learning Outcome Yes Partially No

1 5.3.1.2. Students will be able to collect the data or select relevant data 9 5 -
according to research questions and display them in frequency table and
column chart according to data compatibility.

2 6.4.2.1. Students will be able to calculate and interpret arithmetic mean of a 11 3 -
data set.

3 6.4.2.2. Students will be able to calculate and interpret range of a data set. 14 - -

4 6.4.2.3. Students will be able to apply arithmetic mean and range in 12 2 -
comparing and interpreting the data of two different groups.

5 7.4.1.1. Students will be able to make and interpret the pie chart about a data 9 5 -
set.

6 7.4.1.2. Students will be able to make and interpret the line chart about the 9 5 -
data.

7 7.4.1.3. Students will be able to find and interpret the mean, median and 6 8 -
mode of a data set.

8 7.4.1.4. Students will be able to show the data about research questions in pie 9 4 1
chart, frequency table, column chart or line chart and alternate in between
these charts.

9 8.4.1.1. Students will be able to make and interpret histogram about a data 7 7 -
set.

Table 8.

Themes and Codes Obtained from Participants’ Opinions about TinkerPlots Software’s Capacity to

Achieve the Learning Outcomes.

Themes Positive/Negative Codes f
Motivation to learn Positive Active participation provider 11
Entertaining 11

Remarkable 8

Contribution to achieve the  Positive Facilitating to evaluate 49
learning outcomes Facilitating to comprehend 10
Providing to explore 4

Obtaining error-free results 4

Providing permanence 4

Negative Blunting process skill 1

Raising difficulties in evaluation 17

Features of the software Positive Saving on time 9
Practicality 16

Positive visuality 12

Negative Existence of deficiencies 12

Insufficient visuality 14

According to the participants’ positive opinions about TinkerPlots soft-ware, it was most emphasized
that the software would make interpretation easy, have a positive visualisation, save time, enable active
participation, be interesting and practical, and direct students to explore. However, it is underlined with
negative opinions about TinkerPlots that it would weaken operational skills, have inadequacies and

make interpretation difficult.
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Findings from Focus Group Discussion about VUstat Software

The themes and codes obtained from participants' replies to the questions addressed to them are
given in Table 9.

Table 9.
Themes and Codes Obtained from Focus Group Discussion on VUstat Software.
Themes Positive/Negative Codes Participants
Motivation to Positive Entertaining P7, P9, P10
learn Interesting P4, P7, P11
Active participation provider P8
Contribution to Positive Facilitating to comprehend P1, P4, P7, P9, P11,
achieve the P12, P13, P14
learning Facilitating to evaluate P1, P2, P3, P7, P9, P13,
outcomes P14
Reinforcer P4, P6, P9, P11, P12,
P13
Providing permanence P2, P3, P8, P11
Providing to explore P4, P8, P14
Obtaining error-free results P1, P9
Negative Blunting process skill P1, P4, P7, P9, P10,
P11, P12, P13, P14
Presenting ready information P3, P6, P10
Probability in false interpretation P6, P7
Making comrehension difficult P2
Far from exploring P10
Features of the Positive Saving on time P1, P3, P4, P5, P9, P11
software Positive visuality P2, P7, P9, P11
Practicality P1, P10, P11, P13
Assisting teacher P5, P8
Turkish menu P7
Negative Existence of deficiencies P4, P5, P7, P8, P11, P12
Insufficient visuality P10, P13
Being not dynamic P12

As a result of the instant observation of the results when the code is grouped under the theme of
motivation to learn VUstat software, it is stated by the participants that they will be able to make the
lesson enjoyable and fun for the students and that there is a potential for attracting students and to
change the data in the software.

A couple of quotations from participants are given below:
P9: “They also have fun. Mathematics will be entertaining.”

P7: “I agree that it will be enjoyable. For example, what you write on blackboard is perceived
differently from what you write on smart board. The students like more to write or erase on smart
board. They love technological things. That’s why it attracts their interest.”

When the positive codes grouped under the theme of the VUstat software’s contribution to
achieving the learning outcomes are examined, it is found that the participants can see more than one
graphic type and compare the graphics. Also, it is possible to determine the appropriate graphic type
according to the data types and to interpret the difference between the graphic types. Another point
that is emphasized is that the software should be used as a reinforce.
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Several quotations from participants are given below:

P13: “It minimizes several charts in the same screen and displays all the charts in one screen. This
enables the child to see and compare all chart types in one screen. When the student sees all charts
in the same screen, he/she can quickly comprehend the difference and chart type to be used.”

P12: “It can display charts at the same time, this is an advantage, | strongly agree.”

P1: “When the student sees 3-4 charts in the same screen, he/she can see the difference, choose
which one is more suitable and interpret them. It is really horizon-broadening.”

When the positive codes grouped under the theme of the VUstat software’s contribution to
achieving the learning outcomes are examined, it is found negative that students do not do the
operations, that the software gives the results directly, that it functions as a calculator, and that the
graphics are prepared without student engagement.

Some of the quotations from participants can be seen below:

P10: “It is good that it gives the results, but it would be great if it displayed the operations in a page.”
P1: “It is a kind of software that weakens particularly operation skills of students.”

P12: “It functions like calculator in some respects.”

When the positive codes of participants' opinions about VUstat software grouped under the features
of software are examined, it is positive that it is time saving, visual, and has a Turkish menu.

A couple of quotations from participants are given below:
P13: “It really saves a lot of time.”

P4: “It is quite good at drawing charts. The child sees it and it saves time in class. Because drawing
these charts takes too much time.”

P7: “One of the beautiful sides of VUstat is that it has Turkish menu. It is easy to use it.”

When the negative codes of participants' opinions about VUstat software grouped under the
features of software are examined, the fact that the interfaces are not suitable for the student, the
software is not dynamic, and the central point of view in the circle chart is seen as the negative side of
the software.

Several quotations from participants are seen below:

P13: “Its disadvantage is that it gives measures of central tendency and dispersion in the same
screen. It was like dos screen, it was very bad. When we put ourselves in a student’s shoes, there
was no dynamism. That’s why it was very bad.”

P8: “According to me, no software would be able to be 100% effective in attaining learning outcomes
in our curriculum.”

Findings from Focus Group Discussion about TinkerPlots Software

The themes and codes obtained from participants' replies to the questions addressed to the
participants are given in Table 10. When the codes categorized under the theme of motivation to learn
TinkerPlots software are examined, the participants stated that they are encouraged to have the
opportunity to make the course enjoyable and fun for the students, to provide active participation of
the students, and to attract the attention and attention of the students.

12
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Themes Positive/Negative Codes Participants
Motivation to learn Positive Entertaining K1, K5, K8, K9
Active participation provider K1, K2, K3, K9
Interesting K1, K4, K13
Contribution to Positive Facilitating to comprehend K8, K11
achieve the learning Facilitating to evaluate K4, K9
outcomes Reinforcer K5
Providing permanence K14
Providing to explore K14
Infinite repetition K5
Negative Blunting process skill K1, K11
Probability in false interpretation K11
Making comrehension difficult K12
Features of the Positive Positive visuality K2, K4, K8, K11, K13
software Saving on time K5, K9
Being Dynamic K4, K13
Assisting teacher K14
Olumsuz Existence of deficiencies K2, K9, K10, K13

Not having Turkish menu
Insufficient visuality

K7, K8, K9, K11
K8

A couple of quotations from participants are given below:

P11: “It was really interesting that it can assign colours and move the charts. | mentioned the range, |
really liked it very much. It uses ruler to measure range and shows distribution of data in this range.
It is very good that it can see this. What’s more, the points overlap while creating column chart or
frequency table, | liked its visualisation.”

P1: “It is enjoyable, attracts students’ attention and is like concentrator for students.”

P13: “Its being dynamic immediately attracts student’s interest. The student behaves as if someone
is running away and another is chasing.”

P1: “It is a software which involves student directly into the activity.”

When the positive codes of participants grouped under the theme of the TinkerPlots software’s

contributing to the achievement of learning outcomes are examined, the positive themes are: t
dynamic structure facilitates comprehension and interpretation, and it provides exploring. It is al
emphasized that it is appropriate to use the software as a reinforce.

he
so

Several quotations from participants are as follows:

P11: “For instance, while showing range in TinkerPlots, the ruler helps conceptual learning.”

P14: “You can see the data. You yourself can create the chart by moving them aside. This may ensure
permanence for a student. It is nice.”

P1: “It is a software which presents the content and details clearly.”

P6: “That it shows mode, median and arithmetic mean on the chart will make student interpret more
easily.”

When the negative codes that are grouped under the theme of contributing to achieving the learning

outcomes are examined, participants' negative opinions on TinkerPlots software are: it skips the process
and gives the direct results, does not show percentiles in the pie chart, and does not display all graphics

on the same screen.
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Some of the quotations from participants can be seen below:

P11: “But it directly gives the mean or, without visualising mode and median, offers the result on the
chart. This makes it just a calculator. Its negativity is that it skips the operations in between.”

P1: “It causes weakening in operations.”

When the positive codes of participants' opinions about VUstat software grouped under the features
of software are examined, it is stated that it offers an important visual advantage helping students make
sense of concepts, while being time-saving, dynamic and moving.

A couple of quotations from participants are given below:

P8: “It has entertaining points, especially being colourful. It is nice that the elements of the same
group are gathered together according to colours. It may do something, well, it may help them
understand when the data in the same column of chart are similar.”

P11: “Students can save time by using this software.”

P9: “But, as we said, it saves time and makes learning entertaining. It may be interactive in this way.
It will be possible to let more students comment in class rather than lecturing lesson and practicing it
with one or two students quickly. Otherwise, we spend too much time in dealing with the students
who can’t solve the problem. By this way, everybody can participate in lesson and everybody can
achieve. Everybody can comment.”

When the negative codes of participants' opinions about VUstat software grouped under the
features of software are examined, among the negative responses, it is found that the numerical values
are not displayed in the pie chart, the central angle is not obtained, the language is not in Turkish, and
the interface can create distress for the student.

Several quotations from participants are seen below:

P7: “It is an inadequacy that numeric values are not shown on pie chart.”

P10: “I didn’t like histogram. It didn’t look like histogram. Beginning point started from zero. There
was no gap at the beginning point. The column seemed so plain, | mean.”

P9: “It is a bit problem that it is in English. It can be more explanatory or translated into Turkish.”

P8: “It would be better that its interface is more suitable for students. Even we sometimes got
difficulty in TinkerPlots though we have instructions. We couldn’t find some things.”

Discussion, Conclusion and Implications

In this study, the answer of the question, “What are the teachers’ opinions regarding the use of
VUstat and TinkerPlots software in statistical teaching, which are from ICT tools that can be used in
statistical teaching” was sought for. When the findings of the study are examined, it is seen that the
majority of the participants emphasized the same positive and negative features of both software.

The fact that both software programs have visual features can bring the results in the screen quickly
and accurately and enable comparison between data and charts can be alleged to help students
understand, correlate between and interpret the learning outcomes about statistics easily and correctly,
and also make what is learnt permanent. This can be interpreted that use of VUstat and TinkerPlots in
statistics teaching will contribute to emphasis on statistical literacy, developing statistical thinking,
highlighting conceptual understanding rather than operational information, and utilizing technology for
improving data analysis and conceptual understanding (GAISE, 2016). There are various studies that
support these findings. It is suggested that use of ICT in mathematics teaching makes what is learnt
permanent since it involves visual and audial items (Atasoy et. al., 2015; Celik & Cevik, 2011; Delice &
Karaaslan, 2015b; Dilek et. al., 2007; Geng, 2010; Kagizmanli & Tatar, 2012; Kutluca & Zengin, 2011;
Selgik & Bilgici, 2011; Tatar, et. al., 2014; Tatar, Kagizmanli & Zengin, 2015; Tatar, et. al., 2013; Ural,
2014; Yavuz & Can, 2010; Zengin, et. al., 2013; Zengin & Kutluca, 2011; Zengin & Tatar, 2014), makes
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understanding the concepts easy (Baltaci, Yildiz & Kdsa, 2015; Cift¢i & Tatar, 2014; Fitzallen & Brown,
2006; Girblz & Gilburnu, 2013; Kaleli Yilmaz, Ertem & Giiven, 2010; Tatar, et. al., 2015; Tatar, et. al.,
2013; Zengin, et. al., 2013; Watson & Donne, 2009; Zengin & Kutluca, 2011), and directs to explore new
information (Baltaci et. al., 2015; Fitzallen, 2007; Kagizmanh & Tatar, 2012; Yanik, 2013; Yilmaz, 2013).

VUstat and TinkerPlots software programs can be said to make students active in class as they can
make lessons interesting, entertaining and enjoyable for students and are also practical and easy to use.
As a consequence of that, it would not be wrong to claim that the software will help students develop a
positive attitude towards statistics learning and enable to actualize in-class active learning (GAISE,
2016). The researchers indicate that ICT offers students practical and easy-to-use tools (Cift¢ci & Tatar,
2014; Geng, 2010; Kabaca, Aktlimen, Aksoy & Bulut, 2010), is found interesting and entertaining
(Atasoy, et. al., 2015; Delice & Karaaslan, 2015b; Gokkurt, et. al., 2012; Hangtil & Uzel, 2010; Kutluca &
Zengin, 2011; Koparan & Kaleli Yilmaz, 2014; Mercan, Filiz, Gécer & Ozsoy, 2009; Simsek & Koru
Yiicekaya, 2014; Taslibeyaz & Gdllcli, 2013; Tatar, et. al., 2014; Tatar, et. al., 2013; Ural, 2014; Yavuz &
Can, 2010; Zengin & Kutluca, 2011), and enables active participation of students (Baltaci et. al., 2015;
Celik & Cevik, 2011; Glrbtliz, 2007; Mercan, et. al., 2009; Simsek & Koru Yiicekaya, 2014). These results
are parallel with the findings of this study.

Participants consider VUstat as positive since it works in Turkish language but TinkerPlots as negative
because it works in English language. Though mathematical symbols are used in software programs
developed for mathematics or statistics teaching and also have Turkish counterparts, it is inarguable
that it is a great advantage if a technological tool functions in one’s native language. It is also underlined
by researchers that the software programs functioning in Turkish language provide an important
advantage for students (Geng, 2010; Kabaca, et. al., 2010) while the fact that many software programs
have an English menu results in difficulties (Simsek & Koru Yiicekaya, 2014).

Participants find dynamic structure of TinkerPlots as positive, however, they regard VUstat as
negative because it is not dynamic. It is evident that TinkerPlots is quite advantageous in constructing
and interpreting statistical concepts as it proceeds step by step while classifying data, transforming
them into charts and calculating measures of central tendency and dispersion, and users can go through
these processes by dragging with the mouse. The researchers indicate that, through their dragging
feature, dynamic mathematical and geometry software programs make contribution to exploring,
reasoning, building hypothesis and making generalization (Kése, Uygan & Ozen, 2012), and many
associations which cannot be developed in traditional environments can be built up (Karatas & Given,
2015). In this respect, participants can be said to notice the contribution of dynamic structure of
TinkerPlots software to statistics teaching.

It was underlined by almost all of the participants that both software programs would weaken
operational skills. The software programs were found to be negative as they transfer data into tables or
charts with one click or by dragging. They indicate that student need first to draw tables or charts on
papers with hand and do such operations as arithmetic mean, mode median themselves. These are
stated to be inadequacies of both software programs. At this point, the finding that VUstat and
TinkerPlots save time gets important. Participants think that software programs will save time after
students have done the operations and drawn the tables or charts on paper. Though it is argued by
various researchers that use of ICT saves time (Ciftci & Tatar, 2014; Tatar, et. al., 2013), what is meant by
time saving is the increase in the quantity of exercises and examples which would otherwise be done by
hand on paper after presentation of the subject. It is agreed through the reasons stated above that
software programs need to be used in lessons as a supplementary tools and for reinforcement.
According to the participants, the software programs should be applied only after the presentation of
the subject has been finished, all of the operations have been done and tables and charts have been
drawn on paper. Similar research results support the finding. The researchers point out that computer-
assisted teaching offers only literal information (Atasoy, et. al., 2015) and thus, may lead students to
memorisation and weaken their operational skills (Cakiroglu, et. al., 2008). However, this situation
conflicts with what is suggested in GAISE report (GAISE, 2016) which highlights “emphasis on conceptual
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understanding rather than operational information” as one of the stages in statistics teaching. It is
certainly important that students know how to calculate arithmetic mean and find measures of central
tendency and dispersion. When conceptual understanding is considered to be prioritized rather than
operational information, it is thought that the aforementioned software programs should be an active
material of the lesson instead of being a supplementary and reinforcement tool. The participants’
opinions on this issue may be the result of their lack of experience in using technology in mathematics
teaching and know little on how to utilize technology to attain the learning outcomes covered in
mathematics curriculum.

As a result, it appears that participants need to increase their knowledge and skills in order to use
technology in mathematics teaching, which they use in mathematics teaching to prepare technology, to
prepare activities, to measure and evaluate, to teach lessons, to prepare questions and test. It is also
necessary to improve the physical infrastructure of schools, to develop appropriate software for the
objectives, to improve the technology information of the students, to provide the software free of
charge, to reduce the curriculum and to enrich EBA contents. Participants consider the VUstat and
TinkerPlots software to contribute positively to the understanding, associating, and interpreting the
statistics-related learning objectives in an easy and accurate way and also to the retention of the
learned knowledge as these software programs have a high visualisation, deliver results quickly and
clearly to the screen, save time, allow comparison between data and graphics and provide exploring.
Another situation emphasized by the participants is that students would be active since both programs
make the lessons interesting, fun and enjoyable, easier and more convenient. However, it is also
emphasized that dynamic software is more advantageous at this point. The most important negative
thought of the participants towards software is that students will be blinded to their process skills. The
participants also stated that the language of the ICT tools to be used in teaching should be Turkish.

It can be suggested that informing the teachers about how they should use technology in teaching
mathematics should be done;: trainings should be organized and projects should be developed in order
to develop the skills and knowledge of teachers and students in the field of technology; software
programs that can be used in teaching mathematics must be provided free of charge; domestic software
that includes our own teaching programs should be developed; teachers should be encouraged to enrich
the EBA portal in terms of content and material; collaborations between universities and national
education directorates should be established to disseminate the use of similar software such as VUstat
and TinkerPlots software; and lastly teachers should be educated in pedagogical content knowledge
about statistics teaching and university cooperation should be done about how statistical education
should be done.
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Tiirkge Siiriim

Girig
Gunlik gazete, televizyon, internet gibi ortamlarda glin gectikce daha ¢cok duyulmakta olan istatistik
kelimesi, herhangi bir 6rneklem grubu icin elde edilen verileri sayisal olarak ifade etmek anlamina
gelmektedir (Arici, 1998). istatistikte bazi temel bilgileri 6grenmek, giinlik hayattaki bilgileri daha iyi
anlamak ve degerlendirmek icin énemlidir. istatistiksel 6grenme, istatistiksel problemleri ¢ozme, sonug

¢ikarma ve sonuglarin ardindaki nedenleri agiklayarak sonuglari destekleme seklinde tanimlanabilir
(Garfield, 1995).

Matematik 6gretim programlarinda yer alan istatistik, olumsuz tutum gelistirilen bir alan olarak goze
carpmaktadir (Baloglu, Kogcak & Zelhart, 2007; Cakmak & Durmus, 2015; Dogan, 2009). Her ne kadar
ortaokul 6grencilerinin, istatistikten zevk aldiklari, istatistigi gereksiz ve sikici olarak gormedikleri
(Gursoy, Guler & Celik, 2014) s6ylenmis olsa da ilkokul 6grencileri veri kiimelerini gérsellestirme, verileri
analiz etme ve yorumlamada gliclik cekmektedirler (Jones, Thornton, Langrall, Mooney, Perry & Putt,
2000). Altinci sinif 6grencilerinin, yaniltici grafikler, aritmetik ortalama ile ilgili kavramlarda; sekizinci sinif
ogrencilerinin, daire grafigi olusturma, ceyrekler agikligina gére veri yorumlama, histogram yorumlama,
amaca uygun merkezi egilim 6lgiilerini kullanmada zorlandiklar (Cakmak & Durmus, 2015), cizgi grafigi
okumada, daire grafigi ve histogram grafigi okumaya gore daha basarili olduklari, merkezi egilim ve
yayllim Olcilerinin hesaplanmasinda ranj disindakilerde bilgi diizeyi olarak c¢ok yetersiz olduklari
gorulmektedir (Kaynar & Halat, 2012). Bir ¢ok 6grencinin istatistiksel cikarimlarin temelini olusturan
standart sapma konusunda zorluk yasadigi da bilinmektedir (Rubin, Hammerman & Konold, 2006).

Amerikan istatistik Derneginin (ASA) 2016 yilinda yayinladigi istatistik Egitimde Degerlendirme ve
Ogretim Yoénergeleri adli raporunda (Guidelines for Assessment and Instruction in Statistics Education,
[GAISE], 2016) istatistik 6gretimine yonelik asagidaki tavsiyelerde bulunmustur:

. Istatistiksel okuryazarliga vurgu ve istatistiksel diisiinmeyi gelistirme,
. Gergek veriler kullanma,
. islemsel bilgilerden ziyade kavramsal anlamaya vurgu yapma,

. Sinif i¢i etkin 6grenmeyi tesvik etme,

. Ogrenmeleri dlgmek ve gelistirmek icin degerlendirmeler yapma,

1

2

3

4

5. Veri analizi ve kavramsal anlamayi gelistirme i¢in teknoloji kullanma,

6

7. Istatistigi problem ¢6zme ve karar vermenin arastirma siireci olarak dgretme,
8

. Yasadigimiz dinyada bir problemin ¢dziimiiniin birden ¢ok faktére bagl olmasindan dolayi
o6grencilere ¢ok degiskenli diisinme deneyimi kazandirma.

Rapordaki tavsiyelerin, istatistik 6gretimini kolaylastirmak adina beklentileri karsilamaya yonelik
oldugu goéze carpmaktadir. Arastirmacilar da 06gretimde aktif yontemlerin kullanilmasi sayesinde,
o6grencilerin, bir takim istatistiksel bilgileri insa etme, istatistiksel dili kullanma ve &grendiklerini
uygulama firsati yakalayacaklarina (Koparan & Kaleli Yilmaz, 2014), 6grencilerin kendi gozlem ve
deneyimlerine dayali, bilgiyi, kendilerinin Urettigi etkinliklerde yer almalarinin saglanmasi gerekliligine
(Ekindzt & Sengll, 2007), ogretmenlerin, geleneksel Ogretim yodntemlerinden ziyade, 6grencileri
merkeze alan farkli 6gretim yaklasimlarini ve etkinliklerini denemesi, sonuglarini izlemesi gerektigine
(Garfield, 1995), vurgu yapmaktadirlar. Kisacasi istatistik 6gretiminin icerigini, sunumunu ve yéntemini,
o6grencilerin, ginlik hayatlarinda karsilarina cikan gercek yasam problemlerini kapsayacak sekilde
diizenlemek (Snee, 1993), konulari aktarirken teknolojiden yararlanmak ve kavramlari gorsellestirmek
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(Garfield & Ahlgren, 1988), anlamli istatistik 6gretimine onemli katkilarda bulunacaktir. Buna gore
istatistik 6gretimini kolaylastiracak &grenme-6gretme ortamlarini olusturmada Bilgi ve lletisim
Teknolojilerini (BIT) kullanmak dnem arz etmektedir.

istatistik &gretimi icin kullanilacak BIT araclari, 6grencilerin, aktif katilimlarini saglayip yaparak-
yasayarak bilgiyi insa etmelerini, gozlemledikleri olgular Gzerine dislinmelerini ve st diizey diisiinme
becerilerinin gelismesini saglamalidir (Ben-Zvi, 2000). istatistiksel yazilimlar, &grencilerin, veri girisi
yaparken zorlanmamalarini; grafiksel gosterimlere ve sayisal verilere kolaylikla erisebilmelerini;
istatistiksel dil ile glinliik yasam dili arasinda baglanti kurabilmelerini; verileri yaratici yollarla kolayca
goruntileyebilmelerini ve dizenleyebilmelerini; veri, tablo ve grafikler arasinda dolasabilmelerini ve
aralarindaki iliskiyi yorumlayabilmelerini; veriler arasinda nedensel baglar kurabilmelerini, saglamalidir
(Fitzallen & Brown, 2006). istatistik 6gretiminde BiT kullanirken dikkat edilmesi gereken diger bir nokta
da &gretmenlerin, istatistik ogretiminde kullanilabilecek BIT araglarini gesitlendirmeleri gerektigidir.
Clnk verileri grafige donlstiirme konusunda iyi olan bir ara¢ 6rneklemeyi géstermek icin iyi olmayabilir
(Chance, Ben-Zvi, Garfield & Medina, 2007). Bu durumda istatistik &gretiminde kullanilabilecek BIT
araglarinin hangi kazanimlara daha uygun oldugunu belirlemek 6nemli olabilir.

istatistik 6gretiminde, etkin BIT kullamiminin, istatistik &gretimine olumlu katkilar sunacag
sdylenebilir. Ornegin, 6grencilerin, siirekli olarak grafik, kutu grafigi, histogram ve bu gibi gérselleri elle
gizmesinin sikici ve biktirici olabilecegi (Biehler, Ben-Zvi, Bakker & Makar, 2013), BIT kullaniminin ise bu
durumu olumlu anlamda degistirebilecegi varsayilabilir. Arastirmacilar, istatistik 6grenme alaninda BIT
kullaniminin, basariyi arttirdigini (Celik & Cevik, 2011; Dogan, 2009), kalici 6grenmeye katki sagladigini
(Celik & Cevik, 2011; Dilek, Tarimer & Sakal, 2007), tutumu olumlu yonde etkiledigini (Dogan, 2009),
aktif katilimi sagladigini (Celik & Cevik, 2011), soylemektedirler. Ancak, alanyazinda, istatistik
dgretiminde BIT kullanimina engel olabilecek durumlar da ele alinmistir. Bu engeller, kullanilacak
teknolojik aracin istatistik &gretiminde yer alan kazanimlara uygun olmamasi; 6gretmenlerin BiT'e
mesafeli durmalari; fiziki mekan ve altyapi eksikligi; 6gretmenlerin BiT ile ilgili egitim ihtiyaclarinin
olmasi; derslerde BIT kullanmanin zaman kaybi yaratacagi disiincesi; BIT ile &gretimin basarisiz
olabileceginin dislinilmesi (Chance, et. al., 2007) seklindedir.

Gunumuzde istatistik 6gretiminde kullanilabilecek bircok yazilim vardir ve bu yazilimlardan birisi
TinkerPlots yazihmidir. TinkerPlots, ozellikle ortaokul yas grubundaki 6grencilerin istatistiksel akil
ylriatme becerilerini gelistirmeye yonelik simiilasyon 6zelligi olan ve dinamik bir 6grenme ortami sunan
bir veri analizi aracidir (Biehler, Ben-Zvi, Bakker & Makar, 2013; Fitzallen & Brown, 2006). Sade, anlasilir
ve kullanigh bir arayiz ile verilerin diizenlenmesi igin gizim penceresinde bir veri karti sistemi igerir.
Ogrencilerin, istatistiksel arastirmalar yaparken bir veri dosyasi ile birden fazla grafik sunum
hazirlamalarina, verileri hizli bir sekilde analiz etmelerine, sonug tablolarini gériintiilemelerine ve yazil
yorumlarini eklemelerine olanak tanir. Bir dizi veriyi bircok yonden inceleme imkani taniyarak hem
yorumlamada kolaylik saglar hem de anlaml 6grenmeye katki saglar (Fitzallen & Brown, 2006; Watson &
Donne, 2009). Yazilimin Tirkce surimid bulunmamaktadir ve Ucretlidir. Arastirmacilar, TinkerPlots
yazilminin, erken vyaslarda kullanilirsa 6grencilerin ¢ikarimsal muhakemelerini gelistirebilecegini,
ogrenciler tarafindan ilgi gekici ve keyifli bulundugunu (Koparan & Kaleli Yilmaz, 2014), modellemeleri
sayesinde 6grencilere sorulari daha rahat kavrattigini, renklendirme 6zelliginin grafik Gzerinde birden
cok degiskenin karsilastiriimasini kolaylastirdigini, zamandan tasarruf sagladigini (Ozbay, 2012),
6grencilerin, verilen veri kiimesinin medyan ve modunun ne oldugunu goézlemleyebilmelerini ve analiz
edebilmelerini saglayacagini (Fitzallen, 2007; Yilmaz, 2013), ilk ve orta 6gretim 6grencileri icin uygun
olan uyumlu bir 6grenme ortami saglayacagini (Fitzallen, 2007), belirtmektedirler.

istatistik 6gretiminde kullanilabilecek yazilimlardan birisi de VUstat yazilimidir. VUstat yazilimi
istatistik ve olasiik 6grenme alanlarinda kavramlari dogru bir sekilde anlamlandirmak igin zengin
secenekler sunmaktadir. Yazilim veri araglari ve similasyonlar yardimiyla farkli diizeylerdeki 6grencilere,
olasilik ve istatistik kavramlarini 6gretme imkani tanimaktadir. Yazilim, Piet van Blokland ve Carel van de
Giessen tarafindan gelistirilmis, Hatice Akkog ve Sibel Yesildere-imre tarafindan Tirkgelestiriimis ve
istatistik 6gretiminde kullaniimasi icin yazilimin Tiirkge stirimii olusturulmustur (Akkog & Yesildere-imre,
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2015). Yazilim (cretsiz olarak kullanilabilmektedir. VUstat yaziliminin istatistik 6gretiminde kullanimina
yonelik alanyazinda galismalara rastlanmamaktadir.

Arastirma, istatistik ve olasilik égretiminde kullanilabilen BIT araglarindan, VUstat ve TinkerPlots
yazilimlarinin istatistik 6gretiminde kullanilmasi ile ilgili 6gretmen goriglerini ele almaktadir.
Alanyazinda, istatistik ve olasilik 6gretimine yonelik konularinda yapilacak ¢alismalara ihtiya¢ duyuldugu
(Ulutas &Ubuz, 2008), BiT'in 6gretim programlari ile bitiinlestirildigi ve ogretmenlerin mesleki
gelisimine katki sunacak calismalarin yetersiz oldugu (Sert, Kurtoglu, Akinci & Seferoglu, 2012),
matematik egitiminde kullanilan BiT araglarinin incelendigi calismalarda, olasilik ve istatistik égretimine
yonelik kullanilan BiT araglarinin yeteri kadar yer bulmadigi (Aldemir & Tatar, 2014) belirtilmistir.

Arastirmanin, istatistik 6gretimine yonelik olmasi, istatistik 6gretiminde kullanilabilecek iki farkl
yazilim ile ilgili 6gretmenlerin gorislerini ele almasi nedeniyle dnemli oldugu dusinilmektedir.
Arastirma, “Istatistik &gretiminde kullanilabilen BIT araglarindan, VUstat ve TinkerPlots yazilimlarinin,
istatistik 6gretiminde kullanilmasi ile ilgili 6gretmen gorisleri nasildir?” sorusuna cevap aramaktadir.

Yontem
Arastirmanin Modeli

Bu calismada, nitel arastirma desenlerinden olgubilim (fenomenoloji) deseni benimsenmistir.
Olgubilim (fenomenoloji) deseni farkinda olunan ancak ayrintili ve derinlikli bir anlayisa sahip
olmadigimiz olgulara odaklanmaktadir ve bize tamamen yabanci olmayan ancak tam olarak anlamini
kavrayamadigimiz olgulari arastirmak igin uygun bir arastirma zemini olusturmaktadir (Yildirm & Simsek,
2011). Kisacasi fenomenolojik yaklasim, bir fenomenin bireylerin ya da belli bir grubun deneyimleri
acgisindan tanimlanmasiyla ilgilenmektedir (Christensen, Johnson & Turner, 2015). Arastirmada ortaokul
Ogretim programinda yer alan veri isleme 6grenme alanina yonelik kazanimlari, TinkerPlots ve VUstat
yazilimlari ile kazandirma noktasinda, ortaokul matematik 6gretmenlerinin gorusleri alinmak istenmistir.
Bu goruslerin, kapsamli ve derinlemesine incelenmek istenmesi, arastirmanin, olgubilim (fenomenoloji)
desenine gore yapilmasina neden olmustur.

Calisma Grubu

Calisma grubu, amagh 6rnekleme yontemlerinden maksimum cesitlilik 6rnekleme yontemine gére
belirlenmistir. Bu 6rnekleme ydonteminde amag, ¢esitlilik gdsteren durumlarda var olan ortakliklari veya
benzerlikleri ortaya koymaktir (Yildirrm & Simsek, 2011). Bu yontemle belirlenen 6rneklemin islevsel
olabilmesi icin, 6rneklemi olusturacak farkli karakteristik 6zellikler veya olgutlerin belirlenmesi gereklidir
(Patton, 2014).

Buna gore, bu calismada, 06gretmenlerin, Mersin ilinin sosyal ve ekonomik acidan farkli
mahallelerinde bulunan, farkli 6grenci yogunluklarina sahip olan, etkilesimli tahta bulunan ve
bulunmayan okullardan secilmesine dikkat edilmistir. Calisma grubunda yer alan ortaokul matematik
o6gretmeni sayisi 14’tiir. Calisma grubunda bulunan 6gretmenlerin cinsiyetleri, yas araliklari ve kidemleri
Tablo 1’de yer almaktadir.

Tablo 1.
Ogretmenlerin Cinsiyetleri, Yas Araliklari ve Kidemleri.
Cinsiyet Kadin K2, K6, K11, K3, K5, K9, K10
Erkek K1, K8, K4, K7, K12, K14, K13
Yas Araligi 25-30 K2, K6, K11, K1, K8
31-35 K3, K4, K7, K12, K14
36-40 K5, K9, K10, K13
Kidem 1-5 yil K6, K1
6-10 yil K2, K3, K11, K8, K12, K14
11-15yil K5, K9, K10, K4, K7, K13
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Calisma grubundaki kadin ve erkek 6gretmenlerin sayisinin esit oldugu, yas araliklarinin 25 ile 40
arasinda degistigi ve genel olarak 6 yil Uzeri hizmet surelerinin bulundugu gorilmektedir. Calisma
grubundaki 6gretmenlerin okullarinda etkilesimli tahta bulunma durumlari Tablo 2’de yer almaktadir.

Tablo 2.

Ogretmenlerin Okullarinda Etkilesimli Tahta Bulunma Durumlari.
Etkilesimli Tahta Bulunma Durumu Katihmcilar
Var K4, K5, K7, K8, K9, K10, K12, K14
Yok K1, K2, K3, K6, K11, K13

Calisma grubundaki o6gretmenlerin okullarinda etkilesimli tahta bulunanlarla bulunmayanlarin
oranlarinin birbirine yakin oldugu gériilmektedir.Ogretmenlerin matematik &gretiminde teknolojiyi
kullanma durumlari ve amaglari Tablo 3’te yer almaktadir.

Tablo 3.
Ogretmenlerin Matematik Ogretiminde Teknolojiyi Kullanma Durumlari ve Amaglari.

Matematik Egitiminde Teknolojiyi Kullanma Durumlari ve Amaglari  Katilimcilar

Olgme degerlendirme K4, K6, K11, K12, K13
Etkinlik hazirlama K3, K6, K7, K11, K13
Ders anlatimi K4, K6, K8, K10

Soru ve test hazirlama K1, K4, K5
Kullanmayan K2, K14

Calisma grubundaki o6gretmenlerin biyik g¢ogunlugunun matematik 6gretiminde teknolojiyi
kullandiklari gériilmektedir. Teknolojiyi kullanmadigini sdyleyen &gretmen sayisi ikidir. Ogretmenler
matematik 6gretiminde teknolojiyi cogunlukla 6lgme degerlendirme ve etkinlik hazirlama amaciyla
kullandiklarini belirtmislerdir. Ogretmenlerin en ¢ok kullandiklari teknolojik materyaller Tablo 4’te yer
almaktadir.

Tablo 4.

Ogretmenlerin En Cok Kullandiklari Teknolojik Materyaller.
Kullanilan Teknolojik Materyaller Katiimcilar

Etkilesimli tahta K4, K5, K7, K9, K10, K12
internetten hazir kaynaklar K5, K7, K8, K9, K10
Ofis programlari K7, K10, K11, K12, K13
Geogebra K3, K4, K8, K11

SPSS K11, K12

Zipgrade K4, K5

Notver K4, K5

EBA K4, K6

Sketchpad K8

Cabri K3

Mathtype K4

Video K6

Powtoon K6

Prezi K6

Plickers K6

Kahoot K6

Antropi teach K7
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Calisma grubundaki 6gretmenlerin en ¢ok kullandiklari teknolojik materyalin etkilesimli tahta oldugu
gorilmektedir. Etkilesimli tahtayi, internetten temin edilen hazir kaynaklar ve ofis programlar
izlemektedir. Matematik Ogretimi igin Ozel gelistirilmis yazilimlari kullanma sayisinin az oldugu
gorulmektedir.

Veri Toplama Araglari

Arastirmada veri toplama araci olarak “On Goériisme Formu”, “Etkinlik Formlar”, “Yazilim
Degerlendirme Formlari ve “Odak Grup Gorisme Formu” kullanilmistir. Veri toplama araglar, ilgili
alanyazin dikkate alinarak hazirlanmistir (Ar, 2016; Bayturan, 2011; Cakiroglu, Gliven & Akkan, 2008;
Demir & Basol, 2014; Hangiil & Uzel, 2010; MEB, 2013a; MEB, 2013b; Onal & Cakir; 2016; Yenilmez &
Karakus, 2007).

Katihmcilarin  demografik o6zelliklerini belirleyebilmek, teknolojiyi ne amagla kullandiklarini,
matematik O6gretim programinda teknolojinin yeri ile ilgili neler bildiklerini, matematik Ggretiminde
herhangi bir program kullanip kullanmadiklarini ve matematik 6gretiminde teknolojiyi kullanmak igin
hangi kosullarin saglanmasi gerektigi konularinda disiincelerini 8grenebilmek icin “On Gériisme Formu”
kullanilmigtir.

Katilimcilarin  TinkerPlots ve VUstat yazilimlarina yonelik gorislerini alabilmek igin, Ortaokul
Matematik (5,6,7 ve 8. Siniflar) Ogretim Programinin, “Veri isleme Ogrenme Alani” kazanimlari dikkate
alinarak, TinkerPlots yazilimi icin 9, VUstat yazilimi igin ise 12 etkinligin yer aldigi “Etkinlik Formlar”
gelistirilmistir. Etkinlik formlari, “sinif diizeyi”, “kazanim” ve “etkinlik uygulamasi” seklinde ¢ bolim
seklinde olusturulmustur. Sinif diizeyi hazirlanan etkinligin sinif diizeyini, kazanim etkinligin ait oldugu
kazanimi belirtmektedir. Etkinlik uygulamasi ise bir problem durumu ile baslamis, yazilimda problemin
¢6zUm asamalari ekran goérintleri ile desteklenerek adim adim anlatilmistir. Béylece her bir katilimci,
adimlar takip ederek ilgili kazanima yodnelik problemin ¢d6zimiini yazilim yardimiyla incelemistir.
Etkinliklerin, kazanimlara yonelik olup olmadigini belirlemek i¢cin en az bes yildir matematik 6gretmenligi
yapan 7 uzmanin gorisiine basvurulmustur.

Katihmcilar, yazihmlarin, ilgili kazanimi kazandirip kazandiramayacagi ile ilgili distincelerini “Yazilim
Degerlendirme Formu” ile belirtmistir. Form “yonerge”, “yazihmin ilgili kazanimi kazandirilip
kazandiramayacagina iliskin dusiince” ve “gorlslerin ayrintili agiklamasi” seklinde ¢ bolimden
olusturulmustur. Yonerge bollimiinde, etkinligin yazilimin ilgili kazanimlara yonelik kapasitesini ortaya
koymak igin hazirlandigl, degerlendirmenin etkinlik icin degil yazihm icin yapilmasi gerektigi
vurgulanmigtir. Etkinligin ilgili kazanimi kazandirip kazandiramayacagina iliskin dislince boliminde
katilimcilardan “Evet”, “Kismen” veya “Hayir” segeneklerinden segmeleri istenmistir. Son bélimde ise bir
onceki bolimde verdikleri cevaba yonelik genis bir aciklama istenmistir.

Her iki yazihmla etkinlik uygulamalarini gerceklestiren katilimcilarin TinkerPlots ve VUstat
yazilimlarina yonelik genel gorislerini alabilmek amaciyla katilimcilarla Odak Grup Goériismesi yapilmasi
uygun gorilmistir. Kisa bir sirede daha fazla katilimciyla gériisme olanagi saglamasi, bununla beraber
katilimcilarin tamaminin ortaokul matematik 6gretmeni olmasi sebebiyle benzer gegmis ve tecriibelere
sahip olmasi, gorisiilen konu geregi katimcilar arasindaki etkilesimin veri zenginligi noktasinda
saglayacagl avantaj, gériisme konusunun anlagsmazliga dislren veya c¢ok kisisel bir konu olmamasi bu
teknigin kullaniimasina gerekge olarak gosterilebilir (Patton, 2014). Odak Grup Gorismesi icin bir “Odak
Grup Gorlisme Formu” hazirlanmistir. Formdaki alti adet soru katilimcilara yoneltilmistir. Sorular “VUstat
yazilimi ile ilgili genel izlenim”, “TinkerPlots yazilmi ile ilgili genel izlenim”, “VUstat veya TinkerPlots
yvazilimlari ile uygulama esnasinda karsilasilabilecek sikintilar”, “VUstat veya TinkerPlots yazilimlarinin
matematik Ogretimine sunabilecegi katkilar” ve “katilimcilarin eklemek istedikleri” seklinde
yapilandiriimistir.
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Uygulama Siireci ve Verilerin Toplanmasi

Arastirmanin uygulama sireci toplamda bes gun siirmustir. Sirecin glinlere dagilimi asagidaki
gibidir:
1. GuUn: Katihmcilarla bir araya gelinmis ve bilgisayarlara yazilim yiiklenmistir. Tanisma sonrasi

galismanin amaci, katilimcilarin ¢alismaya sunacagi katkinin dnemi anlatiimis ve “On Gériisme Formu”
dagitilarak doldurmalari istenmistir.

2., 3. ve 4. Gunler: Katihmcilarin TinkerPlots ve VUstat yazilimlarina yonelik géruslerini alabilmek igin
gelistirilen “Etkinlik Formlar” ve “Degerlendirme Formlar” etkinlik numaralarn takip edilerek
dagitilmistir. Etkinliklerin uygulanmasi ve degerlendirmelerin yapilmasi igin yeterli siire verilmis, etkinlik
ve degerlendirme formlari ayni anda dagitilmis ve ayni anda toplanmistir.

5. Gln: Her iki yazihmla etkinlik uygulamalarini gergeklestiren 6gretmenlerin TinkerPlots ve VUstat
yazilimlarina yénelik genel gorislerini alabilmek amaciyla odak grup gortismesi yapilmistir. Katilimcilar
iki grup halinde odak grup gorismesine alinmistir. Gruplar calismanin dordiinci gininde kura ile
belirlenmistir. Goriisme 6ncesi her iki gruba da odak grup gorismeleri ile ilgili kisa bir bilgi verilmis, ses
kayd! yapilacagl ve not tutulacagl sdylenmis, katilimcilardan onay alinmistir. Gériismeler arastirmaci
tarafindan yonetilirken, not alma islemi bagimsiz bir kisi tarafindan gergeklestirilmistir. Birinci grupla
gorisme yaklasik 50 dakika, ikinci grupla gérisme ise yaklasik 56 dakika stirmstir.

Verilerin Analizi

Arastirmada verilerin ¢dziimlenmesi ve yorumlanmasi icerik analizi ile gergeklestirilmistir. icerik
analizi, toplanan verileri agiklayabilecek kavramlara ve iliskilere ulasabilmek amaciyla yapilmaktadir. Bu
amagla toplanan verilerin 6nce kavramsallastirilmasi, sonrasinda ortaya ¢ikan kavramlarin bir mantik
cercevesi icinde diizenlenmesi ve buna goére veriyi agiklayan temalarin olusturulmasi gerekmektedir
(Yildirm & Simsek, 2011). Arastirmada elde edilen veriler dért asamada analiz edilmistir (Yildirm &
Simsek, 2011):

Birinci asamada elde edilen verilerin kodlama islemi yapilmistir. Nitel ¢alismalarda, igerik analizi,
verilerden kodlar ¢ikarma seklinde yapilabildigi gibi 6nceden belirlenmis kodlar kullanilarak da
yapilabilmektedir (Yildirrm &Simsek, 2011). Bu arastirmada da énceden belirlenmis kodlar, matematik
ogretiminde teknoloji kullanimini icermesi ve bu alanda belirli bir kuramsal cercevenin tanimlanmis
olmasi nedeniyle tercih edilmistir. Katihmcilarin, “Etkinlik Formlar”ni kullanarak yaptiklari uygulama
sonrasi doldurduklari “Degerlendirme Formlari” ve “Odak Grup Gortisme Formu” kullanilarak yapilan
gorismelerin dokiimleri, alanyazin taramasi sonucunda olusturulan kod listesi dikkate alinarak analiz
edilmistir. Bu kodlar, “eglenceli-zevkli, gérsellik, ilgi ¢ekicilik, somutlastirici, kalcilik, 6gretmene yardimci,
sayisiz tekrar, pekistirici, zamandan tasarruf, aktif katilim, kesfettirici, kolay kullanim 6zelligi, dil avantaji,
geometri, zor konular, yasanilan sikintilar, teknik sorunlar, disiplin, ylzeysellik, islem yetenegini
koreltme, ders planlanmasinda sikinti, sinif kontrolinii saglayamama, kalicilik, iletisim, 6gretmen
kontroliinde, bol alistirma, farkli materyaller” seklindedir (Atasoy, Uzun & Aygin, 2015; Ar, 2016;
Bayturan, 2011; Baydas, Goktas & Tatar, 2013; Cakiroglu, et. al., 2008; Demir & Basol, 2014; Gokkurt,
Deniz, Soylu & Akgiin, 2012; Hangil & Uzel, 2010; Kutluca & Zengin, 2011; MEB, 2013a; MEB, 2013b;
Onal & Cakir, 2016; Tatar, Kagizmanl & Akkaya, 2014; Tatar, Zengin & Kagizmanli, 2013; Yanik, 2013;
Yavuz & Can, 2010; Yenilmez & Karakus, 2007; Yildirrm & Demir, 2015; Zengin, Kagizmanh, Tatar &
isleyen, 2013; Zengin & Tatar, 2014). Bu kodlar, calismada ya oldugu gibi kullaniimis ya da farkli bir
bicimde yeniden ifade edilmistir. Ayrica katilimcilarin gérislerini yansitan ve listede olmayan yeni kodlar
da eklenmistir. Katihmcilarin, Etkinlik Formlari”ni kullanarak yaptiklari uygulama sonrasi yazili olarak
doldurduklari “Degerlendirme Formlari” matematik egitimcisi iki farkh kisi tarafindan kodlanmistir. Odak
grup goriismesi esnasinda yapilan ses kaydi da oldugu gibi yaziya dékilmis, elde edilen dékimler nitel
arastirma konusunda deneyimli iki kisi ve yine nitel arastirma konusunda deneyimli (¢ matematik
egitimcisi tarafindan kodlanmistir.
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ikinci asamada, birinci asamada farkli kisilerce elde edilen kodlardan yola gikarak verileri genel
dizeyde aciklayabilen ve kodlari belli kategoriler altinda topladigi disiiniilen temalar bulunmustur. Bu
amagla kodlar bir araya getirilmis, ortak yonleri bulunmaya calisilmis ve kategoriler altinda toplanmistir.
Ugiincii asamada, ilk asamada yapilan ayrintili kodlama ve ikinci asamadaki tematik kodlama ile birlikte,
toplanan verilerin diizenlenebilecegi bir sistem olusturulmustur. Boylece verilerin belirli olgulara gére
tanimlanmasi ve yorumlanmasi kolaylastirilmistir. Dérdinci asamaya ge¢meden once elde edilen
temalar ve temalar altinda toplanan kodlar kodlayicilarla paylasiimis ve teyit ettirilmistir. Dérdinci
asamada ise ayrintili bir bicimde tanimlanan ve sunulan bulgular yorumlanmis ve bazi sonuglar
gikarilmstir.

inandirnicilik, Aktarilabilirlik, Tutarlik, Teyit Edilebilirlik

Nitel arastirmalarda gecerlik, inandiricilik ve aktarilabilirlik kavramlariyla, giivenirlik ise tutarlilik ve
teyit edilebilirlik kavramlariyla acgiklanabilmektedir (Yildirrm & Simsek, 2011). Arastirmanin
inandiricihginin saglanabilmesi icin, katilimcilar gonilliler arasindan secilmis, veri toplama araglari
cesitlendirilmis, siire¢ tasarlanirken ve veriler analiz edilirken nitel arastirma konusunda uzman bir
kisinin gorlisine basvurulmustur.

Aktarilabilirligin saglanabilmesi igin, veriler dogasina sadik kalinarak ayrintil bir bicimde betimlenerek
sunulmaya ¢ahsilmistir. Bu amagla, gerek degerlendirme formlarindan gerekse odak grup goriismesi
dokiimlerinden sikga dogrudan alinti yapilmistir. Ayrica veri toplama siireci de yontem kisminda tiim
ayrintilariyla anlatilmaya calisiimistir. Nitel arastirmanin dogasinda hem genele hem de 6zele ait bilgilere
ulasma yoénelimi oldugundan veri kaynaklarinin bu farkliigi yansitacak bicimde secilmesi énemlidir
(Yrildirim & Simsek, 2011). Bu amag dogrultusunda, arastirmaya dahil edilecek katilimcilarin belirlenmesi
sirasinda amagli 6rnekleme tercih edilmistir.

Tutarlihgin saglanabilmesi igin, veri toplama araglari hazirlanirken benzer tarzda arastirmalar
incelenmistir. Bu arastirmalarda kullanilan veri toplama araglarindan faydalanilarak, ¢alismada kullanilan
veri toplama araglari olusturulmustur. Ayrica verilerin analizi sirasinda kodlar olusturulurken alanyazinda
yer alan kod listesi temel alinmistir.

Arastirmanin teyit edilebilmesi icin tiim veri toplama araglari, ham veriler, yapilan kodlamalar, uzman
incelemeleri ve geri bildirimleri arastirmaci tarafindan muhafaza edilmektedir.

Arastirmanin uygulama asamalarinda katiimcilar ve arastirmacilar arasindaki etkilesim sinirli
tutulmustur. Uygulamalar devam ederken veya serbest zamanlarda, katilimcilarla, arastirma konusu ile
ilgili higbir sekilde etkilesimde bulunulmamistir. Arastirmaci, etkinlik uygulamalari ve degerlendirme
formlarinin doldurulmasi esnasinda katilimcilarla iletisime gegmemis, iletisim teknik konularda destekle
sinirh kalmistir.

Bulgular
Etkinlik Uygulamalari Sonrasinda Katiimcilarin VUstat Yazilimina Yonelik Goriisleri

Katihmcilara, etkinlik uygulama formunun sonunda yer alan degerlendirme formlarinda “Etkinligin
basinda verilen kazanimi gbéz o6ninde bulundurdugunuzda VUstat yazilmi ile bu kazanimin
kazandirilabilecegini disliniiyor musunuz?” sorusu sorulmustur. Bu soruya katilimcilarin verdikleri
yanitlar Tablo 5’te yer almaktadir.

Katilimcilarin VUstat yazilminin kazanimlari kazandirma noktasindaki gorislerinin genel olarak
olumlu oldugu, yazihmin, verileri, siklik tablosuna, stitun grafigine, aga¢ semasina, daire grafigine, cizgi
grafigine ve histograma donistiirme iceren kazanimlarda daha basarli oldugunu distndikleri
sodylenebilir. Katilimcilarin, aritmetik ortalama, ortanca, tepe degeri gibi islem gerektiren kazanimlarda
ise ayni dlstinceye sahip olmadigi ifade edilebilir.
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Tablo 5.
VUstat Yaziiminin Belirtilen Kazanimlari Kazandirabilmesine Yénelik Katilimci Diisiinceleri.

Etk. Kazanimi Kazandirma (f)

No Kazanim Evet Kismen Hayir

1 5.3.1.2. Arastirma sorularina iliskin verileri toplar veya ilgili verileri seger; 13 1 -
veriyi uygunluguna gore siklik tablosu ve sttun grafigiyle gosterir.

2 5.3.1.3. Agag semasl yaparak verileri diizenler. 12 2 -

3 5.3.2.1. Sikhk tablosu, situn grafigi veya agag semasi ile gosterilmis 11 3 -
veriyi 6zetler ve yorumlar.

4 6.4.1.3. iki gruba ait verileri ikili siklik tablosu veya siitun grafiginden 10 3 1
uygun olanla gosterir.

5 6.4.2.1. Bir veri grubuna ait aritmetik ortalamayi hesaplar ve yorumlar. 7 5

6 6.4.2.2. Bir veri grubuna ait agikligi hesaplar ve yorumlar. 7 5 1

7 6.4.2.3. iki gruba ait verileri kargilastirmada ve yorumlamada aritmetik 6 8 -
ortalama ve agikligi kullanir.

8 7.4.1.1. Bir veri grubuna iliskin daire grafigini olusturur ve yorumlar. 12 2 -

9 7.4.1.2. Verilere iligkin gizgi grafigi olusturur ve yorumlar. 9 4 1

10 7.4.1.3. Bir veri grubuna ait ortalama, ortanca ve tepe degeri elde eder 7 6 1
ve yorumlar.

11 7.4.1.4. Arastirma sorularina iliskin verileri uygunluguna gore daire 13 1 -

grafigi, siklik tablosu, siitun grafigi veya cizgi grafigiyle gosterir ve bu
gosterimler arasinda donisimler yapar.
12 8.4.1.1. Bir veri grubuna iliskin histogram olusturur ve yorumlar. 11 3 -

Katihmcilara etkinlik uygulama formunun sonunda yer alan degerlendirme formlarinda “Etkinligin
basinda verilen kazanimi gbéz o6ninde bulundurdugunuzda VUstat yazihmi ile bu kazanimin
kazandirilabilecegini disliniyor musunuz?” sorusunun ardindan “Yukarida verdiginiz cevabi g6z 6niinde
bulundurarak VUstat yazilimi ile bu kazanimi kazandirma ile ilgili gérisiinizi agiklar misiniz?” sorusu
yoneltilmistir. Bu soruya katilimcilarin verdikleri yanitlardan, elde edilen temalar ve kodlar Tablo 6’da yer
almaktadir.

Tablo 6.
VUstat Yaziliminin Kazanimlari Kazandirabilmesine Yénelik Katilimci Diisiincelerinden Elde Edilen
Temalar ve Kodlar.

Temalar Olumlu/Olumsuz Kodlar f
Ogrenmeyi giidiileme Olumlu Aktif katihmi saglayici 4
Eglenceli 2

Dikkat cekici 1

Kazanimlari kazandirmaya Olumlu Yorumlamada kolaylik saglama 42
katki Kavramayi kolaylastirici 7
Kesfettirici 6

Hatasiz sonug elde etme 4

Kaliciligi saglama 1

Olumsuz islem becerisini kéreltme 21

Yorumlamada zorluk ¢ikarma 9

Yazilimin 6zellikleri Olumlu Zamandan tasarruf 21
Kullanish olmasi 16

Olumlu gorsellik 10

Olumsuz Eksik yanlarinin olmasi 17

Yetersiz gorsellik 4
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Katihmcilarin, uyguladiklari etkinlikler sonrasi, VUstat yazihlmina yonelik olumlu goérisleri
incelendiginde en fazla vurgunun, yazilimin, yorumlamada kolaylik saglayacagina, zamandan tasarruf
saglayacagina, kullanisli olduguna, olumlu bir gorselliginin olduguna, yapildigi gorilmektedir. Olumsuz
gorusler incelendiginde ise en fazla wvurgunun, islem becerisini koreltecegine, eksik yanlarinin
bulunduguna, yorumlamada zorluk ¢ikartacagina ve gorselliginin yetersiz olduguna, yapildigi
gorilmektedir.

Etkinlik Uygulamalari Sonrasinda Katilimcilarin TinkerPlots Yazilimina Yonelik Gorusleri

Katilimcilarindan etkinlik uygulama formunun sonunda yer alan degerlendirme formlarinda
“Etkinligin basinda verilen kazanimi g6z o6ninde bulundurdugunuzda TinkerPlots yazilimi ile bu
kazanimin kazandirilabilecegini distniyor musunuz?” sorusu sorulmustur. Bu soruya katilimcilarin
verdikleri yanitlar Tablo 7’de yer almaktadir.

Tablo 7.

TinkerPlots Yaziliminin Belirtilen Kazanimlari Kazandirabilmesine Yénelik Katilimci Diistinceleri.
Etk Kazanimi Kazandirma (f)
No Kazanim Evet Kismen Hayir
1 5.3.1.2. Arastirma sorularina iliskin verileri toplar veya ilgili 9 5 -

verileri seger; veriyi uygunluguna gore siklik tablosu ve siitun
grafigiyle gosterir.

2 6.4.2.1. Bir veri grubuna ait aritmetik ortalamayi hesaplar ve 11 3 -
yorumlar.

3 6.4.2.2. Bir veri grubuna ait acikligi hesaplar ve yorumlar. 14 - -

4 6.4.2.3. iki gruba ait verileri karsilastirmada ve yorumlamada 12 2 -
aritmetik ortalama ve acgikhgi kullanir.

5 7.4.1.1. Bir veri grubuna iliskin daire grafigini olusturur ve 9 5 -
yorumlar.

6 7.4.1.2. Verilere iliskin gizgi grafigi olusturur ve yorumlar. 9 5 -

7 7.4.1.3. Bir veri grubuna ait ortalama, ortanca ve tepe degeri 6 8 -
elde eder ve yorumlar.

8 7.4.1.4. Arastirma sorularina iliskin verileri uygunluguna gore 9 4 1

daire grafigi, siklik tablosu, sttun grafigi veya cizgi grafigiyle
gosterir ve bu gosterimler arasinda donlstimler yapar.

9 8.4.1.1. Bir veri grubuna iliskin histogram olusturur ve 7 7 -
yorumlar.

Katihmcilarin TinkerPlots yaziliminin kazanimlari kazandirma noktasindaki gorislerinin genel olarak
olumlu oldugu, yazilimin, bir veri grubuna ait agikhgl hesaplama ve yorumlama, iki veri grubunu
karsilastirmada aritmetik ortalama ve agikhgi kullanma, aritmetik ortalamayi hesaplama ve yorumlamaya
yonelik kazanimlarda daha etkili oldugunu distindikleri soylenebilir. Katimcilarin, stitun, daire, cizgi
grafikleri olusturmayi iceren kazanimlarda da ayni diisiinceye sahip oldugu ancak histogram ve bir veri
grubunun ortalama, ortanca ve tepe degerini bulmay iceren kazanimlarda ise ayni dislinceye sahip
olmadigi sdylenebilir.

Katihmcilara etkinlik uygulama formunun sonunda yer alan degerlendirme formlarinda “Etkinligin
basinda verilen kazanimi géz o6niinde bulundurdugunuzda TinkerPlots yazilimi ile bu kazanimin
kazandirilabilecegini distinlyor musunuz?” sorusunun ardindan “Yukarida verdiginiz cevabi géz 6niinde
bulundurarak TinkerPlots yazilimi ile bu kazanimi kazandirma ile ilgili goriistintizii agiklar misiniz?” sorusu
yoneltilmistir. Bu soruya katiimcilarin verdikleri yanitlardan, elde edilen temalar ve kodlar Tablo 8'de yer
almaktadir.
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Tablo 8.
TinkerPlots Yazilminin Kazanimlari Kazandirabilmesine Yénelik Katilimci Diistincelerinden Elde Edilen
Temalar ve Kodlar.

Temalar Olumlu/Olumsuz Kodlar f
Ogrenmeyi giidileme Olumlu Aktif katilimi saglayici 11
Dikkat cekici 11

Eglenceli 8

Kazanimlari kazandirmaya Olumlu Yorumlamada kolaylik saglama 49
katki Kesfettirici 10
Kavramayi kolaylastirici 4

Hatasiz sonug elde etme 4

Kahciligr saglama 4

Ozgiiven arttirici 1

Olumsuz islem becerisini kdreltme 17

Yorumlamada zorluk ¢ikarma 9

Yazilimin 6zellikleri Olumlu Olumlu gorsellik 16
Kullanigli olmasi 12

Zamandan tasarruf 12

Olumsuz Eksik yanlarinin olmasi 14

Katihmcilarin, uyguladiklar etkinlikler sonrasi, TinkerPlots yazilmina yonelik olumlu gorisleri
incelendiginde en fazla vurgunun, yazilimin, yorumlamada kolaylik saglayacagina, olumlu bir gérselliginin
bulunduguna, zamandan tasarruf saglayacagina, aktif katihmi saglayici ve dikkat cekici olduguna,
kullanigh ve kesfettirici olduguna, yapildigi goriilmektedir. Olumsuz goriisler incelendiginde ise en fazla
vurgunun, islem becerisini koreltecegine, eksik yanlarinin bulunduguna, yorumlamada zorluk
cikartacagina, yapildigi gorilmektedir.

VUstat Yazilimina Yonelik Odak Grup Goriismesinden Elde Edilen Bulgular

Katilimcilara yoneltilen sorulara, katihmcilarin verdikleri yanitlardan elde edilen temalar ve kodlar
Tablo 9’da yer almaktadir. Katiimcilarin, VUstat yazilimina yonelik goruslerinin 6grenmeye gidileme
temasi altinda gruplandirilan kodlari incelendiginde yazilimin, dersi 6grenciler icin zevkli ve eglenceli hale
getirebilecek olmasi, 6grencilerin ilgisini cekme potansiyelinin olmasi, yazilimda verilerin degistirilerek
sonucun aninda goézlemlenebilmesi olumlu bulunmaktadirlar.

Katihmcilarin agiklamalarindan bazi alintilar asagida yer almaktadir:

K9: “Eglenir ayni zamanda. Eglenceli bir matematik olur.”

K7: “Ben de zevkli olacagini diisiiniiyorum. Clinkii mesela normal su tahtaya yazdiginla akilli tahtaya
yazdigin arasinda algi olarak fark ediyor. Ogrencilerin daha ¢ok hosuna gidiyor akilli tahtaya yazmak
silmek falan. Seviyorlar teknolojik seyleri. O ylzden ilgilerini ceker.”

Katihmcilarin, VUstat yazilimina yonelik gorislerinin kazanimlari kazandirmaya katki temasi altinda
gruplandirilan olumlu kodlari incelendiginde, ayni ekranda birden ¢ok grafik ¢esidinin gorilebilmesi ve
grafiklerin karsilastirilabilmesi, bu sayede veri tiirlerine uygun grafik ¢esidinin belirlenebilmesi ve grafik
turleri arasindaki farkin anlamlandirilabilmesi, yorumlama konusunda 6grencinin isini kolaylastirmasi
olumlu bulunmustur. Yazilimin pekistirici olarak kullanilmasi gerektigi vurgulanan diger bir konudur.
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Tablo 9.
VUstat Yazimina Yénelik Odak Grup Gériismesinden Elde Edilen Temalar ve Kodlar.
Temalar Olumlu/Olumsuz  Kodlar Katilimcilar
Ogrenmeyi Olumlu Eglenceli-zevkli K7, K9, K10
giidiileme ilgi cekici K4, K7, K11
Aktif katihmi saglayici K8
Kazanimlari Olumlu Kavramayi kolaylastiric K1, K4, K7, K9, K11, K12,
kazandirmaya K13, K14
katki Yorumlamayi kolaylastirici K1, K2, K3, K7, K9, K13, K14
Pekistirici K4, K6, K9, K11, K12, K13
Kalicihgi saglayici K2, K3, K8, K11
Kesfettirici K4, K8, K14
Hatasiz sonug elde etme avantaji K1, K9
Olumsuz islem becerisini koreltici K1, K4, K7, K9, K10, K11,
K12, K13, K14
Bilgiyi hazir sunmasi K3, K6, K10
Hatali yoruma neden olabilecegi K6, K7
Kavramayi zorlastirici K2
Kesfettiricilikten uzak olmasi K10
Yazilimin Olumlu Zamandan tasarruf K1, K3, K4, K5, K9, K11
ozellikleri Olumlu gorsellik K2, K7, K9, K11
Kullaniglilik K1, K10, K11, K13
Ogretmene destek K5, K8
Dilinin Tiirk¢e olmasi K7
Olumsuz Eksik yanlarinin bulunmasi K4, K5, K7, K8, K11, K12
Yetersiz gorsellik K10, K13
Dinamik olmamasi K12

Katihmcilarin agiklamalarindan bazi alintilar asagida yer almaktadir:

K13: “Ogrenci butiin grafikleri ayni ekranda goriince aradaki farki ve kullanmasi gereken grafik
¢esidini daha hizli bir sekilde kavriyor.”

K12: “Grafikleri ayni anda gosterebiliyor bu bir avantaj kesinlikle katiliyorum.”

K1: “3-4 tane grafigi ayni ekranda gordiigli zaman iste grafikler arasindaki farki hangi grafigin daha
uygun olabilecegini eger yorumlamak diyorsaniz eger gercekten ufku agicl.”

Katihmcilarin, VUstat yazillimina yonelik gorislerinin kazanimlari kazandirmaya katki temasi altinda
gruplandirilan olumsuz kodlari incelendiginde, islemleri 6grencilerin yapmamasinin, yazihmin sonuglari
direk olarak vermesinin ve bir bakima hesap makinesi islevi gormesinin, grafikleri 6grencinin ¢izmeden
hazir verilmesinin ilgili kazanimi kazandirma noktasinda sikinti yaratabilecek olmasi olumsuz
bulunmaktadir.

Katilimcilarin agiklamalarindan bazi alintilar asagida yer almaktadir:

K10: “Sonuglari vermesi ¢ok glizel de bir sayfada da hani yapilan islemleri gésterse hani ¢ok giizel
olur.”
K1: “Ozellikle islem yetenegini kdrelten bir program &grenci acisindan.”

K12: “Bazi noktalarda hesap makinesi gibi ¢alisiyor.”
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Katihmcilarin, VUstat yazilimina yonelik gortslerinin yazihmin 6zellikleri temasi altinda gruplandirilan

olumlu kodlari incelendiginde, zamandan tasarruf saglamasi, gorsel olmasi, menulerin Tiirkgce olmasi
olumlu bulunmaktadir.

Katilimcilarin agiklamalarindan bazi alintilar asagida yer almaktadir:

K13: “Zaman agisindan ¢ok ciddi bir tasarruf saghyor.”

K4: “Grafik ¢izme konularinda gayet iyi. Cocugun gbérmesi agisindan ve zaman kazanimi agisindan
sinifta. Clinkl bunlarin gizilmesi ¢ok fazla zaman aliyor.”

K7: “VUstatin bir giizelligi de su. Turkge olmasi meniiniin. Kullanilabilme agisindan giizel.”

Katihmcilarin, VUstat yazilimina yonelik gorislerinin yazihmin 6zellikleri temasi altinda gruplandirilan

olumsuz kodlari incelendiginde, araylzlerin 6grenci i¢in uygun olmamasi, yaziimin dinamik olmamasi,
daire grafiginde merkez agiyr gostermemesi yazimin eksik yanlari olarak gérilmektedir.

Katilimcilarin agiklamalarindan bazi alintilar agagida yer almaktadir:

K13: “Dezavantajiysa merkezi egilim ve yayilim 6lgilerini bir ekranda vermis dos ekrani gibi bir ekran
vardi o yoni ¢ok kotuydd. Yani bir 6grenci agisindan dislindiigiimizde yani hareketlilik yoktu
ekranda. O yonden kotiyda.”

K8: “Ben simdi soyle bakiyorum olaya. Hicbir program bizim 6gretim programimizdaki kazanimlari

kazandirmamizda yizde yuz etkili olmaz zaten.”

TinkerPlots Yazilimina Yonelik Odak Grup Goriismesinden Elde Edilen Bulgular

Katilimcilara yoneltilen sorulara, katiimcilarin verdikleri yanitlardan elde edilen temalar ve kodlar

Tablo 10’da yer almaktadir.

Tablo 10.
TinkerPlots Yazilimina Yénelik Odak Grup Gériismesinden Elde Edilen Temalar ve Kodlar.

Temalar Olumlu/Olumsuz Kodlar Katilimcilar

Ogrenmeyi Olumlu Eglenceli-zevkli K1, K5, K8, K9

gidileme Aktif katihmi saglayici K1, K2, K3, K9
ilgi cekici K1, K4, K13

Kazanimlari Olumlu Kavramayi kolaylastirici K8, K11

kazandirmaya Yorumlamayi kolaylastirici K4, K9

katki Pekistirici K5
Kalicihgi saglayici K14
Kesfettirici K14
Sayisiz tekrar yapabilme K5

Olumsuz islem becerisini koreltici K1, K11

Hatali yoruma neden olabilecegi K11
Kavramayi zorlastirici K12

Yazilimin Olumlu Olumlu gorsellik K2, K4, K8, K11, K13

ozellikleri Zamandan tasarruf K5, K9
Dinamik olmasi K4, K13
Ogretmene destek K14

Olumsuz Eksik yanlarinin bulunmasi K2, K9, K10, K13

Dilinin Tlirkce olmamasi
Yetersiz gorsellik

K7, K8, K9, K11
K8
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Katihmcilarin, TinkerPlots yazilimina yonelik gorislerinin 6grenmeye gldileme temasi altinda
gruplandirilan kodlari incelendiginde, dersi 6grenciler icin zevkli ve eglenceli hale getirecek olmasi,
ogrencilerin aktif katilimini saglayacak olmasi, 6grencilerin ilgisini ve dikkatini cekme potansiyelinin
olmasi olumlu bulunmaktadirlar.

Katihmcilarin agiklamalarindan bazi alintilar asagida yer almaktadir:

K11: “iste renk tayin etmesi, onlar hareket ettirebilmek falan gergekten ilgingti. Aciklikla ilgili
soylemistim o ¢ok hosuma gitti gercekten. Cetvelle dlgmesi agiklik budur iste veriler bu aralikta
dagilir. Bunu gérmesi ¢ok glizel gergekten.”

K1: “Zevkli, 6grencinin dikkatini ¢eken, yogunlastirict.”

K13: “Hareketli olusu 6grencinin direk ilgisini ¢ekecek bir seydir. Yani sanki biri kagiyor digerleri

kovaliyor gibi bir diistinceyle 6grenci hareket ediyor.”

K1: “Ogrenciyi direk olarak uygulamaya katan bir program.”

Katihmcilarin, TinkerPlots yazilimina yoénelik goérislerinin kazanimlari kazandirmaya katki temasi
altinda gruplandirilan olumlu kodlari incelendiginde, dinamik yapisinin kavramayi kolaylastirmasi,
sagladigi gorselligin anlamlandirma ve yorumlamayi kolaylastirmasi, kesfettirme olanaginin bulunmasi
olumlu bulunmaktadir. Yazilimin pekistirici olarak kullanilmasinin uygun oldugu da vurgulanan bir diger
konudur.

Katilimcilarin agiklamalarindan bazi alintilar agagida yer almaktadir:
K11: “Mesela “TinkerPlots”ta agikhgl gosterirken cetvelin olmasi kavramsal olarak da 6grenmeyi

saglayacaktir.”

K14: “Verileri gorUyorsunuz birebir. Onlari saga sola ¢ekerek kendiniz grafigi olusturuyorsunuz. Bu
6grencide biraz daha kalicilik yaratabilir. Bu giizel birsey.”

K1: “igerikleri, ayrintilari net bir sekilde ifade eden bir program.”

K6: “Mod medyan ve aritmetik ortalama hesaplanirken bunu grafik Gzerinde yerini belirtmesi.
Cocugun yorum yapmasini daha da kolaylastiracaktir.”

Katilimcilarin, TinkerPlots yazilimina yonelik goruslerinin kazanimlari kazandirmaya katki temasi
altinda gruplandirilan olumsuz kodlari incelendiginde, islemleri atlayarak direk sonuglari vermesi ve
ekrana yansitmasi, daire grafiginde yizdelik dilimleri gostermemesi, tim grafiklerin ayni ekranda
goriinmemesi olumsuz bulunmaktadir.

Katihmcilarin agiklamalarindan bazi alintilar asagida yer almaktadir:

K11: “Ama orda direk ortalamayi veriyor ya da modu medyani gorsellestirmeden grafik lizerinde
vermeden sonucu vermesi sadece hesap makinesi 6zelligi katiyor. Ara islemleri atlamasi olumsuz
tarafi.”

K1: “islem kérelmesini sagliyor.”

Katilimcilarin, TinkerPlots yazilimina yonelik gorislerinin  yazihmin oOzellikleri temasi altinda
gruplandirilan olumlu kodlari incelendiginde, énemli bir gorsellik avantaji saglamasi ve bu durumun
o6grencilerin kavramlari anlamlandirmasina katki saglamasi, zaman kazandirmasi, dinamik ve hareketli
olmasi, olumlu bulunmaktadir.

Katihmcilarin agiklamalarindan bazi alintilar asagida yer almaktadir:

K8: “Eglenceli noktalari var. Renkli olmasi 6zellikle. iste o alan mantigi falan seylerin renklerin bir
araya toplanmasi iste ayni grupta olanlarin. Orasi glizel. Aslinda biraz sey yapabilir yani kavramalarina
iste grafikte ayni siitunda bulunan verilerin benzerliginde falan biraz da faydali olabilir.”

K11: “Zaman kazanabilir 6grenci bu programi kullanarak.”
K9: “Ama dedigimiz gibi zamandan tasarruf sagliyor, eglenceli hale getiriyor. Daha boyle etkilesimli
olabilir. Daha ¢ok kisiye yorum verme sansi olur sinif icerisinde. Hani bir iki 6grenciyle hemen hizli

29



Esat AVCI, Orkun COSKUNTUNCEL — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 01-36

yapmak tahtada ¢dzdiirmek yerine mesela. Obiir tiirli de ¢ok zaman harciyoruz ¢ézemeyenlerle
ugras ugras ugras. En azindan herkes katilir derse herkes yapar. Herkes yoruma katilir.”

Katihmcilarin, TinkerPlots yazihmina yonelik gorislerinin  yazihmin oOzellikleri temasi altinda
gruplandirilan olumsuz kodlari incelendiginde, daire grafiginde sayisal degerlerin gosterilmemesi ve
merkez aginin elde edilmemesi, dilinin Tirk¢e olmamasi, ara ylzinin Ogrenci agisindan sikintih
yaratabilecek olmasi, olumsuz bulunmustur.

Katilimcilarin agiklamalarindan bazi alintilar agagida yer almaktadir:

K7: “Daire grafiginde dilimlerin sayisal degerlerin gdsterilmemesi eksiklik.”

K10: “Histogrami begenmedim. Cok histogram grafigine benzemiyordu. Baslangici sifirdan baslhyordu
direk. Baslangicta bosluk yoktu. Sttunlar yani ¢cok diiz geldi.”

K9: “ingilizce olunca da biraz sikinti var. Biraz daha agiklayici veya Tiirkgeye cevrilmis sekli olabilir.”

K8: “Programin ara yizl biraz daha 6grenciye doniik olsa daha iyi olur. Bazen elimizde yonerge
olmasina ragmen “TinkerPlots”ta biz bile bazen zorlandik. Bazi seyleri bulamadik.”

Tartisma, Sonug ve Oneriler

Bu arastirmada, “istatistik 6gretiminde kullanilabilen BIiT araglarindan, VUstat ve TinkerPlots
yazilimlarinin, istatistik 6gretiminde kullanilmasi ile ilgili 6gretmen gorisleri nelerdir?” sorusuna cevap
aranmistir. Arastirma bulgulan incelendiginde, katiimcilarin, her iki yazilima yoénelik olumlu ya da
olumsuz ¢ogunlukla ayni 6zelliklere vurgu yaptiklari gérilmektedir.

Her iki yaziimin da sahip oldugu gorsellik, sonuglari hizli ve net bir sekilde ekrana tasimasi, veriler ve
grafikler arasinda karsilastirma imkani vermesi ve kesfettirici olmasi, 6grencilerin, istatistik 6gretimine
yonelik kazanimlari anlamlandirmasina, iliskilendirmesine, kolay ve dogru bir sekilde yorumlamasina,
kavramasina ve 6grenilen bilgilerin kalici olmasina olumlu yénde katki sunacaktir denilebilir. Bu durum,
istatistik 6gretiminde VUstat ve TinkerPlots yazilimlarinin kullanilmasi, istatistik 6gretimi icin tavsiye
edilen, istatistiksel okuryazarliga vurgu ve istatistiksel disiinmeyi gelistirme, islemsel bilgilerden ziyade
kavramsal anlamaya vurgu, veri analizi ve kavramsal anlamayi gelistirme icin teknoloji kullanimi (GAISE,
2016) basamaklarini gerceklestirmeye katki sunacaktir seklinde yorumlanabilir. Alanyazinda, ¢alismanin
bu bulgularini destekleyen farkli arastirmalar bulunmaktadir. Arastirmacilar, matematik 6gretiminde BiT
kullaniminin, gorsel ve isitsel 6geler barindirmasi sebebiyle, 6grenilen bilgilerin kalicihgini sagladigini
(Atasoy, et. al., 2015; Celik & Cevik, 2011; Delice & Karaaslan, 2015b; Dilek, et. al., 2007; Geng, 2010;
Kagizmanli & Tatar, 2012; Kutluca & Zengin, 2011; Selgik & Bilgici, 2011; Tatar, et. al., 2014; Tatar,
Kagizmanli & Zengin, 2015; Tatar, et. al., 2013; Ural, 2014; Yavuz & Can, 2010; Zengin, et. al., 2013;
Zengin & Kutluca, 2011; Zengin & Tatar, 2014), kavramlari anlamayi kolaylastirdigini (Baltaci, Yildiz &
Kdsa, 2015; Ciftci & Tatar, 2014; Fitzallen & Brown, 2006; Girbiiz & Gilburnu, 2013; Kaleli Yilmaz, Ertem
& Giiven, 2010; Ozbay, 2012; Tatar, et. al., 2015; Tatar, et. al., 2013; Zengin, et. al., 2013; Watson &
Donne, 2009; Zengin & Kutluca, 2011), yeni bilgiler olusturmaya yardimci ve kesfettirici oldugunu
(Baltaci, et. al.,, 2015; Fitzallen, 2007; Kagizmanl & Tatar, 2012; Yanik, 2013; Yilmaz, 2013),
belirtmektedirler.

VUstat ve TinkerPlots yazilimlarinin, 6grenciler icin, dersi, ilgi cekici, eglenceli ve zevkli hale getirmesi,
kolay ve kullanisli olmasi, 6grenciyi derste aktif kilmasina neden olacaktir denilebilir. Bu durumun,
o6grencilerin istatistik 6grenme alanlarina karsi olumlu tutum gelistirmesine ve istatistik 6gretimi icin
tavsiye edilen, sinif i¢i etkin 6grenmeyi tesvik etme (GAISE, 2016) basamaginin gercgeklestirilmesine katki
sunacagini sdylenebilir. Arastirmacilar da, BiT’in, 8grencilere, kolaylikla kullanilabilen ve kullanisl araglar
sundugunu (Ciftgi & Tatar, 2014; Geng, 2010; Kabaca, Aktiimen, Aksoy & Bulut, 2010), ilgi ¢ekici ve
eglenceli geldigini (Atasoy, et. al., 2015; Delice & Karaaslan, 2015b; Gokkurt, et. al., 2012; Hangiil & Uzel,
2010; Kutluca & Zengin, 2011; Koparan & Kaleli Yilmaz, 2014; Mercan, Filiz, Goger & Ozsoy, 2009; Simsek
& Koru Yicekaya, 2014; Taslibeyaz & Giilcl, 2013; Tatar, et. al., 2014; Tatar, et. al., 2013; Ural, 2014;
Yavuz & Can, 2010; Zengin & Kutluca, 2011), 6grencilerin aktif katihmini sagladigini (Baltaci, et. al., 2015;
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Celik & Cevik, 2011; Giirbliz, 2007; Mercan, at. al., 2009; Simsek & Koru Yiicekaya, 2014), tutumu olumlu
yonde etkiledigini (Dogan, 2009) séylemektedirler. Bu sonuglar, arastirma bulgusuna paralel sonuglardir.

Katiimcilar VUstat yaziliminin dilinin Tiirkge olmasinin olumlu, TinkerPlots yaziliminin dilinin ingilizce
olmasinin olumsuz oldugunu disiinmektedirler. Her ne kadar matematik veya istatistik 6gretimi igin
gelistirilen yazilimlarda matematiksel semboller yer aliyor ve matematiksel terimlerin bir kisminin
yabanci dildeki karsiliklar Tlrkgede de kullaniliyor olsa da, teknolojik bir materyalin dilinin, kullanicinin
kendi dilinde olmasinin yaratacagi tstiinliik tartisiimazdir. Ozellikle &grencilerin kullanacagi yazilimlarin
dilinin Turkce olmasinin Ustlnliik saglayacagl (Geng, 2010; Kabaca, et. al., 2010), birgcok yazilim veya
yazilimin dilinin ingilizce olmasinin kullanim agisindan sikinti yaratacagi (Simsek & Koru Yiicekaya, 2014),
arastirmacilar tarafindan da vurgulanmaktadir.

Katilimcilar TinkerPlots yaziliminin dinamik olmasini olumlu, VUstat yaziliminin dinamik olmamasini
ise olumsuz olarak gormektedirler. TinkerPlots yazihminin, veriler siniflandirilirken ve grafiklere
dondistirilarken, merkezi egilim ve dagilim dlgileri bulunurken asama asama ilerlemesinin, dinamik
yapisi sayesinde kullanicinin bu islemlerin bircogunu bilgisayarin faresi yardimiyla sirikleyerek
yapmasinin, istatistik kavramlarini olusturmada ve anlamlandirmada 6nemli bir avantaj saglayacagi
aciktir. Arastirmacilar da, dinamik matematik ve geometri yazilimlarinin, sahip oldugu siirikleme 6zelligi
sayesinde, kesfetmeye, akil yiritmeye, varsayim olusturmaya ve genellemeye ulasmaya katki sagladigini
(Kése, Uygan & Ozen, 2012), geleneksel ortamlarda olusturulamayan bircok iligkinin olusturulabildigini
(Karatas & Guven, 2015), soylemektedirler. Bu agidan bakildiginda, katilimcilarin da TinkerPlots
yaziiminin dinamik yapisinin istatistik ©6gretimine yapacagl olumlu katkiyi farketmis olduklari
soylenebilir.

Her iki yazilmin da islem becerisini kéreltecegi dislincesi neredeyse tim katilimcilar tarafindan
vurgulanmistir. Yazilimlarin, verileri bir tiklamayla veya siriukleme 6zelligi ile aninda tablolara veya
grafiklere doniistirmesi olumlu bulunmamistir. Katilimcilar, her 6grencinin kagit kalemle tablolari veya
grafikleri dnce elle gizmeleri gerektigini, aritmetik ortalama hesaplama, mod, medyan bulma vb islemleri
o6grencinin mutlaka kendisinin yapmasi gerektigini soylemektedirler. Bunlar ayni zamanda her iki
yazilimin eksik yanlari olarak da vurgulanan hususlardir. Bu noktada, VUstat ve TinkerPlots yazilimlarinin
zamandan tasarruf saglayacagl bulgusu anlam kazanmaktadir. Katiimcilar, 6grencilerin islemleri kagit
kalem ile yaptiktan, tablo ve grafikleri elle ¢izdikten sonra yaziimlarin kullanilmasinin zaman
kazandiracagini diisiinmektedirler. BIT kullaniminin zamandan tasarruf saglayacagi farkli arastirmacilar
tarafindan da soylenmis olsa da (Ciftci & Tatar, 2014; Tatar, et. al., 2013) burada zaman kazandirmadan
kastedilen ©grencilerin, konu anlatimindan sonra, kagit kalem ve elle yapacaklari alistirmalarin ve
orneklerin, yazilimlar sayesinde, sayisal olarak artmasidir. Belirtilen sebeplerden dolayi yazilimlarin
derslerde tamamlayici, pekistirici bir ara¢ olarak kullanilmasi gerektigi agirlikli goris olarak ortaya
cikmistir. Katilimcilara gore, teorik olarak ders anlatimi yapildiktan, islem basamaklarinin tamamini
gerceklestirdikten, tablo ve grafiklerin kagit kalem araciligiyla gizimleri bitirildikten sonra yazilimlarin
kullanilmasi gerekmektedir. Benzer arastirma sonuglari da bu durumu destekler niteliktedir.
Arastirmacilar, bilgisayar destekli 6gretimin ¢ogunlukla sadece hazir bilgiyi sundugu (Atasoy, et. al.,
2015), o6grencileri ezbere yonlendirebilecegini ve islem becerilerini koreltebilecegini (Cakiroglu, et. al.,
2008) belirtmektedirler. Ancak bu durumun, GAISE raporunda (GAISE, 2016), istatistik 6gretimine
yonelik Onerilen tavsiye basamaklarinin “islemsel bilgilerden ziyade kavramsal anlamaya wvurgu”
basamagiyla celistigi diisiinlilmektedir. Elbette, 6grencilerin aritmetik ortalamanin nasil hesaplandigini,
merkezi egilim ve dagilim olgllerinin ne sekilde bulundugunu bilmesi dnemlidir. Ancak islemsel bilgiden
¢ok kavramsal anlamanin 6n planda tutulmasi gerektigi dislinlirse, s6z konusu yazilimlarin, dersi
tamamlayici ve pekistirici bir ara¢ olmasindan ziyade dersin aktif elemani olmasi gerektigi
distntlmektedir. Katihmcilarin, cogunlugunun, matematik 6gretiminde teknolojiyi kullanma noktasinda
bir tecribelerinin olmamasi ve matematik 6gretim programinda yer alan kazanimlari kazandirmak
amaciyla teknolojinin ne sekilde kullanilacaginin bilinmiyor olmasi da bu sekilde diisinmelerine neden
olmus olabilir.

31



Esat AVCI, Orkun COSKUNTUNCEL — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 01-36

Sonug olarak, katihmcilarin, matematik 6gretiminde teknolojiyi, etkinlik hazirlamak, olgme ve
degerlendirme yapmak, ders anlatmak, soru ve test hazirlamak igin kullandigi, matematik 6gretiminde
teknolojiyi kullanabilmeleri igin, bilgi ve becerilerinin arttiriimasi gerektigi gorilmektedir. Ayrica okullarin
fiziki altyapilarinin iyilestirilmesi, kazanimlara uygun yazilimlarin gelistirilmesi, 6grencilerin teknoloji
bilgilerinin gelistirilmesi, yazilimlarin Gcretsiz temin edilmesi, mufredatin hafifletilmesi ve EBA
iceriklerinin zenginlestirilmesi de gerekli gorilen unsurlardandir. Katiimcilar, VUstat ve TinkerPlots
yazilimlarinin, sahip oldugu gorsellik, sonuglari hizli ve net bir sekilde ekrana tasimasi, zamandan tasarruf
saglamasi, veriler ve grafikler arasinda karsilastirma imkani vermesi ve kesfettirici olmasi, 6grencilerin,
istatistik 6gretimine yonelik kazanimlari anlamlandirmasina, iliskilendirmesine, kolay ve dogru bir sekilde
yorumlamasina, kavramasina ve 0Ogrenilen bilgilerin kalici olmasina olumlu yonde katki sunacagini
distinmektedirler. Katihmcilar tarafindan vurgulanan bir bagka durum da her iki yazilimin da dersi ilgi
cekici, eglenceli ve zevkli hale getirecek olmasinin, kolay ve kullanish olmasinin, 6grencileri derste aktif
kilacagidir. Ancak bu noktada dinamik olan yazilimlarin biraz daha avantajli oldugu da vurgulanmistir.
Katihmcilarin, yazilimlara yonelik en 6nemli olumsuz dusincesi ise 6grencilerin islem becerilerini
kéreltecegi yoniindedir. Ayrica katilimcilar, 6gretimde kullanilacak BiT araglarinin dilinin Tiirkce olmasi
gerektigini de belirtmislerdir.

Arastirmanin sonuglar géz o6niinde bulunduruldugunda, 6gretmenlere matematik 6gretiminde
teknolojiyi ne sekilde kullanmalari gerektigi ile ilgili bilgilendirme galismalari yapilmasi, 6gretmen ve
ogrencilerin teknoloji alanina yénelik bilgi ve becerilerinin gelistiriimesi igin egitimler diizenlenmesi ve
projeler gelistirilmesi, matematik 6gretiminde kullanilabilecek yazilimlarin Ucretsiz temin edilmesi,
Tirkgelestirilmesi hatta kendi 6gretim programlarimizi kapsayici yerli yazilimlar gelistirilmesi, EBA
portalinin icerik ve materyal acisindan zenginlestirilmesi icin 6gretmenler tesvik edilmesi, VUstat ve
TinkerPlots yazilimlari 6zelinde benzer yazilimlarin kullanimini yayginlastirilmasi igin tiniversiteler ve milli
egitim madarlikleri arasinda isbirlikleri olusturulmasi, 6gretmenlere istatistik Ogretimine yonelik
pedagojik alan bilgisi egitimi verilerek istatistik 6gretiminin ne sekilde olmasi gerektigi ile ilgili tiniversite
isbirligi ile calismalar yapilmasi dnerilebilir.

Bilgilendirme

Bu calisma Esat Avci’nin yiksek lisans tezinden Gretilmistir.
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Introduction

The person has to communicate with the social environment in order to live a healthy and happy life.
The development of positive communication skills among people develops through intra-family
relationships from the first years of life. In the early childhood years, parents, especially mothers, have
an important role in the development and support of communication skills. Increasing the quality and
duration of communication training to be given to the mothers can improve mother-child
communication. For this reason, it is necessary to develop alternative education models in order to
make mother trainings reach more and more people. From these models, giving communication training
based on ‘from child to parent approach’ to mothers whose children attending mobile preschools will
help to increase the quality of mother-child communication.

The main purpose of family training is to guide parents through strengthening their self-confidence
and developing their parenting skills for their children's physical, mental, social and emotional
developments. Parent educations are carried out using many different models (Cagdas & Secer, 2004).
These trainings are provided in public education centres, family health centres, family life centres and in
schools, also they can be provided as house-centred or distance education. Family education ensures
that the parents become aware of the responsibilities that they must take in their children's education
and that this awareness is enhanced, the child's development is supported, and this support to the
child's development is long-term and lasting. Early family training is especially important for the
development of children of lower socio-economic level families (Guler Yildiz, 2014). It is important for
parents to know the developmental characteristics of their children from the moment they are born and
to know how to communicate with them so that the learning capacities of the children can be brought
to the highest level. The assumption that the quality of the early mother-child relationship is influenced
by the socio-emotional development of the child is supported by the theory of attachment (Ferreira et
al., 2016). The supportive nature of the parent-child relationship is related to the higher social
competence of the child (Marti, Bonillo, Jane, Fisher & Duch, 2015). The quality of relationship between
family and child; (Gerrits, Goudena & Van Aken, 2005; Lindsey & Mize, 2001; Pasiak, 2011) affects the
relationship with their peers. Determining the content of the trainings given to the parents in line with
the needs of the working group is important in terms of increasing the training given. Effective
communication training is at the forefront of education that should be given priority to all parental
groups. The quality of communication that parents make with their children will be enhanced through
effective communication training.

Using alternative models to reach out for parents with various needs instead of giving a single model
of family training will contribute to the education of pre-school children. Alternative family education
models should be diversified so that family education can reach a wider range. The fact that all family
trainings are conducted in an institution-centred manner will reduce the number of people benefiting
from such trainings.

From child to child approach is an alternative teaching approach in which children actively
participate in the learning process and apply the information they learn to real life (Hanbury, 1993;
Giltekin, Deveci & GlirdoganBayir, 2009). The approach involves a process in which children work with
their parents, peers and other people in the community on issues related to the society (Fazlioglu,
2012). In many countries around the world, child-to-child education activities for health education have
proved children to develop their own health as well as others' health-related knowledge. It is aimed at
increasing the quality of education for children who cannot afford to go to school due to the approach
of from the child to the child, especially in areas where the schooling rate is low. The approach consists
of three sub-dimensions, from the child to the child, from the child to the family and from the child to
the society. From the child to the parent model can be used as an alternative model in family education.

Mobile preschools, as another alternative preschool education model, is an alternative education
program to the institutionalized preschool education models for children whose families are with
insufficient financial means and who can’t attend pre-school education institutions and it aims to
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expand and develop preschool education. Mobile preschools are intended to provide training for
children who cannot benefit from pre-school education institutions until they can be served
permanently. They are set up in regions where the children who cannot benefit from pre-school
education institutions are in the majority and are trained by mobile pre-school teachers (Nutton et al.,
2011) Mobile preschools offer developmental opportunities for disadvantaged children who cannot
reach institutional service if they are organized according to children's interests and developmental
needs. Family participation and education activities applied in mobile kindergartens are limited due to
lack of suitable space.

In the literature survey conducted it is seen that in addition to studies showing that maternal
education programs contribute to their mother and their children in various fields , there are also
studies in which positive outputs are obtained with mobile preschool applications.

In the study of Gezer (2009), it was found that the mobile preschool project had a positive effect on
children, and the children who had taken pre-school education had higher levels of class activity, school
success and personal-social skills (Gezgin, 2009). In their studies with children educated in mobile
preschools (Haktanir, Akglin, Karaman & Duman, 2012) it has been revealed that children who benefit
from educational activities show progress in all developmental areas (Haktanir, Akglin, Karaman &
Duman, 2012). Existing studies in mobile preschools are limited to examining the effect of the given
education on the development areas of children, and no studies have been conducted on mother child
communication.

As with the mobile preschool model, from the child to child model is more concerned with nutrition,
health and environmental education. In Ataman's (2009) study, it has been shown that from child-to-
child application affects children's eating habits positively (Ataman, 2009). Ozyiirek et al. (2016)
examined the impact of dental health education conducted by the approach from the child to the child.
As a result, it has been stated that children actively contribute to their own learning and that they
transmit their learning to other children and families (Ozyiirek et al., 2016). Studies investigating the
parental child relationship (Aguilar, Sroufe, Egeland & Carlson, 2000; Pianta, 1997) suggest that the
emotional and behavioural problems of children are largely related to the problems experienced in the
parent-child relationship. In this context, it is emphasized that parent-child relationships should be
examined as factors affecting the development of behavioural problems in children (Maccoby, 1980;
Oktay, 2007). On the other hand, there are research reports indicating that problems with parent-child
relationships are in the first place among the problems that pre-school children experience (OCD,
University of Pittsburgh, 2005).

There have been several institution-centred trainings on communication between mother and child
(Akgiin, 2008; Cagdas & Ari, 1999), but no literature on the communication skills of children and
mothers in mobile preschools have been found. Within the scope of the study, two alternative
educational methods were used in combination: “Education from the Child to the Mother” and “Mobile
Kindergarten”.

In this context, the purpose of this research is to investigate the effect of communication education
based on from the child to the mother approach on mothers whose children attending to the mobile
preschools and on mother-child communication. In response to this general objective, the following
questions were sought:

Is there a difference between the pre-test scores of the Parent-Child Communication Assessment
Tool for the mothers in the experimental and the control groups?

Does the communication education applied in from the child to the mother educational approach
affect the final test score of the Parent-Child Communication Assessment Tool in the experimental and
control group?

Is there a difference between the scores of the Parent-Child Communication Assessment Tool post-
test and retention test for the mothers in the experimental group?
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Method

In this section, the model of the research, the study group, the data collection tools, the data
collection method and the statistical methods used in the evaluation of the data are presented. It also
includes information about from child to mother approach based communication training which was
applied to the mothers whose children are in the experimental group.

Research Design

This study was carried out to investigate the effect of from the child to mother approach based
communication training given to the mothers whose children attending to mobile preschool, which was
in Mamak Municipality of Ankara Province, on mother-child communication and was designed in
experimental design with pre-test-post-test control group in quantitative model.

Experimental design with pre-test, post-test and control group is a widely used mixed design. It is an
associated design as participants are evaluated before and after the experimental procedure in relation
to the dependent variable. It is an unrelated design as experimental and control groups which are
composed of different subjects are compared (Buyukéztirk, 2012).

Study Group

The study group of the research was composed of mothers and children who were registered in five
neighbourhoods of Mamak Municipality in Ankara Province and attended mobile preschools during
2015-2016 Academic Year. Permission has been obtained from Mamak Municipality for the application
of from the child to mother approach based communication training and the Parent-Child
Communication Assessment Tool. Two of the five neighbourhoods served by the mobile preschool were
designated as random experiment groups and the remaining three neighbourhoods were selected as
control groups. One of the children in the experimental group was not included in the study because her
mother did not want to participate in the study. The distribution of the children and their mothers in the
study based on the neighbourhoods is given in Table 1. Table 1 shows the distribution of children
receiving education in randomly selected neighbourhoods determined as experimental and control
group where 33 of the mothers and children who participated in the study were in the experiment and
47 were in the control group.

Table 1.
Distribution of Children's Mothers according to Neighborhoods in Experimental and Control Group.

1* Neigh. 2" Neigh. 3" Neigh. 4" Neigh. 5"Neigh.  Total
Experimental 20 13 33
Control 19 16 12 47
Table 2.
Distribution of Children in Experimental and Control Groups by Gender.

Experimental Group Control Group Total
f % f % f %

Female 19 57.60 31 66.00 50 62.50
Male 14 42.40 16 34.00 30 37.50
Total 33 100.00 47  100.00 80 100.00

In Table 2, when the gender distributions of the children in the experimental and control groups are
examined, 57.60% are in the experimental group and 66.00% in the control group. Male children
constitute 42.40% of the experimental group and 34.00% of the control group. In total, 62.50% of the
children attending the mobile kindergarten were female (n = 50) and 37.50% were male (n = 30). Table 3
shows the distribution of children in the experimental and control groups by sibling numbers.
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Table 3.
Distribution of Children in the Experimental and Control Groups by Sibling Numbers.
Experimental Group Control Group Total

f % f % f %
One sibling 8 24.20 8 17.00 16 20.00
Two siblings 16 48.50 26 55.30 42 52.50
Three siblings 3 9.10 7 14.90 10 12.50
Four and up siblings 6 18.20 6 12.80 12 15.00
Total 33 100.00 47 100.00 80 100.00

Given the distribution of sibling numbers in Table 3, it is seen that 48.50% of the children in the
experimental group had two siblings and 55.30% of the children in the control group had two brothers.
Table 4 shows the distribution of children in the experimental and control groups according to their
birth order.

Table 4.
Distribution of Children in the Experimental and Control Groups by Birth Order.
Experimental Group Control Group Total

f % f % f %
First 14 42.40 23 48.90 37 46.30
Second 12 36.40 15 31.90 27 33.80
Third 2 6.10 4 8.50 6 7.50
Fourth and up 5 15.20 5 10.60 10 12.50
Total 33 100.00 47  100.00 80 100.00

When the distribution of the children in the experiment and control groups in Table 4 according to
the order of birth is examined, it is seen that 42.40% of the children in the experimental group are the
first child and 36.40% are the second child. 48.90% of the children in the control group are first child and
31.90% are second child. Table 5 shows the distribution of children in the experimental and control
groups according to whether they had taken pre-school education in mobile kindergarten in the
previous years.

Table 5.
Distribution of Children in The Experimental and Control Groups According to whether They Had Taken
Pre-School Education or not.

Experimental Group Control Group Total
f % f % f %
Educated 8 24.20 10 21.30 18 22.50
Not educated 25 75.80 37 78.70 62 77.50
Total 33 100.00 47 100.00 80 100.00

Table 5 shows the distribution of the children in the experiment and control groups according to
their reception status in mobile kindergarten in the previous years. It is seen that 75.80% of the children
in the experimental group did not receive education in mobile kindergarten, and 78.70% of the children
in the control group did not receive education in mobile kindergarten.

Data Collection Tools

With the purpose of collecting the demographic information of the children and their parents
included in the survey, the "General Information Form" was used as a data collection tool and the
"Parent-Child Communication Assessment Tool" was used with the aim of revealing the affect and
permanence of the communication education given to mother on mother child communication.
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General Information Form

In order to obtain demographic information for the children surveyed, the General Information Form
prepared by the researcher was used. In the form there are questions about the gender of the child, the
number of siblings, the order of birth, and whether or not they were continuing to the mobile
kindergarten.

Parent-Child Communication Assessment Tool

In this study, a Parent-Child Communication Assessment Tool, which was developed and checked in
terms of validity and reliability by Arabaci in 2011, was used to evaluate the behaviours related with
communication of parents who have children aged 48-60 months with their children. In order to
determine the validity and reliability of ABCIDA; exploratory and confirmatory factor analyses; ltem-
total score reliability, Cronbach Alpha reliability and test-retest reliability analyses were conducted to
determine the overall reliability of the tool. According to the results of the Explicit Factor Analysis (EFA)
and Confirmatory Factor Analysis (CFA) statistics, which were made to test the structural validity of the
ABCIDA, it is seen that the vehicle supports a five-dimensional structure. The internal consistency
coefficient (a) of the ABCIDA subscale was (a) .67, the internal consistency coefficient of the listening
subscale was (a) .70, the internal consistency coefficient of the message subscale (a) .56 and internal
consistency coefficient for the empathy sub-dimension (a) .73. When the results of test-retest reliability
are examined; test-retest correlations were set to .93 for the speech sub-dimension, .96 for the listening
sub-dimension, .98 for the message sub-dimension, .95 for the non-verbal communication sub-
dimension, and .96 for the empathy sub-dimension. Accordingly, it is seen that the relationship between
the results of the two applications is meaningful. As a result of the research, it is found that ABCIDA has
a reliable measurement capacity and a consistent structure (Arabaci & Omeroglu, 2016). The Parent-
Child Communication Assessment Tool consists of five sub-dimensions; speech, listening, message,
nonverbal communication, empathy and 37 items. It is a tool that can be applied to parents as individual
or in small group and there are eight items in the speech subdivision, six items in the listening
subdivision, eight items in the message subdivision, six items in the nonverbal communication
subdivision, and nine items in the empathy subdivision. The tool is based on a five-point Likert rating of
"always," "frequently," "occasional," "rarely," and "never." The high scores from the sub-dimensions of
the Parent-Child Communication Assessment Tool indicate that the parent is in a positive and effective
communication with the child. On the other hand, low communication scores from the sub-dimensions
indicate that the parents have disorientation in their communication with the child. Brief information
about the tool has been presented at the beginning of the application form. There is no time limit for
the implementation of the tool.

Collection of Data

The data of the research were collected by the researcher during the spring semester of 2015-2016
academic year. First of all, permission was obtained from Mamak Municipality to conduct the research.
Before the training started, Parent-Child Communication Assessment Tool was applied as a preliminary
application to mothers in five neighbourhoods where mobile preschool was giving service. How to fill
and investigate the scale was explained to the mothers when they brought their children to the
kindergarten or take them. The Communication Training Program was then implemented in sixteen
sessions during eight weeks in two neighbourhoods, which were then randomly assigned to the
experimental group among the five neighbourhoods served by mobile preschool. Immediately following
the implementation of the training program, final applications were performed with the mothers both in
the experimental and in the control group. Two weeks after the last application, the Parent-Child
Communication Assessment Tool was applied again as a retention application to the mothers in the
experimental group.
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Preparation and Implementation of from Child to Mother Communication Training Program

Developed within the scope of the research, "from Child to Mother Communication Training
Program" aims to support communication skills and strengthen the communication skills of pre-school
children with their mothers. After the literature review on communication skills, "from Child to Mother
Communication Training Program" was prepared for the development of communication skills. While
preparing the program, firstly the achievements and indicators related to communication skills were
established. The achievements and indicators of the program were selected and formal arrangements
were made in relation to the communication skills among the goals, objectives and achievements of the
Ministry of National Education, Preschool Education 2002, 2006 and 2013 programs. As the
achievements and indicators contained in the programs were found to be sufficient, new achievements
and indicators were not added.

Suitability for the purpose of the research of selected achievements, sub-dimensions of
communication skills; listening, speaking, empathy, non-verbal communication and message
compatibility, whether it supports for mother child communication and compliance with the
development of children aged 48-60 months were presented to the audience of five academicians who
were experts in the field of pre-school education. After the expert opinion, 9 achievements and 34
indicators were identified.

For the internalization of children of the achievements and indicators, achievements and indicators
were distributed repeated in 16 sessions. A chart showing which achievement and the indicator is to be
placed in which activity and how many times to be repeated was shown. The achievements and
indicators were handled in the event plan in a strictly correct order, repeated at different times and at
different events.

While preparing the activities in the training program, attention was paid to ensure that the activities
were in accordance with the development levels of the children, that the children would participate
with fun, and that they were child-centred. In addition to this, different types of activities are included
during the day without bringing up the same kind of activities. At the same time, a daily flow of
children's active and sit-down activities was also organized taking into account the active-passive
balance. Transitions between activities were designed to be linked in order to facilitate the transition
from one activity to another. Activities that were easy to implement were chosen because two or three
activities in one day could also be repeated at home by telling the activities the children have done at
school to their mothers at home. All the pre-school education activities were included and the training
program that was applied was organized in Turkish, Art, Mathematics, Science, Reading and Writing,
Music, Movement, Games, Drama and family participation activities.

"From Child to Mother Communication Training Program" was planned for eight weeks and sixteen
sessions for the children in the experimental group, and forty-two training events were organized in
each session to contribute to the development of one or more of the communication sub-dimensions.
While "From Child to Mother Communication Training Program" was administered to the children in the
experiment group two days a week in the morning and the afternoon by the researcher in two different
neighbourhoods in mobile preschool, the Ministry of Education Preschool Education Program (2013)
was applied to the children in the control group.

The children were reminded throughout the process that all activities done in the mobile preschool
should be done with their mothers at home, that the television should be closed while these activities
taking place, and that the mothers should not be interested in anything else during the activities. At the
same time, these warnings were highlighted in newsletters sent to mothers for each event that was
made in the process and in promotional and evaluation meetings that were held. The news letters sent
to the mothers also emphasized what the mothers should pay attention to, as well as how the activities
would be implemented so that they could give clues as children may forget the events.
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During the events, children were given opportunities to talk to each other and listen to each other.
Activities such as drama and games were carried out so that they could communicate by expressing
feelings and thoughts through their minds, empathizing with each other, trying to understand each
other and using body gestures and mimics.

Repetition of the activities in mobile preschool with their mothers at home is thought to the increase
of communication between mother and child as children spend their time with their mothers more
efficiently. During these activities which were carried out at home, the children told their moms
activities and repeated the songs, poems, finger games that they learnt with their mothers.

From the Child to Mother Communication Training offered the opportunity to spend at least 30
minutes daily for the mother and the child. This opportunity contributed to healthy communication
between the mother and the child, listening to each other and expressing themselves. Children taught
singers, singles and poems to their mothers. Thanks to the training program, non-verbal communication
skills were supported by establishing mutual communication and eye contact. In the training program,
story completion activity was carried out and questions such as "what would you do if you did, what else
could be done in this situation, what were you feelings?" were asked and they were asked to complete
the half-finished stories. These and similar activities are thought to contribute to empathetic thinking
skills.

Analysis of Data

The data obtained through the Parent-Child Communication Assessment Tool and the General
Information Form were transferred to the computer environment and analysed using an appropriate
data analysis program. In order to determine the effect of From the Child to Mother Communication
Training Program on the communication mothers established with their children, pre- and final
application scores those mothers in the experimental group and in the control group taken from the
Parent-Child Communication Assessment Tool were examined by t test for the independent samples in
order to determine whether the scores were different or not. The t test for independent samples is a
parametric technique used to compare the significance of the difference between the means obtained
from two independent sample groups (Cokluk, Sekercioglu & Blyukoztirk, 2014).

The t-test was used for the related samples to compare the scores of mothers of children who were
in the experimental group and took the last application and retention application of the Parent-Child
Communication Assessment Tool (Blyukoztirk, 1998).

Results

In this section, independent-sample t-test and paired-sample t-test findings are presented related on
pre-post practices and permanence practises for determining the effect of from child to child approach
based communication training given to mothers of children in the experimental and control groups on
mother child communication.

Table 6 examines whether there is a significant difference between the mean of the scores of the
mothers of the children in the control group and the average of the scores of the mothers of the
children in the test group in the preliminary application on the ABCIDA sub-dimensions and generalities.
There is no significant difference between the scores of the mothers in the experimental and control
groups on Speech (t(75=.06, p=.95>.05), Listening (t(;3=1.93, p=.06>.05), Message (t;;5=1.86, p=.07>.05),
Nonverbal Communication (t;5=1.80, p=.08>.05), Empathy (tzs=.11, p=.92>.05), subscales and the
overall score (tg=1.26, p=.21>.05) of the scale. When the pre-test scores of the Parent-Child
Communication Assessment Tool applied to the mothers of the children attending the mobile
kindergarten are examined, it is seen that the scores of the mothers are close to each other and the
effect of the education program is important.
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Table 6.
t-Test Results Regarding Significant Differences between Pre-Application Scores of Parent- Child
Communication Assessment Tool of Mothers of Children in the Experimental and Control Groups.

Pre-application Group f Average Sd t df p

Speech Control 47 31.91 4.99 .06 78 .95
Experimental 33 31.85 4.04

Listening Control 47 24.79 3.09 1.93 78 .06
Experimental 33 23.33 3.60

Message Control 47 29.74 3.84 186 78 .07
Experimental 33 28.03 4.33

Nonverbal Communication Control 47 25.06 2.69 1.80 78 .08
Experimental 33 23.91 3.00

Empathy Control 47 35.49 5.73 A1 78 .92
Experimental 33 35.36 4.37

Overall Scale of the Scale Control 47 147.00 16.14 126 78 21
Experimental 33 142.48 15.29

When the answers given to the Parent-Child Communication Assessment Tool applied to the
mothers of the children attending the mobile preschool are examined, it is seen that there is no
significant difference between the scores of the mothers who took place in the experimental and
control groups. When pre-test scores of the Parent-Child Communication Assessment Tool applied to
the mothers of children attending in the mobile preschool are examined, it is seen that it is important in
terms of the education program as the scores of the mothers are close to each other.

Table 7.
t-Test Results Regarding Significant Differences between Post-Application Scores of Parent-Child
Communication Assessment Tool of Mothers of Children in the Experimental and Control Groups.

Post-Application Group f Average Sd t df p

Speech Control 47 32.45 2.96 556 78 .00*
Experimental 33 33.00 35.67

Listening Control 47 25.02 2.37 434 78 .00*
Experimental 33 27.03 1.42

Message Control 47 31.06 3.93 441 78 .00*
Experimental 33 34.24 1.54

Nonverbal Communication Control 47 24.34 2.65 6.62 78 .00*
Experimental 33 27.61 1.20

Empathy Control 47 34.89 3.76 779 78 .00*
Experimental 33 40.64 2.32

Overall Scale of the Scale Control 47 147.77 11.29 832 78 .00*
Experimental 33 165.18 4.85

In Table 7, it was examined whether there is a significant difference between the average of the
scores of the mothers of the children in the control group of the last application on the ABCIDA sub-
dimensions and the general average of the scores of the mothers of the children in the test group. There
appears to be a significant difference between the scores of the mothers in the experimental and
control groups on Speech (t(75=5.56, p=.00<.05), Listening (t(;s=4.34, p=.00<.05), Message (t(;5=4.41,
p=.00<.05), Nonverbal Communication (t;5=6.62, p=.00<.05), Empathy (t(;3=7.79, p=.00<.05) subscales
and the overall score (t;3=8.32, p=.00<.05) of the scale. It can be said that this significant difference
between the average scores of ABCIDA sub-dimensions of the mothers in the experimental and control
groups and the general point of the scale result from the from Child to Mother Communication Training
Program.
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Table 8.

Paired-Sample T-Test Results Regarding Significant Differences between Last Application and
Permanence Practice Points of Parent-Child Communication Assessment Tool of Mothers of Children in
the Experimental Groups.

Experimental Group Group f Average Sd t df p

Speech Last 33 35.67 1.80 94 32 .35
Permanence 33 35.39 1.85

Listening Last 33 27.03 142 188 32 .07
Permanence 33 26.67 1.38

Message Last 33 34.24 1.54 A7 32 .86
Permanence 33 34.30 1.72

Nonverbal Communication  Last 33 40.64 232 130 32 .20
Permanence 33 40.18 1.88

Empathy Last 33 27.61 120 119 32 .24
Permanence 33 27.36 1.60

Overall Scale of the Scale Last 33 165.18 485 195 32 .06
Permanence 33 163.91 4.85

According to Table 8, it is seen that there is no significant difference between the average of the last
application points and the permanence application points of the mothers of the children in the
experimental group related to the sub-dimensions and general of the Parent Child Communication
Assessment Tool. It is seen that there is no significant difference between the scores of the last
application and retention application of the mothers in the experimental group on Speech (t;3;=.94,
p=.35>.05), Listening (t32=1.88, p=.07>.05), Message (t;32=.17, p=.86>.05), Nonverbal Communication
(t32=1.30, p=.20>.05), Empathy(t;3»=1.19, p=.24>.05) subscales and the total sum (t(3,=1.95, p=06>.05)
of the scale. When the findings of the last test and permanence test of the experimental group are
compared, it can be said that the permanence of from Child to Mother Communication Training
Program continues.

Discussion, Conclusion & Implementation

This study was carried out to determine whether from the Child to Mother Approach Based
Communication Training influences mother-child communication and whether this effect persists or not.

The post-application results of the Parent Child Communication Assessment Tool of the mothers of
the children in the experimental and control groups were examined by Independent-Sample t-Test. A
statistically significant difference was found in favour of the experimental group between the Parent-
Child Communication Assessment Tool, Speaking, Listening, Message, Nonverbal Communication,
Empathy subscales and the average of Parent-Child Communication Assessment Tool total post-
application scores.

It is seen that there is a significant difference between the scores of the mothers of children in the
experimental group and the scores of those in the control group in terms of speaking, listening,
message, nonverbal communication, empathy subscales and the general situation of the scale in the
final application of the Parent Child Communication Assessment Tool. This favourable increase in the
scores of the mothers of the children in the experimental group is said to be due to the communication
training applied which was based on from child to mother education approach. In the educational
activities, the achievements and indicators of communication skills are included for the internalization of
children's communication skills and for applying these activities with their mothers at home.
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The appropriate educational environment and training materials for the activities were prepared,
pre-school education activities were carried out with active participation of all children, and finally
activities were evaluated together with the children during the evaluation stage.

There was a significant difference when the pre-application and final application scores of the
experimental and control groups were compared. This difference is thought to be caused by the from
child to mother effective communication program. When the literature is examined; in a study by
Madden, O'Hara and Levenstein (1984), it was seen that the Mother Child Home Program (MCHP)
contributed to mother's verbal communication with their children;

In Erbay, Arslan and Cagdas's study in 2011, it was seen that the "Communication Training Program"
contributed to listening and verbal expression skills of children in the age group of six. In Ogretir &
Demiriz (2009) study, "Mother Home Visit Training Program" contributed to the empathic tendencies of
the mothers. In a study conducted by Tuijl and Leseman (2004), a home-based intervention program
based on strengthening maternal-child interaction for children at risk within the four- to six-year age
group contributed to mother-child communication. In the study conducted by Cagdas, Arslan, Erbay and
Orc¢an (2010) with mothers who had children at the age of 6, effective maternal education contributed
to mother-child relationship levels. Evirgen (2002) notes that school-sponsored mother education
programs developed by himself for mothers who have 6-year-old children contributed to mothers’
listening and empathy skills. In the research conducted by Cagdas (1997), the "Mother-Child
Communication Language Education" program contributed to mothers' positive relation with their
children. In the research of Onder, Balaban Dagal and Sanli (2005) with 42 children between 60-68
months in 2015, they conclude that they have contributed positively to the communication skills of the
children in the experiment group by “Communication Skills Improvement Program". The result of this
study and the results of the previous research are in line.

The results of the post-application and permanence application of Parent-Child Communication
Assessment Tool of the mothers of the children in the experimental group were examined by the
Independent-Sample T-Test. There was no statistically significant difference between the scores of the
Parent-Child Communication Assessment Tool's Speech, Listening, Message, Nonverbal Communication,
Empathy subscales and general Parent-Child Communication Assessment Tool post-application scores
and permanence practice scores of the mothers of the children in the experimental group.

All of these activities conducted during the From Child to Mother Effective Communication Program
can be said to have provided permanence of communication between children and the mothers in the
experimental group.

It has been determined that the communication education given to the mothers of the children who
attended the mobile kindergarten by the approach of "from Mother to Child" has a contribution to the
mother-child relationship. In addition, it has been determined that communication between mother and
child has developed the dimensions of speaking, listening, message, nonverbal communication and
empathy. It was seen that the effect of this education given to the mothers in the experimental group
continued.

The research is limited to 48-60 months children and their mothers who continue to the mobile
kindergarten at Mamak Municipality Mobile Kindergarten in Ankara in 2015-2016 academic year. In
addition, another limitation of the study is that given education is implemented only with the dimension
of “from child to the mother” of “child to child approach”. Including only "communication education" of
prepared program is another limitation of the study. In line with these limitations, the study covers
communication education, which is applied with from child to mother approach for 48-60 month old
children and their mothers who attended the mobile kindergarten attached to Mamak Municipality of
Ankara province.
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In mobile kindergarten, it is suggested that the communication education given by from the child to
the mother should be applied from the child to the family. In this way, the communication quality of all
family members is expected to increase. Besides, it is suggested to prepare and implement education
programs of other important subjects that should be handled in preschool period other than
communication education with this method. In order to reveal the details of the effect of this education
given by from the child to the mother, it is suggested that the mothers and children in the working
group should be monitored longitudinally and evaluated in qualitative aspect in future studies. It is
suggested that from the child to the mother approach should be used in institutional education as an
alternative method in parental education. In the methods to be used for family education in the pre-
school education program, it is suggested to add the updates about the details of the "from child to the
family" method. By increasing the number of mobile kindergartens, parents can participate in the
various trainings planned in these kindergartens.
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Tiirkge Siiriim

Girig

Kisi, sosyal cevrede saglikh ve mutlu bir yasam strmek icin iletisim kurmak zorundadir. Kisiler
arasinda olumlu iletisim becerilerinin gelisimi yasamin ilk yillarindan itibaren aile ici iliskiler yoluyla
gelismektedir. Erken gocukluk yillarinda iletisim becerilerinin gelistiriimesi ve desteklenmesinde ailenin
ozellikle de annelerin dnemli bir yeri vardir. Annelere verilecek iletisim egitiminin kalitesi ve silresinin
arttirilmasi anne gocuk iletisimini gelistirebilir. Bu sebeple annelere yonelik egitimlerin daha ¢ok kisiye
ulagmasi igin alternatif egitim modelleri gelistirilmesi gerekliligi ortaya ¢ikmaktadir. Bu modellerden
cocuktan ebeveyne yaklasimi ile ¢ocuklari gezici anaokuluna devam eden annelere iletisim egitimi
vermek anne ¢ocuk iletisiminin kalitesinin arttirilmasina fayda saglayacaktir.

Aile egitiminin temel amaci, anne ve babalarin 6zgivenini giliclendirerek, cocuklarinin fiziksel,
zihinsel, sosyal ve duygusal gelisimi icin anne-babalik becerilerini gelistirecek sekilde anne babalara
rehberlik etmektir. Anne baba egitimleri birgok farkli model kullanilarak yuritilmektedir (Cagdas &
Secer, 2004). Bu egitimler halk egitim merkezlerinde, aile saghg merkezlerinde, aile yasam
merkezlerinde ve okullarda kurum merkezli olarak verildigi gibi ev merkezli veya uzaktan egitim yoluyla
da verilmektedir. Aile egitimi, ¢ocugun egitiminde ailenin almasi gereken sorumlulugun bilincine
varmasini ve bu bilinci arttirilmasini, cocugun gelisiminin desteklenmesini, cocugun gelisimine saglanan
bu destegin uzun vadeli ve kalici olmasini saglar. Erken donemde verilen aile egitimleri 6zellikle alt sosyo
ekonomik seviyedeki ailelerin gocuklarinin gelisimleri icin 6nem arz etmektedir (Giler Yildiz, 2014). Anne
babalarin gocuklari diinyaya geldigi andan itibaren ¢ocuklarinin gelisim 6zelliklerini bilmesi ve onlar ile
nasil iletisim kurmalari gerektigini bilmeleri ¢ocuklarin dogum ile getirdikleri 6grenme kapasitelerinin en
list seviyeye tasinabilmesi icin dnemlidir. Erken donemde kurulan anne-gocuk iligkisinin kaliteli olmasi,
¢ocugun sosyo-duygusal gelisimini etkiledigi varsayimi baglanma teorisi ile de desteklenmektedir
(Ferreira et al., 2016). Anne-baba-cocuk iliskisinin destekleyici bir yapida olmasi cocugun daha yiksek
sosyal yeterlilik sahip olmasi ile iliskilendiriimektedir (Marti, Bonillo, Jane, Fisher & Duch, 2015). Aile
cocuk arasindaki iliskinin kalitesi; akranlari ile olan iliskilerini (Gerrits, Goudena & Van Aken, 2005;
Lindsey & Mize, 2001; Pasiak, 2011) etkilemektedir. Ebeveynlere verilen egitimlerin igerigi ¢ahsilan
grubun ihtiyaglari dogrultusunda belirlenmesi verilen egitimin etkisini arttirmasi agisindan onemlidir.
Etkili iletisim egitimi, tUm ebeveyn gruplarina oncelikli olarak verilmesi gereken egitimin basinda
gelmektedir. Ebeveynlerin ¢ocuklari ile kurduklari iletisimin kalitesi, etkili iletisim egitimi sayesinde
artacaktir.

Aile egitiminin tek tip bir model benimsenerek verilmesi yerine, gesitli ihtiyaclara sahip ebeveynlere
ulasacak sekilde alternatif modeller kullanilarak verilmesi okul 6ncesi ¢ocuklarinin egitimine katki
saglayacaktir. Aile egitimlerinin daha genis bir kesime ulasabilmesi icin alternatif aile egitim modelleri
cesitlendirilmelidir. Tim aile egitimlerinin kurum merkezli olarak yapilmasi bu egitimden yararlanan
insan sayisini azaltacaktir.

Cocuktan ¢ocuga yaklasimi ¢cocuklarin 6grenme siirecine etkin olarak katildiklari, 6grendikleri bilgileri
gercek yasama uyguladiklarn alternatif bir 6gretim yaklasimidir (Gultekin, Deveci & Gilirdogan Bayir,
2009; Hanbury, 1993). Cocuktan cocuga yaklasimi, ¢ocuklarin toplumla ilgili problemler konusunda
aileleriyle, akranlariyla ve toplumdaki diger kisilerle birlikte calistiklari bir siireci icerisinde barindirir
(Fazhoglu, 2012). Dinya Uzerinde pek ¢ok tlkede saglk egitimi amaciyla uygulanan ¢ocuktan gocuga
egitimi etkinlikleri ¢ocuklarin, hem kendi sagliklarini hem de baskalarinin saghk ile ilgili bilgilerini
gelistirebileceklerini kanitlamislardir. Ozellikle okullasma oraninin diisiik oldugu bélgelerde kullanilan
cocuktan cocuga yaklasimi sayesinde okula gitme firsati yakalayamayan ¢ocuklarin egitim kalitesinin
arttirilmasi amaclanmaktadir. Yaklasim, cocuktan ¢ocuga, ¢ocuktan aileye ve ¢ocuktan topluma olmak
Uzere Ug¢ alt boyuttan olusmaktadir. Cocuktan aileye alt boyutu, aile egitiminde alternatif bir model
olarak kullanilabilir (Fazhoglu, 2012).
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Bir diger alternatif okul dncesi egitim modeli olan gezici (mobil) anaokullari ise okul 6ncesi egitimi
yayginlastirmak ve gelistirmek amaciyla, maddi imkanlari yetersiz ailelerin okul ©ncesi egitim
kurumlarina devam edemeyen cocuklar igin kuruma dayali okul dncesi egitimi modellerine alternatif bir
egitim uygulamasidir. Gezici anaokullari, okul 6ncesi egitim hizmetinden yararlanamayan gocuklara kalici
hizmet saglayincaya kadar egitim vermeyi amaglamaktadir. Okul 6ncesi egitim kurumlarindan
yararlanamayan g¢ocuklarin ¢ogunlukta oldugu bolgelerde kurulmakta ve gezici okul 6ncesi 6gretmeni
tarafindan egitim verilmektedir (Nutton et. al., 2011). Gezici anaokullari, cocuklarin ilgileri ve gelisimsel
gereksinimlerine uygun sekilde diizenlendiginde kurumsal hizmete ulasamayan dezavantajli ¢cocuklar igin
gelisimsel firsatlar sunar. Gezici anaokullarinda uygulanan aile katilim ve egitimi calismalari uygun
mekanin olmamasindan kaynakli olarak sinirli kalmaktadir.

Yapilan literatlr taramasinda, annelere uygulanan egitim programlarinin anneler ve gocuklarina
cesitli alanlarda katki sagladigini gosteren calismalarin yani sira, gezici anaokulu uygulamalariyla da
olumlu ciktilarin elde edildigi calismalar bulunmaktadir. Gezgin’in (2009) ¢alismasinda gezici anaokulu
projesinin ¢ocuklar tzerine olumlu etkilerinin oldugu, okul dncesi egitimi almis olan ¢ocuklarda sinif igi
etkinlik duizeyleri, okul basarisi ve kisisel-sosyal becerilerinin daha ylksek oldugu saptanmistir (Gezgin,
2009). Haktanir, Akglin, Karaman ve Duman’in (2012) gezici anaokulunda egitim gbren cocuklarla
yaptiklari ¢alismada, egitim etkinliklerinden yararlanan cocuklarin tiim gelisim alanlarinda ilerleme
oldugu ortaya konulmustur (Haktanir, Akgiin, Karaman & Duman, 2012). Gezici anaokulunda yapilan
mevcut ¢alismalar, verilen egitimlerin ¢ocuklarin gelisim alanlari {izerine etkisinin incelenmesi ile sinirli
olup, anne gocuk iletisimi konusunda ¢alismaya rastlaniimamistir.

Gezici anaokulu modeli gibi, alternatif yaklasimlardan biri olan ¢ocuktan ¢ocuga ile yapilan ¢alismalar
ise daha ¢ok beslenme, saglik ve gevre egitimi konularini kapsamaktadir. Ataman’in (2009) ¢alismasinda
cocuktan c¢ocuga uygulamasinin ¢ocuklarin beslenme aliskanliklarini olumlu etkiledigi gosterilmistir
(Ataman, 2009). Ozyiirek ve arkadaslarinin (2016) calismasinda gocuktan ¢ocuga yaklasimi ile yiiriitiilen
dis saghgl egitiminin etkisi incelenmistir. Sonugta, bu yaklasimla ¢ocuklarin aktif olarak hem kendi
o0grenmelerine katki sagladigi, hem de 6grendiklerini diger cocuklara ve ailelere aktarmasini sagladig
belirtilmistir. Ebeveyn c¢ocuk iliskisini inceleyen arastirmalarda g¢ocuklarin duygusal ve davranisgsal
problemlerinin biylk olgiide ebeveyn-gocuk iliskisinde yasanan problemlerle iliskili oldugu (Aguilar,
Sroufe, Egeland & Carlson, 2000; Pianta, 1997) belirtiimektedir. Bu baglamda, ana-baba-gcocuk
iliskilerinin, c¢ocuklarda davranis problemlerinin gelisimini etkileyen faktorler olarak incelenmesi
gerektigine vurgu yapilmaktadir (Maccoby, 1980; Oktay, 2007). Ote yandan, okul 6ncesi dénem
cocuklarinin yasadiklari sorunlar arasinda, anne-baba-gocuk iliskilerindeki sorunlarin ilk siralarda yer
aldigini gésteren arastirma raporlari bulunmaktadir (OCD, University of Pittsburgh, 2005).

Anne-cocuk arasindaki iletisim ile ilgili kurum merkezli olarak yapilan cesitli egitimler bulunmakla
birlikte (Akgin, 2008; Cagdas & Ari,1999) gezici anaokulundaki cocuklar ve annelerinin iletisim
becerilerine yonelik calismalara literatlirde rastlanilmamistir. Calisma kapsaminda iki alternatif egitim
yontemi olan Cocuktan Anneye Egitim ve Gezici Anaokulu bir arada kullanilmistir.

Bu kapsamda, bu arastirmanin amaci gezici anaokuluna devam eden ¢ocuklarin annelerine ¢ocuktan
anneye yaklasimi ile verilen iletisim egitiminin anne gocuk iletisiminde etkisini incelemektir. Bu genel
amag dogrultusunda asagidaki sorulara cevap aranmistir:

Deney ve kontrol grubunda yer alan annelerin Anne Baba Cocuk iletisimini Degerlendirme Araci 6n
test puanlari arasinda fark var midir?

Cocuktan anneye egitim yaklasimiyla uygulanan iletisim egitimi, deney ve kontrol grubunda yer alan
annelerin, Anne Baba Cocuk iletisimini Degerlendirme Araci son test puanini etkilemekte midir?

Deney grubunda yer alan annelerin Anne Baba Cocuk iletisimini Degerlendirme Araci son test ve
kalicilik testi puanlari arasinda fark var midir?
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Yontem

Bu bolimde arastirmanin modeli, ¢alisma grubu, veri toplama araglari, veri toplama yontemi ve
verilerin degerlendirmesinde kullanilan istatistiksel yontemler ile ilgili bilgiler yer almaktadir. Ayrica
deney grubundaki cocuklarin annelerine ¢ocuktan anneye egitim yaklasimi ile uygulanan iletisim egitimi
programina iliskin bilgilere de yer verilmistir.

Arastirmanin Deseni

Ankara ili Mamak Belediyesine bagl gezici anaokuluna devam eden cocuklarin annelerine gocuktan
anneye yaklasimiyla verilen iletisim egitiminin, anne gocuk iletisimine etkisinin incelenmesine yonelik
yapilmis olan bu ¢alisma nicel modelde 6n test-son test kontrol gruplu deneysel desende tasarlanmistir.

On test- son test ve kontrol gruplu deneysel desen; yaygin kullanilan karisik bir desendir.
Katihmcilarin, deneysel islemden 6nce ve sonra bagimh degiskenle ilgili olarak 6lgilmelerinden dolayi
iliskili bir desendir. Farkli deneklerden olusan deney ve kontrol gruplarinin karsilastiriimasindan dolayi
ise iliskisiz bir desendir (Buytikoztirk, 2012).

Calisma Grubu

Arastirmanin ¢alisma grubunu, 2015-2016 Egitim Ogretim yilinda Ankara ili Mamak Belediyesine bagli
gezici anaokulunun hizmet verdigi bes mahallede kayith olan c¢ocuklar ve anneleri olusturmustur.
Cocuktan Anneye iletisim Egitim Programinin ve Anne-Baba-Cocuk iletisimini Degerlendirme Aracinin
(ABCIDA) uygulanmasi icin Mamak Belediyesinden gerekli izinler alinmistir. Gezici anaokulunun hizmet
verdigi bes mahalleden ikisi rastgele deney gurubu olarak belirlenmis, geriye kalan tG¢ mahalle ise kontrol
grubu olarak segilmistir. Deney grubunda bulunan g¢ocuklardan birinin annesi ¢alismaya katilmak
istemediginden calismaya dahil edilmemistir. Calisma grubunda yer alan cocuklar ve annelerinin
mahallelere gore dagilimi Tablo 1’de verilmistir.

Tablo 1.
Deney ve Kontrol Grubuna Alinan Cocuklarin Annelerinin Mahallelere Gére Dagilimi.

1.mahalle 2.mahalle 3.mahalle 4.mahalle 5.mahalle Toplam
Deney 20 13 33
Kontrol 19 16 12 47

Tablo 1’de Deney ve Kontrol grubu olarak rastgele belirlenen mahallelerdeki egitim alan ¢ocuklarin
dagihmi gorilmektedir. Calismaya katilan anne ve ¢ocuklarin 33’iG deney, 47’si ise kontrol grubunda yer
almaktadir.

Tablo 2.
Deney Ve Kontrol Grubundaki Cocuklarin Cinsiyetlerine Gére Dagilimi.
Deney Grubu Kontrol Grubu Toplam
f % f % f %
Kiz 19 57.60 31 66.00 50 62.50
Erkek 14 42.40 16 34.00 30 37.50
Toplam 33 100.00 47  100.00 80 100.00

Tablo 2’de deney ve kontrol gruplarindaki ¢ocuklarin cinsiyet dagilimlari incelendiginde, kiz cocuklar
deney grubunda % 57.60, kontrol grubunda ise % 66.00 oraninda yer almaktadir. Erkek cocuklar ise
deney grubunun % 42.40’in1, kontrol grubunun ise % 34.00’tn0 olusturmaktadir. Toplamda gezici
anaokuluna devam eden gocuklarin % 62.50’sinin kiz (n=50), % 37.50’sinin de erkek (n=30) oldugu
tabloda gorilmektedir. Tablo 3, deney ve kontrol grubundaki cocuklarin kardes sayilarina gore dagilimini
gostermektedir.
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Tablo 3.
Deney ve Kontrol Grubundaki Cocuklarin Kardes Sayilarina Gére Dagilimi.
Deney Grubu Kontrol Grubu Toplam

f % f % f %
Bir Kardeg 8 24.20 8 17.00 16 20.00
iki Kardes 16 48.50 26 55.30 42 52.50
Ug Kardes 3 9.10 7 14.90 10 12.50
Dért ve Uzeri Kardes 6 18.20 6 12.80 12 15.00
Toplam 33 100.00 47  100.00 80 100.00

Tablo 3’deki kardes sayilari ile ilgili dagihma bakildiginda, deney grubunda yer alan g¢ocuklarin %
48.50'sinin iki kardesi oldugu goérilmektedir. Kontrol grubunda yer alan ¢ocuklarin da % 55.30’unun iki
kardesi oldugu gérulmektedir. Tablo 4’te deney ve kontrol grubundaki ¢ocuklarin dogum siralarina gore
dagilhimi verilmistir.

Tablo 4.
Deney ve Kontrol Grubundaki Cocuklarin Dogum Siralarina Gére Dagilimi.
Deney Grubu Kontrol Grubu Toplam

f % f % f %
Birinci 14 42.40 23 48.90 37 46.30
ikinci 12 36.40 15 31.90 27 33.80
Uglincii 2 6.10 4 8.50 6 7.50
Dérdiincii ve Uzeri 5 15.20 5 10.60 10 12.50
Toplam 33 100.0 47 100.00 80 100.00

Tablo 4’te yer alan deney ve kontrol grubundaki yer alan ¢ocuklarin dogum siralarina gére dagihimi
incelendiginde, deney grubunda yer alan gocuklarin, % 42.40’inin birinci ¢gocuk, % 36.40'inin ikinci cocuk
olduklari gorilmektedir. Kontrol grubunda yer alan gocuklarin % 48.90’inin birinci ¢cocuk, % 31.90’inin
ikinci ¢ocuk olduklari gorilmektedir. Tablo 5’te deney ve kontrol grubundaki ¢ocuklarin daha dnceki
yillarda gezici anaokulunda egitim alma durumlarina gore dagihmi verilmistir.

Tablo 5.
Deney ve Kontrol Grubundaki Cocuklarin Daha Onceki Yillarda Gezici Anaokulunda Editim Alma
Durumlarina Gére Dagihmi.

Deney Grubu Kontrol Grubu Toplam
f % f % f %
Egitim Almis 8 24.20 10 21.30 18 22.50
Egitim Almamis 25 75.80 37 78.70 62 77.50
Toplam 33 100.00 47  100.00 80 100.00

Tablo 5’'te deney ve kontrol grubunda yer alan gocuklarin daha 6nceki yillarda gezici anaokulunda
egitim alma durumlarina gore dagilimlari yer almaktadir. Deney grubunda yer alan g¢ocuklarin %
75.80’inin gezici anaokulunda egitim almamis oldugu, kontrol grubunda yer alan c¢ocuklarin ise %
78.70’inin gezici anaokulunda egitim almamis oldugu gorilmektedir.

Veri Toplama Araglari

Veri toplama araci olarak arastirmaya dahil edilen ¢ocuklar ve anne-babalarina yonelik demografik
bilgilerin toplanmasi amaci ile “Genel Bilgi Formu” ve verilen iletisim egitiminin anne ¢ocuk iletisimine
etkisini ve kaliciligini ortaya koymak amaci ile de “Anne-Baba-Cocuk iletisimini Degerlendirme Araci
(ABCIDA)” kullanilmstir.
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Genel Bilgi Formu

Arastirmaya alinan ¢ocuklara yonelik demografik bilgileri elde etmek amaci ile arastirmaci tarafindan
hazirlanan Genel Bilgi Formu kullaniimistir. Formda ¢ocugun cinsiyeti, kardes sayisi, dogum sirasi, daha
Oonce gezici anaokuluna devam edip etmedigi gibi durumlari ortaya koymaya yonelik sorular yer
almaktadir.

Anne-Baba-Cocuk iletisimini Degerlendirme Araci (ABCIiDA)

Bu arastirmada, 48-60 aylik c¢ocuga sahip anne-babalarin c¢ocuklari ile iletisimlerine yodnelik
davranislarin degerlendirilmesi amaciyla Arabaci (2011) tarafindan gelistirilen ve gecerlik guvenirlik
galismasi yapilan Anne-Baba-Cocuk iletisimini Degerlendirme Araci (ABGIDA) kullaniimistir. ABCIDA’nin
gecerlik guvenirliginin belirlenmesi icin; agimlayici ve dogrulayici faktér analizleri; aracin genel olarak
givenirligini belirleyebilmek icin de, madde-toplam puan guvenirligi, Cronbach Alpha glivenirligi, test-
tekrar test giivenirligi analizleri yapilmistir. ABCIDA’nin yapisal gegerligini test etmek amaciyla yapilan
Acgimlayici Faktoér Analizi (AFA) ve Dogrulayicl Faktér Analizi (DFA) istatistikleri sonuglarina gére aracin
bes boyutlu bir yapiyr destekledigi gorilmistir. ABCIDA’nin konusma alt boyutuna ait i¢ tutarlilik
katsayisinin (a) .67, dinleme alt boyutuna ait i¢ tutarliik katsayisinin (a) .70, mesaj alt boyutuna ait i¢
tutarlilik katsayisinin (a) .60, s6zslz iletisim alt boyutuna ait i¢ tutarlilik katsayisinin (a) .56 ve empati alt
boyutuna ait i¢ tutarlihk katsayisinin (a) .73 oldugu goérulmistir. Test-tekrar test glvenirligine iliskin
sonuglar incelendiginde; test-tekrar test korelasyonlari, konusma alt boyutu icin .93, dinleme alt boyutu
icin .96, mesaj alt boyutu icin .98, s6zsiiz iletisim alt boyutu i¢in .95 ve empati alt boyutu igin .96 olarak
belirlenmistir. Buna goére, iki uygulama sonuglari arasindaki iliskinin anlamli oldugu gorGlmustdr.
Arastirma sonucunda, ABCIDA’nin giivenilir bir dlcme yaptigi ve tutarli bir yapiya sahip oldugu
bulunmustur (Arabaci & Omeroglu, 2016). Anne-Baba-Cocuk iletisimini Degerlendirme Araci (ABCIDA),
konusma, dinleme, mesaj, sozsiiz iletisim ve empati olmak (zere bes alt boyut ve 37 maddeden
olusmaktadir. Anne-babalara bireysel ya da kiiglik gruplar seklinde uygulanabilen aragta, konusma alt
boyutunda sekiz madde, dinleme alt boyutunda alti madde, mesaj alt boyutunda sekiz madde, s6zsiiz
iletisim alt boyutunda alti madde ve empati alt boyutunda dokuz madde bulunmaktadir. Arag, “Her
zaman”, “sik sik”, “ara sira”, “nadiren” ve “hicbir zaman” seklinde begsli Likert derecelendirmeye
dayalidir. Anne-Baba-Cocuk iletisimini Degerlendirme Arac’’nin (ABCIDA) alt boyutlarindan alinan
puanlarin yiksek olmasi, anne-babanin ¢ocugu ile olumlu ve etkili bir iletisim durumu icgerisinde
oldugunu gdstermektedir. Ote yandan, alt boyutlardan alinan iletisim puanlarinin diisiik olmasi ise,
anne-babanin gocugu ile iletisiminde aksayan yonlerin bulunduguna isaret etmektedir. Aragla ilgili kisa
bir bilgi, uygulama formunun basinda yer almaktadir. Aracin uygulanmasinda zaman sinirlamasi yoktur.

Verilerin Toplanmasi

Arastirmanin verileri 2015-2016 Egitim-Ogretim vyili bahar yariyilinda arastirmaci tarafindan
toplanmistir. Oncelikle Mamak Belediye Baskanligindan arastirmanin gerceklestirilebilmesi icin izin
alinmistir. Egitim baslamadan gezici anaokulunun faaliyet yurittigi bes mahalledeki annelere o6n
uygulama olarak Anne-Baba-Cocuk iletisimini Degerlendirme Araci (ABCIDA) uygulanmistir. Olgegin nasil
doldurulacagi ve arastirmanin amaci annelere c¢ocuklarini anaokuluna getirdikleri ya da biraktiklari
zaman diliminde agiklanmistir. Daha sonra gezici anaokulunun hizmet verdigi bes mahalleden rastlantisal
olarak deney grubu olarak belirlenen iki mahallede iletisim Egitim Programi sekiz hafta siiren on alti
oturumda uygulanmustir.

Egitim programinin uygulamasinin hemen ardindan; hem deney grubundaki, hem de kontrol
grubundaki annelere son uygulamalar yapilmistir. Son uygulamalardan iki hafta sonra da deney
grubundaki annelere kalicihk uygulamasi olarak Anne-Baba-Cocuk iletisimini Degerlendirme Araci
(ABCIDA) tekrar uygulanmistir.
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Cocuktan Anneye iletisim Egitim Programinin Hazirlanmasi ve Uygulanmasi

Arastirma kapsaminda gelistirilen “Cocuktan Anneye iletisim Egitim Programi” okul éncesi dénem
cocuklarinin iletisim becerilerini desteklemeyi, anneleri ile kurduklari iletisimi kuvvetlendirmeyi
amaclamaktadir. iletisim becerileri ile ilgili yapilan literatiir taramasindan sonra iletisim becerilerinin
gelistirilmesi amaciyla “Cocuktan Anneye iletisim Egitim Programi” hazirlanmistir. Program hazirlanirken
oncelikle iletisim becerileri ile ilgili kazanim ve gostergeleri olusturulmustur. Programin kazanim ve
gostergeleri, Milli Egitim Bakanhg Okul Oncesi Egitim (2013) programlarindaki hedef, amag ve
kazanimlar igcerisinden iletisim becerileri ile ilgili olanlar secilmis ve sekilsel diizenlemeleri yapilmistir.
Programlarda yer alan kazanim ve gostergeler yeterli bulundugundan ayrica yeni kazanim ve gosterge
eklenmemistir. Segilen kazanimlarin; aragtirmanin amacina uygunlugu, iletisim becerilerinin alt boyutlari
olan; dinleme, konusma, empati, s6zslz iletisim ve mesaj ile uyumlulugu, anne gocuk iletisimini
destekleyip desteklemedigi ve 48-60 aylik cocuklarin gelisimlerine uygunlugu yoniinden okul 6ncesi
egitim alaninda uzman bes akademisyenin gorisiine sunulmustur. Uzman gértsinin ardindan dokuz
kazanim ve 34 gosterge belirlenmistir.

Cocuklarin kazanim ve gostergeleri igsellestirmeleri igin kazanim ve gostergeler 16 oturuma
dagitilmis ve tekrarlanmistir. Hangi kazanim gostergeye hangi etkinlikte yer verilecegi ve kag kez tekrar
edilecegi olusturulan bir gizelgede gosterilmistir. Kazanim ve gostergeler etkinlik planinda kolaydan zora
dogru bir siralama igerisinde ve farkl zamanlarda ve farkli etkinliklerde tekrarlanarak ele alinmistir.

Egitim programindaki etkinlikler hazirlanirken; oncelikle etkinliklerin ¢ocuklarin gelisim dizeylerine
uygun olmasina, ¢ocuklarin eglenerek katilacaklari, cocuk merkezli olmasina 6zen gésterilmistir. Bunun
yani sira ayni tirdeki etkinlikleri Ust Uste getirmeden gilin igerisinde farkh tirdeki etkinliklere yer
verilmistir. Ayni zamanda aktif-pasif dengesine dikkat edilerek gocuklarin hareketli ve oturarak
katildiklari etkinliklerin de art arda siralandigi bir glinlik akis hazirlanmistir. Etkinlikler arasi gegisler,
¢ocuklarin biten bir etkinlikten digerine gegisini kolaylastirmasi igin baglantili olarak tasarlanmistir. Bir
ginde yapilan iki ya da Ug etkinligin ayrica ¢ocuklarin okulda yaptiklari etkinlikleri evde annelerine
anlatip onlarla tekrar edebileceklerinden uygulanmasi kolay olan etkinlikler secilmistir. Uygulanan egitim
programi Tirkge, Sanat, Matematik, Fen, Okuma-Yazmaya Hazirlik, Mizik, Hareket, Oyun, Drama ve aile
katilm etkinliklerden olusturulmus, tiim okul dncesi egitim etkinliklerine yer verilmistir.

“Cocuktan Anneye iletisim Egitimi Programi” deney grubundaki cocuklar icin sekiz hafta ve on alti
oturum seklinde planlanmis ve her bir oturumda iletisim alt boyutlarindan bir ya da birkaginin
gelismesine katki saglayacak kirk iki egitim etkinligi bulunmaktadir. Cocuktan Anneye iletisim Egitim
Programi deney gurubundaki ¢ocuklar ile haftada iki giin sabah ve 6gleden sonralari arastirmaci
tarafindan iki farkh mahallede gezici anaokulunda uygulanirken, kontrol grubunda yer alan ¢ocuklara
Milli Egitim Bakanhig (2013) Okul Oncesi Egitim Programi uygulanmustir.

Gezici anaokulunda yapilan tim etkinliklerin evde anneleri ile birlikte yapilmasi gerektigi, bu
etkinlikler yapilirken televizyonun kapali olmasi gerektigi, etkinlikler sirasinda annelerin baska hicbir
seyle ilgilenmemesi gerektigi gibi uyarilar ¢ocuklara slire¢ boyunca hatirlatiimistir. Ayni zamanda bu
uyarilar annelerle yapilan tanitim ve degerlendirme toplantilarinda ve siireg icerisinde her etkinlik icin
annelere gonderilen haber mektuplarinda vurgulanmistir. Evlere gonderilen haber mektuplarinda
annelerin dikkat etmesi gerekenler vurgulanirken, c¢ocuklarin etkinlikleri unutmasi halinde ipucu
vermeleri igin etkinliklerin nasil uygulanacagina da yer verilmistir.

Etkinlikler sirasinda c¢ocuklarin birbirleriyle konusmalari ve birbirlerini dinlemeleri igin firsatlar
verilmistir. Drama ve oyun gibi etkinliklerinde akillarindan gegen duygu ve distlinceleri ifade ettikleri
birbirlerini anlamaya calisarak empati kurduklari, beden jest ve mimiklerini kullanarak iletisim kurduklar
faaliyetler gerceklestirilmistir.

Gezici anaokullarinda yapilan etkinliklerin evde anneleri ile tekrar edilmesi ¢ocuklarin anneleri ile
verimli zaman gecirmelerine bu sayede de anne ¢ocuk arasindaki iletisimin artmasina katki saglamis
olmasi dislnilmektedir. Evde uygulanan bu etkinlikler sirasinda gocuklar annelerine etkinlikleri
anlatmis, 6grendikleri sarkilari, siirleri, parmak oyunlarini anneleri ile tekrar etmistir.
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Cocuktan Anneye iletisim Egitimi, anne ve ¢ocuga giinliik en az 30 dakika zaman gecirme firsati
sunmustur. Sunulan bu firsat anne ile gocuk saglikl iletisim kurmasina, birbirlerini dinleyip ve kendilerini
ifade etmelerine katki saglamistir. Cocuklar annelerine sarkilar, tekerlemeler, siirler 6gretmislerdir.
Egitim programi sayesinde karsilikli iletisim kurma, géz kontagi kurarak iletisim kurarak sozsiiz iletisim
becerileri desteklenmistir. Egitim programi icerisinde hikaye tamamlama etkinligi yapilmis “sen olsaydin
ne yapardin, bu durumda baska neler yapilabilir, sen olsaydin ne hissederdin” seklinde sorular sorularak,
yarim birakilan hikdyeler tamamlanmasi istenmistir. Bu ve benzer etkinliklerin, empatik disinme
becerisine katkisi oldugu disliniilmektedir.

Verilerin Analizi

Anne-Baba-Cocuk iletisimini Degerlendirme Araci (ABCIDA) ve Genel Bilgi Formu araciligiyla elde
edilen veriler bilgisayar ortamina aktarilmis, uygun veri analiz programi kullanilarak analiz edilmistir.
“Cocuktan Anneye iletisim Egitim Programi”’nin annelerin cocuklari ile kurduklari iletisim tzerindeki
etkisini belirlemek icin deney ve kontrol gruplarindaki annelerin Anne-Baba-Cocuk iletisimini
Degerlendirme Aracindan (ABCIDA) aldiklari &n ve son uygulama puanlarinin farkli olup olmadig
bagimsiz 6rneklemler igin t testi ile incelenmistir. Bagimsiz drneklemler igin t testi, iki bagimsiz 6rneklem
grubundan elde edilen ortalamalar arasindaki farkin manidarligini karsilastirmak igin kullanilan
parametrik bir tekniktir (Cokluk, Sekercioglu & Buyukoztirk 2014).

Deney grubundaki ¢ocuklarin annelerinin Anne-Baba-Cocuk iletisimini Degerlendirme Araci (ABCIDA)
son uygulama ve kalicilik uygulamasindan aldiklari puanlari karsilastirmak amaciyla iliskili 6rneklemler
icin t testi kullaniimistir (Blyukoztirk, 1998).

Bulgular

Bu bélimde, deney ve kontrol grubunda bulunan gocuklarin annelerine gocuktan cocuga yaklagsimi ile
verilen iletisim Egitiminin anne ¢ocuk iletisimine etkisinin belirlenmesi igin yapilan 6n-son uygulama ve
kalicilik uygulamalarina iliskin bagimsiz 6rneklem (independent-sample) t-testi bulgulari ve eslestirilmis
orneklem (paired-sample) t-testi bulgularina yer verilmistir.

Tablo 6.

Deney ve Kontrol Grubunda Bulunan Cocuklarin Annelerinin Anne-Baba Cocuk lletisimini Dedgerlendirme
Araci ABCIDA On Uygulama Puanlari Arasindaki Anlamh Farkhlida iliskin Bagimsiz Orneklem t-Testi
Sonuglari.

On uygulama Grup f Ortalama Ss t sd p

Konusma Kontrol 47 31.91 4,99 .06 78 .95
Deney 33 31.85 4.04

Dinleme Kontrol 47 24.79 3.09 1.93 78 .06
Deney 33 23.33 3.60

Mesaj Kontrol 47 29.74 3.84 1.86 78 .07
Deney 33 28.03 4.33

Sozsiiz iletisim Kontrol 47 25.06 2.69 1.80 78 .08
Deney 33 2391 3.00

Empati Kontrol 47 35.49 5.73 A1 78 .92
Deney 33 35.36 4.37

Olgegin Genel Toplami Kontrol 47 147.00 16.14 1.26 78 21
Deney 33 142.48 15.29
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Tablo 6’da ABCIDA alt boyutlar ve geneline iliskin 6n uygulamasinda, kontrol grubunda bulunan
¢ocuklarin annelerinin puanlarinin ortalamalari ile deney grubunda bulunan cocuklarin annelerinin
puanlarinin ortalamalari arasinda anlamh fark olup olmadigi incelenmistir. Deney ve kontrol grubundaki
annelerin Konusma (t(75=.06, p=.95>.05), Dinleme (t;75=1.93, p=.06>.05), Mesaj (t75=1.86, p=.07>.05),
Sozsuiz iletisim (t;5=1.80, p=.08>.05), Empati (tyzg=.11, p=.92>.05), alt boyutlari ve &lgegin genel
toplamindan (t;;5=1.26, p=.21>.05) aldiklari puanlarin arasinda anlamli bir farkliigin olmadig
gorilmektedir. Gezici anaokuluna devam eden c¢ocuklarin annelerine uygulanan Anne-Baba-Cocuk
iletisimini Degerlendirme Araci 6n test puanlari incelendiginde, annelerin puanlarinin birbirine yakin
olmasi ve egitim programinin etkisini ortaya koymak agisindan énemli gértlmektedir.

Tablo 7.

Deney ve Kontrol Grubunda Bulunan Cocuklarin Annelerinin Anne-Baba Cocuk lletisimini Dederlendirme
Araci ABCIDA Son Uygulama Puanlari Arasindaki Anlamli FarklihGa iliskin Bagimsiz Orneklem t-Testi
Sonuglari.

Son uygulama Grup f Ortalama Ss t sd p

Konusma Kontrol 47 32.45 2.96 5.56 78 .00*
Deney 33 33.00 35.67

Dinleme Kontrol 47 25.02 2.37 434 78 .00*
Deney 33 27.03 1.42

Mesaj Kontrol 47 31.06 3.93 4.41 78 .00*
Deney 33 34.24 1.54

Sozsiiz iletisim Kontrol 47 24.34 2.65 6.62 78 .00*
Deney 33 27.61 1.20

Empati Kontrol 47 34.89 3.76 7.79 78 .00*
Deney 33 40.64 2.32

Olgegin Genel Toplami Kontrol 47 147.77 11.29 8.32 78 .00*
Deney 33 165.18 4.85

Tablo 7’de ABCIDA alt boyutlari ve geneline iliskin son uygulamaya ait kontrol grubunda bulunan
cocuklarin annelerinin puan ortalamalari ile deney grubunda bulunan c¢ocuklarin annelerinin puan
ortalamalari arasinda anlamh farkliik olup olmadigi incelenmistir. Deney ve kontrol grubundaki
annelerin Konusma (t;7g=5.56, p=.00<.05), Dinleme (t(75=4.34, p=.00<.05), Mesaj (t75=4.41, p=.00<.05),
Sézsliz iletisim (t;=6.62, p=.00<.05), Empati (tzg=7.79, p=.00<.05), alt boyutlari ve 6lcegin genel
toplamindan (t75=8.32, p=.00<.05) aldiklari puanlarin arasinda anlamli bir farkhligin oldugu
gorilmektedir. Deney ve kontrol grubunda yer alan annelerin ABCIDA alt boyutlari ve dlcegin geneline
iliskin puan ortalamalari arasindaki bu anlamli farkin Cocuktan Anneye iletisim Egitimi Programindan
kaynaklandigi soylenebilir.

Tablo 8’de ABCIDA alt boyutlari ve geneline iliskin deney grubunda bulunan ¢ocuklarin annelerinin
son uygulama puan ortalamalari ile kalicihk uygulamasi puan ortalamalari arasinda anlamli farkhlik olup
olmadigi incelenmistir. Deney grubundaki annelerin, Konusma (t(3=.94, p=.35>.05), Dinleme (t(3,=1.88,
p=.07>.05), Mesaj (t;=.17, p=.86>.05), SOzsiiz iletisim (t32=1.30, p=.20>.05), Empati (t;;=1.19,
p=.24>.05), alt boyutlari ve 6lgegin genel toplamindan (t;3;=1.95, p=.06>.05) son uygulama ve kalicilik
uygulamalarindan aldiklari puanlarin arasinda anlamh bir farkhligin olmadigi goriilmektedir. Deney
grubuna ait son test ve kalicilik testi bulgulari karsilastirildiginda, Cocuktan Anneye iletisim Egitimi
Programinin kaliciiginin devam ettigi séylenebilir.
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Tablo 8.

Deney Grubunda Bulunan Cocuklarin Annelerinin Anne-Baba Cocuk lletisimini Dederlendirme Araci
ABCIDA Son Uygulama ve Kaliciik Uygulamasi Puanlari Arasindaki Anlamli Farkliliga lliskin Eslestirilmis
Orneklem t-Testi Sonuglari.

Deney Grubu Grup f Ortalama Ss t sd p

Konusma Son 33 35.67 1.80 .94 32 .35
Kalicilik 33 35.39 1.85

Dinleme Son 33 27.03 1.42 1.88 32 .07
Kalicilik 33 26.67 1.38

Mesaj Son 33 34.24 1.54 17 32 .86
Kahcilik 33 34.30 1.72

Sézsiiz iletisim Son 33 40.64 2.32 1.30 32 .20
Kahcilik 33 40.18 1.88

Empati Son 33 27.61 1.20 1.19 32 .24
Kalicilik 33 27.36 1.60

Olgegin Genel Toplami Son 33 165.18 4.85 1.95 32 .06
Kalicilik 33 163.91 4.85

Tartisma, Sonug ve Oneriler

Bu ¢alisma, Cocuktan Anneye Egitim Yaklasimiyla Uygulanan iletisim Egitimi programinin, anne-cocuk
iletisimine etki edip etmedigini ve varsa bu etkinin kaliciik gosterip gdstermedigini ortaya koymak
amaciyla yapilmistir.

Deney ve kontrol grubunda yer alan c¢ocuklarin annelerinin Anne Baba Cocuk iletisimini
Degerlendirme Araci son uygulama sonuglari Bagimsiz Orneklem (Independent-Sample) T-Testi ile
incelenmistir. Anne Baba Cocuk iletisimini Degerlendirme Araci Konusma, Dinleme, Mesaj, Sézsiiz
iletisim, Empati alt boyutlari ve ABCIDA Genel Toplami son uygulama puanlarinin ortalamalari arasinda
deney grubu lehine istatistiksel olarak anlamli bir farklilik tespit edilmistir.

ABCIDA son uygulamasinda konusma, dinleme, mesaj, sdzsiiz iletisim, empati alt boyutlari ve dlgegin
geneline iliskin duruma bakildiginda deney grubundaki ¢ocuklarin annelerinin aldiklari puanlar ile kontrol
grubundaki ¢ocuklarin annelerinin aldiklari puanlar arasinda anlamh farkin oldugu goérilmektedir. Deney
grubunda bulunan g¢ocuklarin annelerinin puanlarindaki bu olumlu yéndeki artisin ¢ocuktan anneye
egitim yaklasimi ile uygulanan iletisim egitiminden kaynaklandigi séylenebilir.

Egitim etkinliklerinde cocuklarin iletisim becerilerini igsellestirmeleri ve bu etkinlikleri evde de
anneleri ile uygulamalari igin iletisim becerilerine yonelik kazanim ve gostergelere yer verilmistir.
Etkinlikler icin uygun egitim ortami ve egitim materyalleri hazirlanmis, okul 6ncesi egitim etkinlikleri ve
tim c¢ocuklarin aktif katilimiyla uygulanmis ve son olarak degerlendirme asamasinda etkinlikler
cocuklarla birlikte degerlendirilmistir.

Deney ve kontrol gruplarinin 6n uygulama ve son uygulama puanlari karsilastirildiginda anlamh fark
cikmistir. Bu farkin da ¢ocuktan anneye etkili iletisim programindan kaynaklandigi distinilmektedir. Alan
yazin incelendiginde, Madden, O’Hara ve Levenstein’in (1984) arastirmasinda, Anne Cocuk Ev
Programinin (MCHP) annelerin ¢ocuklari ile sozel iletisimlerine; Erbay, Arslan ve Cagdas’in 2011 yilindaki
calismasinda, “iletisim Egitimi Programinin” 6 yas grubundaki cocuklarin dinleme ve sézel ifade
becerilerine; Ogretir ve Demiriz (2009) calismalarinda “Anne ev ziyareti egitim programinin” annelerin
empatik egilimlerine; Tuijl ve Leseman (2004) tarafindan gergeklestirilen arastirmada, dort-alti yas grubu
icerisinde yer alan risk altindaki cocuklar igin, anne ¢ocuk etkilesimini gliclendirmeye dayal bir ev
merkezli midahale programinin anne-gocuk iletisimine; Cagdas, Arslan, Erbay ve Or¢an’in (2010) 6 yas
grubu cocugu olan anneler ile yaptiklari ¢calismada etkili annelik egitimi verilen annelerin anne-gocuk
iliskisi diizeylerine; Evirgen (2002), 6 yas cocuklarinin annelerine yonelik olarak kendi gelistirdigi okul
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destekli anne egitim programinin annelerin dinleme ve empati becerilerine; Cagdas (1997) tarafindan
yapilan aragtirmada “Anne-Cocuk iletisim Dili Egitimi” programinin annelerin cocuklari ile olan olumlu
iliskilerine; Onder, Balaban Dagal ve Sanl’nin (2015) yilinda 60-68 aylar arasindaki 42 cocuk ile yapmis
olduklari arastirmalarinda, arastirmacilar tarafindan gelistirilen “iletisim Becerilerini Gelistirme
Programinin” deney grubundaki cocuklarin iletisim becerilerine olumlu katki sagladigi sonucuna
varmislardir. Bu calisma sonucunda ortaya cikan sonug ile daha 6nce yapilmis olan arastirmalarin
sonuglari birbirini destekler niteliktedir.

Deney grubunda yer alan gocuklarin annelerinin Anne Baba Cocuk iletisimini Degerlendirme Araci
son uygulama ve kalicihk uygulamasi sonuglari Bagimsiz Orneklem (Independent-Sample) T-Testi ile
incelenmistir. Deney grubunda yer alan cocuklarin annelerinin Anne Baba Cocuk iletisimini
Degerlendirme Araci Konusma, Dinleme, Mesaj, S6zsiiz iletisim, Empati alt boyutlari ve ABCIDA Genel
Toplami son test puanlari ile kalicilik uygulamasi puanlari arasinda istatistiksel olarak anlamli bir farklilik
bulunamamistir.

Deney grubundaki gocuklara ve annelerine uygulanan Cocuktan Anneye Etkili iletisim Egitim
Cocuktan Anneye Etkili iletisim Egitim Programi boyunca yapilan tim bu ¢alismalar deney grubunda yer
alan annelerin gocuklari ile arasindaki iletisimin kalitesinin kalicilik gdstermesine yol actig1 sdylenebilir.

Gezici anaokuluna devam eden gocuklarin annelerine “Cocuktan Anneye” yaklasimiyla verilen iletisim
egitiminin anne c¢ocuk iliskisine katkida bulundugu saptanmistir. Ayrica bu egitimin anne ve g¢ocuk
arasindaki iletisimin konusma, dinleme, mesaj, sozsiiz iletisim ve empati boyutlarini gelistirdigi
belirlenmistir. Deney grubundaki annelere verilen bu egitimin etkisinin devam ettigi gérilmustar.

Arastirma, 2015-2016 egitim-6gretim yilinda Ankara ili Mamak ilcesi Mamak Belediyesine bagli gezici
anaokuluna devam eden 48-60 ay cocuklar ve anneleriyle sinirlidir. Ayrica, arastirmadaki bir diger
sinirlilik, verilen egitimin ¢ocuktan cocuga egitim yaklasiminin sadece cocuktan anneye boyutu ile
uygulanmasidir. Hazirlanan egitim programinin sadece iletisim egitimini icermesi de arastirmanin
sinirhliklari arasindadir. Bu sinirliliklar dogrultusunda ¢alisma, Ankara ili Mamak ilcesi Mamak
Belediyesine bagli gezici anaokuluna devam eden 48-60 ay ¢ocuklari ve annelerine ¢ocuktan anneye
egitim yoluyla uygulanan iletisim egitimini kapsamaktadir.

Gezici anaokulunda ¢ocuktan anneye yoluyla verilen iletisim egitimi cocuktan aileye olacak sekilde
uygulanmasi dnerilmektedir. Bu sekilde tiim aile bireylerinin iletisim kalitesi artacagi dislintilmektedir.
Ayrica, bu yontemle iletisim egitimi disinda okul 6ncesi donemde ele alinmasi gereken diger konularin
egitim programlari hazirlanip uygulanmasi onerilmektedir. Cocuktan anneye yoluyla verilen bu egitimin
etkisinin detaylarinin ortaya koymak amaciyla ¢alisma gurubunda yer alan anneler ve g¢ocuklarin
boylamsal olarak izlenmesi ve nitel boyutuyla yeni arastirmalarda ele alinmasi énerilmektedir. Cocuktan
anneye egitim yaklasiminin ebeveyn egitimlerinde alternatif bir yontem olarak kurumsal egitim
icerisinde kullanilmasi Onerilmektedir. Okul oOncesi egitim programinda yer alan aile egitiminde
kullanilacak olan yontemler kisminda ¢ocuktan aileye yonteminin detaylari hakkindaki glincellemelerin
eklenmesi onerilmektedir.Gezici anaokullarinin sayilari arttirilarak bu anaokullarinda planlanan cesitli
egitimlere anne ve babalarin katilimlari saglanabilir.
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Introduction

The urgent need for higher educational institutions seems to be an effective leadership model now
more than ever, and this enables individuals, employees, academic departments, colleges and
universities as a whole to adapt to rapidly changing academic environments. More importantly, these
institutions face a major challenge in reporting weaknesses in outputs and lack of contribution to the
development of civilization, making universities the first to succeed in forming global and international
trading companies and to create organizations with a global mission to expand and disseminate
knowledge through research and teaching (Barnett, 2011).

As the concept of leadership is broadly explored in school leadership research (Harris, 2008;
Mayrowetz, 2008; Mifsud, 2016; Spillane, Halverson & Diamond, 2007; Tian, Risku & Collin, 2016;
Woods, Bennett, Harvey & Wise, 2004) which explored higher educational institutions such as Bryman
(2009), Creanor (2014), Harkin and Healy (2013), Jones, Lefoe, Harvey and Ryland (2012; 2014a; 2014b).

A report carried out by The Wallace Foundation (2011) on school leadership, notes that one of the
responsibilities of the school principal is to encourage leadership training so that teachers and other
staff within the school can carry out their parts in achieving the school vision, and much effort is made
to better understand how Leadership training in schools affect both staff and students. These efforts are
centered on the transition from the concept of leadership as practiced by individuals (principals) to the
so-called collective or distributed leadership (Mascal, Leithwood, Straus & Sacks, 2008).

Some undisclosed number of up-to-date research on distributed leadership has focused on the work
and practices of leaders who are distributed among others and individuals who implement these
practices (Mascal et al., 2008). Recent efforts by Spillane, Halverson and Diamond (2007) and Firestone
and Martinez (2007) reveal the sources of leadership in the light of the distributed leadership approach
practiced by this type of leader.

There is widespread interest in the sources of distributed leadership in the West between
researchers and professional leaders (Hammersley-Fletcher & Brundrett, 2005; Storey, 2004), while this
situation is different in the Arab world. However, the methodological evidence of the influence of
distributed leadership within educational institutions residuals is modest, and the results of leadership
practices distributed to schools and students are highly flawed in the West (Mascal et al., 2008). The
responsibilities lie on researchers and practitioners within our educational institutions to address the
study of this type of leadership and to reveal the results of the application in order to improve the
educational performance within these institutions.

Most research carried out on leadership focus on the impact of leaders themselves on schools and
on students (Leithwood, Seashore Louis, Anderson &Wahlstrom, 2004; Silins & Mulford, 2002), but the
direct effects of leadership on students’ achievements are still unexplored (Hallinger & Heck, 1996). The
challenge now is to identify the indirect path through which leadership influences students, and this is
the challenge that aims at determining the variables that affect leaders (Hallinger & Heck, 1996;
Leithwood & Jantzi, 2000; Wahlstrom & Louis, 2008).

Among the many potential variables that link the relationship between the influences of leaders to
students, many researchers have concentrated on teachers' beliefs and emotional states (Leithwood,
2006; Wahlstrom & Louis, 2008). Among the studies that contributed to this trend are those of Hoy and
Tarter (1992), Hoy et al. (2006), Tschannen-Moran et al. (1998), which examined the emotional state of
teachers and their impact on students’ achievements. This research on leadership is the basic
motivation for teachers and their beliefs and emotional feelings; and among these beliefs and feelings, a
new interest appeared. The term "academic optimism" refers to an organizational concept that
describes the faculty members' assessment of the mental activity and academic achievement of their
students (the academic concentration), the extent of the collective effectiveness and the confidence of
the instructors in the students and their parents.
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Hasanvand, Zeinabadi, Shomami and Karfestani (2013) pointed out that distributed leadership has
cognitive, emotional, and behavioral aspects that may be matched with the components of academic
optimism. Academic optimism, therefore, has three components: self-efficacy, trust in students and
parents, and academic concentration. The academic concentration is the behavioral component and it
always drives high expectations in the school work (Hoy, Tarter, & Woolfolk Hoy, 2006) and shows the
correlation between this components. The academic effectiveness is connected to a number of positive
organizational behaviors such as professional and human success (Lee, Dedrick, & Smith, 1991).

Problem Statement

Academic achievement is an important assessment instrument in educational institutions, and it is
completely essential mainstay in assessing the quality of the educational process within these
institutions (Chang, 2011).

So many Arab and foreign studies have addressed the impact of many families and individual factors
in area of the economic, cultural, and motivational situation of education on academic attainment (Chen
& Cheng, 2008; Shi, 2003; Weng, 2006).

Even though educational literature pointed to the impact of educational institutions on academic
achievement, the roles of academic leaders and faculty members cannot be denied. These roles are
essential. The teaching environment within the institution can be improved through the leadership style
improving the academic achievement of students (Hsieh, 2010; Li, Chiang &Chiao, 2010). Additionally,
faculty members are the actual or real practitioners of the teaching process; therefore, their beliefs,
strategies, knowledge, and classroom management are the direct influences of student education (Liu &
Lin, 2007; Love & Kruger, 2005; Sun & Wang, 2007)

Mascalet al. (2008) found insufficient direct evidence of the impact of the leadership pattern on
student education, although many researchers acknowledged this effect. Woods (2015) observes that
leadership practices have a clear impact on students. In a study by Chang (2011), the results indicate the
effect of the leadership pattern distributed in the academic achievement of students indirectly through
its direct impact on academic optimism in primary schools in Taiwan. Agreeing with Mascalet al. (2008),
their results indicate a direct correlation between leadership style which distributed academic optimism
to teachers in primary and secondary schools in Canada, which led to improved academic achievement
of students. The results are also in line with the results of the study of (Malloy, 2012), which indicated a
positive correlation between the distributed leadership style and academic optimism of teachers in
secondary schools in Canada, leading to a positive correlation between academic optimism and
academic achievement of students.

It is obvious from previous studies that the effectiveness of leadership style distributed made some
impact on the academic optimism of teachers, which in turn mirrored the academic achievement of
students in a positive way. However, most of these studies were conducted in public schools and in non-
Arab environments. Within the scope of these researchers’ knowledge, one Arab’s study, by Abdallah
(2015), observes a positive correlation between distributed leadership and academic optimism in
Oman's secondary schools in Jordan. The researcher observes that most of the studies that dealt with
the leadership distributed in institutions of higher education were not empirical studies, but rather
theoretical (Jones, Harvey, Lefoe, 2014b; Tian, Risku, Collin, 2016; Vuori, 2017; Wan, 2014). However,
this study attempts to bridge the gap by providing empirical evidence on the relationship between
distributed leadership and academic optimism at the level of higher education in Saudi Arabia. This is in
response to the aspirations and expectations of the vision of Saudi Arabia 2030, to improve the
performance of Saudi universities.
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Questions of the Study

Question 1: Is there a significant-statistical correlation between distributed leadership practices and
academic optimism among faculty members?

Question 2: Which dimensions of distributed leadership are more optimistic about academic optimism
among faculty members?

Question 3: Are there any statistically significant differences in the distributed leadership practices of
faculty members that are attributed to the gender variable (male/female)?

Question 4: Are there any statistically significant differences in the academic optimism of faculty
members in relation to the gender variable (male - female)?

Study Purpose
The present study aims at:

1. Revealing the correlation between distributed leadership practices and academic optimism among
faculty members of the Northern Border University.

2. Detecting any dimensions of distributed leadership that may predict the academic optimism of the
faculty staff of the Northern Boarder University.

Detecting gender differences in leadership practices distributed among faculty members.

4. Detecting gender differences in academic optimism among faculty members.

Study Significance

1. It reveals the lack of studies in the Arab environment, which is capable of dealing with the leadership
distributed in institutions of higher education.

2. It provides the introduction to distributed leadership as one of the most modern administrative
approaches capable of developing performance among faculty members and heads of departments,
and administrative leadership in the university in light of references to previous studies.

3. It can contribute to the disclosure of some special practices by some academic department heads
and faculty members as central decision-making rather than decision-making, creating a non-
supportive environment for development and innovation.

4. It is one of the first studies that deal with the concept of academic optimism in the environment of
higher education in the Arab environment, so it is expected that this study will provide a theoretical
framework and it results will add more knowledge to researchers.

5. It provides the opportunity to educate the university community on the term ‘academic optimism’
and its implications, which are related to the academic achievement of students.

6. It may help clarify the effect of the type of leadership in academic achievement of students. Results
from this study will highlight the impacts of leadership by revealing whether the distributed
leadership is related to the academic optimism of faculty members, which has proven its high impact
on academic achievement of students in some previous studies.

Literature Review and Previous Studies

Since 1900, several research has been conducted on the theory of leadership. In light of this,
different leadership styles have been presented. Each leadership style has its individual pattern and
theoretical basis, both of which are considered appropriate in certain situations. The leader of the
educational institution must take into account the environment of the institution and the specialization
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of the members involved with it. The origin of leadership does not only stem from the authority of the
leader, but also from the leading members to manage the entire work group in every situation facing
the educational institution. Thus, the leader must be able to manage the whole work group in every
situation facing the educational institution. The task of the leader is to build the vision, to direct and
combine the strengths of the institution. Furthermore, the leader must determine the future
development of the organization and achieve its objectives (Huang, 2008).

The idea of distributed leadership has been integrated among researchers in the West, policy
makers, educational reformers, and practicing leaders (Hammersley-Fletcher & Brundrett, 2005; Storey,
2004). In order to better understand the notion of distributed leadership, Spillane and his colleagues
(2007) analyzed leadership practices within many institutions. In addition, Fletcher and Kaufer (2003)
points out that without leadership, individuals cannot play their roles in determining the advancement
of their institutions and influence on the practices within these institutions. Therefore, the strength of
the educational institution stems from the extent of its practice of distributed leadership.

Teaching staff are the key to ensuring the quality of any country's education, and the revision of
teacher-related pedagogy finds that assessing teachers 'beliefs is an important input to understand and
interpret their external behavior and inner thoughts. Teachers' beliefs consist of teachers' views on
education and their views on teaching and about students (Pajares, 1992). These beliefs have an
important and direct impact on their behavior, teaching efficiency, and classroom management (Chang,
1996; Chu & Yeh.2003; Judson, 2006; Ho, 2009).

Academic optimism, which is a relatively recent term, for faculty staff is one of their beliefs about
teaching, learning, and students, a term that primarily describes how members value mental activity,
academic achievement, collective effectiveness and overall trust in students and parents (Hoy, Tarter &
Woolfolk-Hoy, 2006a).

Hoy et al. (2006b) noted that academic optimism has three components: the first one is collective
effectiveness, which refers to teachers' perceptions of their collective efforts that have a positive impact
on students (Goddard et al., 2000). This concept reflects on what teachers think of their collective ability
to achieve, and does not believe in the individual ability of students to achieve anything in class
(Tschannen-Moran, Salloum, & Goddard, 2014).

The higher the level of collective effectiveness, the higher the probability of students’ performances;
the lower the collective effectiveness of the institution, the more difficulties the institution may
encounter. The results of a few studies indicate that collective effectiveness has a clear impact on
students’ achievements (Bandura, 1993). In other scholastic factors such as discipline (Tschannen-Moran
& Barr, 2004), Goddardetal. (2000) discover that the theoretical elements of collective effectiveness,
which include analysis of the task of teaching and analysis of teaching efficiency, are highly correlated
within educational institutions.

The term "task analysis" refers to teachers' assessment of their teaching needs (Hoy & Miskel, 2008).
This analysis is presented individually and collectively within the school. At the school level, the analysis
of the teaching task raises questions about the limitations teachers face while working in the school and
what they have to achieve in order to have a successful school, while comparing the efficiency of
teaching to the teacher's analysis of the components of teaching according to high-precision standards
that reflect the collective performance (Gooddard et al., 2000), which leads to the emergence of an
analysis of the skills, training, methods and experience of collective teaching. The provision of teaching
efficiency may include the beliefs of faculty members and the ability of all students at school success
(Hoy & Miskel, 2008).

Both the teaching task analysis and the instructional efficiency occur concurrently as they interact
with each other as long as collective effectiveness is there (Goddard et al., 2007). The second one is
Collective trust in parents and students: There is no agreement among researchers on a comprehensive
and unified definition of trust, and the lack of this agreement is due to the complicated structure of this

65



Attaulla Fahes ALENEZI — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 61-90

concept, which does not pave the way for an integrated picture. Researchers tend to look at confidence
within the context of their own academic fields. This is the basis of various definitions which sometimes
contribute to further confusion about what this concept is and how it works (Adams, 2004). Rotter
(1967) defines confidence as an expectation by an individual or group that the word, promise, or oral or
written statement of another individual or group can be relied upon.

Rousseau, Sitkin, Burt, and Camerer (1998) defines trust as the state of mind that includes the
intention to accept and be exposed to based on positive expectations of the intentions and behavior of
others. Both Blomqvist and Stahle (1999) define trust as the behavior and good will of the other party,
while (Lewicki et al., 1998) defines confidence as “positive expectations for the behavior of others." Al-
Badrani (2010) points out that confidence is when one feels reassured by the belief that he has the
ability to perform a given task without making mistakes.

Hoy and Tschannen-Moran (1999) observes that trust has five aspects; including charity, reliability,
competence, honesty, and openness. Hoy and Tschannen-Moran (2007) believes that charity represents
trust in the good faith of those who are trusted or a position of mutual interest between two parties
(Goddard et al., 2001). Charity is an important element of trust because the mutual attitude of goodwill
is important in personal relationships (Hoy et al., 2007). Both Rutler and Cantrell (1984) believe that
reliability is the belief of the individual that he can rely on others to follow their obligations. We can
count on those we trust to do something by telling them that they are capable of doing so. Trust is
related to consistency in behavior and knowledge of what to expect from others. Your confidence in
someone means you trust that this person will perform the task assigned by you as you expect from him
(Mishra, 1996). Efficiency means a person's ability to complete the required tasks while meeting the
required standards of excellence (Tschannen-Moran & Hoy, 2000). Trust creates the belief that a person
can meet our expectations of performance in the task assigned to him. Honesty is an essential and
crucial condition for confidence to be realized and it is linked to the personality and authenticity of the
individual. Openness to others is the extent to which relevant information is shared, and a process that
takes place through the presentation of the individual's skills and knowledge to others. Goddard et al.
(2001) points out that openness generates trust while the behavior of blocking or isolation raises
suspicion.

Goddard, Sweetland and Hoy (2000) argue that academic focus or pressure refers to the extent to
which an institution moves by seeking academic excellence. It is a way of visualizing the school's
behavioral and normative environment that influences more than individual and organizational
behaviors. As a collective feature, academic focus not only reflects how successful the school is at
academic success, but also reflects the capabilities and efforts to improve students' learning and
academic achievement, and therefore, Hoy and his colleagues have added it as a component of behavior
for academic optimism (Hoy et al., 2006).

Several previous studies have pointed to the existence of interrelated relationships between some
leadership practices and each component of academic optimism as collective effectiveness (Goddard et
al., 2000; Goddard, Hoy & Woolfolk, 2004; Ross, Hogaboam-Gray & Gray, 2004), collective trust (Bryk,
Camburn & Louis,1999; Bryk & Schneider, 2002; Tschannen-Moran & Hoy, 1998) and academic focus
(Leithwood & Riehl, 2003).

Several studies indicate that student achievement is influenced by teachers' beliefs, expectations,
and academic optimism (Lin, 2007; Ou, 2006). The extent to which teachers assess students’
achievement is an important variable in assessing the quality of educational institutions (Chin & Wu,
2009; Chin, Wu & Deng, 2007).

The teachers' appreciation of the academic achievement made by students leads to a high degree of
self-efficacy for both students and members, as well as the development of the confidence of the
leaders of the educational institution in the teachers. This eventually leads to generating of positive
expectations from the community towards this institution. The components of academic optimism are
important characteristics in describing the academic success of educational institutions. Therefore, the
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current research aims at revealing the academic optimism of the faculty members of one of the
institutions of higher education and to disclose the extent of its influence on the practices of leadership
distributed within this institution, especially because the pattern of leadership and practices aid the
teaching of the strongest influential elements in student achievement.

Method
Research Design

In this study, quantitative research design was utilized in identifying distributed leadership practices
DLP and academic optimism AO of faculty members.

Study group

The population of the study is comprised of 240 instructors who worked during the 2016-2017
academic year in Northern Border University, Faculty of Education and Arts, and Faculty of Medicine.
The scales have been randomly distributed among 240 instructors. From the 240 scales distributed, 118
of them have been taken back as filled and the return rate is 49.16%. Also, 122 of the 240 forms
incompletely filled have not been included in analysis. Hence, the study group of the research was
composed of 118 instructors selected by the researchers. The study tools were standardized on 30
instructors as a survey sample and thus became the basic sample 88 instructing staff, 56 of the
instructors participating in the research were male and 32 were female. The age of the participants
ranged from 38 to 59 (X=46.67).

Data Collection Tools

The instruments used in the study were Distributed leadership practices questionnaire. The
questionnaire was constructed in the light of a review of theoretical literature and previous studies on
distributed leadership. It includes three dimensions: the leadership roles of the teaching staff (10
statements), the leadership roles of the students (5 statements), the leadership opportunities available
to all (8 statements).

The instrument was formed in the initial form of (23) items, which excluded one statement
belonging to the third dimension, and thus, formed the questionnaire in the final version of (22) items.
This responded according to the scale of the Hexadecimal Likert (strongly agree =6, agree=5, agree to
somewhat extent=4, disagree to somewhat= 3, disagree= 2, and strongly disagree= 1) to be applied in
positive statements and vice versa in negative ones.

Reliability

After the tool was constructed in its preliminary form, the researcher applied the tool to a sample of
30 staff of the study community. The result of the calculation of the correlation coefficients (structural
honesty) shows that all the statements were statistically significant for (a < .01) while the third
dimension was deleted.

The researcher used the half-way method to calculate the stability coefficient. The results of the
analysis show that the coefficient of stability after the correction using the Guttman equation is .86.
Also, the Cronbach Alpha coefficient is calculated at (.94) at .00 significance level.
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Table 1.
The Correlation Coefficients with the Dimensions and the Instrument as a whole for the Distributed
Leadership Scale.

Domain Item Correlation coefficient of Correlation coefficient Correlation coefficient for
item with dimension with instrument domain with instrument
Leading roles 1 .85 77 91
for staff 2 .69 46
3 .69 .60
4 77 .63
5 .89 .86
6 77 74
7 .82 74
8 .78 73
9 .54 .51
10 .73 77
Leading roles 1 .77 .63 .87
for students 2 .83 .69
3 .86 .75
4 .88 77
5 .86 .80
Available 1 77 77 91
leadership 2 .75 71
opportunities 3 .83 .66
4 .84 77
5 .82 74
6 .69 .59
7 .87 .87

The Academic Optimism Questionnaire: The questionnaire consisted of three dimensions: collective
effectiveness (7 items), collective confidence (10 items), academic focus (9 items). The instrument was
formed in the initial form of (26) items and after the exclusion of two terms belonging to the second
dimension, the final version had 24 items and responded to the instrument on the five scale of Likert
(always - often - sometimes - rarely - never). When corrected, responses were given as: (always = 5,
often = 4, sometimes = 3, rarely = 2, never = 1), and applied in positive items and vice versa in negative
ones.

Validity

After the tool was built in its preliminary form, the researcher applied the tool to a pilot sample of
(30) members of the study community. The results of the calculation of correlation coefficients
(Constructional Honesty) show that all instruments' items are statistically significant for (.05, .01), except
11 and 12, which belong to the second dimension and were deleted.

Instrument reliability

The researcher observes that the stability coefficient after the correction using the Guttman
equation is (.95), and then the Cronbach's Alpha coefficient is calculated to be (0.93) at the level of .00.
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Table 2.
The Correlation Coefficients with the Dimensions and the Instrument as a whole for the Academic
Optimism Scale.

Domain Item Correlation coefficient  Correlation coefficient Correlation coefficient for
of item with dimension with instrument  domain with instrument
Collective 1 44 .46 .96
efficacy 2 .52 .57
3 .69 .76
4 77 71
5 74 .69
Collective 1 .49 .54 .90
trust 2 .81 .84
3 .67 .70
4 .89 .67
5 .88 .67
6 .83 .69
7 .85 74
8 .80 .78
9 .84 .78
10 .64 .56
Academic 1 .62 .54 .86
press 2 .67 .76
3 .75 .51
4 .67 71
5 71 .75
6 .57 44
7 .78 .66
8 .88 .62
9 .67 .49

Data Collection

At the beginning of the second semester in 2016-2017, the researcher got approval of application
the current study from deanship of scientific research in Northern Border University. Then, the
researcher sent DLP and AO questionnaires to (30) faculty members to standardized the data tools.
After that, the researcher sent the study tools to all faculty members at faculty of arts and education
and medicine school. The application period took about two months.

Data Analysis

The researcher used the Pearson correlation coefficient calculator and independent samples t-test to
analyze the gathered data. Normality of distribution was determined by the Kolmogorov-Smirnov test
(KS test).

Findings

Question 1: Is There a Significant Statistical Correlation between Distributed Leadership Practices and
Academic Optimism among Faculty Members?

To answer this research question, Pearson correlation coefficient was used, the following table
shows the results:
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Table 3.

Pearson Correlation Coefficients between Scores of Distributed Leadership and Academic Optimism.

Dependent Variable Independent Variable n r P

Total distributed leadership practices Academic optimism 88 .50 .00
Collective efficacy 88 .49 .00
Collective trust 88 .38 .00
Academic press 88 .34 .00

Table 3 shows a statistically significant correlation between distributed leadership practices and
academic optimism. The correlation coefficient is .50, which is statistically significant at .00, distributed
leadership practices and collective effectiveness is .49, distributed leadership practices and collective
confidence is .38, Distributed leadership practices and academic concentration are .34, which are
statistically significant.

Question 2: Which Dimensions of Distributed Leadership are More Predictable about Academic
Optimism among Faculty Members?

To answer this question, the researcher used the regression analysis by the Stepwise method and
the following table illustrates the results:

Table 4.

Results of Regression Analysis by the Stepwise Method.

Model R’ R’ adjusted Std. Error
1 .30 .29 8.56

Table 4 shows that the adjusted (Rz) adjusted is .29. This indicates that the distributed leadership
available predicts 29.10 % from a variance of academic optimism of the variance. To verify the predictive
value of the model, the residuals and regression matrix are used.

Table 5.

Results of Residuals and Regression Matrix.

Source of variance Sum of Squares Df Mean Squares F p
Regression 26833.00 1 26833.00 36.66 .00
Residuals 6293.90 86 73.19

Total 8976.90 87 26833.00

As it is shown in the table above, the (F) value is 36.66 by significance statistical level at .00, which
indicates that the distributed leadership opportunities available in the prediction of academic optimism
and the researcher should extract the regression of leadership opportunities available from academic
optimism as shown in Table 6. It is seen that the regression constant is 63.45, which is statistically
significant; the t value is 14.28, which is statistically significant at .00. Also, the results indicate that the
leadership roles of the members and the leadership roles of the students are not predicted in academic
optimism; and thus the regression equation is: Academic optimism = 63.45 + (.81 x available leadership
opportunities).

Table 6.
The Results of the Multiple Linear Regression of Factors Predicting Academic Optimism among
Instructing Staff from Distributed Leadership Practices.

Regression Std. Estimate of
Dependent variables coefficient error B t P
Constant 63.45 4.44 - 14.28 .00
Available leadership opportunities .81 13 .55 6.06 .00
Leading roles for the staff .01 .18 .01 .07 .94
Leading roles for students 13 .24 .07 .56 .58
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Question 3: Are There Any Statistically Significant Differences in the Distributed Leadership Practices
Of Faculty Staff That are Attributable to the Gender Variable (Male/Female)?

To answer this question independent sample "t Test" was used. The following table shows the
results:

Table 7.

The Result of Independent Sample t-Test on Gender of Distributed Leadership Practices.

Variables Gender n X Sd df t o]

Leading roles for staff Males 56 47.59 8.68 86 .75 .45
Females 32 48.97 7.51

Leading roles for students Males 56 21.32 4.64 86 .45 .65
Females 32 20.81 5.74

Available leadership opportunities ~ Males 56 31.93 6.99 86 .75 .46
Females 32 33.06 6.55

Total distributed leadership Males 56 100.84 17.91 86 .51 .61

practices Females 32 102.84 17.33

Table 7 shows that there are no statistically significant differences in the dimensions of the
distributed leadership or the total score attributed due to the gender variable. There is no agreement
with the results of some previous studies indicating differences due to gender in some distributed
leadership practices in favor of the males.

Question 4: Are There Any Statistically Significant Differences in the Academic Optimism of Faculty
Members in Relation due to the Gender Variable (Male - Female)?

To answer this question, independent sample t. Test was used. The following table shows the results:

Table 8.

The Result of Independent Sample t-Test on Gender of Academic Optimism.

Variables Type n X Sd df t p

Collective Males 56 25.38 3.31 86 .09 .93

efficacy Females 32 25.44 2.98

Collective trust  Males 56 29.20 4.68 86 1.37 .18
Females 32 30.66 5.05

Academic press  Males 56 34.46 5.21 86 .49 .63
Females 32 35.00 4.56

Academic Males 56 89.04 10.58 86 91 .36

optimism Females 32 91.09 9.38

The results indicate that there are no statistically significant differences in the dimensions of
academic optimism and the total degree due to the gender variable. This can be illustrated in light of
similar organizational culture among the university faculties. This finding differs from most previous
studies, which indicated gender differences in academic optimism attributed in favor of males.

Discussion, Conclusion and Implications

Regarding the first question, the result showed that a statistically significant correlation between
distributed leadership practices and academic optimism, distributed leadership practices and collective
efficacy, distributed leadership practices and collective trust, and distributed leadership practices and
academic press.
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The distributed leadership has a positive impact on teachers, allowing teachers to participate in the
decision-making process, creating a common vision, accepting responsibility collectively, creating
collaborative relationships among employees within the educational organization, supporting
professional and personal development, develop new skills and knowledge, and increase in the sense of
commitment and belonging.

The distributed leadership increases self-efficacy of teachers due to the increased confidence of
teachers in themselves to perform the required tasks successfully. Hence, the collective efficacy of
teachers develops. Besides that distributed leadership provide an open, supportive, and nurturing
environment, leading to develop a culture of trust. As Moran and Hoy (1997) mentioned, trust can be
nurtured or weakened by behaviors leadership. Distributed leadership creates a climate of serious and
organized learning environments filled with high goals and expectations (Tschannen-Moran & Garies,
2015). In this climate, teachers like each other, students respect their teachers and colleagues, and both
teachers and students are highly motivated. Therefore, academic focus can be developed. This result is
consistent with the results of the studies by Abdallah (2015), Chang (2011), Hasanvand et al. (2013),
Kosterelioglu (2017), Malloy (2012), and Mascal et al. (2008).

Mascal et al. (2008) found out that planned approaches for distributed leadership and high levels of
teachers’ academic optimism showed a positive relationship. Chang (2011) found that distributed
leadership had a positive influence on academic optimism among 1500 Taiwanese teachers. Malloy
(2012) showed that there was a positive correlation between aligned distributed leadership and
academic optimism among 2122 teachers. Hasanvand et al. (2013) indicated that a positive relationship
between distributed leadership and academic optimism among 418 Iranian principals. Abdallah (2015)
found a positive relationship between distributed leadership and academic optimism among 480
Jordanian teachers. Lastly, Kosterelioglu (2017) found a significant positive correlation between
teachers’ distributed leadership perception and overall perception of academic optimism among 321
Turkish teachers.

Regarding the second question, the results showed that the strongest predictor of academic
optimism is available leadership opportunities but the leadership roles of the members and the
leadership roles of the students are not predicted in academic optimism creating the regression
equation, which is:

Academic optimism = 63.45 + (.81 x available leadership opportunities).

This indicates that the more leadership opportunities that are made available to faculty members
and students, the greater the academic optimism within the academic department is. The leadership
roles of the members and the leadership roles of the students do not affect the academic optimism;
therefore they are not predicted in academic optimism.

Regarding the third question, the results showed that there are no statistically significant differences
in the dimensions of the distributed leadership or the total score attributed due to the gender variable.
There is no agreement with the results of some previous studies indicating differences due to gender in
some distributed leadership practices in favor of the males. This can be attributed to the difference in
the sample of the current study, but the samples of previous studies indicated that the current study
dealt with the faculty members of the universities, while the previous studies dealt with samples that
included both male and female teachers in primary, middle, or secondary schools. The researcher
suggests that the organizational culture may vary in the university education environment of the public
education environment.

Regarding the fourth question, the results showed no statistically significant differences in the
dimensions of academic optimism and the total degree due to the gender variable. This can be
illustrated in light of similar organizational culture among the university faculties. This finding differs
from most previous studies, which indicated gender differences in academic optimism attributed in
favor of males.
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This might be attributed to the fact that the target sample in the current study differs from the
previous studies, which included both male and female teachers in public schools, as well as the
differences of both organizational culture and educational environment between higher education
institutions and public educational institutions.

In light of the results of this study, the researcher makes the following recommendations: Effective
planning of leadership functions within the academic departments in order to enhance the practice of
distributed leadership.

Improvement of academic optimism of the members of the teaching staff through the functions of
distributed leadership.

Provision of several leadership opportunities as much as possible for both faculty members and
students to develop their academic optimism.

It would be beneficial to carry out the study in other faculties in university to examine the
generalizability of the results of this study, which was on faculty of arts and education and medicine
school.
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Tiirkge Siiriim

Girig

Yiiksekogrenim kurumlarinin enacil ihtiyaglarindan biri etkin bir liderlik modelidir ve bdyle bir model
bireylerin, calisanlarin, akademik bdélimlerin, yliksekokul ve Universitelerin hizla degisen akademik
ortamlara bir butiin olarak adaptasyonunu gerektirmektedir. Daha da o6nemlisi, bu kurumlar
ciktilarindaki zayifliklarini ve uygarlik gelisimine katkilarindaki eksikliklerini ortaya koymalarini daha da
zorlastirmaktadir. Halbuki Universiteler, diinya ¢apinda ve uluslararasi ticari kurumlari olusturmada,
arastirma ve 06gretim yoluyla bilgiyi artirma ve yaymada oOncilik etme sorumlulugu tasimaktadir
(Barnett, 2011).

Okul liderlik arastirmalarinda liderlik kavrami genel olarak arastirilsa da (Harris, 2008; Mayrowetz,
2008; Mifsud, 2016; Spillane, Halverson & Diamond, 2007; Tian, Risku & Collin, 2016; Woods, Bennett,
Harvey & Wise, 2004), yiuksekdgrenim baglaminda Bryman (2009), Creanor (2014), Harkin ve Healy
(2013), Jones, Lefoe, Harvey ve Ryland (2012; 2014a; 2014b) calismalarinda bu kavrami incelemislerdir.

Okul liderligi Gizerine Wallace Foundation (2011) tarafindan ydriitilen ¢alismanin raporuna gore, okul
mudurlerinin sorumluluklari arasinda 6gretmenler ve diger calisanlarin liderlik egitimi almalarini tesvik
etmek de olmalidir. Béylece, okulun vizyonunu sglamada bireyler kendilerine diisen gorevleri daha etkin
gerceklestirebilecek ve liderlik egitiminin kendilerine ve 6grencileri tizerindeki olumlu etkilerini daha iyi
anlayabileceklerdir. Bu tir calismalar bireyler tarafindan gergeklestirilen (mdudirler) liderlik
uygulamalarindan kollektif veya dagitimci liderlik uygulamalarina gegisi saglayacaktir (Mascal,
Leithwood, Straus & Sacks, 2008).

Bu alandaki galismalarin bazilari, liderlik uygulamalarinin liderler tarafindan digerleriyle paylasim
uygulamalari tGzerine odaklanmistir dagitim (Mascal et al., 2008). Spillane, Halverson ve Diamond (2007)
ile Firestone ve Martinez (2007) tarafindan gergeklestirilen galismalar, bu tiir liderlerin dagitimci liderlik
uygulamalarini ortaya koymaktadir.

Bati diinyasinda arastirmacilar ve profesyonel liderler arasinda dagitimci liderlik kaynaklarina ilgi
blyuktir (Hammersley-Fletcher & Brundrett, 2005; Storey, 2004), ancak Arap dinyasinda bu durum
farkhdir. Yinede batida gercgeklestirilen calismalardan elde edilen bulgularin sabit katsayisi dusik ve
dagitimci liderlik ile ilgili okullardan ve 6grencilerden elde edilen kanitlar hatalidir (Mascal et al., 2008).
Bu ylUzden kurumlardaki egitim performansini artirmak ve bunu destekleyecek liderlik tirina belirlemek
arastirmacilarin ve egitimcilerim sorumlulugundadir.

Liderlik Gzerine yapilan galismalarin ¢ogu liderlerin kendi okullari ve 6grencileri Gzerine etkilerine
yogunlasmistir (Leithwood, Seashore Louis, Anderson &Wahlstrom, 2004; Silins & Mulford, 2002), ancak
liderligin 6grenci basarisi lGzerine dogrudan etkileri arastirllmamistir (Hallinger & Heck, 1996). Asil
vapilmasi gereken hangi liderligin 6grencileri dogrudan etkiledigini ve liderleri etkileyen degiskenleri
ortaya koymaktir (Hallinger & Heck, 1996; Leithwood & Jantzi, 2000; Wahlstrom & Louis, 2008).

Liderlerin 6grenciler Gzerine etkileri ile iliskili bircok potansiyel degisken arasinda bir¢ok arastirmaci
o6gretmenlerin inanglarina ve duygusal durumlarina odaklanmistir (Leithwood, 2006; Wahlstrom & Louis,
2008). Bu alanda katkida bulunan galismalardan Hoy ve Tarter (1992), Hoy vd. (2006), Tschannen-Moran
vd. (1998) tarafindan gergeklestirilen ¢alismalar 6gretmenlerin duygusal durumlarini ve 6grenci basarisi
Uzerine etkilerini incelemistir. Liderlik Uzerine yapilan ve 6gretmen inanglari ve duygulari {izerine
odaklanan c¢alismalar sonucunda yeni bir ilgi alani dogmustur. “Akademik iyimserlik” 0Ogretim
elemanlarinin 6grencilerinin akademik basarilarini (akademik yogunlasma), kolektif yetkinlik derecesini,
ogrenciler ve velilere duyulan giiveni ve mental aktivitelerini degerlendirmesi anlamina gelen kurumsal
bir kavramdir.
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Hasanvand, Zeinabadi, Shomami ve Karfestani (2013) dagitimci liderligin akademik iyimserlik
bilesenleri ile eslesen bilissel, duygusal ve davranigsal yonlerinin oldugunu ifade etmistir. Bu ylzden
akademik iyimserlikin (¢ bileseni vardir: Ozyeterlik, 6grencilere ve velilere duyulan giiven ve akademik
yogunlagma. Akademik yogunlasma davranigsal bilesendir ve her zaman okulla ilgili calismalarda yuksek
beklentiler olusturarak (Hoy, Tarter, & Woolfolk Hoy, 2006) bu bilesenle korelasyon gosterir. Akademik
etkinlik ise profesyonel ve bireysel basari gibi bircok pozitif kurumsal davranisla ilgilidir (Lee, Dedrick ve
Smith, 1991).

Arastirma Problemi

Akademik basari egitim kurumlarinin 6nemli bir degerlendirme aracidir ve egitim siirecinin kalitesinin
en 6nemli gostergesidir (Chang, 2011). Gerek Arap diinyasinda gerekse de diger ulkelerde yapilan birgok
calisma, bireysel ve aile etmenlerinden ekonomik, kiiltiirel ve motivasyon unsurlarinin akademik
basariya etkisini arastirmistir (Chen & Cheng, 2008; Shi, 2003; Weng, 2006).

Alanyazinda siklikla egitim kurumlaRININ akademik basariya etkileri dile getirilse de, akademik
liderlerin ve 6gretim (yelerinin etkileri gbz ardi edilemez. Bu rollerin 6nemi blyiktir, ¢linki bir egitim
kurumu igerisindeki 6grenme ve 6gretme ortami ancak 6grencilerin akademik performansini arttiran bir
liderlik stili ile mUmkin olabilir (Hsieh, 2010; Li, Chiang & Chiao, 2010). Ayni zamanda, 6gretim Uyeleri
Ogretim sirecinin asil uygulayicilaridir ve bu yiizden onlarin inanglari, stratejileri, bilgileri ve sinif ydnetim
yontemleri 6grenci 6greniminin dogrudan belirleyicileri konumundadir (Liu & Lin, 2007; Love & Kruger,
2005; Sun & Wang, 2007).

Mascalet vd. (2008) liderligin 6grenci egitimi Uzerine etkileriyle ilgili yetersiz bulguya ulasmistir,
ancak bircok arastirmaci bu etkiyi kabul etmektedir. Woods (2015) liderlik uygulamalarini 6grenciler
Uzerine dogrudan etkisi oldugunu gézlemlemistir. Chang (2011), tarafindan gergeklestirilen galismada ise
Tayvan’da ki ilkdgretim okullarinda dagitimci liderligin 6grencilerin akademik basarisi lzerine dolayh
etkisi oldugunu ve akademik iyimserlik Gzerine dogrudan etkisi oldugunu ifade etmistir. Mascalet vd.
(2008) ile benzer olarak Malloy (2012) tarafindan yapilan ¢alismanin sonuglari liderlik tiriiniin Kanada’da
ki ilk ve ortadgretim okullarindaki 6gretmenlerin akademik iyimserliki ile iliskili oldugu gosterilmistir.

Yapilan calismalar liderlik tarinin 6gretmenlerin akademik iyimserliki Gizerine etkisi oldugunu ve
bununda 6grencilerin akademik basarisini olumlu yonde etkiledigini gostermektedir. Ancak tiim bu
calismalar Universite o©ncesi egitim kurumlarinda ve Arap dinyasi disindaki ortamlarda
gerceklestirilmistir. Arap diinyasi baglaminda gergeklestirilen birka¢ ¢alismadan biri Abdallah (2015)
tarafindan yapilmis ve Urdiin’deki ortaokullardaki dagitimc liderlik and akademik iyimserlik arasindaki
korelasyonu incelemistir. Yapilan alanyazin taramasinda, egitim kurumlarinda dagitimci liderlik
konusunda gerceklestirilen calismalarin bliyik ¢ogunlugunun deneysel degil teorik ¢alismalar oldugu
gorulmistur (Jones, Harvey, Lefoe, 2014b; Tian, Risku, Collin, 2016; Vuori, 2017; Wan, 2014). Ancak, bu
calisma, Suudi Arabistan’da yilksekégrenim seviyesinde dagitimci liderlik ve akademik iyimserlik
arasindaki iliskiyi inceleyerek alanyazindaki bu boslugu kapatmayi hedeflemektedir. Bu ayni zamanda,
2030 Suudi Arabistan vizyonunun bir pargasi olan Suudi Arabistan Universitelerinin performansinin
arttiririlmasi hedefine de hizmet etmektedir.

Arastirma Sorulari

Arastirma sorusu 1: Ogretim (yelerinin dagitime liderlik uygulamalari ve akademik iyimserliki arasinda
istatiksel olarak anlamli bir korelasyon var mi?

Arastirma sorusu 2: Ogretim tyelerinin dagitimc liderlik boyutlarindan hangisi akademik iyimserlikle en
cok iliskilidir?
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Arastirma sorusu 3: Ogretim Gyelerinin dagitimci liderlik uygulamalarinda cinsiyet degiskeni agisindan
istatiksel olarak anlaml farkhhklar var midir?

Arastirma sorusu 4: Ogretim Uyelerinin akademik iyimserlikinde cinsiyet degiskeni acisindan istatiksel
olarak anlamh farkhliklar var midir?

Arastirmanin Amaci
Bu ¢alismanin amaci asagida listelenmistir:

1. Northern Border Universitesi’ndeki égretim (iyeleri arasinda DLU ve Al arasindaki korelasyonu tespit
etmek.

2. Northern Border Universitesi’ndeki 6gretim tyelerinin Ai sunu yordayan DLU boyutlarini arastirmak.
3. Ogretim Uyeleri arasinda cinsiyet degiskeni acisindan DLU de fark olup olmadigini arastirmak.

4. Ogretim Uyeleri arasinda cinsiyet degiskeni acisindan Al da fark olup olmadigini arastirmak.

Arastirmanin Onemi

1. Bu c¢alisma, Arap dinyasi baglaminda yilksekdgrenim kurumlarindaki DLU {izerine galismalarin
eksikligini vurgulamaktadir.

2. Yapilan galismalar 1siginda, Universitelerdeki 6gretim Gyeleri, bolim baskanlari ve idari ¢alisanlarin
liderlik performanslarinin arttirilabilmesi icin en modern liderlik yéntemlerinden biri olan dagitimci
liderlige bir giris niteligi tagimaktadir.

3. Ogretim Uyeleri, bdlim baskanlari ve idari ¢alisanlarina yonelik, gelisim ve innovasyon siireclerinde
destekleyici olmayan karar verme merkezi olmaktan ziyade dagitimci liderlikle karar almaya yonelik
bazi uygulamalari tanitmaktadir.

4. Arap dinyasinda yiuksekdgrenim baglaminda akademik iyimserlik kavrami Gzerine yapilan ilk calisma
niteligini tasimaktadir; bu ylzden bu calismanin teorik bir cerceve niteligi tasiyacagl ve
arastirmacilara katkida sunacagi dislinilmektedir.

5. Universite calisanlarini dgrencilerin akademik basarisiyla dogrudan ilgili olan akademik iyimserlik
kavramiyla va egitimdeki sonuglariyla tanistiracak niteliktedir.

6. Ogrencilerin akademik basarisinda etkili olan liderlik tiiriiniin belirlenmesine yardimci olacaktir. Bu
calismanin sonuglari, daha dnceki ¢alismalarda akademik basariya yiliksek etkisi ortaya konmus olan
ogretim Gyelerinin akademik iyimserliginin dagitimci liderlik ile iliskili olup olmadigini ortaya
koyacaktir.

Alanyazin Taramasi

1900'larda itibaren liderlik teorisi Uzerine calismalar yapilmaktadir. Bu c¢alismalar, farkh liderlik
stillerini ortaya ¢ikarmis ve her bir stilin kendine 6zgl teorik zeminininin ve davranis kaliplarinin ortaya
cikarilmasi mimkiin olmustur. Bir egitim kurumundaki liderin, kurum ortamini iginde ¢alisan kurum
yelerini de gdz oniinde bulundurarak degerlendirmesi gerekir. Liderlik sadece liderin otoritesinden
degil, ayni zamanda kurumun karsilasabilecegi her durumda calisma grubunun yonlendirilmesi ve
yonetilmesi sorumlulugundan da kaynaklanir. Bu ylzden, ¢alisma grubunu yonetirken, liderin bir kurum
vizyonu yaratmasi ve kurumun glgli yonlerini ortaya ¢ikararak calisma grubuna onderlik etmesi
beklenir. Ayrica, bir liderin kurumun gelecekteki gelisim hedeflerini belirlemesi ve bu hedeflere ulasma
yontemleri gelistirmesi gerekmektedir (Huang, 2008).

Dagitimci liderlik Bati diinyasinda politika olusturanlar, egitim reformistleri ve egitim uygulamalari
liderleri tarafindan batinlesmis edilmis bir uygulamadir (Hammersley-Fletcher & Brundrett, 2005;
Storey, 2004). Dagitimci liderlik kavramini daha iyi anlayabilmek igin, Spillane vd. (2007) farkh bircok
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kurumda liderlik uygulamalarini incelemislerdir. Fletcher ve Kaufer (2003), liderlik olmadan bireylerin
kendi kurumlarinin gelisiminde rol alamayacagini ve bu kurumlarin galismalarini etkileyemeyeceklerini
ifade etmistir. Bu ylzden, egitim kurumlarinin giglenmesi dagitimci liderlik uygulamalarinin
genislemesiyle dogrudan ilgilidir.

Bir Ulkenin egitim kalitesinin gelisiminde 6gretmenler ana role sahiptir ve 6gretmen egitiminde
ogretmenlerin inanglarinin degerlendirilmesi egitim stirecindeki davranis ve glidilerinin anlasilmasinda
dnem tasimaktadir. Ogretmen inanglari, egitimle ilgili gdriislerini ve egitim ve &grenciler lizerine bakis
acilarini kapsamaktadir (Pajares, 1992). Bu inanglar, sinif yonetimi ve egitim etkinliginde 6nemli ve
dogrudan etkisi olan etmenlerdir (Chang, 1996; Chuve Yeh, 2003; Judson, 2006; Ho, 2009).

Akademisyenler icin yeni bir kavram olan Akademik iyimserlik, 6gretme, 6grenme ve 6grencilere dair
inanglar arasindadir ve akademik basariyi, mental aktiviteleri, kollektif etkinligi ve 6grenci ve velilere dair
giveni icine alan bir kavramdir (Hoy, Tarter & Woolfolk-Hoy, 2006a).

Hoy vd. (2006b) akademik iyimserlikin (¢ bileseni oldugunu ifade etmektedir. Bunlardan ilki, 6grenci
Uzerinde dogrudan pozitif etkisi olan kollektif calismalar lizerine 6gretmenlerin bakis acisi anlamina
gelen kollektif yetkinliktir (Goddard et al., 2000). Bu kavram, kollektif ¢abanin 6grencilere katkisi
olduguna ve bireysel olarak 6grencinin sinifta bir basari elde edemeyecegine dair inanci kapsamaktadir
(Tschannen-Moran, Salloum & Goddard, 2014).

Kollektif yetkinlik ne kadar yliksekse 6grenci performansi o kadar ylksektir ve ayni sekilde bir
kurumun kollektif yetkinligi ne kadar diisiikse, kurumun zorluklarla karsilasma olasiligi o denli yiiksektir.
Bu konudaki calismalardan bazilarinin sonuglarina gore, kollektif yetkinliligin 6grenci basarisi Gzerine agik
bir etkisi vardir (Bandura, 1993). Disiplin gibi diger akademik etmenler konusunda (Tschannen-Moran &
Barr, 2004), Goddard vd. (2000), 6gretim etkinliklerinin ve 6gretim etkinliginin analizi gibi etmenleri icine
alan kollektif yetkinligin egitim kurumlariyla yuksek bir korelasyonu oldugunu belirtmektedir.

“Ogretim etkinliginin analizi” &gretmenlerin 6gretim ihtiyaclarini degerlendirmesi anlamina
gelmektedir (Hoy & Miskel, 2008). Bu degerlendirme okul igerisinde bireysel veya kollektif olarak
gerceklestirilebilir. Boylesi bir degerlendirme, okul boyutunda 6gretmenlerin karsilastiklari sinirlamalar,
basarili bir okul haline gelmek icin 6gretmenlerin gerceklestirmek zorunda olduklar hedefler ve
ogretmen degerlendirmelerinin ylksek standartlara ulasmaya ne kadar yakin oldugu gibi sorular
gindeme getirmektedir (Gooddard et al., 2000). Bu sorulara cevap verebilmek, kollektif 6gretim
konusundak 6gretmen deneyimlerini, yontemlerini, becerilerini ve egitimlerini goézden gecirmeyi
gerektirmektedir. Ogretim yetkinligini arttirabilmek icin 8gretim elemanlarinin inanglarinin ve okuldaki
tlim 6grencilerin yetkinliklerinin degerlendirilmesi gerekmektedir (Hoy & Miskel, 2008).

Kollektif yetkinlik s6z konusu oldugunda, hem &gretim etkinliginin degerlendirilmesinin hem de
dgretim yetkinliginin bir rarada ele alinmasi gerekmektedir (Goddard et al., 2007). ikinci bilesen &grenci
ve velilere karsi kollektif glivendir. Gliven kavrami lizerine arastirmacilarin hemfikir oldugu tek bir tanim
bulunmamaktadir ¢linki gliven kavrami olduk¢a karmasik ve biitlinsel bir resim ortaya ¢ikaramayacak
kadar genis bir cerceveye sahiptir. Bunun yerine arastirmacilar, akademik alanlarinda gliveni ele
almaktadir. itimat hem giiven taniminin temelini olusturmakta hem de bazen daha derin karmasalara yol
acmaktadir (Adams, 2004). Rotter’a (1967) gore itimat, bireyin veya bir grubun baska bir bireyin veya
grubun s6zIU veya yazil olarak ifade ettigi soze duyulan glveni veya beklentiyi ifade etmektedir.

Rousseau, Sitkin, Burt ve Camerer’e (1998) gore ise giiven, baskalarinin davranislari veya niyetleri
Uizerine gelisen pozitif beklentilere maruz kalma ya da bunlari Kabul etmeye niyet gésterme durumudur.
Blomqvist ve Stahle (1999) gliveni, diger grubun iyi niyeti veya davranisi olarak nitelerken; Lewicki vd.
(1998) gore itimat digerlerinin davranislarina dair pozitif beklenti olarak tanimlar. Al-Badrani (2010) ise,
itimati kisinin yapmasi gereken gorevi yapabilecek beceriye sahip olduguna dair tam inanci olarak
tanimlar.
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Hoy ve Tschannen-Moran’a (1999) gére glven kavraminin bes farkl bileseni vardir: hayirseverlik,
glvenilirlik, yetkinlik, durustlik ve seffaflik. Hoy ve Tschannen-Moran (2007), hayirseverligin digerlerinin
iyi niyetine giivene karsilik geldigini ifade etmektedir (Goddard et al., 2001). Hayirseverlik gliven
kavraminin énemli bir bilesenidir ¢linku karsilikli iyi niyet insan iliskilerinde 6nemlidir (Hoy et al., 2007).
Rutler ve Cantrell’'a (1984) gore givenirlilik, kisinin zorunluluklarini yerine getirirken digerlerine
giveneblecegine dair inanctir.

Birseyleri basaracaklarina inandigimiz kisilere onlara glivendigimizi dile getiririz. Gliven, digerlerinden
beklentilerimizin ne olacagina dair bilgi ve davranilarimizdaki tutarhliktir. Birine duyulan giliven, o kisiden
gerceklestirmesini istediginiz gorevi gerceklestirecegine inanmaniz anlamina gelir (Mishra, 1996).
Yetkinlik ise, kisinin bir gorevi gerceklestirirken gerekli standartlari saglama becerisi anlamina
gelmektedir (Tschannen-Moran & Hoy, 2000). Giiven, kisinin gorevi gergeklestirirken istenilen
standartlara ulasacagina ve beklentilerimizi karsilayacagina inanmayi kapsar. Diristlik, gliven igin
onemli ve gerekli bir 6gedir ve bireyin kisiligine ve gercgekligine baghdir. Seffaflik, eldeki bilginin
digerleriyle ne derece paylasildigi ile ilgilidir ve kisinin bilgi ve becerilerini digerlerine gésterme siirecini
ele alir. Goddard vd. (2001), seffafigin gliven olusumunu sagladigini, 6te yandan geri ¢cekme ve
gizlemenin kuskuya yol actigini ifade etmektedir.

Goddard, Sweetland ve Hoy (2000), akademik odaklanma veya baskinin bir kurumun akademik
mikemmellige varmada ne kadar ugras verdigi ile olgildigune belirtmektedir. Kurumun, bireysel ve
kurumsal davraniglarin 6tesinde etkisi olan davranissal ve normatif cevresinin gorsellestirilme derecesini
anlatir. Kollektif bir bilesen olan akademik odaklanma, sadece okulun akademik olarak ne kadar basarili
oldugunu degil ayni zamanda 6grencilerin 6grenmesini ve akademik basarilarini arttirmak i¢in ne olgiide
caba gosterdigi ile ilgilidir. Bu ylzden, Hoy vd. (2006), akademik odaklanmayi akademik iyimserlikin bir
bileseni olarak Kabul etmektedir.

Birka¢ ¢alisma, kollektif yetkinlik olarak akademik iyimserlikin her bir bileseni ile bazi liderlik
uygulamalari (Goddard et al., 2000; Goddard, Hoy & Woolfolk, 2004; Ross, Hogaboam-Gray & Gray,
2004), kollektif gliven (Bryk, Camburn & Louis,1999; Bryk & Schneider, 2002; Tschannen-Moran & Hoy,
1998) ve akademik odaklanma (Leithwood & Riehl, 2003) arasinda karsihkli bir iliski oldugunu
bildirmistir.

Bazi galismalar 6grenci basarisinin 6gretmenlerin inanglari, beklentileri ve akademik iyimserlikinden
etkilendigini bildirmektedir (Ou, 2006; Lin, 2007). Ogretmenlerin 6grenci basarisini ne derece
degerlendirdikleri, egitim kurumlarinin kalitesinin degerlendirilmesinde 6nemli bir etmendir (Chin & Wu,
2009; Chin, Wu & Deng, 2007).

Ogretmenlerin 6grenci basarisini takdir etmeleri hem &grencilerin hem de diger uyelerin 6z-
yeterliligini olumlu yonde etkileyecek ve egitim kurumundaki liderlerin 6gretmenlere duyduklari gliveni
arttiracaktir. Bu durum dolayisiyla toplumun o kurumdan olumlu beklentiler igine girmesini
saglayacaktir. Akademik iyimserlikin bilesenleri, bir egitim kurumunun akademik basarisini
degerlendirmede 6nemli etmenlerdir. Bu ylzden bu ¢alisma, bir yiksekogretim kurumundaki 6gretim
elemanlarinin akademik iyimserliklerini belirlemeyi ve kurum igerisindeki 6grenci basarisiyla iliskili olan
dagitimci liderlik uygulamalari Gizerine ne derece etkili oldugunu ortaya ¢ikarmayi amaglamaktadir.

Yontem
Arastirma Deseni

Bu calismada, ogretim Uyelerinin DLU ve Al sunun incelenmesi igin nicel arastirma deseni
kullaniimistir.
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Calisma Orneklemi

Calismanin populasyonunu 2016-2017 akademik yilinda Northern Border Universite’sinin Giizel
sanatlar fakultesi, Egitim Fakultesi ve Tip Fakiltesinde calisgan 240 6gretim Ulyesi olusturmaktadir.
Anketler katilimcilara rastgele dagitnlmis ve gonderilen 240 anketten 118 tanesi tam olarak doldurularak
geri gonderilmistir (% 49.16). Tamamlanmadan gonderilen 122 anket c¢alisma disinda birakilmistir.
Calismada incelemeye dahil edilen anket sayisi 118’dir. Bunlardan 30 katihmcidan elde edilen veriler
anketlerin standartlastiriimasi icin kullaniimis ve boylece arastirma verileri 88 6gretim lyesinden elde
edilmistir. Bu katimcilarin 56’s1 erkek 32’si kadin olup yaslari 38 ile 59 (x=46.67) arasindadir.

Veri Toplama Araglar

Arastirmada veri toplama araci olarak Dagitimci Liderlik Uygulamalari Anketi kullanilmistir. Anket
dagitimci liderlik Gzerine yapilmis arastirmalar ve alanyazin taramasi sonucunda olusturlumustur. Anket
¢ botuttan olusmaktadir: 6gretim elemanlarinin liderlik roller (10 madde), 6grencilerin liderlik roller (5
madde), ve herkese agik liderlik firsatlari (8 madde).

Anketin ilk formundaki 23 maddeden daha sonra yapilan analizlerde liglincii boyuttan bir madde
¢ikarilmis ve son hali 22 maddeden olusmaktadir. Maddeler altili Likert formatinda (kesinlikle
katilyorum=6, katiliyorum=5, bir dereceye kadar katiliyorum=4, bir dereceye kadar katilmiyorum= 3,
katilmiyorum = 2 ve kesinlikle katilmiyorum= 1) seklinde pozitif ve negative ifadelere gore dizenlenerek
son hali verilmistir.

Giivenirlik

Anketin olusturulma slrecinden sonra, (Universitedeki 30 0Ogretim elemanina ilk uygulama
gerceklestirilmistir. Korelasyon katsayisi (yapisal glvenirlik) analizlerinin sonuglari iki boyutun istatiksel
olarak anlamli (a < .01) oldugunu ancak uglinci maddenin bu anlamlilik seviyesinde olmadigini
gostermis; bu ylzden (glincli boyut anketten gikariimistir.

Sabit katsayi orta-yol yontemi kullanilarak hesaplanmistir. Guttman denklemi kullanilarak hesaplanan
sabit katsayi, .86 olarak bulunmustur. Cronbach Alpha katsayisi ise .00 anlamlilik seviyesinde .94 olarak
bulunmustur.

Akademik iyimserlik Anketi: Anket Ui¢c botuttan olusmaktadir: kollektif etkinlik (7 madde), kollektif
given (10 madde), ve akademik odaklanma (9 madde). Anketin ilk halinde toplam 26 madde varken,
ikinci boyutta anketten cikarilan iki maddeden sonra 24 maddeden olusmaktadir. Anket besli Likert (her
zaman - genellikle - bazen - nadiren - hicbir zaman) formunda hazirlanmis ve maddeler pozitif yargilar
icin (her zaman =5, genellikle = 4, bazen = 3, nadiren = 2, hicbir zaman = 1) seklinde verilirken negative
yargilar igin tam tersi puanlama yapiimistir.

Gegerlik

Anketin ilk hali Gniversitedeki 30 6gretim elemanina uygulanmis ve bu pilot uygulamadan elde edilen
veriler korelasyon katsayisinin hesaplanmasinda kullaniimistir. Sonuglar 11. ve 12. Maddeler haricinde
tim maddelerin istatiksel olarak anlamli (.05, .01) oldugunu gostermis ve bu maddeler anketten
cikarilarak son hali verilmstir.

Veri toplama araci giivenirligi

Dogrulamadan sonra Guttman denklemi kullanilarak hesaplanan sabit katsayl .95’dir ve ardindan
hesaplanan Cronbach Alpha katsayisi .00 seviyesinde .93 olarak tespit edilmistir.
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Tablo 1.
Dagrtimci Liderlik Anketinin Tiimiiniin ve Boyutlarinin Korelasyon Katsayisi Sonuglari.
Veri toplama aracina Boyutlara ve veri toplama
Boyutlara gore madde gore korelasyon aracina gore korelasyon
Alan Madde korelasyon katsayisi katsayisi katsayisi
Calisanlar 1 .85 77 91
icin Liderlik 2 .69 46
rolleri 3 .69 .60
4 77 .63
5 .89 .86
6 77 74
7 .82 74
8 .78 73
9 .54 .51
10 .73 77
Ogrenciler 1 77 .63 .87
icin Liderlik 2 .83 .69
rolleri 3 .86 .75
4 .88 77
5 .86 .80
Mevcut 1 77 77 91
Liderlik 2 .75 71
Firsatlar 3 .83 .66
4 .84 77
5 .82 74
6 .69 .59
7 .87 .87

Veri Toplama

2016-2017 akademik yilinin ikinci déneminin basinda, arastirmaci bu galismanin yapilmasi igin
Northern Border Universitesi Bilimsel Arastirmalar Merkezi Miidiriinden gerekli izinleri almistir.
Ardindan, 30 &gretim lyesine DLU ve Al anketleri gonderilmistir. Bu anketlerden elde edilen veriler very
toplama araglarinin gegerlik ve giivenirlik testleri icin kullanilmistir. Daha sonra, tip, egitim ve gizel
sanatlar fakiltelerindeki tim Ogretim Uyelerine anketler gonderilmistir. Anketlerin uygulanmasi iki ay
kadar stirmistdr.

Veri Analizi

Elde edilen veriler Pearson Korelasyon Testi ve bagimsiz 6rneklem igin t-test kullanarak analiz
edilmistir. Normallik dagihmi Kolmogorov-Smirnov test (KS test) kullanilarak tespit edilmistir.
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Tablo 2.
Akademik lyimserlik Anketinin Tiimiiniin ve Boyutlarinin Korelasyon Katsayisi Sonuglari.

Veri toplama aracina  Boyutlara ve Veri toplama

Boyutlara gore madde gore korelasyon aracina gore korelasyon
Alan Madde korelasyon katsayisi katsayisi katsayisi
Kollektif 1 44 .46 .96
yetkinlik 2 .52 .57
3 .69 .76
4 77 71
5 .74 .69
Kollektif 1 .49 .54 .90
glven 2 .81 .84
3 .67 .70
4 .89 .67
5 .88 .67
6 .83 .69
7 .85 .74
8 .80 .78
9 .84 .78
10 .64 .56
Akademik 1 .62 .54 .86
baski 2 .67 .76
3 .75 .51
4 .67 71
5 71 .75
6 .57 A4
7 .78 .66
8 .88 .62
9 .67 .49
Bulgular

Arastirma Sorusu 1: Ogretim Uyelerinin Dagitima Liderlik Uygulamalari ve Akademik iyimserliki
Arasinda istatiksel Olarak Anlamli Bir Korelasyon Var mi?

Bu sorunun cevaplanmasi igin Pearson Korelasyon Testi yapilmistir. Sonuglar Tablo 3’te verilmistir.

Tablo 3.

Daditimei liderlik ve Akademik lyimserlik Degerlerinin Pearson Korelasyon Katsayisi.

Bagimli degisken Bagimsiz degisken n r p

Toplam dagitimci liderlik uygulamalari Akademik iyimserlik 88 .50 .00
Kollektif yetkinlik 88 .49 .00
Kollektif gliven 88 .38 .00
Akademik baski 88 .34 .00

Tablo 3 DLU ile Ai arasinda anlamli bir iliski oldugunu géstermektedir. Korelasyon katsayisi .50 olup
.00 seviyesinde anlamlidir. DLU ve kollektif yetkinlik .49, DLU ve kollektif gliven ise .38 olarak tespit
edilmistir. DLU ve akademik baski arasindaki korelasyon .34 olarak belirlenmis ve bunun istatistiksel
olarak anlamli oldugu goézlenmistir.
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Arastirma Sorusu 2: Ogretim Uyelerinin Dagitima Liderlik Boyutlarindan Hangisi Akademik iyimserlikle
En Gok iliskilidir?

Bu sorunun cevaplanmasi igin Stepwise yontemi kullaniimistir. Sonuglar Tablo 4’te gosterilmektedir.

Tablo 4.

Stepwise Yéntemiyle yapilan Regresyon Analizi Sonuglari.
Model R® R uyumlu Std. sapma
1 .30 .29 8.56

Tablo 4 dizeltilmis R”nin .29 oldugunu gostermektedir. Bu da mevcut dagitimci liderligin akademik
iyimserlik varyansini % 29.10 oraninda yordadigini gostermektedir. Modelin yordama glicligini test
etmek icin artik deger orani ve regresyon matriksi kullaniimistir.

Tablo 5.

Artik Deger Orani ve Regresyon matriksi Sonuglari.

Varyans Kaynagi Kareler Toplami Sd Kareler Ortalamasi F. p
Regresyon 26833.00 1 26833.00 36.66 .00
Sabit katsayi 6293.90 86 73.19

Toplam 8976.90 87 26833.00

Tabloda gorildigu tzere, F degeri .00 seviyesinde 36.66 olarak bulunmus, bu da mevcut dagitimci
liderlik firsatlarinin akademik iyimserlikin yordanmasinda Tablo 6’da gosterildigi gibi liderlik firsatlarinin
regresyonunun cikarilmasi gerektigini gostermektedir.

Tablo 6.
Ogretim Elemanlarinin Dagitimci liderlik Uygulamalarinin Akademik lyimserliki Yordama Derecesi Coklu
Lineer Regresyon Sonuglari.

Bagimli degiskenler Regresyon katsayisi Std. Hata Tahmini B t p
Sabit 63.45 4.44 - 14.28 .00
Mevcut Liderlik firsatlari .81 .13 .55 6.06 .00
Calisanlar igin Liderlik rolleri .01 18 .01 .07 .94
Ogrenciler icin Liderlik rolleri 13 .24 .07 .56 .58

Sonuglar, Regresyon sabit sayisinin istatiksel olarak anlamli olup 63.45 oldugunu ve t degerinin yine
.00 seviyesinde istatiksel olarak anlamh oldugunu (14.28) gostermektedir. Ayrica sonuglar, 6grencilerin
ve Ogretim elemanlarinin liderlik rollerinin akademik iyimserlikde yordanmadigini gostermektedir.
Regresyon denklemi Akademik iyimserlik = 63.45 + (.81 x mevcut liderlik firsatlari).

Arastirma Sorusu 3: Ogretim Uyelerinin Dagitima Liderlik Uygulamalarinda Cinsiyet Degiskeni
Agisindan istatiksel Olarak Anlamh Farkliliklar Var midir?

Bu sorunun cevaplanmasi icin bagimsiz gruplar t- Testi yapilmistir. Sonuglar Tablo 7’de verilmistir.
Tablo 7'de gosterildigi gibi, cinsiyet degiskeninin dagitimci liderlik boyutlarinda istatiksel olarak anlamli
bir fark yaratmadigini géstermistir. Daha 6nceki ¢alismalardan farkli olarak, bu ¢alismada erkekler lehine
dagitimci liderlik uygulamalarinda anlamli bir fark tespit edilmemistir.

82



Attaulla Fahes ALENEZI — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 61-90

Tablo 7.

Dagrtimci liderlik Uygulamalarinda Cinsiyet degiskeninin Bagimsiz Gruplar T-Testi Sonuglari.

Degiskenler Cinsiyet n X Ss Sd t p

Calisanlarin Liderlik Rolleri Erkek 56 47.59 8.68 86 .75 .45
Kadin 32 48.97 7.51

Ogrencilerin Liderlik Rolleri Erkek 56 21.32 4.64 86 .45 .65
Kadin 32 20.81 5.74

Mevcut Liderlik Firsatlari Erkek 56 31.93 6.99 86 .75 .46
Kadin 32 33.06 6.55

Toplam Dagitimci Liderlik Erkek 56 100.84 17.91 86 .51 .61

Uygulamalari Kadin 32 102.84 17.33

Arastirma Sorusu 4: Ogretim Uyelerinin Akademik lyimserlikinde Cinsiyet Degiskeni Agisindan
istatiksel Olarak Anlaml Farkliliklar Var midir?

Bu sorunun cevaplanmasi igin t- Testi yapilmistir. Sonuglar Tablo 8'de verilmistir.

Tablo 8.

Akademik lyimserlik Baglaminda Cinsiyet dediskeninin Bagimsiz Gruplar T-Testi Sonuglari.

Degiskenler Cinsiyet n X Ss Sd t p

Kollektif Erkek 56 25.38 3.31 86 .09 .93

yetkinlik Kadin 32 25.44 2.98

Kollektif Gliven Erkek 56 29.20 4.68 86 1.37 .18
Kadin 32 30.66 5.05

Akademik Baski  Erkek 56 34.46 5.21 86 .49 .63
Kadin 32 35.00 4.56

Akademik Erkek 56 89.04 10.58 86 91 .36

iyimserlik Kadin 32 91.09 9.38

Sonuglar, cinsiyet degiskeninin akademik iyimserlik boyutlarinda istatiksel olarak anlamli bir fark
yaratmadigini géstermistir. Yine daha 6nceki ¢alismalar erkekler lehine akademik iyimserlik agisindan
anlamli farklar belirtmislerse de, bu calismada cinsiyet degiskeninin anlamli bir etkisi tespit edilmemistir.

Tartisma, Sonug ve Oneriler

ilk arastirma sorusu agisindan sonuglar dagitimcr liderlik uygulamalari ve akademik iyimserlik
arasinda, dagitimci liderlik uygulamalari ve kolektif yetkinlik arasinda, DLU ve kolektif gliven ile DLU ve
akademik baski arasinda istatistiksel olarak anlamli korelasyon oldugunu gostermistir.

Dagitimci liderligin dgretmenler (zerine olumlu bir etkisi vardir. Ogretmenlerin karar verme
slireglerine katihmini saglayarak ortak bir vizyon olusturmalarina, kolektif olarak sorumluluk almalarina,
egitim kurumu icerisindeki calisanlar arasinda isbirligi iliskileri olusmasina ve sadakat ve aitlik
duygularinin artmasina katkida bulunur.

Dagitimci liderlik, 6gretmenlerin gorevlerini basarili bir sekilde tamamlayacaklarina dair inanglarini
artirdig icin 6zyeterliligi artirmaktadir. Buna ek olarak dagitimci liderlik agik destekleyici ve doyurucu bir
cevre olusmasini saglayarak bir giiven kiltiiri olusmasini saglar. Moran ve Hoy (1997)'a gore glven
liderlik davranislarindan beslenebilir veya ondan dolayi zayiflatilabilir. Dagitimci liderlik ciddi ve diizenli
6grenme ortamlar yaratarak yiksek hedefler ve beklentiler olusmasini saglar (Tschannen-Moran &
Garies, 2015). Boyle bir ortamda, 6gretmenler birbirini sever, 6grenciler 6gretmenlerine saygi duyar ve
hem Ogretmenler hem de 6grenciler yliksek motivasyonlarini korurlar. Boylece akademik odaklanma
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gelistirilebilir. Bu sonug¢ daha 6nce Abdallah (2015), Chang (2011), Hasanvand vd. (2013), Kosterelioglu
(2017), Malloy (2012), ve Mascal vd. (2008) tarafindan yapilan galismalarla da uyumludur.

Mascal vd. (2008) planli dagitimci liderlik yaklasimlari ile 6gretmenlerin yiksek seviyedeki akademik
iyimserliki arasinda pozitif bir iliski oldugunu ifade etmistir. Chang (2011), 1500 Tayvanl 6gretmen ile
yaptigl ¢calismasinda, dagitimci liderligin akademik iyimserlike pozitif bir etkisi oldugunu géstermistir.
Benzer sekilde Malloy (2012) 2122 o6gretmenle yaptigl calismasinda dagitimc liderlikle akademik
iyimserlik arasinda yiiksek pozitif korelasyon oldugunu belirtmektedir. Hasanvand vd. (2013) 418 iranli
midirle yaptigi calismasinda dagitimci liderlikle akademik iyimserlik arasinda yiksek pozitif iliski
oldugunu belirtmektedir. Abdallah (2015) 480 Urdiinlii 6gretmenle yaptigi calismasinda dagrtimci
liderlikle akademik iyimserlik arasinda vylksek pozitif iliski oldugunu belirtmektedir. Son olarak
Kosterelioglu (2017) 321 Tirk 6gretmenle yaptigl ¢alismasinda dagitimei liderlik algilan ile akademik
iyimserlik algilari arasinda anlamli bir pozitif korelasyon oldugunu belirtmektedir.

ikinci arastirma sorusu baglaminda sonuglar akademik iyimserlikin en giiclii yordayicisinin mevcut
liderlik firsatlari oldugunu gosterirken; 06gretim elemanlarinin ve 6grencilerin liderlik rollerini
yordamadigini gostermistir. Analiz sonucunda Akademik iyimserlik = 63.45 + (.81 x mevcut liderlik
firsatlar) regresyon denklemine ulasiimistir. Bu sonug 6elemanlari ve 6grencilere ne kadar gok liderlik
firsati saglanirsa kurumdaki akademik iyimserlikin o kadar yiiksek olacagini gdstermektedir. Ogretim
elemanlarinin ve 6grencilerinin liderlik rollerinin akademik iyimserliki etkilemedigi bulunmus ve bu
ylizden yordayici etkileri olmadigi sonucuna varilmistir.

Ugilincii arastirma sorusu acisindan sonuglar dagrtimci liderlik boyutlar ve cinsiyet degiskeni
acisindan anlamh farkhiliklar olmadigini géstermistir. Bu sonug erkeklerin lehine anlamli farklilik oldugunu
belirten onceki calismalardan farkhihk géstermektedir. Bulgulardaki bu fark arastirmanin 6rneklem
grubundan kaynaklaniyor olabilecegini diisiindiirmektedir. Onceki calismalara dahil olan &gretmenler ilk
ve ortadgretim kademelerinde ¢alisan 6gretmenleri kapsarken bu ¢alismada Universitede egitim veren
o6gretim elemanlari dahil edilmistir. Ayrica Universite egitim ortaminin ilk ve ortadgretim ortamlarindan
farkh bir organizasyon kiiltirtine sahip oldugu goz éniinde bulundurulmalidir.

Dordiincu arastirma sorusuna yonelik yapilan analizlerin sonuglarina goére cinsiyet degiskeni
acisindan akademik iyimserlik boyutlarinda bir farkhlk gorGlmemistir. Bu sonug Universite fakilteleri
arasinda benzer bir organizasyon kultiirii olmasiyla agiklanabilir. Yine bu bulgu erkekler lehine akademik
optimizimde cinsiyet degiskeni agisindan farkhhklar oldugunu bildiren 6nceki ¢alismalardan farkhhk
gostermektedir. Aradaki bu fark ¢alisma 6rnekleminin her iki cinsiyetten 6gretim elemanlari icermesi ve
Universite ortaminda gergeklesmesi ile ilgili olabilir.

Arastirmada elde edilen bulgular sonucunda su 6neriler sunulmaktadir:
Akademik boliimlerde liderlik islevlerinin etkili planlanmas dagitimci liderlik uygulamalarini artirabilir.

Fakiilte ¢calisanlari ve 6grenciler arasinda liderlik firsatlarinin miimkiin oldugunca artirilmasi akademik
iyimserlikin artirilmasina yardimci olabilir.

Bu calismada Guizel Sanatlar Fakiiltesi, Egitim Faklltesi ve Tip Fakiltesi ile sinirli 6rneklem grubu
Universitenin tiim fakiiltelerini kapsayarak genisletilebilir.
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Introduction

Today, the most powerful and credible aspect of rapidly produced knowledge is that it is the product
of scientific thinking. The acceleration of information production also affects the organization of
information. Information generated by the same research methodology is collected under a single
discipline, and even multiple sub-disciplines are structured. Ackoff (1973) emphasizes that nature is not
organized, as it is known. While disciplines produce knowledge within their limits, they also benefit from
other disciplines. The events that cannot be solved with a single discipline make it imperative to act
together. According to Newell (2007), it should not come as a surprise that the links between the
variables of the different disciplines are close together and in an interdisciplinary science lesson the
viewpoints of social or human sciences can help students relate science to society as a human endeavor
in the social and cultural context (p.252-260). At this point, the interdisciplinary approach combines
different disciplines by providing links between them and forming a sense of a whole. For example, a
phenomenon such as population growth does not have only a mathematical dimension; it also has
psychological, geographical, economic, educational etc. dimensions to it. All these dimensions constitute
the relevant phenomena together.

According to Stein (2007), it is necessary to work in cooperation with interdisciplinary approach
instead of mastering more than one discipline. In this approach, there is a more explicit connection
between analysis and synthesis and coherence within a coordinated and coherent set of disciplines
(Choi & Pak, 2006; Drake, 2007). Moreover, the interdisciplinary approach values each discipline equally
and does not interfere with their boundaries. It is contrary to the nature of this approach that a single
discipline should be placed in the foreground, overshadowing the other fields. Crowell (1989) sees
separated information, skills, goals, evaluation, and assumption of classroom environments inadequate
in terms of new understandings. The human brain tends to perceive things as a whole and does parallel
processing. For this reason, learners need methods that will enable them to see the links between
academic subjects. The interdisciplinary approach, which collects related subjects in a single pot, also
acts as a teaching theory. Erickson (1995) described interdisciplinary teaching as organizing the contents
under a common, abstract concept. Interdisciplinary teaching is the understanding of a program that
brings together traditional subjects in a meaningful way around specific concepts and makes use of at
least two disciplines classified in different fields can be associated with each other under
interdisciplinary teaching practices (Jacops, 1989; Yildinm, 1996). In addition, the process can be
continued using various methods and strategies. The interdisciplinary teaching approach is based on the
understanding of a common relationship. According to Drake and Burns (2004), the interdisciplinary
approach helps students to understand the importance of the subject and real life situations and helps
them see the big picture. Erickson (1995, p.100) mentioned the benefits of the approach to the student
as follows:

e Reduces fragmentation of the program.

e Gives depth to teaching and learning.

e Focuses on teaching and learning.

e Enables students to participate in the active learning process.
e Enhances high-level thinking.

e Helps students to connect their knowledge.

e Addresses the important problems, issues, concepts.

e Answers for the question "Why should they learn these facts?"
e Draws on multiple learning styles.

In interdisciplinary teaching practices, students are active participants, questioning what they learn
and how they learn. When the relevant literature is examined, it can be seen that the academic success
(Akins & Akerson, 2002; Aydin & Balim, 2005; Bolat, 2016; Budak Coskun, 2009; Ciray, 2010; Girkan,
2016; Mahanin, Shahrill, Tan, & Mahadi, 2015; Ozcelik, 2015), motivation and knowledge of students
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increases (Baris, 2016; Bolat, 2016; Gero, 2017; Guthrie, Wigfiles, & Vonsecker, 2002; Giirkan, 2016;
Lattuca, Voight, & Fath, 2004), valued gains(Celik, 2016),their higher-order thinking skills (Aslantas,
2012; Bolat, 2016; Ozkdk, 2005) and their acquisition of concepts are improved (Bolat, 2016;
Giirkan,2016) and students with behavioral problems are positively affected by this process (Uray,
Cepni, &Kaymakci, 2015). Teachers may also benefit from this approach in terms of managing
educational conditions. The approach, which encourages teachers to read, investigate and interrogate
more often, provides various methods to obtain new information. This approach also expects teachers
to work collaboratively. Thus, teachers can contribute to their own development by creating ideas about
new fields. Teachers can also see the big picture themselves before students do. Eventually, they realize
that knowledge is not fragmented and they capture the feeling of integrity.

Moreover, teachers have to carry out curriculums based on their basic philosophies and approaches.
In the process of developing primary education curriculum in 2004 by the Ministry of National
Education, the idea of relating to other fields is mentioned and interdisciplinary approach is emphasized
(Demirel, 2013, p.55). In the draft for primary education curriculum of the year 2017, it is stated that: "
The content of the recent curriculum is prepared in accordance with the interdisciplinary approach,
which supports interaction among various disciplines, therefore not only the goal is indicated but also
the steps to follow presented in the curriculum'". The curriculum emphasizes directives on
interdisciplinary teaching practices, however, leaves design of the lessons to teachers. It is important to
note that in this process, pedagogical knowledge about designing and managing the teaching process of
the teachers is important because it affects course outcomes. Interdisciplinary approach generally
includes the following qualifications: (1) making the concepts understood by using the themes in the
curriculum; (2) practicing the interdisciplinary thematic activities and pedagogical methods regarding
handling the various fields simultaneously; (3) connecting certain topics and developing courses based
on them; and (4) using the knowledge of developing interdisciplinary discoveries as a part of the
teaching process and presenting contexts consisting of different topics (An, 2016). According to Vars
(1991), the planning of the interdisciplinary curriculum starts with the place the society lives in. In this
context, understanding the nature of interdisciplinary approach and having the competence to design it
is very important in terms of the practicality of the curriculum.

The opinions of teachers and preservice teachers related to interdisciplinary education of geography,
biology, social sciences and mathematics education have been examined in the field (Aladag &
Sahinkaya; 2013; Akyol, 2015; Baris, 2016; Cimen, 2002; Dervisoglu, 2003; Karakus & Aslan, 2016;
Karakus, Turhan Tirkkan, & Karakus, 2017; Sagdic & Demirkaya, 2014). However, there is a need for
determining the general situation and basic needs. The role of the teacher is crucial in terms of practice
and outcomes of the curriculum. The extent to which the approach will be adopted, effect of the
outcomes on the students and their basic needs will be revealed through teachers. Teachers need to
understand and comprehend the knowledge as a whole in accordance with the curriculum regardless of
their field of expertise. For this reason, teachers' opinions on how to apply the interdisciplinary teaching
approach, the instructional decisions that lead to this practice, the importance of the practice and its
effects on the students are very important. In this context, it was aimed to evaluate the interdisciplinary
teaching practices of teachers of social sciences, science, mathematics and Turkish courses in secondary
school education. In accordance with this objective, the following questions are sought to be answered:

1. What are teachers’ experiences regarding interdisciplinary teaching?

2. According to teachers, what are the factors that influence the practice of interdisciplinary
teaching?

3. According to the teachers, what are the characteristics of interdisciplinary teaching that are
important?

4. What are the effects of interdisciplinary teaching on students according to teachers?

5. What are the needs and expectations of teachers in interdisciplinary teaching practices?
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Method
Research Design

This study is a qualitative research employing a phenomenologic pattern and examines
interdisciplinary teaching practices based on the opinions of secondary school teachers. Qualitative
research is described as a research process that explores the why's and how's of the human and group
behaviors using qualitative data collection methods such as observation, interview and document
analysis, and that the findings are presented alone or quantitatively (Patton, 2014; Saruhan &
Ozdemirci, 2013; Yildirrm& Simsek, 2016). Phenomenological studies are a comprehensive sense of
individual/personal experiences related to a phenomenon, a situation, or a concept. In this research,
interdisciplinary relations, the factors affecting teachers' decision-making, the features that are
important to the approach, the effects on students, the needs and expectations have been emphasized
based on the opinions of teachers.

Participants

The participants were chosen according to the criterion sampling, which is a type of purposive
sampling. The main criterion is for secondary school teachers to include interdisciplinary teaching
approach in their practices. Preliminary interviews were held to determine the teachers to participate in
the study. In the context of the preliminary negotiations, 25 of the teachers said that they had
established a relationship between the courses, and three of them stated that they established the
relation between the lessons to some extent. Participants consisted of 35 teachers who worked in the
fields of Turkish, social sciences, mathematics and science in the province of Adana in the academic year
of 2016-2017. Among the participant teachers, 13 teachers worked at the schools of high socioeconomic
status, 11 teachers worked in the schools of middle-socioeconomic status, the other 11 teachers worked
in the schools of low-socioeconomic status. 12 teachers taught Turkish, five teachers taught social
sciences, nine teachers taught mathematics and the other nine taught science courses. Of them, 26
participants were females and nine of them were males. Their professional seniority ranged between
four years and 38 years at most. Their term of employment at their current workplaces varied between
one year and 24 years at most.

Data Collection Tools

The data were collected through interviews with the Demographic Features Form developed by the
researcher and the semi-structured Interdisciplinary Teaching Practices Evaluation Form consisting of six
items. In the form of demographic features, there are items about gender of the teachers, their school
names, their fields, their professional seniority, their term of employment, socio-economic level of the
schools, and the interview date.Two basic methods were followed to prepare the semi-structured
interview form. Firstly, literature review was made and questions were formed. Two academic members
from curriculum and teaching departments and one instructor specialized in the field of Turkish
language and literature checked the questions. The necessary corrections have been made as a result of
the examination. In order to clarify the questions, a pilot study was conducted with three teachers from
Turkish, mathematics and science branches and their practicality was checked; then the main study was
administered. The data obtained without the pilot study was not included in the analysis process due to
research ethics.

Data Collection

The study was conducted in April and May on appropriate dates for the teachers. A voice recorder
was used during the interviews which took place in teachers’ offices or idle classes. Views of the
teachers who did not want the recorder to be used were noted down and read to them. Interviews
generally took between 35 and 40 minutes.
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Data Analysis

The data collected through the semi-structured interview form was analyzed by content analysis
method. The answers given by the participants for each question were put together and related codes
and themes were determined. The generated categories were presented to the experts and the
agreement rates were calculated by the reliability formula; "P (Percent of Reconciliation) = [Na (Opinion
Units) / Na (Opinion Units) + Nd (Visibility Separation)] X100" which was proposed by Miles and
Huberman (1994, p.64) and the reliability value was 91.66 %. An agreement was made regarding the
codes with the field expert and finalized. Findings of the study will be presented in the form of tables,
with frequency values, and will directly be supported by the quotations. The participants were classified
by ordinal numbers and the letter "P" was used to represent them. Abbreviations such as Sn for science,
Soc.Stud. for social studies, Trk for Turkish, Mat for mathematics were used to represent each field.
(E.g., P2-Mat, P9-Trk etc.)

Results

In this section, the findings of research subgoals are presented in order.

Findings of Teaching Process Related to Establishment of Interdisciplinary Relations

The teachers who participated in the research (f=25) stated that they had established a relationship
between the courses, and (f =3) stated that they partially established the relationship between the
courses. Findings indicate that social sciences are related to Turkish, science, religion and ethics courses;
Turkish course is related to social sciences, science, art and religion and ethics courses; Mathematics
course is related to Turkish, science, art and religion and ethics courses; science course is related to
Turkish, mathematics, art and music. Below are quotations stating how teachers have provided this
relationship in the teaching process.

“I believe Turkish course is intertwined with art and science. For example, when you describe
something you draw a picture using words, as it was mentioned in Diwan Lughat al-Turk and
Atabeti’l- Hakayik in 12th century.” (P9-Trk)

“For example, we talked about the lives of the earliest Turks in the social studies class in an activity
that the successful discoveries of the Turks were included. Students easily remembered that the first
Turkish nation to adopt a sedentary life was Uyghurs. We also learned that Uyghurs used miniature
craft in their architecture.” (P5-Trk)

“When we are teaching the concept of democracy, we ask students to draw a picture depicting a
democratic environment or sing a song about specific wars in the history. We teach them songs to
sing especially on special occasions.” (P22-Soc. Scn.)

“For example, we had a topic called..hmmm ... periodic history. Each student was given a historical
scientist to make a presentation about by acting out (with their own costumes and images of these
people's works). Later on, each made a story out of their character and the best story was awarded.”
(P24-Scn)

“I can start talking by saying: "Ataturk wrote a book of geometry, did you know that? ". In science

class, | can refer to the relationship between liquid measure and volume by mentioning the fact that"
Liquids take the shape of the container they are in." etc” (P26-Math)

Findings Related to the Factors Affecting the Implementation of Interdisciplinary Instruction

Teachers' decisions about the relationship between courses often seem to be influenced by the
current curriculum (f =14). Factors such as providing effective teaching (f = 6), different course context (f
=3), student status (f = 5), teaching experience (f =2) and other (f =1) also affect teachers' decisions.
Table 1 indicates subcategories of factors that affect teachers' decisions to provide interdisciplinary
relations.
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Table 1.
Findings Related to the Factors Affecting the Implementation of Interdisciplinary Instruction.

Themes Codes

Current Curriculum curriculum content
characteristicsof the outcomes of the curriculum
the characteristics of the topic
the date when the topic is taught

syllabi

guidebooks
Providing Effective provide understanding
Teaching attracting attention

providing permanent knowledge
increasing the quility of learning
embodying abstract concepts

Student Status inability to relate
lack of knowledge
difficulty to comprehend
individual differences
interest

Different Course Context the preparation chapter for the topic
that the topic takes place in different courses
appropriateness of the topic to other fields

PR R RPRRPRPRRPRRPRPRRPRPRRPREPRLRNREPRLRELREAOD -

Teacher Experience personal experiences
teacher cooperation
Other current developments

Table 1 indicates that the teachers make interdisciplinary connections by considering curriculum
content (f=6) and outcomes (f=4) within the scope of current curriculum. Within the same frame,
characteristic (f=1) and the date of the topic (f=1), syllabi (f=1) and guidebooks (f=1) affect the decision-
making process. Examples of teachers' views on these themes and categories are given below:

“I decide to establish this relationship by following the curriculum and content of the courses.” (P2-
Math.)

“The time period in which the topic is discussed is important since other fields may also discuss the
same topic at the same time.” (P23-Trk)

“Of coiurse, | determine the courses to link based on their outcomes.” (P24-5Scn)

The same table indicates that, providing understanding (f=2), attracting attention (f=1), providing
permanent knowledge (f=1), increasing learning quality (f=1) ve embodying abstract concepts (f=1) also
affect the teachers’ decisions. Moreover, inability to relate (f=1), lack of knowledge (f=1), difficulty to

comprehend (f=1), individual differences (f=1) and interest (f=1) affect the decision of interdisciplinary
teaching as well. Teachers' opinions on related themes and sub-categories are presented below:

“I linked the topics together when | think the topic will be understood better by the students. When
the students are interested in the topic.” (P9-Trk)

“I do it to improve the quality of learning by relating abstract topics in mathematics to the topics of
other courses. | decide whether to link the topics depending on the students’ needs.”(P10-Math)

“I do it when | see that the students having difficulty in comprehending the topic.” (P11-Math)

“If | think that the students will not learn the topic when it's not associated with other courses or if |
think that the student will learn more efficiently.”(P21-Scn)

“Based on the guidebook and student differences | decide to link the topics or not.” (P25-Trk)
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”

“When | see that the students cannot relate the topic to their daily lives, | link the topics together.
(P28-Trk)

Another factor that influences teachers' interdisciplinary teaching process is the context of different
courses. This theme reveals the effect of the factors such as the preparation chapter for the topic (f=1),
that the topic takes place in different courses (f=1), and the appropriateness of the topic to other fields
(f=1) on decision-making process. Furthermore, the teachers’ decisions are affected by personal
experiences (f=1), teacher cooperation (f=1) and current developments (f=1). Some of the comments of
teachers on the relevant themes and categories are given below:

“I check to learn whether content of the topicis taught in other courses.” (P4-Soc.Scn.)

“When the topics of history, geography or science courses come up while preparing for the topic....”
(P12-Trk)

“I make my decision based on my experiences, current developments and the suitability of the topic
for other courses.” (P26-Math)

Findings on the Importance of Establishing Interdisciplinary Relationship

As shown in Table 2, participants consider interdisciplinary teaching to be important in terms of
providing effective learning (f =14) and the nature of knowledge (f =13). In addition, interdisciplinary
relations are important in terms of providing qualified teaching services (f =6), affective outcomes (f =4)
and supporting the development of cognitive skills (f = 3). In Table 2, categories of the related themes
are presented.

Table 2.
Findings on the Importance of Establishing Interdisciplinary Relationship.

Themes Codes

Effective Learning providing permanent knowledge
making the knowledge relatable to the daily life
increasing the level of readiness
facilitating understanding of the topic
raising awareness about the importance of the topic
facilitating recollection
saving time for learning
The Nature of complementary nature of the courses
Knowledge holistic structuring
course density (detailed, different etc.)
the inadequacy of one discipline
the relatable nature of knowledge
Qualified Teaching revision and consolidation of the topics
Service being able to use different methods
provision of feedback
stimulating multiple intelligences
preventing discipline problems in the classroom
Affective Outcomes attracting attention
providing fun in the lessons
increasing the love for the course
developing a positive attitude
Cognitive Skills transfering knowledge
providing multi-faceted thinking
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Table 2 shows that teachers find interdisciplinary teaching to be effective due to the reasons like
increasing the permanence of the knowledge (f=6), making knowledge relatable to the daily life (f=3),
facilitating understanding of the topic (f=1), increasing the level of readiness (f=1), raising awareness
about the topic (f=1), facilitating recollection (f=1), and saving time for learning (f=1). Below are the
teachers’ statements regarding this point:

“Different courses should be associated with one another. For example, the topic of scales in social
sciences can be related to the the topic of ratio in mathematics. Students, then, can relate
mathematics to real life. ” (P10-Math)

“l find it very important in terms of getting feedback from the students and preparing them for the
topics in other courses. This helps accelerate the learning process” (P17-Scn)

“Yes, | find it important. Students seem to understand the importance of the topic better in that way.
They can make connections between the courses and remember what the other teacher said about
the topic.”(P18-Scn)

“Yes, | find it important. In order to make our courses more effective and lasting, we need to
associate them with different courses. Permanent learning is achieved when outcomes of different
courses correspond to one another.” (P28-Trk)

These statements are generally about the fit between the nature of knowledge and interdisciplinary
teaching. In this theme, complementary nature of the courses (f=5) and holistic structuring of knowledge
(f=4), course density (detailed, different) (f=2), the inadequacy of one discipline (f=1) and the relatable
nature of knowledge (f=1) were emphasized. Below are statements of teacher opinions that support
these findings:

“Interdisciplinary teaching is a necessity for social sciences. It is often unsatisfying to try to solve a
problem from the aspect of only one discipline.” (P16-Trk)

“Yes, | find it important. It is important that mathematics is related to courses like chemistry, biology
and science, and that they cannot be considered separate from each other.”(P26-Math)

According to the teachers, the interdisciplinary teaching practices are based on revision and
consolidation of the topics (f=2), being able to use different methods (f=1), provision feedback (f=1),
stimulating the multiple intelligences (f =1) and preventing discipline problems in class (f =1). Some of
the statements are as follows:

“It is a very effective way to teach since in this way the courses support and provide revision for each
other.” (P1-Soc. Scn.)

“Yeah. The student is, thus, able to acquire knowledge in a holistic way and realize that that
knowledge serves in every aspect of life.” (P23-Trk)

Table 2 indicates that interdisciplinary teaching approach is important because of its affective
contributions. In this sense, the teachers cited the reasons such as its being interesting (f = 1), providing
fun in the lessons (f = 1), increasing the love for the course (f = 1) and causing an interest for other
courses (f =1) to emphasize the importance of interdisciplinary teaching approach. Moreover, in terms
of developing mental skills by making a transfer of knowledge among courses (f=2) and versatile thinking
(f =1). Some excerpts from the views of the teachers on the relevant themes and categories are
presented:

“This way, students have a chance to make use of their knowledge in other courses.” (P15-Math)

“Yeah, it is especially important for science. Science itself is related to many lessons because of life
itself. When these relations are noticed, the whole structure will be realized. | also believe that when
students are involved in different areas of intelligence, learning can take place in every individual. The
discipline problems in the classroom is reduced and lessons are more fun, so even the students with
low grades like the lessons.” (P24-Scn)
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Findings on the Effects of Interdisciplinary Instruction on Students

The teachers who participated in the study stated that the most effective factor of interdisciplinary
teaching on students was the affective factors (f=29). The teachers also stated that the application of
interdisciplinary teaching provides learners with effective learning (f=24). As a result of teachers’
observations, improving students’ thinking skills (f=8) student context (f=1) and recognition and shaping
(f=1) themes were also constructed. It was also mentioned that general role of the approach (f=4) has a
positive effect on the students. Table 3 below presents categories of related themes.

Table 3.
Findings regarding the Effects of Interdisciplinary Teaching on Students.

Themes Codes f

~

Affective Factor appealing to students
students realize the necessity and functionality of
knowledge
it increases self-confidence
preventing boredom in the class
stimulating positive feelings ( happiness, satisfaction etc.)
stimulating students’ interests
stimulating students curiosity
stimulating students’excitement
stimulating students’ motivations
raising awareness in making students realize the
connection between the knowledge
internalizing knowledge
Effective Learning increases the permanence of knowledge
encouraging active participation
makes recollection of knowledge easier
embodying the knowledge
increases learning level
guiding students towards research and observation
consolidation of knowledge
students get detailed knowledge
making learning easier
providing understanding
providing students with a chance to express themselves
in different fields
encouraging student success
Development of Cognitive encourages high-level of thinking
Skills relating to real life
providing different perspectives
General Role of the Approach topic gains importance/value
courses are not routinized
suuporting the STEM approach
Student Context individual differences
Recognition and Shaping determining and fulfil the students’ needs

w
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Table 3 shows affective effects of interdisciplinary teaching observed by the teachers. The teacher
participants mention their observations by saying appealing to the students (f=7), students realize the
necessity and functionality of knowledge (f=3), it increases self-confidence (f=3), preventing boredom in
the class (f=3), stimulating positive feelings (happiness, satisfaction etc.) (f=3). The teachers talk about
students’ feelings such as stimulating students’ curiosity (f=2) and motivation (f=3). In addition, feeling
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motivated (f=1), being surprised to see the relation between knowledge (f=1), internalizing the topic (f=1)
and feeling satisfied (f=1). Here are some statements of teachers that support these findings:

“Of course it affects the learning process positively. When | say " You should know this from X
course." and they immediately answer "Yes, we remember." At that moment | give the floor to them
to let them show what they know about the topic.” (P8-Trk)

“The student who makes a connection with different courses are surprised at first....” (P10-Mat)

“..It’s a different kind of excitement for them (students). They follow the lessons more eagerly” (P12-
Trk)

“Students are clearly more interested in courses and they have fun during lessons...” (P24-5cn)

Table 3 also indicates the positive effects of interdisciplinary teaching practice by increasing the
permanence of knowledge (f=5), encouraging the active participation (f=4), making recollection of
knowledge easier (f=3), embodying the knowledge (f=2), increasing level of learning (f=2), guiding
students towards research and observation (f=1), consolidation of knowledge (f=1), making learning
easier (f=1), providing understanding (f=1), and providing students with a chance to express themselves
in different fields (f=1). Here are some teacher statements about relevant categories:

“I think positively of this approach since it makes students participate in these lessons. This affects
learning positively.” (P6-Math)

“..Students remember the topics from different courses” (P19-Soc. Scn.)

“The student can learn the topics in detail from different aspects. For example, when we are talking
about marble art, students say that they do it in their art class. Science and technology theme can be

related to the science course and in this way students get more curious about the topics like space
and robotics.” (P23-Trk)

“I'm a teacher of a verbal course. And if there are students who are predisposed to artistic content

such as painting, music, etc., learning becomes permanent for them.” (P25-Trk)

“.. The most important and positive outcome to me is that interest and success rate of the students

with low GPA, even the ones with discipline problems, increase.” (P24-5cn)

Teachers stated that interdisciplinary teaching practices provide students with high level of thinking

skills (f=4) different perspectives (f =2) and perspective to relate the topics to their everyday life (f=2).

Some of the opinions of teachers regarding the related themes and categories are as follows:

“... students gain different point of views” (P1-Soc.Scn.)

“I believe students are positively affected (by interdisciplinary approach). The students see their

deficiencies in different courses and work on them... In this way we support student creativity and

production.” (P21-Scn)

Participants also mentioned some of the qualities of interdisciplinary approach such as the topic
gains importance/value (f =2), courses are not routinized (f=1) and supporting the STEM approach (f =1).
Moreover, since the effect of the application changes according to the individual differences (f=1), it is
mentioned that it is possible to detect and eliminate the deficiencies of students with this approach (f
=1). Some of these findings are as follows:

“This approach pioneered some of the international educational approaches such as STEM...” (P21-
Scn)

“It mostly depends on the student readiness...” (P26-Math)

“..and the student understands that what we teach is important...” (P28-Trk)

Findings of Teachers' Needs and Expectations for Interdisciplinary Teaching

The teachers who participated in the research indicated that they need the factors under the titles of
effective teaching design (f =25), teacher competence (f =23) and current curriculum (f=21) in order to
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implement interdisciplinary teaching practices. Moreover, teachers stated that student context (f=8) and
expectations from the MEB (Ministry of National Education) (f= 2) are among the needs and
expectations.Table 4 shows the related themes and categories with their frequency values.

Table 4.
Findings regarding Teacher Needs and Expectations about Interdisciplinary Practices.

-~

Themes Codes

[EEN
N

Effective Teaching Design interdisciplinary teaching sources
sufficient time
interdisciplinary curriculum/plan
sample activities
appropriate physical conditions
technology/ the internet support
coursebooks and workbooks

Teacher Competence cooperation/coordination among teachers
preparing for lessons
having the content knowledge and skills
related to other subjects
emotional preperation ( discipline, curiosity,
ambition etc.)
inservice training
ability to cope with the problems
student recognition activities

Current Curriculum  Content coordination among topics
joint topics and themes
integrated curriculum
clearness of the boundaries of topics

Outcomes joint outcomes
simple and clear outcomes
annual plan divided in to units
the fit between contents and outcomes
outcomes of other courses
Curriculum reduction of curriculum load

curriculum update
flexibility of the curriculum

Student Context enhancement of students’ thinking skills
to attract students’ attention
reduction of the number of students
attendance of students
forming grades
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The Role of MEB (the Ministry of for MEB to give more importance to this
Education) matter
preparing a content foreba (educational 1

information network) training portal

Table 4 shows that the most frequently stated needs and expectations of teachers, which are;
interdisciplinary teaching sources (f=12), cooperation/coordination among teachers (f=9) and sufficient
time (f=7), respectively. Some of the opinions of teachers regarding these themes are as follows

“I personally need the cooperation, observations and suggestions of other teachers to do
interdisciplinary teaching.” (P8-Trk)

“Because of the ten-minute breaks we need additional time.” (P9-Trk)
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“We need sufficient amount of time for interdsciplinary practices.” (P11-Math)

“All kinds of documentaries, CDs and magazines should be sent to schools and these should be
included in the course outcomes.” (P17-Scn)

“Lessons and workbooks should be prepared to support interdisciplinary studies. Books should be
enriched by such (interdisciplinary) activities.” (P21-Scn)

Other needs that teachers pointed out were preparing interdisciplinary curriculum/plan (f=2), sample
activities (f=1), appropriate physical conditions (f=1), technology/the Internet support (f=1), and
coursebooks and workbooks (f=1). Table 4 shows that there are a number of situations in which teachers
want to gain competence. Teachers are in need of preparation for lessons (f=4), having the content
knowledge and skills related to other subjects (f=4), emotional preparation (having discipline, curiosity
and ambition) (f=1), inservice training (f=1), ability to cope with problems (f=1), student recognition
activities (f=1). Some of the opinions of teachers regarding these themes and categories are as follows:

“We need to know the skills and knowledge that we are going to teach and make connections
between them.” (P2-Math)

“I personally need the syllabi of the courses to see their outcomes and match mine with them.” (P11-
Math)

“It is a must to come prepared for the lesson. If | know what to discuss then | would know what |
would relate to which course. Better to have the necessary materials under my hand. Sometimes |
forget to say things and it may take me some time to get fully prepared for the lesson. For example,
this year | made a connection that | have never done before. A text in our book is written by
Selahattin Eyuboglu and also mentions his brother Bedri Rahmi Eyuboglu. | was going to tell the kids
that he was a painter and a poet, they said: "We saw his paintings in visual arts class." For the first
time we made a relationship with a different course.” (P5-Trk)

“First of all our own background knowledge is very effective. Apart from this, we need the Internet for
the transfer of information and images..” (P13-Trk)

“We actually need to receive training on this matter.” (P22-Soc. Scn.)

The teachers stated some of their expectations regarding the role of interdisciplinary teaching in the
current curriculum. They made an emphasis on the content and outcomes of the curriculum. In
particular, teachers have touched on the needs of the curriculum related to the content of the program
in terms of coordination among topics (f=4), joint topics and themes (f=3), integrated curriculum (f =2)
and the clearness of the boundaries of the subjects (f=1). In terms of outcomes, determination of joint
outcomes(f=3), simple and clear outcomes (f=2), the annual plan divided into units (f =1), the fit between
contents and outcomes (f =1) are needed. In addition, reduction of curriculum load (f=3), curriculum
update (f=1) and flexibility of the curriculum are among the expectations of the teachers. The following
are the statements of the teachers regarding these categories:

“There is a need for co-operative studies of common outcomes for each classroom level. Lesson plans
can be used for this purpose.” (P4-Soc.Scn.)

“Outcomes should be determined and then they should be presented in an appropriate content in line
with the other disciplines.” (P15-Math)

“I need boundaries regarding a specific topic in relevant courses. Because a topic or unit in the
science course can also be taught in social studies. It can also be taught in geography. The problem
will be solved if | know what the topic covers.” (P17-5cn)

‘....and it should be updated so as to help teachers.” (P21- Scn)

“The number of outcomes must be reduced. In addition, activities should be prepared in this regard,
which is a time-consuming process. There should certainly be resources for interdisciplinary activities
each branch.” (P24-Scn)

“In mathematics, the current topic should be in line with the other branches. Especially for the science
course ...” (P26-Math)
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Table 4 also shows that the teachers have expectations related to the students. It indicates the
expectations of strengthening the students' thinking skills (f=4), attracting students’ attention (f=1),
reduction of the number of students (f=1), attendance of students (f=1) and forming of grades (f=1) as
well. In addition, the teachers need MEB to give more importance to this matter (f=1) and prepare a
content for EBA training portal (f=1) .The statements of the teachers regarding these categories are
given below.

“The formation of level classes or the simplification of the topics would make it easier for us to
practice this approach.” (P11-Math)

“No student studies at home, does homework or questions anything. We should be able to raise
individuals who read books, come to school prepared, analyze and synthesize.” (P18-Scn)

“Ministry of National Education needs to sort this situation out... Teachers need to take their jobs
more seriously and do what needs to be done regarding this matter. ... Educational content such as
EBA should be added to the training portals in which we can conduct interdisciplinary studies.”(P21-
Scn)

Discussion, Conclusion & Implementation

Curricula are the most powerful guidebooks for teachers to manage learning processes. Each
curriculum has a general philosophy and an approach to put this philosophy into practice. Teachers are
expected to help students gain relevant behaviors within the boundaries of the curriculum. The findings
of this study show that design of interdisciplinary teaching process have been based on current
curriculum. Current curriculum, the purpose of effective instruction, student characteristic, context of
the courses and the experiences of the teachers affect teachers’ decisions about interdisciplinary
teaching practices. These results coincide with the results of the study of Karakus et al. (2016), which
showed that the teachers paid attention to "the fit among topics, courses, curriculum and students
together with the cooperation among teachers" to be able to make use of the interdisciplinary
approach. Ultimately, these results indicate that the effective implementation of interdisciplinary
teaching is mainly based on the factors of curriculum, teacher and student.

Findings of the research show that connection among courses is not limited to only one discipline.
That is, courses of physical and social sciences, or Turkish and mathematics can be related to one
another. Similarly, Karakus et al. (2017), found in their study which was aimed to determine the views of
science and mathematics teachers towards interdisciplinary approach that mathematics and physical
science courses could be related to the courses of "social studies, Turkish, visual arts, history,
geography, physical education, music, technology and design". This indicates that teachers do not
employ a traditional viewpoint of conducting their lessons; instead, they try to determine the
connections between courses. Giineyli, Ozder, Konedrali and Arsan (2010) found that correlations of
mathematics, social sciences, science, English and music lessons are remarkable in their study in which
they try to determine the relation between students' achievements in Turkish lessons and other lessons.
They emphasized the importance to discuss the understanding of dividing the courses into two
categories as numerical and verbal and elimination of this distinction. Therefore, all these results reveal
that it is possible to link social or physical sciences subjects to each other with the help of
interdisciplinary teaching.

With interdisciplinary approach, students improve their individual understanding skills according to
constructivism (Marshall, 2005; Wood, 2009, p.7). Moreover, in this process, the student will not feel
confined to the way of thinking of a specific discipline, but will perceive disciplinary information as a
means of reaching their own goals or solving problems they encounter (Yildirim, 1996). In the research,
interdisciplinary teaching approach is considered important by the teachers because it increases the
permanence of knowledge, facilitates recollection and understanding, enhances effective participation,
increases the level of learning and relates to the daily life, stimulates multiple intelligences and positive
attitudes, provides teachers with different teaching methods and improves thinking skills of students.
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Because of the complementary nature of the lessons and the holistic view of knowledge have increased
the importance of the approach in the teachers' eyes. This also provides students with repetition of the
topics. The results of this research are in line with the study of Karakus et al. (2017) in which teachers
found interdisciplinary teaching useful in terms of "facilitating learning, relating the topics to real life,
consolidation of the topics, increasing permanence of knowledge, providing effective use of time,
facilitating classroom management, and holistic understanding of the topics". In this case, it can be said
that the teachers' observations about the effect of interdisciplinary teaching on learning are positive and
these results also overlap with the theoretical basis.

The interdisciplinary teaching approach is crucial in revitalizing the teaching environment, ensuring
that students use their creativity and, most importantly, encouraging them to become involved in class
(Aybek, 2001). According to Jensen (2006, p.71), the cognitive aspects of individuals are often more
noticeable. Moreover, most of the learning behaviors are related to affective domain. Teachers believe
that interdisciplinary teaching supports students' cognitive and affective developments, enhances their
self-esteem, motivation and creativity, makes them feel happy, satisfied and provides them with multi-
faceted thinking. The studies of Yarimca (2010), Baris (2016) Karakus et al. (2017) also support these
results. In addition, the interdisciplinary learning approach encourages the understanding of STEM
concepts (Asghar, Ellington, Rice, Johnson, & Prime, 2012). In this study, it was emphasized that
interdisciplinary teaching practices pioneer international education approaches such as STEM. This
result shows that these two approaches are linked to each other.

It is possible to say that there are a number of needs and expectations of teachers in interdisciplinary
teaching practices, as in many other teaching processes. For one thing, interdisciplinary teaching
practices require a long time to work (Wood, 2009, p.14). In a study conducted jointly by Santau and
Ritter (2013), the research-based interdisciplinary teaching approach revealed that the subject areas
could not reinforce teachers' management skills due to lack of resources. Likewise, in the studies of
Dervisoglu (2013) and Akyol (2015), teachers' lack of knowledge related to the approach, lack of time,
intensive content of the approach, lack of cooperation among the groups and lack of hardware in
schools were listed as limitations. In this research, it has been determined that teachers need adequate
teaching resources, adequate time, technological support and suitable classroom environments.
Teachers want to have sufficient knowledge and skills of the different courses to be able to make
connections between them. They also want to prepare appropriate lesson plans and to collaborate with
other teachers. In their study, Yeung and Lam (2007) pointed out that teachers needed much more
professional input on program integration to achieve their goal of providing quality integrated
programs. Similarly, Karakus et al. (2016) pointed out that for interdisciplinary teaching, teachers
needed appropriate curriculum, setting and materials to be able to practice interdisciplinary approach.
These results show that interdisciplinary teaching practices can be carried out more effectively through
programs that are more explicitly prepared. The interdisciplinary teaching approach in our country took
place in 2005 primary education curriculums. However, this approach has not been tailored to
appropriate teaching designs, and has been left to the qualifications of teachers. Tasdemir and Tasdemir
(2011) also emphasized that the curriculum encouraged the interdisciplinary relations, but it was not
organized according to the requirements of this approach. For this reason, teachers may have certain
expectations regarding this matter. Another issue is that the content of the current curriculum cannot
be adequately elaborated in the context of interdisciplinary connections. The amount of the content
load of the current curriculum is perceived as an obstacle for the approach to be able to put into
practice, which leads teachers to have specific demands and expectations.

The interdisciplinary teaching approach has many features that will benefit students. It is necessary
to encourage students' thinking skills in the interdisciplinary approach-based teaching process (Budak
Coskun, 2008; Lattuca et al. 2004). Ozgelik (2015) also suggested that long-term practices should be
made in the development of high-level skills involving problem solving. In this research, teachers clearly
stated that they need activities to improve students' thinking competence. This approach is closely
related to reasoning skill, since it is based on making and understanding connections. Making
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connections is closely related to the thinking processes and requires higher mentation than recitation.
For this reason, teachers may need activities throughout the program to enhance students' level of
reasoning. In the context of all these results, the following suggestions have been developed:

o By clarifying the outcomes and topics of the current curriculum, relevant curriculum can be designed
and updated accordingly.

e Course books including interdisciplinary teaching practices can be prepared to support the practice
of teachers.

e MEB can evaluate the courses and course books in terms of suitability to interdisciplinary teaching
and make timed calls for preparations of relevant curriculum.

e MEB can meet the schools’ material needs and organize appropriate learning settings so that
interdisciplinary teaching approach and other teaching practices supports can be carried out
effectively.

e In-service training seminars on how to practice interdisciplinary teaching based on co-operation can
be prepared for teachers.

e In terms of undergraduate education, training related to the planning, practicing and evaluating the
interdisciplinary approach can be provided for teachers.
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Tiirkge Siiriim

Girig

Gunumuzde hizla Gretilen bilginin en giiglii ve inandirici yonia bilimsel disiincenin Grini olmasidir.
Bilgi Uretiminin hiz kazanmasi bilgilerin organizasyonunu da etkilemektedir. Ayni arastirma
metodolojisiyle Uretilmis bilgiler tek disiplin ¢atisi altinda toplanmakta hatta birden ¢ok alt disiplin
alanlari yapilandirilimaktadir. Ackoff (1973) disiplinleri dosyalama kategorilerine benzetmekte ve doganin
onun hakkindaki bilinenler gibi diizenlenmedigini vurgulamaktadir. Ancak disiplinler kendi sinirlarinda
bilgilerini Uretirken diger disiplinlerden de yararlanma durumundadir. Clinkii tek bir disiplinle
¢oziilemeyecek olaylar birlikte hareket etmeyi hali hazirda zorunlu kilmaktadir. Newell’e (2007) gore,
farkh disiplinlerin degiskenleri arasindaki baglarin birbirine yakin olmasi sasirtici goriilmemelidir.
Disiplinler arasi bir Fen dersinde, sosyal ya da beseri bilimlerin bakis agilariyla 6grencilerin bilimi bir insan
cabasi olarak gormelerine yardimci olunabilmektedir (pp.252-260). Bu noktada disiplinler arasi yaklasim
farkh disiplinleri, aralarinda baglanti saglayarak birlestirmekte, olgularin degiskenlerini bltin olarak
hissettirmektedir. Ornegin, niifus artisi gibi bir olgunun sadece matematiksel boyutu yoktur; ayrica
psikolojik, cografik, ekonomik, egitimsel vb. boyutlari da vardir. Tiim bu boyutlar ilgili olgunun evrendeki
boslugunu birlikte tamamlamaktadirlar.

Stein’e (2007) goére, birden fazla disipline hakim olmak yerine disiplinler arasi yaklagimla isbirligi
icinde ¢alismak ¢ok daha 6nemlidir. Boylece disiplinler arasinda koordineli ve tutarh bir bitiin oldugu igin
analiz, sentez ve uyum agisindan daha belirgin bir baglanti kurulabilir (Choi & Pak, 2006; Drake, 2007,
p.36). Disiplinler arasi yaklasim her disipline esit derecede deger vermektedir ve disiplinlerin sinirlarina
mudahale etmemektedir. Tek bir disiplinin diger konu alani ya da alanlarini goélgede birakacak sekilde 6n
plana g¢ikartilmasi bu yaklagimin dogasina aykiridir. Crowell (1989) birbirlerinden ayrilmis bilgileri,
becerileri, hedefleri, degerlendirmeyi ve sinif ortamlarini varsaymayi yeni anlayislar agisindan yetersiz
gérmektedir. insan zihni gérdiklerini biitiin olarak algilama ve bilgileri paralel isleme egilimindedir. Bu
nedenle 6grenenlerin akademik konular arasindaki bagi gormelerini saglayacak yontemlere ihtiyaclari
vardir. Disiplinler arasi yaklasim bu noktada uygulamalariyla devreye girmektedir. Birbirleriyle iliskili
konulari tek bir potada toplayan disiplinler arasi yaklasim, 6gretim kurami olma gibi bir isleve de sahiptir.
Erickson (1995, p.96) disiplinler arasi 6gretimi icerigin ortak, soyut bir kavram altinda 6rgitlenmesi
seklinde ifade etmistir. Disiplinler arasi 6gretim geleneksel konu alanlarini belirli kavramlar etrafinda
anlamli bir bicimde bir araya getiren, birden fazla disiplinin ydontem ve bilgisinden yararlanan program
anlayisidir (Jacops, 1989, p.8; Yildirim, 1996). Disiplinler arasi 6gretim uygulamalariyla farkli bilim
dallarinda siniflandirilmis en az iki disiplin iliskilendirilebilir. Ayrica, cesitli yontem ve stratejiler
kullanilarak siire¢ devam ettirilebilir. Disiplinler arasi 6gretim yaklasimi ortak iliskiyi anlama cabasina
dayanir. Drake ve Burns’e (2004, p.94) gore de, disiplinler arasi yaklasimla 6grencilerin konunun 6nemini
ve gercek yasamla ilgili durumlari anlamalari saglanmakta ve bu durumlarin biyilik resmini gérmelerine
yardimci olunmaktadir. Erickson (1995, p.100), yaklasimin 6grenci agisindan faydalarina su sekilde
deginmistir:

e Programin pargalanmasini azaltir.

e Ogretme ve 6grenmeye derinlik saglar.

o Ogretme ve 6grenmeye odaklanmayi saglar.

o Ogrencilerin aktif grenme siirecine katilimini saglar.

o Ust diizey diisinmeye meydan okur.

o Ogrencilerin bilgiyi baglamasina yardimci olur.

e Onemli problemlere, meselelere, kavramlara adres gosterir.

e “Neden bu olgulari 6grenmeli?” sorusuna cevap vermeyi zorlar.
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o Coklu 6grenme stillerini tGzerine geker.

Disiplinler arasi 6gretim uygulamalarinda 6grenciler siiregte aktiftirler, sorgular, anlar, ne 6grendigini
ve nasil 6grendigini de fark edebilirler. ilgili literatiir incelendiginde, disiplinler arasi 6gretim
uygulamalariyla yapilan galismalar 06grencilerin akademik basarilarinda ve bilgilerinde yiikselme
oldugunu (Akins & Akerson, 2002; Aydin & Balim, 2005; Bolat, 2016; Budak Coskun, 2009; Ciray, 2010;
Girkan, 2016;Mahanin, Shahrill, Tan, & Mahadi, 2015; Ozgelik, 2015), motivasyonlarinin ve ilgilerinin
arttigini (Baris, 2016; Bolat, 2016; Gero, 2017; Guthrie, Wigfiles, & Vonsecker, 2002; Girkan, 2016;
Lattuca, Voight, & Fath, 2004), deger kazanimlarinin saglandigini (Celik, 2016), Ust diizey disiinme
becerilerinin gelistigini (Aslantas, 2012; Bolat, 2016; Ozkok, 2005), kavramlari kazanmalarinin
saglandigini (Bolat, 2016; Girkan,2016) ve davranis problemi gosterenlerin de silregten olumlu
etkilendigini (Urey, Cepni, & Kaymakgl, 2015) gdstermektedir. Ayrica disiplinler arasi 6gretim dgrenci
lizerindeki faydalari yaninda 6gretmelere de egitim durumlarini organize etmede katki saglayabilir.
Ogretmenleri daha ¢ok okumaya, arastirmaya ve sorgulamaya sevk eder, isbirligi icinde calismaya
yonlendirir. Béylece 6gretmenler yeni alanlar hakkinda dislinceler gelistirerek kendi gelisimlerine katki
getirebilirler. Ogretmenler dgrencilerin baglantilari kurmalarini saglamadan énce ortak noktayi kendileri
de gorebilirler. Nihayetinde, bilgilerin evrende bagimsiz olmadigini fark ederler ve biitlinlik hissiyatini
yakalarlar.

Bilindigi lizere 6gretmenler 6gretim programlarini, temel felsefelerine ve yaklasimlarina bagh kalarak
ylriitmek zorundadirlar. Ulkemizde 2004 yilinda MEB tarafindan benimsenen ilkégretim programlarini
gelistirme siirecinde diger alanlarla baglanti kurulmasi diisiincesi yer almaktadir; bdylece disiplinler arasi
yaklasim vurgulanmak istenmektedir (Demirel, 2013, p.55). 2017 vyilh ilkégretim programlari
incelendiginde disiplinler arasi 6gretim uygulamalarina “Farkli disiplinlerin bir arada oldugu ama
nihayetin sadece bu disiplinlerin toplamindan ibaret olmadigi, kendi niteliklerini tasiyan bir “bitin”e
sahip ve ayni zamanda disiplinler arasi etkilesimin acgik oldugu bir yaklasimla sadece hedefi degil, yolu da
insa eden bir igerikle 6gretim programlari hazirlanmistir” ifadesiyle devam edilecegi anlasiimaktadir.
Ogretim programlari dgretmenlere disiplinler arasi 6gretim uygulamalari konusunda ydnergelerle
vurgulamalar yapmakta, ancak tasarimi 6gretmenlere birakmaktadir. Bilindigi Uzere bu silregte
ogretmenlerin yaklagimla ilgili 6gretim slirecini tasarlama ve ydnetmeye donik pedagojik bilgileri
ogrenci ciktilarini etkileyeceginden 6nemlidir. Genel olarak disiplinler arasi yaklasimin pedagojik bilgisi,
(1) program sinirlari gercevesinde temalari kullanarak kavramlarin anlasiimasini iceren dislinceyle
calisma, (2) birden fazla konu alanlarini eszamanl ele almaya yonelik pedagojik yontemler ve disiplinler
arasi tematik etkinlikleri uygulama, (3) belirli konular arasinda bilgi baglantilarini tanimlama ve bu
baglantilara dayali dersler gelistirme, (4) disiplinler arasi kesiflerin 6gretim stirecinin bir pargasi olarak
nasil gelistirilebilecegi bilgisini kullanma ve birden fazla konudan olusan baglamlari sunma gibi
yeterlilikleri kapsamaktadir (An, 2016). Vars’a (1991) gore, disiplinler arasi programin tasarim sireci
6grencilerin ya da toplumun yasadigi yerle baslamaktadir. Bu baglamda, 6gretmenlerin disiplinler arasi
o6gretim yaklasiminin dogasini anlamalari 6nceliklidir ve tasarlama vyeterliliklerine sahip olmalar
programlarin uygulanabilirligi agisindan gereklidir.

Ulusal alan yazin tarandiginda, ara disiplin egitimi, disiplinler arasi Cografya, Biyoloji, Sosyal ve
Matematik 6gretimine iliskin 6gretmen ve adaylarinin goéruslerinin incelendigi (Aladag & Sahinkaya;
2013; Akyol, 2015; Baris, 2016; Cimen, 2002; Dervisoglu, 2003; Karakus & Aslan, 2016; Karakus, Turhan
Tirkkan, & Karakus, 2017; Sagdic & Demirkaya, 2014) gorilmektedir. Ancak, genel durumun ve temel
ihtiyaclarin ortaya konulmasi agisindan giclendiriimeye gerek oldugu anlasilmaktadir. Bir programdaki
temel 06gretim vyaklasimlarina uygun hareket edilmesinde ve amacglarin 6grenciler tarafindan
kazanilmasinda &gretmenlerin goérevleri buyiktir. Ogretmenlerden program geregince hangi alan
yeterliliklerine sahip olursa olsunlar bilgiyi biitlin olarak ele almalari ve kavratmalari beklenmektedir. Bu
nedenle, 6gretmenlerin disiplinler arasi 6gretim yaklasimini nasil uyguladigi, bu uygulamaya yapmayi
yonlendiren Ogretimsel kararlari, uygulamanin 6énemine ve Ogrenciler Ulzerindeki etkilerine yonelik
gorusleri blylk 6nem arz etmektedir. Bu baglamda, arastirmada ortaokulda gorev yapan Sosyal Bilgiler,
Fen Bilimleri, Matematik ve Tirkce 06gretmenlerinin disiplinler arasi 6gretim yaklasimina iliskin
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uygulamalarinin degerlendirilmesi amaglanmistir. Bu genel amag dogrultusunda asagidaki sorulara cevap
aranmigtir:

Ogretmenlerin disiplinler arasi 6gretime iliskin deneyimleri nelerdir?

Ogretmenlere gore disiplinler arasi 6gretimin yapilmasini etkileyen faktérler nelerdir?
Ogretmenlere gore disiplin arasi 6gretimi dnemli kilan dzellikleri nelerdir?

Ogretmenlere gére disiplinler arasi 6gretimin dgrenciler Gzerindeki etkileri nelerdir?

vk w e

Disiplinler arasi 6gretim uygulamalarinda 6gretmenlerin ihtiyaglari ve beklentileri nelerdir?

Yontem

Arastirmanin Deseni

Bu calisma, ortaokul 6gretmenlerinin disiplinler arasi 6gretim uygulamalarina iliskin gorislerini
inceleyen olgu bilim desenine gore gerceklestirilmis nitel bir arastirmadir. Nitel arastirma goézlem,
gorisme ve dokiiman analizi gibi nitel veri toplama yontemlerinin kullanildigi, bulgularinin tek baslarina
veya nicel olarak sunuldugu, insan ve grup davranislarinin nedenlerini ve nasilini anlamaya yonelik bir
arastirma siireci olarak agiklanmaktadir (Patton, 2014; p.5; Saruhan & Ozdemirci, 2013, p.300; Yildirm &
Simsek, 2016, p. 41). Olgu bilim arastirmalari ise bireylerin kendi bakis agisindan bir fenomen, bir durum
veya kavramla ilgili yasanmis deneyimlerin ortak anlamini tanimlamaktadir (Creswell, 2016, p.77; Lester,
1999). Bu arastirmada da, o6gretmenlerin algilarina gore disiplinler arasi 6gretim deneyimlerinin
belirlenmesi lzerinde durulmustur. Bu kapsamda disiplinler arasi 6gretimin nasil uygulandigi, 6nemli
gorilen o6zellikleri, 6grenci Gzerindeki etkileri, hangi faktorlerden etkilendigi, nelere ihtiyac yarattigi ve
hangi beklentileri olusturdugunun ortaya cikartilmasina calisiimistir.

Katilimcilar

Arastirmada katilimcilar, amagsal 6rnekleme yontemlerinden olglit drnekleme yoluyla segilmistir.
Ortaokul 6gretmenlerinin disiplinler arasi 6gretim uygulamalarina yer vermeleri temel olgit olarak
belirlenmistir. Arastirmaya katilacak 6gretmenlerin belirlenmesi igin 6n gorismeler gergeklestirilmistir.
On goériismeler baglaminda &gretmenlerden 25’i dersler arasinda iliski kurdugunu, Ugl ise dersler
arasinda iliskiyi kismen kurdugunu ifade etmistir. Bu baglamda katilimcilar, 2016-2017 egitim 6gretim yih
bahar dénemi Adana ilinde 13’0 Gst, 11’i orta, 11’i alt sosyo ekonomik yapili okullar olmak lizere Tirkge,
Sosyal Bilgiler, Matematik ve Fen Bilimleri alanlarinda gérev yapan 35 6gretmenden olusmustur. Bu
o6gretmenlerin 12’si Tlrkge, besi Sosyal Bilgiler, dokuzu Matematik, dokuzu Fen Bilimleri alanlarinda
gorev yapmaktadir. Katilimcr 6gretmenlerin 26’si kadin, dokuzu erkektir ve mesleki kidemleri en az dort
yil ile en fazla 38 yil araliginda; gorev yaptiklari okullardaki calisma siireleri ise en az bir yil ile en fazla 24
yil araliginda degisim gostermektedir.

Veri Toplama Araglari

Arastirmada veri toplama araci olarak arastirmaci tarafindan gelistirilen “Demografik Ozellikler
Formu” ve arastirma alt amaclarini kapsayan alti soruluk yari yapilandiriimis “Disiplinler Arasi Ogretim
Uygulamalari Degerlendirme Formu” kullanilmis, veriler gorisme yoluyla toplanmistir. Demografik
ozellikler formunda 6gretmenlerincinsiyetleri, okul isimleri, okulun sosyo ekonomik diizeyi, branslari,
mesleki kidemleri, gorev yaptiklari okullardaki calisma sireleri ve goérisme tarihi hakkinda bilgi
edinmeye yonelik maddeler yer almistir. Yari yapilandiriimis gérisme formunun hazirlanmasi igin iki
temel yol takip edilmistir. Oncelikle literatiir taramasi yapilarak taslak sorular olusturulmustur.
Hazirlanan sorular konu alani agisindan egitim programlari ve 6gretim alanindan iki 6gretim Gyesine, dil
ve anlatim vyeterliligi acgisindan da Tiurk dili ve edebiyati alan uzmani bir 6gretim gorevlisine
inceletilmistir. Yapilan incelemeler dogrultusunda gerekli dizeltmeler yapilmistir. Sorularin netlik
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kazanmasi icin de Tirkce, Matematik ve Fen Bilimleri alanindan Ui¢ 6gretmenle pilot ¢alisma yapilmis,
uygulanabilirlikleri kontrol edilmis ardindan da asil uygulamaya gecilmistir. Pilot ¢alismadan elde edilen
veriler arastirma etigi agisindan analiz stirecine dahil edilmemistir.

Verilerin Toplanmasi

Calisma, Nisan ve Mayis aylarinda 6gretmenlerin uygun olduklari tarihlerde yapilan yiiz yize
gorismelerle tek oturumda gergeklestirilmistir. Gorlismeler bos derslerde veya 6gretim giinii sonunda
ogretmenler odasinda ylrGtilmustir ve gorisme sirasinda kayit cihazi kullanilmistir. Kayit cihazi
kullaniimasina gondlli olmayan 6gretmenlerin gorisleri de hizli bir sekilde not alarak tutulmus,
kendilerine de okunmustur. Gortismeler genel olarak 35 ile 40 dakika stirmusgtir.

Verilerin Analizi

Yari yapilandiriimis gorisme formu aracili§lyla toplanan veriler, igerik analizi yoluyla bulgulara
dénustirilmustir. Bu asamada her soru igin katihmcilarin verdikleri cevaplar bir araya getirilerek kodlar
ve temalar olusturulmustur. Olusturulan kodlar ve ilgili temalari uzman gérusiine sunularak uyusma
oranlari Miles ve Huberman’in (1994, p.64) oénerdigi; “P (Uzlasma Yuzdesi %)=[Na (Gorus Birligi)/
Na(Goris Birligi)+ Nd (Gorts Ayrihgl)] X 100” glvenirlik formiliyle hesaplanmis ve glivenirlik degeri %
91.66 olarak bulunmustur. Alan uzmaniyla temalar ve kodlar konusunda ortak karar alinmis ve bulgulara
son hali verilmistir. Calismanin bulgulari tablolar seklinde, frekans degerleriyle sunulmustur ve dogrudan
alintilarla desteklenmistir. Katilimcilari temsil etmek amaciyla “K” harfi kullanilmis ve sira sayisi verilerek
siniflandiriimigtir. Hangi bransi temsil ettigini gdstermek amaciyla da Fen Bilimleri igin Fn, Sosyal Bilgiler
icin Sos.Bil., Tiirkge icin Trk¢, Matematik icin Mat.seklinde kisaltmalar kullanilmistir. (Grnegin, kK2-Mat,
K9-Trk¢ vb.)

Bulgular

Bu bolimde arastirma alt amaglarina iliskin elde edilen bulgular sirasiyla sunulmustur.

Disiplinler Arasi iliskilerin Kurulmasina iliskin Ogretim Siireci Bulgulan

Arastirmadan elde edilen bulgular, Sosyal Bilgiler dersinin Tiirk¢e, Fen Bilimleri, Din Klltlri ve Ahlak
Bilgisi, Sosyal Bilimlerle iliskilendirildigini; Tiirkce dersinin Sosyal Bilgiler, Fen Bilimleri, Resim, Din Kulturi
ve Ahlak Bilgisi ve Sosyal Bilimlerle iliskilendirildigini, Matematik dersinin Tirkge, Fen Bilimleri, Resim,
Din Kiltliri ve Ahlak Bilgisi dersleriyle iliskilendirildigini, Fen Bilimleri dersinin Sosyal Bilgiler, Tiirkgce,
Matematik, Resim, Miizik gibi derslerle iliskilendirildigini ortaya cikarmaktadir. Ogretmenlerden
bazilarinin 6gretim siirecinde bu iliskileri nasil sagladiklarini belirten alintilara asagida yer verilmistir.

“Tiirkce dersini sanatla ve bilimle i¢ ice oldugunu diisiiniiyorum. Ornedin, betimlemenin sézle ¢izilen
bir resim olmasi, sosyal bilgileri dersinde Xll. Yiizyillardaki “Divan-i Liigat-it Tiirk, Atabetii’l- Hakayik”
eserlerinden bahsedildigi gibi.” (K9-Trkg)

“Mesela bugtin Tiirklerin tarihteki basarili buluslarinin yer aldigi etkinlikte égrencilere sosyal bilgiler
dersindeki ilk Tiirklerin yasamlarindan séz ettik. Yerlesik hayata gegen ilk Tiirklerin Uygular oldugunu
hemen hatirladilar. Uygularin yaptiklari yapilarin iginde minyatiir sanatini basariyla kullandiklarini da
buglinkii etkinligimizde gérmiis olduk.” (K5-Trkcg)

“Mesela demokrasi kavramini islerken 6grencilerden demokratik ortam nasil olmali bir resim ¢izim
diyebiliyoruz ya da savaslarla ilgili yazilan tiirkiilerden séylemelerini isteyebiliyoruz. Ozellikle belirli
giinlerde biz de 6gretebiliyoruz tiirkiileri.” (K22-Sos. Bil)

“Ornegin, periyodik..hmmm...tarihce konumuz var. Tarihcede yer alan bilim insanlar é§rencilere
paylastirildi. Sonraki derste gruplar halinde bu bilim insanlarini canlandirarak (kendi hazirladiklar
kostiim ve bu insanlarin ¢alismalarin ait gérselleriyle) sinifta sunuldu. Daha sonra bu insanlarin yine
tarihsel sira g6z 6niinde tutularak yaptiklar hikdyelestirilip en iyi hikdye édiili verildi.” (K24-Fn)
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“Atatlirk, geometri kitabi yazmis, bunu biliyor muydunuz? “ ile ciimleye baslayabiliyorum. Fen
dersinde “sivilar bulunduklari kabin seklini alir.” ciimlesinden hareketle sivi él¢iileri ve hacim iliskisine
deginebiliyorum vb.” (K26-Mat)

Disiplinler Arasi Ogretimin Yapilmasini Etkileyen Faktorlere iliskin Bulgular

Ogretmenlerin disiplinler arasi égretim yapmalarinda ¢ogunlukla mevcut programin (f=14) etkisinin
oldugu goérulmektedir. Ayrica égretimi etkili kilma (f=6), égrenci durumu (f=5), farkl ders baglami (f =3),
égretmen deneyimi (f=2) ve diger (f=1) gibi faktorlerin de etkili oldugu anlasiimaktadir. Tablo 1'de
O0gretmenlerin disiplinler arasi iligkileri saglamalarini etkileyen faktorlere ait kodlar ve temalar
sunulmusgtur.

Tablo 1.
Disiplinler Arasi Ogretimin Yapilmasini Etkileyen Faktérlere iliskin Bulgular.

Temalar Kodlar

Mevcut Program program igerigi
programdaki kazanimlarin 6zelligi
konunun o6zelligi
konunun iglenis zamani
ders programlari
kilavuz kitaplar
Ogretimi Etkili Kilma anlamayi saglama
dikkat cekme
kalicihgr saglama
O6grenme kalitesini arttirma
soyut kavramlari somutlastirma
Ogrenci Durumu iliski kurma yetersizligi
bilgi eksikligi
kavrama zorlugu
bireysel farkhhklar
ilgi
Farkli Ders Baglami metne hazirlik bélimu
konunun farkh derslerde yer almasi
konunun farkh branslara uygunlugu

P R R RPRRRPRRPRRPRRPRRRERNRRRERDO| -

Ogretmen Deneyimi bireysel deneyimler
O6gretmen isbirligi
Diger glincel gelismeler

Tablo 1 incelendiginde, 6gretmenlerin daha ¢ok programin igerigini (f=6) ve kazanimlarini (f=4)
dikkate alarak mevcut program kapsaminda disiplinler arasi baglanti kurmaya karar verdikleri
anlasilmaktadir. Ayni tema gergevesinde konunun ézelliginin (f=1), konununisleniszamaninin (f=1), ders
programlarinin (f=1) ve kilavuz kitaplarinin (f=1) karar siirecini etkiledigi gérilmektedir. Ogretmenlerin
bu tema ve kodlarina iliskin gorislerinden alintilardan bazilari asagida sunulmustur:

“Derslerin miifredat programini ve iceridini takip ederek bu iliskiyi kurmaya karar veriyorum.” (K2-
Mat)

“[sleyebilecedim konunun tarihi 6nemli. O tarihte diger branslarda hemen hemen ayni konuyu isler.”
(K23-Trkg)

“Tabii ki kazanima bakarak iliskili olabilecek dersleri ve etkinlikleri belirliyorum.” (K24-Fn)
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Ayni tabloya bakildiginda, disiplinler arasi 6gretimin anlamayi saglama (f=2), dikkat ¢ekme (f=1),
kalicihdr saglama (f=1), 6grenme kalitesini artirma (f=1) ve soyut kavramlari somutlastirma (f=1) gibi
ozellikleri 6gretmenlerin karar siireglerini yonlendirmektedir. Ayrica iliski kurma yetersizligi (f=1), bilgi
eksikligi (f=1), kavrama zorlugu (f=1), bireysel farkhliklar (f=1) ve ilgi (f=1) gibi 6grenciye ait 6zelliklerin
dgretmenlerin dersler arasinda iliski kurma kararlarini etkiledigi anlasiimaktadir. Ogretmenlerin kodlara
ve ilgili temalara iliskin gérislerinden bazi alintilar sunulmustur:

“lliski kuruldugunda daha iyi anlasilacagini diisiindiigiim durumlarda. Ogrencilerin ilgilerini cok ceken
durumlarda iliski kuruyorum.” (K9-Trkg)

“Matematikteki soyut konulari diger derslerle isledikleri konularla iliskilendirerek égrenmenin
kalitesini arttirmak igin... Ogrencide gérdiigiim eksiklige gére karar veriyorum.”(K10-Mat)

“Ogrencilerin konulari kavramada zorlandiklari an.” (K11-Mat)

“Eger konuyu baska derslerle iliskilendiremedigimde Ggrencilerin 6grenemeyecedini gériiyorsam ya
da égrencinin daha verimli bir sekilde 6grenecegini diisiiniiyorsam bu karari alirrm.”(K21-Fn)

“Kilavuz kitabin rehberliginde ve 6grenci farkhiliklarini dikkate alarak karar veriyorum.” (K25-Trkg)

“Ogrencilerin dersteki bazi konulari giinliik hayatla iliskilendiremedigi durumlarda karar veriyorum.”
(K28-Trkg)

Ogretmenlerin disiplinler arasi dgretim yapmalarini etkileyen diger bir faktor ise farkli derslerin
baglamlaridir. Bu tema metne hazirlik bélimii (f=1), konunun diger derslerde yer almasi (f=1) ve farkh
branslara uygunlugu (f=1) gibi durumlarin karar siireci Gzerindeki etkisini ortaya ¢ikarmaktadir. Ayrica
ogretmenlerin kararlarini  bireysel deneyimler (f=1) ve d&gretmen isbirligi (f=1) gibi 06gretmen
deneyimlerinin ve giincel gelismelerin (f=1) yonlendirdigi gériilmektedir. Ogretmenlerin ilgili tema ve
kodlarina iliskin géruslerinden bazi alintilar asagida verilmistir:

“Konunun igeriginin diger derslerde islenip islenmedigine bakiyorum.” (K4-Sos.Bil.)
“Metne hazirlik béliimiinde tarih, cografya veya fen dersine ait konular geldiginde.” (K12-Trkg)

“Kendi deneyimlerimden, giincel gelismelerden ve konunun o andaki diger hangi branslara uygun
oldugundan yola ¢ikarak karar veriyorum.” (K26-Mat)

Disiplinler Arasi Ogretimin OGnemine iliskin Bulgular

Tablo 2’ de gorildigu gibi katilimcilar disiplinler arasinda iliski kurulmasini daha ¢ok etkili 6Grenmeyi
saglama (f=14) ve bilginin dodasi (f=13) agisindan 6nemli bulmuslardir. Ayrica nitelikli 6gretim hizmeti
sunmasi (f=6), duyussal kazanimlar (f=4) ve zihinsel beceri gelisimini desteklemesi (f=3) gibi yonleri de
disiplinler arasi iliskiyi 6nemli kilmaktadir. Tablo 2’de konuyla ilgili diger temalar ve kodlar sunulmustur:

Tablo 2, 6gretmenlerin disiplinler arasi 6gretim uygulamalarinin kalici bilgi edindirme (f=6), gtinliik
yasamla baglanti kurdurma (f=3), konuyu anlasilir kilma (f=1), hazirbulunuslugu artirma (f=1), konunun
6nemini fark ettirme (f=1), hatirlamayi kolaylastirma (f=1) ve zamandan tasarruf ettirme (f=1) gibi
nedenlerle etkili 6grenmeyi sagladigi gérisiinde olduklarini ortaya cikarmaktadir. Ogretmenlerin bu
durumla ilgili belirttikleri goruslerine iliskin alintilar asagida sunulmustur:

“Farkli derslerle iliskilendirilmelidir. Ornedin, sosyal bilgiler dersinde élcek konusu matematikteki oran
konusu ile iliskilidir. Bu iliskiyi fark eden 6grenci matematigin giinliik hayatta kullanim yerini fark
eder.” (K10-Mat)

“Onemli buluyorum. Ciinkii cocuklardan aldi§im déniitlere gére bir iinite baska derslerde de
islendiginde konuyla ilgili hazir bilgileri oluyor bu da 6Grenme siirecini hizlandiriyor.” (K17-Fn)
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Tablo 2.
Disiplinler Arasi Ogretimin Onemine lliskin Bulgular.

Temalar Kodlar

Etkili Ogrenme kalicr bilgi edindirme
glinliik yasamla baglanti kurdurma
hazirbulunuslulugu artirma
konuyu anlasihr kilma
konunun 6nemi fark ettirme
hatirlamayi kolaylastirma
zamandan tasarruf ettirme
Bilginin Dogasi tamamlama
batincil yapilanma
bilgi yogunlugu (ayrintili, farkli vb.)
tek disiplin yetersizligi
dogal baglanti 6zelligi
Nitelikli Ogretim Hizmeti konuyu tekrarlama ve pekistirme
cesitli yontem kullandirma
geribildirim verme
farkl zeka alanlarini harekete gegirme
disiplin problemlerini 6nleme
Duyussal Kazanimlar dikkat cekme
dersi eglenceli kilma
dersi sevdirme
olumlu tutum gelistirme
Zihinsel Beceriler bilgiyi transfer ettirme
¢ok yonli disiindliirme
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“Evet, nemli buluyorum. Anlattiginiz konunun énemini daha iyi anliyor gibi. Evet, baska égretmen de
séylemisti diyor.”(K18-Fn)

“Evet, dnemli buluyorum. Derslerimizin daha etkili ve kalici olmasi icin farkli derslerle iliskilendirmek
gerekir. Ogrencinin bir derste gérdiigii kazanimi diger derslerde de gérdiigiinde daha uzun siireli ve
etkili bir 6grenme saglanmis olur.” (K28-Trkg)

Ogretmenler genel olarak bilginin dogasinin disiplinler arasi 6gretimi dnemli kildigina iliskin
actklamalarda bulunmuslardir. Bu tema disiplinler arasi bilginin tamamlama (f=5), biitiinciil yapilanma
(f=4), ayrintili ve farkli icerik yogunlugu (f=2), dogal baglanti ézelligi (f=1) ve tek disiplinin yetersizligi
(f=1) gibi nedenlerin disiplinler arasi 6gretim uygulamalarinin 6nemli goruldigini ortaya koymaktadir.
Asagida bu bulgular destekleyen 6gretmen gorislerine iliskin bazi alintilara yer verilmistir:

“Disiplinler arasilik sosyal bilimler icin bir gerekliliktir. Cogu kez herhangi bir soruna bir tek disiplinin
cercevesinden bakmak yetersiz olabiliyor.” (K16-Trkg)

“Evet énemli buluyorum. Matematigin kimya, biyoloji, fen gibi derslerle iliskilendirilmesi derslerin
bilmin birbirinden ayri diisiiniilemeyecegi 6nemli.”(K26-Mat)

Ogretmenlere gére disiplinler arasi &gretim uygulamalari konuyu tekrarlama ve pekistirme (f=2),
cesitli yéntem kullandirma (f=1), geribildirim verme (f=1), farkl zeké alanlarini harekete gecirme (f=1) ve
disiplin problemlerini 6nleme (f=1) gibi 6zellikleriyle nitelikli hizmet saglamaktadir. Bu bulgulara iligkin
bazi alintilar asagidaki gibidir:

“Derslerin birbirini ilgilendiren konularda desteklenmesi olumlu etkiler. Hem tekrar hem pekistire¢
oluyor.” (K1-Sos.Bil.) i
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“Evet,. Odrenci boylece biitiinciil bir sekilde bilgiye sahip olabiliyor ve o bilginin hayatin her
noktasinda isine yarayacaginin farkina variyor.” (K23-Trkg)

Tablo 2 incelendiginde, disiplinler arasi 6gretim uygulamalarinin duyussal katkilari nedeniyle 6nemli
gorlldugu anlasiimaktadir. Bu gergeve igin 6gretmenler disiplinler arasi 6gretimin dikkat cekme (f=1),
dersi eglenceli kilma (f=1), dersi sevdirme (f=1) ve farkl derseolumlu tutum gelistirme (f=1) gibi yonlerini
kullanmalarina gerekge olarak gostermislerdir. Ayrica 6gretmenler bilgiyi transfer ettirme (f=2) ve ¢ok
yonlii diisiinme (f=1) gibi zihinsel becerilerin gelisimini destekledigi gérusiyle de disiplinler arasi 6gretimi
énemli bulmuslardir. Ogretmenlerin ilgili temalara ve kodlara iliskin goriislerinden bazi alintilar
sunulmusgtur:

“Onemli buluyorum. Bir derste Gdretilen bilgi ve becerilerin dider derslerde de kullanma firsati
yakalanmis olur.” (K15-Mat)

“Evet. Ozellikle fen icin oldukca énemlidir. Fen hayatin kendisi dolayisiyla bircok dersle de iliskili. Bu
iliskiler fark ettirildiginde biitiinsel anlamda yapilanma gerceklesecektir. Ayrica Ggrencilerin farkli
zeka alanlari da isin igine dahil edildiginde her bireyde 6grenmenin gergeklesebildigi inancindayim.
Derslerdeki disiplin sorunlarinin ortadan kalkmasi ve daha edlenceli oldugu icin diger notlari diisiik
ogrencileri bile dersini sevmesi de ¢abasi.” (K24-Fn)

Disiplinler Arasi Ogretimin Ogrenci Uzerindeki Etkilerine iliskin Bulgular

Arastirmaya katilimci olan 6gretmenler disiplinler arasi 6gretimin 6grenciler lzerinde daha ¢ok
duyussal etkisinin (f=29) oldugunu ifade etmislerdir. Ogretmenler uygulamanin etkili 6§renmeyi (f=24)
saglamasini da ogrenciler (izerinde olumlu etki yarattigini belirtmislerdir. Ogretmenlerin gézlem
sonugclart égrencilerin diisiinme becerilerini gelistirmesi (f=8), 6grenci baglami (f=1), tanima ve
bicimlendirme (f=1) gibi temalar ¢ergevesinde de yapilanmistir. Ayrica yaklasimin genel rolii (f=4) olarak
ifade edilebilecek birkag¢ 6zelligin 6grenci lzerindeki olumlu etkisine de deginilmistir. Asagida verilen
Tablo 3’te ilgili temalara ait kodlar sunulmustur.

Tablo 3’e gore, 6gretmenler ilgi cekme (f=7), bilginin gerekliligini ve islevselligini fark ettirme (f=3),
6zgiiveni artirma (f=3), derste sikiimayi énleme (f=3), olumlu duygular uyandirma (mutluluk,
memnuniyet vb.) (f=3) seklindeki gozlemleriyle disiplinler arasi 6gretim uygulamalarinin 6grenci
tizerindeki duyussal etkisine deginmislerdir. Ogretmenlerin bu siiregte dgrenciler icin merak uyandirma
(f=2), é6grenmeye ve dersi takip etmeye istekli kilma (f=3) gibi aciklamalari olumlu etkinin oldugunu
gostermektedir. Ayrica heyecan uyandirma (f=2), motivasyonu artirma (f=1), bilgiler arasi baglantilari
fark etme/sasirma(f=1) ve bilgiyi benimseme (f=1) seklindeki gozlemleri de duyussal gelisime katki olarak
degerlendirilmistir. Asagida bu bulgular destekleyen 6gretmen gorislerine iliskin bazi alintilarla yer
verilmistir:

“Tabii ki olumlu etkilemektedir. Ben “X derste de bu konuyla ilgili bilgi edinmis olmalisiniz.” deyince
“Aaa, evet, hatirladik.” diye tepki veriyorlar. O esnada sézii onlara veriyorum ve égrendikleri bir
konuyu ézgiivenli bir bicimde anlatmalari onlari memnun ediyor.” (K8-Trkg)

“Farkh derslerle iliski kuran 6grenci énce sasiriyor, sonra ikisi arasinda bag kuruyor...” (K10-Mat)

“..Farkli bir heyecan lezzet veriyor. Odrencilerin sikilmadiklarini daha canli bir sekilde dersi takip
ediyorlar.” (K12-Trkg)

“Derse olan ilgililerinin arttigini ve eglendiklerini gérebiliyoruz...” (K24-Fn)
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Tablo 3.
Disiplinler Arasi Ogretimin Ogrenci Uzerindeki Etkilerine iliskin Bulgular.

Temalar Kodlar

Duyussal Etki ilgi cekme
bilginin gerekliligini ve islevselligini fark ettirme
o6zglveni arttirma
derste sikilmayi 6nleme
olumlu duygular uyandirma (mutluluk, memnuniyet vb.)
istekli kilma (6grenmeye, ders takibine vb.)
merak uyandirma
heyecan uyandirma
motivasyonu arttirma
bilgiler arasi baglantilari fark etme/sasirma
bilgiyi benimseme
Etkili Ogrenme bilginin kalicihgini artirma
aktif katilimi tesvik etme
bilginin hatirlanmasini kolaylastirma
bilgiyi somutlastirma
o6grenme seviyesini yikseltme
arastirmaya ve gozleme yoneltme
bilgiyi pekistirme
detayh bilgi edindirme
06grenmeyi kolaylastirma
anlamayi saglama
kendini ifade etme firsati sunma
basariyi destekleme

Daslinme Becerilerinin st dizey dustinme (Ureticilik, 6zgtinlik, transfer vb)
Gelisimi ginlik yasamla baglanti kurdurma

farkli bakis agisi kazandirma
Yaklasimin Genel Rolii konuya deger/6nem kazandirma

dersi tek diizelikten ¢ikarma

STEM egitim yaklasimini destekleme
Ogrenci Baglami bireysel farkliliklar
Tanima ve Bigimlendirme ogrenci eksiklerini tespit etme ve giderme
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Tablo 3 incelendiginde, bilginin kalicithgini artirma (f=5), aktif katiima tesvik etme (f=4), bilginin
hatirlanmasini  kolaylastirma (f=3), bilgiyi somutlastirma (f=2), égrenme seviyesi ylikseltme (f=2),
arastirmaya ve gozleme yoneltme (f=2), bilgiyi pekistirme (f=1), detayh bilgi edindirme (f=1), 6grenmeyi
kolaylastirma (f=1), anlamay! saglama (f=1), kendini ifade etme firsati sunma (f=1) ve basariyi
destekleme (f=1) seklindeki 6gretmen gozlemlerine ait bulgular uygulamalarin 6grenme Uzerindeki
olumlu etkisini ortaya ¢ikarmaktadir. ilgili kodlara ait bazi alintilara asagida yer verilmistir:

“Olumlu oldugunu diisiiniiyorum. Kendileri de bu konularda katillm sagliyorlar. Bu da 6grenmeyi
olumlu etkiliyor.” (K6-Mat)

“..0 konudan bahsedilirken “A..biz bunu su derste gérmiistiik” diyerek hatirlamalari saglaniyor.”
(K19-Sos.Bil.)

“Ogrenci her yénden bir konuyu detayli 6Grenebiliyor. Konuyu anlattiginda “A biz bunu resim dersinde
yaptik. (ebru sanatini) gibi tepkilerle karsilasabiliyoruz. Bilim ve teknoloji temasinda fen bilimleri dersi
ile iliskilendirip robot yapimini, uzayi, gék cisimlerini daha da merak etmeleri saglaniyor.” (K23-Trkg)
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“Sézel bir ders 6gretmeniyim. Sayisala yatkin ya da resim, miizik gibi sanat icerikli derslere yatkin
6grenciler var ise dgrenme onlar icin kalici oluyor.” (K25-Trkg)

“... Akademik anlamda bazen de olumlu etkileniyor. En biiyiik kazan¢ bence genel ortalamasi diisiik
6grencilerin, hatta diger derslerde disiplin problemi yaratan dgrencilerin bile ders basarilarinin ve
derse olan ilgilerinin arttigini bizzat yasayarak égreniyoruz.” (K24-Fn)

Ogretmenler disiplinler arasi 8gretim uygulamalarinin st diizey diisinme (f=4), farkli bakis
agistkazandirma (f=2) ve giinliik yasamla baglanti kurma (f=2) gibi yoniyle 6grencilerin disinme
becerilerinin gelisimine katki saglandigini ifade etmislerdir. Ogretmenlerin ilgili temalara ve kodlara
iliskin goruslerinden bazi alintilar asagidaki gibidir:

“... farkl bakis agisini kazanmalarini saghyor.” (K1-Sos.Bil.)
“Olumlu etkilenmektedirler. Ogrenciler éncelikle farkli derslerle ilgili eksikliklerini gérmiis ve gidermis

olur...Bu konu benim ne isime yarayacak sorusuna farkl cevaplar bulabilmesini saglar. ...Ogrencilerin
béylece iretici ve 6zgiin yanlarinin ortaya ¢ikmasina yardimci olunmus olur.” (K21-Fn)

Ogretmenler disiplinler arasi dgretimin konuya deder/6nem kazandirma (f=2), dersi tek diizelikten
ctkarma (f=1) ve STEM egitim yaklasimini destekleme (f=1) gibi 6zelliklerine deginmislerdir. Ayrica,
yaklasimin etkisinin bireysel farkliliklara (f=1) gore degisebileceginden bahsetmisler ve yaklasimla
ogrenci eksiklerini tespit etme ve gidermenin (f=1) mimkin olacagini da belirtmislerdir. Bu bulgulara
iliskin bazi alintilar asagidaki gibidir:

“STEM gibi uluslararasi programlarin tilkemizde uygulanmasina 6n ayak olunmus olur...” (K21-Fn)
“Degisebiliyor. Odrenci hazirbulunusluguna gére...” (K26-Mat)

“..ve 6gretmis oldugumuz konunun énemli oldugunu égrenci anhyor...” (K28-Trkg)

Ogretmenlerin Disiplinler Arasi Ogretim igin ihtiyaglari ve Beklentileri

Arastirmaya katimci olan 6gretmenler disiplinler arasi 6gretim uygulamalarini yiritebilmek igin
daha gok etkili 6gretim tasarimi (f=25), 6gretmen yetkinligi (f=23) ve uygulanmakta olan program (f=21)
temalarindaki 6gelere ihtiya¢ duyduklarini belirtmislerdir. Ayrica, dgrenci baglaminin (f=8) ihtiyaglarini
yonlendirdigini ve MEB (f=2) agisindan da bazi beklentilerinin oldugunu dile getirmislerdir. Tablo 4’te
ilgili temalara ait kodlar frekans degerleriyle birlikte verilmistir.

Tablo 4 incelendiginde, 6gretmenlerin disiplinler arasi 6gretim yapabilmeleri icin en c¢ok disiplinler
arasi 6gretim kaynaklari (f=12) ve ikinci sirada 6gretmenler arasi isbirligi/esgiidiimii (f=9) ve Uguncl
sirada yeterli zaman (f=7) gibi durumlara ihtiya¢ duyduklar gérilmektedir. Bu durumlarla ilgili 6gretmen
goruslerinin yer aldig1 bazi alintilar su sekildedir:

“Disiplinler arasi ¢alismalar yapabilmek igin, 6gretmenlerle isbirligine, gézlemlerine ve éGnerilerine
ihtiya¢ duymaktayim.” (K8-Trkg)

“On dakikalik teneffiislerden dolayi zaman ihtiyaci duyuyoruz.” (K9-Trkg)
“Disiplinler arasi yaklasim icin yeterli zamana da ihtiyag¢ var.” (K11-Mat)

“Okullara her tiirlii belgesel, CD, dergi génderilmeli ve bunlar kazanim olarak derslerde
anlatiimalidir.” (K17-Fn)

“Disiplinler arasi ¢alismalar yapabilmemizi saglayacak sekilde olusturulmus ders ve ¢alisma kitaplari.
Kitaplar bu tiir etkinliklerle zenginlestirilmeli.” (K21-Fn)
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Tablo 4.

Ogretmenlerin Disiplinler Arasi Odretim Igin ihtiyaclarina ve Beklentilerine iliskin Bulgular.

Temalar Kodlar f
Etkili Ogretim Tasarimi disiplinler arasi 6gretim kaynaklari 12

yeterli zaman
disiplinler arasi program/plan
ornek etkinlikler
uygun fiziksel kosullar
teknoloji/internet destegi
ders ve galisma kitaplari
Ogretmen Yetkinligi O6gretmenler arasi isbirligi/esgtidimi
ders 6ncesi hazirlik
farkh derslerin bilgi ve becerileri
duyussal hazirlik (disiplin, merak, istek vb.)
hizmet ici egitim
problemle bas edebilme yeterligi
Ogrenciyi tanima uygulamalari
Uygulanmakta icerik konular arasi esglidiim
Olan Program ortak konu ve temalar
bitinlestirilmis program
konu sinirlarinin netligi
Kazanimlar ortak kazanimlar
sade ve net kazanimlar
Unitelendirilmis yillik plan
kazanim ve konu uyumu
diger derslerin kazanimlari

Programin program yikin{n azaltiimasi
Ozelligi programin giincellenmesi
programin esnekligi
Ogrenci Baglami disiinme becerilerinin glglendirilmesi

dikkatin ¢ekilmesi
mevcudun azaltilmasi
derse devam edilmesi
siniflari seviyeye ayirma
MEB'nin Roli MEB’nin konuya 6nem vermesi
EBA egitim portalinda uygun igerik
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Ayrica disiplinler arasi program ya da plan (f=2), érnek etkinlikler (f=1), uygun fiziksel kosullar (f=1),
teknoloji/internet destedi (f=1), ders ve ¢alisma kitaplari (f=1) gibi durumlar etkili 6gretim yapilmasi igin
ogretmenlerin ihtiyaglarini ve beklentilerini olusturmaktadir. Tablo 4’e bakildiginda, 6gretmenlerin
vetkinlik kazanmak istedikleri bir takim durumlarin da oldugu anlasilmaktadir. Bu baglamda ders éncesi
hazirhik (f=4), farkli derslerin bilgi ve becerileri (f=4), duyussal hazirlik (disiplinli olma, merak duyma,
istekli olma vb.) (f=1), hizmet ici egitim (f=1), problemle bas edebilme yeterligi (f=1), égrenciyi tanima
uygulamalari (f=1) seklindeki birgok durumun 6gretmenler icin ihtiya¢ oldugu anlasiimaktadir.
Ogretmenlerin ilgili tema ve kodlarina iliskin gériislerinden bazi alintilar asagidaki gibidir:

“Diger derslerin ¢ocuklara kazandiracaklari bilgi ve becerileri bilmemiz ve dersler arasindaki iliskiyi
kurmaya ihtiyacimiz var.” (K2-Mat)

“Disiplin  kazanim anlaminda kullanilmis ise o sinif seviyesinde, o ders miifredatina uygun
kazanimlarin hangi sirada ve zamanda verildigine yani kisaca o dersin yillik planina ihtiyag
duymaktayim.” (K11-Mat)
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“Derse hazirlikli gelmek sart. Neyi isleyecegimi bilirsem hangi dersin konusuyla iliskilendirecegimi de
6nceden kafamda planlamis olurum. Elimin altinda gerekli materyaller olsa iyi olur. Bunlari benim
hazirlamama zaman alabilir ve bazi seyler aklima gelmeyebilir. Mesela bu sene daha 6nce hig
yapmadigim bir iliskilendirme yaptim. Kitabimizdaki bir metin Selahattin Eytiboglu tarafindan yazilmis
ve icinde kardesi Bedri Rahmi Eyiiboglu’ndan da bahsediyor. Cocuklara tam onun bir ressam ve sair
oldug§unu séyleyecektim ki onlar: “Biz onun resimlerini gérsel sanatlar” dersinde gérdiik dediler. ilk
kez farkl bir dersle iliski yaptik” (K5-Trkg)

“Oncelikle kendi birikimlerimiz etkili olmaktadir. Bunun haricinde sinif ortamindan aktarim yaparken
ilgili bilgi ve gérseller igin internet ortami gerekli olmaktadir.” (K13-Trkg)

“Aslinda bizim bu konuda editim almamamiz gerekir.” (K22-Sos.Bil.)

Ogretmenler uygulamadaki programin disiplinler arasi dgretim siireci kapsamiyla ilgili bir takim
beklentilerinin oldugunu ifade etmislerdir. Ogretmenlerin vurgusunun program baglaminda icerige ve
kazanimlara yénelik oldugu anlasilmaktadir. Ozellikle 6gretmenler konular arasi esgiidiim (f=4), ortak
konu ve temalar (f=3), biittinlestirilmis program (f=2) ve konu sinirliginin netligi (f=1) gibi programin
icerik dgesiyle iliskili ihtiyaclarina deginmislerdir. Kazanimlar agisindan bakildiginda ise ortak kazanimlar
(f=3), sade ve net kazanimlar (f=2), initelendirilmis yillik plan (f=1), kazanim ve konu uyumu (f=1) ve
diger derslerin kazanimlari (f=1) seklinde ifade edilen durumlara ihtiya¢ duyuldugu goérilmektedir.
Ayrica, dgretmenler program yiikiiniin azaltiimasi (f=3), programin giincellenmesi (f=1) ve programin
esnek hale getirilmesi (f=1) agilarindan da beklentilerini dile getirmislerdir. Asagida bu durumlari igeren
alintilar yer almistir:

“Her sinif seviyesinde ortak ¢alisma alanlarina denk gelen kazanimlarin ortak ¢alisma cetvellerine
ihtiyag var. Ders planlari da bu amaca yénelik kullanilabiliyor.” (K4-Sos.Bil.)

“Kazanimlarin belirlenmesi gerekir. Belirlenen kazanimlara uygun icerik ile kazanim kavratilir.
Kazanimlar kavratilirken diger disiplinlerin bilgi ve becerileri gerekiyorsa bu derslerin 6gretmenleri ile
uyum icerisinde hareket edilir.” (K15-Mat)

“Bir konuyla ilgili derslerdeki sinirlamalara ihtiya¢ duyarim. Ciinkii fen dersindeki bir konu ya da (inite
sosyal bilgiler dersinde de islenebilir. Cografya dersinde de islenebilir. Neleri kapsadigini bilirsek sorun
¢Oziilir.” (K17-Fn)

‘.....ve 6gretmenlere yardimci olacak sekilde giincellenmesi gerekiyor.” (K21-Fn)

“Kazanim sayisi azaltiimall. Ayrica bu alanda etkinlikler hazirlanarak bizlere diisiiyor bu da olduk¢a
zaman isteyen bir siire¢c. Branslar icin disiplinler arasi etkinliklerin oldugu kaynaklar hazirlanmali
kesinlikle.” (K24-Fn)

“Matematik dersinde o anda islenen konunun, diger branslarda paralel olmasi gerekebiliyor. Ozellikle
fen... yan brans dersindeki ilgili konuyu gérmeleri gerekebiliyor.” (K26-Mat)

Tablo 4 incelendiginde, 6gretmenlerin 6grencilerle de ilgili beklentilerinin oldugu gorilmektedir.
Ozellikle dgretmenler 6drencilerin diisiinme becerilerinin giiclendirilmesine (f=4) iliskin beklentilerinin
oldugunu ifade etmislerdir. Ayrica 6grencilerin dikkatlerinin ¢ekilmesi (f=1), mevcudun azaltiimasi (f=1),
derse devam edilmesi (f=1) ve siniflari seviyeye ayirma (f=1) gibi beklentilere de girmislerdir.
Ogretmenlerin MEB’nin disiplinler arasi 6gretim uygulamalarina énem vermesi (f=1) ve EBA egitim
portalina uygun icerigin eklenmesi (f=1) gibi durumlari da ihtiya¢ olarak gérmislerdir. Ogretmenlerin bu
baglamdaki gorislerini iceren bazi alintilar asagida sunuldugu gibidir:

“Konular daha basite indirilse veya siniflar olusturulurken seviye siniflari olusturulmasi daha ¢ok bu
yénteme bos vurmamizi saglayacaktir.” (K11-Mat)

“Evde 6n hazirlik yapmiyor. Soru sormuyor ve sorgulamiyor. Kitap okunmasi, evden hazirhkli
gelinmesi, sorgulanmasi, analiz-sentez yapabilen bireyler yetistirmemiz gerekiyor.” (K18-Fn)
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“Milli EGitim tiim kaynaklariyla bu konuyu uygun hale getirmesi gerekiyor. ...Ogretmenlerin bu ise
daha canla basla sarilmasi ve bu konuyu sahiplenmesi, gerekenleri yapmasi gerekiyor. ...EBA gibi
egitim portallarinda disiplinler arasi calismalar yapabilecedimiz egitim icerikleri eklenmeli.”(K21-Fn)

Tartisma, Sonug ve Oneriler

Ogretmenlerin 6grenme siireglerini ydnlendirmelerini saglayan en giiglii rehber programlardir. Her
programin genel felsefesi ve bu felsefeyi uygulamaya koyabilecek yaklasimlari vardir. Ogretmenlerden
beklenen, programin yapisinin disina cikilmadan ilgili davranislari 6grencilere kazandirmalaridir. Bu
arastirmadan elde edilen bulgular da disiplinler arasi 6gretim sirecinin tasarlanmasinda uygulanmakta
olan programlara agirlikli olarak bagl kalindigini géstermektedir. Arastirma sonucunda, yaklasimin
uygulanmasinda 6gretmenlerin kararlarini mevcut programin uygunlugu, etkili 6gretim amaci, 6grenci
ozellikleri, derslerin baglamlari ve 6gretmen deneyimi gibi temel faktorlerin etkiledigi ortaya ¢ikmistir.
Bu sonuglar, Karakus vd.’nin (2016) ilkokulda disiplinler arasi 6gretime yonelik mevcut durumun
incelenmesine yonelik calismalarinda 6gretmenlerin disiplinler arasi ¢alisma yapmak igin “konunun farkli
derslere uyumuna, farkh derslerle iliskilendirebilmesine, 6gretim programlarina uygunluguna, 6grenciye
uygunluguna ve 6gretmenlerle is birligine” dikkat ettikleri sonuglariyla ortlismektedir. Nihayetinde bu
durumlar, uygulanmakta olan programin yaklasimlarindan biri olan disiplinler arasi 6gretimin etkili bir
sekilde yurutilmesinin temelde 6gretim programi, 6gretmen ve 6grenci faktorlerine bagh oldugunu
gostermektedir.

Arastirma sonucunda, Sosyal Bilim alanlarina ya da Fen Bilimleri alanlarina ait derslerin sadece kendi
aralarinda iliskilendirilmedigi ortaya cikmistir. Bu baglamda, Sosyal Bilgiler dersinin “Tiirk¢ce, Fen
Bilimleri, Din Kilturia ve Ahlak Bilgisi, Sosyal Bilimler” dersleriyle, Tiirkge dersinin “Sosyal Bilgiler, Fen
Bilimleri, Resim, Din Kultlrl ve Ahlak Bilgisi, Sosyal Bilimler” dersleriyle, Fen Bilimleri dersinin “Sosyal
Bilgiler, Turkce, Matematik, Resim, Muzik” dersleriyle; Matematik dersinin “Tiirkce, Fen Bilimleri, Resim,
Din Kultiirt ve Ahlak Bilgisi” dersleriyle iliskilendirildigi anlasiimistir. Benzer sekilde, Karakus vd. (2017),
Fen Bilgisi ve ilk6gretim Matematik 6gretmenlerinin disiplinler arasi yaklasima yoénelik gorislerinin
belirlenmesine yoénelik yaptiklari ¢alismalarinda 6gretmenlerin Fen Bilimleri ve Matematik derslerini
“Sosyal Bilgiler, Tlirk¢ce, Gorsel Sanatlar, Tarih, Cografya, Beden Egitimi, Mizik, Teknoloji ve Tasarim”
dersleriyle iliskilendirdiklerini belirtmislerdir. Bu durumlar, 6gretmenlerin geleneksel bakis acisiyla
yaklasim sergilemediklerini, konularin ortak iliskisine gére hareket ettiklerini géstermektedir. Gilineyli,
Ozder, Konedrali ve Arsan’in (2010), égrencilerin Tiirkce dersi ve diger derslerdeki basarilari arasindaki
iliskiyi saptamaya c¢alistiklari arastirmalarinda ilgili dersin Matematik, Sosyal Bilgiler, Fen Bilimleri,
ingilizce ve Miizik dersleriyle korelasyonunun dikkate deger derecede oldugunu ifade etmislerdir.
Dersleri sayisal ve sézel olmak uzere iki kategoride toplayan anlayisin tartisilmasi gerektigini ve
disiplinler arasi ayriligin ortadan kaldirilmasini elde ettikleri sonuglardan yola gikarak vurgulamislardir.
Dolayisiyla tiim bu sonuglar, disiplinler arasi 6gretimle Sosyal ya da Fen Bilimlerine ait derslerin
birbirleriyle iliskilendirilmesinin miimk{in oldugunu ortaya ¢ikarmaktadir.

Ogrencilere disiplinler arasindaki baglantiyi fark etme ve gérme firsati saglayan disiplinler arasi
yaklasim, yapilandirmaci anlayisa gore bireylerin anlama becerilerini gelistirmektedir (Marshall, 2005;
Wood, 2009, p. 7). Ayrica, bu silregte 6grenci kendini belirli bir disiplinin diisinme bigimiyle sinirl
hissetmeyecek, aksine disiplinlere bagh bilgileri kendi amaglarina ulasmada ya da karsilastigi
problemlerin ¢6ziimiinde bir ara¢ olarak algilayacaktir (Yildirim, 1996). Arastirma sonucglari, disiplinler
arasi 6gretim yaklasiminin kalici bilgi edindirme, ginlik yasamla baglanti kurdurma, hatirlamayi
kolaylastirma, konuyu anlasilir kilma, konunun 6nemini fark ettirme, farkh zeka alanlarini harekete
gecirme, 6gretmenlere cesitli 6gretim yontemi kullanma firsati sunma, disiplin problemlerini 6nleme,
dikkat ¢ekme, dersi eglenceli kilma, dersi sevdirme, olumlu tutum gelistirme, dislinme becerilerini
gelistirme gibi o6zellikleriyle Ogretmenler igin 6nemli gorildigini ortaya c¢ikarmistir. Derslerin
birbirlerinin tamamlayici 6zellikleri ve bilginin biitin olarak yapilandiriimasi gibi sebepler 6gretmenlerin
gozinde yaklasimin 6nemini arttirmistir. Ayrica bir derste gortlen bilginin farkli bir dersin baska boyutu
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olarak da ele alinmasi pekistirmeyi saglamasi agisindan da degerli algilanmistir. Bu arastirma sonuglari,
Karakus vd.'nin (2017) 6gretmenlerin disiplinler arasi 6gretimi “68renmeyi kolaylastirma, konuyu gergek
yasamla iliskilendirme, konuyu pekistirme, kaliciligr arttirma, zamani etkili kullandirma, sinif yénetimini
kolaylastirma, ilgiyi arttirma, dikkat ¢ekme, ¢ok yonlii dusindiirme, konuyu bitinsel ele alma” gibi
ozellikleriyle yararh bulduklarn sonuglariyla benzerlik gostermektedir. Bu durumda 0Ogretmenlerin,
disiplinler arasi 6gretimin 6grenme (izerindeki etkisine iliskin gozlemlerinin olumlu oldugu ve bu
sonuglarin kuramsal temelle de ortlstigu séylenebilir.

Disiplinler arasi 6gretim yaklasimi 6gretim ortamina canlilik kazandirma, 6grencilerin yaraticiliklarini
kullanmalarini saglama ve en dnemlisi de onlari derslere karsi ilgili olmaya tesvik edip 6gretmeyi garanti
etme agisindan biliylik 6nem tasimaktadir (Aybek, 2001). Jensen’e (2006, p. 71) gore, bireylerin bilissel
yonii genellikle daha ¢ok dikkat cekmektedir. Ancak, 6grenmenin gériinmeyen diger lokomotifi duyussal
alanla ilgili davranislardir. Calismada yaklasimin dikkati ve ilgileri ¢cekmesi, tutumlari olumlu yonde
etkilemesi, 6zgliveni ve motivasyonu arttirmasi, mutlu ve memnun etmesi, eglendirmesi, anlamayi
saglamasi, 6grenmeyi kolaylastirmasi, basarlyi desteklemesi, bilgiyi somutlastirmasi, ¢ok yoénli
distinmeyi desteklemesi, ginlik yasamla baglanti kurdurmasi, transferi saglamasi gibi 6zellikleriyle
ogrencilerin hem biligsel hem duyugsal gelisimlerini desteklemesi 6gretmenlerin goziinde 6nemli
goriilmektedir. Yarimca’nin (2010), Baris'in (2016), Karakus vd.'nin (2017) galismalarindan elde edilen
sonuglar da disiplinler arasi Ogretim yaklasiminin anlamayi desteklemesi, dersi eglenceli kilmasi,
o6grencide ilgi uyandirmasi ve motivasyonu saglamasi, konuyu somutlastirmasi, basariyr arttirmasi,
bilgilerin glinlik yasama aktarilabilmesi ve kaliciiginin artmasi yoniinde olup bu c¢alisma bulgulariyla
ortlismektedir. Ayrica, disiplinler arasi 6gretim yaklasimi 6grencinin fen ve matematik derslerinde
ogrendiklerini glnlik hayatta mihendislik ve teknoloji ile birlestirerek kullanabildigi STEM
uygulamalarinin anlasilmasini tesvik etmektedir (Asghar, Ellington, Rice, Johnson, &Prime, 2012). Bu
calismada da disiplinler arasi 6gretim uygulamalarinin STEM gibi uluslararasi egitim yaklasimlarina 6n
ayak olmasi vurgulanmistir. Bu durumla ilgili goris, bahsi gecen yaklasimla disiplinler arasi 6gretim
arasinda bagin kurulabildigini ve bir farkindaligin olustugunu géstermektedir.

Bircok 6gretim siirecinde oldugu gibi disiplinler arasi 6gretim uygulamalarinda da 6gretmenlerin bir
takim ihtiyaclarinin ve beklentilerinin oldugunu séylemek miimkiindiir. Ornegin, disiplinler arasi gretim
uygulamalari uzun bir zaman diliminde c¢alismayi gerektirmektedir (Wood, 2009, p.14). Santau ve
Ritter'in (2013) birlikte ydrattikleri bir calismada da arastirma temelli disiplinler arasi 6gretim
yaklasiminin  konu alanlari kaynaklarinin eksikligi nedeniyle 06gretmenlerin ydnetim becerisini
glclendiremedigini ortaya c¢ikarmistir. Benzer sekilde, Dervisoglu (2013) ve Akyol (2015) tarafindan
yurutllen galismada 6gretmenlerin yaklagimla ilgili bilgi yetersizligi, zaman sikintisi, yogun igerik
nedeniyle programi yetistirememe kaygisi, ziimreler arasi isbirliginin yeterli olmamasi, okullardaki
donanim eksikligi gibi durumlar sinirlilik olarak belirtilmistir. Bu arastirmada da 6gretmenlerin 6zellikle
o6gretim kaynaklarina, yeterli zamana, teknolojik destege, uygun sinif ortamlarina ihtiya¢ duyduklari
saptanmistir. Ayrica 6gretmenlerin baglanti kuracaklari farkh derslerin bilgi ve becerilerine sahip olma
istekleri ve bunu yansitabilecekleri ders plani hazirliklari, diger 6gretmenlerle isbirligi icinde ¢alisma
talepleri dikkat c¢ekmektedir. Yeung ve Lam (2007), yaptiklari arastirmada 6gretmenlerin kaliteli
bitunlestirilmis programlar saglama hedefine ulasabilmeleri igin program entegrasyonu konusunda ¢ok
daha profesyonel girdilere ihtiya¢ duyduklarini belirtmislerdir. Benzer sekilde Karakus vd. (2016)
disiplinler arasi 6gretim icin 6gretmenlerin 6gretim programlarina, ders ve c¢alisma kitaplarinin ilgili
yaklasima dayali olarak hazirlanmasina, fiziki sartlarin dizenlenmesine ihtiya¢ duyduklarini ifade
etmektedirler. Bu sonuglar, disiplinler arasi 6gretim uygulamalarinin uygun programlar araciligiyla etkili
bir sekilde yiritilebilecegini gdstermektedir. Ulkemizde disiplinler arasi &gretim yaklasimi 2005
ilkégretim programlarinda yerini almistir. Ancak bu yaklasima uygun 6gretim tasarimlari hazirlanmamis,
stire¢ 6gretmenlerin yeterliliklerine birakilmistir. Tasdemir ve Tasdemir’in (2011) yaptiklari calismada da
programlarin disiplinler arasi iliskilendirmeleri vurguladigi ancak tam anlamiyla bu yaklasima gore
dizenlenmedigi ifade edilmektedir. Bu nedenle 6gretmenler 6zelikle belirttikleri bu hususlar konusunda
beklentiye girmis olabilirler. Ogretmenlerin aciklama getirdigi bir diger ihtiyac ise, mevcut programda
kazanim ve igeriklerin disiplinler arasi baglantilar baglaminda vyeterince ayrintilanamadigidir.
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Uygulanmakta olan programin icerik yikinin fazla gorilmesi de yaklasimin 6grenme slrecine
tasinmasinda engel olarak algilanmakta ve bu yonde talepleri dogurmaktadir.

Disiplinler arasi 6gretim yaklasimi 6grencilere fayda saglayacak ¢ok 6zellige sahiptir. Disiplinler arasi
yaklagima dayali 0Ogretim silirecinde 0Ogrenciler diisinme becerilerinin kullanimi  konusunda
cesaretlendirilmeli, 6gretmenler farkli ¢éziimler sunarak bilginin sorgulanmasina imkan yaratmalidir
(Budak Coskun, 2008; Lattuca et al. 2004). Ozgelik (2015) yaptigl arastirmada da problem ¢ézmeyi iceren
st dlizey becerilerin gelistirilmesinde uzun sireli uygulamalarin yapilmasi geregini ifade etmektedir. Bu
arastirmada da o6gretmenler 6grencilerin dusiinme vyeterliliklerini ylkseltecek calismalara ihtiyag
duyduklarini agik¢a belirtmislerdir. Disiplinler arasi 6gretim yaklasimi baglanti kurma ve baglantiy
anlama temeline dayandigindan muhakeme giicliyle yakindan iliskilidir. iliski kurma disinme
sireglerinin ise kosulmasina bagldir ve ezberden daha st zihinsel eylem gerektirmektedir. Bu nedenle,
ogretmenler genel olarak program araciligiyla 6grencilerin akil yiirlitme seviyelerini artiracak etkinliklere
gereksinim duyuyor olabilirler. Tiim bu sonugclar baglaminda asagida yer alan oneriler gelistirilmistir:

e Uygulanmakta olan mevcut programda disiplinler arasi 6gretimi destekleyen kazanimlar ve konular
netlestirilebilir ve ardindan ilgili 6gretim tasarimlari hazirlanarak program giincellenebilir.

e Ogretmenlerin uygulamalarini giiglendirebilecek disiplinler arasi 6gretim uygulamalarinin yer aldig
kaynak kitaplar hazirlanabilir.

e MEB hazirlanan ders ve c¢alisma kitaplarini disiplinler arasi 6gretime uygunlugu acisindan
degerlendirebilir ve egitim portallarinda disiplinler arasi 6gretime uygun iceriklerin hazirlanmasi
konusunda sireli gagrilarda bulunabilir.

e MEB disiplinler arasi o6gretim yaklasimi ve destekledigi diger 0gretim uygulamalarinin etkili
ylratalebilmesi igin okullarin arag-gereg ihtiyaclarini karsilayabilir ve uygun 6grenme ortamlarini
diizenleyebilir.

e Ogretmenlere disiplinler arasi gretimi isbirligine dayali olarak nasil yiiriitebileceklerine iliskin hizmet
ici egitim seminerleri verilebilir.

e Lisans egitimi itibariyle de 6gretmenlere disiplinler arasi 6gretim yaklasiminin planlanmasi,
uygulanmasi ve degerlendirilmesi konusunda egitim verilebilir.
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Introduction

Developments in mathematics education highlighted to train of individuals, who criticize, question
and know how to produce and use their own knowledge. Students are expected to support their existing
knowledge with their own learning by following technological developments. Based on this, the aim is
that students should experience problem solving process by reasoning and using their own thinking
according to Primary and Middle School Mathematics Curriculum (Ministry of National Education
[MONE], 2018).

Altun (2012, p. 7) explains that one of the main objectives of mathematics education is to gain
mathematical knowledge and skills used in daily life, to develop problem solving skills and to be able to
approach problems in problem solving attitude. An individual who can solve a problem has the ability of
understanding the problem and the relationships among data. The need for empowerment of problem
solving skills in individuals has been emphasized by researchers and has been particularly noted in
curricula. As stated in the Middle School Mathematics Curriculum, learning mathematics requires
solving problems and relating them to real life (MONE, 2013). Hence, it is essential that problems are
chosen carefully. Problems which are posed meticulously provide students to improve positive thinking
about mathematics and use problem solving skills by relating with daily life (Kirnap Dénmez, 2014, p.3).

Silver (1994), one of the pioneers of problem posing, defines problem posing as “generating new
problems or reorganizing the given problem”. Stoyanova and Ellerton (1996) interpreted the problem
posing as building mathematical experiences, constructing personal interpretations of concrete
situations, and using them to form meaningful mathematical problems. Researchers have pointed out
that problem posing has central importance in the mathematical discipline and nature of mathematical
thinking (Silver, Mamona-Downs, Leung, & Kenny, 1996). Silver (1994) notes that the creativity and
critical thinking skills of students who have created new problems have improved. The relevance of
mathematical concepts used in problem posing studies is also indicated by researchers. English (1997)
emphasizes that problem posing studies have developed mathematical thinking. In addition, improving
geometry knowledge has made it possible for students to relate mathematical concepts and reconstruct
previous knowledge (Moses, Bjork, & Goldenberg, 1990, cited in: Rosli, Copraro,& Copraro, 2014).
Hashimoto (1986) emphasizes that problem posing exercises are a mirror that allows students to
perceive and develop mathematical concepts. Since teachers are expected that students gain these
skills, it is essential that pre-service teachers are educated with this conscious. Isik, Kar, Yalgin, and Zehir
(2011) stated that problems posed by teachers are efficient for students to develop mathematical
thinking skills and comprehend mathematical concepts. Also they (2011) determined that individuals
who evaluate problems posed by students and guide students are definitely pre-service teachers.
Studies that aim to develop problem posing skills of pre-service teachers revealed that they
comprehend relationships between mathematical concepts very well while they experience problem
posing process with different problem posing strategies (Xie, 2016). Therefore, it is significant that the
university education should provide pre-service teachers to think and work independently in the
problem solving and problem posing environment (Polya, 1957,cited in: Aydin (2014, p. 27)).

Teachers are expected to provide this learning environment for their students by using technology.
Van Voorst (1999) indicated that technology ensures students to be more active about reasoning,
discovering, problem solving and asking new questions. Yevdokimov (2005) expressed that technology is
one of the important factors for students to understand the process of problem posing and observed
that students using dynamic geometry software have deep understanding between their drawings and
given problems. Hence, MONE (2013, p.7) stated that the effective use of dynamic geometry software in
the Geometry Learning Area in the Middle School Mathematics Curriculum is necessary for mathematics
education and teaching and has given its achievements. Also, Baki (2004) focused attention on that
mathematics pre-service teachers should experience problem posing according to new approaches in
curriculums so that they can prepare problem posing environments for their students in the future.
Hence, it is essential that mathematics teachers who are expected to provide good education for
students have knowledge about problem posing, mathematical concepts and educational technology.
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Because of this, it is expected that there are more studies about that, but studies (Cai & Hwang, 2002;
English, 1998; Silver & Cai, 1996) were generally related to elementary students and benefits (problem
solving, creativity, positive attitude toward mathematics) of problem posing on students. However,
contribution of studies conducted with pre-service teachers and whether there is essential and
necessary education for pre-service teachers in education faculties and mathematics education
undergraduate curriculums needs to be clarified. In addition, the international literature states that
Walter and Brown (2013) have tried to put problem posing skills on centre of the mathematics since the
end of 1960s. Despite the fact that the problem posing ability has been given before in the Mathematics
Curriculum in our country, it has been emphasized for the first time consciously and systematically in
the 2005 curriculum. According to these objectives in the curriculum, students are expected to pose
problems by using mathematics and in daily life conditions (MONE, 2005, p.13). Although problem
posing is included in the curriculum, teachers focused on that they do not have enough time to
implement and they do not have knowledge about problem posing due not to given necessary
education (Kilig, 2013). So, in our country, teacher education institutions and teachers do not have
enough knowledge and experience about what problem posing is, how problem posing work contributes
to mathematics education, how problem posing activities are designed and used in classrooms.
Therefore, studies about problem posing are needed in Turkey.

The aim of this study is to clarify problem posing situations of pre-service mathematics teachers in
dynamic geometry environment. It will also try to determine which concepts and topics pre-service
teachers tend to use while posing new problems.

Method
Research Design

The multiple case study of qualitative method has been approved for this study. Qualitative research
provide knowledge about people's lifestyles, behaviours or social changes (Strauss & Corbin, 1998). Yin
(2003, p. 13) described case study as scientific research which investigates current events in daily life.
There is more than one condition to be interpreted in the holistic multiple case study. Each condition is
interpreted within itself and compared with each other (Yildirm & Simsek, 2013). Therefore, in this
study, structured, semi-structured and free problem posing situations that are suggested by Stoyanova
and Ellerton (1996) are investigated within itself and compared with each other. Hence, the holistic
multiple case study is approved for this study.

Study Group

Criterion sampling that is purposeful sampling method was used in this study. Patton (1990) express
that criterion sampling is conditions that already ensure specific criterion. Criteria in the sampling are
that pre-service teachers took Geometry, Analysis I-ll, Linear Algebra I-1l and Computer Aided
Mathematics Education and they are taking Analysis Ill, Analytic Geometry and Special Teaching
Methods currently. Computer Aided Mathematics Education covers GeoGebra which is free, the easiest,
the most common and offers variety points of view. Hence, pre service teachers have knowledge about
GeoGebra and this software was seen appropriate. Participants who provide these criteria have
essential knowledge about mathematics, mathematics education and technology to pose mathematical
problems in dynamic geometry environment. According to these criteria, eight participants (six of them
are girl and two of them are boy) who are in third grade level of Elementary Mathematics Education
Department from a university in Central Anatolia Region attended this study voluntarily.
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Data Collection Tools

Structured, semi-structured and free problem posing situations which are suggested by Stoyanova
and Ellerton (1996) were used to examine problem posing conditions of pre-service mathematics
teachers. Various problem posing situations for each problem posing types were prepared in dynamic
geometry software and the opinions of two mathematics educators who worked on problem posing and
on doctoral thesis phase were consulted in terms of validity and reliability. According to opinions
problem posing situations in Figure 1, Figure 2 and Figure 3 were presented to pre-service teachers and
they were asked to produce their own problems by using given problems. Prepared problem posing
situations are examined by two mathematics education specialist. Also, data triangulation is used to
provide validity and reliability by using posed problems by participants, screen recording files and sound
recordings during lessons. Triangulation is a method for reliability and validity by using more than one
data (Yildirnm & Simsek, 2013).
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Resimdeki sekiller Japonya'da bulunan Art Street adi verilen sokakta kaldinmlarda
bulunmaktadir. Yegil ve mavi ile taral alanlarin arasindaki iligki nedir? Bu problemle
alakal bir problem kurunuz.

Figure 1. Structured problem posing.

7 yan yapilandinimig.ggb E=RE=R
Dosya Diizenle Gorinim Segenekler Araclar Pencere Yardim Otrum Ag.
= (=]
A g ‘| Asc| 232 (= L=]
BB e E AN T EE :
M N~
Agagidaki sekille ilgili bir problem kurunuz.
Girg | ®

Figure 2. Semi-structured problem posing.

128



Birnaz Kanbur TEKEREK, Ziya ARGUN — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 125-148

T2 Geobebra [o o=

Dosya Diizenle Goriinim Secenekler Araclar Pencere Yardim Oturum Ac

En

A e IS az [, ]
o )

SoEEND0 =

Serbest problem kurma tiirii: Size gdre zor gelen istediginiz bir problem kurunuz.

Figure 3. Free problem posing.

Data Collection

Pre-service teachers studied in a class with projection and their personal computers. It was easy to
show problem posing situations and article examples in the class with projection. Data collection took
two hours for each six weeks. In the first three weeks of six weeks, participants were informed about
what problem posing is and given some articles about problem posing. In the last three weeks, they
studied on structured, semi-structured and free problem posing situations prepared by the researcher
by using the examples of problem posing situations of Stoyanova and Ellerton (1996). They tried to pose
new problems in the dynamic geometry environment by using given problem posing situations about
two hours per three weeks. Problems posed by participants were saved by a screen saved program
during their studies. Table 1 reveals duration used by pre-service teachers during problem posing.
Names in the table are nicknames of the participants.

Table 1.
Duration of Problem Posing of Pre-service Teachers.

Structured Semi-Structured Free
Hakan 1h8min51s 41 min6s 1h7min47s
Ramazan 9minds 40 min 16 s 34 min34s
Kevser 40 min 54 s 1h4min37s 1h10min24s
Tugba 30min30s 50 min 26 s 1h2min34s
Zehra 26 min35s 39min17s 1h14min35s
Cemre 57 min52s 40 min 15 s 54 min15s
ipek 23min9s 28 min4s 38min10s
Melike 1h35min20s 22 min31s 44 min42s

Data Analysis

Frame analysis method, which was developed by Karadag (2009) during his doctoral study, was used
to analyse screens including posed new problems by pre-service teachers. According to Karadag (2009),
the first stage is pre-analysis stage including first analysis of data. In this stage, screen records are
quickly investigated and necessary and important points are noted for the next stage. The second step is
microanalysis stage including detailed review. The aim is to obtain detailed knowledge by examining
what each participant did in each frame. At the last stage that is tree-to-forest stage, investigated each
detailed data is put together and a general conclusion is obtained. In this study, the screen recordings of
the problems posed by the pre-service mathematics teachers were examined in detail and the concepts
were analysed. Data were first analysed by the researcher and then by one of the experts interpreted
problem posing situations. During the analysis, it was examined whether the concepts in posed
problems were related to the concepts given to the participants. In the first stage, the records were
looked at quickly and were paid to attention to the existence of different or similar concepts to the
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concepts given to them, in the second stage all the moments were examined one by one and which
concepts were used respectively. In the last stage, the concepts used and the posed problems are put
together and interpreted. As a result of the analysis of the researcher and the expert, it is seen that
there is a common decision on the concepts used in each frame.

Results

The aim is to reveal the relationship between posed problems by pre-service teachers and the given
problem posing situations, which concepts were used and the variety of concepts in terms of problem
posing situations. According to methodology, each condition was evaluated within itself and compared
with each other.

Structured Problem Posing

The main concepts in structured problem posing situation in Figure 1 are polygon, circular sector and
area. It was observed that 15 different geometric concepts were used in the new posed problems for
the structured problem posing situation. The most used concept was the point concept with 26.50%.
Then, the concepts of polygon with 17.95% and circular sector with 8.55% are among the most used
concepts. Pre-service teachers also used area, circle and arc concepts. There were pre-service teachers
used “what if not?” strategy developed by Brown and Walter (1969). It was observed that they used
hexagon instead of square or circle instead of circular sector. Also, they posed different problems by
using question root. An example from posed problems is given in Figure 4.
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Figure 4. Show that the area of the EFGH quadrilateral formed by joining the midpoints of an ABCD
quadrilateral is equal to half of the area of the ABCD quadrilateral.

According to Figure 4, the participant posed a problem included the ratio between the areas of
quadratic regions. Given problem contains a ratio between square and circular sector and posed
problem contains ratio between the areas of quadratic regions. Also Table 2 shows concepts that pre-
service teachers used while posing problems.

According to the Table 2, the pre-service teachers mostly posed problems by using the concepts of
the problem given to them. However, there are also participants who tend to use different concepts
from these concepts.

130



Birnaz Kanbur TEKEREK, Ziya ARGUN — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 125-148

Table 2.

Concepts in Structured Problem Posing.

Concepts Frequency Percent
Point 31 26.50
Polygon 21 17.95
Circle sector 10 8.55
Segment 8 6.84
Circle 7 5.98
Perpendicular line 7 5.98
Area 6 5.13
Intersect 6 5.13
Tangent line 5 4.27
Line 4 3.42
Vector 4 3.42
Arc 4 3.42
Reflection 2 1.71
Angle 1 .85
Length 1 .85
Total 117 100.00

Semi-Structured Problem Posing

The main concepts in semi-structured problem posing situation in Figure 2 are polygon and circle. It
was observed that 16 different geometric concepts were used in the new posed problems for the semi-
structured problem posing situation. The most used concept was circle concept with 14,49%. This was
followed by 13.08% point, 12.15% segment, 11.21% angle and 10.28% polygon concepts. Also,
participants used ellipse, conic and bisector concepts while posing their problems. Pre-service teachers
identified that there are not many limitations for this problem posing situation in class. There is a
problem posed by a participant in Figure 5.

“] was more relaxed in semi-structured problem posing when compared to others since structured
problem posing is more restricted. It was like a complete question and that the thing to change was
very limited.”
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Figure 5. Plot two circles intersecting each other at two points within a 5 cm Radius sphere. Then, draw

two triangles belong to two circles so that the line segment passing through two intersecting points will

be common. Please comment the area and the volume of the shape which will be formed when one of
the triangles is rotated around the other circle.
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According to Figure 5, the participant tried to pose a problem on 3D plane by using circle and triangle
on given problem posing situation. Table 3 shows concepts that pre-service teachers used while posing
problems.

Table 3.

Concepts in Semi-Structured Problem Posing.

Concepts Frequency Percent
Circle 31 14.49
Point 28 13.08
Segment 26 12.15
Angle 24 11.21
Polygon 22 10.28
Intersect 13 6.07
Length 12 5.61
Parallel line 11 5.14
Arc 11 5.14
Ellipse 9 4.21
Bisector 8 3.74
Perpendicular line 7 3.27
Area 6 2.80
Perpendicular bisector 4 1.87
Line 1 47
Conic 1 47
Total 214 100.00

According to Table 3, pre-service teachers can use variety of concepts and tend to use concepts in 3D
plane.

Free Problem Posing

There is no restriction in free problem posing situation in Figure 3 and pre-service teachers were
asked to pose any problem they desire. It was observed that 28 different geometric concepts were used
in the new posed problems for the free problem posing situation. The most used concept was segment
with 15.60%. The other concepts frequently used are point with 15.20%, polygon with 10.40% and
intersect concepts with 9.20%. Participants also used sequence, plane, curve, function, volume,
hyperbola, prism and pyramid concepts in their problems. Pre-service teachers suggested that dynamic
geometry software facilitates thinking on 3D shapes. There is a problem posed by a participant in Figure
6.

“Dynamic Geometry Software can show 3D problems very easily. It can make us feel more
comfortable and think about 3D shapes.”

According to Figure 6, the participant used the advantage of dynamic geometry software and posed
a problem by generating many polygons in a circle. Table 4 shows concepts that pre-service teachers
used while posing problems.

According to Table 4, variety of concepts was increased more. Pre-service teachers realized that they
can pose problems independently from 2D plane and they started to work more on 3D plane.
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Figure 6. Take polygons from dodecagon to twentygon. What is the number of triangles which is formed

by diagonal of these polygons? What are the minimum and maximum values of the area of these

triangles?

Table 4.

Concepts in Free Problem Posing.

Concepts Frequency Percent
Segment 39 15.60
Point 38 15.20
Polygon 26 10.40
Intersect 23 9.20
Conic 15 6.00
Line 13 5.20
Area 12 4.80
Function 8 3.20
Length 8 3.20
Perpendicular line 7 2.80
Volume 7 2.80
Sequence 6 2.40
Rotation 5 2.00
Parallel line 5 2.00
Hyperbola 4 1.60
Parabol 4 1.60
Prism 4 1.60
Arc 4 1.60
Angle 3 1.20
Bisector 3 1.20
Cone 3 1.20
Pyramid 3 1.20
Tangent Line 3 1.20
Plane 2 .80
Ellipse 2 .80
Curve 1 .40
Hyperbolic paraboloid 1 .40
Cone 1 .40
Total 250 100.00
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Discussion, Conclusion & Implementation

The aim of this study is to investigate problem posing situations of pre-service mathematics teachers
in dynamic geometry environment. For this purpose, participants were given structured, semi-
structured and free problem posing situations in dynamic geometry environment. Works of participants
were recorded via screen saving program and concepts in problems posed by pre-service teachers were
examined by screens.

In the structured problem posing situation, pre-service teachers used polygon and circular sector
mostly while posing new problems. The reason is that given problem included these concepts and it is
thought given problem posing situation was guided so that they made relationship between problems
and the concepts.

Moreover, they used the “what if not?” strategy developed by Brown and Walter (1969) that reveals
they focused on the problem itself instead of the solution of the problem. This conclusion supports that
WIN strategy provides to think about the problem and focus the meaning of the problem instead of the
solution by focusing on different ideas (Brown & Walter, 2005).

In the semi-structured problem posing situation, the circle concepts which were used mostly, is
related with that the given problem includes circle and its properties. Also, more using of segment,
angle and polygon concepts is related with the given problem. It was observed that different concepts
were used such as ellipse, coni and bisector in semi-structured problem posing when compared to
structured problem posing. This shows that pre-service teachers can vary concepts while posing
problems. In fact, pre-service teachers said that there was no much limitation in the semi-structured
problem posing during dialogues in the class.

Pre-service teachers diversify concepts they used in free problem posing when compared to others.
For example, they used sequence, plane, curve, function, volume, hyperbola, prism and pyramid while
posing problems. Also, there is special attention on that they lean on 3D geometric shapes. Argiin,
Arikan, Bulut, and Halicioglu (2014, p. 199) said studies in 3D space are very significant and students
generally have trouble with this, therefore computer software is useful to generate these concepts.

As it is seen, pre-service teachers used the most various concepts in free problem posing situation.
When limitations in problem posing situations decrease, participants can think about different concepts
on a broader perspective.

The point concept is used frequently in every problem posing situation. The reason of this is any
geometric shape is generated from points. Gluven and Karatas (2005) identified that basic conditions
related with geometry start with the point and it expands to line, segment, curve and 3D shapes.

From structured problem posing to free-problem posing situation, participants posed problems by
using different concepts without depending on given problems. In the literature review, it is seen that
research supports this conclusion. Leung and Silver (1997) emphasized that problems posed by pre-
service teachers can improve mathematical concepts and pose more rational and multi-step problems.
Also, teaching in dynamic geometry software provides increasing of different geometric concepts and
enrichment of geometry by students who use different properties of geometric concepts (Gomes &
Vergnaud, 2004).

Moreover, studies about problem posing have focused only one of these problem posing situations.
On the other hand, this research provides different findings about comparisons of used concepts and
multiple case study between three problem posing situations. Therefore, a broader interpretation can
be made about concepts in three problem posing situations as it was seen from broader perspective. In
addition, unlike other research, there was no topic restriction so mathematical thinking ability of pre-
service teachers was not limited. Even when they were given problem posing situations included certain
concepts, they could think about problems in different contexts and pose problems in 3D plane thanks
to no topic restriction.
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The literature shows that pre-service teachers should be educated well to educate students who
have problem posing skills. Thus, it is essential that problem posing lessons are given importance
besides problem solving lessons. That these lessons are compulsory courses instead of elective is useful
for not only people taking these courses but also all pre-service teachers. Academicians who give these
courses should also have enough knowledge about this. In addition, in this research only strategies of
Stoyanova and Ellerton (1996) were used. Hence, process of problem posing of pre-service teachers can
be traced with different approaches..
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Tiirkge Siiriim

Girig
Matematik egitimindeki gelismeler; elestiren, sorgulayan ve kendi bilgisini tretip kullanmayi bilen
bireylerin yetistirilmesinin gerekliligine dikkat cekmektedir. Ogrencilerden teknolojik gelismelerden
haberdar olarak bilgilerini kendi 6grenmeleriyle desteklemeleri beklenmektedir. Buna dayanarak
Matematik Dersi Ogretim Programinda 6grencilerin akil yiiriiterek ve kendi disiincelerini kullanarak

problem ¢6zme sireglerini tecribe etmeleri gerektigi amaglanmaktadir (Milli Egitim Bakanligi [MEB],
2018).

Matematik 6gretiminin temel amaglari arasinda bireylere gilinliik hayatta kullanilan matematiksel
bilgi ve becerileri kazandirmak, problem ¢6zme becerisini gelistirmek ve sorunlara problem ¢ézme
yaklasimi icinde yaklasma becerisini edindirmek yer almaktadir (Altun, 2012, p. 7). Problem ¢o6zebilen
kisi problemi anlama yetenegine sahip ve veriler arasinda iliski kurabilen bir bireydir. Problem ¢6zme
becerisinin bireylerde gigclendirilmesi gerekliligi arastirmacilar tarafindan vurgulanmis ve 0Ogretim
programlarinda da &zellikle dikkat cekilmistir. Ortaokul Matematik Dersi Ogretim Programinda
belirtildigi gibi Matematik 6grenmek problem ¢dzmeyi ve bunu gergek hayatla iliskilendirmeyi gerektirir
(MEB, 2013). Bunun igin ise dzenle segilmis problemlere ihtiya¢ vardir. Ozenle kurulan problemler
o6grencilerin Matematige karsi olumlu disiinceler gelistirmelerini ve problem ¢ézme becerilerini giinliik
hayatla da iliskilendirerek kullanabilmelerini saglayacaktir (Kirnap Donmez, 2014, p. 3).

Problem kurmanin 6ncilerinden olan Silver (1994) problem kurmayi “verilen problemden yeni
problemler Gretmek veya verilen problemi yeniden dizenlemek” seklinde tanimlamaktadir. Stoyanova
ve Ellerton (1996) ise problem kurmayi, matematiksel deneyimler temelinde, somut durumlarin kisisel
yorumlarinin insa edilmesi ve bunlari kullanarak anlamli matematiksel problemler olusturulmasi olarak
yorumlamiglardir. Arastirmacilar problem kurmanin Matematik disiplininde ve matematiksel diisiincenin
dogasinda merkezi bir 6neme sahip oldugunu belirtmislerdir (Silver, Mamona-Downs, Leung & Kenney,
1996). Silver (1994) yeni problemler kuran 6grencilerin yaraticiliklari ve elestirel diisinme becerilerinin
gelistigini belirtmistir. Problem kurma calismalarinin kullanilan matematiksel kavramlar ile iliskisi de
arastirmacilar tarafindan belirtilmistir. English (1997), problem kurma calismalarinin matematiksel
distinmeyi gelistirdiginin Gzerinde durmustur. Ayrica geometri bilgisini gelistirmeyi, O6grencilerin
matematiksel kavramlar arasinda iliskiler kurabilmelerini ve 6nceki bilgilerini yeniden yapilandirarak
kullanmalarini sagladigi ortadadir (Moses, Bjork, & Goldenberg, 1990, cited in: Rosli, Copraro & Copraro,
2014). Hashimoto (1986), problem kurma g¢alismalarinin 6grencilerin matematiksel kavramlari
algilamalarini ve gelistirmelerini saglayan bir ayna oldugunu vurgulamistir. Ogrencilerin bu becerileri
kazanmalarini saglayacak olan kisiler de 6gretmenler oldugundan o6gretmen adaylarinin bu bilingle
yetistirilmesi gerekmektedir. Isik, Kar, Yalcin ve Zehir (2011), Ogretmenler tarafindan kurulan
problemlerin 6grencilerin matematiksel dislinme becerilerinde ve matematiksel kavramlari
anlamalarinda etkili oldugunu ifade etmekle birlikte, 6grencilerin kurdugu problemleri degerlendirecek
ve yol gosterici olmasi beklenen kisilerin de 6gretmen adaylari oldugunu belirtmislerdir. Ogretmen
adaylarinin da problem kurma becerilerini gelistirmek amaciyla yapilan ¢alismalarin, onlarin farkh
stratejiler kullanarak problem kurma siiregleri yasamalari, matematiksel kavramlar arasindaki iliskileri
daha iyi anlamalarini sagladigi ortaya konulmustur (Xie, 2016). Dolayisiyla 6gretmen egitiminin problem
¢ozme ve kurma gibi c¢esitli 6grenme ortamlarinda, 6gretmen adaylarinin bagimsiz sekilde
dislinebilecekleri ve vyaratici c¢alismalar ortaya koyabilecekleri sekilde olmasinin 6nemli oldugu
arastirmacilar tarafindan ifade edilmistir (Polya, 1957, cited in: Aydin (2014, p. 27).

Ogretmenlerden 6grenciler icin giinimiiz teknolojisinin getirdigi olanaklardan da faydalanarak bu
o6grenme ortamlarini saglamalari beklenmektedir. Teknoloji, 6grencilerin muhakeme, kesfetme, problem
¢6zme ve yeni sorular sorma yetenekleri konusunda daha aktif olmalarini saglamaktadir (Van Voorst,
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1999). Yevdokimov (2005), teknolojinin 6grencilerin problem kurma sirecini anlamalarinda 6nemli
faktorlerden biri oldugunu belirterek dinamik geometri yazilimi kullanan 6grencilerin gizimleri ile verilen
sorular arasinda derin bir anlayis icine girdiklerini gézlemlemistir. MEB (2013, p. 7), Ortaokul Matematik
Dersi Ogretim Programinda Geometri Ogrenme Alaninda dinamik geometri yazilimlarinin etkin
kullaniminin da Matematik egitimi ve 6gretimi icin gerekli oldugunu belirtmis ve buna yoénelik
kazanimlara yer vermistir. Baki (2004) de Matematik 6gretmen adaylarinin, gelecekteki 6grencilerine
problem kurma ortamlari hazirlamalari igin 6gretim programlarindaki yeni yaklasimlarla uyumlu problem
kurma deneyimlerini tecriibe etmeleri gerektigini vurgulamistir. Dolayisiyla 6grencilere gelecekte iyi bir
Matematik egitimi saglamalari beklenen Matematik 6gretmen adaylarinin, problem kurma, gerekli
matematiksel kavram bilgisi ve teknolojiyi kullanma becerileri hakkinda yeterli bilgi birikimine sahip
olmalari gerektigi ortadadir. Yapilan ¢alismalar (Cai & Hwang, 2002; English, 1998; Silver & Cai, 1996)
cogu zaman ilkégretim dizeyinde bulunan 6grencilerle yapilmis ve bu calismalarda problem kurma
calismalarinin 6grenciler tzerinde meydana getirdigi faydalar (problem ¢ézme, yaraticilik, matematige
karsi olumlu tutum gelistirme) ortaya konulmustur. Ancak, 6gretmen adaylariyla yapilacak calismalarin
getirecegi katkilar, egitim fakiltelerinde, Matematik egitimi lisans programlarinda adi gecen problem
kurma calismalarini yuritebilecek 6gretmen adaylari icin yeterli ve gerekli egitimin verilip verilmedigini
ortaya gikaracaktir. Bunun yani sira uluslararasi literatiir, Walter ve Brown’in (2013, p. 9) 1960’larin
sonundan beri problem kurma becerisini Matematigin merkezine koyma ¢abasi icinde olduklarini ifade
etmektedir. Ancak, iilkemizde Matematik Dersi Ogretim Programi’nda problem kurma becerisine daha
once yer verilmesine ragmen ilk kez bilingli ve sistematik olarak 2005 yili 6gretim programinda 6zellikle
vurgulanmaya baslanmistir. Bu kazanimlara gore 6grencilerden Matematik ve glinlik yasam durumlarini
kullanarak problem kurmalari beklenmektedir (MEB, 2005, p. 13). Problem kurma her ne kadar
programa dabhil edilse de, 6gretmenler uygulanmasi icin yeterli zamanlarinin olmadigindan ve nasil
uygulanacagi konusunda gerekli egitimin verilmediginden bu konuda yeterince bilgi sahibi olmadiklarini
vurgulamiglardir (Kilig, 2013). Dolayisiyla Ulkemizde, 6gretmen yetistiren kurumlar ile 6gretmenler
problem kurmanin ne olduguna, problem kurma g¢alismalarinin Matematik egitimine ne olglide katki
sagladigina, problem kurma etkinliklerinin nasil tasarlandigina ve siniflarda nasil kullandigina yonelik
yeterince bilgi ve deneyime sahip degildir. Bundan dolayi, bu calisma ile bu alana bir nebze de olsa katki
saglanacagli umulmaktadir.

Buna gore, bu arastirmanin amaci Matematik 6gretmen adaylarinin dinamik geometri yazilimi
ortaminda problem kurma becerilerini ortaya cikarmaktir. Ayrica 6gretmen adaylarinin problem
kurarken hangi kavram ve konulari kullanmaya meyilli olduklari belirlenmeye ¢alisilacaktir.

Yontem
Arastirmanin Deseni

Bu calismada, nitel arastirma yontemleri icinde yer alan ¢oklu durum galismasi kullanilmistir. Nitel
arastirmalar insanlarin yasam tarzlari, davranislari veya toplumsal degisimleri hakkinda bilgi sahibi
olmayi saglar (Strauss & Corbin, 1998). Yin (2003, p.13), durum calismasini giinlik hayattaki giincel
olgulari inceleyen bilimsel bir arastirma olarak ifade etmistir. Bltlincil ¢oklu durum galismasinda ise
birden fazla kendi icinde yorumlanacak durum séz konusudur. Her durum kendi icinde bitlincil olarak
ele alinir ve daha sonra birbirleri ile karsilastirilir (Yildinnm & Simsek, 2013). Bu ¢alismada da Stoyanova
ve Ellerton (1996) tarafindan ortaya atilan yapilandirilmis, yari yapilandirilmis ve serbest problem kurma
durumlari 6ncelikle kendi icinde ele alinmis ve sonuglar birbirleriyle karsilastiriimistir. Bu nedenle, bu
arastirmada butiincill goklu durum deseni benimsenmistir.

Calisma Grubu

Katihmcilar, amagsal 6rnekleme yéntemlerinden 6lgiit 6rnekleme yontemi kullanilarak belirlenmistir.
Patton (1990) olgut 6rnekleme igin belirli kriterleri 6nceden saglayan durumlar ifadesini kullanmistir.
Buradaki 6rnekleme o6lgutleri, katihmcilarin Geometri, Analiz I-Il, Lineer Cebir I-1l ve Bilgisayar Destekli
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Matematik Egitimi derslerini almis ve Analiz lll, Analitik Geometri ve Ozel Ogretim Yéntemleri derslerini
aliyor olmalaridir. Bilgisayar Destekli Matematik Egitimi dersi GeoGebra’yr kapsamaktadir. Ayrica
GeoGebra ulasiimasi en kolay, Ucretsiz, en bilinen ve gesitli araylizleriyle ¢ok yonli bakis agisi sunan bir
dinamik geometri yaziimidir. Bu sebeple 6gretmen adaylarinin GeoGebra bilgisi vardir ve bu yazilimin
secilmesi uygun gorilmistir. Bu olgltleri saglayan adaylarin dinamik geometri yazilimi ortaminda
problem kurmak icin gerekli Matematik, Matematik egitimi ve teknoloji bilgisine sahip olduklar
diistinilmektedir. Bu 6lgiitlere gore arastirma icin génilli olan ve i¢ Anadolu Bélgesi'nde bulunan bir
tiniversitenin Egitim Fakiiltesi’nde ilkégretim Matematik Ogretmenligi Programi’nda 3. Sinif diizeyinde
O6grenim goren 8 6gretmen adayi (6 kiz ve 2 erkek 6grenci) ile calisiimistir.

Veri Toplama Araglari

Bu calismada 6gretmen adaylarinin problem kurma durumlarini incelemek amaciyla, Stoyanova ve
Ellerton (1996) tarafindan onerilen yapilandirilmis, yari yapilandirilmis ve serbest problem kurma
durumlarindan yararlanilmistir. Dinamik geometri yazilimi ortaminda her problem kurma tiriinden
cesitli problem kurma durumlari olusturulmus ve gegerlik ve glivenirlik agisindan incelemeleri amaciyla
problem kurma hakkinda g¢alisan ve doktora tez asamasinda olan iki matematik egitimcisinin uzman
goruslerine basvurulmustur. Uzmanlar Sekil 1, Sekil 2 ve Sekil 3’te bulunan problem kurma durumlarini
yeni problemler Uretilmesi icin kavramsal olarak daha yol gosterici bularak uygun gérmdslerdir. Bundan
dolayi, bu problem kurma durumlari 6gretmen adaylarina sunulmus ve bu durumlardan yola g¢ikarak
kendi problemlerini Gretmeleri istenmistir. Ayrica 6gretmen adaylarinin kurdugu problemler, ekran
kayitlari ve calisma sirasinda alinan ses kayitlari araciligiyla veri tiggenlemesi yapilmistir. Ucgenleme,
birden fazla veri kullanarak gecerlik ve giivenirligi saglayan bir yontemdir (Yildirnm & Simsek, 2013).

€7 yeplandnimisggb [E=S(EeE =)
Dosya Dizenle GorinOm Segenekler Araglar Pencere Yaraim Oturum Ag.
DEEDSOERANCEL 2

fCv

Resimdeki sekiller Japonya'da bulunan Art Street ad: verilen sokakta kaldinmlarda
bulunmaktadir. Yegil ve mavi ile taral alanlanin arasindaki iligki nedir? Bu problemle
alakal bir problem kurunuz.

Sekil 1. Yapilandirilmig problem kurma durumu.

Verilerin Toplanmasi

Ogretmen adaylari, projeksiyonu olan bir sinifta kisisel bilgisayarlari ile calismislardir. Projeksiyonun
olmasi uygulama boyunca onlara sunulan problem kurma durumlarinin ve 6rnek makalelerin
verilmesinde kolayhk saglamistir. 6 hafta boyunca ikiser saat siiren uygulamanin ilk g haftasi boyunca
o6gretmen adaylarina problem kurmanin ne oldugu aktarilmis ve érnek makaleler verilmistir. Sonraki li¢
haftada O0gretmen adaylarina Stoyanova ve Ellerton (1996) tarafindan sunulan yapilandiriimis, yari
yapilandiriimis ve serbest problem kurma durumlarindan yararlanilarak hazirlanan problem kurma
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durumlari verilmis ve kendi problemlerini kurmalari istenmistir. Katiimcilar ¢ haftanin her birinde her
hafta yaklagik iki saat boyunca g¢alismislar ve dinamik geometri yazilimi Gzerinde kendi problemlerini
retmislerdir. Ogretmen adaylarinin problem kurma calismalari, ekran kaydetme programi vasitasiyla
anhk olarak kaydedilmistir. Tablo 1’de 6gretmen adaylarinin problem kurarken kullandiklari siireler
verilmistir. Bu tabloda adaylar i¢in takma isimler kullanilmistir.

2 yan yapilandinimig.ggb (=3[0 =

Dosya Dizenle Gorinim Secenekler Araglar Pencere Yardim oturum Ag

Agsagidaki sekille ilgili bir problem Kurunuz.

Girig @

Sekil 2. Yari yapilandiriimis problem kurma durumu.

7 Geolebra (==

Dosya Diizenle Gorinim Secenekler Araclar Pencere Yardim Oturum Ac

=

- @lo

TEENEE =

=

Serbest problem kurma tiirii: Size gore zor gelen istediginiz bir problem kurunuz.

Sekil 3. Serbest problem kurma durumu.

Tablo 1.
Ogretmen Adaylarinin Problem Kurarken Kullandiklari Siireler.

Yapilandiriimig Yari yapilandiriimig Serbest
Hakan 1sa.8dk.51sn. 41 dk. 6 sn. 1sa. 7 dk.47 sn.
Ramazan 9 dk. 4 sn. 40 dk. 16 sn. 34 dk. 34 sn.
Kevser 40 dk. 54 sn. 1sa. 4 dk.37 sn. 1sa. 10 dk. 24 sn.
Tugba 30 dk. 30 sn. 50 dk. 26 sn. 1sa.2dk. 34 sn.
Zehra 26 dk. 35 sn. 39 dk. 17 sn. 1sa. 14 dk. 35 sn.
Cemre 57 dk. 52 sn. 40 dk. 15 sn. 54 dk. 15 sn.
ipek 23 dk. 9 sn. 28 dk. 4 sn. 38 dk. 10 sn.
Melike 1sa. 35 dk. 20 sn. 22 dk. 31 sn. 44 dk. 42 sn.
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Verilerin Analizi

Ogretmen adaylan tarafindan kurulan problemleri iceren ekran kayitlarinin analizi icin Karadag'in
(2009) doktora ¢alismasi sirasinda gelistirdigi kare inceleme metodu kullaniimistir. Karadag’a (2009) gore
ilk asamada, ekran kaydetme verilerinin 6n analizi (pre-analysis stage) yapilir. Bu sirada ekran kayitlarina
hizl bir sekilde gz atilir. Bir sonraki adim igin gerekli ve 6nemli gériilen yerler not alinir. ikinci asamada,
ekran kayitlari ayrintil sekilde incelenir (microanalysis stage). Bunun icin kare kare detayl bir inceleme
yapilir. Her katihmcinin her karede ne yaptigi ayrintili sekilde incelenerek olabildigince ayrintili bilgi elde
etmek amaglanir. Son asamada ise detayli incelenen veriler toparlanir (tree-to-forest stage). Bu
arastirmada da Ogretmen adaylan tarafindan kurulan problemlerin ekran kayitlari bu yontemle
incelenmis ve kullandiklari kavramlar analiz edilmistir. Veriler 6nce arastirmayi yiriten kisi, daha sonra
problem kurma durumlari igin géris alinan uzmanlardan biri tarafindan analiz edilmistir. Analiz boyunca
problem kurma calismalarina 6zgi olarak her problem kurma tiriinde kullanilan kavramlarin adaylara
verilen durumlardaki kavramlarla iliskili olup olmadigina bakilmistir. Birinci asamada kayitlara hizlica goz
atilmis ve onlara verilen durumlardaki kavramlara benzer ya da farkli kavramlarin varligina, ikinci
asamada bitin anlar tek tek incelenip sirasiyla hangi kavramlarin kullanildigina dikkat edilmistir. Son
asamada ise kullanilan kavramlar ve ortaya konan problemler bir araya getirilmis ve yorumlanmistir.
Arastirmaci ve uzmanin analizi sonucunda her karede kullanilan kavramlar konusunda ortak karara
vardigi gorilmustir.

Bulgular

Bu calismada o6gretmen adaylarinin kurduklari problemler ile onlara verilen problem kurma
durumlari arasinda kullanilan kavramlar agisindan bir iliski olup olmadigini ortaya ¢ikarmak
amaglanmistir. Arastirmanin yontemine uygun olarak her durum kendi icinde degerlendirilmis ve
birbirleri ile karsilastirmalar yapiimistir.

Yapilandirilmis Problem Kurma

Ogretmen adaylarina Sekil 1’de verilen yapilandiriimis problem kurma tiiriinde baslica cokgen,
dairesel dilim ve alan gibi kavramlar yer almaktadir. Ogretmen adaylarinin yapilandirilmis problem
kurma tlra icin kurduklari problemlerde 15 farkli kavram kullandiklari gérilmistiir. En fazla kullanilan
kavram, % 26.50 oranla nokta kavramidir. Arkasindan % 17.95 oranla ¢okgen ve % 8.55 oranla daire
dilimi kavramlari en ¢ok kullanilan diger kavramlardir. Ayrica 6gretmen adaylari alan, gember ve yay
kavramlarini da kullanmislardir. Ogretmen adaylarindan Brown ve Walter (1969) tarafindan gelistirilen
“what if not?” (WIN, ya Oyle degilse?) stratejisini kullananlar olmustur. Yapilandiriimis problem kurma
tirinde onlara verilen problemde kare yerine altigen veya dairesel dilim yerine cember kullandiklari ya
da soru kokiinden yola ¢ikarak baska problemler kurduklari gérilmistir. Buna ornek teskil eden bir
problem Sekil 4’te verilmistir.

Sekil 4’e gore 6gretmen adayi dortgensel bdlgelerin alanlari arasindaki oranin kullanildigi bir problem
kurmustur. Onlara verilen yapilandiriimis problem kurma durumunda kare ve dairesel dilimlerin alanlari
arasinda bir oran varken bu problemde de doértgenlerin alanlari arasindaki oran s6z konusudur. Tablo 2’
de ise adaylarin problem kurarken kullandiklari kavramlar verilmistir.
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Sekil 4. Bir ABCD dortgeninin orta noktalarinin birlestirilmesiyle olusan EFGH dértgeninin alani ABCD

dortgeninin alaninin yarisina esittir. Gosteriniz.

Tablo 2.
Yapilandirilmis Problem Kurma Tiiriinde Kullanilan Kavramlar.
Kullanilan Kavramlar Frekans Yiizde
Nokta 31 26.50
Cokgen 21 17.95
Daire dilimi 10 8.55
Dogru pargasi 8 6.84
Cember 7 5.98
Dik dogru 7 5.98
Alan 6 5.13
Kesisim 6 5.13
Teget 5 4.27
Dogru 4 3.42
Vektor 4 3.42
Yay 4 3.42
Yansima 2 1.71
1 .85
Uzunluk 1 .85
Toplam 117 100.00

Tablo 2’ye gore 6gretmen adaylari cogunlukla onlara verilen problem kurma durumundaki kavramlari

kullanarak problem kurmuslardir. Ancak, durumdaki kavramlardan farkh kavramlara yonelen adaylar da
vardir.

Yari Yapilandirilmis Problem Kurma

Ogretmen adaylarina Sekil 2’de verilen yari yapilandirilmis problem kurma tiiriinde baslica bulunan

kavramlar cokgen ve ¢emberdir. Ogretmen adaylarinin yari yapilandiriimis problem kurma tiirii igin
kurduklari problemlerde 16 farkli kavram kullandiklari gérilmistiir. % 14.49 oranla ¢ember kavrami en
¢ok kullanilan kavramdir. Bunu % 13.08 oranla nokta, % 12.15 oranla dogru pargasi, % 11.21 oranla agl
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ve % 10.28 oranla ¢okgen kavramlari izlemistir. Ayrica, 6gretmen adaylar elips, konik ve acgiortay gibi
cesitli kavramlar kullanarak da problem kurmuslardir. Ogretmen adaylari sinif ici konusmalarda ise bu
problem kurma turiinde fazla sinirlama olmadigini ifade etmislerdir. Sekil 5’te kurulan problemlerden bir
ornek verilmistir.

“Yari yapilandirilmista ben en rahat ettim. Clinkii yapilandirilmis boyle ¢ok sinirhydi zaten. Hani soru
gibi bir seydi hani tizerinde oynayacak sey ¢ok sinirliydi.”
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Sekil 5. 5 cm yaricapl bir kiire icerisinde birbirini iki noktada kesisecek iki adet cember cizelim. Kesisen
iki noktadan gecen dogru parcasi ortak olacak sekilde iki cembere ait iki licgen cizelim. Bu lGggenlerden
birini diger cember etrafinda dondiriliince olusacak sekil ve bu seklin alani ve hacmi hakkinda yorumda
bulununuz.

Sekil 5’e gére 6gretmen adayi verilen problem kurma durumundaki gember ve lggenden yola gikarak
lic boyutlu dizlemde bir problem kurmaya cgalismistir. Tablo 3’te ise adaylarin problem kurarken
kullandiklari kavramlar verilmistir.

Tablo 3.

Yari Yapilandiriimis Problem Kurma Tiiriinde Kullanilan Kavramlar.

Kullanilan Kavramlar Frekans Yiizde
Cember 31 14.49
Nokta 28 13.08
Dogru pargasl 26 12.15
Agl 24 11.21
Cokgen 22 10.28
Kesisim 13 6.07
Uzunluk 12 5.61
Paralel dogru 11 5.14
Yay 11 5.14
Elips 9 4.21
Aclortay 8 3.74
Dik dogru 7 3.27
Alan 6 2.80
Orta dikme 4 1.87
Dogru 1 A7
Konik 1 A7
Toplam 214 100.00
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Tablo 3’e gore kullanilan kavramlarin gesitlendirilmesiyle birlikte 6gretmen adaylari verilen kavramlar
disina ¢ikabilmis ve hatta U¢ boyutlu kavramlara da egilim gostermislerdir.

Serbest Problem Kurma

Ogretmen adaylarindan Sekil 3’te verilen serbest problem kurma tiiriinde herhangi bir sinirlama
olmaksizin istedikleri bir problem kurmalari istenmistir. Ogretmen adaylarinin serbest problem kurma
tlrd icin kurduklari problemlerde 28 farkli kavram kullandiklari gérilmustir. En ¢ok kullanilan kavram %
15.60 oranla dogru pargasidir. % 15.20 oranla nokta, % 10.40 oranla ¢cokgen ve % 9.20 oranla kesisim
kavramlari sik kullanilan diger kavramlardir. Katihmcilar dizi, diizlem, egri, fonksiyon, hacim, hiperbol,
prizma ve piramit gibi kavramlari da problem kurarken kullanmiglardir. Ayrica 6§retmen adaylarindan
dinamik geometri yazihminin {i¢ boyutlu sekiller Gzerinde diisiinmeyi kolaylastirdigini ifade edenler
olmustur. Sekil 6’da kurulan problemlerden bir 6rnek verilmistir.

“GeoGebra 3 boyutlu problemleri ¢cok rahat gosterebiliyor. Hani onlari daha rahat algilamamizi
saglayabilir. 3 boyutluda diisiinmeyi.”
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Sekil 6. Onikigenden yirmigene kadar olan ¢okgenleri alalim. Bu ¢okgenlerin kdsegenleri yardimiyla
olusan li¢ggen sayisi onikigenden yirmigene kadar olan ¢okgenler igin kagtir? Bu olusan liggenler iginde
alani minimum ve maksimum olan degerler nelerdir?

Sekil 6’ya gore 6gretmen adayi dinamik geometri yazilimin avantajini kullanarak bir cemberin icinde
cok sayida c¢okgenler olusturarak problem kurmustur. Tablo 4’te ise kullanilan diger kavramlar
verilmistir. Tablo 4’e gore kavram cesitliliginin daha da arttigi gorilmustir. Ayrica adaylar iki boyutlu
dizleme bagh kalmadan da problem kurabileceklerini fark etmisler ve l¢ boyutlu dizlemde daha ¢ok
calismalar yapmaya baslamislardir.

Tartisma, Sonug ve Oneriler

Bu arastirmada, 6gretmen adaylarinin dinamik geometri yazilmi ortaminda problem kurma
durumlarinin incelenmesi amaglanmistir. Bu amagla 6gretmen adaylarina yapilandiriimis, yari
yapilandiriimis ve serbest problem kurma durumlari verilmistir. Katihmcilarin ¢alismalari ekran kaydetme
programi ile kayda alinmis ve goérintiiler ayrintih sekilde incelenerek 6gretmen adaylarinin problem
kurarken kullandiklari kavramlar arastirilmistir.
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Tablo 4.

Serbest Problem Kurma Tiiriinde Kullanilan Kavramlar.

Kullanilan Kavramlar Frekans Yiizde
Dogru pargasl 39 15.60
Nokta 38 15.20
Cokgen 26 10.40
Kesisim 23 9.20
Cember 15 6.00
Dogru 13 5.20
Alan 12 4.80
Fonksiyon 8 3.20
Uzunluk 8 3.20
Dik dogru 7 2.80
Hacim 7 2.80
Dizi 6 2.40
Dondirme 5 2.00
Paralel dogru 5 2.00
Hiperbol 4 1.60
Parabol 4 1.60
Prizma 4 1.60
Yay 4 1.60
Agl 3 1.20
Aglortay 3 1.20
Konik 3 1.20
Piramit 3 1.20
Teget 3 1.20
Dizlem 2 .80
Elips 2 .80
Egri 1 .40
Hiperbolik paraboloit 1 .40
Koni 1 .40
Toplam 250 100.00

Yapilandiriimis problem kurma tirinde, 6gretmen adaylarinin problem kurarken en ¢ok ¢okgen,
dairesel dilim gibi kavramlari kullanmalari, onlara verilen problem bu kavramlari icerdiginden problem
durumunun yol gosterici oldugu distintlmustir.

Ogretmen adaylarinin Brown ve Walter (1969) tarafindan gelistirilen “what if not?” (WIN, ya oyle
degilse?) stratejisini kullanmalari problemin ¢éziimiine degil kendisine odaklandiklarini géstermektedir.
Bu da Brown ve Walter (2005) tarafindan vurgulanan, problem lzerinde diisiinmeyi saglayan ve daha
farkh fikirler Gizerinde yogunlasarak problemin ¢6ziminden ziyade problemin anlamina odaklanmayi
saglayan WIN stratejisini desteklemektedir.

Yari yapilandiriimis problem kurma tiiriinde, en sik kullanilan gember kavrami, 6gretmen adaylarina
sunulan problem kurma durumunun ¢ember ve oOzellikleri ile ilgili olmasiyla iliskili oldugu gérilmustir.
Yine nokta kavrami da en sik kullanilan kavramlardan biridir. Dogru pargasi, acl ve ¢okgen kavramlarinin
da en c¢ok kullanilmasi, 6gretmen adaylarina verilen problem kurma durumu ile iliskili oldugu
distnilmektedir. Elips, konik ve acgiortay kavramlarinin da kullanilmasi; 6gretmen adaylarinin yari
yapilandiriimis problem kurma tiirinde yapilandiriimis problem kurma tirine goére kullandiklari
kavramlari daha ¢ok cesitlendirebildiklerini gostermektedir. Bununla ilgili olarak, ders sirasinda gegen
konusmalarda, 6gretmen adaylari bu tirde sinirlama daha az oldugu icin baska kavramlar da
kullandiklarini ifade etmislerdir.
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Ogretmen adaylari diger problem kurma tiirlerine gore serbest problem kurma durumunda
kullandiklari kavramlari gesitlendirmiglerdir. Dizi, duzlem, egri, fonksiyon, hacim, hiperbol, prizma ve
piramit gibi kavramlari da kullanarak diger iki problem kurma tiriine goére daha farkli kavramlara da yer
vermiglerdir. Burada 6zellikle dikkat geken durum, 6gretmen adaylarinin t¢ boyutlu sekiller Gzerinde de
calismis olmalaridir. Arglin, Arikan, Bulut ve Halicioglu (2014, p. 199) tarafindan yapilan arastirmada Ug
boyutlu uzaydaki c¢alismalarin ¢ok onemli oldugu, 6grencilerin gliclukler yasadigi ve bilgisayar
yazilimlarinin bu kavramlarin olusmasinda faydali oldugu ifade edilmistir.

Goruldugi gibi 6gretmen adaylarina sunulan problem kurma tirleri arasinda kullanilan kavramlarin
en fazla serbest problem kurma durumunda gesitlendirildigi ortadadir. Problem kurma durumlarindaki
sinirlamalar azaldik¢a 6gretmen adaylari da sadece dar bir alan iginde diisinmek yerine farkli kavramlara
yonelmislerdir.

Her (¢ problem kurma tlrinde de nokta kavraminin sik¢a kullanildigi gérilmustir. Bunun sebebi,
herhangi bir geometrik seklin noktalarin birlesmesinden olusmasi seklinde yorumlanabilir. Dolayisiyla,
katilimcilar bir problem kurarken nokta ile ise baslamislardir. Gliven ve Karatas (2005) da geometri ile
ilgili en temel durumlarin nokta ile basladigini, dogru, dogru parcasi, egriler ve li¢c boyutlu sekillere dogru
genigledigini vurgulamistir.

Yapilandirilmis problem kurma tiriinden serbest problem kurma tiriine dogru, katilimcilar sadece
onlara verilen problemlerdeki kavramlara bagl kalmayarak daha cesitli kavramlar kullanarak problem
kurmuslardir. Arastirmalar da bu sonucu destekler niteliktedir. Leung ve Silver (1997) problem kuran
6gretmen adaylarinin kullandiklari matematiksel kavramlarin gelisme gosterdigini, daha mantikli ve ¢ok
adimh problem kurmalarini sagladigini vurgulamislardir. Gomes ve Vergnaud (2004) ise dinamik
geometri yazilimlari ortaminda yapilan 6gretimin, farkli geometrik kavramlarin kullaniminin arttirdigini
ve Ogrencilerin geometri kavramlarinin farkli 6zelliklerini kullanmalari ile geometrinin zenginlesmesini
sagladigini ifade etmislerdir.

Ayrica, problem kurma Uzerinde yapilan ¢alismalar bu durumlardan sadece birine odaklanmaktadir.
Ancak bu arastirma, yapilandiriimis, yari yapilandiriimis ve serbest problem kurma tirlerinin birlikte
oldugu coklu durum cgalismasinin yapilmasi ve problem kurma durumlari arasinda kavramlar arasi
karsilastirmanin gorilebildigi bir arastirma olmasi nedeniyle farkh nitelikte bulgular da saglamistir.
Boylece ayni anda ¢ problem kurma tiiri arasinda kullanilan kavramlarin nasil gelistigi hakkinda daha
genis bir perspektiften bakildigi icin daha kapsamli bir yorum yapilmistir.

Diger arastirmalardan farkli olarak konu sinirlamasi getiriimemesi de 6gretmen adaylarinin
matematiksel disiinme becerisini kisitlamamig, onlara belli kavramlarin oldugu bir problem kurma
durumu verilse de problemi istedikleri farkli baglamlarda diisinmelerini ve hatta l¢ boyuta varan
problemler kurmalarini saglamistir.

Bu c¢alisma, literatlir taramasinda oldugu gibi problem kurma becerisine sahip 0Ogrenciler
yetistirilebilmesi icin gelecegin 6gretmenlerinin bu konuda iyi egitilmesi gerektigini gdstermektedir.
Ogretmen egitimi programlarinda Problem Cézme derslerinin yani sira Problem Kurma derslerine de
gereken 6nemin verilmesi tavsiye edilmektedir. Bu derslerin segmeli degil zorunlu olarak verilmesi de
sadece dersi alanlarin degil tim 6gretmen adaylarinin faydasina olacaktir. Bu dersleri verecek olan
o6gretim elemanlarinin bu konuda donanimli olmalari 6nemlidir.

Bu arastirmada sadece Stoyanova ve Ellerton (1996) tarafindan tavsiye edilen problem kurma
vaklasimlari ele alinmis olup katihmcilarin farkli yaklasimlar kullanarak problem kurma siregleri
izlenebilir.

Uygulama sirasinda 6gretmen adaylari tarafindan dinamik geometri yazilimi ile (¢ boyutlu sekillerin
hayal edilmesinin daha kolay oldugu ifade edilmistir. U¢ boyutlu sekillerin daha iyi algilanmasini
saglamak icin dinamik geometri yazilimlari daha sik kullanilabilir.
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Introduction

Work has an important place in the life of the employee. The time spent at work is considered to be
quite long. This timeframe is influential on the physical and mental health of the employee. The
attitudes and behaviors developed against the work are important for the healthy operation of the
business life. Positive attitudes towards work are expected to be effective in improving employee
performance (Altas & Kuzu, 2013; Babalola, 2016; Biite, 2011; Ozutku, 2008). Employees' performance is
one of the most important factors in achieving productivity, which has an important place among
organizational goals. The positive attitudes and behaviors that employees have developed against their
jobs are regarded in terms of organizations. Therefore, organizations aim to increase performance and
productivity within the organization by raising the satisfaction of their employees and providing their
psychological balances (Dugguh & Ayaga, 2014). Perceptions developed by employees about how they
are treated within the organization are effective in determining their attitudes towards business and
business environment. At the same time, these perceptions help employees to form and shape justice.

Justice is one of the most important issues in organizational life as well as in social life. As a
fundamental requirement for employees' personal satisfaction and effective organizational functions,
the importance of justice is recognized by social scientists as long-lasting (Greenberg, 1990).
Organizational justice is related to the degree at which individuals are satisfied with the treatment
applied to them in the organizational setting (Kdybasi, Ugurlu & Oncel, 2017).

Organizational justice means that the distribution of work-related outputs and the processes used in
this distribution and the transfer of these processes to the employees are considered fair by the
employees (Beugr, 2002). The concept of organizational justice is based on the Equity Theory, which was
put forward by Adams (1965) and made tremendous impact in those years (Altintas, 2006; isbasi, 2001;
Ozdevecioglu, 2003).

Basic insight into the equity theory suggests that it is likely that employees will reduce their
contributions when they receive low wages and increase their contributions if they receive high wages.
According to this theory, employees compare the proportion of their contribution and work they
provide to their employees proportionally with employees in other organizations. They improve their
feelings of guilt and resentment in the sense that this ratio is not equal. Employees will feel guilty
because they are rewarded higher than others, and will feel angry if they are rewarded at a lower rate
(Greenberg, 1990; Ozkalp & Kirel, 2013).

Employees may have an idea about whether this comparison is comparable to what others have
achieved in the same organization, and whether it is fair or not. In order to ensure employee
satisfaction, the expected situation should be equality, as Adams (1965) points out. Employees expect to
get output from themselves for their contribution to the organization. In the equity theory, the degree
of job success and satisfaction of employees is related to the equality or inequality perceived by the
working environment (Giderler Atalay, 2015). Equality perceptions of employees are related not only to
the distribution of material resources but also to all values that can be shared such as opportunities,
roles, statuses, appreciation (Ozkalp & Kirel, 2013).The equity theory deals with the fairness of the
outputs and is more often expressed as distributive justice. When the first studies on organizational
justice were examined, it was emphasized that justice was composed of two components, distributive
and procedural justice. In recent years, however, the concept of interactive justice has been added as a
third component of these two components (Aslan & Ozkog, 2015).

Distributive justice is the perception of justice regarding the achievements of the individual. While
procedural justice concerns the justice of the decision-making process, interaction justice is related to
the disclosure of these processes to employees (Ozkalp & Kirel, 2013). In other words, the humanity of
organizational practices emphasizes the justice of interaction (Aslan & Ozkog, 2015). Despite this
classification, in recent years there has been a tendency to look at organizational justice with a holistic
approach (Yilmaz, 2010).
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In schools, human involvement emerges as a much more important factor than other organizations.
Schools, like other organizations, are influenced by many organizational variables. One of these
variables is the perception of organizational justice on teachers (Kasapoglu, 2015). In studies on justice,
it is understood that this concept has had a meaningful effect on the relations between the teachers
(Koybasi et al., 2017). The fact that teachers have a positive perception of organizational justice can be
expected to affect the functioning of educational institutions positively. It is possible that the teachers
who believe that the environment is fair can interact positively with their environment and therefore
with their students.

Organizational justice in the literature is highly anticipated as a subject of much interest. Therefore,
organizational justice has been associated with many concepts (Roch & Shanock, 2014). Job satisfaction
is one of the concepts related to organizational justice. There is a meaningful, linear and high level
relationship between these two concepts (iscan & Sayin, 2010; McFarlin & Sweeney, 1992; Sweeney &
McFarlin, 1993; Walk, 2008; Yildirnm, 2007) and high sense of justice increases the job satisfaction of the
employee (Giderler Atalay, 2015). When there is a perception that employees are exposed to unfair
behavior; reduces feelings of commitment and loyalty towards the whole organization and this situation
causes the employees to exhibit negative feelings and attitudes (Eren, 2015).

Job satisfaction defined by different researchers in different ways and it can be defined as an
increase in productivity and quality of work as a result of appreciation of individual's work or
experiences (Demirtas & Alanoglu, 2015). Eren (2015) defines job satisfaction as financial income from
work and the enjoyment of the employee as he / she has spent with colleagues. Job satisfaction, which
expresses the positive feelings and attitudes that the employee has developed against the work he / she
has done; loving the employee's work, feeling happy and confident in his / her work and this situation is
very important for both employee and organization (Karcioglu & Akbas, 2010).

In general, job satisfaction or dissatisfaction is related to the motivation. Also, it is influenced by a
number of factors related to the employee, the characteristics of the job, and the job environment
(Demirtas, 2010a). Employee satisfaction, performance and retention have always been very important
issues in employee management literature and among human resource management practitioners.
Attitudes towards pay, working conditions, co-workers and managers, career prospects and intrinsic
aspects of the job may influence the level of employee’s satisfaction in the organization (Dugguh &
Ayaga, 2014).

Job satisfaction causes the desired results such as individual pleasure, positive emotion and self-
confidence that the employee gets from his work, and increases the efficiency in the organizational
sense (Yetim, 1997). It is expected that an individual who is happy and enjoys his / her individual job will
increase his / her individual performance and productivity. It is an inevitable consequence that the
individual increase in performance and efficiency has the same effect on organizational structure.
According to Basaran (2008); the quality of work, the possibility of promotion, payment, praise, working
conditions, supervision, the quality of colleagues, organization and management, organization climate
and personality of employees can be listed as factors affecting job satisfaction.

Organizations can improve the satisfaction of their employees by improving organizational factors
such as the quality of management, the quality of work, the ability to rise, and the working conditions
that affect job satisfaction. According to Basaran (2008); There are two important purposes of the
organization. One of them is to produce and the second is to provide satisfaction of the employees. Hoy
and Miskel (2010) similarly mentioned the importance of meeting human needs as well as achieving
organizational goals.

As in all organizations, it is very important that the level of satisfaction of teachers is high (Ozen,
Kutanis & Mesci, 2010). Because teachers educate students and shape the society in a sense. Teachers'
satisfaction or dissatisfaction is of great importance in terms of teaching quality. It is expected that the
teachers who achieve high level satisfaction from their work will increase their performance and
productivity. As a result, the quality of the education they give is a fact that cannot be ignored. The high
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perception of teachers' organizational justice in educational institutions is seen as an important
indicator of owning their school. It is expected that the efficiency and performance of the teachers who
own the school will be higher.

Ozer and Urtekin (2007) have investigated organizational justice perceptions in four dimensions and
found that all dimensions are related to job satisfaction. Altinkurt and Yilmaz (2010), Keklik and Coskun
Us (2013) have found that organizational justice is an important predictor of job satisfaction.

Despite the fact that organizational justice and job satisfaction are attracted and researched by many
researchers, the present study is aimed to investigate the relationships between organizational justice
and job satisfaction in a different time frame, at different stages and in a different sample, and to create
a different point of view. In this context, the purpose of the research is to examine "the relationship
between teachers' perceptions of organizational justice and job satisfaction". The answer to the
following questions was sought to achieve this purpose:

1. What is the perception level of teachers' organizational justice?
2. What is the perception level of teachers' job satisfaction?

3. Do the teachers' perceptions of organizational justice and job satisfaction show meaningful
differences according to gender, education status, bachelor's degree and professional tenure?

4. Is there a meaningful relationship between teachers' organizational justice and job satisfaction
perceptions?

Method
Research Design

The research was designed as a relational survey model within quantitative research. The relational
survey is a research model aimed at determining the presence and degree of mutual exchange between
two or more variables (Karasar, 2010). This model was used to test whether there is a meaningful and
linear relationship between the teachers' perceptions of organizational justice and job satisfaction
levels. Rather than testing which variable is the initiator, which variable is the result, the existence or
absence of the relationship is tested.

Population and sample

The study's population constitutes a total of 65 high schools located in the four central provinces of
Mersin (Akdeniz, Toroslar, Yenisehir and Mezitli) in the academic year 2016-2017. The number of
teachers working in this high school is 3194 (http://www.mersin.meb.gov.tr). The sample of the
research consists of 396 teachers working in 20 high schools, five of which are Yenisehir, five of Toroslar,
six of Akdeniz and four of Mezitli. Random proportional cluster sampling is done. Scales were distributed
and collected to the teachers of the schools sampled by the researchers. 204 of the participants were
women, 192 were men; 336 of them received 60 undergraduate degrees; 226 of them are in education
faculty, 170 are faculty or college graduates other than education faculty; 46 have 1-5 years, 54 have 6-
10, 55 have 11-15 and 241 have 16 years and more tenure.

Data Collection Tools

Organizational Justice Scale

The scale developed by Hoy and Tarter (2004), consists of 10 items Likert type items and single
dimension. The adaptation of the scale to Turkish was done by Tasdan and Yilmaz (2008) and the
explained variance was found as 61.74%. Factor loadings ranged from .44 to .89, and the Cronbach’s
Alpha reliability coefficient was .92. The scale developed for educational institutions reflects a holistic
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view of organizational justice. In this study, explanatory and confirmatory factor analyses of the scale
were carried out again. Explanatory Factor Analysis (EFA) findings; KMO (.93) and Barlet's Test of
Sphericity (2890.11; df = 45; p = .00) showed that the data reached adequate sample size and were
suitable for factor analysis. The scale, like the original scale, contains single dimension and 10 items. The
factor loadings of the items in the scale range from .49 to .89. Cronbach's Alpha reliability coefficient is
.93. The scale explains 63.26% of the total variance. The result of Confirmatory Factor Analysis (CFA)
showed that factor loadings ranged between .42 and .88. The fit indices of the model were found (x2 / df
=3.01; GFI =.96; AGFI =.92; CFl =.99; NNFI = .98; NFl = .98; RMSEA = .07 and SRMR = .02) very well.

Job Satisfaction Scale

The original Job Satisfaction Scale developed by Ho and Au (2006) and adapted to Turkish by
Demirtas (2010b) consists of five items. In this study, EFA and CFA of the scale was carried out again.
EFA findings; KMO (.79) and Barlet's Test of Sphericity (734.92; df = 10; p = .00) showed that the data
revealed adequate sample size and were suitable for factor analysis. The factor loadings of the items in
the scale range from .71 to .83. The Cronbach's Alpha reliability coefficient is .82. The scale explains
58.86% of the total variance. The load values of the scale items for which CFA is performed vary
between .53 and .86. The fit indices of the model were found (x? / df = 2.42, GFI = .99, AGFI = .96, CFIl =
1.00, NNFI = .98, NFI = .99, RMSEA = .06 and SRMR =.01) very well.

The two scales are in the 5-point Likert type and the options are ordered from Totally Agree (5) to
Never Agree (1). The four interval values of the five choices (4/5 = .80) are as follows:

4.21-5.00 = Totally Agree
3.41-4.20 = Agree

2.61-3.40 = Moderate Agree
1.81-2.60 = Disagree
1.00-1.81 = Never Agree

Data Analysis

In the analysis of the data, descriptive statistic, t-test and ANOVA were conducted to determine the
teachers’ perception of organizational justice and job satisfaction. All of these analyzes were based on
average scores. The mean scores of organizational justice and job satisfaction scales were examined
whether these averages differed according to gender, education status, bachelor's degree and
professional tenure. For meaningful F values, the Scheffe test was used to determine the source of the
difference. In addition, correlation analysis was applied in order to determine relationship between
organizational justice and job satisfaction. The normality of the distribution was tested with the
coefficients of kurtosis and skewness and these coefficients are found to be between -1.00 and +1.00.
According to Tabachnick and Fidell (2013), if the values of skewness and kurtosis are between -1.50 and
+1.50, and those of George and Mallery (2010) are between -2.00 and +2.00, the distribution is normal.
Therefore, the distribution of current study data is considered normal.

Results

The answers that teachers give to the items on the Organizational Justice Scale are indications of
their perceptions of the organizational justice level in their schools. The mean perceptions and standard
deviations of teachers' towards organizational justice are given in Table 1. According to Table 1,
participants' organizational justice scale perception average (X= 3.66) was "Agree" (X= 3.41-4.20). The
mean score of the items varies between 3.46 and 3.91. The highest mean (X= 3.91) was found in item
"The principal adheres to high ethical standards". The lowest mean (X= 3.46) was achieved in item
"There is no preferential treatment in this school".
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Table 1.

Means and Standard Deviations of Teachers' Organizational Justice Scale.

Organizational Justice Scale Items n X SD
1. The principal’s behavior is consistent 396 3.58 1.18
2. Students in this school are treated fairly 396 3.75 1.09
3. The principal does not play favorites 396 3.70 1.22
4. The principal treats everyone with respect and dignity 396 3.81 1.15
5. There is no preferential treatment in this school 396 3.46 1.19
6. The principal is this school is fair to everyone 396 3.69 1.20

7.Teachers in this school follow courses of action that are generally free of self 396 3.70 1.10
interest

8. The principal adheres to high ethical standards 396 3.91 1.04
9. Teachers are involved in decisions that affect them 396 3.55 1.12
10. Teachers are treated fairly in this school 396 3.50 1.12
Total perceived organizational justice 396 3.66 .85

Teachers' perceptions for job satisfaction were determined by the Job Satisfaction Scale. The means
and standard deviations of participants' job satisfaction measures are given in Table 2.

Table 2.

Means and Standard Deviations of Teachers' Job Satisfaction Scale.

Job Satisfaction Scale Items n X SD
1. Being a teacher is close to my ideality in many ways 396 4.09 1.06
2. My conditions of being a teacher are excellent 396 3.57 1.11
3. lam happy to be a teacher 396 4.01 1.06
4. | have achieved all the important conditions to become a teacher 396 4.03 .98
5. If I had to choose my career again, | would choose to be a teacher again 396 3.47 1.37
Total perceived job satisfaction 396 3.83 91

Table 2 shows the perception levels of participants' Job Satisfaction Scale. Perception of job
satisfaction scale (X= 3.83) was "Agree". This result is accepted as a sign that teachers' sense of job
satisfaction is high. The means of the items ranged from 3.47 to 4.09 and the highest mean (X= 4.09)
occurred in the article "Being a teacher is close to my ideality in many ways". The lowest mean (X= 3.47)
occurred in "If I had to choose my career again, | would choose to be a teacher again".

The findings of the independent samples t test to determine whether teachers' perceptions of
organizational justice and job satisfaction showed meaningful differences in terms of gender, education
status and undergraduate graduation variables are given in Table 3.

According to Table 3; male perceptions (X= 3. 69) of organizational justice are higher than female
(X= 3. 65). The perceptions of undergraduates (X= 3.68) are higher than those of graduates (X= 3.63).
The means of faculties and college graduates outside education (X= 3.70) are higher than the education
faculty graduates (X= 3.65). However, this difference is not statistically meaningful at .05 level in terms
of all variables.

Female job satisfaction perceptions (X= 3.90) are higher than male (X= 3.77). Perceptions of
graduates (X= 3.95) are higher than those of undergraduates (X= 3.82). Perceptions of faculty and
college graduates outside education (X= 3.85) are higher than those of education faculty graduation (X=
3.83). However, this difference is not statistically meaningful at .05 level in terms of all variables.
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Table 3.
Results of Independent Samples t Test.
Variables Scales n X t P
Gender Organizational Justice Female 204 3.65 -.37 .71
Male 192 3.69
Job Satisfaction Female 204 3,90 1.61 A1
Male 192 3.77
Education Organizational Justice Undergraduate 336 3.68 .34 .73
Status Graduate 60 3.63
Job Satisfaction Undergraduate 336 3.82 -1.07 .29
Graduate 60 3.95
Bachelor's Organizational Justice Education Faculty 226 3.65 -.56 .58
degree Other Faculty 170 3.70
Job Satisfaction Education Faculty 226 3.83 -.26 .80
Other Faculty 170 3.85

The findings of the ANOVA test to determine whether participants' perceptions of organizational
justice and job satisfaction showed meaningful differences in terms of professional tenure variables are
shown in Table 4.

Table 4.
ANOVA Test Results Showing the Effect of Professional Tenure Variable on Perceptions of Organizational
Justice and Job Satisfaction.

Sum of Mean

Scale Tenure n X Squares df Square F p Dif.
c 1-5 46 3.86 Within Groups 3.25 3 1.08 1.309 .27
-8 g  6-10 54 3.77 Between 323.82 392
g 7 1115 55  3.56 Groups
% % 16 and more 241 3.63 Total 327.07 395 .83
o Total 396 3.66

c 1-5 46 4.19 Within Groups 18.37 3 6.12 8.85* .00 14

.g 6-10 54 421 Between 271.34 392 2-3
88 1115 55  3.73 Groups 2-4
T 2 16andmore 241 3.70 Total 289.71 395 .69

& Total 396 3.83

r: Correlation coefficient; p*<.01

According to Table 4, there is no meaningful difference in the perception of organizational justice for
professional tenure variable participants (F (5 395 = 1.31; p >.05). In terms of job satisfaction perceptions,
professional tenure has a meaningful difference (F (3 355 = 8.85; p < .05). The results of the Scheffe test
to find out which groups are occurring this difference are looked at. According to these results, the
difference between the teachers who are at 1-5 years professional tenure and those who are 16 years or
more at tenure level; Between 6-10 (X= 4.21) years of tenure and 11-15 (X= 3.73) years of tenure; 6-10
years (X= 4.21 years) and 16 and more years (X= 3.70) professional tenure. Teachers who are at 1-5
years and 6-10 years of professional tenure have higher perceptions of job satisfaction than other
groups.

The direction and level of the relationship between two variables is determined by a correlation
analysis (Secer, 2015). A pearson correlation analysis was conducted to determine whether there was a
relationship between participants' organizational justice and job satisfaction perceptions. The result of
this analysis is given in Table 5.
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Table 5.

Correlation Analysis Results between Organizational Justice and Job Satisfaction.

Scales Organizational Justice  Job Satisfaction
Organizational Justice -

Job Satisfaction r 28%* -

According to the results of the correlation analysis in Table 5; there is a positive, low-level, and
meaningful relationship between participants' organizational justice perceptions and job satisfaction
perceptions (r = .28; p <.01). This result implies that teachers' perceptions of organizational justice and
job satisfaction are related to each other at a low level. In other words, a one-point increase in the
teachers' perceptions of organizational justice will result in a .28 increase in job satisfaction. Similarly, a
one-point increase in job satisfaction will result in a .28 increase in perceptions of organizational justice.

Discussion, Conclusion and Implementation

This research aimed to reveal the relationship between teachers' perceptions of organizational
justice and job satisfaction. The research was conducted on 396 teachers working in Mersin city.
Teachers who participated in the survey by responding to the scales were found to be at the "agree"
level with the perceptions of organizational justice scale. When the literature is examined; there are
studies (Altinkurt & Yilmaz, 2012; Dindar, 2011) that support these findings. Unlike this, there are
studies (Akram et al., 2015; Celik, 2011; Tekingilindiiz, Aydin & Polat, 2014; Yirlr, 2008) that show
employees are at moderate level of organizational justice perception. The perception of organizational
justice, the distribution of resources within the organization, the perception of the process steps
observed during this distribution and the disclosure of these processes to the employees are the result.
Employee perception of a negative situation against one of these three processes is caused by a change
in perception of justice. In general, the distribution justice and procedural justice averages are lower
than the interaction justice averages (Ozer & Urtekin, 2007; Rai, 2013; Sesen, 2011). This indicates that
participants are not as satisfied with the distribution of resources and the process steps as they are in
the organization.

When the average scores of organizational justice scale are examined; respectively, "The school
principal is ethical," "The school principal is valued and respectful," and "Students are fair to this school"
items the highest scores. Teachers have high perceptions that the school principals are belong to ethical
codes and does not distinguish between students. On the other hand, it was seen that the teachers gave

low scores to "Thereistpisik

fairly in this school". This can be interpreted as the fact that teachers are not fully satisfied with the
behavior of school principals towards them. Teachers perceive behaviors exhibited against students and
other individuals more fairly than behaviors exhibited against them. Teachers pay more attention to the
behavior of school principals towards themselves. Ethical or unethical behaviors are directed towards
the general population and teacher perceptions towards these behaviors are high. Teachers have
developed a more subjective sense of the behavior of principals and other employees towards

themselves and the perception that these behaviors are not at a sufficient level.

Teachers' perceptions of job satisfaction scale are at the "agree" level. When studies on job
satisfaction in the literature are examined; in many studies, teachers' job satisfaction is moderate
(Altinkurt & Yilmaz, 2012; Demirtas, 2010b; Demirtas & Alanoglu, 2015; Ordu, 2016; Sesen, 2011; Yilmaz
& Altinkurt, 2012). These findings do not coincide with the findings of the present study. Participants
were found to have high level of job satisfaction perceptions in some studies conducted by academic
staff (Zaman Kilic & Glimuseli, 2010), health workers (Rai, 2013) and industrial organizations (Yelboga,
2012; Yurir, 2008). The results obtained from the second group of studies are consistent with the
present study. In contrast, the level of job satisfaction of teachers was found to be low in the study
conducted by Kokli (2012). Employees are expected to increase their job satisfaction in order to
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increase their performance and achieve organizational goals (Dugguh & Ayaga, 2014). These research
findings show that although the level of teachers' job satisfaction is above average, it is not very high.
High job satisfaction can be a source of teachers' better performance. In this context, it would be useful
to organize activities to raise teachers' job satisfaction in school.

The highest mean level of job satisfaction was achieved in the following order: "Being a teacher is
close to my ideality in many ways", "l am happy to be a teacher", "l have achieved all the important
conditions to become a teacher". When item contents are examined, it can be concluded that teachers
believe that they have acquired the qualifications necessary to do their profession. However, the mean
of "My conditions of being a teacher are excellent" and "If | had to choose my career again, | would
choose to be a teacher again” items is relatively lower than other items. This has shown that teachers
are not satisfied with the gains they have achieved from their profession.

Teachers' perceptions of organizational justice did not differ according to gender, education status,
undergraduate degree and professional tenure. Many studies to reveal teacher perceptions in the
literature show that demographic variables do not cause meaningful differentiation in the perception of
justice (Bas & Sentiirk, 2011; Basar, 2011; Celik, 2011; Dundar, 2011; Polat & Celep, 2008). The data of
the current study are similar to literature. Teachers' perceptions of justice can be influenced in many
ways. Cohen-Charash and Spector (2001) stated that in the meta-analysis of organizational justice,
demographic variables had very little effect on justice perception and that personality traits had
stronger ties with organizational justice.

Teachers' job satisfaction perceptions did not differ according to gender, education status and
graduation degree. However, these perceptions differ meaningfully from the professional tenure
variable. Many studies have shown that demographic characteristics do not cause differentiation in job
satisfaction (Basar, 2011; Demirtas & Alanoglu, 2015; Kagan, 2010; Tasdan & Tiryaki, 2008). In some
researches, it was found that teachers’ job satisfaction did not differ according to the gender and
teaching situation but it differ according to tenure. For example, in the study conducted by Ordu (2010),
it was revealed that the satisfaction levels of teachers with 10 years and below are higher than those
with higher professional tenure. The study conducted by Celik (2011) has also resulted in a decrease in
tenure job satisfaction. These studies support the results of the current study showing that teachers
with professional tenure of 1-5 and 6-10 years have higher job satisfaction than teachers with higher
tenure. Hoy and Miskel (2010) indicate that personal variables such as age and gender have a limited
relationship to job satisfaction. The current research results are in line with that of Hoy and Miskel.

A positive and low level relationship was found between teachers' organizational justice and job
satisfaction perceptions. Many studies have revealed that the perceptions of organizational justice and
job satisfaction are positively related to each other. However, in some studies this relationship was
found to be low as it is in the current research (Basar, 2011; Ozer & Urtekin, 2007; Yelboga, 2012). This
relationship was found to be moderate in some studies (Celik, 2011; Diindar, 2011; Elma, 2013; Kutanis
& Mesci, 2010; Rai, 2013; Yildirim, 2007) and high in some studies (Altinkurt & Yilmaz, 2012; Cohen-
Charash & Spector, 2001; Keklik & Coskun Us, 2013). Almost all studies show that there is a positive
relationship between organizational justice perception and job satisfaction, whether at low, moderate
or high level. The high perception of organizational justice is an undeniable fact that positive
perceptions and attitudes will develop in employees. It is expected that job satisfaction, which expresses
the overall satisfaction level of employees, is expected to be influenced by organizational justice.

The main results obtained from this research can be recovered at the following points: Teachers'
perception of organizational justice was the level of “agree”, in other words, above the moderate. There
were no meaningful differences according to organizational justice perceptions, gender, education
status and graduated faculty variables. Teachers’ perceptions of job satisfaction were found at the level
of agree. Job satisfaction perceptions did not change according to gender, education status, and
undergraduate degrees. Meaningful differences were found only according to the professional tenure
variable. Considering these results, we have developed the following suggestions:

157



Muslim ALANOGLU, Ziilfii DEMIRTAS — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 149-170

The perception of organizational justice is related to the distribution of resources in schools and the
processing of operation, as well as how much information teachers have on these issues. It is therefore
expected that school administrators will be able to positively affect perceptions of justice by properly
informing teachers. It is thought that a study to be conducted in this regard will guide school principals
in achieving higher performance by influencing teachers' perceptions of organizational justice.

As Cohen-Charash and Spector (2001) point out, demographic characteristics are thought to have a
higher effect on perceptions of organizational justice, and studies to determine the relationship
between personality traits and organizational justice perceptions will contribute to the literature.

The fact that the research was carried out only in the high school in the center of the province and
limited to the year 2016-2017 suggests that care should be taken to generalize the results. The
repetition of the research in different universes and samples will be useful in explaining this in more
detail.
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Tiirkge Siiriim

Giris

is, calisanin yasaminda énemli bir yere sahiptir. is yerinde gecirilen zaman oldukga uzun sayilir. Bu
zaman dilimi, calisanin fiziksel ve ruhsal saghgi Uzerinde etkilidir. ise karsi gelistirilen tutum ve
davranislar is yasaminin saglikh islemesi agisindan énemlidir. ise karsi gelistirilen olumlu tutumlarin,
calisanin performansini yikseltmede etkili olmasi beklenmektedir (Altas & Kuzu, 2013; Babalola, 2016;
Biite, 2011; Ordu, 2016; Ozutku, 2008). Orgiitsel amaglar arasinda dnemli bir yere sahip olan verimliligin
saglanmasinda ¢alisanlarin performansi en dnemli 6geler arasinda yer alir. Galisanlarin islerine karsi
gelistirdikleri olumlu tutum ve davranislar 6rgutler agisindan 6nemsenmektedir. Bundan dolayi orgiitler,
calisanlarinin memnuniyetlerini yikselterek ve psikolojik dengelerini saglayarak o6rgiit icinde performansi
ve Uretkenligi artirmayi hedeflemektedirler (Dugguh & Ayaga, 2014). Calisanlarin 6rgiit icerisinde
kendilerine nasil muamele edildigine dair gelistirdigi algilar, onlarin ise ve is c¢evresine karsi
gelistirecekleri tutumlari belirlemede etkili olmaktadir. Bu algilar ayni zamanda, calisanlarda adalet
duygusunun olusmasina ve sekillenmesine yardimci olmaktadir.

Adalet toplumsal yasamda oldugu gibi orglitsel yasamda da en 6nemli konularin basinda
gelmektedir. Calisanlarin kisisel tatmini ve etkin orgiitsel fonksiyonlar icin temel bir gereklilik olarak
adaletin 6nemi, sosyal bilimciler tarafindan uzun siiredir kabul gérmektedir (Greenberg, 1990). Orgiitsel
adalet, 6rgiit ortaminda bireylerin kendilerine uygulanan muameleden memnun olma dizeyi ile iliskilidir
(Kéybasi, Ugurlu & Oncel, 2017).

Orgiitsel adalet, isle ilgili ciktilarin dagitimi ile bu dagitimda kullanilan islemler ve bu siireclerin
calisanlara aktarilmasi sonucu, o6rgitin calisanlar tarafindan adil olarak nitelendiriimesi anlamina
gelmektedir (Beugr, 2002). Orgiitsel adalet kavrami, Adams (1965) tarafindan ortaya atilan ve o yillarda
oldukga ses getiren Esitlik Teorisi’ne dayanmaktadir (Altintas, 2006; isbasi, 2001; Ozdevecioglu, 2003).

Esitlik teorisinin temel 6ngérisl; calisanlarin distk Gcret aldiklarinda orgiite katkilarini azaltacagi,
ylksek Ucret aldiklarinda ise bu katkilarini artiracagi yonindedir. Bu teoriye gore calisanlar érgite
sagladiklar katki ve isten elde ettiklerini oransal olarak baska érgitlerde ¢alisanlar ile karsilastirirlar. Bu
oranin esit olmadigi algisi gelistirmeleri halinde sugluluk ve kizginhk duygularini gelistirirler. Calisanlar,
baskalarindan daha yiiksek oranda odillendirildigi icin sucluluk, daha distk oranda odillendirildigi icin
ise kizginlk hissedecektir (Greenberg, 1990; Ozkalp & Kirel, 2013).

Calisanlar bu karsilastirmayi baska orgit calisanlari ile yaptiklari kadar ayni orgit icerisinde farkh
kisilerin elde ettiklerini, kendi elde ettikleri ile karsilastirmalari sonucu da o6rgutiin adil olup olmadig
hakkinda fikir sahibi olabilirler. Calisanlarin memnuniyetini saglamak icin beklenen durum ise Adams’in
(1965) belirttigi gibi esitlik olmahdir. Clinkl calisanlar 6rgitiin amaglarina ulasmasina yaptiklari katki
oraninda kendileri agisindan ¢ikti elde etmeyi beklerler. Esitlik teorisinde, kisilerin is basarisi ve tatmin
olma derecesi, ¢alistigi ortamla ilgili olarak algiladigi esitlik ya da esitsizlikle baglantilidir (Giderler Atalay,
2015). Calisanlarin esitlik algilari sadece maddi kaynaklarin dagitimiyla degil ayni zamanda firsatlar,
roller, statiiler, takdir gibi paylasilabilir tim degerlerle ilgilidir (Ozkalp & Kirel, 2013). Esitlik teorisi,
ciktilarin adil olmasi ile ilgilenmekte olup daha ¢ok dagitim adaleti olarak ifade edilmektedir. Orgiitsel
adalet konusunda yapilan ilk calismalar incelendiginde adaletin dagitim ve islem (prosediir) adaleti
olmak (izere iki bileseni oldugu Ulzerinde durulmaktaydi. Ancak son yillarda yapilan ¢alismalarda bu iki
bilesene {iclincii bilesen olarak etkilesim adaleti kavrami da eklenmistir (Aslan & Ozkog, 2015).

Dagitim adaleti, bireyin elde ettigi kazanimlara iliskin adalet algisidir. islem adaleti, alinan karardaki
stirecin adilligi ile ilgiliyken, etkilesim adaleti yasanan bu sireglerin ¢alisanlara agiklanmasi ile ilgilidir
(Ozkalp & Kirel, 2013). Yani 6rgiitsel uygulamalarin insani yoniine etkilesim adaleti vurgu yapmaktadir
(Aslan & Ozkog, 2015). Bu siniflandirmaya ragmen son yillarda orgiitsel adalete bitiinciil yaklasimla
bakma egilimi gorilmektedir (Yilmaz, 2010).
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Toplum hayatini etkileyen en 6nemli orgiitsel yapilardan biri olan okullarda, insan girdisi diger
orgutlere gore ¢ok daha dnemli bir etken olarak kargimiza gikmaktadir. Okullar da diger 6rgutler gibi pek
¢ok orgitsel degiskenden etkilenmektedir. Bu degiskenlerden biri de 6gretmenlerde olusan orgitsel
adalet algisidir (Kasapoglu, 2015). Adalet ile ilgili olarak yapilan galismalarda bu olgunun egitim
ortamlarinda bulunan insanlar arasindaki iliskilerde 6nemli bir etki yarattigi anlasilmaktadir (Kéybasi et
al., 2017). Ogretmenlerin olumlu &rgiitsel adalet algisina sahip olmalarinin, isledigi hammadde insan
olan egitim kurumlarinin isleyisine olumlu yonde etki etmesi beklenebilir. Bulundugu ortamin adil
olduguna inanan 6gretmenlerin, gevrelerini ve dolayisiyla 6grencilerini olumlu etkilemesi miimkindur.

Alan yazinda orglitsel adalet oldukga fazla ilgi géren bir konu olarak karsimiza ¢ikmaktadir. Bundan
dolay! orgiitsel adalet pek ¢ok kavram ile iliskilendirilmistir (Roch & Shanock, 2014). Orgiitsel adaletle
iliskili kavramlardan biri de is doyumudur. Bu iki kavram arasinda anlamli, dogrusal ve ylksek dizeyde
bir iliski vardir (iscan & Sayin, 2010; McFarlin & Sweeney, 1992; Sweeney & McFarlin, 1993; Yildirim,
2007; Yirir, 2008) ve yiiksek adalet algisi calisanin is doyumunu artirmaktadir (Giderler Atalay, 2015).
Calisanlarda adaletsiz davranislara maruz kaldiklarina dair bir algi olustugunda; islerine, yoneticilerine, is
arkadagslarina ve 6rgitliin timine karsi baghlk ve sadakat duygulari azalir. Calisanlarin olumsuz duygu ve
tutumlar takinmalarina neden olur (Eren, 2015).

is doyumu calisanlarin, islerinin veya tecriibelerinin takdir edilmesinin sonucunda verimliliklerinin,
Uretkenliklerinin ve yaptiklari isin kalitesinin artmasi olarak tanimlanabilir (Demirtas & Alanoglu, 2015).
Bagka bir tanima gore is doyumunu isten elde edilen maddi gelir ve ¢alisanin is arkadaslari ile gegirdigi
zamandan zevk almasi ile birlikte yaptigi isten haz ve mutluluk duymasidir (Eren, 2015). Calisanin yaptigi
ise karsi gelistirdigi olumlu duygu ve tutumlar ifade eden is doyumu; galisanin isini sevmesi, kendini
mutlu ve isinde glivende hissetmesi gibi durumlari kapsamakta olup bu durum hem c¢alisan hem de 6rgit
acisindan biyiik 6nem arz etmektedir (Karcioglu & Akbas, 2010).

is doyumu ya da doyumsuzlugu, kisinin giidiilenmesi ile ilgili oldugu kadar galisanin kendisi, isin
ozellikleri ve is gevresi ile ilgili cok sayida faktorden etkilenerek ortaya ¢ikmaktadir (Demirtas, 2010a).
Calisanlarin doyumu, performansi ve orgiite devamini saglamak yonetim alan yazininda ve insan
kaynaklari ydnetimi uygulayicilari arasinda her zaman énemli bir konu olmustur. Ucret, calisma kosullari,
is arkadaslari, yoneticiler, gelecekten beklentiler ve ise yonelik genel tutumlar ¢alisanlarin is doyumlarini
etkilemektedir (Dugguh & Ayaga, 2014).

is doyumu, kisinin yaptigi isten aldig bireysel haz, olumlu duygu ve kendine giiven gibi istenen
sonuglari ortaya cikarirken orgitsel anlamda verimliligin artmasina da neden olmaktadir (Yetim, 1997).
Bireysel olarak yaptigi isten mutlu olan ve keyif alan bir bireyin kendi bireysel performans ve verimini
artirmasi beklenir. Performans ve verimde meydana gelen bireysel artisin orgiitsel olarak da ayni etkiyi
gostermesi kacginilmaz bir sonug olarak karsimiza ¢cikmaktadir. Basaran’a (2008) gore; isin niteligi, 6deme,
ylkselme olanagi, ovilmek, calisma kosullari, denetim, is arkadaslari, 6rgiit ve yonetiminin niteligi,
orgltilin iklimi ve calisanin kisiligi is doyumunu etkileyen faktorler olarak siralanabilir.

Orgiitler, is doyumunu etkileyen ydnetimin ve isin niteligi, yikselme olanagi, calisma kosullari vb.
orgutsel faktorleri iyilestirerek calisanlarinin doyumunu artirabilirler. Basaran’a (2008) gore; 6rgitin iki
6nemli amaci vardir. Bunlardan biri Gretim yapmak ikincisi ise ¢alisanlarinin doyumunu saglamaktir. Hoy
ve Miskel (2010) benzer sekilde orgiitsel hedeflere ulasmak kadar insan ihtiyaglarina cevap vermenin de
6neminden bahsetmistir.

Biitlin orgitlerde oldugu gibi egitim orgltlerinin ¢alisani olan 6gretmenlerin doyum diizeyinin ylksek
olmasi oldukca 6nem tasimaktadir (Ozen Kutanis & Mesci, 2010). Ciinkii 6gretmenler gelecegimiz olan
dgrencileri yetistirmekte ve bir anlamda toplumu sekillendirmektedirler. Ogretmenlerin doyum ya da
doyumsuzlugu egitim-6gretimin kalitesi bakimindan biyik 6nem tasimaktadir. Yaptiklari isten ylksek
diizeyde doyum elde eden 6gretmenlerin performans ve verimliliklerinin artmasi beklenmektedir. Bunun
sonucunda verdikleri egitimin kalitesinin artacagi yadsinamayacak bir gergektir. Egitim kurumlarinda
ogretmenlerin orgiitsel adalet algilarinin yiksek olmasi onlarin okullarini sahiplendiginin énemli bir
gostergesi olarak goriilmektedir. Okulu sahiplenen 6gretmenlerin verim ve performansinin daha yiliksek
olmasi beklenmektedir.
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Ozer ve Urtekin (2007), 6rgiitsel adalet algilarini dért boyutta incelemis ve biitiin boyutlarin is
doyumu ile iliskili oldugu sonucuna ulagsmistir. Altinkurt ve Yilmaz (2010), Keklik ve Coskun Us (2013)
orgitsel adaletin is doyumunun énemli bir yordayicisi oldugu bulgusuna ulasmiglardir.

Orgiitsel adalet ve is doyumu pek cok arastirmaci tarafindan ilgi cekici bulunup arastiriimasina
ragmen bu arastirmada, farkl bir zaman diliminde, farkli evrende ve farkli bir érneklemde orgitsel
adalet ve is doyumu arasindaki iliskinin arastirilmasi ve farkh bir bakis agisinin olusturulmasi
hedeflenmektedir. Bu kapsamda arastirmanin amaci “6gretmenlerin 6rgiitsel adalet ve is doyum algilar
arasindaki iliskiyi” incelemektir. Bu amaca ulasmak icin asagidaki sorulara cevap aranmistir:

1. Ogretmenlerin 6rgiitsel adalete yénelik algilari ne diizeydedir?
2. Ogretmenlerin is doyumuna yénelik algilari ne diizeydedir?

3. Ogretmenlerin &rgiitsel adalet ve is doyumu algilari; cinsiyet, grenim durumu, lisans mezuniyeti ve
mesleki kideme goére anlamli farkliliklar géstermekte midir?

4. Ogretmenlerin érgiitsel adalet ve is doyum algilari arasinda anlamli bir iliski var midir?

Yontem
Arastirmanin Deseni

Arastirma nicel arastirmalar kapsaminda iliskisel tarama modelinde tasarlanmistir. iliskisel tarama
modeli, iki ve daha ¢ok sayidaki degisken arasinda birlikte degisimin varligini ve derecesini belirlemeyi
amaglayan arastirma modelidir (Karasar, 2010). Ogretmenlerin érgiitsel adalet algilari ile is doyumu
diizeyleri arasinda anlamli ve dogrusal bir iliski olup olmadigini test etmek amaciyla bu modele
basvurulmustur. Hangi degiskenin baslatici, hangi degiskenin sonu¢ oldugunu test etmekten ziyade
iliskinin varhgi ya da yoklugu test edilmektedir.

Evren ve 6rneklem

Arastirmanin evrenini, 2016-2017 egitim 6gretim yilinda Mersin ili dért merkez ilgesinde (Akdeniz,
Toroslar, Yenisehir ve Mezitli) bulunan toplam 65 lise olusturmaktadir. Bu liselerde gérev yapan
O6gretmen sayisi 3194’tur (http://www.mersin.meb.gov.tr). Arastirmanin 6rneklemini ise, Yenisehir ve
Toroslar ilgelerinden bes, Akdeniz ilgesinden alti ve Mezitli ilgesinden dért olmak Ulizere toplam 20 lisede
gérev yapan 396 dgretmen olusturmaktadir. Ornekleme yapilirken tesadiifi oransal kiime &rnekleme
yoluna gidilmistir. Arastirmacilar tarafindan tesadifi kime orneklemesine alinan liselerin
ogretmenlerine 6lgekler dagitilmis ve ayni sekilde toplanmistir. Katilimcilarin 204’0 kadin, 192’si erkek;
336'si lisans 60’1 lisansistl egitim almis; 226’si egitim fakiltesinde, 170'i egitim fakiltesi disinda bir
fakilte ya da yiksekokul mezunu; 46’s1 1-5 yil arasi, 54’0 6-10 arasi, 55’i 11-15 arasi ve 241’i 16 yil ve
daha fazla kideme sahiptir.

Veri Toplama Araglari

Orgiitsel Adalet Olcegi

Hoy ve Tarter (2004) tarafindan gelistirilmistir. Olcek tek boyuttan olusmakta ve Likert tipi 10 madde
icermektedir. Olgegin, Tirkge’ye uyarlamasi Tasdan ve Yilmaz (2008) tarafindan yapilmis olup agikladig
varyans % 61.74 olarak bulunmustur. Maddelerin faktor yik degerleri .44 ile .89 arasinda degismekte
olup olcegin Cronbach Alpha glvenirlik katsayisi .92 olarak belirlenmistir. Egitim kurumlari igin
gelistirilen Olgek Orgitsel adalet konusuna bitincil bir bakis agisi yansitmaktadir. Bu arastirmada s6z
konusu olcegin acimlayici ve dogrulayici faktér analizleri yeniden yapilmistir. Agimlayici Faktor Analizi
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(AFA) bulgulari; olgegin KMO (.93) ve Barlet’s Test of Sphericity (2890.11; df= 45; p = .00) degerleri,
yeterli 6rneklem buyiikligline ulagildigini ve verilerin faktér analizi yapmaya uygun oldugunu ortaya
koymustur. Olgek, orijinal dlgekte oldugu gibi, tek boyut ve 10 madde icermektedir. Maddelerin faktér
yik degerleri .49 ile .89 arasinda degismektedir. Cronbach Alpha giivenirlik katsayisi .93’tiir. Olgek,
toplam varyansin % 63.26’sini agiklamaktadir. Dogrulayici faktoér analizi yapilan 6lgegin maddelerinin yik
degerleri .42 ile .88 arasinda degismistir. Modelin uyum indeksleri x?/df=3.01; GFI=.96; AGFI=.92;
CF1=.99; NNFI=.98; NFI=.98; RMSEA=.07 ve SRMR=.02 olarak bulunmustur.

is Doyum Olgegi

Ho ve Au (2006) tarafindan gelistirilen ve Demirtas (2010b) tarafindan Tiirkge’ye uyarlamasi yapilan
is Doyum Olgeginin orijinali bes maddeden olusmaktadir. Bu arastirmada séz konusu &lgegin agimlayici
ve dogrulayic faktor analizi yeniden yapilmistir. Agimlayici faktor analizi bulgulari; 6lgegin KMO (.79) ve
Barlet’s Test of Sphericity (734.93; df= 10; p = .00) verilerin yeterli 6rneklem biylklGgline ulastigini ve
faktdr analizi yapmaya uygun oldugunu ortaya koymustur. Olgekte yer alan maddelerin faktér yiik
degerleri .71 ile .83 arasinda degismektedir. Bu arastirma kapsaminda 6lgegin Cronbach Alpha giivenirlik
katsayisi .82 bulunmustur. Olgek, toplam varyansin % 58.86'sin1 agiklamaktadir. Dogrulayici faktor analizi
yapilan Olgegin maddelerinin yiik degerleri .53 ile .86 arasinda degismektedir. Modelin uyum indeksleri
x?/df=2.42; GFI=.99; AGFI=.96; CFI=1.00; NNFI=.98; NFI=.99; RMSEA=.06 ve SRMR=.01 olarak
bulunmustur.

iki olcek de 5’li Likert tipinde olup, secenekler Tamamen Katiliyorum’dan (5) Kesinlikle
Katilmiyorum’a (1) dogru siralanmaktadir. Bes secenegin doért aralik degerleri (4/5= .80) asagidaki gibidir:

4.21-5.00 = Tamamen Katiliyorum
3.41-4.20 = Katiliyorum

2.61-3.40 = Orta Diizeyde Katiliyorum
1.81-2.60 = Katilmiyorum

1.00-1.81 = Kesinlikle Katilmiyorum

Verilerin Analizi

Arastirma verilerinin analizinde betimsel istatistikler, ikili karsilastirmalarda t-testi, t¢lii ve daha fazla
karsilastirmalarda tek yonli varyans analizi (ANOVA) kullaniimistir. Bu analizlerin tiimi, ortalama
puanlar Gzerinden yapilmistir. Bu ortalama puanlarin cinsiyet, 6grenim durumu, lisans mezuniyeti ve
mesleki kidem degiskenlerine gore farklilik gésterip gostermedigi incelenmistir. Anlamh ¢ikan F degerleri
icin, farkin kaynagini belirlemek amaciyla Scheffe testi kullaniimistir. Son olarak orgitsel adalet ile is
doyumu arasindaki iliski korelasyon analizi ile test edilmistir. Dagimin normalligi, basiklik ve g¢arpiklik
katsayilari ile sinanmis olup bu katsayilarin -1.00 ile 1.00 arasinda oldugu gorilmustir. Tabachnick ve
Fidell’e (2013) gore basiklik ve garpikhk degerleri -1.50 ile +1.50 arasinda, George ve Mallery’e (2010)
gore de bu degerler -2.00 ile +2.00 arasinda degisiyorsa veriler normal dagilmaktadir. Bundan dolayi
mevcut ¢alisma verilerinin dagilimi normal olarak kabul edilmistir.

Bulgular

Ogretmenlerin Orgiitsel Adalet Olceginde yer alan maddelere verdikleri yanitlar, onlarin kendi
okullarinda orgiitsel adaletin ne diizeyde olduguna yonelik algilarinin goéstergesidir. Katilimci
ogretmenlerin orgitsel adalete yonelik algilarinin ortalamalari ve standart sapmalarn Tablo 1’de yer
almaktadir.

162



Muslim ALANOGLU, Ziilfii DEMIRTAS — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 149-170

Tablo 1.

Ogretmenlerin Orgiitsel Adalet Olgedi Ortalama ve Standart Sapmalari.

Orgiitsel Adalet Olgegi Maddeleri n X sS
1.0kul midUrimuin davraniglar tutarhidir 396 3.58 1.18
2.Bu okulda 6grencilere adil davranilir 396 3.75 1.09
3.0kul midird on plana ¢ikmaya (popller olmaya) ¢alismaz 396 3.70 1.22
4.0kul maddiri herkese deger verir ve saygih davranir 396 3.81 1.15
5.Bu okulda hig kimseye ayricalikli muamele yapilmaz 396 3.46 1.19
6.0kul mudird herkese karsi adil davranir 396 3.69 1.21
7.Bu okuldaki 6gretmenler gorevlerini yaparken kisisel menfaatlerini diisiinmezler 396 3.70 111
8.0kul midiiri etik ilkelere baghdir 396 3.91 1.04
9.Bu okuldaki 6gretmenler kendilerini etkileyecek kararlarda s6z sahibidir 396 3.55 1.12
10.Bu okuldaki 6gretmenlere adil muamele yapilir 396 3.50 1.20
Toplam 6rgltsel adalet algisi 396 3.66 .86

Tablo 1’e gére katiimcilarin Orgiitsel Adalet Olgegine ait algi diizeyleri incelendiginde; &rgiitsel
adalet dlcegi algl ortalamasinin (X= 3.66) “katiliyorum” diizeyinde (X= 3.41-4.20) oldugu gériilmektedir.
Maddelerin aldiklari puan ortalamalarinin 3.46 ve 3.91 arasinda degistigi ve en yiiksek ortalamanin (X=
3.91) “Okul midiiri etik ilkelere baglidir” maddesine ait oldugu, en disiik ortalamanin ise (X= 3.46) “Bu
okulda hig kimseye ayricalikli muamele yapilmaz” maddesine ait oldugu gérilmektedir.

Katilimc1 6gretmenlerin is doyumuna yénelik algilari is Doyumu Olgegi ile belirlenmistir. Katimcilarin
is doyumu Olgegine yonelik ortalamalari ve standart sapmalari Tablo 2’de verilmistir.

Tablo 2.

Ogretmenlerin is Doyumu Olcedi Ortalama ve Standart Sapmalari.

is Doyumu Olgegi Maddeleri n X SS
1. Ogretmen olmak birgok yénii ile benim idealime yakindir 396 409 1.06
2.0gretmen olmak icin sartlarim miikemmeldir 396 3.57 1.11
3.0gretmen oldugum icin memnunum 396 4.01 1.06
4.0gretmen olmak icin biitiin 6nemli sartlari elde ettim 396 4.03 .98
5.Eger kariyerimi yeniden segmem gerekseydi, yeniden 6gretmenligi secerdim 396 3.47 1.37
Toplam is doyumu algisi 396 3.83 91

Tablo 2 katilimcilarin is Doyumu Olgegine ait alg! diizeylerini géstermektedir. is doyumu &lcegi alg
ortalamasi (X= 3.83) “katiliyorum” diizeyinde gerceklesmistir. Bu sonug, 6gretmenlerin is doyumu
algisinin yiiksek oldugunun gostergesi olarak kabul edilmistir. Madde ortalamalari 3.47 ve 4.09 arasinda
degismis ve en yiiksek ortalama (X= 4.09) “Ogretmen olmak bircok yonii ile benim idealime yakindir”
maddesinde ortaya cikmistir. En diisiik ortalama (X= 3.47) “Eger kariyerimi yeniden segmem gerekseydi,
yeniden 6gretmenligi secerdim” maddesinde ortaya ¢ikmistir.

Ogretmenlerin &rgiitsel adalet ve is doyumunu algilarinin cinsiyet, 8grenim durumu ve lisans
mezuniyeti degiskenleri agisindan anlaml farkliliklar gésterip gostermedigini belirlemek amaciyla yapilan
t-testinin bulgular Tablo 3’te yer almaktadir. Tablo 3’e gére; orgiitsel adalet algilari; erkeklerde (X=
3.69), kadinlara (X= 3.65); lisans mezunlarinda (X= 3.68), lisansiistii mezunlarina (X= 3.63) nispeten;
egitim fakiiltesi disindaki fakiilte ve yiiksekokul mezunlarinda (X= 3.70) egitim fakultesi mezunlarina (X=
3.65) nispeten daha yuksek bulunmustur. Ancak, bu farkhlik bltin degiskenler agisindan istatistiksel
olarak .05 diizeyinde anlamli degildir.
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Tablo 3.
Bagimsiz Orneklemler t Testi Sonuglari.
Degiskenler  Olgek n X t p
Cinsiyet Orgiitsel adalet Kadin 204 3.65 -.37 71
Erkek 192 3.69
is doyumu Kadin 204 390 161 A1
Erkek 192 3.77
Ogrenim Orgiitsel adalet Lisans 336 3.68 .34 .73
Durumu Lisansustu 60 3.63
is doyumu Lisans 336 3.82 -1.07 .29
Lisansustu 60 3.95
Lisans Orgiitsel adalet Egitim Fakiiltesi 226 3.65 -.56 .58
Mezuniyeti Diger Fakdlteler 170 3.70
is doyumu Egitim Fakdltesi 226 3.83 -.26 .80
Other Faculty 170 3.85

is doyumu algilari; kadinlarda (X= 3.90), erkeklere (X= 3.77) nispeten daha vyiiksek; lisansisti
mezunlarinda (X= 3.95), lisans mezunlarina (X= 3.82) nispeten daha yiksek; egitim disindaki fakiilte ve
yiiksekokul mezunlarinda (X= 3.85) egitim fakiltesi mezunlarina (X= 3.83) nispeten daha vyiiksek
cikmistir. Ancak, bu farkhilik bitliin degiskenler agisindan istatistiksel olarak .05 diizeyinde anlamli
degildir.

Katilimcilarin orgiitsel adalet ve is doyumu algilarinin mesleki kidem degiskeni agisindan anlamli
farkliliklar gosterip gostermedigini belirlemek amaciyla yapilan tek yonli varyans analizi testinin
bulgulari Tablo 4’te yer almaktadir.

Tablo 4.
Mesleki Kidem Dediskeninin Orgiitsel Adalet ve is Doyumu Algilari Uzerindeki Etkisini Gosteren Tek Yénlii
Varyans Analizi Sonuglari.

Blcek Mesleki _ Varyansin Kareler Kareler
Kidem n X Kaynagi Top. SD Ort. F p Fark
(1)2-5 46 3.86 Grupigci 3.25 3 1.08 131 .27
K o (2)6-10 54  3.77 Gruplar Arasi 323.82 392 .83
=;5° g (3)11-15 55 3.56 Toplam 327.07 395
S < (4)16 Usti 241 3.63
Toplam 396 3.66
S (1)2-5 46 419 Grupigci 18.37 3 6.12 8.85* .00 14
g (2)6-10 54 421 Gruplar Arasi 271.34 392 .69 2-3
Z (3)11-15 55 3.73 Toplam 289.71 395 2-4
O (4)1eusta 241 3.70
" Toplam 396 3.83

Tablo 4’e gore, mesleki kidem degiskeni katilimcilarin 6rgltsel adalet algilarinda anlamli bir farkhliga
neden olmamaktadir (F (3 392 = 1.31; p > .5). is doyumu algilari acisindan ise mesleki kidem anlaml bir
farklihga neden olmaktadir (F (3, 392 = 8.85; p < .05). Ortaya ¢ikan bu farkin hangi gruplar arasinda
oldugunu bulmak igin yapilan Scheffe testi sonuclarina bakilmistir. Bu sonuglara goére, farkhlik 1-5 yil
mesleki kidemde olan 6gretmenlerle 16 yil ve Ustii mesleki kidemde bulunanlar arasinda; 6-10 (X= 4.21)
yil mesleki kidemde bulunanlarla 11-15 (X= 3.73) yil kidemde bulunanlar arasinda; 6-10 (X= 4.21) yil
mesleki kidemde bulunanlarla 16 yil ve iistii (X= 3.70) mesleki kidemde bulunanlarin algilarindan
kaynaklanmaktadir. 1-5 yil ve 6-10 yil mesleki kidemde bulunan 6gretmenlerin is doyumu algilari diger
gruplardan daha yliksektir.
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iki degisken arasinda var olan iligkinin yénii ve diizeyi korelasyon analizi ile belirlenir (Seger, 2015).
Katilimcilarin 6rgltsel adalet ile is doyumu algilari arasinda anlamh bir iliski olup olmadigini belirlemek
amaciyla Pearson Koreldsyon Katsayisi analizi yapilmistir. Bu analizin sonucu Tablo 5’te yer almaktadir.

Tablo 5.

Orgiitsel Adalet ile is Doyumu Arasindaki lliskiyi Gésteren Koreldsyon Analizi Sonuglari.
Olgekler Orgiitsel Adalet

Orgiitsel Adalet -

is Doyumu r 28%*

r: Korelasyon katsayisi; **p<.01

Tablo 5’te yer alan korelasyon analizi sonuglarina gore; katilimcilarin 6rgiitsel adalet ile is doyumu
algilari (r= .28; p< .01) arasinda pozitif, dusik dizeyde ve anlamli bir iligki vardir. Bu sonug,
o6gretmenlerin orgitsel adalet algilari ile is doyumu algilarinda meydana gelen degisimin birbiriyle diisiik
diizeyde de olsa iliskili oldugu anlamina gelmektedir. Baska bir deyisle 6gretmenlerin orgitsel adalet
algilarindaki bir puanlik artis, is doyumunda .28’lik bir artisa neden olacaktir. Benzer sekilde, is
doyumundaki bir puanlik artis, 6rgiitsel adalet algilarinda .28’lik bir artisa neden olacaktir.

Tartisma, Sonug ve Oneriler

Ogretmenlerin o6rgiitsel adalet ve is doyumu algilari arasindaki iliskiyi belirlemeyi amaglayan bu
arastirma, Mersin ilinde gorev yapan 396 6gretmen lizerinde gerceklestirilmistir. Arastirmaya olgekleri
yanitlayarak katilim saglayan o6gretmenlerin 6rglitsel adalet algilari “katiiyorum” dizeyindedir. Alan
yazin incelendiginde; bu bulgulari destekleyen galismalar (Altinkurt & Yilmaz, 2012; Diindar, 2011)
bulunmaktadir. Bundan farkl olarak alan yazinda, ¢alisanlarin 6rgiitsel adalet algisinin orta diizeyde
oldugunu gosteren galismalar da (Akram et al., 2015; Celik, 2011; Tekinglindiiz, Aydin & Polat, 2014;
Yirir, 2008) bulunmaktadir. Orgiitsel adalet algisi, drgiit igerisinde kaynaklarin dagitimi, bu dagitim
yapilirken izlenen islem basamaklarinin algilanmasi ve bu siireglerin ¢alisanlara agiklanmasi sonucu
ortaya ¢tkmaktadir. Calisanlarin bu (g sliregten birine karsi olumsuz bir durum algilamasi adalet algisinda
degisime neden olur. Yapilan ¢alismalarda genel olarak dagitim adaleti ve islem adaleti ortalamalarinin,
etkilesim adaleti ortalamasindan daha diisiik oldugu gorilmektedir (Rai, 2013; Ozer & Urtekin, 2007;
Sesen, 2011). Bu durum, katiimcilarin kaynaklarin dagiimindan ve izlenen islem basamaklarindan orgit
ici etkilesim kadar memnun olmadiklarini géstermektedir.

Orgiitsel adalet dlgegi madde puan ortalamalarina bakildiginda; sirasiyla “Okul miidiirii etik ilkelere
baghdir”, “Okul miidiirii herkese deger verir ve saygili davranir' ve “Bu okulda 6grencilere adil davranilir’
maddelerinin en yilksek puanlari aldiklari gortlmustir. Madde igeriklerine bakildiginda okul miidiriiniin
etik kodlara bagh olduguna ve 6grenciler arasinda herhangi bir ayrim yapmadigina yénelik 6gretmen
algilarinin yiksek oldugu soylenebilir. Diger yandan 6gretmenlerin “Bu okulda hi¢ kimseye ayricalikli
muamele yapilmaz” ve “Bu okuldaki 6gretmenlere adil muamele yapilir’ maddelerine disik puan
verdikleri gortlmustir. Bu durum, 6gretmenlerin okul maddrlerinin kendilerine yonelik davranislarindan
tam anlamiyla memnun olmadiklari seklinde yorumlanabilir. Ogretmenlerin, dgrencilere ve diger
bireylere karsi sergilenen davranislari, kendilerine karsi sergilenen davranislara gore daha adil
algilamalari, onlarin kendilerine yonelik davraniglara daha fazla 6nem verdikleri anlamina gelmektedir.
Etik ya da etik disi davranislar toplum geneline yoneliktir ve bu davranislara yonelik 6gretmen algilar
yiksek cikmistir. Ogretmenler, yéneticilerin ve diger calisanlarin kendilerine yénelik davranislarina ise
daha 6znel anlam yliklemis ve bu davranislarin yeterli diizeyde olmadigi algisini gelistirmislerdir.

Ogretmenlerin is doyumu algilari “katiliyorum” diizeyindedir. Alan yazinda is doyumu ile ilgili olarak
yapilan ¢alismalar incelendiginde; pek ¢ok ¢alismada 6gretmenlerin is doyumu orta diizeyde (Altinkurt &
Yilmaz, 2012; Demirtas, 2010b; Demirtas & Alanoglu, 2015; Ordu, 2016; Sesen, 2011; Yilmaz & Altinkurt,
2012) bulunmustur. Bu bulgular, mevcut galismanin bulgulariyla értiismemektedir. Ogretim elemanlari
(zaman Kilig & Gumduseli, 2010), saglk calisanlari (Rai, 2013) ve sanayi orgutlerinde (Yelboga, 2012;
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Yiiriir, 2008) yapilan bazi ¢alismalarda katilimcilarin is doyumu algi diizeyleri yiiksek bulunmustur. ikinci
grup arastirmalardan elde edilen sonuglar, mevcut galisma ile tutarlilik arz etmektedir. Buna karsilik,
Kokli (2012) tarafindan yapilan ¢alismada, 6gretmenlerin is doyum dizeyi disiik bulunmustur.
Orgiitlerin calisanlarinin performanslarini artirmak ve rgiitsel amaglari gerceklestirmek icin calisanlarin
is doyumlarini yikseltmeleri beklenir (Dugguh & Ayaga, 2014). Bu arastirma bulgulari, 6gretmenlerin is
doyum dizeylerinin ortanin Ustiinde olmasina ragmen yiiksek olmadigini gostermistir. Yiksek is
doyumu, 6gretmenlerin daha iyi performans sergilemelerine kaynaklik edebilir. Bu baglamda, okul
icerisinde 6gretmenlerin is doyumunu ylikseltmeye yonelik etkinliklerin diizenlenmesi faydal olacaktir.

is doyumu 6lgeginin madde puan ortalamalarina bakildiginda; “Ogretmen olmak bircok yénii ile
benim idealime yakindir’, “Odretmen oldudum icin memnunum”, “Ogretmen olmak igin biitiin énemli
sartlari elde ettim” madde ortalamalarinin yiksek oldugu gorilmistiir. Madde igerikleri incelendiginde,
ogretmenlerin mesleklerini yapmak igin gerekli nitelikleri kazandiklarina inandiklari sonucuna varilabilir.
Ancak, “Ogretmen olmak icin sartlarim miikemmeldir” ve “Eer kariyerimi yeniden secmem gerekseydi,
yeniden dgretmenligi secerdim” madde ortalamalarinin diger maddelere nispeten bu denli disiik olmasi
ogretmenlerin mesleklerinden elde ettikleri kazanimlardan memnun olmadiklarini géstermistir.

Ogretmenlerin 6rgiitsel adalet algilari cinsiyet, 6grenim durumu, lisans mezuniyeti ve mesleki
kidemlerine gore degismemistir. Alan yazinda 6gretmen algilarini belirlemeye yonelik pek ¢ok arastirma
demografik degiskenlerin adalet algisinda anlamh farklilasmaya neden olmadigini géstermektedir (Bas &
Sentlirk, 2011; Basar, 2011; Celik, 2011; Diindar, 2011; Polat & Celep, 2008). Mevcut arastirmanin
verileri alan yazindaki bu arastirmalarla benzerlik gostermektedir. Ogretmenlerin adalet algilari pek gok
degiskenden etkilenebilir. Cohen-Charash ve Spector (2001) 6rgitsel adalet Gzerine yaptiklari meta
analiz ¢alismasinda, demografik degiskenlerin adalet algisi Gzerinde ¢ok kiglik etkilerinin oldugunu,
kisilik 6zelliklerinin 6rgitsel adalet ile daha gii¢li baglarinin oldugunu ifade etmislerdir.

is doyumu algilari cinsiyet, 6grenim durumu ve lisans mezuniyetlerine gére degismezken mesleki
kidem degiskenine gore anlaml sekilde farklilagmistir. Alan yazinda demografik Ozelliklerin is
doyumunda farklilasmaya neden olmadigi ¢alismalara (Basar, 2011; Demirtas & Alanoglu, 2015; Kagan,
2010; Tasdan & Tiryaki, 2008) rastlamak mimkiindir. Ayrica, cinsiyet ve 6grenim durumunun
o6gretmenlerin is doyumunu etkilemedigini ancak mesleki kidemin etkiledigini gosteren calismalar
mevcuttur. Ornegin, Ordu (2010) tarafindan yapilan calismada 10 yil ve alti kideme sahip 6gretmenlerin
doyum dizeyinin mesleki kidemi fazla olanlara gore daha yiiksek oldugu tespit edilmistir. Celik (2011)
tarafindan yapilan galismada da kidem artik¢a is doyumunun azaldigl sonucuna ulasilmistir. S6z konusu
calismalar, mevcut galismada 1-5 ve 6-10 yil mesleki kidemde bulunan 6gretmenlerin is doyumlarinin
daha fazla kidemde bulunan 6gretmenlerin doyumlarindan daha yiiksek oldugunu gésteren sonuglari
destekler niteliktedir. Hoy ve Miskel (2010), yas ve cinsiyet gibi kisisel degiskenlerin is doyumu ile sinirh
bir iliskisinin oldugunu ifade etmektedir. Mevcut arastirma sonuglari, Hoy ve Miskel’in bu dislincesi ile
paralellik gostermektedir.

Ogretmen algilarina gére 6lciilen 6rgiitsel adalet ile is doyum algi diizeyleri arasinda pozitif yonde
diistk dizeyde bir iliski bulunmustur. Birbiriyle pozitif iliski icerisindeki iki degiskenin iliski derecesi bu
degiskenlerin birinde meydana gelen degisimin diger degiskende de degisiklik meydana gelmesine
neden oldugu anlamina gelmektedir. Orgiitsel adalet ve is doyumu algi diizeylerinin birbirleriyle pozitif
yonlu bir iliskide bulundugu, yapilan pek ¢ok arastirmada ortaya ¢ikmaktadir. Ancak, kimi ¢alismalarda
bu iliski mevcut arastirmada oldugu gibi diisiik diizeyde bulunmustur (Basar, 2011; Ozer & Urtekin, 2007;
Yelboga, 2012). Daha fazla sayidaki arastirmada orta diizeyde (Celik, 2011; Diindar, 2011; Elma, 2013;
Kutanis & Mesci, 2010; Rai, 2013; Yildirim, 2007), bazi arastirmalarda ise yliksek diizeyde (Altinkurt &
Yilmaz, 2012; Cohen-Charash & Spector, 2001; Keklik & Coskun Us, 2013) bulunmustur. ister diisiik, ister
orta ve ister yiksek diizeyde olsun orgiitsel adalet algisi ile is doyumu arasinda pozitif yonli bir iliskinin
oldugu bu konuda yapilan hemen hemen biitiin calismalarda gériilmektedir. Orgiitsel adalet algisinin
yiksek olmasinin galisanlarda olumlu algi ve tutumlarin gelismesine neden olacagl yadsinamayacak bir
gercektir. isten duyulan genel memnuniyet durumunu ifade eden is doyumunun da érgiitsel adalet
algisindan etkilenmesi beklenen bir durumdur.
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Bu arastirmadan elde edilen temel sonuglar su noktalarda toparlanabilir: Ogretmenlerin &rgiitsel
adalet algilar katiliyorum diizeyinde, baska bir deyisle ortalamanin lizerindedir. Orgiitsel adalet algilari,
cinsiyet, ©Ogretim durumu ve mezun olunan fakilte degiskenlerine goére anlamli farkhhklar
gostermemistir. Katilimci 6gretmenlerin is doyumu algilari da katiliyorum dizeyinde bulunmustur. is
doyumu algilari cinsiyet, 6grenim durumu ve lisans mezuniyetlerine gére degismezken mesleki kidem
degiskenine gore anlamh sekilde farklilasmistir. Bu sonuglar dikkate alinarak asagidaki oneriler
gelistirilmistir:

Orgiitsel adalet algilamasi okullardaki kaynaklarin dagilimi ve islem siiregleri kadar 6gretmenlerin bu
konularda ne kadar bilgi sahibi olduklariyla da iligkilidir. Bundan dolayi, okul yoneticilerinin 6gretmenleri
dogru bir sekilde bilgilendirmesiyle adalet algilarini olumlu derecede etkilemesi beklenmektedir. Bu
konuda yapilacak bir ¢alismanin okul mudurlerine 6gretmenlerin 6rgitsel adalet algilarini etkileyerek
daha yiksek performans elde etmesi agisindan yol gosterici olacagi distiniilmektedir.

Cohen-Charash ve Spector'un (2001) ifade ettigi gibi demografik Ozelliklerden ziyade kisilik
ozelliklerinin 6rgitsel adalet algilari lizerinde daha yiksek diizeyde etkili olacagi disliniilmekte olup
kisilik 6zellikleri ile orgiitsel adalet algilari arasindaki iliskileri belirlemeye yonelik ¢alismalarin yapilmasi
alan yazina katki saglayacaktir.

Arastirmanin sadece bir il merkezinde bulunan ortaégretim kurumlarinda yapilmis olmasi ve 2016-
2017 wyih ile sinirh olmasi sonuglarin genellenmesi agisindan dikkatli davranilmasi gerektigini
gostermektedir. Farkl evren ve 6érneklemde arastirmanin tekrarlanmasi konunun daha detaylh bir sekilde
irdelenmesi agisindan faydali olacaktir.
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Introduction

Clinical supervision is central for counselor trainees to reflect theory to practice and develop
counseling skills and professional identity. According to the U.S. Council for Accreditation of Counseling
and Related Educational Programs (CACREP) standards (2016), clinical supervision is the most important
part of practicum and internship for counselor trainees. Studies supported that practicum and
internship under clinical supervision has an essential role for the development of counselor trainees as
an effective professional practitioner (Beinart, 2014; Bernard & Goodyear, 2009; Borders et al., 1991;
Vallance, 2005; Worthington, 2006). Reviews of the clinical supervision studies (Beinart, 2014; Bernard
& Goodyear, 2009; Karpenko & Gidycz, 2012) also showed that supervisees needed to feel supported,
comfortable, trusting, and safe in their supervision environment in order to take risks to self-disclose
and seek feedback in supervision, and practice new skills. Thus, some researchers (Beinart, 2014;
Bernard & Goodyear, 2009; Ellis, 2010) indicated that the development and sustaining of the strong
supervisory relationship creates safe learning environment for supervisees and is of great importance
for the delivery of effective clinical supervision.

Supervisory relationship has appeared in the clinical supervision literature with Bordin’s (1979; 1983)
studies in the first years of 1980s. Bordin’s initial studies were about therapeutic working alliance.
Subsequently, his studies were revised and reflected on the supervisory working alliance. Bordin (1983)
highlighted three components of the supervisory working alliance: goals, tasks, and emotional bond.
According to these components, qualified supervisory relationship can be developed and sustained with
establishing a caring emotional bond between supervisor and supervisee, deciding mutual supervision
goals in the beginning of the relationship, revising them during the clinical supervision process if
necessary, and implementing the accurate tasks to achieve supervisory goals. In pursuit of Bordin’s
initial studies regarding supervisory working alliance, several researchers (Bernard & Goodyear, 2009;
Beinart, 2014; Campbell, 2000; Ellis, 2010; Holloway, 1995) have also focused on the supervisory
relationship. Reviews of these studies supported that supervisory relationship also included broader
cultural, educational, and evaluative characteristics in addition to goals, tasks, and emotional bond
components (Beinart, 2014). Consequently, it is obvious that goals, tasks and emotional bond
components are of great importance for considering the structure of supervisory relationship. Also,
reviewing the clinical supervision studies today, it is widely accepted that supervisory relationship has
been an outstanding research topic in several studies for effective clinical supervision.

A major part of the previous studies on the supervisory relationship was concentrated on identifying
the facilitative and hindering factors that have effects on the supervisory relationship. For instance,
research indicated that supervisor's interpersonally sensitive and task-oriented style (Ladany, Hill,
Corbett, & Nutt, 1996; Ladany, Walker, & Melincoff, 2001; Lizzio, Wilson, & Que, 2013), self-disclosure
(Ladany & Lehrman-Waterman, 1999), sensitivity to the supervisee's developmental level (Ladany, Ellis,
& Friedlander, 1999; Magnuson, Wilcoxon, & Norem, 2000; Ramos-Sanchez et al., 2002), and supportive
and instructive feedback (Heckman-Stone, 2003; Hughes, 2012; Lehrman-Waterman & Ladany, 2001;
Scaife, 2009; Worthington, 2006; Worthington & Roehlke, 1979), as well as supervisee’s cognitive
complexity (Fong, Borders, Ethington, & Pitts, 1997; Lochner & Melchert, 1997; Swanson & O’Saben,
1993) were some of the factors that contributed the strong supervisory relationship. However,
inaccuracy of feedback (Karpenko & Gidycz, 2012), role ambiguity and role conflict between supervisor
and supervisee (Ladany & Friedlander, 1995; Nelson, Gray, Friedlander, Ladany, & Walker, 2001; Olk &
Friedlander, 1992), and supervisee’s anxiety (Bradley & Ladany, 2001; Ladany et al., 1996) were stated
as the hindering factors for the supervisory relationship. For example, Bernard and Goodyear (2009)
highlighted that negative supervisory environment increased supervisees’ anxiety and impaired their
ability to learn. Research findings also indicated that the supervisory relationship was related to
supervisee’s satisfaction from supervision (Cheon, Blumer, Shih, Murphy, & Sato, 2009; Hutt, Scott, &
King, 1983; Inman, 2006; Ladany et al., 1999; Min, 2012), perceived effectiveness of supervision
(Palomo, Beinart, & Cooper, 2010), supervision outcome (Ladany et al., 1999; Weaks, 2002; Nelson &
Friedlander, 2001; Worthen & McNeill, 1996), supervisee’s personal and professional development (Ellis
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& Ladany, 1997; Horrocks & Smaby, 2006; Ellis, 2010; Nelson & Friedlander, 2001), and supervisor’s
multicultural competence (Inman, 2006). Nevertheless, reviews of supervisory relationship literature
showed that several studies (Beinart, 2014; Cheon et al.,, 2009) have examined the supervisory
relationship according to supervisees’ views. However, few studies (Nelson, Barnes, Evans, & Triggiano,
2008) have studied the supervisory relationship according to the supervisors’ perspectives. However,
both supervisors’ and supervisees’ views are important to explore and gain comprehensive
understanding about the supervisory relationship. Therefore, in recent years, researchers (Beinart,
2014; Nelson et al., 2008) found more crucial and effective to focus both supervisors’ and supervisees’
perspectives to explore and understand the supervisory relationship.

Clinical Supervision Related Studies in Turkey

When the counselor education in Turkey is reviewed, the history of counselor education in Turkey
dates back to the 1960s (Dogan, 2000; Korkut Owen & Gineri Yerin, 2015; Poyrazli, Dogan, & Eskin,
2013). Counselor education in Turkish universities is carried out at undergraduate, master’s and doctoral
levels. Today, numbers of counseling undergraduate, master’s, and doctoral programs have been
reached to 60 (Atlas of Undergraduate Programs, 2017), 21, and 15 (Yesilyaprak, 2012), respectively.
Considering the numbers of counseling programs, it can be claimed that counseling undergraduate
programs have still critical role for training of Turkish counselors. Since counseling undergraduate
programs mainly train counselor trainees as guidance teacher and mental health providers in Turkey,
practicum and internship under clinical supervision during the undergraduate level becomes more
critical for undergraduate supervisees.

In recent years, since counselor educators and researchers have addressed the importance of the
systematic and effective clinical supervision in counselor education, some advances in clinical
supervision in Turkey have been observed. For instance, researchers have been studying supervision
models (Kog, 2013; Meydan, 2015), supervision methods and techniques (Aladag & Bektas, 2009;
Denizli, Aladag, Bektas, Cihangir-Cankaya, & Ozeke-Kocabas, 2009; Biiyiikgdze-Kavas, 2011; Zeren &
Yilmaz, 2011), supervisors’ characteristics and supervisory feedback (Aladag & Bektas, 2009; Denizli et
al., 2009; Biiylikgoze-Kavas, 2011), the effect of supervision on counseling skills (Aladag & Bektas, 2009;
Denizli et al., 2009; Denizli, 2010; Bliylikgdze-Kavas, 2011; Kog, 2013; Meydan, 2010; 2015), the effect of
supervision on counselor’s self-efficacy (Kog, 2013; Meydan, 2015), the relationship between
supervision satisfaction and counselor’s self-efficacy (Pamukgu, 2011), experiences of undergraduate
counselor trainees (Aladag, 2014; Aladag & Kemer, 2016; Atik, 2017; ilhan, Rahat, & Yéntem, 2015;
Meydan & Denizli, 2018; Ulker-Tiimlii, Balkaya-Cetin, & Kurtyilmaz, 2015), effective supervision practices
(Aladag & Kemer, 2016; Atik, 2017), peer supervision (Atik, 2015; Atik, Celik, Gii¢, & Tutal, 2016), and
multicultural competencies (Kagnici, 2015) in Turkey. However, the research on supervisory relationship
is still limited to a few studies (Aladag, 2014; Aladag & Kemer, 2016; ilhan et al., 2015; Kurtyilmaz, 2015;
Meydan & Denizli, 2018), although the international literature on supervisory relationship seems to be
quite rich and there is a concensus that strong supervisory relationship is the foundation of effective
clinical supervision (Beinart, 2014; Bordin, 1983; Falender & Shafranske, 2007). In general, findings of
studies (Aladag, 2014; Aladag & Kemer, 2016; Atik, 2017; ilhan et al., 2015; Kurtyilmaz, 2015; Meydan &
Denizli, 2018) in Turkey indicated that undergraduate supervisees defined the interactions with their
supervisors as warm, intimate, sincere, and trustworthy. In the first study examining Turkish
undergraduate supervisees’ views regarding the supervisory relationship by Meydan and Denizli (2018),
undergraduate supervisees stated that the supervisory relationship was impacted by their own
developmental needs, as well as supervisor’s attitudes, interventions, feedback, roles, personal
characteristics, and time management. In addition, the supervisory relationship had an intense effect on
supervisees’ attitudes and feelings towards supervision. However, it is obvious that what we actually
know about the supervisory relationship between supervisors and undergraduate supervisees in Turkey
is inadequate although these studies provided a point of view about the supervisory relationship.
Nevertheless, these studies focused on the supervisory relationship from only supervisees’ perspectives.
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However, researchers (Beinart, 2014; Nelson et al., 2008) highlighted that it is worthwhile to examine
the supervisory relationship according to both supervisors’ and supervisees’ opinions. Moreover,
reviewing the international literature on the supervisory relationship (Borsay, 2012; Clohessy, 2008;
Frost, 2004), researchers indicated that it is easier to prevent problems about the supervisory
relationship than solving them after they have occurred. For instance, Beinart (2014) suggested, “it is
worthwhile to invest time and attention early on supervisory relationship to ensure good beginnings” (p.
269). Additionally, Karpenko and Gidycz (2012) suggested that facilitative and hindering factors
regarding the supervisory relationship should be taken into consideration for developing the strong
supervisory relationship.

The Purpose of the Study

In conclusion, taking into consideration the importance of undergraduate counseling programs in
Turkey, it is considered that there is a need for understanding facilitative and hindering factors
regarding the supervisory relationship based on both supervisors’ and undergraduate supervisees’ views
in undergraduate level in Turkey. Therefore, in this study, it was aimed to examine Turkish counseling
supervisors’ and undergraduate supervisees’ opinions about the supervisory relationship. The findings
of the present study are thought to shed a light for supervisors to develop strong supervisory
relationship with the first-time undergraduate supervisees. Accordingly, the research question of the
study was:

“What are Turkish supervisors’ and undergraduate supervisees’ opinions regarding the supervisory
relationship?”

Method

Research Design

Case study design was used in the present study. A case study is a study that investigates a “case” in
its real world context (Yin, 2011). The case investigated in this study was the opinions of supervisors and
their undergraduate supervisees about supervisory relationship within Individual Counseling Practice
course during fall semester of 2016-2017 academic years.

Study Group

Maximum variation sampling method (Patton, 1990) was used for the present study when selecting
supervisors, as each supervisor’s supervisory relationship style and characteristics were expected to be
different from each other. Of the original five supervisors, four supervisors (two female, two male) with
doctoral degrees in counseling and at least two years of experience in clinical supervision for
undergraduate supervisees volunteered to participate in the study. The supervisor participants
supervised the students in Individual Counseling Practice course offered in a university in west coast of
Turkey Guidance and Counseling undergraduate program. The supervisors’ ages ranged from 35 to 42
years. Nevertheless, the supervisee participants of the study were four voluntary undergraduate
supervisees (four female) who were enrolled in Individual Counseling Practice course offered in a
university in west coast of Turkey Guidance and Counseling undergraduate program. The supervisees’
ages ranged from 21 to 23 years. The supervisees’ counseling experiences ranged from ten to 15
counseling sessions. Clinical supervision experiences of the supervisees ranged from ten to 15
supervision sessions. None of supervisees had prior counseling or clinical supervision experiences.
Informed consent was obtained from all participants.
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Data Collection Tools

The data was collected through semi-structured, face-to-face, and individual interviews. When the
draft forms prepared, clarity and appropriateness of the questions were taken into consideration as
proposed by Patton (1990). According to these recommendations, open-ended, clear, and nondirective
interview questions for supervisees and supervisors were formed by researcher on the basis of the
supervisory relationship literature and the research questions of the study. The draft form of interview
questions for supervisees and supervisors included 12 open-ended questions. Also, the complexity of
the interview questions for the participants was taken into consideration and alternative questions and
probes were formed by researcher. Next, three experts who had experiences in qualitative research in
counseling shared their opinions to prevent ambiguity of questions. Moreover, a pilot interview with an
undergraduate supervisee and a lecturer who had doctoral degree in counseling was conducted before
actual interviews. The interview questions revised according to experts’ feedbacks and the pilot study
experiences of the researcher. Finally, two separate interview forms for supervisees and supervisors
were formed ten open-ended questions.

Data Collection

At the beginning of the Individual Counseling Practice course, supervisees were divided into five
groups. Nearly 12-13 supervisees randomly assigned to each of the five supervisors. In each supervision
group, supervisors re-grouped their supervisees into two smaller groups and supervise them for five
academic hours once in every week. During supervision, each supervisee was supervised for about 15-20
minutes, where supervisees took feedback from both their supervisor and peers in the group. Group
supervision continued for 14 weeks. At the end of the semester, research was announced to the
supervisees and supervisors. The supervisees and supervisors were informed about the aim of the study
and asked to participate in the study. Individual interviews were carried out with the voluntary
supervisees (n=4) and supervisors (n=4). The individual interviews with supervisees and supervisors took
approximately 30 minutes and 35 minutes each, respectively. Each interview was audio-recorded and all
interviews were completed in two weeks.

Data Analysis

The data was analyzed utilizing content analysis (Bogdan & Biklen, 2007). Firstly, interviews were
transcribed and prepared for data analysis by researcher. Secondly, the raw data set was read several
times and coded by the researcher. To provide confidentiality, before feedback of a researcher was
asked, supervisees were coded with the letter as “S1, S2, S3, and S4” and supervisors were coded with
the letter as “Sr1, Sr2, Sr3, and Sr4”. Thirdly, two researchers, who had doctoral degrees in counseling,
coded the transcripts, separately. Finally, researchers came together and discussed the coding lists and
their possible conflicts.

Validity and reliability

Validity and reliability (trustworthiness) were checked by different strategies in qualitative research
(Marshall & Rossman, 1999). In the present study, trustworthiness were ensured by using researcher
triangulation, consulting other researchers when forming the interview questions and themes and code
list of the data set, using open-ended interview questions for in depth data collection, making detailed
transcriptions, spending sufficient time for in depth data coding. Maximum variation sampling method
was also used, participants, data collection procedures, data analysis, results were described in detail.
Direct quotations without making any comments were used when results of the study were presented.
The interview questions, coding drafts, and researcher’s notes without any change were secured.
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The Role of the Researcher

The researcher earned the doctoral degree from Guidance and Counseling Division and focused on
clinical supervision in her doctoral dissertation. During graduate education, researcher took individual
and group supervision courses to develop her knowledge and skills regarding clinical supervision and
also took one qualitative research course to conduct qualified qualitative studies. The researcher
participated in several quantitative and qualitative studies regarding counseling skills training,
counseling practices and supervision. The researcher did not teach Individual Counseling Practice course
when she was conducting the current study, as the relationship among supervisors, undergraduate
supervisees and the researcher could have negative effects on participants’ answers to interview
questions of the study. Nevertheless, during individual interviews, the researcher explained to the
participants the purpose of the study and how and where she would use the findings of the study in
order to ensure their answers’ sincerity. Consequently, the researcher took necessary precautions to
ensure the validity and reliability of the study.

Results

Content analysis results of the study indicated three main themes: a) facilitative factors, b) hindering
factors, and c) effects. The themes and the codes of the study are listed in Table 1.

Table 1.
Themes and Codes of the Study.
According to supervisees According to supervisors
Facilitative Factors  Supervisors’ Supervisors’
Personal characteristics (n=4) Personal characteristics (n=4)
Style (n=4) Style (n=3)
Feedback (n=3)
Interventions (n=1)
Supervisees’ Supervisees’
Personal characteristics (n=4) Personal characteristics (n=4)
Professional identity (n=3)
Appropriate behaviors to tasks (n=3)
Effective time management (n=1)
Mutual Mutual
Specified supervisory tasks (n=3) Specified supervisory tasks (n=4)
Specified supervisory goals (n=1) Specified supervisory goals (n=3)
Hindering Factors  Supervisors’ Supervisors’
Interventions (n=1) Personal characteristics (n =1)
Personal characteristics (n=1) Style (n=1)
Style (n=1) Feedback (n=1)
Feedback (n=1) Ineffective time management (n=1)
Supervisees’ Supervisees’
Personal characteristics (n=3) Personal characteristics (n=2)
Negative attitudes (n=1) Negative attitudes (n=2)
Counseling and supervision anxiety (n=1)
Mutual Mutual

Ambiguous supervisory goals (n=3)  Ambiguous supervisory goals (n=1)
Ambiguous supervisory tasks (n=1)
Effects Personal Supervision process (n=1)
Emotions (n=4)
Coping skills (n=1)
Self-awareness (n=1)

Professional Professional
Supervisory satisfaction (n=4) Supervisory satisfaction (n=2)
Counseling self-efficacy (n=3) Gaining experience (n=2)

Professional identity (n=1)
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Facilitative Factors

Facilitative factors according to supervisees

Under the facilitative factors theme, according to supervisees three main codes emerged; 1)
supervisors’ personal characteristics (n=4), style (n=4), feedback (n=3), and interventions (n=1), 2)
supervisees’ personal characteristics (n=4), and 3) mutual factors including specified supervisory tasks
(n=3), and specified supervisory goals (n=1). In terms of supervisors’ personal characteristics,
supervisees reported that they established and maintained stronger supervisory relationship with
supervisors’ who are open to feedback, humorous, helpful, soothing, flexible, tolerant, sincere, fair,
calm, systematic, not being prejudice, and have effective interpersonal relationship skills. One of the
supervisees indicated that: “The relationship with my supervisor was very intimate and sincere. When |
came to supervision, | felt comfortable and serene because my supervisor was not judgmental. S/he was
systematic in supervision class. Since sincerity is important to me, our relationship was very good and
made me feel adequate.” (S4)

Regarding supervisors’ style, supervisees’ indicated that supervisors who are supportive, try to
reduce supervisees’ counseling and supervision anxiety, use proper guidance and direction, and focus
supervisees’ feelings about counseling. One supervisee mentioned that:

Obviously, s/he was very open to help. Whenever s/he expressed his/her opinion in every matter,
s/he also got my opinion. | think this way, but what do you think? S/he did not order. In some cases,
s/he guided me like “it would be better if you think way”, but there was no direct guidance, that has
allowed me to proceed with my own ideas. (S2)

As another facilitative factors theme according to supervisees, supervisors’ feedback regarding
counseling sessions and supervisees’ self-awareness was also underlined by supervisees. One of the
supervisees stated that “My supervisor’s feedbacks made it easier for me to establish a relationship. Our
supervisory relationship would be weak if | had not received enough feedback. Our relationship was
good, as s/he was giving me convenient feedbacks. The fact that supervisor was giving supportive
feedback, that is to say, being constructive and pointing out negativity in a constructive manner was
important.” (S4)

It was also found that one of the supervisees benefited from supervisors’ interventions such as
minimal encouragers, reflection of feeling, and interpretation when established stronger relationship.
The supervisee expressed his/her thoughts in this way: “Understanding my feelings and thoughts and
reducing my anxiety was important for me. | felt like mentally alert with my supervisor’s comments.
Making enriching comments provided satisfaction in our relationship.” (S3)

Under the supervisees’ personal characteristics code, supervisees reported that they have stronger
relationship when they are hardworking, practical, curious, adaptable, cooperative, well-disciplined,
responsible, humorous, warm, solution-focused, and open to help and feedback. A supervisee
mentioned that: “I am a business-oriented person in general and fulfilling my responsibilities in time. |
plan everything. | think these personal characteristics made our relationship easier. My humorous side
was also fun in the supervision group. Also, my calm attitude and not being apprehensive... My solution-
oriented approach had a good effect on the relationship.” (S4)

Reviewing mutual factors code, supervisees reported that specified supervisory tasks such as
examining the transcripts, listening audio-records, writing session reports, and regular participation for
supervision class provided stronger relationship with supervisors. Supervisees expressed his/her
thoughts as “I heard that most supervisors did not listen to voice recordings and had superficially
examined transcripts. However, | was very happy with my own supervisor. S/he was scoring our
counseling skills. S/he listened to the voice recordings and made the supervision class listen to it. One
week s/he opened the video record and we watched it all together. All of these contributed to our
relationship.” (S2)
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The supervisees also stated specified supervisory goals as another factor that facilitated to establish
and maintain the relationship. One of the supervisees mentioned that: “There was an implicit
supervisory goal. My counseling style was like a teacher, and my supervisor worked with me at
supervision class to change it. This goal had a positive effect on me” (S4).

Facilitative factors according to supervisors

Under the facilitative factors theme, according to supervisors three main codes emerged: 1)
supervisors’ personal characteristics (n=4), and style (n=3), 2) supervisees’ personal characteristics
(n=4), professional identity (n=3), appropriate behaviors to tasks (n=3), and effective time management
(n=1), and 3) mutual factors including specified supervisory tasks (n=4), and specified supervisory goals
(n=1).

Supervisors reported that their own personal characteristics such as being humorous, soothing,
polite, sincere, flexible, respectful, unprejudiced, and open to feedback and communication facilitated
the relationship with supervisees. One supervisor explained his/her thoughts as: “Being open to
feedback, communication, development and assistance; being knowledgeable and experienced in
counseling and partly in supervision, having a counselor's point of view, style and attitude and having a
prejudiced approach to the supervisees... | think these characteristics facilitated the relationship with
supervisees.” (Srl)

Supervisors also reported that their style played important role for the relationship. For example,
their sensitivity to the personal issues of supervisees, their teacher role, usage of proper guidance and
direction in supervision, and being supportive affected the supervisory relationship. One of the
supervisors indicated that: “I make comments about the lives and personalities of the supervisees. |
connect those with their clients. In addition, for example, if they do not understand something, if there
is a gap from their theoretical perspectives, | try to explain briefly and teach it in supervision class. |
think this style facilitated the relationship.” (Sr2)

According to supervisors, supervisees’ personal characteristics such as being curios, hardworking,
adaptable, brave, purposive, well disciplined, motivated, systematic, and open to feedback and learning,
and having high self-efficacy were also important for establishing and maintaining the relationship. One
supervisor reflected his/her thoughts as “I think that it is easier for curious, hard-working, open-minded,
self-confident, self-promoting and professionally courageous supervisees to establish supervisory
relationship with me.” (S1)

It was also found that supervisees who have professional identity facilitated the supervisory
relationship. In other words, supervisees who could decide proper counseling theory and techniques for
their clients, establish a therapeutic relationship with his/her clients according to ethics, aware of
normal and abnormal mental health clues, use proper basic and advanced counseling skills, have
conceptualization skills established stronger relationship with supervisors. One supervisor indicated
that:

| expected them to decide and use a counseling theory in counseling sessions, to get in touch with
their clients by considering basic ethical principles, to learn what abnormal behaviors and disorders are,
and generally expected to remember the basic counseling skills and use them. My expectations were
these for the facilitation of relationships in general. (Sr1)

Reviewing appropriate behaviors to tasks code, supervisors reported that establishing the
supervisory relationship with supervisees attending the supervision class regularly and arranging
necessary forms before supervision class was easier. One of the supervisors expressed his/her thoughts
as:
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Firstly, they were open to learning. The latter, they were all very hard working, they all brought their
transcripts in time and arrived to the supervision class very early. They all adapted the directions that |
gave at the beginning of the lesson. | set the supervision duration for everyone; | wanted them to
specify what they were going to say during that time and what they wanted to learn from me. When
everyone followed my directions and made high efforts to learn, our supervisory relationship has
become easier. (Sr3)

Effective time management was also indicated by one supervisor as another facilitative factor. This
supervisor expressed his/her thoughts as:

There were few supervisees who demanded longer time outside the supervision class and who
wanted to share opinions about their client outside supervision class. This is also important in terms of
our relationship, as there may be cases in which | might refuse the supervisee who is constantly
demanding time out of the supervision class and fail to satisfy his/her needs, or | may be angry with
him/her for taking my time which | have spared it for a different job. Moreover, none of this was
experienced. Being loyal to their supervision time was important for the relationship. (Sr4)

Under mutual factors code, supervisors stated that specified supervisory tasks and specified
supervisory goals were other facilitative factors. One of the supervisors expressed his/her thoughts
regarding specified supervisory tasks as “At the beginning of the semester | mentioned that | would pay
attention to their studies about an effective counseling process, being an effective counselor and how to
carry out an effective process, how to help clients and their efforts in this direction.” (Sr1)

Another supervisor expressed his/her thoughts regarding specified supervisory goals as:

Specifying the supervisory tasks relieve supervisee to a large extend. S/he comes to supervision well
prepared every week because s/he knows what to study, what to think about and what to plan
beforehand and how we work better. Generally, when they are clear about what to do in the next
counseling session after the current one, they are satisfied with the supervision and with our
relationship. For this reason, after the weeks that we specified tasks, | noticed that it usually had a
positive impact on the relationship because the supervisee was very relaxed. (Sr4)

Hindering Factors

Hindering factors according to supervisees

Under the hindering factors theme according to supervisees, three main codes emerged: 1)
supervisors’ interventions (n=1), personal characteristics (n=1), style (n=1), and feedback (n=1), 2)
supervisees’ personal characteristics (n=3), and negative attitudes (n=1), and 3) mutual factors including
ambiguous supervisory goals (n=3).

As interventions code, one supervisee reported that he/she wanted to hear examples about his/her
supervisor’s own counseling sessions and clients. This supervisee mentioned that: “l expected my own
supervisor to give examples of his/her clients and share more cases with us. | think it would have been
more useful for our relationship if s/he had explained how to follow the process with examples.” (S1)

Regarding supervisors’ personal characteristics, one supervisee underlined that establishing a
relationship with supervisors who are not soothing and polite was harder. He/she expressed this
thought as “I expected him/her to be a little more understanding and kind in our supervisory
relationship because his/her criticism style could sometimes be ruthless. This caused me to put off from
the supervision and counseling process and sometimes made me think | would not be a counselor. S/he
could be more understanding.” (S1)

It was also found that a supervisor who does not use proper guidance and direction as a style in
supervision sessions hindered the supervisory relationship. One supervisee indicated that:
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When | say a supervisor, the first thing that comes to my mind is guiding me. | would expect him/her
to say that “you made a mistake in this counseling session, it would be better if you did that way, or you
could do this and that in the following session”. But, it was not the case with my supervisor. (S1)

Reviewing the feedback code, supervisees stated that disruptive feedback from supervisors also
hindered the relationship. One of the supervisees mentioned that: “S/he could have delivered the
feedbacks more constructively. Okay, we deserved negative feedbacks because we were making too
many mistakes since we were inexperienced. But the feedback of these mistakes could be delivered in a
little more constructive manner.” (S1)

Under the supervisees’ personal characteristics code, supervisees mentioned that they establish
weak supervisory relationship when they are oversensitive, reluctant to feedback, impatience, shy, and
introversive. A supervisee mentioned that: “I am a person who is having difficulty in self-disclosing. | am
a bit introverted. S/he made it a little harder. Then, as | said, | was afraid of doing wrong and sharing my
mistakes.” (S3)

Another hindering factor according to supervisees was their negative attitudes towards clinical
supervision. One supervisee expressed his/her negative attitudes and its effects to the supervisory
relationship as:

| was a bit reluctant because | am too sensitive and emotional person, and feeling that the supervisor
was saying something to me personally or criticizing me personally. So, there were disagreements
between us, and my reluctance affected our relationship negatively. (S1)

As mutual factors code, supervisees stated that ambiguous supervisory goals hindered the
relationship. One of the supervisees expressed his/her thoughts as “To tell the truth, at some point |
asked myself where | was heading and the road ahead was very blurry. It was a period that | felt empty. |
think it might be better to specify the supervisory tasks. | think it might be better if we specified clear
tasks and move forward.” (S2)

Hindering factors according to supervisors

Under the hindering factors theme, according to supervisors three main codes emerged: 1)
supervisors’ personal characteristics (n=1), style (n=1), feedback (n=1), and ineffective time
management (n=1), 2) supervisees’ personal characteristics(n=2), negative attitudes (n=2), and
counseling and supervision anxiety (n=1), and 3) mutual factors including ambiguous supervisory tasks
(n=1), and ambiguous supervisory goals (n=1).

According to supervisors, their own personal characteristics such as perfectionism and high
expectations from supervisees’ session performance played a hindering role for establishing and
maintaining the relationship with supervisees. One supervisor reflected his/her thoughts as: “I think that
my characteristics, such as being a perfectionist, having high expectations from my supervisees, being
elaborative, attaching importance to individual learning and curiosity made the relationship difficult.”
(Sr1)

As a style, supervisors mentioned inadequate guidance and direction in supervision sessions,
ineffective communication skills, and being over strict in supervision class hindered the supervisory
relationship. One supervisor indicated that: “Sometimes | made explanations about all kinds of
information when they needed, but | did not exactly state what they would say or do, like other
supervisors did. It could have been difficult for our relationship when | sometimes left them incomplete
or uncertain about these matters.” (Srl)

Another finding regarding hindering factors, negative and corrective feedback had unfavorable
effects on the relationship. One of the supervisors reflected his/her thoughts as “The fact that | gave
negative and corrective feedback than positive feedback might have complicated the relationship from
the supervisees’ point of view.” (Sr1)
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It was also found that ineffective time management hindered the supervisory relationship. One
supervisor indicated that: “Sometimes there were supervisees who asked a lot of questions, and |
answered all of them. Those who waited might have thought that they were disentitled. | mean, it was
like I had trouble using time.” (Sr2)

In terms of supervisees’ personal characteristics, supervisees who are over dependent to guidance
and direction, incurious, having limited social skills and low self-efficacy, and prejudiced were slow in
establishing and maintaining the relationship. One supervisor mentioned that: “Some supervisees had
limited social skills. It was harder to develop strong relationship with them.” (Sr3)

Negative attitudes of supervisees such as reluctance to take negative feedback, unwillingness for
supervision, and unmotivated were another hindering factors according to supervisors. One supervisor
expressed his/her thoughts in this way:

The ones who established a relationship with me as if | am a student made the relationship difficult.
So it looks like they sit in the class and take notes of what the teacher said. Whether s/he listens or does
not listen, it doesn’t matter ... S/he can also play with his cell-phone. The relationship was also weak
with the ones who carried the behaviors we observed in the supervision class, saw supervision as just a
classroom time and waited for the end of the class rather than trying to establish a relationship with the
supervisor, expected the supervisor to tell them what to do in the counseling session. The relationship
became difficult with the ones who saw this as a necessity and as a duty. (Sr4)

As counseling and supervision anxiety, one supervisor underlined that performance anxiety had
negative effects on establishing relationship. He/she reflected his/her thoughts as:

Some had fear of making a mistake and hearing negative evaluations by authority. In fact, the
mission of “Do not hurt a client”, which is tried to be taught in counseling skills class, is becoming a fear
of making mistakes in supervision and hearing negative evaluations by authority. This is something that
pushes them not to make a stride, to make contact with clients and me. (Sr3)

As mutual factors code, supervisors stated that ambiguous supervisory goals and ambiguous
supervisory tasks hindered the relationship. One of them mentioned that: “Not specifying supervisory
goals with a supervisee individually may have caused the relationship to start distant from the beginning
and make the supervisees felt a bit lost.” (Sr1)

Effects

Effects according to supervisees

Under the effects theme according to supervisees, two main codes emerged: 1) personal effects
including emotions (n=4), coping skills (n=1), and self-awareness (n=1), and 2) professional effects
including supervisory satisfaction (n=4), counseling self-efficacy (n=3), and professional identity
development (n=1). Supervisees reported that they felt mainly anxiety, tension, and shyness in the
beginning of the supervisory relationship. One of the supervisees expressed his/her first feelings
regarding the relationship as “lI was anxious at first. When supervision class started, my anxiety was
reduced because my supervisor was directive. S/he calmed us down when we were anxious. Then, s/he
has stopped guiding us towards the last counseling sessions, and we already had not much to anxiety. It
was more relaxing because s/he followed a reduced guidance.” (S3)

Subsequently, supervisees reported that some of them felt calm, peaceful, relief, hopeful,
confidence, supported, and happy, or others felt frustrated, sadness, unwillingness, discomfort, and
worn according to the quality of their relationship. One supervisee indicated that: “The most intense
feeling was probably comfort and competence. | mean, | never felt the feeling | could never do. | felt the
most intense comfort and competence because | was going out of the supervision class like | am doing
this job every week.” (54)
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Another supervisee mentioned that: “I may have made too many mistakes in this counseling session.
I would always got restless about how these mistakes would be slapped on my face in this supervision
class, how | would face them and how my supervisor’s wording would be while telling me these.” (S1)

In terms of coping skills, one of supervisees reported that trouble in their relationship with his/her
supervisor caused him/her to gain specific coping skills. He/she expressed his/her thoughts as “I wonder
if 1 would be a counselor. Then, | learned to deal with it. | can say that my supervisor has developed my
coping skills in supervision. | can say that it has contributed to my problem-solving skills because | was
searching myself and finding the solution myself.” (S1)

It was also found that other personal effect of the relationship was self-awareness. One supervisee
mentioned that: “Our relationship had personal effects because our supervisor gave feedback about our
own personal characteristics as well as feedbacks about the clients in the supervision. S/he gave each us
clues as to how we could develop those. It made me think about myself.” (S3)

As professional effects, all supervisees underlined that their supervisory satisfaction affected by the
relationship. One of them explained that: “I was satisfied because it was an intimate relationship. Since |
cared about all the relationships in my life and my supervisor’s sincere and non-judgmental attitudes
have also allowed me to get satisfaction.” (54)

Another supervisee mentioned that “I wasn’t fully satisfied because like | said | had some
expectations. | wish s/he would soften his/her wording a little bit more, share some more cases. These
did not meet my expectations.” (51)

Counseling self-efficacy was stated by some supervisees as professional effects of the relationship.
One supervisee said that “I felt | could do this job. In the first few counseling sessions, | said this job was
not for me and possibly, | could not do this. But then | was hopeful with the support and encouragement
of my supervisor.” (S3)

Also, one supervisee reported that his/her professional identity was developed through the
supervisory relationship. This supervisee explained this development as “This relationship was good for
me to obtain a professional identity. | am finishing this faculty, but | still could not develop that identity
until the supervision class. Obviously our relationship was useful in obtaining that identity.” (S3)

Effects according to supervisors

Two main codes emerged under the effects theme; 1) supervision process (n=1), and 2) professional
effects including supervisory satisfaction (n=2), and gaining experience (n=2). One supervisor mentioned
that supervisory relationship affected the supervision process. He/she explained this effect as:

This relationship has affected the supervision process. | cannot say that the stronger a relationship is,
the more effective it will be, but if the relationship does not exist, it becomes very difficult to gather that
energy to run and work on the supervision. The relationship is like a prerequisite. However, it was not
the only thing that made the whole supervision effective. | could say that it has created the
substructure. (Sr4)

It was also found that supervisory satisfaction was affected by the relationship. One of the
supervisors indicated that “I was satisfied with the ones who understood and practiced what | meant. |
was satisfied with those who developed themselves by questioning and who made an effort. Thirdly, |
was actually satisfied with those who were basically not very capable but who worked hard.” (Sr2)

In terms of gaining experience, since some supervisors perceived the supervision class as a learning
process, they reported that they gained supervision experiences through the different supervisory
relationships. One supervisor mentioned this as “Every semester | learn something new, | notice
something new, | see the changes in myself and | discover a different supervisee. | always learn
something from the supervisory relationship.” (Sr3)
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Discussion, Conclusion, & Implementation

In the present study it was aimed to examine Turkish counseling supervisors’ and undergraduate
supervisees’ opinions about the supervisory relationship. The results of the study provided three main
categories: a) facilitative factors, b) hindering factors, and c) effects. In terms of personal characteristics,
according to developmental supervision models, it is accepted that the personal and professional
characteristics of the supervisor were important variables for the strong supervisory relationship
(Loganbill, Hardy, & Delworth, 1982; Stoltenberg, 1981; Stoltenberg, McNeill, & Delworth, 1998). For
example, parallel to the findings of this study, Loganbill et al. (1982) stated that being transparent,
optimistic, supportive, humorous, close, and respectful facilitated the establishment of the supervisory
relationship. Supporting the findings of this study, some research (Fong et al., 1997; Lochner &
Melchert, 1997; Swanson & O'Saben, 1993) found that it was easier to develop the supervisory
relationship with supervisees who have high level of conceptualization and practicality; in other words,
who have a high level of cognitive complexity. When the research conducted in Turkey was examined, it
was found out that some personal characteristics have facilitative role for the supervisory relationship.
For example, being promotive (Aladag & Bektas, 2009; Meydan & Denizli, 2018); being supportive (Atik,
2017; Bulylikgbze-Kavas, 2011; Denizli et al., 2009; Meydan & Denizli, 2018), and sincere and
understanding (Atik, 2017; Denizli et al., 2009; Meydan & Denizli, 2018) were stated as the facilitative
personal characteristics. In a study by Aladag (2014), it has been stated that there was stronger
supervisory relationship with supervisors who were open to criticism, humorous, openhearted, reliable,
understanding, calming, sincere, understanding, sensitive, thoughtful and well-intentioned. In the lights
of these findings, it seemed reasonable for this study that supervisees expected their supervisors to be
open to feedback, humorous, helpful, soothing, flexible, tolerant, sincere, fair, calm, systematic,
unbiased, and have effective interpersonal skills and that they could not develop strong supervisory
relationship with intolerant and rude supervisors. Nevertheless, in this study, it was also found that the
supervisees, who were over-dependent on guidance and direction, uncurious, inadequate social skills,
low self-efficacy, prejudiced, and unwilling and unmotivated attitudes, hindered the development of the
relationship. For instance, Clohessy (2008) indicated that when supervisees were open to learning and
feedback, and showed motivation and enthusiasm for supervision, the supervisory relationship was
stronger and more effective. In fact, when those characteristics were taken into consideration, they
were the essential characteristics for establishing an effective communication. In this sense, it is clear
that possessing effective interpersonal skills (Campbell, 2000) and positive attitudes in establishing and
reinforcing a supervisory relationship, are the factors influencing both supervisors and supervisees.

In parallel with personal characteristics, it was found that the style of the supervisors also influenced
the supervisory relationship in this study. When this finding of the study was examined in more detail,
supervisees indicated that they were anxious since it was their first counseling and supervision
experiences, and that they needed to deal with their emotions and they developed stronger
relationships with supervisors who had a didactic style. However, it was observed that supervisees had
weak relationship with supervisors who were strict in supervision class, implemented inadequate
guidance and direction in supervision sessions, and had ineffective communication skills. In addition,
supervisors mentioned that it was difficult to develop the relationship with supervisees who had high
anxiety for counseling and supervision. Ronnestad and Skovholt (2003) indicated that supervisees went
through different stages during their professional development process, and that they were often
concerned about their experience in the first counseling practices under supervision, and that they
needed to be informed and guided by their supervisors. Bang and Park (2009) found that teaching and
exploration of personal issues were useful for supervisees who receive clinical supervision for the first
time. Nevertheless, it is known that supervisees who receive clinical supervision for the first time
frequently experienced anxiety about their performances of the counseling sessions and the supervisory
process (Bernard & Goodyear, 2009; Bradley & Ladany, 2001; Ladany et al., 1996). In a study (Hilton,
Russell, & Salmi, 1995), it was found that supervisees who receive supervision for the first time were
more likely to experience performance anxiety and found that supervisors with a supportive style made
it easier for supervisees to deal with this anxiety. Findings of another study (Jacobsen & Tanggaard,
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2009) indicated that beginning supervisees found supervisors’ guidance and support helpful. In a study
by Aladag (2014), it has been found that supervisees, who receive supervision for the first time, needed
the guidance and instruction of their supervisors. In addition to this, some research (Ladany, Mori, &
Mehr, 2013; Ladany et al., 1996; Ladany et al., 2001; Lizzio et al., 2013) showed that it was easier to
develop the relationship with supervisors who were interpersonally sensitive and task-oriented styles.
Similarly, in a study by Ramos-Sanchez et al. (2002), the supervisory relationship with the supervisors
with critical, judgmental, and disrespectful style was pointed out as a weak supervisor relationship by
supervisees. Taking into consideration developmental supervision models and studies that investigated
the developmental needs of supervisees (Ladany et al., 1999; Magnuson et al., 2000; Ramos-Sanchez et
al., 2002), it is thought that supervisors may consider adopting a more instructive, guiding and
supportive style and use anxiety-reducing strategies towards supervisees with performance and
evaluation anxiety (Bernard & Goodyear, 2009) in order to reinforce the supervisory relationship in
undergraduate level.

When the other factors affecting the supervisory relations were examined within the scope of this
study’s findings, supervisors' feedback and interventions were found to be important in developing the
supervisory relationship. In terms of feedback, supervisees have reinforced their relationship with
adequate, constructive and supportive feedbacks; but it was evident that disruptive feedback made the
relationship weak. Reviewing the studies, the feedback itself stands out as one of the essentials of
clinical supervision and supervisory relationship (Bernard & Goodyear, 2009; Campbell, 2000; Karpenko
& Gidycz, 2012; Phelps, 2013). It was stated that adequate, supportive and instructive feedback has a
critical importance for the professional development of supervisees who perform counseling under
supervision for the first time (Beinart, 2014; Scaife, 2009). For example, Beinart (2014) indicated that
one of the most important ways to build a qualified supervisory relationship was to receive and gave
supportive and meaningful feedback during the supervision. Parallel to these views, it has also been
supported by some research that supportive and instructive/corrective feedback was an important
factor in developing supervisory relationship (Heckman-Stone, 2003; Hughes, 2012; Lehrman-Waterman
& Ladany, 2001; Scaife, 2009; Worthington, 2006; Worthington & Roehlke, 1979). Additionally, it was
proposed that feedback should be accurate, specific, timely, objective, consistent, clear, constructive,
and behaviorally-based (Bernard & Goodyear, 2009; Heckman-Stone, 2003; Karpenko & Gidycz, 2012)
and should be delivered in a respectful manner (Hughes, 2012) for a strong supervisory relationship. In a
review of the studies in Turkey, there were similar findings indicating that the feedbacks of supervisors
were one of the predictors of effective supervision according to supervisees (Denizli et al., 2009;
Blylikgdze-Kavas, 2011; Meydan & Denizli, 2018). Based on these findings, it is thought that it is
important for supervisors to be trained on how to provide effective feedback to supervisees for
establishing effective supervisory relationships.

Besides feedback, another finding of this study, the interventions such as minimal encouragers,
reflection of feeling, and interpretation used by the supervisors were the facilitative factors of the
supervisory relationship. It was also found that the supervisor’s inability to self-disclose in professional
matters; in other words supervisor's inability to share his/her counseling experiences during supervision
did not seem to hamper the relationship, but at the same time it did not seem to strengthen the
relationship. In terms of skills such as minimal encouragers and reflection of feeling defined as
facilitative interventions in the clinical supervision (Loganbill et al.,, 1982), it became clear that
supervisees, who encouraged with these skills and felt that their emotions are understood, were more
likely to communicate and establish relationship with supervisors who frequently used these skills
during supervision. Moreover, studies suggested that such facilitative interventions should be integrated
with confrontational and conceptual interventions (Borders et al., 1991; Loganbill et al., 1982). Besides,
in this study, supervisees mentioned that the interventions such as self-disclosure and interpreting
contributed to the establishment of the relationship. In some studies (Ladany & Lehrman-Waterman,
1999; Ladany et al.,, 2013), indicated that when supervisors' used self-disclosure in supervision, it
facilitated also supervisees’ self-disclosure in the supervision. Nevertheless, supervisors and supervisees
who easily self-disclose in the supervision had a higher supervisory working alliance. In the light of these
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findings, it is meaningful when supervisees expected their supervisors to use advanced skills such as self-
disclosure and interpretation (lvey & lvey, 2003) in order to develop strong supervisory relationship. In
summary, the findings of this study and the results of other research demonstrated the role and
importance of feedback and facilitating, confronting and conceptual interventions used in supportive
manner in establishing a supervisory relationship.

Finally, in terms of facilitative and hindering factors, another finding of this study was that
supervisees’ professional identity and appropriate behaviors to tasks and time management in
supervision affected the relationship. In terms of professional identity, supervisors seemed to think that
supervisees with a professional identity provided more effective help to their clients and they were also
more effective in their supervisory relationship. In this context, these expectations of the supervisors
became clear when considering Bordin's seminal study (1983) which was revised from therapeutic
working alliance to supervisory working alliance. Because developing strong relationship with a client
and helping him/her within effective therapeutic working alliance by a supervisee could be an example
for supervisory working alliance for supervisors. Patton and Kivlighan (1997) indicated that the quality of
supervisory relationship was related to the quality of the counseling working alliance. Nevertheless, in
the supervision groups, it was presented under the “Data Collection” title that each supervisor had
approximately 15 minutes to deliver supervision. When supervision time was considered, it was
understandable that supervisors expected supervisees to attend the class on time, to fulfill assigned
tasks and to use the time effectively. They easily established relationships with such supervisees, and
they have difficulty to establish and foster this relationship with supervisees who cannot effectively use
the time. This finding of the study was parallel with the studies. For instance, Falender and Shafranske
(2012) listed some of the appropriate behaviors of supervisees for an effective supervisory relationship:
making supervision sessions is a priority, avoiding being late or canceling, following through with
supervisory suggestions, taking responsibility for preparing for supervision, reporting back and following
up on suggestions from previous supervision sessions, identifying any specific supervision strategies that
they find particularly helpful, being open and receptive to discussions of differences of assumptions and
attitudes, respectfully raising any concerns, using outcome measures to add to the supervisory
discussion, taking responsibility for professional development (e.g. reading), and discussing any
innovative ideas in supervision before trying them out in practice were appropriate behaviors of
supervisees. Moreover, it was said that this finding of the study was also related to the supervisory goals
and tasks codes that both supervisors and supervisees mentioned under the mutual theme. Thus,
according to Bordin (1983), the first two of the three components of the supervisory working alliance
were defined as mutual agreements on goals and tasks. When examined in more detail, it was stated
that specifying supervisory tasks and fulfilling these specified goals in line with these aims enhanced
supervisory working alliance (Bordin, 1983).

Additionally, Holloway (1995) proposed that expectations from supervision according to both
supervisors and supervisees and supervision goals should be determined in the beginning of the
supervision for the quality of the supervisory relationship. Beinart (2014) also indicated that clarifying
expectations, goals, and tasks in the beginning of the supervisory relationship provided stronger
relationship between supervisors and supervisees. Otherwise, the negotiation of expectations, goals,
and tasks at the beginning of the relationship can reduce uncertainty and hamper to establish the trust
(Holloway, 1995). Thus, it was stated that supervisors and supervisees experienced less role conflict and
ambiguity (Karpenko & Gidycz, 2012; Ladany & Friedlander, 1995; Nelson et al., 2001; Olk & Friedlander,
1992). In a study (Olk & Friedlander, 1992), that role conflict was often seen in inexperienced
supervisees, it was mentioned that the handling of expectations regarding the supervision and the
supervision tasks and goals clearly in the supervision prevented the complication and conflict. In that
case, it can be proposed that such preventive interventions (Borsay, 2012; Clohessy, 2008; Frost, 2004;
Holloway, 1995; Karpenko & Gidycz, 2012) such as contracting by self-report or paper-and-pencil
instruments to determine supervisory goals and tasks will lead to easier establishment of supervisory
relationship.
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Effects of the supervisory relationship were the final theme of the current study. Both supervisors
and supervisees reported professional effects of the relationship. Nevertheless, supervisees expressed
also personal effects and supervisors indicated effects of the relationship on the supervision process.
According to supervisees, personal effects of the relationship were emotions, coping skills, and self-
awareness. In terms of the feelings, coping skills and self-awareness of supervisees, in the beginning
many supervisees felt anxiety, tension, and shyness. The supervisees, who developed strong supervisory
relationship afterwards, indicated that these feelings turned into being calm, peaceful, relieved, hopeful,
confident, supported, and happy but the supervisees who indicated weak supervisory relationship were
intensely display frustration, sadness, unwillingness, discomfort, and worn. Nevertheless, supervisees
who stated that the supervisory relationship made them feel positive feelings, have expressed their self-
awareness increased in this process, but those who expressed that the supervisory relationship made
them feel negative feelings often developed various coping skills to overcome these feelings and
situation. In parallel with this study’s findings, there have been studies indicating that the supervisory
relationship had effects on the supervisee’s personal development (Horrocks & Smaby, 2006; Ellis, 2010;
Meydan & Denizli, 2018; Nelson & Friedlander, 2001) and emotions (Aladag, 2014; Hutt et al., 1983;
Meydan & Denizli, 2018; Min, 2012). In addition to personal effects of the relationship, professional
effects of the relationship such as supervisory satisfaction, counseling self-efficacy, and professional
identity were expressed by supervisees. When examined in detail, it was observed that when
supervisees received supervision from supervisors with whom they had a strong supervisory relationship
improved their supervisory satisfaction, counseling self-efficacy and professional identity development.
Similarly, supervisors mentioned that the supervisory relationship affected the supervision process.
Also, supervisory satisfaction and gaining experience regarding clinical supervision were professional
effects of the relationship. Following the review of the previous studies, many studies concluded that
supervisory relationship were related to supervision satisfaction (Cheon et al., 2009; Hutt et al., 1983;
Inman, 2006; Ladany et al., 1999; Min, 2012), perceived effectiveness (Palomo et al., 2010), supervision
outcome (Ladany et al., 1999; Weaks, 2002; Nelson & Friedlander, 2001; Worthen & McNeill, 1996)
trainee’s self-efficacy (Ladany et al., 1999), supervisee’s professional development (Horrocks & Smaby,
2006; Ellis, 2010; Nelson & Friedlander, 2001). Indeed, Bernard and Goodyear (2009) highlighted that
negative interaction in supervision increased supervisees’ anxiety, and impaired their ability to learn,
demonstrate skills and interact with their supervisor.

Consequently, the findings of the present study provided a point of view of both supervisors and
undergraduate supervisees regarding the supervisory relationship in Turkey. Although the present study
is one of the first studies that examined Turkish supervisors’ and undergraduate supervisees’ opinions
regarding facilitative and hindering factors on the supervisory relationship, this study has also its own
limitations. The data of the present study was collected from only one counseling undergraduate
program. This limits the transferability of results to other supervisors and undergraduate supervisees. As
another limitation, the data was gathered with case study design. For the following studies, various
quantitative and qualitative research designs should use to obtain deeper information regarding the
supervisory relationship in undergraduate level. In conclusion, since the present study is one of the first
studies conducted about supervisory relationship in Turkey, it is believed that the findings will
contribute to Turkish clinical supervision literature.
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Tiirkge Siiriim

Giris

Psikolojik danisman egitiminde siipervizyon, psikolojik danisman adaylarinin 6grendikleri kuramsal
bilgileri uygulamaya yansitabilmeleri, psikolojik danisma becerilerini ve mesleki kimliklerini
gelistirebilmeleri icin &nemli bir yere sahiptir. Psikolojik Danisma ve ilgili Programlarin Akreditasyonu
Kurulu (The Council for Accreditation of Counseling and Related Programs [CACREP]) standartlarina
(2016) gore supervizyon, psikolojik danisman adaylari i¢in uygulama ve kurum deneyimi derslerinin en
onemli parcasidir. Yapilan c¢alismalar, slipervizyon altinda ydritilen uygulama ve kurum deneyimi
derslerinin psikolojik danisman adaylarinin etkili birer uygulayici olarak yetismelerinde énemli bir rolii
oldugunu destekler niteliktedir (Beinart, 2014; Bernard & Goodyear, 2009; Borders et al., 1991; Vallance,
2005; Worthington, 2006). Bununla birlikte, siipervizyon konusunda yapilan ¢alismalar (Beinart, 2014;
Bernard & Goodyear, 2009; Karpenko & Gidycz, 2012) slipervizyon alan psikolojik danisman adaylarinin
slipervizyonda kendilerini acgabilmeleri, geribildirim talebinde bulunabilmeleri ve vyeni becerileri
deneyebilmeleri igin silipervizyon ortaminda desteklenme, rahatlik, diristlik ve gilivende olma
duygularini hissetmeye ihtiyaglari oldugunu goéstermektedir. Bu nedenle bazi arastirmacilar (Beinart,
2014; Bernard & Goodyear, 2009; Ellis, 2010), guglu stpervizyon iliskisi kurulmasi ve gelistirilmesinin
slipervizyon alan psikolojik danisman adaylari igin glivenli bir 6grenme ortami olusturulmasini sagladigini
ve stipervizyon siirecinin etkililigini artirdigini vurgulamaktadirlar.

Supervizyon iliskisi kavrami, stipervizyon alanyazininda Bordin’in (1979; 1983) calismalari ile birlikte
1980°li yillarin baslarinda ortaya c¢ikmistir. Bordin’in ilk calismalari terapoétik calisma uyumu Uzerine
temellenmistir. Daha sonra, bu galismalarini stipervizyon galisma uyumuna yansitmistir. Bordin (1983)
slipervizyon ¢alisma uyumunda amaglar, gorevler ve duygusal bag olmak lzere Ug¢ bilesen oldugunu
vurgulamaktadir. Bu bilesenlere goére, nitelikli stipervizyon iliskisi siipervizér ve siipervizyon alan aday
arasinda koruyucu bir duygusal bag gelistiriimesi, stupervizyon iliskisinin basinda ortak slipervizyon
amaglarina karar verilmesi ve gerektiginde bu amaglarin silipervizyon siirecinde revize edilmesi ve
slipervizyon amaglarinin gerceklesmesi icin amaglara uygun gorevlerin yerine getirilmesi ile mimkdinddr.
Bordin’in slpervizyon ¢alisma uyumu konusundaki bu ilk ¢alismalarini takiben pek cok arastirmaci
(Bernard & Goodyear, 2009; Beinart, 2014; Campbell, 2000; Ellis, 2010; Holloway, 1995) slipervizyon
iliskisine odaklanmaya baglamistir. Bu galismalar, siipervizyon iligkisinin s6z konusu amaglar, goérevler ve
duygusal bag bilesenlerinin yani sira ¢ok daha genis kiiltiirel, egitimsel ve degerlendirici 6zellikler
icerdigini ortaya cikarmistir (Beinart, 2014). Sonug olarak, stipervizyon iligkisinin yapisini kavramak igin
amaclar, gorevler ve duygusal bag bilesenlerinin blylik 6nem tasidigi acgiktir. Bununla birlikte,
glinlimizde, slpervizyon konusunda yapilan arastirmalarda slipervizyon iliskisi kavraminin etkili
slipervizyon verilebilmesi icin 6ne ¢ikan bir arastirma konusu oldugu da kabul edilmektedir.

Alanyazinda slipervizyon iliskisi konusundaki arastirmalarin énemli bir kismi, stipervizyon iliskisini
etkileyen kolaylastirici ve zorlastirici faktérlerin belirlenmesine odaklanmistir. Ornegin, arastirmalar
stipervizorin kisilerarasi iliskilere duyarli ve gérev yoénelimli bir slipervizyon tarzina sahip olmasinin
(Ladany, Hill, Corbett, & Nutt, 1996; Ladany, Walker, & Melincoff, 2001; Lizzio, Wilson, & Que, 2013),
kendini agmasinin (Ladany & Lehrman-Waterman, 1999), sipervizyon alan adayin mesleki gelisim
diizeyine duyarli olmasinin (Ladany, Ellis, & Friedlander, 1999; Magnuson, Wilcoxon, & Norem, 2000;
Ramos-Sanchez et al.,, 2002), destekleyici ve duzeltici geribildirimin (Heckman-Stone, 2003; Hughes,
2012; Lehrman-Waterman & Ladany, 2001; Scaife, 2009; Worthington, 2006; Worthington & Roehlke,
1979) ve slpervizyon alan psikolojik danisman adayinin bilissel/kavramlastirma diizeyinin (Fong,
Borders, Ethington, & Pitts, 1997; Lochner & Melchert, 1997; Swanson & O’Saben, 1993) gigclu
stipervizyon iliskisine katki saglayan faktorlerden bazilari oldugunu géstermistir. Ancak, uygun olmayan
geribildirimin (Karpenko & Gidycz, 2012), stipervizor ve slipervizyon alan aday arasindaki rol karmasasi
ve rol catismasinin (Ladany & Friedlander, 1995; Nelson, Gray, Friedlander, Ladany, & Walker, 2001; Olk
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& Friedlander, 1992), slipervizyon alan psikolojik danisman adayinin kaygisinin (Bradley & Ladany, 2001;
Ladany et al., 1996) siipervizyon iliskisini zorlastiran faktérlerden oldugu belirtiimektedir. Ornegin,
Bernard ve Goodyear (2009) olumsuz slpervizyon ortaminin siipervizyon alan psikolojik danisman
adaylarinin kaygisini artirdigini ve 6grenmelerini engelledigini vurgulamistir. Ek olarak, arastirma
sonuglari stipervizyon iliskisinin sipervizyon alan psikolojik danisman adayinin slipervizyon memnuniyeti
(Cheon, Blumer, Shih, Murphy, & Sato, 2009; Hutt, Scott, & King, 1983; Inman, 2006; Ladany et al., 1999;
Min, 2012), algilanan siipervizyon etkililigi (Palomo, Beinart, & Cooper, 2010), slipervizyon sonuglari
(Ladany et al., 1999; Weaks, 2002; Nelson & Friedlander, 2001; Worthen & McNeill, 1996), slipervizyon
alan psikolojik danisman adayinin kisisel ve mesleki gelisimi (Ellis & Ladany, 1997; Horrocks & Smaby,
2006; Ellis, 2010; Nelson & Friedlander, 2001) ve sUpervizorin ¢ok kalturli yeterligi (Inman, 2006) ile
iliskili oldugunu ortaya cikarmistir. Bununla birlikte, supervizyon iliskisiyle ilgili alanyazin pek ¢ok
arastirmanin (Beinart, 2014; Cheon et al.,, 2009) slpervizyon alan adaylarin gorislerine goére
sekillendigini gostermektedir. Ancak, sinirh sayida calismada (Nelson, Barnes, Evans, & Triggiano, 2008)
stipervizyon iliskisi stipervizorlerin bakis agilarina gére incelenmistir. Oysaki siipervizyon iliskisine yonelik
kapsamli bir anlayis kazanmak icin hem stpervizorlerin hem de slipervizyon alan psikolojik danisman
adaylarinin gorusleri 6nemlidir. Bu nedenle, son yillarda arastirmacilar (Beinart, 2014; Nelson et al.,
2008) slpervizyon iliskisini incelemek ve derinlemesine anlamak icin hem sipervizérlerin hem de
slipervizyon alan psikolojik danisman adaylarinin gorislerine odaklanilmasini daha yararli ve etkili
bulmaktadirlar.

Tiirkiye’de Siipervizyon Konusundaki Bazi Caligmalar

Tirkiye'deki psikolojik danisman egitimi incelendiginde, psikolojik danisman egitiminin 1960’lara
dayandigi goriilmektedir (Dogan, 2000; Korkut Owen & Glineri Yerin, 2015; Poyrazli, Dogan, & Eskin,
2013). Turkiye’deki Universitelerde psikolojik danisman egitimi lisans, ylksek lisans ve doktora
duzeyinde verilmektedir. Glinimuzde, (lkemizde lisans programlarinin sayisi 60’a (Atlas of
Undergraduate Programs, 2017), yiksek lisans programlarinin sayisi 21’e ve doktora programlarinin
sayisi 15’e (Yesilyaprak, 2012) ylkselmistir. Psikolojik danisman egitimi programlarinin sayilari dikkate
alindiginda, lisans programlarinin tlkemizde psikolojik danisman yetistirme konusunda kritik 6neme
sahip oldugu soylenebilir. Dolayisiyla, Tirkiye’de lisans programlari rehber 6gretmen ve ruh saghgi
elemani yetistirme konusunda temel bir yere sahip oldugundan, lisans diizeyindeki spervizyon altinda
yapilan uygulama ve kurum deneyimi dersleri psikolojik danisman adaylari igin buyik 6nem
tasimaktadir.

Son yillarda, psikolojik danisman egitimcileri ve arastirmacilar siklikla psikolojik danisman egitiminde
sistematik ve etkili sipervizyonun 6nemini vurguladiklari icin Tirkiye’de slipervizyon konusunda bazi
onemli gelismeler oldugu gdzlemlenmistir. Ornegin, arastirmacilarin Tiirkiye’de slipervizyon modelleri
(Kog, 2013; Meydan, 2015), sipervizyon yéntem ve teknikleri (Aladag & Bektas, 2009; Denizli, Aladag,
Bektas, Cihangir-Cankaya, & Ozeke-Kocabas, 2009; Biiyiikgéze-Kavas, 2011; Zeren & Yilmaz, 2011),
stipervizorlerin 6zellikleri ve geribildirimleri (Aladag & Bektas, 2009; Denizli et al., 2009; Blylikgdze-
Kavas, 2011), stipervizyonun psikolojik danisma becerilerine etkisi (Aladag & Bektas, 2009; Denizli et al.,
2009; Denizli, 2010; Blylikgbze-Kavas, 2011; Kog, 2013; Meydan, 2010; 2015), stipervizyonun psikolojik
danisma 06z-yeterligine etkisi (Kog, 2013; Meydan, 2015), stpervizyon memnuniyeti ve psikolojik
danisma 6z-yeterligi iliskisi (Pamukcu, 2011), lisans dlizeyindeki psikolojik danisman adaylarinin
siipervizyon deneyimleri (Aladag, 2014; Aladag & Kemer, 2016; Atik, 2017; ilhan, Rahat, & Yéntem,
2015; Meydan & Denizli, 2018; Ulker-Timli, Balkaya-Cetin, & Kurtyilmaz, 2015), etkili siipervizyon
uygulamalari (Aladag & Kemer, 2016; Atik, 2017), akran stpervizyonu (Atik, 2015; Atik, Celik, Gig, &
Tutal, 2016), ve c¢ok kultirli vyeterlikler (Kagnici, 2015) konularinda calismalar yirGttikleri
gorulmektedir. Ancak, siipervizyon iliskisi konusundaki uluslararasi alanyazin oldukga zengin olmasina ve
gicli stpervizyon iliskisinin etkili sipervizyonun temelini olusturdugu konusunda fikir birligi olmasina
ragmen (Beinart, 2014; Bordin, 1983; Falender ve Shafranske, 2007), Turkiye’de slpervizyon iliskisi ile
ilgili arastirmalarin sinirli sayida oldugu soylenebilir (Aladag, 2014; Aladag & Kemer, 2016; Atik, 2017;
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ilhan et al., 2015; Kurtyilmaz, 2015; Meydan & Denizli, 2018). Genel olarak, Tirkiye’deki arastirma
sonuglari (Aladag, 2014; Aladag & Kemer, 2016; Atik, 2017; ilhan et al., 2015; Kurtyilmaz, 2015) lisans
dizeyindeki psikolojik danisman adaylarinin siipervizérleriyle kurduklari etkilesimi sicak, yakin, huzurlu
ve givenilir olarak tanimladiklarini gostermektedir. Meydan ve Denizli (2018) tarafindan Tirkiye'de
lisans dizeyinde slpervizyon alan psikolojik danisman adaylarinin sipervizyon iliskisine yonelik
goruslerinin dogrudan incelendigi ilk arastirmada sonuglar, psikolojik danisman adaylarinin kendi mesleki
gelisimsel ihtiyaglarinin ve slipervizorlerinin tutumlarinin, miidahalelerinin, geribildirimlerinin, rollerinin,
kisisel ozelliklerinin ve zaman yonetimlerinin sipervizyon iliskisini etkiledigini ve bununla birlikte
stipervizyon iligskisinin stpervizyona yonelik tutumlari ve duygulari Gzerinde yogun etkileri oldugunu
gostermistir. Ancak, s6z konusu arastirmalar stipervizyon iligkisi konusunda bir bakis agisi saglasa da,
Tirkiye'de stpervizérler ve lisans diizeyinde slipervizyon alan psikolojik danisman adaylari arasindaki
stipervizyon iliskisi konusundaki bilgimizin heniiz sinirli oldugu agiktir. Bununla birlikte, bu arastirmalar
stipervizyon iliskisini sadece slipervizyon alan psikolojik danisman adaylarinin gorislerine dayal olarak
incelemistir. Oysaki arastirmacilar (Beinart, 2014; Nelson et al., 2008) sipervizyon iliskisinin hem
slipervizorlerin hem de slpervizyon alan psikolojik danisman adaylarinin gorislerine dayali olarak
incelenmesinin alanyazina ¢ok degerli katkilari olacagi sonucuna ulasmistir. Dahasi, stipervizyon iliskisine
yonelik uluslararasi alanyazin (Borsay, 2012; Clohessy, 2008; Frost, 2004) incelendiginde, arastirmacilarin
stipervizyon iliskisinde sorunlar ortaya ¢ikmadan 6nce 6nlenmesinin daha anlamli oldugunu belirttikleri
gorilmektedir. Ornegin, Beinart (2014) “siipervizyon iliskisinde iyi baslangiclar yapmak icin iliski kurmaya
zaman ayrilmasi ve dikkatli olunmasi 6nemlidir” (p. 269) diyerek iliskide sorunlarin 6nlenmesinin
6nemini vurgulamistir. Karpenko ve Gidycz (2012) de gigli stpervizyon iliskisi kurulmasi igin iliskiyi
etkileyen kolaylastirici ve zorlastirici faktorlerin dikkate alinmasini vurgulamaktadir.

Aragtirmanin Amaci

Sonug olarak, Turkiye’de lisans programlarinin rehber 6gretmen ve ruh sagligi elemani yetistirmedeki
onemi dikkate alindiginda, hem supervizorlerin hem de lisans diizeyinde silipervizyon alan psikolojik
danisman adaylarinin goriislerine dayal olarak stipervizyon iliskisini etkileyen kolaylastirici ve zorlastirici
faktorlerin belirlenmesine ihtiya¢ oldugu dusinilmektedir. Bu ihtiyactan hareketle, bu calismada
Tlrkiye’de slpervizorlerin ve lisans dlizeyinde stpervizyon alan psikolojik danisman adaylarin
slipervizyon iliskisi kurmalarina yonelik gorislerinin incelenmesi amaglanmistir.  Arastirmanin
sonuglarinin, Tirkiye’de slipervizyon altinda ilk uygulamalarini yapan psikolojik danisman adaylariyla
guclu stipervizyon iligkisi kurulmasinda supervizorlere yol gosterecegine inanilmaktadir. Bu dogrultuda,
bu ¢calismanin arastirma sorusu su sekildedir:

“Turkiye’de slpervizorlerin ve lisans diizeyinde slipervizyon alan psikolojik danisman adaylarinin
slipervizyon iliskisine yonelik gorisleri nelerdir?”

Yontem

Arastirma Deseni

Arastirmada durum calismasi deseni kullanilmistir. Durum g¢alismasi, bir “durum”un gercek yasam
kosullarinda incelenmesini saglayan bir arastirma desenidir (Yin, 2011). Bu arastirmada incelenen
durum, stipervizorlerin ve lisans diizeyinde slipervizyon alan psikolojik danisman adaylarinin 2016-2017
egitim-6gretim yih gliz déneminde Bireyle Psikolojik Danisma Uygulamasi dersinde kurduklari
slipervizyon iliskisine yonelik gorisleridir.
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Calisma Grubu

Bu arastirmada suipervizoérlerin segciminde her bir stipervizoriin stipervizyon iliskisi tarzi ve iliski kurma
ozelliklerinin birbirlerinden farkli olacagi dusiinllerek maksimum cesitlilik 6rneklemesi yontemi (Patton,
1990) kullanilmistir. Tarkiye’nin batisinda bir tniversitede Rehberlik ve Psikolojik Danismanlik lisans
programinda 2016-2017 egitim-6gretim yili gz doneminde Bireyle Psikolojik Danisma Uygulamasi
dersini veren bes slpervizorden, psikolojik danisma alaninda doktora derecesine sahip ve lisans
diizeyinde stpervizyon alan adaylara stipervizyon verme konusunda en az iki yillik deneyimi olan dort (iki
kadin, iki erkek) gonllli stipervizor arastirmanin katiimcisi olmustur. Stpervizorlerin yaslan 35-42
arasinda degismektedir. Bununla birlikte, arastirmanin katihmcisi olan psikolojik danisman adaylari ayni
Universitede Bireyle Psikolojik Danisma Uygulamasi dersine kayith lisans duzeyindeki gondllii dort kadin
psikolojik danisman adayidir. Siipervizyon alan psikolojik danisman adaylarinin yaglari 21-23 arasinda
degismektedir. Sipervizyon alan psikolojik danisman adaylarinin psikolojik danisma ve sipervizyon
deneyimleri 10 ila 15 oturum arasinda degismistir. Stipervizyon alan psikolojik danisman adaylarinin
onceden herhangi bir psikolojik danisma ve siupervizyon deneyimleri bulunmamaktadir. Tim
katilimcilardan bilgilendirilmis onay formu alinmistir.

Veri Toplama Araglar

Arastirmanin verileri yari yapilandirilmis ve yiiz yize bireysel goriismeler yoluyla elde edilmistir.
Gorusme formlari hazirlanirken sorularin agikhgl ve uygunlugu konusunda Patton’in (1990) onerileri
dikkate alinmistir. Bu oneriler temelinde, slpervizyon iliskisi alanyazinina ve bu calismanin arastirma
sorusuna dayah olarak arastirmaci tarafindan slpervizérler ve stipervizyon alan psikolojik danisman
adaylari igin agik uclu, anlasilir ve yonlendirme icermeyen sorulardan meydana gelen bir soru havuzu
olusturulmustur. Siipervizorler ve slipervizyon alan psikolojik danisman adaylari igin hazirlanan taslak
gorisme sorulari formu 12 agik uglu sorudan meydana gelmistir. Ayni zamanda, s6z konusu sorularin
katilimcilar tarafindan anlasiimama olasihgi dikkate alinarak alternatif sorular ve sondalar hazirlanmigtir.
Ardindan, psikolojik danismada nitel arastirma deneyimine sahip li¢ uzmandan goriisme sorularindaki
karmasikligin 6nlenmesi amaciyla gérusleri alinmistir. Gergek goriismelerden 6nce stipervizyon alan bir
psikolojik danisman adayi ve psikolojik danisma alaninda doktora derecesine sahip bir 6gretim elemani
ile pilot goérismeler gergeklestiriimistir. Uzmanlarin geribildirimlerine ve arastirmacinin  pilot
goriismelerdeki deneyimlerine gore goérisme sorulari dizeltilmistir. Sonug olarak, slipervizorler ve
slipervizyon alan psikolojik danisman adaylari igin 10’ar agik uglu sorudan olusan iki ayri gériisme formu
hazirlanmistir.

Verilerin Toplanmasi

Bireyle Psikolojik Danisma Uygulamasi dersinin basinda, slipervizyon alan psikolojik danisman
adaylari bes gruba ayrilmistir. Her slpervizyon grubuna yaklasik 12-13 silpervizyon alan psikolojik
danisman adayi atanmistir. Her bir slpervizyon grubunda, slipervizorler slipervizyon alan psikolojik
danisman adaylarini iki kiigclik gruba ayirmislar ve her hafta bes akademik ders saati boyunca slipervizyon
vermislerdir. SUpervizyonda, her bir psikolojik danisman adayina sipervizériinden ve gruptaki
akranlarindan geribildirim almasi icin yaklasik 15-20 dakika ayrilmistir. Grup silipervizyonu 14 hafta
sirmistir. Donem sonunda sipervizorlere ve slipervizyon alan psikolojik danisman adaylarina arastirma
duyurusu yapilmistir. Stipervizyon alan psikolojik danisman adaylari ve stipervizorler arastirmanin amaci
hakkinda bilgilendirilmis ve gonilli olup olmadiklari sorulmustur. Arastirmaya katilmaya gondlli olan
slipervizyon alan psikolojik danisman adaylari ve slpervizérler ile bireysel goriismeler
gerceklestirilmistir. SUpervizyon alan psikolojik danisman adaylariyla ve slpervizorler ile yapilan
gorismelerin her biri yaklasik 30-35 dakika stirmustir. Her gorisme ses kayit cihazi ile kaydedilmis ve
tiim gortusmeler yaklasik iki haftada tamamlanmustir.
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Verilerin Analizi

Aragtirmanin verileri icerik analizi kullanilarak ¢éziimlenmistir (Bogdan & Biklen, 2007). ilk olarak,
goriismeler arastirmac tarafindan desifre edilmis ve veri analizi icin hazir hale getirilmistir. ikinci olarak,
ham veri seti arastirmaci tarafindan tekrar tekrar okunmus ve kodlanmistir. Gizliligi korumak amaciyla,
iki farkli arastirmacinin geribildirimleri alinmadan 6nce sipervizyon alan psikolojik danisman adaylari
“S1, S2, S3 ve S4” olarak ve siipervizorler “Srl, Sr2, Sr3 ve Sr4” olarak kodlanmistir. Ugiincii olarak,
psikolojik danisma alaninda doktora derecesine sahip iki arastirmacidan desifreleri yazarin
kodlamasindan bagimsiz olarak kodlamalari istenmistir. Sonug olarak, arastirmacilar bir araya gelerek
kod listelerini ve olasi anlagmazliklarini tartismislardir.

Gegerlik ve giivenirlik

Nitel arastirmalarda gecerlik ve glivenirlik (inandiricilik) farkli stratejilerle saglanmaya calisiimaktadir
(Marshall & Rossman, 1999). Bu arastirmada inandiricilik arastirmaci ¢esitlemesi yapilarak, gériisme
sorularinin olusturulmasi ve veri setine iliskin tema ve kod listesi olusturulmasi sirecinde diger
arastirmacilara danisilarak, derinlemesine veri toplanmasi i¢in agik uglu goériisme sorulari kullanilarak,
detayl degsifreler yapilarak ve derinlemesine veri kodlamasi igin yeterli zaman ayrilarak saglanmistir.
Bununla birlikte, ¢alismada maksimum gesitlilik 6érneklemesi yontemi kullanilmis ve katilhimcilar, veri
toplama sureci, veri analizi ve sonuglar detayli olarak betimlenmistir. Arastirma sonuglari sunulurken
dogrudan alintilar herhangi bir yorum katilmaksizin verilmistir. Gériisme sorulari, kod listesi taslaklari ve
arastirmacinin siirecte aldigi notlar tizerlerinde herhangi bir degisiklik yapilmadan saklanmistir.

Aragtirmacinin Rolii

Arastirmaci, Rehberlik ve Psikolojik Danismanlik alaninda doktora egitimini tamamlamistir ve doktora
tezinde siipervizyon konusunu calismistir. Arastirmaci, lisanslisti egitimi sirasinda slpervizyon
konusunda bilgi ve becerilerini gelistirmek amaciyla bireysel ve grup slipervizyonu derslerine ve nitel
arastirmalari nitelikli yurutebilmek amaciyla bir nitel arastirma dersine devam etmistir. Arastirmaci,
psikolojik danisma becerileri egitimi, psikolojik danisma uygulamalari ve siipervizyonu konusunda cesitli
nicel ve nitel arastirmalarda yer almistir. Arastirmaci, arastirmay yirtttigli donemde anabilim dalinda
lisans diizeyinde Bireyle Psikolojik Danisma Uygulamasi dersi vermemistir. Dolayisiyla slipervizorler,
slipervizyon alan psikolojik danisman adaylari ve arastirmaci arasinda katiimcilarin arastirmaya
katilmalarini ve goériisme sorularina verdikleri yanitlari etkileyecek bir iliski gelismemistir. Ayrica,
arastirmaci, bireysel gorismelerde, katilimcilara arastirmanin amacini, arastirma sonuglarinin nasil ve
nerede kullanilacagini agiklamis ve katilimcilarin sorulari igtenlikle yanitlamalarini saglamaya c¢alismistir.
Sonugta, arastirmaci, arastirmanin inandiricihgini saglamak icin gerekli 6nlemleri almistir.

Bulgular

Arastirmanin igerik analizi sonuglari (ic temayi isaret etmistir: a) kolaylastirici faktorler, b) zorlastirici
faktorler ve c) etkiler. Arastirmanin temalari ve kodlari Tablo 1’de sunulmustur.

Kolaylastirici Faktorler

Siipervizyon alan psikolojik danisman adaylarina gére kolaylastirici faktérle

Kolaylastirici faktérler temasi altinda, slipervizyon alan psikolojik danisman adaylarina gore (i¢ kod
ortaya ¢ikmustir; 1) stpervizorlerin kisisel 6zellikleri (n=4), tarzi (n=4), geribildirimi (n=3) ve midahaleleri
(n=1), 2) supervizyon alan psikolojik danisman adaylarinin kisisel 6zellikleri (n=4) ve 3) belirlenmis
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slipervizyon gorevleri (n=3) ve belirlenmis slpervizyon amaglarini (n=1) kapsayan ortak faktorler.
Supervizorlerin kisisel 6zellikleri agisindan, sipervizyon alan psikolojik danigsman adaylari geribildirime
acik, esprili, yardimsever, sakinlestirici, esnek, hosgorili, yakin, adil, sakin, sistematik, yargilayici
olmayan ve etkili kisilerarasi iliski kurma becerilerine sahip supervizérlerle daha gliclii sipervizyon iligkisi
kurabildiklerini ifade etmislerdir. Stpervizyon alan psikolojik danisman adaylarindan biri gorisini su
sekilde belirtmistir: “Stpervizorimle kurdugum iliski gayet samimi ve ictendi. SUpervizyona her
geldigimde kendimi rahat ve huzurlu hissediyordum. Clnkl stpervizorim vyargilayici degildi.
Stpervizyonda sistemliydi. Samimiyet benim icin énemli oldugu igin iliskimiz gayet iyiydi ve kendimi

yeterli hissettirdi bana.” (54)

Tablo 1.

Arastirmanin Tema ve Kodlari.

Siuipervizyon alan adaylara gore

Supervizoérlere gore

Kolaylastirici
Faktorler

Zorlastirici Faktorler

Etkiler

Stpervizorlerin

Kisisel 6zellikleri (n=4)
Tarzi (n=4)

Geribildirimi (n=3)
Midahaleleri (n=1)
Supervizyon alan adaylarin
Kisisel 6zellikleri (n=4)

Ortak

Belirlenmis stipervizyon gorevleri
(n=3)

Belirlenmis stipervizyon amaglari
(n=1)

Slipervizorlerin

Miidahaleleri (n=1)

Kisisel ozellikleri (n=1)

Tarzi (n=1)

Geribildirimi (n=1)

Silipervizyon alan adaylarin
Kisisel 6zellikleri (n=3)

Olumsuz tutumlari (n=1)

Ortak

Belirsiz stipervizyon amaglari (n=3)

Kisisel

Duygular (n=4)

Bas etme becerileri (n=1)

Kisisel farkindahk (n=1)
Profesyonel

Stpervizyon memnuniyeti (n=4)
Psikolojik danisma 6z-yeterligi
(n=3)

Profesyonel kimlik (n=1)

Suipervizorlerin
Kisisel 6zellikleri (n=4)
Tarzi (n=3)

Supervizyon alan adaylarin

Kisisel 6zellikleri (n=4)

Profesyonel kimligi (n=3)

Gorevlere uygun davranislari (n=3)
Etkili zaman y6netimi (n=1)

Ortak

Belirlenmis stipervizyon gorevleri(n=4)
Belirlenmis stipervizyon amaglari(n=3)

Sipervizorlerin

Kisisel 6zellikleri (n =1)

Tarzi (n=1)

Geribildirimi (n=1)

Etkisiz zaman yonetimi (n=1)
Silpervizyon alan adaylarin

Kisisel 6zellikleri (n=2)

Olumsuz tutumlari (n=2)

Psikolojik danisma ve siipervizyon kaygisi
(n=1)

Ortak

Belirsiz slipervizyon amaglari (n=1)
Belirsiz slipervizyon gorevleri (n=1)
Supervizyon siireci (n=1)

Professional
Stipervizyon memnuniyeti (n=2)
Deneyim kazanma (n=2)
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Supervizorlerin tarzina iliskin stipervizyon alan psikolojik danisman adaylar destekleyici, psikolojik
danisma ve slperviyon kaygisini azaltmaya ¢alisan, uygun rehberlik ve yonlendirmeyi kullanan ve
psikolojik danismaya yonelik duygulara odaklanan siipervizorlerle iliski kurmanin daha kolay oldugunu
belirtmislerdir. Stipervizyon alan bir psikolojik danisman adayi gérusiini su sekilde agiklamistir:

“Acikcasi ¢cok fazla yardim etmeye acik biriydi. Her konuda fikir belirtirken benim fikrimi de alirdi. Ben
boyle diisiinilyorum ama sen ne dusiniyorsun seklinde. Emretmiyordu. Bazi noktalarda acaba soyle
gitsen iyi olur mu seklinde séyliyordu ama direk bir yonlendirme olmadigi icin kendi fikirlerimle de
hareket etmemi sagladi.” (S2)

Supervizyon alan psikolojik danisman adaylarina goére bir diger kolaylastirici faktor stipervizérlerin
psikolojik danisma oturumlarina ve siipervizyon alan psikolojik danisman adayinin kisisel farkindalik
kazanmasina yonelik verdigi geribildirimlerdir. Stpervizyon alan psikolojik danisman adaylarindan biri
gorusinid su sekilde ifade etmistir: “Slpervizérimun verdigi geribildirimler iliski kurmamizi kolaylastirdi.
Yeterli geribildirim alamasaydim, siipervizyonda iliskimiz zayif kalirdi. isime yarayan geribildirimler
verdigi icin iliskimiz iyiydi. Stpervizérimin destekleyici geribildirimler vermesi yani yapici olmasi ve
olumsuzlari da yapici bir sekilde sdylemesi 6nemliydi.” (S4)

Supervizyon alan psikolojik danisman adaylarindan biri, iliski kurarken asgari dizeyde tesvik etme,
duygu yansitma ve yorumlama gibi slipervizorin kullandigi midahalelerin yarari oldugunu belirtmistir.
Stpervizyon alan aday dusincesini su sekilde agiklamistir: “Benim duygumu ve disiincelerimi anlayip
anlagildigimi hissettirmesi ve kaygimi azaltmasi 6nemliydi. Sanki benim zihnimi agiyormus gibi
hissediyordum yaptigi yorumlarla. Zenginlestirici yorumlar yapmasi iliskimizde doyumu saglyordu.” (S3)

Supervizyon alan psikolojik danisman adayinin kisisel oOzellikleri kodu altinda slipervizyon alan
adaylarin ¢aliskan, pratik, merakli, uyumlu, isbirlikgi, disiplinli, sorumluluk sahibi, esprili, ihmli, ¢6zim
odakli ve yardima ve geribildirime agik olmalari durumunda daha giglu iliski kurabildiklerini ifade
ettikleri gorilmustlr. Stpervizyon alan bir psikolojik danisman adayi gorlisiini séyle agiklamistir: “Benim
de genel olarak is odakh bir insan olmam ve sorumluluklarimi zamaninda yerine getirmem iliskiyi
kolaylastirdi. Clinkii ben her seyi planli yaparim. Esprili olmam da slipervizyon grubunda eglenceli
oluyordu. Sakin tavirlarim, evhamli olmamam... Probleme ¢6zim odakli yaklasmam iyi etkiledi iliskiyi.”
(s4)

Ortak faktorler kodu altinda sipervizyon alan psikolojik danisman adaylari desifrelerin incelenmesi,
ses kayitlarinin dinlenmesi, oturum 6zetlerinin yazilmasi ve slipervizyona diizenli katilim gibi belirlenmis
supervizyon gorevlerinin sipervizorleriyle daha gugli iliski kurmalarini sagladigini ifade etmislerdir.
Supervizyon alan psikolojik danisman adaylarindan biri gorisini su sekilde agiklamistir: “Cogu
supervizoriin ses kayitlarini dinlemedigini ve desifreleri yiizeysel inceledigini duyuyordum. Ama kendi
slipervizorimden ¢ok memnundum. Tek tek becerilerimizi puanliyordu. Ses kayitlarini dinliyordu ve
sinifta dinletiyordu, bir hafta video kaydini duvara yansitti ve hep beraber izledik. Bunlari yapmasi
iliskimize katki sagladi.” (S2)

Belirlenmis stipervizyon amacglari da slipervizyon alan psikolojik danisman adaylar icin iliski kurmayi
kolaylastiran faktorlerden biri olarak belirtilmistir. Sipervizyon alan psikolojik danisman adaylarindan
biri gbriisiinii su sekilde ifade etmistir: “Ortiik bir amag vardi, benim psikolojik danisma tarzim 6gretmen
gibiydi ve sipervizérim bunu degistirebilmem igin oturumlarda benimle galisti. Bu amacin benim igin
olumlu bir etkisi oldu.” (54)

Siipervizorlere gére kolaylastirici faktérler

Kolaylastirici faktorler temasi altinda siipervizorlere gore li¢ kod ortaya cikmistir; 1) slipervizorlerin
kisisel 6zellikleri (n=4) ve tarzi (n=3), 2) sipervizyon alan psikolojik danisman adaylarinin kisisel 6zellikleri
(n=4), mesleki kimlikleri (n=3), gérevlere uygun davranislari (n=3) ve etkili zaman yonetimi (n=1) ve 3)
belirlenmis sipervizyon gorevleri (n=4) ve belirlenmis slipervizyon amagclarini (n=1) kapsayan ortak
faktorlerdir.
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Supervizorler esprili, sakinlestirici, kibar, yakin, esnek, saygili, 6nyargisiz ve iletisime ve geribildirime
actk olma gibi kendi kisisel o6zelliklerinin slpervizyon alan psikolojik danisman adaylariyla iliski
kurmalarini kolaylastirdigini ifade etmislerdir. Bir siipervizor goriisiinii su sekilde agiklamistir: “Geri
bildirime, iletisime, gelismeye ve yardimci olmaya agik olmam; psikolojik danisma ve kismen siipervizyon
konusunda bilgili ve deneyimli olmam ve bir psikolojik danisman bakis agisina, tarzina ve durusuna sahip
olmam, 6grencilere 6nyargisiz yaklasmam... Bunlarin kolaylastirdigini saniyorum bu siireci.” (Srl)

Supervizorler kendi tarzlarinin da sipervizyon iliskisinde onemli rol oynadigini ifade etmislerdir.
Ornegin, siipervizyon alan psikolojik danisman adaylarinin kisisel konularina duyarlilik, égretmen rol,
slipervizyonda uygun sekilde rehberlik etme ve yonlendirme yapma ve destekleyici olmanin slipervizyon
iliskisini etkiledigini belirtmislerdir. Siipervizérlerden biri gérisiini sdyle ifade etmistir: “Ogrencilerin
hayatlariyla ve kisilikleriyle ilgili yorum yaparim. Bunlarin danigsanlariyla bagini kurarim. Ve mesela birseyi
anlamamissa kuramsal agidan bir bosluk varsa, stipervizyonda kisaca anlatip 6gretmeye c¢alisirim.”(Sr2)

Supervizorler, stpervizyon alan psikolojik danisman adaylarinin merakh, galiskan, uyumlu, cesur,
amagli, disiplinli, motive, sistematik, geribildirime acik ve 6z-yeterligi yiksek olma gibi kisisel
ozelliklerinin de iliski kurmada ve sirdirmede 6nemli oldugunu belirtmislerdir. Bir stipervizér gorlisini
soyle yansitmistir: “Merakl, arastirmaci, geribildirime agik, 6z farkindaligi ve 6zglveni yiksek, kendini
gelistirmeye acik ve mesleki anlamda cesur tiplerin benimle siipervizyon iliskisi kurmalarinin daha kolay
oldugunu dustntyorum.” (S1)

Supervizyon alan psikolojik danisman adaylarinin mesleki kimlige sahip olmalarinin da stpervizyon
iliskisi kurmay!i kolaylastirdigi bulunmustur. Bir baska deyisle, danisanlari igin uygun psikolojik danisma
kurami ve tekniklerine karar verebilen, meslek etigine uygun olarak danisanlariyla terapotik iliski
kurabilen, normal ve anormal ruh saghginin ipuclarinin farkinda olan, uygun temel ve ileri diizey
becerileri kullanabilen ve kavramlastirma becerilerine sahip adaylarla daha gugli stpervizyon iligkisi
kuruldugu ortaya ¢ikmistir. Bir sipervizor gorlisiini su sekilde dile getirmistir:

“Kendilerine bir psikolojik danisma kurami belirlemelerini ve bunu kullanmaya calismalarini, temel
etik ilkeleri gdz onlinde bulundurarak danisanlariyla iliski kurmalarini, anormal davraniglarin ve
bozukluklarin neler oldugunu 6grenmelerini, genel olarak temel beceriler konusundaki bilgileri
hatirlamalarini ve bunlari kullanmalarini bekledim. Onlardan iliskiyi kolaylastirmalari igin beklentim
genel olarak buydu.” (Sr1)

Gorevlere uygun davranislar kodu incelendiginde, slipervizorlerin stipervizyona diizenli olarak katilan
ve gerekli formlari siipervizyondan 6nce hazirlayan psikolojik danisman adaylariyla iliski kurmanin daha
kolay oldugunu belirttikleri gérilmustir. Stpervizorlerden biri diistincelerini sdyle agiklamistir:

“Birincisi onlar 6grenmeye agikti. ikincisi hepsi ¢ok caliskandi, hepsi zamaninda raporlarini getirdiler
ve derse ¢ok erken geldiler. Ders basinda verdigim yonergelere hepsi uydular. Herkese siireyi
belirtmistim, o siire icinde anlatacaklari ve benden neler 6grenmek istediklerini somutlastirmalarini
istemistim. Yonergelere uyunca ve 6grenmeye donik cabalari da yiksek olunca sitipervizyon iliskimiz
kolaylasti.” (Sr3)

Etkili zaman yonetimi de bir stipervizor tarafindan bir diger kolaylastirici faktor olarak belirtilmistir.
Bu slipervizor diistincelerini su sekilde agiklamistir:

“Slipervizyon oturumu disinda uzun sireler talep eden ve bu oturumlar disinda da danisaniyla ilgili
paylasimda bulunmak isteyen 6grenciler azdi. Bu da iliskimiz agisindan dnemli; ¢linkii stipervizyon
oturumu disinda siirekli talepte bulunan 6grenciyi de ister istemez reddetme ve onun ihtiyaclarina
karsilik vermeme ya da benim farkli bir is icin ayirdigim zamanda ona karsi 6fkelenme ve sinirlenme
gibi durumlar yasanabilirken bunlar yasanmamis oldu. Slpervizyon saatlerine sadik kalmalari iliski
acisindan onemliydi.” (Sr4)
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Ortak faktorler kodu altinda siipervizorler belirlenmis sipervizyon gorevleri ve belirlenmis
supervizyon amaglarinin diger kolaylastirici faktérler oldugunu belirtmislerdir. SUpervizérlerden biri
belirlenmis silipervizyon gorevlerine yonelik duslincelerini su sekilde agiklamistir: “Dénem basinda
onlarin arastirmalarini, etkili bir psikolojik danisma siireci, etkili bir psikolojik danigman olmak ve etkili
bir slire¢ nasil yuratilar, danisanlara insanlara nasil yardim edilir bunlarla ilgili calismalarini ve bu
dogrultudaki cabalarina benim dikkat edecegimi belirttim.” (Sr1)

Bir diger stpervizor belirlenmis slipervizyon amaglarina yonelik distincelerini soyle agiklamistir:

“Ogrenciyi rahatlatiyor biyik olciide siipervizyon amaci belirlemek. O her hafta siipervizyona
gelirken neyle ilgili ¢alisilacagini, neyi disiinecegini ve neyi planlayacagini énceden bildigi icin daha
hazirlikh geliyor ve daha iyi galisiyoruz. Genellikle de slipervizyon oturumu bittiginde bir sonraki
oturumda ne yapacagiyla ilgili ne kadar net olurlarsa siipervizyondan ve iliskimizden o kadar doyum
aliyorlar. O nedenle amag belirledigimiz haftalar sonrasinda genellikle iliskinin olumlu etkiledigini
goriyorum ¢linkli 6grenci ¢cok rahatliyor.” (Sr4)

Zorlagtiric1 Faktorler

Siipervizyon alan psikolojik danisman adaylarina gére zorlastirici faktérle

Supervizyon alan psikolojik danisman adaylarina gore zorlastirici faktorler temasi altinda l¢ kod
ortaya ¢ikmustir; 1) siipervizorlerin miidahaleleri (n=1), kisisel 6zellikleri (n=1), tarzi (n=1) ve geribildirimi
(n=1), 2) stipervizyon alan psikolojik danisman adaylarinin kisisel 6zellikleri (n=3) ve olumsuz tutumlari
(n=1) ve 3) belirsiz stipervizyon amaglarini igeren ortak faktorlerdir (n=3).

Midahaleler kodu icin bir psikolojik danisman adayi sipervizoriiniin kendi psikolojik danisma
oturumlarina ve danisanlarina iliskin deneyimlerini stipervizyonda paylasmasini istedigini belirtmistir. Bu
psikolojik danisman adayr gorlisini soyle aciklamistir:  “SUpervizérimden daha c¢ok kendi
danisanlarindan 6rnek vermesini ve daha ¢ok vaka paylasmasini bekledim. Bu yolda nasil bir siireg
izledigini 6rneklerle soyleseydi iliskimize daha faydali olurdu diye diistintiyorum.” (S1)

Supervizorlerin kisisel 6zelliklerine iligkin bir psikolojik danisman adayi sakinlestirici ve kibar olmayan
stpervizorlerle iliski kurmanin daha zor oldugunu ifade etmistir. Bu aday dlslncesini su sekilde
actklamistir: “Stipervizyon iliskimizde biraz daha anlayish ve nazik olmasini beklerdim. Clinki tarz olarak
elestirileri bazen biraz acimasiz olabiliyordu. Bu da benim siregten sogumama ve bazen benden
psikolojik danisman olmaz diye bir diisiinceye sebep olabiliyordu. Daha anlayisli olabilirdi.” (S1)

Supervizyon oturumlarinda uygun sekilde rehberlik etmeyen ve yonlendirme kullanmayan tarza
sahip supervizorlerle de siipervizyon iligkisi kurmanin zor oldugu belirtilmistir. Stpervizyon alan bir
psikolojik danisman adayi gérusini su sekilde ifade etmistir:

“Benim zaten slipervizér dedigim zaman ilk aklima gelen sey beni yonlendirmesi. “Bu oturumda soyle
bir hata yapmissin, bdyle yapsan daha iyi olurdu” demesini ya da “bir sonraki oturumda sunlari yap”
demesini beklerdim. Ama benim stipervizoriimde 6yle bir durum s6z konusu degildi.” (S1)

Geribildirim  kodu incelendiginde, supervizyon alan psikolojik  danisman  adaylarinin
slipervizorlerinden yikici geribildirim almanin iliskiyi zorlastirdigini belirttikleri goértilmustir. Stpervizyon
alan psikolojik danisman adaylarindan biri gériisiint soyle aciklamistir: “Tamam, olumsuz geribildirimleri
tabii hak ediyoruz; ¢linkl tecribesiz oldugumuz igin ¢ok fazla hata yapiyorduk. Ama bu hatalarin bize
geribildirim olarak verilmesi biraz daha yapici olabilirdi.” (S1)

Supervizyon alan psikolojik danisman adaylarinin kisisel 6zellikleri kodu altinda psikolojik danisman
adaylarinin asiri duyarh, geribildirim almaya isteksiz, sabirsiz, utanga¢ ve ice kapanik olmanin
slipervizyon iliskisini kurmayi zorlastirdigini belirttikleri gorilmistir. Bir psikolojik danisman adayi
goriisiini soyle aciklamistir: “Ben sosyal iliskilerimi ve kendimi agmak konusunda zorluk yasayan biriyim,
biraz icine kapanik biriyim. O biraz zorlastirdi. Sonra dedigim gibi yanls yapmaktan ve yanlsimi agiga
vurmaktan da korkuyordum.” (S3)
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Supervizyon alan psikolojik danisman adaylarina gére bir diger zorlastirici faktor sipervizyona yonelik
olumsuz tutumlaridir. Bir slipervizyon alan psikolojik danisman adayi olumsuz tutumunun siipervizyon
iliskisine etkilerini soyle agiklamistir:

“Benim biraz duygusal olmam ve biraz da belki de supervizoériin soylediklerini kisisel bir sey
soyluyormus gibi yani beni kisisel olarak elestiriyormus gibi hissetmemden dolayi biraz isteksizdim.
Boyle olunca aramizda anlasmazliklar oldu ve bu isteksizligim iliskimizi de olumsuz yonde etkiledi.”
(S1)

Ortak faktorler kodu igin stpervizyon alan psikolojik danisman adaylari belirsiz slipervizyon
amaglarinin da iliski kurmayi zorlastirdigini belirtmislerdir. Psikolojik danisman adaylarindan biri
distincelerini su sekilde agiklamistir: “Agikgasi bazi noktalarda kendime nereye gittigimi sordum, ilerisi
¢ok bulanikti. Boslukta hissettigim bir dénem oldu agik¢asi. Amag belirlemek daha iyi olabilirdi diye
distiniyorum. Net bir amag belirleyip ilerlesek daha net olabilirdi diye diisiiniiyorum.” (S2)

Siipervizorlere gére zorlastirici faktorler

Zorlastirici faktorler temasi altinda stpervizorlere gore (¢ kod ortaya gikmistir; 1) stpervizorlerin
kisisel 6zellikleri (n=1), tarzi (n=1), geribildirim (n=1) ve etkisiz zaman yonetimi (n=1), 2) stipervizyon alan
psikolojik danisman adaylarinin kisisel 6zellikleri (n=2), olumsuz tutumlari (n=2) ve psikolojik danisma ve
stipervizyon kaygisi (n=1) ve 3) belirsiz stipervizyon gorevleri (n=1) ve belirsiz siipervizyon amaglarini
(n=1) kapsayan ortak faktorlerdir.

Supervizorlere gore mikemmeliyetcilik ve psikolojik danisman adaylarinin  oturumlardaki
performanslarina yonelik yiiksek beklentilere sahip olmak gibi kendi kisisel 6zellikleri stipervizyon iliskisi
kurulmasini ve slrdiirtlmesini zorlastirici bir role sahip olmustur. Bir stpervizor dislincesini su sekilde
yansitmistir: “Mikemmeliyetci olmam, 6grencilerden beklentimin fazla olmasi, ayrintici olmam, bireysel
O6grenmeye ve meraka 6nem veriyor olmam gibi 6zelliklerimin iliskiyi zorlastirdigini distintiyorum.” (Sr1)

Tarz agisindan sipervizorler, slpervizyon oturumlarinda vyetersiz rehberlik ve yonlendirme
kullanmalarinin, etkisiz iletisim becerilerine sahip olmanin ve supervizyonda asiri kuralci olmalarinin
stipervizyon iliskisini zorlastirdigini belirtmislerdir. Bir slipervizor goérisini su sekilde ifade etmistir:
“Bazen ihtiyac duyduklarinda her tarli bilgi konusunda onlara acgiklama yaptim ama baska
slipervizorlerin yaptigi gibi kelime kelime nerede, ne soyleyeceklerini ve ne yapacaklarini da
soylemedim. Bazen bu konularda eksik ya da belirsiz birakmis olmam iliskiyi zorlastirmis olabilir.” (Sr1)

Zorlastirici faktorlere iliskin bir diger bulgu, olumsuz ve dizeltici geribildirimin iliski Uzerinde
istenmeyen etkiye sahip oldugudur. Stipervizorlerden biri bu konudaki diisiincelerini soyle yansitmistir:
“Olumlu geribildirimlerden daha ¢ok olumsuz ve dizeltici geribildirim vermis olmam yapici da olsa iliskiyi
ogrenciler acisindan zorlastirmis olabilir.” (Sr1)

Etkisiz zaman yoOnetimi de sipervizyon iliskisini zorlastiran faktérlerden biridir. Bir sipervizor
goriisiinl su sekilde belirtmistir: “Bazen ¢ok soru soranlar oluyordu ve ben hepsine cevap veriyorum.
Sonrasinda bekleyenler haklarinin ellerinden alindigini distinmis olabilir. Yani zamani kullanmakla
sikintim var gibiydi.” (Sr2)

Supervizyon alan psikolojik danisman adaylarinin kisisel 0Ozellikleri agisindan rehberlige ve
yonlendirmeye asiri bagimli, meraksiz, sinirl sosyal becerilere ve diisik 6z-yeterlige sahip ve onyargih
psikolojik danisman adaylariyla iliski kurmanin ve siirdiirmenin zor oldugu gorilmdstir. Bir stpervizér
goriisini su sekilde agiklamistir: “Bazi 6grencilerin sosyal becerileri sinirli. Sosyal becerileri biraz daha
sinirli cocuklar vardi onlarla ilisi kurmak biraz zorluyordu.” (Sr3)

Olumsuz geribildirim almaya gonilstzliik ve slipervizyona isteksizlik gibi psikolojik danisman
adaylarinin olumsuz tutumlari da slpervizorlere gore zorlastirici faktérlerdendir. Bir stpervizér bu
konudaki dislincesini su sekilde agiklamistir:
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“Benimle sadece 6grenciymis gibi iliski kuranlar zorlastirdi iliskiyi. Yani sanki bir derste oturmus
o0gretmenin soyledigi seyleri not alacak. Dinlese de olur dinlemese de... Telefonuyla da oynayabilir.
Sinifta gozledigimiz davranislari slipervizyona tasiyan, slipervizyonu bir ders saati olarak goren ve
supervizoriyle bir iliski kurmaya ¢alismaktan ¢ok sinifta oturan bir 6grenciymis gibi kendini goren ve
ders saati bitimini bekleyen, stipervizyonda ne yapacagini hemen séylememi isteyenler iliski de zayif
oluyordu. Bunu bir gereklilik ve bir gérev olarak gérenle iliski de gli¢ oluyor.” (Sr4)

Psikolojik danisma ve siipervizyon kaygisi kodu igin bir slipervizér performans kaygisinin iliski kurma
izerinde olumsuz etkisi oldugunun altini gizmistir. Bu stipervizor dislincesini soyle yansitmistir:

“Bazilarinda yanls yapma ve otorite tarafindan negatif degerlendirilme korkusu vardi. Aslinda
derslerde 6gretilmeye calisilan “danisana zarar vermeyin” misyonu, slipervizyonda yanlis yapma ve
otorite tarafindan kotu degerlendiriime korkusuna doéniisiyor. Bu da adim atmamalarini,
danisanlarla ve benimle iliski kurmalarini cok zorlayan bir sey oluyor.” (Sr3)

Ortak faktoérler acisindan sipervizorler, belirsiz stpervizyon amaclari ve belirsiz slipervizyon
gorevlerinin iliskiyi zorlastirdigini belirtmislerdir. Stipervizorlerden biri gérisiini su sekilde agiklamistir:
“Bireysel olarak 6grenciyle amag belirlememek iliskinin bastan mesafeli baslamasina ve 6grencilerin
biraz daha kaybolmus hissetmelerine neden olmus olabilir.” (Sr1)

Etkiler

Siipervizyon alan psikolojik danisman adaylarina gére etkiler

Silpervizyon alan psikolojik danisman adaylarina gére etkiler temasi altinda iki kod ortaya ¢ikmistir;
1) duygulari (n=4), bas etme becerilerini (n=1) ve kisisel farkindaligi (n=1) kapsayan kisisel etkiler ve 2)
stipervizyon memnuniyeti (n=4), psikolojik danisma 6z-yeterligi (n=3) ve profesyonel kimlik gelisimini
(n=1) kapsayan profesyonel etkiler. Siipervizyon alan psikolojik danisman adaylari temel olarak
supervizyon iligkisinin baglarinda kaygil, gergin ve utangag hissettiklerini belirtmislerdir. Adaylardan biri
iliskiye yonelik bu duygularini su sekilde acgiklamistir: “Basta kaygiliydim. Sipervizyona basladigimda
kaygim azaldi ¢unkd slpervizérim yonlendiriciydi. Biz kaygiya kapildigimizda sakinlestiriyordu. Son
oturumlara dogru yonlendirmeyi birakti, zaten bizim de kaygimiz ¢ok kalmamisti. Azalan bir
yonlendirmeyle gittigi icin daha rahatlatici oldu.” (S3)

Ardindan, supervizyon iligkisinin niteligine bagl olarak siipervizyon alan psikolojik danisman
adaylarindan bazilari sakin, huzurlu, umutlu, givenli, desteklenmis ve mutlu hissettiklerini belirtirken;
digerleri kafasi karismig, Gzgiin, isteksiz ve rahatsizlik hissettiklerini ifade etmislerdir. Adaylardan biri
goruslni su sekilde belirtmistir: “En yogun duygum herhalde rahatlik bir de yetkinlikti. Yani hicbir zaman
yapamayacagim duygusunu hissetmedim. Her hafta ben bu isi yapiyorum diye stipervizyondan ¢iktigim
icin en yogun rahatlk ve yetkinlik hissettim.” (S4)

Bir diger aday gorisiini su sekilde agiklamistir: “Bu oturumda da ¢ok hata yapmis olabilirim. Acaba
bu hatalarim bu siupervizyon oturumunda yizime nasil vurulacak, bunlarla nasil yiizlesecegim ve
slipervizoriim bana bunlari séylerken nasil bir Gslupta olacak bu konuda hep huzursuzlanirdim.” (S1)

Bas etme becerileri agisindan, stipervizyon alan psikolojik danisman adaylarindan biri siipervizoriyle
yasadigi iliskideki karmasanin kendisine belli bas etme becerilerini kazandirdigini belirtmistir. S6z konusu
psikolojik danisman adayi diislincelerini soyle aciklamistir: “Acaba benden psikolojik danisman olmaz mi
diye dlstiniyordum. Sonra bununla basa ¢ikmayi 6grendim. Stipervizyonda, stipervizoriimin basa ¢ikma
stratejilerimi gelistirdigini soyleyebilirim. Problem ¢6zme becerilerime katkisi oldu diyebilirim. Clnki
kendim arastirlyordum ve kendim buluyordum.” (S1)

Supervizyon iliskisinin bir diger kisisel etkisi ise kisisel farkindalik olarak bulunmustur. Bir psikolojik
danisman adayl gorasiini soéyle aciklamistir:  “Kisisel olarak iliskimizin etkileri oldu. Cunki
slipervizoriimiiz stpervizyonda danisan hakkindaki geribildirimlerinin yani sira vakit kaldiginda bizim
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kendi kisisel ozelliklerimiz hakkinda da geribildirimler veriyordu. Her birimize bizim bunlari nasil
gelistirebilecegimiz konusunda ipuglari veriyordu. Kendim hakkimda distinmemi saglayan taraflari oldu.”
(S3)

Profesyonel etkiler igin, bltun slipervizyon alan psikolojik danisman adaylari iliskinin stipervizyon
memnuniyetini etkilediginin altini gizmislerdir. Psikolojik danisman adaylarindan biri goriisiini su sekilde
actklamistir: “Samimi bir iliski oldugu icin daha fazla doyum aldim. Ben kurulan iliskilere 6nem verdigim
icin slipervizorimin de icten ve yargilamayan tavirlari iliskimizden doyum almami sagladi.” (S4)

Bir diger psikolojik danisman adayi gorisiini soyle dile getirmistir: “Tam bir doyuma ulasamadim
¢linkli dedigim gibi beklentilerim vardi. Biraz daha Uslubunu yumusatmasini ve biraz daha vaka
paylasmasini isterdim. Bu beklentilerimi karsilamadi iliskimiz agisindan.” (S1)

iliskinin profesyonel etkilerinden biri de siipervizyon alan psikolojik danisman adaylar tarafindan
psikolojik danisma 0z-yeterligi olarak belirtilmistir. Bir psikolojik danisman adayi gorisiini su sekilde
ifade etmistir: “Bu meslegi yapabilecegimi hissettim. Baslarda ilk birka¢ oturumda bu is bana gore degil
herhdlde ben bu yapamayacagim dedim. Ama sonra slpervizorimin destegiyle ve beni
ylreklendirmesiyle umutlandim.” (S3)

Bununla birlikte, bir psikolojik danisman adayi siipervizyon iliskisi sayesinde mesleki kimlik gelisimi
saglamasini da profesyonel etkilerin igerisinde belirtmistir. Bu psikolojik danisman adayi yasadigi gelisimi
su sekilde agiklamistir: “Mesleki kimligi edinme konusunda iyi geldi. Ben bu bélimu bitiriyorum ama hala
o kimligi edinememistim. O kimligi edinmem de agikgasi faydali oldu iliskimiz.” (S3)

Siipervizorlere gore etkile

Etkiler temasi altinda iki kod ortaya ¢ikmistir. Bunlar; 1) stipervizyon siireci (n=1), 2) stpervizyon
memnuniyeti (n=2) ve deneyim kazanmayi (n=2) kapsayan profesyonel etkilerdir. Bir slpervizor,
slipervizyon iliskisinin stipervizyon sirecine etkisini su sekilde acgiklamistir:

“Slipervizyon sirecine etkisi oldu bu iliskinin. Bir iliski ne kadar gicli olursa o kadar etkili bir
stipervizyon olur diyemem ama o iliski olmadiginda slipervizyonu yiritmek ve calismak icin enerjiyi
toplamak oldukga zor hale geliyor. Sanki bir 6n kosul gibi iliski. Ama tabiiki bltilin stipervizyonun
etkililigini saglayan tek sey iliski de degildi. Alt yapisini olusturdu diyebilirim.” (Sr4)

Stpervizyon memnuniyetinin de siipervizyon iliskisinden etkiledigi ortaya ¢ikmistir. Siipervizérlerden
biri bu etkiyi su sekilde ifade etmistir: “Dedigimi anlayip uygulayanlarla iliskiden doyum sagladim. Bir
taraftan da sorup kendini gelistiren ve cabalayanlarla doyum sagladim. Uglincii olarak bu ise aslinda
temelde ¢ok yetenegi olmayan fakat calisip cabalayip gelisim saglayanlarla da doyum sagladim.” (Sr2)

Deneyim kazanma acisindan, bazi slpervizorlerin stpervizyonu bir 6grenme deneyimi olarak
algilamasindan dolayr farkh siipervizyon iliskileri sayesinde silipervizyonda deneyim kazandiklarini
belirttikleri goriilmistlr. Bir sipervizor bunu sdyle agiklamistir: “Her dénem ben yeni bir sey 6grenirim,
yeni bir sey fark ederim, kendim de degisen bir sey goértiriim ve farkl bir 6grenci kesfederim. Her zaman
kurulan iliskiden bir sey 6grenirim.” (Sr3)

Tartisma, Sonug ve Oneriler

Bu arastirmada, lisans dizeyinde slpervizyon alan psikolojik danisman adaylarinin ve
slipervizorlerinin slipervizyon iliskisine yonelik gorislerinin incelenmesi amacglanmistir. Arastirmanin
sonuglar G¢ temada toplanmustir: a) kolaylastirici faktorler, b) zorlastirici faktorler ve c) etkiler. Kisisel
ozellikler agisindan incelendiginde, genel olarak gelisimsel slipervizyon modellerinin (Loganbill, Hardy, &
Delworth, 1982; Stoltenberg, 1981; Stoltenberg, McNeill, & Delworth, 1998) giicli bir stipervizyon iliskisi
kurulmasinda stipervizorin kisisel ve mesleki 6zelliklerinin énemli bir degisken oldugunu isaret ettigi
gorilmektedir. Ornegin, Loganbill vd. (1982) bu arastirmanin bulgularina paralel olarak saydam, iyimser,
destekleyici, esprili, yakin ve saygili olmanin slpervizyon iliskisi kurulmasini kolaylastirdigini
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belirtmislerdir. Bununla birlikte, bu arastirmanin bulgularini destekler sekilde, gesitli arastirmalarda
(Fong et al., 1997; Lochner & Melchert, 1997; Swanson & O’Saben, 1993) kavramlastirma dizeyi yiiksek
ve Ogrendigini uygulama konusunda daha pratik olan bir baska deyisle biligssel karmasiklik (cognitive
complexity) diizeyi yiksek spervizyon alan psikolojik danisman adaylariyla iliski kurmanin daha kolay
oldugu bulunmustur. Tirkiye’de yapilmis arastirmalar incelendiginde ise silipervizyon iliskisi
kurulmasinda ve gelistiriimesinde bazi kisisel 6zelliklerin kolaylastirici oldugu ortaya ¢ikmistir. Ornegin,
tesvik edici olmak (Aladag & Bektas, 2009; Meydan & Denizli, 2018); destekleyici (Atik, 2017; Blyikgoze-
Kavas, 2011; Denizli et al., 2009; Meydan & Denizli, 2018) ve ilgili, icten ve anlayish olmak (Atik, 2017;
Denizli et al., 2009; Meydan & Denizli, 2018) iliski kurulmasini kolaylastirici kisisel 6zellikler olarak ifade
edilmistir. Aladag (2014) tarafindan yapilan bir arastirmada da elestiriye acgik, esprili, agik yirekli,
guvenilir, anlayigh, yatistirici, igten, anlayigh, duyarli, dislnceli, iyi niyetli stipervizorlerle daha giicli
stpervizyon iliskisi kuruldugu belirtilmistir. Bu arastirmalar genel olarak degerlendirildiginde,
slipervizyon alan psikolojik danisman adaylarinin silpervizérlerinden geribildirime acik, esprili,
yardimsever, sakinlestirici, esnek, hosgorili, yakin, adil, sicak, sistematik, dnyargisiz ve etkili iletisim
becerilerine sahip olmalarini beklemeleri ve bununla birlikte hosgorili ve kibar olmayan stipervizérlerle
glcli iliski kuramamalari anlasilir hale gelmektedir. Bununla birlikte, bu arastirmada siipervizyon alan
psikolojik danisman adaylarinin rehberlige ve yonlendirmeye asiri bagimli, sinirli sosyal becerilere ve
diisik Ozyeterlige ve onyargili olmalarinin ve slipervizyona karsi goniilsiiz ve isteksiz tutuma sahip
olmalarinin iliski kurmayi zorlastirdig gériilmustiir. Ornegin, Clohessy (2008) siipervizyon alan psikolojik
danisman adaylari 6grenmeye ve geribildirime agik olduklarinda ve stipervizyona karsi motivasyonlarini
ve isteklerini gosterdiklerinde stipervizyon iliskisinin daha glicli oldugunu belirtmistir. Aslina bakilirsa,
s6z konusu kisisel 6zellikler birarada dustnaldiginde, bu o6zelliklerin etkili iletisim ve iliski kurmak igin
temel kisisel 6zellikler oldugu dikkat cekmektedir. Bu baglamda, stipervizyon iligkisinin kurulmasinda ve
pekistiriimesinde 6n kosul kabul edilebilecek etkili kisilerarasi iliski becerilerine (Campbell, 2000) ve
olumlu tutuma sahip olmanin hem siipervizorler hem de siipervizyon alan psikolojik danisman adaylari
acisindan iliskiyi etkileyen faktorlerden olmasi anlasihrdir.

Bu arastirmada s6z konusu kisisel 6zelliklere paralel olarak, stipervizorlerin tarzlarinin da slipervizyon
iliskisini etkiledigi bulunmustur. Arastirmanin bu bulgusu daha detayli incelendiginde, slipervizyon alan
psikolojik danisman adaylari gelisimsel olarak ilk psikolojik danisma ve slipervizyon deneyimleri olmasi
dolayisiyla kaygih olduklarini, duygularinin ele alinmasina ihtiya¢c duyduklarini ve 6gretici/y6nlendirici
tarza sahip sipervizorlerle daha kolay iliski kurduklarini ifade etmislerdir. Bununla birlikte, psikolojik
danisman adaylarinin silipervizyonda yetersiz rehberlik ve yonlendirme kullanan, etkisiz iletisim
becerilerine sahip ve silipervizyonda asiri kati sahip stpervizérlerle zor iligki kurduklarini belirttikleri
gorilmistur. Ek olarak, stipervizorler psikolojik danisma ve slipervizyona yonelik kaygisi yliksek adaylarla
iliski kurmanin zorlastigini belirtmislerdir. Ronnestad ve Skovholt (2003) sipervizyon alan psikolojik
danisman adaylarinin mesleki gelisim siregleri boyunca farkli asamalardan gectiklerini ve slipervizyon
altindaki ilk psikolojik danisma deneyimlerinde siklikla kaygili olduklarini, sipervizorlerinden bilgi almaya
ve yonlendirilmeye ihtiya¢ duyduklarini belirtmislerdir. Bang ve Park (2009) yaptiklari arastirmada kisisel
konularin slpervizyonda kesfedilmesinin slpervizyon alan psikolojik danisman adaylari icin faydal
oldugunu bulmuslardir. Bununla birlikte, ilk kez slpervizyon alan psikolojik danisman adaylarinin
oturumlardaki performanslarina ve sipervizyon sirecine yonelik siklikla kaygi yasadiklari bilinmektedir
(Bernard & Goodyear, 2004; Bradley & Ladany, 2001; Ladany et al.,, 1996). Yapilan bir arastirmada
(Hilton, Russell, & Salmi, 1995), ilk kez slipervizyon alan psikolojik danisman adaylarinin performans
kaygisini daha ¢ok yasadiklari stpervizoriin destekleyici bir tarza sahip olmasinin slipervizyon alan
psikolojik danisman adayinin bu kaygiyla bas etmesini kolaylastirdigi bulunmustur. Bir diger arastirmanin
bulgulari da (Jacobsen & Tanggaard, 2009) sipervizyon altinda ilk kez uygulama yapan psikolojik
danisman adaylarin slipervizorlerinin rehberligini ve destegini oldukga yardimci bulduklarini géstermistir.
Aladag’in (2014) arastirmasinda da ilk kez siipervizyon altinda danisan goéren psikolojik danisman
adaylarinin stipervizorlerinin yonlendirici ve 6gretici olmalarina ihtiya¢ duyduklari bulunmustur. Bununla
birlikte, cesitli arastirmalarda (Ladany, Mori, & Mehr, 2013; Ladany et al., 1996; Ladany et al., 2001;
Lizzio et al., 2013) kisilerarasi iliskilerde duyarli ve gérev yonelimli tarzlari benimseyen stipervizorlerle
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iliski kurmanin daha kolay oldugu ortaya ¢ikmistir. Ramos-Sanchez vd. (2002) tarafindan yapilan bir
arastirmada elestirel, yargilayici ve saygl gostermeyen tarza sahip siipervizorlerle kurulan iligkinin
supervizyon alan psikolojik danisman adaylari tarafindan zayif siipervizyon iligkisi olarak belirtildigi
bulunmustur. Bu dogrultuda, gelisimsel slpervizyon modellerinin goriuslerine ve slpervizyon alan
psikolojik danisman adaylarinin gelisimsel ihtiyaglarini inceleyen arastirmalarin bulgularina (Ladany et
al., 1999; Magnuson et al., 2000; Ramos-Sanchez et al., 2002) paralel olarak performans ve
degerlendirilme kaygisi (Bernard & Goodyear, 2004) yasayan psikolojik danisman adaylarina slipervizyon
verirken siipervizorlerin daha 6gretici, yonlendirici ve destekleyici bir tarz benimsemelerinin ve kaygi
azalticl stratejiler kullanmalarinin stipervizyon iliskisini saglamlastiracagi distinilmektedir.

Bu arastirmanin bulgulari kapsaminda stipervizoérlere ait iliski kurmayi etkileyen faktérlerden digerleri
incelendiginde, slipervizyon iliskisi kurulmasinda ve gelistiriimesinde slpervizorlerin geribildirimleri ve
midahalelerinin 6nemli oldugu bulunmustur. Geribildirim agisindan, stpervizyon alan psikolojik
danisman adaylarinin yeterli, yapici ve destekleyici geribildirimlerin iliskilerini pekistirdigini; ancak yikici
geribildirimlerin iliski kurmayi zorlastirdigini ifade ettikleri gorGlmistir. Alanyazin incelendiginde,
geribildirim bash basina sipervizyonun ve siipervizyon iliskisinin olmazsa olmazlarindan biri olarak
karsimiza ¢ikmaktadir (Bernard & Goodyear, 2004; Campbell, 2000; Karpenko & Gidycz, 2012; Phelps,
2013). Yeterli, destekleyici ve 0gretici geribildirimin ilk kez sipervizyon altinda psikolojik danisma yapan
adaylar i¢in mesleki gelisimlerinde kritik bir 6neme sahip oldugu belirtiimektedir (Beinart, 2014; Scaife,
2009). Ornegin, Beinart (2014) nitelikli siipervizyon iligkisi kurmanin en &nemli yollarindan birinin
slipervizyonda destekleyici ve anlamli geribildirimler almak ve vermek oldugunu belirtmistir. Bu
gorislere paralel olarak, destekleyici ve 6gretici/dizeltici geribildirimin stpervizyon iliskisi kurulmasinda
ve gelistiriimesinde 6nemli bir faktor oldugu cesitli arastirmalarla da desteklenmistir (Heckman-Stone,
2003; Hughes, 2012; Lehrman-Waterman & Ladany, 2001; Scaife, 2009; Worthington & Roehlke, 1979;
Worthington, 2006). Buna ek olarak, nitelikli bir siipervizyon iliskisi kurulabilmesi icin geribildirimlerin
amaca uygun, somut, zamanlamasinin dogru, nesnel, durumla tutarl, yapici ve davranis odakli olmasinin
(Bernard & Goodyear, 2009; Heckman-Stone, 2003; Karpenko & Gidycz, 2012) ve saygi ¢ergevesi igcinde
verilmesinin onerildigi gorilmektedir (Hughes, 2012). Tirkiye’de yapilan arastirmalar incelendiginde,
benzer sekilde, slpervizyon alan psikolojik danisman adaylarinin slpervizér geribildirimlerinin
stipervizyonun etkililiginin belirleyicilerinden biri olarak isaret ettikleri bulunmustur (Denizli et al., 2009;
Blylikgbze-Kavas, 2011; Meydan & Denizli, 2018). Bu bulgulara dayanarak, nitelikli stipervizon iliskisi
kurulmasi igin slipervizorlere nasil etkili geribildirim verebilecekleri konusunda bilgi verilmesinin 6nemli
oldugu disiiniilmektedir.

Bu arastirmanin bulgularindan bir digeri de geribildirimin yani sira stipervizorler tarafindan kullanilan
asgari dizeyde tesvik etme, duygu yansitma ve yorumlama gibi miidahalelerin slipervizyon iliskisinin
kurulmasi ve gelistiriimesinde kolaylastirici faktoérler olmasidir. Bununla birlikte, bu arastirmada
slipervizoriin mesleki konularda kendini agmamasinin; bir baska deyisle stipervizoriin kendi psikolojik
danisma oturumlarina ve danisanlarina iliskin tecriibelerini slipervizyon sirasinda paylasmamasinin
iliskiyi engellemese dahi giiclendirmedigi bulunmustur. Oncelikle, asgari diizeyde tesvik etme ve duygu
yansitma gibi beceriler agisindan incelendiginde, zaten genel olarak bu becerilerin dogasi (lvey & lvey,
2003) ve slpervizyonda kolaylastirict mudahaleler olarak tanimlandigi (Loganbill et al., 1982)
diisintldiginde, bu becerilerle tesvik edilen ve duygularinin anlasildigini hisseden sipervizyon alan
psikolojik danisman adaylarinin stipervizyon sirasinda bu becerileri siklikla kullanan slipervizorlerle daha
kolay iletisim ve iliski kurmalari da anlasilir hale gelmektedir. Dahasi, alanyazinda s6z konusu
kolaylastirict miidahalelerin yizlestirici ve kavramsal midahaleler ile bitinlestiriimesi énerilmektedir
(Borders et al., 1991; Loganbill et al., 1982). Kaldi ki, bu arastirmada da siipervizyon alan psikolojik
danisman adaylari kendini agma ve yorumlama gibi midahalelerin iliski kurulmasina katkisi oldugunu
belirtmislerdir. Bazi arastirmalarda (Ladany & Lehrman-Waterman, 1999; Ladany, 2013) siipervizorlerin
stipervizyonda klinik deneyimlerine iliskin kendini agma muidahalesini kullanmalarinin slipervizyon alan
psikolojik danisman adaylarinin da kendilerini stipervizyonda agmalarini kolaylastirdig1 ortaya ¢ikmistir.
Bununla birlikte, s6z konusu arastirmada kendini slpervizyonda rahatlikla acan psikolojik danisman
adaylarinin stipervizorleriyle stipervizyon calisma uyumlarinin daha yiiksek oldugu ortaya ¢cikmistir. Bir
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baska arastirmada, Crook Lyon ve Potkar (2010) sipervizyon iliskisinde uygun sekilde kullanilan kendini
acma becerisinin iligkiyi gliglendirdigini ortaya g¢ikarmistir. Bu bulgular dogrultusunda, bu arastirmadaki
supervizyon alan psikolojik danisman adaylarinin slpervizoérlerinden gliclii bir stipervizyon iligkisi
kurulmasi igin kendini agma ve yorumlama gibi ileri diizey becerileri de (Ivey & Ivey, 2003) kullanmalarini
beklemeleri anlam kazanmaktadir. Ozetle, bu arastirmanin bulgulari ve diger arastirmalarin sonuglari,
geribildirimin ve destekleyici bir sekilde kullanilan kolaylastirici, ylzlestirici ve kavramsal miidahalelerin
stipervizyon iliskisi kurulmasindaki roliini ve 6nemini gosterir niteliktedir.

Son olarak, kolaylastirici ve zorlastirici faktorler agisindan silipervizyon alan adaylarin profesyonel
kimlige sahip olmalari, siipervizyon gorevlerine uygun davranislar sergilemeleri ve slipervizyon suresini
etkili kullanmalarinin iliski kurmayi etkilemesi bu arastirmanin bulgular arasinda yer almaktadir.
Profesyonel kimlik agisindan, siipervizorlerin profesyonel kimlige sahip supervizyon alan psikolojik
danisman adaylarinin hem danisanlarina daha etkili bir yardim sunacaklarini hem de kendileriyle daha
etkili bir stipervizyon iliskisi kuracaklarini distindikleri gértilmektedir. Bu baglamda, Bordin’in (1983) ilk
calismalarinin terap6tik calisma uyumuna yonelik oldugunu ve daha sonra bu kavrami sipervizyona
aktardigi goz oniline alindiginda, slipervizorlerin bu beklentileri anlasilir hale gelmektedir. Clinki
danisaniyla guglu bir iligki kuran ve etkili bir terap6tik calisma uyumu iginde ona yardim sunabilen bir
psikolojik danisman adayi, bu kurdugu iliskiyle stpervizor igin bir stpervizyon iliskisi 6rnegi teskil
edebilmektedir. Bununla birlikte, arastirmanin yiratuldigl siipervizyon gruplarinda stipervizyon vermek
icin her bir stipervizoriin yaklasik 15 dakikasi oldugu “Verilerin Toplanmasi” basligi altinda sunulmustu.
Ders saati ve slpervizyon siiresi goz oninde bulunduruldugunda, slpervizérlerin siipervizyon alan
psikolojik danisman adaylarindan derse zamaninda gelme, verilen gérevleri yerine getirme ve zamani
etkili kullanma konusunda beklentiye sahip olmalari ve boyle psikolojik danisman adaylariyla daha kolay
iliski kurmalari ve slipervizyon siresini etkili kullanamayan psikolojik danisman adaylariyla iliski kurmakta
ve bu iliskiyi gliclendirmekte zorlanmalari anlasilirdir. Bu bulgu, literatir ile paralellik gostermektedir.
Ornegin, Falender ve Shafranske (2012) nitelikli siipervizyon iliskisinde siipervizyon alan psikolojik
danisman adaylari icin siipervizyona uygun bazi davranislarin listesini yapmislardir. Ornegin, siipervizyon
oturumlarini dncelik olarak kabul etme, slipervizyona ge¢ kalmama ve iptal etmeme, silipervizyondaki
onerileri uygulama, stipervizyona hazirlikli gelmek igin sorumluluk alma, 6zelikle yararh bulunan belirli
slipervizyon stratejilerini belirleme, tutumlardaki farkhliklari kabul etme ve bu tar farkliliklarin
tartisiimasina aglk olma, mesleki gelisim icin sorumluluk alma (6rn. okumalar yapma) ve oturumda
uygulamadan oOnce slpervizyonda yeni fikirleri ele alma bu davraniglardan bazilaridir. Dahasi,
arastirmanin bu bulgusunun hem siipervizorlerin hem de sipervizyon alan psikolojik danisman
adaylarinin ortak faktérler temasi altinda belirttikleri stipervizyon amaglari ve gorevleri kodlari ile de
iliskili oldugu soylenebilir. Soyle ki, Bordin’e (1983) gére stipervizyon g¢alisma uyumunun Ug bileseninden
ilk ikisi “amaclar ve gorevler konusunda fikir birligine varmak” olarak tanimlanmistir. Daha detayh
incelendiginde, stipervizyon amaglari belirlemenin ve bu amaglara uygun olarak belirlenmis gérevlerin
yerine getirilmesinin slipervizyon ¢alisma uyumunu arttirdigi belirtiimektedir (Bordin, 1983).

Bunlara ek olarak, Holoway (1995) nitelikli bir stipervizyon iliskisi icin hem siipervizorlerin hem de
slipervizyon alan adaylarin siipervizyon beklentilerinin siipervizyon oturumlarinin basinda belirlenmesini
onermektedir. Beinart (2014) da beklentileri, amaglari ve gorevleri siipervizyon iliskisinin basinda
belirlemenin gigli bir stipervizyon iliskisi kurulmasini sagladigini belirtmektedir. Aksi halde, beklentiler,
amaglar ve gorevler konusunda slipervizyon iliskisinin baslarinda uzlasma saglanamamasinin belirsizligi
arttiracagi ve iliskiye zarar verecegi vurgulanmaktadir (Holloway, 1995). Uzlasma saglanmasinin ise
slipervizorlerin ve stipervizyon alan psikolojik danisman adaylarinin rol karmasasi ve belirsizligi daha az
yasamalarini sagladigi ifade edilmektedir (Karpenko & Gidycz, 2012; Ladany & Friedlander, 1995; Nelson
et al., 2001; Olk & Friedlander, 1992). Bir calismada (Olk & Friedlander, 1992) rol karmasasinin genellikle
deneyimsiz psikolojik danisman adaylarinda gorildiigl; slpervizyona iliskin beklentilerin, slipervizyon
amag ve gorevlerinin net bir sekilde stipervizyonda ele alinmasinin bu karmasayi 6nledigi belirtilmistir. O
halde, bu arastirmanin ve diger arastirmalarin bulgularindan yola ¢ikarak bu tir dnleyici miidahalelerin
(Borsay, 2012; Clohessy, 2008; Frost, 2004; Karpenko & Gidycz, 2012) slipervizyon iliskisinin daha kolay
kurulmasini saglayacagi sdylenebilir.
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Supervizyon iliskisinin etkileri bu arastirmanin son temasidir. Spervizyon alan psikolojik danisman
adaylarinin duygulari, bas etme becerileri ve 6z-farkindaliklari agisindan slipervizyonun baslarinda pek
¢ok stipervizyon alan psikolojik danisman adayinin kaygi, gerginlik ve utanma gibi duygular hissettigi;
sonrasinda guglu bir stpervizyon iliskisi kurduklarini belirten psikolojik danisman adaylarinin bu
duygularinin sakinlik, huzur, umut, glven, desteklenmis olma ve mutluluk duygularina dénistigld ancak
zayIf bir sipervizyon iliskisinden bahseden adaylarin ise yogun olarak kafa karisikligi, Gzlinti ve isteksizlik
hissettikleri ortaya ¢cikmistir. Bununla birlikte, stpervizyon iliskisinin olumlu duygular hissettirdigini
belirten psikolojik danisman adaylarinin 6z-farkindaliklarinin da bu siregte arttigini ifade ettikleri ancak
supervizyon iliskisinin olumsuz duygular hissettirdigini ifade eden psikolojik danisman adaylarinin ise
siklikla bu duygularla ve durumlarla bas etmek igin gesitli bas etme becerileri gelistirdikleri gdriilmustir.
Arastirmanin bu bulgularina paralel olarak, alanyazinda stipervizyon iliskisinin stipervizyon alan psikolojik
danisman adayinin mesleki gelisimine (Horrocks & Smaby, 2006; Ellis, 2010; Ladany et al., 2005; Meydan
& Denizli, 2018; Nelson & Friedlander, 2001) ve duygularina (Aladag, 2014; Hutt et al., 1983; Meydan &
Denizli, 2018; Min, 2012) etkileri oldugunu ortaya koyan arastirmalar oldugu gorilmektedir. iliskinin
kisisel etkilerine ek olarak, stipervizyon alan psikolojik danisman adaylarn tarafindan sipervizyon
memnuniyeti, psikolojik danisma 6z-yeterligi ve mesleki kimlik gelisimi gibi profesyonel etkileri oldugu
da belirtilmistir. Detayl incelendiginde, siipervizyon alan psikolojik danisman adaylarinin giiglii bir
supervizyon iligkisi kurduklari stipervizérlerden silipervizyon almanin onlarin siipervizyon doyumunu,
psikolojik danisma 6z-yeterligini ve mesleki kimlik gelisimlerini gliclendirdigini belirttikleri gdrilmustur.
Benzer sekilde, sipervizérler de stpervizyon iliskisinin slipervizyon sirecine etkileri oldugunu ifade
etmislerdir. Bununla birlikte, slipervizorlere goére slUpervizyon memnuniyeti ve deneyim kazanma da
iliskinin profesyonel etkileri arasindadir. Yapilan arastirmalar incelendiginde, siipervizyon iliskisinin
stipervizyon memnuniyeti (Cheon et al., 2009; Hutt et al., 1983; Inman, 2006; Ladany et al., 1999; Min,
2012); algilanan sipervizyon etkililigi (Palomo et al., 2010); slipervizyon sonuglari (Ladany et al., 1999;
Weaks, 2002; Nelson & Friedlander, 2001; Worthen & McNeill, 1996) adayin 6zyeterligi (Ladany et al.,
1999) ve mesleki gelisimi (Horrocks & Smaby, 2006; Ellis, 2010; Ladany et al., 2005; Nelson &
Friedlander, 2001) ile iliskili oldugunu ortaya koyan pek ¢ok arastirma bulunmaktadir. Zaten, Bernard ve
Goodyear (2009) da olumsuz siipervizyon ortaminin siipervizyon alan psikolojik danisman adaylarinin
kaygisini artirdigini vurgulamustir.

Sonug olarak, bu arastirmanin bulgulari Tirkiye’de stipervizyon iliskisine yonelik hem stipervizorlerin
hem de slipervizyon alan psikolojik danisman adaylarinin gorislerine dayali olarak bir bakis agisi
saglamaktadir. Bu arastirma, Turkiye’deki stipervizorlerin ve lisans diizeyinde stipervizyon alan psikolojik
danisman adaylarinin stipervizyon iliskisine yonelik kolaylastirici ve zorlastirici faktorlerin incelendiginde
ilk arastirmalardan biri olmasina ragmen belli bazi sinirhliklari bulunmaktadir. Bu arastirmanin verileri,
sadece bir lniversitenin Rehberlik ve Psikolojik Danismanlik lisans programindan elde edilmistir. Bu
durum, arastirma sonuglarinin diger sipervizorlere ve lisans diizeyinde slipervizyon alan psikolojik
danisman adaylarina transfer edilebilirligini sinirlamaktadir. Bir diger sinirlilik ise veriler durum galismasi
deseni ile toplanmistir. Gelecek arastirmalarin lisans diizeyinde slpervizyon iliskisine yonelik daha
detayli bilgiler saglamasi amaciyla nicel ve nitel arastirma desenleriyle gesitlendirilerek ylrGtilmesi
onerilmektedir. Sonugta, bu arastirmanin slpervizyon iliskisi konusunda Tirkiye’de vyapilan ilk
arastirmalardan biri olmasindan dolayr Tirkiye'deki stpervizyon alanyazinina katki saglayacagina
inanilmaktadir.
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Introduction

Wise people of the societies has drawn attention to the values which virtuous societies should have
that is formed by virtuous individuals since the old days. Despite it shows some varieties depending on
time and place those values has always been protecting their importance (Kaymakcan, 2010).
Globalization, various effects of capitalist economy, rapidly developing technology, increasing violence
and civil wars has put forward the importance of values education (Arikan, 2011). Directing our attitudes
and behaviors and being effective on our decisions has been increasing the values’ individual and
common importance.

Values are the facts that lead the peoples’ behaviors and are the factors that is effective to form
people’s life styles (Yel & Aladag, 2015, p. 118). The values which can be defined as susceptibility that
people show against an incident, case or individual (Yaman, 2012), are the preferences that constitutes
our principles and reflects our beliefs, effects our decisions, defines our life style and targets (Aktepe &
Yel, 2009). The values which are defined as thoughts that effects our life and thoughts that we put
importance in (Doganay, 2012), are the inclusive ethics thoughts and beliefs that the individual shown
against any concept or case (Yesil & Aydin, 2007).

In our age when everything gets so rapidly mechanized the ones who have hatred and violence
feeling against the society they live in and themselves, who become estranged to own society, own
family, his or her own, are the ones who lack love, who are regardless of sincerity and belief, and who
can possibly harm his/her own and environment around them (Dogan, 2015). Lately act of violence,
rapid increase in alcohol and drug usage, rebel against family and tutors, pushing borders of respect,
sexual perversions, internet addiction, inappropriate behaviours, have reached a level which the values
of respect, love, solidarity, understanding, peace and tolerance that societies have will shake (Hokelekli,
2010). The conclusions attempt to bring values education at agenda.

Since the values education is a field that helps individuals to socialize and develop their personality,
it should take place in formal education (Giltekin, 2007) and the values education should be considered
as an important part of formal education, not as an education that needs to be given alongside or
outside formal education (Dilmag, 1999). Values might help students to develop positive character
qualities when it is applied in formal education institutions as planned (Cengelci, 2011). Values
education which includes to help individuals on the process of defining value (Naylor & Diem, 1987) has
an importance to meet people on the base of a common value sense (Sucu, 2012).

Along with different views about values education, there is a consensus about the necessity of
values’ transfer to new generations (Tozlu & Topsakal, 2007). Along with scientist having a consensus
about values education being lead in formal education process, there are different views about which
method and techniques must be used (Harris, 1991). It is not possible to talk about common method
and process which can be applied all around the world universally in values education (Taylor, 1996).
The question to be asked at this point is not whether the schools should teach values or not, but which
values should be taught with which method (Lickona, 1996).

The lack of education of values has caused people to alienate towards themselves and the society
they are in and to reduce their tendency of tolerate different thoughts, beliefs and attitudes (Doganay,
2006). As a consequence of not giving full treatment to values education, the indulgence, sensibility
paucity, the attitude of not accepting diversity has turned into oppression and violence. For this reason,
humane, morale and constructive doctrine of Mesnevi is needed more than ever.

Mevlana has become the common value of whole world by the help of his unique sophistic thoughts,
evolutions he brought to sufi way of life, universal humane values that he developed and his
characteristic genre (Kara, 2007). Mevlana, who compensates disadvantages of materialism, and the one
who fills the space of religious formalism based on excommunication, grudge, hatred and puts rules
under a taboo (Oztiirk, 2008). Mevlana who likens seventy-two nations to a reed that gives out
hundreds tones of voice from one key (Simsekler, 2007) has the approach of showing indulgence to
diversity and the culture of living together seven hundred years ago (Nicholson, 2014).
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According to Mevlana, who gets man into center, love of man equals to love of Allah (Kurt, 2007). In
the second volume of Mesnevi’s 1532™ and 1534 “With love bitter tastes turns into sweet and copper
into gold. With love residue gets pellucid, woeful souls find remedy. With love deceased souls
resurrects, sultans become servants.” said Mevlana (Mevlana, 2014: 503). By those verses he calls all
man to peace, love, and brotherhood without making any discrimination; tries to expand the dialog and
indulgence to all layers of society.

Mevlana says; tempers such as lust, desire and stinginess must be annihilated before they rooted in
man’s soul (Durmus, 2011). Jealousy, lust, gossiping arrogance, addiction to property, bribery and
wastage are the bad habits mentioned in Mesnevi to be abandoned (Yeniterzi, 1995). Mevlana, who is a
character educator with all those mentioned attempts, tries to tame people, aims to lead them to right
path, presents the receipt of a perfect human being, targets to lessen the bad existing habits and
increase good ones instead.

Mevlana, who makes suggestions on character education in some parts of his works, invites people
to be a true and good person (Erkek, 2008). In his works he explains the spiritual values such as love of
country, love of Allah or Prophet must be in a superior position than materialistic things (Tok, 2007).

According to Mevlana, hospitality is the best way to treat the guest, to host the guest, to show the
guest smiles and generosity (Durmus, 2011). According to Mevldna, the helpfulness that should be
sincere not for the sake of the advice, the show, or the sake of the head, but for the sake of Allah and
should not be for any other purpose. According to Mevlana, one should help the poor with body and
goods. According to him, man must be generous, should get rid of stinginess and selfishness, should
purify and glorified with love and charity (Mevlana, 1991), Mesnevi's third volume 3807 in, “To love the
homeland is from faith”. Mevlana states that the love of the homeland comes from faith and that this
love is an indication of faith. According to Mevlana, the homeland is preached enough to be given life
for its arrival (Mevlana, 2016, p. 293). According to Mevlana, the family is a symbol of love, unity and
solidarity. For him, the family elders ' criticism of family members is for the good of the family and
should be compassion on the basis of the family. According to Mevlana, there should not be jealousy,
anger, resentment among family members; family unity should be maintained in order to cope with
challenges and threats (Mevlana, 2014). It can be said that Mevlana (Simsekler, 2007), with this
universal approach, has captured the culture of tolerance and coexistence, which is needed in our time,
seven hundred years ago (Nicholson, 2014). Muslim and non-Muslim without any distinction, embraces
all people without distinction of race, showing them truth, tolerance, beauty and aiming at guiding to
knowledge and wisdom where the source of the differences can be defined as an important
representative of the culture of understanding and coexistence.

The stories, which are based on love, respect, understanding, friendship, cooperation, indulgence,
perseverance, and caring contribute to values education greatly (Aydin, 2014). He tries to form an ideal
human being in his lines and stories by stating contradictions like boasting against humility, science
against illiteracy, friendship against hostility, to be content against lust, indulgence against prejudice,
generosity against stinginess, and harmony against rebellion.

Mesnevi is a masterpiece which starts with a separation and goes on with 25000 lines and is
reputable all around the world (Celik, 2005). The tasks it includes and the wording style it has affected
the thoughts, attitudes and the behaviours of its followers at every age, and has produced effective
solutions to existing problems. Not only Mevlana’s own era but also the present day can find solutions
to problems and obstacles in Mesnevi and the values about education takes a great part too (Turan,
Belenli, & Kiris, 2010). The Mesnevi stories which are well accepted by the society can contribute greatly
to objectives of values education as an educational tool by attractive method and technics.

When studying the literature, it is observed that Mevlana's views on man and his education have
been examined; in these studies, Mevlana's understanding of tolerance, respect and love has been
explained; Mevlana's philosophy has been studied as universality; Mevlana's works have been examined
thematically; and Mevldna's views on education have been compiled (Bayram, 2011; Kaval, 2011;
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Kuglkbezirci, 2013; Tok, 2012; Yildirim, 2013; Yildiz, 2012). In addition, there are few studies on the use
of the stories in Mesnevi of Mevlana in the field literature, and most of these studies are theoretical and
very few are qualitative (Akkaya, 2013; Altin, 2010; Comakl, 2015; Sancak, Topkaya, & Simsek, 2013;
Sucu, 2012; Turan et al. 2010). The lack of experimental studies on the use of Mesnevi in the education
of values for children in primary school age; a Mesnevi-supported values reveal the need for an up-to-
date study to empirically demonstrate the impact of Education.

Especially in primary school; telling stories has an undeniable importance to concretize the subject
and make it attractive to young individuals who have just met the society and who have come to realize
the social values. In addition, it is thought that Mesnevi stories such as “Big Guest”, “The Man Who
Escape Snake in His Mouth”, “The Story of Three Fishes”, “Parrot and Merchant”, “Bedouin's Wife”,
“The Sultan Requested a Girl for His Son”, “The Story of Ox, Camel and Ram”, “Hz. Musa and the
Shepherd”, “Scholar and Boatman”, "Mouse and Camel” and “The Elephant in the Dark” make
important contributions to children in terms of expanding their imagination world, empathizing,
perceiving the differences and shaping their future.

This study has been thought as important in terms of restructuring of the processes and criteria that
play a role in shaping the value education; leading to the achievement of good people, good citizens and
good society ideal by realizing value education more effective and conclusive; testing the active use of
Mesnevi in general in the education-training process and acquiring a different source of educational
science.

The objective of this study is to state the Mesnevi Supported Values Education’s effect on the
primary 4thgrade student’s attitude. By this objective answers are searched to the questions below:

1. Is there a considerable difference about values related attitudes on the base of Hospitality,
Philanthropy, Patriotism, Giving Importance to the Family Unity and Tolerance between the
experimental student group to whom Mesnevi Supported Values Education is applied and the
control group students to whom Mesnevi Supported Values Education is not applied?

2. Is there a considerable difference about values related attitudes according to gender variable on the
base of Hospitality, Philanthropy, Patriotism, Giving Importance to the Family Unity and Tolerance
the experimental student group, to whom Mesnevi Supported Values Education is applied, and the
control group students, to whom Mesnevi Supported Values Education is not applied, in pre and post
process measurements?

3. Is there a considerable difference about values related attitudes according to parents’ educational
level variable on the base of Hospitality, Philanthropy, Patriotism, Giving Importance to the Family
Unity and Tolerance experimental student group, to whom Mesnevi Supported Values Education is
applied, and the control group students, to whom Mesnevi Supported Values Education is not
applied, in pre and post process measurements?

4. Is there a considerable difference about values related attitudes according to family’s income level
variable on the base of Hospitality, Philanthropy, Patriotism, Giving Importance to the Family Unity
and Tolerance the experimental student group, to whom Mesnevi Supported Values Education is
applied, and the control group students, to whom Mesnevi Supported Values Education is not
applied, in pre and post process measurements?

5. What are tutors’ views related to the experimental student group’s attitudes, to whom Mesnevi
Supported Values Education is applied?

6. What are the parents’ views related to the experimental student group’s attitudes, to whom
Mesnevi Supported Values Education is applied?

7. What are the students’ views related to the experimental student group’s attitudes, to whom
Mesnevi Supported Values Education is applied?
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Method
Research Design

In this study designed accordingly to quantitative and qualitative research techniques, pretest-
posttest control group testing model has been used to determine whether there is a significant
difference between the attitudes of the experimental group on which the Mesnevi Supported Values
Education has been applied and the control group students on whom Mesnevi Supported Values
Education has not been applied. Testing method with pretest-posttest control group is a strong and
complex design which provides an opportunity for the findings to be interpreted in cause-effect relation
and an important statistical support to the research in terms of the experimental process on the
dependent variable (Blyukoztirk, 2014). In the trial model with pretest-posttest control group which is
a mixed pattern and widely used in social sciences, a comparison is absolutely made and it is tried to
show how and how much the dependent variables are affected by the independent variables in a
controlled way (Karasar, 2015).

In this research, we have preferred diversification (triangulation) data sources, data collection tools,
data collection methods and data analyses to get information more detailed from participants, to
understand the participants' emotions, thoughts and ideas by using qualitative research techniques as
well as quantitative research techniques in which comparisons based on statistical data are made.
According to Yildirm and Simsek (2016), diversification is an effort to increase the credibility of the
results by using different data sources, different data collection and analysis methods.

Study Group

Since the main axis of the research consists of the values (Tolerance, Hospitality, Hospitality, Family
Relations and Patriotism) in the 4th grade social studies program, the study group consists of 4/A and
4/C classes at Durugdl Primary School in Altinordu district of Ordu province. This school has been chosen
for the study because the teachers and the administrators are susceptible to scientific studies; the school
reflects the general structure of the county in terms of socio-economic structure, teacher, student and
parent profiles and physical and technological facilities that the school has are more suitable for scientific
work than other schools.

Parents and students to be interviewed have been selected according to the systematic sampling
method. According to Yildirnm and Simsek (2016), "in the method of systematic sampling, the people
who will constitute the sample group are selected by a systematic method that is formed according to
certain criteria, not a completely unselected method." Based on the class list of the experimental group
of 31 people, 5 parents and five students of these five parents were selected as the sample with six
intervals. Five selected parents make up 12.16% of the parents' universe and five selected students
make up 12.16% of the student universe. The real names of the parents and students participating in the
interviews have not been used, and the names have been coded to be appropriate in terms of study
ethics and moral. While students are named Student 1, Student 2 ...; Parents are named Parent 1,
Parents 2.

Some of the characteristics of the students in the experimental and control groups are explained
below:

There are 31 students in both experimental and control groups. 15 (48.40%) of students in the
experimental group are female, 16 (51.60%) students are male; 15 (48.40%) students are female, 16
(51.60%) students are male in the control group as it is in the experimental group; accordingly, students
of experimental and control group are equal in terms of both the present number and gender.

17 of the students in the experimental group of the mother's education level of primary education,
12 of the high school, 2 of the university, 14 of the same students of the primary education level, 11 of
the high school, 6 of the university. In the control group, 11 of the mothers' education level is primary
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education, 12 of them are high school, 8 of them are university, 12 of the same students have father's
level of education, 4 of them are high school, 15 of them are universities. Therefore, both mothers and
fathers of the experimental and control group students were mostly graduated from primary school.

The monthly income of the family of 10 students in the experimental group is less than 2000 TL, 14
of them are between 2001-4000 TL and 7 of them are more than 4000 TL. In the control group, the
monthly income of the family of 4 families is less than 2000 TL, 17 of them is between 2001-4000 TL and
10 of them are more than 4000 TL. Therefore, the monthly income of the families of the experimental
and control group students is mostly between 2001-4000 TL.

When the first semester grades of the students in the experimental and control groups were taken
from the e-school system of the Ministry of National Education, it was observed that the average grade
of the experimental group students was 92.90 from all the courses, and the first grade of the control
group students was 93.63 in all the courses. The grades closest classes to the averages were chosen as
experimental and control groups. Since the application of the Mesnevi Supported Values Education was
made within the scope of the 4th grade social studies course, the grade average scores of the students
in the social studies course were compared. The results of comparison are presented in Table 1

Table 1.
Comparison of the First Semester Report Card of the Social Studies Course of the Experimental and
Control Group Students.

Groups N X Sd df t p
Experimental Group 31 92.16 2.42 60 27 .78
Control Group 31 92.00 2.22

When Table 1 is examined, it has been seen that there is no statistically significant difference
between the scores of the experimental group (X=92.16) and the control group (X= 92.00) for the social
studies course at the level of .05 confidence [tjp=.27, p>.05]. The results of the pretest applied in both
groups were compared in order to investigate the conditions and equivalents of the experimental and
control groups before the application. Pre-test scores according to the study groups of the students are
given in Table 2.

Table 2.
Comparison of Pre-test Scores According to the Groups of the Students.
t test
Pretest Groups N Sd Sh, t df p
Test Total Experimental 31 101.29 6.70 1.20 -.41 60 .68

Control 31 102.06 8.07 1.45

When Table 2 is examined, it has been seen that there is no statistically significant difference
between the scores of the experimental group (X= 101.29) and the control group (X= 102.06) for the
attitude scores at the level of .05 [tg)=-.41, p>.05].

Research Process
The preparations, plans and practices in the research process are explained below:

The values to be included in the research were determined by taking into consideration the social
studies curriculum, student levels and teacher opinions. In the process of determining the values to be
included in the research, the opinions of 124 classroom teachers who were teaching the fourth grade
were asked and they were asked to put the values in the 4th grade social studies program in order of
importance (minimum 1, maximum 10 points). Teachers put the values in order of importance Tolerance
(1206 points), Philanthropy (1150 points), Patriotism (1096 points), Giving Importance to the Family
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Unity (1042 points), Hospitality (1006), Giving Importance to Hygiene and Being Healthy (811 points),
Independence (781 points), Respect to Turkish Elders (739 points), Love of Nature (672 points) and
scientific (598 points), respectively.

Experimental and control groups were tried to be balanced in terms of number, gender, family
income status, parental educational level, grades and teacher factors.

Teachers' Interview Form, Parent Interview Form and Student Interview Form were developed by the
researchers.

The researchers have developed activities for Mesnevi Supported Values Education. Regarding the
value of hospitality, events were organized using the stories of “The Guest Remained on Our Neck”, “Big
Guest”, “Peasant and City-dweller” stories in Mesnevi. As regards the value of charity, events were
created by using the stories of “The Fire Fall to the City at the Time of Hz. Omar”, “The Man Who Escape
Snake in His Mouth”, “The Man Who Fainted at the Itir Bazaar” stories in Mesnevi. In connection with
the value of patriotism, events were organized using the stories of “Parrot and Merchant”, “The Story of
Ayyazi”, “The Story of Three Fish”, “The Return of the Deputy to Buhara” stories in Mesnevi. With regard
to the importance giving to the family association, events were organized by using the stories of
“Bedouin's Wife”, “The Sultan Requested a Girl for His Son”, The Story of Ox, Camel and Ram” stories in
Mesnevi. As for the value of tolerance, “Hz. Musa and the Shepherd”, “Scholar and Boatman”, "Mouse
and Camel” and “The Elephant in the Dark” stories in Mesnevi. In all events, questions were asked about
the course to be taken from the stories; all the stories were transformed into events under the headings
of brainstorming, sentence completion, drama, box of values, our teacher talking, values tree
enthusiasts, and at the end of the events homework was given to the students.

Before the experimental procedure, Attitude Scale was applied as pretest to the experimental and
control group.

In the experimental group, while the Mesnevi Supported Values Education was carried out in line
with the objectives of the research, the values were taught in the control group on the basis of the
normal curriculum.

Experimental application was carried out for a total of 10 weeks and 20 sessions. Two sessions were
held per week and one session was planned as 80 minutes.

The Attitude Scale, which was previously applied as a pretest, was applied again to the experimental
and control groups as a posttest.

A number of interviews were carried out with the students of experimental group, parents and the
class teachers of these students.

Data Collection Tools

Attitude Scale

Attitude scale was developed on the basis of "stages of attitude formation, expert opinion taking,
pre-test, actual application, validity study, factor analysis and reliability calculation stages (Karasar,
2015; Tezbasaran, 2008). A pool of material consisting of a total of 100 items was created, 50 of which
were positive and 50 of which were negative, related to Hospitality, Philanthropy, Patriotism, Family
Relations and Tolerance values by searching literature and negotiating with experts. After the
preliminary test, the scale used the triple rating of "I agree", "Undecided" and "I do not agree" was
conducted on a total of 725 students, 330 of whom were female and 395 were male.

Since the normal distribution of the data is a vital prerequisite in the comparative tests (Blytkoéztirk,
2016; Tavsancil, 2014), the scale was tested in this manner and coefficient of skewness of the test, the
kurtosis value, average value, and the median value were determined as -664, 256, 194.86, and 192,
respectively. The values obtained show that the scores are normally distributed. Whether the scores
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show normal distribution or not has also been examined by the Kolmogorov-Simirnov test and the K-S
value has been found to be .06. Since this value is greater than .05, it can be said that the scores show a
normal distribution" (Blyukoztirk, 2016).

In order to determine the degree of discrimination of each item in the scale, the significance level of
the difference between item scores of the upper 27.00% and lower 27.00% of the group in accordance
with the scale scores have been examined (Arslan, 2006) and as a result of the Pearson Moments
Multiplication Correlation analysis carried out for this purpose, the relation between total scores and all
items has been found statistically significant at p<.05 level. The item analysis based on the difference
between the lower and upper group averages has been applied to the scale and it has been found that
the t values indicating item discrimination coefficients have changed between -3.07 and 23.08 and thus
the items remaining, item-total and item-discrimination indexes of the items on the scale were
statistically significant at .01 level. According to Tezbasaran (2008), if the significance level of the item
value is p> .05, these items have to be subtracted from the scale.

Exploratory and confirmatory factor analyses were performed related to the scale. Exploratory factor
analysis is a process for finding factor based on relationships between variables while confirmatory
factor analysis is a process to confirm a hypothesis or theory that has been determined before
(Bliylikoztiirk, 2016). Kaiser-Meyer-Olkin (KMO) Test and Bartlett Test were applied to investigate the
suitability of the data for factor analysis. The Kaiser-Meyer-Olkin test score has been found as .82 and
the Bartlett test value has been found as .00. According to Karagdz and Kosterelioglu (2008), The fact
that the sample size is .80 indicates that the determined sample size is very good and the fact that the
result of Bartlett test shows significance at the p <.05 level indicates the adequacy of the relationship
between the variables to make factor analysis. As a result of factor analysis performed, 5 factors with a
greater than 1 value has been determined and the variance explaining rates of these five factors have
been identified as 60.26%; 64.57%; 70.91%; 79.49%; 88.46%.

As a result of the explanatory factor analysis, 5 factors obtained and subjected to axis rotation and in
the consequence of the varimax rotation process, it has been found that the load values of the scale has
changed from .95 to .49, these 5 factors obtained constitute 13 items “Giving Importance to the Family
Unit” sub dimension in the 1% factor, 13 items “”Philanthropy” sub dimension in the 2" factor, 10 items
"Patriotism” sub dimension in the 3™ factor, 10 items "Hospitality” sub dimension in the 4™ factor, 7
items the "Tolerance" sub-dimension in the 5" factor, respectively and the final scale is composed of 53
items, 25 of which are positive and 28 of which are negative, and the lowest score that these items can
provide is 53 and the highest score is 159.

Confirmatory factor analysis has been applied to assess the degree of harmony of the attitude scale
with the data collected in terms of factor structure and to test the validity of the results of exploratory
factor analysis (Simbiloglu & Akdag, 2009). Statistical Package of Analysis of Moment Structures
(AMOS) program was used for confirmatory factor analysis. In the confirmatory factor analysis, the fact
that comparative fit index (CFl) value is .90 and above, and that goodness of fit index (GFI) and adjusted
goodness of fit index (AGFI) are .90 and above, and that the estimated root mean square error (RMSEA)
value is close to 0 or 0 and that the root residual squares (RMR) value is less than .05 indicate good fit
(Cokluk, Sekercioglu, & Blyikoztirk, 2014). As a result of confirmatory factor analysis, CFI (Comparative
Fit Index) value, NFI (Normed Fit Index) value, GFl (Goodness of Fit Index) value and AGFI (Adjusted
Goodness of Fit Index) value are calculated as .93, .88, .91 and .90, respectively, which indicate that the
model is compatible. At the same time, all relations between the items and the factors are statistically
found significant at (p <.01) level. In the analysis, RMR (Root Mean Square Residual) value is determined
as .02 and RMSEA (Root Mean Square Error of Approximation) value is determined as .53, which can be
evaluated as a good model. These results reached have confirmed the five-factor structure of the scale
obtained by the explanatory factor analysis.
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In order to determine the reliability of the scale, Cronbach's alpha reliability coefficients of the sub-
dimensions and all of the scale have been examined. According to this, the reliability coefficient of the
first factor (Hospitality) is .97, the reliability coefficient of the second factor (Philanthropy) is .97, the
coefficient of the reliability of the third factor (Patriotism) is .99, the coefficient of reliability of the
fourth factor (Giving Importance to Family Unity) is .98 and the coefficient of reliability of the fifth factor
(Tolerance) is .99. The Cronbach Alpha reliability coefficient of all of the scale has been calculated as .97.
It can be said that this calculated value is a high value for the reliability of the scale (Blyukoztirk, 2016;
Tavsancil, 2014).

Interview forms

The researchers developed a teacher interview form to identify the views of the classroom teacher, a
parental interview form to identify the views of the parents and a student interview form to determine
the students' views on the application in relation to the attitudes of the students of the experimental group to
which the Mesnevi Supported Values Education has been applied. Interview forms are composed of
semi-structured open-ended questions. Semi-structured interview forms consist of certain questions,
and participants are responding to these questions in a way that they like and clearly state their
personal thoughts (Yildirm & Simsek, 2016).

Interviews have been planned by taking preparation of the interview form, test of the form, setting
of the interviews as the time and place, and the realization dimensions of the interviews into
consideration (Yildirm & Simsek, 2016). While interview questions were being prepared; the attention
was paid to the appropriateness of the purpose, the quality to support the sub-problems, the
readability, the meeting values to be earned and the needs. The Interview Draft created by taking 3
lecturers who are expert in the area has been examined on 3 parents, 3 teachers and 6 students who did
not take part in the sample but who had close features and the problems encountered were solved by
adding new questions, removing some questions, and making changes in the some of the questions.

Data Collection

In the study, quantitative and qualitative research techniques were used to collect data. Attitudes
scale was used as a quantitative data collection tool and interview forms were used as qualitative data
collection tools in order to determine attitudes of 4th grade primary school students to values of
hospitality, philanthropy, patriotism, importance to family unit and tolerance. All quantitative and
qualitative data collection tools were developed by researchers. The Attitude Scale, which was
previously administered as a pretest, was applied to the experimental and control groups as a posttest
two days after the completion of the ongoing experimental work between 1 February and 8 April 2017
and quantitative data were collected. Teachers, students and parents were informed at every step of
the application.

The participants were informed about the issues to be considered during the interview before the
interview and it was tried to make participants comfortable, and to give accurate and sincere answers to
questions. In the interviews, the teachers were asked seven questions about what kind of changes
related to Hospitality, Philanthropy, Patriotism, Giving Importance to Family Unity and Tolerance values
they observed from the beginning of the Mesnevi Supported Values Education to the day of the
interview in the attitudes of their students in the classroom or school environment. The parents of the
five students who are in the experiment group were asked six questions about what kind of changes in
the adoption of the Hospitality, Philanthropy, Patriotism, Giving Importance to Family Unity and
Tolerance values in terms of showing these values at home or outside. The students were asked six
questions about what they thought about the activities within the scopes of Mesnevi Supported Values
Education, whether the application made any change in their attitudes in terms of Hospitality,
Philanthropy, Patriotism, Giving Importance to the Family Unit and Tolerance values or not, whether
they liked the application or not and where and how the application should be performed. During the
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interview, the participants were tried not to be guided in any way and neutrality of the researcher was
kept at maximum level. The interviews which took approximately 20 minutes were held in a private
room provided by the school administration and the voice of the participants were recorded with their
permissions.

Data Analysis

Analysis of quantitative data

In the study, arithmetic mean, frequency, independent group t-test, Kruskal-Wallis H test and Mann-
Whitney U test have been used in the analysis of quantitative data. SPSS 22.0 package program has been
used in the analysis of the data. In the research which is an experimental study, independent group t-
test has been used because it has been aimed at giving education to the two groups specified by using
two different applications for the same content and the evaluation of the effectiveness between the
two applications (Blyuikoztirk, 2016). In the experimental studies in which the scores fail to meet the
assumption of normality and which has few subjects, Kruskal-Wallis H and Mann-Whitney U tests have
been suitable for testing the significance relationship (Bliyukoztirk, 2016; Stimbiloglu & Simbiloglu,
2007), so Kruskal-Wallis H test has been used for the parent-educational level and family income level
variables that has few subjects and no normal distribution; Mann-Whitney U test has been used for
gender variable.

Analysis of qualitative data

In the study, descriptive analysis approach has been preferred in the analysis of qualitative data
obtained through interview. In the descriptive analysis approach, the data are summarized and
interpreted according to the interview questions and direct quotations are made from the opinions of
the interviewed individuals (Yildirim & Simsek, 2016).

The reliability of the data obtained from the study has been confirmed through participant
validation, co-specialist examination, and inter-encoder reliability procedures (Boyatzis, 1998; Cresswell,
2013; Lincoln & Guba, 1985; Miles, Huberman, & Saldana, 2014); the validity and reliability of the
qualitative dimension of research have been tested in the light of credibility, transferability, consistency
and approvability criteria (Yildirnm & Simsek, 2016). To ensure the credibility of the interviews, the voice
records of the interviews have been analysed at two different times and the consistency in both
analyses have been checked. For this, the agreement percentage formula has been used (Bakeman &
Gottman, 1997), and the percentage of compromise has been set at 91.00%. According to Keeves and
Sowden (1994), that the compromise rate is 80.00% of is sufficient for reliability. Moreover, the
inclusion of a co-specialist in the research process has led to a more comprehensive data analysis
(Lincoln & Guba, 1985), in the research, a co-specialist lecturer from education programming and
teaching area gets involved in the study and the texts including the opinions of the participants have
been examined by both researchers and co-specialists, the answers given by participants have been
scrutinized and efficient discussions have been made on the possible codes and themes. In order to
provide multi-encoder reliability in the study, in addition to researchers, a specialist who has a doctorate
degree in educational sciences has been assigned as an encoder and written texts prepared for
analysing and categorizing the responses of the participants and by the researchers and other encoders
have been examined and compared and in the comparison made, a consistency at a rate of 86.00% has
been found. This calculated rate is considered a high value for reliability analysis based on multiple
encoders (Miles et al. 2014). Multi-encoder reliability refers to the extent to which two encoders
compromise on the quality of any content (Boyatzis, 1998; Miles et al. 2014). The voice records
converted into written text have been confirmed by the classroom teacher, parents, and students to
strengthen the accuracy and validity of the data (Silverman, 2006). The source of information has been
diversified by means of face-to-face interviews with teachers, parents, and students and the qualitative
data has been also supported by quantitative data.
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The data obtained has firstly been described systematically, logically, consistently and
comprehensively, direct quotations are made when it is seen as necessary and then these descriptions
are explained, interpreted, compared and their cause-effect relationship is scrutinized and the results
have been reached because, in this study, it is aimed to transfer the findings to the reader in a regulated
and interpreted manner.

Findings

In the findings chapter of the study, the findings belonging to each sub-problem are given below,
respectively.

Findings on the First Sub-problem

Sub-problem 1: “Is there a meaningful difference between the test group students who the Mesnevi
Supported Values Education is applied and the attitude of the control group students who this
education is not applied related to the values of Hospitality, Philanthropy, Patriotism, Giving Importance
to the Family Unity and Tolerance according to the measurements before and after the experimental
process?”

Attitudes scale was used to determine the pre- and post-implementation attitudes of the students of
the experimental and control groups on the values of Hospitality, Philanthropy, Patriotism, Giving
Importance to the Family Unity and Tolerance. The obtained results are given in Table 3.

Table 3.
Independent Group t-Test Results Regarding Pre-Test and Post-Test Attitude Scores of Students of
Experiment and Control Group.

t test
Total Group N X Sd Sh, t df p
Pretest Experiment 31 101.29 6.71 1.20 -41 60 .68
Control 31 102.06 8.08 1.45
Posttest Experiment 31 153.61 6.27 1.12 11.33 60 .00
Control 31 125.81 12.14 2.18

When Table 3 was examined, it was understood that there is no statistically significant difference
between the pretest scores (X= 101.29) and the pretest scores (X¥=102.06) of the control group for the
total scale at .05 confidence level [to)= -.41, p>.05]; and that there is a statistically significant difference
in favor of experimental group between the pretest scores (¥=153.61) of experimental group and the
pretest scores (¥=125.81) of the control group for the total scale at .05 confidence level [t;q= 11.33,
p<.05].

The fact that there is no significant difference between the pretest attitude scores of the students in
the experimental and control groups indicates that both of the groups had the similar attitudes towards
Hospitality, Philanthropy, Patriotism, Giving Importance to Family Union and Tolerance values before the
application, however, the fact that there is a significant difference between the experimental and
control groups shows that Mesnevi Supported Values Education has affected the attitudes of the
students towards Hospitality, Philanthropy, Patriotism, Giving Importance to Family Union and Tolerance
values positively.

Findings on the Second Sub-problem

Sub-problem 2: “Is there a meaningful difference between the test group students who the Mesnevi
Supported Values Education is applied and the attitude of the control group students who this
education is not applied related to the values of Hospitality, Philanthropy, Patriotism, Giving Importance
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to the Family Unity and Tolerance according to the measurements before and after the experimental
process in respect of the gender variable?”

Mann-Whitney U test was used to determine the pre- and post-application attitudes of the students
of the experimental and control groups on the values of Hospitality, Philanthropy, Patriotism, Giving
Importance to the Family Unity and Tolerance in accordance to the gender variable. The obtained results
are given in Table 4.

Table 4.
Mann-Whitney U Test Results Regarding Pre-Test and Post-Test Attitudes Scores According to Genders of
the Students.

Total Group Gender N  Xorder Zorder U z p
Pretest Experiment Female 15 17.50 262.50 97.50 -.89 .37
Male 16 14.59 233.50

Control Female 15 16.63 249.50 110.50 -.37 .70
Male 16 15.41 246.50

Posttest Experiment Female 15 1570 235.50 115.50 -.20 .83
Male 16 16.28 260.50

Control Female 15 17.33 260.00 100.00 -.79 42
Male 16 14.75 236.00

When Table 4 is examined, it is seen that in the pretest scores of the experimental group, there is no
statistically significant difference between female students and male student for the total scale at .05
confidence level [U=97.50, p>.05] and there is no statistically significant difference between the female
students and the male students in the pretest scores of the control group at the level of .05 confidence
[U =110.50, p>.05]; and that there is no statistically significant difference between female students and
male students for the total scale at .05 confidence level [U=115.50,p>.05] and there is no statistically
significant difference between the female students and the male students in the pretest scores of the
control group at the level of .05 confidence [U=100.00, p>.05].

Findings on the Third Sub-problem

Sub-problem 3: “Is there a meaningful difference between the test group students who the Mesnevi
Supported Values Education is applied and the attitude of the control group students who this
education is not applied related to the values of Hospitality, Philanthropy, Patriotism, Giving Importance
to the Family Unity and Tolerance according to the measurements before and after the experimental
process in respect of the parents’ educational level variable?”

Kruskal-Wallis H test was used to determine if there is a difference between the before and final
application regarding to the values of hospitality, philanthropy, patriotism, importance to the family
unity and tolerance attitudes of the students of the experimental and control groups in accordance to
the mother’s educational level variable and the obtained results are given in Table 5.

When Table 5 is examined, it is seen that there is no statistically significant difference between
mother’s educational level and the attitudes of the students .05 confidence level in the pretest scores of
the experimental group [(H(3)=.20, p>.05], that there is no statistically significant difference between
mother’s educational level and the attitudes of the students .05 confidence level in the pretest scores of
the control group [(H(3)=4.65, p>.05]; that there is no statistically significant difference between
mother’s educational level and the attitudes of the students .05 confidence level in the posttest scores
of the experimental group [(H(3)=4.46, p>.05], that there is no statistically significant difference
between mother’s educational level and the attitudes of the students .05 confidence level in the
posttest scores of the control group [(H(3)=.20, p>.05].
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Table 5.
Kruskal-Wallis H Test Results Regarding Pre-tEst and Post-Test Attitudes Scores According to Mother’s
Educational Level.

Total Group Mother’s Educational Level N Xorder X2 df P
Pretest Experiment Primary School 17 16.26 .20 2 .91
High School 12 16.08
University 2 13.25

Control Primary School 11 11.32 4.63 2 .09
High School 12 18.08
University 8 19.31
Posttest  Experiment Primary School 17 15.79 4.46 2 .10
High School 12 18.08
University 2 5.25
Control Primary School 11 15.95 .20 2 .90
High School 12 15.29
University 8 17.13

Kruskal-Wallis H test was used to determine if there is a difference between previous and final
application regarding to the values of hospitality, philanthropy, patriotism, importance to the family
unity and tolerance attitudes of the students of the experimental and control groups in accordance to
the father’s educational level variable and the obtained results are given in Table 6.

Table 6.
Kruskal-Wallis H Test Results Regarding Pre-Test and Post-Test Attitudes Scores According to Father’s
Educational Level.

Total Group Father Educational Level N Xorder x? df P
Pretest Experiment Primary School 14 13.32 1045 2 .29
High School 11 19.00
University 6 16.75
Control Primary School 12 11.38 5.10 2 .07
High School 4 18.50
University 15 19.03
Posttest Experiment Primary School 14 13.96 473 2 .09
High School 11 20.18
University 6 13.08
Control Primary School 12 16.54 1.86 2 39
High School 4 10.25
University 15 17.10

When Table 6 is examined, it is seen that there is no statistically significant difference between
father’s educational level and the attitudes of the students .05 confidence level in the pretest scores of
the experimental group [(H(3)=10.45, p>.05], that there is no statistically significant difference between
father’s educational level and the attitudes of the students .05 confidence level in the pretest scores of
the control group [(H(3)=5.10, p>.05]; that there is no statistically significant difference between father’s
educational level and the attitudes of the students .05 confidence level in the posttest scores of the
experimental group [(H(3)=4.73, p>.05], that there is no statistically significant difference between
father’s educational level and the attitudes of the students .05 confidence level in the posttest scores of
the control group [(H(3)=1.86, p>.05].
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Findings on the Fourth Sub-problem

Sub-problem 4: “Is there a meaningful difference between the test group students who the Mesnevi
Supported Values Education is applied and the attitude of the control group students who this
education is not applied related to the values of Hospitality, Philanthropy, Patriotism, Giving Importance
to the Family Unity and Tolerance according to the measurements before and after the experimental
process in respect of the level of income of the family variable?”

Kruskal-Wallis H test was used to determine if there is a difference between the before and final
application regarding to the values of hospitality, philanthropy, patriotism, importance to the family
unity and tolerance attitudes of the students of the experimental and control groups in respect of the
level of income of the family variable and the obtained results are given in Table 7.

Table 7.
Kruskal-Wallis H Test Results Regarding Pre-Test and Post-Test Attitudes Scores According to Level of
Income of the Family.

Total Group Level of Income of the Family N Xorder x? df P
Pretest Experiment Less than 2000 TL 10 14.95 .74 2 .68
2001 TL-4000 TL 14 17.54
More than 4000 TL 7 14.43
Control Less than 2000 TL 4 10.75 1.64 2 A4
2001 TL-4000 TL 17 16.35
More than 4000 TL 10 17.50
Posttest Experiment Less than 2000 TL 10 14.85 .32 2 .85
2001 TL-4000 TL 14 16.71
More than 4000 TL 7 16.21
Control Less than 2000 TL 4 20.50 1.20 2 .54
2001 TL-4000 TL 17 14.97
More than 4000 TL 10 15.95

When Table 7 is examined, it is seen that there is no statistically significant difference between
income level of the family and the attitudes of the students .05 confidence level in the pretest scores of
the experimental group [(H(3)=.74, p>.05], that there is no statistically significant difference between
income level of the family and the attitudes of the students .05 confidence level in the pretest scores of
the control group [(H(3)=1.64, p>.05]; that there is no statistically significant difference between income
level of the family and the attitudes of the students .05 confidence level in the posttest scores of the
experimental group (H(3)=.32, p>.05], that there is no statistically significant difference between income
level of the family and the attitudes of the students .05 confidence level in the posttest scores of the
control group [(H(3)=1.20, p>.05].

Findings on the Fifth Sub-problem

Sub-problem 5: "What are the views of the classroom teacher about the attitudes of the students of
the experimental group on which Mesnevi Supported Values Education is applied?"

After the application, the teacher of the students who are in the experiment group have been asked
seven questions about what kind of changes related to Hospitality, Philanthropy, Patriotism, Giving
Importance to Family Unity and Tolerance values they observe from the beginning of the Mesnevi
Supported Values Education to the day when this interview has been had they observed in the attitudes
of their students in the classroom or school environment and how they evaluate the application. Some
examples are presented below with the answers given by the classroom teacher:
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Teacher of experimental group

“After the application we did, | realized that my students act in a warm way to the foreign students at
our school. | saw that some students brought a collection box for their friends who need help. After the
application we did, | realized that my students made more emphasis on the indivisibility of the homeland.
| can say that the application is successful in encouraging students to embrace the value of patriotism
and in leading the changes in the light of this value. After this application, | saw that my students more
emphasized on the concepts of the family unity, the importance of the family, the rules in the family,
family relationships, the responsibilities in the family, family elders and warm home environment,
especially on the maternal love. | can say that there are generally positive changes in terms of tolerance
in the students of my class after the application. | saw that some of the students who tried to solve their
problems by violence had left this way and they started to behave more benignantly and
sympathetically. | think that the application of Mesnevi Supported Values Education is generally
successful and it has a positive effect on the students. | am of the opinion that such applications should
be included frequently in lessons. | think that this application should be employed frequently in all
lessons, not just in certain courses, moreover, the programs and textbooks should also be prepared in
this direction. | believe that the parents should be educated on the values through these kinds of
applications.”

When the data obtained from the interview with the classroom teacher were subject to descriptive
analysis, it was found that the teacher's views on the application of Mesnevi Supported Values
Education are positive; the teachers made positive evaluations about the application. In accordance
with the opinions of the classroom teacher, it can be said that the application is a successful and
effective practice that affects the attitudes of the students in a positive way, that the students behave
more tolerant towards to events and people, that the students have become more sensible to helpless
and homeless people, that there is an increase in the feelings of social assistance and solidarity, that
they have become more sensitive about unity, homeland love and homeland protection and they have
become more sensitive about family unity, the importance of the family, compliance with rules in the
family, care for family relationships, fulfilling responsibilities in the family, and respecting family elders.
According to the classroom teacher, the application of Mesnevi Supported Values Education should be
extended to all lessons and all levels of education, course schedules and textbooks should be prepared
in this direction, and parents should be educated with these or similar applications in values education.

Findings on the Sixth Sub-problem

Sub-problem 6: "What are the views of the parents about the attitudes of the students of the
experimental group on which Mesnevi Supported Values Education is applied?"

The parents of the five students who are in the experiment group have been asked six questions
about what kind of changes in the adoption of the Hospitality, Philanthropy, Patriotism, Giving
Importance to Family Unity and Tolerance values in terms of showing these values as a behave at home
or outside the home they observe from the beginning of the Mesnevi Supported Values Education to the
day when this interview was held. Some examples are presented below with the answers given by the
students' parents:

Parent 1 (mother of the student 1); “This application has increased the sense of hospitality in my
child and has made my child realize the people who are homeless or who have to live separated from
their country. | guess, thanks to this application, my child has started to share his room and toys with the
children of the guests easily. | should say | find this application very useful.”

Parent 2 (mother of the student 2); “/ can say that my child has become more helpful after this
application. For example, | have seen that he helps the old people at the building and he carries the bags
for them. He has become more helpful to me and his father at home. | have realized that he tidies up his
room, prepares his bag and helps me while | prepare the dinner table. | think that the education of values
should be given in applications like this or similar applications”.
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Parent 3 (father of the student 3); “/ can say that this application has increased the feelings of
homeland love, protection of the homeland, work for the homeland, and exaltation of the homeland in
my child. | have observed that my child feels sadder for the foreign students who stay apart from their
homeland at school and my child have mentioned about them more frequently. | think this education
should also be applied on the parents.”

Parent 4 (father of the student 4); “This practice has caused positive progress in my child to take
tasks in the family, to cooperate with family members, and to fulfill his responsibilities at home. | can say
that my child has a serious attitude change in the positive direction towards the family, the family unity,
and the family elders after this application. This education should be applied in all courses”.

Parent 5 (mother of the student 5); “After this application at school started, | have observed that my
child comes home happier and talks more benignantly about his friends. | saw that my child exhibited
more patient, understanding, polite and more mature behaviors. | have heard from my child many times
that people are different from each other, they can make mistakes, and therefore we should not be mad
at them. This application should be extended to all schools and carried on throughout the year.”

The answers given by the parents of the five students who are in the experiment group to the
questions about what kind of changes in the adoption of the Hospitality, Philanthropy, Patriotism, Giving
Importance to Family Unity and Tolerance values in terms of showing these values as a behave at home
or outside the home they observe from the beginning of the Mesnevi Supported Values Education to the
day when this interview has been had are subjected to descriptive analysis and the results are listed
below:

The value of hospitality
This application,

e Has made positive changes in my child's attitudes towards the value of hospitality.
e Has increased the sense of hospitality.

¢ Has developed the sense of sharing in my child.

e Has increased the desire to go on a visit and accept guests in my child.

e Has increased the awareness of homeless people in my child.

¢ Should be extended to all schools.

e Should be applied in all courses.

e Should be carried on throughout the year.

e Should also be applied to the parents.

The value of philanthropy
This application,

e Has made positive changes in my child's attitudes towards the value of philanthropy.

e Has increased the sense of philanthropy in my child.

e Has developed the sense of sharing in my child.

e Has increased the desire to help the elderly and the poor in our child.

e Has created an awareness of the value of philanthropy in my child.

e Has increased my child's sensitivity towards helpless and homeless people.

e Has increased the desire to contribute to the work of the charity organizations in my child.

e Should be extended to all schools.

224



Halil TAS, Kasim KIROGLU — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 209-254

e Should be applied in all courses.
e Should be carried on throughout the year.

e Should also be applied to the parents.

The value of patriotism
This application,

e Has made positive changes in my child's attitudes towards patriotism.

e Has increased the feeling of patriotism in my child.

e Has increased the awareness of forlorn and homeless people in my child.

e He has increased my child's interest in news about war, migration, and loneliness.
¢ Should be extended to all schools.

e Should be applied in all courses.

e Should be carried on throughout the year.

e Should also be applied to the parents.

The value of giving importance to family unity
This application,

e Has made positive changes in my child's attitudes towards values of giving importance to family
unity.

e Has increased the sense of giving importance to family unity value in my child.

e Has made my child more sensitive to the children who have separated parents.

e Has reinforced the attitude and behaviour of respecting family elders and listening to their words in
my child.

e Has increased the desire to take responsibility in the family and fulfil his responsibilities in my child.
e He has increased the desire and understanding of cooperation and division of labour in my child.

e Has developed a sense of understanding for the criticism of the family elders in my child.

e Has increased my child's sensitivity towards helpless and homeless people.

¢ Should be extended to all schools.

e Should be applied in all courses.

e Should be carried on throughout the year.

e Should also be applied to the parents.

The value of tolerance
This application,

e Has made positive changes in my child's attitudes towards tolerance.

e Has increased the sense of understanding and patience in my child.

e Has taught my child that physical differences should not become an object of derision.
e Has shown my child that other world languages are worth learning.

e Has developed the attitude of respecting for other races in my child.

e Has taught my child that he should not make gender discrimination.
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e Should be extended to all schools.

e Should be applied in all courses.

e Should be carried on throughout the year.
e Should also be applied to the parents.

In the negotiations, parents stated that there were positive changes in the attitudes and behaviours
of the students after the application of the Mesnevi Supported Values Education and that the
application had positive effects on the values of the students who were in the scope of the research.
This result shows that the application is a successful application that affects the attitudes of the students
positively. This result also supports the quantitative data of the research.

Findings on the Seventh Sub-problem

Sub-problem 7: “What are the opinions of the students in the experimental group regarding the
application of the Mesnevi Supported Values Education?"

The students who are in the experimental group have been asked six questions about what they
think about the activities in the courses within the scopes of Mesnevi Supported Values Education,
whether the application has made any change in their attitudes in terms of Hospitality, Philanthropy,
Patriotism, Giving Importance to the Family Unity and Tolerance values or not, whether they like the
application or not and where and how the application should be performed. Some examples are
presented below with the answers given by the students who are in the experimental group:

Student 1; “Thanks to this application, we have made various studies. We have learned a lot of
different stories. We performed drama plays. We have known Mevldna. The activities that we did in the
courses were very nice. The activities that we did in the courses were highly enjoyable. These activities
have taught me a lot of information. I like this application very much.”

Student 2; “My attitudes have changed thanks to this course. | have become more tolerant to the
mistakes of my friends. | have comprehended that | should love my family and my homeland more. |
share my toys with the children of our guests now. | hate terrorists.”

Student 3; “I help my mother, my father and my brother more now. | help the elderly and the poor
more. Philanthropy, is a very nice feeling.”

Student 4; “Thanks to the stories in this application, | understand the value of the family. If we do not
have a homeland, we will be in a bad situation like Syrian children. | now share my toys and books with
my friends, because Mevldna wants me to do so.”

Student 5; “/ think that the education of values should be done at school. Because there are teachers
in the school and they know better. In addition, there are more equipment for the course, library and
laboratories at school.”

The answers given by the students in the experimental group to the questions about what they think
about the activities that they have done in the courses within the scopes of Mesnevi Supported Values
Education, whether the application has made any change in their attitudes in terms of Hospitality,
Philanthropy, Patriotism, Giving Importance to the Family Unity and Tolerance values or not, whether
they like the application or not and where and how the application should be performed are subjected
to descriptive analysis and the results are listed below:

The answers about the activities
e The activities were enjoyable.

e The activities were very nice.
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e The activities were funny.
e The activities were different.

¢ | have learned a lot from the activities.

The answers about the attitudes

¢ | have become more hospitable.

¢ | have become more philanthropist.

¢ | have appreciated the value of my family.
¢ | have loved my homeland more.

¢ | have helped my family, the elderly and the poor more.

The answers about the application

o | like this application very much.

e The application is highly enjoyable.

e The stories which we read was very funny.
e We have learned lots of information.

e We performed drama plays.

The answers about the education of the values

e The education of values should be carried out at school.

e The education of values should be carried out by teachers.

e Teachers educate better.

¢ The school has more facilities (equipment-environment etc.) for the education of values.

e Teachers are more knowledgeable.

In the interviews, the students have stated that there are positive changes in their attitudes and
behaviours after the application of the Mesnevi Supported Values Education; and that they like the
activities and application, they find them entertaining and instructive, and that value education should
be carried out by the teachers at school. This result shows that the application is a successful application
that affects the attitudes of the students positively.

Discussion and Conclusion

The following results have been obtained from the findings of the analysis of the data related to the
sub-problems determined in the direction of the research purpose and suggestions have been
developed in the direction of the achieved results.

In the study, it is seen that there is a significant difference in occurrence with the measurements
before and after the application related to Hospitality, Philanthropy, Patriotism, Giving Importance to
the Family Unity and Tolerance values of the students in the experimental group who the application of
Mesnevi Supported Values Education is applied. The result obtained indicates that the application of
Mesnevi Supported Values Education has a positive impact on Hospitality, Philanthropy, Patriotism,
Giving Importance to the Family Unity and Tolerance values of the students. This result shows that the
stories in Mesnevi proverbs, idioms and advice, easy and effective learning and influence on their
attitudes.
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This result based on quantitative data is also supported by the qualitative data based on the teacher,
parent and student interviews. This result obtained after the application is supported by other studies.
In these studies; it has been found that Mesnevi stories have a very rich content in terms of values and
they can be used as an entertaining and teaching genre in the teaching of the values (Comakh, 2015;
Turan et al. 2010). It is stated that Mesnevi stories are effective in value transfer, Mesnevi stories can be
used as a tool for gaining value and Mesnevi stories are effective in the teaching of values and
developing attitudes related to the values (Akkaya, 2013; Sancak, 2011; Sancak et al. 2013; Sucu, 2012)
and Mesnevi stories can be used effectively in gaining universal and basic humanitarian values (Durmus,
2011).

In the study, a significant difference between posttest scores related to Hospitality, Philanthropy,
Patriotism, Giving Importance to the Family Unity and Tolerance values of the attitude scale of
experimental and control groups was not found in according to gender, educational background of the
parents and level of income of the family variables after the experimental process. This result has shown
that gender, educational level of the parents and family income level variables have no effect on
students' attitudes towards hospitality, philanthropy, patriotism, giving importance to the family unity
and tolerance values. It can be said that the fact that the heroes of the stories in Mesnevi were chosen
from both rich and poor people, that the stories were about both rich and poor lives in order to give
lessons, and that there was no differentiation in this sense. In addition, it can be said that the presence
of both male and female heroes in the related stories, and especially the absence of positive or negative
discrimination towards a sex, reduces the effect of sex on students' evaluations. It can be said that the
ineffectiveness of the learning levels of the parents on the values attitudes of the students is due to the
fact that the families do not reflect the increases or deficits that arise from the learning levels to their
children. Both gender and income and learning levels of families do not have an impact on students'
attitudes toward values, because age groups of students (age 9-10) do not see these variables as the
value that causes differences in attitudes and behaviours, because they do not perceive these variables
as reasons for differences and to be more egalitarian.

In other studies, a significant relationship between the attitudes of students’ variable and gender,
parental educational level, and family income level variables have not been found in value education
(Akbas, 2004; Aktepe, 2010; Aladag, 2009; Yigittir, 2009). In other studies, it is determined that the
socio-economic level does not make any difference in gaining value (Baydar, 2009; iscan, 2007); there is
no significant difference between attitudes and genders of the students (Keskinoglu, 2008; Ozensel,
2007); the gender variable is not effective and important in the order of importance of values (Gibson &
Schwartz, 1998).

In the interview with classroom teacher, it is concluded that application of Mesnevi Supported
Values Education is a successful and effective practice that affects the attitudes of the students related
to Hospitality, Philanthropy, Patriotism, Giving Importance to the Family Unity and Tolerance values in a
positive way; that the students behave more tolerant towards to events and people, that the students
have become more sensible to helpless and homeless people, that there is an increase in the feelings of
social assistance and solidarity, that they have become more sensitive about unity, homeland love and
homeland protection and they have become more sensitive about family unity, the importance of the
family, compliance with rules in the family, care for family relationships, fulfilling responsibilities in the
family, and respecting family elders. These results are supported by different studies. In the studies
conducted, teachers stated that they observed positive behavioural changes in the students after the
values education and that the values education applications had positive effects on the attitudes of the
students (Aladag, 2009; Moore, 2005; Thompson, 2002; Yalar, 2010; Yigittir, 2009).

The result obtained indicates that the application of Mesnevi Supported Values Education has a
positive impact on Hospitality, Philanthropy, Patriotism, Giving Importance to the Family Unity and
Tolerance values of the students and the application is a successful and effective practice that affects
the attitudes of students related to the values in a positive way. These results are supported by other
studies conducted with the parents. In the interviews with the parents, it is concluded that the
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applications of values education have positive impacts on the attitudes of the students related to the
values (Aladag, 2009; Karma & Kahil, 2005; Moore, 2005; Thompson, 2002).

In the interviews with the students of the experimental group, it is resulted that after the application
of Mesnevi Supported Values Education, there are changes related to Hospitality, Philanthropy,
Patriotism, Giving Importance to the Family Unity and Tolerance values in the behaviours and the
attitudes of the students in a positive manner; that the students like the application and the students
finds the application enjoyable and educatory; that the education of values should be conducted by the
teacher, that the application conducted is a successful and effective practice that affects the attitudes of
students related to the values in a positive way. These results are supported by other studies conducted
with students. In the interviews with the students, it is found that the students have stated that the
applications of values education have affected their attitudes positively (Aktepe, 2010; Aladag, 2009;
iscan, 2007; Perry & Wilkenfeld, 2006; Thompson, 2002; Uzunkol, 2014), and Mesnevi strories are
effective in gaining the values (Sancak et al. 2013).

Suggestions
Based on the results of the research, the following suggestions have been developed:

1. The application of Mesnevi Supported Values Education can be used in different teaching stages and
in different courses since it is effective in giving a positive attitude towards the values and teaching
values.

2. This application can be used to give Cleanliness, Giving Importance to Being Healthy, Independence,
Respect for Turkish Elders, Love of Nature, and Scientific etc. values as well as Hospitality,
Philanthropy, Patriotism, Giving Importance to the Family Unity and Tolerance values.

3. The stories in Mesnevi can be used as an entertaining and instructive genre in value teaching, if
necessary arrangements in terms of language and expression are made.

4. Thanks to the rich content of Mesnevi which consists of from proverbs, idioms, stories, and advice,
children can learn values more easily, more effectively and more permanently.

5. Presenting the appropriate stories selected from Mesnevi by various artistic activities such as drama
and theatre can have a positive effect on the attitudes of the students towards the values.

6. To make the values education more effective, it may be more appropriate to place an independent
value education course instead of interspersing the values within the other courses.

7. While teaching programs and textbooks are being prepared, Mesnevi supported entertaining and
teaching activities could be given a wider coverage.

8. Instead of teacher-centred values education; with the application of the Mesnevi Supported Values
Education or similar applications on which this practice is based, it is possible for the students to
participate more actively in the learning process.

9. Families can be formally educated about values so that the values given in the school can be
reinforced by supporting them in the family and the environment.

10. As teachers are important models in value education, they can be better educated about value
teaching in pre-service and in after-service.

11. This research has been limited to the 4th-grade social studies course in primary school. Examining
the effectiveness of the application of Mesnevi Supported Values Education in other courses apart
from the social studies course can also provide useful results.
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12. Applying the Mesnevi Supported Values Education not only on social studies, mathematics, science
and technology and academic courses like Turkish; but also on the courses which are not
academically intense such as music, visual arts, and physical education can also provide important
results.

13. Studies can also be conducted on the effects of the Mesnevi Supported Values Education on the
attitudes of the 4th grade students of primary school towards the values such as Cleanliness, Giving
Importance to Being Healthy, Independence, Respect for Turkish Elders, Love of Nature and Scientific
values.
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Tiirkce Suiriim

Giris
Gecmisten bu yana bilim insanlarn tarafindan, erdemli bireylerde ve bu bireylerin olusturdugu
erdemli toplumlarda bulunmasi gereken degerlere dikkat ¢ekilmis; yer ve zaman dilimine bagh olarak
farkhliklar gosterse de degerler dGnemini hep korumustur (Kaymakcan, 2010). Kiiresellesme ve kapitalist
ekonominin dinyadaki cesitli etkileri, hizla gelisen teknoloji, artan siddet ve i¢ savaslar degerler
egitiminin 6nemini ortaya koymaktadir (Arikan, 2011). Tutum ve davranislarimiza yon verme ve
kararlarimizda etkili olma 6zelligi, degerlerin bireysel ve toplumsal dnemini her gegen giin artirmaktadir.

Degerler, insanlarin davranislarina yon veren ve yasam tarzinin olusumunda etkili olan faktérlerdir (Yel
& Aladag, 2015, s. 118). insanlarin bir olay, bir durum ya da birey karsisindaki duyarliliklari olarak
tanimlanabilecek degerler (Yaman, 2012), yasam tarzimizi ve hedeflerimizi belirleyen, kararlarimizi
etkileyen, inanglarimizi yansitan ve ilkelerimizi meydana getiren tercihlerdir (Aktepe & Yel, 2009).
Yasamimizi etkileyen ve yasamda 6nem verdigimiz distinceler olarak tanimlanan degerler (Doganay,
2012), bireylerin herhangi bir olgu ya da durum karsisindaki durus ve tutumunu belirten toplumsal ve
etik kapsamli inanig ve disiintslerdir (Yesil & Aydin, 2007).

Dunyanin hizla mekaniklestigi ¢agimizda, kendine, ailesine, icinde yasadigi topluma yabancilasan,
kendisine ve icinde yasadigl topluma nefret ve siddet duygulari besleyen insan; sevgiden yoksun,
inanctan ve samimiyetten habersiz, kendisine ve cevresine zarar verecek hale gelmistir (Dogan, 2015).
Son zamanlarda siddet eylemlerinde, alkol ve uyusturucu kullanimindaki hizli artis, ebeveynlere ve
ogretmenlere karsi asilesme, saygi sinirlarini zorlama, cinsel sapkinliklar, internet bagimliligi, uygunsuz
davranislar; toplumlarin sahip oldugu saygi, sevgi, dayanisma, anlayis, baris, hosgori gibi degerleri
sarsacak noktaya ulasmistir (Hokelekli, 2010). Ulasilan bu sonuglar, degerler egitimini glindeme
getirmektedir.

Degerler egitimi, formel egitim icerisinde verilmesi gereken, bireylerin kisilik gelisimine ve
sosyallesmesine katki saglayan bir alan oldugundan (Gultekin, 2007), degerler egitimini formel egitimin
yaninda ya da disinda verilmesi gereken bir egitim olarak degil, formel egitimin dnemli bir b6limu olarak
gormek gerekir (Dilmag, 1999). Degerlerin, formel egitim kurumlarinda planh olarak kazandirilmasi,
ogrencilerin olumlu karakter o6zelliklerinin desteklenmesini saglayabilir (Cengelci, 2011). Bireylere deger
belirleme siirecinde yardimda bulunmay! iceren degerler egitimi (Naylor & Diem, 1987), insanlari ortak
bir deger anlayisinda bulusturmak agisindan énem tasir (Sucu, 2012).

Degerler egitimi konusunda farkli gorusler bulunmakla birlikte, degerlerin yeni kusaklara aktariimasi
gerektigi konusunda goris birligi bulunmaktadir (Tozlu & Topsakal, 2007). Bilim insanlari, degerler
egitiminin formel Ogretim faaliyetleri icinde sirdirilmesi gerektigi konusunda fikir birligi yapmakla
birlikte, degerler egitiminde nelerin hangi yontem ve tekniklerle aktarilacagina iliskin farkh gorisler
bulunmaktadir (Harris, 1991). Degerler egitiminde, tum diinyada evrensel olarak uygulanabilecek
yontem ya da sireglerden s6z etmek olanakh degildir (Taylor, 1996). Degerlerden yoksun bir egitim
mimkiin olamayacagindan, burada sorulmasi gereken soru, okullarin deger 6gretip 6gretmeyecegi degil,
hangi degerlerin hangi yontem ve teknikle 6gretilecegi sorusu olmalidir (Lickona, 1996).

Degerler egitiminin yeterli sekilde verilmemesi, insanlarin kendisine ve icine bulundugu topluma karsi
yabancilasmasina, farkh dusiince, inang ve tutumlara karsi hosgori géstermeme egiliminin artmasina
neden olmustur denebilir (Doganay, 2006). Degerler egitimine gereken 6nemin verilmemis olmasinin bir
sonucu olarak, insanlarda artis gosteren tahammuilsizlik, anlayis azhg, farkliliklari kabullenmeme tavri,
kimi zaman baski ve siddet uygulamalarina da déntismektedir. Bu nedenle, Mesnevi’nin insani, ahlaki ve
yapici iletilerine her zamankinden daha fazla ihtiyag oldugu séylenebilir.
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Mevlana, kendine 6zgi tasavvufi disiinceleri, sOfi hayata getirdigi acilimlar, gelistirdigi evrensel
insani degerleri ve kendine has Uslubuyla tim diinyanin ortak degeri haline gelmistir (Kara, 2007).
Materyalizmin agiklarini telafi eden; kurallari tabulastiran, nefret, hing ve aforozu esas alan dini
sekilciligin bosluklarini dolduran Mevlana, sevgi ve insanligl, sorunlarin ¢6zim kaynagi olarak gorir
(Oztiirk, 2008). Yetmis iki milleti, bir perdeden yiizlerce ses ¢ikaran neye benzeten Mevlana (Simsekler,
2007), bu evrensel yaklasimi ile ¢agimizda ihtiya¢ duyulan farkh olana hosgori gosterme ve birlikte
yasama kultlrind, yedi yiz yil dnce yakalamistir (Nicholson, 2014).

insani merkeze alan Mevlana’ya gére insan sevgisi Allah sevgisine denktir (Kurt, 2007). Mesnevi’sinin
ikinci cildinin 1532-1534. beyitlerinde “Sevgiyle acilar tatliya, bakirlar altina donusir. Sevgiyle tortular
berraklasir, dertliler deva bulur. Sevgiyle 6liler dirilir, padisahlar kul olur.” (Mevlana, 2014) diyen
Mevlana, hicbir ayrim yapmadan insanlari birlige, kardeslige, sevgi ve barisa cagirir; diyalog ve
hosgoriyi toplumun her kesimine yaymaya calisir.

Mevlana, hirs, sehvet, cimrilik gibi istenmeyen huylarin bireylerin karakterine islemeden ortadan
kaldiriimasi gerektigini soyler (Durmus, 2011). Kiskanglik, hirs, giybet, kibir, mal diskinlGga, risvet ve
israf Mesnevi’de terk edilmesi gereken kétli huylardandir (Yeniterzi, 1995). insanlari terbiye etmek,
onlari dogru yola iletmek amacinda olan; bitin iletilerinde mikemmel insan olmanin regetelerini sunan,
insanda mevcut olan kotld huylari azaltip iyi huylarn c¢ogaltmayi hedefleyen Mevlana’nin, karakter
egitimine c¢ok onem verdigi soylenebilir. Eserlerinin bazi bolimlerinde karakter egitimine iliskin
onerilerde bulunan, anlattigi hikayelerde genellikle iyiyi ve dogruyu tavsiye ederek okuyan kisiyi iyi insan
olmaya gagiran Mevldna (Erkek, 2008), hikayelerinde vatan sevgisi, Allah ve peygamber sevgisi ile aile
bitlunligu gibi manevi degerlerin, her zaman maddi degerlerin lzerinde tutulmasi gerektigini agiklar
(Tok, 2007).

Mevlana’ya gore misafirperverlik, misafire izzet ve ikramda bulunmak, misafiri en glizel bicimde
agirlamak, misafire tebessiim ve comertlik gostermektir (Durmus, 2011). Mevlana’ya gore icten gelmesi
ve ihlash olmasi gereken yardimseverlik; 6gtinmek, gosteris yapmak ya da basa kakmak icin degil, Allah
rizasi icin olmali ve baska bir amag tasimamalidir. Mevlana’ya gore yardimlasma, canla, bedenle, malla
yoksullara yardim edilmesidir. Ona gére insan comert olmali, cimrilikten ve bencillikten kurtulmali, sevgi
ve yardimseverlikle arinip yicelmelidir (Mevlana, 1991), Mesnevi'sinin Uglincli cildinin 3807’nci
beyitinde, “Vatani sevmek imandandir” diyen Mevlana, vatan sevgisinin imandan geldigini ve bu
sevgisinin imanin bir gostergesi oldugunu ifade eder. Mevlana’ya gore vatan, ugrunda can verilecek
kadar onemlidir (Mevlana, 2016, s. 293). Mevlana’ya gore aile, sevginin, birlikteligin, dayanismanin
semboliidiir. Ona gore aile buyiklerinin aile lGyelerine yonelik elestirileri ailenin iyiligi icindir ve ailenin
temelinde merhamet olmalidir. Mevlana’ya gore, aile lyeleri arasinda haset, 6fke, kirginlk ve kizginhklar
olmamali; gugliklerle ve tehditlerle bas edebilmek igin aile birligi korunmalidir (Mevlana, 2014). Yetmis
iki milleti, bir perdeden yizlerce ses ¢ikaran neye benzeten Mevlana (Simsekler, 2007), bu evrensel
yaklasimi ile gagimizda ihtiyag duyulan, farkli olana hosgori gosterme ve birlikte yasama kiltiriind, yedi
yliz yil 6nce yakalamistir denebilir (Nicholson, 2014). Musliman olan, Misliman olmayan farki
gozetmeden, kimlik ve irk ayirmi yapmadan tim insanlar kucaklayan, hosgorii gosteren, onlari
dogruluga, guzellige yonlendirmeyi amaglayan bir distnir, bir ilim ve irfan kaynagl olan Mevlana,
farkhliklara anlayis gosterme ve birlikte yasama kiiltliriintin dnemli bir temsilcisi olarak tanimlanabilir.

Sevgi, saygl, anlayis, arkadaslik, ask, yardimlasma, hosgorii, sebat, sevecenlik degerleri lizerine
kurgulanmis hikayeler, degerler egitimine o6nemli katkilarda bulunur (Aydin, 2014). Mevlana,
blyuklenmeye karsi algak gonullaligin, cehalete karsi ilmin, dismanliga karsi dostlugun, hirsa karsi
yetinmenin, Onyargiya karsi hosgoriniin, cimrilige karsi comertlik ve yardimseverligin, asilige karsl
uyumun tesis edildigi hikdye ve beyitleriyle ideal insan modelini olusturmaya calismistir.

Biitlin diinya Ulkelerinde bilinen ve bir ayrilik beyitle baslayip 25000 beyit devam eden bir basyapit
olan Mesnevi (Celik, 2005), icerdigi konular ve anlatim Uslubu ile her dénemde takipgilerinin
dusincelerini, bakis agilarini, tutum ve davranislarini etkilemis, var olan sorunlara etkili ¢oziimler
Uretmistir. Mevlana’nin, yasadigi doénemin sorunlarina oldugu kadar, glinimizin o6nemli baz
sorunlarina da ¢6zlim olabilecek dnerilerinin yer aldigi Mesnevi’de egitimle ilgili degerler de 6nemli yer
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tutmustur (Turan, Benli & Kiris, 2010, s. 169). Toplum tarafindan kabul gormis Mesnevi hikayelerinin, bir
Ogretim araci olarak kullanilmasi, ilgi ¢ekici 6gretim yontem ve teknikleriyle islenmesi, degerler
egitiminin amaglarina ulagmasi noktasinda 6nemli katkilar saglayabilir.

Alan yazin incelendiginde, genellikle Mevlana’nin insana ve onun egitilmesine dair gorislerinin
irdelendigi kuramsal calismalarin bulundugu; bu c¢alismalarda Mevlana’nin hosgéri, saygl ve sevgi
anlayisinin agiklandigi, Mevlana felsefesinin evrenselliginin islendigi, Mevlana’ya ait eserlerin tematik
olarak incelendigi, Mevlana'nin egitime iliskin goruslerinin derlendigi gorilmektedir (Bayram, 2011;
Kaval, 2011; Kuglkbezirci, 2013; Tok, 2012; Yildirim, 2013; Yildiz, 2012). Ayrica, alanyazinda Mevlana’nin
Mesnevi'sinde yer alan hikayelerin deger 6gretiminde kullanilmasina iliskin az sayida ¢alisma bulundugu
ve bu calismalarin cogunlukla kuramsal, cok azinin ise nitel calisma oldugu gérilmektedir (Akkaya, 2013;
Altin, 2010; Comakli, 2015; Sancak, Topkaya & Simsek, 2013; Sucu, 2012; Turan et al. 2010). ilkokul
cagindaki cocuklara yénelik degerler egitiminde Mesnevi’'nin kullaniimasina iliskin yapilmis deneysel
cahismalarin bulunmamasi; Mesnevi destekli bir degerler egitiminin etkisini deneysel olarak ortaya
koyacak glincel bir ¢alismaya olan gereksinimi ortaya koymaktadir.

Ozellikle ilkokul kademesinde; toplumla yeni tanisan, toplumsal degerlerin farkina varan kiigiik
bireylere, hikayelerin anlatilmasi, konunun somutlastirilmasi ve ilgi cekici hale getirilmesinde yadsinamaz
bir 6neme sahiptir. Bunun yaninda, Mesnevi’de yer alan iri Misafir, Agzina Yilan Kacan Adam, Ug Balik,
Papagan ve Tacir, Okiiz, Deve ve Ko¢’un Hikayesi, Padisahin Ogluna Kiz Almasi, Hz Musa ve Coban, Bilgin
ile Kayik¢i gibi hikayelerin; hayal dinyalarini genisletebilmeleri, empati kurabilmeleri, farkhliklar
algilayabilmeleri ve geleceklerini kurgulayabilmeleri agisindan c¢ocuklara 6nemli katkilari olacagi
dusinilmektedir.

Bu calismanin, degerler egitiminin daha etkili ve sonuc alici olarak gergeklestirilerek, iyi insan, iyi
vatandas ve iyi toplum idealine ulasma konusunda yol gostermesi; genelde egitim-6gretim siirecinde,
ozelde degerler egitiminde Mesnevi'nin aktif olarak kullanilabilirliginin test edilmesi ve egitim bilimine
farkh bir kaynagin kazandirilmasi agisindan énemli oldugu dusinilmektedir.

Bu arastirmanin amaci, Mesnevi Destekli Degerler Egitimi'nin, ilkokul 4. sinif 6grencilerinin
tutumlarina etkisini belirlemektir. Bu amagla asagidaki sorulara yanit aranmistir:

1. Mesnevi Destekli Degerler Egitimi’nin uygulandigi deney grubu 6grencileri ile uygulanmadigi kontrol
grubu 06grencilerinin, deneysel islem o6ncesi ve sonrasi Olgclimlere goére Misafirperverlik,
Yardimseverlik, Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii degerlerine iliskin tutumlari
arasinda anlaml bir farkhlik var midir?

2. Mesnevi Destekli Degerler Egitimi’nin uygulandigi deney grubu 6grencileri ile uygulanmadigi kontrol
grubu 06grencilerinin, deneysel islem o6ncesi ve sonrasi Olgcimlere goére Misafirperverlik,
Yardimseverlik, Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii degerlerine iliskin tutumlari
arasinda cinsiyet degiskenine goére anlamli bir farklihk var midir?

3. Mesnevi Destekli Degerler Egitimi’nin uygulandigi deney grubu 6grencileri ile uygulanmadigi kontrol
grubu 06grencilerinin, deneysel islem o6ncesi ve sonrasi Olgclimlere goére Misafirperverlik,
Yardimseverlik, Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii degerlerine iliskin tutumlari
arasinda anne-babanin 6grenim diizeyi degiskenine gore anlamh bir farkhhk var midir?

4. Mesnevi Destekli Degerler Egitimi’nin uygulandigl deney grubu 6grencileri ile uygulanmadigi kontrol
grubu 06grencilerinin, deneysel islem Oncesi ve sonrasi Olgimlere goére Misafirperverlik,
Yardimseverlik, Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii degerlerine iliskin tutumlari
arasinda ailenin gelir diizeyi degiskenine gore anlamli bir farklihk var midir?

5. Mesnevi Destekli Degerler Egitimi’nin uygulandigi deney grubu 6grencilerinin tutumlarina iliskin olarak
sinif 6gretmeninin gorisleri nelerdir?

6. Mesnevi Destekli Degerler Egitimi’nin uygulandigl deney grubu 6grencilerinin tutumlarina iliskin olarak
velilerinin gorusleri nelerdir?

7. Mesnevi Destekli Degerler Egitimi uygulamasina iliskin deney grubu 6grencilerinin gorisleri nelerdir?
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Yontem
Aragtirma Modeli

Bu calismada, Mesnevi Destekli Degerler Egitimi'nin uygulandigi deney grubu ile uygulanmadig
kontrol grubu 6grencilerinin tutumlari arasinda anlaml bir farklilik olup olmadigini belirlemek amaciyla
6n test-son test kontrol gruplu deneme modeli kullanilmistir. On test-son test kontrol gruplu deneme
modeli, deneysel islemin bagimli degisken lzerindeki etkisinin ortaya konabilmesi agisindan arastirmaya
onemli bir istatistiki destek saglayan ve bulgularin neden-sonug iliskisi icinde yorumlanmasina olanak
taniyan gucli, karisik bir desendir (Blylkoztlrk, 2016). Sosyal bilimlerde yaygin olarak kullanilan karisik
bir desen olan 6n test-son test kontrol gruplu deneme modelinde mutlaka bir karsilastirma yapilir ve
kontrolli bir sekilde bagimh degiskenlerin bagimsiz degiskenlerden nasil ve ne oranda etkilendikleri
ortaya konmaya calisilir (Karasar, 2015).

Bu arastirmada, istatistiksel verilere dayali karsilastiriimalarin yapildigi nicel arastirma tekniklerinin
yani sira, katilimcilardan daha detayli bilgiler almak, katilimcilarin tecribelerinden faydalanmak, duygu,
dusiince ve fikirlerini anlayabilmek amaciyla nitel arastirma teknikleri de kullanilarak, veri kaynaklari ve
veri toplama yontemlerinde gesitlemeye gidilmistir. Yildinm ve Simsek’e (2016) gore gesitleme, degisik
veri kaynaklari, degisik veri toplama ve ¢oziimleme ydntemleri kullanilarak, sonuglarin inandiriciliginin
artirilmasi gabasidir.

Calisma Grubu

Arastirmanin ana eksenini 4. sinif sosyal bilgiler programinda yer alan degerler (Hosgérdi,
Yardimseverlik, Misafirperverlik, Aile Birligine Onem Verme ve Vatanseverlik) olusturdugundan,
arastirmanin ¢alisma grubunu, Ordu ili Altinordu ilgesinde bulunan Durugél ilkokulu’ndaki 4/A ve 4/C
siniflari olusturmaktadir. Arastirma icin bu okulun secilmesinde 6gretmenlerin ve okul yoneticilerinin
bilimsel ¢alismalara yatkinliklari; okulun sosyo-ekonomik yapi, 6gretmen, 6grenci ve veli profili bakimindan
ilcenin genel yapisini yansitmasi ve okulun sahip oldugu fiziksel ve teknolojik olanaklarin diger okullara
oranla bilimsel ¢calisma yapmaya daha elverisli olmasi etkili olmustur.

Goriusme yapilacak veliler ve 6grenciler, sistematik 6rnekleme yéntemine gore secilmislerdir. Yildirim
ve Simsek’e (2016) gore sistematik 6rnekleme yonteminde, 6rneklem grubunu olusturacak kisiler,
tamamen seckisiz bir yontemle degil, belirli kriterlere gore olusturulmus sistematik bir yontemle
segilirler. 31 kisilik deney grubunun sinif listesi esas alinarak, altigsarli araliklarla 5 veli ve bu bes velinin
bes 6grencisi 6rneklem olarak secilmistir. Segilen bes veli, veli evrenin %16.12’sini, secilen bes 6grenci de
O0grenci evreninin %16.12’sini olusturmaktadir. Calisma etigi ve ahlaki agidan uygun olmayacagi
dusincesiyle, goriismelere katilan velilerin ve 06grencilerin gercek isimleri kullanilmamis, isimler
kodlanmustir. Ogrenciler, Ogrenci 1, Ogrenci 2... seklinde isimlendirilirken; veliler, Veli 1, Veli 2... seklinde
isimlendirilmistir. Deney ve kontrol grubunda yer alan 6grencilerin bazi 6zellikleri asagida agiklanmistir:

Hem deney hem de control grubunda 31’er 6grenci bulunmaktadir. Deney grubunda bulunan
Ogrencilerin 15’i (%48.40) kiz, 16’si (%51.60) erkektir. Kontrol grubundaki 6grencilerin de 15’i (%48.40) kiz,
16’s1 (%51.60) erkektir. Dolayisyla deney ve kontrol grubu 6grencileri hem cinsiyet hem de genel mevcut
acisindan birbirlerine denk olarak olusturulmustur.

Deney grubunda bulunan 6grencilerin 17’sinin annesinin 6grenim diizeyi ilkégretim, 12’sinin lise,
2’sinin ise lniversite, ayni 6grencilerin 14’Gniln babasinin 6grenim dizeyi ilkdgretim, 11’inin lise, 6’sinin
ise Universitedir. Kontrol grubundaki 6grencilerin ise 11’'inin annesinin 6grenim duzeyi ilkogretim,
12’sinin lise, 8inin Universite, ayni 6grencilerin 12’sinin babasinin 6grenim diizeyi ilkdgretim, 4’Unin lise,
15’inin ise Universitedir. Dolayisiyla deney ve kontrol grubu 6grencilerinin hem anneleri hem de babalari
daha cok ilkdgretim mezunudur. Deney grubunda bulunan 6grencilerin 10’unun ailesinin aylik geliri 2000
Tl'den az, 14’Gnidn 2001-4000 TL arasinda, 7’sinin ise 4000 Tl'den fazladir. Kontrol grubundaki
ogrencilerin ise 4’Unln ailesinin aylik geliri 2000 TL'den az, 17’sinin 2001-4000 TL arasinda, 10’unun ise
4000 TL'den fazladir. Dolayisiyla deney ve kontrol grubu 6grencilerinin ailelerinin ayhk gelirleri 2001-
4000 TL arasinda yigilmaktadir.

234



Halil TAS, Kasim KIROGLU — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 209-254

Deney ve control grubundaki 6grencilerin bitlin derslerdeki birinci donem notlari MEB e-okul
sisteminden alinarak karsilastirildiginda, deney grubu 6grencilerinin bltiin derslerden birinci dénem
karne not ortalamalarinin 92.90, kontrol grubu 6grencilerinin ise butiin derslerdeki birinci donem karne
not ortalamalarinin 93.63 oldugu gorilmastir. Bu durumda, bitiin derslerden birinci dénem karne not
ortalamalari bakimindan gruplarin birbirlerine ¢ok yakin olduklari sdylenebilir. Mesnevi Destekli Degerler
Egitimi uygulamasi 4. sinif sosyal bilgiler dersi kapsaminda yapildigindan, 6grencilerin Sosyal Bilgiler dersi
birinci donem karne not ortalamalari karsilastirilmis ve sonuglar Tablo 1’de sunulmustur.

Tablo 1.
Deney ve Kontrol Grubu Odgrencilerinin Sosyal Bilgiler Dersi Birinci Dénem Karne Notlarinin
Karsilastiriimasi.

Gruplar N x Ss sd t p
Deney Grubu 31 92.16 2.42 60 27 .78
Kontrol Grubu 31 92.00 2.22

Tablo 1 incelendiginde, sosyal bilgiler dersi karne notlarina iliskin deney grubu puanlari ( X =92.16)
ile kontrol grubu puanlari (X= 92.00) arasinda .05 gliven diizeyinde istatistiksel olarak anlamh farkhhgin
olmadigi gorilmektedir [tgg=.27, p>.05]. Deney ve kontrol gruplarinin uygulama &ncesindeki
durumlarinin ve denkliklerinin arastirilmasi amaciyla, her iki gruba da uygulanan 6n testlerin sonuglar
karsilastirilmistir. Ogrencilerin calisma gruplarina gére 6n test puanlari Tablo 2’de verilmistir.

Tablo 2.
Ogrencilerin Gruplarina Gére On Test Puanlarinin Karsilastiriimasi.
ttesti
On test Gruplar N x Ss Sh, t sd p
Test Toplam Deney 31 101.29 6.70 1.20 -41 60 .68

Kontrol 31 102.06 8.07 1.45

Tablo 2 (zerinde yapilan incelemede, yapilan bagimsiz grup t testi sonucunda, deney grubu
ogrencilerinin tutum puanlarn (X=101.29) ile kontrol grubu 6grencilerinin tutum puanlari (X= 102.06)
arasinda .05 diizeyinde istatistiksel olarak anlamli bir farklihgin olmadigi gérilmektedir [ts0=-.41, p>.05].

Aragtirma Siireci
Arastirma sirecinde yapilan hazirliklar, planlamalar ve uygulamalar asagida agiklanmistir:

Arastirma kapsamina alinacak degerler; Sosyal Bilgiler dersi 6gretim programi, 6grenci dizeyleri ve
ogretmen gorisleri dikkate alinarak belirlenmistir. Degerlerin belirlenmesi siirecinde, dérdiinci sinifi
okutan 124 sinif 6gretmeninin gorist alinmis ve 6gretmenlerden 4. sinif Sosyal Bilgiler programinda yer
alan degerleri (en az 1, en fazla 10 olmak (izere) puanlayarak énem sirasina koymalari istenmistir.
Ogretmenler, degerleri, Hosgoérii (1206 puan), Yardimseverlik (1150 puan), Vatanseverlik (1096 puan),
Aile birligine 6nem verme (1042 puan), Misafirperverlik (1006), Temizlik ve saglkli olmaya 6nem verme
(811 puan), Bagimsizhk (781 puan), Tirk biytklerine saygl (739 puan), Doga sevgisi (672 puan) ve
Bilimsellik (598 puan) olarak puanlayarak 6nem sirasina koymuslardir.

Deney ve kontrol gruplarinin sayi, cinsiyet, aile gelir durumu, anne-baba 6grenim diizeyi, karne notu
ve 6gretmen faktorleri yéniinden dengeli olarak olusturulmalarina ¢alisiimistir.

Arastirmacilar tarafindan, Tutum Olgedi ile Ogretmen Gériisme Formu, Veli Gériisme Formu ve
Odrenci Gériisme Formu gelistirilmistir.

Arastirmacilar tarafindan, Mesnevi Destekli Degerler Egitimi'ne yonelik etkinlikler gelistirilmistir.
Misafirperverlik degeri ile ilgili olarak, Mesnevi’de yer alan “Misafir Boynumuzda Kaldi”, “iri Misafir”,
“Koylu ile Sehirli” hikayeleri kullanilarak etkinlikler olusturulmustur. Yardimseverlik degeri ile ilgili olarak,

235



Halil TAS, Kasim KIROGLU — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 209-254

Mesnevi'de yer alan “Hz. Omer Zamaninda Sehre Ates Diismesi”, “Agzina Yilan Kagan Adam”, “ltir
Carsisinda Bayilan Adam” hikayeleri kullanilarak etkinlikler olusturulmustur. Vatanseverlik degeri ile ilgili
olarak, “Papagan ile Tacir”, “Ayyazi’nin Hikdyesi”, “Uc Baligin Hikdyesi”, “Vekilin Buhara’ya Dénmesi”
hikayeleri kullanilarak etkinlikler olusturulmustur. Aile Birligine Onem verme degeri ile ilgili olarak,
“Bedevi ile Karisi”, “Padisahin Ogluna Kiz Almasi”, “Okiiz, Deve ve Kogun Hikayesi” hikdyeleri kullanilarak
etkinlikler olusturulmustur. Hosgéru degeri ile ilgili olarak ise “Hz. Musa ve Coban”, “Bilgin ile Kayikgl”,
“Fare ile Deve”, “Karanliktaki Fil” hikayeleri kullanilarak etkinlikler olusturulmustur. Bitlin etkinliklerde
hikayelerden cikarilacak dersle ilgili sorular sorulmus; biitin hikayeler beyin firtinasi, cimle tamamlama,
drama, degerler kutusu, Ogretmenimiz konusuyor, degerler agaci baslklari altinda etkinliklere
donustirulerek islenmis ve etkinliklerin sonunda 6grencilere ev 6devi verilmistir.

Deneysel islem &ncesi, deney ve kontrol grubuna Tutum Olgedi 6n test olarak uygulanmistir.

Deney grubunda, arastirmanin amaglari dogrultusunda Mesnevi Destekli Degerler Egitimi yapilirken,
kontrol grubunda normal 6gretim programi ¢ergevesinde degerler egitimi yapilmistir.

Deneysel uygulama, toplam 10 hafta ve 40 ders saatini kapsayacak sekilde gergeklestirilmistir.
Haftada 4 ders yapilmis olup, her ders saati 40 dakika olarak planlanmistir.

Deney ve kontrol gruplarina, daha dnce &n test olarak uygulanmis olan Tutum Olgedi son test olarak
tekrar uygulanmigtir.

Deney grubu 6grencileriyle, bu 6grencilerin velileriyle ve sinifin 6gretmeniyle gérismeler yapilmistir.

Veri Toplama Araglari

Tutum Olgegi

Tutum Olgegi, tutum maddelerini olusturma, uzman gérisi alma, 6n sinama, asil uygulama, gecerlik
calismasi, faktor analizleri ve glivenirlik hesaplamasi asamalari esas alinarak (Karasar, 2015; Tezbasaran,
2008) gelistirilmistir. Alan yazin taranarak ve alan uzmanlarn ile goristlerek Misafirperverlik,
Yardimseverlik, Vatanseverlik, Aile BirliGine Gnem Verme ve Hosgérii degerleriyle ilgili 50’si olumlu 50’si
olumsuz olmak Uzere toplam 100 maddeden olusan bir madde havuzu olusturulmustur. “Likert tipi tutum
Olceklerinde derecelendirmeler 3, 5, 7, 9, hatta 11'li olabilmektedir” (Tavsancil, 2014: 145). “Likert tipi
oOlceklerde 2’li, 3’lG, 4’lG, 6’ ve 7’li derecelendirme de kullanilmakla birlikte, kiiglik yastakiler igin 3’l0,
hatta 2’li derecelendirme kullanmak daha uygun oldugundan” (Kokli, 1995, s. 90), olcekte dcla
derecelendirme kullanilmistir. Ayrica, “maddelerin bos birakilmasini ya da ortalardaki herhangi bir
noktanin isaretlenmesini 6nlemek amaciyla” (Kokla, 1995, s. 90) olcekteki ifadeler, “katiliyorum”,
“kararsizim” ve “katilmiyorum” seklinde derecelendirilmistir. Olgegin 6n sinamadan sonraki asil
uygulamasi, 330’u kiz, 395’i erkek olmak lizere toplam 725 6grenci lizerinde yapilmistir.

Karsilagtirmali testlerde verilerin normal dagilim gostermesi 6nemli bir 6n kosul oldugundan
(Buytkoztiirk, 2016; Tavsancil, 2014), 6¢ek bu anlamda test edilmis ve 6lgegin garpiklik katsayisi -664,
basiklik degeri 256, ortalama degeri 194.86, medyan degeri 192 olarak tespit edilmistir. Elde edilen
degerler, puanlarin normal dagilim gosterdigini gostermektedir. Puanlarin normal dagilim gosterip
gostermedigi Kolmogorov-Simirnov testiyle de incelenmis ve K-S degeri .06 bulunmustur. Bulunan bu
deger “.05’ten buyik oldugundan, puanlar normal dagihm gdéstermistir” (Bliyikoztirk, 2016) denebilir.

Olgekte bulunan her maddenin bireyleri ayirt etme derecesini tespit etmek igin 6lcek puanlarina gére
st %27.00 ve alt %27.00’lik grubun madde puanlari arasindaki farkin anlamlilik derecesine bakilmis
(Arslan, 2006) ve bu amagla yapilan Pearson Momentler Carpimi Korelasyon analizi sonucunda butiin
maddelerle toplam puan arasindaki iliski istatistiki olarak p<.05 diizeyinde anlamli bulunmustur. Olgege
alt-tst grup ortalamalari farkina dayali madde analizi uygulanmis ve madde ayirt edicilik katsayilarini
gosteren t degerlerinin -3.07 ile 23.08 arasinda degistigi ve dolayisiyla 6lcekte bulunan maddelerin
madde-kalan, madde-toplam ve madde-ayirt edicilik dizinlerinin istatistiksel olarak .01 diizeyinde
anlamli oldugu gorilmistiir. Tezbasaran’a (2008) gore madde degerinin anlamhlik dizeyi p>.05 oldugu
takdirde, bu maddelerin 6lgekten gikarilmasi gerekmektedir.
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Olgekle ilgili olarak agimlayici ve dogrulayici faktér analizleri yapilmisir. Agimlayic faktér analizi,
degiskenler arasindaki iliskilerden hareketle faktoér bulmaya yonelik bir islem; dogrulayici faktor analizi
ise daha dnce belirlenmis olan bir varsayimi veya teoriyi dogrulamaya doniik bir islemdir (Blyukoztirk,
2016). Verilerin faktor analizine uygunlugunu arastirmak amaciyla Kaiser—Meyer-Olkin (KMO) Testi ve
Bartlett Testi uygulanmis, Olcegin Kaiser—Meyer-Olkin Testi degeri .82, Bartlett testi degeri .00
bulunmustur. Karagbz ve Kosterelioglu’na (2008) gore, KMO degerinin .80 olmasi belirlenen 6rneklem
blyuklGginin ¢ok iyi oldugunu, Bartlett testi sonucunun p<.05 diizeyinde anlamlilik gostermesi de
faktor analizi yapmak igin degiskenler arasindaki iliskinin yeterliligini gostermektedir. Yapilan faktor
analiz sonucunda 6zdegeri 1’den biyik 5 faktor tespit edilmis, toplam varyansin %88.46’sini agiklayan
bu bes faktérin varyans agiklama oranlari %60.26; %64.57; %70.91; %79.49; %88.46 olarak
belirlenmistir.

Yapilan agimlayici faktor analizi sonucunda elde edilen 5 temel faktér eksen dondiirmesine tabi
tutulmus, yapilan varimax déndirme isleme sonucunda 6lgegin faktor yiuk degerlerinin .95 ile .49
arasinda degistigi, elde edilen 5 faktdriin sirasiyla 1. faktérde 13 madde “Aile Birligine Onem Verme” alt
boyutunu, 2. faktorde 13 madde “Yardimseverlik” alt boyutunu, 3. faktérde 10 madde “Vatanseverlik”
alt boyutunu, 4. faktérde 10 madde “Misafirperverlik” alt boyutunu, 5. faktérde 7 madde “Hosgori” alt
boyutunu olusturdugu; nihai olgegin 25’i olumlu, 28’i olumsuz olmak (izere toplam 53 maddeden
olustugu gorilmistir. Olcekte olumlu ifadeler sirasiyla “katiliyorum” seceneginden “katiimiyorum”
secenegine dogru 3-2-1 seklinde, olumsuz ifadeler ise “katilmiyorum” seceneginden “katiliyorum”
secenegine dogru tam tersi olarak 1-2-3 seklinde puanlandigindan, 6lcekten alinabilecek tutum puaninin
53 ile 159 arasinda olmasi gerektigi anlasiimistir.

Tutum o6lgeginin faktor yapisi agisindan toplanan verilerle gosterdigi uyum derecesini degerlendirmek
ve agimlayici faktor analizi sonuglarinin dogrulugunu test etmek amaciyla (Sumbduloglu & Akdag, 2009)
dogrulayici faktor analizi uygulanmistir. Dogrulayici faktor analizinde, karsilagtirmali uyum indeksi (CFI)
degerinin .90 ve Uzeri olmasi, uyum iyiligi indeksi (GFI) ve diizeltilmis uyum iyiligi indeksi (AGFI) degerinin
.90 ve lzerinde olmasi, tahminin kok hata kareler ortalamasi indeksi (RMSEA) degerinin 0 ya da 0’a yakin
olmasi, kok artik kareler ortalamasi indeksi (RMR) degerinin .05’den kicuk olmasi iyi uyumu
gostermektedir (Cokluk, Sekercioglu & Buyukoztiirk, 2014). Yapilan dogrulayici faktor analizi sonucunda,
CFl (Comperative Fit Index) degeri .93, NFI (Normed Fit Index) degeri .88, GFl (Goodness of Fit Index)
degeri .91, AGFI (Adjusted Goodness of Fit Index) degeri ise .90 olarak hesaplanmis olup bu degerler
modelin uyumlu oldugunu gostermektedir. Ayni zamanda, maddeler ile faktérler arasindaki butiin
iliskiler istatistiksel agidan (p<.01) diizeyinde anlamh bulunmustur. Analizde, RMR (Root Mean Square
Residual) degeri .02, RMSEA (Root Mean Square Error of Approximation) degeri .53 olarak belirlenmis
olup bu degerler modelin iyi bir model oldugunun goéstergeleri olarak degerlendirilebilir. Ulasilan bu
sonuglar, 6lcegin agimlayici faktor analizi ile elde edilen bes faktorli yapisini dogrulamaktadir.

Olgegin giivenirligini belirlemek amaciyla 6lcegin alt boyutlarinin ve tamaminin Cronbach’s Alfa
guvenirlik katsayilarina bakilmistir. Buna gore, 1. faktériin (Misafirperverlik) giuvenirlik katsayisi .97, 2.
faktorin (Yardimseverlik) glvenirlik katsayisi .97, 3. faktorun (Vatanseverlik) glivenirlik katsayisi .99, 4.
faktoriin (Aile Birligine Onem Verme) giivenirlik katsayisi .98 ve 5. faktériin (Hosgori) glivenirlik katsayis
.99 bulunmustur. Olgegin tiimiine ait Cronbach Alpha giivenirlik katsayisi .97 olarak hesaplanmistir.
Hesaplanan “bu degerin, 6lgegin givenirligi icin yliksek bir deger oldugu” (Blyukoztiirk, 2016; Tavsancil,
2014) soylenebilir.

Goriisme formlari

Arastirmacilar tarafindan, Mesnevi Destekli Degerler Egitimi’nin uygulandigi deney grubu 6grencilerinin
tutumlarina iliskin olarak sinif 6gretmeninin goruslerini tespit etmek icin bir 6gretmen gériisme formu,
velilerinin gorislerini tespit etmek icin bir veli gériisme formu ve 6grencilerin uygulamaya iliskin
gorislerini tespit etmek icin bir 6grenci gériisme formu gelistirilmistir. Gorlisme formlar, yari
yapilandirimis acgik uglu sorulardan olusturulmustur. Yildirm ve Simsek’e (2016) gobre, vyarn
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yapilandirimis gortiisme formlari belli sorulardan meydana gelmekte ve katihmcilar bu sorulara
diledikleri tarzda yanitlar vermekte ve kisisel diislincelerini net olarak belirtmektedirler.

Gorlismeler; gorisme formunun hazirlanmasi, formun sinanmasi, gériismelerin yer ve zaman olarak
ayarlanmasi ile goriismelerin gerceklestiriimesi boyutlari (Yildirrm & Simsek, 2016) dikkate alinarak
planlanmistir. Gortisme sorulari hazirlanirken; amaca uygunluguna, alt problemleri destekleyecek
nitelikte olmasina, anlasilabilir olmasina, kazandirilmak istenen degerleri ve ihtiyaci karsilamasina dikkat
edilmistir. Konu uzmani 3 o6gretim UGyesinin gorisleri alinarak olusturulmus olan goérisme taslagi,
orneklemde yer almayan, ancak yakin ozelliklere sahip 3 veli, 3 6gretmen ve 6 Ogrenci lzerinde
denenmis, karsilasilan sorunlar yeni sorular eklenerek, bazi sorular gikarilarak ve bazi sorularda da
degisiklikler yapilarak giderilmistir.

Verilerin Toplanmasi

Arastirmada, verilerin toplanmasinda nicel ve nitel arastirma teknikleri kullaniimistir. ilkokul 4. sinif
dgrencilerinin, Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii
degerlerine iliskin tutumlarini belirlemek amaciyla nicel veri toplama araci olarak tutum dlgegi, nitel veri
toplama araci olarak ise gériisme formlari kullanilmistir. Deney ve kontrol gruplarina, daha 6nce 6n test
olarak uygulanmis olan Tutum Olgedi, 1 Subat-8 Nisan 2017 tarihleri arasinda devam eden deneysel
calismanin tamamlanmasindan iki giin sonra son test olarak tekrar uygulanarak nicel veriler toplanmistir.
Uygulamanin her asamasinda 6gretmen, 6grenci ve veliler bilgilendirilmistir.

Gorismeye gec¢cmeden Once, gorisme esnasinda dikkat edilmesi gereken konular hakkinda
katiimcilar bilgilendirilmis, katiimcilarin sorulara rahat, dogru ve samimi cevaplar vermelerinin
saglanmasina gayret edilmistir. Gorlsmelerde Ogretmene, Mesnevi Destekli Degerler Egitimi
uygulamasinin baslangicindan gériismenin yapildigi giine kadar, sinifinda bulunan 6grencilerin sinif veya
okul ortamindaki tutumlarinda Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile BirliGine Onem Verme
ve Hosgdrii degerlerine iliskin olarak ne gibi degisiklikler gozlemledigine ve uygulanan programi nasil
degerlendirdigine dair yedi soru sorulmustur. Velilere, Mesnevi Destekli Degerler Egitimi uygulamasinin
baslangicindan gorismenin yapildigl gline kadar, evde veya ev disinda Misdfirperverlik, Yardimseverlik,
Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii degerlerini benimseme ve bu degerleri davranis
olarak gosterme agisindan g¢ocuklarinin tutumlarimda ne gibi degisiklikler gozlemlediklerine dair alti soru
sorulmustur. Ogrencilere ise Mesnevi Destekli Degerler Egitimi uygulamasi kapsaminda derste yaptiklari
etkinlikler hakkinda ne distndukleri, uygulamanin Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile
Birligine Onem Verme ve Hosgorii degerleri acisindan tutumlarinda bir degisiklik olusturup
olusturmadigi, uygulamayi sevip sevmedikleri, degerler egitiminin nerede ve nasil yapilmasi gerektigini
dusindiklerine dair alti soru sorulmustur. Gorisme slrecinde katilimcilarin  higbir sekilde
yonlendirilmemesine dikkat edilmis ve arastirmaci yansizligini azami derecede korumustur. Yaklasik
20’ser dakika stren gorismeler, okul idaresince saglanan bir odada gerceklestirilmis ve izin almak
sartiyla katilimcilarin ses kaydi yapilmistir.

Verilerin Analizi
Nicel verilerin analizi

Arastirmada nicel verilerin analizinde, aritmetik ortalama, frekans, bagimsiz grup t-testi, Kruskal-
Wallis H testi ve Mann-Whitney U testi kullanilmistir. Deneysel bir ¢alisma olan arastirmada, “yansiz
olarak belirlenen iki grupta iki farkl uygulamayla ayni icerik igin egitim verilmesi ve arastirma sonucunda
iki uygulama arasindaki etkililigin degerlendirilmesi amaglandigindan bagimsiz grup t-testi kullanilmistir”
(Buyukoztiirk, 2016). Az denekli ve puanlarin normallik varsayimini karsilamadigi deneysel ¢alismalarda,
anlamhlik iliskisini test etmek i¢in Kruskal-Wallis H ve Mann-Whitney U testlerinin kullanilmasi uygun
oldugundan (Blyukoztirk, 2016; Stimbiloglu & Simbiloglu, 2007), arastirmada, az denekli anne-baba
o6grenim dizeyi ile aile gelir dizeyi degiskenleri icin Kruskal-Wallis H testi; cinsiyet degiskeni icin ise
Mann-Whitney U testi kullanilmistir.
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Nitel verilerin analizi

Arastirmada, gorisme yoluyla elde edilen nitel verilerin ¢éziimlemesinde betimsel analiz yaklasimi
tercih edilmistir. Betimsel analiz yaklasiminda, veriler gériisme sorularina gore 6zetlenerek yorumlanir
ve gorisme yapilan bireylerin gorislerinden dogrudan alintilar yapilir (Yildirrm & Simsek, 2016).

Arastirmadan elde edilen verilerin glivenirligi katilimci teyidi, es uzman incelemesi ve kodlayicilar
arasi guvenirlik stirecleri yoluyla gerceklestirilmis (Boyatzis, 1998; Cresswell, 2013; Lincoln & Guba, 1985;
Miles, Huberman & Saldana, 2014); inandiricilik, aktarilabilirlik, tutarlhk ve onaylanabilirlik kriterleri
Isiginda arastirmanin nitel boyutunun gecerlik ve glivenirligi test edilmistir (Yildinm & Simsek, 2016).
Gorusmelerin guvenirligini saglamak icin goriismelerin ses kayitlari iki fakli zamanda ¢6ziimlenerek her
iki coziimlemedeki tutarliliga bakilmistir. Bu amagla uzlasma ylizdesi (Agreement percentage) formuli
kullanilmis (Bakeman & Gottman, 1997) ve uzlasma ylzdesi %91.00 olarak belirlenmistir. Keeves &
Sowden’e (1994) gore uzlasma oraninin %80.00 olmasi givenirlik icin yeterlidir. Ayrica, arastirma
surecinde bir es uzmanin yer almasi, daha kapsamli bir veri analizi yapiimasini sagladigindan (Lincoln &
Guba, 1985), arastirmada, egitim programlari ve 6gretimi alanindan bir 6gretim Uyesi es uzman olarak
yer almig ve katilimci goruslerinin yer aldigi metinler hem arastirmacilar hem de es uzman tarafindan
ayri ayri incelenmis, katilimcilarin sorulara verdikleri yanitlar irdelenmis, olasi kodlar ve temalara iliskin
verimli tartismalar gergeklestirilmistir. Arastirmada c¢oklu kodlayici glivenirligi saglamak igin
arastirmacilara ek olarak egitim bilimleri alaninda doktora derecesine sahip bir uzmana kodlayici gérevi
verilmis, arastirmacilarin ve diger kodlayicinin, katihmcilarin yanitlarinin ¢déziimlenmesine ve kategorize
edilmesine yonelik hazirladiklari yazili metinler incelenerek karsilastiriimis ve yapilan karsilastirmada
%86.00 oraninda bir tutarhlik tespit edilmistir. Hesaplanan bu oran ¢oklu kodlayiciya dayali giivenirlik
analizleri igin yiksek bir deger olarak kabul edilmektedir (Miles et al. 2014). Coklu kodlayici giivenirligi iki
kodlayicinin herhangi bir icerigin niteligine iliskin hangi 6lciide uzlagsma sagladigini ifade eder (Boyatzis,
1998; Miles et al. 2014). Yazili metne donistirilen so6zel konusmalarin tekrar sahibine goétiriliap
lizerinde calisiimasi, verilerin dogrulugunu ve gecerligini giclendirdiginden (Silverman, 2006),
arastirmacilar tarafindan yazili metne dénustirilmus ses kayitlari hem sinif 6gretmenine, hem velilere,
hem de 6grencilere kontrol ettirilerek teyit edilmistir. Ogretmen, veli ve 6grencilerle yiizylize gériismek
suretiyle bilgi kaynaklarinda cesitlemeye gidilmis, ayni zamanda elde edilen nitel veriler nicel verilerle de
desteklenmistir.

Bu calismada, ulasilan bulgularin dizenlenmis ve yorumlanmis bir sekilde okuyucuya aktarilmasi
hedeflendiginden, elde edilen veriler Oonce sistematik, mantikli, tutarli ve anlasir bir sekilde
betimlenmis, gerekli yerlerde dogrudan alintilar yapilmis ve daha sonra yapilan bu betimlemeler
actklanmis, yorumlanmis, karsilastirilmis, neden-sonug iliskileri irdelenmis ve sonuglara ulasgiimistir.

Bulgular

Arastirmanin bulgular boliminde, her bir alt probleme iliskin bulgular sirasiyla asagida verilmistir.

Birinci Alt Probleme iliskin Bulgular

Alt problem 1: “Mesnevi Destekli Degerler Egitimi'nin uygulandig deney grubu ile uygulanmadigi
kontrol grubu o6grencilerinin, deneysel islem oncesi ve sonrasi oGlgimlere gbre Misafirperverlik,
Yardimseverlik, Vatanseverlik, Aile BirliGine Onem Verme ve Hosgérii degerlerine iliskin tutumlari
arasinda anlamli bir farklilik var midir?”

Deney ve kontrol grubu 6grencilerinin, Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile Birligine
Onem Verme ve Hosgérii degerlerine iliskin uygulama 6ncesi ve sonrasi tutumlarini belirlemek amaciyla
tutum Olcegi uygulanmis, elde edilen sonuclar Tablo 3’te verilmistir. Tablo 3 incelendiginde, deney grubu
on test puanlari (X= 101.29) ile kontrol grubu 6n test puanlari (X=102.06) arasinda .05 gliven diizeyinde
istatistiksel olarak anlamli bir farkliligin olmadigi [to)= -.41, p>.05]; deney grubu son test puanlar (x=
153.61) ile kontrol grubu son test puanlarn (X= 125.81) arasinda ise .05 gliven diizeyinde istatistiksel
olarak deney grubu lehine anlamli bir farklilik oldugu [t0=11.327, p<.05] goriilmektedir.
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Tablo 3.
Deney ve Kontrol Grubu 6grencilerinin On Test-Son Test Tutum Puanlarina iliskin Bagimsiz Grup t-Testi
Sonuclari.

t testi
Test Grup N x Ss Sh, t Sd p
On test Deney 31 101.29 6.70 1.20 -41 60 .68
Kontrol 31 102.06 8.07 1.45
Son test Deney 31 153.61 6.27 1.12 11.32 60 .00
Kontrol 31 125.81 12.14 2.18

Deney ve kontrol grubu o6grencilerinin 6n test tutum puanlari arasinda anlamh bir farklihgin
olmamasi, her iki grubun uygulama 6ncesi Misdfirperverlik, Yardimseverlik, Vatanseverlik, Aile Birligine
Onem Verme ve Hosgérii degerlerine iliskin benzer tutumlara sahip olduklarini; deney ve kontrol grubu
ogrencilerinin son test puanlari arasinda deney grubu lehine anlamli bir farkliigin olusmasi ise yapilan
Mesnevi Destekli Degerler Egitimi uygulamasinin, Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile
BirliGine Onem Verme ve Hosgérii degerlerine iliskin olarak &grencilerin tutumlarini olumlu ydnde
etkiledigini ortaya koymaktadir.

ikinci Alt Probleme iliskin Bulgular

Alt problem 2: “Mesnevi Destekli Degerler Egitimi’nin uygulandigi deney grubu ile uygulanmadig
kontrol grubu o6grencilerinin, deneysel islem oncesi ve sonrasi olgimlere gbére Misafirperverlik,
Yardimseverlik, Vatanseverlik, Aile BirliGine Onem Verme ve Hosgérii degerlerine iliskin tutumlari
arasinda cinsiyet degiskenine goére anlamh bir farkhhk var midir?”

Deney ve kontrol grubundaki 6grencilerin, Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile
BirliGine Gnem Verme ve Hosgérii degerlerine iliskin uygulama oncesi ve sonrasi tutumlari arasinda
cinsiyet degiskenine gore anlaml bir farkhlk olup olmadigini tespit etmek amaciyla Mann-Whitney U
testi uygulanmis ve ulasilan sonuglar Tablo 4’te verilmistir.

Tablo 4.
Ogrencilerin Cinsiyetlerine Gére On Test-Son Test Tutum Puanlarina iliskin Mann-Whitney U Testi
Sonuglari.

Test Grup Cinsiyet N Xsira Isira U z p
On test Deney Kiz 15 17.50 262.50 97.50 -.89 37
Erkek 16 1459  233.50
Kontrol Kiz 15 16.63  249.50 110.50 -.37 .70
Erkek 16 15.41  246.50
Son test Deney Kiz 15 15.70 235.50 115.50 -.20 .83
Erkek 16 16.28  260.50
Kontrol Kiz 15 17.33  260.00 100.00 -.79 42
Erkek 16 14.75  236.00

Tablo 4 incelendiginde; deney grubu 6n test puanlarinda, kiz 6grenciler ile erkek 6grenciler arasinda
.05 gliven diizeyinde istatistiksel olarak anlaml bir farkhligin olmadigi [U=97.50, p>.05], kontrol grubu 6n
test puanlarinda da kiz 6grenciler ile erkek 6grenciler arasinda .05 giiven diizeyinde istatistiksel olarak
anlamli bir farkhhgin olmadig [U=110.50, p>.05]; deney grubu son test puanlarinda kiz 6grenciler ile
erkek ogrenciler arasinda .05 gliven dizeyinde istatistiksel olarak anlamh bir farkhligin olmadigi
[U=115.50, p>.05], kontrol grubu son test puanlarinda da kiz 6grenciler ile erkek 6grenciler arasinda .05
given dizeyinde istatistiksel olarak anlaml bir farkhligin olmadigi [U=100.00, p>.05] gorilmektedir.
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Ugiincii Alt Probleme iliskin Bulgular

Alt problem 3: “Mesnevi Destekli Degerler Egitimi’nin uygulandigi deney grubu ile uygulanmadig
kontrol grubu O6grencilerinin, deneysel islem 0©ncesi ve sonrasi Ol¢limlere goére Misafirperverlik,
Yardimseverlik, Vatanseverlik, Aile BirliGine Onem Verme ve Hosgérii degerlerine iliskin tutumlari
arasinda anne-babanin 6grenim dizeyi degiskenine gore anlaml bir farkhlik var midir?”

Deney ve kontrol grubundaki 6grencilerin, Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile
BirliGine Onem Verme ve Hosgérii degerlerine iliskin uygulama 6ncesi ve sonrasi tutumlari arasinda,
anne 6grenim dizeyi degiskenine gére anlamli bir farkhlik olup olmadigini belirlemek amaciyla Kruskal-
Wallis H testi uygulanmis ve ulasilan sonuglar Tablo 5’te sunulmustur.

Tablo 5.
Ogrencilerin Anne Ogrenim Diizeyine Gére On Test-Son Test Tutum Puanlarina iliskin Kruskal-Wallis H
Testi Sonuglari.

Test Grup Anne Ogrenim Diizeyi N Xsira x2 Sd p
On test Deney ilkégretim 17 16.26 .20 2 .90
Lise 12 16.08
Universite 2 13.25
Kontrol ilkégretim 11 11.32 4.63 2 .09
Lise 12 18.08
Universite 8 19.31
Son test Deney ilkégretim 17 15.79 4.46 2 .10
Lise 12 18.08
Universite 2 5.25
Kontrol ilkégretim 11 15.95 .20 2 .90
Lise 12 15.29
Universite 8 17.13

Tablo 5 incelendiginde; deney grubu 6n test puanlarinda anne 6grenim dizeyi ile 6grencilerin
tutumlari arasinda .05 gliven dizeyinde istatistiksel olarak anlamli bir farkhhgin olmadigi [(H(3)=.20,
p>.05], kontrol grubu 6n test puanlarinda da anne 6grenim diizeyi ile 6grencilerin tutumlari arasinda .05
given dizeyinde istatistiksel olarak anlaml bir farkliigin olmadigi [(H(3)=4.65, p>.05]; deney grubu son
test puanlarinda anne 06grenim dizeyi ile 6grencilerin tutumlari arasinda .05 giliven diizeyinde
istatistiksel olarak anlamli bir farkliigin olmadig [(H(3)=4.46, p>.05], kontrol grubu son test puanlarinda
da anne 0Ogrenim dizeyi ile 6grencilerin tutumlari arasinda .05 giiven dizeyinde istatistiksel olarak
anlamli bir farkliigin olmadigi [(H(3)=.20, p>.05] goriilmektedir.

Deney ve kontrol grubunda yer alan 6grencilerin Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile
Birligine Onem Verme ve Hosgérii degerlerine iliskin uygulama ©ncesi ve sonrasi tutumlari arasinda,
baba 6grenim diizeyi degiskenine gére anlamli bir iliski olup olmadigini belirlemek amaciyla Kruskal-
Wallis H testi uygulanmis ve ulasilan sonuglar Tablo 6’da verilmistir. Tablo 6 incelendiginde; deney grubu
on test puanlarinda baba 6grenim dizeyi degiskeni ile 6grencilerin tutumlari arasinda .05 gliven
dlzeyinde istatistiksel olarak anlamli bir farkliigin olmadig [(H(3)=10.45, p>.05], kontrol grubu 6n test
puanlarinda da baba 6grenim diizeyi degiskeni ile 6grencilerin tutumlari arasinda .05 gliven diizeyinde
istatistiksel olarak anlamh bir farklihgin olmadig [(H(3)=5.10, p>.05]; deney grubu son test puanlarinda
baba 6grenim diizeyi degiskeni ile 6grencilerin tutumlari arasinda .05 glven diizeyinde istatistiksel
olarak anlamh bir farkhligin olmadig [(H(3)=4.73, p>.05], kontrol grubu son test puanlarinda da baba
o6grenim dizeyi degiskeni ile 6grencilerin tutumlari arasinda .05 glven diizeyinde istatistiksel olarak
anlamli bir farkliigin olmadigi [(H(3)=1.86, p>.05] gorilmektedir.
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Tablo 6.
Ogrencilerin Baba Ogrenim Diizeyine Gére On Test-Son Test Tutum Puanlarina iliskin Kruskal-Wallis H
Testi Sonuglari.

Test Grup Baba Ogrenim Diizeyi N Xsira X Sd P
On test Deney ilkégretim 14 13.32 10.45 2 .29
Lise 11 19.00
Universite 6 16.75
Kontrol ilkégretim 12 11.38 5.10 2 .07
Lise 4 18.50
Universite 15 19.03
Son test Deney ilkdgretim 14 13.96 4.73 2 .09
Lise 11 20.18
Universite 6 13.08
Kontrol ilkégretim 12 16.54 1.86 2 .39
Lise 4 10.25
Universite 15 17.10

Dérdiincii Alt Probleme iliskin Bulgular

Alt problem 4: “Mesnevi Destekli Degerler Egitimi'nin uygulandigi deney grubu 6grencileri ile
uygulanmadigl kontrol grubu O6grencilerinin, deneysel islem ©ncesi ve sonrasi Olglimlere gore
Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii degerlerine iliskin
tutumlari arasinda ailenin gelir diizeyi degiskenine gore anlamh bir farkhhk var midir?”

Deney ve kontrol grubunda yer alan 6grencilerin Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile
BirliGine Onem Verme ve Hosgérii degerlerine iliskin uygulama 6ncesi ve sonrasi tutumlar arasinda,
ailenin gelir diizeyi degiskenine gore anlamli bir farkhlik olup olmadigini tespit etmek amaciyla Kruskal-
Wallis H testi uygulanmis ve ulasilan sonuglar Tablo 7’de verilmistir.

Tablo 7.
Ogrencilerin Ailelerinin Gelir Diizeyine Gére On Test-Son Test Tutum Puanlarina lliskin Kruskal-Wallis H
Testi Sonuglari.

Test Grup Aile Gelir Diizeyi N Xsira x2 Sd p
On test Deney 2000 Tl'den az 10 14.95 .74 2 .68
2001 TL-4000 TL 14 17.54
4000 TL'den fazla 7 14.43
Kontrol 2000 Tl'den az 4 10.75 1.64 2 44
2001 TL-4000 TL 17 16.35
4000 TL'den fazla 10 17.50
Son test Deney 2000 Tl'den az 10 14.85 .32 2 .85
2001 TL-4000 TL 14 16.71
4000 TL'den fazla 7 16.21
Kontrol 2000 Tl'den az 4 20.50 1.20 2 .54
2001 TL-4000 TL 17 14.97
4000 TL'den fazla 10 15.95

Tablo 7 incelendiginde; deney grubu 6n test puanlarinda ailenin gelir diizeyi ile 6grencilerin tutumlari
arasinda .05 gliven dizeyinde istatistiksel olarak anlamli bir farklihgin olmadig [(H(3)=.74, p>.05],
kontrol grubu 6n test puanlarinda da ailenin gelir dizeyi ile 6grencilerin tutumlari arasinda .05 gliven
dizeyinde istatistiksel olarak anlaml bir farkliligin olmadigi [(H(3)=1.64, p>.05]; deney grubu son test
puanlarinda ailenin gelir diizeyi ile 6grencilerin tutumlari arasinda .05 gliven dizeyinde istatistiksel
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olarak anlamli bir farkliigin olmadigi [(H(3)=.32, p>.05], kontrol grubu son test puanlarinda da ailenin
gelir diizeyi ile 6grencilerin tutumlari arasinda .05 gliven diizeyinde istatistiksel olarak anlamli bir
farkliigin olmadigi [(H(3)=1.20, p>.05] gorilmektedir.

Besinci Alt Probleme iliskin Bulgular

Alt problem 5: “Mesnevi Destekli Degerler Egitimi’nin uygulandigi deney grubu ogrencilerinin
tutumlarinaiiliskin olarak sinif 6gretmeninin gorusleri nelerdir?”

Uygulama sonrasi, deney grubunda yer alan 6grencilerin 6gretmenine, Mesnevi Destekli Degerler
Egitimi uygulamasinin baslangicindan goériismenin yapildigi gline kadar, sinifinda bulunan 6grencilerin
sinif veya okul ortamindaki tutumlarinda Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile Birligine
Onem Verme ve Hosgérii degerlerine iliskin olarak ne gibi degisiklikler gdzlemledigine ve yapilan
uygulamayi nasil degerlendirdigine dair yedi soru sorulmustur. Sinif 6gretmeninin verdigi cevaplardan
bazi 6rnekler asagida sunulmustur:

Deney grubu 6gretmeni

“Yaptigimiz uygulamadan sonra édrencilerimin, okulumuzda bulunan yabanci uyruklu égrencilere
daha sicak yaklastiklarini fark ettim. Bazi 6grencilerimin, ihtiyaci olan arkadaslarinin kullanmasi igin
sinifa bir yardim kutusu getirdiklerini gérdiim. Yaptigimiz uygulamadan sonra égrencilerimin vatanin
béliinmezligine daha fazla vurgu yaptiklarini fark ettim. Yapilan uygulamanin, égrencilere vatanseverlik
degerini benimsetme ve bu deger isiginda tutumlarinda dedisimlere neden olma konusunda basaril
oldugunu séyleyebilirim. Bu uygulama sonrasinda égrencilerimin aile birligine, ailenin énemine, ailede
gecerli kurallara, aile iliskilerine, ailedeki sorumluluklara, aile biyiikleri ve sicak yuva kavramlarina ve
6zellikle anne sevgisine daha fazla vurgu yaptiklarini gérdiim. Uygulamadan sonra, sinifimdaki
o6grencilerde hosgériilii davranma agisindan genel olarak olumlu yénde degisikler oldugunu
soyleyebilirim. Daha énce sorunlarini siddet kullanarak ¢ézmeye ¢alisan birkag égrencimin bu yolu terk
ettiklerini, arkadaslarina daha sevecen ve anlayish yaklastiklarini gérdiim. Mesnevi Destekli Dederler
Egitimi uygulamasini genel olarak basarili buluyor ve égrenciler lizerinde olumlu yénde etki yaptigini
diistiniiyorum. Derslerde bu tir uygulamalara siklikla yer verilmesi gerektigi kanaatindeyim. Bu
uygulamanin, sadece belli derslerde degil, biitiin derslerde siklikla yapilmasi gerektigini, programlarin ve
ders kitaplarinin da bu yénde hazirlamasi gerektigini diistiniiyorum. Bu tiir uygulamalarla velilerin de
degerler konusunda egitilmeleri gerektigini diisiiniiyorum.”

Sinif 6gretmeni ile yapilan goérismeden saglanan veriler betimsel analize tabi tutuldugunda,
ogretmenin Mesnevi Destekli Degerler Egitimi uygulamasina iliskin gorislerinin olumlu oldugu;
uygulamaya yoénelik pozitif degerlendirmelerde bulundugu goralmustir. Sinif 6gretmeninin géruslerine
gore, yapilan uygulamanin 06grencilerin tutumlarini olumlu yonde etkileyen, basarili ve etkili bir
uygulama oldugu; uygulamadan sonra 6grencilerin olaylara veya kisilere karsi daha hosgorili
davrandiklari, kimsesiz, evsiz-yurtsuz kisilere karsi daha duyarli hale geldikleri, sosyal yardimlasma ve
dayanisma duygularinda artis oldugu, birlik olma, vatani sevme ve vatani koruma konusunda daha
hassas hale geldikleri, aile birligi, ailenin dnemi, ailede gegerli kurallara uyma, aile iligkilerini 5Gnemseme,
ailedeki sorumluluklari yerine getirme ve aile biyiklerine saygi gosterme konusunda daha duyarli hale
geldikleri soylenebilir. Sinif 6gretmenine gore, Mesnevi Destekli Degerler Egitimi uygulamasi bitin
derslere ve biitlin 6gretim kademelerine yayginlastiriimali, ders programlari ve ders kitaplari bu yonde
hazirlanmali, veliler de degerler egitimi konusunda bu veya buna benzer uygulamalarla egitilmelidir.

Altinc Alt Probleme lligkin Bulgular

Alt problem 6: “Mesnevi Destekli Degerler Egitimi’nin uygulandigi deney grubu ogrencilerinin
tutumlarina iliskin olarak velilerinin gorisleri nelerdir?”
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Deney grubunda yer alan 5 6grencinin velilerine, Mesnevi Destekli Degerler Egitimi uygulamasinin
baslangicindan gorismenin yapildigi gline kadar, evde veya ev disinda Misafirperverlik, Yardimseverlik,
Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii degerlerini benimseme ve bu degerleri davranis
olarak gosterme agisindan cocuklarinda ne gibi degisiklikler gézlemlediklerine dair alti soru sorulmustur.
Ogrenci velilerinin verdikleri cevaplardan bazi érnekler asagida sunulmustur:

Veli 1 (6grenci 1’in annesi); “Bu uygulama, ¢ocugumda misafirperverlik duygusunu arttirdi ve evi
olmayan ya da lilkesinden ayri yasamak zorunda olan insanlarin farkina varmasini sagladi. Bu uygulama
sayesinde olsa gerek, ¢ocugum eve gelen misafir ¢ocuklarla odasini ve oyuncaklarini daha rahat
paylasmaya basladi. Bu uygulamayi ¢ok faydali buldugumu séylemeliyim.”

Veli 2 (6grenci 2’nin annesi); “Bu uygulamadan sonra ¢ocugumun daha yardimsever oldugunu
séyleyebilirim. Ornedin, sitedeki yasllara daha cok yardim ettigini, ellerindeki posetleri tasidigini gérdiim.
Cocugum evde bana ve babasina da daha ¢cok yardim eder oldu. Odasini ve oyuncaklarini topladigini,
cantasini hazirladigini, masay! hazirlarken bana yardim ettigini fark ettim. Dederler egitiminin, bu veya
buna benzeyen uygulamalarla verilmesi gerektigini diisiiniiyorum.”

Veli 3 (68renci 3’Un babasi); “Bu uygulamanin, cocugumdaki vatan sevgisi, vatani koruma, vatan igin
calisma, vatani yiiceltme duygularini artirdigini s6yleyebilirim. Cocugumun, okullarindaki vatanindan ayri
kalmis yabanci uyruklu 6grencilere daha ¢ok iziildiigiini, onlari evde daha sik anlattigini gézlemledim.
Bu uygulamanin velilere de yapilmast iyi olur bence.”

Veli 4 (6grenci 4’in babasi); “Bu uygulama, cocugumda, ailede gérev listlenme, aile iiyeleriyle isbirligi
yapma ve ailedeki sorumluluklarini yerine getirme konusunda olumlu gelismelere neden oldu. Bu
uygulamadan sonra ¢ocugumda aileye, aile birligine ve aile biiyiiklerine yénelik olumlu yénde ciddi bir
tutum degisikligi oldugunu séyleyebilirim. Bu uygulama biitiin derslerde yapiimalidir.”

Veli 5 (6grenci 5’in annesi); “Okuldaki bu uygulama basladiktan sonra ¢ocugumun eve daha mutiu
geldigini, arkadaslarindan daha sevecen bahsettigini gézlemledim. Cocugumun daha sabirli, anlayisli,
kibar ve daha olgun davranisiar sergiledigini gérdiim. Insanlarin birbirlerinden farkli olduklarini, hata
yapabileceklerini ve bundan dolayi onlara kizmamak gerektigini defalarca ¢ocugumdan duydum. Bu
uygulama biitiin okullara yayginlastiriimali ve yil boyu devam ettirilmelidir.”

Deney grubunda yer alan 5 6grenci velisinin, uygulamanin baslangicindan goriismenin yapildigi gline
kadar, evde veya ev disinda Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile BirliGine Onem Verme ve
Hosgérii degerlerini benimseme ve bu degerleri tutum ve davranis olarak gosterme agisindan
cocuklarinda ne gibi degisiklikler gdzlemlediklerine yonelik olarak sorulan sorulara verdikleri cevaplar
betimsel analize tabi tutulmus ve sonuglar asagida siralanmistir:

Misafirperverlik degeri
Bu uygulama,

e Misafirperverlik degerine yonelik olarak cocugumun tutumlarinda olumlu degisiklikler yapmistir.
e Cocugumdaki misafirperverlik duygusunu artirmistir.

e Cocugumda paylasma duygusu gelistirmistir.

e Cocugumda misafirlige gitme ve misafir kabul etme istegini artirmistir.

e Cocugumdaki evsiz ve yurtsuz insanlara yonelik duyarliligr artirmistir.

e Biittin okullara yayginlastirilmahdir.

e Biitlin derslerde yapilmalidir.

e Biitlin yil boyunca strdurilmelidir.

o Velilerle de yapiimalidir.
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Yardimseverlik degeri
Bu uygulama,

e Yardimseverlik degerine yonelik olarak gocugumun tutumlarinda olumlu degisiklikler yapmistir.
e Cocugumdaki yardimseverlik duygusunu artirmistir.

e Cocugumdaki paylasma duygusunu gelistirmistir.

e Cocugumda yaslilara ve yoksullara yardim etme istegini artirmistir.

e Cocugumda yardimseverlik degerine yonelik bir farkindalik olusturmustur.

e Cocugumun evsiz, yurtsuz ve kimsesiz insanlara yonelik duyarliigini artirmistir.

e Cocugumdaki yardim kuruluslarinin ¢calismalarina katki saglama istegini artirmistir.

e Biitlin okullara yayginlastirilmahdir.

e Bitiin derslerde yapilmaldir.

e Biitlin yil boyunca siirdirilmelidir.

¢ Velilerle de yapilmalidir.

Vatanseverlik degeri
Bu uygulama,

e Vatanseverlik degerine yonelik olarak cocugumun tutumlarinda olumlu degisiklikler yapmustir.
e Cocugumdaki vatanseverlik duygusunu arttirmistir.

e Cocugumdaki kimsesiz ve vatansiz insanlara yonelik duyarliligi arttirmistir.

e Cocugumun savas, goc ve yalnizlik konulu haberlere ilgisini arttirmistir.

e Biittin okullara yayginlastirilmahdir.

e Biitlin derslerde yapilmaldir.

e Biitlin yil boyunca siirdurtlmelidir.

o Velilerle de yapiimalidir.

Aile birligine nem verme degeri
Bu uygulama,

e Aile birligine énem verme degerine yonelik olarak ¢ocugumun tutumlarinda olumlu degisiklikler
yapmistir.

e Cocugumdaki aile birligine 6nem verme duygusunu arttirmistir.

e Cocugumu, anne ve babasi ayrilmis cocuklara yonelik olarak daha hassaslastirmistir.

e Cocugumdaki aile buyilklerine saygi duyma ve onlarin sozlerini dinleme tutum ve davranisini
pekistirmistir.

e Cocugumdaki ailede sorumluluk alma ve sorumluluklarini yerine getirme istegini arttirmistir.
e Cocugumda isbirligi ve isbolumi yapma istek ve anlayisini arttirmistir.

e Cocugumdaki aile bliylklerinin elestirilerini anlayisla karsilama duygusunu gelistirmistir.

e Cocugumun evsiz, ailesiz ve kimsesiz insanlara yonelik duyarliligini arttirmistir.

e Bittin okullara yayginlastirilmahdir.

e Biitlin derslerde yapilmalidir.

e Bitlin yil boyunca siirdirialmelidir.

o Velilerle de yapiimalidir.
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Hosgorii degeri
Bu uygulama,

e Hosgorli degerine yonelik olarak gocugumun tutumlarinda olumlu degisiklikler yapmustir.
e Cocugumdaki anlayis ve sabir duygusunu arttirmistir.

e Cocuguma fiziksel farkliliklarin alay konusu olmamasi gerektigini 6gretmistir.

e Cocuguma diger diinya dillerinin de 6grenilmeye deger oldugunu gostermistir.

e Cocugumda diger irklara saygi gésterme tutumunu gelistirmistir.

e Cocuguma insanlar arasinda cinsiyet ayirimi yapmamasi gerektigini 6gretmistir.

e Biittin okullara yayginlastirilmahdir.

e Biitlin derslerde yapilmalidir.

e Bitin yil boyunca sirdiralmelidir.

o Velilerle de yapiimalidir.

Yapilan goriismelerde veliler, Mesnevi Destekli Degerler Egitimi uygulamasindan sonra 6grencilerinin
tutum ve davranislarinda olumlu degisiklikler oldugunu; uygulamanin 6grenciler Gzerinde arastirma
kapsamina alinmis olan degerler agisindan olumlu etkiler yarattigini ifade etmislerdir. Bu sonug, yapilan
uygulamanin o6grencilerin tutumlarini olumlu yonde etkileyen basarili bir uygulama oldugunu
gostermektedir. Ayni zamanda bu sonug, arastirmanin nicel verilerini de desteklemektedir.

Yedinci Alt Probleme iligkin Bulgular

Alt problem 7: “Deney grubunda yer alan 6grencilerin, Mesnevi Destekli Degerler Egitimi uygulamasina
iliskin gorusleri nelerdir?”

Uygulama sonrasi, deney grubunda bulunan 5 0Ogrenciye, Mesnevi Destekli Degerler Egitimi
uygulamasi kapsaminda derste yaptiklar etkinlikler hakkinda neler dusindikleri; bu uygulamanin,
Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile BirliGine Onem Verme ve Hosgérii degerleri
acisindan tutumlarinda bir degisiklik olusturup olusturmadigi; Mesnevi Destekli Degerler Egitimi
uygulamasini sevip sevmedikleri; degerler egitiminin nerede ve nasil yapilmasi gerektigi ile ilgili alti soru
yoneltilmistir. Deney grubu 6grencilerinin verdikleri cevaplardan bazi 6rnekler asagida sunulmustur:

Ogrenci 1; “Bu uygulama sayesinde dedisik ¢calismalar yaptik. Bircok farkli hikdye 6grendik. Tiyatro
yaptik. Mevldna’y! tanidik. Derste yaptigimiz etkinlikler ¢cok giizeldi. Bu derste yaptigimiz etkinlikler ¢ok
eglenceliydi. Bu etkinlikler bana ¢ok bilgi égretti. Bu uygulamayi ¢ok sevdim.”

Ogrenci 2; “Bu ders sayesinde tutumlarim degisti. Arkadaslarimin hatalarina hosgériilii oldum. Ailemi
ve vatanimi daha ¢ok sevmem gerektigini anladim. Evimize gelen misafir ¢ocuklarla oyuncaklarimi
paylasiyorum artik. Teréristlerden nefret ediyorum.”

Ogrenci 3; “Artik anneme, babama ve kardesime daha ¢ok yardimci oluyorum. Yashlara ve yoksullara
daha cok yardim ediyorum. Yardimseverlik cok giizel bir duygu.”

Ogrenci 4; “Bu uygulamadaki hikdyeler sayesinde ailemin kiymetini anladim. Vatanimiz olmazsa
Suriyeli cocuklar gibi kétii duruma diiseriz. Artik arkadaslarimla oyuncaklarimi, kitaplarimi paylasiyorum,
¢linkii Mevldna bunu istiyor.”

Ogrenci 5; “Bence degerler editimi okulda yapiimalidir. Ciinkii okulda 6Gretmenler var ve onlar daha
iyi bilirler. Ayrica okulda daha fazla ders arag-gereci, kiitiiphane ve laboratuarlar bulunmaktadir.”

Deney grubunda yer alan 5 6grencinin, Mesnevi Destekli Degerler Egitimi uygulamasi kapsaminda
derste yaptiklari etkinlikler hakkinda neler distindikleri; bu uygulamanin tutumlarinda bir degisiklik
olusturup olusturmadigi; Mesnevi Destekli Degerler Egitimi uygulamasini sevip sevmedikleri; degerler
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egitiminin nerede ve nasil yapilmasi gerektigi ile ilgili olarak sorulan sorulara verdikleri cevaplar betimsel
analize tabi tutulmus ve sonuglar asagida siralanmistir:

Etkinliklere iliskin cevaplar

o Etkinlikler eglenceliydi.

o Etkinlikler ¢ok guizeldi.

o Etkinlikler komikti.

o Etkinlikler degisikti.

o Etkinliklerden ¢ok sey 6grendim.

Tutumlara iliskin cevaplar

e Daha ¢ok misafirperver oldum.

e Daha ¢ok yardimsever oldum.

o Ailemin kiymetini daha ¢ok anladim.
e Vatanimi daha ¢ok sevdim.

e Aileme, yoksullara ve yashlara yardimci oldum.

Uygulamaya iliskin cevaplar

e Uygulamayi ¢cok sevdim.

e Uygulama ¢ok eglenceliydi.

e Okudugumuz hikayeler cok komikti.
o Cok bilgiler 6grendik.

e Tiyatro oynadik.

Degerler egitimine iliskin cevaplar
o Degerler egitimi okulda yapiimalidir.
e Degerler egitimi 6gretmenler tarafindan yapiimalidir.
e Ogretmenler egitimi daha iyi yapar.
e Degerler egitimi icin okulun olanaklari (arag-gereg, ortam vb.) daha fazladir.
e Ogretmenler daha bilgilidir.

Yapilan gorismelerde 6grenciler, Mesnevi Destekli Degerler Egitimi uygulamasindan sonra tutum ve
davraniglarinda olumlu degisiklikler oldugunu; etkinlikleri ve uygulamayi sevdiklerini, eglendirici ve
ogretici bulduklarini, degerler egitiminin okulda ve 6gretmenler tarafindan yapilmasi gerektigini ifade
etmislerdir. Bu sonug, yapilan uygulamanin 6grencilerin tutumlarini olumlu yonde etkileyen basarili bir
uygulama oldugunu géstermektedir.

Tartisma ve Sonug

Arastirmanin amaci dogrultusunda belirlenmis olan alt problemlere iliskin verilerin analizi sonucunda
ortaya konan bulgulardan hareketle asagidaki sonuglara ulasilmis ve ulasilan sonuglar dogrultusunda
oneriler gelistirilmistir.

Arastirmada, Mesnevi Destekli Degerler Egitimi'nin uygulandigi deney grubu 6grencilerinin,
Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii degerlerine iliskin
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tutumlarinda, uygulama oncesi ve sonrasi olglimlere gore anlaml bir farklilik olustugu gorilmustdr.
Ulasilan bu sonug, Mesnevi Destekli Degerler Egitimi uygulamasinin, Ogrencilerin Misafirperverlik,
Yardimseverlik, Vatanseverlik, Aile BirliGine Onem Verme ve Hosgérii degerlerine iliskin tutumlari
Gzerinde olumlu yonde etkili oldugunu gostermektedir. Ulasilan bu sonug, Mesnevi‘de bulunan
hikayelerin eglendirici ve 6gretici yonlerinin ve atasozlerinden, deyimlerden ve 6gltlerden olusan zengin
iceriklerinin, cocuklarin degerleri daha kolay ve daha etkili olarak 6grenmelerini sagladigi ve tutumlari

izerinde etkili oldugu seklinde yorumlanabilir.

Nicel verilere dayali olarak ulasilan bu sonug; 6gretmen, veli ve 6grenci gériismelerine dayall nitel
verilerle de desteklemektedir. Uygulama sonrasi elde edilen bu sonug, baska calismalarla da
desteklenmektedir. Bu ¢alismalarda; Mesnevi hikayelerinin, deger 6gretiminde eglendirici ve 6gretici bir
tiir olarak kullanilabilecegi, Mesnevi’nin degerler agisindan oldukga zengin bir icerige sahip oldugu tespit
edilmistir (Comakl, 2015; Turan et al. 2010). Yapilan c¢alismalarda, Mesnevi hikadyelerinin, deger
aktariminda etkili oldugu, Mesnevilerin deger kazandirma araci olarak kullanilabilecegi, Mesnevi
hikayelerinin deger 6gretiminde ve degerlere iliskin tutum gelistirmede etkili oldugu (Akkaya, 2013;
Sancak, 2011; Sancak et al. 2013; Sucu, 2012) ve Mesnevi'deki hikayelerin, evrensel ve temel insani
degerlerin kazandirilmasinda etkili olarak kullanilabilecegi (Durmus, 2011) belirlenmistir.

Arastirmada, deneysel islem sonrasi hem deney hem de kontrol grubu 6grencilerinin
Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile BirliGine Onem Verme ve Hosgérii degerlerine iligkin
tutum olgegi son test puanlari arasinda cinsiyet, anne-baba 6grenim diizeyi ve ailenin gelir dizeyi
degiskenlerine gore anlamh bir farkhihk bulunmadigi gorilmiastir. Bu sonug, 6grencilerin
misafirperverlik, yardimseverlik, vatanseverlik, aile birligine 6nem verme ve hosgori degerlerine iliskin
tutumlari Gzerinde cinsiyet, anne-baba 6grenim diizeyi ve ailenin gelir diizeyi degiskenlerinin etkili
olmadigini géstermektedir. Mesnevi’de bulunan hikayelerin kahramanlarinin hem zengin hem yoksul
insanlardan segilmis olmasinin, hikdyelerin ders/6gut vermek amaciyla hem zengin hem de yoksul
hayatlari konu edinmesinin ve bu anlamda herhangi bir ayirim yapilmamasinin bu sonugta etkili oldugu
soylenebilir. Ayrica, s6z konusu hikayelerde hem kadin hem erkek kahramanlarin bulunmasi ve 6zellikle
bir cinsiyete yonelik pozitif ya da negatif ayirimcilik yapiimamasinin 6grencilerin degerlendirmelerinde
cinsiyetlerinin etki oranini azalttigi séylenebilir. Ailelerin 6grenim dizeylerinin 6grencilerin degerlere
iliskin tutumlar Gzerinde etkili olmamasinin, ailelerin 6grenim diizeylerinden kaynaklanan artilarini ya da
eksilerini ¢ocuklarina yansitmamalarindan kaynaklandigi soylenebilir. Gerek cinsiyet, gerek ailelerin gelir
ve 6grenim dizeylerinin 6grencilerin degerlere iliskin tutumlari tizerinde etkili olmamasinin, 6grencilerin
yas gruplarinin (9-10 yas) bu degiskenleri tutum ve davranislarinda farkliliklara neden olacak degerde
gormemelerinden, yaslari itibariyle bu degiskenleri bir farklilik gerekcesi olarak algilamamalarindan ve
daha esitlik¢i dislinmelerinden kaynaklandigi da séylenebilir.

Yapilan baska calismalarda da deger egitiminde 6grencilerin tutumlari ile cinsiyet, anne-baba
6grenim dizeyi ve ailenin gelir diizeyi degiskenleri arasinda anlamli bir iliski bulunmamistir (Akbas, 2004;
Aktepe, 2010; Aladag, 2009; Yigittir, 2009). Yapilan diger ¢alismalarda, sosyo-ekonomik dizeyin deger
kazaniminda farkllik yaratmadigi (Baydar, 2009; iscan, 2007); deger egitiminde 6grencilerin tutumlari ile
cinsiyet degiskeni arasinda anlamli bir farklihk olmadigi (Keskinoglu, 2008; Ozensel, 2007); degerlerin
6nem siralamasinda cinsiyet degiskenin etkili ve 6nemli olmadigi (Gibson & Schwartz, 1998) tespit
edilmistir.

Sinif 6gretmeni ile yapilan gorismede, Mesnevi Destekli Degerler Egitimi uygulamasinin
Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii degerlerine iliskin
olarak o6grencilerin tutumlarini olumlu yonde etkileyen basarili ve etkili bir uygulama oldugu;
ogrencilerin daha hosgorill davranislar sergilemelerini; kimsesiz, evsiz-yurtsuz kisilere karsi daha duyarli
hale gelmelerini; sosyal yardimlasma ve dayanigsma duygularinda artis olmasini; birlik olma, vatani sevme
ve vatani koruma konusunda daha hassas olmalarini; aile birligi, ailenin dnemi, ailedeki kurallara uyma,
aile iliskilerini 6nemseme, ailedeki sorumluluklari yerine getirme ve aile blylklerine saygl gésterme
konusunda daha duyarli hale gelmelerini sagladigi sonucuna ulasilmistir. Ulasilan bu sonuglar, farkh
calismalarla da desteklenmektedir. Yapilan c¢alismalarda, 6gretmenler, degerler egitimi sonrasi
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o0grencilerde olumlu davranis degisiklikleri gozlemlediklerini ve degerler egitimi uygulamalarinin
Ogrencilerin tutumlar lizerinde olumlu etkileri oldugunu ifade etmislerdir (Aladag, 2009; Moore, 2005;
Thompson, 2002; Yalar, 2010; Yigittir, 2009).

Velilerle vyapilan gorismelerde, Mesnevi Destekli Degerler Egitimi uygulamasindan sonra
Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii degerlerine iliskin
olarak 6grencilerin tutum ve davranislarinda olumlu yénde degisiklikler oldugu; yapilan uygulamanin
ogrencilerin degerlere iliskin tutumlarini olumlu yénde etkileyen basarili ve etkili bir uygulama oldugu
sonucuna ulasilmigtir. Ulasilan bu sonuglar, velilerle gorisme vyapilan baska c¢alismalarla da
desteklenmektedir. Velilerle yapilan gorismelerde, degerler egitimi uygulamalarinin, 6grencilerin
degerlere iliskin tutumlari Gzerinde olumlu etkileri oldugu sonucuna ulasiimistir (Aladag, 2009; Karma &
Kahil, 2005; Moore, 2005; Thompson, 2002).

Deney grubu 6grencileriyle yapilan gérismelerde, Mesnevi Destekli Degerler Egitimi uygulamasindan
sonra Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile BirliGine Onem Verme ve Hosgérii degerlerine
iliskin olarak 6grencilerin tutum ve davranislarinda olumlu degisiklikler oldugu; uygulamanin 6grenciler
tarafindan sevildigi, eglendirici ve ogretici bulundugu; degerler egitiminin okulda ve Ogretmenler
tarafindan yapilmasi gerektigi; yapilan uygulamanin 6grencilerin tutumlarini olumlu yénde etkileyen
basarili ve etkili bir uygulama oldugu sonucuna ulasilmistir. Ulagilan bu sonuglar, 6grencilerle gériisme
yapilan baska calismalarla da desteklenmektedir. Ogrencilerle yapilan gérismelerde, 6grencilerin,
degerler egitimi uygulamalarinin kendi tutumlarini olumlu yénde etkiledigini ifade ettikleri (Aktepe,
2010; Aladag, 2009; iscan, 2007; Perry & Wilkenfeld, 2006; Thompson, 2002; Uzunkol, 2014), Mesnevi
hikayelerinin degerleri kazanmalarinda etkili oldugunu belirttikleri (Sancak et al. 2013) tespit edilmistir.

Oneriler
Arastirmanin sonuglari dogrultusunda asagidaki dneriler gelistirilmistir:

1. Mesnevi Destekli Degerler Egitimi uygulamasi, deger 6gretiminde ve degerlere iliskin olumlu tutum
kazandirmada etkili oldugundan farkli 6gretim kademelerinde ve farkli derslerde de kullanilabilir.

2. Bu uygulama, Misafirperverlik, Yardimseverlik, Vatanseverlik, Aile Birligine Onem Verme ve Hosgérii
degerlerinin yani sira sosyal bilgiler dersi 6gretim programinda yer alan Temizlik, Saghkli Olmaya
Onem Verme, Bagimsizlik, Tiirk Biiyiiklerine Saygi, Doda Sevgisi, Bilimsellik vb. diger degerlerin
kazandirilmasinda da kullanilabilir.

3. Mesnevi'de bulunan hikayeler, dil ve anlatim yoniinden gerekli diizenlemelerin yapilmasi halinde,
deger 6gretiminde eglendirici ve 6gretici bir tir olarak kullanilabilir.

4. Mesnevi’'nin, atasozlerinden, deyimlerden, hikdye ve 6gitlerden olusan zengin icerigi sayesinde,
cocuklarin degerleri daha kolay, daha etkili ve daha kalici olarak 6grenmeleri saglanabilir.

5. Mesnevi'de bulunan hikayelerden uygun olanlarin segilip, drama, tiyatro gibi cesitli sanatsal
etkinliklerle 6grencilere sunulmasi, 6grencilerin degerlere yonelik tutumlari {izerinde olumlu etki
yaratabilir.

6. Degerler egitiminin daha etkili yapilabilmesi icin, degerlerin diger derslerin igerisine serpistirilmis
olarak verilmesi yerine, bagimsiz bir degerler egitimi dersi konmasi daha uygun olabilir.

7. Ogretim programlari ve ders kitaplari hazirlanirken, Mesnevi destekli eglendirici ve ogretici
etkinliklere daha cok yer verilebilir.

8. Ogretmen merkezli degerler egitimi yerine; Mesnevi Destekli Degerler Egitimi uygulamasi veya bu
uygulamanin temel alindigi benzer uygulamalarla, 6grencilerin 6grenme siirecine daha aktif
katilmalari saglanabilir.
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9. Okulda verilen degerlerin, ailede ve gevrede desteklenerek pekistirilebilmesi igin, aileler degerler
konusunda formel olarak egitilebilir.

10. Ogretmenler deger 6gretiminde 6nemli birer model olduklarindan, hizmet 6ncesinde ve hizmet
icinde deger 6gretimi konusunda daha iyi egitilebilirler.

11.Bu arastirma, ilkokul 4. sinif sosyal bilgiler dersi ile sinirh tutulmustur. Mesnevi Destekli Degerler
Egitimi uygulamasinin, sosyal bilgiler dersi disindaki diger derslerdeki etkililiginin de incelenmesi,
yararh sonuglara ulasilmasini saglayabilir.

12. Mesnevi Destekli Degerler Egitimi uygulamasinin, sadece sosyal bilgiler, matematik, fen ve teknoloji
ile Tirkce gibi akademik derslerde degil; mizik, gorsel sanatlar, beden egitimi gibi akademik
yogunluklu olmayan ifade ve beceri derslerinde de uygulanmasi énemli sonuglar saglayabilir.

13. Mesnevi Destekli Degerler Egitimi’nin, ilkokul 4. sinif dgrencilerinin, Temizlik, Saglikli Olmaya Onem
Verme, Bagimsizlik, Tiirk Bliyiiklerine Saygi, Doga Sevgisi ve Bilimsellik degerlerine iliskin tutumlarina
etkisini konu alan ¢alismalar da yapilabilir.
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This study aims to determine prospective teachers’ perceptions on the basic concepts
of the education system in terms of its inputs, processes and outputs through
metaphors. Phenomenological analysis was used. The participants were senior
students from Gaziantep University, English Language Teaching (ELT) department and
pedagogic formation program students from the English Language and Literature (ELL)
department. The data were collected by asking about metaphorical perceptions
related to the concepts of student, parent, school, school principal, curriculum,
teaching materials, principles and methods of teaching, assessment and evaluation,
ethics, class management, success and graduate students. Content analysis was
employed for analysis. Teacher candidates produced 528 valid metaphors related to 13
concepts of education system. Out of these, 269 metaphors were positive, 109 were
negative and 150 were related to basic features of education system. While 34
prospective teachers from ELL department produced 338 metaphors, 18 prospective
teachers from ELT department produced 190 metaphors. The perceptions of teacher
candidates in both groups were similar in terms of teacher, student, parent, school
principal, teaching materials, ethics, and success. While ELL department students
identified the concepts of school and graduate more positively, ELT department
students described curriculum and classroom management more positively.
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Arastirmanin amaci, 6gretmen adaylarinin egitim sisteminin girdi, slireg ve g¢ikti
boyutundaki temel kavramlarina iliskin algilarinin metafor yoluyla belirlenmesidir.
Arastirmada olgubilim deseni kullanilmistir. Calisma grubunu, Gaziantep Universitesi
Egitim Fakdltesi ingiliz Dili Egitimi bolimii ile pedagojik formasyon sertifika programina
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Introduction

Education is very important in the advancement of societies. The quality of education is directly
related to teacher training (Aysu, 2007). In Turkey, the adventure of teacher training started with the
opening of Darulmuallim on March 16, 1848 and has undergone many changes over the years. In Article
43 of the Basic Law of National Education numbered 1739, which was enacted in 1973 and still in force,
the teaching profession is defined as a profession that takes on the government's education, teaching
and related administrative duties.

The prestige of the teaching profession in Turkey was preserved until the 1970s, but then it has
begun to decrease gradually with rapid social, political changes and industrialization. With the
emergence of new occupational groups and the declining income levels of civil servants in the 1980s,
the teaching profession has gradually lost its reputation and started to become less important in society
(Aycan, 2015). It may be considered that the reserve officer teacher programs, emergence of substitute
teacher status, pedagogical formation programs, distance education and intensive programs for teacher
training in order to compensate teacher shortage (Akyiliz, 2001) have also played a role in this value
declining. In 1982, when the faculties of education undertook the task of teacher training, the aim was
to increase the quality and quantity of teachers. During the time when the shortage of teachers was not
compensated, a number of certificate programs were held in order for those who were not education
faculty graduates to become teachers (Eraslan & Cakici, 2011). Teaching certificate programs have been
restructured several times with the subsequent decisions numbered 97, 39 and 2761 (YOK, 1998). In
1998, the Council of Higher Education (HoEC) ended its pedagogical formation programs, indicating that
they were away from practice and insufficient in terms of time and scope, and alternatively provided the
opportunity to become a teacher following a non-thesis master’s program with 3.5 + 1.5 or 4 + 1.5 years
formulas (Polat, 2013). Subsequently, in 2010, non-thesis master’s program was abandoned and
pedagogical formation programs started to be offered in the light of certain criteria in which students'
grades were also included. In 2012, formation programs were once again abandoned, but then new
decisions were taken to offer them again. According to the "Procedures and Principles Regarding the
Pedagogical Formation Education Certificate Program" published on February 20th, 2014, quotas and
requirements for admission (GPA, university entrance score, etc.) are determined by university senates,
and prospective teachers register these programs.

All the characteristics of the teacher training system should be questioned in a continuous evaluation
process and it needs to be constantly improved in order to train teachers in the quantity and quality that
today and tomorrow require (Atanur Baskan, Aydin & Madden, 2006). For this reason, teachers and
prospective teachers who have benefited from different sources and completed their training have been
the topics of many studies. While some of these studies were conducted only with the students from
faculty of arts and sciences (Demircioglu & Ozdemir, 2014; Eraslan & Cakici, 2011; ilgan, Seving & Ari,
2013; Kartal, 2009; Yiiksel, 2004), some other studies were conducted in comparison with the students
from faculties of education (Elkatmis, Demirbas &Ertugrul, 2013; Kart, 2016; Polat, 2013; Sayin, 2005;
Simsek, 2005; Terzi & Tezci, 2007).

In studies conducted making use of metaphors, emotions and thoughts can be expressed more
strongly and elements which are difficult to express can be conveyed vividly. Lakoff and Johnson (1980)
stated that metaphors are shaped by people's perceptions and ways of thinking and that they also
structure perception and understanding. For this reason, it is believed that metaphors are powerful
vehicles in understanding the issues related to education and developing awareness in this regard.
According to Tompkins and Lawley (2002), metaphors enable individuals to express themselves in subtle
ways without limiting themselves, by directing them to think creatively. Metaphors are important in this
sense in understanding and perceiving many elements of education. Through metaphors, the role and
function of both teachers and students as well as many elements of the learning-teaching environment
can be made more effective and productive. In this regard, metaphors have been the topic of many
studies in the field of education. Some of these studies were about the interaction between students
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and institutions (Hoffman & Kretovics, 2004), some were about perceptions of teachers about teaching
(Oxford et al. 1998) and some studies dealt with perceptions of students about learning (Bozlk, 2002).

Significance of the Study

Studies on education systems mainly examine the efficiency of the dimensions of the system and
their relation to each other. Katz and Kahn (1977) indicate that the open system consists of items such
as input, processing, output, feedback and the environment. Education system is a social and open
system. In this regard, teachers, students, parents, school, school principal, curriculum and materials
used constitute the inputs of the school system. The quality of outputs, which are success, graduation
and job satisfaction, depends on the basic practices of the teaching profession such as teaching
principles and methods used in the process, assessment and evaluation systems, ethical practices and
classroom management. To reveal how prospective teachers studying at faculties of education and
students registered at pedagogical formation certification programs (PFCP) define the basic concepts
related to inputs, processes and outputs of the educational system, by means of metaphors which are
interacting with each other intensely, might help to have ideas about the quality of the training that
these candidates have gone through. In addition, it can be considered that the perceptions of
prospective teachers, who are practitioners of the system in the near future, about inputs, processes
and outputs of the education system are invaluable in predicting teaching approaches that they will
exhibit while performing their teaching profession in the future. Comparing the perceptions of the
prospective teachers from PFCP and the faculty of education about the educational system will make it
easier to see differences and overlaps. In this respect, the study is of great importance as it sheds light
on the evaluation of teacher training policies.

In the studies that investigated perceptions of prospective teachers on Turkish education system, the
system has been dealt with either as a whole (Kasapoglu, 2016; Oriicii, 2014) or based on the
constituents of the system including the concepts of teacher (Cocuk, Yokus & Tanriseven, 2015; Ekiz &
Kogyigit, 2013; Ma & Gao,2017; Pektas & Kildan, 2009; Polat, 2013; Saban, 2004; Saban, Kogbeker &
Saban, 2006; Yalgin Arslan & Cinkara, 2016), student (Bozkl,2002; Saban, 2009; Sezgin, et al. 2014;
Hoffman & Kretovics,2004), school (Aydogdu, 2008; Cerit, 2006; Inbar, 1996; Mahlios & Maxon, 1998;
Saban, 2008; Oriicii, 2014; Ozdemir, 2012), school principal (Giinbayi, 2011; Konan & Yilmaz, 2016;
Yalgin, 2011), curriculum (Giiltekin, 2013; Orten & Erginer, 2016; Ozdemir, 2012), materials (Eren &
Tekinaslan,2013), classroom management (Akar & Yildirim, 2009), assessment and evaluation (Acar
Givendir & Ozer Ozkan, 2016; Harris, Harnett & Brown,2009; Karasahinoglu, 2015; Tatar & Murat,2011;
Tekinarslan, 2013; Tasdemir & Tasdemir,2016), ethics (Altinkurt & Yilmaz, 2011; Ding, 2016; Gengoglu,
2015; Misirh, 2016) were handled one by one. However, another important point of this study is to
discuss all the concepts of the system in terms input, process and output dimensions together and aim
to reveal more clearly how prospective teachers perceive the system and its constituents. Thus, it is
aimed to determine which concepts of the education system lead prospective teachers to have negative
perceptions, if any, and, to be a guide for the elimination of the deficiencies in the schools or at the
higher education institutions. Lastly, the use of qualitative methods to collect data through metaphors
has facilitated to gain a better insight into the perceptions of the prospective teachers about the Turkish
education system by helping them to better express emotions and thoughts and to concretize abstract
concepts.

Purpose of the Study

The aim of this study is to determine and compare, through metaphors, the perceptions of the
senior students registered at PFCP from the department of English Language and Literature, Faculty of
Arts and Sciences and the perceptions of the senior students from the department of English Language
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Teaching, Faculty of Education about the inputs, processes and outputs of the education system.
Research questions to be answered within the scope of the research are as follows:

1. What are the metaphors that the prospective teachers use to describe the basic concepts of the
education system in terms of its inputs?

2. What are the metaphors that the prospective teachers use to describe the basic concepts of the
education system in terms of its processes?

3. What are the metaphors that the prospective teachers use to describe the basic concepts of the
education system in terms of its outputs?

Method
Research Design

Phenomenology, as a pattern of qualitative research methods, was used in this study.
Phenomenology focuses on facts that we are aware but cannot have an in-depth and detailed
understanding. Phenomenology is an appropriate research area for studies aiming to investigate the
facts that individuals are not totally unfamiliar and at the same time they do not fully understand
(Yildinm & Simsek, 2008).

Study Group

The study group was determined by means of purposive sampling, which is a type of non-probability
sampling techniques. Purposive sampling is a type of sampling in which the subjects are chosen based
on specific characteristics that the researcher believes are appropriate for the purpose of the research
(Gurbiiz & Sahin, 2014). The study group of this research consists of 34 students from the department of
English Language and Literature, Faculty of Arts and Sciences who are registered at PFCP in Gaziantep
University and 18 senior students from the same university studying at the department of English
Language Teaching, Faculty of Education in the spring semester of 2015-2016 academic year. The reason
for the study to be carried out with these two groups is that the teaching areas of the prospective
teachers in both groups share the same areas of teaching and same principles of appointment and
lecturing (Ogretmenlik Alanlari, Atama ve Ders Okutma Esaslari, 2014, p.17). Teachers who are either
graduates of education faculty or PFCP and who have been appointed can work in elementary school,
junior high school or high school without any difference. However, when the graduates of other
teaching departments in education faculties are compared to PFCP graduates of the same departments,
it can be seen that they are appointed to different types of schools. For example, while students who
graduate from Turkish language and literature department, faculty of arts and sciences and receive
training in pedagogic formation are able to teach Turkish language and literature in high school;
students who graduate from Turkish language teaching, faculty of education can work in secondary
schools. This also applies to the department of teaching elementary mathematics, faculty of education,
and the departments of mathematics in the faculty of arts and sciences (Ogretmenlik Alanlari, Atama ve
Ders Okutma Esaslari, 2014, pp.33-34).

Data Collection Tool and Process

In this research, the prospective teachers were asked to explain the following concepts of teachers,
students, parents, school, school principal, curriculum, instructional materials, principles and methods
of teaching, assessment and evaluation, ethics, classroom management, graduate and success by using
metaphors in order to elicit their perceptions related to the education system. The participants were
asked to complete the sentence frame — e.g. for the concept of teacher- “A teacher is like.........
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because......... ” for each concept to report their views. In this way, the prospective teachers generated
13 metaphors for 13 concepts and explained the relationship providing “the ground”. Saban (2009)
argues that metaphors are regarded as a means of collecting data, and that the word "like" is often used
to clarify the connection between "the topic of metaphors" and "the source of metaphors"; the word
"because" is used by the participants to provide a "ground" (or a "rational basis", justification) for
metaphors.

Data Analysis

The obtained data were analyzed through content analysis. In the process of data analysis, all the
metaphors that the prospective teachers generated and the explanations provided for them were
noted. Papers without a metaphor or an explanation were left out of the analysis. The responses were
divided into three categories of positive, negative and basic characteristics in accordance with their
content. While the descriptions particularly in the positive and basic feature categories are very close to
each other, the descriptions after the identification reveal the differences. For example, the fact that
parents bring up children who are culturally similar to those of theirs is due to parents; staying long time
at school is due to school and the fact that school principals have a certain occupational status is a
natural consequence of being a school principal. Parents may bring up either “good” or “bad” children
like themselves; spending a long time at school can be fun, educational or boring; the fact that school
principals have a certain occupational status may indicate either s/he is experienced or is closed to
innovations. Therefore, metaphors that are not supported by specific logical reasons like this or that do
not emphasize the positive / negative aspects of the concept have been dealt with in the basic features
category. However, the metaphors in the categories of positive and negative features facilitate to reach
much more precise judgments. For instance, while the metaphors that describe parents as being
supportive and guiding, school as places having a family atmosphere and school principals through their
characteristics of maintaining order and problem solving are included in the category of positive
attributes; the metaphors through which schools are compared to prison and school principals to
guardians are directly included in the category of negative attributes. During this categorization, the
metaphors and their explanations were analyzed together as some metaphors were found to be positive
when their rational explanations were considered although they first evoked negative meanings. The
opposite also occasionally happened. The descriptions in which the same metaphor has different
meanings have been tried to be explained by making direct quotations. The metaphors were first
tabulated by frequency then listed in alphabetical order.

To ensure validity and reliability, the analysis process of collected data was explained and all of the
metaphors included in all the categories were presented in findings section. An expert in English
language teaching was consulted to confirm whether the metaphors represent the related category in
order to ensure credibility of the study. Expert review should be selected from those who have expertise
or at least knowledge about the research topic and methodology (Merriam, 2013; Yildirrm & Simsek,
2006). The evaluations made by an expert and a researcher having these qualities in the field were
compared by discussing on the disagreements about the categorizations of the metaphors. The
metaphors that were not agreed upon by the researcher and the expert were left out of the analysis.
After the expert opinion, the categories were finalized. An attempt was made to report the raw data as
faithfully as possible to the nature of the data without any comment, and direct quotations were also
provided. In the quotation from the participants, “F” refers to the pedagogic formation students and “E”
to the students of education faculty. For example, F10 refers to the 10th student enrolled into
pedagogic formation program while E6 indicates the 6th student from the education faculty.

As the numbers of participants were not equal, the percentages of the data were also calculated.
Thirty-four PFCP and 18 education faculty students did not respond to all 13 questions directed to them.
There were also metaphors and explanations that were not agreed upon and therefore left out of
category as a result of considerations about validity and reliability. So, since all these questions were
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included in the frequency and percentage calculations, the frequencies did not reach 34 or 18, and the
sum of the percentages did not reach 100.00% in some occasions.

Results

In this section, the data obtained from the research are evaluated within the scope of four sub-
problems. The metaphors for each concept are listed separately for PFCP and education faculty groups,
sorted by frequency and percentages. The metaphors are divided into categories of positive, negative
and basic characteristics according to their meanings.

Findings Related to the First Sub-Problem

The first research question of the study is “What are the metaphors that the prospective teachers
use to describe the basic concepts of the education system in terms of its inputs?” In order to elicit
answers to this sub-problem, the prospective teachers were asked to identify the concepts of teachers,
students, parents, schools, school principal, curriculum and teaching materials in terms of inputs of the
education system by means of metaphors. Table 1 shows the data obtained regarding the concept of
teacher.

Table 1.
Metaphors Regarding Teacher Concept.
Pedagogical Formation Program Faculty of Education
Category Code Total Category Code Total
Positive Light (6), Parents (5), Water f:32  Positive Candle(4), Light(3), f:17
(2), Tree (1), Moon (1), %:94.00 Tree(1), Sun-water- %:94.50
Gardener (1), Scientist (1), soil(1), Economist (1),
Bodyguard (1), Sun (1), Life Leader(1), Fruit
(1), Life line (1), Cow (1), Door branch(1), Architect(1),
(1), Hourglass (1), Architect Performer(1), Artist(1),
(1), Candle (1), Chief Poem (1), Great Plane-
conductor (1), Compass (1), tree(1)

Guide (1), Traffic lights (1), Life
coach (1), Star (1),

Negative  Traffic Police (1) f:1 Negative - f:0

%:3.00 %: .00
Basic Chief Conductor (1) f:1 Basic Scriptwriter f:1
Features %:3.00 Features %:5.50

According to Table 1, the vast majority of prospective teachers (94.00% and 94.50%) used positive
metaphors about the concept of teachers. In both groups, metaphors related to a light source (light,
candle, sun, moon, star) were often used to describe teachers. In almost all of these metaphors, the
logical reason was given as "teachers enlighten". For example: "Teachers are like the moon because they
enlighten our dark, ignorant aspects.” (F19)

Among the positive metaphors are those that highlight leading and guiding aspects (guide, light,
chief conductor, mother, compass, leader) of teachers. The positive metaphors that refer to cultivation,
growth and structuring are gardener, hourglass, tree, water and architect. The most outstanding
metaphor in that sense is as F10 stated: “Teachers are like a gardener; because they know how to raise
children and do their task accordingly.” The metaphors related to teaching and training features of
teachers are the metaphors of parents, life-coach, scientist, man of sacrifice and plane tree. A sample
expression is “Teachers are like a plane tree; because they raise those under their arms through
education.” (E3)
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The only negative metaphor for the concept of teacher is traffic policeman. F30 stated: "Teachers
are like a traffic policeman; because they always try to punish.” One of the main features of teaching
profession was emphasized by one prospective teacher from each group. Chief conductor and
screenwriter metaphors were used in the following way: “Teachers are like a chief conductor because
they control the classroom.” (F29) “Teachers are like a scriptwriter because they assign their students
roles.” (E12)

In some occasions, the same metaphor may have different meanings. For example, the chief
conductor metaphor for the teacher concept was used in a positive sense in the expression “Teachers
are like a chief conductor because they lead”; however, another prospective teacher used the same
metaphor to emphasize a basic characteristic of the teaching profession as seen above.

The metaphors related to students, which is another concept as the inputs of the education system,
are shown in Table 2.

Table 2.
Metaphors Regarding Student Concept.
Pedagogical Formation Program Faculty of Education
Category Code Total Category Code Total
Positive Plant(1), Flower(1), Root(1), f:4  Positive Merchant (1) f:1
Oven(1) %:12.00 %: 5.50
Negative Chameleon (1), Chips package (1), f:7 Negative Soldier(1), f:2
Sufferer(1), Test subject (1), %:20.00 Prisoner(1) %:11.00
Shark(1), Prisoner (1), Space (1)
Basic Tree (2), Blank plaque (2), Sapling f:23  Basic Flower(3), Tree(1), f:15
Feature (2), Play Dough (2), Seed (2), Cicada  %:68.00 Feature Mud(1), Sapling (1), %:83.50
(1), Sunflower seed (1), Information Figurant(1),
bank(1), Blank book(1), Child (1), Camera(1), Raw
Hard Drive(1), Sculpture(1), Raw material(1),
material (1), Ram(1), Water (1), Patient(1),Ant (1),
Firewood(1), Baby bird(1), Clay(1), Candle(1),
Passenger(1) Play dough(1), Seed

(1)

According to Table 2, the prospective teachers are primarily focused on the basic features of
students. For both study groups, the highest frequencies (23 and 15) and percentages (68.00% and
83.00%) appear in the basic features category. Living-creature metaphors with growth and development
characteristics such as trees, flowers, saplings, seeds, and baby birds were used to emphasize the basic
characteristics of students. “Students are like a baby bird because they need care.” (F34) “Students are
like a flower or a sapling because they grow by watering.” (E6, E10) Similar metaphors such as plants,
flowers, and roots were also used to describe the positive aspects of students. “Students are like a
flower because they grow like a flower, they get better as they grow.” (F10)

Participants used the metaphors of blank plaque, play dough, clay, mud, firewood, and raw materials
when referring to the basic characteristics of students focusing on the capability of being shaped. To
give a few examples: “Students are like a blank plaque because they are filled in by the teacher.” (F11) A
prospective teacher from the education faculty (E3) used the metaphor “a merchant” for students,
which at first sight evoked a negative meaning but later turned out to be a positive analogy when the
reason was considered, which is as follows “Students are like a merchant because they collect the best
and the newest.”

The prospective teachers registered at PFCP (20.00%) used more negative metaphors than the
prospective teachers (6.00%) in the education faculty. These metaphors mainly refer to the difficult
aspects of being a student (soldier, prisoner, subject, sufferer), while others refer to the negative
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personality traits (chips package, dogfish, space). For example: "Students are like a test subject because
educational philosophies are tested on them.” (F7) “Students are like a prisoner because they have to
obey.” (E5) “Students are like a chips package because they contain less than they seem to.” (F12)

The metaphors related to parents, another concept in the input dimension of the education system,
are shown in Table 3.

Table 3.
Metaphors Regarding Parents Concept.
Pedagogical Formation Program Faculty of Education
Category Code Total Category Code Total
Positive Light (2), Lion (1),Cigarette f:22  Positive Wall (2), Lifeguard(1), f:15
smoked while drinking tea(1), = %:65.00 Precious jewelry(1),Iron %:83.50
Mountain(1), Nature(1), Home (1), Light(1), Heart(1),
(1), Security staff (1), Building Instruction book(1),
foundation(1), Door(1), Leader(1), Angel(1),
Rock(1), Bridge(1), Ladder(1), Gift(1), Compass(1),
Forest(1), Money(1), Guide(1), Dessert(1), Charity(1),
Patience stone(1), Chess Nest(1)

player(1), Water source(1),
Water-sun (1), Leg to stand by
(1), Close friend(1)

Negative Ideal person (1), Authority(1), f:3 Negative - f:0

Racing track (1) %:9.00 %: .00
Basic Mirror (2), Gardener(2), Key to f:9 Basic Farmer(1),Leader of a f:2
Feature a treasure(1), Sculptor(1), First  %:26.00 Feature duck group (1) %:11.00

touch(1), Food being
cooked(1), Radar (1)

Table 3 shows that the vast majority of the metaphors used for describing the concept of parents
were positive (65.00% for PFCP students, 85.00% for education faculty students); education faculty
students did not use any negative codes; PFCP students used 3 negative codes and the remaining codes
were about the basic features of the parents. Considering the explanations the participants provided for
their metaphors about parents, it was observed that they gave the parents supporting (door, leg to
stand by, mountain, wall, lifeguard), developing (chess player, key to the treasure, ladder, lion), guiding
(guide, light, leader, instruction book, compass), the valued (water-sun, cigarette smoked while drinking
tea, building foundation, heart, jewelry), protective (forest, security staff, home, nature, anger), the
needed/supplier (money, home, gift, charity), source of happiness (dessert, close friend) roles. To give a
few examples; “Parents are like a ladder, because they provide steps for children to rise.” (F23) “Parents
are a like a cigarette smoked with tea because you want it to be endless.” (F24) “Parents are like dessert
because it makes you happy whether you eat it or not as long as you know it is there.” (E9)

Among the metaphors used to describe parents were “mirror” and “leader of a duck group” which
were about basic features of parents such as educating, and “gardener”, “farmer” and “sculptor”
metaphors which emphasize parents’ role of raising children. A few related examples are: “Parents are
like a leader of a duck group because their children do whatever they do.” (E5) A participant (F34) from
PFCP group explained the fact that parents are aware of everything about their children with the
metaphor: “Parents are like radar because they learn immediately whatever happens to their children.”

PFCP students referred to negative aspects of parents by describing them as people who do not take
on responsibilities (ideal person), are oppressive for no reason (authority) and cannot intervene with
their children too much (racetrack). In this regard, a participant with the code F30 stated that “Parents
are like a racetrack because they cannot overcome their children’s barriers.”
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The metaphors related to school concept, which is an important aspect of the education system, are
shown in Table 4.

Table 4.
Metaphors Regarding School Concept.
Pedagogical Formation Program Faculty of Education
Category Code Total Category Code Total
Positive Nest (2), Shade of a tree(1), Family f:15  Positive Nest (2), f.7
home(1), Ticket office(1), Home(1), Door %:44.00 Shopping %:39.00
to the future (1), Life(1), Second home(1), Centre(1),
Root(1), Foreword(1), Field(1), Country Science home
(1), Motherland(1), Rain drop(1), Living (1), Factory
space(1) (1), Hardware

(1), Backstage
(1)

Negative Military zone(1) f:1  Negative Military f:3
%:3.00 zone(1), %:17.00
Prison(1),
Torture
room(1)

Basic Home (2), Family atmosphere(1), A f:18 Basic Home(2), Life f: 8
Feature separate world(1), Garden (1), Physical %:55.00 Feature (2), %:44.00
Education Lesson(1), A unique place(1), A Hospital(1), A
second world(1), Running track(1), Root second life(1),

(1), A river of frogs(1), Field(1), Therapy Taksim(1),
Centre(1), Theatre hall(1), A long way(1), Theatre(1)

Country (1), Nest (1)

When the concepts used to identify the school concept in Table 4 are examined, it can be seen that
PFCP students and education faculty students mostly used metaphors related to basic features, and that
negative codes are not many in both groups of participants. Among the metaphors with positive
meanings were those (nest, house, life, tree shadow, family home, field) that describe school as a living
environment in both groups of participants and they gave different meanings to the home, life and field
metaphors. While the metaphor “home” in the following statement described a basic feature of schools:
“School is like home because you live there with other students.” (F13) The same metaphor in “School is
like home because you have a warm family environment” described schools in a positive way.
Supermarket, ticket office, science home, factory, hardware, root, backstage, foreword, field and nest
metaphors expressed schools’ role of preparing for life. An example for this: “Schools are like hardware
because they provide concrete mechanisms for abstract operations.” (E18) "Schools are like a ticket
office because there is no way to continue without getting a ticket.” (F28)

Schools are defined trough a separate world, garden, a unique place, Taksim, theatre and country
metaphors, which indicate their basic features such as hosting differences. The concept of garden, which
is a positive definition, has turned into a description related to basic features of schools with its
explanation. It was stated that “Schools are like a garden because there are numerous flowers as well as
thorns.” (F10) It was highlighted through such metaphors as home, a second world, a second life and a
long way that schools are places where people spend a long time. An example statement for that is
“Schools are like another world because we spend most of our time there.” (E9)

Education faculty students (17.00%) used more negative metaphors than PFCP students (3.00%). The
prospective teachers who used negative codes related to the school concept also used the military zone
metaphor in a similar way. The expressions of both groups are as follows: "Schools are like a military
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zone because you have to obey the rules there.” (F11) “Schools are like a military zone because only
rules work there.” (E1).

The metaphors related to the concept of school principal in terms of inputs of the education system
are shown in Table 5.

Table 5.

Metaphors Regarding School Principal Concept.

Pedagogical Formation Program Faculty of Education

Category Code Total Category Code Total

Positive Lion(2), Umbrella(2), Chief(1), f: 15 Positive Father (2), Director (2), f:12
Father (1), Gardener(1), %:44.00 Gardener(1), Prime %:66.00
Warden(1), Nature(1), minister(1), Brain (1),
Wolf(1), Lamp(1), Local Referee (1), Organizer(1),
authority(1), Master of Chief conductor(1),
school(1),Brilliant idea(1), Boss(1), Windows (1)
Driver(1)

Negative  Dictator(3), Landowner(1), f:13 Negative Head guard(1), King (1), f:3
Head of family(1), %:38.00 Boss(1) %:17.00

Gargamel(1), Raging bull(1),

Leader (1), Sulky-face(1),

Parrot(1), Boss(1), Border

gate(1), Aircraft pilot(1)
Basic Gardener(1), Shepherd (1), f:6  Basic CEO (2), Commander(1) f:3
Feature Heated truck tire(1), %:18.00 Feature %:17.00

Instruction book(1),

Leader(1), Boss(1)

A total of 52 metaphors were produced for school principals. Of these, 27 are positive, 16 are
negative, and 9 are related to the basic features of school principals. Prospective teachers registered at
PFCP used more negative codes while both groups of participants reported relatively positive codes. The
roles of management (gardener, brain, and driver), resource provider (wolf, local authority), organizing
(chief, gardener, warden, referee, boss, organizer, and chief conductor), leadership (lion), protection
(umbrella), utilizing (nature) and problem-solver (father) were emphasized in the positive codes for
school principals. The wolf, which evokes a negative meaning, was used in the following positive way.
“School principals are like a wolf because they catch everything for their students.” (F2)

School principals were described in negative metaphors as being threatening (head guard, dictator,
raging bull, landowner, Gargamel), strict (dictator, sulky-face), authoritarian (head of family, dictator,
king, boss) and incapable (parrot). For example, Gargamel metaphor was used in the following way:
“School principals are like Gargamel because everyone is so afraid of them.” (F29)

Management (CEO, shepherd, commander, leader), organization (gardener, instruction book,
leader), ensuring discipline (father, boss) and professional seniority (heated truck tire), which are the
basic features of school principals, were emphasized by the participants. A remarkable point in the
findings is that the metaphor of "boss" is found in the positive, the negative and the basic features
categories. The following are examples for each of the three categories: “School principals are like a
boss because they maintain order.” (E8) “School principals are like a boss because they establish
regulations.” (F21) “School principals are like a boss because they ensure discipline.” (F4)

Curriculum is one of the most significant factors in the input dimension of the education system. The
metaphors used by prospective teachers to describe the curriculum concept are shown in Table 6.
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Table 6.

Metaphors Regarding Curriculum Concept.

Pedagogical Formation Program Faculty of Education

Category Code Total Category Code Total

Positive Road map (5), Steering f:9 Positive Map (2), Steering f:8
wheel (1), Newspaper %:26.00 wheel(1), Godsend(1), %:44.00
(1), Material list (1), Menu(1), Compass(1),

Plan(1) Guide(1), Book(1)

Negative Instruction book(2), f:15 Negative Shopping while hungry f:4
Alarm clock(1), %:44.00 (1), Tight trousers (1), %:22.00
Suffering(1), Tight Clamp (1), Software
dress(1), Nonsense(1), contract (1)

Corset(1), Small
underwear(1), Math
problem(1), Chain (1),
Water (1), Incomplete
story (1), Iridescent ball
(1), Cooking show (1),
Chained dog (1)

Basic Appointment at night(1), f:7 Basic Feature Regulations (1), Book f:6
Feature Child development %:20.00 draft(1), Rule (1), %:33.00
periods(1), Ladder (1), Clock(1), Scenario(1),
Rule (1), Prospectus(1), Agriculture (1)

Recipe(1), Non-
innovative state(1),

When Table 6 is examined, it can be seen that PFCP prospective teachers (44.00%) used negative
definitions about curriculum twice more than the prospective teachers in education faculty (22.00%).
The negative aspects of curriculum were defined by the participants as being unnecessary (instruction
book, nonsense, shopping while hunger, software contract), restrictive/disruptive (corset, chained dog,
tight dress/trousers, small underwear, clamp), unsteady (incomplete story, water, alarm clock, cooking
show, iridescent ball) and difficult (suffering, math problem). Some of the outstanding statements are as
follows: “Curriculum is like shopping while hungry because few of the things people buy are needed.”
(E1), “Curriculum is like a corset because it is always tightened.” (F2)

When it comes to positive remarks, curriculum was described as being guiding (map, plan,
newspaper, steering wheel, compass, book, guide), facilitating (godsend), enricher (menu) and
preparatory (materials list). The following examples make it easier to understand the explanations:
“Curriculum is like godsend because it helps those who are stranded.” (E10) “Curriculum is like a
materials list because people start things depending on the available materials.” (F18)

The prospective teachers defined curriculum as being planned (child development periods, an
appointment at night, agriculture), comprehensive (prospectus, regulations) and systematic (clock,
rules, scenario, book draft) within the scope of basic features category. A few examples are “Curriculum
is like an appointment at night because you make a plan in advance.” (F32) “Curriculum is like a book
draft because it is easier to progress when you know the content.” (E17)

The metaphors related to the teaching material, the last concept in the input dimension of the
education system, are shown in Table 7.
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Table 7.
Metaphors Regarding Teaching Material.
Pedagogical Formation Program Faculty of Education
Category Code Total Category Code Total
Positive Organ(2), Mind(1), Tool bag(1), f:32  Positive Accessories (2), f:17
Key ring (1), Assistant(1), %:94.00 Helper(2), Tool bag(1),  %:94.50
Spices(1), Nanny(1), Stick (1), Medicine(1),
Supplementary food (1), Construction
Inseparable (1), Smile (1), material(1), Swiss
Sun(1), Hero(1), Shortcut(1), pocket knife(1),
Book page (1), Facilitator(1), Savior(1), Game(1),
Crutch(1), Lego parts(1), Compass(1), End of a
Tongs(1), Catering in bus (1), novel(1), Sauce(1),
Game (1), Toy(1), Consumable Tire(1), Jigsaw puzzle
material(1), Water-earth- pieces(1), Leaf(1),
fertilizer(1), Agricultural Companion(1)

equipment(1), Customized
necklace(1), Television(1),
Primary resource(1), Pot (1),
Remote control(1), Road(1)

Negative - f:0 Negative Watermelon (1) f:1

%: .00 %:5.50
Basic - f:0 Basic - f:0
Feature %: .00 Feature %: .00

The most striking point in the findings about the concept of teaching material is that all definitions
are positive except for a single negative metaphor. Negative definition is as follows: "Teaching material
is like watermelon because it usually does not come out as expected.” (E5)

The prospective teachers described the positive aspects of teaching materials indicating that they
are obligatory (missing Lego pieces, jigsaw puzzle parts, water-earth-fertilizer, consumable material, pot,
tire, leaf, the inseparable, the essential, book page), facilitator (tongs, road, assistant, nanny, compass,
companion, crutch, shortcut, water, remote control, smile, Swiss pocket knife), complementary ( organ,
mind, stick, spices, tree branch, supplementary food, accessories, tools), curiosity-arousing (television,
toy, game, end of a novel, key ring), diversifying (catering in bus, construction material, sauce, necklace
design) and savior (hero, medicine). Some of the statements are as follows: “Teaching materials are like
pieces of a jigsaw puzzle because learning is incomplete without them.” (E18) “Teaching materials are
like a nanny because they make your job easier.” (F15) “Teaching materials are like sauce because it
adds flavor and variety to the meal.” (E17)

Findings Related to the Second Sub-problem

The second sub-problem of the study is “What are the metaphors that the prospective teachers use
to describe the basic concepts of the education system in terms of its processes?” In order to answer it,
the prospective teachers were asked to define the teaching principles and methods, assessment-
evaluation, classroom management and ethics concepts using metaphors. Table 8 shows the data
obtained regarding the concept of teaching principles and methods.

When the metaphorical perceptions of the prospective teachers regarding the teaching principles
and methods, which have an important place in the education process, are examined, it can be seen
that the prospective teachers in the education faculty did not use any negative codes and most of the
prospective teachers registered at PFCP (%44.00) used positive codes. The positive codes were listed as
creating order (traffic rules/ lights), offering variety (shoes’ section, dessert, wheel of fortune, crossroad,
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and clothing sizes), supplementary materials for teaching (computer, right arm, road, double highway,
mountaineering, core, strategy) and guiding (constitution, instruction book, road map, guide). The
following description was provided in relation to the role of offering variety: “Teaching materials and
methods are like clothing sizes because people choose what suits them.” (E4)

Table 8.

Metaphors Regarding Teaching Principles and Methods Concept.

Pedagogical Formation Program Faculty of Education

Category Code Total Category Code Total

Positive Instruction book(2), f: 15 Positive Road map (2), Guide (2), f:14
Guide (2), Road(2), Root %:44.00 Constitution(1), Shoes’ %:78.00
of a tree(1), Constitution section(1), Wheel of
(1), Computer(1), fortune(1)Clothing size(1),
Crossroad(1), Savior(1), Core(1), Guide(1),
Ladder(1), Right arm(1), Strategy(1), Dessert(1),
Traffic rules(1), Double Traffic lights(1), Recipe(1)
highway(1)

Negative  Ghost (2), Survey(1), f:7 Negative  Guest room(1), Shop f:2
Hanging bag(1), %:20.00 window(1) %:11.00

Incomplete question(1),
Author without a pen(1),

Mould(1),
Basic Recipe(2), Cultivation(1), f:8 Basic - f:0
Feature Fire and gunpowder(1) %:23.00 Feature %: .00

Mountaineering(1),
Game (1), Theatre(1),
New shoes(1)

The negative codes were about the non-functional (ghost, guest room, shop window, hanging bag,
author without a pen), boring (survey) and oppressive (mould) aspects of teaching materials and
methods indicating that they are known but not applied. The following two quotations have revealed
the negative sides of teaching principles and methods: “Teaching materials and methods are like a room
for guests because no one opens the door and it is useless. (E5) “Teaching materials and methods are
like mould because they shape both teachers and students.” (F13)

Finally, in terms of the basic features of teaching materials and methods, it was stated that they are
in a certain order and sequential (fire and gunpowder, game, theatre, recipe) and it takes time to get
used to them (new shoes). Here are a few descriptions with their explanations: “Teaching materials and
methods are like theatre because everybody reads their lines in turn.” (F16) “Teaching materials and
methods are like new shoes because they hurt your feet first but then you feel comfortable.” (F12)

The metaphors related to the assessment and evaluation concept regarding the process dimension
in the education system are shown in Table 9. Considering the data in Table 9, it appears that the
metaphorical perceptions of the prospective teachers in both groups related to assessment and
evaluation are mainly about basic features. These perceptions were described in terms of the following
features of the assessment and evaluation concept: revealing the results (medical examination, tension
gauge, pulse, step, harvest/crop/product, analysis, court, weighing machine, book/movie analysis,
scoreboard, numeric data, hot hands game, looking back at the summit, hereafter, mirror, guide, inner
conscience) and being balanced (marriage, punishment-reward, tree branch). The statement related to
the feature of revealing the results is as follows: “Assessment and evaluation is like looking back at the
summit because you can see how far you have progressed.” (E12) Besides, the following positive aspects
of assessment and evaluation were also emphasized: providing development (mentorship, road, map,
mother, calculator, and filter, the other side of the school report, race, and clock), being necessary
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(vaccine, white goods service, salt, butter-salt) and source of pleasure (fruit, cake). A few sample
statements are: “Assessment-evaluation is like the other side of the school report because it leads the
students.” (E17) “Assessment-evaluation is like cake because you want to finish your meal with it.” (E16)

Table 9.
Metaphors Regarding Assessment-Evaluation Concept.
Pedagogical Formation Program Faculty of Education
Category Code Total Category Code Total
Positive Mother(1), Vaccine(1), White f:9 Positive Mother(1), Calculator f:5
goods service(1), Fruit(1), %:26.00 (1), The other side of %:27.50
Clock(1), Butter-honey(1), school report (1), Cake
Salt(1), Mentorship(1), Race(1) (1), Filter (1)
Negative  Horror movie (1) f:1 Negative Carnival mirror(1) f:1
%: 3.00 %:5.50
Basic Weighing machine (3), Court (2) f:20 Basic Hereafter(1), f: 10
Feature Book/movie analysis(1), %:59.00 Feature Mirror(1), Branch(1), %: 55.00
Step(1), Medical Crop(1), Guide(1),
examination(1),Hot hands Movie critics(1),
game(1), Marriage(1), Weighing machine(1),
Harvest(1), Pulse(1), Product(1), Inner
Punishment-reward(1), Taking conscience(1), Road(1)

a bite of meal being
cooked(1),Numeric data(1),
Exam(1), Scoreboard(1),
Tension gauge(1), Looking back
at the summit(1)

Finally, in both groups there are metaphors about negative aspects: misleading (carnival mirror) and
frightening (horror film). To give an example: “Assessment-evaluation is like a carnival mirror because it
always distorts.” (E13)

Metaphors for the classroom management concept regarding the process dimension of the
education system are shown in Table 10. According to Table 10, the prospective teachers registered at
PFCP emphasized the basic characteristics of classroom management more (35.00%), and created
positive and negative codes in equal proportion (30.00%) with education faculty students. The codes
that the prospective teachers in the education faculty created the most were positive codes (55.00%)
and those they produced the least were negative codes (11.00%) regarding the concept of classroom
management. The positive codes focused on the following aspects of classroom management:
maintaining order in the classroom (managing council/army/orchestra, organization, mother, family,
state, the city Ankara, traffic, being a newsreader, broom, field, cuisine chief) and making things easier
(small shop, administrative staff of an army, being smart, Staff of Moses, oil painting, wheel). Here are
some examples of the metaphors used by both groups: “Classroom management is like a broom
because it removes disruptive situations.” (F26) “Classroom management is like the Rod of Moses
because teachers create ways for themselves.” (E14)

The following negative aspects were indicated related to classroom management: being difficult (8-
digit number, being a mayor), teachers who tend to be authoritarian (military zone, authoritarian father,
dictator, traffic police, ward, being a shepherd, hegemony, sheep herding, governing a country) and
things that do not end well (tree, administrative staff of an army, constitution). To give a few examples:
“Classroom management is like playing the instrument “baglama” because it does not sound nice if you
touch the wrong string (F20)”, “Classroom management is like a tree because it usually has a rotten
apple.” (F5)
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Table 10.

Metaphors Regarding Classroom Management Concept.

Pedagogical Formation Program Faculty of Education

Category Code Total Category Code Total

Positive State(2), Small shop(1), f: 10 Positive Conducting an f:10
Wheel(1), Parliamentary %:30.00 orchestra(2), the city %:55.00
committee(1), Administrative Ankara (1), Family (1),
staff of an army (1), Being a Being smart (1), Mother
newsreader (1), Broom(1), (1), State(1), Rod of
Field (1), Traffic(1) Moses (1), Cuisine chief

(1), Painting (1)

Negative  8-digit number(1), Tree(1), f:10 Negative Being a shepherd(1), f:2

Constitution(1), Being a %:30.00 Hegemony(1) %:11.00

mayor(1), Being a shepherd
(1), Dictatorship(1), Ward(1)
Administrative staff in army
(1), Authoritarian father (1),
Traffic police(1)

Basic Military zone(1), Playing the f:12 Basic Driving(1), Angry f:6
Feature instrument “baglama”(1), %:35.00 Feature father(1), %:34.00
Being a gardener(1), Wheel of Organization(1), Pit
fortune (1), Domino tiles(1), bull(1), Art(1),
conscious observer (1), Governing a country (1)

Universality(1),Maze(1),
Pilot(1), Chess tournament
(1), Fox (1), Governing a
country (1)

Principles of classroom management (military zone, gardening, conscious observer, governing a
country, universality, pit bull, driving, angry father, organization, art) and the risks that it carries (chess
tournament, being a pilot, maze, playing the instrument baglama, domino tiles, wheel of fortune) were
considered under the category of basic characteristics. The most outstanding description is the
following: “Classroom management is like pit bull because it is both cute and aggressive.” (E1)

The metaphors related to ethics, which is the final concept of the education system in terms of
process dimension, are shown in Table 11. The metaphorical perceptions of the prospective teachers
regarding the concept of ethics are given in Table 11. Positive metaphors have often been used in
relation to the concept of ethics, for which four participants did not provide a metaphor. Inner
conscience is the most frequent metaphor for both groups. The participants highlighted the following
positive aspects of the ethics concept: necessary (life rule, life, contract, clove, order, education,
weighing machine, forms of politeness), valuable (diamond, eye of utopia, sponge, and book), problem-
solver (justice, democracy, nature, heart) and guiding (religion, compass, light, guide). An example
statement: “Ethics is like sponge because successful people’s sponges absorb so much water.” (F30)”,
“Ethics is like the light because it illuminates the way when you are in darkness.” (E11)

Negative aspects of ethics were mainly about the fact that it actually exists but not cared and begin
to disappear (melted candle, ghost, injustice, dead flower, phoenix, eggplant, festival handkerchief) and
that everybody makes their own interpretation about it (human-being, devil in disguise). Here is a
description of a prospective teacher: “Ethics is like Phoenix because it is always mentioned but you
never see it around.” (E1)

269



Zehra KESER OZMANTAR, Fadime YALGIN ARSLAN — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 255-304

Table 11.

Metaphors Regarding Ethics Concept.

Pedagogical Formation Program Faculty of Education

Category Code Total Category Code Total

Positive Inner conscience(4), Life rule f: 23 Positive Inner conscience (2), f:10
(4), Democracy(2), Justice(1), %:68.00 Forms of politeness (1),  %:55.00
Nature(1), Order(1), Education Religion (1), Light(1),

(1), Diamond(1), Life(1), Heart(1), Guide(1),
Respect for job(1), Clove(1), Compass(1), Weighing
Personality(1), Book(1), machine (1)
Contract(1), Sponge(1), Eye of

utopia(1)

Negative  Laughing at those who fall(1), f:7 Negative Phoenix(1), festival f:3
Melted candle (1),Ghost (1), %:20.00 handkerchief(1), %:17.00
Human-being(1), Devil in Eggplant(1)
disguise (1), Injustice (1), Dead
flower(1)

Basic Not-spitting on the floor(1) f:1 Basic Clothes (1), War of good f:4

Feature %: 3.00 Feature and evil(1), Water (1), %:22.00

Oath (1)

In terms of basic characteristics of ethics, it was emphasized through different metaphors that ethics
is a personal concept (not spitting on the floor, oath, and clothes) and that it should be protected
(water). A few sample statements are: “Ethics is like a dress because you always wear it whatever you
do.” (E14) “Ethics is like not-spitting on the floor because you care this rule if you have respect for
yourself.” (F28)

Findings Related to the Third Sub-problem

The third sub-problem of the study is “What are the metaphors that the prospective teachers use to
describe the basic concepts of the education system in terms of its outputs?” In order to search answers
to this sub-problem, the prospective teachers were asked to identify the graduates and success
concepts of the education system through metaphors. Table 12 shows the data obtained regarding the
concept of graduates.

Significant differences exist among the participants regarding the concept of graduate. While the
prospective teachers registered at PFCP generated positive codes (56.00%) about the concept of
graduate; the prospective teachers in the education faculty focused on the negative codes more
(72.00%). The following positive descriptions were provided in terms of the concept of graduate:
productive (tree with fruits, seed, football team, ear of wheat, unread book, future, bomb, first step,
vet, tree hole, sapling, aged wine, culture, toddler), multi-directional (smart phone, cup, rainbow) and
attention-grabbing (rose). For example, a prospective teacher used a metaphor that would be perceived
as negative first, drawing attention to the efficiency of the graduates: “Graduates are like a bomb
because they are ready to explode with all they have.” (F11)

The metaphors with negative content have very different meanings. Some participants stated that
graduates perceive themselves as self-interested and cruel (hyena, forest murderer) and some other
participants mentioned that graduates are bewildered (fish out of water, ship without a course, refugee,
rain), hopeless (unemployed graduate, dormitory, extinguished fire, homeless cat, pepper, illiterate),
exhausted (candle, experienced soldier, deadwood), feeling worthless (lost property, full bag of trash,
wheat) and have an anticipation that business life will be challenging for them (first sickness, wanderer,
arrow). Such examples are: “Graduates are like a full bag of trash because you put it out when you are
done.” (F10) “Graduates are like wheat because they are many in number but not valuable.” (E7)
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Table 12.

Metaphors Regarding Graduates Concept.

Pedagogical Formation Program Faculty of Education

Category Code Total Category Code Total

Positive Unread book (2), Tree(1), Tree f: 19 Positive Rainbow(1), f:2
hole(1), Smart phone(1), Cup(1),  %:56.00 Toddler(1) %:11.00

Successful football team(1),
Bomb (1), Sapling(1),
Future(1),Rose(1), First step (1),
Culture (1), Tree with fruits(1),
An ear of wheat(1), Unripe fruits
(1), Seed(1), Vet (1), Aged

wine(1)
Negative  Wanderer (1), Unemployed f:14 Negative Bird (2) Fish out of f:13
graduate(1), Full bag of trash(1),  %:41.00 water (2), Pepper(1), %:72.00
First sickness(1), Lost Wheat (1),
property(1), Butterfly(1), Illiterate(1), Homeless
,Candle(1), Refugee(1), Arrow(1), cat(1), Deadwood (1),
forest murderer(1), Ship without Dormitory (1),
a course(1), Hyena(1),Fish out of Unchained wolf (1),
water(1), Experienced soldier(1) Extinguished fire (1),
Rain(1)
Basic Grapes(1) f:1 Basic Dough(1), Packed f:3
Feature %: 3.00 Feature food(1), Wild-duck(1) %:17.00

The most striking metaphors, which have positive meanings but evoke negative perceptions about
student experiences, are those related to freedom (butterfly, unchained wolf, bird). The following
statement is an example of this: “Graduates are like an unchained wolf because they start their natural
life and entertainment again when the school is over.” (E5)

The following basic features of graduates were described by the participants: looking for an ideal job
considering their qualities (grapes, dough) and being at the point of starting business life (wild duck,
packed food). Some sample statements are “Graduates are like grapes because either vinegar or wine
will be made of them depending on the quality (e18)”, “Graduates are like packed food because they are
ready to be consumed (E18)".

The last concept that the participants were asked to identify was the concept of success, and the
related metaphors are shown in Table 13. Table 13 shows that both groups used positive metaphors to
define the concept of success. It was considered that the positive metaphors highlight the notion of
result (fruitful tree, recovering from an illness, miracle, flower, mountain, experience, handkerchief,
summit, chain of hotels, reward, harvest, pizza). The other aspects of success concept were explained
through the following descriptions: being valuable (diamond, rainbow, reward, summit, happiness,
bread, old times, tea, sweet apple, positive thought, alcohol, chocolate, crown, sun) and being an
instrument for the rest of life (key, target, hope). Some statements about the positive metaphors are as
follows: “Success is like bread because it feeds the soul.” (F20) “Success is like harvest because it is the
moment when farmers smile.” (E14)

When it comes to the metaphors with negative meanings, the participants implied that success
depends on occasions (chameleon, wheel, and mirage) and that it is actually worthless (torch, pile of
numbers, being tenant). The most outstanding statement is “Success is like being a tenant because it is
yours temporarily and you always pay the price.” (E11)
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Table 13.
Metaphors Regarding Success Concept.
Pedagogical Formation Program Faculty of Education
Category Code Total Category Code Total
Positive Fruitful tree(2), Key (2) Reward (2), f:23  Positive Harvest(2), f:10
Summit(2), Tea(1), Flower(1), %:68.00 Alchoholl), %:55.00
Mountain(1), Bread (1), Diamond (1), Chocolate(1),
Old times(1), Rainbow(1), Recovering Sun(1), Pizza(1),
fromiliness(1), Target(1), Positive Thoughts
Handkerchief(1), Miracle(1), (1), Crown(1),
Happiness (1), Chain of hotels(1), Sweet apple
Experience(1), Hope(1) (1),Summit(1)
Negative Chameleon(1), Wheel(1), Torch(1), f:4 Negative Beingatenant (1), f:2
Mirage(1) %:12.00 A pile of %:11.00
numbers(1)
Basic Iceberg(1), Night and day(1), f:4 Basic Everest(1), f:6
Feature Marathon(1), Endless ladder(1) %:12.00 Feature Snowdrop (1), %:34.00
Ladder(1), Fruitful
tree (1),

Happiness (1), A
long journey (1)

The metaphors related to the basic features of success concept stressed the fact that it is necessary
to make a great effort for it (night and day, marathon, endless ladder, ladder, iceberg, snowdrop,
Everest, happiness, a long journey, fruitful tree). The metaphor that best describes this situation comes
from an education faculty student: “Success is like a fruitful tree because the more you look after it, the
more fruit you get.” (E18)

Discussion, Conclusion & Implementation

According to the findings of the research, the prospective teachers in the study generated a total of
528 valid metaphors about 13 components of the education system. Of these metaphors, 269 are
positive, 109 are negative, and 150 are related to the basic features of the education system. Thirty-four
students from pedagogical formation program produced 338 different metaphors while 18 students
from education faculty produced 190 metaphors. The prospective teachers’ perceptions related to the
concepts of teacher, student, parent, school, school principal, teaching material, teaching principles and
methods, assessment-evaluation, ethics and success are similar in both groups. As for the differences,
the perceptions of the PFCP students about the concept of graduates are more positive, while the views
of the education faculty students about curriculum are negative and their views of class management
are more positive compared to the other group. The perceptions of the prospective teachers in terms of
inputs, processes and outputs of the education system are shown with the frequencies and percentages
in Table 14 as a summary of the data.

The prospective teachers’ perceptions related to the concepts of teacher, parent, school principal
and teaching material (inputs); teaching principles and methods and ethics (processes), and success
(output) are positive in both groups. The perceptions related to the concepts of student and school as
well as the concept of assessment-evaluation are also similar, and these concepts were often stressed
within the scope of basic features. The areas of difference are due to perceptions of curriculum in input
dimension, classroom management in process dimension, and graduate in output dimension. The
perceptions of the students registered at PFCP about the concept of graduate are more positive than
those of the students in the education faculty. The prospective teachers in the education faculty used
positive metaphors when defining the concepts of curriculum and classroom management.
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Table 14.
Metaphorical perceptions of the Prospective Teachers related to Education System.
PFCP Students Education Faculty Students
Basic Basic
Positive Negative Features Positive Negative Features
f % f % f % f % f % f %
Teacher 32 94.00 1 300 1 3.00 17 94.50 - - 1 550
Student 4 12.00 7 20.00 23 68.00 1 550 2 11.00 15 83.50
Parent 22 65.00 3 900 9 26.00 15 83.50 - - 2 11.00
+~ School 15 44.00 1 3.00 18 53.00 7 3900 3 17.00 8 44.00
gl School 15 4400 13 38.00 6 18.00 12 66.00 3 17.00 3 17.00
~  Principal
Curriculum 9 26.00 15 4400 7 20.00 8 4400 4 2200 6 33.00
Teaching 32 94.00 - - - - 17 94.50 1 550 - -
Materials
Teaching 15 44.00 7 20.00 8 23.00 14 78.00 2 11.00 - -
Principles &
» Methods
§ Assessment- 9 26.00 1 3.00 20 59.00 5 2750 1 550 10 55.00
g Evaluation
Classroom 10 30.00 10 30.00 12 35.00 10 55.00 2 11.00 6 34.00
Management
Ethics 23  68.00 7 2000 1 3.00 10 55.00 3 17.00 4 22.00
£ Graduate 19 56.00 14 4100 1 3.00 2 11.00 13 7200 3 17.00
% Success 23 68.00 4 1200 4 12.00 10 55.00 2 11.00 6 34.00
(@]

It is known that some values in social context enrich and influence the use of language, and at the
same time these values connect people from different socio-cultural strata. When the metaphors used
are examined, it can be stated that some metaphors also represent social and cultural norms in Turkish
society. For example, family home notion, which is used as a representative of the family structure, was
used for school; head of family and landowner notions were used for school principals and finally guest
room and shop window notions were used for the description of teaching principles and methods.
Similarly, the use of religious concepts in these analogies supports the link between language and
culture. Some other related examples are the use of following notions in the descriptions: Godsend for
curriculum, Rod of Moses for classroom management, hereafter for assessment and evaluation, and
finally gift for parents.

According to the results of the research, the prospective teachers generally made positive
descriptions about the inputs, processes and outputs of the Turkish education system, except the
negative metaphors used by PFCP students in defining the curriculum concept and by education faculty
students in defining of the curriculum concept. This result includes serious differences when compared
to the study by Oriicii (2014) and Kasapoglu (2016). Because, in the study of Oriicii (2014), the
prospective teachers generated negative metaphors about the education system such as chaos /
uncertainty, mechanical / bureaucratic functioning, politics, competition / test-centeredness, inability in
reaching goals, jigsaw puzzle, inefficiency and limitation of freedoms. Kasapoglu (2016) also revealed the
use of the concepts of unstable, irregular (complex) and old structures in the description of the Turkish
education system. This may arise from different interpretations of the prospective teachers who handle
the Turkish education system as a whole or on the basis of the items that constitute it. It was also
observed in the study that there were no significant differences among the metaphors used by the
participant groups. In the study conducted by Kart (2016), the metaphors produced by the pedagogical
formation students and the education faculty students were divided into categories, and no significant
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difference was found between them. Elkatmis et al. (2013) also did not find a significant difference in
the opinions of the prospective teachers about self-efficacy. In addition, the use of negative metaphors
is at a very low rate, especially by the education faculty students, in the input and process dimensions
implying the fact that these prospective teachers have developed a positive professional identity under
the influence of their past experiences.

Considering the sub-problems of the study, the aim of the first research question is to analyze the
metaphors used by the prospective teachers in the description of the concepts in terms of the inputs of
the education system. When we look at the findings related to teacher, student, parent, school, school
principal, curriculum and teaching materials concepts as the inputs of the education system, it was
observed that PFCP and education faculty students provided very similar responses to each other except
the curriculum concept, and these responses were found to be positive except parent and school
concepts. The findings related to the concept of teacher are similar to those reported in many other
studies (Cocuk, Yokus & Tanriseven, 2015; Ekiz & Kogyigit, 2013; Ma & Gao,2017; Pektas & Kildan, 2009;
Polat, 2013; Saban, 2004; Saban, Ko¢beker & Saban, 2006; Yalgin Arslan & Cinkara, 2016). Especially in
the study carried out by Saban, Kocbeker & Saban (2006), the prospective teachers of English described
“guide and advisor” roles of teachers through counsellor, light, chief conductor, mother, compass and
leader metaphors. In a recent study in the field of foreign language teaching about metaphors (Ma &
Gao, 2017), it was revealed that the Chinese prospective teachers mostly used metaphors about their
professional qualifications, their professional identities and student development, and also metaphors
related to the spread of information and culture. As to the related findings of this study, the highlighted
teacher roles were those related to educating, raising and structuring.

While the prospective teachers described the concept of students, the second item in the input
dimension of the education system, they made use of living creatures such as tree, flower, sapling, seed
as metaphors related to the development and growth aspects of students in terms of their basic
features. Moreover, they used nonliving items such as empty plaque, play dough, clay, mud, firewood
and raw material to describe the aspect of being shaped. Bozlk (2002) investigated how university
students perceive themselves as students in a student-focused study. The results showed that students
generally described themselves as being passive and expressed this through the themes of animal,
human, action and object. Saban (2009) also studied on the metaphorical perceptions of prospective
teachers regarding the concept of "student". In this study where more detailed categories were formed,
the metaphors used in defining students were mainly related to the fact that students are a developing
entity, a raw material and an empty mind. Sezgin et al. (2014) reported that students were perceived as
a valuable asset, raw material, information reflector and passive information receiver. It can be claimed
that all three research results are very similar to the present study. The reason why the prospective
teachers’ metaphors for students were mainly about the basic features may be due to the current
student identities and roles of the participants. In the study conducted by Hoffman and Kretovics (2004)
on the interaction between students and council of higher education, interactions between students
and institutions, and particularly students and teachers were investigated. Considering the fact that
students also take part in educational processes, they argued that the term “partial employee” is a more
appropriate one to define student roles rather than the terms of product, receiver and employee used in
literature. As partial employees, students fulfil their traditional roles by fulfilling duties of employees,
and contribute to the development of the educational process in a cooperative way (p.118).

In a limited number of studies on parents (Balci, 1999), there is the perception that they are
irresponsible people and indifferent to matters about school especially in public schools. In this study,
although it was stated that parents do not take responsibility, put too much pressure on children and
cannot always respond to their children’s acts as examples of negative aspects of parents, it was
emphasized more that they are mostly supportive, guiding, developer, protective and meeting the
needs. When we look at the explanations that cause these interpretations, it can be claimed that the
participants think more about their families and reveal these positive aspects.
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A number of studies (Aydogdu, 2008; Cerit, 2006; Inbar, 1996; Mahlios & Maxon, 1998; Saban, 2008;
Oriicii, 2014; Ozdemir, 2012) have been conducted on the school concept, which is one of the most
important elements in the input dimension of the education system. The common result of these
studies is that the school is associated with the basic positive characteristics such as knowledge and
enlightenment, change, love and solidarity and preparation for life. It was observed that the metaphors
used such as “second home” (Inbar, 1996), “home”, “nest” and “factory” (Cerit, 2006; Saban, 2008) are
the same with those in the present study. The preferred metaphor was often a "prison" in negative
statements, which were not many. Although the physical conditions of schools are inadequate and they
have a uniform architectural structure, it can be stated that students spend a long time in schools, and
the interaction they experience there makes the students to feel themselves at home and make positive
descriptions about it.

The school principal is undoubtedly the key actor of the school administration. The roles of this actor
are different depending on the point of view. To give a few examples, Konan and Yilmaz (2016) reported
that school principals are often defined through positive metaphors such as “chief conductor”, “father”,
“plane tree” and “a gentleman”. In the study by Glnbay (2011), similarly, the school administrators
emphasized the importance of adaptation, hierarchical structure, team work and related required roles
when defining school management. In the study by Yalgin (2011), secondary school students, teachers,
parents and administrative staff were asked to generate metaphors for the concept of "school
principal". The results of the study showed that the students described school principals as being
sources of negativity and overly restrictive; the teachers underlined the characteristics of being a
researcher, a controlling person, a director and a coach, and the parents and administrators defined
school principals as a guiding and leading person. As can be seen, school principals are defined
differently by different people. The results of the present study showed that the amount of the positive
metaphors used by the students from education faculty is more than those of the students registered at
PFCP. When the negative metaphors are considered, the reason why PFCP students described school
principals through negative roles more may be due to the identities that the students have because
PFCP students defined the concept of school principal according to the school principals that they have
observed during their school life, in other words, from a student’s point of view. However, education
faculty students have recently been interns, made observations, and become much closer to school
administration as prospective teachers. These particular features of the education faculty students may
be the reason why they perceived school principals from a different point of view and made more
positive interpretations accordingly.

The views of the prospective teachers on curriculum were found to be at opposite poles. While
44.00% of the metaphors used by PFCP students were negative, 44.00% of those used by education
faculty students were positive. In the studies on education faculty students (Giltekin, 2013; Ozdemir,
2012), curriculum was defined through such positive metaphors as “guide”, “system”, “plan of a
structure”, “road map”, “milestone”, “a systematic entity” and “having broad perspective”. In another
study conducted on academic staff (Orten & Erginer, 2016), the categories of “being a guide” and “being
a light” were highlighted similar to the positive metaphors in the present study. As a result, the reason
why education faculty students had more positive descriptions compared to those of PFCP students may
be because of the courses that they took during undergraduate education. Education faculty students
must take the following courses for two terms in addition to PFCP courses according to the English
Language Teaching program determined by Council of Higher Education: (1) Teaching English to Young
Learners, (2) Approaches to English Language Teaching, (3) Teaching Language Skills I-Il and (4)
Literature and Language Teaching I-Il. Education faculty students learn a lot about both curriculum and
teaching principles and methods through these major courses and see that these areas are not just a
necessity, useless information on paper, or a chain that limits teaching. PFCP students take the related
(1) Special Teaching Methods course as a must course and (2) Curriculum Development in Education as
an elective course. Therefore, it can be argued that PFCP students were concentrated on the negative
aspects of the curriculum because they might not have had enough opportunities to associate the topics
with other courses in a limited period of time.
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All the PFCP and education faculty students except for one education faculty student made positive
descriptions related to teaching materials. The prospective teachers in the study indicated that teaching
materials are a necessity and a supplementary content, facilitate teaching, and raise fun / curiosity,
ensure diversity and function as a savior for teachers. In another related study (Eren & Tekinarslan,
2013) carried out on education faculty students of six different universities, a similar result was revealed
and, teaching materials were described as a necessary tool and source of motivation.

For the second sub-problem of the study, the participants were asked to describe teaching principles
and methods, assessment-evaluation, classroom management and ethics concepts of the education
system, which are related to the process dimension. According to the results of the research, the
prospective teachers generally made positive descriptions for teaching principles and methods. There
have been no related studies in the literature; however, the results are very close to those obtained for
the concept of curriculum. Only two of the education faculty students made negative descriptions, while
44.00% of PFCP students used positive metaphors, 20.00% used negative metaphors, and 23.00%
referred to the basic features. These findings may be the result of the effect that must and elective
courses in education faculties and pedagogical formation programs have on students.

The studies in literature on assessment and evaluation are divided into two categories. Firstly,
assessment and evaluation have been considered as a course, and negative results have been obtained
that describe the course as being "abstract", "detailed" and "complex" (Acar Giivendir & Ozer Ozkan,
2016). In other studies on the implementations of assessment and evaluation, Harris, Harnett and
Brown (2009) highlighted the basic features of assessment and evaluation through the categories of
“assessment output” and “assessment types”. Tatar and Murat (2011) gathered metaphors for
assessment under the category of basic features such as assessment for "defining", "shaping" and
"measuring the levels". Similarly, Eren and Tekinarslan (2013) figured out first basic features and then
negative aspects of assessment as a “level specifying”, “competitive” and “frightening” process.
Karasahinoglu (2015) observed that students used the metaphors of "anxiety", "feedback", "content"
and "future" to define the concept of exam. Finally, Tasdemir and Tasdemir (2016) stated that students
have the opinion that assessment - evaluation process contributes to the quality of education and it
requires sacrifice, and that these practices should be a well-organized and well-functioning system like a
system of human body or a machine. They also reported that the students mostly attributed positive
meanings (66.00%) to the practices of assessment-evaluation. In the present study as well, the concept
of assessment-evaluation or “exams”, as the participants refer it, was mainly mentioned through the
following aspects: revealing the results (medical examination, tension gauge), maintaining development
(mentorship) and being a necessity (vaccine, white goods). In both groups, one student used a negative
metaphor.

The second description, which leads to perceptual differences between PFCP and education faculty
students, is about the concept of classroom management. The findings show that most of the education
faculty students (55.00%) made descriptions using positive metaphors. PFCP students mostly mentioned
basic features of classroom management (35.00%), followed by positive (30.00%) and negative (30.00%)
aspects at equal rates. Oriicii (2012), who studied on the perspectives of classroom teachers about
classroom management, noted that the metaphors used by them were mainly about "bringing
coherence". Akar and Yildirrm (2009) classified orchestra, ship and factory management metaphors
under the category of “leadership and controlling”, and mother metaphor as a part of “affection and
interest” category. In the present study, in which education faculty students used exactly the same
positive metaphors, PFCP students used negative metaphors for classroom management to highlight its
difficulties and improper practices rather than criticizing it or indicating that it is unnecessary. This may
be due to negative experiences of PFCP students during their school life.

In literature, there has been no study which made use of metaphors to define ethics. Recent studies
(Altinkurt & Yilmaz, 2011; Ding, 2016; Gengoglu, 2015; Misirli, 2016) on prospective teachers about
ethics have focused on the unethical behaviours of teachers / faculty members. The results of the
present study showed that PFCP and education faculty students used positive metaphors to describe the
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concept of ethics. The prospective teachers stated that ethics is necessary, valuable, problem solver and
guiding. As it was for classroom management concept, the negative descriptions about ethics also
focused on its improper practices or not being cared. Education faculty students (55.00%) produced
fewer positive metaphors than PFCP students (68.00%) and they produced a lot more in the category of
basic features (PFCP: 3.00%, faculty of education: 22.00%), which may be the result of the fact that
education faculty students are more sensitive about ethics than PFCP students are. This may be
attributed to the perceptual selectivity and awareness related to education and teachers that education
faculty students have had during their 4-year undergraduate experience as well as having a more critical
point of view for what they have seen, heard of and experienced about education system. In this
context, Gross and Hogler (2005) point out that educators should take a number of internal and external
factors into consideration, and that students, teachers, colleagues and other components should be
considered as a part of the process and should be included in the evaluation of the process. It is also
emphasized that in this process educators must be compassionate and understanding by trying to
understand themselves and others.

Under the third research question, the metaphorical descriptions of graduate and success concepts
in the output dimension of the education system are analyzed. Findings reveal that there are differences
between PFCP and education faculty students. PFCP students (56.00%) were found to have a much more
positive attitude towards the graduate concept than education faculty students (11.00%). The reason
why PFCP students have positive but education faculty students have negative attitudes towards
graduation can be that PFCP students have more job opportunities while education faculty students are
less likely to have another job other than being a teacher. The students from other faculties are also
hopeless about their career like education faculty students. In the study of Akoglan and Dalkiranoglu
(2013), it was found that students do not receive sufficient guidance in their career decisions; these
decisions are taken according to traditional patterns, financial concerns outweigh career possibilities,
and students have pessimistic feelings about business life. The research also pointed out that the
students aim to have a reliable / permanent job as soon as possible. The employment of teachers as civil
servants in large numbers makes it attractive to graduate from education faculties. However, since
those from other faculties who get pedagogical formation certificates started to be qualified to be
teacher candidates, the number of candidate teachers to be recruited every year has increased, but the
chance of being recruited has decreased. In the study conducted by Safran et al. (2013), in which the
data of the graduates from science, math, social studies and education of religion & ethics departments
related to Public Staff Selection Exam were analyzed, it was reported that the vast majority of test-
takers are prospective teachers from faculties other than education faculties.

In terms of the concept of success, PFCP and education faculty students made descriptions using
positive metaphors. This may be closely related to the fact that the participants are senior students
because both groups will achieve serious success by graduating from university. However, the situation
is actually different when the success rates in Public Employee Selection Exam (PESE) and teacher
competencies are considered. The studies conducted in the field (Safran et al. 2013; Yildinm, 2017)
showed that students from education faculties are more successful in Teaching Field Knowledge Test
than those from other faculties. This success may be the result of the quality of training given to both
groups. incik and Akay (2014), in their study on the comparison of teacher competencies, noted that
students from education faculties find the training given to them sufficient to a large extent while
students registered at PFCP have the opinion that it is inadequate as it is given in a limited period of
time. Yiksel (2013), who discussed the problem in terms of scores obtained for university entrance and
scores obtained from Educational Sciences Test as a section of PESE, determined a low level of
correlation between the two types of scores. This indicates that students who graduate from
departments that admit students with high scores cannot be as much successful in Public Employee
Selection Exam, Educational Sciences Test. Therefore, not only the quality of PFCP but also the quality of
education faculties and their teaching outcomes should be examined.

Keeping in mind that the common perceptions about the education system are positive in both
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groups and similar to each other, some issues should be noted here. First of all, considering the fact that
PFCP will still be offered in near future and there are currently thousands of PFCP graduates having been
qualified as teacher candidates, issues about these programs should be put on agenda. The current
infrastructure of PFCP should be strengthened, courses should be given in longer periods of time and
school practice hours should be increased in order for students, who have positive attitudes towards
education system (Ozkan, 2012; Polat, 2013) and see PFCP as a source of knowledge and a second
chance (Diindar & Karaca, 2013), to go through a quality education. Otherwise, it is highly probable that
these candidates will have serious problems while performing teaching profession with the current
system and program. Therefore, it should be admitted that prospective teachers from other
departments than education faculties have also strengths and, it is necessary to search for ways to
eliminate their weaknesses both before and during service.

The same is true for education faculties. It can be inferred from the descriptions that the perceptions
of the participants are influenced more and in positive way by the relationships they develop at schools
rather than the physical facilities of schools. In that vein, they are more likely to develop empathy, have
ideas about the process and find solutions if they stay in close contact with school principals, teachers
and students. For these reasons, school-faculty collaboration needs to be strengthened in every sense
and school experience courses should be increased in undergraduate programs of education faculties.

In this study, only prospective teachers’ perceptions were revealed through metaphors. However,
for further studies, the experiences of prospective teachers in their own learning process can be
examined, and concrete relationships can be established accordingly in terms of their views about the
education system and finally the effects of social, cultural and economic variables can be revealed.
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Tiirkge Siiriim

Girig
Toplumlarin ilerlemesinde egitim ¢ok onemli bir etmendir. Egitimin kalitesi de 6gretmenlerin
yetistirilmesiyle dogrudan ilgilidir (Aysu, 2007). Turkiye’de, 6gretmen yetistirme seriiveni 16 Mart 1848
yilinda Dartlmuallimin agilmasiyla baslamis ve yillar igerisinde birgok degisiklige ugramistir. 1973 yilinda
cikarilan ve hala yurirlakte olan 1739 sayili Milli Egitim Temel Kanunu’nun 43. maddesinde 6gretmenlik
meslegi, devletin egitim, 6gretim ve bununla ilgili yonetim goérevlerini lzerine alan 6zel bir ihtisas
meslegi olarak tanimlanmistir.

Tirkiye'de 6gretmenlik mesleginin sayginligi 1970'li yillara kadar korunmus, ancak daha sonra hizli
toplumsal, siyasal degisme ve sanayilesme ile birlikte giderek gerilemeye baslamistir. 1980’li yillarda yeni
meslek gruplarinin ortaya cikmasi ve memurlarin gelir dizeylerinin giderek dismesi ile birlikte
ogretmenlik meslegi de eski sayginligini giderek yitirmis ve toplumsal statideki yeri diismeye baslamistir
(Aycan, 2015). Bu diisuste 6gretmen agigini kapatmak icin yedek subay 6gretmenlik, vekil 6gretmenlik,
ogretmenlik formasyonu kurslari, mektupla 6gretmen yetistirme, hizlandirilmis programla 6gretmen
yetistirmenin (Akyliz, 2001) de etkili oldugu distnulebilir. 1982’den itibaren 6gretmen yetistirme
gorevinin egitim fakiltelerine verilmesiyle nicelik ve nitelik agisindan bir iyilesme hedeflenmistir.
Ogretmen aciginin  giderilemedigi zamanlarda, egitim fakiiltesi mezunu olmayanlarin &gretmen
olmalarini saglamak igin donem dénem cesitli sertifika programlari agilmistir (Eraslan & Cakici, 2011).
Ogretmenlik sertifika programlari daha sonrasinda alinan 97, 39 ve 2761 sayili kararlarla bircok kez
yaptlandirilmistir (YOK, 1998). 1998’de YOK, pedagojik formasyon programlarinin uygulamadan uzak,
siire ve kapsam olarak yetersiz oldugunu ileri stirerek kapatmis ve alternatif olarak 3,5 + 1,5 ya da 4+1,5
yil formdlleri ile tezsiz yuksek lisans egitiminden sonra 6gretmenlik yolunu agmistir (Polat, 2013). Daha
sonra 2010 yilinda tezsiz yiliksek lisans programindan vazgegilerek, iginde 6grencilerin not
ortalamalarinin da bulundugu belirli kriterler konularak pedagojik formasyon verilmeye basglanmistir.
2012’de formasyon bir kez daha kaldirilmis fakat sonrasinda yeniden devam edilmesi icin karar
alinmistir. Son olarak 20 Subat 2014’te yayimlanan “Pedagojik Formasyon Egitimi Sertifika Programina
iliskin Usul ve Esaslar” yonetmeligine gore kontenjanlar ve kabul kosullari (akademik ortalama,
Universite giris puani vb.) Universite senatolarinca belirlenip 6gretmen adaylari bu programlara kayit
yaptirmaktadir.

Ogretmen yetistirme sisteminin tiim bilesenlerinin, sirekli bir degerlendirme siireci iginde
sorgulanmasi, bugiliniin ve gelecegin gerektirdigi nicelik ve nitelikte 6gretmen yetistirmek igin siirekli
iyilestirilmesi gerekmektedir (Atanur Baskan, Aydin & Madden, 2006). Bu nedenle farkli kaynaklardan
beslenerek egitim-6gretim silireclerini tamamlayan 6gretmen ve 6gretmen adaylari bircok arastirmanin
konusu olmustur. Bu calismalarin bazilari sadece fen-edebiyat fakiltesi 6grencileriyle yapilmisken
(Demircioglu & Ozdemir, 2014; Eraslan & Cakici, 2011; ilgan, Seving & Ari, 2013; Kartal, 2009; Yiiksel,
2004), bazilari egitim fakultesi 6grencileri ile karsilastirmali olarak yapiimistir (Elkatmis, Demirbas &
Ertugrul, 2013; Kart, 2016; Polat, 2013; Sayin, 2005; Simsek, 2005; Terzi & Tezci, 2007).

Metaforlar araciligiyla yuritilen ¢alismalarda duygu ve dislnceler daha glgli bir sekilde ifade
edilebildigi gibi, ifade edilmesi zor unsurlar da somutlastirilarak aktarilabilir. Lakoff ve Johnson (1980)
metaforlarin insanlarin algilama ve disiinme vyapilarina gore sekillendigini ve algl ve anlayisi da
vapilandirdigini ifade etmistir. Bu nedenle metaforlarin kisilerin egitimle ilgili sorunlari anlamasi ve
farkindalk gelistirmesinde gicli unsurlar oldugu distnilmektedir. Tompkins ve Lawley (2002)’e gore
metaforlar, bireyleri yaratici diisinmeye yoénlendirerek, kendilerini sinirlamadan dilde alt anlamlarla
kendilerini ifade etmelerine olanak saglamaktadir. Bu yoniyle metaforlar, egitim alanindaki birgok
unsurun anlamlandirilip algilanmasinda 6nem teskil etmektedir. Metaforlar araciligiyla hem 6gretmen,
hem 6grenci hem de 6grenme-6gretme ortamindaki birgok unsurun roli ve islevi daha etkili ve verimli
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bir hale getirilebilir. Bu yoniyle metaforlar egitim alanindaki bircok ¢alismanin konusu olmustur. Bu
galismalarin bazilari 6grenci ve kurum arasindaki etkilesimi (Hoffman & Kretovics, 2004), bazilari
O6gretmenin 6gretme algilarini (Oxford vd., 1998) ve bir kismi da 6grencilerin 6grenmeyle ilgili algilarin
konu almistir (Bozlk, 2002).

Arastirmanin Onemi

Egitim sistemi ile ilgili yapilan ¢alismalarin temelinde sistemin boyutlarinin verimi ve birbirleri ile olan
iliskileri incelenmektedir. Katz ve Kahn (1977) acik sistemin girdi, isleme sireci, ¢ikti, geribildirim ve
cevre gibi 6gelerden olustugunu ifade etmektedir. Egitim sistemi sosyal ve acgik bir sistemdir. Bu
durumda 6gretmen, 6grenci, veli, okul, okul midiri, 6gretim programi ve kullanilan materyaller okul
sisteminin girdilerini olusturmaktadir. Basari, mezun, is doyumu gibi ciktilarin kalitesini ise siregte
kullanilan 6gretim ilke ve yontemleri, 6lgme-degerlendirme sistemleri, etik uygulamalar ve sinif yonetimi
gibi 6gretmenlik mesleginin temel uygulama alanlari belirlemektedir. Birbiriyle yogun etkilesim halinde
olan egitim sisteminin girdi, slire¢ ve ciktisi ile ilgili bu temel kavramlarin pedagojik formasyon sertifika
programinda (PFSP) ve egitim faklltesinde 6grenim gbren Ogretmen adaylari tarafindan nasil
tanimlandiginin mecazlar yoluyla ortaya gikarmak, bu adaylarin gegirmis olduklari 6grenim siirecinin
kalitesi hakkinda fikir sahibi olunmasina yardimci olabilir. Bununla birlikte yakin gelecekte sistemin
uygulamacilari olan 6gretmen adaylarinin egitim sisteminin girdi, stirec ve ¢ikti boyutlarindaki algilarinin
gelecekte 6gretmenlik meslegini icra ederken sergileyecekleri 6gretmenlik yaklagimlarini tahmin etme
boyutunda oldukca degerli oldugu distnilebilir. PFSP ve egitim fakiiltesindeki 6gretmen adaylarinin
egitim sistemiyle ilgili algilarinin karsilastirmali bir sekilde ortaya konmasi ayrismalarin ve ortiismelerin
gorulmesini  kolaylastiracaktir.  Calisma bu  yonlyle 6gretmen vyetistirme  politikalarinin
degerlendirilmesine 1sik tutmasi agisindan biyik 6nem tasimaktadir.

Ogretmen adaylarinin Tiirk egitim sistemi ile ilgili algilarinin belirlenmeye caligildigi calismalarda ya
sistem bir biitiin olarak ele alinmis (Kasapoglu, 2016; Oriicli, 2014) ya da sistemi olusturan pargalardan
ogretmen (Cocuk, Yokus & Tanriseven, 2015; Ekiz & Kogyigit, 2013; Ma & Gao,2017; Pektas & Kildan,
2009; Polat, 2013; Saban, 2004; Saban, Kogbeker & Saban, 2006; Yalgin Arslan & Cinkara, 2016), 6grenci
(Bozkl,2002; Saban, 2009; Sezgin vd., 2014; Hoffman & Kretovics,2004), okul (Aydogdu, 2008; Cerit,
2006; Inbar, 1996; Mahlios & Maxon, 1998; Saban, 2008; Oriicli, 2014; Ozdemir, 2012), okul miidiirii
(Guinbayi, 2011; Konan & Yilmaz, 2016; Yalgin, 2011), gretim programi (Giiltekin, 2013; Orten & Erginer,
2016; Ozdemir, 2012), materyal (Eren & Tekinaslan,2013), sinif yénetimi (Akar & Yildirim, 2009), dlgme
ve degerlendirme (Acar Giivendir & Ozer Ozkan, 2016; Harris, Harnett & Brown,2009; Karasahinoglu,
2015; Tatar & Murat,2011; Tekinarslan, 2013; Tasdemir & Tasdemir,2016) ve etik (Altinkurt & Yilmaz,
2011; Ding, 2016; Gencgoglu, 2015; Misirh, 2016) kavramlar tek tek ele alinmistir. Ancak bu calismayi
onemli kilan bir diger nokta da sistemin girdi, slire¢ ve ¢ikti boyutundaki tiim unsurlarini bir arada ele
alip 6gretmen adaylarinin sistemi ve temelde onu olusturan pargalari nasil algiladiklarini daha somut bir
sekilde ortaya koymayi hedeflemesidir. Boylece 6gretmen adaylarinin Turk egitim sistemi ile ilgili varsa
olumsuz algilarinin hangi kavramlardan kaynaklandigini tespit edip gerek yliksekégretim kurumlarinda
gerekse okullardaki eksikliklerin dizeltiimesi yoninde yol gostermesi hedeflenmektedir. Son olarak
calismanin nitel yontem kullanilarak verilerin metaforlar yoluyla toplanmasi duygu ve distincelerin daha
iyi ifade edilmesine ve bdylece soyut kavramlarin somutlastiriimasina yardimci olarak 6gretmen
adaylarinin Tirk egitim sistemine iliskin algilarinin derinlemesine anlasilmasina katkida bulunacagi
distnilmektedir.

Calismanin Amaci

Bu calismanin amaci PFSP kayitli Fen-Edebiyat Fakdltesi ingiliz Dili ve Edebiyati son sinif 6grencileri ile
Egitim Fakiltesi ingiliz Dili Egitimi bdlimi son sinif dgrencisi 6gretmen adaylarinin egitim sisteminin
girdi, slire¢ ve c¢ikti boyutundaki temel kavramlarina iliskin algilarinin karsilastirmali olarak metaforlar
yoluyla belirlenmesidir. Arastirmanin amaci kapsaminda yanit aranacak sorular sunlardir:

280



Zehra KESER OZMANTAR, Fadime YALGIN ARSLAN — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 255-304

1. Ogretmen adaylarinin egitim sisteminin girdi boyutundaki kavramlari tanimlarken kullandiklari
metaforlar nelerdir?

2. Ogretmen adaylarinin egitim sisteminin siire¢ boyutundaki kavramlari tanimlarken kullandiklar
metaforlar nelerdir?

3. Ogretmen adaylarinin egitim sisteminin ¢ikti boyutundaki kavramlari tanimlarken kullandiklar
metaforlar nelerdir?

Yontem
Arastirmanin Deseni

Bu ¢alismada nitel arastirma desenlerinden olgubilim kullaniimistir. Olgubilim (fenomenoloji) deseni,
farkinda olunan ama derinlemesine ve ayrintili bir anlayisa sahip olunamayan olgulara odaklanmaktadir.
Olgubilim, bireylerin timiyle yabanci olmadigi ayni zamanda da tam anlamini kavrayamadigi olgulari
arastirmayi amaglayan calismalar icin uygun bir arastirma zemini olusturmaktadir (Yildirm & Simsek,
2008).

Calisma Grubu

Calisma grubu olasiliga dayali olmayan 6rneklem tekniklerinden amagsal 6rnekleme yontemi ile
belirlenmistir. Amagsal 6rnekleme arastirmacinin kendi kisisel gdzlemlerinden hareket ederek arastirma
sorunsalina uygun oldugunu dislindigu belirli 6zellikleri tasiyan deneklerin segildigi 6rneklemedir
(Gurbiz & Sahin, 2014). Bu arastirmanin calisma grubunu 2015-2016 egitim-6gretim yili bahar
déneminde Gaziantep Universitesi PFSP kayith 34 Fen-Edebiyat Fakiiltesi ingiliz Dili ve Edebiyati 6grencisi
ile ayni Universitenin Egitim Fakiltesi ingiliz Dili Egitimi bolimiinde okuyan 18 son sinif dgrencisi
olusturmaktadir. Calismanin bu iki grupla yiratilmesinin nedeni, her iki gruptaki 6gretmen adaylarinin
dgretmenlik alanlari, atama ve ders okutma esaslarinin birbirinin aynisi olmasidir (Ogretmenlik Alanlari,
Atama ve Ders Okutma Esaslari, 2014, p.17). Egitim fakiiltesi ya da PFSP mezunu olup atamasi yapilan
O0gretmenler aralarinda fark olmaksizin ilkokul, ortaokul ya da lisede galisabilmektedirler. Ancak egitim
fakiltelerinin diger 6gretmenlik alanlari mezunlari ve PFSP mezunlari karsilastirildiginda atamalarinin
farkli okul kademelerine yapildigi gériilmektedir. Ornegin; fen edebiyat fakiltesi Tiirk dili ve edebiyati
boliminden mezun olan ve formasyon egitimi alan o6grenciler liselerde Tirk dili ve edebiyati
ogretmenligi yapabilmekteyken; egitim fakiltesi Tirkce 6gretmenligi mezunu 6grenciler ortaokullarda
¢alisabilmektedirler. S6z konusu durum egitim fakultesindeki ilkogretim matematik 6gretmenligi bolimu
ve fen edebiyat fakiiltesindeki matematik béliimleri icin de gegerlidir (Ogretmenlik Alanlari, Atama ve
Ders Okutma Esaslari, 2014, pp.33-34).

Veri Toplama Araci ve Siireci

Bu arastirmada 6gretmen adaylarinin, egitim sistemine iliskin sahip olduklari algilari ortaya ¢ikarmak
icin, 6gretmen, 6grenci, veli, okul, okul miidiri, 6gretim programi, 6gretim materyali, 6gretim ilke ve
yontemleri, 6lcme-degerlendirme, etik, sinif yénetimi, mezun ve basari kavramlarini metafor kullanarak
actklamalari istenmistir. Katiimcilara gorislerini bildirmeleri icin her bir kavram igin —6rnegin 6gretmen
kavramina iliskin- “Ogretmen............. gibidir; cinki .......... ” cumlesini tamamlamalari istenmistir. Bu
sekilde 6gretmen adaylari 13 kavram igin 13 metafor kullanmis ve gerekgelerini agiklamiglardir. Saban
(2009), metaforlarin bir veri toplama araci olarak ele alindigini, calismalarda “gibi” kelimesinin genellikle
“metaforun konusu” ile “metaforun kaynagl” arasindaki bag daha acik bir sekilde ¢agristirmak icin
kullanildigini; “ciinkid” kelimesinin ise katihmcilarin kendi metaforlari icin bir “gerekce” (veya “mantiksal

dayanak”) sunmalari igin kullanildigini ifade etmistir.
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Verilerin Analizi

Elde edilen veriler igerik analizi ile ¢dziimlenmistir. Veri analizi siirecinde Oncelikle 6gretmen
adaylarindan gelen tum metaforlar ve gerekgeleri not edilmistir. Metaforu ya da gerekgesi yazilmayan
kagitlar analiz disi birakilmistir. Verilen cevaplar anlamlarina gére olumlu, olumsuz ve temel o6zellik
olarak 3 kategoriye ayrilmistir. Ozellikle olumlu ve temel 6zellik kategorilerindeki agiklamalar birbirine
cok yakin olmakla birlikte tanimlama sonrasindaki agiklamalar farkhliklari ortaya koymaktadir. Ornegin
velilerin kultlrel olarak kendilerine benzeyen cocuklar yetistirmeleri, velilerin; okulda uzun sire
kalinmasi, okulun; okul maddarlerinin belirli bir mesleki kideme sahip olmalari da okul midirid olmanin
dogal bir sonucudur. Veli kendisi gibi “iyi” ya da “ko6tl” gocuk yetistirebilir; okulda uzun zaman gegirmek
eglenceli, 6gretici ya da sikici olabilir; midirin mesleki kideme sahip olmasi deneyimli ya da yeniliklere
kapali olmanin belirtisi olabilir. Dolayisiyla bunun gibi mantiksal gerekgeleri tam olarak belirtiimeyen ya
da kavramin olumlu/olumsuz ydnlerini vurgulamayan metaforlar temel 6zellik kategorisinde ele
alinmistir. Ancak olumlu ve olumsuz 6zellikler kategorisine yerlestirilen metaforlar ¢ok daha kesin
yargilara varilmasini kolaylastirmaktadir. Ornegin; velilerin destekleyici ve yol gdsterici olmalari; okulun
aile sicakligl tasimasi; okul mudirinin dizen saglayicl ve problem ¢o6ziici yanlarini ortaya ¢ikaran
metaforlar ise olumlu o6zelikler kategorisine dahil edilirken; okulun hapishaneye, okul midirinin
gardiyana benzetildigi metaforlar dogrudan olumsuz kategorisine eklenmistir. Bu siniflandirma islemi
sirasinda metaforlar ve gerekgeleri birlikte degerlendirilmistir. Clinkld bazi metaforlar olumsuzluk
¢agristirmasina ragmen mantiksal agiklamasina bakildiginda olumlu oldugu goérilmustir. Tersi durumlar
da zaman zaman yasanmistir. Ayni metaforun farkh anlamlar tasidigi tanimlamalar dogrudan alintilar
yapilarak agiklanmaya cahisiimistir. Tablolar olusturulurken metaforlar 6nce frekanslarina sonra alfabetik
siraya gore listelenmistir.

Gegerlik ve glivenirligi saglamak icin toplanan verilerin analiz sireci agiklanmis ve kategorilerin
hepsinde yer alan metaforlarin tamami bulgular kisminda okuyucuya sunulmustur. Calismada
inandiriciligr saglamak icin her bir metaforun hangi kategoriye ait oldugunu teyit ekmek amaciyla ingiliz
dili egitimi alaninda bir uzmana sunulmustur. Uzman incelemesi arastirma konusu ve metodolojisi
hakkinda uzmanlasmis ya da en azindan bilgi sahibi olan kisilerden secilmesi gerekmektedir (Merriam,
2013; Yildirrm & Simsek, 2006). Bu niteliklere sahip bir alan uzmanin ve arastirmacilarin yaptig
degerlendirmeler karsilastiriimis ve drtiismeyen kategori-metafor eslestirmeleri tizerinde tartisilarak fikir
birligine varilmaya calisiimistir. Arastirmacilar ve uzman tarafindan goris birligine varilamayan
metaforlar analiz digi birakilmigtir. Uzman gorisiinden sonra kategorilere son hali verilmistir. Ayrica ham
veriler higbir yorum yapilmaksizin verinin dogasina mimkiin oldugu 6lglide sadik kalinarak aktarilmaya
¢alisiimig, dogrudan alintilara yer verilmistir. Katilimcilardan yapilan alintilarda pedagojik formasyon
dgrencileri icin “F”, egitim fakiiltesi 6grencileri icin “E” kisaltmasi kullanilmistir. Ornegin 10. siradaki
formasyon 6grencisinden yapilan bir alinti icin F10; 6. siradaki egitim fakultesi 6grencisinden yapilan
alintiicin E6 kisaltmasi kullaniimistir.

Katilimci sayilari esit olmadigi icin verilerin ylizdeleri de hesaplanmistir. 34 PFSP ve 18 egitim fakiltesi
ogrencisi kendilerine yoneltilen 13 sorunun tamamini yanitlamamistir. Ayrica gegerlik givenirlik
calismalari sonucunda uzlagsmaya varilamayan ve kategori disi birakilan metaforlar ve agiklamalari
bulunmaktadir. Dolayisiyla tim bu sorular da frekans ve yilizde hesaplamasina dahil edildigi icin bazi
tanimlamalarda frekanslar 34 veya 18’e, ylizdelerin toplami da %100’e ulasmamistir.

Bulgular

Bu boliimde arastirmadan elde edilen veriler dort alt problem ekseninde degerlendirilmistir. Her
kavrama iliskin metaforlar PFSP ve egitim fakiltesi gruplari icin ayri ayri gosterilerek frekanslari ve
ylzdelerine gore siralanmistir. Metaforlar anlamlarina gére olumlu, olumsuz ve temel ozellik
kategorilerine ayrilmistir.
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Birinci Alt Probleme iliskin Bulgular

Aragtirmanin ilk alt problemi “Ogretmen adaylarinin egitim sisteminin girdi boyutundaki kavramlari
tanimlarken kullandiklari metaforlar nelerdir?”seklinde belirlenmistir. Bu probleme cevap aramak
amaciyla 6gretmen adaylarina egitim sisteminin girdi boyutundaki 6gretmen, 6grenci, veli, okul, okul
midiri, oOgretim programi ve Ogretim materyali kavramlarini metafor kullanarak tanimlamalari

istenmistir. Tablo 1’de 6gretmen kavramina iliskin elde edilen veriler gbsterilmektedir.

Tablo 1.

Ogretmen Kavramina liskin Metaforlar.

Formasyon Egitim Fakiiltesi
Kategori Kod Toplam Kategori Kod Toplam
Olumlu Isik (6), Anne-baba (5),Su(2), f:32 Olumlu Mum (4), Isik(3), f: 17
Agac(1), Ay(1), Bahgivan(1), Bilim %:94.00 Agac(1), Glines-su- %:94.50
insani(1), Fedai(1), Glines(1), toprak (1), iktisatg
Hayat(1), Hayat cizgisi(1), inek(1), (1), Lider(1), Meyve
Kapi(1), Kum saati(1), Mimar(1), veren dal(1),
Mum(1), Orkestra sefi (1), Mimar(1),
Pusula(1), Rehber(1), Trafik Oyuncu(1),
lambalari(1), Yasam kogu(1), Sanatgi(1), Siir (1),
Yildiz(1) Ulu ¢inar(1)
Olumsuz  Trafik polisi (1) f:1 Olumsuz - f:0
%:3.00 %: .00
Temel Orkestra sefi (1) f:1 Temel Senarist f:1
ozellik %:3.00 ozellik %:5.50

Tablo 1’e gore 6gretmen adaylarinin biyik ¢ogunlugu (%94.00 ve %94.50) 6gretmen kavrami ile ilgili
olumlu metaforlar kullanmislardir. Her iki grupta da 6zellikle i1sik kaynagi (1sik, mum, giines, ay,yildiz)
metaforlari 6gretmeni tanimlarken kullaniimistir. Bu metaforlarin hemen hepsinde mantiksal gerekge
olarak “aydinlatir” cevabi verilmistir. Ornegin: “Ogretmen ay gibidir; ¢iinkii karanlk, bilgisiz yonlerimizi
aydinlatir.” (F19)

Olumlu anlam igceren metaforlar iginde 6gretmenin yol gostericiligine ve yonlendiriciligine (rehber,
1sik, orkestra sefi, anne, pusula, lider) isaret eden metaforlar bulunmaktadir. Yetistirme, biylitme ve
yapilandirma anlami tasiyan olumlu metaforlar ise; bahgivan, kum saati, agag, su ve mimar olarak
siralanmistir. Bu anlamdaki en belirgin metafor sdyledir: “Ogretmen bahgivan gibidir; ¢iinkii cocuk
gelisimini bilir, ona gore vyetistirir.” (F10) Ogretmenlerin egitici ve &greticiligi (izerine olusturulan
metaforlar anne-baba, yasam kocu, bilim insani, fedai ve ulu c¢inar olmustur. Ornek bir ifade su
sekildedir: “Ogretmen ulu ¢inar gibidir; ¢linkii dallarinin altindakileri 6grettikleriyle biyitir.” (E3)

Ogretmen kavrami ile ilgili tek olumsuz metafor bir 6gretmen adayinin trafik polisi metaforudur. F30
sdyle ifade etmistir: “Ogretmen trafik polisi gibidir; ¢lnkii hep ceza vermeye ugrasir.” (F30)
Ogretmenligin temel dzelliklerine her iki gruptan birer 6gretmen adayi vurgu yapmistir. Orkestra sefi ve
senarist metaforlari su sekilde kullanilmistir: “Ogretmen orkestra sefi gibidir; ¢linkii sinifin hakimiyeti
ondadir.” (F29) “Ogretmen senarist gibidir; ¢linkii 6grencilere rollerini verir.” (E12)

Bazi durumlarda ayni metafor farkli anlamlar icerebilmektedir. Ornegin 6gretmen kavrami ile ilgili
orkestra sefi metaforu “Ogretmen orkestra sefi gibidir; clinkii yol gdsterir.” ifadesinde olumlu anlamda
kullanilirken yukarida gorildigl 6gretmenligin temel oOzelligini vurgulamak igin de ayni metaforu
kullanmustir.

Egitim sisteminin girdi boyutundaki bir diger kavram olan 6grenci ile ilgili metaforlar Tablo 2’de
gosterilmektedir.
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Tablo 2.
Ogrenci Kavramina iliskin Metaforlar.
Formasyon Egitim Fakiiltesi
Kategori Kod Toplam Kategori Kod Toplam
Olumlu Bitki(1), Cicek(1), Kok(1), Ocak(1) f:4 Olumlu Tliccar(1) f:1
%:12.00 %: 5.50
Olumsuz  Bukalemun (1),Cips paketi(1), f:7 Olumsuz  Asker (1), Mahkum(1) f:2
Gilekes(1), Denek(1), Kopek %:20.00 %:
baligi(1), Mahkum(1), Uzay(1) 11.00
Temel Agac (2), Bos levha (2), Fidan (2), f:23 Temel Gicek (3), Agag(1), f:15
ozellik Oyun hamuru (2), Tohum (2), %:68.00 Ozellik Gamur(1), Fidan(1), %:83.50
Agustos bocegi(1), Ay Figiran(1), Fotograf
cekirdegi(1), Bilgi topu(1), Bos makinesi(1), Ham
defter(1), Cocuk (1), Hard disk(1), madde(1), Hasta(1),
Heykel(1), islenmemis iriin (1), Karinca (1), Kil(1),
Ram(1), Su(1), Tutusturulacak Mum(1), Oyun
¢ira(1), Yavru kus(1), Yolcu(1) hamuru(1), Tohum (1)

Tablo 2’ye gore 6gretmen adaylari éncelikle 6grencilerin temel 6zelliklerine odaklanmislardir. Her iki
calisma grubu icin de en yiksek frekans (23 ve 15) ve ylizdeler (%68.00 ve %83.00) temel 6zellik
kategorisinde goriilmektedir. Agac, cicek, fidan, tohum, yavru kus gibi gelisme ve biylme ozelligi
gdsteren canli metaforlar 6grencilerin temel 6zelliklerini vurgulamak igin kullaniimistir. “Ogrenci yavru
kus gibidir; ¢linkii ilgiye ihtiyac duyar.” (F34) “Ogrenci cicek/fidan gibidir; ¢linkii sularsan biyir.” (E6,
E10) Ayrica bitki, cicek, kok gibi benzer metaforlar 6grencilerin olumlu yonlerini tanimlarken de
kullanilmistir. “Ogrenci cigek gibidir; ¢linkii cicek gibi gelisir, gelistikce giizellesir.” (F10)

Katihmcilar 6grencilerin temel 6zelliklerinden bahsederken sekillendirilme yonlerini bos levha, oyun
hamuru, kil, camur, tutusturulacak ¢ira ve ham madde metaforlarini kullanmiglardir. Birka¢ o6rnek
vermek gerekirse: “Ogrenci bos levha gibidir; ¢linkii &gretmen tarafindan doldurulur.” (F11) Egitim
fakiltesinden bir 6gretmen adayi da (E3) 6grenci igin ilk bakista olumsuz gibi algilanan ancak gerekgesini
okuyunca olumlu bir benzetim oldugu anlasilan tiiccar metaforunu kullanmistir. $éyle ki: “Ogrenci tiiccar
gibidir; clinku her seyin en iyisini, en yenisini toplar.”

PFSP kayith 6gretmen adaylari (%20.00) egitim fakultesindeki 6gretmen adaylarindan (%6.00) daha
fazla olumsuz metafor kullanmislardir. Bu metaforlar 6grenciligin genel olarak zorlugundan (asker,
mahkum, denek, cilekes) bahsederken bazilari da olumsuz kisilik 6zelliklerinden (cips paketi, kopek
baligi, uzay) bahsetmistir. Bazi alintilar su sekildedir: “Ogrenci denek gibidir; clinkii egitim felsefeleri
tizerlerinde uygulanir.” (F7) “Ogrenci mahkum gibidir; ¢linkii her seye itaat etmek zorundadir.” (E5)”
“Ogrenci cips paketi gibidir; ¢linkii dolu gériiniir ama ici ¢ok az doludur.” (F12)

Egitim sisteminin girdi boyutundaki bir diger kavram olan veli ile ilgili metaforlar ise Tablo 3'te
gosterilmektedir. Tablo 3’de katiimcilarin veli kavramini tanimlarken kullandiklari metaforlarin buyik
¢ogunlugunun (PFSP igin %65.00; egitim fakdiltesi icin % 85.00) olumlu oldugu; egitim fakiltesi
6grencilerinin hi¢ olumsuz kod kullanmadigi; PFSP 6grencilerinin 3 olumsuz kod kullandigi, geriye kalan
kodlarda da velilerin temel ozelliklerini vurguladigi gorilmuastir. Veli ile ilgili olumlu kodlara iliskin
gerekgelere bakildiginda, katilimcilarin velilere destekleyici (kapi, tutunacak dal, dag, kaya, duvar,
cankurtaran); gelistirici (satrang oyuncusu, hazine anahtari, merdiven, aslan); yol gosterici (rehber, 151k,
lider, kullanma kilavuzu, pusula); degerli (su- giines, ¢ayin yaninda icilen sigara, insaata atilan temel,
kalp, miicevher); koruyucu (orman, givenlik gorevlisi, ev, doga, melek); ihtiya¢ duyulan/karsilayan (para,
yuva, nimet, yardim dernegi); mutluluk kaynag (tath, yakin arkadas) rollerini ylkledikleri goriilmektedir.
Bu roller verilen 6rneklere bakildiginda; “Veli merdiven gibidir; ¢linkii ¢ocugunun yikselmesi icin
basamak olur.” (F23) “Veli cayin yaninda igilen sigara gibidir; ¢ciinki hi¢ bitmesin istersin.” (F14)”, “Veli
tath gibidir; cinkl yesen de yemesen de yaninda olmasi seni mutlu eder.” (E9)
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Tablo 3.
Veli Kavramina iliskin Metaforlar.
Formasyon Egitim Fakiiltesi
Kategori Kod Toplam Kategori Kod Toplam
Olumlu Isik (2), Aslan (1), Cayin yaninda f:22 Olumlu Duvar (2), f:15
icilen sigara(1), Dag(1), Doga(1), %:65.00 Cankurtaran(1), Degerli  %:83.50
Ev (1), Glvenlik gorevlisi(1), micevher(1), Demir (1),
insaata atilan temel(1), Kapi(1), Isik(1), Kalp(1),
Kaya(1), Képrii(1), Merdiven(1), Kullanma kilavuzu(1),
Orman (1), Para(1), Rehber(1), Lider(1), Melek (1),
Sabir tasi(1), Satrang Nimet(1), Pusula(1),
oyuncusu(1), Su kaynagi(1), Su- Tath(1), Yardim
gines(1), Tutunacak dal(1), Yakin dernegi(1), Yuva(1)
arkadas(1)
Olumsuz DOrt basi mamur(1), Otorite(1), f:3 Olumsuz - f:0
Parkur (1) %:9.00 %: .00
Temel Ayna (2), Bahgivan(2), Hazine f:9 Temel Ciftgi(1),Ordek siiriisii f:2
ozellik anahtari(1), Heykeltiras(1), ilk %:26.00 ozellik lideri(1) %:11.00
dokunus(1), Pisen yemek(1),
Radar (1)

Veliyi tanimlayan metaforlar arasinda yogun olarak onun temel 6zelligi olarak kendisi gibi 6grenciler
yetistirmesini vurgulayan ayna ve 6rdek strisu lideri ile gocuklari bliytitme roliinii vurgulayan bahgivan,
ciftgi, heykeltras metaforlari kullanilmistir. Bir 6rnek vermek gerekirse: “Veli 6rdek surtsuniin lideri
gibidir; ¢clinkli o ne yaparsa gocuklari aynisini yapar.” (E5) PFSP grubundan bir katihmci (F34) da velinin
¢ocugunun her hareketinden haberdar olmasini sdyle agiklamistir: “Veli radar gibidir; ¢linkii gocugun
basina ne gelse hemen 6grenir.”

PFSP o6grencileri velileri sorumluluk almayan (dort basi mamur), yersiz baski kuran (otorite) ancak
cocuklarina ¢ok da midahale edemeyen (parkur) kisiler olarak velilerin olumsuz 6zelliklerini
tanimlamiglardir. Bu konuda F30 kodlu 6grenci “Veli parkur gibidir; ¢linkii g¢ocuklarinin engellerini
asamaz.” tanimlamasini yapmistir.

Egitim sisteminin 6nemli bir boyutu olan okul kavrami ile ilgili metaforlar ise Tablo 4’te
gosterilmektedir. Tablo 4’de okul tanimlamasinda kullanilan kavramlar incelendiginde PFSP 6grencileri
ve egitim fakiltesi 6grencilerinin cogunlukla temel Ozellikleri iceren metaforlar kullandigi; olumsuz
kodlarin her iki katilimcr grubunda azinlikta oldugu goriilmektedir. Olumlu anlam igeren metaforlarda
okulun yasam alani anlamlarini iceren metaforlar (yuva, ev, hayat, agacin golgesi, baba ocagi, tarla) her
iki katihmci grubunda siklikla kullanilmakla birlikte yuva, ev, hayat ve tarla metaforlarina farkli anlamlar
ylklemislerdir. F13’tn kurdugu “Okul yuva gibidir; ¢linkii orda diger 6grencilerle yasarsin.” cimlesinde
yuva metaforu okulun temel 6zelligini anlatirken; F15’in “Okul yuva gibidir; ¢ink aile sicakhgi vardir.”
climlesindeki yuva okulun olumlu bir sekilde tanimlamistir. AVM, bilim evi, bilet gisesi, fabrika,
hardware, kok, kulis, 6ns0z, tarla ve yuva metaforlari ise okulun 6grencileri hayata hazirlama rollni
anlatmistir. Ornek vermek gerekirse: “Okul hardware gibidir; soyut islemler icin somut diizenek saglar.”
(E18) “Okul bilet gisesi gibidir; clinkii buradan bilet alinmadan yola devam edilmez.” (F28)

Okulun temel o6zelliklerinden farkliliklari barindirma ayri bir diinya, bahge, benzersiz hane, Taksim,
tiyatro salonu ve (ilke metaforlari ile tanimlanmistir. Olumlu bir tanimlama olan bahge kavrami,
mantiksal gerekgesiyle birlikte temel 6zellik niteligi tasiyan bir agiklamaya dénismistir. Soyle ki: “Okul
bahce gibidir, ¢clinki bin bir renk gicek de vardir diken de.” (F10) Ev, ikinci dlinya, ikinci hayat ve uzun yol
metaforlariyla da okulun uzun zaman gegirilen bir yer oldugu vurgulanmistir. “Okul ikinci diinya gibidir;
clinkli zamanimizin ¢cogu burada gecger.” (E9)
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Tablo 4.

Okul Kavramina lliskin Metaforlar.

Formasyon Egitim Fakiiltesi

Kategori Kod Toplam Kategori Kod Toplam

Olumlu  Yuva (2), Agacin golgesi(1), Baba ocagi(1), f:15  Olumlu Yuva (2), f.7
Bilet gisesi(1), Ev (1), Gelecege agcllan %:44.00 AVM(1), Bilim %:39.00
kapi(1), Hayat(1), ikinci ev(1), K6k(1), evi (1), Fabrika
Onsoz(1), Tarla(1), Ulke (1), Vatan(1), (1), Hardware
Yagmur damlasi(1), Yasam alani(1) (1), Kulis (1)

Olumsuz  Askeriye(1) f:1  Olumsuz Askeriye (1), f:3

%:3.00 Hapishane (1), %:17.00
iskencehane (1)

Temel Ev (2), Aile ortami(1), Ayri bir diinya(1), f:18 Temel Ev (2), Hayat f: 8
ozellik Bahce (1), Beden egitimi dersi(1), %:55.00 o6zellik (2), Hastane(1), %:44.00
Benzersiz hane(1), ikinci diinya(1), Kosu ikinci hayat(1),
parkuru(1), Kok(1), Kurbaga deresi(1), Taksim(1),
Tarla(1), Tedavi merkezi(1), Tiyatro Tiyatro(1)

salonu(1), Uzun yol(1), Ulke(1), Yuva(1)

Egitim fakiltesi 6grencileri (%17.00) PFSP 6grencilerinden (%3.00) daha biiyik oranda okula olumsuz
anlam yuklemislerdir. Okulla ilgili olumsuz kod kullanan 6gretmen adaylari benzer sekilde askeriye
metaforunu kullanmislardir. Her iki grubun anlatimlari su sekildedir: “Okul askeriye gibidir; ¢tnki
kurallara uymak zorundasinizdir.” (F11) “Okul askeriye gibidir; ¢tinkii yalnizca kurallar igler.” (E1)

Egitim sisteminin girdi boyutundaki okul midird kavrami ile ilgili metaforlar ise Tablo 5'te
gosterilmektedir. Okul mudurd ile ilgili toplam 52 metafor Uretilmistir. Bunlardan 27 tanesi olumlu, 16
tanesi olumsuz, 9 tanesi ise okul midiriinin temel 6zellikleri ile ilgilidir. Her iki katilimci grubu biylk
oranda olumlu kod bildirirken PFSP 6gretmen adaylari daha fazla olumsuz kod kullanmistir. Olumlu
kodlar icerisinde okul mudurinin yoneticilik (bahgivan, beyin, sofér), kaynak saglayicilik (kurt, muhtar),
diizen vericilik (amir, bahgivan, bekci, hakem, patron, organizatér, orkestra sefi), liderlik (aslan),
koruyuculuk (semsiye), yarar saglayicilik (doga) ve problem ¢ozticiiliik (baba) rolleri 6n plana gikmistir.
Burada kelime anlami olumsuzluk ¢agristiran kurt, olumlu manada su sekilde kullanilmigtir. “  Okul
mudurl kurt gibidir; ¢linkl 6grencileri icin her seyi kapar.” (F2)

Olumsuz metaforlarda da okul muaduriinin korkutucu (bas gardiyan,diktator, kizgin boga, aga,
Gargamel), kati (diktatér, mahkeme duvari), otoriter (aile reisi, diktatér, kral, patron) ve beceriksiz
(papagan) oldugunu belirtilmistir. Ornegin Gargamel metaforu soyle kullanilmistir: “Okul midiri
Gargamel gibidir; ¢inkl herkes ondan ¢ok korkar.” (F29)

Okul mudirinin temel 6zelligi olan yoneticilik (CEO, ¢oban, komutan, lider), organize edicilik
(bahgivan, kullanim kilavuzu, lider), disiplin saglama (baba, patron) ve mesleki kideme sahip olma
(yorgun kamyon lastigi) 6grenciler tarafindan vurgulanmistir. Bulgularda dikkat gekici bir nokta “patron”
metaforunun hem olumlu, hem olumsuz hem de temel 6zellik kategorisinde bulunmasidir. Asagida her
Uc kategori icin ornekler verilmistir: “Okul muduri patron gibidir; ¢linkii dizeni saglar.” (E8) “Okul
midirda patron gibidir; ¢unkd kurallari o koyar.” (F21) “Okul mudiri patron gibidir; ¢linkt disiplini
saglar.” (F4)

Ogretim programi egitim sisteminin girdi boyutundaki en énemli faktorlerden birisidir. Ogretim
programi kavramini tanimlamak i¢in 6gretmen adaylarinin kullandigi metaforlar Tablo 6'da
gosterilmektedir.
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Tablo 5.

Okul Miidiirii Kavramina iliskin Metaforlar.

dénemleri(1), Merdiven (1),
Kural (1), Prospektiis(1),
Yemek tarifi(1), Yenilige
kapal devlet(1),

Formasyon Egitim Fakiiltesi

Kategori Kod Toplam Kategori Kod Toplam

Olumlu Aslan(2), Semsiye(2), f:15 Olumlu Baba (2), Yonetmen (2), f:12
Amir(1), Baba (1), %:44.00 Bahgivan(1), Basbakan(1), %:66.00
Bahgivan(1), Bekgi(1), Beyin (1), Hakem(1),

Doga(1), Kurt(1), Lamba(1), Organizatoér(1), Orkestra
Muhtar(1), Okulun diregi(1), sefi(1), Patron(1),
Parlayan fikir(1), Sofor(1) Windows(1)

Olumsuz  Diktator(3), Aga(1), Aile f:13  Olumsuz  Bas gardiyan(1), Kral(1), f:3
reisi(1), Gargamel(1), Kizgin  %:38.00 Patron(1) %:17.00
boga(1), Lider (1), Mahkeme
duvari(1), Papagan(1),

Patron(1), Sinir kapisi(1),
Ugak pilotu(1)

Temel Bahgivan(1), Coban(1), f:6  Temel CEO (2), Komutan(1) f:3

ozellik Isinmis kamyon lastigi(1), %:18.00  ozellik %:17.00
Kullanim kilavuzu(1),

Lider(1), Patron(1)

Tablo 6.

Odgretim Programi Kavramina iliskin Metaforlar.

Formasyon Egitim Fakiiltesi

Kategori Kod Toplam Kategori Kod Toplam

Olumlu Yol haritasi (5), Dimen (1), f:9 Olumlu Harita (2), Dimen (1), f:8
Gazete(1), Malzeme %:26.00 Hizir(1), Men (1), Pusula %:44.00
listesi(1), Plan(1) (1), Rehber (1), Kitap(1)

Olumsuz  Kullanim kilavuzu(2), Galar f:15 Olumsuz  Acken yapilan aligveris (1), f:4
saat(1), Cile(1), Dar elbise(1), %:44.00 Dar pantolon (1), Kiskag (1), %:22.00
Fasa fiso(1), Korse(1), Kuglik Yazilim sozlesmesi (1)
sutyen(1), Matematik
problemi(1), Pranga (1), Su
(1), Tamamlanmamis hikaye
(1), Yanar doner top (1),

Yemek programi (1), Zincire
vurulmus kopek (1)

Temel Bir gece bulusmasi(1), f:7 Temel Kanun (1), Kitap taslagi (1), f:6

ozellik Cocugun gelisim %:20.00 ozellik Kural (1), Saat (1), Senaryo %:33.00

(1), Tarim (1)

Tablo 6 incelendiginde egitim fakiiltesindeki 6gretmen adaylarinin (%22.00) iki kati oraninda PFSP
ogretmen adayinin (%44.00) 6gretim programiyla ilgili olumsuz tanimlamalari oldugu gorilmektedir.
Ogretim programinin olumsuz taraflari 6gretmen adaylari tarafindan gereksiz (kullanma kilavuzu, fasa
fiso, acken vyapilan aligveris, yazilim so6zlesmesi), sinirlayici/sikistirici/rahatsiz edici (korse, zincire
vurulmus kdpek, dar elbise/pantolon, pranga, kiiclik sutyen, kiskag), degisken (tamamlanmamis hikaye,
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su, ¢alar saat, yemek programi, yanar déner top) ve zor (gile, matematik sorusu) olarak nitelendirilmistir.
Farkli tanimlamalarda &ne cikanlar sunlardir: “Ogretim programi acken yapilan alisveris gibidir; ¢linkii
cok azi ihtiyactir.” (E1) “Ogretim programi korse gibidir; ¢linkii her zaman sikar.” (F2)

Olumlu yorumlar incelendiginde 6gretim programinin yol gosterici (harita, plan, gazete, dimen,
pusula, kitap, rehber), kolaylastirici (Hizir), zenginlestirici (meni) ve derse hazirlayici (malzeme listesi)
oldugu gorilmistiir. Asagidaki 6rnekler gerekgelerin anlasilmasini kolaylastirmaktadir: “Ogretim
programi Hizir gibidir; ¢link{i yari yolda kalana yetisir.” (E10) “Ogretim programi malzeme listesi gibidir;
¢linkli elindeki malzemeye gore ise baslarsin.” (F18)

Ogretim programinin planh (gocugun gelisim dénemleri, bir gece bulusmasi, tarim), kapsamh
(prospektis, kanun) ve sistematik (saat, kural, senaryo, kitap taslagi) olusu temel 6zellik kategorisinde
tanimlanmistir. “Ogretim programi bir gece bulusmasi gibidir; ¢linkii her seyi 6nceden planlarsiniz.”
(F32) “Ogretim programi kitap taslagi gibidir; ¢linki icerik bilinirse ilerlemek kolaylasir.” (E17)

Egitim sisteminin girdi boyutundaki son kavram olan 6gretim materyali ile ilgili metaforlar ise Tablo
7’de gosterilmektedir.

Tablo 7.
Ogretim Materyali Kavramina iliskin Metaforlar.
Formasyon Egitim Fakiiltesi
Kategori Kod Toplam Kategori Kod Toplam
Olumlu Organ(2), Akil(1), Alet f:32 Olumlu Aksesuar (2), Yardimci f:17
¢antasi(1), Anahtarlk (1), %:94.00 (2), Alet gantasi(1), %:94.50
Asistan(1), Baharat(1), Dadi (1), ilag(1), insaat
Degnek (1), Ek gida (1), Etle malzemesi(1), Isvicre
tirnak (1), Gulis (1), Gunes(1), cakisi(1), Kurtarici(1),
Kahraman(1), Kestirme yol(1), Oyun(1), Pusula(1),
Kitap sayfasi(1), Kolaylastirici(1), Romanin sonu(1),
Koltuk degnegi(1), Lego Sos(1), Teker(1), Yapboz
parcasi(1), Masa(1), Otobusteki parcasi(1), Yaprak(1),
ikramlar (1), Oyun (1), Yol arkadasi(1)

Oyuncak(1), Sarf malzemesi(1),
Su-toprak-gubre(1), Tarim
aleti(1), Tasarim kolye(1),
Televizyon(1), Temel kaynak(1),
Tencere (1), Tv kumandasi(1),

Yol(1)
Olumsuz - f:0 Olumsuz  Karpuz (1) f:1
%: .00 %:5.50
Temel - f:0 Temel - f:0
ozellik %: .00 ozellik %: .00

Ogretim materyali ile ilgili bulgularda en dikkat gekici nokta tek bir olumsuz metafor disinda tim
tanimlamalarin olumlu olmasidir. Olumsuz tanimlama sdyledir: “Ogretim materyali karpuz gibidir; ¢linkii
ice genellikle beklendigi gibi ¢cikmaz.” (E5)

Ogretmen adaylari &gretim materyallerinin kullanim alanlarini vurgulayarak olumlu yénlerini
zorunluluk (legonun kayip parcasi, yapboz parcasi, su-toprak-giibre, sarf malzemesi, tencere, tekerlek,
yaprak, etle tirnak, olmazsa olmaz, kitap sayfasi); kolaylastiricilik (masa, yol, asistan, dadi, pusula, yol
arkadasl, koltuk degnegi, kestirme yol, giines, tv kumandasi, giilis, isvigre ¢akisi); tamamlayicilik (organ,
akil, degnek, baharat, agacin dallari, ek gida, aksesuar, alet); eglence/merak uyandiricilik (televizyon,
oyuncak, oyun, romanin sonu, anahtarlk); cesitlik saglayicilik (otobusteki ikramlar, insaat malzemesi,
sos, tasarim kolye) ve kurtaricihk (kahraman, ilag) olarak nitelendirmislerdir. Yapilan tanimlamalardan
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bazilari su sekildedir: “Ogretim materyali yapboz pargasi gibidir; ciinkii onlar olmadan égrenme eksik
kalir.” (E18) “Ogretim materyali dadi gibidir; ¢clinkii isini cok kolaylastirir.” (F15) “Ogretim materyali sos
gibidir; ¢linki yemege lezzet ve gesitlilik katar.” (E17)

ikinci Alt Probleme iliskin Bulgular

Arastirmanin ikinci alt problemi “Ogretmen adaylarinin egitim sisteminin siire¢ boyutundaki
kavramlari tanimlarken kullandiklari metaforlar nelerdir?”seklinde belirlenmistir. Bu probleme cevap
aranmak amaciyla 6gretmen adaylarina egitim sisteminin siire¢ boyutundaki 6gretim ilke ve yontemleri,
olgme-degerlendirme, sinif ydnetimi ve etik kavramlarini metafor kullanarak tanimlamalari istenmistir.
Tablo 8'de 6gretim ilke ve ydontemleri kavramina iliskin elde edilen veriler gésterilmektedir.

Tablo 8.

Ogretim ilke ve Yontemleri Kavramina iliskin Metaforlar.

Formasyon Egitim Fakiiltesi

Kategori Kod Toplam Kategori Kod Toplam

Olumlu Kullanma kilavuzu(2), f:15 Olumlu Yol haritasi (2), Rehber (2), f:14
Rehber (2), Yol (2), Agacin %:44.00 Anayasa(1), Ayakkabi %:78.00
kokleri(1), Anayasa(1), reyonu(1), Carkifelek(1),

Bilgisayar(1), Dortyol(1), Elbise bedenleri(1), Oz(1),
Kurtarici(1), Merdiven(1), Rehber(1), Strateji(1),
Sag kol(1), Trafik kurallari(1), Tath(1), Trafik 1s181(1),
Yan yana iki yol(1) Yemek tarifi(1)

Olumsuz  Hayalet (2), Anket(1), f:7 Olumsuz  Misafir odasi(1), Vitrin(1) f:2
Askidaki ganta(1), Eksik %:20.00 %:11.00
soru(1), Kalemsiz yazar(1),

Kahp(1),
Temel Yemek tarifi(2), Ekme f:8 Temel - f:0
ozellik bigme(1), Ates ve barut(1) %:23.00 ozellik %: .00

Dagcilik(1), Oyun (1), Tiyatro
(1), Yeni ayakkabi(1)

Egitim slrecinde dnemli bir yere sahip olan 6gretim ilke ve yontemlerine iliskin 6gretmen adaylarinin
metaforik algilari incelendiginde egitim fakiltesindeki 6gretmen adaylarinin hi¢ olumsuz kod
kullanmadiklari, PFSP &gretmen adaylarinin ¢ogunlugunun (%44.00) da olumlu kodlar kullandig
gorilmektedir. Olumlu kodlar diizen olusturma (trafik kurali/isig1); cesitliligi saglama (ayakkabi reyonu,
tath, carkifelek, dortyol, elbise bedenleri); ders anlatimina yardimci olma (bilgisayar, sag kol, yol, yan
yana iki yol, dagcilik, 6z, strateji) ve yol gostericilik (anayasa, kullanma kilavuzu,yol haritasi, rehber)
boyutlarinda siralanmistir. Cesitlilik saglama roli ile ilgili su tanimlama yapilmistir: “Ogretim ilke ve
yontemleri elbise bedenleri gibidir; ¢linki size uygun olanlari segersiniz.” (E4)

Olumsuz kodlar ise ¢ogunlukla 6gretim ilke ve yontemlerinin bilindigi ancak uygulanmadigi yoninde
islevsiz olmasini (hayalet, misafir odasi, vitrin, askidaki ¢anta, kalemsiz yazar); sikici (anket) ve baskici
(kalip) olmasini vurgulamistir. Asagidaki iki alinti 6gretim ilke ve yontemlerinin olumsuz yénini ortaya
koymustur: “Ogretim ilke ve yéntemleri misafir odasi gibidir; clinkii kapisi acilmaz, dylece durur.” (E5)
“Ogretim ilke ve yéntemleri kalip gibidir; ¢clinkii hem &gretmeni hem 6grenciyi baskilar.” (F13)

Son olarak ilke ve yontemlerin temel 6zelliklerinden belirli bir diizen iginde ve sirali olmasi (ates ve
barut, oyun, tiyatro, yemek tarifi) ve alismanin zaman almasi (yeni ayakkabi) dile getirilmistir.
Gerekgelendirilen tanimlamalar séyledir: “Ogretim ilke ve yéntemleri tiyatro gibidir; ¢linkii herkes sirasi
gelince roliinii oynar.” (F16) “Ogretim ilke ve ydntemleri yeni ayakkabi gibidir; ¢iinkii &nce ayaginizi
vurur, sonra rahat edersiniz.” (F12)
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Egitim sisteminin slire¢ boyutundaki 6lgme ve degerlendirme kavrami ile ilgili metaforlar ise Tablo
9’da gosterilmektedir.

Tablo 9.
Ol¢cme ve Dederlendirme Kavramina iliskin Metaforlar.
Formasyon Egitim Fakiiltesi
Kategori Kod Toplam Kategori Kod Toplam
Olumlu Anne(1), Asi(1), Beyaz esya f:9  Olumlu Anne (1), Hesap f:5
servisi(1), Meyve(1), Saat(1), %:26.00 makinesi (1), %:27.50
Tereyagi-bal(1), Tuz(1), Usta-girak Karnenin sag tarafi
iliskisi(1), Yaris(1) (1), Pasta (1),
Suizgeg (1)
Olumsuz  Korku filmi(1) f:1 Olumsuz Sirk aynasi(1) f:1
%: 3.00 %:5.50
Temel Terazi (3), Mahkeme (2) Kitap/film f:20 Temel Ahiret(1), Ayna(1), f: 10
ozellik analizi(1), Adim(1), Dr muayenesi(1), %:59.00 o6zellik Dal(1), Mahsul(1), %:55.00
Ele vurmaca oyunu(1), Evlilik(1), Rehber(1), Sinema
Hasat(1), Nabiz(1), Odiil-ceza(1), elestirisi(1),
Pisen yemekten bir lokma(1), Sayisal Terazi(1), Uriin(1),
veri(1), Sinav(1), Skorboard(1), Vicdan(1), Yol(1)
Tansiyon aleti(1), Zirveden geriye
bakmak(1)

Tablo 9 incelendiginde 6lgme ve degerlendirme ile ilgili her iki gruptaki 6gretmen adaylarinin
metaforik algilarinin temel 6zellikler Gzerinde yogunlastigi goridlmektedir. Bu algilar 6lgme ve
degerlendirmenin sonuglari ortaya c¢ikarma (doktor muayenesi, tansiyon aleti, nabiz, adim,
hasat/mahsul/trin, analiz, mahkeme, terazi, kitap analizi, kitap/film analizi, skorboard, sayisal veri, ele
vurmaca oyunu, zirveden geriye bakma, ahiret, ayna, rehber, vicdan) ve dengeli olma (evlilik, 6dul-ceza,
dal) alt boyutlarinda siralanmistir. Sonuglara odaklanan tanimlama sdyle yapiimistir: “Olgme ve
degerlendirme zirveden geriye bakma gibidir; ¢linki ne kadar ilerlediginizi goriirstintz.” (E12) Ayrica
olgme ve degerlendirmenin gelisim saglamasi (usta-girak iligkisi, yol, anne, hesap makinesi, siizgeg,
karnenin sag tarafi, yaris, saat); gereklilik olmasi (asi, beyaz esya servisi, tuz, tereyagi-bal) ve haz almayi
saglamasi (meyve, pasta) gibi olumlu yonleri de dgretmen adaylarinca dile getirilmistir. “Olgme ve
degerlendirme karnenin sag tarafi gibidir; ¢iinkii 8grenciye yol gésterir.” (E17) “Olcme ve degerlendirme
pasta gibidir; cinkl yemegi onunla bitirmek istersin.” (E16)

Son olarak her iki grupta birer olumsuz algi olarak yanilticilk (sirk aynasi) ve korkutuculuk (korku
filmi) anlamlarini igeren metaforlar bulunmaktadir. Ornegin: “Olgme ve degerlendirme sirk aynasi
gibidir; ¢ciinkl her zaman yanlis gosterir.” (E13)

Egitim sisteminin slre¢ boyutundaki sinif yénetimi kavrami ile ilgili metaforlar ise Tablo 10’da
gosterilmektedir. Tablo 10’a gére PFSP 6gretmen adaylari sinif yonetiminin temel 6zelliklerini daha fazla
(%35.00) vurgularken esit oranda (%30.00) olumlu ve olumsuz kod olusturmustur. Egitim fakiltesindeki
O0gretmen adaylari ise sinif yonetimi ile ilgili en fazla olumlu (%55.00); en az (%11.00) olumsuz kod
Gretmistir. Olumlu anlam tasiyan kodlar sinif yénetiminin 6gretmenin sinifta dizen olusturma
(meclis/ordu/orkestra yonetmek, 6rgit ,anne, aile devlet, Ankara, trafik, spikerlik, stiplrge, tarla, mutfak
sefi) ve isleri kolaylastirma (kiiglik ditkkan, ordu yénetimi, akilll olmak, Musa’nin asasl, yagh boya resim,
cark) yonlerinde yogunlasmistir. Her iki grubun kullandigi metaforlara birer 6rnek asagida sunulmustur:
“Sinif yonetimi stiplirge gibidir; clinki aksakliklari ortadan kaldirir.” (F26) “Sinif yonetimi Musa’nin asasi
gibidir; cinkl 6gretmen kendine yol acar.” (E14)

Olumsuz anlam tasiyan kodlarda ise sinif yonetiminin zor oldugu (8 basamakli sayi, belediye
baskanligl), 6gretmenlerin otorite kurdugu (askeriye, otoriter baba, diktator, trafik polisi, kogus,
cobanlik, hakimiyet, koyun giitmek, Glke ydonetimi) ve sonucunda (agag, ordu yonetimi, anayasa) ¢ok iyi
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seyler ortaya ¢itkmadig yoniindedir. Ornegin: “Sinif yénetimi baglama calmak gibidir; ¢iinkii yanlis tele
dokunursan kulak tirmalar.” (F20) “Sinif yénetimi agag gibidir; ctinki illa ¢lrik elmasi vardir.” (F5)

Tablo 10.
Sinif Yénetimi Kavramina iliskin Metaforlar.
Formasyon Egitim Fakiiltesi
Kategori Kod Toplam Kategori Kod Toplam
Olumlu Devlet (2), Kiigik diikkan(1), f:10 Olumlu Orkestra yonetmek(2), f:10
Gark(1), Meclis yonetimi(1), %:30.00 Ankara (1), Aile (1), Akilli  %:55.00
Ordu y6netimi (1), Spikerlik olmak (1), Anne (1),
(1), Supurge(1), Tarla (1), Devlet (1), Musa’nin asasl
Trafik(1) (1), Mutfak sefi (1), Yagh
boya resim (1)
Olumsuz 8 basamakli sayi(1), Agag(1), f:10 Olumsuz  Cobanlik(1), Hakimiyet(1) f:2
Anayasa(1), Belediye %:30.00 %:11.00

baskanhgi(1), Cobanhk(1),
Diktatorliik(1), Kogus (1) Ordu
yonetimi (1), Otoriter baba (1),
Trafik polisi(1)

Temel Askeriye(1), Baglama f:12  Temel Araba kullanmak(1), f:6
dzellik calmak(1), Bahcivanlik(1), %:35.00 6zellik Ofkeli baba(1), Orgiit(1),  %:34.00
Carkifelek (1), Domino tasi(1), Pitbull(1), Sanat(1), Ulke

Dislinen duvar (1), yonetimi(1)

Evrensellik(1), Labirent(1),
Pilot(1), Satrang turnuvasi (1),
Tilki (1), Ulke yénetimi (1)

Sinif yonetiminin ilkeleri (askeriye, bahcivanlik, distinen duvar, ilke yonetimi, evrensellik, tilki,
pitbull, araba kullanmak, 6fkeli baba, 6rgit, sanat) ve tasidigi riskler (satrang turnuvasi, pilotluk, labirent,
baglama calmak, domino tasi, carkifelek) de temel 6zellik kategorisinde degerlendirilmistir. En dikkat
cekici tanimlama soyledir: “Sinif yonetimi pitbull gibidir; ¢inki hem sevimli hem serttir.” (E1)

Egitim sisteminin sire¢ boyutundaki son kavrami olan etik ile ilgili metaforlar ise Tablo 11’de
gosterilmektedir. Etik kavrami ile ilgili 6gretmen adaylarinin metaforik algilari Tablo 11’de yer
almaktadir. Dort katilimcinin tanimlama yapmadigi etik kavrami ile ilgili cogunlukla olumlu metaforlar
kullaniimistir. Vicdan her iki grup icin de en c¢ok tekrarlanan metafor olmustur. Katihmcilar etik
kavraminin olumlu 6zellikleri arasinda gerekli (yasam kurali, hayat, sdzlesme, karanfil, diizen, egitim,
terazi, adab-1 muaseret) degerli (elmas, Gtopyanin gozi, slnger, kitap); problem c¢o6zlci (adalet,
demokrasi, doga, kalp); ve yol gosterici (din, pusula, 1sik, kilavuz) olmasini 6n plana c¢ikarmislardir.
Ornegin: “Etik siinger gibidir; ¢linkii basarili insanlarin siingerleri cok su emer.” (F30) “Etik isik gibidir;
¢linkli karanlikta kaldiginizda yolunuzu aydinlatir.” (E11)

Olumsuz 6zellikler arasinda da ortaya gikan anlam etigin aslinda var oldugu ancak uygulanmadigi, yok
oldugu (erimis mum, hayalet, olmayan adalet, solmus ¢icek, Anka kusu, patlican, bayram mendili) ve
kisilerin kendi ¢ikarlarina gére yorumlamalaridir (insan, melek yuzli seytan). Bir 6gretmen adayinin
tanimlamasi su sekildedir: “Etik Anka kusu gibidir; ¢ciinkl hep adi gecer ama kendisini géremezsiniz.” (E1)

Etigin temel 6zellikleri arasinda bireye 6zgii olmasi (yere tikirmemek, yemin, elbise) ve korunmasi
gerektigi (su) gibi ozellikler farkh metaforlar kullanilarak agiklanmistir. “Etik elbise gibidir; ¢iinkii onu
giyerek islerinizi yiritlrstiniz.” (E14) “Etik yere tikiirmemek gibidir; ¢linkii kisinin kendisine saygisi
varsa uygular.” (F28)
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Tablo 11.

Etik Kavramina iliskin Metaforlar.

Formasyon Egitim Fakiiltesi

Kategori Kod Toplam Kategori Kod Toplam

Olumlu Vicdan(4), Yasam kural (4), f:23  Olumlu Vicdan (2), Adab-i f:10
Demokrasi (2), Adalet(1), Doga(1), %:68.00 muaseret (1), Din %:
Dizen(1), Egitim (1), EImas(1), (1), Is1k(1), Kalp(1), 55.00
Hayat(1), ise duyulan saygi(1), Kilavuz(1),

Karanfil(1), Kisilik(1), Kitap(1), Pusula(1), Terazi(1)
Soézlesme(1), Siinger(1), Utopyanin
gozl(1)

Olumsuz  Disene giilmek(1), Erimis mum f:7 Olumsuz  Anka kusu(1), f:3
(1),Hayalet (1), insan(1), Melek yiizli  %:20.00 Bayram mendili (1), %:17.00
seytan (1), Olmayan adalet (1), Patlican(1)

Solmus cigek(1)
Temel Yere tukirmemek(1) f:1  Temel Elbise (1), lyi kéti f:4
ozellik %: 3.00 ozellik savasi (1), Su (1), %:22.00
Yemin (1)
Uclincii Alt Probleme iliskin Bulgular

Arastirmanin Uglincli alt problemi “Ogretmen adaylarinin egitim sisteminin ¢ikti boyutundaki
kavramlari tanimlarken kullandiklari metaforlar nelerdir?”seklinde belirlenmistir. Bu probleme cevap
aranmak amaciyla 6gretmen adaylarina egitim sisteminin cikti
kavramlarini metafor kullanarak tanimlamalari istenmistir. Tablo 12’de mezun kavramina iliskin elde
edilen veriler gosterilmektedir.

Tablo 12.

Mezun Kavramina iliskin Metaforlar.

boyutundaki

mezun ve basari

Formasyon Egitim Fakiiltesi
Kategori Kod Toplam Kategori Kod Toplam
Olumlu Okunmamis kitap (2) Agag(1), f:19 Olumlu Gokkusagi(1), f:2
Agac kovugu(1), Akilli telefon(1), %:56.00 Yiiriimeye baslayan %:11.00
Bardak(1), Basarili futbol bebek(1)
takimi(1), Bomba (1), Fidan(1),
Gelecek(1), Gul(1), ilk adim(1),
Kaltar (1), Meyveli agag(1),
Olgun bugday basagi(1),
Olgunlasmis meyve (1),
Tohum(1), Veteriner(1), Yillanmis
sarap(1)
Olumsuz  Avare(1), Diplomali issiz(1), Dolu f:14 Olumsuz  Kus (2) Sudan gikmis f:13
¢6p torbasi(1), ilk hastalk(1), %:41.00 balik (2) Biber(1), %:72.00
Kayip esya(1), Kelebek(1), Bugday(1), Cahil (1),
Mum(1), Miilteci(1), Ok(1), Evsiz kedi(1), Kuru agac
Orman katili(1), Rotasiz gemi(1), (1), Ogrenci yurdu (1),
Sirtlan(1),Sudan ¢ikmis balik(1), Prangadan kurtulmus
Tecribeli asker(1) kurt (1), Sbnmus ates
(1), Yagmur(1)
Temel Uziim(1) f:1  Temel Hamur(1), Paketlenmis f:3
ozellik %: 3.00 oOzellik gida(1), Yaban ordegi(1) %:17.00
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Mezun kavramina iliskin katilimci gruplar arasinda ciddi farkhliklar bulunmaktadir. PFSP 6gretmen
adaylari mezun kavramina iliskin olumlu kavramlara daha fazla (%56.00) vurgu yaparken; egitim
fakiltesindeki 6gretmen adaylari da olumsuz kavramlara (%72.00) agirhk vermislerdir. Olumlu
tanimlamalar arasinda mezunlarin verimli (meyveli agag, tohum, futbol takimi, bugday basagi,
okunmamis kitap, gelecek, bomba, ilk adim, veteriner, aga¢ kovugu, fidan, yillanmis sarap, kiltir,
ylrimeye baslayan bebek), cok yonlu (akilli telefon, bardak, gokkusagi) ve dikkat gekici (gul) oluslari
vurgulanmistir. Mesela bir 6gretmen aday ilk basta olumsuz gibi algilanacak metaforunu agiklarken
mezunlarin verimine dikkat ¢ekmistir: “Mezun bomba gibidir; ¢linkl tim birikimini patlatmaya hazirdir.”
(F11)

Olumsuz anlam igceren metaforlar ise ¢ok farkli anlamlar tagimaktadir. Mezunlarin kendilerini gikarci
ve acimasiz (sirtlan,orman katili) olarak tarif eden katilimcilar oldugu gibi mezuniyet sonrasinda yasanan
saskinlik (sudan ¢ikmis balik, rotasiz gemi, milteci, yagmur); Umitsizlik (diplomali issiz, 6grenci yurdu,
sonmds ates, evsiz kedi, biber, cahil); tikenmislik (Mum, tecriibeli asker, kuru agag); ve degersizlik hissi
(kayip esya, dolu ¢op torbasi, bugday) ile is hayatinin onlari ¢ok zorlayacagini (ilk hastalk, avare, ok)
ifade eden katihmcilar da olmustur. Orneklendirecek olursak: “Mezun dolu ¢6p torbasi gibidir; ¢linki isi
bitince disari konur.” (F10) “Mezun bugday gibidir; ¢linkli sayisi goktur ama degersizdir.” (E7)

Kelime anlami olarak olumlu anlam tasiyan ancak 6grencilik doneminde yasanan olumsuzluklari ifade
eden metaforlardan en dikkat cekicisi 6zgirlik (kelebek, prangadan kurtulmus kurt, kus) ile ilgili
metaforlardir. Séyle ki: “Mezun prangadan kurtulmus kurt gibidir; ¢linki okul bitince siiri hayatina ve
eglenceye devam eder.” (E5)

Mezunlarin temel ozelliklerinden niteliklerine goére is bulmalari (Gzim, hamur) ve c¢alismaya
baslayacak olmalari (yaban 6rdegi, paketlenmis gida) az da olsa katilimcilar tarafindan yorumlanmistir.
“Mezun UzUm gibidir; ¢inki malzemeye gore ya sirke olur ya sarap.” (F6) “Mezun paketlenmis gida
gibidir; clinkud hazirlik islemleri bitip yenmeye hazirdir.” (E18)

Arastirma kapsaminda katilimcilarin tanimlamasini istenen son kavram olan basari ile ilgili metaforlar
Tablo 13’te gosterilmektedir.

Tablo 13.
Basari Kavramina lliskin Metaforlar.
Formasyon Egitim Fakiiltesi
Kategori Kod Toplam Kategori Kod Toplam
Olumlu Agacin meyve vermesi(2), Anahtar f:23  Olumlu Hasat(2), Alkol(1), f:10
(2) 6dul (2), Zirve(2), Cay(1), %:68.00 Cikolata(1), %:55.00
Cicek(1), Dag(1), Ekmek (1), EImas Glines(1), Pizza(1),
(1), Eski zamanlar(1), Gokkusagi(1), Pozitif diistince (1),
Hastaliktan kurtulma(1), Hedef(1), Tag(1), Tatli elma
Mendil (1), Mucize(1), Mutluluk (1), (1),Zirve(1)
Oteller zinciri(1), Tecribe(1),
Umut(1)
Olumsuz  Bukalemun(1), Cark(1), Mesale(1), f:4  Olumsuz Kiracilik (1), Rakam f:2
Serap(1) %:12.00 yigimi(1) %:11.00
Temel Buz dagi(1), Gece-glindiiz(1), f:4  Temel Everest(1), f:6
ozellik Maraton(1), Sonsuz merdiven(1) %:12.00 o6zellik Kardelen(1), %:34.00

Merdiven(1), Meyve
veren agac (1),
Mutluluk (1), Uzun
yolculuk

Tablo 13’e bakildiginda her iki grubun basari kavramini tanimlarken olumlu metaforlar kullandiklari
gorulmektedir. Olumlu anlam yiklenen metaforlarda basari en fazla bir sonug (agacin meyve vermesi,
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hastaliktan kurtulma, mucize, gicek, dag, tecriibe, mendil, zirve, oteller zinciri, 6dil, hasat, pizza) olarak
degerlendirilmistir. Daha sonra basarinin degerli olusu (elmas, gokkusagi, 6dil, zirve, mutluluk, ekmek,
eski zamanlar, cay, tath elma, pozitif dislince, alkol, gikolata, tag, glines) ve son olarak hayatin geri kalani
icin bir arag¢ (anahtar, hedef, umut ) oldugu vurgulanmistir. Olumlu metaforlar igin yapilan agiklamalar
asagidadir: “Basari ekmek gibidir; ¢inkd ruhu doyurur.” (F20) “Basari hasat gibidir; ¢linki iftginin
ylzinin gildGga andir.” (E14)

Olumsuz anlam iceren metaforlarda basarinin her duruma gére degiskenlik gosterdigi (bukalemun,
cark, serap) ve aslinda degersiz oldugundan (mesale, rakam yigini, kiracilik) bahsedilmistir. En dikkat
cekici agiklama soyledir: “Basari kiracilik gibidir; ¢linkii gegici olarak senindir, hep bedelini 6dersin.” (E11)

Basarinin temel ozelligini anlatan metaforlar onu emek verilmesi gereken (gece-glindliz, maraton,
sonsuz merdiven, merdiven, buz dagi, kardelen, Everest, mutluluk, uzun yolculuk, meyve veren agag) bir
durum olarak nitelendirmistir. Bu durumu en iyi aciklayan metafor bir egitim fakiltesi 6grencisinden
gelmistir: “Basari meyve veren agag gibidir; ¢ciink( ne kadar iyi bakarsan o kadar fazla Griin alirsin.” (E18)

Tartisma, Sonug ve Oneriler

Arastirmanin bulgularina gore 6gretmen adaylari egitim sisteminin 13 6gesine iliskin toplam 528
gecerli metafor tUretmislerdir. Bu metaforlardan 269 tanesi olumlu, 109 tanesi olumsuz, 150 tanesi ise
sistemin 6gelerinin temel ozellikleri ile ilgilidir. Arastirmada ortaya ¢ikan metaforlar incelendiginde, 34
formasyon 6grencisi 338 farkl metafor Uretirken; 18 egitim fakdiltesi 6grencisi 190 metafor Gretmistir.
Ogretmen adaylarinin dgretmen, dgrenci, veli, okul, okul midiirli, 6gretim materyali, dgretim ilke ve
yontemleri, 6lgme-degerlendirme etik ve basari algilari her iki grup icin de benzerlik gostermektedir.
Farkhhklara gelince, PFSP 6grencilerin mezun kavramina iliskin algilari daha olumlu iken, egitim fakiltesi
Ogrencilerinin 6gretim programi konusunda gorisleri olumsuz, sinif yonetimine iliskin gorisleri diger
gruba gore olumludur. Tablo 14’te 6zet olarak 6gretmen adaylarinin egitim sisteminin girdi, siireg ve
¢kt boyutundaki algilari frekans ve ylzdelik belirtilerek gosterilmistir.

Tablo 14.
Ogretmen Adaylarinin Editim Sistemine lliskin Metaforik Algilari.
Formasyon Egitim Fakdltesi
Temel Temel
Olumlu Olumsuz Ozellik Olumlu Olumsuz Ozellik
f % f % f % f % f % f %
Ogretmen 32 94.00 1 3.00 1 3.00 17 94.50 - - 1 5.50
Ogrenci 4 12.00 7 20.00 23 68.00 1 5.50 2 1100 15 83.50
Veli 22 65.00 3 9.00 9 26.00 15 83.50 - - 2 11.00
. Okul 15 44.00 1 3.00 18 53.00 7 39.00 3 17.00 8 44.00
= Okul mudiri 15 44,00 13 38.00 6 18.00 12 66.00 3 17.00 3 17.00
© Ogretim 9 26.00 15 44.00 7 20.00 8 44.00 4 22.00 6 33.00
programi
Ogretim 32 94.00 - - - - 17 94.50 1 5.50 - -
materyali
15 44.00 7 20.00 8 23.00 14  78.00 2 11.00 - -
Ogretim ilke ve 9 26.00 1 3.00 20 59.00 5 27.50 1 550 10 55.00
yontemleri
ﬁé‘ Olgme- 10 30.00 10 30.00 12 35.00 10 55.00 2 11.00 6 34.00
7 degerlendirme
Sinif yénetimi 23 68.00 7 20.00 1 3.00 10 55.00 3 17.00 4 22.00
Etik 19 56.00 14 41.00 1 3.00 2 11.00 13 72.00 3 17.00
23 68.00 4 12.00 4 12.00 10 55.00 2 11.00 6 34.00
£ Mezun 32 94.00 1 3.00 1 3.00 17 94.50 - - 1 5.50
G Basari 4 12.00 7 20.00 23 68.00 1 5.50 2 11.00 15 83.50
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Tablo 14’e gore Ogretmen adaylarinin girdi boyutunda 6gretmen, veli, okul muadiri, 6gretim
materyali; siire¢ boyutunda 6gretim ilke ve yontemleri ile etik; sonu¢ boyutunda ise basari algilari her iki
grup i¢in de olumludur. Girdi boyutunda 6grenci ve okul ile siure¢ boyutunda 6lgme-degerlendirme
alanlarinda da algilar benzerlik gostermekte ve bu kavramlarin temel 6zellikleri vurgulamaktadir. Farkhhk
gosteren alanlar ise girdi boyutunda 6gretim programi, slire¢ boyutunda sinif yonetimi ve cikti
boyutunda mezuna iliskin algilardan kaynaklanmaktadir. PFSP 6gretmen adaylarinin algilari mezun
kavraminda egitim fakiltesindeki 6gretmen adaylarina gore daha olumludur. Egitim fakiltesindeki
ogretmen adaylari ise Ogretim programi ve sinif yodnetimini tanimlarken olumlu metaforlar
kullanmiglardir.

Sosyal cercevedeki bazi degerlerin dil kullanimini etkileyerek, zenginlestirdigini ve ayni zamanda bu
degerlerin farkli sosyo-kiiltiirel tabakadan gelen insanlari birbirine bagladigi bilinmektedir. Kullanilan
metaforlar incelendiginde, bazi metaforlarin Tirk toplumundaki sosyal ve kiltirel normlari da temsil
ettigi soylenebilir. Ornegin, aile yapisini temsilen kullanilan baba ocagi kavraminin okul iin, aile reisi ve
aga kavramlarinin okul muduri icin, misafir odasi ve vitrinin 6gretim ilke ve yontemlerini tanimlamak
icin kullanilmasi; benzer sekilde dini kavramlarin bu benzetmelerde kullanilmasi yine dil ve kiltar
arasindaki bagi desteklemektedir. Ogretim programi icin Hizir, sinif yénetimi icin Musa’nin asasi, dlgme
degerlendirme igin ahiret ve veli icin nimet denilmesi bu durumu 6rnekleyebilir.

Arastirma sonuglarina gére PFSP Ogrencilerinin 6gretim programi ve egitim fakiltesi 6grencilerinin
mezun kavramini tanimlarken kullandiklari olumsuz mecazlar disinda 6gretmen adaylarinin Tiirk egitim
sisteminin girdi, siireg ve c¢ikti boyutundaki 6geleri hakkinda genelde olumlu tanimlamalar yapmuslardir.
Bu sonug Oriicii (2014) ve Kasapoglu (2016) tarafindan yapilan calismalarla karsilastirildiginda ciddi
farkhlklar icermektedir. Zira Oriicii (2014) arastirmasinda egitim sistemine iliskin 6gretmen adaylarinin
kaos/belirsizlik, mekanik/blrokratik isleyis, politik, rekabet/sinav merkezlilik, hedefe ulasmada
yetersizlik, yap-boz tahtasi, verimsizlik, 6zglrliiklerin éniinde engel gibi olumsuz metaforlar Urettigini
ortaya koymustur. Kasapoglu (2016) da benzer seklinde Turk egitim sisteminin tanimlanmasinda
degisken, diizensiz (karmasik) ve eskimis yapi kavramlarinin kullanildigini gérmistir. Bu durum katilimci
o6gretmen adaylarinin Tlrk egitim sistemini bir bltin olarak ya da onu olusturan 6geler bazinda tek tek
ele aldiklarinda farkh degerlendirmelerinden kaynaklanabilir. Calismada ayrica katilimci gruplarin
kullandiklari mecazlar arasinda ciddi farkliliklar olmadig1 gézlenmistir. Kart (2016) pedagojik formasyon
ogrencileri ile egitim fakiltesi 6grencilerinin olusturduklari metaforlari kategorilere ayrildiginda
aralarinda anlamli bir farkin olmadigi sonucuna ulasirken Elkatmis ve ark. (2013) 6gretmen adaylarinin
Ozyeterlik inanglari arasinda anlamh fark bulamamistir. Ayrica 6zellikle egitim fakultesi 6grencilerinin
girdi ve sire¢ boyutlarinda ¢ok duisik oranlarda olumsuz anlam iceren metafor kullanmalari bu
o6gretmen adaylarinin ge¢mis deneyimlerinin etkisiyle olumlu mesleki kimlik olusturduklari yoninde
ipuglari barindirmaktadir.

Calisma alt problemlerine gore degerlendirildiginde birinci arastirma problemindeki amag, 6gretmen
adaylarinin egitim sisteminin girdi boyutundaki kavramlari tanimlarken kullandiklari metaforlari
incelemektir. Egitim sisteminin girdi boyutunda yer alan 6gretmen, 6grenci, veli, okul, okul mudurg,
o6gretim programi ve 6gretim materyalleri ile ilgili bulgulara bakildiginda 6gretim programi disinda PFSP
ve egitim fakdltesi 6grencileri birbirine cok yakin cevaplar verdigi ve bu cevaplarin veli ve okul kavramlari
disinda olumlu oldugu gérilmistiir. Ogretmen kavrami ile ilgili sonuclar alanda yapilmis birgok calisma
(Cocuk, Yokus & Tanriseven, 2015; Ekiz & Kogyigit, 2013; Ma & Gao,2017; Pektas & Kildan, 2009; Polat,
2013; Saban, 2004; Saban, Kocbeker & Saban, 2006; Yalgcin Arslan & Cinkara, 2016) ile benzerlik
gostermektedir.  Ozellikle Saban, Kocbeker ve Saban’in (2006) ingilizce &gretmeni adaylarinin
dgretmenlerin “yol gdsterici ve ydnlendirici” roliinii bu ¢alismaya dahil olan ingilizce 6gretmeni adaylari
da rehber, 151k, orkestra sefi, anne, pusula ve lider metaforlari ile tanimlamistir. Son zamanlarda yabanci
dil 6gretimi alaninda yapilan bir metafor ¢alismasinda (Ma & Gao, 2017) Cince 6gretmen adaylarinin
daha c¢cok mesleki yeterlilikleri, mesleki kimlikleriyle ilgili ve bunu takiben 6grenci gelisimine ait
metaforlar ve son olarak bilginin ve kiltlriin yayillmasiyla ilgili metaforlara yer verdiklerini ortaya
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cikmistir. Bu galismada da 6gretmenin yetistirme, blyltme ve yapilandirma rollerine vurgu yapildigi
gorilmustir.

Ogretmen adaylari egitim sisteminin girdi boyutundaki ikinci 6ge olan dgrenci kavramini tanimlarken,
buyuk oranda 6grencilerin temel 6zellikleri olan gelisme ve blylme yonlerini gosteren agag, gicek, fidan,
tohum gibi canl mecazlar ile sekil alma yoénlerini de bos levha, oyun hamuru, kil, camur, tutusturulacak
¢ira ve hammadde gibi cansiz mecazlar ile tanimlamislardir. Bozlk (2002) ¢alismasinda 6grenci odakli
yapilandirmis ve Universite Ogrencilerinin kendilerini 6grenci olarak nasil algiladiklarini arastirmistir.
Sonuglar, 6grencilerin genel olarak kendilerini pasif olarak tanimladiklarini ve bunu da hayvan, insan,
eylem ve nesne temalari altinda ifade ettiklerini ortaya koymustur. Saban (2009) da ¢alismasinda,
O0gretmen adaylarinin “6grenci” kavramina iliskin metaforik algilarini incelemistir. Daha ayrintil
kategorilerin olusturuldugu ¢alismada 6grencileri tanimlarken kullanilan metaforlar gelisen bir varlik,
hammadde, bos bir zihin olmasi yoniinde yogunlasmistir. Sezgin vd. (2014) 6grencileri genellikle degerli
bir varlik, hammadde, bilgi yansiticisi ve pasif bilgi alicisi olarak gérmistir. Bu yonleriyle her {i¢ arastirma
sonucunun bu arastirma ile ¢ok yakin benzerlikler icerdigi séylenebilir. Ogretmen adaylarinin égrencileri
tanimlarken kullandiklari metaforlarin temel 6zellikler etrafinda toplanmasinin nedeni katilimcilarin
halihazirdaki 6grencilik kimligi ve rollerini tasimalari olarak gosterilebilir. Hoffman ve Kretovics (2004),
0grenci ve ylksekdgrenim kurumu arasindaki etkilesimi konu aldiklari ¢alismalarinda, 6grenci-kurum ve
ozellikle 6grenci-6gretmen etkilesimi izerinde durarak, alan yazininda 6grencilerin rollerini tanimlamak
icin kullanilan, trin, alici, galisan terimlerinin yerine, 6grencilerin de egitimin gerceklesmesinde ortak rol
aldiklari g6z 6ninde bulundurularak, kismi ¢alisan ifadesinin kullanilmasinin daha uygun oldugunu iddia
etmektedirler. Kismi g¢alisanlar olarak 6grenciler, calisana ait gorevleri yerine getirerek kendi geleneksel
calisan rollerini yerine getirmekte ve egitim siirecinin ortak olarak gelistiriimesine katki saglamaktadirlar
(Hoffman & Kretovics, 2004, p.118).

Veliler ile ilgili yapilan sinirli sayidaki arastirmada (Balci, 1999) 6zellikle devlet okullarinda okul
islerine duyarsiz ve sorumsuz kisiler olarak algilanmaktadir. Bu ¢alismada ise velilerin olumsuz 6zellikleri
arasinda sorumluluk almamalari, yersiz baski kurmalari ve g¢ocuklarina midahale edememeleri
gosterilmis olsa dahi cogunlukla destekleyici, yol gosterici, gelistirici, koruyucu ve ihtiyaclari karsilamalari
vurgulanmistir. Bu yorumlara neden olan agiklamalara bakildiginda katilimcilarin daha c¢ok kendi
ailelerini duslinerek tanimlamalar yaptiklari ve bu olumlu yonlerini ortaya c¢ikardiklari séylenebilir.

Egitim sisteminin girdi boyutundaki en 6nemli 6gelerden birisi olan okul kavrami ile ilgili bircok
calisma (Aydogdu, 2008; Cerit, 2006; Inbar, 1996; Mahlios & Maxon, 1998; Saban, 2008; Oriicii, 2014;
Ozdemir, 2012) yapilmistir. Calismalarin ortaya koydugu ortak sonug bu ¢alismada da oldugu gibi okulun
bilgi ve aydinlanma, degisme, sevgi ve dayanisma ve hayata hazirlama gibi temel 0Ozelliklerine ve
sonrasinda olumlu ydnlerine vurgu yapmasidir. Ozellikle “ikinci ev” (Inbar, 1996), “ev”, “yuva”, “aile”,
“fabrika” (Cerit, 2006; Saban, 2008) kullanilan mecazlarin birebir ortastigl gorulmuistir. Disuk
oranlardaki olumsuz anlatimlarda da tercih edilen metafor genellikle “hapishane” olmustur. Her ne
kadar okullarin fiziki kosullari yetersiz ve tek tip mimari yapiya sahip olsa da okullarda uzun slire zaman
gecirilmesi ve okul igerisindeki etkilesimin 6grencilerin kendilerini evlerinde hissetmelerine ve olumlu

tanimlamalar yapmalarina neden oldugu disinilebilir.

Okul mudura stphesiz okul yonetiminin kilit aktéradir. Bu aktore bigilen roller de bakis agisina gére
farkhlagsmaktadir. Birkag 6rnek verilecek olursa Konan ve Yilmaz (2016) okul middrlerinin kendilerini
“orkestra sefi”, “baba”, “¢inar”, “adam gibi adam” gibi genellikle olumlu metaforlar kullanarak
tanimlamislardir. Ginbayi (2011) da benzer sekilde, okul yoneticilerinin, okul yonetimini tanimlarken
uyum, hiyerarsik yapi, takim c¢alismasi ve bunlarin gerektirdigi roller lzerinde durduklari gérmustdr.
Yalgin (2011) ise galismasinda ortaokul 6grencileri, 6gretmenleri, velileri ve yoneticilerinden “okul
midird” kavramina iliskin - metafor Uretmelerini istemistir. Arastirma sonucunda Ogrenciler okul
middrlerini olumsuzluk unsuru olma, asiri kuralci olma olarak resmetmis; 6gretmenler arastirmaci,
kontrol eden kisi, yonetmen ve kog kategorilerinde yogunlasmis, veliler ve yoneticilerin ise, okul
miidirind yonlendirici ve yol gosterici olarak tanimlamislardir. Gorildigi gibi ayni okul maduirt farkh
kisiler tarafindan farkh sekilde tanimlanmaktadir. Bu ¢alismada ise okul mudurine iliskin olarak egitim
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fakiltesi 6grencilerinin olumlu 6zellikteki metafor oranlarinin PFSP &grencilerininkinden daha fazla
oldugu gorilmektedir. Olumsuz metaforlar kiyaslandiginda, PFSP 6grencilerinin okul yoneticisine iligkin
olarak daha fazla olumsuz rol yiiklemeleri yine sahip olduklari kimlikle ilgili olabilir. Clinki PFSP
ogrencileri kendi 6grenim hayatlarinda karsilastiklari okul mudirlerine gére midurligi tanimlamig yani
ogrenci gozliyle durumu degerlendirmislerdir. Fakat egitim fakiltesi 6grencileri yakin gegmiste 6gretmen
aday! olarak staja gitmis, gézlemler yapmis ve okul yonetimine ¢ok daha yakin olmuslardir. Egitim
fakiltesi 6grencilerinin bu 6zel durumlari okul midirlerine farkh bir agidan bakmayi ve daha olumlu
degerlendirmeler yapmaya sebep olmus olabilir.

Ogretim programiyla ilgili gretmen adaylarinin gérislerinin taban tabana zit oldugu gérilmistir.
PFSP oOgrencileri %44.00 oraninda olumsuz mecazlar kullanirken, egitim fakiltesi 6grencileri %44.00
olumlu mecaz kullanmistir. Egitim fakdlltesi 6grencileri Gzerinde yapilan galismalarda (Gultekin, 2013;

” o«

Ozdemir, 2012) dgretim programinin “rehber”, “sistem”, “bir yapinin plani”, “yol haritasi”, “kilometre
tasl”, “sistemli bir biitin”, “genis bir yelpaze” gibi olumlu metaforlar kullanarak tanimladigini gormustdr.
Akademisyenler {izerine yapilan bir ¢alismada da (Orten & Erginer, 2016) bu calismada ortaya ¢ikan
olumlu metaforlara benzer olarak “yol gostericilik” ve “isik tutuculuk” kategorileri 6n plana ¢ikmistir.
Calisma sonunda egitim fakiiltesi 6grencilerinin PFSP 6grencilerine gore 6gretim programi hakkinda ¢ok
daha olumlu tanimlamalar yapmalarinin nedeni lisans egitimleri sirasinda aldiklari dersler gosterilebilir.
YOK’iin belirledigi ingilizce 6gretmenligi lisans programinda dgrenciler PFSP derslerine ek olarak ikiser
dénem (1)Cocuklara Yabanci Dil Ogretimi I-1I, (2)ingilizce Ogretiminde Yaklasimlar I-1l, (3)Dil Becerilerinin
Ogretimi I-Il ve (4)Edebiyat ve Dil Ogretimi I-1l derslerini almaktadirlar. Egitim fakiiltesi 6grencileri bu
alan egitimi derslerinde hem 6gretim programi hem de 6gretim ilke ve yontemleri ile ilgili cok daha fazla
bilgi edinmekte ve bu alanlarin yalnizca bir zorunluluk, kagit Gzerinde kalan islevsiz bilgiler ya da
O0gretmeni sinirlayan bir pranga olmadigini gérmektedirler. PFSP 6grencileri ise konu ile ilgili olarak
zorunlu ders olarak (1)Ozel Ogretim Yéntemleri ve se¢cmeli ders olarak da (2)Egitimde Program
Gelistirme derslerini almaktadirlar. Dolayisiyla PFSP 6grencileri sinirli bir zaman diliminde konulari baska
derslerle iligskilendiremedikleri igin 0gretim programlarinin olumsuz yonleri {lizerine yogunlasmis
olabilirler.

Ogretim materyali ile ilgili olarak gegerli metafor lireten PFSP 6grencilerinin tamami olumlu, egitim
fakiiltesi 6grencilerinin bir tanesi disinda hepsi olumlu tanimlamalar yapmistir. Ogretmen adaylari
6gretim materyallerinin bir zorunluluk oldugunu, dersleri kolaylastirdigi, tamamladigi ve eglence/merak
uyandirdigini, gesitlilik sagladigini ve 6gretmen igin bir kurtarici oldugunu belirtmislerdir. Konu ile ilgili
alti farkli Universitenin egitim fakuiltesi 6grencileri Uzerinde yapilan diger bir ¢alismada da (Eren &
Tekinarslan, 2013) benzer bir sonug ortaya ¢ikmis ve 6gretim materyali zorunlu bir arag ve motivasyonu
saglayan bir arag olarak nitelendirilmistir.

Arastirmanin ikinci alt probleminde katilimcilardan egitim sisteminin siire¢ boyutuyla ilgili 6gretim
ilke ve yontemleri, 6lgme-degerlendirme, sinif yonetimi ve etik kavramlarini tanimlamalari istenmistir.
Arastirma sonuglarina goére 6gretmen adaylari 6gretim ilke ve yontemlerini genel olarak olumlu
tanimlamiglardir. Alan yazinda konu ile ilgili yapilmis herhangi bir calismaya rastlanmamakla birlikte
o6gretim programlarinda elde edilen verilere yakin bir sekilde egitim fakiiltesi 6grencilerinden yalniz ikisi
olumsuz tanimlama yaparken PFSP 6grencilerinin %44.00°G olumlu, %20.00’si olumsuz, %23.00'G de
temel ozellikleri vurgulayan tanimlamalar yapmislardir. Sonuglarin bu sekilde ortaya ¢ikmasinda yine
egitim fakiltelerinde ve pedagojik formasyon programlarinda islenen zorunlu ve se¢meli derslerin etkili
oldugu soylenebilir.

Alanyazindaki 6lgme-degerlendirme ile ilgili yapilan calismalar ikiye ayrilmaktadir. ilk olarak élgme-
degerlendirme bir ders olarak ele alinmis ve ders “soyut”, “ayrintil” ve “karmasik” seklinde olumsuz
sonuglar elde edilmistir (Acar Giivendir & Ozer Ozkan, 2016). Olgme-degerlendirme uygulamalarinin
konu edildigi calismalarda Harris, Harnett ve Brown (2009) “durum belirleme giktilari”, “durum belirleme
turleri” kategorilerinde 6lgme-degerlendirmenin temel 6zelliklerini 6n plana ¢ikarmistir. Tatar ve Murat
(2011), degerlendirmeye yonelik metaforlari genellikle “tanimaya”, “bicimlendirmeye” ve “diizey

belirlemeye” yonelik degerlendirme gibi temel 6zellikler kategorisinde toplanmistir. Eren ve Tekinarslan
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(2013) da benzer sekilde “dizey belirleyici”, “rekabete dayali” ve “korkutucu” bir sire¢ olarak
degerlendirmenin o6ncelikle temel ozelliklerini daha sonra olumsuz yanlarini ortaya koymustur.
Karasahinoglu (2015) 6grencilerin sinav kavramini “kaygl”, “geribildirim”, “icerik” ve “gelecek” ogesi
metaforlari kullanarak tanimladiklarini gérmistiir. Son olarak Tagdemir ve Tasdemir (2016), 6grencilerin
olgme ve degerlendirme islemlerinin egitim ve 6gretimin niteligine katki sagladigi, fedakarlk gerektiren
bir eylem oldugu dusiincelerini ifade ederken bu uygulamalarin tipki bir sistem gibi (insan vicudu,
makine) iyi dizenlenmis, iyi isleyen bir sistem olmasi gerektigi gortsinde olduklarini ve 6lgme
uygulamalarina biyik oranda (%66.00) olumlu anlam yikledikleri belirtmistir. Bu ¢alismada da 6lgme-
degerlendirme ya da katiimcilarin zihninde yer eden sekli ile “sinavlar” genellikle sonuglari ortaya
¢tkarma (doktor muayenesi, tansiyon aleti), gelisimi saglama (usta-girak iliskisi), ve gereklilik olma (asi,
beyaz esya) gibi yonleri vurgulamaktadir. Her iki grupta da birer 6grenci olumsuz metafor kullanmistir.

PFSP ve egitim fakiltesi 6grencileri arasinda algi farklihgina neden olan ikinci tanimlama sinif
yonetimi kavrami ile ilgilidir. Arastirma sonucuna egitim fakiltesi 6grencilerinin yarisindan ¢ogu (%55.00)
olumlu metaforlar kullanarak tanimlamalar yapmislardir. PFSP Ogrencileri ise ¢ogunlukla sinif
yonetiminin temel 6zelliklerini (%35.00), sonrasinda esit oranlarda olumlu (%30.00) ve olumsuz (%30.00)
yonlerini 6n plana c¢ikaran tanimlamalar yapmuslardir. Oriicii (2012) sinif &gretmenlerinin sinif
yonetimine iliskin bakis agilarini belirlemek igin yaptigi ¢alismasinda yogunlukla “ahenk saglama” ile ilgili
metaforlarin kullanildigini belirtmistir. Akar ve Yildirim (2009) galismalarinda orkestra, gemi ve fabrika
yonetimi metaforlarini “liderlik ve kontrol” kategorisinde, annelik metaforunu da “sefkat ve ilgi”
kategorinde degerlendirmistir. Egitim fakultesi 06grencilerinin birebir ayni olumlu metaforlari
kullandiklari bu calismada PFSP 6grencilerinin kullandigl olumsuz metaforlar sinif yénetimini elestirmek
ya da gereksiz oldugunu vurgulamaktan oOte zorlugu ve vyapilan yanhs uygulamalar (zerine
yogunlagmistir. Bu durum PFSP 6grencilerinin kendi 6grencilik hayatlari boyunca gegirmis olduklari
olumsuz deneyimlerden kaynaklanmis olabilir.

Alanyazinda etik konusunun metaforlar araciligiyla tanimlandigi bir ¢alismaya rastlanmamistir. Son
zamanlarda etik konusu ile ilgili 6gretmen adaylar Uzerine yapilan g¢alismalar ise (Altinkurt & Yilmaz,
2011; Ding, 2016; Gengoglu, 2015; Misirli, 2016) 6gretmenlerin/6gretim elemanlarinin etik disi
davraniglarinin neler oldugu konusuna odaklanmistir. Bu calismada da PFSP ve egitim fakiltesi
dgrencilerinin etigi olumlu metaforlar kullanarak tanimladiklari goériilmistir. Ogretmen adaylari etigin
gerekli, degerli, problem ¢o6ziicii ve yol gosterici oldugunu belirtmislerdir. Sinif yénetimi bashginda
oldugu gibi etigin olumsuz tanimlamalarinda ¢ogunlukla etigin yanhs uygulamalari ya da uygulanmamasi
Uzerinde durulmustur. Egitim fakultesi 68rencilerinin (%55.00) PFSP 6grencilerinden (%68.00) daha az
olumlu ve temel Ozellikler kategorisinde daha fazla (PFSP=%3.00, egitim fakulltesi=%22.00) metafor
tretmeleri egitim fakultesi 6grencilerinin etik konusunda daha duyarh olduklari seklinde yorumlanabilir.
Bu duruma egitim fakdltesi 6grencilerinin dort yillik 6grenim hayatlari boyunca egitim, 6gretim ve
ogretmenlikle ilgili olarak algida seciciliklerinin ve farkindaliklarinin daha fazla olmasi ve ¢evrelerinde
egitim sistemi ile ilgili duyduklari, gérdikleri ve yasanmisliklarinda daha elestirel gézle bakmalari neden
olmus olabilir. Gross ve Hogler (2005) bu konuda egitimcilerin egitim siirecini ydonetirken birgok i¢ ve dis
faktéri goéz oninde bulundurmalari gerektiginin yani sira, bu siiregte yer alan 6grenci, 6gretmen,
meslektas ve diger unsurlarin sirecin bir parcasi olarak goériliip onlarin goézinden de sirecin
yorumlanmasi gerektigini vurgulamaktadirlar. Ayrica bu siirecte egitimcilerin kendilerini ve baskalarini
anlamaya calisarak, merhametli ve anlayish olmalari gerektigi Gzerinde durmaktadirlar.

Uciincii arastirma sorusunda egitim sisteminin cikti boyutundaki mezun ve basari kavramlarina iliskin
metaforik tanimlamalar incelenmektedir. Bulgular mezun kavramiyla ilgili PFSP ve egitim fakiltesi
ogrencileri arasinda farkhlik oldugunu ortaya koymaktadir. PFSP 6grencilerinin (%56.00) biliyik farkla
egitim fakiltesi 6grencilerinden (%11.00) mezuniyetle ilgili daha olumlu bakis agisina sahip oldugu
gorulmuisttr. PFSP 6grencilerinin olumlu, egitim fakiltesi 6grencilerinin olumsuz bir tutum iginde
bulunmalarinda PFSP 6grencilerinin daha fazla is olanagina sahip olmalari egitim fakiltesi 6grencilerinin
ise 6gretmenlik disinda farkl islerde ¢alisma imkanlarinin daha az olmasi gosterilebilir. Egitim fakultesi
o6grencilerinin kariyer konusundaki bu umutsuzluklari diger fakilte 6grencileri icin de gecerlidir. Akoglan
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ve Dalkiranoglu (2013) calismasinda 6grencilerin, kariyer kararlarinda yeterli diizeyde yonlendirme
yapilmadigi, bu kararlarin geleneksel kaliplara gore alindig, maddi kaygilarin kariyer olanaklarinin
onlinde yer aldigi, 6grencilerin g¢alisma yasami ile ilgili karamsar duygulara sahip olduklari sonucuna
ulasmistir. Arastirmada ayrica Ogrencilerin bir an once gulvenilir/stirekli bir is sahibi olmayi
hedeflediklerine dikkat gekilmistir. Ogretmenlerin biiyilk oranda devlet memuru seklinde istihdam
edilmeleri egitim fakiltelerinden mezun olmayi cazip hale getirmektedir. Ancak egitim fakilteleri
disindan da pedagojik formasyon sertifikasi alanlarin 6gretmen adayi olmaya hak kazanmalariyla birlikte
her gecen yil atamasi yapilacak 6gretmen adaylarinin sayisi artmakta ama bununla birlikte atanma sansi
dusmektedir. Safran vd. (2013) yabanci dil alani disinda fen ve matematik, sosyal, din kilturi ve ahlak
bilgisi alanlarina ait KPSS (Kamu Personeli Se¢gme Sinavi) verilerini incelendigini ¢alismasinda, sinava
giren adaylarin biyik ¢ogunlugunun egitim fakiltesi disindaki fakiltelerden gelen 6gretmen adaylari
oldugu belirtmistir.

Basari kavrami agisindan PFSP ve egitim fakiltesi 6grencilerinin olumlu metaforlar kullanarak
tanimlama yaptiklari gérilmektedir. Bu durum katihmcilarin son sinif olmalari ile yakindan iliskili olabilir.
Clnkd her iki grup da biylk cogunlukla tniversite mezuniyeti gibi ciddi basariya imza atacaktir. Ancak
gercekte KPSS basarilarina ve 6gretmen yeterliklerine bakildiginda ise durum daha farkhdir. Yapilan
¢alismalar (Safran et al.,, 2013; Yildinm, 2017) 6gretmenlik alan bilgisi testinde egitim fakiltesi
ogrencilerinin diger fakiilte 6grencilerinden daha basarili oldugunu ortaya koymustur. Bu basarinin
kaynagi her iki gruba verilen egitimin niteligi olabilir. incik ve Akay (2014) 6gretmen yeterliklerinin
karsilamasi ile ilgili calismalarinda egitim fakiltesinde 6grenim goéren 6gretmen adaylari kendilerine
verilen egitimi blyilik bir oranda yeterli goriirken PFSP 6gretmen adaylari formasyon egitimini ¢ok kisa
bir zamana sikistinilldigi icin yetersiz gérmustir. Konuyu Universiteye giris puani ve KPSS egitim bilimleri
testinden alinan puanlarinin karsilastirmasini yaparak ele alan Yiksel (2013), her iki puanla ilgili disuk
diizeyde bir korelasyon belirlemistir. Bu durum yiiksek puanla 6grenci alan programlardan mezun olan
Ogrencilerin ayni basariyr KPSS Egitim Bilimleri Testinde gosteremediklerini ortaya koymaktadir.
Dolayisiyla yalnizca PFSP niteliginin degil; egitim fakiltelerinin de niteligi ve slreg igerisinde 6grenciye
kazandirdiklari yeniden gozden gegirilmelidir.

Egitim sistemi ile ilgili genel alginin her iki grup icin olumlu ve birbirine oldukc¢a yakin oldugu gercegi
gdz ardi edilmeden bazi hususlara dikkat edilmesi gerekmektedir. Oncelikle yakin gelecekte PFSP
kaldiriimasinin gindemde olmamasi ve halihazirda 6gretmen adayi olmaya hak kazanmis binlerce PFSP
mezunu oldugu gergceginden hareketle bu programlarin giindeme alinmasi gerekmektedir. Genel
manada egitim sistemi ile ilgili olumlu bir tutuma (Ozkan, 2012; Polat, 2013) sahip olan ve PFSP’yi bilgi
kaynagi ve ikinci bir sans (DUndar & Karaca, 2013) olarak géren Ogrencilerin nitelikli bir egitimden
gecmesi icin PFSP’nin alt yapisinin giiclendirilmesi, derslerin daha uzun zamana yayilmasi ve okullardaki
uygulama saatlerinin arttirllmasi gerekmektedir. Aksi takdirde mevcut yapi ve programla 6gretmen
olmaya hak kazanan bu adaylarin 6gretmenlik slrecinde ciddi sikintilar yasamalari kuvvetle
muhtemeldir. Dolayisiyla egitim fakiltesi disindaki 6gretmen adaylarinin da gli¢lii yonleri oldugu kabul
edilmeli; bununla birlikte eksikliklerinin hem hizmet éncesi hem de hizmet icinde giderilmesi icin yollar
aranmahdir.

Egitim fakilteleri icin de benzer durum sbz konusudur. Katiimcilarin yapmis olduklan
tanimlamalarda okullarin fiziki imkanlari yerine okul ortaminda kurduklari iliskiler algilari daha fazla ve
olumlu yonde etkilemektedir. Ayni sekilde okul miidiirl, 6gretmen ve 6grencilerle yakin temas halinde
bulunmalari durumunda empati kurabilmekte, isleyis hakkinda fikir sahibi olmakta ve ¢6zim
Uretebilmektedirler. Bu sebeplerden dolayl okul- fakilte isbirliginin her anlamda gliglendirilmesi ve
egitim fakdiltelerinin lisans programlarinda okul deneyimi derslerinin arttirilmasi gerekmektedir.

Bu calismada yalnizca 6gretmen adaylarinin algilari metaforlar yoluyla belirlenmeye c¢alisiimistir.
Ancak sonraki galismalarda 6gretmen adaylarinin kendi 6grenim hayatlari boyunca gegirmis olduklari
deneyimleri de incelenerek egitim sistemi hakkindaki gorisleri arasinda somut iliskiler kurulabilir, sosyal,
kiltirel ve ekonomik degiskenlerin etkisi ortaya cikarilabilir.
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Introduction

The concept of socialization includes social, cultural, political, economic, anthropological,
administrative and philosophical aspects, which is why it is a subject of many scientific disciplines (Balci,
2003). In general, socialization is defined as “a process of acquisition of norms, values, expected roles,
attitudes, behavioral patterns, skills necessary for social interaction and sense of self and identity and
internalization of the culture in which the individual lives”(Bakircioglu, 2012). Socialization in the
organizational context is a process of teaching the individual information, skills and behaviors required
by his/her role in the organization (Balci, 2003). More clearly, organizational socialization is a learning
and adaptation process in which the roles required by individual and organizational needs are
undertaken. In other words, organizational socialization is a dynamic process in which an individual
learns a new or changing role in the organization (Chao, 2012). According to Feldman (1976),
organizational socialization is the process by which an employee is transformed from being an outside
person into an effective and participatory member of the organization. Moreover, Feldman lists the
changes undergone during the organizational socialization process as follows: 1) acquisition of proper
role behaviors, 2) development of work-related skills and competencies and 3) adaptation to group
norms and values.

As a result of the changes experienced in the socialization process as expressed by Feldman above,
the individual is anticipated to meet the expectations both in professional and cultural senses. As a
matter of fact, the concept of socialization in the literature is considered in two dimensions as
professional and organizational. Professional socialization is mostly related to the technical dimension of
the profession and is the process of learning the knowledge, skills and tendencies required by the
profession (Balci, 2010; Vural, 2015). Organizational socialization; on the other hand, involves the
employee’s learning the organizational culture and integration with the organization (Demirbilek, 2009;
Vural, 2015). During the organizational socialization process, the individual learns the information,
values and behaviors required to assume a specific role within the organization (Hart, 1991).

During the socialization process, while the individual is learning the requirements of his/her role and
the organizational culture, he/she is affected by the organizational culture. Thus, socialization is a two-
way process. While the employee is expected to adjust to the organization, the organization is expected
to meet the needs of the employee (Tierney & Rhoads, 1994). In other words, while the organization is
transforming the employee (socialization), the employee is transforming the organization
(individualization). Not only the individual is expected to comply with the organization, but also the
organization is expected to comply with the individual. An individual who has just begun to work in an
organization signs a psychological contract with his/her organization. This contract is a non-written
agreement stating reciprocal expectations about what contributions the individual is expected to make
to the organization and what he/she will receive in return for his/her contributions (Hellriegel & Slocum,
2011). Within the context of psychological socialization, while the organization expects the individual to
shape his/her behaviors in line with the needs and desires of the organization, the individual expects the
organization to meet his/her needs such as wage, job security and suitable working conditions (Balci,
2003).

Within the context of the psychological socialization, the organization has some expectations from
its workers. Such expectations involve various conflicts from time to time. Through the organizational
process, the organization wants its employees 1) to be free thinkers defending what they think is correct
and 2) to be cooperative team workers. By their nature, being a free thinker and a cooperative team
member conflict with each other. Yet, for an effective organizational socialization, it is necessary to
establish a balance between these two goals (Hellriegel & Slocum, 2011). Workers are expected to be
neither completely obedient nor rebellious. Workers should be able to work in harmony with the
organization and be able to object to organizational decisions when they feel they are wrong.
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Purpose, Content and Functions of Organizational Socialization

The main purpose of socialization is to ensure the adaptation of the employee to the organization
and to make him/her an effective member of the organization (Memduhoglu, 2008). The content
dimension of socialization refers to information that needs to be imparted to the newcomer or to be
acquired by him/her. In this regard, there are four domains of information gained by the newcomer
from different sources. These domains are shortly explained below (Ostroff & Kozlowski, 1992):

e Task domain involves learning task responsibilities, assignments and priorities, how to use job-related
equipments and how to handle routine problems.

e Role domain includes role-related expectations and behaviors, boundaries of authority and
responsibility.

e Group domain refers to establishment of effective interaction with coworkers and learning group
norms and values and the normative structure of the group.

e Organizational climate and culture domain entails learning politics, power and value premises of the
organization, its mission, leadership style and languages used in the organization.

In the acquisition of information about the above-mentioned domains by the newcomers to the
organization, supervisors, coworkers and mentors are important sources. Supervisors mitigate the
negative effects of unmet expectations of employees and work to create an integrated and shared
constructivist system. Coworkers help the new employee adapt and combine pieces and explain values,
norms and expectations that have not been thoroughly explained by supervisors and mentors. Mentors
facilitate the integration process by providing support and advice, providing insider information,
coaching and protecting the employee. In addition to these, new hires can obtain information through
written materials, experimentation and observation (Ostroff & Kozlowski, 1992).

Its functions clearly reveal how important socialization is and why it should be investigated carefully.
The basic function of socialization is to create organizational commitment and loyalty in its employees.
Besides this, the individual’s adaptation to the organization, success, role clarity, career advancement,
job satisfaction and job retention are also functions of socialization (Balci, 2003, 2010). If socialization is
not functional, problems such as low job satisfaction, low work motivation, quitting, role ambiguity and
low performance arise (Hellriegel & Slocum, 2011). As can be seen, socialization has many functions that
can influence the employees of the organization and therefore the organization in both positive and
negative ways.

Organizational socialization transforms the new employee into someone from the organization.
Failure of socialization results in a large number of employees leaving the job. Given the expenditures
made for the training of a newly recruited employee, it is clear that the cost of failing socialization is
very high for the organization (Balci, 2003).

Stages of Organizational Socialization

When the relevant literature is reviewed, it is seen that socialization is generally considered as a
” “"

three-stage process comprised of “pre-entry stage”, “entry” and “metamorphosis stage”. These stages
are shortly explained below.

Pre-entry stage (anticipatory socialization)

This is the stage in which an employee gains information about both his/her position and
organization and develops expectations before he/she begins to work. In this stage, the individual
develops ideas on what he/she can do, gain and achieve in the organization (Nelson, 1987). The
information that the individual collects prior to the start of the job includes both the anticipated career
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prospects and the self-image that this career requires (Chao, 2012). When evaluating information
gathered by the individual, it is necessary to consider the extent to which their needs and competencies
overlap with the resources of the organization. While evaluating the information he/she gathered, the
individual should consider the extent to which their needs and competencies overlap with the resources
of the organization. As a matter of fact, while recruiting successful people, this overlap or adaptation
needs to be considered (Feldman, 1976). The individual can also learn information about the
organization to be worked in prior to entry from his/her previous training, readings, the web site of the
organization, relationships established with the employees of the organization, or job interviews (Balci,
2003). Particularly formal education and trainings are influential in shaping these expectations. Informal
guidance by coworkers, mentors, family and friends also helps the individual learn about their
professional role (Chao, 2012). In this stage, it is extremely important that the organization and the work
be assessed realistically. A realistic evaluation of the organization is a complete and accurate
understanding of the goals, climate and philosophy of the organization by the individual. The realistic
evaluation of the job is the thorough and accurate understanding of the responsibilities required by the
job. The individual who starts his/her work by realistically evaluating it can more easily discover what is
expected and not expected from him/her in terms of his/her duty and role. Thus, the individual
responds effectively to anticipations, develops coping strategies, experiences less anxiety, and do the
job better. The individual who evaluates the organization realistically adopts cultural elements such as
norms, values, activities and targets more quickly and becomes aware of the interpersonal demands
(Nelson, 1987).

Entry stage (accomadation)

This stage refers to the process in which the employee learns the roles and tasks expected of
him/her (Noe, 2005). The heart of organizational socialization is in this stage. This stage is a process
involving learning about, making sense of and adaptation to the individual's new organizational role
(Chao, 2012). In the entry stage, the employee learns the tasks required by the work, develops new
skills, adapts to procedures and learns how to use equipments-tools related to the work. In addition, the
employee clarifies the role assigned to himself/herself and what is expected from him/her within the
framework of this role. Meanwhile, some ambiguities and conflicts can be experienced. There may be
discrepancies between business life and personal life. Moreover, in this stage the individual develops
new relationships, not only in relation to work, but also in relation to the informal social networks in the
organization (Nelson, 1987).

One of the prominent concepts of the entry stage is “reality shock”. The disagreement between the
expectations that an individual has developed before he or she starts work and the facts he sees after
starting work is defined as "reality shock” (Chao, 2012). Noe (2005) states that employees often
experience shock even when they get realistic information before starting work. In the entry stage, the
employee begins to understand his/her tasks, receives appropriate training in order to catch up at work
and understands the practices and procedures of the organization. In this challenging process, helpful
managers and peers help the employee learn the job. In particular, the manager can communicate
effectively and reduce the stress through ways such as helping the employee to understand his/her role,
giving information about the organization and understanding the stress-like adversities experienced by
the employee (Noe, 2005).

Metamorphosis stage (role management)

In this stage, the employee is transformed from an outsider to a true part of the organization (Balci,
2003). During this stage, employees feel relieved about the requirements of the job and social
relationships and they start to overcome complex situations such as excessive workload and work-
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related uncertainties (Noe, 2005). Feldman (1981) summarizes the transformations undergone in this
process as follows:

o Clarification of role expectations: Agreement is reached about which tasks should be performed
overtly or covertly with the work group; reciprocal decisions are made to cope with conflicts between
personal life and business life and interpersonal conflicts.

e Specialization in the job: The requirements of the job are mastered, self-confidence is gained and
performance level continuously increases.

e Adjustment to group norms and values: Love and trust of peers are gained, norms and values of the
group are adopted, satisfactory adaptation to group culture is achieved.

It is extremely important for employees to successfully complete these stages of socialization;
otherwise, they will not be able to make the necessary contributions to their organizations. For
example, an employee who cannot develop relationships with their colleagues would have to spend
time to build good relationships, rather than thinking about product development or customer service
(Noe, 2005).

Socialization in Educational Organizations

In the context of educational organizations, organizational socialization is the process in which
education workers become active members of the school. Socialization in school is a chain between
school and education worker, including the education worker’s adopting the school culture, mastering
his/her role, occupational attitudes and behaviors and building his/her task-related identity (Kartal,
2007). As in many organizations, the first stage of socialization in educational organizations occurs when
pre-service training starts before entering the profession and the second stage starts at school. With the
socialization experiences lived prior to entering the educational organization, the demands of the
organization are predicted and most of the time they are not identical. Thus, the worker who has just
started to work in a school must leave his/her past socialization experiences behind and adapt to the
new school environment (Deal & Chatman, 1989).

Socialization in school, as an educational organization, is the process by which members of the
organization (director, teacher, student) learn and obey the values and norms of the school.
Socialization shapes the work and the reaction of the school director (conservative or innovative).
Socialization of teachers involves accepting their professional values, attitudes and interests and
"learning how to change them” (Memduhoglu, 2008).

In the Turkish National Education System, organizational socialization activities are attempted to be
carried out through basic education, preparatory education (orientation education), in-service training
programs and formal and informal socialization tools other than educational programs. Socialization in
educational organizations is also a lifelong process in educational organizations. Educational workers, in
this process, are not only in the role of a receiver but also an active participant (Balci, 2003).

Socialization of Teachers

The socialization of teachers who communicate and interact with a wide range of people in
educational organizations differs from other professions (Garip, 2009) and is of great importance.
Organizational socialization occurs as a process experienced by teachers when they remain in the same
position throughout their professional lives, when they are promoted or when they are transferred to
other schools. Pre-service education of teachers, experiences gained while they are actively teaching at
schools, courses they have attended and similar activities are necessary for them to be the desired
educators (Kartal, 2003).
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Teacher socialization research is a study area that describes the process by which individuals become
a member of the teaching community (Zeichner & Gore, 1989). In general terms, the socialization of
teachers refers to all kinds of changes in teachers. In this respect, teacher socialization can also be
defined as the novice teacher’s learning the values, behaviors, attitudes, and principles of practice that
are developed through interaction with other teachers and school directors (Gugld, 1996). It is necessary
for teachers to engage in constant change in their professional life, to take new responsibilities and to
make efforts to progress. From this point of view, socialization is continuous in the professional life of
the teacher (Lacey, 1988). Kartal (2007) defines the process of socialization in educational organizations
as the acquisition of the role of the educational worker in the school, the adoption of school culture, the
formation of work attitudes and behaviors, and the attainment of a new task identity.

Socialization of teachers can be claimed to cover a long process staring with the university life and
goes on with learning the requirements of school life and developing it. Teachers are subject to a change
of status when they enter the profession. In this connection, teachers adapt to the profession over time;
develop a set of functional skills reflecting their activities as teachers, have job satisfaction and engage
in long-term career development (Balci, 2003). According to Blase (1985), there are three indicators of
teacher socialization (cited in: Kartal, 2007); 1) establishing positive relationships with other school
personnel, 2) learning basic values and 3) helping students solve their problems. Moreover, it is clear
that socialization of teachers is a two-way process. During this socialization process, not only the
organization affects the teacher, the teacher can exert some influence on the organization as well.

The socialization process starts in the pre-service period (university education) in which they learn
professional norms and values. During this period, pre-service teachers internalize instructional models
and shape their practices and ideals, information base and professional ethics (Hoy & Woolfolk, 1990).
The first year in the profession of teachers is the most critical and difficult period (Guglu, 1996;
Veenman, 1984). In this transition period, teachers begin to acquire the skills and habits that will shape
the foundation of their future success. In addition, many teachers' views on their profession begin to
shape (Balci, 2003). No matter how successfully they complete their pre-service training, when teachers
start their active professional life, they face the problems of the area of practice. As in all professions,
particularly the first year in the profession of teaching is highly challenging for the novice in terms of
adapting to a new environment and coping with difficulties resulting from the change of status (from
being a student to being a teacher) (Korkmaz, Saban, & Akbasli, 2004).

According to the regulations prepared in the framework of the laws, teachers are directed to
adapting to the school system, in other words, to accomplishing their organizational socialization. To
this end, in-service training is given to them (Yildirim, 2012). In-service training programs are offered to
novice teachers at the very beginning of their professional life in the name of internship; and when they
become relatively more experienced in the profession, these programs serve the functions of refreshing
their knowledge, improving their professional qualifications and competencies, helping them adapt to
novelties in the profession and directing them to different areas of interest (Celikten, Sanal, & Yeni,
2005).Teachers who have just started their job are accepted as candidate teachers according to the "The
Ministry of National Education (MEB) Regulation on the Training of Candidate Officers” numbered 2423
and this period lasts for one year in which candidate teachers are subjected to basic, preparatory and
applied educational programs; thus, the socialization process of the candidate teacher officially starts
(MEB, 1995).

As can be seen, the socialization of teachers in the Turkish Education System is usually accomplished
through formal activities such as basic training, preparatory training and in-service training programs.
Besides these trainings, the socialization process is also promoted by directors, inspectors and senior
colleagues in compliance with regulations. A candidate teacher not having had adequate training and
not having gone through a healthy selection process is attempted to be trained during a one-year
internship period (Memduhoglu, 2008). However, formal training given during the period of socialization
is not enough for the success of the process. Therefore, socialization should be made a part of the whole
work process, especially managers and senior colleagues should take part in this process and create a
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model for newcomers with their behaviors (Calik, 2006). Socialization of teachers is more than a process
in which novice teachers learn pedagogical and technical skills and discipline-based subject areas
because today novice teachers are expected to bring enthusiasm and novel instructional opinions to the
school and make contribution to the discipline (Balci, 2003). In the Turkish Education System, novice
teachers are promoted to socialize by means of pre-service training, short-term courses they attend and
the inspections they go through. However, in most cases in which these formal activities are inadequate
teachers are involved in informal groups and thus accelerate their socialization process with the help
they receive from their group members.

The discussions so far have shown how important socialization is, especially the socialization of the
teachers that is the subject of the current study. However, the issue of socialization started to be
studied in the Turkish Education System towards the end of 2000s and the studies conducted on the
issue generally focused on qualitative investigation of socialization levels of teachers and directors
(Kiligoglu & Yilmaz, 2013; Vural, 2015), on strategies and tactics used (Ugurlu, Kiral, & Aksoy, 2011) and
on meta-analysis (Balci, 2003; T. Calik, 2003). On the other hand, there is limited amount of qualitative
research (Burgaz, Kocak, & Biiyiikgéze, 2013; Ozgan, 2013) that tries to reveal the socialization process
of teachers. In this research, socialization process was evaluated from a general point of view, and no
qualitative research was carried out considering the three stages of the process. However, given the fact
that teachers are very important actors influencing students and even the society, it is necessary to
understand the socialization process they live in for positive developments such as job satisfaction and
organizational commitment. Thus, this current study is believed to fill in the existing gap in the literature
by eliciting deep insights about the socialization process of teachers. Furthermore, the results to be
obtained in the current study about the difficulties experienced by teachers during socialization process,
their expectations from authorities (school management, MEB etc.) and suggestions may have
important implications in that teachers, colleagues, school administrators, novice teachers and MEB
may develop some ideas about what they need to do to make the socialization process more effective.

The purpose of the research, in this framework, is to reveal the professional and organizational
socialization experiences of public and private primary school teachers in Ankara. To this end, it is aimed
to describe what kind of process is experienced by teachers in each stage of socialization (pre-entry,
entry, metamorphosis).

Method

In this section, the model, study group, data collection tool, data collection and data analysis
processes of the study will be discussed.

Research Design

This study aiming to reveal the organizational and professional socialization experiences of public
and private elementary school teachers in Ankara was carried out by using the phenomenological
design, one of the qualitative research approaches. In phenomenological studies, attempts are made to
establish a common meaning of experiences that individuals have experienced in relation to a concept
or a phenomenon. In other words, a holistic description of what individuals experience and how is
sought (Cresswell, 2013). As a matter of fact, the essence of qualitative research is to reveal perceptions
and events in a realistic and holistic manner by means of observations, interviews, document analyses
etc. (Yildinnm & Simsek, 2013). In this regard, the data of the study were collected by using the semi-
structured interview method, one of the qualitative research techniques frequently used in
phenomenological research. In the semi-structured interview technique, questions to be asked to the
participant are prepared in advance; however, during the interview, detailed information can be
obtained by asking side or sub questions. This flexibility offered by the semi-structured interview
technique makes it well suited to the nature of educational research (TurntklG, 2000).
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Study Group

The study group of the current research is comprised of 10 elementary school teachers, of whom
five are working in public schools and five in private schools in the city of Ankara. The participants were
selected by using “maximum variation sampling” and “criterion sampling” techniques. On the basis of
the fact that the first five years are of great importance in socialization process of a teacher, the
participants were selected from among the teachers having five years or more teaching experience.
Moreover, a great care was taken for the participants to reflect teachers with different demographic
features. Some personal information of the participants is given in Table 1.

As can be seen in Table 1, seven of the participants are females and three are males. While seven of
them hold an undergraduate degree, three of them hold a graduate degree. Moreover, most of the
participants are graduates of education faculty; yet, there are also some teachers having graduated
from the faculties of science-letters and economics.

Table 1.

Descriptive Statistics Concerning the Participants.

Gender Female 7
Male 3

Seniority 5-10 years 4
11-20 years 3
21 years and more 3

Graduated faculty Education 8
Science-Letters 1
Economics 1

Education level Undergraduate 7
Graduate 3

Type of the current institution Private school 5
Public school 5

Data Collection Tool

In the current study, a semi-structured interview form developed by the researchers was used as a
data collection tool. This form consists of two parts. In the first part, there are questions to elicit the
personal information of the participants and in the second part, there are questions related to the
stages of socialization process of teachers. The interview questions were prepared by reviewing the
related literature and presented to the scrutiny of seven experts in the field of education. Two of these
experts are professors in the field of educational management, two of them are research assistants in
the field of educational management, one of them is a research assistant in the field of measurement
and evaluation, one of them is a teacher and the last one is a specialists working in the MEB. The
interview questions were then tested by piloting. In this piloting process, the interview form was
administered to a female public elementary school teacher with a twelve-year work experience and a
male private elementary school teacher with a seven-year work experience. After the pilot
administration, wording of two questions was changed and thus the final form of the interview form
was given. The teachers participating in the pilot study were not included in the study group.

Data Collection

Interviews conducted with participants were tape-recorded on their consent. However, three of the
participants did not give their consent for tape-recording. Yet, the interviews conducted with these
three participants were recorded in writing. Then the tape-recorded interviews were transcribed then
they were combined with the written recordings of the three participants.
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Data Analysis

On the collected data, descriptive statistics and content analysis were conducted in tandem. During
descriptive analysis, data is summarized and interpreted within predefined categories. Content analysis
is a type of analysis that aims to study in depth on the data in order to reach concepts and categories
(Yrildirnm & Simsek, 2013). Some of the interview form questions were categorized beforehand and the
data was presented in accordance with the determined categories. In this respect, descriptive analysis is
the subject of discussion. For some questions, the categories were not determined and the
categorization was carried out according to the obtained data. This way a content analysis was carried
out. The data analysis abided by the views of the participants for the validity of such and the code and
the categories are consistent with the participant's views. In addition, some participant opinions were
transferred directly for the data analysis validity. For the reliability of the data analysis, the independent
codes and categories of the researchers were compared and at the end, the codes and categories that
reached consensus were used. While passing the views of the participants the K1-K5 abbreviations were
used for public school teachers and the 01-O5 abbreviations for private school teachers.

Findings

The results of the analysis of the teachers’ responses given for the pre-entry, entry and
metamorphosis stages of organizational socialization are presented under these three stages of
organizational socialization.

Findings related to Pre-entry Stage of Organizational Socialization

The results of the analysis of the participants’ responses given to the question “What were your
expectations about school life before starting your job?” are presented in Table 2.

As can be seen in Table 2, the participating teachers expressed relatively more opinions about the
categories of expectations about school conditions, school management and students. Moreover, while
the public school teachers stated opinions about expectations from their colleagues, the private school
teachers did not state any opinion in this category. In the “Others” category, one teacher stated that
he/she does not have consciousness necessary to develop expectations related to the school. This
finding is quite thought-provoking and should be discussed because this might be because of the fact
that the candidate teacher does not care about his/her job and/or education faculties might not have
imparted this consciousness to their students.

When Table 2 is examined, it is seen that though in general the teachers’ expectations about school
life are positive, they have some negative but more realistic expectations. For example, besides highly
positive expectations such as a management with a strong communication and providing guidance,
adequate physical conditions of school and supportive and helpful parents, there are also some negative
but more realistic expectations such as a highly formal management, inadequate conditions of school
and difficulties involved in dealing with parents. One of the teachers expressed his/her opinions about
the expectations related to school life as follows:

0O1: “..You think that students will always listen to you; will always respect you. You think that
parents will always help and support you. You also expect school management to guide you. Therefore,
you are of the opinion that your supervisors will be more knowledgeable and experienced than you are. ”

The results of the analysis of the participants’ responses to the question “What were your
expectations about the profession (the autonomy offered by the profession, creativity, compliance with
values, utility for society-humanity etc.?)” are presented in Table 3.

As can be seen in Table 3, the participants’ expectations about the professions include being
respected and valued, being useful for the people around and the community and being autonomous in
instruction. One of the teachers expressed his/her opinions about the expectations related to the
profession as follows:
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Table 2.
The Teachers’ Opinions about Expectations related to School Life before Starting Their Job.
Main f
Categories Categories Sub-categories (k-6)
Expectations e Management’s interest (K4) 6
about school e Management’s helping to establish relationships with the  (2-4)
management public (K4)
e Management’s having strong/good communication (02)
e Management’s guidance (01)
e Highly formal management (02)
e Presence of more experienced and knowledgeable
superiors (01)
Expectations e Good physical conditions of school (O5) 7
about school e A school with poor conditions (Shortage of teachers, no  (3-4)
&  conditions teacher at school) (K3)
:8 e Warm school climate (K4)
5 e A school with poor physical equipments (K4)
g ¢ Adequate physical conditions at school (01)
9 ¢ Enough instructional materials (01)
o e No challenging conditions seen at schools where teaching
_5 practicum was done (01)
g Expectations e Colleagues’ interest (K4) 3
9 about o Colleagues’ being helpful (K4) (3-0)
\55 colleagues e Colleagues’ providing guidance (K4)
g Expectations e Students enthusiastic to learn (K2) 5
é about o Students with high learning competency (K2) (2-3)
& students o Students’ showing respect (01)
o Successful students (O5)
o Students’ listening to their teacher (01)
Expectations e Positive behaviors of parents (K1) 4
about parents e Supportive parents (01) (2-2)
o Difficulty in contacting parents (02)
e Parents helping the teacher (K1)
Others e Lack of consciousness necessary to develop expectations 4
about school (K5) (2-2)

¢ Higher expectations about school (O5)
e Everything is perfect (K2, O5)

K2: “...I was thinking that | would be someone like the God in the eye of students. This was also true
for parents. We grew up as students who were scared of teachers. It was always so. But, | did not think

that my students would be afraid of me. Only | wanted to be someone important...”

When the participants were asked how effective the undergraduate education they have taken in
preparing them for school life and profession, while seven teachers responded that their undergraduate
education did not prepare them for the profession and school life, three teachers stated that it prepared
them well for the profession and school life. In this connection, one teacher expressed his/her opinions

as follows:

K2: “I learned the profession after | started it. During my undergraduate years, we used to develop
detailed lesson plans. The profession of teaching only meant developing plans for us. .... Then when we
started our teaching practicum, one of the teachers said, “forget about these; these are not important,
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you will see when you start teaching. Classroom practice is different; it is different from what you have
learned.” | understood that he was right because | do not use anything | learned during my university
education.”

Table 3.
The Teachers’ Opinions About Expectations Related to the Profession Before Starting Their Job.
Main f
Category Categories Sub-categories (k-0)
Being o The profession of teaching is lofty and respected profession (K2, 17
respected K5, 01, 05) (8-9)

and valued e Being respectful in the eye of students (K2, 01, 05)
e Being respected by the management (K2 ,05)
® Being special (K2)
o Being respected by parents/people (K2, 01, 04, 05)
e Being important (for the community and students) (K2, K3)
¢ Being valuable in the eye of people (01)

Beingan e Being an idealist teacher (K1, K4, 01, 02) 16
efficient o Being a teacher students are not scared of (K2) (10-6)
teacher e Being a teacher not resorting violence towards students (K2)

e Being able to establish good communication with students (K2)

e Being concerned about students (K4)

e Going to the level of students (K4)

® Being a teacher keeping up with new developments/up-to-date
information (01)

e Being a teacher applying new methods and techniques (01)

o Effective teaching of the course (K2)

¢ Not being a teacher promoting rote-learning (01)

® Being a good teacher (K2)

e Being useful for students (K2)

¢ Being a creative teacher (01)

Teachers’ expectations about the profession

Being e Solving problems related to the village (parents) (K3) 12
beneficial e Establishing good communication with the local people in the  (5-7)
to the village (parents) (K3, K4)
people e Being the greatest authority in the village (K3)
around e Being the leader of the village/community (K4,01)
and the e Creating positive changes in the environment (01)
society e Creating differences in the environment (01)

e Being useful for the community (01, 62, 03, 04)
Being ¢ The control is in the hands of the teacher (01) 3
autonomo e Being autonomous in the control of the class (01) (0-3)
us about e Being autonomous in instructional methods and techniques (01)
instruction

The results of the analysis of the participants’ responses to the question “What did you do to gain
information about your profession or to prepare yourself for the profession of teaching apart from what
is taught in your undergraduate training?” presented in Table 4.

As can be seen in Table 4, apart from what is taught at university, the teachers gained information
about their profession before starting it through ways such as reading books and periodicals, attending
relevant courses and seminars. Moreover, the teachers also resorted other means of gaining
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information such as asking more experienced people and thinking about how to become more useful as
a teacher. In this regard, one teacher expressed his/her opinions as follows:

K5: “I participated in seminars. | attended modern drama courses. | participated in classroom
management rules seminar and attended English courses. | am still following the developments from the
Internet, books and education journals.”

Table 4.
The Teachers’ Opinions about What They Did to Gain Information about the Profession of Teaching apart
from What Is Taught In Their Undergraduate Training.

Main f

Category Categories Sub-categories (k-6)
Reading e Reading educational books (K1, K3, K5) 11
books and e Reading personal development books (K2) (8-3)

periodicals e Reading books about child psychology (K4)
¢ Reading pedagogy books (K4)
e Reading books about classroom management (02)

classroom management (K5, 02)
e Attending English courses (K5)
e Attending drama courses (K5)

5 e Fallowing up-to-date information on the Internet (K5, 02)

2 e Reading articles (K5,02)

© Taking partin e Having private tutoring (04) 7
Q o =

< related e Working in private courses (04) (3-4)
g coursesand e Participating in certificate programs (02)

*g' seminars e Participating in seminars about educational issues such as

Ne]

m©

Others e Asking and communicating with experienced 4
people/teachers (K1, k3, O5) (3-1)
e Thinking about how to become more useful as a teacher (K1)

Activities conducted by teachers to gain information

The results of the analysis of the participants’ responses given to the question “What did you do to
get information about the school you would work in?” are presented in Table 5.

Table 5.
The Teachers’ Activities Conducted to Collect Information about The School They Will Work In.
f

Main Category Categories Sub-categories (k-0)
Teachers’ Asking related e Asking people around (05) 5
information organizations e Asking teacher friends (02, 05) (2-3)
gathering and people e Asking the family (K1)
activities about e Calling school and asking for information (K5)
the school they Others e Nothing is done to collect information about the 5
will work in school (K1, K4) (4-1)

e Searching in the Internet (K5)
e Not being able to reach any information (K2, ©3)

As can be seen in Table 5, the teachers collected information about the school they would work in by
asking related organizations or people or searching in the Internet. There are also some teachers not
having made any efforts to get information about the school or not having been able to reach any
information though they tried to find. In this connection, some teachers’ opinions are given below:
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02: “I got first information about the school | would work in from a friend working there. | talked to
him, he was a close friend of mine...”. K1: “When [ first learned which school | would work in, | went there
because | thought that | had no other option. ”

Findings Related to Entry Stage of Organizational Socialization

When the participants were asked “When you started your internship period, did you experience
reality shock?”, while three of the teachers said that they did not experience reality shock, seven of
them did. The reasons for the teachers’ experiencing reality shock are given in Table 6.

Table 6.
The Teachers’ Opinions about the Reasons for Their Experiencing Reality Shock during their Internship
Period.

Main f
Category Categories Sub-categories (k-6)
Challenging e Crowded classrooms (K2) 8
conditions of o Being obliged to take some work home (81) (5-3)
school and e Very bad conditions at school and in its surrounding (K2)
environment e Heavy workload (K5, &5, ©1)
X e Challenging village conditions (K4)
_g e Accommodation problem (K4)
> Strictand e Director’s not providing guidance (01) 3
E indifferent e Director’s behaving like a boss (01) (0-3)
w Management e Director’s excessively formal behaviors (01)
§ Lack of e Lack of communication with colleagues (K5) 4
2 communication o Destructive competition among colleagues (01) (2-2)
8  and destructive e Colleagues’ leaking information to the management (K5,
\5 competition d1)
£ among colleagues
S Students’ ¢ Not receiving enough respect from students (01) 3
& disrespectfulness o Not being able to know how to treat students (K5) (1-2)
§ e Students’ being the hidden boss (01)
2  Lack of experience e Incompliance between theory and practice (02) 4
% and theory- o Lack of experience (62) (2-2)
& practice conflict e Not knowing what and how to do (K2)
e Not knowing how to treat parents (K5)
Others e Less autonomy than expected in the profession (01) 3
e Restricted teacher creativity (01) (0-3)
o Excessive involvement of parents in school affairs (01)
As can be seen in Table 6, challenging conditions of school and its surrounding, lack of

communication and destructive competition among colleagues, lack of experience, theory-practice
conflict, students’ disrespectfulness, strict and indifferent management are the main reasons for the
teachers’ experiencing reality shock. Besides these, some other reasons such as less autonomy than
expected, restricted creativity and excessive involvement of parents in school affairs also caused the
teachers to experience reality shock. One teacher explained the shock he/she experienced as follows:

K4: “...we went there, there was a small room, everything was in this room, it was the kitchen, it was
the bathroom; that is, everything was in a small room and a hall. The toilet was outside. Of course, | was
disappointed. | felt highly offended and cried a lot.”
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When the teachers were asked what concerned parties did for them to adapt to the school life, four
of them stated the MEB, three of them stated the school administration and one of them stated that
colleagues did not do anything to help them adapt to school. Apart from these, the main activities
performed by concerned parties for them to adapt to the school life are presented in Table 7.

Table 7.
The Teachers’ Opinions about the Activities of Concerned Parties for them to Adapt to the School Life.
Main f
Category Categories Sub-categories (k-0)
Activities of e Seminars (K5) 6
MEB e Basic and preparatory training (k2,02,04, 05) (3-3)
¢ Appointment of a counseling teacher (K5)
Activities of e Orientation program (01, 02) 10
school e Seminars about the structure and functioning of school (01, (2-8)
administrati  02)
on e Meeting meals (01, 02)

e Appointment of a counseling teacher (K2, O5)

e Appointment of a sister teacher (04)

¢ Informing about regulations and personal rights (K3)
Activities of e Answering questions (K1, K5, 03, 05) 15
colleagues o Talking about their experiences (K1, 01, 83, 64) (9-6)

e Meetings of branch teachers (K2, K4)

¢ Informing about school ceremonies (K2)

e Informing about how to interact with school administration

(K2)
e Informing about how to interact with parents (K2, K4, 01)
Personal e Interacting with parents (K1, K3, K4, 02, 03) 17
activities e Home visits (K1, K4) (9-8)

e Showing understanding and patient (K2)

e Trying to get to know colleagues (K5, 01)

e Meeting colleagues outside (K5, 02)

e Participating in school activities (01)

e Observing school and other teachers (K5, 02, 04, 05)

Activities of concerned parties to help teachers adapt to school life

As can be seen in Table 7, the teachers stated the most opinions in the category of individual
activities and the fewest opinions in the category of the activities of MEB. Basic and preparatory training
courses are at the forefront in the activities of the MEB aimed at ensuring teachers' adaptation to the
school. Many of the teachers seem to invest personal efforts such as observing school and other
teachers and communicating with parents. It is understood that colleagues often help them to adapt to
the school life by responding to their questions and conveying their experiences. Perhaps the most
striking finding in Table 7 is related to the category of school management activities. It is understood
here that private schools have made more efforts to make teachers adapt to the school life than public
schools. Indeed, private schools contribute to the organizational socialization of teachers through such
means as orientation programs, seminars on the structure and functioning of the school, meeting meals,
and appointment of consultants or sister teachers. However, public schools have only limited initiatives,
such as appointing counseling teachers and informing them about legislations and personal rights.

When the teachers were asked what concerned parties did for them to adapt to the profession, two
of them stated MEB, one of them stated his/her colleagues and two of them stated that the school
administration did not anything for them to adapt to the profession. Apart from these, the main
activities performed by concerned parties for them to adapt to the profession are given in Table 8.
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As can be seen in Table 8, within the context of adaptation to the profession, the teachers stated the
most opinions in the category of the activities of colleagues (f=19) and the fewest opinions in the
category of the activities of MEB (f=6). In the professional socialization of teachers, activities such as
colleagues’ responding to their questions, exchanging information and receiving suggestions and getting
help for interacting with parents come to the fore. The participating teachers’ citing the activities of
their colleagues relatively more than the activities of other parties is an indication of how important
colleagues are in their socialization. In addition, as can be understood from Table 7 and Table 8,
personal activities and colleagues' activities are at the forefront in the adaptation of teachers to the
profession.

Table 8.
The Teachers’ Opinions about the Activities Performed by Concerned Parties for them to Adapt to the
Profession.

Main f

Category Categories Sub-categories (k-6)
Activities of e Seminars (K5) 9
MEB e In-service training (K3) (4-5)

e Making them prepare internship file (01)
e Holding candidate teacher selection exam (01, 02)
e Basic and preparatory courses (K5)
e Appointing inspectors (K3, 03)
e Organizing meetings (01)
Activities of e Creating environments of discussion about education (01) 4
school e Encouraging classroom observations (02) (1-3)
administration e Encouraging participation in in-service training (02)
¢ Informing about school ceremonies (K2)
Activities of ¢ Informing about how to interact with school administration (K2) 19
colleagues e Informing about how to interact with parents (K2, kK4, 01) (10-9)
e Information exchange (K2, k4, 01, 05)
e Helping about instructional methods and techniques ( K2, 01)
e Making suggestions about issues related to lessons and classes
(K2, 01, 05)
e Helping about issues related to discipline (01)
e Answering questions (K1, K5, 03, O5)
e Sharing sources related to courses (K5)
Personal e Conducting research(K2, K5) 12
activities e Following up-to-date information through the Internet (01) (7-5)
e Participating in online courses (01)
e Reading articles (K2, 0O5)
e Reading personal development books related to education (K1,
K2, 05)
e Revising former studies (01)
e Trying to develop new instructional methods (K2)
e Applying activities published in the Internet related to effective
teaching of a lesson (K2)

Activities of concerned parties for teachers to adapt to the profession

As can be seen from Table 8, MEB's prominent activities in the professional socialization of teachers
are appointing inspectors, conducting candidate teacher exams and organizing basic and preparatory
trainings. Yet, some of the participating teachers leveled criticisms towards the activities by MEB. For
instance, O1: “..they made us prepare internship file. After this, they held the candidate teacher exam.
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However, the internship file was “ready”, something purchasable, and the candidate teacher exam was
not an effective exam ....” O4: “The MEB gave basic and preparatory trainings for candidate teachers and
| participated in these trainings. The usefulness of these trainings is disputable.” On the other hand,
some teachers stated that inspectors were effective in their adaptation. For example, K3: “/ went there
alone, when the inspection took place two months later, | asked many questions to inspector to get
information...” As can be seen, particularly for the teachers who first started their job in village schools,
inspectors are important source of information and development.

It is understood from Table 8 that personal activities of teachers are of great importance in their
professional socialization. Among the personal activities, following new information through the
Internet, participating in online trainings and trying to apply classroom activities they have learned on
the Internet to their classes come to the fore. This indicates that the internet is effective in the
professional socialization of teachers. It is also a very positive finding that a teacher tries to develop
methods on his/her own. Table 8 also shows that private schools have activities that can contribute to
the professional development of teachers such as providing a discussion environment for education,
making observations in class, and encouraging participation in in-service training. On the other hand, no
opinion was stated about similar activities in public schools. Thus, it seems that public schools provide
inadequate activities for novice teachers to adapt to both the profession and the school.

When the teachers were asked: “What do you think about the extent to which your expectations
about the profession before starting the job matched up with realities?”, four of them stated that they
did not have any expectations; four of them stated that their expectations did not match up with
realities and two of them stated that their expectations matched up with realities. One of the teachers
stating that their expectations did not match up with realities expressed his/her opinions as follows:

K5: “...My greatest disappointment was with rights. | felt defenseless. | never imagined it in that way.
| thought that their rights would protect teachers. Yet, today, the profession of teaching does not have
any prestige.”

When teachers were asked to rank the factors that are effective in the adaptation to the profession
and the school according to their importance, the teachers have listed the factors that are effective in
socialization as follows: Personal effort (f=7), colleagues (f=5), counseling teachers (f=4), school
administration (f=3), basic and preparatory trainings (f=2). As it is understood from both this question
and the previous questions, in the socialization of teachers, personal efforts and colleagues come to the
fore. School administration and basic and preparatory trainings seem not to be very effective in the
socialization of teachers.

The results of the analysis of the teachers’ responses to the question “What do you suggest that
concerned parties should do to facilitate the adaptation of novice teachers to the profession and
school?” are presented in Table 9. As it can be understood from Table 9, according to the teachers
involved in the research, the MEB must provide assignment of appropriate consultant teachers, give
candidate training, not assign the candidates directly in lessons, develop the control mechanism and
give trust for making the socializing process of the candidates. The school management must provide a
warm environment, give appropriate consultant teacher, give orientation training and monitor the
candidate teacher. The colleagues must share their experiences, knowledge and sources; they must be
good examples and show interest. The candidate teachers must follow the related books and
publications, monitor their colleagues, make research, know the characteristics of the students of the
era and take new trainings such as drama. Some expressions of the teachers on the suggestions given to
the candidate teachers mentioned in Table 9 are as follows:

K2: “They should observe their colleagues carefully. In their free time, they should attend the classes
of other teachers. K3: They should learn about the new age children. They should learn what they like
and love because what we saw in the former education system is not suitable for these children...”
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Table 9.
Suggestions to Concerned Parties to Facilitate the Adaptation (Socialization) of Novice Teachers to the
Profession and the School.

Main f

Category Categories Sub-categories (k-6)
Suggestions to e Should not force novice teachers to start teaching immediately 11
MEB (K1, K5, 63) (6-5)

e Should appoint suitable consultants to novice teachers (K1, 08)
e Should develop the control mechanism (K2)
e Should provide candidate teacher training (K5, 01, 03, 04)
e Should command trust (K4)
Suggestions to e Should appoint suitable consultants (K2, K5, 01, 03, 04) 14
the school e Should create a warm atmosphere (K1, K4, §2) (6-8)
administration e Should give orientation (K5, 01, 03, 05)
e Should monitor novice teachers (K2, 03)
Suggestions to e Should share sources related to courses (K5) 19
colleagues e Should share their experiences (K1, K4, K5, 81, 63, O5) (11-8)
e Should provide good examples (behavior, dressing,
communication) (K3, 03)
e Should offer pedagogical help (K3, 03)
e Should help them feel belonging to the school (K2)
e Should be sincere and interested (K1, K2, O5)
e Should share their information (K3, K4, 01, 03)
Suggestions to e Should observe their colleagues (K1, K2, 01) 15
novice e Should read psychology books (K3) (10-5)
teachers e Should conduct research (K3, K59
e Should follow new educational publications (International) (K3,
K5, 01, 02)
¢ Should receive new trainings (drama, English, Montessori) (K5,
02)
e Should know the characteristics of new age students (K3, K4,
01)

Suggestions for concerned parties to facilitate the adaptation of novice
teachers to the profession and school

Findings Related to the Metamorphosis Stage of Organizational Socialization

When the teachers were asked how they learned changes and developments related to the
profession and school life after starting their job; they stated that they followed changes and
developments through communication with colleagues (f=6), internet (f=4), school administration and
official documents (f=4), books (f=2), conducting research (f=3), interaction with inspectors (f=2), in-
service training (f=1) and graduate education (f=1).

When the teachers were asked whether they adequately learned the requirements of the profession
of teaching, most of the teachers (6 teachers) said that they did not learn adequately and learning would
never end while some of them (4 teachers) said that they learned adequately. Some teachers’ opinions
about the issue are as follows:

03: “... children are changing, technology is changing. | am thinking that there is no end to change.
There are many more things to be done. 02: You cannot tell a doctor that the place of my heart or my
kidney is changing, but it is not so in our job. We need to update our information continuously. As such,
you need to continuously update yourself.”
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When the teachers were asked, “What are concerned parties (school administration, colleagues and
MEB) doing for you to follow changes and developments in your profession? Do you find them enough,
what do you recommend them to do?”, they expressed the things done by MEB as follows; announcing
changes and developments on the Internet (O1), organizing presentations by appointing the required
personnel (02), organizing seminars with visitors from abroad (01). While one of the teachers (03)
stated that MEB did not inform him/her about any developments, another teacher (02) stated that it is
difficult for MEB to inform teachers about developments. On the other hand, the teachers are of the
opinion that the school administration helps them by making presentations (02), sending official
documents to them (03, 04, 05, 04), supporting them to take further training (01) and making
observations whether teachers can catch up with changes (03). Yet, one of the participants (O5) stated
that colleagues do not conduct any activities in this regard.

While most of the teachers participating in the research (8 teachers) did not find the activities
conducted by the concerned parties for them to follow changes and developments in the profession to
be satisfactory, two teachers found the activities carried out satisfactory. When the teachers were asked
the question, “What do you suggest concerned parties in terms of helping teachers to follow changes
and developments in the profession?”, they suggested that administrators should support teachers and
MEB should inform teachers about developments through e-mails (01); instead of short presentations,
long-trainings should be given to teachers (02); while selecting teachers to be appointed, MEB should
take great care to select candidates who can develop themselves (02); MEB should make trainings more
widespread (04); MEB should work more systematically (O5); and MEB should increase the number of
its activities to inform teachers about changes and developments (O5).

The teachers were asked the question, “Do you see yourself as a part of the school where you are
working? Please state your reason(s).”, and most of them (nine teachers) stated that they see
themselves as a part of the school. The reasons for these teachers’ seeing themselves as a part of the
school were stated to be acceptance of their ideas by people around and the administration,
opportunities provided within the school for communication and socialization and sense of
belongingness and support felt within the school. One of the teachers stated his/her opinions in this
regard as follows: O4: “Of course, | see myself as a part of the school because my school supports me to
go on with my PhD studies. It supports me academically, financially and culturally.”

When the teachers were asked the question, “Do you feel yourself integrated with the profession of
teaching? In other words, do you say that your profession is suitable for your personality? Please explain
why.”, except one teacher, all the teachers stated that their personalities are in harmony with the
profession. Six teachers stated that they are integrated with their profession as they are good teachers.
Others stated that they are integrated with their profession as the act of teaching and communicating
with other people make them happy. In this connection, one teacher expressed his/her opinions as
follows (03):

“It is highly suitable. If | were born again, | would like to be a teacher. | am childlike, warm blooded
and good at communication. That is, | like communicating; | am an extravert person. | like developing
myself; that is, | like learning new things. Therefore, | am happy to be in this profession. Even | think that
| was created to be a teacher.”

When the teachers were asked the question, “If you were able to, would you consider changing your
job?”, five of the teachers said that they would not consider leaving their job and finding another job;
four of them said that they would consider changing their job and one teacher stated that he/she was
undecided. The teachers considering changing their job stated different reasons. Two of them consider
changing their job due to critical attitudes and views adopted by parents and school administration
towards them; one teacher considers changing the job as their works are not appreciated and one
teacher considers changing the job as it is difficult to deal with students, parents and administration and
financial satisfaction is weak. In this regard, one of these teachers expressed his/her opinions as follows
(01): “.. In fact, | observe that the credibility of the profession of teaching is gradually decreasing. You
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are not appreciated for what you do. Sometimes | find myself thinking that instead of being useful for
other people, | am wasting my time and effort for others.” On the other hand, five of the teachers would
not consider changing their job. In this regard, one of these teachers expressed his/her opinions as
follows (O3): “No, | would not consider because | think that | was created for this job. | think that the
reason for my existence is this.”

Discussion, Conclusion and Implications

Teacher socialization refers to a teacher’s being a part of a school rather than an outsider.
Socialization has an important part for teachers who are the important actors of education to feel
committed to their schools. Teachers go through a process made up of three stages that are pre-entry,
entry and metamorphosis. The current study built on these three stages aimed to elicit the socialization
process of teachers.

According to the current research, teachers often have optimistic expectations before starting their
job, such as having a strong and guiding school administration, interested and helpful colleagues,
respectful and eager learners, helping and supporting parents, being respected and valued, being an
effective teacher, being useful to the society and being autonomous about how to instruct. The teachers
expect to be given respect and value by the parents, the students, the school management and the
society. Parallel to this finding, Uras and Kunt (2006) also found that teachers have high expectations
such as being respected, loved, trusted and valued by the society and people around. Teachers have also
idealist expectations putting responsibilities on their shoulders such as being useful for the environment
and community and being an efficient teacher. In addition, it is quite meaningful and remarkable that
the teachers have idealist expectations such as being beneficial to the environment and the society,
which give them responsibilities.

The majority of the teachers who participated in the study stated that the undergraduate education
they had received did not prepare them adequately for the school life and the profession. It has been
emphasized in many studies that undergraduate education given in education faculties is not as good as
desired (Akdemir, 2013; Sahin & Kartal, 2013; Ustiiner, 2004; YOK, 2007). Yet, though some steps have
been taken to improve undergraduate education in this regard, it is clear that in the classroom practice,
we are not at the desired level. For example, within the reconstruction of education faculties, it was
aimed to put greater emphasis on practice in teacher training; yet, this has not been accomplished
(Ustiiner, 2004). Moreover, inadequacy of undergraduate teacher training programs is not only a
problem of Turkey. For instance, Angelle (2002) conducted a study in America and found that pre-
service teacher training programs do not adequately prepare students for the realities of the learning-
teaching process and these programs cannot fill the gap between theory and practice.

Before starting their professional career, the teachers increased their professional knowledge by
reading books and periodicals, participating in programs such as courses and seminars, or interacting
with experienced people. Teachers collected information about the school they would work in by asking
the relevant organizations and people and conducting research from the internet. As can be seen, the
teachers thinking that the undergraduate education does not adequately prepare them for the
profession try to make up for this inadequacy with their own efforts. With the real information and
sharing the teachers attained with their own efforts, they improved their professional knowledge.

Most of the teachers who participated in the current study stated that their expectations were not
met to a great extent and that they experienced a "reality shock”. The main reasons for the teachers’
experiencing a “reality shock” are challenging school and environmental conditions, strict and
indifferent administration, lack of communication and destructive competition among colleagues, lack
of experience and theory-practice conflict. In addition, their opinions on the reasons of their reality
shock, mentioning that creativity of a private school teacher is restricted, he/she does not have the
expected freedom in the profession and the parents are involved in the school things more than
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necessary, are remarkable. It is known that private school teachers are not much included in studies due
to some reasons such as difficulty of getting permission, negative attitude of the school administration
and fear of being dismissed. In the current study, opinions stated by the private school teachers might
indicate that they have to deal with serious problems. When the relevant literature is reviewed, it is
seen that in general teachers’ expectations before starting their job do not match up with what they
encounter after they have started their job; thus, they experience reality shock. As found in the current
study, challenging school and environmental conditions are the main source of difficulty for teachers
(Korkmaz et al., 2004). Given that in Turkey when elementary school teachers are first appointed, they
are usually appointed to eastern regions (Erdogan, 2015) where conditions are worse than other
regions, it seems to be highly likely that they will experience reality shock. On the other hand, lack of
experience and theory-practice conflict cause some difficulties for novice teachers. In many other
studies, it has also been found that teachers have complaints about rigid and indifferent management.
For example, Quaglia (1989) found that teachers expected support and guidance from principals; yet,
principles mostly assume the role of an evaluator. Similarly, Ozgan (2013) found that novice teachers
expect support and guidance from school directors in understanding the state and functioning of the
school, interpersonal relationships, environment, social activities and affective domains (healthy
communication, interest, justice etc.).

According to the research, the school management and main and preparatory trainings are not so
much effective in their adoption to both the profession and the school, and their colleagues' activities
are in the forefront. Burgaz et al. (2013) has determined that the colleagues are effective in socialization
of the teachers and the school managements are insufficient, which confirms the finding above.
Similarly, in a study conducted by Cheng and Pang (1997), the teachers’ personality characteristics and
colleagues were described as supporting factors in the process of socialization. Quaglia (1989) also
revealed that the most important source of support and guidance of novice teachers are more
experienced teachers. On the other hand, novice teachers are hesitant about clearly stating areas in
which they feel incompetent (Quaglia, 1989). Therefore, it may be beneficial to apply systems such as
mentorship, coaching for increasing colleague interaction of the teachers for making their socialization
process easier.

Although the MEB has activities such as appointing inspectors, conducting candidate teacher
examinations and organizing basic and preparatory trainings in adoption to the profession and the
schools, critics have been taken on the fact that main and preparatory trainings are not effective.
Similarly, Karasolak, Tanriseven, and Konokman (2013) found that teachers' attitudes towards in-service
training activities were negative regardless of gender, seniority and branches. Likewise, Cogaltay (2015)
and isler-Giilmez (2004) found that in-service training activities were seen by teachers as inadequate
and not related to their needs. These trainings need to be structured and presented in accordance with
the needs and recommendations of the teachers. It was also found that inspectors can also be effective
in the socialization of teachers. Today, however, as a result of the abolishment of class inspection, it is
unlikely that teachers and inspectors will be involved in face-to-face interactions. In this respect,
inspectors can be interacted with teachers for the purposes of consultation and development rather
than inspection. It can be said that inspectors will be influential in the socialization and motivation of
teachers, especially those who have to struggle in relatively difficult conditions in villages.

Especially internet-focused individual activities (participation in online trainings, following new
information, etc.) are at the forefront within the context of teachers' adaptation to the profession. Thus,
MEB can prepare and share films, presentations, materials etc. through the Internet to meet the needs
and requirements of teachers. In Turkey, there is the “e-campus” system designed for the development
of educators by Teachers Academy Foundation (ORAV). In this system, teachers can take part in e-
courses on the Internet, download materials for their courses and chat with each other (ORAV, 2012).
MEB can set up similar systems to contribute to the professional development of teachers.
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Private schools seem to invest more efforts than public schools on teachers' adaptation to both the
profession and the school. However, effective teacher socialization is a result of the processes in the
school rather than individual characteristics (Angelle, 2002). School administrations' efforts, attitudes
and behaviors towards teachers affect the socialization of teachers; thus, their job satisfaction and
motivation. However, unfortunately, public school administrators invest less effort in this respect than
private school administrators. As a matter of fact, in a study conducted by Karakdse and Kocabas (2006),
while the private school teachers largely agree with the idea that attitudes and behaviors of school
administrators affect their job satisfaction and motivation to a great extent, the public school teachers
demonstrated little agreement with this idea. In this respect, it may be useful for public schools to
organize activities that will facilitate the adaptation process, such as encouraging teachers to participate
in trainings, organizing orientation programs, organizing meeting meals, and providing an environment
in which educational issues can be discussed.

Teachers follow the changes and developments related to the profession and school life through
communication with colleagues, internet, school administration and official documents, books,
research, communication with inspectors, in-service seminars and post-graduate education. The
majority of the teachers are of the opinion that they have not learned the requirements of the
profession adequately because learning is an endless process.

The majority of the teachers think that there is a good match between their personality
characteristics and their job and see themselves as a part of the school they are working in. A similar
finding was reported by Karaman (2008). In Karaman’s study, of the 142 participating teachers, 89
stated that their personality characteristics are in harmony with the profession of teaching. Thus, it can
be argued that the teachers identify with their profession.

Half of the teachers who participated in the study stated that they would change their profession if
they could find any opportunity to do so. A similar finding was reported by a study conducted by the
Turkish Education Association(TED) (2014) on 1701 teachers. The teachers gave negative answers to the
question “Would you select the same job again?”. It is quite worrying that though high majority of the
teachers see themselves as a part of the school and feel the job suitable for their personality, half of
them stated that they would consider changing their job, if they were able to. This might indicate that
the teachers have not developed a complete commitment and devotion to their profession. The reasons
stated by the teachers wanting to change their profession are as follows: critical viewpoint of the school
administration and parents; teachers’ not being appreciated for their work; low level of financial
satisfaction of the profession and difficulties involved in dealing with students, parents and
administration. Similar reasons have been stated in many other studies. For instance, in a study
conducted by Demir and Ercan (2013)on 99 teachers, lack of appreciation for their work and low salaries
are the main teacher problems. In Karaman’s study (2008), teachers stated that their job is backbreaking
and inadequate financial gain is the main reason for their low occupational satisfaction. It is clear that
elementary school teachers play a very critical role in students’ lives as they lay the foundation of their
educational lives. It is not much possible to expect elementary school teachers experiencing great
financial difficulties to offer a quality education. Therefore, this problem should be immediately dealt
with. Besides material needs, psychological needs of teachers such as feeling appreciated should be met
for better job satisfaction. In fact, in Ozgan and Aslan’s study (2008) the teachers stated that they are
not adequately appreciated by their administrators. Lack of appreciation of the part of teachers may
lead to other negative effects such as monotonous working life and decreasing teacher motivation (TED,
2014).

According to the teachers involved in the research, the MEB must not assign the candidates directly
in lessons and give them candidate training for making the socializing process of the candidates. The
candidates must take assignment program according to the Regulation of Teacher Assignment and
Relocation (2015) of the MEB. The aforementioned program involves monitoring activities in school and
classes, teacher applications, external activities and in-service training activities. It is mentioned that the
candidate teachers will not be assigned to lessons and each candidate teacher will have a consultant
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teacher during this program (MEB, 2015). When the study subjects in the teacher assignment program
published by the MEB (2016) are reviewed, it can be seen that there are both personal and professional
subjects such as reading book, watching film, teachers from past to today, national and international
education projects and effective communication and class management. Therefore, the MEB has
activities such as candidate training for socialization of the candidate teachers and the candidate
teachers are not directly assigned to the lessons. In this case, it can be said that the activities of the MEB
are not sufficiently known by the teachers.

According to the teachers participating in the research, MEB should ensure the appointment of
appropriate consultant teachers, develop the control mechanism and give assurance as the Ministry for
more effective socialization of candidate teachers. The school administration should provide a warm
environment, assign appropriate counseling teachers, give orientation training and monitor candidate
teachers. Colleagues should share information, experiences and resources, be good examples and show
interest. Candidate teachers themselves should follow the relevant books and publications, observe
their colleagues, do research, know the characteristics of the students of this age, and take new
trainings such as drama. Apart from these, in light of the findings, following suggestions can be made for
facilitating teachers’ socialization processes and further research.

e Web-based programs should be developed by the MEB for teachers to attain materials to be used in
their classes and to participate in e-courses.

e Systems such as mentoring and coaching should be actively implemented to promote teacher
interaction.

e In-service training programs should be designed and offered in line with the suggestions of teachers.

e Public schools should facilitate the socialization process by encouraging teachers to develop
themselves, preparing orientation programs and organizing dinner meetings and etc.

e The current study is limited to the elementary school teachers working in the city of Ankara. Further
research can look at the socialization processes of teachers working in secondary or high schools.
Elicitation of the socialization of the teachers working in relatively harder conditions in eastern cities
can make important contributions to the field of practice.
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Tiirkge Siiriim

Giris

Sosyallesme, kiiltirel, politik, ekonomik, antropolojik ve felsefi yonleri icinde barindiran ¢ok yonli bir
kavramdir. Bu nedenle sosyallesme yonetim, antropoloji ve sosyoloji gibi cesitli bilim dallarinin inceleme
konusu olmustur (Balci, 2003). Genel baglamda sosyallesme, bireyin icinde yasadigl toplumun
degerlerini, normlarini ve kendisine bigilen rolleri 6grendigi ve kimlik kazandig bir siiregtir. Bu silrecte
birey yasadigl toplumun kiltirini igsellestirir (Bakircioglu, 2012). Orgiitsel baglamda ise sosyallesme
bireye, o6rgitteki roliiniin gerektirdigi bilgi, beceri ve davranislari 6gretme sirecidir (Balci, 2003). Daha
acik bir anlatimla orgiitsel sosyallesme, bireysel ve orgiitsel ihtiyaglarin gerektirdigi rollerin Ustlenildigi
dinamik bir 6grenme ve uyum sirecidir (Chao, 2012). Feldman’a gore (1976) orgiitsel sosyallesme,
calisanin disaridan biri olmaktan cikip etkili ve katilimci bir 6rglt Gyesi haline donlistigiu suregtir.
Feldman, orgltsel sosyallesme silrecinde yasanan degismeleri soyle siralamaktadir: 1) Uygun rol
davranislarini kazanma, 2) ise yonelik beceri ve yetenek gelistirme ve 3) grup norm ve degerlerine uyum
saglama.

Feldman’in yukarida belirttigi sosyallesme sirecinde yasanan degismelerle birlikte bireyin, hem
mesleki hem de kiltiirel anlamda beklentileri karsilamasi umulmaktadir. Nitekim alanyazinda
sosyallesme kavrami, mesleki ve orgiitsel olmak Uzere iki boyutta ele alinmaktadir. Mesleki sosyallesme
daha cok meslegin teknik boyutuyla ilgili olup, meslegin gerektirdigi bilgi, beceri ve egilimlerin
dgrenilmesi siirecidir (Balci, 2010; Vural, 2015). Orgiitsel sosyallesme ise, calisanin 6rgiit kiltiiriini
dgrenmesini ve orgiitle bitiinlesmesini icerir (Demirbilek, 2009; Vural, 2015). Orgiitsel sosyallesme
strecinde birey, belli bir rolt Gstlenmek Uzere gereken bilgi, deger ve davranislari 6grenir (Hart, 1991).

Sosyallesme siirecinde birey roliiniin gereklerini ve érgitsel kiiltiri 6grenirken érgitiinden etkilenir.
Ayni zamanda birey de 6rgiitiini etkiler. Baska bir ifadeyle sosyallesme cift yonlii bir siregtir. Orgiit
¢alisanini  donustirirken (sosyallesme), c¢alisanin da orgliti donustirmesi (bireysellesme) s6z
konusudur. Calisanin drgiite uyum gostermesinin yaninda orgiitiin de ¢alisana uyum gostermesi beklenir
(Tierney & Rhoads, 1994). Bir 6rgltte calismaya yeni baslayan birey, orgiitl ile bir psikolojik s6zlesme
imzalar. Psikolojik s6zlesme, kisinin 6rglite ne katkida bulunmasi gerektigi ve bunun karsiliginda 6rgitin
ne saglayacagina iliskin karsilikli beklentileri iceren ve yazili olmayan bir anlasmadir (Hellriegel & Slocum,
2011). Psikolojik sosyallesme geregince 6rgut bireyden orgiitiin ihtiyaglari ve istekleri dogrultusunda
davranislarini sekillendirmesini beklerken, birey de 6rgltten, maas, is glivencesi ve uygun calisma ortami
gibi beklentilerini kargilamasini ister ve bu yonde girisimlerde bulunur (Balci, 2003).

Psikolojik sosyallesme c¢ercevesinde orgltiin ¢alisanlarindan beklentileri s6z konusudur. Bu
beklentiler kimi zaman cesitli celiskileri de barindirmaktadir. Orgiitler sosyallesme siireci ile
cahisanlarinin; 1) dogruluguna inandiklari seyleri savunan bagimsiz birer diisinur haline gelmelerini, 2)
isbirlikci takim oyunculari olmalarini amaglamaktadir. Bagimsiz bir dislintr olma ile isbirlik¢i takim
oyuncusu olma 6zl itibariyle birbiriyle ¢elismektedir. Ancak etkili bir 6rgitsel sosyallesme igin bu iki
amag arasinda denge kurmak gereklidir (Hellriegel & Slocum, 2011). Calisanlar tamamen itaatkar ya da
tamamen baskaldiran bir yapida olmamalidirlar. Calisanlar orglitte uyum icerisinde calisabilmeli;
dogruluguna emin olduklari durumlarda ise 6rgiitiin kararlarina itiraz edebilmelidirler.

Orgiitsel Sosyallesmede, Amag, icerik ve islevler

Sosyallesmenin temel amaci, ¢alisanin 6rgiite uyumunu saglamak ve onu orgutiin etkili bir elemani
haline getirmektir (Memduhoglu, 2008). Sosyallesmenin icerik boyutu, yeni calisana kazandirilmak
istenen ya da onun kazanmasi gereken bilgiyi ifade eder. Bu kapsamda c¢alisanin gesitli kaynaklar araciligi
ile 6grendigi dort bilgi alani vardir. Bu alanlar asagida kisaca agiklanmistir (Ostroff & Kozlowski, 1992):
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e Gorev bilgisi; gorevin sorumluluklarini, &devlerini ve O©nceliklerini, isle ilgili araglarin nasil
kullanilacagini, rutin sorunlarla nasil basa gikilacagini 6grenmeyi icermektedir.

e Rol bilgisi; role iliskin beklenti ve davranislari, yetki ve sorumluluklari icermektedir.

e Grup bilgisi; ¢calisma arkadaglariyla etkilesim kurmayi, grup norm ve degerleri ile grubun normatif
yapisini 6grenmeyi ifade etmektedir.

o Orgiit iklim ve kiiltiirs bilgisi; 6rgiitiin giic, politika ve deger yapisini, misyonunu, liderlik stilini, drgiitte
kullanilan dili vb.lerini 6grenmeyi gerektirmektedir.

Orgiite yeni gelen bireyin yukarida belirtilen alanlarda bilgi edinmesinde denetmenler, is arkadaslari
ve mentorler son derece énemli kaynaklardir. Denetmenler, galisanlarin karsilanmayan beklentilerinin
olumsuz etkilerini hafifletir ve 6ziimsenmis, paylasilan yorumlayici bir sistem olusturmaya cahsirlar. is
arkadaslari, yeni c¢alisanin uyum saglamasina ve pargalari birlestirmesine yardimci olurlar; ayrica
denetmen ve mentorler tarafindan yeterince agiklanmayan deger, norm ve beklentileri aciklarlar.
Mentorler ise destek ve 68Ut vererek, iceriden bilgi saglayarak, calisana kogluk yaparak ve onu koruyarak
uyum sirecini kolaylastirirlar. Bunlarin disinda yeni ¢alisan, orgitle ilgili yazili kaynaklari okuma,
deneyimleme ve goézlemleme yoluyla bilgi edinebilir (Ostroff & Kozlowski, 1992).

Sosyallesmenin ne kadar 6nemli ve Uzerinde durulmasi gereken bir konu oldugunu, islevleri agik bir
sekilde ortaya koymaktadir. Soyle ki sosyallesmenin temel islevi, ¢calisanlarda 6rglite adanma ve orgiitsel
sadakat olusturmaktir. Bunlarin disinda bireyin 6rgiite uyumu, basarisi, rol agikhig, kariyerinde ilerlemesi,
is doyumu, iste tutunma da sosyallesmenin islevleridir (Balci, 2003, 2010). Sosyallesmenin islevsel
olmamasi durumunda dislk is doyumu, disiik is motivasyonu, isten ayrilma, rol belirsizligi ve diisik
performans gibi sonuglar ortaya ¢cikmaktadir (Hellriegel & Slocum, 2011). Goruldiigu Gzere sosyallesme,
orgit calisanlarini ve dolayisiyla 6rgiitii olumlu ve olumsuz yonde etkileyebilecek bircok isleve sahiptir.

Orgiitsel sosyallesme, yeni gelen calisani érgiitten biri haline dénistiiriir. Sosyallesmenin basarisiz
olmasi, biyik 6lctide ¢alisanin isten ayrilmasiyla sonuglanmaktadir. Yeni alinan bir ¢alisanin yetistirilmesi
icin yapilan harcamalar distnldigiinde, sosyallesmenin basarisiz olmasinin 6rgiite maliyetinin oldukga
ylksek olacagi aciktir (Balci, 2003).

Orgiitsel Sosyallesmenin Asamalari

noou

ilgili alanyazin incelendiginde sosyallesmenin genellikle, “giris 6ncesi”, “giris” ve “yerlesme” olmak
lUzere U¢ asamali bir siireg olarak ele alindig1 gériilmektedir. Bu asamalar asagida kisaca agiklanmigtir.

Giris 6ncesi agsamasi (umucu sosyallesme)

Bu asama galisanin, géreve baslamadan énce hem meslegi hem de 6rgiti hakkinda bilgi edindigi ve
beklentiler gelistirdigi strectir. Birey bu asamada orgitte neler yapabilecegi, neler kazanabilecegi ve
basarabilecegi lizerine fikirler gelistirir (Nelson, 1987). Bireyin ise baslama siireci 6ncesinde topladigl
bilgiler, hem sectigi kariyere yonelik beklentileri hem de bu kariyerin gerektirdigi 6z-imaji icermektedir
(Chao, 2012). Birey topladigi bilgileri degerlendirirken, girecegi orgiitiin kaynaklari ile kendi ihtiyag ve
becerilerinin ne derece ortustiigini dikkate almak durumundadir. Nitekim basarili insanlar ise
yerlestirilirken bu ortisme ya da uyumu dikkate almaktadirlar (Feldman, 1976). Birey giris 6ncesinde
calisacagl orgiite iliskin bilgileri, 6nceki egitiminden, okuduklarindan, orgitiin web sitesinden, 6rgit
calisanlariyla kurdugu iliskilerden ya da is miilakatlarindan da &grenebilir (Balci, 2003). Ozellikle formal
egitim ve yetistirmeler, bu beklentilerin sekillenmesinde etkili olmaktadir. Ayrica meslektaslar,
mentorler, aile ve arkadaslar tarafindan yapilan informal rehberlikler de bireyin mesleki rolini
6grenmesine yardimci olmaktadir (Chao, 2012). Bu asamada o6rgitiin ve isin gercekgi bir sekilde
degerlendirilmesi son derece 6nemlidir. Orgiitiin gercekei bir sekilde degerlendirilmesi, birey tarafindan
orgitiin hedefleri, iklimi ve felsefesinin tam ve dogru olarak anlasiimasidir. isin gercekgi bir sekilde
degerlendirilmesi ise isin sorumluluklarinin birey tarafindan tam ve dogru olarak algilanmasidir. Isi
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gercekgei olarak degerlendirip gorevine baslayan birey, gérev ve rol bakimindan kendisinden istenen ve
istenmeyenleri daha kolay kesfeder. Dolayisiyla birey beklentilere etkili sekilde cevap verir, bas etme
stratejileri gelistirir, daha az kaygi yasar ve ise daha iyi tutunur. Orgiitii gercekgi olarak degerlendiren
birey ise norm, deger, etkinlikler ve hedefler gibi kiltir 6gelerini daha ¢abuk benimser, kisiler arasi
taleplerin farkinda olur (Nelson, 1987).

Giris agamasi (uyum asamasi)

Bu asama c¢alisanin, érgite girip kendisinden beklenen rol ve gorevleri 6grendigi siireci ifade eder
(Noe, 2005). Orgiitsel sosyallesmenin kalbi bu asamada bulunmaktadir. Bu asama, bireyin yeni érgiitsel
rolline iliskin 6grenme, anlamlandirma ve uyumunu kapsayan bir siregtir (Chao, 2012). Giris asamasinda
calisan, isin gerektirdigi gorevleri 6grenir, yeni beceriler gelistirir, prosedirlere uyum saglar, isle ilgili
arag-gereclerin nasil kullanilacagini 6grenir. Bunun yaninda calisan, kendisine verilen rolii ve bu
cercevede kendisinden beklenenleri netlestirir. Bu esnada belirsizlik ve uyusmazlhk da yasanabilir. is
yasami ve ¢alisma yasami arasinda uyusmazliklar olabilir. Ayrica bu asamada birey yeni iliskiler kurar,
sadece isle ilgili degil, 6rgitteki informal sosyal aglarla da iliskiler gelistirir (Nelson, 1987).

Giris asamasinda 6ne c¢ikan kavramlardan biri “gerceklik soku”dur. Bireyin ise baslamadan 6nce
gelistirdigi beklentiler ile ise basladiktan sonra gordugi gercekler arasindaki uyusmazlik “gerceklik soku”
olarak tanimlanmaktadir (Chao, 2012). Noe (2005), calisanlarin ise baslamadan 6nce gergekgi bilgiler
edinseler dahi c¢ogu kere sok yasadiklarini belirtmektedir. Giris asamasinda calisan, gorevlerini
kavramaya baslar; iste yetismek amaciyla uygun egitimler alir; 6rgitiin uygulama ve prosedurlerini anlar.
Bu zorlu siiregte yardimsever yonetici ve akranlar ¢alisanin isi 6grenmelerinde etkili olurlar. Ozellikle
yOnetici, calisana roliinii anlamada yardimci olma, orgiit hakkinda bilgi verme, galisanin yasadigi stres ve
benzeri olumsuzluklara anlayis gésterme gibi yollarla etkili iletisim kurabilir ve onun yasadig soku
azaltabilir (Noe, 2005).

Yerlesme asamasi (rol yénetimi)

Bu asama calisanin “disaridan biri” olmaktan ¢ikip tam anlamiyla 6rgiitiin bir pargasi, bir tGyesi oldugu
surectir (Balci, 2003). Calisanlar yerlesme asamasinda isin gerekleri ve sosyal iliskiler konusunda
kendilerini rahatlamis hissederler; asiri is yuki, is belirsizlikleri gibi karmasik durumlarin Ustesinden
gelmeye baslarlar (Noe, 2005). Feldman (1981), bu asamada yasanan degismeleri séyle 6zetlemektedir:

e Rol beklentilerinin netlesmesi. Agik ya da ortlli olarak galisma grubuyla hangi gorevlerin yapilacagi,
gorev oOncelikleri ve zaman ayirma gibi konularda uzlasmaya varilir; kisisel yasam ve is yasami
arasindaki catismalar ile kisiler arasi catismalarla bas etmek i¢in karsilikli kararlar alinir.

e Gorevde uzmanlasma. isin gerektirdigi gorevler o6grenilir, dzgiiven kazanilir ve siirekli olarak
performans dizeyi ylikseltilir.

e Grup deger ve normlarina uyum saglama. Akranlarin sevgisi ve guveni kazanilir, grubun norm ve
degerleri benimsenir, grup kiltlirtine tatmin edici diizeyde uyum saglanir.

Calisanlarin bu sosyallesme asamalarini basari ile tamamlamalari son derece 6nemlidir; aksi takdirde
drgitlerine gerekli katkiyi saglayamazlar. Ornegin is arkadaslariyla iliskiler gelistiremeyen bir calisan,
ran gelistirme ya da misteri hizmetlerini diisinmek yerine iyi iliskiler kurmak igin zamanini harcar (Noe,
2005).

Egitim Orgiitlerinde Sosyallesme

Egitim orglitleri baglaminda oOrglitsel sosyallesme, egitim calisanlarinin okulun etkin Gyeleri olmasi
sirecidir. Okulda sosyallesme, okul ile egitim calisani arasinda bir halkadir; egitim calisaninin okul
kilthriini benimsemesi, okuldaki roliinii edinmesi, is tutum ve davranislarini kazanmasi ve gorev
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kimligini insa etmesidir (Kartal, 2007). Bir¢ok orgiitte oldugu gibi egitim orgitlerinde de sosyallesmenin
birinci asamasi meslege girmeden 6nce hizmet 6ncesi egitim ile ikinci asamasi ise okulda galismaya
baslayinca gergeklesir. Egitim orgltiine girmeden 6nceki sosyallesme deneyimleri ile 6rgiitiun istekleri
¢ogu kere ayni degildir. Bu ylizden okulda yeni géreve baslayan ¢alisan, kendi sosyallesme deneyimlerini
birakarak yeni ¢alismaya basladigi okulun beklentileri dogrultusunda uyum goéstermek durumunda kalir
(Deal & Chatman, 1989).

Bir egitim 6rgiti olarak okulda sosyallesme, 6rgit Gyelerinin (yonetici, 6gretmen, 6grenci) okulun
deger ve normlarini 6grenmesi ve bunlara uymasi siirecidir. Sosyallesme, okul yoneticisinin isini ve
tepkisini (koruyucu ya da yenilikci) sekillendirir. Ogretmenlerin sosyallesmesi; mesleki deger, tutum ve
ilgilerini kabul etme ve bunlarin “nasil degistirilecegini 6grenme” yi kapsar (Memduhoglu, 2008).

Tark Milli Egitim Sistemi’'nde o6rgltsel sosyallesme etkinlikleri, temel egitim, hazirlayici egitim
(oryantasyon egitimi) ve hizmet ici egitim programlari yaninda egitim programlari disindaki formal ve
informal sosyallesme araclar vasitasiyla gerceklestirilmeye calisiimaktadir. Egitim orgitlerinde
sosyallesme, yasam boyu siiren bir stirectir. Egitim calisanlari bu sirecte sadece alici degil, aktif katilimci
roliindedir (Balci, 2003).

Ogretmenlerin Sosyallesmesi

Egitim oOrglitlerinde genis bir insan kesimiyle iletisim ve etkilesim icinde bulunan 6gretmenlerin
sosyallesmesi, diger mesleklerden farklilik gostermekte (Garip, 2009) biyik bir 6nem arz etmektedir.
Orgiitsel sosyallesme, &gretmenlerin mesleki yasami boyunca ayni pozisyonda kaldiklarinda, st
makamlara gecislerinde veya baska bir okula nakillerinde yasanan bir siire¢ olmaktadir. Ogretmenlerin
hizmet 6ncesi egitimleri, hizmet icinde okuldaki deneyimleri ve katildiklari kurslar vb. etkinlikler onlarin
beklenen egitimci haline gelebilmeleri icin gereklidir (Kartal, 2003).

Ogretmen sosyallesmesi arastirmalari, bireylerin 6gretmen toplulugunun bir {yesi olma siirecini
aciklayan bir ¢alisma alanidir (Zeichner & Gore, 1989). Genel anlamda 6gretmenlerin sosyallesmesi,
O0gretmenlerdeki her turlli degisimi ifade eder. Bu bakimdan 6gretmen sosyallesmesi, goreve yeni
baslayan 6gretmenin okuldaki 6gretmen arkadaslariyla, yoneticileriyle etkilesimleri sonucu gelistirdikleri
degerler, davranislar, tutumlar ve uygulamalara yonelik ilkeleri 6grenmesi, tanimasi ve kiltiirlenmesi
olarak da tanimlanabilir (Giglii, 1996). Ogretmenlerin meslek yasaminda siirekli bir degisim igerisine
girmesi, yeni sorumluluklara girismesi ve ilerlemesi i¢in ugrasmasi gerekir. Bu agidan sosyallesme
O6gretmenin meslek yasaminda sireklilik gosterir (Lacey, 1988). Kartal (2007), egitim orgitlerinde
sosyallesme siirecini egitim ¢alisaninin okuldaki roliinii edinmesi, okul kiltirini benimsemesi, is tutum
ve davraniglarinin olusmasi ve yeni gérevsel kimligini kazanmasi olarak tanimlamigtir.

Ogretmen sosyallesmesinin {iniversite egitiminden baslayip, okul yasaminin gereklerini 6grenmeye
ve okul yasamini gelistirmeye varan uzun bir siireci kapsadigi soylenebilir. Ogretmenler, meslege
girdiklerinde ya da yeni 6gretmenler 6grencilikten 6gretmenlige gectiklerinde bir statli degisimine
ugrarlar. Bu cercevede 6gretmenler, zamanla meslege uyum saglarlar; 6gretmen olarak etkinliklerini
yansitan bir dizi fonksiyonel beceri gelistirirler, is doyumu saglarlar ve uzun dénemli kariyer gelisimine
girisirler (Balci, 2003). Blase’e (1985) gore 6gretmen sosyallesmesinin su U¢ temel gostergesi vardir
(cited in: Kartal, 2007); 1) diger okul personeli ile olumlu iliskiler kurma, 2) temel degerleri 6grenme ve
3) 6grencilerin problemlerinin ¢éziiminde yardimci olmadir. Ayrica 6gretmenlerin sosyallesmesinin de
iki yonli bir siirec oldugu ortadadir. Ogretmenin sosyallesmesinde sadece &rgiitiin 6gretmeni etkilemesi
s0z konusu olmaz; yeni 6gretmenin de girdigi 6rgilitli bir dereceye kadar etkilemesi s6z konusudur.

Ogretmenlerin sosyallesme siireci, onlarin mesleki deger ve normlari 6grendikleri hizmet &ncesi
doénemde (lniversite egitimi doneminde) baslar. Bu dénemde 6gretmen adaylari, 6gretim modellerini
icsellestirir, uygulama ve ideallerini, bilgi donanimini ve meslek ahlakini sekillendirirler (Hoy & Woolfolk,
1990). Ogretmenlerin mesleklerindeki ilk yil, en kritik ve en giic dénemdir (Giiglii, 1996; Veenman,
1984). Bu gecis doneminde Ogretmenler, gelecekteki basarilarinin temelini sekillendirecek beceri ve

330



Ali BALCI et al. — Pegem Egitim ve Ogretim Dergisi, 9(1), 2019, 305-350

aliskanliklart kazanmaya baslarlar. Ayrica pek c¢ok 06gretmenin meslegine iliskin bakis acisi da
sekillenmeye baslar (Balci, 2003). Hizmet 6ncesi 6gretmen egitim programindan mezun olanlar ne kadar
basarili olurlarsa olsunlar, géreve basladiklarinda uygulama alaninin problemleri ile karsi karsiya kalirlar.
Butin mesleklerde oldugu gibi 6gretmenlik mesleginde de ozellikle ilk yil, uyum veya 6grencilikten
ogretmenlige gecis glicliklerinin yasandigi bir donemdir (Korkmaz et al., 2004).

Kanunlar ¢ercevesinde hazirlanan yonetmeliklere gére 6gretmenlerin okul sistemine uyumlari, baska
bir ifadeyle orgitsel sosyallesmeleri gergeklestiriimeye calisiimaktadir. Bu amagla hizmet ici egitimler
verilmektedir (M. C. Yildinm, 2012). Hizmet ici egitim meslege giriste stajyerlik/adaylik egitimi adi
altinda, meslegi yerine getirirken de bilgi tazeleme, mesleki nitelik ve yeterlikleri artirma, yeniliklere
uyarlama, alan degistirme gibi amaglarla yapilabilmektedir (Celikten et al., 2005). Goreve yeni baslayan
O0gretmenler 2423 sayili “Milli Egitim Bakanhgi (MEB) Aday Memurun Yetistiriimesine Dair Yonetmelik”e
gbre aday memur olarak kabul edilirler ve bir yil siren bu sirecte temel, hazirlayici ve uygulamali egitim
programlarina tabi tutulan aday 6gretmenin, sosyallesme siireci resmen baslamis olur (MEB, 1995).

Goruldugu gibi Tiark Egitim Sistemi'nde Ogretmenlerin sosyallesmesi genellikle temel egitim,
hazirlayici egitim ve hizmet ici egitim programlari gibi formal etkinliklerle saglanmaktadir. Bu egitimlerin
yani sira sosyallesme siireci, mevzuata baglh olarak yoneticiler, mifettisler ve kidemli meslektaslarla
desteklenmektedir. Yeterli bir yetistirme ve saglkl bir secimden gegmeden meslege yeni giren bir
O6gretmen, bir yillik stajyerlik donemi boyunca yetistiriimeye ¢alisiimaktadir (Memduhoglu, 2008). Ancak
sosyallesme siirecinde verilen formal egitimler slrecin basarisi igin yeterli degildir. Bu nedenle
sosyallesme, tim calisma siirecinin bir parcasi olmali, 6zellikle yoneticiler ve kidemli ¢calisanlar da bu
sirecte gorev almal, davranislariyla yeni gelenler icin model olusturmalidirlar (C. Cahk, 2006).
Ogretmenlerde sosyallesme, gdreve yeni baslamis 6gretmenlerin pedagojik, teknik, beceri ve disipline
dayal konu alanlarini 6grendikleri bir sire¢ olmaktan daha fazladir. Cliinkl glinUimizde goreve yeni
baslayan 6gretmenlerden istekli olmalari, okula yeni 6gretim distinceleri getirmeleri ve disipline katki
saglamalari beklenmektedir (Balci, 2003). Turk Egitim Sistemi'nde yeni 6gretmenlerin, aldiklari hizmet
oncesi egitim, katildiklari kisa sdreli kurslar, gecirdikleri denetimlerle sosyallesmeleri saglanmaya
cahisilmaktadir. Ancak bu formal etkinliklerin yetersiz kaldigi ¢ogu durumda Ogretmenler informal
gruplara dahil olmakta ve grup uyelerinden ihtiya¢ duyduklari yardimi alarak sosyallesme siireclerini
hizlandirmaktadirlar.

Buraya kadar vyapilan tartismalar sosyallesmenin, oOzellikle de bu c¢alismada konu edilen
o6gretmenlerin sosyallesmesinin ne denli 6nemli oldugunu gostermektedir. Ne var ki sosyallesme konusu
Tirk Egitim Sistemi’nde 2000’li yillara dogru calisiilmaya baglanmistir. Bu kapsamda genellikle 6gretmen
ve yoneticilerin sosyallesme diizeylerini belirleyen nicel arastirmalar (Kiligoglu & Yilmaz, 2013; Vural,
2015), kullanilan strateji ve taktiklere iliskin arastirmalar (Ugurlu et al., 2011) ve derleme ¢alismalarinin
(Balci, 2003; T. Calik, 2003) yapildigi gériilmiistiir. Ote yandan 6gretmenlerin sosyallesme siirecini ortaya
koymaya calisan sinirli sayida nitel arastirma (Burgaz et al., 2013; Ozgan, 2013) vardir. Bu arastirmalarda
sosyallesme slireci genel bir bakis agisi ile degerlendirilmis olup, slirecin li¢ asamasini da dikkate alarak
irdeleyen herhangi nitel bir arastirmaya rastlanilmamistir. Oysa 6gretmenlerin 6grencileri hatta toplumu
etkileyen ¢ok 6nemli aktorler olduklari g6z énlne alinirsa onlarin is doyumu ve o6rgiitsel baghhk gibi
olumlu gelismeler gostermeleri icin yasadiklari sosyallesme sirecinin iyi anlasilmasi gerektigi
soylenebilir. Dolayisiyla bu arastirmanin farkh bir bakis agisiyla 6gretmenlerin sosyallesme sirecine
iliskin derinlemesine bilgi vererek alandaki mevcut boslugu doldurmasi umulmaktadir. Ayrica bu
arastirmada 6gretmenlerin sosyallesme sirecinde yasadiklari zorluklar, ilgililerden (okul yonetimi, MEB
vb.) beklentileri ve 6nerileri hakkinda ulasilan sonuglar uygulama alanina 6nemli katkilar getirebilir. Soyle
ki goreve yeni baslayan 6gretmenler, meslektaslar, okul yonetimi ve MEB sosyallesme siirecinin daha
etkili bir sekilde gergeklesmesi icin neler yapmalari gerektigi hakkinda fikir sahibi olabilirler.

Bu cercevede arastirmanin amaci, Ankara ili kamu ve 6zel ilkokul 6gretmenlerinin mesleki ve érgiitsel
sosyallesme yasantisini ortaya koymaktir. Bu amag¢ dogrultusunda sosyallesmenin giris 6ncesi, giris ve
verlesme asamalarinin her birinde 6gretmenlerin nasil bir sire¢ yasadiklarinin betimlenmesi
hedeflenmektedir.
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Yontem

Bu basghk altinda arastirmanin modeli, calisma grubu, veri toplama araci, verilerin toplanmasi ve
analizi hakkinda bilgi verilmistir

Arastirma Modeli

Ankara ili kamu ve &zel ilkokul 6gretmenlerinin érgiitsel ve mesleki sosyallesme yasantisini ortaya
koymayi amaglayan bu calisma, nitel arastirma yaklasimlarindan biri olan fenomenolojik desenle
ylratialmistir. Fenomenoloji arastirmalarinda bir kavram ya da olguyla ilgili bireylerin yasamis oldugu
deneyimlerin ortak anlami tespit edilmeye ¢alisilir. Baska bir ifadeyle bireylerin neyi, nasil
deneyimledikleri konusunda butiincil bir betimleme vyapilir (Cresswell, 2013). Nitekim nitel
arastirmalarin 6ziinde gozlem, gériisme ve dokiiman analizi gibi yollarla algi ve olaylarin gergekgi ve
bitiuncul bir sekilde ortaya konulmasi s6z konusudur (A. Yildirrm & Simsek, 2013). Bu baglamda
fenomenolojik ¢calismalarda sik¢a kullanilan nitel arastirma tekniklerinden yari yapilandirilmis goriisme
yoluyla veriler toplanmistir. Yari yapilandirilmis gériisme tekniginde katilimciya sorulacak sorular
o6nceden hazirlanir; ancak gériisme esnasinda gereken durumlarda yan veya alt sorular sorularak detayli
bilgiler elde edilebilir. Yari yapilandiriimis gorisme teknigi sagladigi bu esneklik ile egitimbilim
arastirmalarinin dogasina oldukg¢a uygundur (Tirntkll, 2000).

Calisma Grubu

Arastirmanin ¢alisma grubu, Ankara ilinde gdrev yapan bes kamu ilkokulu dgretmeni ve bes ozel
ilkokul ©6gretmeni olmak (izere 10 kisiden olusmaktadir. Katiimci olarak secilen 0Ogretmenler
“maksimumum cgesitlilik orneklemesi” ve “6lglt 6rnekleme” tekniklerine gore belirlenmistir. Katihmcilar
gonillilik esasina dayali olarak farkli kamu ve 6zel okullarda goérev yapan 6gretmenler arasindan
secilmistir. Sosyallesme siirecinde ilk bes yilin olduk¢a 6nemli olmasindan yola gikarak bes yil ve lizerinde
kideme sahip O0gretmenlerle goriismeler yapilmistir. Bes yil ve (zerinde kideme sahip olma kosulu
arandigi icin galisma grubu o6lciit 6rnekleme teknigine gore belirlenmistir. Ayni zamanda katilimcilarin
cinsiyet, kidem vb. agisindan farkli demografik 6zellikteki 6gretmenlerin temsilini saglamasina 6zen
gosterilmistir. Bu yonlyle de calisma grubu maksimumum cesitlilik 6rneklemesi teknigine goére
belirlenmistir. Katihmcilarla ilgili cesitli kisisel bilgiler Tablo 1’de gosterilmektedir.

Tablo 1'de gorildagi gibi katihmcilarin yedisi kadin, ligl ise erkektir. Benzer sekilde katilimcilarin
yedisi lisans, Ug¢li ise ylksek lisans mezunudur. Ayrica katilimcilarin ¢ogunlugu egitim fakiltesi
mezunudur; ancak grupta iktisat ve fen-edebiyat fakilteleri mezunu 6gretmenler de vardir.

Tablo 1.
Katilimcilara iliskin Betimsel istatistikler.
Cinsiyet Kadin 7
Erkek 3
5-10 yil arasi 4
Kidem 11-20 yil arasi 3
21 ve Gzeri 3
Egitim 8
Mezun olunan fakilte Fen-Edebiyat 1
iktisat 1
e Lisans 7
Ogrenim durumu Yiksek lisans 3
- Ozel okul 5
Calisiimakta olan kurumun tari Resmi okul 5
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Veri Toplama Araci

Arastirmada veri toplama araci olarak arastirmacilar tarafindan gelistirilen “yari yapilandiriimis bir
gorisme formu” kullaniimistir. Bu form iki bolimden olugmaktadir. Birinci bolimde katilimcilara dair
kisisel bilgiler yer alirken, ikinci bélimde 6gretmenlerin sosyallesme siirecinin asamalarina iliskin sorular
yer almaktadir. Gorlisme sorulari ilgili literatlir taranarak hazirlanmis ve egitim alaninda uzman yedi
kisinin goriisiine sunulmustur. Uzmanlardan ikisi egitim yonetimi alaninda profesor, ikisi egitim yonetimi
alaninda arastirma gorevlisi, biri 6lgme ve degerlendirme alaninda arastirma gorevlisi, biri 6gretmen, biri
MEB’de egitim uzmani olarak gérev yapmaktadir. Uzman gorisleri ¢ercevesinde diizenlenen gérisme
sorulari pilot uygulama yapilarak test edilmistir. Bu kapsamda 12 yillik kideme sahip kadin bir kamu
ilkokulu 6gretmeni ve 7 yillik kideme sahip erkek bir 6zel ilkokul 6gretmeni ile gdriisme yapilmistir. Pilot
gorismelerden sonra iki sorunun ifade sekli degistirilmis, bir soru formdan ¢ikarilmis ve bdylece
gorisme formuna son hali verilmistir. Pilot uygulamaya katilan 6gretmenler calisma grubuna dahil
edilmemistir.

Verilerin Toplanmasi

Katilimcilarla yapilan gérismelerde izine dayal ses kaydi yapilmistir. Ancak ses kaydi yapilmasina izin
vermeyen Ug katilimci ile yapilan goriismeler, not tutularak kayit altina alinmistir. Sonrasinda yapilan ses
kayitlari, kagida dokulmis, gériismelerinin not tutuldugu Ug katilimcinin gorisi ile birlestirilmistir.

Verilerin Analizi

Elde edilen veriler lizerinde betimsel ve igerik analizi birlikte yapilmistir. Betimsel analiz 6nceden
belirlenen kategoriler cercevesinde verilerin ézetlenip yorumlandigi analiz seklidir. icerik analizi ise
veriler Uzerinde derinlemesine galismayi, kavram ve kategorilere ulasmayi amaglayan analiz tirtdir (A.
Yildirm & Simsek, 2013). Gérisme formu sorularinin bazilarinda énceden kategorilendirmeler yapilmis
ve veriler belirlenen bu kategorilere gore sunulmustur. Bu yoniyle betimsel analiz s6z konusudur. Bazi
sorularda ise Oonceden kategoriler belirlenmemis elde edilen veriler lzerinde kategorilendirmeler
yapilmistir. Bu sekliyle de icerik analizi yapiimistir. Veri analizi gecerligi icin katihimcilarin gorislerine
sadik kalinmis; kod ve kategorilerin katilimci gorisleriyle tutarlihigi gozetilmistir. Ayrica veri analizi
gecerligi icin bazi katihmci goérusleri dogrudan aktariimistir. Veri analizi givenirligine yonelik ise
arastirmacilarin birbirinden bagimsiz yaptiklari kod ve kategoriler karsilastiriimis, sonunda {zerinde
uzlasmaya varilan kod ve kategoriler kullanilmistir. Katilimcilarin gorisleri verilirken kamu okulu
dgretmenleri icin K1-K5; dzel okul 6gretmenleri icin ise 01-05 kisaltmalari kullaniimistir.

Bulgular

Ogretmenlerin, orgiitsel sosyallesmenin giris, uyum ve yerlesme asamalarina iliskin verdikleri
yanitlarin analiz sonuglari, 6rgltsel sosyallesmenin bu li¢c asamasinin altinda verilmistir.

Orgiitsel Sosyallesmenin Giris Asamasina Yonelik Bulgular

Katihmcilarin, “Goreve baslamadan once okul hayatina iliskin beklentileriniz nelerdi?” sorusuna
verdigi yanitlara iliskin analiz sonuglari, Tablo 2’'de gosterilmektedir.

Tablo 2’de gorildiigu gibi 6gretmenler gbreve baslamadan 6nce okul hayatiyla ilgili olarak goérece en
fazla okul kosullari, okul yonetimi ve 6grencilere iliskin beklentiler kategorilerinde goriis belirtilmislerdir.
Ayrica kamu okulu 6gretmenleri, meslektaslarina yonelik beklentilerinin oldugunu belirtirken, 6zel okul
o6gretmenleri bu kategoride goris belirtmemislerdir. “Diger” kategorisinde bir 6gretmen, okula iliskin
beklenti olusturacak bir bilince sahip olmadigini ifade etmistir. Bu bulgu oldukg¢a diisindirici ve
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Gzerinde tartisiimasi gereken bir konudur. Clinkii bu durum, Ogretmen adayinin meslegini
6nemsememesinden ve/veya egitim fakiltelerinin bu bilinci 6gretmene kazandiramamasindan
kaynaklanabilir.

Tablo 2 incelendiginde goreve baslamadan 6nce 6gretmenlerin okul hayatina iliskin beklentileri
genellikle olumlu olmasina karsin, olumsuz ama daha gergekei beklentiler de séz konudur. Ornegin ilgi
gosteren, rehberlik eden ve iletisimi gigli bir yonetim, okulun fiziki sartlarinin yeterli olmasi, destek
veren ve yardimci olan velilerin olmasi gibi son derece iyimser beklentilerin yaninda, resmi bir yonetim,
okulun yetersiz kosullarinin olmasi ve velilerle ugrasmanin zor olmasi gibi daha gergekgci beklentiler de
s6z konusudur. Okul hayatina iliskin beklentilere yonelik bir 6gretmen su ifadeleri kullanmistir:

01: “...Ogrencilerin sizi her zaman dinleyecegini, her zaman saygi gérecedinizi diisiiniiyorsunuz.
Velilerin size yardim edecedini diisiiniiyor ve destek olacaklarina inaniyorsunuz. Okul yénetiminden de
rehberlik etmesini bekliyorsunuz. Bu nedenle (istlerinizin sizden daha bilgili ve deneyimli olacadi inancini
tasiyorsunuz. ”

Tablo 2.

Ogretmenlerin Géreve Baslamadan Once Okul Hayatina iliskin Beklentilerine Yénelik Gériisleri.

Ana f

Kategori  Kategori Alt kategori (k-6)
Okul ® Yonetimin ilgi gostermesi (K4) 6
y6netimine e Yénetimin halkla iletisim kurmaya yardimci olmasi (K4) (2-4)
iligkin e Yonetimin giicli/iyi bir iletisime sahip olmasi (82)
beklentiler e Yonetimin rehberlik etmesi (01)

© Resmi bir ydnetim (02)
e Daha deneyimli ve bilgili istlerin olmasi (01)

Okul e Okulun fiziki sartlarinin iyi olmasi (05) 7
kosullarina e Yetersiz sartlara sahip bir okul (Ogretmen agiginin olmasi, (3-4)
iliskin 6gretmensiz bir okul) (K3)

beklentiler o Sicak bir okul iklimi (K4)
o Fiziksel donanimi dusiik bir okul (K4)
e Okulun fiziki sartlarinin yeterli olmasi (01)
o Ogretim materyallerinin yeterli olmasi (01)
e Staj vb. donemlerde gorilen okullardakine benzer zor
sartlarin olmamasi (01)

Meslektaglara e Meslektaslarin ilgili olmasi (K4) 3
iligkin o Meslektaslarin yardim sever olmasi (K4) (3-0)
beklentiler o Meslektaslarin kol kanat germesi (rehberlik etmesi) (K4)

Ogrencilere o Ogrenmeye hevesli 6grenciler (K2) 5
iligkin o Ogrenme becerisi yiiksek 6grenciler (K2) (2-3)
beklentiler o Ogrencilerin saygi géstermesi (01)

o Ogrencilerin durumlarinin iyi olmasi (05)
o Ogretmenini dinleyen égrenciler (01)
Velilere iliskin e Velilerden olumlu davranislar ggrme (K1) 4
beklentiler e Ogretmene destek veren veliler (01) (2-2)
o Velilerle ugrasmanin zor olmasi (02)
o Ogretmene yardimci olan veliler (K1)

Ogretmenlerin okul hayatina iliskin beklentileri

Diger e Okula iliskin beklenti olusturacak bilince sahip olmama (K5) 4
e Okula iliskin ¢ok buyiik beklentiler (05) (2-2)
e Her seyin mikemmel olmasi/gullik gulistanlik olmasi (K2,
05)
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Katihmcilarin, “Meslege (meslegin sagladigi otonomi, yaraticilik, degerlere uygunluk, topluma-insana
yararhlik, vb.) iliskin beklentileriniz nelerdi?” sorusuna verdigi yanitlara iliskin analiz sonuglari Tablo 3’te
Ozetlenmistir.

Tablo 3’te de goruldugi gibi katihmcilarin meslege iliskin beklentileri saygi ve deger gérme, etkili bir
ogretmen olma, cevre ve topluma faydali olma ve 06gretim konusunda Ozerk olma seklinde
siralanmaktadirlar. Ogretmenlerin géreve baslamadan dnce meslege iliskin beklentilerine yénelik bir
o6gretmenin ifadeleri séyledir:

K2: “...Ogrenciler géziinde Tanri gibi bir sey olacagdimi diisiiniiyordum. Veliler igin de ayni sey gegerli.
Biz égrenciligimizde 6gretmenlerimizden korkarak, ¢cekinerek biiyiidiik. Hep dyleydik. Ama hani benim
6grencilerim benden korkacak diye bir hisse girmedim. Sadece 6nemli birisi olmak...”

Tablo 3.

Ogretmenlerin Géreve Baslamadan Meslede iliskin Beklentilerine Yénelik Gériisleri.

Ana f

Kategori  Kategori Alt kategori (k-6)
Saygi ve e Ogretmenligin yiice ve saygin bir meslek olmasi (K2, K5, 01, 17
deger 05) (8-9)
gérme e Ogrencilerin gdziinde saygideger olma (K2, 01, 05)

e Yonetimden saygi gérme (K2,05)

e Ozel olma (K2)

e Velilerden/insanlardan saygi gérme (K2, 01, 04, 05)
o Onemli olma (bdlge ve 8grenciler igin) (K2, K3)

e insanlarin goziinde degerli olma (01)

Etkili bir o idealist bir dgretmen olma (K1, K4, 01, 02) 16
6gretmen e Ogrencilerin korkmadigi bir 6gretmen olma (K2) (10-6)
olma o Ogrenciye siddet uygulamayan bir 6gretmen olma (K2)

e Ogrenciyle iyi iletisim kurabilme (K2)

e Ogrenciyle ilgilenme (K4)

e Ogrencinin seviyesine inebilme (K4)

e Yeni gelismeleri/gtincel bilgileri takip eden bir 6gretmen olma

(01)

e Yeni ydntem ve teknikleri uygulayan bir 6gretmen olma (01)

e Dersi etkili sekilde isleme (K2)

e Ezberci bir 8gretmen olmama (01)

e lyi bir 6gretmen olma (K2)

e Ogrencilere faydali olma (K2)

e Yaratici bir 6gretmen olma (01)
Cevre ve o Koyle (velilerle ilgili) sorunlari giderme (K3) 12
topluma e Kdydeki insanlarla etkili iletisim kurma (velilerle) (K3, K4) (5-7)
faydaliolma e Kgyiin en biiyiik amiri olma (K3)

e Kéyiin/toplumun lideri olma (K4,01)

e Cevrede olumlu ydnde degisiklikler yapma (01)

e Cevrede farklilik yaratma (01)

e Topluma faydali olma (01, 02, 03, 04)
Ogretim e Kontroliin 6gretmende olmasi (01) 3
konusunda e Sinif kontrolinii saglamada 6zerk olma (01) (0-3)
6zerkolma o Ogretme yontem ve teknikleri konusunda 6zerk olma (01)

Ogretmenlerin meslege iliskin beklentileri
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Katihmcilara lisans egitimi siresince aldiklari egitimin, okul hayatina ve meslege hazirlamada ne
Olglide etkili oldugu soruldugunda yedi Ogretmen, lisans egitiminin, meslege ve okul hayatina
hazirlamadigini, g 6gretmen ise iyi dlgide hazirladigini belirtmistir. Konuyla ilgili bir 6gretmen su
ifadeleri kullanmistir:

K2: “Ben mesledi meslede basladiktan sonra 6§rendim. Universite yillarinda biz sayfa sayfa plan
hazirliyorduk. O§retmenlik bizim icin sadece plan hazirlamakti. .... Sonra staja basladi§inizda é§retmenin
biri “bunlari gegin, bunlar 6nemli degil, siz meslege basladiginizda gdreceksiniz. Pratik farkli, bu
o6grendikleriniz farkh bir sey.” demisti. Gercekten de dyle oldu. Ciinkii ben liniversite hayatimda
6grendidim hicbir seyi uygulamiyorum.”

Katilimcilarin, “Mesleginiz hakkinda bilgi almak igin ya da kendinizi 6gretmenlige hazirlamak igin
lisans egitimi disinda neler yaptiniz?” sorusuna verdigi yanitlara iliskin analiz sonuglari Tablo 4’te
belirtilmistir.

Tablo 4.
Ogretmenlerin Géreve Baslamadan Once Lisans Egitimi Disinda Mesleki Bilgi Kazanmak Amaciyla
Yaptiklar: Faaliyetlere iliskin Gériisleri.

Ana f
Kategori  Kategori Alt kategori (k-6)
Kitap ve e Egitimle ilgili kitaplar okuma (K1, K3, K5) 11
sureli e Gelisim kitaplari okuma (K2) (8-3)
yayinlari o Cocuk psikolojisiyle ilgili kitaplar okuma (K4)
okuma ¢ Pedagojik kitaplar okuma (K4)

o Sinif yénetimi ile ilgili kitap okuma (02)

ko e internetten giincel bilgileri takip etme (K5, 02)

‘a; e Makale okuma (K5,02)

'T(_g ilgili kurs ve e Ozel dersler alma (04) 7
5, seminergibi e Dershanede galisma (04) (3-4)
£ programlara e Sertifikali programlara katiima (02)

S katilma e Sinif ydnetimi gibi egitim alaninda seminerlere katilma (K5, 02)

e ingilizce kurslarina gitme (K5)
e Drama kursuna gitme (K5)
Diger e Tecribeleri insanlara/égretmenlere sorma/iletisim kurma (K1, K3, 4
05) (3-1)
o Nasil faydal bir 6gretmen olabilirim diye zihin yorma (K1)

Ogretmenlerin mesleki bilgi kazanmak amaciyla

Tablo 4’te goruldugi Gzere 6gretmenler lisans egitiminin disinda géreve baslamadan 6nce kitap ve
sureli yayinlari okuma, ilgili kurs ve seminerlere katilma gibi yollarla mesleki bilgi edinmislerdir. Ayrica
o6gretmenlerin tecribeli insanlara sorma ve faydali bir 6gretmen olmak igin zihin yorma gibi diger yollara
basvurduklari da goriilmektedir. Bu kapsamda bir 6gretmen su ifadeleri kullanmistir:

K5: “Seminerlere katildim. Caddas drama kurslarina, bes kursa gittim. Sinif yénetimi kurallari
seminerine ve Ingilizce kurslarina gittim. internet, kitap ve editim dergilerini halen takip ediyorum. ”

Katihmcilarin “Calisacaginiz okul hakkinda bilgi edinmek icin neler yaptiniz?” sorusuna verdigi
yanitlara iliskin analiz sonuglari Tablo 5’te gosterilmektedir. Tablo 5'te goruldigi gibi 6gretmenler, ilgili
orgut ve kisilere sorarak ya da internetten arastirmalar yaparak okul hakkinda bilgi edinmislerdir. Bunun
disinda okul hakkinda bilgi edinmek igin caba géstermeyen ya da ¢abalarina ragmen herhangi bir bilgiye
ulasamayan 6gretmenler de s6z konusudur. Bu konuda bazi 6gretmenlerin ifadeleri séyledir:
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02: “Calisacagim okulla ilgili fikrimi ilk énce orda calisan bir arkadasimdan almistim. Yani yiiz yiize
konusmustum, yakin bir arkadasimdi...”. K1: “Okul belli oldugunda arastirmadim, dogrudan gittim.

Clinkii mecbursun, baska bir sansin yok ki. ”

Tablo 5.
Ogretmenlerin Calisacaklari Okul Hakkinda Bilgi Edinme Faaliyetlerine iliskin Gériisleri.
f

Ana Kategori Kategori Alt kategori (k-0)
Ogretmenlerin ilgili 6rgiit e Cevreden sorma (O5) 5
atandiklari okul ve kisilere e Ogretmen arkadaslardan sorma (02, 05) (2-3)
hakkinda bilgi sorma e Aileden sorma (K1)
edinme e Okulu arayip bilgi alma (K5)
faaliyetleri Diger e Okul hakkinda bilgi almak icin herhangi bir girisimde 5

bulunmama (K1, K4) (4-1)

e internetten arastirmalar yapma (K5)
e Herhangi bir bilgiye ulasamama (K2, O3)

Orgiitsel Sosyallesmenin Uyum Asamasina Yonelik Bulgular

Katihmcilara “Aday o6gretmenlik slrecine basladiginizda bir gerceklik soku yasadiniz mi?” diye
soruldugunda o6gretmenlerden (gl, gerceklik soku yasamadigini belirtirken, yedi 6gretmen sok
yasadigini belirtmistir. Bu cercevede o6gretmenlerin gerceklik soku yasama nedenleri Tablo 6’da
belirtilmistir.

Tablo 6.

Ogretmenlerin Aday Ogretmenlik Siiresinde Gergeklik Soku Yasama Nedenlerine iliskin Gériisleri.

Ana f

Kategori  Kategori Alt kategori (k-6)
Zorlu okul ve o Sinifin kalabalik olmasi (K2) 8
cevre sartlari o Eve is gotiirmek zorunda kalma (01) (5-3)

e Okul ve gevresinin ¢ok koti kosullarinin olmasi (K2)
e Yogun ¢alisma kosullari (K5, 05, 01)

% o Zorlu koy kosullari (K4)
'?g) e Kalacak yer sikintisi (K4)
< Kativeilgisiz e Yoneticilerin rehberlik etmemesi (01) 3
E yonetim e Yoneticilerin patron gibi davranmasi (01) (0-3)
é" e Yoneticilerin asiri resmi davranmasi (01)
2 Meslektaslar e Meslektaslarla iletisim kuramama (K5) 4
Q. arasiiletisimsizlik e Meslektaslar arasinda yikici bir rekabet olmasi (01) (2-2)
E—‘ ve yikici rekabet e Meslektaslarin yonetime bilgi ugurmasi (K5, 01)
S Ogrenci o Ogrencilerden yeterli saygi gorememe (01) 3
& saygisizlig e Ogrencilere nasil davranacagini bilememe (K5) (1-2)
£ o Ogrencilerin gizli patron olmasi (01)
% Tecriibe eksikligi e Teori ile uygulamanin drtiismemesi (02) 4
£ veteori-pratik e Tecribe eksikligi (02) (2-2)
= uyusmazhig o Neyi nasil yapacagini bilememe (K2)
‘O e Velilere nasil davranacagini bilememe (K5)

Diger ¢ Meslekte beklenilen dzerkligin olmamasi (01) 3

e Ogretmen yaraticihginin kisitlanmasi (61) (0-3)

o Velilerin gereginden fazla okul islerine karismasi (01)
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Tablo 6’da goruldiigu gibi zorlu okul ve gevre sartlari, meslektaslar arasi iletisimsizlik ve yikici rekabet,
tecriibe eksikligi ve teori-pratik uyusmazlig, 6grenci saygisizig, kati ve ilgisiz yonetim, 6gretmenlerin
gerceklik soku yasamalarinin baglica nedenleridir. Bunlarin disinda beklenilen 6zerkligin olmamasi,
yaraticihgin kisitlanmasi ve velilerin okul iglerine asirn midahale etmesi gibi diger sebepler de
ogretmenlerin gercgeklik soku yasamalarinda etkili olmustur. Bir 6gretmen yasadigl soku soyle ifade
etmigtir:

Ka: “...Gittik, kiigiik bir oda, her sey orada, mutfak orada, banyo orada yani bir oda ve kiigiik bir antre.
Tuvalet disarida. Tabi ki hayal kirikligina ugradim. Cok zoruma gitti, ok agladim.”

Ogretmenlere okul hayatina uyum saglamalarinda ilgililerin neler yaptigi soruldugunda
O0gretmenlerin dordii MEB’in, Ugl okul ydnetiminin, biri ise meslektaslarin okula uyum saglamalarinda
herhangi bir faaliyetlerinin olmadigini belirtmistir. Bunun disinda okul hayatina uyum sirecinde ilgililerin
yapmis oldugu baslica faaliyetler Tablo 7’de belirtilmistir.

Tablo 7.

Ogretmenlerin Okul Hayatina Uyum Siirecinde llgililerin Faaliyetlerine fliskin Gériisleri.

Ana f

Kategori Kategori Alt kategori (k-6)
MEB'in e Seminerler (K5) 6
faaliyetleri e Temel ve hazirlayici egitimler (K2, 62, 64, O5) (3-3)

e Rehber 6gretmen gorevlendirme (K5)

Okul e Oryantasyon programi (01, 02) 10
yonetiminin e Okulun yapi ve isleyisi hakkinda seminerler (81, 02) (2-8)
faaliyetleri e Tanisma yemekleri (01, 02)

e Danisman 6gretmen gérevlendirme (K2, O5)

e Kardes 6gretmen gérevlendirme (04)

e Mevzuat ve 6zIik haklari gibi konularda bilgilendirme (K3)
Meslektaslarin e Sorulari yanitlama (K1, K5, 03, 05) 15
faaliyetleri e Tecriibelerini aktarma (K1, 01, 63, 64) (9-6)

e Ziimre toplantilari (K2, K4)

o Okul térenleri konusunda bilgilendirme (K2)

e Yonetimle iletisim kurma konusunda bilgilendirme (K2)

e Velilerle iletisim kurma konusunda bilgilendirme (K2, K4, 01)
Bireysel e Velilerle iletisim kurma (K1, K3, K4, 02, 03) 17
faaliyetler e Ev ziyaretleri yapma (K1, K4) (9-8)

e Anlayis ve sabir gosterme (K2)

e Meslektaslari tanimaya calisma (K5, 01)

e Meslektaslarla is disinda da gériisme (K5, 02)

e Okulun yaptig etkinliklere katiima (01)

e Okulu ve diger 6gretmenleri gézlemleme (K5, 02, 04, 05)

Ogretmenlerin okul hayatina uyumunda ilgililerin faaliyetleri

Tablo 7’de goruldugi gibi 6gretmenler gérece en fazla bireysel faaliyetler kategorisinde, en az ise
MEB'in faaliyetleri kategorisinde gériis belirtmislerdir. Ogretmenlerin okula uyumunu saglamak amaciyla
yapilan MEB faaliyetlerinde, temel ve hazirlayici egitim kurslari 6n plana ¢ikmaktadir. Ogretmenlerin
bircogunun okulu ve diger 6gretmenleri gdzlemleme ve velilerle iletisim kurma gibi bireysel ¢abalarinin
oldugu gorulmektedir. Meslektaslarin ise genellikle 6gretmenlerin sorduklari sorulara yanit vererek ve
tecribelerini aktararak onlarin okul hayatina uyum saglamalarina yardimci olduklari anlasiimaktadir.
Tablo 7’de belki de en dikkat c¢ekici bulgu, okul yonetiminin faaliyetlerine iliskin kategoridir. Burada ozel
okullarin 6gretmenlerin okul hayatina uyum saglamalarinda kamu okullarina gore daha fazla ¢aba sarf
ettigi anlasilmaktadir. Nitekim 6zel okullar oryantasyon programi, okulun yapi ve isleyisi hakkinda
seminerler, tanisma yemekleri, danisman ya da kardes Ogretmen gorevlendirme gibi vyollarla
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ogretmenlerin orgitsel sosyallesmelerine katki saglamaktadir. Buna karsin kamu okullarinin sadece
danisman 6gretmen goérevlendirme ve mevzuat ve 6zIlik haklari konusunda bilgilendirme gibi sinirli
girisimleri vardir.

Ogretmenlere meslege uyum saglamalarinda ilgililerin neler yaptigi soruldugunda égretmenlerden
ikisi MEB’in, biri meslektaslarin, ikisi ise okul yonetiminin meslege uyum saglamalarinda herhangi bir
faaliyetlerinin olmadigini belirtmislerdir. Bunun disinda okul hayatina uyum sirecinde ilgililerin yapmis
oldugu baslica faaliyetler Tablo 8'de belirtilmistir.

Tablo 8.

Ogretmenlerin Meslege Uyum Siirecinde llgililerin Faaliyetlerine iliskin Gérisleri.

Ana f

Kategori  Kategori Alt kategori (k-6)
MEB’in ¢ Seminerler (K5) 9
faaliyetleri o Hizmet igi egitimler (K3) (4-5)

o Stajyerlik dosyasi hazirlatma (01)

o Aday dgretmenlik sinavi yapma (01, 02)
e Temel ve hazirlayici kurslar (K5)

o Miifettis gdrevlendirme (K3, 03)

e Toplantilar diizenleme (01)

Okul o Egitimle ilgili tartisma ortami sunma (01) 4
yonetiminin o Sinif igi gézlemler yaptirma (02) (1-3)
faaliyetleri o Hizmet ici egitimlere katilim konusunda tesvik etme (02)

e Okul torenleri konusunda bilgilendirme (K2)
Meslektaglarin e Yonetimle iletisim kurma konusunda bilgilendirme (K2) 19
faaliyetleri o Velilerle iletisim kurma konusunda bilgilendirme (K2, kK4, 01) (10-9)

o Bilgi alisverisinde bulunma (K2, K4, 01, O5)
e Ogretim ydntem ve teknikleri konusunda yardimci olma ( K2,
01)
e Ders ve siniflailgili konularda &nerilerde bulunma (K2, 01, 05)
o Disiplinle ilgili konularda yardimci olma (01)
e Sorulari yanitlama (K1, K5, 03, 05)
e Dersle ilgili kaynak paylasma (K5)
Bireysel e Arastirmalar yapma (K2, K5) 12
faaliyetler e interneti kullanarak giincel bilgileri takip etme (01) (7-5)
¢ Online diizenlenen egitimlere katiima (01)
o Makaleler okuma (K2, 05)
o Egitimle ilgili ve kisisel gelisim kitaplari okuma (K1, K2, O5)
¢ Daha 8nce yapilmis olan ¢alismalari inceleme (01)
e Yeni 6gretim yontemleri gelistirmeye calisma (K2)
o Etkili ders 6gretimi konusunda internet ortaminda yayinlanan
¢alismalari sinifta uygulama (K2)

Ogretmenlerin meslege uyumunda ilgililerin faaliyetleri

Tablo 8'de gorildigi gibi meslege uyum kapsaminda 6gretmenler en fazla meslektaslarin faaliyetleri
kategorisinde (f=19) en az ise MEB'in faaliyetleri (f=6) kategorisinde goriis belirtmislerdir. Ogretmenlerin
mesleki sosyallesmesinde meslektaslarin, sorulari yanitlama, bilgi aliverisinde ve 6nerilerde bulunma,
velilerle iletisim konusunda yardimci olma gibi faaliyetleri 6n plana g¢ikmaktadir. Arastirmaya katilan
o6gretmenlerin gorece en fazla meslektaslarinin faaliyetlerine yer vermesi, meslektaslarin sosyallesmede
ne derece dnemli bir 6ge oldugunun gostergesidir. Ayrica Tablo 7 ve Tablo 8'den anlasilacagi lzere
ogretmenlerin gerek okula gerekse meslege uyumlarinda bireysel faaliyetleri ve meslektaslarin
faaliyetleri 6n plana ¢ikmaktadir.
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Tablo 8'den anlasildig1 gibi 6gretmenlerin mesleki sosyallesmesinde MEB’in 6ne g¢ikan faaliyetleri;
mufettis gorevlendirme, aday 6gretmenlik sinavi yapma ve temel ve hazirlayici egitimler dizenlemedir.
Ancak aragtirmaya katilan bazi 6gretmenler MEB’in faaliyetlerinin etkililigine yonelik elestirilerde
bulunmusglardir: Ornegin O1: “..stajyerlik dosyasi hazirlatmisti bize. Bunun sonunda da aday é§retmenlik
sinavi yapmisti. Staj dosyasi ne yazik ki “hazir” satilan bir seydi, aday 6gretmenlik sinavi ise kesinlikle
etkili bir sinav dedgildi....” diyerek stajyerlik dosyasi hazirlama ve aday 6gretmenlik sinavlarinin ¢ok da
etkili olmadigini belirtmistir. 04 ise “MEB aday Sgretmenlikle ilgili temel ve hazirlayici editimler verdi ve
bunlara katildim. Bu uygulamalarin yarari tartisilabilir.”” seklinde gérislerini paylasmistir. Ote yandan
bazi 6gretmenler uyum saglamlarinda miifettislerin de etkili oldugunu belirtmislerdir. Ornegin K3 “Yani
ben oraya yalniz gittim, yaklasik iki ay sonra teftis oldugunda, miifettisler geldiginde onlara sora sora
bilgiler aldim...” seklinde gorislerini belirtmistir. Goruldigu gibi 6zellikle ilk olarak kdylerde géreve
baslamis 6gretmenler icin mifettisler iletisimde bulunabilecekleri ve gelismelerine katki saglayacak
bireylerdir.

Tablo 8’den 6gretmenlerin mesleki sosyallesmelerinde bireysel faaliyetlerin olduk¢a 6nemli oldugu
anlasilmaktadir. Bireysel faaliyetler icerisinde 6zellikle internet araciligi ile yeni bilgileri takip etme,
online egitimlere katilma, etkili ders 6gretimi konusunda internet ortaminda yayinlanan galismalari
sinifta uygulama gabalari dikkat gekicidir. Bu durum internetin 6gretmenlerin mesleki sosyallesmelerinde
etkili olduguna isaret etmektedir. Ayrica bir 6gretmenin kendi basina yontemler gelistirmeye calismasi
da oldukg¢a olumlu bir bulgudur. Tablo 8den ayrica 6zel okullarin, egitimle ilgili tartisma ortami sunma,
sinif ici gozlemler yaptirma, hizmet ici egitimlere katilimi tesvik etme gibi 6gretmenlerin mesleki
gelisimine katki saglayabilecek faaliyetlerinin oldugu goérilmektedir. Buna karsin kamu okullarinda
benzeri girisimlerin olduguna yonelik gorus belirtiimemistir. Dolayisiyla bu bulgulardan 6gretmenlerin
hem meslege hem de okula uyum saglamalarinda kamu okullarinin yetersiz kaldig1 anlagiimaktadir.

Ogretmenlere “Bugiine kadarki yasantinizi géz dniine aldiginizda, meslek dncesi beklentileriniz ile
gercekte karsilastiklarinizin ne derece ortiistiglinii diisiiniyorsunuz?” diye soruldugunda 6gretmenlerin
doérdu beklentisinin olmadigini; dérdi beklentilerinin gergekle 6rtismedigini, ikisi ise beklentilerinin
gercekle ortustigina belirtmistir. Meslek oncesi beklentileri gergekle 6rtiismeyen 6gretmenlerden biri
goruslerini soyle ifade etmistir:

K5: “...En ¢ok da haklar agisindan hayal kirikligina ugradim. Kendimi savunmasiz hissediyorum. Hig
oyle hayal etmemistim. Haklarin G6gretmenleri  koruyacadini  diisiinmistiim. Ama giiniimiizde
6gretmenligin hi¢ sayginhdi yok. ”

Ogretmenlerden meslege ve okula uyum konusunda etkili olan faktérleri &nem durumuna gére
siralamalari istendiginde 6gretmenler sosyallesmelerinde etkili olan faktorleri soyle siralamislardir:
Bireysel caba (f=7), meslektaslar (f=5), danisman 6gretmenler (f=4), okul yonetimi (f=3), temel ve
hazirlayici egitimler (f=2). Gerek bu sorudan gerekse 6nceki sorulardan anlasildigi Gizere 6gretmenlerin
sosyallesmelerinde bireysel ¢caba ve meslektaslar on plana g¢ikmaktadir. Okul yonetimi ile temel ve
hazirlayici egitimler ise 6gretmenlerin sosyallesmelerinde pek etkili olmamaktadir.

Ogretmenlerin “Bugiine kadarki deneyimlerinizden yola ¢ikarak, aday &gretmenlerin meslege ve
okula uyum saglamasini kolaylastirmak igin ilgililere neler yapmalarini énerirsiniz?” sorusuna verdigi
yanitlara iliskin analiz sonuglari Tablo 9'da gosterilmistir.

Tablo 9’dan da anlasilacagl gibi arastirmaya katilan Ogretmenlere gore aday Ogretmenlerin
sosyallesme stirecini kolaylastirmak icin MEB, uygun danisman 6gretmen atanmasini saglamali, adaylik
egitimi vermeli, aday 6gretmenleri dogrudan derse girdirmemeli, kontrol mekanizmasini gelistirmeli ve
glven vermelidir. Okul yonetimi sicak bir ortam saglamali, uygun danisman 06gretmen vermeli,
oryantasyon egitimi vermeli ve aday o6gretmeni izlemelidir. Meslektaslar bilgi, tecriibe ve kaynak
paylasiminda bulunmali, iyi 6rnek olmal ve ilgi gbstermelidir. Aday 6gretmenlerin kendileri ise ilgili kitap
ve vyayinlari takip etmeli, meslektaslarini gozlemlemeli, arastirma yapmali, ¢agin 6grencilerinin
ozelliklerini bilmeli, drama gibi yeni egitimler almalidirlar. Tablo 9’da belirtilen, aday 6gretmenlere
verilen onerilere iliskin bazi 6gretmen ifadeleri soyledir:
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K2: “Diger meslektaslarini ¢ok iyi gézlemlemeli. Hatta bos zamanlarinda diger Ggretmenlerin
derslerine girmeli, gérmeli. K3: Yenicadin ¢ocuklarini arastirsinlar. Yenicagin ¢ocuklari nelerden hoslanir,
neleri sever? Clinkii bizim eski egitim sistemimizde aldigimiz kaliplar bu ¢ocuklara uygun dedil...”

Tablo 9.
Ogretmenlerin, Aday Og§retmenlerin Sosyallesme Siirecini Kolaylastirmak igin ilgililere Onerileri.
Ana f
Kategori Kategori Alt kategori (k-6)
MEB’e Gneriler e Dogrudan derse girdirmemeli (K1, K5, O3) 11
e Uygun danisman verilmesini saglamali (K1, O8) (6-5)

o Kontrol mekanizmasini gelistirmeli (K2)
o Adaylik egitimi vermeli (K5, 01, 03, 04)
e Bakanlik olarak gliven vermeli (K4)

Okul ¢ Uygun danisman vermeli (K2, K5, 01, 03, 04) 14
yonetimine e Sicak bir ortam saglamali (K1, K4, 02) (6-8)
oneriler e Oryantasyon egitimi vermeli (K5, 01, 03, O5)

o Aday dgretmeni izlemeli (K2, 03)
Meslektaslara o Dersle ilgili kaynak paylasmali (K5) 19
oneriler o Tecriibelerini paylasmali (K1, K4, K5, 01, 03, 05) (11-8)

o lyi 8rnek olmali (davrans, giyim, konusma) (K3, 03)
e Pedagojik anlamda yardim etmeli (K3, 03)

e Kuruma ait hissetmesine yardim etmeli (K2)

o Yakin davranmali, ilgi géstermeli (K1, K2, O5)

o Bilgilerini paylasmali (K3, K4, 01, 03)

Ogretmenlerin, aday 6gretenlerin sosyallesme siirecini kolaylastirmak
icin ilgililere onerileri

Aday ¢ Meslektaslarini izlemeli (K1, K2, 01) 15
6gretmenlere e Psikoloji kitaplari okumali (K3) (10-5)
6neriler e Arastirma yapmali (K3, K5)
e Yeni egitim yayinlarini takip etmeli (Uluslararasi) (K3,
K5, 01, 02)
e Yeni egitimler (drama, ingilizce, Montessori) almal
(K5, 02)
e Yenicag oOgrencilerinin 6zelliklerini bilmeli (K3, K4,
01)

Orgiitsel Sosyallesmenin Yerlesme Asamasina Yonelik Bulgular

Ogretmenlere aday 6gretmenlik sonrasinda meslege ve okul hayatina iliskin degisme ve gelismeleri
nasil 6grendikleri soruldugunda, 6gretmenler meslektaslarla iletisim (f=6), internet (f=4), okul yonetimi
ve resmi yazilar (f=4), kitaplar (f=2), arastirma yapma (f=3), mifettislerle iletisim (f=2), hizmet i¢i seminer
(f=1) ve yiksek lisans egitimi (f=1) yoluyla degisme ve gelismeleri takip ettiklerini belirtmislerdir.

Okul hayatinin ve 6gretmenlik mesleginin gereklerinin yeterince 6grenilip 6grenilmedigine iliskin
soruya; 6gretmenlerin ¢ogu (6 6gretmen) yeterince 6grenmedikleri ve 6grenmenin asla bitmeyecegi; bir
kismi ise (4 6gretmen) 6grendikleri yoniinde goris belirtmistir. Konuyla ilgili bazi 6gretmen ifadeleri
soyledir:

03: “.. cocuklar dedisiyor, teknoloji dedisiyor. Hakikaten ben séyle diisiiniiyorum, kendimizi
yenilemenin sonu yok. Daha yapilacak cok sey varmis gibi. 02: Bir doktora kalbin yeri degisiyor, bébregin
yeri degisiyor diyemezsiniz ama bizde 6yle dedgil. Bilgiler siirekli giincellenmek zorunda. Bu giincelligi
yakalamak igin sizin de siirekli kendinizi giincellemeniz lazim. Yazilm yiiklemeniz gerekli.”
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“Mesleginizdeki degisme ve gelismeleri takip etmenizde ilgililer (okul yonetimi, meslektaslariniz ve
MEB) neler yapmaktadir? Bunlari yeterli buluyor musunuz, siz neleri, nasil yapmalarini énerirsiniz?”
sorusuna yonelik 6gretmenler meslekteki degisme ve gelismeleri takip etmede MEB'’in yaptiklarini s6yle
siralamaktadirlar; internet (zerinden yayinlayarak degisme ve gelismeleri duyurma (01), personel
gorevlendirmesi yaparak sunumlar diizenleme (02), yurtdisindan gelen konuklarla seminerler
diizenleme (01). Ogretmenlerden biri (03) MEB’in herhangi bir gelismeyi iletmedigini belirtirken, bir
dgretmen de (02) MEB’in gelismeleri dgretmenlere bildirmesinin zor oldugu konusunda goriis
bildirmistir. Diger taraftan dgretmenlere gére okul ydnetimi ise sunumlar yaparak (02), resmi yazilar
gondererek (03, 04, 05, 04), egitimler konusunda destekleyerek (01), degismelere uyum saglanip
saglanmadigi konusunda gézlemler yaparak (03), 6gretmenlerin meslekle ilgili gelisme ve degisimleri
takip etmelerini saglamaktadir. Arastirmaya katilan 6gretmenler meslektaslarin sunumlar yaparak (01,
02) ve internetten bilgiler paylasarak (03) degisme ve gelismeleri aktardiklarini belirtmislerdir. Ancak
dgretmenlerden biri meslektaslarin bu konuda bir calisma yapmadigini (05) ifade etmistir.

Arastirmaya katilan 6gretmenlerin ¢cogu (8 6gretmen) meslekteki gelisme ve degismeleri takip
etmelerinde ilgililerin yapmis oldugu faaliyetleri yeterli bulmazken iki 6gretmen yapilan faaliyetleri
yeterli bulmaktadir. “Meslekteki degisme ve gelismeleri takip etmenizde ilgililerin neleri, nasil
yapmalarini 6nerirsiniz?” kisminda ise 6gretmenler, yoneticilerin 6gretmenlere destek olmasi gerektigini
ve MEB'in gelismeleri kisilerin elektronik posta adreslerine géndermesi gerektigini (O1), sunumlarin
saatlik olmasi yerine, uzun siireli egitimlerin olmasi gerektigini (02), MEB’in ¢alisanlarini segerken kendi
kendini gelistirebilen kisilerden secmesi gerektigini (02), MEB’in egitimleri yayginlastirmasi gerektigini
(04), MEB’in daha sistematik ¢alismasi gerektigini (O5) ve MEB’in bilgilendirme bildirimlerini artirmasi
gerektigini (O5) belirtmislerdir.

“Kendinizi gérev yaptiginiz okulun bir pargasi olarak goriiyor musunuz? Litfen nedenini belirtiniz.”
sorusuna 6gretmenlerin gogu (9 6gretmen) okulun pargasi olduklarini belirtmistir. Kendilerini okulun bir
parcasi olarak hissetmelerine iliskin olarak; 6gretmenlerin lUg¢li 6gretmen fikirlerinin gevresindekiler ve
idare tarafindan kabul gérmesini; 6gretmenlerin Ugi iletisim ve sosyallesmenin okul igerisinde saglanmis
olmasini; diger gl ise aidiyet duygusu ve destek gormeyi neden olarak gostermistir. Bu konuda bir
dgretmenin ifadeleri soyledir: O4: “Elbette gériiyorum. Ciinkii okulum benim (iniversitede aldiGim
doktora egitimimi destekliyor. Akademik olarak, maas olarak, arkadas ¢evresi ve kiiltiirel ¢evre olarak
destekliyor.” ifadesini kullanmustir.

“Kendinizi 6gretmenlik meslegiyle biutlinlesmis hissediyor musunuz? Bagka bir ifadeyle mesleginizle
kisiliginizin  ortlistiglini soyleyebilir misiniz? Lutfen nedenini belirtiniz.” sorusuna biri harig
O0gretmenlerin tamami 6gretmenlik meslegi ile butlinlestigini belirtmistir. Alti 6gretmen iyi birer
o6gretmen olduklarini disindikleri icin meslekleriyle bitinlestiklerini belirtmistir. Digerleri ise 6gretme
eyleminin ve iletisim icerisinde olmanin kendilerine mutluluk vermesi nedeniyle 6gretmenlik melegiyle
bitiinlestiklerini belirtmislerdir. Ogretmenlik mesleginin kisiligine uyduguna dair bir gretmen (03):

“Cok, ¢cok uygun. Diinyaya yeniden gelsem yine dégretmen olurdum. Bir kere ben ¢ocuk ruhluyum,
ikincisi sicakkanlyim, iletisimim kuvvetli. Yani iletisimi seviyorum, ¢ok disa déniik biriyim. Kendimi
yetistirmeyi seviyorum; yani yeni seyler 6grenmeyi seviyorum. Ben o yiizden iyi ki de bu meslekteyim.
Hatta ben 6gretmen olmak igin yaratildigimi disiiniiyorum” ifadelerini kullanmistir.

“Imkaniniz olsaydi dgretmenlik meslegini birakmayi ya da baska bir meslege gecmeyi diisiinir
miydiniz?” sorusuna yonelik bes Ogretmen meslegi birakmayl ve baska bir meslege ge¢meyi
distinmedigini, dort 6gretmen baska bir meslege ge¢meyi distindlgini, bir 6gretmen de bu konuda
kararsiz oldugunu belirtmistir. Baska meslegi secmeyi dislinen 6gretmenler gerekce olarak farkl
sebepler belirtmislerdir. iki 8gretmen, okul ydnetimi ve velilerin siirekli var olan elestirel bakis agisindan
dolayi, bir 6gretmen, 6gretmenin ¢alismalarinin takdir edilmediginden dolayi, bir 6gretmen de 6grenci,
veli ve idare ile ugrasmanin zor olmasi ve meslegin maddi tatmininin de dusiik olmasindan dolayi
meslegi birakabilecegini belirtmistir. Meslegi birakmayi disiinmeyen 6gretmen (03):“Hayir
diisiinmezdim. Ciinkii ben bu is icin yaratildigimi diisiiniiyorum. Diinyaya gelis amacimin bu oldugunu
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diisiiniiyorum.” seklinde goériis belirtirken olumsuz gériis bildiren dgretmenlerden birisi (01) “...nitekim
6gretmenligin sayginhdinin git gide diistiigiinii gézlemliyorum. Yaptiginiz hicbir sey igcin takdir
edilmiyorsunuz. ... Bazen topluma yararli olmak yerine, baskalari igcin ve bos yere c¢alistiginizi
diisiiniiyorsunuz” seklinde goruslerini belirtmistir.

Tartisma, Sonug ve Oneriler

Ogretmen sosyallesmesi, 6gretmenin disaridan biri olmaktan ¢ikip okulun etkin bir {yesi haline
gelmesini ifade etmektedir. Egitimin onemli aktérleri olan 6gretmenlerin okula karsi aitlik duygusunu
hissetmelerinde sosyallesmenin édnemli bir payi bulunmaktadir. Bu siirecte 6gretmenler giris 6ncesi, giris
ve yerlesme olarak adlandirilan ¢ asamali bir siirecten gegmektedirler. S6z konusu bu asamalar dikkate
alinarak yapilan bu galismada 6gretmenlerin sosyallesme siireci ortaya konulmustur.

Arastirmaya gore 6gretmenler cogunlukla géreve baslamadan 6nce rehberlik eden ve iletisimi gigli
bir okul ydonetiminin, ilgili ve yardimci meslektaslarin, saygili ve 6grenmeye hevesli 6grencilerin, yardimci
ve destek veren velilerin olmasi gibi iyimser beklentilere sahiptirler. Ogretmenler, géreve baslamadan
once meslege iliskin saygl ve deger gorme, etkili bir 6gretmen olma, cevre ve topluma faydal olma ve
dgretim konusunda 6zerk olma ydniinde beklentiler gelistirmislerdir. Ogretmenler, veli, grenci, okul
yonetimi ve toplumdan saygi ve deger gormeyi beklemektedirler. Bu bulguyu dogrulayacak sekilde Uras
ve Kunt (2006) 6gretmen adaylarinin toplum ve gevre tarafindan saygi gérme, sevilme, gliven duyulma,
onemsenme gibi Ust diizey sosyal beklentilerinin oldugunu tespit etmislerdir. Ayrica 6gretmenlerin gevre
ve topluma faydal olma, etkili bir 6gretmen olma gibi kendilerine sorumluluk yikleyen idealist
beklentilere sahip olmasi da oldukga anlamli ve dikkat ¢ekicidir.

Arastirmaya katilan 6gretmenlerin ¢ogunlugu aldiklari lisans egitiminin onlari okul hayatina ve
meslege yeterli dizeyde hazirlamadigini ifade etmistir. Egitim fakultelerinin ya da lisans egitiminin
istenen nitelikte olmadigi bircok ¢alismada (Akdemir, 2013; Sahin & Kartal, 2013; Ustiiner, 2004; YOK,
2007) vurgulanmistir. Ancak lisans egitiminin bu alandaki yetersizligini gidermek lizere mevzuat olarak
gesitli adimlar atilsa da, uygulamada istenen diizeye ulasiimadigi agiktir. Ornegin egitim fakiiltelerinin
yeniden vyapilandiriimasi cercevesinde uygulama agirlikli 6gretmen yetistirilmesi hedeflenmesine
ragmen, bunda etkili olunamamistir (Ustiiner, 2004). Ayrica lisans egitiminin ya da 6gretmenlige
hazirlayan programlarin yetersizligi, sadece Tirkiye’de degil, yabanci Ulkelerde de s6z konusudur.
Ornegin Angelle de (2002) Amerika’da yaptigi bir calismada 6gretmenlik programlarinin &grencileri
o6grenme ve 6gretme diinyasinin gerceklerine yeterince hazirlamadigini ve bu programlarin teori ve
pratik arasindaki boslugu doldurmadigini belirtmektedir.

Ogretmenler géreve baslamadan 6nce kitap ve siireli yayinlari okuyarak, ilgili kurs ve seminer gibi
programlara katilarak ya da tecribeli insanlarla etkilesimde bulunarak mesleki bilgilerini artirmiglardir.
Ogretmenler ilgili 6rgiit ve kisilere sorarak ve internetten arastirmalar yaparak calisacaklari okul
hakkinda bilgi edinmislerdir. Goriildigi gibi lisans egitiminin onlari meslege yeterince hazirlamadigini
disltinen o6gretmenler, lisans egitiminin yetersizliklerini bireysel c¢abalariyla kapatmaya calismislardir.
Ogretmenler, kendi cabalari ile edindikleri dogru bilgi ve paylasimlarla mesleki bilgilerini arttirmislardir.

Arastirmaya katilan 6gretmenlerin ¢ogu, beklentilerinin biyilk olgiide gerceklesmedigini ve bir
“gerceklik soku” yasadiklarini ifade etmistir. Ogretmenlerin gerceklik soku yasamasina neden olan
baslica sebepler ise zorlu okul ve gevre sartlari, kati ve ilgisiz yonetim, meslektaslar arasi iletisimsizlik ve
yikicl rekabet, 6grenci saygisizhigl, tecribe eksikligi ve teori-pratik uyusmazligidir. Bunlarin disinda
gerceklik soku yasama nedenlerine iliskin bir 6zel okul 6gretmeninin yaraticiiginin kisitlandigi, meslekte
bekledigi 6zerkligin olmadigl ve velilerin okul islerine gereginden fazla karistigi yoniindeki gorusleri
dikkat cekicidir. Ozel okul &gretmelerinin cesitli nedenlerle (izin almanin zorlugu, yénetimin karsi
citkmasi, isten cikarilma korkusu vb.) arastirmalara ¢ok fazla dahil edilmedikleri bilinmektedir. Ancak
arastirmaya katillan oOgretmenin belirttigi gorusler, 6zel okullarda calisan 6gretmenlerin de ciddi
sikintilarla bas etmek zorunda kaldiklarinin bir isareti olabilir. Literatlir incelendiginde genellikle
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o6gretmenlerin goreve baslamadan 6nceki beklentileri ile géreve basladiktan sonra karsilastiklari gercek
durumun pek ortigsmedigi ve gergeklik soku yasadiklari gérilmektedir. Bu arastirmada da belirtildigi gibi
zorlu okul ve cevre sartlar, 6gretmenlerin karsilastiklari ve uyum saglamada zorlandiklari baglica
etkenlerdendir (Korkmaz et al., 2004). Turkiye’de goéreve yeni baslayan 6gretmenlerin 6zellikle dogu
illerine atandig (Erdogan, 2015) ve oradaki ¢evre ve okul kosullarinin merkezdekilere gére daha yetersiz
oldugu dislinilduginde 6gretmenlerin bu baglamda bir sok yasamasi olasidir. Diger yandan tecriibe
eksikligi ve teori-pratik uyusmazligi, mezun olup atamasi yapilan 0Ogretmenleri zor durumda
birakmaktadir. Bunun disinda yoneticilerin kati ve ilgisiz olmasina yonelik sikdyetler de bir¢ok ¢alismada
dile getirilmistir. Ornegin Quaglia’nin (1989) yaptigi calismada 6gretmenler, midiirlerden destek ve
rehberlik beklediklerini; ancak mudirlerin daha ¢ok bir degerlendirici roli Ustelendiklerini
belirtmislerdir. Benzer sekilde Ozgan (2013) géreve yeni baslayan dgretmenlerin okul yéneticilerinden
okulun durumu, isleyisi, kisiler arasi iliskiler, ¢cevre, sosyal faaliyetler ve duyussal (saglikh iletisim, ilgi
gosterme, adil olma vb.) alanlarda destek ve rehberlik beklediklerini ortaya koymustur.

Arastirmaya gore 6gretmenlerin hem meslege hem de okula uyum saglamlarinda okul yénetimi ve
temel ve hazirlayici egitimler pek etkili olmazken bireysel faaliyetler ve meslektas faaliyetleri 6n plana
¢ikmaktadir. Bu bulguyu dogrulayacak sekilde Burgaz vd. (2013) 06g8retmenlerin  mesleki
sosyallesmelerinde 0Ozellikle meslektaslarin etkili oldugunu, okul ydnetimlerinin ise yetersiz kaldigini
saptamislardir. Benzer sekilde Cheng ve Pang’in (1997) yapmis oldugu arastirmada da bireysel 6gretmen
ozellikleri ve meslektaslar, sosyallesme sirecindeki “destekleyici faktorler” olarak nitelendirilmistir.
Quaglia (1989) arastirmasinda, meslege yeni baslayan 6gretmenlerin en buyik destek ve rehberlik
kaynaginin, daha deneyimli 6gretmenler oldugunu ortaya koymustur. Bununla birlikte yeni baslayan
ogretmenler yetersiz olduklari konulari agik¢a belirtmekten ¢ekinmektedirler (Quaglia, 1989). Dolayisiyla
o6gretmenlerin sosyallesme siirecini kolaylastirmak amaciyla meslektas etkilesimini arttirmak igin
mentorlik ve kogluk gibi sistemlerin aktif olarak uygulanmasi yararl olabilir.

Ogretmenlerin hem meslege hem de okula uyum saglamalarinda MEB’in miifettis gérevlendirme,
aday Ogretmenlik sinavi yapma ve temel ve hazirlayici egitimler diizenleme gibi faaliyetleri olmasina
ragmen oOzellikle temel ve hazirlayici egitimlerin etkili olmadigi yoninde elestiriler yapilmistir. Benzer
sekilde Karasolak, Tanriseven ve Yavuz-Konakman (2013) cinsiyet, kidem ve branslarina bakilmaksizin
o6gretmenlerin hizmet ici egitim faaliyetlerine iliskin tutumlarinin olumsuz oldugunu tespit etmislerdir.
Cogaltay (2015) ve isler-Giilmez (2004) hizmet ici egitim faaliyetlerinin 6gretmenler tarafindan yetersiz
ve ihtiyaci karsilamaktan uzak gorildigiini saptamistir. Bu egitimlerin sadece bir formalite olmaktan
¢ikarilip, 6gretmenlerin ihtiyac ve oOnerileri dogrultusunda yapilandirilip sunulmasi gerekmektedir.
Arastirmada o6gretmenlerin sosyallesmelerinde miifettislerin de etkili olabilecegi gorilmustir. Ancak
ginimuizde sinif denetiminin kaldiriimasiyla birlikte 6gretmen ve mifettisin yiiz ylze gelmesi pek
mimkin gériinmemektedir. Bu bakimdan mifettislerin denetleme amaci olmaksizin danismanlik ve
gelistirme amaciyla 6gretmenlerle etkilesim halinde olmalari saglanabilir. Ozellikle kéylerde nispeten zor
kosullarda ve yalniz miicadele etmek zorunda kalan 6gretmenlerin sosyallesmelerinde ve motive
olmalarinda mifettislerin etkili olacagi soylenebilir.

Ogretmenlerin meslege uyum kapsaminda &zellikle internet odakli bireysel faaliyetleri (online
egitimlere katilma, yeni bilgileri takip etme vb.) 6n plana ¢ikmaktadir. Buradan yola gikarak, ozellikle
MEB'in internet araciligi ile 6gretmenlerin mesleki eksik ve ihtiyaglarina gore film, sunum vb. materyaller
hazirlamasi saglanabilir. Tiirkiye’de egitimcilerin gelismesi amaciyla kurulan Ogretmen Akademisi
Vakf'nin (ORAV) dgretmenlere yonelik olusturdugu “e-kampiis” sistemi sz konusudur. Ogretmenler bu
sayede internet araciligl ile e-derslere katilabilmekte, derslerle ilgili materyaller indirebilmekte ve
birbirleriyle sohbet edebilmektedirler (ORAV, 2012). MEB de bu tiir olusumlar yaparak égretmenlerin
mesleki gelisimlerine katki getirebilir.

Ogretmenlerin hem meslege hem de okula uyum saglamalari konusunda &zel okullar kamu okullarina
gore daha fazla gaba gostermektedir. Oysa etkili 6gretmen sosyallesmesi, bireysel 6zelliklerden ziyade
okuldaki sureglerin bir sonucudur (Angelle, 2002). Okul yonetimlerinin 6gretmenlere yonelik ¢abalari,
tutum ve davraniglari 6gretmenlerin sosyallesmelerini; dolayisiyla is doyumu ve motivasyonlarini
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etkilemektedir. Ancak ne yazik ki kamu okulu yoneticileri 6zel okul yoneticilerine goére bu konuda daha
az ¢aba gostermektedir. Nitekim Karakose ve Kocabas (2006) tarafindan yapilan bir arastirmada o6zel
okul 6gretmenleri, okul yoneticilerinin tutum ve davraniglarinin is doyumu ve motivasyonlarini arttirdigi
goristne blylk dlgude katilirken, kamu okulu 6gretmenleri az katilim gostermislerdir. Bu noktada kamu
okul yoneticilerinin 6gretmenlerin sosyallesmesinde daha fazla ¢aba gostermesi gerekmektedir. Bu
bakimdan kamu okullarinin da 6gretmenleri egitimler konusunda tesvik etme, oryantasyon programlari
hazirlama, tanisma yemekleri dizenleme, egitsel konularin tartisilacagl bir ortam sunma gibi uyum
sirecini kolaylastiracak faaliyetler diizenlemesi yararh olabilir.

Ogretmenler aday 6gretmenlik sonrasinda meslege ve okul hayatina iliskin degisme ve gelismeleri
meslektaslarla iletisim, internet, okul yonetimi ve resmi yazilar, kitaplar, arastirma yapma, mifettislerle
iletisim, hizmet i¢i seminer ve lisansistii egitim yoluyla takip etmektedirler. Ogretmenlerin ¢ogunlugu
meslegin ve okulun gereklerini yeterince 6grenmediklerini; ¢linkii 6grenmenin bitmeyen bir siireg
oldugunu belirtmislerdir.

Ogretmenlerin biyiik cogunlugu meslekleriyle kisiliklerinin &rtiistiigiinii belirtmekte ve kendilerini
goérev yaptiklari okulun bir parcasi olarak gérmektedirler. Ogretmenlerin meslekleriyle kisiliklerinin
ortismesi konusunda benzer bir sonug da Karaman’in (2008) yapmis oldugu calismada ortaya ¢ikmistir.
Arastirmaya katilan 142 6gretmenin 89’u meslegiyle kisilik 6zelliklerinin uyustugunu belirtmistir. Bu
bulguya dayanarak 6gretmenlerin meslekleriyle 6zdeslestiklerini séylemek mimkinddr.

Arastirmaya katilan  6gretmenlerin  yarist  imkanlarinin  olmasi  durumunda  mesleklerini
degistireceklerini belirtmistir. Benzer bir sonug Tirk Egitim Dernegi’'nin (TED) (2014) 1701 6gretmen
Uzerinde vyaptigl arastirmada da gorilmistir. “Tekrar ayni meslegi secer miydiniz?” sorusuna
dgretmenler olumsuz yanit vermislerdir. Ogretmenlerin ¢ogunlugunun kendilerini okullarinin bir parcasi
olarak gérmelerine ve meslekle biitiinlestiklerini soylemelerine ragmen imkanlarinin olmasi durumunda
mesleklerini degistireceklerini belirtmeleri olduk¢a dusindiricidir. Bu durum oOgretmenlerin tam
anlamiyla mesleki baglilik ya da mesleki adanmighk gelistirmediginin géstergesi olarak kabul edilebilir.
Mesleklerini degistirmek isteyen 6gretmenlerin gerekgeleri sunlardir: Okul yonetimi ve velilerin surekli
var olan elestirel bakis agisi, 6gretmenin calismalarinin takdir edilmemesi, meslegin maddi tatminin
diisik olmasi, 6grenci, veli ve idare ile ugrasmanin zor olmasidir. Aslinda 6gretmenlerin belirttigi bu
gerekceler diger bircok calismada da dile getirilmistir. Ornegin Demir ve Arn (2013) tarafindan 99
o6gretmenle yapilan calismaya gére performansin takdir edilmemesi ve gelirin disik olmasi baslica
O0gretmen sorunlari arasindadir. Karaman’in (2008) calismasinda 6gretmenler mesleklerinin yipratici bir
meslek oldugunu belirtmis ve maddi imkanlarin yetersizligini isten kismen doyum saglama
nedenlerinden biri olarak gdstermislerdir. ilkokul &gretmenlerinin, dgrencilerin egitim yasamlarinin
temelini atan son derece kritik bir rol oynadiklari agiktir. Gegim sikintisi ya da maddi yetersizlikler iginde
hareket eden Ogretmenlerden nitelikli bir egitim beklemek pek inandirici degildir. O ylzden
o6gretmenlerin maddi yetersizliklerinin bir an 6nce giderilmesi gerekmektedir. Maddi ihtiyaclarinin yani
sira 6gretmenlerin takdir edilme gibi psikolojik ihtiyaglarinin karsilanmasi da is doyumlari agisindan
oldukga dnemlidir. Buna ragmen bu ihtiyacin yeterince 8nemsenmedigi bilinmektedir. Nitekim Ozgan ve
Aslan’in  (2008) calismasinda 6gretmenler, yoneticileri tarafindan yeterince takdir gérmediklerini
belirtmislerdir. Oysa takdir edilme eksiligi, gunliik islerin monotonlugu ve 06grenci sorunlari
ogretmenlerde hayal kirikligr ve motivasyon diistkligu gibi olumsuz etkilere neden olmaktadir (TED,
2014).

Arastirmaya katilan 6gretmenlerin, aday 6gretmenlerin sosyallesme sirecini kolaylastirmak igin
onlari dogrudan derse girdirmeme ve adaylik egitimi verme gibi MEB’e 6nerileri vardir. MEB Ogretmen
Atama ve Yer Degistirme Yonetmeligi’'ne (2015) gore aday 6gretmenlerin yetistirilme programi almasi
gerekmektedir. S6z konusu program; sinif ve okul igi izleme faaliyetlerini, 6gretmen uygulamalarini, okul
disi faaliyetleri ve hizmet ici egitim faaliyetlerini icermektedir. Bu program boyunca aday 6gretmene
ders gorevi verilmeyecegi ve her aday 6gretmenin bir danisman 6gretmeni olacagi belirtiimektedir (MEB,
2015). MEB’in (2016) vyayinladigi, 6gretmen yetistirme programinda yer alan calisma konulari
incelendiginde, kitap okuma, film izleme, diinden bugiine 6gretmenlik, ulusal ve uluslararasi egitim
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projeleri ve etkili iletisim ve sinif yonetimi gibi hem kisisel hem de mesleki gelisime yonelik konular
oldugu gorulmektedir. Dolayisiyla MEB’in aday 6gretmenlerin sosyallesmesine yonelik adaylk egitimi
gibi faaliyetleri mevcuttur ve aday 6gretmenler dogrudan derslere girmemektedir. Bu durumda MEB’in
faaliyetlerinin 6gretmenler tarafindan yeterince bilinmedigi ya da 0Ogretmenlere duyurulmadig
soylenebilir.

Arastirmaya katilan 6gretmenlere gore aday 6gretmenlerin sosyallesme sirecinin etkililigi icin MEB,
uygun danisman 6gretmen atanmasini saglamali, kontrol mekanizmasini gelistirmeli ve Bakanlik olarak
given vermelidir. Okul yonetimi sicak bir ortam saglamal, uygun danisman 0Ogretmen vermeli,
oryantasyon egitimi vermeli ve aday ogretmeni izlemelidir. Meslektaslar bilgi, tecriibe ve kaynak
paylasiminda bulunmal, iyi 6rnek olmali ve ilgi gostermelidir. Aday 6gretmenlerin kendileri ise ilgili kitap
ve yayinlari takip etmeli, meslektaslarini goézlemlemeli, arastirma yapmali, c¢agin 06grencilerinin
ozelliklerini bilmeli, drama gibi yeni egitimler almalidirlar. Bunlarin disinda arastirma sonugclarindan
hareketle 6gretmenlerin sosyallesme siirecini kolaylastirmaya ve ileride yapilacak arastirmalara iliskin su
onerilerde bulunmak mimkiindir:

e MEB tarafindan 6gretmenlerin ihtiyaglarina gore derslerle ilgili materyaller temin edebilecekleri ve e-
derslere katilabilecekleri web tabanli yapilar olusturulmahdir.

e Meslektas etkilesimini arttirmak icin mentorlik, kogluk gibi sistemler aktif olarak uygulanmalidir.
e Hizmet ici egitimler 6gretmen 6nerileri dogrultusunda yapilandirilip sunulmalidir.

e Kamu okullari, 6gretmenleri kendilerini gelistirme konusunda tesvik etme, oryantasyon programlari
hazirlama, tanisma yemekleri dizenleme vb. faaliyetler dizenleyerek sosyallesme sirecini
kolaylastirmalidir.

e Bu arastirma sadece Ankara’da goérev yapan ilkokul &gretmenleriyle sinirli tutulmustur. ileriki
calismalarda ortaokul ve lise egitim kademlerinde gorev yapan 6gretmenlerin sosyallesme siirecleri de
arastirilmalidir. Ozellikle dogu illerinde gérece daha zor kosullar altinda gérev yapan égretmenlerin
sosyallesmelerinin ortaya konulmasi uygulama alanina biiytk katkilar getirebilir.
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