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From the Editor in Chief

Dear producers and consumers of knowledge,

| would like to share the happiness of being with you again with second issue of Pegem Journal of
Education and Instruction (PEGEGOG) in 2019. Initially, | want to thank you for the increasing interest for
our journal.

The popularity of the journal of PEGEGOG continues to grow, with over a hundred papers received in
last one year. Of these, about 30.00% were accepted for publication. This is good news for our journal.
On the other hand, | have to indicate that there were critical problems in terms of format within these
articles as stated in the previous issue. First of all, unfortunately we had to reject some articles as in
many of them there were texts very similar to ones in different articles. At first step, we scan all articles
in i-Thenticate program to determine the exact quotations from other resources. After this scan, we
reject the articles detected to have exact quotations at a high rate without initiating peer-review
process. Apart from that, we also send back the articles not written in an academic format not to disturb
our reviewers unnecessarily.

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

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

Sincerely yours,

Prof. Dr. Ahmet DOGANAY
Editor in Chief
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Editérden

Degerli bilgi Uretici ve tiketicileri,

Pegem Egitim ve Odretim Dergisi’nin (PEGEGOG) 2019 yili ikinci sayisi ile sizlerle bir kez daha beraber
olmaktan duydugum mutlulugu paylasmak istiyorum. Oncelikli olarak dergimize olan ilginin sirekli
artmasi nedeniyle sizlere tesekkiir etmek isterim.

PEGEGOG dergisinin popdilaritesi artmaya devam etmekte olup, son bir yil icinde yiizden fazla makale
alinmistir. Bunlarin yaklasik% 30.00’u yayina kabul edilmistir. Bu, dergimiz igin sevindirici bir haberdir.
Ancak Uzllerek belirtmem gerekiyor ki, dnceki sayida belirttigimiz gibi bu makalelerin bazilarinda format
agisindan dnemli sorunlar vardi. Oncelikle bircok yazarimizin makalesindeki metinlerin baska makale ya
da metinlerle birebir benzerligi nedeniyle Gzilerek ret etmek zorunda kaldik. Bize gelen tim makaleleri
ilk 6nce I-thenticate programiyla diger kaynaklardan birebir alintilari belirlemek icin tariyoruz. Bu tarama
sonucunda yiiksek oranda birebir alinti oldugu belirlenen makaleleri hakem siirecine géndermeden 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 amaclar 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 doniismesini ve onlardan anlam ¢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 tiketicilerinin 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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Introduction

Different disciplines must have a place in school environments and be taught without being isolated
from each other. For this reason, high-level of thinking and approaching the problems with different
perspective could be provided and rich learning environments could be created (McComas & Wang,
1998). Interpretation of gathered information could be made easier (Kaya, Akpinar & Gokkurt, 2006;
Oztiirk & Tantekin Erden, 2011). There are different ways of merging disciplines in an educational aim.
According to Stoddart, Pinal, Latzke and Canaday (2002) disciplines can be merged in three different
ways as; thematic, integrated and interdisciplinary. In interdisciplinary way, basically education of only
one discipline is aimed. Particular themes and subject are being taken from other disciplines that are in
use. These themes and subjects are used to support the education of the discipline in base. For instance;
creativity involved skills in art might be used in the education of sceptic science courses. What is prior
here is to learn the new science concept. This way, connections among merged disciplines are
emphasized. But it is considered that there are significant differences among disciplines, too (Stoddart
et al., 2002). In this study, science and visual arts are merged by interdisciplinary way. Various visual art
activities (candle-making, relief, sculpture, print and poster arts) are used for science education. The
literature in the field also suggests visual arts to be used in science education (Buczynski, Ireland, Reed &
Lacanienta, 2012; Frazier, 2006; Tirkoguz, 2008).

Until a few years ago, the term ‘art’ was used to mean pre-carrier hobby things (Needle, Corbo,
Wong, Greenfeder, Raths & Fulop, 2007). It is understood that this sense of art does not address only
affective aspects but also improve the cognitive skills (observation, perception, interpretation,
synthesizing, creative-thinking, critical perspective, etc.) (Capar, 2006; Oztiirk & Tantekin Erden, 2011;
San, 2001). By discovering this effect of art, today, education of maths, social studies, science, history,
foreign language etc. courses benefit from art (San, 2001).

From past to present, scientific events have been forming main themes for artists. For instance,
painter Joseph Wright painted the scientific discussions that Robert Boyle was doing while inventing the
vacuum pump. Daily phenomena like sky and earth are often painted by artists (Campbell, 2004).
Marcus Tullius Cicero (B.C 106-43) stated this situation by stating “Art is born of the observation and
investigation of nature.” Artists use light theories, lens, camera, and other technological devices while
giving light effects and some chemistry information when working on ceramics (Campbell, 2004;
Poldberg, Trainin & Andrzejczak, 2013). To this respect, it can be said that art and science are in
constant interaction and benefit from each other (Unver, 2011).

Globally known scientists are also usually interested in art as merging art and science is a source of
inspiration to human (Gurnon, Voss- Andreae & Stanley, 2013). For scientific discoveries and
innovations’ to exist and to be able to improve science field, merging art and science has a significant
importance (Root-Bernstein & Root-Bernstein, 2013). Einstein stated this as “The greatest scientists are
artists as well”.

To adopt an interdisciplinary approach where science is supported with art might enable students to
think on not only science but also art. Students, not being limited to only one discipline, can see
different ideas beyond the discipline’s limits (Benedis-Grab, 2011). For this reason, they will have a
chance to have a richer education experience (Jones, 2009).

In science education programmes, it is aimed to train searching-interrogating, problem-solving, SPS
using individuals. So, the aim is not only teaching scientific information but to bring science related skills
that are going to be used in the process science education programmes (Ministry of National Education
[MEB], 2013a; b; 2018). The literature in the field indicates that these skills are not brought to students
sufficiently in terms of practice. (Hazir, 2006; Temiz, 2011; Ulu, 2011). For this reason, whether science
teaching supported by visual art activities develops SPS or not is investigated.
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Inquiry based education helps students to learn scientific information on their own and gather
experiences actively (Panasan & Nuangchalerm, 2010). Inquiry is considered as a go through to become
a scientist (Simsek & Kabapinar, 2010). Inquiry based education is closely related to the SPS. Inquiry
process includes using SPS actively. “SPS is the basic skill that makes learning science easier, improves
the ability to take responsibility, increases learning’s permanence and also introduces research ways and
methods” (Cepni, Ayas, Johnson & Turgut, 1997, p. 7). In short, SPS constitutes the base of a research
(Ergiil, Simsekli, Cahs, Ozdilek, Gogmencelebi & Sanli, 2011). It has been stated that inquiry based
science education might be an effective method to improve SPS.

In the study, four education modules have been developed to be applied in Applied Science courses.
Applied Science course is an elective course that has been introduced in 2012-2013 academic year.
Students at 5th, 6th, 7th and 8th grades can take this course. Education of science subjects is not the
main goal in Applied Science course. This course is an applied course that mostly aims to enable
students to discover the events happening in environments while having fun and experiencing with
various activities (MEB, 2013b). Applied Science course curriculum includes 20-30 learning outcomes for
each grade from 5th to 8th. Teachers can choose learning outcomes they find suitable to the context of
the school or students and teach according to these learning outcomes (MEB, 2012). For this reason,
Applied Science course has a flexible structure. It is aimed to develop students’ inquiry skills in Applied
Science course. Another aim of this course is to provide students to solve the problems by using SPS. By
bringing scientific thinking skills to the students, it is aimed to assist students to take the first steps to
become a scientist (MEB, 2013b). In research, each of the modules focuses on one of the Applied
Science course student learning outcomes. Modules consist of two main parts. Each module starts with
the IBA related learning outcomes in focus and continues with the VABA related learning outcomes.

In the present study, it is aimed to examine to find out whether the 5th grade (10-12 ages) students
of visual art supported and inquiry based science education has improved their SPS’. In this study,
research questions below are sought to be answered:

1. Does science education where science and visual arts are merged with an interdisciplinary way
support to improve the SPS’ of 5th grade (10-12 ages) students?

2. Does the inquiry based science teaching supported by visual arts contribute to the improvement of
the skills such as observation, comparison-classification, inference, prediction, estimation,
determining variables, designing an experiment, recognizing and using experiment materials and
instruments, measuring, collecting knowledge and data, recording data, data processing and forming
a model, interpreting data, and presentation?

3. Does qualitative data gathered for scientific process skills support the quantitative data?

This study is important for a couple reasons. Firstly, the designed and applied education within the
study might contribute on training SPS-using, researching-interrogating, problem-solving individuals.
Besides supporting science education with art might contribute positively on students’ cognitive skills as
well as affective and psychomotor skills (Ingram & Riedel, 2003; Tirkoguz, 2008). Within the scope of
this study, seven inquiry based and five visual art based activities are designed. Teachers can use these
activities in their classes. In literature, students’ academic learning outcomes on science subjects,
creative-thinking skills and attitudes toward science are examined in research where science subject is
merged with visual arts (Baggett & Shaw, 2008; Benedis-Grab, 2011; Furlan, Kitson & Andes, 2007;
Needle et al., Tlirkoguz, 2008), yet, SPS has not been studied much.

Method
Research Design
In this study, inquiry based science education supported with visual arts has been examined to find
out the contributions of this education on development of students’ SPS. One group pre-test-post-test

experimental design is used in the study. There is only one experimental group in this design and it
cannot be compared to another group. For this reason, there is no control group. Current study group’s
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condition of pre-education and post-education is determined by comparing their pre-test and post-test
scores (Buyukoztiirk, Cakmak, Akgiin, Karadeniz, & Demirel, 2008; Kiryak & Calik, 2017). The aim of the
study here is to test the effectiveness of the education designed by researchers. Also, triangulation
method is used to increase the study’s internal validity. Triangulation method has forms as data,
researcher, and theory and method triangulation. Data triangulation method is used by enriching and
empowering the quantitative data with qualitative data. To use qualitative and quantitative data
together in the same study provides data to complete each other and empower results of the research
(Baskale, 2016).

Study Group

The study is performed in spring period of 2013-2014 academic year in a public school in Mugla city
centre. Application is performed with 20 5" grade students (13 girls, 7 boys) studying Applied Science
course in this school.

Data Collection Tools

SPS Test designed by researchers and unstructured observation data registered during education
process were used as data collection tools in the study.

Scientific Process Skills Test: While test was being prepared, firstly the SPS included in 2013 Applied
Science course was examined. For each SPS in education programme, firstly 37 multiple-choice article as
at least two for each article were written. While multiple-choice articles were prepared, they were
developed in a way that students can answer in 1 course hour. Also, two correct answer choices not
being one under the other and correct answer choices had the same count. Opinions of three Science
teachers, one Turkish Language and Literature teacher and two lecturers studying in science field were
obtained. According to the feedback received by the experts, essential editing was made. For instance,
in an article where measuring skill is being tested, the experts reported that the reading on the
thermometer was not clear, so thermometer fluid’s colour was switched with a lighter one. Besides,
considering the feedback received by the experts like “Pictures might be clearer, distractor in the
question should be stronger, given data does not lead this inference completely, re-editing of this
question is necessary, etc.”, some editing was made. After editing, test has become a draft. Pilot scheme
of the test was applied with 210 5t grade students that did not participate in the original application but
did participate the sample that had similar features with original application. Data collected from pilot
scheme was analysed by SPSS 20 patch software. For each article, correct answers were scored as “1”,
wrong answers or blanks were scored as “0”. Cronbach Alpha reliability coefficient of SPS test calculated
as .82. Two variables, in the articles gauged as “0” or “1”, Kuder-Richardson 20, Cronbach’s alpha and
Hoyt’s analysis of variance formulas do show the same results (Bademci, 2006; 2011). As a result of the
analysis, five articles that were effecting reliability negatively were removed. For this reason, the 32
multiple-choice article test had its final form. In the test’s final form, there are at least one article for
each SPS. The distribution of the test articles is given in Table 1.

Unstructured observation: In the study, observation was conducted during the whole education
period. Observation is two types based on its structure. These are; structured observation and
unstructured observation. Unstructured observation is used in this study. Unstructured observation is
an observation type that gives the freedom of data gathering and recording to the observer without
having an earlier structuring (Bliyikoztirk et al., 2008). In this study, unstructured observation was
preferred to be able to observe what students do in education activities as a whole and register it.
During the education process, events that were happening in each course and their reasons are
recorded in detail. Observations were made by the first author of this study. Unstructured observation
data was used to enrich the quantitative data gathered from SPS Test by using data triangulation.
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Table 1.
Introduction of the SPS Test.

Scientific Process Skills Test Items
Observation 1,259
Comparison-classification 6,10
Inference 7
Prediction 4,8
Estimation 3,12
Determining variables 11
Designing an experiment 18, 25, 30
Recognizing and using experiment materials and instruments 20, 23, 26
Measuring 16, 17, 21
Collecting knowledge and data 14, 28
Recording data 22,24
Data processing and forming a model 27,29,31
Interpreting data 13,32
Presentation 15,19

Implementation

In study’s education process four modules that are designed by researchers are used. Each of
modules do focus on the education of one of the Applied Science course’s 5" grade learning outcomes.
Each of the modules is applied in 6 course hours (Each course is 40 min.). Each module is separated two
main part in itself as IBA and VABA. The modules in education, aimed learning outcomes, contents
included and applying periods are introduced in Table 2.

Table 2.
Introduction of the Modules Used in the Study.
Module Learning Outcomes Type of Activity Activities Duration (Hours)
Module 1 The students realize Inquiry Based e Making Tincture of 2
the effects of the Activities jodine
solution and melting e Making Cologne
events in their lives e Making Saline
and in nature. e Making Different
Coloured Candies
Visual Arts Based ¢ | Am Making A Candle 2
Activities (Candle Art)
e Poster Art 2
Module 2 The students realize Inquiry Based e Our internal Organs
that the system and Activities 2
organs in their body Visual Arts Based e Our internal Organs 2
work in unity. Activities (Relief Art)
e Poster Art 2
Module 3 The students observe  Inquiry Based e Habitats
the habitat around Activities 2
them and create a Visual Arts Based o | Am Creating A 2
sampling habitat. Activities Habitat (Art of
Sculpture)
e Poster Art 2
Module 4 The students Inquiry Based e Endemic Organisms 2
discover the flora Activities
and the faunain the  Visual Arts Based e Printing With Leaves 2
environment they Activities (Art of Printing)
live. e Poster Art 2
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Data Analysis

Analysis of Scientific Process Skills Test: For each article of SPS Test correct answers were scored as
“1”, wrong answers or blanks were scored as “0”. Data are loaded in SPSS 20 patch software by doing
so. Before beginning analysis of data, to state which of the tests are going to be used it is being viewed
that whether or not the pre-test and post-test data have a normal distribution. To test the normality of
a distribution with samples less than 29, Shapiro-Wilk Normality Test has been accepted as one of the
best tests. In this test if p>.05, it was found that data has normal distribution (Kayis, 2014; Oztuna, Elhan
& Ticcar, 2006).

Table 3.
Results of Shapiro-Wilk Normality Test.

Pre-Test Post-Test
Scientific Process Skills Statistics df p Statistics df p
Observation .54 20 .00* .85 20 .01*
Comparison-classification .63 20 .00* 43 20 .00*
Inference .64 20 .00* .49 20 .00*
Prediction .52 20 .00* .35 20 .00*
Estimation .58 20 .00* 49 20 .00*
Determining variables .54 20 .00* .61 20 .00*
Designing an experiment .87 20 .01* .82 20 .00*
Recognizing and using .84 20 .00* .70 20 .00*
experiment materials and
instruments
Measuring 46 20 .00* 41 20 .00*
Collecting knowledge and .80 20 .00* 77 20 .00*
data
Recording data .78 20 .00* 71 20 .00*
Data processing and 77 20 .00* .79 20 .00*
forming a model
Interpreting data .80 20 .00* 77 20 .00*
Presentation .52 20 .00* .52 20 .00*
Total .86 20 .01* .85 20 .01*

*p>.05 normal distribution

According to the results of Shapiro-Wilk Normality Test given in Table 3, it is stated that the data do
not show normal distribution. For this reason, Wilcoxon Signed Rank Test is used on non-parametric
related samples to state whether the students’ SPS are developed or not. In related samples design, the
results gathered from repetitive evaluation of the same participants is the subject (Blylkozturk, 2003).

Analysis of the unstructured observation data: For the analysis of the qualitative data gathered from
the unstructured observations, content analysis is used. Among the different approaches that can be
adopted for the use of content analysis, abstractor approach is adopted in this study. In the analysis of
abstractor content, key terms are determined before or during the analysis. These key terms might be
constituted by researcher or taken from literature examining whether they are placed in the qualitative
data (Hsieh & Shannon, 2005). In this research, key terms are taken from 14 SPS’ in Applied Science
Course Education Programme. It is determined that which SPS’ were students using for each activities
during the education period applied. Quantitative data is analysed by the first author of this study.
Qualitative data has been analysed two times in 15 days interval by the same researcher, and as a result,
90.00% similarity is determined between these two analyses. Disagreements between two analyses
were settled with the second researcher of the study through negotiation.
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Results

In this section, the findings gathered based on research questions are presented in separate
headings.

Findings for the First Research Question

For the question “Does science education where science and visual arts are merged with an
interdisciplinary way support to improve the SPS’ of 5t grade (10-12 ages) students?, the students’ total
scores of 32 multiple-choice article SPS Test are calculated separately for pre-test and post-test. The
students’ pre-test and post-test scores’ total is compared. The comparison of pre-test and post-test
scores is given in Table 4.

Table 4.

Comparison of the Pre-Test Post-Test Points of the SPS Test.

Post-Test - Pre-test N Mean Rank Sum of Rank z p
Negative rank 7 8.86 62.00 -1.61* A1
Positive rank 13 11.38 148.00

Equal

*On the basis of negative rank p<.05 is accepted as significant.

According to Table 4, there is no statistically significant difference between the students’ pre-test
and post-test SPS scores (z=-1.61, p>.05). However, when considering pre-test and post-test averages, it
is seen that post-test score is higher.

Findings for the Second Research Question

During the application process, all SPS’ must be considered as a whole. But, in the evaluation process
these skills might be approached one by one. So the development of students’ in each skill can be
examined and the skills need to be strengthened might be focused on (Profiles, 2011). For this reason,
the second question of the research is:

“Does the inquiry based science teaching supported by visual arts contribute to the improvement of
the skills such as observation, comparison-classification, inference, prediction, estimation,
determining variables, designing an experiment, recognizing and using experiment materials and
instruments, measuring, collecting knowledge and data, recording data, data processing and forming
a model, interpreting data, and presentation?”

To find an answer to this research question, the pre-test and post-test scores are compared for each
skill. Development of each SPS is determined by Wilcoxon Signed Rank Test. Findings gathered are given
in Table 5. Table 5 shows that there is a statistically significant difference in the students’ observation,
inference, determining variables and designing an experiment skills (observation z=-2.05, p<.05;
inference z=-2.33, p<.05; determining variables z=-2.53, p<.05; designing an experiment z=-2.11, p<.05).

There is no significant difference between the students’ pre-test and post-test scores of comparison-
classification, prediction, estimation, measuring, collecting knowledge and data, data processing and
forming a model and interpreting data skills (comparison-classification z=-1.27, p>.05; prediction z=-
1.13, p>.05; estimation z=-.81, p>.05; measuring z=-.42, p>.05; collecting knowledge and data z=-.92,
p>.05; data processing and forming a model z=-.32, p>.05; interpreting data z=-.78, p>.05). Yet, looking
into ranking total of pre-test and post-test, it is seen that post-test score is higher. There is no
statistically significant difference between the students’ recognizing and using experiment materials and
instruments, recording data and presentation skills (recognizing and using experiment materials and
instruments z=-1.16, p>.05; recording data z=-.72, p>.05; presentation z=-.32, p>.05). In addition to this
ranking averages of these skills did not increase from pre-test to post-test.
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Table 5.
Comparison of the Pre-Test Post-Test Marks for Each SPS.
Scientific Process Post-Test - Mean Sum of
Skills Pre-test N Rank Rank z ¢}
Observation Negative rank 4 7.25 29.00 -2.05 04"
Positive rank 12 8.92 107.00
Equal 4
Comparison- Negative rank 2 3.50 7.00 -1.27 21
classification Positive rank 5 4.20 21.00
Equal 13
Inference Negative rank 1 5.00 5.00 -2.33 02"
Positive rank 8 5.00 40.00
Equal 11
Prediction Negative rank 1 2.00 2.00 -1.13 26"
Positive rank 3 2.67 8.00
Equal 16
Estimation Negative rank 4 4.00 16.00 -.81 42"
Positive rank 5 5.80 29.00
Equal 11
Determining Negative rank 1 5.50 5.50 2.53 01"
variables Positive rank 9 5.50 49.50
Equal 10
Designing an Negative rank 4 7.00 28.00 -2.11 03"
experiment Positive rank 12 9.00 108.00
Equal 4
Recognizing and Negative rank 5 9.30 46.50 -1.16 .25
using experiment Positive rank 11 8.14 89.50
materials and Equal 4
instruments
Measuring Negative rank 3 2.83 8.50 -42 67
Positive rank 3 417 12.50
Equal 14
Collecting Negative rank 6 6.50 39.00 -.92 36
knowledge and data  Positive rank 8 8.25 66.00
Equal 6
Recording data Negative rank 5 7.10 35.50 -72 47
Positive rank 8 6.94 55.50
Equal 7
Data processingand  Negative rank 8 7.19 57.50 -32" 75
forming a model Positive rank 6 7.92 47.50
Equal 6
Interpreting data Negative rank 5 6.00 30.00 -78 44"
Positive rank 7 6.86 48.00
Equal 8
Presentation Negative rank 3 4.00 12.00 =32 .75
Positive rank 3 3.00 9.00
Equal 14

- On the basis of negative rank

**p<.05 is accepted as significant.
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Findings for the Third Research Question

The third research question is “does qualitative data gathered for scientific process skills support the
quantitative data?

In the study, observation data is registered during the whole education period. It is analysed by IBA
and VABA data one by one. Findings are presented in Table 6.

Table 6.
The Results of the Observations during Inquiry Based Activities.

Scientific Process Skills
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Cologne
Making X X X X X X X
Saline
Making X X X X X X X
Different
Coloured
Candies
Our X X X X X
Internal
Organs
Habitats X X X X X X X
Endemic X X X X X X
Organisms

According to Table 6, observation, designing an experiment, collecting knowledge and data and
interpreting data skills are observed in the whole seven inquiry based activities implemented during the
education process. It is observed that the students did not use comparison-classification, estimation and
data processing and forming a model skill in any inquiry based activities during the education process. In
the Habitats and Endemic Organisms activities, the students used inference and prediction skills. In
Making Different Coloured Candies and Habitats activities, it was observed that they used determining
variables skill. In the four inquiry based activities (Making Tincture of lodine, Making Cologne, Making
Saline and Making Different Coloured Candies) that focus on dissolving and solution terms, it was
observed that the students used the names of beaker, crucible, burette, dropper, volumetric flask like
materials correctly. During the activities of Making Tincture of lodine, Making Cologne and Making
Saline, the students were observed using measuring skill and presentation skill during Our Internal
Organs activity. It was also observed that the students used recording data skill during the five inquiry
based activities. In VABA, findings gathered from analysis of observation data are presented in Table 7.
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Table 7.
Findings Obtained from the Observations During the Visual Arts Based Activities.
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Candle Art X X X X X X X X X
Relief Art X X X
Art of Sculpture  x X X X X X X
Art of Printing X X X X
Poster Art X X X X X X X

According to Table 7, it was observed that the students used observation and collecting knowledge
and data skills in all VABAs. During the Art of Printing made by using foliage, they used comparison-
classification skill while during the Candle Art and Art of Sculpture, inference and prediction skills were
used. Estimation skills were used in posters made in each module and Candle Art. While determining
variables and designing an experiment skills were used in candle making, sculpture and print arts, the
students did not use recognizing and using experiment materials and instruments and recording data
skills during VABA. In Candle Art and Poster Art activities, the students utilized measuring skill and
forming model during relief, sculpture and print arts. In almost all VABAs, interpreting data skill were
used. During the education process, four posters were made. In all of these posters, the students used
presentation skill learning about science and other career fields.

Discussion, Conclusion & Suggestions

According to the results gathered from SPS Test, it is determined that there is no statistically
significant difference between the students’ scores of pre-test and post-test (Table 4). But in ranking
averages, there is an increase in favour of post-test. In literature, research findings that examine the
effects of inquiry based education on SPS do differ. It is determined that inquiry based education has a
significant statistical difference on SPS development in some research (Altunsoy, 2008; Colak, 2014;
Duban, 2008; Tatar, 2006). Yet, some studies indicate that inquiry based education has no significant
effect on SPS’ development (Yildirim & Berberoglu, 2012). The reason of this might be the duration of
education program applied. The applied education lasted 24 course hours in this research. However, it
should be stated that SPS are the skills that should be introduced at preschool period and continue
whole education life as the development of these skills require a long period.

In the education applied, it is determined that there is statistically significant difference between the
students’ pre-test and post-test scores of observation, inference, determining variables and designing an
experiment skills (Table 5). In literature, in research where visual arts and science are merged, a
development in observation skill is reported (Baggett & Shaw, 2008; Buczynski et. al., 2012; Dambekalns
& Medina-Jerez, 2012; Frazier, 2996; Poldberg et al., 2013; Porter, Yokoi & Yee, 2011; Root-Bernstein &
Root-Bernstein, 2013). The reason of this result gathered for the observation skill might be the students’
using multiple senses in their observations. For instance, in Candle Making activity, the students had a
chance to observe the paraffin wax by both touching and smelling. Students did use sense of smell
during Cologne Making. The tools that were used in VABA might have improved students’ observation
skills, too. It is seen that the materials which were used during VABA like; clay, paraffin wax, foil did
arouse students’ attention. Students were wondering these materials’ features and tried to learn about
them by using various sense organs. They made observations like; paraffin wax has oily form or clay is
soft, etc.
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Throughout the applied education, the students were interested in VABA. They wanted to apply
these activities in their homes. They expressed opinions and asked about how to practice these activities
at home. For instance, a student who wanted to make a candle at home, inferenced he/she could make
it by dissolving the candles instead of using a raw paraffin wax. All of these might be the positive
development in inference skill. At the same time, it was asked for students to deduce in Habitats activity
from IBA. A model was shown to students in this activity. This model was designed as a living that had
scales on its body, winged, tailed, one foot was clawed, and the other was webbed and had no particular
living quarter. The students inferenced that it might live in a jungle environment from the looks of the
model’s tail. They inferenced that it might live in the pole as living quarter from the looks of its penguin
structured wing.

In the Making Different Coloured Candies activity, the students’ got orange candy by dissolving
yellow and red candy together. Then, green candy was obtained by dissolving yellow and blue candy
together. In this activity, students determined that orange and green were dependant variables, red and
blue were independent variables, yellow was a control variable. In Habitats activity, the students
examined characteristics of livings from different environments. They discovered that there were
differences on their physical traits based on the environment they lived. As a result of this, they
discovered that the physical trait was a dependent variable, the living environment was an independent
variable. These activities may be the reason of determining variables. In the study with middle
schoolers, Cheng (2008) discovered that inquiry based activities developed the determining variables
skill of students. The result obtained from the research supports this study.

During the whole IBA, students determined research problems, developed hypotheses, deducted,
observed, done research to test their hypothesis with the support of their teachers. In short, they found
a chance to use the inquiry based process individually. For this reason, a significant statistical difference
might be determined in designing an experiment skill. On the other hand, students wanted to perform
VABA in their homes. For instance, one of the students wanted to perform sculpture art at home. For
this, she made the hypothesis that a sculpture can be made by using play doughs instead of clay. To test
this hypothesis, she designed various sculptures by merging various play doughs. Another student
wanted to make candles at home. For this, he made the hypothesis that a candle can be made by using
the candles at home. To test this hypothesis, he merged the candles at home by dissolving them and
making himself a new candle.

In the education, no significant statistical difference between pre-test and post-test was found in the
students’ comparison-classification, prediction, estimation, measuring, collecting knowledge and data,
data processing and forming a model and interpreting data skills (Table 5). But in ranking averages, a
positive increase in favour of post-test was found. The reason of the result of comparison-classification
skill might be the visual art based Art of Printing activity. In this activity, the students brought foliage
from various plants to the classroom. They observed the structures of these foliage and classified them
based on their shapes and strings such as conferrals or oblongs. Students also compared the strings too
categorizing the foliage as parallel-nerved or palmate based on their strings. Nevertheless, to fully gain
this, only one activity was not sufficient, and therefore, no significant statistical difference between pre-
test and post-test scores was identified.

In the study, a positive contribution was identified on prediction skill. Buczynski et al. (2012)
determined that visual art supported science education has a positive impact on the development of
middle schoolers’ prediction skill. The reason why there were positive impacts on prediction skill might
be making predictions about VABA'’s results. For instance, candles made in Candle Making activity were
colourised by adding pastels in paraffin wax. As they added pastels in paraffin wax to colourise the
candles, they tried to predict what colour the candle would be while dissolving the pastels added in
paraffin wax. Hence, asking students to make assumptions about objects and events in IBA might result
from this activity. For instance, in Endemic Organisms activity, pictures of some endemic plants and
animals were shown to students. The students were asked to make assumptions about where those
lived. Nevertheless, these activities were not enough to yield a significant statistical difference.
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In visual art based Poster Art activities, pictures were distributed to students based on the career
fields that they were going to introduce. Also, students typed the information about career fields related
to branches of art. Students scaled these pictures and papers to fit the print and used their estimation
skills. Also, in the Candle Making activity, students tried to estimate how many minutes the paraffin wax
were going to dissolve. These activities affected estimation skill in a positive direction but could not
provide a significant statistical difference. The reason of this is that students prepared one poster
together. Also, the Candle Making activity was made as demonstration experiment for safety purposes.
If the activities had been practiced for longer periods and if the students could make their posters and
candles individually with active participation, it is thought that this skill might have developed
considerably.

In Making Tincture of lodine, Making Cologne and Making Saline inquiry based activities, the
students were asked to mix the materials by measuring. For instance, in cologne making, to obtain
100.00 ml cologne, students mixed 83.30 ml ethanol, 15.20 ml distilled water and 1.50 ml oil of lemon.
In visual art based Candle making activity, the students measured the height of wick by using rulers,
heat of the water by using thermometers. In this study, measuring skill was allowed only in the activities
in module 1. This might be the reason why there was no significant statistical difference between the
scores of pre-test and post-test for measuring skill. To the development of this skill, students might need
longer experience.

There are two research aims in each module. One of the research target was about science concepts.
In each module, research targets that provide the discovery of science concept in daily life were given to
students. For instance, in module 1, the students were asked to answer “How to make a pickle”, “How
to make a bronze medal?” questions. The students gathered information about the answers by scanning
various sources. Other research aim was about visual arts. The students were informed a week earlier
that VABA was going to be practiced. Students were asked to do research about how this art branch is
performed. For instance, students are announced that a Relief Art activity is going to be performed the
following week. The students are wondered about this art and did some research. They gathered some
information about the art before the activity was performed. But no significant statistical difference
between pre-test and post-test scores for collecting knowledge and data skill was observed. Collecting
knowledge and data skill falls into integrated skills (Lancour, 2005). For this reason, for the development
of this skill students may require more experience.

In the Visual Art based Art of Sculpture activity, the students designed sea and pole habitats. In the
Relief Art activity, the students designed internal organs. In the education, this skill was given a place
only in VABA. For this reason, students might not be able to transfer the data they gathered from art to
the science. Also data processing and forming a model skill fall into integrated process skills. This might
be the reason why there is no significant statistical difference between this skill’s pre-test and post-test
scores.

The reason for the development of interpreting data skill might be the students’ correlating between
art and science. For instance, in the visual art based Candle Making activity students deduced that the
dissolving happens when paraffin wax was heated and the solution happened when the pastel was
added into paraffin wax. Also, students deduced that the solution event happened in inquiry based
Making Saline activity and the dissolving event happened in Making Different Coloured Candies activity.
Students clarified that solution and dissolving were different concepts. Still, there was no significant
statistical difference between pre-test and post-test scores were gathered for this skill. The reason of
this might be that interpreting data skill is not in integrated process skills category and learning
integrated skills is not easy (Padilla, 1990). Thus, the education process might have a limited
contribution to the development of this skill.

In the education, no significant statistical difference was observed between the pre-test and post-
test scores of students’ recognizing and using experiment materials and instruments, recording data and
presentation skills (Table 5). In addition to this, ranking averages did not show a difference between pre-
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test and post-test. The reason might be that the applied activities did not require laboratory equipment
and were applicable by the simple tools gathered around. This result which was gathered for recording
data skill might be based on this skill’s falling into only one of the four education modules. It can be said
that to develop this skill, students need more experience. Porter et al. (2011) merged the inquiry based
science and visual arts with middle schoolers. As a result of this study, it was determined that there was
an increase in students’ recording data skills. This result contradicts with the findings reported by Porter
et al. (2011). In the inquiry based Internal Organs activity, a presentation was prepared by students and
in the next lesson, they were asked to present their posters orally in the Poster Art activities. Also,
students did present the given research duties in each module. But these activities did not contribute to
the development of presentation skill. Padilla (1990) named the presentation skill as communication
skill. Some studies in the literature report that visual art based science education has a contribution on
communication skill development. (Buczynski et al., 2012; Dambekalns & Medina-Jerez, 2012; Furlan et
al., 2007). The result gathered from this study is not in line with the result in literature. Making students
to present can be more effective for the development of presentation skill.

In the study it can be said that visual art supported inquiry based science education has positive
contribution on 5" grade students’ SPS’. For this reason, it is suggested to use the visual art supported
inquiry based science education to contribute on the development of students’ SPS. However, the
development of SPS is a long process that starts from preschool and lasts during the whole education
life. For this reason, the education must continue in quite some time. In addition to this; candle making
art, relief art, sculpture art and printing art can be applied by teachers in a way that provides students to
discover various science concepts. Some proposals might be brought forward to researchers, too. The
study is limited to 20 (13 girls, 7 boys) 5" grade students taking course of Applied Science course in
2013-2014 academic year in a middle school in Mugla city centre. To examine the effect and usability of
the education in more detail, this education might be applied in various education stages and with a
wider study group. In the study, all of the 14 SPS that are included by Applied Science course are
approached. Researchers in this field can focus only on basic or integrated SPS. Since the present study
lacked control group, it could not be identified adequately whether the results obtained were from
inquiry based activities or visual art based activities. Therefore, studies could be conducted with the
experiment and control group design. In the experiment group; visual art supported inquiry based
science education and in the control group; inquiry based science education may be applied. Art has the
power of awakening affecting features on the individual. For this reason, students’ affective learnings
(attitude, value, motivation etc.) about visual art supported science education can also be a research
subject.
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Tiirkge Siiriim

Giris

Okul ortamlarinda farkli disiplinlere yer verilmeli, disiplinler birbirinden izole edilmeden
ogretilmelidir. Bu sayede 06grencilerin st dlzey duslinebilmesi, problemleri farkh bakis agilariyla
degerlendirebilmesi saglanabilir ve zengin 6grenme ortamlari olusturulabilir (McComas & Wang, 1998).
Edinilen bilgilerin anlamlandirilmasi kolaylastirilabilir (Kaya, Akpinar & Gékkurt, 2006; Oztiirk & Tantekin
Erden, 2011). Disiplinlerin 6gretimsel amach bir araya getirilmesinde cesitli yollar vardir. Stoddart, Pinal,
Latzke ve Canaday’a (2002) gore disiplinler tematik, entegre ve disiplinlerarasi olmak tzere (g yolla bir
araya getirilebilir. Disiplinlerarasi yolda, temelde tek bir disiplinin 6gretimi amaglanmaktadir.
Kullanilacak diger disiplinden belli tema ve konular alinir. Bu tema ve konular temelde bulunan disiplinin
dgretimine destek olarak kullanilir. Ornegin, sanatta kullanilan yaraticilik gerektiren beceriler sorgulayici
fen derslerinin 6gretiminde kullanilabilir. Burada oncelikli olan yeni fen anlayisi konseptinin
ogrenilmesidir. Bu yolla, bir araya getirilen disiplinler arasindaki baglantilara vurgu yapilir. Ancak
disiplinler arasinda agik farkliliklar oldugu da g6z 6ninde tutulur (Stoddart et al., 2002). Bu galismada fen
ve gorsel sanatlar disiplinler arasi yolla bir araya getirilmistir. Cesitli gorsel sanat etkinlikleri (mum
yapma, rolyef, heykel, baski ve poster sanatlar) fen 6gretimi icin kullanilmistir. Gorsel sanatlarin fen
Ogretiminde kullanilabilecegi literatiirde ifade edilmektedir (Buczynski, Ireland, Reed & Lacanienta,
2012; Frazier, 2006; Turkoguz, 2008).

Birka¢ nesil 6ncesine kadar sanat denildiginde akla kariyer dncesinde hobi icin yapilan seyler
gelmekteydi (Needle, Corbo, Wong, Greenfeder, Raths & Fulop, 2007). Baslarda bu mantikla bakilan
sanatin yalnizca duyussal yonlere hitap etmedigi, ayni zamanda bilissel becerileri de (g6zlem, algilama,
yorumlama, sentezleme, yaratici disiinme, elestirel bakis agisi vb.) gelistirdigi anlasilmistir (Capar, 2006;
Oztiirk & Tantekin Erden, 2011; San, 2001). Sanatin bu etkisinin kesfedilmesiyle giinimiizde matematik,
sosyal bilgiler, fen, tarih, yabanci dil vb. derslerin 6gretiminde sanattan yararlanilmaktadir (San, 2001).

Gecmisten bu yana, bilimsel olaylar sanatgilar icin ana temalar olusturmaktadir. Ornegin; ressam
Joseph Wright, Gnli bilim insani Robert Boyle’nin vakum pompasini icat ederken yaptigi bilimsel
tartismalari gésteren sahneyi portrelemistir. Gokylzii ve yerylzli gibi gunlik fenomenler sanatgilar
tarafindan siklikla portrelenmektedir (Campbell, 2004). Marcus Tullius Cicero (MO 106-43) bu durumu
“Sanat, doganin gbzlemi ve arastirmasindan dogmustur.” sozleri ile ifade etmistir. Sanatgcilar lens,
kamera ve bu gibi teknolojik cihazlari, 1sik efektleri verirken 1sik teorilerini, seramik ¢alismalarinda baz
kimya bilgilerini kullanmaktadirlar (Campbell, 2004; Poldberg, Trainin & Andrzejczak, 2013). Buradan
yola cikilarak sanat ve bilimin surekli etkilesim halinde oldugu, birbirlerinden yararlandiklari séylenebilir
(Unver, 2011).

Diinyaca unli bilim insanlari genellikle sanatla da ilgilenmektedirler. Clink{ sanat ve bilimin bir araya
getirilmesi insanlara ilham kaynagi olmaktadir (Gurnon, Voss- Andreae & Stanley, 2013). Bilimsel kesif ve
yeniliklerin gerceklesmesi ve fen alaninda gelisebilmek adina sanat ve fenin bir araya getirilmesi biyik
o6nem tasimaktadir (Root-Bernstein & Root-Bernstein, 2013). Einstein bu durumu “En iyi bilim insanlari
ayni zamanda sanatgidirlar.” sozleri ile ifade etmistir.

Fen’in sanatla desteklendigi disiplinler arasi bir yaklasimin benimsenmesi 6grencilerin yalnizca fen
tizerine degil sanat lizerine de diisiinmesini saglayabilir. Ogrenciler tek bir disiplinle sinirlandirilmayip,
disiplin sinirlarinin 6tesine gecen farkh fikirleri de gorebileceklerdir (Benedis-Grab, 2011). Bu sayede
daha zengin bir egitim deneyimine sahip olma firsati bulacaklardir (Jones, 2009).

Fen 6gretim programlarinda arastiran-sorgulayan, problem c¢o6zebilen, BSB kullanabilen bireyler
yetistirilmesi amaglanmaktadir. Yani amag yalnizca bilimsel bilgilerin 6gretilmesi degildir. Bu sirecte
kullanilacak bilimsel becerilerin kazandirilmasi da fen 6gretim programlarinda vurgulanmaktadir (Milli
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Egitim Bakanligi[MEB] , 2013a; 2013b; 2018). Literatiir incelendiginde uygulama boyutunda bu
becerilerin 6grencilere yeterince kazandirilamadigi ifade edilmektedir (Hazir, 2006; Temiz, 2001; Ulu,
2011). Bu nedenle ¢alismada gorsel sanat etkinlikleriyle desteklenen fen 6gretiminin BSB’ leri gelistirip
gelistirmedigi incelenmistir.

Arastirma-sorgulama temelli 6gretim, 6grencilerin bilimsel bilgiyi 6grenmelerine ve kendi bilgi ve
deneyimlerini aktif olarak elde etmelerine yardim eder (Panasan & Nuangchalerm, 2010). Arastirma-
sorgulama yapmak bilim insani olma yolunda atilan adimlar olarak goérilmektedir (Simsek & Kabapinar,
2010). Arastirma-sorgulama temelli 6gretim, BSB ile yakindan iliskilidir. Arastirma-sorgulama siireci
BSB’leri kullanmayi igermektedir. BSB; “fen bilimlerinde 6grenmeyi kolaylastiran, 6grencilerin aktif
olmasini saglayan, kendi 6grenmelerinde sorumluluk alma duygusunu gelistiren, 6grenmenin kalicihgini
arttiran, ayrica arastirma yol ve yontemlerini kazandiran temel becerilerdir” (Cepni, Ayas, Johnson &
Turgut, p. 7). Kisacasi BSB bir arastirmanin temelini olusturmaktadir (Ergiil, Simsekli, Calis, Ozdilek,
Gogmencgelebi & Sanli, 2011). BSB’nin gelistiriimesinde arastirma-sorgulama temelli fen 6gretiminin etkili
bir yol olabilecegi ifade edilmektedir (Bagci-Kilig, 2003).

Calismada, Bilim Uygulamalari dersinde uygulanmak tizere dort 6gretim moduli gelistirilmistir. Bilim
Uygulamalari dersi 2012-2013 egitim-6gretim yilinda uygulamaya konan se¢meli bir derstir. Bu dersi 5, 6,
7 ve 8. sinif 6grencileri alabilmektedir. Bilim Uygulamalari dersinde fen konularinin 6gretimi temel amag
degildir. Bu ders daha c¢ok 6grencilerin gevrelerinde meydana gelen olaylarin bilimsel temellerini
kesfetmelerini amaglayan, eglenerek ve deneyerek gesitli etkinliklerle islenecek uygulamal bir derstir
(MEB, 2013b). Bilim Uygulamalari dersi 6gretim programi 5. siniftan 8. sinifa kadar her bir 6grenim
kademesi icin 20-30 kazanim icermektedir. Ogretmenler, okulun veya &grencilerin durumuna gére bu
kazanimlardan uygun gordiklerini secip o kazanimlar dogrultusunda 6gretim yapabilirler (MEB, 2012).
Bu nedenle, Bilim Uygulamalari dersi esnek bir yapiya sahiptir. Bilim Uygulamalari dersinde 6grencilerin
arastirma-sorgulama becerilerinin gelistirilmesi amaclanmaktadir. Bu dersin baska bir amaci 6grencilerin
karsilastiklari problemleri BSB kullanarak c¢ozmelerini saglamaktir. Ogrencilere bilimsel disiinme
yetenegi kazandirilarak bilim insani olma yolunda ilk adimlarin atilmasi hedeflenmektedir (MEB, 2013b).
GCalismada uygulanan modiillerin her biri Bilim Uygulamalari dersi 6grenci kazanimlarindan bir tanesi
Uzerine odaklanmistir. Modiiller iki temel kissmdan olugmustur. Her bir modiil, tzerine odaklanilan
kazanim ile iliskili ASTE ile baslamistir. Modul, s6z konusu kazanimin iliskili oldugu GSTE ile devam
etmistir.

Galismada 5. sinif (10-12 yas) Bilim Uygulamalari dersi kapsaminda gorsel sanat etkinlikleriyle
desteklenen arastirma-sorgulama temelli fen Ogretiminin  68rencilerin  BSB’lerini  gelistirip
gelistirmedigini incelemek amaglanmistir. Bu ¢alismada, asagidaki arastirma sorularina yanit aranmistir:

1. Fen ve gorsel sanatlarin disiplinler arasi yolla bir araya getirildigi fen 6gretimi 5. sinif (10-12 yas)
o6grencilerinin BSB’ lerini gelistirmeye katki saglar mi?

2. Gorsel sanat destekli arastirma-sorgulama temelli fen ogretimi gozlem, karsilastirma-siniflama,
cikarim yapma, tahmin, kestirme, degiskenleri belirleme, deney tasarlama, deney malzemelerini ve
aracg-gereglerini tanima ve kullanma, 6lgme, bilgi ve veri toplama, verileri kaydetme, veri isleme ve
model olusturma, yorumlama ve sonug ¢ikarma, sunma becerilerinin gelisimine katki saglar mi?

3. Bilimsel sireg becerileri icin elde edilen nitel veriler nicel verileri desteklemekte midir?

Bu calisma birkag sebepten dolayr nemlidir. Oncelikle, bu ¢alisma kapsaminda tasarlanip uygulanan
ogretim BSB kullanilabilen, arastiran sorgulayan, problem c¢odzebilen bireyler yetistiriimesine katki
saglayabilir. Bunun yani sira fen 6gretiminin sanatla desteklenmesi 6grencilerin bilissel becerilerinin
yaninda duyussal ve psikomotor becerilerinin gelismesine de olumlu katkilar saglayabilecektir (Ingram &
Riedel, 2003; Tirkoguz, 2008). Bu calisma kapsaminda, yedi tane arastirma-sorgulama temelli, bes tane
de gorsel sanat temelli etkinlik tasarlanmistir. Bu etkinlikleri 6gretmenler kendi siniflarinda
kullanilabilirler. Literatlirde, fen konularinin gorsel sanatlarla bir araya getirildigi arastirmalarda
genellikle 6grencilerin fen konularina yonelik akademik basarilari, yaratici diistinme becerileri ve fen’e
yonelik tutumlari incelenmistir (Baggett & Shaw, 2008; Benedis-Grab, 2011; Furlan, Kitson & Andes,
2007; Needle et al., 2007; Turkoguz, 2008). Ancak BSB Uzerine ¢ok calisiimamistir.
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Yontem
Arastirmanin Deseni

Bu c¢alismada, arastirma-sorgulama temelli fen 6gretimi gorsel sanatlarla desteklenmistir. Bu
Ogretimin 6grencilerin BSB’ lerinin gelisimine sagladigi katkilar arastirilmistir. Calismada, tek grup éntest-
sontest deneysel desen kullaniimistir. Bu desende tek bir deney grubu vardir ve baska bir grupla
herhangi bir karsilastirma yapilmaz. Bu nedenle kontrol grubu yoktur. Mevcut ¢alisma grubunun
ogretimden onceki ve sonraki durumlari 6n-test ve son-test puanlarinin karsilastiriimasiyla tespit edilir
(Buyikoztirk, Cakmak, Akgiin, Karadeniz, & Demirel, 2008; Kiryak & Calik, 2017). Burada galismanin
amaci, arastirmacilar tarafindan gelistirilen 6gretimin etkililigini test etmektir. Bu 6gretimin etkilerini
baska bir 6gretim ile kiyaslamak amaci bulunmamaktadir. Bu sebeple, ¢alismada tek grup én-test-son-
test deneysel desen kullanilmistir. Ayni zamanda, g¢alismanin i¢ gegerligini arttirmak igin Gggenleme
teknigi kullaniimistir. Uggenleme tekniginin veri, arastirmaci, teori ve yéntem licgenlemesi gibi cesitleri
bulunmaktadir. Bu c¢alismada, veri Uggenlemesi kullanilmistir. Nitel veriler ile nicel verilerin
zenginlestiriimesi ve gliclendirilmesi saglanmistir. Ayni calismada, nicel ve nitel verilerin bir arada
kullaniimasi verilerin birbirini tamamlamasini ve arastirma sonuglarini giiclendirmeyi saglar (Baskale,
2016).

Calisma Grubu

Calisma, 2013-2014 egitim-6gretim yili bahar déneminde Mugla il merkezindeki bir devlet okulunda
yuratilmistur. Bu okulda 5. sinif diizeyinde Bilim Uygulamalari dersini alan 20 6grenci (13 kiz, 7 erkek)
ile uygulama yapilmistir.

Veri Toplama Araglari

Calismada, veri toplama araci olarak arastirmacilar tarafindan gelistirilen BSB Testi ve 6gretim
suresince kaydedilen yapilandiriimamig gozlem verileri kullanilmistir.

Bilimsel Siire¢ Becerileri Testi: Test hazirlanirken ilk olarak 2013 yili Bilim Uygulamalari dersi 6gretim
programinin icerdigi BSB incelenmistir. Ogretim programindaki her BSB icin en az ikiser madde olmak
lizere basta 37 ¢oktan se¢meli madde yazilmistir. Coktan se¢meli maddeler hazirlanirken 6grencilerin bir
ders saatinde cevaplandirabilir olmasina dikkat edilmistir. Ayni zamanda, ikiden fazla ayni dogru cevap
sikkinin art arda gelmemesine ve dogru cevap siklarinin ayni sayilarda olmasina 6zen gésterilmistir. Ug
Fen Bilgisi 6gretmeni, bir Tirk Dili ve Edebiyati 6gretmeni ve fen egitimi alaninda calisan iki 6gretim
Qyesinin gorusleri alinmistir. Uzmanlardan gelen donitlere gore test maddelerinde gerekli diizenlemeler
yapilmistir. Ornegin, dlgme becerisinin test edildigi bir maddede uzmanlar termometrede okunan
degerin net olmadigini belirtmis, bu nedenle termometrede sivisinin rengi biraz daha agik hale
getirilmistir. Bunun yani sira, uzmanlardan gelen “Resimler daha net olabilir, sorudaki geldiricinin daha
glcli olmasi gerekir, verilen bilgilerden net olarak bu g¢ikarima ulasilamiyor, bu sorunun yeniden
diizenlenmesini 6neririm.” gibi donttler dikkate alinarak diizenlemeler yapilmistir. Diizenlemeler
sonucunda test taslak haline getirilmistir. Testin pilot uygulamasi asil uygulamaya katilmayan ancak asil
uygulama orneklemiyle benzer 06zelliklere sahip 210 tane 5. sinif 6grencisiyle yapilmistir. Pilot
uygulamadan elde edilen veriler SPSS 20 paket programi ile analiz edilmistir. Her bir maddede dogru
yanitlar “1”, yanlis yanit ve yanit yok ise “0” olarak puanlandiriimistir. BSB testinin Cronbach Alpha
giivenirlik katsayisi .82 olarak bulunmustur. iki degerli, “0” veya “1” seklinde 6lgiimlenmis maddelerde
Kuder-Richardson 20, Cronbach’in alfasi ve Hoyt'un varyans analizi formdlleri ayni sonuglari verir
(Bademci, 2006; Bademci, 2011). Analiz sonucunda, glvenirligi olumsuz etkileyen bes madde
cikarilmistir. Boylelikle 32 coktan segmeli madde iceren teste son hali verilmistir. Testin son halinde her
BSB icin en az bir madde yer almistir. Test maddelerinin BSB’ ye gore dagilimi Tablo 1' de verilmistir.
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Tablo 1.

BSB Testinin Tanitimi.

Bilimsel Siire¢ Becerileri Test Maddeleri
Gozlem 1,2,5,9
Karsilastirma-siniflama 6, 10
GCikarim yapma 7

Tahmin 4,8
Kestirme 3,12
Degiskenleri belirleme 11

Deney tasarlama 18, 25, 30
Deney malzemelerini ve arag-gereclerini tanima ve kullanma 20, 23, 26
Olgme 16,17, 21
Bilgi ve veri toplama 14,28
Verileri kaydetme 22,24
Veri isleme ve model olusturma 27,29, 31
Yorumlama ve sonug ¢ikarma 13,32
Sunma 15, 19

Yapilandinlmamis gézlem: Calismada, Ogretim sireci boyunca goézlem yapilmistir. Gozlem,
yapilandiriima durumuna gore iki gesittir. Bunlar; yapilandiriimis goézlem ve yapilandiriimamis goézlemdir.
Bu c¢alismada yapilandirimamig goézlem kullanilmistir.  Yapilandirilmamis gozlem, ©ncesinde bir
yapilandiriima olmadan gozlemciye bilgi toplama ve kayit etme 6zgirlGgi taniyan bir gozlem taradar
(Buyikoztirk et al., 2008). Bu galismada, 6grencilerin 6gretim etkinliklerinde neler yaptiklarini oldugu
gibi gdzlemlemek ve kayit altina alabilmek icin yapilandirlmamis gézlem tercih edilmistir. Ogretim
sliresince her bir derste meydana gelen olaylar ve sebepleri ayrintili olarak kayit altina alinmistir.
Gozlemler bu galismanin birinci yazari tarafindan yapilmistir. Veri tiggenlemesi yapilarak BSB Testinden
elde edilen nicel verileri zenginlestirmek igin yapilandiriimamig gézlem verileri kullaniimistir.

Uygulanan Ogretim

Calismanin Ogretim slirecinde arastirmacilar tarafindan gelistirilen dort moddl kullanilmistir.
Modadllerin her biri Bilim Uygulamalari dersi 5. sinif kazanimlarindan bir tanesinin 6gretimi Uzerine
odaklanmistir. Modaillerin her biri 6 ders saatinde uygulanmistir (bir ders 40 dk). Her modil kendi iginde
ASTE ve GSTE olmak {zere iki temel bolime ayrilmistir. Ogretimde yer alan modiiller, hedeflenen
kazanimlar, icerdigi etkinlikler ve uygulama sireleri Tablo 2' de tanitilmigtir.

Verilerin Analizi

Bilimsel siire¢ becerileri testi analizi: BSB Testi’'nin her bir maddesinde dogru cevaplar “1”, yanlhs
cevaplar ve cevapsiz birakilan maddeler “0” olarak puanlandiriimistir. Veriler bu sekilde SPSS 20 paket
programina yiklenmistir. Verilerin analizine baslamadan hangi testlerin kullanilacagini belirlemek igin
on-test ve son-test verilerinin normal dagilim gésterip gostermedigine bakilmistir. Orneklem sayisi
29’dan kiiclik bir dagilimin normalligini test etmek i¢in Shapiro-Wilk Normallik Testi en gli¢li testlerden
biri olarak kabul edilmektedir. Bu testte p>.05 ise verilerin normal dagihm gosterdigi kabul edilmektedir
(Kayis, 2014; Oztuna, Elhan & Tiiccar, 2006).

Tablo 3’te verilen Shapiro-Wilk Normallik Testi sonuglarina gore verilerin normal dagilim
gostermedigi tespit edilmistir. Bu nedenle, 6grencilerin BSB’ sinin gelisip gelismedigini belirleyebilmek
icin parametrik olmayan testlerden iliskili 6rneklemler icin Wilcoxon isaretli Siralar Testi kullanilmistir.
iliskili 6rneklemler deseninde ayni katilimcilarin tekrarli élgiimleri ile elde edilen &l¢iimler séz konusudur
(Buytkoztiirk, 2003).
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Tablo 2.

Calismada Kullanilan Modiillerin Tanitimi.

Modiil Kazanim Etkinlik TiirG Etkinlikler Siire / Ders Saati
Modil 1 Coézinme ve erime Arastirma-Sorgulama e Tentlrdiyot Yapimi 2
olaylarinin dogadaki ~ Temelli Etkinlikler e Kolonya Yapimi
ve hayatindaki e Serum Fizyolojik
etkilerini fark eder. Yapimi
o Farkli Renkte Seker
Yapimi
Gorsel Sanat Temelli e Mum Yapiyorum 2
Etkinlikler (Mum Yapma Sanati)
e Poster Sanati
2
Modul 2 Viicudundakiyapive  Arastirma-Sorgulama e i¢ Organlarimiz 2
organlarin bir Temelli Etkinlikler
butinlik igerisinde Gorsel Sanat Temelli e i¢ Organlarimiz 2
cahistigini fark eder. Etkinlikler (Roélyef Sanati)
e Poster Sanati 2
Modil 3 Cevresindeki yasam Aragtirma-Sorgulama e Yasam Alanlari 2
alanlarini Temelli Etkinlikler
gozlemleyerek 6rnek  Gorsel Sanat Temelli e Yagam Alani 2
bir yasam alani Etkinlikler Olusturuyorum
olusturur. (Heykel Sanati)
e Poster Sanati 2
Modil 4 Yasadigl cevredeki Arastirma-Sorgulama e Endemik Canlilar 2
bitki ve hayvanlari Temelli Etkinlikler
kesfeder. Gorsel Sanat Temelli e Yapraklarla Baski 2
Etkinlikler (Baski Sanati)
e Poster Sanati 2
Tablo 3.
Shapiro-Wilk Normallik Testi Sonuglari.
- . . On-test Son-test
Bilimsel Sureg Becerileri istatistik S.D. p istatistik S.D. p
Gozlem .54 20 .00* .85 20 .01*
Karsilastirma-siniflama .63 20 .00* 43 20 .00*
Cikarim yapma .64 20 .00* .49 20 .00*
Tahmin .52 20 .00* .35 20 .00*
Kestirme .58 20 .00* 49 20 .00*
Degiskenleri belirleme .54 20 .00* .61 20 .00*
Deney tasarlama .87 20 .01* .82 20 .00*
Deney malzemelerini ve arag- .84 20 .00* .70 20 .00*
gereclerini tanima ve kullanma
Olgme 46 20 .00* A1 20 .00*
Bilgi ve veri toplama .80 20 .00* 77 20 .00*
Verileri kaydetme .78 20 .00* 71 20 .00*
Veri isleme ve model 77 20 .00* .79 20 .00*
olusturma
Yorumlama ve sonug ¢ikarma .80 20 .00* 77 20 .00*
Sunma .52 20 .00* .52 20 .00*
Toplam .86 20 .01* .85 20 .01*

*p>.05 normal dagihm
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Yapilandiriimamis gézlem verilerinin analizi: Yapilandirilmamis gézlemlerden elde edilen nitel
verilerin analizinde igerik analizi kullanilmistir. icerik analizinin kullanilmasinda farkli yaklagimlar
benimsenebilir. Bu calismada, &zetleyici yaklasim benimsenmistir. Ozetleyici icerik analizinde, analiz
oncesinde veya sirasinda anahtar kavramlar tespit edilir. Bu anahtar kavramlar arastirmaci tarafindan
olusturulabilir veya literatiirden alinabilir. Nitel verilerin igerisinde bu anahtar kavramlarin olup olmadigi
incelenir (Hsieh & Shannon, 2005). Bu ¢alismada, anahtar kavramlar Bilim Uygulamalari Dersi Ogretim
Programindaki 14 BSB’ den alinmistir. Uygulanan 6gretim siresince gergeklestirilen her bir etkinlik igin
ogrencilerin bu etkinliklerde hangi BSB’leri kullandiklari tespit edilmistir. Nitel veriler, bu ¢alismanin ilk
yazari tarafindan analiz edilmistir. Nitel veriler, ayni arastirmaci tarafindan 15 giin ara ile iki defa analiz
edilmistir. iki analiz arasinda % 90.00 benzerlik tespit edilmistir. iki analiz arasindaki farkhliklar
¢alismanin ikinci yazari ile miizakere yollu ¢ézllmustir.

Bulgular

Bu bolimde, arastirma sorularina dayal olarak elde edilen bulgular ayri basliklar altinda
sunulmustur.

Birinci Arastirma Sorusu Igin Elde Edilen Bulgular

“Fen ve gorsel sanatlarin disiplinler arasi yolla bir araya getirildigi fen 6gretimi 5. sinif (10-12 yas)
ogrencilerinin BSB’lerini gelistirmeye katki saglar mi?” sorusuna yonelik olarak 6grencilerin 32 ¢oktan
segmeli maddeden olusan BSB Testinden aldigi toplam puanlar 6n-test ve son-test igin ayri ayri
hesaplanmistir. Ogrencilerin  6n-test ve son-testten aldigi puanlarin toplami kargilastirilmistir.
Ogrencilerin BSB Testi’'nden aldiklari 6n-test ve son-test puanlari karsilastirmasi Tablo 4’te verilmistir.

Tablo 4.

BSB Testi On-test ve Son-test Puanlarinin Karsilastirmasi.

Son Test-On Test N Sira Ortalamasi  Sira Toplami 3 p
Negatif sira 7 8.86 62.00 -1.61* A1
Pozitif sira 13 11.38 148.00

Esit

*Negatif siralar temelinde p<.05 anlamli olarak kabul edilmistir.

Tablo 4'e gore Ogrencilerin BSB testinin on-test ve son-testinden elde ettikleri puanlar arasinda
istatistiksel olarak anlamli farklilik yoktur (z=-1.61, p>.05). Fakat 6n-test ve son-test sira ortalamalarina
bakildiginda son-test degerinin daha yliksek oldugu gorilmektedir.

Ikinci Arastirma Sorusu igin Elde Edilen Bulgular

Uygulama siresince tim BSB’ler bir bitin halinde distnilmelidir. Ancak degerlendirme siiresince
bu beceriler tek tek ele alinabilir. Boylece 06grencilerin her bir becerideki gelisimi incelenip,
glclendirilmesi gereken beceriler izerine odaklanilabilir (Profiles, 2011). Bu nedenle, bu ¢alismanin ikinci
arastirma sorusu soyledir:

“Gorsel sanat destekli arastirma-sorgulama temelli fen 6gretimi gozlem, karsilastirma-siniflama,
cikarim yapma, tahmin, kestirme, degiskenleri belirleme, deney tasarlama, deney malzemelerini ve
arag-gereglerini tanima ve kullanma, 6lgme, bilgi ve veri toplama, verileri kaydetme, veri isleme ve
model olusturma, yorumlama ve sonug ¢ikarma, sunma becerilerinin gelisimine katki saglar mi?”

Bu arastirma sorusuna yanit bulmak icin her bir beceri i¢in On-test ve son-test puanlari
karsilastirilmistir. Her bir BSB’nin gelisimi Wilcoxon isaretli Siralar Testi ile belirlenmistir. Elde edilen
bulgular Tablo 5'te verilmistir.
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Tablo 5.
Her Bir BSB Icin On-test ve Son-test Puanlarinin Karsilastirmasi.
Bilimsel Siireg Son test - On Sira Sira
Becerileri test N Ortalamasi Toplami z ¢}
Gézlem Negatif sira 4 7.25 29.00 -2.05 04"
Pozitif sira 12 8.92 107.00
Esit 4
Karsilagtirma- Negatif sira 2 3.50 7.00 -1.27 21
siniflama Pozitif sira 5 4.20 21.00
Esit 13
Cikarim yapma Negatif sira 1 5.00 5.00 -2.33 02"
Pozitif sira 8 5.00 40.00
Esit 11
Tahmin Negatif sira 1 2.00 2.00 -1.13 26
Pozitif sira 3 2.67 8.00
Esit 16
Kestirme Negatif sira 4 4.00 16.00 -.81 42
Pozitif sira 5 5.80 29.00
Esit 11
Degiskenleri Negatif sira 1 5.50 5.50 2.53 01"
belirleme Pozitif sira 9 5.50 49.50
Esit 10
Deney tasarlama Negatif sira 4 7.00 28.00 -2.11 03"
Pozitif sira 12 9.00 108.00
Esit 4
Deney malzemelerini  Negatif sira 5 9.30 46.50 -1.16 .25
ve arag-gereglerini Pozitif sira 11 8.14 89.50
tanima ve kullanma Esit 4
Blgme Negatif sira 3 2.83 8.50 42 67
Pozitif sira 3 417 12.50
Esit 14
Bilgi ve veri toplama  Negatif sira 6 6.50 39.00 -.92 36
Pozitif sira 8 8.25 66.00
Esit 6
Verileri kaydetme Negatif sira 5 7.10 35.50 =72 A7
Pozitif sira 8 6.94 55.50
Esit 7
Veri isleme ve model Negatif sira 8 7.19 57.50 -32" 75
olusturma Pozitif sira 6 7.92 47.50
Esit 6
Yorumlama ve sonu¢  Negatif sira 5 6.00 30.00 -.78 44
cikarma Pozitif sira 7 6.86 48.00
Esit 8
Sunma Negatif sira 3 4.00 12.00 -.32 .75
Pozitif sira 3 3.00 9.00
Esit 14

‘Negatif siralar temelinde

*Pozitif siralar temelinde

"Sira ortalamalarinda artis olmakla birlikte bu fark istatistiksel olarak anlamli degildir.
**p<.05 anlamli olarak kabul edilmistir.
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Tablo 5, 6grencilerin gozlem, ¢gikarim yapma, degiskenleri belirleme ve deney tasarlama becerilerinde
On-test ve son-test puanlari arasinda istatistiksel olarak anlamli farklilik oldugunu gostermektedir
(gbzlem z=-2.05, p<.05; gikarim yapma z=-2.33, p<.05; degiskenleri belirleme z=-2.53, p<.05; deney
tasarlama z=-2.11, p<.05).

Ogrencilerin karsilastirma-siniflama, tahmin, kestirme, &lcme, bilgi ve veri toplama, veri isleme ve
model olusturma, yorumlama ve sonug¢ c¢ikarma becerilerinde 6n-test ve son-test puanlari arasinda
istatistiksel olarak anlamli farklilik bulunmamaktadir (karsilastirma-siniflama z=-1.27, p>.05; tahmin z=-
1.13, p>.05; kestirme z=-.81, p>.05; 6lgme z=-.42, p>.05; bilgi ve veri toplama z=-.92, p>.05; veri isleme
ve model olusturma z=-.32, p>.05; yorumlama ve sonug ¢ikarma z=-.78, p>.05). Fakat 6n-test ve son-test
sira toplamlarina bakildiginda son-test degerinin daha yiiksek oldugu goriilmektedir.

Ogrencilerin, deney malzemelerini ve arag-gereglerini tanima ve kullanma, verileri kaydetme ve
sunma becerilerinde On-test ve son-test puanlari arasinda istatistiksel olarak anlamli farkhlik
bulunmamaktadir (deney malzemelerini ve arag-gereclerini tanima ve kullanma z=-1.16, p>.05; verileri
kaydetme z=-.72, p>.05; sunma z=-.32, p>.05). Buna ek olarak, bu becerilerin sira ortalamalari da 6n-
testten son-teste artig géstermemistir.

Ugiincii Aragtirma Sorusu Igin Elde Edilen Bulgular

Uglincii arastirma sorusu séyledir“Bilimsel siire¢ becerileri igin elde edilen nitel veriler, nicel verileri
desteklemekte midir?”

Calismada 6gretim sirecinin tamami boyunca goézlem verileri kaydedilmistir. ASTE ve GSTE gozlem
verileri ile ayri ayri analiz edilmistir. Bulgular Tablo 6’da sunulmustur.

Tablo 6.
Arastirma-Sorgulama Temelli Etkinlikler Sirasinda Yapilan Gézlemlerden Elde Edilen Bulgular.

Bilimsel Siire¢ Becerileri
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Tentlrdiyot X X X X X X X
Yapimi
Kolonya X X X X X X
Yapimi
Serum X X X X X X X
Fizyolojik
Yapimi
Farkli Renkte X X X X X X X
Seker
Yapimi
ic Organlarimiz  x X X
Yasam Alanlari  x X X X
Endemik X X X X X X
Canllar
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Tablo 6'ya gore, gbzlem, deney tasarlama, bilgi ve veri toplama ile yorumlama ve sonug ¢ikarma
becerileri 6gretim surecinde uygulanan yedi arastirma-sorgulama temelli etkinlig§in tamaminda
gozlemlenmistir. Ogrencilerin karsilastirma-siniflama, kestirme, veri isleme ve model olusturma
becerilerini 6gretim boyunca uygulanan arastirma-sorgulama temelli etkinliklerin higbirinde
kullanmadiklari gdzlemlenmistir. Yasam Alanlari ve Endemik Canlilar etkinliklerinde, 6grencilerin ¢ikarim
yapma ve tahmin becerilerini kullandiklari gézlemlenmistir. Farkli Renkte Seker Yapimi ve Yasam Alanlari
etkinliklerinde, degiskenleri belirleme becerisini kullandiklari gbézlemlenmistir. Erime ve ¢6ziinme
kavramlari lizerine odaklanan dért arastirma-sorgulama temelli etkinlikte (Tentiirdiyot Yapimi, Kolonya
Yapimi, Serum Fizyolojik Yapimi ve Farkli Renkte Seker Yapimi) 6grenciler beher, kroze, blret, damlalik,
balon, joje gibi deney malzemelerinin isimlerini sdyledikleri ve amacina uygun bir sekilde kullandiklari
gdzlemlenmistir. Ogrencilerin Tentirdiyot Yapimi, Kolonya Yapimi ve Serum Fizyolojik Yapimi etkinlikleri
boyunca 8lgme becerisini kullandiklari gdzlemlenmistir. Ogrencilerin verileri kaydetme becerisini bes
arastirma-sorgulama temelli etkinlik boyunca kullandiklari gézlemlenmistir. Ogrencilerin i¢ Organlarimiz
etkinliginde sunma becerisini kullandiklari gézlemlenmistir. GSTE’ de gozlem verilerinin analizinden elde
edilen bulgular Tablo 7’de sunulmustur.

Tablo 7.
Gorsel Sanat Temelli Etkinlikler Sirasinda Yapilan Gézlemlerden Elde Edilen Bulgular.

Bilimsel Suireg Becerileri
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Mum  Yapma x X X X X X X X X
Sanati
Roélyef Sanati X X
Heykel Sanati X X X X X X
Baski Sanati X X X
Poster Sanati X X X X X X X

Tablo 7’ye gore GSTE’lerin tamaminda, 6grencilerin gbzlem ve bilgi ve veri toplama becerisini
kullandiklari gdzlemlenmistir. Ogrencilerin bitki yapraklarini kullanarak yaptiklari Baski Sanati esnasinda
karsilastirma-siniflama becerisini kullandiklari gézlemlenmistir. Mum Yapma Sanati ve Heykel Sanati
esnasinda ¢ikarim yapma ve tahmin becerilerinin kullanildigi gézlemlenmistir. Her bir modiilde yapilan
posterler ve Mum Yapma Sanatinda 6grencilerin kestirme becerilerini kullandiklari gozlemlenmistir.
Degiskenleri belirleme ve deney tasarlama becerilerinin mum yapma, heykel ve baski sanatlarinda
kullanildigi gézlemlenmistir. GSTE boyunca 6grencilerin deney malzemelerini ve arag-gereglerini tanima
ve kullanma ve verileri kaydetme becerilerini kullanmadiklari gézlemlenmistir. Mum Yapma Sanati ve
Poster Sanati etkinliklerinde &grencilerin dlgme becerisini kullandiklari gdzlemlenmistir. Ogrenciler
rolyef, heykel ve poster sanatlarinda model olusturmuslardir. GSTE’lerin neredeyse tamaminda
yorumlama ve sonuc¢ cikarma becerisi kullaniimistir. Ogretim siiresince dért poster yapilmistir. Bu
posterlerin tamaminda 6grencilerin sunma becerisini kullandiklari gézlemlenmistir. Ogrencilerin Poster
Sanatlarinin hepsinde hem fen’e dayali hem de diger alanlardaki kariyer alanlari hakkinda 6grendikleri
gozlemlenmistir.
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Tartisma, Sonug ve Oneriler

BSB Testinden elde edilen sonuglara gore testin tamamindan 6grencilerin 6gretim dncesi ve 6gretim
sonrasinda elde ettikleri puanlar arasinda istatistiksel olarak anlaml farkhlk tespit edilememistir (Tablo
4). Ancak, sira ortalamalarinda son-test lehine olumlu yonde artis saglanmistir. Literatiirde, arastirma-
sorgulama temelli 6gretimin BSB lzerine etkilerini inceleyen c¢alisma sonuglar farkhlik géstermektedir.
Bazl ¢alismalarda arastirma-sorgulama temelli 6gretimin BSB’nin gelisiminde istatistiksel olarak anlaml
farkhga yol actigi tespit edilmistir (Altunsoy, 2008; Duban, 2008; Colak, 2014; Tatar, 2006). Bazi
calismalarda ise arastirma-sorgulama temelli 6gretimin BSB’nin gelisiminde istatistiksel olarak anlaml
farkhga yol agmadigi tespit edilmistir (Yildinm & Berberoglu, 2012). Bu durumun sebebi uygulanan
O0gretimde sirenin kisa olmasi olabilir. Bu ¢alismada uygulanan 6gretim 24 ders saati sirmistir. Ancak
BSB'ler okul 6ncesi donemden baslayip tiim egitim yasantisinda 6grencilere kazandirilmak istenen
becerilerdir. Yani bu becerilerin gelistirilebilmesi uzun bir siirece yayillmaktadir.

Uygulanan 6gretimde 6grencilerin gézlem, cikarim yapma, degiskenleri belirleme ve deney tasarlama
becerilerinin 6n-test ve son-test puanlari arasinda istatistiksel olarak anlamh farkhlk tespit edilmistir
(Tablo 5). Literatlrde goérsel sanatlar ve fen’in bir araya getirildigi calismalarda gézlem becerisinde
gelisme saglandigi rapor edilmistir (Baggett & Shaw, 2008; Buczynski et al., 2012; Dambekalns &
Medina-lerez, 2012; Frazier, 2006; Poldberg et al., 2013; Porter, Yokoi & Yee, 2011; Root-Bernstein &
Root-Bernstein, 2013). Gozlem becerisi icin elde edilen bu sonucun sebebi uygulanan etkinliklerin
dgrencilerin birden fazla duyu organini kullanarak gézlem yapmasina olanak saglamasi olabilir. Ornegin,
Mum Yapiyorum etkinliginde 6grenciler parafini hem dokunarak hem koklayarak gézlemleme imkani
bulmuslardir. Ogrenciler Kolonya Yapiminda koku duyusunu kullanilmislardir. GSTE’de kullanilan
malzemeler de 06grencilerin gbdzlem becerisinin gelismesine katki saglamis olabilir. GSTE boyunca
kullanilan kil, parafin, folyo gibi malzemelerin dgrencilerin dikkatini cektigi gézlemlenmistir. Ogrenciler,
bu malzemelerin o6zelliklerini merak etmisler ve gesitli duyu organlarini kullanarak onlar hakkinda
dgrenmeye calismislardir. Ornegin, dgrenciler parafin ve kili incelemislerdir. Parafinin yagh bir yapida
oldugu, kilin yumusak oldugu gibi gézlemler yapmiglardir.

Uygulanan 06gretim boyunca 0Ogrencilerin GSTE’ye ilgi duyduklari gdzlemlenmistir. Bu etkinlikleri
evlerinde de uygulamak istemislerdir. Bu etkinlikleri evde nasil yapabilecekleri hakkinda fikirler yuratip
ctkarimlar yapmislardir. Ornegin, evde mum yapmak isteyen bir 6grenci, ham parafin kullanmak yerine
evdeki mumlar eriterek yeni bir mum yapabilecegi cikarimini yapmistir. Tam bunlar ¢ikarim yapma
becerisindeki olumlu degisimin sebebi olabilir. Ayni zamanda, ASTE’ den olan Yasam Alanlari etkinliginde
ogrencilerden c¢ikarimlar yapmalari istenmistir. Bu etkinlikte 6grencilere bir maket goésterilmistir. Bu
maket vicudunda pullari, kanadi, kuyrugu bulunan, bir ayagi penceli diger ayagi perdeli olan, yasam
alani net olarak belli olmayan bir canl seklinde tasarlanmistir. Ogrenciler maketin kuyruguna bakarak
orman yasam alaninda yasayabilecegi c¢ikariminda bulunmuslardir. Maketin penguen kanadina sahip
oldugunu gorerek kutup yasam alaninda yasayabilecegi ¢ikarimini yapmislardir.

Farkli Renkte Seker Yapimi etkinliginde 6grenciler sari renkli sekerle kirmizi renkli seker birlikte
eritilerek turuncu renkli seker elde edilmistir. Sonrasinda sari renkli sekerle mavi renkli seker birlikte
eritilerek yesil renkli seker elde edilmistir. Ogrenciler, bu etkinlikte turuncu ve vyesil renklerin bagimli
degiskenler, kirmizi ve mavi renklerin bagimsiz degiskenler, sari rengin ise kontrol degiskeni oldugunu
belirlemislerdir. Yasam Alanlari etkinliginde 6grenciler farkli yasam alanlarina ait canlilarin 6zelliklerini
incelemislerdir. Canlilarin yasam alanlarina bagh olarak fiziksel 6zelliklerinde degisiklikler oldugunu
kesfetmislerdir. Bunun sonucunda canlilarin fiziksel 6zelliklerinin bagimh degisken, yasam alanlarinin ise
bagimsiz degisken oldugu sonucuna ulasmislardir. Degiskenleri belirleme becerisinde ¢ikan sonucun
sebebi bu etkinlikler olabilir. Cheng (2008) ortaokul 6grencileriyle yaptigi calismada gelistirdikleri
arastirma sorgulama temelli etkinliklerin 6grencilerin degiskenleri belirleme becerilerini gelistirdigini
tespit etmistir. Arastirmadan elde edilen sonug bu ¢alismayi destekler niteliktedir.

Tum ASTE boyunca 6grenciler 6gretmenin destegi ile arastirma problemlerini belirlemis, hipotezlerini
olusturmus, tahminler yliritmus, gdzlem yapmis, hipotezlerini test etmek icin arastirmalar yapmislardir.
Kisacasi arastirma-sorgulama siirecini bireysel olarak gerceklestirme imkani bulmuslardir. Bu sebeple

373



Hazel KAR, Emine CiL — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 351-380

deney tasarlama becerisinde istatistiksel olarak anlamli farkhhk tespit edilmis olabilir. Bunun yani sira
dgrenciler GSTE’leri evlerinde uygulamak istemislerdir. Ornegin, dgrencilerden biri heykel sanatini
evinde icra etmek istemistir. Bunun igin kil yerine evdeki oyun hamurlarini kullanarak heykel yapilabilir
hipotezini kurmustur. Bu hipotezi test etmek igin farkli oyun hamurlarini bir araya getirerek heykeller
tasarlamistir. Baska bir 6grenci mum yapma sanatini evinde icra etmek istemistir. Bunun icin evdeki
mumlardan yararlanarak yeni bir mum elde edilebilir hipotezini olusturmustur. Bu hipotezi test etmek
icin evdeki mumlari eriterek bir araya getirmis ve kendine yeni bir mum elde etmistir.

Uygulanan 6gretimde Ogrencilerin karsilastirma-siniflama, tahmin, kestirme, 6lgme, bilgi ve veri
toplama, veri isleme ve model olusturma, yorumlama ve sonug gikarma becerilerinde 6gretim dncesi ve
sonrasinda istatistiksel olarak anlamli farklilik bulunmamistir (Tablo 5). Ancak, sira ortalamalarinda son-
test lehine olumlu yonde artis tespit edilmistir. Karsilastirma-siniflama becerisi icin elde edilen sonucun
sebebi gorsel sanat temelli Baski Sanati etkinligi olabilir. Ogrenciler bu etkinlikte sinifa gesitli bitkilerden
yaprak ornekleri getirmislerdir. Bu yapraklarin yapilarini gézlemlemislerdir. Bu yapraklari sekillerine ve
damarlarina goére siniflandirmislardir. Ogrenciler, yapraklari sekillerine goére igne yaprakli ve oval
yapraklari olarak siniflandirmislardir.  Ogrenciler, yapraklarin damarlarini  da birbirleri ile
karsilastirmislardir. Yapraklari paralel damarli ve elsi damarh olarak siniflamislardir. Ancak, sadece bir
etkinlikte bu beceriye yer verilmesi 6n-test ve son-test puanlari arasinda istatistiksel olarak anlaml
farklilik elde edilememesine sebep olmus olabilir.

Galismada tahmin becerisine olumlu katkilar saglanmistir. Buczynski vd. (2012) gorsel sanat destekli
fen Ogretiminin ortaokul 6grencilerinin tahmin becerisinin gelisimine olumlu katkilar sagladigini
belirlemislerdir. Tahmin becerisine olumlu katkilar saglanmasinin sebebi GSTE’in sonucunda neler
olabilecegi hakkinda tahminler yapmalari olabilir. Ornegin, Mum Yapiyorum etkinliginde yapilan mumlar,
parafin igerisine pastel boya atilarak renklendirilmistir. Ogrenciler mumlari renklendirmek igin farkli
renklerde pastel boyalari parafin icerisine atmiglardir. Boyalari parafin igerisinde ¢ézerken mumun ne
renk olabilecegi hakkinda tahminlerde bulunmuslardir. Bunun yani sira ASTE’ de 6grencilerden nesne ve
olaylar hakkinda tahminlerde bulunmalarinin istenmesi de ¢ikan sonucun sebebi olabilir. Ornegin,
Endemik Canlilar etkinliginde 6grencilere endemik bazi bitki ve hayvanlarin resimleri gosterilmistir.
Ogrencilerden bu canllarin nerelerde yasiyor olabileceklerine iliskin tahminlerde bulunmalari
istenmistir. Ancak, bu etkinlikler tahmin becerisi icin istatistiksel olarak anlamli farklilik elde edilmesinde
yeterli gelmemistir.

Gorsel sanat temelli Poster Sanati etkinliklerinde 6grencilere tanitacaklar kariyer alanlariyla ilgili
resimler dagitilmistir. Ayrica, 6grenciler sanat dallar ile ilgili kariyer alanlariyla ilgili bilgileri kagitlara
yazmislardir. Ogrenciler, bu resim ve kagitlarin boyutlarini postere sigacak sekilde ayarlamislar ve
kestirme becerilerini kullanmislardir. Ayrica, Mum Yapiyorum etkinliginde 6grenciler parafinin kag
dakikada eriyecegini kestirmeye calismislardir. Yapilan bu etkinlikler kestirme becerisinin gelisimini
olumlu yonde etkilemis ancak istatistiksel olarak anlamli farklilik elde edilmesini saglayamamistir. Bunun
sebebi Poster Sanati etkinliklerinde 6grencilerin toplu halde tek bir poster hazirlamis olmalaridir. Ayni
zamanda, Mum Yapiyorum etkinligi glivenlik sebebiyle gosteri deneyi olarak yapilmistir. Bunun yerine
etkinlikler daha genis siirece yayilarak her 6grencinin bireysel olarak posterlerini ve mumlarini yapmasi
saglanirsa aktif katiimla bu becerinin daha fazla gelistirilebilecegi distintlmektedir.

TentUrdiyot Yapimi, Kolonya Yapimi ve Serum Fizyolojik Yapimi arastirma-sorgulama temelli
etkinliklerinde &grencilerin malzemeleri 6lcerek bir araya getirmeleri istenmistir. Ornegin, kolonya
yapiminda 6grenciler 100.00 ml kolonya elde edebilmek igin; 83.30 ml etil alkol, 15.20 ml saf su ve 1.50
ml limon esansini karistirmislardir. Gorsel sanat temelli Mum Yapiyorum etkinliginde, 6grenciler fitilin
boyunu cetvel kullanarak, suyun sicakligini termometre kullanarak élgmuslerdir. Bu ¢alismada, yalnizca
modiil 1'deki etkinliklerde 6lgme becerisine yer verilmistir. Bu nedenle, dlgme becerisi icin 6n-test ve
son-test puanlari arasinda istatistiksel olarak anlamli farklilik tespit edilememis olabilir. Bu becerinin
gelismesi icin 6grencilerin daha fazla yasantiya ihtiyaci olabilir.
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Modallerin her birinde iki arastirma 6devi yer almistir. Arastirma gorevlerinden biri fen kavramlari ile
ilgilidir. Her bir modiilde 6grencilere ele alinan fen kavraminin giinlik yasamdaki uygulamalarinin
kesfedilmesini saglayan arastirma &devleri verilmistir. Ornegin, modiil 1’de 6grencilerden “Tursu nasil
yapilir?”, “Bronz madalya nasil yapilir?” sorularinin cevaplarini bulmalari istenmistir. Ogrenciler cesitli
kaynaklari tarayarak sorularin cevaplari hakkinda bilgi toplamislardir. Diger arastirma gorevi gorsel
sanatlarla ilgilidir. GSTE yapilmadan bir hafta 6nce sinifa duyurulmustur. Ogrencilerden bu sanat dalinin
nasil icra edildigi hakkinda arastiriimalar yapmalari istenmistir. Ornegin, dgrencilere bir sonraki hafta
Rélyef Sanati etkinliginin yapilacag duyurulmustur. Ogrenciler bu sanati merak edip arastirmislardir.
Etkinlik yapilmadan 6nce sanatla ilgili bazi bilgileri edinmislerdir. Ancak, bilgi ve veri toplama becerisi igin
On-test ve son-test puanlari arasinda istatistiksel olarak anlamli farklilik elde edilememistir. Bilgi ve veri
toplama becerisi butlinlestirilmis beceriler arasinda yer almaktadir (Lancour, 2005). Bu nedenle, bu
becerinin gelisimi icin 6grencilerin daha fazla yasantiya sahip olmalari gerekli olabilir.

Gorsel sanat temelli Heykel Sanati etkinliginde o6grenciler deniz ve kutup yasam alanlarini
modellemislerdir. Rolyef Sanati etkinliginde 06grenciler i¢ organlari modellemislerdir. Uygulanan
o6gretimde bu beceriye yalnizca GSTE’de yer verilmistir. Bu nedenle, 6grenciler sanat yoluyla edindikleri
bilgileri fen’e transfer edememis olabilirler. Ayrica veri isleme ve model olusturma becerisi
biitlnlestirilmis sire¢ becerileri arasinda yer almaktadir. Bu nedenle, becerinin 6n-test ve son-test
puanlari arasinda istatistiksel olarak anlamli farkllik elde edilememis olabilir.

Yorumlama ve sonug ¢ikarma becerisindeki gelisimin sebebi 6grencilerin sanat ve fen arasinda
iliskiler kurmalari olabilir. Ornegin, gérsel sanat temelli Mum Yapiyorum etkinliginde 6grenciler parafini
Isitinca erime, boyayi parafine atinca ¢6ziinme olayinin gergeklestigi sonucuna varmislardir. Ayni
zamanda, 6grenciler arastirma-sorgulama temelli Serum Fizyolojik Yapimi etkinliginde ¢6ziinme olayinin,
Farkli Renkte Seker Yapimi etkinliginde ise erime olayinin gergeklestigi sonucuna varmislardir. Ogrenciler
erime ve ¢6ziinmenin farkli kavramlar olduklarini agiklamiglardir. Ancak, bu beceri igin 6n-test ve son-
test puanlari arasinda istatistiksel olarak anlaml farkhlk elde edilememistir. Bunun sebebi, yorumlama
ve sonug cikarma becerisinin butlinlestirilmis slire¢ becerileri arasinda yer almasi olmasi olabilir.
Butlnlestirilmis becerilerin 6grenilmesi kolay degildir (Padilla, 1990). Bu nedenle, yapilan 6gretimin
siiresi bu becerinin gelisimine ancak sinirli katki saglayabilmis olabilir.

Uygulanan oOgretimde, 6grencilerin deney malzemelerini ve arag-gereglerini tanima ve kullanma,
verileri kaydetme ve sunma becerilerinde 6n-test ve son-test puanlari arasinda istatistiksel olarak
anlamli farklilik tespit edilmemistir (Tablo 5). Buna ek olarak, sira ortalamalari da 6n-testten son-teste
artis gostermemistir. Deney malzemelerini ve arag-gereglerini tanima ve kullanma becerisi igin bu
durumun sebebi, uygulanan etkinliklerin 06zel laboratuar malzemesi gerektirmemesi, cevreden
bulunabilen basit malzemelerle yapilmasi olabilir. Verileri kaydetme becerisi icin elde edilen bu sonug,
uygulanan dort 6gretim modiliinden vyalnizca bir tanesinde bu beceriye yer verilebilmesinden
kaynaklaniyor olabilir. Bu becerinin gelisebilmesi icin 6grencilerin daha ¢ok deneyim yasamasina ihtiyag
oldugu soylenebilir. Porter vd. (2011), ortaokul 6grencileriyle yaptiklari calismada arastirma-sorgulama
temelli fen 6gretimi ve gorsel sanatlari bir araya getirmislerdir. Calismanin sonucunda 6grencilerin
verileri kaydetme becerisinde gelisme saptamislardir. Bu ¢alismadan elde edilen sonug Porter vd. (2011)
elde ettigi sonugla zitlk gdstermektedir. Arastirma-sorgulama temelli i¢ Organlarimiz etkinliginde
ogrencilere sunum hazirlatilmistir. Bir sonraki ders hazirladiklari sunumu szl olarak sunmalari
saglanmistir. Poster sanati etkinliklerinde 6grencilere posterlerini sunma imkani verilmistir. Ayrica,
o6grenciler her modilde verilen arastirma o6devlerini sozIlii olarak sunmuslardir. Ancak, yapilan bu
etkinlikler sunma becerisinin gelisimine katki saglayamamistir. Padilla (1990), sunma becerisini iletisim
becerisi olarak adlandirmistir. Literatlirdeki bazi calismalar, gérsel sanatlarla desteklenen fen 6gretiminin
iletisim becerisinin gelisimine katki sagladigini rapor etmistir (Buczynski vd., 2012; Dambekalns &
Medina-Jerez, 2012; Furlan vd., 2007). Bu galismadan elde edilen sonug, literatlirde yer alan bu
calismalardan elde edilen sonugla zithik gostermektedir. Ogrencilere yazili olarak sunum yaptirmak
sunma becerisinin gelismesinde daha etkili olabilir.
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Yapilan c¢alismada goérsel sanat etkinlikleriyle desteklenen arastirma-sorgulama temelli fen
Ogretiminin 5. sinif 6grencilerinin BSB’leri lGzerine olumlu katkilar sagladigi soylenebilir. Bu sebeple,
O0gretmenlere yonelik olarak 6grencilerde BSB’nin gelismesine katki saglamak igin gorsel sanat
etkinlikleriyle desteklenen fen 6gretiminin kullanimi 6nerilmektedir. Ancak BSB’lerin gelisimi okul
oncesinden baslayarak egitim-6gretim hayati boyunca devam eden uzun bir slirece yayilmaktadir. Bu
nedenle uygulanacak 6gretim uzun bir stirece yayilmalidir. Bunun yani sira ¢alismada kullanilan mum
yapma sanati, rolyef sanati, heykel sanati ve baski sanati farkli fen kavramlarinin kesfedilmesini
saglayacak sekilde diizenlenip 6gretmenler tarafindan uygulanabilir. Arastirmacilara yonelik olarak da
bazi dneriler getirilebilir. Calisma Mugla il merkezinde bulunan bir ortaokulda 2013-2014 egitim-6gretim
yilinda Bilim Uygulamalari dersini alan 20 (13 kiz, 7 erkek) 5. sinif &grencisi ile simirhdir. Ogretimin
etkisinin ve kullanilabilirliginin daha kapsamli bir sekilde incelenebilmesi icin bu 6gretim farkh 6gretim
kademelerinde ve daha genis bir calisma grubu ile uygulanabilir. Calismada, Bilim Uygulamalari Dersinin
icerdigi 14 BSB’nin hepsi ele alinmistir. Bu alanda calisacak arastirmacilar, sadece temel veya sadece
bitunlestirilmis BSB lizerine odaklanabilir. Yapilan ¢alisma tek grup dn-test ve son-test deneysel desenle
ylratalmistir. Elde edilen sonuglarin, arastirma-sorgulama temelli etkinliklerden mi gorsel sanat temelli
etkinliklerden mi kaynaklandigi yeterince ortaya g¢ikarilamamistir. Bu nedenle, ileride yapilacak
arastirmalar deney ve kontrol gruplu desenle ydritilebilir. Deney grubunda gorsel sanatlarla
desteklenen aragtirma-sorgulama temelli fen 6gretimi, kontrol grubunda arastirma-sorgulama temelli
fen o6gretimi uygulanabilir. Sanatin bireydeki duyugssal 6zellikleri harekete gecirme 6zelligi vardir. Bu
nedenle 6grencilerin goérsel sanat etkinlikleriyle desteklenen fen 0Ogretimi hakkindaki duyussal
o6grenmeleri (tutum, deger, motivasyon vb.) bir arastirma konusu olabilir.

Bilgilendirme

Bu calisma birinci yazarin yiksek lisans tezinin bir bolimudir. Calisma, Mugla Sitki Kogman
Universitesi Bilimsel Arastirma Projeleri Koordinasyon Birimi tarafindan desteklenmistir (Proje numarasi
14/038, proje adi Gorsel Sanat Etkinlikleriyle Desteklenen Fen Ogretimi’dir). Ayrica, bu ¢alisma 19-20
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This study, which was carried out to determine the opinions of pre-school teachers
and pre-service teachers on values education in the pre-school period, is a qualitative
study. The case study design was used in the study. The study group of the research
consists of 60 pre-school teachers working at independent kindergartens and nursery
classes affiliated to Konya Provincial Directorate of National Education and 60 pre-
service teachers studying at Necmettin Erbakan University, Department of Pre-School
Education. The data in the study were collected using the “Personal Information Form”
and the semi-structured interview form that consists of open-ended questions. In
research results, the main factor affecting values education in the pre-school period is
“family” according to the common opinions of teachers and pre-service teachers. The
values that pre-school children must acquire in the family are “respect”and “love”. The
values that pre-school children must acquire at pre-school education institutions are
“helpfulness” and “empathy”. The type of activity used for introducing values in pre-
school education is “play activity”. The values education given to pre-school children
supports  “social-emotional development”area. The teachers and the pre-service
teachers expressed the benefit that values education given in the pre-school period
provides to children in their future lives as “being a good person”. The reason for
giving values education at pre-school education institutions is to “prepare the children
for their future roles”.
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Okul 6ncesi egitimi 6gretmenlerinin ve 6gretmen adaylarinin okul dncesi donemde
degerler egitimi hakkindaki goruslerini tespit etmek amaciyla yapilan bu galisma nitel
bir arastirmadir. Arastirmada durum galismasi deseni kullanilmistir. Arastirmanin
galisma grubunu Konya il Milli Egitim MidirlGgine bagh bagimsiz anaokullarinda ve
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Introduction

The early childhood period, also called the “golden period” in the literature, is a very important stage
in cognitive, physical, lingual, social and emotional development of a child (White, 1919) especially since
mental and physical skills advance at a surprising rate from birth to six years of age. In this respect, it is
very important to support children in all areas of development in environments that are rich in stimuli.
However, the aim of the early childhood period is not only to introduce basic knowledge and skills to
children but also contribute to their behavioral, personal and moral development. It is especially
extremely important to contribute to the values development of children nowadays. The early childhood
period is a period when the foundations of moral values are laid, and the basic values that continue
throughout one’s life are introduced (Balat & Dagal, 2009; Kurtdede Fidan, 2015).

International Encyclopedia of Social Sciences (1968) defines values as “a set of principles whereby a
conduct is directed and regulated as a guide for individual or social groups”. A value is a set of
judgements about what is good and bad, preferences and goals for a certain form of conduct, beliefs
that include qualities that make people themselves and separate them from other living beings and
guide the behaviors of human beings. It is important to understand values as a universal concept
because they direct people's behaviors and attitudes (Halstead & Taylor, 1996; Levy, 1993; Schwartz,
1992; Schwartz, 2012; Schwartz et al., 2012; Ulusoy & Dilmag, 2012; Veugelers, 2000; Veugelers &
Vedder, 2003). Values are standard judgements that people make about the targets and the results that
are desired to be achieved. They form the basis of social norms or rules and lay the foundations for
social, intellectual, emotional and spiritual development of individuals. Individuals learn to adapt to the
society they live in and have the sense of belongingness to their culture thanks to values education
(Arslan, 2013; Kaur & Nagpal, 2013; Ulusoy & Arslan 2014). Values do not form automatically. As soon as
children are born, they are immediately surrounded by values serving as a guide in a particular culture
and society. Children develop moral and ethical basis experienced and built by society in the
socialization process and learn these values (Long Bostrom, 1999; Veisson & Kuurme, 2010; White &
Matawie, 2004). Values education has been used synonymously with moral and religious education in
the past (Beck, 1971). The main objective of values education is to raise individuals with a good
character and contribute to making our world a safer and a more livable place by introducing universal
values to our children that all humanity should possess such as love, respect, responsibility, virtue,
courage, belief and justice (Altan, 2011).

The education provided by the family is obviously quite valuable for the development, growth and
maturing of a child because the family is the first institution that provides the child with the most basic
behaviors related to personal and social life, moral and spiritual concepts and values, and is responsible
for the education of a child in the first place. Parents are the first teachers and role models of children;
in this sense, they are of vital importance in the moral development of children. Children need the
support of their parents in the development of their moral feelings because parents teach their children
how to behave, and their teaching depends upon their own beliefs concerning morality. Values are not
inherited; they are gained later in life. To this end, the rules, the expectations and the explanations of
families facilitate the moral development of children. The most suitable environments to reinforce the
values gained in the family environment and to introduce new values are undoubtedly schools (Aktepe,
2014; Aspin, 1997; Aydin & Akyol Girler, 2013; Camodeca, 2015; Kaur, 2015; Malti et al., 2013; Oktay,
1999).

Education plays a very important role in making students adopt the basic values of society (Kaur &
Nagpal, 2013). Educational goals, whether abstract or defined, always verify to certain values (Hirsjarvi
& Huttunen, 1998). Education is the combination of literacy and moral values. Nobody is born as a guilty
person; it is all about negative environments that prevent the child from choosing the right way. Good
teachers can ensure the change in negativities with the good education provided to students (Kaur,
2015). Children experience the information on values throughout all their lives, but the first and the
most basic values start to be gained in the early childhood period for a tolerant and responsible society,
and this process continues throughout one’s life (Balat & Dagal, 2009; Johansson et al., 2014). Following
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family members, those who make children adopt the values at pre-school education institutions and
who become their role models are pre-school teachers. Kohlberg (1978) stated that teachers play crucial
roles in moral education. In this critical period, teachers should be individuals with values and virtues
since they make children gain values through their behaviors, and also be knowledgeable and skillful on
how to teach these values to children (Kohlberg, 1978; Pekdogan & Korkmaz 2017). At this point, it is
very important to educate pre-service teachers in university settings where knowledge and skills are
taught about how to teach values. Without a doubt, we cannot expect pre-service teachers who don’t
have values will be teachers who have values. Teachers should be good models, teach values in creative
ways, provide exploration environments because children imitate people they are influenced by and
admire them (Kohlberg, 1978; Pekdogan & Korkmaz, 2017).

Aim

The main aim of this study is to evaluate the opinions of pre-school teachers and pre-service
teachers on values education in the pre-school period qualitatively.

The answers to the following questions were sought with the research:

1. What are the factors affecting values education in the pre-school period?
2. What are the main values that must be gained by children in the pre-school period within the family?
3. What are the main values that pre-school children should gain at pre-school education institutions?

4. Through which type of activity can pre-school period children gain the values in pre-school education
more easily?

5. Which area of development of children does the values education provided in the pre-school period
support at most?

6. What kind of benefits does the values education provided during the pre-school period have for the
future life of children?

7. What are the reasons for giving values education at pre-school education institutions?

Method
Research Design

The qualitative research method was used since this study aimed to determine the opinions of pre-
school teachers and pre-service teachers on values education in the pre-school period. Qualitative
research is a type of research in which qualitative data collection methods such as observation,
interview and document analysis are used, and which aims at revealing events in a realistic and holistic
manner in their natural environment (Yildinm & Simsek, 2011). The research was designed by case study
from qualitative research methods. The case study is a qualitative research approach that examines the
data obtained in the framework of one’s own life by researcher’s focusing on an event, person, group or
situation which allows explaining cause-effects and variables in terms of their mutual relationships,
defines and analyses the themes related to these situations holistically and which is used when more
than one proof or data source is present (Creswell, Hanson, Clark Plano & Morales, 2007; Cepni, 2012;
Merriam, 2013; Yildirim & Simsek, 2011; Yin, 1984).

Study Group

The study group of the research consists of 60 pre-school teachers working at independent
kindergartens and nursery classes affiliated to Konya Provincial Directorate of National Education and 60
pre-service teachers studying in final-grade at Necmettin Erbakan University, Ahmet Kelesoglu Faculty of
Education, Department of Pre-School Education. Among purposeful sampling methods, the criterion
sampling method was used in the selection of the study group. In criterion sampling method,
observation units are composed of individuals, cases, objects or events endowed with specific attributes
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to provide a successful representation of people or events (Buyikoztiirk, Cakmak, Akglin, Karadeniz and
Demirel, 2009; Maxwell, 2018). The fact that pre-school teachers and pre-service teachers use values
education in their classes frequently has been identified as a criterion in this investigation. At the
beginning of the research, 66 pre-school teachers and 72 pre-service teachers were asked to complete
the Personal Information Form. After the forms were examined, a study group was formed from pre-
school teachers and pre-service teachers who met the specified criteria and volunteered to participate
in the research.

Table 1.
Demographic Characteristics of the Pre-school Teachers / Pre-service Teachers.
Pre-school Pre-service Teachers
Teachers
Feature n f % n f %
Gender Female 60 55 92.00 60 53 88.00
Male 5 8.00 7 12.00
Age 21-25 60 0 .00 60 60 100.00
26-30 12 20.00 0 .00
31-35 32 53.00 0 .00
36-40 16 27.00 0 .00
Education Status High School 60 0 .00 60 57 95.00
Associate Degree 0 .00 3 5.00
Bachelor Degree 60 100.00 0 .00
Occupational 0 Year 60 0 .00 60 60 100.00
Seniority 1-10 Years 8 13.00 0 .00
11-20 Years 34 57.00 0 .00
21-30 Years 18 30.00 0 .00
Preschool Preschools Affiliated to Primary 60 35 58.00 60 34 57.00
Education Schools
Institution Independent Kindergartens 25 42.00 26 43.00
The Status of Using  Yes 60 60 100.00 60 60 100.00
Values Education No 0 .00 0 .00
Frequently

Data Collection Tools

The data in the study were collected using the “Personal Information Form” and the semi-structured
interview form that consists of open-ended questions. In semi-structured interviews, questions are
prepared in advance, but they can be re-arranged during the interview. This method is neither as strict
as fully structured interviews nor as flexible as unstructured interviews. It is attempted to collect in-
depth data (Blylkozturk, 2009; Ekiz, 2009; Karasar, 2009; Lichtman, 2006; Merriam, 2009). The
interview questions were prepared by performing a literature review. The opinions of three faculty
members were sought to ensure content validity, and a semi-structured interview form consisting of
seven questions was created. A preliminary interview was held with three pre-school teachers and three
pre-service teachers, the answers were recorded in writing to check whether the questions were clear
and intelligible, and an expert was asked to check whether the questions served the main objective by
examining the questions and interview records. Therefore, the internal validity of the question items
was also ensured. The opinions of the teachers who participated in the preliminary interview were
excluded from the assessment in the study.

Data Collection

When collecting the data, the participant teachers and pre-service teachers were first asked whether
they volunteered to participate in the study. Accordingly, separate interviews were held with 60 pre-

384



Bengii TURKOGLU — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 381-412

school teachers and 60 pre-service teachers who volunteered to participate in the study on different
dates. The interviews were held between 03 and April 28, 2017. The aim of the study was explained to
the participants at the beginning of the interview, and it was emphasized that it was very important for
them to answer the questions in the interview form sincerely and completely for the aim of the study.
The researcher took notes on the interview forms during the interviews. After the interviews were
completed, interview forms were given to the teachers and the pre-service teachers who indicated that
they wanted to add to their responses and their opinions were taken. Each interview took 30 minutes on
average.

Data Analysis

The descriptive analysis technique among qualitative data analysis techniques was used in the data
analysis. The data were summarized and interpreted according to the themes determined beforehand in
the descriptive analysis technique (Yildirnm & Simsek, 2011). In this study, the themes are the questions
of the research under which the data were organized and interpreted. A code number was given to the
pre-school teachers (T1, T2, T3, etc.) and the pre-service pre-school teachers (PST1, PST2, PST3, etc.)
who were asked for their opinion in the analyses, and their names were not used directly. The findings
were presented with frequency and percentage values. The significance and coherence of the findings
were constantly tested by the researcher. The findings were given through direct quotations without
making comments to ensure the internal validity, i.e. consistency of the findings. Furthermore, the
codes with “consensus” and “dissensus” were determined and the necessary arrangements were made
by investigating the answers given by teachers and pre-service teachers to interview questions
separately by the researcher and an expert academician in the domain. The reliability formula
(Reliability = Consensus / [Consensus + Dissensus] x 100.00) suggested by Miles and Huberman (1994)
was used in the reliability calculation of the coding made. As a result of the calculations made, reliability
was found to be .86 in the first question, .94 in the second question, .92 in the third question, .92 in the
fourth question, .89 in the fifth question, .87 in the sixth question, and .91 in the seventh question. The
aim of explaining the research model, study group, preparation of the data collection tool, data
collection, data analysis process, and comparisons made with different studies conducted on the subject
in detail is to ensure external reliability. It was attempted to make the detailed explanations necessary
to test the study with other studies in order to ensure external reliability.

Findings

The findings and comments obtained as a result of analyzing the opinions obtained from the
interview forms used to determine the opinions of pre-school teachers and pre-service teachers in the
study group on values education in the pre-school period are included in this section of the study. The
answers given by the teachers and the pre-service teachers to each question are shown by grouping
them by their similarities and differences.

Factors Affecting Values Education in the Pre-School Period

When the data obtained from the interviews are analyzed, factors affecting values education in the

”ou »n o u

pre-school period are “family”, “teacher”, “curriculum” and “environment” according to the opinions of
27 "

teachers, while they are “family”, “teacher” and “environment” according to the opinions of the pre-
service teachers.

As can also be understood from Table 2, most of the teachers and the pre-service teachers
participating in the interview believe that the most important factor that affects values education in the
pre-school period is “family”, which is followed by “teacher”. Teachers also think that the “curriculum”
and “environment” factors are also effective. Nevertheless, the pre-service teachers believe that only
the environment is effective after the family and teacher.
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Table 2.

Factors Affecting Values Education in the Pre-School Period.

Factors Affecting Values Education in the Pre-School Period  Group* n f %

Family 1 60 31 52.00
2 60 29 48.00

Teacher 1 60 19 32.00
2 60 25 42.00

Environment 1 60 3 5.00
2 60 6 10.00

Curriculum 1 60 7 11.00
2 60 0 .00

* 1=Teachers 2=Pre-Service Teachers

The examples of the answers stating that the family affects values education in the pre-school period
are as follows: T17: “Families are the first schools of children; therefore, it is very hard to teach a value
that is not taught and emphasized in the family at school.” PST11: “Children’s personality is shaped
within the family in the early childhood period, they consider individuals in their family as role models
and adopt their behaviors and attitudes.”

The examples of the answers stating that the teacher affects values education in the pre-school
period are as follows: T33: “The effect of the teacher on children in the pre-school period is obviously
very strong. Therefore, the most effective individuals from whom children can receive education on
values are teachers.” PST48: “The fact that children learn and internalize the values by experiencing and
interacting is only possible in the school environment. And the only person that can be a role model to a
child in the school environment is the teacher.”

The examples of the answers stating that the environment affects values education in the pre-school
period are as follows: T56: “As children are experts in observing and imitating those things that happen
around them, all of the individuals, i.e. their friends, neighbors, relatives are quite effective on children.”
PST5: “No matter how much education is provided to children in the family, they are insistently affected
by individuals around them.”

The examples of the answers stating that the curriculum affects values education in the pre-school
period are as follows: T29: “Having children adopt the values is only possible through an effective
curriculum since such a curriculum supports and affects children in all areas of development.”

The Values that Pre-School Children Should Gain within the Family

When the data obtained from the interviews are analyzed, the values that pre-school period children
should gain within the family according to the opinions of teachers are “respect”, “love”,
“responsibility”, “cooperation” and “righteousness/honesty”, while these are “respect”, “love”,

”ou

“responsibility”, “cooperation” and “self-confidence” according to the opinions of pre-service teachers.

As can also be understood from Table 3, most of the teachers who participated in the interview
declared their opinion as “respect” in relation to the values that pre-school children should gain within
the family, while most of the pre-service teachers declared that it was “love”. Teachers also think that
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“love”, “responsibility”, “righteousness/honesty” and “cooperation” should be gained within the family,

while pre-service teachers think that the values such as “respect”, “responsibility”, “cooperation” and
“self-confidence” should be gained within the family.

The examples of the answers stating that the value that pre-school period children should gain
within the family is respect are as follows: T36: “The communication skills of children who are raised in
families in which respect is prioritized in family communication are more successful when compared to
their peers.” PST28: “Respect is a value that should be gained primarily in the family, and it is
subsequently reinforced with the effect of the family.”
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Table 3.
Values that Pre-School Period Children Should Gain within the Family.

Values that Pre-School Period Children Should Gain within the

Family Group n f %
Respect 1 60 16 27.00
2 60 12 20.00
Love 1 60 14 23.00
2 60 18 30.00
Responsibility 1 60 13 22.00
2 60 11 18.00
Cooperation 1 60 8 13.00
2 60 10 17.00
Righteousness/Honesty 1 60 9 15.00
2 60 0 .00
Self-confidence 1 60 0 .00
2 60 9 15.00

The examples of the answers stating that the value that pre-school period children should gain
within the family is love are as follows: T8: “Love is the most important value that children must enjoy
and feel to their heart content in their first social environment, i.e. their family environment.” PST2:
“Children raised with sufficient love in the family environment are more prone to gaining positive values
and personal characteristics.”

The examples of the answers stating that the value that pre-school children should gain within the
family is responsibility are as follows: T51: “Children within the family should be given responsibilities
that are suitable for their age starting from early ages because children who grow without taking
responsibility in the family environment also have difficulty in taking responsibility in advancing ages.”
PST16: “Children who are raised in families in which responsibilities are shared do not have difficulty in
sharing the responsibilities given at school since they are used to taking responsibilities in the family.”

The examples of the answers stating that the value that pre-school children should gain is
cooperation are as follows: T20: “Children raised in families with cooperation between the mother and
the father, mother and children, father and children and siblings become individuals that are prone to
cooperation when they get mingled in the society.”PST9: “I think the most important value that must be
taught in the family is cooperation, since children who fail to gain this value in the family constantly
reject working with their friends and creating a product together at pre-school.”

The examples of the answers stating that the value that pre-school children should gain within the
family is righteousness/honesty are as follows: T41: “Children raised with the emphasis and experience
that honesty is the most important virtue in the family reflect this value on their life as much as possible
in their education life, as well.”

The examples of the answers stating that the value that pre-school children should gain in the family
is self-confidence are as follows: PST52: “The most important value that should be primarily gained in
the family is self-confidence. Children with high self-confidence know and accept what they can and
cannot do; therefore, they are at peace with themselves. Self-confidence is the key term for the success
in life.”
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Values that Pre-School Children Should Gain at Pre-School Education Institutions

When the data obtained from the interviews are analyzed, values that pre-school period children

should gain at pre-school education institutions are “helpfulness”, “tolerance”, “empathy”, “sharing”,
“justice” and “self-control” according to the opinions of teachers and pre-service teachers.

Table 4.
Values that Pre-School Period Should Gain at Pre-School Education Institutions.

Values that Pre-School Period Should Gain at Pre-School

Education Institutions Group n f %
Helpfulness 1 60 17 28.00
2 60 11 18.00
Tolerance 1 60 12 20.00
2 60 10 17.00
Empathy 1 60 7 12.00
2 60 19 32.00
Sharing 1 60 10 17.00
2 60 7 12.00
Justice 1 60 8 13.00
2 60 8 13.00
Self-control 1 60 6 10.00
2 60 5 8.00

As can also be understood from Table 4, most of the teachers who participated in the interview on
the values that pre-school children should gain at pre-school education institutions declared their
opinions as “helpfulness”, while most of the pre-service teachers declared their opinion as “empathy”.
Furthermore, the teachers think that the values such as “tolerance”, “sharing”, “justice”, “empathy” and
“self-control” should be gained at pre-school education institutions, while the pre-service teachers think
that the values such as “helpfulness”, “tolerance”, “justice”, “sharing” and “self-control” should be

gained at pre-school education institutions.

The examples of the answers stating that the value that pre-school children should gain at pre-school
education institutions is helpfulness are as follows: T15: “Children who help their friends, teachers and
even the staff at school will use and internalize this good value in different environments.” PST31:
“Helpfulness is the most important value that children who start to socialize should gain since a helpful
child is a child that loves human beings, animals, nature, and life.”

The examples of the answers stating that the value that pre-school children should gain at pre-school
education institutions is tolerance are as follows: T13: “The most suitable environment in which an
individual can adopt the idea of approaching any idea apart from one’s own thoughts, ideas, point-of-
view and wishes with tolerance and understanding is pre-school education institutions where different
children come together.” PST42: “Pre-schools are places where children expecting understanding of one’s
own decisions learn tolerance by showing understanding to others.”

The examples of the answers stating that the value that pre-school children should gain at pre-school
education institutions is empathy are as follows: T60: “Children who try to understand the emotions of
their friends, the situation they are in or the reasons for their behaviors quickly get rid of self-centrism as
much as possible; in this sense, the first value to introduce to children at the institutions is the empathy
skill.” PST58: “The empathy skills of children who constantly cause problems and are prone to fight
should be developed first.”

The examples of the answers stating that sharing is the value that pre-school children should gain at
pre-school education institutions are as follows: T29: “Especially those children who have no siblings,
who are the only children in their family, unfortunately, fail to learn the sense of sharing within the
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family. Therefore, pre-school education institutions can be the first place to learn to share.” PST38: “Pre-
school children should be taught to share the emotions, thoughts, love and respect, and not only a toy or
article primarily at pre-schools.”

The examples of the answers stating that justice is the value that pre-school period children should
gain at pre-school education institutions are as follows: T26: “The most important value to introduce to
pre-school children is the sense of justice since it regulates human relations by balancing the self-centric
attitudes of a child.”PST47: “The fact that especially pre-school teachers act as role models by not
discriminating between any children, i.e. treating everyone equally, is very important to internalize the
sense of justice, which is the most important value in the pre-school period.”

The examples of the answers stating that self-control is the value that pre-school children should
gain at pre-school education institutions are as follows: T5: “Children should refrain from anything that
can harm them without an accompanying adult, avoid extremism and dangers, and i.e. gain the skill of
self-monitoring and control.” PST1: “It is very important for children to internalize and apply the rules
without reminding by parents or teachers. Hence, children are not dependent on outside, can control
themselves, take the responsibility of one’s own decisions, can take responsibilities, and have high self-
confidence.”

Types of Activities that Can Be Used in Easily Introducing Values to Pre-School Children in Pre-School
Education

When the data obtained from the interviews are analyzed, the types of activities used in introducing
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values to pre-school children in pre-school education are “play activity”, “drama activity” and “Turkish

activity” according to the opinions of teachers, and “play activity”, “drama activity”, “music activity” and
“art activity” according to the opinions of pre-service teachers.

Table 5.
Types of Activities that can be used in Easily Introducing Values to Pre-School Children in Pre-School
Education.

Types of Activities that Can Be Used in Easily Introducing

Values to Pre-School Children in Pre-School Education Group n f %
Game Activity 1 60 29 48.00
2 60 32 53.00
Drama Activity 1 60 17 28.00
2 60 11 19.00
Turkish Activity 1 60 14 24.00
2 60 0 .00
Music Activity 1 60 0 .00
2 60 9 15.00
Art Activity 1 60 0 .00
2 60 8 13.00

As can also be understood from Table 5, most of the teachers and the pre-service teachers who
participated in the interview about the types of activities that can be used in easily introducing values to
pre-school children said that it was “play activity”. Teachers also think that “drama activity” and “Turkish

activity”, and pre-service teachers think that “drama activity”, “music activity” and “art activity” are the
activities that are effective in introducing values.

The examples of the answers stating that play activity is effective in introducing values to pre-school
children in pre-school education are follows: T25: “Obviously, the most effective activity in introducing
the values is play; actually, play means that children learn unconsciously.” PST33: “We can teach children
many values such as sharing, helpfulness and cooperation through play more easily and more
permanently.”
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The examples of the answers stating that drama activity is effective in introducing values to pre-
school children in pre-school education are as follows: T4: “Drama activities, which provide the
opportunity to learn by doing, are among the types of activities that should be definitely used in values
education.” PST60: “In drama activities, children gain experiences related to different events and
situations by taking different roles. Among these different events and situations, we can easily make
children adopt our values.”

The examples of the answers stating that Turkish activity is effective in introducing values to pre-
school children in pre-school education are as follows: T44: “Since pre-school children love to listen to
stories, we can easily give the values in Turkish language activities and have them adopt these values
through stories.”

An example of the answers stating that music activity is effective in introducing values to pre-school
children in pre-school education is as follows: PST10: “The values can be introduced to pre-school
children in an enjoyable manner using children songs and musical story creation activities.”

An example of the answers stating that art activity is effective in introducing values to pre-school
children in pre-school education is as follows: PST29: “By means of the pictures drawn by pre-school
children, we can learn what they think about the values we want them to perceive and chat about their
opinions, and therefore make them adopt the values.”

Areas of Development that the Values Education Provided to Pre-School Children Supports

When the data obtained from the interviews are analyzed, the areas of development that the values
education provided to pre-school children supports are “social-emotional development”, “language
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development”, “cognitive development” and “self-care skills” according to the opinions of the teachers,

and the areas of “social-emotional development”, “language development”, “cognitive development”
and “psychomotor development” according to the opinions of the pre-service teachers.

Table 6.
Areas of Development that the Values Education Provided to Pre-School Children Supports.

Areas of Development that the Values Education Provided to

Pre-School Children Supports Group n f %
Social-Emotional Development 1 60 31 52.00
2 60 28 47.00
Language Development 1 60 12 20.00
2 60 13 22.00
Cognitive Development 1 60 10 17.00
2 60 11 18.00
Psychomotor Development 1 60 0 .00
2 60 8 13.00
Self-Care Skills 1 60 7 11.00
2 60 0 .00

As can also be understood from Table 6, most of the teachers and pre-service teachers who
participated in the interview about the areas of development that the values education provided to pre-
school children supports stated their opinion as the “social-emotional development” area. Teachers also
think that values education also supports the areas of “language development”, “cognitive
development” and “self-care skills”, while pre-service teachers think that it also supports the areas of
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“language development”, “cognitive development” and “psychomotor development”.

The examples of the answers stating that the values education provided to pre-school children
supports social-emotional development are as follows: T17: “Human beings must possess various values
such as sharing, waiting, cooperating, and being patient since they are social beings and they live in the
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society. Social-emotional development of children is supported starting from early ages with such values
gained in the early childhood period.” PST12: “Values education aiming at the fact that children take
responsibility starting from early ages, show respect and love to those people around them, gain self-
control skills and arrange their friendship relations supports both the social and emotional development
of children.”

The examples of the answers stating that the values education provided to pre-school children
supports language development are as follows: T28: “The stories, fairy tales told in relation to the values
that are aimed to be comprehended, and the conversations made about what is told support the
language development of children.”PST33: “Including values in Turkish activities as much as possible
through fairy tales, stories, and poems contributes to the language development of children.”

The examples of the answers stating that the values education provided to pre-school children
supports cognitive development are as follows: T20: “Children, whose sense of self-confidence is
developed through values education, can express themselves in a self-confident manner without the fear
of making mistakes in activities aimed at cognitive skills, and can reach the solution by making
reasoning.” PST55: “I believe that children who internalize values such as responsibility, helpfulness,
cooperation by seeing them in the family and school environment are more effective in establishing
cause-effect relationships and problem-solving skills.”

The examples of the answers stating that the values education given to pre-school children supports
psychomotor development are as follows: T40: “Since values are best taught through drama and play
activities, these activities consequently contribute to the psychomotor development of children.”

The examples of the answers stating that the values education provided to pre-school children
supports self-care skills are as follows: T56: “For example, we can draw children’s attention to the
importance of skills such as washing hands and brushing teeth in terms of their health by emphasizing
the importance of the development of self-care skills for their health when making them adopt the value
of cleanliness.”

Benefits that the Values Education Given in the Pre-School Period Will Provide to Children Later in Life

When the data obtained from the interviews were analyzed, the teachers and the pre-service
teachers expressed the benefits that the values education given in the pre-school period would provide
to children later in their life as “being a good person”, “being a good citizen”, and “being a good parent”.

Table 7.
Benefits that the Values Education Given in the Pre-School Period Will Provide to Children Later in Their
Lives.

Benefits that the Values Education Given in the Pre-School

Period Will Provide to Children Later in Their Lives Group n f %
Being a Good Person 1 60 37 62.00
2 60 40 67.00
Being a Good Citizen 1 60 15 25.00
2 60 13 22.00
Being a Good Parent 1 60 8 13.00
2 60 7 11.00

As can also be understood from Table 7, most of the teachers and the pre-service teachers who
participated in the interview about the benefits that the values education given in the pre-school period
would provide to children later in their lives expressed their opinion as “being a good person”. Teachers
and pre-service teachers also think that values education will also provide a benefit to children later in
their life on “being a good citizen” and “being a good parent”.

391



Bengii TURKOGLU — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 381-412

The examples of the answers stating that the values education given in the pre-school period will
provide benefits to children in their future lives for being a good person are as follows: T38: “All values
introduced to children starting from early ages are effective steps taken for children to become better
people and adults.”PST11: “Children raised with effective values education are individuals who will make
up the part of good people in the society.”

The examples of the answers stating that the values education given in the pre-school period will
provide benefits to children later in their life for being a good citizen are as follows: T26: “Children raised
with values education move towards being a good citizen who knows his rights, responsibilities and
duties.” PST51: “Values education should be definitely taken into consideration in societies that wish to
raise good citizens.”

The examples of the answers stating that the values education given in the pre-school period will
provide benefits to children later in their life for being a good parent are as follows: T44: “Children
raised with values such as justice, responsibility, tolerance, love and respect become parents who wish to
raise children stuck to these values.” PST9: “I believe that effective parents in the society are children
raised with values both in the family and at school starting from the early childhood period.”

Reasons for Giving Values Education at Pre-School Education Institutions

When the data obtained from the interviews are analyzed, the reasons for giving values education at
pre-school education institutions are classified as “preparing children for their future roles”, “solving
social problems in the society” and “the failure to introduce the values sufficiently in the family”

according to the opinions of the teachers and the pre-service teachers.

Table 8.
Reasons for Giving Values Education at Pre-Service Education Institutions.

Reasons for Giving Values Education at Pre-Service Education
Institutions Group n f %

Preparing Children for Their Future Roles 1 60 29 48.00
2 60 26 43.00
Solving Social Problems in the Society 1 60 23 39.00
2 60 24 40.00
Failure to Introduce the Values Sufficiently in the family 1 60 8 13.00
2 60 10 17.00

As can be understood from Table 8, most of the teachers and the pre-service teachers who
participated in the interview on the reasons for giving values education at pre-school education
institutions stated their opinion as “preparing children for their future roles”. Furthermore, the teachers
and the pre-service teachers stated the reasons for giving values education at pre-school education
institutions as “solving social problems in the society” and “the failure to introduce the values
sufficiently in the family”.

The examples of the opinions stating that the reason for giving values education at pre-school
education institutions is to prepare children for their future roles are as follows: T7: “All values
introduced starting from early ages are effective steps in children’s becoming better people and adults.”
PST12: “Children raised with effective values education are individuals who will make up the part of good
people in the society.”

The examples of the opinions stating that the reason for giving values education at pre-school
education institutions is to solve social problems in the society are as follows: T39: “Children raised with
values education move towards becoming good citizens who can solve social problems, and know their
rights, responsibilities and duties.” PST46: “Values education should be definitely taken into
consideration in societies that wish to raise individuals with developed social skills and social problem-
solving skills.”
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The examples of the opinions stating that the reason for giving values education at pre-school
education institutions is the failure to introduce the values sufficiently in the family are as follows: T11:
“I believe that values education must be definitely provided at education institutions since children who
are not raised with values such as justice, responsibility, tolerance, love and respect may become
problematic individuals in the society.” PST20: “The most effective environment in which values that are
not imposed by parents should be taught at early ages is pre-school education institutions.”

Discussion, Conclusion and Implications

The questions within the scope of the study conducted for the purpose of evaluating the opinions of
pre-school teachers and pre-service teachers on values education in the pre-school period qualitatively
and the answers given by the teachers and pre-service teachers were provided separately and discussed
in the light of the literature.

Most of the teachers and the pre-service teachers who participated in the interview answered the
question of what the factors affecting values education in the pre-school period are as “the family”,
which was followed by “the teacher”. The teachers also expressed the opinion that the factors of
“curriculum” and “environment” were effective on values education, while the pre-service teachers
stated that only the factor of environment was effective on values education. Both the teachers and the
pre-service teachers described the family as the most effective factor in values education because they
thought that the first institution where the child was trained was the family and they pointed out that
teachers are the complement of the family education. They also argued that everyone around the
children is part of value education. Unlike the teachers, the pre-service teachers have stated that values
cannot be taught within a program, they can only be taught in life. Ceting6z (2015), Sapsaglam &
Omeroglu (2015), Yazar (2010) emphasize that pre-school teachers and pre-service teachers attribute
importance to the participation of families in values education. In a study, Uner (2011) emphasized the
importance of training teachers on values education. In the study by Erkus (2012), it was concluded that
it is necessary to give seminars to families and teachers, reduce the number of students, incorporate the
values education more in the curriculum, and ensure cooperation between the school and the family in
order for values education in the pre-school curriculum to be more beneficial.

Most of the teachers who participated in the interview stated that “respect” was at the top of the
values that pre-school children should gain within the family, while the pre-service teachers stated that
it was “love”. Furthermore, the teachers listed the values that must be gained within the family as
“love”, “responsibility”, “righteousness/honesty” and “cooperation”, while the pre-service teachers
listed them as “respect”, “responsibility”, “cooperation” and “self-confidence”. Most of the teachers
who participated in the interview stated that the value that pre-school children must gain at pre-school
education institutions was “helpfulness”, while most of the pre-service teachers stated that it was
“empathy”. Moreover, the teachers list the values that must be gained at pre-school education
institutions as “tolerance”, “sharing”, “justice”, “empathy” and “self-control”, while the pre-service
teachers list them as “helpfulness”, “tolerance”, “justice”, “sharing” and “self-control”. The reason that
the teachers express "respect" and “helpfulness”; the pre-service teachers express "love" and
“empathy” as the top of the values that pre-school children should gain within the family and at pre-
school education institutions is thought the value priorities of the teachers and the pre-service teachers
with age difference. In previous studies, it was emphasized that the values that should be introduced are
respect, love, tolerance, justice, responsibility, cooperation, empathy, honesty and helpfulness, and
similar findings to the findings of the study were found (Acat & Aslan, 2011; Cengelci, Hancl &
Karaduman, 2013; Erkus, 2012; Karatekin, Gengtiirk & Kiligoglu, 2013; Memis & Gedik, 2010; Ogelman &
Sarikaya, 2015; Pekdogan & Korkmaz, 2017; Sapsaglam & Omeroglu, 2015; Tarkogin, Berktas & Uyanik
Balat, 2013; Thornberg & Oguz, 2013; Tirk, 2009; Yazar & Erkus, 2013). Ayranci (2017) the teachers
stated that they used tales more for values such as goodness, honesty, respect, and love.

|n
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Regarding the question about the types of activities that can be used in introducing the values in pre-
school education to pre-school children easily, most of the teachers and the pre-service teachers
answered as “play activity”. Furthermore, the teachers stated that the “drama activity” and “Turkish
activity” were the activities that were effective in introducing the values, while the pre-service teachers
stated that these activities were “drama activity”, “music activity” and “art activity”. Since it is the
easiest and most convenient way of giving children all kinds of information, it is thought that the
teachers and the pre-service teachers use play activities to introduce the values. Unlike the teachers, the
pre-service teachers give place music and art activities that children enjoy very much in their value
education. This is thought to be due to the age difference between the teachers and the pre-service
teachers and the influence of the theoretical knowledge on the pre-service teachers. In their study,
Pekdogan & Korkmaz (2017) stated that the play activity was included most in the process of values
education. Studies show that teaching the values through drama is quite an effective method (Can,
2008; Kaya, Gunay & Aydin, 2016; Kurtdede Fidan, 2009; Thornberg & Oguz, 2013; Yazar & Erkus, 2013).
Moreover, Uzun & Kdse (2017) determined in their study that the values education lesson taught using
the drama method was effective in raising the students’ awareness of values. In their study, Kolag and
Karadag (2012) and Uner (2011) stated that teachers include Turkish language activities when teaching
values. Pre-service teachers expressed that children's literature products could be used to bring
universal and national values to children in preschool period (Ayranci & Aytas, 2017). Ayranci (2017)
stated that the tales were used to teach moral values to the students.

Regarding the areas of development supported by the values education provided to pre-school
children, most of the teachers and the pre-service teachers expressed their opinion as the area of
“social-emotional development”. The teachers state that the values education also supports the
“language development”, “cognitive development” and “self-care skills”, while the pre-service teachers
state that it supports the areas of “language development”, “cognitive development”, and
“psychomotor development”. The majority of the teachers and the pre-service teachers think that value
education supports social-emotional development, namely character development. The teachers and
the pre-service teachers also show that they give more importance to value activities for their
developmental areas that children are supported by values education. The finding in the study that
values education supports the social-emotional development of children most is consistent with the
findings in the studies of Pekdogan and Korkmaz (2017) and Uner (2011).

Regarding the benefits that the values education given in the pre-school period will provide to
children in their future lives, most of the teachers and the pre-service teachers expressed their opinion
as “being a good person”. The teachers and the pre-service teachers also believe that values education
will provide benefits to children in terms of being a “good citizen” and a “good parent” later in their life.
Both the teachers and the pre-service teachers argue that value education leads children to be better
individuals in the future. Thornberg and Oguz (2013) stated that the teachers who participated in their
study expressed the opinion that it was the socialization of children by gaining the socially accepted
suitable behaviors by means of values education.

Most of the teachers and pre-service teachers who participated in the interview expressed their
opinion on the reasons for giving values education at pre-school education institutions as “preparing
children for their future roles”. The teachers and the pre-service teachers also listed the reasons for
giving values education at pre-school education institutions as “solving social problems in the society”
and “the failure to introduce the values sufficiently in the family”. The fact that the teachers and the
pre-service teachers aim to prepare children for future roles through value education can be described
as evidence that they see value education as a training for personality development. In addition, it is
also believed that social problems can be solved with this character education, which is not thought to
be gained enough in the family. In the study conducted, Yazar (2010) stated that the teachers expressed
the opinion that values education was effective in the personality development of students and their
becoming socially compatible individuals. In the study carried out, Tokdemir (2007) determined that
students fail to gain the required and adequate value behaviors from their families. In their study, Giir et
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al. (2015) stated that the sustainability of the values education provided by teachers at school could not
be ensured at home. It is observed that the findings of the study match the results achieved in other
studies.

When all research data are evaluated in the light of the literature, it is observed that the factors
affecting values education in the pre-school period are “family”, “teacher”, “curriculum” and
“environment” according to the opinions of the teachers, and “family”, “teacher” and “environment”
according to the opinions of the pre-service teachers; the values that the pre-school children must gain
within the family are “respect”, “love”, “responsibility”, “cooperation” and “righteousness/honesty”
according to the opinions of the teachers, and “respect”, “love”, “responsibility”, “cooperation” and
“self-confidence” according to the opinions of the pre-service teachers; the values that pre-school
children must gain at pre-school education institutions are “helpfulness”, “tolerance”, “empathy”,
“sharing”, “justice” and “self-control” according to the opinions of the teachers and the pre-service
teachers; the types of activities used in introducing the values to pre-school children in pre-school
education are “play activity”, “drama activity” and “Turkish activity” according to the opinions of the
teachers, and “play activity”, “drama activity”, “music activity” and “art activity” according to the
opinions of the pre-service teachers; development areas supported by the values education provided to
pre-school children are “social-emotional development”, “language development”, “cognitive
development” and “self-care skills” according to the opinions of the teachers, and “social-emotional
development”, “language development”, “cognitive development” and “psychomotor development”
areas according to the opinions of the pre-service teachers; the teachers and the pre-service teachers
expressed the benefits that the values education given in the pre-school period would provide to
children later in their life as “ being a good person”, “being a good citizen” and “being a good parent”;
the teachers and the pre-service teachers listed the reasons for providing values education at pre-school
education institutions as “preparing children for their future roles”, “solving social problems in the
society”, and “the failure to introduce the values sufficiently in the family”. The study contributes to the
literature in terms of determining the verbal statements of the teachers and the pre-service teachers
about values education in the pre-school period.

Various suggestions can be offered depending on the findings of the study. Lessons on values
education in the pre-school period can be included at the bachelor’s or master’s education level of the
faculties raising teachers. In these lessons, teachers can prepare activities for different kinds of activities
for values. In-service training and seminars on values education can be given to teachers. Values can be
included more in the content of the education provided at pre-school education institutions in order for
the values to be reinforced. Activities such as play, drama that children enjoy very much can be used
more in introducing the values. Awareness of values education can be raised among parents by holding
education seminars for parents since family participation is an indispensable part of values education.
Families can be taught entertaining games that will enable their children to gain values at young age. It
may be suggested to researchers to carry out studies that include different study groups and different
research methods.
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Tiirkge Siiriim

Girig

Literatlirde “altin dénem” olarak da adlandirilan erken ¢ocukluk donemi ¢ocugun bilissel, fiziksel, dil,
sosyal ve duygusal gelisiminde ¢ok onemli bir asamadir (White, 1919). Clinkid dogumdan alti yasina
kadar 6zellikle zihinsel ve fiziksel yetenekler sasirtici bir hizla ilerler. Bu agidan ¢ocuklarin tim gelisim
alanlarinda zengin uyaricili ortamlarda desteklenmesi ¢ok énemlidir. Ancak, erken gocukluk déneminin
amaci ¢ocuklara yalnizca temel bilgi ve becerileri kazandirmak degil; ayni zamanda onlarin davranis,
karakter ve ahlak yéniinden de gelisimine katkida bulunmaktir. Ozellikle giinimiizde ¢ocuklarin deger
gelisimine katkida bulunmak son derece 6nemlidir. Erken gocukluk donemi ahlaki degerlerin temellerinin
atildigi bir dénemdir ve bu donemde kazandirilan temel degerler hayat boyunca devam eder (Balat &
Dagal, 2009; Kurtdede Fidan, 2015).

Uluslararasi Sosyal Bilimler Ansiklopedisi (1968) degerleri, “bir davranisin bireysel ya da sosyal
gruplar icin bir rehber olarak yénlendirildigi ve dizenlendigi bir dizi ilke” olarak tanimlar. Deger; neyin
iyi, neyin kotl oldugu konusundaki yargilari, belirli bir davranig bigimi igin tercihleri ve hedefleri, insani
insan yapan 0Ozelliklere sahip olan ve insani diger canlilardan ayiran temel 6zellikleri igcinde barindiran ve
insanlarin davraniglarina yon veren inanglar butlinidir. Degerler, insanlarin davraniglarini ve tutumlarini
yonlendirdigi igin degerleri evrensel bir kavram olarak anlamak 6nemlidir (Halstead & Taylor, 1996; Levy,
1993; Schwartz, 1992; Schwartz, 2012; Schwartz et al., 2012; Ulusoy & Dilmag, 2012; Veugelers, 2000;
Veugelers & Vedder, 2003). Degerler, insanlarin istenilen hedefler ve sonuglara dair vardiklari standart
vargilardir. Toplumsal normlarin ya da kurallarin temelini olusturur ve bireylerin sosyal, entelektiel,
duygusal, ruhsal gelisimi icin temel olusturur. Bireyler degerler egitimi sayesinde igcinde bulunduklar
topluma uyum saglamayi ve icinde bulunduklari kiiltiire ait olma duygusuna sahip olmayi 6grenirler
(Arslan, 2013; Kaur & Nagpal, 2013; Ulusoy & Arslan 2014). Degerler otomatik olarak ortaya ¢ikmaz.
Cocuklar dogduklari andan itibaren hemen belirli bir kiltir ve toplumda rehber olarak hizmet eden
degerlerle kusatilirlar. Cocuklar sosyallesme siirecglerinde toplum tarafindan deneyimlenen ve insa edilen
ahlaki ve etik bir temel gelistirirler ve bu degerleri 6grenirler (Long Bostrom, 1999; Veisson & Kuurme,
2010; White & Matawie, 2004). Degerler egitimi, gecmiste ahlak ve din egitimi ile es anlamh olarak
kullaniimistir (Beck, 1971). Degerler egitiminin temel amaci; sevgi, saygi, sorumluluk, erdem, cesaret,
inang, adalet gibi tim insanhigin sahip olmasi gereken evrensel degerleri kazandirarak iyi karakterli
bireyler yetistirmek ve diinyamizin daha gilivenilir ve yasanilir hale gelmesine katki saglamaktir (Altan,
2011).

Cocugun biylmesi, gelismesi ve olgunlasmasinda ailenin vermis oldugu egitim slphesiz ¢ok
kiymetlidir. Clink aile, cocuga bireysel ve toplumsal hayatla ilgili en temel davranislari, ahlaki, manevi
kavramlari ve degerleri kazandiran; cocugun egitiminden birinci derecede sorumlu ilk kurumdur. Anne-
babalar, ¢cocugun ilk 6gretmenleri ve rol modelleridir; bu agidan ¢ocugun ahlaki gelisiminde yasamsal
onem tasirlar. Cocuklar ahlaki duygularinin gelisiminde anne babalarinin destegine ihtiyag duyarlar
¢linkli anne-babalar ¢ocuklara nasil davranacaklarini 6gretirler, 6gretileri de kendi ahlaki inanglarina
baghdir. Degerler kalitimsal olarak getirilmez, sonradan kazanilirlar. Bu sebeple ailelerin kurallari,
beklentileri, agiklamalari ¢ocuklarin ahlaki gelisimlerini kolaylastirir. Aile ortaminda kazanilan degerlerin
pekistirilmesi ve yeni degerlerin kazanilmasi icin en uygun ortamlar ise hi¢ stiphesiz okullardir (Aktepe,
2014; Aspin, 1997; Aydin & Akyol Girler, 2013; Camodeca, 2015; Kaur, 2015; Malti et al., 2013; Oktay,
1999).

Egitim, toplumun temel degerlerini 6grencilere benimsetmede ¢ok énemli bir role sahiptir (Kaur &
Nagpal, 2013). Soyut veya tanimlanmis olsun egitimsel hedefler her zaman belirli degerleri dogrular
(Hirsjarvi & Huttunen, 1998). Egitim, okur-yazarlik ve ahlaki degerlerin birlesimidir. Hi¢ kimse suclu bir
kisi olarak dogmamustir, sadece cocugun dogru yolu secmesini engelleyen olumsuz ortamlar vardir. lyi
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ogretmenler, 6grencilere verilen iyi bir egitimle olumsuzluklarda degisimi saglayabilirler (Kaur, 2015).
Degerlere iliskin bilgileri gocuklar hayatlari boyunca deneyimlemektedirler, ancak ilk ve temel degerler
hosgorulli ve sorumlu bir toplum igin erken ¢ocukluk doneminde kazanilmaya baslanmakta ve bu siireg
yasam boyu devam etmektedir (Balat & Dagal, 2009; Johansson et al., 2014). Aile bireylerinden sonra
okul oncesi egitim kurumlarinda ¢ocuklara degerleri benimseten, rol model olan kisiler okul 6ncesi
ogretmenleridir. Kohlberg (1978) 6gretmenlerin ahlaki egitimde ¢ok énemli roller Gstlendiklerini ifade
etmistir. Bu kritik donemde Ogretmenler, degerleri cocuklara davranislariyla kazandirdigi igin
ogretmenlerin deger sahibi ve erdemli bireyler olmalari ayrica bu degerleri cocuklara nasil 6gretecekleri
konusunda bilgi ve beceri sahibi olmalari gerekmektedir (Kohlberg, 1978; Pekdogan & Korkmaz 2017).
Degerlerin nasil 6gretilecegi konusunda bilgi ve becerilerin edinildigi Universite ortamlarinda 6gretmen
adaylarinin donanimh olarak yetistiriimesi de ¢ok dnemli bir konudur. Hi¢ siphesiz ki deger sahibi
olmayan &gretmen adaylarinin deger sahibi 6gretmenler olmasini bekleyemeyiz. Ogretmenler iyi
modeller olmali, degerleri cocuklara yaratici yollarla 6gretmeli, kesif ortamlari sunmahdir, ¢lnki
cocuklar etkilendikleri ve hayran olduklari insanlari taklit ederler (Kohlberg, 1978; Pekdogan & Korkmaz
2017).

Amag

Bu baglamda galismanin temel amaci; okul 6ncesi 6gretmenlerinin ve 6gretmen adaylarinin okul
oncesi donemde degerler egitimi hakkindaki gorislerini niteliksel olarak degerlendirmektir.

Arastirmanin genel amaci dogrultusunda asagidaki sorulara cevap aranmistir;

1. Okul 6ncesi donemde degerler egitimini etkileyen faktorler nelerdir?

2. Okul 6ncesi donem gocuklarinin aile igerisinde kazanmalari gereken baslica degerler hangileridir?

3. Okul 6ncesi donem c¢ocuklarinin okul 6ncesi egitim kurumlarinda kazanmalari gereken baslica
degerler hangileridir?

4. Okul oncesi donem cocuklari okul oncesi egitimde degerleri hangi etkinlik cesidiyle daha kolay
kazanabilir?

5. Okul 6ncesi donemde verilen degerler egitimi gocuklarin en ¢cok hangi gelisim alanini destekler?

6. Okul dncesi donemde verilen degerler egitimi ilerleyen yasantilarinda g¢ocuklara ne tir faydalar
saglar?

7. Okul oncesi egitim kurumlarinda degerler egitimi verilmesinin nedenleri nelerdir?

Yontem
Arastirma Modeli

Bu calisma, okul 6ncesi 6gretmenlerinin ve 6gretmen adaylarinin okul dncesi dénemde degerler
egitimi hakkindaki goruslerini belirlemeyi amagladigi icin nitel arastirma yontemi kullanilmistir. Nitel
arastirma; gozlem, goriisme, dokiiman analizi gibi nitel veri toplama yontemlerinin kullanildigi, olaylarin
dogal ortaminda gergekgi ve biitlinciil bir bicimde ortaya konmasina yonelik nitel bir stirecin izlendigi
arastirma turtdir (Yildinnm & Simsek, 2011). Arastirma nitel arastirma yontemlerinden durum c¢alismasi
ile desenlenmistir. Durum c¢alismasi, arastirmacinin bir olay, bir kisi, bir grup, bir durum {zerine
yogunlasarak elde edilen verileri kendi yasam cercevesi icinde inceleyen, sebep-sonug ve degiskenlerin
karsilikh iliskileri cinsinden agiklayabilmesine olanak saglayan, bu durumlara bagh temalari butiincal bir
bicimde tanimlayan, analiz eden ve birden fazla kanit veya veri kaynaginin mevcut oldugu durumlarda
kullanilan nitel bir arastirma yaklasimidir (Creswell, Hanson, Clark Plano & Morales, 2007; Cepni, 2012;
Merriam, 2013; Yildirnm & Simsek, 2011; Yin, 1984).
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Calisma Grubu

Arastirmanin ¢alisma grubunu, Konya il Milli Egitim MUdirligiine bagh bagimsiz anaokullarinda ve
anasiniflarinda goérev yapan 60 okul &ncesi 6gretmeni ve Necmettin Erbakan Universitesi Ahmet
Kelesoglu Egitim Fakiiltesi Okul Oncesi Egitimi bélimiinde son sinifta 8grenim géren 60 dgretmen aday!
olusturmaktadir. Calisma grubunun seciminde amacgh orneklem yontemlerinden olgiit 6rnekleme
yontemi kullanilmistir. Olgiit 6rnekleme y&nteminde, érneklem problem durumla ilgili olarak belirlenen
niteliklere sahip kisiler, olaylar, nesneler ya da durumlardan olusturulur ve kisilerin ya da olaylarin
basaril bir sekilde temsil edilebilirligini saglamak icin kullanilir (Blylikoztirk, Cakmak, Akglin, Karadeniz
ve Demirel, 2009; Maxwell, 2018). Okul 6ncesi 6gretmenlerinin siniflarinda, 6gretmen adaylarinin ise
uygulama siniflarinda degerler egitimine siklikla yer vermeleri bu arastirmada 6lgut olarak belirlenmistir.
Arastirmanin basinda, 66 okul 6ncesi 6gretmeni ve 72 okul 6ncesi 6gretmen adayindan Kisisel Bilgi
Formunun doldurulmasi istenmistir. Formlar incelendikten sonra belirlenen 0&lgiti karsilayan ve
arastirmaya katilmaya gonulli okul 6ncesi 6gretmenleri ve 6gretmen adaylarindan calisma grubu
olusturulmustur.

Tablo 1.
Okul Oncesi Ogretmenleri / Odretmen Adaylarina Ait Demografik Bilgiler.

Okul Oncesi Ogretmenleri  Okul Oncesi Ogr. Adaylari

Demografik Bilgiler n f % n f %
Cinsiyet Kadin 60 55 92.00 60 53 88.00
Erkek 5 8.00 7 12.00
Yas 21-25 60 0 .00 60 60 100.00
26-30 12 20.00 0 .00
31-35 32 53.00 0 .00
36-40 16 27.00 0 .00
Ogrenim Durumu Lise 60 0 .00 60 57 95.00
On Lisans 0 .00 3 5.00
Lisans 60  100.00 0 .00
Mesleki Kidem ovil 60 0 .00 60 60  100.00
1-10vil 8 13.00 0 .00
11-20 il 34 57.00 0 .00
21-30vil 18 30.00 0 .00
GOrev/Staj Yapilan ilkokul 60 35 58.00 60 34 57.00
Okuléncesi Egitim Kurumu  Blinyesinde
Anasinifi
Bagimsiz 25 42.00 26 43.00
Anaokulu
Sinifta/Uygulama Sinifinda  Evet 60 60 100.00 60 60 100.0
Degerler Egitimine Sikhkla ~ Hayir 0 .00 0 .00

Yer Verme Durumu

Veri Toplama Araglari

Arastirmada veriler, okul Oncesi 6gretmenlerine ve 6gretmen adaylarina yonelik sorulari iceren
“Kisisel Bilgi Formu” ve acik uclu sorulardan olusan yari yapilandiriimis goérisme formu kullanilarak
toplanmistir. Yari yapilandiriimis goériismelerde sorular dnceden hazirlanir ancak gériisme sirasinda
sorular yeniden diizenlenebilir. Ne tam yapilandirilmis gérismeler kadar kati, ne de yapilandiriimamis
gorismeler kadar esnek olan bu yontemde veriler derinlemesine toplanmaya calisilir (Blyukoztlrk,
2009; Ekiz, 2009; Karasar, 2009; Lichtman, 2006; Merriam, 2009). Goériisme sorulari literatir taramasi
vapilarak hazirlanmistir. Kapsam gecerligini saglayabilmek icin (¢ Ogretim ({yesinin gorislerine
basvurulmus ve yedi sorudan olusan yari yapilandirilmis gériisme formu olusturulmustur. U¢ okul dncesi
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o6gretmeni U¢ de 6gretmen adayi ile 6n goriisme yapilmis, sorularin agik ve anlasilir olup olmadiginin
kontroll igin yanitlar yazili olarak kaydedilmis ve bir uzmandan sorular ve goriisme kayitlarini
inceleyerek sorularin temel amaca hizmet edip etmedigini kontrol etmesi istenmistir. Boylece soru
maddelerinin i¢ gecerligi de saglanmistir. On gériismeye katilan dgretmen gérisleri arastirmada
degerlendirme disinda tutulmustur. Yari yapilandirilmis gérisme formunun gegerligi saglandiktan sonra
okul 6ncesi 6gretmenleri ve 6gretmen adaylariyla ylz ylize gorismelere gecilmis ve verilen cevaplar
arastirmaci tarafindan yazili olarak kaydedilmistir.

Verilerin Toplanmasi

Veriler toplanirken 6ncelikle 6gretmenlere ve 6gretmen adaylarina arastirmada katilimci olmaya
iliskin gonilli olup olmadiklari sorulmus, gonilli olan 60 okul 6ncesi 6gretmeni ve 60 okul dncesi
o6gretmen adayinin her biriyle farkh tarihlerde ayri ayri gériismeler yapilmistir. Gériismeler 03-28 Nisan
2017 tarihleri arasinda gercgeklestirilmistir. Gorlismenin basinda 6gretmenlere ve 6gretmen adaylarina
arastirmanin amaci acgiklanmis ve gorlisme formundaki sorulara igten ve samimi bir sekilde cevap
vermelerinin arastirmanin amacina ulasabilmesi i¢in oldukg¢a 6nemli oldugu vurgulanmistir. Goriismeler
esnasinda arastirmaci tarafindan goérisme formlari Gzerine notlar alinmistir. Gérisme bittikten sonra
yazili olarak eklemek istedikleri oldugunu belirten 6gretmen ve 6gretmen adaylarina gériisme formu
verilmis ve gorusleri alinmistir. Her bir gériisme ortalama 30 dakika stirmustiir.

Verilerin Analizi

Verilerin analizinde, nitel veri analiz tekniklerinden betimsel analiz teknigi kullaniimistir. Betimsel
analiz tekniginde elde edilen veriler daha 6nceden belirlenen temalara gore 6zetlenir ve yorumlanir
(Yildirnm & Simsek, 2011). Bu arastirmada da temalar arastirmanin sorularidir. Veriler, arastirma
sorularinin altinda diizenlenmis ve yorumlanmistir. Céziimlemelerde goéristine basvurulan okul dncesi
dgretmenlerine (01, 02, 03...), okul 8ncesi 6gretmen adaylarina (0A1, 0A2, OA3...) birer kod numarasi
verilmis, isimler dogrudan kullanilmamistir. Bulgular frekans ve yiizde degerleriyle ortaya konulmustur.
Bulgularin anlamhligi ve bitiinligli arastirmaci tarafindan siirekli test edilmistir. i¢ giivenirligi yani
bulgularin tutarliigini saglamak amaciyla bulgular yorum vyapilmadan dogrudan alintilar yoluyla
verilmistir. Ayrica, Ogretmenlerin ve 0gretmen adaylarinin gériisme sorularina verdigi yanitlar
arastirmaci ve alanda uzman bir akademisyen tarafindan ayri ayri incelenerek “goris birligi” ve “goris
ayrihgl” olan kodlar belirlenmistir ve gerekli diizenlemeler yapilmistir. Yapilan kodlamalarin givenilirlik
hesaplamasinda Miles ve Huberman’in (1994) énerdigi glvenirlik formult (Glvenirlik = Gérus Birligi /
[Goris Birligi + Gorus Ayrihigi]x 100.00) kullanilmistir. Yapilan hesaplamalar sonucunda giivenirlik; 1.
Soruda .86; 2. Soruda .94; 3. Soruda .92; 4. Soruda .92; 5. Soruda .89; 6. Soruda .87; 7. Soruda da .91
olarak bulunmustur. Arastirmanin modeli, ¢alisma grubu, veri toplama aracinin hazirlanma, veri
toplama, verilerin ¢6zlimlenme siirecinin ve konu ile ilgili yapiimis farkli calismalarla yapilan
karsilastirmalarin detaylariyla agiklanmasinin amaci dis gecerligi saglamaktir. Dis glvenirligi saglamak
amaciyla arastirmanin baska arastirmalarla test edilebilmesi icin gerekli aciklamalar ayrintilariyla
yapilmaya c¢ahsiimistir.

Bulgular

Arastirmanin bu bolimiinde, ¢alisma grubunda yer alan okul 6ncesi egitimi 6gretmenlerinin ve
o6gretmen adaylarinin okul dncesi donemde degerler egitimi hakkindaki goruslerini belirlemek amaciyla
kullanilan gérisme formlarindan elde edilen goriislerin ¢éziimlenmesi sonucunda ortaya ¢ikan bulgulara
ve yorumlara yer verilmistir. Ogretmenlerin ve égretmen adaylarinin her bir soruya verdikleri cevaplar
benzerlik ve farkhliklarina gore gruplandirilarak sunulmustur.
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Okul Oncesi Dénemde Degerler Egitimini Etkileyen Faktorler

GorUsmelerden elde edilen veriler analiz edildiginde, okul 6ncesi donemde degerler egitimini

»oou noou

etkileyen faktorler 6gretmenlere gore “aile”, “6gretmen”, “egitim programi” ve “gevre” iken, 6gretmen

n o u

adaylarina gore “aile”, “6gretmen” ve “cevre”dir.

Tablo 2.

Okul Oncesi D6nemde Dederler E§itimini Etkileyen Faktérler.

Okul Oncesi Donemde Degerler Egitimini Etkileyen Faktorler Grup* n f %

Aile 1 60 31 52.00
2 60 29 48.00

Ogretmen 1 60 19 32.00
2 60 25 42.00

Cevre 1 60 3 5.00
2 60 6 10.00

Egitim Programi 1 60 7 11.00
2 60 0 .00

* 1=0gretmenler 2=0gretmen Adaylar

Tablo 2’den de anlasilacagi Uzere gorlismeye katilan 6gretmenlerin ve 6gretmen adaylarinin
¢ogunlugu okul 6ncesi donemde degerler egitimini etkileyen en 6nemli faktoriin “aile” daha sonra
“Ogretmen” olduguna inanmaktadir. Ayrica 6gretmenler “egitim programi” ve “gevre” faktoriiniin de
etkili oldugunu dusinmektedir. Ancak, 6gretmen adaylari aile ve 6gretmenden sonra yalnizca ¢evrenin

etkili olduguna inanmaktadir.

Okul dncesi dénemde degerler egitimini ailenin etkiledigini belirten yanitlara érnek: 017: “Cocuklarin
ilk egitim yuvalari aileleridir, bu yiizden ailede dgretilmeyen, vurgulanmayan bir degeri okulda éGretmek
cok zordur.” OA11: “Erken ¢ocukluk déneminde cocugun karakteri aile icerisinde sekillenir, cocuk
ailesindeki bireyleri rol model olarak gériir ve onlarin davranislarini, tutumlarini benimser.”

Okul &ncesi ddnemde degerler egitimini dgretmenin etkiledigini belirten yanitlara érnek: 033: “Okul
6ncesi dénemde dgretmenin ¢ocuk lizerindeki etkisi siiphesiz ¢ok kuvvetlidir. Bu sebeptendir ki cocugun
dederlere yonelik editim alabilecedi en etkin kisiler 6gretmenlerdir.” OA48: “Cocuklarin dederleri
yasayarak etkilesimde bulunarak 6grenmesi ve i¢sellestirmesi ancak okul ortaminda mimkdiindiir. Okul
ortaminda da ¢ocuga model olacak yegdne kisi 6gretmendir.”

Okul dncesi dénemde degerler egitimini cevrenin etkiledigini belirten yanitlara érnek: 056: “Cocuklar
etraflarinda olup bitenleri gézleme ve taklit etme konusunda usta olduklari igcin ¢evrelerindeki tiim
insanlar yani arkadaslari, komsulari, akrabalari ¢ocuklar iizerinde olduk¢a etkilidir.” OA5: “Cocuklara
ailede ne kadar egitim verilirse verilsin onlar israrla etraflarindaki insanlardan etkilenirler.”

Okul 6ncesi donemde degerler egitimini egitim programinin etkiledigini belirten yanitlara 6rnek:
029: “Cocuklara dederlerin benimsetilebilmesi ancak etkili bir egitim programi ile miimkiin olabilir, ¢iinkii
boyle bir egitim programi ¢cocuklari tiim gelisim alanlarinda destekler ve etkili olur.”

Okul Oncesi D6nem Cocuklarinin Aile icerisinde Kazanmalari Gereken Degerler

Gorusmelerden elde edilen veriler analiz edildiginde okul 6ncesi dénem gocuklarinin aile igerisinde
kazanmalari gereken degerler 6gretmenlere gore “saygl”, “sevgi”, “sorumluluk”, “isbirligi” ve
“dogruluk/duriastluk” iken, 6gretmen adaylarina gore “saygl”, “sevgi”, “sorumluluk”, “isbirligi” ve
“Ozgiven”dir. Tablo 3’ten de anlasilacagl tizere okul 6ncesi donem cocuklarinin aile igerisinde
kazanmalari gereken degerler konusunda goriismeye katilan 6gretmenlerin ¢cogunlugu “saygi”, 6gretmen
adaylarinin ¢ogunlugu “sevgi” degerleri yoniinde fikir beyan etmistir. Ayrica 6gretmenler “sevgi”,
“sorumluluk”, “dogruluk/duristlik” ve “isbirligi”; 6gretmen adaylari ise “saygl”, “sorumluluk”, “isbirligi”
ve “Ozgliven” degerlerinin aile icerisinde kazanilmasi gerektigini diisiinmektedir.
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Tablo 3.
Okul Oncesi Dénem Cocuklarinin Aile icerisinde Kazanmalari Gereken Degerler.

Okul Oncesi Dénem Cocuklarinin Aile igerisinde Kazanmalari Gereken

Degerler Grup n f %
Saysgi 1 60 16 27.00
2 60 12 20.00
Sevgi 1 60 14 23.00
2 60 18 30.00
Sorumluluk 1 60 13 22.00
2 60 11 18.00
isbirligi 1 60 8 13.00
2 60 10 17.00
Dogruluk/Darustlik 1 60 9 15.00
2 60 0 .00
Ozgiiven 1 60 0 .00
2 60 9 15.00

Okul 6ncesi donem gocuklarinin aile icerisinde kazanmalari gereken degerin saygi oldugunu belirten
yanitlara érnek: 036: “Aile ici iletisimde sayginin 6n planda tutuldugu ailelerde yetisen ¢ocuklarin iletisim
becerileri akranlarina gére daha basarili oluyor.” OA28: “Saygi éncelikle ailede kazaniimasi gereken bir
degerdir, daha sonra cevrenin etkisiyle pekisir.”

Okul 6ncesi donem cocuklarinin aile igerisinde kazanmalari gereken degerin sevgi oldugunu belirten
yanitlara drnek: 08: “Sevgi, ¢ocudgun ilk sosyal ¢evresinde yani aile ortaminda doyasiya yasamasi ve
hissetmesi gereken en énemli degerdir.” OA2: “Aile ortaminda yeterince sevgi ile biiyiitiilen cocuklar
olumlu degerleri ve kisilik 6zelliklerini kazanmaya daha meyilli oluyorlar.”

Okul 6ncesi donem cocuklarinin aile icerisinde kazanmalari gereken degerin sorumluluk oldugunu
belirten vyanitlara ornek: O51: “Aile icerisinde c¢ocuda kiiciik yaslardan itibaren yasina uygun
sorumluluklar verilmeli, ¢linkii aile ortaminda sorumluluk almadan biiyiiyen ¢ocuklar ileriki yaslarinda da
sorumluluk almakta sikinti yasiyorlar.” OA16: “Sorumluluklarin paylasildigi ailelerde biiyiiyen cocuklar
agilede sorumluluk almaya alistigi igcin okulda verilen sorumluluklari yerine getirmek onlar igin zor
olmuyor.”

Okul 6ncesi donem cocuklarinin aile icerisinde kazanmalari gereken degerin isbirligi oldugunu
belirten yanitlara 6rnek: 020: “Anne-baba, anne-cocuk, baba-cocuk ve kardesler arasi isbirliginin oldugu
ailelerde yetisen cocuklar topluma karistiklarinda da isbirliGine meyilli bireyler oluyorlar.” OA9: “Ailede
ogretilmesi gereken en 6nemli deder bence isbirligi ¢linkii ailede bu dederi kazanamayan ¢ocuklar
anaokulunda arkadaslariyla birlikte ¢calismayi, birlikte bir (iriin ortaya koymayi siirekli reddediyorlar.”

Okul 6ncesi déonem c¢ocuklarinin aile icerisinde kazanmalari gereken degerin dogruluk/durustlik
oldugunu belirten yanitlara drnek: 041: “Ailede diiriistlii§iin en énemli erdem oldudu vurgusu ve
yasantisiyla biyiiyen ¢ocuk egitim yasantisinda da bu dederi olabildigince hayatina yansitiyor.”

Okul 6ncesi donem cocuklarinin aile igerisinde kazanmalari gereken degerin 6zgliven oldugunu
belirten yanitlara drnek: OA52: “Ailede éncelikle kazandiriimasi gereken en 6nemli deder 6zgiivendir.
Ozgiiveni yiiksek olan cocuk yapabildikleri ve yapamadiklarini bilir, kabul eder, dolayisiyla kendi ile
barisiktir. Hayat basarisi igin 6zgiiven kilit kelimedir.”

Okul Oncesi Dénem Gocuklarinin Okul Oncesi Egitim Kurumlarinda Kazanmalari Gereken Degerler

Gorusmelerden elde edilen veriler analiz edildiginde, okul 6ncesi donem cocuklarinin okul 6ncesi
egitim kurumlarinda kazanmalar gereken degerler 6gretmenlere ve 06gretmen adaylarina goére

” u

paylasma”, “adalet” ve “6z denetim”tir.

Y] nou

“yardimseverlik”, “hosgori”, “empati”,
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Tablo 4.
Okul Oncesi Dénem Cocuklarinin Okul Oncesi E§itim Kurumlarinda Kazanmalari Gereken Degerler.

Okul Oncesi D6nem Cocuklarinin Okul Oncesi Egitim

Kurumlarinda Kazanmalari Gereken Degerler Grup n f %
Yardimseverlik 1 60 17 28.00
2 60 11 18.00
Hosgoru 1 60 12 20.00
2 60 10 17.00
Empati 1 60 7 12.00
2 60 19 32.00
Paylasma 1 60 10 17.00
2 60 7 12.00
Adalet 1 60 8 13.00
2 60 8 13.00
Oz denetim 1 60 6 10.00
2 60 5 8.00

Tablo 4’ten de anlasilacagi lGzere okul dncesi donem gocuklarinin, okul dncesi egitim kurumlarinda
kazanmalari gereken degerler konusunda goériismeye katilan 6gretmenlerin cogunlugu “yardimseverlik”,
o6gretmen adaylarinin ¢ogunlugu “empati” degerleri yoninde fikir beyan etmistir. Ayrica 6gretmenler
“hosgori”, “paylasma”, “adalet”, “empati” ve “6z denetim”; 6gretmen adaylari ise “yardimseverlik”,
“hosgoru”, “adalet”, “paylasma” ve “06z denetim” degerlerinin okul oncesi egitim kurumlarinda

kazanilmasi gerektigini distinmektedir.

Okul 6ncesi donem c¢ocuklarinin, okul 6ncesi egitim kurumlarinda kazanmalari gereken degerin
yardimseverlik oldugunu belirten yanitlara 6rnek: 015: “Okulunda arkadasina, é§retmenine ve hatta
yardimci personele bile ihtiya¢ duyuldugunda yardim eden bir ¢ocuk bu giizel degeri farkli ortamlarda da
kullanacak ve icsellestirecektir.” OA31: “Sosyallesmeye baslayan ¢ocuklara kazandirilmasi gereken en
6nemli dederdir yardimseverlik, ¢linkii yardimi seven ¢ocuk insani, hayvani, dogayi, hayati seven bir
cocuktur.”

Okul 6ncesi donem c¢ocuklarinin, okul oncesi egitim kurumlarinda kazanmalari gereken degerin
hosgorii oldugunu belirten yanitlara érnek: O13: “Bireye kendi diisiincesinden, fikrinden, bakis agisindan,
isteklerinden farkli olan her tirlii gériise hosgérii ve anlayisla yaklasiimasi diistincesinin
benimsetilebilecegi en uygun ortam ancak birbirinden ¢ok farkli ¢ocuklarin bir araya geldigi okul 6ncesi
egitim kurumlaridir.” GA42: “Kendi kararlarina anlayis gésterilmesini bekleyen cocudun baskalarina
anlayis géstererek hosgoriiyii 6grendidi ilk adrestir anaokullari.”

Okul o6ncesi dénem c¢ocuklarinin okul 6ncesi egitim kurumlarinda kazanmalari gereken degerin
empati oldugunu belirten yanitlara érnek: 060: “Karsisindaki arkadasinin duygularini, icinde bulundudgu
durumu ya da davranislarinin nedenini anlamaya c¢alisan ¢ocuk benmerkezcilikten olabildigince hizla
uzaklasir, bu acidan ¢ocuklara kurumlarda kazandiriimasi gereken ilk deder empati becerisidir.” OA58:
“Stirekli sorun ¢ikaran, kavgaya meyilli cocuklarin éncelikle empati yetenedi gelistirilmelidir.”

Okul 6ncesi donem cocuklarinin, okul dncesi egitim kurumlarinda kazanmalari gereken degerin
paylasma oldugunu belirten yanitlara érnek: 029: “Ozellikle kardesi olmayan evin tek eviadi olan
cocuklar maalesef paylasma duygusunu aile ortaminda 6grenemiyor, bu sebepten okul dncesi egitim
kurumlari paylasimin égrenilmesi gereken ilk durak olabiliyor.” OA38: “Okul éncesi cocuklarina sadece
oyuncadin ya da esyanin degil, duygularin, diisiincelerin, sevginin, sayginin paylasiimasi 6ncelikle
anaokullarinda 6gretilmelidir.”

Okul 6ncesi donem cocuklarinin, okul 6ncesi egitim kurumlarinda kazanmalari gereken degerin
adalet oldugunu belirten yanitlara drnek: 026: “Okul éncesi ¢ocuklarina kazandirilmasi gereken en
6nemli deder adalet duygusudur ¢iinkii cocugun benmerkezci tavirlarini dengede tutarak insan iliskilerini

402



Bengii TURKOGLU — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 381-412

diizene sokar.” OA47: “Ozellikle okul éncesi éGretmenlerinin hicbir cocuk arasinda ayinm yapmayarak
yani her ¢ocuda adil davranarak rol model olmasi okul éncesi dénemde en 6nemli deger olan adalet
duygusunun ig¢sellestirilmesi icin ¢cok énemlidir.”

Okul 6ncesi dénem g¢ocuklarinin, okul 6ncesi egitim kurumlarinda kazanmalari gereken degerin 6z
denetim oldugunu belirten yanitlara érnek: O5: “Cocudun yaninda bir yetiskin olmadan da kendini zarar
verecek her tiirlii seyden uzak tutmasi, asirihklardan, tehlikelerden kaginmasi yani kendi kendini
denetleme ve kontrol etme becerisini kazanmasi gerekmektedir.” OA1: “Cocuda ebeveyni ya da
6gretmeni tarafindan hatirlatiimadan cocugun kurallari i¢sellestirmesi ve uygulamasi ¢ok énemlidir.
Béylece ¢ocuk disa bagimh degildir, kendi kendini kontrol edebilen, kararlarinin sorumlulugunu
tasiyabilen, sorumluluk alabilen, ézgtiveni yiiksek bir yapidadir.”

Okul Oncesi Donem Cocuklarina Okul Oncesi Egitimde Degerleri Kolayca Kazandirmada
Kullanilabilecek Etkinlik Cesitleri

Gorusmelerden elde edilen veriler analiz edildiginde, okul 6ncesi donem c¢ocuklarina okul 6ncesi
egitimde degerleri kazandirmada kullanilan etkinlik gesitleri 6gretmenlere gore, “oyun etkinligi”, “drama

R

etkinligi” ve “Turkce etkinligi”; 6gretmen adaylarina gore ise “oyun etkinligi”, “drama etkinligi”, “muzik

etkinligi” ve “sanat etkinligi”dir.

Tablo 5.
Okul Oncesi Dénem Cocuklarina Okul Oncesi Egitimde Degerleri Kolayca Kazandirmada Kullanilabilecek
Etkinlik Cesitleri.

Okul Oncesi Dénem Gocuklarina Okul Oncesi Egitimde Degerleri

Kolayca Kazandirmada Kullanilabilecek Etkinlik Cesitleri Grup n f %
Oyun Etkinligi 1 60 29 48.00
2 60 32 53.00
Drama Etkinligi 1 60 17 28.00
2 60 11 19.00
Turkge Etkinligi 1 60 14 24.00
2 60 0 .00
Mizik Etkinligi 1 60 0 .00
2 60 9 15.00
Sanat Etkinligi 1 60 0 .00
2 60 8 13.00

Tablo 5'ten de anlasilacagl lizere okul 6ncesi donem cocuklarina okul oncesi egitimde degerleri
kolayca kazandirmada kullanilabilecek etkinlik cesitleri konusunda goriismeye katilan 6gretmenlerin ve
6gretmen adaylarinin ¢ogunlugu “oyun etkinligi” yoninde fikir beyan etmistir. Ayrica, 6gretmenler

“drama etkinligi” ve “Turkce etkinligi”; 6gretmen adaylar ise “drama etkinligi”, “muzik etkinligi” ve

“sanat etkinligi”nin degerleri kazandirmada etkili etkinlikler oldugunu diisinmektedir.

Okul 6ncesi dénem c¢ocuklarina okul dncesi egitimde degerleri kazandirmada oyun etkinliginin etkili
oldugunu belirten yanitlara drnek: 825: “Degerlerin kazandiriimasinda hi¢ siiphesiz ki en etkili etkinlik
oyundur; daha dodrusu oyun cocudun bilingsiz bir sekilde égrenme halinin adidir.” OA33: “Oyunlar
vasitasiyla ¢ocuklara paylasma, yardimseverlik, isbirligi gibi bir¢cok dedgeri daha kolay ve daha kalici
olarak 6gretebiliriz.”

Okul 6ncesi donem gocuklarina okul dncesi egitimde degerleri kazandirmada drama etkinliginin etkili
oldugunu belirten yanitlara érnek: O4: “Yaparak yasayarak 6drenme firsati sunan drama etkinlikleri
degerler egitiminde de muhakkak kullaniimasi gereken bir etkinlik cesididir.” OA60: “Drama
etkinliklerinde gocuklar farkl rollere girerek farkli olay ve durumlarla ilgili yasantilar kazanirlar. Bu farkl
olay ve durumlarin icerisinde ¢ocuklara degerlerimizi kolayca kazandirabiliriz.”
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Okul 6ncesi donem ¢ocuklarina okul 6ncesi egitimde degerleri kazandirmada Tiirkge etkinliginin etkili
oldugunu belirten yanitlara 6rnek: 044: “Okul éncesinde cocuklar hikdye dinlemeyi cok sevdikleri icin
degerleri hikdyeler vasitasiyla Tiirkce-dil etkinliklerinde kolayca verebilir ve benimsetebiliriz.”

Okul 6ncesi donem gocuklarina okul éncesi egitimde degerleri kazandirmada miizik etkinliginin etkili
oldugunu belirten yanitlara érnek: OA10: “Okul éncesi dénem ¢ocuklarina cocuk sarkilari, miizikli éykii
olusturma etkinlikleriyle keyifli bir sekilde degerler kazandirilabilir.”

Okul 6ncesi donem gocuklarina okul oncesi egitimde degerleri kazandirmada sanat etkinliginin etkili
oldugunu belirten yanitlara 6rnek: OA29: “Okul éncesi ¢ocuklarinin cizdikleri resimler vasitasiyla
kavramalarini istedigimiz degerlere iliskin neler diisiindiiklerini 6grenebilir ve gériisleri ile ilgili sohbet
edebiliriz béylece degeri benimsetebiliriz.”

Okul Oncesi Dénem Gocuklarina Verilen Degerler Egitiminin Destekledigi Gelisim Alanlari

Gorusmelerden elde edilen veriler analiz edildiginde, okul 6ncesi donem cocuklarina verilen degerler
egitiminin destekledigi gelisim alanlari 6gretmenlere gore, “sosyal-duygusal gelisim”, “dil gelisimi”,
“bilissel gelisim” ve “6z bakim becerisi”; 6gretmen adaylarina gére “sosyal-duygusal gelisim”, “dil
gelisimi”, “bilissel gelisim” ve “psikomotor gelisim” alanlaridir.

Tablo 6.
Okul Oncesi Dénem Cocuklarina Verilen Dederler Editiminin Destekledigi Gelisim Alanlari.

Okul Oncesi Dénem Cocuklarina Verilen Degerler Egitiminin

Destekledigi Gelisim Alanlan Grup n f %
Sosyal-Duygusal Gelisim 1 60 31 52.00
2 60 28 47.00
Dil Geligimi 1 60 12 20.00
2 60 13 22.00
Biligsel Geligsim 1 60 10 17.00
2 60 11 18.00
Psikomotor Gelisim 1 60 0 .00
2 60 8 13.00
Oz bakim Becerisi 1 60 7 11.00
2 60 0 .00

Tablo 6’dan da anlasilacagl lizere okul ©6ncesi dénem ¢ocuklarina verilen degerler egitiminin
destekledigi gelisim alanlari konusunda goriismeye katillan 6gretmenlerin ve 6gretmen adaylarinin
cogunlugu “sosyal-duygusal gelisim” alani yoniinde fikir beyan etmistir. Ayrica, 6gretmenler degerler
egitiminin “dil gelisimi”, “bilissel gelisim” ve “06z bakim becerisi”; 6gretmen adaylari “dil gelisimi”,
“bilissel gelisim” ve “psikomotor gelisim” alanlarini da destekledigini diislinmektedir.

Okul oncesi donem c¢ocuklarina verilen degerler egitiminin sosyal-duygusal gelisimi destekledigini
belirten yanitlara érnek: 017: “insan sosyal bir varlik oldugu ve toplum icinde yasadidi icin paylasma,
bekleme, isbirligi yapma, sabirli olma gibi bircok degere sahip olmalidir. Erken ¢ocukluk déneminde
kazanilan bu gibi dederlerle ¢ocuklarin sosyal-duygusal gelisimleri kii¢iik yaslardan itibaren desteklenmis
olur.” OA12: “Cocuklarin kiiciik yaslarda sorumluluk almalari, cevresindeki insanlara saygi ve sevgi
gostermeleri, 6z denetim becerisi kazanmalari, arkadaslik iliskilerini diizenleyebilmelerini hedefleyen bir
degerler egitimi cocuklarin hem sosyal hem de duygusal gelisimlerini destekler.”

Okul o6ncesi donem cocuklarina verilen degerler egitiminin dil gelisimini destekledigini belirten
yanitlara érnek: 028: “Kavratiimasi hedeflenen deger ile ilgili olarak anlatilan hikdye, masal, daha sonra
anlatilanlarla ilgili olarak edilen sohbetler cocuklarin dil gelisimini destekler.” OA33: “Tiirkce
etkinliklerinde masal, hikdye, siirler vasitasiyla olabildigince degerlere yer vermek g¢ocuklarin dil
gelisimlerine katkida bulunur.”
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Okul 6ncesi donem g¢ocuklarina verilen degerler egitiminin bilissel gelisimi destekledigini belirten
yanitlara rnek: 020: “Degerler egitimi ile 6zgiiven duygusu gelistirilen cocuk bilissel becerilere yénelik
etkinliklerde hata yapma korkusu olmadan yine ézgiivenli bir sekilde kendini ifade edebiliyor, problemler
karsisinda mantik yiiriiterek ¢éziime ulasabiliyor.” OA55: “Sorumluluk, yardimseverlik, isbirligi gibi
degerleri aile ve okul ortaminda gérerek igsellestiren gocuklarin neden-sonucg iliskisi kurmada, problem
¢6zme becerilerinde daha etkili oldugunu diistiniiyorum.”

Okul 6ncesi donem cocuklarina verilen degerler egitiminin psikomotor gelisimi destekledigini belirten
yanitlara 6rnek: 040: “Dederler en giizel drama ve oyun etkinlikleriyle 6gretildidi icin bu etkinliklerde
dolayisiyla cocuklarin psikomotor gelisimlerine katki saghyor.”

Okul 6ncesi donem gocuklarina verilen degerler egitiminin 6z bakim becerisini destekledigini belirten
yanitlara érnek: 056: “Ornedin temizlik degerini benimsetirken 6z bakim becerisinin gelisiminin
saghgimiz agisindan 6nemine vurgu yaparak, cocuklarin el yikama, dis fircalama gibi becerilerinin onlarin
saghdi agisindan kiymetine dikkat ¢ekebiliriz.”

Okul Oncesi Donemde Verilen Degerler Egitiminin ilerleyen Yasantilarinda Cocuklara Saglayacagi
Faydalar

Gorismelerden elde edilen veriler analiz edildiginde, okul ©ncesi donemde verilen degerler
egitiminin ilerleyen yasantilarinda ¢ocuklara saglayacagi faydalari 6gretmenler ve 6gretmen adaylari, “iyi

» u

insan olma”, “iyi vatandas olma” ve “iyi ebeveyn olma” olarak ifade etmislerdir.

Tablo 7.
Okul Oncesi Dénemde Verilen Dederler Editiminin ilerleyen Yasantilarinda Cocuklara Sadlayacadi
Faydalar.

Okul Oncesi Dénemde Verilen Degerler Egitiminin ilerleyen
Yagantilarinda Cocuklara Saglayacagi Faydalar Grup n f %

iyi Insan Olma 1 60 37 62.00
2 60 40 67.00
iyi Vatandas Olma 1 60 15 25.00
2 60 13 22.00
iyi Ebeveyn Olma 1 60 8 13.00
2 60 7 11.00

Tablo 7’den de anlasilacagi Uzere okul 6ncesi donemde verilen degerler egitiminin ilerleyen
yasantilarinda ¢ocuklara saglayacagi faydalar konusunda gériismeye katilan 6gretmenlerin ve 6gretmen
adaylarinin ¢ogunlugu “iyi insan olma” yéniinde fikir beyan etmistir. Ayrica, 6gretmenler ve 6gretmen
adaylari degerler egitiminin ¢ocuklarin ilerleyen yasantilarinda “iyi vatandas olma” ve “iyi ebeveyn olma”
konularinda da fayda saglayacagini diisinmektedir.

Okul 6ncesi donemde verilen degerler egitiminin ilerleyen yasantilarinda ¢ocuklara iyi insan olma
yoniinde fayda saglayacagini belirten yanitlara érnek: 038: “Kiiciik yaslardan itibaren kazandirilan tim
dederler cocuklarin daha iyi insanlar ve yetiskinler olmasi yolunda atilan etkili adimlardir.” OA11: “Etkili
degerler egitimiyle yetistirilen cocuklar toplumun iyi insanlar kesimini olusturacak bireylerdir.”

Okul 6ncesi donemde verilen degerler egitiminin ilerleyen yasantilarinda ¢cocuklara iyi vatandas olma
yéniinde fayda saglayacagini belirten yanitlara érnek: 026: “Dederler editimiyle yetisen ¢ocuklar
haklarini, sorumluluklarini ve édevlerini bilen iyi vatandas olma yolunda ilerlemektedir.” OA51: “iyi
vatandas yetistirmek isteyen toplumlarda dedgerler egitimi muhakkak 6nemsenmelidir.”

Okul 6ncesi dénemde verilen degerler egitiminin ilerleyen yasantilarinda ¢ocuklara iyi ebeveyn olma
yoniinde fayda saglayacagini belirten yanitlara érnek: 044: “Adalet, sorumluluk, hosgdrii, sevgi, saygi
gibi degerlerle yetisen ¢ocuklar da bu degerlere bagh ¢ocuklar yetistirmek isteyen ebeveynler olurlar.”

405



Bengii TURKOGLU — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 381-412

OA9: “Toplumdaki etkili ebeveynlerin erken cocukluk déneminden baslayarak hem aile hem okulda
degerlerle yetistirilen ¢cocuklar oldugunu diisiiniiyorum.”

Okul Oncesi Egitim Kurumlarinda Degerler Egitimi Verilmesinin Nedenleri

Gorusmelerden elde edilen veriler analiz edildiginde, okul 6ncesi egitim kurumlarinda degerler
egitimi verilmesinin nedenleri 6gretmenlere ve Ogretmen adaylarina gore, “cocuklari gelecekteki
rollerine hazirlamak”, “toplumdaki sosyal problemleri ¢6zme” ve “ailede degerlerin yeterince
kazandirilamamasi” olarak siniflandiriimistir.

Tablo 8.
Okul Oncesi Egitim Kurumlarinda Degerler Egitimi Verilmesinin Nedenleri.

Okul Oncesi Egitim Kurumlarinda Degerler Egitimi
Verilmesinin Nedenleri Grup n f %

Cocuklari Gelecekteki Rollerine Hazirlamak 1 60 29 48.00
2 60 26 43.00
Toplumdaki Sosyal Problemleri Cozme 1 60 23 39.00
2 60 24  40.00
Ailede Degerlerin Yeterince Kazandirilamamasi 1 60 8 13.00
2 60 10 17.00

Tablo 8'den de anlasilacagl lzere okul 6ncesi egitim kurumlarinda degerler egitimi verilmesinin
nedenleri konusunda goérusmeye katilan 6gretmenlerin ve 6gretmen adaylarinin ¢ogunlugu “cocuklari
gelecekteki rollerine hazirlamak” yoninde fikir beyan etmistir. Ayrica, 6gretmenler ve 6gretmen adaylari
okul o©ncesi egitim kurumlarinda degerler egitimi verilmesinin nedenlerini “toplumdaki sosyal
problemleri ¢cozme” ve “ailede degerlerin yeterince kazandirilamamasi” olarak agiklamistir.

Okul 6ncesi egitim kurumlarinda degerler egitimi verilmesinin nedeni olarak ¢ocuklari gelecekteki
rollerine hazirlamak yéniindeki gériislere érnek: 67: “Kiiciik yaslardan itibaren kazandirilan tiim degerler
cocuklarin daha iyi insanlar ve yetiskinler olmasi yolunda atilan etkili adimlardir.” OA12: “Etkili degerler
egitimiyle yetistirilen ¢cocuklar toplumun iyi insanlar kesimini olusturacak bireylerdir.”

Okul 6ncesi egitim kurumlarinda degerler egitimi verilmesinin nedeni olarak toplumdaki sosyal
problemleri ¢dzme yéniindeki gériislere drnek: 039: “Dederler editimiyle yetisen cocuklar toplumsal
problemleri ¢bzebilen; haklarini, sorumluluklarini ve d&devlerini bilen iyi vatandas olma yolunda
ilerlemektedir.” OA46: “Sosyal becerileri ve toplumsal problem ¢ézme becerileri gelismis bireyler
yetistirmek isteyen toplumlarda dederler egitimi muhakkak 6nemsenmelidir.”

Okul o6ncesi egitim kurumlarinda degerler egitimi verilmesinin nedeni olarak ailede degerlerin
yeterince kazandirilamamasi yoniindeki goriislere érnek: O11: “Aile ortaminda adalet, sorumluluk,
hosgéri, sevgi, saygi gibi dederlerle yetismeyen ¢ocuklar toplumda problemli bireyler olabilecekleri igin
egitim kurumlarinda mutlaka dederler editimi verilmesi gerektigine inaniyorum.” GA20: “Ebeveynleri
tarafindan benimsetilmeyen degerlerin kii¢iik yaslarda égretilmesi gereken en etkili ortam okul éncesi
egitim kurumlaridir.”

Tartisma, Sonug ve Oneriler

Okul oOncesi 6gretmenlerinin ve 06gretmen adaylarinin okul 6ncesi donemde degerler egitimi
hakkindaki gorislerini niteliksel olarak degerlendirme amacina yonelik olarak gergeklestirilen arastirma
kapsamindaki sorular, 6gretmenler ve 6gretmen adaylari tarafindan verilen yanitlar ayri ayri sunulmus
ve literatir 1siginda tartisiimistir.

Okul Oncesi donemde degerler egitimini etkileyen faktorlerin neler oldugu sorusunu goriismeye
katilan 6gretmenlerin ve Ogretmen adaylarinin ¢ogunlugu aile” daha sonra “6gretmen” olarak

vanitlamistir. Ayrica 0gretmenler “egitim programi” ve “cevre” faktoriniin; 6gretmen adaylari da
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yalnizca gevre faktorinin degerler egitimi tzerinde etkili oldugunu ifade etmislerdir. Hem 6gretmenler
hem de 6gretmen adaylari cocuga egitim verilen ilk kurumun aile oldugunu distndukleri icin degerler
egitiminde aileyi en etkili faktor olarak nitelendirmisler ve aile egitiminin tamamlayicisinin 6gretmenler
oldugunu belirtmislerdir. Ayrica, ¢ocuklarin etrafinda bulunan herkesin deger egitiminin bir pargasi
oldugunu savunmuslardir. Ogretmenlerden farkl olarak 6gretmen adaylari degerlerin bir program
dahilinde 6gretilemeyecegini, yalnizca hayatin icinde 06grenilebilecegini ifade etmislerdir. Cetingoz
(2015), Sapsaglam & Omeroglu (2015), Yazar (2010) yapmis olduklari arastirmalarinda okul &ncesi
ogretmenlerinin ve 06gretmen adaylarinin degerler egitiminde aile katiimina o6nem verdikleri
vurgulanmaktadir. Uner (2011) calismasinda égretmenlerin degerler egitimi konusunda egitiimesinin
6nemine vurgu yapmistir. Erkus (2012) arastirmasinda okul 6ncesi egitim programinda yer alan degerler
egitiminin daha yararli olmasi igin, ailelere ve 6gretmenlere seminerler verilmesi, 6grenci sayilarinin
azaltilmasi, programda degerler egitiminin daha fazla yer almasi, okul-aile is birliginin saglanmasi
gerektigi sonuclarina ulagsmistir.

Okul 6ncesi donem cocuklarinin aile igerisinde kazanmalari gereken baslica degerleri goriismeye
katilan 6gretmenlerin cogunlugu “saygl”, 6gretmen adaylarinin ¢cogunlugu “sevgi” olarak ifade etmistir.
Ayrica aile icerisinde kazanilmasi gereken degerleri Ogretmenler “sevgi”, “sorumluluk”,
“dogruluk/duristlik” ve “isbirligi”; 6gretmen adaylar “saygli”, “sorumluluk”, “isbirligi” ve “Gzgliven”
olarak siralamistir. Okul ©6ncesi donem c¢ocuklarinin okul 6ncesi egitim kurumlarinda kazanmalari
gereken degerleri gorlismeye katilan 6gretmenlerin ¢ogunlugu “yardimseverlik”, 6gretmen adaylarinin
cogunlugu “empati” olarak ifade etmistir. Ayrica okul 6ncesi egitim kurumlarinda kazanilmasi gereken
degerleri 6gretmenler “hosgori”, “paylasma”, “adalet”, “empati” ve “6z denetim”; 6gretmen adaylari
ise “yardimseverlik”, “hosgori”, “adalet”, “paylasma” ve “6z denetim” olarak siralamaktadir. Aile
icerisinde ve okul oOncesi egitim kurumlarinda cocuklara kazandirilmasi gereken baslica degerleri
ogretmenlerin  “saygl” ve “yardimseverlik”; 6gretmen adaylarinin “sevgi” ve “empati” olarak
belirtmesinin sebebinin aralarinda yas farki olan 6gretmen ve 6gretmen adaylarinin deger éncelikleri
oldugu distnilmektedir. Daha 6nce yapilan ¢alismalarda okul 6ncesi donemde ¢ocuklara kazandiriimasi
gereken degerlerin saygi, sevgi, hosgorl, adalet, sorumluluk, isbirligi, empati, diristlik, yardimseverlik
gibi degerler oldugu vurgulanmis ve arastirma bulgulariyla benzer bulgulara ulasiimistir (Acat & Aslan,
2011; Cengelci, Hanci & Karaduman, 2013; Erkus, 2012; Karatekin, Gengtirk & Kiligoglu, 2013; Memis
&Gedik, 2010; Ogelman & Sarikaya, 2015; Pekdogan & Korkmaz, 2017; Sapsaglam & Omeroglu, 2015;
Tarkogin, Berktas & Uyanik Balat, 2013; Thornberg & Oguz, 2013; Tiirk, 2009; Yazar & Erkus, 2013).
Ayranci (2017) calismasinda Ogretmenlerin masallar iyilik, dirustlik, saygl ve sevgi degerlerinin
kazaniminda daha ¢ok kullandiklarini ifade etmistir.

Okul 6ncesi dénem cocuklarina okul dncesi egitimde degerleri kolayca kazandirmada kullanilabilecek
etkinlik cesitlerine iliskin soruya goriismeye katilan 6gretmenlerin ve 6gretmen adaylarinin ¢ogunlugu
“oyun etkinligi” olarak cevap vermistir. Ayrica 6gretmenler “drama etkinligi” ve “Tirkce etkinligi”;
6gretmen adaylar “drama etkinligi”, “muzik etkinligi” ve “sanat etkinligi”nin degerleri kazandirmada
etkili etkinlikler oldugunu belirtmislerdir. Cocuklara her tirli bilgiyi kazandirmanin en kolay ve en uygun
yolu oyun oldugu igin 6gretmenlerin ve 6gretmen adaylarinin degerleri kazandirmada oyun etkinliklerini
kullandiklari disinilmektedir. Ogretmen adaylari 6gretmenlerden farkli olarak degerler egitiminde
cocuklarin ¢ok keyif aldiklari miizik ve sanat etkinliklerine yer vermektedir. Bu durumun da 6gretmenler
ve Ogretmen adaylari arasindaki yas farkindan ve 6gretmen adaylari Gzerindeki teorik bilgilerin
etkisinden kaynaklanabilecegi dusinilmektedir. Pekdogan ve Korkmaz (2017) arastirmalarinda degerler
egitimi slirecinde en fazla oyun etkinliklerine yer verildigini belirtmislerdir. Yapilan ¢alismalar, degerler
egitiminin drama yoluyla 6gretiminin oldukga etkili bir ydntem oldugunu ortaya koymaktadir (Can, 2008;
Kaya, Glnay & Aydin, 2016; Kurtdede Fidan, 2009; Thornberg & Oguz, 2013; Yazar & Erkus, 2013).
Ayrica, Uzun ve Kose (2017) arastirmalarinda; drama yontemi ile islenen degerler egitimi dersinin
ogrencilerin degerlere iliskin farkindaliklarini arttirmada etkili oldugunu saptamislardir. Kolag ve Karadag
(2012) ve Uner (2011) calismalarinda 6gretmenlerin degerler egitimi gretiminde Tirkce dil
etkinliklerine yer verdiklerini ifade etmislerdir. Okul ©ncesi 6gretmen adaylari ¢ocuk edebiyati
Urlnlerinin okul oOncesi donemde cocuklara evrensel ve milli degerlerin kazandirilmasi amaciyla
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kullanilabilecegini ifade etmislerdir (Ayranci & Aytas, 2017). Ayranci (2017) arastirmasinda masallarin
ogrencilere ahlaki degerlerin kazandirilmasinda kullanildigini ifade etmistir.

Okul 6ncesi donem g¢ocuklarina verilen degerler egitiminin destekledigi gelisim alanlari konusunda
gorismeye katilan 6gretmenlerin ve 6gretmen adaylarinin gogunlugu “sosyal-duygusal gelisim” alani
yoniinde fikir beyan etmistir. Ayrica, 6gretmenler degerler egitiminin “dil gelisimi”, “bilissel gelisim” ve
“6z bakim becerisi”; 6gretmen adaylari “dil gelisimi”, “bilissel gelisim” ve “psikomotor gelisim” alanlarini
da destekledigini ifade etmektedir. Ogretmenlerin ve &gretmen adaylarinin gogunlugu degerler
egitiminin sosyal-duygusal gelisimi dolayisiyla da karakter gelisimini destekledigini distinmektedirler.
Ogretmenler ve 6gretmen adaylari degerler egitimiyle cocuklarin desteklendigini belirttikleri gelisim
alanlarina yonelik deger etkinliklerine daha ¢cok 6nem verdiklerini de ortaya koymaktadirlar. Arastirmada
degerler egitiminin en fazla ¢ocuklarin sosyal-duygusal gelisimlerini destekledigi bulgusu Pekdogan ve
Korkmaz’in (2017) ayrica Uner’in (2011) calismalarindaki bulgularla tutarhdir.

Okul 6ncesi donemde verilen degerler egitiminin ilerleyen yasantilarinda c¢ocuklara saglayacagi
faydalar konusunda gorismeye katilan 6gretmenlerin ve 6gretmen adaylarinin ¢ogunlugu “iyi insan
olma” yoninde goéris bildirmistir. Ayrica 6gretmenler ve 6gretmen adaylari degerler egitiminin
cocuklarin ilerleyen yasantilarinda “iyi vatandas olma” ve “iyi ebeveyn olma” konularinda da fayda
saglayacagini dislinmektedir. Hem 6gretmenler hem de 6gretmen adaylari degerler egitiminin ¢ocuklari
gelecekte daha iyi bireyler olmaya yonlendirdigini savunmaktadir. Thornberg ve Oguz (2013)
arastirmalarina katilan 6gretmenlerin degerler egitimi vasitasiyla ¢ocuklarin toplum tarafindan kabul
edilen uygun davranislari kazanarak ¢cocugun sosyallesmesi oldugunu ifade etmislerdir.

Okul oncesi egitim kurumlarinda degerler egitimi verilmesinin nedenleri konusunda gorismeye
katilan 6gretmenlerin ve 6gretmen adaylarinin ¢ogunlugu “cocuklari gelecekteki rollerine hazirlamak”
yoniinde gorus bildirmistir. Ayrica 6gretmenler ve 6gretmen adaylari okul 6ncesi egitim kurumlarinda
degerler egitimi verilmesinin nedenlerini “toplumdaki sosyal problemleri ¢cozme” ve “ailede degerlerin
yeterince kazandirilamamasi” olarak siralamistir. Ogretmen ve dgretmen adaylarinin degerler egitimi
vasitasiyla cocuklari gelecekteki rollerine hazirlamayr amaglamalari degerler egitimini kisilik gelisimine
yonelik bir egitim olarak goérdiklerinin kaniti olarak nitelendirilebilir. Ayrica ailede vyeterince
kazandirilamadigi dastinilen bu karakter egitimiyle toplumsal problemlerin ¢é6ziimlenebilecegine de
inanilmaktadir. Yazar (2010) yaptigi calismada 6gretmenlerin, degerler egitiminin 6grencilerin kisilik
gelisiminde ve toplumla uyumlu bireyler olmalarinda etkili oldugunu ifade ettiklerini belirtmistir.
Tokdemir (2007) arastirmasinda Ogrencilerin ailelerinden gerekli ve yeterli deger davraniglarini
kazanamadiklarini tespit etmistir. Giir ve digerleri (2015) arastirmalarinda 6gretmenlerin okulda
verdikleri degerler egitiminin evde devamhhginin saglanamadigini ifade ettiklerini belirtmislerdir.
Arastirma bulgularinin diger ¢alismalarda ulasilan sonuglarla értustigi goralmektedir.

Arastirma bulgularinin hepsi literatiir 1s18inda degerlendirildiginde okul éncesi donemde degerler
egitimini etkileyen faktorler 6gretmenlere gore “aile”, “Ogretmen”, “egitim programi” ve “cevre”,
6gretmen adaylarina gore “aile”, “6gretmen” ve “cevre”dir; okul oncesi donem cocuklarinin aile
icerisinde kazanmalari gereken degerler 6gretmenlere gore “saygl”, “sevgi”, “sorumluluk”, “isbirligi” ve
“dogruluk/duriastluk”, O6gretmen adaylarina gore “saygl”, “sevgi”, “sorumluluk”, “isbirligi” ve
“Ozgiven”dir; okul dncesi donem gocuklarinin okul 6ncesi egitim kurumlarinda kazanmalari gereken
degerler 6gretmenlere ve 6gretmen adaylarina goére “yardimseverlik”, “hosgori”, “empati”, “paylasma”,
“adalet” ve “6z denetim”tir; okul 6ncesi dénem ¢ocuklarina okul dncesi egitimde degerleri kazandirmada
kullanilan etkinlik gesitleri 6gretmenlere gore, “oyun etkinligi”, “drama etkinligi” ve “Tirkce etkinligi”;
6gretmen adaylarina gére “oyun etkinligi”, “drama etkinligi”, “muzik etkinligi” ve “sanat etkinligi”dir;
okul 6ncesi donem gocuklarina verilen degerler egitiminin destekledigi gelisim alanlari 6gretmenlere
gore, “sosyal-duygusal gelisim”, “dil gelisimi”, “bilissel gelisim” ve “6z bakim becerisi”; 6gretmen
adaylarina gore “sosyal-duygusal gelisim”, “dil gelisimi”, “bilissel gelisim” ve “psikomotor gelisim”
alanlaridir; okul oncesi donemde verilen degerler egitiminin ilerleyen yasantilarinda ¢ocuklara
saglayacagl faydalar 6gretmenler ve 6gretmen adaylari, “iyi insan olma”, “iyi vatandas olma” ve “iyi

ebeveyn olma” olarak ifade etmislerdir; okul dncesi egitim kurumlarinda degerler egitimi verilmesinin
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nedenlerini 6gretmenler ve 6gretmen adaylari, “cocuklari gelecekteki rollerine hazirlamak”, “toplumdaki
sosyal problemleri ¢6zme” ve “ailede degerlerin yeterince kazandirilamamasi” olarak siralamislardir.
Arastirma, O0gretmenlerin ve 6gretmen adaylarinin okul 6ncesi dénemde degerler egitimi hakkindaki
sozel ifadelerinin belirlenmesi agisindan literatiire katki saglamaktadir.

Arastirmanin bulgularina bagh olarak gesitli 6neriler sunulabilir. Ogretmen vyetistiren fakiiltelerin
lisans ya da lisansistl egitim diizeyinde okul dncesi dénemde degerler egitimi konulu derslere yer
verilebilir. Bu derslerde 6gretmenler degerlere yonelik farkli etkinlik gesitlerine uygun etkinlikler
hazirlayabilir. Ogretmenlere degerler egitimine iliskin hizmet ici egitimler, seminerler verilebilir.
Degerlerin pekismesi amaciyla okul 6ncesi egitim kurumlarindaki egitim igeriklerinde degerlere daha
fazla yer verilebilir. Degerlerin kazandiriimasinda cocuklarin ¢ok keyif aldiklari oyun, drama gibi
etkinliklerden daha fazla faydalanilabilir. Degerler egitiminin ayrilmaz pargasi aile katilimi oldugu igin
ebeveynlere yonelik egitim seminerleri diizenlenerek degerler egitimi konusunda biling kazanmalari
saglanabilir. Ailelere ¢ocuklarina kigik yasta degerlerin kazandirilmasini saglayacak eglenceli oyunlar
ogretilebilir. Arastirmacilara farkli c¢alisma gruplarini, farkh arastirma yontemlerini iceren calismalar
yapmalari énerilebilir.

Bilgilendirme

Bu g¢alismanin bir bolimu 14-16 Eylul 2017 tarihlerinde Usak’ta diizenlenen I. International Education
Research and Teacher Education Congress — ERTE CONGRESS 2017’ de s6zlu bildiri olarak sunulmustur.
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Introduction

Young children and their education are the constituents of preschool education. Understanding
children in terms of the ways and their learning skills is important in order to offer compelling
opportunities for all children. Preschool settings are places that support the child’s growing awareness
and discovery needs. Moreover, children’s understanding and adaptation to the world around them are
promoted within these settings via playing games, which is the most significant task of children at that
point in their development. In preschool education, the most basic aim is to enable children to explore
and develop ways of learning and to realise their maximum potential with the help of a child-centred
and game-based approach (Milli Egitim Bakanhgi [Ministry of National Education], 2013; Sutherland,
2006). Carr (2001) emphasised the necessity to enable young children to show interest, become active
participants, endure difficulties, form a mutual interaction with others, and to have tendencies like
protecting and taking responsibility in order to provide for their optimal development. Additionally,
examining the research conducted in this field, it can be seen that researchers emphasise the
importance of a quality preschool education experience and focus on the necessity for making an effort
to increase children’s acquisitions (Durlak, 2010; Gestwicki, 2016; Peyre, Ramus, Melchior, Forhan,
Heude, & Gauvrit, 2016; Reynolds, Temple, Robertson, & Mann, 2001). However, the recent increase in
the variety of child population makes it necessary for teachers to draw many lines in order to provide an
appropriate education not only for children from different religions, languages, races, ethnic origins or
those of refugee status, but in particular for special needs children (Van Tassel-Baska & Stanbaugh,
2010). Integration, cohesion and the concept of inclusive education, as expressed in recent years,
reflects the change in concepts related to the education of children with special needs. Inclusion/
integration is described as ‘full acceptance of a child who has special needs in a typical class’ with a
child-centred approach for children with special needs (Elkins, 2002, p. 77) by addressing a right in terms
of medical and inefficiency (Neilson, 2005). However, this concept is much broader than it may at first
seem. Mitchell (1999), who studied inclusive education on an international scale, found this type of
education had the following meanings in schools:

e Reducing learning barriers,

e Adaptation of the philosophy of all children, including children with special needs,
e |dentifying the diversity of the child population and responding to their needs,

e Being able to adapt to different styles and learning rates of children,

e Providing appropriate curricula, available resources, and ensuring equality of opportunities in
education with the schools through cooperating institutions/ organisations.

All these factors are limited to special needs children and it is very important to also extend this
scope to include talented and gifted children. In this context, today’s teachers are expected to
differentiate education in order to meet the learning needs of different children in the classroom, and it
is seen that many teachers are ready for that. Upon examining the literature; it can be seen that
education perceived on the basis of mainstream schools and integrated classrooms is the most
commonly accepted approach for talented and gifted individuals, and that there are many studies
supporting inclusive education for talented and gifted children (Callahan, Moon, Oh, Azana, & Hailey,
2015; Oakes, 1985; Sapon-Shevin, 1994; Van Tassel-Baska & Stanbaugh, 2010).

Differentiation within inclusive education environments implies making changes so as to meet the
individual needs of every child, or by adapting to them. Differentiation can be achieved through the
development of curriculum, and through the organisation of teaching ways and classroom environment
by the teacher. It may also be used as a basic strategy for academically advanced children within general
education classes regarding the education of gifted and talented children (Gadzikowski, 2013;
Tomlinson, 2013).
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The term ‘differentiation’ is used less frequently in preschool education, since preschool teachers
already put child development at the centre and are therefore already involved in making arrangements
for the individual needs and different development stages of every child. Preschool teachers understand
that children have the fastest growing cognitive and language skills, may possess big and small muscle
motor, social and emotional development from birth until the age of five, and that every child has
unique learning style and development process (Carr, 2001; Katz, 2008; Milli Egitim Bakanligi [Ministry
of National Education], 2013; Oktay, 2000). This understanding regarding child development makes us
think that because of such a target, the issue is the individualisation of children through their abilities,
interests and humour, and may therefore not be necessary to take precautions as teachers
(Gadzikowski, 2013). However, talented/ gifted children have more rapidly advanced cognitive skills
than the skills of other developmental areas when compared to children of typical development.
Therefore, they have different asynchronous developmental features (Morelock, 1992), and their
developmental and educational needs differ from their peers, which makes it impossible to meet these
features and needs within the same educational settings (Koshy, 2002; Silverman, 1992). Thus,
preschool teachers are still in need of support regarding how to differentiate curriculum, educational
applications and learning environments within the educational process according to the characteristics
of talented and gifted children (Gadzikowski, 2013; Riley, 2011).

On the other hand, teachers in general education classes face significant difficulties in finding
resources for children in the general education environment regarding practicable educational
applications and curriculum changes (Schumm & Vaughn, 1991). Even though teachers are disposed to
include talented and gifted children in these classroom activities, to encourage them for academic
achievement and provide support to them; unfortunately, they are less disposed to making special
changes in educational applications, to use different educational materials or to create a classroom
environment especially to meet their needs. Even experienced teachers find it difficult to prepare
special experiences for talented and gifted children due to their lack of knowledge and experience in this
area (Gallagher, 1997; Hong, Greene, & Higgins, 2006; Riley, 2011; Smith, 2006). Therefore, it is not
possible to meet the cognitive and affective needs of talented and gifted children within general
education classes (Gentry, Rizza, & Gable, 2001).

However, the studies focusing on the issue show that especially talented and gifted children need to
be compelled as much as possible in the classroom in order to sustain their motivation towards learning
(Archambault, Westberg, Brown, Hallmark, Zhang, & Emmons, 1993; Nind, Rix, Sheehy, & Simmons,
2013; Riley, 2011; Westberg, Archambault, Dobyns, & Slavin, 1993). In parallel with this, the major
difference of talented and gifted children from other children is that they have higher levels of ability,
creativity and motivation than their peers (Renzulli, 1986). Having broader areas of ability and different
special learning needs and styles from their peers; talented and gifted children are always ready to learn
areas they are most interested in and compel their teachers on these subjects (Matthews & Foster,
2004). In a number of studies, it has been determined that talented and gifted children prefer teachers
who make changes in the curriculum and education in accordance with their abilities as they are ready
and eager to take on new challenges and difficulties in general education classes (Feldhusen, Van Tassel-
Baska, & Seeley, 1989; Tomlinson, 1999; Torrance & Sisk, 2001).

In the literature, it is stated that differentiation of curriculum regarding inclusive education
environments contributes to talented and gifted children (Gallagher, Harradine, & Coleman, 1997,
Gentry et al. 2001; Marland, 1971; Passow, 1982; Tomlinson, 1999), whereas only a few studies in the
literature have been conducted within inclusive education environments; and they mainly concern
primary education aged children and their cognitive development (Archambault et al. 1993; De Cassia
Nakano, Primi, de Jesus Ribeiro, & Almeida, 2016; Gavin, Casa, Adelson, Carroll, & Sheffield, 2009;
Havigerova, 2015; Hong et al. 2006; Nakano et al. 2015; Van Tassel-Baska & Brown, 2007; Wenglinsky,
2002; Westberg et al. 1993; Yang & Siegle, 2006). Moreover, among the research are a very limited
number of studies aimed at developing an assessment tool especially aimed at the inclusive education
environment (Greene & Hong, 2001; Hong et al. 2006; Macd, 2015).
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As indicated, this study aims to develop an assessment tool for the evaluation of educational
applications of teachers within the inclusive education environment, where gifted and talented children
are present in order to address a significant gap in this area.

Method

The aim of this study is to develop a scale for preschool teachers named the ‘Classroom Practices in
Inclusive Preschool Education Environment with Talented and Gifted Children Scale’.

Study Group

Within the scope of the study, teachers were determined according to the criteria of having talented
and gifted children in their classroom or at least such observations, and working in kindergartens or
preschools. To form the sample, 156 teachers were included in this study. Considering the views in the
literature regarding the possibility for having a sample size at least five times greater than the number of
items (Child, 2006; Tabachnick & Fidell, 2001); it is possible to state that the number of teachers is
adequate. Table 1 shows the distribution of teachers included within the scope of the study according to
the variables of gender, professional seniority, and age interval of children in the classroom.

Table 1.

Distribution of Teachers According to Gender, Seniority and Age Interval of Children.

Variables n %
Gender

Female 152 97.40
Male 4 2.60
Seniority

0-5 years 32 20.50
6-10 years 65 41.70
11-15 years 25 16.00
16-20 years 8 5.10
21-25 years 12 7.70
26 years and above 14 9.00
Age Interval of Children in the Classroom

3 years (26-48 months) 10 6.40
4 years (48-60 months) 64 41.00
3-5 years (36-72 months) 26 16.70
5-6 years (60-72 months) 41 26.30
Other 15 9.60

Examining Table 1; considering the distribution of teachers according to the variable of gender, it is
seen that 97.40% are female, 41.70% have 6-10 years of teaching experience and 41.00% teach four-
year-old (48-60 months) children.

Data Collection Tool

This study is structured based on the European Union Erasmus+ KA2 Strategic Partnerships for
School Education Project. One of the target groups of this Project is preschool teachers who work in
classrooms with not only children of typical development, but also talented/gifted children or children
with such potential. One of the aims of the Project is to identify the basic educational and instructional
elements used in the inclusive education setting by these preschool teachers. Based on this aim, during
the development of the form, items were structured on the educational and instructional elements used
by preschool teachers in inclusive educational settings.
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Interviews were then conducted with five preschool teachers working with children diagnosed as
talented, gifted, or at least had that potential by means of semi-structured questions. Additionally,
interviews were conducted with relevant experts from partner countries of the project in their own
country, and they were requested to write their own items for the item pool. Using the interviews, items
from partner countries and the data obtained from the literature review; a form consisting of four parts
was generated by two academic members from the field of preschool education in the project team.

Demographic information about the children and teachers formed the first part of the form. The
second part of the form was prepared as a five-point, Likert-type scale containing 25 items on the
educational applications of teachers in the classroom. In the third and fourth parts of the form, open-
ended items regarding studies conducted by the teachers for revealing and developing children’s
individual abilities, and the educational methods used by the teachers for strengthening classroom
interaction are listed. The draft items were sent to five relevant experts working with talented and
gifted children outside of the project team in order to garner expert opinion within the context of
content validity. The form was finalised after conducting an assessment and evaluation for forms
generated as a result of feedback received from the relevant experts and consulting two experts
working as instructors in the field of psychological counselling and guidance.

The form was then applied to 50 teachers at each preschool education institution providing inclusive
education in four countries within the scope of the aforementioned project. According to the results
attained after analysing all of the data from the partners; it was seen that no scale existed that
embraced educational approaches used by teachers in inclusive education environments for talented
and gifted children, especially in Turkey. Given this condition; it was decided to transform the Likert-
type items in the second part of the form into a scale aimed at teachers working in inclusive education
environments where talented and gifted children were present in Turkey.

For this purpose, the items were examined by three field experts in terms of any cultural differences
between the partner countries, and the experts decided to remove three of the items. After a consensus
was reached by an evaluation and assessment expert and a psychological counselling and guidance
expert from Turkey, a form containing 22 items was finalised. The form consisted of five-point, Likert-
type items, graded as 5 = always, 4 = frequently, 3 = sometimes, 2 = seldom, and 1 = never. The data
acquired by applying the form to a larger group (156 teachers) in Turkey were analysed within the scope
of the study.

Data Collection

The form developed within the scope of the current study was delivered to teachers in person and a
researcher remained present with the teachers to ensure sufficient attention was paid to the study
during the application. The application lasted for a total of four weeks.

Data Analysis

Various analyses were conducted for proving the validity and reliability of the scale developed to
measure educational approaches applied by teachers in inclusive education environments, which were
formed within the scope of the ‘project’. The data were primarily examined according to incorrect
values, extreme values, and missing values, and analyses were started after making the necessary
corrections.

Exploratory Factor Analysis (EFA) and Confirmatory Factor Analysis (CFA) were conducted in order to
prove the construct validity of the scale. Item-test correlations were obtained for item analyses. The
Cronbach’s alpha values were calculated for determining the reliability coefficient in the meaning of
internal consistency for the scales and subscales obtained as a result of analyses.
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Results & Discussion

This section includes the results of the validity and reliability analyses of the ‘Classroom Practices in
Inclusive Preschool Education Environment with Talented and Gifted Children Scale’.

Findings Regarding the Scale’s Validity

In the data analysis, Exploratory Factor Analysis (EFA) was initially conducted using the SPSS
software. EFA aims to explore a factor or factors based on relationships between variables (Tabachnick
& Fidell, 2001). Before conducting EFA, Kaiser-Meyer Olkin (KMO) coefficient and Bartlett’s test were
calculated in order to determine the convenience of the data for factor analysis (Kalayci, 2005;
Tavsancil, 2006). The value of the KMO test, which tested that the sample was convenient for
factorisation, was found to be .80 (> .50), and the chi-square value obtained from the Bartlett’s test was
found to be significant (p <.05). Seeing that the data were deemed convenient for factor analysis, EFA
was conducted.

Varimax rotation technique was used for interpreting the factors. The factor structures of the items
were determined on condition that they had a factor load value of .32 (Tabachnick & Fidell, 2001) or
above. In EFA, the number of factors was limited to three, based on the number of dimensions
determined while writing the items. In the analysis results, the three items that were loaded on more
than one factor, and whose difference value between factor loads was smaller than .10 and one item
that could not be loaded in any factor, were excluded based on expert opinion. Analyses were therefore
conducted on the basis of 18 items. Table 2 shows the load values in the relevant factor of the 18 items.

Table 2.
Load Values According to Factors for Intra-class Applications in Inclusive Preschool Education
Environments Scale.

Factorl Factor2 Factor3

M8 .70

M19 .67

M12 .56

M17 .56

M18 .52

M5 43

M6 .38

M3 72

M9 .67

M2 .59

M22 .50

M10 .50

M7 .50

M21 .49

M1 .49

M13 .79
M14 71
M16 .63

In Table 2, the factor load values of EFA are arrayed from higher to lower for each relevant factor.
Factor loads of items vary between .38 and .79. The first dimension consists of seven items with factor
loads varying between .38 and .70, the second dimension has eight items with factor loads varying
between .49 and .72, and the third dimension has three items with factor loads varying between .63 and
.79. In line with expert opinions and the literature, the first factor of the scale was called ‘Revealing and
Developing the Potential’ (e.g., M6: ‘When the kids solve a problem in a different way, | give them
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positive feedback for that behaviour’), the second factor was called ‘Differentiation’ (e.g., M21: | may
change the process of activity by paying attention to what the kids say during educational activities), and
the third factor was called ‘Motivation’ (e.g., M16: | encourage the kids to reveal their potential). The
scale explains 44.61% of the total variance. The first factor alone explains 17.07%, the second factor
16.42%, and the third factor 11.12%. In social sciences, it is suggested that the explained variance should
be in the interval of 40.00%- 60.00% (Cokluk, Sekercioglu, & Blylkoztiirk, 2010; Tavsancil, 2006), which
makes 44.61% acceptable. Additionally, the relationship between the three lower dimensions of the
scale was examined and the results are presented in Table 3.

Table 3.
Correlation Coefficients between Lower Dimensions of the Intra-class Applications in Inclusive Preschool
Education Environments Scale.

Lower Dimensions Revealing & Developing Potential Differentiation Motivation

Revealing & Developing Potential 1.00 .54* A7*

Differentiation 1.00 A2*

Motivation 1.00
*p<.01

Examining Table 3; it can be seen that the correlation between the lower dimensions of the scale
vary between .42 and .54, with a significant level of .01.

In order to evaluate the validity of the three-factor structure determined via EFA, Confirmatory
Factor Analysis (CFA) was performed with the LISREL software and the model fit indices were obtained.
Implementation of EFA and CFA in different sample groups is an ideal condition in scale development
studies. On the other hand, considering the use of the data acquired within the scope of the study, time,
and financial possibilities; the analyses were performed on the same study group, which represents a
limitation to the study. Figure 1 shows error variances of the items obtained as a result of CFA regarding
the 18-item for ‘Classroom Practices in Inclusive Preschool Education Environment with Talented and
Gifted Children Scale’ and the factor load values of the factor to which the items are related.

Figure 1 shows the three-factor model of the scale, the factors in the model and the relationships
between items of these factors. On examining Figure 1, it can be seen that factor loads of items vary
between .43 and .79. According to the result of CFA, the t-values of all items were found to be
significant (p < .05). In addition, errors of each item vary between .40 and .81. As the factor load values
are larger than .30, error values are smaller than .90, and the t-values are significant, there is deemed no
need to exclude any of the items from the scale. The fit indices obtained as a result of CFA are used for
evaluating whether or not the data being observed shows a good fit with the three-dimensional model.
Table 4 shows the fit indices of the 18-item ‘Classroom Practices in Inclusive Preschool Education
Environment with Talented and Gifted Children Scale’ in this study.

Examining the values in Table 4; while X’ / SD < 3 signifies an excellent fit, the fact that the values of
CFl, NFI, and NNFI are >.90 and RMSEA < .08 signifies a good fit (Kline, 2005). The value GFl is > .85,
which may signify that it is an acceptable fit (Joreskog & S6rbom, 1993). Even though GFl is obtained in a
value that is slightly lower than the acceptable limit, other fit values reflect the minimum good fit in
general. Interpreting all of these values together regarding the scale, it is possible to state that a fit is
provided to the three-factor structure.
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Figure 1. CFA results regarding the ‘Classroom Practices in Inclusive Preschool Education Environment
with Talented and Gifted Children Scale’.

Table 4.

Fit Goodness Indices Obtained from CFA.

Fit Goodness Index Value

X2 /SD 250.91/132=1.90
GFI .82

CFI .95

NFI .90

NNFI .94

RMSEA .07
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Findings Regarding the Scale’s Reliability and Item Analyses

The Cronbach’s alpha internal consistency coefficients were examined for the three sub-factors and
for the entire scale. The reliability was determined as .76 for the first sub-factor which consisted of
seven items, .83 for the second sub-factor which consisted of eight items, and .80 for the third sub-
factor which consisted of three items. In addition, the reliability of the entire scale was determined as
.88. As the Cronbach alpha coefficients are .70 and above (Nunnually, 1978), it is possible to state that
the sub-factors and the scale as a whole are reliable. Item test correlations were also calculated; and
correlation values were determined as r=.32 and r = .59 for items in the first factor, r=.41 and r = .68
for items in the second factor, and r = .64 and r = .67 for items in the third factor. As the total item test
correlation values of the items in the three scales are above .30 (Buyukéztirk, 2010), it is possible to
state that the items serve the purpose of the relevant factor.

Conclusion & Implementation

The current study aimed to develop a scale for the evaluation of classroom practices, including the
educational approaches of preschool teachers, within inclusive education environments where talented
and gifted children were present alongside those of normal development. For this purpose, validity and
reliability analyses were conducted for data obtained from the scale. The scale itself was developed
based on the form generated within the scope of the ‘Strategies for the Talented and Gifted Pupils’
Teachers’ project that was prepared within the compass of the European Union Erasmus+ Programme
Main Action 2- Strategical Partnerships-Mixed School Education Project.

In the study, exploratory and confirmatory factor analyses were applied to the five-point, Likert-type
scale consisting of 22 items in order to prove its validity on the basis of the same dataset. As a result of
the EFA, a three-factor structure consisting of 18 items was obtained. In line with expert opinion and the
literature, the first factor of the scale consisting of seven items was labelled as ‘Revealing and
Developing the Potential’, the second factor consisting of eight items was labelled as ‘Differentiation’,
and the third factor consisting of three items was labelled as ‘Motivation’. The scale explains 44.61% of
the total variance. CFA analysis was also performed for contributing to the structure obtained via EFA.
Both EFA and CFA were obtained in the same sample group, which poses a limitation to the study.
According to the results obtained from CFA; it was determined that the model showed a good fit in
general. The Cronbach’s alpha internal consistency coefficients were calculated for the reliability of the
entire scale and its lower dimensions. Accordingly, the reliability was obtained as .88 for the entire scale
and respectively .76, .83, and .80 for the lower dimensions. Additionally, as a result of the item analysis,
item test correlation values of items in each factor were found to be higher than .30. In general, it is
possible to state that the three-factor structured scale is valid and reliable, according to the findings
obtained from the current study.

In theoretical framework, for ‘Classroom Practices in Inclusive Preschool Education Environment with
Talented and Gifted Children Scale’ focused on the approaches applied by preschool teachers in order to
meet the developmental and educational needs of both children of typical development and talented/
gifted children within an inclusive classroom environment. In this content, the development of such a
scale is very important to the development of the preschool education field, which up until now had no
such published research. In addition, the sub-factors which were called ’'revealing and developing the
potential’, ‘differentiation’ and ‘motivation’ as a result of EFA revealed the factor structure of the scale,
which coincides with the literature, as is indicated in the introduction, and the scale includes not only
cognitive acquisitions, but also the affective acquisitions of children, which makes it even more
important.

In Turkey, one of the most important educational goals is to meet the developmental and
educational needs and to realise the potential of especially talented and gifted preschool children within
the inclusive education environment where they can learn together alongside their peers. According to
this goal, it is necessary for teachers who work within inclusive education environments to have
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information about talented and gifted children and to consider their cognitive and affective acquisitions
while differentiating the education environment and learning processes. In this study, it was also aimed
to provide guidance to preschool teachers, especially those working within inclusive education
environments.
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Tiirkge Siiriim

Girig

Kiguk cocuklar ve onlarin 6grenimleri okul 6ncesi egitimin temel yapi taslarini olusturur. Cocuklari
o6grenme bicimleri ve becerileri agisindan anlamak, tim gocuklar igin zorlayici firsatlar sunmak agisindan
onemlidir. Okul 6ncesi egitim ortamlari, cocugun giderek artan merak ve kesfetme ihtiyaglarini ve
onlarin en biiyik isi olan oyunu merkeze alan bir yaklasimla etraflarindaki diinyayr anlamalarini ve uyum
saglamalarini destekleyen yerlerdir. Okul 6ncesi egitimde, ¢ocuk merkezli ve oyun tabanli yaklasim ile
gocuklarin 6grenme yollarini kesfetmelerine ve gelistirmelerine imkan verilerek potansiyellerini en st
noktada gerceklestirmelerini saglamak temel hedeftir (Milli Egitim Bakanhgi, 2013; Sutherland, 2006).
Carr (2001), kiguk cocuklarda optimal gelisimi saglamak icin onlarin ilgili olmalari, aktif bir katilimci
olmalari, zorlukla karsilastiklarinda sebat etmeleri, etrafindakilerle karsilikl etkilesim kurmalari ve sahip
cikma ve sorumluluk alma gibi egilimlerinin desteklenmesi gerektigini vurgulamaktadir. Bununla birlikte,
alanda vyapilan arastirmalar incelendiginde nitelikli okul oncesi egitim deneyimlerinin 6neminin
vurgulandigl ve g¢ocuklarin kazanimlarinin arttirlmasi i¢in ¢aba harcanmasi gerektiginin Uzerinde
duruldugu gériilmektedir (Durlak, 2010; Gestwicki, 2016; Peyre, Ramus, Melchior, Forhan, Heude, &
Gauvrit, 2016; Reynolds, Temple, Robertson, & Mann, 2001). Ancak, son yillarda gocuk popildsyonunda
artan cesitlilik 6gretmenlerin farkl din, dil, irk, etnik kéken veya miilteci statlisiindeki cocuklarla birlikte
ozellikle 6zel gereksinimi olan ¢ocuklarin egitimine iliskin olarak uygun 6gretimi saglamak icin pek cok
sinir koymalarini gerektirmektedir (Van Tassel-Baska & Stanbaugh, 2010).

Entegrasyon, kaynastirma ve son yillarda ortaya atilan kapsayici/dahil edici egitim kavrami 6zel
gereksinimli ¢ocuklarin egitimine iliskin kavramlardaki degisimi yansitmaktadir. Bunlarin icinde dahil
etme/kapsama, tibbi agidan ve sahip olunan yetersizlik agisindan bir hakki dile getirerek (Neilson, 2005),
Ozel gereksinimi olan gocuklari merkeze alan bir yaklagimla “tipik bir sinifa yetersizligi olan bir 6grencinin
tamamen kabul edilmesi” olarak tanimlanmaktadir (Elkins, 2002, s.77). Ancak, bu kavram
gorindiuginden ¢ok daha genistir. Uluslararasi boyutta kapsayici egitimi inceleyen Mitchell (1999) bu
egitimin okullarda asagidaki anlami icerdigini belirlemistir;

e Tim ¢ocuklarin devlete bagh okullara kayit olma ve egitim alma, saygl gérme, onur ve bagimsizlik
sahibi olma, mevcut 6zel egitim kaynaklarinin adil bir bélimine erisebilir olma ve dogrudan veya
dolayli olarak ayrimciliga maruz kalmama haklarina saygi goésterme,

e Ogrenme engellerini azaltma,

o Ozel gereksinimi olan ¢ocuklarin da dahil oldugu tiim cocuklar felsefesini benimsemis olma,
e Okuldaki cocuk ntifusunun gesitliligini tanima ve onlarin ihtiyaglarina cevap verme,

e Cocugun sahip oldugu farkli stil ve 6grenim oranlarina uyum saglama,

e Uygun 6gretim programi, mevcut kaynaklar ve isbirligi yapilan kurum/kuruluslar vasitasiyla okulun
sagladig1 organizasyonlar ile egitimde firsati esitligi saglama.

BUtin bu unsurlar, 6zel gereksinimli ¢ocuklarla sinirlh olmakla birlikte Gstin yetenekli ve zekali
cocuklar icin bu kapsamin genisletilmesi son derece 6nemlidir. Bu baglamda, 6gretmenlerin gliinimizde
siniflarindaki ¢ok gesitli 6grenme ihtiyaglarini karsilamak igin egitimi farklilastirmalari beklenmekte ve
bircok 6gretmenin buna hazir oldugu gorilmektedir. Literatir incelendiginde, Ustlin yetenekli ve zekali
kisiler icin normal okul ve sinif merkezli olarak algilanan egitimin en ¢ok kabul géren yaklasim oldugu ve
Gstin yetenekli ve zekal cocuklar igin kapsayici egitimi destekleyen pek ¢ok calisma oldugu
gorulmektedir (Callahan, Moon, Oh, Azana, & Hailey, 2015; Oakes, 1985; Sapon-Shevin, 1994; Van
Tassel-Baska & Stanbaugh, 2010).
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Kapsayici egitim ortamlarinda farkhlastirma, her bir cocugun bireysel ihtiyaglarini karsilamak igin
degisiklik yapmak ya da bunlara uyum saglamak anlamina gelir. Farklilastirma, 6gretmenin egitim
programini gelistirmesi, 6gretim yollarini ve sinif ortamini organize etmesi ile gergeklestirilebilir. Ayni
zamanda Ustlin yetenekli ve zekalilarin egitimine iliskin olarak genel egitim siniflarinda akademik agidan
ileri olan c¢ocuklar icin temel strateji olarak kullanilmasi da s6z konusudur (Gadzikowski, 2013;
Tomlinson, 2013).

Okul o6ncesi egitimde farkhlastirma terimi daha az siklikta kullanilmaktadir. Bu, okul oOncesi
o6gretmenlerinin ¢ocuk gelisimini merkeze almalarindan ve her bir gocugun bireysel ihtiyaglari ve farkli
gelisim asamalari icin diizenlemeler yapmaya zaten baslamis olmalarindan kaynaklanmaktadir. Okul
oncesi 6gretmenleri, cocuklarin dogumdan bes yasina kadar suregte bilissel ve dil, bliylik kas ve kigik
kas motor, sosyal ve duygusal gelisimlerinin en hizli oldugu dénem oldugunu bilmektedirler ve her
cocugun 6grenme ve gelisiminin biricik oldugunu en iyi bilen kisilerdir (Carr, 2001; Katz, 2008; Milli
Egitim Bakanligl, 2013; Oktay, 2000). Cocuk gelisimine iliskin bu anlayisa gére; cocuklarin yetenekleri,
mizaglari ve ilgileri dogrultusunda bireysellestirmeleri temel oldugundan, c¢ocuklarla etkilesiminde
ogretmenlerin farkh bir 6nlem almasi gerekmemektedir (Gadzikowski, 2013). Ancak, Gstiin yetenekli ve
zekah cocuklarin tipik gelisim gosteren gocuklardan bilissel gelisimle ilgili becerilerinin diger gelisim
alanlarina yonelik becerilerden daha hizli ilerlemesi ile ilgili eszamansiz gelisim 6zelliklerine sahiptirler
(Morelock, 1992) ve bu 6zellikleri nedeniyle dogal olarak gelisimsel ve egitimsel ihtiyacglarinda da diger
yasitlarina gore farkhliklar bulunmaktadir. Bu baglamda, Ustiin yetenekli ve zekah ¢ocuklarin bitin bu
farkh ihtiyaclarinin ayni egitim deneyimleri icerisinde karsilanmasi mimkiin olmamaktadir (Koshy, 2002;
Silverman, 1992). Bu nedenle yine de okul 6ncesi 6gretmenlerinin egitim-6gretim sireci icerisinde
programi, Ogretim uygulamalarini ve 6grenme ortamini Ustiin yetenekli ve zekali ¢ocuklarin bu
ozelliklerine gore nasil farkhlastirabileceklerine iliskin destege ihtiyaglari vardir (Gadzikowski, 2013; Riley,
2011).

Ote yandan genel egitim siniflarindaki 6gretmenler, genel egitim ortaminda gocuklara uygulanabilir
o6gretim uygulamalari ve program degisikliklerine iliskin kaynak bulmakta oldukga sikinti yasamaktadirlar
(Schumm & Vaughn, 1991). Ogretmenler, iistiin yetenekli ve zekal cocuklari bu sinif etkinliklerine dahil
etmeye, akademik basari icin tesvik etmeye ve destek saglamaya ne kadar istekli olsalar da ne yazik ki
o6gretim uygulamalarinda 6zel degisiklikler yapmaya, farkli 6gretim materyalleri kullanmaya veya
ihtiyaclarini karsilamak i¢in bir sinif ortami saglamaya daha az istekli davranmaktadirlar. Deneyimli
O0gretmenler dahi Ustiin yetenekli ve zekali cocuklar icin 6zel deneyimler hazirlamayi bu konudaki bilgi ve
deneyim eksikliklerinden dolayi zor bulmaktadirlar (Gallagher, 1997; Hong, Greene, & Higgins, 2006;
Riley, 2011; Smith, 2006). Bu nedenle, Ustiin yetenekli ve zekdh gocuklarin bilissel ve duyussal
ihtiyaclarinin genel egitim siniflarinda karsilanmasi cok mimkiin olamamaktadir (Gentry, Rizza, & Gable,
2001). Ancak, yapilan arastirmalar gostermektedir ki 6zellikle Ustlin yetenekli ve zekal ¢ocuklarin sinifta
miimkin oldugu kadar ¢ok zorlanmaya ve 6grenmeye karsi olan motivasyonlarini devam ettirmeye
ihtiyaclari vardir (Archambault, Westberg, Brown, Hallmark, Zhang & Emmons, 1993; Nind, Rix, Sheehy,
& Simmons, 2013; Riley, 2011; Westberg, Archambault, Dobyns, & Slavin, 1993). Buna paralel olarak,
Gstin yetenekli ve zekali ¢cocuklar dikkate aldigimizda bu cocuklarin diger cocuklardan en temel
farklarinin yasitlarindan daha Ust diizeyde yetenege, yaraticiliga ve motivasyona sahip olmalaridir
(Renzulli, 1986). Yasitlarindan daha genis yetenek alanlari olan, farkh 6zel 6grenme ihtiyaglari ve stilleri
olan Ustiin yetenekli ve zekali ¢ocuklar, ilgi duyduklari alan/alanlarla ilgili 6grenmeye surekli hazirdirlar
ve bu konuda 6gretmenlerini zorlayan bireylerdir (Matthews & Foster, 2004). Yapilan pek cok ¢alismada,
Ustin yetenekli ve zekali cocuklarin genel egitim siniflarinda zorluklarla micadele etmeye hazir
olduklarindan yeteneklerine uygun olarak program ve ogretimde degisiklik yapan ogretmeleri tercih
ettikleri bulunmustur (Feldhusen, Van Tassel-Baska, & Seeley, 1989; Tomlinson, 1999; Torrance & Sisk,
2001).

Literatlirde kapsayici egitim ortamlarina iliskin olarak programin farkhlastirilmasinin Gstiin yetenekli
ve zekal ¢cocuklara olan katkisi belirtilmesine karsin (Gallagher, Harradine, & Coleman, 1997; Gentryet et
al., 2001; Marland, 1971; Passow, 1982; Tomlinson, 1999), alandaki ¢ok az arastirmanin kapsayici egitim
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ortamlarinda yapildig1 ve yapilan arastirmalarin biyik bir kisminin ilkogretim ¢agi izerinde oldugu ve
daha cok ¢ocuklarin bilissel gelisimleri ile ilgili oldugu gérilmektedir (Archambault et al. 1993; De Cassia
Nakano, Primi, de Jesus Ribeiro, & Almeida, 2016; Gavin, Casa, Adelson, Carroll, & Sheffield, 2009;
Havigerova, 2015; Hong et al. 2006; Nakano et al. 2015; Van Tassel-Baska & Brown, 2007; Wenglinsky,
2002; Westberg et al. 1993; Yang & Siegle, 2006). Bununla birlikte, bu arastirmalar icerisinde 6zellikle
kapsayici egitim ortami ile ilgili dlgme araci gelistirilmesine yonelik calismalarin ise yok denecek kadar az
saylda oldugu gozlenmistir (Greene & Hong, 2001; Hong et al. 2006; Macu, 2015).

Bu arastirma, yukarida belirtildigi Gzere bu alanda olduk¢a énemli bir agigi kapatmak Uzere Ustin
yetenekli ve zekali g¢ocuklarin bulundugu kapsayici okul 6ncesi egitim ortamlarinda 6gretmenlerin
0gretim uygulamalarini degerlendirmek icin bir 6lgme araci gelistirmek lizere planlanmustir.

Yontem

Bu calismada, okul éncesi 6gretmenlerine yonelik “Ustiin Yetenekli ve Zekali Cocuklarin Bulundugu
Kapsayici Okul Oncesi Egitim Ortamlarinda Sinif ici Uygulamalar Olgegi” nin gelistirilmesi amaglanmistir.

Calisma Grubu

Arastirma kapsaminda, 6gretmenlerin belirlenmesinde siniflarinda tanilanmis Gstiin yetenekli ve
zekali cocuklar olan ya da bu yonde gézlemleri olan resmi anasinifi veya bagimsiz anaokulunda gorevli
olmasi 6lgiti dikkate alinmigtir. Calisma kapsaminda 156 6gretmene ulasilmistir. Literatirde, 6érneklem
buyukliginin madde sayisinin en az bes kati (Child, 2006; Tabachnick & Fidell, 2001) olabilecegine
iliskin gorlsler goz 6niine alindiginda ulasilan 6gretmen sayisinin yeterli oldugu sdéylenebilir. Arastirma
kapsaminda ele alinan 6gretmenlerin cinsiyeti, mesleki kidemi ve siniflarindaki ¢ocuklarin yas arahg
degiskenlerine iliskin dagilmi Tablo 1’de sunulmustur.

Tablo 1.

Ogretmenlerin Cinsiyet, Kidem ve Siniflarindaki Cocuklarin Yas Arali§i Dediskenlerine Gére Dagilimi.
Degiskenler n %
Cinsiyet

Kadin 152 97.40
Erkek 4 2.60
Kidem

0-5yil 32 20.50
6-10 yil 65 41.70
11-15 yil 25 16.00
16-20 yil 8 5.10
21-25yil 12 7.70
26 yil ve lzeri 14 9.00
Siniftaki Cocuklarin Yas Aralig

3 yas (26-48 ay) 10 6.40
4 yas (48-60 ay) 64 41.00
3-5 yas (36-72 ay) 26 16.70
5-6 yas (60-72 ay) 41 26.30
Diger 15 9.60

Tablo 1 incelendiginde; 6gretmenlerin cinsiyet degiskenine gore dagilimi incelendiginde %97.40’inin
kadin, %41.70’sinin 6-10 yil arasinda 6gretmenlik deneyimine sahip oldugu ve %41.00’inin 4 yas (48-60
ay) grubu g¢ocuklara 6gretmenlik yaptigi gorilmektedir.
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Veri Toplama Araci

Bu galismanin temeli, Avrupa Birligi Erasmus+ Programi Ana Eylem 2- Stratejik Ortakliklar-Karma Okul
Egitimi Projesine dayanmaktadir. Proje kapsaminda ele alinan hedef gruplardan birisi, siniflarinda tipik
gelisim gosteren gocuklarin yani sira Ustiin yetenekli ve zekali oldugu belirlenen ya da bu potansiyele
sahip olduklarini disindukleri gocuklar bulunan okul éncesi 6gretmenleridir. Projenin amaglari arasinda
bu okul 6ncesi 6gretmenlerinin kapsayici egitim ortamlarinda uyguladiklari temel egitimsel ve 6gretimsel
unsurlari belirlemek yer almaktadir. Bu amag¢ dogrultusunda hazirlanacak formda, kapsayici egitim
uygulamalari sirasinda 6gretmenlerin siniflarinda temel aldiklari egitimsel ve 6gretimsel unsurlara
yonelik maddeler olusturulmasi planlanmistir. Bu asamada, ilk olarak Ustlin yetenekli ve zekal olarak
tanilanmis ya da potansiyel olarak Ustiin yetenekli ve zekali oldugunu diisiindigii ¢ocuklarla ¢alismis olan
bes okul 6ncesi 6gretmeni ile yar yapilandirilmis sorular yardimiyla gérismeler gergeklestirilmistir.
Ayrica projenin ortak tlkelerinden kendi Ulkelerinde yer alan konu alani uzmanlari ile gorlismeler
gerceklestirerek madde havuzu icin madde yazmalari istenmistir. Gorismeler, ortak tlkelerden gelen
maddeler ve literatlir taramasindan elde edilen verilerden yararlanilarak proje ekibinde yer alan okul
oncesi alaninda gorevli iki 6gretim Uyesince dort bélimden olusan bir form olusturulmustur. Formun ilk
boéliminde, ¢ocuklara ve Ogretmenlere iliskin demografik bilgiler, ikinci bélimiinde &gretmenlerin
siniftaki egitim ve 6gretim amach uygulamalarini iceren beg’li Likert tipi 25 madde, Uglinci ve dérdiincu
bolimde 6gretmenlerin ¢ocuklarin bireysel yeteneklerini ortaya gikarmaya ve gelistirmeye yonelik
yaptiklari galismalara ve sinif igerisinde etkilesim ortamini kuvvetlendirmek icin kullandiklari 6gretim
yontemlerine iliskin agik uclu maddeler yer almaktadir. Olusturulan taslak maddeler, kapsam gecerligi
baglaminda uzman goriist almak icin proje ekibi disinda Ustiin yetenekli ve zekdh ¢ocuklarla ¢alisan bes
alan uzmanina goénderilmistir. Alan uzmanlarindan gelen dénutler sonucunda olusturulan formlar igin
olgme ve degerlendirme ile psikolojik danismanlik ve rehberlik alaninda 6gretim elemani olarak galisan
iki uzmanin goérusiine de basvurularak forma nihai hali verilmistir. Bu form, s6z konusu proje kapsaminda
dort Ulkede kapsayici egitim sunan okul oncesi egitim kurumlarinda gorev yapan 50’ser 6gretmene
uygulanmistir. Ortaklardan gelen butiin veriler analiz edildikten sonra ortaya ¢ikan sonuglar
dogrultusunda 6zellikle Turkiye’de Ustliin yetenekli ve zekal ¢ocuklarin kapsayici egitim ortaminda
o6gretmenlerin kullandiklar egitimsel ve 6gretimsel yaklasimlari ele alan herhangi bir dlcegin olmadig
gorulmuistir. Ortaya c¢ikan bu durum dogrultusunda formun ikinci bolimde yer alan Likert tipi
maddelerin Tirkiye’de Gstiin yetenekli ve zekal ¢ocuklarin bulundugu kapsayici egitim ortaminda gorev
yapan o6gretmenlere yonelik bir 6lcege donistirilmesine karar verilmistir. Bu amagla, olusturulan
formda yer alan maddeler kiltiire 6zgilik baglaminda Ug¢ alan uzmani tarafindan incelenerek (g
maddenin c¢ikarilmasina karar verilmistir. 22 maddelik forma, Tirkiye’de bir 6lgme ve degerlendirme
uzmani ve bir psikolojik danismanlik ve rehberlik alani uzmani gorisleri dogrultusunda son hali
verilmistir. Formda yer alan maddeler 5li Likert tiirinde olup 5 =her zaman, 4 =sik sik, 3 = bazen,
2 =arasira, 1 = hig bir zaman olarak derecelendirilmistir. Formun Tirkiye’de daha genis bir gruba (156
6gretmen) uygulanmasiyla elde edilen veriler ¢alisma kapsaminda analize alinmustir.

Verilerin Toplanmasi

Arastirma kapsaminda gelistirilen form 6gretmenlere elden verilmis ve uygulama sirasinda ¢alismaya
yeterli 6zenin gosterilmesi igin 6gretmenlerin yaninda birer arastirmaci bulunmustur. Uygulama toplam
dort hafta sirmustar.

Verilerin Analizi

Proje kapsaminda olusturulan kapsayici egitim ortaminda 6gretmenlerin uyguladiklari egitimsel ve
o6gretimsel yaklasimlari 6lgmeye iliskin olusturulan olgegin gecerlik ve glivenirligine kanit olusturmak
amaciyla cesitli analizler gergeklestirilmistir. Veriler oncelikle hatali deger, u¢ deger ve eksik degerlere
gore incelenmis ve gerekli diizeltmeler yapilarak analizlere gecilmistir. Olcegin yapi gegerligine kanit
olusturmasi amaciyla Agimlayici Faktor Analizi (AFA) ve Dogrulayici Faktér Analizi (DFA) yapilmistir.
Madde analizleri amaciyla madde-test korelasyonlari elde edilmistir. Analiz sonuglarina gore elde edilen
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olgek ve alt olgekler igin i¢ tutarhhk anlaminda glivenirlik katsayisinin belirlenmesi amaciyla Cronbach
alfa degerleri hesaplanmigtir.

Bulgular ve Tartisma

Bu bélimde “Ustiin Yetenekli ve Zekali Cocuklarin Bulundugu Kapsayici Okul Oncesi Egitim
Ortamlarinda Sinif i¢i Uygulamalar Olgegi” nin gecerlik ve giivenirlik analizi sonuglari yer almaktadir.

Olgegin Gegerligine iliskin Bulgular

Verilerin analizinde ilk olarak agimlayici faktor analizi (AFA), SPSS programi kullanilarak
gerceklestirilmistir. AFA degiskenler arasi iliskilere dayali olarak faktér ya da faktorleri kesfetmeyi
amaglar (Tabachnick & Fidell, 2001). AFA yapilmadan oOnce verilerin faktér analizine uygunlugunu
belirlemek amaciyla Kaiser-MeyerOlkin (KMOQ) katsayisi ve Bartlett testi hesaplanmistir (Kalayci, 2005;
Tavsancil, 2006). Orneklemin faktdrlestirmeye uygun oldugunu test eden KMO testi degeri .80 (>.50)
elde edilmis ve Bartlett testi sonucu elde edilen chi-square degeri anlamh (p <.05) bulunmustur.
Verilerin fakt6r analizi icin uygun ¢ikmasindan sonra agimlayici faktor analizi yapilmistir. Faktorlerin daha
kolay yorumlanabilmesi icin varimax dondirme teknigi kullaniimistir. Calismada maddelerin faktor
yapilarinin belirlenmesinde .32 (Tabachnick & Fidell, 2001) ve Uzeri faktor yiikii degerine sahip olmasi
kabul edilmistir. AFA’da maddelerin yaziminda belirlenen boyutlarin sayisi géz éniine alinarak faktor
sayisi Ug ile sinirlandiriimistir. Analiz sonuglarinda birden fazla faktore yiklenen ve faktor yik arasindaki
fark degeri .10 dan kiiglik olan Gi¢ madde ve higbir faktorde yiiklenemeyen bir madde uzman goriisi de
alinarak g¢ikarilmistir. Analizler 18 madde Ulzerinden gergeklestirilmistir. Tablo 2’de 18 maddeye ait ilgili
faktordeki yiuk degerleri sunulmustur.

Tablo 2.
Kapsayici Okul Oncesi Egitim Ortamlarinda Sinif ici Uygulamalar Olcedi Maddelerinin ilgili Olduklari
Faktére Ait Yiik Degerleri.

Faktérl Faktor2 Faktor3

M8 .70

M19 .67

M12 .56

M17 .56

M18 .52

M5 43

M6 .38

M3 72

M9 .67

M2 .59

M22 .50

M10 .50

M7 .49

M21 .49

M1 49

M13 .79
M14 71
M16 .63

Tablo 2'de AFA’ya ait faktor yiik degerleri ilgili her bir faktor icin yiiksel olandan diisiik olana dogru
siralanmistir. Maddelerin faktor yukleri .38 ile .79 arasinda degismektedir. Birinci boyut faktoér yiikleri .38
ile .70 arasinda degisen 7 maddeden, ikinci boyut faktor yikleri .49 ile .72 arasinda degisen 8 maddeden
ve Uglincl boyut .63 ile .79 arasinda degisen (ic maddeden olusmaktadir. Uzman gorisleri ve alan yazin
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dogrultusunda olgegin birinci faktori “Potansiyeli Ortaya Cikarip Gelistirme” (6rnegin, M6: Cocuklar
problemin ¢oézimuni farkli bir yoldan yaptiklarinda onlarin bu davraniglarina olumlu geribildirim
veririm.), ikinci faktéri “Farklilastirma” (6rnegin, M21: Ogretim etkinlikleri sirasinda c¢ocuklarin
soylediklerine dikkat ederek etkinlik strecini degistirebilirim) ve Uglincli faktori ise “Motivasyon”
(6rnegin, M16: Cocuklari potansiyellerini ortaya c¢ikarmalari igin cesaretlendiririm) olarak
isimlendirilmistir. Olcek, toplam varyansin %44.61’ini aciklamaktadir. Birinci faktor tek basina
%17.07’sini, ikinci faktor tek basina %16.42’ini, Gglinci faktér %11.12'sini agiklamaktadir. Sosyal
bilimlerde agiklanan varyans %40.00-%60.00 araliginda olmasi gerektigi iddia edildiginden (Cokluk,
Sekercioglu, & Buyukoztiirk, 2010; Tavsancil, 2006) agiklanan varyansin %44.61 olmasi kabul edilebilirdir.
Ayrica, 6lgegin Ug alt boyutu arasindaki iliski incelenmis ve elde edilen sonuglar Tablo 3’te sunulmustur.

Tablo 3.
Kapsayici Okul Oncesi Egitim Ortamlarinda Sinif ici Uygulamalar Olgeginin Alt Boyutlari Arasindaki
Korelasyon Katsayilari.

Alt Boyutlar Potansiyeli Ortaya Cikarip Gelistirme Farklilastirma Motivasyon
Potansiyeli Ortaya Gikarip Gelistirme 1.00 .54%* A7*
Farklilastirma 1.00 A42%*
Motivasyon 1.00
*n<.01

Tablo 3 incelendiginde, 6lgegin alt boyutlari arasindaki korelasyonun .42 ile .54 arasinda degistigi ve
.01 diizeyinde anlamli oldugu gorilmektedir.

Acimlayici faktor analizi ile belirlenen Gg¢ faktorli yapinin gegerliginin degerlendirilmesi amaciyla
LISREL programinda dogrulayici faktor analizi (DFA) gergeklestiriimis ve model uyum indeksleri elde
edilmistir. Olgek gelistirme calismalarinda AFA ve DFA’nin farkli érneklem gruplarinda gerceklestirilmesi
ideal durumdur. Ancak, proje kapsaminda toplanan verilerin kullanilmasi, zaman ve maddi olanaklar
distndldtginde analizler ayni g¢alisma grubu Uzerinde gergeklestirilmistir. Bu durum ¢alismanin
sinirhgini olusturmaktadir. 18 maddeden olusan Ustlin yetenekli ve zekadl g¢ocuklarin bulundugu
“Kapsayict Okul Oncesi Egitim Ortamlarinda Sinif ici Uygulamalar” élgeginin DFA sonucunda elde edilen
maddelerin hata varyanslari ile maddelerin iliskili olduklari faktore iliskin faktor yik degerleri Sekil 1'de
verilmistir.

Sekil 1’de 6lgegin g faktorli modeli ve modelde yer alan faktérler ve o faktorlere ait maddeler
arasindaki iliskiler yer almaktadir. Sekil incelendiginde, maddelerin faktor yiklerinin .43 ile .79 arasinda
degismekte oldugu gorilmektedir. DFA sonuglarina gore tim maddelere ait t degerleri anlamh
bulunmustur (p <.05). Ayrica, her bir maddeye ait hatalar ise .40 ile .81 arasinda degismektedir. Faktor
ylk degerlerinin .30 dan bliytk olmasi, hata degerlerinin .90 dan kigik olmasi ve t degerlerinin anlamh
olmasi nedeniyle, dlgcekten herhangi bir maddenin ¢ikarilmasina gerek yoktur. DFA sonucu elde edilen
uyum indeksleri gozlenen verinin 3 boyutlu olan modele iyi uyum gosterdigini degerlendirmek icin
kullanilmaktadir. Bu c¢alismada Ustlin yetenekliler icin kapsayici egitim ortamini 6lgmek amaciyla
hazirlanmis 18 maddelik 6lgege ait uyum indeksleri Tablo 4’te gosterilmistir.

Tablo 4’te yer alan degerler incelendiginde X*/ SD < 3 olmasi milkemmel uyuma isaret ederken, CFl,
NFI, NNFI degerlerinin >.90 ve RMSEA < .08 olmasi ise iyi uyuma isaret etmektedir (Kline, 2005). GFI
degerinin > .85 olmasi kabul edilebilir uyumu yansittigi séylenebilir (Joreskog & Sérbom, 1993). Genel
olarak GFI kabul edilebilir sinirdan biraz distk degerde elde edilse de diger uyum degerleri en az iyi
uyumu yansitmaktadir. Olcege iliskin elde edilen tiim degerler birlikte yorumlandiginda ii¢ faktérli
yapiya iliskin uyumun saglandigi belirtilebilir.
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ici Ogretim Uygulamalar Olcedi”ne iliskin DFA sonuglari.

Tablo 4.

DFA Sonucu Elde Edilen Uyum lyilik indeksleri.

iyilik Uyum indeksi Deger

Xz/ SD 250.91/132=1.90
GFI .82

CFI .95

NFI .90

NNFI .94

RMSEA .07
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Olgegin Giivenirligine ve Madde Analizlerine iliskin Bulgular

Arastirmada, Ug alt faktdére ve Olgegin geneline iliskin Cronbach alfa i¢ tutarlilik katsayilari
incelenmistir. 7 maddeden olusan birinci alt faktorin guvenirligi .76; sekiz maddeden olusan ikinci alt
faktoriin guvenirligi .83; U¢ maddeden olusan Uglincu alt faktériun glivenirligi ise .80 elde edilmistir.
Ayrica, 6lcegin genelinin glvenirligi ise .88 elde edilmistir. Cronbach alfa katsayilari .70 ve lizerinde
oldugundan (Nunnually, 1978) alt faktorlerin ve 0&lgegin givenirliginin yeterli oldugu belirtilebilir.
Calismada ayrica madde test korelasyonlari hesaplanmistir. Birinci faktorde yer alan maddeler r=.32 ile
r=.59 araliginda degisen, ikinci faktorde yer alan maddeler r = .41 ile r = .68 araliginda degisen, Uglnci
faktorde yer alan maddeler ise r=.64 ile r=.67 arali§inda degisen korelasyon degerlerine sahiptirler.
Her (¢ faktorde yer alan maddelerin madde toplam test korelasyon degerleri .30’un (Buyiikoztiirk, 2010)
Uzerinde oldugundan maddelerin ilgili faktor icin amacina hizmet ettigi belirtilebilir.

Sonug ve Oneriler

Bu calismada, okul dncesi 6gretmenlerinin Ustlin yetenekli ve zekali cocuklarin bulundugu kapsayici
egitim ortamlarinda egitimsel ve 6gretimsel yaklasimlarini iceren sinif ici uygulamalarini degerlendirmek
Uzere Olcek gelistiriimesi amaglanmistir. Bu amagla, Avrupa Birligi Erasmus+ Programi Ana Eylem 2-
Stratejik Ortakliklar- Karma Okul Egitimi Projesi kapsaminda hazirlanan “Ustiin Yetenekli ve Zekal
Cocuklarin Ogretmenlerine Yonelik Stratejiler” bashkl proje dahilinde gelistirilen formdan yola cikilarak
olusturulan 6lgekte elde edilen verilerin gegerlik ve glivenirlik analizleri yapilmistir. Calismada 5’li Likert
tiriinde 22 maddeden olusan olcege gecerlik kaniti amaciyla ayni veri seti Gzerinden agimlayici ve
dogrulayici faktor analizleri yapilmistir. Agimlayici faktér analizi sonucunda g faktorli ve 18 maddeden
olusan bir yapi elde edilmistir. Uzman gorisleri ve alan yazin dogrultusunda olgegin yedi maddeden
olusan birinci faktéri “Potansiyeli Ortaya Cikarip Gelistirme”, sekiz maddeden olusan ikinci faktoriu
“Farklilastirma” ve li¢ maddeden olusan iiciincii faktérii ise “Motivasyon” olarak isimlendirilmistir. Olgek,
toplam varyansin % 44.61’ini agiklamaktadir. AFA ile elde edilen yapiya katki saglamak amaciyla DFA
analizleri de gergeklestirilmistir. AFA ve DFA’nin ayni érneklem grubu igin elde edilmesi bu ¢alismanin bir
sinirhgidir. DFA’dan elde edilen sonuglardan genel olarak modelin iyi uyum gosterdigi belirlenmistir.
Olgegin genelinin ve alt boyutlarin giivenirligi icin Cronbach alfa i¢ tutarlilik katsayisi hesaplanmistir.
Buna gore olgegin genelinin givenirligi .88 elde edilirken alt boyutlar sirasiyla .76, .83 ve .80 elde
edilmistir. Ayrica, madde analizi sonucunda her bir faktérde yer alan maddelerin ilgili faktérdeki madde
test korelasyon degerleri .30’dan yilksek elde edilmistir. Genel olarak, calismadan elde edilen
bulgulardan yola cikilarak g faktorli bir yapidan olusan olgegin gecerli ve glivenilir oldugu belirtilebilir.

“Ustiin Yetenekli ve Zekal Cocuklarin Bulundugu Kapsayici Okul Oncesi Egitim Ortamlarinda Sinif ii
Uygulamalar Olgegi” kavramsal agidan ele alindiginda, istiin yetenekli ve zekali okul dncesi dénem
cocuklarinin kapsayici egitim baglaminda tipik gelisim gosteren akranlari ile birlikte olduklari ortamlarda
o6gretmenlerin siniflarinda bu iki grup ¢ocugun gelisimsel ve egitimsel ihtiyacglarini karsilamak Uzere
uyguladiklari yaklasimlari ele alan bir dlgektir. Olgegin bu 6zelligi, daha 6nce bu konuda béyle bir calisma
yapilmamis olmasi agisindan alanda olduk¢a onemli bir gelisme olarak degerlendirilebilir. Bununla
birlikte 6lcegin faktor yapisini ortaya koyan agimlayici faktor analizi sonucunda potansiyeli ortaya gikarip
gelistirme, farkhlastirma ve motivasyon olarak isimlendirilen alt faktorlerin galismanin giris kisminda
belirtilen literatlrle de 6rtlismesi ve ¢ocuklarin sadece bilissel kazanimlarini degil duyussal kazanimlarini
da iceren bir yapiya sahip olmasi 6nemli 6zelliklerindendir.

Ulkemizde 6zellikle istiin yetenekli ve zekali okul 6ncesi dénem ¢ocuklarinin gelisimsel ve egitimsel
ihtiyaclarini onlarin akranlari ile birlikte olduklar kapsayici egitim ortamlarinda karsilamak,
potansiyellerini en Ust diizeyde gerceklestirmek en onemli egitimsel amaglardan biridir. Bu hedef
dogrultusunda kapsayici egitim ortamlarinda gorev alacak 6gretmenlerin bu cocuklar hakkinda bilgi
sahibi olmalari, egitim ortami ve Ogrenme sireglerini farklilastirirken ¢ocuklarin sadece bilissel
kazanimlarini degil duyussal kazanimlarini da dikkate almalari gerekmektedir. Bu galisma ile 6zellikle
kapsayici egitim ortamlarinda gorev yapan okul dncesi 6gretmenleri icin ayni zamanda bir yol haritasi
sunulmaya calisilmistir. Bu 6lgek daha genis 6érneklemlerdeki kapsayici egitim yapilan okul 6ncesi egitim
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siniflarinda 6gretmenlerin egitimsel ve 6gretimsel uygulamalarini gézlemlemek amaciyla uygulanabilir.
Daha buyuk yas gruplarindaki Gstiin yetenekli ve zekali gocuklarin egitim aldiklari siniflardaki 6gretimsel
uygulamalara, sinif ortamina veya sinif iklimine iliskin olarak bu 6lgege alt boyutlar eklenebilir ya da bu
konuda yeni 6lgme araglar gelistirilebilir.
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Bu ¢alisma Avrupa Birligi Erasmus+ KA2 (Okul Egitimi) programi kapsaminda yiratilmis olan, 2015-
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Introduction

Postponing or not carrying out the tasks and responsibilities in daily life to an unspecific time is a
prevalently encountered situation. Procrastination attitude is, indeed, not merely a contemporary
subject. Preliminary documents concerning procrastination attitude can be seen in Rome and ancient
Greece records available, dating back to approximately 3000 years ago. (Steel,2007). At the present
time, procrastination attitude is regarded as postponing necessary everyday confrontations without a
logical reason. (Solomun & Rothblum, 1984). One of the fields we observe the impacts of
procrastination attitude is academic subjects as well. That bounden academic responsibilities are
postdated by postponing is accepted as academic procrastination in literature (Lay, 1986). It is clarified
in another explanation as “various problems that individuals face in consequence of delaying academic
works in a sort of way” (Akbay & Gizir, 2010). In addition to this, it is one of the factors that leads to
certain troubles when college students further their education (Celik & Odaci, 2015; Onwuegbuzie,
2004). Furthermore, it takes effect from home assignments to testing preparation. (Solomun &
Rothblum, 1984; Ozer, 2005). Hence, academic procrastination confronts with a negative factor in
obtaining expected return as students maintain their education.

What is thought as another factor in gaining intended efficiency in undergraduate education is
achievement goal orientation. The concept occurs as a result of motivation studies (Kaplan;2011; Lens,
Elliot, Soenens & Mouratidis, 2014) and with reference to social cognitive theory (Midgley et al, 1998).
When we look at the historical process of the remarks regarding achievement goal orientation theory,
we are capable of examining it into three sections. (Lens, Elliot, Soenens & Mouratidis, 2014).
Achievement goal orientation is primarily divided into performance orientation and learning orientation
(Ames, 1992). In the second phase, each situation is explained by separating them to sub-dimensions.
(Howell & Watson, 2007). These are named in the form of learning-approach, learning-avoidance,
performance-approach, and performance-avoidance (Arslan & Akin; 2014; Pintrich & Schunck, 1996). In
the third phase, achievement goal orientation is commenced being analyzed into three sections with
two dimensions for each. These are classified as task approach, task avoidance approach, intrapersonal
approach, intrapersonal avoidance approach, other approach and other avoidance approach (Lens,
Elliot, Soenens & Mouratidis, 2014). The last classification is in development progress as it is a novice
differentiation (Elliot, Murayama, Kobeisy & Lichtenfeld; 2015).

In this study, the second phase classification of achievement goal orientation was utilized. In spite of
the fact that aforementioned dimensions are named in distinct forms in different studies, the concepts
learning orientation and performance orientation, and sub-dimensions of these concepts which current
assessment and evaluation instrument opts for were used in this study.

Achievement goals divide into two parts: Performance orientation and learning orientation. Those
who have performance orientation tend to obtain positive judgement with their qualifications.
Individuals with learning orientation have an interest in enhancing their skills (Dweck & Leggett, 1988).
These two dimensions also distinguish two dimensions in themselves: learning-approach, learning-
avoidance, performance-approach, performance-avoidance (Akin, 2007). The difference between
performance-approach and performance-avoidance is a factor of performance demonstration. In
performance-approach orientation, the aim is to display better performance relatively; however, the
situation in performance-avoidance orientation is not to show performance so as not to seem
unsuccessful from other individuals (Uzbe & Bacanli, 2015). A figure who possesses learning-approach
orientation believes to learn, and exerts entire self-efforts. In learning-avoidance orientation, persona
abstains from learning for fear of not learning efficiently.

One of the aspects that also influences undergraduates’ achievement adversely is self-esteem.
According to Rosenberg (1979), it is too difficult to identify self-esteem concept. In general terms, self-
esteem represents overall evaluation of one’s value as an individual. It is divided into high and low self-
esteem. Those who own high self-esteem are accepted that they are aware of their qualifications, and
are satisfied from those qualifications they have. Persons with low self-esteem mention that they do not
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respect themselves, and regard their qualifications inadequate (Rosenberg, 1979). As distinct from that,
self-esteem is high, if individuals feel good about themselves. Contrary to this, figures have negative
expectations concerning their own performances on condition that they have low self-esteem. When it
comes to academic achievement, it is thought that high self-esteem provides a favorable academic
performance (Boyaci, 2016).

Certain studies that specify correlation between academic procrastination and weak self-sufficiency
(Corkin, Yu, Wolters & Wiesner, 2014), exhaustion (Balkis, 2013), sense of self (Aydogan, 2008; Ferrari,
1992; Ferrari & Patel, 2004; Ferrari and et al. 2007; Kandemir, 2014, Solomon & Rothblum, 1984) can be
found in review of the literature. Besides, the studies are discovered, which emphasize that academic
achievement (Aydogan & Ozbay, 2009; Balkis & Duru, 2010) and self-esteem (Balkis & Duru, 2010)
diminish as long as academic procrastination orientation increases. Research findings (Aydogan, &
Ozbay, 2009; Balkis, 2007; Giilebaglan, 2003; Cikrik¢i & Erzen, 2016; Ozer, 2009) about substantive
correlation between academic procrastination and gender are found, and vice versa (Eksi & Dilmag,
2010; Solomon & Rothblum, 1984).

The surveys that reveal negative correlation (Howell & Watson, 2007; Kandemir, 2014) between
academic procrastination and learning-approach attitude, and positive correlation between
procrastination and learning-avoidance attitude take part in literature (Howell & Watson, 2007).
Additionally, studies about positive correlation between academic procrastination and performance-
avoidance are available (Ozer & Altun, 2011).

Psychological counseling and guidance students principally work at educational institutions when
they graduate. The paramount responsibility expected from psychological counseling and guidance in
those institutions is to provide students to get ultimate yield from education given in schools. In other
words, they are asked to solve students’ academic problems and do preventive works to increase
academic achievement. It is anticipated that individuals awaited to augment academic achievement
with their school activities do not possess academic procrastination issue in their life. Awareness on
academic achievement with lesson contents are supposed to be high. At this point, what is taken into
account with this study is that it is crucial to be found out the characteristics related with psychological
counseling and guidance students’ academic procrastination attitude. The research that investigate the
effects of academic procrastinations among university students exist. (Arif & Altun, 2011; Lee, 2005;
Saddle & Sacks, 1993). On the other hand, a study regarding psychological counseling and guidance
students’ academic procrastination attitudes lacks in literature. The aim of this study is to reveal the
impact of achievement goal orientation and self-esteem to interpret psychological counseling and
guidance students’ academic procrastination attitudes. By this means, to identify academic
procrastination attitudes of psychological counseling and guidance students as a specific purpose, and
aid them to be more useful in related enforcements they do in further education institutions are aimed
on the basis of characteristics of students’ academic procrastination. Below are the research questions
in parallel with this purpose.

1. Do psychological counseling and guidance students’ academic procrastination attitude differentiate
due to gender and class level?

2. Does self-esteem of psychological counseling and guidance students differentiate due to gender and
class level?

3. Is there a relationship between psychological counseling and guidance students’ procrastination
attitude and self-esteem?

4. Is there a relationship between the sub-dimensions of academic procrastination and achievement
orientation for relevant students?
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Method
Research Design

In the study, the survey method was used as data collection tool. The survey method is a model
which is used in order to determine individuals’ attitutes, senses and thoughts on a sample (Aypay,
2015).

Population and Sample/ Study Group/Participants

The research group consists of 426 psychological counseling and guidance students studying at a
state university in 2016-2017 academic year. Distribution of the students is given in Table 1.

Table 1.

Student Distribution.
Gender N F
Female 305 %66.00
Male 121 %44.00

In total, the research group has 426 students including 305 female (66.00%) and 121 male (44.00%).
The students are composed of 92 (21.60%) freshmen, 103 (24.20%) sophomores, 48 (11.30%) juniors,
and 183 (66.00%) seniors.

Data Collection Tools

In this study, Personal Information Form, Rosenberg Self-Esteem Scale, Academic Procrastination
Scale and 2x2 Achievement Orientation Scale were utilized as data collection materials.

Personal Information Form: On the purpose of representing the research group, Personal
Information Form prepared by the researchers involves demographic information such as department,
class, gender, family income status, and success periods.

Rosenberg Self-Esteem Scale: Morris Rosenberg developed this scale in 1963. Its Turkish adaptation
was realized by Cuhadaroglu (1986). The scale comprises 63 questions, and it has 12 sub-dimensions.
The validity coefficient and test re-test reliability of the scale were determined .76 and .75 respectively.
In this study, self-esteem subscale was employed. The self-esteem scale consists of 10 questions. That
score gained from the scale increases means decay of self-esteem (Oner, 1996)

2x2 Achievement Goal Orientation Scale: It is a valid and reliable data collection tool designed by
Akin (2006). The scale which consists of 26 questions is 5 point likert scale. It has four sub-dimensions:
learning-approach, learning-avoidance, performance-approach, and performance-avoidance. In sub-
dimensions of the scale, coefficient of internal consistency reliability is .92; coefficient of test — retest
reliability varies between .77 and .86. Total item correlation of the scale is between .56 and .73, and
scale factor loadings change between .41 and .98.

Academic Procrastination Scale: Designed by Cakici (2003), Academic Procrastination Scale is a 5
point likert scale comprising 19 positive and 7 negative questions. Cronnbach Alpha reliability coefficient
was appointed .92. High point obtained from the scale reveals academic procrastination.

Data Collection

In this study, the data were collected in the 2016-2017 academic year at a state university. The study
was conducted by the researchers with the university students as participants who were voluntary.
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Data Analysis
Taking account of voluntary basis, overall scales were applied to the students in class. SPSS 20 was
used for analysis of acquired data. T-test, Anova and Pearson correlation coefficient for the analyses.
Findings

Findings of Gender And Class Level with Academic Procrastination Attitude

Table 2

T-Test Outcomes of Academic Procrastination Scale Points for Gender.

Gender N X Sd df t p
Female 305 55.18 13.51 424 2.08 .38
Male 121 58.22 13.63

In accordance with gender, academic procrastination points of psychological counseling and
guidance students do not indicate a significant difference [t(4,6)=2.08, p>.01].

Table 3

ANOVA Outcomes of Academic Procrastination Scale Points for Class Level.

Source of Variance Sums of Square df Mean Square F p
Between Groups 302.118 3 100.70 .54 .65
Within Groups 78319.88 422 185.59

Sum 78621.949 425

According to the analysis results, statistically significant difference between academic
procrastination points and class levels is unavailable. That is, to the degree of class level, academic
procrastination levels of psychological counseling and guidance students do not differentiate in
significant level (F (3 42)= 54, p>.05).

Findings of Gender and Class Level with Self-Esteem

Table 4

T-Test Outcomes of Self-Esteem Scale Points For Gender.

Gender N X Sd df t p
Female 305 26.94 2.31 424 2.66 .01
Male 121 26.28 2.33

Considering gender, self-esteem points of psychological counseling and guidance students shows a
significant difference. [t(,6=2,66, P<.05].

Table 5

ANOVA Outcomes of Self-Esteem Scale Points for Class Level.

Source of Variance Sums of Square df Mean Square F P
Between Groups 34.23 3 11.41 2.10 .09
Within Groups 2291.89 422 5.43

Sum 2326.133 425

Analysis results show that statistically significant difference between self-esteem points and class
levels does not exist. In other words, self-esteem levels of psychological counseling and guidance
students do not significantly differentiate by class level (F (3 455=2.10, P>.05).

In proportion to gender, performance approach points of psychological counseling and guidance
students demonstrate a significant difference [t(s;2)=1.53, P<.05].
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Table 6

T-Test Outcomes of Performance Approach Points for Gender.

Gender N X Sd df t p
Female 305 17.86 5.26 424 1.53 .02
Male 121 18.77 6.03

Findings of Self-Esteem with Academic Procrastination Attitude

The correlation between academic procrastination and self-esteem was probed with Pearson
Correlation formula. A low-level, positive and significant correlation was attained between the two.
(r=.11, P<.05).

Findings about Academic Procrastination and Sub-Dimensions of Achievement Orientation

In the study, the correlation between academic correlation and learning approach was investigated
using Pearson Correlation formula. Among the concepts, a medium-level, negative and significant
correlation was found out (r=.49, P<.05). Pearson Correlation formula was also utilized for determining
the correlation between academic procrastination and performance avoidance. The correlation result
among them is low-level, positive and significant. (r=.22, P<.05). The correlation between academic
procrastination and performance approach was detected with Pearson Correlation formula. It was
revealed that statistically significant correlation was not determined among them. (r=.06, P>.05). In
order to ascertain the correlation between academic procrastination and learning approach, Pearson
Correlation formula was adopted. Inter-concepts investigation displayed the results as low-level,
negative and statistically significant. (r=.16, P<.05).

Discussion, Conclusion and Implications

The aim of the study is to examine the relations between the Psychological Counseling students’
academic procrastination behavior and achievement goal orientations as well as their self-esteem and
demographic features. The findings showed that there is no significant difference between academic
procrastination behavior and gender. There have been inconsistent data on the arena in the literature.
While some research findings show there are significant relations between academic procrastination
behavior and the gender (Aydogan & Ozbay, 2012; Balkis, 2007; Ozer, 2009; Cikrik¢i & Erzen, 2016;
Giilebaglan, 2003), some studies show there are no (Eksi & Dilmag, 2010; Uzun-Ozer, 2009; Solomon &
Rothblum, 1984).

The findings of this research showed that there is no significant difference between academic
procrastination behavior and gender. Another finding of the research showed that there is no significant
difference between academic procrastination and the class level. This finding is contrary to the research
findings which reveals a relation between academic procrastination and the class level (Balkis, 2007;
Celik & Odaci, 2015; Yesil & Sahan, 2012). The findings of the research also showed that there is a
significant difference between self-esteem and gender. There have been contradictory results in the
literature. Some research findings show that there is a signifant difference between self-esteem and
gender (Altiok & Koruklu, 2010; Ozkan, 1994; Verkuyten, & Brup, 2002) whereas other studies show that
there is no (Kurtyilmaz, Can & Ceylan, 2017). This study is consistent with the other studies whose
findings show that there is a significant difference between self-esteem and gender. It can be argued
that the result might be cultural. For female students self-esteem scores were higher because female
students consider themselves more important as they study at the university. For further research this
result can be examined in a detailed way supported by qualitative data.

The findings of this research also showed that there is a slight difference between academic
procrastination and self-esteem. There are studies whose findings indicate that the higher the academic
procrastination, the higher the self-esteem is (Can, 1990; Verkuyten & Brup, 2002). There, on the
contrary, are some studies showing that the higher the academic procrastination, the lower the self-
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esteem is (Aydogan, 2008; Ferrari e. Al.,, 2007; Balkis & Duru, 2011; Kandemir, 2014, Solomon &
Rothblum, 1984). This research showed that the higher the academic procrastination, the higher the
self-esteem is. We assume the result is mostly due to the students’ self confidence in academic issues,
that is, academically the more confident the students are, the higher academic procrastination they
have. It is assumed that if there were more researches examining the reasons of academic
procrastination, there would appear more studies consistent with the result of this search. The findings
of this study showed that there is a significant negative correlation between academic procrastination
and learning approach on secondary level. This result is consistent with the findings of some other
studies showing that there is a negative correlation between academic procrastination and learning
approach (Kandemir, 2014; Howell & Watson, 2007).

The individuals who have learning approach behaviour are ambitious to obtain knowledge and they
believe they can achieve this goal. This trait of individuals could be an explanation for the negative
correlation between learning approach behaviour and academic procrastination. There is a similarity
between this research finding and the one which examined the reasons of academic procrastination.
The results of the later study showed that academic procrastination might be because of the fear of
failure and the lowness of the hope level (Uzun-Ozer, 2009). It can be assumed that while the fear of
failure and hopelessness increase academic procrastination, the belief of the individual for academic
success might lessen academic procrastination. It is expected that the individuals who feel obliged to
their responsibilities and who are more inclined to finish what they have started show less academic
procrastination behaviour than others.

Another finding of the study is that there is a significantly negative and low relation between
academic procrastination and learning avoidance behaviour. There have been studies in the literature
(Countinho & Neuman, 2008; Kandemir, 2014) whose findings are similar to this research findings. There
are also studies (Howell & Watson, 2007) which show that there is a positive relation between academic
procrastination behaviour and learning avoidance. That there is a positive relation between academic
procrastination and learning avoidance is expected when an individual does not believe that s/he cannot
totally reach the learning standarts of themselves. However, the findings of this study showed that the
more academic procrastination behaviour increases, the less learning avoidance occurs. This can be
explained that the individuals who show learning avoidance behaviour are more responsible than the
others. Kandemir (2014) explains that academic procrastination lessens with the increase of the
responsibility. When it is supposed that the psychological counseling students who have learning
avoidance behaviour and at the same time who are eager to learn, there appears a negative relation
between academic procrastination behaviour and learning avoidance. The findings of the study also
showed that there is no relation between academic procrastination behaviour and performance
approach. It can be assumed that while the individuals who have performance approach behaviour
show some attitutes, they regard other people as criteria.

The findings of this study showed that there is a significant positive low relation between academic
procrastination and performance approach behaviour. This result is consistent with the results of some
studies (Dejitthirat, 2004; Ozer & Altun; 2011). The individuals who have performance avoidance
behaviour try to disguise their incompetencies so as to escape that they are a failure (Ozer & Altun,
2011). This characteristics of them can be interpreted as the cause for academic procrastination.

To sum up, there is a relation between academic procrastination and learning avoidance, learning
approach and performance avoidance. For further detailed search, qualitative studies are needed in
order to find out the reasons of academic procrastination. Also, it would be more illuminating that the
study be conducted comparatively not only at a state university but at a private university as well.
Moreover, academic procrastination can be included in the school curriculum of the Psychological
Counceling students so as to raise the awareness of the pupils about the issue.
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Tiirkge Siiriim

Girig

Gunlik hayat icinde yapilacak gorev ve sorumluluklarin belirli olmayan bir zamana 6telenmesi ya da
yapilmamasi yaygin olarak karsilasilan bir durumdur. Aslinda erteleme sadece glinlimiize ait bir konu
degildir. Erteleme davranisiyla ilgili ilk belgeler yaklasik 3000 yil dncesine Roma ve antik Yunan
kayitlarina dayanmaktadir (Steel, 2007). GUnUmuzde erteleme davranisi gegerli bir neden olmaksizin
yapilmasi gereken isleri 6teleme olarak kabul edilir (Solomun & Rothblum, 1984). Erteleme davranisinin
etkilerini gozlemledigimiz alanlardan birisi de akademik konulardir. Yapilmasi gereken akademik
sorumluluklarin 6telenerek ileri bir zamana birakilmasi literatiirde akademik erteleme olarak kabul edilir
(Lay, 1986). Bir diger tanimda ise “bireylerin akademik isleri bir sekilde geciktirmeleri sonucu yasadiklari
gesitli sikintilar” olarak aciklanmaktadir (Akbay & Gizir, 2010). Universite 6grencilerinin egitimlerini
devam ettirirken sorun yasamasina neden olan etmenlerden birisidir (Celik & Odaci, 2015;
Onwuegbuzie, 2004) Ev 6devlerinin yapilmasindan, sinavlara hazirlanmaya kadar etkisini gostermektedir
(Solomun & Rothblum, 1984; Ozer, 2005). Dolayisiyla &grencilerin egitimlerini siirdiiriirken beklenen
verimin alinmasinda olumsuz bir faktor olarak karsimiza gtkmaktadir.

Universite &grencilerin egitimden istenilen verimi almasinda etkili oldugu diisiiniilen bir diger faktor
de basari yonelimidir. Basari yonelimleri kavrami motivasyon arastirmalarinin neticesinde (Sideridis &
Kaplan; 2011; Vansteenkiste, Lens, Elliot, Soenens & Mouratidis, 2014) ve sosyal bilissel kuramdan
hareketle ortaya ¢ikmistir (Midgley et al. 1998). Basari yonelimleri teorisi ile ilgili géruslerin tarihsel
sirecine baktigimizda Ug¢ kisimda inceleyebiliriz (Vansteenkiste, Lens, Elliot, Soenens & Mouratidis,
2014). Basari yonelimleri ilk olarak performans yonelimi ve 6grenme yonelimi seklinde ikiye ayrildigini
goririz (Ames, 1992). ikinci dénemde her iki durumda kendi igerisinde iki alt boyuta ayrilarak
aciklanmistir (Howell & Watson, 2007). Bunlar 6grenme-yaklasma, 6grenme- kaginma, performans-
yaklasma ve performans-kaginma seklinde isimlendirilmistir (Arslan & Akin; 2014; Pintrich & Schunck,
1996). Uglincli asamada ise basari yonelimi (i¢c kissmda ve her biri iki boyutta incelenmeye baslanmustir.
Bunlar gorev yaklasimi, gérev kaginma yaklasimi, kisisel yaklasim, kisisel kacinma yaklasimi, diger
yaklasim ve diger kacinma yaklasimi seklinde siniflanmistir (Vansteenkiste, et al. 2014). Son siniflama
yeni bir ayrim oldugu icin heniz gelisme asamasindadir (Elliot, Murayama, Kobeisy & Lichtenfeld, 2015).

Bu calismada basari yonelimlerinin ikinci asamasindaki siniflamadan vyararlanilmistir. Farkh
calismalarda s6z konusu boyutlar farkli sekillerde isimlendiriimekle beraber, bu galismada kullanilan
Olgme aracinin tercih ettigi terimler olan 6grenme yonelimi ve performans yonelimi kavramlari ve bu
kavramlarin alt boyutlari kullanilmistir.

Basari amaglari; performans yonelimi ve 6grenme yonelimi olarak iki kisma ayrilir. Performans
yonelimli kisiler yeterlilikleriyle olumlu yargi kazanmayla ilgilenen kisilerdir. Ogrenme yénelimli kisiler ise
yeteneklerini arttirmayla ilgilenen kisilerdir (Dweck & Leggett, 1988). Bu iki boyutta kendi icinde iki
boyuta ayrilmaktadir. Bu boyutlar 6grenme- yaklasma yonelimi, 6grenme kaginma yénelimi, performans
yaklasma yoénelimi, performans kaginma yonelimi seklindedir (Akin, 2007). Performans yaklasma
yonelimi ile performans kaginma yonelimi arasindaki fark, performansi gésterme nedenidir. Performans
yaklasma yoneliminde amag digerlerinden daha iyi performans goéstermek iken, performans kaginma
yaklasiminda digerlerinden basarisiz géziikmemek icin performans gostermeme durumu s6z konusudur
(Uzbe & Bacanli; 2015). Ogrenme- yanasma yaklasimina sahip kisi 6grenebilecegine inanir ve
dgrenebilmek icin tiim potansiyelini kullanir. Ogrenmeme- kaginma yaklasiminda ise kisi iyi bir sekilde
o6grenemeyecegini dislindigu icin 6grenmeden kaginir.

Universite dgrencilerinin basarisini etkileyen &zelliklerden bir digeri de benlik saygisidir. Rosenberg
(1979) benlik saygisi kavraminin tanimlanmasinin gii¢ oldugunu belirtmistir. Genel hatlariyla tanimlarsak
benlik saygisi, kisinin bir birey olarak degerini genel degerlendirilmesini ifade eder. Yiksek ve disik
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benlik saygisi seklinde ayrilmaktadir. Yiiksek benlik saygisina sahip kisilerin kendi 6zelliklerinin farkinda
olan, sahip oldugu o6zelliklerden memnun kisiler oldugunu kabul edilir. Benlik saygisi disiik kisilerin ise
kendilerine saygli duymadigini ve yetersiz gordigiinden s6z eder (Rosenberg, 1979). Farkh bir sekilde
ifade edersek kisi kendisiyle ilgili iyi hissediyorsa benlik saygisi ylksektir. Disiik benlik saygisina sahip
olanlar ise kendi performanslariyla ilgili olarak olumsuz beklentiye sahiptirler. Akademik basari s6z
konusu oldugunda yiksek benlik saygisinin iyi bir akademik performansi saglayacag duistnalir
(Boyacioglu, 2016)

Literatiir incelendiginde akademik erteleme ile dislk 6z yeterlilik (Corkin, Yu, Wolters & Wiesner,
2014), tikenmislik (Balkis, 2013), benlik algisi (Aydogan, 2008; Ferrari, 1992; Ferrari & Patel, 2004;
Kandemir, 2014; Solomon & Rothblum, 1984) arasinda iliski oldugunu belirten galismalar bulunmaktadir.
Bunun yani sira akademik erteleme egilimi artikga akademik basari (Aydogan & Ozbay, 2012; Balkis &
Duru, 2010) ve benlik saygisinin (Balkis & Duru, 2010) azaldigini belirten ¢alismalar bulunmaktadir.
Akademik erteleme ile cinsiyet arasinda anlamli iliski oldugunu belirten arastirma bulgulari (Aydogan, &
Ozbay, 2012; Balkiz, 2007; Ozer, 2009; Giilebaglan, 2003; Cikrik¢i & Erzen, 2016) bulunurken. Bunun tersi
olarak akademik erteleme ile cinsiyet arasinda iliski olmadigini (Eksi & Dilmag, 2010; Solomon &
Rothblum, 1984) belirten ¢alismalar da mevcuttur.

Akademik erteleme ile 6grenme yaklasma davranisi arasinda negatif iliski oldugu (Howell & Watson,
2007; Kandemir, 2014) ve erteleme davranisi ile 6grenme kaginma davranigi arasinda pozitif iligki
bulunduguna dair arastirmalar bulunmaktadir (Howell & Watson, 2007). Bunun yani sira akademik
erteleme ile performanstan kaginma arasinda pozitif iliski oldugunu gosteren calismalarda mevcuttur
(Ozer & Altun, 2011).

PDR ogrencileri mezun olduklarinda ¢ogunlukla egitim kurumlarinda galismaktadir. Bu kurumlarda
PDR mezunlarindan beklenen en énemli sorumluk okullarda verilen egitim ve 6gretimden 6grencilerin
en Ust diizeyde verim almasini saglamaktir. Bir baska sekilde ifade ettigimizde okullarda 6grencilerin
sahip oldugu akademik problemleri ¢6zmeleri ve akademik basariyl arttirmayr saglayan onleyici
calismalar yapmalari beklenmektedir. Okullarda yaptiklari faaliyetlerle akademik basariyi artirmasi
beklenen kisilerin kendi hayatinda akademik erteleme sorununa sahip olmamasi beklenmektedir.
Aldiklari derslerin icerigiyle akademik basari konusunda farkindaliklarin yiksek olmasi beklenmektedir.
Bu noktada bu calisma ile PDR 6grencilerinin akademik erteleme davranisiyla ilgili 6zelliklerinin ortaya
cikarilmasinin 6nemli oldugu disiiniilmistiir. Universite 6grencileri tzerinde akademik ertelemenin
etkilerini inceleyen arastirmalar bulunmaktadir (Lee, 2005; Saddle & Sacks, 1993; Ozer & Altun, 2011).
Ancak Ozel olarak PDR o6grencilerinin akademik erteleme davranislarini inceleyen bir calisma
bulunmamaktadir. Bu ¢alisma ile PDR 6grencilerinin akademik erteleme davranislarini agiklamada basari
yonelimlerinin ve benlik saygisinin etkisini ortaya ¢ikarmak amaglanmistir. Bu sayede PDR 6grencilerin
akademik erteleme 06zelliklerinden yola c¢ikarak, 6zelde PDR 06grencilerinin akademik erteleme
davranislarinin belirlenmesinin saglanmasi, genelde ise ileride egitim kurumlarinda bu alanda
yapacaklari uygulamalarda daha yararli olmalarina yardimci olunmasi amaglanmistir. Bu amag
dogrultusunda asagidaki sorulara yanit aranmistir.

1. PDR 6grencilerinin akademik erteleme davranisi cinsiyet ve sinif diizeyine gore farkhlasmakta midir?
2. PDR 6grencilerinin benlik saygisi cinsiyet ve sinif diizeyine gore farklilasmakta midir?

3. PDR 6grencilerinin akademik erteleme davranisi ile benlik saygisi arasinda iliski var midir?

4

. PDR 6grencilerinin akademik erteleme ile basari yénelimlerinin alt boyutlari arasinda iliski var midir?

Yéntem
Arastirma Modeli

Bu arastirma da tarama modeli kullanilmistir. Tarama modeli kisilerin tutum, duygu, ve disiincelerini
tespit etmek amaciyla bir 6rneklem tizerinde gergeklesen bir yontemdir (Aypay, 2015).
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Katilimcilar

Arastirma grubunu 2016-2017 egitim 6gretim yilinda bir devlet liniversitesine devam eden 426 PDR
Ogrencisi olusturmaktadir. Tablo 1'de 6grencilerin dagilimi verilmistir.

Tablo 1.

Arastirma Grubunun Dagilimi.

Cinsiyet N F
Kiz 305 %66.00
Erkek 121 %44.00

Arastirma grubunda 305’i (%66) kiz, 121'i (%44.00) erkek toplam 426 06grenci bulunmaktadir.
Ogrencilerin 92’si (%21.60)"1 1. sinif &grencisi, 103U (% 24.20), 2. sinif 6grencisi, 48’si (% 11.30) 3. sinif
ogrencisi, 183’li (%66.00) 4. sinif 6grencisinden olusmaktadir

Veri Toplama Araglari

Bu calismada veri toplama araci olarak Kisisel Bilgi Formu, Rosenberg Benlik Saygisi Olcegi, Akademik
Erteleme Olcegi ve 2x2 Basari Yonelimleri Olgegi kullaniimistir.

Kisisel Bilgi Formu (KBF): Arastirmacilar tarafindan hazirlanan Kisisel Bilgi Formunda ¢alisma grubunu
tarif etmek amaciyla bélim, sinif, cinsiyet, aile gelir durumu, kendini ne zaman basarili algiladigi gibi
demografik bilgilere yer verilmistir.

Rosenberg Benlik Saygisi Olcegi (RBSO): Bu Olcegi Morris Rosenberg 1963 yilinda gelistirilmistir.
Tiirkgeye uyarlamasini Cuhadaroglu (1986) tarafindan gerceklestirmistir. Olgek 63 sorudan olusmakta ve
12 alt boyutu vardir. Olgegin gecerlilik katsayisi .76, test-tekrar test giivenirliligi .75 olarak bulunmustur.
Bu calismada benlik saygisi alt olcegi kullanilmistir. Benlik saygisi Olgegi 10 sorudan olusmaktadir.
Olgekten alinan puanin yiikselmesi benlik saygisinin diismesi anlamina gelir (Oner, 1997).

2x2 Basari Yénelimleri Olgedi (BYO): 2x2 Basari yoénelimleri 8lgegi Akin (2006) tarafindan gegerlilik ve
guvenirlilik galismasi yapilmis bir 6lgme aracidir. 26 sorudan olusan odlgek 5’li likert tipinde bir dlgektir.
Dort alt boyuttan olusur; 6grenme yaklasma, 6grenme kaginma, performans yaklasma, performans
kacinma seklindedir. Olgegin alt boyutlarinda i¢ tutarhilik giivenirlilik katsayisi .92 ile .97 arasinda, test-
tekrar test givenirlilik katsayillari .77 ile .86 arasinda degismektedir. Olcegin madde toplam
korelasyonlari .56 ile .73 arasinda siralanmakta ve 6lgek faktor yikleri .41 ile .98 arasinda degismektedir.

Akademik Erteleme Olgedi (AEO): Cakici (2003) tarafindan gelistirmis olan, 19 sorudan olusan 5’li
likert tipinde bir Olgektir. Akademik Erteleme 6lgegi 12 olumlu, 7 olumsuz sorudan olugmaktadir.
Cronbach Alpha guvenirlilik katsayisi .92 bulunmustur. Bu 6lgme aracindan alinacak yiksek puan
akademik erteleme oldugunu géstermektedir.

Verilerin Toplanmasi
Bu arastirmada veriler 2016-2017 egitim oOgretim yilinda bir devlet Universitesinde toplanmistir.
Arastirmaya katilmaya gonllii olan 6grencilere arastirmacilar tarafindan 6l¢me araglari uygulanmistir.

Verilerin Analizi

Tim oOlgekler gonallilik esasi dikkate alinarak 6grencilere sinifta uygulanmistir. Elde edilen veriler
SPSS 20 programinda analiz edilmistir. Analizler t- testi, Anova ve Pearson korelasyon katsayisi
kullantimstir.
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Bulgular

Akademik Erteleme Davranisi ile Cinsiyet ve Sinif Diizeyi Bulgulari

Tablo 2

Akademik Erteleme Olgedi Puanlarinin Cinsiyete Gére T-Testi Sonuglari.

Cinsiyet N X Ss Sd t p
Kiz 305 55.18 13.51 424 2.08 .38
Erkek 121 58.22 13.63

PDR Ogrencilerinin akademik erteleme puanlari ile cinsiyete gére anlamli bir farkhlik
gostermemektedir[t(s,6 =2,08, P>.01].

Tablo 3

Akademik Erteleme Olgedi Puanlarinin Sinif Seviyesine Gére ANOVA Sonuglari.

Varyansin Kaynagi KarelerToplami Sd Kareler Ortalamasi F p
Gruplararasi 302.118 3 100.70 .54 .65
Gruplar igi 78319.88 422 185.59

Toplam 78621.949 425

Analiz sonuglari akademik erteleme puani ile sinif diizeyleri arasinda istatistiksel olarak anlamh fark
yoktur. Yani PDR o6grencilerinin akademik erteleme dizeyleri sinif seviyesine gbére anlamli dizeyde
farkhlagsmamaktadir (F (3, 452)=.54, P>.05).

Benlik Saygisi Cinsiyet ve Sinif Diizeyi Bulgulari

Tablo 4

Benlik Saygisi Olgedi Puanlarinin Cinsiyete Gére T-Testi Sonuglari.

Cinsiyet N X Ss Sd t o]
Kiz 305 26.94 2.31 424 2.66 .01
Erkek 121 26.28 2.33

PDR Ogrencilerinin benlik saygisi puanlari ile cinsiyete gére anlamli bir farkhlik géstermektedir
[t(426)=2,66, P<05]

Tablo 5

Benlik Saygisi Olgedi Puanlarinin Sinif Seviyesine Gére ANOVA Sonuclari.

Varyansin Kaynagi Kareler Toplami Sd Kareler Ortalamasi F o]
Gruplararasi 34.23 3 11.41 2.10 .09
Gruplar igi 2291.89 422 5.43

Toplam 2326.133 425

Analiz sonuglari benlik saygisi puani ile sinif dlizeyleri arasinda istatistiksel olarak anlamli fark yoktur.
Yani PDR 6grencilerinin benlik saygi diizeyleri sinif seviyesine gére anlamli diizeyde farklilasmamaktadir
(F (3, 422)=2.10, P>05)

Tablo 6

Performans Yaklasma Puanlarinin Cinsiyete Gére T- Testi Sonuglari

Gender N X Ss Sd t p
Female 305 17.86 5.26 424 1.53 .02
Male 121 18.77 6.03

Rehberlik ve Psikolojik Danismanlik 6grencilerinin cinsiyetleri ile performans yaklasma puanlari
arasinda istatistiksel olarak anlamli bir farkhlik bulunmaktadir [t(422)=1.53, P<.05].
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Akademik Erteleme Davranisi ile Benlik Saygisi Bulgulari

Arastirmada akademik erteleme ile benlik saygisi arasindaki iliskiye Pearson Korelasyon ¢arpimi ile
bakilmistir. Akademik erteleme ile benlik saygisi arasinda disik diizeyde, pozitif ve anlamli iligki
bulunmustur (r=.11, P<.05).

Akademik Erteleme ile Basari Yonelimlerinin Alt Boyutlari ile ilgili Bulgular

Arastirmada akademik erteleme ile 6grenme yaklasma arasindaki iliskiye Pearson Korelasyon ¢arpimi
ile bakilmistir. Akademik erteleme ile 6grenme yaklasma arasinda orta diizeyde, negatif ve anlamli iliski
bulunmustur (r=.49, P<.05). Arastirmada akademik erteleme ile performans kaginma arasindaki iliskiye
Pearson Korelasyon ¢arpimi ile bakilmistir. Akademik erteleme ile performans kaginma arasinda disiik
dizeyde, pozitif ve anlamh iliski bulunmustur (r=.22, P<.05). Akademik erteleme ile performans
yaklasma arasindaki iliskiye Pearson Korelasyon carpimi ile bakilmistir. Akademik erteleme ile
performans yaklasma arasinda istatistiksel olarak anlamli iliski olmadigi bulunmustur (r=.06, P>.05).
Akademik erteleme ile 6grenme yaklasma arasindaki iliskiye Pearson Korelasyon carpimi ile bakilmistir.
Akademik erteleme ile 6grenme kaginma arasinda negatif yonde, disik dizeyde ve istatistiksel olarak
anlamli bir iliski bulunmustur (r=.16, P<.05).

Tartisma, Sonug ve Oneriler

Bu ¢alisma ile PDR 6grencilerinin akademik erteleme davraniglari ile basari yonelimleri, benlik saygisi
ve bazi demografik ozellikler arasindaki iliski incelenmistir. Arastirmadan elde edilen ilk bulguya gore
akademik erteleme ile cinsiyet arasinda anlamh bir farklihk bulunmamaktadir. Literatiirde akademik
erteleme ile cinsiyet arasindaki iliski konusunda tutarsiz veriler yer almaktadir. Bazi arastirma sonuglari
akademik erteleme ile cinsiyet arasinda anlamli iliski oldugunu belirtirken (Aydogan, & Ozbay, 2012;
Balkis, 2007; Ozer, 2009; Cikrikgi & Erzen, 2016; Giilebaglan, 2003; Dogan vd., 2014) bazi arastirma
sonuglari tersini sdylemektedir (Eksi & Dilmag 2010; Uzun-Ozer, 2009; Rathblum, vd., 1986; Solomon &
Rothblum, 1984). Bu arastirma sonucunda PDR &grencilerinin akademik erteleme 6zellikleri ile cinsiyet
arasinda anlamh bir farklilik bulunmamistir. Arastirmadan elde edilen bir diger bulgu ise akademik
erteleme ile sinif diizeyi arasinda anlamli farkliik olmadigidir. Bu sonu¢ akademik erteleme ile sinif
diizeyi arasinda iliski oldugunu gosteren arastirmalar (Balkis, 2007; Celik & Odaci, 2015; Dagan, Karim &
Kazak, 2014; Yesil & Sahan, 2012) ile farkhlik gostermektedir. Bu arastirmada c¢ikan her iki bulgunun
sebebi PDR 6grencilerinin aldigi egitim ile iliskilendirilebilir. Bu noktada boylamsal ve nitel verilerle
desteklenen arastirmalar yapilmasi daha ayrintil bilgi saglayacaktir.

Arastirmanin diger bir bulgusu da benlik saygisi ile cinsiyet arasinda anlamli bir farklilik oldugudur.
Literatlirde benlik saygisi ile cinsiyet arasindaki iliski hakkinda geliskili bulgular yer almaktadir. Benlik
saygisi ile cinsiyet arasinda anlamh farklilik oldugunu belirten arastirmalar (Altiok & Koruklu, 2010;
Aydogan & Ozbay, 2012; Ozkan, 1994; Verkuyten & Brup,2002) bulunurken, anlamh farklilik olmadigini
belirten arastirmalarda (Kurtyilmaz, vd., 2017) yer almaktadir. Bu calisma benlik saygisi ile cinsiyet
arasinda anlamh farklihk oldugunu soyleyen arastirmalarla paralellik gostermektedir. Bu sonucun
sebebinin kilturel olabilecegi tartisilabilir. Kiz 6grencilerin kendilerini Gniversite 6grencisi olduklari igin
daha degerli algiladiklari ve bu sebeple benlik saygilarinin daha ylksek oldugunu sdyleyebiliriz. Bunun
yani sira kiz 6grencilerin tzerinde ailelerinin etkisinin daha yiliksek olmasi ile de agiklanabilir (Aydogan &
Ozbay, 2012). Aslinda bu sonug nitel verilerle desteklenerek daha derinlemesine incelenebilir.

Bu arastirma ile akademik erteleme ile benlik saygisi arasinda distik diizeyde, pozitif ve anlamli iliski
bulunmustur. Farkli bir sekilde ifade edersek akademik erteleme artikca benlik saygisinin arttigini
soyleyen arastirmalarla (Can, 1990; Verkuyten & Brup, 2002) benzerlik gostermektedir. Bunun yani sira
akademik erteleme egilimi artikca benlik saygisinin azaldigini (Aydogan, 2008; Balkis & Duru, 2011;
Ferrari vd., 2007; Kandemir, 2014; Solomon & Rothblum, 1984) belirten g¢alismalarla farklilik
gostermektedir. Bu arastirma akademik erteleme artik¢a benlik saygisinin arttigini géstermektedir. Bu
sonu¢ PDR 6grencilerinin kendilerine akademik konularda giivendikleri icin akademik ertelemeyi tercih
ettikleri seklinde yorumlanabilir. Kendilerine akademik konularda duyduklari glivenin, 6grenmeyi ve
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akademik konular ertelemeyi sagladigi dusinilebilir. Sonug olarak akademik ertelemenin sebeplerini
arastiran ¢alismalarla bu konuda celiskili olmayan sonuglar elde edilecegi disunilmugtur.

Akademik erteleme ile 6grenme yaklasma davranisi arasinda orta diizeyde negatif ve anlamli iliski
bulunmustur. Bu sonu¢ akademik erteleme ile 6grenme yaklasma davranisi arasinda negatif iliski
oldugunu (Kandemir, 2014; Howell & Watson, 2007) belirten arastirmalarla paralellik géstermektedir.
Ogrenme yaklasma davranisina sahip bireyler konuyu &grenmek isterler ve bunu yapabileceklerine
inanirlar. Bu 0Ozellik 6grenme yanasma davranisi ile akademik erteleme arasindaki negatif iliskiyi
aciklayabilir. Benzeri bir sonug lise 6grencileri lGzerinde akademik ertelemenin sebebi olarak basarisizhk
korkusu ve umut dizeyinde dusuklik olarak gosteren arastirmanin sonuglari ile paralellik
gostermektedir (Uzun-Ozer, 2009). Dolayisiyla basarisizlik korkusu ve umutsuzluk akademik ertelemeyi
artirirken, kisinin akademik isi yapabilecegine inanmasi akademik ertelemeyi azalttigi soylenebilir.
Ogrenme yaklasma ydnelimine sahip bireylerin caba gdsterme ve géreve ilgi duyma egilimine sahip
olduklari icin akademik erteleme davranisini daha az géstermeleri beklenmektedir.

Bu arastirmadan elde edilen bir diger bulgu akademik erteleme ile 6grenme kaginma arasinda
negatif yonde, disik diizeyde anlaml bir iliski oldugudur. Literatiirde bu bulgu ile benzer sonug veren
arastirmalar (Countinho & Neuman, 2008; Kandemir, 2014) bulunmaktadir. Bunun yani sira erteleme
davranisi ile 6grenme kaginma davranisi arasinda pozitif iliski bulunduguna dair arastirmalar bulgulari da
(Howell & Watson, 2007) mevcuttur. Ogrenme kaginma davranisini 6grenmeyi tam anlamiyla
gerceklestiremeyecegini distinen, kendi 6grenme standartlarina ulasamayacagi fikrine sahip kisilerin
sergiledigi distnuldiginde akademik erteleme ile pozitif iliskili olmasi beklenmektedir. Ancak bu
arastirma sonucunda akademik erteleme arttikga 6grenme kaginma davranisi azalmaktadir. Bu durum
6grenme kaginma davranisini gésteren kisilerin sorumluk sahibi olmasi ile agiklanabilir. Kandemir (2014)
akademik ertelenin sorumlugun artmasiyla azaldigini belirtmistir. Farkli bir sekilde ifade edersek
0grenme kaginma davranisina sahip PDR 0Ogrencileri ayni zamanda 6grenmeyi arzu ettikleri
disunuldiginde akademik erteleme ile aralarinda negatif iliski aciklanabilir.

Bu arastirma ile akademik erteleme ile performans yaklasma arasinda iliski olmadigi bulunmustur.
Performans yaklasma davranisinda kisi performansini ortaya koymasinda referans aldigi kisilerden daha
iyi olmayi hedefledigi dusunilduginde akademik konularda bir standartlarinin olmamasi bu sonucu
aciklayabilir.

Akademik erteleme ile performans kaginma davranisi arasinda diisik dizeyde, pozitif ve anlamli iliski
bulunmustur. Bu arastirmanin sonuglari ile benzer sonug veren arastirmalar bulunmaktadir (Dejitthirat,
2004; Ozer & Altun; 2011). Performans kaginma davranisina sahip bireyler eksikliklerini gizleyerek
basarisiz gériinmekten kurtulmaya calisirlar (Ozer & Altun, 2011). Bu &zellikleri akademik erteleme
davranisina sebep olmaktadir seklinde yorumlanabilir.

Bu arastirmanin sonuglari degerlendirildiginde PDR 6grencilerinde akademik erteleme ile 6grenme-
kaginma, 6grenme-yanasma ve performans-kaginma arasinda iliski bulunmustur. PDR 6grencilerinde
akademik erteleme ile 6grenme yonelimleri arasindaki iliskiyi belirlemek amaciyla yapilan bu arastirma
6n c¢alisma niteligindedir. Bundan sonraki calismalarda akademik ertelemenin nedenlerinin ortaya
cikarilmasi igin nitel arastirma yontemleriyle desteklenen galismalarin yapilmasi daha kapsamli bilgiler
saglayacaktir. Ayrica arastirmanin sadece devlet Universitesindeki PDR 6grencileri ile gergeklestirilmesi
bir sinirliliktir. Ozel Universitede egitim alan PDR &grencileri ile yapilarak sonuclar kiyaslanabilir. PDR
ogrencileri ile farkli bolim 6grencilerinin akademik erteleme davranislari karsilastirilarak sinif seviyesine
gore akademik erteleme davranisinin degismeme sebebi ortaya ¢ikarilabilir. Bunun yanisira benlik saygisi
ile akademik erteleme arasindaki iliskiyi daha net ortaya ¢ikarmak amaciyla deneysel ¢calismalar yapilarak
ileride olusturulacak psikolojik egitim programlarina kaynak saglanabilir. Arastirma bulgularindan yola
cikarak PDR o6grencilerinin ders igeriklerinde akademik erteleme ve basari yonelimleri konusunda
farkindahlk saglanarak akademik erteleme davranislarinda farkhlk olusturulabilecegi diisintlmustir. Bu
galismanin Onerilerinden bir digeri de 6grenme kaginma yaklasimi konusunda egitsel calismalar
gerceklestirilerek akademik erteleme davranisina etkisinin incelenmesidir.
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Introduction

The practice of educating students with special needs or disabilities (SWDs) in a regular class
environment (inclusion) has become significantly widespread during the historical period starting from
the mid-1970s until the 21st century (Kiely, Brownell, Lauterbach & Benedict, 2015). This impelled the
researchers to become interested in teachers' beliefs and attitudes towards including the SWDs in the
class environment. Understanding teachers' beliefs on SWDs is important as the beliefs have a
significant effect on their actions in the class (Borko & Putnam, 1996; Calderhead, 1996). In addition,
teachers use these belief systems when making decisions regarding teaching practices (Buehl & Beck,
2015). In this regard, it is important to retrace the different types of beliefs the teachers have in order to
reveal how their minds and actions operate. This is because teachers' actions resulting from their beliefs
affect the successful progress of inclusion students (Kiely et al., 2015).

Development Process of the Concept of Inclusion

First practices of special education have arisen in the shape of "education in different school or class"
depending on the type of individual disability. However, "normalization" and "least restrictive
environment" principles which have arisen in the 1970s paved the way for a new concept and from then
on, "inclusive education" practices started to gain acceptance. In this context, the concept of SWDs
continuing their education with their peers have begun to settle. While inclusion initially primarily
meant physical placement in general education classrooms, today, the concept of providing inclusion
students’ access to general education curriculum is accepted (Sorrells, Rieth & Sindelar, 2004). Although
various definitions of inclusion have been made (Lewis & Doorlag, 1999; Wolfe & Hall, 2003); making a
definition which will also accommodate the elements that are covered by the definitions mentioned
here is considered sufficient. According to this definition, inclusion is "the full time or part time
education of the student with special needs in regular education classrooms, which are the least
restrictive educational environments, provided with the required support services" (Kircaali-iftar, 1992,
p. 45). In this context, educational environments providing education services for individuals with
special needs (from the least restrictive to the most restrictive) can be listed as general education
classes, special education classes in general education schools, separate special education schools,
boarding special education schools and home / hospital.

Throughout the historical process, the concept of inclusion has been transformed into systematic
and overarching practices that meet the needs of the inclusion students, as well as other students in the
classroom and the classroom teacher (Friend & Bursuck, 2012). This requires the stakeholders to work in
harmonious cooperation and making physical structures of general education classes suitable for
inclusive education (Batu, 2005; Kargin, 2006). Enabling inclusion students to make academic and social
gains by the inclusion requires preparation of individual education programs (IEP), identification of the
degrees of readiness of the inclusion student, positive attitudes and behaviours of teachers,
development of a sense of respect for differences in the other students in the classroom, and enabling
the students with special needs to actively participate in the education processes (Wolfe & Hall, 2003;
Wood, 2002). It can be said that in order to achieve success in inclusive practices, one of the most
important roles is the role of the teachers. This is because the teacher is the one who plans, practices
and coordinates the cooperation between the stakeholders, and who meets face-to-face with the
student.

Teachers' Beliefs on Inclusion

There are many factors that can affect teachers' beliefs on inclusive practices. These factors are;
teachers’ age, the perception of self-efficacy and professional experience, academic success level of the
class where the education is performed, and the level of support of the school administration and
support service personnel (Imrak, 2009, Kircaali-Iftar & Batu 2007; Kiely et al., 2015). In this context, it is
important to show how teacher's beliefs can change depending on the type and level of students' needs,
the subject taught, the teacher's self-efficacy, or the teacher's beliefs about the nature of learning.
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Although in the study by Scruggs and Mastropieri (1996) two thirds of general education teachers
supported the idea of part- and full-time inclusion; only one third or one fourth of the supporting
teachers stated that they had the sufficient time, preparation or resources to effectively involve the
students with special needs in the teaching process (Scruggs & Mastropieri, 1996). Based on these
findings, researchers have come to the conclusion that general education teachers are not as prepared
as they were 20 years ago to provide the necessary services to the inclusion students. DeSimone and
Parmer (2006), who had similar results with this study, found that despite their positive attitudes
towards the idea of inclusion, teachers were concerned about its implementation. The causes of these
concerns can be listed as the kind and severity of the disability (Imrak, 2009; Kircaali-Iftar & Batu, 2007;
Scruggs & Mastropieri, 1996), scarcity of resources such as time, the inadequacy of in-class support
(Kiely et al., 2015). Overall, the findings from these studies can be indicative that although most of the
general education teachers have positive views of inclusion, they also have reservations about
implementing inclusion, which can be regarded as a barrier to obtaining the desired benefit from the
inclusive practice.

Teachers' Beliefs on Teaching and Learning of Inclusion Students

Special education has a significant experience in identifying the research-based practices which
would contribute to the learning of students and on educating the teachers to use these practices.
Teachers' beliefs on the acceptability of these interventions is an important consideration for them to
integrate research-based practices into their instruction (Kiely et al., 2015). In addition, it was found
that, with pragmatic concerns, teachers do not prefer evidence-based practices (Boardman, Arguelles,
Vaughn, Hughes & Klingner, 2005). In this regard, teachers should be enlightened on issues such as the
time the practice will take, its suitability to the student's level and its degree of meeting the students'
needs (Boardman et al., 2005). In this respect, researchers should bring the dark spots to light by
providing sufficient information to teachers on the issues they are concerned about as this can be
important for the implementation of research-based practices in the classroom environment. By this
way, inclusive practices will be based on a systematic foundation and an important step will be taken
towards obtaining the expected benefit from the practices.

The effect of teachers ' beliefs on SWDs and disability on in-class practices is another issue that
should be discussed. It was found that general education teachers' beliefs on disability and the role
these beliefs play in the education of SWDs are related to the in-class practices used in the education of
SWDs (Jordan & Stanovich, 2001, 2003, and 2004). In this regard, it is thought that it would be helpful to
focus on the teachers' beliefs and classroom practices in order to conduct the inclusive practices
properly and achieve the desired success. Jordan et al.,, (2010) reported that teachers' beliefs on
individuals with special needs are correlated with their teaching practices. In this study, they have also
shown that while Pathognomonic (diagnostic) teachers believe that the disability has an unchanging
quality intrinsic to the student and teachers can do very little to improve individuals with special needs,
interventionist teachers believe that disabled students can be successfully educated via placement
(integration) and classroom teachers are responsible for ensuring student learning. In conclusion,
researchers demonstrated that teachers with interventionist beliefs find more time on instruction, time
engaged in individual and small group talk, and time in academically focused talk, and they are overall
more effective in these areas (Stanovich, 1994; Stanovich & Jordan, 1998).

Since the educational reforms are usually based on novel ideals that are not part of teachers' existing
belief systems, when a new educational reform is presented, teachers initially experience disparity or
suspicion, which creates a gap between expectations and practice (Fives, Lacatena & Gerard, 2015). But
if the teachers are motivated enough, they integrate the new beliefs into their existing belief systems
(Gregoire, 2003). However, since attempts to change beliefs can result in resistance, teachers do not
agree on a new orientation and can show resistance as they may lack awareness, confidence, knowledge
or skill to implement a novel idea (Rodriguez, 2005). Ertmer (2005), who tried to explain the source of
this resistance by using first or second-degree barriers to teachers' problems regarding technology
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integration, had based this subject on a more systematic foundation. In their study, Shevlin, Winter, and
Flynn (2013) demonstrated that some teachers are distant, or even resistant to inclusion.

Teachers' Self-efficacy Beliefs

Self-efficacy belief is the person's judgment regarding his/her ability to perform a certain duty in a
certain context (Bandura, 1986). In this respect, it can be thought that self-efficacy beliefs of teachers
working with SWDs depend on their beliefs about their abilities to give both special and general
education to SWDs and to work with different students (Kiely et al., 2015). The findings from the studies
on this subject have shown that teachers with a higher perception of self-efficacy regarding the
education of SWDs have developed positive attitudes towards the inclusive practice (Podell & Soodak,
1993; Soodak, Podell & Lehman, 1998). From this point forth, it is important for the success of the
inclusive practice to identify the resources that support teachers' beliefs on self-efficacy and to provide
support where needed. These resources that affect the teachers' beliefs on self-efficacy and attitudes
can be listed as follows; teachers' experiences on special education or inclusion (Minke, Bear, Deemer &
Griffin, 1996), their educational efficacy (Brownell & Pajares, 1999), their pre-service education
(Brownell & Pajares, 1999; Kircaali-Iftar & Batu, 2007) and the in-service courses they attend (McHatton
& Parker, 2013; Swain, Nordness & Leader-Janssen, 2012). In this context, it is considered important to
increase the teachers' perceptions of general education efficacy by increasing the teacher candidates'
efficacy on both the special and general education particularly during pre-service education. This is
because teachers with a higher teacher efficacy consider themselves more successful in educating
individuals with special needs (Brownell & Pajares, 1999). When the studies are analysed from a holistic
point of view, it is seen that teachers' perceptions of self-efficacy are one of the important factors that
affect their beliefs on the placement of SWDs and their educational processes. In this respect, it will be
useful to determine objective evaluation criteria by elucidating these efficacies in more detail.

Planning Education in Inclusion

When making education planning towards teacher's inclusion practices, both the student's and the
classroom's needs should be identified, and an educational design based on these needs should be
developed (Iftar, 2012). By this way, a positive classroom environment is established and an educational
environment suitable for both the academic and social development of the SWD is created (Iftar, 2012).
Regulations that can be done in this direction can be described as organizing the classroom (physical
structure, atmosphere), teaching (group, face to face, peer, etc.), teaching materials (diversification,
organization, etc.) and teaching methods (direct, exploratory, providing temporary support, etc.) (Friend
& Bursuck, 2012). In addition, researchers have given these regulations a planned and systematic
structure in identifying the demands of the classroom, identifying the strengths and needs of the
students, detecting the students' potential areas of success, investigating the potential areas of
problem, using the obtained information to design differentiated teaching, implementation and
evaluation of student improvement (Friend & Bursuck, 2012).

Individual education programs (IEP) are another vitally important element for the success of
inclusion. The IEP prepared for each inclusion student should elaborate on what behaviours inclusion
students will gain, and where, by whom, how, and how long (Eripek, 2007). This roadmap should include
the stages such as the student's level of readiness, short and long-term objectives, duration of
participating in the general education, required services and adaptations, action intervention plan,
evaluation approaches and transition plan (Ministry of National Education [MNE], 2006; Eripek, 2007).

Inclusion in Turkey

Turkey can be considered as at the same level with the developed countries such as Finland, which
has been successful in the field of education through integration; England, that has become a prominent
country with its multifaceted and gradual evaluation; and USA that has the least restrictive environment
and legal regulations. Carrying out the special education services of the SWDs, as far as possible,
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together with their peers are governed by the Decree Law No. 573 on Special Education (1997) and
Regulation on Special Education Services (2006). Since these legal arrangements have not been realized
sufficiently until the past 10 years, the desired success from inclusive practices could not be achieved
and practices did not become adequately widespread. However, with the ninth development plan
(2007-2013), works performed towards prioritizing the inclusive practices in the education of the SDWs
and making the existing physical conditions of the schools suitable (SPO, 2009) made the practices
increasingly widespread. According to MNE 2010 figures, while the total number of students benefiting
from inclusive practices in primary and secondary schools in 2006 was 54,309 this number increased to
72,425 in 2009 and to 161,295 in 2013 (MNE, 2010, 2013). As it is clear from this data, it can be said that
important developments have been made towards increasing the popularity of inclusive practices in the
last 10 years (MNE, 2013). However, since sufficient special education support services such as resource-
room, field tutoring, and special education consultancy (Kargin, 2004) are not available, inclusion in our
country primarily means rather physical placement of SWDs in the classroom (Sara¢ & Colak, 2012).
When these data are evaluated together, in order to obtain the desired advantages from inclusion
practices it becomes a necessity to make the practices more qualified by making these practices more
widespread as well as providing the required support services. In addition, it will be useful to
demonstrate the faulting aspects of the practice and to make suggestions for solutions through
academic studies.

The Importance of the Study

Increasing popularity of inclusive practices since the end of the 20th century directed researchers
towards working on the implementation aspect of the process. The commonly held concept of inclusion
today argues that physical placement of students is not sufficient and SWDs should be given access to
general education curriculum according to their characteristics of development (Scruggs & Mastropieri,
1996). Although Turkey is making quantitative progress in terms of legal regulations with the inclusion in
the last 10 years, it has not reached the expected quality level yet. In this regard, the participation of the
SWDs in the course processes in general classroom environments and showing what the teachers'
beliefs and practices are on this subject are considered important. Moreover, considering the effects of
teachers' beliefs on in-class practices (Stanovich, 1994; Stanovich & Jordan, 1998), one aspect of the
studies on inclusive practices should be the demonstration of teachers' belief systems on SWDs. In this
respect, demonstrating the reflections of teachers' beliefs on this subject in in-class practices is
considered important to obtain the desired benefit from the practice. After the literature review, it was
found that there were not enough studies that reveal teachers' beliefs on SWDs and education and the
reflection of these beliefs on in-class practices (Kiely et al., 2015), and it was considered that performing
a study on this would contribute to the improvement of the present situation.

The Aim of the Study

The aim of this study is to demonstrate the reflections of Social Studies teachers' beliefs on inclusive
practice and students on in-class practices. In this context, the study will shed light on fundamental
problems of teachers and students during inclusive practices and will be able to contribute to solving the
problems. From this point on, the research questions are as follows:

1. What are the beliefs of social studies teachers about inclusion?
2. What are the beliefs of social studies teachers about inclusion students?
3. What is the reflection of teachers' beliefs about inclusion practice in classroom practices?
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Method
Research Design

This study has been performed by using the "case study" method since its aim is to investigate the
reflections of teachers' beliefs on inclusive practice and students in in-class practices in a real
environment (Yin, 1994). One of the reasons for preferring this method is that it allows in-depth data
collection within a short time (Creswell, 2012). In addition, as the study involves multiple situations that
can be discussed holistically, holistic multiple situation case design was preferred as the case study
design (Yin, 2014, p. 50). Each participating teacher was analysed in a holistic approach in itself, and the
participants were then compared with each other. For this purpose, multiple data collection tools
(observation and interview) were used in the study. The data obtained by these data collection tools
were presented in a way that they will complement, support, or explain each other.

Participants

This study was conducted in the spring semester of the 2016-2017 academic year, with three social
studies teachers who had inclusion students in the class. In the planning stage of the study, 5 secondary
schools with inclusion students were identified and required permissions were obtained, and after the
pre-interview, the study was conducted with three teachers who volunteered to participate. Participants
of the study were identified using convenience case sampling method, which is one of the methods of
purposive sampling. In this sampling method, the researcher speeds up the study since he chose a close
and convenient case (Yildinm & Simsek, 2011). In this context, affordability was considered regarding
the transportation, communication opportunities and time for the interviews, and teachers who can be
reached easily were determined. All participants took part in the study on a voluntary basis. Due to
ethical principles and security grounds, each participant was encoded as Participant 1 (P1), P2, P3, and
so on. General characteristics of the participants are described below.

Table 1.
Participants.
Professional Pre-service Training  In-service Training  Diagnosis of Inclusion
Participants Branch Experience for Inclusion for Inclusion Students
P1 History 16 Not taken Taken Mild level of learning
disability

P2 Social 14 Not taken Taken Mild level of learning
Studies disability

P3 Social 15 Not taken Taken Mild level of learning
Studies disability

P1: The school P1 works at is one of the leading secondary schools in Bursa, with a history of 20
years. The school, which is a double shift school (morning-afternoon), has 24 classrooms, 70 teachers
(two special education teachers, two counsellor teachers), four administrators and 700 students. In
addition, the neighbourhood the school is located at comprises people with middle to a high level of
socioeconomic status. Technological facilities (interactive whiteboard, projector, etc.) in the classrooms
of the school are not sufficient. In addition, the physical structure of the school also needs
improvement.

The student in P1' s class is inclusion who is diagnosed with mild learning disability. The student has a
good social adaptation and does not exhibit behaviours that disrupt the course flow but cannot actively
participate in the course. The inclusion student in P1's class sits with his/her peers where he/she can
easily participate in the course processes. This seating arrangement also facilitates his/her
communication with the teacher. However, the student occasionally sits in the back row by changing
his/her place and the teacher connives at this situation. In addition, the student receives the supportive
education from the classroom teacher (P1).
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P2: The school P2works at is one of the leading secondary schools in Bursa, which has a history of
nearly 100 years. The school, which is a double shift school (morning-afternoon), has 34 classrooms,
approximately 60 teachers (two special education teachers, two counsellor teachers), three
administrators and 1000 students. In addition, the neighbourhood the school is located at comprises
people with a middle level of socioeconomic status. The technological facilities of the school classes are
sufficient. With its recently renovated building, the school provides education in modern physical
conditions.

The student in P2's class is inclusion student who is diagnosed with mild learning disability. Although
the student tries to actively participate in the course, he/she has social adaptation problems from time
to time and also exhibits behaviours that will disrupt the course flow. The inclusive student in P2's class
sits with his/her peers. This seating arrangement has certain disadvantages in terms of attendance to
the course processes and communication with the teacher. In addition, the student receives the
supportive education from a teacher who does not attend the student's classes.

P3: The school P3 works at is one of the leading secondary schools in Bursa, with a history of 21
years. The school, which is a double shift school (morning-afternoon), has 20 classrooms, 70 teachers
(three counsellor teachers), four administrators and 700 students. In addition, the neighbourhood the
school is located at comprises people with middle to a high level of socioeconomic status. The
technological facilities of the school classes are sufficient. In addition, the school's physical structure is
adequately suited to education and training.

The student in P3' s class is inclusion student who is diagnosed with mild learning disability. The
student has a good social adaptation and does not exhibit behaviours that disrupt the course flow but
cannot actively participate in the course. The inclusion student in P3's class is sitting with his/her peers
where he/she can easily participate in the course processes. This seating arrangement also facilitates
his/her communication with the teacher. In addition, the student receives supportive education from a
teacher who does not attend the student's classes.

Data Collection Tools

In this section, information about interview and observation techniques used for data collection is
provided. In the study, initially, observations have been made to see the situation as it is. Teachers were
given general information about the subject of observation, but it was not mentioned that the focus is
directly on the inclusion students. By doing so, the aim was to demonstrate the existing situation as it is.
Interviews were held based on the observations.

Observation: In the study, the observation technique was used to demonstrate the reflections of
teachers' beliefs on inclusion practice in the in-class practices and to look into the coherence between
the belief and the practice. Based on unstructured pilot observations and the literature (Patton, 2014),
observation protocol (Appendix 1) was generated. After the expert opinion was obtained, the protocol
was finalized. The observation protocol used in the study was divided into three sections, which are
planning, teaching process and behaviours and situations observed in the evaluation stages.

Observation should take as long as it is required for the researcher to achieve his/her purpose
(Patton, 2014). Since the observed actions and practices were repeated without any significant change
for five weeks, the observation period was considered sufficient and the observation was terminated at
the fifth week and the researchers moved on to the interview stage of the study.

Interview: Semi-structured interviewing technique was used in the study to obtain in-depth data
about the teachers' beliefs on inclusion practice, on the nature of the inclusion student, on the learning
of the inclusion student, and the teachers' perception of their own self-efficacy. The interview form
consists of 14 questions. By using the literature (Sadioglu, 2011), the questions were prepared by the
researcher. The interview form was finalized after evaluating prepared questions in terms of being clear
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and comprehensible, valid in terms of content and serving the purpose, by an academician specialized in
inclusion. The interviews lasted 50-60 minutes depending on the answers given by the teachers.

Some changes were made to the questions after the pilot interview was held and the opinions of the
academician were received. For example, the question; "What are the educational or behavioural
problems you experience with the inclusion student? How do you solve these problems?” was
rearranged as "Are there any educational or behavioural problems you experience with the inclusion
student? If so, how do you solve them?” as the initial question assumes that there must be a problem.
After these processes, the final version of the interview form was given to 3 participants.

Validity and reliability: Data diversification (observation and interviewing methods), member
checking, and peer review (Creswell, 2009) increase the validity of the study. In addition, receiving an
expert opinion and systematically introducing the research process with all its dimensions are the other
factors that increase the validity of the research. In order to ensure the reliability of the data in the
study, repeated control and continuous comparison of the data was performed (Gibbs, 2007). In
addition, cross-checking of the analysed data has been conducted by a different researcher to ensure
the reliability of the study.

Data Analysis

This section provides information on the analysis process of the data obtained through the data
collection tools.

Analysis of observation data: "Observation Evaluation Rubric" was developed in order to evaluate
the observations carried out within the scope of the study. This rubric has been developed based on the
literature (Cerezci, 2015; Kurt, 2015) and on the researchers' observation process, in light of the
opinions of the experts in the field. The rubric developed within the scope of the study comprises
teaching-learning and evaluation process dimensions. The teaching-learning process dimension is
divided into five sub-dimensions, which are; ensuring participation (two items), asking questions (four
items), activity (three items), method-technique (three items) and communication (one item). The
evaluation dimension is divided into three sub-dimensions, which are; individualization (two items),
assessment (two items) and adaptation (one item).

The developed rubric (Appendix 2) consists of 18 items, 13 of which are in the sub-dimension of
creating teaching opportunities and 5 in the evaluation. For each item in the rubric, there are three
success levels, 0, 1, 2, which are scored as 0 (weak), 1 (average) and 2 (good). In addition, each level of
success is explained in detail. In this context, the highest score that can be obtained from the rubrics is
calculated as 2x18 = 36 and the lowest score is 0x18 = 0. Descriptions of the performance indicators and
levels in the evaluation rubric are given in Appendix 2.

Analysis of the interview data: After the recordings of the interviews were deciphered, the data
were analysed using content analysis. Once the obtained data were classified in such a way that it will
form meaningful sections in itself, the data related in meaning were combined and coded. These codes
have also been examined by different researchers and have been given their final form in the light of
their opinions. After the coding of the data has been completed, categories were established from these
codes and finally, themes that completely cover the categories were created.

Limitations of the Study:
1. The study is restricted to inclusion students with mild level learning disability.

2. Research is limited to three social studies teachers who have inclusion students.
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Results

Findings of the study are presented under the headings "findings obtained through interviews"
(Table 2) and "findings obtained through observation" (Tables 3, 4).

Findings Obtained Through Interviews

Findings from the interviews were discussed under the theme of teachers' beliefs on inclusion, under
the sub-dimensions of teachers' beliefs on inclusion, on inclusion students, on the learning of inclusion
students and on their own self-efficacies in terms of inclusion. In order to show from which participant's
statement, participants were abbreviated as P1, P2, P3, etc. before the corresponding codes. The
findings obtained through the analysis of the interviews are given in Table 2.

Table 2.
Findings on Social Studies Teachers' Beliefs on Inclusion.

¢ g The practice is;
E ‘g neglected P1 P2 P3
2 & useful P1 P2 P3
< an incontestable right P1 P2 P3
© The practice is;
not considered important enough P1 P2 P3
resisted P1 P2 -
.3 Students;
3 must receive education in general education classes P1 P2 P3
g can learn P1 P2 P3
c are not accepted in the society. P1 P3
© are neglected P1 P2 P3
are considered ordinary P1 P2 -
Regarding students;
thinking that the perspective about them changed positively in time - P2 P3
feeling a conscientious responsibility for them P1 P2 P3
a constructive communicative language should be preferred when talking P1 P2 P3
about them
% Students;
2 must actively participate in the class in order to learn P1 P2 P3
g must be taken into account when preparing the course process P1 P2 P3
s not enough effort is made for their participation in the course process P1 P2 P3
@ their academic evaluation must be made within the frame of IEP P1 P2 P3
'€ their academic learning is left for the supportive education class. P1 P2 P3
§ need special activities to be prepared before the class P1 P2 P3
o must be included in the assessment and evaluation processes P1 P2 P3
p peer education is useful in their learning P1 - P3
o Social Studies course is necessary in terms of their academic and social P1 P2 P3
development
SWDs;
are not allocated with sufficient time during the course environment P1 P2 P3
do not get enough time to speak P1 P2 P3
experience problems in the implementation of their IEPs P1 P2 P3
teachers feeling inadequate to prepare IEPs P1 P2 P3
8 " Feeling despair when teaching SWDs P1 P2 P3
2 Requiring support in teaching SWDs P1 P2 P3
§ Considering him/herself adequately experienced in SWDs P1 P2 P3
F Believing that sufficient pre-service training was not received P1 P2 P3
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When the findings in Table 2 are analysed, it can be seen that although teachers find the concept of
inclusion useful and consider it as an incontestable right, they believe that there are problems and
shortcomings in its practice. While P1's thoughts on this matter are "...To tell you the truth, it seems like
we are just saving the day. Because | do not believe that inclusion students receive special treatment or
an education that is specific to their level.” P2 said that inclusion practice are useful and "inclusion
provides advantages to inclusion students in adapting to social life".

When the findings on inclusion students and on their nature, are analysed, it was found that
participating teachers consider the general classroom environment as the most suitable educational
environment for the inclusion students. While P3 said "I think that inclusion is very natural for social
adaptation...General classroom environment, just like the society itself, comprises individuals with very
different characteristics.", P1 expressed his/her thoughts on this matter with a critical approach:

"l experienced resistance to these children in schools every semester. Like these children that are
not part of this society, many times | heard questions such as why is this child in this class, should not
he/she be in a special education class, etc. But these children are our children, we should approach
them as we approach others.", and stated that he/she believes general classroom and school
environment are more appropriate for these students, with an emphasis on the negative attitude SWDs
face.

When findings on the learning and learning environment of the inclusion students are analysed, it is
seen that although the participants believe that inclusion students can learn when the appropriate
environment is provided, and necessary planning is made, these students are neglected in practice and
are not included in the course processes. On this matter, P2 stated that:

"IEP plans are made for inclusion students and are placed into folders, but these are not really taken
into consideration...I never felt uncomfortable to have inclusion students in my class...| am aware that
the child requires special attention, but inclusion really gets lost in the shuffle." and emphasized the
problems in the practice. The other participant, P1, who sincerely stated his/her opinions on this matter
said that:

"If activities specific to these children will actually be organized based on their levels, all subjects can
be taught to these children to a certain degree...To be honest, we don't make a special preparation to
include the inclusion student in the class. To tell you the truth, it seems like we are just saving the day.
Because | don't believe that inclusion students receive special treatment or an education appropriate for
their level, and | can clearly say that" and emphasized that inclusion students do not get enough
advantage of the course processes.

In addition, P3 said that "necessary arrangements should also be made in the classroom. The
academic education of these children is completely left to supportive education classes. The practices
are indicative of that," and P3 said that learning environments of inclusion students need
rearrangement and the academic education of inclusion students is left to supportive education classes.

When the findings on teachers' beliefs on their self-efficacy, it was found that the participants
consider themselves inadequate regarding issues such as their approaches to inclusion students, IEP
preparation and solving the emerging problems. On this matter, P3 said that "because | did not take any
classes on inclusion in the university, | was not aware of the concept of inclusion during the first 5 years
of my professional life. It has been 10 years since | became aware of IEP, but as | do not have adequate
expertise on this subject, | considered this as unimportant." while Plsaid that "There have been
moments when | felt very inadequate and helpless, particularly regarding these children. However, |
think that if | had the appropriate training on this subject, there would be various methods to cope with
such problems." showing that training regarding inclusive practices is required.
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Findings Obtained Through Observation

Findings through class observation are shown in Table 3 and 4 under two headings, which are
findings from teaching-learning processes and findings from evaluation processes.

Findings from Teaching-Learning Processes: Findings obtained through observation of teaching-
learning processes are evaluated under ensuring participation, questioning, activity, method-technique
and communication sub-dimensions and presented in Table 3.

Table 3.

Participant Scores Regarding Teaching-Learning Processes Dimension.

Process Indicators Descriptive Comments P1 P2 P3
Ensuring Trying to engage the student, who is reluctant to o 0 o
Participation participate in course processes, in the course

Creating opportunities for the SWDs student who is

. . - . 1 1 1
making an effort to actively participate in the course
Questioning Making adaptations in questions asked to the SWD o 1 2
“ In cases where the student struggles, giving hints to 0o 1 2
§ ensure that he/she finds the answer
g Giving feedback to the student's answers o 1 1
s Providing explanatory feedback to the SWD's questions 0O 0 O
‘é" Activity Performing differentiated activities in the direction of the o 0 o
£ achievements in IEP
‘;1:3 Supporting the SWD with activity implementation 0o 0 o
oo regulation
% By carrying out group work, ensuring that the SWD takes 0 0 o
'5_.‘3 responsibility within the group
Method- Utilization of peer teaching 0O 0 O
Technique With questions and guidance, ensuring that the student o 0 2
reaches knowledge through exploration
Providing temporary support to the student during the 0 0 o
course process
Communication Creating communication opportunities with the SWD 1 1 1
Total 2 5 9

* The Highest Score: 26

When the results in Table 3 are analysed, it was seen that none of the participants were good in
ensuring participation sub-dimension. Although the three participants, who were all average, rarely
provided an opportunity to the student who made an effort to participate in the class, they did not
make any efforts to engage the student, who was reluctant to participate, in the classroom.

When the participants' scores regarding questioning sub-dimension are analysed, it was found that
only P3got a good score. P3 asked questions as objectified as possible and related them to everyday life.
For example, about the invention of money and its impact on our everyday lives, he asked guiding
questions such as "Do you use money in your everyday life? Where do you use it? What if there was no
money?” helping the student to obtain knowledge. In addition, using guiding hints, he/she helped the
student to find the answer. P2, whose success level was average in this sub-dimension, gave short
feedback that cannot improve the student's answers. P1, whose success level was weak, did not give
any feedback to the answers.

Regarding the activity sub-dimension, the success levels of all three participants are weak. It was
observed that the participants do not take the SWDs into account in in-class activities. The activities are
prepared based on the levels and needs of the other students in the class, and their level is appropriate
for the level of an average student. In addition, there are no guidelines for the activities.
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It was also found that the participants have a weak success level in method-technique sub-
dimension. It was observed that the participants do not act with the concept of general education and
do not have an approach that takes individual differences into account. It was observed that only P3,
although rarely, tried to have an exploratory approach and attempted to prepare an environment in
which the student learns by discovering the knowledge.

In the communication sub-dimension, all three participants had an average success level. There had
been very little communication between participants and inclusion students, and this communication
was mostly limited to extracurricular matters. In addition, establishment and maintenance of an
academic communication with the inclusion student were rarely achieved.

Findings from evaluation processes: Findings related to the evaluation dimension are given in Table
4 under IEP, assessment tools, and adaptation sub-dimensions.

Table 4.
Participant Scores for Evaluation Processes Sub-Dimension.
Indicators Descriptive Comments P1 P2 P3
Individualization =~ Making the evaluation in the direction of achievements in 0O 0 o
IEP
c Planned inclusion of the SWD in the evaluations performed 0O 0 O
2 throughout the process
3 Assessment Tools  Giving feedback by examining the homework of the student 0 1 0
E Evaluating the output of the SWDs 0O 0 o
Adaptation Making adaptations on subjects such as number, level, and 2 2 2

type of questions and exam duration in written
examinations
Total 2 3 2

* The Highest Score: 10

As seen in Table 4, participants who had a low level of success in individualization sub-dimension did
not perform the evaluation in the direction of the achievements in IEP. Furthermore, since the
evaluations performed during the course process were above the level of the inclusion student, active
participation of the inclusion student to the evaluation processes has not been possible.

In the assessment tools sub-dimension, participants P1 and P3 appear to have a weak success level
in analysing the homework of students and giving constructive feedback. P2, who has an average
success level in this dimension analysed the student's homework but did not give any explanatory
feedback. In the evaluation of the outputs of inclusion students such as performance assignment or
making a research-based table, the participants have a weak level of success. During the observation
process, the participants did not ask the student to produce any outcomes. In addition, there are no
outcome folders which comprise the outcomes of inclusion students.

In adaptation sub-dimension, the participants have a good level of success. When preparing written
exams, participants prepared questions appropriate for the level of students and in the direction of
achievements or made required adaptations in the same questions. This adaptation was mostly in the
number, kind or type of questions. For instance; P1 adapted the questions appropriate for the level of
the inclusion student and rearranged the questions as multiple choice, fill in the blanks, or true/false
questions, which are different from the questions given to the other students in the class.
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Discussion, Conclusion & Implementation

Discussion on Inclusive Practice

It was concluded that the participants find the inclusive practice helpful for the social adaptation and
academic learning of the students. In addition, although the participant regarded the inclusion practice
as an incontestable right, they stated that not enough attention is paid to the inclusion students in the
general classroom environment. From this point of view, although the participants fulfil the necessities
of the modern age in terms of thought and belief, based on the observation findings on the current
practices it is seen that the participants could not shake off the ancient concept of inclusion. This
concept only regards inclusion as the physical placement of the students in the general education
classrooms and does not give the SWDs the opportunity to access the general education curriculum
(Sorrells, Rieth & Sindelar, 2004). To understand this situation, it would be useful to take note of P1's
words, who said "To want and to believe is important but not enough. Teachers’ adequacy in inclusive
education should be increased and they should be motivated on this subject." In addition, another cause
of this can be that inclusion imposes various extra burdens to the teacher in terms of practice (Scruggs &
Mastropieri, 2011).

Discussion on the Nature of Inclusion Students

Based on the findings of the study, teachers regard the general classroom environment as the most
suitable educational environment for the inclusion students. In addition, they believe that these
individuals can also learn when the necessary conditions are met. However, in in-class observations, it
was found that these thoughts and beliefs do not materialize. In addition, teachers stated that they feel
a conscientious responsibility as they neglect these students. However, these positive emotions,
thoughts, and wishes alone are not enough to take inclusion students to a better place. Moreover, this
indicates that although the teachers state that they are "interventionists" in their thoughts and beliefs,
their practice rather reflects a "pathognomonic" approach. This also conflicts with the teachers' beliefs,
particularly those of having a disability, and the finding that these beliefs are correlated with the in-class
practices used in the education of inclusion students (Jordan & Stanovich, 2001, 2003, 2004). In this
respect, it is required to create practices that will improve the students' learning and to train the
teachers to use these practices (Kiely et al., 2015). That would be the only way to identify the source of
the present conflicts and find a solution.

Discussion on inclusion Students and Teaching Processes

The findings of the study demonstrate that not enough attention is paid to inclusion students in the
planning, practice and evaluation processes so that they cannot find the opportunity to actively
participate in the class. In addition, it was found that IEPs are downloaded readily from the sharing
environment and used as they are without taking the inclusion students' states into account. It can be
said that this is why the inclusion students are only physically present in the course processes. In
addition, during the observation, the teachers did not perform a planned action towards the inclusion
students based on the course achievements. While this is the current state of the practice, participants
who take active participation in the class seriously, believe that inclusion students should also be
included in the planning, and state that special activities must be prepared for these students,
demonstrate how an ideal inclusive practice should be. This is not consistent with the results of the
studies which showed that teachers' beliefs about the nature of teaching and on students' skills affect
in-class practices (Berry, 2006; Jordan, Glenn & McGhie-Richmond, 2010). This gap can be due to the
possibility that the participants with held their beliefs and thoughts for certain reasons, as well as they
lacked the self-efficacy to materialize their beliefs and thoughts. Figure 1 is created based on the study
results and studies from the literature (Ertmer, 2005; Kiling, 2017) in order to present the causes of this
gap. Ertmer (2005), classifies the barriers to the technology integration of teachers as primary and
secondary barriers. Kiling (2017), states that, in the resistance model, the primary barriers are structural
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and environmental whereas the secondary barriers are personal, and upon resolving these barriers,
resistance against dialogic teaching in the teaching of socio-scientific issues (SSI) will be easier to
abolish. In this study, it was concluded that there are primary and secondary barriers that direct the
teachers to the classical concept of inclusion. We believe that the model we propose will demonstrate
the current status of inclusion and contribute to abolishing the barriers to the modern concept of
inclusion. The results of the study were evaluated within the scope of this model and discussed.

Modern Concept of Inclusion

A
| -

Belief of low self-efficacy
Inadequate pedagogical knowledge

Inability to comprehend the philosophy of inclusion
y 3 A

Secondary
Barriers

Traditional
concept of
inclusion

The gap between the theoretical education and practice
The lack of adequate education facilities at school
Inability to act in coordination with stakeholders

i

Primary
Barriers

Reform efforts that include efficient
inclusive education

Figure 1.Barriers to the modern concept of inclusion model.

The gap between the theoretical education and practice is the first of the primary barriers. This gap
arises in two forms based on the results of the study. The first one is the lack of pre-service training on
inclusive education (P1 and P3), and the second is the inadequacy of the training or its unsuitability for
practice (P2). In this regard, to abolish this barrier, it is important to establish an organic bond between
public schools and faculties of education (Gaudelli & Ousley, 2009). By this way, it would be easier for
the beginning teachers to adapt to the working life and they will not have a reality shock due to the
incompatibility between the theoretical education and real life (Farrell, 2003; Veenman, 1984).

The lack of adequate educational facilities at school is also one of the primary barriers. Demirezen
and Akhan (2016) demonstrated that crowded classrooms and inability to access to the required
materials negatively affects inclusive practices. Improving these facilities will contribute to giving a more
functional structure to the inclusive practices.

Inability to act in coordination with stakeholders is regarded as another primary barrier. These
stakeholders can be listed as counselling research centres, school administration, teacher, student
guardians. Successful inclusive practices require coordinated efforts of multiple stakeholders (Sart, Ala,
Yazlik & Kantas-Yilmaz, 2004). In this respect, establishing this coordination and following up the process
will contribute to abolishing the barrier (ilk, 2014). Identification of the problems in carrying the legal
regulation of this coordination into effect is considered important to find the solution.

Teachers' belief of low self-efficacy and inadequate pedagogical knowledge are the secondary
barriers. Interview findings on teachers' belief of self-efficacy demonstrate that since the participants
feel inadequate in issues such as approaching to inclusion students, preparing IEPs, planning and
implementing individual activities, and solving the emerging problems, they need support for the
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education of the inclusion students. This is consistent with the results of most of the previous studies
(Buell, Hallam, Gamel-McCormick & Scheer, 1999; Demirezen & Akhan, 2016; Soodak, Podell & Lehman,
1998). However, in the interviews, when the participants were asked whether they had any solutions for
the problems faced during the observation process, they were able to make functional suggestions. This
can be considered as an evidence of how the teachers actually have a high level of awareness and
experience in this subject and they need motivators to materialize their thoughts and beliefs. The
findings from the studies on this subject have shown that teachers with a higher perception of self-
efficacy regarding the education of inclusion students have developed positive attitudes towards the
inclusive practice (Podell & Soodak, 1993; Soodak, Podell & Lehman, 1998). From this point forth, it is
important for the success of the inclusive practice to identify the resources that support teachers'
beliefs on self-efficacy and to provide support where needed.

Inability to comprehend the concept of inclusion is the last one of the secondary barriers. Although
many teachers state that the concept of inclusion is a useful practice, beliefs and perceptions of how
inclusion is actually an inapplicable approach were detected (Lalvani, 2012). This approach seems
important as it reveals an important barrier for the teachers to understand the modern concept of
inclusion. Teachers participating in the study also found inclusive practice useful, whereas, in practice,
inclusion did not go beyond physical placement.

In general, it was found that teachers, compatible with the modern philosophy of inclusion, believe
that academic objectives should be aimed at inclusion instead of the physical placement of the student.
In addition, it is believed that under suitable conditions, inclusion student can learn every subject to a
certain level depending on his/her developmental characteristics. Despite these positive approaches,
which are ideal in the context of belief and thought, it is not wrong to say that these students were, in
participants' terms, "neglected" in the course process, which is the practice aspect of the concept of
inclusion. Lack of a planned activity for the student in the direction of the achievements of the course
also supports this situation. It is clear that there is a huge gap between belief and practice, which is due
to the reasons such as teacher's low self-efficacy, lack of control, the inadequacy of the class
environment for the needs of inclusion students, lack of time allocated to these students due to the
crowded classes. It is possible to say that filling this gap is of critical importance in order to obtain the
desired benefit from the inclusive practice.

Recommendations
Based on the findings of the study, the following recommendations were made.

1. According to the results of the study, it is seen that the teachers' beliefs of self-efficacy regarding
inclusive education are weak. In this respect, teachers' lack of knowledge, particularly of inclusion,
must be resolved by in-service inclusion trainings.

2. According to the results of the study, it is seen that there is a coordination problem among the
stakeholders in the inclusion process. Identification of the problems in carrying the legal regulation
of this coordination is considered important to find the solution.

3. The gap between the theoretical education and practice, which is an important problem, arises in
two forms, according to the results of the study. The first one is the lack of pre-service training on
inclusive education (P1 and P3), and the second is the inadequacy of the training or its unsuitability
for practice (P2). In this regard, to abolish this barrier, it is important to establish an organic bond
between public schools and faculties of education.

Finally, a long-term observation process with broad participation was not planned in this study.
Although the teachers state that the situations observed during the study reflect the situation in
general, it could have been possible to find good practices of inclusion. In addition, performing
workshops about the barriers that cause the teachers to adopt the classical method of inclusion will
increase the accumulation of knowledge we created in the present study, and be useful in solving the
problems..
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Tiirkge Siiriim

Girig

Ozel gereksinimli bireylerin genel sinif ortamlarinda egitim almasi uygulamasi (kaynastirma
uygulamasi), 1970’li yillarin ortalarindan 21. yizyila kadar olan tarihsel siireg icerisinde énemli 6lgide
yayginlasmistir (Kiely, Brownell, Lauterbach & Benedict, 2015). Bu durum, arastirmacilar o&zel
gereksinimli bireyleri sinif ortamina dahil etmeye yonelik 6gretmen inang ve tutumlari ile ilgilenmeye
yéneltmistir. Ogretmenlerin 6zel gereksinimli bireyler hakkindaki inanglarini anlamak, onlarin siniftaki
eylemleri Uzerinde gligli bir etkisi oldugu igin 6nemlidir (Borko & Putnam, 1996; Calderhead, 1996).
Ayrica, 6gretmenler bu inang sistemlerini 6gretim uygulamalari hakkinda karar almak igin de kullanirlar
(Buehl & Beck, 2015). Bu bakimdan 6gretmenlerin farkl inang tirlerinin kaynagina inerek, zihin ve
eylemlerindeki isleyisi ortaya koymaya calismak énemelidir. Clinkii 6gretmenlerin inang dogrultusunda
ortaya cikan eylemleri, kaynastirma ogrencilerinin basarili bir sekilde ilerleyebilmelerini etkiler (Kiely et
al., 2015).

Kaynastirma Uygulamasi Anlayiginin Gelisim Sireci

Ozel egitimin ilk uygulamalari, bireysel engel tiiriine gére “farkl okul veya sinifta 8grenim gérme”
seklinde ortaya ¢ikmistir. Ancak 1970’li yillarda ortaya ¢ikan “normallestirme” ve “en az kisitlayici ortam”
ilkeleri yeni bir anlayisa ortam hazirlamis ve bu tarihten itibaren “kaynastirma egitimi” uygulamalari
kabul gormeye baslamistir. Bu baglamda, 6zel gereksinimli bireylerin 6grenimlerine akranlariyla birlikte
devam etmeleri anlayisi yerlesmeye baslamistir. ilk dénemlerde kaynastirma uygulamalari, daha ¢ok
genel egitim siniflarinda fiziksel yerlestirme anlamina gelirken, ginimuzde 6zel gereksinimli bireylerin
genel egitim mufredatina erismesini de saglama anlayisi kabul gormektedir (Sorrells, Rieth & Sindelar,
2004). Kaynastirma uygulamasi ile ilgili gesitli tanimlar (Lewis & Doorlag, 1999; Wolfe & Hall, 2003)
yapilmis olmasina karsin; burada s6zii gegen tanimlarda yer alan 6geleri de kapsayan bir tanima yer
vermek yeterli gérilmistiir. Bu tanima gére kaynastirma uygulamasi; “Ozel gereksinimli 6grencinin
gerekli destek hizmetler saglanarak, tam ya da yarim zamanl olarak kendisi icin en az kisitlayici egitim
ortami olan normal egitim siniflarinda egitim gérmesidir” (Kircaali-iftar, 1992, 5.45). Bu baglamda, 6zel
gereksinimli bireylere egitim hizmetleri saglayan egitim ortamlari (en az kisitlayici ortamdan en ¢ok
kisitlayici ortama dogru) genel egitim siniflari, genel egitim okullarindaki 6zel egitim siniflari, ayri 6zel
egitim okullari, yatilh 6zel egitim okullari ve ev/hastane olarak siralanabilir.

Kaynastirma uygulamasi, tarihsel siire¢ icerisinde 6zel gereksinimli 6grencilerin yaninda siniftaki
diger 6grencilerin ve sinif 6gretmeninin gereksinimlerini karsilayan sistematik ve kapsayici uygulamalara
donlsmustir (Friend & Bursuck, 2012). Bu durum, paydaslarin is birligi icinde uyumlu olarak
calismalarini ve genel egitim siniflarinin fiziki yapilarinin kaynastirma egitimine uygun hale getirilmesini
gerektirmektedir (Batu, 2005; Kargin, 2006). Ozel gereksinimli bireylerin kaynastirma uygulamasindan
elde edecegi akademik ve sosyal kazanimlari edinmelerini saglama bireysellestiriimis egitim
programlarinin  (BEP) hazirlanmasini, kaynastirma 0Ogrencisinin  hazirbulunusluk  diizeylerinin
belirlenmesini, olumlu 6gretmen tutum ve davranislarini, siniftaki diger 6grencilerde farkhliklara saygi
duygusunu gelistirmeyi ve 0ozel gereksinimli Ogrencilerin egitim slreglerine aktif katihmlarinin
saglanmasini gerektirir (Wolfe & Hall, 2003; Wood, 2002). Bu ¢alismalardan yola gikarak kaynastirma
uygulamalarinda basarinin saglanabilmesi icin en 6nemli rollerden birinin 6gretmenlere distigi
soylenebilir. Clinkli 6gretmen hem planlayici hem uygulayici hem de paydaslar arasindaki is birligini
koordine ederek 6grenciyle yliz ylize iletisim halinde olan kisidir.
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Ogretmenlerin Kaynastirma Uygulamasina Yonelik inanglari

Ogretmenlerin kaynastirma uygulamalarina yénelik inanglarini etkileyebilecek pek ¢ok etken
bulunmaktadir. Bu etkenler; 6gretmenin yasi, 6z yeterlik algisi ve mesleki deneyimi, 6gretim yapilan
sinifin akademik basari duzeyi ile okul yonetimi ve destek hizmet personelinin destek dizeyi olarak
siralanabilir (imrak, 2009; Kircaali-iftar & Batu 2007; Kiely et al., 2015). Bu baglamda, 6gretmen
inancglarinin, 6grencilerin gereksinim tiirline ve seviyesine, 6gretilen konuya, 6gretmenin 6z yeterligine
veya Ogretmenin 6grenmenin dogasina yoénelik inanglarina bagli olarak nasil degisebilecegi ortaya
koymak onemli gorlilmektedir. Scruggs ve Mastropieri (1996), yaptiklari calismada genel egitim
o6gretmenlerinin Ggte ikisinin, yari ve tam zamanli kaynastirma uygulamasi fikrini desteklemesine karsin;
destekleyen 6gretmenlerin sadece g veya dortte biri, 6zel gereksinimli 6grencileri etkili bir sekilde ders
surecine dahil etmek igin yeterli zaman, hazirlik veya kaynaklara sahip olduklarini ifade etmislerdir.
Arastirmacilar bu bulgulardan hareketle, genel egitim 6gretmenlerinin, kaynastirma 6grencilerine gerekli
hizmeti verme konusunda 20 yil 6nce oldugundan daha hazir olmadigi sonucuna varmislardir. Bu ¢alisma
ile benzer sonuglara ulasan DeSimone ve Parmer (2006), 6gretmenlerin kaynastirma uygulamasi fikrine
olumlu yaklagsmalarina ragmen; uygulama konusunda endise duyduklari bulgusuna ulasmislardir. Bu
endisenin kaynaklar olarak; engelliligin tiiri ve siddeti (imrak, 2009; Kircaali-iftar & Batu, 2007; Scruggs
& Mastropieri, 1996), zaman gibi kaynaklarin kithgi, sinif igi destegin yetersizligi (Kiely et al., 2015)
gorulebilir. Bir arada degerlendirildiginde, bu arastirmalardan elde edilen bulgular, birgok genel egitim
o6gretmeninin kaynastirma uygulamasi konusunda olumlu gorislerini siirdlirmelerine karsin, kaynastirma
uygulamasina iliskin ¢ekinceleri bulundugu, bu durumun da kaynastirma uygulamalarindan istenilen
faydanin saglanmasi icin bir engel teskil ettigi seklinde yorumlanabilir.

Ogretmenlerin Ggretime ve Kaynastirma Ogrencisinin Ogrenmesine Yonelik inanglari

Ozel egitim, 6grencilerin 6grenmesine kakti saglayacak arastirmaya dayali uygulamalari belirleme ve
ogretmenleri bu uygulamalari kullanma ve yetistirme konusunda onemli bir tecriibeye sahiptir.
Ogretmenlerin bu miidahalelerin kabul edilebilirligine iliskin inanglari, 6gretmenlerin arastirma esasli
uygulamalari 6gretilerine entegre etmeleri agisindan énemli bir husustur (Kiely et al., 2015). Bunun yani
sira Ogretmenlerin, pragmatik kaygilarla arastirma kanitlarina dayali uygulamalari tercih etmedigi
gorulmektedir (Boardman, Arguelles, Vaughn, Hughes & Klingner, 2005). Bu agidan, 6gretmenlerin
uygulamanin alacagl zaman, Ogrenci seviyesine uygunluk ve 6grencilerin ihtiyaclarina cevap verme
dizeyiyle ilgili bilgi sahibi olma gibi konularda aydinlatiimasi gerekmektedir (Boardman et al., 2005). Bu
acidan, arastirmacilarin 6gretmenleri kaygi duyduklari noktalarda yeterince bilgilendirerek karanhk
noktalari aydinlatmalari, arastirmaya dayali uygulamalarin sinif ortamina getirilmesi agisindan énemli
olabilmektedir. Boylece kaynastirma uygulamalari, bilimsel verilere dayali olarak sistematik bir temele
oturtulacak ve uygulamalardan beklenen faydanin saglanmasi icin 6énemli bir asama kat edilmis
olabilecektir.

Ogretmenlerin 6zel gereksinimli bireyler ve engellilik hakkindaki inanclarinin sinif ici uygulamalardaki
etkisi lizerinde durulmasi gereken bir baska konudur. Genel egitim 6gretmenlerinin engellilik hakkindaki
inancglari ve bu inanglarin 6zel gereksinimli bireylerin egitiminde uygulanan sinif ici pratiklerle iliskili
oldugu tespit edilmistir (Jordan & Stanovich, 2001, 2003, 2004). Bu bakimdan kaynastirma
uygulamalarinin amaca uygun olarak yuritllerek istenilen basariya ulasmasi agisindan 6gretmenlerin
inanclari ve sinif uygulamalari Gizerinde durmanin faydali olacagi disiiniilmektedir. Jordan ve arkadaslari
(2010), 6gretmenlerin 6zel gereksinimli bireyler hakkindaki inanclarinin 6gretme uygulamalari ile iliskili
oldugu sonucuna varmislardir. Bu calismada ayrica Patognomonik (tanilayici) 6gretmenlerin, engelliligin
6grencinin 6zlinde, degismez bir niteligi olduguna, 6gretmenlerin 6zel gereksinimli bireyleri iyilestirmek
icin cok az sey yapabileceklerine; miidahaleci 6gretmenlerin ise engellilerin yerlestirme (kaynastirma
uygulamasi) ile basarili bir sekilde egitilebilecegine ve sinif 6gretmenlerinin 6grencinin 6grenmesini
saglamaktan sorumlu olduguna inandiklarini ortaya koymuslardir. Sonug¢ olarak, arastirmacilar
miidahaleci inanglari ortaya koyan 6gretmenlerin, 6gretime, bireysel ve kiglik grup tartismasina ve
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akademik odakli konusma siresi gibi konulara daha fazla zaman bulduklari ve genel olarak bu konularda
daha etkili olduklarini ortaya koymuslardir (Stanovich, 1994; Stanovich & Jordan, 1998).

Egitim reformlari, genellikle 6gretmenlerin mevcut inang sistemlerinin bir parcasi olmayan yeni
ideallere dayandigindan 6gretmenlere bir egitim reformu sunuldugunda, 6gretmenler 6nce uyumsuzluk
yasarlar veya kuskuyla karsi karsiya kalirlar ki bu durum beklenti ve uygulama arasinda bir bosluk
dogurur (Fives, Lacatena & Gerard, 2015). Ancak, 6gretmenler yeterince motive edilirlerse yeni inanglari
mevcut inang sistemlerine entegre ederler (Gregoire, 2003). Bununla birlikte, inang degisikligi girisimleri
dirence neden olabileceginden 6gretmenler yeni bir yonelimde anlasamazlar ve yeni bir fikri uygulamak
icin farkindalik, gliven, bilgi ya da beceriden yoksun olabildikleri igin direng gosterebilirler (Rodriguez,
2005). Bu direncin kaynagini, 6gretmenlerin teknoloji entegrasyonu ile ilgili sorunlarina birincil ve ikincil
dereceden engeller kullanarak agiklamaya galisan Ertmer (2005) konuyu daha sistematik bir temele
oturtmustur. Shevlin, Winter ve Flynn (2013) yaptiklari ¢alismada, bazi 6gretmenlerin kaynastirma
uygulamasina mesafeli durduklari hatta direng gosterdiklerini ortaya koymuslardir.

Ogretmenlerin Oz Yeterlik inanglan

Oz yeterlik inanci, kisinin belirli bir baglamda belirli bir gérevi yerine getirme kabiliyeti hakkindaki
yargisidir (Bandura, 1986). Bu agidan, kaynastirma ogrencileriyle galisan Ogretmenlerin 6z yeterlik
inanglarinin, bu 6grencilerin hem genel hem de 6zel egitim baglamlarinda egitme ve farkli 6grenicilerle
calisma yetenekleri hakkindaki inanglarina baglh oldugu distindlebilir (Kiely et al., 2015). Bu konuda
yapilan ¢alismalardan elde edilen bulgular, 6zel gereksinimli bireylerin 6gretimi ile ilgili 6z yeterlik algis
ylksek 6gretmenlerin kaynastirma uygulamasina karsi olumlu tutumlar gelistirdiklerini ortaya koymustur
(Podell & Soodak, 1993; Soodak, Podell & Lehman, 1998). Bu noktadan hareketle, 6gretmenlerin 6z
yeterlik inanglarini besleyen kaynaklarin tespiti ve ihtiya¢c duyulan konularda gerekli destegin saglanmasi
kaynastirma uygulamasinin basarisi agisindan énem arz etmektedir. Ogretmenlerin 6z yeterlik inanglarini
ve tutumlarini etkileyen bu kaynaklar, su sekilde sirlanabilir; 6gretmenlerin 6zel egitim ya da
kaynastirma uygulamasi ile ilgili tecriibeleri (Minke, Bear, Deemer & Griffin, 1996), 0gretimsel
yeterlikleri (Brownell & Pajares, 1999), hizmet 6ncesi aldiklari egitim (Brownell & Pajares, 1999; Kircaali-
iftar & Batu 2007) ve hizmet ici aldiklari kurslar (McHatton & Parker, 2013; Swain, Nordness & Leader-
Janssen, 2012). Bu baglamda, 6zellikle hizmet 6ncesi egitimde 6gretmen adaylarinin hem genel hem de
ozel egitime yonelik yetkinliklerinin arttirilarak genel 6gretim yeterlik algilarinin ylkseltilmesi 6nemli
gorulmektedir. Clinkl 6gretmen vyeterliligi daha yiksek olan 6gretmenler, kendilerini 6zel gereksinimli
bireylerin 6gretimi konusunda daha basarili gormektedirler (Brownell & Pajares, 1999). Calismalar
butlincul bir bakis agisiyla degerlendirildiginde, 6gretmenlerin 6z yeterlik algilarinin, kaynastirma
Ogrencilerinin yerlestirilmesi ve 6gretim siregleri ile ilgili inanglarini etkileyen dnemli faktorlerden biri
oldugu gorilmektedir. Bu acgidan, bu yeterlikler daha ayrintih olarak ortaya konularak uygulama
slireglerine yonelik objektif degerlendirme kriterlerinin belirlenmesi faydali olacaktir.

Kaynastirma Uygulamasinda Ogretimin Planlanmasi

Ogretmenler, kaynastirma uygulamalarina ydnelik 6gretim planlamasi yaparken hem égrencinin hem
de sinifin ihtiyaglarini belirlemeli ve bu ihtiyaglara dayali bir gretim tasarimi gerceklestirmelidir (iftar,
2012). Boylece olumlu bir sinif atmosferi yaratilarak kaynastirma 6grencisinin hem akademik hem de
sosyal gelisimi icin uygun bir 6grenme ortami olusturulmus olur (iftar, 2012). Bu dogrultuda
yapilabilecek diizenlemeler; sinifin (fiziki yapi, atmosfer), 6gretimin (grup, birebir, akran 6gretimi vb.),
o6gretim materyallerinin (cesitlenmesi, diizenlenmesi vb.) ve 68retim yontemlerinin (dogrudan, kesfe
dayali, gecici destek saglama vb.) diizenlemesi olarak ifade edilebilir (Friend & Bursuck, 2012). Friend ve
Bursuck (2012) bu dizenlemeleri; sinifin taleplerini belirleme, 6grencilerin gicli yanlarini ve ihtiyaglarini
belirleme, 6grencilerin olasi basari alanlarini tespit etme, olasi sorun alanlarini arastirma, elde edilen
bilgileri farkhlastirilmis 6gretimi tasarimi igin kullanma, farklilastiriimis 6gretimi uygulama ve ogrenci
gelisimini degerlendirme basamaklarinda planh ve sistematik bir yapiya kavusturmuslardir.
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Bireysellestirilmis egitim programlari (BEP), kaynastirma uygulamalarinin basariya ulasmasinda hayati
oneme sahip bir bagka unsurdur. Her kaynastirma 6grencisi i¢in hazirlanan BEP, bu 6grencilere hangi
davraniglarin nerede, kimler tarafindan, nasil ve ne kadar slrede kazandirilacagini (Eripek, 2012)
ayrintilariyla ortaya koymalidir. Bu yol haritasi; 6grencinin hazirbulunusluk diizeyini, uzun ve kisa
donemli amaglari, genel egitime katilma siresini, ihtiya¢ duyulan hizmet ve uyarlamalari, davranis
miidahale planini, degerlendirme yaklasimlari ve gecis plani gibi asamalari icermelidir (Milli Egitim
Bakanligi [MEB], 2006; Eripek, 2012).

Tiirkiye’de Kaynastirma Uygulamalari

Turkiye’deki  kaynastirma uygulamalari, butlnlestirme yoluyla egitim konusunda basaril
uygulamalara imza atan Finlandiya, cok yonlii ve asamali degerlendirme yéniiyle 6n plana gikan ingiltere
ve en az kisitlayici ortam ve tiim g¢ocuklarin egitimi konularinda 6nemli asamalar kat etmis olan ABD (Nal
& Tiziin, 2011) gibi diinyanin gelismis ulkeleri ile yasal mevzuat olarak ayni diizeyde sayilabilir. Ozel
gereksinimli bireylerin 6zel egitim hizmetlerinin, olabildigince, akranlari ile birlikte ylratialmesi 573 sayih
Ozel Egitim Hakkinda Kanun Hitkmiinde Kararname’de (1997) ve Ozel Egitim Hizmetleri Yénetmeligi’'nde
(2006) hikme baglanmistir. Son 10 vyila kadar bu vyasal dlzenlemeler yeterince hayata
gecirilemediginden kaynastirma uygulamalarindan hedeflenen basari elde edilememis ve uygulamada
yeterince yayginlik saglanamamistir. Ancak, dokuzuncu kalkinma planiyla (2007-2013) 6zel gereksinimli
bireylerin egitiminde kaynastirma uygulamalarina 6ncelik verilmesi ve okullarin mevcut fiziki kosullarinin
uygun hale getirilmesi hedefleri (DPT, 2009) dogrultusunda vyapilan ¢alismalar, uygulamalarin
yayginlasmasina ivme kazandirmistir. MEB 2010 yil verilerine gére 2006 yilinda ilk ve ortadgretim
okullarinda kaynastirma uygulamalarindan faydalanan toplam 6grenci sayisi 54.309 iken, 2009 yilinda bu
sayl 72.425’e, 2013 yilinda ise 161.295’e yikselmistir (MEB, 2010, 2013). Bu verilerin de net olarak
ortaya koydugu gibi son 10 yilda kaynastirma uygulamalarinin yayginlasmasi konusunda o6nemli
gelismelerin oldugunu soylenebilir (MEB, 2013). Ancak, basarili kaynastirma uygulamalari igin gerekli
olan; kaynak oda, gezici 6gretmenlik ve 0zel egitim danismanhgi (Kargin, 2004) gibi 6zel egitim destek
hizmetleri yeteri kadar saglanamadigindan llkemizde kaynastirma heniiz, 6zel gereksinimli bireylerin
siniflara daha cok fiziksel olarak yerlestirilmesi anlami tasimaktadir (Sara¢ & Colak, 2012). Bu arastirma
verileri bir arada degerlendirildiginde, kaynastirma uygulamalarindan beklenilen yararlari elde etmek
icin uygulamalari daha da vyayginlastirmanin yaninda gerekli destek hizmetlerini de saglayarak
uygulamalari nitelikli hale getirmek bir ihtiya¢ olarak gorilmektedir. Ayrica, akademik calismalarla
uygulamanin aksayan yonleri ortaya konularak ¢éziim noktasi igin dneriler sunulmasi faydali olacaktir.

Arastirmanin Onemi

Kaynastirma uygulamasinin 20. yuzyilin sonundan gilinimiize her gegen gin yayginlasmasi
arastirmacilari stirecin uygulama boyutunda calismalar yapmaya yéneltmistir. Ginimizde kabul géren
kaynastirma uygulamasi anlayisi, 6grencileri fiziksel olarak vyerlestirmenin yeterli olmayacagini
kaynastirma 6grencilerine de gelisim 6zelliklerine uygun olarak genel egitim mifredatina erisim olanagi
verilmesi gerektigini savunmaktadir (Scruggs & Mastropieri, 1996). Turkiye, son 10 yilda yasal
diizenlemelerin yapilmasi ile birlikte nicel agidan gelisme olmasina ragmen kaynastirma uygulamasi
beklenilen nitelige yeterince ulasamamistir. Bu bakimdan, kaynastirma o6grencilerinin genel sinif
ortamlarindaki ders sireglerine katilimi igcin yapilmasi gerekenleri ve 6gretmenlerin bu konudaki inang ve
uygulamalarinin neler oldugunu ortaya koymak dnemli gérilmustir. Ayrica, 6gretmen inanglarinin sinif
ici pratiklere etkisi dustntldiginde (Stanovich, 1994; Stanovich & Jordan, 1998), kaynastirma
uygulamalari ile ilgili ¢ahsmalarin bir boyutunun da 6gretmenlerin 06zel gereksinimli bireylerin
konusundaki inang sistemlerinin ortaya c¢ikarilmasi olmalidir. Bu baglamda, 6gretmenlerin bu konudaki
inanglarinin sinif ici pratiklere yansimalarinin ortaya konulmasi, uygulamadan beklenen faydanin elde
edilebilmesi agisindan o6nemli goértlmastiir. Yapilan literatiir incelemesi sonucu Ogretmenlerin
kaynastirma ogrencilerine ve 6gretime yonelik inanglari ve bu inanglarin sinif ici pratiklere yansimalarini
ortaya koyacak yeterli arastirma olmadigi (Kiely et al., 2015) tespit edildiginden bu yénde bir ¢alisma
yapmak anlamh gorilmustar.

469



Ahmet COPUR — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 451-490

Arastirmanin Amaci

Bu galismanin amaci, sosyal bilgiler 6gretmenlerinin kaynastirma uygulamasina ve 6grencilerine
iliskin inanglarinin sinif i¢i uygulamalara yansimalarini ortaya koymaktir. Bu baglamda ¢alisma,
kaynastirma uygulamalari sirasinda 0gretmen ve Ogrencilerin karsilastiklari temel problemlere isik
tutarak problemlerin ¢éziimiine katki sunabilecektir. Bu noktadan hareketle arastirma problemleri su
sekilde belirlenmistir;

1. Sosyal Bilgiler 6gretmenlerinin kaynastirma uygulamasi ile ilgili inanglari nasildir?
2. Sosyal Bilgiler 6gretmenlerinin kaynastirma 6grencileriyle ilgili inanglari nasildir?

3. Ogretmenlerin kaynastirma uygulamasi ile ilgili inanglarinin sinif ici pratiklere yansimasi nasildir?

Yontem
Arastirma Modeli

Bu calisma, kaynastirma uygulamasina ve 0Ogrencilerine yonelik 6gretmen inanglarinin sinif igi
uygulamalara yansimalarini gergcek ortaminda, duruma odaklanarak derinlemesine incelemeyi
amagclamaktadir. Bu bakimdan arastirma, “durum galismasi” yéntemiyle yuritilmustar (Yin, 1994). Buna
ek olarak, duruma iligskin verilerin kisa siirede toplanmasina imkan vermesi de durum galismasinin tercih
edilme sebeplerinden biridir (Creswell, 2012). Ayrica, ¢alismada butlincll olarak ele alinabilecek birden
¢ok durum s6z konusu oldugundan durum calismasi desenlerinden bitiincil ¢oklu durum deseni (Yin,
2014,) tercih edilmistir. Katihmci her bir 6gretmen kendi icinde bitlincil bir yaklasimla ele alindiktan
sonra katihmcilar birbiriyle kiyaslanmistir. Bu amag dogrultusunda, ¢alismada birden fazla veri toplama
aracindan (gozlem ve gorisme) faydalanmistir. Bu veri toplama araglariyla elde edilen veriler birbirini
tamamlayacak, destekleyecek veya agiklayacak sekilde sunulmustur.

Katilimcilar

Bu arastirma 2016-2017 egitim-6gretim yili bahar doneminde, Turkiye’nin batisinda yer alan bir ilde
calisan ve sinifinda tam zamanli kaynastirma 6grencisi olan (¢ sosyal bilgiler 6gretmeniyle
ylratalmistir. Calismanin planlama asamasinda kaynastirma 6grencisi olan bes ortaokul tespit edilerek
gerekli izinler alinmis, yapilan 6n goriisme sonunda calismaya katilmayi kabul eden li¢ okuldaki
O6gretmenlerle galisma planlanmistir. Calismanin katilimcilari, amagl (kasti) 6rnekleme yontemlerinden
kolay ulasilabilir (convenient) durum orneklemesi ile belirlenmistir. Bu o6rnekleme yonteminde
arastirmaci yakin olan ve erisilmesi kolay bir durumu segtigi icin arastirmaya hiz kazandirr (Yildirm &
Simsek, 2011). Bu baglamda, li¢ ortaokuldaki 6gretmenler icerisinden ders sirecinde gézlem yapilmasini
kabul eden ve sinifindaki kaynastirma 6grencisi hafif diizey 6grenme glicligl tanisi konulmus olma
sartlarini karsilayan lg 6gretmen belirlenmistir.

Katilimcilar, gonilltliik esasi lGzerine arastirmaya katilmislardir. Etik ilkeler ve glivenlik gerekgesiyle
her bir katilimcr “Katihmer 1 (K1), 2, 3... “seklinde kodlanmistir. Katilimcilarin genel 6zellikleri Tablo 1'de
belirtilmistir.

K1: K1'in galistigi okul, 20 yillik gegcmisi olan, basarilariyla Bursa’nin énde gelen ortaokullarindan
biridir. 24 derslik, 70 6gretmen (iki 6zel egitim, iki rehber 6gretmen), dort yonetici ve 700 6grenci
bulunan kurum ikili (sabahgi-68lenci) 6gretim yapmaktadir. Ayrica okul orta ve Ust diizey sosyo-
ekonomik gelir diizeyine sahip kisilerin yerlestigi bir muhitte bulunmaktadir. Okulun siniflarindaki
teknolojik imkanlar yeterli diizeyde degildir (Etkilesimli tahta, projeksiyon, vb.). Ayrica, okulun fiziki
yapisinin da iyilestirilmesi gerekmektedir.

K1’in sinifinda bulunan 6grenci, tam zamanli kaynastirma 6grencisidir. Sosyal uyumu iyi olan 6grenci
ders igerisinde aktif katilm gostermemekle birlikte dersin akisini bozacak davranislar da
sergilememektedir. K1'in sinifinda yer alan kaynastirma o6grencisi, akranlariyla birlikte ve ders
slireglerine kolayca katilabilecegi bir konumda oturmaktadir. Bu konum, ayni zamanda 6gretmenle
iletisim kurmasini da kolaylastirmaktadir.
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Tablo 1.
Katilmcilar.
Kaynastirma Kaynastirma
Uygulamasina Yonelik Uygulamasina Yonelik
Mesleki  Hizmet Oncesi Egitim Alma Hizmetici Egitim Alma Kaynasgtirma
Katiimcilar ~ Brang Kidem Durumu Durumu Ogrencisinin Tanisi
K1 Tarih 16 Almamis Almis Hafif dizey
ogrenme glicligi
K2 Sosyal 14 Almamis Almis Hafif diizey
Bilgiler o0grenme gliglugi
K3 Sosyal 15 Almamis Almis Hafif diizey
Bilgiler 6grenme glclugi

K2: K2’nin gahstigi okul, yaklasik 100 yillik gegmisi olan, Bursa’nin 6nde gelen ortaokullarindan biridir.
34 derslik, 60 civari 6gretmen (iki 6zel egitim, iki rehber 6gretmen), li¢ yonetici ve 1000 6grenci bulunan
kurum ikili (sabahgi-6glenci) 6gretim yapmaktadir. Ayrica, okul orta diizey sosyo-ekonomik gelir
diizeyine sahip kisilerin yerlestigi bir muhitte bulunmaktadir. Okulun siniflarindaki teknolojik imkanlar
yeterli duzeydedir. Ayrica, okul birkag yil énce yenilenen binasiyla modern fiziki kosullarda egitim
o6gretim hizmeti vermektedir.

K2'nin sinifinda bulunan 6grenci, tam zamanli kaynastirma 6grencisidir. Zaman zaman sosyal uyum
sorunu yasayan 6grenci, ders icerisinde aktif katilm géstermeye ¢alismakla birlikte bazen dersin akigini
bozacak davranislar da sergilemektedir. K2'nin sinifinda yer alan kaynastirma 6grencisi, akranlariyla
birlikte oturmaktadir. Bu oturma diizeni, 6grencinin ders sireglerine katilim ve 6gretmenle iletisim
acilarindan belli dezavantajlari barindirmaktadir. Ayrica, 6grenci destek egitimini dersine girmeyen bir
o6gretmenden almaktadir.

K3: K3’Un ¢ahstigr okul, 21 yillik gegmisi olan, basarilariyla Bursa’nin 6nde gelen ortaokullarindan
biridir. 20 derslik, 70 6gretmen (li¢ rehber 6gretmen), dort yonetici ve 700 6grenci bulunan kurum ikili
(sabahgi-6glenci) 6gretim yapmaktadir. Ayrica, okul orta ve st dizey sosyo-ekonomik gelir dizeyine
sahip kisilerin yerlestigi bir muhitte bulunmaktadir. Okulun siniflarindaki teknolojik imkanlar yeterli
diizeydedir. Ayrica okulun fiziki yapisi da egitim-6gretime uygun yeterliktedir.

K3’tn sinifinda bulunan 6grenci, tam zamanli kaynastirma 6grencisidir. Sosyal uyumu iyi olan 6grenci
ders igerisinde aktif katihlm gostermemekle birlikte dersin akisini bozacak davranislar da
sergilememektedir. K3’ln sinifinda yer alan kaynastirma o6grencisi, akranlariyla birlikte ve ders
siireglerine kolayca katilabilecegi bir konumda oturmaktadir. Bu konum ayni zamanda 6gretmenle
iletisim kurmasini da kolaylastirmaktadir. Ayrica 6grenci dersine girmeyen bir 6gretmenden destek
egitimi almaktadir.

Veri Toplama Araglari ve Verilerin Toplanmasi

Bu bolimde, calismada veri toplamak amaciyla kullanilan goriisme ve gozlem teknikleri hakkinda
bilgi verilmistir. Arastirmada, mevcut durumu oldugu haliyle gérmek icin Oncelikli olarak gozlemler
yapilmistir. Ogretmenlere gdzlemin konusu hakkinda genel olarak bilgi verilmis; ancak gozlemde
dogrudan kaynastirma 6grencilerine odaklanildigindan bahsedilmemistir. Bu sayede, var olan durumun
yalin gergekligiyle ortaya konulmasi hedeflenmistir. Gozlemlerden elde edilen veriler 1s1ginda goriismeler
yapilmistir.

Gozlem: Arastirmada gozlem teknigi, 6gretmenlerin kaynastirma uygulamasina iliskin inanglarinin
sinif i¢i uygulamalara yansimalarini ortaya koyarak inang¢ ve uygulama arasindaki tutarliiga bakmak
amaciyla kullanilmistir.  Yapilandiriilmamis pilot goézlemlerden ve literatirden (Patton, 2014)
faydalanilarak gozlem protokoll (Ek1) olusturulmustur. Olusturulan protokole uzman gorisi alindiktan
sonra son sekli verilmistir. Kullanilan gozlem protokolii; planlama, 6gretim slreci ve degerlendirme
basamaklarinda gézlemlenen davranis ve durumlar olmak (izere Uge ayrilmistir.
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Go6zlem, arastirmacinin amacini gergeklestirecegi uzunlukta olmalidir (Patton, 2014). Bu bakimdan
gozlemlenen eylem ve uygulamalar, bes hafta boyunca dikkate deger bir degisiklik olmadan tekrar ettigi
icin gozlem siiresi yeterli sayillarak goézleme beginci haftada son verilmis ve g¢aligmanin goériisme
asamasina gegilmistir.

Goriisme: Arastirmada vyari vyapilandirilmis gorisme teknigi, o©gretmenlerin kaynastirma
uygulamasina, kaynastirma 6grencisinin dogasina, kaynastirma 6grencisinin 6grenmesine ve 6z yeterlik
algisina yonelik derinlemesine veri elde etmek amaciyla kullanilmistir. Gorisme formu 14 sorudan
olusmaktadir. Sorular, literatiirden faydalanarak (Sadioglu, 2011) arastirmaci tarafindan hazirlanmistir.
Hazirlanan sorular, kaynastirma konusunda uzman bir akademisyen tarafindan; agik ve anlasilir olma,
kapsayicilik ve amaca hizmet etme agilarindan degerlendirilerek gériisme formuna son sekli verilmistir.
Gorusmeler, 6gretmenlerin verdikleri cevaplara bagh olarak 50-60 dakika araliginda stirmistar.

Gorusmenin pilot uygulamasi ve uzman gorusi sonrasinda hazirlanmis sorularda bazi degisiklikler
yaptimistir. Ornegin; “Kaynastirma 6grencinizle yasadiginiz 6gretime veya davranisa dayali problemler
neler? Bu problemleri nasil ¢6zliyorsunuz?” sorusu, mutlaka bir problem olmaliymis mesajini tasidigi icin
“Kaynastirma Ogrencinizle yasadiginiz 6gretime veya davranisa dayali problem mevcut mu? Mevcutsa
bunlari nasil ¢dzliyorsunuz?” seklinde diizenlenmistir. Bu siireglerden sonra son sekli verilen gériisme
formu 3 katiimciya uygulanmistir.

Gegerlik ve Giivenirlik

Arastirmanin  gegerligini  saglamak icin lggenleme (gesitlendirme), Uye kontroll, akran
degerlendirmesi ve dis denetleyici gibi cesitli stratejiler izlenebilir (Creswell, 2009). Bunun yani sira,
calismada guvenirlik saglamak icin ¢oéziimlenen verilerin farkli zamanlarda tekrar kontrol edilmesi,
kodlama slirecinde kodlarin tanimlanmasinda sapma olmamasi igin verilerin slirekli olarak
karsilastirilmasi ve farkli bir arastirmaci tarafindan verilerin ¢apraz kontroliiniin saglanmasi dnemlidir
(Gibbs, 2007). Bu nedenle, nitel verilerin glvenirligini saglamak igin verilerin tekrar kontroli ve surekli
karsilastirmasi yapilmistir. Bunu yani sira, ¢dzimlenen verilerin gapraz kontroll farkl bir arastirmaci
tarafindan yapilarak ¢alismanin glvenirligi saglanmaya ¢alisiimistir.

Verilerin Analizi
Bu bolimde veri toplama araglarindan elde edilen verilerin analiz siireci ile ilgili bilgi verilmektedir.

Gozlem verilerinin analizi: Arastirma kapsaminda gerceklestirilen gozlemleri degerlendirmek
amacliyla “Gozlem Degerlendirme Rubrigi” gelistirilmistir. Bu rubrik, literatlirden (Cerezci, 2015; Kurt,
2015) ve arastirmacinin gozlem sirecinden yararlanarak kaynastirma ve alan uzmanlarinin gorisleri
dogrultusunda gelistirilmistir. Calisma ¢ercevesinde gelistirilen rubrik; Ogretme-6grenme ve
degerlendirme siiregleri boyutlarindan olusmaktadir. Ogretme-6grenme siireci boyutu kendi icinde;
katilm saglama (iki madde), soru sorma (dért madde), etkinlik (i¢ madde), yontem-teknik (i¢c madde) ve
iletisim (bir madde) olmak Uzere bes alt boyuta ayrilmaktadir. Degerlendirme boyutu ise;
bireysellestirme (iki madde), 6lgme araglari (iki madde) ve uyarlama (bir madde) olmak tzere Ug alt
boyuta ayrilmaktadir.

Gelistirilen rubrik (Ek 2), 6gretim firsatlari olusturma alt boyutunda on g, degerlendirme alt
boyutunda ise 5 olmak Uzere toplam 18 maddeden olugsmaktadir. Rubrikte bulunan her madde igin “0O, 1,
2” olmak Uzere Ug basari dizeyi belirlenmis ve bu diizeyler 0 (zayif), 1 (orta) ve 2 (iyi) olacak sekilde
puanlanmistir. Buna ek olarak, her bir basari diizeyi ayrintili olarak agiklanmistir. Bu baglamda, rubrikten
alinabilecek en fazla puan 2x18=36, en disiik puan ise 0x18=0 olarak hesaplanmistir. Degerlendirme
rubriginin performans gosterge ve dizeyleri ile ilgili agiklamalar Ek2’de verilmistir.

Goariisme verilerinin analizi: Yapilan goriismeler sirasinda alinan kayitlarin dokiimi yapildiktan sonra,
veriler icerik analizi ile incelenmistir. Elde edilen veriler, kendi icinde anlamh bolimler olusturacak
sekilde siniflandirildiktan sonra anlamca iliskili olan veriler bir araya getirilerek kodlamalar yapilmistir. Bu
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kodlar, farkli arastirmaci tarafindan da incelenmis ve gorisleri dogrultusunda kodlara son sekli
verilmigstir. Verilerin kodlama islemleri sonuglandiktan sonra kodlardan kategoriler olusturulmus ve son
olarak da kategorileri bir biitin halinde kusatan temalar olusturulmustur.

Arastirmanin Sinirliliklan

1. Arastirma, hafif dlzey zihinsel vyetersizligi olan tam zamanli kaynastirma Ogrencileriyle
sinirlandiriimstir.

2. Arastirma, tam zamanl kaynastirma 6grencisi olan Ug sosyal bilgiler 6gretmeniyle sinirhdir.

Bulgular

Galismadan elde edilen bulgular; gorisme (Tablo 2) ve gozlem (Tablo 3, 4) sonucunda elde edilen
bulgular basliklari altinda verilmistir.

Goriisme Sonucunda Elde Edilen Bulgular

Gorusmeden elde edilen bulgular, 6gretmenlerin kaynastirma uygulamasi ile ilgileri inanglari temasi
altinda, kaynastirma uygulamasina, kaynastirma Ogrencilerine, kaynastirma o6grencilerinin
o6grenmelerine ve Ogretmenlerin kaynastirma konusundaki 6z yeterliklerine yonelik inanglar alt
boyutlarinda ele alinmistir. Kodlarin, hangi katilimcinin séylemlerinden olustugunun ortaya konulmasi
icin kodlarin karsisina katilimcilar K1, K2, ve K3 seklinde kisaltilarak belirtilmistir. Gortismelerin analizi
sonucu elde edilen bulgular Tablo 2’de verilmistir.

Tablo 2’de yer alan bulgular incelendiginde 6gretmenlerin, kaynastirma uygulamasini faydali bulup
dogal bir hak olarak gérmelerine ragmen uygulama boyutunda aksakliklar ve eksikler oldugu inancini
tasidiklari gorilmektedir. Bu konuda K1 dislncelerini; “...Yaptigimiz ¢ok agik ve net sdylemek gerekirse
guni kurtarmak gibi geliyor. Zira kaynastirma 6grencilerine ¢ok 6zel davranildigl veya onlarin seviyesine
uygun egitim yapildigina ben inanmiyorum.” seklinde ifade ederken, K2 “kaynastirma, toplumsal hayata
uyum saglama konusunda kaynastirma oOgrencilerine fayda saglamaktadir.” diyerek kaynastirma
uygulamasini faydali buldugunu ifade etmistir.

Kaynastirma o6grencilerine ve onlarin dogalarina yonelik bulgular incelendiginde, katilimci
o6gretmenlerin kaynastirma 6grencileri icin en uygun egitim ortami olarak genel sinif ortamini gordukleri
anlasilmaktadir. K3, bu konudaki dustincelerini “toplumsal uyum agisindan kaynastirmanin ¢ok dogal
oldugunu diaslinldyorum... Genel sinif ortami da tipki toplum gibi ¢cok degisik 6zelliklere sahip bireylerin
bir arada bulundugu bir ortamdir.” seklinde ifade ederken; K1, bu konudaki distncelerini elestirel bir
yaklasimla;

“Okullarda ben her dénem bu cocuklara karsi direng gordiim. Sanki bu ¢ocuklar bu toplumun bir
parcas! degilmis gibi bu cocuk neden bu sinifta? Ozel egitim sinifinda olmasi gerekmiyor mu? gibi
tavirlarla karsilastigim ¢ok zamanlar oldu. Oysa, bu c¢ocuklar da bizim c¢ocuklarimiz digerlerine nasil
vaklasiyorsak bunlara da oyle yaklagsmaliyiz.” seklinde ifade ederek genel sinif ve okul ortaminin bu
o6grenciler icin daha uygun oldugu kanaatinin yani sira kaynastirma 6grencilerinin karsilastigl olumsuz
tutumlara da vurgu yapmistir.
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Tablo 2.
Sosyal Bilgiler O§retmenlerinin Kaynastirma Uygulamasina Yénelik inanglari ile ilgili Bulgular.

E E E Uygulamanin;
= & & ihmal edildigine inanilmasi K1 K2 K3
é" €™ faydali bulunmasi K1 K2 K3
> E dogal bir hak olarak gorilmesi K1 K2 K3
==z Uygulamaya;
gereken 6nemin verilmediginin disinilmesi K1 K2 K3
direng gosterildigine inaniimasi K1 K2 -
E £ Ogrencilerin;
= & genel egitim siniflarinda egitim almasi gerektigine inanma K1 K2 K3
é" 'E o6grenebileceklerine inanma K1 K2 K3
75 toplumda kabul gérmediklerine inanma K1 K3
¥ 5 ihmal edildigini diisinme K1 K2 K3
§ siradan goraldigind disinme K1 K2 -
& Ogrencilere;
bakis agisinin zamanla olumlu yonde degistigini disinme - K2 K3
karsi vicdani sorumluluk hissetme K1 K2 K3
karsi yapici bir iletisim dili tercih edilmesi gerekliligini disinme K1 K2 K3
.GEJ b Ogrencilerin;
5 & Ogrenmelerinde derse aktif olarak katilmayi dnemli gériilme K1 K2 K3
E ™ ders sireci planlanirken dikkate alinmasinin gerektigine inanma K1 K2 K3
s ders slrecine katilmalari icin yeterli caba gosterilmediginin diisiinme K1 K2 K3
_>u“n akademik degerlendirmelerinin BEP gercevesinde yapilmasi gerekliligine inanma K1 K2 K3
2 akademik 6grenmelerinin destek egitimi odasina birakildigina inanma K1 K2 K3
:g ders 6ncesi 6zel etkinlikler hazirlanmasina ihtiyag duyma K1 K2 K3
2 olgme ve degerlendirme stireglerine dahil edilmesi gerekliligine inanma K1 K2 K3
§ o6grenmelerinde akran 6gretiminin faydali olduguna inanma K1 - K3
28D akademik ve sosyal gelisimi agisindan sosyal bilgiler dersinin gerekli oldugunu K1 K2 K3
'?u diisinme
E Kaynastirma Ogrencilerine;
E* ders ortaminda yeterince zaman ayrilmadigina inanma K1 K2 K3
1 yeterince s6z hakki verilmedigini diisinme K1 K2 K3
S yonelik hazirlanan BEP’lerin uygulamasinda sorunlar yasandigina inanma K1 K2 K3
BEP hazirlama konusunda yetersizlik hissetme K1 K2 K3
S0 g E Kaynastirma 6grencilerinin 6gretimi sirasinda garesizlik hissi yasama K1 K2 K3
§ Eg) £ Kaynastirma 6grencilerinin 6gretimi konusunda destege ihtiya¢ duyma K1 K2 K3
,:Jo % ™ Kaynastirma &grencisi ile ilgili yeterli deneyime sahip oldugunu diisinme K1 K2 K3
0 E Hizmet dncesi yeterli egitim alinmadigina inanma K1 K2 K3

Kaynastirma oOgrencilerinin 6grenmeleri ve 6grenme ortamlarina iliskin bulgular incelendiginde
katilimcilarin, kaynastirma 6grencilerinin uygun ortam saglandiginda ve gerekli planlama yapildiginda
ogrenebileceklerine inanmalarina karsin bu 6grencilerin uygulama boyutunda ihmal edildigi ve ders
sireclerine dahil edilmedikleri gériilmektedir. K2 bu konudaki dislincelerini:

“Kaynastirma 6grencileri icin BEP planlari yapilir ve dosyaya konuluyor; ama uygulamada ¢ok fazla
dikkate alinmiyor... Kaynastirma 6grencinin sinifimda olmasindan rahatsizlik duymadim... Biliyorum o
cocukla o6zel ilgilenilmesi gerekiyor ama inanin kaynastirma arada kayniyor.” seklinde ifade ederek
uygulama boyutundaki aksakliklara dikkat ¢ekmistir. Bu konudaki diisiincelerini ictenlikle ifade eden
diger katilimci olan K1; “Hakikaten bu c¢ocuklarin seviyesi esas alinarak onlara ayri 6zel etkinlikler
hazirlanacaksa bitin konulara belli seviyelerde bu cocuklara vermek mimkin olur... Acgikgasi
kaynastirma 6grencisini derse katmak icin 6zel bir hazirhgimiz olmuyor maalesef. Yaptigimiz ¢cok agik ve
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net séylemek gerekirse giini kurtarmak gibi geliyor. Zira kaynastirma 6grencilerine ¢cok 6zel davranildigi
veya onlarin seviyesine uygun egitim yapildigina ben inanmiyorum bunu ¢ok net sdyleyebilirim.” diyerek
kaynastirma Ogrencilerinin ders siireglerinden yeterince faydalanamadiklarina vurgu yapmistir. Ayrica,
“Siniflarda gerekli diizenlemeleri de yapmak lazim. “Bu g¢ocuklarin akademik 6gretim boyutu tamamen
destek egitimi odalarina birakilmis durumda. Uygulamalar bunu isaret ediyor.” diyen K3, kaynastirma
ogrencilerinin 6grenme ortamlarinda diizenlemeler yapilmasi gerektigini ve kaynastirma 6grencisinin
akademik 6gretiminin destek odalarina birakildigini ifade etmistir.

Ogretmenlerin 6z yeterlik inanglar ile ilgili bulgular incelendiginde, katilimcilarin kendilerini
kaynastirma ogrencilerine yaklasim, BEP hazirlama ve ortaya ¢ikan problemleri ¢6zme gibi konularda
yetersiz hissettikleri gériilmektedir. K3 bu konudaki diisiincelerini: “Universite kaynastirma ile ilgili bir
ders almadigimdan meslegin ilk 5 yili bdyle kaynastirmanin varligindan haberdar degildim agikgasi.
BEP’le tanismam 10 yil oldu, ama bu konuda yeterli ihtisasim olmadigi i¢in bu konuyu 6nemsiz gérdim.”,
seklinde ifade ederken; K1 ise “Ozellikle bu cocuklara karsi kendimi ¢ok yetersiz ve garesiz hissettigim
anlar oldu. Ancak bu konuda gerekli egitimi almis olsam bu tiir problemlerle bas etmenin cesitli
yontemleri oldugunu distnldyorum.” seklinde ifade ederek kaynastirma uygulamalari ile ilgili egitim
ihtiyaci oldugunu ortaya koymustur.

Gozlem Sonucunda Elde Edilen Bulgular

Ders gozlemi sonucu elde edilen bulgular, 6gretme-6grenme ve degerlendirme siireglerine iliskin
sonuglar olmak lzere iki baslik altinda Tablo 3 ve 4’te verilmistir.

Ogretme-Ogrenme Siireclerine Ait Bulgular: Ogretme-6g8renme siireclerine ait gozlem bulgulari,
katilm saglama, soru sorma, etkinlik, yontem-teknik ve iletisim alt boyutlarinda degerlendirilerek Tablo
3’de sunulmustur.

Tablo 3.

Ogretme-Ogrenme Siirecleri Boyutuna iliskin Katiimci Puanlari.

Siireg Gostergeler Betimleyici Aciklamalar K1 K2 K3
Katilim Ders silreglerine katilma konusunda isteksizlik godsteren 0o o0 0
Saglama o6grenciyi derse katmaya calisma

Derse aktif olarak katilma ¢abasi icinde olan kaynastirma 1 1 1
Ogrencisine firsatlar olusturma
Soru Sorma Kaynastirma 0©grencisine sordugu sorularda uyarlamalar 0o 1 )
W yapma
% Ogrencinin zorlandigi durumlarda ipucu vererek cevaba 0 1 )
o ulasmasini saglama
:z Ogrencinin verdigi cevaplara geri bildirim verme 0 1 1
£ Soru soran kaynastirma 6grencisine aciklayici donttler verme 0 o0 0
§ Etkinlik BEP’te yer alan kazanimlar dogrultusunda farklilagtiriimis o o0 o0
» etkinlikler uygulama
g Etkinlik uygulama yodnergesi ile kaynastirma 6grencisini o o0 o0
s destekleme
:’gb Grup calismalari uygulayarak kaynastirma 6grencisinin grup 0o o0 0
icerisinde sorumluluk almasini saglama
Yontem- Akran 6gretiminden faydalanma 0 o0 0
Teknik Soru ve yonlendirmelerle bilgiye kesif yoluyla ulasmasini o o0 2
saglama
Ders sirecinde 6grenciye gegici destek saglama o 0 ©O
iletisim Kaynastirma 6grencisiyle iletisim firsatlari olusturma 1 1 1
Toplam 2 5 9

* En yiiksek puan:26
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Tablo 3’te yer alan sonuglar incelendiginde, katilm saglama alt boyutunda iyi diizeyde olan bir
katilimci gtkmamistir. Orta dizeyde bulunan g katiimci da derse katilim igin ¢aba gdsteren 6grenciye
nadiren firsat sunmus olmalarina ragmen ders siireglerine katilma konusunda isteksizlik gosteren
0grenciyi derse katmaya ¢alismak igin bir caba gdstermemislerdir.

Katihmcilarin soru sorma alt boyutu ile ilgili puanlari degerlendirildiginde, sadece K3’lin iyi diizeyde
puan aldigi gorilmektedir. K3, sordugu sorulari olabildigince somutlastirarak ve ginlik yasamla
iliskilendirilerek sormustur. Ornegin paranin icadi ve giinliik hayatimiza etkisi konusunda kaynastirma
ogrencisine; “Glndelik yasaminda para kullaniyor musun? Nerelerde kullaniyorsun? Para olmasaydi ne
olurdu?” gibi yonlendirici sorularla 6grencinin bilgiye ulasmasina yardimci olmustur. Ayrica, yonlendirici
ipuglar da kullanarak 6grencinin cevaba ulasmasina yardimci olmustur. Bu alt boyutta orta dizeyde
bulunan K2, 6grencinin cevaplarini gelistirmeyecek tarzda kisa donitler vermistir. Zayif dizeyde
bulunana K1 ise 6grenci cevaplarina herhangi bir doniit vermemistir.

Etkinlik alt boyutunda, Gg¢ katilimcinin da zayif seviyede oldugu goérilmektedir. Katilimcilarin sinif igi
etkinliklerde kaynastirma 6grencilerini dikkate almadigi gbzlenmistir. Uygulanan etkinlikler siniftaki diger
ogrencilerin seviyeleri ve ihtiyaclari dikkate alinarak ortalama 6grenci diizeyinde hazirlanmistir. Ayrica
etkinliklerde uygulama yonergelerine hig yer verilmemistir.

Katihmcilarin - yontem-teknik alt boyutunda da zayif bir seviyede olduklari goérilmektedir.
Katihmcilarin genel olarak toplu 6gretim anlayisiyla hareket ettikleri bireysel farkhliklari dikkate alan bir
yaklasim sergilemedikleri gorilmustiir. Sadece K3’lin, nadiren de olsa kesfedici anlayisla hareket ederek
ogrencinin bilgiyi kesfederek 6grenmesine ortam hazirlamaya c¢alistigi gézlenmistir.

iletisim alt boyutunda, her {i¢c katilimcinin da orta diizeyde oldugu tespit edilmistir. Katilimcilar ve
kaynastirma 6grencileri arasinda c¢ok az iletisim kurulmus ve bu iletisim daha cok ders disi konularla
sinirli kalmigtir. Ayrica, kaynastirma 6grencisiyle akademik iletisim kurulup strdirilme durumu ise ¢ok
nadiren gergeklesmistir.

Degerlendirme Siirglerine Ait Bulgular

Degerlendirme boyutuna ait bulgular, BEP, 6lgme araglari ve uyarlama alt boyutlarinda Tablo 4’te
verilmistir.

Tablo 4.
Dederlendirme Siirecleri Alt Boyutuna lliskin Katilimci Puaniari.
Gostergeler Betimleyici Agiklamalar Ki K, K;
Bireysellestirme Degerlendirmeyi BEP’de yer alan kazanimlar dogrultusunda O 0 O
) yapma
E Sire¢ icerisinde vyapilan degerlendirmelere planh olarak 0 0 O
2 kaynastirma 6grencisini de dahil etme
% Olgme Araglan Ogrencinin 6devlerini inceleyerek déniitler verme 0 1 0
%0 Kaynastirma 6grencilerinin olusturdugu trinleri degerlendirme 0 0 0
©  Uyarlama Yazilh yoklama sinavlarinda soru sayisi, seviyesi, tiri ve sinav. 2 2 2
siresi gibi konularda uyarlamalar yapma
Toplam 2 3 2

* En yiiksek puan:10

Tablo 4’te gorildiglu Gzere bireysellestirme alt boyutunda zayif diizeyde bulunan katilimcilar,
degerlendirmeyi BEP’de yer alan kazanimlar dogrultusunda yapmamislardir. Ayrica, ders slirecinde
vapilan degerlendirmeler kaynastirma 6grencisinin seviyesinin lzerinde oldugu icin 0Ogrencinin
degerlendirme siireglerine aktif katiimi mimkiin olmamistir.

Olgme araglan alt boyutunda K1 ve K3’iin 6grencilerin 6devlerini inceleyerek yapici déniitler verme
acisindan zayif durumda olduklari goérilmektedir. Bu agidan orta diizeyde bulunan K2, kaynastirma
6grencisinin odevlerini incelemis ancak agiklayict dondtler vermemistir. Kaynastirma oOgrencilerinin
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olusturdugu performans gorevi veya arastirmaya dayali tablo olusturma gibi Urinlerin
degerlendiriimesinde katilimcilar, zayif diizeyde bulunmaktadir. Goézlem sirecinde katilimcilar
O0grenciden herhangi bir Urin olusturmasini istememislerdir. Ayrica, kaynastirma 0Ogrencilerinin
olusturdugu Uriinleri bir arada topladiklari Griin dosyalari da bulunmamaktadir.

Katihmcilar, uyarlama alt boyutunda iyi diizeyde bulunmaktadirlar. Katilimcilar yazili yoklama sinavi
hazirlarken, kazanimlar dogrultusunda 6grenci seviyesine uygun sorular hazirlamis veya ayni sorularda
gerekli uyarlamalar yapmislardir. Bu uyarlama daha ¢ok soru sayisi, cesidi veya tiriinde yapilmistir.
Ornegin; K1 kaynastirma 6grencisine diger arkadaslarina verdigi sorulardan farkli olarak ¢oktan se¢cmeli,
bosluk doldurma veya dogru yanlis tarzinda diizenleyerek 6grenci seviyesine gore uyarlamalar yapmistir.

Tartisma, Sonug ve Oneriler

Kaynastirma Uygulamasina Yonelik Tartisma

Katihmcilar, kaynastirma uygulamasinin 6grencilerin toplumsal uyumu ve akademik o6grenmeleri
actlarindan faydali bulduklari sonucuna ulasilmistir. Ayrica, katilimcilar kaynastirma uygulamasini dogal
bir hak olarak gérmelerine ragmen genel sinif ortaminda kaynastirma 6grencilerine gereken énemin
verilemedigini ifade etmislerdir. Bu noktadan hareketle katilimcilarin diisiince ve inang¢ olarak modern
¢agin gereklerini yakalamalarina karsin yapilan uygulamalara yonelik gézlem bulgularina bakildiginda
eski donem kaynastirma anlayisindan kurtulamadiklari goriilmektedir. Bu anlayis, kaynastirmayi
ogrencilerin genel egitim siniflarina fiziksel olarak vyerlestiriimesinden ibaret goren; kaynastirma
Ogrencilerine genel egitim mufredatina erisim firsati tanimayan bir anlayistir (Sorrells, Rieth & Sindelar,
2004). Bu durumu anlamak icin “istemek ve inanmak ®&nemli ama yeterli degil. Ogretmenlerin
kaynastirma 6gretimi konusundaki yeterliklerinin artirilmasi ve bu konuda isteklendirilmesi gerekiyor.”
diyen K1'in sozlerini dikkate almak faydali olacaktir. Ayrica, kaynastirmanin uygulama boyutunda
O6gretmene cesitli ek yukler getirmesi (Scruggs & Mastropieri, 2011) de bu durumun bir baska nedeni
olabilir.

Kaynastirma Ogrencilerinin Dogasina Yonelik Tartisma

Arastirmanin bulgularina goére, 6gretmenler kaynastirma 6grencileri i¢in en uygun egitim ortami
olarak genel sinif ortamini gormektedirler. Ayrica, gerekli kosullar saglandiginda bu bireylerin de
ogrenebilecekleri inancini tasimaktadirlar. Buna karsin, yapilan sinif ici gdzlemlerde bu disiince ve
inanglarin uygulama alani bulamadiklari ortaya c¢ikmistir. Ayrica, 6gretmenler bu o6grencileri ihmal
ettiklerinden dolayi vicdani sorumluk duyduklarini da belirtmislerdir. Ancak, bu iyi duygu, dislince ve
dilekler tek basina kaynastirma 6grencilerini icinde bulunduklari durumdan daha iyi bir noktaya getirmek
icin yeterli gorilmemektedir. Ayrica bu durum Ogretmenlerin inang ve disincelerinde “midahaleci
(interventionist)” bir felsefeye sahip olduklarini ifade etmelerine ragmen, uygulamalari “tanilayici
(pathognomonic)” anlayisi yansitmaktadir. Bu durum o6gretmenlerinin inanglari, 6zellikle engellilik
hakkindaki inanglari ve bu inanglarin kaynastirma 6grencilerinin egitiminde uyguladigi sinif ici pratiklerle
iliskili oldugu (Jordan & Stanovich, 2001, 2003, 2004) bulgusuyla da celismektedir. Bu agidan,
6grencilerin 6grenmesini iyilestirecek uygulamalar ortaya ¢ikarmak ve 6gretmenleri bu uygulamalari
kullanmak konusunda vyetistirmek gerekmektedir (Kiely et al., 2015). Ancak bu sekilde, mevcut
celiskilerin kaynagini belirleyip ¢6ziim bulmak mimkin olacaktir.

Kaynastirma Ogrencisine ve Ogretim Siireglerine Yonelik Tartisma

Arastirma bulgulari, kaynastirma 6grencilerinin dersin planlanma, uygulanma ve degerlendirme
slireglerinde yeterince dikkate alinmadigindan derse aktif olarak katilma firsati bulamadiklarini ortaya
koymaktadir. Ayrica, BEP’lerin 6grencilerin mevcut durumlari dikkate alinmadan hazir olarak paylasilan
ortamlardan indirilip mevcut haliyle kullanildigi anlasiimaktadir. Bu nedenlere bagli olarak, kaynastirma
ogrencisinin ders sireglerinde fiziksel olarak bulunmanin 6tesine gegcemedigi séylenebilir. Ayrica gézlem
sliresince, 6gretmenlerin dersin kazanimlar dogrultusunda, kaynastirma 6grencisine yonelik planl bir
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eylemi de olmamistir. Uygulamadaki mevcut durum boyleyken derse aktif katiimi 6nemseyen,
planlamada kaynastirma 6grencilerine de yer verilmesi gerektigine inanan ve bu &grenciler igin 6zel
etkinlikler hazirlanmasi gerektigini ifade eden katihmcilar, ideal bir kaynastirma uygulamasinin
gereklerini ortaya koymaktadir. Bu durum, 6gretmenlerin 6gretimin dogasi ve 6grencilerin yetenekleri
hakkindaki inanglarinin, ders ici pratiklerini etkiledigini gosteren arastirmalarin (Berry , 2006; Jordan,
Glenn & McGhie-Richmond, 2010) sonuglariyla uygunluk géstermemektedir. Bu bosluk, katilimcilarin
belli sebeplerle inang ve disincelerini gizlemis olmalarindan kaynaklanabilecegi gibi inang ve
distncelerini uygulamaya donistiirecek 6z yeterlige sahip olmamalarindan da kaynaklanabilir. Sekil 4,
bu boslugun nedenlerini ortaya koymak amaciyla arastirma sonuglari ve literatirdeki g¢alismalardan
(Ertmer, 2005; Kiling, 2017) yararlanarak olusturulmustur. Ertmer (2005), 6gretmenlerin teknoloji
entegrasyonu oOntindeki engelleri birincil ve ikincil dereceden engeller olarak siniflamaktadir. Kiling
(2017), direng modelinde birincil engelleri yapisal ve gevresel, ikincil engelleri ise kisisel engeller olarak
ortaya koyarak bu engellerin ortadan kaldiriimasi ile sosyo-bilimsel konularin (SSI) 6gretiminde diyolojik
ogretime karsi direncin de ortadan kalkmasinin kolaylasacagini ortaya koymaktadir. Bu arastirmada da
ogretmenleri klasik kaynastirma anlayisina iten birincil ve ikincil engeller oldugu sonucuna variimistir.
Ortaya koydugumuz bu model kaynastirmadaki mevcut durumu ortaya koyarak modern kaynastirma
anlayisi 6niindeki engellerin ortadan kaldirilmasina katki saglayacagini diisinmekteyiz. Arastirmada elde
edilen sonuglar, bu model gercevesinde degerlendirilerek tartisiimistir.

Modern Kaynastirma Anlayigi

4r

Dustk 6z yeterlik inanci
Yetersiz pedagojik alan bilgisi

Kaynastirma felsefesini kavrayamama
Geleneksel

Ikincil
Engeller
»
>
o
>

kaynastirma
anlayigi

Teorik egitim ile uygulama arasindaki bosluk
Okuldaki egitim olanaklarinin yeterli olmamasi
Paydaslarla koordineli sekilde hareket edememe

*

Etkili kaynastirma 6gretimini iceren reform
gabalar

Birincil
Engeller

Sekil 4. Ogretmenlerin mevcut kaynastirma anlayisini ortaya koyan model.

Teorik egitim ile uygulama arasindaki bosluk, birincil engellerden ilki olarak karsimiza ¢itkmaktadir. Bu
bosluk, arastirma sonugclarina dayali olarak, iki sekilde ortaya ¢ikmaktadir. Birincisi hizmet 6ncesinde
kaynastirma egitimine yonelik bir egitim almamak (K1 ve K3), ikincisi ise alinan egitimin yetersiz kalmasi
veya uygulamaya doniik olmamasidir (K2). Bu bakimdan, bu engelin kaldiriimasi icin devlet okullari ile
egitim fakdlteleri arasinda organik bir bag kurulmasi énemlidir (Gaudelli & Ousley, 2009). Bu sayede,
meslege yeni baslayan 6gretmen ¢alisma yasamina daha kolay adapte olacak ve teorik egitim ile gercek
yasam arasindaki uyumsuzluk kaynakli bir geceklik soku yasamayacaktir (Farrell, 2003; Veenman, 1984).

Okuldaki egitim olanaklarinin yeterli olmamasi, birincil engellerden bir digeri olarak karsimiza
cikmaktadir. Demirezen ve Akhan (2016) da sinif mevcudunun kalabalkligi ve ihtiya¢c duyulan
materyallere ulasamamanin kaynastirma uygulamalarini olumsuz etkiledigini ortaya koymustur. Bu
olanaklarin iyilestirilmesi kaynastirma uygulamalarinin islevsel bir yapiya kavusturulmasina katki
saglayacaktir.
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Paydaslarla koordineli sekilde hareket edememe, bir baska birincil engel olarak gorilmektedir. Bu
paydaslar; rehberlik arastirma merkezleri, okul yonetimi, 6gretmen, 6grenci velileri olarak siralanabilir.
Basarili kaynastirma uygulamalari birgok paydasin koordineli ¢abasini gerektirmektedir (Sart, Ala, Yazhk
& Kantas-Yilmaz 2004). Bu agidan, bu koordinasyonun saglanip siirecin takibini yapmak engelin ortadan
kaldirlmasina katki saglayacaktir (ilk, 2014). Bu koordinasyonu isleyisini diizenleyen yasal mevzuatin
uygulamaya gecirilmesinde yasanan sorunlarin tespiti ¢c6ziim icin 6nemli gérilmektedir.

Ogretmenlerin diisiik 6z yeterlik inanci ve yetersiz pedagojik alan bilgisi, ikincil engeller olarak
karsimiza ¢ikmaktadir. Ogretmenlerin 6z yeterlik inanclar ile ilgili gériisme bulgulari, katilimcilarin
kendilerini kaynastirma 6grencilerine yaklasim, BEP hazirlama, bireysel etkinlik tasarlayip uygulama ve
ortaya ¢ikan problemleri ¢ozme gibi konularda yetersiz hissettiklerinden kaynastirma 6grencilerinin
o6gretimi konusunda destege ihtiyag duyduklarini ortaya koymaktadir. Bu durum daha 6nce yapilan
bircok arastirma sonucuyla (Buell, Hallam, Gamel-McCormick & Scheer, 1999; Soodak, Podell & Lehman,
998; ilk, 2014; Demirezen & Akhan, 2016) da uygunluk géstermektedir. Ancak katilimcilara gériismede
gozlem sirecinde karsilasilan sorunlara ¢6ziim 6nerileri soruldugunda islevsel dneriler getirebilmislerdir.
Bu durum aslinda 6gretmenlerin bu konuda yilksek bir farkindalik dizeylerinin ve deneyimlerinin
oldugunu ancak diisiince ve inanglarini eyleme donistiirme konusunda harekete gegciricilere ihtiyag
duydugu seklinde yorumlanabilir. Bu konuda yapilan ¢alismalardan elde edilen bulgular, Kaynastirma
ogrencilerinin 6gretimi ile ilgili 6z yeterlik algisi yliksek 6gretmenlerin kaynastirma uygulamasina karsi
olumlu tutumlar gelistirdiklerini ortaya koymustur (Podell &Soodak, 1993; Soodak, Podell & Lehman,
1998). Bu noktadan hareketle, 6gretmenlerin 6z yeterlik inanglarini besleyen kaynaklarin tespiti ve
ihtiyac duyulan konularda gerekli destegin saglanmasi kaynastirma uygulamasinin basarisi agisindan
Onem arz etmektedir.

Kaynastirma uygulamasinin felsefesini kavrayamama, ikincil engellerden sonuncusu olarak karsimiza
¢ikmaktadir. Bircok 6gretmen, kaynastirma anlayisinin faydali bir uygulama oldugunu ifade etmesine
karsin; esasinda kaynastirmanin uygulanabilir bir yaklasim olmadig yoniinde inang¢ ve algilar tespit
edilmistir (Lalvani, 2012). Bu yaklasim 0Ogretmenlerin modern kaynastirma anlayisina ulasmalari
oniindeki 6nemli bir sorunu ortaya koymasi bakimindan énemli goriilmektedir. Arastirmaya katilan
o6gretmenler de kaynastirma uygulamasinin faydali bulmakla birlikte uygulama boyutunda kaynastirma
uygulamasinin fiziksel bulunmanin 6tesine gecemedigi gorilmustir.

Genel olarak ele alindiginda, 6gretmenlerin, cagimizin kaynastirma felsefisine uygun olarak,
kaynastirmada ogrencinin fiziksel yerlestirmenin Otesinde akademik amaglar gidilmesi gerektigi
inancini tasidiklari gérulmastir. Ayrica kaynastirma 6grencisinin, gerekli kosullar saglandiginda, her
konuyu gelisim 0zelliklerine bagl olarak belli bir seviyede 06grenebilecegi anlayisi da yerlesmis
durumdadir. Distince, inang ve fikir baglaminda ideal olan bu olumlu yaklasimlara ragmen uygulama
boyutu olan ders siireglerinde bu 6grencilerin katilimcilarin deyimiyle “ihmal” edildigini séylemek yanlis
olmaz. Yapilan ders i¢i gozlemlerde de 6gretmenin dersin kazanimlari dogrultusunda, 6zel 6grenciye
yonelik planli bir eylemine rastlaniimamasi bu durumu destekler niteliktedir. inan¢ ve uygulama
arasinda; 6gretmen 0z yeterliginin disiik olmasi, denetim eksikligi, ders ortamlarinin kaynastirma
ogrencilerine yonelik ihtiyaglari tam olarak karsilayamamasi ve sinif mevcudunun kalabalik olmasindan
dolay! bu 6grencilere yeterli zaman ayrilamamasi gibi nedenlerle biyik bir bosluk oldugu agiktir. Bu
boslugun doldurulmasinin kaynastirma uygulamasindan beklenilen faydayi elde etmek igin kritik 6neme
sahip oldugunu soylemek mimkinddr.

Oneriler

Calismanin bulgulari dogrultusunda asagidaki 6neriler getirilmistir.

1. Arastirma sonuglarina gore 6gretmenlerin kaynastirma 6gretimi ile ilgili 6z yeterlik inanglarinin zayif
oldugu gorilmektedir. Bu acgidan, 6gretmenlerin 6zellikle kaynastirmaya yonelik bilgi eksiklerinin
hizmetici egitimlerle giderilmesi gerekmektedir.
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2. Cahsma sonuglarina gére kaynastirma uygulamasinda paydaslar arasinda koordinasyon sorunu
oldugu gorilmektedir. Bu koordinasyonun saglanmasi igin var olan yasal mevzuatin uygulamaya
gecirilmesinde yasanan sorunlarin tespiti sorunun ¢dzimu agisindan 6nem arz etmektedir.

3. Onemli bir sorun olarak karsimiza ¢ikan teorik egitim ile uygulama arasindaki bosluk, arastirma
sonuglarina dayali olarak, iki sekilde ortaya g¢ikmaktadir. Birincisi hizmet 6ncesinde kaynastirma
egitimine yonelik bir egitim almamak (K1 ve K3), ikincisi ise alinan egitimin yetersiz kalmasi veya
uygulamaya dénik olmamasi (K2). Bu bakimdan, bu engelin kaldiriimasi igin devlet okullari ile egitim
fakilteleri arasinda dogrudan bir bag kurulmasi 6nemlidir.

Son olarak, bu calismada uzun genis katihmh bir gézlem sireci planlanmamistir. Her ne kadar
O0gretmenler gozlemde ortaya ¢ikan durumlarin geneli yansittigini sdyleseler de kaynastirmaya yonelik iyi
uygulamalara rastlamak mumkiin olabilirdi. Ayrica 6gretmenlerin klasik kaynastirma anlayisini
benimsemelerine sebep olan engeller (izerine uygulamali ¢alismalar yapmak mevcut arastirmamizda
Urettigimiz bilgi birikimini artiracak ve sorunlari ¢ozme noktasinda faydali olacaktir.
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Ek 2. Ogretim Uygulamalari Degerlendirme Rubrigi Performans Diizeyleri

Sureg | Gostergeler | Betimleyici Agiklamalar | O (Zayif) 1 (Orta) 2 (iyi)
Ders siireglerine Ogrencinin Ogrencinin Ogrenciye bir soru
katilma konusunda derse katilimini | isteksizliginin sorarak veya
isteksizlik gosteren saglamak igin farkina varir ve konuyu okutarak
Ogrenciyi derse herhangi bir dersle ilgilenmesi | derse aktif katilimini
katmaya calisma sey yapmaz. konusunda sozel sagalamaya galisir.
uyarilarda
bulunur.
Katilim Derse aktif olarak Derse katilm Ogrencinin 1srari Ogrenci katiiminin
Saglama katilma ¢abasi icinde cabalarini Gzerine nadiren o6neminin farkinda
olan kaynastirma gérmezden Ogrenciye s0z olarak derse katilim
Ogrencisine firsatlar gelir. hakki veya ¢abalarini uygun
olusturma sorumluluk verir. katilim olanaklari
sunarak destekler.
Bir soruya cevap
verme, bir gorevi
gerceklestirmesini
isteme vb.
Kaynastirma Herhangi bir Soruyu belirsizve | Soruyu BEP’i dikkate
o6grencisine sordugu uyarlama gereksiz ifadeleri alarak
sorularda uyarlamalar | yapmaz. azaltarak sorar. somutlastirarak ve
yapma glnlik yasamla
iliskilendirerek
sorar.
Ogrencinin zorlandig Destekleyici Yetersiz veya Ogrencinin cevaba
durumlarda ipucu ipuclari uygun olmayan ulasmasini saglayici
vererek cevaba vermez. ipuglari verir. yonlendirici ipuglari
ulagsmasini saglama verir. Ornegin
“Parayi glinliik
yasantinda
nerelerde
Soru Sorma = Iiullan|yorsun?"
Ogrencinin verdigi Herhangi bir Ogrencinin Ogrenci cevabi
cevaplara geri bildirim | geri bildirim cevabina kisa lizerinde yogunlasir.
verme vermez. donitler verir. Sirece yonelik
Donutler sorular sorarak
ogrencinin 6grencinin cevabini
cevaplarini daha genis ve net
gelistirmeye olarak ortaya
< yoneltmez. koymasina rehberlik
> eder.
:§ Soru soran Ogrencinin Soruya evet veya Ogrencinin
o kaynastirma sordugu hayir gibi kisa sorusuna égrenci
% ogrencisine agiklayici soruyu cevaplar verir. seviyesine uygun
%" donitler verme gecistirir. agllflaylu cevaplar
b verir.
£ BEP’te yer alan Etkinliklerde Akranlariyla ayni BEP gergevesinde
,%’D Etkinlik kazanimlar bir etkinlikleri verir farklilastirilmis
‘O

dogrultusunda

farklilastirma

ancak belli

etkinlikler tasarlar
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Sureg | Gostergeler | Betimleyici Agiklamalar | O (Zayif) 1 (Orta) 2 (iyi)
farkhlastiriimis yapmaz. kisimlari isterse ve uygulama
etkinlikler uygulama yapmayabilecegini | konusunda

belirtir. Ogrenciye destek
saglar.
Etkinlik uygulama Uygulama Hazirlanmig Etkinlikte
yonergesi ile yonergesi yok. | yonerge belirsiz kaynastirma
kaynastirma ve gerekli ogrencisine
ogrencisini destekleme aciklamalari kilavuzluk edecek
icermiyor. anlasilir bir yonerge

bulunmaktadir.

Degerlen
dirme

Grup g¢alismalari Grup Grup ile yapilan Kaynastirma
uygulayarak ¢alismasina etkinliklerde Ogrencisinin
kaynastirma yonelik etkinlik | kaynastirma etkinlikte
6grencisinin grup gelistirilmedi. Ogrencisi bir gérev | gerceklestirebilecegi
icerisinde sorumluluk Gstlenmedi. gorevler almasi
almasini saglama saglandi.
Akran 6gretiminden Akran Yanindaki Sinif arkadasindan
faydalanma Ogretimine arkadasina kaynastirma
basvurulmadi. | kaynastirma Ogrencisine
Ogrencisine onceden belirlenmis
yardimci olmasi amaglar
ile ilgili telkinlerde | dogrultusunda
bulundu. yardimci olmasi
istendi ve sireg
takip edildi.
Soru ve Bilgiye ulasma Eksik kalan Siirece yonelik
Yontem- yonlendirmelerle firsati cevaplar sorular ve
Teknik bilgiye kesif yoluyla verilmedi. O0gretmen veya yonlendirmelerle
ulagsmasini saglama diger arkadaslarn 6grencinin bilgiyi
tarafindan kesfetmesine firsat
tamamlandi. olusturuldu.
Ders surecinde Hicbir destek Saglanan destek Saglanan destek
ogrenciye gecici destek | saglanmadi. yetersiz kaldi ve 6grenciye yardimci
saglama Ogrenciye olmanin yani sira
bagimsiz hareket Ogrencinin derse
etme konusunda motive olmasini
yeterince faydali sagladi.
olmadi.
Kaynastirma iletisim kurmak | Ogrenciyle Siire¢ boyu
6grencisiyle iletisim icin bir caba O0gretmen kaynastirma
firsatlari olusturma gostermedi. arasindaki iletisim | 6grencisini de
letisim daha ¢ok ders disi | dikkate alan konu
konularla ve sinirli | disi ve akademik
kaldi. Ornegin; iletisim ve etkilesim
“Pencereyi firsatlari sunuldu.
acabilir misin?
Degerlendirmeyi Kaynastirma Ders icerisinde Ders icerisinde
BEP BEP’de yer alan ogrencisi ders yapilan yapilan

kazanimlar
dogrultusunda yapma

ici
degerlendirme

degerlendirme
BEP’de belirlenen

degerlendirme BEP
cercevesinde ve

D
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Sureg | Gostergeler | Betimleyici Agiklamalar | O (Zayif) 1 (Orta) 2 (iyi)
sureglerine kazanimlarin bir siirece yonelik
dahil edilmedi. | kismini kapsiyor. kazanimlari
kapsayan ve
kaynastirma
ogrencisini de
strece katan bir
tarzda yapihyor.
Sireg icerisinde Ogrenci dahil Ogrenci Belli araliklarla
yapilan edilmedi. degerlendirmeye ogrencilerin
degerlendirmelere dahil edildi ancak | kazanimlara ulagsma
planl olarak degerlendirme dizeyleri
kaynastirma sonuca odakl belirlenmeye
ogrencisini de dahil yapildi. cahsildi.
etme Kaynastirma
ogrencisi de bu
sireclerde dikkate
alinarak seviyesine
uygun sorular
soruldu.
Ogrencinin 6devlerini Odevlerini Odevlerini Odevleri inceledi.
inceleyerek donutler incelemedi. inceledi ancak Aciklayici donutler
verme aciklayici dondtler | vererek 6grenmeyi
vermedi. pekistirdi. Ayrica
6grencinin bagimsiz
arastirma
.. yapmasina katki
;)Igmle sagladi.
ragar Kaynastirma Ogrenciden Ogrenciyi iirlin Ogrenciye verdigi
ogrencilerinin herhangi bir olusturma yonergeyle Urindn
olusturdugu uranleri Uriin konusunda olusturulmasi
degerlendirme olusturmasini odevlendirdi; konusunda
istemedi. ancak takibini rehberlik etti ve
yapmadi. Uriind portfolyo
dosyasina koydu.
Yazili yoklama Herhangi bir Sinav kagidini BEP gercevesinde
sinavlarinda soru uyarlama oldugu gibi verdi belirlenen
sayisl, seviyesi, tlirli ve | yapmadan ancak belli kazanimlar
sinav suresi gibi akranlarina sorulardan muaf dogrultusunda
Uyarlama konularda uyarlamalar | verdigi tuttu. 6grenci seviyesine
yapma sorularin uygun sorular
aynisini verdi. hazirladi veya ayni

sorularda gerekli
uyarlamalar yapti.
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Appendix/Ekler

Ek 1. Gozlem Protokolii

GoOzlem Protokolii 1 (21.02.2017)

Konu: Gozlem Suresi:

Aciklayici Notlar Yansitici Notlar

Genel degerlendirme: -

Simif Oturma Diizeni
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Ek 2. Ogretim Uygulamalar Degerlendirme Rubrigi Performans Diizeyleri

Sire¢ | Gostergeler | Betimleyici Agiklamalar 0 (Zayif) 1 (Orta) 2 (iyi)
s Katihm Ders sureglerine katilma Ogrencinin derse Ogrencinin Ogrenciye bir soru sorarak
< Saglama konusunda isteksizlik gosteren katilimini saglamak isteksizliginin farkina veya konuyu okutarak derse
:§ Ogrenciyi derse katmaya calisma icin herhangi bir sey | varir ve dersle aktif katiimini sagalamaya
o yapmaz. ilgilenmesi konusunda | ¢alisir.
% sozel uyarilarda
o0 bulunur.
ﬁ Derse aktif olarak katilma ¢abasi Derse katihm Ogrencinin i1srari Ogrenci katiliminin éneminin
£ icinde olan kaynastirma 6grencisine | gabalarini géormezden | tizerine nadiren farkinda olarak derse katilim
,ﬁ, firsatlar olusturma gelir. Ogrenciye s6z hakki gabalarini uygun katihm
© veya sorumluluk verir. | olanaklari sunarak destekler.
Bir soruya cevap verme, bir
gorevi gergeklestirmesini
isteme vb.

Soru Sorma | Kaynastirma 6grencisine sordugu Herhangi bir Soruyu belirsiz ve Soruyu BEP’i dikkate alarak

sorularda uyarlamalar yapma uyarlama yapmaz. gereksiz ifadeleri somutlastirarak ve gunlik
azaltarak sorar. yasamla iliskilendirerek sorar.
Ogrencinin zorlandigi durumlarda | Destekleyici ipuglari | Yetersiz veya uygun Ogrencinin cevaba ulagmasini
ipucu vererek cevaba ulagmasini vermez. olmayan ipuglari verir. | saglayici yénlendirici ipuglari
saglama verir. Ornegin “Parayi giinliik
yasantinda nerelerde
kullaniyorsun?”
Ogrencinin verdigi cevaplara geri Herhangi bir geri Ogrencinin cevabina Ogrenci cevabi lizerinde
bildirim verme bildirim vermez. kisa dénutler verir. yogunlasir. Siirece yénelik
Doéndtler 6grencinin sorular sorarak 6grencinin
cevaplarini gelistirmeye | cevabini daha genis ve net
yoneltmez. olarak ortaya koymasina
rehberlik eder.
Soru soran kaynastirma 6grencisine | Ogrencinin sordugu | Soruya evet veya hayir | Ogrencinin sorusuna égrenci
aciklayici donitler verme soruyu gegistirir. gibi kisa cevaplar verir. | seviyesine uygun agiklayici
cevaplar verir.

Etkinlik BEP’te yer alan kazanimlar Etkinliklerde bir Akranlariyla ayni BEP gergevesinde
dogrultusunda farkhilastirilmig farkhlastirma etkinlikleri verir ancak | farklilastiriimis etkinlikler
etkinlikler uygulama yapmaz. belli kisimlari isterse tasarlar ve uygulama

yapmayabilecegini konusunda 6grenciye destek
belirtir. saglar.
Etkinlik uygulama yonergesi ile Uygulama yonergesi | Hazirlanmis yonerge Etkinlikte kaynastirma
kaynastirma 6grencisini yok. belirsiz ve gerekli 6grencisine kilavuzluk edecek
destekleme aciklamalari igermiyor. | anlasilir bir yonerge
bulunmaktadir.
Grup ¢alismalari uygulayarak Grup ¢alismasina Grup ile yapilan Kaynastirma égrencisinin
kaynastirma égrencisinin grup yonelik etkinlik etkinliklerde etkinlikte gerceklestirebilecegi
icerisinde sorumluluk almasini gelistirilmedi. kaynastirma 6grencisi | gérevler almasi saglandi.
saglama bir gorev tstlenmedi.

Yontem- Akran 6gretiminden faydalanma Akran 6gretimine Yanindaki arkadasina Sinif arkadasindan

Teknik bagvurulmadi. kaynastirma kaynastirma 6grencisine

Ogrencisine yardimci onceden belirlenmis amaglar
olmasi ile ilgili dogrultusunda yardimci
telkinlerde bulundu. olmasi istendi ve suireg takip
edildi.

Soru ve yonlendirmelerle bilgiye Bilgiye ulasma firsati | Eksik kalan cevaplar Surece yonelik sorular ve

kesif yoluyla ulagmasini saglama verilmedi. Ogretmen veya diger yonlendirmelerle 6grencinin
arkadagslari tarafindan | bilgiyi kesfetmesine firsat
tamamlandi. olusturuldu.

Ders sirecinde 6grenciye gegici Higbir destek Saglanan destek Saglanan destek 6grenciye

destek saglama saglanmadi. yetersiz kaldi ve yardimci olmanin yani sira
Ogrenciye bagimsiz 6grencinin derse motive
hareket etme olmasini sagladi.
konusunda yeterince
faydali olmadi.

iletisim Kaynastirma 6grencisiyle iletisim iletisim kurmak igcin | Ogrenciyle 6gretmen Siureg¢ boyu kaynastirma

firsatlari olusturma

bir caba géstermedi.

arasindaki iletisim daha
¢ok ders digi konularla
ve sinirl kaldi. Ornegin;
“Pencereyi agabilir
misin?

6grencisini de dikkate alan
konu digi ve akademik iletisim
ve etkilesim firsatlari sunuldu.
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Sureg | Gostergeler | Betimleyici Agiklamalar 0 (Zayif) 1 (Orta) 2 (iyi)
g BEP Degerlendirmeyi BEP’de yer alan Kaynastirma Ders icerisinde yapilan | Ders igerisinde yapilan
= kazanimlar dogrultusunda yapma Ogrencisi ders igi degerlendirme BEP’de | degerlendirme BEP
S degerlendirme belirlenen kazanimlarin | gergevesinde ve siirece
5 sureglerine dahil bir kismini kapsiyor. yonelik kazanimlari kapsayan
’gﬂ edilmedi. ve kaynastirma 6grencisini de

surece katan bir tarzda
yapilyor.

Sureg icerisinde yapilan Ogrenci dahil Ogrenci Belli araliklarla 6grencilerin
degerlendirmelere planh olarak edilmedi. degerlendirmeye dahil | kazanimlara ulasma dizeyleri
kaynastirma 6grencisini de dahil edildi ancak belirlenmeye ¢alisildi.
etme degerlendirme sonuca | Kaynastirma 6grencisi de bu
odakl yapildi. sureglerde dikkate alinarak
seviyesine uygun sorular
soruldu.
Olgme Ogrencinin ddevlerini inceleyerek | Odevlerini Odevlerini inceledi Odevleri inceledi. Agiklayici
Araglari donitler verme incelemedi. ancak agiklayici donitler vererek 6grenmeyi
donitler vermedi. pekistirdi. Ayrica 6grencinin
bagimsiz arastirma yapmasina
katki sagladi.
Kaynastirma 6grencilerinin Ogrenciden herhangi | Ogrenciyi tiriin Ogrenciye verdigi yonergeyle
olusturdugu Urdinleri bir Grlin olusturma konusunda | Grlinlin olusturulmasi
degerlendirme olusturmasini o6devlendirdi; ancak konusunda rehberlik etti ve
istemedi. takibini yapmadi. Grund portfolyo dosyasina
koydu.
Uyarlama Yazili yoklama sinavlarinda soru Herhangi bir Sinav kagidini oldugu BEP gercevesinde belirlenen

sayisl, seviyesi, tlirl ve sinav slresi
gibi konularda uyarlamalar yapma

uyarlama yapmadan
akranlarina verdigi
sorularin aynisini
verdi.

gibi verdi ancak belli
sorulardan muaf tuttu.

kazanimlar dogrultusunda
Ogrenci seviyesine uygun
sorular hazirladi veya ayni
sorularda gerekli uyarlamalar
yapti.
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Introduction

Although self-regulation is perceived as an individual concept due to "self" in its content, the social
and cultural environment in which the individual is in the realization and development of the self-
regulation has an important place according to many definitions which define learning as a social
phenomenon. Factors such as the perspectives of the parents towards their children, their goals,
anticipations, the structure of the authority in the family shape how the child perceives herself/himself
as a learning individual (McCaslin & Murdock, 1991 cite in: Sakiz & Yetkin Ozdemir, 2014). The family
structure in which the child lives, the socio-demographic characteristics of parents, and the parenting
competences affect children in different ways and at different levels in developing self-regulation skills
(Montry, Bowles, Skibbe, McClellenad &Morrison,2016).

The concept of self-regulation has been described by Bandura, the founder of social cognitive theory
as evaluation of individual's own behavior by comparing it with her/his own criteria, and to regulate
her/his behavior by reinforcing or punishing herself/himself (Senemoglu, 2013). Self-regulation,
according to social cognitive construction, starts with observing models in social environments, and then
imitation or attentive behaviors become internalized over time until they become individuals's own
behavioral forms. When children enter formal education after home-based care, they enter a more
structured atmosphere. In such settings, the child faces demands for effective use of social competences
and self-regulation skills (McClelland & Cameron, 2011). With the development of self-regulation, the
child has a balance against these new expectations (Denham, Warren-Khot & Perna, 2012).

According to socio-cognitive theorists like Zimmerman (1989), children organize themselves by
actively participating in activities rather than following the instructions of their teachers, parents, or
anyone else. According to Zimmerman (1989), self-regulation requires not only the ability of individuals
to conduct their own behavior in the face of environmental events, but also to acquire the knowledge
necessary to use this skill in appropriate conditions. According to him, self-regulation concerns thoughts,
feelings and actions that are planned and directed to achieve personal goals (Zimmerman, 2000).

Another widely used definition based on the social cognitive structure of self-regulation was made
by Pintrich. Pintrich (2000) describes self-regulation as "an effective and constructive process in which
learners set their own learning goals and are guided and constrained by the contexts of their aims,
environments and the contexts in which they try to regulate their cognition, motivation and behavior
(cited in: Uredi & Erden, 2009). According to Polnariev (2006), these skills develops through interactions
involving many factors. Therefore, taking into account the influence of social environments in the
development process of children's self-regulation skills is of great importance in terms of the
effectiveness of this developmental process. (cite in: Yildiz, Ertirk Kara, Findik, Tanribuyurdu & Goénen,
2014; Zeman, Cassono, Parrish & Stegall, 2006).

When literature is examined, it is seen that researchers generally define self-regulation in three
different dimensions as "behavioral", "cognitive" and "emotional". (Calkins & Fox, 2002; Smith-Donald,
Raver, Hayes & Richardson, 2007). Behavioral regulation is defined as the ability to apply cognitive skills
such as attention, work memory, and inhibitory control to behavior (Blair, Zelazo & Greenberg, 2005;
Sektnan, McClelland, Accok & Morrison, 2010) and the ability to maintain attention on a given task,
obey instructions, and prevent inappropriate behavior (McClelland, Cameron, Connor, Farris, Jewkes &
Morrison, 2007; Morrison, Ponitz & McClelland, 2010). The ability of the child to adapt to external
orientations by postponing certain activities, to be able to follow their behavior simultaneously and to
receive feedback from their behaviors are also indicative of behavioral control (Brownell & Kopp, 2010).
Behavioral control processes are emphasized to support child-related functioning in childhood and to
protect the child from failure in social settings (Brownell &Kopp, 2010; Eisenberg, Cumberland, Spinrad,
Fabes, Shepard, Reiser, Murphy, Losoya & Guthrie, 2001). Morrison et al. (2010) state that children who
fail to behave in a behavioral manner are at risk of failing at school. It is also seen that children who are
successful in regulating their behavior are more successful in social functions. Von Suchodoletz,
Trommsdorff, Heikamp, Wieber and Gollwitzer (2009) also state that behavioral regulation is positively
related to academic performance and positive class behavior.
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The role of cognition in self-regulation is more concerned with processing, remembering, and
memorizing information (Yilrik, 2014). Cognitive regulation is defined as the process of continuous
monitoring towards an objective by paying attention to output and redirecting unsuccessful efforts
(Berk, 2013). It can be said that the basic element of cognitive regulation is attention regulation.
Attention; taking into account the cognitive, emotional and social components of the individual, is
defined as "the ability to manipulate behavior in a particular situation" and forms a large part of self-
regulation (Ruff & Rothbart, 1996; cite in: Rueda, Posner & Rothbart, 2011). An important part of the
attention-making process is executive functions. Welsh, Nix, Blair, Bierman and Nelson (2010)
conducted a study to investigate the relationship between executive function ability and word-count
information acquisition in pre-school children with a mean age of fifty-four months. The results
demonstrated that cognitive regulation was related to number and letter information. Welsh et al.
(2010) state that cognitive regulation is an original contribution to mathematics and reading knowledge
even when language development is controlled. It is also seen that disadvantaged children in executive
functions have difficulties in reading and learning mathematics (Blair, 2006).

Emotional regulation is defined as the ability of a child to manage his emotions in excitement,
tension or stressful situations; to prevent, to maintain and to regulate his emotional stimulation to reach
the targets (Eisenberg, Fabes, Shepard, Murphy, Guthrie & Jones, 1997; Eisenberg, Liew & Pidada, 2004;
Kopp, 1982, Smith-Donald et al., 2007). Calkins (2007) state that "self-regulation" is generally a
functional value for expressing the integrity of the control mechanisms, and for the child, to acquire
autonomy in this way and to adapt to the environment. Eisenberg (2005) also argues that self-regulation
affects the quality and the learning capacity of the child's social interaction. Having a high level of self-
regulation use is one of the many positive aspects of social skills (Fabes & Eisenberg, 1992), academic
readiness and academic achievement (Smith-Donald et al., 2007), and endurance (Luthar, Cicchetti &
Becker, 2000) as developmental achievements.

When literature is examined, findings indicate that different variables are effective in the
development of children's self-regulation skills. It was reported that the gender of the child was related
to self-regulation skills (Montry et al., 2016) and that girls had higher self-regulation skills than boys
(Matthews et al.,, 2009; McClelland et al., 2007). The family environment and the development
opportunities offered to the child seem to be influential on the development of self-regulation skills as
well. It is stated that when low socio-economic level (Montry et al., 2016; Tominey &McClelland, 2011)
and lower level of parent education are concerned (Sektnan et al., 2011; Tominey & McClelland, 2011),
the resources provided to the child within the family as well as the parent-child relationship are affected
negatively (Mintz, Hamre & Hatfield, 2011).

It is important that socioeconomic characteristics which are determined as important variables
affecting parental behavior (Brooks-Gunn & Duncan, 1997; Conger, Ge, Elder, Lorenz &Simons, 1994;
Conger, McCarty, Yang, Lahey & Kropp, 1984; Mcloyd,1998 cite in: Baydar, Akcinar & imer, 2012) are
examined in the studies related to self-regulation. Baydar, Akcinar and imer (2012) indicate that
variables such as; the gender of the child, education status of the parents, the number of children in the
family and the birth order are all related to the quality and quantity of resources provided, the support
given, along with the aims and the behaviours of the parents. The quantity of material and relational
investment made to the child are considered influencial in thedevelopment of self-regulation. Findik
Tanribuyurdu (2012) conducted a study in Turkey and determined that childrens’ self-regulation scores
increased with age, but no significant relations were found in relation to gender, school type, parent’s
age and the birth order of the child. In Ertirk Kara and Génen’s (2015) study, it was found that children’s
self-regulation scores did not differ according to their gender; yet, children with older brother / sister
had lower positive emotional scores, higher attention impulse scores. Also, the positive emotional
scores of children aged 48-60 months were higher than those aged 60-72 months while the attention /
impulse scores of the children whose mother's educational status is high were higher. Finally, higher
father education level was related with higher scores of attention / impulse and positive emotional
scores.
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This study, which was conducted for the first time in Northern Cyprus to determine the self-
regulatory skills of the children in pre-school in North Cyprus and the variables affecting these skills, will
contribute to the similar work in the future and educational arrangements to be made in the North
Cyprus education system.

The main questions that are to be answered in this study are defined as:
1. What are the self-regulation skill levels of pre-school children in North Cyprus?

2. Do self-regulation skill levels of pre-school children differ according to;
a. their gender,
b. education level of parents,
c. income level of the family,

d. the number of children in the family?

Method

This study is a quantitative research on observable, searchable, measurable and analytical data that
can be processed. The research is based on descriptive scanning model as it aims to examine pre-school
children’s use of self-regulation skills. Screening surveys are studies that aim to collect data to identify
specific characteristics of a group (Blyukozturk, Kilig Cakmak, Akgilin, Karadeniz, & Demirel, 2014).

Population and Sample

The study was carried on with 122 children and 122 parents (84 mothers and 38 fathers). The sample
consisted 63 girls and 59 boys aged between 48-72 months from two independent kindergardens that
are located at Nicosia and Girne districts of North Cyprus under Ministry of National Education. The
sample was determined among the schools at the mentioned districts by means of the purposeful
sampling approach due to the rich information and data collection oppurtunities fort his size of sample.
Frequency distributions of socio-demographic information of the participating children and their parents
are given in Table 1 in the findings section.

Data Collection Tools

Preschool Self-Regulation Assessment (PSRA): The Pre-School Self-Regulation Assesment developed
by Smith-Donald et al. (2007) is a measurement tool that provides performance-based assessment. The
study of adaptation of the scale to Turkish was made by Findik Tanribuyurdu (2012). The scale consists
of two main parts: the practitioner guide and the practitioner evaluation form for the tasks that the
child is expected to perform. In the first part, there are nine tasks put together to evaluate children's
self-regulation performances. In order to determine the level of pleasure postponement of children, the
tasks of Confectionary Storage, Confectionary Holding on Language, Toy Packaging and Waiting are
used. Balance Board, Towering and Pencil Clicking tasks are implemented to measure executive controls
that point to the processes by which children can follow the guidelines (Murray & Kochanska, 2002;
Smith-Donald et al., 2007). Collecting Towers, Separating Toys and Returning to the Game are tasks that
assess children's social adjustment skills. The PSRA Assessor Report Examiner Rating Scale, which forms
the second part of the scale, allows the practitioner to assess the emotion, attentiveness and behavior
of the child based on the practitioner-child interaction. For the application of the scale, it is necessary to
prepare a suitable environment in which the practitioner and the child can work individually. During
implementation, the division of the task is recorded in the coding page of the child's performance scale.

The assessment takes 20 minutes on average for each child. After completing the application and
leaving the child assessment environment, the practitioner evaluates the child's performance with the
Practitioner Evaluation Form based on the data recorded on the coding page. The Practitioner
Evaluation Form is a rubric type measuring instrument consisting of the items scored from 0 to 3.
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Behavioral indicators are included in the material, with O representing the lowest score and 3
representing the highest score. However, in some materials placed on a scale for practitioner reliability,
this scoring system works in reverse. The highest score that can be taken in the Attention / Impulse
Control subscale consisting of 10 items is 30.00, the highest score that can be taken in Positive Sensation
subscale of 6 items is 18.00. When the whole of the O00S is evaluated, the highest score that children
can get is 48.00. The lowest score that can be taken from the sub-dimensions and from the whole scale
is 0.00. It was determined that the factor structure originally displayed in the adaptation study of the
scale had similar characteristics in Turkey; The cronbach alpha reliability coefficient in the Attention /
Impulse Control subscale was .88; Positive Emotion subscale was .80 and all of the scale was .83 (Findik
Tanribuyurdu, 2012).

In this study, in the analyses to determine the reliability, which is also related to the degree to which
the researcher measures the scale he or she wants to measure, the cronbach alpha reliability coefficient
for the dimension of Attention / Impulse Control consisting of 10 items and the first factor was found to
be .85. As for the positive emotional dimension consisting of 6 items as the second factor, the cronbach
alpha reliability coefficient was .88 while the cronbach alpha reliability coefficient for the scale was
found to be .72. These values, which are determined within the scope of this study, indicate that the
scale is highly reliable in measuring children's self-regulation skills.

Personal Information Form: The Personal Information Form prepared by the researcher includes
personal information about the parent of the participating child and various questions to determine the
socioeconomic status of the child's family. In the form, there are five optional questions (gender of the
child, parental education status, monthly total income of the family, number of children in the family) to
reflect different sociodemographic characteristics of the parents. The question of the educational status
of the parents is marked by the parent filling in the Personal Information Form for both spouses.

Data Collection

The means of measurement were applied in both kindergartens with the same physical conditions
and according to the rules of research ethics. The Pre-School Self-Regulation Scale was administered by
the researcher to each child whose parental consent was obtained and the Personal Information Form
was filled. After the implementation of the Pre-School Self-Regulation Scale, all the data on the "Coding
Page" were checked to be complete and the "Practitioner Evaluation Form" was filled out by the
practitioner for each child depending on the child's performance. The collected data were numbered
and recorded.

Data Analysis

The data collected with the Pre-School Self-Regulation Questionnaire and the Personal Information
Form were analyzed in the SPSS 22 package program. Firstly, the normality test was performed on the
total scores of 16 items in the Pre-School Self-Regulation Scale. The result of the Kolmogorov-Smirnov
test showed that the distribution was not normal (p <.05). Likewise, the Kurtosis and Skewness
coefficients were examined and it was seen that the distribution was not among the acceptable values
for the normal distribution (Attention / impulsive dimension skew. = - 2.89, kurt. = 10.14, Positive affect
dimension skew. = -. 19 kurt. = - 1.27, Total skew = - .39, kurt = - .58). Therefore, Mann-Whitney U-test
was used for non-parametric tests in the analysis of the scores obtained from the Pre-School Self-
Regulation Scale. According to the analysis of the scores obtained from the preschool self-regression
scale, if necessary, the Kruskal Wallis test was used if the data set could not meet the normality
assumption.
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Results

In this part; first the frequency distributions of socio-demographic information of children and
parents participating in the research are given, and then, findings of study variables in relation with the
self-regulation scores of the children are discussed.

Frequency distributions of socio-demographic information of children and parents participating in
the survey are given in Table 1.

Table 1.
Frequency Distributions Related to Socio-demographic Information.
Sociodemographic Information Qualifications n %
Gender of the child Girl 63 51.60
Boy 59 48.40
Total 122 100.00
Mother Education Status * Not literate 7 5.70
Primary school graduate 38 31.10
Secondary school graduate 28 23.00
High school graduate 34 27.90
Graduated from a University 15 12.30
Total 122 100.00
Father Education Status* Not literate - ---
Primary school graduate 46 37.70
Secondary school graduate 34 27.90
High school graduate 33 27.00
Graduated from a University 9 7.40
Total 122 100.00
Family Income Level 1000 TL and less --- ---
1001-2000 TL 41 33.60
2001-3000 TL 48 39.30
3001-4000 TL 19 15.60
4001 TL and more 14 11.50
Total 122 100.00
Number of Children in the Family 1 Child 19 15.60
2 Cildren 61 50.00
3 Cildren 30 24.60
4 Cildren and more 12 9.80
Total 122 100.00

* The person filling out the form on the Personal Information Form has been marked for both parents.

As shown in Table 1, the sample consists of 63 girls, 59 boys and their parents. When the educational
status of parents is examined; 5.70 % were not literate, 31.10 % were primary school graduates, 23.00 %
were middle school graduates, 27.90 % were high school graduates and 12.30% were university
graduates. It is seen that 37.70 % of the parents are graduates of primary school, 27.90 % are of middle
school, 27.00% are of high school and 7.40 % have university degrees. 33.60 % of the families have total
monthly incomes of TL 1001-2000, 39.32% of them are 2001-3000 TL, 15.60 % of them are 3001-4000 TL
and 11.50 % of them are 4001 TL and more. It was determined that 50.00% of the participating families
had two children, 15.60 % had one child, 24.60 % had three children and 9.80 % had more than four
children.

Table 2 shows the results of the subscales of the Pre-School Self-Regulation Assesment (PSRA) and
their scores on the sum of the children who participated in the study.
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Table 2.

Score Averages of Preschool Self-Regulation Assessment (PSRA).
Dimension N X Lowest Score Highest Score pp
Attention / Impulse Control 122 27.92 9.00 30.00 3.45
Positive Emotion 122 11.33 4.00 18.00 4.08
PSRA Total 122 39.26 26.00 48.00 4.72

The highest total score that children can get from Pre-school Self-Regulation Assesment (PSRA) Scale
consisting of totally 16 items is 48.00. While the average of self-regulation total scores of the children
participating in the study was X = 39.26. The highest score that can be taken from the subscale Attention
/ Impulse Control composed of 10 items is 30.00, while the mean scores of the children are X= 27.92.
Children's Attention / Impulse Control subscale scores are high. The highest score of Positive Emotion
subscale composed of 6 items is 18.00 and the average score of the children participating in the study
was X = 11.33.

Analysis of the scores of the Pre-School Self-Regulation Assesment Scale according to the gender of
the children participating in the survey are given in Table 3.

Table 3.

Preschool Self-Regulation Assessment for Children by Gender Mann Whitney U-Test Results.

Dimension Gender n Meanrank Sum of ranks U p

Attention / Impulse Control Girl 63 69.05 4350.00 1383.00 .01
Boy 59 53.44 3153.00

Positive Emotion Girl 63 64.80 4082.50 1650.50 .28
Boy 59 57.97 3420.50

PSRA Total Girl 63 69.93 4405.50 1327.50 .01
Boy 59 52.50 3097.50

p<.05

It is seen from Table 3 that there is a statistically significant difference between the scores of the
Attention / Impulse Control subscale of girls and boys (U = 1383.00, p = .01, p <.05). In this subscale, the
average score of the girls (X = 69.05) is significantly higher than the average score of the boys (X= 53.44).

When the average scores of positive emotion subscale were examined, there was a difference in
favor of the girls (female X = 64.80, male X= 57.97) but this difference between the scores was not
statistically significant (U = 1650.50; p = .28; p> .05). As shown in the PSRA total score average, girls (X =
69.93) had higher average scores than boys (X= 52.50) and there was a statistically significant difference
between the scores of two groups (U = 1327.50; p = .01; p <.01). Analysis results of the scores of the
children's Pre-school Self-regulatory Assesment Scale according to the education level of mothers are
given in Table 4.

Table 4 shows that, in the Attention / Impulse Control subscale, as the education levels of the
mothers increase, the scores of the children also increase. In this subscale; the mean scores of the
children whose mothers are illiterate are (X= 57.93), primary school graduates are (X= 54.70) and
secondary school graduates are (X= 55.68). It is seen that children whose parents are high school
graduates (X= 71.16) and university graduates (X= 69.37) have higher average scores in this subscale.
However, there is no statistically significant difference between the scores of the children in the
Attention / Impulse Control subscale according to the educational status of the mother as seen in Table
4 (x* =6.12; p = .19; p>.05).
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Table 4.
Kruskal Wallis H-Test Results of Preschool Self-Regulation Assessment Scores According to Education
Level of Mothers.

Dimension Education Level n Mean rank df X2 P
Attention / Impulse Not literate 7 57.93 4 6.12 .19
Control Primary school graduate 38 54.70
Secondary school graduate 28 55.68
High school graduate 34 71.16
Graduate from a University 15 69.37
Total 122
Positive Emotion Not literate 7 59.14 4 6.42 .17
Primary school graduate 38 59.57
Secondary school graduate 28 52.48
High school graduate 34 63.21
Graduate from a University 15 80.47
Total 122
PSRA Total Not literate 7 58.00 4 9.12 .06
Primary school graduate 38 56.41
Secondary school graduate 28 53.30
High school graduate 34 64.43
Graduate from a University 15 84.70
Total 122

When the scores from the Positive Emotion subscale were examined, it was found that the mothers
who were not literate (X=59.14), primary school graduate (X= 59.57), secondary school graduate
(X=52.48) and high school graduate (X=63.21) had lower scores than the scores of the mothers who are
university graduates (X=80.47), however, the difference between the scores was not statistically
significant ()(2:6.42; p =.17; p> .05). A similar distribution is observed when the total scores of PSRA
were analyzed according to the educational status of childrens’” mothers. It was seen that the average
scores of the children who’s mothers are not literate (X=58.00), primary school graduates (X=56.41),
secondary school graduates (X=53.30) and high school graduates (X=64.43) were very close to each
other. The scores of the children whose mothers are university graduates (X=84.70) were higher, but
there was no statistically significant difference between the self-regulation skill scores of the children
according to the educational status of their mothers ()(2:9.12; p =.06; p>.05).

Analysis results of the scores of the children's Pre-school Self-regulatory Assesment Scale according
to the education level of fathers are given in Table 5. In the Attention / Impulse Control subscale, Table
5 shows that the scores of children whose fathers are primary school graduate (X=54.49) are
significantly lower than the scores of children whose fathers are secondary school graduate (X=67.00),
high school graduate (X=64.20) and university graduate (X=66.67). However, as shown in Table 5, there
is no statistically significant difference between the scores of the children in the Attention / Impulse
Control subscale according to their fathers’ education level ()(2:3.34; p=.34; p>.05).

When the scores of Positive Emotion subscale are examined, similar to the first subscale, the scores
of children whose fathers are primary school graduate (X=57.80) are lower than the scores of children
whose fathers are secondary school graduate (X=64.32), high school graduate (X=62.18) and university
graduate (X=67.28). In this subscale, the difference between the average scores of the children
according to the educational level of the fathers was not statistically significant (x2=.98; p=.81; p>.05).

When the distribution of PSRA total scores according to education level of fathers is examined, some
differences are observed in the distribution. The average score of the children whose fathers are
primary school graduate is lower than all other groups (X=55.12). It is seen that the average scores of
the children whose fathers are secondary school graduate (X=67.31) and high school graduate (X=61.12)
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are close to each other. The scores of children whose father's are university graduates (X=73.56) are
higher than all other groups. There is no statistically significant difference between children's self-
regulation skill scores according to their fathers’ educational status ()(2:3.49; p=.32; p>.05).

Table 5.
Kruskal Wallis H-Test Results of Preschool Self-Regulation Assessment Scores According to Education
Level of Fathers.

Dimension Education Level n Mean rank df X2 p
Attention / Impulse  Primary school graduate 46 54.49 3 334 34
Control Secondary school graduate 34 67.00
High school graduate 33 64.20
Graduate from a University 9 66.67
Total 122
Positive Emotion Primary school graduate 46 57.80 3 98 .81
Secondary school graduate 34 64.31
High school graduate 33 62.18
Graduate from a University 9 67.28
Total 122
PSRA Total Primary school graduate 46 55.12 3 3.49 .32
Secondary school graduate 34 67.31
High school graduate 33 61.12
Graduate from a University 9 73.56
Total 122

Analysis results of the scores of the children's Pre-school Self-regulatory Assesment Scale according
to the total monthly income levels of their families are displayed in Table 6.

Table 6.
Kruskal Wallis H-Test Results of Preschool Self-Regulation Assessment Scores According to the Income of
the Family.

Dimension Monthly Income Levels n Mean rank df X2 p
Attention / Impulse 2000 TL and less 41 65.80 3 4.11 .25
Control 2001-3000 TL 48 53.91
3001-4000 TL 19 66.29
4001 TL and more 14 68.43
Total 122
Positive Emotion 2000 TL and less 41 55.28 3 6.68 .08
2001-3000 TL 48 59.85
3001-4000 TL 19 63.18
4001 TL and more 14 83.07
Total 122
PSRA Total 2000 TL and less 41 58.41 3 6.45 .09
2001-3000 TL 48 56.15
3001-4000 TL 19 66.82
4001 TL and more 14 81.68
Total 122

Table 6 presents the distributions of the children's scores from the PSRA subscales and the total
scale according to the monthly income level of the family. In the Attention / Impulse Control subscale,
there was no statistically significant difference between the income level of the family and the average
scores of the children (x?=4.11; p=.25; p>.05). In this dimension, it is observed that the children with
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families that have monthly income of 2001-3000 TL have the lowest scores (X=53.91). Apart from that,
the Attention / Impulse Control subscale scores of children from families of different income groups are
very close to each other (2000 TL and lower X=65.80, 3001-4000 TL X=66.29, 4001TL and more
X=68.43).

When the scores of Positive Emotion subscale are examined, it is seen that as the income level of the
family increases, children's scores also increase. The average of the children in the families with monthly
income below 2000 TL and less is (X=55.28) whereas the children in the families with the income
between 2001-3000 TL have the scores of (X=59.85), and the children in the families with the income
between 3001-4000 TL are seen to have scores as (X=63.18). The scores of children in the families with
income of 4001 TL and more (X=83.07) are significantly higher than the other groups but this difference
between the scores is not statistically significant (x?=6.68; p=.08; p>.05).

A similar distribution is also observed when the total scores of PSRA are analyzed according to
income level of the family. Average scores of children in families with a monthly income less than
2000TL (X=58.41) and the children in the families with an income between 2001-3000 TL (X =56.15) are
seen to be lowest. As the income level of the family increases, a significant increase in the average score
of the children is seen (3001-4000 TL X=66.82, 4001 TL and more X=81.68) but this difference between
the scores is not statistically significant (x?=6.45; p=.09; p>.05).

Findings on the analysis of the Pre-school Self-regulation Assesment Scale scores of the children
according to the number of children living in their family are given in Table 7.

Table 7.
Kruskal Wallis H-Test Results of Preschool Self-Regulation Assessment Scores According to Number of
Children in the Family.

Dimension Number of Children in the Family n Mean rank df X2 o]
Attention / Impulse 1 Child 19 72.63 3 7.25 .06
Control 2 Children 61 64.81

3 Children 30 54.85

4 Children 12 43.67

Total 122

1 Child 19 67.97 3 112 .77
Positive Emotion 2 Children 61 61.61

3 Children 30 59.77

4 Children 4 12 55.04

Total 122

1 Child 19 75.92 3 568 .13
PSRA Total 2 Children 61 61.45

3 Children 30 58.63

4 Children 4 12 46.08

Total 122

In Table 7, it can be seen that there is a relation between the number of children in the family and
the PSRA total scores and both subscale scores; as the number of children in the family increases the
scorres of children decreases. In the Attention / Impulse subscale, the average score of children in a
family with one child is (X=72.63) and the average score in these two child families falls rapidly as
(X=64.81), the average score in a family with three children is (X=54.85) and the average scores of
children in the families with four and more children are seen to be (X=43.67). The defined relation
between the number of children in family and the Attention / Impulse subscale scores was not found to
be statistically significant (x2=7.25; p=.06; p>.05).
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When the Positive Emotion subscale is examined; the average scores of children with one child
(X=67.97) are higher than the average scores of the families with more than one child. Families with two
children (X=61.61) families with three children (X=59.77) and families with four or more children
(X=55.04) had lower scores. In this subscale, as the number of children in the family increases, the mean
scores of positive emotions of the children decreases, but this variation in the scores of children due to
the number of children in the family is not statistically significant (x>=1.12; p=.77; p>.05).

A similar distribution is observed when the total scores of the PSRA are examined according to the
number of children in the family. It appears that there is a difference between the mean scores of the
children in families with one child (X=75.92) and the scores of children in the families with four children
and above (X=46.08). Children in single-child families have a higher total PSRA score. It is observed that
the scores of the children in the families with two and three children are significantly different from
those of the other two groups that are close to each other (Family with two children X=61.45, Family
with three children X=58.63), but this difference is not statistically significant (x>=5.68; p=.13; p>.05).

Discussion, Conclusion & Implementation

This study, which was conducted for the first time in North Cyprus, aimed at determining the self-
regulating skills of children in pre-school in North Cyprus and the variables affecting these skills, has
reached some important findings. In this section, the results of the findings of the research will be
discussed, the limitations considered to be related to the findings obtained will be emphasized and the
proposals will be presented for future research.

What are the Self-Regulation Skill Levels of Pre-School Children in North Cyprus?

It can be said that the children attending the study have a high level of attention / impulse control
ability when average scores from the Attention / Impulse subscale of PSRA is evaluated. Research
carried out with the children in Turkey by Findik Tanribuyurdu (2012) and Ertiirk Kara and Gonen (2015)
found that the attention / impulse control of the children is also high. It was observed that the average
scores of the Positive Emotion subscale of the children participating in this study were lower than the
results of Ertiirk Kara and Génen (2015) and Findik Tanribuyurdu (2012). It can be said that high values
for the PSRA total scores of the children participating in this study is mainly determined by the the
average scores obtained from the attention / impulse control subscale.

According to findings of related studies; the high level of behavioral regulation skills means that
children can keep an eye on a given task, follow directions and prevent inappropriate behavior.
Similarly, the high level of behavior adjustment skills is related to the high success of children in the
school, the development of learning skills, the ability to catch the necessary cues, to remember
directions, to focus on religion, and to censor irrelevant information (McClelland et al., 2007; Sektnan et
al,, 2011). Batum and Yagmurlu (2007) also found that children with inadequate behavioral and
emotional regulation had lower social skills. In the same study, it was stated that children with the
ability to regulate emotions also had behavioral regulation skills. According to Kopp (1982), the
emotional regulation system is nourished by the regulatory system of attention. From both
perspectives, it is important for the parents to be informed about the nature of the environment they
can provide their children with self-regulation skills. However, unlike the study findings, it was seen that
behavioral skills were high, even though emotional regulation skills of children participating in this study
were lower.

The first reason why emotional regulation skills of children participating in this research are lower
than behavior adjustment skills may be related to the academic learning skills of preschool education
programs implemented in schools that support achievement more than emotional and social
development. Thus, McCombs (2004) examined programs implemented in schoolsand determined that
social and emotional development are seen at secondary level according to academic learning and
achievement (cite in: Yasar, 2015). Considering that pre-school children learn strategies to regulate their
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emotions by watching and mimicking the strategies of empathizing with adults, one of the issues that
will be associated with the recent history of the Cypriot community in particular is the adoption of
parental approaches to children and especially a more conservative approach to child rearing (Cakirli,
2017; Farmer, 2018). This may be evaluated as a second reason for the fact that emotional regulation
skills of children participating in this research are lower than their behavioral skills. Depending on this
discussion, further study of parenting approaches and out-of-home interaction dynamics in future
studies may contribute to a better understanding of self-regulation development.

Do the Self-Regulation Skill Levels of Pre-School Children Differ according to Their Gender?

The findings of this study determined that girls' scores were higher in all conditions when they were
evaluated in terms of subscales and total scores of the Pre-School Self-Regulation Assesment Scale.
When examining the scores of attention/ impulse control subscale, it is seen that girls are more
successful than boys in terms of attention / impulse control skills. In terms of the average of the PSRA
total scores, the girls performed better than the boys in terms of self-regulation skills. On the positive
emotional sub-dimension, the difference is not significant, although girls 'scores are higher than boys'
scores.

There are a number of studies conducted early in the process of understanding the relationship
between the development of self-regulation skills and gender. In a developmental study conducted on
children aged 18, 30 and 42 months, it was stated that different variables and at various levels were
influencing the development of self-regulation skills of boys and girls, the path that boys and girls gain
self-regulation skills might differ and cultural beliefs and expectations about gender might be influencing
this process to some extent (Montry et al., 2016; Namba, Kawai, Tamai, Sasaki, Ishikawa, Obanawa,
Yamakawa, Tanaka and Yamamoto, 2015). Ivrendi (2011) found that children's self-regulation skills
differed by gender. Matthews, Ponitz and Morrison (2009) stated that girls' self-regulation skills are
higher in than in boys, In Kurbet’s study (2010), it was also found that girls' emotional regulation scores
were higher than boys emotional regulation scores. There are also contradictory findings in terms of the
relationship between the gender and the use of self-regulation skills of children in literacy. In a study
conducted by Jahromi and Stifter (2008) with children in the 4.5-5.5 age group, it was stated that the
self-regulation skills of children do not differ in terms of gender. In the study of Ertiirk Kara and Génen
(2015), 48-72 month children did not show any significant difference according to their gender in PSRA
mean scores. When the relationship between subscale and gender was examined in the same study, it
was determined that children did not show any significant difference in Attention / Impulse subscale but
that boys performed better in the Positive Emotion subscale, even if not statistically significant.
Understanding how children's self-regulating skills, especially starting from early ages, is a new field of
study and is developing rapidly. Considering the conflicting findings in the field of early childhood
development, especially in early childhood studies, it is necessary to carry out more studies on gender
related cultural values in order to better understand the differentiation of children's self-regulation skills
according to their gender.

Do the Self-Regulation Skill Levels of Pre-School Children Differ according to Education Level of
Parents?

When the self-regulating skills of the children participating in this study were examined in terms of
the educational status of their mothers, it has been observed that the self-regulated skills of the children
whose mothers are university graduates are higher than all other subcategories for mother education
level. When the self-regulation skills of children are examined by subscales; children with high self-
regulation skill scores in the attention / impulse control subscale were children of mothers that were
high school graduates and university graduates. When the mean scores of positive emotion subscale are
examined, it is seen that the children of university graduated mothers have significantly higher scores
than the other children. Although the difference between mother's education level and children's self-
regulation scores were not significant, it can be said that children's self-regulation skills are related to
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their mother's education level. It is thought that better-educated mothers may have the opportunity to
offer their children the information they have about child development and education and the
relationships they have established with their children.

When the literature about children's attention/impulse control and emotion regulation skills is
examined (Ertlirk Kara & Gonen, 2015; Montry et al.,2016), although maternal education status was not
related to the emotional regulation ability of the child the children of mothers with high education level
had significantly higher attention/impulse scores (Kurbet, 2010). From this point of view, the
relationship between the level of maternal education and the development of self-regulation skills in
children needs to be examined in more detail. Such a study is even more important, especially when the
findings of the study on the educational success of mothers on some of the advanced academic
achievements of the children are evaluated. This result should be evaluated carefully alltogether with
other results about male students low achievement in reading skills due to lower maternal education
level (Bondurant, 2010). Similarly, Ivrendi (2011) reported that pre-school children's behavioral
adjustment skills had an effect on mathematics (number) skills, and that maternal education
significantly affected the child's ability to regulate behavior. Given these and similar studies, there is a
need for more studies on the extent to which mothers 'education situations differ, and in what forms
children make difference in self-regulation skills, and in particular, the better understanding of the
possible effects of the mothers' education on the future educational success of the child. Understanding
this process will make a major contribution to the structuring of support trainings that will be given to
mothers during pre-school education.

In the study, it was seen that as the education level of the fathers as well as of the mothers
increased, the scores of the self-regulation ability of the children increased. It is observed that the mean
scores of children with fathers who are primary school graduates are lower than those children with
fathers that have other educational backgrounds in terms of all subscales and total score of PSRA.
Related literaure mostly refers to the education level of mothers and the effect of father’s education
level on childrens self-regulation development is limited. There is scarce research evidence related with
the fathers’ education level and child’s self-regulation skills (Ertiirk Kara & Génen, 2015). There are also
findings about the effect of education levels of fathers on children's readiness for primary education and
academic achievement. The pre-primary level of pre-school children with parents who were high school
and higher education graduates were found to be higher than those who were illiterate, literate and
primary school graduates (Erkan & Kirca, 2010). The education level of fathers seems to be important in
terms of the development of children's self-regulation skills and their future academic achievement. In
this respect, more attention should be paid to the education of parents in general in pre-school
education institutions in Cyprus, especially the participation of fathers in these trainings should be
supported. During parent education; parents should be informed about how to enrich their relationships
with their children, raise interest in their child's development needs, provide information about child
development and education, and how to spend time with their children and support their development.
Parents participating in these trainings are thought to be able to offer learning environments for their
children to acquire self-regulatory skills outside the school environment.

Do the Self-Regulation Skill Levels of Pre-School Children Differ according to Income Level of the
Family?

When the relationships between total monthly income levels of children's families and self-
regulation skills were examined, there was no significant difference between attention / impulse
control, positive emotion, and total scores of PSRA. However, when examining the total score of PSRA
for positive emotion subscale and overall scale, the higher the income level of the family, the greater the
self-regulation scores of children. Increasing opportunities may be the reason for the high level of self-
regulation skills, but more work needs to be done to understand why they concentrate on the positive
emotion subscale rather than attention / impulse control, if the income levels of the parents are thought
to have increased their opportunities for their children. Ivrendi's (2011) study also showed that monthly

503



Hatice Cemre DAGGUL, Ayse ISIK GURSIMSEK — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 491-522

income levels of the families did not affect children's mathematical performances. However, there are
also studies indicating that increase in the income levels of the families cause an increase of the
opportunities they offer their children (child care, food, home investment, learning materials, activities,
social activities and health services) and that this leads to the development of self-regulation skills of
children (Backer-Grondahl & Naerde, 2016). In this respect, the income level of the families should be
examined in more detail as an intermediate variable, to get a better understanding about the
differentation of the stimulative environment families of different income groups provide to their
children and the effects on self-regulatory skills.

Do the Self-Regulation Skill Levels of Pre-School Children Differ according to Number of Children in the
Family?

The self-regulation skills of the children according to the number of children living in the family
results determine that allthough no significant relation between two variables are found, as the number
of children in the family increased childrens mean scores in all subscales and total scores of PSRA
decreased. Particularly in single-child families, children's attention / impulse control scores were found
to be significantly higher than the others. When the positive emotion sub-dimension was examined, it
was found that the emotion regulation scores of the single-parent children were higher than the other
groups. As the number of children in the family diminishes, it can be thought that parents-to-children
invest more in material-spiritual investment, spend more quality time with their children, offer richer
development opportunities, and communicate more frequently. From this point of view, it would be
useful to examine parent-child mutual relations in accordance with different variables, including the
number of children in the family. When the literature was examined, there were not enough studies on
the self-regulating skills according to the number of children living in the family. Ertlirk Kara and Génen
(2015) examined the child's self-regulation skills according to the birth order; and concluded that the
attention / impulse control of the older brother / sister were higher, and also, children with older
brother / sisters had lower scores in positive emotion sub-dimension. Backer-Grondahl and Naerde’s
(2016) study reveal that, self regulatory skills are positively related with the number of children in the
family. In the study of Findik Tanribuyurdu (2012), as a result of the self-regulation skills of the children
during the birth, it was determined that the birth order was not effective on the children's self-
regulation skills.

The findings of this study, which was carried on for the first time in Cyprus and examined the self-
regulating skills of pre-school children, seem to provide important data for similar studies to be
undertaken in the future. Of course, like all studies, there are some limitations in this work.

In future studies, it is considered that attaining quantitative data as well as quantitative data related
to different variables will contribute to the related literature significantly.

The suggestions developed from the results of the study are given below:

1. The results of this study is limited with children at two national independent kindergardens. To get a
more holistic and representative results about self regulation skills of children at North Cyprus pre-
schools, working with an extended sample of schools and children is recommended.

2. Considering that children’s future academic achievements are effected by their self regulatory skills
(primary education skills, math skills, literacy skills, social skills and relationships); the effectiveness
of the results in this study for predicting the academic achievement of children in this study with
different self regulatory scores can be monitored via conducting longitudinal studies.

3. Since the findings in this study are limited to the method used, more extensive quantitative and
qualitative studies using multiple measurement techniques should be undertaken.

4. Due to the study findings, as the education level of parents increased the self-regulation scores of
the children increased also. It is recommended that, starting from early years, greater emphasis
should be placed on mother and father trainings and family involvement studies in preschool
educational institutions in North Cyprus in terms of improving self-regulatory skills of children.
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5. In the educational programs organized for pre-school educators, elements to support the
development of self-regulation (such as supporting and enriching games, telling stories, building
blocks, art and drawing, motor activities, supporting readiness to read) should be mentioned in more
detail.

6. In order to emphasize the importance of pre-school education for the development of children,
various evaluation and monitoring studies can be carried out which compare the self-regulation skills
of children who did or didn’t receive pre-school education.
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Tiirkge Siiriim

Girig

Oz diizenleme, igerigindeki “6z” eki sebebiyle her ne kadar bireysel bir kavram olarak algilansa da,
o6grenmeyi sosyal bir olgu olarak tanimlayan pek ¢cok kurama goére 6z diizenlemenin gerceklesmesinde ve
gelisiminde bireyin iginde bulundugu sosyal ve kiiltiirel c¢evre 6nemli bir yere sahiptir. Ailelerin
cocuklarina bakis agilari, onlara yonelik hedefleri, beklentileri, ailedeki otoritenin yapisi gibi etkenler
¢ocugun Ogrenen bir birey olarak kendini nasil algiladigini sekillendirir (McCaslin & Murdock, 1991;
Aktaran: Sakiz & Yetkin Ozdemir, 2014). Cocugun icinde yasandigi aile yapisinin, anne-babalarin gesitli
sosyodemografik ozelliklerinin ve ebeveynlik yeterliliklerinin ¢ocugun 6grenmesinde ve 6z diizenleme
becerilerinin gelisiminde farkl bicim ve dizeylerde etkisi bulunmaktadir (Montry, Bowles, Skibbe,
McClellenad & Morrison, 2016).

Oz diizenleme kavrami, ilk kez sosyal bilissel kuramin kurucusu Bandura tarafindan, bireyin kendi
davranislarini gozleyip, kendi dlcitleriyle karsilastirarak degerlendirebilmesi ve kendini pekistirerek ya da
cezalandirarak davranigini diizenleyebilmesi olarak tanimlanmistir (Senemoglu, 2013). Sosyal bilissel
kurama gore 6z diizenleme, sosyal ortamlarda modellerin gézlemlenmesiyle baslamakta, taklit veya
Ozenilen davranislar zaman iginde igsellestirilerek bireylerin kendi davranis bigimleri haline
dénusmektedir. Cocuklar ev temelli bakimdan formal egitimin verildigi okula basladigi zamanda, daha
yapilandiriimis bir ortama girmektedirler. Bu gibi ortamlarda ¢ocuk, sosyal yeterlikleri ve 6z diizenleme
becerilerinin etkili bicimde kullanimina yonelik taleplerle karsi karsiya kalmaktadir (McClelland &
Cameron, 2011). Oz diizenleme gelisimi ile cocuk bu yeni beklentiler karsisinda denge kurmaktadir
(Denham, Warren- Khot & Perna, 2012).

Zimmerman (1989) gibi sosyo-bilissel kuramcilara gore g¢ocuklar, 6gretmenlerinin, anne babalarinin
veya baskasinin yonergelerine uymak yerine, etkinliklere aktif bicimde katilarak kendi kendilerini
dizenlerler. Zimmerman (2000)'a gore 6z diizenleme, bireylerin yalnizca gevresel olaylar karsisinda
kendi davranislarini yliritme becerisini degil, ayni zamanda bu beceriyi uygun kosullarda kullanabilmek
icin gerekli bilgi edinmeyi zorunlu kilmaktadir. Ona gore 6z dlizenleme, kisisel amaglara ulasmak igin
planlanan ve yonlendirilen diislinceler, duygular ve eylemlerle ilgilidir.

Oz diizenlemeye iliskin sosyal bilissel kurama dayali bir diger tanimlama Pintrich tarafindan
yapilmistir ve yaygin olarak kullanilmaktadir. Pintrich (2000), gelistirdigi tanimda 6z diizenlemeyi,
“Ogrencilerin kendi 6grenme amaglarini belirledikleri, bilislerini, motivasyonlarini ve davraniglarini
diizenlemeye c¢alistiklari, amaglari ve cevrelerindeki baglamsal o6zellikler tarafindan yonlendirilip,
sinirlandirildiklari, etkin ve yapici bir siire¢” olarak betimlemistir (Aktaran: Uredi ve Erden, 2009).
Polnariev’'e gore (2006), bu beceri pek ¢ok faktori iceren etkilesimler yolu ile gelismektedir. Dolayisiyla
cocuklarin 6z dlzenleme becerilerinin gelisim sirecinde, sosyal cevrelerinin etkisini géz onlinde
bulundurmak bu gelisim sirecinin etkililigi acisindan biyik énem tasimaktadir (Aktaran: Yildiz, Ertiirk
Kara, Findik Tanribuyurdu & Génen, 2014; Zeman, Cassono, Parrish & Stegall, 2006).

Alanyazin incelendiginde, genel olarak arastirmacilarin, 6z dizenlemeyi “davranissal”, “bilissel” ve
“duygusal” olarak tg¢ farkh boyutta tanimladiklari gorilmektedir (Calkins & Fox, 2002; Smith-Donald,
Raver, Hayes & Richardson, 2007). Davranissal diizenleme dikkat, isler bellek, engelleyici kontrol gibi
bilissel yetenekleri davranisa uygulayabilme yetenegi olarak tanimlanmakta (Blair, Zelazo & Greenberg,
2005; Sektnan, McClelland, Accok & Morrison, 2010) ve verilen bir gorev lzerinde dikkati strdirme,
yonergelere uyma ve uygun olmayan davranislari engelleme gibi yetenekleri icermektedir (McClelland,
Cameron, Connor, Farris, Jewkes & Morrison, 2007; Morrison, Ponitz & McClelland, 2010). Cocugun
belirli etkinlikleri erteleyerek dissal yonlendirmelere uyum saglayabilmesi, es zamanli olarak kendi
davraniglarini izleyebilmesi ve davranislarindan geribildirim alabilmesi davranissal kontroliin
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gostergeleridir (Brownell & Kopp, 2010). Davranissal kontrol sireglerinin gocukluk déneminde gocugun
uyumuyla ilgili islevselligi destekledigi ve g¢ocugu sosyal ortamlarda basarisizliktan korudugu
arastirmalarda vurgulanmaktadir (Brownell & Kopp, 2010; Eisenberg, Cumberland, Spinrad, Fabes,
Shepard, Reiser, Murphy, Losoya & Guthrie, 2001). Morrison vd. (2010), davranis diizenlemede basarisiz
olan gocuklarin okulda basarisiz olma riskini tasidigi belirtmektedir. Ayrica, davranislarini diizenlemede
basarili olan gocuklarin sosyal islevlerde de daha basarili olduklari gérilmektedir. Von Suchodoletz,
Trommsdorff, Heikamp, Wieber ve Gollwitzer (2009) da davranis diizenlemenin akademik performans ve
olumlu sinif davranisti ile pozitif yonde iliskili oldugunu belirtmislerdir.

Oz diizenlemede bilisin rolii daha ¢ok bilginin islenmesi, hatirlanmasi ve ezberlenmesi ile ilgilidir
(Yurak, 2014). Bilissel diizenleme, ciktilara dikkat ederek ve basarisiz ¢abalari yeniden yonlendirerek bir
amaca dogru ilerlemenin sirekli denetlenmesi sireci olarak tanimlanmaktadir (Berk, 2013). Bilissel
diizenlemenin temel 6gesinin dikkat diizenleme oldugu séylenebilir. Dikkat; bireyin bilissel, duygusal ve
sosyal bilesenlerini de g6z 6niinde bulundurarak “belirli bir durum karsisinda davranislarini diizenleme
becerisi” olarak tanimlanir ve 6z diizenlemenin biiyik bir bélimini olusturur (Ruff & Rothbart, 1996;
Aktaran: Rueda, Posner & Rothbart, 2011). Dikkati diizenleme sirecinin dnemli bir pargasi da yuratici
islevlerdir (executive functions). Welsh, Nix, Blair, Bierman ve Nelson (2010), yas ortalamasi elli dort ay
olan okul 6ncesi ¢ocuklarda yirutiict islev yetenekleri ve kelime-sayi bilgisi kazanimi arasindaki iligkiyi
incelemek amaciyla gergeklestirdikleri arastirmada bilissel diizenlemenin sayi ve harf bilgisi ile iligkisi
oldugunu belirlemislerdir. Welsh vd. (2010), bilissel diizenlemenin, dil gelisimi kontrol edildiginde dahi
matematik ve okuma bilgisi lzerinde 0zglin katkisi oldugunu belirtmektedirler. Ayrica, yuritlca
islevlerde dezavantajli olan c¢ocuklarin okuma ve matematikte Ogrenme giglikleri cektigi de
gorilmektedir (Blair, 2006).

Duygusal diizenleme; bir ¢ocugun heyecan, gerginlik ya da stres verici durumlarda duygularini
yonetebilmesi, hedeflere erismek i¢in duygusal uyariimalarini engelleyebilmesi, siirdiirebilmesi ve
diizenleyebilmesi olarak tanimlanmaktadir (Eisenberg, Fabes, Shepard, Murphy, Guthrie & Jones, 1997;
Eisenberg, Liew & Pidada, 2004; Kopp, 1982;Smith-Donald vd., 2007). Calkins (2007), “kendini
diizenleme”nin genel olarak kontrol mekanizmalarinin bitinltgini ifade ettigini ve ¢ocugun bu yolla
ozerkligini kazanarak gevreye uyum saglamasi icin islevsel degeri oldugunu belirtmistir. Ayrica, Eisenberg
(2005) de, kendini diizenlemenin ¢ocugun sosyal etkilesiminin kalitesini ve 6grenme kapasitesini
etkiledigini ileri sirmektedir. Oz diizenleme becerisine yiiksek diizeyde sahip olmanin, aralarinda sosyal
becerinin (Fabes & Eisenberg, 1992), okula hazir bulunusluk ve akademik basarinin (Smith-Donald vd.,
2007), dayanikliigin (Luthar, Cicchetti & Becker, 2000) da oldugu sayisiz olumlu gelisimsel kazanimlarla
iliskili oldugu belirlenmistir.

Alanyazin incelendiginde, cocuklarin 6z diizenleme becerilerinin gelisiminde farkl degiskenlerin etkili
olduguna yénelik cesitli bulgulara rastlanmaktadir. ilgili calismalarda ¢ocugun cinsiyetinin 6z diizenleme
becerisi ile iliskili oldugu (Montry vd.,2016) ve kizlarin erkeklere gore daha yliksek 6z dizenleme
becerisine sahip olduklari (Matthews vd.,2009; McClelland vd.,2007) yéniinde bulgulara ulasiimistir.
Cocugun yetistigi aile ortami ve sunulan gelisim firsatlarinin da 6z diizenleme becerisinin gelisimi
Uzerinde etkide bulundugu gorilmektedir.Diisiik sosyo-ekonomik diizey (Montry vd., 2016; Tominey &
McClelland, 2011) ile ebeveyn egitiminin alt dizeyde oldugu durumlarda (Sektnan vd., 2011; Tominey &
McClelland, 2011), aile icinde gocuga saglanan kaynaklarin yanisira ebeveyn-cocuk iliskisinin de olumsuz
yonde etkilendigi belirtilmektedir (Mintz, Hamre & Hatfield, 2011).

Oz diizenleme ile ilgili alanyazindaki ¢alismalarda ana baba davranislarini etkileyen temel
unsurlardan (Brooks- Gunn & Duncan, 1997; Conger, Ge, Elder, Lorenz & Simons, 1994; Conger,
McCarty, Yang, Lahey & Kropp, 1984; McLoyd,1998: Aktaran: Baydar, Ak¢inar & imer, 2012) olan sosyo-
ekonomik 6zelliklerin incelenmesi dikkat cekmektedir. Baydar, Akginar ve imer (2012), cocugun cinsiyeti,
anne-baba egitim durumu, ailenin geliri, ailedeki ¢ocuk sayisi ve dogum sirasi gibi 6zelliklerin timiinin
cocuga saglanan kaynaklarin niteligi ve niceligi, saglanan destek, ebeveynlerin ana-babalik hedefleri ve
davranislari ile iliskili oldugunu belirtmektedir. Cocuga aileden gelen bu maddi ve iliskisel yatirimin 6z
diizenlemenin gelisiminde 6nemli oldugu savunulmaktadir.
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Findik Tanribuyurdu’nun (2012) Tarkiye’de yurattigu ¢alismada, ¢ocuklarin yaslari ile 6z diizenleme
becerileri arasinda dogru orantili bir artis saptandigi, bunun yani sira cinsiyet, cocuklarin devam ettikleri
okul 6ncesi egitim kurumunun tirl, anne-baba yasi ve dogum sirasi degiskenleri ile ¢ocuklarin 6z
duzenlemeleri arasinda ise anlamli bir iliski olmadigi belirlenmistir. Ertlirk Kara ve Goénen’in (2015)
calismalarinda, 6z diizenleme puanlarinin cinsiyete gore farklilasmadigi; agabeyi/ablasi olan gocuklarin
olumlu duygu puanlarinin daha dusik, dikkat/dirtid puanlarinin daha yiksek oldugu; 48-60 aylk
cocuklarin olumlu duygu puanlarinin 60-72 aylik ¢cocuklara kiyasla daha yiiksek oldugu; anne 6grenim
durumunun ylksek oldugu cocuklarin dikkat/durti puanlarinin; baba 6grenim durumu yiiksek olan
gocuklarin ise hem dikkat/durti hem olumlu duygu puanlarinin daha yiiksek oldugu belirlenmistir.

Kuzey Kibris'ta okul 6ncesi donemdeki ¢ocuklarin 6z diizenleme becerilerinin ve bu becerilerini
etkileyen degiskenlerin belirlenmesi amaciyla yapilan ve Kuzey Kibris'ta ilk kez gergeklestirilmis olan bu
calismanin ileride yapilacak benzer calismalara ve Kuzey Kibris egitim sisteminde gerceklestirilecek
egitimsel diizenlemelere katkida bulunacagina inanilmaktadir. Bu c¢alismanin temel problemi, “Okul
oncesi donemdeki cocuklarin 6z diizenleme beceri dizeyleri gesitli degiskenlere gére anlamli bicimde
farkhlasmakta midir?” olarak belirlenmistir.

Belirlenen problem cimlesi dogrultusunda, ¢alisma kapsaminda asagidaki alt problemlere cevap
aranacaktir:
1. Okul 6ncesi donem cocuklarinin 6z diizenleme beceri diizeyleri nedir?

2. Okul 6ncesi donemdeki ¢cocuklarin 6z diizenleme beceri diizeyleri;

Q

Cinsiyetlerine,

Anne-baba egitim durumuna,

Ailenin gelir diizeyine,

. Ailedeki cocuk sayisina gore farklilasmakta midir?

o o o

Yontem
Arastirmanin Deseni

Bu calisma, gozlenebilir, arastirilabilir, 6l¢tlebilir ve analiz edilebilir veriler Gizerinden islem yapilmis
olmasi agisindan nicel bir arastirmadir. Okul 6ncesi donemdeki ¢ocuklarin 6z diizenleme becerileri
incelendiginden betimsel tarama modeline dayali bir arastirmadir. Tarama arastirmalari bir grubun belirli
ozelliklerini belirlemek igin verilerin toplanmasini amaglayan c¢alismalardir (Buyukoztirk, Kilhig Cakmak,
Akglin, Karadeniz, & Demirel, 2014).

Evren ve Orneklem

Calisma, arastirma evrenini temsilen Kuzey Kibris’in Lefkosa ve Girne ilgesinde bulunan; MEB’e bagli
olarak galisan iki bagimsiz anaokulunda, yaslari 48-72 ay arasinda dagilan 63 kiz ve 59 erkek toplam 122
tane cocuk ve 122 ebeveyn (84 anne ve 38 baba) ile yiriitiilmistiir. Orneklem, arastirmanin amacina
bagl olarak bilgi ve veri toplama agisindan zengin bir 6rneklem grubu olmasi ve 6grenci sayisi nedeniyle
ilgili ilcelerdeki bagimsiz anaokullarindan seckisiz olmayan oOrnekleme yéntemlerinden amagsal
ornekleme yaklasimiyla belirlenmistir.

Arastirmaya katilan c¢ocuklarin ve anne-babalarin sosyodemografik bilgilerine iliskin frekans
dagilimlari bulgular béliiminde Tablo 1’de verilmistir.

Veri Toplama Araglari

Okul Oncesi Oz Diizenleme Olgedi (0ODO6): Smith-Donald vd. (2007) tarafindan gelistirilen Okul
Oncesi Oz Diizenleme Olgegi, performansa dayali degerlendirme yapilmasini saglayan bir lgme aracidir.
Olgegin Tiirkge’ye uyarlama calismasi Findik Tanribuyurdu (2012) tarafindan yapilmistir. Olgek, cocugun
yerine getirmesi beklenen gorevlere dair uygulayici rehberi ve uygulayici degerlendirme formu olmak
lizere iki temel béliimden olusmaktadir. ilk bdlimde cocuklarin 6z diizenleme performanslarini
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degerlendirmek lizere bir araya getirilmis 9 gérev yer almaktadir. Cocuklarin hazzi erteleme diizeylerinin
belirlenmesi amaciyla Sekerleme Saklama, Dil Uzerinde Sekerleme Tutma, Oyuncak Paketleme ve
Bekleme, gorevleri kullaniimaktadir. Denge Tahtasi, Kule Yapma ve Kalem Tiklatma gorevleri, cocuklarin
yonergeleri takip edebilme siireglerine isaret eden yirGticl kontrollerini 6lgmek tizere uygulanmaktadir
(Murray & Kochanska, 2002; Smith-Donald vd., 2007). Kule Toplama, Oyuncak Ayirma ve Oyuncagi Geri
Verme gorevleri ise ¢ocuklarin sosyal uyum becerilerini degerlendirmektedir. Olgcegin ikinci bolimini
olusturan Uygulayici Degerlendirme Formu (PSRA Assessor Report Examiner Rating Scale) ise,
uygulayiciya, ¢ocugun duygu, dikkat diizeyi ve davranislarini uygulayici-cocuk etkilesimine dayanarak
degerlendirme olanagi sunmaktadir. Olgegin uygulamasi icin uygulayici ve ¢ocugun birebir calisabilecegi
uygun bir ortam hazirlanmasi gerekmektedir. Uygulama sirasinda cocugun performansi 6lgegin kodlama
sayfasinda s6z konusu gorev icin ayrilan bélime kaydedilmektedir.

Degerlendirme, her ¢ocuk icin, ortalama olarak 20 dakika sirmektedir. Uygulama tamamlandiktan ve
cocuk degerlendirme ortamindan ayrildiktan sonra uygulayici, kodlama sayfasina kaydedilen verilere
dayanarak ¢ocugun performansini Uygulayici Degerlendirme Formu ile degerlendirmektedir. Uygulayici
Degerlendirme Formu, 0’dan 3’e kadar puanlanarak kullanilan maddelerden olusan rubrik tipi bir 6lgme
aracidir. Maddelerde davranis gostergeleri yer almaktadir ve 0 en diisiik puani, 3 ise en yiksek puani
ifade etmektedir. Ancak, uygulayici glivenirligi icin 6lgege yerlestirilmis bazi maddelerde bu puanlama
sistemi tersine calismaktadir. 16 maddeden olusan Okul Oncesi Oz Diizenleme Olgegi’nin (0ODO) 10
maddeden olusan Dikkat/Durti Kontroli alt boyutunda alinabilecek en yiiksek puan 30.00, 6 maddeden
olusan Olumlu Duygu alt boyutunda alinabilecek en yiiksek puan 18.00°dir. OODO’niin tamami
degerlendirildiginde ise g¢ocuklarin alabilecegi en yiiksek puan 48.00°dir. Alt boyutlardan ve olgegin
tamamindan alinabilecek en diisiik puan 0.00’dir. Olgegin uyarlama galismasinda orijinalinde gosterdigi
faktor yapisini Tirkiye’de de benzer ozellikler gosterdigi belirlenmis; Dikkat/Dirti Kontrolii alt
boyutunda cronbach alpha giivenirlik katsayisi .88; Olumlu Duygu alt boyutunda .80 ve Olgegin
tamaminda ise .83 olarak saptanmistir (Findik Tanribuyurdu, 2012).

Bu calismada ise, arastirmaci tarafindan 6lgegin 6lgmek istedigi 6zelligi ne derece dogru olgtigi ile
ilgili olan ve tutarllik olarak da tanimlanan glivenirligi belirlemek icin yapilan analizlerde; ilk faktor olan
ve 10 maddeden olusan Dikkat/Durtl Kontolli boyutuna iliskin cronbach alpha guivenirlik katsayisi .85,
ikinci faktor olan ve 6 maddeden olusan Olumlu Duygu boyutuna iliskin cronbach alpha glvenirlik
katsayisi .88 ve oOlgegin tamamina iliskin cronbach alpha glivenirlik katsayisi .72 olarak saptanmistir. Bu
calisma kapsaminda belirlenen bu degerler, 6l¢cegin cocuklarin 6z dizenleme becerilerini 6lgme
acisindan giivenirliginin yuksek oldugunu géstermektedir.

Kisisel Bilgi Formu: Arastirmaci tarafindan hazirlanan Kisisel Bilgi Formu, arastirmaya katilan ¢gocugun
ebeveyni hakkinda kisisel bilgileri ve ¢ocugun yasadigi ailenin sosyoekonomik durumunu belirlemek
amaciyla cesitli sorulari icermektedir. Formda, ebeveynlerin farkli sosyodemografik ozelliklerini
yansitacak 5 adet se¢enekli soru (cocugun cinsiyeti, anne-baba egitim durumu, ailenin aylk toplam geliri,
ailedeki cocuk sayisi) bulunmaktadir. Anne ve babanin egitim durumlari ile ilgili soru, Kisisel Bilgi
Formu’nu dolduran ebeveyn tarafindan hem kendisi hem de esi icin isaretlenmistir.

Verilerin Toplanmasi

Olgme araclari, her iki anaokulunda da ayni fiziksel kosullar saglanarak ve arastirma etigi kurallarina
uyularak uygulanmistir. Eve gonderilen izin formuyla ebeveyninden onay alinan ve Kisisel Bilgi Formu
doldurulan her ¢ocuga arastirmaci tarafindan Okul Oncesi Oz Diizenleme Olgegi uygulanmistir. Okul
Oncesi Oz Diizenleme Olcegi geregince uygulama yapildiktan sonra “Kodlama Sayfasi”’ndaki tiim
verilerin eksiksiz oldugu kontrol edilmis ve her ¢ocuk icin, “Uygulayici Degerlendirme Formu” uygulayici
tarafindan gocugun performansina bagli olarak doldurulmustur. Toplanan veriler numaralandirilarak
kaydedilmistir.
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Verilerin Analizi

Okul Oncesi Oz Diizenleme Olgegi ve Kisisel Bilgi Formu’yla toplanan veriler SPSS 22 paket
programinda analiz edilmistir. ilk olarak, Okul Oncesi Oz Diizenleme Olgegi’'nde yer alan 16 maddeden
elde edilen toplam puanlar Uzeriden normallik testi yapilmistir. Yapilan Kolmogorov-Smirnov testi
sonucunda dagihmin normal olmadigi saptanmistir (p<.05). Benzer bigcimde basiklik ve carpikhk
katsayilari incelenmis ve dagilimin normal dagilim icin kabul edilebilir degerler arasinda olmadigi
gorilmustir (Dikkat/durtl boyutu carpiklik =-2.89; basiklik=10.14, Olumlu duygu boyutu carpiklik=-.19;
basiklik=-1.27, Toplam c¢arpiklik=-.39; basiklik=-.58).

Dagilimin normal olmamasindan kaynakli olarak Okul Oncesi Oz Diizenleme Olgegi’'nden alinan
puanlarin analizinde parametrik olmayan testlerden Mann-Whitney U-testi kullaniimistir. Okul Oncesi Oz
Diizenleme Olgegi'nden elde edilen puanlarin degiskenlere gére analizinde gerekli durumlarda, veri
setinin normallik varsayimini karsilamamasi durumunda Kruskal Wallis testi de kullanilmistir.

Bulgular

Bu bolimde, arastirmaya katilan cocuklarin ve ebeveynlerin sosyodemografik bilgilerine iliskin
frekans dagilimlar ve okul dncesi donemdeki ¢ocuklarin 6z diizenleme becerilerinin bu degiskenler
acgisindan incelenmesine iligkin bulgulara yer verilmistir. Arastirmaya katilan ¢ocuklarin ve ebeveynlerin
sosyodemografik bilgilerine iliskin frekans dagilimlari Tablo 1’de verilmistir.

Tablo 1.
Sosyodemografik Bilgilere iliskin Frekans Dadilimlari.
Sosyodemografik Bilgiler  Nitelikler n %
Cocugun Cinsiyeti Kiz 63 51.60
Erkek 59 48.40
Toplam 122 100.00
Anne Egitim Durumu* Okur-yazar degil 7 5.70
ilkokul mezunu 38 31.10
Ortaokul mezunu 28 23.00
Lise mezunu 34 27.90
Universite mezunu 15 12.30
Toplam 122 100
Baba Egitim Durumu* Okur-yazar degil - -
ilkokul mezunu 46 37.70
Ortaokul mezunu 34 27.90
Lise mezunu 33 27.00
Universite mezunu 9 7.40
Toplam 122 100.00
Aile Gelir Diizeyi 1000 TL ve alti - -
1001-2000 TL 41 33.60
2001-3000 TL 48 39.30
3001-4000 TL 19 15.60
4001 TL ve (st 14 11.50
Toplam 122 100.00
Ailedeki Cocuk Sayisi 1 Cocuk 19 15.60
2 Cocuk 61 50.00
3 Cocuk 30 24.60
4 Cocuk ve lzeri 12 9.80
Toplam 122 100.00

* Kisisel Bilgi Formu’nda formu dolduran kisi tarafindan anne-babanin her ikisi icin isaretleme yapilmistir.
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Tablo 1’de gorildGgi gibi, arastirmaya 63 kiz, 59 erkek c¢ocuk ve bu cocuklarin anne veya
babalarindan olugan 122 ebeveyn katilmigtir. Ebeveynlerin egitim durumlarina bakildiginda; arastirmaya
katilan g¢ocuklarin annelerinin, % 5.70’inin okur-yazar olmadigl, % 31.10’unun ilkokul mezunu, %
23.00°inin ortaokul mezunu, % 27.90’Inin lise mezunu ve % 12.30’unun Universite mezunu olduklari
gorulmektedir. Babalarinin % 37.70’inin ilkokul, % 27.90’inin ortaokul, % 27.00’sinin lise ve % 7.40’Inin
Universite mezunu olduklari gérilmektedir. Ailelerin % 33.60inin 1001-2000 TL, % 39.32’(inin 2001-
3000 TL, % 15.60’inin 3001-4000 TL ve % 11.50’nin 4001 TL ve Ustd toplam aylik gelirleri bulunmaktadir.
Bu calismaya katilan ailelerin % 50.00si iki cocuk sahibi iken, % 15.60inin tek ¢ocugu, % 24.60’inin (g
gocugu ve % 9.80’inin dortten fazla cocugu oldugu saptanmistir.

Tablo 2’de, arastirmaya katilan ¢ocuklarin Okul Oncesi Oz Diizenleme Olcegi’'nin (0OODQ) alt
boyutlarindan ve toplamindan aldiklari puanlar ile ilgili sonuglara yer verilmistir.

Tablo 2.

Calismaya Katilan Cocuklarin Okul Oncesi Oz Diizenleme Olcegi (OODO) Puan Ortalamalari.
Boyut n X En Diisiik Puan En yiiksek Puan ss
Dikkat/Diirti Kontroli 122 27.92 9.00 30.00 3.45
Olumlu Duygu 122 11.33 4.00 18.00 4.08
00DO Toplam 122 39.26 26.00 48.00 4.72

16 maddeden olusan Okul Oncesi Oz Diizenleme Olceginin (OODO) tamami degerlendirildiginde
cocuklarin alabilecegi en yiiksek puan 48.00’dir. Tablo 2’de, OOD(O’den alinabilecek en yiiksek puan
48.00 iken calismaya katilan cocuklarin 6z diizenleme toplam puan ortalamalarinin X=39.26 oldugu
goriilmektedir. 0ODO’'niin 10 maddeden olusan Dikkat/Diirtli Konrolii alt boyutunda alinabilecek en
yiksek puan 30.00 iken cocuklarin puan ortalamalarinin X=27.92 oldugu gérilmektedir. Cocuklarin
Dikkat/Durtl Kontrolu alt boyutu puanlari yiiksektir. 6 maddeden olusan Olumlu Duygu alt boyutunda
cocuklarin alabilecekleri en yiiksek puan 18.00 iken galismaya katilan ¢ocuklarin puan ortalamalarinin
X=11.33 oldugu goériilmektedir.

Arastirmaya katilan gocuklarin cinsiyetlerine gére Okul Oncesi Oz Diizenleme Olgegi'nden aldiklari
puanlarin analizleri Tablo 3’te verilmistir.

Tablo 3.

Cocuklarin Cinsiyetlerine Gére Okul Oncesi Oz Diizenleme Olgcedi Mann Whitney U-Testi Sonuglari.
Boyut Cinsiyet n SiraOrt. Sira Toplami U p
Dikkat/Durti Kontroli  Kiz 63 69.05 4350.00 1383.00 .01

Erkek 59 53.44 3153.00
Olumlu Duygu Kiz 63 64.80 4082.50 1650.50 .28
Erkek 59 57.97 3420.50
00DO Toplam Kiz 63 69.93 4405.50 1327.500 .01
Erkek 59 52.50 3097.50
p<.05

Tablo 3 incelendiginde, kiz gocuklari ile erkek g¢ocuklari arasinda Dikkat/Durtii Kontroli alt
boyutundan aldiklari puanlar agisindan istatistiksel olarak anlamh bir fark oldugunu goriilmektedir
(U=1383.00; p=.01; p<.05). Bu alt boyutta kizlarin puan ortalamasi (X=69.05) erkeklerin puan
ortalamasindan (X=53.44) anlamli diizeyde yiiksektir.

Olumlu Duygu alt boyutuna iliskin puan ortalamalari incelendiginde, puanlar arasinda yine kizlar
lehine bir farklilik saptanmis (kizlar X=64.80, erkekler X=57.97) ancak puanlar arasindaki bu farklilik
istatistiksel olarak anlamh bulunmamistir (U=1650.50; p=.28; p> .05)

00DO toplam puan ortalamalarindan gériildiigi gibi yine kiz cocuklar (X=69.93) erkek cocuklarindan
(X=52.50) daha yiiksek puan ortalamalarina sahiptirler ve iki grup puanlari arasinda istatistiksel olarak
da anlamh bir fark bulunmaktadir (U=1327.50; p=.01; p<.01).
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Arastirmaya katilan annelerin egitim durumlarina gére cocuklarinin Okul Oncesi Oz Diizenleme
Olgegi’'nden aldiklari puanlarin analizleri Tablo 4’te verilmistir.

Tablo 4.
Annelerin E§itim Durumlarina Gére Okul Oncesi Oz Diizenleme Olgedi Kruskal Wallis H-Testi Sonuglari.
Egitim Durumlari n SiraOrt. sd X2 p
Dikkat/Durti Okur-yazar degil 7 57.93 4 612 .19
Kontrolii ilkokul mezunu 38 54.70
Ortaokul mezunu 28 55.68
Lise mezunu 34 71.16
Universite mezunu 15 69.37
Toplam 122
Olumlu Duygu Okur-yazar degil 7 59.14 4 6.42 17
ilkokul mezunu 38 59.57
Ortaokul mezunu 28 52.48
Lise mezunu 34 63.21
Universite mezunu 15 80.47
Toplam 122
00DO Toplam Okur-yazar degil 7 58.00 4 912 .06
ilkokul mezunu 38 56.41
Ortaokul mezunu 28 53.30
Lise mezunu 34 64.43
Universite mezunu 15 84.70
Toplam 122

Tablo 4’te Dikkat/Durtl Kontroll alt boyutunda annelerin egitim dizeyleri yukseldikge ¢ocuklarin
puanlarinda da yiikselme oldugu goriilmektedir. Bu alt boyutta; annesi okur-yazar olmayan (X=57.93),
ilkokul mezunu olan (X=54.70) ve ortaokul mezunu olan (X=55.68) cocuklarin puan ortalamalarinin
oldukga yakin oldugu; annesi lise mezunu olan (X=71.16) ve Universite mezunu olan (X=69.37)
cocuklarin bu alt boyutta puan ortalamalarinin daha yiksek oldugu goriilmektedir. Ancak, yine Tablo
4’te goruldugi gibi annelerin egitim durumlarina gére ¢ocuklarinin Dikkat/Durti Kontroli alt boyutunda
aldiklari puanlar arasinda istatistiksel olarak anlaml bir farklilasma bulunmamaktadir (x*=6.12; p=.19;
p>.05).

Olumlu Duygu alt boyutundan alinan puanlar incelendiginde, annesi okur-yazar olmayan (X=59.14),
ilkokul mezunu olan(X=59.57), ortaokul mezunu olan (X=52.48) ve lise mezunu olan (X=63.21)
cocuklarin puan ortalamalarinin olduk¢a yakin oldugu goriilmektedir. Annesi (niversite mezunu olan
cocuklarin puanlari (X=80.47) ise belirgin bicimde daha yiksektir ancak puanlar arasindaki bu farklilasma
istatistiksel olarak anlaml bulunmamistir (x?=6.42; p=.17; p>.05).

00DO toplam puanlari annelerin egitim durumuna goére incelendiginde de benzer bir dagilim
gdzlenmektedir. Annesi okur-yazar olmayan (X=58.00), ilkokul mezunu olan (X=56.41), ortackul mezunu
olan (X=53.30) ve lise mezunu olan (X=64.43) cocuklarin puan ortalamalarinin oldukca yakin oldugu
goriilmektedir. Annesi Universite mezunu olan cocuklarin puanlari (X=84.70) ise diger iki alt boyutta
oldugu gibi belirgin bicimde daha yiksektir ancak annelerin egitim durumlarina goére c¢ocuklarin 6z
dizenleme beceri puanlari arasinda istatistiksel olarak anlaml bir farkhlasma saptanmamistir (x?=9.12;
p=.06; p>.05).

Arastirmaya katilan babalarin egitim durumlarina gére c¢ocuklarinin Okul Oncesi Oz Diizenleme
Olgegi'nden aldiklari puanlarin analizleri asagida bulunan Tablo 5’te verilmistir. Tablo 5’te Dikkat/Dirti
Kontrolii alt boyutunda babasi ilkokul mezunu olan gocuklarin puanlarinin (X=54.49); babasi ortaokul
mezunu olan ( X=67.00), lise mezunu olan (X=64.20) ve iiniversite mezunu olan (X=66.67) cocuklarin
puan ortalamalarindan belirgin bicimde disiik oldugu gorilmektedir. Ancak yine tablo 5'te goruldugu
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gibi babalarin egitim durumlarina gére c¢ocuklarinin Dikkat/Dirtli Kontroli alt boyutunda aldiklari
puanlar arasinda istatistiksel olarak anlamli bir farklilagsma bulunmamaktadir (x>=3.34; p=.34; p>.05).

Tablo 5.
Babalarin Egitim Durumlarina Gére Oz Diizenleme Olgedi Kruskal Wallis H-Testi Sonuglar
Egitim Durumlar n Sira Ort. sd X2 p
Dikkat/Diirtii ilkokul mezunu 46 54.49 3 3.34 34
Kontrolii Ortaokul mezunu 34 67.00
Lise mezunu 33 64.20
Universite mezunu 9 66.67
Toplam 122
Olumlu Duygu ilkokul mezunu 46 57.80 3 .979 .80
Ortaokul mezunu 34 64.31
Lise mezunu 33 62.18
Universite mezunu 9 67.28
Toplam 122
00DO Toplam ilkokul mezunu 46 55.12 3 349 .32
Ortaokul mezunu 34 67.31
Lise mezunu 33 61.12
Universite mezunu 9 73.56
Toplam 122

Olumlu Duygu alt boyutundan alinan puanlar incelendiginde, babasi ilkokul mezunu olan (X=57.80),
ortaokul mezunu olan (X=64.32) , lise mezunu olan (X=62.18) ve liniversite mezunu olan (X=67.28)
cocuklarin puan ortalamalarinin oldukga yakin oldugu goriilmektedir. Bu alt boyutta da, babalarin egitim
diizeyine gore c¢ocuklarin puan ortalamalari arasindaki farkhlasma istatistiksel olarak anlamli
bulunmamustir (x2=.98; p=.81; p>.05).

00DO toplam puanlarinin babalarin egitim durumuna gére dagilimi incelendiginde de dagilimda bazi
farkhliklar gozlenmektedir. Babasi ilkokul mezunu olan c¢ocuklarin puan ortalamalari diger tim
gruplardan daha dusiktiir (X=55.12). Babasi ortaokul mezunu olan (X=67.31) ve lise mezunu olan
(X=61.12) cocuklarin puan ortalamalarinin birbirlerine yakin oldugu goriilmektedir. Babasi (niversite
mezunu olan cocuklarin puanlari (X=73.56) ise daha yiiksektir. Babalarin egitim durumlarina gére
cocuklarin 6z dizenleme beceri puanlari arasinda istatistiksel olarak anlamh bir farklilasma
saptanmamistir (x2=3.49; p=.32; p>.05).

Tablo 6’de ailelerin toplam aylik gelir diizeylerine gére cocuklarin Okul Oncesi Oz Diizenleme
Olgegi’nden aldiklari puanlarin analizlerine iliskin bulgular verilmektedir.

Tablo 6’da ailenin aylik gelir durumuna gére cocuklarin OODO alt boyutlarindan ve toplam &lcekten
aldiklari puanlarin dagilimlari sunulmaktadir. Dikkat/Dirti Kontrold alt boyutunda ailenin gelir dizeyi ile
cocuklarin puan ortalamalar arasinda istatistiksel olarak anlamli bir farklilasma bulunmamistir (x>=4.11;
p=.25; p>.05). Bu boyutta, 2001-3000 TL aylik gelire sahip ailelerin ¢ocuklarinin en diisik puanlara da
sahip olduklari (X=53.91) gozlenmektedir. Bunun disinda kalan gelir gruplarindaki ailelerin cocuklarinin
puanlari birbirlerine olduk¢a yakindir (2000TL alti X=65.80, 3001-4000 TL X=66.29, 4001TL Ustii
X=68.43).

Olumlu Duygu alt boyutundan alinan puanlar incelendiginde, ailenin gelir diizeyi yukseldikce
cocuklarin puanlarinda da ylkselme oldugu goérilmektedir. Aylk geliri 2000TL alti olan ailelerdeki
cocuklarin puan ortalamalari (X=55.28) iken 2001-3000 TL arasi geliri olan ailelerdeki cocuklarin
(X=59.85), 3001-4000 TL arasi geliri olan ailelerdeki cocuklarin (X=63.18) olarak goriilmektedir. 4001 TL
ve Ustl geliri olan ailelerdeki ¢ocuklarin puanlari (X=83.07) diger tiim gruplara gore belirgin diizeyde
daha yiksektir ancak puanlar arasindaki bu farklilasma istatistiksel olarak anlaml bulunmamistir
(x?=6.68; p=.08; p>.05).
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Tablo 6.
Ailelerin Toplam Aylik Gelir Diizeylerine Gére Oz Diizenleme Olgedi Kruskal Wallis H-Testi Sonuglari.
Gelir Diizeyleri n Sira Ort. sd X2 p
Dikkat/Durtl Kontrola 2000 TL ve alti 41 65.80 3 411 .25
2001-3000 TL 48 53.91
3001-4000 TL 19 66.29
4001 TL ve Ustu 14 68.43
Toplam 122
Olumlu Duygu 2000 TL ve alti 41 55.28 3 6.68 .08
2001-3000 TL 48 59.85
3001-4000 TL 19 63.18
4001TL ve Ustl 14 83.07
Toplam 122
00DO Toplam 2000 TL ve alti 41 58.41 3 6.45 .09
2001-3000 TL 48 56.15
3001-4000 TL 19 66.82
4001 TL ve Usti 14 81.68
Toplam 122

00DO toplam puanlari ailenin gelir diizeyine gére incelendiginde de benzer bir dagihm
gozlenmektedir. Aylik geliri 2000TL alti olan ailelerdeki cocuklarin puan ortalamalari (X=58.41) ve 2001-
3000 TL arasi geliri olan ailelerdeki ¢ocuklarin puanlarinin (X=56.15) oldugu goriilmektedir. Ailenin gelir
diizeyi yukseldikge cocuklarin puan ortalamalarinda da belirgin bir artis gérilmektedir (3001-4000 TL
X=66.82,. 4001 TL Ustii X=81.68) ancak puanlar arasindaki bu farklilasma istatistiksel olarak anlamli
bulunmamustir (x2=6.45; p=.09; p>.05).

Ailede yasayan cocuk sayisina gore arastirmaya katilan cocuklarin Okul Oncesi Oz Diizenleme
Olgegi’nden aldiklari puanlarin analizlerine iliskin bulgular Tablo 7’de verilmistir.

Tablo 7.

Ailedeki Cocuk Sayisina Gére Okul Oncesi Oz Diizenleme Olgedi Kruskal Wallis H-Testi Sonuglari

Ailedeki Cocuk Sayisi n Sira Ort. sd X p
Dikkat/Durtu Kontrolt 1 Cocuk 19 72.63 3 7.25 .06
2 Cocuk 61 64.81
3 Cocuk 30 54.85
4 Cocuk ve lzeri 12 43.67
Toplam 122
Olumlu Duygu 1 Cocuk 19 67.97 3 1.12 77
2 Gocuk 61 61.61
3 Gocuk 30 59.77
4 Cocuk ve lzeri 12 55.04
Toplam 122
00DO Toplam 1 Cocuk 19 75.92 3 568 .13
2 Gocuk 61 61.45
3 Gocuk 30 58.63
4 Cocuk ve Uzeri 12 46.08
Toplam 122

Tablo 7 incelendiginde, OODO toplam puanlarinda ve her iki alt boyutta, ailedeki cocuk sayisi ile puan
ortalamalari arasinda, c¢ocuk sayisi arttikca puan ortalamalarinin dismesi yoniinde bir dagilim
gorilmektedir. Dikkat/Durtl alt boyutunda tek ¢ocuga sahip ailelerdeki cocuklarin puan ortalamalari
(X=72.63) iken bu iki cocuklu ailelerde (X=64.81), li¢ cocuklu ailelerde(X=54.85) dort ve istii cocuk sahibi
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ailelerde (X=43.67) olarak hizla diistigi goriilmektedir. Dikkat/Diirtl alt boyutunda ailedeki cocuk sayisi
arttikga c¢ocuklarin puanlarinin dismesi yoniindeki bu farkhlasma istatistiksel olarak anlamli
bulunmamustir (x* =7.25; p=.06; p>.05).

Olumlu Duygu alt boyutu incelendiginde de; bir g¢ocuga sahip ailelerdeki cocuklarin puan
ortalamalarinin (X=67.97), birden daha fazla ¢cocuk sahibi olan ailelerin puan ortalamalarina gére daha
yiiksek oldugu goriilmektedir ( iki cocuklu aile X=61.61, li¢ cocuklu aile X=59.77, dortten fazla cocuklu
aile X=55.04). Bu alt boyutta da ailedeki ¢ocuk sayisi arttik¢a cocuklarin olumlu duygu puan ortalamalari
diismektedir, ancak puanlardaki bu farklilasmanin istatistiksel olarak anlamh olmadigi saptanmistir
(x*=1.12; p=.77; p>.05).

00DO toplam puanlari ailedeki cocuk sayisina goére incelendiginde de benzer bir dagihm
gozlenmektedir. Tek cocuga sahip ailelerde yetisen cocuklarin puan ortalamalari (X=75.92) ile dért ve
tizeri cocuga sahip ailelerdeki cocuklarin ortalama puanlari (X=46.08) arasinda belirgin diizeyde farklilik
oldugu goriilmektedir. Tek ¢cocuklu ailelerdeki cocuklar daha yiiksek bir OODO toplam puanina sahiptir.
iki ve U¢ cocuga sahip ailelerdeki cocuklarin puanlarinin (iki cocuklu aile X=61.45, ii¢ cocuklu aile
X=58.63) ise birbirlerine yakin olmakla birlikte diger iki gruptan belirgin bicimde farkli oldugu
gorulmektedir ancak bu farklilagma istatistiksel olarak anlamli bulunmamistir (x3=5.68; p=.13; p>.05).

Tartisma, Sonug ve Oneriler

Kuzey Kibris'ta okul 6ncesi donemdeki ¢ocuklarin 6z dizenleme becerilerinin ve bu becerileri
etkileyen degiskenlerin belirlenmesi amaciyla yapilan, Kuzey Kibris’ta ilk kez gergeklestirilmis olan bu
calismada o6nemli bazi bulgulara ulasiimistir. Bu béliimde arastirmanin bulgularina iliskin sonuglar
tartisilacak, elde edilen bulgularla iliskili olabilecegi duslinilen sinirhliklar Gzerinde durulacak ve
gelecekte gergeklestirilecek arastirmalar igin 6neriler sunulacaktir.

Okul Oncesi Dénem Cocuklarinin Oz Diizenleme Beceri Diizeyleri Nedir?

Arastirmaya katilan cocuklarin OODO’niin dikkat/diirti alt boyutundan elde ettikleri puan
ortalamalari degerlendirildiginde, yiiksek diizeyde bir dikkat/dirtii kontrol becerisine sahip olduklari
soylenebilir. Findik Tanribuyurdu’nun (2012) ve Ertiirk Kara ve Gonen’in (2015) Tirkiye’deki ¢cocuklarla
gerceklestirdikleri arastirmalarda da c¢ocuklarin dikkat/dirti kontrollerinin yliksek dizeyde oldugu
bulunmustur. Bu g¢alismaya katilan g¢ocuklarin olumlu duygu alt boyutundan elde ettikleri puan
ortalamalarinin ise Ertirk Kara ve Goénen’in (2015) ve Findik Tanribuyurdu’nun (2012) sonuglariyla
karsilastirildiginda daha diisiik diizeyde oldugu gériilmistiir. Bu arastirmaya katilan gocuklarin 0ODO
toplam puan ortalamalarinin yiiksek olmasinda dikkat/durtu kontroll alt boyutundan elde edilen puan
ortalamasinin etkili oldugu séylenebilir.

Konuyla ilgili calismalarin bulgularina gore; davranissal diizenleme becerilerinin yiliksek dizeyde
olmasi cocuklarin verilen bir goérev (izerinde dikkatlerini strdiirebilmeleri, yonergelere uyabilmeleri ve
uygun olmayan davranislarini engelleyebilmeleri anlamina gelmektedir. Benzer bigimde; davranis
diizenleme becerilerinin yliksek olmasi ¢ocuklarin okuldaki basarilarinin yiksek olmasi, 6grenme
becerilerinin gelismis olmasi, gerekli ipuglarini yakalayabilmeleri, yonergeleri hatirlamalari, géreve
odaklanabilmeleri ve ilgisiz bilgiyi sansurleyebilmeleri ile de iliskilidir (Sektnan vd., 2011; McClelland vd.,
2007). Batum ve Yagmurlu (2007) da ¢alismalarinda davranissal ve duygusal diizenlemede yetersiz olan
cocuklarin sosyal becerilerinin de disik dizeyde oldugunu tespit etmislerdir. Ayni calismada, duygu
diizenlemene becerisine sahip olan c¢ocuklarin davranissal diizenleme becerisine de sahip olduklar
belirtilmistir. Kopp’a (1982) gore ise duygu dizenleme sistemi dikkati dizenleme sisteminden
beslenmektedir. Her iki acidan bakildiginda da ebeveynlerin bu konuda bilgilendirilmeleri ¢ocuklarina
saglayabilecekleri ortamlarin niteligi agisindan 6nem tasimaktadir. Ancak, alanyazindaki g¢alisma
bulgularindan farkh olarak, bu arastirmaya katilan ¢ocuklarin duygu diizenleme becerilerinin daha dusik
olmasina ragmen davranissal becerilerinin yiksek diizeyde oldugu gorulmistir. Bu arastirmaya katilan
cocuklarin duygusal diizenleme becerilerinin davranis diizenleme becerilerinden daha diisiik olmasinin
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birinci nedeni, okullarda uygulanan okul 6ncesi egitim programlarinin akademik 6grenme becerilerini ve
basariyl, duygusal ve sosyal gelisimden daha fazla desteklemeleri ile ilgili olabilir. Nitekim McCombs
(2004) okullarda uygulanan programlari incelediginde; sosyal ve duygusal gelisim boyutlarina yonelik
olan programlarin akademik 6grenme ve basarinin yaninda ikincil diizeyde tutuldugunu belirtmistir (cite
in: Yasar, 2015). Bunun yaninda, okul dncesi donem c¢ocuklarinin yetiskinlerin duygulariyla basa ¢ikma
stratejilerini izleyip taklit ederek kendi duygularini diizenlemeyi 6grendigi gbz éniinde bulundurulursa,
ozellikle Kibris Toplumu’nun yakin tarihi ile de iliskilendirilecek konulardan biri ebeveynlerin ¢ocuklarina
yonelik yaklasimlari ve 06zellikle ¢ocuk vyetistirmede daha koruyucu bir yaklasimi agirlikh olarak
benimsiyor olmalarndir (Gakirli, 2017; Ciftci,2018). Bu arastirmaya katilan ¢ocuklarin duygu dizenleme
becerilerinin davranis becerilerine gére daha dusiik olmasinin ikinci bir nedeni bununla iligkili olabilir. Bu
nedenle ileride konu ile ilgili galismalarda ailelerin gocuk yetistirme yaklasimlari ve aile ici—disi etkilesim
dinamikleri Gizerinde daha detayh durulmasi 6z diizenleme gelisiminin daha iyi anlasiimasina katkida
bulunabilir.

Okul Oncesi Donemdeki Cocuklarin Oz Diizenleme Beceri Diizeyleri Cinsiyetlerine Gore Farklilasmakta
Midir?

Arastirmada, cocuklarin cinsiyetlerine gére Okul Oncesi Oz Diizenleme Olgegi’nin alt boyutlar ve
toplam puanlari agisindan degerlendirildiginde, kiz gocuklarinin puanlarinin her kosulda daha yiksek
oldugu gorilmustir. Dikkat/durtu kontrolii alt boyutundan elde ettikleri puanlar incelendiginde; kiz
cocuklarin dikkat/dirti  kontrol becerileri acisindan erkek c¢ocuklardan daha basarili olduklari
gorilmektedir. OODO Toplam puan ortalamalari agisindan da kiz ¢ocuklari erkek cocuklarina goére 6z
diizenleme becerileri agisindan daha iyi performans géstermistir. Olumlu duygu alt boyutunda ise kiz
cocuklarinin puanlari erkeklere gére daha yiiksek olmakla birlikte fark anlamli degildir.

Erken donemde 6z diizenleme becerisinin gelisimiyle cinsiyet arasindaki iliskinin anlagiimasi amaciyla
ylratilen ¢ok sayida calisma bulunmaktadir. 18, 30 ve 42 aylik ¢ocuklarda gelisimi izlemek
lizeregerceklestirilen c¢alismada kiz ve erkek c¢ocuklarin 6z dizenleme becerileri gelisiminin
yordanmasinda farkh degiskenlerin cesitli dizeylerde etkide bulundugu, kiz ve erkek gocuklarin 6z
diizenleme becerisini farkli bicimlerde kazandiklari ve bunda cinsiyete dayali kdiltiirel inang ve
beklentilerin bir 6l¢clide etkide bulunabilecegi belirtilmistir (Montry vd.,2016; Namba, Kawai, Tamai,
Sasaki, Ishikawa, Obanawa, Yamakawa, Tanaka & Yamamoto, 2015;). Ivrendi’'nin (2011) ¢alismasinda
cocuklarin 6z diizenleme becerilerinin cinsiyetlerine gore farkhlastigi bulunmustur. Matthews, Ponitz ve
Morrison (2009), okul o6ncesi donem c¢ocuklariyla gercgeklestirdikleri galismada, kiz ¢ocuklarin 6z
dizenleme becerilerinin erkeklere gore daha vyiiksek oldugunu belirtmislerdir. Kurbet’in (2010)
¢alismasinda da kiz cocuklarin duygusal dizenleme puanlarinin, erkeklerin duygusal dizenleme
puanlarindan daha yiiksek oldugu bulunmustur. Alanyazinda ¢ocuklarin cinsiyetleriyle 6z dizenleme
becerileri arasindaki iliski konusunda aksi yonde bulgulara da rastlanmaktadir. Jahromi ve Stifter (2008)
tarafindan 4.5-5.5 yas grubundaki cocuklarla gerceklestirilen ¢alismada, ¢ocuklarin cinsiyetlerinin 6z
diizenleme becerileri agisindan farklihk yaratmadigi belirtilmistir. Ertlirk Kara ve Gonen’in (2015)
calismasinda da 48-72 aylik cocuklarin OODO Toplam puan ortalamalarinda cinsiyetlerine gére anlamli
bir farklilasma saptamamislardir. Ayni ¢alismada alt boyutlar ile cinsiyet arasindaki iliski incelendiginde
ise, cocuklarin dikkat/durti kontroll alt boyutunda anlamli bir farklihk géstermedigi ancak olumlu duygu
alt boyutunda erkek gocuklarin kiz cocuklarina gore istatistiksel olarak anlamli diizeyde olmasa dahi daha
ylksek performans gosterdiklerini belirlemislerdir. Cocuklarda 6z diizenleme becerilerinin 6zellikle erken
yaslardan baslayarak nasil bir gelisim sergilediginin anlasiimasi yeni bir ¢alisma alanidir ve hizla
gelismektedir. Alanda, 6zellikle de erken ¢ocukluk donemindeki ¢cocuklarda 6z diizenleme becerilerinin
gelisiminde etkili faktérleri belirlemeye yonelik calismalarda elde edilen geliskili bulgular dikkate
alindiginda, c¢ocuklarin 6z dlzenleme becerilerinin cinsiyetlerine gore farkhlasmasinin daha net
anlasilabilmesi icin konuyla ilgili daha fazla sayida ve cinsiyete iliskin kiiltiirel degerleri de kapsayici
bicimde galisilmasina gerek oldugu gorilmektedir.
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Okul Oncesi Donemdeki Cocuklarin Oz Diizenleme Beceri Diizeyleri Anne-Baba Egitim Durumuna Gore
Farkhlagmakta Midir?

Bu aragtirmaya katilan gocuklarin 6z duzenleme becerilerinin annelerin egitim durumlari agisindan
nasil farklilastig incelendiginde; Universite mezunu annelerin ¢ocuklarinin 6z diizenleme becerilerinin
diger annelerin ¢ocuklarina gore daha yiiksek diizeyde oldugu gorilmistir. Cocuklarin 6z dizenleme
becerileri alt boyutlar ele alinarak incelendiginde de; dikkat/durtt kontrola alt boyutunda 6z diizenleme
beceri puanlari yliksek olan ¢ocuklarin lise mezunu ve Universite mezunu annelerin gocuklari olduklari
gorilmistir. Olumlu duygu alt boyutundaki puan ortalamalari incelendiginde de, Universite mezunu
annelerin g¢ocuklarinin diger cocuklara gore belirgin bicimde yiksek puanlara sahip olduklan
gorulmektedir. Anne egitim diizeyi ile cocuklarin 6z dizenleme puanlari arasindaki fark istatistiksel
olarak anlamli diizeyde olmasa da cocuklarin 6z diizenleme becerilerinin annelerin daha iyi egitim almis
olmalar ile iliskili oldugu soylenebilir. Bu bulgunun; daha iyi egitim almis annelerin c¢ocuklarina
sunduklari firsatlardan, ¢ocuk gelisimi ve egitimi ile ilgili sahip olduklari bilgilerden ve c¢ocuklariyla
kurduklari iliskilerden kaynaklanabilecegi diisiinilmektedir.

Alanyazin incelendiginde; cocuklarin dikkat/durtl kontrollerinin ve duygu dizenleme becerilerinin;
annelerinin egitim durumlarina bagh olarak farkhlastigi ve annelerinin egitim durumu yiiksek olan
cocuklanin dikkat/durttu kontrollerinin anlamh dizeyde yiksek oldugu (Ertirk Kara & Gonen, 2015;
Mintz, Hamre & Hatfield, 2011; Montry vd.,2016) yoéniinde bulgulara ulasilabildigi gibi anne egitim
durumlarinin ¢ocugun duygusal diizenleme becerisi ile iliskili olmadig (Kurbet, 2010) yoninde bulgulara
da rastlanmaktadir. Bu agidan degerlendirildiginde, anne egitim diizeyi ile ¢ocuklarda 6z dizenleme
becerilerinin gelisimi arasindaki iliskilerin daha detayli incelenmesi gerekmektedir. Bu tir bir inceleme
ozellikle de ¢ocuklarin ileri akademik basarilari lGzerinde annelerin egitim durumlarinin bazi etkilerde
bulunabilecegine iliskin calisma bulgular degerlendirildiginde daha da 6nem kazanmaktadir. ilkégretim
doéneminde okuma becerilerinde ¢ogunlugunu erkeklerin olusturdugu basarisiz¢ocuklarin, okul éncesi
dénemde uyum ve hazzin ertelenmesinde de sorun yasadiklarive bunun da annenin egitim dizeyinin
dusuk olmasi ile iliskili olabildigine iliskin sonuglar bulunmaktadir (Bondurant, 2010). Benzer bigimde,
Ivrendi’'nin  (2011) okul oncesi c¢ocuklarinin davranis dizenleme becerilerinin matematik (sayi)
becerilerine etkilerini inceledigi calismada anne egitim durumunun cocugun davranis dizenleme
becerisini belirgin 6lglide etkiledigini belirtmistir. Bu ve benzeri ¢alismalar dikkate alindiginda, anne
egitim durumlarinin ne 6lctide ve hangi bicimlerde ¢ocuklarin 6z diizenleme becerilerinde fark yarattigi
konusunda daha ¢ok c¢alismalar yapilmasina ve Ozellikle, anne egitim durumunun ¢ocugun ilerideki
egitim basarisi lzerindeki olasi etkilerinin daha iyi anlasilmasina gereksinim bulunmaktadir. Bu sirecin
anlasiimasi, okul dncesi egitim doéneminde annelere verilecek destek egitimlerinin yapilandirilmasina
blyuk 6l¢lide katkida bulunacaktir.

Arastirmada, annelerin egitim dlizeyi kadar belirgin olmamakla birlikte babalarin egitim dizeyi
yikseldikce cocuklarinin da 6z diizenleme becerileri puanlarinin yiikseldigi gériilmistiir. ilkokul mezunu
babalarin ¢cocuklarinin diger egitim durumuna sahip babalarin ¢ocuklarina gére dikkat/durti kontrol alt
boyutundan, olumlu duygu alt boyutundan ve 0ODO toplamdan elde ettikleri puan ortalamalarinin daha
diisik olmasi ve 00ODO toplamda iniversite mezunu babalarin ¢ocuklarinin 6z diizenleme puan
ortalamalarinin dikkat ¢ekici diizeyde yiksek olmasi, babalarin egitiminin de okul dncesi ¢ocuklarin
gelisimlerinde 6nemli bir etken oldugunu ortaya koymaktadir. Ancak alanyazin incelendiginde, ebeveyn
egitim durumu olarak agirligin anne egitim durumlarinin incelenmesine verilmesi bu alandaki eksikligi
gostermektedir. Egitim dizeyi yliksek olan babalarin ¢ocuklarinin 6z diizenleme becerilerinin daha
gelismis oldugu ve baba egitim durumu ile ¢ocuklarin 6z diizenleme becerileri arasindaki bu iligskinin
anlamli olduguna iliskin sinirli da olsa arastirma sonuglari bulunmaktadir (Ertiirk Kara & Goénen, 2015).
Dogrudan babalarin egitim dizeylerine yogunlasmamakla birlikte ebeveyn egitim durumlarini genel
olarak ele alan galismalarda ise yine ¢ocuklarin ilkégretime hazirbulunusluklari ve akademik basarilari
acisindan egitim duzeylerinin etkisine iliskin bulgular bulunmaktadir. Anne ve babasi lise ve
ylksekdgrenim mezunu olan okul 6ncesi ¢ocuklarin ilkokula hazirbulunusluk diizeyleri, anne ve babasi
okur-yazar olmayan, okur-yazar olan ve ilkogretim mezunu olanlara gore daha yiksek bulunmustur
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(Erkan & Kirca,2010). Anneler gibi babalarin egitim durumlarinin da cocuklarin 6z diizenleme
becerilerinin gelisimi ve gelecekteki akademik basarilari agisindan 6nemli oldugu gorilmektedir. Bu
acidan, Kibris’taki okul dncesi egitim kurumlarinda genel olarak anne ve baba egitimlerine daha fazla
onem verilmeli, 6zellikle de babalarin bu egitimlere katimlari desteklenmelidir. Anne- baba egitimleri;
ebeveynlerin gocuklari ile iliskilerini zenginlestirici, cocugun gelisim gereksinimlerine yonelik ilgisini
arttirici, cocuk gelisimi ve egitimi konusunda bilgi verici ve ¢cocukla nasil zaman gegirecekleri ve gelisimini
destekleyecekleri konusunda bilgilendirici nitelikte olmahldir. Bu egitimlere katilan ebeveynlerin,
cocuklarina okul disinda da 6z diizenleme becerilerini kazanmalarina yonelik 6grenme ortamlari
sunabilecekleri diigtinilmektedir.

Okul Oncesi Dénemdeki Gocuklarin Oz Diizenleme Beceri Diizeyleri Ailenin Gelir Durumuna Gére
Farkhlagmakta midir?

Cocuklarin ailelerinin toplam aylk gelir diizeyleri ile 6z dizenleme becerileri arasindaki iliskiler
incelendiginde dikkat/diirtii kontrolii, olumlu duygu ve OODO toplam puanlari arasinda anlaml bir
farklilasma bulunmamustir. Ancak olumlu duygu alt boyutu ve 8lgegin geneline iliskin OODO toplam puan
ortalamalari incelendiginde; ailenin gelir diizeyi yikseldikge ¢ocuklarin 6z diizenleme puanlarinda da
artis gorilmektedir. Ivrendi'nin (2011) calismasinda da ailelerin aylk gelir diizeylerinin ¢ocuklarin
matematik performanslarini etkilemedikleri belirtilmistir. Ancak ailelerin gelir dizeylerinin artmasiyla
gocuklarina sagladiklari imkanlarin (¢ocugun bakimi, yiyecekleri, eve yapilan yatirimlari, 6grenme
materyalleri, aktiviteler, sosyal etkinlikler ve saglk hizmetleri) da artmasiyla ve bunun c¢ocuklarin 6z
diizenleme becerilerinin yiikselmesine neden oldugu yoninde calismalar da bulunmaktadir (Backer-
Grondahl & Naerde, 2016). Bu acidan ailelerin gelir dizeyi bir ara degisken olarak daha detayl
incelenerek farkli gelir diizeylerine sahip ailelerin gocuklarina sunduklari gelisim ve uyaran ortamlari ile
bunun 6z diizenleme becerilerine etkisi daha detayli arastirilmalidir.

Okul Oncesi Donemdeki Cocuklarin Oz Diizenleme Beceri Diizeyleri Ailedeki Cocuk Sayisina Goére
Farklilagmakta midir?

Ailede yasayan cocuk sayisina goére arastirmaya katilan c¢ocuklarin 6z dlzenleme becerileri
incelendiginde; cocuk sayisi ile 6z dizenleme becerileri agisindan istatistiksel olarak anlamli diizeyde
olmasa da cocuk sayisi azaldik¢a 6z diizenleme becerileri diizeyinin yiikselmesi yoninde bir iliski oldugu
saptanmistir. Ozellikle tek c¢ocugu olan ailelerdeki gocuklarin dikkat/dirtli kontrolii puanlarinin
digerlerine gore belirgin bicimde yilksek dizeyde oldugu gorilmistir. Olumlu duygu alt boyutu
incelendiginde yine ailede tek ¢ocuk olanlarin duygu diizenleme puanlarinin diger gruplara gére daha
yiksek diizeyde oldugu bulunmustur. Olcegin geneline iliskin alinan puanlar incelendiginde de tek cocuk
olanlarin belirgin bir bicimde daha yiiksek 6z diizenleme becerilerine sahip olduklari gorilmektedir.
Ailede ¢ocuk sayisi azaldik¢a anne-babanin ¢ocuga yaptigi maddi- manevi yatirimin artacagi, ¢ocukla
daha fazla kaliteli zaman gegirebildikleri, daha zengin gelisim firsatlari sunabildikleri, daha sik iletisim
kurabildikleri dislinilebilir. Bu agidan degerlendirildiginde ailedeki ¢cocuk sayisini da kapsayici bigimde,
anne-baba-cocuk iliskilerinin farkli degiskenlerle karsilikli iliskiler agisindan incelenmesinin yararli olacagi
distintilmektedir.

Alanyazin incelendiginde, ailede yasayan ¢ocuk sayisina gére 6z diizenleme becerilerinin incelendigi
yeterli calismaya rastlanmamustir. Ertiirk Kara ve Gonen (2015) ¢ocugun dogum sirasina gére 06z
diizenleme becerilerini incelediklerinde; agabeyi/ablasi olan ¢ocuklarin dikkat/dirtii kontrollerinin daha
ylksek dizeyde oldugu sonucuna varmisglardir. Ayni ¢alismada olumlu duygu alt boyutuna bakildiginda
ise; agabeyi/ablasi olan g¢ocuklarin puan ortalamalarinin digerlerine goére daha dusik oldugu
gorilmuisttr. Backer-Grondahl ve Naerde (2016) calismasinda ailede yasayan g¢ocuk sayisinin 6z
diizenleme becerisi ile olumlu yonde iliskili oldugu belirlenmistir. Findik Tanribuyurdu’nun (2012)
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calismasinda da 6z diizenleme becerisi ile gocuklarin dogum sirasina iliskin yaptigl analizler sonucunda,
dogum sirasinin g¢ocuklarin 6z dizenleme becerileri Gzerinde etkili olmadigl saptanmistir. Bu agidan
degerlendirildiginde, ailedeki cocuk sayisi, cocuk sirasi vb. unsurlar ve bunlarin hangi nedenlerle ve
bicimlerde 6z diizenleme ile iligkilendirilebilecegi konusunun anlasiimasi i¢in alandaki ¢alisma sayisinin
artmasi gerekmektedir.

Arastirmanin sonuglari genel olarak degerlendirildiginde; Kibris'ta ilk kez gercgeklestirilen ve okul
oncesi donemdeki cocuklarin 6z dizenleme becerilerinin incelendigi bu c¢alismanin bulgularinin,
gelecekte gergeklestirilecek benzer galismalar icin 6nemli veriler sagladigi gérilmektedir. Elbette tim
calismalar gibi bu calismada da bazi sinirhliklar bulunmaktadir. ileride yapilacak ¢alismalarda 6zellikle
nicel verilerin yani sira farkli degiskenlerle iliskili nitel verilere de ulagiimasinin 6nemli katki saglayacagi
diistintilmektedir.

Arastirma sonucunda asagidaki 6neriler gelistirilmistir:

1. Bu galismanin bulgulari, devlete bagl iki bagimsiz anaokuluna devam eden cocuklarla sinirlidir. Kuzey
Kibrista okul 6ncesi egitim kurumlarinda 6grenim goren ¢ocuklarin 6z diizenleme becerileri diizeyleri
konusunda daha buitiincil ve kapsayici bilgi edinebilmek icin daha genis 6rneklemlerle galisilmasi
onerilir.

2. Cocuklarin 6z dizenleme becerilerinin ilerideki akademik basarilarini  (ilkgretime
hazirbulunusluklari, matematik yetenekleri, okuma-yazmabecerisi, sosyal beceriler ve iliskiler)
etkiledigi gbz onlinde bulunduruldugunda; bu ¢alismadaki ¢cocuklarin da 6z diizenleme puanlarindaki
farkliligin akademik basarilariniyordamadaki etkililigi boylamsal galismalarla izlenebilir.

3. Bu ¢alismadaki bulgular kullanilan yontemle sinirh oldugundan; ¢oklu 6lgme tekniklerinin kullanildigi
daha genis kapsamli nicel ve nitel ¢alismalar yapiimahdir.

4. Calisma bulgularinda, anne ve baba egitim durumu vyikseldikce c¢ocuklarin 6z dlizenleme
becerilerinin de yiksek olmasi dikkate alindiginda; erken yaslardan baslayarak 6z dizenleme
becerilerini daha iyi destekleyebilmeleri acisindan Kibris'taki okul 6ncesi egitim kurumlarinda anne ve
baba egitimlerine ve aile katiim calismalarina daha fazla 6nem verilmelidir.

5. Okul 6ncesi egitimcilere yonelik olarak diizenlenen egitim programlarinda 6z dizenleme gelisimini
destekleyecek unsurlara (oyunlari destekleme ve zenginlestirme, hikdye anlatma, bloklar insa etme,
sanat ve ¢izim, motor etkinlikler, okula hazir olmayi destekleme gibi) daha detayh bicimde yer
verilmelidir.

6. Okul 6ncesi egitimin ¢ocugun gelisimdeki 6nemini vurgulamak amaciyla, okul déncesi egitim alan ve
almayan c¢ocuklarin 6z diizenleme becerileri agisindan karsilastirilabilecekleri cesitli degerlendirme ve
izleme c¢alismalari yuratalebilir.
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Introduction

Psychological counseling and guidance (PCG) services is a product of contemporary educational
understanding. These student-centered services include assistance for individuals to have the
qualifications required for contemporary world and contemporary education. With these aids, it is
aimed to make individuals to realize themselves by helping them to self-define, to develop and to
harmonize with the environment.

Two main models have been developed for the organization of PCG services in schools: the
traditional guidance model and the developmental guidance model (Nazl, 2016). Toward the end of
1960s, the developmental guidance concept emerged instead of the traditional approach, as the
developmental needs of the students were not adequately met by the traditional guiding approach. The
main function of the developmental guidance model is to help the students to succeed in their
developmental tasks (Erkan & Giiven, 2006). The ultimate goal of psychological counseling and guidance
services of traditional guidance approach is to help the individual to realize himself / herself and with
the developmental guidance approach, main goal changed into supporting the development of the
individual's career of life; this approach aims to support and develop the personal, social, educational
and career development areas of the students (Nazli, 2016). In addition, the developmental guidance
approach requires a planned and programmed curriculum based on the cognitive, emotional and
physical development of students (Myrick, 1997). Planned and programmed guidance programs based
on the developmental guidance approach contribute to the students. It is stated that the proficiency
areas in the program increase the academic achievement of the students (Avci & Nazli, 2006; Lapan,
Gysbers & Yongmin, 1997; Torunoglu, 2015), while personal and group activities directly affect the
personal development and the classroom achievements (Borders, 1992).

When we evaluate individuals' lives in a holistic perspective, guidance must be applied at every step
of the education, from the beginning of the school to the higher education. Given that people have
different problems at every stage of their lives, different guidance applications and programs are
needed at every level of education, from pre-school to higher education (Yesilyaprak, 2010). However,
Turkey and the rest of the world concentrate on guidance at secondary level. In late 90’s, after
especially eight years of compulsory education has entered into force in the 1997-1998 academic year,
guidance services was started to be emphasized in preschool and primary education.

The preschool period is the period when the child is prepared for primary school and is particularly
important for the development of the child's social, language, cognition and personality traits. Most
development theorists, especially Sigmund Freud and Eric Erikson, admit that infancy and preschool
development is more important than other periods. The development in this period affects the child's
future learning and development areas considerably. According to Bloom's (1964) research, 33.00% of
the children's achievement up to the age of eighteen can be explained by the gains between 0-6 years of
age (as cited in Yesilyaprak, 2010). Likewise, improvements in language development during early
childhood influence the development of primary school years. Early childhood experiences affect
children's level of language skills, which in turn affects the readiness for school (Forget-Duboiset et al.,
2009). It is even stated that the number of letters known by children in the preschool period is related
to achievement in high school (Stevenson & Newman, 1986).

During the preschool period, initial stage of the personality development of the child starts and the
physical and social environment conditions, family attitudes and educational opportunities affect this
stage. For this reason, the guidance services and practices presented in the preschool period are very
important. Preschool education is a period of development that requires careful future plans and steps
to be taken when the impact on children's future lives and their educational level is considered
(Yesilyaprak, 2010). The quality of the educational environment and the guidance and psychological
counseling services provided by preschool and guidance teachers have a separate importance in order
to reach goals of preschool education. According to Yesilyaprak (2010), guidance services to be
presented to the child in this period aims at supporting the development areas of the child, preparing

524



Mustafa GULER, Burhan CAPRi — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 523-546

for the future and facilitating the life. The guidance services offered during this period will help to
recognize cognitive, affective and behavioral characteristics of the child, to develop a positive self-
perception, and to meet the child's needs.

The understanding of and approach to guidance is very important in the guidance services of the
teachers conducted before the school. A preschool education teacher who adopts the concept of
contemporary guidance prepares the physical and the social environment necessary for the healthy
development of the child. The teacher tries to create a free, safe and positive educational atmosphere
so that the child can develop healthily, adapt to the school and reveal his/her hidden powers. Thus,
children are able to recognize themselves with their peers, improve their ability to survive, and learn the
rules of living together, and thereby provide social and psychological satisfaction (Yesilyaprak, 2010). In
addition, the guidance services offered at this level may also provide positive contributions to the
efficiency of guidance services offered at higher education levels.

Guidance and psychological counseling services in preschool education are planned and
programmed services as well as in other stages. It is important that guidance services are carried out
with structured and targeted programs in the preschool education period. In the realization of the
program goals, employees need to have a contemporary guiding mentality and exhibit attitudes and
behaviors in accordance with the guiding principles and objectives. Collaboration of family members,
school officials, teachers, guidance teachers and other employees will also make it easier to achieve
program goals.

The most important dimension of programs based on the developmental guidance model is
evaluation. The main objective of the evaluation of the guidance program is to determine the outcomes
of the achievements of the students that are brought by the program. The evaluation of results is
comprehensive and controls the level of learning that students receive, and the evaluation of short,
medium and long term outcomes contributes to the development of programs (Nazl, 2016). The views
of school principals, school and class counselors and students in the evaluation work are very important.
The results of the evaluation of the opinions of school and guidance teachers show that the
developmental guidance and psychological counseling program are useful and effective (Berber, 2010;
Dahir, Burnham & Stone, 2009; Nazli, 2014). The results of the research that the secondary school
guidance program evaluated according to the students' opinions point out that it varies based on the
school type and class level (Civicioglu, 2016, ictiizer, 2017, Topgu, 2014).

Comprehensive psychological counseling and guidance programs are implemented in the provision
of psychological counseling and guidance services in schools affiliated to the Ministry of National
Education. Developmental guidance has emerged as a response to traditional models that limit guidance
and psychological counseling services to career choice and crisis approach. According to the concept of
developmental guidance, the developmental needs of the individuals are of priority and it is argued that
guidance services should focus on meeting the developmental needs of the students. Programs based
on this approach embrace the principle that guidance and psychological counseling services are target
all students, although some students need special attention and have more intense problems.

The first structured guidance program in Turkey by the Ministry of Education in 2006 "Primary and
Secondary Education Class Guidance Program" was prepared and introduced in the 2006-2007 academic
year. Seven proficiency areas (educational development, adaptation to school and environment, safe
and healthy life, interpersonal relations, self-acceptance, family and community, occupational
development) were established in the Guidance Program (MoNE, 2006). Proficiency areas and
achievements in Primary and Secondary Schools Class Guidance Program based on developmental
guidance concept were the basis for the preparation of the Preschool Education Guidance Program
(MoNE, 2012).

The Preschool Education Guidance Program, published in 2012, consists of seven interdisciplinary
proficiency areas and 83 achievements. Example activities have been prepared for each achievement in
order to contribute to the realization of the achievements and proficiencies. The activities in the
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program are implemented by guidance teachers or teachers. Activities can be selected from existing
sources and can be modified or improved according to the opinions of guidance teachers if it is
appropriate for the achievement (MoNE, 2012).

Determining the opinions of teachers about the guidance program is important in terms of achieving
the objectives, the activities and the achievements in the program. In addition, the evaluation of the
program may contribute to the development of pre-school guidance and psychological counseling
services. Studies (Berber, 2010; Demirel, 2010; Civicioglu, 2016; Torunoglu, 2015; Topcu, 2014;
Yazginoglu & Demirel, 2012) that evaluate psychological counseling and guidance programs in primary
and secondary level schools mostly were conducted in line with the opinions of teachers and students
and with primary and secondary education levels. However, a study that examines Preschool Guidance
Program with teacher opinions in Turkey could not been found. For this reason, it is necessary to
evaluate the Preschool Guidance Program, which has an important place in the provision of
psychological counseling and guidance services in preschool education, according to the opinions of
teachers. The aim of this study, which can contribute to the development of guidance and psychological
counseling services in preschool education, to new studies about the subject and to the literature, is to
examine the opinions of the teachers working in the kindergartens in the central districts of Konya.

Method
Research Design

In this study, a descriptive survey model was used. The survey method is a research approach aimed
at describing the past or existing situation as it exists (Karasar, 2000). Such research is more likely to
answer questions such as "what, where, when, how often, at what level, how" (Wellington, 2006; as
cited in Blyukozturk, 2012).

Participants

The research group of this study consisted of 113 pre-school and school guidance teachers working
in the kindergartens in the central districts of Konya province determined by purposive sampling
method. The sample includes 110 female (97.30%) and 3 male (2.70%) participants and 100 of them
(88.50 %) were preschool teachers, 13 of them (11.50 %) were school counsellors. The duration of
employment varied between 1 and 26 while the age range of the participants was 23-50.

Data Collection Tools

The questionnaire prepared by Yazglinoglu and Demirel (2012) taking into consideration the
elements and principles of the Class Guidance Program of Primary and Secondary Education Institutions
were used. The reason why this questionnaire is preferred for pre-school institutions is that it includes
the same elements (competency areas, gains, activities, application form, program expectations, etc.) of
the Primary School and Secondary Education Class Guidance Program and Preschool Education Guidance
Program. The five-level Likert-type questionnaire consists of 45 items. There are 5 sub-dimensions in the
questionnaire: objectives (8 items), content (10 items), teaching-learning process (11 items), assessment
and evaluation (6 items) and general features of the program (10 items). The internal consistency
reliability of the questionnaire was found using Cronbach alpha coefficient as .96. The Cronbach alpha
internal consistency coefficient results (r = 0.97) for this study indicate that the questionnaire is for the
purpose of this study. Items 36 and 37 of the questionnaire were excluded from the evaluation because
there was no separate class time for guideline in preschool institutions.

Data Collection

The survey was conducted by face-to-face interviews in the schools where teachers work. In the
implementation process, the purpose of the study and main guidelines for the survey were explained to
all participants in a standardized way.
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Data Analysis

Descriptive statistical techniques were used to analyze the data collected through the survey.

Results

Findings related to the opinions of preschool and guidance teacher for the dimensions of the
goals/achievements (1-8 items), content/competence (9-18 items), teaching-learning process/activities
(19-29 items), evaluation / testing situations (36-45 items) are presented below. The f, %, and X values
of the points of the preschool and guidance teacher's related to the achievements of the Preschool
Education Guidance Program are given in Table 1.

Table 1.
Distribution of Points Regarding the Achievements of the Program.

| totally | partially | do not | never
Items Related to the agree (5) lagree(4) agree(3) agree(2) agree(1)
achievements f % f % f % f % f % X
1. Achievements are 22 19.46 69 61.06 22 19.46 - - - - 4.00
systematically and consistently
expressed.
2. The achievements are 23 20.35 69 61.06 19 16.81 1 .88 1 .88 3.99
realizable.

3. The achievements have quality 23 20.35 63 55.75 21 1858 4 3.53 2 1.76 3.89
that students can use in their lives.

4. The achievements are suitable 29 25.66 56 49.55 24 21.20 2 1.76 2 1.76 3.95
for the level of students..

5. Distribution of the 14 12.38 61 53.98 32 2831 6 5.30 - - 3.73
achievements according to grade

levels was determined by

considering the developmental

characteristics of the students.

6. The achievements were written 17 15.04 66 58.40 26 23.00 4 3,53 - - 3.84
in a similar way to the

"achievement" expressions in

other curricula, thus ensuring

language cohesion.

7. The achievements are in line 16 14.15 59 52.21 32 28.31 6 5.30 - - 3.75
with the achievements in the

curricula of other courses related

to counseling and guidance.

8. The achievements can be 23 20.35 50 44.24 28 24.80 11 9.73 2 176 3.69
realized in one class hour.

According to Table 1, item of "The achievements have been systematically and consistently
expressed” has the highest average of all the items in the survey (X=4.00) 61.10% of the teachers
answered "l agree" and 19.50% answered "l totally agree” to this item. Item of “The achievements can
be realized in one class hour” has the lowest average (X=3.69). 44.20% of the teachers answered "|
agree" and 19.50% answered "I totally agree” to this item. It can be said that there is a problem in terms
of time to realize the achievements. The averages of the items related to the achievements are 3.85 and
the standard deviation is .58.

The f, % , and X values of the points of the preschool and guidance teacher's related to the content
of the Preschool Education Guidance Program are given in Table 2.
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Table 2.
Distribution of Points Regarding the Content of the Program.

| totally | partially I do not | never

agree (5) lagree(4) agree(3) agree(2) agree (1)
Items Related to the content f % f % f % f % f % X

9. Achievements are suitable for 16 14.20 61 53.98 33 29.20 1 .88 2 1.76 3.77
proficiency areas.

10. Proficiency areas are 12 10.61 57 50.44 38 33.60 6 5.30 - - 3.66
prepared according to the needs
of students.

11. Regional differences have 11 9.73 41 36.28 45 39.82 11 9.73 5 4.42 3.37
been taken into account when

determining the proficiency

areas.

12. Proficiency areas support the 11 9.73 54 47.78 37 32.74 10 8.84 1 .88 3.56
out-of-school experience.

13. The program is designed to 15 13.27 56 49.55 35 30.97 7 6.19 - - 3.69
make it easier for students to

actively adapt to the school and

the environment.

14. The program will allow 13 11.50 58 51.32 32 28.31 10 8.84 - - 3.65
students to use their potential to

improve  their  educational

achievements.

15. The program allows students 17 15.04 60 53.09 32 28.31 4 3.53 - - 3.79
to identify, accept and develop

themselves.

16. With the program, students 17 15.04 61 53.98 30 26.50 4 3.53 1 .88 3.78
improve  their  ability to

understand, accept, and interact

with others.

I7. The program provides 18 15.92 60 53.09 26 23.00 9 7.96 - - 3.76
students with a  positive

understanding and  attitude

towards society.

18. The program enables 14 12.38 46 40.70 48 42.47 5 442 - - 3.61
students to reach the necessary

level of educational and

professional decision-making.

According to Table 2, the item "The program allows students to identify, accept and develop
themselves” has the highest average related to the content of the program (X=3.79) where 53.10% of
the teachers answered "l agree" and 15.00% answered "I totally agree". The item “Regional differences
have been taken into account when determining the proficiency areas” has the lowest average among
the items related to the content ( X=3.37) with 4.40% teachers answering "I never agree", 36.30%
answering "I agree" and 9.30% answering "I totally agree". The averages of the items related to the
content are 3.66 and the standard deviation is .60.

The f, %, and X values of the points of the preschool and guidance teacher's related to the activities
of the Preschool Education Guidance Program are given in Table 3. According to Table 3, the item "The
activities overlap with the related proficiency areas” has the highest average related to the activities of
the program (X=3.87). 54.00% of the teachers answered "I agree" and 17.70% answered "I totally
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agree". The item “The teaching material to be used in the activities is easily accessible for each region
where the program will be implemented has the lowest average among the items related to the
activities (X=3.55) for which 2.70% of the teachers answered "I never agree", 42.50% answered "l agree"
and 12.40% answered "l totally agree". The averages of the items related to the activities are 3.81 and
the standard deviation is .66.

Table 3.
Distribution of Points Regarding the Activities of the Program.

| totally | partially | do not | never

agree (5) lagree(4) agree(3) agree(2) agree(1)
Items Related to Activities f % f % f % f % f % X
19. The activities overlap with the 20 17.69 61 53.98 30 26,50 2 1.76 - - 3.87
related proficiency areas.
20. The activities are arranged 19 16.81 58 51.32 34 30.08 2 1.76 - - 3.83
clearly and understandably.
21. The activities serve to realize 18 15.92 60 53.09 35 30.97 - - - - 3.84
the achievements.
22. The activities are organized in 20 17.69 61 53.98 26 23.00 6 5.30 - - 3.84
such a way that students are
actively involved.
23. The activities are meant to 19 16.81 58 51.32 29 2566 7 6.19 - - 3.78
ensure that students work
together.
24. The activity examples are 18 15.92 62 54.86 312740 1 8 1 .88 3.84

planned according to the vision of

the program.

25. The activities are prepared 19 16.81 60 53.09 32 28.31 - - 2 176 3.83
according to the level of the

students' development.

26. The teaching material to be 14 12.38 48 42.47 41 36.28 7 6.19 3 2,65 3.55
used in the activities is easily

accessible for each region where

the program will be implemented.

27. Activities lead to practitioners 1 .88 19 16.81 53 46.90 35 30.97 5 442 376
(guidance teachers).

28. The activities were prepared in 15 13.27 53 46.90 40 3540 4 353 1 .88 3.68
accordance with the proficiency

level of the PCG of the guidance

teachers.

29. Activities are organized to be 18 15.92 46 40.70 37 32.74 12 10.61
applied in one class hour.

- 361

The f, %, and Xvalues of the points of the preschool and guidance teacher's related to the
assessment and evaluation process of the Preschool Education Guidance Program are displayed in Table
4. As seen in Table 4, the item "It has been expressed clearly and understandably how the achievements
will be tested” has the highest average related to assessment and evaluation process (X=3.81) for which
59.30% of the teachers answered "I agree" and 13.30% answered "l totally agree". From the items
related to assessment and evaluation, the item "How to evaluate the assessment tools after application
is clearly stated" has the lowest average (X=3.55) for which .90% of the teachers answered "I never
agree", 10.60% answered "l do not agree, 30.10%" and “I partially agree". The average of the items
related to the assessment and evaluation is 3.75 and the standard deviation is .88.
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Table 4.
Distribution of Points Regarding the Assessment and Evaluation of the Program.

| totally I partially I1donot |never
Items related to Measuring and agree (5) lagree(4) agree(3) agree(2) agree(1)
Evaluation f % f % f % f % f % X
30. Activity evaluation forms in the 16 14.15 53 4690 34 30.08 9 796 1 .88 3.66
program are capable of measuring
achievements.
31. It has been expressed clearly and 15 13.27 67 59.29 27 2388 3 265 1 .88 3.81
understandably how the
achievements will be tested.
32. How to test the achievements is 14 12.38 68 60.17 17 15.04 12 10.61 1 .88 3.73
shown with examples.
33. The activity evaluation forms 15 13.27 44 38.93 49 43.36 3 265 1 .88 3.61
given in the program allow full
evaluation of the affective traits.
34. The number of activity evaluation 17 15.04 47 41.59 42 37.16 6 530 1 .88 3.64
forms recommended in the
evaluation of the activities s
appropriate.
35. How to evaluate the assessment 11 9.73 55 48.67 34 30.08 12 10.61 1 .88 3.55

tools after application is clearly
stated.

The f, %, and Xvalues of the points of the preschool and guidance teacher's related to the
assessment and evaluation process of Preschool Education Guidance Program are presented in Table 5.

Table 5.
Distribution of Points Regarding the General Features of the Program.

| totally | partially ] Idonot Inever

agree (5) lagree (4) agree(3) agree(2) agree (1)
Items related to Program in General f % f % f % f % f % X
38. The program provided 9 7.96 49 4336 39 3451 13 11.50 3 2.65 3.42
standardization in terms of PCG
services in schools.
39. The program contributes to the 18 15.92 64 56.63 22 19.46 9 796 - - 3.80
psychosocial development of the
students.
40. The program ensures that PCG 12 10.61 39 34.51 53 46.90 8 707 1 .88 3.46
services are in order.
41. The importance given to PCG 13 11.50 50 44.24 42 37.16 8 7.07 - - 3.60
services has increased with the
program.
42. The program allows guidance 16 14.15 50 44.24 33 29.20 14 12.38 - - 3.60
teachers to enhance their knowledge
and experience in the field of PCG.
43. The program is generally 25 22.10 45 39.82 36 31.88 5 442 2 176 3.76
applicable.
44. The program is a supplemental 16 14.15 55 48.67 38 3360 4 353 - - 3.72
part of other programs.
45. Introduction effort of the program 9 7.96 46 40.70 48 42.47 5 442 5 442 3.44

is sufficient.
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As seen in Table 5, the item “The program contributes to the psychosocial development of the
students” has the highest average among the items related to the program in general (X=3.80) for which
56.60% of the teachers answered "I agree" and 15.90% answered "l totally agree". The item "The
program provides the standardization in terms of PCG services in schools,” has the lowest average
(X=3.42) with 2.70% "I never agree", 11.50% "I disagree”, and 34.50% "Partially agree". The average for
the general features of the program is 3.73 and the standard deviation is .58.

Discussion, Conclusion & Implementation

Elementary and Secondary Education Institutions' Class Guidance Program and Preschool Education
Guidance Program have the same items. In addition, the results of the study were evaluated together
with the results of other studies related to the guidance program, as there were no direct research on
the Preschool Guidance Program.

As a result of the research conducted to determine the opinions of the preschool and guidance
teachers in preschools located in Konya regarding the preschool guidance program, the mean value of
the teachers' opinions was 3.73. The dimension of objectives has largest (X=3.85) and dimension of
competence (X=3.66) has the lowest average. In the light of these findings, it is thought that preschool
and school guidance teachers may consider the Preschool Guidance Program as very useful and positive.
It is seen that item of "The achievements have been systematically and consistently expressed" has the
highest average and is the most favorable one among the achievement-related items (X =4.00). This
item has the highest average among the items of the questionnaire. This result is similar to the studies’
results in which positive opinions on the achievements of the program are stated in the field (Basaran,
2008; Esen, 2009; Torunoglu, 2015; Yazglinoglu & Demirel, 2012). On the other hand, the item “The
achievements can be realized in one class hour” has lowest average among the achievement-related
items (X =3.69). This result shows similarity with some of the studies on the guidance services and
program implementations in the schools which stated that the achievements are moderate enough to
be realized (Topcu, 2014) and that the time is not adequate (Bardakgl, 2011; Berber, 2010; Demirel,
2010; & Leuwerke, 2011; Yazginoglu & Demirel 2012). On the other hand, time inadequacy was
identified as a problem in the research results in which student opinions were evaluated (igtiizer, 2017).
This result shows that time is a problem to realize the achievements.

The item “The program allows students to identify, accept and develop themselves” got the highest
average among content-related items from teachers (X=3.79). On the other hand, the item "Regional
differences have been taken into account when determining areas of competence has the lowest
average (X=3.37). There is evidence in the literature that support the results obtained from these items.
As a result of the study of psychological counseling and guidance services conducted by ictiizer (2017) in
secondary schools, it was concluded that the program helped students to identify and accept
themselves. Similarly, Yazgiinoglu and Demirel (2012) determined that the program allows students to
identify and improve themselves in the research that assesses the views of school and class guidance
teachers on the guidance program for primary education institutions. In addition, Demirel (2010)
evaluated the classroom guidance program and stated that regional differences should be taken into
account by the experts when determining the proficiency areas. However, it can be concluded that
regional differences are not sufficiently taken into account when determining the areas of proficiency in
the light of current research results.

The item “The activities overlap with the related proficiency areas” had the highest average (X=3.87)
while the item “The teaching material to be used in the activities is easily accessible for each region
where the program will be implemented” had the lowest average among the activity-related items
(X=3.55). Similar to the findings, the results of the study by Yazgiinoglu and Demirel (2012) investigating
the opinions of teachers about guidance programs in primary schools stated that teachers had problems
accessing the teaching materials to be used in the activities. "The activities serve to realize the
achievements* is another item that rated positively by teachers and had average of (X =3.84 ). Similarly,
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Demirel (2010) stated that the activities contributed to realization of the achievements in the evaluation
of the class guidance program of primary and secondary education institutions.

When we look at the results obtained with regard to the assessment and evaluation items, the item
"It has been expressed clearly and understandably how the achievements will be tested” had the
average of (X=3.81). It can be concluded that the teachers evaluate positively the clear expression of
how the evaluation of the achievements should be made. This result is similar to the results of the
studies (igtiizer, 2017; Yazgiinoglu & Demirel, 2012) based on teachers and students opinions in
literature. From the items related to assessment and evaluation, the item "How to evaluate the
assessment tools after application is clearly stated" has the lowest average (X=3.55). This finding is
similar to the research results obtained from the assessment and evaluation aspect of the program
(Demirel, 2010; Kizil, 2007; Yazglinoglu & Demirel, 2012). From these results, it can be stated that
teachers have some problems in the assessment and evaluation process of the program. For the
assessment and evaluation aspect of Preschool Guidance Program requirement analysis forms,
achievement checklists, observation lists, and development inventories (GECTA, DENVER Il, AGTE etc.)
which require specialization are filled by the teachers and school guidance teachers. Having the lowest
average in "How to evaluate the assessment tools after application is clearly stated" suggests that
teachers may have difficulty in evaluating the assessment tools used. Other studies on the subject
(Demirel, 2010; Yazginoglu & Demirel, 2012) revealed that teachers have problems in terms of the
general explanations about the assessment tools, lack of knowledge on how to grade and evaluate the
forms, and the diversity of the forms.

The item "The program contributes to the psychosocial development of the students" had the
highest average of the items related to general features of the program (X=3.80). Developmental
guidance focuses on students' personal development and individual potentials (Myrick, 1997).
Psychological counseling and guidance services of school aim to improve students' mental, physical,
emotional and psychosocial aspects in a healthy way. In this study, it is thought that the item "The
program contributes to the psychosocial development of the students" can be interpreted as program
may have contributed to the realization of this purpose of preschool guidance services since it had the
highest average. Similarly, other research findings emphasize the views that the program contributes to
the psychosocial development of the students (Demirel 2010; Terzi, Tekinalp & Leuwerke, 2011;
Yazglinoglu & Demirel, 2012). On the other hand, the item "The program has provided standardization
in terms of PCG services in schools." had the lowest average score (X=3.42). It is stated by Demirel
(2010) that, in the results of the evaluation of the Guidance Program of Primary and Secondary
Education Institutions, the program contributes to the standardization of the guidance services, contrary
to the findings in this study,

The study also examined whether there is a significant difference between the views of preschool
and school guidance teachers regarding the Preschool Guidance Program. The study that evaluates the
opinions of school and class guidance teachers regarding the Class Guidance Program of Primary
Education Institutions conducted by Yazginoglu and Demirel (2012) stated that there is a significant
difference between the average scores related to the program in favor of school guidance teachers. In
this study, no significant difference was found between the opinions of the preschool and school
guidance teachers regarding the program. This is thought to be due to the fact that the preschool
teachers participating in the survey had sufficient knowledge, skills and understanding of the needs and
benefits of guidance services.

As a result, the school guidance and preschool teachers who participated in the research stated that
the achievements in the program are suitable for the proficiency areas and take into account the needs
of the students. It has been observed that the views on the activities are generally positive, owing to the
fact that the activities are arranged in an understandable way and include clear explanations on how the
evaluation of the achievements should be done. However, preschool teachers have problems about how
to evaluate the assessment tools after the application. At this point, it can be concluded that preschool
and school guidance teachers think that preschool guidance program is useful and beneficial (X=3.85)
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and these results support previous studies (Berber, 2010; Dahir, Burnham & Stone, 2009; Esen, 2009;
Kizil, 2007; Nazli, 2008; Nazli, 2014 Terzi, Tekinalp & Leuwerke, 2011) that showed developmental and
psychological guidance programs are effective and teachers and school guidance teachers have positive
opinions about it.

Considering all the findings and results obtained from the study, the following recommendations can
be made:

e Course hours could be re-examined and guidance hour could be added in order to increase the time
for activities in Preschool education institutions.

e For the effective implementation of the program and the guidance activities, only the guidance
teachers should be responsible in preschool institutions.

e In order to contribute to the realization of the achievements, all necessary tools and equipment for
the implementation of the activities in the school guidance services could be kept available.

e In-service trainings for preschool teachers can be conducted by the Ministry of National Education to
increase the level of knowledge of teachers about assessment and evaluation and guidance services.

e Assessment and evaluation forms included in the program can be reviewed in line with the opinions of
practitioners and the forms to be rearranged can be prepared taking into account the affective
characteristics of the children.

e In order to evaluate the program, comparative studies can be done by taking the opinions of the
counselors and preschool teachers.

o This research is limited to the central districts of Konya. It is thought that this study can be done by
expanding the sample size to include different provinces or the whole country.
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Tiirkge Siiriim

Girig
Psikolojik danisma ve rehberlik (PDR) hizmetleri cagdas egitim anlayisinin bir iriiniidiir. Ogrenci
odakli sunulan bu hizmetler, bireylerin ¢agdas dinyanin ve ¢agdas egitimin gerektigi niteliklere sahip

olabilmeleri icin gereken yardimlari kapsamaktadir. Bu yardimlar ile bireyin kendini tanimasina,
gelisimine ve ¢evreye uyumuna yardimci olarak kendini gergeklestirmesi hedeflenmektedir.

PDR hizmetlerinin okullarda orgilitlenmesi ile ilgili geleneksel rehberlik modeli ve gelisimsel rehberlik
modeli olmak Uzere iki ana model gelistirilmistir (Nazl, 2016). 1960’li yillarin sonuna dogru, geleneksel
rehberlik yaklagiminda 6grencilerin gelisimsel ihtiyaglarinin yeterince karsilanmamasindan dolayi
geleneksel yaklasim yerine gelisimsel rehberlik anlayisi ortaya ¢cikmistir. Gelisimsel rehberlik modelinin
temel islevi, icinde bulundugu gelisim dénemlerinin gorevlerini basarili bir sekilde gergeklestirebilmeleri
icin 6grenciye yardimci olmaktir (Erkan & Gilven, 2006). Geleneksel rehberlik yaklasiminda psikolojik
danisma ve rehberlik hizmetlerinin nihai amaci olan bireyin kendini gerceklestirmesine yardim etme
sureci, gelisimsel rehberlik yaklagimiyla birlikte bireyin yasam kariyeri gelisimini destekleme amacina
donusmis ve Ogrencilerin kisisel-sosyal, egitsel ve kariyer gelisim alanlarinin desteklenmesi ve
gelistirilmesi amaglanmistir (Nazli, 2016). Ayrica, gelisimsel rehberlik yaklasimi 6grencilerin bilissel,
duyussal ve fiziksel gelisimlerini temel alan planli ve programl bir mifredati gerektirmektedir (Myrick,
1997). Gelisimsel rehberlik yaklasimina dayah planh ve programli olarak hazirlanan rehberlik programlari
ogrencilere katki saglamaktadir. Yapilan calismalarda, programda yer alan vyeterlik alanlarinin
ogrencilerin akademik basarisini arttirdigl, (Ava & Nazli, 2006; Lapan, Gysbers & Yongmin, 1997;
Torunoglu, 2015), bireysel ve grup etkinliklerinin ise kisisel gelisimlerini ve sinif i¢i basarilarini dogrudan
etkiledigi ifade edilmektedir (Borders, 1992).

Bireylerin yasamini biitlinsel bir bakis acisi icinde degerlendirdigimizde rehberlik, egitimin her
basamaginda, okul dncesinden baslayarak yiksek 6gretime kadar 6nemle uygulanmasi gerekmektedir.
insanlarin yasamlarinin her déneminde farkli problemler yasadigi géz 6niinde bulunduruldugunda, okul
oncesinden yiksek 6gretime kadar her egitim kademesinde farkl rehberlik uygulamalarina ve rehberlik
programlarina ihtiya¢c duyulacaktir (Yesilyaprak, 2010). Ancak, rehberlik hizmetlerine Tlrkiye’de ve
diinyada ortadgretim diizeyinde agirlik verilmistir. 90’l yillardan sonra 6zellikle de 1997-1998 6gretim
yilindan itibaren sekiz yillik zorunlu ilkdgretime gecilmesi ile ilkdgretim ve okuldncesi egitim
kademesinde de rehberlik hizmetlerine agirlik verilmeye basglanmistir.

Okul o6ncesi donem, c¢ocugu ilkokula hazirlayan o6zellikle ¢ocugun sosyal, dil, bilis ve kisilik
ozelliklerinin gelisimi acgisindan 6nemli oldugu dénemdir. Basta Sigmund Freud ve Eric Erikson olmak
Uzere ¢ogu gelisim kuramcisi, bebeklik ve okul dncesi gelisim doneminin diger donemlere gére daha
onemli oldugunu kabul etmektedir. Bu donemdeki gelisim, cocugun gelecek donemlerdeki 6grenme ve
gelisme alanlarini oldukca fazla etkilemektedir. Bloom’un (1964) yaptigl arastirma sonucuna gore,
cocuklarin onsekiz yasina kadar gosterdikleri okul basarisinin % 33.00°UG 0-6 yas arasindaki kazanimlarla
aciklanabilmektedir (Akt.Yesilyaprak, 2010). Benzer bicimde, erken ¢ocukluk déneminde dil gelisiminde
yasanan gelismeler ilkokul yillarindaki gelisimi etkilemektedir.Cocuklarin erken dénemdeki ev yasantilari
dil becerilerini,bu da beraberinde okula hazir olma diizeyini etkilemektedir (Forget-Duboiset vd.,2009).
Hatta okul 6ncesi donemdeki ¢ocuklarin bildigi harf sayisinin, lisedeki okuma basarisiyla iliskili oldugu
ifade edilmektedir (Stevenson & Newman, 1986).

Okul 6ncesi donemde ¢ocugun kisilik gelisiminin temelleri atilmakta, ¢cocugun gelisiminde ¢ocuga
saglanan fiziksel ve sosyal cevre kosullari, aile tutumlari ve egitim imkanlar etkili olmaktadir. Bu
nedenle, okul dncesi donemde sunulan rehberlik hizmetleri ve uygulamalari olduk¢a 6nemlidir. Okul
oncesi egitim, c¢ocuklarin gelecek yasamlarina ve egitim kademelerine etkisi gdz Oninde
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bulunduruldugunda, gelecege yonelik planlamalarin ve atilacak adimlarin belirlenmesinde dikkatli
olunmasi gereken bir gelisim donemidir (Yesilyaprak, 2010).

Okul Oncesi egitimin amaglarina ulagabilmesinde, egitim ortaminin niteligi ve okul 6ncesi ve okul
rehber 6gretmenlerinin sunacagl rehberlik ve psikolojik danisma hizmetleri ayri bir 6neme sahiptir.
Yesilyaprak’a (2010) goére, bu dénemde c¢ocuga sunulacak rehberlik hizmetleri, ¢ocugun gelisim
alanlarinin desteklenmesine, gelecege hazirlanmasinda ve hayatini kolaylastirmasina yoéneliktir. Bu
donemde sunulan rehberlik hizmetleri ¢ocugun bilissel, duyussal ve davranissal 6zelliklerinin
taninmasina, olumlu benlik algisi gelistirmesine, gereksinimlerinin karsilanmasina yardimci olacaktir.

Okul 6ncesinde yiritilen rehberlik hizmetlerinde 6gretmenlerin rehberlik anlayisi ve yaklasimi
oldukga 6nemlidir. Cagdas rehberlik anlayisini benimseyen bir okul 6ncesi egitim 6gretmeni, ¢ocugun
saglikli gelismesi icin gerekli fiziki ve sosyal ortami hazirlamaktadir. Ogretmen ¢ocugun saghkl gelismesi,
okula uyum saglamasi, gizil giglerini ortaya koyabilmesi icin 6zgir, glivenli ve olumlu bir egitim
atmosferi olusturmaya calismaktadir. Boylelikle cocuklar, akranlari icerisinde kendini tanimayi, yasami
sirdirebilecek becerileri gelistirmeyi ve birlikte yasama kurallarini 6grenerek, sosyal ve psikolojik
doyumunu saglamaktadir (Yesilyaprak, 2010). Ayrica, bu kademede sunulan rehberlik hizmetleri daha
Ust Ogretim basamaklarinda sunulacak rehberlik hizmetlerinin verimlilig§ine olumlu katkilar da
sunabilecektir.

Okul 6ncesi egitimde rehberlik ve psikolojik danisma hizmetleri diger kademelerde oldugu gibi planh
ve programh ydritilen hizmetlerdir. Okul o©ncesi egitim déneminde rehberlik hizmetlerinin
yapilandiriimis ve amaglari belirlenmis programlarla yiritilmesi 6nemlidir. Program hedeflerinin
gerceklesmesinde, calisanlarin ¢agdas rehberlik anlayisina sahip olmalari ve rehberlik ilke ve amaglarina
uygun tutum ve davranislar sergilemeleri gerekmektedir. Ayrica ailenin, okul y&netiminin,
O0gretmenlerin, rehber 6gretmenlerin, diger ¢alisanlarin isbirligi icinde olmasi program hedeflerine
ulagsmayi kolaylastiracaktir.

Gelisimsel rehberlik modeline dayali programlarin en 6nemli boyutu degerlendirmedir. Rehberlik
programinin degerlendirilmesinde temel amag, programin o6grencilere kazandirdigl yeterliklerin
sonuglarini  belirlemektir. Sonuglarin degerlendirilmesi kapsamh olup 06grencilerin edindikleri
o6grenmelerin dizeylerini kontrol etmekte, kisa, orta ve uzun vadeli olmak Uzere yapilan sonuglarin
degerlendirilmesi programlarin gelistiriimesine katki saglamaktadir (Nazh, 2016). Degerlendirme
calismalarinda esas ve oncelikli kisiler olan okul midiri, okul ve sinif rehber 6gretmenleri ile
Ogrencilerin  gorusleri olduk¢a ©nemlidir. Okul ve sinif rehber 0Ogretmenlerinin  goruslerinin
degerlendirildigi arastirma sonuglari gelisimsel rehberlik ve psikolojik danisma programinin yararli ve
etkili oldugunu gostermektedir (Berber, 2010; Dahir, Burnham & Stone, 2009; Nazl, 2014). Ortaégretim
rehberlik programinin 6grenci gérislerine gore degerlendirildigi arastirma sonuglari ise, okul tiirt ve sinif
diizeyine gore farklilik gdsterdigine isaret etmektedir (Civicioglu, 2016; ictiizer, 2017; Topgu, 2014).

Milli Egitim Bakanligina bagh okullarda psikolojik danisma ve rehberlik hizmetlerin sunulmasinda
kapsamli psikolojik danisma ve rehberlik programlari uygulanmaktadir. Tirkiye'de ilk yapilandiriimis
rehberlik programi, 2006 yilinda Milli Egitim Bakanhgi tarafindan “ilkégretim ve Ortadgretim Kurumlari
Sinif Rehberlik Programi” hazirlanmis ve 2006-2007 6gretim yilinda uygulanmaya baslanmistir. Rehberlik
Programi’'nda, egitsel, mesleki ve kisisel/sosyal rehberlik hizmetlerini kapsayan yedi yeterlik alani (egitsel
gelisim, okula ve ¢evreye uyum, glvenli ve saglkh hayat, kisiler arasi iliskiler, kendini kabul, aile ve
toplum, mesleki gelisim) olusturulmustur (MEB, 2006). Gelisimsel rehberlik anlayisina dayali ilkégretim
ve Ortadgretim Kurumlari Sinif Rehberlik Programi’'nda yer alan yeterlik alanlari ve kazanimlar, Okul
Oncesi Egitim Rehberlik Programi’nin hazirlanmasina temel teskil etmistir (MEB, 2012).

2012 yilinda vyayinlanan Okul Oncesi Egitim Rehberlik Programi, birbiri ile iliskili yedi yeterlik
alanindan ve 83 kazanimdan olusmaktadir. Kazanimlarin gergeklesmesine katki saglamak ve belirlenen
yeterliliklere ulasiimasini saglamak amaciyla her kazanim i¢in 6rnek etkinlikler hazirlanmistir. Programda
yer alan etkinlikler, okul rehber 6gretmeni ya da 6gretmenler tarafindan uygulanmaktadir. Etkinlikler var
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olan kaynaklardan secilebilmekte ve kazanima uygun olacak sekilde rehber 6gretmenlerin gorisleri
dogrultusunda degistirilebilmekte ya da gelistirilebilmektedir (MEB, 2012).

Ogretmenlerin rehberlik programina iliskin gérislerinin belirlenmesi, programda yer alan amaglarin,
etkinlik ve kazanimlarin gergeklesmesi agisindan 6nemlidir. Ayrica, programin degerlendirilmesi, okul
oncesinde ylratilen rehberlik ve psikolojik danisma hizmetlerinin gelisimine katki saglayabilecektir.

Gerek Turkiye’de gerekse yurt disinda ilkogretim ve ortadgretim dizeyinde okullarda uygulanan
psikolojik danisma ve rehberlik programlarini degerlendiren arastirmalarin (Berber, 2010; Demirel, 2010;
Civicioglu, 2016; Torunoglu, 2015; Topcu, 2014; Yazginoglu & Demirel, 2012), cogunlukla 6gretmen ve
Ogrencilerin gorusleri dogrultusunda ilkégretim ve ortadgretim dizeyinde yapildigi gorilmektedir.
Ancak, Tirkiye’de Okul Oncesi Rehberlik Programi’ni 6gretmen gérisleri dogrultusunda inceleyen
herhangi bir ¢alismaya rastlanmamistir. Bu nedenle, okul 6ncesi egitimde psikolojik danisma ve rehberlik
hizmetlerinin sunulmasinda &nemli bir yeri olan Okul Oncesi Rehberlik Programi’nin 6gretmen
goriuslerine gore degerlendirilmesine ihtiya¢ duyulmaktadir. Okul 6ncesi egitimde rehberlik ve psikolojik
danisma hizmetlerinin gelistiriimesine, konu ile ilgili yeni ¢alismalarin yapilmasina ve alan yazina 6nemli
katkilar sunabilecegi distnilen bu arastirmanin amaci, Konya ili merkez ilgelerindeki anaokullarinda
gorevli 8gretmenlerin Okul Oncesi Rehberlik Programi’na iliskin gériislerinin incelenmesidir.

Yontem
Arastirmanin Deseni

Bu calismada, betimsel tarama modeli kullaniimistir. Tarama yéntemi geg¢miste veya halen var olan
bir durumu var oldugu sekliyle betimlemeyi amaglayan arastirma yaklasimidir (Karasar, 2000). Bu tir
arastirmalar daha ¢ok “ne, nerede, ne zaman, hangi siklikla, hangi diizeyde, nasil” gibi sorularin
cevaplandiriimasina olanak tanir (Wellington, 2006; Akt.Buyikoztiirk, 2012).

Katilimcilar

Bu ¢alismanin arastirma grubu, amach o6rnekleme ydntemiyle belirlen Konya ilindeki merkez
ilcelerinde bulunan anaokullarinda gérevli 110°u (% 97.30) kadin, 3’U (% 2.70) erkek, toplam 113 okul
dncesi ve okul rehber &gretmeninden olusmaktadir. Ogretmenlerin, 100°G (% 88.50) okul &ncesi
O0gretmeni, 13’0 (% 11.50) okul rehber 6gretmenidir. Yas araligi, 23-50 arasinda degisen 6gretmenlerin
meslekte calisma siresi 1-26 yil arasinda degismektedir.

Veri Toplama Araglari

Bu arastirmada, ilkégretim ve Ortadgretim Kurumlari Sinif Rehberlik Programi 6geleri ve ilkeleri
dikkate alinarak Yazgiinoglu ve Demirel (2012) tarafindan hazirlanan anket kullanilmistir. Bu anketin,
okul dncesi kurumlari icin de tercih edilmesinin nedeni, ilkégretim ve Ortadgretim Kurumlari Sinif
Rehberlik Programi’nin ve Okul Oncesi Egitim Rehberlik Programi’nin ayni dgeleri (yeterlik alanlari,
kazanimlar, etkinlikler, uygulama bicimi, program beklentileri vb.) icermesidir. Ayrica, anketin okul
oncesi kurumlarinda uygulanabilecegi konusunda uzman goérisleri alinmistir. Bes'li likert tipindeki anket,
45 maddeden olusmaktadir. Ankette, hedefler (8 madde), icerik (10 madde), 6gretme-68renme siireci
(11 madde), 6lgme ve degerlendirme (6 madde) ve programin genel 6zellikleri (10 madde) olmak lzere 5
alt boyut bulunmaktadir. Anketin i¢ tutarhlik giivenirligi, Cronbach alfa katsayisi .96 olarak bulunmustur.
Bu arastirma igin uygulanan Cronbach alfa i¢ tutarlik katsayisi sonuglari (r=.97), anketin bu arastirmanin
katilimcilar Gzerinde gecerli ve glivenilir bir bicimde kullanilabilecegini gostermektedir. Anketin 36. ve
37. maddeleri, okul 6ncesi egitim kurumlari ders programinda ayri bir rehberlik saati bulunmadigindan
degerlendirme disi tutulmustur.
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Verilerin Toplanmasi

Anket uygulamasi, 6gretmenlerin gorev yaptiklari okullarda yuz yilize goérusllerek gergeklestirilmistir.
Uygulama silrecinde, tim katilimcilara arastirmanin amaci ve anket uygulanmasina iligkin temel
yonergeler standart bir sekilde agiklanmistir.

Verilerin Analizi

Anket araciligiyla toplanan verilerin analizinde betimleyici istatistiksel tekniklerden yararlanilmistir.

Bulgular
Bu boéliimde, arastirmada elde edilen bulgulara yer verilmistir.

Bu arastirmada, Okul Oncesi Rehberlik Programi’nin, hedefler/kazanimlar (1-8 madde),
icerik/yeterlilik (9-18 madde), O6gretme-6grenme sureci/etkinlikler (19-29 madde),
degerlendirme/sinama durumlari (30-35 madde), programin genel Ozellikleri (36-45 madde)
boyutlarinda okul 6ncesi ve okul rehber 6gretmenlerinin goruslerine iliskin bulgular asagida belirtilmistir.

Okul dncesi ve okul rehber dgretmenlerinin Okul Oncesi Egitim Rehberlik Programi’nin kazanimlarina
iliskin puanlarin f, % ve X degerleri Tablo 1’de verilmistir.

Tablo 1.
Programin Kazanimlarina iliskin Puanlarin Dagihmi.

Tamamen Kismen Hig

katiliyorum katiyorum Katilmiyorum Katilmiyorum

(5) Katiliyorum (4) (3) (2) (1)

Kazanimlara iliskin Maddeler f % f % f % f % f % X
1.Kazanimlar sistematik ve tutarli 22 19.46 69 61.06 22 19.46 - - - - 4.00
bir sekilde ifade edilmistir.
2.Kazanimlar gergeklestirilebilir 23 20.35 69 61.06 19 16.81 1 .88 1 .88 3.99
niteliktedir.
3.Kazanimlar 6grencilerin 23 20.35 63 55.75 21 18.58 4 353 2176 3.89
yasamlarinda kullanabilecekleri
niteliktedir.
4. Kazanimlar 6grenci diizeyine 29 25.66 56 49.55 24 21.20 2 1.76 2176 3.95
uygundur.
5. Kazanimlarin sinif dizeylerine 14 12.38 61 53.98 32 28.31 6 5.30 - - 3.73

gore dagilimi 6grencilerin gelisim

ozellikleri gbz 6niinde

bulundurularak belirlenmistir.

6. Kazanimlar diger 6gretim 17 15.04 66 58.40 26 23.00 4 3.53 - - 3.84
programlarindaki “kazanim”

ifadelerine benzer sekilde

yazilarak dil birligi saglanmustir.

7.Kazanimlar diger derslerin 16 14.15 59 52.21 32 28.31 6 5.30 - - 3.75
6gretim programlarinda yer alan

psikolojik danisma ve rehberlige

iliskin kazanimlarla paralellik

gostermektedir.

8.Kazanimlar bir ders saatinde 23 20.35 50 44.24 28 24.80 11 9.73 2176 3.69
gerceklestirilebilir niteliktedir.
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Tablo 1’e goére, “Kazanimlar sistematik ve tutarli bir sekilde ifade edilmistir. ” maddesi, anketin tim
maddeleri icerisinde en yiiksek ortalamaya sahip maddesidir (X=4.00). Bu maddeye, 6gretmenlerin %
61.10'u “katihyorum”, % 19.50’si “tamamen katiliyorum” yanitini vermislerdir. Kazanimlara iligkin
"Kazanimlar, bir ders saatinde gerceklestirilebilir niteliktedir." maddesi ortalamasi en disik maddedir
(X=3.69). Bu maddeye, dgretmenlerin % 44.20’si “katiliyorum”, % 19.50’si “tamamen katiliyorum”
yanitini vermislerdir. Kazanimlarin gergeklestirilmesi icin zaman agisindan sorun oldugu sdylenebilir.
Kazanimlara iliskin maddelerin ortalamasi 3.85, standart sapmasi .58"dir.

Okul 6ncesi ve okul rehber 6gretmenlerinin okul éncesi egitim rehberlik programinin igerigine iliskin
puanlarin f, % ve X degerleri Tablo 2’de verilmistir.

Tablo 2.
Programin lgerigine iliskin Puanlarin Dagilimi.

Tamamen Kismen Hig

katiliyorum katiyorum Katilmiyorum Katilmiyorum

(5) Katihyorum (4) (3) (2) (1)

Kazanimlara iliskin Maddeler f % f % f % f % f % X
9. Kazanimlar, yeterlilik alanlarina 16 14.15 61 53.98 33 29.20 1 .88 2176 3.77
uygundur.
10. Yeterlik alanlari 6grencilerin 12 10.61 57 5044 38 3360 6 5.30 - - 3.66

ihtiyaclarina uygun hazirlanmistir.

11. Yeterlik alanlari belirlenirken 11 9.73 41 36.28 45 39.82 11 9.73 54.42 3.37
bolgesel farkhhklar dikkate

alinmistir.

12. Yeterlik alanlari okul digindaki 11 9.73 54 47.78 37 32.74 10 8.84 1 .88 3.56
yasantiyi destekler niteliktedir.

13. Program, 6grencilerin okulave 15 13.27 56 49.55 35 30.97 7 6.19 - - 3.69
cevreye etkin olarak uyum

saglamalarini kolaylastiracak

niteliktedir.

14. Program, 6grencilerin 13 11.50 58 51.32 32 28.31 10 8.84 - - 3.65
potansiyellerini kullanarak egitsel

basarilarini arttirmalarina olanak

saglayacak niteliktedir.

15. Program, 6grencilerin 17 15.04 60 53.09 32 2831 4 3.53 - - 3.79
kendilerini tanimalarina, kabul

etmelerine ve gelistirmelerine

olanak saglar.

16. Program ile birlikte 6grenciler, 17 15.04 61 53.98 30 2650 4 3.53 1 .88 3.78
baskalarini anlama, kabul etme ve

kisilerarasi etkilesim becerilerini

gelistirmektedir.

I7. Program, 6grencilerin topluma 18 15.92 60 53.09 26 23.00 9 7.96 - - 3.76
karsi olumlu anlayis ve tutum

gelistirmelerini saglamakladir.

18.Program, 6grencilerin egitsel ve 14 12.38 46 40.70 48 42.47 5 4.42 - - 361
mesleki kararlari igin gerekli

olgunluga ulasmalarini

saglamaktadir.

Tablo 2’ye gore, "Program, 6grencilerin kendilerini tanimalarina, kabul etmelerine ve gelistirmelerine
olanak saglar.” maddesi, programin icerigine iliskin ortalamasi en yiiksek maddedir (X=3.79). Bu
maddeye, Ogretmenlerin % 53.10'u  “katihyorum”, % 15.00'i “tamamen katiliyorum” yanitini
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vermislerdir. icerige iliskin maddelerden, "Yeterlik alanlari belirlenirken bélgesel farkliliklar dikkate
alinmistir." maddesi ortalamasi en diisiik maddedir (X=3.37). Bu maddeye, dgretmenlerin % 4.40"1 “Hig
Katilmiyorum”, % 36.30'u “katihlyorum”, % 9.30°’u “tamamen katiliyorum” yanitini vermislerdir.
Programin igerigine iliskin maddelerin ortalamasi 3.66, standart sapmasi .60’dir. Arastirmaya katilan
dgretmenlerin okul 6ncesi egitim rehberlik programinin etkinliklere iliskin puanlarinin f, % ve X degerleri
Tablo 3’de verilmistir.

Tablo 3.
Programin Etkinliklere iliskin Puanlarin Dagilimi.

Tamamen Kismen Hig

katiliyorum katiliyorum Katilmiyorum Katilmiyorum

(5) Katiliyorum (4) (3) (2) (1)

Kazanimlara iligkin Maddeler f % f % f % f % f % X
19. Etkinlikler iligkili oldugu 20 17.69 61 53.98 30 26.50 2 1.76 - - 3.87
yeterlik alanlari ile 6rtiismektedir.
20. Etkinlikler yeterince acik ve 19 16.81 58 51.32 34 30.08 2 1.76 - - 3.83
anlasilir olarak dizenlenmistir.
21. Etkinlikler kazananlari 18 15.92 60 53.09 35 30.97 - - - - 3.84
gerceklestirmeye hizmet
etmektedir.
22. Etkinlikler, 6grencileri aktif 20 17.69 61 53.98 26 23.00 6 5.30 - - 384
kilacak nitelikte diizenlenmistir.
23. Etkinlikler, 6glencilerin birlikte 19 16.81 58 51.32 29 2566 7 6.19 - - 3.78
calismalarini saglayacak
niteliktedir.
24. Etkinlik 6rnekleri programin 18 15.92 62 54.86 31 27.40 1 .88 1 .88 3.84

vizyonuna uygun olarak

planlanmistir.

25. Etkinlikler 6grencilerin gelisini 19 16.81 60 53.09 32 28.31 - - 2176 3.83
diizeyine uygun olarak

hazirlanmistir.

26. Etkinliklerde kullanilacak 14 12.38 48 42.47 41 36.28 7 6.19 32,65 3.55
o6gretim materyali programin

uygulanacagi her bolge icin kolay

ulagilabilirdir.

27. Etkinlikler uygulayicilara (sinif 1 .88 19 16.81 53 46.90 35 30.97 5442 3.76
rehber 6gretmenlerine) yol

gosterici o0zelliktedir.

28. Etkinlikler, sinif rehber 15 13.27 53 46.90 40 35.40 4 3.53 1 .88 3.68
o6gretmeninin PDR alanindaki

yeterlik diizeyine uygun olarak

hazirlanmistir.

29. Etkinlikler bir ders saatinde 18 15.92 46 40.70 37 32.74 12 10.61 - - 3.61
uygulanabilecek sekilde

diizenlenmistir.

Tablo 3’e gore, "Etkinlikler iliskili oldugu yeterlik alanlari ile ortlismektedir” maddesi, programin
etkinliklere iliskin ortalamasi en yiiksek maddedir (X=3.87). Bu maddeye, 6gretmenlerin % 54.00{i
“katiliyorum”, % 17.70'i “tamamen katiliyorum” yanitini vermislerdir. Etkinliklere iliskin maddelerden,
"Etkinliklerde kullanilacak 6gretim materyali programin uygulanacagi her bolge icin kolay ulasilabilirdir."
maddesi ortalamasi en disiik maddedir ( X=3.55). Bu maddeye &gretmenlerin % 2.70'i “Hic
Katilmiyorum”, % 42.50’si “katihlyorum”, % 12.40"1 “tamamen katiliyorum” yanitini vermislerdir.
Etkinliklere iliskin maddelerin ortalamasi 3.81, standart sapmasi .66’dir.
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Okul 6ncesi ve okul rehber 6gretmenlerinin rehberlik programinin 6lgme ve degerlendirme boyutuna
iliskin puanlarinin f, % ve X degerleri Tablo 4’de verilmistir.

Tablo 4.
Programin Ol¢me ve Dederlendirmeye iliskin Puanlarin Dagihmi.
Tamamen Kismen Hig
katiliyorum katiliyorum Katilmiyorum Katilmiyorum
(5) Katiliyorum (4) (3) (2) (1)
Kazanimlara iliskin Maddeler f % f % f % f % f % X
30. Programdaki etkinlik 16 14.15 53 46.90 34 30.08 9 7.96 1 .88 3.66

degerlendirme formlari,

kazanimlari 6lcebilecek

niteliktedir.

31. Kazanimlarin nasil sinanacagi 15 13.27 67 59.29 27 23.88 3 2,65 1 .88 3.81
actk ve anlasihr bicimde ifade

edilmistir.

32. Kazanimlarin nasil sinanacagi 14 12.38 68 60.17 17 15.04 12 10.61 1 .88 3.73
orneklerle gosterilmistir.

33. Programda verilen etkinlik 15 13.27 44 3893 49 43.36 3 2.65 1 .88 3.61
degerlendirme formlari duyussal

ozelliklerin degerlendirilmesine

tam anlamiyla olanak

saglamaktadir.

34. Etkinliklerin 17 15.04 47 41.59 42 37.16 6 5.30 1 .88 3.64
degerlendirilmesinde onerilen

etkinlik degerlendirme formu

sayisi uygundur.

35. Olgme araclarinin 11 9.73 55 48.67 34 30.08 12 10.61 1 .88 3.55
uygulandiktan sonra nasil

degerlendirilecegi acik ve anlasilir

olarak belirtilmistir.

Tablo 4’te goruldigu gibi, "Kazanimlarin nasil sinanacagi agik ve anlasilir bigimde ifade edilmistir.”
maddesi, programin dlgme ve degerlendirmeye iliskin ortalamasi en yiiksek maddedir ( X=3.81). Bu
maddeye, Ogretmenlerin % 59.30'u  “katilyorum”, % 13.30'u “Tamamen katiliyorum” yanitini
vermislerdir. Olcme ve degerlendirmeye iliskin maddelerden, "Ol¢me araglarinin uygulandiktan sonra
nasil degerlendirilecegi acik ve anlasilir olarak belirtilmistir.” maddesi ortalamasi en diisik maddedir
(X=3.55). Bu maddeye, 6gretmenlerin % .90’n1 “Hi¢ Katilmiyorum”, % 10.60"I “Katilmiyorum”, % 30.10’nu
“Kismen katiliyorum”, yanitini vermislerdir. Olgme degerlendirmeye iliskin maddelerin ortalamasi 3.75,
standart sapmasi .88’dir.

Arastirmaya katilan okul 6ncesi ve okul rehber 6gretmenlerinin okul 6ncesi egitim rehberlik
programinin genel ézelliklerine iliskin puanlarinin f, % ve X degerleri Tablo 5’de verilmistir. Tablo 5'te
gorildigu gibi, programin geneline iliskin maddelerden "Program, 6grencilerin psiko-sosyal gelisimine
katki saglamakladir.” maddesi, ortalamasi en yiiksek maddedir (X=3.80). Bu maddeye, 6gretmenlerin %
56.60"1 “katiliyorum”, % 15.90'n1 “tamamen katiliyorum” yanitini vermislerdir. "Program, okullardaki
PDR hizmetleri bakimindan standartlasmayi saglamistir.” maddesi ortalamasi en diisik maddedir
(X=3.42). Bu maddeye dgretmenlerin % 2.70’i “Hi¢ Katiimiyorum”, % 11.50'si “Katilmiyorum”, % 34.50'si
“Kismen katiliyorum”, yanitini vermislerdir. Programin genel 6zelliklerine iliskin maddelerin ortalamasi
3.73, standart sapmasi .58'dir.
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Tablo 5.
Programin Genel Ozelliklerine iliskin Puanlarin Dagihmi.
Tamamen Kismen Hig
katiliyorum katiliyorum Katilmiyorum Katilmiyorum
(5) Katiliyorum (4) (3) (2) (1)
Kazanimlara iliskin Maddeler f % f % f % f % f % X
38. Program, okullardaki PDR 9 7.96 49 4336 39 34.51 13 11.50 32.65 342

hizmetleri bakimindan

standartlasmayi saglamistir.

39. Program, 6grencilerin psiko- 18 15.92 64 56.63 22 19.46 9 7.96 - - 3.80
sosyal gelisimine katki

saglamakladir.

40. Program, PDR hizmetlerine 12 10.61 39 34.51 53 46.90 8 7.07 1 .88 3.46
diizen gelmesini saglamistir.

41. Program ile PDR hizmetlerine 13 11.50 50 44.24 42 37.16 8 7.07 - - 3.60
verilen 6nem artmistir.

42. Program ile sinif rehber 16 14.15 50 44.24 33 29.20 14 12.38 - - 3.60

o6gretmenlerinin, PDR alanindaki
bilgi ve deneyimlerini
arttirmalarina olanak saglanmistir.

43. Program genel olarak 25 22.10 45 39.82 36 31.88 5 4.42 21.76 3.76
uygulanabilir niteliktedir.
44. Program, diger programlarin 16 14.15 55 48.67 38 33.60 4 353 - - 3.72

bitlinleyici bir pargasi

niteligindedir.

45. Programin tanitim ¢alismalari 9 7.96 46 40.70 48 42.47 5 4.42 5442 3.44
yeterlidir.

Tartisma, Sonug ve Oneriler

ilkdgretim ve Ortadgretim Kurumlan Sinif Rehberlik Programi ve Okul Oncesi Egitim Rehberlik
Programi ayni ogeleri icermektedir. Ayrica, dogrudan Okul Oncesi Rehberlik Programi’na iliskin
arastirmalarin olmamasi nedeniyle calismanin sonuglari, rehberlik programina iliskin yapilan diger
calisma sonuclariyla birlikte degerlendirilmistir.

Konya ili merkez ilgelerinde bulunan anaokullarinda gorevli okul o6ncesi ve okul rehber
dgretmenlerinin Okul Oncesi Rehberlik Programi’na iliskin gérislerini belirlemek amaciyla yapilan
arastirma sonucunda, 6gretmenlerin programa iliskin gorislerine ait ortalama deger 3.73 bulunmustur.
Elde edilen bulgular dogrultusunda, programin hedefler 6gesi ( X=3.85) en yiiksek, yeterlilik 6gesi ise (
X=3.66) en diisiik ortalama puana sahip boyutu olarak gdze ¢arpmaktadir. Bu bulgular dogrultusunda,
okul 6ncesi d6gretmenleri ve okul rehber &gretmenlerinin Okul Oncesi Rehberlik Programi’ni biyik
dlgiide yararli ve olumlu olarak degerlendirdikleri séylenebilecegi disiinilmektedir. Okul Oncesi
Rehberlik Programi’nin kazanimlara iliskin maddelerinden "Kazanimlar sistematik ve tutarl bir sekilde
ifade edilmistir.” maddesinin, 6gretmenler tarafindan programin kazanimlari iginde en olumlu
degerlendirdikleri ve en yiiksek ortalamaya sahip madde oldugu goriilmektedir (X =4.00). Bu madde,
anketin maddeleri icerisinde en yliksek ortalamaya sahip maddesi olarak gbze carpmaktadir. Elde edilen
bu sonug, alan yazinda programin kazanimlarina iliskin olumlu goéruslerin belirtildigi calisma sonuglariyla
benzerlik géstermektedir (Basaran, 2008; Esen, 2009; Torunoglu, 2015; Yazglinoglu & Demirel 2012).
Diger yandan, kazanimlara iliskin "Kazanimlar, bir ders saatinde gergeklestirilebilir niteliktedir." maddesi
ortalamasi en diisiitk madde olarak bulunmustur (X =3.69). Elde edilen bu sonug, okullardaki rehberlik
hizmetlerini ve program uygulamalarini konusunda vyapilan bazi c¢alismalarda, kazanimlarin
gerceklestirilmesi icin orta diizeyde yeterli oldugu (Topcu, 2014) ve zamanin yeterli olmadigi yonindeki
bulgularla (Bardakgi, 2011; Berber,2010; Demirel, 2010; Terzi, Tekinalp & Leuwerke, 2011; Yazglinoglu &
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Demirel 2012) benzerlik géstermektedir. Diger yandan, 6grenci gorlslerinin degerlendirildigi arastirma
sonuglarinda zaman yetersizligi sorun olarak tespit edilmistir (i¢tiizer, 2017). Bu sonugtan yola ¢ikarak,
kazanimlarin gergeklestirilmesi i¢cin zaman agisindan sorun oldugunun sdylenebilecegi diistiniilmektedir.

Programin icerigine iliskin maddelerden "Program, ogrencilerin kendilerini tanimalarina, kabul
etmelerine ve gelistirmelerine olanak saglar.” maddesinin, 6gretmenler tarafindan programin igerigine
iliskin ortalamasi en yiiksek maddesi olarak puanlandigi goriilmektedir (X=3.79). Diger yandan, "Yeterlik
alanlari belirlenirken bolgesel farkliliklar dikkate alinmistir." maddesinin ise 6gretmenler tarafindan
ortalamasi en diisiik madde olarak puanlandigi géze carpmaktadir (X=3.37). Literatiirde bu maddelerden
elde edilen sonuglar destekleyen arastirmalar séz konusudur. ictiizer (2017) tarafindan ortadgretim
kurumlarinda vydritilen psikolojik danisma ve rehberlik hizmetlerinin degerlendirildigi arastirma
sonucunda, programin o6grencilerin kendilerini tanimalarina ve kabul etmelerine yardimci oldugu
sonucuna ulasiimistir. Benzer bicimde, Yazgliinoglu ve Demirel'in (2012) ilkégretim kurumlari sinif
rehberlik programina iligkin okul ve sinif rehber 6gretmenlerinin goruslerinin  degerlendirildigi
arastirmada, programin 06grencilerin kendilerini tanimalarina ve gelistirmelerine olanak sagladig
belirlenmistir. Ayrica, Demirel'in (2010) sinif rehberlik programinin degerlendirdigi ¢alismasinda,
uzmanlarin yeterlik alanlari belirlenirken bélgesel farkliliklarin dikkate alinmasi gerektigi ifade edilmistir.
Ancak, giincel arastirma sonuglari 1siginda yeterlik alanlari belirlenirken bolgesel farkliliklarin yeterince
dikkate alinmadigi séylenebilir.

Etkinliklere iliskin maddelerden, "Etkinlikler iligkili oldugu yeterlik alanlari ile 6rtiismektedir.”
maddesinin, 6gretmenler tarafindan programin etkinliklere iliskin ortalamasi en yiiksek maddesi olarak
puanlandigi goérilirken (X=3.87), "Etkinliklerde kullanilacak dgretim materyali programin uygulanacag
her bolge icin kolay ulasilabilirdir." maddesinin ise ortalamasi en diisiik maddesi olarak puanlandigi goze
carpmaktadir (X=3.55). Bu madde bulgularina benzer olarak, Yazgiinoglu & Demirel (2012) tarafindan
yapilan okul ve sinif rehber 6gretmenlerinin ilkdgretim kurumlari sinif rehberlik programina iligkin
goruslerinin degerlendirildigi calismada, 6gretmenlerin etkinliklerde kullanilacak 6gretim materyaline
ulagim konusunda sorun yasadiklari ifade edilmistir. "Etkinlikler kazanimlari gergeklestirmeye hizmet
etmektedir.” maddesi 6gretmenler tarafindan olumlu degerlendirilen ve ortalamasi (X =3.84) yiksek
olan diger bir maddedir. Bu madde sonucuna benzer olarak, Demirel’in (2010) ilk6gretim ve ortadgretim
kurumlari sinif rehberlik programinin degerlendirilmesinin yapildigi calismada, etkinliklerin kazanimlari
gerceklestirmeye katki sagladigi ifade edilmistir.

Olgme ve degerlendirme maddeleriyle ilgili olarak elde edilen sonuglara bakildiginda, "Kazanimlarin
nasil sinanacagi acgik ve anlasilir bicimde ifade edilmistir.” maddesi, 6§retmenlerin programin dlgme ve
degerlendirmeye iliskin ortalamasi en vyiksek maddesi olarak gdéze c¢arpmaktadir (X=3.81).
Ogretmenlerin kazanimlarin degerlendirilmesinin nasil yapilacaginin acik ve segik olarak ifade edilmis
olmasini olumlu olarak degerlendirdikleri sdylenebilir. Bu sonug, alanyazinda 6gretmen ve 6grenci
gorislerine dayall elde edilen arastirma sonuglariyla (ictiizer, 2017; Yazgiinoglu & Demirel, 2012)
benzerlik gostermektedir. Olgme ve degerlendirmeye iliskin maddelerden, "Olgme araglarinin
uygulandiktan sonra nasil degerlendirilecegi agik ve anlasilir olarak belirtilmistir." maddesi ise
dgretmenler tarafindan ortalamasi en disiik maddesi olarak puanlandigi gériilmektedir (X=3.55). Bu
bulgu, alanyazinda programin 6lgme degerlendirme boyutu icin elde edilen arastirma sonuglariyla
(Demirel, 2010; Kizil, 2007; Yazgiinoglu & Demirel, 2012) benzerlik géstermektedir. Bu sonuglardan yola
cikarak, programin o6lgme ve degerlendirme calismalarinda 6gretmenlerin bazi sorunlar yasadigi
sdylenebilir. Okul Oncesi Rehberlik Programinin dlgme degerlendirme boyutunda ihtiya¢c analizi
formlari, kazanim kontrol listeleri, gozlem listeleri ve uygulanmasi uzmanhk gerektiren gelisim
envanterleri (GECTA, DENVER |Il, AGTE vb.) 6gretmen ve okul rehber 06gretmeni tarafindan
doldurulmaktadir. “Olcme araclarinin uygulandiktan sonra nasil degerlendirilecegi acik ve anlasilir olarak
belirtilmistir” maddesinin en disik ortalamaya sahip olmasi 6gretmenlerin kullanilan élgme araglarinin
degerlendirilmesinde sikinti yasiyor olabileceklerini akla getirmektedir. Konu ile ilgili yapilan diger
calismalar (Demirel, 2010; Yazgiinoglu & Demirel, 2012) 6gretmenlerin 6lgme araglari ile ilgili genel
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actklama yapilmis olmasi, formlarin nasil puanlanacagl ve degerlendirileceginin belirtiimemesi ve
formlarin gesitliligi gibi sorunlar yasadiklarini ortaya koymaktadir.

Ogretmenler tarafindan "Program, 6grencilerin psiko-sosyal gelisimine katki saglamaktadir.”
maddesi, programin geneline iliskin maddelerden ortalamasi en yiiksek olani olarak goze gcarpmaktadir
(X=3.80). Gelisimsel rehberlik, &grencilerin kisisel gelisimleri ve bireysel potansiyelleri {izerinde
odaklanmaktadir (Myrick, 1997). Okul psikolojik danisma ve rehberlik hizmetleri 6grencilerin, zihinsel,
bedensel, duygusal ve psikososyal yonden saglkl bir bicimde gelisebilmelerini amaglamaktadir. Bu
arastirmada, "Program, o&grencilerin psiko-sosyal gelisimine katki saglamaktadir.” maddesinin,
ortalamasi en yiksek madde olusunun, programin okul Oncesi rehberlik hizmetlerinin bu amacinin
gerceklesmesine katki saglamis olabilecegi seklinde yorumlanabilecegi distiniimektedir. Benzer
bicimde, diger arastirma sonuglarinda, programin 6grencilerin psiko-sosyal gelisimine katki sagladigina
iliskin gorasler vurgulanmistir (Demirel 2010; Terzi, Tekinalp & Leuwerke, 2011; Yazgiinoglu & Demirel,
2012). Diger yandan, "Program, okullardaki PDR hizmetleri bakimindan standartlasmayi saglamistir."
maddesinin ortalamasi en diisik maddesi olarak puanlandigi goriilmektedir (X=3.42). Demirel (2010)
tarafindan ilkdgretim ve Ortadgretim Kurumlari Sinif Rehberlik Programi’nin degerlendiriimesinin
yapildigi calisma sonuglarinda, bu ¢alismanin aksine programin, rehberlik hizmetlerinin
standartlastiriimasina katki sagladigi vurgulanmaktadir.

Sonug olarak, arastirmaya katilan okul rehber 6gretmenleri ve okul dncesi 6gretmenleri, programda
yer alan kazanimlarin vyeterlik alanlarina uygun ve 06grencilerin ihtiyaclarinin dikkate alinarak
hazirlandigini ifade etmislerdir. Etkinliklerin anlasilir bir sekilde diizenlenmis olmasina bagh olarak
etkinliklere iliskin goriislerinin genel olarak olumlu oldugu, kazanimlarin degerlendirilmesinin nasil
yapilacaginin agik ve segik olarak ifade edilmis olmasini da olumlu olarak degerlendirdikleri ancak okul
oncesi 6gretmenlerinin 6lgme araglarinin uygulandiktan sonra nasil degerlendirilecegi konusunda sorun
yasadiklari gorilmistir.Bu noktada, okul Oncesi 6gretmenleri ve okul rehber 6gretmenlerinin okul
oncesi rehberlik programini biytk o6lclide yararh ve uygulanabilir bulduklari ve olumlu olarak
degerlendirdikleri ( X=3.85) yoniindeki sonuclarin, gelisimsel ve psikolojik danisma programinin
ogretmen ve okul rehber 6gretmen gorislerine gore yararlh ve etkili oldugunu gosteren, olumlu
diisiindiklerini ortaya koyan diger arastirma sonuglarini (Berber, 2010; Dahir, Burnham & Stone, 2009;
Esen, 2009; Kizil, 2007; Nazl, 2008; Nazlh, 2014; Terzi, Tekinalp & Leuwerke, 2011) destekledigi
soylenebilir.

Arastirmadan elde edilen tim bulgu ve sonuglar géz 6niinde bulundurularak asagidaki 6nerilerde
bulunulabilir:

e Okul oncesi egitim kurumlarinda ders saatleri yeniden gbézden gegirilerek etkinlikler igin ayrilan
surelerin arttirilmasi amaciyla egitim programina rehberlik saati eklenebilir.

e Programin ve rehberlik etkinliklerinin etkin uygulanmasi icin okul 6ncesi kurumlarinin tamaminda
rehber 6gretmenlerin gdrev almasi saglanabilir.

e Kazanimlarin gerceklesmesine katki saglamasi amaciyla okul rehberlik servislerinde etkinliklerin
uygulanmasi ile ilgili gerekli tim arag ve gerecler bulundurulabilir.

e Ogretmenlerin dlcme ve degerlendirme ve rehberlik hizmetleri konusunda bilgi diizeylerinin
arttirlmasina yonelik Milli Egitim Bakanligi tarafindan okul oncesi 6gretmenlerine hizmetigi egitim
calismalari yapilabilir.

e Uygulayicilarin gorisleri dogrultusunda programda yer alan 6lgme ve degerlendirme formlari gbzden
gecirilebilir ve yeniden dlzenlenecek olan formlar gocuklarin duyussal 6zellikleri dikkate alinarak
hazirlanabilir.

e Programin degerlendirilmesi amaciyla rehber 6gretmenlerin ve okul dncesi 6gretmenlerinin gorisleri
alinarak karsilastirmali ¢alismalar yapilabilir.

e Bu arastirma Konya ili merkez ilgeleri ile sinirlidir. Bu ¢alismanin bir benzerinin farkl illeri veya (lke
genelini igine alan bir 6rneklem grubu Ustiinde genisletilerek yapilabilecegi distintilmektedir.
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Introduction

Early childhood period constitutes the basis for being a successful, productive, healthy and happy
individual in the later years of the child’s life. In early childhood period, the development of children are
faster than in other periods of life. Early childhood is a critical period for the development of children's
skills. Supporting children’s development in this period and committing early intervention would have a
permanent effect on cognitive capacity, personality and social behaviour (Bredekamp, 2015).

Attention gathering skill is one of the most significant skills to be supported for children’s being
happy and healthy individuals in the coming years. Attention gathering in early childhood is the
conscious focusing of children on a particular stimulant with their own will. All cognitive skills are active
for those using attention gathering skill (Ozdogan, 1999). Attention gathering skill is affected by
children’s motivation and concern level, learning experiences and needs. The development of cognitive
representations of children who are effectively using attention-gathering skill and those focus level is
limited or inadequate also varies. This developmental difference affects children's academic success and
social relations (Armbruster &Anderson, 1988). Attention gathering skill is not fledged enough during
the first years of early childhood. Children behave according to their interest, emotions and likings
instead of acting with a conscious awareness by interpreting outsider stimulants. Therefore, it is harsh
for children to focus on a specific activity for a long time. Attention span gets longer as children grow
older and they can focus on specific stimulants consciously (Plude, Enns & Brodeur, 1994).

It is natural to observe carelessness, impulsivity and mobility during early childhood. However,
observation of the symptoms beyond the expectations and the occurrence of the disorders are
indicative of developmental problems (MEGEP, 2015). According to Ramsay (2007), diagnosis is not an
easy process, even if the behaviour of the child has been observed according to the attention deficit
disorder criteria. Attention gathering skills of children can be badly affected because of death, divorce,
abuse, depression, etc. Although attention deficit disorder symptoms begin to be observed at the age of
three, attention deficit is being diagnosed in primary school years (Oncii & Senol, 2002). Attention
gathering problem is a neuro-developmental disorder and commonly seen in childhood with an effect
that can last for a lifetime if not intervened (Biederman &Faraone, 2002; Onnink et al., 2014; Pliska,
2007). Children’s attention deficit disorder is defined as not being able to show the necessary effort to
fulfil the responsibilities they have undertaken according to their own developmental periods, to get
bored easily and not to go till the end (Ettrich, 1998). Signs and effects on cognitive, emotional and
social development of attention deficit disorder can be observed at a significant level after early
childhood. In a research carried out by Faraone, Biederman, Friedman (2000), it has been found that in
the attention deficit disorder, important problems such as developmental, cognitive, emotional, social
and academic failures are observed in many areas in addition to the decrease of the quality of life of the
children. It can be observed that the health of children with attention-gathering problems are
deteriorating and the substance use habit is increasing (Perwien et al., 2004).

When the relationship between attention deficit disorder frequency and other developmental
disorders are examined, according to the research of Mayes, Calhoun and Crowell (2000), at the end of
the clinical and intervention program which is applied to 119 children aged 8-16 years, 70.00% of the
children were found to have a learning disability due to attention-gathering problem. It has been found
that these children show academic failure in terms of reading, writing and math. In the research made
by Pastor & Reuben (2008) during 2004-2006 in the United Nations of America, when the clinical
evaluation of 23051 children between the ages of 6-17 was examined, it was observed that in 5.00% of
children without learning difficulties have attention gathering problem and 5.00 % of those without
attention gathering problem have learning problems. Prevalence studies carried out in international
field towards attention gathering problem have shown that the prevalence of attention deficit and
hyperactivity disorder varies between 3.00-12.00 %, with an average prevalence of 5.29 %
(Polanczyk, Willcutt, Salum, Kieling, & Rohde, 2014).
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According to the studies carried out by Mukaddes, Zoroglu, Kora, Aydogmus (1998), when increasing
in the number of children with attention deficit in Turkey is analysed, it has been found that attention
gathering problem was 6.20 % in istanbul sample in the dimensional study carried out by 7-9 years old
of 620 primary school students and their parents, 5.00 % with the clinical study carried out with
teachers and 10.60 % according to DMS-III-R criteria of teachers. When studies of Ersan, Dogan and
Siimer (2004) are analysed, it has been found that 8.10 % of 1425 children between 6-15 years old have
attention gathering problem in Sivas sample. The study carried out by Gil, Tirkayi, Cengel Kultur, Topbas
(2010) has shown that 8.60 % of 6-12 years old 1126 children have attention gathering problem in
Trabzon sample. The study carried out by Ercan et al. (2013) has shown in izmir sample that at the end
of 4-year-of longitudinal study made with 1500 children beginning from second grade primary school
students between 2008-2011, attention gathering problems are 13.38 % in 2008, 12.53 % in 2009, 12.22
% in 2010 and 12.55 in 2011. According to Ettrich (1998), 12.00-13.00% of school-age children and also
10.00-15.00 % of 3-6 years of preschool children have attention gathering problem.

A large number of studies have been carried out to determine the cause of attention-gathering
problems in children. Despite the possibility that there are many factors such as prenatal, natal,
postnatal risk factors, circumference effect, genetic characteristic, neurobiological change for the
problem of attention collecting in children, the ethology is not completely determined (Lahat, Heyman,
Livne, Goldman, Berkovitch, & Zachor, 2011). Due to the differentiation in the causes of attention
problems in children, this problem has been subject for many different disciplines such as medicine,
psychology and education. According to Barkley (2014) children with attention deficit problem and
without hyperactivity are ignored as long as learning difficulties and academic failures do not occur and
the diagnostic process is prolonged. If there is attention gathering problem in preschool children, this
problem can only be intervened when they start primary school. Therefore, attention gathering
education has vital significance during preschool term.

According to Barkley (2014), 90.00% improvement has been seen when children with attention
deficit disorder are diagnosed early. There are positive and negative aspects of medications that
children use for attention problems. The duration of the attention period, adherence to the rules can be
observed after the drug use, but the behaviour change is not permanent. Children cannot learn to
control their emotions and behaviours as they are not motivated. According to Klonoff (2010),
development of attention gathering of children can be supported with attention education programs.

As a result of regular and systematic application of attention program, it has been stated that
effective and positive results can be obtained on the development of children's attention skills. It has
been determined in the literature that the application of a specific attention training program in early
childhood has an improving effect of pre-school children's attention-gathering skill (Cetin & Ozézen
Danaci, 2015; Goézalan, 2013; Gozalan Alkan & Kogak, 2018; Kaymak, 1995; Kogyigit, Kayili &Erbay, 2010;
Malko¢ & Ceylan, 2011; Secer & Ozmen, 2015). According to Wagner (1991), the turning point of
development of children's attention is early childhood period.

In the early years of this period, children direct their attention to their surroundings, as they began
to explore their surroundings. Children can use their attention in the coming years for purposeful,
systematic, active, planned and continuous purposes. Children can systematically organize their
attention at the age of 5 to 7 years. When investigations on attention collecting ability in the literature
are examined, it has been found that the target group are those who were sent from hospitals or
training centers, diagnosed with attention deficit, hyperactivity or learning disorder or those with
attention deficit through various diseases (Butler & Copeland 2002; Kerns, Eso & Thomson, 1999;
Niemann, 1989; Ruff, Mahaffety, Engel, Farrow, Cox & Karzmark, 1994; Sohlberg & Mateer 1987,
Thomson, 1995).

Research on the issue of attention gathering usually focuses on school-age and adolescence period.
There are a limited number of studies on the problem of attention collection in preschool period
(Tandon ve Pergjika, 2017). The prevalence and effects of attention deficit disorder can be better
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observed during schooling, this is because of the need for the implementation of the attention training
program for all children are determined when intervention in early childhood has been taken into
account. The development of attention-gathering is important not only for children under risk, but also
for children with accurate development.

It is thought that the development of attention skills of children will affect both their academic
success and life quality in a positive way in the following years by applying attention education program
to children with accurate development, who have not been diagnosed with attention-gathering problem
in their preschool period. Today, children without attention gathering problem are also exposed to
digital culture. Therefore, the need for attention skill’s supporting should also be taken into account in a
world with rapidly changing stimulants.

Attention skill is prior condition of beginning of learning process. Children with undeveloped
attention gathering skill may have undesired behaviours if targeted behaviour is not gained. Therefore,
teachers are expected to be more eager and devoted to develop attention gathering skill of children
(Selguk, 2000). The moments when attention deficit disorders are best observed in children are the
moments when parents or teachers ask to do an activity. Children may behave in an intuitive and
hyperactive manner during the activity they are doing (Bonney, 2000; Ettrich, 1998). Within this scope,
during bringing in desired behaviours ‘attention education programs’ has a significant place.

This research is conducted to examine the effects of “Attention Skill Development Program during
Preschool Term” on attention skill of 60-72 months of children.

The answers were sought to the following questions according to the aim of the research:

1. Is there a meaningful difference between pre-test scores in terms of attention skill of experiment |
and control | group?

2. Is there a meaningful difference between pre-test and post-test scores in terms of attention skill of
experiment | group?

3. Is there a meaningful difference between pre-test and post-test scores in terms of attention skill of
control | group?

4. |s there a meaningful difference between post-test scores in terms of attention skill of experiment |
and control | groups?

5. Is there a meaningful difference between post-test scores in terms of attention skill of experiment |
and control Il groups?

6. Is there a meaningful difference between post-test scores in terms of attention skill of experiment |
and experiment Il groups?

7. Is there a meaningful difference between post-test scores in terms of attention skill of control | and
control Il groups?

8. Is there a meaningful difference between pre-test and post-test scores in terms of attention skill of
Experiment | group?

9. Is there a meaningful difference between post-test and retention test scores in terms of attention
skill of Experiment Il group?

10.1s there a meaningful difference between retention test scores in terms of attention skill of
experiment | and experiment Il groups?

11. What are the opinions of teachers and parents on the effectiveness of the "Attention Skill
Development Program"?

Method

In the research, qualitative and quantitative data were used for testing effects of “Attention Skill
Development Program during Preschool Term’ on attention skill of 60-72 months of children. Design of
the research was determined as mix design (mix research) by using both an experimental research
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appropriate for quantitative research method and observation and interview techniques appropriate for
qualitative method.

Research Design

Experimental research is the research for testing effects of differences created by researcher
him/herself on dependent variable. The main aim of experimental design is to test cause-result
relationship between variables. Experimental designs are classified as true experimental designs, quasi
experimental designs and weak experimental designs (Blyukoztiirk, 2001, p.3; Blylkoztirk et al., 2012,
pp.195-208). In this research, without using impartial assighment, two of the groups are matched in
terms of attention gathering skill. True experimental design has been used as groups with equal
attention gathering skill will be determined impartial experiment or control group. Among true
experimental designs, Solomon’s quadrature group model was chosen. Experimental design of the
research is shown below.

Solomon Quadruple Group Model was chosen among experimental designs and quantitative data
was obtained from pre- and post-retention tests. In this way, efficiency of “Education Program for
Supporting Attention Skill” was revealed trough quantitative data and qualitative data collected for
completing and detailing. Within this scope, exploratory design was used among the research models
for Mix research model (Creswell & Plano Clark, 2010).

Findings related to research questions have been revealed for comparing pre-test/post-test
retention test measurements by taking research designs into account between experiment | and Control
| groups matched with pre-test and experiment Il and control Il groups unmatched with pre-test.
Following this step, the main question of the research ““What is the effect of Attention Skill Development
Program during Preschool Term on 60-72 months of children’s attention gathering skills?”’ was tried to
be answered.

Study Group

The population of this study was formed by 60-72 months of children with a healthy growing
progress and attending independent pre-primary schools tied to Ministry of National Education in Kars
city centre during 2016-2017 academic year. Study group of the research was formed by 80 children
randomly chosen among students of research’s population, attending pre-primary schools in Kars city
centre tied to Ministry of National Education and without having an experience of attention skill
program before. 80 students in total were included to the study somehow like for experiment 1 (n: 20),
control | (n: 20) experiment Il (n: 20), control Il (n: 20). When the average age of children in the study
group was examined, it was found 5.40 years in experiment | group, 5.60 years in control Il group, 5.50
years in experiment Il and 5.40 years in control Il groups.

According to Demographic Features of Study Group, personal information of children was obtained
and it was revealed that 40 percent of children from experiment | group were females (n=8) and 60
percent of them were males (n=12). It was also revealed that 40 percent of children in experiment Il
group were females (n=8), and 60 percent of them were males (n=12). Sexes of children in control
groups are as such: 45 percent of children of Control | Group were females (n=9), 55 percent of them
were males (n=11), 35 percent of children from Control Il Group were females (n=7) and 65 percent of
them were males.

Data Collection Tools

As a data collecting tool, “Personal Information Form” was used in the research. This form was
aimed to gather information about the children and their families as well as finding answers to some
question such as gender, number of brothers/sisters, and time period of attending preschool education,
academic manners and professions of parents.
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For assessing development of attention gathering skills of the children, Frankfurter Concentration
Test for Five Years Old Children (Frankfurter Tests fir Fiinfjahrige - Konzentration: FTF-K), which was
developed by Raatz and Mohling (1971) was applied. Frankfurter Concentration Test for Five Years Old
Children is a neuro-psychometric test. Children were asked to mark pears within 90 seconds among
mixed shapes of apple and pear. The test was conducted on 266 children aged 5.00-6.30 in 1968. In
1969, it was applied to 100 children. In 1970, 1170 children were reapplied. In the validity and reliability
study conducted in 1971, age, gender, and socioeconomic status were standardized, test retest method
was applied with 29 children in 3 weeks gaps and correlation coefficient was found r=0.85. While the
scores obtained from the data collection tool are calculated, adjusted scores were calculated because
they would affect the age and gender measurement process. Data collection tool has been used in many
researches (Erbay, 2013; Goézalan, 2013; Gozalan Alkan &Kogak, 2018; Kaymak, 1995; Kilickaya,
Yurtsever Kiligglin & Battal, 2017; Kogyigit et al., 2010; Krombholz, 2013; Kuscu, 2010)

For Frankfurter Concentration Test for Five Years Old Children validity and reliability studies were
carried out by Kaymak (1995) on Turkey Sample. This was applied to 30 children between the ages of 5
and 6 in three weeks of gaps within the scope of Clinical Psychology course by 4" grade students from
Ankara University Faculty of Education. The reliability coefficient of the test was found to be above 70 in
practice applied by test re-test method.

During 2015-2016 academic year, Attention Gathering Test for Five Year Old Children was re-studied
within the scope of reliability by the researchers. Accordingly, within Reliability Study of Attention
Gathering Test for Five Years Old Children (FTF-K), test-retest method was used. Two practices were
carried out by test-retest method and relation level between these two practices according to Pearson
Moments Product Coefficient was examined. Within validity and reliability studies, standardization
values were regarded as criteria, created by Raatz and Mohling (1971). Genders and socio-economic
situations of the children were taken into account as criteria. For the reliability studies, the study group
consisted of 173 children aged 5-6 from four kindergartens, whose socio-economic level was lower,
middle and upper according to data obtained from Turkish Statistical Institution.

The Frankfurter Concentration Test for Five-Year-Old Children was administered individually to 173
children. Application period was 90 seconds for each participant. Distracting stimulants were taken
under control for children in the application area.

When first and second practice were examined in terms of relationship level by using of Attention
Gathering Test for Five Year Old Children (FTF-K), test-retest reliability method, the results are found like
(r =.74) and (p=.00). According to Guilford (1956), reliability coefficient must be at least 70. Reliability
coefficient’s being under 70 will be likely to increase standard mistake, therefore it would not be proper
to be used (Kline, 1986). Within this scope, Attention Gathering Test for Five Year Old Children (FTF-K)
can be a reliable assessment tool.

Attention Skill Development Program, which was developed by G6zim (2017), aims to support
attention skills of 60-72 months of children. This education program aims to support attention skill’s
development and create an atmosphere where children are far away from prejudices and volunteer to
learning. It also tries to submit an environment through which children improve their cognitive skills
such as problem solving and reasoning by prompting the five senses like seeing, sniffing, tasting,
touching and hearing and also support attention skill development toward outside stimulants.

Subfields of attention skill development program were prepared by examining studies of Levine
(1987,1990, 1992, 1994, 1998), Goleman (2013) and Barkley (1997), and attention models (Baddaley &
Hitsich, 1974; Broadbent, 1958; Deustch & Deustch, 1963; Mesulam, 1981; Mirsky, 1996; Posner &
Petersen, 1990; Treisman, 1964). For dimensions of the program, attention versions, attention
development of children, attention period, attention according to related learning theory and factors
affecting attention were taken into account.
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Subfields of “Education program for supporting attention skill” are explained according to
dimensions of attention in Table 1.

Table 1.

Subfields of Supportive Education Program for Attention Skill.

Sub-fields Attention Factors/ indicators

Selectivity Readiness: One needs to be ready for doing a specific task. Readiness is the

beginning of attention skill.

Selectivity =Stimulant Intensity: Selectivity is the next step of an individual after
readiness during the period of focusing on a stimulant.

Blocking of attention distracting stimulants: Unimportant images and sounds in
sight and hearing fields of the individual should be blocked. S/he should fancy,
feel comfortable psychically, and besides organize his /her feelings and thoughts
by taking future concerns under control.

Sustainability Attention Span: An individual who is ready for focusing on a subject, after
blocking distracting stimulants for selecting other ones, must attend focusing on
the selected stimulant.

Control Planning: Planning includes the period of time which is needed for an individual
to choose the best option among many.

Auto control: It means evaluating an act after it is organized and later observing
and testing of the person him/herself tied to the exhibited behaviour.
Satisfaction: There is a satisfaction level, which enables individual to feel
comfortable for focusing on a subject. According to satisfaction factors, activity
levels emerge.

According to Table 1, subfields of education program for attention skill are composed of selectivity,
continuity and control. In-class activities are planned according to three fields of the program. Activities
for attention skill’s development were organized according to principle, from simple to complex and
readiness of children by taking continuity and control subfields into account.

In accordance with theoretical frame, by taking researcher’s theory and models (Baddaley & Hitsich,
1974; Broadbent, 1958; Deustch & Deustch, 1963; Mesulam, 1981; Mirsky, 1996; Posner & Petersen,
1990; Treisman, 1964) development and learning theories and approaches, principles of ‘““Development
Program for Attention Skill during Preschool Term” were determined. ‘“Development Program for
Attention Skill during Preschool Term”” is a child based continual education program.

This program tries to support children to recognize and discover stimulants in their environment and
also tend to new stimulants on the basis of relationship between them with the intention of
strengthening learning. The program offers opportunity to examine attention gathering skill’s activities
in a systematic and serial way and targets to create neural networks by improving attention gathering
skill.

“Development Program for Attention Skill during Preschool Term’’ consists of materials below.

® Program Summary: Bases of “Development Program for Attention Skill during Preschool Term” offers
information on development process, material usage, program’s practicing and evaluation.

e Source Set For Attention Trainers: This set includes dimensions of “Development Program for Attention
Skill during Preschool Term” and training activities within this scope. For each activity, there is a
number, type, name and acquisition indicator. There is also very detailed information about group
type, period of time, materials, learning period, needed recommendations, points to consider, family
participation activity to be practiced after all activities and supportive extra activities.

e In-Class Education Activities: It includes activity pages for “Development Program for Attention Skill
during Preschool Term” and materials prepared according to activities. Activities focused on attention-
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improving are integrated with class activities such as music, art, drama, theatre, mathematics, science,
language activities.

e Family Education Activities: 1t includes family letters, family participation activity pages and materials
and also materials for activities only to apply “Development Program for Attention Skill during
Preschool Term”.

e Assessment Forms: It includes Family Participation Assessment Form, Instructor Observation Form,
Family Interview Form and Instructor Interview Form with the intention of applying process of
“Development Program for Attention Skill during Preschool Term”.

Data Collection

Personal development forms which belong to children of experiment and control groups were
fulfilled by the researcher with extra information obtained through student folders at their schools and
general information forms were created. General information forms were fulfilled between 1-4
November in 2016. For determining effects of attention gathering and reasoning skills of education
program for supporting attention skills of five year of children, children of experiment 1 and control 1
group had “Attention Gathering Test for Five Year Old Children FTF-K”’ as pre-test between 1 October
2016-12 November 2016.

“Attention Skill Gathering Program during Preschool Term” was applied to the children of
experiment 1 and experiment Il groups, that is why, those children’s teachers were given 3 days of
education to be enlightened about philosophy, aim, features, acquisitions and indicators, how to
communicate with children, features of education material and its usage, detection of distracting
stimulants and about methods and techniques to be used. This education was held between 9-11
November.

Activities and materials of “Attention Skill Gathering Program during Preschool Term” were
introduced. Teachers were given feedback during education and reminded that feedbacks would also be
given during practice. After 3 days of education given to teachers of experiment | and Il, 3 days of
activities were chosen by teachers and the researcher, and attention activities were planned on Friday, a
week before program’s applying.

Attention Skill Development Program during Preschool Term was applied three times a week on
Monday, Wednesday, and Friday and lasted for 8 weeks. The duration of the activities takes 45 minutes
on average. After teacher training, implementation meetings were held for eight weeks between 14
November 2016 and 6 January 2017, before the children were given activities. On Friday, a week before
the implementation, the three-day events that were expected to be implemented were selected by the
teachers and the researcher from the Attention Skill Development Program During Preschool Term "
classroom activity book and applied for 8 weeks.

The experimental environment was prepared and the preliminary application was carried out as it
was applied to children in the kindergarten classes where experiment | and experiment Il groups took
place one day before the selected activities were applied to students. The experimental environment of
the experiment group was prepared by the researcher and the training was applied to the teachers.
After the practical training, the training environment of the experiment group Il was prepared by the
teachers who received practical training. In the pre-implementation training process, the questions of
the teachers of Experiment | and Experiment Il groups were answered. The necessary suggestions were
made. In the control group, the implementation of the current training program continued and the
program was implemented by the class teacher in its natural course.

After “Attention Skill Gathering Program during Preschool Term” practice for experiment | and Il
groups ended; experiment |, experiment |l, post-test between 9 January 2017-12 January 2017 was
applied to control | and control Il groups.
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For confirming permanency of “Attention Skill Gathering Program during Preschool Term” effect,
almost four weeks after the post-test, between 13 February 2017 and 22 February 2017, the
participants in experiment | and Il had “Attention Gathering Test of Five Year of Children FTF-K" again.

Data Analysis

When data set is organized, two children from the experimental | group and one from experiment Il
who did not attend even one of the activities of the Supportive Training Program of Attention were not
included to data analysis. In control | group, two children from the control group and three children
from the control Il group were excluded from the data set in the survey.

To determine if there is a meaningful difference between the group assumptions, normality, the
constant variable nature of data, and the random collection of data were analysed, it was decided to
perform parametric or non-parametric analysis. In the examination of the normality assumption, the
Shapiro-Wilks test was used because there were 20 children in each of the experiment |, experiment Il,
control | and control Il groups. In addition, the scores were converted to z-score and examined whether
they showed a distribution between -3.00 and 3.00.

For analysing data obtained in accordance with research’s aim, Mann-Whitney-U Test was applied to
confirm equity of experiment | and Control | groups matched with pre-test groups. For testing effects of
“Attention Skill Gathering Program during Preschool Term”” that was applied to Experiment | group, pre-
test and post-test comparisons were examined with t test. For testing effects of MNE (Ministry of
National Education) 2013 Pre-school Education Program which was applied to Control | group, pre-test /
post-test comparison was examined with Wilcoxon Signed Test. An independent t-test was applied to
understand whether there is a meaningful difference between Experiment | and Control | groups. For
understanding whether there is a meaningful difference in terms of points of Experiment Il and Control
Il groups which were matched with pre-test points, Mann-Whitney-U Test was calculated. For
understanding whether there is a meaningful difference in post-test points of Experiment | and
Experiment Il groups to whom “Attention Skill Gathering Program during Preschool Term” was applied,
an independent t-test was calculated.

For understanding whether there is a meaningful difference in terms of post-test points of Control |
and Control Il groups to whom MNE 2013 Preschool Education Program were applied, Mann-Whitney-U
Test was applied. For confirming permanency of “Attention Skill Gathering Program during Preschool
Term”, ANOVA test was applied for repetitive gauge and testing the meaningful difference between pre-
test/post- test and retention test. For testing the meaningful difference between post-test and retention
test in Experiment Il group, dependent t-test was applied.

Findings

Findings obtained through the research carried out for examining attention skill gathering effects of
“Attention Skill Gathering Program during Preschool Term” on 60-72 months of children are presented
under the research questions.

Is There a Meaningful Difference between Pre-Test Points in terms of Attention Skill of Experiment |
and Control | Groups?

Findings related to this question are given in Table 2. According to Table 2, mean rank of children in
Experiment | group was 19.75 and those of Control two was 21.25. According to the examination to see
if there is a meaningful difference between Experiment | and Control | groups’ children in terms of
points obtained, it has been revealed that p = .68 and there is not a meaningful difference between
experiment | and control | groups as p>.05. [U= 185.00, Z=.41, p> .05].
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Table 2.
Results of Mann-Whitney U Test related to Pre-Test Points of Attention Skill of Children In Experiment |
and Control | Groups.

FTF-K Groups n Mean Rank Sum of Rank U z p
Pre- Test Experimental | 20 19.75 395.00 185.00 .40 .68
Control | 20 21.25 425.00
Sum 40

Is There a Meaningful Difference between Pre-Test and Post-Test Points in terms of Attention Skill of
Experiment | Group?

Findings related to this question are given in Table 3.

Table 3.
Results of Dependent t-Test Related to Pre -Post Test Points of Attention Skill of Children in Experiment |
Groups.

Groups FTF-K n Average Sd df t p
Experimental | Pre-Test 20 20.70 2.29 19 8.59 .00
Post- Test 20 25.30 2.88
Sum 40

According to Table 3, point average of experiment | group’s children was 20.70 and post-test point
average was 25.30. The examination which was carried out for understanding if there is a meaningful
difference according to attention gathering points of pre-test-and post-test results of children in
Experiment | group, p = .00 and as less than p< .05, it was confirmed that there is a meaningful
difference between pre-test and post-test [ t (1) = 8.60, p= .00, p < .05]. When the meaningful difference
is analysed, difference has been advantageous on behalf of points obtained in post-test.

Is There a Meaningful Difference between Pre-Test And Post-Test Points in terms of Attention Skill of
Control | Group?

Findings related to this question are given in Table 4.

Table 4.
Results of Wilcoxon Signed Ranks Test Related to Pre-Post-Test Points of Attention Skill of Children in
Control | Group.

Group FTF-K N Mean Rank Sum of Ranks Z p
Control | Pre-Test Negative Ranks 1 3.50 350 3.74 .00
Post- Test Positive Ranks 18 10.36 186.50
Ties 1
Total 20

According to Table 4, it was found that there was only one child on negative ranks in control |
group’s children and their mean rank was 3.50. There are 18 children in positive rank and their mean
rank was 10.36. The examination which was carried out for understanding if there was a meaningful
difference according to attention gathering points of pre-test-and post-test results of children in Control
| group, p =.00 and as less than p< .05, it was confirmed that there is a meaningful difference between
pre-test and post-test [ Z = 3.74, p= .00, p < .05].

Is There a Meaningful Difference between Post-Test Points in terms of Attention Skill Experiment |
and Control | Groups?

Findings related to this question are given in Table 5.
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Table 5.
Results of Independent t-Test Related to Post-Test Points of Attention Skill of Children in Experiment | and
Control | Group.

FTF-K Group N Mean Std. Deviation df t p
Post -Test Experimental | 20 25.30 2.88 38 2.83 .00
Control | 20 22.80 2.70
Sum 40

According to Table 5, post- test point average of experiment | group’s children was 25.30 and those
of control | group was 22.80. The examination which was carried out for understanding if there was a
meaningful difference according to attention gathering points of children in Experiment | and Control |
groups, p =.00 and as less than p<.05, it was confirmed that there was a meaningful difference between
experiment | and control | [ t (35 = 2.83, p=.01 p < .05]. When the meaningful difference was analysed,
difference was found to be advantageous on behalf of control | group’s points obtained in post-test.

Is there a Meaningful Difference between Post-Test Points in terms of Attention Skill of Experiment Il
and Control Il Groups?

Findings related to this question are given in Table 6.

Table 6.
Results of Mann-Whitney-U Test related to Post- Test Points of Attention Skill of children in Experiment Il
and Control Il groups.

FTF-K Group N Mean Rank Sum of Ranks U Z p
Post Test Experimental Il 20 27.45 549.00 61.00 3.81 .00
Control Il 20 13.55 271.00
Sum 40

According to Table 6, mean rank was found 27.45 of experiment Il children and those of control I
group were found 13.55. The examination which was carried out for understanding if there was a
meaningful difference according to attention gathering points of children in Experiment Il and Control I
groups, p = .00 and as less than p < .05 it was confirmed that there was a meaningful difference between
experiment Il and control Il [ U= 61.00, Z=3.82, p <.05]. When the meaningful difference was analysed,
difference was advantageous on behalf of experiment Il group’s points obtained in post-test.

Is There a Meaningful Difference between Post-Test Points in terms of Attention Skill of Experiment |
and Experiment Il Groups?

Findings related to this question are given in Table 7.

Table 7.
Results of Independent t-Test related to Post-Test Points of Attention Skill of children in Experiment | and
Experiment Il Groups.

FTF-K Group N Mean Std. Deviation df t p
Experimental | 20 25.30 2.88
Post-Test Experimental Il 20 24.25 1.99 38 1.33 13

Sum 40

According to Table 7, point average of children of experiment | group was found 25.30 and those of
experiment Il group was 24.25. The examination which was carried out for understanding if there was a
meaningful difference according to attention gathering points of children in experiment | and
experiment Il groups, p = .13 and as more than p > .05 it was confirmed that there was not a meaningful
difference between experiment | and experiment Il groups [ t 33 = 1.34, p= .14, p > .05].
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Is There a Meaningful Difference between Post-Test Points in terms of Attention Skill of Control | and
Control Il Groups?
Findings related to this question are given in Table 8.

Table 8.
Results of Independent t-Test related to Post-Test Points of Attention Skill of Children in Control | and
Control Il Groups.

FTF-K Group N Mean Rank Sum of Ranks V) z p
Post-Test Control | 20 23.43 468.50 141.50 1.60 .10
Control I 20 17.58 351.50
Sum 40

According to Table 8, mean rank of children of control | group was found 23.43 and those of control
Il group were 17.58. The examination which was carried out for understanding if there was a meaningful
difference according to attention gathering points of children in control | and control Il groups, p = .10
and as more than p >.05, it was confirmed that there was not a meaningful difference between Control |
and Control Il groups [ U= 141.50, Z=1.61, p > .05].

Is There a Meaningful Difference between Pre-Test and Post- Test Points in terms of Attention Skill of
Experiment | Group?

Findings related to this question are given in Table 9, Table 10 and Table 11.

Table 9.
Anova Test Table related to Pre-test, Post-test, and Retention-Test Points of Attention Skill of Children in
Experiment | Group.

Source of Total of df Average of F p* Significant
Variance squares squares Difference**
Among subjects 412.06 19 21.688 1-2
Measurement 250.13 2 125.067 48.23 .00 1-3
Error 98.53 38 2.593

Sum 23701.96 59

*Significant at p < .05 level.
**Measurements in which differences have been observed as a result of Tukey test

When Table 9 is analysed according to Attention Gathering Program (Frankfurter Test Flr Funjahrige
Konzentration), which was applied to Experiment | group, it is found that there was a meaningful
difference between points of pre-test (1), post-test (2) and retention test (3) [F = 48.23, p= .00, p < .05].
The difference was determined by Bonferroni test.

Table 10.
Benferroni Test Table related to Pre-test, Post-Test, Retention-Test Points of Attention Skill of Children in

Experiment | group.

(1) Factor 1 (j) Factor 2 Average difference(i-j) Std Eror p
Pre-test (1) Post- test (2) -4.60* .53 .00
Retention test (3) -4.00* .66 .00
Post- test (2) Pre-test (1) 4.60* .53 .00
Retention test (3) .60 .23 .05
Retention test (3) Pre-test (1) 4.00* .66 .00
Post- test (2) -.60 .23 .05

*Significant at p < .05 level.
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When Table 10 is analysed according to Attention Gathering Program (Frankfurter Test Fir
Funjahrige Konzentration), which was applied to Experiment | group, it was found that there was a
meaningful difference between points of pre-test, post-test and retention test (p < .05).

Table 11.
Arithmetic Mean and Standard Deviation Related to Pre-test, Post-Test, Retention-Test Points of
Attention Skill of Children in Experiment | Group.

Tests N Average SD
Pre-Test 20 20.70 51
Post-Test 20 25.30 .65
Retention test 20 24.70 .82

According to Table 11, it was determined that there was a meaningful difference between points
obtained from pre-test and post-test applied to children of experiment | group (p<.05). When averages
of pre-test and post-test results were examined, it was determined that there was an increase in points
after applying of Education Program for Supporting Attention Gathering. Within this scope, it could be
said that there was an increase in children’s attention gathering skills.

Is There a Meaningful Difference between Post-Test and Retention Test Points in terms of Attention
Skill of Experiment Il Group?

Findings related to this question are given in Table 12.

Table 12.
Results of Dependent t-Test related to Post Test Points of Attention Skill of Children in Experiment Il
Group.

Group FTF-K N Mean Std. Deviation df t p
Experiment Il Post Test 20 24.25 1.99 19 1.83 .08
Retention Test 20 24.10 1.80

Sum 40

According to Table 12, point average of children of experiment Il group was found 24.25 and
retention test point average was found 24.10.The examination which was carried out for understanding
if there was a meaningful difference according to attention gathering points of children in experiment Il
groups in terms of post-test and retention test results, p = .14- and as more than p> .05, it was
confirmed that there was not a meaningful difference between pre-test and post-test [ t ;)= 8.60, p=
.08, p > .05].

Is There a Meaningful Difference between Retention Test Points in terms of Attention Skill of
Experiment | and Experiment Il Groups?
Findings related to this question are given in Table 13.

Table 13.
Results of Independent t-test related to Post-Test Points of Attention Skill of Children in Experiment | and
Control | group.

FTF-K Group N Mean Std. Deviation df t p
Retention Test Experimental | 20 24.60 3.60 38 .56 .58
Control | 20 24.10 1.80

Sum 40

According to Table 13, retention point average of experiment | group’s children was 24.60 and those
of control | group was 24.10. The examination which was carried out for understanding if there was a
meaningful difference according to attention gathering points of children in experiment | and
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experiment Il groups, p = .58 and as more than p> .05 it was confirmed that there was not a meaningful
difference between experiment | and experiment Il groups [ t 33 = .56, p=.58, p >.05].

“What are the Opinions of Teachers and Parents on the Effectiveness of "Education Program for
Supporting Education Skill "?

Findings related to this question are given in Table 14. On Table 14, Attention Skill Development
Program during Preschool Term was coded by analysing the content and feelings related to the
application, and the distribution of the themes was given accordingly.

Table 14
Family Interview Form Assessment Results related to Application of “Attention Skill Development
Program during Preschool Term”.

Experiment | Experiment Il
Feelings and Thoughts of Families about the Program Themes N % N %
Awareness of distracting stimulants 14 70.00 13  65.00
Increase in effective time spent with family 18 90.00 19 95.00
Talking about school activities at home 15 75.00 16 80.00
Change on toy selection of the children 14 70.00 13  65.00
Motivation for learning 9 45.00 11  55.00
Increase in questioning 12 60.00 10 50.00
Increase in understanding instructions 8 40.00 6 30.00

During introduction process which was applied according to “Attention Skill Development Program
during Preschool Term” on Table 14, it was found that distracting stimulants were not known. At the end
of the application, 70.00% of families from experiment | group and 65.00 % of experiment Il group were
aware of distracting stimulants. During application period of “Attention Skill Development Program
during Preschool Term”, 90.00 % of families from experiment | group and 95.00 % of experiment Il
groups indicated that there was an increase in effective time spending with their children. At the end of
class activities of “Attention Skill Development Program during Preschool Term”, 75.00 % of families
from experiment | group and 80.00 % of experiment Il groups indicated that there was an increase in
sharing children’s activities with their families at home. At the end of ““Attention Skill Development
Program During Preschool Term”, 70.00 % of families from experiment | group and 65.00 % of
experiment Il groups indicated that there was an increase in children’s plays and toy choosing in a more
improving way of intelligence.

It has been understood that children of 45.00 % of experiment | group families and 55.00 % of
experiment Il had an increasing in learning tendency. 60.00 % of experiment | group families and 50.00%
of experiment Il group stated that there was increase in questioning of children during communication
period. 40.00 % of experiment | group families and 30.00 % of experiment Il group stated that there was
increase in understanding instructions without repeating.

When teachers’ thoughts and feelings on “Attention Skill Development Program during Preschool
Term” are analysed, it was stated by teachers that the program contributes to personal and professional
development and enables an awareness of importance on children’s attention skills development.
Teachers stated that they could adapt activities used in attention training to their activities. These
teachers also stated that education for attention training is important and these trainings should be
given for professional development.

Discussion

This research was carried out to reveal effects of “Attention Skill Development Program during
Preschool Term” on attention skill of 60-72 months of children and when results of this program are
examined according to the findings:
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It has been understood that there is not a meaningful difference related to the findings of pre-test
points of Attention Gathering Test of Five Year Old Children (FTF-K) (Frankfurter Test Fiir Funjahrige
Konzentration) of Control | and Experiment | groups. In experimental studies, a meaningful difference
between pre-test points of Experiment | and Control | group is not expected (Kaptan, 1998, p.85). It has
been confirmed that results of the research whose pre-test gauges were carried out with Attention
Gathering Test of Five Year Old Children as a data collecting tool (Altun, Hazar & Hazar, 2016; Kuscu
2010; Malkog & Ceylan 2011) are in line. There is not a meaningful difference between Experiment | and
Control | groups to whom Somolon’s Quadruple Group experimental model’s pre-test was applied and
this supports “Attention Skill Development Program during Preschool Term” on children’s attention
gathering skills that were compared through homogenous groups.

It has been understood that there is a meaningful difference related to the findings of pre-test/ post-
test points of Attention Gathering Test of Five Year Old Children (FTF-K) (Frankfurter Test Fiir Funjahrige
Konzentration) of Experiment | group. It can be said that Development Program for ‘““Attention
Gathering Skills during Pre-School Term’” was supported by attention gathering skill of children.
Children’s development in terms of attention gathering skills also contributes to cognitive developments
of them (Atkinson, Atkinson, Smith, Bem & Nolen-Holeksema, 2008, p.72). Lauster (1999) and Ettrich
(1998) have indicated that attention gathering skills can be developed through education programs.
Sohlberg and Mateer’s studies (1986) on attention skill's development through education programs are
in line with the results of the study. “MNE Preschool Term Education Program 2013” was applied to
Control | group and it has been understood that there is a meaningful difference related to Attention
Gathering Test of Children FTF-K pre-test/post-test points. This finding of the research shows children of
Control | group to whom “MNE Preschool Term Education Program 2013” was applied had an
improvement in attention gathering skill. It has been found that this finding has similarity with
experimental designed control groups’ people to whom an attention gathering program was applied
(Gozalan, 2013; Gozalan Alkan & Kogak; 2018; Kaymak, 1995; Kogyigit, Kayili & Erbay, 2010; Secer &
Ozmen, 2015).

It has been understood that there is a meaningful difference related to the findings of post-test
points of Attention Gathering Test of Five Year Old Children (FTF-K) (Frankfurter Test Fiir Funjahrige
Konzentration) of Experiment | and Control | groups. The findings obtained through Experiment | and
Control | groups are similar to Experiment Il and Control Il groups. This means a research should be
evaluated according to its inner dynamics as a whole and inner validity is high in terms of data
supporting each other (Geray, 2011).

After applying ‘““Development Program of Attention Gathering Skill during Preschool Term” to
Experiment | and Experiment Il groups, it was seen that there was not a meaningful difference between
attention gathering skills of these children, which shows the coherence of Experiment | and Experiment
Il groups in terms of experimental processes. Besides, this increases the validity of results obtained
through research. Within this scope, there is not a meaningful difference between post-test points of
Experiment | and Experiment Il groups, which can be an indicator that activities, matching of researchers
and teachers, creating the education environment and taking outside effects under control went well
and experimental studies were carried out in the correct manner. It can also be commented like
“Development Program for Attention Gathering during Preschool Term” did not have a random way.

When body of literature is examined, it is seen that attention-gathering ability is related to other
skills. According to the research carried out by Kilickaya et al. (2017), it was found that the attention-
gathering ability of children aged 48-72 months was significantly correlated with the ability to recognize,
distinguish and express geometric shapes as a significant predictor. In the research conducted by Secer
and Ozmen (2015), it was determined that the attention gathering activities applied to the introductory
children attending the pre-primary education institution made fewer mistakes and made their decisions
correctly by improvement of the attention-gathering ability of the children. In the study conducted by
Gozalan and Kogak (2014), it was determined that the Game Based Attention Training Program applied
to children aged 60-72 months was effective in increasing the level of language skills as well as
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contributing to the development of attention span of children. In a study conducted by Dice and
Schwanenflugel (2012), it was determined that pre-school-age children’s early literacy skills had a
relationship with support for attention-grabbing. In this context, it is thought that the "Attention Skill
Development Program during Preschool Term" supports the development of children's attention, as well
as the development of many skills.

When the meaningful difference is examined according to findings of Experiment | children’s
attention gathering test, pre-test and post-test points, it has been understood that there was not a
meaningful difference between post-test and retention test. Besides, it has been understood that there
was not a meaningful difference in terms of Attention Gathering Test, post-test/ retention test points of
experiment Il group. The result obtained from these findings, “Supportive Education Program for
Attention Gathering Skill” has had a positive effect for attention gathering of children and this
development seems permanent.

The development of children's attention-gathering ability and the ongoing effects may prevent the
occurrence of behaviour problem while supporting readiness for school. According to Lewit and
Shuurmann Baker (1995), children need to control many behaviours in order to be ready for school.
Attention gathering of children, learning new knowledge, ability to ignore distracting stimulants in the
classroom environment and controlling their instincts enable to control many behaviours. In the study
conducted by Erbay (2013), it was determined that there is a positive relationship between 6-year-old
children and their attention-seeking ability, reading comprehension, auditory reasoning and processing
skills. The reading age is an indication of the readiness of the children to understand the guidelines given
in the school and the academic achievement skills. According to this finding, the development of
children's attention-gathering capacities will positively influence readiness to read and academic
achievement. Research conducted by Rhoades, Warren, Domitrovich and Greenberg (2011) indicates
that attention and social emotional development play a role in the success of children in primary school.
According to the findings of this research, children's ability to gather attention affects social-emotional
development. In addition, according to the research conducted (Dominguez Escalén & Greenfield, 2009;
Fantuzzo, Bulotsky-Shearer, Fusco, & McWayne, 2005), problem behaviours related to children's social
development in the preschool period were associated with attention gathering skill. According to
Normandeau and Guay (1998), the effects of problem behaviours due to attentiveness in early
childhood can be observed in primary school children.

In the light of this information, Attention Skill Development Program during Preschool Term,
development of children's attention and effects of their activities may contribute to academic
achievement in the preparation of primary school children without attention deficit disorder and in the
following years, it may also contribute positively to cognitive and language, social and emotional
development. Within this scope, reasons of ‘“Development Program of Attention Gathering Skill during
Preschool Term’ of children in Experiment | and Il groups’ that have an effect for developing attention
skills of children can be explained with features below:

“Development Program of Attention Gathering Skill during Preschool Term” supports attention and
attention types. Its features and principles developed according to attention institutions suggest
program’s activities organized according to dimensions of attention, materials’ sending stimulants to
more than one sense, notional and practical knowledge of the researcher and the instructor, taking
distracting stimulants in education environment under control, supporting school activities with
families’ participations, children’s taking active role in activities after attention education, activities
being from simple to complex, activities being individual first and turning into group activity later,
materials’ being copied for each children and their opportunity to work on these material by themselves
and children’s ability to give instruction to themselves during practice.
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Conclusion and Recommendations

In consideration of findings of the research, ““Attention Skill Development Program during Preschool
Term” can be said to have an improving effectiveness for attention gathering skills of five year old
children. “Attention Skill Development Program during Preschool Term’” and evaluation forms that can
be used for effectiveness of the program can be said to be supportive and effective.

At the end of this study, recommendations are organized according to instructors, researcher and
children’s views who took part in practicing of ““Attention Skill Development Program during Preschool
Term”.

e For attention developing of children, families should be informed first in terms of attention
developing. Importance of attention gathering can be explained to families.

e Physical conditions of the schools should be improved so that children can take a good education in
education environment. Environments of supportive educational programs for attention gathering
should be organized.

e One of the most important factors for offering a qualified education is the instructor factor. Before
being assigned as a teacher, attention gathering educations can be given at education faculties as
well as support within service training. By getting this education, teachers can learn preparing their
courses by taking attention gathering into account and use preschool term education program in a
more effective way.

e For testing effectiveness of “‘Attention Skill Development Program during Preschool Term”, pilot
schools can be chosen from different regions, more children can be enabled to take advantage of
this program and results can be tested.

e ““Attention Skill Development Program during Preschool Term” can be applied in various education
environment of various socio-cultural structures. With the findings obtained, attention gathering and
reasoning skills can be compared.

e In preschool term institutions, seminars on ““Attention Skill Development Program during Preschool
Term’ and materials’ usage can be organized and they can be made accessible for teachers.

e Effect of ‘“Attention Skill Development Program during Preschool Term’” can be researched
according to various factors like age, cognitive development, parents’ education level, socio-
economic level, whether having attended a preschool institution or not.

o Effects of ““Attention Skill Development Program during Preschool Term” can be investigated in
terms of academic success when these students start first grade at primary schools.

e Permanency of “Attention Skill Development Program during Preschool Term’” can be followed by 3,
6 and 12 months period after it is applied.

e ““Attention Skill Development Program during Preschool Term” was used for a term. The program
can be planned to embrace one year and then applied.

e In accordance with principles and features of ‘““Attention Skill Development Program during
Preschool Term”, interdisciplinary studies can be executed on the basis of relationship of brain-
senses and learning.
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Tiirkge Siiriim

Girig
Erken gocukluk dénemi, ¢cocugun ilerleyen yillarindaki yasaminda basarili, Gretken, saghkli ve mutlu
bir birey olmasi icin temel olusturmaktadir. Erken ¢ocukluk donemi gocuklarin yetilerinin gelisiminde
kritik bir dénemdir. Erken ¢ocukluk doneminde gocuklarin gelisimleri yasamindaki diger donemlere gore

daha hizlidir. Bu donemde ¢ocuklarin gelisimlerinin desteklenmesi, erken midahaleler bilissel kapasite,
kisilik ve sosyal davranislarinda kalici etki géstermektedir (Bredekamp, 2015).

Cocuklarin ilerleyen yillarda mutlu ve saglkh bir birey olmasi icin desteklenmesi gereken yetilerinden
biri de dikkat toplama vyetisidir. Erken ¢ocukluk déneminde dikkat toplama, gocuklarin belirli bir uyaran
Gzerinde kendi istekleri ile bilingli olarak dikkatlerini strdirmesidir. Dikkat toplama yetisini kullanan
gocuklarin tiim bilissel becerileri aktiftir (Ozdogan, 2004).

Cocuklarin glidiilenmesi ve ilgi diizeyleri, 6grenme yasantilari, ihtiyaglari, dikkat toplama yetisini
etkilemektedir. Dikkat toplama yetisini etkili kullanan ¢ocuklar ile odaklanma diizeyi sinirli ya da yetersiz
olan cocuklarin biligsel temsillerinin gelisimleri de farklilik gosterir. Bu gelisimsel farklilik, gocuklarin
akademik basarisini ve sosyal iliskilerini etkiler (Armbruster & Anderson, 1988).

Erken gocukluk déneminin ilk yillarinda dikkat toplama yetisi yeterince olgunlasmis degildir. Cocuklar
belirli bir davranisi sergilerken gcevreden gelen uyaricilari bilingli anlamlandirip davranisi sergilemek
yerine gereksinim, ilgi, duygu ve hoslanmalarindan yola gikarak hareket ederler. Bu nedenle, ¢ocuklarin
belirli bir etkinlik tGzerinde dikkatlerini uzun sire toplamasi ¢ok zor bir durumdur. Cocuklarin yaslarinin
ilerlemesiyle dikkat siireleri artar ve bilingli olarak dikkatlerini belirli uyaranlar lzerinde toplayabilirler
(Plude, Enns, & Brodeur, 1994).

Erken c¢ocukluk doénemi c¢ocuklarinda dikkatsizlik, dirtusellik ve hareketlilik gibi olaylarin
gozlemlenmesi dogaldir. Ancak, beklenenin lstlinde belirtilerin gézlemlenmesi ve aksakliklarin olusmasi
gelisimsel aksakliklar oldugunun gostergesidir (MEGEP, 2015). Ramsay’a (2007) gore cocuklarin
gosterdigi davranislar dikkat toplama bozuklugu o6lgltlerine uygun gozlemlense bile, tani koymak kolay
bir slire¢ degildir. Cocuklarin dikkatlerini toplama yetileri; 6lim, bosanma, istismar, depresyon gibi
durum ve olaylari karsisinda olumsuz etkilenebilir. Cocuklarda dikkat toplama sorununa yénelik belirtiler
li¢ yasinda gozlemlenmeye baslarken, dikkat eksikligi tanisi ilkokul yillarinda konulmaktadir (Onci ve
Senol, 2002). Dikkat toplama sorunu ndérogelisimsel bozukluk olup ¢ocukluk ¢aglarinda yaygin olarak
gorulmektedir. Miidahale edilmez ise belirti ve etkisi émir boyu sirebilir (Biederman & Faraone, 2002;
Pliska, 2007; Onnink, Zwiers, Hoogman, Mostert, Kan, Buitelaar, & Franke, 2014). Cocuklarda dikkat
toplama bozuklugu, kendi gelisim donemlerine uygun Ustlenmis olduklari sorumluluklari yerine
getirebilmek icin gereken ¢abayi gosterememe, ¢abuk sikilma, tamamlayamama gibi tanimlanmaktadir
(Ettrich, 1998).

Dikkat toplama bozuklugunun bilissel, duygusal ve sosyal gelisimi Uizerine belirti ve etkileri, erken
cocukluk dénemi sonrasinda belirgin diizeyde gézlemlenebilir. Faraone, Biederman ve Friedman (2000)
tarafindan yapilan arastirmada, dikkat toplama bozuklugunda, gocuklarin yasam kalitesinin diismesiyle
birlikte, gelisimsel, bilissel, duyussal, sosyal ve akademik basarisizlik gibi birgok alanda 6nemli sorunlarin
gozlemlendigi tespit edilmistir. Dikkat toplama problemi olan ¢ocuklarin sagliklarinin bozuldugu, madde
kullanimi aliskanliginin arttig1 gézlemlenebilmektedir (Perwien et al., 2004).

Dikkat toplama bozuklugunun sikhgl ve diger gelisimsel bozukluklarla olan iliskisi incelendiginde;
Mayes, Calhoun ve Crowell’in (2000) yaptig1 arastirmada, 8-16 yas arasinda 119 cocuga uygulanan klinik
ve muidahale programina bagl degerlendirme sonucunda c¢ocuklarin % 70.00'inde dikkat toplama
sorununa bagh 6grenme glicligl oldugu tespit edilmistir. Bu ¢ocuklarin okuma, yazma ve matematige
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yonelik akademik basarisizhk gosterdigi tespit edilmistir. Pastor ve Reuben (2008) tarafindan Amerika
Birlesik Devletlerinde (A.B.D) 2004-2006 yillarinda yapilan arastirmada, 6-17 yas arasinda 23051 ¢ocuk
Uzerinden yapilan kliniksel degerlendirme incelendiginde 6grenme gugligl olmayan gocuklarin %
5.00’inde dikkat toplama sorunu, dikkat toplama sorunu olmayan ¢ocuklarin ise % 5.00’inde 6grenme
glcligu oldugu tespit edilmistir. Cocuklarin % 4.00’linde ise hem dikkat toplama sorunu hem de
o6grenme glcligu oldugu belirlenmistir.

Dikkat toplama sorununa yonelik uluslararasi alanda yapilan prevalans g¢alismalarinda dikkat eksikligi
ve hiperaktivite bozuklugu yayginhgi % 3.00-12.00 oraninda degisiklik gosterirken, ortalama yayginligin %
5.29 oldugu belirlenmistir (Polanczyk, Willcutt, Salum, Kieling, & Rohde, 2014).

Dikkat toplama sorunu olan gocuklarin Tirkiye evreninde goriilme sikhgi incelendiginde; Mukaddes,
Zoroglu, Kora ve Aydogmus (1998) tarafindan yapilan arastirmada, istanbul &rnekleminde 7-9 yas
arasinda 620 ilkokul ¢ocugunda ebeveynlerle yapilan boyutsal yaklasimda % 6.20, ebeveynlerle yapilan
klinik yaklasimda % 5.00 6gretmenlerin DSM-III-R kriterlerine gére % 10,6 olarak bulunmustur. Ersan,
Dogan, Dogan ve Siimer (2004) tarafindan yapilan arastirmalar incelendiginde, Sivas 6rnekleminde 6-15
yas arasinda 1425 cocuk’ta % 8.10 oraninda dikkat toplama sorunu goézlemlendigi tespit edilmistir. Gul,
Tirkayi, Cengel Kultur ve Topbas (2010) tarafindan yapilan arastirmada, Trabzon 6rnekleminde 6-12 yas
grubunda 1226 ¢ocuk’ta % 8.60 dikkat toplama sorunu oldugu belirlenmistir. Ercan vd. (2013) tarafindan
yapilan arastirmada, izmir érnekleminde ilkokul 2 siniftan baslayarak 2008’den 2011 yilina kadar 1500
¢ocukla 4 yilhk yapilan boylamsal ¢alisma sonucunda, 2008 yili igin % 13.38’i, 2009 yili i¢in % 12.53'(,
2010 yiliigin % 12.22'si, 2011 yili icin % 12.55 oraninda dikkat toplama sorunu olan ¢ocuk belirlenmistir.

Ettrich’e (1998) gore, normal gelisim gosteren okul ¢agi ¢ocuklarinin % 12.00-13.00 arasinda dikkat
toplama problemi oldugunu savunmaktadir. Okul 6ncesi donemde 3-6 yas c¢ocuklarin % 10.00-15.00
arasinda dikkat toplama sorunu oldugunu ileri siirmektedir.

Cocuklarda dikkat toplama sorununun nedenini belirlemek igin ¢ok sayida arastirma yapilmistir.
Cocuklarda dikkat toplama sorununa yoénelik prenatal, natal, postnatal risk faktorleri, gcevrenin etkisi,
genetik 6zellik, nérobiyolojik degisim gibi bircok etken olma ihtimaline ragmen etiyolojisi tam olarak
saptanamamistir (Lahat et al., 2011). Cocuklarda dikkat toplama sorunun nedenlerindeki farklilasmadan
dolayi tip, psikoloji, egitim gibi farkli disiplinlerin ¢alisma konusu haline gelmistir.

Barkley’e (2014) gore dikkat toplama sorunu olup hiperaktivitesi olmayan c¢ocuklarin 6grenme
glcliglu ve akademik basarisizliklari ortaya c¢ikmadigl siirece gozden kagmakta ve tanilama sireci
uzamaktadir. Okul 6ncesi donem cocuklarinda dikkat toplama sorunu olmasi durumunda g¢ocuklarin
ancak okul ¢agina geldiginde midahale edilebilecegi dusilinlldiigiinde okul dncesi dénemde cocuklara
uygulanacak olan dikkat egitimi kritik 6nem tasidigi diistiiniilmektedir.

Barkley’e (2014) gore dikkat toplama bozuklugu olan ¢ocuklarin erken tanisi konuldugunda % 90
oraninda iyilesme gorilmektedir. Cocuklarin dikkat sorunu icin kullandigi ilaglarin olumlu ve olumsuz
yanlart vardir. ilag kullanimi sonrasinda c¢ocuklarda dikkat siiresinin uzamasi, kurallara uyma
gozlemlenebilir fakat davranis degisikligi kalici degildir. Cocuklar motive olmadiklari gibi duygu ve
davranislarinin kontroliinii 6grenemezler. Klonoff'a (2010) gore cocuklarin dikkat yetilerinin gelisimi
dikkat egitimi programlari ile desteklenebilir. Dikkat programlarinin diizenli ve sistematik uygulamasi
sonucunda cocuklarin dikkat yetilerinin gelisimi Uzerinde etkili ve olumlu sonuglar alinabilecegini
belirtilmistir. Alan yazinda erken gocukluk déneminde belirli bir dikkat egitimi programi uygulamasinin
okul 6ncesi donem cocuklarinin dikkat toplama yetilerini gelistirici etkisi oldugu ilgili arastirmalarda
(Cetin & Ozézen Danaci, 2015; Gézalan, 2013; Gézalan Alkan & Kogak, 2018; Kaymak, 1995; Kogyigit,
Kayili &Erbay, 2010; Malkog¢ & Ceylan, 2011; Secer & Ozmen, 2015) saptanmistir. Wagner’e (1991) gére
cocuklarin dikkat yetisindeki gelisimin donim noktasi erken gocukluk dénemidir. Bu donemin ilk
yillarinda c¢ocuklar cevrelerini kesfetmeye basladiklari igin dikkatlerini ¢evreye yoneltmislerdir.
Cocuklarin ilerleyen yillarda dikkatlerini, sistemli, aktif, planli, sirekli ve amaca yonelik kullanabilirler.
Cocuklar 5-7 yaslarinda dikkatlerini sistematik olarak organize edebilirler.
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Alan yazinda dikkat toplama yetisi Uzerine yapilan arastirmalar incelendiginde, hedef kitlenin
hastanelerden ve egitim merkezlerinden gonderilen dikkat eksikligi, hiperaktitivite bozuklugu, 6grenme
guclugu tanisi konulmus g¢ocuklarin ya da cesitli hastaliklar gegirerek dikkat yetersizligine sahip cocuklar
Uzerinde yogunlastigi tespit edilmistir (Butler & Copeland 2002; Kerns, Eso & Thomson, 1999; Niemann,
1989; Ruff, Mahaffety, Engel, Farrow, Cox & Karzmark, 1994; Sohlberg & Mateer 1987; Thomson, 1995).
Dikkat toplama sorunu hakkinda yapilan arastirmalar genellikle okul ¢agi ve ergenlik donemi Uzerine
yogunlasmaktadir. Okul 6ncesi donemde dikkat toplama sorununa yonelik sinirh sayida arastirma
bulunmaktadir (Tandon & Pergjika, 2017). Dikkat toplama bozuklugunun yayginhig ve etkilerinin okul
doéneminde daha iyi gézlemlenebilir olmasi, erken ¢ocukluk déneminde miidahale edilebilirligi g6z 6nline
alindiginda tim gocuklara dikkat egitimi programinin uygulanmasi gereksinimi saptanmistir. Dikkat
toplama yetisinin gelisimi, sadece risk altinda olan gocuklar icin degil normal gelisim gdsteren gocuklar
icin de 6nemlidir.

Okul 6ncesi donemde, dikkat toplama problemi tanisi konulmamis normal gelisim gosteren ¢ocuklara
dikkat egitimi programi uygulanarak cocuklarin dikkat yetilerinin gelisiminin ilerleyen yillarda hem
akademik basarisini hem de yasam kalitesini olumlu yénde etkileyecegi disinilmektedir. Ginimizde
dikkat toplama sorunu olmayan cocuklarin da dijital kultirin etkisi altinda kaldigi disintldiglinde
uyaranlarin ¢ok sik degistigi diinyada dikkat yetisinin desteklenmesi gerekliligi de gbz o©nlinde
bulundurulmalidir.

Dikkat yetisi 6grenme sirecinin baslangicinin 6n kosuludur. Dikkat toplama yetisi gelismeyen
cocuklarda hedeflenen davranis kazanilmazsa istenmedik problem davranislar ortaya cikabilir. Bu
nedenle, cocuklarin dikkat toplama becerilerinin gelisimi icin 6gretmenlerden ¢aba gostermesi
beklenmektedir (Selguk, 2000). Cocuklarda dikkat toplama bozukluklarinin en iyi gézlemlenmis oldugu
anlar, ebeveynler ya da 6gretmenleri tarafindan bir etkinligin yapilmasi istendigi anlardir. Cocuklara
verilen etkinlikler surecinde i¢ tepkisel ve asir hareketli davranislar gosterebilirler (Bonney, 2000;

Ettrich, 1998). Bu baglamda, istendik davranislarin kazandirilmasi siirecinde “dikkat egitim programlari”
onemli bir yer teskil etmektedir.

Bu arastirma, “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”nin (60-72) aylik cocuklarinin
dikkat yetisi kazanimina olan etkisinin incelenmesi amaciyla yapilmistir.

Arastirmanin amacina gore asagidaki sorulara yanit aranmistir:
1) Deney | ve kontrol | grubundaki ¢ocuklarin dikkat yetisi 6n test puanlari arasinda anlamli dizeyde
fark var midir?

2) Deney | grubunu olusturan cocuklarinin dikkat yetisi 6n test/son test puanlari arasinda anlamli
diizeyde fark var midir?

3) Kontrol | grubunu olusturan ¢ocuklarinin dikkat yetisi 6n test/son test puanlari arasinda anlamli
diizeyde fark var midir?

4) Deney | ve kontrol | grubu gocuklarinin dikkat yetisi son test puanlari arasinda anlamli diizeyde fark
var midir?

5) Deney Il ve kontrol Il grubu ¢ocuklarinin dikkat yetisi son test puanlari arasinda anlamli diizeyde fark
var midir?

6) Deney | ve deney Il grubu cocuklarinin dikkat yetisi son test puanlari arasinda anlamli diizeyde fark
var midir?

7) Kontrol | ve kontrol Il grubu ¢ocuklarinin dikkat yetisi son test puanlari arasinda anlamli diizeyde fark
var midir?

8) Deney | grubunu olusturan ¢ocuklarinin dikkat yetisi 6n test/son test/ izleme testi puanlari arasinda
anlaml diizeyde fark var midir?

9) Deney Il grubunu olusturan ¢ocuklarinin dikkat yetisi 6n test/ son test/ izleme testi puanlari arasinda
anlamli dizeyde fark var midir?
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10) Deney | ve deney Il grubunu olusturan ¢ocuklarinin dikkat yetisi izleme testi puanlari arasinda anlamli
dizeyde fark var midir?

11) “Dikkat Yetisini Gelisimi Programinin” etkililigi hakkinda 6gretmen ve ebeveyn gorisleri nelerdir?

Yontem

Arastirmada, “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”nin (60-72) aylik ¢ocuklarin
dikkat toplama becerisine etkisini test etmek amaciyla, nicel ve nitel veriler kullaniimigtir.

Arastirmada nicel arastirma metoduna uygun deneysel bir arastirma ve nitel arastirma metoduna
uygun goriusme teknigi ile elde edilen olan verilerin kullanilmasi sonucunda, arastirmanin deseni karma
desen (mix research) seklinde planlanmustir.

Arastirma Modeli

Deneysel arastirmalar, arastirmaci tarafindan olusturulan farklarin bagiml degisken uzerindeki
etkisini test etmeye yonelik calismalardir. Deneysel desenlerde temel amag¢ degiskenler arasinda
olusturulan neden-sonug iliskisini test etmektir. Deneysel desenler; gercek deneysel desenler (true
experimental designs), yari deneysel desenler (quasi experimental designs) ve zayif deneysel desenler
(weak experimental designs) seklinde siniflandiriimaktadir (Bliytikéztiirk, 2001, p.3; Bliyukoztirk et al.,
2012, pp.195-208). Bu arastirmada, yansiz (seckisiz) atama kullanilmadan, gruplardan ikisi dikkat
toplama becerileri agisindan eslestirilmistir. Dikkat toplama yetisi esit olan gruplar, seckisiz olarak deney
ve kontrol grubu olarak belirleneceginden tam deneysel desen kullaniimistir. Tam deneysel desenler
arasindan Solomon’un dortli grup modeli kullanilmistir. Arastirmanin desenine gore bagimli degisken;
okul 6ncesi egitim kurumuna devam eden bes yasindaki ¢ocuklarin “dikkat toplama yetisi” iken, bagimsiz
degisken “Dikkat Yetisini Destekleyici Egitim Programi” dir.

Arastirmanin tam deneysel desenler arasindan Solomon Dort Grup Modeli dikkate alinarak, 6n/ son/
izleme testinden nicel veriler toplanmistir. Arastirmada bu sekilde tam deneysel arastirma metoduna
uygun nicel veriler ile “Dikkat Yetisini Destekleyici Egitim Programinin” etkililiginin tespiti, verilerin
tamamlanmasi ve detaylandiriimasi iginde nitel veriler toplanmistir. Bu baglamda, arastirmada Karma
arastirma modeline uygun desenler arasindan kesfedici desen (exploratory design) kullaniimistir
(Creswell & Plano Clark, 2010).

On test ile eslestirilen deney | ve kontrol | gruplari arasinda ve n test ile eslestiriimeyen deney Il ve
kontrol Il gruplar arasinda, arastirma deseni goz 6niinde bulundurularak 6n-test/son-test/ izleme testi
dlglimlerinin karsilastirilmasina yénelik arastirma sorularina ait bulgular tespit edilerek, “Okul Oncesi
Donemde Dikkat Yetisinin Gelisimi Programi”nin (60-72) aylik cocuklarin dikkat toplama becerisine etkisi
nedir? arastirmanin temel sorusuna yanit aranmistir.

Calisma Grubu

Arastirmanin evrenini, 2016-2017 egitim 6gretim yilinda Kars il merkezindeki Milli Egitim Bakanligi'na
bagl bagimsiz anaokullarina devam eden, normal gelisim gosteren 60-72 aylik cocuklar olusturmustur.
Arastirmanin galisma grubuna, evren iginden tesadifi olarak secilen Kars il merkezindeki Milli Egitim
Bakanligi'na bagh bagimsiz anaokullarina devam eden, daha 6nce 06zel bir dikkat egitimi programi
uygulanmamis, deney | (n:20), kontrol | (n:20) ve deney Il (n:20), kontrol Il (n:20) grubu olmak (zere
toplam 80 ¢ocuk dahil edilmistir.

Calisma grubunun demografik 6zellikleri incelendiginde, deney grubundaki cocuklarin kisisel bilgileri;
deney | grubundaki ¢ocuklarin, % 40.00’nin kiz (n=8), % 60.00'nin ise erkek oldugu (n=12) belirlenmistir.
Deney Il grubundaki ¢ocuklarin da % 40.00’nin kiz (n=8), % 60.00’nin erkek oldugu (n=12) tespit
edilmistir. Kontrol gruplarinda ise cocuklarin cinsiyet oranlari su sekildedir: Kontrol | grubundaki
cocuklarin % 45.00’nin kiz (n=9), % 55.00'nin ise erkek (n=11), kontrol Il grubundaki ¢ocuklarin ise %
35.00'i kiz (n=7), % 65.00'nin ise erkek oldugu (n=13) belirlenmistir. Calisma grubundaki ¢ocuklarin yas
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ortalamasi incelendiginde, deney 1 grubunun 5.40 yas, kontrol | grubunun 5.60 yas oldugu ve deney Il
grubunun 5.50 yas, kontrol Il grubunun 5.40 yas oldugu belirlenmistir.

Veri Toplama Araglan

Arastirmada veri toplama araci olarak, cocuklar ve ailelerine iliskin genel bilgileri toplamak amaciyla
cinsiyet, kardes sayisi, dogum sirasi, okul dncesi egitime devam etme siiresi, anne ve babanin 6grenim
durumu ve anne babanin meslegi gibi demografik bilgileri iceren “Kisisel Bilgi Formu” uygulanmistir.

Cocuklarin dikkat toplama yetisinin gelisimini degerlendirmek amaciyla, Raatz ve Mdéhling (1971)
tarafindan gelistirilen Bes Yas Cocuklar igin Frankfurter Konsantrasyon Testi (Frankfurter Tests flr
Flinfjahrige - Konzentration: FTF-K ) uygulanmistir. Bes Yas Cocuklar igin Frankfurter Konsantrasyon Testi
noropsikometrik bir testtir. Cocuklardan karisik halde bulunan elma ve armut sekilleri arasindan 90
saniye igerisinde armutlari isaretlemeleri istenmektedir. Testin ilk uygulamasi 1968’de 5,0-6,3 yasindaki
266 cocuga yapilmistir. 1969'da 100 ¢ocuga uygulanmistir. 1970’de 1170 g¢ocuga uygulama tekrar
edilmistir. 1971’de yapilan gecerlik ve glvenirlik ¢alismasinda yas, cinsiyet ve sosyo-ekonomik durum
standardizasyonu yapilarak iki ¢cocuk yuvasinda 29 cocukla G¢ hafta ara ile test tekrar test metodu
uygulanmis ve iki uygulama arasinda korelasyon katsayisi r=0.85 olarak bulunmustur. Veri toplama
aracindan elde edilen puanlar hesaplanirken yas ve cinsiyet 6lgme islemini etkileyeceginden dolayi
dizeltilmis puanlari hesaplanmistir. Veri toplama araci birgok arastirmada (Erbay, 2013; Gozalan, 2013;
Gozalan Alkan &Kogak, 2018; Kaymak, 1995; Kiligkaya, Yurtsever Kiligglin & Battal, 2017; Kogyigit et al.,
2010; Krombholz, 2013; Kusgu, 2010) kullanilmistir.

Bes Yas Cocuklar icin Frankfurter Konsantrasyon Testi, Kaymak (1995) tarafindan Tirkiye 6rneklemi
tizerinden gecerlik ve giivenirlik calismasi yapilmistir. Ankara Universitesi Egitim Bilimleri Fakdltesi son
sinif 6grencileri tarafindan Klinik Psikoloji dersi uygulamalari kapsaminda 5-6 yas grubundaki 30 ¢cocuga
iic hafta ara ile uygulamistir. Test tekrar test metodu ile yapilan uygulamada testin givenirlik
katsayisinin .70 lizerinde oldugu tespit edilmistir.

Arastirmacilar tarafindan Bes Yas Cocuklar igcin Frankfurter Konsantrasyon Testi’nin (2015-2016)
egitim Ogretim yilinda yeniden givenirlik ¢calismasi yapilmistir. Giivenirlik Calismasinda, test-tekrar test
yontemi kullaniimistir. Test tekrar test yontemi ile iki uygulama yapilmis ve Pearson Momentler Carpimi
Katsayisina gore iki uygulama arasindaki iliski diizeyi incelenmistir. Yapilan gecerlik ve glivenirlik
calismalarinda Raatz & Mohling (1971) tarafindan ortaya konulan standardizasyon degerleri dlgit olarak
alinmistir. Olciit olarak ¢ocuklarin cinsiyeti ve sosyo-ekonomik durum gdz &niinde bulundurulmustur.
Giivenirlik calismalari igin galisma grubu, Tirkiye istatistik Kurumundan (TUIK) alinan verilere gére sosyo-
ekonomik diizeyi alt, orta ve lst olarak gruplandirilan dért anaokulundan 5-6 yaslarinda 173 ¢ocuktan
olusmustur.

Bes Yas Cocuklar icin Frankfurter Konsantrasyon Testi, 173 c¢ocuga bireysel olarak uygulanmistir.
Uygulama siresi 90 saniyedir. Uygulama ortaminda c¢ocuklarin dikkatlerini dagitici uyaranlar kontrol
altina alinmistir. Arastirmacilar tarafindan, Bes Yas Cocuklar icin Frankfurter Konsantrasyon Testi (FTF-K)
test-tekrar test glivenirlik yontemi kullanilarak yapilip, birinci uygulama ve ikinci uygulama arasindaki
iliskinin dizeyi incelendiginde, ( r = .74) olup (p= .00) 'dir. Guilford’ya (1956) gore, test-tekrar-test
uygulamasina bagli givenirlik katsayinin alt siniri .70 olmasi gerekmektedir. Giivenirlik katsayisinin bu
sinirin altinda olmasi tespit edilen puandaki standart hatayi artiracagi icin kullanilmasi uygun olmadigi
seklinde yorumlamistir (Kline, 1986). Bu baglamda, “Bes Yas Cocuklar igcin Frankfurter Konsantrasyon
Testi”’nin glvenilir bir 6lgme araci oldugu séylenebilir.

Goéziim (2017) tarafindan gelistirilen “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” 60-72
aylik cocuklarin dikkat yetisini desteklemeyi esas almaktadir. Dikkat yetisinin gelisimini destekleyici
egitim programi, cocuklarin 6nyargilarindan uzak ve istekli katilacaklari, ilgi ve gereksinimlerin yani sira
cocuklarin bellek, problem ¢6zme ve akil yiritme gibi diger bilissel becerilerinin desteklenmesini
saglayan goérme, isitme, dokunma, koklama, tatma ve c¢oklu duyularini harekete gecirerek cevreden
gelen uyaranlara yonelik dikkat yetisinin gelisimini destekleyen bir egitim programidir.
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Dikkat becerisini destekleyici egitim programinin alt alanlari Levine (1987, 1990, 1992, 1994, 1998),
Goleman (2013) ve Barkley (1997) yaptigi calismalar ve dikkat modelleri (Baddaley & Hitsich, 1974;
Broadbent, 1958; Deustch & Deustch, 1963; Mesulam, 1981; Mirsky, 1996; Posner & Petersen, 1990;
Treisman, 1964) incelenerek hazirlanmistir. Programin boyutlari dikkat tirleri, ¢ocuklarda dikkat gelisimi,
dikkat sdresi, ilgili 6grenme kuramlarina gore dikkat ve dikkati etkileyen etmenler géz Onilinde
bulundurulmustur.

Tablo 1’de dikkatin boyutlarina gore “Dikkat Yetisini Destekleyici Egitim Programinin” alt alanlar
actklanmistir.

Tablo 1.

Dikkat Becerisini Destekleyici Egitim Programinin Alt Alanlari.

Alt Alanlari Dikkatin Unsurlari / G6sterge

Secicilik Hazirbulunusluluk: Bireyin bir isi yapabilmesi icin hazirbulunusluk dizeyinin uygun

olmasi gerekir. Dikkat slrecinin baslangici hazirbulunusluktur.

Segicilik —Uyaran Siddeti: Bireyin belirli bir uyarictya odaklanma sirecinde
hazirbulunusluktan sonra gelen basamak “segicilik”tir.

Dikkat Dagitici Uyaranlarin Engellenmesi: Bireyin gorlis alaninda ve isitme
alanindaki 6nemsiz seylerden gelen gorintii ve ses engellenmelidir. Birey bedensel
olarak rahat olmali ve psikolojik olarak hayal kurma, gelecek kaygisi icerisinde girip
ilgili distince ve isteklerini kontrol altina almalidir.

Sareklilik Dikkat Siiresi: Bir olaya odaklanabilmesi icin hazir olan birey, gelen uyaricilari
se¢mesi icin engel olan dikkat dagiticilari devre disi biraktiktan sonra, odaklanmis
oldugu uyarici izerinde dikkatini siirdlirmesi gerekmektedir.

Kontrol Planlama: Dikkat unsurlari arasinda planlama, hedefe yonelik organize edilen
davranisin yapilmadan once farkh segenekler arasinda birey icin en dogru tercihi
yapabilmesi igin gerekli olan siirecin planlanmasini igerir.

Otokontrol: Bir davranisin organize olduktan sonra sergilenmesine bagh olarak
degerlendirilmesi yani eylemi yapan kisinin kendini gézlemlemesi ve sinamasidir.
Tatmin: Dikkatin belirli bir noktada odaklanabilmesi igin bireyin kendini rahat
hissetmesini saglayan belirli bir tatmin dizeyi vardir. Tatmin olunan faktérlere
baglh olarak aktiflik dereceleri ortaya ¢ikmaktadir.

Tablo 1’e gore, Dikkat becerisini destekleyici egitim programinin alt alanlari segicilik, sureklilik ve
kontrol boyutlarindan olusmustur. Sinif ici etkinlikler programa ait t¢ alana gére planlanmistir. Dikkat
becerisini destekleyici etkinlikler, basitten zora ilkesi ve cocugun hazirbulunusluguna gore segicilik,
streklilik ve kontrol alt alanlari g6z 6niinde bulundurularak diizenlenmistir.

Kuramsal cergeve dogrultusunda arastirmacinin dikkat teori ve modelleri (Baddaley & Hitsich, 1974;
Broadbent, 1958; Deustch & Deustch, 1963; Mesulam, 1981; Mirsky, 1996; Posner & Petersen, 1990;
Treisman, 1964) gelisim ve dgrenme kuramlari ve yaklasimlari gdz éniinde bulundurularak “Okul Oncesi
Dénemde Dikkat Yetisinin Gelisimi Programi”nin ilkeleri belirlenmistir. “Okul Oncesi Dénemde Dikkat
Yetisinin Gelisimi Programi” gocugu merkeze alan gelisimsel bir egitim programidir.

Cocuklarin dikkat yetilerini destekleyici deneyimler araciligiyla ¢evrelerindeki uyaranlari tanimasini,
kesfetmesini ve uyaranlar arasindaki iliskilerden yola ¢ikarak yeni uyaranlara yonelimini ve sonugcta
cevresini algilama ve 0Ogrenmesini glgclendiren bir egitim programidir. Program cocuklarin dikkat
yetisinin gelisimine yonelik etkinliklerin, sistematik ve sirali olarak inceleme olanagl saglarken,
uyaranlarin  dikkati toplama vyetisini gelistirmesiyle beyinde ndéral aglarin  olusturulmasi
hedeflenmektedir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” asagidaki materyallerden olusmaktadir.
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e Program Ozeti: “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin temelleri, gelistirme
sureci, kapsami, materyal kullanimi, programin uygulamasi, programin degerlendirilmesi hakkinda
bilgiler sunmaktadir.

e Dikkat Egiticisi Kaynak Seti: “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”nin boyutlari ve
bu boyutlarin kapsaminda olan egitim etkinliklerine yer verilmistir. Her bir etkinlik hakkinda etkinlik
numarasi, etkinligin turd, etkinlik adi ve kazanim gostergelere yer verilmistir. Etkinligin uygulamasinin
grup tipi, slresi, materyalleri, 6grenme sireci, gerekli gorilen oOneriler, dikkat edilmesi gereken
durumlar, her etkinlik sonrasinda uygulamasi distnulen aile katilim etkinligi ve destekleyici ekstra
etkinlikler hakkinda ayrintil bilgi verilmistir.

o Sinif Ici EGitim Etkinlikleri: “Okul Oncesi Dé6nemde Dikkat Yetisinin Gelisimi Programi”na yénelik etkinlik
sayfalari, etkinliklere goére hazirlanmis materyaller bulunmaktadir- Dikkat yetisi gelistirmeye yonelik
olarak ele alinan etkinliklerin muzik, sanat, dram, oyun, matematik, fen, dil etkinlikleri gibi sinif
etkinlikleri ile battnlestirilmistir.

o Aile Egitim Etkinlikleri: “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin uygulamasina
yonelik, aile mektuplari, aile katihm etkinlik sayfalari, etkinliklere 6zgli materyaller bulunmaktadir.

e Degerlendirme formlari: “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”nin uygulama
stirecinin degerlendirilmesine yénelik: Aile Katiimi Degerlendirme formu, Ogretmen Gézlem Formu,
Aile Goriisme Formu, Ogretmen Gériisme Formu bulunmaktadir.

Verilerin Toplanmasi

Arastirmaci tarafindan deney ve kontrol gruplarinda bulunan gocuklara ait kisisel gelisim bilgileri
okullarindaki dosyalarindan yararlanilarak genel bilgi formlari doldurulmustur. Genel bilgi formu, 1-4
Kasim 2016 tarihleri arasinda doldurulmustur.

Dikkat yetisini destekleyici egitim programinin bes yas cocuklarinin dikkat toplama yetisine etkisini
tespit etmek amaciyla deney | ve kontrol | grubundaki ¢ocuklara “Bes Yas Cocuklar igcin Frankfurter
Konsantrasyon Testi” 1 Kasim 2016- 12 Kasim 2016 tarihleri arasinda 6n test olarak uygulanmistir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”nin uygulanacagi deney | ve deney I
grubunu olusturan c¢ocuklarin sinif 6gretmenlerine, “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi
Programi”nin felsefesi, amaci ve 6zellikleri, etkinlikleri, kazanim ve gostergeleri, cocuklarla nasil iletisime
gecilecegi, egitim materyallerinin 6zellikleri ve kullanimi, dikkat toplamaya engel olacak uyaranlarin
tespiti, kullanilacak olan yontem ve teknikler hakkinda Gg glinlik 6gretmen egitimi verilmistir. Bu egitim
9 - 11 Kasim 2016 tarihleri arasinda yapiimistir. Ogretmen egitimi siiresince dgretmenlere geri bildirimler
verilmis ve uygulamalar sonrasinda da geri bildirim verilecegi vurgulanmistir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” haftada 3 giin pazartesi, carsamba ve
cuma olmak Uzere 8 hafta uygulanmistir. Etkinliklerin uygulama siiresi ortalama 45 dakika sirmektedir.
Ogretmen egitimi sonrasinda, ¢ocuklara etkinlikler uygulanmadan énce 14 Kasim 2016- 6 Ocak 2017
tarihleri arasinda, sekiz hafta boyunca, uygulama toplantilari yapilmistir. Uygulamadan bir énceki hafta
cuma glinii, uygulanmasi beklenen (¢ glinliik etkinlikler 6gretmenler ve arastirmaci tarafindan “Okul
Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” sinif ici egitim etkinlikleri kitapcigindan secilerek 8
hafta uygulanmasi planlanmistir.

Secilen etkinlikler gocuklara uygulanmadan bir giin 6nce, deney | ve deney Il grubunun oldugu
anasiniflarinda ¢ocuklara uygulaniyormus gibi egitim ortami hazirlanarak 6n uygulamasi yapilmistir.
Deney-l grubunun egitim ortami, arastirmaci tarafindan hazirlanmis ve 6gretmenlere uygulamali egitim
verilmistir. Uygulamali egitim sonrasinda deney Il grubunun egitim ortami, uygulamali egitim alan
o6gretmenler tarafindan hazirlanmistir. Uygulama oncesi yapilan egitim slirecinde, deney | ve deney Il
grubu oOgretmenlerinin sormus olduklari sorular yanitlanmistir. Gerekli goriilen oneriler yapilmistir.
Kontrol grubunda ise, mevcut egitim programinin uygulanmasina devam edilerek, program sinif
ogretmeni tarafindan dogal akisinda uygulanmistir.
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Deney | ve deney Il grubuna uygulanan “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”
uygulamasi tamamlandiktan sonra deney |, deney Il ve kontrol I, kontrol Il gruplarina 9 Ocak 2017 -12
Ocak 2017 tarihleri araliginda son test uygulamasi yapilmistir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”min etkisinin kalicihgini tespit etmek
amaclyla, son testten dort hafta sonra 13 Subat 2017 - 22 Subat 2017 tarihleri araliginda deney I, deney
Il ve gruplarindaki c¢ocuklara “Bes Yas Cocuklar igin Frankfurter Konsantrasyon Testi” tekrar
uygulanmistir.

Verilerin Analizi

Veri analizine alinacak veri seti dizenlenirken, Dikkat Yetisini Destekleyici Egitim Programi
etkinliklerinin birine bile katilmayan deney | grubundan 2 ¢ocuk, deney Il grubundan 1 ¢ocuk veri setine
dahil edilmemistir. Kontrol grubunda ise arastirma siirecinde okula devam etmeyen kontrol | grubunda 2
cocuk, kontrol Il grubunda 3 ¢ocuk arastirmada veri setine dahil edilmemistir.

Gruplar arasindaki anlamh farkin olup olmadigini tespit etmek icin gerekli olan varsayimlar,
normallik, verilerin stirekli degisken 6zelliginde olmasi ve verilerin rastgele toplanmasi incelenerek,
parametrik ya da non-parametrik analiz yapilacagina karar verilmistir. Normallik varsayiminin
incelenmesinde deney-l, deney I, kontrol-I ve kontrol Il gruplarinda 20 ¢ocuk bulundugu igin Shapiro-
Wilks testi kullanilmistir. Ayrica puanlar z puanina dondstirilerek -3 ile 3 arasinda dagihm gosterip
gostermedigi incelenmistir.

Arastirmanin amaci dogrultusunda elde edilen verilerin analizinde; 6n test gruplariyla eslestirilen
deney | ve kontrol | grubunun denkligini tespit etmek amaciyla Mann-Whitney-U Testi uygulanmistir.
Deney | grubunda uygulanan “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin etkisini test
etmek icin 6n test/ son test karsilastirmasi bagimli t- testi ile incelenmistir. Kontrol | grubunda uygulanan
MEB 2013 Okul Oncesi Egitimi Programinin etkisini test etmek igin 6n test/ son test karsilastirmasi
Wilcoxen isaret Testi ile incelenmistir. Deney | ve kontrol | gruplari arasinda son testler puanlari arasinda
anlamh fark olup olmadigini tespit etmek igin bagimsiz t-testi uygulanmistir. On test puanlariyla
eslestirilmemis olan deney Il ve kontrol Il gruplarinin son testler puanlari arasinda anlamli fark olup
olmadigini tespit etmek icin Mann-Whitney-U Testi uygulanmistir. “Okul Oncesi Dénemde Dikkat
Yetisinin Gelisimi Programi”nin uygulandigi Deney | ve deney Il gruplarinin son test puanlari arasinda
anlamli farkhlik olup olmadigini incelemek icin bagimsiz t-testi uygulanmistir. MEB 2013 Okul Oncesi
Egitimi Programinin uygulandigi Kontrol | ve Kontrol Il gruplarinin son test puanlari arasinda anlamh
farklilik olup olmadigini incelemek i¢in Mann-Whitney-U Testi uygulanmistir. Deney | grubunda
uygulanan “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”min kalicliginin test etmek icin 6n
test- son test ve izleme testi arasindaki anlamli farkliligi test etmek igin tekrarl 6lgciimler igin ANOVA testi
uygulanmistir. Deney |l grubunda son test ve izleme testi arasindaki anlamli farklihgl test etmek icin
bagimli t-testi uygulanarak veriler analiz edilmistir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”nin etkililigini tespit etmek icin ebeveyn ve
6gretmen gorisleri alinmistir. Elde edilen veriler kod ve kategorilere donustiirilmustir. Kodlara goére
diizenlenen temalar altinda ebeveyn ortak gorisleri ylizde ve frekans analizi yapilarak betimlenmistir.

Bulgular

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin (60-72) aylik ¢ocuklarin dikkat yetisi
kazanimina etkisinin incelenmesi amaciyla yapilan arastirmada elde edilen bulgular arastirma sorulari
altinda yer verilmistir.
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Deney | ve Kontrol | Grubundaki Cocuklarin Dikkat Yetisi On Test Puanlari Arasinda Anlamli Diizeyde
Fark Var midir?

ilgili soruya ait bulgular Tablo 2’de verilmistir. Tablo 2’'ye gére, Deney | ve Kontrol | grubundaki
¢ocuklarin Dikkat Toplama Testinden aldiklari 6n test puanlarina iliskin; Deney | grubundaki ¢ocuklarin
sira ortalamasi 19.75 iken Kontrol | grubundaki ¢ocuklarin sira ortalamasi 21.25’tir. Deney | ve kontrol |
grubundaki ¢ocuklarin dikkat toplama testinden aldiklari 6n test puanlarina gére anlamli farklilasma olup
olmadig Uzerine yapilan incelemede, p = .68 olup p>.05" den buyiik oldugu icin deney | ve kontrol |
gruplari arasinda anlamli bir farklilik olmadigi tespit edilmistir [ U= 185.00, Z=.40, p > .05].

Tablo 2.
Deney | ve Kontrol | Grubundaki Cocuklarin Dikkat Yetisi On Test Puanlarina iliskin Mann-Whitney-U Testi
Sonuglari.

FTF-K Grup n Sira Ortalamasi Sira Toplami U Z p
On Test Deney | 20 19.75 395.00 185.000 .40 .68
Kontrol | 20 21.25 425.00
Toplam 40

Deney | Grubunu Olusturan Cocuklarinin Dikkat Yetisi On Test/Son Test Puanlari Arasinda Anlamh
Diizeyde Fark Var midir?

ilgili soruya ait bulgular Tablo 3’de verilmistir. Tablo 3’e gére, deney | ve kontrol | grubundaki
cocuklarin Dikkat Toplama Testinden aldiklari 6n-test/son-test puanlarina iliskin; deney | grubundaki
cocuklarin 6n test puan ortalamasi 20.70 iken son-test puan ortalamasi 25.30’dur. Deney | grubundaki
cocuklarin 6n test ile son test dikkat toplama puanlarina gére anlamli farklilasma olup olmadigi izerine
yapilan incelemede, p =.00 olup p<.05" den kii¢lk oldugu icin 6n test ile son test puanlari arasinda
anlamli bir farklilik oldugu tespit edilmistir [ t (15 = 8.597, p=.00, p < .05]. Anlamli farkhlik incelendiginde,
farkin yoni son testte alinan puanlarin lehine oldugu tespit edilmistir.

Tablo 3.
Deney | Grubundaki Cocuklarin Dikkat Yetisi On Test-Son Test Puanlarina fliskin Bagimli T Testi Sonuclari.
Grup FTF-K n Ortalama SS Sd t p
Deney | On Test 20 20.70 2.29 19 8.59 .00
Son Test 20 25.30 2.88
Toplam 40

Kontrol | Grubunu Olusturan Cocuklarinin Dikkat Yetisi On Test/Son Test Puanlar Arasinda Anlamh
Diizeyde Fark Var midir?

ilgili soruya ait bulgular Tablo 4’de verilmistir. Tablo 4’e gére, deney | ve kontrol | grubundaki cocuklarin
Dikkat Toplama Testinden aldiklari 6n test/son test puanlarina iliskin; kontrol I grubundaki ¢ocuklardan
negatif siralarda 1 ¢ocuk olup, sira ortalamasi 3.50’dir. Pozitif siralarda 18 ¢ocuk olup, sira ortalamasi
10.36’dir. Kontrol | grubundaki ¢ocuklarin 6n test ile son test dikkat toplama puanlarina gére anlamh
farklilasma olup olmadigi lzerine yapilan incelemede, p =.00 olup p< .05’ den kiiglik oldugu igin 6n test
ile son test puanlari arasinda anlaml bir farklilhik oldugu tespit edilmistir [ Z = 3.74, p= .00, p < .05].

Tablo 4.

Kontrol | Grubundaki Cocuklarin Dikkat Yetisi On Test-Son Test Puanlarina iliskin Wilcoxen isaretli Siralar
Testi Sonuglari.

Grup FTF-K n Sira Ortalamasi Sira Toplami z o]
Kontrol | On Test Negatif Siralar 1 3.50 3.50 3.74 .00
Son Test Pozitif Siralar 18 10.36 186.50
Esit 1
Toplam 20
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Deney | ve Kontrol | Grubunu Olusturan Cocuklarinin Dikkat Yetisi Son Test Puanlari Arasinda Anlaml
Diizeyde Fark Var midir?

ilgili soruya ait bulgular Tablo 5’de verilmistir. Tablo 5’e gére, deney | ve kontrol | grubundaki
¢ocuklarin Dikkat Toplama Testinden aldiklari son test puanlarina iliskin; deney | grubundaki ¢ocuklarin
son-test puan ortalamasi 25.30 iken kontrol | grubundaki ¢ocuklarin son test puan ortalamasi 22.80°dir.
Deney | ve Kontrol | grubundaki ¢ocuklarin dikkat toplama puanlarina goére anlamh farkhlasma olup
olmadigi tizerine yapilan incelemede, p = .00 olup p<.05’ den kiiglik oldugu icin deney | ve kontrol |
gruplari arasinda anlamli bir farklilik tespit edilmistir [ t 35 = 2.83, p= .01, p < .05]. Anlaml farklihk
incelendiginde, farkin yoni deney | grubundaki ¢ocuklarin son test puanlarinin lehine oldugu tespit
edilmistir.

Tablo 5.
Deney | Ve Kontrol | Grubundaki Cocuklarin Dikkat Yetisi Son Test Puanlarina iliskin Bagimsiz t Testi
Sonuglari.

FTF-K Grup n Ortalama SS Sd t p
Son Test Deney | 20 25.30 2.88 38 2.826 .00
Kontrol | 20 22.80 2.70
Toplam 40

Deney Il ve Kontrol Il Grubunu Olusturan Cocuklarinin Dikkat Yetisi Son Test Puanlari Arasinda Anlamli
Diizeyde Fark Var midir?

ilgili soruya ait bulgular Tablo 6’da verilmistir. Tablo 6’ya gére, deney Il ve kontrol Il grubundaki
cocuklarin Dikkat Toplama Testinden aldiklari son test puanlarina iliskin; deney Il grubundaki ¢ocuklarin
sira ortalamasi 27.45 iken kontrol Il grubundaki ¢ocuklarin sira ortalamasi 13.55’tir. Deney Il ve kontrol II
grubundaki ¢ocuklarin dikkat toplama puanlarina gére anlaml farklilasma olup olmadigi lizerine yapilan
incelemede, p = .00 olup p<.05’ den kiiglik oldugu icin deney Il ve kontrol Il gruplari arasinda anlamli bir
farkhhk tespit edilmistir [ U= 61.00, Z=3,82, p <.05]. Anlamli farklilik incelendiginde, farkin yoni Deney I
grubundaki cocuklarin son test puanlarinin lehine oldugu tespit edilmistir.

Tablo 6.
Deney Il ve Kontrol Il Grubundaki Cocuklarin Dikkat Yetisi Son Test Puanlarina iliskin Mann-Whitney-U
Testi Sonuglari.

FTF-K Grup n Sira Ortalamasi Sira Toplami U z o]
Son Test Deney I 20 27.45 549.00 61.00 3.81 .00
Kontrol Il 20 13.55 271.00
Total 40

Deney | ve Deney Il Grubunu Olusturan Cocuklarinin Dikkat Yetisi Son Test Puanlari Arasinda Anlamh
Diizeyde Fark Var midir?

ilgili soruya ait bulgular Tablo 7'de verilmistir. Tablo 7’e gére, deney | ve deney Il grubundaki
cocuklarin Dikkat Toplama Testinden aldiklari son-test puanlarina iliskin; deney | grubundaki gocuklarin
ortalamasi 25.30 iken deney Il grubundaki ¢cocuklarin ortalamasi 24.25'dir.

Tablo 7.
Deney | ve Deney Il Grubundaki Cocuklarin Dikkat Yetisi Son Test Puanlarina lliskin Bagimsiz t Testi
Sonuglari.

FTFFK Grup n Ortalama SS Sd t p
Son Test Deney | 20 25.30 2.88 38 1.33 13
Deney I 20 24.25 1.99
Toplam 40
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Deney | ve deney Il grubundaki ¢ocuklarin dikkat toplama puanlarina gére anlamli farklilasma olup
olmadig! lizerine yapilan incelemede, p = .14 olup p<.05" den biiylik oldugu icin Deney | ve deney Il
gruplari arasinda anlamli bir farklilik olmadigi tespit edilmistir [ t (38) = 1.34, p=.14, p > .05].

Kontrol | ve Kontrol Il Grubunu Olusturan Cocuklarinin Dikkat Yetisi Son Test Puanlari Arasinda
Anlamli Diizeyde Fark Var midir?

ilgili soruya ait bulgular Tablo 8’de verilmistir. Tablo 8’e gére, kontrol | ve kontrol Il grubundaki
cocuklarin Dikkat Toplama Testinden aldiklari son test puanlarina iliskin; kontrol | grubundaki ¢ocuklarin
sira ortalamasi 23.43 iken Kontrol Il grubundaki ¢ocuklarin sira ortalamasi 17.58'tir. Kontrol | ve kontrol Il
grubundaki ¢ocuklarin dikkat toplama puanlarina gére anlaml farklilasma olup olmadigi lizerine yapilan
incelemede, p = .10 olup p>.05’ den biiylk oldugu icin kontrol | ve kontrol Il gruplari arasinda anlamli bir
farklilik olmadig tespit edilmistir [ U= 141.50, Z=1.60, p> .05].

Tablo 8.
Kontrol | Ve Kontrol Il Grubundaki Cocuklarin Dikkat Yetisi Son Test Puanlarina iliskin Mann-Whitney-U
Testi Sonuglari.

FTFFK Grup n Sira Ortalamasi Sira Toplami V) z p
Son Test Kontrol | 20 23.43 468.50 141.50 1.60 .10
Kontrol Il 20 17.58 351.50
Total 40

Deney | Grubunu Olusturan Cocuklarinin Dikkat Yetisi On Test/Son Test/ izleme Testi Puanlar
Arasinda Anlaml Diizeyde Fark Var midir?

ilgili soruya ait bulgular Tablo 9, Tablo 10 ve Tablo 11’de verilmistir. Tablo 9 incelendiginde, deney-|
grubuna uygulanan Dikkat Toplama Testi (Frankfurter Test Fur Funjahrige Konzentration) 6n test (1), son
test (2) ve izleme testinden (3) aldiklari puanlar arasinda anlamli bir fark vardir [F = 48.233, p=.000, p <
.05]. Bu farkin hangi testlerde oldugu Bonferroni testiyle belirlenmistir. Tablo 10 incelendiginde, deney-I
grubunu olusturan ¢ocuklarinin Dikkat Toplama Testi (Frankfurter Test Flr Funjahrige Konzentration) 6n
test/son test/ izleme testi puanlarinda anlaml bir farkhhk vardir (p<.05).

Tablo 9.
Deney | Grubunu Olusturan Cocuklarinin Dikkat Yetisi On Test/Son Test/ izleme Testi Puanlarina iliskin
Anova Testi Tablosu.

Varyansin Kaynagi Kareler Toplami sd  Kareler Ortalamasi F p Testteki Fark**
Denekler Arasi 412.06 19 21.68 48.23 .00* 1-2
Olgiim 250.13 2 125.06 1-3

Hata 98.53 38 2.59

Toplam 23701.96 59

*p<.05 diizeyinde 6nemlidir. **Bonferroni testi sonucu farkllik gorilen dlgimler.

Tablo 10.
Deney | Grubunu Olusturan Cocuklarinin Dikkat Yetisi On Test/Son Test/ izleme Testi Puanlarina iliskin
Benferroni Testi Tablosu.

(1) faktor 1 (j) faktor 1 Ortalama farki(l-J) Standart hata p
On test (1) Son test (2) -4.60* .53 .00
izleme testi (3) -4.00* .66 .00
Son test (2) On test (1), 4.60* .53 .00
izleme testi (3) .60 .23 .05
izleme testi (3) On test (1), 4.00* .66 .00
Son test (2) -.60 .23 .05

*p<.05 diizeyinde 6nemlidir.
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Tablo 11.
Deney | Grubunu Olusturan Cocuklarinin Dikkat Yetisi On Test/Son Test/ izleme Testi Puanlarina iliskin
Aritmetik Ortalama ve Standart Sapmalari.

Testler n Ortalama SS
On Test 20 20.70 .51
Son Test 20 25.30 .64
izleme Testi 20 24.70 .81

Tablo 11’e gore, Deney | grubunda bulunan g¢ocuklarin dikkat toplama yetisini tespit etmek igin
uygulanan 6n test ve son testten alinan puanlar arasinda anlamli bir farklilik olugu belirlenmistir (p<.05).
On test ve son test puan ortalamalari incelendiginde Dikkat Becerisini Destekleyici Egitim Programinin
uygulanmasindan sonra son test puanlarinda artis oldugu belirlenmistir. Bu baglamda, cocuklarin dikkat
toplama yetisinde artis oldugu soylenebilir.

Deney Il Grubunu Olusturan Cocuklarinin Dikkat Yetisi Son- Test/ izleme Testi Puanlari Arasinda
Anlamli Diizeyde Fark Var midir?

ilgili soruya ait bulgular Tablo 12’de verilmistir. Tablo 12’ye gére, deney Il grubundaki ¢ocuklarin
Dikkat Toplama Testinden aldiklari son test/ izleme testi puanlarina iliskin; deney Il grubundaki
gocuklarin son test puan ortalamasi 24.25 iken izleme testi puan ortalamasi 24.10’dur. Deney II
grubundaki cocuklarin son test ile izleme testi dikkat toplama puanlarina goére anlaml farklilasma olup
olmadig Gzerine yapilan incelemede, p =.08 olup p>.05" den blyik oldugu icin 6n test ile son test
puanlari arasinda anlamli bir farklilik olmadigi tespit edilmistir [ t (15 = 8.60, p= .08, p >.05].

Tablo 12.
Deney Il Grubundaki Cocuklarin Dikkat Yetisi Son Test- izleme Testi Puanlarina iliskin Bagimli T Testi
Sonuglari.

Grup FTF-K n Ortalama SS Sd t o]
Deney I Son Test 20 24.25 1.99 19 1.83 .08
izleme Testi 20 24.10 1.80
Toplam 40

Deney | ve Deney Il Grubunu Olusturan Cocuklarinin Dikkat Yetisi izleme Testi Puanlar Arasinda
Anlamh Diizeyde Fark var midir?

ilgili soruya ait bulgular Tablo 13’de verilmistir. Tablo 13’e gére, deney | ve deney Il grubundaki
¢ocuklarin Dikkat Toplama Testinden aldiklari izleme testi puanlarina iliskin; deney | grubundaki
cocuklarin ortalamasi 24.60 iken deney Il grubundaki cocuklarin ortalamasi 24.10’dur. Deney | ve deney
Il grubundaki g¢ocuklarin dikkat toplama puanlarina goére anlamli farklilasma olup olmadigi lzerine
vapilan incelemede, p = .58 olup p<.05’ den biylik oldugu icin Deney | ve Deney Il gruplari arasinda
anlaml bir farkhlik olmadigi tespit edilmistir [ t (38) = .56, p=.58, p >.05].

Tablo 13.
Deney | Ve Deney Il Grubundaki Cocuklarinin Dikkat Yetisi izleme Test Puanlarina iliskin Bagimsiz T Testi
Sonuglari.

FTF-K Grup n Ortalama SS Sd t P
izleme Testi Deney | 20 24.60 3.60 38 .55 .58
Deney Il 20 24.10 1.80
Toplam 40
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“Dikkat Yetisini Destekleyici Egitim Programinin” Etkililigi Hakkinda Ogretmen ve Ebeveyn Goriisleri
Nelerdir?

ilgili soruya ait bulgular Tablo 14’de verilmistir. Tablo 14’te ailelerin “Okul Oncesi Dénemde Dikkat
Yetisinin Gelisimi Programi” uygulama oncesi ve sonrasi ile ilgili duygu ve disunceleri igerik analizi
yapilarak belirlenen kodlara gére temalarin dagilimi verilmistir.

Tablo 14.
“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” Uygulanmasina lliskin Aile Gériisme Formu
Degerlendirme Sonuglari.

Deney | Deney Il
Ailelerim Programa iliskin Duygu ve Diisiinceleri Temalar N % N %
Dikkat dagitici uyaranlarin farkina varma 14 70.00 13 65.00
Ailenin gocuklariyla etkili zaman gegirmesinde artma 18 90.00 19 95.00
Okulda yapilan etkinlikleri evde anlatma 15 75.00 16 80.00
Cocuklarin oyuncak se¢iminde degisme 14 70.00 13 65.00
Ogrenmeye yonelik isteklilik 9 45.00 11 55.00
Cocuklarin soru sormalarinda artma 12 60.00 10 50.00
Soylenilen ifadeleri algilamada artma 8 40.00 6 30.00

Tablo 14’e gére uygulanan “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”nin uygulama
siireci baslangicinda dikkat dagitici uyaranlarin neler oldugunun farkinda olmadiklarinin uygulama
sonunda deney | grubundaki ailelerin; % 70.00’inin, deney Il grubundaki ailelerin % 65.00’inin etkinlikleri
uygularken dikkat dagitici uyaranlarin farkina vardigr belirlenmistir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin uygulamasi sirecinde aile katilim
etkinlikleri ile ailenin ¢ocuklariyla etkili zaman gegirmesinde artma oldugunu, deney | grubundaki
ailelerin; % 90"inin, deney Il grubundaki ailelerin % 95.00’i belirtmistir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin sinif igi uygulamalari sonucunda,
cocuklarin okulda yapilan etkinlikleri evde anlattiklarini deney | grubundaki ailelerin; % 75.00’inin, deney
Il grubundaki ailelerin % 80.00’ini belirtmistir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”nin uygulamalarinin sonunda deney |
grubundaki ailelerin; % 70.00’inin, deney Il grubundaki ailelerin % 65.00’inin gocuklarin oynadiklari
oyuncaklarda degisme oldugunu daha c¢ok egitici ve zeka gelistirici oyuncaklara yoneldiklerini
belirtmislerdir. Deney | grubundaki ailelerin; % 45.00’inin, deney Il grubundaki ailelerin % 55.00’inin
cocuklarinda 6grenmeye yonelik istekliliklerinde artis oldugunu ifade etmislerdir. Deney | grubundaki
ailelerin; % 60.00'inin, deney Il grubundaki ailelerin % 50.00’sinin g¢ocuklariyla girdikleri iletisim
surecinde, ¢ocuklarin soru sormalarinda artis oldugunu belirtmislerdir. Deney | grubundaki ailelerin; %
40.00'inin, deney Il grubundaki ailelerin % 30.00’unun g¢ocuklarina sorumluluk verdiginde yapilmasi
gereken gorevle ilgili ikinci bir kez tekrarlamadan séylenilen ifadeleri algilamada artma oldugunu
belirtmislerdir.

Ogretmenlerin “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” uygulama oncesi ve
sonrasi ile ilgili duygu ve dislinceleri incelendiginde; programin kisisel ve mesleki gelisimlerine katki
sagladiginin, cocuklarin dikkat gelisimine olan katkisinin 6nemini fark ettiklerini belirtmislerdir.
Ogretmenler dikkat egitiminde kullanilan etkinliklerin kendi etkinliklerine adapte edebildiklerini ifade
etmislerdir. Ayrica, dikkat egitimine yonelik verilen egitimin 6nemli oldugunu ve mesleki gelisimleri igin
bu egitimlerin verilmesi gerektigini belirtmislerdir.
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Tartisma

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin (60-72) aylik ¢ocuklarin dikkat yetisi
kazanimina etkisinin incelenmesi amaciyla vyapilan arastirmanin bulgularina gbre sonuglar
incelendiginde;

Deney | ve kontrol | grubunu olusturan ¢ocuklarin Bes Yas Cocuklar icin Frankfurter Konsantrasyon
Testi 6n test puanlarina iliskin bulgulara gére anlamli farkhilk olmadigi tespit edilmistir. Deneysel
calismalarda on test- son test modelli arastirmalarda Deney | ve Kontrol | gruplarina ait 6n test puanlari
arasinda anlamli bir farkhlik olmamasi beklenmektedir (Kaptan, 1998, p.85). Veri toplama araci olarak
Bes Yas Cocuklar i¢in Frankfurter Konsantrasyon Testi ile 6n test 6l¢iimi yapilan (Altun, Hazar & Hazar,
2016; Kusgu 2010; Malkog & Ceylan 2011) arastirmalarinin sonuglariyla 6rtistigi tespit edilmistir. Bu
durum, arastirmanin tam deneysel modeli olarak belirlenen Solomon’un Dort Gruplu deneysel
modelinde 6n test uygulanan Deney | ve Kontrol | gruplari arasinda anlaml farkhlik olmamasi “Okul
Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin ¢ocuklarin dikkat toplama becerilerine olan
katkisinin homojen gruplar lzerinden karsilastirilmasini saglamistir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” uygulandidi Deney | grubunu olusturan
cocuklarin Bes Yas Cocuklar icin Frankfurter Konsantrasyon Testi 6n test/son test puanlarina iliskin
bulgulara gére anlamli bir farklik oldugu tespit edilmistir. “Okul Oncesi Dénemde Dikkat Yetisinin
Gelisimi  Programi”nin gocuklarin dikkat toplama vyetisini gelisimine destek oldugu sdylenebilir.
Cocuklarin dikkat toplama yetisi gelisimi ¢ocuklarin bilissel gelisimlerine de katki sunabilmektedir
(Atkinson, Atkinson, Smith, Bem & Nolen-Holeksema, 2008, p.72). Lauster (1999) ve Ettrich (1998),
dikkat toplama yetisinin egitim programlari ile gelistirilebilecegini belirtmislerdir. Solberg ve Mateer
(1986), dikkat toplama yetisinin egitim programlari ile gelistirilebilecegine yonelik c¢alismalarinin
sonuglari arastirmanin bu sonucu ile benzerlik gdstermektedir. “MEB Okul Oncesi E§itim Programi
(2013)” uygulandigi Kontrol | grubunu olusturan c¢ocuklarin Bes Yas Cocuklar igin Frankfurter
Konsantrasyon Testi FTF-K 6n test/son test puanlarina iliskin bulgulara gére anlamli bir farklilik oldugu
tespit edilmistir. Arastirmanin bu bulgusu, belirli bir dikkat egitim programi uygulanan deneysel
arastirma desenli kontrol gruplarinda (Gozalan, 2013; Go6zalan Alkan & Kogak; 2018; Kaymak, 1995;
Kocyigit, Kayili & Erbay, 2010; Secer & Ozmen, 2015) benzer oldugu sonucuna ulasiimistir.

Deney | ve kontrol | grubundaki cocuklarin Bes Yas Cocuklar icin Frankfurter Konsantrasyon Testi FTF-
K son test puanlarina iliskin bulgulara gére gruplar arasinda anlamh farkhhk oldugu tespit edilmistir.
Anlaml farklihk deney | grubunun lehinedir. Deney-I ve kontrol-I gruplarindan elde edilen bulgularla,
Deney-Il ve Kontrol-ll gruplarindan elde edilen bulgularla da benzerlik gdstermektedir. Bu durum, bir
arastirmanin kendi igerisinde bitiinsel degerlendirilmesi ve verilerin birbirini desteklemesi agisindan i¢
gecerliliginin yiksek oldugu anlamina gelmektedir (Geray, 2011). Bu baglamda, arastirmanin bulgulari
kendi icerisinde tutarlilik gostermektedir.

Deney | ve Deney Il grubundaki cocuklarin “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi
Programi”nin uygulamasi sonucunda gruplarda bulunan gocuklarin dikkat toplama yetisinin gelisimi
arasinda anlamli bir farklilik olmamasi, Deney-I ve Deney Il gruplarindaki deneysel islemlerin tutarlihgini
gostermektedir. Ayrica bu durum, arastirmadan elde edilen sonuglarin da gegerliligini artirmaktadir. Bu
baglamda, Deney-l ve Deney Il gruplarinin son test puanlari arasinda anlamli bir farkhlik olmamasi,
uygulanan etkinliklerin, etkinlikleri uygulayan arastirmaci ve Ogretmenin eslestirilmesinin, egitim
ortaminin olusturulmasi ve “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”nin uygulanmasini
etkileyecek dis etkenlerin kontrol altina alinip, deneysel uygulamanin dogru sekilde yapildiginin bir
gostergesi olabilir. Deneysel uygulamanin dogru olmasi durumu, Deney | ve Deney Il grubundaki
cocuklarin dikkat toplama yetisinin gelisiminde “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi
Programi”nin tesadfi bir gelisim gostermedigi seklinde yorumlanabilir.

Alan yazin incelendiginde, dikkat toplama yetisinin diger becerilerle iliskisini konu alan ¢alismalarin
oldugu gorilmektedir. Buna gore; Kilickaya, Yurtsever Kiliggiin, ve Battal (2017) tarafindan yapilan
arastirmada 48-72 aylik ¢ocuklarin dikkat toplama yetisinin geometrik sekilleri tanima, ayirt etme ve
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ifade etme becerileri ile anlamli bir iliski bulundugunu ve anlamh bir yordayici oldugunu tespit
etmislerdir. Seger ve Ozmen (2015) tarafindan yapilan arastirmada okul dncesi egitim kurumuna devam
eden igtepisel ¢ocuklara uygulanan dikkat toplama etkinliklerinin, ¢ocuklarin dikkat toplama yetisini
gelisimine bagli olarak daha az hata yaptiklari ve kararlarini dogru verdiklerini belirlemislerdir. Gozalan
ve Kogak (2014) tarafindan yapilan arastirmada, 60-72 aylik ¢ocuklara uygulanan Oyun Temelli Dikkat
Egitim Programinin hem cocuklarin dikkat yetisinin gelisimine katki sundugunu hem de dil beceri
diizeylerini arttirmada etkili oldugunu belirlemislerdir. Dice ve Schwanenflugel (2012) tarafindan yapilan
arastirmada, okul 6ncesi dénem ¢ocuklarin erken okuryazarlik becerilerinin gelisiminde dikkat yetisinin
desteklenmesi ile iliskili oldugunu saptanmistir. Bu baglamda, “Okul Oncesi Dénemde Dikkat Yetisinin
Gelisimi Programi”nin g¢ocuklarin dikkat yetisini gelistirmekle beraber birgok becerinin gelisimini
destekledigi distiniilmektedir.

Deney-l grubundaki ¢ocuklarin konsantrasyon testi 6n test/son test ve izleme testi puanlarina iliskin
bulgulara gore anlamli farklilik incelendiginde son test ve izleme test arasinda anlamli bir fark olmadigi
tespit edilmistir. Ayrica, deney Il grubundaki ¢ocuklarin konsantrasyon testi son test/izleme testi
puanlarina iliskin bulgulara gore anlaml farkhlik olmadigi belirlenmistir. Bu bulgulardan elde edilen
sonug, “Dikkat Becerisinin Destekleyici Egitim Programi”nin gocuklarin dikkat toplama yetisinin gelisimini
destekleyici oldugunu ve bu gelisimin kalici yonde devam ettigi soylenebilir.

Cocuklarin dikkat toplama vyetisinin gelisimi ve etkilerinin siirmesi okula hazirhg desteklerken
problem davranislarin olusmasina engel olabilir. Lewit ve Shuurmann Baker’e (1995) gére, ¢ocuklarin
okula hazir olmasi icin bircok davranisi kontrol etmesi gerekmektedir. Cocuklarin dikkatini toplamasi,
yeni bilgileri 6grenmesi, sinif ortaminda dikkat dagitici uyaranlarin géz ardi edebilmesi ve gidiilerin
kontrol altinda tutulmasi bircok davranisin kontroliinii saglamaktadir. Erbay (2013) tarafindan yapilan
arastirmada, 6 yasinda ¢ocukluklarin dikkat toplama yetisi, okuma olgunlugu, isitsel muhakeme ve islem
becerileri arasinda pozitif yonde iliski oldugunu tespit edilmistir. Okuma olgunlugu, cocuklarin okulda
verilen yonergeleri anlamaya hazir olduklarini ve akademik basari becerilerinin gdstergesidir. Bu bulguya
gore, cocuklarin dikkat toplama yetilerinin gelisimi okula hazir olma ve akademik basarilarini olumlu
yonde etkileyecektir. Rhoades, Warren, Domitrovich ve Greenberg (2011) tarafindan yapilan
arastirmada, ilkokul déneminde ¢ocuklarin basarisinda dikkat toplama ve sosyal duygusal gelisimin roli
oldugunu tespit etmislerdir. Bu arastirmanin bulgularina goére, ¢ocuklarin dikkat toplama yetisi sosyal-
duygusal gelisimi etkilemektedir. Ayrica, yapilan arastirmalarda (Dominguez Escalén & Greenfield, 2009;
Fantuzzo, Bulotsky-Shearer, Fusco, & McWayne, 2005) okul dncesi dénemde ¢ocuklarin sosyal gelisimine
bagh problem davranis géstermesi dikkat toplama yetisi ile iliskilendirilmistir. Normandeau ve Guay’a
(1998) gore, erken gocukluk déneminde dikkat toplama yetisine bagh problem davranislar ilkokul
caginda belirgin gozlemlenebilmektedir.

Bu bulgular 1siginda, “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” ¢ocuklarin dikkat
yetisinin gelisimi ve etkilerinin sirmesi, dikkat toplama yetisi bozuklugu olmayan c¢ocuklarin ilkokula
hazirlanmasinda ve ilerleyen yillarda akademik basariya katki saglayip, bilissel ve dil, sosyal ve duygusal
gelisimine de olumlu katki sunabilir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”min uygulandigi Deney-l ve Deney- ||
gruplarinda bulunan g¢ocuklarin dikkat toplama yetisinin gelisimini destekledigi ve gelisimin etkisinin
siirmesinin nedeni sunlar olabilir: “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin dikkat
ve dikkat tlrlerini destekleyici nitelikte oldugu, programin 6zellikleri ve ilkelerinin dikkat kuramlarina
gore gelistirildigi, programin etkinliklerinin dikkatin unsurlarindan olusan boyutlandirmalara gore
diizenlenmesi, uygulamalarda kullanilan materyallerin birden fazla duyu organina uyaran géndermesi,
dikkat egitimi veren 6gretmenin ve arastirmacinin dikkat gelisimine yénelik kuramsal ve pratik bilgileri,
dikkat egitimi yapilan ortamda dikkat dagitici uyaranlarin kontrol altina alinmasi, okulda yapilan dikkat
etkinliklerin aile katihmlari ile desteklenmesi, ¢ocuklarin dikkat egitimi sonrasi eglenerek etkinliklere
katilmasi, etkinliklerin basitten karmasiga dogru ilerlemesi, etkinliklerin bireysel etkinliklerden
baslayarak grup etkinliklerine dogru gitmesi, materyallerin ¢cocuk sayisi kadar ¢cogaltilmis olmasi ve her
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cocugun kendi materyali Uzerinde ¢alisma olanagi olmasi, ¢ocuklarin uygulama siireci icerisinde kendi
kendilerine yonerge vermeyi 6grenmesi seklinde yorumlanabilir.

Sonug ve Oneriler

Arastirmanin bulgulari 1siginda, “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” bes
yasindaki ¢ocuklarin dikkat toplama yetisini gelistirici ve gelisiminin etkisini strdlrici etkililige sahip bir
program oldugu sdylenebilir. “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” dikkat gelisimini
destekleyici oldugu séylenebilir. Programin etkililigine iliskin kullanilan degerlendirme formlari ile ise
uygulanan programin etkili oldugu sonucuna ulasiimistir.

Bu arastirmanin sonucunda, “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin
uygulanmasi sirecinde programin uygulanmasinda yer alan g¢ocuklar, 6gretmen ve arastirmacinin
goruslerine gore 6neriler diizenlenmistir.

e Cocuklarin dikkat becerisinin gelisiminde, dncelikle ailelerin dikkat egitimi konusunda bilinglendirilmesi
gerekir. Bunun i¢in ¢ocuklarin dikkat toplama yetisinin 6nemi hakkinda aile egitimi verilebilir.

e Cocuklarin egitim ortaminda nitelikli dikkat egitimi almasi icin fiziki sartlarin gelistirilmesi
gerekmektedir. Bunun igin dikkat toplama yetisini destekleyici egitici ortamlar diizenlenebilir.

e Cocuklarin dikkat egitiminin nitelikli olmasinda en oOnemli etkenlerden biri 6gretmenlerdir.
Ogretmenlere yonelik meslege atanmadan &nce, egitim fakiltelerinde dikkat toplama egitimi dersleri
verilebilecegi gibi hizmet ici egitimlerle desteklenmelidir. Bu durumda 6gretmenler daha nitelikli dikkat
toplama etkinlikleri hazirlayarak MEB tarafindan hazirlanan okul dncesi egitim programini daha etkili
kullanabilirler.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin etkililigini test etmek igin farkl
bolgelerden pilot okullar belirlenerek, daha ¢ok cocugun dikkat toplama ve akil ylritme becerisinin
gelisimi saglayabilir ve sonuglari test edilebilir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” farkli sosyo-kiiltiirel diizeydeki cocuklarin
devam ettigi okul 6ncesi kurumlarinda uygulamasi yapilabilir ve elde edilen bulgular Gzerinden
¢ocuklarin dikkat toplama yetilerinin gelisim karsilastirilabilir.

Okul &ncesi egitim kurumlarinda “Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” ve
materyallerinin kullanimina iliskin seminerler diizenlenerek 6gretmenlerin kullanimi saglanabilir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin etkisi yas, bilissel gelisim, ebeveyn
egitim diizeyi, sosyo-ekonomik diizey, bir okul 6ncesi egitim kurumuna devam edip etmedigi gibi farkh
degiskenlere gore arastirmalar yapilabilir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’na katilan c¢ocuklarin ilkokula
basladiklarinda birinci sinifta dikkat toplama yetisinin akademik gelisimine olan etkisi arastirilabilir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin kaliciligl egitim programinin
uygulanmasi sonrasinda 3, 6 ve 12 aylik periyotlarla takip edilebilir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi” bir dénem uygulanmistir. Programin bir
yillik stireci kapsayacak seklide planlanip uygulamasi yapilabilir.

“Okul Oncesi Dénemde Dikkat Yetisinin Gelisimi Programi”’nin ilke ve &zellikleri dogrultusunda beyin-
duyular ve 6grenme arasindaki iliskiden yola ¢ikilarak disiplinler arasi calismalar yapilabilir.
Bilgilendirme

Bu Calisma, Prof. Dr. Adalet Kandir danismaliginda yiritiilen Ali ibrahim Can GOZUM’ iin “Okul
Oncesi Dénemde Dikkat Yetisinin Gelisimi Programinin Cocuklarin Dikkat Yetisi Kazanimi ile Akil Yiiriitme
Becerilerine Etkisi” isimli doktora tezinden Gretilmistir.
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Introduction

Homework is physical and mental work done by students in and out of school on a specific unit or
topic. Homework, which is a dimension of teaching out of school in general, is an important tool in
understanding the previously learned subjects and preparing the infrastructure for new learning
(Oguzkan, 1985). Homework is also an important control tool for revealing the knowledge and skill levels
of students. When assessed in this respect, homework is a complementary element to education
(Cooper, 2007; Erglin, 1997). Homework is a bridge between the school and home and it directs the
attitudes and behaviours of the students towards the lesson (Kiigikahmet, 2004).

When students do their homework, they set a number of goals. While some students strive to
increase their level of knowledge, some students are in a continuous effort to compare themselves with
other students (Elliot & Church, 1997; Elliot & McGregor, 2001). Based on this difference between
students, goal orientation theory focuses on students’ reasons for doing something or demonstrating a
behaviour. Goal orientations that are effective in doing homework are mastery goal orientation,
performance goal orientation and work avoidance goal orientation (Tas, Sungur & Oztekin, 2016). The
reason of a mastery oriented student to do a task is to improve his/her knowledge and skills (Ames,
1992, Ames & Archer, 1988). The student who is performance oriented on the other hand wants to do
his / her homework in order to demonstrate his / her competence, to be approved by others and to
make a good impression in his / her class. Whereas for the work-avoidance oriented student, it is
important to do his / her homework with as little effort as possible (Tas et al., 2016). While some
students try to prove themselves to others by using different methods to achieve success (performance
approach - goal orientation), some study due to the fear that they may be perceived as unsuccessful by
others in their activities (performance avoidance - goal orientation) (Conroy & Elliot, 2004; Elliot &
Murayama 2008; Nien & Duda, 2008). Studies generally have shown that adaptive student outcomes are
positively related to mastery goal orientation while negatively related to work avoidance goal
orientation. The results of performance goal orientation are a bit more complicated. For example, Tas et
al. (2016) reported that students’ mastery goal orientation was a positive predictor and work-avoidance
goal orientation was a negative predictor of science achievement whereas performance goal orientation
was unrelated to science achievement. Xu (2008b), on the other hand, addressed performance goal
orientation in homework as adult oriented parent and teacher important) and peer oriented (classmates
are important). Multilevel analysis results showed that students with higher mastery goal oriented and
peer oriented had a higher level of interest in their homework while adult-oriented goal orientation was
not related to homework interest variable. In another study, Xu (2010) found that the time management
strategy used by students in homework was positively predicted by mastery oriented and adult oriented
goal orientation, while possessing a friend oriented goal orientation was unrelated to the time
management strategy of the homework. These results indicate that there is a need for more research
particularly on performance oriented goal orientation in homework.

In addition to setting a number of goals in their homework, students use some strategies while doing
homework such as planning time and providing intrinsic motivation. In this way, students activate their
self-regulation skills when doing homework (Ramdass & Zimmerman, 2011). Strategies that are effective
in doing homework for students are deep learning strategy and homework management strategy (Tas et
al., 2016). The deep learning strategy is a strategy that leads to the in-depth processing of knowledge
using cognitive and metacognitive skills when the student performs homework (Tas et al., 2016). The
homework management strategy is a strategy for controlling emotion, motivating, time management
and environmental regulation when doing homework (Xu, 2008a). Tas and others have found that the
science achievement of the seventh-grade students who use more deep learning strategy in science
homework is higher than students who use less deep leaning strategies. Xu (2010) found that using time
management strategy when doing homework is a very important predictor of homework completion. As
it can be seen from this, it is important to investigate the strategies students use in their homework and
to put forth the variables that predict these strategies.
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Students’ use of strategy in homework is related to the support provided by their parents (Xu, Fan,
Du & He, 2017). Parent involvement is parent’s sparing enough time for their children to study with
them at home and to participate in activities in the school (Abbak, 2008). The supportive home
environment for learning influences the learning outcomes of the learners positively (Trivette &
Anderson, 1995). The support provided by the parents to the students' homework is related to the
student's success at the homework, the students’” homework motivation, and the use of the strategy in
homework (e.g., Xu, 2010; Xu et al., 2017). In this context, parents’ autonomy-oriented support is
expressed as parents’ respect for the child's choices, and the child's autonomy is enhanced by parents’
support in the problems confronting the child (McElhaney & Allen, 2001). The content-oriented support
of the parent is parents’ providing conceptual help with the child’s homework and explaining the
conceptual information to the child when the child does not understand (Xu et al., 2017). Xu et al.
(2017) found that content-oriented and autonomy-oriented support in parent tasks is positively
associated with students' homework management strategies. There are some studies that examine the
relationship between the strategies students use when they do homework and their goal orientation in
the homework (e.g., Xu, 2005; 2010). However, it is seen that these studies focus on the homework
management strategy and not the deep learning strategy students use in their homework. In addition,
no study was encountered examining the relationship between parents’ content-oriented and
autonomy-oriented support for homework and the use of deep learning strategies in homework. The
study, in this respect, focuses on the relationship between middle school students’ use of strategies in
science homework (deep learning and homework management), the support provided by the parent on
homework (content-oriented and autonomy-oriented) and the students’ goal orientation in homework
(mastery, performance and work-avoidance). In this context, the questions that guide the research are
as follows:

1. Does the parental support on homework (content-oriented and autonomy-oriented) predict the
strategies students use in their homework (deep learning and homework management)?

2. Do students’ goal orientations in homework (mastery, performance and work-avoidance) predict the
strategies they use in their homework (deep learning and homework management)?

Method
Sample

The sample of the study consisted of 328 students who were studying in three middle schools in
three central districts of Erzurum province. Demographic information about the sample is presented in
Table 1. There were 153 girls (46.60%) and 175 boys (53.40%). Among them, 38 of the students were in
the 5th grade (11.60%), 133 in the 6th grade (40.50%), 130 in the 7th grade (39.60%), and 26 in the 8th
grade (7.90%). The mean age of participants was 12.45 (SD =.92).

Table 1.

Demographic Information about the Sample.

Sex Frequency Percent
Female 153 46.60
Male 175 53.40
Grade Level

5" grade 38 11.60
6" grade 133 40.50
7" grade 130 39.60
8" grade 26 7.90
Missing 1 40
Total 328 100
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Data Collection Tools

Parental Homework Support Scale: The Parental Homework Support Scale was developed by Xu et
al., (2017). The scale consists of two sub-dimensions, content-oriented support and autonomy-oriented
support. Parents’ content-oriented support is about parents’ help the children with their homework and
children’s asking their parents’ about the parts of homework that they do not understand (e.g., item:
"My parents always help me if | get stuck with my science homework"). The autonomy-oriented support
of the parent is about parent’s listening to the idea of the child about the homework and conveying
confidence about his/her ability to do homework (e.g., item: "My parents listen to how | would like to
do science homework assignments"), as well as the feeling that the parent is. Scale items are responded
on a 4-point Likert format (1 = strongly disagree, 4 = strongly agree). Cronbach’s alpha internal
consistency coefficient of for the content-oriented support sub-dimension was .88 and was .91 for the
autonomy-focused support sub-dimension (Xu et al., 2017).

The adaptation of the Parental Homework Support Scale (Xu et al., 2017) to Turkish was done within
the scope of this study. The method recommended by Brislin et al. (1973) was used in the translation
work. This method is a process consisting of the first translation to the language to be translated, the
general evaluation of the first translation; then, conducting the back-translation to the source language,
the evaluation of the back-translation and getting expert opinion. In the study of adaptation of the scale,
five English teachers and two language specialists who worked in the schools affiliated to the Ministry of
National Education evaluated the translation processes. With reference to this mentioned method, the
scale was first translated into Turkish by two English teachers whose native language was Turkish. This
translation was examined by an expert group consisting of four specialists in regard to the
appropriateness of the materials to the cultural structure, whether sentence structures were uniform,
and the degree to which the materials were understandable to the target group of middle school
students. After this initial evaluation was affirmative, it was asked to translate into English, the source
language of the scale, by three English teachers who were different from the translators. The back
translated-English version of the scale was compared with the original scale, the scales mostly
overlapped, and the scale was finalized with the corrections that did not make a significant difference.
Finally, the items on the scale were read to two middle school students and asked what they understood
from the materials. It was seen that the scale items were clearly understood by the students.

During the adaptation of the scale, 110 middle school students attending three middle schools in
two of the central districts of Erzurum province were reached (this sample is different from the original
study sample). There were 59 (53.60%) girls and 51 (46.40%) boys with 41 of the students in the 6th
grade (37.30%), 54 in the 7th grade (49.10%) and 15 in the 8th grade (13.60%). Confirmatory factor
analysis was performed on the obtained data using LISREL 8.8 (J6reskog & Sérbom, 2007) program. The
chi-square test was not statistically significant (x2 (19) = 29.10, p = .06), and the goodness of fit indexes
(RMSEA = .07, CFl = .99, S-RMR = .05, NNFI = .98, GFI = .94) showed that the proposed model is well
compatible with the data set. The scale items were loaded to content-oriented support and autonomy-
oriented support factors as desired. Factor loadings of the items (Lambda-X estimates) are presented in
Table 2 and the factor structure of the scale is shown in Figure 1.

Table 2.
Factor Loadings of the Parental Homework Support Scale.

Items Lambda-X
Content-oriented Support Item 1 .66
Item 2 .87
Item 3 .78
Iltem 4 74
Autonomy-oriented Support Item 5 74
Item 6 .82
Iltem 7 74
Item 8 .76
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Figure 1. Factor structure of the Parental Homework Support Scale.

Iltem-total correlation coefficients ranged from .58 to .77 for content-oriented support subscale
while they ranged from .64 to .73 for autonomy-oriented support subscale (See Table 3). Additionally,
Cronbach Alpha coefficient calculated when the item is deleted shows that each item contributed to
relevant subscale’s reliability. In the adaptation study, Cronbach's alpha values were calculated to be .84
and .85 for the content-oriented support and autonomy-oriented support subscales, respectively. In the
main study, Cronbach's alpha values were calculated as .82 for content-oriented support and .84 for
autonomy-oriented support. Additionally, content-oriented support and autonomy-oriented support
variables were formed by averaging related items of the subscales. The correlation between these
variables were calculated through Pearson correlation coefficient (r) and it was .63 in the adaptation
study and .77 in the main study.

Table 3.
Item-total Statistics and Reliability Coefficients for the Parental Homework Support Scale.

Item total Cronbach Alpha if item Cronbach Alpha for the

Subscale Item correlation deleted subscale
Content-oriented Item 1 .58 .84 .84
support Item 2 77 .76

Item 3 .70 .79

Item 4 .66 .81
Autonomy-oriented Item 5 .64 .83 .85
support Item 6 73 .79

Item 7 .67 .82

Item 8 .70 .80

Homework Goal Orientation Scale: The Homework Goal Orientation Scale was developed by Tas et
al. (2016). The scale consists of 15 items and is responded on a 5 point Likert types (1 = strongly
disagree, 5 = strongly agree). There are three sub-dimensions in the scale: mastery goal orientation,
performance goal orientation and work avoidance goal orientation. Mastery goal oriented students do
homework with the purpose of improving the knowledge and skills; (e.g., item: "It is important for me to
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learn new things from my science homework"). Performance goal orientation; (e.g., item: "I want my
classmates to think | am doing well on my science homework"). On the other hand students with work-
avoidance goal orientation aim to complete homework with as little effort as possible, (e.g., item: "I
want to complete science homework with as little effort as possible"). In the study of Tas et al., the
Cronbach’s alpha values hey were found to be .87, .86. and .77 for the mastery goal orientation,
performance goal orientation, and work-avoidance goal orientation, respectively. The Cronbach’s alpha
values calculated in the present study are; .89 for mastery goal orientation, .81 for performance goal
orientation and .78 for work-avoidance goal orientation.

Deep Learning Strategies Scale in Homework: The deep learning strategy scale was developed by
Tas et al. (2016). The scale consists of 7 items and is responded on a 5 point Likert types (1 = never, 5 =
always). The scale measures the cognitive and metacognitive learning strategies that students use when
doing homework (e.g., item: "When reading for my science homework, | try to relate the material to
what | already know"). The Cronbach’s alpha reliability coefficient for the deep learning strategy is .82.
In the current study, the Cronbach’s alpha reliability coefficient calculated for the deep learning strategy
dimension is .84.

Homework Management Strategy Scale: The homework management strategy scale was developed
by Xu (2008a) and adapted to Turkish by Tas et al. (2016). The scale consists of 9 items and is responded
on a 5 point Likert types (1= never, 5= always). The scale measures how students arrange homework
environment, time management, coping with distracting things, monitoring motivation, and controlling
emotions (e.g., item: "Before starting my science homework, | locate the materials | need for my
homework"). The Cronbach’s alpha reliability coefficient for the homework management strategy scale
was .74. In the present study, the Cronbach’s alpha coefficient for homework management strategy was
calculated as .86.

Findings

When the variables of the study are examined through descriptive statistics (See Table 4), it is seen
that the mean values for the parents’ content-oriented support (X= = 3.09) and the parent's autonomy-
oriented support (X = = 3.07) are close to each other and at a high level. In addition, students often tend
to use the management strategy (X= 3.94) and deep learning strategy (X= 3.84) when doing homework.
When the mean values of the goal orientations are examined, it can be said that the students have a
high level of mastery goal orientation (X= 4.22) and performance goal orientation (X= 4.29) and low
level ofwork-avoidance goal orientation (X= 2.59). In addition, it is seen that all the variables other than
the work-avoidance goal orientation are positively related to each other, and the work-avoidance goal
orientation is negatively related to the other variables.

Table 4.
Descriptive Statistics and Pearson's Correlation Coefficients.
Mean Sd 1 2 3 4 5 6
1. Parents’ content-oriented 3.09 .70 -
support
2. Parents’ autonomy- 3.07 .77 T7**
oriented support
3. Management strategy 394 .78 .53** 59%*
4. Deep learning strategy 3.84 .83 .50** 5e** [ 77**
5. Mastery goal orientation 422 .80 .49** L57**  73%* 70%*
6. Performance goal 429 .84  .44** Ae**  60** 53** 75%*
orientation
7. Work- avoidance goal 2.59 1.15 -36** -.34%* - A4** -.35%* - 42¥* - 3k
orientation

*p<.05. **p <.01.
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A multiple hierarchical regression analyses were conducted to examine how parents’ support on the
homework and the goal orientation of students in homework predict the management strategy and
deep learning strategy they used in their homework. In multiple hierarchical regression analysis,
independent variables used to predict dependent variable are included in the model in a particular order
(Field, 2009; Tabachnick & Fidell, 2001). In this study, two separate hierarchical regression analyses
were performed for the dependent variables of management strategy and deep learning strategy in
homework (See Table 5). In the first step, content-oriented support for the parent and autonomy-
oriented support for the parent were included in the regression analysis, while in the second step,
mastery goal orientation; performance goal orientation and work-avoidance goal orientation were
included.

Table 5.
Hierarchical Regression Analysis.

Management Strategy Deep Learning Strategy

B SEB B B SEB B

Step 1
Constant .88 .16 1.77 .18
Content-oriented support for the parent 209 .08 19 * .19 .09 .16*
Autonomy-oriented support for the parent 461 .07 4B ** 48 .08 .44%**
Step 2
Constant .04 .22 .64 .25
Content-oriented support for the parent 74 .06 .07 .10 .07 .08
Autonomy-oriented support for the parent 190 .06 .19 ** .20 .07 .19%*
Mastery goal orientation 43 .06 A4 x* .56 .07 .54%**
Performance goal orientation 12 .05 A2 * .00 .06 -.00
Work-avoidance goal orientation -.09 .03 -14** -.03 .03 -04
Note: For management strategy; ; Step 1; AR?= .37, Step 2; AR?=.61
For deep learning strategy; Step 1: AR?=.33, Step 2; AR?= .53 *p < .05, **p < .01.

In the model with management strategy dependent variable, it is seen that the content-oriented
support of the parent (B =.19, p <.05) and the autonomy oriented support of parent (B = .45, p <.01) are
statistically significant and positive predictors. Parental support variables account for 37.00% of the
variance in the homework management strategy. In the second step, the goal orientations to do the
homework of the students are entered in the model. While the mastery goal orientation (B = .44, p <
.01) and performance goal orientation (B = .12, p < .05) predicted the dependent variable statistically
significantly and positively, the work-avoidance goal orientation (B = -. 14, p < .05) statistically
significantly and negatively predicted. After the goal orientation variables were added to the model, the
variance explained in the homework management strategy increased to 61.00%.

In the model established with the dependent variable of deep learning strategy, parents’ content-
oriented support (B = .16, p <.05) and the of the parents’ autonomy-oriented support (p = .44, p <.01)
predicted the dependent variable statistically significantly and positively. Parental support variables
account for 33.00% of the variance in the deep learning strategy. In the second step, the goal
orientation variables are included in the model. Of the goal orientations, only mastery goal orientation
(B = .54, p <.01) predicts the dependent variable statistically significantly and positively. Performance
goal orientation (B = .00, p> .05) and work-avoidance goal orientation (B = -.03, p>.05) are not related to
the dependent variable. After the goal orientation variables were included in the model, the variance
explained in the deep learning strategy increased to 53.00%.
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Discussion

In this study, the management strategy and deep learning strategy used by middle school students in
science homework was explained with the support provided by the parent for the homework and with
the goal orientations of the students in the homework. In this context, Parental Homework Support
Scale, developed by Xu et al. (2017), was adapted to Turkish, and factor analysis and reliability analyses
provided evidence about the validity and reliability of Turkish version of the scale. In the hierarchical
regression analysis, where homework management and deep learning strategies are dependent
variables, the parental homework support variables (i.e., content-oriented and autonomy-oriented
support) constituted first level predictors while students' goal orientations (i.e., mastery goal
orientation, performance goal orientation, and work-avoidance goal orientations) were the second-
order predictors. The parents’ content-oriented and autonomy-oriented support are found to positively
predict both deep learning and management strategies. The finding of parents’ content and autonomy-
oriented support’s being in positive relation with both homework strategies indicates that the parent
factor is important for students’ use of homework strategies. When the child is able to ask questions to
his parents while doing his homework, the parents listen to the child and encourage him, the child tends
to make his homework interesting, motivate himself to do homework and do his homework without
hindrance. Based on these findings, it may be suggested to parents to participate more in their
children's homework. This participation be achieved by asking the child how to help with his homework,
by helping them with things they do not understand, by encouraging the child to ask questions, and by
respecting how the child will do the homework and listening to their ideas. Previous studies have shown
that support from students' parents is associated with some of the strategies they use in their
homework. For example, Xu (2004) has shown that students benefit from the support they receive from
their parents to improve their homework management strategies. The researcher draws attention to the
importance of support provided by the parent in the home environment so that students can improve
their working habits though homework. In another study, Xu and Corno (2006) investigated the
relationship between support received from parents and middle school students’ homework
management strategies. It was found that students who received support from their parents were more
likely to arrange their homework environment, to keep their motivation high, and to control their
feelings while doing their homework than do students who did not receive support from their parent. In
another study, Xu (2010) found that 8th and 11th grade students’ time management strategy in the
homework was positively predicted by the parental homework support. However, in the
aforementioned studies, the support of the parents on the homework was measured by an item asking
whether they received support from their parents. Therefore, these studies mentioned do not give
much detailed information about the support given by the parents. In our study, on the other hand, the
parental homework support was examined extensively by focusing on content-oriented and autonomy-
oriented support, and showed that parental homework support predict the homework management
strategy in a positive way. In addition, studies on students' strategies in homework usually have focused
on homework management strategy, such as time management and control of emotions, and no
research has examined the influence of the parental support on the use of deep learning strategies in
homework. The findings of the present study supports that both the content- and autonomy-oriented
support of the parent are positively associated with the use of both strategies.

In this study, the relationship of parental homework support with students’ use of homework
strategies, as well as the relationship between the goal orientations of students' in homework and their
use of homework strategies is examined. It is observed that homework management strategy is
positively predicted by mastery and performance goal orientation while negatively predicted by work-
avoidance goal orientation. In regard to deep learning strategy, which is another dependent variable of
the study, mastery goal orientation predicts positively whereas performance and work-avoidance goal
orientation is not related to this strategy. These results suggest that students with a higher level of
mastery goal orientation in their homework tend to use a higher level of homework management and
deep learning strategies when doing their homework. In other words, students who do their homework
with the purpose of improving their knowledge and skills use more cognitive and metacognitive

592



Uluhan KURT, Yasemin TAS— Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 585-604

strategies when doing homework, arrange the homework environment, control their emotions and deal
with things that distract attention. In previous studies, the reasons for students to do homework has
been dealt with in different dimensions, such as internal and external reasons (Xu, 2005); mastery,
adult-, and peer-oriented (Xu, 2008b; 2010) and mastery, performance and work-avoidance (Tas et al.,
2016). For example, Xu (2005) found that both the internal and external reasons of students to do
homework assignments were positively related to students' homework management strategy studying
with a sample of 920 students from 5th to 12th grade. However, among these reasons only the internal
reasons were positively related to homework completion and achievement. Xu (2010) found that the
time management strategy used by students during their homework was positively predicted by the
mastery goal orientation and the adult-orientated goal orientation while peer-orientated goal
orientation is not related to the time management strategy at the homework. Similarly, Xu and Wu
(2013) found that 8th and 11th grade students' homework management strategy was positively
predicted by mastery and adult-oriented goal orientation while peer-oriented goal orientation was not
related to the dependent variable. These results support that students who have mastery goal
orientation in their homework tend to use more strategy in their homework. Accordingly, in order their
children to adopt more mastery goal orientation, it is necessary that parents emphasize their children
importance of understanding the meaning of the materials not memorizing them, solving the
challenging problems, making mistakes is okay if they learn from their mistakes, and considering the
effort they exerted more than grades they gain (Friedel, Cortina, Turner& Midgley, 2007; Kahraman,
2011).

This study has some limitations that must be addressed. The findings obtained from the study are
based on the responses given to the scale items used in the study. In future studies, data can be
gathered from parents about their support for homework through surveys or interviews. This study
includes the strategies that middle school students use in science homework, the goal orientations they
have pursued in homework and the support parents provide on homework. In future studies, it can be
suggested to investigate whether the obtained relationships between the variables are similar at other
education levels, such as primary and high school, and in the other courses such as mathematics and
English. In the future, parents may also be given trainings on how to provide content-oriented and
autonomy-oriented support to their children's homework, and the effectiveness of these trainings can
be examined through experimental studies...
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Tiirkge Siiriim

Girig

Odevler, 6grencilerin belirli bir inite ya da konuyla ilgili okul ici ve disinda yaptigi bedensel ve zihinsel
calismalardir. Genel olarak okul disinda gergeklestirilen 6gretimin bir boyutu olan 6devler, 6nceden
ogrenilen konularin anlamlandirilmasinda ve yeni 6grenmelere alt yapi hazirlanmasinda énemli bir
aractir (Oguzkan, 1985). Odevler ayrica 6grencilerin bilgi ve beceri diizeylerini ortaya ¢ikarma agisindan
onemli kontrol aracidir. Bu agidan degerlendirildiginde odevler, egitimi tamamlayici bir unsurdur
(Cooper, 2007; Ergiin, 1997). Odevler okul ile ev arasinda bir képrii olma &zelligine sahip olup &grencinin
derse karsl tutum ve davranislarina yon vermektedir (Kiiglikahmet, 2004).

Ogrenciler 6devlerini yaparken kendilerine birtakim hedefler koyarlar. Bazi 6grenciler bilgi diizeyini
artirmak icin ¢aba gosterirken, bazi 6grenciler ise kendisini diger 6grenciler ile strekli kiyaslama c¢abasi
icerisinde olmaktadir (Elliot & Church, 1997; Elliot & McGregor, 2001). Ogrenciler arasinda olusan bu
farkhhg esas alan, ogrencilerin bir isi yapmaktaki ya da bir davranisi sergilemekteki sebeplerine
odaklanan kuram hedef yénelimi kuramidir (Pintrich, 2000a). Odevlerin yapilmasinda etkili olan hedef
yonelimleri; ustalik hedef yonelimi, performans hedef yonelimi ve isten kaginma hedef yonelimidir (Tas,
Sungur & Oztekin, 2016). Ustalik hedef yénelimine sahip olan 6grencinin bir isi yapmaktaki sebebi, bilgi
ve becerilerini gelistirmektir (Ames, 1992; Ames & Archer, 1988). Performans hedef yonelimine sahip
ogrenci ise yeterligini géstermek, baskalar tarafindan onaylanmak ve sinifinda iyi bir izlenim birakmak
amaciyla édevlerini yapmak istemektedir. isten kaginma hedef yénelimine sahip 8grenci icin ise miimkiin
oldugu kadar az ¢aba harcayarak 6devlerini yapmak énemlidir (Tas vd., 2016). Bazi 6grenciler basariya
ulagsmak igin farkli metotlar kullanarak kendisini baskalarina ispat etmeye calisirken (performans
yaklasim hedef yonelimi), bazi 6grenciler de yaptiklari faaliyetlerde baskalari tarafindan basarisiz
algilanacagi korkusuna kapildigindan calismaktadir (performans kaginma hedef yonelimi) (Conroy &
Elliot, 2004; Elliot & Murayama 2008; Nien & Duda, 2008). Calismalar genellikle olumlu 6grenci giktilari
ile ustalik hedef yoneliminin pozitif, isten kaginma hedef yonelimlerinin ise negatif iliskili oldugunu
ortaya koymustur. Performans hedef yénelimi ile ilgili sonuglar ise biraz daha karmasiktir. Ornegin, Tas
vd. (2016) calismalarinda, fen bilimleri basarisini, 6grencilerin fen bilimleri 6devlerindeki ustalik hedef
yoneliminin pozitif yonde yordadigini, isten kaginma hedef yoneliminin negatif yonde yordadigini,
performans hedef yoneliminin ise basari ile iliskisiz oldugunu rapor etmislerdir. Xu (2008b) ise 6devdeki
performans hedef yonelimini, yetiskin odakh (ailenin ve 6gretmenin 6nemsendigi) ve arkadas odakli
(sinif arkadaslarinin 6nemsendigi) olarak ele almistir. Cok diizeyli analiz sonuglari, 6devlerinde daha
ylksek ustalik hedef yonelimi ve arkadas odakli hedef yonelimine sahip olan 6grencilerin, 6devlerine
olan ilgisinin daha yiliksek diizeyde oldugunu, yetiskin odakli hedef yoneliminin ise 6dev ilgi degiskeni ile
iliskisiz oldugunu gostermistir. Bir diger calismasinda Xu (2010), 6grencilerin 6dev yaparken kullandiklari
zaman yoOnetimi stratejisini, ustalik hedef yoneliminin ve yetiskin odakl hedef yoneliminin pozitif yonde
tahmin ettigini, arkadas odakli hedef yonelimine sahip olmanin ise 6devdeki zaman yonetimi stratejisi ile
iliskili olmadigi sonucuna ulagsmistir. Bu sonuglar 6zellikle 6devde performans odakl hedef yonelimi ile
ilgili daha fazla ¢alismaya ihtiyag olduguna isaret etmektedir.

Ogrenciler 6devlerini yaparken kendilerine birtakim hedefler koymanin yani sira, zamani planlama ve
icsel motivasyonu saglama gibi bazi stratejiler kullanirlar. Bu sekilde, 6grenciler 6dev yaparken 6z
diizenleme becerilerini aktif hale getirirler (Ramdass & Zimmerman, 2011). Ogrencilerin ev ddevlerini
yaparken etkili olan stratejiler, derinlemesine 6grenme stratejisi ve 6dev yonetimi stratejisidir (Tas et al.,
2016). Derinlemesine 6grenme stratejisi, 0grencinin ev o6devini yaparken bilissel ve ust bilissel
becerilerini kullanarak bilginin derinlemesine islenmesine yol agan stratejidir (Tas et al.). Odev yénetimi
stratejisi ise, ev 6devini yaparken duyguyu kontrol etme, motivasyonu saglama, zaman ydnetimi ve
cevre dizenlemesi ile ilgili stratejidir (Xu, 2008a). Tas vd., fen bilimleri dersi 6devlerinde daha ¢ok
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derinlemesine 6grenme stratejisi kullanan yedinci sinif 6grencilerin fen basarisinin, 6devlerinde daha az
derinlemesine 6grenme stratejisi kullanan 6grencilerden daha yiksek oldugunu bulmustur. Xu (2010)
ise, 6dev yaparken zaman yonetimi stratejisi kullanmanin, édevi tamamlamanin oldukga 6nemli bir
yordayicisi oldugunu ortaya koymustur. Buradan anlagilabilecegi gibi, 6grencilerin 6devlerini yaparken
kullandiklari stratejileri arastirmak ve bu stratejileri tahmin eden degiskenleri ortaya koymak 6nemlidir.

Ogrencilerin ddevlerindeki strateji kullanimi, ailenin 6grencilerin ddevleri ile ilgili sagladigi destek ile
iliskilidir (Xu, Fan, Du & He, 2017). Aile katilimi, ailenin evde g¢ocuguna yeteri kadar zaman ayirarak
onunla birlikte calismasi ve okulda gergeklestirilen faaliyetlere katiimasidir (Abbak, 2008). Ailenin
0grenmeyi destekleyici ev ortami saglamasi, 6grencinin 6grenme ciktilarini olumlu yénde etkilemektedir
(Trivette & Anderson, 1995). Ailenin 6grencinin 6devlerine sagladigi destek, 6grencilerin 6devdeki
basarisi, 6deve yonelik motivasyonu ve 6devlerindeki strateji kullanimi ile iligkilidir (6r: Xu, 2010; Xu et
al., 2017). Bu baglamda, ailenin ¢ocuguna sagladigi 6zerklik destegi, ailenin cocugunun secimlerine saygi
duymasi olarak ifade edilir ve ¢ocugunun karsilastigi sorunlarda ailenin ¢ocuguna destek vermesi
cocugun ozerkligini gelistirmektedir (McElhaney & Allen, 2001). Ailenin icerik odakh destegi ise cocugun
odevini yaparken ailesinin konu ile ilgili yardim etmesi ve anlamadigi noktalarda ailenin gocuguna
kavramsal bilgileri agiklamasidir (Xu et al., 2017). Xu vd., ailenin 6devlerdeki igerik odakli ve 6zerklik
odakli desteginin, 6grencilerin 6dev yonetimi stratejileri ile pozitif iligkili oldugunu bulmustur.

Ogrencilerin 6dev yaparken kullandiklari stratejiler ve 6devlerindeki hedef yénelimi arasindaki
iliskilerin incelendigi bazi ¢alismalar vardir (6r: Xu, 2005; 2010). Ancak, bu g¢alismalarda 6dev yonetimi
stratejisine odaklanildigl, 6grencilerin 6devlerinde kullandiklari derinlemesine 6grenme stratejisinin ele
alinmadig1 goérilmektedir. Ayrica, ailenin 6devin igerigine ve 6grencinin ozerkligine yonelik sagladig
destegin, ogrencilerin ddevlerinde kullandiklari derinlemesine strateji kullanimi ile iliskisini inceleyen
¢alismaya rastlanilmamistir. Bu c¢alismada, ortaokul 6grencilerinin fen bilimleri dersi 6devlerinde
kullandiklari stratejilerin (derinlemesine 6grenme ve 6dev yonetimi), ailenin 6devde sagladigl destek
(6devin icerigine ve 6grencinin 6zerkligine yonelik sagladigi destek) ve 6grencilerin 6devlerindeki hedef
yonelimi (ustalik, performans ve isten kaginma) ile olan iliskisi arastirilacaktir. Bu baglamda, arastirmaya
yon veren sorular séyledir:

1. Ailenin ev oOdevinde sagladigi destek (O6devin icerigine ve 06grencinin 6zerkligine yoénelik),
ogrencilerinin 6devlerinde kullandiklari stratejileri (derinlemesine 6grenme ve 6dev yonetimi) tahmin
etmekte midir?

2. Ogrencilerin édevlerindeki hedef yonelimleri (ustalik, performans ve isten kaginma), onlarin 6devde
kullandiklari stratejileri (derinlemesine 6grenme ve 6dev yonetimi) tahmin etmekte midir?

Yontem

Orneklem

Arastirmanin érneklemini, Erzurum ilindeki tGic merkez ilgeye bagh 3 ortaokulda 6grenim goren 328
dgrenci olusturmaktadir. Ornekleme ait demografik 6zellikler Tablo 1’de dzetlenmistir. Katiimcilarin
153’0 kiz (% 46.60), ve 175’i erkektir (% 53.40). Ogrencilerin 38'i 5. sinif (% 11.60), 133’ 6. sinif (%
40.50), 130’u 7. sinif (% 39.60) ve 26’s1 8. sinif (% 7.90) 68rencisidir. Katilimcilarin yas ortalamasi 12.45tir
(5S=.92).

Veri Toplama Araglari

Ailenin Ev Odevlerine Destegi Olgegi: Ailenin Ev Odevlerine Destegi Olcegi, Xu vd. (2017) tarafindan
gelistirilmistir. Olgek, ailenin icerik odakl destegi ve dzerklik odakli destegi olmak Uizere iki alt boyuttan
olusmaktadir. Ailenin icerik odakli destegi; ailenin gocugunun odevlerine yardimci olmasi, gocugun
anlamadigi seyleri anne ve babasina sorabilmesi gibi durumlari igerir (6rnek madde: “Fen 6devini
yaparken takildigim bir sey oldugunda anne ve babam bana her zaman yardim eder”). Ailenin 6zerklik
odakh destegi ise; ailenin ddevle ilgili cocugunun fikrini dinlemesi, 6devlerini yapabilecegine dair ona
glvendigini hissettirmesi gibi durumlari icerir (6rnek madde: “Anne ve babam, fen 6devimi nasil yapmak
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istedigime 6nem verir). Olgek maddeleri 4’lii Likert formatinda cevaplanmaktadir (1=kesinlikle
katiimiyorum, 4=kesinlikle katiliyorum). Cronbach alpha i¢ tutarlik katsayisi icerik odakli destegi alt
boyutu icin .88, 6zerklik odakli destegi alt boyutu igin ise .91 olarak bulunmustur (Xu et al., 2017).

Tablo 1.
Ornekleme Ait Demografik Ozellikler.

Cinsiyet Frekans Yiizde
Kiz 153 46.60
Erkek 175 53.40
Sinif Dizeyi

5. sinif 38 11.60
6. sinif 133 40.50
7. sinif 130 39.60
8. sinif 26 7.90
Sinifini belirtmeyen 1 40
Toplam 328 100.00

Ailenin Ev Odevlerine Destegi Olgegi'nin (Xu et al., 2017) Tiirkceye uyarlanmasi bu ¢alisma
kapsaminda yapilmistir. Ceviri ¢alismasinda, Brislin vd. (1973) tarafindan tavsiye edilen yontem
kullaniimistir. Bu yontem sirasiyla ceviri yapilacak dile ilk cevirinin yapilmasi, ilk cevirinin genel
degerlendirilmesi, kaynak dile geri cevirinin yapilmasi, geri cevirinin degerlendiriimesi ve uzman
gorisiine basvurulmasindan olusan bir siirectir. Olgegin uyarlanmasi c¢alismasinda, Milli Egitim
Bakanligi’'na bagli okullarda gérev yapan 5 ingilizce 6gretmeni ve 2 dil uzmanindan yararlanilmistir. Bu
deginilen ydntem referans alinarak, dlcek éncelikle anadili Tiirkge olan 2 ingilizce 6gretmeni tarafindan
ingilizceden Tiirkgeye cevrilmistir. Bu ceviri, alanda uzman 4 kisiden olusan uzman degerlendirme grubu
ile degerlendirilmis olup maddelerin kilturel yapiya uygunlugu, climle yapilarinin diizgiin olup olmadigi
ve maddelerin hedef grup olan ortaokul 6grencileri icin anlasilir olma diizeyi incelenmistir. Yapilan bu ilk
degerlendirmenin olumlu olmasindan sonra geviriyi yapanlardan farkl 3 ingilizce dgretmeni tarafindan
dlgegin kaynak dili olan ingilizceye cevrilmesi istenmistir. ingilizceye geri cevirisi yapilan élgek ile dlcegin
orijinali karsilastiriimis, buyik olclide ortlstiglu gorilmis ve 6nemli bir degisiklik olusturmayan
diizeltmeler ile Olgege son sekli verilmistir. Son olarak, 6lcekte bulunan maddeler 2 ortaokul 6grencisine
okutularak, maddelerden ne anladiklari sorulmus ve 6lgek maddelerinin 6grenciler tarafindan anlasildigi
sonucuna varimistir.

Olgegin Tiirkceye uyarlanma asamasinda, Erzurum il merkezindeki iki ilcede bulunan 3 ortackulda
O0grenim goren 59 kiz (% 53.60) ve 51 (% 46.40) erkek, toplam 110 ortaokul 6grenciye ulasiimistir (bu
drneklem, asil calismadaki 6rneklemden farklidir). Ogrencilerin 41’i 6. sinif (% 37.30), 54’4 7. sinif (%
49.10) ve 15’i 8. sinif (% 13.60) 6grencisidir. Elde edilen veriler Gzerinde, LISREL 8.8 (J6reskog ve Sérbom,
2007) programi kullanilarak dogrulayici faktoér analizi yapilmistir. Ki-kare testi anlamli olmayip (x2 (19) =
29.10, p = .06), uyum iyiligi indeksleri (RMSEA = .07, CFl = .99, S-RMR = .052, NNFI = .98, GFl = .94),
dnerilen modelin veri seti ile iyi uyum sagladigini gdstermistir. Olcege ait maddeler, icerik odakl destek
ve Ozerklik odakli destek faktérlerine istenildigi gibi yliklenmistir. Maddelerin faktor yikleri (Lambda-X
gostergeleri), Tablo 2’de sunulmus ve Olgegin faktor yapisi Sekil 1’de gosterilmistir.

Olgegin, madde-toplam korelasyon degerlerinin icerik odakli destek alt boyutu icin .58 ile .77
arasinda degistigi, 6zerklik odakli destek alt boyutu igin ise .64 ile .73 arasinda degistigi gértilmektedir
(Bkz. Tablo 3). Ayrica, madde cikarildiginda hesaplanan Cronbach Alpha glvenirlik katsayisi, her
maddenin, ilgili alt boyutun givenirligine olumlu katki sagladigini gostermektedir. Uyarlama
calismasinda, hesaplanan Cronbach alfa degeri icerik odakl destek i¢in .84 ve 6zerklik odakli destek i¢in
.85’dir. Asil calismada ise Cronbach alfa degerleri icerik odakh destek i¢in .82, 6zerklik odakl destek icin
.84 olarak hesaplanmistir. Ayrica, alt boyutlara ait maddelerin ortalamasi alinarak icerik odakl destek ve
ozerklik odakli destek degiskenleri olusturulmustur. Bu degiskenler arasindaki iliski Pearson korelasyon
katsayisi (r) ile hesaplandiginda, uyarlama c¢alismasindaki iliskinin .63, asil ¢alismadaki iliskinin ise .77
oldugu gorilmastar.
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Tablo 2.
Ailenin Ev Odevlerine Destegi Olcedine Ait Faktér Yiikleri.
Maddeler Lambda-X
icerik Odakli Destek Madde 1 .66
Madde 2 .87
Madde 3 .78
Madde 4 74
Ozerklik Odakl Destek Madde5 74
Madde6 .82
Madde 7 .74
Madde 8 .76
0.56 - 1. Maddc
0.25-am] 2. Madde ~.___ 0%
0.87
0.39 3.Madde 0.78 Ai.lcni:r} icerik
destegi 1.0
0.74
0.45 -w=| 4. Madde 0.71
Ailenin /
0.46ed 5-Madde |, 5, Szerklik 1.00
destegi
0.82
/,76
0.45-2= 7. Madde
0.43-a=] 8- Madde
Sekil 1.Ailenin Ev Odevlerine Destedi Olgedi Faktér Yapisi.
Tablo 3.
Ailenin Ev Odevlerine Destedi Olcedi’ne Ait Madde-TOPLAM ISTATISTIKLERI ve Giivenirlik Katsayilari.
Madde-Toplam Madde cikarildigindaki Alt boyuta ait
Alt boyut Madde Korelasyonu Cronbach Alpha Cronbach Alpha
icerik  odakli Madde 1 .58 .84 .84
destek Madde 2 77 .76
Madde 3 .70 .79
Madde 4 .66 .81
Ozerklik odakli Madde 5 .64 .83 .85
destek Madde 6 73 .79
Madde 7 .67 .82
Madde 8 .70 .80
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Odev Hedef Yénelimi Olgegi: Odev Hedef Yonelimi Olgegi, Tas vd. (2016) tarafindan gelistirilmistir.
Olcek 15 maddeden olusup 5’li Likert tipte cevaplanmaktadir (1= kesinlikle katilmiyorum, 5= kesinlikle
katiliyorum). Olgekte ii¢ alt boyut vardir: ustalik hedef yénelimi, performans hedef yénelimi ve isten
kaginma hedef yonelimidir. Ustalik hedef ydnelimi; 6grencilerin &devlerini yaparken kendi bilgi ve
becerilerini gelistirmeyi amaglamasidir (6rnek madde: “Fen odevlerimi yaparken yeni seyler 6grenmek
benim icin 6nemlidir”). Performans hedef yo6nelimi; Ogrencilerin yaptigi Odevlerde baskalarinin
yaptiklarina onay vermesini beklemesidir (6rnek madde: “Fen dersinde arkadaslarimin odevlerimi iyi
yaptigimi diisiinmelerini isterim”). isten kaginma hedef yonelimi ise; &grencinin édevlerini mimkiin
oldugunca az g¢aba harcayarak tamamlamayi amaglamasidir (6rnek madde: “Fen 6devlerini mimkin
oldugunca az gaba gostererek tamamlamak isterim”). Tas vd. (2016) galismasinda bu alt boyutlar igin
bulmus olduklari Cronbach alpha degeri ustalik hedef yénelimi icin .87, performans hedef yénelimi igin
.86, isten kacinma hedef yonelim icin .77'dir. Bu calismada hesaplanan Cronbach alpha degerleri ise;
ustalik hedef yonelimi icin .89, performans hedef yonelimi icin .81 ve isten kaginma hedef yonelim icin
.78dir.

Odevde Derinlemesine Ogrenme Stratejisi Olgegi: Odevde derinlemesine 6grenme stratejisi dlcegi,
Tas vd. (2016) tarafindan gelistirilmistir. Olgek 7 madden olusup 5’li Likert tipte cevaplamaktadir (1=
hicbir zaman, 5= her zaman). Olgek, 6grencilerin 6dev yaparken kullandigi bilissel ve (stbilissel grenme
stratejilerini 6lgmektedir (6rnek madde: “Fen odeviyle ilgili bir seyler okurken, o anda okuduklarimla
daha oOnceki bilgilerim arasinda baglanti kurmaya ¢alisirm”). Derinlemesine 6grenme stratejisi igin
Cronbach alpha giivenirlik katsayisi .82’dir. Yapilan bu ¢alismada ise derinlemesine 6grenme stratejisi
boyutu icin hesaplanan Cronbach alpha glivenirlik katsayisi .84’t(r.

Odev Yénetimi Stratejisi Olgedi: Odev yonetimi stratejisi 6lcegi, Xu (2008a) tarafindan gelistirilmis ve
Tas vd. (2016) tarafindan Tiirkceye uyarlanmistir. Olgek, 9 maddeden olusmakta ve 5’li Likert tipte
cevaplanmaktadir (1= higbir zaman, 5= her zaman). Olcek, 6grencilerin 6dev yaparken kullandiklari 8dev
yapilan ortami diizenleme, zaman ydénetimi, dikkati dagitan seylerle basa ¢ikma, motivasyonu izleme ve
duyguyu kontrol etmeyi 6lgmektedir (6rnek madde: “Fen ddevini yapmaya baslamadan énce, 6devimde
ihtiyac duyacagim arag-gerecleri hazir ederim”). Odev yénetimi stratejisi 6lcegi icin Cronbach alpha
glvenirlik katsayisi .74 olarak bulunmustur. Yapilan bu calismada ise 6dev yonetim stratejisi 6lgeginin
Cronbach alpha katsayisi .86 olarak hesaplanmistir.

Bulgular

Arastirmada ele alinan degiskenler betimsel istatistik kullanilarak incelendiginde (Bkz. Tablo 4),
ailenin icerik odakli destegi (X= 3.09) ve ailenin 6zerklik odakli destegi (X= 3.07) ortalamalarinin birbirine
yakin ve yiiksek diizeyde oldugu gorilmektedir. Bunun yani sira, 6grenciler, 6dev yaparken genellikle
yonetim stratejisi (X= 3.94) ve derinlemesine 6grenme stratejisi (X= 3.84) kullanma egilimindedir. Hedef
yonelimlerine ait ortalama deger incelendiginde ise 6grencilerin daha cok ustalik hedef yonelimi (X=
4.22) ve performans hedef yonelimini (X= 4.29) benimsedigi, isten kacinma hedef yonelimine (X= 2.59)
ise daha distk diizeyde sahip olduklari soylenebilir. Ayrica, isten kacinma hedef yonelimi disindaki
bltln degiskenlerin birbiri ile pozitif iliskili oldugu, isten kacinma hedef yoéneliminin ise diger
degiskenlerle negatif iliskili oldugu gorilmektedir.

Ailenin 6devler konusundaki desteginin ve 6grencilerin 6devlerindeki hedef yoéneliminin, onlarin
odevlerinde kullandiklari yonetim stratejisi ve derinlemesine 6grenme stratejisini nasil tahmin ettigini
incelemek amaciyla ¢oklu hiyerarsik regresyon analizi yapilmistir. Coklu hiyerarsik regresyon analizinde,
bagimli degiskeni tahmin etmekte kullanilacak olan bagimsiz degiskenler, belirli bir siraya gére modele
dahil edilmektedir (Field, 2009; Tabachnick & Fidell, 2001). Bu galismada, 6dev yonetimi stratejisi ve
o6devde derinlemesine 6grenme stratejisi bagimli degiskenleri icin iki ayri hiyerarsik regresyon analizi
yapiimistir (Bkz. Tablo 5). ilk asamada ailenin icerik odakli destegi ve ailenin 6zerklik odakli destegi
regresyon analizine girilirken, ikinci asamada ise ustalik hedef yonelimi, performans hedef yonelimi ve
isten kacinma hedef yénelimi modele dahil edilmistir.
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Tablo 4.
Betimsel Istatistikler ve Pearson Korelasyon Katsayilari.
Ortalama Ss 1 2 3 4 5 6
1. Ailenin igerik odakh 3.09 .70 -
destegi
2. Ailenin 6zerklik 3.07 77 TT7**
odakl destegi
3. Yonetim stratejisi 3.94 .78 .53%* 5o
4. Derinlemesine 3.84 .83 50** . 5p¥* 77**
o6grenme stratejisi
5. Ustalik hedef 4.22 .80 A9** G7¥x 73%kx 0 J0**
yonelimi
6. Performans hedef 4.29 .84 A4**  Ap** 60** | 53*¥*  75**
yonelimi
7. isten kaginma hedef 2.59 1.15 -36%*  -34%*% - 44%*  35%*  _Qo¥*k _ p3F*
yonelimi

*p <.05. **p < .01.

Tablo 5.
Hiyerarsik Regresyon Analizi.

Yonetim Stratejisi Derinlemesine Ogrenme

Stratejisi

B SEB 6 B SEB B
1.adim
Sabit .88 .16 1.77 .18
Ailenin icerik odakl destegi 209 .08 19 * .19 .09 .16*
Ailenin 6zerklik odakh destegi 461 .07 46 ** 48 .08  .44**
2. adim
Sabit .04 22 .64 .25
Ailenin icerik odakl destegi 074 .06 .07 .10 .07 .08
Ailenin 6zerklik odakh destegi 190 .06 .19 ** .20 .07  .19**
Ustalik hedef yonelimi 43 .06 A4 ** .56 .07  .54**
Performans hedef yonelimi 12 .05 A2* .00 .06 -.00
isten kaginma hedef yénelimi -.09 .03 - 14 ** -.03 .03 -04
Not: Yénetim stratejisi igin; 1. adim; AR?= .37, 2. adim; AR?=.61
Derinlemesine &grenme stratejisi icin; 1. adim: AR?=.33, 2. adim; AR?= .53 *p <.05, **p <.01.

Yonetim stratejisinin bagimh degisken oldugu modelde, ailenin igerik odakh destegi (B = .19, p < .05)
ve ailenin 6zerklik odakli desteginin (B = .45, p < .01), istatistiksel olarak anlamli ve pozitif yonde
yordayicilar oldugu goriilmektedir. Aile destegi degiskenleri, 6dev yonetimi stratejisindeki varyansin %
37.00’sini aciklamaktadir. ikinci asamada, 6grencilerin 6devlerini yapmaktaki hedef yénelimleri modele
girilmistir. Ustalik hedef yonelimi (B = .44, p < .01) ve performans hedef yéneliminin (B = .12, p < .05),
bagiml degiskeni istatistiksel olarak anlamli ve pozitif yonde tahmin ederken, isten kaginma hedef
yonelimi (B = -.14, p < .05) istatistiksel olarak anlamh ve negatif yonde tahmin etmektedir. Hedef
yonelimi degiskenleri modele eklendikten sonra 6dev yonetimi stratejisindeki agiklanan varyans %
61.00’e ¢ikmistir. Derinlemesine 6grenme stratejisi bagimli degiskeni ile kurulan modelde, ailenin igerik
odakli destegi (B = .16, p < .05) ve ailenin 6zerklik odakli destegi (B = .44, p < .01), bagimh degiskeni
istatistiksel olarak anlamli ve pozitif yonde tahmin etmistir. Aile destegi degiskenleri, derinlemesine
dgrenme stratejisindeki varyansin % 33.00’iini aciklamistir. ikinci asamada, hedef ydnelimi degiskenleri
modele dahil edilmistir. Hedef yonelimlerinden sadece ustalik hedef yonelimi (B = .54, p < .01), bagimli
degiskeni istatiksel olarak anlamh ve pozitif yénde tahmin etmektedir. Performans hedef yonelimi (B =
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.00, p > .05) ve isten kaginma hedef yonelimi (B = -.03, p > .05) ise bagiml degisken ile iliskili degildir.
Hedef yonelimi degiskenleri modele dahil edildikten sonra derinlemesine 6grenme stratejisindeki
aciklanan varyans % 53.00’e ¢ikmistir.

Tartisma

Bu arastirmada, ortaokul 6grencilerinin fen bilimleri 6devlerinde kullandiklari yonetim stratejisi ve
derinlemesine 6grenme stratejisi, ailenin ddevlerle ilgili sagladigi destek ve 6grencilerin 6devlerindeki
hedef yonelimleri yardimiyla agiklanmistir. Bu kapsamda, Xu vd. (2017) tarafindan gelistirilen Ailenin Ev
Odevlerine Destegi Olcegi Tirkceye uyarlanmis, yapilan faktor analizi ve giivenirlik analizleri, 6lgegin
Tiirkce formunun gecerligi ve giivenirligi hakkinda delil saglamistir. Odev ydnetimi ve derinlemesine
6grenme stratejilerinin  bagimh degisken oldugu hiyerarsik regresyon analizlerinde, aile destegi
degiskenleri (icerik odakh ve 6zerklik odakl destek) birinci dizey yordayici degiskenleri olustururken,
ogrencilerin hedef yonelimleri (ustalik hedef yonelimi, performans hedef yonelimi ve isten kaginma
hedef yonelimleri) ikinci diizey yordayici degiskenleri olusturmustur. Ailenin icerik ve 6zerklik odakh
desteginin, derinlemesine 6grenme ve yonetim stratejilerini pozitif yonde yordadigi bulunmustur.
Ailenin icerik ve 6zerklik desteginin her iki 6dev stratejisi ile pozitif iliskili olmasi, 6grencilerin 6dev
yaparken kullandiklari stratejilerde aile faktoriinin 6nemini gostermektedir. Cocugun ev &devini
yaparken anne ve babasina sorular sorabilmesi, anne ve babanin gocugunun &devi ile ilgili fikirlerini
dinlemesi ve cesaretlendirmesi gibi durumlarda cocuk ddevlerini ilgi ¢ekici hale getirme, 6devine motive
olma ve ddevlerini aksatmadan yapma egilimindedir. Bu bulgular dogrultusunda, ailelere ¢cocuklarinin ev
o6devine daha fazla katihm goéstermeleri 6nerilebilir. Bu katilim ¢ocugunun 6devine nasil yardimci
olabilecegini sorarak, anlamadigi kisimlarda yardimci olarak, soru sormasi agisindan ¢ocugunu tesvik
ederek ve ¢ocugun 6devini nasil yapacagina saygi gosterip fikirlerini dinleyerek saglanabilir. Daha 6nce
yapilan ¢alismalar, 6grencilerin ailelerinden aldig1 destegin, onlarin 6devlerinde kullandiklari birtakim
stratejilerle iliskili oldugunu géstermistir. Ornegin, Xu (2004), 6grencilerin, ailelerinden ddev ydnetimi
stratejilerini gelistirmelerine yonelik aldiklari destekten faydalandiklarini gostermistir. Arastirmaci,
odevin, 6grencilerin ¢alisma aligkanlklarini gelistirebilmesi icin ev ortaminda ailenin sagladigi destegin
6nemine dikkat cekmistir. Bir diger calismada, Xu ve Corno (2006), ortaokul 6grencilerinin, ailelerinden
aldig1 destek ve o6dev yonetimi stratejileri arasindaki iliskiyi incelemislerdir. Ailelerinden destek alan
ogrencilerin, ailelerinden destek almayan 6grencilere gore daha fazla 6dev yaptiklari ortami diizenleme,
odevlerini yaparken motivasyonlarini yiiksek tutma ve duygularini kontrol etme egiliminde olduklarini
bulmuglardir. Bir diger ¢alismada Xu (2010), 8. sinif ve 11. sinif 6grencilerinin 6devdeki zaman yonetimi
stratejisini, ailelerin 6dev konusundaki desteginin pozitif ydonde yordadigini bulmustur. Ancak deginilen
bu c¢alismalarda, ailelerin 6dev konusundaki destegi, 6grencinin ailelerinden destek alip almadiklarini
soran bir madde ile 6l¢lilmistiir. O ylzden, deginilen bu ¢alismalar ailenin verdigi destek konusunda ¢ok
fazla detayl bilgi vermemektedir. Yapilan bu ¢alismada ise, ailenin 6grencilerin édevlerindeki destegi,
icerik odakh ve 6zerklik odakl olarak kapsamli bir sekilde incelenmis ve 6grencilerin 6dev yonetimi
stratejisini pozitif yonde tahmin ettigini gdstermistir. Ayrica, 6grencilerin 6dev yaparken kullandiklari
stratejiler Gzerinde yapilan ¢alismalar genellikle zaman yonetimi ve duygularini kontrol etme gibi 6dev
yonetimi stratejisi lizerinde yogunlasmis olup derinlemesine 6grenme strateji kullanimi Gzerinde ailenin
etkisini inceleyen arastirmaya rastlanmamistir. Bu galismadan elde edilen sonuglar, ailenin hem igerik
hem de 6zerklik odakli desteginin her iki strateji kullanimi ile pozitif iliskili oldugunu desteklemistir.

Bu calismada, aile desteginin 6grencilerin 6dev stratejisi kullanimi ile iliskisinin yani sira, 6grencilerin
ddevlerindeki hedef ydnelimlerinin 6devdeki strateji kullanimi ile iliskisi incelenmistir. Odev yénetimi
stratejisini, ustalik ve performans hedef yoneliminin pozitif ydonde tahmin ettigi, isten kacinma hedef
yoneliminin ise negatif yonde tahmin ettigi goértlmustir. Arastirmanin bir diger bagimli degiskeni olan
derinlemesine 6grenme stratejisini ise, ustalik hedef yonelimi pozitif yonde tahmin ederken, performans
ve isten kaginma hedef yonelimi bu strateji ile iliskili ctkmamistir. Bu sonuglar, 6devlerinde daha yliksek
diizeyde ustalik hedef yonelimine sahip olan 6grencilerin, 6devlerini yaparken daha yiksek dizeyde
6dev yonetimi ve derinlemesine 6grenme stratejisi kullanma egiliminde oldugunu gdéstermektedir. Bir
baska deyisle, 6devlerini bilgi ve becerilerini gelistirmek i¢in yapan 6grenciler, 6dev yaparken daha fazla
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bilissel ve Ust bilissel strateji kullanmakta, 6dev yaptiklari ¢evreyi diizenlemekte, duygularini kontrol
etmekte ve dikkatini dagitan seylerle bas edebilmektedir. Daha 6nce yapilan galismalarda, 6grencilerin
o6dev yapmaktaki sebepleri, igsel ve dissal sebepler (Xu, 2005); ustalik, yetiskin odakli ve arkadas odakl
(Xu, 2008b; 2010) ve ustalik, performans ve isten kaginma (Tas et al., 2016) gibi farkli boyutlarda ele
alinmistir. Ornegin, Xu (2005), 5. siniftan 12. sinifa kadar toplam 920 6grencinin katilimiyla
gerceklestirdigi calismada, 6grencilerin 6devlerini yapmaktaki i¢csel ve dissal sebeplerinin her ikisinin de
ogrencilerin 6dev yonetimi stratejisi ile pozitif iliskili oldugunu bulmustur. Ancak, bu sebeplerden sadece
icsel sebepler 6grencilerin odevlerini yapma ve basari ile pozitif iliskili ¢ikmistir. Xu (2010) ise
Ogrencilerin 6dev yaparken kullandiklari zaman yonetimi stratejisini, ustalik hedef yodneliminin ve
yetiskin odakli hedef yoneliminin pozitif yonde tahmin ettigini, arkadas odakli hedef yonelimine sahip
olmanin ise 6devdeki zaman yonetimi stratejisi ile iliskili olmadigi sonucuna ulagmistir. Benzer sekilde Xu
ve Wu (2013), 8. ve 11. sinif 6grencileri ile yaptigi calismada, 6grencilerin 6dev yonetimi stratejisini,
ustalik ve vyetiskin odakli hedef yoneliminin pozitif yonde tahmin ettigini, arkadas odakli hedef
yoneliminin ise bagimh degiskenle iliskili olmadigini bulmustur. Bu sonuglar, édevlerinde ustalik hedef
yonelimine sahip olan 06grencilerin, 6devlerinde daha fazla strateji kullanma egiliminde oldugunu
desteklemektedir. Buna goére ailelerin, ¢ocuklarinin 6devlerinde daha fazla ustalik hedef ydnelimini
benimsemesi igin, derste gegen konulari ezberlemelerinin degil anlamalarinin énemli oldugunu,
kendilerini zorlayici problemler ¢ézmelerini, hatalarindan 6grendikleri takdirde hata yapmanin sorun
olmadigini ve nottan daha ¢ok sarf ettikleri cabayr 6nemsemeleri gerektigini vurgulamalidirlar (Friedel,
Cortina, Turner & Midgley, 2007; Kahraman, 2011).

Calismanin deginilmesi gereken bazi sinirhliklari vardir. Calismadan elde edilen bulgular, 6grencilerin
kullanilan 6lgek maddelerine verdikleri cevaplara dayanmaktadir. ileriki calismalarda ailelerden anketler
ya da goriismeler yolu ile gocuklarinin ev 6devlerine yonelik sagladigi destek konusunda veri toplanabilir.
Bu calisma, ortaokul 6grencilerinin fen bilimleri dersine yonelik 6devlerinde kullandiklari stratejiler,
odevlerinde benimsedikleri hedef yonelimleri ve ailenin 6devlerinde verdigi destegi kapsamaktadir.
ileriki calismalarda, ilkokul ve lise gibi diger egitim-6gretim kademeleri ile matematik ve ingilizce gibi
diger derslerde, tespit edilen iliskilerin benzer olup olmadigi arastirilabilir. Ayrica ileride, ailelere
cocuklarinin 6devlerinde icerik odakli ve 6zerklik odakli destegi nasil verebileceklerine yonelik egitimler
verilebilir ve bu egitimlerin etkinligi deneysel calismalar yapilarak incelenebilir.
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Introduction

In recent years, nations had to focus their policies on the education system, the curriculum and the
role of the teacher who prepares students for life due to the global recession and the intensification of
the pressures on national economies (McMahon, Forde & Dickson, 2013). There is a high global concern
about the field of teacher training (Bauer & Prenzel, 2012). Teacher education is at the heart of
educational reform and each country responded in a similar way to the common pressures by
introducing a set of standards and competencies to ensure continuity in the training of qualified
teachers. Britain, Germany and France introduced major reforms during the last decade in training
qualified teachers. The reforms called ‘The Importance of Teaching Training’ and ‘Next Generation of
Outstanding Teachers: Implementation Plan’ in the UK, 'La Réfondation de I'Ecole' in France, and
‘Standards fiir Die Lehrerbildung: Bildungswissenschaften’ in Germany were introduced (Page, 2015). In
particular, the United Kingdom launched a macro-reform movement that tightly links theory and
practice (Beauchamp, Clarke, Hulme & Murray, 2013).

Teacher training education started with the establishment of ‘Dariilmuallimin’ in 1848 in Turkey and
changed with numerous reforms that were introduced since that date, and finally established as the
Faculty of Education Teacher Training Program in 2006-2007 (Council of Higher Education (CoHE), 2006).
Although there have been several attempts at structuring and regulating teacher education programs
for several years, it was observed that problems were always experienced in implementation of these
programs (Yucel-Toy, 2015). Theory-oriented education programs in Turkey left the country behind
countries such as Finland and Germany that prioritize applied courses in teacher training programs
(Arseven & Yildiz, 2016). Furthermore, the discontinuation between theory and practice in teacher
education programs constitutes a major obstacle to the qualified teacher training (Hammerness, 2006).
This obstacle could be overcome by establishing strong bridges between theory and practice. However,
the inadequate number of courses and hours of applied classes in teacher training undergraduate
programs in Turkey prevents the foundation of a solid bridge between theory and practice.

In Turkey, the insufficiency of the number and hours of practical courses in teaching programs
implemented at teacher training institutions prevents the establishment of a solid bridge between
theory and practice. The "School Practice and Teaching Application" courses that enable the
transformation of the theory into practice in the curricula are among the courses with the highest credit.
However, previous studies indicated the presence of several problems in these applied courses (Arl &
Kiraz, 1999; Basttirk, 2007; Eraslan, 2008; Gékmen, 2015; Kirksekiz et al., 2015). These studies reported
that problems such as the lack of adequate counseling provided for the students by faculty members,
lack of adequate course planning due to the limited time reserved for instruction, inadequate selection
of practice school and teachers, lack of adequate counseling provided by other stakeholders, and
inadequate assessments are experienced. The difficulties experienced in this process prevent the
accomplishment of the desired practices by teacher candidates. Thus, teacher candidates can not
consider themselves as teachers and cannot adopt the organizational belonging attitude towards the
profession (Ontas, Atmaca & Kaya, 2017). Therefore, it became inevitable to include the graduated
teacher candidates in the teacher candidate training education program to endure the training of more
equipped and experienced teachers.

Candidate training is a continuation of pre-service teacher training where teacher candidates would
acquire professional knowledge, skills and attitudes adapt to their future institutions of employment
(Ozonay, 2004). According to Balci (2000), candidate training is the most critical and challenging period
in teaching career. In 1995, the content of this education was clarified with the enactment of "Ministry
of National Education Regulation on Candidate Officer Training" and "Candidate Training Circular". Solak
(1999) stated that a second and more important stage of education that would complement the
problems of teachers in pre-service training and prepare them for the profession was undoubtedly the
teacher candidate and in-service training.
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In studies conducted on candidate training program enacted in 1995, it was determined that
teachers who are employed in villages and towns experienced more difficulties when compared to the
teachers employed in central locations, candidate training program was not effective in pre-service
training, teacher candidates did not wish the program to last a full academic year, the faculty members
who provided the training were not adequate, faculty members who provided the practical training did
not pay adequate attention to teacher candidates and school principals provided inadequate support in
on-the-job training of teacher candidates (Ekinci, 2010; Kocadag, 2001; Mehmetoglu, 2002; Ozonay,
2004; Solak, 1999; Yildirim, 2010).

This 11-year old program was amended in March 2016 in order to address the concerns about the
candidate teacher training program and to update the program. The program includes 474 hours of in-
class, in-school and out-of-school activities and in-service training activities for six months (Ministry of
National Education (MoNE, 2016a). Due to the novelty of the program, the determination of the
efficiency on the teacher candidates is important to identify the discrepancies in the program content.
In the literature, there are several current studies that considered the program both positive and
negative (Altintas & Gorgen, 2016; Cam-Aktas, 2016; Epcacan & Pesen, 2016; Ergunay & Adigtizel, 2016;
Girsoy & Turan Ozpolat, 2016; ligaz & Vural, 2016; Kiiriim-Yapicioglu, Oztiirk & Yetim, 2016; Oral &
Demir, 2016; Sag, Sahin & Sezgin, 2016; Sarica & Turan Ozpolat, 2016; Soyalp & Kozikoglu, 2016; Ulubey,
2016). In a study conducted by Altintas & Gérgen (2016) that examined the teacher candidate training
system based on the views of teachers candidates, the teacher candidates considered the practice-
based program positive, however they also stated negative views on the program since the fact that
training was conducted in a different region than their region of employment would delay the
establishment of a bond between themselves and the location of employment. In a study they
conducted, Kiriim Yapicioglu et al. (2016) found that teacher candidates described the process as
slavery, clerk work, a period of preparation for the profession and apprenticeship. Soyalp and Kozikoglu
(2016) found that the teacher candidates considered the program as theoretically positive, however had
a variety of problems during the practices since both teacher candidates and counseling teachers lacked
sufficient knowledge on the program.

The views on the teacher candidate training program included in the present study were obtained
when teacher candidates were still on the program or immediately after the program was completed
and the teachers were just appointed. There were no studies that assessed the views of teachers on the
program immediately after they were appointed at their schools. Thus, it was considered important to
compare and assess the views of teacher candidates on pre-service and post-service teacher candidate
training programs. The present study was conducted to examine the views of teacher candidates on pre-
service and post-service teacher candidate training program longitudinally. It is considered that the
study will fill a significant gap in the literature since it was a longitudinal study and comparatively
investigated the pre-service and post-service views on the evaluation of the program.

Whether the pre-service transfer the knowledge they acquired during the teacher training process to
their professional knowledge and skills could be an effective key to provide feedback on the
functionality of the teacher training program. Therefore, it is important to compare the pre-and post-
teacher training views of pre-service teachers in the program. The present study aimed to determine the
views of pre-service teachers on teacher training program by comparing their views before and after the
training.

The detailed and clear determination of the assessment feedback for each dimension of the teacher
training process would allow the General Directorate of Teacher Training and Development to recognize
the difficulties experienced in the teacher training process and take faster and more robust steps to
train more qualified teachers. Furthermore, the themes revealed in the study are considered to lead to
further studies since they provided more detailed data on the teacher training process.
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Method
Research Design

The study was conducted with descriptive method in qualitative research design and the data were
collected with longitudinal method. The descriptive method aims to present the current situation as is
(Altun, 2012). Longitudinal research is conducted by collecting data from the same individuals at specific
time intervals. In more detail, longitudinal research can be described as the collection of data using the
same or similar measurement instruments twice or more times, working with the same individual or
sample group of subjects, and conducted to determine the changes in the measured concept over time
(Aypay, Sever & Demirhan, 2012). In the longitudinal study, focus group interviews were conducted with
the same pre-service teachers using the same questions based on the study objective. Thus, the data
were collected for about one year to determine whether the views of the pre-service teachers changed
before and after the application.

Study Group

The study group was determined convenience and maximum diversity sampling purposive sampling
methods. Based on the convenience sampling, the province of Adiyaman, which is easy and economical
to access was determined as the source of the sample.

Maximum diversity sampling included volunteer pre-service teachers with different gender, branch
and age groups. On the first data collection stage, 14 pre-service teachers from different branches
among 326 pre-service teachers who were attending teacher training program on February in the 2015-
2016 academic year in Adiyaman province were included. The second data collection phase in the study
was carried out with 11 pre-service teachers who were reached from the same study group one year
after the first data collection phase. Similarly, the second stage data were collected with similar
interview questions. The participant demographics are presented in Table 1.

Table 1.
Participant Information for the Interviews.

First interview participant information

Code Gender Age Branch Gender Age Branch

AO1 Female 23 Classroom Teaching Female 23 Classroom Teaching

AO2 Female 24 Preschool Teaching Female 24 Preschool Teaching

A03  Male 30 Turkish language teaching Male 30 Turkish language teaching

AO4  Female 25 Social Studies Teaching Female 25 Social Studies Teaching

Yol Female 22 Preschool Teaching Female 22 Preschool Teaching

AO6 Male 26 Mathematics Male 26 Mathematics

AO7 Male 22 Science Male 22 Science

A0S Female 24 Religious Culture and Ethics  Female 24 Religious Culture and Ethics

A9 Female 23 Guidance and Psych. Female 23 Guidance and Psych.
Counseling Counseling

A010 Male 24 Mathematics Male 24 Mathematics

AO11 Female 22 Mathematics Female 22 Mathematics

AO12 Female 27 Preschool Teaching
AO13 Male 24 Religious Culture and Ethics
AO14 Male 22 Preschool Teaching

Data Collection Instruments

In the first and second study, focus group interviews were conducted with the study groups. Focus
group interviews are frequently used in assessments in applied fields (McBrien, Felizardo, Orr &
Raymond, 2008), in educational studies (Barbour & Kitzinger, 2001; Byers & Wilcox, 1988; Gibbs, 1997;

608



Esen TURAN OZPOLAT, Giilden GURSOY — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 605-652

Gizir, 2007) and in the development of educational material (McBrien, Felizardo, Orr & Raymond, 2008,
cited by Cokluk, Yilmaz & Oguz, 2011). It was concluded that the focus group interview technique, a
qualitative research method, was the most suitable technique for this study since the teacher training
program is an applied training process. Furthermore, it was considered that the characteristic of the
focus group interviews to reveal different and novel ideas due to intra-group interaction could lead to
data diversity.

In the present study, two different interview forms that included similar questions were used. The
interview form used in the first data collection process included 8 questions. The interview form used in
the second data collection process included 2 questions. In order to develop questions that were
suitable for the aim of the study, it was ensured that the questions were clear and comprehensible, and
also probe questions were developed. An educational program and instruction expert was asked to
assess the questions and provide feedback. The expert suggested that the number of questions should
be reduced, two questions that provide similar data should be combined, and question groups should be
formed to facilitate the focus interviews. Based on this feedback, the questions were reorganized and
finalized based on the study aim and scope. In order to measure the functionality of the study questions,
a pilot scheme was conducted with 4 pre-service teachers. In order to determine whether the questions
were clear and comprehensible and whether the answers reflect the answers of the questions, the same
field expert and the authors examined the results of the pilot scheme and finalized the questions. The
questions are presented in the appendix.

Data Collection Process

Focus group meetings were held with the study group members in both stages. The focus group
interviews were conducted using the questions in the interview forms and simultaneously with two
equal groups by each author supervising one group of interviewees. The first stage interviews lasted for
120 minutes and the second stage interviews lasted for 80 minutes, a total of about 3.5 hours. All
interviews were recorded with a voice recorder. In the interviews, demographic information such as the
department and the gender of the participants were also noted by the authors. The data collection
process started in June before the 2016-2017 academic year and ended in June before the 2017-2018
academic year.

Data Analysis

In the analysis of the qualitative data obtained in the first and second interviews, an inductive
approach was used. In this context, the coding technique developed by Strauss and Corbin (1990) was
used. In this technique, the researcher initiates the coding with the conceptualization of data. The
researcher obtains a number of concepts at the end of this process. To make these concepts more
comprehensible by reducing their count, the researcher discovers various categories (themes) by
categorizing related concepts. Similar to the conceptualization stage, categories are assigned titles.
However, the titles assigned to the categories are more abstract when compared to the titles assigned
to the concepts.

In the present study, the stages of this approach were adopted. Initially, the recorded sound data
was transcribed. The raw data were coded separately by the authors and categorized by grouping the
codes. The data were tabulated including a direct quote that represented each category. For
determination of the codes-categories conducted by the authors separately, the “agreement”
“disagreement” technique was conducted. The results of the data table were interpreted by the
authors.

The data recorded with the voice recorder were initially transcribed. Content analysis was conducted
on the raw data for the first interview and descriptive analysis was conducted for the second interview.
A five-step detailed content analysis was conducted based on the themes, categories, codes,
frequencies, and sample statements transcribed in the interviews. The themes were based on research
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questions, and the categories were based on research data. For descriptive analysis, the participants’
responses to the second interview questions were grouped based on similarities and differences and the
direct quotes of the participant views were included in these groups.

Validity and Reliability

Retailed reporting of collected data and the explanation of the deduction of the results are among
the significant validity criteria in qualitative research (Yildirim, 2010: 81). Thus, in order to ensure the
internal validity (credibility) of the study, it was ensured that the study data and research questions
were included in the study after the confirmation of the two faculty members, who are experts in the
field of qualitative research. In order to ensure internal validity, participants were also asked to confirm
whether the transcripts were consistent with their statements and participant confirmations were
obtained. The fact that the interviews were conducted face-to-face also help ensure the validity. As a
result, the participant identification, data collection and analysis processes were clearly explained.

In order to ensure external validity (transferability), attention was paid to conditions such as the
diversity of the selected sample and the consistency of the research questions with the relevant theory
in the study. Thus, maximum diversity sampling technique based on purposive sampling was utilized in
the selection of the participants. Care was also taken to ensure that the data collection period was long
enough for the focus group study to ensure the research validity.

In order to determine reliability (consistency), the data collected from the participants were
examined by the authors separately and necessary adjustments were made after discussing the
"agreed" and "disagreed" items. To calculate the reliability for the initial interview data, Miles and
Huberman’s (1994, p. 64) "Reliability = Agreement / (Agreement + Disagreement) X 100" reliability
formula was used. The calculation demonstrated that the reliability of the study was 84.00% for the first
question, 76.00% for the second question, 83% for the third question, 92.00% for the fourth question,
89% for the fifth question, 96.00% for the sixth question, 82.00% for the seventh question, and 78.00%
for the eight question respectively. The average reliability coefficient was 86.00%. The study was
considered reliable since the results obtained were above the minimum score (70.00%) proposed by
Miles and Huberman (1994).

Findings
Findings on the First Interview

In this section, the views of teacher candidates on Teacher Candidate Training Program (TCTP) are
listed based on the research questions posed in the first interview respectively.

Findings on the problems experienced in TCTP: The views of teacher candidates on the question
were grouped under four categories based on time, organization, forms and stakeholders These
categories and codes are presented in the Table 2 along with frequency and sample statements.

In the time category, it was observed that teacher candidates stated that more than required time
was spent in certain activities and insufficient time was spared for certain others. Particularly, they
stated that the time devoted to extracurricular activities were too much, school administration did not
allocate any time for the activities they needed to conduct and too much time was allocated for certain
in-school activities.

In organization category, teacher candidates stated that they experienced problems in trips planned
within the context of extracurricular activities due to lack of organization. Furthermore, teacher
candidates indicated that lack of knowledge on the technological infrastructure in classrooms caused
difficulties and that they experienced problems when they suddenly encountered students who were
preparing for the TPSE exam.
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Problems Experienced in TCTP.

Category

Code

Sample Statement

Time issues

Organization
issues

Form issues

Stakeholder
issues

Extracurricular activities

School administration
not sparing any time for
the program process
In-school activities

Organizational lack of
extracurricular activities

Assignments in
classrooms that were in
Transition from Primary
to Secondary Education
(TPSE) program
Ignorance about the
FATIH project

Vapidity of filling forms

Filling forms rendered
the process
unproductive

Too many forms

Inadequate training of
the responsible persons
in the field

Lack of knowledge on
TCTP

Unproductive advisor
teacher

It has been spared too much time for extracurricular
activities (TC5).

The school administration did not spare any time for us
since it was a crowded school (TC8).

Too much time was spared for activities such as
supervising the school canteen, etc (TC6).

There was no quality planning for extracurricular
activities. For instance, when we were visiting the
institutions, we were so many that were did not fit in
the areas they have reserved for us and we could not
even hear what they talked about (TC1).

Since | instructed an 8th grade class after the TPSE, the
students were experiencing adaptation problems. Thus,
| experienced problems in classroom management as
well (TC12).

Neither us, nor the students knew how to use the
smartboards, which made it impossible to conduct the
activities that could be done with the
smartboards(TC5).

Filling the forms was boring and they informed us very
late about the forms (TC7).

We were not able to concentrate on the program
process, and especially on the instruction of the courses
due to the requirement of filling forms. The process
became unproductive (TC10).

We filled too many forms, | could not decide whether
that many forms were necessary (TC14).

The officials who were responsible from us both in
instruction and administration were not competent
individuals who were trained well in their fields (TC7).
No one among the responsible staff had sufficient
knowledge about the education program (TC3).

When | was following the course instructed by my
advisor, | did not think it was productive (TC1).

In the category of forms, the most emphasized problem is related to the fact that the process of
filling the forms was boring. Teachers candidates also stated that filling the forms was an obstacle to
focus on other important activities such as following the course or course instruction, and there were
high number of forms to fill.

Finally, in stakeholders category, teacher candidates indicated that the administrators and
instructors who were in charge of this program were not competent in their fields, and the individuals in
charge of the process did not possess sufficient knowledge about the program, and the instructions
provided by the advisor teachers were unproductive. This belief of teacher candidates can be
interpreted as an indication of a significant condition that might prevent them from fully
comprehending the program and considering the program as adequate.
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Findings on the appreciated activities in the TCTP: The views of teacher candidates on the question
were grouped under four categories in-classroom applications, extracurricular activities, in-school
activities (observations) and in-service training. These categories and codes are presented in the table
below along with frequencies and sample statements.

Table 3.
Appreciated Activities in TCTP.
Category Code f Sample Statement
In-classroom Following the course 11 Following the course was quite beneficial (TC4).
applications Course instruction 10 Instructing the course was a good experience (TC5).
Extracurricular  Trips 8 The trips were benefical for learning the regional
activities and cultural aspects of the province and about the
institutions (TC9).
Visiting the mayor 2 Visiting the mayor and getting to know different
aspects of the province were productive (TC8).
In-school To recognize the 5 Acquiring information about the principal, assistant
activities school administration principals, administrative functions, the school
(observations) campus, etc. was beneficial (TC1).
To recognize the 3 We had the opportunity to get to know the school,
school campus the canteen, the physical status and facilities at the
school (TC8).
To recognize the office 2 In-school activities were beneficial since we acquired
facilities knowledge about the Office facilities available at the
school (TC4).
In-service Meeting with retired 2 Meeting with the retired teachers was productive
training teachers since we were able to learn from their experiences
of several years (TC11).
Meeting with the 1 Iconsider that meeting with the teacher of the year
teacher of the year was productive for us (TC4).
Meeting with the 1 Meeting with the personal development specialist
personal development was both beneficial and fun (TC9).
specialist

In the category of in-classroom applications, teacher candidates considered that both following the
courses and course instruction activities, especially instructing the course, were beneficial for them to
acquire experience. These views suggested that teacher candidates were quite satisfied with the
program's effectiveness in in-classroom practices.

In the category of extracurricular activities, teacher candidates stated that the trips and visiting the
mayor were beneficial and expressed that the trips were especially beneficial. Most teacher candidates
stated that these trips were useful to get to know the province and thus, to understand the operations
of related institutions in the province. It might be considered that this shared view may be due to both
to acquire knowledge and the desire to change the environment. Because, on the in-service training
process in the program, teacher candidates also stated that the program was conducted in crowded,
closed and the same settings (see Table 7).

In the category of in-school activities (observations), teacher candidates considered that the
observations conducted to get to know the school administration, environment, equipment and
operations were beneficial to acquire knowledge and experience. This demonstrated that they have
never or partially experienced such practices during their internship and school practice applications
that were conducted in undergraduate education.
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In the in-service training category, the teacher candidates considered meeting with experienced and
specialist individuals as productive and fun. Thus, it can be argued that the teacher candidates assessed
the program with the sense of confidence provided by being with competent, well-equipped, actual
people in their field.

Findings related to being called “teacher candidate” in TCTP: The views of teacher candidates on
the question were grouped under two categories, namely comprehension and incomprehension of the
concept. These categories and codes are presented in the following table along with frequencies and
sample statements.

Table 4.
Being Called “Teacher Candidate” in TCTP.
Category Code f Sample Statement
Incomprehen  Perception as intern 6 Students often ignored us since we were teacher
sion of the teachers candidates. They considered us as interns and told us
concept them and us were all student. That tired us out in the
process (TC6).
Mostly being called as 6 Students often called as brother or sister. And the
“brother or sister” principal ignored this fact and did nothing to warn them
(TC1).
The school principal did 5 The principal was supposed to introduce us to the
not know what teacher students prior to our arrival, but we found out that
candidate meant even the principal did not know what teacher candidate
meant (TC13).
Advising teacher calling 4 The advisor did not address me properly and kept
the candidates by their calling me by my first name, which seriously offended
first names me (TC5).
Comprehensi  Advising teachers was 5 The advising teacher notified the students that we are
on of the very helpful on that their teacher as well prior to the class (TC1).
concept matter
The principal was 2 The principal introduced and supported us as teachers,
helpful as well thus we were perceived as teachers (TC14).

In the category of incomprehension of the concept, teacher candidates stated that the concept was
not understood by certain principals, advisors and students and this was reflected in their addressing,
attitudes or behavior towards the candidates. It was also understood based on their statements that
they were also offended by these attitudes in the process. It can be stated that in addition to the
principals and advisor teachers, those who developed the program shared the responsibility about the
incomprehension of the concept. Because, based on the views of teacher candidates, it was understood
that principals and advisor teachers were not informed about significant topics such as the objective,
philosophy and especially the position of teacher candidates within the program and education program
was initiated without providing these information.

In the category of the comprehension of the concept, certain teacher candidates stated that both
advisor teachers and the principals helped them to be perceived as teachers, and this fact supported
them in the process. Thus, candidate statements made it clear that the principals and advisor teachers
assigned in this program are expected to approach the teacher candidates as teachers and to present
them as such to the students and teachers and should be provided detailed information prior to the
program.
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Findings on the topics included in in-service training program in TCTP: The views of teacher
candidates on the question were grouped under two categories based on the scope and functionality,
respectively. These categories and codes are provided in the following table along with frequencies and
sample statements.

In the category of scope; while most teacher candidates considered the topics in the in-service
training program as illustrative and necessary, some claimed that they were already familiar with the
topics. Furthermore, they stated that there were certain deficiencies in the content and changes should
be implemented. For example, the lack of teacher-student relationships among the topics was indicated
as a shortcoming. Therefore, this demonstrated that a significant issue was overlooked about the scope
of the training program.

Table 5.
Topics Included in In-Service Training Program in TCTP.
Category Code f Sample Statement
Based on The topics were 8 The topics were quite explanatory and necessary. |
scope illustrative and really benefited from the topics (TC2).
necessary
Having known issues 4 We were familiar with the topics due to Public

Personnel Selection Exam (PPSE) exam. | did not benefit
from these topics (TC3).
The scope of the topics 3 There were missing topics. For instance, information on

was inadequate teacher-student communications was missing (TC9).
There were videos in 1 In my opinion, instead of using English videos in
English in the communications course, using Turkish videos, even
communications though they were only animations, would have been
course better (TC3).

Based on The instructors lacked 5 The topics were important. However, the instructors

functioning presentation skills were not good in presentations, thus, we experienced

problems in the instruction of the topics (TC7).
It was productive 3 Theinstructors were competent on the topic; thus, the
based on functioning topics were functionally productive (TC13).
The topics were 3 Although the topics were productive on paper, the
unproductive due to teacher candidates were not allowed to actively
the lack of active participate in the in-service program process, thus | did
participation during not consider the topics to be productive (TC10).
instruction
The instructions were 2 The topics were well-selected; however, | think that
not supported by field assistance should be requested from field specialist
specialists university professors and MNE officials about the
regulations (TC4).

Lack of visual 1 Instruction of the topics were not productive since
assistance during the these were not assisted by visuals (TC1).

instructions

Furthermore, the teacher candidates stated that the presentations in the communications course
should be in Turkish rather than English. Especially in the course of communications, the presence of
such communication barriers and the lack of adequate communications could be considered as an ironic
situation.

In the category of functioning, an significant number of teacher candidates remarked instructors did
not have presentation skills, they were not specialists in their respective fields, and the candidates
remained as passive observers instead of being active, leading to unproductive presentations. On the
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other hand, a lower number of teacher candidates considered the instruction of the topics productive
and the instructors as competent on the topics.

Findings on the problems experienced during in-service training in TCTP: The views of teacher
candidates on the question were grouped in three categories, namely timing, approach/attitude and
topic. These categories and codes are presented in the following table along with frequencies and
sample statements.

Table 6.

Problems Experienced During In-Service Training in TCTP.

Category Code f Sample Statement

Timing Problems related to long 6 The process was long, we were very bored (TC6).

program duration
Lack of preparations forthe 2 We were not able to concentrate on course topics to
teaching period prepare for the teaching period, we could not find
time for that (TC3).
Approach/  Oppressive attitudes about 3 They should not be that strict about absenteeism.
attitude absenteeism When we were considering voluntary presence of the
students in the class, If we could not attend the
classes, they would open an official inquiries.

The problems about 2 The speakers lacked communications and empathic
speakers on skills towards us. They turned us into passive listeners
communications and (TC9).
empathic approach

Topic Topics were theoretical, 2 The topics were instructed theoretically and
hence uninteresting uninteresting for us (TC7).
The topics were based on 1 The topics were always instructed based on
practical knowledge and experiences and practical information. In fact, if they
experiences, they were not were instructed in the form of theoretical knowledge,
theoretical it could have been more effective (TC4).

In the category of timing related to the problems experienced in the in-service training process,
teacher candidates talked about the distress they experienced due to the long duration of the program
process, and the fact that they could not focus on preparation for the teaching process that would start
immediately after the training due to lack of time. Based on these considerations, it can be argued that
the program process was not well planned. It was also understood based on teacher candidate
statements that the time required for preparation motivation and energy was not available since the
training was provided before the academic year and the candidates started the academic year still under
the duress of the process.

In the approach/attitude category, teacher candidates stated that the administration was strict
about absenteeism and included oppressive. They also stated that the instructors could not empathize
with the target audience in their presentations, provide interactive communications, and this approach
left them in a passive state. It is unacceptable to oppressive any individual under any circumstances, and
the fact that this happened in an educational environment, especially towards individuals who would be
training future adults is quite important and unfavorable. It is not acceptable to condemn learners with
a passive status in such an important program, especially at a time when active participation of the
learners in the instruction process is considered significant in effective education globally.

In the category of topics, the statements of the teacher candidates contrasted significantly. Certain
views emphasized that the topics were theoretical and uninteresting, certain others stated that the
topics were not theoretical and predominantly experiences were emphasized. Thus, it can be concluded
that the program was presented based on both the theories and experiences, examples. This is indeed a
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necessary and desirable condition for effective instruction. It was also determined that a teacher
candidate was not satisfied with the experience-based instructions and desired theoretical topics and
certain other teacher candidates were not satisfied with the theoretical topics and considered the topics
uninteresting.

Findings on the contributions of TCTP training: The views of teacher candidates on the question
were grouped in three categories, namely experience, affective and no contribution. These categories

and codes are presented in the following table including frequencies and sample statements.

Table 7.

Contributions of TCTP.

Category

Code

Sample Statement

Experience

Lack of
contribution

Affective

Learning the
exemplary points as
a result of shared
experiences
Contributions to
new graduates

Learning what type
of teacher, one
ought not to
become

It provided no
contribution
Listening to
experienced
teachers
contributed to
nothing and it was
boring

The settings did not
contributed to the
objective

Getting to know
teacher candidates
from different
fields

It was fun to listen
to the experiences
of veteran teachers

It was a great experience for me. | realized that there were
many exemplary issues as a result of shared experiences
and | made a note about these points in my mind (TC1).

I think that the training contributed to new graduates and
it provided experiences fort his group. Because they are
just out of the school and have no teaching experience
(TC10).

| acquired ideas about what type of teacher | ought not to
become. It contributed in this respect (TC12).

In my opinion, it had no contribution. It was not productive
for me (TC11).

Listening to experienced teachers contributed to nothing
and it was boring (TC6).

We were in a crowded, continuously passive and closed
environment (both physically and interactively), it was
natural that it contributed to nothing (TC2).

| met teacher candidates from different fields, established
new friendships (TC8).

It was fun to listen to the experiences of veteran teachers
every week (TC11).

In the category of gaining experience, teacher candidates indicated that they acquired ideas on what
kind of teacher they ought to become and what kind of teacher they ought not to become and
experiences during the training. It was also observed that teacher candidates indicated that the training
was suitable for newly graduated teacher candidates. They meant that there was a difference between
the new graduates and those who graduated previously but acquired the right to teach only recently.
This difference was due to the idea that previously graduated teachers could have earned some
teaching experience within the scope of this program.
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In the category of lack of contribution, the vast majority of the teacher candidates considered that
the program had no contribution and most stated that listening to veteran teachers’ experiences did not
have any contribution and these were boring. Furthermore, teacher candidates stated that the
environment where the training took place was not suitable for the objective of the training; it was
crowded, and they were left as passive listeners in an environment that was physically and interactively
closed.

In the category of affective contribution, it was observed that teacher candidates stated that it was
fun to listen to the experiences of veteran teachers and to make friends among teachers from different
fields in this training. The significance of meeting the affective needs of teacher candidates can be
considered in the training program.

Findings on continuance of the TCTP: The views of teacher candidates on the question were grouped
in two categories, namely it should, and it should not. These categories and codes are presented in the
following table along with frequencies and sample statements.

Table 8.

Continuance of the TCTP.

Category Code f Sample Statement

It should be It should be 11 Of course, it should continue. However, certain problems we

continued revised and experienced should be resolved to render the program more
continued effective in my opinion (TC5).
It should continue 1 Itisagreat program in all aspects, it should be continued (TC12).
asis

It should be It should be 2 ldo not think it is important. It is a waste of time and energy.

terminated terminated Thus, it should be terminated (TC11).

In the category that the program should continue, teacher candidates mostly stated that the
program should be revised and continued. Also, a teacher candidate stated that the program should be
left as is and continued without any revision.

In the category that the program should not be continued, teacher candidates stated that the
program should be terminated and should not be continued even with revisions. This can be explained
by the fact that the teacher candidates with this idea considered the program as insignificant and that it
is a waste of time and energy.

Findings on the possible revisions that could be conducted in TCTP: The views of teacher candidates
on the question "What kind of changes do you want to see in the teacher candidate training program?"
were grouped in five categories, namely the stakeholders, application, topic (content), time and
approach. These categories and codes are presented in the Table 9 along with frequencies and sample
statements.

In the stakeholders category, teacher candidates often suggested that only well-equipped advisor
teachers and speakers should participate in the in-service training program. In this category, they also
suggested to invite field specialists, i.e., academicians, on related in-service training topics, and to
provide apt information about the program to school principals and financial and moral support for
advisor teachers to motivate them to fulfill their duties. It was observed that the teacher candidates
desired the stakeholders to be competent, knowledgeable and motivated.

In the application category, most teacher candidates proposed the reduction of extracurricular activities
and the organization of the program separately for new graduates and experienced teacher candidates.
Experienced candidates are those who were employed as a teacher previously. Thus, according to the
teacher candidates, this leads to waste of time and extra effort for the experienced teacher candidates
and it was unnecessary.
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Possible Revisions That Could Be Conducted in TCTP.

Category Code f Sample Statement
Stakeholders Selection of well- 7 Advisor teachers should be selected among senior, well-educated, in
equipped advisor other words, well-equipped teachers (TC1).
teachers
Selection of well- 6 In-service training program speakers should be well-equipped in
equipped speakers for knowledge, elocution and empathy skills (TC7).
in-service training
program
Introduction of 3 In my opinion, the individuals who presented in-service training
academicians proficient topics were not competent in the field, these individuals should
in in-service training. have an academic background, for instance, faculty members could
have been invited (TC4).
Providing information 3 School principals lacked knowledge on this training program, they
for school principals did not know the details, they should be informed on these issues
(TC9).
Providing 2 Necessary support should be provided for advisor teachers to assist
material/psychological teacher candidates; both material support and based on the
support to motivate significance of the issue (TC12).
advisor teachers for the
task
Application Reducing the number 5 Extracurricular activities were conducted with difficulties due to the
of group members in crowded groups; the activities could be conducted on different
extracurricular activities times for different groups (TC8).
Conducting different 4 Each teacher candidate had different level of teaching experience.
teacher candidate Because, there were those who were hired as a teacher before. This
training programs for led to waste of time and repetitions. Thus, different programs
new graduates and should be organized for new graduates and experienced candidates
experienced ones who were employed previously in educational institutions (TC10).
Designing a separate 3 In the context of this program, specific groups should be organized
teacher candidate for each field. The advisors and instructors for these groups should
training program for be specialized in the related field. Related participants could also be
each field invited from the overseas. | think this would improve the
productivity (TC6).
Less number of forms 3 We experienced stress since the forms we filled would be
should be filled scrutinized by inspectors. The forms were tiresome and irrelevant.
They prevented us from getting ready for the class. Thus, number of
forms should be reduced and should not be a burden for the
candidates (TC14).
The training should be 2 Since the environmental/cultural characteristics of the schools are
conducted in schools of different, it would be more adequate if the teacher candidate
appointment training would be conducted at our schools of appointment (TC1).
Topic Instruction of the topics 6 Constructivist approach that we are expected to implement
(content) in an applied and active should be used and instructions should include active applications,
method even a practical training could be conducted (TC7).
Brief and core 3 Long, detailed and theoretical instructions were boring. Thus, the
instruction instructions should be brief and limited to essential information
(TC10).
Inclusion of knowledge 2 The topics should include knowledge on student-teacher

on student-teacher
relationship

relationship. This is very important in my opinion (TC9).
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Table 9.
Continiue.
Category Code f Sample Statement
Time The implementation of 6 If the program can be applied simultaneously when we start our
teacher candidate duties as a teacher, it would be possible to implement the topics
training program learned immediately and to discuss the experienced problems, and
simultaneously when it would be more effective (TC3).
the teachers are on duty
Improvement of the 3 Forinstance, summer in-service training seminars should be
program duration abolished and instead, the same training can be provided in two
additional hours after the teachers start their duties weekly (TC4).
Approach Non-oppressive, but 3 Teacher candidates should not be importuned about absenteeism
suggestive behavior and filling the forms in in-service training applications and they
should not be coerced and the activities should be attractive (TC5).
Substitution of the 2 We should be called “new teachers” instead of teacher candidates.
concept “teacher We experienced a great deal of problems about that; we were
candidate” perceived as interns, which was almost the same as being

perceived as a student (TC13).

It was observed that equal number of candidates proposed to design the program separately for
different teaching fields and reduction of the number of forms that needed to be filled by the
candidates. The idea of designing the program separately for each field was based on the belief that the
training provided as such would be more effective and productive. It was stated that the number of
forms that needed to be filled by the candidates should be reduced, because it was tiresome and boring.
Finally, it was suggested that the training should take place in the schools where the teachers were
assigned. This suggestion may be attributed to the fact that schools can have different environmental
and cultural structures and this would ensure that more realistic education would be provided, and thus,
the teachers would easily adapt to their locations of duty.

In the topic (content) category, teacher candidates suggested that the topics should be presented in
an applied and active manner. Furthermore, they emphasized that conventional instruction should be
avoided, and the topics should be instructed with constructive approach. Teacher candidates also
considered that the topics should be instructed in a short and concise manner and should include
information related to student-teacher relationship. They recommended that the instruction should be
short and concise also to prevent boredom and to be effective. Since the teacher candidates suggested
that student-teacher relationship should be included in training topics, it can be deducted that they
believed in the significance of healthy and effective relationships with the students in the instruction
process.

Teacher candidates proposed two recommendations on the issue of time. These were the on-the-job
implementation of the teacher candidate training program and the improvement of time concerns.
Teacher candidates considered that the program would be more effective when it would be
implemented after they started working at the schools where they are appointed because it would allow
them to implement the knowledge they acquired immediately. Concerning the suggestions about the
improvement of the issues about time, the teacher candidates recommended that the summer seminars
should be abolished, instead the training should be provided in two additional hours on weekdays
during their employment. When considered in detail, it can be argued that the applicability of this
recommendation would be possible with a planned approach.

In the approach category, it was observed that the teacher candidates offered two suggestions that
they should not be coerce but motivated and they should not be called teacher candidates. It was
striking that both recommendations affected the teacher candidates on psychological level. It was
determined that the expectations of the teacher candidates were on the psychological dimension, which
is among the basic necessities of individuals but often neglected.
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Findings on the Second Interview

In this section, the views of pre-service teachers on whether the TCTP contributed to their
employment process and whether the training program should be continued were listed based on the
questions posed in the second interview. Furthermore, both interview findings are presented in
comparison. The views of pre-service teachers on whether the TCTP contributed to their profession and
whether the training program should be continued are listed below.

Findings on whether the TCTP contributed to the employment process: Most teacher candidates
replied the first question of the second interview on whether the TCTP contributed to their employment
with a positive response (while certain candidates stated that it partially contributed and one candidate
stated that it did not contribute These categories and codes, frequencies and sample statements are
presented in the table below.

Table 10.

The Contribution of TCTP.

Category Code f Sample statement

Contributed High contribution 7 Instruction, follow up of the course, in-service
training and counselor were quite beneficial (T4).

Partial contribution 3 | benefited from the administrative tasks that the

principal helped in during the program (T4).

Did not contribute  No contribution 1 The training program was not beneficial (T11).

The same question was asked in the second interview in order to determine whether the views of
the pre-service teachers on the contributions of TCTP to their professional performance were changed.
Most teachers stated that it contributed (T1, T3, T5, T6, T7, T8, T10), certain teachers stated that it
partially contributed (T2, T4 and T9), and one teacher stated that it did not contribute (T11).

TC1; emphasized the impact of the advising teacher on the matter: “The fact that we were instructed
under the supervision of the advisor teacher was the reason for the contribution to my experiences. This
contributed to my self-esteem, especially in classroom management. | am currently practice the
methods and techniques | learned from the advisor teacher and | can observe its effects.”

TC8: “Instructing courses, observing the instructions, in-service training processes and advisor
teacher were all very helpful.”

TC4, who was among the candidates stating that TCTP partially contributed to their employment
stated the following:

TC4: “I still benefit from the administrative section of the program, where the principal was of great
assistance. However, | do not think that this process was necessary in general, | think the internship
program at the university was sufficient in this respect.”

Teacher candidate TC11, who stated that the TCTP had no contribution, commented as follows:

TC11: “This training program was not beneficial. We spent most of the time filling the forms. The
specifications about the program remained on paper, if you ask me.”

The common questions included in both interviews demonstrated that the views on the first
interview about the contributions of the program were mostly positive (contributed to experience: f =
11 and affective contributions: f = 5, total: f = 16), and certain teacher candidates (f = 10) had negative
views (see Table 7). In the second interview, the same trend was observed and most teacher candidates
stated that the program contributed to their employment.
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Findings on the views of assigned pre-service teachers on whether the program should be
continued: In the second interview, the views of pre-service teachers on whether the program should be
continued were grouped under the categories of “it should be continued” and “it should not be
continued.” These categories and codes, frequencies and sample statements are presented in the table
below.

Table 11.

The Second Interview On Whether the TCTP should be Continued.

Category Code f Sample statement

Should Should continue with 10  This program should continue, of course, it

continue modifications contributed a lot, but it must also be changed (AO3).
Should not Definitely should not 1 No. The program should not be continued; | do not
continue continue think that the provided training was beneficial in

teaching (AO11).

Majority of teacher candidates stated that the program should be continued (TC1, TC2, TC3, TC4,
TC5, TC6, TC7, TC8, TC9, TC10), while a teacher candidate stated that it should be terminated (TC11).
Furthermore, all teacher candidates, who were in favor of the continuation of the program, argued that
the program should be modified. The teacher candidates who considered that the program should be
continued stated the following:

TC2: “I think that it should continue with some changes. In the course of this program, | find the
things | learned both professionally and culturally very beneficial. However, participation in this training
program should be voluntary. In my opinion, this training should not be obligatory for experienced
candidate teachers who were previously employed.”

TC3: “This program should continue, of course, it contributed a lot, but it must also be changed. For
example, the program should be practice oriented and the number of forms and its duration should be
reduced. Furthermore, the value of the teacher should be established, and efforts should be spent on
the candidates to like their profession.”

TC6: “It may continue, | have no objection, | think it was very useful. However, some improvements
should be made in the program. Unless there are really good advisor teachers, the program would
become inefficient and a waste of time. Instead, the teachers should be appointed at once and on-the-
job training should be provided for professional development.”

TC8: “It should continue and should be improved to be more efficient. Measures should be taken to
prevent systematic problems that we experienced in the program process from happening again.”

TC9: “The program should be continued with changes for the program to be more productive.
Advisors should have equal experience and their negative attitudes towards the teacher candidates
should be prevented.”

The teacher candidate who argued that the program should be terminated stated the following:

TC11: No. The program should not be continued; | do not think that the provided training was
beneficial in teaching. Several topics that were instructed during the undergraduate education were also
included in this program. In terms of practice, our internship was not much different. | just think that it
provided certain administrative and cultural information. There was no need to spend that much time
and effort for this purpose.

The responses to common questions asked in both interviews demonstrated that most teacher
candidates (f = 12) stated that (see Table 8) the program should be continued and two teacher
candidates stated that the program should not be continued in the first interview, and similarly, most
teacher candidates (f = 10) stated that the program should be continued and only one teacher candidate
stated that the program should not be continued in the second interview.
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Discussion and Conclusion

Teacher candidate training programs could be implemented to preventing possible problems in the
teacher training process, to improve the qualification of teacher candidates and with the idea that
certain supplementary training could be beneficial during post-graduate pre-service process. As stated
by Seferoglu (2004), the quality of teachers and the teaching profession is scrutinized frequently in
Turkey and in several other countries. Thus, a need for teacher candidate training program arose in
Turkey recently and the program was initiated in 2016. The first section of the present study, which
aimed to evaluate this new and comprehensive program by attending teacher candidates during the
pre-service and post-service process, includes the objective of the program, its deficiencies,
contributions, sustainability and certain findings and recommendations on possible revisions.

Similar to certain problems that can be experienced in the implementation of every training
program, teacher candidates expressed that certain problems were experienced in this program as well.
As seen in similar studies, the problems concerning the "time" (Altintas & Gérgen, 2017; ilyas, Coskun &
Toklucu, 2017; Ulubey, 2016), "organization" (Soyalp & Kozikoglu, 2016), "forms" (Kiirim Yapicioglu et
al., 2016; ilyas et al., 2017; Ulubey, 2016) and "stakeholders" (Sag et al., 2016; Soyalp & Kozikoglu, 2016;
Ulubey, 2016) were reported in the present study. In the study, it was found that those who assisted the
implementation of the program, such as school administrators and advisor teachers, who were
identified as stakeholders, were not well trained in the field and had no knowledge about the program.
In a study by Soyalp and Kozikoglu's (2016), it was also found that both teacher candidates and advisor
teachers had no knowledge about the program.

It was determined that particularly in-classroom practices and also extracurricular, in-school
(observations) and in-service training activities were appreciated by teacher candidates in the program.
This suggested that there were acclaimed activities in each section of the teacher candidate training
program. In fact, certain other studies also reported that teacher candidates liked in-classroom
applications, in-school (organized by school administration) and extracurricular (organized by Provincial
National Education Directorate) activities/trips and observations to develop themselves in the fields of
classroom management and school administration and preparation for management (Kana & Yasar,
2017; Sarikaya, Samanci & Yilar, 2017; Soyalp & Kozikoglu, 2016; Ulubey, 2016). In a different study
(ilyas et al., 2017), it was found that in-service training activities were appreciated extensively and
contributed to teacher candidates in terms of love/belonging for the profession, educational
regulations, conditions in the province of assignation and to provide information about national and
international education policies and practices. An examination of the present study findings (see Table
3) would demonstrate that the activities favored by the teacher candidates were mostly activities that
required active participation with higher number of senses such as applications, trips, observations and
interviews. With a clearer expression, non-interactive functions such as filling out forms were not among
these acclaimed events. Therefore, it can be argued that interactive and active situations in any training
lead to better participant satisfaction.

The fact that teacher candidates were considered as teacher candidates in the program resulted in
different perceptions by stakeholders and students. Thus, calling them as intern teachers and even as
brother/sister, advisor teachers calling them with their first names made teacher candidates frustrated.
In fact, in a conceptual study on teacher candidates (Kirim Yapicioglu et al., 2016), the distinction
between the concept and intern teacher and teacher concepts was emphasized. In another study
conducted on the same topic (Sarica & Turan Ozpolat, 2016), it was observed that teacher candidates
mostly had negative views about the roles assigned to them in the program. The fact that the concept
was not clearly understood by the stakeholders and the differences between the meaning that the
concept evokes in stakeholders and the candidates could have influenced the content and form of the
communications established with teacher candidates and their roles.
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The topics included in the in-service training program within the teacher candidate training program
were assessed by the teacher candidate under two categories; from the perspectives of the scope and
functionality. Based on the scope, it was often considered that the topics were clear and necessary.
Thus, it can be stated that teacher candidates believed that the training was beneficial and productive.
However, the teacher candidates also stated that "they already knew about the instructed topics ".
Similarly, in a study by Oral & Demir (2016), it was determined that the teacher candidates considered
the process as "giving directions to someone who already knows the way"; thus, suggesting that the
topics were repetitions in the program. Based on functionality, it was emphasized that the individuals
who instructed the program did not possess presentation skills. Teacher candidates also indicated that
the topics were important, but they experienced instructional and comprehension problems due to the
incompetence of the instructors in presentation skills. Thus, it was determined that independent of the
significance of the instructed topics, the inadequacies in their presentation, or in other words, the in
competencies in the presentation skills negatively affected the efficiency of the training. A study by ilyas
et al. (2017) was consistent with these findings. Teacher candidates indicated that the knowledge level,
motivation and preparation and approach of the presenters in in-service training seminars were quite
low.

Teacher candidates stated that there were certain problems in the in-service training program and
they described these problems in terms of timing, approach/attitude and topic dimensions. Teacher
candidates prioritized the time constraint dimension in their views on the teacher candidate training
program in general and in-service training program in particular. In a different study (ilyas et al., 2017),
however, it was determined that the teacher candidates considered the approach of the speakers at the
in-service training seminar particularly positive (68.00%). In the same study, these seminars were
considered insufficient in improving the knowledge of teacher candidates on national education policies
and international educational applications.

On the educational contribution of the program, it was observed that teacher candidates stated that
the training provided experience, however the same number of candidates also stated that listening to
veteran teachers and the educational settings did not have any contribution and some teachers
indicated that the training had affective contributions. On the experience dimension, it was stated that
this training predominantly contributed with respect to the examples provided by veteran teachers. In a
study conducted by ilyas et al. (2017), the majority of the teacher candidates (79.00%) concluded that
they particularly benefited from the "meeting with experience" practice. In a study by Ulubey (2017),
teacher candidates stated that they experienced certain problems in the in-school and extracurricular
activities conducted in this program, and thus, these activities did not contribute to the teaching
profession in their opinion. Similar to the present study, a study by Altintas and Gorgen (2017) also
demonstrated that teacher candidates mentioned that the contributions of the program included
acquisition of new experiences and learning about and taking lessons from certain negative behavior
exhibited by certain veteran teachers.

In the context of the revisions that can be conducted on the teacher candidate training program,
teacher candidates suggested that changes should be made mostly in stakeholders and application,
topic (content), time and approach. About stakeholders, teacher candidates stated that the training
should be conducted with well-equipped advisor teachers and speakers, academics should be involved
in the instructions, and school principals should also be well-equipped about the training program. On
the contrary, in a study by Gokulu (2017), it was concluded that teacher candidates indicated that
advisor teachers should be informed more about the teacher candidate training process.

In terms of implementation, Diskiin (2016), who considered that the measures taken to enforce the
ties of teacher candidates with the regions where they are assigned were unsatisfactory, stated that the
model lacks measures that would increase the teachers' involvement in the region where they are
assigned. Teacher candidates spend their candidacy process in different provinces based on their
preferences instead of the schools they are assigned to and one fifth of the candidates spend the
process in Istanbul, Ankara or izmir. This implementation delays their involvement in the region they will
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work at. Thus, a regulation was enacted by the Ministry of National Education that enforces the
candidates to attend the training in the provinces that they are appointed (MoNE, 2016b). Therefore,
the teachers who were appointed on September 2016 commenced the teacher candidate training
program in the location where they were appointed as they perform their professional duties. Thus, the
problems related to the above mentioned issues in the present study were mostly eliminated.

Among the revisions proposed by teacher candidates for the teacher candidate training program,
applied instruction of the selected topics (content) was also mentioned. In this regard, several studies
reported that practices should be prioritized especially in teacher training (Aras & Sozen, 2012; Ball,
2000; Ball & Bass, 2003; Ball, Sleep, Boerst & Bass, 2009; Baskan, Aydin & Madden, 2006; Forzani, 2014;
Gunver, 2014; Harford & MacRuairc, 2008; Jay & Johnson, 2002; Lampert, 2009; McDonald, Kazemi &
Kavanagh, 2013; Russell, 1997). Furthermore, the "Teacher Strategy Document" prepared by the
Ministry of National Education (MoNE) that includes the action plan for the 2017-2023 period,
emphasizes the significance of practice in teacher education and the necessity of restructuring teacher
training institutions both academically and institutionally and also based on practice to increase their
achievements (MoNE, 2017). Glinver (2014) argued that the theoretical and applied instruction should
be balanced in teacher training and proposed that since the educators have the ability to link theory and
practice while developing teacher training programs, the structure of the programs can be improved in
terms of the connection between theory and practice. Furthermore, Aras and Sézen (2012) emphasized
the significance of practice in teacher training and suggested that teacher candidates do not focus on
applied courses during undergraduate education since they concentrate on PPSE preparations and this
can prevent the achievement of desired goals in applied courses and applied courses should not be
limited to senior years and be provided in all years of the undergraduate education. On temporal
improvements, teacher candidates recommended that the program should be conducted after the
teachers are appointed to their institutions and the duration of the training should be improved. Also, in
a study by Altintas and Gorgen (2017), it was concluded that certain teacher candidates considered this
training process as a waste of time. Also, in the same study, it was observed that the teacher candidate
were frustrated by the use of the teacher candidate title, and stated that "being a teacher candidate is a
term | cannot understand at all and | would like to say that | am not a real, candidate or official teacher
in this process, | am just a teacher". Furthermore, on the approach dimensions, it was suggested that
teacher candidates should be approached motivationally, not by coerce, and the term teacher candidate
should be substituted.

When the teacher candidates were interviewed for the second time (after they were appointed),
most teacher candidates stated that the teacher candidate training program contributed to their
progress. In explaining this, teacher candidates especially emphasized the contributions of advisor
teachers, in-classroom practices (course instruction, course monitoring) and in-service training. Certain
teacher candidates indicated that the principal partially contributed to the training, but in general they
did not considered the process necessary and stated that the internship practice in the university were
sufficient. A teacher, on the other hand, found the training program useless, stating that the majority of
the time was spent filling forms, and the program plan was not reflected in practices or never
implemented. In fact, it was observed that the teacher candidates mostly stated that the program had
contributions in the first interview and a few mentioned that the program had no contribution. The
most obvious difference between the two interviews was that the number of views, which claimed that
the program had no contribution in the first interview was significant, while in the second interview, the
same view was expressed only once. This can be interpreted as the views of teacher candidates on the
contribution of the program were positively influenced by on the job experiences. However, it should be
clearly stated that the teacher candidates considered that the training program contributed to their
development both before and after they started their employment. A training program, which is
believed to contribute as such, could be modified by the Ministry of National Education based on the
requirements and recommendations to develop a more qualified, effective and long-term, applicable
process. The contributions of the teacher candidate training program based on teacher candidate views
were also reported in studies by Altintas & Gorgen, 2017; Gokulu, 2017; Gil, Turkmen & Aksel, 2017;

624



Esen TURAN OZPOLAT, Giilden GURSOY — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 605-652

ilyas et al., 2017; Kana & Yasar, 2017; Kilig, Babayigit & Erkus, 2016; Sarikaya et al., 2017; Ulubey, 2017.
In a study by Tungbilek and Tunay (2017), the expectations of the teacher candidates about the program
were asked and it was observed that their expectations were low. According to the authors, this was
due to fact that the expectations of teacher candidates were asked while they were still in the initial
stages of the program and they had no data to compare with their present situation.

The number of candidates who stated that the program should be terminated was low in both
interviews when compared to the number of candidates who considered that the program should be
continued and the number of those who stated that it should be terminated decreases in the second
interview, and this could be interpreted with two explanations. The first explanation is the fact that the
number of teachers accessed for the second interview were smaller than the first interview and there
might be teachers who were not accessed in the second interview and might think that the program
should be terminated, and the second interpretation can be that one of the teacher candidates might
have changed her or his negative view on the teacher candidate training program during the program.
Most teacher candidates stated that the program should be continued with certain revisions. Certain
recent studies shared the same perspective (Altintas & Gérgen, 2017; ilyas et al., 2017; Kana & Yasar,
2017; Sarikaya, et al., 2017; Ulubey, 2017). In a study by Gokulu (2017), teacher candidates stated that
they experienced certain problems in the process and suggested that the program should be continued
in the following years after these problems are eliminated. Ulubey (2017) also reported that teacher
candidates experienced certain difficulties in the program and their views should be taken into
consideration by relevant institutions and individuals in order to ensure that the program is conducted
in a productive manner. Tuncbilek and Tinay (2017) emphasized that monitoring the success of the
application is important to improve the program as in every application, and therefore it would be good
for the sustainability of the system to receive feedback that could improve the training of next
generation teacher candidates. Thus, the present study can be considered quite significant for the
sustainability and effectiveness of the program in the future.

Limitations of the Study

Focus interviews were conducted to collect data in the study. In the focus interview settings during
the study, it was realized that individuals were uncomfortable about expressing their thoughts on
certain subjects due to the presence of their friends and therefore their responses were not detailed.
The unreliable and non-transparent focus interview environment was one of the limitations of the
study.

In the study, the researchers requested the approval of the Provincial Directorate of National
Education to interview teacher candidates in the neighboring provinces. However, the petition was
rejected on the grounds of State of Emergency. The selection of the sample group only from Adiyaman
province was the limitation of the study.

The study was planned as a longitudinal study. Although the details of the interviewees were
obtained in detail, it was not possible to reach 3 individuals despite all efforts. Failure to reach all
participants in the second interview was another limitation of the study.

Recommendations
Based on the current study findings, the following can be recommended,;

1. Necessary measured should be taken by the Ministry of National Education to eliminate the
problems experienced in the program and to conduct more effective training programs that would
meet its objectives in the future,

2. Inclusion of instructional applications that would ensure active participation of teacher candidates in
the teacher candidate training program,

3. Using different research methods and techniques to ensure data diversity can be recommended for
future studies to obtain more comprehensive data on teacher candidate training programs.
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Tiirkge Siiriim

Girig

Son yillarda, kiiresel diizeyde yasanan ekonomik durgunlugun ulusal ekonomiler Gzerinde yarattig
baski, Ulkelerin politika odaklarini egitim sistemine, 6gretim programina ve Ogrencileri yasama
hazirlayan 6gretmenin roliine gevirmelerine yol agmistir (McMahon, Forde & Dickson, 2013). Diinyada,
dgretmen egitimi konusunda yiiksek diizeyde kaygilar tasinmaktadir (Bauer & Prenzel, 2012). Ogretmen
egitimi, egitim reformunun kalbindedir ve her ulke, nitelikli 6gretmenlerin yetistiriimesinde sirekliligi
saglamak icin 6gretmenler icin bir dizi standartlar ve yeterlik dlgutleri belirleyerek egitim sistemlerini
yeniden diizenleme ¢abasina girmislerdir. ingiltere, Almanya ve Fransa son on yilda nitelikli gretmen
yetistirme adina biyiik reformlar gerceklestirmistir. ingiltere’de Ogretmen Yetistirmenin Onemi (The
Importance of Teachers’ Training); Yeni Nesil Seckin Ogretmenler: Uygulama Plani (Next Generation of
Outstanding Teachers: Implementation Plan); Fransa’da, Okulun Yeniden insasi (La Réfondation de
I'Ecole); ve Almanya’da, Ogretmen Egitimi Standartlari: Egitim (Standards fir die Lehrerbildung:
Bildungswissenschaften) adli reformlar hayata gegirilmistir (Page, 2015). Ozellikle ingiltere, teori ile
uygulamayi siki sikiya baglayan makro reform hareketi baslatmistir (Beauchamp, Clarke, Hulme &
Murray, 2013).

Dunyada yasanan egitim reformlarinin benzer yapilari tlkemizde gergeklesmistir. 1848 yilinda
Dariilmuallimin’in kurulusuyla baslayan 6gretmen yetistirme egitimi, o glinden bu yana cesitli
reformlarla degisikliklere ugramis ve nihayetinde 2006-2007 yilinda Egitim Fakiiltesi Ogretmen
Yetistirme Programi adiyla son seklini almistir (Yiiksekégretim Kurulu (YOK), 2006). Uzun yillar boyunca
O0gretmen egitimi programlarinda farkl yapilandirma ve diizenleme girisimleri olmasina ragmen bu
konuda her zaman sorunlar yasandigi gérilmektedir (Ylcel-Toy, 2015). Tirkiye’de 6gretmen yetistirme
sisteminde teori agirhikh bir egitim politikasinin izlenmesi, Tirkiye’nin 6gretmen yetistirmede uygulama
derslerine daha ¢ok yer veren Finlandiya, Almanya gibi (lkelerin gerisinde kalmasina neden olmaktadir
(Arseven & Yildiz, 2016). Ayrica 6gretmen egitiminde kuram ve uygulama arasinda yasanan kopukluk
o6gretmenlerin nitelikli yetismesinde buyuk bir engel teskil etmektedir (Hammerness, 2006). Bu engelin
asllabilmesi, teori ve uygulama arasinda saglam koprilerin kurulmasi ile mimkiin olabilecektir. Ancak,
tlkemizde 6gretmen yetistirme lisans programlarinda uygulama igeren ders sayilarinin ve saatlerinin
yetersiz olmasi, kuram ve uygulama arasinda saglam bir képriniin kurulmasini 6nlemektedir.

Ogretmen yetistirme lisans programlarinda teorigin pratige déniismesini saglayan “Okul Deneyimi ve
Ogretmenlik Uygulamasi” dersleri kredisi yiiksek olan uygulama derslerinin basinda yer almaktadir.
Ancak yapilan ¢alismalar uygulama temelli bu derslerde bir cok sorunun varligina isaret etmektedir (Ari
& Kiraz, 1999; Bastiirk, 2007; Eraslan, 2008; Gokmen, 2015; Kirksekiz et al., 2015). S6z konusu ¢alismalar,
uygulama temelli derslerde, 0Ogretim elemanlari tarafindan 06grencilere yeterince danismanlik
yapilmamasi, 6gretim elemanlarinin yeterince dénit vermemesi, ders isleme silresinin az olmasindan
dolayr dogru bir ders planlamasinin yapilamamasi, uygulama okulu ve uygulama 6gretmenlerinin
seciminin saghkli olmamasi, diger paydaslarin 6gretmen adayina yeterince rehberlik etmemesi, yapilan
degerlendirmelerin saglikh olmamasi gibi sorunlarla karsilasildigini ortaya koymaktadir. Bu slregte
yasanan sikintilar, 6gretmen adaylarindan istenen uygulamalarin yapilmasina engel olmaktadir. Olumsuz
deneyimlerin ¢ogalmasi meslegi icra etmeye yonelik duyulan heyecani da olumsuz etkileyebilmektedir
(Ontas, Atmaca & Kaya, 2017). Dolayisiyla, bu sikintilarin giderilmesi ve daha donanimli, deneyimli
o6gretmenlerin yetismesi icin mezun olduktan sonra goreve baslayacak 6gretmenlerin aday 6gretmen
yetistirme egitim programina tabi olmalari kaginilmaz olmaktadir.

Aday 6gretmen yetistirme egitimi, 6gretmenlige yeni baslayanlarin mesleklerine iliskin bilgi, beceri ve
tutum kazanmalarinin ve galistiklari kuruma uyum saglamalarinin amaglandigl hizmet 6ncesi 6gretmen
egitiminin devami niteligini tasiyan bir gegis sirecidir (Ozonay, 2004). Balci'ya (2000) gére adaylik
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egitimi, ogretmenlik kariyerinin en kritik ve glgliklerle bas etme donemidir. Solak (1999) ise,
O0gretmenlerin hizmet dncesi egitim eksikliklerini tamamlayan ve onlari meslege hazirlayan ikinci ve daha
onemli bir egitim asamasinin; hig stiphesiz adaylk egitimi ve hizmet ici egitim oldugunu belirtmistir.

Aday 6gretmen yetistirmenin gerekliliginin ortaya ¢ikmasi ile 1995 yilinda “Milli Egitim Bakanhgi Aday
Memurlarin Yetistirilmesine iliskin Yonetmelik” ve “Adaylik Egitimi Genelgesi” hazirlanmis ve yirirliige
konularak aday egitimlerin icerigine iliskin netlik kazandinlmistir. 1995 vyilinda dizenlenen aday
yetistirme programina iliskin yapilan ¢alismalarda (Ekinci, 2010; Kocadag, 2001; Mehmetoglu, 2002;
Ozonay, 2004; Solak, 1999; Yildirm,2010) kdyde ve kasabada 6gretmenlik yapan 6gretmenlerin
merkezde kalan 6gretmenlere gore daha cok sikinti yasadiklari, adaylik egitim programinin meslege
hazirlamada etkili olmadig, aday Ogretmenlerin programin tim 6gretim yili boyunca sirmesini
istemedikleri, 6gretici kadronun dogru secilmedigi, uygulama 6gretmenlerinin kendileri ile yeterince
ilgilenmedikleri ve okul mudirlerinin aday 6gretmenlere yonelik is basinda yetistirmeye iliskin sagladigi
rehberlik desteginin oldukga yetersiz oldugu ortaya ¢ikmustir.

Aday 6gretmen yetistirme programinda yasanan sikintilari giderebilmek ve programi daha giincel
hala getirmek icin 11 yillik bu program 2016 yilinin Mart ayinda degistirilmistir. Program, alti ay boyunca
toplam 474 saat suren sinif igi, okul ici ve okul disi etkinlikler ile hizmet igi egitim etkinlikleri gibi
uygulamalari kapsamaktadir (Milli Egitim Bakanhg (MEB), 2016a). Programin yeni olmasindan dolayi
aday ogretmenlere iliskin etkililiginin saptanmasi, programin igerigindeki eksiklerinin belirlenmesi
acisindan onemlidir. Alanyazinda, yeni programin igerigini ve olumlu ya da olumsuz ydnlerine iliskin
gorusleri inceleyen glincel birtakim c¢alismalar (Altintas & Goérgen, 2016; Cam-Aktas, 2016; Epcacan &
Pesen, 2016; Ergunay & Adigiizel, 2016; Giirsoy & Turan Ozpolat, 2016; llgaz & Vural, 2016; Kirim
Yapicioglu, Oztiirk & Yetim, 2016; Oral & Demir, 2016; Sag, Sahin ve Sezgin, 2016; Sarica & Turan
Ozpolat, 2016; Soyalp & Kozikoglu, 2016; Ulubey, 2016) mevcuttur. Altintas ve Gérgen’in (2016) aday
ogretmen yetistirme sistemini aday Ogretmen gorisleri cercevesinde inceledikleri ¢alismada, aday
ogretmenler programin uygulama agirlikh olusunu olumlu olarak degerlendirirken, atandiklari illerden
farkh bir ilde goreve baslamalarini bolgelerle bag kurmalarini geciktirecek olmasindan dolayr olumsuz
olarak degerlendirmislerdir. Kiirim Yapicioglu ve digerleri (2016) vyaptiklari calismada, aday
o6gretmenlerin bu siireci kolelik, evrak memurlugu, meslege hazirlk sireci ve ¢iraklik donemi olarak farkl
sekillerde tanimladiklarini ortaya cikarmistir. Soyalp ve Kozikoglu (2016), yaptiklari c¢alismanin
sonucunda aday 6gretmenlerin, programi teoride olumlu bulduklari ancak danisman 6gretmenlerin ve
aday Ogretmenlerin program hakkinda yeterli bilgiye sahip olmadiklari icin uygulama asamasinda aday
o6gretmenlerin gesitli sorunlar yasadiklarini ortaya ¢ikarmistir.

Bu calisma kapsaminda aday Ogretmen yetistirme programina iliskin degerlendirmeler, aday
o6gretmenler programa devam etmekte iken ve programin bitmesinden sonraki en yakin zamanda,
goreve yeni baslayan 6gretmenlerden alinmistir. Gorev yerlerine gittikten sonra meslegi ile bas basa
kalan Ogretmenlerin bu programi degerlendirdigi herhangi bir calismaya rastlanmamistir. Aday
6gretmen yetistirme silirecinde edindikleri bilgileri 6gretmenlerin mesleki bilgi ve becerilerine aktarip
aktarmadigi aday Ogretmen yetistirme programinin islevselligine iliskin doniit saglamada etkin bir
anahtar olabilecektir. Dolayisiyla, program siirecini yasayan aday 6gretmenlerin, gérev 6ncesi ve gorev
sonrasi aday Ogretmen vyetistirme programina iliskin gorUslerinin  karsilastirihp  program
degerlendirmesinin yapilmasi da bu anlamda alanyazinda 6nem arz etmektedir. Bu durumdan hareketle
calismada, aday 6gretmenlerin aday 6gretmen yetistirme programina iliskin gorislerinin gorev dncesi ve
sonrasl karsilastirilarak ortaya ¢ikarilmasi amaglanmistir.

Aday 6gretmen yetistirme slirecin her boyutunun degerlendirilmesi iliskin donttlerin ayrintili ve agik
olarak belirlenmesi, Ogretmen Yetistirme ve Gelistirme Genel Miidiirligi’niin, aday dgretmen yetistirme
siirecinde yasanan sikintilari fark etmesini saglayacak ve daha nitelikli 6gretmen vyetistirilebilmesi igin
daha hizli ve saglam adimlar atabilecektir. Ayrica, ¢alismada ortaya c¢ikan temalar, aday 6gretmen
yetistirme silrecine iliskin daha detayl veriler sagladigindan baska calismalara yon verebilecegi
dustnilmektedir.
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Yontem

Arastirma Deseni

Calisma nitel arastirma deseninde betimsel yontem ile tasarlanmis olup veri toplama asamasi
cergevesinde ise boylamsal arastirma sureci izlenmistir. Betimsel yontemde, mevcut durumun oldugu
sekliyle ortaya konulmasi amaglanmaktadir (Altun, 2012). Boylamsal arastirma ise, ayni kisilerden belirli
zaman araliklariyla veri toplama yoluyla gergeklestirilen bir arastirma yontemidir (Aypay, Sever &
Demirhan, 2012). Boylamsal ¢alisma kapsaminda bu calismada, belirlenen amag dogrultusunda, ayni
aday 6gretmenler ile benzer sorular Gizerinden odak grup goriismeleri gerceklestirilmistir. Bu dogrultuda,
gorev Oncesi ve sonrasi aday 6gretmenlerin aday 6gretmen yetistirme 6gretim programinin etkililigine,
devam edip etmemesine iliskin distincelerinin farklilagip farklilasmadigini ortaya koymak igin veriler
yaklasik bir yil kadar siire ile toplanmustir.

Calisma Grubu

Calisma grubunun belirlenmesinde, amagli érneklem kapsamindaki kolay ulasilabilir 6rnekleme ve
maksimum gesitlilik 6rnekleme tekniklerine basvurulmustur. Kolay ulasilabilir 6rnekleme temelinde,
ulasiimasi kolay ve ekonomik olan Adiyaman ili drneklem kapsamina alinmistir.

Maksimum cesitlilik 6rnekleme temelinde galisma; farkli cinsiyet, brans ve yas grubu ile gonallalik
esasina dayali olarak segilen aday 6gretmenler arasindan olusturulmustur. Calismanin ilk veri toplama
asamasinda 2015-2016 6gretim yili subat ayi itibariyle Adiyaman ilinde aday 6gretmen yetistirme egitimi
alan 326 aday 6gretmen arasindan farkli branslardaki 14 aday 6gretmen ile ¢alisiimistir. Calismanin ikinci
veri toplama asamasi ise, ilk veri toplama asamasindan bir yil sonra yine ayni g¢alisma grubundan
ulasilabilen 11 aday o6gretmen ile gerceklestirilmistir. Bu calisma grubuna da benzer dogrultuda
sorulardan olusan gérisme sorulari yoneltilerek ikinci asama verileri toplanmistir. Gériismelere katilan
katilimci bilgileri Tablo 1’de sunulmustur.

Tablo 1.
Gortismelere Ait Katilimc Bilgileri.

1. Goriisme katilima bilgileri 2. Gorisme katilimc bilgileri
Kod Cinsiyet Yas Brang Cinsiyet Yas Brang
AO1 Kadin 23 Sinif 6gretmenligi Kadin 23 Sinif 6gretmenligi
A02  Kadin 24 Okul Oncesi 6gretmenligi Kadin 24 Okul Oncesi 6gretmenligi
AO3 Erkek 30 Tirkce 6gretmenligi Erkek 30 Tirkce 6gretmenligi
A4 Kadin 25 Sosyal Bilgiler 6gretmenligi  Kadin 25 Sosyal Bilgiler 6gretmenligi
AO5  Kadin 22 Okul Oncesi 6gretmenligi Kadin 22 Okul Oncesi 6gretmenligi
AO6 Erkek 26 Matematik 6gretmenligi Erkek 26 Matematik 6gretmenligi
AO7 Erkek 22 Fen Bilgisi 6gretmenligi Erkek 22 Fen Bilgisi 6gretmenligi
A0S Kadin 24 Din Kil. ve A. 6gretmenligi  Kadin 24 Din Kl. ve A. 6gretmenlgi
A9 Kadin 23 Reh. ve Psik. Danismanhk Kadin 23 Reh. ve Psik. Danismanhk
AO10 Erkek 24 Matematik 6gretmenligi Erkek 24 Matematik 6gretmenligi
A011 Kadin 22 Matematik 6gretmenligi Kadin 22 Matematik 6gretmenligi
A012 Kadin 27  Okul Oncesi 6gretmenligi
AO13  Erkek 24 Din Kiil. ve A. 6gretmenligi
AO14  Erkek 22 Okul Oncesi 6gretmenligi

Veri Toplama Araglari

Calismanin birinci ve ikinci asamasinda g¢alisma gruplari ile odak grup goériismeleri gerceklestirilmistir.
Odak grup goérismeleri, uygulamali alanlarda yapilan degerlendirmelerde (McBrien, Felizardo, Orr &
Raymond, 2008), egitim arastirmalarinda (Barbour & Kitzinger, 2001; Byers & Wilcox, 1988; Gibbs, 1997;
Gizir, 2007) ve egitimsel malzemelerin gelistiriimesinde (McBrien, Felizardo, Orr & Raymond, 2008)
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siklikla kullanilmaktadir (Akt: Cokluk, Yilmaz & Oguz, 2011). Aday 6gretmen yetistirme programinin da,
uygulamal bir egitim siireci degerlendirme amacinda olmasindan dolayi nitel arastirma tekniklerinden
kullanilan odak grup goériisme tekniginin bu arastirma igin en uygun teknik olduguna karar verilmistir.
Ayrica odak grup gorismelerinin grup ici etkilesimden kaynakl farkh ve yeni fikirlerin ortaya gikarmasi
ozelliginin, calismaya daha cok veri cesitliligi saglayabilecegi distintlmustar.

Bu calismada benzer dogrultudaki sorulardan olusan iki farkli gériisme formu kullanilmistir. ilk veri
toplama siirecinde kullanilan gériisme formu, 8 sorudan olusmaktadir. ikinci veri toplama siirecinde
kullanilan goriisme formu ise 2 sorudan olusmaktadir. Sorular belirlenirken sorularin ¢galismanin amacina
uygun olmasi amaciyla agik, anlagilir olmasi saglanmis ve bunun igin de ayrica sonda sorular
gelistirilmistir. Egitim programlari ve 6gretim alaninda uzman bir akademisyenden sorulari degerlendirip
dénut vermesi istenmistir. Uzman kisiden, soru sayisinin azaltilmasina iliskin, benzer veri elde
edebilecegimiz iki sorunun birlestirilip tek bir soru altinda toplanmasi gerekliligine iliskin ve odak
gorismelerde daha ¢ok yardimci olmasi adina soru gruplari olusturmamiza iliskin éneriler alinmistir. Bu
donitler sonucunda sorular kapsam ve amag yoninde sekillendirilip son haline getirilmistir. Arastirma
sorularinin islevselligini 6lcebilmek amaciyla ise katilimcilar disindaki 4 aday 6gretmen Uzerinde pilot
¢alisma yapilmistir. Bu galisma sonucunda, sorularin net ve anlasilir olup olmadigini, verilen cevaplarin
sorulan sorularin cevaplarini yansitip yansitmadigini  belirlemek amaciyla ayni alan uzmani ile
arastirmacilar, pilot uygulama sonuglarini incelemis ve sorularin son sekli verilmistir. Formda yer alan
sorular ekte verilmistir.

Veri Toplama Siireci

Her iki gorismede c¢alisma gruplari ile odak grup gorismeleri gergeklestirilmistir. Goriisme formunda
yer alan sorular dogrultusunda gerceklesen odak grup gorismeleri, iki arastirmacinin yonetiminde her
goriisme igin iki esit grup seklinde ve es zamanli olarak gergeklesmistir. Gortismeler, ilk gériisme icin 120
dakika ve ikinci gérisme icin 80 dakika olmak tizere yaklasik 3.5 saat sirmdstir. Yapilan bu gériismeler
ses kayit cihazi ile kayit altina alinmistir. Gorlisme siirecinde katiimcilara iliskin yas, brans ve cinsiyet gibi
kisisel bilgiler de arastirmacilar tarafindan ayrica not edilmistir. Calismanin veri toplama siireci 2016-
2017 oOgretim yili 6ncesindeki yaz doneminde (Haziran ayi) baslamis olup 2017-2018 6g8retim vyili
oncesindeki yaz doneminde (Haziran ay1) sonuclanmistir.

Verilerin Analizi

Birinci ve ikinci gorlismede elde edilen nitel verilerin analizinde, tiimevarimsal bir yaklasim
izlenmistir. Bu cercevede, Strauss ve Corbin (1990) tarafindan ortaya konulan kodlama teknigi
kullanilmigtir. Bu kodlama tekniginde arastirmaci, kodlama sirecine verilerin kavramlastiriimasi ile
baslar. Bu siirecin sonunda arastirmaci olduk¢a fazla miktarda kavram elde etmis olur. Bu kavramlarin
sayisini azaltarak daha anlasilir hale getirmek icin, arastirmaci birbiri ile iliskili kavramlari gruplandirmak
suretiyle cesitli kategoriler (temalar) kesfeder. Kavramsallastirma asamasinda oldugu gibi kategorilere de
isimler verilir. Ancak kategorilere verilen isimler kavramlara verilen isimlerden daha soyut diizeyde kalir.

Calismada, bu yaklasimin asamalari izlenmistir. Oncelikle, kaydedilen sesli veriler yaziya dékilmistir.
Elde edilen bu ham veriler arastirmacilar tarafindan ayri ayri kodlanmis ve kodlarin gruplandiriimasi ile
kategorilestirilmistir. Her bir genel olarak kategoriyi temsil eden bir dogrudan alintiya da yer verilerek
veriler tablolastiriimistir. Arastirmacilar tarafindan ayri ayri yapilan kod-kategori teknigi icin “géris
ayrihgl” ve “goris birligi” teknigi kullanilmistir. Verilerin tablolastirilmasi izerine ortaya ¢ikan durum,
arastirmacilar tarafindan yorumlanmistir.

Gegerlik ve Glivenirlik

Toplanan verilerin ayrintil bir sekilde rapor edilmesi ve arastirmacinin sonuglara nasil ulastiginin
actklamasi nitel bir arastirmada gecerligin 6nemli dl¢iitleri arasinda yer almaktadir (Yildirim, 2010: 81).
Bu nedenle ¢alismada i¢ gegerligin (inandiricilik) saglanmasi amaciyla arastirma verilerinin ve arastirma
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sorularinin nitel arastirma alaninda uzman olan iki 6gretim Uyesinin teyidi alinarak arastirmada yer
almasi saglanmistir. Bu yolla, soru maddelerinin i¢ gecerligi saptanmustir. i¢ gecerligin saglanmasi icin
ayrica elde edilen verilere iliskin katihmcilara, arastirmacilarin yorumlari (gorusleri) ile kendi
yorumlarinin tutarh olup olmadigi sorularak bu konuda katihmci teyidi alinmis ve veriler bu sekilde rapor
edilebilmistir. Gériismelerin yiz yiize yapilmis olmasi da arastirmada gegerliginin saglanmasina yardimci
bir husustur. Sonug olarak katilimcilarin belirlenmesi, verilerin toplanmasi ve analizi slireci agik ve net bir
sekilde agiklanmustir.

Dis gecerligin (aktarilabilirligin) saglanmasi amaciyla ¢alismada oOrneklem segiminin zenginligi,
arastirma sorularinin ilgili konuyla tutarliligi gibi durumlara dikkat edilmistir. Bu bakimdan da katihmcilar
belirlenirken amagli 6rnekleme dayali maksimum cesitlilik 6rneklem tekniginden vyararlaniimistir.
Arastirma gecerliliginin saglanmasi amaciyla ayrica veri toplama siresinin odak grup ¢alismasinin
gerektirdigi ideal uzunlukta olmasina da 6zen gosterilmistir.

Guvenirligin (tutarhlik) saglanmasi amaciyla ise katilimcilardan elde edilen veriler, arastirmacilar
tarafindan ayri ayri incelenmis ve “goris birligi” ile “goris ayrihigl”” olan durumlar tartisilarak gerekli
diizenlemeler yapilmistir. Arastirmanin glivenilirlik hesaplamasi igin ilk gorismedeki verilere iliskin Miles
ve Huberman’a (1994, p.64) ait «Guvenirlik = Goris Birligi / (Gorus Birligi + Gortus Ayrihgl) X 100»
guvenirlik formilu kullaniimistir. Yapilan hesaplama sonucunda arastirmanin giivenirligi ilk soru igin
%84.00, ikinci soru igin %76.00, Uglincu soru igin %83.00, dordiincu soru igin %92.00, besinci soru igin
%89.00, altinci soru igin %96.00, yedinci soru igin %82.00 ve sekizinci soru i¢cin %78.00 olmak Uzere
ortalama %86.00 cikmistir. Elde edilen sonucun, Miles ve Huberman’in (1994) bu hesaplama igin
o6nermis olduklari sonucun (%70.00) lzerinde olmasi sebebiyle, arastirma verilerinin giivenilir oldugu
kabul edilmistir. Sonug olarak katiimcilarin belirlenmesi, verilerin toplanmasi ve analizi siireci agik ve net
bir sekilde agiklanmistir. Gorusmelerin yiz yuze vyapilmis olmasi da arastirmada guvenirliginin
saglanmasina yardimci bir husustur. Sonug olarak katilimcilarin belirlenmesi, verilerin toplanmasi ve
analizi suireci agik ve net bir sekilde agiklanmistir.

Bulgular ve Yorum

ilk Goriismeye iliskin Bulgular

Bu boélimde aday 6gretmenlerin ilk gorlisme kapsaminda yoneltilen arastirma sorulari dogrultusunda
Aday Ogretmen Yetistirme Programi’na (AOYP) iliskin gesitli gdriisleri sirasiyla yer almaktadir.

AOGYP’de yasanilan sorunlara iliskin bulgular: AOYP’de vyasadiklari sorunlara iliskin aday
o6gretmenlerin gorusleri sirasiyla zaman, organizasyon, formlar ve paydaslar olmak tizere dort kategoride
toplanmistir. Bu kategoriler ve kodlar, frekans ve érnek cimleler ile birlikte Tablo 2’de verilmistir.

Zaman kategorisinde; aday 6gretmenlerin bazi etkinliklere gereginden fazla zaman ayrildigini ve bazi
etkinlikler icin ise zamanin yetersiz kaldigini belirttikleri gériilmektedir. Ozellikle bu egitim kapsaminda,
okul disi etkinliklere ayrilan siirenin fazla oldugu, okul idaresinin programla ilgili kendilerine diisen
etkinliklere zaman ayiramadiklari, okul ici faaliyetlerden bazilari icin ayrilan sirenin fazla oldugunu
belirtmislerdir.

Organizasyon kategorisinde; aday 6gretmenler en ¢ok okul disi etkinlikler kapsaminda planlanan
gezilerin, organizasyon bakimindan eksik olusundan dolayr sorun yasadiklarini belirtmislerdir. Ayrica,
aday Ogretmenler, siniflarda yer alan teknolojik alt yapiya iliskin bilgi eksikliklerinin soruna sebep
oldugunu ve TEOG sinavina hazirlanan Ogrencilerle aniden karsilasmalarinin kendilerini sikintiya
soktugunu belirtmislerdir.

Formlar kategorisinde, en fazla vurgulanan sorun form doldurma isleminin sikici olduguna iliskindir.
Aday 6gretmenler, ayrica form doldurma islemleriyle ugrasmanin programin ders izleme, ders isleme
gibi diger 6nemli etkinliklere odaklanmada engel teskil ettigini ve formlarin sayica ¢ok fazla oldugunu
dile getirmislerdir.
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Tablo 2.

AGYP’de Yasanilan Sorunlar.

Kategori Kod f Ornek Ciimle

Zamanla ilgili Okul disi etkinlikler 8 Okul disi etkinliklere cok fazla zaman ayrildi (AO5).

sorunlar Okul idaresinin bu 5 Kalabalik bir okul olmasi nedeniyle okul idaresi
program surecine zaman bizlere gerekli zaman ayiramadi (AO8).
aylrmamasi
Okul igi etkinlikler 4  Okul igi etkinlikler gergevesinde kantin denetleme

vs. etkinliklere fazla zaman ayinilmisti (AQ6).
Organizasyonla  Okul disi etkinliklerin 9  Okul disi etkinlikler i¢in nitelikli bir planlama
ilgili sorunlar organizasyon eksikligi yapiimamisti. Ornegin kurumlari gezerken kalabalik

olmamiz sebebiyle bir yere sigamadik ve cogumuz
anlatilanlari isitemedik bile (AO1).

TEOG surecindeki 3 8. sinifta TEOG sonrasi donemde ders isledigim icin
siniflarda ogrencilerde derse adapte olma sorunu vardi.
gorevlendirilme Bundan dolayi sinif ydnetiminde de sikinti yasadim
(AO12).
Fatih projesine iliskin 2 Akilli tahtalari kullanmayi ne biz ne de 6gretmenler
bilgisizlik bilmiyorduk, bu da akilli tahtalarla yapilabilecek
pek cok etkinligi yapamamamiz anlamina geliyor
(AO5).
Formlarla ilgili Form doldurmanin 7 Formlari doldurma iglemleri sikictydi ve bizi bu
sorunlar sikicihg konuda geg bilgilendirdiler (AQ7).
Form doldurmanin 4  Form doldurmak sebebiyle program siirecine ve
slreci verimsizlestirmesi ozellikle ders isleme etkinliklerine odaklanamadik.
Siireg verimsizlesti (AO10).
Formlarin gok sayida 2 Cok fazla form doldurduk, bu kadari gerekli miydi
olmasi bilemedim (A014).
Paydaslara Sorumlu kisilerin 5 Gerek 6gretim gerek idare anlaminda bizlerden
iliskin sorunlar alaninda iyi yetismemesi sorumlu olan gorevliler, alanlarinda iyi yetismis
yetkin kisilerden secilmemisti (AQ7).
AOYP’vye iliskin bilgi 4 lgili olan hic kimse bu egitim programina iliskin
sahibi olunmamasi yeterli bilgiye sahip degildi (AO3).
Danigsman 6gretmenin 4 Danismanimin dersini izlerken, onun pek de verimli
verimsiz olmasi olduguna inanmadim (AQ1).

Son olarak paydaslar kategorisinde aday 6gretmenler, bu program siirecinde kendileriyle ilgilenmesi
gereken yonetsel ve 6gretimsel tiim yetkililerin, alanlarinda donanimli olmadiklarini, bu programa iliskin
yeterli bilgi sahibi olmadiklarini ve 6zellikle danisman 6gretmenleri izlerken onlardan pek fazla verim
alamadiklarini belirtmislerdir. Aday 6gretmenlerin bu inanci, onlarin programa timiyle glivenmelerini
ve programi yeterli kabul etmelerini engelleyebilecek 6nemli bir durumun gostergesi seklinde
yorumlanabilir.

AOBYP’de begenilen etkinliklere iliskin bulgular: AOYP'de vyer alan etkinliklerden hangisini
begendiklerine iliskin aday 6gretmenlerin gorisleri sirasiyla sinif ici uygulamalar, okul disi etkinlikler,
okul igi etkinlikler (gozlemler) ve hizmet i¢i egitim olmak Uzere dort kategoride toplanmistir. Bu
kategoriler ve kodlar, frekans ve 6rnek ciimleler ile birlikte asagidaki tabloda verilmistir.

Sinif i¢i uygulamalar kategorisinde aday 6gretmenler, hem ders izleme hem de ders isleme
etkinliklerinin kendilerine fayda sagladigini, ozellikle ders islemenin ise onlara deneyim kazanma
bakimindan faydal oldugunu diisinmektedirler. Bu durum aday o6gretmenlerin programin sinif ici
uygulamalar etkinliginden olduk¢a memnun oldugunu gostermektedir.
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Tablo 3.
AGYP’de Bedenilen Etkinlikler.
Kategori Kod f Ornek Ciimle
Sinif ici Ders izleme 11 Ders izleme oldukga faydali oldu (AQ4).
uygulamalar Ders isleme 10 Ders isleme iyi bir deneyim sagladi (AO5).
Okul disi Gezi 8 llin yoresel ve kiiltiirel ydnlerini 6grenmek, kurumlari
etkinlikler tanimak bakimindan geziler faydalydi (AQ9).
Belediye baskani ziyareti 2 Belediye baskanini ziyaret edip ili farkli yonleriyle
tanimak ¢ok verimli oldu (AQ8).
Okul igi Okul yonetimini tanimak 5 Maudir, midir yardimcilari, idari isleyisler, okul
etkinlikler amagli yerleskesi vs. hakkinda bilgi saglanmasi faydali oldu
(gdzlemler) (AO1).
Okul yerleskesini tanima 3 Okulu, kantini, sahip oldugu fiziksel ve donanimsal
amacli durumu inceleme tanima firsati bulduk (AO8).
Biro hizmetlerini tanima 2 Okulda faydalanilabilecek biiro hizmetleri hakkinda
bilgilendirilmemiz agisindan okul ici etkinlikler faydali
oldu (AO4).
Hizmet igi Emekli 6gretmenlerle 2 Emekli 6gretmenlerle goriisme, onlarin yillarca
egitim gorisme biriktirmis olduklari tecriibelerden
faydalanabilmemiz agisindan verimliydi (AO11).
Yilin 6gretmeniyle 1 Yilin 6gretmeniyle gorismek bizim icin verimli oldu
gorisme diye diisiiniiyorum (AO4).
Kisisel gelisim uzmani ile 1 Kisisel gelisim uzmani ile gériisme hem faydali hem
goriisme eglenceliydi (AO9).

Okul disi etkinlikler kategorisinde aday 6gretmenler, geziler ile belediye bagkani ziyaretlerini faydali
olarak belirtmis ve bu konuda en fazla gezilerin faydasini dile getirmislerdir. Aday 6gretmenlerin ¢ogu,
bu gezilerin ili tanimak ve dolayisiyla da ildeki ilgili kurumlarin isleyisini anlamak bakimindan faydali
oldugunu belirtmislerdir. Aday 6gretmenlerce sahip olunan bu ortak fikrin, hem bilgi edinme hem de
ortam degisikligi isteginden kaynaklanmis olabilecegi dustnilebilir. Zira aday 6gretmenler tarafindan
ayrica -program kapsamindaki hizmet ici egitim siirecini kastederek- slirecteki ortamin kalabalik, kapali
ve sirekli ayni ortamda gergeklestirildigi (bkz. Tablo 7) ifade edilmistir.

Okul igi etkinlikler (g6zlemler) kategorisinde aday 6gretmenler, okulu idari, cevresel, donanimsal ve
islevsel olarak tanimak anlaminda yapilan bu gozlemlerin, kendilerine bilgi ve tecriibe bakimindan fayda
sagladigini diisinmektedirler. Bu durum aday 6gretmenlerin daha onceki lisans egitimleri kapsaminda
gerceklesen staj ve okul deneyimi uygulamalarinda, bu tiir tecriibeleri hi¢c yasamamis ya da kismen
yasamis olduklarini da isaret ediyor olabilir.

Hizmet ici egitim kategorisinde ise aday Ogretmenler, tecribeli ve uzman kisilerle goriisme
saglanmasini verimli ve eglenceli bulmaktadirlar. Bu bakimdan bu arastirmada aday 6gretmenlerin,
alanlarinda yetkin, donanimli ve gergek kisilerle bir arada olmanin sagladigi gliven hissi ile programi
degerlendirdikleri de dislinilebilir.

AOBYP’de “aday 6gretmen” olarak adlandiriimaya iliskin bulgular: AOYP’de “aday égretmen” olarak
adlandirimalari ile ilgili Ogrencilerin ve oOgretmenlerin kendilerine yonelik tavirlarini  nasil
degerlendirdiklerine iliskin aday 6gretmenlerin gorusleri, sirasiyla kavramin anlasilmamasi ve kavramin
anlasiimasi olmak Uzere iki kategoride toplanmistir. Bu kategoriler ve kodlar, frekans ve 6rnek climleler
ile birlikte asagidaki tabloda verilmistir.

Kavramin anlasilmamasi kategorisinde aday ogretmenler bazi midir, danisman Ogretmen ve
ogrenciler tarafindan bu kavramin anlasiimadigl ve dolayisiyla bu durumun onlarin kendilerine yénelik
hitap, tutum ya da davranislarina yansidigini ifade etmektedirler. Belirttikleri ifadeler dogrultusunda
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ayrica, bu durumun siirecte kendilerini yordugu ve Gzdugi de anlasilmaktadir. Kavramin anlasilmamasi
konusunda, mudir ve danisman 6gretmenlerin yani sira bu egitim programini hazirlayan yetkililerin de
bu konuda ayni sorumlulugu paylasiyor olmalari duginilebilir. Zira aday O6gretmenlerin gorigsleri
dogrultusunda, mudir ve danisman 6gretmenlerin bu egitim programinin amaci, felsefesi ve 6zellikle bu
program kapsaminda aday o6gretmenlerin konumu gibi 6nemli konularda bilgilendirilmesi konusu g6z
ardi edilmis ve dogrudan egitimlere baslanilmis olabildigi de anlasiimaktadir.

Tablo 4.
AOYP’de “Aday Ogretmen” Olarak Adlandiriima.
Kategori Kod f Ornek Ciimle
Kavramin Stajyer 6gretmen olarak 6 Ogrenciler aday 6gretmen oldugumuz icin bizi pek
anlasilmamasi  algilanma dinlemediler. Stajyer 6gretmen gibi gorddler, siz de
bizler gibi 6grencisiniz diyorlardi. Bu da bizi siregte
yordu (AO6).
Cogu kez abla/abi 6 Bize 6grenciler pek ¢ok kez abi/abla diyordu. Midiir
denilmesi ise 6grencilere bu konuda bir agiklama yapma geregi
gdrmiyordu (AO1).
Okul madaranan dahi 5 Midir gelmeden 6nce bizi giiya 6grencilere tanitmis;
aday 6gretmenin stajyer 6gretmen diye bahsetmis, anlasilan midir bile
anlamini bilmemesi aday 6gretmenin ne oldugunu hala anlayamamisti
(AO13).
Danigman 6gretmenin 4 Danisman 6gretmen bana “hocam” demiyor, ismim ile
isimle hitap etmesi hitap ediyordu. Bu da beni rencide ediyordu (AO5).
Kavramin Danisman 6gretmenin 5 Danigsman 6gretmen, biz sinifa girmeden 6nce
anlasiimasi bu konuda ¢ok yardimci ogrencilere bizim de onlarin bir 6gretmeni
olmasi oldugumuzu belirtmisti (AO1).
Mdidirin bu konuda 2 Muddar bizi 6gretmen olarak tanitip destekledigi icin
yardimci olmasi dgretmen olarak algilandik (A014).

Kavramin anlasiimasi kategorisinde bir kisim aday 6gretmen, hem danisman 6gretmenlerin hem de
mudurlerin onlarin birer 6gretmen olarak algilanmalari hususunda yardimci olduklarini ve bu durumun
siirecte onlari destekleyici bir etken oldugunu agiklamislardir. O halde tiim bu ifadelerden anlasiliyor ki
aday oOgretmenler tarafindan, bu program kapsaminda goérevlendirilen midir ve danisman
ogretmenlerin, aday Ogretmenlere birer 6gretmen olarak yaklasmalari ve bu sekilde Ogrenci ve
o6gretmenlere yansitmalari, bunun icin ise bu konuda detayli bir 6n bilgi sahibi olmalari beklenmektedir.

AOBYP kapsamindaki hizmet ici egitim programinda yer alan konulara iliskin bulgular: AOYP
kapsamindaki hizmet ici egitim programinda yer alan konular hakkinda ne dislindiklerine iliskin aday
o6gretmenlerin gorusleri, sirasiyla kapsam bakimindan ve isleyis bakimindan olmak lizere iki kategoride
toplanmistir. Bu kategoriler ve kodlar, frekans ve 6rnek ciimleler ile birlikte asagidaki tabloda verilmistir.

Kapsam bakimindan kategorisinde; aday 6gretmenlerin ¢ogu hizmet ici egitim programinda yer alan
konulari agiklayici ve gerekli olarak gormekte iken, bir kisim 6gretmen ise konulari zaten bildiklerini ileri
siirmektedir. Bunun yani sira konularin igerigi bakimindan bir takim eksikliklerin ve degisikliklerin
gerektigine yonelik ifadelerde bulunulmustur. Ornegin; konular arasinda 8gretmen-6grenci iliskisinin ele
alinmamasi bir eksiklik olarak belirtilmistir. Dolayisiyla bu durum egitim programi kapsaminda 6nemli bir
konunun g6z ardi edildigini gostermektedir. Ayrica aday o6gretmenler iletisim dersinde yer alan
sunumlarda Ingilizce degil de Tiirkce videolara yer verilmesi gerektigini dile getirmistir. Ozellikle iletisim
dersinde bu tiirden iletisim engellerinin var olmasi ve dolayisiyla etkin bir iletisimin saglanamamasi
oldukga ilging bir durum olarak degerlendirilebilir.
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Tablo 5.
AGYP’deki Hizmet ici E§itim Programinda Yer Alan Konular.
Kategori Kod f Ornek Ciimle
Kapsam Konular aciklayici ve gerekli 8 Konular gayet agiklayici ve gerekliydi. Ben bayagi
bakimindan olmasi faydasini gérdiim (AOQ2).
Bilinen konular olmasi 4 Konular Kamu Personeli Segme Sinavi'na (KPSS)

hazirlik nedeniyle bildigimiz konulardi. Ben
faydasini gérmedim (AO3).
Konularin kapsaminin eksik 3 Konular eksikti. Mesela 6gretmen-o6grenci

olmasi iletisimine dair konular yoktu (A09).
iletisim dersinde ingilizce 1 Bence iletisim dersinde ingilizce videolar
videolarin bulunmasi izletilecegine bunun yerine animasyon da olsa
Tiirkge videolar izletilmeliydi (AO3).
isleyis Anlatanlarin sunum 5 Konular 6nemliydi. Fakat anlatan kisiler sunumda
bakimindan yetenegine sahip olmamasi pek iyi degildi, bu nedenle konularin aktariminda
sorun yasandi (AO7).
isleyis bakimindan verimli 3 Konuyu anlatan hocalarin konuya hakim olmasi
olmasi konularin isleyis bakimindan oldukca verimli
olmasini sagladi (AO13).
Anlatim surecinde aktif 3 Konular kagit Gizerinde verimli gérinse de hizmet
katilimin saglanmamasi ici program siirecine aday 6gretmenler aktif olarak
nedeniyle konularin verimsiz dahil edilmedigi icin, konularin pek de verimli
olusu oldugunu disiinmiiyorum (A010).
Anlatimlarin alan 2 Konular iyi se¢ilmisti ama bence alan uzmanlari
uzmanlariyla olan Universite hocalarindan ve mevzuat i¢in de
desteklenmemesi MEB yetkililerinden yardim alinmaliydi (AO4).
Anlatimlarin gorsellerle 1 Konu anlatimlari gorsellerle desteklenmedigi igin
desteklenmemesi verimli olmadi (AO1).

isleyis bakimindan kategorisinde aday égretmenlerin 6nemli bir kismi, anlatim yapan kisilerin sunum
yetenegine sahip olmadigini, alanlarinda uzman olmadiklarini ve kendilerinin aktif degil de pasif dinleyici
olmalarina neden olduklarini, bu nedenle de sunumlarin verimli olamadigini belirtmektedir. Diger
yandan aday 6gretmenlerin daha az bir kismi ise, konuyu anlatan egitimcilerin konuya hakim oldugu
dislincesiyle konulari isleyis bakimindan verimli bulmustur.

AOYP’deki hizmet i¢i editimin sorunlarina iliskin bulgular: AOYP’deki hizmet ici egitim siiresince
yasadiklari sorunlara iliskin aday 6gretmenlerin gorusleri sirasiyla zamanlama, yaklasim/tutum ve konu
olmak Uzere (g kategoride toplanmistir. Bu kategoriler ve kodlar, frekans ve 6rnek ciimleler ile birlikte
asagidaki tabloda verilmistir.

Aday 6gretmenler hizmet ici egitim sliresinde yasadiklari sorunlara iliskin zamanlama kategorisinde,
program siirecinin uzun olusu sebebiyle yasadiklari sikintidan ve egitimin hemen sonrasinda baslayacak
olan oOgretmenlik slrecinde 6gretime hazirlik yapmaya odaklanamamadan bahsetmektedirler. Bu
disilincelere gbre program sirecinin zaman bakimindan iyi planlanamamis oldugu séylenebilir. Ayrica
akademik yil 6ncesi bir donem olmasi sebebiyle aday 6gretmenlerin belirttigi gibi hazirlik, motivasyon ve
enerji bakimindan gerekli olan siirenin saglanamadigi ve 6gretim dénemine yorgun bir sekilde girdikleri
de anlasilmaktadir.

Yaklasim/tutum kategorisinde aday 6gretmenler devamsizlik konusunda yetkililer tarafindan gok siki
tutulduklarini ve oyle ki bu durumun baski boyutuna vardigini belirtmektedirler. Ayrica sunum yapan
kisilerin sunumlarinda hedef kitleyle empati kuramadiklarini, dolayisiyla etkilesimli bir iletisim
saglayamadiklarini ve bu yaklasimin, onlari pasif durumda biraktigini ifade etmektedirler. Kisilerin hangi
ortamda olursa olsun herhangi bir olumusuz duruma magruz kalmasi kabul edilemezken, bunun egitim
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amaciyla bulusulan bir ortamda gergeklesiyor olmasi ve Ozellikle de gelecegin bireylerini yetistirecek
olan kisilere yénelik olmasi da oldukga 6nemli ve olumsuz bir durumdur. Ozellikle son zamanlarda tiim
diinyada yaygin bir sekilde ogretimin etkili olmasi adina 6grenenlerin aktif katiiminin saglanmasi
gerektigi dliislincesi esas alinmakta iken, boyle dnemli bir program siirecinde 6grenenlerin pasif durumda
birakilmasinin kabul edilebilir olmadigi séylenebilir.

Tablo 6.
AOYP kapsamindaki Hizmet i¢i EGitimin Sorunlari.
Kategori Kod f Ornek Ciimle
Zamanlama  Program sirecinin uzun 6 Sireg uzundu, cok sikildik (AOS).
olusunun sikinti yaratmasi
Ogretmenlik dénemi icin 2 Ogretmenlik ddnemine hazirlik amaciyla gerekli
hazirlik yapilamamasi ders konularina odaklanamadik, vakit de bulamadik
(AO3).
Yaklagim/ Devamsizlik hakkinda baskici 3 Devamsizlik konusunda bu kadar ince elenip sik
Tutum davranilmasi dokunulmamali. Bizler 6grencileri génullu bir

sekilde derse devamlarini saglamayi dusiiniirken,
onlar ise bizlere “gelmezseniz hakkinizda
sorusturma agilacaktir” diyorlar (AO5).

Konusmacilarin iletisim ve 2 Konusmacilar bize yonelik iletisim ve empatik
empatik yaklasim konusunda yaklasim konusunda iyi degildi. Bizi pasif birer
iyi olmamasi dinleyici haline getirdiler (AQ9).

Konu Konularin teorik olmasi 2 Konularin teorik olarak sunulmasi bizler agisindan
sebebiyle ilgi ¢ekici olmamasi ilgi cekici olmamasina sebep oldu (AQ7).
Konularin pratik bilgilere, 1 Konular hep tecriibelere ve pratik bilgilere dayali
tecriibelere dayali olmasi, olarak anlatildi. Aslinda daha ¢ok teorik bilgiler
teorik olmamasi halinde sunulsaydi daha etkili olabilirdi (AO4).

Konu kategorisinde aday 6gretmenlerin ifadeleri zit yondeki iki gortis halindedir. Konularin teorik
oldugu ve ilgi cekici olmadigl yoniindeki gorislerin yani sira, konularin teorik olmadigi ve konu olarak
daha ¢ok tecriibelere yer verildigi ifade edilmistir. Tim bu disiinceler dogrultusunda, programda yer
alan konularin hem teorik hem de tecriibelere, 6rneklere dayali olarak sunuldugu dusunulebilir. Bu
durum aslinda anlatimlarin etkililigi bakimindan olmasi gereken ve istenen bir durumdur. Bu dogrultuda
arastirmada, bir kisim aday 6gretmenin ifadelerine gére, konularin teorik olmasi sebebiyle ilgi ¢ekici
olamadigi ve bu nedenle de teorik agirlikh olmasindan memnun olmadiklari goériliirken, bir aday
6gretmenin ise tim bu ifadelerin aksine konularin, tecriibelere dayali sunumlarindan memnun olmayip
teorik bilgilerle dolu olmasini istedikleri goriilmektedir.

AOBYP’deki egditimin katkisina iliskin bulgular: AOYP'deki egitimin kendilerine nasil bir katkisi
olduguna iliskin aday 6gretmenlerin gorisleri sirasiyla tecriibe saglama, katkisi olmamasi ve duyussal
katki saglama olmak Uzere li¢ kategoride toplanmistir. Bu kategoriler ve kodlar, frekans ve o6rnek
climleler ile birlikte asagidaki tabloda verilmistir.

Tecriibe kazanma kategorisinde aday 6gretmenler egitim siliresince nasil bir 6gretmen olunmasi ve
olunmamasi yoniinde bir takim fikirler elde ettiklerini ve tecriibe kazandiklarini belirtmektedir. Ayrica bir
kisim aday 6gretmenin, bu egitimin yeni mezun olan aday 6gretmenler icin uygun oldugunu belirttikleri
de goriilmektedir. Bu ifadeleri ile yeni mezun olan ve daha dnce mezun olup aday 6gretmenlik hakkini
yeni elde eden aday 6gretmenler arasinda fark oldugu belirtilmektedir. Daha 6énce mezun olan aday
ogretmenler tarafindan bahsedilen bu farkin, yeni mezun olan aday 6gretmenlerin bu program
kapsaminda bazi 6gretmenlik tecriibeleri kazanabildikleri yoniinde oldugu anlasilmaktadir.
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Tablo 7.
AOYP’nin Katkisi.
Kategori Kod f Ornek ciimle
Tecriibe Paylasilan tecribelerle 6 Benim icin oldukga giizel bir tecriibe oldu. Paylasilan
saglama ornek alinmasi gereken tecriibelerden 6rnek alabilecegim ¢ok fazla sey
noktalarin 6grenilmesi oldugunu anladim ve bunlari hafizamda bir kenara not
ettim (AO1).
Yeni mezunlar igin katkisi 3 Bu egitimin yeni mezunlar igin katkisi oldugunu, daha
olusu ¢ok onlara tecriibe saglayabildigini diisiiniyorum.
Clinkli onlar henlz yeni sudan ¢ikmis ve herhangi bir
dgretmenlik tecriibeleri yok (AO10).
Nasil bir 6gretmen 2 Nasll bir 6gretmen olunmamasi yéniinde fikirler
olunmamasi gerektigini edindim. Bu anlamda katki sagladi (AO12).
O0gretmesi
Katkisi Higbir katkisi olmamasi 4 Bence higbir katkisi olmadi. Higbir verim alamadim
olmamasi (AO11).
Deneyimli 6gretmen 4 Deneyimli 6gretmenlerin tecriibelerini dinlemenin
tecribelerini dinlemenin katkisi olmadigi gibi ayrica ¢ok da sikiciydi (AO6).
katkisi olmayip sikici olusu
Ortamin amaca katki 2 Kalabalik ve sirekli pasif oldugumuz kapal (fiziksel ve
saglamamasi etkilesim bakimindan) bir ortam, elbette ki katki
saglayamazdi (AO2).
Duyussal Farklh branstan aday 3 Bu program siirecinde farkli branstan aday
katki O0gretmenler ile tanisiimasi Ogretmenler ile tanistim, arkadaslik iliskilerim de
saglama gelisti (AO8).
Deneyimli 6gretmenlerin 2 Her hafta deneyimli 6gretmenlerin tecriibelerini
tecribelerini dinlemenin dinlemek eglenceliydi (AO11).

eglenceli olusu

Katkisi olmamasi kategorisinde aday 6gretmenlerin bilylk bir cogunlugu, bu egitimin hi¢ katkisinin
olmadigini, yine blyuk bir kismi da bu egitim kapsaminda 6zellikle deneyimli 6gretmen tecribelerini
dinlemenin katkisi olmadigini ve ayni zamanda sikici oldugunu ifade etmektedir. Bu fikirlerin yani sira
aday 6gretmenler, egitimin gerceklestigi ortamin egitimin amacina katki saglamadigini, bunun sebebi
olarak ise 6zellikle de hizmet igi egitim ortaminin kalabalik olusunu ve fiziksel ve etkilesim bakimindan
kapali olan bir ortamda, sirekli pasif dinleyici olabildiklerini belirtmektedirler.

Duyussal katki saglama kategorisinde bir kisim aday 6gretmenin, bu egitim kapsaminda farkli
branslardan arkadaslar edinmeleri ve deneyimli 6gretmenlerin tecribelerini dinlemenin eglenceli
oldugunu belirttikleri gorilmektedir. Buradan hareketle, bu sirecte aday 6gretmenlerin duyussal
ihtiyaglarinin karsilanmasi gerektiginin de gdz 6niinde bulundurulmasinin 6nemi disindlebilir.

AOYP uygulamasinin devam durumuna iliskin bulgular: AOYP uygulamasinin devam edip etmemesi
konusunda distncelerine iliskin aday 6gretmenlerin gorisleri sirasiyla devam etsin ve devam etmesin
olmak Uzere iki kategoride toplanmistir. Bu kategoriler ve kodlar, frekans ve ornek cliimleler ile birlikte
asagidaki tabloda verilmistir.

Devam etsin kategorisinde aday 6gretmenler cogunlukla, bu programin degistirilerek devam etmesi
yoniinde goris bildirmislerdir. Ayrica bu kategoride herhangi bir degisiklikten bahsedilmeyerek
programin bu hali ile devam etmesi yoniinde diisiinceye sahip olan bir goris de bulunmaktadir. Devam
etmesin kategorisinde ise, ne programin degistirilerek ne de bu haliyle devam etmesini uygun gérmeyen
gorusler yer almaktadir. Bu disiinceye sahip aday 6gretmenlerin agiklamalari dogrultusunda bu durum,
programin 6nemsiz gorildigl ve zaman ve enerji kaybi gibi bir takim olumsuzluklara yol acabildigi
seklinde yorumlanabilir.
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Tablo 8.
AOYP’nin Devam Edip Etmemesi Durumu.
Kategori Kod f Ornek ciimle
Devam etsin  Degistirilerek devam 11 Devam etsin tabi ki. Ancak yasadigimiz bazi
etmesi sikintilarin giderilerek devam etmesi programi daha
etkili kilacaktir bence (AQ5).
Bu hali ile devam etmesi 1 Her yoniyle gayet iyi bir program, devam etsin
(AO12).
Devam Kesinlikle devam 2 Devam etmesinin 6nemli oldugunu diisinmiyorum.
etmesin etmemesi Zaman ve enerji kaybindan baska bir sey degil. Bu

nedenle devam etmesin (AO11).

AOGYP’de yapilabilecek degisikliklere iliskin bulgular: AOYP’de ne gibi degisiklikler olmasini
istediklerine iliskin aday 6gretmenlerin gorusleri sirasiyla paydaslar, uygulama, konu (icerik), zaman ve
yaklasim olmak UGzere bes kategoride toplanmistir. Bu kategoriler ve kodlar, frekans ve 6rnek ciimleler ile
birlikte asagidaki Tablo 9’da verilmistir.

Paydaslar kategorisinde aday 6gretmenler ¢ogunlukla, danisman 6gretmenlerin ve hizmet i¢i egitim
programi kapsamindaki konusmacilarin donanimli olmasi gerektigini 6neri olarak belirtmektedir. Bu
kategoride ayrica hizmet igi egitime konularla ilgili alan uzmanlarinin yani akademisyenlerin getirilmesi,
okul muddrlerinin program hakkinda iyi bilgilendiriimesi ve danisman 6gretmenleri gérevlerine tesvik
edebilecek maddi ve manevi katkinin saglanmasi gerektigi onerilmektedir. Bu ifadeler dogrultusunda
aday Ogretmenlerin, paydaslarin ilgili konuda yetkin, bilgili ve slirece motive bir durumda olmalarini
istedikleri anlagiimaktadir.

Uygulama kategorisinde aday 6gretmenlerin ¢ogu, okul disi etkinliklerin azaltiimasi ve programin
yeni mezunlar igin ayri, tecriibeli olanlar igin ayri dizenlenmesini 6neri olarak ifade etmektedir.
Tecrlbeli olmaktan kasit; daha 6nce Ucretli 6gretmenlik yapmis olmak seklinde agiklanmistir. Dolayisiyla
aday o6gretmenlere gore bu sireg, tecriibe kazanmis aday 6gretmenler i¢cin hem zaman kaybi hem de
yorgunluga sebep olmaktadir ve gereksizdir. Daha sonra esit frekanslarda, programin her brans icin ayri
ayri tasarlanmasi ve form doldurma isinin seyreltiimesi 6nerilerinin sunuldugu gorilmektedir. Programin
her brans icin ayri ayri tasarlanmasi disiincesi, bu branslarda verilen egitimin daha etkili ve verimli
olacagl inancina dayanmaktadir. Form doldurma isinin ise, yorucu ve sikici olmasi sebebiyle azaltiimasi
gerektigi belirtilmektedir. Son olarak bu kategoride, egitimin gérev yapilacak okullarda gerceklesmesi
onerisinde bulunulmustur. Bu énerinin ise okullarin farkl gevresel ve kiiltiirel yapilara sahip olabilmesi
sebebiyle egitimlerin daha gergek sartlarda saglanmasi ve dolayisiyla gorev yapilacak okula adaptasyon
bakimindan 6nemli olacagina inanmaktan ileri geldigi diistiniilebilir.

Konu (icerik) kategorisinde aday 6gretmenler cogunlukla konularin uygulamali ve aktif bir sekilde
sunulmasini 6nermektedir. Bunu belirtirken konularin islenmesi slirecinde geleneksel egitimden kaginilip
mevcut durumda benimsenen yapilandirmaci yaklasimla islenmesi gerektigini vurgulamaktadirlar. Aday
ogretmenler ayrica konularin kisa ve 6z olarak sunulmasi ve icinde 6grenci-6gretmen iliskisine yonelik
bilgileri de bulundurmasi gerektigini diisinmekte ve bu konuda éneride bulunmaktadirlar. Anlatimlarin
stkict olmamasi ve etkili olmasi bakimindan konularin kisa ve 6z olmasini dnermektedirler. Aday
6gretmenlerin  egitim konulari arasinda 6grenci-0gretmen iliskisine yer verilmesi gerektigini
onermelerinden, onlarin 6gretim silirecinde 6grencilerle iliskilerin saglikh ve etkili olmasinin dnemine
inandiklari anlasilabilmektedir.

Zaman konusunda aday Ogretmenler iki 6neride bulunmustur. Bunlar aday 6gretmen yetistirme
programinin gérev esnasinda eszamanl olarak uygulanmasi ve zamanin iyilestirilmesi seklindedir. Aday
ogretmenler bu programin onlarin goéreve basladiklari sireden itibaren es zamanl olarak
uygulanmasinin, 6grenilen bilgilerin aninda uygulanmasi ve aksayan yonler hakkinda diisinilebilmesi
bakimindan imkan saglayacagini ve boylece daha etkili olunacagini disinmektedirler. Zamanin
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iyilestirilmesi Onerilerinde ise aday 6gretmenler hizmet ici egitim kapsamindaki yaz seminerlerinin
kaldirilmasi, bunun yerine 6gretmenligin basladigi siiregte, hafta ici iki ek saat kadar s6z konusu egitimin
verilmesini O6nermektedirler. Detayli dusinuldiglinde, planh bir yaklasimla bdéyle bir 6nerinin
uygulanabilirliginin saglanabilecegi sdylenebilir.

Yaklasim kategorisinde aday 6gretmenlerin kendilerine baskici degil, davetkar davranilmasi ve onlara
yonlendirilen aday Ogretmen tabirinin degistiriimesi gerektigi seklinde iki ©neri sunduklari
gorulmektedir. Burada goze carpan husus; oOneri getirilen her iki durumun da aday 6gretmenleri
psikolojik boyutta etkiliyor olabilmesidir. Aday o6gretmenlerin bu beklentilerinin, bireylerin temel
ihtiyaglari arasinda bulunan ve genel olarak pek de 6nemsenmeyen psikolojik boyutta oldugu

gorulmektedir.

Tablo 9.

AOYP’de Yapilabilecek Degisiklikler.

Kategori Kod Ornek ciimle
Paydaslar Donanimli danisman Danisman 6gretmenler kidemli olmanin yani sira iyi
O0gretmenlerin segilmesi egitimli, yani donanimli olanlar arasindan segilmeli (AO1).
Hizmet i¢i egitim Hizmet i¢i egitim programindaki konusmacilarin bilgi,
programindaki diksiyon ve empati becerileri bakimindan donanimli
konusmacilarin donanimh olmasi saglanmali (AQ7).
olmasi
Hizmet i¢i egitim konulariyla Hizmet igi egitim konularini sunacak kisiler bu konuda
ilgili akademisyenlerin yetkin kisiler degildi bence, bu kisilerin akademik
getirilmesi ortamdan gelmesi gerekir, mesela Gniversiteden
akademisyenler dahil edilebilirdi (AO4).
Okul muddarlerinin iyi Okul muddrleri bu egitim konusunda yeterli bilgiye sahip
bilgilendirilmesi degildi; detaylari bilmiyordu, bunun igin bilgilendirilmeleri
gerek (A09).
Danisman 6gretmenleri Danisman 6gretmenlerin aday 6gretmenlere yardimci
goreve tesvik edebilecek olmalari konusunda gerekli destekler saglanmali, gerek
maddi/manevi katkinin maddi olarak gerekse konunun dnemi bakimindan
saglanmasi (AO12).
Uygulama Okul disi etkinliklerde Okul disi etkinliklerin uygulanmasi kalabalikla zor oldu;

gruplarin azaltilmasi

Aday Ogretmen Yetistirme
Programi’nin yeni mezunlar
icin ayri, tecrlibeli olanlar igin
ayri diizenlenmesi

Aday Ogretmen Yetistirme
Programi’nin her brans icin
ayri ayri tasarlanmasi

Form doldurma isinin
azaltilmasi

Egitimin gorev yapilacak
okullarda gergeklesmesi

ayri saatlerde gruplar halinde gergeklestirilebilirdi (AO8).
Her aday 6gretmen ayni seviyede tecriibeye sahip degildi
o6gretmenlige dair. Clinkl daha 6nce licretli 6gretmenlik
yapmis olanlar da bulunmakta. Bu da gereksiz zaman
kaybi ve tekrarlara neden olmakta. Dolayisiyla bu
program, yeni mezunlar igin ayri, tecrlibeli (bazi egitim
kurumlarda calismis) olanlar icin ayri dizenlenmeli diye
diistiniiyorum (A010).

Bu program kapsaminda her bransa 6zgii gruplar
olusturulmali. Bu gruplarin danismanlari ya da egitim
veren konusmacilari ilgili branstan olmali. Hatta
yurtdisindan o bransla ilgili katiimcilar da getirtilebilir. Bu
sekilde verimin daha fazla olacagini diisiiniiyorum (AQ6).
Doldurulan formlar mifettis incelemesine tabi olacagi
icin kasildik. Ayrica ¢cok yorucu ve gereksizdi. Hatta derse
hazirlik yapmamiza da engel oldu. Bu nedenle form
doldurma isi azaltilmali ve zorlamayacak sekilde
diizenlenmeli (AO14).

Okullarin gevresel/kiltirel yapilari farkl oldugundan,
aday 6gretmen yetistirme egitimleri atandigimiz
okullarda yapilsa daha anlamli olurdu bence (AO1).
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Tablo 9.

Devami.

Kategori Kod f Ornek ciimle

Konu Konularin uygulamali ve aktif 6 Su an uygulamamizi 6nerdikleri yapilandirmaci yaklasim

(icerik) bir sekilde sunulmasi ile birlikte aktif uygulamalar yaparak islenmeli. Belki de

uygulamali bir egitim bile yapilmasi saglanabilir (AQ7).

Konularin kisa ve 6z olarak 3 Gok uzun siiren detayli ve teorik olan bilgiler sikilmamiza

sunulmasi neden oldu, bu nedenle konular kisa ve 6z sunulmal
(AO10).

Ogrenci-dgretmen iliskisine 2 Konular arasinda 6grenci-6gretmen iliskisi de yer almali.

yonelik bilgilerin bulunmasi Bu bence oldukca 6nemli (AO9).

Zaman Aday 6gretmen yetistirme 6 Bu program, ise basladigimiz siireyle es zamanl olarak
programinin gérev esnasinda uygulanabilse, 6grenilen bilgilerin aninda uygulanmasi,
uygulanmasi aksayan yonler hakkinda dislinilebilmesi imkani da

yaratilir ve daha etkili olunurdu (AO3).

Zamanin iyilestirilmesi 3 Mesela hizmet ici egitimde yaz seminerleri kaldiriimali
bunun yerine 6gretmenligin basladigi slirecte, hafta ici iki
ek saat kadar s6z konusu egitim verilebilir (AO4).

Yaklagim Baskici degil, davetkar 3 Hizmet igi egitim uygulamalarinda devamsizlik ve form
davranilmasi doldurma gibi konularda sikbogaz edilmemeli ve edici

degil de bu etkinlikleri cazip kilici davraniimali (AQ5).

Aday 6gretmen kavraminin 2 Aday 6gretmen yerine “yeni 6gretmen” denilmeli. Clinkii

degistirilmesi

cok sikinti yasadik bu konuda, aday 6gretmen algisi;
stajyer 6gretmen dolayisiyla 6grenci ile esdeger gibiydi
(AO13).

ikinci Gériismeye iliskin Bulgular

Bu bdlimde, ikinci goriismede olusturulan ve galismanin amacina hizmet eden temalara yonelik
dogrudan alintilara yer verilmistir. Adaylarin birinci goérismede vyer alan goéruslerinin  degisip
degismediginin anlasiimasi igin aday 6gretmenlerin ciimleleri 6rnek ciimleler olarak degil ayrintili olarak
ele alinmistir. Ayrica yine bu kisimda, her iki gérlisme bulgulari karsilastirmali olarak verilmistir. Aday
ogretmenlerin, AOYP'nin gérev siirecine katki saglayip saglamadigina ve bu yetistirme programinin
devam edip etmemesine iliskin gorisleri asagida sirasiyla yer almaktadir.

AOYP’nin gérev siirecinde katki saglayip saglamadigina iliskin bulgular: ikinci gériismede, aday
o6gretmen yetistirme programinin gorev sirecinde kendilerine katki saglayip saglamadigina iliskin aday
ogretmenlerin gorusleri katki saglama ve katki saglamama olmak lzere iki kategoride toplanmistir. Bu
kategoriler ve kodlar, frekans ve 6rnek ciimleler ile birlikte asagidaki tabloda verilmistir.

Tablo 10.

AOYP’nin Katki Sadlama Durumu.

Kategori Kod f Ornek ciimle

Katki saglama Cok katki saglama 7 Dersisleme, dersizleme, hizmet ici egitim siiregleri ve
danisman 6gretmen oldukca faydali oldu (AO8).

Kismen katki saglama 3 Program siirecinde mudirin yardimci oldugu idari

isler kisminin oldukga faydasini gériiyorum (AO4).

Katki saglamama  Hig katki saglama 1 Bu egitim programi faydasizdi (AO11).

Aday &gretmenlerinin AOYP’nin katkilarina iliskin gorislerinin mesleklerini icra ederken farklisip
farkhlasmadigini belirlemek igin ikinci gériismede tekrar ayni soru yéneltilmistir. Ogretmenlerin cogu
katki sagladi (AO1, AO3, AO5, AO6, AO7, AO8, A010), bir kismi kismen katki sagladi (AO2, AO4 ve AQ9),
biri ise (AO11) “katki saglamadi” seklinde goériis bildirmistir.
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AO1 bu konuda danisman &gretmenin etkisini vurgulayarak; «Danisman 6gretmenin gézetiminde
derse girmemiz bana olduk¢a katki saglayan bir deneyim oldu. Bu durum bana 6zellikle 6zgiiven ve sinif
yénetimi konusunda biiyiik katkilar sagladi. Danisman 6gretmenden 6grendigim yéntem ve teknikleri su
an derslerimde uyguluyor ve etkisini gérebiliyorum. »

AO8 «Ders isleme, ders izleme, hizmet i¢i editim siirecleri ve danisman 6g§retmen oldukca faydali
oldu.»

AOYP’nin kismen katki sagladigini belirten 6gretmenlerden AOQ4 gériislerini su sekilde ifade etmistir.

AO4 «Program siirecinde miidiiriin yardimci oldugu idari isler kisminin oldukga faydasini gériiyorum.
Ancak bu siireci genel olarak gerekli gérmiiyorum, bu konuda Universitedeki staj uygulamalari zaten
yeterliydi bence.»

AQYP’nin katki saglamadigini belirten 6gretmen AO11 bu konuda asagidaki sekilde gériis bildirmistir.

AO11 «Bu editim programi faydasizdi. Zamanin ¢odu form doldurmakla gecti. Programa iliskin
yazilanlar, kagit lizerinde kaldi bana gére.»

Her iki gériismede yer alan ortak yondeki sorulara bakildiginda; ilk goriismede yer alan AOQYP’nin
katki saglama durumuna iliskin goruslere (bkz. Tablo 7) yonelik aday 6gretmenlerin, bu programin en
fazla katki sagladigini (tecriibe saglama f=11 ve duyussal katki saglama f=5, toplam f=16) ifade ettigi ve
daha az ise katkisi olmadigi (f=10) yéniinde gériis bildirdikleri gérilmektedir. ikinci gériismeye
bakildiginda ise, yine aday Ogretmenlerden ¢ogu katki sagladi yoniinde goéris bildirirken, bir kismi
kismen katki sagladi biri ise katki saglamadi yoninde goris bildirmistir.

Gorev siirecindeki aday 6gretmenlerin programin devam etme durumuna yénelik goriislerine
iliskin bulgular: ikinci gériismede, programin devam edip etmemesine iliskin aday 6gretmenlerin
gorisleri devam etsin ve devam etmesin olmak Uzere iki kategoride toplanmistir. Bu kategoriler ve
kodlar, frekans ve 6rnek ctimleler ile birlikte asagidaki tabloda verilmistir.

Tablo 11.

AOYP’nin Devam Edip Etmemesi Durumu lliskin Ikinci Gériisme.

Kategori Kod f Ornek ciimle

Devam etsin Degistirilerek 10 Bu program devam etmeli elbette, bliylk katkisi var ancak
devam etmesi degismeli de (AO3).

Devam etmesin  Kesinlikle devam 1 Hayir. Program devam etmesin; verilen egitimin
etmemesi dgretmenlikte fayda sagladigini diisinmiiyorum (AO11).

AOYP uygulamasinin devam edip etmemesi konusunda disiincelerine iliskin aday &gretmenlerin
devam etmesi (AO1, AO2, AO3, AO4, AO5, AO6, AO7, ADS8, AO9, AD10) seklinde goériis bildirirken, bir
ogretmen adayr (AO11) ise devam etmemesi gerektigini belirtmistir. Ayrica program devam etmeli
goriisiinde olan aday 6gretmenlerin hepsi, ayni zamanda programin degistiriimesi gerektigini de ileri
siirmuslerdir. Programin devam etmesine iliskin goris bildiren aday 6gretmenlerin gorisleri birinci
goriismedeki distincelerini desteklemek amaciyla 6rnek ciimleler yerine dogrudan alintilarla ayrintili bir
sekilde verilmeye galisiimistir

AO2 bu konuda «Bazi degisikliklerle birlikte devam etmesi gerektigini diisiiniiyorum. Bu program
siirecinde gerek mesleki gerekse kiiltiirel yonde dgrendiklerimin oldukga faydasini gériiyorum. Ancak, bu
editim programina dahil olmak isteGe badl olmali. Ucretli 6§retmenlik yapmis olan deneyimli aday
égretmenler icin bu egitim sart degil bence.» ifadesinde bulunurken,

AO3 «Bu program devam etmeli elbette, biiyiik katkisi var ancak dedismeli de. Mesela program
uygulama agdirlikli olup formlar azaltiimali, siire kisaltiimall.. Ayrica program siirecinde égretmenin
degerli oldugu hissettirilmeli ve 6gretmenlik meslegi sevdirilmeli.»,
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AO6 «Devam edebilir, bir sakincasi yok bence, faydasi da ¢ok hatta. Ancak programda bir takim
iyilestirmeler yapilmali. Gergekten iyi danisman 6gretmenler bulunmadik¢a, program verimsizlesir ve
zaman kaybina yol agar. Bunun yerine bir an dnce atanilan ile alisma ve meslekte gelisme asamasina
zaman ayrilmasi saglanmalidir. »

AO8 «Devam etmeli ve daha verimli olacak sekilde dedistirilmeli. Program siirecinde yasadigimiz
sistemsel aksakliklarin tekrar yasanmamasi yéniinde énlemler alinmasi saglanmali. »

AQ9 «Program dedistirilerek devam etse daha verimli olunur. Danismanlar esit tecriibeye sahip
olmali ve aday égretmenlere karsi olumsuz tutumlardan uzak durulmali» seklinde gériis bildirmistir.

Programin devam etmemesi yoninde goriis bildiren aday 6gretmen ise gorusini su sekilde
bildirmistir.

AO11 “Hayir. Program devam etmesin; verilen egitimin &gretmenlikte fayda sagladigini
diisiinmiiyorum. Lisans egitimi kapsaminda 6grendigimiz birgcok konuya bu programda da yer verildi.
Uygulama anlaminda da staj egitimimizden pek farki yoktu. Sadece bazi idari ve kiiltiirel bilgiler
sagladigini diisiindiyorum. Bunun icin daha fazla zaman kaybi ve yorgunluk yasanmasina gerek yok.”

Her iki gorismede yer alan ortak yondeki sorulara bakildiginda; ilk gérismede yer alan programin
devam edip etmeme durumuna iliskin goruslere (bkz. Tablo 8) yonelik aday 6gretmenlerin ¢ogu (f=12)
devam etmesi ve iki aday 6gretmen ise devam etmemesi yoniinde goris bildirirken, benzer sekilde ikinci
goriismede de yine ¢ogu aday 6gretmen (f=10) programin devam etmesi yoniinde gorus bildirmis ve
sadece bir aday o©gretmenin ise devam etmemesi yoniinde gorus bildirdigi gorilmustiir. Aday
o6gretmenlerin birinci gériismedeki dislincelerine benzer elestirilerde ve 6nerilerde bulundugu 6rnek
climlelerde gorilmektedir.

Tartisma ve Sonug

Aday 6gretmen yetistirme egitim cabalari, 6gretmen yetistirme siirecindeki olasi eksikliklerin dniine
gecmek, 6gretmen adaylarini nitelik bakimindan daha donanimli hale getirebilmek ve mezuniyet sonrasi,
hizmet 6ncesi siiregcte meslege iliskin bir takim tamamlayici egitimlerin faydal olabilecegi disiincesiyle
s6z konusu olabilmektedir. Seferoglu’nun (2004) da ifade ettigi gibi, 6gretmenlerin ve 6gretmenlik
mesleginin niteligi Turkiye’de ve diinyanin pek cok (lkesinde sikca giindeme gelen bir konudur. Bu
bakimdan Tiirkiye’de son zamanlarda bir aday 6gretmen yetistirme programina ihtiya¢ duyulmus ve bu
program 2016 yili itibariyle uygulamaya gegirilmistir. Henliz ¢ok yeni ve kapsamli olan bu uygulamanin
programa dahil olan aday 6gretmenlerce gbrev Oncesi ve gbrev sonrasi sirecte degerlendiriimesi
amaglanan galismanin bu béliimiinde, programin amaci, eksiklikleri, katkisi, devamlilhigi ve yapilabilecek
degisikliklere yonelik bir takim sonuglar ve 6neriler yer almaktadir.

Her egitim programinin uygulanmasinda yasanabilen bazi sikintilar gibi, bu programda da bir takim
sikintilar yasandigi aday 6gretmenler tarafindan dile getirilmistir. Calismada, benzer ¢alismalarda oldugu
gibi “zaman” (Altintas & Gorgen, 2017; ilyas et al.,2017; Ulubey, 2016), “organizasyon” (Soyalp &
Kozikoglu, 2016), “formlar” (Kiirim et al., 2016; ilyas et al.,2017; Ulubey, 2016) ve “paydaslar” (Sag,
Sahin & Sezgin, 2016; Soyalp & Kozikoglu, 2016; Ulubey, 2016) konularinda yasanan sikintilara isaret
edilmistir. Bu ¢alismada paydaslar olarak nitelendirilen okul yoneticileri ve danisman 6gretmen gibi
programin uygulanmasina yardimci kisilerin, alaninda iyi yetismedikleri ve programa iliskin bilgi sahibi
olmadiklari bulgularina ulasilmistir. Soyalp ve Kozikoglu’'nun (2016) calismasinda ise, hem aday
ogretmenlerin hem de danisman 6gretmenlerin programa iliskin bilgi sahibi olmadiklari bulgusuna
ulasiimistir.

Programda daha ¢ok sinif i¢i uygulamalar olmak Uzere, okul disi, okul i¢i (g6zlemler) ve hizmet igi
egitim etkinliklerinin begenilen etkinlikler oldugu sonucuna ulasiimistir. Bu durum aday 6gretmen
yetistirme programinin igerdigi her bolimde begenilen etkinliklerin bulundugu anlamina gelmektedir.
Nitekim diger bazi galismalarda (Kana & Yasar, 2017; Sarikaya, Samanci & Yilar, 2017; Soyalp &
Kozikoglu, 2016; Ulubey, 2016) da yine aday 6gretmenlerin sinif i¢i uygulamalari, okul i¢i (okul idaresinin
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diizenledigi) ve okul disi (il Milli Egitim Mudirligi’nin dizenledigi) etkinlikleri/gezi ve gézlem
¢alismalarini; kendilerini sinif yonetimi ve okul ydnetimi anlaminda mesleki gelisim saglamak ve
yoneticilige hazirlamak anlaminda begendikleri sonuglarina ulasmistir. Bir baska ¢alismada da yine (ilyas
et al.,, 2017) hizmet i¢i egitim etkinliklerinin biylk olglide begenildigi, aday 6gretmenlerin meslek
sevgisi/ mesleki aidiyet, egitim mevzuati, atanilan ilin kosullari ve ulusal ve uluslararasi egitim politika ve
uygulamalari hakkinda bilgilenmeleri bakimindan katki sagladigi bulgusuna ulasiimistir. Bu kapsamda yer
alan bulgulara bakildiginda (bkz. Tablo 3), aday 6gretmenler tarafindan begenilen etkinlikler arasinda
uygulama, gezi, gozlem ve gorismeler gibi hep aktif olunan ve daha fazla duyu organlariyla katilim
saglanan etkinliklerin yer aldig1 goériilmektedir. Daha net bir ifade ile; form doldurmak gibi etkilesimsiz
islevlerin bu begenilen etkinlikler kapsamda yer almadigi goérulmektedir. Dolayisiyla hangi egitimde
olursa olsun etkilesimin ve aktivasyonun saglandigi durumlarin katilimcilari daha hognut kildig
soylenebilir.

Aday o6gretmenlerin program kapsaminda aday Ogretmen olarak adlandiriimalarinin, sirecte
paydaslar ve 6grenciler tarafindan farkh algilandigi sonucuna ulasiimistir. Bu kapsamda ayrica onlari
stajyer 6gretmen ve hatta abla/abi tarzindan adlandirmalarinin, danisman 6gretmenlerinin dahi onlara
isimleriyle hitap etmesinin aday 6gretmenleri rahatsiz ettigi sonucuna ulasiimistir. Nitekim, aday
o6gretmenligi kavramsal agidan ele alan bir ¢alismada (Kiirlim et al., 2016), kavramin stajyer 6gretmenlik
ve 0gretmenlik kavramlariyla ayrimina vurgu yapilmistir. Bu konuda yapilan bir baska ¢alismada (Sarica &
Turan Ozpolat, 2016) ise aday 6gretmenlerin, program kapsaminda kendilerine verilen rollere iliskin
cogunlukla olumsuz goriise sahip olduklari gériilmektedir. Kavramin paydaslarca agik¢a anlasilamamasi
ve kavramin paydaslarda cagristirdigi anlamin farkhligi, aday 6gretmenlerle kurulan iletisimin icerigine,
sekline ve ayni zamanda da onlarin rollerine etki etmis olabilir.

Aday 0Ogretmen yetistirme programi kapsamindaki hizmet igi egitim programinin konularini aday
ogretmenler, kapsam bakimindan ve isleyis bakimindan olmak (zere iki kategoride degerlendirmislerdir.
Kapsam bakimindan ¢ogunlukla konularin agiklayici ve gerekli oldugu disiinilmektedir. Bu bakimdan ele
alindiginda, aday 6gretmenlerin ayni zamanda bu egitimin faydali ve verimli olduguna inandiklari
soylenebilir. Ancak bunun yani sira aday 6gretmenler konular hakkinda “zaten bildigimiz konulardi”
seklinde de goris bildirmislerdir. Oral ve Demir’in (2016) c¢alismasinda da benzer sekilde, aday
o6gretmenlerin sireci “adres bilene yol gésterme” seklinde degerlendirdikleri, dolayisiyla konularin tekrar
edildigini diistindiikleri anlasilmaktadir. isleyis bakimindan ise agirlikh olarak bu programda sunum yapan
(anlatan) egitimcilerin sunum yetenegine sahip olmadig gorusiu vurgulanmistir. Bunu belirtirken aday
O0gretmenler, konularin 6nemli oldugunu ancak sunanlarin sunumda iyi olmamasi nedeniyle konularin
aktarimi ve anlasilirhg bakimindan sorunlar yasandigini ifade etmislerdir. Buradan, konular ne kadar
o6nemli ve faydali olursa olsun, bunlarin aktarilmasindaki yetersizliklerin, bir diger ifadeyle sunum
becerisindeki eksikliklerin, egitimin verimine olumsuz etki ettigi anlasiimaktadir. ilyas vd. (2017)
tarafindan yapilan bir ¢calisma, bu gorusleri destekler niteliktedir. Calismada aday 6gretmenler, hizmet igi
egitim seminerlerinde sunum yapan kisilerin bilgi diizeyi, motivasyon, hazirlik ve yaklasim gibi 6zellikler
bakimindan oldukga diisiik diizeyde olduklarini belirtmislerdir.

Aday o6gretmenler hizmet igi egitim programinin bir takim sikintilari oldugunu belirterek bunlari
zamanlama, yaklasim/tutum ve konu boyutlarinda dile getirmislerdir. Aday 6gretmenler 6zellikle zaman
sikintisi boyutuna hem genel olarak aday 6gretmen yetistirme programina yonelik gérislerinde hem de
hizmet ici egitim programina yonelik gorislerinde 6ncelikli olarak yer vermislerdir. Ancak bu konuda
yapilan bir baska calismada (ilyas et al., 2017) da aday 6gretmenlerin hizmet ici egitim seminerindeki
konusmacilari o6zellikle yaklasim bakimindan biyik oranda olumlu (%68.00) diizeyde bulduklari
sonucuna ulasilmistir. Ayni calismada konu bakimindan ise bu seminerlerin, aday 6gretmenlerin ulusal
egitim politikalari ve uluslararasi egitim uygulamalarina dair bilgisini arttirmakta yeterli olmadigina isaret
etmektedir.

Aday Ogretmen yetistirme programindaki egitimin katkisi tGzerine aday 6gretmenlerin, bu egitimin
onlara daha c¢ok tecriibe sagladigini belirttikleri, ancak benzer oranda bir kissim aday 6gretmenin bu
egitim kapsaminda deneyimli 6gretmenleri dinlemek ve egitim ortaminin katkisi olmadigini belirttigi ve
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bazi 6gretmenlerin de egitimin duyussal katki sagladigini belirttigi gérilmektedir. Tecriibe saglamasi
boyutunda, bu egitimin daha c¢ok deneyimli 6gretmenlerle paylasilan tecriibelerin 6rnek alinmasi
gereken noktalar bakimindan katki sagladigi ifade edilmistir. ilyas vd.’nin (2017) calismasinda da aday
O6gretmenlerin ¢ogunlugunun (%79.00) bu konuda 6zellikle “tecriibeyle bulusma” uygulamasini faydali
bulduklari sonucuna ulasiimistir. Ulubey’in (2017) ¢alismasinda ise aday 6gretmenler, bu egitimdeki okul
ici ve okul disi uygulamalarda bir takim eksiklikler yasadiklarini, bu nedenle de bu uygulamalarin
ogretmenlik meslegi acisindan katki saglamadigini  belirtmislerdir. Altintas ve Gorgen’in (2017)
calismalarinda da bu galismada oldugu gibi, aday 6gretmenlerin bu egitimin katkilari arasinda, tecriibe
saglama ve ayni zamanda da bu deneyimli 6gretmenlerden bazilarinda bulunan olumsuz birtakim
o0gretmen davranislarini 6grenme ve bundan kendilerine ders c¢ikarma gibi katkilari belirttikleri
gorilmektedir.

Aday 6gretmen yetistirme programinda yapilabilecek degisiklikler kapsaminda aday 6gretmenlerin
daha ¢ok paydaslar bakimindan sonra ise uygulama, konu (igerik), zaman ve yaklasim bakimindan
degisiklerin yapilmasi gerektigini onermislerdir. Paydaslar bakimindan aday 6gretmenler, bu egitim
kapsaminda donaniml danisman 06gretmenlerin ve konusmacilarin olmasi gerektigini, islenecek
konularla ilgili bu egitimlere akademisyenlerin dahil edilmesini, ayrica okul midirlerinin de bu egitim
programi hakkinda daha fazla bilgilendirilmeleri gerektigini belirtmislerdir. Bu konuda Gokulu’nun (2017)
¢alismasinda ise aday ogretmenlerin bu calismadan farkli olarak, danisman Ogretmenlerin aday
O0gretmen yetistirmeye yonelik egitim sureci hakkinda daha fazla bilgilendirilmeleri gerektigini
belirttikleri sonucuna ulasilmistir. Zira Gokulu’nun (2017) calismasindan farkli olarak bu calismada,
danisman 6gretmenler bakimindan yapilmasi gereken degisiklikler kapsaminda sadece genel anlamda
donanimli olmalari gerektiginden bahsedilmis ancak onlarin aday 6gretmen yetistirmeye yonelik egitim
siireci hakkinda daha fazla bilgilendiriimeleri gerektigi vurgulanmamistir. Belki de bu durum, aday
ogretmenlerin genel olarak “donanimli” ifadesinde anlatmak istedikleri arasinda da yer alabilmektedir.

Uygulama bakimindan aday Ogretmen yetistirme programinda, aday Ogretmenlerin atandiklar
bolgelerle baglarini giiglendirecek onlemlerin yetersiz kaldigini éngéren Duskiin (2016) bu konuda
adaylarin, bu sireci atandiklar okullar yerine kendi tercihlerine uygun olarak farkh illerde gegirme
olanagina sahip olduklarini ancak bu uygulamanin da, onlarin gorev yapacaklari bolgelerle bag
kurmalarini geciktirecek nitelikte oldugunu belirtmektedir. Bu bakimdan sonradan, Milli Egitim Bakanlig
tarafindan aday 6gretmenlerin atandiklari yerde uyum programina katilmalari konusunda bir karar
alinmistir (MEB, 2016b). Dolayisiyla bu kararla birlikte Eyliil 2016’da atanan 6gretmenler, atandiklari
yerde aday O6gretmen yetistirme programina baslamis ve bir taraftan atandiklari illerde aday 6gretmen
yetistirme sirecini vylrltirken diger taraftan da yine atandiklari okullarda derslere girmeleri
saglanmistir. Boylece aday 6gretmenlerin bu konuda bu calismada da belirtmis olduklari sorunlarin
biyulk olclide giderilmesi saglanmistir.

Aday oOgretmen vyetistirme programi kapsaminda yapilabilecek degisiklikler kapsaminda aday
o6gretmenlerin 6nerileri arasinda konu (icerik) bakimindan segilen konularin anlatiminin uygulamali bir
sekilde yapilmasi gerektigi bulunmaktadir. Bu bakimdan o6zellikle 6gretmen egitiminde uygulamaya
onem ve agirlik verilmesi gerektigi mevcut birgcok ¢alismada da yer almaktadir (Aras & S6zen, 2012; Ball,
2000; Ball & Bass, 2003; Ball, Sleep, Boerst & Bass, 2009; Baskan, Aydin ve Madden, 2006; Forzani, 2014;
Gunver, 2014; Harford & MacRuairc, 2008; Jay & Johnson, 2002; Lampert, 2009; McDonald, Kazemi &
Kavanagh, 2013; Russell, 1997). Zaten MEB tarafindan hazirlanan ve 2017-2023 yillarindaki eylemleri
iceren “Ogretmen Strateji Belgesi”nde de yine 8gretmen egitiminde uygulamanin énemi vurgulanmakta
ve 0gretmen yetistirme kurumlarinin basarisinin artiriimasi amaciyla hem akademik ve kurumsal olarak
hem de uygulama agirlikli olarak yeniden yapilandiriimasi gerektigi belirtilmektedir (MEB, 2017). Bu
konuda Giinver (2014) ise, 6gretmen egitiminde kuram ve uygulamanin dengeli olmasi gerektigini ve
ogretmen egitimi programlarini gelistirirken egitimcilerin, kuram ve uygulama arasinda bag kurma
yetenegine sahip olduklarini, bunun bir sonucu olarak ise programlarin yapisinin kuram ve uygulama
arasindaki baglanti agisindan gelistirilebilmesini 6nermektedir. Yine Aras ve Sozen (2012) de 68retmen
egitiminde uygulamanin 6nemini vurgulayarak 6gretmen adaylarinin KPSS’ye hazirlanmalari sebebiyle
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lisans egitimindeki uygulama derslerine ¢ok fazla 6nem vermediklerini, bu durumun da uygulama
derslerinde istenen hedeflere ulasmayi engelleyebildigini belirmekte ve bu konuda uygulama derslerinin
sadece son doénemlerle kisitli kalmamasi ve tim lisans egitimine yayilmasini énermektedir. Aday
O0gretmenler zaman bakimindan yapilabilecek degisikliklere yonelik ise bu program ile asli 6gretmenlik
gorev slrecinin es zamanh olarak ydratilmesini ve zamanin iyilestirilmesini 6nermektedirler. Zira bu
konuda Altintas ve Gorgen’in (2017) de ¢alismasinda aday 6gretmenlerden bazilarinin, bu egitim sirecini
zaman kaybi olarak gérdikleri sonucuna ulasiimistir. Yine ayni ¢alismada, bu ¢alismada da oldugu gibi
aday oOgretmenlerin aday o6gretmen tabirinden rahatsizlik duyduklari ve “6gretmen adayi olmak
anlayamadigim bir terimdir ve bu siirecte gercek, aday veya resmi 6gretmen olmadigimi séylemek
isterim, ben sadece bir 6gretmenim” seklinde serzeniste bulunduklari goériilmektedir. Ayrica bu
¢alismada aday 6gretmenlere yaklasim bakimindan baskici degil, davetkar yaklasilmasi gerektigi ve aday
o6gretmen tabirinin degistirilmesi gerektigi 6nerilmektedir.

Aday Ogretmenlerle ikinci defa (gbérev sonrasi) gorisildigiinde, aday 6gretmenlerin ¢ogu, aday
o6gretmen yetistirme programinin kendilerine katki sagladigini belirtmistir. Bu durumu agiklarken ise
aday 6gretmenler 6zellikle danisman 6gretmen, sinif ici uygulamalar (ders isleme, ders izleme) ve hizmet
ici egitimin katkilarini vurgulamistir. Aday 6gretmenlerin bir kismi, bu egitimde kismen miduarin katki
sagladigini fakat genel olarak ise silreci gerekli gormediklerini ve Universitedeki staj uygulamalarinin
zaten yeterli oldugunu belirtmistir. Bir 6gretmen ise bu konuda egitim programini faydasiz buldugunu;
zamanin ¢ogunun form doldurmakla gectigini ve programda yazilanlarin uygulamaya yansimadigini, daha
cok kagit Gzerinde kaldigini belirtmistir. Zaten ilk gorismede de aday 6gretmenlerin ¢ogunlukla bu
programin katki sagladigini ve bundan daha az bir kisminin ise katkisi olmadigini belirttikleri
gorulmektedir. Burada iki gorlisme arasindaki en belirgin fark; ilk gorismede bu programin katkisinin
olmadigina iliskin gorislerin sayisinin da goz ardi edilemeyecek kadar ¢ok sayida iken, ikinci gériismede
programin katkisinin olmadigina iliskin gorisiin sadece bir kez ifade edildigidir. Bu durum aday
O0gretmenlerin programin katkisina iliskin gérislerinin, gérev sonrasi suregte yasadigl durumlara bagl
olarak, olumlu yonde etkilendigi seklinde de yorumlanabilir. Ancak burada sdylenebilecek en net ifade;
aday o6gretmenlerin gerek gorev oncesi gerekse de gobrev sonrasi siregte, bu egitim programinin
kendilerine katki sagladigini distindiikleridir. Bu sekilde katki sagladigina inanilan bir egitim programinin
ise, MEB tarafindan ihtiyaclar ve oneriler dogrultusunda ele alinarak degistirilip daha nitelikli, etkili ve
uzun soluklu, uygulanabilir bir sire¢ haline getiriimesi saglanabilir. Benzer sekilde aday 6gretmen
yetistirme programinin pek ¢ok yonden katki sagladigina iliskin aday 6gretmen gorislerine Altintas ve
Gorgen (2017), Gékulu (2017), Giil, Tirkmen ve Aksel (2017), ilyas vd. (2017), Kana ve Yasar (2017), Kilig,
Babayigit ve Erkus (2016), Sarikaya vd. (2017) ve Ulubey’in (2017) galismalarinda da rastlanilmaktadir.
Tuncbilek ve Tinay’in (2017) calismasinda ise, bu programa iliskin aday 6gretmenlerin beklentileri
sorulmus ve beklentilerin diisik diizeyde oldugu gorialmustir. Bunun sebebi olarak ise arastirmada, bu
beklentilerin aday 6gretmenlere heniliz programin baslangic asamasinda iken sorulmus olmasi ve
ellerinde durumlarini karsilastirabilecekleri bir verinin olmamasi belirtilmistir. Dolayisiyla, yapilan bu
calismanin bu anlamda bir boslugun doldurulmasi yoniinde 6nemli oldugu dusiinilebilir.

Aday Ogretmen Yetistirme Programi’nin “devam etmemesi” yéniindeki gériislerin, her iki gériismede
de “devam etmesi” goriisiine oranla daha az sayida olup, ikinci gériismede birinci gériismeye nazaran
sayica azalmis olmasi durumu iki sekilde duistinilebilir. Bu dislincelerden birincisi; ikinci gériismede
ulasilabilen aday 6gretmen sayisinin ilk gériismeden daha az olmasi ve dolayisiyla programin devam
etmemesi gorlsiine sahip bir 6gretmenin ikinci gorlismede ulasilamayan oOgretmenler arasinda
bulunuyor olabilmesi, ikincisi ise aday 6gretmenlerden birinin 6gretmenlik siirecinde aday 6gretmen
yetistirme programina iliskin olumsuz diisiincesinin degisip ortadan kalkmis olabilecegi yoniindedir. Bu
konuda aday 6gretmenler daha c¢ok, programin bazi degisikliklerle birlikte devam etmesi yoniinde
goruslerini bildirmislerdir. Ayni gorislerin bulundugu giincel bazi ¢calismalara da rastlanmaktadir (Altintas
& Gorgen, 2017; Kana & Yasar, 2017; ilyas et al., 2017; Sarikaya et al., 2017; Ulubey, 2017). Gékulu
(2017) galismasinda, aday 6gretmenlerin slirecte bazi eksiklikler yasadiklarini belirttiklerini ifade ederek
bu siirecin sonraki yillarda da eksikliklerinin giderilerek devam etmesi gerektigini 6nermektedir. Ulubey
(2017) de aday Ogretmenlerin bu program kapsaminda bir takim sikintilar yasadigini, bu nedenle

645



Esen TURAN OZPOLAT, Giilden GURSOY — Pegem Egitim ve Ogretim Dergisi, 9(2), 2019, 605-652

programin saglikh bir sekilde yuratilmesini saglamak bakimindan onlarin bu gérislerinin, ilgili kurum ve
kisilerce dikkate alinmasi gerektigini belirtmektedir. Tungbilek ve Tinay (2017) calismalarinda her
uygulamada oldugu gibi bu uygulamanin basarisinin izlenmesinin de uygulamanin iyilestirilmesi
bakimindan 6nemli oldugunu ve bu nedenle de aday 6gretmenlerin egitim siireci tamamlandiktan sonra,
kendilerinden sonraki aday 06gretmenlerin egitimlerini iyilestirebilecek geribildirimler alinmasinin,
sistemin devamhligi bakimindan iyi oldugunu vurgulamaktadir. Dolayisiyla bu bakimdan da ele
alindiginda bu calismanin programin devamlihgl ve etkililigi bakimindan olduk¢a 6nemli olabilecegi
disunulebilir.

Calismanin Sinirhlig

Calismada veri toplamak amaciyla odak goriismeler gergeklestirilmistir. Calisma esnasinda odak
gorisme ortaminda, bireylerin bazi konulara iliskin diisiincelerini agiklamada arkadaslarindan dolayi
tedirgin olduklari bu nedenle, ayrintili bir sekilde cevap veremedikleri fark edilmistir. Odak gériisme
ortaminin givenilir ve seffaf olmamasi ¢alismanin sinirliliklarindan biridir.

Calismada, arastirmacilar cevre illerdeki aday o6gretmenler ile goriismek icin il Milli Egitim
Mudaurliklerinden izin talep etmislerdir. Ancak, izin dilekgceleri OHAL donemi gerekgesi ile reddedilmistir.
Orneklem grubunun sadece Adiyaman ilinden segilmesi ¢alismanin sinirliligidir.

Calisma, boylamsal bir arastirma olarak planlanmistir. Gorlisme yapilacak kisilerin bilgileri ayrintili
olarak alinmasina ragmen 3 kisiye biitiin ugraslara ragmen ulasilamamstir. ikinci gériismede biitiin
katilimcilara ulasilamamasi galismanin sinirliligidir.

Oneriler

Bu calismada elde edilen bulgular isiginda;

1. Aday Ogretmen yetistirme programinin daha etkili gerceklesebilmesi ve amacina ulasabilmesi
acisindan Milli Egitim Bakanligi tarafindan program sirecinde yasanilan sikintilarin giderilmesi
yoniinde gerekli 6nlemlerin alinmasi,

2. Aday oOgretmen vyetistirme programinda, aday oOgretmenlerin aktif olabilecegi 6gretimsel
uygulamalara daha fazla yer verilebilmesi,

3. Aday 6gretmen yetistirme programina iliskin yapilabilecek ileriki calismalarda konu hakkinda daha
kapsamli veriler elde edilebilmesi agisindan arastirmacilarin, farkli arastirma yontem ve teknikleri
kullanarak veri gesitliligini saglamasi 6nerilebilir.

Bilgilendirme

Bu calismanin bir kismi, 26-28 Ekim 2017 tarihinde Kahramanmaras Siit¢ii imam Universitesi
tarafindan diizenlenen 3. Uluslararasi Sosyal Bilimler Sempozyumunda sozIi bildiri olarak sunulmustur.
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Appendix 1.

Interview questions

First interview questions

1
2.
3.

What were the problems you experienced in TCTP (if any)?
Which of the activities did you like in TCTP?

How do you assess the attitudes of students and teachers about you being called "teacher

candidate" in TCTP?

4.

What do you think about the topics included in the in-service training program within the scope of

the TCTP?

5.

6
7.
8

What are the problems (if any) that you experienced during the in-service training in TCTP?
What were the contributions of the TCTP training to you?
Do you think the TCTP should be implemented in the future?

What kind of changes do you want to see in the teacher candidate training program?

Second interview questions

1.
2.

Did TCTP contribute to your work?

Do you think TCTP should continue with this form or not, how would you like it to be?
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EK 1.

Goriisme sorulari

Birinci goriisme formu sorulari
1. AQYP'de yasadiginiz sikintilar (varsa) nelerdir?
2. AQYP’de yer alan etkinliklerden hangisini begendiniz?

3. AQYP’de “aday &gretmen” olarak adlandiriimaniz ile ilgili 6grencilerin ve égretmenlerin size yénelik
tavirlarini nasil degerlendiriyorsunuz?

4. AOYP kapsamindaki hizmet ici egitim programinda yer alan konular hakkinda ne diisiiniiyorsunuz?
AQYP’deki hizmet igi egitim siiresince yasadiginiz sikintilar (varsa) nelerdir?
AQYP’deki egitimin size nasil bir katkisi oldu?

AOYP uygulamasinin devam edip etmemesi konusunda diisiinceleriniz nelerdir?

©® N o o

Aday 6gretmen yetistirme programinda ne gibi degisiklikler olmasini istersiniz?
ikinci goriisme formu sorulari

1. AQYP, gorev siirecinizde size katki sagladi mi?

2. Sizce AOYP bu haliyle devam etmeli mi ya da etmemeli mi, nasil olmasini istersiniz?
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